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Mediated Immersive Learning – Second Life as a Learning Tool 
 
 

The purpose of this presentation is to discuss the creation of mediated, immersive 

learning environments for 21st century learners, using Second Life. 

Thomas Friedman (2005) states that as the use of global Internet connections 

increases, the world becomes flat.  This change in communications necessitates a change 

in working and learning environments.  The change is so pronounced that new skills for 

the twenty-first century have been formulated.  These new skills are in the domains of 

learning and innovation, critical thinking and problem solving and communication and 

collaboration.  People that are proficient in these new skills will be successful in the new 

century.  Their patterns of behavior are already changing.  Newspapers are read online, 
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text messaging is an increasing method to communicate, email is decreasing and video 

communication is rising.   

As students make plans for their non-academic activities, patterns of 

communication behavior have been observed.  It has been noticed that their tool for 

communication is the cell phone.  While they use the voice capability, many students on 

campus are using SMS – text messaging service.  Replies are returned and schedules are 

coordinated.  This problem solving activity is based on newer methods of communication 

created through the use of newer technology.   

The second observation of communication patterns of students at the university 

and in public education centers around their multi-tasking behavior.  Students will travel 

between classes while using a cell phone and talking with other students walking with 

them.  It appears that they are able to comprehend all modes of communication channels 

simultaneously.   

The third observation centers in the immersive nature of online games.  As 

students use higher bandwidth Internet connections online gaming is increasing in 

popularity.  Games such as FullTilt, Alchemy appear to be popular.  Games.com (2007) 

lists Family Feud, Bejeweled 2 and Scrabble Blast as their top games.  The use of these 

games consumes great quantities of time.  The students immerse themselves in these 

games for long periods of time.   

A picture of university students is starting to appear.  They communicate, 

socialize and problem-solve with friends using technology and they immerse themselves 

in online entertainment for long periods of time.  Their capability to multi-task in online 
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environments appears to be a key factor to the creation of immersive learning 

environments.   

An example of immersive learning is Second Life.  Second Life is a 2D online 

digital world imagined, created and owned by its residents (Second Life, 2007).  People 

receive a free avatar and participate in Orientation Island to learn basic moves and 

strategies.  They learn to move and communicate with others.  Recent changes include a 

voice tool and will augment the typing chat tools.  The avatar can change its shape and 

appearance.  Soon, the in-world user learns to build chairs, tables, buildings, and sign 

boards.  These artifacts can be used by one or many other users.  The creator of an artifact 

can decide to keep or to share their creations.  They can give them away or can sell them.  

As the user learns to create an environment, it becomes evident that any type of 

environment can be created.   

Many of these created environments are learning environments.  The Centers for 

Disease Control shares public health information in an online, cyber community.  

Harvard designed an environment to teach middle school students about disease 

transmission.  Dartmouth College uses Second Life to create an immersive environment 

to train emergency responders.  Ohio State University has created a campus to facilitate 

students and faculty exploring online learning.  Sarah Robinson from Ball State 

University is currently researching SecondLife in the context of social learning.   Dr. 

Dawley has created a course, titled, Teaching and Learning in Second Life. Her syllabus 

states that critical thinking activities will take place along with finding connections 

between materials and assisting one’s peers.  Weekly meetings are held on EDTECH 

Island in Second Life.   
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These learning environments build information and media literacy skills in faculty 

and students.  Users of these environments learn to share information.  They look for 

ways to help each other to communicate and collaborate.  They may build a classroom 

that resembles a brick and mortar classroom with doors that open and close and desks and 

chairs on which to sit.  They share information on billboards, create and store audio and 

video content and provide for avenues to multi-task and think critically.   

Before virtual worlds appeared, students would gather in coffee houses, bars and 

student lounges.  These places would require a face to face meeting.  However, as 

students participate in online classes, it is evident that their physical location could be any 

where.  The first method of asynchronous and synchronous communication was typed 

chat.  Now, the in-world coffee houses provide a place for students to meet regardless of 

their global location.  The new places provide a location for students to talk with each 

other, share information, analyze problems and think critically.  Thus students are 

becoming proficient in information, computing and technology skills.   

These ICT skills will become the life and career skills of the 21st century.  The 

social communication skills are evident in Second Life.  As avatars talk with each other 

they have control of their environment.  They take responsibility for constructing the 

artifacts of the world.  As this responsibility grows, their leadership skills grow.  So, the 

construction of the world is a responsible act that prepares the students for leadership 

roles in the 21st century. 

The next question to explore is how to use Second Life to prepare pre-service 

teachers for their professional career.  Certainly, communication and collaboration 

activities can take place in Second Life.  However, it would not be difficult to create 
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simulated teachable moments.  The university professor could create the shell of the 

simulated classroom and mediate changes so that the pre-service teachers can interact 

with the simulation.  Each pre-service teacher could participate as a teacher, student or 

peer.  The interaction of the participants in Second Life could be recorded and reviewed 

for future discussion.  Because many pre-service teachers are concerned about discipline 

in the classroom, the university professor could create discipline problems in the 

simulated classroom and the pre-service teachers could react to it.   The pre-service 

teacher could try the strategies and techniques learned in the university classroom without 

creating any harm to the PK-12 student.   

Conclusion 

Mediated immersive learning environments can be created with existing online 

simulated tools.  SecondLife is an online digital world created by the users.  It has been 

used by institutions to create learning environments to share information.  It has been 

used to train pre-service teachers to use it for critical thinking, communication, 

collaboration and problem-solving.  This paper begins the process to create a simulate, 

mediated immersive pre-service teacher preparation environment.   Activities can be 

facilitated by the university instructor.  Critical reactions by pre-service teachers can be 

recorded and saved for future discussion.  Pre-service teachers can take turns as PK-12 

students and peers in the in-world classroom to provide simulated responses for learning 

purposes.  Strategies and techniques can be tried in the simulated world without any harm 

to actual PK-12 students.  Thus, pre-service teachers can practice and learn from their 

mistakes in the in-world learning environment. 
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Prof Dave Kowalka 
Ashland, Ohio 

 
Presents: 

 
“The Meeting of the Minds’: 

Integrating High level Thinking with Regular and Gifted 
Students in the Social Studies Classroom 

 
The reason and rational for the project: 
 
The purpose of this project is to provide both regular and 
gifted students the opportunity to research world leaders and 
historic figures and to compare and contrast their beliefs and 
ideas against those from other time periods in history. 
 Participants in the Hawaii International Conference on 
Education will role play the project as students.  Names of 
world leaders and historic figures will be provided with 
background for comparing and contrasting beliefs and 
opportunities for high level question techniques. 
 
 
 
 
 
 
 
How to organize the project: 
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Early in the semester, each student is assigned or will select a 
world leader, either current or historic (based on their specific 
course of study). 
Students will then research their assigned leader or historic 
figure and present this information in a group discussion. 
An MC will be selected to work with each group of four 
leaders.  The MC will serve as facilitator and discussion leader 
for the group. 
Individual groups will prepare stimulating questions for their 
presentation/discussion with their MC. 
 
Time needed to complete the project: 
 
This project can be done over the course of several weeks, 
with a once a week work session. 
Three weeks of prep time will be provided in class, usually on 
Fridays to set up characters, high level questions and 
appropriate responses. 
 
 
Assessment and Evaluation of Project: 
 
The rubric used should include components such as research, 
discussion questions and high level thinking responses to each 
historical character. 
 
 
 
 
 
Standards: 
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Grades 6-8, 8-10 and 10-12 
Social Studies Skills and Methods 
 Students collect, organize, evaluate and synthesize 
information from multiple sources to draw logical conclusions.  
Students communicate this information using appropriate 
social studies technology in oral, written or multimedia form 
and apply what they have learned to societal issues in simulate 
or real-world settings. 
 
Grades 9-10, and 11-12 
Government 
 Students use knowledge of purposes, structures and 
processes of political systems at the local, state, national and 
international levels to understand that people create systems of 
government as structures of power and authority to provide 
order, maintain stability, and promote the general welfare. 
 
Grades  6-8, 9-12 and 11-12 
History 
 Students use material drawn from the diversity of human 
experience to analyze and interpret significant events, patterns 
and themes in the history of Ohio, the United States and the 
world. 
 
 
 
 
 
 
 

Selected Leaders 
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Elected vs. Born Leaders 
 Host = Barbara Walters 
 Guests = Adolf Hitler, William Clinton and Catherine II 
 
Religious Leaders 
 Host = Peter Jennings 
 Guests = Golda Meir, Gaius Flavius Vlarius Aurelius 
Constantinus and Ayatolla Seyyed Ruhollah Khomeni 
 
Slavery 
 Host = Oprah Winfrey 
 Guests = Abraham Lincoln, Kufu and Nelson Mandela 
 
World Domination 
 Host = James Lipton 
 Guests = Genghis Khan, Emperor Napoleon Bonaparte 
and Alexander the Great 
 
Sample questions: 
 Leadership: elected vs born 

1. How do you gain power? 
2. What kind of leadership skills did you practice while in 

power? 
3. How did you view your people and how did your 

people view you? 
 
 
 
 

World Domination 
1. What is your greatest accomplishment? 
2. How did your conquest end?  Why? 
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3. What would you do differently and why? 
 

Religious Leaders 
1. How did religion influence your life? 
2. How did religion play a role in your government? 

 
Slavery 
1. Under what circumstances do you feel slavery is 

necessary? 
2. How would you feel if you were required to pay your 

slaves? 
3. How do you see your country working without slaves? 

 
Resources 

Academic Content Standards:  Ohio K-12 Social Studies 
 
National Council for the Social Studies (2006), Standards  
http://www.ncss.org 
 
“The Rule” (OAC 3301-51-15) Identification and Services for 
Children Who are Gifted.   Ohio Standards for Gifted Programming 
 
BBC World Religions (2006) 
http://www.bbc.co.uk/religion/religions/index.shtml 
 
Lowen, J. W. (1995)  Lies My Teacher Told Me:  Everything your 
American History Textbook got wrong.  New Your, NY, Simon and 
Schuster, Inc. 
 
The History Channel (2006).  http://www.historychannel.com 
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Tech Success: Innovative Strategies for Engaging Middle School Students Living with 
Disabilities in Technology and Science Education. 

 
Tech Success is a youth-based program designed to foster Science, Technology, Engineering and 
Math (S.T.E.M.) career interests among youth living with disabilities.  Tech Success engages 
middle school students in over 150 hours of experiential training through computer-based 
classroom instruction, and S.T.E.M focused field experiences with community partners.   
 
Presentation and discussion will focus on the innovative ways in which Tech Success provides 
technology and Science education for middle school students living with disabilities in the 
Oklahoma City, Oklahoma metropolitan area. 
 
Students with disabilities are at high risk of under-utilizing their talents and prematurely foreclosing 
viable occupational options because of low expectations and unsupportive learning conditions (Brown 
and Lent, 2006).  Virtually all of these students come from homes where supportive structures are 
challenged due to economic hardship, single parenting, or circumstances surrounding the student’s 
disability.  Adolescents with difficult home environments and who have disabilities are doubly at risk.  
However, when alternative supportive structures of the caliber offered by Tech Success are firmly set in 
place, students’ engaged interest in developing career aspirations is a likely result.  When career 
aspirations are developed in the middle school years, they are “remarkably stable and serve as strong 
predictors of aspirations in the 12th grade” (National Education Longitudinal Study, 2002).  
 
As individuals with disabilities are half as likely as their non-disabled counterparts to own computers, and 
they are about one quarter as likely to use the Internet (Kaye, 2000), Tech-Success’s computer aided self-
paced instruction is especially relevant to building technology skills. The Tech-Success curriculum 
presents a major shift in the way schools implement transition programs as it provides students with 
transferable skill sets that will help them gain meaningful employment and become productive members 
of society. 
 
Among the most vulnerable people in America are individuals with disabilities. The Center on Education 
Policy (2002) reports that one-third of all students with disabilities drop out of school prior to high school 
graduation. Only 14% of youth with disabilities attend postsecondary education, compared to 53% of the 
general population, and less than eleven percent of people with disabilities who enroll in college actually 
graduate. The 2004 National Organization on Disability/Harris Survey of Americans with Disabilities 
revealed that only 35% of people with disabilities reported being employed full or part time, compared to 
78% of those who do not have disabilities.  
 
To address these issues, Tech Success combines high expectations with skill development in a non-
competitive, stimulating environment. Classroom configurations vary by school, but all emphasize 
cooperative learning, partnerships, and creative problem-solving. Furthermore, evidence of high 
performance expectations and students’ capacity to respond to those expectations is reflected in Spring 
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2006 state testing results.  Eighth graders with IEPs at Bethany Middle School in Bethany Oklahoma 
outperformed their peers in mathematics during the same time period that Tech Success was implemented 
at that school site.  Only 6% of these students failed to meet the satisfactory benchmark during this time 
period.  The Tech Success and its High School counter part Tech-Now has succeeded in increasing the 
graduation rate, decreasing the drop out rate, improving student self-esteem, addressing 
underemployment, providing technology skills training, and preparing students for post-secondary 
education.  
 
The Tech Success curriculum integrates SCANS employability skills, student-centered 
instructional strategies, field experiences in science and technology, individually paced activities, 
and inquiry-based learning.  The SCANS competencies for future employability include: 
learning to allocate resources; developing interpersonal skills like teamwork and negotiation; 
learning to acquire and use information; understanding complex relationships; and learning to 
use technology.  The curriculum introduces students to elements of setting career aspirations and 
reinforces outcome expectations by tying learning to relevant life choices. It bridges the gap 
between education now and career choice later in life. 
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Introduction 

This paper reports on the results of student work on solving worded problems 

involving fractions where a common numerator strategy would be useful to successfully 

solve the problem. The work was initiated with students in grade 5 who were engaged in 

solving the problems as part of their instruction. Additional data were collected from 

students in grades 6 – 8. The set of problems discussed in this paper is a subset of the 

problems for which data are collected. The problems were chosen because they involve 

problem situations with fractions in which the use of common numerators as a solution 

strategy can be employed. The instruction in grade 5 occurred near the end of the school 

year. The problems were also given to students in grades 6 – 8 toward the end of the year, 

but the problems were not part of their instructional experience related to work on 

fractions, ratios or proportion. All the students in grade 8 were enrolled in Algebra I. 

Student work was examined, classified and analyzed, as to correctness of response, 

appropriate reasoning and types of models used. Comparison of data across grade levels, 

including the work of students in grade 5, is provided. 

In summarizing past work and setting the focus for future work on rational 

numbers and proportional reasoning, Lamon (2007) states, “Of all the topics in the school 
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curriculum, fractions, ratios, and proportions arguably hold the distinction of being the 

most protracted in terms of development, the most difficult to teach, the most 

mathematically complex, the most cognitively challenging, the most essential to success 

in higher mathematics and science and one of the most compelling research sites. In the 

last decade or more, researchers have made little progress in unraveling the complexities 

of teaching and learning these topics” (p 629). 

While examining the work completed in rational numbers and proportional 

reasoning, among the topics Lamon (2007) discusses are mathematical analysis, notational 

systems used, clarifying constructs, distinctions between ratios and rates, and similarities 

and differences between fractions and rational numbers. She points to a temporary 

standstill for study in the field and outlines a new research paradigm that includes 

reconsidering pedagogical content knowledge and continuing the conceptual analysis. 

Olson, Slovin, Zenigami, and Okazaki (2007) and Slovin, Olson, and Zenigami (in 

press) have examined the models used by students in grades 6 – 8 in an effort to determine 

if students who learned rational numbers from a measurement context used more models 

to explain their reasoning on tasks involving rational numbers. They found that students 

lack a well-grounded sense of using a model to make convincing mathematical arguments 

concerning comparison of fractions and equivalent fractions. 

Although they must think about the relationship carefully, children can reason 

about a relationship between 3

5
 and 3

4
, i.e., 3

4
 > 3

5
because 4 is less than 5 (or because 

fourths are greater than fifths). But little work exists in curriculum materials that would 

suggest that reasoning related to common numerators is an effective or efficient strategy 

to use when solving problems involving fraction or ratio concepts. Instruction is often 

heavily laden with the processes and procedures using common denominators and related 

thinking. For example, 3

5
 < 4

5
 because both fractions have 5 as the denominator and the 

numerator 3 is less than the numerator 4, and we change 3

5
 and 2

3
 to fractions with 

common denominators [ 9

15
 and 10

15
] rather than to common numerators [ 6

10
 and 6

9
], thus 
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losing the opportunity to solve problems involving fractions or ratios when the latter 

would be more appropriate. 

To demonstrate the effective use of the common numerator strategy, Van de Walle 

(2004) uses the Condominium Problem as stated:  

In a particular condominium community, 2

3
of all the men are married to 3

5
 of all 

the women. What fraction of the entire condominium community is married?  

A common denominator approach to solving this problem is difficult, but when a common 

numerator approach is used, the solution becomes almost readily apparent. With the 

understanding that a marriage is between one woman and one man, one way to approach 

this problem is to change 2

3
 and 3

5
 to equivalent fractions with common numerators, 6

9
 

and 6

10
, respectively. With this information, it can be seen there are 6 married couples, or 

12 people, out of 19 people, who are married. Of course if we would have chosen different 

fractions with common numerators to represent 2

3
 and 3

5
, such as 12

18
 and 12

20
, we would 

have had 24 married out of 38 which is equivalent to 12 out of 19. 

The two worded fraction problems this report addresses are given below. Note that 

problem 1 has two parts.  

Problem 1. It takes 3

4
 liter of paint to cover 3

5
 of a square meter.  

A. How much paint is needed to paint 1 square meter? Explain your reasoning and support 

your answer. 

B. How much area will 1 liter of paint cover? Explain your reasoning and support your 

answer. 

Problem 2. Macy had a distance to swim during practice. When she had gone two-thirds 

of the distance she was supposed to swim, she had traveled one-half kilometer. What was 

the total distance in kilometers that Macy was to swim? Explain your reasoning and 

support your answer. 

Problems 1 and 2 were examined on consecutive instructional days in grade 5. 

Students had to think deeply to understand the situations presented in these problems. 
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Initially the children had difficulty with using a model, as they often wanted to place the 

two fractions on the same number line. This was not surprising as frequently students are 

asked to compare the order of two fractions on the same number line. However, these 

students had also used parallel number lines with differing scales in other investigations. 

After several minutes of exploration and discussion, eventually a strategy that employed 

one-to-one correspondence between the values in the numerators emerged. Alicia used 

area models [Figure 1] to represent each of the quantities, drawing separate regions for 

each fraction and making these area representations the same height thus signifying the 

one-to-one correspondence between 3

4
 liter of paint and 3

5
 square meter. She then 

employed the one-to-one correspondence strategy between 1

4
 liter of paint and 1

5
 square 

meter. Hence to see how many liters of paint would be needed to cover 1 square meter, 

she knew that 1, or 5

5
, square meter requires 

5

4
 liter of paint. Of course this reasoning was 

also sufficient to answer Problem 1B. This strategy allowed almost all students to 

successfully think about the problem and see how to use the model to answer both parts. 

Justin used a modified version of this strategy without the area model [Figure 2]. While 

his equation 3

4
 = 

3

5
 is not mathematically correct, the reasoning employed is sufficient to 

answer all of Problem 1. 

 

Figure 1 – Notes by Bryson on Alicia’s method on Problem 1 
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QuickTime™ and a
TIFF (Uncompressed) decompressor

are needed to see this picture.

 

Figure 2 – Justin’s method for Problem 1 

Problem 1 was also given to students in grades 6 [N = 17], 7 [N = 16], and 8 [N = 

17]. The reasoning used by students in these grades who answered correctly was almost 

identical to that of the students in grade 5, although perhaps with more elaboration. Figure 

3a, shows a 6th grade student’s response to 1B, Figure 3b shows an 8th grade student’s 

response to 1A, and Figure 3c shows an 8th grade student’s response to 1B. 

 

QuickTime™ and a
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Figure 3a 

 

QuickTime™ and a
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Figure 3b 
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Figure 3c 

 

To further examine the solutions provided by the students in grades 6 – 8, we coded 

written work. Codes were developed for the answer, the quality of reasoning, the type of 

model, and mathematical reasoning. The codes for Problem 1A are given in Table 1. 

Figures 1 and 3c show examples of models that were used and help to explain our 

distinction between an area/linear model versus an area model. In Figure 3c, the student 

appears to use area while in Figure 1, although the student drew what looks like an area 

model, the reasoning appears to be based on a linear relationship. The code linear was 

only used for line or line segment representations. The type of reasoning used was 

classified according to the logic attempted on the problem. For mathematical reasoning, a 

code of 1 meant reasoning based on the one-to-one correspondence was used [Figure 2]; a 

code of 2 indicated students attempts to use common denominators or other manipulations 

of the fractions that produced an incorrect solution; a code of 3 indicated students used 4

4
 

or 1 to indicate equivalence to a liter without a reference to the area a liter would paint; a 

code of 4 indicated whether the student used multiplicative or inverse reasoning to explain 

a solution; a code of 5 was used when the reasoning could not be determined. Figure 4 

gives an example where multiplicative reasoning is exhibited. All responses were given 

one code per category. Table 2 summarizes the responses by grade and category for 

Problem 1A.  
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Table 1 

Problem 1A: codes by category 
Code Answer Quality of 

Reasoning 
Model Mathematical Reasoning 

0 No 
Response 

None/Incorrect None None 

1 Incorrect Major Flaw Linear 1

4
 = 

1

5
 

2 Correct Minor Flaw Area 23

20
, 

15

12
, 

27

20
, etc. 

3   Correct Area/Linear 4

4
or 1 

4   Cannot tell   reciprocal, inverses, x or ÷ 
5       Other 
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TIFF (Uncompressed) decompressor

are needed to see this picture.

  
Figure 4 – Use of multiplication and division for Problem 1A 

 

As indicated in Table 2, approximately half of the students responded with correct 

answers and half gave a correct reason. That 8th grade students who were taking algebra 

answered correctly more often is not surprising, but that more students did not correctly 

solve the problem is. While one could argue that Problem 1A is a ratio-proportion 

problem, one could also argue that for a student using a reasonable model, a solution is 

readily apparent. Also, with a reasonable model, students would not have given a solution 

of 23

20
.  This solution was obtained by adding 15

20
[related to paint] and 8

20
 [related to the 

amount of square meter left to paint]. However, almost all students did not use a model. 

Of those whose reasoning was inappropriate, many either gave no reasoning, tried to use 

common denominators or used a strategy that was classified as other. 
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Table 2: 

Problem 1A: summary of responses by grade and category 
Grade 6 Answer Quality of Reasoning Model Mathematical Reasoning 

0 2 5 14 2 
1 7 3 0 7 
2 8 2 3 1 
3  7 0 0 
4  0  0 
5    7 

Grade 7 Answer Quality of Reasoning Model Mathematical Reasoning 
0 0 6 14 2 
1 7 2 0 4 
2 9 1 1 4 
3  7 1 0 
4  0  3 
5    3 

Grade 8 Answer Quality of Reasoning Model Mathematical Reasoning 
0 0 5 14 0 
1 6 1 0 10 
2 11 0 2 3 
3  11 1 1 
4  0  1 
5    2 

Coding for Problem 1B was similar to that for Problem 1A. For code 3, 5

5
 or 1 

indicates equivalence to one square meter without specifying the amount of paint 

necessary for painting it. Table 3 gives the codes for Problem 1B and Table 4 gives the 

summary of responses by grade and category for the problem. It is not surprising that the 

summary of results in Table 4 is similar to those in Table 2. 

Table 3 

Problem 1B: codes by category 
Codes Answer Quality of Reasoning Model Mathematical Reasoning 

0 No 
Response 

None/Incorrect None None 

1 Incorrect Major Flaw Linear 1

4
 = 

1

5
 

2 Correct Minor Flaw Area 16

20
, 

17

20
, etc. 

3   Correct Area/Linear 5

5
or 1 

4   Cannot tell   reciprocal, inverses, x or ÷ 
5       Other 
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Table 4 

Problem 1B: summary of responses by grade and category 
Grade 6 Answer Quality of Reasoning Model Mathematical Reasoning 

0 2 8 14 3 
1 7 1 0 8 
2 8 0 3 1 
3  8 0 0 
4  0  0 
5    5 

Grade 7 Answer Quality of Reasoning Model Mathematical Reasoning 
0 2 4 13 3 
1 4 2 0 7 
2 10 0 2 2 
3  8 1 1 
4  2  1 
5    2 

Grade 8 Answer Quality of Reasoning Model Mathematical Reasoning 
0 0 6 14 1 
1 5 0 1 10 
2 12 1 2 3 
3  10 0 1 
4  0  1 
5    1 

 

 Problem 2 was posed to grade 5 students to see if they would make any connection 

to Problem 1 or if they would be able to successfully use a model to determine the 

solution. Reasoning by the fifth-grade students took several forms. For this problem Alicia 

used a linear model shown in Figure 5a. Many details were left out , but one can envision 

the pertinent parts, 1

2
 kilometer, 2

3
 distance and, the solution of 3

4
 kilometer that Alicia 

verbalized in class. Most students were able to successfully work on the problem using a 

modified version of what Alicia demonstrated for Problem 1.  Michael’s work shown in 

Figure 5b shows what we call an area/linear model. He also implies dividing the 1

2
 

kilometer into two equal pieces and adding one of those pieces, 1

4
 kilometer, to 1

2
 

kilometer to determine the full distance. While he does not list his solution, he clearly 

indicates in the model the difference between components related to the kilometer and 

parts of the distance traveled. 
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Figure 5a 
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Figure 5b 

 

 Students in grades 6 – 8 used similar strategies to successfully solve the problem. 

For example, Figure 6a shows a student making a table and using one-to-one 

correspondence similar to that in Problem 1. Figure 6b shows some mathematical 

symbolism that is not accurate, but the student appears to consolidate the ideas of the 

problem well. Figure 6c illustrates the use of multiplication, division and the use of 

inverses to solve the problem. In addition, this student has given the basis for using the 

rule “invert and multiply” for solving a division of fractions problem. One way to translate 

Problem 2 into symbolism is as 2

3
 x = 1

2
, which is equivalent to x = 1

2
÷ 2

3
. However the 

student solved the problem by dividing by the numerator [2] and multiplying by the 

denominator [3], an equivalent form of “invert and multiply” 
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Figure 6a 
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Figure 6b 
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QuickTime™ and a
TIFF (Uncompressed) decompressor

are needed to see this picture.

 
Figure 6c 

Table 5 shows the codes established for Problem 2. The coding for answer, quality 

of reasoning and model were the same as for Problem 1. In mathematical reasoning, the 

code 1 was used if the students separated 1

2
 kilometer into two equal pieces, each of 

length 1

4
 and used an additive process to determine the solution. The code 2 indicated that 

students related 1

3
 of the distance with 1

4
kilometer and used correct reasoning similar to 

that in Problem 1 to determine the solution, often in the form of a table. The code 3 

indicated that students believed if they added or subtracted 1 from the numerators of 

fractions they would maintain equivalent relationships. That is, if 2

3
 of the distance was 1

2
 

kilometer, then 3

3
 of the distance would be 2

2
 kilometer. The codes 4 and 5 were similar 

in meaning to those in Problem 1. An additional category was investigated concerning the 

use of metric measure of decimal units related to kilometers. Often students make use of 

measurements that allow a problem to be transposed to one with whole numbers or 

decimals. While this can be a useful strategy it also might indicate a preference to not deal 
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with fractions to work the problem. The code 0 indicated no metric or decimal measure 

was used and the code 1 meant they were used. Table 6 summarizes responses for grade 

and category for Problem 2. 

Table 5 

Problem 2: codes by category 
Code Answer Quality of 

Reasoning 
Model Mathematical Reasoning Used decimal/ 

metric measure 

0 
No 
Response 

None/ 
Incorrect None None/Cannot determine 

No 

1 Incorrect 
Major 
Flaw Linear 

1

4
+ 

1

4
+ 

1

4
or 

1

4
+ 

1

2
 

Yes 

2 Correct 
Minor 
Flaw Area 

Table 
1

3
= 

1

4
, 

2

3
= 

2

4
, 

3

3
=

3

4
, etc. 

 

3   Correct 
Area/ 
Linear 

Additive--
2

3
+ 1 = 

3

3
 &

1

2
+ 1 = 

2

2
 

[or 
3

2
+ 1 = 

4

2
= 2] 

 

4   
Cannot 
tell   reciprocal, inverses, x or ÷ 

 

5       Other  
 

Table 6 

Problem 2: summary of responses by grades and category 
Grade 6 Answer Quality of Reasoning Model Mathematical Reasoning Decimal/Metric  

0 1 6 13 2 14 
1 5 2 4 6 3 
2 11 2 0 0  
3  7 0 1  
4  0  2  
5    6  

Grade 7 Answer Quality of Reasoning Model Mathematical Reasoning Decimal/Metric 

0 1 5 12 3 14 
1 8 2 1 3 2 
2 7 1 1 0  
3  7 2 1  
4  1  3  
5    6  

Grade 8 Answer Quality of Reasoning Model Mathematical Reasoning Decimal/Metric 

0 1 4 13 1 16 
1 5 2 1 3 1 
2 11 1 1 2  
3  10 2 2  
4  0  5  
5    4  
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 While student success on problem 2 is higher than on problem 1, less than two-

thirds of the students at each grade level gave a solution with correct reasoning. As in 

Problem 1, most students did not use a model. Three sixth-graders, 2 seventh-graders and 

1 eighth-grader used either metrics or decimals while solving the problem. However, 

several students in grade 7 used multiplicative reasoning. 

 An examination of student work on the problem presented in this paper shows that 

students did not effectively use models when attempting solutions. Not all students were 

able to use the one-to-one correspondence idea embedded in the problem context to solve 

either part of problem 1, nor did they use the model to solve problem 2. However, several 

students did use ideas that are fruitful for providing meaning for the common algorithm 

for division of fractions. Additional work is planned to further investigate the use how 

children use models or common numerators to solve problems involving fractions. 
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Women in Leadership:  The Contradiction Between Theory and Reality 

 Women’s corporate and political leadership is definitely on the rise; however, there is 

still a notable and somewhat alarming gender gap (Catalyst, 2005).  According to the United 

States Bureau of Labor Statistics (2005), women held half of the management, professional, and 

related occupations in 2004.  They led 7 Fortune 500 companies and 10 Fortune 501-1000 

companies (Catalyst, 2005).  Women also currently constitute 14% of the Congress of the United 

States and 12% of state governors.  Recently, there have been elite and high profile leadership 

positions filled by women such as Nancy Pelosi, Speaker of the House; Indra Nooyi, CEO of 

PepsiCo; Drew Gilpin-Faust, President-elect of Harvard University; and Hillary Clinton, United 

States Senator and bonafide presidential candidate.   

 These advances for women are reflective and indicative of the evolving context of 

women in corporate and political leadership.  However, men still occupy far more positions that 

confer “decision-making authority and the ability to influence others’ pay or promotions” (Eagly 

& Carli, 2003, p. 809).  And although women have gained increased access to supervisory and 

middle management positions, “they remain quite rare as elite leaders and top executives” (Eagly 

& Karau, 2002, p. 573).  Thus the million dollar question that has plagued leadership scholars 

and feverishly driven current contemporary research efforts:  Why does this gender gap exist?   

 Contemporary approaches to gender and leadership involve understanding style and 

effectiveness differences between men and women and determining if there is a positive 

correlation between these differences and the gender gap.  “Gender biases are no longer overt, 

but more often take the form of subtle and implicit preconceptions and discrimination” 

(Northouse, 2007, p. 281).  Women must be given an equal opportunity to obtain top leadership 
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positions, and by not doing so, existing male leaders are ruling out a significant portion of the 

talent pool.    

 Although research studies focusing on women as leaders have expanded greatly since the 

1970s, this topic still remains greatly under studied (Lowe & Gardner, 2001).  Literature 

suggests that gender differences in leadership styles have important and significant theoretical 

and practical utility, and as such, researchers are calling for replication studies to explore this 

further.  Additionally, a survey of the literature indicates that the topic of gender equity, unlike 

cultural diversity, is rarely if ever taught in K-12.  At the college level, sexual harassment 

training appears to be the only significant gender equity discussion that occurs in core curricula.  

In this paper, we will review the evolution of leadership theory as it applies to women.  Next we 

examine role congruity theory as a possible explanation for the cultural expectations of women.  

Then we examine the current reality for women by exploring the evidence for and against the 

glass ceiling.  Finally, we look at the role of education as it pertains to teaching gender equity.    

The Impact of Leadership Theory on the Profile of Women in Leadership 

Leadership is a universal, highly valued commodity, and the literature abounds with 

distinguished scholars’ attempts to define and understand the concept of leadership.  Stogdill (as 

cited in Northouse, 2007) pointed out “there are almost as many different definitions of 

leadership as there are people who have tried to define it” (p. 2).   

Early scholars and researchers studying leadership defined the field of leadership in a 

strictly male context.  Not surprisingly, these scholars and researchers were men; men practiced 

leadership and men wrote about it.  This male dominance in leadership history is perceived as a 

major reason for the exacerbation of the problem of “women not being seen as an appropriate fit 
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in a management or leadership role” (Jogulu & Wood, 2006, p. 236).  The road to raising the 

profile of women in leadership has been a long and difficulty journey fraught with controversy. 

 

Evolution of Leadership Theories 

In the 18th and 19th centuries, philosophers suggested a theory of leadership called the 

Great Man theory (Denmark, 1993).  The great man was believed to have innate “unique and 

exceptional features and qualities that distinguished him from his followers” (Jogulu & Wood, 

2006, p. 237).  This theory was constructed as a male model when women were not visible in 

paid employment.  The mere title of this theory illustrates that women were not perceived as 

leaders resulting in research during this time period that was focused solely on males (Jogulu & 

Wood, 2006).  

Spawned from the Great Man theory were the traits and characteristic leadership theories.  

Traits theories were prominent in literature from 1904-1947.  These theories focused on traits 

that were “fundamentally describing traits in masculine terms, and these characteristics were 

considered vital for successful leadership” (Jogulu & Wood, 2006, p. 237).  Few women held 

management or leadership roles in this time frame. 

Soon after the 1940s, researchers began to suggest that traits alone were not sufficient to 

explain effective leadership, thus giving birth to the behavioral theories (Jogulu & Wood, 2006).  

Research during this era was beginning to recognize the importance of concern for people as 

being an effective leadership quality.  “A concern for people could be seen as a behavior more 

typically associated with feminine characteristics” (Jogulu & Wood, 2006, p. 239) thus injecting 

the first notion of women as leaders into literature.  Although the behavioral theories were 
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proposed in the 1930s, they did not gain prominence until the 1960s.  Women in position of 

authority or power in organizations were still relatively infrequent at this time.  

During this same time period, situational theories also gained in popularity.  These 

theories, also known as contingency theories, embrace both leadership traits as well as situational 

aspects of leadership.  Because these theories were developed and researched during a period 

where women were more likely to be in supportive, non-management type roles, these theories 

“would have predominately been seen as applying to males in management or leadership roles” 

(Jogulu & Wood, 2006, p. 239).   

In the 1980s, three styles of leadership were proposed in the situational leadership 

theories:  (a) autocratic, (b) democratic, and (c) laissez-faire.   The democratic style, defined as a 

style “whereby the leader pursues an open, trusting, and follower-oriented relationship” (Jogulu 

& Wood, 2006, p. 240), was the first body of literature aligning leadership to favorable feminine 

characteristics, thus calling attention to women in leadership.  Unfortunately, even though 

research was beginning to acknowledge women, the perspective appeared to be that the 

differences noted in women leaders were equated with deficiency (Fagenson, 1990). 

In the early 1990s, there was a new era in the literature that could be seen as contributing 

to women’s career advancement in leadership.  “The beginning of gender differences theories 

marked a shift in the leadership literature, as the behavior, skills, and attitudes of women were 

considered, recognized, and evaluated” (Jogulu & Wood, 2006, p. 243).  The early works of  

Burns (circa 1978) culminated in a comprehensive theory of transactional and transformational 

leadership; however, it was not until Bass (circa 1985) built upon Burns’ early work and “opened 

opportunities for further investigation of the leadership styles of men and women” (Eagly, 

Johannesen-Schmidt, & Van Engen, 2003, p. 570).  Burns (1978) work aligned transactional 
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leadership style with strong masculine characteristics and qualities of competitiveness, 

hieracherical authority, high control, and analytical problem solving.  In contrast, 

transformational leadership was more closely aligned with feminine qualities such as 

cooperation, collaboration, lower control, and problem solving based on intuition and rationality 

(Klenke, 1993).   

Leadership Theory Literature Review:  Women in Leadership 

The topic of gender and leadership has become increasingly popular over the past three 

decades.  According to Chemers (as cited in Northouse, 2007), academic researchers have 

ignored issues related to gender and leadership until the 1970s. The conversation has since 

shifted from whether women can lead, to the biases associated with women rising up the 

corporate ladder. “Several meta-analysis and reviews of leadership research indicated very few 

differences between male and female leaders” (Northouse, 2007, p. 292). Regardless of the 

differing views, almost all researchers agreed that “women lead in a more democratic, or 

participative, manner than men” (Northouse, 2007, p. 266).  

Transformational Leadership 

As women increasingly enter traditionally male dominated roles, there is a growing 

interest in the relationship between gender and transformational leadership.  Approximately one-

third of leadership research has focused on transformational leadership (Lowe & Gardner, 2001) 

demonstrating a growing interest in the relationship between leader and follower.  This popular 

approach to the conceptualization of leadership has “arguably evolved to be central to the field” 

(Hay & Hodgkinson, 2006, p. 145). 

In 2003, an empirical study done by Mandell and Pherwani (as cited in Jogulu & Wood, 

2006) found that “transformational leadership to a large extent… characterizes a feminine model 
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of leadership, built around cooperation, lower levels of control, collaboration, and collective 

problem-solving and decision-making” (p. 244).  In today’s organizations, which are flatter and 

less hierarchical in structure, these are precisely the characteristics and qualities that are required 

of effective leadership.   

A meta-analysis by Eagly et al. (2003) linked the effectiveness of transformational 

leadership and concluded that “all of the aspects of leadership style on which women exceeded 

men relate positively to leaders’ effectiveness, whereas all of the aspects on which men exceeded 

women have negative or null relations to effectiveness” (p. 569).  These findings confirmed that 

women are more likely to possess leadership characteristics and attributes that are predominately 

effective in contemporary organizations as compared with their male counterparts.   

An increasing number of experts asserted “a female advantage in leadership, whereby 

women are more likely than men to lead in a style that is effective under contemporary 

conditions” (Eagly & Carli, 2003, p. 807).  “After years of analyzing what makes leaders 

effective and figuring out who’s got the Right Stuff, management gurus now know how to boost 

the odds of getting a great executive:  Hire a female” (Sharpe, 2000, ¶ 1).  Leadership experts 

have developed several theories to research and support these bold ascertains.  

“Transformational leadership is the process whereby a person engages with others and 

creates a connection that raises the level of motivation and morality in both the leader and 

follower” (Northouse, 2007, p. 176).  The transformational leader motivates and inspires the 

follower to “aspire to and maintain higher levels of productivity than they would have reached if 

they had been operating only through the transactional process” (Bass, 1985, p. 40).  

The current research emphasizes transformational leadership in terms of follower 

empowerment and the need of organizations to become less hierarchical, more flexible, team-
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oriented, and participative (Kark, 2004).  This concept of leadership related to follower 

empowerment can be associated with how women are expected to act as leaders, based upon 

common stereotypes (Kark, 2004).  Studies by Kark (2004) have shown that women are 

perceived, and actually perceive themselves, as transformational leaders more than men do.  

Eagly et al. (2003) found small, but significant gender differences that rated women higher than 

men on all transactional factors.  A study done by Yammarino, Dubinsky, Comer, and Jolson 

(1997) found women leaders provided a working environment that “encourages considerate, 

warm, participative, and interpersonal relationships” (p. 219), thus facilitating stronger dyadic 

bonds that fostered productivity, effectiveness, satisfaction, and commitment.  This study 

provided clear support that transformational and contingent reward leadership are positively 

related to follower empowerment and female leadership.   

Role Congruity Theory 

As a Western society we have expectations about how men and women should dress, act, 

interact with others, and basically comport themselves.  Women are viewed positively when they 

meet or align themselves with the typical requirements of the female role.  The same can be said 

for men.  While it is clear that the standard of typical requirements has changed over the years, 

from the Victorians to the present day, there is still a set of traits that women, as a gender, are 

expected to embody and personify.   

Role congruity theory is defined as the prejudice that exists when one person holds 

beliefs or stereotypes about a group that are inconsistent with the behavior thought to be 

necessary to succeed in a specific role (Eagly & Karau, 2002).  “This inconsistency lowers the 

evaluation of the group member as an actual or potential occupant of the role” (Eagly & Karau, 

2002 p. 574). 
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Under the concept of social role theory, the “distribution of men and women into social 

roles is the root of broader gender roles, or shared expectations stemming from a person’s 

identification as a man or a woman” (Diekman & Goodfriend, 2006, p. 369).  Occupations and 

broader social role expectations fall under the theory, which leads to the generalized assumption 

that to the extent women “typically occupy social roles related to caring for others (e.g., 

homemaker, nurse), the communal characteristics that are required by these specific roles (e.g., 

kind, sensitive) are associated with women” (Diekman & Goodfriend, 2006, p. 369).  

Conversely, leadership and power roles are expected to be held by men, and men are expected to 

have characteristics such as independence and competitiveness as a result.   

The social role contains all of the direct and indirect messages a child receives growing 

up in the respective culture.  Leaders, whether male or female, carry those messages around with 

them and theoretically those messages are part of who that leader is and how he or she performs 

as a leader.  The same holds true for the followers.   

Effective leadership has been studied for some time, but comparing women leaders with 

male leaders in terms of style and effectiveness is a more recent area of analysis.  The style used 

by women tends to be “less hierarchical, more cooperative and collaborative, and more oriented 

to enhancing others’ self-worth” (Eagly et al., 2003, p. 569).  Under the social role theory leaders 

“occupy roles defined by their specific position in a hierarchy and simultaneously function under 

the constraints of their gender roles” (Eagly et al., 2003, p. 572).  Beyond gendered expectations 

of the followers, the leaders have “internalized their gender role to some extent.  As a 

consequence of the differing social identities that result, women and men tend to differ in their 

expectations for their own behavior in organizational settings” (Eagly et al., 2003, p. 572).  Thus 

gender roles create an inconsistency that exists between the communal qualities associated with 

2008 HICE Proceedings 
Page 39



Women in Leadership     11 

women of caring and kindness and the agentic qualities associated with a leader such as assertive 

and competent.  The problem is that leadership qualities (agentic) are the same as those used to 

describe males.  Through the social role theory, the socialization process has produced the 

expectation that male social qualities also happen to be leadership qualities. 

Along that line of thinking, women should then demonstrate agentic qualities when they 

are in a leadership position, fulfilling the expectation that leaders are assertive, masterful, 

competent and dominant.  However, agentic behavior is viewed to be less desirable in women 

creating the classic double standard that favors men.   

Prejudice occurs when leadership behavior carried out by women is rated less favorably 

when men behave in a similar manner in similar circumstances.  Eagly et al. (2003) stated in 

their meta-analysis of 45 studies: 

Particularly consequential are the negative reactions that women may encounter when 

they behave in a clearly agentic manner, especially if that style entails exerting control 

and dominance over others.  When female leaders fail to temper the agentic behaviors 

required by a leader role with sufficient displays of female-typical communal behaviors, 

they can incur a backlash where by they may be passed over for hiring and promotion.  

(p. 573)  

The incongruence of agentic behavior with female leaders is further exacerbated when 

the leader role is expected to be culturally masculine or the environment is highly male 

dominated.  This incongruence “not only restricts women’s access to such leadership roles but 

also can compromise their effectiveness.  When leader roles are extremely masculine, people 

may suspect that women are not qualified for them and they may resist women’s authority” 

(Eagly, 2007, p. 6).  The cross pressure of communal qualities people prefer in women and 
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agentic qualities people prefer in leaders puts a tremendous burden on women leaders who are 

trying to find a leadership style that works for them.  The consensus of much of the research is 

that a “coach/teacher style, as epitomized by transformational leadership, might approximate this 

middle way because it has culturally feminine aspects, especially in its ‘individualized 

consideration’ behaviors and is otherwise considered androgynous” (Eagly, 2007, p. 4). 

The Glass Ceiling 

Does a glass ceiling prohibiting women from ascending to the upper echelons of a 

corporation really exist?  If it does, how did it come about and what are some of the strategies 

women can utilize to break through this barrier?  Numerous studies have been conducted to 

determine why a glass ceiling exists for women.  The glass ceiling is commonly referred to as an 

invisible barrier preventing women from ascending into elite leadership positions.  The Federal 

Glass Ceiling Commission (1995) described the glass ceiling as the intangible barriers that slow 

women’s progress to the top.  A detailed examination of the glass ceiling will be reviewed, 

including arguments from the opposing side and myths about working women.  Our review of 

the relevant literature supports the notion that a glass ceiling exists, thus prohibiting women from 

top management positions. 

According to Catalyst (2005), women occupy more than half of all management and 

professional positions.  According to the United States Bureau of Labor Statistics (2005), women 

make up nearly half of the U.S. labor force.  Women also receive 57.5% of all Bachelor’s 

degrees, yet, they represent only 15% of the U.S. Congress and 2% of the top wage earners in 

Fortune 500 companies.  A common explanation for the glass ceiling is women have invested 

less in education, training, and work experience.  “This supposed lack of human capital is said to 

result in a dearth of qualified women called a pipeline problem” (Northouse, 2007, p. 270).    
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Women also have work-home conflicts.  Some self select themselves out of a leadership track by 

choosing to start a family, or spend more time with their children.  Others choose part time 

employment to juggle work-home conflicts.  “Those that take time off from their careers often 

re-enter at a lower level than they left, making it that much more difficult to rise in the leadership 

ranks” (Northouse, 2007, p. 272). 

“Although women occupy more than half of all management and professional positions, 

they have fewer development opportunities than men at work” (Catalyst, 2005).  Women have 

less formal job training opportunities and are typically given positions with less responsibility.  

The positions they do hold typically don’t lead to top leadership positions.  This does not mean 

there is no hope for women aspiring to the upper echelons of leadership.  “Because the glass 

ceiling makes it so difficult for women to attain elite leadership positions, the ones who do make 

it tend to be very competent” (Northouse, 2007, p. 273).  

Another difference between men and women is they face significant gender biases if they 

self-promote.  “Unlike men, self promoting women are seen as less socially attractive and less 

hirable” (Northouse, 2007, p. 274).  When men are aggressive it is seen as a positive, and when 

women are aggressive it is seen as a turn-off.  “In the leadership role women are confronted with 

cross-pressures:  As leaders they are expected to be masculine and tough, but as women they 

should not be too manly” (Northouse, 2007, p. 277).  These opposing expectations for women 

translate into less growth opportunities for them.  Very often women are put at a disadvantage 

early on because the double standard is so pervasive.  “While men are perceived to hold an 

intrinsic right to managerial roles, many women are merely tolerated as interlopers and bear the 

burden of proving that they belong in management” (Swiss, 1996, p. 52). 
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 In 1991, the Federal Glass Ceiling Commission was formed to foster advancement of 

women and minorities.  In 1995 the Commission reported women have made some progress in 

advancing to upper-level management positions, but continue to face obstacles to promotion.  

According to the commission, these obstacles include gender stereotyping, sexual harassment, 

exclusion from mentoring and crucial work assignments, and placement in dead-end positions 

traditionally reserved for women.  All of these findings support the viewpoint of the existence of 

a glass ceiling for women, preventing many women from attaining senior-level positions.  The 

Commission ultimately identified several major barriers for women to achieve senior 

management positions, including being placed in dead-end assignments, a lack of mentoring, 

lack of job rotations and high visibility assignments, exclusion from informal communication 

networks, and a general gender bias. 

What is the role of culture in reinforcing the glass ceiling and contributing to the gender 

bias that exists?  One female executive stated regarding male senior executive hiring managers 

“they all dress alike, they all look alike, they tend to hire people that look like them, and they 

play by very similar rules” (Swiss, 1996, p. 77).  She continued to observe, while working for an 

investment banking firm, how her male colleagues would become nervous when she entered a 

room, versus how suddenly they would relax when a tall guy, or man with gray hair came in 

behind as her alternate or teammate.  According to Swiss “none of the women I met, even those 

at the top of their organizations deny the existence of unequal treatment on the job.  Among 

senior managers, 62% believe the old boys’ network perpetuates gender bias to a great extent” 

(Swiss, 1996, p. 69).  Women are adversely affected when vying to back-fill a position.  The 

decision maker is invariably a man, and “biases can clearly disadvantage women when male 

leaders are looking for replacements” (Northouse, 2007, p. 277).  In general people prefer to 
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work with those that are similar to them.  “It doesn’t mean that all men bond really well with all 

other men.  They don’t, but there’s just something about being the same gender that generally 

makes you bond faster” (Swiss, 1996, p. 53).   

Often women are not allowed into the key networks, what some term the “Good Old Boy 

Network.”  “A lot of senior women are disappointed to discover that a big part of their 

effectiveness is dependent upon the people they know and how they network; this fact is not a 

surprise to men” (Swiss, 1996, p. 53).  In 1994, Business Week magazine published a cover story 

by Galen and Palmer, titled “White, Male and Worried.”  The essence of the article was the 

worry white males faced at the changing of demographics in the workplace.  According to the 

article, white men recognize they are calling the shots and getting most of the promotions.  Swiss 

(1996) believed that although women threaten men’s long-standing workplace entitlements, the 

old boys’ network remains a powerhouse behind the double standard. 

There is an opposing viewpoint regarding the glass ceiling; specifically, that there is no 

such thing as a glass ceiling preventing women from rising through a corporate hierarchy.  Diana 

Furchtgott-Roth (1998) believed, “the glass ceiling is a myth promoted by feminists in an 

attempt to gain unfair preferential treatment for female workers (p. 73).  She contended that 

women have made tremendous strides in terms of gaining equality, and the only reason for a pay 

gap is due to a conscious choice on the part of women.  Glaser and Smalley (1999) agreed that 

the scenario described above is entirely possible.  “For a variety of reasons, there are times in 

many women’s careers when it makes sense to refuse promotion, transfers, and jobs that require 

long hours, frequent travel, or impossible workloads” (Glaser & Smalley, 1999, p. 50).  This 

notion of maintaining the status quo or not striving for that next promotion provides women with 

ways to keep working, without sacrificing a sense of balance and well being.  Some women 
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decide to plateau after witnessing first hand the stress and total burn-out that takes place when 

career is chosen over work-life balance.  Other women decide to stay because they enjoy the job 

they currently have and are therefore in a comfort zone.   Anne Sweeney, President of 

Disney/ABC Cable Network (as cited in Pestrak, 2001) said “I’ve never been a proponent or a 

believer in the glass ceiling.  That kind of thinking has held more women back than helped them” 

(p. 20).  In other words, the existence of a glass ceiling is fictitious.  What you focus on is what 

you will see.   

Furchtgott-Roth (1998) made another important argument against the existence of a glass 

ceiling.  Current data would suggest that less than 5% of the Fortune 1000 CEOs are women 

(Catalyst, 2005), and proponents of the existence of a glass ceiling will cite this as proof that 

women are not being given equal opportunities to compete for top management positions.  In 

reality, most top management positions require 25 years of experience along with a Masters in 

Business Administration.  “Women received less than 5 percent of graduate degrees in the sixties 

and seventies, and these are the graduates who are at the pinnacle of their professions” 

(Furchtgott-Roth, 1998, p. 76).  This supports the pipeline theory that women have not reached 

the top in greater numbers since they have not been in the pipeline long enough; however, it does 

not support the existence of some glass ceiling.  As an aside, nearly 10 years have gone by since 

Furchtgott-Roth’s work was completed and unfortunately, not much has changed.  Further work 

should be done to update this study, testing the validity of the original assumptions. 

Furchtgott-Roth, (1998) challenged the fundamental make-up of the Federal Glass 

Ceiling Commission, which was comprised of 75% women.  The Commission included a U.S. 

Senator, two U.S. Representatives, a bank president, corporate vice-presidents and senior vice-

presidents, attorneys, and presidents of consulting firms.  According to Furchtgott-Roth (1998), 
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“ambition has taken on new meaning if these women consider themselves held down by the glass 

ceiling” (p.75).  Since 1982 women have earned more than 50% of all bachelor degrees and all 

masters degrees.  Similar trends hold for doctoral and medical degrees.  “In 1996 women 

represented 54 percent of the class admitted to Yale Medical School” (p. 75).  The bottom line, 

in Furchtgott-Roth’s opinion, is that barriers (and a glass ceiling) for women have disappeared.  

“When discrimination does occur, there are legal remedies to deal with it under the Civil Rights 

Act and the Equal Pay Act.  Women are bringing these cases to court and winning.” (p. 77). 

Discussion 

Contemporary approaches to gender and leadership involve understanding style and 

effectiveness differences between men and women and determining if there is a positive 

correlation between these and breaking the glass ceiling.  Women must be given an equal 

opportunity to obtain top leadership positions, and by not doing so existing male leaders are 

ruling out a significant portion of the talent pool.  In addition, the transformational leadership 

style is beneficial to women as it is not an overtly masculine style.  Despite the glass ceiling, 

women are increasingly joining the ranks of top corporate executives, and this field of study will 

continue to expand and grow until gender equality is reached.  

The Role of Education 

A search of the literature indicates that there is little or no emphasis or education 

regarding gender equity in K-12 schooling.  McRobbie (2004) believed that the media defines 

the codes of sexual conduct and the rules of the game.  She further takes the position that society 

provides the structure for gender roles.  In a post-feminist environment this includes the “ironic 

normalisation of pornography” (p. 259).  HR professionals insist that companies who hire 

teenage workers have sexual harassment training, since teenagers and young adults do not seem 
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to have a concept of what their rights are or what constitutes appropriate behavior (Wells, 2005).  

The dearth of explicit gender equity discussions in the classroom means we are missing a critical 

domain in which to shape gender roles and expectations before both men and women enter the 

workforce. 

At the MBA level some criticism has been directed at the curriculum.  Simpson (2006) 

stated, “…management education in general and the MBA in particular create and reflect a 

meaning of management that is essentially ‘masculine’…” (p. 182).  Several studies have shown 

that an MBA program focuses too much on the hard skills (analysis) and not enough on the soft 

skills (interpersonal) (Kretovics, 1999; Mintzberg & Gosling, 2002; Pfeffer & Fong, 2002; 

Sturges, Simpson, & Altman, 2003).  Simpson further discussed what this paper has also 

discussed, which is the masculine concept of management and leadership.  Biases are inherent in 

the process of education since “less attention has been paid to gendered nature of discourses that 

underpin management education…These values have a deeply entrenched masculine bias which 

can engulf any imperative for more feminine qualities and attributes” (Simpson, 2006, p. 185). 

Children do not appear to be exposed to the concept of gender equity as part of their 

education.  The media and popular culture drive beliefs and norms of personal conduct and social 

interaction to the unfortunate point that teenagers must be given sexual harassment training to 

protect themselves and the employer.  The K-12 educational process seems to be missing an 

opportunity to educate children on gender equity and on appropriate social norms of personal 

conduct in this area.  At the MBA level, the traditional male leadership model is reinforced, 

eliminating an opportunity to teach gender equity and reframe certain expectations of future 

business leaders.   
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Conclusion 

 Leadership theory holds that women are perfectly suited to lead in today’s environment.  

Traditional and command and control leaders do not produce the consensus building, team 

oriented environments that business requires now.  The glass ceiling and other constraints still 

hold women back from realizing their full potential as leaders of organizations.  Although some 

scholars believe the glass ceiling is fictitious and has been brought about by feminists to further 

their cause, our team believes that a glass ceiling for women does indeed exist.  This position has 

been validated by research suggesting that obstacles such as, gender bias, lack of networking 

opportunities, and dead end jobs for women as supporting the glass ceiling.  In the cases were 

women hold leadership positions within an organization, they suffer from pay inequity.   

 There is little evidence of addressing the gender issue early on in K-12 education.  The 

educational process does not seem to be proactively engaging children in a dialogue about 

gender equity.  Society is relying on the media and popular culture to influence ideas about 

gender and equality.  Societal norms have a long way to go to catch up with the academic 

conclusion that women are indeed perfectly suited to lead in today’s environment. 
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Introduction  

This paper reports on demographic and attitudinal data collected as part of a 

three-year research project, The Role of Gender in Language Used by Children and 

Parents Working on Mathematical Tasks, funded by the National Science Foundation. 

The overall goal of the research project is to investigate gender-related differences in 

language used by mother-daughter, mother-son, father-daughter, father-son dyads while 

working collaboratively on three mathematical tasks. Tasks allowed for multiple 

approaches and solutions and reflected investigations suggested in the Number and 

Operation, Algebra and Geometry Strands (NCTM 2000). Prior to parents and children 

working on the mathematical tasks parent and child surveys were administered to address 

one of our research questions for the project that looks at gender-related differences in 

children’s self efficacy in mathematics and parents’ competence beliefs for their 

children’s success in mathematics. 

This paper focuses on the development of and results from administering surveys 

on parents’ beliefs in their children’s competence and value/usefulness of mathematics 

and children’s self-efficacy for and value/usefulness of mathematics. An analysis of the 

comparisons between children’s and parents’ beliefs is discussed. An overview and 

rationale of the study and demographic information including ethnicity, occupation, 

income levels, education levels completed and number of other siblings in the home of 

the parent-child dyads are  also provided.  

 

Overview and rationale of the study 

The theoretical framework is based on the role of gender on children’s self-

efficacy (Bandura, 1977, 1993, 1997; Zimmerman 1994, 2000; Pajares, 2002), parents’ 

competence beliefs for children, (Eccles et al., 2000), and the use cognitively demanding 

language used while parents and children work on mathematics tasks (Tenenbaum and 

Leaper, 2003). Prior research has found gender-based differences in how parents perceive 

their children’s abilities. Raty et al. (2002) found that parents of 7-year old boys rated 

their children’s competence higher than did parents of 7-year old girls. Parents hold 

gender-differentiated beliefs even if objective indicators of the child’s actual performance 

show otherwise (Tiedemann, 2000). Frome and Eccles (1998) found that even when girls 
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received better grades than boys in mathematics, parents of daughters reported that they 

believed that their children had lower mathematics ability than did parents of sons.  

Wigfield, et al. (1997) found that children’s competence beliefs are shaped by 

their parents’ expectations more than by grades given by teachers. Adults who either 

empower them with self-assurance or diminish their self-beliefs mediate the first 

transactions children have in exercising control over their surroundings. The "looking-

glass self" was used by Cooley (1902, reported by Pajares, 2002)) when referring to 

children’s sense of self being primarily formed as a result of their perceptions of how 

others see them. It is a challenge for parents and teachers to help students develop 

positive self-beliefs in mathematics as early as possible so that these beliefs will help 

them become successful in mathematics throughout their lives. Research by Pajares 

(1997) shows that students’ self-efficacy beliefs influence their academic performances 

by the choices they make and the courses of action they pursue. Students engage in tasks 

about which they feel confident and avoid those in which they have less confidence. 

Students will expend more effort on activity for which they have high self-efficacy 

beliefs and persevere when confronting obstacles.  

 
Demographic data  

One hundred eleven parent-child dyads from seven schools in Hawai‘i were 

recruited to participate in the study. Although schools were selected according to their 

large population of low socioeconomic children and willingness from administrators to 

support the project, the study was open to and included parents and children from a 

variety of socioeconomic levels. Due to the volunteer nature of the recruitment, the goal 

of obtaining an equal number of gender dyads has not yet been met. While an 

approximately equal number of girls and boys participated, more mothers than fathers 

participated. Also, an approximately equal numbers of children in grades 3 and 4 

participated, however more grade 3 sons participated while more grade 4 daughters 

participated. A summary of dyads participating in the project is shown in Tables 1 – 3. 
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Table 1.  Participating Dyads by Gender Combinations 

Dyad Grade 3 Grade 4 Total 
Mother – Daughter 12 24 36 

Mother - Son 26 11 37 

Father – Daughter 8 12 20 

Father - Son 11 7 18 

 
 

Table 2.   Participation by Gender of Parent 

 Grade 3 Grade 4 Total 
Mothers 38 35 73 

Fathers 19 19 38 

 
 

Table 3.  Participation by Gender of Child 

 
 
 
 
 
 

Ethnicities, as given by parents, were clustered into categories. As much as 

possible, the words written by the parents were used. As is normal in Hawai‘i, there are 

many versions of “mixed.” If different ethnicities were listed, the first ethnicity was 

tallied under “Listed first” and others were tallied under “Listed other than first.” If 

“mixed” was written or multiple ethnicities listed, these were also tallied in the “Mixed 

Ethnicities” category. For example, for a parent listing an ethnicity of Korean/Filipino, a 

tally would be marked in the Korean category “Listed first” section and another tally 

would be marked in the Filipino category “Listed other than first” section. This would be 

further tallied in the “Mixed Ethnicities” category. The five children in the “Mixed” 

category means this was the only ethnicity written. These five children are also counted 

in the “Mixed Ethnicities” category. Due to the large number of Filipino and Hawaiian-

Mix responses, they were listed separately and not combined with Korean/Japan/China or 

other Asian nor Pacific Island categories, respectively. A summary of children’s and 

parents’ ethnicities are in Figures 4 and 5. 

 

 Grade 3 Grade 4 Total 
Daughters 20 36 56 

Sons 37 18 55 
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Table 4.   Ethnicity of Child 

Category Listed first Listed other than first Total 
Korea/Japan/China or other Asian 20 9 29 
Filipino 14 2 16 
Hawaiian Mix 21 2 23 
Pacific Island 24 1 24 
Caucasian 16 1 17 
African-American, Latino, 
Mexican 

11 2 13 

Mixed 5 0 5 
Mixed Ethnicities   52 

 
 Table 5.   Ethnicity of Parent 

Category Listed first Listed other than first Total 
Korea/Japan/China or other Asian 21 5 26 
Filipino 18 0 18 
Hawaiian Mix 15 0 15 
Pacific Island 23 1 24 
Caucasian 23 1 24 
African-American, Latino, 
Mexican 

9 1 10 

Mixed 2 0 2 
Mixed Ethnicities   27 

 

As might be suspected, there was diversity in the occupations of the parents. For 

purposes of future evaluation work, occupations given by the parents were clustered into 

9 classifications, 7 of which have over 10 parents per cluster.  This data is presented in 

Table 6. 
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Table 6.  Classification Clusters for Parent’s Occupation 

Category Number 
1. Office and Administrative Support Occupations; Management 

Occupations; Legal Occupations; Business and Financial 
Occupations; Community and Social Services Occupations 

19 

2. Sales and Related Occupations 12 
3. Education, Training and Library Occupations; Students 18 
4. Construction and Extraction Occupations; Installation, 

Maintenance, and Repair Occupations; Building and Grounds 
Cleaning and Maintenance Occupations  

21 

5. Healthcare Support Occupations; Personal Care and Service 
Occupations; Healthcare Practitioners and Technical 
Occupations 

13 

6. Transportation and Material Moving Occupations; Food 
Preparation and Serving Workers; Protective Service 
Occupations 

10 

7. Homemaker 12 
8. Self employed 4 
9. Unemployed or  no occupation information provided; medical 

disability 
5 

Based on U.S Dept. of Labor, Bureau of Labor Statistics, Standard Occupational 
Classification, http://www.bls.gov/soc/soc_majo.htm (Retrieved on 14 August, 2007) 
 

Data regarding family income level is reported in Table 7. About two-thirds of the 

participating families listed an income of less that $50, 000 and only 4 reported income in 

excess of $100,000.  

Table 7.   Family Income Level 

Income Levels Number 
Below $25,000 32 

$25,000 - $50,000 42 
$50,000 - $75,000 26 

Over $100,000 4 
No Response 7 

 
Educational level of parents is reported in Table 8. All parents indicated they 

completed high school, approximately 23% completed an undergraduate degree, and 11% 

completed some graduate work. 
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Table 8.   Education Level of Parents 

Highest Level Obtained Number 
Not completed high school 0 
Completed high school 36 
Completed 1 – 2 years of college 37 
Completed an undergraduate degree 25 
Completed graduate work 12 
No Response 1 

 
Data regarding whether participating children had siblings is reported in Tables 9. 

Most of the children who participated had siblings and the average number of siblings 

was slightly higher than 2 for the 94 children with siblings. 

          Table 9.   Whether child had siblings 

No 17 
Yes 94 

 

Parents were asked who provided homework assistance to the children. Regarding 

who helped the child with homework (see Table 10), mothers were cited most almost 

50% of the time. However, other was chosen almost one-fourth of the time. The “other” 

was most often a sibling, auntie or uncle. 

                             Table 10: Who helps child with homework?  

Mother 54 

Father 13 

Other 26 

Both Mother and Father 13 

No Response 5 

 
 
Attitudinal data 

 Parent and Child surveys were developed using the extensive data from the 

Childhood and Beyond Study (GARP, 2006) conducted at the University of Michigan by 

Jacqueline Eccles and others. Constructs identified by Eccles, such as “personal efficacy, 

interest and utility value, and ability” were adapted for our study, resulting in the 

selection of three domains being identified: (1) self-efficacy; (2) value/usefulness, and (3) 

competency beliefs. Using a five-point Likert scale, parallel surveys were created for 

parents and children.  
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      During piloting, surveys were collected from 66 students and 44 parents, from 

three different public elementary schools in Hawai‘i. Reliability (Cronchbach’s Alpha) 

tests were employed to examine the internal consistency of the survey items. Initially, a 

nineteen-item survey with six constructs (ability, values, usefulness, interest, parent 

involvement, and effort) was proposed. However, reliability results indicated that only 

two of the six constructs were reliable (� > .70). After reducing the number (N = 13) and 

regrouping some of the survey items, the reliability of each construct improved 

considerably (� > .84). The final survey used a seven-point Likert Scale. 
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Table 11. Survey Constructs and Cronbach’s Alpha 
 

Construct 1 Construct 2 Construct 3  Construct 4 
Items  

Self-efficacy Value/Usefulness Competency beliefs Parent 
encouragement  

 
1 

 

Q 1 
How good is your 
child at math? 

Q 2 
How important is it 
to you that your child 
does well in math? 

Q 3 
How important is 
math to your child? 

Q 4 
Do you encourage 
your child to try to 
solve a math problem 
on his/her own? 

2 

Q 6 
Compared with other 
children, how would 
you evaluate your 
child’s performance 
in math? 

Q 7 
How useful do you 
think math will be to 
your child in the 
future? 

Q 5 
How much does your 
child like math? 

 

3 

Q 8 
How well do you 
think your child will 
do in math next year? 

Q 10 
In everyday life, how 
useful do you think 
math is for your child 
compared to other 
subjects? 

Q 9 
How does your child 
find working on math 
assignments? 

 

4 

Q 11 
Compared to your 
child’s other subjects, 
how good is your 
child in math? 

 
Q 12 

How difficult is math 
for your child? 

 

5   
Q 13 

How hard does your 
child try in math? 

 

Cronbach’s Alpha 

Student 
(N = 64) α = 0.87 α = 0.86 α = 0.84  

Parent  
(N = 44) α = 0.91 α = 0.94 α= 0.88  

Total     
(N = 108) α = 0.89 α = 0.89 α= 0.85  

 

The student and parent survey results were tallied and an average rating per 

question was determined. Tallies for each of the seven response options, tallies were also 

made. These data for the children and parents are provided in Table 12 and Table 13. As 

some children worked with each parent, their ratings are only included once in the data. 
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  Table 12. Children’s Responses on Surveys (average rating per question) 

[Student only counted once] 

Question 1 2 3 4 5 6 7 8 9 10 11 12 13 

Average 5.01 6.34 6.46 5.86 5.92 5.52 6.42 5.94 5.92 5.58 5.19 5.09 6.10 

Number of ratings per question 

Rating 1 2 0 1 2 4 0 1 0 2 2 5 1 4 

Rating 2 0 3 0 2 0 0 0 1 2 2 3 3 1 

Rating 3 9 1 1 4 3 5 1 1 4 3 4 5 0 

Rating 4 21 8 4 7 9 23 5 13 10 14 16 25 5 

Rating 5 25 9 9 14 11 13 8 11 7 17 22 20 11 

Rating 6 24 9 12 20 18 23 14 27 19 20 15 21 17 

Rating 7 12 63 66 44 48 29 64 40 49 35 28 18 55 
 
 Table 13.  Parents’ Responses on Surveys (average rating per question)  

Question 1 2 3 4 5 6 7 8 9 10 11 12 13 

Average 5.04 6.59 5.77 6.41 5.31 5.37 6.81 5.94 5.12 6.33 5.12 4.84 5.45 

Number of ratings per question 

Rating 1 1 0 0 0 3 0 0 0 6 0 1 3 2 

Rating 2 1 0 0 0 2 1 0 0 4 0 1 3 2 

Rating 3 9 2 7 1 10 5 0 3 5 0 9 6 4 

Rating 4 25 3 17 4 16 14 2 4 18 5 25 23 17 

Rating 5 31 5 19 14 25 41 1 25 27 16 28 41 27 

Rating 6 32 18 19 22 22 30 13 43 23 27 29 30 28 

Rating 7 11 83 49 70 33 19 95 35 27 62 17 4 30 
 

In general, the average ratings were toward the high end of the scale, but there 

were differences of approximately 0.40 or more for questions 3, 4, 5, 7, 10, and 13.  

Children’s ratings were higher on questions 3 [How important is math to [you/your] 

child?, 0.69], 5 [How much [do you/does your] child like math?,  0.61], and 13 [How 

hard [do you/does your child] try in math?, 0.55]. That is, children felt math was more 

important, liked math, and thought they tried harder at math than their parents thought 

they did. On the other hand parents’ ratings were higher on questions 4 [Do you 

encourage your child to try to solve a math problem on his/her own?, 0.55], 7 [How 

useful do you think math will be to your child in the future?, 0.39], and 10 [In everyday 
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life, how useful do you think math is for your child compared to other subjects?, 0.75]. 

Parents saw more usefulness of mathematics than did the children and thought they did 

encourage their children to solve problems on their own more than the children 

expressed. 

 Averages per construct were also determined and compared between parents and 

children. As seen in Table 14, the average was similar for Construct 1 [self-efficacy], but 

there were differences in Construct 2 [value and usefulness, parents 0.47 higher], 

Construct 3 [competency beliefs, children 0.60 higher] and Construct 4 [parent 

encouragement, parents 0.55 higher].  

 

Table 14.  Average Per Construct 

Construct Questions Average of students Average of parents 

1 1, 6, 8, 11 5.41 5.37 

2 2,7,10 6.11 6.58 

3 3,5,9,12,13 5.90 5.30 

4 4 5.86 6.41 
 

 Part 2 of the survey asked both parents and children to comment about the 

importance for mathematics for boys and girls. The questions and descriptors are given in 

Table 15 and data from the responses of parents and children are given in Table 16.  

 

Table 15.  Parent Survey Part 2 

Questions Descriptors 
Is being good in math more important for 
boys or for girls? 

more important for boys-----more 
important for girls 

Are boys or girls better in math? boys are better-----girls are better 
All responses were on a 7-point Likert-Type Scale. 
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                 Table 16.  Parents’ and Children’s Ratings on Survey, Part 2 

Parents’ Ratings Children’s Ratings 
Question 1 2 1 2 
Average 4.01 3.99 4.31 4.36 

Number of ratings per question 

Rating 1 1 5 6 
 

5 
Rating 2 0 1 0 3 
Rating 3 3 15 0 2 
Rating 4 88 58 59 51 
Rating 5 1 6 2 4 
Rating 6 0 5 3 1 
Rating 7 2 5 10 14 

 

While the average for both groups is almost 4.00, it is interesting to note the 

distribution of ratings for question 2 by parents and both questions by the students. That 

is, while the average of the parents for question 1 is 3.99, only 58 parents rated the 

question as 4 while several used the ratings 1, 3, 5, 6, and 7. Similarly, there were six 

ratings of 1 and ten ratings of 7 on question 1 by the children and five ratings of 1 and 

fourteen ratings of 7 on question 2.  

 

Summary 

 This project was successful in securing dyads that represent diversity of ethnicity 

and lower socio-economic status. Preliminary data suggests that in certain aspects, 

parents and children exhibit differences in value and usefulness of mathematics, 

competency beliefs and views of parental encouragement. While both parents and 

children, on average, viewed mathematics as equally important for boys and girls and 

boys and girls equally good in mathematics, each group had several persons rate at the 

extreme. Further work is being completed to examine how attitudes and beliefs correlate 

to ethnicities. 

 
Funding for The Role of Gender in Language Used by Children and Parents Working on 
Mathematical Tasks was provided by the National Science Foundation under Grant 
No. 0522946. Any opinions, findings, and conclusions or recommendations expressed in 
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Psychological Outcomes in Adults with Previously Undiagnosed Learning 
Disabilities 

 
M Mrazik & S Plume 

 
Individuals who encounter learning disabilities (LD) face multiple challenges.  In recent 
years the process of identifying children with learning disabilities has improved.  
However, many adults who experienced learning difficulties in their early schooling 
several decades ago were not as easily identified, leaving them prone to increased rates of 
achievement failure, school dropout and other psychosocial stressors.  The long-term 
psychological consequences of undiagnosed learning disabilities are not well understood 
in adults.  The current study examined 45 adults who were in the process returning to 
adult education in the hopes of upgrading and pursuing further post-secondary schooling.  
The subjects were referred by career counselors who suspected them to have undiagnosed 
learning disabilities.  In addition to intellectual, achievement, and cognitive testing, 
subjects completed the Personality Assessment Inventory.  Results revealed that adults 
diagnosed with LD adults demonstrated significantly higher rates of anxiety-related 
disorders, depression, and borderline personality features than the normal population.  
Analysis also suggested elevated concerns with respect to suicidal ideation.  Overall, the 
findings have implications for the treatment and supports required by adults with 
previously undiagnosed learning disabilities. 
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Abstract 

In response to the limited amount of literature on the educational experiences and 

aspirations of rural students, the present study examined the educational attainment 

aspirations of rural middle and high school students.  Although previous studies 

examined the relationship between certain parental factors and students’ educational 

aspirations in isolation, through a discriminant analysis, the present study investigated 

combinations of parental factors that were most likely to predict higher levels of 

educational attainment aspirations for rural students.  The results of this study 

corroborated past research on the influence of parental educational attainment on student 

educational aspirations.  Further, the results suggested that the educational aspirations 

that students perceive their parents having for them are more influential than their 

parents’ actual educational aspirations for them. Implications for educators and directions 

for future research are discussed.   
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Investigating the Influence of Parental Factors on the Postsecondary Educational 

Attainment Aspirations of Rural Middle and High School Students 

In dramatic contrast from what may have been experienced by past generations, 

post-secondary education is a necessary credential for many well-paying, secure jobs in 

today’s society, whether in the form of a college degree or advanced training from a 

technical school (Strauss & Howe, 2005).  Further, research has cited that those aged 25-

34 who hold at least a bachelor’s degree earn significantly more income than those with 

less education (Wirt, Choy, Rooney, Provasnik, Sen, & Tobin, 2004). Unfortunately, 

however, not all students are earning post-secondary degrees at the same rate, particularly 

those of racial, ethnic, and class minority groups (Cameron & Heckman, 2001; Goetz, 

2001).   

A vast amount of research has been published on the existence of and potential 

solutions for the educational attainment gap between low-income, minority urban 

students and their affluent, White counterparts (Charles, Roscigno, & Torres, 2007; 

Perna, Milem, Gerald, Baum, Rowan, & Hutchens, 2006; Roscigno, 1995; Solorzano, 

1992).  However, a similar discrepancy exists for rural students, particularly for racial, 

ethnic, and class minorities living in those geographic areas (Cobb, McIntyre, Pratt, 1989; 

Roscigno & Crowley, 2001; Shaw, De Young, & Rademacher, 2004; Van Hook, 1993).  

Unfortunately, literature on the academic attainment aspirations of rural students 

including potential reasons for that gap is limited.   
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Of those studies examining the educational aspirations and attainment of rural 

students in comparison to their non-rural counterparts, the results have been mixed.  For 

example, some researchers have found that the educational attainment of rural students is 

significantly lower than that of students living in suburban areas and, therefore, 

educational deficits do exist for rural students (Roscigno, Tomaskovic-Devey, & 

Crowley, 2006; Roscigno & Crowley, 2001).  However, other researchers, such as 

Howley (2006), have found that in terms of educational aspirations, rural students were 

as likely to aspire to a high school or undergraduate education as their non-rural 

counterparts and that the significant difference in educational aspirations between rural 

and non-rural youth is only apparent for postgraduate education.   

In order to better understand the reasons behind the existing discrepancies in 

educational attainment for rural students, one must first understand the relationships that 

exist between certain contextual factors and students’ educational attainment aspirations.  

The factors which were examined by the present study include parental educational 

attainment, parental aspirations for students’ educational attainment, student perceptions 

of parents’ aspirations for their educational attainment, level and type of parental support, 

and level and type of parental support as perceived by the student.  A review of previous 

literature on each of these variables will be discussed below. 

Parental Educational Attainment 

It is widely recognized that parental and community factors are influential in the 

educational aspirations and attainment of students (Israel; Beaulieu, & Hartless, 2001).  

These human and social variables, including socio-economic status, educational 

resources, and educational attainment have often been considered a significant factor for 
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the discrepancy in educational aspirations and attainment among youth living in rural 

areas (Dyk & Wilson, 1999). Related to the current study, the educational attainment for 

individuals living in rural areas has been found to be lower than the educational 

attainment from those of larger communities (Goetz, 2001; Van Hook, 1993). 

Researchers have found the level of parents’ educational attainment to be related to the 

educational achievement, aspirations, and eventual attainment of students in several 

studies.  Van Hook (1993) found educational levels of parents to be strongly associated 

with the greater likelihood that their student(s) would plan to graduate from college.   

In an examination of the direct relations between maternal employment and 

education and the career trajectories of young adolescents, Castellino, Lerner, Lerner, & 

von Eye (1998) found that maternal education significantly influenced the career 

trajectories both within and across time for students in the sixth and seventh grades. 

Similarly, using a sample from a national database, Davis-Kean (2005) found an indirect 

influence of parents’ education on their children’s achievement.  However, the exact 

nature of the indirect process differed for African American and European American 

students suggesting potential cultural influences.  It is possible, then, that the low 

educational attainment of parents may be a potential reason for the low educational 

aspirations and attainment of the students from rural areas.  On the contrary, however, 

Teachman and Paasch (1998) found that although a vast majority of the variation in 

educational aspirations of students could be explained by familial factors, only a small 

fraction of that variation could be explained by factors related to parents’ educational 

attainment or SES levels.   

Parental Aspirations for Students’ Educational Attainment 
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Some studies have found parental expectations for students’ educational 

attainment to be related to students’ educational aspirations.  With a national sample of 

high school seniors, in addition to their findings of lower educational aspirations for rural 

students as compared to their non-rural counterparts, Cobb, McIntyre, and Pratt (1989) 

found rural students’ career aspirations to be consistent with the perceived expectations 

of their parents.  Similarly, utilizing a social capital model for college attendance, Smith, 

Beaulieu, and Seraphine (1995) found that in addition to community social capital and 

parental human capital, parental expectation of college attendance was the strongest 

predictor of the student’s college attendance.  Likewise, Jodl, Michael, Malanchuk, 

Eccles, and Sameroff (2001) found that parents’ educational attainment values directly 

influenced students’ educational attainment values.  Further, they found that mothers’ 

educational attainment goals for their children were positively related to higher levels of 

educational aspirations among their children.   

Level and Type of Parental Support 

Previous literature has examined barriers to postsecondary education and career 

attainment in terms of the level and type of support provided by parents.  Parental support 

has been measured in various ways in the previous literature.  One way in which parental 

support has been measured indirectly is through parental involvement.  For instance, 

Flouri (2006) examined parental involvement in a twenty-six year longitudinal study of 

British students.  They found that parental involvement was predictive of students’ 

academic achievement.   

Another way in which parental support is measured is through anticipated 

financial support.  Using a nationally representative sample, Grodsky & Jones (2007) 
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examined parents’ beliefs about their abilities to support their children’s education.  They 

found that lower income parents along with minority parents were less likely to be able to 

provide estimates of college tuition and that the estimates that a few did provide were 

largely upwardly biased.  It is possible that this lack of understanding about the costs of 

tuition may negatively influence the educational attainment aspirations of rural students 

due to the fact that students may feel that their parents are unable to support them 

financially.   

Real or perceived barriers may influence the level of support that parents provide 

for their children’s postsecondary education.  In an examination of ethnically diverse 

adolescents’ career aspirations, perceived barriers, and family support, Hill, Ramirez, and 

Dumka (2003) found perceived barriers to be more common among those who reported 

having unsupportive families.  This reinforces the notion that lack of support may have 

an indirect effect on the aspirations of students as low-income parents may feel that 

perceived barriers will prohibit them from providing support for their students.  

Purpose of the Study 

The purpose of this study was to examine the relationship of a variety of factors 

which may influence the educational aspirations of rural students.  While the 

aforementioned studies have looked at factors in isolation, through a discriminant 

analysis, this study examined the influence that combinations of those factors have on 

academic attainment aspirations in order to understand which combinations of factors are 

the best predictors of higher educational aspirations.  Knowledge of the combination of 

factors which best predict these aspirations will be helpful in creating supportive 
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programs aimed at increasing the number of students from rural areas who aspire to and 

eventually attain a post-secondary education.   

Individual and parental factors related to postsecondary educational aspirations 

and attainment were examined particularly focusing on parental aspirations of students, 

student perceptions of their parents’ educational aspirations for them, parents’ anticipated 

level and type of support for their student’s educational goals, student perceptions of the 

level and type of support provided by their parents for their educational goals, and the 

parent’s level of educational attainment. 

Specifically, the following question was addressed: 

Which combination of parental factors best predict the postsecondary educational 

or vocational aspirations for students living in rural areas? 

Method 

Data for this study were derived from parent and student surveys collected for a 

project in which the author was an evaluation assistant, titled Project Aspire:  Creating 

Opportunities for Rural, Low-Income Students.  Project Aspire was a three-year, 

federally funded initiative to increase the number of Advanced Placement (AP) courses 

offered to students attending schools in low-income, rural areas in the Midwest.  

Specifically, the data used for this particular study came from the third wave (Academic 

Year 2005-06) of survey data. 

Sample 

 For the present study, participants were limited to those 90 individuals who 

responded to both the parent and student surveys in the final wave of Project Aspire 

during the 2005-06 school year.  Participants of Project Aspire and subsequently 
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participants of this study were 7th to 12th grade students and their parents who were 

attending a public middle or high school in a rural, impoverished area of the Midwest.  

Other than information on which particular school each participant attended, no other 

demographic information was obtained in order to maintain anonymity for the purposes 

of evaluation.   

Variables and their Measures 

The variables were ascertained from responses to particular questions on 

evaluation surveys given to student and parent participants of Project Aspire in 2005-06.  

The following is a description of the variables and the way in which they were measured.   

Student Postsecondary Aspirations (STUDENTPSGOALS06):  A categorical 

variable which grouped students in one of four groups based on their reported educational 

attainment aspirations.  Coded 1 for “high school diploma only.”  Coded 2 for “trade 

school, some college, two-year degree.”  Coded 3 for “4-year college degree.”  Coded 4 

for “post-graduate education.” 

Educational Attainment of Primary Parent/Caretaker (EDUCAT06REC):  A 

continuous variable indicating the highest level of education attained by the primary 

caregiver in terms of years (i.e. 10 years through 20 years of education).   

Parental Educational Attainment Aspirations of the Student 

(PGOALCONTREC06):  A continuous variable indicating the educational attainment 

aspirations of the parents for their student in terms of total years of education (i.e. 12 

through 20 years depending on degree type).   

Student Perception of Parents’ Educational Attainment Aspirations for 

Student (PARGOA06RECODE):  A continuous variable indicating the student’s 
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perception of their parents’ educational attainment aspirations for them in terms of total 

years of education (i.e. 12 through 20 years depending on degree type).   

Level of Support by Parent (PSUPP06):  An ordinal scaled variable indicating 

how much parents would support their student’s educational goals with 1 indicating “not 

at all supportive and 4 indicating “very supportive.”   

Type of Anticipated Support by Parent (PPROVREC06):  An ordinal scaled 

variable indicating the type of anticipated support given by the parents toward the 

student’s educational goals with 1 indicating “no support at all,” 2 indicating “either 

financial or emotional,” and 3 indicating “both financial and emotional.”   

Student Perception of Level of Parental Support (PARSPT06):  An ordinal 

scaled variable indicating the student’s perception of how much his or her parents would 

support the student’s educational goals with 1 indicating “not at all supportive” and 4 

indicating “very supportive.”   

Student Perception of Type of Anticipated Parental Support 

(PTYPSUP06REC):  An ordinal scaled variable indicating the student’s perception of 

the type of anticipated support given by the parents toward the student’s educational 

goals with 1 indicating “no support at all,” 2 indicating “either financial or emotional,” 

and 3 indicating “both financial and emotional.”   

Data Analysis  

 Descriptive statistics including means and standard deviations were calculated for 

all predictor variables.  A descriptive discriminant analysis was conducted to determine 

which of the seven predictor variables utilized in this study could successfully predict the 

reported educational attainment aspirations of the participants.   

2008 HICE Proceedings 
Page 78



EDUCATIONAL ASPIRATIONS  11

Results 
 

 Thirty-six percent (n=29) of participants indicated that they aspired to earn a high 

school diploma only, while 34% (n=27) said that they aspired to attend trade school, 

some college, or earn a 2-year degree, and 30% (n=24) of participants indicated that they 

aspired to earn a 4-year college degree.  No participants indicated aspirations of post-

graduate education.  A discriminant analysis was performed using the seven parental 

variables as predictors of membership in one of three groups.  Predictors, which were 

described above, were parents’ reported educational aspiration goals for student, parents’ 

educational aspiration goals for child as perceived by student, parents’ anticipated level 

of support of student’s educational goals, parents’ anticipated level of support of 

student’s educational goals as perceived by student, anticipated type of support provided 

by parents, anticipated type of support provided by parents as perceived by student, and 

level of educational attainment of primary caregiver.  The groups were based on students’ 

reported educational attainment goals of high school diploma, trade school/some 

college/2-year college degree, or 4-year college degree.   

 The data were analyzed based on 90 cases of participants from 2006, the third and 

final year of Project Aspire.  Missing data appeared to be randomly scattered throughout 

the groups and predictors; therefore, cases with missing data were deleted leaving a total 

of 80 valid cases.  For these remaining 80 cases, groups were evenly distributed.  With 

the exception of heterogeneity of variance-covariance matrices (p < .05), evaluations of 

assumptions including linearity, normality, and multicollinearity were satisfactory.  

Given the equal group sizes and the absence of outliers, it was determined that the 
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discriminant analysis would be robust enough to withstand the lack of homogeneity in the 

covariance matrices.   

 Two discriminant functions were estimated with the Wilks’ Lambda of the first 

function which was significant λ = .468, p < .05 with a resulting Eignenvalue of .972.  

The second function was not significant λ = .923, p > .05.  The canonical correlation of 

Function 1 was .702, which corresponds to 49.3% of the variance explained.   

The structure loading matrix of correlations between predictors and discriminant 

functions was used to identify the predictors that were most important in differentiating 

the groups.  Please note that values greater than 0.32 or less than -0.32 were identified as 

“important” (Tabachnick & Fidell, 2007).  These results suggest that the most influential 

predictors in separating the groups were: the parents’ educational attainment for the 

student as perceived by the student (PARGOA06RECODE),  parents’ actual educational 

attainment aspirations for the student (PGOALCONTREC06), parents’ level of support 

of student’s educational goals (PSUPP06), and the educational attainment level of the 

primary parent or caretaker (EDUCAT06REC).  Of those predictors, the variables with 

the strongest relationship to the postsecondary educational attainment aspirations were 

the students’ perceptions of their parents’ educational attainment aspirations for them (r = 

.970) and parents’ actual educational attainment aspirations of the student (r = .549).  

Group statistics for each of the seven predictors variables are provided in Table 1.   

Table 1.   

 
Students’ goals 

 
Predictor variables 

 
N 

 
Mean 

 
Standard 
deviation 

 
 
 

Student’s perceptions of parents’ educational 
aspirations for student 
 

29 14.10 1.82 
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Student perception of type of anticipated parental 
support 
 

29 2.76 .51 

Educational attainment of parent/caretaker 29 12.17 1.14 

Parents’ educational attainment aspirations of student 29 14.28 1.87 

Type of anticipated support by parent 29 2.79 .56 

Student perception of level of parental support 29 3.76 .64 

 
 

High school diploma 
only 

Level of support by parent 29 3.52 .99 

Student’s perceptions of parents’ educational 
aspirations for student 
 

27 15.26 1.35 

Student perception of type of anticipated parental 
support 
 

27 2.81 .49 

Educational attainment of parent/caretaker 27 12.44 1.95 

Parents’ educational attainment aspirations of student 27 15.41 1.87 

Type of anticipated support by parent 27 2.81 .4 

Student perception of level of parental support 27 3.56 .75 

 
 
 
 
 

Trade school, some 
college, 2-year degree 

Level of support by parent 27 3.74 .53 

Student’s perceptions of parents’ educational 
aspirations for student 
 

24 17.42 .93 

Student perception of type of anticipated parental 
support 
 

24 2.83 .48 

Educational attainment of parent/caretaker 24 12.71 1.83 

Parents’ educational attainment aspirations of student 24 16.71 1.81 

Type of anticipated support by parent 24 3.0 .0 

Student perception of level of parental support 24 3.79 .51 

 
 
 
 

4-year college degree 

Level of support by parent 24 3.92 .41 

Student’s perceptions of parents’ educational 
aspirations for student 
 

80 15.49 1.97 

Student perception of type of anticipated parental 
support 
 

80 2.8 .49 

Educational attainment of parent/caretaker 80 12.43 1.65 

Parents’ educational attainment aspirations of student 80 15.39 2.08 

Type of anticipated support by parent 80 2.86 .41 

Student perception of level of parental support 80 3.7 .64 

 
 
 
 
 
 
 

Total 

Level of support by parent 80 3.7 .72 
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The classification results from the discriminant function are summarized in Table 

2.  The percentage of cases correctly classified by the four variables was 64.4%, which is 

considerably greater than one would expect to be classified correctly by chance alone.  

Using these variables to predict group membership for rural adolescents’ educational 

aspirations will be useful in identifying at-risk students who may have the ability to attain 

a postsecondary education yet lack the supportive contextual factors related to those 

higher educational aspirations.   

Table 2.    

Predicted Group Membership  
Cross-validated 
 
 
 
 
                                             Students’ Goals 

 
High school 
diploma Only 

 
Trade school, 
Some college, 
2-year degree 

 
4-year college 
degree 

 
 
 
 
 

Total 

19 9 5 33 

7 23 3 33 

 
High school diploma only 
 
 
Trade school, some 
college, 2-year degree 
 
 
4-year college degree 
 

2 6 16 24 

21.2 69.7 9.1 100 

8.3 25.0 66.7 100 

 
 
 

Count 
 
 
 
 
 
 

 
 
 
 

% 

 
High school diploma 
 
 
Trade school, some 
college, 2-year degree 
 
 
4-year college degree 
 

1.7 98.3 0 100 

**64.4% of original grouped cases correctly classified** 

 

Discussion 

2008 HICE Proceedings 
Page 82



EDUCATIONAL ASPIRATIONS  15

The educational attainment of rural students continues to lag behind that of their 

urban and suburban counterparts.  Higher levels of educational attainment of rural 

students will benefit not only the students themselves but their families and communities 

as well through an improved standard of living (Wirt et. al., 2004), enhanced job 

opportunities, higher levels of job satisfaction, and increased community morale.  Actual 

educational attainment has been linked to educational aspirations previously in the 

literature (Marjoribanks, 2003).  In order to improve the educational attainment of rural 

students, one must understand the factors that facilitate higher levels of educational 

aspirations of these students.   

Through a discriminant analysis, this study aimed to examine which set of 

variables could successfully predict postsecondary educational attainment aspirations of 

rural middle and high school students.  The findings of this study substantiate past 

research which found a relationship between parents’ educational aspirations for their 

students and the student’s own educational aspirations (Jodl et. al., 2001; Smith et. al., 

1995).  Interestingly, although both variables were correlated significantly, the perceived 

aspirations of the parents by the students were more influential than the parents’ actual 

educational aspirations for their student as found in a previous study by Cobb et. al. 

(1989).  The findings of that study and of the present study suggest that communication, 

both implicit and explicit, about the parents’ goals for their students may play a crucial 

role in the development of the student’s educational aspirations particularly if the 

perceived goals are incongruent with the parent’s actual goals for their student.   

The results of this study also corroborate past research (Castellino et. al., 1998; 

Davis-Kean, 2005; Van Hook, 1993) that found parents’ educational attainment to be 
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related to students’ educational aspirations.  Parental educational attainment is often an 

uncontrollable factor.  Considering that 86% of individuals living in rural communities 

have a high school diploma or less (Goetz, 2001), if one can recognize the relationship 

between low parental educational attainment and low student aspirations, then measures 

may be taken to target rural youth who are at-risk for developing lower educational 

aspirations and, thus, help them achieve their potential.   

Although the predictor of level of anticipated parental support was found to 

significantly discriminate the three groups based on postsecondary aspirations, the 

practical significance of that analysis was minimal.  Regardless of student educational 

aspirations, on average, parents of students in all three groups reported that they were 

“supportive” of their student’s current educational goals.  Based on these findings, further 

investigation into the influence of perceived or prospective support is warranted.  

 There were some limitations to this study which should be considered in future 

studies examining similar constructs.  The first is a lack of generalizability due to the fact 

that the participants in the present study were rural student who were also identified as 

living in impoverished areas.  Therefore, the results of the current study might not apply 

to all rural students.  Further, the fact that the data for this study were gathered from 

participants in the final year of a three-year study aimed at improving the educational 

opportunities for rural student may have biased the responses.   

 Researchers wishing to further pursue study on this particular topic may be 

advised to examine this construct with a more representative sample such as that of a 

national database.  Additionally, an examination of the longitudinal patterns of the 

educational aspirations of rural students would provide a better understanding of the 
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developmental patterns of educational aspirations.  Further, researchers may wish to 

include additional factors, such as teacher and school variables, academic transcripts, and 

community variables.  The inclusion of these other contextual factors may provide a 

clearer picture of the relationships among the variables influencing the postsecondary 

educational attainment aspirations of rural students.   
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Introduction to Study 

Several million Americans, including adults and children living abroad are being 

acculturated or enculturated in a host culture every year and are identified as third culture 

people. When these third culture people reenter their home country, they are faced with 

multi-dimensional reacculturation issues. In preparation to educate students globally it is 

important to deepen the understanding of what it means to be a third culture person and to 

articulate the third culture phenomenon. Intercultural adaptation theories, relevant 

psychological theories, and cultural identity (including third culture building) comprise 

the supporting literature surrounding this study.  Personal interviews of third culture 

people, with a combined total of more than 430 years of cross-cultural lived experiences, 
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provide the foundation for this presentation.  Participant experience ranged between two 

and thirty years in a host culture before returning to their home culture.  

The Third Culture Phenomenon 

 What does it mean to be a third culture person? This question concerning the third 

culture phenomenon has been discussed throughout history by sojourners crossing 

cultural borders and returning to their home culture to resume their lives. The third 

culture phenomenon is illustrated in the following account of a journey which took place 

nearly seventy years ago. The account (of Mrs. Cattell in 1930) describes several 

different types of third culture people who are returning to India on a ship where the 

sojourners were to resume their duties after a visit to their home country (America).  

As it turned out, all the fellow travelers were more at home in India than 
anywhere in the world, except for one businessman and our family. There was an 
old retired missionary - a widow of a famous educator and missionary. She was 
going back to beloved India to die; America wasn’t fit to die in, she thought. She 
wanted to be among her friends - Indian friends - with whom she had lived for 
fifty years and more. There was a son of a missionary family, a total misfit in 
America who was returning to find a life in what to him was home. He was aloof, 
and it seemed to me a very sad commentary on what the mixing of opposite 
cultures can do to one, and yet to the doctor who had been born in India and his 
family and to the old lady (whom, by the way, I learned to love) and her 
missionary son, there had been no trace of damage done by transplanting from 
one part of the world and back again. It had broadened them into citizens of the 
world, where they felt at home anywhere, but with preferences, naturally. 
 

It is interesting to note that Mrs. Cattell, a lifelong sojourner and a true third culture 

person, ends the account with a question that is central to this study. She states:  

I wondered then what makes the difference from wholesome at-homeness and 
total rejection of one or the other culture. This was not the last time I was to 
contemplate the problem, nor the cause of it. (Cattell, p. 112, 1976) 

 
 This question asked by Mrs. Cattell (in 1936) concerning cross-cultural 

adjustment is at the heart of what it means to be a third culture person. As the world 
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becomes more accessible to a wide variety of international opportunities, issues related to 

the third culture phenomenon have become the focus of numerous articles and studies 

(Austin, 1986; Marx, 1999; Pollock; & Van Reken, 1999; Storti, 2001).  

Although accurate figures are elusive, according to the latest figures supplied by 

the U.S. State Department there are several (perhaps as many as 10) million Americans 

living and working abroad. While this number may not seem large at first glance, the fact 

is that these people are continually moving in and out of their home and host cultures. 

Annually, a portion of these sojourners return to their home culture and at the same time 

new sojourners join the international work force making this number much larger than it 

appears at first glance. Most of these reentrants are third culture people, meaning a person 

who has spent a significant part of his or her adult life in a culture(s) other than their 

home culture.  

When they return, they are expecting to pick up their lives where they left them 

and continue working or retire. However, it is not uncommon that third culture people 

encounter difficulty reentering and successfully readjusting to their home cultures. Storti 

(2001) points out that 55 percent of returnees report significant reentry shock upon 

returning to their home culture.  

Context/Application for Study of Third Culture Phenomenon 

Results gained from studying the third culture phenomenon provide insights to 

help develop support structures suitable for third culture people (e.g. educators, military 

personnel, students studying abroad, government and non-government employees, and 

other professionals) in order to bridge the gap between their home and host culture 

identities. Additionally, according to the voices of researchers in the area of inter-cultural 
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relations the results of this study may have broader applications. Weaver (1996) makes 

the following statement in the preface of his book on culture, communication and 

conflict: “The more we know about the dynamics of cross-culture communication, 

adjustment and conflict the more effective we will be while living, working or studying 

in another culture” (p. xv). He also believes that this knowledge will contribute to 

lowering the duration and the severity of culture shock. 

Ting-Toomey (1999) adds urgency to the need for intercultural understanding 

which is gained from studying the lived experiences of people willing to share their 

intercultural experiences. The following statement explains her beliefs concerning 

understanding diverse backgrounds: “As we enter the 21st century, there is a growing 

sense of urgency that we need to increase our understanding of people from diverse 

cultural and ethnic backgrounds. From interpersonal misunderstandings to intercultural 

conflicts, frictions exist with and between cultures” (p. 3). Ting-Toomey explains that 

as a result of rapid changes in technology, the global economic scene, immigration 

practices and policies, and improved transportation, the world is shrinking. As a result, 

people from different cultural backgrounds are in constant contact. She concludes with 

the following statement: “From workplace to classroom diversity, different cultural 

beliefs, values, and communication styles are here to stay. In order to achieve effective 

intercultural communication, we have to learn to manage differences flexibly and 

mindfully” (Ting-Toomey, 1999, p. 3). 

Developing an understanding of who we are individually, who we are culturally, 

and who we are as a nation requires that we come to understand citizens that share the 

unique experience of being third culture people. In the modern world people of all 
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ethnic and cultural groups must live side by side. Educational institutions are mandated 

to develop curriculum for culturally diverse groups of students. Universities are 

expected to internationalize their campuses and offer study abroad programs and 

mission trips of various kinds every year. Students now have access to every remote 

place in the world by actual travel or by virtual travel through the internet and e-mail. 

International employment and global partnerships in business require relationship 

building between cultures. Tourism is no longer an activity enjoyed by only a few 

members of society. Instead, it is an expanding business and many people of all sectors 

of society have more opportunities for travel. All of these reasons dictate urgency to 

develop a deeper understanding of what it means to be a third culture person. So let us 

begin by taking a look at relative and foundational terminology related to this study.   

Definition of Terms Associated with Third Culture Phenomenon 

In order to develop a meaningful context for this paper definition of terms needs 

to be established. The following terms are significant to this study.  

Acculturation refers to the cultural and psychological changes brought about by 

adjusting to a cultural context different than the one into which a person was originally 

socialized (Berry, Poortinga, Segall, & Dasen, 1992). 

Acculturative stress or cross-cultural adjustment stress is the stress generated as 

a result of adapting to a new or changed cultural environment (Weaver, 1996). 

Enculturation “is the process by which the group generally incorporates children 

into the culture and by which a child acquires appropriate behaviors” (Berry et al., 

1992, p. 19). 

“Culture shock is an intense, negative affective response, both psychological 
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and physiological, experienced by new expatriates when faced with unfamiliar symbols, 

roles, relationships, social cognitions, and behavior” (Sussman, 2000, p. 355). 

Reverse culture shock (Kohls, 1996) is the reintegration of the sojourner to the 

home culture after living in a foreign or host culture. Other terms commonly used to 

describe this concept are reentry adjustment, (Jansson, 1986; Werkman, 1980), and 

repatriation adjustment (Sussman, 2000). 

Third culture as described by Useem et al. (1963) means “the behavior patterns 

created, shared, and learned by men of different societies who are in the process of 

relating their societies, or sections thereof, to each other” (p. 169). 

Third culture building is the process of intercultural communication resulting in 

a mutually beneficial environment for individuals from two different cultures (Casmir, 

1999). 

Third culture person, will be the term used in this study to describe a person that 

has lived a significant amount of time in a culture other than their home culture and has 

experienced the process of reacculturation or reentry into their home culture. 

Participants, Data and Methodology 

Participants. There were two sets of participant data (from adults who were 

enculturated and adults who were acculturated in their host culture) which contributed to 

the overall findings of this study. The following tables show the age ranges, host cultures 

and number of years outside of home cultures that were represented among the 

participant experiences.  

Table 1. Acculturation Participant Data 
 
Participant           Host Culture(s)/Yrs.         Return Home /Yrs.         Age     Sex  
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(1)  Africa - 2; S.E. Asia - 25            6             55+     M 
(2)   Turkey - 4; Indonesia - 1            5               30+  F 
(3)   El Salvador - 2                      40   60+  F 
(4)   Vietnam - 18; France - 6          15                        40+       F 
(5)   Asia - 8; Spain - 2             7     35+  F 
(6)   Guatemala - 15           18   40+       F 
(7)   Vietnam - 1; Cambodia - 2            2   40+      M 
(8)   Middle East - 10             2   40+  F 
(9)   Thailand - 17                         4   30+  F 
(10)   Australia - 15                       15   60+  M 
(11)   Australia - 15                       15   55+     F 
(12)   Middle East - 10             2   40+  M 
(13)  S. and Central America - 30            10   60+       F 
(14)   India - 13; Philippines - 4            2   40+  F 
 
Number of Host Countries/Cultures Represented: 20  
 
Total Years of Experience Abroad: 200+ 
________________________________________________________________________ 
 
Table 2. 
 
Participants for Enculturation Data 

 
Name           Host Culture(s)/Yrs.      Returned Home /Yrs.        Age     Sex 
    
(1)   India   20           30              50+ M 
(2)   Japan   17  7   20+ F 
(3)   Vietnam  30  7   60+  M 
(4)   S.E. Asia 17           14   30+ F   
(5)   Thailand 30  7   60+      F 
  Vietnam 
(6)  S. America 30           10   70+ M 
(7)   S. E. Asia 19  9   20+ F 
  Thailand 
(8)  India  18           50   70+ F 
(9)   Philippines 20           15   30+ F   
(10)  Thailand             13  30+ M 
(11)  S. E. Asia 18           10   20+ F  
 
Total Cultures Represented: 9 

Total Years Abroad: 238+ Years 
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Methodology. The methodology for both data sets utilized the constructivist 

research paradigm due to the relativistic nature of the third culture phenomenon. Through 

personal interviews and follow-up discussions (in person and through use of electronic 

technology) participants endeavored to reconstruct their cross-cultural experience in a 

manner that would add depth of understanding and meaning to their view of reality. More 

than 430 years of cross-cultural experience provides the foundation for the data provided 

by the 25 participants. The hermeneutic-dialectical process was the tool used to create 

new knowledge through interaction between the investigator and the respondents as 

suggested by Guba and Lincoln (2004).  

Primary Thematic Framework that Emerged from the Data 

 The primary thematic framework emerged from the data gathered from both types 

(enculturated and acculturated) of third culture participants. The framework that emerged 

includes (a) reacculturation issues, (b) marginalization possibilities, (c) necessity for 

support and belonging, (d) identity factors, (e) benefits of the third culture heritage, and 

(f) need for preparation for reentry. The primary themes provide a framework which 

could be used for practical applications such as developing reentry seminars, writing 

reentry guide manuals, and guidance for further study.  

 
Table 3. 
 

Primary Thematic Framework Overview 

 
Theme    Description 
 
Reacculturation Issues Reacculturation issues were experienced by both groups of 

participants and included culture and reverse culture shock, 
changes at home, unrealistic expectations, 
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misunderstandings, cultural fatigue, and readjustment 
issues.  

 
Marginalization Third culture people may be vulnerable for becoming 

marginalized in several areas. Areas noted included loss of 
place in community, family and organizations, loss of 
language, and loss of status. 

 
Support/Belonging Support and belonging are considered as vital for 

successful readjustment. Support from family, friends and 
organizations are needed. Feeling at home in one’s home 
culture is a key for a healthy readjustment. 

 
Identity Issues Identity issues were discussed by both groups of 

participants. The effects of enculturation, differences in 
values, issues related to acts of generativity, and developing 
a cultural identity were among the ideas expressed. 

 
 
Cultural Heritage The third culture heritage and the uniqueness of each type 

of third culture experience are noteworthy. Finding ways to 
share one’s third culture heritage is an important aspect of a 
healthy readjustment in the home culture.  

 
Preparation for Reentry Preparation for reentry is important for all third culture 

people. Social, academic and professional preparation was 
among the topics discussed. 

 

Explanation of Themes with Participant Comments 

In this qualitative study participants were engaged in lengthy interviews from 

which the themes emerged. Each theme had several sub-themes. In order to provide 

deeper understanding of the third culture phenomenon participant comments will be 

added under each major thematic heading. Several themes may be represented in one 

comment; however, I have placed the comments under what seems to be the most 

representative theme.  

Reacculturation Issues 

Reacculturation issues constitute a major theme area concerning intercultural 
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adjustment. The following comments in each of the sub-themes explicate various types of 

issues third culture people must deal with as they acculturate in their host cultures and 

reacculturate in their home cultures.  According to Black and Gregersen (1999), comfort, 

competency, confirmation, and control are four elements that are critical for a satisfying 

life. They believe that intercultural adaptation issues fall into these general categories and 

that it is human nature to seek comfort in each of these areas. The dynamics of leaving 

home and entering a host culture involves the dynamics of culture shock. However, 

returning to your home culture often triggers what has become known as reverse culture 

shock which can be subtle and painful. 

 All third culture people must deal with the realities of reentering their home 

cultures after their sojourns whether they were gone for a short period or a long period of 

time. Reverse culture shock is similar to the culture shock related to entering a foreign 

culture and dealing with all the changes from one culture to another. What makes reverse 

culture shock especially difficult is that it is caused by changes that have occurred in the 

home culture that are usually unexpected (Martin, 1986; Sussman, 2000). The sojourners, 

even with preparation, seem unable to completely prepare themselves for the changes that 

have occurred during their absence. Reverse culture shock reentry memories seemed to 

be a living part of the participant’s lives and were readily recalled. The fact that third 

culture people still remember these experiences so vividly, even years after reentry, 

indicates the impact that the reentry experience of reverse culture shock has on the 

individual’s sense of self. A female participant account follows:  

One of the things that I remember most is about how overwhelmed I felt about 
going into the grocery store after coming back to America from Southeast Asia 
and Sri Lanka. There were just way too many choices to make. I felt totally 
overpowered by all of the things I saw on the shelf. How could I select any 
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product when there were so many to choose from? How could I tell what to buy?  
I just had to leave the store and go home with nothing, and then each day I would 
try to go back and buy just a few things at a time. Otherwise it was much too 
fatiguing and stressful! 
 

Marginalization Issues 
 

The theme of marginalization has to do with losses as a result of a person’s third 

culture experience. Byrnes (1966) discussed role shock as a professional hazard. Role 

shock, a sense of loss of place in society, has to do with the difference in expectations 

between the ideal role and one’s actual role in society. Other losses mentioned by the 

participants include loss of the use of host culture language, loss of status within the 

family, and professional losses of skill development or rank. Misunderstandings also 

result in being marginalized. Connie shares her experience of being marginalized due to 

lack of cultural experience which caused this misunderstanding. 

The very first month after I came back from Thailand I was in a Safeway store. 
The lady said, “Paper or plastic?” I just didn’t know what that meant. So I am 
thinking and looking at her intently and she’s asks, “Paper? Plastic?” again.  The 
only thing I could think of is that my parents told me that plastic refers to credit 
cards and paper is money and that makes sense to me in that money is made out 
of paper and credit cards are plastic. So, she must be asking me how I’m going to 
pay. Am I going to pay with a credit card? Or cash? So I said, “Cash!” And then 
she asked in a rather loud tone, “Do you want a paper bag or a plastic bag?” And 
then I said, “I don’t care what kind of bag you give me. Plastic is all I’ve ever 
seen and I just don’t care. Just get me out of here.” Learning from that, of course 
paper or plastic refers to bags and that is what they will say every single time you 
go to the store. But just that moment of fear, feeling like people are behind me, 
they’re watching me, and they’re wondering why I am so stupid. I don’t know 
what she wants and I think I am doing what she wants but obviously I am not. 
 
The important issue to note with this example is revealed in the last few sentences 

where Connie mentions that critical moment of fear. This type of misunderstanding 

produces fear, which produces stress and, more importantly, these types of 

misunderstandings are happening over and over throughout each day when a third culture 
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person reenters their home culture. The ongoing stress of negotiating the unknown issues 

of culture changes can easily damage one’s sense of self and eventually take a toll on 

physical health if not properly handled (Kohls, 1996; Pollock & Van Reken, 1999; Selye, 

1956). 

Support and Belonging Issues 

Successful reentry into the home culture is enhanced by support form family, 

friends, and groups such as church or business organizations. People have a need for 

belonging or a sense of comfort and confirmation (Maslow, 1943; Black & Gregersen, 

1999). The need for belonging is a motivating factor for third culture people as they 

readapt in new environments. All of the respondents mentioned support and belonging as 

an important aspect of their reacculturation process. Gretta made the following statement 

concerning finding supportive friends that are interested in her unique TCP background.  

I do have friends and they do want to talk about my experience abroad. They 
listen to my perspectives and what I have to say about situations. But it still 
doesn’t satisfy me. I would like to make changes on a larger scale.  
 
She also explains her desire to make significant contributions in her church 

community and believes her cross-cultural experience enhances her ability to see issues 

differently than she would if she had not had the international experience. She is also 

aware that others do not always see things the same as she does and wonders if her 

acculturation in a host culture has changed her perspective concerning spiritual values.  

Third Culture Identity Issues 

  Third culture people are often faced with identity issues. As they move from one 

culture to another they must discover who they are in each new cultural setting. Identity, 

according to Jackson (1999), is connected to cultural influences. Identity can shift as 
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needed in order to function in a new situation. Jackson (2002) uses cultural contracts to 

describe some of the usual identity shifts necessary to cross cultural borders.  Steve 

explains his position concerning his cultural identity. 

Oh yes, I am fully American! Although it is very exciting to be in Vietnam, I am 
fully American. We like to go to the hill country and sleep in hammocks and all 
those things are exciting things to do [but we are fully American in our thinking]. 

 
In some ways Steve’s attitude of being fully American demonstrates the type of 

sojourner that Sussman describes as the affirmative cultural identity where the home 

culture values are highly maintained. Juanita, on the other hand, does not think of herself 

as being fully American in her cultural sense of identity which is a characteristic Sussman 

(2000) links with a subtractive identity shift. Juanita explains her position concerning 

cultural identity in the following statement. 

I don’t think I’m fully acculturated in American yet. I don’t watch as much 
television. I searched out things that are educational on television. I love my 
country but I’ve learned there are things of interest outside of this country too. 
There’s a whole world out there. Particularly some of the British television is very 
excellent.  Yes, I do see myself as not fully American and not fully Australian. I 
complain a lot, mostly to myself, about Americans. There were also certain things 
that were done Australia that we didn’t like so we’re constantly evaluating 
between the two cultures.  

 
Patty responded to the question concerning her cultural identity. She also 

mentioned that she evaluates her home and host cultures based on her international 

experiences. 

No, I’m not fully American now because I’m critical once I came back here, so 
that means that I adapted some to my host culture because I can now see the 
differences in the cultures. To live overseas and to see America from different 
ways is very important. I know I could not evaluate my own culture if I had not 
lived overseas. So, yes I think I can also evaluate my host culture once I’m back 
in my home culture with a critical eye. I can see many things I wish were different 
in both my home and host cultures.  
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Cultural Heritage and Third Culture Meaning 

Participant responses concerning cultural meaning is based on the foundational 

question for this study; What does it mean to be a third culture person? All of the 

participants responded to this question. Some of their responses directly answered the 

question and were included here and others were less direct and were included among the 

responses within the other themes. 

Metaphors. Metaphors submitted by participants set the stage for understanding 

and describing what it means to be a third culture person.  

A salt water fish in fresh water or visa versa.  

Or playing volleyball with a basketball or visa versa. 

Eating a hot dog with chopsticks and putting mustard on your fried banana. 

Saying “Good-by” in Chinese and “Hello” in English and all the while thinking 

about your friends in Ghana.  

Wondering how you will be able to take your college finals and then jump on a 

plane and spend the Christmas holidays eating fried rice and sight seeing in a 

Buddhist temple. 

Being able to eat Indian fried bread that was made with “living” flour. [meaning 

as the dough was being rolled it was crawling with insects] 

Personal meaning. Connie shares what it means to her to be a third culture 

person and discusses related identity issues. She is very clear about the fact that she 

does not fully belong to either the home or host culture and gives thoughtful reasons 

supporting her beliefs. 

Well, it means I don’t belong to my primary culture of origin but I also don’t 
belong to my host culture in which I was primarily raised. I am not that [host] 
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culture. I don’t look like them. I don’t speak that language so I don’t really belong 
to any of them [host cultures]. So, I created a third-culture where I can kind of 
blend them all and make my own and add a few things and make it my new 
culture.  

Connie carefully thinks through who she is and where she belongs as far as  

cultural identity is concerned. The issue revolves around the fact that although she is  

American on the outside she struggles with the feelings of being of a different culture on  

the inside. 

I do think of myself as American in that I know I’m where I need to be. I belong 
here. But I don’t [belong here] in that I never feel like it in that more than half of 
my life was not here and it feels like I am different. I’m very aware all the time 
socially that I feel like I am very different. And that I almost just want to stop 
everything and tell them this is why you experience me differently. I just want 
you to know so that you don’t think I am weird. But I don’t [tell people that I am 
a third culture person]. But I still think that is very much how I think of situations. 
I think the negative [side of being a third culture person] is that I don’t fit neatly 
into either of those boxes and therefore I always feel a little bit alienated. Or a 
little bit outside of where I am. It means that no one else understands my culture 
since I’ve made my own culture. It’s just not possible for other people to 
understand the fullness of what I live and where I live in my mind but I believe 
it’s a much broader wider sense of the world or ways to live. It has incorporated 
lots of really good things from other cultures and made my own [third] culture 
stronger than what I see around me [in the host culture].   

Mixed in Connie’s rich cultural context is a sense of isolation experienced by 

many of the participants interviewed. While Connie does not view this type of isolation 

as an overwhelmingly negative aspect of being a third culture person, it is recognized as a 

possible problem.  

It is also interesting to note the similarities between the 32-year-old perspective 

and the 65-year-old perspective which follows. Greg has recently returned to his home 

culture after spending most of his life in an international setting. Greg states the 

following concerning what it means to be a third culture person at his age and stage of 

personal development. 

It means that you are no longer of your passport culture nor are you an integral 
part of the host culture. You are a mixture of both and each individual is not 
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mixed in the same ratio. It is not necessarily a negative thing, because it allows 
you to enjoy the best of both cultures. It gives you a broader and a global 
worldview. Third culture kids, now adults, tend to be driven in one of two 
directions: either you are geographically attached to the host culture or you are 
people attached, usually to family, in the passport culture.  
 
Tessa responds to the meaning of being a third culture person in a different way. 

When asked if she was still a third culture adult even after several years of living in her 

home culture she responded by reflecting on how being a third culture person has shaped 

her unique cultural heritage. 

Yes, I am [a third culture person]. And I treasure being forever changed. It’s the 
best of all worlds. It means that I have been able to participate in other points of 
view in almost every area of thought and action. It means that I have adapted 
some of my home actions from the other cultures. It has broadened me as a 
person. I am much more a world person with a world [global] view. I also am not 
as gullible as I would have been. However, I am still very much appreciative of 
my home culture and appreciate it more because of my contact with other 
cultures. 

 
Tessa continues with the following comments about being a bridge between two 

cultures confirming the view presented by Useem and colleagues (1963) based on their 

study of the men working in India and Vietnam acting as bridges between both the home 

and host cultures.  

I believe we [third culture people] are a bridge between two cultures, promoting 
understanding, friendship, and mutual involvement in each other’s lives. I was 
also an educator and felt that there was some acceptance of higher levels of health 
care. I tried to learn their ways of taking care of health issues and their use of 
music and poetry in their languages.   
 
Jane, age mid-twenties, has given herself permission to think about what it means 

to be a third culture person. She mentioned that she had some basic information 

concerning being a third culture person but was beginning to think more about what it 

means to her in a personal sense.  

Yes, curiously enough, I have been thinking about third culture things lately. I 
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love my experience and my background and the things it has really brought me. 
I’m very thankful for it. Maybe it’s kind of difficult because I probably will never 
go back there to live and it was 12 years of my life. What do we do with that?  It’s 
a good memory but it’s nothing tangible. It’s an important part of my life but how 
do I bring it forward into reality into my present life? I do know people from there 
but we haven’t really kept up with them so we don’t really know what they’re 
doing now.  
 
Jane mentions two problems common to third culture people. The first problem is 

how do you make a memory that is completely intangible and often unbelievable into a 

tangible and real part of your current life? The other reality is that it is hard to manage the 

fact that things change in the host culture. It is difficult to keep in touch with friends there 

even with using modern technologies. When a sojourner reenters her home culture there 

are so many immediate adjustments necessary that keeping up with host nationals often 

gets put on the back burner. Also, as an 18 year old student, she probably did not 

recognize a need for maintaining this type of connection with her past until several years 

had passed.  

Jason stated the following when asked if he was a third culture person even 

though it had been more than 30 years since he had actually lived in India, his host 

culture. This statement indicates that time does not nullify the effects of enculturation and 

of being a third culture person.  

All I know is that everywhere I go I see things that look like or remind me of 
India. I have an India focus of my life. It’s something that is a part of me. The last 
year I lived there was 1971. So, 30 years later I still have India as part of my life. 
However, at this point in my life I consider myself to be from America. As a child 
our family returned for furlough to my grandfather’s farm. That was our home 
identity, and even though it has since been sold, it still seems like where I am 
originally from.  
 

 Cindy discusses what it means to be a third culture person and changes she had to 

make in language use and eating styles in order to adapt in her home culture. 
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Well it [third culture] means that I am someone who grew up overseas and that I 
had to adapt to this culture which is my home culture in America. First of all, I 
had to get one language into my head and that was hard. I had to focus on only 
one language and I had difficulties where I stuttered a lot and people did not 
understand what I said. For example if I got really excited and was trying to tell a 
story the people couldn’t understand what I was saying because half of it was in 
Thai and half of it was in English. Eating styles are different. I couldn’t get a lot 
of the foods and I was used to eating in my host culture.   
 
Positive elements. All of the participants had overwhelmingly positive comments 

to add to the discussion concerning being a third culture person. Even after serious 

discussions concerning some of the problems of being a third culture person it was 

interesting to note the strong positive statements made by the participants. 

For example, Jason said: “Because I’ve had this experience I can adjust to living 

anywhere. I can adjust anywhere!”  He also mentioned that his third culture experience 

strengthened his attitudes toward being a conscientious objector. He felt he could never 

go to war with people he had lived with and grown up with as a child. Overall, he 

believes he had a grand childhood even though there were also certain hardships to be 

reconciled. 

As a child I had such a grand life and I remembered everything as being just 
great. I remembered stores in India as being big, but those same stores were, in 
reality, very small, old, and dirty as compared to stores in America. They were 
just holes in the wall. In New Delhi the restaurants are good but the city was so 
old and dirty that I couldn’t believe it was the same place I knew as a child. When 
we visited New Delhi in later years we ate at the Oberoi Hotel, which is a grand 
hotel. For me it was just like a taste of home. 

 
 

Tessa: My, yes. I have gained much. I have a broader worldview, and expanded 
understanding. I was tolerated when I made many mistakes in the language, when 
I was not sensitive enough to their ideas and traditions. So, that has rubbed off on 
me. I am more able to view those around me as valid, valuable people who 
believe and act differently than I believe and act. I know that my ideas and actions 
are not the center of the universe. And, how fortunate I am to have been handed 
this [third] culture on a platter. I understand the suffering of inequality, lack of 
basic necessities such as water, food, clothes, shelter, education, human rights, 
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dignity, space and privacy, good health, access to health facilities, hope, 
cleanliness, respite from hard work and weariness, peace, and the list is endless. 
And yet, some of these have joy. That is amazing to me. They find joy in very 
simple things, and that is enviable, not to be despised. 
 

Preparation for Reentry 

According to researchers (Martin, 1986; Pollock & Van Reken, 1999; Sussman, 

2000), preparation for transition is very important. Transitions are in and of themselves 

very stressful. Therefore, adequate preparation is essential in order to avoid additional 

stress during the reacculturation period. Social, professional, and academic preparation 

was the three major areas discussed concerning preparation for reentry.  

Social preparation. Social preparation is important for transitioning into one’s 

homeculture, especially in preparation for college. Jane remembers her preparation  

and transition into college as being very quick. She flew back from Japan  
 
and entered college with very little transition time. 
 

So when I came back to go to college my mom came with me. I got my driver’s 
license really quick and I just had to drive myself here to school and that was that.  
I stayed in the dorm but at least my grandmother lived nearby. I did enjoy my 
college years but they [people at college] identified me as an international student 
and I always had to say, “I’m an American! I am not an international student.”  
 
Allison, like Jane, recalls being placed into the international student category. In 

1989 when she returned to America, third culture people were not well understood and 

there simply was not such a category of students on most university campuses. Allison 

begins this discussion by explaining how socially unprepared she felt and how she 

wished she could have spent time with her peers just talking in a one-on-one situation in 

order to learn how to be an American college student. 

Socially, we [including her siblings] were so maladapted, so bizarre. Some of the 
language we used was out of place. We just didn’t understand how you do casual 
language that was popular at that time. How we spent time was another area of 
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notable difference. Our peers wanted to spend time doing things and were always 
looking for entertainment and going to a movie or whatever, and we were 
desperate to spend time talking with them. It [talking one on one] just was not a 
part of their normal experience and they didn’t know how to just sit down and 
talk. We also did not want to be placed in the category of an international student. 
We had done that for eighteen years. We really wanted to have kind people that 
were Americans to hang out with. I think reentry at college can be a benefit and a 
detriment. It’s a good time in that you’re probably as resilient to as you will ever 
be and everybody else is doing some adjusting too, so you’re not the only one 
that’s just got the wind knocked out of you. But it’s a bad time because you’re 
also working so much with the social pressures of boyfriends, hair and clothing 
styles, and just all the stuff to do with going to college and trying to be cool. It is 
stressful enough. I don’t know if there’s a better time or a worse time. We 
survived and we did better than some. 
 
Allison makes a good point concerning wanting to spend time with kind people 

who are proficient in the culture. According to Pollock and Van Reken (1999), a good 

mentor is needed at the entering stage more than at any other stage of transition.   

Academic preparation. The educational preparation provided in the host cultures 

was a common topic that emerged concerning preparation for reentering home cultures. 

This was a relevant theme since most of the third culture people that were enculturated in 

their host cultures returned to their home culture for college. Therefore, they were either 

home schooled through high school or went to an international school or boarding school 

in their host culture area. Annie and Jane comment:  

We were over prepared [for college]. In fact, while we were at home, we 

thought going to college was going to be so interesting and exciting. However, 

the entire first year was academically so easy. However, it was good not have 

stress academically because we had plenty of stress in other areas. But there 

was that sense that this can’t be a real college experience because I’m not 

staying up all night. I don’t need to study very hard. This is not as hard as my 

high school coursework. Then, by my junior and senior years I was challenged 
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quite regularly.  

Academic preparation seemed quite adequate for the participants in this study. 

What must be kept in mind concerning college age third culture reentrants is that they 

struggled more with the social issues than the academic issues. According to Kohls 

(1996), this is typical for many college age reentrants.  

Professional preparation. It is typical for third culture people to reenter their 

home cultures at the time they enter college. It is also important to understand that some 

third culture people work in their host cultures for their professional practice and face 

reentry at a later stage in life. However, preparation for reentry at later stages in life is 

also important. Greg’s experience seems to illustrate the need for professional preparation 

especially since he spent most of his life, with the exception of furlough time, in host 

cultures.  

In my case the return to my passport culture was a surprise. My work contract 
had another one and one half years to go with possible extension but the 
government decided not to renew visas to several Caucasian staff. There was 
no time to network or do a job search. One issue that I faced was the need for 
acceptance upon return. Everybody already had his or her circle of friends. I 
was stranger than a stranger as I had come from a foreign country, didn’t have 
the same things to talk about, and knew nothing of local interest such as sports 
standings, TV programs, or local happenings.   

 
Greg describes his feelings as a result of the lack of preparation for this 

unexpected life change and the effects that it had on readjusting in his home culture. Note 

the questions he asks at the end of this passage.  

I was lethargic, demotivated, and unable to make decisions, and I felt 
completely out of sorts. I had never felt like this before in my life and didn’t 
seem to be able to do anything about it. I would travel long distances to see 
friends and family. I felt no stability. I felt lost, left out, and I had only my son 
around and my best friend 40 miles away. Church groups seemed cold and not 
overly interested. The lack of local network was very evident. There were 
TCK [Third Culture Kid] issues, which should have been dealt with during 
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my college years or even during the seven years between mission work and 
humanitarian work. These [issues] now had to be handled. Where to go for 
help?  Who understood?   

 
It is interesting to note that Greg believed that the Third Culture Kid issues should 

have been handled when he entered college in the 1950s. However, at the time he would 

have entered college, there was very little awareness concerning third culture issues. 

Greg’s description of how he felt matches Pollock and Van Reken’s (1999) description of 

the transition stage. They believe that in this stage a severe loss of self-esteem often sets 

in. “Even if we physically look like adults, emotionally we feel like children again.”  

They go on to state that “particularly in cross-cultural moves, it seems we have to learn 

life over practically form scratch” (p. 67). Lack of reentry preparation seems to lengthen 

the time it takes to reacculturate into the home culture and reaching the stage on the 

Pollock and Van Reken (1999) transition continuum which is described as productive 

reinvolvement. 

Conclusions 

I would like to conclude this paper with some of the key lessons learned 

concerning third culture issues. The six categories of themes that emerged from this study 

indicate that it is important to provide support structures for reentry transition for third 

culture people of all ages when they reenter their home cultures after a significant time 

abroad.  

Educational Implications 

Teachers (K-12) are often the first home culture adults encountered by third 

culture students. Helping students develop healthy values anchored to democratic 

principles directed toward a productive future is critical for successful reacculturation in 
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their home culture but may not happen automatically. Therefore, educators should be 

well prepared to mentor, encourage, and support students throughout their reacculturation 

process concerning educational issues. It would also be helpful if educators were 

knowledgeable concerning transition processes in order to accommodate the unique 

needs of students involved the reacculturation transition process.  

All schools have their own unique, but often hidden, curriculum and pedagogy 

that requires a certain amount of understanding of the home culture beliefs and behaviors 

in order to achieve full participation and peer acceptance. Therefore, culturally relevant 

pedagogy is needed to support third culture students during their reentry transition 

process. Just being a third culture person indicates membership in the third culture 

minority culture which is quite different than the mainstream culture. Therefore, the 

cultural capital, which is based on beliefs, values, language and behaviors that third 

culture students bring to their educational experience, will be quite different than the 

cultural capital of their monocultural peers. 

Since universities are often the first stop for college-age third culture students it is 

important that groups such as the Mu Kappa organization be invited to participate in the 

readjustment phase of student reentry transition experience. Mu Kappa is an organization 

that has been developed by third culture students to provide fellowship and friendship 

among other third culture students especially during their reacculturation period. 

It is also helpful for university staff to understand that third culture students 

returning for college do not necessarily want to be grouped with the international students 

(e.g., as roommates) because their needs and experiences are quite different. Third culture 

students, for example, are struggling to learn to be culturally American (more like their 
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peers) and they friends to act as role models during their reentry process. Association 

with international students that have no intention of becoming culturally American may 

feel comfortable to some third culture students, but it may not be the most helpful way to 

learn culturally appropriate behaviors critical for readjustment in their home culture.  

Universities should also consider equipping themselves for receiving and assisting 

third culture students as they transition between host and home culture. Providing reentry 

seminars for third culture students and their families would help fill a void commonly 

experienced by families returning from international service or employment. Providing 

library materials (e.g., magazines, books, and internet resources) concerning the 

reacculturation process would help support successful reentry for new students.  

Organizational Responsibilities 

It is important for sending and receiving organizations for international job 

postings to be aware of the third culture benefits and pitfalls. Third culture people have a 

unique and valuable cultural heritage to share in a diverse world setting. However, to be 

productive they must first be healthy and well adapted in their cultural environments. 

Greater understanding and support from the organizational level would be helpful as 

reentrants make healthy adjustments in their host and home cultures. Both types of third 

culture people (those enculturated and those acculturated) have similar needs during their 

reentry period.  

Based on the findings in this study and the literature available on this subject, 

preparation for reentry is a critical component of a successful reentry. Sending and 

receiving organizations not only have the responsibility to be informed but must assume 

the responsibility to inform their employees and dependents concerning transition stages 
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and the issues of reacculturation. With adequate preparation third culture people stand a 

far greater likelihood of successful reentering their home culture. Reentry seminars at 

college and job retraining opportunities outside of college are types of support that could 

be offered to third culture people as they readjust in their home culture.  

This preparation consists of providing knowledge on third culture issues through 

all types of resources. With the use of technology, personal experiences and various 

seminars on reentry, third culture people can be prepared for transition in a manner that 

will sustain them through the rigorous and usually unexpected transition issues. These 

challenges are rigorous, global and require attention and coordination between the third 

culture people and sending and receiving agencies.  

Transition Rubric 

In response to the reentry issues third culture people encounter, I have also 

developed a transition rubric which is helpful for reentrants to see their progress and 

make sure they do not get caught at a particular stage in the transition process, causing 

the to fossilize at that particular stage. I have developed this rubric based on the findings 

of this study. I also am a third culture person with 25 years of experience living in Asia. It 

was these experiences that prompted me to complete this research and develop this 

transition rubric for the purpose of supporting third culture people though the difficulties 

of transition.  

 

Information concerning Dr. Rachel Timmon’s Transition Rubric and 

ongoing research project is available at (951) 352-6545  rtimmons@calbaptist.edu 
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Abstract 

Work values are an important influence on one’s career development in general and 

specifically related to one’s job satisfaction and career-based decision making.  Recently, more 

emphasis is being placed on establishing profession specific measures of work values to guide 

students and young professionals in choosing and pursuing careers well-suited for them.  

However, this study represents one of the first known investigations into the structure of work 

values in education majors.  The emergence of a unique work value structure including a new 

subscale named the Teacher Work Value Factor is described and its implications for practice and 

future research are discussed.  

 

Keywords: teacher education; work values; factor analysis   
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Abstract 

 A qualitative study was conducted with 875 participants in 37 different classes in 
Teacher Education Program in College of Education, Human Relations, Aviation, and 
Community Studies in a university in Midwest. The study conducted was an experiential 
exercise to increase awareness of prejudice and preferential treatment among white 
college students.  Based on the reviewing and coding of the participant’s reflections, we 
identified the following five major themes: awareness of preferential treatment; 
awareness of differential application of rules based on group identity; the emotional 
impact of being treated unfairly; the effect of a person in power’s nonverbal and verbal 
behavior on participants; individual reactions within and between groups; and what 
makes it hard to talk about race.  
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Cognitive outcomes in Adults with Learning Disabilities 
 

S Plume & M Mrazik 
 
Cognitive deficits in adults with learning disabilities are not uncommon.  A survey of the 
existing research provides evidence of lower scores on indexes of Working Memory 
(WM) and Processing Speed (PS) amongst adults with learning disabilities (LD). In 
addition, it has been established that adults diagnosed with learning disabilities are less 
likely to pursue further studies. The present study sought to examine the characteristics of 
adults with learning disabilities.  Forty five adults (mean age = 27.73 and mean years of 
education = 12.43) with suspected learning disabilities completed an abbreviated 
neuropsychological test battery.  Descriptive statistics revealed significantly lower scores 
on the WM index and PS index.  A multi correlation matrix revealed significant 
correlations (p<0.01) between several measures of auditory working memory and 
reading, spelling, and written arithmetic. In contrast, non statistically significant findings 
were found between measures of processing speed and academic measures.  Results 
support the existing research of working memory impairments among individuals with 
LD while findings from measures of processing speed stood in contrast to other research.  
Implications for appropriate educational supports for adults are discussed.  
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Abstract 
 

The overall goal of this presentation is to share results from the first year of our NSF 
funded, Interdisciplinary GK-12 project: Bringing Authentic Problem Solving in STEM 
to Rural Middle Schools. The project pairs STEM doctoral fellows with experienced 
middle school science teachers to achieve four project goals: 1) To enhance the quality 
of STEM education in middle schools, thus increasing student STEM knowledge and 
interest; 2) To provide training and mentoring for graduate student fellows, including 
enhancements to develop their ability as future STEM faculty or industry professionals; 
3) To provide professional development for middle school teachers by enhancing 
offerings and inquiry-based education in STEM disciplines; and 4) To foster ongoing, 
mutually beneficial partnerships between the university and area school corporations to 
continually enhance STEM education. Participants are 8 doctoral fellows, 8 middle-
school teachers, and 414 middle-school students. Constructs of interest include fellows’ 
teaching self-efficacy and understanding of science teaching and learning, students’ 
STEM career interests and stereotypical perceptions of scientists, and teachers’ 
knowledge of scientific inquiry. Data have been collected on several measures of 
teaching self-efficacy, science and teaching concept formation, and perceptions of 
scientists to determine if differences exist before and after program participation for 
graduate fellows, teachers, and middle-school students. Both quantitative and 
qualitative data have been collected for each program goal to triangulate findings and 
enhance interpretation of the results. Preliminary findings suggest that the GK-12 
program is achieving the desired outcomes for fellows, teachers, and students. Results 
also indicate the importance using a mixed-methods approach for program evaluation. 
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The Power of Two:  A Mentoring Program Model for Higher Education 
 

Abstract 
 

Mentoring programs for new faculty in higher education are powerful programs 

that increase and enhance the success of new professors.  The College of Education at 

Kansas State University is the home of a New Faculty Mentoring program that has been 

in place for nine years. The program, designed by a committee of tenure-track professors 

of education, was created following a year of planning, adopted by faculty assembly, 

implemented, and then evaluated yearly.  To date, the program has involved 23 new 

faculty and 29 senior faculty mentors over the course of nine years.  Yearly formative 

evaluations indicate benefits for both mentees and mentors and provided feedback for 

program improvement. A comprehensive summative evaluation included stakeholder 

interviews and a longitudinal tracking of mentees. This study indicated that the program 

has met the goals of the college administration and has shown success with the tenure 

process and overall research and scholarship.  Key components of this model mentoring 

program, as well as lessons learned, are described for replication by other universities. 

 

 

 

 

 

 

 

2008 HICE Proceedings 
Page 124



Miller & Thurston, 2007 

Hawaii International Conference on Education 
Honolulu, HI 
January 4 – 8, 2007 

3

 

 
The Power of Two:  A Mentoring Program Model for Higher Education 
 

Introduction 

Preparing new professors is often similar to that for new teachers or 
administrators—they are allowed to plunge into new settings with little guidance or 
support and must either sink or swim.  Effective mentoring programs can assist new 
professors by teaching them ways to be successful in this new culture, helping them 
develop networks for collaboration, and getting them started in publishing.  An added 
benefit for those who volunteer their services as mentors is the contribution to enhancing 
the profession.  Mentoring of junior faculty is vitally important to higher education 
institutions in order to address the oncoming personnel shortages (Hardwick, 2005) and 
to enhance the richness and diversity of higher education’s professorship.   

 
Background and History of Higher Education Mentoring Efforts 

 
Overall, reports of faculty-faculty-mentoring in schools, colleges, and 

departments of education are few in number, but do exist.   An early study by Sands, 
Parson and Duane (1991) concluded that mentoring is a complex, multidimensional 
activity.  Mentoring relationships in their study were usually mutually negotiated, with 
formal assignments rarely mentioned.  The average amount of time per quarter for the 
informal meetings was 10-30 hours, or 1-3 hours per week.  These researchers described 
4 important factors of the mentoring relationship:  Friendship (emotional support, advice, 
etc.); collaboration in research or publications, career development, etc.; information 
about policies and procedures, promotion and tenure hints; intellectual guidance, 
manuscript collaboration and constructive criticism.  In this study, as in many others, the 
relationships were voluntary and mutually agreed upon.  Further, these researchers 
concluded that it was important for mentees to know what type of mentor they needed 
and for mentors to acknowledge what kind of help they were willing to provide, in order 
to create a mutually agreeable mentoring relationship. 

 
Goodwin, Stevens and Bellamy (1998) completed a study on mentoring beliefs 

and efforts of 13 Colorado schools, colleges, and departments of education. The 
mentoring efforts in this study focused on research and scholarship, teaching, and 
professional socialization of junior professors (Goodwin et al., 1998).  Values expressed 
in their interviews were listed as mutual respect, caring, accessibility of the mentor, 
compatibility, and support.  Voluntary and informal mentoring were more valued than 
involuntary or formal mentoring.  Junior professors also valued help in establishing 
partnerships with outside agencies and institutions. The study found no statistical gender 
differences related to attitudes or self-reported behaviors and outcomes of mentors. 
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In the field of science, flaws in past mentoring programs were mentioned-- 
“Young chemists don’t always get knowledgeable guidance on key career skills, such as 
how to manage a research group, how to sell a research idea, or how to teach effectively.”  
(Schwab, as cited in Borman, 2005, p. 24)  In order to increase the needed support for 
young chemistry professors, Doyle and Schwab began a mentoring series, titled 
Mentoring for the Future for graduate students, post docs, and junior faculty in academic 
chemistry  (Borman, 2005).  They reported that the benefits of strong mentoring 
programs accrued for the junior faculty as well as their mentors.  Schwab (as cited in 
Borman, 2005) stated  “everyone benefits when young scientists get off to the fastest 
possible start, and really good mentoring can help to make that a reality.  Mentoring is 
worth every bit of the effort it takes, and we cannot afford to approach it in a haphazard 
fashion.” (p. 24). A workshop mentor for their program for chemists described important 
components of mentoring programs as help with grant writing (no funding, no tenure), 
reading manuscripts (publish or perish), and observing and critiquing teaching. 

 
In the area of medicine, a pilot mentoring program for new faculty was initiated in 

Obstetrics and Gynecology at Massachusetts General Hospital (Tracy, Jagsi, Starr & 
Tarbell, 2004).  These researchers found that camaraderie and the needed support by 
other members of the department were benefits of the program.  An unexpected result 
was the benefit to the mentors of working with their mentees—increased opportunities 
for self-reflection and a sense of being more connected.  Consistent with other studies, 
this study identified valuable components of the mentoring program:  academic 
promotions process, career planning, and leadership skills.   Tracy and colleagues (2004) 
identified the psychosocial elements identified positively were:  having a role model, 
having increased visibility, feeling more supported, and having an increase in self-
confidence.  This study also found a lack of significance as to gender in determining the 
match-ups.  The pairings for this study were voluntary and participants indicated 
volunteering as a preference.  A problem that surfaced was the lack of “protected time” 
for the mentors and mentees to meet.  A characteristic that defined success for this pilot 
program was the willingness of a high percentage of faculty members choosing to 
participate the second year and continue their mentor relationships. 

 
In the area of social science, geography professors have had access to increasing 

opportunities for mentoring.  The National Science Foundation provided funding for 
Geography Faculty Development Alliance Project, which has sponsored regular 
mentoring panels and workshops for geographers (Hardwick, 2005). The goal of the 
workshops was to provide the theoretical and practical knowledge needed to excel 
throughout a career in geography in higher education.  They have also initiated a large-
scale national geography mentoring network, with both formal and informal activities. 
Hartwick (2005) identified crucial characteristics for successful mentoring programs and 
the importance of training mentors in these skills:  listening and drawing out, motivating 
and energizing, persuading, asserting, and supporting less experienced geographers. The 
author recommends that the directors of university programs cannot mandate senior 
professors to take on mentoring duties.  Instead, a culture needs to be built that causes 
senior professors to want to be mentors, in order to nurture and sustain an overall culture 
of collaboration for the good of the profession.  Additional components included 
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demystifying the tenure and promotion process, discussions of ways to improve teaching 
and informal class observations, sharing grant and publishing proposals, and creating 
opportunities for both junior and senior faculty to discuss issues together informally. 

 
Wilson, Pereira & Valentine (2002) conducted a study of full-time new faculty 

with positions at accredited schools of social work.  Their results indicated that mentoring 
programs needed to involve aspects of both career and psychosocial functions. All the 
relationships in their program were informal and mentee-directed.  The lengths of these 
informal relationships varied from a few months to 2 or more years, some beginning with 
the mentor’s supervision of the mentee’s dissertation, and continuing on through the 
higher education career.  The schedule of meetings also varied from weekly to monthly, 
to every 2-3 months, and mentees reported a greater need for these meetings in the 
beginning of their careers as junior professors.  The main focus of the mentor/mentee 
work was to get published—either by leading mentees to read manuscripts or offering 
suggestions to these mentees regarding submitting collaborative articles.  A small 
percentage of those surveyed indicated that they discussed teaching and/or social work 
education, curriculum, standards, etc.  Even though few mentioned teaching as a topic, 
they reported that the mentor relationships improved teaching.  Other topics discussed by 
members of this career field match other mentoring research and included: general social 
work issues, networking with community resources, socialization in the department and 
community, information about peer reviews, general faculty duties, and non-work related 
issues.  The mentees were asked to evaluate the value of the mentor relationships. The 
authors summarized their responses, saying the relationships were helpful in the 
beginning for adjusting to a new environment, learning a new system, and connecting to 
the school.  The informal relationship provided a way to vent frustrations, cope with 
stress, and develop a balance between teaching and research.  The university also 
experienced benefits, as the mentoring relationships on all three areas of research and 
scholarship, teaching, and service were advanced, and even senior faculty mentors found 
the process “stimulating”.  These mentees identified several factors they considered 
important in their mentor relationships.  This list included empathic skills, enthusiasm, 
positive role modeling, accepting, flexibility, and a willingness to have a two-way 
learning process.   

 
Several other universities addressed the issue of mentoring new faculty through a 

variety of efforts with some success.  However, these programs varied from very 
structured, rigorous programs, to very casual alliances with little substance or 
consistency. 

 
These studies demonstrate that successful mentoring relationships can illustrate 

the power of two (mentor and mentee) and enhance the profession by setting aside time 
in a university schedule to allow junior professors to meet formally or informally with 
senior professors to work collaboratively on research and scholarship, teaching, and 
service.  Universities that invest in such programs will find numerous rewards— a 
stronger presence in research and funding and scholarship, a more dynamic teaching 
cadre, and an academic team interested in learning, contributing, and growing. 
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College of Education New Faculty Mentoring Program 

In 1998, the Dean of the College of Education requested the Associate Dean to 
form a committee of tenured and non-tenured faculty to investigate the potential of a 
college-wide mentoring program for new faculty.   
 

The mission of the College of Education at Kansas State University is to develop 
educators who are knowledgeable, ethical, and caring decision makers.  To achieve this 
mission, the College is committed to the professional development of faculty.  
Mentoring, a recognized vehicle for the development of human potential, facilitates 
building a positive organizational climate, developing organizational “esprit”, and 
demonstrating caring to students, staff, and colleagues.  
 

The Task Force on Mentoring consisted of the Associate Dean, one department 
chair, four tenured faculty members (two recently tenured), and one non-tenured, tenure-
track faculty.  The group met frequently to investigate other mentoring programs and to 
design a college-wide mentoring program for new faculty that would be appropriate to 
the mission and climate of the college. 
 

The vision of the Task Force was to assure and expand the potential of new 
faculty, and thus the entire college.  They recognized that both formal and informal 
mentoring promote personal and career growth and development for both mentors and 
mentees.  And they envisioned that the program would help with recruitment and 
retention efforts, and provide an avenue by which new faculty can develop into 
productive, tenured colleagues. 
 

The Task Force set these goals for the College of Education Mentoring Program: 
 

•  Provide new faculty with positive role models 
•  Provide access to other professionals in the discipline 
•  Ease the transition from graduate school to work in higher education 
•  Offer individualized professional and career guidance 
•  Expand the new faculty member’s horizons 
•  Provide emotional and psychological support in the professional role 
•  Provide advice to help new faculty reach promotion and tenure goals 
 

The group expected other goals to emerge as the program was implemented. 
 

The Task Force designed the components, protocols, and policies of the New 
Faculty Mentoring Program.  During the next year, the program was piloted with three 
new faculty.  Untenured faculty who were new during the previous three years were 
invited to take part in the program.  The Pilot Mentoring program took place over one 
academic year and was evaluated by the committee using interviews and surveys.  The 
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participants in the program, the Task Force, and the College Dean considered the 
program a success. The program was modified according to the feedback and a policy 
manual was produced.   The program was adopted by the College Faculty Assembly, with 
information about the program and policies that were included in the Faculty Handbook. 
 
 
Program Leadership 
 

The College of Education Mentoring Program is managed by a Director, an 
administrator in the College of Education (e.g., Dean, Associate Dean, or Assistant 
Dean), or an appointee of the Dean.  The Faculty Mentoring Advisory Committee is a 
subcommittee that reports to the College of Education Faculty Affairs Committee. The 
Mentoring Program Advisory Committee is made up of three or four faculty who are 
responsible for policy review and for providing ongoing support, recognition, and 
evaluation. The Mentoring Program Director chairs the committee.  The Director and the 
Advisory Committee report yearly to the Faculty Affairs Committee of the College. 
 
 
Program Components 
 

Mentoring is a relationship between an experienced (mentor) and a less 
experienced faculty (mentee) member in which the mentor provides guidance, advice, 
support, and feedback. The program utilizes three types of mentoring:  individual, group, 
and triad. The program matches new faculty with one or more mentors.  Most often, one 
mentor is assigned (individual mentoring).  In a few cases, more than one mentor is 
assigned to a mentee or a mentee has two mentors (triad mentoring). In the case of one 
mentee having two mentors, one is within his or her department and one outside the 
department.  The third type of mentoring used for the Program is group mentoring.  This 
takes place is group meetings, both formal and informal, of mentors and mentees.  The 
monthly luncheons, described later, function as group mentoring. 
 

Other components of the New Faculty Mentoring Program are: 
 

• General Orientation Session for All Faculty 
A New Faculty Orientation is offered prior to the beginning of the academic year.  
This orientation provides new faculty with (a) an introduction to College 
administration and committee chairs; (b) an orientation to faculty policies and 
procedures; and (c) a general overview of the mentoring program. New faculty 
are given a copy of the New Faculty Guide, which was designed by a special 
committee working with the Task Force, and updated yearly by the Director. 

 
• Selecting and Matching Mentors and Mentees 
Within six weeks after joining the College of Education, new faculty will be given 
an opportunity to identify characteristics desired in a mentoring relationship.  The 
mentee may state a preference for individual, triad, or group mentoring.  Each 
new faculty member will be placed in a mentoring relationship the first six weeks 
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of employment.  When possible, this is done before the beginning of the academic 
year.  Experienced faculty indicate their interest in mentoring and state their 
preferences for the characteristics of their mentees.  The chair of the search 
committee that was responsible for the search process of a particular faculty 
member is consulted in the selection of an appropriate mentor.  

  
 • Duration of Match/Rematching 
The mentoring commitment is in effect for one year unless the mentor or mentee 
choose to terminate their relationship.  If desired by either party, a new match is 
developed by the Director. At the end of each academic year, the Director asks 
mentors and mentees about their desire to keep or change their partner. Often, 
after a year or two on faculty, a new faculty member will know what research or 
scholarly interests they need in a mentor and a new match is made.  

 
• Monthly informal Luncheons for Mentees and Their Mentors 
These luncheons are organized by the Director and are informal.  Sometimes there 
are specific topics for discussion or guests, depending on the needs and interests 
of the mentees. This group mentoring opportunity provides mentees with an 
opportunity to engage with other mentors and mentees. The meals are provided by 
the Dean. 

 
 •  Professional Seminars 

After assessing the needs and interests of the mentees, the Director and the 
Advisory Committee selects topics for one Professional Development Seminar 
each semester.  Examples are:  grant proposal writing, preparing manuscripts for 
publication, and preparing for tenure.  

 
 • Yearly Recognition 

During the final weeks of the academic year, the group has a celebratory pot luck 
at the home of a volunteer.  At this time, certificates of thanks are provided by the 
Director and are given to each mentor by her/his mentee(s).  In addition, the 
Director provides certificates of appreciation to the Advisory Committee.  The 
Director writes a letter to the Chair of each mentee and to the Dean, recognizing 
their services to the College. 

 
Program Evaluation 

 
To date, the program has involved 23 new faculty and 29 senior faculty mentors, 

over the course of nine years. Both formative and summative evaluations were used to 
assess program impact. 
 
Formative Evaluation 
 
Yearly formative evaluations were used to provide feedback to the Director and the 
Advisory Committee for program improvement and ongoing program implementation. At 
the conclusion of each academic year, and after the final year-end celebration by the 
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mentors and mentees, the Mentoring Program Director sent a brief questionnaire to 
program participants.  For the first five years, paper surveys were sent to mentors and 
mentees, with different questions for each group.  The questions varied every year, 
depending on the activities of the program.  Example questions were: 

1. Did you attend the seminar on proposal writing?  If so, rate how 
helpful it was to your professional development as a faculty member. 
(Rating scale of 1 to 5 provided.) 

2. Rate your satisfaction with the mentoring program activities (rating 
scale). 

3. Rate your satisfaction with your mentee-mentor relationship (rating 
scale). 

4. Check the activities that were part of your mentoring relationship (list 
including:  meet regularly for coffee; went to social events together; 
prepared a manuscript or proposal together, etc. 

 
In addition, each mentor was also asked if she/he were willing to serve as a mentor again, 
and if they were interested in continuing with their current mentee or serving as a mentor 
to another new faculty member. 
 

The yearly evaluations indicate benefits for both mentees and mentors.  In 
addition, the Director and committee considered all suggestions for changes in the 
program. Yearly formative evaluations were used to make improvements to the program 
and to set the agenda for the next year.   
 
Five-year Summative Evaluation 
 

After the program had been in place for five years, the College’s Director of 
Assessment conducted an independent evaluation of the program.  He sent paper surveys 
to 29 faculty who were mentors or mentees during the first five years of the program.  
Eighteen faculty responded to the survey.   
 

All mentors reported that the program had a positive or a significantly positive 
influence on their professional development.  One mentor said it had a significantly 
positive influence, one said it had no influence, and the remainder reported the program 
had a positive influence on their professional development. Comments about the 
luncheons were characterized by these: “It provides the opportunity to see what both new 
and experienced faculty are doing in terms of scholarship and is a good motivator.” 
“Builds camaraderie between faculty and makes experienced faculty accessible for 
advice.”  This comment is typical regarding the mentoring relationships: “I think the 
individualized structure of the program-really leaving goals and plans to the 
mentor/mentee involved is very positive.  It has never become ‘one more thing to do’, but 
rather a pleasant and worthwhile activity engaged in differently with each mentee.”  
Examples of mentor remarks are: “[I have gained] Personal satisfaction in helping 
assistant professor grow professionally-most significant.”  “I’ve gained insight into how 
other departments function and how that is perceived by an untenured faculty member.  
So one-on-one meetings with my mentee have been most helpful.”   
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In responding to the question “Do you think the COE Mentoring Program is a 

worthwhile endeavor for the College,” all but one response was affirmative.  An example 
of a mentor response: “My colleagues at other universities are envious of the strong role 
this program plays.  I also know I would have been much more successful (and more 
quickly) had I been mentored in the ways I now see our new faculty receiving.  I’m so 
glad we don’t have to repeat the mistakes of the past and let new faculty struggle just 
because it is ‘the way it has always been done’ or ‘that’s a part of the university culture’.”  
One mentee response was: “The COE Mentoring Program is definitely a worthwhile 
endeavor because it connects new faculty with experienced faculty within the college.  
Often new faculty may not know the questions to ask or sources for information.  The 
program provides major as well as incidental information that will help the mentee 
survive during her (or his) first three years.  In my opinion, the program functions as an 
ongoing extension of the university’s orientation for new faculty.” 
 
Nine-year Summative Evaluation and Follow-up 
 

After the completion of nine years of the program, a comprehensive follow-up 
evaluation was conducted.  All mentees and former mentees in the program were 
contacted by the Dean of the college and asked to participate in an on-line survey. Former 
(and current) mentees were asked to submit a current vita to the researchers. Finally, 
interviews were held with the Dean (who initiated the program), the Associate Dean (who 
chaired the committee that developed and piloted the program), and the first Director of 
the program (who lead the program for seven years).   

 
The mentor and mentee surveys were launched via the university AXIO Survey 

System, a Web-based data collection electronic surveying technique.  E-mails were sent 
to all current and former program participants, inviting them to participate in either the 
mentor or mentee survey (One participant was both a mentee and a mentor, therefore she 
was asked to participate in both surveys.) The email contained unique web links that 
directed participants to the survey.  The survey remained open and available for invitees 
to respond for three weeks.   Responses are currently being analyzed. 

 
In addition, resumes collected are being analyzed using a form of qualitative 

narrative analysis with additional frequencies of specific items, such as promotions, 
grants received, and publications.    

 
Finally, the second author interviewed the Dean, the Assistant Dean, and the first 

Director of the mentoring program, using oral history interview procedures.  This aspect 
of the evaluation was an interpretive component that had the purpose of revealing the 
program founders’ motivations, experiences, expectations, and perceptions.  Sample 
questions were:  What was the purpose behind the development of the program?  What 
were the challenges and how were they resolved?  What was the expected impact of the 
program?  Why did you think what you planned would lead to these impacts?  These 
interviews complement the other aspects of the evaluation and add a contextual 
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component to the data.  These interviews are being analyzed using qualitative narrative 
analysis techniques. 

 
Summary 

 
Mentoring programs for new faculty in higher education are powerful programs 

that increase and enhance the success of new professors.  A Task Force on Mentoring at 
the College of Education at Kansas State University spent a year designing and piloting a 
New Faculty Mentoring program. The program, designed by a committee of tenure-track 
professors of education, was created following a year of planning, adopted by faculty 
assembly, implemented, and then evaluated yearly.  To date, the program has involved 23 
new faculty and 29 senior faculty mentors over the course of nine years.  Yearly 
formative evaluations indicate benefits for both mentees and mentors and provided 
feedback for program improvement.  A five-year summative evaluation indicated that the 
program has met the goals of the college administration and has shown success with the 
tenure process and overall research and scholarship.  A comprehensive 9-year summative 
evaluation is being conducted.  This study utilizes qualitative and quantitative measures 
of program impact.  Methods include stakeholder interviews, on-line surveys of all 
former and current mentors and mentees, and analysis of mentee vita.  
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Abstract 

This review of literature paper seeks to determine the effects of spirituality and religious 

commitment on Black students’ academic achievement.  Drawing on past and present 

research from a variety of disciplines, the paper begins by examining the perceived 

differences of the terms spirituality and religiousness; and explores historically, how 

Black Americans have been socialized by the church (Haight, 2001).  The empirical 

research presented indicated that spiritual belief and religious commitment had a positive 

effect on Black students’ academic achievement.  Discussions focus on ways that school 

and community organizations can utilize religious beliefs to help accelerate the learning 

process in Black students, by examining instructional and institutional practices 

employed by Catholic schools.  
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Introduction  

 
 The academic performance of Black students is of great concern.  The 

achievement gap between Black and White children has increased and educators are 

divided on how to address this problem.  Recent laws that have been mandated that 

generally focused on school reform, like No Child Left Behind (NCLB) and “standards”, 

have left many Black students’ over represented in special education programs and 

lower-level tracks in their public schools.   

Structure and culture of schools along with other environmental and cultural 

influences have led to a great deal of literature addressing factors attributed to the 

academic failures of Black students (Fordham & Ogbu, 1986; Noguera, 2003).  Such 

factors can include racial socialization and identity development; lack of parental 

involvement and social resources; and inadequate educational opportunities or poor 

environmental conditions.  However, the literature has not evenly addressed why some 

Black students who experience these internal and external barriers still have high levels 

of academic achievement.      

 Noguera (2003) suggests that we need to deepen our understanding of the ways 

in which Black people cope with and respond to their social environment and culture in 

which they live.  By focusing more on patterns of resiliency and coping strategies utilized 

by Black students who have been academically successful, even during harsh 

environmental conditions (Scott, 2003).  In recent years, a growing body of literature has 

focused on positive factors that contribute to Black students’ academic achievement.   

Throughout history Black Americans have used religion to cope with traumatic 

aspects of human existence.  Slaves’ spiritual faith and pragmatic religion helped them to 
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adapt and survive in their new environment (Haight, 2002).  This belief system and 

commitment to God and the Bible have been passed on from generation to generation.  

Black children have been socialized to believe, and trust that even through excruciating 

hardships and pain; God’s ultimate plan will prevail.   

If religion has been utilized by Black Americans in the past to help ease the pain  
 

during times of racial discrimination and societal inequalities, can it act as a support  
 
mechanism to help combat internalized anger, frustration, and low-self esteem?  Can  
 
spiritual belief  be a change agent for better work habits and influence positive behaviors  
 
and attitudes among Black students?  Research suggests that there is a positive  
 
correlation between Black students’ academic achievement and spiritual belief or  
 
religiousness (Jeynes, 1999; 2003).   
 

This paper explores the link between academic achievement and religiousness.   
 
Drawing on past and present research from a variety of disciplines, the paper begins by  
 
examining the perceived differences of the terms spirituality and religiousness, and  
 
explaining how Black Americans have been socialized by the church.  This is followed  
 
by reviewing empirical studies that support the connection between religiousness and  
 
academic achievement, and suggest ways that school and community organizations can  
 
utilize religious beliefs to help accelerate the learning process in Black students.   

 

Spirituality and Religion 

Recent literature suggests Americans are becoming more spiritual and less 

religious (Marler & Hadaway, 2002).  Zinnbauer, Pargament and Cole (1997) conducted 

a study to measure how individuals define the terms religiousness and spirituality, and 

how individuals’ define their own religiousness and spirituality.  Participants were drawn 
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from eleven organizations, including Catholic, Christian and other church-related 

institutions, mental health or medical professionals, and nursing homes (Zinnbauer, et al., 

1997).    

The sample included three hundred forty eight respondents from Pennsylvania 

and Ohio.  Zinnbauer, et al. asked individuals’ to: 

   1.  Write their own definitions of religiousness and spirituality. 

2.  Respond to two 5-point Likert-type items according to the degree they 

consider themselves religious and spiritual. 

3.  Choose one statement that best defines their religiousness and 

spirituality; I am spiritual and religious, I am spiritual but not religious, I 

am religious but not spiritual, and I am neither spiritual nor religious. 

4.  Choose among five sets of statements that described the ways in which 

they believe that the concepts of religiousness and spirituality relate to one 

another; spirituality is a broader concept than religiousness and includes 

religiousness, religiousness is a broader concept than spirituality and 

includes spirituality, religiousness and spirituality are the same concept 

and overlap completely, religiousness and spirituality overlap but they are 

not the same concept, and religiousness and spirituality are different and 

do not overlap (Zinnbauer, et al., 1997, p. 555).    

Analyses were conducted to compare participants’ self-related religiousness and 

spirituality.  Zinnbauer et al. (1997) found that the majority of participants’ defined 

themselves as spiritual and religious.  Respondents viewed the two terms to overlap but 

have completely different meanings.  
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Spirituality 
 Spirituality was perceived by most participants as belief or having a relationship 

with God or a higher power (Zinnbauer, et  al., 1997).  Respondents found spirituality to 

be a mystical experience between one self and the higher power.  It was not tangible or 

concrete but more fluid and not easily defined.  Spirituality is a world view that guides 

individuals’ daily behavior.  Without any formal religious participation, it can be 

practiced in a very personal and private manner.  People are often viewed as a having a 

strong sense of spirituality, when they have a meaningful connection with God, or a 

higher power (Marler & Hadaway, 2002).   

Religiousness 

Religiousness included personal beliefs in God or higher power, as well as 

organizational or institutional beliefs and practices.  Religiousness consisted of church 

membership, church attendance, and commitment to the beliefs system of church or 

organized religion (Zinnbauer, et  al., 1997).  Respondents viewed religiousness to be 

correlated to parental involvement and authoritarianism.  Although spirituality and 

religious participation are two distinct entities, individuals who participate in formal 

religions may be spiritual and those who are spiritual may express their beliefs through 

formal religious practices (Zinnbauer, et  al., 1997).   I am not suggesting one term is 

more relevant than the other but arguing that either spirituality and/or religious 

commitment can contribute to Black students’ academic achievement.  The following 

section examines the socialization practices of Black Americans at church. 

Church Socialization 

The black church is the oldest, the most powerful, and the most influential 

African-American institution (Haight, 2002).  Religious practices and beliefs are essential 
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to the healthy development of Black children.  A book by Wendy Haight, “African 

American Children at Church”, discusses how religion has been used to foster seeds of 

resiliency in Black children.   

Ethnographic Study 

Haight (2002) did an ethnographic, four-year longitudinal study, to explore the 

beliefs and child-rearing practices of successful Black Americans adults’, by focusing on 

the role of religion in children development.  The socialization process occurs by adults 

providing social structure and displaying patterns of meaning to the child.  Children 

actively engage in activities that become learned and practiced daily.  Through these 

practiced activities, culture is maintained and children’s belief system emerges.  Haight 

(2002) suggests “socialization may be direct, as when a pastor preaches a special 

children’s sermon; or indirect, as when parents bring their own religiously oriented 

reading material in the home”. ( p. 7) 

The study focused on “particular practices, like story telling, through which 

Sunday School teachers and their students, construct meaning from an important cultural 

resource, the Bible” (Haight, 2002, p. 13).  She did this by conducting in-depth 

interviews and naturalistic observations of adult-child interactions or practices that help 

to nurture psychological and social well-being in Black children.  The study took place in 

Salt Lake City, Utah within the First Baptist Church, which consisted of 374 members.   

Findings 

Haight (2002) found the church to be important for children’s personal growth 

and development.  Parents believed church-related activities, like choir or Bible 

studies, helped to nurture spiritual beliefs and provided emotional comfort to their 
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children.  Religion was used to emphasize community and made everyone 

responsible for the child’s development.  

The statement, “it takes a whole village to raise a child,” really is applicable to the 

Church-child relationship.  The emphasis on community fosters the inherent dignity and 

worth of each child (Haight, 2002).  This is essential to Black students who receive little 

support from their nuclear family.  Church organizations offer support and guidance for 

those students who lack parental involvement.  Research shows parental involvement is 

important to the academic success of Black students (quote).  Church organizations can 

be utilized to bridge the connection between the home and school.   

Haight (2002) also explains how children’s spiritual beliefs can be a source of resiliency.  

Black children will encounter racism at some point in their lives (Tatum, 1999).  Black 

children constantly struggle with their identity and racism poses a risk factor to their 

academic and personal development.  Spiritual belief was found to be a protective factor 

because such faith can give resilient children a sense of coherence, a conviction that their 

lives have meaning, and trust that all things will work out eventually (Haight, 2002). 

 This sort of religious faith and resiliency transcends to all social environments.  It 

can provide comfort and reassurance in the most uncomfortable places, like schools.  

Studies show Black students who have been academically successful, contribute their 

success to “resiliency factors”(Holt, Mahowald, & DeVore, 2002).  These “resiliency 

factors” are defined as “positive adaptation despite negative environmental 

circumstances” (Miller, 1999, p. 494).  One resiliency factor for Black students is their 

spiritual belief in God and power.    

Jagers and Mock (1993) offered a summary of Afrocultural orientation on  
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spirituality:   
It entails believing and behaving as if non-observable and nonmaterial life 

forces have governing powers in one’s everyday affairs.  Thus a 

continuous sensitivity to core spiritual qualities takes priority in one’s life 

and indeed is vital to one’s personal well-being.  Although often expressed 

in God concepts, this ongoing spiritual sensitivity is not necessarily tied to 

formal church or doctrine or participation. (p.394) 

In short, Haight study showed church to be a safe haven, where children and adults found 

spiritual guidance, wisdom, and support.  Religious commitment and spirituality were 

essential to Black Americans’ psychological well-being and social functioning (Jagers, 

Smith, Mock, & Dill, 1997; Steward & Jo, 1998).  In addition, Haight (2002) suggests 

church involvement is associated with relatively good educational attainment.  It is no 

surprise, based on the review of literature that religious commitment and spirituality were 

positively correlated to Black students academic achievement.    

Spirituality, Religious Commitment, and Academic Success 

Much research has been done to explore the effects of religious schools on Black 

students’ educational attainment (Keith, 1985).  But only recently has literature begin to 

focus on Black students’ individual levels of religious commitment and how this might 

play a role in their having higher levels of academic achievement.  Jeynes (1999; 2003) 

has done extensive research on this topic. 
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Empirical Research 

 National Education Longitudinal Survey  

Using the National Education Longitudinal Survey (NELS) data set from the 1988 

to 1992 period, Jeynes (1999; 2002; 2003) conducted studies to determine the effects of 

religious commitment on Black, Hispanic, and Urban children academic achievement.  

The research project was sponsored by the Department of Educational Center for 

Statistics and the National Opinion Research Center (NORC) designed the studies 

(Jeynes, 1999; 2003).  Using a two-stage probability design in 1988, researchers selected 

a nationally representative sample of schools and eighth grade students: 1,052 schools 

and 24,599 students (Jeynes, 1999).  Using a vast array of topics, questionnaires used in 

the NELS study were given to parents, students, and teachers.  Achievement test in 

mathematics, reading, science, and social studies were also given to test students’ 

academic achievement (Jeynes, 1999).  In the study academic achievement was measured 

through standardized tests.  The curriculum-based cognitive tests were designed by the 

Educational Testing Service (ETS). 

The methodology was good because the researchers were able to assess Black and 

Hispanic students’ academic achievement and religious commitment over 4-years, but 

one could question the way they chose to measure academic achievement.  Academic 

achievement is not simply performance-based testing, but can also include a student’s 

progress overtime, and grade point averages.   

The goal of the NELS study was to follow up on these eighth graders in 2-year 

intervals, 1990 and 1992 (Jeynes, 1999).  To compensate for the decline in sample size, 

due to students who had transferred or dropped out by 1990, 1,043 eligible tenth graders 
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were added, this process is called freshening (Jeynes, 1999). The total sample size for 

that year consisted of 20,706 students.   A two-stage sampling technique was used again 

in 1992, 243 eligible twelfth grade students were added, producing a total sample size of 

18,726. 

 Dummy variables were used to control for SES, gender, and religious 

commitment by using a general linear model (GLM) regression.  Jeynes (1999) primary 

focus was to determine whether or not Black and Hispanic religious students did better 

academically then their non-religious counterparts.   Black and Hispanic students’ 

religious attitudes were collected from the 1988 and 1990 questionnaires, while their 

academic achievement was obtained by the 1992 data set (Jeynes, 1999).  Jeynes (1999) 

facilitated this to avoid arguments, which suggested that academic ability may have 

influenced religious commitment.  Jeynes had the foresight and saw areas in his research 

where readers could doubt the accuracy of the results.   

 Findings 

Jeynes (1999) study indicated that Black and Hispanic students who were very 

religious outperformed their less religious counterparts.  The SES level of the child 

helped to explain this effect somewhat (Jeynes, 1999).  Regnerus and Elder (2003) found 

that adolescents in low-income neighborhoods are more likely to attribute their academic 

progress to religious involvement, than adolescents in higher-income neighborhoods.  

This could suggest lower-income students’ religious commitment is more influential to 

their academic success.  Higher-income students’ might have other resources to aid them 

educationally, they are more likely to be in intact families and have more parental 

involvement.  These students may not need the support of the church because the 
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communities in which they live are already equipping them with the essential tools 

needed for academic success. 

 The results also indicated that gender and attendance at a religious school did 

little to explain the research findings (Jeynes, 1999).  The most interesting of these results 

is that children who attended a private religious school were not academically better than 

those who were in public; the only significant factor was the connection between 

academic achievement and religious commitment.   Research suggests that religious 

schools students do better than those students in public educational institutions (Keith & 

Page, 1985)).  However if the student is not religious, according to the study, it has no 

bearing on their academic performance.  More research needs to address which religious 

institutions, whether Catholic, Mormon, Christian schools etc., are better for students 

academically and why.   

 In addition, Jeynes (1999) found that being held back a grade was the only 

academic variable in which very religious Black and Hispanic children did not have an 

advantage over their less religious counterparts.  Self-esteem is really important to the 

academic success of students’ from all ethnic groups’.  Maybe the students in the study 

who were left back a grade credit their failure to lack of ability.  Over a period of time 

this could be attributed to a “self-fulfilling prophecy”, of low perceived ability, which 

leads to poor academic performance. 

 Finally, one could question the religious depth of eighth and tenth grade students.  

Participants in the study could have felt very religious because their parents enforce 

traditions, such as, prayer at the dinner table and Sunday church attendance.  More 

literature is needed to explore the level of maturity one needs to define whether or not 
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they are very religious.   

Mid-Western Black Freshmen 

Steward and Jo (1998) conducted a study to determine whether or not spiritual 

support as a means of coping was related to psychological well-being, social adjustment, 

and academic achievement.  The participants included one hundred twenty-one African 

American freshmen in an urban high school: Seventy-eight males and forty-three 

females.  The students went to school in the Mid-west and averaged in age about 16.2 

years.  The high school was located in a high risk neighborhood of poverty, crime, and 

unemployment (Steward & Jo, 1998). 

The students completed the Affects Balance Scale (ABS), which is a 40 item self-

reported mood scale, and Adolescent Coping Orientation for Problem Experiences (A-

COPE) 95 items inventory, which is designed to identify behaviors that are helpful in 

managing difficult situations (Steward & Jo, 1998).  Steward  and Jo (1998) grouped the 

95 items into patterns of coping: 

 1.  ventilating feelings (expressions of frustration and tensions) 

2.  seeking diversions (efforts to keep busy and engage in relatively sedate 

activities) 

3.  developing self-reliance and optimism (directing efforts to be more 

organized and in charge of situations) 

4.  developing social support (emotionally connected with other people 

through reciprocal problem solving) 

5.  solving family problems (communication with family members and 

following family rules) 
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 6.  avoiding problems (use of overlooking of minimizing events) 

 7.  investing in close friends (closeness and understanding from peers) 

8.  seeking professional support (advice from professional counselors and 

instructors) 

9.  engaging in demanding activity (challenging activities which allow 

achievement towards a goal) 

 10. being humorous (not taking situations too seriously) 

 11.  relaxing (engaging in activities to reduce stress) 

 12.  seeking spiritual support (religious behaviors) (p.7) 

Seeking spiritual support was chosen as the dependent variable to examine how each of 

the coping behavior sets and psychological adjustment influenced one’s ability to manage 

life (Steward & Jo, 1998).   

Similar to the critique of the Jeynes study, one could argue the degree in which 

adolescents can accurately self-report their particular moods.  High school students do 

not have the maturity to report how they deal with stressful situations.  Parenting style 

and practices are prevalent to adolescent children behaviors (Brody, Stonerman, & Flor, 

1996).  How can Steward and Jo (1998) determine if the students in the study are 

responding from their beliefs or parental influences? 

Findings 

Steward and Jo (1998) results indicate significant differences between those 

reporting higher levels of spirituality and those reporting low spirituality.  Differences 

were found in psychological adjustment, and higher grade point averages (Steward & Jo, 

1998).  Spirituality appears to be an effective means for students’ social and 
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psychological adjustment and higher academic success.  Students who practice religious 

principles were better adjusted and confident in their academic studies.  In addition, these 

students often avoided problems by minimizing negative events in their lives.  A study by 

Bahr, Hawks, and Wang (1993) suggests that adolescents who are involved in religion 

were less likely to engage in harmful and disruptive behaviors, such as, drug abuse, 

alcoholism, and pregnancy.  These students are more likely to follow classroom rules and 

engage in a cooperative manner.   

The time allotted for the ABS self-reported scale was 3-5 minutes and 10 minutes 

for the inventory.   I believe this was done to produce a more accurate response from the 

participants.  If the students’ thought too much into the questions they might have second 

guessed themselves, but how accurate are their responses?  Scales and inventory are very 

subjective and responses can be dependent on numerous other external factors; such as, 

mood and physical condition. The study is limited because one can question the accuracy 

of participants’ responses.   The above section focused on the effects of religious 

commitment and spirituality on adolescents’ academic achievement.  Much research has 

been done on the connection between religiousness and success in college (Zern, 1989; 

Holt, Mahowald, DeVore, 2002).  The next studies will focus on spirituality and religious 

participation among successful Black college students’. 

Undergraduate Psychology Students  

Walker and Dixon (2002) conducted a study to explore religious commitment and 

spirituality amongst Black and European American college students.  The study was 

particularly interested in the religiousness and academic performance of Black students.  

It was also hypothesized that Black students would report having higher levels of 
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spirituality than European Americans (Walker & Dixon, 2002).   The undergraduate 

psychology department recruited two hundred and twelve students; sample size consisted 

of 108 European, 83 Black, 19 other and 1 unidentified (Walker & Dixon, 2002).  

Students were administered an 80 items questionnaire.  A Likert-type scale was used, 

with scores ranging from 1(strongly disagree) to 5 (strongly agree), items were also 

scored using multiple choice (Walker & Dixon, 2002).  “Fifty-seven items measured 

family constructs, like, cohesion, spirituality, and parental support;” twelve-items 

measured demographic variables, such as age, race, and income; and eleven-items 

measured academic performance (Walker & Dixon, 2002).    

Findings 

Black students’ who reported higher levels of spiritual beliefs and behaviors 

received higher grade point averages and more academic honors during one academic 

semester (Walker & Dixon, 2002).  The result suggests a relationship between academic 

performance and spirituality.  However, one could argue, more time is needed to 

determine the effects of spiritual beliefs on their academic achievement.  Two 

consecutive semesters, or an entire year would be more significant to the results.   

 Walker and Dixon also found religious beliefs to be related to “self-maintenance”.  

Religious practices were more influential than spiritual beliefs on Black students’ 

academic performance.  Giorgi and Marsh (1990) examined the practices of Protestants; 

they found that their religious faith produced a religious work ethic.  Commonly known 

as the “Protestant work ethic”, these individuals displayed self-discipline behaviors, like 

showing up to work daily, and on time.  Giorgi and Marsh (2003) predict this religious 

work ethic can be prevalent to any race, nationality, and religion.  If this is true, Black 
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students who attend church and/or Bible studies have better work ethics in the classroom 

and understand the “code of conduct” schools enforce.  Once again, the research 

supports, how prevalent church organizations can be in helping universities and schools 

to better understand religious practices and beliefs of Black students.  So often you hear 

about the negative behaviors of Black students.  Educators begin to believe all Black 

students behave in a manner that is disruptive and dangerous to the class culture.   

Teachers and Black students both suffer when this phenomenon occurs; church leaders 

can facilitate training sessions and workshops to educate educational institutions about 

Black students’ religious attitudes.   

Seattle Central Community Colleges 

Johnson (2001) conducted a qualitative study to determine the survival strategies 

of Black women attending community colleges.  The study was designed to create 

interventions and support-based programs for Black women in community colleges, 

which would help them to persist in their education.  By the request of the researcher, 

Dean of Enrollment at Seattle Central Community College identified full-time, Black 

women, who had completed successfully four or more quarters.  Data was collected from 

ten women, participants varied by age, major, marital status, and motherhood (Johnson, 

2001).   

 The researcher used a portraiture research design method and established a short-

term relationship with the participants (Johnson, 2001).  The author suggested, that by 

developing relationships, “the portraitist searches for what is good, for what works, for 

what is of value–looking for strength, resilience, and creativity in the culture” ( Johnson, 

2001, p.43).  Qualitative studies are significant when the author is able to gather honesty, 
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clarity, and purpose from the participant(s).  Data was collected after the researcher had 

rapport with her participants’.   This methodology gave the author real quality in her 

results because the friendship, allowed for more accurate responses from the 

participants’.  In-depth interviews and focus groups were then conducted.  Open-ended 

questions addressed the survival techniques employed by the respondents.  The questions 

revolved around how the Black women functioned academically and socially within the 

college system.    

Findings 

The results indicate that spirituality, or belief in the redeeming power of a 

supreme being was an important college survival strategy employed by all the Black 

women in this study (Johnson, 2001).  One participant stated (2001), 

The Lord’s strength is keeping me motivated to try to succeed in life, even 

though society has labeled me disable and not being able to be the normal 

person, being different.  I can do all things through Christ which 

strengthens me.  He’s not gonna do it for you but He’s giving you the 

strength to do it. (p.74) 

Research has explored the connection between having a relationship with God and 

internal locus of control and intrinsic motivation in high achieving Black students 

(Jackson & Coursey, 1988; Hwang, Echols, & Vrongistinos).  Jackson and Coursey 

(1988) study indicated Black college students who are highly religious tend to adopt a 

more active, not passive, orientation towards the world.  This would explain the academic 

success of the women in the study.   Black students who are religious tend to be more 

intrinsically motivated, they focus on enriching the talents God has given them.  In the 
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school environment, intrinsically motivated Black students are persistent in striving for 

excellence in their academics. 

 Conclusion 

 The empirical research presented indicated that spiritual belief and religious 

commitment has a positive effect on Black students’ academic achievement.  Through 

my analyses I discussed the differences between the terms, spirituality and religious 

commitment, and the socialization practices of Black children at church.  Church 

involvement and spiritual belief are essential to the personal and academic development 

of Black students.  The effects of religious faith can produce better work ethics and 

habits, abstinence from behaviors regarded as undisciplined and higher levels of intrinsic 

motivation.   

 From the research I concluded that individual religious faith and spiritual belief is 

hard to measure, especially in children under the age of eighteen.  Parental influence is 

more pertinent to those studies in which adolescent children reported higher levels of 

religious commitment.  It was hard for me to determine what other social and 

environmental factors might be attributed to their academic success.  I believe that 

religious commitment and spiritual belief produces more academic success in adult 

learners.  However, religious schools, especially Catholic schools, do have a significant 

effect on students’ of color academic achievement.  

Implications for Future Research and Practice 

 Studies have shown that Catholic schools do a better job of educating minority 

students than public institutions (Jeynes, 2002; Keith and Page, 1985; Bempechat, 

Graham, Jimenez, 1999).   Catholic schools produce higher level of achievement in 
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minority students’ because the staff believes that all children can and will learn.  Children 

of color are not placed in low academic tracks at private religious schools.   Even if the 

child is academically behind, teachers help the students get to the appropriate level(s).  

Public schools are not concerned with the bottom half; they are focused on students who 

have been able to successfully pass standardized tests.   

 So why do students’ of color do better in Catholic schools?  Is it because of the 

students’ religious faith or is it the institutional beliefs and practices.  I believe it is the 

institutions beliefs and practices that allow minority students to grow and develop in a 

structured but autonomous space.  A few ways teacher can utilize religious faith in the 

classroom to promote academic achievement among Black students is through literature, 

story-telling, and journal reflections.  Haight found (2002) story telling to be significant 

to the Black culture.  Administrators could also ask church leaders to facilitate workshops 

and training sessions on religious practices and Black culture.  In addition, church homes, 

can be a place for parenting meetings and service learning education.  More research is 

needed to determine ways public institutions can employ private religious schools’ 

practices to accelerate academic success in students’ of color. 
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Abstract 

Research conducted by the Association of American Colleges and Universities, suggests 

faculty of color represents 14.2 percent in two-and four-year colleges and universities.  

Of the faculty of color employed in higher educational institutions, the majority are 

employed full-time at community colleges (Tierney, 1996, 1997; Turner 2000, 2002).  

This study surveyed 32 faculty members across different disciplines from San Bernardino 

Valley College (SBVC).  The primary purpose of the study was to provide some 

empirical data on the experiences and overall satisfaction of tenure-track faculty 

members at SBVC.  A multiple regression, stepwise analysis was conducted on two 

dependent variables. Twenty-five models for each dependent variable.  Overall, culture, 

climate, and collegiality were significant factors. In addition, the results suggest there is a 

disparity between faculty of color and White faculty members’ perceptions and 

experiences of the tenure-track process.  The implications of these findings are discussed. 
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Introduction 

 The concept of tenure is an integral part of the employment relationship between 

higher educational institutions and faculty members (Hambright & Diamantes, 2004; 

Premeaux & Mondy, 2002).  Tenure establishes a marriage between a faculty member 

and the university; in which, divorce is not an option.  The process of tenure can be 

confusing, tedious, and difficult for newly hired faculty.  Research suggests (Park, 1996) 

that candidates for tenure and promotion are judged by their research, teaching, and 

service contributions to their college or university.  For community colleges, research is 

rarely a huge component of becoming tenure.  On the other hand, at two-year institutions, 

candidates for tenure are judged more heavily on their teaching, service to campus and 

local community, and collaborations and creativity with other colleagues (Douglas, 

2002).  The time frame for tenure at most California Community Colleges is four years.  

It is during this time frame, the tenure and promotion processes seem so distant for new 

assistant tenure-track professors, in particular, new minority professors.   

Minority Faculty 

The incorporation of minority faculty into academia has been historically 

challenging.  Most of the literature today addresses the current climate of faculty of color 

in four-year research institutions, in particular, predominantly white institutions (PWIs).  

Research (Lewis, 2003; Turner & Myers, 2000; & Gordon, 2002) provides evidence to 

suggest most faculty of color who are in the academy work in two-year institutions.   Of 

these minority faculty, the majority are either tenured are on their way to becoming 

tenured.  I am conducting a study about the perception and experiences of tenure-track 

faculty at San Bernardino Valley College (SBVC).  Drawing on past and present research 
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from a variety of disciplines, this paper seeks to discuss the current climate of faculty of 

color at SBVC. 

Significance of Study 

During the past thirty years, there have been several affirmative action polices 

initiated to help increase faculty of color in higher education.  Across the nation, colleges 

and universities have made efforts to obtain minority professors; these efforts range from 

mentoring programs to the implementation of recruiting practices during the hiring 

process.  However, despite such efforts, minority faculty members are still 

underrepresented in our educational institutions (Turner & Myers, 2000; Antonio, 2002; 

Blackwell, 1988; Hamilton, 2003; NEA, 2002; & Weems, 2003).  With the influx of 

minority students enrolling into colleges and universities, especially two-year institutions, 

educational leaders are becoming aware of the need to maintain faculty diversity across 

all academic disciplines.   

The 1996 passage of Proposition 209, which banned all affirmative action 

programs based on race or sex, in public employment, public education, and public 

contracting has caused increase concern for those members of education who are 

advocates for affirmative action programs (Turner & Myers, 2000).  Turner and Myers 

(2000) suggest that Proposition 209 is just a “modern manifestation of the historical 

legacy of excluding racial and ethnic groups from full participation in education and the 

economy” (p. 19).  Are we making small changes, or just prolonging patterns of 

resistance to diversity?  How concerned are we as a nation to the advancement of people 

of color in faculty positions?  No one can deny the failures of affirmative action policies 

to successfully incorporate diversity in the academy; especially, to help remedy the 
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undderepresentation of African American and Hispanic faculty in predominantly white 

institutions (Turner & Myers, 2000).   Still, are we promoting diversity by eliminating all 

affirmative action programs, and what messages are universities sending to minority 

communities.  It is still too soon to see the long lasting effects of Proposition 209, but 

embracing the language of diversity is not enough, without a supportive system to help 

ensure change.  The next section provides statistical data on faculty of color.   

Counting Minorities   

Recent reports (Assensoh, 2003) show that 5 percent of full-time faculty are 

African American and Asian, 2 percent are Hispanic, and less than 1 percent American 

Indian, in predominant White educational institutions.  Other statistics suggests out of all 

minority groups (Smith et al., 2004; Nakanishi, 1993; Turner, & Myers, 2000) Asian 

American are the most represented.  Yet, statistics on representation often vary when 

race, sex, age, and academic discipline is included into the formula.  For example, Asian 

American men are overrepresented in the math, science, and engineering fields, while 

Latinas and African American women are underrepresented.  In the last thirty years, more 

women have increased their representation in the professions of law, medicine, and 

science (Hargens & Long, 2002; Turner, 2002).  Overall, according to the Association of 

American Colleges and Universities, reports show full-time faculty of color represents 

14.2 percent in two- and four- year colleges and universities.  And most faculty of color, 

as stated previously, are employed full-time at community colleges (Antonio, Astin, & 

Cress, 2000; & Lewis, 2003).   

 With the influx of students of color enrolling into two-year institutions, and with 

the majority of faculty of color employed at community colleges; it is imperative we 
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begin to understand how faculty of color perceive the tenure-track process, and strategies 

utilized by community colleges administrators to help retain minority faculty members.  

My study is significant because literature is lacking on faculty of color in two-year 

institutions.  In addition, if the data from the study suggests an overall positive 

experience, universities could work with community colleges to adopt some of their 

recruiting practices, and mentoring programs, to help retain faculty of color.  This study 

seeks to provide evidence to better explain the underrepresentation of minority faculty in 

higher education, and provide reasoning to why more faculty of color are tenured at two-

year institutions.   

Brief Review of the Literature 

In response to the current situation, the literature under review provides several 

explanations for the underrepresentation of African Americans, Latinos, American 

Indians, and Asian Americans in the academy.   The explanations extend from not 

enough people of color obtaining doctorates to their lack of interest in the academy 

(Glazer, 2003; Essien, 2003; & Cross, 1991).  Although the literature mostly addresses 

four- year institutions, it can provide some evidence to support the perceptions and 

experiences of faculty of color at two-year institutions.  Below are explanations found in 

the literature to help address the low representation of minority faculty in academia; as 

well as, challenges they have experienced on the way to becoming tenured. 

Explanations for Underrepresentation 

Recruitment Practices and Turnover 

 Research suggests (Phillips, 2002; Smith et al. 2004) the recruitment practices and 

hiring process of faculty of color is to blame for the underrepresentation.  Smith, et al. 
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(2003) study investigated the conditions in which faculty members are hired; they found 

intentional strategies are essential in the hiring of faculty of color.  Institutions have not 

given much attention to the hiring practices and recruitment strategies to obtain minority 

faculty.  However, techniques to recruit these kinds of faculty must be creative and 

intentional, and not violate current limitations in the use of affirmative action policies.  

The literature postulates (Blackwell, 1989) that by expanding the applicant pool and 

actively recruiting faculty of color, educational institutions will ensure that minorities 

will make it to the second level interview.  Some researchers suggests (Wilson, 2002; & 

Walters, 2002) if there is not enough minority applicants in the first initial screening to 

stop, and continue recruitment until the institution obtains an adequate number of 

minority applicants.  Others cite (Smith et al., 2004) the need for representation of people 

of color on the interviewing committee.  Whether staff, administration, or faculty of 

color, it is crucial to the dynamics of the committee that they obtain balance and 

objectivity during the hiring process.   

Another explanation addresses the need to properly support and train faculty of 

color.   Research suggests (Turner & Myers, 2000; Turner, 2000; & Holloway, 2002) 

The inability to recruit faculty of color is not the problem, rather the failure by 

institutions to promote and retain them.  This theory often relates turnover to 

inadequate mentoring programs, the nature of the tenure promotion process, and 

other institutional conditions that serve to neglect or strain minority faculty. 

Often, minority faculty who enter the academy feel isolated and alone.  Not supported by 

many faculty members, coupled with the lack of resources and trust for other scholars in 

their field, they often become frustrated and leave the institution.  One can argue that the 
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training of any new faculty member, whether white or minority is imperative.  Even more  

so the institution is responsible for supporting faculty of color in predominantly white 

educational systems.   

Educational Pipeline 

Turner and Myers (2000), provide another explanation for the 

underreepresentation of minorities in faculty position, this view suggests that there is not 

enough minorities making it through the educational pipeline.   

This view assumes that minorities are poorly represented among faculty because 

1) there are too few qualified minority candidates, and 2) this dearth of qualified 

minority candidates is attributable to losses of potentially qualified candidates 

along the “pipeline” from secondary school to completion of a doctorate (p.78). 

Critiques (Hamilton, 2003; & Bower, 2002) would suggest this explanation is an excuse 

used by educational institutions over the years, to help shift the blame from their own 

campuses willingness to incorporate diversity.  Yet, one can argue that there is some truth 

behind the “pipeline” explanation of low representation of minorities in faculty positions.  

If minorities are not completing high school degrees, how can they meet minimum 

qualifications for employment in higher education, or any other professional occupation? 

Not Interested 

 Related to the educational “pipeline” is the explanation the arguments which 

suggest the economic market forces minorities out of faculty positions.  Research 

proposes (Turner & Myers, 2000; & Antonio, 2002) the weakness of academic wages 

relative to wages in other competitive fields drive prospective minority candidates away 

from higher education.  Other sectors of economy, especially the corporate world offers 
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talented minorities more opportunities and less stress.  Although, working in these 

economically driven areas carries its own burdens and discriminatory practices.  Talented 

individual of color, opt to pursue these particular fields, thus leaving academic 

institutions starving for qualified minority applicants.  One reason that might explain this 

phenomenon is the “chilly environment” often experienced by most faculty of color 

entering into predominantly white four-year colleges and universities.  The remaining 

literature addresses the perceptions and challenges minority faculty experience, once 

hired and placed on the tenure-track. 

Perceptions, Experiences, Overall Satisfaction 

Chilly Climate 

 This explanation is attributed to faculty of color feeling as if the dominated 

institutional culture devalues their scholarly contribution and, or minority presence 

(Fenelon, 2003; Astin, 1982; Antonio, 2002; Brayboy, 2003; Turner & Myers, 2000).  

Affirmative action policies and programs often created myths pertaining to the legitimacy 

of tenured or non-tenured faculty of color in academia.  For many years, and still today 

minorities are seen as “tokens” in their work environments.  For example, Rodney an 

African American professor of statistics was just recently hired on a tenure track position 

in the math department.  Colleagues of Rodney feel he was hired because of his race and 

not academic talents.  Rodney now feels isolated, and his academic contributions 

disrespected from other faculty members.  Rodney becomes discouraged and leaves the 

institution and the educational field all together to pursue international business in the 

corporate world.  This is a perfect scenario to explain the underrepresentation of faculty 

of color in the academy.  The next section discusses the many challenged faced by faculty 
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of color once on the tenure track. 

Challenges of Tenureship 

Lived Contradiction 

Turner (2002) presented narrative data to portray the lives of faculty women of 

color.  Most of the women from her study found the life of a faculty member a lived 

contradiction.  One participant stated I am struck by my lived contradiction: 

To be a professor is to be an Anglo; to be a Latina is not to be an Anglo.  So how 

can I be both a Latina and a professor?  To be a Latina professor, I conclude, 

means to be unlike and like me.  Que locura!  What madness! (Segura, 2003; 

Turner, 2002; & Padilla, 1994).   

Minority faculty of color in the academy are constantly navigating and battling between 

two worlds.  One world accepts them for who they are, while the other rejects significant 

cultural aspects of their human existence.   This can be detrimental and emotionally 

draining to most faculty members of color.  Not only do faculty of color feel marginalize 

by their peers but incorporation into the world of the dominant group comes at a 

significance price.    

Incorporation/Marginalization 

 Another challenge of the tenure-track to success is the incorporation and 

marginalization into the academy.  Turner (2003) article found positive and negative 

aspects to incorporation and marginalization.  Her article suggests that faculty of color 

need to incorporate into the dominant group, in order to be a part of the policy making, 

but maintain individuality, or marginality, to condemn higher educational practices and 

norms that produce conflicting situations with differential rewards for faculty of color (p. 

20).   
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Marginality is much more than a site of deprivation; in fact it is also the site of 

radical possibility, a space of resistance.  As such, I was not speaking of 

marginality one wishes to lose-give up or surrender as part of moving into the 

center-but rather of a site one stays in, clings to even, because it nourishes one’s 

capacity to resist.  It offers possibilities of radical perspectives, and creates 

alternatives to new worlds (Turner, 2003, p.120). 

One could use the term marginality, to reflect upon staying true to one’s values and 

culture.  It is extremely important that faculty of color in the academy find an inner peace 

and acceptance of the realities of the world, yet still have enough passion to reject the 

dominant culture norms and practices.  One way faculty of color try to implement this in 

to the academy is through scholarly contributions.  However, not all scholarly 

contributions that underscore or reify the dominant ideologies are readily accepted.   

Contributions to Scholarship 

 Fenelon (2003) states in the scholarly environments, some forms of research are 

valued more than others, whether it is published or not.  Research that is controversial or 

edgy tends to be devalued; this research usually pertains to racial inequalities, residential 

segregation, and historical discriminatory practices by the dominant group (Gordon, 

2002).  Many faculty of color entering into academic position in higher education want to 

address the needs of their particular cultures.  It becomes really challenging when other 

non-minority faculty or institutional leaders are unsupportive and less interested in their 

scholarly contribution because the research is racialized.  The next section will express 

my hypothesis and specific research questions. 
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Research Question and Objectives 

 The primary research objective of the current study is to provide more data on the 

overall satisfaction and perceptions of tenure-track faculty at San Bernardino Valley 

College (SBVC).  More specifically, this study will explore whether or not faculty of 

color and their White counterpart will have similar perspectives and satisfactions levels 

of the tenure process.  I hypothesize there will be a significant difference of the overall 

satisfaction levels between faculty of color and non-faculty of color; these differences 

will reveal itself in how one perceives the tenure process, the satisfaction of day-to-day 

activities, and one’s perceptions of campus/departmental collegiality.   In addition, data 

from the survey will suggests a more positive experience, and better mentoring practices 

for faculty of color who are employed at two-year institutions.   

Method 

Sample and Procedures 

San Bernardino Valley College (SBVC) is a two-year institution comprised of 

130 full-time faculty members.  SBVC serves the residents of the Inland Empire, and is 

one of 109 locally governed California community colleges.  Students range in age from 

16 to over 80 years, and reflect the ethnic and cultural diversity of the region.  Of the 130 

full-time faculty members, thirty-two completed the questionnaire.  The respondents’ 

ethnic breakdown included eight minority faculty, and sixteen non-minority faculty 

members (White): eight other participants chose to remain anonymous.  The ethnic 

minorities represented African American, Alaskan/Pacific Islander, Asian, Latino, 

Middle Eastern and Native American.  The response rate was about twenty-five percent.  

My sampling frame list was large enough, however the response rate was low.  The low 
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response rate can possibly be attributed to the time frame in which the questionnaire was 

distributed.   

I administered the survey via email through the usage of a software system know 

as Survey Monkey.  Survey Monkey was used for the creation of my survey, and as a link 

for faculty members to access and fill out the questionnaire.  The questionnaire was 

completely anonymous.  I sent out a mass email to all faculty members on a distribution 

list: included in the email was the disclosure statement, and directions on how to click on 

survey link.  A technician from the distribution and computing services at SBVC 

compiled a distribution list of full-time tenured and tenure-track faculty members.   

 The questionnaire was categorized into five areas: (a) expectations of tenure 

process; (b) satisfaction of day-to-day activities; (c) professional development; (d) 

perceptions of campus climate, culture, and collegiality; (e) instructor’s information, 

including ethnicity/gender/age.  Additionally, the questionnaire consisted of two open-

ended questions, which pertained to how one might improve their institution for tenure-

track faculty members.  The data were analyzed both quantitatively and qualitatively to 

see if any patters emerged.   

Questionnaire 

The following variables were used in study: 

Expectations of Tenure Process. A Likert scale (Unclear, Fairly Clear, and Very Clear) 

was used to determine faculty members’ expectations, and how well instructors 

understood the tenure process.  Faculty members responded to the following set of items:  

• Do you find the tenure process in your department to be 
• Do you find the tenure criteria (Evaluation areas) in your department to be 
• Do you find the tenure standards (the performance level) in you 

department to be 
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• How clear to you are your own prospects for pursuing tenure 
• Are you clear as to what is expected to earn tenure regarding your 

performance as a scholar 
• Are you clear as to what is expected to earn tenure regarding your 

performance as a teacher 
• Are you clear as to what is expected to earn tenure regarding your 

performance as an advisor to students 
• Are you clear as to what is expected to earn tenure regarding your 

performance as a colleague in your department 
• Are you clear as to what is expected to earn tenure regarding your 

performance as a campus citizen 
 
Day-to-Day Activities .  Participants identified their level of satisfaction with the way 

they spent their time as a faculty member, course level and number of courses they were 

teaching a semester, the amount of students they were teaching, and the amount of time 

they had to prepare for teaching duties.  A 5-point Likert scale was used.   

Professional Development. The variables in this section explored how often faculty 

members participated in professional development activities.  The participants identified 

if they Always, Frequently, Occasionally, or Never participated in the following 

professional activities: 

• Formal mentoring programs for newly hired faculty. 
• Formal performance reviews for newly hired faculty. 
• Professional workshops and training sessions. 
• Utilization of travel funds to present papers or conduct research. 
• Conferences for professional development. 

 
Climate, Culture, and Collegiality.  A 5-point Likert scale, ranging from Strongly 

Disagree to Strongly Agree was used to determine the various levels of support 

experienced by faculty members: from their administrators, peers, and department chairs.  

In addition, participants responded on rather or not they were satisfied with the ethnic and 

gender diversity of their departments.  
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Dependent Measures 

  A multiple regression, stepwise analysis was conducted on two dependent 

variables.  The second dependent variable was analyzed with and without a selection 

variable. The selection variable was race/ethnicity. I estimated twenty-five models for 

each dependent variable.  Below you will find the independent and dependent variables.   

Regression 1 
Dependent Variable:  
How do you rate your institution as a place for tenure-track faculty to work? 
Independent Variables: 
Do you find the tenure process in your department to be 
Do you find the tenure criteria (evaluation areas) in your department to be 
Do you find the tenure standards (the performance level) in your department to be 
How clear to you are your own prospects for pursuing tenure 
Are you clear as to what is expected to earn tenure regarding your performance as a 
scholar? 
Are you clear as to what is expected to earn tenure regarding your performance as a 
teacher? 
Are you clear as to what is expected to earn tenure regarding your performance as an 
advisor to students? 
Are you clear as to what is expected to earn tenure regarding your performance as a 
colleague in your department? 
Are you clear as to what is expected to earn tenure regarding your performance as a 
campus citizen (e.g. committees). 
How satisfied are you with the way you spend your time as a faculty member? 
How satisfied are you with the level (e.g. Math 090) of courses you teach? 
How satisfied are you with the number of courses you teach? 
How satisfied are you with the number of students you teach? 
How satisfied are you with the amount of time you have to prepare for teaching duties 
(e.g. preparing notes, writing tests, etc.)? 
The department chair is committed to your success. 
Senior faculty members are interested in your professional development. 
You are very satisfied with the ethnic diversity of faculty in your department. 
You are very satisfied with the gender diversity of faculty in your department. 
Senior faculty members are very supportive of your ideas and teaching contributions. 
Administration seems to care about your success and quality of life. 
Your department treats newly hired faculty fairly compared to one another. 
Teaching 
Advising 
Service 
Grading 
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Regression 2 
Dependent Variable: 
You would recommend your department to a colleague if a tenure-track position became 
available. 
Independent Variables: 
Do you find the tenure process in your department to be 
Do you find the tenure criteria (evaluation areas) in your department to be 
Do you find the tenure standards (the performance level) in your department to be 
How clear to you are your own prospects for pursuing tenure 
Are you clear as to what is expected to earn tenure regarding your performance as a 
scholar? 
Are you clear as to what is expected to earn tenure regarding your performance as a 
teacher? 
Are you clear as to what is expected to earn tenure regarding your performance as an 
advisor to students? 
Are you clear as to what is expected to earn tenure regarding your performance as a 
colleague in your department? 
Are you clear as to what is expected to earn tenure regarding your performance as a 
campus citizen (e.g. committees). 
How satisfied are you with the way you spend your time as a faculty member? 
How satisfied are you with the level (e.g. Math 090) of courses you teach? 
How satisfied are you with the number of courses you teach? 
How satisfied are you with the number of students you teach? 
How satisfied are you with the amount of time you have to prepare for teaching duties 
(e.g. preparing notes, writing tests, etc.)? 
The department chair is committed to your success. 
Senior faculty members are interested in your professional development. 
You are very satisfied with the ethnic diversity of faculty in your department. 
You are very satisfied with the gender diversity of faculty in your department. 
Senior faculty members are very supportive of your ideas and teaching contributions. 
Administration seems to care about your success and quality of life. 
Your department treats newly hired faculty fairly compared to one another. 
Teaching 
Advising 
Service 
Grading 
 
Regression 3 
Dependent Variable: 
You would recommend your department to a colleague if a tenure-track position became 
available. 
Selection Variable: 
Race/Ethnicity 
Independent Variables: 
Do you find the tenure process in your department to be 
Do you find the tenure criteria (evaluation areas) in your department to be 
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Do you find the tenure standards (the performance level) in your department to be 
How clear to you are your own prospects for pursuing tenure 
Are you clear as to what is expected to earn tenure regarding your performance as a 
scholar? 
Are you clear as to what is expected to earn tenure regarding your performance as a 
teacher? 
Are you clear as to what is expected to earn tenure regarding your performance as an 
advisor to students? 
Are you clear as to what is expected to earn tenure regarding your performance as a 
colleague in your department? 
Are you clear as to what is expected to earn tenure regarding your performance as a 
campus citizen (e.g. committees). 
How satisfied are you with the way you spend your time as a faculty member? 
How satisfied are you with the level (e.g. Math 090) of courses you teach? 
How satisfied are you with the number of courses you teach? 
How satisfied are you with the number of students you teach? 
How satisfied are you with the amount of time you have to prepare for teaching duties 
(e.g. preparing notes, writing tests, etc.)? 
The department chair is committed to your success. 
Senior faculty members are interested in your professional development. 
You are very satisfied with the ethnic diversity of faculty in your department. 
You are very satisfied with the gender diversity of faculty in your department. 
Senior faculty members are very supportive of your ideas and teaching contributions. 
Administration seems to care about your success and quality of life. 
Your department treats newly hired faculty fairly compared to one another. 
Teaching 
Advising 
Service 
Grading 

Results 

The focus of the study was minority faculty members at SBVC, however, because 

of sample limitation, results will include faculty in general.  Tables 1-13 reflects 

descriptive and frequency statistics that were found to be significant when a stepwise 

regression analyses was conducted.  Tables 1 gives a summary to how clear tenure-track 

faculty are about their role as an advisor to students.  Twenty-three percent of the 

respondents were unclear and 36.7% fairly clear of their responsibilities as an advisor.  

Twenty-seven percent stated they were very clear, while 13.3% felt the advisor role was 

not applicable.  Table 2 reflects how satisfied tenure-track faculty are with the way they 
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spend their time.  Nearly 70% felt either somewhat satisfied or very satisfied; 30% were 

very dissatisfied, somewhat dissatisfied, or neither.     

Table 1:  Are you clear as to what is expected to earn tenure regarding your performance as an advisor to 
students? 

 Frequency Percent 
Valid 

Percent 
Cumulative 

Percent 
Valid Unclear 7 18.4 23.3 23.3 

 Fairly Clear 11 28.9 36.7 60.0 
 Very Clear 8 21.1 26.7 86.7 
 Not Applicable 4 10.5 13.3 100.0 
 Total 30 78.9 100.0  

Missing 9999.00 2 5.3   
 System 6 15.8   
 Total 8 21.1   

Total 38 100.0   
 
Table 2: How satisfied are you with the way you spend your time as a faculty member? 

 Frequency Percent 
Valid 

Percent 
Cumulative 

Percent 
Valid Very Dissatisfied 2 5.3 6.5 6.5 

 Somewhat Dissatisfied 3 7.9 9.7 16.1 
 Neither Satisfied nor 

Dissatisfied 3 7.9 9.7 25.8 

 Somewhat Satisfied 11 28.9 35.5 61.3 
 Very Satisfied 12 31.6 38.7 100.0 
 Total 31 81.6 100.0  

Missing 9999.00 1 2.6   
 System 6 15.8   
 Total 7 18.4   

Total 38 100.0   
 

Climate, Culture, and Collegiality 

Of the respondents, 17.9% strongly disagreed with the statement that 

administration cared about their success and quality of life. Thirty-two percent disagreed, 

and 35.7% agreed and felt administrators were concerned about their well-being.  Please 

refer to Table 3 for results.  Senior faculty members are interested in your professional 

development.  Of those who responded, 25.0% strongly agreed, 39.3% agreed, 25.0% 

were neutral, and 7.1 strongly disagreed with this statement.  Please see Table 4 below.  

Table 5 provides evidence to support if newly hired faculty were treated fairly compared 
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to one another.  Thirty-three percent of tenure-track faculty strongly agreed and felt 

newly hired faculty are treated the same.  Nearly 41% agreed, 14.8 were neutral, and 

11.1% disagreed and thought newly hired faculty were not treated the same.                           

Table 3: Administration seems to care about your success and quality of life. 

 Frequency Percent 
Valid 

Percent 
Cumulative 

Percent 
Valid Strongly Disagree 5 13.2 17.9 17.9 

 Disagree 9 23.7 32.1 50.0 
 Neutral 3 7.9 10.7 60.7 
 Agree 10 26.3 35.7 96.4 
 Strongly Agree 1 2.6 3.6 100.0 
 Total 28 73.7 100.0  

Missing 9999.00 4 10.5   
 System 6 15.8   
 Total 10 26.3   

Total 38 100.0   
 

 
Table 4: Senior faculty members are interested in your professional development. 

 Frequency Percent 
Valid 

Percent 
Cumulative 

Percent 
Strongly Disagree 1 2.6 3.6 3.6 

Disagree 2 5.3 7.1 10.7 
Neutral 7 18.4 25.0 35.7 
Agree 11 28.9 39.3 75.0 

Strongly Agree 7 18.4 25.0 100.0 

Valid 

Total 28 73.7 100.0  
9999.00 4 10.5   
System 6 15.8   

Missing 

Total 10 26.3   
Total 38 100.0   

 
 
Table 5: Your department treats newly hired faculty fairly compared to one another. 

 Frequency Percent 
Valid 

Percent 
Cumulative 

Percent 
Valid Disagree 3 7.9 11.1 11.1 

 Neutral 4 10.5 14.8 25.9 
 Agree 11 28.9 40.7 66.7 
 Strongly Agree 9 23.7 33.3 100.0 
 Total 27 71.1 100.0  

Missing 9999.00 5 13.2   
 System 6 15.8   
 Total 11 28.9   

Total 38 100.0   
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 The majority of the participants felt the department chair was committed to their 

success.  Thirty percent of faculty was neutral, disagreed, or strongly disagreed and felt 

the department chair was not committed to their success.  See Table 6 for further results.  

Tables 7 and 8 indicate if tenure-track faculty perceived their assigned workload in 

grading and service to be less than, the same, or greater than their peers.  In grading,  

14.3 % felt their workload was significantly greater than their peers; 28.6% somewhat 

greater, 53.6 the same, and 3.6% somewhat less; while, 28.6% felt their service 

contributions were significantly greater, 39.3% somewhat greater, and 32.1% the same. 

Table 6: The department chair is committed to your success. 

 Frequency Percent 
Valid 

Percent 
Cumulative 

Percent 
Valid Strongly Disagree 2 5.3 7.1 7.1 

 Disagree 3 7.9 10.7 17.9 
 Neutral 1 2.6 3.6 21.4 
 Agree 8 21.1 28.6 50.0 
 Strongly Agree 14 36.8 50.0 100.0 
 Total 28 73.7 100.0  

Missing 9999.00 4 10.5   
 System 6 15.8   
 Total 10 26.3   

Total 38 100.0   
 

Table 7: Grading 

 Frequency Percent 
Valid 

Percent 
Cumulative 

Percent 
Valid Somewhat Less 1 2.6 3.6 3.6 

 The Same 15 39.5 53.6 57.1 
 Somewhat Greater 8 21.1 28.6 85.7 
 Significantly Greater 4 10.5 14.3 100.0 
 Total 28 73.7 100.0  

Missing 9999.00 4 10.5   
 System 6 15.8   
 Total 10 26.3   

Total 38 100.0   
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Table 8: Service 

 Frequency Percent 
Valid 

Percent 
Cumulative 

Percent 
Valid The Same 9 23.7 32.1 32.1 

 Somewhat Greater 11 28.9 39.3 71.4 
 Significantly Greater 8 21.1 28.6 100.0 
 Total 28 73.7 100.0  

Missing 9999.00 4 10.5   
 System 6 15.8   
 Total 10 26.3   

Total 38 100.0   
 

Faculty of Color/Non-Faculty of Color 

Tables 9-13 separate faculty of color and non-faculty of color: Tables 9-11 

reflects faculty of color; Tables 12-13 reflects non-faculty of color or White/Caucasian.  

When asked if the tenure process was clear regarding their performance as a campus 

citizen, 37.5% very clear, 25.0% fairly clear, and 37.5% unclear.  See Table 9 below.  

Table 10 reflects faculty of color contribution to service.  Over 60% of minority faculty 

felt their contribution was the same as their peers; 12.5% significantly greater; 25.0 

somewhat greater.  When asked to respond to question #9 (see appendix A), 42.9% were 

very satisfied with the number of students they taught, 42.9% somewhat satisfied, and 

14.3% were neither satisfied nor dissatisfied.  Please refer to Table 11 for their mean 

scores.   

Table 9: Are you clear as to what is expected to earn tenure regarding your performance as a campus citizen (e.g. 
committees) 

 Frequency Percent 
Valid 

Percent 
Cumulative 

Percent 
Valid Unclear 3 37.5 37.5 37.5 

 Fairly Clear 2 25.0 25.0 62.5 
 Very Clear 3 37.5 37.5 100.0 
 Total 8 100.0 100.0  
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Table 10: Service 

 Frequency Percent 
Valid 

Percent 
Cumulative 

Percent 
Valid The Same 5 62.5 62.5 62.5 

 Somewhat Greater 2 25.0 25.0 87.5 
 Significantly Greater 1 12.5 12.5 100.0 
 Total 8 100.0 100.0  

 
Table 11: How satisfied are you with the number of students you teach? 

 Frequency Percent 
Valid 

Percent 
Cumulative 

Percent 
Valid Neither Satisfied nor 

Dissatisfied 1 12.5 14.3 14.3 

 Somewhat Satisfied 3 37.5 42.9 57.1 
 Very Satisfied 3 37.5 42.9 100.0 
 Total 7 87.5 100.0  

Missing 9999.00 1 12.5   
Total 8 100.0   

 
Statistics for Table 11 

 

Are you clear as to what is expected to 
earn tenure regarding your performance 
as a campus citizen (e.g. committees) Service 

How satisfied 
are you with 

the number of 
students you 

teach? 
N Valid 8 8 7 
 Missing 0 0 1 

Mean 2.0000 3.5000 4.2857 
Median 2.0000 3.0000 4.0000 

Std. Deviation .92582 .75593 .75593 
Variance .857 .571 .571 
Range 2.00 2.00 2.00 

  

 Table 12 demonstrates whether or not White faculty members agreed with the 

statement about the department chair’s commitment to their success.  Forty-three percent 

strongly agreed, 25.0% agreed, 6.3% were neutral, 12.5% disagreed, and 12.5% strongly 

disagreed.  About thirty percent of the respondents were very clear about their role as an 

advisor to students; 37.5% were fairly clear and 18.8% unclear.  See Table 13 for mean 

and standard deviation scores.  The next section discusses the results from the stepwise 

regressions.   
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Table 12: The department chair is committed to your success. 

 Frequency Percent 
Valid 

Percent 
Cumulative 

Percent 
Valid Strongly Disagree 2 12.5 12.5 12.5 

 Disagree 2 12.5 12.5 25.0 
 Neutral 1 6.3 6.3 31.3 
 Agree 4 25.0 25.0 56.3 
 Strongly Agree 7 43.8 43.8 100.0 
 Total 16 100.0 100.0  

 
Table 13:  Are you clear as to what is expected to earn tenure regarding your performance as an advisor to 
students. 

 Frequency Percent 
Valid 

Percent 
Cumulative 

Percent 
Valid Unclear 3 18.8 18.8 18.8 

 Fairly Clear 6 37.5 37.5 56.3 
 Very Clear 5 31.3 31.3 87.5 
 Not Applicable 2 12.5 12.5 100.0 
 Total 16 100.0 100.0  

 
Statistics for Table 13 

 
The department chair is committed to 

your success. 

Are you clear as to what is 
expected to earn tenure 

regarding your performance as 
an advisor to students? 

N Valid 16 16 
 Missing 0 0 

Mean 3.7500 2.3750 
Median 4.0000 2.0000 

Std. Deviation 1.48324 .95743 
Variance 2.200 .917 
Range 4.00 3.00 

 
Multiple Regression Results 

The results of the regressions are presented in Tables 14-17.    

Table 14 shows a stepwise regression analysis for predicting how the participants 

rated their institution as a place for tenure-track faculty to work (dependent).  The 

regression predicted five significant independent variables.  The predictors were: 

Administration seems to care about their success and quality of life, Senior faculty 

members are interested in their professional development, Your department treats newly 

hired faculty fairly compared to one another, Service, and How satisfied are you with the 
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way you spend your time as a faculty member.  The model with the strongest prediction 

was the importance of senior faculty members being interested in tenure-track faculty 

professional development (B=.418).  The department treating newly hired faculty fairly 

compared to another was the second highest predictor (B=.304).  Administrative support 

was next (B=.293); following service (B=-274); and how faculty spent their time, 

(B=.225) effected whether or not the participants rated their institution as a great, or 

awful place for tenure-track faculty to work.  See Appendix A, question 21a. for 

complete ranking. 

 Results for whether or not a participant would recommend their department to a 

colleague is presented in Table 15 regression.  Five independent variables were found to 

be predictors.  The five models were: The department chair is committed to their success 

(B=.594), Are you clear as to what is expected to earn tenure regarding your performance 

as an advisor to student (B=-.519), Your department treats newly hired faculty fairly 

compared to one another (B=.341), Grading (.-224), and Senior faculty members are 

interested in their professional development (B=.225).   

Table 16 and 17 regressions reveal the selected variables separated out by 

race/ethnicity.  Whether are not White faculty members would recommend their 

department to a colleague if a position became available depended on the department 

chair’s commitment to their success (B=.892) and their role as an advisor to students 

(B=.-564).  Refer to Table 16.  For faculty of color, three models indicated to be strong 

predictors’; they were: If they were clear to their responsibility as a campus citizen, How 

satisfied they were with the numbers of students they taught, and Service.  The model 

with highest prediction was number of students taught (B=-.455).  Please see Table 17. 

2008 HICE Proceedings 
Page 183



Faculty of Color 25

Table 14: 
Prediction of Summary of Stepwise Regression Analysis for Variables Predicting How a 
Faculty Member Would Rate the Institution (N=32) 
 

Model  
Standardized 
Coefficients t Sig. 

  Beta   
5 (Constant) 

 .830 .412 

 Administration seems to care 
about your success and quality 

of life. 
.293 2.807 .008 

 Senior faculty members are 
interested in your professional 

development. 
.418 4.399 .000 

 Your department treats newly 
hired faculty fairly compared to 

one another. 
.304 3.689 .001 

 Service -.274 -3.471 .002 
 How satisfied are you with the 

way you spend your time as a 
faculty member? 

.225 2.452 .020 

Note. R =.899 for step 5; R Square =.807 for step 5; F = 26.835; Sig F =.000 
p≤.05 
 
Table 15: 
Summary of Stepwise Regression Analysis for Variables Predicting Whether or Not 
Tenure-Track Faculty Would Recommend Department to a Colleague (N=32) 
 

Model  
Standardized 
Coefficients t Sig. 

  Beta   
5 (Constant) 

 6.075 .000 

 The department chair is 
committed to your success. .594 5.489 .000 

 Are you clear as to what is 
expected to earn tenure 

regarding your performance as 
an advisor to students? 

-.519 -5.601 .000 

 Your department treats newly 
hired faculty fairly compared to 

one another. 
.341 3.694 .001 

 Grading -.224 -2.465 .019 
 Senior faculty members are 

interested in your professional 
development. 

.225 2.050 .049 

Note. R =.873 for step 5; R Square =.763 for step 5; F = 20.589; Sig F =.000 
p≤.05 
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Table 16:  
Summary of Stepwise Regression Analysis for Variables Predicting Whether or Not 
Tenure-Track Faculty Would Recommend Department to a Colleague (N=16) 
Selecting only cases for which Caucasian/White/Anglo = Yes 
 

Model  
Standardized 
Coefficients t Sig. 

  Beta   
2 (Constant)  8.611 .000 
 The department chair is 

committed to your success. .892 6.150 .000 

 Are you clear as to what is 
expected to earn tenure 

regarding your performance as 
an advisor to students? 

-.564 -3.888 .002 

Note. R =.872 for step 2; R Square =.760 for step 2; F = 20.606; Sig F =.000 
p≤.05 
 
Table 17:  
Summary of Stepwise Regression Analysis for Variables Predicting Whether or Not 
Tenure-Track Faculty Would Recommend Department to a Colleague (N=8) 
Selecting only cases for which Caucasian/White/Anglo = No 
 

Model  
Standardized 
Coefficients t Sig. 

  Beta   
3 (Constant) 

 3E+008 .000 

 Are you clear as to what is 
expected to earn tenure 

regarding your performance as 
a campus citizen (e.g. 

committees). 

1.197 2E+008 .000 

 How satisfied are you with the 
number of students you teach? -.455 -1E+008 .000 

 Service .050 1E+007 .000 
Note. R =1.000 for step 2; R Square =1.000 for step 2; F =?; Sig F =.000 
p≤.05 
 

Interpretations and Conclusions 

 The primary objective of this study was to provide more data on the overall 

satisfaction and perceptions of tenure-track faculty at San Bernardino Valley College 

(SBVC).  I used a stepwise regression analysis to determine factors contributing to 

tenure-track faculty recommending their department to a colleague if a position became 

available, and whether or not, one would rate their institution as a great or awful place for 
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tenure-track faculty to work.  Culture, climate, and collegiality proved to be the strongest 

predictor to the two questions stated above.  Ten models were found to be predictors, two 

overlapped.  The models are as followed:  

Are you clear as to what is expected to earn tenure regarding your performance as 
an advisor to students? 
How satisfied are you with the way you spend your time as a faculty member? 
The department chair is committed to your success. 
Senior faculty members are interested in your professional development. 
Administration seems to care about your success and quality of life. 
Your department treats newly hired faculty fairly compared to one another. 
Service 
Grading 

 
Whether are not administration seemed to care about tenure-track faculty quality of life 

was proven to be a predictor.  When participants were asked to respond to the question on 

survey, over sixty percent of participants disagreed with the statement that administrators 

cared about their success and quality of life.  So it made sense that this variable was 

found to be significant in the regression table.   

Other key predictors were grading and service.  In the regression tables, both were 

found to have a directionality that was negative.  For example, the more grading or 

service tenure-track faculty had to participant in, the less likely they were to recommend 

their department to a colleague.   I found these two models to be the most interesting.  

The results from the survey indicated that forty percent of tenure-track faculty felt their 

grading duties were somewhat or significantly greater to their senior colleagues; service 

ranked even higher, over seventy percent of participants felt they had somewhat or 

significantly more service duties than their senior faculty counterpart.  Literature suggests 

(Glazer, 2003; Turner, 2002) newly hired faculty are overwhelmed with the need to serve 

on several committees during those first years of the tenure process.  Even more so, 

2008 HICE Proceedings 
Page 186



Faculty of Color 28

faculty of color feel pressure to serve on every committee that deals with race, or gender 

issues.  Tenure-track faculty members, especially at four-year institution, are so 

bombarded with publishing and service that often grading classroom assignment becomes 

a burden.   

Limitations of Study 

When I set my criteria for the distribution list, I was told by the administrator 

forming the list that they would separate all full-time faculty members by tenure and 

tenure-track.  My study focused on tenure-tack faculty, those not yet tenured.  However, 

the administrator who put together the distribution list included all full-time faculty.  

Well I did want full-time faculty, but tenure-track full-time faculty.  So needless to say I 

am not sure how many of the thirty –two participants were already tenured.  The results 

then are flawed or bias, right? Unless a faculty member can remember how they felt 

about the process, twenty-years ago.   

In addition, the response rate was low.  I believe it can possibly be attributed to 

the time frame in which the questionnaire was distributed.  The questionnaire was 

administered via email during peak grading periods; soon after the survey was sent out I 

realized instructors were grading mid terms exams, this period is crucial because students 

often visit professors for midterm progress grades.  At this period students can withdraw 

from classes they are failing.  I sent out two follow-up reminders, one a friendly reminder 

and another reminder with a deadline.  I was advised by the research director at San 

Bernardino Valley College (SBVC) a deadline was appropriate and needed, however I 

think this was a mistake because this left faculty members with no alternative but to 

ignore anything, which did not pertain to their assigned academic duties.   
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Recommendations and Suggestions 

The goal of this research project was to learn about the perceptions, experiences 

and overall satisfaction of tenure-track and tenured instructional teaching faculty at San 

Bernardino Valley College (SBVC). More specifically, my question focused on whether 

or not the experiences and overall satisfaction of the tenure-track process varies between 

faculty of color and white faculty members.  I found a significant difference between 

faculty of color and White faculty members, when it came to how the instructors’ 

understood what was required of them as a tenure-track candidate; as well as, how they 

perceived their role as a scholar, teacher, colleague, advisor, and campus citizen. Other 

variable such as, day-to-day activities, professional development, and campus climate, 

did not show a significant difference between the two groups.  More research is still need 

to determine if there is a difference in how minority faculty and White faculty members 

perceive the tenure-track process at two-year institutions.   I believe my study was limited 

because of the small sample size and poor response rate.  
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Appendix A 

 

Instructional Faculty Questionnaire 
 

 
 
Dear San Bernardino Valley College Faculty (SBVC), 
 
 
Hello my name is Jennifer Mendoza; I am a Counselor at SBVC and currently a doctoral 
student at Claremont Graduate University.  The following questionnaire has been 
distributed to learn about the perceptions, experiences and overall satisfaction of tenure-
track and tenured instructional teaching faculty at San Bernardino Valley College.  Please 
note this questionnaire is not intended to provide data for institutional usage. 
 
Every response is important, and I hope you will choose to participate.  I want to ensure 
you that your information will be handled in complete confidence.  In fact, your 
questionnaire is totally anonymous and I will not know who has returned which survey. 
Only statistical summaries will be reported.  Participation in this questionnaire is 
completely optional, and if you are uncomfortable in any way, please feel free to skip any 
portion of this questionnaire.   
 
The questionnaire will take approximately 15-20 minutes.  Please complete survey and 
click done when finished.  If you have any questions regarding this or are interested in 
the research findings, I may be contacted at jmendoza@valleycollege.edu or ext. 8972.  I 
thank you in advance for your support and participation. 
 
 
 
Sincerely yours,  
 
 
 
Jennifer Mendoza 
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Part I- Expectations of Tenure Process 
 
This set of items addresses various aspects of the tenure process.  Please 
circle your response to the following statements: 
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1.  Do you find the tenure process in your department to be… 1 2 3 
2.  Do you find the tenure criteria (evaluation areas) in your department  
to be… 

1 2 3 

3.  Do you find the tenure standards (the performance level) in your 
department to be… 

1 2 3 

4.  How clear to you are your own prospects for pursuing tenure… 1 2 3 
 
5.  Are you clear as to what is expected to earn tenure regarding your 
performance as: 
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a. A scholar (research, collaborations, creative work) 1 2 3 N/A 
b. A teacher 1 2 3 N/A 
c. An advisor to students 1 2 3 N/A 
d. A colleague in your department 1 2 3 N/A 
e. A campus citizen (e.g. committees) 1 2 3 N/A 
 
Part II- Day-to Day Activities 
 
The next set of items explores the nature of your work as 
a faculty member.  Please identify how you feel about 
each of the following questions. 
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6.  How satisfied are you with the way you spend your 
time as a faculty member? 

1 2 3 4 5 

7.  How satisfied are you with the level (e.g. Math 090) 
of courses you teach?  

1 2 3 4 5 

8.  How satisfied are you with the number of courses you 
teach? 

1 2 3 4 5 

9.  How satisfied are you with the number of students you 
teach? 

1 2 3 4 5 

10.  How satisfied are you with the amount of time you 
have to prepare for teaching duties (e.g. preparing notes, 
writing tests, etc.)? 

1 2 3 4 5 
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Part III- Professional Development 
11.  This set of items concerns your development as a 
faculty member.  Please circle how often you use the 
following:  

(A= Always, F= Frequently, O= Occasionally,  
N= Never) A

lw
ay
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a. Formal mentoring programs for newly hired faculty. A F O N 
b. Formal performance reviews for newly hired faculty. A F O N 
c. Professional workshops and training sessions 
(orientations) for teacher success. 

A F O N 

d. Travel funds to present papers or conduct research. A F O N 
e. Conferences for professional development. A F O N 
 
Part IV- Climate, Culture and Collegiality 

20. Consider your assigned workload in teaching, advising, service and grading. In comparing 
yourself with other faculty members, would you perceive your workload as less than, the same, or 
greater than theirs? 
 
Please circle one response for the following 
assigned duties. 

Si
gn

ifi
ca

nt
ly

 
Le

ss
 

So
m

ew
ha

t L
es

s 

Th
e 

Sa
m

e 

So
m

ew
ha

t 
G

re
at

er
 

Si
gn

ifi
ca

nt
ly

 
G

re
at

er
 

a. Teaching 1 2 3 4 5 
b. Advising 1 2 3 4 5 
c. Service (i.e. departmental meetings, committees) 1 2 3 4 5 
d. Grading 1 2 3 4 5 
 

 
Please circle your response to each of the following 
statements: 
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12.  The department chair is committed to your success. 1 2 3 4 5 
13. Senior faculty members are interested in your 
professional development. 

1 2 3 4 5 

14.  You are very satisfied with the ethnic diversity of 
faculty in your department. 

1 2 3 4 5 

15. You are very satisfied with gender diversity of faculty 
in your department. 

1 2 3 4 5 

16.  Senior faculty members are very supportive of your 
ideas and teaching contributions. 

1 2 3 4 5 

17. Administration seems to care about your success and 
quality of life. 

1 2 3 4 5 

18. Your department treats newly hired faculty fairly 
compared to one another. 

1 2 3 4 5 

19. You would recommend your department to a 
colleague if a tenure-track position became available.  

1 2 3 4 5 
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21a. How do you rate your institution as a place for tenure-track faculty to work? (Circle one) 
 
5 Great  4 Pretty good  3 Adequate  2 Pretty bad           1 Awful 
 
21b. What is the single most important reason for your answer to 21a? 
______________________________________________________________________________
______________________________________________________________________________ 
 
22.  If you could make one change in policy or practice that would improve your institution as a 
place for tenure-track faculty to work, what would it be? 
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________ 
 
Part V- Instructor’s Information 

 
 
25.  Please indicate the catalog year in which your 
current faculty appointment 
began.____________________________________ 
 
26. What is your academic department(s)? 
__________________________________________ 
 
27. How long have you been teaching in your 
academic discipline overall? _______ 

 
 

 

28. Gender (Check one)  
Male   
Female  
29. Age (Check one)  
25-29  
30-39  
40-54  
55-60  
61+  
30. Ethnicity 
 (Check all that apply)  

African American/Black  
Alaskan American/Pacific Islander  
Asian/Asian-American  
Caucasian/White/Anglo  
Latino(a)/Hispanic/Chicano(a)  
Middle Eastern/ 
Middle Eastern American/Persian  

Native American/American Indian  
Other: (please write in) 
  

23. What is the highest degree you 
have earned? 
(Check one) 

 

Doctorate  
Master’s  
Bachelor’s  
24.  What is you rank?  
(Check one)  

Professor  
Associate Professor  
Assistant professor  
Instructor/Lecturer  
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How is Physical Education Taught in Schools? 

In recent years, local and regional district authorities have begun to closely 

monitor both the standard and the quality of teaching performance in public schools. 

Consequently, there has been much interest in the identification of teaching skills and 

competencies (Mawer, 1995).  This monitoring action supports the notion that schools are 

charged with the responsibility for the educational development of children and that 

society is concerned with how successfully it is being done. The importance placed on 

schools and teachers to ensure that students are reaching standards of acceptable, if not 

excellent, performance has possibly never been higher.  

Although there are many possible contributing factors that can affect the 

performance of children in school settings, it can be argued that the degree to how well 

children perform at school can be closely linked to the teaching that they receive on a 

daily basis. Therefore, in order for children to have the best opportunity to reach their full 

potential, it would seem to be essential that teachers engage in teaching practices that 

promote student achievement (Hickson & Fishburne, 2001). Consequently, if educators 

are to assist in the educational development of children, it is important that they are aware 

of how to successfully teach all the curricula subject areas that they present to children 

daily.  

Through classroom investigation, researchers have been able to determine 

effective research-based teaching practices that are related to positive learning outcomes 

(Borich, 1996). This understanding has led to the use of the term effective teaching when 

discussing teachers and the techniques used to enhance student learning. Although 

identifying the facets of effective teaching can be a difficult task, such identification is 
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necessary if teachers are to become better in their practice (Rink, 1996). Therefore, being 

an effective teacher is both an important and a critical goal for all educators to aim for 

and achieve (Hickson & Fishburne, 2001). 

What is Effective Teaching? 

Effective teaching is a term that is difficult to define in a precise manner 

(Kirchner & Fishburne, 1998). Not only is the concept of effectiveness difficult to define 

but the term itself, or the use of similar terms to mean the same thing, can prove to be 

confusing. Consequently, researchers have found it problematic to distinguish between 

many of the commonly used terms (Berliner, 1986; Siedentop & Elder, 1989).  For 

example, effective, experienced, exemplary, master and expert are just a few of the terms 

used to describe the manner in which successful teachers teach. Interestingly, there are 

times when these terms have been used interchangeably even within a single study, 

research investigation, or piece of writing (Hickson & Fishburne, 2001).  

The essence of any of the terms that are used though is that teachers are viewed as 

successful in their teaching when students are equally successful in their learning. The 

definition provided by Harris (1999) that effective teaching is a term that is used when 

teachers are successful in achieving an intended learning outcome from students seems to 

be most appropriate and has been supported by others (Berliner, 1987; Brophy, 1979; 

Gage, 1978; Rosenshine 1987).  

Although the definition linking effectiveness with learning arose from classroom 

based research and investigation, the idea of achieving intended learning outcomes has 

similarly been identified as important for teachers of physical education. Siedentop 

(1991) concluded that effective physical education instruction could be defined as the 

2008 HICE Proceedings 
Page 199



management of students in order to decrease interruption, increase the amount of time for 

learning, and the organization of learning time with activities that are matched to student 

abilities in order for optimal learning to take place. In a similar vein, the National 

Association for Sport & Physical Education (NASPE) (2002) in the United States stated 

that an effective teacher of physical education is:   

…someone who is able to integrate knowledge and understanding of human 

movement and physical fitness, student growth, and development, and current theories in 

order to facilitate student learning so that students become physically fit, competent 

movers and understand a range of movement forms. ( p. 34) 

 Teacher Perceptions of Effective Physical Education Teaching 

With regard to effective teaching of physical education, studies indicate that many 

teachers believe they are teaching effectively (Romar & Siedentop, 1995 as cited in 

Siedentop, 1998). This self-evaluation of effectiveness is based primarily on the teacher’s 

own perception of important teaching criteria: such as explanation, feedback, 

demonstration, and student enjoyment. According to Siedentop (1998), for the most part, 

these perceptions could be considered accurate.  Teachers do include such things as 

explanation, feedback, and demonstration in their lessons, and students do enjoy classes. 

However, it could be argued that these self-evaluations of teaching behaviours are based 

on inaccurate perceptions of effective teaching. From the definitions of effective 

classroom teaching provided by Berliner (1987), Brophy (1979), Gage (1978), Harris 

(1999) and Rosenshine (1987), and also those definitions provided by Siedentop (1991) 

and NASPE (2002) that focus directly on the physical education setting, such perceptions 

would not be considered accurate measures of teacher effectiveness since student 
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learning is not considered. 

It would seem that if student learning is an essential goal of teaching and the 

educational system, then teachers, regardless of curricula subject area, should view 

student learning as being of prime importance. However, in the area of physical 

education teaching, there is considerable research evidence to suggest that this is not 

necessarily the case (Borys & Fishburne, 1986; Fishburne & Borys, 1987; Hickson & 

Fishburne, 2002; Placek, 1983; Schempp, 1983, 1985).  

Placek (1982 as cited in Placek 1983) investigated teacher planning in physical 

education. She noted that student behaviour and environmental unpredictability had the 

greatest impact on a teacher’s planning. Placek noted that successful physical education 

teaching was often defined by the teachers as keeping students participating (busy), with 

minimal misbehaviour (good), while providing enjoyment (happy). Placek concluded that 

the teachers were more concerned about student behaviour than the transmission of 

knowledge. In an attempt to further understand physical education teaching, Placek 

(1983) investigated pre-service teachers’ perceptions of successful and unsuccessful 

physical education teaching. Similar to experienced teachers, Placek reported that pre-

service teachers regarded successful teaching when their students were being busy, 

happy, and good. 

Schempp (1983), in studying the transformation from pre-service teacher to 

teacher, found that pre-service teachers rated physical education activities that were 

teacher approved as being very important. However, it was not the activity that was of 

key importance, but student engagement in the activity. In analyzing pre-service teaching, 

Schempp (1985) noted that keeping students busy was of prime importance for pre-
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service teachers when teaching physical education. Pre-service teachers were satisfied 

when students were working (busy), enjoying themselves (happy), and were responding 

with questions and doing as they were told (good). 

Borys and Fishburne (1986) replicated Placek’s (1983) research in a Canadian 

university setting with high school pre-service teachers. Their findings supported the 

conclusions drawn by Placek. Pre-service teachers conceive successful physical 

education teaching not to be related to student learning but rather in keeping students 

busy, happy, and good. In gathering further information on successful physical education 

teaching, Fishburne and Borys (1987) compared the conceptions of elementary school 

pre-service teachers with those of experienced elementary school teachers. Once again, 

learning was not found to be the prime goal associated with successful teaching. 

Hickson and Fishburne (2002) in a study comparing elementary school pre-

service teachers’ and experienced elementary school teachers’ perceptions of successful 

physical education teaching compared to other curriculum areas, found that in physical 

education teaching the trend of busy, happy, and good was evident for both pre-service 

teachers and experienced teachers, with student learning receiving a low priority. 

However, when considering successful teaching in other curriculum areas, both pre-

service teachers and experienced teachers, rated student learning as the highest indicator 

of successful teaching.  

The research findings of these studies suggest that both pre-service teachers and 

experienced teachers regard the teaching of physical education different from the 

teaching of other curriculum areas.  The participants’ perceptions of successful physical 

education teaching did not match the definitions of effective teaching, that link 
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effectiveness with the achievement of intended learning, provided by Berliner (1987), 

Brophy (1979), Gage (1978), Harris (1999), NASPE (2002), Rosenshine (1987) and 

Siedentop (1991).  

Possible Reasons for the Lack of Learning in Physical Education 

The possible reasons why teachers regard physical education experiences 

independent from learning outcomes is an important issue that needs exploration. 

Physical education is a curriculum area that some researchers have termed as 

marginalized (Richard & Picard, 1999, Tremblay, 1998, 1999). It can be argued that in 

the hierarchy of school curricula subjects, physical education receives a low status. 

Educators have not always recognized the role of physical education in the school 

program of studies as important and it is one, among a small number of curriculum areas, 

which tends to receive secondary status in the hierarchy of school subjects. As Hardman 

(2000) stated: 

World-wide, it is obvious that as an ascribed practical subject, physical education 

does not have equal status in the curriculum because of its perceived subservience to 

academic traditions…belief and value systems on all continents favour academic 

hegemony in schools…Consequently, (physical education) is not appreciated for its 

potential to contribute to the educational experience of children and hence, has lower 

prestigious esteem on the hierarchical scale of school curriculum subjects. (p. 31) 

Recent years, in particular, have seen the role and status of physical education 

change and in many cases diminish in schools. Although a number of issues have 

impacted negatively on the promotion of quality physical education programs, the 

perceived value of physical education, the competition for time within the school 
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timetable, and the manner that physical education has been taught to students are three 

key issues that have been particularly harmful.  

With regard to the perceived value of physical education, Hardman (2000) in a 

study of how physical education programs are implemented throughout the World, 

collected information from 167 nations, autonomous states, and provinces. The findings 

from this large-scale survey were most revealing. Hardman concluded that educational 

partner groups (parents, teachers, and head teachers) were generally unsupportive of 

physical education and were generally antipathetic towards its goals and aims. The results 

indicated that: School administrators regarded physical education as a non-academic 

subject with an orientation toward recreational activity rather than educational 

experiences; teachers, other than physical educationalists, regarded physical education as 

a peripheral subject, non-academic, lacking in educational value, and being a recreational 

activity, and parents viewed time spent in physical education as a threat to academic and 

examination performance. 

Such attitudes may well influence the amount of time allocated to physical 

education in school timetables. For example, in Canada, despite recommendations from 

the Canadian Association for Health, Physical Education, Recreation, and Dance 

(CAHPERD) (1992) stating that children should receive physical education for at least 

150 minutes per school week, there are still educational jurisdictions that have no 

recommended or stipulated time allotments for physical education. In these cases, 

principals and teachers can decide on the time allocated to their weekly physical 

education program. This freedom of choice has resulted in some children receiving as 

little as one 45-minute class of physical education per school week (Richard and Picard, 

2008 HICE Proceedings 
Page 204



1999). This trend can also be seen in other countries. For example, in the United 

Kingdom, the National Association of Head Teachers (1999) concluded that the emphasis 

on literacy and numeracy programs has caused other subject areas, such as physical 

education, to suffer. Warburton (2000) stated that from a survey of schools in Northern 

England, over half of the schools reported that their students received only one 30-minute 

physical education class per week. Similarly, in the Shape of the Nation Report (NASPE, 

2001), it is indicated: that in the United States there is no federal law that requires schools 

to provide physical education programs; that Illinois was the only state that required daily 

physical education for all students; that at the elementary school level state mandated 

requirements varied across the country from 30 minutes per week to 150 minutes a week 

(NASPE recommends 150 minutes per week); that at the middle school level state time 

requirements ranged from 80 to 275 minutes per week (NASPE recommends 225 minutes 

per week); and, that the majority of high school students took physical education for only 

one year between their 9th and 12th grades. 

Richard and Picard (1999) suggested that physical educators might have also 

contributed to the low status and value of physical education within the school system 

through poor teaching. Teachers have provided “…programs that lack the presence of 

real, structured and systematic educational goals” (p. 45). Siedentop (1998) concluded 

that the state of teaching of secondary school physical education programs in the United 

States was such that if the programs were to completely disappear it would not be a great 

loss. The alarming content of Siedentop’s statement is, unfortunately, not an entirely new 

thought. Nearly 25 years earlier, Locke (1975) suggested that the curriculum area of 

physical education was not harmed by bad teaching but rather that it was plagued by the 
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issue that there was no teaching occurring. This notion can be clearly observed even in 

present day school environments, when students are presented with a situation where they 

are involved in activity in the gymnasium or on the playing field but not engaged in 

learning. This is often referred to as rolling out the ball or letting the game begin. 

Students may well be participating, but at varying levels of success and involvement, 

with no actual teaching occurring to improve performance or to create understanding or 

knowledge. Siedentop and Tannehill (2000) termed this experience for students as 

supervised recreation. As Graham (2001) noted, without a specific focus of what students 

are expected to learn in a lesson, not just do, a teacher is simply keeping the children 

occupied. It could be argued that many students in our schools experience programs that 

emphasize activities that are not taught with planning, progression and sequencing in 

mind and, consequently, such programs offer little in the development of student 

learning.  

Richard and Picard (1999) raised the issue of the relationship between physical 

education and physical activity. They contended that the terms were not interchangeable. 

Providing opportunities for physical activity is not guarantee of educational learning. 

Being active is substantially different from educating students about body management 

and awareness, motor skills, physical fitness, and health. The effective teacher of physical 

education not only has physical activity occurring in lessons but also there are 

educational objectives that promote students to achieve learning outcomes.  

This issue is further complicated by the increased emphasis of needing to change 

the present trends in childhood disease and inactivity. Recent years have seen a plethora 

of information concerning the physical health of children in our society. The vast 
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majority of this information centres on the latest childhood statistics that have been 

released concerning the status of children’s health. It has been clearly shown that children 

are not active enough for optimal growth and development, that they are becoming more 

inactive and less fit, that the rates of childhood obesity are rising, and that other illnesses 

and diseases that are related to physical inactivity, such as diabetes, are also increasing 

alarmingly. Such information has resulted in many school jurisdictions mandating Daily 

Physical Activity programs. This move has added a new complexity to the role of 

physical education in schools as it is possible that the subject area of physical education 

could become secondary to the implementation of physical activity programs. While the 

importance of physical activity is without question, this is a dangerous situation as 

physical activity in itself does not create a physically educated person (Fishburne & 

Hickson, 2005).  

Another critical issue connected to how physical education is taught in our 

schools is the consideration of teacher and school professional development. At present, 

many public school systems provide opportunities for individual teachers and whole 

school staffs to investigate their teaching practice and performance. While these 

opportunities are available to investigate any of the areas of the school program and 

school operations, it might be suggested that the majority of this interest tends to focus on 

the areas of teaching and learning of reading, writing and mathematics. It can be argued 

that this emphasis is due to the accountability placed on schools for student performance 

in these subject areas in recent years. Increased school wide testing, the publishing of 

school achievement in reaching standards of excellence with student learning in core 

curricula areas such as reading, writing, and mathematics have tended to place a heavy 
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responsibility on the shoulders of school personnel. Consequently, improving practice in 

the areas that are to be tested and published is seen to be vitally important, possibly more 

important than looking at teaching and learning in areas such as physical education. For 

example, in Canada, the British Columbia Physical Education Curriculum Review Report 

(2001) indicated that only 1.7% of British Columbia schools mentioned physical 

education as a part of their annual growth plans. Since schools base their professional 

development and in-service priorities on their growth plans, it can be assumed that 

physical education teaching is not regarded as an issue needing school-based attention. 

Yet, in the same report, it was stated that despite provincial standards indicating 

recommended time allotments and clear student learning outcomes, the majority of 

schools do not allocate the recommended percentage of instructional time, that significant 

proportions of the curriculum were not being taught, and that teacher expertise was a 

barrier to curriculum implementation. 

It is the accumulation of issues such as these that has produced a negative effect 

on the promotion of physical education in school environments and has affected the 

understanding of its value, importance, and contribution to the development of the whole 

child. 

An Important Benefit of Emphasizing Learning in Physical Education 

Many educational jurisdictions now refer to life-long active living as a goal of 

their physical education curriculum. In such curricula, it is hoped that physical education 

can promote a positive attitude toward being physical active and increase participation 

rates not only in children but also during their adulthood. It would seem that in order to 

achieve such a change in student attitude and behaviour, it requires students to be 
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comfortable with their skill level and physical performance. However, how many 

children, or even adults, like to do something on a regular basis if they do not enjoy or 

feel comfortable doing it or are unable to perform it very well? Malina (1996) stated that 

the more competent a person is when they are younger, the more likely they will be 

active later in life. Therefore, the teaching of students to be competent and to excel in 

their physical performance should be an aim of all teachers of physical education. Just the 

same as it surely is that teachers of mathematics or language arts wish their students to be 

competent and excel in numeracy or literacy.  

Quality physical education programs can promote the holistic development of 

students that no other school curricula can (Richard & Picard, 1999). A well-structured 

physical education program can enhance and improve the movement proficiency and 

self-concept of students, thereby promoting the chances for life-long involvement in 

physical activity and, ultimately, better health. 

Summary 

The knowledge, skills, and attitude to become a physically educated person are 

necessary and key components of a physical education program (Fishburne & Hickson, 

2005). As Corbin (2002) concluded, a physical educated person must be fit, skilled, know 

the value of physical activity, and understand the benefits of physical activity.  If children 

are to truly become physically educated then we, as educators, need to ensure that we 

teach for this understanding through effective teaching practices.  This can be 

accomplished through the utilization of effective teaching practices that have student 

learning as a central consideration and basic tenet. Learning, therefore, has to be foremost 

in program planning, lesson delivery, and student assessment and evaluation.  
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Teachers of physical education have the responsibility to change or continue to 

use those characteristics and skills that are effective for student learning. It is only then 

that students will receive the instruction that they need to gain the associated health 

benefits from being physical active and to truly become physically educated (Hickson & 

Fishburne, 2001) 
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Understanding the use and misuse of technology in  
pre-service education through Cognitive Work Analysis  

 
Kim MacKinnon    Earl Woodruff 

OISE/University of Toronto 
 

Abstract 
This paper explores the use of Cognitive Work Analysis (CWA) in supporting socio-
technical approaches to pre-service teacher education. In particular, the authors report 
on how CWA was used to inform the design of an open online electronic research forum. 
Uses and misuses of the technology are discussed within the context of the Cognitive 
Work Analysis.  
 
 
1. Introduction 

This paper examines the role of technology in pre-service education.  Specifically, 
we explore the ways that people and technology are brought together to form what 
Vicente (2003) calls a Human-Tech system.  The Human-Tech system emerges as a result 
of interaction between the human system and the technology system. Vicente (2003) 
argues that problems encountered between people and technology are due to the fact that 
tool design often ignores knowledge about humans and how they go about work in their 
daily lives. He notes that the “Mechanistic” tendency to look at the design of technology 
in terms of what can be done, rather that what should be done. “The net result is that 
technological systems are therefore usually reliable only from a narrow technological 
perspective – because their designers had the know-how to develop products or systems 
that have an affinity with the relevant aspects of the physical world, and the physical 
world only” [emphasis added] (p. 33).  

We suspect that the Human-Tech system in many pre-service programs may be 
producing problems of acceptance and misuse in education since questions about the 
meaningfulness of technology as a tool for learning still abound.  In general, it seems that 
while access to technology in schools has improved over the last few decades, its use still 
varies widely, both in terms of frequency with which it is being integrated into teaching, 
and with the kinds of learning activities it supports (Becker, 1999). Often, computers are 
sitting idle in the back of classrooms or in labs, and when they are used it is for little 
more than editing documents and conducting Internet searches. Some more extreme 
views on the topic suggest that in the last century technology has actually had no real 
changing impact on education (Cuban, 2001; 1986). 
 For educational researchers, questions about the value of, and use for technology 
have more recently been explored in the context of authentic learning environments 
through a process called Design Research (Bereiter 2002; Brown, 1992; Collins, 1992; 
1999; Edelson, 2002). However, this authenticity comes at the expense of having to deal 
with the messiness of real life contexts and it is often difficult for researchers to 
determine clearly which variables are having an effect. To date there are no generally 
accepted ways of systematically trying to identify which variables should be part of the 
design research process in education.  We propose that adding Vicente’s Cognitive Work 
Analysis to Design Research methodology will help us to both (a) identify and prioritize 
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the variables we need to address, and (b) thus produce more effective Human-Tech 
systems for use in pre-service education programs. 
 

Cognitive Work Analysis 
 
 Over the past two decades, a tool called Cognitive Work Analysis (Rasmussen, 
Pejtersen & Goodstein, 1994; Vicente, 1999) has been developed within the fields of 
engineering and ergonomic design. Cognitive Work Analysis (CWA) supports the 
creation of technological solutions that are informed by the unique attributes of the 
human systems in which they will be used. These attributes include things such as: the 
functional purpose of the work system (e.g., why the system was created), the 
organizational goals of the work system (e.g., visions and objectives), personal 
capabilities of the workers in the system (e.g., skill requirements, training) and the day-
to-day kinds of work that are typically carried out within the system (e.g., in order to 
accomplish organizational objectives). 
 Some examples of the work systems in which CWA has been applied to 
technological design include: aircraft engineering, health care, military and more recently 
in the social sciences, for improving the design of information retrieval systems (Fidel & 
Pejtersen, 2004). Currently, at the Ontario Institute for Studies in Education of the 
University of Toronto, there are two ongoing studies looking at the utility of CWA as a 
tool for informing technological design in learning systems: one at the level of 
primary/junior education (Woodruff & Nirula, 2005; Nirula & Woodruff, 2007) and the 
other, in the context of initial teacher education, reported here. 
 There are different ways of organizing the attributes, or contextual constraints of a 
work system. One of the more intuitive frameworks comes from Vicente (2003), in which 
attributes are described in terms of: political (laws, state/provincial regulations), 
organizational (rules, policies, visions, goals created by stakeholders in the system), team 
(interactions between stakeholders, unwritten ‘ways of doing things’), psychological 
(personal skills, capabilities) and physical (distribution of objects and resources, human 
physical traits) “constraints”.  
 
2. Implications of CWA for Technology-Based Design Research in Education 
 Through the use of CWA, the attributes (or constraints) of the learning system 
(e.g., a classroom) in which technology is being used, are made more explicit and are 
organized in such a way that they can support a more systematic and less covert 
manipulation of variables by design researchers. Therefore, the goal of using CWA in 
Design Research, is to find out as much as possible about the attributes of the system and 
from there, determine what is likely to work and not work given the existing constraints 
of the learning context. Furthermore, increasing the amount of information researchers 
have access to from the beginning of the inquiry process is likely to help improve the 
explanatory power since the design can be more intentionally structured around the CWA 
identified constraining variables. 
 Lastly, by improving the likelihood that the design of technology (“hard” 
technology) and pedagogy (“soft” technology) fit with the specific human attributes of 
the learning system, researchers are still able to examine the value of cutting edge 
innovations, but they do so in a ways that reflect more local values already present in the 
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learning context. In other words, the educational value of technology is not simply treated 
as an abstract, and primarily intellectual problem, but as a contextually specific one. 
 
3. Method 

In the current study, we set out to identify the learning system constraints of a 
two-year pre-service program, in which professional development is geared towards 
adaptive expertise (Darling-Hammond & Bransford, 2005) models of teaching - effective 
and innovative practitioners, that have a workable knowledge of educational theory and 
pedagogical skill, but they are also committed to bringing about changes to practice that 
will make a difference in the lives of their students (Fullan, 2001; MacKinnon, 2006). 
 The use of Cognitive Work Analysis to inform the Design Research process in 
this study revealed that access to research support was a problem in this program. As part 
of the program, pre-service students are required to conduct an action research project, 
which is predominantly supported through face-to-face and/or email contact with a 
supervising faculty member. Multiple data points suggested that any design strategies 
implemented by the researcher of the current study would need to take into account the 
constraints identified around access. 

There are multiple phases that make up the research process in this study, including 
both traditional applications of Design Research as well as newly added procedures 
around Cognitive Work Analysis. The Cognitive Work Analysis portion of the study was 
guided by the Work Domain Analysis framework proposed by Naikar, Hopcroft & 
Moylan (2005). The stages of research carried out were as follows: 
 

i. Observation 
The researcher observed second-year students in the program during the year 
preceding the main design study (2005-2006), in the context of a required course 
in Educational Psychology. In this course, the instructor had attempted to 
establish some support for the action research project through her final 
assignment. 

ii. Document Review 
All written documentation about the design of the two-year program, including 
program calendars, an Internet site as well as examples of course outlines were 
reviewed. 

iii. Targeted discussion and questionnaires 
Towards the end of the observation year, the researcher conducted targeted 
discussion with various stakeholders in the program, including students and 
faculty. 

iv. Interviews 
The researcher conducted semi-structured interviews with various stakeholders in 
the program, including students, faculty and program coordinators. Each 
interview lasted approximately 45 to 75 minutes. These interviews began with the 
faculty in June 2006 and were completed with students, and remaining faculty and 
coordinators by October 2006. 
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v. Draft work domain analysis and constraint analysis  
A working draft of the work domain and constraint analysis was developed to 
guide the design of a research support tool for the new school year beginning in 
September 2006. 

vi. Design 
Following the draft work domain and constraint analysis, a research support tool 
was designed and implemented during 2006-2007 based on some of the more 
pressing and workable constraints identified (which included the access constraint 
discussed here). 

vii. Data collection and modification 
Data collection based on the design was carried out during the year. Data 
included: questionnaires, informal discussion and field notes, online discussion 
notes, and results from the Analytic Toolkit (a program developed to analyze 
online contributions/interaction – such as number of notes contributed). 

viii. Verification  
Completion of the audio-to-text transcription (approx. 100 hours of transcription 
time), and verification of the interviews in the form of an interview audit is 
currently being conducted by the researcher. Ideally, verification in the form of a 
member check would be performed directly after the interviews, or the draft work 
domain analysis and constraint analysis. However given the nature of the pre-
service programming, in particular a 5-week long absence from university classes 
due to practicum, access to participants was an issue and therefore it was not 
possible to perform a member check within a reasonable amount of time 
following the interviews. Therefore, the researcher opted to perform a verification 
audit at the completion of the data collection phase. 

ix. Final version of work domain analysis and constraint analysis 
A final version of the work domain and constraint analysis will be developed 
during the summer 2007. Results will then be triangulated with data collected 
from the 2007-2008 faculty and students in the program. 

x. Reflection 
The outcome of the design study will be analyzed using traditional methods of 
qualitative analysis (e.g., content analysis), in addition to a comparison with 
expected outcomes based on the Cognitive Work Analysis. 

xi. Re-Design 
A re-design of the research support tool will be completed and implemented 
during the 2007-2008 program year, based on further results of the Cognitive 
Work Analysis as well as the outcomes learned from the initial design in 2006-
2007. 

 
 The participants (n=23) in the study were gathered from a two-year pre-service 
program at an Ontario university, in which teacher certification is combined with a 
Masters level program in educational theory. Students in the study were enrolled in the 
second year of the two-year program; the year in which they are expected to carry out and 
complete a major action research project.  A sub-set of the group (n=8) served as the 
target group for intense year-long evaluation of the technology support tool and 
mentoring. 
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Access-Related Constraints Identified Through CWA 
 

The main constraints pertaining to access, around which the research tool was designed, 
were as follows: 
 

a) Access to support 
Students in the program are not automatically assigned a research supervisor. 
Once students find themselves a supervisor, they typically carry out the advisory 
relationship through face-to-face or email contact on a monthly basis (on 
average). Many students do not have a supervisor by the beginning of the second 
year of their program (when the bulk of the research typically takes place). 

b) Access to knowledge and skills 
Most of the students have little to no experience conducting formal research.  Of 
the students that have had some experience, it is often limited to psychology or 
science and therefore, they have little experience with conducting classroom-
based action research. 

c) Access to extended time for conducting research and reflection 
The two-year pre-service program is structured so that students are in class three 
days a week for six hours (3 hours, 1 hour break, and another 3 hours). Many 
students spend the evenings and days off from class working on course 
assignments and readings, or working part-time jobs. Twice during the year there 
is a five-week break from university classes, which are spent in practice teaching 
placements. By the second year of their program, students are expected to assume 
most or all of the teaching responsibilities during these practicum placements, 
leaving little opportunity to focus on their research or to be able to come to the 
university for assistance from their research supervisors. 

d) Access to opportunities to collaborate with peers 
The research projects are not collaborative – they are done individually. Although 
some students share their topics and progress with some of their peers, there are 
no formal opportunities for students to work together, and relatively few informal 
opportunities to present their work to their class. 
 

 
4. Design 
 An online research mentorship program was implemented during the 2006-2007 
year to help address some of the access-related constraints mentioned above. The 
research mentorship was designed in an online discussion forum called Knowledge 
Forum (Scardamalia et al., 1989), in which all students had open access to contribute 
notes about the progress of their research and/or ask questions related to their research. 
Students could also read and respond to research-related notes posted by their peers. 
Students were divided up into small virtual research groups based on their research 
interests. Each group had their own online view in which they could discuss their 
research. In addition, each group had a research peer mentor assigned to it. These 
mentors (n=6) were doctoral students in education, three of whom were also teachers. All 
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of the mentors had extensive knowledge and skills related to various forms of qualitative 
research, including action research. 
 The main attributes of the design that were geared towards addressing the access-
related constraints were: 
 

24-hour access to support: Students were able to log into the research forum 24 
hours a day, 7 days a week – meaning it was available to them at any time 
throughout the year, should they have a question, or encounter a problem 
regarding their research projects. Furthermore, since the forum was available 24-
7, students were able to access it at their own convenience, depending on their 
own work needs and schedules. 
Peer research mentor: In addition to providing support when the research 
supervisor was unavailable (or when a supervisory relationship had yet to be 
established), the peer research mentors were also able to serve as an additional 
resource, providing further insights, suggestions and editing during the research 
process. 
Virtual research group: Students were divided into smaller groups of 3 to 5 
people based on proximity of research interests. By being grouped according to 
common research interests, it was hoped that the students would benefit from an 
opportunity to discuss their projects with a relatively small number people (as 
opposed to the whole class, and with people not necessarily interested in the same 
topics), as well as share resources, such as journal articles, books and Internet 
resources. 
Open access forum: Although students were divided into smaller virtual research 
groups, students (and mentors) could read and respond to all notes contributed in 
the research forum. Therefore, students (and mentors) could still benefit from the 
advice and discussions taking place in other groups. 

 
5. Results and Discussion 

Overall, the design of the online research mentorship was successful, and found to 
be useful for many of the pre-service students involved in the study. According to an end 
of year survey (response rate = 87%), the students found the mentorship to be useful for 
the following reasons: 

 
• Helping to come up with research questions 
• Helping to design my research method 
• Helping to narrow down and/or locate literature about my topic 
• Helping with my data analysis 
• Editing my written work 
• Emotional support/encouragement to complete my research 
• Just knowing I have someone there 24-7 to go to for research assistance when I 

need it 
 
 Some of the particular results of the study are reported below, according to the 
access-related constraints that were being addressed through the design: 
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 24-hour access to support: During the year, between September 2006 and April 
2007, there were approximately 136 notes created in the online research 
mentorship. Of the number of notes created, there were 523 reads generated. On 
average, there were 17 notes created per month, and 65 reads generated (reported 
weekly, on average there were 4 new notes created and 16 reads generated). The 
students themselves accounted for approximately 40% of the note creating 
activity, and 47% of the readership activity. 
  Overall, 15 of the 23 participants contributed notes to the research forum. 
All students read notes contributed to the research forum. At the end of the year, 
three students admitted that the research mentorship was their primary source of 
support for their research (as opposed to their research supervisor, other faculty or 
peers). Two other students listed the research forum as their secondary source of 
support. 

 
Peer Research Mentor: Mentor notes accounted for approximately 60% of the 
total reads generated in the research forum. The average percentage of mentor 
notes read by students in their virtual online research groups ranged from 32.1% 
to 42.5%. Discussion threads between mentors and students ranged from 2 notes 
to 14 notes in length, per thread. 
  In addition to attracting within-group readership, all of the mentors 
attracted readership by students outside their own research group. The number of 
these “outside student lurkers” ranged from 3 to 11 for each research group. 

 
Virtual research group: The average readership for each of the research groups 
ranged from 41.5% to 48.2%. In all the research groups, readership was highest 
for notes contributed by the mentor than for notes contributed by student peers. 
Many of the students (n=11) read notes by the mentors exclusively (reading no 
notes contributed by their student group peers). 
 
 Open access forum: Approximately 58% of the reads in the research forum were 
generated by readership from outside the research groups (outside members). The 
average number of outside notes read by students was 4. The largest outside 
readership activity was done by the mentors, with an average of 34 reads. 

 
 By implementing the online research mentorship in order to address some of the 
access-related constraints identified in the two-year pre-service program, students were 
able to get help that they otherwise might not have access to throughout the process of 
completing their action research projects. Students were able to log on to the forum as 
needs arose, and at times most convenient to their individual working needs. 
 Overall, many of the students found the online research mentorship to be helpful, 
and in particular three students noted that the mentorship was their primary source of 
support for their research. While it is important to note that not all of the students 
contributed notes to the mentorship, all of them accessed the forum in order to read notes 
contributed by their peers and/or the mentors. This suggests that some students may have 
been able to gain some information or assistance through reading notes in the forum, 
even if they did not ask the questions themselves.  
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 In addition, many of the students that were active in their own research groups 
also chose to read notes from individuals outside of their group. This seems to indicate 
that the open access component of the design was of some use in addition to the small 
virtual research group design. 

Some of the problems noted during the study were: 1) not all of the students were 
active contributors in the forum, 2) many students only read notes contributed by the 
mentors, and 3) none of the students collaborated with their peers about their research in 
the context of the forum (in other words, students discussed their research with the 
mentors, but not each other). The first two problems may have been partly due to the fact 
that students in the program have very little time to work on their research, and so they 
optimized their time in the forum in ways that best suited their needs. In terms of the third 
problem, it could be that students tended to discuss their research with peers during face-
to-face classes, or through other means, such as email. 
 
7. Conclusion 

Our preliminary analyses suggest that by using Cognitive Work Analysis to 
inform the design research process in this study, the researcher had access to information 
about many attributes (constraints) of the learning system (the two-year pre-service 
program) that otherwise may not have been apparent. In addition, by organizing 
information about the constraints into the categories suggested by Vicente (2003), the 
researcher was able to implement a technological design (an online research mentorship) 
that was logically and objectively connected to specific needs within the system (e.g., 
access-related issues pertaining to carrying out student action research). Furthermore, at 
the completion of the study, the researcher has the resources with which to begin 
explaining outcomes of the study according to the system constraints, as well as reflect 
on possibilities for future design that might be targeted around constraints not specifically 
addressed as part of the study. 

The study also reveals that students have many reasons for accepting or rejecting 
technology in higher education programs.  Sometimes, program elements that faculty 
believe will produce a higher quality educational experience can be seen, by the students, 
as elements that simply make their jobs harder—and this is a belief that forms before they 
can experience the outcomes.  Cognitive Work Analysis holds promise to help us sort out 
the misuse of technology from well designed Human-Tech systems that are both accepted 
and effective. 
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Engaging New Professors in the Scholarship of Teaching 
  
 

In today’s academic world, university administrators need to not only be creative 

in managing large scale work environments that incur tremendous personnel costs but 

also in ensuring that quality educational experiences are provided to all students enrolled 

in courses.  

It is not unusual for college and university administrators to report that at least 

90% of their academic budgets involve personnel costs. The largest component of these 

personnel costs tends to be faculty salaries (Thomas, 1997). Thomas further suggested 

that by the time tenure is either awarded or denied to a faculty member that institutions 

have invested between $500,000 and $1,000,000. In light of this, the development of new 

faculty members would seem to be a critical issue that requires careful consideration.  

However, the current expectations and demand for faculty members to conduct 

research and publish findings may be contributing to a complex phenomenon for 

institutions. For example, due to the pressures of publish or perish placed on faculty 

members (Booth, 2004, DeRond & Miller, 2005) at large research intensive universities, 

conducting research is often regarded as more important than the teaching of courses 

(Booth, 2004).  

Most new faculty members, however, are still expected to undertake teaching 

responsibilities and when they do so they have a direct impact on the learning 

experiences of the students enrolled in their classes. Therefore, it could be argued that 

institutions need to readdress the imbalance of importance placed on research and 

teaching and provide greater support for new faculty in order to develop an understanding 

of how to effectively deliver course content that promotes student learning opportunities.  
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As the popularity of undergraduate education continues to grow and the 

investment costs of developing new faculty remain high, the need for viable programs to 

assist in the effective delivery of undergraduate courses and supporting the development 

of new faculty seems to be essential. Therefore, the notion of supporting new faculty 

members in the scholarship of teaching is something that all institutions need to be 

cognizant of.  

Faculty Development at the University of Alberta 

At the University of Alberta, the University Teaching Services (UTS) unit 

undertakes the responsibility of supporting and developing instructional excellence 

throughout the university. The UTS unit fosters such excellence by striving to improve 

the academic environment for teaching and learning through the provision of assistance 

to instructors in order to enhance their teaching skills through the exploration of new 

approaches to teaching and learning and by supporting program and course development.  

Similar to faculty development offerings at other North American post-secondary 

institutions, most of the programs and services offered by the UTS unit traditionally have 

been delivered as short seminars or workshops, focused on teaching techniques. While 

this type of professional development is an important element of enhancing teaching on 

our campus, the literature stresses the need for learning opportunities that encourage 

reflection as well as time for practice and experimentation (Brookfield, 1995; Cranton, 

1996; Katz & Henry, 1993).  

Therefore, it is important to find ways to help faculty members apply the same 

level of curiosity to their teaching as they might have for their research. Just as we desire 

that our students be active learners, faculty members also need to become active learners 
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in their role as teachers. Clearly, we need to move beyond focusing on quick fix style 

teaching techniques if it is aimed to achieve a true learning environment.  

The Research Study 

In light of these issues, the intent of this research project was to develop an 

understanding of how a program focusing on the scholarship of teaching can encourage 

new faculty to reflect on and inquire into their own teaching and how this reflection and 

inquiry can impact the learning environment for their students. 

Therefore, in particular, the purpose of this research project was to understand 

how a formally structured teaching program, called the New Professor Teaching 

Program (npTp), could engage new professors in the understanding of the academic 

scholarship of teaching.  

The npTp project was constructed based upon the latest research on effective 

practices that impact student learning in higher education. It consisted of eight seminars 

that addressed teaching and learning issues. The seminars were delivered by selected 

faculty members from a variety of faculties across campus. The npTp also included a 

mentoring component, a peer consultation, a course-redesign consultation, and several 

reflective exercises.  

In Year 1 of the research study, the eight seminars were delivered by invited 

faculty who presented their research and its implications for the teaching and learning 

environment. Participants were engaged in discussions around the seminar topics and 

were encouraged, through group discussions and written assignments, to reflect on their 

own practice and how they might begin to apply the research to their own teaching 

practice. Seminar topics included, for example, Student Learning and Motivation, 
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Instructional Design, Integrating Teaching and Research, and the Scholarship of 

Teaching and Learning.  

During the 2006-2007 academic year, UTS began the delivery of Year 1 of the 

npTp to 12 new University of Alberta faculty members. Data were collected from the 

Year 1 participants of the npTp to determine the overall effect of the program. It is 

planned that Year 2 (2007-2008) of this research project will involve continued data 

collection from those professors from Year 1 of the program and also collection of data 

from new faculty that agree to be participants in Year 2. 

The research was guided by such questions and thoughts as: 

• Which specific ideas or activities introduced in the npTp cause new professors to 

examine their teaching in new ways? 

• What changes can new professors make to their teaching for the benefit of student 

learners? 

• In what ways does a new professor’s philosophy of teaching evolve during 

participation in the npTp? 

• How does reflection about personal teaching better prepare new professors to 

enhance the learning environment for undergraduate and graduate learners? 

• How do new professors plan to continue their teaching inquiry throughout their 

academic career? 

• In what ways does involvement in the npTp affect a new professor’s overall job 

satisfaction?  

 

 

2008 HICE Proceedings 
Page 232



 6

Results 

At the present time, the research study is still in progress. The two year project is 

in its second year of implementation. Data collection in the form of questionnaires, 

interviews, and reflective writing has been conducted from Year 1 participants of the 

npTp to determine the overall effect of the program. From this data it was hoped to 

understand the lived experience of the new faculty members, their experiences of the new 

professor teaching program, and whether participation in the program was thought to be 

beneficial.   

A mixed methodology, including elements of both qualitative research and 

quantitative research design, was used to determine the success of the npTp. Descriptive 

statistical procedures were used to analyze the quantitative data and provide a basis of 

understanding of responses. The findings of the quantitative data were then utilized to 

direct the qualitative data collection. Qualitative data were interpretationally analyzed. 

Constructs, themes and patterns were identified to describe and explain the phenomenon 

being studied (Gall, Gall, & Borg, 2003). 

The findings of the data collected from the Year 1 participants indicated that the 

npTp was a success. Participants overwhelming supported the value of the npTp. All 

participants remarked that the program was helpful in developing their teaching 

repertoire and extending their knowledge of how to become an effective teacher. In 

particular, participants remarked that the opportunities to discuss issues as a group and 

reflect on personal practice were of great value. 
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 The analysis of the collected data not only identified a series of themes that were 

consistent between the participants but also indicated that the participants concluded that 

their participation in the new professor teaching program was most beneficial.  

“I’ve completely changed. I’ve taught before as a Sessional, and as a Teaching 

Assistant and I’ve completely changed how I teach, and I have a lot more 

confidence in myself, as a teacher…and it’s totally the program, I’m telling you!” 

The preliminary findings from the data identified three main themes as to why 

this experience was so positive. The three themes identified from the data collected from 

the Year 1 participants were: developing as teachers, having opportunities to discuss 

issues in a group setting, and reflecting on personal practice. 

Examples of participant responses and associated themes… 

• Theme #1 – Developing as teachers…  

“I’m an occupational therapist, I’m not a teacher. You know, I didn’t take 

teaching in school [chuckles] and there’s just a lot of things that maybe seem 

common sense to teachers, but the material in the program has been incredibly 

helpful for me.”  

 

“Some of the things we talked about in here…I did for the class that I’m 

teaching…I really wish that something like this was available to me before I 

came in to my position…even the courses that I took over from some people and 

taught for a while, I changed.” 
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• Theme #2 – Having opportunities to discuss issues in a group setting… 

“I think that this face-to-face meeting schedule is the most important issue. 

Anything else would not be nearly as effective.” 

 

“Being face-to-face is imperative and incalculably valuable…as a kind of adult 

learner...I get the most out of where you get people that are at a similar level to 

you but from a  different discipline facing the same problems.” 

 

• Theme #3 – Reflecting on personal practice… 

“I think that this is the first time I have ever really thought about teaching. It is 

pretty much the first time that I have taken the time to really think about how I 

teach.” 

 

“…this is the only time that I really have to ‘play’ with ideas around teaching.” 

“Yes, I’m a firm believer of reflective exercises. I make my students do them all 

the time. “  

Concluding Thoughts 

Although this research study still has Year 2 of data collection still to take place, 

the preliminary data collected from Year 1 participants indicated that their involvement 

was positive and worthwhile. From the themes identified, it was clear that the participants 

welcomed their participation in the npTp and thought that the program contributed to 

their development as a new faculty member. 
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In light of the high financial investment made by institutions in new faculty, 

programs such as the npTp may well be of great value. Also, as new faculty members, are 

expected to undertake teaching responsibilities, such a program can help to ensure that 

new faculty are provided with all the necessary support in order to have a positive impact 

on the learning experiences of the students enrolled in their classes.  

Supporting new faculty members in the scholarship of teaching is a critical issue.  

By doing so, institutions can ensure that new faculty members receive the support and are 

provided with opportunities to develop their knowledge and understanding in order to 

effectively deliver course material and also become to be the educational leaders of 

tomorrow!  
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Abstract:  
 

Technology can be an important tool in mathematics classrooms at all grade levels. It 

influences the mathematics that is taught and enhances students’ learning. It is up to educators to 

provide opportunities for students to use calculators appropriately for leaning mathematics. 

Research has shown that the use of calculators benefit students. Humbree and Dessart (1992) 

concluded that the calculator did not hinder students’ acquisition of conceptual knowledge and 

that it significantly improved their attitude and self-concept concerning mathematics. Smith 

(1997) found that the calculator had a positive effect on increasing conceptual knowledge that 

was evident through all grades and statistically significant for students in third grade, seventh 

through tenth grades, and twelfth grade. Smith also concluded that the calculator improved 

mathematical computation and did not hinder the development of pencil-and-paper skills. 

A simple four-function calculator can be used for mathematics instruction that goes 

beyond number crunching. Appropriate use of calculators can enhance number sense and 

conceptual understanding of our number system. The fundamental functions of graphing 

calculators make them useful tools for visualizing mathematical concepts. They can also be 

networked so each student can communicate to the teacher’s computer via hub and spoke 

technology of the Texas Instrument Navigator system (TI-Navigator). Through the use of TI-

Navigator, graphing calculators can be used for both formative and summative assessments. 

Through screen captures, what students know and are able to do can be easily accessed and 

anonymously displayed. The teacher can send questions directly to the students’ calculators. 

Students enter and send responses back to the teacher’s computer which can then display results 

to generate discussion between teacher and students as well as among students. Four functions of 

TI-Navigator are helpful for formative assessment implementation: 

a) Quick Poll – allows teachers to collect and display students’ votes to questions 

b) Screen Capture – allows teachers to monitor individual students’ work progress at any 

time 

c) Learn Check – allows teachers to administer quick and frequent formative assessment 

items and provide timely feedback 

d) Activity Center – allows students to work collaboratively to contribute individual data to 

a class activity 
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Members from the Mathematics Section of the Curriculum Research & Development 

Group (CRDG) at the University of Hawai‘i introduced fifth-grade students to the TI-73 

graphing calculators and TI-Navigator system to support their understanding of angle 

measurement. To reduce a common misconception by students that the measure of an angle is 

determined by the length of its rays or by the amount of space between the rays (Keiser 2000), 

students were first introduced to angle measurements using transformational geometry. Already 

having had experiences with the motions of translations, rotations and reflections, students 

focused on the motion of rotation to describe the measurement of angle as the amount of rotation 

formed between two rays. Since students were informed that a complete rotation was 360º, 

students used proportional reasoning to identify angles formed by rotations such as 180º, 90º, 

etc., and also realized the direction the ray was rotated determined the size of the angle. In other 

words a 270º angle and a 90º angle may look identical but are in fact different angles because of 

the rotation of the ray. Using their body to represent the center of rotation and an extended arm 

as a ray, students had the kinesthetic opportunity to make clockwise and counter-clockwise 

rotations.  

To further support the development of the concept of angle, students used Logo Light in 

the Explorer Draw feature on the TI-73 graphing calculator. Logo Light is a geometric drawing 

application that allows students to draw polygons using angle measurements. With this program, 

students must give commands of direction, amount of rotation to form the angle, and the number 

of steps forward or backward to draw segments in order to form a polygon. Logo Light provides 

an application of students’ understanding of angle in order to draw the polygons correctly. The 

TI-Navigator system networked the calculators, thus giving the project team members the ability 

to formatively assess students’ progress and provide feedback as they worked. Students were 

also able to assess their own work in relation to others. 

Workshop attendees will first explore the capabilities of a four-function calculator and 

investigate its use for instruction that goes beyond number crunching. They will also use Logo 

Light on the TI-73 graphing calculators to experience how the program can enhance student 

understanding of angle measurement and experience the networking of the calculators through 

the TI-Navigator system. Discussions on how the technology can be utilized to impact student 

learning will be facilitated. Presenters will also share work completed by the fifth grade students 

as they used the motion of rotation and technology to understand angle measurement. 
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  Recent conflicts and concerns over immigration laws as well as continuing 
problems in the middle east have increased issues related to ethic diversity and how we 
relate to those who are considered minorities or part of the “out group” in our 
communities.  Obviously education and recreation and leisure fields as well as other 
service fields can have a definite role in reducing tension and violence in our 
communities by providing training to staff and striving for understanding among 
community members. As educators what is our role as we prepare the next generation of 
recreation professionals? 
 
 Today, the United States is experiencing its second great wave of immigration, a 
movement of people that has profound implications for a society that by tradition pays 
homage to its immigrant roots at the same time it confronts complex and deeply ingrained 
ethnic and racial divisions.  The immigrants of today come not from Europe but 
overwhelmingly from the still developing world of Asia and Latin America.  They are 
driving a demographic shift so rapid that within the lifetimes of today’s teenagers, no one 
ethnic group – including whites of European decent – will comprise a majority of the 
nation’s population. In addition to immigration is the issue of “tribalization”, or 
Balkanization, of cultures.  This is the process of smaller factions dividing or splitting 
apart form the larger culture. Author and researcher Geoffrey Godbey noted 
 
 This evident in dramatic events such as the splitting apart of the Soviet Union  
 (and the possibility of countries such as China, Pakistan, India, Canada, and 
 numerous African nations splitting apart the same way) but also within the United 
 States. In the United States, numerous groups, as diverse as militia groups, other 
 cults, single-issue political groups (from groups which support Cuban-Americans 
 to the Nation of Islam to Gay and Lesbian groups to “special interest lobbies” that 
 seek to promote their specific issues and causes) are growing in importance while 
 groups that seek to represent everyone are declining. There are very few 
 organizations representing ‘the public. Godbey, 2006, p. 68-69) 

 
 Demographics indicate that by the middle of the next century the traditional white 
majority will become the nontraditional minority.  Even with this continual change in 
demographics, there has not been a significant change in the philosophy and thinking of 
recreation professionals.  The approach to designing and directing programs has remained 
relatively stagnant. This failure to change the approach of professionals in the field of 
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recreation will result in disparity between the administrators and programmers and the 
individual served.  Changes in programs alone are not the answer; there must also be a 
change in the philosophy behind the programs we offer.  Questions concerning the 
choices of America’s minority populations, how much these groups spend on recreational 
activities, and what types of recreational activities attract a cross section of racial/ethnic 
clientele, must be addressed if we are to be effective programmers for the entire 
population we serve.  The training and education our young professionals will receive in 
the university and college setting is extremely important to bringing about an 
understanding of the ethnic and cultural differences of the public we serve.  Professionals 
need to recognize the positive nature of our pluralistic society.  They must come to 
realize that having a diversity of cultures within a single community is not a problem or a 
threat, but rather an asset.  It will test the premise of the fabled melting pot, the idea, so 
central to national identity, that this country can transform people of every color and 
background into “one America” It will add to the mixed salad theory where all 
individuals added together will improve the whole.  This is obviously based upon the 
need for our taste for salad to increase and our love for a blended stew to diminish. 
 
 The importance of providing a basis of multicultural education among 
professionals in the education and service fields can not be overlooked. The changes in 
demographics have been identified for decades.  In 1990 a statement that was made 
exemplified this feeling. “It is estimated that already one American in four defines 
himself or herself as Hispanic or nonwhite and that by the year 2056, the “average” U.S. 
resident as defined by Census statistics, will trace his or her descent to Africa, Asia, the 
Hispanic world, the Pacific Islands, Arabia –almost anywhere but white Europe “(Henry 
III, 1990).  Individuals look at this influx of ethnic and racially different clientele in 
different ways.  There are those who would only see the problems associated with 
determining the needs of a pluralistic society as opposed to all of the opportunities.  They 
are more concerned over long held stereotypic views of these ethnic groups than on 
understanding the real needs they may have. It should go without saying that today’s new 
arrivals are a source of vitality and energy, especially in the larger cities to which many 
are attracted.  Diversity, almost everyone agrees, is good: choice is good; exposure to 
different cultures and ideas is good. 
 

Training to Serve a Multicultural Community 
 
 According to some individuals this increase in the numbers of minorities is a 
positive change.  This “browning of America”, as it is called, has brought an opportunity 
for capitalizing anew on the merits of many peoples from many lands.  The greatest 
determinant as to whether a pluralistic society is viewed as a problem or a challenge is in 
the attitude and perception of the professionals in the field.  Providing multicultural 
education to professionals is an essential element in our training.  Education and 
professional development will require a commitment from universities and leisure 
departments to emphasize this in their curricula. Courses that foster an understanding of 
and an appreciation for ethnic diversity are needed (Aguilar & Washington, 1990; 
Washington, 1990).  The process for accomplishing this is not impossible, it will require 
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an effort on the part of national associations to promote the need for multicultural 
education in it’s preparation programs. 
 
 Multicultural Education is usually associated with the training given potential 
secondary and elementary teachers who work in areas with a large concentration of 
culturally diverse individuals.  This thinking exemplifies the misunderstanding of what 
multicultural education is and is not.  Multicultural education by it’s self is not a course 
or subject, it is not a unit of study on society’s problems.  Multicultural education is not 
aimed at training individuals to work exclusively with ethnic minority students or 
populations.  Multicultural Education is a processing of teaching individuals to respect 
each others’ culture and values including their own.  Multicultural education is designed 
to encourage individuals to experience both their differences as culturally diverse people 
and their similarities as human beings in positive ways.  Multicultural education 
recognizes cultural diversity as a fact of life in American society, and it affirms that this 
cultural diversity is a valuable resource that should be preserved and extended.  
Multicultural education recognizes that no group lives in a vacuum…that each group 
exists as part of an interrelated whole. 
 
 Current standards that are specific to the training future teachers and especially 
service workers is woefully lacking.  If addressed at all many standards address this 
issue in a more superficial manner.  They address the idea of inclusion as it relates to 
delivery systems and areas and facilities not at a professional level of personal awareness 
toward interpersonal communication and cross-cultural training. 
 
These standards do not address the need for training students in multicultural education 
with a deeper understanding of their own personal awareness and appreciation of cultural 
values, beliefs, perceptions and attitudes. It is not at a level that would adequately prepare 
individuals to work in education or the service fields.   
 
 One of the most critical parts to a multicultural education training program would 
involve gaining an understanding of the individuals’ personal values and beliefs.  Until a 
person understands their own culture, they cannot completely understand someone with a 
different cultural background who has a different point of view. The ways in which a 
person assimilates into a given culture by means of acculturation and enculturation 
greatly affect their view of their own culture.  This ultimately determines the level of 
racism that individual practices.  An older model developed by David Hoopes is still 
applicable today in explaining levels of learning.  David Hoopes developed an 
Intercultural Learning Continuum which helps individuals identify their level of cultural 
awareness.  Based on an examination of the intercultural learning continuum principles 
illustrated and discussed below, a professional in education or any of the service fields 
can determine the level on which they are currently functioning and where they should 
strive to be. 
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Intercultural Learning Continuum 
By David S. Hoopes 1981 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 The continuum is displayed as a pyramid. Beginning at the top of the continuum 
and also representing the most narrow point of view is ethnocentrism.  The principle 
characteristic of the ethnocentric person is someone who has a relatively blatant assertion 
of personal and cultural superiority (“my way is the right way”).  The ethnocentric does 
not have an open mind and therefore would make a poor professional education or the 
field of parks and recreation and other service fields.   Next is the person who is at an 
awareness stage.  The individual stuck in this stage acknowledges the presence of other 
cultures.  The professional at this stage has not expanded his or her horizons far enough 
to be an effective  administrator.  Individuals found at the level of understanding have 
arrived at a point of recognizing differences in cultures but lack the emotional 
commitment to act on this understanding.  A professional at the level of 
acceptance/respect is capable of providing direction to programs that meet some of the 
needs of culturally diverse populations.  It is possible at this level to accept other cultures 
as they are without comparing them to or judging them against one’s own.  Professionals 
working in the recreation field need to be function at this level in order to reach ethnic 
and minority groups.  It would even be preferable that the professional approach the level 

Assimilation-Adaptation-Biculturalism-

Selective Adoption

Appreciation/Valuing

Acceptance/Respect

Understanding

Awareness

Ethno-centrism 
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of appreciation and valuing.  At this stage, the individual can put into perspective the 
strengths and weaknesses of a culture and can invest in appreciating and valuing specific 
aspects of it.  Those who study extensively in another country would possibly arrive at 
the state of selective adoption where various parts of another culture are incorporated into 
their own.  It would be rare for someone to become completely bicultural or multicultural 
as in the broadest level.  At this level the individuals’ values are truly representative of 
two cultures.  Educators and professionals in many of the service fields would certainly 
not be required to arrive at this level of the intercultural continuum. 
 
 How does this all relate in a practical sense to the way we approach programs for 
a culturally diverse community?  An understanding and practice of the following simple 
suggestions would be helpful in the administration and direction of classrooms and 
programs for culturally diverse populations.  Programmers and administrators should: 
 1.  Use the correct pronunciation and spelling of names participating in the 
programs you offer.  Participants can tell that your intention is to serve all clientele 
equally from this common courtesy. 
 2.  When communicating with participants who lack exacting skills in English, 
avoid using broken English and incomplete sentences. 
 3.  Consult with recognized leaders and influential members of the subculture to 
assist in setting up programs appropriate to the needs of that culture. 
 4.  Avoid making false perceptions and assumptions about a particular cultural 
group.  Study the culture to determine the values and beliefs. 
 5.  Take advantage of cultural customs relative to providing opportunities for 
participation in recreational activities.  One of the most vital cultural factors a recreation 
programmer can take into account is tradition.    
  
 

During the 1960’s the issue of providing programs for all races was an area of 
heated debate.  By the 1970’s the threat of racial violence had subsided and many of the 
funded programs had disappeared.  During the 1980’s there was a lack of concern about 
serving ethnic minorities.  “What was a dominant priority within the field a short time 
ago has become almost totally submerged-a forgotten issue” (Kraus, 1987). In the 1990’s 
when much of the immigrant growth was taking place there appeared to be a level of 
disbelief or ignorance related to the needs of the culturally different groups. In this new 
millennium much negative exposure has been given to immigrant rights and ethnic 
concerns. Much of the media has been negative starting with the events of September 11, 
2001. Most immigrants and people of ethnic origin are viewed with suspicion and many 
times contempt. 
 
 In an article written in the Leisure Sciences Journal in 2004.  Allison and Hibbler 
highlighted the need for better training among the professionals who work in the field of 
recreation and leisure.  “Several recreation scholars have noted that park and recreation 
teaching institutions (e.g. curriculum, textbooks) and community agencies can getter 
prepare students/staff/management in both intercultural competence and communication 
skills.  A more comprehensive approach is essential to prepare students with 
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interpersonal, intercultural, and organizational skills and strategies to work in diverse 
communities” ( Allison and Hibbler, 2004 pg. 278).   
 
 Teacher education programs and programs designed to prepare individuals to 
work in service occupations can provide hope in these times of mis-understanding and 
distrust.  There needs to be a more concerted effort  with specific standards that are 
designed to prepare individuals entering into the teaching profession or service areas.   
This resurgence and awareness must begin in the university programs and curriculum that 
are designed to train the professionals   It will not be an exact transformation. Instead it 
will be a dynamic process of understanding as society changes and grows. 
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Abstract  

A state university’s College of Professional Studies and its Department of 

Professional Education offer elementary teacher education in traditional and 

face-to-face and hybrid-online formats. The programs deliver the same course 

standards in both environments. The study, conducted throughout the 2005--

2007 college semesters involved students enrolled in student teaching to satisfy 

requirements for the Bachelor of Science degree leading to a K-8 teaching 

license.   

Robert J. Marzano’s book, What Works in Schools: Translating Research 

into Action, identifies a framework of nine instructional categories to cluster thirty-

three specific behaviors associated with increased student achievement.  The 

framework converts to a thirty-three item survey administered to the student 

teachers before and after the student teaching experience.  This study compares 

“face to face” student teachers’ ratings to implement specific, instructional 

behaviors before and after student teaching with those from hybrid-online student 

teachers. Student teachers completed pre and post surveys and rated their 

abilities to implement specific instructional behaviors. 

The null hypothesis held that no differences in the responses between the 

two treatment groups existed.   Preliminary findings indicate a significant 

difference between the groups’ ratings prior to the student teaching experience.  

No significant differences between the groups’ ratings resulted after the students 

teaching experiences. 
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Abstract 

This study investigated the extent to which modeling inclusiveness in teaching enhances pre-service 

teachers’ knowledge and attitudes about Deaf children and communication strategies. Twenty-one 

preservice education students were surveyed at the beginning and end of a one-semester introductory 

survey course on the education of Deaf children which combined formal instruction with an in-house 

cross cultural immersion experience.  The course was co-taught by a Deaf and non-deaf teaching team.  

As a pre- and post-test measurement, pre-service teachers completed an ‘Attitudes to Deafness’ likert-

scaled 25 item questionnaire. The impact of the cross-cultural immersion experience and the effectiveness 

of modeling inclusive practices in teaching as it was implemented will be discussed.   The study 

illustrates the values of combining information-based instruction with immersion ‘fieldwork’ experiences 

in changing perspectives towards diversity and inclusion.  
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Objective of Presentation 

This session will report the outcomes of a Modeling Inclusiveness teaching initiative that provided  

a cross-cultural immersion experience for pre-service teachers registered in a 4th year undergraduate 

education course. The project was premised on a co-teaching arrangement that formed a teaching 

partnership between a Deaf instructor and a non-deaf instructor.  The study illustrates the values of 

combining information-based instruction with immersion ‘fieldwork’ experiences in changing 

perspectives towards diversity and inclusion. The impact of the cross-cultural immersion experience and 

the effectiveness of modeling inclusive practices in teaching as it was implemented over the course of one 

semester will be discussed.  

Purpose of the Study 

This study investigated the extent to which modeling inclusiveness in teaching enhances pre-

service teachers’ knowledge and attitudes about Deaf people.  In recent years there has been an increasing 

trend for Deaf children to be educated alongside their hearing peers in mainstreamed ‘inclusive’ general 

education classrooms that are taught by general education teachers. The majority of these teachers have 

had little or no exposure to working with Deaf children. Historically, the social, linguistic, and academic 

development of Deaf children has been impeded by myths, assumptions, and general lack of knowledge 

of the multi-faceted, complex nature of visual learning. Communication challenges between Deaf and 

non-deaf individuals increases the probability that Deaf children may experience interpersonal and 

informational isolation in ‘inclusive’ classrooms. This isolation is essentially due to the fact that most 

teachers do not know how to adjust their language and communication strategies to meet the learning 

needs of Deaf students.  

This initiative modeled inclusive teaching practices and offered pre-service teachers opportunities 

to make authentic connections between the course curriculum and the Deaf community.  Students were in 

the position to examine how best to create an equitable learning environment for both Deaf and non-deaf 
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children. This included learning how to adjust their language and communication strategies to facilitate 

their own learning as they engaged in discussions and inquiries with a Deaf adult around issues that 

would be central to their work with Deaf students in the general education classroom.  By broadening the 

learning environment and thus engaging pre-service general education teachers more deeply in their 

learning, our hope was that students would leave with a greater appreciation of the concept of 

“Deafhood” 1and the issues facing Deaf children in inclusive classrooms.  As Fullan and Stiegelbauer 

(1991) note, “educational change depends on what teachers do and think: it’s as simple and complex as 

that.” (p.117)  

Research Questions 

The following research questions guided this ongoing study:  

1. What are preservice teachers’ knowledge and attitudes about including Deaf children in the 

general education classroom? 

2. What impact does a cross-cultural immersion experience have in shaping knowledge of Deaf 

culture and inclusive practices for Deaf children? 

3. In what ways does the cross-cultural immersion environment inform the training of general 

education teachers? 

Participants 
   

The participants of this study included twenty-one preservice education students registered in an 

introductory survey course on Deaf education.  The purpose of this course is to provide a general 

understanding of the development and education of Deaf children, highlighting ways in which they are 

affected by having (or not having) access to language and effective language models.    

                                                 
1 “……Deafhood is not, however, a 'static' medical condition like 'deafness.' Instead, it represents a process - the struggle by each Deaf child, Deaf family and 
Deaf adult to explain to themselves and each other their own existence in the world. In sharing their lives with each other as a community, and enacting those 
explanations rather than writing books about them, Deaf people are engaged in a daily praxis, a continuing internal and external dialogue.” (Ladd, 2003:3) 

2008 HICE Proceedings 
Page 254



                           Preservice Teacher Transformation 5 

 

The majority of the participants had no previous exposure to working with deaf children and only three 

students possessed basic language proficiency in American Sign Language.   

Methodology 

As a pre- and post-test measurement, pre-service teachers completed an ‘Attitudes to Deafness’ 

likert-scaled 25 item questionnaire (Cooper, Rose, & Mason, 2004) as well as additional open-ended 

questions.  In addition, students completed a variety of assignments that were analyzed as part of this 

ongoing study.   Both qualitative and quantitative methods were used to analyze, interpret, and describe 

the participants’ responses on the survey instrument and associated assignments.  A multi-genre approach 

was used to collect classroom assignments including reflective writing, cross-cultural exploration 

projects, and interviews with Deaf adults.  The data were analyzed for significant themes and emerging 

insights.  This paper will report the themes that emerged from the multi-genre data.  

Findings 

There were several outcomes from this research project some of which are still being investigated.  

For the purposes of this paper we would like to draw attention to four significant themes: 

1. Perspective Shifts 

2. Knowledge of Classroom Strategies/Skills 

3. Knowledge of Deaf Culture and American Sign Language 

4. Mediated Communication 

1. Perspective Shifts: 

Student identified the knowledge they gained about the Deaf life experience as a result of 

participating in this course. A significant finding was that upon completion of the course, students were 

then able to articulate their growth and their emerging knowledge of the Deaf experience and how this 

may inform teacher practice in inclusive classroom settings. Students recognized that they were unaware 
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of their audist 2 or medicalized views of Deaf people and were leaving the course with a much greater 

appreciation of the concept of Deafhood and the Deaf community as a linguistic and cultural minority.  

For example: 

Student Voices:  

“It may seem like trivial knowledge to some, but to me, some of the little bits of information that 
came across have been life-changing for me. In fact, I would rank this course right up there with 
the natural medicine course I took last year in terms of how much it altered my perception of life. 
Overall, I am glad I took this course, and the knowledge I have gained will remain with me for the 
rest of my life. Just as I wish to be understood and respected as a Native man, I realize that 
Deaf/hh individuals just want to be treated fairly as people. I am now prepared to do so.” 
 
“This class has been valuable to my education and has contributed to a more well-rounded 
outlook. I find it interesting that every teacher doesn’t have to attend a class like this, if more 
teachers did everyone would benefit.” 

 

2. Knowledge of Classroom Strategies/Skills 

Overall, students reported increased awareness of strategies and accommodations that would 

enable them to more effectively include a Deaf child in a meaningful way.  Students identified awareness 

of interpreter qualifications, technology supports, print and visual resources and consultant services, and 

organizations that could be helpful in the educational process. The following quotes highlight these 

learnings:  

Student Voices:  

“With the information that I received in this class I can make sure that any Deaf child in my 
classroom has the proper technology and resources that makes them included in the whole class 
and a successful student.” 

 
“In this class I have obtained the tools I need to ensure that educational goals for all the students 
in my classroom are possible.” 
 
 
 
 
 

                                                 
2 “….the paternalistic, hearing-centered endeavour that professes to serve deaf people.” (Lane 1992, p. 43) 
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3.  Knowledge of Deaf Culture and Sign Language 

A significant finding for students was an appreciation and greater understanding of American Sign 

Language, the Deaf community, and aspects of Deaf culture.  Given that students had no awareness prior 

to enrolling in this course, students identified this learning as contributing to shaping their future practice.   

For example while the course focused on working effectively with Deaf students in the classroom a 

serendipitous finding of this study was that their increased linguistic and cultural sensitivity extends to 

interacting with Deaf parents who may have non-deaf children. This illustrates the potential of 

incorporating cross-cultural immersion models in preservice teacher training programs. Such a model can 

reduce barriers and support teachers in serving all students of diverse linguistic background. 

 
Student voices: 
 
 “Through this course I have learned and gained understanding into valuable information about 
interpreters’ purpose and function, ASL as a language, and cultural norms of the Deaf community. 
This information will prove to be irreplaceable to beginning to foster a feeling of acceptance and 
belonging for the student, but it has also tapped an interest I did not know I had for the education of 
the Deaf.” 
 
“Having a Deaf teacher for part of the course was a great experience… It was very interesting to be 
taught by someone who has lived with being Deaf and getting her perspective on Deafness and Deaf 
culture. It was also interesting to watch the interpreters and Angela interact. I would have never been 
exposed to a situation like the one experienced in this class; so I found this experience extremely 
valuable.” 
 
“I will now feel more comfortable including students who are Deaf and hard of hearing into my 
classroom and will feel significantly less nervous about interacting with their parents who may also be 
Deaf.” 

 

4. Mediated Communication 

A significant learning for the students resulted from the experience of working through an 

interpreter in order to access the learning environment.  Students reported an increased awareness and a 

sense of frustration in not being able to communicate freely and directly with their teacher. Initially, this 

raised issues of trust and concerns about developing a strong connection with their Deaf teacher. 
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Student’s comments revealed that they were anxious about the quality and process of interpreting to the 

extent that they needed to spend time thinking and rehearsing what they wanted to say and how they 

framed their questions. Students expressed concern that the interpreter could manage their message in the 

way that they intended, that they may appear foolish, and that they could unwittingly offend the Deaf 

instructor by not being familiar with cultural norms and how to work effectively with interpreters. 

Student voices:   

“Got a sense of what it’s like for students to have to work through an interpreter and what it felt like 
not to have a quick access to the instructional information. How it feels to not have the ability to 
communicate freely.”  
 
“I thought that for sure I would be distracted by the interpreting or the motion required by ASL, but I 
wasn’t. The interpretation seemed seamless for me. I was concerned when I asked questions that I 
stated them/articulated them well enough to get the right message through.”  
 

Discussion 

While the research study is ongoing, the initial findings reveal that students can undergo a 

significant perspective shift as a result of a relatively short immersion experience. Students were the 

recipients of interpreting services that created a mediated instructional environment.  This experience left 

the students with a profound appreciation of the impact such a learning situation would have on a Deaf 

student. 

Through direct experience with mediated communication, students were forced to shift from 

intellectual knowledge of Deaf people to a lived experience model.   This clearly enhanced the depth and 

breadth of student learning on inclusive practice and resulted in signification attitudinal transformation. A 

key aspect of this transformation as reported by the students was that they now recognize that it is the 

teachers’ responsibility to adapt themselves and the classroom environment rather than asking the Deaf 

child to adapt. 
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Despite the fact that several participants had taken numerous special education classes, they did 

not possess the knowledge to modify their teaching approaches to accommodate the learning needs of a 

Deaf child. It was interesting to note that while the content of the course was important, it was secondary 

to the subtle learning gleaned from understanding the Deaf experience through the eyes of a Deaf person.  

Many students were able to relate this to their own experiences as members of a cultural and linguistic 

minority group. Through the construction of assignments that required reflection, integration, and 

synthesis, students were able to form a more complete picture on how best to include Deaf children in 

meaningful ways in the classroom. Future teachers, thus, will be better equipped with knowledge and 

skills to contribute significantly to curriculum planning for inclusion for Deaf students. 

An original contribution of this study is that it invites us as a faculty to examine how we prepare 

teachers to work with all students but especially Deaf students in inclusive environments.  “We need to 

realize that, although sound knowledge is necessary to combat false information, it is not sufficient to 

change attitude.  Facts do not speak for themselves; rather they are interpreted through the experience and 

biases of those hearing them.” (Pates, 1988, p. 288)  Cross-cultural immersion experiences that result in 

transformative learning have the greatest potential to change teacher practices.  We are encouraged by 

these preliminary findings and will continue to explore ways that we as a faculty can extend this practice 

beyond a single course.   
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RESILIENCY AS A FACTOR IN THE RETENTION OF SUCCESSFUL AND 
COMPETENT SPECIAL EDUCATION TEACHERS 

 
Introduction 

 
In today’s educational environment, one of the primary challenges for school 

districts lies in the retention of successful and competent special education teachers. 

Successful special education teachers are able to remain optimistic, focused, empathetic 

and behaviorally structured.  Most importantly, successful special education teachers 

appear to be resilient.  Resiliency is defined as, “the act of being resilient; tending to 

recover from or adjust to misfortune or change” (Webster, 1977, p. 985).  In an 

educational context, “An operational definition of resilience …is using energy 

productively to achieve school goals in the face of adverse conditions” (Patterson, Collins 

& Abbot, 2004, pg. 3).   

Special education, as an instructional approach, offers many challenges that 

require special education teachers be competent. First, competent teachers must be 

knowledgeable of special education procedures and policies; next, they must be cognizant 

of appropriate interventions that will encourage student learning and growth; third, they 

must possess flexibility and resiliency when behavioral or academic concerns alter the 

dynamics of a classroom; and, finally, they must be able to engage in record keeping that 
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is timely, focused, individualized, and appropriate.  As a result, these criteria add up to a 

career that is more demanding professionally and emotionally than a career in regular 

education.   

The three constructs of resiliency explored in this proposal are: academic, social 

and emotional.  Specifically, my definition of resiliency incorporates the following 

common themes:  optimism, coping skills/adaptive skills and courage/curiosity.     

Primarily, optimism is based upon the belief set forth by Martin Seligman, Ph.D.  

Dr. Seligman, like I, believes that “Life inflicts the same setbacks and tragedies on the 

optimist as on the pessimist, but the optimist weathers them better...the optimist bounces 

back from defeat, and, with his life somewhat poorer, he picks up and starts 

again….Because of his resilience, the optimist achieves more at work, at school, and on 

the playing field” (Seligman, 1990, pg. 207).  Two sub themes lie within the optimism 

theme:  first, optimism, consists of transcendence, otherwise known as, hope or 

spirituality; transcendence is the belief that there is “…the connection to something 

higher-the belief that there is meaning or purpose larger than ourselves” according to 

Immanuel Kant (Peterson & Seligman, 2004, pg. 38); second, optimism, embodies a 

person’s ability to accept oneself.  This ability incorporates social intelligence, self 

esteem and self actualization.    

Subsequently, a person must possess or acquire the coping skills and adaptive 

skills to forge ahead and develop resiliency.  Within a continuum of risk factors, one will 

either overcome adversity positively or appear to fail miserably. “Early patterns of 

adaptability provide a framework for, and are transformed into, later levels of functioning 

(Giantz and Sloboda, 1999).  This level of functioning or life course develops on a 
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continuum; the continuum includes early risk exposure, traumatic events, and 

adaptability/coping skills.  The life course is evolutionary and situational; it may have a 

positive (resilient) or negative course.  The first sub theme, protective factors, is 

developed through adversity and is adapted through the use of a buffering system.  

Protective factors, which may include academic resilience, a supportive family and/or a 

supportive community, promote adaptive development (Schoon, 2006, pg. 13). The 

buffering effect of protective factors enables a person to forgive, remain optimistic, 

nurture a model for behavior, recognize anger and foster heightened intellectual and 

emotional intelligence (Glicken, 2006, pg. 113).   

Next, courage and curiosity resonate strongly in the ability of resilient persons to 

remain determined, assertive, communicative and independent.  This is not a result of 

resiliency but a process of resiliency.  “Over time, …resiliency research has focused less 

on the attributes of resilient children and more on the processes of resilience.  This new 

emphasis in the research suggests that rather than avoiding risk, resilient children take 

substantial risks to cope with stressors, leading to …adaptation and competence” (Cohler, 

1987).  

Finally, emotional intelligence appears to be an innate quality of resilience.  Due 

to prior stressful life events, people will develop a reaction to stressors; the reaction can 

be positive or negative.  A positive reaction to the stressor would represent a continuum 

versus a discontinuum.  Emotionally intelligent people have the ability to recognize the 

emotions of other people, commit to helping others and seem to identify with the 

excluded or different. The ability to be emotionally intelligent is an asset in the special 

education field.  “…there has been an increasing acceptance of the notion of emotional 
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intelligence and its applications in educational practices among Hong Kong educators. 

Specifically, it is recognised that teachers nowadays have to confront students who come 

to the regular classrooms with diverse abilities as well as behavioural and emotional 

problems. While the focus has been on helping students meet their social and emotional 

needs through developing their emotional intelligence, it is contended that teachers need 

to be prepared in helping students through both teaching and guidance activities that 

require their emotional intelligence in empathy and social-interpersonal areas”  (Chan, 

2003). 

Purpose of Study 

The purpose of this research proposal is to better understand the underlying 

reasons that explain the retention of current successful, competent and resilient special 

education teachers.   The intent is to support the premise that successful and competent 

special education teachers must possess resiliency in order to remain in the field of 

special education.  Based upon my resiliency definition, a survey tool will be designed 

that will code questions based upon the categories of optimism, coping skills/adaptability, 

courage and curiosity and emotional intelligence.   

Questions generated during this study are:  

1. How is resiliency identified in successful and competent special education 

 teachers?   

2.  Is resiliency a factor in the retention of successful and competent special 

 education teachers?   

3.  Is the retention of successful and competent special education teachers 

 beneficial to students receiving special education services?   
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Review of Literature  
 

 Resiliency and retention are the two areas of research focused on in the review of 

literature.  First, research will focus on the impact of resiliency upon the success and 

competence of teachers, specifically, special education teachers.  Second, the research 

will concentrate on the issues surrounding the retention of successful and competent 

teachers.    

Resiliency  

 Learned Optimism, How to Change Your Life and Your Mind, by Dr. Martin 

Seligman, provides working definitions for optimism; optimism is one of the core 

categories in the definition of resiliency.   This book supports optimism as a category of 

resilience.  Specific chapters of the book focused on were: The Realms of Life, which 

discusses the important role of parents, school and the community; and Changing: From 

Pessimism to Optimism, which explores the power of optimism, how to live 

optimistically and be successful in organizations.  This carryover of success from every 

day life to a career in an organization is representative in the teaching profession.   A 

teacher who is able to remain optimistic in life, despite challenges, will remain positive in 

the classroom, despite challenges.  This research sustains a universal viewpoint for my 

resiliency definition.   

 Character Strengths and Virtues, by Peterson and Seligman is an anthology of 

definitions, specifically virtuous traits and characteristics.  In the definition of resiliency, 

within the category of optimism, Immanuel Kant defines transcendence as “…that which 

is beyond human knowledge….” (2004, pg. 38).  This infers that there is something 

bigger than us and that meaning and purpose are attached.  As a result, this sub category 
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of optimism inspires awe, hope or gratitude (pg. 39).  Maslow’s characteristics aligned 

with optimism in respect to the following self actualizations:  acceptance of oneself, 

social intelligence and spirituality; humor, creativity, integrity and open-mindedness.  

The third category of my definition of resilience is curiosity and courage; a curiosity 

scale and measures of curiosity provided supporting data for this category.   

 Learning From Resilient People, Lessons We Can Apply to Counseling and 

Psychotherapy, by Morley Glicken, is very applicable to my research interest.  This book 

discusses universal definitions of resiliency and incorporates real life stories from 

resilient people.  A key factor that Dr. Glicken steadfastly repeats is “The primary 

purpose of resiliency is to apply what is learned from resilient people to our own 

practice” (2006, pg. 3).  Interesting perspectives introduced are the different stories of 

resiliency: ethnicity and resiliency, substance abuse survivors, people with mental illness, 

children of physical and mental abuse, people with life threatening illnesses and 

disabilities and family and community resilience.  My three primary categories of 

resiliency, optimism, coping skills/adaptability and courage and curiosity were supported 

in this book.   

 Risk and Resiliency Adaptations in Changing Times, by Ingrid Schoon, became 

instrumental as I developed my definition of resiliency.  Many historical definitions of 

resiliency were introduced and discussed in this book.  Insight I gained from a specific 

chapter, Protective Factors and Processes, set forth my development of sub categories 

for each category of resilience. These sub categories provided me with the framework for 

a resiliency continuum.  Protective factors and processes were integral in the 
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development of my resiliency continuum.  The continuum and its relationship with 

resiliency is supported in other resiliency research.   

 The relationship between teachers’ effectiveness and teachers’ resiliencies is 

of great consequence when criteria are analyzed in Gu and Day’s article, “Teachers 

resilience: A necessary condition for effectiveness”:  Recent academic and administrative 

standards have stressed the importance of performance for students and teachers.  The 

ability to respond to this pressure and cope with sometimes poor management shapes 

feelings of self-efficacy.  “…the reality is that most teachers adapt, at least survive, and 

do not leave the profession. Whether their work is more closely prescribed as a result of 

reform or not, they continue to do the best they can for the students they teach under 

changed and challenging circumstances, usually with their beliefs about their core 

purposes and values intact” (2006, pg. 2).  Positive outcomes are the desired result of 

resilience; therefore, “positive emotions fuel psychological resilience” (2006, pg. 3). 

“Communities of practice” (Wenger, 1998) embrace resiliency and foster collegial 

practice.  “Teachers will consolidate a sense of belonging  and shared responsibility, 

enhance moral and perceived efficacy, develop aspects of resilient qualities, and thrive 

and flourish socially and professionally…at the heart of the process, they interact with 

negative influences and constraints and develop in strength together with teachers’ 

professional qualities” (Gu and Day, 2006, pg. 3).    

 Some theorists claim that resiliency is not innate.  “It is a construct that is relative, 

developmental and dynamic, connoting the positive adaptation and development of 

individuals in the presence of challenging circumstances” (Howard, et al., 1999, Luthar, 

et al., 2000; Rutter, 1990).   Three qualities that define teacher resiliency are that 
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resiliency is: personal (related to their lives outside of school), situated (related to their 

lives in school) and professional (related to their values, beliefs and the interaction 

between these and external policy agendas).   “…Underlying resilient teachers’ 

endeavours to exert control over difficult situations is their strength and determination to 

fulfill their original call to teacher and to manage and thrive professionally” (Gu & Day, 

2006, pg. 13).   

 In the article, A Study of Teacher Resilience in Urban Schools, Patterson, Collins 

and Abbot, provide the insight that “…the problem is not recruitment but retention” 

(2004, pg. 3).  In urban settings, resiliency of teachers and administrators is especially 

crucial; teacher leaders are identified as integral participants in collegial change. Positive 

and resilient attitudes support school reform.  Factors that contribute to teacher “burnout” 

are: standards, competency testing, site based administration and high stakes testing 

(2004, pg. 4).  Student achievement that is “within a context of ongoing adversity” 

(Patterson, Collins & Abbot, 2004, pg. 4) is attained because of the resilient teachers 

capacity to cope with stress and direct their own lives; therefore, they do not leave urban 

settings (2004, pg. 5).  Findings reveal: 

(1)  Resilient teachers have a set of personal values that guides their 

decision making.  (2)  Resilient teachers place a high premium on 

professional development and find ways to get it.   (3)  Resilient teachers 

provide mentoring to others.  (4)  Resilient teachers are not victims – they 

take charge and solve problems.  (5)  Resilient teachers stay focused on 

the children and their learning.  (6)  Resilient teachers do whatever it takes 

to help children be successful.  (7)  Resilient teachers have friends and 
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colleagues who support their work emotionally and intellectually.  (8) 

Resilient teachers are not wedded to one best way of teaching and are 

interested in exploring new ideas.  (9)  Resilient teachers know when to 

get involved and when to let go (Patterson, Collins & Abbot, 2004 pgs. 5-

6).   

Personal spirituality and interaction with other educators are active parts of resilient 

teachers’ lives.  “Resilient teachers and teacher leaders reported seeing themselves as 

responsible for providing leadership to others in their schools” (pg. 8).   

 Sonia Nieto’s book, What Keeps Teachers Going, discusses the resiliency of 

teachers that forge ahead regardless of the challenges brought forth by diversity in 

student populations.  Nieto negates the theory “…that the way to improve education is to 

‘fix’ teachers or fill them up with best practices.  Instead, Nieto argues for an alternative 

viewpoint about what is worth preserving in public education by building on teachers’ 

strengths” (2004, pg. 388).  Good “urban teachers stay [because]…they love, believe in, 

and respect the students they work with and they can imagine possibilities for them other 

than the dire circumstances in which many of them live” (2004, pg. 388).   

Retention 
 

 The research suggests two implications for retention: first, “physical continuation 

in the role; and the maintenance of motivation and commitment as key indicators of 

quality” (Gu & Day, 2006, pg. 9).  Interaction is crucial.  How teachers’ interactions of 

self-efficacy, professional/personal identities and their management of the three 

scenarios, personal, situated and professional determines effectiveness, success and 

competence.  Quality retention also plays a role.   
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 Within the article, Special Education Teacher Attrition: It All Depends on Where 

You Are Standing, Edgar and Pair (2005) hold that special education teacher attrition has 

been a concern for over fifteen years.  [They] leave the field more often and at a higher 

rate in comparison to regular education teachers, “Four out of ten special educators 

entering the field leave special education before their fifth year of teaching” (2005  Data 

revealed that 78% of the total graduates are still teaching in the field of special education, 

including 7% in special education related positions.   “By and large, our special education 

teachers stuck with it and their moves were due to personal factors unrelated to teaching.  

Those who left teaching were often leaving for other forms of work within education or 

to be parents (both obviously honorable choices)” (Edgar & Pair, 2005). 

  In contrast, Brownell and Smith (1992) propose that the work demands of a 

special education career actually force educators out of special education and into 

alternate occupations.   The simplest remedy for attrition, they claim, is a solid 

foundation in collegiality and a positive school climate [external factors], while teacher 

preparatory programs also play an important role in retention [employment factors].   

 Billingsley (1993) proposes a three-prong hypothesis of factors that affect 

retention for special educators: first, external factors (societal, economic, and 

institutional); next, employment factors (professional qualification, work conditions and 

commitment); and finally, personal factors (demographics, family, cognitive/affective).   

 An atypical approach to explaining teacher attrition comes from Ingersoll (2001) 

who discusses an organization framework vs. an educational framework.  He attributes 

the higher turnover to the “movers” and “leavers” of the profession.   Movers move from 

one school to another, while leavers leave the teaching profession.  Ingersoll’s research, 
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utilizing data from the School and Staffing Survey by the National Center for Educational 

Statistics, concludes that one-half of the turnovers are due to movers.  Ingersoll 

discovered that the primary reason for moving and leaving lies in the personal factor 

realm, mostly parenting.  Another positive move is the promotion of many special 

education teachers to administrative duties, including principal and special education 

administrator.  Conversely, site administrators see this movement as a negative because 

any movement is considered “leaving the position.”  This movement creates vacancies 

that must be filled and the break in continuity may effect student achievement and 

programming.   

 Marilyn Cochran-Smith’s Stayers, Leavers, Lovers and Dreamers provides 

insight about teacher retention (2004, pg. 1).  According to the NCTAF, the National 

Commission on Teaching & America’s Future, teacher retention is a “national crisis.”  

The report also comments that “…the retention problem was most severe in urban and 

rural schools where there were large numbers of poor and minority students (2004, pg. 

387).  In accordance with Ingersoll’s findings (2004), “…systemic and simultaneous 

changes in entry requirements, teacher preparation, teaching rewards, teacher autonomy, 

and teacher accountability are needed to change the semi-professional status of teaching 

as an occupation, bolster teacher retention, and ultimately provide a well-qualified 

teacher for every classroom”  (pg. 387).   

 Susan Moore Johnson’s book, Finders and Keepers:  Helping New Teachers 

Survive and Thrive in Our Schools (2004), reports that expectations and experiences of 

current teachers are much different than those of teachers 30 years ago.  Current teachers 

expect to be paid well, want differentiated roles, want to collaborate and work in 
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supportive environments (pg. 389).  Moore Johnson wants viewpoints to be considered 

from a “generational perspective” that discusses career “redefinitions.     

Procedures 

The research design for the proposed study includes both qualitative and 

quantitative techniques; it is an explanatory mixed methods design.  The meshing of 

qualitative and quantitative research methods presents a challenge but can produce more 

holistic results than can either method alone.  It is vital that the research design provide 

answers to the research question and add supporting and valid data.  The type of mixed-

methods design utilized is explanatory in nature.   

Initially, the research will investigate resiliency and its relationship to the 

retention of successful and competent special education teachers.  Other investigations 

will include the quality of activities and situations that may affect a school district’s 

ability to retain successful, competent and resilient special education teachers.  Particular 

interest lays in the opinions and perspectives of participants, State of Arizona special 

education directors and successful and competent [as identified by the State of Arizona 

special education directors] special education teachers, 1st year and veteran teachers, 

(over five years), and their input regarding teacher resiliency and retention.    

The sample group is comprised of identified resilient, successful and competent 

special education teachers across the State of Arizona, as well as, a smaller group school 

district.   

The procedures will begin with the quantitative research process.  State Directors 

of Special Education will be surveyed at the Director’s Institute sponsored by the Arizona 

Department of Education.  The survey will be comprised of questions that focus on 
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attributes and characteristics of purposive samplings of successful, competent and 

resilient special education teachers.  Each question will be coded by sub categories, 

including optimism, coping skills/adaptability and courage and curiosity.  With the 

results of the survey, data will be analyzed and the outcomes will further identify 

variables.  The variables will steer the qualitative research that follows the initial 

quantitative process.  The qualitative process will incorporate follow up interviews with 

special education teachers that were identified as resilient.   

Conference Participants 
 
 Insight from the conference participants I hope to gain includes: 

  1.  Input regarding the definition of resiliency 

  2.  Open discussion pertaining to the sub groups of resiliency  

3.  Feedback on my proposal topics [resiliency and as an area of 

focus/concern for school districts  

  4.   Contribution regarding my survey tool and procedures for the proposal 

  5.  Any commentary that would help me facilitate future research. 
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“…The ‘unprejudiced,’ ‘understanding,’ ‘empathetic’ bourgeoisie 
practices, the ‘child-loving’ teachers – these we can do without.” 

-Walter Benjamin, ‘Program for a Proletarian Children’s Theater’ 
 
Peter McLaren uses this epigraph to open his essay on ‘resistance 

postmodernism’ and he tells us “We inhabit sceptical times, historical 

moments spawned in a temper of distrust, disillusionment, and despair”.1  The 

fact that he wrote this seven years before George Bush announced his ‘war 

on terror’ only serves to highlight how much more distrustful and despairing 

we are now, and how far we have come from the pursuit of a true ‘liberatory 

praxis’ in education.  And no one needs a liberatory praxis more urgently than 

Sudanese refugee students and their teachers. 

 

1. IT’S NOT ALL ABOUT LANGUAGE 
This paper addresses some non-literacy-based challenges faced by 

Sudanese refugee secondary school students in Melbourne’s western 

suburbs, and a possible praxis by which these challenges may be met.  This 

is not to suggest that language acquisition isn’t of primary significance to 

newly- and recently-arrived refugees, but that there are other – less tangible, 

and equally daunting – tasks which face refugee immigrants. Namely, this 

paper – and the project it describes – foregrounds the issue of ‘belonging’ and 

empowerment which facilitates all other tasks that follow.  Particularly for 

young people entering the mainstream school system, this sense of belonging 

is pivotal in establishing successful or unsuccessful patterns in their 

integration process. This paper examines the prevailing social context for that 

connectedness (or disconnectedness), suggests that arts-based 

methodologies may be the best opportunity for establishing ‘democratic 

educative practices’ in schools, and examines one in particular: the Sunshine 

Short Film Project.  

 

McLaren tells us that ‘the key issue for critical educators is to develop a 

multicultural curriculum and pedagogy that attends to the specificity (in terms 
                                                 
1 McLaren, 1994, p 192. 
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of race, class, gender, sexual orientation, etc) of difference…”2.  He refers to 

Renato Rosaldo’s (1989) observation that becoming a citizen requires a 

process of “cultural stripping”, ‘wherein individuals are stripped of their former 

cultures in order to become ‘transparent’…citizens.”3  The Sunshine Short 

Film Project seeks to reverse this trend of ‘cultural stripping’, using schools as 

sights of authentic validation of the individual.  It suggests a means by which 

the ‘core business of schools’, which is too often aligned with conformity, need 

not be contradictory to the ‘liberation of the individual’, and need not by its 

nature require the erasure of the self.  I am suggesting that these two tasks 

might be compatible, and that arts-based practice may be the key to a new, 

more effective education that simultaneously liberates both the individual and 

the ‘host culture’. 

 

2. ANTI-SOCIALISATION: MODES OF ‘TRANSGRESSION’   
 
In an informal survey of several Melbourne secondary schools (late 2006) 

teachers identified a number of ‘behaviours’ that were problematic to their 

work with refugee students.  Among the most prominent were lack of 

integration, disregard for standard classroom rules around tardiness and 

talking, poor uniform compliance, lack of organisation, failure to complete set 

work, and occasionally aggression toward teachers and other students.  The 

teachers identified that they dealt with these problems with a variety of 

means, but primarily by avoidance: doing their best in the classroom, without 

trying to be too invasive of the students’ ‘privacy’.   
 
Informal surveys of the students, however, revealed very different concerns: 

racism in the classroom and on the schoolyard, unreasonable expectations of 

teachers (both excessive and inadequate), lack of adequate explanation of 

tasks, and peer group ostracisation.   They dealt with these conditions in a 

number of ways: mostly – like their teachers – by avoidance.  When 

conditions became too difficult, however, they would at times explode against 
                                                 
2 McLaren, P Multiculturalism and the post-modern critique: toward a pedagogy of resistance and 
transformation, in ‘Between Borders: Pedagogy and the Politics of Cultural Studies’, 1994, New York: 
Routledge.  
3 McLaren, 1994. 

2008 HICE Proceedings 
Page 277



peers or teachers.  They saw these flashpoints predominantly as  unavoidable 

outcomes of the school’s inability to assist them adequately.   

 

At the centre of the conflict is an inability of the school system to absorb the 

cultural difference of these students.   Numerous members of the school 

community (teachers, teacher aides, students, parents) too readily ascribe 

these students’ failure to thrive as an unwillingness to try, to get organised, to 

ask for help, to work hard enough, to ask the right questions, to do homework.   

We sometimes presume that English literacy is the magic key to success.  

School communities assert the hope that if these students were to come each 

day on time, dressed properly, armed with completed homework, and listen 

attentively in class, they would integrate more effectively, and ultimately would 

‘succeed’. This fundamental expectation completely ignores the multitude of 

responsibilities and roles these students are performing at any one time.  It 

negates the possibility of difference in the roles these students serve at home, 

to the majority of students in their classrooms.  It further negates the cultural 

differences that might inhibit these students from asking relevant questions at 

appropriate times.  In these continuous acts of negation of who these students 

are and the roles they are performing, the school disempowers them to a 

degree that provides only one path of expression: transgression.  These 

students become transgressive in a multitude of ways, and I suggest that the 

ways in which they are viewed as ‘transgressive’ by the school are the ways 

in which they are most indicating their remaining ‘empowerment’ – culturally, 

linguistically, sexually.  They wear outrageous colours/styles instead of proper 

school uniform; they wear their hems ‘too short’; they talk (sometimes in 

Dinka) during class; they stick together and prefer to work together rather than 

with other cultural groups; they refuse to adhere to strict timetables; they 

laugh at teachers or speak aggressively to them at times of behaviour 

management; they assert their sexual desireability 

(boyfriends/clothing/makeup) in an context which seeks to suppress sexuality. 

These are the things of which they are proud, and still feel confident: 

sexuality, first language, a familiar culture where rigid timetables are not as 

important; juggling multiple tasks at once (home/extended family/social 

life/school).  How can the school environment better facilitate the education of 
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these students, without seeking to negate or crush their remaining sites of 

empowerment? 

 

Taking McLaren’s definitions of democratic education as a basis for the 

Sunshine Short Film Project, characteristics must include self-determination 

(as opposed to coercion), intentionality (as opposed to reaction), creativity (as 

opposed to homogeneity), and rationality (as opposed to chance).  Within an 

arts-based educative framework, the Sudanese students’ reaction against 

perceived injustices might be transformed into intentionality, creativity and 

self-determination.  This in turn will provide for them a means toward 

liberation from the binary Centre/Other dialectic, and true integration of the 

individual.   

 

 

3.  THE SUNSHINE SHORT FILM PROJECT: 
The Sunshine Short Film Project is providing opportunities for students and 

teachers alike to validate the significant knowledge and skills these students 

already have and use in their everyday lives.  They have ‘performed’ in a 

number of new environments before they even reach us: they have learnt 

tools of adaptation and survival which have seen them through to this point.  

My research suggests a means of reversing the frame of ‘insufficiency’ to 

‘acknowledgement’: that is, valuing and building on the tools of adaptation 

they already have, as a basis for acquiring the new skills they still need to 

acquire in order to thrive in an unfamiliar environment. Because of the fluid 

nature of arts-based practice, my research suggests that a participant-driven 

arts practice offers the best chance of reversing the hegemony and 

hierarchical teacher-learner tension that schools often institutionalise.  

 

The Sunshine Short Film Project uses video as a tool for empowering 

Sudanese young women to better ‘perform’ their true identities as they 

integrate into a new culture.  The project originated with work I was doing at 

Marian College, an all-girls Catholic high school in West Sunshine, a suburb 

of Melbourne Australia.  We were attempting to build a Bridging Program for 

newly- and recently-arrived Sudanese students transitioning from language 

2008 HICE Proceedings 
Page 279



centres to mainstream schools.  The school identified a need for integration 

assistance that went beyond ESL support – a kind of socialisation program 

that assisted these students to acclimate to the culture, not just the language 

requirements, of their new setting. 

 

Through drama-based workshops, and with the assistance of a local migrant 

resource centre, we began to run voluntary workshops for African students 

(including Ethiopian and Burundese) that would seek to address problems 

they were confronting in the school, both in classrooms and more generally.   

Using research methods from a University of Western Sydney report entitled 

“Making Up for Lost Time”4, which used painting and drawing as a tool for 

exploring some of the obstacles of secondary schooling, we began a program 

in late 2006.  Six students (ages 12-20) participated in discussions and 

brainstorm sessions about what they found difficult at school.  The students 

used drawing, writing, discussion and improvisation as a basis for exploring 

the issues.  These workshops had as their goal drama performances based 

on the information that emerged from the discussions.   

 

Throughout the workshops, however, it was noted that the students felt 

inhibited by the idea of role play.  We began to use video as an alternative 

tool for exploring stories and issues.  The students were given video cameras 

and in pairs began interviewing each other and telling stories.  The 

spontaneity which emerged in the films provided a stark contrast to the often-

constrained personae the girls presented in classroom settings.  Some sang, 

some danced, some simply filmed themselves engaging with one another in 

informal ways.  The workshops were open to non-African students, but these 

participants were informed that the purpose of the workshops was to facilitate 

the telling of stories of the African students only.  Consequently, the non-

African students performed supporting roles such as filming and assisting in 

brainstorming or improvisation sessions.   

 

                                                 
4 Cassity (2005) Making Up for Lost Time: the experiences of Southern Sudanese young 
refugees in high schools (programs and practice). 
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A further goal of the workshops was to assess the need for a more formal 

integration program for these students, using arts-based practice as the tool.  

The films that emerged from these original workshops were only partially 

successful in documenting the experiences of these young women.  Some 

participants found it too difficult to talk about the past; others found it too 

confronting or confusing to talk about the present.  Some found it difficult to 

imagine how telling their stories might help others who are newer immigrants 

with fewer skills.  One significant result of the project was a change in focus 

group: older girls would be targeted as better equipped to reflect on what they 

had been through, and reflect on how their experiences could help other 

African students who may view the films.   We also decided that Sudanese 

girls presented the greatest need in terms of challenges to their socialisation 

in the school environment.  

 

This Film Project (both the pilot project and the upcoming research) focuses 

on the concerns of Sudanese young women, and not Sudanese young men.  

Initially the reason for this was logistical: my primary professional affiliation 

was with an all-girls school.  But there are other, sociological concerns which 

confirmed the need for an all-girls study: in both Australian and Sudanese 

culture, young women can be identified as having the least ‘cultural capital’ of 

their age group.  Once in Australia, evidence suggests that young women 

grapple with the most ‘changed’ conditions of any in their families: redefined 

expectations of ‘success’ (which includes academic, financial and marital), of 

‘responsibility’ (academic, home, social), and of ‘femininity’ (traditional versus 

contemporary, Sudanese versus Australian).  For young Sudanese women, 

immigration and integration frequently present insurmountable ‘role’ tensions.  

They bear the enormous expectations of ‘the survivor’, in family constellations 

often absent of men by the time they reach Australia.  As such, they are 

required to perform both ‘male’ and ‘female’ roles, and to excel in all of them.  

They are often promised in marriage and directed by traditional rituals 

(enacted by extended family groups), while simultaneously bearing the 

Western ambitions of families decimated by war and dis/relocation.  As such, 

this study aims to explore those tensions present in female refugee young 

people, and the effects produced both internally and externally – and how 
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these tensions may impact on their ‘successful’ integration into Australian 

society.  It additionally aims to explore the effects of contradictory 

expectations of home and school life, and the effects of these expectations on 

the participants.  The project has since expanded to include post-secondary 

students, who may be better placed to comment on their high school 

experiences. 

 

The project – while aimed at female Sudanese students and their experiences 

– has shown that any investigation involving integration in schools must take 

into account the families and teachers of those students.  Locating myself 

within the dominant school culture, it therefore followed that I was part of the 

system which was struggling to support these students, and that my own 

education and the education of my colleagues was a necessary part of the 

action research praxis of “planning-action-reflection” used in this project.  

 

McLaren urges educators to resist “the development of pedagogical 

discourses and practices that demonise Others who are different (through 

transforming them into absence or deviance.)’5   To do so, he identifies the 

need for an interrogation of ‘the culture of whiteness itself’, in order to mitigate 

against judging our own ‘cultural norms as neutral and universal.’6  This is 

why any investigation into the integration of Sudanese students must by its 

nature consider the culture of ‘whiteness’ within which they struggle and 

against which they sometimes resist.  Without a critical understanding of the 

dominant system, we cannot honestly empower minority participants.  

McLaren cites Alcoff in noting that we as teachers are ‘participating in the 

creation and reproduction of discourses’ (Alcoff 1991-92, 21 in McLaren 

1994), and that we must take as our task the ‘promotion of a dialogue with 

rather than a speaking for others’.7   McLaren also identifies a “need to avoid 

a ‘tolerance’ that appropriates the difference of the Other in the name of the 

colonizer’s own self-knowledge and increased domination.”8  He foregrounds 

an idea borrowed from Chela Sandoval (1991) which encourages ‘cultural 
                                                 
5 McLaren, 1994, p 214. 
6 McLaren, 1994, p 214. 
7 McLaren, 1994, p 215. 
8 McLaren, 1994, p 215. 
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workers [to] develop ‘tactical subjectivities’ which she describes as forms of 

oppositional and differential consciousness and counterhegemonic 

praxis…[which] enables teachers as social agents to recenter their multiple 

subjectivities with respect to the kind of oppression that is being 

confronted…and ‘permits the practitioner to…self-consciously break and 

reform ties to ideology, activities which are imperative for the psychological 

and political practices that permit the achievement of coalition across 

differences.’ (Sandoval 1991, 15).’9   

 

4.   NEW POSSIBILITIES: 
The Sunshine Short Film Project uses a qualitative research model to attempt 

to interpret the ‘lived experience and rituals’ (Bruner 1984) of Sudanese 

refugee students in educational and post-educational settings, as a tool for 

their development of ‘belonging’ in Australian culture.  Although there is 

scholarship addressing literacy and literacy acquisition, and some recent 

research into the obstacles faced by Sudanese young people in their attempts 

to succeed and express themselves authentically in these contexts, there is 

no previous scholarship devoted to the socialisation and empowerment of 

these students through a ‘democratic educative process’ (Giroux 1989), using 

arts as a basis for the educative process.  Nor are there any known studies 

which attempt to address the roles enacted by - and forms of subtle 

discrimination experienced by - Sudanese refugee young women in school 

settings. The contention of this paper is that there currently exists an urgent 

need to create an alternative ‘space’ for Sudanese refugee young women to 

safely explore and reflect upon these roles, or to re-configure their roles within 

the educative environment. Additionally, this study aims to examine the 

degree to which these individual narratives reflect or resist the social 

conventions present in their school communities and (Australian) society at 

large. 

  

As Ira Shor states in Freire for the Classroom (1987), “it’s a tricky business to 

organise an untraditional class in a traditional school.”  Whether in the 

                                                 
9 McLaren, 1994, p 218. 
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classroom or in extra-curricular projects based in the school context, Shor 

points out the overriding economy of schools: that in practice, they have 

become workshops for the workplace.  Mainstream schools exist primarily to 

prepare young people for employment in a competitive market.  Over the past 

ten years, this focus has become more pronounced, as universities expand 

their role in curriculum and examination requirements, and commerce further 

colonises tertiary education.  The lines begin to blur – for all of us - between 

employment and education.  In such an educative environment, recent 

immigrants – particularly from oral, non-capitalist cultures, with interrupted 

schooling – are clearly at a disadvantage.  The cultural capital necessary to 

‘get ahead’ goes beyond language: it includes what may be termed a ‘western 

work ethic’ or lifestyle.  This research proposes then that refugee immigrants 

to such a foreign system will never succeed without the means for reflection-

in-adaptation.  While Shor may be right in suggesting that organising an 

untraditional class is a daunting task, this research proposes a kind of 

reconsideration of the traditional school setting: that room must be found for 

integration outside of the classroom before it can come inside, and that this 

‘space’ or practice must be characterised by reflection-in-action.   

 

A critical pedagogy with arts-based practice at its core requires a 

phenomenological approach in that it ‘moves beyond the physical realities to 

address the encounters, rituals and subjectivities of experience’ (McKenna 

2004) of these young women.  As the participants engage in creating the 

narrative of their ‘lived experiences’ (van Maanen, 1988), they assist in 

shifting ownership – of story, language, meaning – back to themselves.   

 

The Project explores ‘rituals of difference’ enacted by the participants, and 

seeks to value these ‘embodied practices’ (McLaren 1996) as the basis for 

querying the rituals, processes and contexts examined in this study.  The 

participants consider the ‘performance of their identities’ (McLaren 1996) and 

can then ‘modify, re-negotiate, or comment on the predicament of self’ 

(Blatner, 2002).  If phenomenology asserts that ‘the consciousness of an 

individual is paramount’ (Grumet 1992) and that the ‘behavioural attributes are 

secondary to internal identity’ (Scott Moreau, 2000 in McKenna 2004), the 
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Sunshine Short Film Project is at least a beginning to mapping knowledge and 

experience as a means to an authentic liberatory praxis within the hegemony 

of contemporary ‘school structure’.   

  

Anne Harris is a writer and teacher, currently completing her PhD at Victoria 
University in Melbourne.  Her areas of research interest include migrancy, 
performativity of identity within educational contexts, and cultural and gender 
constructions in contemporary Australia.  
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1.  AN AMERICAN IN THE LAND OF OZ: 

In 1998 I moved from New York City to Alice Springs, a town of 28,000 in 

the middle of the Australian desert, 1000 miles from the nearest city.  It is 

a place of great rugged beauty, framed by the MacDonnell Ranges, 

roughly 300 miles from the famous Ayers Rock (Uluru, in the local 

Pitjantjatjara language).  This land has always been a gathering place – for 

the local Arrernte people as well as neighbouring language groups long 

before white settlement, and for Europeans since 1871, when William Mills 

found his way through the ranges and brought the telegraph with him.  

Even from early times, being the crossroad that it is, Mpartntwe has been 

the sight of conflicts and sortings-out: indeed, one of the main Dreaming 

stories for this area is the Yeperenye story, in which a group of ill-fated 

caterpillars are beset and decapitated by a gang of vicious tinky beetles.  It 

has never been an easy place. 

 

Central Australia is also a site of return for many Indigenous people who 

were removed from  family and country during the “Stolen Generations” 

period, to be raised with white families, largely in cities.  As adults, many 

have traced their roots and come back here looking for reconnection, 

which often proves difficult.  That is not to say there is not also much 

healing work being done here, but having taught  tertiary level creative 

writing at an Indigenous university there, I can say that there is enormous 

pain in this community from Stolen Generations people who have travelled 

far only to find that their histories will remain forever stolen. 

 

Today Alice Springs is the site of ground-breaking cross-cultural work in 

education, law reform and art.  Most recently, locals (both Indigenous and 

non-Indigenous) have spoken out against government efforts to once 

again intervene in the raising of Indigenous children.  But tensions persist 

and are dogged by Indigenous and non-Indigenous misunderstanding.  

Alice Springs remains the centre of Indigenous tourism: the place where 

white Australia goes for its ‘spiritual experience’. Many well-meaning ‘white 
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fellas’ spend a stint in Central Australia to ‘have their Indigenous 

experience’, or to ‘reconnect with the land’.  Some of them do excellent 

work.  Some of them stay.  But most come for a while, have a taste of 

difference, find out how hard it is, and leave.  It is also a remote place – 

remote from the sea and from centres of Western culture – and this takes 

its toll on many, both Indigenous and non-Indigenous. 

 

When I arrived in Central Australia I was first  struck by its beauty, and 

second by its violence.  There is poverty all around, impacting in the main 

the members of the Aboriginal community.  There is race conflict – which 

involves but is not limited to issues of ownership – from the old station 

families who have deep ties to the land, and often deep resentments.  

There is a lot of alcohol flowing, which gives vent to suppressed emotion.  

There is a slow kind of lifestyle.  All of which combine to create complex, 

ancient and irreconcilable differences, often end up showing themselves in 

Accident and Emergency on a Friday night.    

 

When I came to Alice Springs I was a theatre writer and workshop 

facilitator, and had been involved with an organisation in New York called 

Young Playwrights’ Inc, brought to the U.S. from England by Stephen 

Sondheim, for developing young writers for the theatre, and which is still 

vital after 25 years. Consequently, I thought I could do something with 

young people in Central Australia which used the tools of YPI.   

 

 ‘An essential component of playbuilding for YPI is something they call “the 

need to tell”.  It is a presumption, in performance terms, that every 

character has a desperate need to tell something, or they wouldn’t be 

there.  From this central question, most of their improvisation exercises 

grow, and from these impro’s, young people learn to build the components 

of a good play.   

 

I took this approach to heart, and as I looked around me in Alice Springs I 

assumed that these young people had a great deal to tell, and that 
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creating characters to tell their stories might in some way be liberating for 

them, and might create great theatre at the same time.   

 

So in 2000, I gathered a couple of theatre friends and teachers, and a 

couple of youth workers (both Indigenous and non-Indigenous), about 15 

young people, and we headed out of town – ‘out bush’ – to an old station 

property called Hamilton Downs, which suggests the ghosts of many 

creative workshops over the years.  We spent three days there and 

worked through improvisation and free writing exercises to approach an 

idea of what theatre for young people in Central Australia might be.  This 

paper describes some of the experiences and reflections that emerged. 

 

2.  STORY VERSUS ‘TRUTH’: Indigenous versus non-Indigenous 
stories; how the land is alive. Story is all around us.  
As with every good teaching experience, the first thing that happened was 

I found out I had a lot to learn.  The young people took some time to 

explain two things to me:  1) theatre is only for middle class white people; 

and 2) Indigenous stories are nothing like Western stories, and to equate 

them is an insult.  So much for my introductory statements about theatre 

as storytelling. I explained to them that I didn’t know anything about the 

Stolen Generations, about the Dreaming stories, or about what it was like 

to be Indigenous.  But I did know what it was like to be ‘Other’, an outsider.  

As an American, I dealt with people’s preconceived notions about who I 

was and what I represented to them.  I knew something about my stories, 

and the strength they gave me.  I knew how it felt to grow up with people 

other than biological family, and to wonder where my ‘people’ were, 

because I had been adopted.  Once I faced them honestly and with a 

desire to listen, the educative experience had begun. 

 

One of the men on the trip took me to the top of a nearby hill and pointed 

around the landscape.  He told me some of the Dreaming stories 

associated with the topographical features.  I nodded enthusiastically.  I 

equated them with Biblical stories, which horrified him.  “Not at all.  They’re 

not allegories or metaphors,” he said.  “They really happened.  They are 
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still happening.  The land is alive.”  For Indigenous people, stories are a 

way of keeping the past present, and creating meaning.  They explain why 

the land looks as it does.  Stories are unique to people and place, in that 

you cannot - are not allowed by cultural laws – to tell other peoples’ 

stories, or stories of other peoples’ country.  Set against this 40,000 years 

of tradition, my suggestion to just ‘make up some stories’ to explore 

feelings seemed ridiculous and irrelevant.    

 

We discussed the role of traditional stories – Dreaming stories – and the 

possibility that other, new stories might serve additional roles for these 

young people.  There were culture stories, which inform who you are – but 

there are new stories, being made all the time – about new spirits, about 

loss of culture, about new conditions that have never been experienced 

before, by anyone’s ancestors.  That these young people might have a 

need to talk about some of the things that were happening in their lives 

today.  About school, about family, about substance abuse.  About white 

fellas.  Anything.  Immediately they found consensus in their need to talk 

about one issue: respect.   

 

 

3.  RESPECTING DIFFERENCE: other concepts of school; 
Irrkerlantye Learning Centre; whole-family schooling. 
 
The first topic that emerged was school.  The number one reason given by 

the participants for dropping out was that they felt they didn’t receive 

respect at school.  Primarily they didn’t get it from teachers and 

administrators.  Secondly, mostly for the Indigenous kids, they didn’t get it 

from their peers. Not only for Indigenous kids, but for many kids with home 

lives that do not support the schooling process and schedules, life is 

difficult.  Indigenous kids have many home commitments that at times 

conflict with their school culture.  Some Indigenous families grieve the loss 

of loved ones by doing what is called ‘sorry business’, where families of 

the deceased are required to ‘go bush’ for a number of days, up to a 

month.  Whole families pack up the house and go.  There is no contact 
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with the outside world, no interaction outside of the family. So for these 

young people, sorry business is not a matter of going to a funeral and 

heading back to school the next day.  In the participants’ view, mainstream 

schools seemed particularly unable to integrate this practice with 

timetables.  Educational research supports what they said: statistics show 

that by year 10 (the last year of compulsory schooling in Australia), 

Indigenous students are absent ‘up to three times more often than non-

Indigenous students’.1  There are a multitude of reasons for these 

statistics, but many of them are cultural. 

 

Indigenous students frequently have home responsibilities that might 

include child-minding, looking after grandparents, other family members, 

or family that has come in from other places (a common occurrence).  

Some young Indigenous people who still follow traditional culture are also 

required to go through ‘women’s business and men’s business’ (gender-

specific ceremonies, songs and rites of passage) during their teenage 

years.  Many Indigenous young people are the first in their family to go 

through formal Western schooling.  They may have fractured families, 

there may be other family issues dominating the household.  Some don’t 

have computers or other tools at home for schoolwork.  In most of these 

homes, English is a second language.  These are very difficult conditions 

in which to try completing homework tasks. There are also compelling 

reasons not to come back to school: it’s too hard, too long, too structured, 

the family may need money and want the child to be working.  

Consequently, many young people don’t continue. 

  

Retention rates for Indigenous students in Alice Springs, as everywhere in 

the Northern Territory, are low.  Despite the use of Indigenous liaison 

workers, some excellent extra-curricular and support programs, both within 

and outside of schools, retention rates remain appalling.  That’s why 

places like Irrkerlantye Learning Centre in Alice Springs are so necessary.  

Irrkerlantye began as a place for painting, but soon grew to include adult 
                                                 
1 Exploring Multiiple Pathways for Indigenous Students, Discussion Paper, MCEETYA Taskforce on 
Indigenous Education, June 2001. p 13-14. 
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education, and whole-family education.  Everyone can come along – nan, 

mum, brothers, sisters, aunties, nieces and nephews.  From tiny babies to 

old women, everyone is welcome.  Some young people who have not 

been able to remain in mainstream schools can continue classes at 

Irrkerlantye, while their newborn baby is outside with nan while she paints.  

Programs like these are doing extraordinary work but are constantly under 

fire for performance outcomes and under constant threat of defunding.  

Meanwhile, retention rates remain lower for both Indigenous and non-

Indigenous students in the Northern Territory than in other states and 

territories.  Of the non-Indigenous participants, it was Belinda2 - who had 

had a baby in Year 10 - who felt she didn’t receive respect around the 

pregnancy, particularly in school.  So that was where we began.   

 

The participants felt strongly that they could have learnt better if given 

more respect by teachers, even if there wasn’t more time for them to have 

one-on-one attention.  It was primarily attitudinal.  The participants felt that 

adults often exerted control over them in unreasonable ways ‘just because 

they could’.  And in the case of the Indigenous participants, they felt 

teachers really didn’t understand them at all, and ‘didn’t bother’ to try and 

understand some of the issues that Indigenous students were facing.  

Mostly this was not language-based.  They did agree that there was plenty 

of literacy and numeracy support.  What wasn’t present in any meaningful 

way was cultural support – that is, support (read respect) for the 

differences, for the obligations, for the obstacles.  The kind of 

understanding for Indigenous culture that was present was mainly 

historically-based.  There were some units on Indigenous culture in the 

curriculum.  There were reproductions of paintings in some classrooms.  

But when the Indigenous students had to enact culture, by leaving for 

sorry business, or staying home to child-mind, teachers were dismissive 

and occasionally accusatory.   They thought the students were being lazy, 

slack, unmotivated, or uncooperative.  What these participants were 

relating was that the teachers still believed in the Western hierarchical 

                                                 
2 Pseudonyms have been used for the participants 
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structure of the school, and expected the Indigenous students to fit into it, 

no matter how contradictory it was to their home and cultural lives.  

 
After some group improvisation and group discussion about the issues, the 

participants were given pens and paper and asked to find a comfortable 

spot in the bush to brainstorm some ideas around the issue of ‘respect’.  

Where else within the Alice Springs community might it be absent, or 

shown?  What story did they ‘need’ to tell?  Those who were comfortable 

with the writing process were asked to write as much as they wanted in 

monologue style.  Those who weren’t went with a facilitator, who acted as 

scribe for their stories.  Some went off in two’s or threes, while others went 

off alone.  Belinda wrote with a pen in one hand and her nursing baby in 

the other.  After some time, we came back together around the fire and 

shared some of the issues, either in storytelling or improvisation.  These 

are some of those stories. 

 

4. STORYTELLING AS LIBERATION: 
 

a. Delia’s Story – Respect for language   
‘Delia’ was a young woman about 17 years old whose mother had been 

taken away as a young girl during the Stolen Generations period.  Delia 

was born in Alice Springs but without much traditional culture, and without 

extended family.  She was aware that more traditional people considered 

language to be the defining feature of a ‘real Blackfella’, and that she did 

not know much language.  She had asked her mother repeatedly for 

stories about culture, and to teach her some of the Arrernte language she 

did know, all to no avail.  Delia was concerned that without language, she 

would remain without culture.  She recognized that culture is constructed 

between the generations, and – lacking family connections – she was 

alone and vulnerable.  

 

“Some communities show love and respect and want to save 
their kids.  They take them into the bush and hold them there 
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to try and stop them from sniffing3.  The kids sniff anywhere if 
they can get hold of it, but the old ones take them out bush and 
teach them the old ways, keep them strong.  That’s what I 
want, old ones to keep me strong.” 

 
 

b. Belinda’s Story - Respect for girls 
‘Belinda’s’ story was about respect for girls. She felt that girls in the town 

were devalued on the basis of gender, and in relation to childbearing.  

Having given birth at a young age, she did not see her life as ‘over’, or 

constrained by having a child.  She wanted to return to school, but had 

been told by her family that it was ‘ridiculous’.  She did not find any 

sympathetic adults in local schools who would work with her to return to 

school with a small child.  Belinda felt that girls in the town were seen 

primarily for their sexual desirability.  She felt that once a girl became 

pregnant she was no longer desirable.  Being non-Indigenous, she also 

felt that Indigenous girls were virtually invisible to the ‘mainstream’ society 

of the town, outside of their sexual desirability.  She was concerned about 

the level of violence perpetrated by young males against young females.  

The play that Belinda eventually wrote used the allegory of blue eyes 

versus brown eyes, to address the racism against inter-racial couples in 

the town.  Her play articulated themes of intolerance with dialogue like,  

‘there are no brown-eyed people in this family.  We’re a blue-eye family.’  

She felt that her chances of returning to school were diminishing, although 

she was still eager to do so. 

 

“My family laugh and joke about my efforts to go back to school.  
Like being at school at my age is kid’s stuff.  Sometimes this 
makes young people give up.”     

 - Belinda  
  

c. Tim’s Story - Respect in Public Places  

Tim was a non-Indigenous young man who loved to socialise.  In Alice 

Springs, where the heat regularly exceeds forty degrees, there are not 

                                                 
3 petrol sniffing is a widespread problem in remote regions of Australia, particularly in Aboriginal 
communities, and the effects are devastating for both sniffers and their families.   
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many cool places for young people to gather.  Tim’s story was about one 

shopping plaza, where he and his friends used to meet in the afternoons at 

the food court.  Some of his friends were Indigenous, and they were all 

regularly chased out of the plaza by security guards, but the Indigenous 

teenagers were particularly harassed.  Tim and his friends were given 

specious reasons including they were not dressed well enough, they 

weren’t wearing shoes, they were ‘loitering’.  Even when they had drinks in 

their hands, and money in their pockets, the security guards asked them to 

leave, while the teenagers watched tourists with the same clothing loiter in 

the food court nearby.  White teenagers, or teenagers who ‘looked like 

they had money’ went without notice.  Even Indigenous adults were 

routinely chased out, sometimes without any reasons given.  Tim felt there 

was clear racism and agism being demonstrated, but when he asked to 

speak to a manager he was rebuffed.  He wrote a play about his 

resentment, called “Security at The Plaza”.  His play dealt mainly with the 

discrimination shown against young people, and the lack of respect with 

which they were treated.    

“There are different rules for kids and grown-ups.  Grown-
ups call us drunks when we do what they do.” -Tim 

 
d. Justin’s Story – Respect for Culture / Land 

Justin’s story was about mutual respect for the land, reciprocal respect for 

each others’ cultures.  He was concerned about the lack of respect not 

only for Indigenous custom, but also at times for Western law by 

Indigenous people.  He talked about the hypocrisy of people coming to 

Alice Springs for ‘culture’, but then ignoring prohibitions around Indigenous 

sacred places, Men’s and Women’s sites where Western people will go 

because it’s the best camping place.  About littering in the bush, taking 

photographs, and other ways of objectifying and devaluing Indigenous 

culture.  He also spoke about Indigenous people who refused to respect 

Western laws, but wanted to retain some of the comforts of living in 

Western culture.  He found it continuously confusing that people would 

‘value’ him for his cultural knowledge, while at the same time routinely 

discriminate against him in shops and jobs.  
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“Sometimes taxi drivers make us show money first, just because 
we’re Blackfellas.”   -Justin 
 
“Sometimes people don’t respect the laws of this place, of the land; 
but then again, our adults don’t always respect the laws of pubs and 
shops.” -Justin 

 
 “Some of our friends get no respect or stories about their culture.  
Their families make them too sad and so they sniff petrol and steal.  
It gives them brain damage - then they don’t even recognise their 
family.  Maybe they don’t want to.   It’s happening on every 
community.  Now it’s like a cycle - even the older people are doing it. 
We want to learn our stories to break this cycle.” -Justin 

 

5. OUTCOMES: Using story as healing - Interweaving our stories 

“We received respect last night when you allowed us to cook the 
kangaroo tails and showed interest about how it is done.  We receive 
respect on hunting trips for bush tucker, by our older people, and 
sometimes from Whitefellas.   We have received respect at this camp, 
by telling our stories and you listening to us.”  

- Sonja and Craig 
 

 

While the purpose of the Central Australian Young Playwrights’ Festival 

(which ran for three years) was not explicitly educational, a number of 

educative outcomes were achieved.  The data suggests ways in which 

educators can use critical pedagogy (in the classroom) to engage 

marginalised students or groups, by integrating the ‘lived experience and 

rituals’ (Bruner 1984) as a tool for belonging.  Using an arts-based 

methodology, projects which interweave multiple knowledges can easily 

foreground non-dominant cultures and perspectives.   

 

Central to the Young Playwrights’ workshops is the principle that 

enactment and being heard/seen are crucial components of ‘liberatory 

education and self-empowerment’ (Freire 1970), which can be 

demonstrated both inside and outside of formal school environments.  

With an emphasis on non-linear, non-text based activities in classrooms, 

which are reflexive and student-driven, retention rates for both Indigenous 

and non-Indigenous students can improve.  Students can be encouraged 
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to generate redemptive meta-narratives about their experiences, and to 

reject toxic ones (Abadian 2006). 
 

If we can agree that a ‘need to belong’ (Baumeister & Leary 1995) is a 

‘fundamental human motivation’, (both in study and in lived experience) 

then the Young Playwrights’ workshop activities were able to ‘address the 

implications of belonging’ (Bruner 1984), and have gone some way toward 

developing a ‘liberatory praxis’ (McLaren 1994) for the self-empowerment 

of these young people. The workshops provided the participants with the 

‘powers of observing self’ (Blatner 2002) as a process of considering 

different and potentially liberating alternatives, and can be easily replicated 

in schools.   

 

Viewed within an educational setting, the ‘teacher’ may become present as 

the receiver of silenced voices, and utilise a process of ‘re-enactment 

through speech and performance’ (Lahad 1996).  This is consistent with 

McLaren’s concept of the ‘performativity of identity’, whereby constructed 

performance can be used as a tool for reflection on the ‘performance’ of 

everyday lives.  This reflexive art-as-education allows students to ‘step 

outside themselves’ momentarily in order to embody another’s experience, 

or to convey aspects of experience that may be too charged.  Opening up 

mainstream classrooms to the possibility of ‘enactment’ rather than 

‘teaching’ offers possibilities of liberatory practice for all participants, and 

transcends traditional Western notions of student/teacher.   

 

It is not possible to reverse all the many ways in which these young people 

have been devalued in their community.  Most of them have not gone back 

to school.  Some of them were already in school, and remained.  What the 

Central Australian Young Playwrights’ Festival made clear, though, was 

the redemptive power of storytelling and theatre.  The participants were 

able to stand in front of their peers and adults, and act out the roles of the 

racist security guards, the abusive boyfriends, the rigid school teachers.  

They were empowered by ‘enacting’ these figures, who had previously 

seemed so remote and powerful.  They were able to share culture.  They 
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were able to unmask the ‘taboo’ of having a child at 16 (and everyone 

fought for turns at holding Belinda’s baby).  Above all, they were listened 

to and heard.  And they had fun doing it.  The material they generated in 

free writing was used as the basis for improvisations, which then informed 

several short plays that grew out of the weekend workshop.  These plays 

were presented in a production at the Araluen Arts Centre in Alice Springs, 

a ‘mainstream’ venue.   

 

Ironically, not all the participants attended their plays’ performances. None 

of the Indigenous participants did.  The theatrical process of casting 

actors, rehearsing the scripts, and performing in a theatre held no allure 

for them. Was it because, as they had shared so openly in the workshop, 

they were ‘patterned’ to avoid those bastions of establishment, even when 

they were the focus? Or was it because the real work was accomplished in 

the doing, and in the listening, and a play on a stage of ‘made up stories’ 

held no allure for them.  When I saw Delia in town later, and asked her 

why she had missed the performances, she said simply, “I was out bush.”   

 

Tim and his mates were able to speak to the manager of the plaza, finally.  

And one of the participants took her play to Sydney for dramaturgy at a 

national playwrights’ development centre.  But perhaps one of the most 

important outcomes was in the doing: a conversation I had with one 

participant shortly before we left Hamilton Downs.  He asked me why I had 

come to Australia.  I told him I didn’t know.  I told him I had been looking 

for a better life, and somehow I’d ended up here.  He smiled.  “The main 

thing,” he said, “is that you’re looking.  You’re doing something.  Telling 

stories is taking action. Telling this story made me feel important. It made it 

real, all those things in my head.”  
 

Anne Harris is a writer and teacher, currently completing her PhD at Victoria 
University in Melbourne.  Her topic is: ‘Performativity, Identity and the‘Found 
Girls’ of Africa:  Transgressive Integration into Contemporary Australia (The 
Sunshine Short Film Project)’.  
 
Young Playwrights’ Inc can be reached at www.youngplaywright.org 
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Abstract 
 

“Dance needs no language. Our bodies speak a language of its own.”  
Farah Ibrahim  

 
 
 

Dance-A Medium of Communication Across the Curriculum in a Diverse Community 
 

Dance can be a good resource-tool for helping faculty to identify and visualize new ways of sustaining higher levels of 
interest in the classroom, on stage, or in the community (Young, 2005; Brown, 2006, Chickering and Ehrmann, 1996). 
 
 At Saint Augustine’s College, a historically black college in Raleigh, North Carolina, data from the basic 
communication course and international programs in the local community support such a claim. Research suggests that 
a fun project or polarizing activity, when strategically inserted and structured with persuasive appeals built into the 
lesson plan, can prolong interest and sustain high levels of verbal interaction among students and teacher during the 
learning process, thus improving retention of academic objectives and achievement.  
 
Dance, “an art and kinetic form of communication,” has been used as a medium of instruction to enhance learning in 
the basic communication course. When students are taught basic symbols or theory and then given an opportunity to 
associate a dance movement, beat, and sound of song with that content, the teacher is able to see a sustained level of 
interest in subject matter as well as a more comprehensive and clearer verbal discussion of content in the classroom or 
on stage. Furthermore, when the same students are taught the importance of nonverbal communication as a medium of 
meaning and given a chance to perform examples of theory in dance activity, interest levels increase and are 
maintained over time, while comprehension is strengthened. 
 
The authors have learned that dance can increase interest in the subject matter, sustain comprehension of 
communication concepts and theory, establish a common social bond among learners across disciplines, encourage the 
promotion of health of academic learners, provide interpersonal and small group stages for the teaching of character 
education, and can activate a true understanding of cultural diversity. 
 
After selected observations, teaching techniques have worked best with high school students sponsored by federal 
grant-funded projects and by minority students from private diverse backgrounds as well as first year college students. 
  

• Summer Asian Dance Camp, an activity that focuses on Learning Dance Skills as a Creative Process;  
• Workshops in Dance, Drama & Creative Movement for Philippine-American groups in the North Carolina 

Triangle and the International Festival in North Carolina, activities that promoted equality of access to culture 
and history; and 

• Integration of learning across the curriculum, activities involving students of the Trio Program at Saint 
Augustine’s College, a historical black college, and the Filipino Migrants Showcase for the Philippine-
American Dance Company.   

 
We believe dance is a compelling and polarizing independent variable that can be used to act as a catalyst for 
sustaining higher levels of interest in the learning environment.  
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TITLE: DANCE - A MEDIUM OF COMMUNICATION ACROSS THE CURRICULUM IN A 
DIVERSE COMMUNITY 
  
 
INTRODUCTION:  
  
Dance as an art form is a means of communication through movement of the human body, which 
is stimulated by external and internal perceptions and feelings. It is a discipline concerned with 
the study and research of the aesthetics of physical movement related to social and cultural 
influences. Dance is a kinetic form of communication, which includes all forms of movement and 
physical expression. Things can be communicated through movement that human language is 
unable to convey.  
  
 
DANCE IS THE MOTHER OF ALL LANGUAGES 
  
"Speech is after all only a system of gestures, having the peculiarity that each gesture produces a 
characteristic sound, so that it can be perceived through the ear as well as through the eye. 
Listening to a speaker instead of looking at him tends to make us think of speech as essentially a 
system of sounds; but it is not; essentially it is a system of gestures made with the lungs and 
larynx, and the cavities of the mouth and nose. We get still further away from the fundamental 
facts about speech when we think of it as something that can be written and read, forgetting that 
writing, in our clumsy notations, can represent only a small part of the spoken sound, where pitch, 
stress, tempo and rhythm, are almost entirely ignored... Every language in this way a specialized 
form of bodily gesture, and in this sense it may be said that the dance is the mother of all 
languages." 
-- R.G. Collingwood, The Principles of Art  
 
Communication is thus like a dance, with everyone engaged in intricate and shared movements 
across many subtle dimensions, yet all strangely oblivious that they are doing so. Even total 
strangers - be of different ethnic race, colors or creed will display this synchronization. In simpler 
terms, we're dancing with each other when we're in a conversation. As a person speaks, she 
moves in a kind of subtle rhythm to her own voice. And the listener is moving at the same time, 
not as much, but certainly in sync.  
  
Dance is a measured pace, as a verse is a measured speech. --Sir Francis Bacon  
Dance can give the inarticulate a voice. --Pamela Brown  
Dance is so important in the world. It needs no language. Our bodies speak a language of its 
own. --Ibrahim Farrah  
  
DANCE GOALS :  
  
As a movement oriented art form, dance provides a learning experience that incorporates 
historical as well as technical development. Dance as an art form allows the student to develop 
motor skills both fine and gross, critical thinking, creative thinking, and methods of 
communication. Dance can also be a connection point for historical and present day life 
experiences. As we have seen through history, dance has been one of the many indicators of 
what lifestyles were like during a particular time period.  
  
 
DANCE COMMUNICATION ACROSS the CURRICULUM has the following goals to be achieved 
:  
  
*The learner should be able to demonstrate communication skills using dance as the medium.. 
*The learner should be able to demonstrate through creative movements the relationship 
between dance, culture, and history. 
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*The learner should be able to demonstrate how dance and healthful living are connected. 
*The learner should be able to demonstrate through dance and other disciplines such as 
language arts or visual arts can be interrelated.  
  
Dance in contemporary education has a more remote relationship when addressing a balanced 
curriculum to support the developmental needs of the individual. To help educators incorporate 
movement and dance , enhance students learning and achievement across the curriculum - the 
components of a quality dance education should be taken into considerations.  
  
The content areas and activities include the following:  
  
1. Learning Dance Skills and the Creative Process --  
Dance provides a way to learn kinesthetically and allows individuals to experience new ways to 
communicate and express meaning. The creative process encourages them to think critically, 
imaginatively, collaborate and to express themselves in a new and different way.  
  
2. Analysis, Culture and History -  
Promoting equality of access to the arts and culture, regardless of age, gender, disability, race or 
sexual orientation. Providing opportunities for lifelong learning and promoting an appreciation and 
understanding of different cultures. Enriching the quality of life of people in our community. 
Promoting community development and social inclusion (urban re-generation and economic 
development.  
  
3. Integration --  
It is the exploration and discovering ways that one art form can reinforce and enhance another. 
Students study the similarities and differences that exist within the disciplines of dance. music, 
theatre and visual art. They synthesize and apply their developing knowledge of dance to another 
content area like language arts, sociology, science..). Dance helps them to more fully 
comprehend the cultural diversity, historical context, character education, scientific concepts and 
other cross disciplinary concepts.  
  
4. Healthy Practices-  
The outcomes: Improved self-expression and creativity, health and fitness, self-esteem and 
confidence, work discipline, co-operation and sharing, group relationships. Skills building: rhythm, 
shape and pattern, movement memory, observation, devising and problem solving, analysis and 
evaluating. You'll also discover how students can use their knowledge of dance to deepen and 
communicate what they know across the curriculum.  
  
 
WORKSHOP ON PAPER:  
  
I- BODY LANGUAGE: 
  
Besides communicating your feelings and attitudes body language does several things:  
It makes messages more meaningful and memorable. People are easily bored with things that 
don't move and naturally focus on things that do. People remember more of what they see than 
hear . It punctuates your presentation. Gestures, body movement, and facial expressions are to 
speech what periods, commas, and exclamations points are to written language.  
  
A. ELEMENTS OF BODY LANGUAGE  
  
1. Posture  
Without a word or even a movement, your speaking posture communicates whether or not you're 
confident, enthusiastic, and in control of the situation. Good posture enables you to breathe 
properly and project your voice effectively. It also minimizes nervous tension.  
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2. Gesture  
Gestures, used correctly, are the most evocative form of body language and can tremendously 
enhance your words. There are four basic types of gestures: Descriptive gestures clarify or 
illustrate your words. Emphatic gestures emphasize your words, e.g. clench your fist or pound the 
podium. Suggestive gestures create a mood or express a thought, e.g. shrug your shoulders to 
indicate ignorance or perplexity. Prompting gestures evoke a response, e.g. raise your hand or 
applaud if you want the audience to do the same.  
  
Here are six things to keep in mind about gesturing:  
  
Gesture naturally according to what you think, feel, and say.  
Create the conditions for gesturing -not the gesture.  
Suit the gesture to the word or occasion.  
Make your gestures convincing.  
Make your gestures smooth and well-timed.  
Make natural, spontaneous gesturing a habit.  
  
3. Body Movement  
Movement is the motion of the whole body as you travel about the classroom. Movement attracts 
the attention of the listener because the eye instinctively follows moving objects and focuses on 
them. Make your movements easy, natural, and smooth.  
  
4. Facial Expressions  
Facial expressions are often the key determinant of the meaning behind the message. People 
watch a speaker's face during a presentation. When you speak, your face-more clearly than any 
other part of your body-communicates to others your attitudes, feelings, and emotions. Remove 
expressions that don't belong on your face.  
  
5. Eye Contact 
After your voice, your eyes are your most powerful tool for communicating. Your eyes either bind 
you to, or separate you from, your audience. Every listener wants to feel you are talking to him or 
her. Here are three keys to using your eyes effectively in presentations:  
Know your material.  
Establish a personal bond with each listener.  
Monitor visual feedback.  
  
B.  FIVE WAYS TO MAKE YOUR BODY SPEAK  
  
1. Rid Yourself of Distracting Mannerisms - 
Obtain an accurate perception of your body's image. This should include: 
· Posture 
· Gestures 
· Body movement 
· Eye contact 
2. Build Self-confidence by Being Yourself 
3. Let Your Body Mirror Your Feelings 
4. Build Self-confidence Through Preparation 
5. Use Your Everyday  Speaking Situations   
        Facial Expression 
        Eye Contact 
       Your Appearance 
       Walking Patterns 
  
 
CONCLUSION:  
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Dance is communication, and so the great challenge is to speak clearly, beautifully, and with 
inevitability. 
--Martha Graham  
  
Things can be communicated through movement that human language is unable to convey.  
Emphasis is placed on the individual's awareness of dance as communication and dance as a 
lifetime leisure activity structured to satisfy the interests and desires of individuals of all ages. 
Students can use their knowledge of dance to deepen and communicate what they know across 
the curriculum.  
  
Dancing in all its forms cannot be excluded from the curriculum of all noble education: dancing 
with the feet, with ideas, with words, and, need I add that one must also be able to dance with the 
pen? 
--Friedrich Wilhelm Nietzsche  
  
‘Dance from the heart, dance to your heart, and offer your heart to the world.  
Dance is the hidden language of the soul. 
--Martha Graham  
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Abstract 
 
Although the numbers and percentages of science and engineering bachelor's degrees 
awarded to women in most fields are increasing, they have decreased drastically in 
computer science and engineering. Degrees awarded in computer science decreased 
among both men and women from 1985 to 1995, and women went from earning 36% of 
those degrees in 1985 to only 28% in 1995.  The immediate future looks no more 
promising. Only 17% of the high school students who took the Advanced Placement 
Computer Science test in 1999 were females - the lowest percentage of all tests given. We 
must find a way to include women in computing, without excluding men at the same time.  
In doing so, we must show them how to communicate openly, without prejudice or 
stereotypes, and to recognize differences as a resource instead of a liability. This paper 
addresses the main obstacles to involve women in engineering education in Nevada and 
suggests solution to increase and sustain this involvement across the nation. 
 
 
1. Introduction  
 
Improvement at the graduate level in recruitment and retention would enable more 
women to move into visible and influential positions in the Computer Science and 
Engineering (CSE) community and simultaneously the increasing presence of these 
women would provide positive role models and mentors [1]. These could be done by 
increasing the number of women enrolling in a department and improving student-student 
and student-faculty relations. The generally negative public perception of engineers 
makes it difficult for high school guidance counselors to present engineering careers to 
female students as exciting and socially useful [2]. The lack of good guidance material 
reduces the prospect to present the engineering profession in a positive and 
understandable way. Engineering schools must develop compelling high school guidance 
materials that explain the rewards of an engineering career as well as the excitement of 
solving challenging technical problems and these materials must appeal to men and 
women of all ethnic backgrounds [2]. Engineering schools must change their academic 
environments from a ‘‘filter’’ system, from which only the brightest and toughest can 
graduate, to an atmosphere in which students are encouraged and nurtured without 
compromising academic standards [2]. Effective interventions at the undergraduate level 
for overcoming underrepresented female engineers includes actively recruiting women, 
encouraging women to persist, and mentoring women [8]. The development of a diverse 
faculty will provide mentors and role models to attract and support an increasingly 
diverse student body that otherwise might not pursue a technical career [9]. At the same 
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time to create an academic culture that promotes diversity and equity within the faculty 
and administration and that provides a supportive environment and appropriate mentors 
and role models [9]. 
 
Studies show male graduate students outnumbered the female ones by three to one [5]. In 
terms of achievement, no significant differences exist between male and female graduate 
computer engineers but female students complete their studies earlier than their male 
counterparts [5]. Study conducted on Prospective Computer Engineers shows males are 
equally motivated to select CSE as a subject of study in terms of their interest in this 
subject and because CSE provides great career opportunities, while females are mainly 
attracted by CSE job security [6]. Further analysis illustrates that despite higher GPAs 
and a greater likelihood of enrolling in higher-level math and science courses; females 
were less likely to intend to major in engineering [7]. 
 
Agustana Women in Computer Science (AWCS) program includes a student-to-student 
mentoring program and an outreach program aimed at area elementary students [3]. The 
mentoring program assigns upper class computer science majors to incoming first year 
students who have declared a major in computer science. The outreach program gives 
college students the opportunity to speak with elementary age students about careers in 
technology. Synthesis courseware aimed at improving the retention of under-represented 
engineers has been designed to work effectively in a range of educational settings, 
including classroom, high-tech small study groups and self-paced individualized learning 
[4]. 
 
 
1.1 Facts about Las Vegas, Nevada 
 
State of Nevada and in particular Las Vegas is arguably one of the few places in the 
nation where implementation of a BPC for women and other minorities can have the 
highest return.   Having carried the legacy of gambling, fame and glamour for several 
decades, Las Vegas appeals to many women who are seeking high paying jobs with 
minimal effort. These jobs are generally related to gaming and require little or no 
education.  Availability of such jobs in the area contributes to drop out rate at high school 
or college level.  The investigators have taught and trained female students in Las Vegas 
for many years. They have witnessed a diminishing rate of female enrollment in 
engineering and particularly in computer science and computer engineering since early 
90’s.  Currently there is no program or organization in place to target and recruit women 
exclusively for computing.  Challenges in having a successful program include raising 
the computing awareness in females and keep them from being lured away by high 
paying, short-term jobs in entertainment industry.  The following observations can be 
made regarding women and computing in our society. 
 
 

1. Women tend to join clubs and take classes with their friends. A lone girl, who 
likes computers, is unlikely to join a computer club by herself.   Therefore, 
sponsoring a computing club or a class that teaches computing fundamentals can 

2008 HICE Proceedings 
Page 309



effectively persuade women to join clubs or classes as a group. Arranging 
activities such as computing contests can both be encouraging and rewarding. 

2. People and particularly women need role models; they need to see successful 
women using their computer knowledge effectively and confidently. In high 
schools, being a computer geek raises a male student's coolness factor; it doesn't 
have the same effect for girls. To offset this, female speakers should be invited to 
classes or clubs.  Sharing information about women who are leaders in the field 
will also help.  

3. Women tend to perceive the computing-related career as a job spent all day in a 
cubicle with nothing but a machine. Raising women’s awareness about benefits of 
such jobs and the positive impact they have on one’s life is a step toward getting 
women involved in computing. 

 
 
2. Research Objectives and Approaches 
 
Based on the aforementioned facts, authors have launched a three-year grass root effort 
by targeting junior and senior students at Las Vegas high schools.  The main research 
objective is to substantially improve and sustain female involvement in computing 
disciplines at the University of Nevada, Las Vegas (UNLV). 
 
The following is a partial listing of approaches to be taken in the first two years of the 
project. 
 

1. Establish a women computing club on campus.  Activities include computing 
contests, presentations, present and exchange ideas and problem solving 
techniques. 

2. Invite Female leaders who are high achievers in computing career to give 
seminars  

3. Invite Female UNLV alumni with computer science/engineering degree to share 
their success stories  

 
At the end of the third year, the project will be ready to be integrated with similar projects 
at post secondary institutions in Nevada.  These institutions will include University of 
Nevada, Reno, Desert Research Institute, and the Community College of Southern 
Nevada. While major institutions to be involved in the future Alliance project are from 
Nevada, other academic units across the nation will be considered for inclusion,  
depending on the extent of relevance, history of collaboration with the UNLV team, and 
the extent of their female under representation in computing. 
 
In anticipation of including the aforementioned units in the future Alliance projects, 
efforts will be made throughout the life of the project  to make the transition as smooth 
and effective as possible including: 
 

1. Inviting female students/mentors/role models from the target units to UNLV 
campus and familiarizing them with the on-going DM activities. 
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2. Use the available Web-based distance education tool at UNLV (Web CT) to share 
seminars/workshops/lectures with female students in target units. 

3. Arranging social activities in Las Vegas or Reno with sponsorship of state 
associations/organizations.   

4. Recognizing successful individuals in events such as the yearly “Women of 
Distinction Award” ceremony sponsored by a non-profit organization that funds 
breast reconstruction surgery for post-mastectomy patients who desire to have, 
but cannot afford, the procedure. 

 
 
3. Expected Outcomes 
 
The following is the list of expected outcome at the end of the project term: 

1. Increasing the number of female students in computer science and engineering at 
UNLV by 30% in three years and by 100% in five years. 

2. Establishing a recruitment, retention and research center to involve females in 
computing majors at UNLV and to sustain and improve this involvement. This 
center will play an important role in identification and recruitment of quality 
students from city wide high schools including but not limited to Silverado, 
Coronado, and Green Valley. 
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Introduction 

 Several studies on language learning strategies have indicated that strategy choice 

is influenced by many variables (Oxford & Crookall, 1989; Larsen-Freeman, 2001). 

These include learner, task, and process variables. The context in which the learning 

takes place is also an important factor that affects the choice of strategy (LoCastro, 1994). 

Much of the published research regarding learning strategies looks at learners only in one 

particular fixed setting. The results of these research studies support the notion that 

learning strategies are considered specific to a given context (Donato and McCormick, 

1994, as cited in Larsen-Freeman, 2001). However, by not exploring language learners 

and the strategies they use as they cross from one context to another, implies that these 

strategies are stagnant and non-transferable. As many foreign and second language 

learners know, this is not the case.  

 To provide evidence for this, the current study attempts to investigate the transfers 

and developments of language learning strategies, particularly for the listening and 

speaking skills, which may have occurred with L2 learners who have shifted their 

learning contexts. In this report, learning strategies refers to “specific actions, behaviors, 

steps, or techniques…used by students to enhance their own learning” (Scarcella & 

Oxford, 1992, p.63). The term transfer in this study refers to language learning strategies 

which are used to complete particular language tasks in one context and are carried over 
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and employed to accomplish similar language tasks in another context. Furthermore, the 

definition of development here is taken to mean newly emerged or modified strategies 

learners use in completing similar language tasks that occur in different environments. 

 The participants in this study are two Japanese students who had studied English 

as their foreign language and, at the time of the study, were studying English as a second 

language in USA. They had studied English in their home country for some time before 

coming to study the language in the Intensive English Program (IEP) at one of the 

universities in the Midwest. Through retrospective interviews, both participants were 

asked to describe as well as compare and contrast the strategies they used to accomplish 

similar English listening and speaking tasks in different learning environments—EFL vs 

ESL environments. That is, when they were in Japan (EFL) versus while they were in the 

US (ESL).  

Literature Review 

 Much of the research on language learning strategies to date has been descriptive, 

reporting on which learning strategies are used by learners of different languages 

(Chamot, 2004). They are mainly quantitative in nature. The majorities of these studies 

survey the students’ general language learning and quantify them (e.g. Peacock and Ho, 

2003). Alternatively, if the studies focus on language learning strategies used for specific 

skills, the focus is usually on reading or writing (e.g. Block, 1992, Olivares-Cuhat, 2002). 

Although researchers have identified various factors that affect the choice of learners’ 

language learning strategy use—context being one of the main ones—to the best of my 

knowledge, very few actually look in depth at how the shift of context or learning 

environment of learners truly affect their strategies. Even those that exist focus one the 

generalizibility of the result; hence the large sample groups and quantitative research 
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design. The data from investigating individual cases of learners as they cross from one 

learning context to another can be quite rich and informative. With these gaps in mind, I 

attempt to bridge them by investigating the language learning strategies used by two 

English language learners as they shift from one context to another different one. The 

skills focused are speaking and listening. 

 Because the focus of this study is on discovering the language learning strategies 

used specifically by English learners across different social contexts, the research was 

carried out as a case study. Interest is placed on the participants’ anecdotes, contextual 

factors, perceptions related to their choice of language learning strategies (Robson, 2002).  

 Participants 

 An extensive social networking was done to find the participants. Several of my 

friends and classmates were asked if they knew of any IEP students who had similar 

linguistic and cultural backgrounds. I specifically wanted IEP students as participants due 

to my area of interest in ESL/EFL (as opposed to Spanish as a second language or French 

as a foreign language, etc.). Because the IEP is designed to only serve non-native English 

speakers, I was certain that all of the students were motivated and were there to study 

English as a second language (in a broad sense), which matched my interest and criteria.  

 As a result, two Japanese English language learners participated in this study. For 

clarity and conciseness, their demographic information is presented in the chart below. 

 

 HIROYUKI* NOBUKO* 
Age  23 22 
Gender Male Female 

Educational 
Background 

Obtained a Bachelor’s Degree in 
Economics from a Japanese 
university. 

Obtained a Nutritionist License 
from a Japanese junior college. 
Japanese 

Native 
Language (NL) Japanese Japanese 
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Target 
Language (TL)  English English 

Length of Time 
Studying TL 10 years 9 years 

TL Proficiency 
Level Advanced Low intermediate 

Place of TL 
Learning Most 
of the time 

Formal classroom/ Japan Formal classroom/ Japan 

Overseas 
Experience 

USA: 11 months of study in 
intensive English programs in 
Portland and San Francisco  

Australia: one week vacation  
USA: two weeks vacation 

Current 
Situation (at the 
time of the 
study) 

studying in level 7 at IEP 
completed level 4 at IEP before 
discontinuing the program and 
self-study at home 

*Both names are pseudonyms. 
 
 Data Collection 

 The data were collected by interviewing each learner once. Both interviews were 

audio-taped and transcribe in full. E-mail correspondence of some follow-up questions 

was also used. According to Chamot (2004), “although self-report may be inaccurate if 

the learner does not report truthfully, it is still the only way to identify learners’ mental 

process” (p.15).   

 The interview questions consisted of 30 open-ended items. Twelve of the 

questions were asked to obtain information on the learners’ backgrounds and the 

remaining items aimed at eliciting their language learning strategies. Each interview 

lasted approximately 45-50 minutes. 

Result and Discussion  

 The interview data revealed several similarities between the two participants in 

many aspects. They started learning English at the same age and in a formal classroom 

context in Japan. The study of grammar was the focus of their English classes. Listening 

and speaking skills were rarely taught. Both admitted not seeing the importance and not 
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paying much attention to studying English when they were in junior high and high 

school, although they managed to get by this subject just fine with passing grades. Hence, 

their early years of English learning started off with them having fairly low motivation to 

master the language.  

 Although they lived and studied in different cities and schools in Japan, they had 

very similar English learning experience and learning styles, which ultimately led to 

similar choice of language learning strategies (Oxford, 2001). Hiroyuki and Nobuko both 

expressed disinterest in English during their early years, which resulted in the 

discontinuation of the language study after graduating from high school. During the 

period of their English study, they used a great deal of compensation strategies, 

particularly switching to their mother tongue and avoiding English communication 

partially or totally (Oxford, 1990). Very rarely, they consulted the dictionary and 

grammar book when encountering communication problems. This sort of consultation 

occurred mostly when they were in their English classes. 

 Exposure to English was mainly in the formal context of the classroom for them 

in the classroom. Outside of class, Hiroyuki and Nobuko communicated in Japanese. 

Meeting foreigners was very rare, and even if they did, most of them could understand 

and speak Japanese. Hence, the need for Hiroyuki and Nobuko to use English was 

limited. They could get by easily without having to listen to or speak in English.  

 After realizing the significance of English, both sought for ways to improve their 

English skills. For Hiroyuki, this realization came as he progressed through his study of 

Economics and as he thought more and more about his future career business world. For 

Nobuko, the realization of the importance of English occurred during her one-week 

vacation in Australia when she could not simply order a cup of latte. She had a difficult 
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time understanding the server and vice versa. Among the several options of how to 

improve their English skills available to them, they chose to come and study in the 

intensive English program in the United States. 

 The strategies they employed for the improvement of their English altered 

drastically after their arrival to the US. In this country where English is the main medium 

of communication both in and out of the classroom, avoidance of listening to and 

speaking in English was not an option they could rely on as much as when they were in 

Japan. Although the avoidance strategy was transferred, it was used to a much lesser 

degree than when they were in Japan. Their choice whether or not to employ this strategy 

depended on their interest in the topic or the significance of it. Similarly, grammar book 

and dictionary consultation were also transferred into their learning context in the US, but 

the frequency of their use greatly increased. This is to be expected since they were now 

living in a country where the majority of the people speak English. They could not rely 

on their native language as much as when they were back in Japan if they wanted to be 

able to communicate with other non-Japanese native speakers. The grammar book and 

dictionary were resources they turned to because they were “too embarrassed” to ask for 

repetition, clarification, or explanation from their interlocutors. They did not want to be 

deemed as “stupid” (Hiroyuki) or “annoying” (Nobuko) to others.  

 In terms of strategies development for their English speaking and listening, the 

most obvious ones are cognitive and social strategies. For cognitive strategy, practicing 

by repeating and practicing naturalistically were the ones they highlighted. They both 

reported watching more television with English captions to practice their listening and 

they were motivated to try out new vocabulary, slang, and phrases that they have just 

learned when conversing with their mixed-language background peers and teachers. For 
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social strategies, the most obvious selection for both of them was cooperating with peers 

and proficient users of the new language (Oxford, 1990). This was particularly evident 

for Hiroyuki. He intentionally tried not to socialize with Japanese people and mainly 

“hung out” with his American peers. Associating with the people from his native country 

would mean less opportunity for him to communicate in the target language. The “hang 

out” led Hiroyuki to becoming acquainted with the casual teenage language. For Nobuko, 

most of the time she attempted to communicate with her American boyfriend in English, 

even though he could speak Japanese quite fluently. They relied on Japanese only when 

they sensed a miscommunication.  

 Developing and taking advantage of social language learning strategies while they 

are living and studying in the target language environment is a smart move on their part. 

It is the ideal and fastest way to improve their English communicative ability. 

Furthermore, it is also a good way to build social connection for the purpose of 

maintaining their English skills once they return to their home country. 

 Additionally, the development of Hiroyuki and Nobuko’s learning strategies also 

included the emergence of some other compensation strategies. These were guessing 

intelligently, using circumlocution or synonym, and drawing. As avoidance became less 

of a preferred option, they developed the above strategies to compensate for the things 

they could not say or think fast enough. Guessing intelligently was used mainly when 

they did not want to ask for clarification, repetition, or explanation from their 

conversation partner. Using circumlocution or synonym was their choice when they 

wanted to get their point across, but could not think of the exact word or expression or 

when they could not rely on their grammar book or dictionary. Drawing, particularly for 
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Nobuko, was the last strategy she turned to after other compensatory strategies did not 

work during her English conversations with others. 

 From this interview data, it can be concluded that the context in which the target 

language is learned has great impact on the learning strategy choice of the learners. 

Several transfers and developments of language learning strategies occurred as Hiroyuki 

and Nobuko shifted from the Japanese English learning environment to the US one—

from the context where English is considered as a foreign language to one in which it is a 

native and/or second language. To accomplish a task in a new learning environment, the 

mere transfer of strategies will not suffice. Modifications to the existing strategies must 

be made (e.g. Hiroyuki and Nobuko’s use of avoidance strategy). By the same token, 

merely maintaining and making medications to existing strategies when attempting to 

complete similar tasks in a new learning context may not result in positive outcomes as in 

the past learning context. Developing new strategies as options to use would be ideal as 

other factors in the new learning environment have also changed (e.g. Hiroyuki and 

Nobuko’s social strategies). 

 What has been reported, thus far, is captured precisely by Chamot (2004): 

 
 The context of learning, shaped by the educational/ cultural values of the society  

in which individuals are studying a new language, combined with language 

learners’ goals together determine the types of learning tasks engaged in and thus 

the types of learning strategies that can be expected to best assist learning. (p.18)     

           

 The context of English learning in Japan and the US is qualitatively different as 

has been pointed out. The educational and cultural values which each society holds also 

differ immensely (Cao & Novas, 1996). Hiroyuki and Nobuko’s learning goals which 
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directed their learning tasks in Japan and the US were dissimilar; hence, the outcome of 

different strategy usage to assist with their English language learning. In Japan, the main 

purpose for studying English was to pass the mandatory course examinations to graduate 

from school. There was no “real use” for English. However, the goal of acquiring English 

here in the US is to be able to communicate with others effectively—in and out of the 

classroom. English language learning becomes more purposeful. Therefore, the language 

learning strategies that the learners choose to aid their learning are adjusted accordingly 

by learners who begin to also develop metacognitive awareness of their learning needs. 

Conclusion and Implication 

 This case study has revealed how the shift in learning environments affects the 

learners’ language learning strategy choice. It shows that learning strategies are not 

stagnant. They are transferable between contexts. In addition, the change in language 

learning environment also entails some sort of modifications to the strategies learners are 

already using as well as developing new ones to suit the context. What this implies is that 

teachers should explicitly teach language learning strategies to their students. Teachers 

should introduce as many strategies as possible so students have a range of language 

learning strategy options to select from as they cross from one learning environment to 

another.  

 In addition to the teaching of direct strategies (i.e. memory, cognitive, 

compensation strategies), teachers should also introduce the indirect ones (i.e. 

metacognitive, affective, social strategies) to students (Oxford, 1990). For students 

moving from a foreign language context to a second language one, teachers should 

encourage them to use social strategies as a way to take advantage of situations that they 

rarely have while studying the target language in their home country. Along with social 
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strategies, teachers should emphasize the necessity for students to consider using 

affective strategies, such as giving positive self-talk or finding ways to lower their 

anxiety. Not feeling good about oneself or having too much anxiety can hinder their 

language learning and appropriate choice of other learning strategies.   
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Abstract 

 

The study is undertaken via meta-analysis to investigate application of learning styles 

including learning preferences, personality traits, and cognitive styles in online discussion 

forum for instruction enhancement. Three international journals were selected primarily 

based on the criteria of published year, empirical studies, and context of higher education 

focusing on online text-based discussion forum. They are British Journal of Educational 

Technology (SSCI), Journal of Computer-Assisted Learning (SSCI), and Journal of Research 

on Technology in Education. The three periodicals are to provide perspectives of how the 

learning styles and other related terms are being applied in the field of online text-based 

discussion forum, including asynchronous and synchronous discussion modes in the context 

of higher education. 
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I.INTRODUCTION 

With the advent of the computational technology era, online instruction has been a trend 

particularly in baccalaureate and master’s degree programs. In both asynchronous and 

asynchronous online environments, peer-to-peer and peer-to-instruction interaction, 

communication, and immediacy (including instructor, student, and computer immediacy) 

long have been regarded as the important factors for successful learning.  

The diversity of adult learners has been increasing in higher education institutions, 

particularly in urban universities and colleges. Facing increasing heterogeneity and a 

growing student body, higher education is being challenged by student retention and 

academic accountability. Serving such a diverse student population in a wide variety of 

venues has become critical in higher education (Bates, 1997).  

The theme of this paper is to analyze the extent of learning styles (i.e., learning 

preference, cognitive styles) applied in the use of online text-based discussion forum in 

computer-assisted instruction for better customization of individual learning, optimistically, 

resulting effective teaching and learning. It is also intended to see types of learning styles 

being administered in a variety of contexts and domains. 

 

II. THEORETICAL BACKGROUND 

Numerous instruments have been developed to identify or measure student differences 

such as the Myers-Briggs Type Indicator (Myers & McCaulley, 1985), Index of Learning Style 

(Felder & Soloman, 2004), Gregorc’s Style Delineator (Gregorc, 1984), Learning Style 

Inventory (Kolb, 1984), Dun and Dun Learning-Style Model (2001), and the Keirsey 

Temperament Sorter (Keirsey, 1998). With numerous instruments available, the practical 

use of learning styles in online learning contexts warrants study (Beyth-Marom, Saporta, & 

Caspi, 2005). 

The MBTI is one of the most popular instruments for personality assessment (Boyle, 

1995, p. 73). The MBTI includes theoretical constructs devised by the Swiss psychoanalyst, 

Carl Jung, and is a self-report questionnaire designed to assess personal preferences in 

dimensions of perception, decision making, social interaction, and environment interaction 

(Duck & Ogden, 1990). MBTI differentiates 16 psychological types based on the preferred 

orientation on each of four axes or dimensions. Four dichotomous dimensions classify 

individuals as (a) introvert (I) or extrovert (E), (b) sensing (S) or intuitive (N), (c) thinking 

(T) or feeling (F), or (d) judging (J) or perceiving (P). Combinations of the four preferences 

determine personality types. Each type is represented with four letters, one from each pair 

(e.g., ESTP, ENFP). Each letter represents a preference on one of the four dimensions. The 

first dimension is concerned with an individual’s attitude to others, the second with how an 

individual absorbs information, the third with how an individual makes decisions, and the 
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fourth with the relative importance of the second and third dimensions (Davison et al., 

1999).  

Of all cognitive learning style theories, field-dependence/independence of Group 

Embedded Figures Test (GEFT) is one of the most heavily researched (Witkin & 

Goodenough, 1981). The GEFT instrument has a reliability coefficient of .82 (Witkin, Otlman, 

Raskin, & Karp, 1971). How a person responds to the GEFT indicates their general 

tendencies in learning, perceiving and understanding the world (Witkin et al., 1971). These 

cognitive learning style differences are important for educators to understand and act upon 

in order for each student to benefit fully from the educational process (Witkin, Moore, 

Goodenough, & Cox, 1977; Cox, Sproles, & Sproles, 1988; Bork, 1997).  

“There is a growing interest in using discussion groups for distance learning via threaded 

asynchronous tools or synchronous chat rooms” (J. Lee, MacKendree, Dineen, & Mayes, 

1999, p. 5). Web-based learning often utilizes online discussions, which are typically either 

threaded asynchronous forums or synchronous chats (Lee, MacKendree, Dineen, & Mayes, 

1999), to help learners organize and process course content (Jolliffe, Ritter, & Stevens, 2001). 

Jolliffe et al. defined an asynchronous learning environment as “one where communication 

between learners and the facilitator is done via a computer forum of some description at 

different times,” whereas a synchronous learning environment “takes place in real time 

where those involved in the communication process are present all at the same time, but not 

necessarily in the same place” (p. 9). Both synchronous and asynchronous conferencing 

modes promote more frank discussion and equality among students than traditional 

classroom instruction (Sproull & Kiesler, 1993) but students seem to prefer asynchronous 

discussion because they have enough time to reflect and draft careful responses to others’ 

postings (Poole, 2000; Zafeiriou, Nunes, & Ford, 2001).  

Conversely, synchronous online communication tools—chat forums—are usually 

subjected to the norms of business and academic discourse (Murphy & Collins, 1997). 

Synchronous dialogue not only allows continuous, structural modifications of course 

content, pace, and activities to accommodate students’ individual needs, but also allows 

students’ concerns to be addressed instantaneously which can be an important factor in the 

reduction of transactional distance (Murphy & Collins). Moore (1989) recognized that higher 

structure and little dialog between instructor and learner would increase transactional 

distance. However, synchronous text-based discussion has a number of disadvantages. First, 

chat forums are not conducive for effective communication among large numbers of 

participants (Murphy & Collins) because of “coordination problems and stability of 

technology using a low band-width” (Jollife et al., 2001, p. 57); however, the problems can 

be reduced if regular meetings are arranged. Another problem can be the substantial typing 

skills needed for effective participation. Finally, participants whose English is a second 

language may be at a disadvantage if the conversation flows so quickly that some 
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participants don’t have sufficient time to reflect, frame questions, and compose responses 

(Aoki, 1995).  

Asynchronous computer-mediated communication such as bulletin board systems 

offers a feature of time independence. That is, asynchronous online text-based discussion 

allows people to spend time reading, reflecting on a message, and responding. Even more, 

asynchronous online text-based discussion allows international collaboration in which 

people need to communicate across different time zones (Aoki, 1995). In addition, in his case 

study investigating student participation in a discussion-oriented online course, Poole 

(2000) found that students tended to respond to the threads and accompanying postings on 

Saturdays and during the hours of 4–8 p.m. or 8 p.m. until midnight. Moreover, they tended 

to access the discussion board from their home computers. 

Certainly, limitations work against the merits of synchronous text-based discussion. 

Synchronous text-based discussion is difficult for a large number of participants to 

participate effectively because of “coordination problems and stability of technology using a 

low band-width” (Jollife et al., 2001, p. 57); however, the problems can be reduced if a 

regular basis of meeting is arranged. In their analysis of online Web-based instruction, 

Harmon and Jones (2001) observed, “Students who had low participation in the bulletin 

boards never missed a chat and were quite vocal in the chat room” (275). They also observed 

that some students in the synchronous chat session experienced frustration because of 

frequent technical crashes and the negative feelings of fighting for words. Consequently, the 

students tended to be more competitive in posting the messages and eventually ignored their 

peers who were online simultaneously. Undeniably, pros and cons depend on student 

characteristics and other environmental factors. Nonetheless, with the alternatives of online 

text-based discussion, students in different learning environments still possess varying 

needs for interaction and independence.  

Synchronous (e.g., real-time text-based chat) and asynchronous (e.g., newsgroup and 

discussion boards) delivery tools have been introduced to charter high schools for 

home-schooled and independent-study students (Lopez, 2003) and for student teachers who 

need to become familiar with these delivery tools and to understand the tools’ merits and 

limitations. Overall, both synchronous and asynchronous conferencing modes promote 

more frank discussion and equality among students than traditional classroom instruction 

(Sproull & Kiesler, 1993). Accordingly, exploring needs for interaction warrants the purpose 

of this study examining students’ learning inclination and life characteristics. 

 

III. THEMES AND FOCUS QUESTIONS 

The theme of this paper is to analyze the extent of learning styles (i.e., learning 

preference, cognitive styles) applied in the use of online text-based discussion forum in 

computer-assisted instruction for better customization of individual learning, optimistically, 
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resulting effective teaching and learning. It is also intended to see types of learning styles 

being administered in a variety of contexts and domains. 

 

Q1: What are the types of learning styles being administered in a variety of contexts and 

domains? 

Q2: What is the role of the learning styles in course design?  

 

IV. METHOD 

As the goal is set to investigate application of learning styles in online discussion for 

instruction enhancement in higher education, we conducted a comprehensive literature 

search to locate published empirical research investigations. Three international referred 

journals are selected to provide perspectives. Relevant studies for this meta-analysis were 

collected by electronic databases of WilsonWeb OmniFile Full Text Select and EBSCOhost 

ASE.  

 

Sample and Selection Criteria 

Three international referred journals were selected to provide perspectives of how the 

learning styles related terms are applied in the field of online text-based discussion forum 

including asynchronous and synchronous formats in the context of higher education.  

i. British Journal of Educational Technology (Social Science Citation Index)   

ii. Journal of Computer-Assisted Learning (Social Science Citation Index)   

iii. Journal of Research on Technology in Education  

Journal of Asynchronous Learning Network is selected for its devotion in online 

learning emphasizing on empirically quantitative research. British Journal of Educational 

Technology is chosen for its coverage on expanding fields of educational technology and 

training. The Journal of Computer Assisted Learning, an international peer-reviewed 

journal, is chosen for its contribution on fostering collaborative research between 

researchers and the practitioners in areas of distance and networked learning and 

collaborative learning. Journal of Research on Technology in Education is chosen for its 

focus on horizons of educational computing. The Journal of Interactive Online Learning is 

included in the study because of its focuses on providing a venue related to higher-level 

learning outcomes. 

 

Selection Criteria 

Concurrent with the gist of our study, the following criteria are to identify pertinent 

papers within the selected journals.  

1. Published between 2004-2006, which is to provide an up-to-date view of the field 

with a consistent cutoff point 
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2. Based in higher education institutions 

3. Limited in empirical studies 

4. Focused on online discussion forums  

5. Focused directly on teaching and learning—for instance, papers that focused on 

implications for the institutions or predominantly for content analysis will not be 

included 

 

V. RESULTS 

In our findings on extensive review of learning styles in different domains, the terms of 

learning styles were mostly used for learning outcomes (e.g., Graf, Viola, Leo, & K, 2007), 

interaction (Ruth, Kelly, & Caspi, 2005), learning satisfaction (e.g., Lin & Overbaugh, 2007), and 

sense of community (e.g., Overbaugh & Lin, 2006). While the term cognitive styles was used 

in understanding the problem-solving skills (Stoyanoy & Paul, 2007). Based on the theoretical 

models, the instruments used for the studies include Adaptor-Innovator Inventory—KAI (Kirton, 

1999), Index of Learning Styles by Felder-Silverman Learning Style Model (FSLSM) (Felder & 

Silverman, 1988), and The Paragon Learning Style Inventory (PLSI) (Shindler, 2000). There are also 

instruments that were specifically developed for their studies, i.e., Learning-Habit Inclinations 

Questionnaire (LHIQ) (Ruth, Kelly, & Caspi, 2005) and Introversion-Extroversion Index (Lin & 

Overbaugh, 2007). 

For the various terms with regard to individual learning, Curry (1983) suggested the 

analogy of an onion to represent the various learning style constructs. The onion is 

consisted of three layers. In the outermost layer, Curry specified instructional preferences 

theories, which focus on environmental factors such as class size, learning groups, or 

presence of authority figures. These factors influence the individual's ability to interact with 

and respond to the learning environment. Theories that are concerned with an individual's 

intellectual approach to processing information were encompassed in the middle layer. 

Theories of this type deal with different types of learners' ways of processing information. In 

the inner layer, Curry placed theories that perceive learning styles as personality traits. The 

Myers-Briggs Type Indicator (Myers & McCaulley, 1985) is a representative example, in 

which learners are characterized along four dimensions of personality. 

 

VI. CONTRIBUTIONS 

 The paper gains an understanding of various terms related to learning styles (e.g., 

learning style, cognitive learning style, learning preference, and cognitive style) applied in 

online text-based discussion forum in higher education. In addition, we report roles of the 

learning styles related being applied in course planning and design. By means of the study, 

we understand the issue of student characteristics contributing variation of learning 

outcomes with regards to use of learning styles is discussed, and additionally modes of 
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text-based discussion forum taking into consideration of different learning paths 

contributing to student learning.  
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Comparing the Educational and Employment Experiences of Adults who were Diagnosed 
with Learning Disabilities in Childhood with those who were Diagnosed with Learning 
Disabilities as Adults 
  
Author/Presenter: Stephanie Fullarton 
Affiliation: University of Ottawa 
Address: 363 Pearl Street West Brockville Ontario, K1S 3R2 
  
  
Abstract: 
  

The results of recent research show that post-secondary school outcomes of 
individuals with disabilities lag behind those of non-disabled individuals in employment 
and post-secondary education (Blackorby & Wagner, 1996). The aim of this research was 
to determine the conditions related to success among individuals with learning disabilities 
in adult life, by comparing the educational experiences and employment outcomes of two 
groups of learning disabled adults; those who obtained a diagnosis as children and those 
who obtained a diagnosis as adults. Examining and comparing the experiences of these 
two groups can help to determine the conditions that are essential in facilitating the 
success of individuals with learning disabilities as well as the conditions that create 
barriers to success.  
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The Development and Practice of Teaching Activities of Children’s “Number” 
Concepts: Compose & Decompose under Ten 

 
Ming-Chuan, Hong  Chung-Hwa University of Medical Technology 
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Yen-Ting, Chen   Chung-Hwa University of Medical Technology 

89, Wen-Hwa 1st St. Jen-Te Hsiang, Tainan Hsien Taiwan, R. O. C. 
clief000@ms34.hinet.net 

 
 

Abstract 
This study took down the process of two pre-kindergarten teachers who designed and carried out 
the mathematics teaching activities, and analyzed the kindergarten children’s performance in 
teaching activities playing. Two pre-kindergarten teachers and twenty five kindergarten children, 
living in Taiwan, participated this study. The mean age of the children was five. In addition, 
Observation records in classroom, reflective notes, teaching videos and interview records were 
collected in this study. Results of this study showed that there were seven problem solving strategies 
included “counting all”, “counting on”, “tacking out”, “trying error”, “directly perceiving through 
the sense”, “guessing” and “mental calculating” when the kindergarten children faced the “compose 
& decompose under ten” problem situations. Besides, the kindergarten children had positive 
development about the performance of sentiment on “felling of curriculum”, “atmosphere of class” 
and “attitude of mathematics learning”. Finally, two pre-kindergarten teachers deeply knew about 
mathematics content knowledge, awarded children’s mathematics understanding, and enriched the 
intension of teaching activities and discovered the necessity of social norm. 
 
 

Key words: number concept, compose &decompose, problem solving, performance of sentiment 
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The Development of Learning Community: 
to Inquiry Preschool Teachers’ Professional Development in Mathematics Teaching 

Practice Knowledge 
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Yen-Ting, Chen   Chung-Hwa University of Medical Technology 
89, Wen-Hwa 1st St. Jen-Te Hsiang, Tainan Hsien Taiwan, R. O. C. 

clief000@ms34.hinet.net 
 
 

Abstract 
The purpose of this study was to inquiry thirty prekindergarten teachers’ mathematics teaching 
practice knowledge development in Taiwan. Through a community called “Mathematics Teaching 
Learning Organization” (MTLO), the researchers provided the thirty prekindergarten teachers with 
opportunities to know the theories of teaching activity design and design mathematics activities 
actuality and share with others. Various data were obtained through observations, interviews and 
the collection of relevant documents. From analyses of these data, it was found that prekindergarten 
teachers’ changes took place in terms of their views about mathematics teaching, their 
understandings of mathematics conceptions and of students’ learning of mathematics, and the 
operation of classrooms. Finally, from reflection on the process of investigating participating 
prekindergarten teachers’ teaching practice knowledge development in mathematics, the researcher 
developed a gateway about the operation of MTLO. 
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The purpose of this session is to provide an overview of how a historically black, 
four-year, comprehensive university uses an online technology support system to 
enhance program development and improvement within a Professional Education 
Unit.  As an NCATE accredited program, the Professional Education Unit is 
responsible for maintaining an assessment system which documents and informs 
progress within our programs.  Finding the technology to aid in this process has 
enhanced overall performance both within the University and with Professional 
Development School (PDS) partners. 
 
The University of Maryland Eastern Shore has used Tk20 CampusTools HigherEd for 
two years and has discovered it to be a powerful tool.  It helps organize the majority 
of our data in one central location making it easier than in the past to collect data 
from multiple sources, generate reports, analyze data, and make programmatic 
revisions based upon the results. 
 
Among the topics to be discussed are how we use Tk20 as an instructional tool in the 
classroom, its role in student assessment and advisement, and the ways we use it 
for ongoing communication with our PDS partners.  We will also discuss the types of 
data needed for continual accreditation and how this assessment system aids in that 
process. 
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 The magician’s seven basic secrets of illusion 

design—mirrors and glass, screening, hidden space, 

trapdoors, covert mechanical devices, masking and fake 

forms—have been readily applied to building design 

throughout the history of architecture. But while the pro-

duction of successful illusions depends on the masterful 

handling of technique, magic boxes and buildings alike 

create genuine effect only when technique fully recedes. 

In addition to the mechanics of illusion design, both the 

magician and the architect rely on an intimate knowledge 

of the psychology of perception, anticipating the assump-

tions and expectations of their respective audiences. 

It is the distance between what the audience actually 

sees (the image imprinted on the retina) and what they 

perceive (the image in the mind’s eye) that provides fertile 

ground for the design of deceptions. 

 Deception, as opposed to illusion, implies 

motivation, and it is worth noting why deceptive practices 

have value. The magician’s very success requires deceiv-

ing the audience, minimizing their curiosity and maximiz-

ing their awe. Inevitably, in their state of wonder, the 

audience oscillates between the two, being both in and 

out of their rational mind. This unresolved flicker might 

itself be the defining characteristic of magic. 

In a 17-day summer workshop, co-taught by a professor of education/magician 
and a professor of architecture, architecture students were introduced to the 
basic mechanical secrets and psychological ploys used by stage magicians to 
create their illusions. The course focused on the slack between what is real and 
what is perceived, and demonstrated how both the magician and the architect 
make use of this charged territory productively. The students experienced the 
value of interdisciplinary design research, developed a new set of tools for plying 
their craft, and were encouraged to question the pervasive bias towards honesty 
and technological transparency in architectural education.

 In architecture, unlike stage magic, the decep-

tions are subtler. Knowing full well the limits of human per-

ception, the great masters regularly employ(ed) unequal 

symmetries, forced perspectives, misaligned columns, 

irregular grids, hollowed structures, tapered edges, and 

other devices to solve practical problems and/or to shape 

misconceptions of space. One has only to think of the use 

of forced perspective to aggrandize a humble structure 

or tapered edges to a hide a large volume on a sensitive 

site. While the actual deceit might remain undetected by 
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the conscious mind, the very presence of deception is 

destabilizing, causes one to know and not know, or stated 

differently, to wonder.

 In the workshop, we set out to complete three 

projects: one drawn, one modeled, and one built at a full, 

architectural scale. The first assignment was to design a 

container for 3000cm3 of space, one third of which must 

be imperceptible. Because the students were required to 

precisely calculate the volume of their containers, they 

had to refresh their trigonometry skills and continually 

make finely tuned adjustments to their design. Most of 

the solutions had deceptively simple geometries that hid 

complex spaces. The most innovative solution was a 

pyramid of stacked tubes. Because the tubes were hol-

low, there appeared to be no hidden space whatsoever. 

But in a clever deceit, this student added up all the tiny 

triangular spaces between the round tubes, spaces that 

were perceptually ignored, and tapered them away from 

the viewer to increase the volume of hidden space. 

 In project two, students were asked to 

consider the added factors of material and color when 

designing a shoebox that appeared impossibly small to 

house a large shoe. The requirement to model several 

draft versions of the box allowed the students to test 

how materials and colors influence perceptions of space, 

how tapers and segmentation diminish the appearance 

of volume, how mirrors hide one space while doubling 

another. The students experienced first-hand the startling 

difference between how large a space was needed to 

house the shoe and how small that space appeared.

 The final collective project involved the 

construction of a full-scale architectural illusion to be 

performed before an audience. The project had several 

2 3
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challenging constraints from the start: there was one 

week to design and construct it, there was not enough 

budget to work with standard construction materials, and 

it had to be built in the school’s gallery and demolished 

immediately after the performance.

 As a class, it was decided that the illusion, an 

inhabitable space deceptively titled The Cube, would have 

a double climax (after the first wow comes a second.) 

The Cube appeared to be a freestanding 8x8x8-foot 

volume with two operable doors on opposite sides. A 

person standing at each door had what appeared to be a 

clear view through the entire box, but mysteriously, they 

could not see one another. (The first wow.) After some 
6

minutes, the secret behind that illusion was revealed to 

the audience by sliding open the front wall of The Cube 

and exposing the presence of mirrors. The audience 

wandered through the room feeling so much the wiser. 

The Cube was then closed again without fanfare, and 

within seconds, seven students appeared from what had 

just been an empty space. (The second wow.) The actual 

8x10x8 dimension of The Cube provided the slack that 

allowed the students to hide undetected in the thickness 

of the thin chipboard walls. The application of the famed 

Cafe Illusion on the exterior of the volume reduced the 

audience’s ability to perceive the distortion.

 While the projects in this short workshop 

54
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remained in the realm of stage illusions due to time and 

space constraints, it was clear to all that the architect has 

much to learn from the magician’s ability to manipulate 

visual perception. In contradistinction to the pervasive 

bias towards honesty and technological transparency 

in schools of architecture, this course was just an brief 

introduction to the seductive art of deception.
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This paper describes the impact of a mathematics professional development 
program, the Primary Mathematics Specialist Certificate Program (PMSCP), on 
participating elementary teachers.  The PMSCP was developed at San Diego State 
University to assist elementary teachers to come to a deeper understanding of the 
mathematics they teach and to enhance their mathematics pedagogy, as well as to develop 
knowledge useable in practice (Ball and Bass, 2000).   

Researchers have noted the importance of teachers developing pedagogical 
content knowledge (Shulman, 1986) and specialized content knowledge (Hill and Ball, 
2004).  For example, teachers not only need to know how to solve multiplication 
problems themselves; they also need to be able to examine novel ways in which students 
solve multiplication problems and determine if their solution methods generalize to all 
multiplication problems. 

A guiding force in our work is the belief that teachers need both a deep 
understanding of the mathematics they teach along with an understanding of how to 
implement effective mathematics teaching in the classroom.  According to the National 
Research Council (2001), “effective programs of teacher preparation and professional 
development cannot stop at simply engaging teachers in acquiring knowledge; they must 
challenge teachers to develop, apply, and analyze that knowledge in the context of their 
own classrooms so that knowledge and practice are integrated” (p. 380).  

The PMSCP helps credentialed teachers develop special expertise in the teaching 
of mathematics in the primary grades (grades K – 3).  The PMSCP includes 12 units of 
coursework, comprised of six graduate units of mathematics education courses and six 
undergraduate units of mathematics.  The PMSCP is offered in a cohort format, with 
coursework spread over one to two years.  See http://pdc.sdsu.edu/pmscp.htm for more 
information on the PMSCP. 

2008 HICE Proceedings 
Page 344



  

The PMSCP coursework offers teachers the opportunity to reexamine the 
mathematics they teach at their various levels, and come to a deeper understanding of this 
content and its connections to other mathematical and scientific ideas and concepts.  In the 
PMSCP, teachers have opportunities to examine and discuss their own teaching of this 
subject matter with other teachers in an open, thoughtful manner, so that they can enhance 
their own understanding of mathematics and develop and apply effective teaching 
strategies in their classrooms.   

Since its creation in 2004, the PMSCP has served over 160 teachers, and the 
number of participants is expected to increase in the next few years with new funding 
recently received to support new partnerships with local school districts. Thus, it is 
important for us to measure the impact of these programs on participating teachers.   

The research question is as follows:  in what ways does participation in a 
mathematics professional development program affect participating teachers’ 
mathematics content knowledge and pedagogical content knowledge of geometry? 

Methodology:  Participating teachers in three cohorts completed pre- and post-
tests of their understanding of geometry concepts, as well as their pedagogical content 
knowledge of these topics. The pre-test was administered prior to these topics being 
covered in program coursework, and the post-test was administered after these topics 
were covered.  This analysis only discusses data from teachers who completed both the 
pre- and post-tests.  These participants were distributed among three cohorts as follows: 
Cohort 1 included 13 participants, Cohort 2 included 20 participants, and Cohort 3 
included 11 participants. 

All three cohorts completed Test #1, which included 8 items.  Cohorts 1 and 2 
also completed Test #2, which contained 11 items (see Appendices A & B for copies of 
these tests).  Results from each test are presented separately below.   

 
Results for Test #1:  We examined the number and percent correct on the test, as 

well as gain scores.  The total possible score on the test was 8.  Table 1 below shows the 
results by cohort. 
 
Table 1:  Number and Percent Correct on Test #1 by Cohort 

Cohort 1 Cohort 2 Cohort 3 
n = 13 n = 20 n = 11 

 # correct % correct # correct % correct # correct % correct 
Pre-test 
Mean* 3.15 39.4% 4.30 53.8% 4.45 55.7% 
Post-test 
Mean 4.23 52.9% 5.50 68.8% 5.09 63.6% 
Gain 1.08 13.5% 1.20 29.3% 0.64 8.0% 
t-test for 
significance P(T <=t) = 0.026** P(T<=t) = 0.0001** P(T <=t) = 0.17 

* total possible score is 8 
** significant at the 0.05 level 
 
Notice that the post-test scores of each cohort increased, with gain scores ranging 

from 0.64 (8.0%) to 1.20 (29.3%). 
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A t-test was conducted to examine the differences between the mean scores on the 
pre-test and post-test for each cohort.  The table above shows the results of this analysis.  
Please note that the gains for Cohorts 1 and 2 were significant, at the 0.05 level (for 
Cohort 1) and the 0.01 level for Cohort 2.  This shows that there was significant positive 
growth in participants’ content knowledge about geometry. 

 
Results for Test #2:  We also examined the number and percent correct on this 

test, as well as gain scores.  The total possible score on the test was 11.  Table 2 below 
shows the results by cohort. 
 
Table 2:  Number and Percent Correct on Test #2 by Cohort 

Cohort 1 Cohort 2 
n = 13 n = 20 

 # correct % correct # correct % correct 
Pre-test Mean* 7.15 65.0% 7.30 66.4% 
Post-test Mean 7.85 71.3% 8.65 78.6% 
Gain 0.69 6.3% 1.35 12.3% 

* total possible score is 11 
(note that Cohort #3 did not take this test)  
 
Notice that the post-test scores of each cohort also increased on Test #2, with gain 

scores ranging from 0.69 (6.3%) to 1.35 (12.3%). 
A t-test was conducted to examine the significance of these differences in mean 

scores.  This analysis showed that the difference between means on the pre-test and post-
test was significant at the p = 0.05 level. This shows that there was significant positive 
growth in participants’ content knowledge about geometry. 

 
Item Analysis:  We looked more closely at participants’ responses to each item on 

Test #1.  Table 3 shows the number and percent of participants answering each item 
correctly.  Items are arranged in Table 3 by score on the post-test.  

 
Table 3:  Number and Percent of Participants Answering Each Item Correctly 
 

 
Item Analysis by Gain Scores:  We also examined the gains on each item, i.e., the 

changes in participants’ performance on each item.  Table 4 shows the number and 

Participants Answering Correctly (n = 44) 
 Pre-test Post-test 
ITEM # # % # % 
1a 39 88.6% 39 88.6% 
1d 21 47.7% 35 79.5% 
3 25 56.8% 33 75.0% 
4 32 72.7% 33 75.0% 
1e 25 56.8% 27 61.4% 
1c 11 25.0% 23 52.3% 
2 14 31.8% 16 36.4% 
1b 9 20.5% 15 34.1% 
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percent of participants answering each item correctly, and the gains on each item. Items 
are arranged in Table 4 by gains. 

  
Table 4:  Gains in Number of Participants Answering Each Item Correctly 
 

 
Discussion:  These data show substantial growth in participants’ understanding of 

geometry concepts.  We’d like to highlight results on a few items: 
 

Item #1: Ms. Marcos’ class was learning that in geometry there are often special cases, 
so that things may be true sometimes, but false other times.  For each of the following 
statements, indicate whether it is always true, sometimes true, or never true.  (Mark 
ALWAYS TRUE, SOMETIMES TRUE, NEVER TRUE, or I’M NOT SURE for each 
statement.) 

 
a) Triangles have three acute angles (acute 

angles are less than 90 degrees) 
Always 

true 
Sometimes 

true 
Never 
true 

Not 
sure 

b) A rectangle is a square. Always 
true 

Sometimes 
true 

Never 
true 

Not 
sure 

c) The area of a circle divided by the square of 
its radius is a little more than 3.  

Always 
true 

Sometimes 
true 

Never 
true 

Not 
sure 

d) If a polygon has all its vertices on a circle, 
the area of the polygon is less than the area 
of the circle. 

Always 
true 

Sometimes 
true 

Never 
true 

Not 
sure 

e) All of the angles of a hexagon are equal. Always 
true 

Sometimes 
true 

Never 
true 

Not 
sure 

 
 
 

Results:   
ITEM Participants Answering Correctly Gains 

Participants Answering Correctly   
(n = 44) 

Pre-test Post-test Gains ITEM 
# # % # % Gain % gain 
1d 21 47.7% 35 79.5% 14 31.8% 
1c 11 25.0% 23 52.3% 12 27.3% 
3 25 56.8% 33 75.0% 8 18.2% 
1b 9 20.5% 15 34.1% 6 13.6% 
1e 25 56.8% 27 61.4% 2 4.5% 
2 14 31.8% 16 36.4% 2 4.5% 
4 32 72.7% 33 75.0% 1 2.3% 
1a 39 88.6% 39 88.6% 0 0.0% 

  increase of > 30%   
  increase between 20% and 30%    
  increase between 10% and 20%    
 increase between 0% and 10%   
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Pre-test Post-test  # 
# % # % Gain % gain 

1a 39 88.6% 39 88.6% 0 0.0% 
1b 9 20.5% 15 34.1% 6 13.6% 
1c 11 25.0% 23 52.3% 12 27.3% 
1d 21 47.7% 35 79.5% 14 31.8% 
1e 25 56.8% 27 61.4% 2 4.5% 
  increase of > 30%   
  increase between 20% and 30%    
  increase between 10% and 20%    
 increase between 0% and 10%   
 
Participants showed variable gains on these items.  Greatest gains were achieved 

on Items 1d and 1c, with more moderate gains on Item 1b and 1e, and no gain on 1a.   
 
Conclusion:  This report described the substantial impact of a mathematics 

professional development program, the Primary Mathematics Specialist Certificate 
Program (PMSCP), on participating elementary teachers.  Results showed gains in 
teachers’ content knowledge of geometry concepts and pedagogical content knowledge.  
These findings are useful to other professional development providers in designing 
programs for elementary school teachers.   
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Appendix A 
Geometry Concepts Test #1 

 
1. Ms. Marcos’ class was learning that in geometry there are often special cases, so that 

things may be true sometimes, but false other times.  For each of the following 
statements, indicate whether it is always true, sometimes true, or never true.  (Mark 
ALWAYS TRUE, SOMETIMES TRUE, NEVER TRUE, or I’M NOT SURE for each 
statement.) 

 
 Always 

true 
Sometimes 

true 
Never 
true 

I’m not 
sure 

f) Triangles have three acute angles (acute 
angles are less than 90 degrees). 

 

 
1 

 
2 

 
3 

 
4 

g) A rectangle is a square. 
 

1 2 3 4 

h) The area of a circle divided by the square 
of its radius is a little more than 3.  

 

 
1 

 
2 

 
3 

 
4 

i) If a polygon has all its vertices on a circle, 
the area of the polygon is less than the 
area of the circle. 

 

 
1 

 
2 

 
3 

 
4 

j) All of the angles of a hexagon are equal. 
 

1 2 3 4 

 
 
2. Ms. Sanchez is playing “mystery shape” with her students, a game in which she gives her 

students clues for a shape she is hiding in her hand. Which set of clues has square as the 
only answer?  (Mark ONE answer.) 

 
a) I have four sides. 

I have four right angles. 
 
b) I have four sides. 

I am not a parallelogram.  
I have four equal angles. 

 
c) I have four sides. 

My opposite sides are parallel. 
I can tessellate the plane. 

 
d) I have four sides. 

I have four lines of symmetry. 
 
e) I am a regular polygon. 

I have all congruent angles. 
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f) I’m not sure. 
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3. Ms. Moreno finds the following definitions in a textbook:  
 

Prism: A solid figure that has two congruent, polygon-shaped bases, where all 
other faces are rectangles. 

 
Pyramid: A solid figure with a polygon base where all other faces are triangles 
that meet at a single vertex. 

 
Thinking about the two definitions, Ms. Moreno wondered about the relationship between 
prisms and pyramids.  According to these definitions, which of the following statements is 
true?  (Mark ONE answer.) 
 
a) A pyramid is a kind of prism. 
 
b) A prism is a kind of pyramid. 
 
c) Some pyramids are prisms, but not all are. 
 
d)  No pyramids are prisms. 
 
e)   I’m not sure.  
 
 
Ms. Markhill asked her students to write problems involving rotations in the plane.  One of 

her students posed a challenging problem based on the Tetris video game.  
 

 
 
Choose the shape below that, no matter how you rotate it, will not match any of the 
shapes above. 
 
The class had some disagreement about what should be the correct answer.  What should it 
be?  (Mark ONE answer.) 
 
 

a) 
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b) 

 

c) 

 

d) 

 

e) 
 
   I’m not sure. 
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Appendix B 
Geometry Concepts Test #2 

 
1. Mrs. Schlaff is using geoboards with her class (square grids of pegs at one unit intervals).  

The pegs on the geoboards she is using are spaced one inch apart.  She asks her students 
to make figures with a perimeter of 12 inches.   When she looks at what they are making, 
Mrs. Schlaff is concerned that some of their shapes do not have a perimeter of 12 inches.   
For each of the shapes below, determine whether the perimeter EQUALS 12 IN., DOES 
NOT EQUAL 12 IN., or if there is NOT ENOUGH INFORMATION to determine 
whether it equals 12 in. 

 
  Perimeter 

equals  
12 in. 

Perimeter  does 
not equal  12 in. 

 
Not enough 
information 

 
I’m not 

sure 
 
 
 

a) 

 

 
 
 

1 

 
 
 

2 

 
 
 

3 

 
 
 

4 

 
 

b) 

 

 
 

1 

 
 

2 

 
 

3 

 
 

4 

 
 

c) 

 
 

1 

 
 

2 

 
 

3 

 
 

4 

 
 
 

d) 

 

 
 
 

1 

 
 
 

2 

 
 
 

3 

 
 
 

4 

 
 
 

e) 

 

 
 
 

1 

 
 
 

2 

 
 
 

3 

 
 
 

4 
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2. During a unit on geometry, Mr. Erikson asked his students to try to stump each other by 
describing figures that do not exist.  Mr. Erikson compiled a list of their ideas and studied 
them to help him prepare for leading a class discussion the next day. Which of the 
following figures are possible, and which are impossible?  (For each idea, mark 
POSSIBLE, IMPOSSIBLE, or I’M NOT SURE.) 

 
  

Possible 
 

Impossible 
I’m not 

sure 
 
a) A rectangle that is not a parallelogram 
 

 
1 

 
2 

 
3 

b) A polygon with only two sides 
 

1 2 3 

c) A parallelogram with diagonals of equal lengths 
 

 
1 

 
2 

 
3 

d) An equilateral right triangle 
 

1 2 3 

 
 
 
3. Mr. Nager writes the following statement on the board: 
 

The length and width of a rectangular swimming pool are 
each doubled, while the depth remains the same. 

He asks his students to make mathematical statements about this pool.  Which of the 
following student claims is true?  (Mark ONE answer.) 
 
a) It takes twice as much paint to paint the bottom. 
 
b) It takes twice as much paint to paint the four walls. 
 
c) It takes twice as much water to fill the pool. 
 
d) All of the above. 
 
e) None of the above. 
 
f) I’m not sure.  
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4. Mr. Juarez gave the following problem to his students:  
 

ABCD is a rectangle.  Compare the areas of triangles AED and AFD.  
 

B

A

E F C

D

G

 
 
In the ensuing discussion, some of the students had conflicting ideas about the triangles’ 
areas.  Which of the following student arguments is correct?  (Mark ONE answer.) 
 
 
a) ∆AED and ∆AFD are congruent; therefore they have the same area.  
 
b) The base and height of ∆AED and ∆AFD are the same; therefore they have the same 

area.  
 
c) AF is longer than AE; therefore the area of ∆AFD is greater than the area of ∆AED.  
 
d) ∆AED has a greater area than ∆AFD because ∆AED is closer to the shape of an 

equilateral triangle. 
 
e) Since ∆AED and ∆AFD share ∆AGD and since ∆AEG is obviously smaller than ∆DGF, 

then the area of ∆AFD has to be greater than the area of ∆AED.   
 
f) You can’t tell.  The areas can’t be determined without numbers.  
 
g) I’m not sure.  
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Professional ethics seeks to determine what the role and conduct of 

professionals should be. The study of professional ethics will not automatically make 
one more ethical, but it should develop a sensitivity to ethical problems and clearer 
thinking that provides some general principles, and help one to better understand the 
role and importance of professional conduct in contemporary society. The university, 
especially the vocational and technological university, should focus on promoting 
professional ethics involving responsibility–based behavior in students.  

Lickona (1991) has stated that one of the most significant ethical developments 
during the past two decades has been a deepening concern for character. He 
advances that two foundational moral values; respect and responsibility, are necessary 
for healthy personal development, and caring interpersonal relationships that are 
essential to human (especially democratic) societies, and a just and peaceful world. 
Character so conceived has three interrelated parts: moral knowing, moral feeling, and 
moral behavior. Good character consists of knowing the good, desiring the good, and 
doing the good. Following Lickona’s suggestions, this paper aims to develop an 
instructional model to enhance students’ professional ethics in responsibility and study 
the results of its implementation. 

Initial finding suggest that professional ethics in responsibility are best 
conveyed when the model considers 3 main aspects; self-responsibility, social 
responsibility, and product responsibility. These approaches are expected to promote a 
sense of students’ responsibility through three strategies namely, class discussion, 
self-regulation, and service-learning. The approach encourages cooperative learning 
when students work a project together. The instructional model, based on character 
education, includes 5 phases: 1) Enhancing the importance of moral awareness, 2) 
Empowering individuals through moral intelligence in responsibility 3) Practicing 
personal and social responsibility through student-designed individual and group 
projects 4) Reflecting on the students’ personal imbedded sense of responsibility and 
its effect on their social praxis, and 5) Identifying the specific personal characteristic 
traits involving their sense of responsibility.       
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Strengths-based Education to Improve Special Education 
Teacher Preparation Programs 

 

Introduction 

This paper describes the background and the process of becoming a Strengths-based 

Education Department of Special Education at a faith-based university in California.  The 

authors describe the on-going process our department has taken to be authentic in 

Strengths-based Education teaching.   

 

Purpose Statement 

The purpose of this plan for action research is to equip Teacher Preparation Program 

faculty with knowledge, understandings, and skills to be able to teach from a Strengths-

based Education perspective.   

 

Expected Outcome 

The expected outcome for the Special Education Department faculty will be an increase 

in the use of their strengths in teaching, interactions in faculty meetings, and teamwork in 

department committee work.  These are aspects of our work as faculty members and 

where behavior can be measured and, also, behavior can be impacted.  There are three 

methods of determining outcome which will be documented before and after each 18-

week semester, throughout the academic years of 2007-2008 and 2008-2009.  The first 

will be measured by faculty members’ self report on a performance pre- and post-

assessment.  The second method for determining outcome will be peer evaluations at the 

end of the academic year using the Comprehensive Faculty Evaluation Process (CFEP) 
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currently in use at Azusa Pacific University.  The third method of determining outcome 

will be student evaluations using the IDEA forms at the end of each 9-week course, also 

currently in use at Azusa Pacific University. 

 

Initial Incorporation of Strengths-based Education into the Department of Special 

Education 

Some years ago, in 2004, it was determined that the introductory course for all Special 

Education Program Credential/Graduate students, Introduction to Individual Differences, 

would house the Strengths component.  This is the first Special Education course that the 

teacher candidates would take.  It requires that they take the Clifton StrengthsFinder 

(CSF) online assessment and read the textbook, StrengthsQuest (Clifton, Anderson, & 

Schreiner, 2006).  Most Special Education faculty members teach this course once or 

twice a year, so they must also have had the experience of taking the CSF online 

assessment and reading StrengthsQuest.    

 

Evidence collected by teacher candidate response, in narrative essay writing assignments, 

supported continuing this initiative and broadening its scope by having all faculty 

members in the Special Education Department receive training in Strengths-based 

Education.  This process will take several years and will continue as we come to 

understand more about Strengths-based Education and its impact on teachers and their 

students.   
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Strengths-based Education Perspective  

It was determined that if faculty members in the Special Education Department are to 

teach from a Strengths-based Education perspective, they must go through the 

developmental process themselves.   

 

In 2007, training was provided for all university mentors for field experience and clinical 

experience teacher candidates, adjunct and full-time faculty members.  The following 

steps were taken by the Department of Special Education.  

 

Step 1.  All faculty members received a gift of both StrengthsQuest (Clifton, Anderson, 

& Schreiner, 2006) and Teach with your Strengths (Liesveld & Miller, 2005).  They were 

urged to take the Clifton StrengthsFinder online assessment.  Out of a possible 34 

strengths, this assessment identifies each person’s top five signature themes or strengths.  

In addition, faculty members were asked to study these two books to further understand 

their strengths and to discuss their top five strengths with people who knew them well 

enough to give them feedback as to whether these strengths were apparent. 
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Table 1 
 

G N S J N1  
 
Individualization 
 

 
Individualization 
 

 
Strategic 

 
Maximizer 

 
Achiever 

 
Achiever 
 

 
Empathy 

 
Focus 

 
Strategic 

 
Intellection 

 
Learner 
 

 
Connectedness 

 
Achiever 

 
Positivity 

 
Command 

 
Strategic 
 

 
Restorative 
 

 
Relator 

 
Learner 

 
Strategic 
 

 
Activator 
 

 
Activator 

 
Positivity 

 
Responsibility 

 
Connectedness

Claimed Claimed  Claimed Claimed Claimed 
 
Analytical 
 

 
Input 

 
Empathy 

 
Achiever 

 
Relator 

 
Table 1.  This table depicts the top five strengths for each of four Department of Special 
Education Faculty and the chair (N1).  Each person may claim another strength that is not 
among their top five.  There is an additional strength claimed by each faculty member. 
 
 
Step 2.  The developmental competencies determined next for faculty to attain included: 

recognition of talents, knowledge of strengths language, and concepts as identified in two 

published tools; the Clifton StrengthsFinder (CSF) online assessment, and 

StrengthsQuest (Clifton, Anderson, & Schreiner, 2007).   Through use of these tools, the 

faculty members' own strengths will be recognized and affirmed as the top five Strengths 

are made known to others.  Strengths language, vocabulary, and labels could be discussed 

along with the broader concept of strengths theory. 
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Step 3.  The next developmental step is an increased understanding of how faculty can 

use their strengths in teaching the “Introduction to Individual Differences” course.  The 

course content covers the broad scope of children and adults with special needs.  When 

using a Strengths-based Education perspective, the process is reciprocal as the more they 

teach, the more they learn, the more they learn, the better they teach.  This process is also 

self-generating, as the teacher candidates pick up the momentum and they learn to affirm 

one another.   

 

Strengths-based Education concepts are incorporated into this first special education 

course, a survey of the field of Special Education.  Learning what barriers and myths 

must be overcome precedes candidates’ learning and teaching methods.  For candidates 

to become effective teachers, of students with special needs, they must examine their 

attitudes and beliefs.  Teacher candidates may come to this program without having 

clarified their attitudes nor beliefs.  However, consideration is given to one’s attitudes 

and beliefs, we advocate that teacher candidates believe that: 

 all children can learn,  

 that children and adults have vast differences in their learning styles, and  

 that there are wide variations in students’ abilities.  

These understandings are the foundation for becoming excellent teachers of students with 

special needs.   

 

Knowing one’s talents and strengths is a prerequisite to being able to identify and affirm 

students’ strengths. Ideally, Special Education teacher candidates would be taught from a 
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Strengths-based Education perspective.  This will enable them to model this attitude of 

acceptance and affirmation of strengths in their classrooms as they develop their skills in 

recognizing and affirming their student’s strengths. 

 

Step 4.  Another aspect of strengths is to understand how their top five signature themes 

interrelate.  This training is currently being conducted by an invited Strengths-based 

Educator, the Assistant Director of the Noel Academy of Strengths Leadership and 

Education.  Regular training sessions are scheduled for the academic year, 2007-2008. 

Special Education Faculty will be provided with faculty training sessions to teach 

recognition and understanding of the strengths of others, one-on-one, in small groups, 

and large groups.  Faculty will assist in the development of strengths in the following 

groups; teacher candidates, staff members, and colleagues. 

 

Step 5.  Action research will document this process and we will look for emerging themes 

and practices that work and don’t work as we progress.  A team of researchers has been 

identified within the Department of Special Education.  Frequent meetings both face-to-

face and chat room meetings keep this project as a priority.  This is the description by 

Mills defining action research we agreed on, “Action Research is any systematic inquiry 

conducted by teacher researchers, principals, school counselors, or other stakeholders in 

the teaching/learning environment to gather information about how their particular 

schools operate, how they teach, and how well their students learn.  This information is 

gathered with the goals of gaining insight, developing reflective practice, effecting 
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positive changes in the school environment (and on educational practices in general), and 

improving student outcomes and the lives of those involved”  (Mills, 2007).   

 

Documenting the Intervention of Strengths-based Education Training 

Data for this study includes logs of chat room sessions of the professors’ discussions 

pertaining to Strengths-based Education and its impact on their teaching, faculty journals 

for reflections upon their use of Strengths-based Education in their professional practice, 

and meeting summary notes.   

 

Special Education Faculty will fill out and return their self-report pre- and post-

performance assessment describing their experiences in using their strengths in teaching 

“Introduction to Individual Differences” after each 9-week course has been taught. 

Peer evaluations will be distributed, filled out, and collected by the CFEP office at the 

end of the academic year using the Comprehensive Faculty Evaluation Process (CFEP), 

as this tool is currently used at this university.   

 

Student evaluations using the IDEA forms at the end of each 9-week course will be 

distributed, filled out, and collected by the CFEP office, as this tool is currently in use at 

this university. An analysis of this data will be conducted by the investigators and an 

annual report will follow.   
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Summary  

We have described a process that has taken several years of preparation to get to this 

point, that of incorporating Strengths-based Education into our program and conducting 

Action Research to document and verify its effectiveness.  We believe that in these days 

of high stakes testing, rising tuition costs, and the chronic problem of retention of Special 

Education teachers, that Strengths-based Education will keep us attuned to 

credential/graduate students’ unique abilities.  Identifying, affirming and developing 

strengths of beginning teachers are critical components of preparedness for enhanced 

effectiveness in the special education classroom.  We hardily acknowledge that people 

are our most precious resource.    
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Appendix I 
 

Book Summaries of Strengths Related Readings  

   Jan Forsse and Greg Richardson 

In Go Put Your Strengths To Work, Markus Buckingham traces the source of the 

Strengths Movement to Peter Drucker’s book The Effective Executive. Mention is made 

of successful companies and institutions that now incorporate strengths-based insight into 

employee professional development. In Go Put Your Strengths to Work, Buckingham 

focuses upon exercising your strengths. He also mentions ‘push’ and ‘pull’ concepts 

whereby individuals take responsibility for their strengths or listen to others to help them 

perform their strengths. In essence, Buckingham speaks of “freeing your strengths:” 

liberating innate potential. 

Furthermore, he displaces numerous myths associated with positive psychology; 

such as: as you grow your personality changes. Whereas in reality, “As you grow, you 

become more of who you already are”. Or, the myth that says, “You grow the most in 

your areas of weakness” where in fact “you grow the most in your areas of strength”. 

He concludes the book by directing the reader to get a clear understanding of what 

their strengths are plus inclusion of techniques to learn what builds the individual’s 

strengths.  Buckingham also highlights ingredients that actually compose a strength – 

talents, skills, knowledge – and mentions strategies to free your strengths. He uses the 

acronym FREE (focus, release, educate, and expand). Essentially, one should focus upon 
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the current role identity, liberate opportunities, acquire relevant insight, and then expand 

job functionality. 

The authors of Soar With Your Strengths, Donald O. Clifton & Paula Nelson start 

the book in a clever way! They present a parable of attendees to a newly developed 

school who were encouraged about learning. They soon discovered that they were 

learning things which negatively impacted their joy and fulfillment in life: they were out 

of their element. The authors indicated that it is a national obsession to “fix what’s 

wrong” rather than “focusing upon strengths and managing the weaknesses”. The authors 

ask, “What would happen if we studied what was right with people verses what’s wrong 

with people?”  Consequently, Soar with Your Strengths focuses upon strengths discovery 

and continual performance of them.   

Five characteristics of strengths, and their development, for individual or 

corporate benefit are presented.  First, people should “listen for yearnings” those internal 

magnets that incite people to aspire to do things.  Second, “watch for satisfactions,” those 

emotional rewards that make one feel good.  Third, “watch for rapid learning” those 

internal motivators that chart exponential knowledge attainment.  Fourth, envision those 

“glimpses of excellence” which are quality jewels hidden from most eyes.  Fifth, one 

should aspire to the characteristic of “total performance of excellence” whereby activity 

improves over time.  

Then the authors make a pivotal turn, they indicate that “strengths develop best in 

the framework of mission.”  “Mission is a motivator,” and should become a mission 

statement that is claimed, empowered, lived, loved, and enjoyed.  However, re-emphasis 

is made that “strengths develop only in relationship to another human being.” 
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Rosanne Liesveld and JoAnn Miller start this great book, Teaching To Your 

Strengths, by speaking of behavior patterns of “unorthodox teachers”. Four decades of 

research support their findings that teachers possess innate talents: natural and individual.  

The authors mentioned that accompanying these teacher talents are a sincere concern to 

win over non-compliant students.  These teachers became great teachers because they 

created relationships based upon “right expectations not high expectations,” and because 

they “respected and admired students for the work they do” individually. Therefore, 

“great teachers do not teach all their classes the same way.”   

The book mentions Gallup’s definition of strengths, talents, and skills and 

acknowledges that “strengths psychology validates you as an individual;” however, 

society encourages people to believe they can perform any task/job function so desired. 

In actuality, people have used this drive to succeed (out of character), and it is not 

constructive activity but destructive activity.  Teaching To Your Strengths, also says to be 

well-rounded, working on your weaknesses, is another mistake people make. 

The book then covers in detail the various ‘strengths themes.’ It gives a concise 

definitive, yet expository, synopsis of strengths. Focus is upon working with your talents. 

The book directs its reader to get others involved in helping them to validate, and refine 

strengths identified.  

When the Shoe Fits: The Purpose of Strengths by Greg Richardson has taken the 

strengths-based movement to a whole new level.  Richardson identifies that everyone has 

a definite function to perform in life; and that this function, or unique purpose, can only 

be accomplished by that individual.  Although other individuals may operate in that 

functional capacity, even effectively, total functionality of the task can only be 
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accomplished by that one unique individual who has been divinely endowed with 

strengths to perform the task.  They are, and were, the perfect fit for the perfect job: 

evident by strengths they possessed. 

Gallup defines strengths as “consistently providing near perfect performance in a 

specific task”. When the Shoe Fits does not emphasize the specific strength themes as 

defined by Professor Emeritus, Edward “Chip” Anderson, Don Clifton, or others but it 

does explain the purpose of strengths! Human life is not a random effect, nor related 

personality factors, but innate and parental assigned qualifiers direct one toward life 

assignments.  Richardson addresses questions that focus upon one’s identity, history, 

purpose, and destiny. He makes it clear that there is a reason for existence plus strengths 

possessed, developed or undeveloped, which guide a person toward completion of a 

specific assignment, and ultimately personal fulfillment in life. 

Chapters in the book expound on names, birth order, birth dates, talents, favorite 

colors, and passions. Each chapter unfolds insights behind inward motivators that propel 

people to act, and react, in given situations. Answers to the ‘why’ we do what we do are 

revealed therein. Then, an allegoric road map charts potential avenues to investigate, to 

explore, to discover and to develop strengths that lead to satisfaction in service or job 

function. 

Without using the precise language of strengths-based education, Max Lucado 

presents a unique faith-based viewpoint of strengths concepts. In his 2005 book, entitled 

Cure for the Common Life, he portrays utilizing ones strengths as having “a sweet spot.” 

This is Lucado’s way of describing being “in the zone.” He says “that life makes sense 

when you find your spot.” He describes this sweet spot as “an uncommon call to an 
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uncommon life.” The purpose of the sweet spot is explicit:  “God endows us with gifts so 

we can know Him.” 

For Lucado the intersection of:  “my everyday life, God’s glory, and my 

strengths” converge to create what Lucado calls “the cure of the common life:  your 

sweet spot”. Lucado uses picturesque language with many metaphors to illustrate his 

points. 

He borrows a strategy called S.T.O.R.Y. from a Connecticut organization, People 

Management International, Inc. In the S.T.O.R.Y. exercise individuals are encouraged to 

write a story about an early childhood memory of a success in life where they were 

experiencing the feeling of:  “I was made to do this”, “me at my best”, “when I felt a rush 

of accomplishment”. He further explains this as “something you did well” and enjoyed 

doing it. It is to be a specific event, specific accomplishment or specific action. 

Lucado calls this “reading your life backwards” and the full exercise has 

participants write about not only a childhood success, but also an experience from youth 

and also one from adulthood. 

The purpose of this activity is to isolate one-liners of sweet spot experiences.  

This is accomplished through detailing how you went about accomplishing the success 

and then what felt most satisfying to you about the experience.  Through telling as many 

details as one can recall and then analyzing the recurring themes in your life, you can find 

evidence of your strengths. 

By using the acronym S.T.O.R.Y., participants can go deeper into their successes: 

S = Strengths, how you get things done using your unique gifts.  The verbs used reveal 

these strengths.  T = Topics:  what you want to work with.  The nouns you use reveal 
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these topics. O = Optional conditions:  the conditions in our environment that make 

things work best for us. R = Relationships:  what kind of roles and relationships to others 

you seek in the task.  Y = Yes! This abbreviated version of the in depth S.T.O.R.Y. 

activity shows one example of the practical application of strengths in this fascinating 

book. 

Marcus Buckingham and Donald O. Clifton collaborated in the 2001 Gallup 

Organization book, Now, Discover Your Strengths. The book contains a code for the 

book’s owner to take the Clifton StrengthsFinder Profile on the internet.  The one 

hundred and eighty questions asked in the profile give the test taker twenty seconds to 

answer each forced-choice question.  Taking only about thirty uninterrupted minutes, the 

profile results in five signature strengths that the individual receives via e-mail and 

online.  This book was on the bestseller lists for over five years. 

The StrengthsQuest (2002) book is designed for student use and is utilized in the 

Azusa Pacific University program beginning with incoming Freshmen. With the 

republication of this book in 2006, the additional author, Laurie A. Schreiner, continues 

the work of the late Chip Anderson and late Don Clifton. She recalls the inspirational 

question of Chip Anderson , “What would we do if we really loved our students?” Of 

course, the answer in part is that we will, “see and nurture the potential in them”. This 

book assists students in understanding and affirming their strengths and talents. As the 

second edition of this powerful book was released, over two million people had taken the 

Clifton StrengthsFinder.   

This new edition also compares the Clifton StrengthsFinder with Holland’s 

Vocational Types. In this 1970’s vocational theory, psychologist John Holland, came up 
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with a way to help people make good career choices.  He found that certain types of 

personalities were a good match for certain career environments. Along these same lines, 

StrengthsQuest has an expanded section, Applying your Talents in Careers, on career 

choices based on one’s strengths. 

 StrengthsFinder 2.0 is the newest and most concise strengths and talents 

descriptions of the thirty-four Signature Themes. After completing the online assessment, 

participants can access a comprehensive Strengths Discovery and Action-Planning Guide 

based on the outcomes. Also available from assessment results are ten “Ideas for Action” 

for each of a person’s top five themes. The new website provides a strengths discussion 

forum, an on-line action–planning system, group discussion guides and other resources. 

What the Best College Teachers Do is a book that takes a microscopic look at 

professors who have achieved great success in helping their students learn in ways that 

make a sustained, substantial, and positive influence on how their students think, act and 

feel. These professors were chosen because of evidence from colleagues and students that 

demonstrated that their students were highly satisfied with the teaching and were inspired 

to continue to learn. 

The concept of “deep learners” helped the researchers spot indications of 

sustained influence. The book covers the various elements of good teaching by professors 

identified such as:  what they know about how we learn; how they prepare to teach; what 

they expect of their students; how they conduct class; how they treat their students; and 

how they evaluate their students and themselves. The authors also discuss what we can 

learn from these outstanding professors. 
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An article written by Laurie A. Schreiner and Edward “Chip” Anderson on 

strengths-based advising is of special interest to the participants of this research team 

since each professor also provides academic advisement to graduate students. The authors 

propose Strengths-based Education advising as a new lens for higher education that 

enables advisors to see diverse groups of students fulfill their potential and achieve 

excellence. Professors Schreiner and Anderson believe that Strengths-based Education 

advising can take academic advising to a new level of effectiveness. 

 Schreiner and Anderson discuss various styles of advising and suggest that by 

shifting the focus of the advising from improving weakness to focus on areas of talent 

and engagement that students make much more progress toward their goals. This shift 

places emphasis on student motivation rather than merely on their needs assessment. The 

focus of change is “from problems to possibilities”. It enables students to build on their 

past successes and continue to develop according to those strengths. 

 In the advising process, students take the Clifton StrenghtsFinder assessment and 

then are counseled by their advisor to transfer strengths from one setting to another e.g., 

from sports field to classroom.  In their first classes, students write reflection papers 

about their greatest successes and analyze how to apply those successes to future 

endeavors within their career. Additional tasks in the Strengths-based Education advising 

process include:  educational planning, course selection, career planning, and helping 

students with adjustment or academic difficulties. 

 This shift from primarily deficit remediation to strengths identification and 

application in new situations, paves the way to long-term success. It enables students to 

2008 HICE Proceedings 
Page 374



 19

see others differently and to learn to utilize not only their own strengths, but also the 

strengths of their own students. 

 Over fifty years ago, Arthur T. Jersild in When Teachers Face Themselves wrote 

that “The teacher’s understanding and acceptance of himself is the most important 

requirement in any effort he makes to help students to know themselves and to gain 

healthy attitudes of self-acceptance.” At that time educators did not have the resources to 

accurately assist themselves nor their students to know their strengths with a common 

vocabulary.  Now thanks to the efforts of the Gallup organization, the knowledge and 

language in the form of the 34 signature themes or strengths refines our ability to know 

our strengths and to learn how to facilitate not only self-acceptance, but also growth 

toward excellence. 
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Abstract:  
 
As a result of economic globalization, universities from the West are moving 
towards educational internationalization while searching for new international 
markets.  At the same time, Chinese universities are opening their doors with 
an effort to invite foreign institutional partners for progressing educational 
collaboration. In the process of collaboration, a successful partnership largely 
relies on selection of an appropriate partner and effective countermeasures to 
the conflicts and problems. This paper reports on a longitudinal study regarding 
an exchange program between the University of Newcastle (Australia) and its 
partnership with a number of universities in China. The findings of this study 
shed a new light on higher education collaboration between universities in the 
West and their Chinese counterparts. 
 
Key Words: international collaboration; higher education; Australia and China 
 
Introduction 
 

The influence of globalization has been altering the national competency of 

higher education (Altbach, 1998). Although higher education, first and foremost, 

is still a national issue (Teichler, 1999), it is no longer a world only composed of 

traditional institutions. Such traditional institutions, in the past, were normally 

confined in national boundaries or circumscription of social-cultural and 

economic systems. Facing the new challenges, in order to maintain the level of 
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financial survival and academic development in the new era, universities, 

especially from the West, took endeavors to carry out the internationalization of 

higher education as a strategy choice to respond to the impacts of globalization. 

(Yang, 2002). Consequently, cross-national collaborations through diversified 

exchange programs have been enhanced.  

 

During the last decades, observations worldwide found an expansion of the 

exchange programs, especially in the new hotspot of East Asia, a place which 

is at the epicenter of the globalization (Green, 2007). Among those countries in 

this region who witnessed a flourishing development of internationalization of 

higher education, China has becoming more and more attention-attractive, 

especially during the past decade when Chinese society has experienced 

tremendous changes.  

 

With the economic upsurge and a huge population resulting in a large demand 

of higher education, China is regarded as a promising international higher 

education marketplace (Wu, 2006), where western universities and Chinese 

educational institutions meet to seek further collaboration. At this stage, 

approximately 1,400 foreign higher education institutions have been approved 

by various education authorities in China to operate collaborative programs 

(Altbach, 2006).  

 

Australian universities, located in the Asian-Pacific Region, are particularly 

interested and involved in international collaboration with the Asian partners 
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including China. According to the data published by Australian 

Vice-Chancellor’s Committee (AVCC) in May 2003, more than 400 offshore 

programs of various types in higher education have been running in China  

between Australia universities and their Chinese partners (AVCC 2003). 

Australia is the second biggest source of higher educational collaboration after 

USA for China. At the same time, China is also a major site of exporting higher 

educational programs by Australian universities (Bjarnason & Garrett, 2004). 

 

Correspondingly, research of the collaboration between Chinese partners and 

Australian universities or universities from other western countries has been 

increasing in recent years. However the quantity of research is quite small and 

their the main interests seem to be confined in three aspects: (1) Australia 

national strategies of collaborative programs with Chinese for guiding “Good 

Practice” (Davis et al, 2000); (2) Chinese changing educational ideology and 

contexts of international cooperation in higher education and its relevant 

implication (Yang, 2003); (3) the structure-function knowledge of Chinese 

higher education system (Huang, 2003, 2005; Yang, 2004) concerning 

international cooperation of programs. These researches have revealed some 

problems, providing more information about the internationalization of Chinese 

higher education, but mainly from a macro point of view. It seems that few 

researches have probed into specific exchange programs. As a result, there is a 

lack of relevant knowledge about what problems occurred and how to deal with 

them in the implementation of exchange programs. Therefore, research is 

urgently in need to tackle the problems within some specific exchange 
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programs for the purpose of ensuring successful collaborative relations 

between Australian universities and their Chinese partners.  

 

This paper investigations a specific exchange program between an Australian 

university and some Chinese universities. In the collaboration, the partners 

provide with their resources, like teaching materials and financial supports. 

Besides, they also impose their own cultures. It is common to see that students 

from Australia have brought their culture to the Chinese cultural context which is 

new to them. Cultural conflicts in curriculum and pedagogy as well as in 

administration and institutional environment on campus are inevitable. In order 

to achieved a long-lived collaboration of the exchange program and help the 

student participants to accomplish a successful exchange activity, the 

University of Newcastle from Australia has focused on training its student 

participants in the two aspects of culture, i.e. “disciplinary-based cultures” and 

“institutional based cultures” (Valimma, 1998). Based on a case study on 

University of Newcastle’s experience of collaboration and confrontation with its 

Chinese partners, this paper attempts to answer two questions, namely (1) how 

a continuous cooperative relationship can be retained with Chinese partner 

universities? (2) how various cultural problems of confrontation can be resolved 

by adjusting strategies of implementation from two sides? 

 

Background 
 

The initial move from the School of Education, University of Newcastle, 

Australia to search for Chinese partners was driven by the NSW Department of 
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Education and Training, which required the University to established a program 

of Batchelor of Education in order to train teachers of Chinese (Mandarin) for 

NSW secondary schools in 1990. According to the syllabus of this initial teacher 

education program, the third-year students at the University of Newcastle would 

spend one semester in China for an in-country-experience consisting of a 

ten-week period of learning Chinese language and a four-week practicum of 

teaching English as a foreign language in local schools. 

 

The first Chinese partner university with which Newcastle signed a contract was 

Beijing Language and Culture University (BLCU) in 1993. Being the largest 

university providing special programs of Chinese for international students and 

located in the capital of China, BLCU offered excellent language proficiency 

training for Newcastle students, However, BLCU was not able to organize the 

teaching practicum since it was not a teacher training institute associated with 

local schools. For this reason, the contract for collaboration was not renewed at 

the end of 1993. 

 

In 1994 new agreement was reached between Newcastle and Central 

University for Nationalities in Beijing (CUN). CUN was one of the most 

prestigious universities in China with a good reputation of teaching Chinese as 

a second language to Chinese minority nationalities. Its students were 

composed of more than 100 ethnic groups whose first language was not 

Mandarin Chinese. CUN agreed that an on-campus EFL teaching practicum 

should be organized for Newcastle students. That year 33 students had a very 
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successful in-country experience, in particular, the four-week period of teaching 

EFL to Chinese university students. But the post-learning evaluation showed 

two weak points in terms of language learning. One was the pedagogical 

deficiency ---- the teaching method used was appropriate to non-Chinese 

speaking ethnic students rather than Newcastle students who were learning 

Chinese as a foreign language instead of a second language. The other was 

the linguistic environment----English was used commonly among the 

international students, diplomats and university staff in that Capital city. Thus 

the opportunities for Newcastle students to use Chinese to communicate were 

limited.  

 

In 1995 Nanjing Normal University (NNU) became the third partner university in 

China for the same program conducted by Newcastle. The reasons for shifting 

partners are based on three important features of NNU. Firstly, NNU was one of 

the two universities authorized by the Chinese Ministry of Education to offer 

special Chinese programs for international students apart from BLCU. Secondly, 

NNU was a teacher education institute whose Faculty of Education ranked the 

third in the nation among those of the top 100 universities known as “211 

Project” proposed by the Chinese Ministry of Education. Thirdly, NNU was 

flexible in providing Newcastle teacher trainees with a wide range of teaching 

English as a foreign language to students within that university and in local 

primary or secondary schools. With the great efforts made by both sides, a 

collaborative partnership was established and had been maintained for ten 

years from 1995 to 2005. During the ten years, the funding supports came from 
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the State’s Department of Education and Training, the University of Newcastle 

and the Commonwealth Government’s programs of UMAP (University Mobility 

in Asia and Pacific). But from 2006, as a result of new funding resource, the 

established partnership was replaced by a new collaboration with the Hong 

Kong Institute of Education in 2006.  

 

This paper focuses on the collaborative program between Newcastle and its 

Chinese partners through a longitudinal study for more than 10 years, 

attempting to illustrate the collaboration and confrontation in the process. 

 

Method  
 

This study is taking an exchange program between the University of Newcastle 

in Australia and its partners of Chinese universities as a case, exploring how 

the partners were endeavoring to ensure the success of the program, what the 

problems they were facing to, and what kind of cultural conflicts are between 

them and how they resolved it. By adopting a longitude method, this study is to 

shed a new light on the practices of the exchange programs between the 

Western universities with the Chinese partners. 

 

In designing the research of this project, a quantitative survey was considered. 

The quantitative investigation attempted to identify common problems in the 

participants’ learning process, to investigate how learners’ previous 

“disciplinary-based cultures” and “institutionally-based cultures” (Valimma, 1998) 
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affect their study in a new cultural environment. The survey questions covered 

two categories which have 10 measures in total including: 

A. Understanding on disciplinary-based cultures: 

1. Students’ experience in understanding the host university’s curriculum 

2. Students’ experience in understanding the host university’s pedagogy 

3. Students’ experience in understanding relationship with local students 

4. Students’ experience in understanding student-teacher relationships 

5. Students’ experience in understanding the assessment tasks 

B. Understanding on institutionally-based cultures: 

6. Students’ experience in using the host university’s international office 

7. Students’ experience in using the host university’s libraries 

8. Students’ experience in using the information technology service 

9. Students’ experience in using other student services 

10. Students’ experience in communicating host university supervisors 

 

For each measure examined, five scales from Poor (1 point); Satisfactory (2 

points); Good (3 points); Very Good (4 points) and Excellent (5 points) were 

settled. The similar survey questions were used each year immediately after the 

participants returned from China to Australia. This was conducted as an 

evaluation required by School of Education although the numbers of varied from 

year to year (8-33). The total participants were 126. Only 4 students did not 

respond to the survey due to the earlier withdraw from the in-country experience. 
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The quantitative data collected through survey were processed by using SPSS 

software. The general performance of the participants on each measure was 

described by statistical mean of each measure. And a comparison of each 

measure on year was made in order to identify the annual situation changed by 

adopting new countermeasure to the confrontation problems. A new 

countermeasure to the problems found or strategy of training the Australian 

participants was selected and implemented for the coming year on the basis of 

the investigation findings of the current year. This approach has maximized the 

chances of highlighting divergent and contradictory data and contributed to the 

overall robustness of the process. 

 

Findings 

The longitudinal study conducted on the performance of Newcastle students in 

Chinese universities has revealed a number of insights into the collaboration 

and confrontation. Figure 1 summaries the strategies used for training students 

to adjust the new environment of teaching and learning since 1993 when the first 

group of Newcastle teacher trainees of Chinese language. The participants of 

the exchange programs were given the “General Knowledge”, namely, 

information about the history, geography, politics and economics of China as a 

preparation for their in-country experience. This “General Knowledge” was 

through a delivery of a series of lectures with various themes. Students were 

also encouraged to read academic books about China and to watch some video 

programs produced in China. 
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Figure 1: Strategies used for preparing students’ in-countries 

Year Institute Strategy 

1993 BLCU General Knowledge 

1994 CUN General Knowledge 

1995 NNU Specific Information 

1996 NNU Specific Information 

1997 NNU Communication Skills 

1998 NNU Communication Skills 

1999 NNU Conflict Resolution 

2000 NNU Conflict Resolution 

2001 NNU Interaction Process 

2003----2005 NNU Interaction Process 

 

In 1994, in spite of the change of partner university in China, the similar strategy 

was used to prepare for the in-country experience in that year. Unfortunately, 

the feedback was not encouraging. While the performances on the measures of 

“understanding relationship with local students” and “using other student 

services” were improved, the performances on all the other measures were 

obviously impaired. Averagely, the statistical result shows 0.21 points less than 

that of the previous year. As shown in Figure 2, the measure of “students’ 

experience in communicating host university supervisors” even decreased by 

almost 20% of the level. Consequently, a new strategy was considered for the 

new partner of Nanjing Normal University (NNU) in 1995.  

 

The new strategy was to provide “specific information” about the exact situation 

about in-country experience. In other words, the introduction to Nanjing Normal 

University, the curriculum and teaching materials used in NNU, the students’ 

accommodation on the campus, etc, were used to replace the formal lectures of 
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general knowledge. In stead, students were asked to join in the previous 

participants to discuss how to survive in the host university in China. The video 

produced by the previous participants in China was used for demonstration. It 

was noticeable that the feedback became positive after the change in 1995 

although no significant improvement occurred as had expected.  

 

Figure 2   A Comparison between the Data Gathered from 1993 to 1995 

Area 1993 1994 1995 
1 3.2 3.1 3.4 
2 3.1 2.9 4.0 
3 3.3 3.7 3.6 
4 3.8 3.5 3.7 
5 3.2 3.0 3.1 
6 3.0 2.8 3.2 
7 2.9 2.7 3.1 
8 3.4 3.1 3.0 
9 2.7 3.0 3.2 
10 3.1 2.5 2.9 

 

Since, the 1995 group were a little more culturally conscious due to their specific 

awareness of the difficulties faced by their predecessors, the strategy focusing 

on specific information was continued in 1996. However, both 1995 and 1996 

groups demonstrated that their Chinese language skills were inadequate in 

communicating with the students and teachers in the host university. As well, 

many of Chinese students were critical of the Australian English used by the 

group of Australian participants; thus even their L1 skills were called into 

question. As a result, more attention was paid to students’ communication skills 

in 1997 and 1998. In 1999 and 2000, due to the small number of teacher trainee 
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of Chinese, students who were trained to be LOTE (Chinese, Japanese, 

German and French) teachers were encouraged to participate in the EFL 

teaching practicum. The strategy for preparation was shifted from 

“Communication Skills” to “Conflict Resolution” in which the Newcastle students 

had to learn how to resolve the specific problems in their new learning 

environment in NNU. With the training of problem solving skills, the performance 

of the Newcastle students was quite satisfactory. However, the cultural 

confrontation was still remained. In order to solve the problem, from 2001, a 

new strategy was used to help students to interact with local teacher and 

students as a group. The feedback of that year showed a great improvement as 

shown in Figure 3. 

 

Figure 3    Comparison of the Newcastle Students’ Performances in 2000 and 2001 

Question 2000 2001 Increment 
1 3.7 4.3 +0.6 
2 3.0 4.0 +1.0 
3 3.4 3.8 +0.4 
4 3.9 4.0 +0.1 
5 3.4 4.0 +0.6 
6 3.1 4.0 +0.9 
7 3.4 3.7 +0.3 
8 3.3 3.7 +0.4 
9 2.8 3.6 +0.8 
10 3.0 3.7 +0.7 

 

As indicated in the statistic figures, there was remarkable change in 

improvement. The knowledge-focused lectures and video presentation, the 

skill- focused problem solutions and communication seemed less effective than 
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a strategy which focused on dynamic interactive process. The central idea of 

this interactive process was to learn to comprise: through adjustment of the 

participants’ own learning and teaching strategies of Australia to accommodate 

the new cultural environment of China and through negotiation with the Chinese 

students and teachers to convince them that a change was needed.  

 

Discussion and Conclusion 

 

The three times of changing Chinese partners by the University of Newcastle 

showed that a careful selection of partner is a key step to a long-lived 

collaboration. And the most two decisive factors for a successful partner 

selection were, firstly, the two sides should have strong willingness to make the 

exchange, and secondly, both sides have processed something that can be 

appreciated by the other side and interchanged with the other side. In other 

words, they should either be needed from one side or meet the needs of the 

other side. Complementariness and interchangeableness is the significant 

condition for both sides to initiate and prolong the program, because this is the 

foundation to establish a collaboration for mutual benefits. Meeting the need of 

both sides is the dispensable drive when the exchange play much important 

role in strengthening the willingness to proceed. Otherwise, such exchange can 

only be maintained in short terms as we see from BLCU and CUN. 

 

In this case study, both University of Newcastle and Nanjing Normal University 

had their own strong points participating in the exchange. Therefore, as shown 
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in this study, reciprocal principle needs to be complied with by both sides, not 

only in the change of partner selection, but also in the process of program 

implementation after a partner is selected. 

 

Experience from the adjustment of these strategies in the study indicates that 

the program need to be constantly reviewed and evaluated in order to identify 

the potential problems and conflicts. It seems difficult to find a definite 

countermeasure that can accomplishes in an action. This study reveals that 

conflicts generated in the process require an effective resolution and 

adjustment from time to time. In the confrontation, each side need to prepare for 

comprising actions, rather than only expect the other makes a change. 

Therefore, besides the reciprocal principle, mutual concession is another 

principle for the continuous collaboration of the exchange programs under that 

confrontation.  

 

When it comes to confrontation during the collaboration, it is necessary to point 

out that some components of the confrontation or conflict are easier to be coped 

with than the others. Gaps in the disciplinary-based culture seemed to be easier 

to deal with than that in the institutionally-based culture. This is probably due to 

that disciplinary has such a core element as is of systematized knowledge that 

can be imparted on the basis of the similar developmental stage of human’s 

cognition. On the other hand, compared with the disciplinary-based cultural 

confrontations, those confrontations caused by the institutionally-based cultural 

differences cannot be expected to be resolved in a short time. As 
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institutionally-based cultural confrontations do not relate to knowledge enclosed 

in disciplinary, but to the values and conceptions that are derived from tradition 

in accordance with different cultures. Tradition is rooted and developed in 

distinctive historical causes thus is hard to change in a short period. So the 

confrontation of values will run through the process of collaboration. Both sides 

need to interact with each other instead of considering the issue independently. 

Only when both sides realize that they should respect each other and learn 

from each other, can they accomplish the active self-improvement during the 

collaboration. All in all, adopting an interaction strategy is a constructive 

approach to the collaboration of the exchange programs. 

 

Though an interaction strategy contributes much to the success of collaboration, 

it is still necessary to recognize the permanence of conflicts during the 

collaboration. Gaps exist all the while between the practices of the partners, 

and should never be expected to be completely covered. However, with 

effective measures, they can be optimistically narrowed. Program participants 

from Australia or other Western countries should not expect the Chinese 

partners to make a thorough change in their on-campus practices to comply 

with Australian or other Western participants’ expectation, and so is the case in 

reverse. Adjustment from both sides through interaction can narrow those gaps, 

making collaboration smoother in the confrontation.  

 

In conclusion, the findings of this study imply that, in the collaboration with 

Chinese higher educational partners, the Western universities need take into 
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consideration adopting principles in at least four aspects. Firstly, 

Complementariness and interchangeableness is the key condition to establish a 

positive relationship with a right partner; Secondly, gaps should not be expected 

to be completely covered but narrowed instead; and thirdly, confrontation on the 

level of disciplinary-based culture is easier to be coped with than that of 

institutionally-based culture. Therefore, more attention should be paid to 

administrative support and pedagogy rather than to curriculum; Finally, 

interaction strategy and proper concession and adjustment practices will 

contribute more to the resolution of confrontation and ensure a successful 

collaboration between both sides. 
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Abstract 
 
Learning Chinese seems to be a recent phenomenon in U.S.A.  This phenomenon is 

evidenced by the providing Chinese as an elective foreign language class among high 

school advance placement (AP) courses.  All business fields, school districts and foreign 

language educators are desperately looking for instructional ways of learning this key 

language.  Traditionally, there are two major ways of learning Chinese for the beginners, 

merely phonetic alphabets and Romanization Pinyin notation; both methods produce 

good outcomes on oral communication skills.  However, learning how to recognize 

Chinese characters is still a long- term struggle, and this is especially challenging for 

Chinese Second Language (CSL) learners with poor Chinese language learning 

environment.   This research proposal focuses on one alternative way of learning Chinese 
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for children.  By using the fundamental concept of whole brain learning, the techniques 

of sight word recognition, creative thinking, and other learning tips are presented for 

further discussion and future research.  
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American youth need strong literacy skills to succeed in school and in life.  
Students who do not acquire these skills find themselves at a serious disadvantage 
in social settings, as civil participants, and in the working world. (Biancarso & 
Snow, p. 3) 

 
Background 

Several recent reports have presented dismal figures related to teens and literacy 

and reflect our need to address the literacy challenges of all teens, but especially African- 

American teens.  According to the U. S. Department of Education, more than eight 

million students in grades 4-12 are struggling readers (NCES, 2003). Six million of the 

nation’s secondary school students are reading well below grade level (Alliance for 

Excellent Education, 2003).  Only half of the ACT-tested high school students are ready 

for college-level reading (ACT, 2006).  More than three thousand students drop out of 

high school each day, (Alliance for Excellent Education, 2003), and one of the most 

commonly cited reasons for the dropout rate is the lack of literacy skills  (Kamil, 2003; 

Snow & Biancarosa, 2003).   

Because high school graduation is so closely tied to college attendance and 

employment, the graduation rates of secondary students are most important. Only 70 
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percent of high school students graduate on time with a regular diploma, and fewer than 

60 percent of African-American and Latino students do so (Greene, 2002).  There has 

been an overrepresentation of minority students among high school seniors who met 

graduation requirements, but did not get diplomas, because they could not pass their 

state’s high stakes reading test (Snow & Biancarosa, 2003). According to Greene (2002), 

only 7 states and 16 of the 50 largest school districts were able to graduate more than half 

of their African American students.  

The focus on adolescent literacy as a field is undergoing a renaissance (Cassidy, 

Garrett, Barrera, 2006).  While many literacy initiatives continue to focus on younger 

children, only recently has a major push for research (i.e. Striving Readers) on older 

students taken place (Alverman, 2002). It is apparent that more information is needed on 

addressing the literacy performances of older students. On the National Assessment of 

Educational Progress assessments in reading and writing, African Americans, Hispanics, 

and American Indians are underrepresented in the Advanced and Proficient levels and 

over-represented in the Basic and Below Basic achievement levels for the grades 8 and 

12 (National Center for Education Statistics, 2002).  Among developed nations, the 

United States ranks 17th in its high school completion rate. American fifteen-year-olds 

rank 15th in reading scores, 23rd in math scores, and 30th in problem-solving skills 

(Alliance for Excellent Education, 2007). All of these reports indicate a real need to 

improve literacy and learning for our secondary students and especially African 

American students. 

While many African-American students have successfully acquired the literacy 

skills needed for a complex society, too many continue to under-perform on common 
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indictors of academic achievement.   Even though younger African American children 

are making progress in their literacy, too many teens still struggle (Perie, Grigg, & 

Donahue, 2005). African-American students must advance their literacy skills if they are 

to succeed in school, in society, and later in their chosen careers (Gadsden & Wagner, 

1995; Gardere, 1999; Strickland, 1998; Tatum, 2005).  

Theoretical Framework 

Several researchers have proposed that programs designed to meet the literacy of 

African American students incorporate cultural sensitivity (Delpit, 1995) an 

understanding of the impact of language on learning (Delpit & Dowdy, 2002), the critical 

role that families play in their children’s education (Edwards, 1992: Gardere, 1999), the 

importance of equity and justice (Prendergast, 2003), and the significance of gender 

differences in learning (Hall, 2006; Tatum, 2005). Educators, wanting to address the 

literacy needs of African American students, would do well to heed the advice of 

Dorothy Strickland, a prominent African American literacy researcher.  In Educating 

African American Learners At Risk: Finding A Better Way (1998), Strickland proposes 

the following for improving the literacy learning of African American students:  

• African American students deserve literacy learning that starts 

early and continues throughout life. 

• African American students deserve literacy learning that focuses 

on using literacy to make meanings of our world. 

• African American students deserve literacy learning that takes 

place through active involvement and use. 
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• African American students deserve literacy programs that build on 

and expand their language and culture with a view toward helping 

them understand and value their heritage and respect the heritage 

of others. 

• African American students deserve opportunities to learn in 

contexts that reflect what is known about the social nature of 

literacy and literacy learning. 

The current program embraced cultural sensitivity, recognized the power of language,  

engaged both teens and their parents in active learning, focused on allowing parents and 

teens to explore issues of equity and justice, and acknowledged the role that gender 

played in reading selections and interests. 

Program Description 

This session describes a literacy program, the Saturday Literacy Academy, which 

was designed to address the learning and literacy needs of African American teens.  The 

Saturday Literacy Academy was designed to improve the literacy abilities of teens, assist 

their parents in helping them develop metacognitive abilities, and enhance the 

technological literacy of both teens and their parents. Using small group instruction, these 

teens and their parents completed literacy activities designed to improve vocabulary, 

increase comprehension, foster independent learning, and build self-esteem and personal 

responsibility.  

The Saturday Literacy Academy incorporated Ogle and Lang’s (2007) best 

practices for adolescent literacy instruction: (a) focusing on before, during and after 

reading of narrative and expository texts, (b) helping teens become strategic readers, (c) 
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using materials of interest, (d) creating contexts for teens to learn with their parents, (e) 

accessing technology, and (f) using assessment to inform instruction. Twenty African 

American teens and their parents participated in this Academy during the spring semester 

at a Mid-western university.  Students completed an assessment battery, received 

tutoring, and participated in joint sessions with their parents to read, explore and discuss 

issues. Reading specialists demonstrated reading strategies, provided guided instruction, 

and organized discussion groups. A family counselor presented sessions on parenting 

teens, and technology experts conducted sessions on exploring and monitoring 

technology.  This session describes the effectiveness of this program on advancing the 

literacy abilities of African American teens. 

 (This program was funded by DOE Grant # P334A050076) 
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Abstract 
In quest of literacy acquisition, who’s responsible for the needs of ethnic and multilingual 
students in diverse democratic societies? How this notion of accountability is shaped by 
theories of globalization. 
 
A compellation of theory and the author’s education practitioner reflections, this inquiry 
explores objectives of education and literacy in a diverse democratic society, particularly 
The United States of America, and how these conceptualizations are shaped by theories 
of nationalism and its relation within a global society. Thus, the hypothesis is established 
through understanding the interconnectivity in asserting the premise of: 1) education is a 
resource in a global economy 2) the purpose of a democratic education 3) defining the 
functionality of literacy. The overarching issue of a phenomenal demographic change in 
former monolithic classrooms supports the argument, utilizing globalization as a 
framework. This article concludes by addressing references of accountability and 
explores an incorporation of community literacy as a means towards fulfilling literary 
goals for individual and communities as a whole; examining social construction as an 
influence on how individuals learn and in reciprocity how does the embodying 
community become literate. Consideration of affordances of supplemental education 
services and Multicultural Literacies affected by globalization is recommended for 
further inquiry.  
 
Key Words 
Identity and Literacy, Literacy (Functional and Effective), Globalization, Ethnic 
Consciousness, Critical Race Theory, Ethnoscapes, Diversity in Democratic Education, 
Multicultural and Bilingual Education 

 
Our Global Village 

 
Traditionally, public schools across America have supported fulfilling the educational 

needs of its school aged constituents, and have reflected the ethnic and linguistic 

demographics of individual communities.  America’s growing diversity is reflected in the 

many different languages our children hear and speak at home (Williams, 2000). As our 

society as a whole is becoming globally intrinsic (Fitzsimons, 2000), the monolithic 
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classroom is changing. In 2002, the NCELA reported a statistic: Out of nearly 3 million 

public school teachers surveyed by the National Center for Education Statistics, 41% 

report teaching Limited English Proficient (LEP) students, while only 12.5% have 

received eight or more hours of training. I recently interviewed a group of elementary 

school teachers, whom have rooted themselves in the communities in which they teach, 

about the changes they have witnessed in their communities and classrooms, within their 

twenty-five (or more) years tenure. A common observance was an increase in ethnic and 

linguistic diversity. One teacher stated:  

 
“When I was a child, I was not able to go to this school due to “unspoken” community segregation. There 

were actually race riots in the area, and I did not even want to go to schools in this area.  About twenty 
years ago, Black American students were bused in. The neighborhood started to change as well. Racial 

tensions began to ease; many of the White residents began to move out, although not all. Eventually, the 
students who attended this school were predominately Black American. About fifteen years ago, when 

business opportunities increased in the area and the local universities began to expand out with the Urban 
renewal program, I noticed the children in my classroom and school spoke home-languages of French, 

Creole, and Korean. In the last three years I have had French, Spanish, Aramaic, Mande, Arabic, Creole, 
Patois, Hebrew, Vietnamese and various African language speakers in my class - every year. A lot of these 

children need English Support. No, we don’t have an ESOL Program at our school. ” 
 
 
 
 
Premise of Inquiry 
“The world is getting smaller” is a phrase often coined, spread through mass media, 

attributing to experiential trends indicative of globalization. Theoretically introduced in 

the 1960’s Marshall McLuhan’s idea of the global village is cited as a direct reference for 

the definition of globalization as a concept (Robertson, 1992) and is often referenced for 

its humanitarian implication (Appadurai, 1996). On the other end of the spectrum, 

globalizm is associated with geopolitical expansion and economic development. Parallel 

to McLuhan, in 1960, Theodore Levitt published Marketing Myopia; the strategic 

development of product placement and its promotion (inclusive of advertisement) took 
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industry to new levels. It is this new way of looking at the world, as a quagmire of 

potential customers, with unfulfilled needs, that led to the positioning economics within 

the concept of globalization. Capitalism entered a qualitatively new globalizing phase in 

the 1960’s; in the second half of the twentieth century, for the first time in human history, 

the dominant economic system, capitalism, was sufficiently productive to provide a basic 

package of material possessions and services to almost everyone in the First World and to 

privileged groups elsewhere (Sklair, 2002). Objectively (Ilon, 2002) amid the range of 

humanitarian efforts and capitalistic productivity, such indoctrinated societies are 

responsible for the education and more specifically literacy ascertainment for its citizens. 

In this article, I attempt to explore objectives of education and literacy in a diverse 

democratic society, in particular the United States, and how these conceptualizations are 

shaped by the nationalistic views and its relation within a global society; incorporating 

my own research, observances, and studies. 

 
 
 
Globalization as a Framework 
Utilizing the hegemonic system of political power as a lens to understand the power 

structure and maintenance of a nation-state within a world society, (Meyer, Boli, Thomas, 

and Ramirez, 1997) create a symbiotic relationship (Shakespearean in nature – world 

organizations, nation-states and its constituents are merely actors) which develops and 

shapes the authorization of modules implemented. Symmetrical to consumerism, and the 

allocation of goods, is the reinforcement of power relationships between countries – with 

new definitive inclusions: first world/third world; inner/ outer core; center/periphery. Braj 

B. Kachru, in World Englishes: Approaches, Issues and Resources, (1992) politically 

2008 HICE Proceedings 
Page 404



contextualized English usage. The reference for his construction is based upon 

identification and adaptation of English conceptualized by various countries according to 

historical, sociolinguistic, and literary contexts. This representation is delineated within 

three concentric circles labeled: The ‘Expanding Circle’, The ‘Outer Circle’, and the 

‘Inner Circle’. As a political reference, the circles embody the power of the hegemony, 

the effects of colonialism, and the assimilated reference to the English language 

worldwide. 1) The Inner Circle {e.g. U.S.A., UK, Canada, etc.}corresponds to 

“traditional bases of English, dominated by the ‘mother tongue’ varieties of the 

language” (Kachru, 235). 2) Kachru states that English has been institutionalized as an 

additional language in The Outer Circle {e.g. India, Nigeria, Ghana, Bangladesh, etc.}In 

a community that promotes monoculturalism and monolingualism, the dominant group 

forces the dominated group to accommodate and acquire the dominant way of life 

(Kubota, 2001). It can be historically observed (Hannerz, 1992) that colonization was a 

means of institutionalizing the English language within the political infrastructure of 

these countries. 3) In the Expanding Circle English {China, Israel, Saudi Arabia, etc.} is 

spoken as a primary foreign language.  

 
Paradigmatically, as power ascertained historically through colonialism in agricultural 

capitalism shifted to industrial capitalism (Wallerstein,….), instead of collapsing with the 

demise of imperialism, as a means of self preservation the circles expanded with the 

conception of a system of what I term intellectual [via technology (Appadurai, 1996)] 

capitalism. In Changing concepts of globalization: Changing concepts of Education, 

citing Marginson, Fitzsimons (pg, 7) contends: “Since education has always featured 

prominently in the cultural politics of “winning hearts and minds” for state governance 
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and security, the control and definition of education now assumes a global significance 

and with much of this winning of hearts and minds now relegated to the market, the 

regulation of markets in education is also of significance to governments in terms of state 

security.” 

 
How the ‘local actors’ within nation-states perceive themselves, within levels of 

independency creates real and contrived conceptions of  threat, protection, and the role of 

military force, as a precursor of negating individual nation-state vulnerability and the 

impingement of one government’s policies on another (Keohane, Nye 2001). Within the 

dynamics of these relationships, humanitarianism (inclusive of accessibility to education 

i.e. becoming literate) is upheld and governed through institutions created as support by 

globalism (however biased it may appear), such as the IMF, WTO, GAT, UNESC, etc. 

(Fitzsimons, 2;Keohane, Nye, 7; Meyer, Boli, Thomas, Ramirez, 144,); determinants 

within such organizations are constituents of established democratic nation-states. 

Wallerstein argues: “Any organization, once created, has certain autonomy from those 

who pressed it into existence for two reasons. It creates a stratum of officials whose own 

careers and interests are furthered by the continued strengthening of the organization 

itself, however the interests of its capitalist backers may vary.” Such impingements are 

often criticized by opponents of globalization, because of western influences. Sklair cites 

the term as the Washington consensus. It is [was] difficult to determine the precise 

significance of US influence [within international policy] because other countries 

generally support the same policies (Sklair, in Lechner, Boli, 70). Arjun Appadurai’s 

(1996) framework: the dimensional relationships between ethnoscapes, mediascapes, 

technoscapes, financescapes, and ideoscapes, foster an ability to negotiate discourse on 
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the ethicality of globalization, and accordingly its definition. In the first international 

meeting on literacy in industrialized countries, the campaign to eradicate illiteracy was 

conceived. It was at this juncture, connectivity between production and the individuals’ 

ability to become empowered by transforming their social-economical state was made. 

Literacy was thus seen as a means of adapting to temporary unemployment, or rather, as 

a social treatment of economic exclusion (Hautecoeur, 1997). 

 
A Land of Opportunity and Accountability 

 
 

In Arjun Appadurai’s (1996) Disjuncture and Difference in the Global Cultural 

Economy, he delineates a feature that composites the communal make-up, and integration 

of first-world metropolises such as Dubai, London, and Philadelphia: Landscapes are the 

(physical) Imagined worlds – the multiple worlds that are constituted by the historically 

situated imaginations of persons and groups spread around the globe. He further 

deliberates that an important fact of the world we live in today is that many persons on 

the globe live in such imagined worlds (and not just in imagined communities) (Albrow, 

137) and thus are able to contest and sometimes even subvert the imagined worlds of the 

official mind and of the entrepreneurial mentality that surrounds them. People moving 

within nation states and transcontinental, in search of better opportunities are not a recent 

In a recent publication, Jason DeParle documented the story of a family of lower socioeconomic status 
(living in poverty as his salary did not afford his family enough food) was able to increase their 

financial status by the husband leaving his home country and working overseas in Saudi Arabia. His 
family stayed in the Philippines. He was able to make ten times the income he formerly did, in his home 

country, at the expense of the maintaining a relationship with his family. He finally returned to the 
Philippines for permanent residency after twenty years.  The children later followed in their father’s 

footsteps, each becoming overseas workers. This is not an isolated life scenario. DeParle further 
documents (2007): About 200 million migrants from different countries are scattered across the globe, 
supporting a population back home that is as big if not bigger. Were these half-billion or so people to 

constitute a state – migration nation- it would rank as the world’s third largest.   
www.nytimes.com/2007/04/22/magazine/22Workers.t.html 
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phenomenon; however the perception of an increase of socio-economic benefit for 

individual is indicative of globalization. Deterritorialization, in general, is one of the 

central forces of the modern world because it brings laboring populations into the lower-

class sectors and spaces of relatively wealthy societies, while sometimes creating 

exaggerated and intensified senses of criticism or attachment to politics in the home state 

(Appadurai, 105) 

 
Those responsible for the dissemination of the culture-ideology of consumerism produce 

the values and attitudes that create and sustain the need for the products (Sklair, in 

Lechner, Boli, 71). America-the land of golden opportunity has marketed itself as the 

great hope of materialistic acculturation and promise of a brighter opportunity wielded by 

self-productivity through the intangible entrepreneurial spirit. Indoctrinated in the 

pedagogy of economics (the greatest output with the utilization of minimal costs) the 

very foundation of our country was built upon the essence of productivity by immigrants. 

Human labor was the nominal expenditure for capitalistic profitability throughout our 

great history: 1) Inherent resources (land and knowledge for cultivation from the 

aboriginal inhabitants), as the first immigrants settled and later colonized their new-found 

home. 2) Indentured servitude 3) Importation of free labor through slavery – forced 

immigration. 4) Immigrant labor exploitation with the impingement of citizenship.  

 
Throughout our imperialistic history, in America, possibilities availed for the 

opportunistic privileged; the harlequinades and Rockefeller exhibiters have beckoned the 

hopeful; we will take the world’s poor, weak, downtrodden – the opportunity for your 

future is here. The lessons have been exhibited worldwide as the masses aspire and 
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matriculates pursue; awaiting their returned reward- the house, picket fence, and piece of 

pie. America’s historical paradigm has taught the world that being an American citizen is 

equated with the opportunity to be an avid consumer in the global market (Green, 2007). 

“Fitzsimons (pg.8) asserts “[The stimulated consumers] is a subjectivity constituted 

partly through an education that is designed to contribute to the formation of the requisite 

desires in individual subjectivity. Western state education systems have taken these ideas 

to heart, and are now directed at the total mobilization of human capital in the interests of 

consumptive subjectivity. These education systems are increasingly governed by globally 

influenced, nation-state control of standardized testing, and managerialized curriculum 

and administration under neoliberal (Fitzsimons, pg. 2) moral explanations for 

humanity.” If a core nation-state’s education system is reflective of its economic 

structure, and America has benefited from the by-product of diversity, definitively should 

its pedagogy not also ensure that all of its students are equipped to be financially 

competitive? 

 

Fondue or Vegetable Mélange 
 

How do we Identify- at the University of Pennsylvania, Graduate School of Education’s 28th Annual 
Ethnography Research Forum, Gloria Ladson-Billings deliberated on A Culture of Misery. The Education 

of Misery: 1) It has a long lasting cognitive impact 2) It is encompassing and ethereal (Functions in the 
collective consciousness and memory. 3) It is linked to school failure 4) There are implicit and explicit 

beliefs about race that children have before they begin school. 5) More than individual personal tragedy but 
collective suffering. 

 
The misery that Billings reference in our society is comparable to the suffering Barber (1995) reflects for 
those societies world-wide who define themselves by the slaughter that have been inflicted upon them by 

their tribal neighbors. In a shared culture of misery, could the inequality that is endured by immigrants 
serve as a unitary with Africans in America, and the colonization of. It is interesting how the plight of 

Black people in America is equated for statistical purposes outside of the United States. In Early Childhood 
Development in Latin America and the Caribbean, Norbert Schady The author is employed by the World 

Bank (2006) compares education initiatives in Latin America to The Perry Preschool Project. Consumed in 
a society defined by oppression Barber resumes [How will they] be persuaded to subscribe some flimsy 
artificial faith organized around abstract civic ideals or commercial market? It is often said that there is 

healing in the hurt that truth brings. Race is a social construct (Billings-Ladson, 2007; Appadurai, p.101). 
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Racism is not inherent. In a diverse democratic society we cannot ignore the disease of racism; it will kill 
us, our peace. How the immigrant working class has been divided historically along racial lines is a process 
that needs to be better understood and more forcefully addressed by multicultural educators (McLaren, 91; 
Freire)While there are many proponents to Multicultural Theories which push for a merge in perspective, 

the Critical Race Theory (Ladson-Billings) explicitly examines: race, how media perpetuates our 
stereotypes about race, identify inequalities in education on basis of racism and challenges us to change the 

status quo. 
 
 
The meaning of ethnic consciousness in a core area is considerably different from that of 

ethnic consciousness in a peripheral area precisely because of the different class position 

such ethnic groups have in the world-economy (Wallerstein, 406). The definition of 

[given] current U.S. educational policy with its goal of serving the interests of the 

corporate world economy- [is] one that effectively serves a de facto world government 

made up of the IMF, World Bank, G-7, GATT, and other structures- it is imperative that 

critical and multicultural educators renew their commitment to the struggle against 

exploitation on all fronts (Gabbard, David in McLaren, 2005). “What it means to be 

American” has a plethora of answers according to who is asked; variants inclusive of age, 

race, socio-economic status. The functionality of ethnoscapes: The landscape (imagined 

worlds) of persons who constitute the shifting world in which we live: tourists, 

immigrants, refugees, exiles, guest workers, and other moving groups and individuals 

constitute an essential feature of the world and appear to affect the politics of (and 

between) nations to a hitherto unprecedented degree (Appadurai, 103). Due to the 

governance of a “democratic” nation-state, in America, although the conceptualization of 

national identity varies according to persons within society, administrators of the 

common good (inclusive of education policy) should ensure that opportunities for all of 

its constituents are equivocal- irregardless.“ Citizenship is not obtained by chance: It is a 

construction that never finished, demands we fight for it. It demands commitment, 
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political clarity, coherence, decision. For this reason a democratic education cannot be 

realized apart from an education of and for citizenship.”(Freire, 2005) 

 
When I was in school, I was challenged by my English teacher to think about what I wanted changed in my 

community, and address it to that person. At that time crime was really high in Philadelphia, and a lot of 
young people were involved. I wrote to David Hornbeck, the superintendent of the schools at the time. I 

stated that many of the students who were doing bad in school, did not see themselves in the lessons. A lot 
of students did not have a sense of pride for themselves or others. I made two recommendations 1) A 

Language from the African Diaspora should be offered for foreign language; exclusive of the colonized 
ones. 2) African American history should be offered to everyone, not just an elective. I remember being so 
surprised, when he responded, and even more, when I received the update. The following semester, dawned 

the beginning of the multicultural push in curriculum. As a teacher I encouraged third grade students to 
observe the things that needed to be changed in the community. They wrote. The local playground that had 

been neglected was restored. Wow! Democracy through Literacy! As the kids say - Good Stuff!   
 
 
Democratic Education 
In Gadsden’s study, Giving Meaning to Literacy: Intergenerational Beliefs about Access 

(1992), views/purposes of literacy attainment are identified by the group of African-

Americans in her study. The reasons include a) literacy as personal and political power b) 

literacy as survival c) literacy as school success and education, and (d) literacy as legacy. 

The first two are supported by “industrialized” nation-states globally, as represented by 

UNESCO. In the conference on “Functional Literacy in Industrialized Countries” 

sponsored by UNESCO in 1989, the right to literacy was reiterated as the first point in 

the Right to Learn, and as a prerequisite for the exercise of the other Human Rights 

(Hautecoeur, 142). Gutmann (1987) also contends, but furthermore summons for the 

definition of what is functional (critical or restricted) /effective, and furthermore 

important in a democratic society. “Many of us know people unable to interpret any 

section of their state constitution but quite capable of exercising their rights and 

responsibilities as a citizen. Although it would be desirable for all citizens to understand 

the role of the Supreme Court, many who lack this understanding can still function 

effectively.” 
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When Appadurai (102) stated “For policies of smaller scale, there is always a fear of 

cultural absorption by policies of larger scale, especially those that are nearby” I believe 

this theory can apply to the validity one feels authenticated with when attempting to 

negotiate meaning, especially while switching in between language usage within the 

community and for academic/corporate purposes, when a dichotomy persists. One man’s 

imagined community is another man’s political prison (Appadurai, 102). In Paulo Freire 

Pedagogy of Freedom: Ethics, Democracy, and Civic Courage (1998) A proper 

democratic and pedagogical environment in which to work is one in which the learners 

progress in learning through their actual experiences and one in which curiosity as an 

expression of freedom necessarily has limits, limits that are being called into being. 

Actual experiences are inclusive of the learners schema influenced by culture and 

language. “It is necessary, however, that teachers understand that the students’ syntax; 

their manners, tastes, and ways of addressing teachers and colleagues; and the rules 

governing their fighting and playing among themselves are all part of their cultural 

identity, which never lacks an element of class. Only as learners recognize themselves 

democratically and see that their right to say “I be” is respected will they become able to 

learn the dominant grammatical reasons why they should say “I am”(Freire, 89). 

Williams (1) offers a pragmatic suggestion for the reflective educator: “We need to be 

respectful of home language and culture while at the same time fostering fluency in 

English…more materials need to be developed for use by children from different 

language backgrounds and these materials need be in the classroom in sufficient 

quantities. 
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As I was reading Lambert’s A Social Psychology of Bilingualism (1967), his one concept of anomie 
invoked the memory of an experience during my practicum. I was assigned to train at the largest Public 

Elementary School in Philadelphia, with the highest demographic of Native Spanish/ Bilingual Speakers in 
the state. Furthermore, the school to which I would be assigned employed no English as a Second 

Language Speakers (ESL) instructor yet it would contain a majority of ESL students, considering it was 
summer. The class was small, with an enrollment of fifteen to twenty kindergarten children. The children 
whom were enrolled in the program had been recommended by their previous school year teacher, due to 

below standard academic performance. 
 

The purpose of the summer course was to enrich student’s literary skills, as well as administer testing. 
During my first day of class (the class began a few weeks prior to my appointment) I observed that the 

teacher of record was engaging the children in a phonemic awareness drill, as she stated: “j is for jello, not 
yellow as you all like to say.” 

I was shocked by the connotations of her statement. Later she pulled me to one side and said the problem 
with half of these kids is that their parents take them to Puerto Rico and they come back and can’t 

remember how to speak English. As I tried to grapple over a reply, I stated not all of the children are from 
Puerto Rico, and the Spanish “j” sounds like a “y”, so when the children are saying “yellow for jello” and 

“jello for yellow” they really do comprehend. Similar to Lambert’s experience with the two French 
Canadian women, and the two English women, I realized as was later demonstrated that my teacher had 

preconceived stereotypes about bilingual (referencing Haugen’s as opposed to Lambert’s definition of the 
term) Spanish-English speaking students. 

 
Within a few days, I noticed that one particular child was continually ignored. He did participate in class 

discussions, and the teacher did not elicit any conversation. When it was time for his testing the teacher told 
me that Enrique (name has been changed) did not speak any English. As the test was facilitated, the teacher 
merely scored the child incorrect after giving him inadequate time to respond. I realized at the moment as 

the child appeared to be concentrating and faintly responding to some questions that maybe he did not 
understand the directions. I interjected at this point as told him the directions in Spanish. He then 

understood, and was able to respond correctly. The teacher responded “Oh my God, you are one of them”. I 
pushed for a re-test. 

 
Enrique began to speak English, but only around me. He could speak English but was afraid that he would 
mess up, and be ridiculed. This is an example of the concept of “anomie”. In this case however, the child 

was willing to learn, willing to adapt, but was intimidated by a figure of authority. This raises the question 
for me that if stereotyped thinking about in-groups and out-groups, or about own groups in contrast to 
foreigners, starts during the pre-school period (Lambert, 1967) how many children are being labeled 

“illiterate” or “below standards” who really have issues of self-confidence and esteem, coupled with the 
acquisition of a new language? 

 
Building our Globalized Community  

 
“We speak English in my country. 

But, when I came to America, 
I could not understand anything people were talking about. 

If you are from America, I could not understand you. 
If you were from any where in Africa, or the Caribbean, I understand you.” 

- Jenny, Nigeria 
 

The above statement is a direct quote, from an interview with Jenny about her acquisition of English in 
America. My informant was a 29 year old female from Nigeria. She has been in America for five years. 

Her L1 is Ibo; L2 English. English is considered the “official language” of Nigeria; however derivatives of 
three major languages are spoken according to ethnicity. Jenny was taught English in school, and used the 
language in formal, social and business contexts. Although Jenny’s testament may seem like an isolated 
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case, such is the experience for many ESOL Students. *Excerpt from a study I conducted: Exploring 
Lexical Differences that may Influence Comprehension between World English Speakers 

 
On 15 April 2005, I attended a Presentation by Olga E. Kagan from University of California, Los Angeles  

that Discussed Heritage Learners and Hypothesized Teaching Methods 
 

Theoretical definitions of Heritage Learners 1) “By heritage language I mean a language which was first 
for an individual with respect to the order of acquisition but has not been completely acquired because of 

the switch to another dominant language.” (M. Polinsky’s) 2) “individuals raised in homes where a 
language other than English is spoken and who are to some degree bilingual in English and the heritage 

language.” (Valdés 2000). 
 

Common features of language shifts: 1)Code-switching 2)Borrowings (“apply + Russian verbal  suffix –
jat’”) 3)Calques (“take a test”) 4)Dialect features 5) Features of child (cognitively inappropriate) language 

6)Fossilization 
7)Inability to use or ignorance of certain registers 8)Cultural lacunae = Idiolect 

 
In order to Teach we need to: 1 define the goals of Heritage Language instruction 2)determine whether they 

are 3)different from the goals of FL instruction 4) describe the range of HL proficiencies 5) formulate 
objectives and outcomes 6) develop teaching materials or 7)formulate an approach to developing teaching 

materials 
 

Statistics: In the U.S.From 1990-2000there has been a 57.4% increase in HL speakers; laguages spoken the 
most: Spanish, Italian, German, French, Pennsylvania Dutch, Russian, Polish, Korean, Vietnamese 

 
After attending this class with a peer, who is a bilingual teacher, we discussed how HL speakers are unique 
from ESL and Foreign Language Learns. They need support as well; there is phenomenon in that many HL 

speakers (such as in the case of Spanglish) have not mastered the sytax/ grammer of either language. 
Research is needed for Teaching Methods. 

 
Samuel Huntington in The Clash of Civilizations prophesizes: The fundamental source of 

conflict in this new world will not be primarily ideological or primarily economic. The 

great divisions among humankind and the dominating source of conflict will be cultural. 

Nation states will remain the most powerful actors in world affairs, but the principal 

conflicts of global politics will occur between nations and groups of different 

civilizations. The clash of civilizations will dominate global politics. The fault lines 

between civilizations will be the battle lines of the future. However, this proclamation 

does not have to be fatalistic. Cultural action is always a systematic deliberate form of 

action which operates upon the social structure, either with the objective of preserving 

that structure or of transforming it (Freire, 179). It is tangible the education, coupled with 

direct involvement and genuine compassion can initiate a breakdown of socio-political 
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barriers and foster a foundation. The real objectives of fighting poverty and exclusion are 

pursued outside the literacy movement and within the “minor literacies” of everyday life 

(Hautecoeur, 135). Aspects of “The Global Village” in its humanitarian efforts can be 

attained systemically, as an effort valuing the individual.  

 
[Individual] abilities are shaped by genetic components and environmental influences, 

and the influence of parents is particularly important (Schady, 187). The premise of 

community-literacy as a module of inquiry examines an individual’s social construction 

influences how they learn, and in reciprocity how does the community as a whole 

become literate. As a theory, community literacy assumes that individuals are not 

isomorphic. The reference to community, for the purpose of this study includes Parents, 

Children, Family, and Linguistic, and Cultural-Ethnic association. Intergenerational and 

Family Literacy is encompassed. It takes into consideration that In John Dewey’s Project 

on Progressive Education; community literacy is delineated as a set of activities around 

understanding and composing texts within a community; encompassing the complexity of 

social relations and actions to making and communicating meaning around issues of 

common concern throughout the community. Although the purpose of literacy in a 

democratic society can arguably be considered critical/effective, for the purposes of 

economic mobility, other purposes are validated as well and must be taken into 

consideration for the progression of various ethno-societies and our nation as a whole. 

 

Multicultural Literacies Affected by Globalization:  

How increasing ethnic and linguistic diversity (via immigration) in the US affects the teaching and 

learning of literacy in current US classrooms 
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There has always been a diverse student body in classrooms across the United States. 

However until recently we had not acknowledged the heuristic competence or addressed 

the individual literary needs of these diverse individuals within. For the purpose of this 

argument I have segmented ethnic/linguistic diversity accordingly: 1) Native American 

Citizens 2) Immigrants of force 3) Immigrants as a response to globalization. The second 

categorization is inclusive of the descendants of the enforced labourers of the African 

Diasporas, in particular those who were slaves in the contiguous United States; these are 

inherent African American Vernacular Speakers. In the latter are groups of ethnic 

diversities, foreign to the core linguistic pattern of our nation’s inception i.e. English. 

Provisions for bilingual accountability were initiated in 1968, with the Bilingual 

Education Act; however, the mandate of instruction and support, in schools, for such 

speakers was not incorporated until 1974. Shifts have continued until recent. The 

enactment of these laws was not intended for, and moreover excluded AAVE speakers; 

nonetheless parallel to The Bilingual Education Act and its amendments, the advocacy of 

AAVE was being formed (inclusive of the studies by Labov, Ann Arbor Case, Oakland 

Ebonics case, etc). What is interesting is that prior to these movements in Civil Rights 

Education, the sentiment across American classrooms was English-Only (literacy and 

other subject instruction; language spoken to the teacher; language spoken amongst 

students), which was incorporated into many school policies.  

 

While participating in a course that studied relationships between visual literacy (as 

afforded by the genre of Picturebooks) and written literacy, I outlined a preliminary 

study, exploratory of genres which define what it means to be an American, through an 
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examination of picturebooks; perspectives of the non-dominant culture, resulting in a 

concept web entitled “American”. Many authors of the books, I chose for this project, 

decided to write children’s literature because of their own scholastic experiences, in 

which their home language was overtly discouraged or not supported within their 

acquisition of literacy. Dyson (1994) contends with this issue, as she shapes the hubris of 

curriculum through a “reconstructing” of educators and their pupils. Thus, in attempt to 

create a literacy-rich learning environment, materials and curriculum must be culturally 

diverse and reflective. She further develops the inquiry (p. 12): How, amidst the 

differences represented in any one classroom do we as educators allow “the child” a place 

of integrity in the curricular landscape? How do we keep from redirecting children to 

categories based on race, ethnicity, or gender or worse, rendering great sweeps of 

children as “at risk” deviants from an imagined norm? Denying differences will not help. 

Contingent upon Fountas, Pinnell (2001) Botel’s (2003) theory of children being able to 

see themselves in literature, as a means towards the acquisition of literacy - Multicultural 

Education and the Critical Race Theory, as a variant, embodies the “authenticity of 

voice”. When I began teaching in the Philadelphia public school system, I noticed that the 

Harcourt Books being utilized as a resource for shared reading in elementary schools 

included literature by various authors of diverse ethnic and linguistic backgrounds. In 

conversation with my colleagues, this inclusion has been implemented within the last ten 

years. Although, merely introducing multicultural text into a classroom does not 

substitute a targeted instructional approach to language, it does foster a systemic 

appreciation of culture and language which was not afforded in America a decade ago. 

 

A Prospective: Globalization and an Integration of Contemporary Learning Situations 

2008 HICE Proceedings 
Page 417



In Adult Literacy: The Next Generation, Wagner, Venezky (1999) correlate the low 

achievement in schools, with “the continued flow of poorly educated immigrants, 

increase the population of adults in need of further skills”. Assuming this premise is 

accurate, concurring with recommendations to develop literacy programs for adult 

learners, it is crucial to facilitate a curriculum that does not isolate the learner from their 

socio-environment [i.e. family]; additionally includes a holistic component inclusive of 

targeting literacy of the family as a whole. Revisiting the previous case studies of 

transnational migrant works (see section A Land of Opportunity and Accountability) and 

utilizing this situation to be a normative for trends in immigration, equal opportunities for 

access to education must be inclusive. At the crux of progressive pedagogy, is the 

incorporation of schematic reference at the crux of inquiry-based learning and teaching 

practices. We can surmise that elements of living between transnational ethnoscapes and 

functional literacy therein are paramount to schematic reference for adult immigrants and 

their school-aged children.  

 

The Future and Further Inquiry: Efficacy of Community Literacy Programs and 
Affordances for Supplemental Education Services   
 

  
These responses are from an Intergenerational Literacy Forum, I facilitated with HL students and their 

parents. The workshop encouraged a discussion between HL students and their parents who did not 
understand what the children were reading in school. It began with the book Holes. Many parents became 
familiar with the work due to the media advertisements for the movie, as well as the videos played on the 
television by their school-aged children. The parents still wanted to explore the literary version of the text. 

This excerpt is from a HL Learner and his father a reflection on a poem Let America be America Again. 
 

After reading this participants were asked to respond on the following questions: 1) What are your first 
emotions after you read this. 2) Can you relate 3) What question would you ask the author. 

 
HL: 1) When reading this poem I get the feeling that the author does not believe America can be 

successful. For example the starting word for most of his lines is “let”, which tells me that he is asking 
something or how the author perceives America 2) I personally think that America is a land of great 

opportunity, and anyone who wants to achieve the American dream can do so; however, if this poem is 
recent, it might pertain to the recent events i.e. 9/11 which changed my perspective that America is not 
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what it was before 3) Does this mean America has to achieve something greater in order to get back to the 
status it was before. 

 
Father: 1) Powerful tale of rich man’s oppression, of the very people who were the fabric of America 2) I 

personally connect with the exploited people who are unable to buck the system created to keep them at the 
low level of existence 3) Do you yearn for absolute control and power in the hands of white people, who 

butchered and looted everything in their way to keep their supremacy? 
 
On 26, September 2000, Carmelita K. Williams testified on behalf of the International 

Reading Association (which has merged with UNESCO), before the House Committee of 

Education and the Workforce on the Importance of Education. She deliberated:  

“Literacy is a lifelong process of learning how to take meaning from text. This is a complex 

process that is always changing as each individual brings new experiences to interact with the 

text….Americas growing diversity is reflected in the many different languages our children hear 

and speak at home. This puts an added demand on our nation’s schools, as teachers and 

administrators are faced with the task of meeting a wide range of needs that frequently they have 

not been trained to expect or understand…Children have a right to reading instruction that 

involves parents and communities in their academic lives.” 

 

If Freire’s premise is true, that “It would indeed be naïve to expect the oppressor elites to 

carry out a liberating education. But because the revolution undeniably has an 

educational nature, in the sense that unless it liberates, the taking of power is only one 

moment –no matter how decisive-in the revolutionary process (pg.136)”, are we in the 

zeitgeist of the movement? Contingent upon Appadurai’s theory of time, space, and 

ethnic perceptions, accountability for the schools to fulfill the need of their students is 

reversed; this service is a means by which the community is responsible for 

approximating its own needs, thereby negating responsibility from our system of 

education policy. Particularly in the Anglo-Saxon world, Third Way politics appears to 

have slid into a reworking of individualistic liberalism under the rubric of ‘mutual 
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responsibilities’ rhetoric; the idea of a global policy community needs to be dissected and 

pluralized: who-which interests-constitute the putative global policy communities in 

education and in what ways are these communities held accountable to their 

constituencies (Henry 2001).Recently, the Department of Education yielded 

Supplemental Education Services. They are defined as tutoring or other supplemental 

academic enrichment services in reading/language arts and mathematics that are provided 

beyond the school day and are of high quality, researched based, and specifically 

designed to increase academic achievement of students in schools in need of 

improvement.  

 

Literacy programs that have incorporated school-aged students and family literacy as a 

targeted approach have proved to be most successful for immigrant parents and their 

children (Takanishi, 2004; Li, 2001;). However, successful, these programs are not 

mandated, and in many communities accessibility for such resources vary. There has not 

been a national systemic support. In a study by Takanishi (71) of Community Literacy 

and Immigrant Children from Birth to Eight, a proposal of implementing a universal 

approach enables opportunity and access across different racial/ethnic and socioeconomic 

groups, by serving all children.  

 

Recommendations 

Amongst groups of discourse in many urban schools across the country, there seems to be 

a sentiment of bilateral divide [of which there is various segmentations], between 1) 

teachers whom are apathetic/patronizing towards cultural relevance and their students 2) 
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teachers who do not know how to address the needs their “increasingly ethnic” 

classrooms. While there are no simple or quick methods for narrowing “achievement 

gaps” for ethnic/linguistically varied student bodies, if schools themselves sponsor a 

comprehensive –proactive approach, possibly utilizing aspects of above-mentioned 

sentiments, identified aspirations within may be attained.  

 

I remember, my debate coach [who was also my 10th grade English teacher] stating “be 

mindful of stating anything you would not want to be identified with, if you were to read 

your commentary on the front page of the newspaper”. At times, I wish I could tape-

record those private conversations between educators and display the transcription for 

their colleagues, students, and community-at large to view. When I began teaching at a 

school in a historically prestigious community, I clearly recall a conversation, within my 

presence, between a group of teachers complaining about the changing community and 

new school administration. The teachers were reminiscing about how great the school 

and community was before “others” started moving in. Progressively, the conversation 

shifted into complaints about how the new principal was getting rid of all of the good 

“old-timer” teachers, those teachers who remembered what the school used to be like. As 

I invisibly stood there, observing the interdynamic relationships between “those 

teachers”, their students, parents, and administration became a personal inquiry.  

 

In a decade, our principal was the first, to return for a second year. The school 

demographics had changed. It was now host to over a few dozen ethnic and linguistically 

varied working class population. The principle also implemented a plethora of arts related 
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community-based programs, for which she was criticized (by the likes of the “old-timer” 

teachers). It was interesting observing how parents became more involved with school 

functions as a whole, while also noticing the school AYP goals being met, 

unprecedented. A correlation? Research is supportive. 

 

In 2003, The Northwest Regional Educational Laboratory published a Report on Causes 

of the Achievement Gap, published by the United States Department of Education. They 

summarized the following variants as factors: 1) Family Involvement 2) Cultural 

Differences 3) Expectations 4) Grouping arrangements 5) English language acquisition. 

In conclusion, it would be most beneficial, for school administration, at-large to critically 

assess how the above factors may be incorporated into direct implementation through a  

utilization of Supplemental Education and other Culturally Based Community [Literacy] 

organizations, in which the strengths within diversity may be accessed; fulfilling 

otherwise unsupported deficits. Within schools, Educators should be aware of the many 

facets of power which influence their relationship with students. Likewise, professional 

development which encourages teachers to re-examine their own motivations in teaching 

their students and furthermore mandating teacher inquiry groups, where they can further 

proactively elicit, reflect upon and support concerns, is most advantageous.   
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       This paper, titled “Forty Years of Contrastive Rhetoric Research Applied to Students 
from East-Asia,” provides a historical sketch of the field of contrastive rhetoric, now sometimes 
called intercultural rhetoric, with special emphasis on the research as applicable to students from 
East-Asia (China, Japan, and Korea).  This paper begins by establishing definitions and specific 
characteristics as to how the academic discourse patterns of East-Asian writers can and often do 
differ from native English counterparts when East-Asian writers engage in expository types of 
English composition.  The author will then describe how these differences have contributed to 
difficulties in both written communication and reading comprehension in English for East-Asian 
students, academics and professionals  (Chu, Swaffar, & Charnay, 2002; Eggington, 1987; 
Flowerdew, 2002; Hinds, 1983, 1987, 1990; Kaplan, 1966; Liebman, 1988; Matalene, 1985; 
Reid, 
1989; Shen, 1989; Walker, 2004, 2005, 2006, 2007; Yang, 2004; Yoshimura, 2002). 
 
       This paper will then proceed to examine some of the leading critiques of contrastive rhetoric 
research (Casanave, 2004; Kubota, 1997, 1998, 1999; Spack, 1997; Zamel, 1997) both in terms of 
their value toward sharpening the research method of those engaging in intercultural rhetorical 
research and also in regard to excessive polemics, which have often undermined efforts to 
advance the field of contrastive or intercultural rhetorical studies.  Finally, this paper will 
synthesize the views of proponents and skeptics of contrastive rhetoric research and propose new 
and more pedagogically practical directions for intercultural rhetorical research that build upon 
moderate positions (Atkinson, 2004; Connor, 2004) and successful pedagogical research that has 
already been implemented with East-Asian students (Liebman, 1988; Walker, 2006; Yoshimura, 
2002). 
 

1.  Introduction 

       What happens when a second language writing student attempts to write an academic 

expository essay in English?  Many complications arise that cause the second language writer 

difficulty in expressing herself clearly to an English academic audience.  Many of those 

difficulties can result from deficiencies in vocabulary, an incomplete or errant understanding of 

syntax, or possibly from a lack of awareness of the rhetorical conventions that English academic 

writers are expected to employ in their writing (Collier, 2007; Walker, 2005).  For the sake of 
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focus and because it is my area of specialization, I will confine my discussion to East-Asian 

(Chinese, Japanese, and Korean) second language English writers.  As many instructors who teach 

international students have experienced, forty years of research has confirmed that even advanced, 

seemingly fluent, English language learners may struggle to effectively convey their ideas to a 

native English audience (Chu, Swaffar, & Charnay, 2002; Eggington, 1987; Flowerdew, 2002; 

Hinds, 1983, 1987, 1990; Kaplan, 1966; Liebman, 1988; Matalene, 1985; Reid, 1989; Shen, 1989; 

Walker, 2004, 2005, 2006, 2007, Yang, 2004; Yoshimura, 2002). 

       Forty years ago, Kaplan (1966) launched the field of contrastive rhetoric with his seminal 

work, “Cultural Though Patterns in Intercultural Education.”  After analyzing 600 essays, Kaplan 

identified general rhetorical patterns used in academic writing for five different culture groups.  

Kaplan further concluded further that Asian writers, who he labeled “Oriental,” tended to write 

academic essays in an indirect pattern.  English rhetoric, according to Kaplan, followed a direct 

pattern that he called “linear.” 

2.  Culture, History, and Qi-cheng-zhuan-he 

       While Kaplan’s term “Oriental” was clumsy and over-generalized, subsequent research in 

EFL writing has supported the finding that East-Asian writers in China (Chu, Swaffar, & Charnay, 

2002; Matalene, 1985; Shen, 1989) Japan (Hinds, 1983, 1987, 1990; Mok, 1993; Yoshimura, 

2002), and Korea (Eggington, 1987; Walker, 2004, 2005, 2006; Yang, 2004) do frequently write 

academic essays in rhetorical patterns that western audiences find excessively indirect.  In this 

paper, I will explore both the historical and cultural reasons for rhetorical differences (Matalene, 

1985; Oliver, 1971; Shen, 1989;) and a common rhetorical paradigm that many East-Asians from 

China [qi-cheng-zhuan-he] (Chu, Sawaffar, & Charnay, 2002), Korea [ki-sung-chon-kyul] 

(Eggington, 1987; Walker, 2004, 2005, 2006; Yang, 2004), and Japan [ki-shoo-ten-ketsu] (Hinds, 
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1983, 1987, 1990) have shared through their Confucianist heritage. 

 

       In terms of text analysis, Hinds (1983) found that Japanese newspaper editorials often 

contained the rhetorical pattern ki-shoo-ten-ketsu that he described as differing from English in 

terms of its delayed entry of purpose, insertion of sub-themes, and open-ended conclusion that 

leave audiences to draw their own inferences about what the writing means rather than providing 

explicit closure.  The major finding in Hinds’ research was that in Japanese the aforementioned 

rhetorical features are highly valued.  Thus, writings exhibiting these characteristics are rated well 

in rhetorical terms.  Conversely, the same writings receive much less positive ratings when 

translated directly into English, following the ki-shoo-ten-ketsu pattern.  Thus, Hinds (1983) 

clearly established that each culture group’s readers prefer expository writing to conform to 

rhetorical patterns with which they are familiar from their own cultural backgrounds.   

       Eggington (1987), building upon Hinds’ work, identified a similar rhetorical pattern in 

Korean, ki-sung-chon-kyul.  Meanwhile, more recently, Chu, Swaffar, and Charnay (2002) linked 

both ki-shoo-ten-ketsu and ki-sung-chon-kyul to qi-cheng-zhuan-he, an approach that the authors 

describe as “prevalent, though not the only model, used in analysis of Chinese texts” (p.514).  

Taiwanese scholar Janet Chu and her colleagues pinpointed the origin of this rhetorical paradigm 

to its employment by Fan-heng, a scholar in the Yuen Dynasty, to analyze poetry.  Though  

qi-cheng-zhuan-he contains relevance for poetry and public speaking, the paradigm is most 

frequently applied in expository writing (Chu, Swaffar, & Charnay, 2002).    

       Eggington (1987) found that Korean adults comprehended texts that conformed to the 

ki-sung-chon-kyul rhetorical pattern while Chu, Swaffar, and Charnay (2002) have established that 

Taiwanese college students comprehended passages that conformed to  qi-cheng-zhuan-he, in both 

2008 HICE Proceedings 
Page 429



 4
cases, better than when these subjects read the same texts written in an English style rhetorical 

pattern.   Thus, it can, then, be concluded that these three studies convincingly demonstrated that 

reading expository writing composed in a culturally familiar rhetorical pattern is not only a 

preference (Hinds, 1983) but essential to efficient reading comprehension (Chu, Swaffar, & 

Charnay, 2002).   

       Notwithstanding, critics have contended that contrastive rhetoric studies have traditionally 

relied too much on text analysis (Connor, 2004).  In part, this has been the result of contrastive 

rhetoric studies hitting a Golden Age during the 1980’s--- when other scholars in first and second 

language writing started turning more to process and away from the written product in their 

emphasis of research and practice.  Another reason for this criticism would be that the 

methodology for text analysis has not been easily quantifiable and neatly applied to the type of 

quantitative analysis that remains popular among many researchers.  As recent articles have 

pointed out, contrastive rhetoric shows more promise of compatibility with qualitative approaches, 

especially qualitative studies and ethnography (Connor, 2004; Walker, 2006).   

       The problem of text analysis has been further exacerbated because the writing instruction that 

East-Asian writing students receive at the secondary and tertiary levels in their first language has 

varied so greatly.  While a significant number have been taught the traditional  qi-cheng-zhuan-he 

type of rhetorical structure,  others have been taught other rhetorical styles, sometimes western 

ones, and many have received little to no explicit rhetorical rhetorical of any kind whatsoever.  It 

has been observed in both Korea (Eggington, 1987) and Japan (Yoshimura, 2002) that very little 

explicit rhetorical instruction has been implemented, even in the native language writing of 

students in these countries.  In Japan, it is further argued that students are seldom taught to write 

directly in English, but traditionally taught English composition courses are for translating 
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Japanese into English (Okada, Okumura, Hirota, & Tokioka, 1995; Yoshimura, 2002).  Thus, the 

prevalence of the qi-cheng-zhuan-he rhetorical framework in the second language writing of 

East-Asian writers has been the subject of much debate.   

       Notwithstanding, it will be argued in this paper that regardless of the explicit rhetorical 

tradition prevalent in the education of the East-Asian learner (or the lack thereof), the mere weight 

of 5,000 years of emphasized and purposeful transmission of deep-rooted historical and cultural 

values that underpin the Confucian-based qi-cheng-zhuan-he type rhetorical style exhibit a 

pervasive and lasting influence on the cultural rhetorical writing style of East-Asian writers.  

These culturally and historically transmitted values, then, manifest themselves in many of the 

features of indirectness prevalent in East-Asian writing style when Chinese, Japanese, and Korean 

secondary and tertiary learners write English expository essays regardless of whether they are 

consciously deciding to follow an explicit rhetorical paradigm or not.  A wealth of studies from the 

1980’s to the present have delineated the importance of historical and cultural influences that find 

transfer into the English expository essay writing of East-Asian learners (Matalene, 1985, Shen, 

1989, Walker, 2004, 2006; Yang, 2004).  

       Matalene (1985) explained the strength of this influence very well in her narrative account of 

her experiences as a writing teacher in China.  As Matalene (1985) put it,  

        The great religions of China all deemphasize the importance of the individual.   

        Confucianism subordinates the individual to the group; Taoism subordinates the group to  

        Nature; Buddhism denies that the self exists….Marxism, rejects and denounces ‘bourgeois  

        individualism.’   (p. 794) 

 

These religious and cultural values, with the exception of Marxism, flourish throughout East-Asia.  
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Thus, it is often the case that East-Asians will put group harmony first in expository writing and 

place concern for the society as a whole above the desire for individual expression, which seems to 

lead to the kind of indirectness that westerns find frustrating.   

       Yamada (1997), a former student of the renowned linguist and cultural communication 

specialist Deborah Tannen, clearly articulated the importance of what she termed “sweet 

interdependence” as a contrast to American individuality and the impact of the differences in these 

values upon miscommunications that occur between American and Japanese businessmen.  

Succinctly stated, Yamada (1997) discussed how the Japanese value for “sweet interdependence” 

and group-orientation leads them to value implicit, indirect styles of communication that place the 

burden of interpretation on the listener (or reader) as contrasted with the American value of 

independence which compels Americans to value more direct and explicit communication that 

situate responsibility for clear communication squarely with the speaker or writer.   

       Yamada (1997) concludes that neither style is inherently “better” but that Japanese and 

Americans are often playing different games by different rules when they communicate and that 

awareness of and respect for the other’s communication style would enable them to communicate 

more effectively.  This has always been the goal of contrastive rhetoric and intercultural 

communication.  As Kaplan (1988) put it over twenty years after his original article was published,  

        What was being sought…was some clear-cut unambiguous difference between English and  

        any other given language, the notion being that any such clear-cut difference might provide  

        the basis for pedagogical approaches that would  solve—within the normative academic 

space  

        of one or two semesters---the writing problems of speakers of other languages trying to learn  

       to function in written English in the peculiar constraints of tertiary-level education in the  
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       United States. (p.278)     

       As scholars have further observed, this historical and cultural value for social harmony and 

indirectness in expression can be readily observed in China as well.  As Oliver (1971) explained,  

        Rhetoric in Chinese society came to be very much akin to sheer propriety.  The utility which  

        rhetoric was to serve was the maintenance of harmony.  The way to this goal was through  

        ceremony, etiquette and methodology.  There was a right way of doing things---a way that 

was  

        established and accepted.  When behavior conformed to this pattern of expectation, the  

        individual’s relations with his fellows would be predictable and dependable.  Accordingly,  

        the community would have a decent and decorous stability.  (p. 145)   

Matalene (1985) further commented that despite the social upheavals caused by Marxism in 20th 

century China that the achievement of social harmony and preservation of traditional values 

remain central salient features of Chinese culture and manifest themselves in patterns of Chinese 

rhetorical expression.  In Matalene’s (1985) view, Marxism merely exchanged “social harmony” 

for “camaraderie” and “whatever arguments quarrels or purges occur before consensus is achieved, 

they occur privately” (p. 795).  This would partly explain the tendency for students writing 

expository essays, especially ones on critical, controversial topics, to want to be more indirect in 

stating their argument.       

        Through the years, many instructors and students have commented in both ESL and 

especially EFL settings on how powerful the impact of the first language (L1) national/ethnic 

culture can be on students’ academic expository rhetorical writing style.  Fan Shen (1989) very 

articulately described the struggle that a Chinese student-writer often goes through when 

composing English academic essays.  Shen (1989) reported struggling mightily with the concept 
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of the “self” and “individualism,” indicating how the word “I” had held negative connotations 

and was considered a “synonym for selfishness” in China (p. 460).  Shen (1989) summed it up well 

with the words, “In order to write good English, I knew that I had to be myself, which actually 

meant not to be my Chinese self.  It meant that I had to create an English self and be that self” (p. 

461).  Shen’s conclusions may have bordered on the extreme, but, clearly, the point is well taken 

that the differing rhetorics, and more importantly perhaps, the traditions and philosophies behind 

them presented differing worldviews that made clear communication difficult not simply on a 

lexical or syntactic level alone but on a philosophical and rhetorical one as well.  Thus, the 

challenge of contrastive rhetoric has always been to raise awareness on both sides of the 

communication gap and bridge the differences.   

3.  Leading Criticisms:  Postmodernist Perspective  

       While diversity of viewpoints and challenges to generalizations are a healthy and welcome 

part of academia, polarizing personal attacks and political grandstanding do not belong in 

scholarship.  While the 1980’s represented a kind of golden era in contrastive rhetoric research, the 

1990’s were dominated by heavily postmodernist influenced personal attacks and vehement 

criticisms of contrastive rhetoric researchers for supposedly being “ethnocentric,” deterministic” 

and imperialistically “essentializing others.”  In fact, the proponents of contrastive rhetoric often 

found themselves on the defensive in the pages of leading journals and research anthologies of 

second language writing as contrastive rhetoric was often misconstrued as an imperializing force.  

In a reader reaction in TESOL Quarterly, Atkinson (1999) expressed his distress and reported 

feeling misrepresented by Kubota (1999) for allegedly espousing the idea that “ESL professionals 

can and should teach the dominant discourse conventions” (Atkinson, 1999, p. 747).  Atkinson 

(1999) defended his position by responding,         
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        My own suggested approach to writing instruction explicitly opposes the teaching of the  

        dominant discourse convention discussed in the article….Instead, I offer a practice and  

        process based approach to writing called ‘cognitive apprenticeship,’ in which people learn  

        how to carry out activities by performing them holistically in specific contexts, often in                  

        association with an expert. (p. 747)                 

Atkinson further indicated his exception to misrepresentation of his ideas by stating, “Kubota’s 

techniques are textbook cases of essentializing, determinism, and reductionism, which is rather 

alarming given that these are the very sins that she sees herself attacking” (Atkinson, 1999, p. 746).  

I cannot help but wonder if this type of exchange is what Atkinson had in mind when he discussed 

his personal discouragement at “having the shortcomings of contrastive rhetoric graphically 

pointed out to [him]” (Atkinson, 2004, p. 278).  I can certainly see how such a hostile exchange 

would discourage a scholar from pursuing a field of study.     

       Zamel (1997) vividly captured the intensity of the emotions raised as the debate on contrastive 

rhetoric continued when she remarked that the “throat seizes” (p.341) and that she “bristled” (p. 

342) in reaction to certain aspects of contrastive rhetoric that she found offensive.  Spack (1997) 

further delineated how increasingly emotional and less logical the debate on contrastive rhetoric 

was becoming as tensions rose, tempers flared, and the issue further polarized.  In this writing, 

Spack (1997) claimed, without any supporting evidence, that “the label foreign is intimately 

connected with U.S. ethnocentrism” (Spack 1997, p. 766), despite the ubiquitous usage of terms 

such as “alien” and “foreign” in public places worldwide, ranging from immigration lines in 

foreign countries all the way to titles of leading universities of foreign studies abroad such as The 

Korean University of Foreign Studies in Seoul, South Korea.    Spack (1997) then went completely 

off-topic to write about the horrors of American policy toward the Native Americans instead of 
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focusing on her main topic, English composition.  Spack’s (1997) account of these horrors may 

well ring true, but one has to wonder what connection her commentary has to English composition 

writing or discussions of intercultural rhetoric? 

       Nelson (1998) and Carson (1998) both took exception to Spack’s (1997) labeling criticisms of 

contrastive rhetoric proponents.  Carson (1998) contended that not discussing contrastive rhetoric 

can be viewed as ethnocentric. Interestingly, I have never seen or heard a postmodernist response 

to this criticism.  Carson (1998) wrote 

        I find Spack’s position a particularly ethnocentric one in that it limits L2 educators’  

        worldview by valuing the individual more than the group to which the individual belongs.   

        Indeed, many Asian students may themselves construct their identities primarily as members  

        of their particular cultures, and to deny them this identity is to fail to recognize what they may  

        value in themselves.  We have an obligation to know them as they know themselves and to  

        use that knowledge to inform our pedagogical practices. (p. 739)   

I find Nelson’s comments about Asian students to be consistent with the testimonies of the many 

Korean and Chinese students I have taught over the course of many years.  Although postmodern 

skeptics of contrastive rhetoric emphasize the individuality of the writer and fluidity of culture, the 

Korean and Chinese students I have talked to on a daily basis for many years now frequently 

discuss their own cultures in very received ways, emphasizing tradition, Confucianism, politeness, 

indirectness, and an orientation toward others.  They often talk about the value of “face” and how 

they despise blunt and overt criticisms of other people.  It hardly seems appropriate to treat them as 

if they were radically individual and cultureless in the way that it seems  American teachers often 

view native-English-speaking American students.  As Atkinson himself once put it, individuals are 

always “individuals-in-context” (Atkinson, 1999, p. 642).           
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       Nelson (1998) and Carson (1998) both discussed why generalizations, so often disdained by 

postmodernists, are indeed important in education.  Nelson (1998), in particular,  took exception to 

Spack’s assertion that “teachers and researchers need to view students as individuals not as 

members of a culture group” (Spack, 1997, p. 772), a false dichotomy.  As Nelson elaborated, 

“Spack has it backwards….Students  are both members of groups and individuals, not one or the 

other….Humans cannot be cultureless or culture free” (Nelson, 1998, pp. 729-731).  Spack’s false 

dichotomy remains not only theoretically untenable but also impractical, “an impossible place to 

begin” (Nelson, 1998, p. 730) for composition teachers.  As Grabe and Kaplan (1996) stated,  

        What is clear is that there are rhetorical differences in the written discourses of several  

        languages, and that those differences need to be brought to consciousness before a writer can  

        begin to understand what he or she must do in order to write in a more native-like manner (or  

        in a manner that is more acceptable to native speakers of the target language). (p.198)   

While postmodernist thinking is correct that, ultimately, it is quite necessary to get to know 

students on an individual basis, without stereotypes, it can be helpful to begin a class with some 

general expectations, loosely held, about what types of writing styles, strengths, and weaknesses 

one might find among one’s students. 

 

 

         Curiously, postmodernists do not seem to object when generalizations are made about first 

language writers.  Flower (1979) has indicated that first language students have cognitive 

difficulty when trying to overcome their egocentrism and write to an academic audience.  

Bartholomae (1985) has contended that the university confronts native-English-speaking students 

with a culture that is sufficiently foreign to them so that one of the greatest challenges for freshmen 
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becomes “inventing the university” audience for them.  Both of these ideas hold wide currency 

in L1 composition theory and suffer little criticism.  Meanwhile, Tannen’s (1985) ideas about 

gender differences as being cross-cultural communication also hold a high degree of credibility.  

Why is it, then, that postmodernists have so sharply criticized contrastive rhetoric proponents in 

ways and to degrees that seems much more extreme than the critiques of generalizations made in 

other fields?   

4.  Postmodernism:  Ethnocentrism, Narcissism, and Critical Theory 

       Researchers such as Spack (1997), Zamel (1997), and Kubota (1997, 1998, 1999) have 

demonstrated laudable concern for second language students, in terms of attempting to protect 

them from potentially harmful overgeneralizations and stereotypes.  Kubota, in particular, has 

been noted for her defense of Asian students, especially Japanese, when it comes to 

overgeneralizations about their lack of individuality, critical thinking skills, or deficits in language 

or culture that may be misconstrued from misinterpretation or misapplication of contrastive 

rhetoric research (Walker, 2007; Yoshimura, 2002).  While I share the legitimate concerns of my 

ESL colleagues about stereotyping, I concur with Yoshimura (2002) and Eggington (1987) that 

writing instruction that follows a contrastive rhetoric-orientation need not be a negative or 

stereotyping experience for students. Rhetorical preference is bidirectional, neither superior nor 

inferior, and must focus on audience expectations (Walker, 2004, 2005, 2006, 2007).  Thus, an 

American writing in Korean would need to write in a Korean style of rhetoric in order to reach 

their audience.  Reading theorists inform us that rhetorical style represents not only a preference 

but also powerfully impacts reading comprehension of academic and professional writing (Chu, 

Swaffar, and Charnay, 2002; Eggington, 1987).   

       Notwithstanding, postmodernist influence has often gone beyond its legitimate mandate of 
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“problematizing” our intellectual inquiries and inspiring more sophisticated discourse 

concerning our generalizations.  Ideally, postmodernism should inform us that we are all fallible, 

subjective, human beings, who hold truth clumsily and imperfectly in our frail hands----making it 

relative---- “problematizing” our lives.  All too often, however, postmodernism has been misused 

for more dubious purposes, namely, often narcissistic forms of social engineering. While 

postmodernism’s stated assumptions are that knowledge is relative and  socially constructed, 

somehow---in the heat of the contrastive rhetoric debate----a significant portion of 

deconstructionist story-telling has violated the postmodernist assumption that we are all telling 

equally valid narratives.  In a word, some have deconstructed traditional constructs of knowledge 

not to share the narratives of all and gain more sophisticated understanding of the topic but to 

replace what has come before with their own versions of knowledge, often to the exclusion of 

others.              

       According to Sower (1999), poststructuralists have replaced what they have criticized as 

over-generalized and imperfect with equally faulty versions of their own “truth.”  Sower (1999) 

critiqued Kubota’s criticism of contrastive rhetoric in this light, asserting that if we are freed from 

the requirements of scientific observation and truth, then we are “left with only stories” (p.737).  

This is a position with which Kubota (1999) should agree since she has prominently featured 

similar notions of truth in her work, stating that all narratives must be treated equally since there 

are “discourses that in themselves are neither true nor false” (Foucault, 1980, p. 18).  Why, then, 

do critical theorists who claim the mantra of postmodernist epistemology believe that they have 

the basis, let alone the authority, to urge their students to resist purportedly oppressive power 

structures?  Sower (1999) expressed the dilemma well when he elaborated 

        Nor is there any resolution to the epistemological problem underlying the existence of  
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        oppressed groups in the first place, that is that asserting historical grievances presupposes 

an  

        objective history to be aggrieved about---something postmodernists do not concede is  

        possible.  (p. 742)   

Thus, postmodernism, at its worst, carries the potential for misuse.  Such misuse may involve 

tearing down of traditional constructs of knowledge and replacing them with narcissistic 

narratives that carry the epistemological dilemma of assuming an objective history exists in order 

to label some groups as “oppressive” or “privileged” (which may or may not be true) and urge 

“oppressed” groups to wage campaigns of resistance.  This is a curious position to assume since 

the postmodernist paradigm does not allow for objectivity.  Thus, it would seem to be impossible 

to be a critical theorist and postmodernist at the same time.  It is further interesting to note that 

neither Kubota (1999) nor others have ever refuted Sower’s (1999) criticisms.            

       In the realm of English communication and composition, it has been persuasively argued by 

many including Adler (1982) and Hirsch (1985) that not teaching students the jargon, conventions, 

and norms of the mainstream society, in this case the rhetorical conventions, in which they wish to 

communicate may, indeed, harm students and set them up for failure and oppression, denying them 

their full rights as citizens.  While concerns about overly rigid, inflexibly received, and 

deterministic views of culture contain an air of legitimacy, such anxieties should serve only to 

caution us to be more careful about the generalizations we make, not silence the conversation with 

excess criticism of contrastive rhetoric study.  As Tannen (1985) put it, “some people object to any 

research documenting cross-cultural differences, which they see as buttressing stereotypes and 

hence exacerbating discrimination” (p. 212).  However, Tannen (1985, p. 212) and other scholars 

of intercultural communication have argued further that ignoring cultural differences leads to 
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misunderstanding and “hence discrimination of another sort”  (Connor, 2002; Walker, 2007; 

Yamada, 1997;  Yoshimura, 2002)   

5.  Three Classroom Research Models 

Liebman’s ESL Ethnography 

       Despite the fierceness of recent criticism of contrastive rhetoric, three practical pedagocial 

models have emerged of relevance to East-Asian students.  Connor’s (2004) call for ethnographic 

study was not an original idea.  It echoes the work of Liebman (1988), who turned her students into 

ethnographers in revisiting and critiquing Kaplan’s original article in contrastive rhetoric 

approximately twenty years ago.  Liebman (1988) was both researcher and participant in her 

naturalistic inquiry where she turned two freshman writing classes, one native English Speaking 

(NES) and one English as a Second language (ESL), into researcher-participants as well.  

Liebman’s classes explored “whether different communities have different rhetorics, and if so, 

how they differed” (1988, p 7) by doing five formal writing assignments on intercultural 

communication that included a summary of Kaplan’s (1966) article and a second paper either 

supporting or critiquing his views.   

        The student ethnographers in this study reached mixed conclusions that neither confirmed nor 

denied the tenets of contrastive rhetoric conclusively, but seemed to enlarge all participants’ vision 

of it, even Liebman’s (1988).  In fact, many students were supportive of Kaplan’s (1966) ideas.  

Most notably, it is interesting that all three Japanese students in Liebman’s (1988) study confirmed 

the indirectness of Japanese rhetoric.  All three students indicated that indirectness was taught in 

Japanese, attaching it to Japanese notions of politeness.  One student, Junko Tanaka, elaborated, 

“[The Japanese] prefer to be modest and polite, what we call the old-fashioned way.” (Liebman, 

1988, p. 10)  These cultural and historical explanations of Japanese academic writing conventions 
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were consistent with what researchers have said about Japanese (Hinds, 1983, 1987, 1990; 

Yoshimura, 2002), Chinese (Matalene, 1985; Shen, 1989), and Korean (Eggington, 1987, Walker, 

2005, 2006, 2007) compared to American English conventions of academic rhetoric.           

Nevertheless, students were not unequivocal in their support of Kaplan’s work (1966) but 

expressed many feelings of ambivalence about Kaplan’s conclusions.  One student, Kazumi Mase, 

summed up the complexity of the topic well: 

        My first idea [when reading about Kaplan] about linguistics was that a person that doesn’t  

        speak a language can never understand the structure of that language.  However, as I’ve done  

        my research I understand that my idea about the language was wrong.  Although I’ve been  

        speaking Japanese more than twenty years, I had never noticed that Japanese was such an  

        indirect language until I researched it by myself.  (Liebman, 1988, p. 11) 

This is the type of response that I have often heard over the years whenever discussing the topic of 

intercultural rhetoric.  Students or educators often become angry if they believe their languages or 

cultures are bring criticized or stereotyped, as one might expect.  Notwithstanding, if engaged in  

thought-provoking, student-centered study, students will often acknowledge, even appreciate that 

important differences do exist between the different rhetorical communities (Walker, 2005, 2006).   

 

        Conversely, many students voiced at least some disagreement with Kaplan (1966) in some 

way: half of the ESL students and two-thirds of NES students dissented to some extent.  Liebman 

(1988) indicated that many of these students basically agreed with Kaplan but took some 

exception to some of his methods and ideas.  Largely, the students’ criticisms are similar to those 

voiced by Kaplan’s (1966) scholarly critics, contending that his original ideas concerning 

contrastive rhetoric were over-generalized, too simplistic, product-centered, and more indicative 
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of ideal rather than student writing.  

       It also seems noteworthy that significantly more NES students were critical of Kaplan (1966) 

than ESL students.  This is often the case among educators, too.  It is often the ESL teachers who 

are most skeptical and critical of contrastive rhetoric theory (Walker, 2005, 2006, 2007; 

Yoshimura, 2002).  ESL teacher skepticism and the NES student skepticism in Liebman’s (1988) 

study may derive from being exposed to many different language and culture backgrounds in the 

same class so that L1 rhetorical patterns are difficult to identify and even harder to try to 

comprehend.  Such skepticism may also be attributable to American ethnocentric thinking in that 

Americans have been described as overestimating individualism in themselves and others (Kohls, 

1995).  Furthermore, criticism of contrastive rhetoric has also been recently attributed to a heavy 

influence of postmodernist thinking (Atkinson 2004; Connor, 2002, 2004) that treats 

generalizations of culture with great suspicion. 

        At last, although the results are mixed, Liebman (1988) stated that even though she began the 

ethnography with a “negative view toward contrastive rhetoric” (p.16) that she concluded the 

study with the ability to see contrastive rhetoric as “a powerful and informative concept” (p. 16).  

Despite allowing her “own perspective [to] creep in, for so many of the papers do reflect [her] 

opinion” (p. 16), Liebman (1988) concluded that the students in her classes had benefited 

substantially from this ethnographic approach to their writing classes and the further sharing of 

their ideas in teacher conferences.  Liebman’s method of employing ethnography and teacher 

conferencing would significantly influence my own quasi-experimental classroom study of 

contrastive rhetoric-oriented writing instruction sixteen years later (Walker, 2004, 2005, 2006, 

2007).  Thus, Liebman’s (1988) study pioneered the use of ethnography in a pedagogically 

practical way involving East-Asian students.      
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Yoshimura’s EFL study in Japan 

        Another pedagogically-oriented studies of contrastive rhetoric in an East-Asian EFL setting 

was conducted by a Japanese researcher named Toshiko Yoshimura (2002) at a private university 

with non-English majors.  The researcher divided the subjects into three groups:  one control and 

two experimental.  One of the experimental groups wrote directly in Japanese and translated their 

compositions into English (J>E).  The other treatment group wrote directly in English (E>E).  

Interestingly, Yoshimura (2002) believed that contrastive rhetoric-oriented instruction would best 

be delivered in Japanese.  Thus, the author made sure both experimental groups received explicit 

instruction concerning the differences between Japanese and English rhetorical patterns and 

audience expectations in their native language.   

        Yoshimura (2002) studied 105 subjects, 74 male and 31 female, from a variety of majors 

studying in required general English courses at Kyoto Sangyo University, a private university in 

Kyoto, Japan.  The researcher provided contrastive rhetoric-oriented instruction in Japanese to 

both treatment groups.  One group then wrote in Japanese and translated their essays into English.  

The other experimental group (E>E) wrote directly in English after receiving contrastive 

rhetoric-oriented instruction in Japanese.  The control group received no contrastive rhetoric- 

oriented instruction and simply translated their essays from Japanese into English.   

        The treatment consisted of regular, formal, explicit instruction in contrastive rhetoric and the 

employment of an intercultural, rhetorically-based conscious-raising activity as reinforcement.  

Typically, in the conscious-raising activities, “good quality” American English essays were 

compared directly to Japanese student essays.  Students, then, were to “find the gap” building on 

Schmidt’s (1993) work, which was primarily concerned with such awareness in oral language.  

Yoshimura’s study (2002) applied Schmidt’s techniques to conscious-raising in terms of rhetorical 
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awareness, a concept first ventured by Sengupta (1999).  This teaching treatment of contrastive 

rhetoric was further reinforced by writing practice.     

        After one semester of instruction, all students were tested and both experimental groups 

improved their writing fluency, measured by total word production.  Yoshimura (2002) found that 

both treatment groups made significant improvements in their writing.  The experimental groups 

improved in rhetorical proficiency and discourse level accuracy as rated by three judges.  The 

researcher concluded that the findings reported here supported previous research in the Japanese 

EFL setting (Mizuno, 1995; Otaki, 1996, 1999) that “indicate the beneficial effects of explicit 

classroom instruction in contrastive rhetoric.”  (Yoshimura, 2002, p. 120)   

        According to Yoshimura (2002), the treatment group that wrote directly in Japanese and then 

translated into English (J>E) made the most significant gains qualitatively in coherence.  This 

finding supported the work of Kobayashi and Rinnert (1992) who found that a higher level of 

writing production is achieved when low proficiency learners employ their L1 in the composition 

process.  Nevertheless, the experimental group that wrote directly in English (E>E) made the 

greatest improvement in fluency.  In certain areas such as coherence and fluency, the treatment 

group that started writing in Japanese improved more than the other one that wrote directly English.  

Thus, Yoshimura (2002) found that the first language could facilitate positive transfer with 

contrastive rhetoric-oriented instruction as well as negative as other researchers have observed as 

well (Walker, 2005, 2006).  As Yoshimura (2002) explained: 

        The use of the L1 apparently allowed the J>E group to more easily assess their own work for  

        the rhetorical features that had been taught by their teacher….Although the E>E group  

        received the same instruction in contrastive rhetoric as the J>E group, the E>E group seemed  

        to have more difficulty in applying this knowledge. (p. 122)       
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Yoshimura (2002) attributed the E>E group’s inability to apply contrastive rhetoric-oriented 

writing instruction as well as the J>E group, in a qualitative sense, to their being so distracted by 

vocabulary and grammar development that they could not focus on rhetorical issues.  In addition,  

the researcher noted that the final English output of the J>E group was only slightly behind the 

group that wrote directly in English.     

       Yoshimura (2002) further deduced that this result stemmed from the fact that the J>E group 

spent their first 30 minutes translating saying, “their rate of writing English, once they got started, 

was considerably higher” (p. 123).  The J>E group, due to the translation process, only had half as 

much time to write in English as the E>E group (30 minutes).  Yoshimura (2002) elaborated that 

fluency, while important, was not the main goal of the study.  In a survey at the end of the study, 

Yoshimura’s subjects indicated that contrastive rhetoric-oriented writing instruction helped them 

to write more easily, start earlier, and produce more English of a higher quality.  Yoshimura (2002) 

expressed the belief that this result may be attributable, at least in part, to the lowering of the 

students’ affective filters (Krashen, 1982).  The researcher explained that at the beginning of the 

study students’ affective filters had been high due to their inexperience in L2 writing (Okada et al., 

1995) and their previous “form-focused” instruction that had heightened their anxieties about 

making errors.  It seems that contrastive rhetoric-oriented writing instruction gave the students 

more confidence when writing in English and helped them to relax and write more effectively.   

        The implications of Yoshimura’s (2002) study are clear and important.  As other researchers 

have suggested (Connor, 1996, Walker, 2004, 2005, 2006), contrastive rhetoric-oriented writing 

instruction can enable students to improve their writing effectiveness, their awareness of audience 

expectations in the target language, and their ability to avoid negative transfer from the L1 to the 

L2.  The other equally important implication of Yoshimura’s work is that writing instructors 
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should not prohibit students from using their first language in their writing classes, as they often 

do.  The researcher pointed out that for low-proficiency learners, especially, the L1 could be a 

significant source of both comfort and assistance in tackling the enormously complex task of 

brainstorming, organizing, developing, and revising a composition in a second language.  Thus, 

Yoshimura (2002) has significantly added to what we know about the potential for contrastive 

rhetoric-oriented composition pedagogy to be a powerful force in the EFL writing classroom in 

East-Asia.             

Walker’s Korean Contribution  

       In this study,  I combined text analysis (rating student essays) with quantitative (statistical 

analysis of ratings) and naturalistic measures (interview and observation) (Walker, 2004, 2005, 

2006) to study the effects of contrastive rhetoric-oriented writing instruction in classes at Handong 

Global University in Pohang, South Korea.  I also employed teacher conferencing and peer 

response to reinforce contrastive rhetoric-oriented writing instruction as the teaching treatment.  

The control group received contrastive rhetoric-oriented instruction through lecture and class 

discussion only.  In this study, low level learners in the experimental group (scoring <3.5 on a 

7-point scale on the pretest) improved their essay writing to a significantly greater degree than did 

low level writers in the control group as measured by posttest results.  Interviews with classroom 

teachers in the study and observations of the classroom environment further supported the 

conclusion that the teaching treatment had been successful.                

        This study in contrastive rhetoric teaching methods for EFL university students was 

conducted at Handong Global University in Pohang, South Korea.  Sixty-five undergraduate 

students from all different majors who were taking the core writing course, English Grammar and 

Composition (EGC), participated in this quasi-experimental study of contrastive rhetoric teaching 

2008 HICE Proceedings 
Page 447



 22
methods.  These students were tested on their ability to write English academic essays before 

(pretest) and after (posttest) receiving a semester’s worth of English composition instruction that 

included contrastive rhetoric as a focus.   

        The experimental group (29 subjects) received contrastive rhetoric instruction in teacher 

conferencing and peer response activities, in addition to obtaining it in lecture, class discussions, 

and written feedback on essays.  The control group (36 students) received contrastive rhetoric 

instruction only in lecture, class discussions, and written feedback on essays.  The experimental 

group (29 students) consisted of 16 males and 13 females averaging 20.8 years of age and 7.34 

years of studying English.  Three of the experimental group subjects reported having studied 

English overseas for a period of 16 years total for the group.  On the other hand, the control group 

was made up of 15 males and 21 females, averaged 21.3 years of age, who reported having studied 

English for an average of 9.11 years.  Twelve control group students had studied English overseas 

for a sum total of 18 years and one month.  No significant effects were observed related to age, 

gender, or previous English study, domestic or overseas.       

        The student essays were rated on a seven point scale adapted from one similar to what is used 

to rate the Test of English as a Foreign Language (TOEFL) essays, but modified to focus on the 

rhetorical value of an essay as judged by three raters who were experienced EFL professors.  The 

inter-rater reliability coefficients for the ratings of the student essays used in this study were .72 

for both pretest and posttest measures (Howell, 2002).  These inter-rater reliability ratings were 

considered adequate for establishing the reliability of the raters and rating scale used in this study 

as composition rating can be somewhat problematic in nature.  

        Three different Handong Global University instructors from the Department of Language 

Education volunteered to carry out the prescribed instruction in contrastive rhetoric in six writing 
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classes.  Two of the instructors were female and one male.  All three of these instructors were 

experienced EFL professors who averaged 5 years of experience teaching English at universities 

in Korea.  One of the female instructors was fully bilingual, speaking both English and Korean.  

The other two instructors were native English speakers with limited Korean proficiency.  Each 

instructor who implemented the study was given one experimental class and one control class but 

was not informed which class the experimenter considered to be the treatment group.  The reason 

why each instructor taught both one experimental and one control class was to negate the 

potentially convoluting effects of personality variables.  After all, we all know that some teachers 

are simply more skilled than others.   

 

       Both research and control groups benefited from contrastive rhetoric instruction in their 

English composition courses as measured by improved essay scores from pretest to posttest.  

However, the gain for the experimental group, overall, was not statistically significantly higher 

than the gain for the control group (p = .243).  The improvement, then, of both contrastive rhetoric 

groups was statistically equal overall.  This may have been due to a “ceiling effect,” meaning that 

high level students (> 3.5 pretest) made no significant improvement in their essay scores, 

regardless of group.  This lack of improvement for high level students may have held down the 

improvement in overall scores (Walker, 2004, 2005, 2006).  

       Notwithstanding, the second research question of the study was whether or not low level 

students (< 3.5 pretest score on a 7-point scale) improved their essay writing as a result of the 

teaching treatment (reinforced contrastive rhetoric oriented-instruction through teacher 

conferencing and peer response).  The improvement for low level students in the experimental 

group proved to be significantly higher than it was for the control group, who were rendered 
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contrastive rhetoric instruction only through lecture and written feedback on essays.   

        The posttest mean score for the low level students in the experimental group was significantly 

higher (p<.05) than the posttest mean score for low level students in the control group when the 

posttest score differences were controlled for the covariate, which was the pretest score.  Actually, 

both the experimental and control groups of low level students receiving contrastive 

rhetoric-oriented instruction increased their mean scores from the pretest to the posttest.  The low 

level control group subjects that received contrastive rhetoric-oriented instruction only in lecture, 

class discussion, and written feedback on essays improved roughly three-fourths of one point on 

their mean essay scores from 2.39 to 3.16.  Nevertheless, the low level students in the experimental 

group who received contrastive rhetoric-oriented instruction in teacher conferencing and peer 

response activities in addition to class lecture, discussion, and essay feedback made significantly 

better gains, improving their mean essay scores more than one full point from 2.86 to 3.89.     

        The posttest mean score for low level students in the treatment group was statistically 

significantly higher (p = <.05) than the lower level students’ posttest mean scores were in the 

control group when the pretest scores were controlled for the covariate.  Although both 

experimental and control groups demonstrated noteworthy improvement in their essay scores from 

pretest to posttest, the lower ability level students’ increase in mean essay score was significantly 

larger (p = .043) in the experimental group when compared to the control group.  The results from 

this analysis of covariance (ANCOVA), then, suggest that the low level students in the treatment 

group benefited more from the contrastive rhetoric-oriented classroom writing instruction that was 

reinforced in teacher conferencing and peer response than did low level subjects in the control 

group who received contrastive rhetoric-oriented discussion only in classroom lecture, discussion, 

and written feedback on essays (Walker, 2004, 2005, 2006). 
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        Moreover, analysis of variance (ANOVA) results for low level students indicated that the 

significance of the difference between the experimental and control groups may be even more 

substantial than indicated by the ANCOVA results.  The significance between the mean 

differences in posttest essay results was even greater (p = .020) in the ANOVA for low level 

students when the pretest covariate, insignificant in the ANCOVA test (p = .666), was dropped 

from the model (Walker, 2004, 2005, 2006).  Since the covariate was insignificant in the 

ANCOVA, the ANOVA results may better reflect the effect of the teaching treatment.  In either 

event, both ANCOVA and ANOVA analyses both indicate that subjects in the low level treatment 

group improved their essay scores more than their peers in the control group classes.  

       Until this study, contrastive rhetoric instruction was still carrying the epitaphs of being 

“disappointing” and “limited” (Liebman, 1988, p. 7) and lacking in development and application 

to classroom instruction (Liebman, 1988; Matsuda, 1997; Raimes, 1991; Walker, 2004, 2005, 

2006).  Casanave recently described it as a field “lodged” in a “quagmire” and as being still in its 

“infancy” (Casanave, 2004, p. 41).  The lack of pedagogical progress is a bit perplexing for a field 

that has been in existence for forty years.   

6.  Conclusion 

       It is hoped that the findings of these three studies will reinvigorate discussions of contrastive 

rhetoric issues in the sense of making a contribution toward returning the field to reexamine its 

original purpose, enabling ESL/EFL students to write better English academic essays.  In the forty 

years since Kaplan’s original study, the field of contrastive rhetoric has spread throughout the 

world but, unfortunately, has had limited impact in the development of specific teaching 

techniques for using contrastive rhetoric oriented discussion to improve ESL/EFL student 

academic writing.  
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        These three studies demonstrate that contrastive rhetoric-oriented writing instruction can 

be an integral part of a writing curriculum, especially when traditional lecture and written 

feedback are reinforced with innovative teaching techniques such as teacher conferencing, peer 

response, and ethnographic study.  It is important to note that this effect bears great significance 

since it was often the low level students, those needing improvement the most, who received the 

greatest benefit from the teaching treatments.   

 

        The results of Walker’s (2004, 2006) study seemed to confirm the findings of L1 composition 

research on teacher conferencing, especially that it can help lower level students gain confidence 

(Oye, 1993).  These results also seem to concur with previous L1 composition research on teacher 

conferencing that view it as a good forum for facilitating the improvement of higher order thinking 

skills (Carnicelli, 1980; Jacobs & Karliner, 1977; Oye, 1993; Patthey-Chavez & Ferris, 1997; 

Walker, 2004, 2005, 2006).  These results may also apply to second language writers of English as 

they discuss issues of contrastive rhetoric in their teacher conferences.  Notwithstanding, it should 

also be noted that a non-direct method should be used in teacher conferencing (Carnicelli, 1980; 

Jacobs & Karliner, 1977; Rogers, 1994; Walker, 2004, 2005, 2006; Walker & Elias, 1987), 

especially on such culturally sensitive issues as contrastive rhetoric.  It is my experience that 

teacher conferencing works better when students explore writing issues for themselves, and 

teachers mentor them through the process by facilitating the awareness of issues with 

thought-provoking questions, offering possible outcomes, and acting as facilitators or professional 

consultants. 

        The findings of both Walker’s (2004, 2006) and Liebman’s (1988) studies further support the 

idea that taking an ethnographic approach to contrastive rhetoric, as Connor (2004) recently 
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suggested, and initiating student-centered discussions of intercultural rhetoric can be an 

effective means of delivering writing English academic writing instruction to non-native writers of 

English.  All three studies (Liebman, 1988; Walker, 2004, 2006; Yoshimura, 2002) confirm the 

finding that many EFL students will agree that their L1 rhetoric is different from English, and 

those differences may cause them difficulty when writing in English.  Nevertheless, it is important 

to remember to use a student-centered, ethnographic approach since we know that not every writer 

will write with the same style of rhetoric that may be commonly found among people who share 

their L1 background.  Atkinson (2004) reminds us how complex culture is and that an individual’s 

school, youth culture, or other background factors may lead them to have different perceptions of 

culture and rhetoric than what is commonly reported as a general culture and rhetorical style of 

their national, ethnic, or language group in a global sense.   

        In summary, student-centered contrastive rhetoric-oriented writing instruction reinforced by 

teacher conferencing and peer response or ethnography can help students in academic writing 

courses to be able to bridge the gap between the rhetorical expectations of their first language and 

culture with the expectations of the target audience when writing in English (Liebman, 1988; 

Walker, 2004, 2005, 2006; Yoshimura, 2002). While a student-centered implementation of 

contrastive rhetorical-oriented instruction with the aforementioned techniques requires some 

sophistication on the part of the practitioner, these three studies have demonstrated that it can be 

effectively performed by reasonably qualified personnel.  More pedagogically-focused study 

should be done in implementing contrastive rhetoric-oriented writing instruction at the university 

level, but these studies should make a valuable contribution in that direction.   
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Abstract 
A Literacy Teacher’s approach towards understanding and assessing the Interlanguage 
Development stages of English Language Learners, through the use of Wordless 
Picturebooks: A Case Study.  
 
The objective of this research is to explore the process of implementing a task-based 
instructional plan that allows an opportunity to yield affordances, bridging oral and 
written gaps in literacy acquisition and negotiating meaning for English Language 
Learners (ELL), placed within a mainstream elementary classroom without ESOL 
Support. The study provided connections between visual literacy and interlanguage use 
and development, through the transmediation of Wordless Picturebooks; rationalizing the 
removal of “power construct boundaries” that become present when text in included, and 
is thereby obtrusive to recognizing individual differences and understanding modes 
language learner students utilize while establishing the conveyance of literary 
connections and significance of non-textual symbols within pictures. While not 
supporting any specific model, within the framework for the methodology of conducting 
this case study, was an integration of aspects of literacy approaches, inclusive of The 
Guided Language Experience Process (GLEP) Model, Concentrated Language 
Encounters and Modified Dialogic Response (students created the narrative for the 
wordless story as a group) availing opportunities within multilingual classrooms with a 
preset/ standardized curriculum (exclusive of ELL/ESOL curriculum). Results yielded 
significance is the areas of 1) Effect of Cultural Conventions 2) Referencing the Peritext 
and Communicating Understanding 3) Students Modeling Language Usage.  
 

Introduction 

Beginning the profession of teaching as a Literacy Intern Teacher, I was trained in 

various modes of implementing reading instruction through a Literary Framework for 

pre-emergent to emergent readers. As a prospective teacher answering a national crisis 

call to improve reading scores of our youth, I believed that my position would enable me 

2008 HICE Proceedings 
Page 461



for effective instruction. Through experience, observation, and study it is inevitable that 

standard teaching alone is not effective for individual students.  

 

When I was designated my first Practicum experience, I was assigned to train at the 

largest Public Elementary School in Philadelphia, with the highest demographic of Native 

Spanish/ Bilingual Speakers in the State. Moreover, the class to which I would be 

assigned employed no English as a Second Language Speakers (ESOL) instructor, due to 

the season, yet it would contain a majority of ESOL students. The class would be small, 

considering it was summer, with an enrollment of fifteen to twenty children. While 

familiar to living and working in bilingual populations, subsequent to this experience I 

had never addressed the issue of Literacy and the necessary components in acquiring 

Literacy, for bilingual students at large. 

 

In the fall of the following year I was designated as a Literacy Partner Teacher, once 

again in a Multicultural Inner-city School. However the demographics were skewed. 

Ethnically a majority of the students were of African descent, within a wide Diaspora of 

cultural heritage. Only a small percentage of these students were classified as English as 

a Second Language Students. Nonetheless, a majority of these students could be 

classified as Cultural Heritage Learners. Similar to ESOL students I began to surmise the 

efficacy of teaching and assessing Literacy to Emergent Cultural Heritage Learners, and 

wondered if there should be a more inclusive system of Literacy Attainment 

implemented.  
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As many studies have concurred, the most beneficial formation of Reading Instruction 

and pedagogical practice is inclusive of the focusing on the individual within group 

instruction (Carini, 2001). From a multicultural perspective, individualism is a heuristic 

composite of experiences, culture, heritage, and language. Throughout my experiences as 

an educator, I realized that daily immersion in various syntactical usages of a plethora of 

languages in the multicultural inner-city classroom is truly a learning experience for both 

the student as well as instructor. Thus, in an attempt to unveil affordances yielded 

through language construct and negotiated meaning between students (unsupported by an 

ESOL Program) I began to explore the potential connections between visual literacy and 

interlanguage use through the transmediation of wordless Picturebooks. 

 

Rationale 

The School District of Philadelphia has made provisions through the Office of Language, 

Culture and the Arts: English for Speakers of Other Languages and Bilingual Programs to 

develop a core curriculum for such matriculates. Within, teachers and administrators are 

guided to take into consideration that 1) English language learners enroll in 

ESOL/Bilingual programs at different times during the school year 2) English language 

learners come with different experiences in their academic development; some come with 

strong literacy and academic skills in their native language and others with little or no 

formal schooling and 3) English language learners come with different levels of English 

language proficiency in comprehension, listening, speaking, reading, and writing (2005).  

Whilst the overall core curriculum for ESOL/ Bilingual students may be comprehensive 

and effective for addressing the needs of such identified students, many students whom 
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speak English as a Second Language, within the district have not been identified and 

therefore without the support of an ESOL program have been mainstreamed into the 

classroom. This situation is expansive nationwide. Out of nearly 3 million public school 

teachers surveyed by the National Center for Education Statistics, 41% report teaching 

limited English proficient (LEP) students, while only 12.5% have received eight or more 

hours of training (NCELA Newsline Bulletin, 2002). 

 

Nonetheless, these students within the traditional classroom and the teachers who educate 

them are expected to adhere to [literacy] standards as per required by grade level; 

inclusive of critical reading, analyzing, and interpreting literature. “English language 

learners have to gain more language proficiency each year than their native-speaking 

peers in order to catch up and close the gap” (Drucker, 2003). In Fountas and Pinnell’s 

study Responding to Literature: Multiple Paths to Deeper Meaning, the symbiotic 

relationships between readers, text, and teacher is analyzed. “Students need the chance to 

discover themselves in literature – to realize and learn from their own experience 

reflected in the pages of a book. Without this personal, even visceral, experience with 

literature, they are unlikely to embrace it as something of value (Fountas, Pinnell, 2001).” 

According to Cummins (1990) Bilingual Spanish dominated children often experience 

problems in understanding the printed word. This presents a paradox for such mentioned 

situations, and is especially problematic if this affordance is evident of other bilingual 

children, whose language has not been accounted for or directly incorporated into 

bilingual instruction (e.g. West African languages). In Alex Kostrogriz’s study Teaching 

literacy in multicultural classrooms: Towards a pedagogy of Thirdspace, he outlines a 

2008 HICE Proceedings 
Page 464



conceptual territory for the literacy education practices of L2 learners, “with the aim of 

locating literacy learning on the fault line-line between cultures – in the space of radical 

openness (2002).” In this “Space of radical openness”, ideally the constructs which place 

boundaries on the perspective of the individual; inclusive of language in text/literacy 

which signifies a dominating power construct is omitted. The case study, in which I have 

employed - an introduction of wordless Picturebooks to L2 learners, attempts to offer 

perspectives afforded through visual literacy; differentiating interlanguage development 

within the means of second language acquisition and literary comprehension by 

attempting to negate boundaries confined by the text in Picturebooks.    

 
Review of Background Literature 
Construction: Language and Learning 
In Henry Giroux’s study Textual Authority and the Role of Teacher’s as Public 

Intellectuals, he delves into power issues paramount to the voices of the student and 

relationship with the English Teacher, representative of mainstream culture. In his work 

Giroux discusses critical pedagogy (1990): 

“What critical pedagogy refers to is a deliberate attempt on the part of teachers to 
influence how and what knowledge and identities are produced within particular sets of 

classroom social relations. It draws attention to the ways in which knowledge, power, and 
experience are produced under specific conditions of learning. It does not reduce 
educational practice to the question of what works. It stresses the realities of what 

happens in classrooms by raising concerns regarding what knowledge is of most worth, in 
what direction should one desire, and what it means to know something.” 

 
It is from this theory as a basis of developing a learning community, where the teacher 

has the control and ability to establish an atmosphere, conducive to valuing the cultural 

and linguistic backgrounds of all students irregardless to a prescribed instructional 

framework. Giroux’s theory in conjunction with inquiry-based learning and co-

constructivism fosters a practical approach towards incorporating strategies of 
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negotiating meaning, for English language learners placed within the mainstream 

classroom.  

 

Many scholars have explored inquiry-based learning as a means of adapting a wholistic 

approach towards teaching language and literacy. Again supporting the premise of the 

classroom supporting and environment where learning, inclusive of inquiry, is conducive 

for both teacher and student alike Kutz and Roskelly (1991) examine a critical approach 

to teaching which accounts for language, literacy, and the learner: 

 
“Simply put, people learn by asking questions. But teachers aren’t trained to ask 

questions about their own learning or about the classroom settings they create. Teachers 
must become more than just consumers of educational theory and classroom methods, 

just as students must be more than consumers of predigested skills. But to be creators as 
well as consumers, teachers have to learn to be inquirers, asking real questions about 

themselves as learners, as writers and readers, questions about their students, and 
questions about the social factors that affect learning in their classrooms…and to use 

their own questions to create scenes for real learning for their students.” 
 
As there is a distinguishment between external and inner speech (Vygotsky, 1962), the 

language utilized within the formation of conversation, may not be fully indicative of the 

internal meaning or comprehension of matter in which the speaker has expressed. This 

gap between what is thought and what is said is often wider for the English language 

learner in an unsupported classroom. In order for conversations to occur with successful 

communication, various aspects within “negotiation” are employed. In various studies 

negotiation is offered as a practical framework has been utilized for speakers to convey 

understanding, express ideas, and bring attention to needed correction for 

lexical/semantic features. In one such study of Task-Based interaction, Teresa Pica 

(1994) established learners at a postbeginner level are better prepared for making use of 
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conversational interaction and modification is task-based interaction. Negotiation occurs 

when there is a verbal misunderstanding of information. Considering all, the teacher, has 

a great opportunity to develop task-based lessons, as an inquirer and communicant with 

the English Language Learner. 

 
An Integrated Curriculum 
There are many formulated curriculum strategies that integrate literacy approaches for 

Multilingual and Multicultural classrooms with a preset curriculum structure. Some of 

these include Liberatory Literacy, Concentrated Language Encounters (CLE), and The 

Guided Language Experience Process (GLEP) Model. While this paper does not intend to 

support any specific model, the opportunities available for developing task-based 

instruction for negotiating meaning is explored within each. This brief introduction is 

also not conclusive of the overall execution or implementation for each model. 

 

The GLEP Model integrates listening speaking, reading and writing within an array of 

content areas. One of its basic components is guided oral practice as well as reading and 

writing activities, and ends with personal explorations (Brechtel, 1992). Bretchel states 

that “this component (Guided Oral Practice) is most often found missing, even in ESL 

classes. Guided oral practice offers an excellent opportunity to use cooperative learning 

strategies and provides students with means of interacting with each other by using the 

vocabulary and concepts in guided situations to negotiate for meaning (pg, 34).” As it 

particularly provides benefits for ESOL students, the concept is inclusive of integrating 

meaningful and comprehensible learning context. This supports the notion that language 

is acquired as opposed to formulaically learned, within meaningful contexts. 
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Features of the Concentrated Language Encounter Technique involve 1) scaffolding and 

2) involving students in “situations where they were doing interesting and useful things, 

but where they had to confront challenging language tasks to achieve those things 

(Walker, Rattanavich, Oller, 1992). The orientation of these tasks seems to ally with 

Pica’s incorporation of task-based learning. The CLE Technique is adapted from 

Cazden’s concept that children learn language mainly through encounters with others in 

which the children concentrate intensely on making themselves understood (pg, 12).  

 

In Multicultural Literacies: Dialect, Discouse, and Diversities, Patrick Courts examines 

the interconnectivity of critical pedagogical practices, students of various cultural 

backgrounds and non-dominant language within as well as the concept of whole 

language.  The author incorporates a study of narrative structures, focusing specifically 

between oral and written. This is what he discovered: “Someone who has grown up with 

a primarily oral culture is likely to rely of the structure of oral narratives as s/he begins to 

try to produce written narratives (Courts, 64).”  It is thus implied and justified for 

teachers to include the offerings yielded by storytelling [not exclusive to the English 

Teacher] and also the incorporation of Picturebooks as a means of bridging oral/ written 

gaps in literacy acquisition and negotiating meaning for English Language Learners. 

 
Picturebooks and an Integrated Curriculum 

“Literature becomes more than a tool for literacy; it actually broadens and expands our 
view of what literacy is. This expanded view includes literary understanding as an 

integral part of literate behavior.” 
 (Sipe, 1997) 
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Within curriculums that implemented marketed Balanced Literacy Programs, as well as 

Integrated curriculums, Picturebooks are often utilized to reinforce learning, or introduce 

concepts. Meaningful Picturebooks yields opportunities to include visual literacy as well 

as a presentation of information offered by the text. This is particularly advantageous to 

an ELL as concepts to which the student may be able to relate to, are afforded in the 

illustration, instead of just the text. As teachers choose appropriate literature for 

reconnecting curricular concepts, students are also treated to a personal literary 

experience as they form their own concept of themselves as literate learners (Bosma, 

Guth, 1995). It is even still important in the acquisition of English for students to gain a 

sense of accomplishment and feel as though they are learning in a literate environment, as 

their identity interpersonally, socially, and academically is simultaneously developing.  

 

Golden and Gerber (1990) discuss the Semiotic Theory with regard to Picturebooks and 

how the reader/ interpretant responds to its principles.  

 
“Central to the process of semiosis is the triadic relationship involving the sign, the 

interpretant, and the object [idea]. When the triadic relation is applied to the narrative 
symbol, the sign encompasses the textual cues which guide the reader in constructing an 

interpretant, a particular story world; inclusive of the sequence of events.” 
 
Upheld by the semiotic theory, symbols and objects are expressed 1) through the 

narrative and 2) pictorial. Whilst there may be an overlap in the cues the interpretant 

receives, there integration is not essential for the occurrence in each system. While in 

different cultures, colors, shapes, and other symbols inherent to pictorial narratives may 

represent different things according to culture, it is not inferred by the principles of the 

Semiotic Theory that these differences negate meaning. Instead, when paired with the 
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meaning inferred by the textual narrative, there seems to be a greater opportunity within 

the gaps, for negotiating meaning.  

 
“When considering how meaning is expressed, verbal and visual art have much in 

common. Both the author and artist have elements that convey meaning. The author uses 
sounds and words, the phonetic and morphemic systems of language. The artist uses 

lines, shape, color, value and texture, the elements of art. Although language may engage 
the intellect in more precise meanings, it is also place-specific. It can only be understood 

by speakers (and readers) of that language. Art may more readily evoke our emotions, 
and its elements and symbols are more readily understood across cultures and places.” 

 
The above, is an excerpt from Barbara Kiefer’s The Potential of Picturebooks: From 

Visual Literacy to Aesthetic Understanding. Within her work, she also describes 

developing the context in which readers respond to Picturebooks, in which the teacher 

facilitates the expression of children’s inquiry and awareness by means of understanding 

the aesthetics within the picturebook. In Children’s literature, literacy, and literary 

understanding, Lawrence Sipe also describes an experience where children began making 

personal connections with the book, and developing questions/ conversation prior to the 

introduction of the actual text – based off of the peritext and illustrations.  

 

Whitehurst (1988) and Zevenbergen developed a system, dialogic reading, that is 

intended to increase literacy skills for pre-emergent readers. Within this system the child 

is prompted to talk about the story, the responses are then evaluated, the child’s response 

is then expanded upon after repeating the child’s response and the child is encouraged to 

repeat the expanded response. Accordingly, this method has proven successful for 

vocabulary acquisition. Picturebooks that work the best in this system “have clear 

illustrations, relatively little text, and an engaging story”. 
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Research Questions and Hypothesis 

Dialogic Reading appears to be a system which values meaning and whole language 

developments, which are components essential to language acquisition; the study is 

limited in that the oldest groups of children studied were 5 years of age. Also this system 

places a larger emphasis on parent/ reader or instructor/reader as opposed to 

incorporating a larger dynamic between peers, and has not specifically been applied 

toward the English Language Learner. In my inquiry of the Role of Wordless 

Picturebooks and Interlanguage Development of ESL Students, I sought to develop an 

instructional plan that would allow me to work with the English Language Learner, 

placed in a mainstream classroom without ESOL Support, in order to seek affordances to 

bridge oral/ written gaps in literacy acquisition and negotiating meaning for English 

Language Learners through Aesthetic Understanding and Visual Literacy.  

 

It is my hypothesis that 1) Wordless Picturebooks, which rely heavily on an aesthetics as 

opposed to efferent stance would create an ideal situation to generate language usage 

where the teacher can facilitate the negation of meaning – utilizing the story narration as 

a guide, to implement various strategies in modification of speech. 2) By placing ELL 

students in groups where they are together creating the words of the story diminishes the 

implicitness of power and the mainstream language, and instead gives validity to 

individual schema and empowers the ELL to express themselves at whatever stage of 

interlanguage attainment. 3) The theory of socialization would occur as students of 

various levels are verbally constructing meaning together, thus a true indication of 

individual levels may not be accessed.  
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Research Methodology 

Data Collection Research and Methods 

 

I. Prior to the study I asked the teacher of the three ELL students about specific 

issues that may impede with the learning process of the English Language 

Learner in her mainstream classroom. This teacher, like many others has not 

received any training for working with ESOL/ Bilingual Students. She stated 

that for one of the students, A Spanish cultural learner, seemed to not retain 

vocabulary, and only seemed to thrive with repetition. The second student, an 

English Language Learner did not know some of the everyday vocabulary 

words that most students in his grade had incorporated into their repertoire. In 

one activity there was a presentation of pictures, which were to be placed in 

the pockets alphabetically. This student was not able to give the lexical 

information necessary to complete the task. Another problem the teacher 

encountered with this student was being able to understand the pronunciation 

of many words. In attempt to understand the student the teacher solicited the 

help of a speaker from the region in which the student originated and 

facilitated a “mock” assessment in which the student spoke, and the teacher 

and assistant both wrote what they believe the student said and compared 

results. This issue was also prevalent with the third Cultural Heritage/ English 

Language Learner, although she was able to complete more of the cards than 

the previous student. All of the students relied heavily on pictorial cues to 
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guide their understanding of textual narrative information, but had a hard time 

extracting the more detailed information from the cues.   

 

II.  A mini-lesson was conducted with this group of students, in which we 

examined visual as well as verbal cues from a picturebook. We discussed the 

components of the picturebook, from the dustjacket/ removal to the endpages. 

We also discussed prediction strategies and the relationship between visual 

and textual information. My purpose for conducting this pre-study was to a) 

Understand what modes students utilized in order to make intertextual 

connections and if symbolic interpretations within the text were implored. b) 

Assess if cultural conventions of the picturebook narrative was an impediment 

to students’ comprehension. c) Pre-orient myself in how students used 

language to express themselves. 

 

 

Participants 

There were three participants for this study. Each of the participants was on grade level 

with respect to grade. There were two Cultural Heritage Learners and one English as a 

Second Language student. All of the students were enrolled in a school where there was 

no formal ESOL Program. The names of the participants and school have been changed 

for confidentiality. 

a) Vanessa was raised in a linguistic environment where Spanish is the language 

spoken. Her caregivers, however, discourage Vanessa to speak Spanish at home, 
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English only is encouraged. Vanessa has always lived in the United States. Her 

family is from Puerto Rico. She identifies herself as bilingual, often times 

communicating in both Spanish and English, at school. Her end of the year 

instructional level is N. She has been enrolled in the Pine Avenue school since 

kindergarten. On the form in which her guardian submitted to the school about her 

linguistic background the following information was submitted: 1) What is the 

student’s first language: Inglish 2) Does the student speak a language other than 

English: No 3) What languages are spoken at home? Specify: Inglish, Spanish. In 

what language does the family want documents sent home? Specify: Inglish 

b) Jarrod recently immigrated to the United States, from a refugee camp, in a 

country different than his birth. He resided in Liberia before he came to America, 

where English is the official language. He was enrolled in the Pine Avenue school 

in January of this school year. This is his first academic experience in America. 

Conversationally, English is not spoken at home. His end of the year instructional 

level is D. On the form in which his guardian submitted to the school about her 

linguistic background the following information was submitted: 1) What is the 

student’s first language: Mano Local Language 2) Does the student speak a 

language other than English: Yes 3) What languages are spoken at home? 

Specify: Liberia- Mano local language. In what language does the family want 

documents sent home? Specify: English. 

c) Helen was born in the United States, but was raised in a linguistic environment 

and cultural community where Mandingo is the language primarily spoken. She 

identifies herself as bilingual and has been enrolled in Pine Avenue for one year. 
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Her end of the year instructional level is K. On the form in which her guardian 

submitted to the school about her linguistic background the following information 

was submitted: 1) What is the student’s first language: English 2) Does the 

student speak a language other than English: Yes 3) What languages are spoken at 

home? Specify: English, Mandingo. In what language does the family want 

documents sent home? Specify: English 

 

Research Procedure and Data Analysis: 

Students were isolated from the rest of the class, and seated at the Learning Center. They 

were then given the opportunity to peruse the books before making a decision of what 

book they wanted to read. It was explained to students that they would be “reading” a 

wordless picture book and were prompted to explain how that would be done. 

 

KT: Here are our wordless Picturebooks. The Red Book, -you can see from just the spine 

of it, the title. This one is Sector 7 and this one is Freefall. Just as we are talking together 

you are going to compose the story. There are no words so you are going to decide what 

words you are going to use to tell what is going on in the story. This is how we are going 

to do it. As a group we are going to decide what story we want to read. Then we will go 

around without raising hands, and you will say what you think the story is: First Jarrod, 

then Helen, then Vanessa, o.k. Everyone will have a turn. The person whose turn it is will 

tell the story for their page [we later adapted the whole spread], but if someone would 

like to add something to the story the may do so after the person whose turn it is has 
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spoken. So which book do you want to read? [All of the children indicate the Red Book, 

by reaching toward it] Why did you all choose this one? 

 

The teacher facilitator served as a guide to help students develop a plot as group discover 

the answer to questions that arose, prompt attention to detail, and navigate meaning 

through speech modification incorporating comprehension checks, confirmation checks, 

clarification requests (Pica, Young, Douherty 1986; Pica, Lewis, Holliday 1989; Pica 

Holiday, Lewis, & Morgenthaier 1989). This modified Dialogic Reading experience was 

audiotape recorded. Aside from our concluding discussion about the event, students were 

assigned to write about the experience as a part of their homework assignment. The 

transcription and written response would be analyzed as a part of interpreting the data 

from the results. 

 

Results and Discussion: 

In the following section, I will present the results as they specifically address the 

concerns as raised in the Research Questions themselves. Considering the results of this 

study are evident in the transcription itself, I will briefly discussion implications. 

 

Cultural Conventions Effecting Choice 

Helen: Oh look it is a Caldecott Medal. 

Vanessa: It has a Caldecott Medal. 

------------------------------------------------------------------------------------------------------------ 

KT: Why did you all choose this one? 
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Helen: Cause there are no names and no words and we like it.  

Jarrod: Cause this boy, it look him there is action. 

KT: So you like it because it looks like it is an action book. Because of what, what makes 

you say an action book? 

Jarrod: The way he is moving. 

KT: And how about you Vanessa? 

Vanessa: Because it is red, is my favorite color. And because the Caldecott Medal. 

KT: Well these two have a Caldecott Honor Medal, as well. 

Vanessa: But it is not shiny [In reference to the gloss of the dustjacket cover of The Red 

Book]. 

 

a) Interestingly the two Heritage Learners (Helen and Vanessa) were attracted to 

choosing this book, primarily due to their understanding of what the Caldecott 

Medal implies, which is an American cultural convention. Aside from this 

commonality Vanessa and Helen were intrigued by an apparent aesthetic – lack of 

words on the cover page, or the color and texture of it. This served as a 

preliminary basis for the intertextual connection. On the other hand, Jarrod, whom 

was not apparently effected by the implication of the cultural convention, was 

intrigued by movement and cartoonish illustration of the character and associated 

this with his liking of comic books. 

b) In Jarrod’s first response it is evident that his syntactical structure is not reflective 

of the target language. However, the overall meaning is still apparent. The 
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utterance is modified as well as more information is asked in order to increase an 

opportunity for message comprehension. 

 

Referencing the Peritext and Communicating Understanding  

Within labeling the parts of a book, the peritext consists of the dustjacket, coverpages and 

endpages, preluding the narrative text. “All the elements of the picturebook we see before 

we come to the first opening communicate a mood and may give us signals about the 

thematic thrusts of the story (Sipe, Framework for Picturebook Criticism).” 

 

KT: So this stood out for you because of the cover. Let’s take the cover off. Anything 

special? 

Students: No. [?] 

KT: O.k. we can look back at it [dustjacket]. What do you see. 

Vanessa: A person walking 

Jarrod: A boy - I think this is. He is - going to his school fast, because he too late. 

Helen: He doesn’t want to get left out. And he is going to be late because the bell is going 

to ring. 

KT: O.k. Is this all of what we think? 

[Students indicate yes, so the book is turned to examine the back of the dustjacket] 

KT: Is this the same boy? 

Vanessa: Nope. The boy he is reading a book. 

KT: So it is a different boy reading a book? 

Helen: I think… he reading details on it? 
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KT: He is reading details about it? [Helen nods yes] O.k. 

Jarrod: I think that at friends in school they are. They are reading their books 

KT: You think he is a friend? 

Jarrod: At school they are [???]. 

KT: So you think his [on front cover] friend [on back cover] is reading his [on front 

cover] book. 

Jarrod: Yes. 

KT: So you think that there is a relationship between this person [on back] and this 

person [on front]. This boy and this boy [Jarrod nods yes] O.k. [KT turns page to title 

page] The Red Book. [Jarrod reads the illustrators name.] Why do you think it is called 

the Red Book? 

Jarrod: Because the color page of it is red. 

KT: The color page of what? 

Jarrod: The coverpage of the book it red. 

Helen: The book that the boy is red and the words are red. And the people red. 

KT: Red? 

Helen: The House is Red. 

 

a) Each of the students are very perceptive in regards to the introduction 

differentiation of characters, and what their purpose is. 

b) Initially, Jarrod seems to be the only student who is not utilizing the sentence 

structure conventions of the target language. His message is still communicated. It 

is interesting that in this dialogue:  
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Jarrod: Because the color page of it is red. 

KT: The color page of what? 

Jarrod: The coverpage of the book it red. 

When the target language structure is modeled, the student modifies his usage. In 

the following statement dialogue with Helen, she responds “and the people red” 

which is uncharacteristic of her patterned expressions [although, during the 

moment of producing this response Helen was very excited and speaking very 

fast, unlike earlier dialogues]. Even so when the lexical choice was recast by the 

facilitator she immediately changed her choice of word.  

 

Students Modeling Language Usage: 

The placement of these ELL students in a group where they are together creating the 

words of the enables the students to express themselves at whatever stage of 

interlanguage attainment, and also to model target language use for each other, without 

the power constraint of the teacher making the correction. It appears in the following 

expert that Vanessa models the appropriate use of the past tense after Jarrod displays an 

inappropriate use. It is not clear if Jarrod has adapted a repetition of Helen’s statement 

“James’ father is walking around the beach”, but this may be an initial stage of  

internalized a targeted phrase for they though he later conveys in that same message, 

which seems to be patterned, unique to his development of speech acts. Vanessa does not 

later make adaptation to her reference of the circle as the beach, “Around in a circle on 

the island” substituting the island for the circle.  
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KT: [turns page] You may do this page. 

Jarrod: He is looking at the map to see where, where his parents go. 

KT: James is looking at the map. 

Jarrod: To see where his parents go. 

KT: Where is the map? What is the map of? 

Vanessa: James is looking at the map, to see where his father went, in the Red Book. 

Helen: I know why the call it the Red Book because he, and we are reading the Red Book 

too. James’ father is walking around the beach. 

Jarrod: James’ father is walking around the beach. James look at the map and see his 

father walking around the side of the water. 

KT: So between Helen, Jarrod, and Vanessa, you all have said that James is looking at 

the map in the Red Book, to see where his father is. And he sees him walking 

Vanessa: Around in a circle on the island. 

KT: around the island on the beach. 

Students: Yes. 

KT: What is this person’s name? 

Vanessa: Max. 

KT: Does Max look like James’ father? 

Students: No. 

Vanessa: Max is James friend.  

 

Summary and Suggestions for Further Research 
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In this inquiry, I sought affordances to bridge oral/ written gaps in literacy acquisition 

and negotiating meaning for English Language Learners through Aesthetic 

Understanding and Visual Literacy. The study yielded an interconnectivity of related 

disciplines under the following premises.  

 

Within the degree of obtrusiveness of focus on form, by means of the modified dialogic 

response [creating the narrative of the story as a group], allowed various strategies within 

the median of the spectrum. The inclusion of Negotiation, Recasts, and Output 

enhancements, throughout the various stages of plot construction, each proved beneficial 

for students to learn from and engage in modeled targeted language. At times I chose to 

modify my response with a closed question. However, I would be remiss to not imply, 

had the strategies been more controlled in its variables (when to use specific strategies a 

different times during student response) that a more conclusive result may be have been 

yielded for each strategy. Pica (64) states that Learners have been found to produce more 

modifications of prior utterance in response to open, negotiation signals such as what? Or 

could you repeat that? than to signals that modify their message. In regards to processes 

the effect Lexical Learning, through this exercise, mis-collocation of items words and 

extensions were the most modified, while were the least. 

 

As previously quoted from Kiefer “Art may more readily evoke our emotions, and its 

elements and symbols are more readily understood across cultures and places.” Allowing 

ELL to connect to the literature visually is paramount to obtaining literacy in an 

otherwise mainstream classroom. This ability may serve as a cornerstone for 
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comprehension. From the most obtrusive method, consciousness raising tasks and 

interaction is a natural complement within the goals of visual literacy. Sipe’s (1997) 

analyzation of “narrative trajectory”, emphasizes “what is not in the story and what must 

be offered and supplied by the active reader” thus filling in the blanks. The inclusion of 

the wordless picture book within the implementation of these tasks creates a jigsaw (Pica, 

pg 67) of information, provided through the illustrator and places the student in the 

position of the author/narrator. Moreover, engaging ESOL and ELL students in visual 

literacy reinforces specific tasks, as mandated by standards (such as prediction and 

sequencing) from a different and comprehensive perspective. As supported by Sipe (pg. 

25): The beginning and ending of a narrative are especially important. One way of 

examining the narrative structure is to look at the first and last illustrations, and to try to 

understand how they are connected. The children who participated in this study were able 

to do so [Appendix A pgs. 6-8]. As an educator all children, and thus supported by this 

research it is important to give children a tangible basis for accomplishing specific goals. 

Focusing on what the student can do and is able to achieve allows an open space for 

negotiating what improvement is needed. This holds true for the English Language 

Learner as well, even in a mainstreamed classroom.   

 

This study would benefit from further research on 1) Comparison of Written Response 

[Appendix B] to Oral Responses of Individual Students 2)Adding a controlled variable 

for open-ended negotiated signals 3) A longitude study which includes other wordless 

picturebooks; wordless and textual picturebooks 4) segmenting students according to 

language acquisition levels and possibly L1 speech communities 5) A study of 
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interactors’ response, in search of patterns in form and vocabulary acquisition that may 

be influenced from the L1 linguistic community.  

         Tandon, Kevonna R. 
Appendix A 

 
Transcription 

 
Helen: Oh look it is a Caldecott Medal. 
Vanessa: It has a Caldecott Medal. 
 
KT: Here are our wordless Picturebooks. The Red Book, -you can see from just the spine 
of it, the title. This one is Sector 7 and this one is Freefall. Just as we are talking together 
you are going to compose the story. There are no words so you are going to decide what 
words you are going to use to tell what is going on in the story. This is how we are going 
to do it. As a group we are going to decide what story we want to read. Then we will go 
around without raising hands, and you will say what you think the story is: First Jarrod, 
then Helen, then Vanessa, o.k. Everyone will have a turn. The person whose turn it is will 
tell the story for their page [we later adapted the whole spread], but if someone would 
like to add something to the story the may do so after the person whose turn it is has 
spoken. So which book do you want to read? [All of the children indicate the Red Book, 
by reaching toward it] Why did you all choose this one? 
 
Helen: Cause there are no names and no words and we like it.  
Jarrod: Cause this boy, it look him there is action. 
KT: So you like it because it looks like it is an action book. Because of what, what makes 
you say an action book? 
Jarrod: The way he is moving. 
KT: And how about you Vanessa? 
Vanessa: Because it is red, is my favorite color. And because the Caldecott Medal. 
KT: Well these two have a Caldecott Honor Medal, as well. 
Vanessa: But it is not shiny [In reference to the gloss of the dustjacket cover of The Red 
Book]. 
 KT: So this stood out for you because of the cover. Let’s take the cover off. Anything 
special? 
 
Students: No. [?] 
 
KT: O.k. we can look back at it [dustjacket]. What do you see. 
Vanessa: A person walking 
Jarrod: A boy - I think this is. Quick, Quick. He is - going to his school fast, because he 
too late. 
Helen: He doesn’t want to get left out. And he is going to be late because the bell is going 
to ring. 
KT: O.k. Is this all of what we think? 

2008 HICE Proceedings 
Page 484



[Students indicate yes, so the book is turned to examine the back of the dustjacket] 
KT: Is this the same boy? 
Vanessa: Nope. The boy he is reading a book. 
KT: So it is a different boy reading a book? 
Helen: I think… he reading details on it? 
KT: He is reading details about it? [Helen nods yes] O.k. 
Jarrod: I think that at friends in school they are. They are reading their books 
KT: You think he is a friend? 
Jarrod: At school they are [???]. 
KT: So you think his [on front cover] friend [on back cover] is reading his [on front 
cover] book. 
Jarrod: Yes. 
KT: So you think that there is a relationship between this person [on back] and this 
person [on front]. This boy and this boy [Jarrod nods yes] O.k. [KT turns page to title 
page] The Red Book. [Jarrod reads the illustrators name.] Why do you think it is called 
the Red Book? 
Jarrod: Because the color page of it is red. 
KT: The color page of what? 
Jarrod: The cover page of the book it red. 
Helen: The book that the boy is red and the words are red. And the people red. 
KT: Red? 
Helen: The House is Red. 
 
KT: Where is the city? Where do you want the story to take place? This city? [refers to 
the picture on the title page]. Where is this? What city is this? 
Vanessa: The city is New York. 
Jarrod: New York City. 
Helen: New York. 
Jarrod: I think it is [???] 
KT: Where? 
Jarrod: [???] 
Helen: He said Penrose Avenue. 
KT: Penrose Avenue? 
Jarrod: No. [???] 
KT: Evans? 
Jarrod: [???]. Its in New Jersey. [???] Is in New Jersey when me and my uncle was going 
somewhere we saw big sign. Big sign back of there. 
KT: So you are talking about somewhere you have been, on your way to New York? 
Jarrod: Yes. 
KT: Ok, so does everyone still agree that this story is taking place in New York? 
Students: Yes. 
 
KT: We have a whole book to create. And you are going to tell the story, just how you 
would expect a story to read. So if you want to begin with once upon a time, you may. 
Everyone will have a turn starting with Jarrod. 
Helen: We are going to say the words. 
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KT: Yes. There are no words except for the words you create, using the pictures as your 
guide. So let’s start again from the title page. The Red Book. 
 
Jarrod: This boy is going to school. And this man in his car is going to work 
KT: Oh, off to the side there, is where he is heading for school? What is the boy’s name? 
{Pause} What do you want to call him? You make the story. 
Jarrod: James. 
KT: Okay. His name is James. James is going to school. The man in his car is going to 
work. 
Helen: The boy is walking to school and then he saw a book on the floor. I mean in the 
snow and he was getting cold. 
KT: So … James was walking to school when he saw a book in the snow. He was really 
cold. 
Students: Yes. 
Vanessa: He picked the book up and was walking to school. He is going to school with 
the book in his hand. The teacher was probably going to ask to open up books. He is 
going to open up the Red Book and start reading it.   
KT: You have something you want to add? 
Jarrod: I think 
KT: You don’t need to say I think. Just say it. 
Jarrod: He… 
KT: Who is he? 
Jarrod: James he was doing school and his teacher was, writing and James over the board 
and he was paying attention to her and see what the teacher was writing. 
KT: Where is James sitting? 
Jarrod: James [Points to another character] 
KT: Pay attention to the visual clues. What is James wearing? How about the shoes – the 
boots? What color are James’ boots? 
Jarrod: Yah 
KT: Okay so where is James sitting? How do you know? 
Jarrod: I see this and this. Is there. [Points to compare the boots on the current and 
previous page] And he has a red book. And has his red book and his red book is in the 
bag.   
 
KT: [turns page] You may do this page. 
Jarrod: He is looking at the map to see where, where his parents go. 
KT: James is looking at the map. 
Jarrod: To see where his parents go. 
KT: Where is the map? What is the map of? 
Vanessa: James is looking at the map, to see where his father went, in the Red Book. 
Helen: I know why the call it the Red Book because he, and we are reading the Red Book 
too. James’ father is walking around the beach. 
Jarrod: James’ father is walking around the beach. James look at the map and see his 
father walking around the side of the water. 
KT: So between Helen, Jarrod, and Vanessa, you all have said that James is looking at 
the map in the Red Book, to see where his father is. And he sees him walking 
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Vanessa: Around in a circle on the island. 
KT: around the island on the beach. 
Students: Yes. 
KT: What is this person’s name? 
Vanessa: Max. 
KT: Does Max look like James’ father? 
Students: No. 
Vanessa: Max is James friend.  
 
KT: [turns page] 
Vanessa: Max found a book like James. A Red Book. He opens the book. 
KT: Where does Max find the book? 
Vanessa: In the beach. 
KT: On the beach in the what? Sticking out of what? 
Vanessa: Out of the beach. 
KT: And what do we call this on the beach? 
Vanessa: [Pause] Sand. 
 
Jarrod: He look at. 
Helen: Max 
Jarrod: Max he check in James book and he look at it. The house is his house. James 
house. He look at. 
KT: So James lives in New York City and Max lives where. What is the name of his 
island? 
Jarrod: British Islands 
KT: The British Isles. 
Jarrod: The British Islands. 
KT: O.k. So again Max is looking at what? 
Jarrod: Max is looking at James’ house in New York City from British Islands and this is 
Max house. 
KT: O.k. Great we have a storyline. 
Helen: I think everyone in the book is looking for a red book. 
KT: [turns page] 
Helen: Is that a girl?  
KT: [chuckles] Let’s see what is going to happen. We have to keep telling the story. 
Don’t skip over the pictures. Read the book. 
Helen: James is reading a book and he saw Max reading a book and Max looking at him 
Jarrod: And it was snowing on the house so he, him doesn’t get any place to go. So he 
read the book in the house. 
KT: Great story element. Did you heard what Jarrod said? He said it was snowing outside 
and James did not have any place to go, so he took the book in the house. He began 
reading the book, and he saw his friend Max 
Jarrod: Looking at him. 
Helen: when he saw his friend Max looking at her.  
KT: Her? I thought his name was James? 
Vanessa: James is looking at the book, and he is looking at him.  
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KT: So in this next page they are looking at each other James is looking at Max. 
Vanessa: And Max 
Students: is looking at James. 
Helen: Look at that. It looks like a t.v. but it is a book. How is that. 
KT: So now there is some creative, imaginative, fantasy element being added. I guess this 
detail turns it from something a story that could be non-fiction or realistic fiction into. 
Vanessa and Helen: Fiction. 
KT: So before this you could see this story happening in real life and now you are saying 
this can’t possibly happen! Ok. Who’s turn is it to read now? 
Vanessa: Now Max is looking at her in his book, James is looking at Max in his book. 
Jarrod: Max is saying “this girl is looking at me in the book” and “I am in her book”. 
KT: You all keep saying girl. Is his name not James anymore? 
Vanessa: His name is not James. 
Jarrod: I can tell is a girl. 
Vanessa and Helen: It is a girl. 
KT: So what is her name? 
Vanessa: Sarah 
KT: Do we all like the name Sarah? 
Students: Yes. 
KT: Why is it Sarah now as opposed to James? 
Vanessa: She has long hair and boys don’t have long hair. 
Jarrod: She look like girl because her face look like girl and she have a hair and act like 
girl.  
KT: What do you mean act like a girl 
??? 
 
 
KT: Let’s read this page. Jarrord. 
Jarrod: They are going in class now because their work is finished so they are going in 
class.  
KT: Ok. So how would the book read? 
Jarrod: Sarah is closing the door because she was over in class. 
 
Helen: Sarah got out of class and someone with balloons over there and she walk over. 
James saw her. 
KT: Who is James? 
Helen: Points to the boy in the previous picture 
KT: So now we want his name to be James? 
Helen: Yes. 
Jarrod: I guess his name to be James. James looking at Sarah. James is calling Sarah to 
come back inside. School is not over yet. 
Vanessa: James is telling Sarah to come back in because school is not over, but Sarah 
does not hear him. She is waiting and sees the balloon man. Sarah waits for all of the cars 
to pass so that Sarah can get a balloon. 
Jarrod: Sarah goes to the balloon center and buys all of the balloons. And she was happy, 
so she carries all of the balloons to her home. She was too cold so she buy it quick quick 
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and she went home. And now it was snowing. So she want to go home fast so the snow 
won’t burst her balloons. Cold makes hot things burst. 
KT: Great scientific prediction. I like the way you all are thinking. 
Helen: Sarah is flying up in the sky and she likes it. Sarah is flying on the balloons cause 
she want to go to her friend’s country.  
Jarrod: Sarah is flying with the balloons cause there is some ghost spirit around, and she 
want to go with the balloons by her because the balloon is soft and the air is hot, to the 
British Islands. 
Helen: British Isles. 
KT: Some people say British Islands some people say British Isles it’ ok. 
 
 
Vanessa: She stopped and she came down, because she saw a red book. Sarah dropped 
her red book because it was hers and she accidentally dropped it. 
KT: So, Sarah came back down because she realized that she  
Vanessa: accidentally dropped her red book. She forgot to pick it up, or she thought she 
picked it up, so Sarah saw the red book again and went back down to get it. 
Jarrod: Sarah, she go down for her book she say no I don’t want this book because she 
already look inside and say this book is too old to me so I want it. 
KT: Ok. Helen, who’s story are we going to go with Vanessa’s- Sarah came back down 
for the book because she realized she dropped it or Jarrod who said that she thought the 
book was too old? 
Helen: Hmm, Jarrod, because she realized she dropped it. 
KT: So you are going with Vanessa’s story. So again guys tell me the story. Say it again. 
Vanessa: Sarah saw the book on the floor so she came back down and picked it up, but by 
accident she dropped it. Sarah came back down and picked it up. 
KT: Got it. Does anybody want to restate it or do we understand? 
Helen/ Jarrod: Yes. 
 
 
Jarrod: Sarah went down to pick up her red book because some of the page fly and this 
page was turning so she said it is my friend Max, and she come down into the book and 
start looking at the picture.  
KT: And what is Max doing? What is Max looking at? 
Jarrod: Max is looking at the time he was coming down picture. 
KT: Max was looking at a picture of Sarah coming down into the. 
Jarrod: of her coming down into the picture.  
KT: And how about the next page. 
Jarrod: He was looking at New York City where Sarah was living and yeah was so cold 
and tired and  [???] while it was snow, his tears would be cold like ice. 
KT: So you think that it why Max has his eyes closed.  
Jarrod: Yeah, because he is too cold. 
KT: Yes Helen. Is that what you think? 
Helen: I think because he is crying. 
Vanessa: Because right here he is sad. 
 Jarrod: Because his friend is not here. 
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Vanessa: Max doesn’t see Sarah. 
KT: Max is sad and is crying because he does not see Sarah anymore. 
Jarrod: I think he is crying because Sarah was, is his best friend so he was crying to see 
Sarah he take Sarah as his sister. 
KT: Let’s put this into storybook format. Max was crying because 
Vanessa: Sarah was not 
Vanessa/ Jarrod: with him. 
KT: In the book 
Students: Yes. 
KT: And Sarah was like a sister to him. Do we like the way that sounds? 
Students: Yes. 
KT: Does anybody have anything they want to add, or is it good like that? 
Helen: I think that was his favorite sister in school. 
KT: His sister, friend like a sister? 
Helen: Yes favorite friend like a sister in school. 
KT: O.k. 
 
 
Helen: And when he heard something. 
KT: Max heard something? I like the dramatic literary element. Then what happened. 
Helen: Sarah startled Max, and he saw her call him from the sky and they were happy. 
Jarrod: First he was so sad, and he see Sarah so he, him, look in the air see Sarah flying 
so him run to Sarah and hug Sarah and tell Sarah “I miss you” and they go to be with 
Sarah in Sarah house in New York City. 
Helen: I have something to add. They miss each other and love each other because Sarah 
was on the other part of the ocean he, on the other part.  
KT: So you want to say: I missed you because you were  
Helen: so far away  
KT: On the other side of the 
Helen: The ocean 
 
Jarrod: why is this book on the ground and the people show us what they are doing? 
KT: Ahha. There is another element are you saying that someone else is looking at this? 
Jarrod: Yes. 
KT: Let’s add to what Jarrod said. We see that the book is closed. Where are they? 
Vanessa: They came back to where Sarah lived. They were so happy that they closed the 
book and Max had said that Sarah could come visit him anytime across the ocean. 
KT: Ok. So Sarah and Max came back to where Sarah lived. 
Helen: In New York City. 
Vanessa: To Sarah’s house. 
KT: In a house or an apartment. 
Jarrod: In a big house 
Vanessa: Yup 
Helen: Yup a big house. 
KT: [turns back a few pages] So this is a big house. 
Students: Yup. 
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KT: So Sarah and Max came back to where Sarah lived, in a big house in New York City. 
Max told Sarah  
Helen: that she gets to visit him anytime, and she was so happy.  
Vanessa: So she closed the book, and then she dropped the book in the snow. She picks it 
up. 
KT: So this is Sarah standing here. 
Vanessa/ Helen: Yes 
Helen: I think the book was staying there for a long time and then somebody came on the 
bike and see the book. 
KT: So let’s recap: Sarah and Max came back to where Sarah lived, in a big house in 
New York City. Max told Sarah that she could come back to visit him anytime, and she 
was so happy.  
Helen: Then they closed the book and rode together on the bike, and Sarah dropped the 
book.  
 
Helen: Oool can we read the last page together? 
KT: Ok all of you want to read the last page? 
Students: Yes  
Vanessa: Max picked up the book so he could come back across the ocean so he ride 
around and around the ocean. Sarah must have went back home so she could have her 
bike and Max could have his. 
KT: So this is Max? 
Jarrod: No that’s James 
KT: That’s James? Who is this? 
Students: Yes 
KT: So what happened here? 
Helen: James was riding his bike and he must have picked it up. 
KT: Is that what happened? 
Students: Yes. 
KT: So Sarah and Max came back to New York City to Sarah’s big house, and she 
remembered that Max 
Jarrod: said you could come back and visit anytime. 
Vanessa: Then James found the book, picked it up and came back with him. 
KT: So how did James get the book? 
Helen: Max was so happy that 
Vanessa: Sarah was so happy that 
Helen/ Vanessa: they left is on the ground. 
KT: So they were so happy that they just left it on the ground? Is that what happened?  
Helen: She was so happy she was flying that she picked the book up. 
KT: Oh, back to where she first found the book? 
Jarrod: They were so happy, so happy, so James wasn’t care because he see his friend, 
saw leave her book and carry his friend in the house for one day so he close the book and 
take it to James house. 
KT: I like what you added. So Sarah and Max were so happy that they went into Sarah’s 
house 
Vanessa: Yes 
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Jarrod: And slept for one day 
Vanessa: Yes at Sarah’s house 
KT: And James came by 
Helen: and closed the book and picked it up. 
Students: Yes 
Helen: Then he ride to Sara’s house. 
KT: So you think James is going to Sarah’s house? 
Jarrod: James is going home, because on the other page this house look like his school. 
KT: So now James is going 
Jarrod: Going to school with his bag. His book is under his arm, with his bag. 
KT: So now James is going to school? 
Vanessa: No I think James is going home on his bike with the book that he found. 
KT: Is that how you want to end the story?  
Students: Yes. 
KT: That’s it. The End. 
Vanessa: No he is going back. 
Helen: No, not Sarah 
Vanessa: Back to the place where his other friend was 
Jarrod: Where Sarah was buying balloons 
Vanessa: He was looking for the balloon man. 
Jarrod: To see his friend, he wanted to buy a balloon. 
KT: So you all think that James is off to visit his own friend, like Sarah did with Max, 
and so now he is trying to find the balloon man? 
Students: Yes 
KT: That works - The end?  
Vanessa/ Jarrod: Yes. 
KT: Helen, the end?  
Students: Yes. 
 
Vanessa: I like that story. 
Helen: Oh I know. Cause they found the red book and the cover is red. And this book is 
red too and that book is red and I know why they call it the red book, cause they have a 
red book . 
Vanessa: That’s the same book. 
Helen: see [takes dustjacket off of book]. 
Vanessa: Helen that’s the same book in the story. 
Helen: I think its like a t.v. where they look at each other. 
Jarrod: Some picture in the James book, James look at what they are doing. 
KT: Right let’s go back. What Jarrod is saying is that some of the pictures that we are 
seeing are the same in Max and Sarah’s book, which James is seeing [turns to reference]. 
Right? 
Jarrod: Yes. 
KT: Did you all like this story you created? 
Student: Yes! 
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         Tandon, Kevonna R. 
 

Appendix B 
 
Directions: Write what you enjoyed most about “The Red Book” and the activities 
 
I. Helen 
We learn about Reading the story with no words in it. We even, take turn’s what’s 
happening in the story. We rocord and tape what that ms. Tandon record for us. We even 
now the character in the story. We had lots of fun. 
 
II. Jarrod 
I like the time Janes was Happy. And he drop his Red Book Down and he saw Sarah 
going outside, He said Sarah school is not over. Sarah was not attention. So he went 
outside. 
Thank you Jarrod 
 
III. Vanessa 
We had to read the book with are imagination to read because it had no words. An we 
went around in a circle. Jarrod went first Helen went secod and I went last. Mrs Tandon 
had recored us. At the, end we had to say hi and gye in are language not einglish. Then 
Mrs. Tandon tould us to go back to are set. And we went back to work.  
 
         Tandon, Kevonna R. 
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ABSTRACT 
 

The quality of a nation’s workforce determines that nation’s competitive 
advantage. Workforce development is a contributing factor in impacting a nation’s 
competitive advantage in the global market and developing a better educated and trained 
workforce. For the purpose of this study, we referred to knowledge, abilities, and 
capacities as workplace skills. As stated in Building a Nation of Learners (2003) there is 
a shortage of workers who possess workplace skills. According to the U.S. Department of 
Education, this shortage could reach up to 12 million by the year 2020. The projections of 
the U.S. Department of Education look to the future but 70% of CEOs consider 
discovering and maintaining skilled workers a hindrance to the success of their 
companies in the present (Building a Nation of Learners, 2003). The college graduate 
needs a skill set beyond the technical knowledge learned in the traditional classroom. 

It is clear that there is a set of skills required by the workforce that is not being 
transferred to the students who are graduating from college. To effectively overcome 
pending obstacles of the future workforce, there is a need for workplace skills to be 
integrated into the development of college and university curriculum as a part of the 
workforce preparedness. The challenge for higher education institutions is to ensure that 
their students are equipped, upon graduation to transition from the classroom to the 
professional office setting (Business- Higher Education Forum, 2003). The purpose of 
this study was to investigate college students’ preparedness for the workplace at three 
liberal arts historically black colleges and universities. Specifically the researcher 
examined the student’s perspective on the preparation received from their educational 

2008 HICE Proceedings 
Page 495



institution in basic workplace skills, employability skills and workplace knowledge and 
skills. 

The research design for this study was quantitative. The research was quasi 
experimental. A questionnaire was utilized to collect information from seniors of the 
three colleges.  

It is clear that workplace skills are needed to successfully make the transition 
from the classroom to the workforce. Institutions of higher education should continuously 
evaluate their curriculum to ensure cohesion between the skills that are being delivered 
and the skills needed in the workforce. The higher education institution’s decision to 
evaluate these skills and make appropriate changes that affect the global competitiveness 
of the United States, as well as the economy, will be imperative for the future of 
America’s viability. 
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An Investigation of Refusals in Mandarin Chinese 
 

* Shu-Chu Chen   
*Ph.D. student of National ChengChi University and Instructor of National Yunlin 

University of Science and Technology, Taiwan, R.O.C. 
 
 
                                ABSTRACT 
During these recent decades, investigations on speech acts have attracted great attention in the 
studies on language use. However, to date, there has been limited number of linguistic studies 
on Mandarin Chinese refusals. As Kasper (1990) noted, there is a need to conduct more 
studies to address potential intra-lingual variation, and the effect of potential influential 
variable to obtain a better understanding of cultural aspects of speech act performance. This 
study intends to investigate refusal strategies used by adult Mandarin-Chinese speakers in 
Taiwan, and the effect of initiating acts on their strategy use. The study was carried out 
through the use of Discourse Completion Tests (DCT), in which eight daily life situations of 
refusals were described. Forty college students were asked to write down how they made 
refusals. Their refusal strategies were coded and analyzed, based on the taxonomy proposed 
by Beebe & Takahashi, and Uliss-Weltz (1990). The results of this study showed that overall, 
Mandarin Chinese speakers tended to use indirect strategies rather than direct strategies in 
making refusals. Among the subclasses of indirect refusals, the strategies of reasons, 
alternatives, regrets and dissuading interlocutors were the top four frequently used indirect 
strategies. Secondly, subjects varied their refusal strategies as a function of refusals to a 
request and of refusals to an invitation. The data showed that a higher occurrence of direct 
refusal was found in refusals to an invitation than in request situations. In refusal to request 
situations, among the indirect strategy categories, subjects preferred to use, in descending 
order, reasons, dissuading interlocutors, alternatives, and regrets substrategies. In refusal to 
invitations, the preferred top four strategies were reasons, regrets, alternatives, and dissuading 
interlocutors. In addition, there were significant differences in the use of certain indirect 
strategies, including regrets, principles, dissuading interlocutors, and avoidance. 
 
Keywords: refusal speech acts, Mandarin Chinese, pragmatics  
 

INTRODUCTION 

During these recent decades, speech act behaviors have become one of the major foci in 
the studies of language use. Following cross-linguistic studies by Blum-Kulka, House & 
Kasper (1989), there have been a wide range of studies on speech act realizations in various 
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behaviors (Bardovi-Harlig & Hartford, 1992; Beebe & Cummings, 1985; Blum-Kulka, 1982; 
Blum-Kulka & Olshtain, 1984; Chen, 1993; Herbert, 1989; Herbert and Straight, 1989; 
Holmes,1988; Kasper, 1990, 1995; Liao & Bresnahan,1996; Lyuh, 1992; Manes,1983; 
Matsumoto, 1989; Nelson, Al-Batal, & El-Bakary, 1998; Rubin, 1983; Wolfson, 1989). 
Usually the issues which have widely investigated include: the value and function of 
politeness in speech act realization, and the universality of politeness phenomena across 
languages and cultures. Despite some claim for semantic universals, cross-linguistic 
differences in the realization patterns in different speech act behaviors have also been 
identified. For example, in a study on refusal in Mandarin and English, Liao & Bresnahan, 
(1996) found that English-speakers tended to use more refusal strategies than Chinese 
speakers in Taiwan. In addition, in refusing the higher status requests, more Chinese 
participants offered more specific reasons than the Americans. Also, Chinese people were 
found not to express positive opinions in their refusals whereas the Americans often did. To 
account for differences, various politeness models were proposed. Among them, Brown & 
Levinson’s (1987) politeness model is the most enticing.  

According to Brown and Levinson (1987), the politeness is associated with the notion of 
face. Face is a public self-image of a person, and is about the emotional and social sense of 
self that everyone has and expects other people to recognize.  Brown and Levinson indicated 
that people cooperate in maintaining face in conversation. However, because individuals and 
social needs often lead to actions that threaten the positive or negative face of other people, it 
is important to preserve someone’s face with two kinds of avoidance-based negative 
politeness and/or solidarity-based positive politeness strategies (1987:101-29) to minimize the 
impact of a ‘face-threatening act’ (FTA) such as refusals. Negative politeness strategy refers 
to some kind of attempt to establish solidarity with the addressee by emphasizing 
commonality while positive politeness strategy refers to some ways to perform the act by 
showing deference to the hearer. Brown and Levinson suggested three cultural and contextual 
factors decided which politeness strategy to use: (1) social distance (2) relative power (3) 
absolute ranking of impositions. They claimed that different cultures might choose different 
politeness strategies (1987:242-255). 

Although Brown and Levinson’s politeness theory has been frequently used in the field 
of speech acts, their model (Brown & Levinson, 1987) has been challenged in terms of the 
culture-universality view (e.g. Gu, 1990; Kasper, 1990). For instance, Brown and Levinson 
suggests that face-saving strategies and some culturally-sensitive variables, such as status, are 
present in all cultures, and shared the same cultural values of both western and nonwestern 
cultures. However, several problems arose based on their model, and constant nature of 
variables are challenged across cultures First of all, none of these variables stay constant 
between individuals because relative power and responsibilities change across cultures (Fraser, 
1990). This suggests that these variables should be described according to the social norms of 
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each culture. In addition, though Brown and Levinson (1987) claim their Face theory to be 
universally valid, researchers studying politeness in non-western societies (e.g. Gu, 1990; 
Kasper, 1990) argued that their universal model of politeness could not account for the 
politeness behavior present in non-western cultures. For instance, politeness phenomena in 
Chinese, Gu (1990) mentioned that politeness “is a phenomenon belonging to the level of 
society, which endorses its normative constraints on each individual”(p.242). Under this view, 
and contrary to Brown and Levinson’s claim, the act of declining an invitation in Chinese is 
not considered as ‘threatening the hearer’s negative face,’ but rather as a polite act (Gu, 1990). 
Consequently, inviting, under normal social circumstances, is not considered as a threat to the 
hearers’ negative face; in addition, in Chinese culture, not insisting is considered rude. In 
other words, Chinese politeness put more emphasis on human relations, formality, and 
differences for others and modesty for self, while Americans put a high value on intimacy and 
equality instead. 

To date, unlike the rich literature on refusal studies on western languages either from 
cross-cultural or intra-cultural perspectives (Bardovi-Harlig & Hartford, 1993; Beebe & 
Cummings, 1985; Blum-Kulka, 1982; Lyuh, 1992; Rubin, 1983), there have only been limited 
numbers of linguistic studies on refusals between Chinese and American English (Liao & 
Bresnahan, 1996), and in refusals by Mandarin Chinese speakers on Mainland China (Chen, 
Zhang & Ye, 1995). Though the studies have yielded some valuable findings, as Kasper (1990) 
noted, the factor of intra-cultural or intra-lingual variations within the same speech 
community needs to be taken into consideration in order to get a clearer picture of 
cross-cultural aspects of speech act performance. Intra-culturally determined values may lead 
to intra-cultural variations, as have been manifested in a number of studies like the 
compliment response by English speakers. In view of the lack of studies on refusals in 
Chinese, it is necessary to conduct more studies on refusals by Mandarin Chinese speakers to 
fill the gap. 

In addition, the factors such as types of initiating act (i.e. whether the first pair part 
represents a request, or an invitation) that influence the distribution of refusal strategies was 
reported in Chen et al (1995) on Chinese speakers in Mainland China. This factor (i.e. type of 
initiating act), however, was not addressed in studies on refusals by Chinese speakers in 
Taiwan. According to Kasper (1990), the variations of speech acts were attributed to 
differences in social-cultural factors in terms of face and politeness concepts, and more 
importantly, the relative weight that was placed on each type of refusal strategy might vary 
even within the same speech community. The focus of this paper attempts to investigate the 
refusal strategies used by adult Mandarin speakers in Taiwan in the situations with different 
type of initiating acts. The research questions that were addressed in this study were as 
followed: 
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(1) What direct or indirect refusal strategies do adult Mandarin Chinese speakers in Taiwan 
use?  

(2) Will subjects vary their refusal strategies as a function of initiating acts (i.e., a refusal to 
a request or a refusal to an invitation)? 

 
                         LITERATURE REVIEW 
Politeness Theory 

The notion of politeness has received attention in sociolinguistic and pragmatic 
research. In the speech act of refusal, a proper use of politeness features is very important. 
Because many cultures are concerned about politeness; however the ways in which politeness 
is realized reflect the differences between western and oriental countries. Therefore it is 
necessary to review politeness theories.  

Theories related to politeness, using Fraser’s (1990) terminology, are the 
conversational-maxim view (Grice, 1975;Leech, 1983), and the face-saving view (Brown and 
Levinson, 1987). 

 
 Conversational Maxims and Politeness  
      The Cooperative Principle (CP) proposed by Grice (1975) is the foundation for the 

conversational-maxim view. Within his CP, he emphasizes that people make an effort to 
cooperate with others in conversation by providing information that is relevant, truthful and 
clear. He formulates the CP as “ make your contribution such as is required, at the stage at 
which it occurs, by the accepted purpose or direction of the talk exchange in which you are 
engaged.” According to Grice there are maxims operating in the Cooperative principle. 

           
1. The Maxim of Quantity--- do not make your contribution more      

informative than is required; 
2. The Maxim of Quality-- do not say what you believe to be false or that for 

which you lack evidence; 
3. The Maxim of Relation-- be relevant 
4. The Maxim of Manner: be brief and orderly.   

 
Although Gricean principles offer guidelines for achieving effective communication, 

conversation does not always proceed in accordance with these principles (e.g. Leech, 1983). 
Grice’s framework can’t directly explain why people are indirect in conveying what they 
meant, because politeness in conversation is not considered, and the need to maintain face is a 
strong motivation for this (Brown and Levinson, 1987: 95). 

      Central to Brown and Levinson’s politeness theory is the concept of face. Defined as “ a 
public self-image of a person”, face is about the emotional and social sense of self that 
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everyone has and expects other people to recognize. It consists of two related components: (1) 
negative face: the basic claim to territories, personal preserves, rights to nondistraction (i.e., 
the claim to freedom of action and freedom from imposition); (2) positive face, the positive 
consistent self-image, or personality. In other words, positive face is the desire to be approved 
of by others, and negative face is the desire to be unimpeded by others in one’s actions 
(Brown & Levinson, 1987).    

      However, there are many occasions in which speakers may criticize the hearer in public. 
These acts (e.g. criticism) are termed as Face threatening Acts (FTA) (Brown & Levinson, 
1987:65), and the speaker attempts to avoid or uses various strategies to minimize the force 
on the hearer. When speakers decide to give face to hearers, they would use positive 
politeness or negative politeness. Strategies used to preserve one’s positive politeness are 
called positive strategies, and strategies used to show deference are termed as negative 
strategies (Brown & Levinson, 1987:129). In other words, positive strategies refer to some 
attempt to establish solidarity with the addressee by emphasizing commonality, and are likely 
to occur when there is minimal social distance and little power difference between the 
interlocutors (Brown & Levinson, 1987:101). Negative strategies involve performing the act 
in such a way that deference is shown to the hearer, and the purpose is to give the hearer a 
way out of compliance with the act. It is used when the power difference between the 
participants is great (p.70).    

      Brown and Levinson (1987) proposed a universal model of politeness strategies 
comprised of five categories: bald-on-record, off-record, positive politeness, negative 
politeness, and do nothing. They also claimed that speakers determined the seriousness of 
face- threatening acts in terms of three independent and culturally–sensitive variables: (p.74)  

 
(1) Social distance (D) between the speaker and the hearer; the degree of 

familiarity or solidarity they shared; 
(2) Relative Power (P) of the speaker with respect to the hearer; the degree to 

which the speaker can impose his/her will on the hearers 
(3) Absolute Ranking(R) of impositions in the culture in terms of the expenditure 

of goods and/or services by the hearer, the right of the speaker to perform the 
act, and the degree to which the hearer welcomed the imposition. 

 
Brown and Levinson claim that the model of politeness is universal, and is shared by western 
and non-western cultures. Under this framework, no differences would be expected in the 
speech act behavior of people. Therefore people of different cultures belong to the same ideal 
speech community. 

However, their model has some problems. First of all, Brown and Levinson suggest those 
face-saving strategies and the three independent and culturally-sensitive variables (i.e. social 
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distance, relative power, and ranking of imposition) are present in all cultures. However, none 
of these variables stay constant between individuals because relative power and 
responsibilities will change according to the social norms of each culture (Fraser, 1990). 

In summary, the politeness theories were motivated by Grice’s Cooperative principle and 
its maxims. It seems evident that sociocultural values shape the speaker’s speech act behavior. 
Speakers of different cultures and different languages, or even different dialects, will produce 
different speech acts, different strategies, and different degrees of politeness (Wierzbicka, 
1985). Based on cultural differences in communication, it seems that Brown and Levinson’s 
universal theory of politeness is restricted to certain Western cultures. Thus, a revised version 
of Brown and Levinson’s universal model of politeness that can account for politeness 
behaviour in other non-western cultures (e.g. Taiwan) is called for.    

 
 Refusal Studies  

Refusals in their nature are face –threatening, and they require a high level of pragmatic 
competence. So learners, who lack appropriate pragmalinguistic and sociopragmatic 
knowledge, are always at the risk of offending the interlocutors in performing refusals. 
Without appropriate pragmatic knowledge of the two kinds, they might have pragmalinguistic 
and/or sociopragmatic failure (Leech, 1983;Thomas, 1983). 

According to Thomas (1983), pragmalinguistic failure referred to the situation that 
language learners translated an utterance from their native language into the target language 
but failed to get their meaning across because the communicative conventions behind the 
utterances were different. Sociopragmatic failure referred to the knowledge of what to say and 
whom to say it to, which differed by factors such as the degree of imposition, value judgment, 
and cross-culturally different assessments of relative power.  

There have been a number of studies conducted to investigate refusal strategies (Chen, 
Ye, & Zhang, 1995; Lauper, 1997; Liao & Bresnahan, 1996; Lyuh, 1992;Rubin, 1983). Rubin 
(1983) proposed a taxonomy of nine refusal strategies in the study. Rubin indicated that 
although the nine strategies may be found in every culture, the relation between form and 
function was not necessarily the same across cultures. Therefore, for a nonnative speaker to 
said no to a native speaker, three levels of knowledge were required: (1) form-function 
relation, (2) social parameter of saying ‘no’ (i.e. how and when ‘no’ may be said in relation to 
social structure), (3) underlying values (i.e. values that participants in a given society share) 

Beebe, Takahashi and Uliss-Weltz (1990) compared proficient Japanese speakers of 
English in the United States and native speakers of American English in using refusals.  
They found that both group differed in the order in which they were used. They differed in the 
order in which they were used. For instance, the Japanese speakers omitted expressions of 
apologies or regrets in refusing invitations made by people lower in status than themselves.  
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They differed according to whether the invitations were from a higher-or lower status person, 
where as the native speakers responded according to how familiar they were with their 
interlocutors.    

Lauper’s study (1997) using Discourse completion task (DCT) focused on an 
investigation on similarities and differences between L1 Spanish and L1 English refusals 
(Lauper, 1997). Sixty English native speakers, sixty Spanish native speakers and sixty 
Spanish learners of English participated in this study. The situations ranged from refusing to 
loan money to a friend, and to refusing a proposition from a prostitute. Their findings 
indicated that three groups used different refusal strategies for moral, educational, social, 
financial and physical reasons. 

A study on refusal done by Lyuh (1992) investigated refusals in L1 English and L1 
Korean. By using Discourse completion task (DCT), the results showed that Koreans and 
Americans differed in the use of semantic formulas and in the content of their refusals. Unlike 
Americans whose refusals reflected the features of individualistic society, Koreans’ refusal 
semantic formulas showed the characteristic of a collectivistic culture. For instance, Koreans’ 
excuses to refuse a request were more family oriented than Americans’ excuses. A refusal 
response such as “ I have to take care of my mother” was more frequently used in Korean data 
than those of Americans in refusing a professor’s request to be his assistant (p.78). 

A large-scale study on Mandarin Chinese refusal in Taiwan was conducted by Liao & 
Bresnahan (1996). In the study, the refusal speech act performance of 516 Americans and 570 
Taiwanese university students were investigated through the use of DCT. The questionnaire 
included six situations, in which refusals were made to a person with higher status in one 
situation (i.e. teacher), to peers with equal status in four situations (i.e. friend), and to a person 
with lower status in one situation (i.e. younger sisters)  

Based on their study, 24 strategies of refusals were identified in Mandarin Chinese. 
Their findings showed that both Taiwanese and Americans used one of the refusal semantic 
formulas--apologies (e.g. I am sorry)-- similarly in terms of frequency distribution. However, 
Americans were less likely to refuse a friend, while Chinese hesitated to refuse a family 
member. Americans and Chinese used different formulaic expressions in refusals. Chinese 
were using fewer strategies at making excuses. Therefore Liao and Bresnahan (1996) 
proposed a politeness hypothesis of dian-dao-wei-zhi literally meaning ’marginally touching 
the point.’ This ”economy of strategy use”(p.724) in the oriental countries may be due to their 
concern to end an awkward refusal situation as soon as possible. In their conclusions, they 
suggested that both cultures were concerned about politeness; however the ways in which 
politeness was realized reflect the differences between western and oriental countries. 

In order to examine refusal and potential effects of social variables in Chinese, Chen, 
Ye & Zhang (1995) investigated the refusal strategies in different situations embedded with 
different social variables. Fifty male and fifty female Mandarin Chinese native speakers, who 
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have lived in the USA for more than 2.4 years, participated in their study. It was found that the 
most frequently used refusal strategies by Chinese were: reasons, alternatives, direct refusals, 
regrets, and dissuading interlocutors. Furthermore, the choice of refusal strategies varied 
based on the type of initiating acts and social status. Based on their findings, the top three 
preferred refusal strategies when refusing requests were reasons, alternatives, and regrets. 
While refusing for someone’s offer, the frequently used strategies were dissuading 
interlocutors, direct refusals, and reasons (p.137-138). Their explanation for why there was a 
higher frequency on direct strategies in refusal to offers than in refusal to requests was due to 
face concern, which is the principle in interaction in Chinese society (p.122). 

In summary, as a review of comparative studies on refusals across languages, we find 
that different cultures perform refusals differently. Their degree of directness in refusals, their 
sensitivity to social variables, and their performance in terms of the content of strategies 
might vary in different L1s. In addition, factors such as the type of initiating acts (i.e. whether 
it is a refusal to a request, or a refusal to an invitation or an offer) may influence the 
distribution of refusal strategies as well (Chen, Ye & Zhang, 1995; Felix-Brasdefer, 2002). 
However the effect is investigated in Mainland China but is rarely explored in Taiwan. 
According to Blum-Kulka (1987), the variations of speech acts are attributed to differences in 
social-cultural factors in terms of face and politeness. More importantly, the relative weight 
placed on each type of refusal strategies varies from culture to culture, or even within the 
same speech community due to intra-lingual variations.  
 
 
                     METHODOLOGY 
      The purpose of this study was to investigate refusal strategy use by Chinese speakers in 

Taiwan, and the effect of initiating acts on strategy selection. The research method that was 
used to address the research questions was described as follows, including subject, 
procedures and instruments, coding and data analysis: 

 
Subjects 

In the study, data on refusals were collected from forty native Mandarin 
Chinese-speaking college students. Equal number of male and female students was chosen 
in order to exclude gender effect. 

 
Instruments and Procedures  

      The study was carried out through the use of a discourse–completion test (DCT), 
which consists of scripted dialogues that represent socially differentiated situations. DCT is 
a very useful method to investigate cross-cultural speech act studies and elicit interlanguage 
data. As Wolfson (1989) stated that “ one great advantage of this type of data collection is 
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that it permits the researcher to control for specific variables of the situation, thus giving a 
coherence to the findings which may be very difficult to achieve otherwise” (p70). In other 
words, by using DCT, the researcher could easily control variables such as age, social status, 
etc., in the description of the situations, thus leading the subjects to consider this factor in 
their responses. This advantage could not be achieved in naturalistic observation because 
collecting natural data is very time-consuming. Similarly, DCT is a highly effective means 
(Beebe and Cummings, 1985: 13) of   
 

(1) Gathering a large amount of data quickly; 
(2) Creating an initial classification of semantic formulas and strategies that will 

occur in natural speech; 
(3) Studying the stereotypical, perceived requirements for a socially appropriate 

(though not always polite) response; 
(4) Gaining insight into social and psychological factors that are likely to affect 

speech and performance; and 
(5) Ascertaining the canonical shape of refusals, apologies, partings, act, in the minds 

of the speakers of that language.  
 

Compared with the use of oral role play, using a written method of data collection such 
as DCT can also decrease learners’ anxiety and may reflect more closely what the nonnative 
speakers’ production in a normal interaction (Eisenstein & Bodman, 1986:109). 

Though some researchers advocated the use of multiple methods (Olshtain & 
Blum-Kulka, 1984; Wolfson, 1986) in order to elicit more reliable and valid findings, 
Kasper and Dahl (1991:42) pointed out the value of a method depends on whether it was 
able to shed light on the question under study. Therefore, in order to ensure the 
comparability between the present study and the study conducted by others, and in order to 
decrease EFL learners’ anxiety, DCT were used for the present study.  

The situations presented in the DCT require subjects to refuse four requests and four 
invitations. In each situation, each dialogue is preceded by a short description of situation, 
specifying the setting, the social status between speakers and hearers, and followed by an 
incomplete dialogue. Respondents were asked to complete the dialogue, thereby providing 
the speech act aimed at. One sample is provided below.   

  
You have a new part-time job at the university bookstore. Your boss 
has just received a delivery of books which need to be on display by 
Monday. Your boss asks you to work late to get everything ready, but 
you can’t stay. 
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You:_________________________________________ 
 

Table 1  Description of Social Variables for the Eight Situations  
DCT  Situation Stimulus  

Type 
Familiarity Refuser’s status 

relative to the 
interlocutor 

Work late (teachers request, 
students; students refuse) 

Request __ __ 

Stay late (bosses request workers, 
workers refuse) 

Request __ __ 

Carry books to another building 
(teachers request students, students 
refuse) 

Request __ __ 

Put up poster (teachers request 
students, students refuse)  

Request  __ __ 

Attend a birthday party (bosses 
invite workers; workers refuse) 

Invitation __ __ 

Attend a BBQ (teachers invite 
students, students refuse)  

Invitation __ __ 

Attend a farewell party (managers 
invite workers, workers refuse) 

Invitation __ __ 

Attend a lecture (teachers invite 
students, students refuse) 

Invitation __ __ 

 
Coding and Data Analysis 

Descriptive quantitative analyses were conducted to examine written refusals for Chinese 
speakers. Data were coded according to the taxonomy developed by Beebe, Takahashi and 
Uliss-Weltz (1990) in terms of a range of semantic formulas (i.e. strategies) and frequency 
of occurrence in different situations. The refusal strategies were classified into direct and 
indirect strategies. Examples and their substrategies were listed below (appendix). Relative 
rank order and frequencies were conducted for Mandarin Chinese speakers. Chi-square tests 
were conducted to examine differences with probabilities up to 0.05 considered as 
significant.  

 
RESULTS AND DISCUSSION 

Table 2 showed that subjects predominantly used indirect refusals (667) in eight 
situations (p < 0.05). The use of direct refusals was comparatively lower (132). Because 
refusals are face threatening acts, a speaker is faced with opposing tensions: the desire to go 
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on record, and the desire to give the hearer an “out” by being indirect to save the speaker’s 
face. So, to get out of the dilemma, the speakers use conventional indirectness.  By doing so, 
the utterances go on record, and the speaker expresses his/her intention indirectly (Brown & 
Levinson, p132, 1987). In addition, the use of indirectness in conversation triggers politeness 
(Searle, 1975) and mitigates the illocutionary force of a refusal by means of a wide range of 
strategies that convey that refusal. Using high level of indirect strategies during an interaction 
seems to require high level of inference of the intended refusal on the part of the interlocutors. 
By doing so, using indirect refusals conceals the illocutionary force intended by the speakers 
(Brown & Levinson, 1987).   

  
                  Table 2  Overall Frequencies in Overall Situations 

Strategy category Frequency 
Direct+ Indirect (overall) 799 
Direct 132 
Indirect 667 

    
Among the indirect strategies, as shown in Table 3 below, the most frequently used 

indirect strategies were Reasons. Types of reasons seem to be culturally sensitive. As reported 
in Takahashi and Beebe (1987), the explanations of the Americans are more detailed (e.g. I 
have an appointment with my advisor that day) whereas the Chinese are comparatively vague 
(e.g. I have something to do 我有事). This can be found in our data as well. Vague reasons 
like (我有事情) are frequently used. Actually Chinese people are not busy with other business. 
This type of excuses is a way to opt out of this embarrassing situation. Using reasons appears 
to be the best choice for refusing without losing or hurting faces of both sides (Chen et al., 
1995). Secondly, excuses like “My mother wants me to take her to see a doctor.” in refusing a 
teacher’s request to work late are common in our data. According to Liao & Bresnahan (1996), 
Chinese people tend to express that there is an exterior force, or the third party (e.g. my 
mother or other family members), who is beyond their control that makes them fail to comply 
to requests or invitations  

The second type of refusal strategies on the top five list is Alternatives. Using 
Alternatives can help soften the force of refusal and save faces for the hearers. If speakers do 
not refuse an invitation, speakers will increase the hearer’s cost, thus this strategy is common 
in refusal situations. The rest of the top five strategies are Regrets, dissuading interlocutors 
and setting conditions for future/past acceptance.  On the other hand, substrategies like 
wishes, future/past acceptance, philosophy or even acceptance are rarely used in the present 
study. 
 

Table 3  Distribution of Indirect Subclasses for Eight Situations 
Indirect Subclasses Frequency Ranking 
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1.II A Regret 84 3 
2. II B Wish 5  
3. II C Reason, excuse , explanation 325 1 
4. II D Alternative 92 2 
5. II E Set conditions for future/past 

acceptance 
28 5 

6. II F Future/past acceptance 2  
7. II G Principle 27  
8. II H Philosophy 3  
9. II I Dissuading interlocutor 80 4 

10. II J Acceptance 6  
11.II K Avoidance 15  
Total  667  

 
 

 Effect of Initiating Acts on Refusal Strategy Use 
     Brown and Levinson (1987) indicate that people cooperate in maintaining face in 

interaction. However some acts such as refusals are intrinsically face-threatening. As Beebe 
et al. (1990) suggests that: 

 
… refusals are interesting from a sociolinguistic point of view. First, they are complex. 
In natural conversation they often involve a long negotiated sequence, and the risk of 
offending one’s interlocutor in so much a part of the speech act that some degree of 
indirectness usually exists. Second, refusals are interesting in that their form and 
content vary according to the eliciting speech act (i.e. invitations, requests, offers, or 
suggestions)… (p.56)  

 
To further examine the similarities and differences in the distribution of refusal strategies 

as a function of different initiating acts (requests and invitations), the occurrence of strategies 
across the two types of initiating acts were compared. As shown in Table 4, there were no 
statistically differences in the overall refusal strategies, in terms of overall, direct or indirect 
strategies respectively.  

 
Table 4  Distribution of Indirect Subclasses for Refusals to Requests and Invitations  
 Request situations 

 
Invitation situations P value 

Direct+ Indirect 
(overall) 

409 390 n.s. 

Direct 58 74 n.s. 
Indirect 351 316 n.s. 
Note: n.s. means not statistically significant    
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     Although no significant difference in the use of direct strategies were reported, we 
found that there was a higher use of direct refusals in invitations (74) than in requests (58). 
The reason might be explained from the perspectives of Gu (1990), and Chen et al., (1995). 
According to Gu (1990), issuing and accepting an invitation place speakers’ (S) and hearers 
(H)’ faces at risk. For an inviter to issue an invitation, it is to present his/her positive face to 
the invitee for his/her approval. So, if the invitee refuses to accept the inviter’s invitation, the 
inviter might feel losing face diulian (lose face). On the other hand, to accept an invitation is 
face-risking too, for the invitee may be seen as being greedy. Therefore, a higher frequency of 
direct refusal is found in invitations (Gu, 1990).  

Similarly, According to Chen, Ye, and Zhang (1995), acceptance of an invitation does 
not only increase invitee’s cost, but also puts speakers in a higher position than hearers. 
Therefore, to reject an invitation openly is to show that speakers are considering hearers’ 
mianzi. The following figure presents direct strategies used in refusals to request and refusals 
to invitation situations. 

 
 
     
 
 
 
 
 
 

 
Figure 1 Direct strategies in refusal to request and to invitation situations 

 
In order to show the impact of the variation on the selection of refusals by native 

speakers of Mandarin Chinese in Taiwan, we compared the range of strategies between two 
types of initiating acts and the result was shown in table 5. The most commonly used four 
strategies in refusals to request situations were reasons, dissuading interlocutors, direct 
refusals, and alternatives. The top four refusal strategies in refusals to invitation situations 
were reasons, direct refusals, regrets and alternatives. Less commonly used strategies 
included wishes, future/past acceptance, philosophy, and acceptance. 

 
Table 5  Frequency of Refusals for Four Refusals and Four Requests 
 Subclasses Subclasses Request 

 
Invitation 

 
P value 

I. Direct  Direct refusal   58  (3) 74  (2)   n.s. 
1.II A Regrets  32    52  (3) p<0.05 
2. II B Wish 2 3 n.s. 
3. II C Excuse, explanation  150   175  (1)   n.s. 
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(1) 
4. II D Alternative  45   

(4) 
47  (4)  n.s. 

5. II E Set conditions for 
Future/past 
acceptance 

13 15  n.s. 

6. II F Future/past 
acceptance 

1 1 n.s. 

7. II G Principle 27 0 p<0.05 
8. II H Philosophy 1 2 n.s. 
9. II I Dissuade 

interlocutor 
  62  

(2) 
18     p<0.001 

10. II J Acceptance 4 2 n.s. 
11.II K Avoidance 14 1  p<0.001 

Note: n.s means not statistically significant 
 

Compared with the rank order for request or invitation situations, we found some 
similarities and differences. Reasons like examples (4) to (6) were the first most used 
strategies between two types of initiating acts. In addition, two types of reasons could be 
found in our data. A vague reason did not include any detail or specific information (e.g. 我
有事) whereas specific reasons provided detailed information that indirectly mitigated the 
refusal (e.g.I have to eat dinner with my mother)  

 
(4) shen ti tai lei bu shu fu  

(身  體 太  累  不  舒   服  I am very tired and I do not feel  
well).                                         (request to work late) 

 
(5) ke neng bu shun lu  

(可  能  不   順  路  It is not on my way to my dormitory.) 
(request to put up posters) 

 
(6) wo xing qi tian you shi  

(我   星   期  天   有   事. I got things on this Sunday.) 
(invitation to BBQ) 

 
Secondly, it was found that regret strategies were more frequently used in refusal to 

invitations than in refusal to request situations. According to Leech (1983), regrets “express 
regret for some offence committed by speaker against hearer—and there is no implication that 
speaker has benefited from the offence”(p124-125). Using regrets functioned as indirect 
refusals which politely mitigates the refusal to accept the request or invitations.  However, 
regrets (e.g.對不起) in Chinese do not necessarily indicate the speaker really feels sorry. It 
means that the interlocutors can’t control the situation.  It also carries a strong force of 
noncompliance (Chen et al., 1995).  
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     Thirdly, alternatives ranked 4th for refusing both requests and invitations as well. 
According to Rubin (1983), an alternative is used “in order not to offend or to direct the 
conversation away from the request”(p.12). Also, Chen, Ye, and Zhang (1995) observed that 
alternatives could help soften the force of refusal and saved face for the hearers. If speakers 
do not refuse an invitation, speakers will increase hearers’ cost, thus appears to be impolite.  
Examples were shown in (9) to (10).   
 
      (9)  ming tian zai bang lao shi nin     

(明   天  再  幫  老  師  您  Professor, I’ll help you tomorrow)  
(request: work late) 

 
     (10) wo zhao wo huo ban bang mang  

(我  找   我   夥   伴   幫   忙  I’ll ask my partner to help you) 
                                         (request: put up posters) 

     
While reasons and alternatives ranked the same between two types of initiating acts, 

subjects differed from each other in the frequency and relative rankings of use of other 
strategies. Direct refusals, for instance, ranked second in invitation, and third in requests. 
Using direct refusals, which have direct force in performing refusals, are more appropriate 
and thus significantly higher in refusal to invitation situations. It is motivated by the fact that 
if a hearer accepts the benefit from the speakers, he/she will hinder negative freedom of the 
speakers, and thus make himself/herself inconsiderate or greedy.  

 While regrets were not on the request list, it was ranked third by native speakers of 
Mandarin Chinese in refusals to invitations. By contrast, dissuading interlocutors were not on 
the top four preferred strategies in invitations, while it was elevated to second place in 
requests.  

Examples like (11) illustrate the use of dissuading interlocutors for declining requests. 
Two substrategies of using dissuading interlocutors were using criticisms of the requester (11) 
and requests for empathy (12). 

 
(11)tai wan hui qu wo jue de tai wei xian  

(太  晚  回  去 我  覺  得 太  危   險. It is very dangerous to  
go back home very late)                           (request: work late) 

 
(12) xi wang lao shi neng le jie  

(希 望   老   師   能   了 解 Sir, I hope you can understand. ) 
(request :work 

late)  
According to Brown and Levinson (1987), requests are primarily threaten hearer’s 

negative face want, by indicating that the speaker does not intend to avoid impeding hearers’ 
freedom of action. In refusal to request situations regarding teachers request students to work 
late, speakers do not consider hearers’ freedom of action and hearers’ face wants, so the use 
of substrategies of dissuading interlocutors (e.g. criticism of the requester) is apparently 
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higher in refusal to request situations.  
 Finally, Avoidance is another strategy that has significant difference in usage between 

requests and invitations. Using the strategies is because the speaker does not want to 
explicitly make a commitment and, therefore, puts off the invitation or requests. 
Bardovi-Harlig and Hartford (1992) also considered this strategy as verbal avoidance because 
this indirect refusal distracted the interlocutor’s attention away from the actual force of the 
refusal. Examples of this strategy were shown in (13). 
 
      (13)ni de jian yi wo hui kao lu  

(你 的 建  議 我  會  考  慮 I’ll think about your suggestion) 
(request:  raise salary) 

 
 
 
 
 
 
 
 
 
 
 

 Figure 2 Indirect strategies in refusal to request/invitation situations 
 

In summary, similar to their studies of refusals, Takahashi and Beebe (1987) and 
Beebe et al, (1990) found that the type of initiating acts used to elicit a refusal (i.e., invitations, 
and requests) might affect the number and choice of refusal strategies. Supporting those 
findings, it was observed in this study that certain strategies were sensitive to the type of 
initiating acts.  

  Comparison of the Present Study and Other Finding 
Compared with the present study and the study in Chen et al. (1995), which examined 

how native Chinese speakers in the People’s Republic of China made refusals, there seemed 
to be somewhat differences between them. Because of the low frequencies of the categories of 
wishes, setting conditions for future/past acceptance, future/past acceptance, principles, and 
philosophy, they were not included in the data for the follow up comparison of the present 
study and the findings in Chen et al. (1995). 

Table 6 presents a percentage and rank order comparison of the distribution of strategies 
found in both studies. In terms of refusal to request situations, the rank order for Chen et 
al.(1995) study is: reasons, alternatives, regrets, and direct refusals. On the other hand, the 
rank order for the present study is: reasons, dissuading interlocutors, direct refusals, and 
alternatives. In terms of refusal to invitations, both studies have the same rank for the top 
three preferred strategies: reasons, direct refusals, and regrets.  However, acceptance ranked 
4th in Chen‘s study whereas alternatives ranked 4th in the present study.  
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In terms of the percentage distribution for both studies, higher percentages in direct 
refusals, reasons, and dissuading interlocutors were found in the present study whereas more 
percentages in acceptance and avoidance were found in Chen et al (1995) study in request and 
invitation situations. 

Possible explanations for the seeming differences are due to the fact that the research 
design and subject selection of the two studies are different in certain ways. First, this study 
concentrated only in lower-status situations, whereas Chen’s included situations on equal, 
higher- and lower- status situations.  

Secondly, in terms of subject selection, Chen’s study involved 100 Mandarin Chinese 
native speakers, who have lived in the USA for more than 2.4 years, participated in their study. 
However, the participants of the present study are 40 college students in Taiwan without any 
living abroad experiences. In literature, length of residence might account for differential 
politeness productions for both groups (Kitao, 1990). These participants in Chen’s study 
might immerge into the target culture,gradually acquire the norms of the target language. Also, 
even though participants of the two studies are all native speakers of Mandarin Chinese, they 
are likely to vary considerably in their refusal performances due to intra-cultural differences 
as well (Herbert, 1989). According to Blum-Kulka (1987), the variations of speech acts are 
attributed to differences in social-cultural factors in terms of face and politeness. More 
importantly, the relative weight placed on each type of refusal strategies varies from culture to 
culture, or even within the same speech community due to intra-lingual variations.  

 
Table 6 Comparison of Percentage in the Present Study and Chen et al.(1995) 

Subclasses Request
(The present 

study)

Request
(Chen et al,)

Invitation
(The present 

study)

Invitation 
(Chen et al.) 

Direct refusal 14.2 (3) 10.8 (4) 19.0 (2) 16.9 (2) 
Regrets 7.8 (5) 15 (3) 13.3 (3) 12.6 (3) 

Excuse, explanation 36.7 (1) 29.6 (1) 44.9 (1) 36.6 (1) 
Alternative 11.0 (4) 15.3 (2) 12.1 (4) 5.2 (6) 

Dissuade interlocutor 15.2 (2) 10.3 (5) 4.6 2.1 (7) 
Acceptance 1.0 1.9 0.5 9.9 (4) 
Avoidance 3.4 (7) 6.5 0.3 6.3 (5) 

Note: n.s means not statistically significant 
 

CONCLUSIONS 
The purpose of this paper was undertaken to investigate the refusal strategies used by 

adult Mandarin speakers in Taiwan, and the effect of initiating acts on their strategy use. The 
findings of the study can be summarized as follows. Firstly, the results showed that Mandarin 
Chinese speakers tended to use indirect strategies in performing refusals to different situations. 
Interesting, it was found that the range of refusal strategies used did not greatly differ between 

2008 HICE Proceedings 
Page 514



 19

two types of initiating acts.  However, when the performance of native speakers of Chinese 
on two types of initiating acts was compared, some differences in terms of relative rankings of 
use of refusal strategies were found. Refusals to requests seemed to elicit a higher number in 
indirect refusal strategies and overall strategies than refusals to invitations. In addition, a 
higher occurrence of direct refusal was also found in refusals to invitations than in request 
situations. 

Secondly, among the indirect strategy categories, the most commonly used four 
strategies in refusal to request situations were reasons, dissuading interlocutors, direct 
refusals, and alternatives. The top four refusal strategies in refusal to invitation situations 
were reasons, direct refusals, regrets and alternatives. Thirdly, though there are no 
statistically differences in the overall refusal strategies, and in the use of direct or indirect 
strategies respectively. However, significant differences in using certain indirect strategies 
(e.g. regrets, principles, dissuading interlocutors, and avoidance) were found in the study.  

This study seems to support Wierzbicka’s claim that refusal speech acts can’t be truly 
understood without reference to cultural values and attitudes (Beebe, Takahashi & Uliss-Weltz 
1990; Felix-Brasdefer, 2003; Garcia, 1992; Gass & Houck, 1999; Robinson, 1992). The 
finding of this study also showed that certain strategies were sensitive to the type of initiating 
acts as reported in the studies by Felix-Brasdefer (2002), and Chen, Zhang, Ye (1995). 

  
 Implications and Suggestions 

The results of the present study revealed, to a certain extent, that refusing is a complex 
task because it requires sociopragmatic and pragmatic information of the target culture. Some 
implications can be drawn from the study. First, sociocultural knowledge should be included 
in language class in order to encourage learners to notice the strategies commonly used by 
speakers in the target language. Secondly, teachers should design contextualized, task-based 
activities which expose learners to different types of pragmatic information along with the 
linguistic means used to perform a particular speech act.  

There are suggestions for the directions of future studies. First of all, as mentioned 
earlier that the motivation of using DCT in this study lies in the fact that it can ensure the 
comparability between the present study and the study conducted by others (Chen, et al, 1995), 
and in order to decrease participants’ anxiety.  It is possible that the result of the study may 
be influenced and be biased by using DCT. Naturalistic data may show somewhat different 
outcome than those reported here. Thus, other types of data collection methods, such as 
natural observation in natural setting, role play, etc. are strongly suggested (Hartford & 
Bardovi-Harlig, 1992; Wolfson, 1989). In addition, in view of other potential influential social 
variables (e.g. familiarity, status, gender and situation type), future studies can be conducted 
to address the effect of these variables on refusals. Furthermore, compared with other studies, 
the number of subject for the present study is comparatively fewer. Therefore for future study, 
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increasing the number of participants can ensure the validity and reliability of the data.  
Lastly, most published textbooks used in L1 classroom are limited to provide language 
learners with minimal linguistic information or strategies for the teaching of speech acts 
(Carrell, 1981; Rose & Kasper, 2001; Schmidt, 1993). Thus, it is strongly recommended that 
the effect of pedagogical intervention on speech act can be addressed in future studies. 
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Appendix  

 Classification of Refusal Strategies (Beebe, Takahashi and Uliss-Weltz (1990) 

I.   DIRECT  
A. performative(e.g “ I  refuse”) 
B. nonperformative statement 

1. “No”;2 Negative willingness/ability (e.g.“I can’t”) 
II. INDIRECT  

A. Statement of regret (e.g. “I’m sorry….”; “ Excuse me….”) 
B. Wish(e.g. I wish I could help you; I wish I could stay to work) 
C. Excuse, reason, explanation (e.g.” I already have a family gathering that day”; “My 

parents are celebrating their birthday”) 
D. Statement of alternative (e.g.; “I’d rather…”; “I’ prefer…”; “Why don’t you ask 

someone else?”) 
E. Set conditions for future/past acceptance (e.g.” If you had asked me earlier, I would 

have…”) 
F. Promise of future acceptance (e.g. "I’ll give you a pay raise as soon as I can.”  
G. Statement of principle (e.g.“ I never do business in restaurants”) 
H. Statement of philosophy (e.g.“such things can happen to anyone” ) 
I. Attempt to dissuade interlocutor 

1. threat or statement of negative consequences to the requester(e.g. ”If you 
complain to him, he will fail you”) 

2. guilt trip(e.g. waitress to customers who want to sit a while(“I can’t make a 
living off people who just order coffee”) 

3. criticism of the requester /requester(e.g.“You are lazy”; That’s a bad idea) 
4. request for help or empathy (e.g. “I hope you can understand my situation”) 
5. Let interlocutor off the hook(e.g.”Don’t worry about it; that’s ok; you don’t have 

to”) 
6. self defense(e.g. ”I am following the course program”) 

J. Acceptance that functions as refusals 
1. unspecific reply(e.g. “I don’t care about taking it; “) 
2. lack of enthusiasm  

K. Avoidance 
a. topic switch (e.g. It’s a nice day) 
b.joke 
c. repetition of part of request(e.g. “Did you say Monday?”) 
d.Postponement (e.g. “I’ll think about it”) 
e. Hedging (e.g. “Gee, I don’t know. I’m not sure”) 
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Abstract 
 

 This study focuses on children with developmental delays (DD) in a large school district 

and explores the language acquisition effects of one or two years of early intervention on 

their 3rd grade academic achievement and socialization opportunities.  The researcher 

examines the statewide assessment results of these children and their 3rd grade special 

education status, by using a quasi-experimental design, to explore the differences 

between the target group DD with and without a secondary disability category of Speech 

Language Impairment (SPL) while they were between 3 to 5 years old.   

The results of this study provide empirical evidence of Pre-K intervention duration on the 

performance of children with or without a Speech Language Impairment in public 

schools. 

The results of this study also help participants of this conference presentation understand 

the value of early intervention programs in public school, and motivate educators, parents, 

and related service providers to place young children with special needs into quality 
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language acquisition programs.  Another special feature of this study is related to 

research methodology.  This study applied multivariate statistics to explore the 

relationship between early intervention duration and academic achievement by 

controlling socioeconomic status and gender effects.  
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A Development of Metacognitive Scale for Grade Six Students 
 

Komkrib Teeranurak1 
Sirichai  Kanjanawasee2 

 
 
Abstract 
 

The purposed of this study were to (1) develop metacognitive conceptual framework      
2) develop computer-based metacognitive scale for grade six student by examining internal 
consistency reliability, construct validity and concurrent validity  (3) construct the criteria of the 
grade norms of metacognition (4) assess metacognition of grade six students in Bangkok and its 
vicinity. The research instruments used were metacognitive individual test and metacognitive 
computer-based test. Confirmatory factor analyses, Pearson’s product moment correlation 
coefficients and Cronbach's alpha were performed. The results expected to be beneficial to both 
teacher and student. 
 
Introduction  
 

Metacognition is one of the latest buzz words in educational psychology, which base 
from various learning theory such as “Trirarchic theory of human intelligence” (Sternburg, 1985) 
, “Information process theory” (Klausmeier, 1985)  and “Revised Bloom's Taxonomy: RBT” 
(Anderson, & Krathwohl, 2001) . For instance, Eggen and Kauchak (1997) explain the concept 
of metacognition by apply the concept of Information Process Theory of Klausmeier that 
metacognition was involved in all learning process which are attention , perception, working 
memory and long-term memory. 
 

Metacognition was introduced and used by psychologist to refer to knowledge about and 
control over thinking and learning activities (Baker & Browns, 1984 ; Babbs & Moe, 1983 ; 
Cross & Paris, 1988; Flavell, 1976) However, the meaning of the term metacognition has been 
defined and described by many people (Costa, 1984; O'Malley & others, 1985; Cross & Paris, 
1988; Osman & Hannafin, 1992; Eggen & Kauchak, 1992; Ormrod, 1995; Huitt, 1997; Pintrich, 
2002 and Martinez, 2006) but overall it shares the same idea, thai is, it refers to the ability to 
monitor one’s own cognition; it is a person’s knowledge of and conscious attempts to control 
his/her own cognitive processes. Metacognitive consisted of two main components , 
metacognitive knowledge and metacognitive skills, which are essential components of successful 
learning since they can guide the choice of strategies, and where necessary, provide for their 
adjustment (Sternberg, 1997). To illustrate the significant of metacognition in learning Garret, J. 
et. al.(2007) pointed out that students who often fail the test have several things in common: (1) 
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they do not monitor their learning, i.e., they do not identify what they know and do not know 
before a test; (2) they spend inordinate amounts of time reviewing material they already know 
and not enough time studying information they do not know; and (3) they do not know if their 
study strategies are ‘‘paying off’’ until after an examination. Metacognition is a term used to 
describe skills involved in monitoring learning and making changes in either how or what one 
studies. 

Eventually, metacognition is central to conceptions of what it means to be educated. The 
world is becoming more complex, more information-rich, full of options, and more demanding 
of fresh thinking. With these changes, this leads to the all-important question of how 
metacognition can be measure. However, a review of the literature indicates that metacognitive 
assessment mostly relied on self reports which, obviously, would be the most convenient tools 
for measuring administrating and scoring metacognition. As a result, a number of such 
questionnaires have been developed but raising with a number of questions about reliability and 
validity of the test. Another alternative of measuring metacognition was observe and/or interview 
the participants individually. This method become widely accepts due to the measurement 
process that usually require detailed observation and recording of students’learning, rating the 
observations for metacognition, obtaining “think aloud” protocols of students’ work, and rating 
their introspective reports. Referring to this approach, Royer, Cisero, and Carlo (1993) and 
Schraw (2000) noted that “The process of collecting, scoring, and analyzing protocol data is 
extremely labor intensive, difficult and time consuming” 

Therefore, the researchers were interested in develop a new metacognitive scale to 
compensate the limitations of traditional individual test and self report questionnaire. In this 
case, a “content free and tasked oriented” computer-based metacognitive scale called CBMS 
were developed.  As from the previous study, Costa (1984) found that “inner language,” thought 
to be a prerequisite, begins in most children around age five, metacognition is a key attribute of 
formal thought flowering about age eleven. Owning to Costa study, researcher selected a grade 
six students in Bangkok (Thailand) Metropolitan Areas and its vicinity as a subject in this study.   
Research results aims to provide an alternative assessment for measuring metacognition in 
Thailand. 

 
Purposes 
 

The purposed of this study were to (1) develop metacognitive conceptual framework      
2) develop computer-based metacognitive scale for grade six student by examining internal 
consistency reliability, construct validity and concurrent validity  (3) construct the criteria of the 
grade norms of metacognition (4) assess metacognition of grade six students in Bangkok and its 
vicinity. 

 
Theoretical framework 
 
 The researchers would develop and validate the model of metacognition. Proposed 
metacognitive scale were developed from Flavell (1976) Cross and Paris (1988) and Anderson 
and Krathwohl (2001)’s concept by integrating all these three concepts together. Details of those 
three concepts are explained below: 
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 Flavell divides metacognition into two major components: (1) metacognitive knowledge 
and (2) metacognitive experience. Metacognitive knowledge also consisted of three variable 
which are (1.1) person variables, knowledge an individual has about her /her own personal 
cognitive capacities; (1.2) task variables, knowledge about the nature and level of difficulty of 
certain problems; (1.3) strategy variables, knowledge of different types of cognitive strategies 
that could be used for specific problems and knowing which ones are the most appropriate in a 
given situation. Besides, Metacognitive experience consisted of another three variable which are 
(2.1) planning (2.2) monitoring (2.3) evaluating 

Cross and Paris (1988) also devides metacognition into two major components: (1) 
knowledge about cognition and (2) self management of one’s thinking. The first component 
consist of three kinds of knowledge that are (1.1) declarative knowledge (1.2) procedural 
knowledge and (1.3) conditional knowledge. Meanwhile, the second component consist of three 
variable which are evaluation, planning and regulation 

In addition, Bloom’s taxonomy has been revised by Anderson and Krathwohl in year 
2001. Metacognitive knowledge has been divided in to three components which are (1) strategic 
knowledge: outlining as a means of capturing the structure of a unit of subject matter in a 
textbook  (2) cognitive tasks: knowledge of the different types of tests, cognitive demands of 
different tasks and (3) self-knowledge: knowledge that critiquing essays is a personal strength, 
whereas writing essays is a personal weakness; awareness of one's own knowledge level  

 After that, the researchers integrated all these three concepts and divides metacognition 
into two major components: (1) metacognitive knowledge: MC-K and (2) metacognitive control: 
MC-C. Metacognitive knowledge consisted of three variable which are (1.1) strategic 
knowledge: STRK; (1.2) cognitive tasks: COGT and (1.3) self knowledge: SELFK. Regards 
metacognitive control component consisted of another three variable which are (2.1) 
provaluation: PROV; (2.2) planning: PLAN (2.3) monitoring: MONI and (2.4) evaluating: 
EVAL. The research framework is explained in figure 1 as shown below.  
 

< insert Figure 1 about here> 
 

Methodology 
 
Population and Sample 
 
 The population undertaken in this study was all grade six students in Bangkok (Thailand) 
Metropolitan Areas and its vicinity. 
 There were 35 parameters to be estimated in the measurement model and 7 parameters to be 
estimated in the structure model of the proposed LISREL model. The sample size required for this study 
was 245 subjects, based on the a ratio of five subjects to one parameter for the measurement model and 
ten subjects to one parameter for the structural model as stated by Hair et al., (1998).  However, this study 
aim to develop a testing so we decided to conduct the research with larger sample size by collected data 
from 500 randomly selected samples. 
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Research Instruments 
 
 This study consisted of two instruments, which are Metacognitive individual test and 
Metacognitive computer-based test. Details of those two instruments are described below: 

 Metacognitive individual test: We assessed student's metacognitive on the basis of their 
verbal and nonverbal expressions in a play-like situation. Each child performed seven sub-tasks 
(increasing in complexity) to accomplish the overall goal of the task. The objective of the 
increasing task complexity was to create obstacles for the testee to provoke a greater need for 
self-regulatory acts, such as rechecking the instructions or correcting one's own procedures. Each 
task of “metacognitive individual test” consisted of three phases: task instruction, task 
performance, and task evaluation.  
 Metacognitive computer-based test: We developed this test to replace traditional paper-and-pencil 
methods of test administration.  We assessed student's metacognitive in graphic and computer play-
like situation. Each child also performed seven sub-tasks (increasing in complexity) the same as 
aboved test. Each task of “metacognitive computer-based test” consisted of three phases: task 
instruction, task performance, and task evaluation. 
 All items for both tests are constructed to be parallel in content. 
 

Data Collection and Analysis 
 
 Metacognition computer-based test software was tested with 500 grade six students by 
the researcher. After four weeks from first test, researcher randomly selected 40 students from 
the same group to apply the metacognitive individual test. Confirmatory factor analyses were 
performed to determine the construct validity through LISREL and Pearson's product moment 
correlation coefficients was examined to determine the concurrent validity. Cronbach's alpha 
internal consistencies were estimated for the reliability of the scales. Owning to these analysis, 
we can compare how fit is three metacognition measurement models among (1) computer-based 
metacognitive scale: CBMS (2) metacognitive individual test and (3) Metacognitive scale in 
reading context (The Index of Reading Awareness: IRA) developed by Paris and Jacobs (1984). 

 

Conclusions 
 

The proposed model as presented in this research was originally scrutinized by a researcher. At 
present it is on the process of empirical validation and is anticipated that the research results would be of 
great advantages to teacher students and parents. 
 
 
Educational importance of the study 
 
 Although in many areas, practically constraints may lead test administrator to choose 
paper-pencil tests over computer administered tests, computerization presents some potentially 
unique advantages. Computerization has changed not only how we give tests but also how we 
measure with tests. This research study would be useful for teacher and all stakeholders in 
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education as they would easily made the metacognitive test. Teacher would be able to 
conveniently measure metacognition of their student both valid and reliable. Furthermore, the 
presented metacognitive score would provide basic information for policy maker in promoting 
metacognition in Thailand. 

(1) metacognitive knowledge: MC-K and (2) metacognitive control: MC-C. Metacognitive 
knowledge consisted of three variable which are (1.1) strategic knowledge: STRK; (1.2) 
cognitive tasks: COGT and (1.3) self knowledge: SELFK. Regards metacognitive control 
component consisted of another three variable which are (2.1) provaluation: PROV; (2.2) 
planning: PLAN (2.3) monitoring: MONI and (2.4) evaluating: EVAL. The research framework 
is explained in figure 1 as shown below.  
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Figure 1.  Conceptual frameworks 
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Abstract 

In the following qualitative study, I examine the limited pedagogical discourses 

informing my work teaching autobiography to incarcerated women.  I refract my 

experience through a psychoanalytic lens to demonstrate how an educator’s transferential 

desire shapes the expectations placed on students’ constructions of identity in the 

classroom context.  I argue that, as educators, in working toward more ethically grounded 

orientations to student-teacher relationships, we must consider how our enactments of 

pedagogy unconsciously demand that students validate our unspoken need for 

recognition.  Specifically, I argue that critical pedagogy and its positioning of the teacher 

as rescuer or liberator of the student’s consciousness must be challenged from a 

psychoanalytic framework. 
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Analyzing Entrepreneurial Universities: A Review of the EUEREK Network 
 
This presentation provides an overview of the $1.3 million European Commission-funded EUEREK project, 'European 
Universities for Entrepreneurship - their Role in the Europe of Knowledge.' The presenter has been Sweden Team leader 
studying academic entrepreneurship and novel university programmes. The project generated substantial research output, 
but also faced numerous difficulties and frictions; our problems including administrative bottlenecks, cross-cultural and 
linguistic frictions, and personnel rivalries. In that our operations had mixed success, we discuss logistical methods and 
good practice through which many such difficulties could be avoided or circumvented. It is hoped that our experiences, 
(good, bad and horrible) can inform and better prepare multinational teams and consortia planning future research.   
 
EUEREK dissemination activities (euerek.info) now include ongoing consulting operations worldwide. The eight core 
consortium members are based around Europe at the Institute of Education, University of London (UK), the Royal Institute 
of Technology-KTH (Sweden), University of Turku (Finland), Universidad Politecnica de València (Spain), International 
Institute for Educational Planning, UNESCO (Paris, France), Poznan University (Poland), State University-Higher School 
of Economics (Moscow, Russia), and Moldova State University (Chisinau, Moldova).  
 
University operations increasingly are being recognized for their regional economic importance as well as for their 
scholarly activities. While competition for funding grows more fierce, proprietary operations threaten to stifle the open 
exchange of useful know-how, good practice and benchmarking. Our experiences & findings are thus all the more valuable, 
and we very much look forward to spirited discussions both during this session and over the stretch of the conference. 
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The No Child Left Behind Act was signed by President George W. Bush in January 2002 

(Missouri Department of Elementary and Secondary Education [DESE], 2005; U.S. Department 

of Education, 2004a, 2004b). This legislation mandates that all students be academically 

proficient in communication arts by the year 2014. Proficiency is determined by each state, and 

the state of Missouri determines this proficiency through its state-wide assessment called the 

Missouri Assessment Program (MAP).  

 The Missouri Assessment Program, or MAP, assesses student achievement in 

communication arts as well as the content areas of science, social studies, and math (Missouri 

Department of Elementary and Secondary Education [DESE], 2005). Beginning in third grade, 

students are expected to read narrative and expository text critically, use higher-order thinking 

and processing skills, and write constructed responses. Both No Child Left Behind (NCLB) and 

MAP have pushed many Missouri school districts to revise their curricula and offer their teachers 

additional training through professional development. 

 This paper presents the findings of research which explored the connection between 

school achievement, as identified by NCLB, and professional development and decision-making 

by administrators and teachers. The purpose of this collective case study (Merriam, 1988) was to 

investigate the professional development practices specifically targeting communication arts in 

two school districts in a Midwestern metropolitan area. The questions explored were: 

1. What do administrators in AYP schools base decisions on regarding the professional 

development of their teachers in communication arts for the past five years, specifically 

in reading and writing? 
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2. What do administrators in AYP schools assess the effectiveness of professional 

development of their teachers on in communication arts for the past five years, 

specifically in reading and writing? 

3. What do effective third grade teachers and related service teachers in AYP schools base 

decisions on regarding their own professional development in communication arts for the 

past five years, specifically in reading and writing? 

4. What do effective third grade teachers and related service teachers in AYP schools assess 

the effectiveness of their own professional development on in communication arts for the 

past five years, specifically in reading and writing? 

No Child Left Behind represents a radical shift in school reform. Certainly school reform 

is not a new issue. In order to implement school change, a number of approaches have been used 

to address accountability, including involving parents and the community, aligning curriculum to 

standards, implementing initiatives to improve student achievement and professional 

development efforts for educators (Fullan, 2003; Hess, 2004; Keller, 2006; Reeves, 2004; Ward, 

2004). 

 While educators recognize the importance of professional development in school 

improvement, research has shown that professional development is not always effective. Several 

researchers have indicated a number of reasons for ineffective professional development 

including ownership, deficit thinking, contextual insensitivity and short-term thinking (Clark & 

Florio-Ruane, 2001; Corcoran, 1995; Sparks & Hirsch, 1997; Speck & Knipe, 2001; Strickland 

& Kamil, 2004). However, school districts continue to offer their teachers numerous activities 

under the heading of professional development. It seems logical to assume that districts continue 
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to offer professional development with the hope that one of the outcomes would be improvement 

in student achievement. 

 There has been a void in the research in terms of school change and reform and literacy, 

according to Guskey (2003) and Rosemary, Roskos, and Landreth (2007). Professional 

development is part of school change. Therefore, it seems reasonable to explore the connection 

between successful schools as measured by the guidelines for NCLB, and the professional 

development and decision-making practiced by administrators and teachers. The research that is 

present surrounding school change and communication arts speaks more to attributes of 

successful schools. Some of these attributes are associated with professional development 

specifically; some are not. 

The purpose of this collective case study (Merriam, 1988) was to investigate the 

professional development practices specifically targeting communication arts in two school 

districts in a Midwestern metropolitan area. The two districts in the study had schools which had 

sustained Adequate Yearly Progress for at least a 5-year period from 1999 to 2004. This five-

year period of time would allow for any pattern of improvement to become evident and would 

address the time since NCLB was enacted.  

Only two districts, a large suburban district and a large urban district, were chosen for 

this case study. This case study was characteristic of other case study research because it 

involved collecting and analyzing data from several sources to develop what Denzin and Lincoln 

(2000) call "thick descriptions" of the phenomena studied. By using two school sites within each 

of the two respective districts, thick descriptions could be developed in a meaningful, more 

concise manner. The four school sites participating in the study received Title I funding and had 

70% or greater of their students on free or reduced lunch programs. There were a number of 
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schools which showed marked improvement based on their test scores. However, these schools 

in neighboring districts also have students with a higher socio-economic status. Because this 

factor can affect school improvement, socio-economic status was taken into consideration. In 

order to control for this factor, only schools with percentages of students on free and reduced 

lunches 70% or higher were included.  

Barr and Parrett (2007) provide a compilation of case study research dating back to 1993 

that has been conducted on high-performing, high-poverty schools. In their compilation, the 

studies looked at various schools and districts in a broader fashion. That is, the research 

questions these studies raised were centered on the qualities of effective schools and districts. 

The research questions in the various studies were not concerned with achievement in 

communication arts specifically; rather, the studies looked at overall effectiveness of schools and 

districts, of which student achievement was certainly a part. The research questions for the 

current study, however, focus specifically on professional development in high-performing, 

high-poverty schools. Specifically, this research addressed factors which administrators and 

teachers at these sites based decisions upon for professional development in communication arts. 

It also addressed those factors on which administrators and teachers assess the effectiveness of 

professional development in communication arts.  

A qualitative research design, which included organizational collective case study  
 

methodology (Berg, 2001) to gather information from each of the four participating school sites, 

was used for this investigation (Berg, 2001; Denzin & Lincoln, 2000). Purposive sampling was 

used to acquire participants (Berg, 2001). Participants included third grade teachers, related 

service teachers (such as remedial reading specialists and special education teachers) who work 

with third grade students, curriculum coaches and administrators. The instrumentation consisted 
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of a semi-standardized interview (Fontana & Frey, 2000). Archival data used included district 

professional development plans, Comprehensive School Improvement Plans, cumulative 

Missouri Assessment Program (MAP) data, and field notes from observations. Manifest content 

analysis strategies were used to analyze collected data (Berg, 2001). Data were transcribed  

and coded data manually, then the data were sorted by themes and further categorized into 
 
additional themes. Finally, the themes were analyzed in relation to the research questions posed  
 
for the study.  
 

Theoretical Context for the Study 
 

This investigation of professional development decision-making by administrators and 
 
teachers in four AYP schools resulted in the following categories of themes: (a) teacher craft,  
 
(b) support, and (c) student outcomes/student-centered responses. Within each of these  
 
categories were themes that helped to answer the research questions that were posed for the  
 
current study. These themes were consistent across both teacher-level and administrator-level  
 
participants. Within the category of teacher craft, a resulting theme that assisted in addressing  
 
the research questions regarding decision-making for professional development in  
 
communication arts included improvement of teacher craft with research-validated methods.  
 
Within the category of support, resulting themes that helped to address the research questions  
 
regarding decision-making for professional development included ongoing professional  
 
development with opportunities for conversation and dialogue and making professional  
 
development personal through shared decision-making. Finally, within the category of student  
 
outcomes and student-centered responses, resulting themes that helped to address the first two  
 
research questions included the theme of student outcomes. 
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The study also considered those factors by which administrators and teachers evaluate the  
 
effectiveness of professional development. The themes that resulted in response to the last two  
 
research questions were similar to the above items. Within the category of teacher craft were  
 
the themes of implementation and usefulness and improved teacher craft. Ongoing  
 
opportunities for conversation and reflection of practice were themes that fell under the category 

of support. Lastly, the theme of student outcomes fell under the category of student 

outcomes/student-centered responses.  

The similarity of both teacher- and administrator-level participants' resulting themes for 

the research questions posed speaks to the cohesive nature of the staff members of each school.  

Each of the sites in the study reflects what Perkins (2003) calls "people smart" progressive  
 
interactions. These are those interactions that foster the cohesiveness of the group,  
 
leaving people feeling good about working together as a team and desiring to do more  
 
together while acknowledging that a certain amount of conflict is productive. The progressive  
 
interactions that Perkins (2003) speaks of are intrinsic to the themes of shared decision-making,  
 
opportunities for conversation and dialogue and overall support. 

 
One of the primary themes throughout the current study was that of shared-decision  

 
making (Garmston & Wellman, 2002; McAndrew, 2002; Perry & Brown, 1994). The theory  
 
behind this concept is that those who are closest to students know best how to improve their  
 
schools and are in the best position to carry out decisions (Perry & Brown, 1994). Shared  
 
decision-making is also consistent with a number of the professional development models. For  
 
example, one of Orlich's models (in Pink & Hyde, 1992) of professional development addresses  
 
roles. In this instance, he refers to the teacher's role as a goal for change. Shared decision-  
 
making took different images depending on the school site. For some sites, shared decision- 
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making involved an administrative leadership team whereby decisions about professional  
 
development were made, plans for student achievement were developed and drafted and data  
 
were studied. In this case, the teacher's role changed from passive participant (i.e., "just tell me  
 
what to do") to active participant (planner and decision-maker).  
 

At other sites, shared decision-making involved the entire faculty having a say about the 

professional development goals for the building. That is, teachers were essentially asked, "what 

is it that you believe you need to help students achieve and how do you want to get there?" This 

is consistent with Fullan's (1995) framework for professional development in which one of the 

areas of focus of professional development is enhancing school culture. Giving teachers a voice 

in the decisions about professional development builds the school culture.  

Perry and Brown (1994) and Enderlin-Lampe (1997) also note that most of the 

restructuring literature (i.e., school reform) favors site-based management and shared decision-

making. Zappula (2002) adds that school leadership is now a collaborative activity by engaging 

in relationships and involving active participation of both the leaders and the followers in a 

school. This is also consistent with the collaborative model of professional development.  

Participants at the four school sites participated in collegial talk, which Ellis (1994) says is part 

of the collaborative model, in order to make fundamental changes in communication arts 

instruction and student outcomes.  

 Some of the benefits Perry and Brown (1994) cite from the literature for shared decision-

making are that it encourages teachers to assume greater responsibility for what happens in a 

school, increases effectiveness of those involved and contributes to improved student 

achievement. Considering the time period that this study covers, all schools showed improved 
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student achievement. While shared decision-making alone is probably not the sole reason for 

student achievement, it is reasonable to believe that it more than likely had an impact. 

The four school sites included in this study exemplify the changing role of administrator 
 
and teacher in the midst of shared decision-making. The principals' role in the schools was  
 
"empowerer" rather than authority in most cases. According to Walker and Peel (1993),  
 
principals in schools like those in this study have empowered teachers by sharing information  
 
so that teachers can make informed decisions. Likewise, the teachers' roles have changed as a  
 
result of shared decision-making. They are now considered decision makers, risk-takers, leaders  
 
and collaborators.  
 

Another theme that was prevalent in the data collected was that of ongoing professional  
 
development with opportunities for conversation and dialogue. These two items are part of  
 
collaborative professional relationships. As suggested by Booth and Rowsell (2002), successful  
 
literacy initiatives involve teachers and administrators engaging in dialogue with one another,  
 
observing, coaching and learning through the creation of a community of professionals. This is  
 
no different from what happens in classrooms where teachers strive to create communities of  
 
learners. Joyce and Showers (1995) also believe that teachers are more likely to implement  
 
instructional strategies when they have feedback and in-class coaching. Reeves (2006) suggests  
 
that this collaborative effort is part of building internal capacity. Simply stated, schools need to  
 
"consider focusing on what to teach, how to teach it and how to meet the needs of every  
 
individual student and how to build internal capacity. With an emphasis on internal capacity, the  
 
leadership of professional development efforts comes from the faculty itself and a large part of  
 
professional education takes place in the classroom in the context of authentic teaching" (p. 86).  
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It was interesting to observe different professional development sessions among the sites. The 

sessions all involved small groups, teaming, conversation, and sharing and were facilitated by 

teacher-level staff members.  

In addition, participants discussed the use of ongoing dialogue about assessment data in 

small groups. They used the data to drive instruction, target intervention and make decisions 

about professional development. This is precisely what Hayes and Robnolt (2007) have 

suggested. These authors recommend that informal "internal" data be used as part of a school's 

assessment plan in order to drive instruction. Teachers meet to discuss the assessment data 

(much like the participants in the study) and corresponding instructional practice to reflect  

upon their own teaching and secondly, to guide the focus of professional development. The more  

teachers collaborate, according to Goddard, Goddard and Tschannen-Moran (2007), the more  

they are able to converse knowledgably about theories, methods and processes of teaching and  

learning. As a result, instruction improves. Ultimately, though, the goal is student achievement,  

and this rang true in the participating school sites. Darling-Hammond (1999) states that ongoing  

discussions about student achievement allow teachers not only to shape instruction but also  

determine its effectiveness, connecting their professional development to their practice with  

students. 

With regard to the models of professional development discussed in this review of related  
 
literature, the theme of ongoing professional development with opportunities for conversation  
 
and dialogue is consistent with both Orlich's as well as Sparks and Loucks-Horsley's (in Pink &  
 
Hyde, 1992) models. Particularly, in Orlich's model ( in Pink & Hyde, 1992), the model’s 
 
categories of organization and individual professional development support the aforementioned  
 
theme. That is, when teachers participate in ongoing professional development and have  
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conversation and dialogue, they are not only enhancing the organization, but they are also  
 
promoting their own individual competence. When teachers are engaged in ongoing professional  
 
development with conversations and dialogue, they also are reflecting on their practice. This  
 
concept of teacher reflection is associated with Eraut's (1995) personal learning model of  
 
professional development. Fullan's (1995) framework for professional development has as one of  
 
its components school culture. Certainly, when teachers are engaged in ongoing dialogue and  
 
discussion, this is going to impact the school culture, making it more collegial and collaborative. 
 
When teachers participate in ongoing professional development with conversation and dialogue,  
 
they are building upon their existing knowledge base. This is consistent with the conceptual  
 
change model of professional development (Tillema & Imants, 1995). As teachers build on  
 
their existing knowledge base, they then apply new strategies. In addition to the previously  
 
mentioned models, this theme is also consistent with the collaborative model of professional  
 
development (Ellis, 1994; Huberman, 1995; Paratore & Indrisano, 1994; Richardson &  
 
Hamilton, 1994; Singer & Bashir, 1999; Smylie, 1995; Tillema & Imants, 1995). 
 

A third theme and subsequent category of responses was that of teacher craft. This was a  
 
factor in decision-making for professional development as well as for evaluation of effective  
 
professional development by participants. This theme is consistent with the individual  
 
professional development models of Orlich (in Pink & Hyde, 1992) and Sparks and Loucks- 
 
Horsley (in Pink & Hyde, 1992). Teachers are promoting their own individual competence  
 
within these models. Likewise, teachers are promoting their own individual competence within  
 
Eraut's (1995) personal learning model of professional development. Finally, improving teacher  
 
craft is also consistent with the conceptual change model. Teachers are provided with access to  
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explicit knowledge that is research-based. This, in turn, allows them to design appropriate (and  
 
hopefully, effective) instructional programming for students. 
 

A final theme and subsequent category of responses was that of student outcomes, or 
 
student achievement. In order to address achievement, the schools in this study had strong areas  
 
of focus on increased and protected reading instructional time, instructional leadership,  
 
embedded professional development, coaching and the use of a scientifically-based reading  
 
program. Barr and Parrett (2007) cite a number of research studies in which almost all of  
 
the schools studied found that specialized professional development in reading for teachers and  
 
extra instructional time in reading and math for students were key components to the success of  
 
the under-achieving children of poverty.  
 

Respondents at each site also talked about their experience with participating on vertical 

and horizontal teams in order to coordinate curriculum and align curriculum and grade level 

expectations (GLEs) in order to address student achievement. Barr and Parrett (2007) note that 

schools and districts effective in teaching students with low socio-economic status have invested 

much effort to ensure that the curriculum is articulated across each subject and grade level and 

aligned with state standards. The theme and subsequent category of student outcomes is 

consistent with earlier discussed professional development models or frameworks, as well. These 

include: (a) the organization professional development model (Orlich in Pink & Hyde, 1992; 

Sparks & Loucks-Horsley in Pink & Hyde, 1992), (b) the institutional development model 

(Eraut, 1995), and (c) moral purpose as part of Fullan's (1995) framework for professional 

development. Improved student outcomes are going to enhance the organization (the school) as a 

whole. Additionally, the whole focus of institutional development models is school 

improvement, of which student outcomes are a large part. Lastly, Fullan's (1995) moral purpose 
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as part of a framework for professional development is centered on engaging in people's moral 

purposes for education. Fullan (2005) explains that this means that teachers and administrators 

share a commitment to raising the bar and closing the achievement gap (e.g., increasing literacy 

for all, with special attention to those most disadvantaged).  

Implementation and usefulness was a final theme that emerged from the data collected 

in response to the question of those factors on which administrators and teachers evaluate 

effective professional development in the area of communication arts. This theme is consistent 

with Eraut's (1995) curriculum implementation model of professional development. Many 

teachers who participated in the current study talked about the curriculum-based professional 

development activities in which they had participated. Because teachers are already using the 

materials involved in the training (e.g., instructional materials from the respective reading 

series), there is already an inherent sense of usefulness and application of skills or knowledge 

learned from these types of professional development sessions. Teachers are learning more 

effective ways of using the materials they already have. This theme is also supported by the 

conceptual change model of professional development (Tillema & Imants, 1995). This model 

emphasizes a willingness to apply new strategies. Because teachers have noted that they evaluate 

the effectiveness of professional development based upon its usefulness and implementation, this 

suggests that teachers are willing to apply new strategies. This is especially true with regard to 

those professional development opportunities that teachers seek out for themselves (self-directed 

learning) rather than attend on a mandatory basis. 

One of the surprising results of the study was the emergence of what this researcher 

would term an emotional component (Assaf, 2006; Bomer, 2005; McCracken & McCracken, 
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2001; Neill, 2006). The responses that were of this nature came more from teachers rather than 

administrators. The responses centered on issues of fear and apprehension about the future.  

That is, participants were almost afraid to talk about the fact that they had sustained AYP 

because they didn't know what the subsequent state testing results would yield. They are aware 

that as the years pass, the bar is raised and a higher percentage of students are expected to 

perform in the proficient range. Some examples of statements that appeared to be more 

emotionally laden include: "It concerns me that a school that's been able to make AYP could one 

day be a school on the list of failing schools because the criteria get higher and the benchmarks 

get higher;” “ ...everyday when I go home, all I can seem to see is all the stuff that didn't get 

done and didn't get covered, all the things I had wanted to do or had planned to do and we never 

got there;" and finally, "The MAP test is very stressful. As a teacher, you are looked at as how 

high are your scores--they don't look at the gains you've made with individual students…they 

expect us to work miracles." There was also a bit of self-doubt in a few responses. Some of the 

teachers interviewed were uncertain if they would be making AYP in the coming year. This also 

led to a level of stress that some participants shared. The stress was associated with increased 

standards for which outside influences are not easily controlled. It also had participants 

wondering what the test is really measuring. Is it assessing reading and writing or is it measuring 

experience and how much a child has been exposed to in the world? 

Conclusions 
 

The current educational climate under NCLB emphasizes the need to bring "evidence  

based-progress" to reading instruction (Stanovich & Stanovich, 2003). According to Justice 

(2006), in order to accomplish this, educational professionals must adopt scientifically-based 

research to equalize reading disparities among students. After consideration of the data and their 
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findings, it seems reasonable to posit that professionals that are involved with reading 

instruction, whether they are classroom teachers, reading specialists or special education 

teachers, should adopt evidence-based practice in order to see student achievement in reading.  

Evidence-based practice is a relatively new term for educational professionals. Medical, 

allied health, psychology, speech-language pathology and related fields use the term evidence-

based practice (Gibbs, 2003). Gibbs (2003) defines evidence-based practice as  

placing the client's benefits first, whereby practitioners adopt a process of  
lifelong learning that involves continually posing specific questions of direct,  
practical importance to clients, searching objectively and efficiently for the  
current best evidence relative to each question and taking appropriate action  
guided by evidence (n.p.).  
 
Typically, educational professionals think of evidence-based as synonymous with 

research-based. Then they go on to tie that to the particular instructional program(s) that are in 

use in the district. It is apparent that evidence-based practice in reading instruction goes much 

deeper than simply having a research-based reading program. It takes three things to make up 

evidence-based practice in reading: (a) Research-validated programs and methodologies,  

(b) Teacher craft, and (c) Accountability with support (see Figure 1.1 on the following page). 

This conclusion is substantiated by The International Reading Association (IRA) (2002a), 

including its Position Statement on Evidence-Based Reading Instruction (IRA, 2002b). It also 

connects to the research of Flood and Anders (2005), particularly regarding teacher craft and 

accountability. These researchers maintain that solutions to address educational reform have 

largely ignored teachers and have focused more so on the curriculum. Flood and Anders (2005) 

also reinforce the issue of accountability with support. They note that policy makers and 

administrators have a responsibility for providing the context, opportunities and leadership 

necessary for teachers to do their best work.  
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Figure 1.1. Conceptual model of evidence-based practice. © Copyright  
Mitzi Brammer, 2007 

                 Evidence-Based Practice 

 

 
 
 

If one thinks about the items necessary for evidence-based practice in terms of Gibbs’  
 
(2003) definition, research-validated programs and methodologies could be compared to the  
 
searching for current best evidence to answer questions posed or address an issue. In the case of  
 
teaching, the issue is student outcomes in communication arts. Teacher craft could be compared  
 
to taking appropriate action guided by evidence. Finally, accountability with support could be 

compared to lifelong learning to benefit the client (in the case of education, the client is the 

student). Because teachers are accountable for ensuring that students become proficient in 

reading and writing, this behooves them to become a lifelong learner to continually improve their 

craft.  
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These items each make up the categories of themes of the data collected. It is not enough 

just to have a good program, a school must have competent teachers who reflect, collaborate and 

continue to improve their craft. In addition, the school must have accountability, high 

expectations and support to meet those expectations in the form of high quality professional 

development in its various forms evidenced in the data collected. 

Implications for Action 
 

This study had a number of implications for action. Based upon the study's findings,  
 
schools can and should be involved in ongoing conversations in both large and small groups  
 
about data. Conversation, dialogue and reflection are necessary not just to improve teacher craft.  
 
These items are needed as a vehicle to interpret data and plan for student success. Data should 

not be limited to state testing data or only standardized test data. In order for solid conclusions to 

be made, data need to come from a variety of sources including but not limited to informal 

reading inventories, benchmark assessments and curriculum-based measures. This implication is 

supported by the research of Petrides (2006) who stresses the importance of moving beyond test 

scores as the only indicator of student performance. She also notes that it is important for school 

leaders to not only look at data from a variety of sources, but also to determine meaningful 

patterns in the data. Ramirez and Carpenter (2005) caution against taking action based on limited 

data and analysis. These researchers deem the practice "professionally irresponsible" (p. 603). 

They add that school leaders have an ethical obligation to be thorough in the understanding of 

the performance data that is studied in schools.  

Teachers need ongoing inservice and instruction in interpreting data, as well. This 

connects with the research of Archer (2005) who reports results from a survey designed by the 

Education Week Research Center. The survey was conducted with superintendents from around 
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the country. One of the positive findings of the survey was that districts are building up their 

professional development so that their educators can better use student performance data to drive 

instruction. 

In addition, high accountability for schools, particularly those with a majority of students  
 
who are of low socio-economic status, must be in place. The teachers and administrators in all of  
 
the participating sites used terms such as "passion," "calling" and "consuming" to describe what  

it was like to teach in their building and how that played into ensuring student success for all. It 

is not enough to "show up" to work. In a time of high accountability, educators cannot fall back 

on poverty as an excuse. That having been said, supports for teachers must be in place. These 

supports come in the form of the (a) provision of resources, (b) time to discuss and reflect on 

practice, (c) professional development opportunities with follow-up, (d) time to observe master 

teachers and (e) coaching, to name a few. One does not have to be a Reading First school  

to have coaching and embedded professional development. However, it will behoove school 

administrators to become creative in their planning and programming for successful literacy 

initiatives. 

Finally, teachers need to be involved in decision-making for professional development. 

Top-down decisions alone will not move teachers to seek more skills and increased competency. 

Teachers need to be involved in collaborative, supportive settings where they can feel 

comfortable being coached. This will allow teachers to learn from each other to improve their 

craft and ultimately improve student achievement. 

Recommendations for Further Research 
 

The findings of this study provided a baseline for further investigation into professional 

development and student achievement in schools with a high percentage of students in poverty. 
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As the bar is raised for student performance expectations under NCLB, further studies could 

explore what, if any, changes in professional development are occurring in a more longitudinal 

case study. 

Only third grade teachers or those related service teachers who work with third grade 

students (or who had worked with third grade students between 1999 and 2004) were 

interviewed and included in the study. Other grade level teachers can also offer their insights into 

these issues. Further study could investigate how decisions are made by more teachers for 

professional development. It would be interesting to investigate whether their decisions are 

affected by the grade level they teach. 

The data of this study should not be generalized to all schools that have a high percentage 

of students on free and reduced lunch. However, participants' responses may resonate with those 

who work in similar educational environments. 

Any of the resulting themes that emerged from this investigation such as professional 

learning communities, data driven decisions, for example, could be more closely studied in the 

future. While it was not as significant a theme as others, the emotional aspect mentioned earlier 

as a surprising outcome from the data may bear further investigation. A possible research 

question could be whether individuals possess an emotional intelligence, just as they might 

possess naturalistic or spatial intelligence, for example (Gardner, 1983). 

The concept of coaching was prevalent throughout the current study. However, there 

remains little research on the effectiveness of literacy coaching, particularly at the secondary 

level. The current literature focuses more on implementation of coaching as opposed to outcomes 

of coaching. As far back as the 1980s, coaching was examined in terms of peer coaching and 
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building collegiality and cohesiveness among teachers (Joyce & Showers, 1988; Joyce, Murphy 

& Showers, 1989). Hall (2004) indicates Goodlad's appeal for more evaluative study of literacy  

coaching in her research, noting that it is hard to understand [literacy coaching's] value without 

ongoing studies and assessment. Further understanding of the contribution that literacy coaches 

can make at the elementary level would help pave the way for further research to investigate if 

similar student outcomes are evidenced utilizing coaching models in middle and high school 

settings. 

Finally, one of the areas that it was hoped that the data would more completely address  

was that of teacher attrition and retention (Dove, 2004; McCann, Johannessen, & Ricca, 2005; 

Sanders & Horn, 1998; Winans, 2005). This is true especially in light of the fact that School 2B 

had experienced significant teacher turnover in the past few years. Further study is needed to 

investigate these areas whether one would choose to study them in the context of professional 

development or not. Different interview questions would need to be considered to more fully 

answer research questions about teacher attrition and retention, however. 

Conclusion 

The objective of this research was twofold. First, to gain a more thorough understanding 

of the nature of decision-making on the part of administrators and third grade teachers in AYP 

schools related to professional development in communication arts. Second, to understand  

how administrators and teachers in AYP schools assess the effectiveness of professional 

development targeting communication arts. By providing descriptions of teachers' and 

administrators' professional development experiences through interviews and observations, this 

research has hopefully provided contextual elements that others can consider. In doing so, they 

can improve the quality of professional development endeavors specifically targeting 
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communication arts, address teacher attrition and retention, and finally, address the goal of 

helping all students become productive members of society. 
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ABSTRACT 
 
The objective of this article is to present initial efforts in implementation of Individualized 

Education Programs (IEP) for children with special needs in Serbia. Development of the IEP for 
each child who receives special education services is a regular practice in the USA and many 
Western European countries. On the contrary, developing of the IEP’s is neither legally sanctioned 
nor commonly accepted in Serbian educational system.  

By the reform of the curricula at the Faculty of Special Education and Rehabilitation in 
Belgrade, as the only academic institution in Serbia that in a systematic way deals with the 
education and rehabilitation of disabled persons, special courses are predicted, in which, the special 
educators will be trained for participation in all the phases of creation of the Individualized 
Education Programs. However, the experts from practice educated many years, or even decades, 
ago, are not familiar with the methodology of creating of the IEP, neither with the basic purpose of 
implementation of these programs. 

That is why we made a project proposal “Implementation of the IEP” and sent it to the Open 
Society Institute in order to get financial support for education of both, parents and professionals, 
on the basic principles and techniques of creating the IEP. 

Apart from the preparatory period the project will be realized in the following phases: public 
lectures, training sessions, writing IEP, consultancy and final independent evaluation. 

 
 
Key words: Individualized education program, disability, kindergarten 
 
INTRODUCTION 
 

Children with special needs in Serbia are mainly educated in so called special schools, 
whereas a smaller number of these children are in the inclusive system of education. For the 
children in the special schools, special curriculum is applied, whereas the children with special 
needs in regular schools are educated according to the regular curriculum. In both cases, the 
curriculum is made according to an average, basically non-existing child, so it’s impossible to 
implement it in practice. Because of that, special educators or experts from practice often adapt 
regular or special curricula in order to adapt them to the specific characteristics of a child with 
disability. However, there’s no established system by which the adaptation of the curricula is 
implemented, neither are the teachers in regular and special schools in an adequate way familiar 
with the techniques of the adaptation of the curricula. Apart from that, parents of the children with 
special needs are mostly not included in the process of adaptation, by which their rights are directly 
violated. A possible solution of this problem we see in creating the Individualized Education 
Programs, which is a regular practice in the USA and many developed European countries. 
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CONTEMPORARY STATUS OF TEACHING CHILDREN WITH SPECIAL NEEDS IN 
SERBIA 
 

In Serbia, the educational work with children before they go to school is based on two, 
mainly independent programs. One program is for the children without developmental disabilities 
who attend regular groups, whereas the other program is meant for the children from so called 
developing or special groups. The curriculum in both cases is made by the Ministry of Education of 
Republic of Serbia, and their realization is compulsory for all the pre school institutions in the area 
of Serbia.  

The curriculum for typical children  

The contemporary pre school institution has a task to provide children with a favorable social 
and material environment with all the needs, conditions and incentives for a development of rich, 
various and activities that make sense, which they can be devoted to, using their total potentials for 
a development of the abilities. It is considered that the children should be enabled to play, even in 
that age, in a practical, constructive and creative way, to communicate and cooperate with their 
peers and adults within the institution and out of it. The institution should be the environment where 
every child feels safe and accepted so he/she can safely and relatively independently explore the 
world around him/her, getting positive experiences that he/she will express through an inclination 
and capability to participate actively in life and work of the community of the children and teachers, 
represented by the educational group. This general activating of a child, and in particular it’s 
preparing for both independent and joint acting, as well as for the social life, is the most important 
pedagogic function of the pre school institution.  

The work in kindergartens and nursery schools is done according to The general bases of the 
pre school program, brought by the National Educational Council (NEC, 2006). At the same time, 
in order to adjust it with the conditions in which each pre school institution acts, as well as its 
needs, possibilities and interests of the particular children, each pre school institution makes its own 
pre school curriculum, based on the General bases of the pre school program. 

Respecting the characteristics of the children’s age, as well as the need to make a continuity 
between the pre school institution and the school, The general bases of the pre school program is 
divided into three connected parts: The bases of the program of care and bringing up the children 
aged from 6 months to three years, The bases of the program of bringing up and education of the 
children aged 3 years up to their inclusion into the program of preparation for school and 
Preparatory pre school program. 

Nurses – teachers that realize the program of care and bringing up, as well as the teacher who 
bring up and educate children from the age of three up to their going to school, make programs, 
plans and track the results of their work starting from the pre school curriculum made by the 
institution they work in, but also the segment of The general basis of the pre school program 
regarding the age of children in their group. These curriculums should be the starting points for 
their creative development and adaptation to each child they work with. At the same time, they 
contain the criteria according to which it’s possible to evaluate the work of the teacher providing 
him with getting necessary experience and professional development.  

For the youngest children, up to the age of three, the programs of care were developed into the 
following areas: care, development of socio-emotional relationships, playing, motoric activities, 
sensory-perceptive activities, musical and rhythmical activities, intellectual activities, lingual 
activities. For the children older than two years, the program includes, apart from the stated ones, 
graphical-artistic activities, as well as dramatization.  

For the children who turned three years up to five and a half years and the children who attend 
the pre school program that will prepare them for school, two models of pre school education were 
meant. There have been implemented for the last ten years in Republic of Serbia and are known as 
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“A MODEL” and “B MODEL”. These models are kept and updated, having in mind the 
compulsory inclusion of children in the pre school program a year before starting with school.  

A difference can be seen between the models, since the “A MODEL” gravitates toward an 
open system of education and action development of the program depending on the interests of the 
children, and the “B MODEL” has the characteristics of a cognitive-developing program and 
developed educational and bringing up goals, duties of the teachers and the types of activities 
among which the teacher can choose and develop them depending on the needs, possibilities and 
interests of children. Both models are equally implemented and combined in practice, and 
individuals and institutions individually choose among them.  

The general bases of the program represent the essential core developed to the level that 
enables an adjustment to the entire diversity of the program models that appear in different types of 
institutions and programs (whole day and half day one; national and the ones in the languages of the 
ethnic communities; additional ones; reduced ones; appropriate and temporary ones; recreational 
and artistic ones; temporary ones; adapted to the work with specific populations ones; experimental 
ones and so on). 

Also, The general bases of the pre school program enable, in the process of programming, 
adaptation to various work styles of the teachers, as well as to their individual needs, possibilities 
and interests. The fact that there are big differences among children in this respect is taken into 
account, because of what the program goals are achieved in the level in which it’s possible for each 
child, accepting the fact that children are different in speed and the level of development. 

Based on the General bases of the pre school program, the pre school institution makes its 
own operational and specialized programs, depending on the population it has. 

So, it can be concluded that the programs of the pre school institutions are flexible enough, so 
they enable a significant adapting of the demands, goals of work, the methods and approach to the 
children with special educational needs. Creating new educational programs fits entirely well into 
this way established concept of pre school education. However, since the law doesn’t predict the 
obligation of making the IEP, they’re made just in individual cases. 

 
Special curriculums for children with intellectual disabilities 
 
 Special pre school programs for the children with intellectual disabilities were made in the 
eighties of the twentieth century. This program included following areas of instructional work: 
 

• Sensorimotor and psychomotor development 
• Speech and language development 
• Correctional work in speech and language provided by speech pathologists 
• Self-care, safety, health education 
• Recognition of natural and social environment 
• Elementary mathematical concepts 
• Practical activities 
• Music education 
• Art and 
• Physical education 

 
 Within each area, the work is divided into three development levels depending on the 
abilities of each child individually (Council for Education of the Republic of Serbia, 1983). In 
practice, however, what often happened was to group children according to the chronological and 
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not the mental age. It was also shown that the demands of the program were too ambitious and 
meant for the children with somewhat milder disturbances in development. The special programs 
are particularly inadequate for the children with pervasive developmental disorders and the children 
with multiple disturbances. So the experts from practice mainly made a quiet boycott of these 
programs and instead they began to adapt the regular programs to the individual characteristics of 
the children they worked with. However, the individual programs were informal and not precise 
enough. Sometimes it happened that a special educator led double evidence: one that implied the 
real condition of a child and the possibilities of its work, and the other that satisfied the demands of 
the educational authorities. 
 
PROJECT PROPOSAL 
 

Being acquainted with all major shortcomings of the present situation we decided to start the 
project “Implementation of the IEP” in order to educate potential team members how to write and 
implement individualized education programs. Following the contemporary tendencies in pre-
school education and rehabilitation of the children with special needs, special educators and 
psychologists have already organized inclusive education for pre school children with special 
educational needs, without real knowledge on IEP’s. That is why we have tried to bridge the gap 
between practitioners and scholars in their understanding of the necessities of the IEP’s. 
 
Overall goal and objectives of the project 

 
The global goal of this project is getting experts (special educators, teachers, psychologists) 

and parents, familiar with the basic principles and techniques of creating the IEP. The particular 
goals of the project are: getting local community familiar with the new approach to the work with 
disabled children, getting parents and experts familiar with the basic purpose of the IEP, training of 
the expert team to create the IEP, modify and evaluate it.  

 
Anticipated results 
 

We anticipate that IEP team will be established at one kindergarten and all its members will 
be able to take part in development of Individualized Education Programs. IEP team could continue 
with a practice of writing IEP's once the Project came to an end.  
 Main target groups would be: special educators, psychologists, pre-school teaching 
assistants, parents and other members of IEP team; children with special needs; manager of the 
kindergarten and local government (department for education).  

 
Timeline, methodology and phases of the Project 

 
The project would start on February 2008. All flyers, posters and handouts should be printed 

no later than March the 1st. Advertisement campaign should also be run in preparatory period using 
local media, publishing notes in local newspapers, posting information on the Project on websites 
directed to individuals with disabilities etc.  

Public lecture on IEP will be held at the beginning of March and soon after that project 
participants will start with training sessions. These sessions are directed to special educators, 
psychologists, pre-school teaching assistants and parents of children with special needs. Each 
session will last approximately five hours and there will be four sessions (three on March and one 
on April).  

In the course of writing IEP, April trough June 2008, whole procedure will be supervised 
twice per month. In the same time, an expert for severe intellectual disability will provide 
consultation service to the target groups who deal with severe and profound intellectual disability. 
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Final independent evaluation will be carried out on July. 
Timeline and phases of the Project are presented in Table 1. 
 

Table 1 – Time line and phases of the Project 
 

1       
2       
3       

3.1.       
3.2.       
3.3.       

4       
5       
6       

Months February March April May June July 
 
Legend: 
1 – Preparation 
2 – Public lecture 
3 – Training sessions: 

3.1. – How to determine present level of performances? 
3.2. – How to write measurable goals and objectives? 
3.3. – How to specify a statement of need for special education and other services? 

4 – Writing IEP 
5 – Consultancy 
6 – Final independent evaluation 

 
CONCLUSION 
 
 Implementation of the IEP’s in Serbia has not yet been mandatory. However, we have 
proposed the project in order to teach potential team members how to write and implement IEP’s. 
Thus, we tried to regulate unregulated practice in a domain of planning special education support 
for the children with special needs. 
 The criticisms on IEP’s are often centered about required contents and/or processes in 
developing of the IEP’s. Burns (2006) argued that most frequently mentioned criticisms are related 
to: disconnection between the IEP and other aspects of special education process; lack of data-based 
information; unrelatedness between goals and present level of academic achievement; insufficiency 
of coherent structure; confusing services and placement etc. Having in mind these and many other, 
frequently occurred errors, we would try to use practical experience of other countries as our 
comparative advantage.  
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Abstract 

 What is the best approach to scaffolding graduate students to higher knowledge and a 

heightened awareness of their own pedagogy?  This article addresses that key educational 

question by investigating and depicting one atypical scenario, a collaborative model between a 

university graduate Remedial Reading class and a local adult literacy coalition. The purpose of 

this study was to examine the phenomena of significant learning gains that occurred for the 

graduate students. The co-researchers utilized hybrid discourse and grounded theory in order to 

gain a new perspective on a familiar situation, the learning process that occurs within a 

university classroom. The educational implications are: 1) adult education systems clearly need 

and benefit from the support of local university literacy departments and 2) graduate students 

reap great cognitive, pedagogical, and cultural learning gains due to the rigors of working outside 

of their comfort zone, delving into reflective practice, and having a support system.  
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 The graduate students filled the classroom; some excited to learn more to meet the needs 

of their students, others anxious to complete a course requirement toward graduation. Regardless 

of motivation, all were to leave with the skills of reflective practitioners, only after weaving 

through a semester of learning and, for most, growth from the uneasiness of stepping into 

uncharted territory. These students would be asked to do something new this semester, transfer 

knowledge of K-12 instruction to work with adult literacy learners. Amazingly, this group of 

experienced educators, those who had been so successful with younger students, was 

apprehensive about the adequacy of their abilities in reaching adults.  

Purpose 

 The purpose of this article is to delineate the process and results of a collaborative model 

between a university graduate Remedial Reading class and a local literacy coalition. The authors, 

a professor and two graduate students, will also depict how they bridged the gap between 

academic and practitioner research (Zigo, 2001; Huberman, 1999) by utilizing hybrid discourse 

(Gallas, 2001).  The traditional method of research often separates academia from the 

practitioners, with the professor observing, gathering and analyzing data, and writing the report 

about the practitioner(s). This study purposefully chose to unite the two educational experts by 

considering all parties equal researchers.  The methodology section will clearly disseminate the 

elaborate hybrid discourse that occurred between the co-researchers as they went through the 

cyclical process of analyzing, coding, and reflecting upon the data.  While the project itself was 

created to share the importance of collaboration between a university and graduate students, the 

research process also unfolded another important point; academia and practitioners can, and 

should, work together because the two viewpoints bring a wider perspective to the research 

project.  In essence, this project melded the minds of both fields.   
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Setting the Stage:  The Professor’s Voice 

 The project was designed by the instructor of the course and was intended to broaden the 

thinking of the graduate students about literacy learning and remediation. The goal was to 

empower teachers to create their own learning through an effective teacher education model.  

 While preparing for my first semester as a tenure-track professor I faced the task of 

creating the syllabus for the graduate Remedial Reading course. My mind was racing back to my 

own graduate work; ‘What did I learn from my professors and when was the learning most 

optimal?’ Understanding the importance of standards-based instruction, I wrote the following 

five objectives down under the heading “How can I meet the needs of all my graduate 

students?”: 1) Research and evaluate causes of reading difficulties, including neurological, 

psycho-emotional, social/cultural, environmental, and educational explanations, 2) Critique 

literature related to specific disabilities in reading, 3) Research and identify assessment 

techniques used to appraise corrective readers, 4) Research and evaluate various materials and 

strategies used to remediate corrective readers, and  5) Research and evaluate the role of the 

teacher who works with corrective readers. The more I reflected on the task before me I realized 

that differentiating instruction for graduate students is a difficult endeavor. I thought about what 

I learned during my graduate Remedial Reading course. I had tutored a child in my classroom 

and learned that one-to-one work helped him progress, but I remembered thinking ‘this isn’t 

much different from what I do everyday, just a smaller setting’. Then my thoughts turned to 

Angie (all names are pseudonyms), my sweet, smart, successful, and terrified financial advisor, 

who I have been tutoring since she secretly divulged the fact that she is, and always has been, a 

struggling reader.  It was my work with Angie, the reflective process concerning my previous 
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professors, and the course standards that brought about the structure of this study: Meeting the 

Literacy Needs of Adult Learners Through a Community-University Partnership. 

Collaboration with Community Literacy Coalition 

 My work with Angie was both challenging and rewarding. I was discovering that I could 

use the same assessment and remediation tools that I used with children but with modifications. I 

contacted our local literacy coalition in order to ascertain their literacy needs and inquire about 

my class working within their system. I assured them that bringing in highly trained tutors would 

be advantageous to the resource center as well as the tutee. The literacy coalition responded in a 

positive and supportive manner. The program coordinator indicated that their adult literacy 

program always had more tutees than tutors, which often resulted in the adults receiving 

instruction in a whole-class setting. The coordinator liked the idea of trained teachers tutoring the 

adults and was eager to implement the university-community partnership. However, she did have 

two areas of concern: 1) the graduate students would be tutoring for about five months and the 

local libraries would only accept tutors who were willing to commit to an entire year, and 2) the 

graduate students and I must attend an all day tutor training seminar. Both areas of concern were 

resolved. I agreed to the training seminar and adjusted the course syllabus to compensate for the 

all day Saturday event, and the coordinator contacted smaller ‘host’ sites (churches and schools) 

and received permission for our graduate students to tutor for the indicated time frame.  

The Graduate Remedial Reading Course 

 My two goals for this course were to meet the needs of my graduate students by placing 

them in their Zone of Proximal Development (Vygotsky, 1962) and to create an atmosphere that 

fosters and exhibits the process of reflection impacting practice (Schon, 1983). Vygotsky’s 

explanation of an optimal learning environment and Schon’s delineation of the impact of 
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becoming a reflective practitioner guided my practice. The class began its journey toward a 

heightened understanding of the remedial reading process by reading and discussing the book, 

Other People’s Words: The Cycle of Low Literacy (Purcell-Gates, 1995). This book chronicles 

the story of Dr. Purcell-Gates as she tutors a mother and a son in a low socioeconomic area. As 

the students discussed the struggles and gains the professor and tutee were encountering, they 

were also preparing for their up-and-coming adult tutoring sessions.  

 The book was completed in three class sessions and the class met for an all-day tutor 

training session required by the local literacy coalition. Throughout the training the graduate 

students expressed concern regarding the regimented workbook style and direct instruction of 

reading verbatim from the tutor’s manual presented at the coalition training. The trainer indicated 

that the program usually recruits retired individuals who do not have any teacher training and 

therefore find the regimented workbooks as a support met with gratitude. The trainer also 

indicated that the graduate students could deviate from the workbooks. The class was relieved 

and anticipated meeting their tutees.  

 Each student was responsible for at least 10 hours of tutoring, a tutoring log, a diagnostic 

report, and an in-class presentation. While the tutoring sessions were in progress, the first hour 

and a half of the in-class discussions became an opportunity to discuss the tutoring process and 

seek the advice of each other with the second hour and a half designated to discussing the second 

textbook, Overcoming Dyslexia: A New and Complete Science-Based Program for Reading 

Problems at Any Level (Shaywitz , 2003). This book was chosen in order to heighten the 

graduate students’ understanding of a highly misunderstood and often shunned area of remedial 

reading, Dyslexia. The students devoured the pages of this text and brought in current research 
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articles concerning brain research and other pertinent areas. Collectively the text, application 

thereof, and on-going class discussion supported the collaborative learning project. 

The Collaborative Model:  Co-Researchers Exploring the Fusion of University and 

Community 

 The large amount of new pedagogical learning and high level of success that occurred 

with the tutees spurred this research endeavor.  The co-researchers began this study by asking the 

following questions: “Why did the learning occur? Did the same level of learning occur for 

everyone?  Were there circumstances that heightened and/or reduced the level of learning for 

students and tutees?”  The authors decided to use a naturalistic approach and qualitative methods 

to decipher the accumulated data.  

Research Design 

Participants 

 Fifteen students attended the first class session, two students told the professor they were 

dropping because they would be tutoring adults. All thirteen remaining students were women 

ranging in ages from the early twenties to the early fifties. Every graduate student was employed 

in the local educational system. Eleven of the students were seeking a Reading Endorsement 

and/or a Masters Degree in Reading, one was taking the course as an elective toward a Masters 

Degree in Curriculum and Instruction, and one student was in the Special Education doctoral 

program and chose to take this course as an elective.   

 The twelve tutees ranged from the ages of twenty-three to fifty-one. Eleven of the tutees 

were English Language Learners (ELLs) and one spoke native English.  The professions 

represented by the tutees included: physical therapist, landscaper, nanny, maintenance personnel, 
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cook, and other service industry jobs. Their reasons for seeking help included wanting to pass the 

GED, to advance within their profession, and to become more fluent in the English language.   

Methods 

 The co-researchers embarked on this phenomenological study by first embracing the 

ontological assumption that knowledge is a human construct that is generated within social 

contexts. The study set out to understand the ‘phenomena’ that occurred between tutor and tutee 

and the graduate students and the professor.  The co-researchers, having many experiences in the 

graduate classroom, wanted to explore and better comprehend why this classroom experience 

yielded such cognitive growth.   

 The co-researchers chose to use grounded theory (Glaser & Strauss, 1967; Strauss & 

Corbin, 1998) as their method of analysis in order to gain a new perspective on a familiar 

situation; the learning process that occurs within a university classroom. The common thread 

throughout the data analysis was to legitimize the knowledge that was embedded or ‘grounded’ 

in the idiosyncrasies of the tutoring and classroom experiences. The researchers embraced the 

notion that grounded theory evolves depending on one’s perspective, in essence, their current 

reality. In order to ensure the data were interpreted without being skewed by researcher bias, the 

following analysis techniques were employed: triangulation, internal member checks, two tiered 

coding, constant comparative analysis, and ongoing memoing.  

 Triangulation. 

 To increase the validity of the study each member of the research team was assigned 

material to read independently. The team members determined that they would individually look 

for patterns and trends noticed throughout the data, then report the findings to one another. The 

three researchers then combined the information gathered and analyzed any trends or patterns 
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that overlapped in their thinking. The organizational system and hybrid discourse process 

allowed for the research process and outcomes to be viewed from different angles because each 

researcher was looking at the data through their own lens (Goodnough, 2004). The professor was 

careful not to bias the graduate students’ thinking by keeping assessment and assignment 

feedback separate from the original data. The data were gathered over a sixteen week period as 

students worked through the remediation coursework. The sources of data collection and 

methods included the following: 

1.  Tutor logs. Each student in the remediation class was required to prepare a lesson plan log for 

each session with their tutee. The lesson plans included what objectives were to be met with the 

tutee, the activities presented, and a reflection of the session. The logs were then analyzed to 

determine patterns and trends with the rest of their graduate student peers.   

2.  Graduate student research reports. Each student in the class provided a report that 

encompassed the outcomes of their work with their tutee, including the research that supported 

their instructional decisions. Reflections on the outcomes were also included in the reports that 

helped the researchers determine factors of positive or negative tutoring outcomes. These reports 

were also studied by the researchers independently for reoccurring themes.   

3.  Graduate student reading response journals. Each student in the class was required to interact 

with the course texts by keeping track of their questions, thoughts, reactions, connections, and 

visual representations in a reading log. The students referred to these logs during in-class 

discussions. 

4.  Final Exam. Every student was required to take a final exam involving two scenarios in 

which students must analyze the whole situation and make decisions regarding the tutee’s needs and 

strengths. Students had to provide specific recommendations for the tutee and support their choice with 
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theory and/or research. The exam also included specific questions regarding various assessment and 

intervention tools. 

 Internal Member Checks and Two-tiered Coding. 

 The co-researchers also employed the use of member checks and hybrid discourse to 

heighten the validity of this study. The data were randomly separated into three piles. The job of 

each researcher was to analyze the data through open coding methods (first tier). After 

independently analyzing the data, the authors met and shared their findings. Each author listed 

the patterns she observed while the others added their findings. The end result was a list of 

fourteen open-ended concepts, nine of which were identified by all three researchers: 

1. Motivated tutees 

2. Ethnocentric behaviors-American Link 

3. Reflective practice 

4. Talking about but not naming ESOL strategies 

5. Assessment in planning instruction     

6. Tutor’s knowledge       

7. Collaboration  

8. Pride 

9. Plan 

The researchers then utilized axial coding to generate main categories and subcategories. The 

multiple sources of data collection, coupled with multiple researchers, allow this study to view 

the same phenomenon from different viewpoints. Both forms of triangulation add validity to this 

study by allowing the researchers to engage in constant comparative analysis of both the data 

sources and the researcher’s thoughts and observations. 
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 The memo writing aspect became a critical part of the analysis process because it allowed 

the individual researcher to become aware of her emerging theories and to cross check those 

theories with her co-researchers. It was exciting to see common threads emerging from three 

different educators’ perspective of the data! 

 Constant Comparison and Memoing. 

 The researchers then went back to the raw data and identified the incidents that led to one 

of the nine patterns noted above. After comparing incidents, the researchers narrowed the nine 

patterns into three conceptual categories: 1)Assess and Plan, 2) Reflection, and 3)Tutor 

Knowledge. The next tier of the coding was to return to the raw data and color code it according 

to one of the three categories. After the data were color-coded, each researcher typed the tutor 

and tutee statements verbatim under the appropriate heading (assess/plan, reflection, or tutor 

knowledge). The researchers’ on-going reflections and theories (memoing comments) were also 

recorded by typing them in italics directly under the related data.  

 The next phase was to combine all of the researchers’ data and memoing comments. 

These combined thoughts became the metaphorical brush that painted the picture of the 

emerging phenomena. The researchers discovered the individual memoing process allowed them 

to form tentative theories, but viewing the memoing process of the collective group brought forth 

a confidence in the theories that led to this study’s results and implications. In other words, the 

comparison and memoing process allowed us to confirm our theories by honoring the individual 

meaning of the data while bringing a conceptual perspective to the situational and individual 

experience. 

Findings 

Asses and Plan: A cyclical process 
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 The cyclical process of assess and plan permeated the tutor’s lessons. Constant 

assessment and planning ‘on the run’ were the common threads interwoven into the majority of 

the graduate students’ lesson plans.  

 Too often educators rely on formalized tests to demonstrate academic growth. The 

graduate students in this study deviated from this trend by demonstrating their constant reliance 

on informal and formal assessments to determine the tutee’s understanding of a concept or 

strategy and then appropriately plan. The following is a list of quotes, taken directly from the 

data, that depict the impact of the constant assess and planning process. The list is a mere sample 

of the over 187 quotes taken from the data. 

• Mary Ann needs to spend time working through the word. She would benefit from 

making words. 

• I noticed she had a difficult time with words that had distinct patterns (word family, 

phonograms), for example: aw, ight. I did a mini-lesson on word families, by changing 

the beginning sound to say, make, and write several words. 

• She always has an excuse why she didn’t read the book. To conquer this situation, next 

session we will spend our time reading the book together and less activities. 

• She demonstrates a significant phonological weakness, which affects her ability to 

decode words. She struggles with segmenting letter sounds past the first initial consonant. 

She excessively relies upon visual cueing when reading and does not acknowledge 

interior vowels and word endings. Mary Ann demonstrates extreme difficulty with the 

different vowel sounds, even with the simplest level of short and long sounds. Mary Ann 

is insensitive to rhyme. Sight word recognition is not automatic for Mary Ann. 
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• He knows how to pronounce ‘night’ but if ‘nightmare’ is there he gets confused. That is 

why we are working on building the words. 

• Mirtha was a good student-she used visualization and predictions as she read-she applied 

many of the strategies we discussed about “what good readers do”. 

• I noted a copy of the National Enquirer on her coffee table. Bring in a recent copy to use 

as a story starter. 

These quotes clearly depict the graduate students using body language, formal assessments, 

informal assessments, and information from their surroundings to learn about their tutee and 

prepare a plan for remediation and support. 

Reflection: Becoming Aware of our Inner Thoughts 

 The memoing and constant comparison process allowed the researchers to discover three 

reoccurring themes that were interwoven throughout the graduate students’ reflections: 1) 

Current adult education programs are in need of assistance, 2) The lessons were planned and 

implemented by following the lead of the tutee, and 3) The work with adults forced the graduate 

students to work outside of their comfort zone which resulted in the graduate students beginning 

the semester feeling scared and incompetent and ending with a greater confidence in their 

literacy and cultural diversity knowledge.  

Adult Education Programs 

 In order to allow the graduate students to work in an adult education program close to 

their home, six different adult education centers were used. Although each adult education 

program had its own coordinator, instructional materials, and geographical setting; the graduate 

students’ reflections consistently depicted two major concerns regarding the current makeup of 
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adult education; the overuse of worksheets and its lack of differentiated instruction to meet the 

adult learners’ needs.   

 Worksheet dependence. 

 The graduate students repeatedly expressed their concern about the overuse of 

worksheets. The following is a random sampling of those reflections: 

• Fernand seems enthusiastic to be here and reap some benefits. He has done many 

worksheets on passage reading with some basic level 1 questions, and retelling the story 

by numbering visuals. Worksheets on grammar and past/present tense and writing the 

Creole translation to visuals. Lots and lots of worksheets, probably 60-70. Practice and 

repetition seemed to have a large role in these volunteer reading programs.  

• There seemed to be a great deal of worksheets in the folder that did not appear to lead to 

the establishment of any particular reading skill. 

• It’s amazing in the time Fernand has been here how many worksheets he has filled out.  I 

have to snicker at this kind of practice. Even though I believe in repetition and practice I 

thought this was a little too much.  

 Lack of differentiated instruction. 

 The second area of concern, lack of differentiated instruction, was described through the 

graduate students’ reflections of the setting, instructional tools, and the tutee’s lack of response 

to their previous tutoring experience. The graduate students commented on the large student to 

teacher ratio and the often “silent” working conditions. They described work settings in which 

adult learners spent their time filling out worksheets and working on computers. One graduate 

student was asked to work in another room because her book introduction became too animated. 

That graduate student spent a great deal of time reflecting on the importance of language and 
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discussion in the literacy process, especially among adult learners who are often learning a new 

language. The graduate students also referred to the setting as being sterile, with tutors and tutees 

going through the motions of worksheets. One student states, “Some of these students are not 

getting individualized help.  I really think that these adults would benefit from that. They are all 

doing the same work at the same time. Not every student needs help with the same concept.”  

 Other reflections questioned the test results and instructional approaches. The doctoral 

student in the class wrote:  

 The article by Santopietro and Peyton (1991, p. 2) cited a study that found that “factors 

 related to learner attrition in adult literacy programs include inappropriate placement and 

 instructional materials and approaches that are not relevant to the learners’ needs and 

 lives”. I felt this the first day I reviewed Carina’s file.  She was assessed as functioning 

 at a reading Level 1; however, she possessed many splinter skills. I felt the assessment 

 did not provide an accurate view of her strengths and weaknesses. The assessment 

 analyzed her knowledge of English usage more than her reading skills.   

Another graduate student expressed her frustration by writing, “Mirtha’s desires and goals were 

not understood by the adult education system. I feel her voice was not heard. I felt that her 

instruction at the center was absurd and not at all appropriately matched to her goals and 

abilities.” Many graduate students’ reflections and in-class discussions depicted the adult 

learners as being ‘invisible’ in a sea full of needy adult learners. 

 The tutee’s lack of response to their previous work resulted in the graduate students 

worrying about leaving them. One student writes, “I would have thought that he could write 

more, being here 4 years and coming to the Center (pseudonym) for 3 of them. I worry that after 

I leave he will slip back through the cracks. In the Center I did not notice a lot of one on one 
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instruction with students.”  This student is not alone, every graduate student reflected on their 

worry about ‘abandoning’ their tutee to the adult education program. The following quote depicts 

this worry and how one graduate student tried to compensate for leaving the tutee, “I worry 

about her when I leave. Will she continue without me if she doesn’t like the methods of her 

tutor? I have tried to incorporate self study techniques so she can continue regardless of what 

happens next. I feel incredibly obligated to her but I can’t continue without stressing myself out.  

This has been an enormous time and emotional commitment. I feel like I am deserting her.” 

 Adult education centers are not committing a grievous crime; they are trying to help a 

large population of adults with a small pool of resources. The majority of their volunteers come 

from the retired population who want to give something back or simply need to get out of the 

house. The researchers’ question is this, “Would you want a volunteer working with your 

struggling readers or a highly trained educator?” In a perfect world adult education centers 

become housed with highly qualified educators who not only work with tutees but also with the 

professional development of volunteers. There is a bigger pool of volunteers available, they are 

the graduate students in every university and school setting in America!  There is wisdom in the 

words of one graduate student, “When we have educated teachers in the (adult) classroom, we 

will have educated parents.” 

Following the Lead of the Tutee 

 I know Mirtha is smart, but I can’t believe how many words there are in the English 

 language! It seems almost impossible to help her know them all. I realize that she needs 

 to read-remember what Shaywitz tells us about reading text being the surest way to 

 encounter new words-that having conversations doesn’t even put a dent in it. I really 

 think that’s the key for Mirtha! She has read English minimally since she arrived-she 
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 reads Spanish mostly-just the little bits we’ve read together have caused her to encounter 

 several new words-which she inquired about-and now knows. THIS is what she needs!  

 To read in English with someone available to explain words to her. 

 The graduate students’ journals contained a plethora of reflections that clearly 

demonstrated their desire and trained response to continually learn about their tutee and then 

adjust their lesson plans and/or thinking processes. Many of the reflections, like the one above, 

involved the tutee’s current needs and the thought process behind determining those needs.  

Another area of reflections delineated the graduate students’ elation over perceived academic 

gains. 

• She remembered the strategy I taught her from the week before, reading all choices 

before making a decision (progress!). 

• He felt a little awkward being read to- “No one has ever read me a story before.” When I 

asked if he liked it, he said, “Yes, it sounds nice.” 

• It was the first time I heard him belly laugh! I believe he’s getting it! 

• He is beginning to see how our alphabetic system works! He is discovering letter-sound 

relationships and how to look for patterns in words. 

This sampling of quotes allows the reader to better understand the thinking and action processes 

that took place before, during, and after the tutoring sessions. The reflections also clearly portray 

the graduate students employing the pedagogically sound practice of on-going differentiated 

instruction. 

Working Outside the Comfort Zone 

 For just a moment, reflect on a time you experienced an epiphany, a real paradigm shift 

in your thinking process. In most cases the greatest of life’s lessons and rewards are achieved 
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through hard work and a support system. Lance Armstrong, Muhammed Ali, and Michael Jordan 

have all become symbols of “accomplishing great tasks through hard work and great mentors.” 

The graduate students’ reflections demonstrated that they experienced new educational insight 

due to having to work outside of their comfort zone and having the support of each other and the 

writings of great educators and researchers.   

 From fear to confidence. 

 “This session was scary; Wow. I’m exhausted. I’m not sure what I have gotten myself 

into; This is going to be a challenge for both of us! I’m definitely out of my comfort zone! I’ve 

never tutored an adult nor have I ever tutored someone starting out so low. I can’t wait to get 

started!!!” These statements, and dozens of similar ones, permeated the graduate students’ 

journal entries at the onset of the tutoring sessions. These highly trained teachers expressed fear 

of failure and the discomfort of working under new circumstances. 

 About halfway through the semester the graduate students’ reflections changed from 

feelings of fear and exhaustion to exhaustion and elation at the learning they are providing and 

receiving! The following two statements are a sample of the graduate students’ increase in 

confidence. “This adult tutoring experience forced me to work outside my comfort zone. Once I 

assessed Ali’s literacy needs and formulated a plan for remediation, my confidence as a tutor 

started to take shape. The abundance of theoretical support was reinforcing!” and,  “When I was 

assigned this particular project, teaching an adult to read, I questioned my ability as a reading 

teacher. I found out the answers to all these questions and more when I met my tutee and entered 

into a new dimension in the field of teaching reading.” These highly trained teachers, who were 

complaining about the growing pains associated with the new learning environment, now began 

to write about the joys of learning and making a significant difference in the lives of other adults. 
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Increased cultural awareness. 

 The graduate students’ reflections also depicted their new insight regarding cultural 

awareness and English Language Learners’ specific needs. They specifically wrote about the 

language barrier challenges and their own language biases that they were unaware of. The 

following  two quotes are a good sample of the graduate students’ feelings: “Manuel has given 

me a gift that I had not expected. He has shown me that things I believed about myself were not 

true; I have had to examine many of my own subconscious beliefs. I see our community much 

differently because of this experience.” and, “My enlightenment about ELLs and adult learners 

has been invaluable. I have gained a whole new realization of our culture as Americans while 

foreigners try to assimilate into our world.” 

Tutor Knowledge 

 The graduate students’ reliance on previous training and background knowledge was the 

common thread interwoven throughout the graduate students’ journal notes, lesson plans, and 

classroom presentations. The classroom consisted of a speech pathologist, several primary and 

upper-elementary teachers, a middle school intensive reading teacher, two high school intensive 

reading teachers, and one elementary reading teacher. Throughout the semester the graduate 

students referred to and relied on their specific areas of strength in planning and reflecting on 

lessons and offering assistance during classroom discussions. For example, the speech 

pathologist used an auditory trainer with her tutee and taught the class about auditory 

bombardment. She stated, “Auditory bombardment is used with children who have a 

phonological disorder. Simply speaking, their speech is unintelligible and they have difficulty 

imitating the appropriate phonemes.” Many of the graduate students began to use the auditory 

trainer to assist their ELLs in acquiring new English sounds. 
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 Another example is the Wilson and Reading Recovery trained teachers. These teachers 

consistently brought examples from their programs to class and included parts of the program in 

their tutoring sessions. The primary teachers brought their knowledge of teaching phonemic 

awareness and phonics and other common primary methods and the upper-elementary teachers 

shared vocabulary enrichment ideas.   

 The contrasting effect also occurred, the graduate students with only a few years of 

teaching and limited training continually relied on the class to help them plan and assess their 

tutees. Specifically, two graduate students had previously taught Art. Their program was cut and, 

due to contractual obligations, the local school district moved them into high school intensive 

reading positions. This new role required them to receive a state reading endorsement. Both 

graduate students worked diligently to assist their tutees, elicit help from their colleagues, and 

spend extra time working with the Professor. These graduate students wrote about feeling 

overwhelmed and inadequate. More importantly, their lesson plans did not demonstrate a 

consistent tutoring program, rather an attempt to try whatever suggestions were currently being 

shared during class discussions and to rely on the materials supplied by the adult education 

program.   

Putting it all together: One Tutor/Tutee Vignettes 

 The previous data allow the reader to become aware of the patterns that evolved through 

the two-tiered coding system, but these fragmented data do not convey a clear picture of the 

human element within the process; tutor confidence and personality traits of both the tutor and 

tutee influenced instruction. The following vignette was written to allow the reader to personally 

evidence comparable experiences by using the tutor and tutee’s voice.  

Kimberly and Mary Ann 
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Kimberly took on the task of adult literacy with some reservations, even stating “When I 

was assigned this particular project, teaching an adult to read, I questioned my ability as a 

reading teacher.” Her introduction to how adults are taught to read gave cause for further 

reflection. “Each classroom was filled with about 25 adults, sitting in individual cubicles, trying 

to read, I guess.” She noted that the general atmosphere was not in synch with her teaching style. 

“There was an initial shock when I opened the media center door. At each table I found an adult 

working diligently with a tutor. You could have heard a pin drop it was so quiet. That silence 

intimidated me even more, as my teaching style is dynamic and energetic.” Through instruction, 

Kimberly later discovered that this quiet environment could give misconceptions to adults about 

how we read. “Mary Ann thinks ‘reading’ is filling out worksheets and this is what she is 

comfortable with.” Kimberly had a definite vision for what an adult program should look like. “I 

do believe that having a well thought out plan for a tutorial program was one of my strengths. I 

got to know Mary Ann as a reader and my assessments were thorough. My lesson plans followed 

a set sequence to allow Mary Ann to know what I expected and what would be expected of her, 

which I believe struggling readers need.” 

Reaching this conclusion came after weeks of teaching on the run, tailoring instruction to 

meet Mary Ann’s needs and on-going assessment. Kimberly’s flexibility in instruction is 

evidenced by such statements as: “It wasn’t planned, but she wanted to learn, so I modeled it for 

her and told her to highlight any compound words she recognizes in her homework.” and “Mary 

Ann immediately said she hasn’t been feeling good and never read the chapter. So I adapted.”  

Kimberly knew she would need to tailor instruction to keep Mary Ann engaged and eager 

to learn. Part of this was the delicate task of meeting the tutor at her level without insulting the 

learner with too primary materials. Kimberly was creative in finding activities that would be 
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suitable and appropriate. “I began to create my teaching plan based on phonics strategies because 

of Mary Ann’s extreme weakness with vowel sounds, word patterns, and word analysis. My 

assessments indicated that Mary Ann does no pay attention to the internal details of the words 

she is decoding and she does not show understanding of letter-sound correlations.” To strengthen 

the partnership concept, “I asked her to come up with questions I could ask my students about 

the reading and to write them in the journal.” Kimberly even tailored instruction when she wasn’t 

getting the intended results: “She always has an excuse why she didn’t read the book. To 

conquer this situation, next session we will spend our time reading the book together and less 

activities.” 

Kimberly struggled with her drive to instruct and the realities of adult life that follow 

adult learners. No longer did she have the ‘captive audience’ of her regular classroom. Here she 

was required to adjust instruction when adult situations arose. She included some examples in 

her journal: 

• “I am wondering what happened to the serious, eager, never misses class Mary 

Ann.” 

• “I’m getting a little frustrated because I always feel like I’m back pedaling, no 

consistency with sessions, doesn’t do homework and I’m becoming aware of 

more weaknesses. I don’t want Mary Ann to become frustrated working with 

phonics and phonemic awareness, though she seems to enjoy the activities more 

than reading the literature.” 

• “Mary Ann didn’t do her reading for homework and she left the book at home. 

She also informed me she had to leave early to go Christmas shopping. I think 
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Mary Ann is getting frustrated with some of the activities and I’m also feeling 

frustrated.” 

• “…this is my biggest frustration with teaching my tutee, Mary Ann. We are 

supposed to meet twice a week, which is not enough, and she usually cancels one 

day or an entire week. It is impossible to make any gains and it is a waste of 

time.” 

In addition to adult behavior driving instruction, so too did assessment. Through both 

initial and on-going reflection, Kimberly knew exactly which areas were in greatest need of 

remediation. On phonics: “She demonstrates a significant phonological weakness, which affects 

her ability to decode words. She struggles with segmenting letter sounds past the first initial 

consonant. She excessively relies upon visual cueing when reading and does not acknowledge 

interior vowels and word endings. Mary Ann demonstrates extreme difficulty with the different 

vowel sounds, even with the simplest level of short and long sounds. Mary Ann is insensitive to 

rhyme. Sight word recognition is not automatic for Mary Ann.” Kimberly also learned that adults 

surviving each day in a literate world can be mistaken for higher functioning readers. “It was 

very apparent after picking apart the informal reading inventory assessment, Mary Ann is 

reading on a much lower level than she thinks.” Most importantly, Kimberly wrote “The 

activities were based on Mary Ann’s weaknesses and strengths.” which so obviously seems to be 

of highest importance. 

 In the end, it is Kimberly’s general observations that most clearly define the relationship 

and overall experience: “This session was scary”; “She remembered the strategy I taught her 

from the week before”, “reading all choices before making a decision (progress)”; “I feel like we 

don’t meet enough to make a difference”; “Tutoring an adult had more obstacles than I 
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anticipated”; “I found out the answers to all these questions (she was questioning her teaching 

abilities) and more when I met my tutee and entered into a new dimension in the field of teaching 

reading!” 

Educational Implications 

Teaching an adult learner can be likened to an intricate dance; a tango over a simple waltz. 

Success is reliant upon partner confidence and support. Through an understanding of adult 

behavior, reflective practice and on-going assessment to tailor learning needs, the tutor and tutee 

relationship can be valuable with implications for success.   

This study produced four implications: 1) Adult education systems need the support of local 

university literacy departments; together these institutions can create a systemic change; 2) 

Graduate students reap incredible cognitive and pedagogical gains when they are asked to work 

outside of their comfort zone with the support of their colleagues and the printed resources of 

great educational minds; 3) The graduate students’ practice of reflection, allowing for links to 

background knowledge and therefore stronger learning, allowed them to delve deeper into both 

theory and practice to increase their pedagogical understanding regarding adult learners and 

ELLs. Furthermore, becoming practitioners in adult literacy illustrated to them how theory put 

into practice becomes messy, and how teaching anyone literacy involves the cyclical process of 

assess, evaluate, reflect, and plan; and 4) Differentiating instruction is implemented when the 

educator uses the student’s strengths, a planned remediation program, and on the run flexibility.  

One of the graduate student’s reflections states this process clearly, “My philosophy as a teacher 

has grown into the belief that we should always look at what children can do and use their 

strengths to help them work through the challenges. There are all kinds of minds and we all have 
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strengths and weaknesses. Once these are discovered, great gains can be made when we use the 

strengths to help us with our weaknesses.”  

In closing, the authors would like to spur the reader to ponder the broad possibilities for 

systemic change via community and university partnerships. Adult education centers would have 

a significant increase in trained educators and universities would have an opportunity to give 

back to the community while simultaneously increasing their students’ cognitive and 

pedagogical understanding. One cannot underestimate the implications suggested in regards to 

greater societal gains. Most important to this concept, adult learners would then be better 

prepared to help their friends and family members, leading to greater economic and emotional 

stability. The graduate students would be better prepared to differentiate instruction for all of 

their pupils in classrooms around the country each day.  In this idea, how many hundreds of 

children would benefit from a greater quality of instruction? It is a question the educational 

community should be reflectively answering and supporting through coordination of new 

university and community partnership initiatives. Our hope is one day, reading will truly be a 

collaborate process with many layers of support.  
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EXTENDED ABSTRACT 
 

Research Objective: 
 

Educators  in  all  disciplines  struggle with  creating  a  course  structure  and  learning  environment  that 
facilitates a level of student involvement that enables a greater level of retention.  The growth of reality 
television provided the idea behind creating “Marketing Survivor”, a central teaching methodology and 
course evaluation structure designed to address many of the challenges facing educators today.  While 
this paper  is based on the application of this method during an undergraduate marketing applications 
course, the concepts behind the structure can also be applied to other marketing courses. 
 

Methodology: 
 

Anonymous  written  comments  were  collected  using  Course  Evaluation  Questionnaires  (CEQs)  in 
addition to general scores regarding course content and willingness to recommend the course to other 
students over a period of three years providing feedback from 241 students.   While students generally 
only provide  the numerical  feedback on  their courses,  this course provided an unusually high  level of 
written feedback as well.  In total, 175 students provided additional written comments for a 73% written 
feedback  result.    These written  results were  used  to  ascertain whether  the  course  objectives were 
obtained from the student’s perspective. 
 

Marketing Survivor Description and Outcomes: 

The general structure of the Marketing Applications course was based on two classes per week over 12 
weeks. During the first class students would review the marketing theory from their previous course(s), 
the second class of the week would involve discussing a case to provide one practical example, following 
which  a one page  submission would be  required  to  show how  the  theory would be  applied  to  their 
specific business. 

The specific structure of Marketing Survivor was designed to achieve several objectives in the delivery of 
a marketing course in the post‐secondary learning environment; 

1. Maximize the exposure to multiple real world business situations without excessive workload 
2. Allow students to produce the highest quality of work that they are capable of 
3. Enhance their ability to write concise, accurate business documents 
4. Increase student attendance in class 
5. Provide a fun method of learning that creates a desire to learn 

 
Marketing  Survivor was  an  ongoing  assignment  that was  completed  throughout  the  entire  term  in 
groups of 4‐5 students per team.  The teams were chosen by the students and each team was assigned a 
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team color to provide anonymity for the student groups.  It is only through the team colors that groups 
would be  identified throughout the term.   Each team chose their own business  idea which could be a 
product,  service,  profit  or  not‐for‐profit.    This  business  idea  would  provide  the  foundation  for 
assignments  that would be  submitted every 1‐2 weeks applying  the  theory discussed  in class  to  their 
specific business idea.  These assignments would be posted on the course website each week, identified 
only by the team colour and all students in the class would be required to review each submission and 
evaluate  the  application  of  marketing  theory  to  each  specific  business  idea.    The  diversity  of  the 
industries would provide different applications  that would need  to be evaluated on  their own merit, 
rather than comparative.  Each week, students would vote on which idea they felt had the least chance 
of “surviving”  in  the real world.   Depending on  the number of groups  in  the class, one or  two groups 
would be “eliminated” after each vote.   This would provide students with a unique opportunity to see 
how  the  theory would  apply  in  a  variety of businesses  and  also  to benchmark  their  submission with 
those of all the other groups in the course generally bringing the quality of submissions to a higher level 
over the course of the term. 
 

“Survivor helped to drive home key marketing concepts and was very realistic to what would be expected 
in a ‘real world’ situation.” 

 

“Survivor brought out a competitive streak in the class, improving our submissions.” 
 

“Students were given the chance to be independent, which actually forced me, personally, to work 
harder and do more on my own.” 

 

“Survivor was great.  It’s a lot more fun to say what you would do in a situation, then analyze someone 
else’s work. 

During the first class of the week, students would begin by completing a 10 question “immunity quiz” 
based on  information that was covered  in the previous week.   These quizzes would not count  for any 
marks towards the student’s final grade, but rather, a score based on the total number of students  in 
the group rather than a percentage of those  in attendance would determine which group would have 
“immunity” from the elimination vote.   This achieved two key objectives; students would review their 
material weekly despite the course having no examinations for evaluation, and  in order to achieve the 
highest  possible  score  group members would  encourage  their  peers  to  attend  class  providing  for  a 
higher attendance rate during the first class. 
 

“Survivor gets you involved and you have fun so it’s not like you have to force yourself to learn.”  
 

 “My favourite part of the course was definitely Survivor.  Not only did it keep the class interesting, but I 
also learned so much from the deliverables each week.” 

During  the  second  class of  the week, each  student  that was  in  class would  receive an  individual PIN 
number  that would  allow  them  to  vote  online  for  the  group  that  they  felt  had  the  least  chance  of 
survival.    Any  students  who  were  not  personally  in  class,  regardless  of  the  reason,  would  not  be 
provided with a voting PIN.  This encouraged attendance at the second class of the week. 
 

“I came to class more because I enjoyed it.” 

Each  of  the  group  submissions would  be  graded  independent  of  the  elimination  vote  so  each  team 
would continue to submit assignments even after they had been eliminated.  To ensure that groups did 
not vote to eliminate a strong competitor or to allow for a group that started off with weak submissions 
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but  improved  significantly  later  in  the  term,  the  overall  submission  of  each  eliminated  team  was 
evaluated by the course instructor and teaching assistants as an “angel investor” and this team would be 
put back into the competition for the final vote. 
 

“Survivor kept me motivated.” 

 
The final vote at the end of the term was based on the overall submissions and students would vote on 
the business idea that they felt would have the best chance of survival.  The winning team would receive 
3 additional marks on their final grade as well as a $50 gift certificate for the restaurant of their choice 
to celebrate their victory.  
 
Conclusion: 
 
In  general, Marketing  Survivor  was  a  success.    The  results  of  the  student  feedback  show  that  the 
objectives of the course were achieved and that overall, students recognised the value. 
 

“At first I felt that too much was expected then I realized it was only forcing me to do my best.” 

 ”I enjoyed the Survivor challenge ‐ it changed the dynamic of the course.  In the beginning I didn’t think 
that Survivor was a good idea, but now that I’ve finished it, I see the value and why it was used as a 

learning tool.”  

“This was a breath of fresh air in a stale, old fashioned system” 
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Children’s human figure drawings as a measure of their feeling of 
self-esteem. 
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Summary     This study aimed to examine whether the children’s human figure drawings could 

serve as measures of their self-esteem. Participants were 102 Japanese children (49 boys and 53 

girls) aged 10-12 years old. Each child was asked to complete the Self-Esteem Evaluation Scale 

(SEES) composed of 10 items. After completing the SEES, participants were again asked to draw 

him or her self. Each drawing was analyzed based on the drawing’s whole figure size, head size, 

absence of parts on the face, absence of the patterns on clothes, hidden hands, lean and symmetry of 

the figure drawing. Results showed that children who drew a non-symmetrical figure scored 

significantly lower in the SEES. The results also revealed that children who drew the figures with 

too big head, without patterns on clothes and with their hands hidden in their back had significantly 

lower self-esteem. These results suggested that these features in children’s human figure drawings 

could be indicative of the extent of children’s feeling of self-affirmation. However, further studies 

should be conducted to verify the reliability for using children’s human figure drawings as a measure 

of self-esteem. 

 

Key Word: child, human figure drawing, feeling of self-esteem 
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A Confucian Reading of Charlotte’s Web  
Charlotte’s Web is a significant piece of children’s literature by acclaimed 

American author E. B. White. This charming story is full of fantastic elements that 
appeal to children and therefore becomes an ever-popular story in the West. 
Charlotte’s Web, as Susie Garber argues, has much to say with regard to ethical and 
moral education, especially in terms of women’s roles. Charlotte’s Web celebrates 
motherhood. Western readings see Charlotte as Wilbur’s mother. Such thought echoes 
the Confucian idea of great motherhood. In my study, I propose a Chinese reading, 
arguing that feminist concerns and gender may also be read from a Confucian 
perspective. My focus will be on the Confucian view of humanity (ren) and its 
implication for gender roles. With regard to female roles in family, Confucianism 
purports that familialism consists of yin-yang dynamics. Female roles in the family 
are uniquely essential in building a harmonious family and “safe place”. I would 
further claim that it is a very useful and suggestive piece of literature with which we 
may embark on some comparative thinking about Western and Chinese moral 
education and gender roles.  
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The Impacts of Rhetorical Structure on Metacognitive Awareness and Reading 
Strategy of EFL Readers  
 
ABSTRACT 

This paper was aim at exploring the impact of rhetorical text structure (inductive 
versus deductive) on the participants’ use of metacognitive reading strategies. More 
specifically, this study was aim at exploring whether an inductive or a deductive 
structure of a text affects EFL readers’ reading processes and reading strategies they 
used when reading English expository texts. One hundred and sixty-three EFL college 
freshmen divided into four groups by levels of English reading proficiency read two 
expository texts over a one week period. One text was structured inductively and the 
other text deductively. After reading each passage, the participants completed the 
Survey of Reading Strategies (SORS) and a 10-item comprehension test. The survey 
SORS was used to explore whether the application of reading strategies were varied 
according to different rhetorical structured texts. Although the results of this study 
show the rhetorical text structure did not affect differentially across English levels, 
neither the uses of metacognitive reading strategies were significantly different across 
English reading levels, this study showed the fact that in order to help learners to 
become independent readers that metacognitive strategy training needs to be trained 
for those EFL readers who from a teacher-centered learning background as well as 
could be served as an effective teaching tool for EFL instructors. In addition, this 
study supported the existing theories that indicate the crucial role of target language 
proficiency in foreign language reading outcomes. Thus, F/SL instructors should 
consider seriously these issues when developing effective instruction designed to 
enhance students’ reading comprehension.   
 
The Feature of this Study 

The main objective of the present research aimed at understanding differences in 
metacognitive awareness and the perceived use of reading strategies while 
encountered different rhetorical text structures by Taiwanese EFL college 
non-English-major freshmen at varying levels of their English language. That is, one 
of the unique features of the present study was undertaking a cross-cultural study who 
were students studying in significantly different contexts in terms of orthography, 
lexicon, and syntax from their native language (Chinese). Another characteristic of 
the present study was that the study of the metacognitive knowledge and strategies of 
these readers could be associated with all learners; no matter one was reading in their 
first native or L2 languages. 
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RELEVANT LITERATURE 
Text Structure and Reading Comprehension 
 Reading comprehension can be described as understanding a text that is read, or 
the process of constructing meaning from a text. As comprehension takes place, the 
reader constructs meaning from the writer’s message and derives an understanding of 
the writer's thoughts from the text using the reader’s background knowledge, or 
experience. According to schema theory, readers possess different conceptual 
frameworks to make sense of what they read. All knowledge can be understood as 
different manifestations of schema: (1) All knowledge of the world (content 
schemata), (2) of discourse structure (formal schemata), as well as (3) of specific 
elements of language (linguistic schemata) The two types of schemata most often 
discussed in reading research are content schemata, and formal schemata. Content 
schema refers to a reader’s background or world knowledge; it provides readers with 
a foundation, a basis for comparison (Johnston, 1984; Singhal, 1998). Readers benefit 
from learning to recognize features of formal discourse regardless of their linguistic 
background (Swaffar, Arens, & Byrnes, 1991). Formal schema, often known as 
textual schema, refers to the organizational forms and rhetorical structures of written 
texts. It can include knowledge of different text types and genres, and includes the 
understanding that different types of texts use text organization, language structures, 
vocabulary, grammar, and the level of formality in different ways.  
 Schemata can be understood as the dynamic, interrelated mental structures that 
are essential for the creation of meaning. While schema theory does not represent a 
formal model of reading, per se, it is fundamental to many interactive models in that it 
helps to explain the relationship between top-down and bottom-up processes in 
comprehension and learning. Kintsch and Yarbrough (1982), Roller (1990), Raymond 
(1993) demonstrated that adult readers did not rely on formal schema (text structure) 
when the reading content was familiar to them. Kaplan (1987) noted that texts from 
different cultures and languages have their unique rhetorical structure. When readers 
are familiar with content, the organizational structure does not affect the reading 
outcome; readers will compensate for vague or absent text structure by tapping prior 
content knowledge (Salager-Meyer, 1994; Barnett, 1995). Stone and Kinzer (1985) 
studied language patterns with Spanish-speaking groups, and with initial 
English-speaking groups. The lowest scores on retelling and text comprehension were 
the ones most unlike the readers’ initial language. Spyridakis, & Fukuoka (1999) had 
native English and Japanese subjects read texts in both the Japanese expository 
inductive style and the American expository deductive style. The Japanese subjects 
recalled more information and had better comprehension when the expository text 
was organized inductively. English participants, on the other hand, performed better 
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with deductively organized paragraphs. The results supported the notion that readers 
in different cultures were more accustomed to and related better to structure that was 
organized in a familiar pattern. Other studies showed that when the Japanese 
expository pattern was given to native English speakers, their test scores were 
dramatically lower compared to the scores received by the native Japanese speakers. 
The role of rhetorical structure is also culture specific. A reader possesses a formal 
schema to identify the rhetorical organization of the text. This knowledge affects how 
the text information is recognized, organized, and remembered. Empirical 
investigations support the notion that sensitivity to text structure is an important 
component in text comprehension and in the text production processes.  

Dickson, Simmons, and Kameenui (1995) reviewed research on text structure 
and the physical presentation of text and their relation to reading comprehension. 
Their review resulted in three conclusions: well-presented physical text facilitates 
reading comprehension; text structure and student awareness of text structure are 
highly related to reading comprehension; explicit instruction in the physical 
presentation of text and/or text structure facilitates reading comprehension. Many 
students designated as good readers, who organized their recall of a passage in the 
same manner as the author of the passage, remembered more than readers who did not 
follow the text structure (Zima de Mora, 1993; Hartley & Sydes, 1997).  

Rhetorical Structure in English versus Chinese Expository 

The role of rhetorical structure is also culture specific. English is an alphabetic 
language; its writing system is made up of letters and letter clusters representing 
speech sounds. Chinese, on the other hand, employs an ideographic writing system, 
which includes a large number of both simple and complex characters. The meaning 
component of Chinese characters, called the radical, provides information about the 
general category of meaning to which the morpheme belongs. The role of the radical 
is essential in helping the reader determine the specific meaning of unfamiliar words 
(Hannas, 1997). In addition, Chinese makes no use of grammatical devices to mark 
number, gender, or case relations between nouns, or nouns and verbs. There are no 
case markings, no agreement markings, and no tense suffixes.. Hence, the significant 
difference in the written characteristics of these two languages requires great effort to 
learn a foreign language. 
 Western rhetoric follows a deductive reasoning where general statements are 
stated before supporting statements. Some scholars indicated that native English 
speakers presented information in a linear pattern by repeated use of explanatory 
sentences (Normant, 1986; Chu & Charney, 2002). A deductive organization indicates 
a text structure of general-to-specific information, in which began with a topic 
statement followed by a series of supporting statements, and are developed by a logic 
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order.  
Chinese rhetoric, on the other hand, organizes ideas inductively; where 

supporting statements are given first, leading to general statements explicitly stated. 
Typically, Chinese inductive rhetoric is implicit and indirect, with delayed 
introduction of topics in the text, providing a number of less important details early in 
the text and may not be explicitly linked to one another until near the end of the text, 
when actually drawing the conclusion. That is what Kachru (1998) calls a “delayed 
introduction of purpose” or “delayed topic statement” (p.55). Hence, an inductive 
reasoning style the connections between the sentences are not explicitly signaled but 
are almost all left up to the reader, demanding the listener or reader expend more 
effort and elaboration in order to understand the text; it is, thus, reader-oriented, the 
readers’ responsibility to count on their comprehensive imagination to draw the 
inferences, and conclusion, rather than the writers, to make the language clear, and 
readable. English deductive rhetoric texts, on the other hand, it is the speaker or 
writer’s responsibility to make the message clear to the readers (Matalene, 1985; 
Hinds, 1987; Kirkpatrick, 1995). 

Some scholars have argued that not all Chinese expository writing is indirect and 
implicit, but that deductive styles of writing do appear in Chinese rhetoric for as 
statements of request or polemical arguments (Normant, 1986; Mika Ishizuka; 1994; 
Chen, 1986). The inductive rhetorical text structure is only one of the styles that exist 
in modern Chinese rhetoric (Cheng, 1993; Chu, Swaffar, & Charney, 2002). However, 
substantial evidences supported by Western scholars and Chinese linguists that there 
is contrast preference between Chinese and English rhetorical reasoning and argument. 
Linguists have described Chinese writing as like a “spiral coil” that starts outside the 
topic and moves upward and inward (Kaplan, 1966; Mohan & Lo, 1985). The art of 
rhetoric in Chinese rhetorical text writing emphasizes repeating set phrases and 
maxims (Matalene, 1985). The diagram of English and Chinese rhetorical structure as 
shown in Figure 1  
Figure 1. The diagram of English and Chinese rhetorical structure 

English                         Chinese 
            Direct, linear Pattern                 Indirect Pattern  
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Metacognitive Strategies and the EFL Reader  

Reading is a complex interactive construction process that involves the reader, 
the reading instructor, the text and context in a reading event and an even larger 
socio-cultural context, acquiring English literacy can be very challenging for English 
language learners. The relationship between a writer and an ELL (English language 
learner) may be represented in this simple flow chart: 
Figure 2: Process of Acquiring English Reading Proficiency as a Foreign Language 
Learner   

Readers 

                Linguistic                    Emotional                         

  
Metacognition 

             

Prior Knowledge               Cognitive 

Text Instructor 

 

Researchers acknowledge the importance of comprehension strategies for 
helping students become active and purposeful readers. As O’Malley, Michael, & 
Chamot (1990) mentioned, learning English as a foreign language is a creative 
construction process requiring skills such as meta-cognitive strategies, cognitive 
strategies, and social strategies. A great deal of research (Carrell, 1989; Dai, 1989; 
Prawat, 1989; Cotterall, 1993; Devine, 1993; Warian, 2003) supports the importance 
of metacognition in cognitive development and academic learning, demonstrating that 
learners who are metacognitively active tend to perform better on cognitive tasks than 
those who are not, and that metacognition distinguishes an expert problem solver 
from a novice. During reading, metacognitive knowledge enables readers to think 
about their cognitive activity and the variables that impede their comprehension. The 
more metacognitive strategies and sophisticated cognitive strategies are used during a 
reading task, the better the reading outcome will be. Fostering meta-cognitive 
activities that help F/SL learners develop a self-directed approach enables them to 
think about their own cognitive activity across content areas, and aids their becoming 
proficient readers. 
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METHODOLOGY 

Research Design 
    This study employed a 2 (rhetorical structure) × 4 (level of English proficiency) 
repeated measures design. Rhetorical text structure (inductive vs. deductive) was a 
two-level within-subject variable, while English proficiency level (high, above 
average, average, and low) was a between-subject variable. The independent variables 
were level of English reading proficiency—high, above average, average, and low 
based upon the participants’ English scores on the Joint College Entrance 
Examination, and rhetorical text structure—inductive or deductive. The dependent 
variables were the students’ self-reported use of four categories of metacognitive 
reading strategies: global, problem solving, support, and overall strategies. The data 
were analyzed using descriptive and inferential statistics, including a Factorial 
Multivariate Analysis of Variance (MANVOA; Grimm & Yarnold, 2003), a One-way 
Analysis of Variance (ANOVA), and selected Paired-Samples t-tests.  

Participants 

 Participants in the study were 163 Taiwanese college non-English major 
freshmen enrolled in a "College Freshmen English Reading". All participants were 
traditional students who spoke Mandarin Chinese as their first language; they were 
randomly selected from twenty-four classes--four classes of students from four sets of 
six classrooms representing four levels of English proficiency, according to their 
English test scores on the Taiwanese “Joint College Entrance Examination”. 
Participants had received formal EFL language instruction for a minimum of six 
years. 
 
MATERIALS  
Reading Texts  
 Two English reading passages, “Chen-Ho” and “The Ancient Romans”, were 
used in this study. “The Ancient Romans” was taken from a Taiwanese bilingual 
supplementary reading textbook, published by the Chen-Chung Company for 
academically-oriented students of English as a foreign language; “Chen-Ho” was 
adapted from a dissertation by Caldwell (1984). The two reading texts were chosen 
based upon their potential interest to Taiwanese college freshmen and because the 
topics were likely to be familiar to the participants based upon their knowledge of 
history. 

Rhetorical Text Structures  

 “Chen Ho” and “The Ancient Romans” were each written in two rhetorical 
structures (Appendix A & B). One version employed the Chinese inductive rhetorical 
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structure, and the other version was written in the English deductive rhetorical 
structure. Consequently, there were four texts in all. The Chinese inductive rhetorical 
structure was created by systematically altering and/or inserting transitional words or 
function words between sentences, and by replacing several vocabulary terms that 
might have resulted in word recognition difficulties for the two lowest English 
proficiency groups. In this inductive structure, supporting details are presented prior 
to giving the main ideas, using a chi-cheng-juan-he style (Kirkpatrick, 1995; Chu, 
Swaffar, & Charney, 2002; Chang-Chow, 2004). Separate arguments/details are 
presented first, gradually moving toward conclusive statements; for example, earlier 
events are presented before more recent events (time precedent method); similarly, 
less important details are presented before more important and more global details.  
The English deductive rhetorical structures were developed by presenting the main 
idea at the beginning of the text, followed by supporting ideas in subsequent 
paragraphs. Transitional words such as “but, therefore, although, even, however, in 
addition, and since” were used to increase cohesion. See Appendix A, B for a 
comparison of the two reading topics, each written in an inductive and a deductive 
rhetorical structure.  

To insure that the reading text conformed to Chinese and English rhetorical 
structures, both of the reading passages were examined by three native English 
speakers and four EFL doctoral graduates who were studying at the University of 
Idaho in the United States at the time of this study. They independently verified that 
the passage structures were inductive and deductive, and appropriate for Taiwanese 
college freshmen.  

The Survey of Reading Strategies (SORS)  

 The SORS is the latest version of the Metacognitive Awareness of Reading 
Strategies Inventory (MARSI) originally developed by Mokhtari & Reichard (2002) 
to measure adolescent and adult ESL students’ metacognitive awareness and 
perceived use of reading strategies while reading academic or school-related materials 
(see Appendix C). The SORS has 30 items, each of which uses a five-point 
Likert-type scale ranging from 1 (never) to 5 (always). The SORS measures the 
degree to which a student is, or is not, aware of the decoding and comprehending 
processes involved in reading. This instrument was translated from English into 
Chinese; two native Chinese speakers, both college professors in Taiwan, checked the 
accuracy of the translation. Participants read each statement and circled the number 
indicating the frequency with which they used the reading strategy when reading the 
test passages. The SORS measures three broad categories of reading strategies.  
● “Global Reading Strategies (GLOB) are those intentional, carefully planned 
techniques by which learners monitor or manage their reading, which can be thought 
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of as generalized or global reading strategies aimed at setting the stage for the reading 
act. Such strategies include having a purpose for reading, previewing text content; 
predict what the text is about, or using typographical aids, tables and figures (13 
items). 
● Problem Solving Strategies (PROB) are the actions and procedures readers use 
while working directly with the text, which are localized, focused problem-solving or 
repair strategies used when problems develop in understanding textual information; 
examples include adjusting one's speed of reading when the material becomes 
difficult or easy, guessing the meaning of unknown words, and rereading the text for 
better understanding (8 items). 
● Support Strategies (SUP) are basic support mechanisms intended to aid the reader 
in comprehending the text such as using a dictionary, taking notes, or underlining or 
highlighting the text to better comprehend it (9 items)” (Mokhtari & Sheory, 2002, 
p.6). Table 1 identifies the items within each SORS category. 
 

Table 1 

SORS Three Categories of Reading Strategies  

Category         Item No. 

Global Reading Strategies (13 items) 1,3,4,6,8,12,15,17,20,21,23,24,27 

Problem Solving Strategies (8 items) 

Support Strategies (9 items) 

7,9,11,14,16,19,25,28 

2,5,10,13,18,22,26,29,30 

 
 These three sets of strategies interact with and reinforce each other when 
constructing meaning from text. The reported reliability coefficients (as determined 
by Cronbach's Alpha) for the three subscales were Global Reading Strategies (0.92), 
Problem Solving Strategies (0.79), and Support Strategies (0.87). The reliability for 
the overall scale was 0.93 (Mokhtari & Reichard, 2002), indicating that the SOARS is 
a reasonably dependable measure of students’ metacognitive awareness of reading 
strategies. Because the participants were Taiwanese EFL learners with limited English 
proficiency, they might have misinterpreted the SORS items if they were written in 
English. The SORS was translated into Chinese by the researcher, a native speaker of 
Mandarin. The Chinese translation was reviewed by two bilingual Taiwanese 
educators, who suggested modest wording modifications in the translation (See 
Appendix D). 
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Procedures 
 The study required two sessions one week apart to gather the data. Participants 
took part in this study during their regularly-scheduled class periods. There was a 
copy of the Survey of Reading Strategies (SORS) and the appropriate ten-item 
multiple choice tests. All the instruments, with the exception of the SORS, were 
written in English.  
First Session 
 One fourth of the participants from each English reading proficiency level read 
one of the two expository texts written in either the inductive or deductive rhetorical 
structure before answering a set of 10 multiple-choice comprehension questions over 
the material covered in that text; participants had 35 minutes to complete this portion 
of the session and were allowed to look back at the text material. Next, participants 
completed the 30-item Survey of Reading Strategies (SORS), written in Chinese, in 
the remaining ten minutes of the class period. They were encouraged to respond 
honestly, told that there were no correct or incorrect answers, and that their responses 
would have no bearing on their course grade. Participants read each of the SORS 
statements and circled the number indicating the frequency with which they used that 
reading strategy when reading the test passages. Upon completion of the SORS, all 
materials were placed back in the coded envelopes and collected.  
Second Session 
 The same procedures were followed in the second session; one fourth of the 
participants from each English proficiency level read the other expository text, written 
in the second rhetorical structure (inductive or deductive), and answered the 10 
multiple-choice comprehension questions. They then completed the Survey of 
Reading Strategies (SORS). 
 
RESULTS 

SORS and Text Structure Reliability Results 
 Cronbach’s Alpha (Green & Salkind, 2003) was used to measure the internal 
consistency of the SORS inventory for assessing the self-reported use of 
metacognitive reading strategies on the two rhetorical text structures. As shown in 
Table 2, the internal consistency for the SORS three categories of reading strategies 
was .936 for the inductive texts and .905 for the deductive texts. 
Table 2 
Cronbach’s Alpha Values for the SORS for Reading Inductive Versus Deductive 
Rhetorical Structured Texts  
        Cronbach’s Alpha Value 
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Inductive Rhetorical Text Structure 
Deductive Rhetorical Text Structure 

                .936  
              .905  

  
 A Factorial Multivariate Analysis of Variance (MANVOA) was employed with 
this 2 (rhetorical structure) × 4 (level of English proficiency) sign to examine the 
impact of English reading proficiency (four levels) and rhetorical text structure 
(inductive versus deductive) on the self-reported use of metacognitive reading 
strategies. There were four reading conditions: “Chen-Ho” inductive and “Chen-Ho” 
deductive texts; “The Ancient Romans” inductive and “The Ancient Romans” 
deductive texts. The MANOVA analysis shown in Table 3 indicated that there were 
no interaction effects between level of English reading proficiency (Wilks’Λ= .845, 
F (9, 769.212) = 6.108, p =.000 <.05) and rhetorical text structure (Wilks’Λ= .988, 
F (3, 316) = 1.315, p =.270 >.05) in terms of metacognitive reading strategies use, 
including global, problem solving, and support reading strategies (Wilks’Λ= .993, F 
(9, 769) = .234, p = .989 >.05).  
 An analysis of variance (ANOVA) tested the relationships between the 
independent variables of rhetorical text structure and English reading level, and the 
dependent variables of metacognitive reading strategies (see Table 4). The results 
showed there were no differences in the reported use of various categories of 
metacognitive reading strategies based upon rhetorical text structures. The overall 
reading strategies scores for the inductive and deductive structured texts were not 
significantly different across English reading level. Neither were the scores for global, 
problem-solving and support strategies; they, too, were not significantly different 
across English reading levels.  
 A Paired-samples t tests was also conducted in order to further detect whether 
there were any significant differences existing between the use of metacognitive 
reading strategies within the three SORS three subcategories and the rhetorical 
structure (inductive versus deductive) in the reading of English expository texts. The 
statistical results showed none of the three SORS subcategories within each individual 
strategy was statistically significantly different.   

Table 3  

Multivariate Test for Global, Problem Solving, Support, and Overall Metacognitive 
Reading Strategies Used by the Four English Groups When Reading Inductive Versus 
Deductive Structured Text 
Effect Wilk’s Lambda 

    Value 
    F    df   Error df    P 

Intercept     .023  4470.107  3.000   316.000   .000 
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InDe 
Group*InDe 

    .988 
    .993 

    1.135 
     .234 

 3.000 
 9.000 

  316.000  
  769.212 

  .270 
  .989 

Note. Group = Four levels of English reading proficiency 
     InDe = Inductive versus deductive structured text 

Table 4   

ANOVA Test for the Effects of the Global, Problem Solving, Support, and Overall 
Metacognitive Reading Strategies Used by the Four English Groups When Reading 
Inductive Versus Deductive Structured Texts 
 
Source   Dependent  

 Variable 
  SS 
 

 df   MS   F    P 

InDe   global 
  problem 
  support  

 .175 
 .104 
 .011 

 1 
 1 
 1  

 .175 
 .104 
 .011 

 .619 
 .262 
 .040 

  .432 
  .609 
  .842 

Group*InDe   global 
  problem 
  support  

 .153 
 .056 
 .226 

 3 
 3 
 3 

 .051 
 .019 
 .075 

 .181 
 .047 
 .265 

  .909 
  .987 
  .851 

 
Note. Group = Four levels of English reading proficiency 
     InDe = Inductive versus deductive structured text 
 
 The mean scores of the overall reading strategies for the inductive structured text 
was M = 3.22 with a standard deviation of 0.53, and the values of the skewness and 
the kurtosis of the frequency histogram were -.150, and 1.206. The score of the 
overall reading strategies on the deductive structured text was M = 3.20 with a 
standard deviation of 0.51, and the values of the skewness and the kurtosis of the 
frequency histogram were -.208, and .757. According to Mertler and Vannatta (2002), 
skewness and kurtosis values should typically lie between + 1 and – 1 (p.43). Thus, 
according to Table 5, the assumption of normality of the types of metacognitive 
reading strategies use was tenable.  

The SORS Responses and Two Rhetorical Structured Texts  

Table 5   

Means, Standard Deviations, Skewness, and Kurtosis for Metacognitive Reading 
Strategies Used when Reading Inductive Versus Deductive Structured Texts  
Types of Strategy M          SD Skewness    Kurtosis  

   Inductive       
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Global Reading Strategies 
Problem Solving Strategies 
Support Reading Strategies 
Overall Reading Strategies 

3.27 .57 
3.28 .61 
3.06 .56 
3.22         .53 

  -.031       1.078 
  -.024        .463 
  -.104       1.269 
  -.150       1.206 

Deductive    
Global Reading Strategies 
Problem Solving Strategies 
Support Reading Strategies 
Overall Reading Strategies 

 
3.22         .54 
3.29 .58 
3.23         .57 
3.20         .51 

 
  -.135        .278 
  -.173        .353 
   .000        .615 
  -.208        .757 

 
Description of Self-Reported Metacognitive Reading Strategies for Two Text 
Structures 
 

As seen in Table 6: there was no significant difference for the high proficiency 
group in the overall reported strategy means of M = 3.34 (SD = .42) for the inductive 
text structure and M = 3.38 (SD = .44) for the deductive text structure, Likewise, there 
was no statistically significant difference in the overall reported strategy means of M 
= 3.43 (SD = .51) for the inductive text structure and M = 3.38 (SD = .47) for the 
deductive text structure for the above average proficiency group. There were also no 
statistically significant differences for the average and low proficiency Groups C, and 
D in the overall reported strategy means of M = 3.08, M = 3.02 (SD = .46, SD = .63) 
for the inductive text structure and the overall reported strategy mean of M = 3.04, M 
= 3.04 (SD = .42, SD = .63) for the deductive text structure.   
 
Table 6 
Metacognitive Reading Strategies Used by English Groups for Global, Problem 
Solving, and Support Reading Strategies with Inductive Versus Deductive Structured 
Texts 

Inductive Structure Deductive Structure  
     Group    A           B  

 

   A           B 

Types of Strategy M    SD    M    SD M    SD    M    SD 

Global 
Problem Solving 
Support 
Overall 

3.35   .48   3.49   .57 
3.40   .53   3.46   .56 
3.27   .43   3.31   .56 
3.34   .42   3.43   .51 

 3.38   .52   3.41   .43 
 3.46   .53   3.46   .54 
 3.30   .46   3.27   .61 
 3.38   .44   3.38   .47 
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Inductive Structure Deductive Structure  
     Group    C           D  

 

   C           D 

Types of Strategy M    SD    M    SD M    SD    M    SD 

Global 
Problem Solving 
Support 
Overall 

3.18   .49   3.06   .65 
3.15   .63   3.13   .68 
2.88   .44   2.89   .65 
3.08   .46   3.02   .63 

 3.09   .46   3.00   .60 
 3.18   .56   3.19   .92 
 2.85   .44   2.98   .64 
 3.04   .42   3.04   .63 

 
Characteristics in Strategy Use by Text Structures  

Tables 7 and 8 indicated the most-used and least-used metacognitive reading 
strategies when reading inductive versus deductive rhetorical structured texts. There 
was no statistically significant difference in the use of metacognitive reading 
strategies based on rhetorical structure. Participants reported among their top five 
strategies only employing global reading strategies when reading inductive texts, and 
just one problem solving strategy, “guessing meaning of unknown words” (Problem 
Solving 8), and four global reading strategies when reading deductive texts. Global 
Strategies “using background knowledge” (Global 2), “using text features “(Global 7), 
“using typographical aids (Global 9), and “predicting or guessing text meaning” 
(Global 12) were cited for both inductive and deductive texts. Global 8, “using 
context clues”, was listed among the Top 5 for just reading deductive texts.  
 
Table 7 
Self-Reported Most-Frequently Used Metacognitive Reading Strategies When 
Reading Inductive and Deductive Texts 
 Most frequently Used Strategies for Reading Inductive Text       Mean 

 Using background knowledge  (Global 2) 
 Using text features(e.g. tables)  (Global 7) 
 Using typographical aids  (Global 9) 
 Predicting or guessing text meaning  (Global 12) 
 Using context clues  (Global 8) 

   3.71 
   3.67 
   3.61 
   3.51 
   3.50 

 Most frequently Used Strategies for Reading Deductive Text   Mean 
 Guessing meaning of unknown words  (Problem Solving 8)
 Using background knowledge  (Global 2) 
 Predicting or guessing text meaning  (Global 12) 
 Using text features(e.g. tables)  (Global 7) 
 Using typographical aids  (Global 9) 

   3.73  
   3.64 
   3.52 
   3.51 
   3.47 
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Table 8 
Self-Reported Least-Frequently Used Metacognitive Reading Strategies When 
Reading Two Structured Texts 
 Least frequently Used Strategies for Reading Inductive Text      Mean 

 Checking how text content fits purpose  (Global 4) 
 Asking myself questions  (Support 7) 
 Analyzing and evaluating the text  (Global 10) 
 Noting text characteristics  (Global 5) 
 Reading aloud for better understanding  (Support 2) 

    2.98 
    2.91 
    2.83 
    2.71 
    2.21 

 Least frequently Used Strategies for Reading Deductive Text     Mean 
 Checking how text content fits purpose  (Global 4) 
 Asking myself questions  (Support 7) 
 Analyzing and evaluating the text  (Global 10) 
 Noting text characteristics  (Global 5) 
 Reading aloud for better understanding  (Support 2) 

    2.91 
    2.86 
    2.81 
    2.73 
    2.33 

  

 Thus, the data summarized from Table 5 to 8 indicated that the type of rhetorical 
structure did not affect the selection of metacognitive strategies.  
 
DISCUSSION  
 In this study, the reading comprehension test revealed statistically non-significant 
differences in terms of whether the reading passages were written in an inductive or a 
deductive rhetorical structure. There were no interaction effects between the level of 
English reading proficiency and rhetorical text structure in terms of the use of 
metacognitive reading strategies. With respect to the responses in the three 
subcategories for both inductive and deductive text structure, the mean scores were 
close (Inductive text: M = 3.22, SD = .53; Deductive text: M = 3.20, SD = .51; p 
= .270). A further examination of the self-reported metacognitive strategies revealed 
that participants in Groups A and D used problem-solving reading strategies most 
frequently, followed by global and support reading strategies when reading the 
inductive texts. Participants in Groups B and C, on the other hand, used global 
reading strategies most often, followed by problem-solving and support reading 
strategies. When reading the deductive texts, all groups cited using problem-solving 
reading strategies most frequently, followed by the use of global and support reading 
strategies. A particularly interesting finding was that participants could not have used 
some of the metacognitive strategies they reported as of high utility to read these 
passages. For example, listed among the top five metacognitive strategies used to read 
both the inductive and deductive texts was the Global 7, “using text features” such as 
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tables and graphs. In actuality, there were no tables or graphs in either of the text 
passages. Likewise, Global 9, “using topographical aids” such as italics and boldface 
print, could not have been helpful with these text passages, in which no words were 
highlighted. The participants seemed to have ignored or misinterpreted the written 
instructions which stated clearly that they were to list the metacognitive strategies 
they used to read the two passages. Participants also listed Global 5, “noting text 
characteristics” as among the least used strategies, suggesting that they did not 
consider the rhetorical text features of either text passage. However, it is likely that a 
readers’ lack of English fluency hindered their reading, with participants’ lesser 
reading ability a result of limited bottom-up processing abilities and their choice of 
metacognitive reading strategies (See Table 6). This was also consistent with 
Alderson’s viewpoints: “it appears to be both a language problem and a reading 
problem, but with firmer evidence that it is a language problem, for low levels of 
foreign language competence, than a reading problem” (Alderson, J.C., 1984, p.19). 
 
Conclusions and Implications 

When reading expository English text, rhetorical structure of text (inductive and 
deductive) did not significantly affect the Taiwanese EFL freshman readers’ selection 
of metacognitive reading strategies, including global, problem solving, and support 
strategies While reading inductive rhetorical structured text, the participants employed 
problem-solving strategies the most, followed by global reading strategies, then 
support reading strategies. When tackling deductively-structured texts, they employed 
problem-solving strategies the most, followed by support reading strategies and 
finally global reading strategies. Results of this study implied that these participants 
were college-aged and that their schemata can be automatically activated and 
implemented. Whenever the difficulties of reading comprehension occurred, EFL 
adult readers resorted to certain strategies to relate the texts to the knowledge that had 
already been stored in their minds so as to solve reading problems and make the texts 
easier for them to understand. The findings also implied that participants were 
processing the printed reading text consistent with varying levels of language 
proficiency among individual readers; the higher proficiency readers were more 
strategic in their reading than less proficient readers. Higher proficiency readers were 
better in application of metacognitive strategies. Thus, instructors should take this into 
serious consideration for the development of effective instruction in order to enhance 
students’ reading comprehension. 
 
Recommendations for Future Research 

In this study, the rhetorical structure of a text (inductive versus deductive) was 
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not associated with the use of metacognitive reading strategies, perhaps because we 
only used two short expository texts, these EFL readers might not extremely influence 
their selections of reading strategies when English expository texts were read. Future 
studies should consider giving more texts to accurately test readers’ structural 
schemata. Secondly, there was a discrepancy between the findings of this study and 
earlier research. This may have been the result of smaller sample sizes than used in 
other studies; however, there were at least forty participants in each reading group. To 
perform a more accurate study, future studies should enlarge the sample size so that 
the results can be more reliable. Thirdly, the distinctions in English reading text 
structures (inductive vs. deductive) may not have been as precise as originally 
anticipated, thus, the discrepancy between the rhetorical structure of a text and the use 
of metacognitive reading strategies did not affect each other significantly. Future 
research may be conducted to explore whether students’ reading comprehension is 
improved if they are given information about the organizational structure of a text 
before reading it. Future research may also explore designating only one type of 
rhetorical structure (either inductively or deductively organized text) to different 
groups of readers each time, rather than two types of texts (inductive and deductive). 
The latter method might easily give rise to the result of confusion; ambiguity and 
overlap in terms of a student’s awareness of rhetorical text structure. If this is true, 
then our study would support the findings of previous research projects 
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Appendix A 

Inductive and Deductive Rhetorical Structure for Reading Passage: 
Cheng Ho (Inductive) 

 
Between 1405 and 1433 Chinese emperors sent seven large expeditions to the 

Indian Ocean. They brought back goods and information from South Asia, the Middle 
East and East Africa. 

Cheng Ho was the leader of the expeditions sent out in the early 1400’s. His ship 
was four hundred and forty-four feet long. It was far larger than any European ship of 
that time. The fleet included treasure ships loaded with gold, porcelain (瓷器), and 
other valuable goods. To protect the treasure ships from enemies and pirates, Cheng 
Ho had large warships armed with canons. More than three hundred ships sailed in the 
first expedition. 

One ship came back from Arabia with a dromedary, a camel with one hump. 
Camels with two humps were common in China, but a one-hump camel was a rare 
animal to be shown in a zoo. Even more unusual than the dromedary (單峰駱駝) was 
a giraffe. Lions, leopards, and rhinoceroses were also brought back to China. Along 
with unusual animals for the emperor's zoo, the treasure ships returned to China 
loaded with rare woods, ivory, pearls, and incense. The seven trips of Cheng Ho took 
him to the islands of Southeast Asia and to the coasts of India and Arabia.  

The people of China learned much about the world from the Chinese sailors. 
However, by 1433 the emperors of China felt they had whatever they needed at 

home. The Chinese felt that their country was the most highly developed land in the 
world, and that all other countries were inferior. Since the emperors felt there was 
nothing to be gained by sending expeditions to faraway places, the ships in the once 
great Chinese fleet were not repaired or replaced. When the Portuguese arrived in East 
Asia in the early 1500s, China no longer had a powerful fleet. 
  ___________________________________________________________________ 

 
Cheng Ho (Deductive) 

Between 1405 and 1433 Chinese emperors sent seven large expeditions to the 
Indian Ocean. However, when the Portuguese arrived in East Asia in the early 1500s, 
China no longer had a powerful fleet. Although the people of China had learned much 
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about the world from Chinese sailors in the early 1400’s, the Chinese felt that their 
country was the most highly developed land in the world, and that all other countries 
were inferior. As a result, after the 1433 expedition, the emperors saw no reason to 
send ships to other lands. Since the emperors felt there was nothing to be gained by 
sending expeditions to faraway places, the ships in the once great Chinese fleet were 
not repaired or replaced. 

Cheng Ho was the leader of the expeditions sent out in the early 1400’s. They 
brought back goods and information from South Asia, the Middle East and East 
Africa. 

More than three hundred ships sailed in this first expedition. Cheng Ho’s ship 
was four hundred and forty-four feet long. It was far larger than any European ship of 
that time. The fleet included treasure ships loaded with gold, porcelain, and other 
valuable goods. Cheng Ho also had large warships armed with cannons to protect the 
treasure ships from enemies and pirates.  

The seven trips of Cheng Ho took him to the islands of Southeast Asia and to the 
coasts of India and Arabia. The treasure ships returned to China loaded with rare 
woods, ivory, pearls, incense and unusual animals for the emperor's zoo. Lions, 
leopards, and rhinoceroses were brought back to China. One ship came back from 
Arabia with a dromedary (單峰駱駝), a camel with one hump. Camels with two 
humps were common in China, but a one-hump camel was a rare animal to be shown 
in a zoo. Even more unusual than the dromedary was a giraffe. 

However, after 1433 the emperors of China sent no more expeditions to distant 
places. They felt they had whatever they needed at home.  
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Appendix B 

Inductive and Deductive Rhetorical Structure for Reading Passage: 

The Ancient Romans (Inductive) 
 

 The ancient Romans were very busy conquering other nations and forming them 
into a rapidly growing empire. Thus, they didn’t have much time to spend on abstract 
thinking.  
 In addition, they were limited by their numbering system; they did all their 
mathematics on an abacus (算盤), the ancient form of the modern calculator. Why? 
Try to multiply XI by LVII, or to divide CXLIII by LX; it simply cannot be done with 
pencil and paper. Consequently, the features of their numbering system made it 
difficult to study pure mathematics. For these two reasons then the Romans didn’t 
spend much time studying philosophy and pure mathematics. 
 While the Romans invented useful items, they did very little scientific thinking. 
For example, they used the iron they produced mainly for weapons, rather than for 
building construction. Because they were often at war, many of their inventions were 
only improvements in the design of Greek weapons that they already knew about. 
 The Romans, it turns out, were smart students of Greek mathematics. They used 
their knowledge to build fine bridges, roads, waterways, and public buildings. But 
they cared less about philosophy and pure mathematics than did the Greeks. In 
general, the ancient Romans were a practical people. They were the best of the ancient 
engineers and architects.  
 
_____________________________________________________________________ 
 

The Ancient Romans (Deductive) 
 

In general, the ancient Romans were a practical people. They cared less about 
philosophy and pure mathematics than did the Greeks. The Romans were the best of 
the ancient engineers and architects. They were smart students of Greek mathematics, 
and they used their knowledge to build fine bridges, roads, water ways, and public 
buildings. The iron they produced was used mainly for weapons, rather than for 
building construction. 
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 While the Romans invented useful items, they did very little thinking about 
scientific theory because they were often at war. Consequently, many of their 
inventions were only improvements in the design of Greek weapons that they already 
understood.  

 There are two reasons that the Romans didn’t spend much time studying 
philosophy and pure mathematics. First, they were too busy conquering nearby 
nations and forming them into a rapidly growing empire. They didn’t want to waste 
much time on abstract thinking. Second, they were limited by their numbering system. 
Try to multiply XI by LVII or to divide CXLIII by LX; it simply cannot be done with 
pencil and paper. Because of this, the Romans did all of their mathematics on an 
abacus (算盤), the ancient form of the modern calculator. The features of their 
numbering system made it difficult to study pure mathematics. 
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Appendix C 

The English Version of Survey of Reading Strategies (SORS) 

 

Adopted from Kouider Mokhtari and Ravi Sheorey (2002). Measuring ESL students’ 

reading strategies. Journal of Developmental Education, 25 (3), pp. 1-6. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 

 

 

 

 

 

 

 

2008 HICE Proceedings 
Page 619



 

 

 

SURVEY OF READING STRATEGIES 

SORS 

The purpose of this survey is to collect information about the various techniques you 
use when you read academic materials in English (e.g., reading textbooks for 
homework or examinations; reading journal articles, etc.). All the items below refer to 
your reading of college-related academic materials. Each statement is followed by 
five numbers, 1,2,3,4, and 5, and each number means the following: 
     ｀1＇means that｀1 never or almost never do this＇ 
     ｀2＇means that｀I do this only occasionally＇ 
             3＇means that｀I sometimes do this＇ (About 50% of the time.) 
             4＇means that｀I usually do this＇ 
             5＇means that｀I always or almost always do this＇ 
After reading each statement, circle the number (I, 2, 3, 4, or 5) which applies to you. 
Note that there is no right or wrong response to any of the items on this survey. 
 Category  Statement                         Never     Always

GLOB 
SUP  
 
GLOB 
 
GLOB 
 
SUP 
 
GLOB 
 

1. I have a purpose in mind when I read………………...
2. I take notes while reading to help me understand  
  what I read………………………………………........
3. I think about what I know to help me understand 
  what I read…………………………………………....
4. I take an overall view of the text to see what it is   
  about before reading it………………………………..
5. When text becomes difficult, I read aloud to help me 
  understand what I read………………………………..
6. I think about whether the content of the text fits 
  my reading purpose…………………………………...

1  2  3  4  5 
  
1  2  3  4  5 
 
1  2  3  4  5 
 
1 2  3  4  5 
 

1 2  3  4  5 
 

1 2  3  4  5 
PROB 
 
GLOB 
 
PROB 
SUP 
 

7. I read slowly and carefully to make sure I understand 
  what I’m reading……………………………………...
8. I review the text first by noting its features like 

length and organization……………………………….
9. I try to get back on track when I lose concentration.....

10. I underline or circle information in the text to help me 
remember it…………………………………………...

 
1  2  3  4  5 
 

1  2  3  4  5 
1  2  3  4  5 
 

1  2  3  4  5 
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PROB 
 
GLOB 
 
SUP 
 
PROB 
 
GLOB 
 
PROB 
 
GLOB 
 
SUP 
 
PROB 
 
GLOB 
 
GLOB 
 
SUP 
 
GLOB 
 
GLOB 
 
PROB 
 
SUP 
 
GLOB 
 
PROB 
 
SUP 
 

11. I adjust my reading speed according to what I’m 
reading………………………………………………..

12. When reading, I decide what to read closely and  
what to ignore………………………………………..

13. I use reference materials (e.g., a dictionary) to help 
me understand what I read……………………………

14. When text becomes difficult, I pay closer attention to
what I’m reading……………………………………..

15. I used tables, figures and pictures in text to increase 
my understanding…………………………………......

16. I stop from time to time and think about what I’m   
   reading………………………………………………..
17. I use context clues to help me better understand 

what I am reading…………………………………….
18. I paraphrase (restate ideas in my own words) to better 

understand what I read……………………………….
19. I try to picture or visualize information to help 

remember what I read………………………………...
20. I use typographical features like bold face and italics

to identify key information…………………………...
21. I critically analyze and evaluate the information 

presented in the text………………………………….
22. I go back and forth in the text to find relationships 

among ideas in it……………………………………...
23. I check my understanding when I come across new 

information……………………………………….......
24. I try to guess what the content of the text is about  

when I read……………………………………………
25. When text becomes difficult, I reread to increase my 

understanding…………………………………….......
26. I ask myself questions I like to have answered in the 

text…………………………………………………...
27. I check to see if my guesses about the text are  

right or wrong………………………………………..
28. When I read, I guess the meaning of unknown words

or phrases……………………………………………..
29. When reading, I translate from English into my native

languages……………………………………………..

 
1  2  3  4  5 

 
1  2  3  4  5 
 

1  2  3  4  5 
 

1  2  3  4  5 
 

1  2  3  4  5 
 

1  2  3  4  5 
 

1  2  3  4  5 
 

1  2  3  4  5 
 

1  2  3  4  5 
 

1  2  3  4  5 
 

1  2  3  4  5 
 

1  2  3  4  5 
 

1  2  3  4  5 
 

1  2  3  4  5 
 

1  2  3  4  5 
 

1  2  3  4  5 
 

1  2  3  4  5 
 

1  2  3  4  5 
 

1 2  3  4  5  
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SUP 
 
 
 

30. When reading, I think about information in both 
English and my mother tongues………………………

 
1  2  3  4  5 
 

 

Appendix D 

The Chinese Version of Survey of Reading Strategies (SORS). 

 
閱讀策略(技巧)調查 (SORS)  

 
此份問卷的目的，是為了想了解當您剛才在閱讀此篇英文教材時，所使用的閱讀

策略(技巧)。每一道問題有數字1、2、3、4、5、的代號，分別代表不同的等級：

(1 =從不，2 =很少，3 =有時，4 =經常，5 =總是)。請仔細閱讀每一道問題，並

圈選其一，最能表達您剛才閱讀此篇英文教材時，所使用的閱讀策略(技巧)的答

案。答案並無對與錯，請照實回答；謝謝您的合作。 
從 很 有 經 總

不 少 時 常 是

 1. 我會有目的的閱讀。………………………………………..
 2. 我會做筆記以幫助閱讀。…………………………………..
 3. 我會思索就我所知道的知識來幫助閱讀。………………..
 4. 在閱讀之前，我會對整篇文章內容先做了解。…………..
 5. 當文章內容變難時，我會大聲讀出來藉以增進閱讀理解。

 6. 我會思考文章內容是否符合我閱讀的目的。……………..
 7. 我會仔細慢慢地閱讀以確定瞭解文章的內容。…………..
 8. 閱讀時我會先留意文章的長短和文`體的組織架構。…….
 9. 當我閱讀分心時我會試圖將剛才所讀的再重讀一次。…..
10. 閱讀時我會在文章上畫線或圈記以幫助記憶。…………..
11. 閱讀時我會依照閱讀的內容來調整閱讀的速度。………..
12. 閱讀時我能判斷那些內容需留意那些可輕忽不用太在意。

 13. 我會運用像是字典一類的參考工具來幫助閱讀。………..
 14. 當文章難度增加時我會更加留意閱讀。…………………..
 15. 我會利用文章的目錄、圖表、或圖片來增進閱讀理解。..
 16. 我會不時停下來思索所閱讀的內容。……………………..
 17. 我會運用文章的上下文 (線索)來增進閱讀理解。…..........
 18. 我會用自己的文字來改述句子以增進閱讀。……………..
 19. 我會想像文章的內容或將情節實物化以幫助閱讀記憶。..
 20. 我能運用文章中的字體排版如粗或斜體字來辨識 

 1  2  3  4  5
 1  2  3  4  5
 1  2  3  4  5
 1  2  3  4  5
 1  2  3  4  5
 1  2  3  4  5
 1  2  3  4  5
 1  2  3  4  5
 1  2  3  4  5
 1  2  3  4  5
 1  2  3  4  5
 1  2  3  4  5
1  2  3  4  5
1  2  3  4  5

 1  2  3  4  5
 1  2  3  4  5
1  2  3  4  5
1  2  3  4  5
1  2  3  4  5
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重要的內容。………………………………………………..
 21. 我能對文章的內容及情節做批判的分析和評價。………..
 22. 我會不時就文章內容的整個來龍去脈做全盤性的理解 

以找出其間的相關性。……………………………………..
23. 在閱讀接觸到新的訊息時我會檢視對其內容的瞭解程度。

24. 閱讀時我會就文章的內容做猜測。………………………..
 25. 當文章難度增加時我會再次重覆閱讀以幫助理解。……..
 26. 我會問自己問題並希望這些問題在文章中能找得到答案。

27. 我會檢視對文章的內容或情節猜測是否正確。…………..
28. 閱讀時我會猜測不知道的單字或片語的意思。…………..
29. 在閱讀英文文章時我會將其詮釋成中文。………………..
30. 閱讀時我會將英文的內容情節與中文銜接對照。………..

1  2  3  4  5
1  2  3  4  5
 
1  2  3  4  5
1  2  3  4  5
1  2  3  4  5
1  2  3  4  5
1  2  3  4  5
1  2  3  4  5
1  2  3  4  5

 1  2  3  4  5
1  2  3  4  5
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Abstract 

Research suggests people respond to computers as social actors. Two computer-based tutorials 

were developed to instruct students on use and computation of t-test statistics.  Tutorials differed 

in terms of personalization, continuity of examples, type of feedback and visibility of structure.  

Results indicated that students had higher levels of satisfaction [F(1,107)=3.97, p<0.05] and 

affiliation [F (1,121) =9.18, p<0.01] with the tutorial that was more personal. Conversely, 

results indicated that student learning did not differ between the tutorials.  Results suggest 

tutorial design may impact affective reactions without affecting learning outcomes. Study 

weaknesses and directions for future research are discussed.  
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Computer personalities and student interaction:  

An examination of student satisfaction 

I. Introduction. 

 The sophistication of teaching technologies has advanced at a remarkable level over the 

past several decades due to the development and continual improvement of computer technology 

as well as the increased access to personal computers and the internet by students.  Early 

research focused on the human-computer interface in terms of computer hardware and computer 

application design issues related to human physical and cognitive capabilities.  Thus, such 

research evaluated technological design based on congruence between the technology and human 

capabilities as well as between computer design and individuals’ existing skills, knowledge, and 

mental models (Coovert, 1995).  More recent research (e.g., Katz, 2002; Ellis, 2003; Mishra, 

2006; Mishra & Hershey, 2004; Nass 2004), however, has evaluated technological design in 

terms of psychological and sociological aspects of human-computer interactions.  This line of 

research has focused on the soft-side of human-computer interaction, specifically examining the 

extent to which individuals respond to computers as social actors (CASA).  

II. Literature Review. 

A. Teaching Technologies 

 The use of computer-based teaching technologies has increased greatly over the past two 

decades.  Such technologies including personal computers and the internet have spurred an 

evolution within teaching environments.  Traditional lecture-based classes now are often 

supplemented both during and outside of regular class meetings with technologies such as 

networked student computer stations and course management systems (e.g., WebCT).  Teaching 

technologies have also impacted where and when courses can be offered.  Technological 
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advances have revolutionized instructional capabilities yielding the availability of hybrid and 

distance format courses.  For example, in 2004-2005, 62% of public and not-for-profit private 

postsecondary educational institutions offered distance education courses (NCES, 2006).  To 

maximize the benefits that teaching technologies can provide, characteristics of teaching 

technologies need to be considered.  Sheer implementation of teaching technologies is not 

sufficient to realize benefits of their use (Howell & Silvey, 1996; Mishra, 2006).   

B. Computers as Social Actors (CASA) 

Research has expanded the focus of human-computer interaction research to include 

individuals’ psychological reactions to and sociological interactions with computers and other 

forms of technology.  This line of research is focused on investigating the parallels between 

human-human and human-computer interaction in an effort to create interfaces that are 

emotionally, psychologically, and interpersonally pleasing to technology users.  

 Research by Nass and others has examined whether individuals respond to computers in 

the same manner as they do to other people.  Such research is integral to determining whether 

building in characteristics of pleasant human-human interactions could be beneficial for human-

computer interactions.  Early research by Nass and colleagues attempted to create computer 

“personalities” which would mimic human personalities.  Results of a study by Nass, Moon, 

Fogg, Reeves, and Dryer (1995) revealed that computer personalities can be created using even 

simple text-based responses and that human-computer interaction does parallel human-human 

interaction.  Later work by Fogg and Nass (1997) examined the effects of flattery in computer-

based feedback suggesting that adding feedback that is sincere or even mere flattery can increase 

a learner’s enjoyment with a computerized tutorial as well as increase learner persistence, and 

self-efficacy (p. 559).  Work by Nass and others (Nass & Moon, 2000; Nass, 2004) further 

2008 HICE Proceedings 
Page 626



supported the notion that people do, at times, interact with various technologies as if these 

technologies are social actors (i.e., human) including such responding to computers as team 

members and varying evaluation of a computer with whom one interacts when giving the rating 

directly to said computer versus another, presumably unbiased, third party computer.     

 Work by Mishra and others have also found support for the CASA framework.  Mishra 

and Hershey (2004) showed that, in student-computer versus student-teacher interactions, 

students may question the implicit meaning behind praise or criticism from a live instructor but 

not from a computer.  Mishra (2006) showed that people respond in similar but not identical 

ways when interacting with a computer versus when interaction with humans.  Specifically, 

Mishra (2006) found that context of feedback plays a larger role in human-human interaction 

than in human-computer interaction. 

C. Student Satisfaction and Learning 

 Literature suggests that, in order to optimize individuals’ learning potential, attention 

must be paid to individuals’ satisfaction with the learning situation. Bailey, Bauman, and Lata 

(1998) showed that student satisfaction is a significant predictor of student retention.  Recent 

research by Pan, Gunter, Sivo, and Cornell (2006) considered student perceptions regarding use 

of WebCT on student learning.  Results indicated that perceptions of ease of use influenced 

attitude toward WebCT-based instruction, which impacted WebCT usage.  Pan et al. (2006) also 

found that attitudes toward WebCT were significantly related to course grade.  

Work by Mishra and Hershey (2004) has focused on etiquette in the design of computer-

based instruction to improve student learning.  They claim that educational etiquette is an 

important factor to include in the design of computer assisted instructional modules.  
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Specifically, Mishra and Hershey (2004) showed that personalized messages that make use of the 

student’s name in interactions positively impact the retention and application of learned material.   

III. Purpose of the Current Study. 

The present study expands such research, considering the impact of technology design on 

both affective (e.g., student satisfaction) and cognitive (e.g., learning) psychological outcomes.  

In the current study, two computer-based tutorials, were used to provide instruction regarding t-

tests. Content regarding t-tests was equivalent between the two tutorials while style of 

presentation (i.e., tutorial personality) differed.  Characteristics of the tutorials that were 

manipulated included use of learner’s name, continuity of examples, type of feedback provided 

to learners, appearance of tutorial structure, and keywords.  The purpose of the current study was 

to assess the impact of tutorial personality on students’ ratings of tutorial affiliation and 

competence, student satisfaction with the tutorials, and student learning including both 

immediate learning and retention.  

IV. Research Methodology. 

A. Participants. 

 One hundred thirty nine undergraduate students enrolled in an introductory research 

methodology course at a large southeastern public university served as participants.  Due to the 

longitudinal nature of the study, fluctuations in attendance during lectures and lab meetings, 

course withdrawals, and incomplete or unusable data, fewer responses were available for 

analyses.  All measures and instruments employed were used in the normal conduct of the 

course.  Tutorial sessions took place during the students’ lab meeting time, thus, participants 

were grouped based on their attendance in a particular lab section.  Each lab section was 

composed of approximately 8 to 12 students. 
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B. Instruments. 

Computer-mediated Statistical Tutorials: The content of both tutorials focused on the use 

and computation of t-tests.  The tutorials were designed for use with Microsoft Power Point.  

Statistical content was equivalent between the tutorials while style of presentation was designed 

to differ between the tutorials.  Each tutorial was similar in length, taking approximately 90 

minutes to complete. 

 Both tutorials were designed to provide instruction, including examples, practice 

problems, and feedback, regarding use and calculation of t-tests.  The Achieve tutorial was 

designed to be objective and relatively impersonal.  There were several characteristics unique to 

the Achieve tutorial.  First the structure of the tutorial, delineated by an outline at the beginning 

of the tutorial, was clear.  Entries in the outline were used throughout the tutorial as titles to 

organize the tutorial contents. Second, examples and practice problems were relatively 

impersonal with little or no apparent continuity between them.  Third, feedback provided by the 

Achieve tutorial in response to students’ answers to practice problems reflected issues of 

mastery.  Sample feedback includes expressions such as “Correct Answer”, “Masterful!”, 

“Inaccurate”, “Sound Reasoning”, “Exactly”, “Partially Correct”, etc.  Fourth, keywords, such as 

“policies” and “objectivity” were used in examples. 

 The Believe tutorial was designed with the same basic structure and content as the 

Achieve tutorial but the Believe tutorial was designed to be more subjective and personal and 

thus essentially more human-like. but this structure was not clearly delineated at the beginning 

and throughout the tutorial.  First, given that the Believe tutorial was designed to be more 

personal, the tutorial used the user’s name throughout.  Second, examples and practice problems 

were personal in that they revolved around two fictitious students.  The fictitious students’ names 
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were used throughout the tutorial in such a way that a story was conveyed about the students 

through the examples.  This continuity of examples was intended to help participants identify 

with the fictitious students; the text of the examples was identical to the Achieve examples 

otherwise.  Third, feedback given regarding to participants' answers to practice problems in the 

Believe tutorial reflected issues of appreciation.  Sample feedback included expressions such as 

“Good Job!”, “Impressive!”, “Thanks for Trying”, “Thank You”, “Your Effort is Valued” etc.  

Last, keywords, such as “value” and “empathy” were used in examples.   

 Immediate Statistics Quiz and Knowledge Retention Items: Participants completed a 

statistics quiz regarding use and calculation of t-tests upon completion of the tutorial. This 

knowledge test was composed of 22 multiple-choice items. Internal consistency reliability for 

these items was (α=0.51).  This low level of reliability was expected given that the statistics quiz 

tapped into multiple facets of statistics knowledge. 

Three items selected from the knowledge test were included on a mid-term examination 

to assess knowledge retention.  Internal consistency reliability for the three items was low 

(α=0.24).  Retention was measured using the three items administered approximately two weeks 

after completion of the tutorial.  

Competence:  Participants rated the tutorial regarding perceived competence.  The 

Competence scale was composed of 11 adjectives (intelligent, knowledgeable, rational, 

insightful, credible, competent, clever, helpful, efficient, conscientious, reliable), derived from 

Nass et al. (1995) 12 item measure (α=0.94).  One item was removed (”How much did the 

computer improve your final ranking?”) from the scale for use in this study due to its irrelevance 

to this study’s content.  Participants indicated their responses to the items based on a 10 point 
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Likert-type scale ranging from “Describes very poorly” to “Describes very well.”  The modified 

scale demonstrated a high level of internal consistency reliability (α=0.94) in this study. 

Affiliation: Participants rated the tutorial regarding perceived affiliation.  The Affiliation 

scale was composed of 4 adjectives (friendly, likeable, sympathetic, warm) and was developed 

and used by Nass et al. (1995) and used the same 10 point response scale as used for the 

competence scale.  Analysis conducted by Nass et al. (1995) provided support for internal 

consistency reliability (α=0.83). Results from this study also indicated high internal consistency 

reliability (α=0.93) for the Affiliation scale.   

  Satisfaction with the Interaction: Participants indicated their satisfaction with their 

interaction with the computer using a seven-item scale developed by Nass et al. (1995).  The 

Satisfaction scale was composed of 7 items (engaging, enjoyable, exciting, fun, interesting, 

involving, satisfying).  Analysis by Nass et al. (1995) provided evidence for internal consistency 

reliability (α=0.88). Internal consistency reliability for the Satisfaction scale was also high for 

this study (α=0.97).  Participants indicated their responses to the items based on the same 10 

point Likert-type scale as used for the competence and affiliation scales. 

C. Procedure. 

 Using a lab enrollment roster, students were randomly paired with another lab member.  

Subsequently, random assignment was used to assign one member of the pair to complete one of 

the tutorials.  The other member of the pair was, by default, assigned to complete the other 

tutorial.  This procedure was used to ensure that both the number of students per lab section and 

overall number of participants in the study were equivalent for each version of the tutorial. Mid-

way through the semester, students were given access to one of the two statistics tutorials 

developed to provide instruction on t-tests. Students were not aware that there were two versions 

2008 HICE Proceedings 
Page 631



of the tutorial. Following completion of the tutorial, students took a brief statistics quiz and 

completed an evaluation of the computer tutorial in terms of tutorial competence, tutorial 

affiliation, and satisfaction with the interaction.  In order to test retention of the tutorial 

information, three items taken from the immediate statistics quiz were included on a mid-term 

exam students completed two weeks later. 

V. Results. 

The hypothesized prediction of ratings of affiliation by tutorial type was substantiated, F 

(1,121) =9.18, p <0.01.  Participants who completed the Believe tutorial produced higher ratings 

of tutorial affiliation (M=18.72, SD=10.87) than did participants who completed the Achieve 

tutorial (M=12.96, SD= 9.56).  The Believe tutorial was designed to be more personal thus, more 

likely to be rated as friendly, likable, sympathetic, and warm.  

Participants’ ratings of satisfaction with the interaction were also significant. Participants 

who used the Believe tutorial (M=27.36, SD=17.07) produced higher ratings of satisfaction with 

the tutorial than did participants who completed the Achieve tutorial (M=20.98, SD=15.60), F 

(1,107) =3.97, p<0.05. 

 Participants’ ratings of tutorial competence were not significantly related to tutorial type, 

F (1,118) =2.57, p=0.11 (see also Table 1).  The mean for the Believe tutorial was 60.82 

(SD=22.79) while the Achieve tutorial mean was 54.14 (SD=19.98).  Ratings of competence may 

be a function of participants’ perceptions of the accuracy of tutorial content rather than how such 

content is presented.   
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Table 1: Correlation Matrix of Primary Study Variables 

 
 Tutorial Affiliation Competence Satisfaction Statistics 

Quiz 

Affiliation 0.27492 
0.0026 

118

    

Competence 0.16466 
0.0787 

115 

0.63335 
0.0001 

115 

   

Satisfaction 0.20049 
0.0413 

104

0.68964 
0.0001 

104 

0.61286 
0.0001 

101 

  

Statistics 
Quiz 

0.09403 
0.3949 

84 

0.03805 
0.7311 

84 

0.17115 
0.1196 

84 

-0.04396 
0.7081 

75

 

Retention 0.00890 
0.9293 

102 

0.07393 
0.4580 

103 

0.09356 
0.3570 

99 

0.04354 
0.6836 

90 

0.22681 
0.0536 

73 

 

Note: Tutorials were coded such that Achieve=1; Believe=2 

Analyses for student performance were also conducted in order to determine whether 

tutorial personality affected student learning.  Results of the analysis did not reveal a significant 

difference in immediate quiz scores by tutorial, F (1, 88) =1.13, p=.29.  Additionally, no 

significant difference was noted for the retention scores by tutorial, F (1,100) =0.01, p=.91. 

VI. Discussion. 

 Consistent with Mishra and Hershey (2004), this study has shown that more personable 

computer tutorials can positively impact students’ ratings of affiliation and satisfaction with the 

learning environment.  The results of the current study differ from those of Mishra and Hershey 
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(2004) and Pan et al. (2005) however, in terms of relationship between affective reactions and 

learning.  While both Mishra and Hershey (2004) and Pan et al. (2005) noted relationships 

between students’ affect and learning in computer-human interactions, the current study did not 

find such a relationship.  Additionally, the current study did not detect a significant difference in 

learning for students who completed the two tutorials.  Specifically, beneficial components of 

technology-based instructional methods could include such things as using the student’s name 

during interactions, using consistent examples throughout tutorials, and giving appreciative 

feedback.  These types of changes are easily implemented and could greatly impact student 

satisfaction based on the results of this study.  

Several weaknesses of the present study are evident.  First, anecdotal comments 

suggested that study participants perceived the tutorials as excessively long. The length of the 

tutorials likely produced fatigue in some participants. Future research using shorter tutorials or 

tutorials with clear break or review points is advisable.  Second, participants in this study were 

exposed to the tutorials only once.  This single-time exposure may account for differences 

between the current study and those of Mishra and Hershey (2004) and Pan et al. (2005) 

regarding affect-learning relationships. Researchers in the future may want to ensure participants 

are given extended exposure to the interventions. This would also help reduce any potential 

novelty effects that may have affected the outcomes of this study.  Third, students completed the 

tutorials in a setting in which they were supervised by the researcher, their lab instructor, or one 

of the two lecture instructors.  Thus, students may have responded differently to the tutorials than 

they would if they had not been supervised. 

Future research should investigate other issues which impact student satisfaction, as well 

as the implications of high levels of student satisfaction and affiliation with computer tutorials.  
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Future research should also be conducted that investigates whether students’ satisfaction with 

their interaction with a computer-based tutorial and/or their ratings of tutorial affiliation affect 

students’ desire to remain engaged with the learning process.  Specifically, does the quality of 

supplemental computer assisted instruction within a traditional classroom affect student 

satisfaction with the course and their educational experience as a whole?   

While no differences in immediate and retained knowledge were noted based on this 

tutorial, students were exposed to the tutorial on only a short-term basis.  Undoubtedly, all 

students have had to learn material in learning environments where the instructor’s personality 

was not optimal to facilitate student engagement in the learning process. While students may be 

able to overcome shortcomings in the learning environment on a short-term basis, research is 

needed to examine the long-term consequences of such shortcomings.  Additionally, feedback 

provided was not separated into praise versus criticism as was done in Mishra’s (2006) study. 

Thus, future research can look at the impact of tutorial personality over multiple sessions as well 

as provision of praise and criticism on student motivation, engagement and long-term knowledge 

acquisition and retention. 
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ABSTRACT 

 
 African-American women simultaneously fought racism and sexism during 
the first seventy-two years of the Women’s Suffrage Movement to secure the 
ballot in the United States of America.  Three distinct phases characterized their 
successful efforts:  the antebellum Civil War era; the turn of the Nineteenth 
century; and, the post World War I period.  African-American women had to 
create an effective lobby in society and the government, as well as to decide 
how they would cooperate or not with the ethnic European leadership of the 
women’s movement in order to ensure their inclusion in the Nineteenth 
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Amendment’s provisions that guaranteed women the vote.  It is important that 
the full extent of African-American women’s work and writings be included in 
the History and Social Studies curricular throughout the nation’s school 
systems, present  
in conjunction with the story of the Fifteenth and Nineteenth Amendments, and 
the overall Women’s Suffrage Movement. 
 

FULL PAPER FOLLOWS ABSTRACT 
 
 

INTRODUCTION 
 
 
Why Teach This Unit? 
 This unit’s three teaching purposes seek to: (1) provide educators with 
information about the work of three generations of African-American 
suffragists; (2) encourage excellence in curriculum building and instruction by 
modeling the infusion of culturally diverse perspectives into traditional 
treatments of the Women’s Suffrage Movement; and, (3) enhance students’ 
learning in their American History classes, by having their teachers include the 
stories and voices of eighteen African-American suffragists, who contributed to 
the passage of the Fifteenth and Nineteenth Amendments.  
 
 
Contents of the Unit 
 This unit focuses on a portion of the Women’s Suffrage Movement, the 
African-American women who participated in the drive to secure the franchise 
for African-American men and women, and to guarantee universal suffrage in 
the form of the Nineteenth Amendment to the U.S. Constitution.  The four 
parts to the unit are 
  Part One: Who is included in the texts? 
 
  Part Two: What were the African-American suffragists’ messages? 
 
  Part Three: Political myopia and the Fifteenth Amendment 
 
  Part Four: “Lifting as we climb” 
 
 
Rationale for the Contents of This Unit 
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 African-American women had to use all their ingenuity and energies to 
effectively lobby and overcome the hurdles that stood in their way during the 
drive to ensure their inclusion in the Nineteenth Amendment, and to prevent 
them from remaining invisible in the Women’s Suffrage Movement.  Visual 
representations and written pieces about the Women’s Suffrage Movement 
usually include a preponderance of ethnic European female suffragists who were 
committed to winning the ballot for American women.  Rarely, if ever, do the 
textbooks’ publishers include any information about the public, written, and 
organization activities of the African-American women (e.g. Frances Ellen 
Watkins Harper, Mary Ann Shadd Cary, Anna Julia Cooper, and Alice Dunbar 
Nelson) who contributed to passage of the Fifteenth and Nineteenth 
Amendments.  
 

The most frequently mentioned African-American women in textbooks 
who supported the women’s vote have been Sojourner Truth, Ida Bell Wells-
Barnett, and Mary Church Terrell. 

 
 

Monographs have been written about some of the African-American suffragists.  
This is the appropriate time to start building knowledge, skills, and dispositions 
bases for the incorporation of the work and stories of eighteen African-
American suffragists in the traditional American  
History Curriculum, as the one hundredth anniversary of the passing of the 
Nineteenth Amendment draws near. 
 
 
Selected Review of the Literature 
 The extent and depth of knowledge available in the literature about the 
role of African-American suffragists in the Women’s Suffrage Movement have 
been growing in the past ten years as a result of research and writing by 
historians, sociologists, and political scientists.  Some of the important 
manuscript collections, media sources, and document based lessons may be 
found at the following online websites: 

 
The National Association of Colored Women 
http://womhist.alexanderstreet.com/teacher/nacw.htm 
 
How Did The National Woman’s Party Address the Issue of 
Enfranchisement of Black 
 Women, 1919-1924? 
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http://womhist.alexanderstreet.com/nwp/doclist.htm 
 
Women and Social Movements in the United States, 1600-2000 
http://womhist.alexanderstreet.com/projectmap.htm 
 
New York Public Library's Digital Schomburg Collection of 19th century 
African  
 American Women Writers 
http://digital.nypl.org/schomburg/writers_aa19/main.html 
 
The Sophia Smith Collection of and about African American Women 
http://www.smith.edu/library/libs/ssc/subjafrican.html 
 
Five College Archives & Manuscript Collection:  Black Women Oral History 
Project 
http://asteria.fivecolleges.edu/findaids/sophiasmith/mnsss346_main.htm
l 
 
"Ain’t I A Woman?" African American Women :  A Research Guide to 
Resources About 

African American Women, by M. Burdex 
http://www.csun.edu/~htang/ainti.html 
 
Not for Ourselves Alone: Elizabeth Cady Stanton and Susan B. Anthony 
http://www.pbs.org/stantonanthony/ 
 
 
U.S. Women’s History: Lesson Ideas 
http://womhist.alexanderstreet.com/teacher/women.htm 
 
Document Based Questions 
http://womhist.alexanderstreet.com/teacher/dbqs.htm 

 
 
Significant Aspects of the Connection between African-American Suffragists and 
the Women’s Suffrage Movement 
 
 Suffrage applied only to white males in the antebellum years of the Civil 
War, when the first generation of African-American suffragists became active in 
the cause to expand democratic access to the vote in the United States.  Both 
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African-American males and females supported and argued for the legalization 
of universal suffrage in the nation.  The reform movements of the 1820s were 
dominated by free males’ leadership; while, ethnic European women did fund 
raising and sought to petition national and state governments for various social 
and political reforms. 
At the same time, small numbers of free African-American women abolitionists 
toiled in the movement for female suffrage.  They were encouraged by ethnic 
European suffragists to apply their skills at convincing free African-American 
male voters to support the Women’s Suffrage Movement.  The Civil War 
interrupted focus on these efforts. 
 At the close of the Civil War, the post-bellum years, second generation 
African-American advocates of women’s suffrage retained their commitment to 
universal suffrage.  The late 1860s saw a split over the strategy of how to 
succeed with that objective; when feminists, simultaneously protesting against 
the franchise for African American males, were unable to have the word “male” 
omitted from the Fourteenth Amendment.. 
 Debate over the Fifteenth Amendment divided universal suffrage 
supporters, because some people were unwilling to delay the move for women’s 
suffrage, and others believed that African-American males needed it more than 
women did.  Frances Ellen Watkins Harper and Frederick Douglass were avid 
advocates of this latter stance.  African-American suffragists used three other 
strategies to gain the ballot, too: organization of women’s groups to lobby for 
their cause (e.g. the National Women’s Suffrage Association (NWSA); 
challenging the Fourteenth Amendment by voting in elections (e.g. Sojourner 
Truth in Michigan and Mary Ann Shadd Cary Washington, D.C.); and, activism in 
states’ referenda that focused on amendment of the Constitution. 

The American Woman Suffrage Association (AWSA), considered to be 
more conservative than the NWSA, supported the Fifteenth Amendment, 
universal suffrage, and woman suffrage on the states’ level.  Increasing numbers 
of African-Americans joined the AWSA in the 1870s, and became more involved 
in the Women’s Suffrage Movement as evidenced by: (1) the formation of 
African-American women’s clubs; (2) the public forwarding of goals and 
concerns that were unique to African-American families; (3) the upswing in the 
numbers of free African-American women who sought  
 
education; and, (4) the presence of educated free African-American women 
who worked to uplift their communities.  All of these suffragists directed their 
efforts to two paths:  joining with female ethnic European suffrage 
organizations that were in the mainstream of society; and, founding African-
American suffrage organizations that forwarded their own agendas about the 
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ballot.  It was during the 1890s, that AWSA and NWSA merged to form the 
National American Woman Suffrage Association (NAWSA). 

The 1890s witnessed significant events in the history of the Women’s 
Suffrage Movement.  Four western states accepted and offered full suffrage to 
women by the 1890s: (1) Wyoming was admitted to the Union in 1890 with a 
provision for women’s suffrage, having had it incorporated in its territorial 
constitution since 1869; (2) Colorado adopted a women’s constitutional 
amendment in 1893, after its defeat in 1877; (3) Idaho’s constitutional 
amendment in support of women’s suffrage was passed on its first submission 
in 1896; and (4) Utah had women’s suffrage in its territorial constitution since 
1870, had it removed by Congress in 1887, and in its 1896 referendum to be 
admitted to the Union, the State put the provision back into effect. 
 The 1890s was characterized by a mixture of positive and negative 
conditions, as far as the African-American suffragists’ agenda was concerned.  
Most southern African-American males could not vote, while some others could.  
African-American politicians worked on a national basis to gain re-
enfranchisement for males in their community, using a variety of strategies to 
do so.  A small number of females had gained full and partial voting rights in 
several of the states.  Strategies in support of universal suffrage gained 
membership for African-American suffragist associations, and there was a 
continuous growth on a national scale of the African-American Women’s Club 
Movement.  Some of these club women attained national stature in presenting 
their perspectives on universal suffrage.  There was a general belief that if 
African-American women got the ballot, those African-American men who had 
been disenfranchised would regain their votes. 
 The third generation of African-American suffragists faced more obstacles 
to their cause at the turn of the twentieth century.  Mainstream ethnic 
European suffragists engaged in exclusionary strategies to limit foreign and 
African-American voters at the polls.  Literacy requirements set up by state 
legislatures launched a period of “educated suffrage” for those who sought to 
exercise the ballot.  Ethnic European suffragists sought to convince their male 
counterparts to extend the vote on a national basis to middle class and 
educated ethnic European women, and to cancel out African-American women 
from suffrage proposals on the state and federal levels.  This action resulted in 
a division between the women in the suffrage movement, and represented the 
“politics of race.”  African-American women such as Ida Bell Wells-Barnett and 
Josephine St. Pierre Ruffin stood out as leaders when the former lobbied Susan 
B. Anthony to oppose political expediency among northerners, and the latter 
wrote in Woman’s Era about the strategy to keep African-American women 
away from the ballot.  African-American men joined in the campaign not to 
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exclude African-American women from the benefit of the Nineteenth 
Amendment.  However, African-American women  
continued to argue for universal suffrage even though they had been deserted 
by the ethnic European suffragists, who openly opposed the inclusion of the 
former group in the goal for women’s voting rights. 
 
 Two major developments between 1912 and 1920 included the joint 
efforts of African-American men and women to intensify their support for 
passage of a Nineteenth Amendment that included African-American women in 
its wording.  In addition, Mary Church Terrell (leader of the National Association 
of Colored Women) and Walter White (leader of the National Association for the 
Advancement of Colored People) agreed that ethnic European suffragists were 
intent on omitting African-American women from the Nineteenth Amendment.  
The context of the pre-World War I (1914-1917) years brought home to the 
African-American suffragists that a national strategy against the states’ rights 
arguments of the southern ethnic European suffragists was essential for them 
to win the franchise.   
 Thirty out of forty-eight states in the Union had some form of 
constitutional provision for women’s suffrage prior to the acceptance of the 
Nineteenth Amendment in 1919.  In addition to the four western states 
previously mentioned as having provisions for full women’s suffrage in the 
1890s, some of the other states included: Washington, 1910; California, 1911; 
Oregon, 1912; Kansas, 1912; Arizona, 1912; Illinois, 1913; Montana, 1914; 
Nevada, 1914; North Dakota, 1917; Nebraska, 1917; Rhode Island, 1917; New 
York, 1917; Arkansas, 1917; Michigan, 1918; Texas, 1918, South Dakota, 
1918; Oklahoma, 1918; Indiana, 1919; Maine, 1919; Missouri, 1919; Iowa, 
1919; Minnesota, 1919; and, Ohio, 1919 
 There were continuous attempts to prevent African-American women 
from gaining the ballot until passage of the Nineteenth Amendments on the 
federal level in August 1920.  African-American women in the southern states 
were disenfranchised less than 10 years later.  Outside the south, African-
American women were deprived of their ability to lobby for candidates, run 
women candidates, organize community voter education groups, and combat 
people who wanted to keep them from the polls.  The coalition of African-
American and ethnic European women for the joint goal of the franchise 
disintegrated. 
 
 
Assessment of African-American Women’s Role in the Women’s Suffrage 
Movement 
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 African-American women participated in the enfranchisement process 
between 1848 and 1920 as speech makers, petitioners of the federal and state 
governments, and campaigners during women’s suffrage referendums.  During 
the course of those activities, African-American women and their leaders 
learned much about the American political system by founding more than thirty 
suffrage associations and women’s clubs.  The efforts of African-American 
women in the fight for women’s suffrage demonstrated the success of 
democratic principles and the incorporation of women’s legal right to vote as a 
part of the U.S. Constitution. 

It took forty-five more years after the Nineteenth Amendment for it to be 
implemented for African-American women.  See the following website for an 
extensive document based question that may be added to this curriculum unit 
as an epilogue to the passage of the Nineteenth Amendment.  
http://womhist.alexanderstreet.com/teacher/DBQnwp.htm 
 
 
 

VOICES OF AFRICAN-AMERICAN SUFFRAGISTS: A CURRICULUM UNIT 
PART ONE - WHO IS INCLUDED IN THE TEXTS? 

 
Preview of Main Ideas 
 Nationwide events and published articles in August, 1995 celebrated 
ratification of the Nineteenth Amendment to the Constitution, honoring those 
people who had labored for women’s right to vote between 1848 and 1920.  
Written, illustrative, and documentary film references publicized a dominant 
presence of ethnic European female suffragists engaged in the movement to 
win the ballot.  Were suffragists of color players in the historic events which led 
to the enfranchisement of American women in 1920?   
 Occasionally, social studies textbooks include a paragraph or two about 
the activities of some nineteenth century African-American women who gained 
prominence in the field of social reform, and who were suffragists, as well:  Ida 
Bell Wells-Barnett [leader of the anti-lynching campaign], Sojourner Truth 
[abolitionist leader], and Mary Church Terrell [organizer of women’s clubs]. 
 The work of exceptional African-American women involved in the women’s 
suffrage movement generally is not incorporated in American History textbooks.  
Some of the African-American women who worked diligently for female suffrage 
between 1848 and 1920 include:  Margaret Murray Washington, Mary Ann 
Shadd Cary, Alice Ruth Moore Dunbar-Nelson, Hallie Quinn Brown, Frances Ellen 
Watkins Harper, Sarah Parker Remond, Anna Julia Cooper, and Josephine St. 
Pierre Ruffin.  
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 This introductory lesson provides organizational opportunities for 
students to explore the roles, thoughts, obstacles encountered, discrimination 
borne, and accomplishments of African-American women who, between 1848 
and 1920, fought for and voiced their beliefs that all women deserved 
enfranchisement, be they daughters of ethnic Europeans or former African 
slaves.   
 
Connections with the Curriculum 
American Government, American History, Civics, Problems in Democracy 
See the NCSS website for Thematic Strands of the Social Studies Curriculum Standards 
http://www.socialstudies.org/standards/strands/ 
Teaching Level:  Grades 7-12 
 
Materials 
Suggested Sources of information 
 Anthony, Susan B. and Ida Husted Harper. (1902). The History of Woman Suffrage.   
 Bearden, Jim and Linda Jean Butler. (1971). Shadd:  The Life and Times of Mary Ann 
  Shadd.  
 Brown, Hallie Quinn.  Unpublished Papers.  The Hallie Q. Brown Memorial Library 
  of Central State University, Wilberforce, Ohio. 
 Cooper, Anna J. ([1892]1969).A Voice from the South by a Black Woman of the South.   
 Dannett, Sylvia G. L. (1964). Profiles of Negro Womanhood.  
 David, Jay, ed. (1972)  Black Defiance: Black Profiles in Courage 
 Davis, Elizabeth Lindsay. (1933). Lifting as They Climb.  
 Dunbar-Nelson, Alice Ruth Moore. Papers. Morris Library, University of  
  Delaware, Newark, Delaware. 
 Duster, Alfreda, ed. (1970)  Crusade for Justice:  The Autobiography of Ida  B. Wells   
 
 
 
 Giddings, Paula. (1984). When and Where I Enter:  The Impact of Black Women on Race  
  and Sex in America.  
 Hine, Darlene Clark, ed. (1993).Black Women in America: An Historical Encyclopedia,  
  volume I and II.  
 Hull, Gloria T. (1988). Give Us Each Day:  The Diary of Alice Dunbar-Nelson.  
 Lerner, Gerder, ed. (1973).  Black Women in White America:  A Documentary History.  
 Loewenberg, Bert James and Ruth Bogin, ed. (1976). Black Women in Nineteenth- 
  Century American Life:  Their Words, Their Thoughts, Their Feelings.  
 Majors, M.A., ed. ([1893] 1986).Noted Negro Women:  Their Triumphs and Activities.  
 Salem, Dorothy C. (1990)  To Better Our World:  Black Women in Organized Reform 
 Silverman, Jason.  (1985).Unwelcome Guests:  Canada West’s Response to American  
  Fugitive Slaves, 1800-1865. 
  Sterling, Dorothy, ed. (1984). We are Your Sisters:  Black Women in the Nineteenth  
  Century.  
 Wesley, Charles Harris. (1984). The History of the National Association of Colored  
  Women’s Clubs:  A Legacy of Service.  
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Objectives 
At the end of this lesson, students will be able to:  

1. Cognitive Domain: compare historical source materials for information 
retrieval and bias about the “story” of the Women’s Suffrage Movement. 

 
2. Affective Domain:  reflect on the value of cooperation to complete 

tasks; be sensitive to the contextual condition of African-American  
women in their efforts to secure the franchise. 

 
3. Psychomotor Domain:  read and view resource materials to detect bias; 

orally and in writing share thoughts about the Women’s Suffrage Movement. 
 
Suggestions for Teaching the Lesson 
Initiating the Lesson 
1.  “K-W,-L” analysis:  
 1.1 Teacher distributes blank “K-W-L” form to class. Students 

individually record what they know, want to know about African-
American  

suffragists. 
 1.2 Students orally share what they know about African-American 
  suffragists.  Teacher records students’ comments on an 
  overhead transparency, or posted newsprint sheet, or projected 
word  
  document. 
 1.3 Students orally share what they would like to know [i.e. frame 
  research questions] about the role of African-American  
  suffragists.  Teacher records students’ questions on an 
  overhead transparency, or posted newsprint sheet, or projected 
word  
  document. 
 
2. Tell students that the seventy-fifth anniversary of American women’s right to 
vote, as a result of the ratification of the Nineteenth Amendment was 
celebrated in August, 1995.  Teacher asks students questions about the 
Amendment [prior knowledge check]: 
 
 2.1 When was it passed? By whom? 
 2.2 Who was protected by the Amendment?  Who was not? 
 2.3 What was the purpose of the Amendment? Why? 
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3. Provide students with the Nineteenth Amendment to the Constitution, either 
as a handout, overhead transparency, or students refer to the Constitution in 
their textbooks.  
Students silently read the Nineteenth Amendment to themselves.  Ask students 
to do the following: 
 3.1 Personal Connection - Write a journal entry to the prompt 
  “What does the Nineteenth Amendment mean to and/or for me?” 
 

Amendment 19:  Women’s Suffrage (1920) 
 Section 1:  The right of citizens of the United States to vote shall not be denied  
 or abridged by the United States or by any state on account of sex. 
 Section 2:  Congress shall have power to enforce this article by appropriate  
 legislation. 
 
4. Tell students: 
 4.1 The Women’s suffrage movement occurred between 1848 -1920.  
 4.2 Many women, aided by some men, worked for female franchise. 
 4.3 The socio-political context of America impacted the participation of  

African-American women in the fight for the ballot. 
 4.4 This lesson will introduce the study of 18 African-American  
  suffragists who sought the franchise for themselves and their 
  ethnic European sisters. 
 4.5 Sometimes historical sources do not provide adequate information  

about a topic.  Sometimes bias is operational in the reporting of  
historical events. 

 4.6 This lesson will provide an opportunity for application of the criteria 
  to analyze resources to determine if bias is operational. 
 4.7 This lesson will introduce you to notable African-American 
  suffragists who you previously may not have learned about. 
 
Developing the Lesson Concept  
(The Women’s Suffrage Movement was biased against African-American suffragists.) 
1. Provide students with a list of the six indicators of bias: 
 1.1 Language which is dehumanizing or denies the existence of  
  groups 
 1.2 Members of a group portrayed in one role or with one 
   characteristic 
 1.3 The lack of representation of a group 
 1.4 Misinformation about a group, event, or contributor 
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 1.5 A single interpretation of an issue, situation, or condition 
 1.6 Separating contributions of a group from the mainstream 
2.  Tell students that they are to keep in mind the six indicators of bias 
as they participate in the lesson activities. 
 
3. Show students photos or slides or a portion of a cd/videotape of women 
suffragists in a variety of activities between 1848 and 1920.  

Suggested sources:  
-Social Education, Volume 59, Number 5, September 1995, front 
cover; “One Woman, One Vote,”  
-part of “The American Experience” video series, first broadcast 
February 15, 1995, available from PBS Video, 800-344-3337].   

 
Ask students to engage in [any or all of] the following activities: 

 3.1 Visualize - Close your eyes and create your “inner blackboard.” 
  What historical memories are evoked for you about the Women’s  

Suffrage Movement. 
 

3.2 Interpret what you have seen in the cd/videotape about the Women’s  
 Suffrage Movement? 

   -Who are the participants? 
   -Who are the most numerous participants?  
   -What are the people in the visuals doing? 
   -Why did women behave in that manner? 
   -When did they do so?  Why at that time? 
   -Where were they?  Why that location? 
 
 3.3 Apply the six indicators of bias to what you have seen.  What 
conclusions  
  can you come to about the Women’s Suffrage  
  Movement? 
 
4. If students do not do so, teacher draws students’ attention to the lack of 
ethnic diversity among the women suffragists.   

4.1 Ask students “Why do you think that the campaign for Women’s 
Suffrage  

 appeared to be dominated by ethnic European women.” 
 
4.2 Ask students “What questions do you have about domination by 

ethnic  
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 European women of the Women’s Suffrage Movement?” 
 
5. Students read excerpts from Gerder Lerner’s “Preface” In the edited work 
Black Women in White America, A Documentary History.   See Handout # 1.  
Class discusses answers to the following questions: 
 5.1 Why did the author edit this collection of documents? 
 5.2 What new information did you find about African-American women? 
 5.3 What perspectives have you developed about African-American 
  women’s goals, which may assist you in learning about those 
  who participated in the Women’s Suffrage Movement? 
 
 
 
 
6. “Think, Pair, Share” Technique 
 6.1 Teacher provides students with overviews of the Women’s Suffrage  
  Movement [e.g. timelines, charts].  Suggested sources: 
  -“Chronology” in Social Education, Volume 59, Number 5,  
   September 1995, p. C4.  [focuses on the activities of ethnic  
   European women and organizations 1648-1920] 

- See Handout #2 “One Hundred Years toward Suffrage: An 
Overview”  

 compiled by E. Susan Barber for the National American 
Woman 

Suffrage Association Collection or at the internet website  
http://memory.loc.gov/ammem/naw/nawstime.html 

  -Handout # 3, an overview of the work of three generations of  
African-American Suffragists between 1848 and 1920.  

  -Handout # 4, some events and examples of African-Americans’  
   involvement in the Women’s Suffrage Movement, compiled by  
   Leah G. Stambler. 
 
 6.2 Students, working singly, analyze the information on the three 
  chronologies [e.g. compare for similarities and contrast for 
  differences of information included on the chronologies, apply  
  the six indicators of bias to the comparison]. 
 
 6.3 Students, working in pairs, pool their information and create 
  an integrated chronology of the Women’s Suffrage Movement. 
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 6.4 Students, working in groups of 4, share their analyses.  Also, 
  students formulate hypotheses about  

a. the “story” of the Women’s Suffrage Movement, and  
b. the comparative role of African-American suffragists in 

the events that led up to the ratification of the 
Nineteenth Amendment. 

 
7. Students, working in pairs, peruse their textbooks, or teacher made 
materials, or library books to 
 7.1 Inquire about whom historians included in their writings as leaders of 
and  
  contributors to the Women’s Suffrage Movement  
 
 7.2 Inquire about which events historians included in the “story” of  
  the Women’s Suffrage Movement.   
 
 7.3 Retrieve and list pertinent information that they find.   
 
 7.4 Analyze the materials according to the six indicators of bias. 
 
 
 
 
8. Students, working in groups of four, compare their insights from activity 7 
and test them using the six indicators of bias. 
 
1.1 Language which is dehumanizing or denies the existence of groups 
1.2 Members of a group portrayed in one role or with one characteristic 
1.3 The lack of representation of a group 
1.4 Misinformation about a group, event, or contributor 
1.5 A single interpretation of an issue, situation, or condition 
1.6 Separating contributions of a group from the mainstream 
 
9. Teacher distributes information retrieval matrix which lists the names of 18 
African- 
American Suffragists.  See Handout # 5. 
 9.1 Students compare the information that they have retrieved   
  with the names on Handout # 5 matrix, to determine the 
  inclusion of these women in the texts, or teacher made 
   materials, or library books. [Usually Sojourner Truth is the lone 
  example in texts.] 
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 9.2 Students create hypotheses about their findings [to use in their 
  research activities]. 
 
Concluding the Lesson 
1. “K-W,-L” analysis:  
 1.1. Return to the first two columns of the K-W-L Chart. 
 1.2 Students orally share what they learned during the lesson 
  about bias in historical sources and African-American 
  suffragists. 

POSSIBLE SAMPLE OF “K-W-L” CHART 
What I Know What I Want to Know What I Learned 

[possible responses] 
 

Sojourner Truth gave 
speeches about abolition and 
female suffrage.  One of her 
speeches was entitled “Ain’t I 
a woman?”  

[possible responses] 
 

1. Who were the    
    African-American  
    Suffragists?  
2. What were their  
     beliefs? goals? 
3. How did they  
    organize to get  
    what they wanted? 
4. What did they  
    accomplish? 
5. How did they  
    interact with other  
    suffragists? 

[possible responses] 
 
1. Textbooks do not 
    tell the whole story 
    of the Women’s  
    Suffrage Movement. 
2. Twenty-seven  
    notable African- 
    American women  
    contributed to the  
     Women’s Suffrage 
     Movement between 
     1848-1920. 
3. Segregation and 
discrimination 
     against African-American  
     suffragists were obstacles 
to  
     their work. 

 
 
 
Extending the Lesson 
1. Students meet in three groups to divide research responsibilities about 27 
African-American suffragists. 
 1.1 Each group is consistent with an historical period of time 
  [e.g. ante bellum, post bellum, turn of the century] when 
  African-American suffragists pursued their goals. 
 
 1.2 Students use Handout # 5 as a guideline for selection of 
  possible subjects for research and performance assessment. 
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2. Teacher introduces students to computer based inquiry techniques, such as 
WebQuest.  See the following websites for information about WebQuest and 
templates to create them for internet research: 
 2.1 Home page for WebQuests:  http://www.webquest.org/index.php 
 
 2.2 Creating WebQuests:  http://www.webquest.org/index-create.php 
 
 2.3 Completing your WebQuest template  
    http://www.macomb.k12.mi.us/wq/wqdmain.htm 
 
 2.4  WebQuest generator at TeAch-nology.com:  

 http://teachers.teach-
nology.com/web_tools/web_quest/ 

 
 2.5 Useful WebQuest Resources:  http://www.webquest.org/index-
resources.php 
 
 2.6 A Rubric for evaluating WebQuests:   
    http://webquest.sdsu.edu/webquestrubric.html 
 
3. Students meet in three groups formed in activity #1, above.  Students 
discuss and decide on formats for presentations of their research focus. 
 

HANDOUT # 1 
 

EXCERPTS FROM GERDER LERNER’S “PREFACE” IN THE EDITED WORK 
BLACK WOMEN IN WHITE AMERICA, A DOCUMENTARY HISTORY 

 
 Until the very recent past, black people in America have been denied their 
history....American women have also been denied their history.....History, in the past 
largely written by white male historians, has simply failed to ask those questions which 
would elicit information about the female contribution, the female point of view.  
Women as a group have been denied knowledge of their legitimate past and have been 
profoundly affected individually by having to see the world through male eyes......Black 
women have been doubly victimized by scholarly neglect and racist assumptions.  
Belonging as they do to two groups which have traditionally been treated as inferiors 
by American society-Blacks and women-they have been doubly invisible.  Their records 
lie buried, unread, infrequently noticed and even more seldom interpreted.  Their names 
and their achievements are known to only a few specialists.....There have been few 
biographies of black women of the past......The organizational records of black  
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women’s organizations are equally scattered, unclassified and unused.......................... 
 ......it is necessary to recognize that there is a female aspect to all history, that 
women were there and their special contributions to the building and shaping of society 
were different from those of men.  This difference in quality has up to now meant 
invisibility and insignificance................................................. 
 ......Black women have had an ambiguous role in relation to white society.  
Because they were women, white society has considered them more docile, less of a 
threat than black men.  It has “rewarded” them by allowing-or forcing- black women 
into service in the white family.....Their intimate contact with white people has made 
them interpreters and intermediaries of the white culture in the black home.  At the 
same time, they have struggled in partnership with their men to keep the black family 
together and to allow the black community to survive.  This dual and often conflicting 
role has imposed great tensions on black women and has given them unusual 
strength........................................................... 
 ......They [black women] have consistently had the lowest status in society-the 
economic and social-political status ranking order consisting of white men, white 
women, black men, black women.....black women, like white women, were deprived of 
the ballot until 1920, even though at various times in the North black men of property 
could vote.  After 1920, black women ranked lower than black men in political 
representation and in access to economic power positions in society, although both 
rank low compared to all whites.............................................................. 
 ......the black woman’s aim throughout her history in America has been for the 
survival of her family and of her race....Black women, speaking with many voices and 
expressing many individual opinions, have been nearly unanimous in their insistence 
that their own emancipation cannot be separated from the emancipation of their men.  
Their liberation depends on the liberation of the race and the improvement of the life 
of the black community.  They have shown the pride and strength of people who have 
endured and survived great oppression....one theme that can emerge.....is the strength, 
racial pride and sense of community of black women. 
 
 
 
 

HANDOUT # 2 

One Hundred Years toward Suffrage: An Overview Compiled by E. Susan Barber 

1776  
Abigail Adams writes to her husband, John, who is attending the Continental Congress in Philadelphia, 
asking that he and the other men--who were at work on the Declaration of Independence--"Remember the 
Ladies." John responds with humor. The Declaration's wording specifies that "all men are created equal."  

1820 to 1880  
Evidence from a variety of printed sources published during this period--advice manuals, poetry and 
literature, sermons, medical texts--reveals that Americans, in general, held highly stereotypical notions 
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about women's and men's roles in society. Historians would later term this phenomenon "The Cult of 
Domesticity."  

1821  
Emma Hart Willard founds the Troy Female Seminary in New York--the first endowed school for girls.  

1833  
Oberlin College becomes the first coeducational college in the United States. In 1841, Oberlin awards the 
first academic degrees to three women. Early graduates include Lucy Stone and Antoinette Brown.  

1836  
Sarah Grimké begins her speaking career as an abolitionist and a women's rights advocate. She is 
eventually silenced by male abolitionists who consider her public speaking a liability.  
 
 

 
1837  

The first National Female Anti-Slavery Society convention meets in New York City. Eighty-one delegates 
from twelve states attend.  

1837  
Mary Lyon founds Mount Holyoke College in Massachusetts, eventually the first four-year college 
exclusively for women in the United States. Mt. Holyoke was followed by Vassar in 1861, and Wellesley 
and Smith Colleges, both in 1875. In 1873, the School Sisters of Notre Dame found a school in Baltimore, 
Maryland, which would eventually become the nation's first college for Catholic women.  

1839  
Mississippi passes the first Married Woman's Property Act.  

1844  
Female textile workers in Massachusetts organize the Lowell Female Labor Reform Association (LFLRA) 
and demand a 10-hour workday. This was one of the first permanent labor associations for working women 
in the United States.  

 
1848  

The first women's rights convention in the United States is held in Seneca Falls, New York. Many 
participants sign a "Declaration of Sentiments and Resolutions" that outlines the main issues and goals for 
the emerging women's movement. Thereafter, women's rights meetings are held on a regular basis.  

1849  
Harriet Tubman escapes from slavery. Over the next ten years she leads many slaves to freedom by the 
Underground Railroad.  

1850  
Amelia Jenks Bloomer launches the dress reform movement with a costume bearing her name. The 
Bloomer costume was later abandoned by many suffragists who feared it detracted attention from more 
serious women's rights issues.  

1851  
Former slave Sojourner Truth delivers her "Ain't I a Woman?" speech before a spellbound audience at a 
women's rights convention in Akron, Ohio.  

 
1852  

Harriet Beecher Stowe publishes Uncle Tom's Cabin, which rapidly becomes a bestseller.  
1859  

The successful vulcanization of rubber provides women with reliable condoms for the first time. The birth 
rate in the United States continues its downward, century-long spiral. By the late 1900s, women will raise 
an average of only two to three children, in contrast to the five or six children they raised at the beginning 
of the century.  

1861 to 65  
The American Civil War disrupts suffrage activity as women, North and South, divert their energies to 
"war work." The War itself, however, serves as a "training ground," as women gain important 
organizational and occupational skills they will later use in postbellum organizational activity.  

1865 to 1880  
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Southern white women create Confederate memorial societies to help preserve the memory of the "Lost 
Cause." This activity propels many white Southern women into the public sphere for the first time. During 
this same period, newly emancipated Southern black women form thousands of organizations aimed at 
"uplifting the race."  

1866  
Elizabeth Cady Stanton and Susan B. Anthony form the American Equal Rights Association, an 
organization for white and black women and men dedicated to the goal of universal suffrage.  

1868  
The Fourteenth Amendment is ratified, which extends to all citizens the protections of the Constitution 
against unjust state laws. This Amendment was the first to define "citizens" and "voters" as "male."  

 
 
 
 
1869  

The women's rights movement splits into two factions as a result of disagreements over the Fourteenth and 
soon-to-be-passed Fifteenth Amendments. Elizabeth Cady Stanton and Susan B. Anthony form the more 
radical, New York-based National Woman Suffrage Association (NWSA). Lucy Stone, Henry Blackwell, 
and Julia Ward Howe organize the more conservative American Woman Suffrage Association (AWSA), 
which is centered in Boston. In this same year, the Wyoming territory is organized with a woman suffrage 
provision. In 1890, Wyoming was admitted to the Union with its suffrage provision intact.  

1870  
The Fifteenth Amendment enfranchises black men. NWSA refuses to work for its ratification, arguing, 
instead, that it be "scrapped" in favor of a Sixteenth Amendment providing universal suffrage. Frederick 
Douglass breaks with Stanton and Anthony over NWSA's position.  

1870 to 1875  
Several women--including Virginia Louisa Minor, Victoria Woodhull, and Myra Bradwell--attempt to use 
the Fourteenth Amendment in the courts to secure the vote (Minor and Woodhull) or the right to practice 
law (Bradwell). They all are unsuccessful.  

1872  
Susan B. Anthony is arrested and brought to trial in Rochester, New York, for attempting to vote for 
Ulysses S. Grant in the presidential election. At the same time, Sojourner Truth appears at a polling booth 
in Battle Creek, Michigan, demanding a ballot; she is turned away.  

1874  
The Woman's Christian Temperance Union (WCTU) is founded by Annie Wittenmyer. With Frances 
Willard at its head (1876), the WCTU became an important force in the fight for woman suffrage. Not 
surprisingly, one of the most vehement opponents to women's enfranchisement was the liquor lobby, which 
feared women might use the franchise to prohibit the sale of liquor.  

1878  
A Woman Suffrage Amendment is introduced in the United States Congress. The wording is unchanged in 
1919, when the amendment finally passes both houses.  

1890  
The NWSA and the AWSA are reunited as the National American Woman Suffrage Association 
(NAWSA) under the leadership of Elizabeth Cady Stanton. During this same year, Jane Addams and Ellen 
Gates Starr found Hull House, a settlement house project in Chicago's 19th Ward. Within one year, there 
are more than a hundred settlement houses--largely operated by women--throughout the United States. The 
settlement house movement and the Progressive campaign of which it was a part propelled thousands of 
college-educated white women and a number of women of color into lifetime careers in social work. It also 
made women an important voice to be reckoned with in American politics.  

1891  
Ida B. Wells launches her nation-wide anti-lynching campaign after the murder of three black businessmen 
in Memphis, Tennessee.  

1893  
Hannah Greenbaum Solomon founds the National Council of Jewish Women (NCJW) after a meeting of 
the Jewish Women's Congress at the Columbian Exposition in Chicago, Illinois. In that same year, 
Colorado becomes the first state to adopt a state amendment enfranchising women.  
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1895  
Elizabeth Cady Stanton publishes The Woman's Bible. After its publication, NAWSA moves to distance 
itself from this venerable suffrage pioneer because many conservative suffragists considered her to be too 
radical and, thus, potentially damaging to the suffrage campaign. From this time, Stanton--who had 
resigned as NAWSA president in 1892--was no longer invited to sit on the stage at NAWSA conventions.  

1896  
Mary Church Terrell, Ida B. Wells-Barnett, Margaret Murray Washington, Fanny Jackson Coppin, Frances 
Ellen Watkins Harper, Charlotte Forten Grimké, and former slave Harriet Tubman meet in Washington, 
D.C. to form the National Association of Colored Women (NACW).  

 
 
 
 
 
1903  

Mary Dreier, Rheta Childe Dorr, Leonora O'Reilly, and others form the Women's Trade Union League of 
New York, an organization of middle- and working-class women dedicated to unionization for working 
women and to woman suffrage. This group later became a nucleus of the International Ladies' Garment 
Workers' Union (ILGWU).  

1911  
The National Association Opposed to Woman Suffrage (NAOWS) is organized. Led by Mrs. Arthur 
Dodge, its members included wealthy, influential women and some Catholic clergymen--including 
Cardinal Gibbons who, in 1916, sent an address to NAOWS's convention in Washington, D.C. In addition 
to the distillers and brewers, who worked largely behind the scenes, the "antis" also drew support from 
urban political machines, Southern congressmen, and corporate capitalists--like railroad magnates and 
meatpackers--who supported the "antis" by contributing to their "war chests."  

1912  
Theodore Roosevelt's Progressive (Bull Moose/Republican) Party becomes the first national political party 
to adopt a woman suffrage plank.  

1913  
Alice Paul and Lucy Burns organize the Congressional Union, later known as the National Women's Party 
(1916). Borrowing the tactics of the radical, militant Women's Social and Political Union (WSPU) in 
England, members of the Woman's Party participate in hunger strikes, picket the White House, and engage 
in other forms of civil disobedience to publicize the suffrage cause.  

1914  
The National Federation of Women's Clubs--which by this time included more than two million white 
women and women of color throughout the United States--formally endorses the suffrage campaign.  

1916  
NAWSA president Carrie Chapman Catt unveils her "winning plan" for suffrage victory at a convention in 
Atlantic City, New Jersey. Catt's plan required the coordination of activities by a vast cadre of suffrage 
workers in both state and local associations.  

1916  
Jeannette Rankin of Montana becomes the first American woman elected to represent her state in the U.S. 
House of Representatives.  

1918 to 1920  
The Great War (World War I) intervenes to slow down the suffrage campaign as some--but not all--
suffragists decide to shelve their suffrage activism in favor of "war work." In the long run, however, this 
decision proves to be a prudent one as it adds yet another reason to why women deserve the vote.  

August 26, 1920  
The Nineteenth Amendment is ratified. Its victory accomplished, NAWSA ceases to exist, but its 
organization becomes the nucleus of the League of Women Voters.  

1923  
The National Woman's Party first proposes the Equal Rights Amendment to eliminate discrimination on the 
basis of gender. It has never been ratified.  
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Sources:  
William H. Chafe, The American Woman: Her Changing Social, Economic, and Political Roles, 1920-1970; Nancy 
Cott, The Grounding of Modern Feminism; Thomas Dublin, Women at Work: The Transformation of Work and 
Community in Lowell, Massachusetts, 1826-1860; Sara M. Evans, Born for Liberty: A History of Women in 
America; Eleanor Flexner, Century of Struggle: The Woman's Rights Movement in the United States, rev. ed.; 
Debra Franklin, The Heritage We Claim: College of Notre Dame of Maryland, 1896-1996; National American 
Woman Suffrage Association (NAWSA) Collection, Rare Books Division, Library of Congress, Washington, D.C.; 
Anne Firor Scott and Andrew Scott, One Half the People: The Fight for Woman Suffrage; "From Parlor to Politics," 
permanent exhibit at the Museum of American History, Smithsonian Institution, Washington, D.C.; and Dorothy 
Sterling, ed. We Are Your Sisters: Black Women in the Nineteenth Century. Zophy, Angela Howard and Frances M. 
Kavenik, eds. Handbook of American Women's History.  

 
HANDOUT # 3 

 
O v e r v i e w  O f  A f r i c a n - A m e r i c a n  S u f f r a g i s t s ’  F i g h t  F o r  T h e  B a l l o t  

 
 •FIRST GENERATION SUFFRAGISTS 

   AFRICAN-AMERICAN MALES LED THE  

   MOVEMENT FOR FEMALE SUFFRAGE DURING 

   THE FIRST 40 YEARS [1848-late 1880s].   

 
   [A LARGER NUMBER OF AFRICAN-AMERICAN  

   WOMEN LEADERS EMERGED IN LOCAL AND  

   REGIONAL SUFFRAGE ACTIVITIES BETWEEN  

   1890-1920.] 

 
 • SECOND GENERATION SUFFRAGISTS 

   AFRICAN-AMERICAN WOMEN’S SUPPORT FOR 

   WOMAN SUFFRAGE PARALLELED THAT OF 

   ETHNIC EUROPEAN WOMEN. [STRATEGIES, COALITIONS] 

 
   EXPERIENCES OF AFRICAN-AMERICAN AND 

   ETHNIC EUROPEAN WOMEN DIFFERED, AND 

   WERE REINFORCED IN SOCIETY BY: 

    1. ANTI-BLACK WOMAN SUFFRAGE  

     RATIONALE AND STRATEGY; 

    2. DISCRIMINATION AT THE POLLS  

     AGAINST AFRICAN-AMERICAN  

     WOMEN 

 
 • THIRD GENERATION SUFFRAGISTS 
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  AFRICAN-AMERICAN MALE LEADERS PUBLICLY 

  SUPPORTED WOMAN SUFFRANGE 

 

  AFRICAN-AMERICAN WOMEN WORKED IN THE 

  MOVEMENT, BUT WERE 

   1. INVISIBLE IN THE SEXIST SOCIETY 

   2. LIMITED POLITICALLY 

 

 

 
 
 
 
 
 

HANDOUT # 4 
 

 
SOME EVENTS AND EXAMPLES OF AFRICAN-AMERICANS’ INVOLVEMENT 

IN THE WOMEN’S SUFFRAGE MOVEMENT 
[COMPILED BY LEAH G. STAMBLER, Ph.D.] 

 
1848: Frederick Douglass, editor of The North Star, runs an advertisement for the Seneca 
 Falls meeting in support of Elizabeth Cady Stanton.  This is based on his belief that 
 the right to suffrage has no sex. 
 
1850: Frederick Douglass and Sojourner Truth attend the First National Women’s Rights 
 Convention in Worcester, Massachusetts.   
 
1851: Sojourner Truth delivers the speech “Ain’t I A Woman?” in Akron, Ohio.  African- 
 American social reformers Frances Ellen Watkins Harper and Sarah Remond are active 
 with Sojourner Truth on behalf of women’s suffrage 
 
1869: Frederick Douglass attends the American Equal Rights Association Convention in New 
 York and debates with women’s rights advocates.  His position is that the race issue 
 is more urgent than the issue of women’s right to vote. 
 
1870: Fifteenth Amendment to the U.S. Constitution grants the vote to African-American 
 males and not to African-American women [nor to any women].   Frances Ellen 
 Watkins Harper favors African-American male enfranchisement prior to granting the  
 ballot to African-American women, perceives racism in the suffrage activities of  
 Elizabeth Cady Stanton and Susan B. Anthony over the Fifteenth Amendment, dissolves  
 her affiliation with them, and supports the American Woman Suffrage Association 
 [AWSA]. 
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1870s: Larger number of African-American women join AWSA, whose policies support the 
 Fifteenth Amendment, universal suffrage, and convincing state legislatures to accept  

woman suffrage. 
 
1876: Women’s Christian Temperance Union [WCTU] is a strong voice for women’s suffrage.  

African-American temperance groups affiliate with the national level of the WCTU. 
 
1880: Mary Ann Shadd Cary organizes the Colored Women’s Progressive Franchise Association 
 [CWPFA], which puts forward a twenty point program to assert women’s equal rights 
 
1890s-1920:  National American Woman Suffrage Association [NAWSA] formed by the merger 
 of NWSA and AWSA.  Policy makers of the NAWSA take a states’ rights stance in 
 favor of restricted female suffrage to encourage support from ethnic European 
 southern women for passage of the Nineteenth Amendment. 
 
1890s: The formation of “Black Women’s Clubs” parallel the national movement of white 
women’s  

clubs.  Black women’s clubs initially denied membership in the General 
 Federation of Women’s Clubs, and later admitted as segregated chapter. Not all local 
` clubs are segregated (i.e. clubs in New England). 
 
1890s: Alice Dunbar, a leader in the NACW and wife of poet Paul Dunbar, defends women’s 
 suffrage as not taking women out of the home. 
 
 
 
1892: A Voice from the South by a Black Woman from the South, written by Anna Julia 
 Cooper, analyzes and comments on the context of the Women’s Suffrage Movement. 
 
1895: Founding of the National Association of Colored Women [NACW] by Mary Church Terrell, 
 with the motto “Lifting as We Climb.”  NACW concerns focus on morality, temperance,  
 political-economic rights, access to education, anti-lynching, effects of Jim Crow, 
 race rioting, and rape of African-American women. 
 
1890s: Founding of “Woman’s Era,” first periodical by African-American women, under the 
 auspices of NACW.  Editors include Mary Church Terrell, Margaret Murray Washington, 
 Ida Wells Barnett, Fannie Barrier Williams, and Josephine Silone Yates. 
 
1896: Founding of the National Federation of Afro-American Women by Margaret Murray 
 Washington [note: wife of Booker T. Washington]. 
 
1898-1905:  Mary Church Terrell represents African-American Women at the International 
 Council of Women in Berlin, Germany.  She addresses the National American Woman 
 Suffrage Association, as well.   She is conversant in English, French, and German. 
 
1899-1900 Turn of the Century: Politics of “race” divided the women’s suffrage movement.   

African-American women suffragists argued for social reform for all.  Ethnic European  
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women either avoided the “race question” or openly opposed including African-American  
women on state and federal levels in the suffrage goal.  Thousands of African-American  
women join clubs affiliated to in-state federations because club goals include suffrage as  
the number one goal. 

 
1905-1917: Mary Church Terrell joins suffragists who are picketing the White House. 
 
1909: Founding of the National Association for the Advancement of Colored People [NAACP]  
 included leaders of the Black Women’s Club movement who supported female 
 enfranchisement (e.g. Grace Baxter Fenderson, Florence Spearing Randolph). 
 
 Booker T. Washington and Professor Kelly Miller of Howard University write an 
 article in the New York Times attacking the franchise for African-American women  
 as unnatural and undermining the moral and domestic influence of women. 
 
1910:  Ida Wells Barnett organizes the Alpha Suffrage Club after women in Chicago, Illinois 
 were granted the vote in local elections.  The club opposed ethnic European women 
 who wanted to restrict African-American women from the franchise. 
 
1910-1934:  The Crisis, published by the NAACP and edited by W.E.B. Du Bois, provided 
 coverage of the movement for women’s suffrage and carried editorials pointing out 
 the problems of racism for African-American women.  Several issues of the paper 
 especially focused on the women’s suffrage movement:  September 1912, August 
1915,  September 1915, and November 1917. 
 
1912-1920:  National and local coalitions of African-American males and females worked 
 to intensify support for passage of Nineteenth Amendment with wording that did  
 not exclude African-American women. 
 
1913: Ida Wells Barnett integrates the women’s suffrage march in Washington, D.C. by not 
 staying within the ranks of her segregated position among the women marchers. 
 

 
 

HANDOUT # 5 
A F R I C A N - A M E R I C A N  S U F F R A G I S T  L E A D E R S   

Selection of Names of Suffragists and Information Retrieval Form Created by Leah G. Stambler, 
Ph.D. 

 
NAMES OF AFRICAN-AMERICAN 

FEMALE SUFFRAGISTS 
 

BIOGRAPHICAL 
PROFILES 

CONTRIBUTIONS TO THE 
WOMEN’S SUFFRAGE 

MOVEMENT 
ANDERSON, NAOMI BOWMAN  
      TALBERT 

  
BROWN, HALLIE QUINN   
CARY, MARY ANN SHADD   
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COOPER, ANNA JULIA HAYWOOD  
 

 

COPPIN, FANNY JACKSON  
 

 

DAVIS, ELIZABETH LINDSAY  
 

 

DUNBAR-NELSON, ALICE RUTH 
      MOORE 

  
HARPER, FRANCES ELLEN WATKINS  

 
 

PETTEY, SARAH E.C. DUDLEY  
 

 

REMOND, SARAH PARKER  
 

 

RUFFIN, JOSEPHINE ST. PIERRE  
 

 

STEWART, MARIA W.   
 

 

TERRELL, MARY ELIZA CHURCH  
 

 

TRUTH, SOJOURNER  
 

 

WASHINGTON, MARGARET MURRAY  
 

 

WELLS-BARNETT, IDA BELL  
 

 

WILLIAMS, FANNIE BARRIER  
 

 

YATES, JOSEPHINE SILONE  
 

 

 
SUGGESTIONS FOR CREATING PERFORMANCE ASSESSMENTS   

Teacher and students create assessment criteria for the evaluation of students’ 
performance products before the lesson, prior to the start of students’ 
activities.  Several authors have written on the “how to” of designing rubrics 
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[e.g. Robert Marzano, Heidi Hayes Jacobs].   Three design elements need to be 
established and adhered to when teacher and students design rubrics for 
assessment: 
 3.1 Standards or levels of excellence  
 3.2 Specific criteria for assessment  
 3.3 Specific indicators, which describe what the various levels of 
  performance looks like for each of the criteria. 
 
A useful website is accessible online for teachers in the Chicago Public Schools 
System.  It provides step by step directions for creating “a rubric from scratch.”  
http://intranet.cps.k12.il.us/Assessments/Ideas_and_Rubrics/Create_Rubric/create_r
ubric.html 

Click on these links to access details about:  Steps in developing a scoring rubric 

1. With your colleagues, make a preliminary decision on the dimensions of the performance 
or product to be assessed.  

2. Look at some actual examples of student work to see if you have omitted any important 
dimensions.  

3. Refine and consolidate your list of dimensions as needed.  
4. Write a definition of each of the dimensions.  
5. Develop a continuum (scale) for describing the range of products/performances on each 

of the dimensions.  
6. Alternatively, instead of a set of rating scales, you may choose to develop a holistic 

scale or a checklist on which you will record the presence or absence of the attributes of 
a quality product/performance.   

7. Evaluate your rubric using the criteria discussed in Part 1.  
8. Pilot test your rubric or checklist on actual samples of student work.  
9. Revise the rubric and try it out again.  
10. Share the rubric with your students and their parents. 

Bernie Dodge, pioneer in the creation of WebQuests, suggested a simplified 
method of creating a general performance rubric at website: 
http://webquest.sdsu.edu/rubrics/rubrics.html 
 
The TeAch-nology website can generate rubrics for grades K-12 in a variety of 
subject areas at the following location: http://www.teach-
nology.com/web_tools/rubrics/ 
 

NOTE: Click on these links to access sample choices. 
 Behavior Rubric Generator  Listening Rubric Generator-  

 Class Participation Rubric Generator  Notebook Rubric Maker 
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 Clean Up/ Changing Activities Rubric-.  Oral Expression Rubric Generator-  

 General Rubric Generator-   Presentation Rubric Generator. 

 Homework Rubric Generator  Project Rubric Generator-  

 Keyboarding / Typing Rubric Maker  Team Work Rubric Generator 

 
ADDITIONAL RESOURCES:  SELECTED WEBSITES OF BIOGRAPHICAL 

INFORMATION ABOUT AFRICAN-AMERICAN SUFFRAGISTS 
 
Biography of Fannie Jackson Coppin. (Downloaded October 15, 2007)  
 http://209.204.84.6/class/10/1003/AMote/BHP/main.html 
 
Lavender, Catherine. (1997, 2001).  Ida B. Wells, A Passion for Justice. for 
History 286 (American Women's History), The Department of History, The College of Staten 
Island of The City University of New York (Downloaded October 16, 2007).  
 http://www.google.com/search?hl=en&q=african+american+suffragists&btnG=Google+S
earch 
 
Brown, Hallie Q.(1926). Homespun Heroines and other women of distinction.  
(Aldine  
 Pub. Co.:Xenia, Ohio). (Downloaded November 2, 2007)  
 http://digilib.nypl.org/dynaweb/digs/wwm97253/@Generic__BookView 
 
Jones, Mark H. (n.d.) Audacious Alliances (Mary T. Seymour). In the Hog River 
Journal 
 (Hartford: Hartford Public Library). (Downloaded November 5, 2007). 
 http://www.hogriver.org/issues/v01n04/audacious_alliances.htm 
 
The New York Public Library, Digital Library Collections. (1999). African 
American  

Women Writers of the 19th century. Digital Schomburg. (Downloaded  
November 2, 2007) http://digital.nypl.org/schomburg/writers_aa19/ 

 
Thompson, Kathleen and Hilary MacAustin, eds. (1999). Mary Ann Shadd, 
abolitionist & 

 role model.  In Images of Black Women from Colonial America to the 
Present.  

(Indiana University Press).  (Downloaded October 30, 2007). 
http://www.aaregistry.com/african_american_history/1208/Mary_Ann_Shadd_abolitionist__role
_model 
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Thompson, Kathleen and Hilary MacAustin, eds. (1999). Mary Church Terrell, a  
 founding mother of social activism.  In Images of Black Women from 
Colonial  
 America to the Present. (Indiana University Press). (Downloaded October 
30, 2007) 

http://www.aaregistry.com/african_american_history/367/Mary_Church_Terrell_a_founding_mot
her_of_social_activism 

 
Women of Vision Young Adult Club, National Association of Colored Women’s 
Clubs, 
 Inc. “Lifting As We Climb.”(n.d).  Pioneer Women Organizers. (Downloaded  
 October 20, 2007).  http://web.ics.purdue.edu/~wov/pioneers.htm 
 

* * * * * * * * * * *  
 
 
 
 
 
 
 
 
 

SELECTED WEBSITES OF AFRICAN-AMERICAN SUFFRAGISTS’ WRITINGS  
 
Lewis, Jone Johnson. (1902). African American Women on Race: Essays on 
Racial  
 Issues by African American Women. (Downloaded October 5, 2007).  
 http://womenshistory.about.com/od/aframer190150/a/1902_essays.ht
m 
 
Cooper, Anna Julia. (1893). “Women’s Cause is One and Universal.” in May 
Wright  
 Sewell, ed., The World’s Congress of Representative Women (Chicago: 
Rand,  
 McNally, 1894), pp. 711-15. (Downloaded October 5, 2007). 

http://www.blackpast.org/?q=1893-anna-julia-cooper-womens-cause-one-and-universal 
 
Dunbar-Nelson, Alice. (1895). Violets and Other Tales.  in the Monthly Review 
[Boston], 
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(Downloaded November 2, 2007) 
http://digilib.nypl.org/dynaweb/digs/wwm977/@Generic__BookView 

 
Dunbar-Nelson, Alice. (1899). The Goodness of St. Rocque.  (New York: Dodd, 
Mead  
 and Company). (Downloaded November 2, 2007)
 http://digilib.nypl.org/dynaweb/digs/wwm976/@Generic__BookView 
 
Harper, Frances Ellen Watkins. (1875). “The Great Problem to be Solved.” In 
Alice  
 Moore Dunbar, ed., Masterpieces of Negro Eloquence (New York: Bookery,  
 1914), pp. 101 106. (Downloaded October 12, 2007). 

http://www.blackpast.org/?q=1875-frances-ellen-watkins-harper-great-
problem-be-solved 

 
Harper, Frances Ellen Watkins. (1893). Iola Leroy, or, Shadows uplifted.  
(Philadelphia: 

Garrigues Brothers).  (Downloaded November 2, 2007)  
http://digilib.nypl.org/dynaweb/digs/wwm97248/@Generic__BookView 

 
Ruffin, Josephine St. Pierre. (1895). “Address to the First National Conference 
of  

Colored Women,” in Woman's Era 2 (August 1895), 13-15. (Downloaded  
October 1, 2007).  
http://www.blackpast.org/?q=1895-josephine-st-pierre-ruffin-address-first-national-
conference-colored-women 

 
Truth, Sojourner. (1878). Narrative of Sojourner Truth. (Battle Creek). 
(Downloaded 

November 2, 2007). 
http://digilib.nypl.org/dynaweb/digs/wwm97268/@Generic__BookView 

 
Wells, Ida B. (1893). “Lynch Law In All Its Phases.” (Downloaded October 10, 
2007). 

http://www.blackpast.org/?q=1893-ida-b-wells-lynch-law-all-its-phases 
 
Yates, Josephine Silone. (n.d.). Did The American Negro Make, In The Nineteenth  

Century, Achievements Along The Lines Of Wealth, Morality, Education, 
Etc., 

 Commensurate With His Opportunities? If So, What Achievements Did He  
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Make?  In The Project Gutenberg EBook of Twentieth Century Negro 
Literature  

(2006). (Downloaded November 1, 2007).  
http://www.gutenberg.org/filehtt 

VOICES OF AFRICAN-AMERICAN SUFFRAGISTS: A CURRICULUM UNIT 
PART TWO - WHAT WERE AFRICAN-AMERICAN SUFFRAGISTS’ MESSAGES? 

 
Preview of Main Ideas 
 In the previous lesson, an essential question was posed relevant to the 
Women’s Suffrage Movement:  Were suffragists of color players in the historic 
events which led to the enfranchisement of American women in 1920?  It was 
noted, too, that the work of exceptional African-American women involved in 
the Women’s Suffrage Movement generally is not incorporated in American 
History textbooks.   
 Three generations of African-American suffragists fought for universal 
suffrage, granting the ballot to African-American males, women’s suffrage, and 
gaining the franchise for African-American women.  Some of the notable 
African-American women who worked diligently to accomplish those aims 
between 1848 and 1920 included:  Margaret Murray Washington, Mary Ann 
Shadd Cary, Alice Ruth Moore Dunbar-Nelson,  Hallie Quinn Brown,  Frances Ellen 
Watkins Harper,  Sarah Parker Remond,  Anna Julia Cooper, and Josephine St. 
Pierre Ruffin.  
 This lesson provides “exhibition” opportunities for students to apply 
presentation strategies based on Gardner’s Multiple Intelligences theory.  
Students’ share their exploration of the thoughts, roles, obstacles encountered, 
discrimination borne, and accomplishments of notable African-American women 
who, between 1848 and 1920, fought for and voiced their beliefs that all 
women deserved enfranchisement. 
 
Connections with the Curriculum 
American Government, American History, Civics, Problems in Democracy 
See the NCSS website for Thematic Strands of the Social Studies Curriculum Standards 
http://www.socialstudies.org/standards/strands/ 
Teaching Level:  Grades 7-12 
 
Materials 
Suggested Sources of information 
 Anthony, Susan B. and Ida Husted Harper. (1902). The History of Woman Suffrage.   
 Bearden, Jim and Linda Jean Butler. (1971). Shadd:  The Life and Times of Mary Ann 
  Shadd.  
 Brown, Hallie Quinn.  Unpublished Papers.  The Hallie Q. Brown Memorial Library 
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  of Central State University, Wilberforce, Ohio. 
 Cooper, Anna J. ([1892]1969).A Voice From the South by a Black Woman of the South.   
 Dannett, Sylvia G. L. (1964). Profiles of Negro Womanhood.  
 David, Jay, ed. (1972)  Black Defiance: Black Profiles in Courage 
 Davis, Elizabeth Lindsay. (1933). Lifting as They Climb.  
 Dunbar-Nelson, Alice Ruth Moore.  Papers.  Morris Library, University of  
  Delaware, Newark, Delaware. 
 Duster, Alfreda, ed. (1970)  Crusade for Justice:  The Autobiography of Ida  B. Wells   
 Giddings, Paula. (1984). When and Where I Enter:  The Impact of Black Women on Race  
 and Sex in America.  
 Hine, Darlene Clark, ed. (1993).Black Women in America: An Historical Encyclopedia,  
 volume I and  II.  
 Hull, Gloria T. (1988). Give Us Each Day:  The Diary of Alice Dunbar-Nelson.  
 **Lerner, Gerder, ed. (1973).Black Women in White America: A Documentary History.  
 **Loewenberg, Bert James and Ruth Bogin, ed. (1976). Black Women in Nineteenth- 
 Century  American  Life:  Their Words, Their Thoughts, Their Feelings.  
 Majors, M.A., ed. ([1893] 1986).Noted Negro Women:  Their Triumphs and Activities.  
 Salem, Dorothy C. (1990)  To Better Our World:  Black Women in Organized Reform 
 Silverman, Jason.  (1985).Unwelcome Guests:  Canada West’s Response to American  
 Fugitive Slaves, 1800-1865. 
  Sterling, Dorothy, ed. (1984). We are Your Sisters:  Black Women in the Nineteenth  
 Century.  
 Wesley, Charles Harris. (1984). The History of the National Association of Colored  
 Women’s Clubs:  A Legacy of Service.  
 Winks, Robin. (1971). The Blacks in Canada.  
 Woodson, Carter G.   (1932). The Negro in Our History.  
 
Objectives 
At the end of this lesson, students will be able to:  

1. Cognitive Domain:  evaluate the unrecognized mainstream nature of 
the work of African-American women in their participation  
in the Women’s Suffrage Movement, which culminated in the 
ratification of the Nineteenth Amendment. 

 
2. Affective Domain:  value the work of African-American suffragists 

in gaining the ballot for all American women. 
 

3. Psychomotor Domain:  apply presentation strategies based on 
Gardner’s Multiple Intelligences theory; orally and in writing 
express their interpretations of the speeches and literature  
produced by African-American suffragists during their participation 
in the Women’s Suffrage Movement. 

 
Suggestions for Teaching the Lesson 
Initiating the Lesson 
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1.  Students choose a suffragist to sponsor and refer to the information that 
they retrieved about the 18 African-American suffragists in Part 1.  Teacher 
refers students to Handout #5 in Part 1. 
 
2.  Students place a small paper flag or marker on a map of the United States 
(displayed on a bulletin board) to demonstrate where the African-American 
suffragists lived and worked.  Students predict connections between locations 
and suffragists. 
 
3. Students fill in Venn diagram to demonstrate in which generation a particular 
suffragist contributed to the movement.  Students comment on their 
observations. 
 

FIRST GENERATION         SECOND GENERATION       THIRD GENERATION 
AFRICAN-AMERICAN      AFRICAN-AMERICAN      AFRICAN-AMERICAN 
    SUFFRAGISTS                SUFFRAGISTS                  SUFFRAGISTS

ANTE BELLUM YEARS        POST BELLUM YEARS                  TURN OF CENTURY 
        [BEFORE 1860]                 [AFTER 1865]                  [ 1890s TO 1920]

 
 

 
 
Developing the Lesson Concept 
African-American suffragists demonstrated civic engagement when they voiced their support 
for women’s suffrage through a variety of public channels of communication. 
 
1.  Students conduct “fishbowl conversations.” 
 1.1 Students, sitting in an inner circle of presenters, simulate  
  conversations between selected African-American suffragists  
  and Elizabeth Cady Stanton, Susan B. Anthony, and Ida Husted 
  Harper [and any other selected ethnic European suffragists]. 
 

1.2 Students sitting in the outer circle list their observations 
  about the nature and content of the conversations. 
 
 1.3 Full class debriefing of what the students learned about the 
  views of African-American and ethnic European female  
  suffragists. 
 
 1.4 Students “publish” scripts of their “fishbowl conversations” 
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  and observations in a “Women’s Suffrage Class Gazette,” for 
  distribution to students’ families and other classes in the 
  school. 
 
2.  Students present selections from the speeches and/or writings of the 
African-American suffragists for whom they assumed research responsibility.  
See list of materials.** Examples of possible selections include: 
 2.1  “Ain’t I a woman?” by Sojourner Truth 
 
 2.2  A Voice from the South by a Black Woman from the South by 
  Anna Julia Cooper 
 
 2.3  “Woman’s Political Future” by Frances Ellen Watkins Harper 
 
 2.4  Crusade for Justice: The Autobiography of Ida B. Wells, edited 
  by Alfred M. Duster 
 
 2.5  “Religious Duty to the Negro” by Fannie Barrier Williams 
 
3.  Students, assuming the perspective of African-American suffragists about 
whom they have conducted their research, write persuasive letters or position 
papers to prominent contemporary governmental officials, requesting state or 
federal support for extending the franchise to African-American females. 
 3.1  Teacher and students discuss the qualities of a persuasive  
  letter or position paper.  See Handout # 1. 
 
 3.2  Students exchange persuasive letters or position papers,  and 
  they respond according to the perspective of the person to 
   whom the piece was addressed. 
 3.3  Students select the most persuasive writings on behalf of 
  women’s suffrage.  Students justify their choices. 
 
Concluding the Lesson 
1.  Students create a plan for a bulletin board: “Hall of Fame of African-
American Suffragists.”  Students use a variety of materials for the board. 
 
 1.1  Rank order the three most influential African-American 
  suffragists in each of the three generations noted on the Venn  
  diagram.  Students justify their choices. 
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 1.2  Students rank order the three most influential African- 
  American suffragists between 1848 and 1920.  Students 
  justify their choices. 
 
 1.3  Students complete the bulletin board after the rankings. 
 
2.  Students select and discuss with their classmates: “The most persuasive 
African-American suffragist was _______ because ______ .” 
 
 
Assessment 
Refer to Part 1 for information about creating rubrics for students’ tasks. 
 
 
Extending the Lesson 
1.  Students present skits or plays or a “miniseries” based on the retrieved 
information about 18 African-American female suffragists listed on Handout # 5 
in the previous lesson, Part 1 
 1.1  Students alternately act as audiences for their classmates. 
 
 1.2  Audience members alternately write critiques of their  
  classmates’ presentations in the form of internet blogs or 
newspaper  
  reviews. 
 
 1.3  Students “publish” their critiques or blogs  for sharing with 
classmates. 
 
2.  Teacher makes available a listing of teaching strategies for students, based 
on Multiple Intelligences theory, to enable students to present their researched 
information about 18 African-American female suffragists.  See Handout # 2. 
 
3. Students write letters to the editor of their local newspapers about what 
they learned in class concerning the role of African-American suffragists who 
have not been included by publishers in the text books that they have read in 
school or at a public library.  See Handout # 3. 
 

HANDOUT # 1 
WRITING A PERSUASIVE LETTER OR POSITION PAPER** 
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I.  USES OF PERSUASION:  to convince the reader 
 A.  to follow a course of action  
 B.  to accept a point of view, belief, or position 
 C.  to vote for certain candidates 
 D.  to purchase or use a product 
 
II. CHARACTERISTICS OF PERSUASION 
 A. deals with an appropriately debatable subject 
 B.  begins on some common ground between writer and reader 
 C.  anticipates reader’s concerns and opposing point of view 
 D.  refutes opposing arguments 
 E.  presents supporting details [statistics, examples, and cause-effect] 
 F.  places the topic or thesis sentence at the beginning or the 
  end of the piece, depending on the intensity of the reader’s 
  antagonism 
 G.  organizational plan anticipates the reader’s objections 
 H.  relies on logical reasoning and clear logic by the writer 
 I.  uses subtle emotional or psychological appeals 
 J.  depends on the writer’s credibility for acceptance 
 K.  avoids a second-person viewpoint to avoid reader’s antagonism 
 L.  avoids a first-person point o view to help reader focus on topic 
 M.  uses effective transitions to move through the evidence 
 N.  concludes with a logically reasonable statement of what the 
  reader should do and/or think 
 
III. PROCESS TO PLAN, WRITE, REVISE PERSUASIVE DOCUMENT 
 A.  PREWRITING STEPS 
  1.  focusing on the subject   
  2.  studying reader’s positions  
  3.  thinking through arguments 

4.  doing the research 
5.  using right appeals 

  6.  organizing approach 
 B. WRITING STEPS 
  1.  getting arguments on paper 
 C. REVISING 
  1. analyzing the content 
 D.  PROOFREADING/EDITING 
 1. checking the details 
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**This outline is based on information in: Sorenson,  Sharon. (1996). Webster’s New World 
Student Writing Handbook,  Funk & Wagnalls Edition.  New York.  Prentice Hall.  pp. 381-398. 
 
 

  
SAMPLE RUBRIC FOR PERSUASIVE WRITING    

Name: ________________________ Teacher_________________________  
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Powered by TeAch-nology.com- The Web Portal For Educators! (www.teach-nology.com 

  Criteria Pts.  
 4 3 2 1   

Position 
Statement  

Position is clearly 
stated and 
consistently 
maintained. 
Clear references 
to the issue(s) 
are stated. 

Position is clearly 
stated and 
consistently 
maintained. 
References to 
the issue(s) at 
hand are 
missing.  

Position is stated, 
but is not 
maintained 
consistently 
throughout work.  

Statement of 
position 
cannot be 
determined. 

   

  

____ 

Supporting 
Information  

Evidence clearly 
supports the 
position; 
evidence is 
sufficient. 

Evidence clearly 
supports the 
position; but 
there is not 
enough 
evidence. 

Argument is 
supported by 
limited evidence. 

Evidence is 
unrelated to 
argument.  

____ 

Organization 
Structure of work 
is clearly 
developed.  

Structure 
developed 
reasonably well, 
but lacks clarity.  

Some attempt to 
structure the 
argument has been 
made, but the 
structure is poorly 
developed. 

There is a total 
lack of 
structure.  

____ 

Tone Of 
Letter 

Tone is 
consistent and 
enhances 
persuasiveness.  

Tone enhances 
persuasiveness, 
but there are 
inconsistencies.  

Tones do not 
contribute to 
persuasiveness.  

Tone is 
inappropriate 
to purpose.  

____ 

Sentence 
Structure  

Sentence 
structure is 
correct. 

Sentence 
structure is 
generally correct. 
Some awkward 
sentences do 
appear.  

Work contains 
structural 
weaknesses and 
grammatical 
errors.  

Work pays 
little attention 
to proper 
sentence 
structure.  

  

Punctuation & 
Capitalization 

Punctuation and 
capitalization are 
correct.  

There is one 
error in 
punctuation 
and/or 
capitalization.  

There are two or 
three errors in 
punctuation and/or 
capitalization.  

There are four 
or more errors 
in punctuation 
and/or 
capitalization.  

  

        Total----> ____ 
  
 
 

HANDOUT # 2 
TEACHING STRATEGIES FOR MULTIPLE INTELLIGENCES 

APPLIED TO VOICES OF AFRICAN-AMERICAN SUFFRAGISTS 
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MULTIPLE INTELLIGENCE 
CATEGORIES ** 

APPLICATIONS FOR THE CLASSROOM 
 [ADAPTED BY LEAH G. STAMBLER, Ph.D.] 

LINGUISTIC INTELLIGENCE  STORYTELLING:  students create the “story” of the 
Women’s Suffrage Movement. 
 
TAPE RECORDING:  students prepare for writing by 
taping their thoughts as an alternative to pre-writing;  
students send each other “oral letters” from the 
perspective of selected African-American suffragists. 
 
JOURNAL WRITING:  students keep a personal journal of 
their thoughts as they listen to their classmates’ 
presentations about African-American suffragists.  
students exchange their journals and make a double 
entry at the close of presentations 

LOGICAL-MATHEMATICAL 
INTELLIGENCE 

CLASSIFICATIONS/CATEGORIZATIONS: students use 
Venn diagrams and attribute webs to present 
information about African-American suffragists 

SPATIAL INTELLIGENCE PICTURE METAPHORS:  [expresses an idea in a visual 
image]  students master new information about 
African-American suffragists by establishing 
connections between what students already know and 
what is  
being presented.  [e.g. “How is the development of 
interest in female suffrage for African-American 
women like the opening of a rose bud?”] 
 

BODILY-KINESTHETIC 
INTELLIGENCE 

CLASSROOM THEATER:  students enact the biographical 
incidents, problems, speeches,  or other materials about 
African-American suffragists and their work to gain the 
ballot. students may produce plays, 
skits, improvisations, dramatizations in miniature.  
 

MUSICAL INTELLIGENCE DISCOGRAPHIES:  students create lists of recorded  
musical selections that illustrate, embody, or amplify 
the content of what they want to convey in 
presentations about the lives and work of African-
American suffragists.  students discuss the content of 
the songs in relation to the themes of the unit 

INTERPERSONAL INTELLIGENCE BOARD GAMES: students create board games with the 
information retrieved from their research about the 
lives and work of African-American suffragists. 
 

INTRAPERSONAL INTELLIGENCE PERSONAL CONNECTIONS:  students weave their 
personal associations, feelings, and experiences into 
their presentations about the lives and works of 
African-American suffragists. 
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**Howard Gardner’s Theory.   See Armstrong, Thomas. (1994). Multiple Intelligences in the 
Classroom.  Alexandria, VA.  Association for Supervision and Curriculum Development [ASCD]. 

 
HANDOUT # 3 

 
“Try Writing A Letter to the Editor” was provided by 
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HANDOUT # 3  
continued 

“Try Writing A Letter to the Editor” was provided by 
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ENRICHMENT INFORMATION FOR PRACTITIONERS USING THIS UNIT 

 
The importance of civic engagement among the nation’s youth has been catapulted into 

the forefront of curriculum concerns.  Publication of the 1998 NAEP tests’ results attested to a 
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lack of proficiency in American students’ knowledge base about civics and government.  
Society’s concern with the apparent out of control behavior of American youth has led to a 
reawakening of interest in having schools systematically infuse public schools’ curriculum with 
civic education as a school responsibility.  Consequently, there has been a movement by state 
departments of education and legislatures to mandate the teaching of civics education in the 
public schools’ curriculum (e.g. Connecticut). 

The Connecticut Common Core of Learning (CCCL) mandates the teaching of civics and 
character education in the kindergarten through twelfth grade classes of public schools in 
Connecticut.  Students are expected to “apply knowledge of the U.S. Constitution, how the U.S. 
system of government works and how the rule of law and the value of liberty and equality have 
an impact on individual, local, state and national decisions,” as well as “demonstrate knowledge 
of the rights and responsibilities of citizens to participate and shape public policy and contribute 
to the maintenance of our democratic way of life.”  Education institutions have been recognized 
as having “a civic mission to prepare informed, rational, humane, and participating citizens 
committed to the values and principles of American constitutional democracy,”  according to the 
National Standards for Civics and Government. 

The methods of teaching and environment for learning that the author implements at 
Western Connecticut State University seek to encourage civic engagement through civic 
education understandings and outcomes across the disciplinary lines of History, Social Science, 
and Philosophy in a variety of courses.  

Selected references and excerpts from the author’s presentation at the June, 2007 Annual 
Meeting of the American Democracy Project is included for practitioners’ enrichment. 

 
SELECTED REFERENCES 

 
American Federation of Teachers, Education for Democracy: A Statement of Principles.  
 Guidelines for Strengthening the Teaching of Democratic Values. 1987 
 
Banks, James A., Citizenship Education for a Pluralistic Democratic Society. Social  
 Studies,1990. 81(5): p. 210-214. 
 
Center for Civic Education. We the People: Project Citizen. Calabasas, CA: Center for 

Civic Education, 1996.  http://www.civiced.org  
 
CIRCLE (Center for Information & Research on Civic Learning and Engagement) 

www.civicyouth.org 
 
National Center for Learning and Citizenship (NCLC)  
 www.ecs.org/ecsmain.asp?page=/html/projectsPartners/nclc/nclc_main.htm 
 
National Standards for Civics and Government   Entire Text 

http://www.civiced.org/index.php?page=stds 
 
 

EXCERPTS FROM 60 SLIDES IN POWER POINT PRESENTATION 
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DEVELOPING CIVIC SKILLS AMONG PRE-
AND IN-SERVICE TEACHERS AS A 

PRECURSOR FOR THEIR CIVIC 
ENGAGEMENT

AMERICAN DEMOCRACY PROJECT-AASCU
ANNUAL NATIONAL MEETING JUNE 7-9, 2007

PHILADELPHIA, PENNSYLVANIA

LEAH G. STAMBLER, Ph.D.
WESTERN CONNECTICUT STATE UNIVERSITY

DANBURY, CT 06810
stamblerl@wcsu.edu

 
 
 
 

SAMPLE OF CORE KNOWLEDGE NEEDED FOR CIVIC ENGAGEMENT 

c.2007L.G.Stambler Civic Skills as Precursor                       
for Civic Engagement

4

C O R E  K N O W LE D G E :
TH E  U .S . C O N S TITU TIO N

NATIONAL or 
CENTRAL or 
FEDERAL  
GOVERNMENT

ARTS. 1, 2, 3

50 STATES’
GOVERNMENTS

1OTH AMENDMENT

L E J
S HR

DIVISION OF POWERS or 
FEDERALISM

SEPARATION OF POWERS

DELEGATED or 
ENUMERATED 
POWERS

RESERVED or RESIDUAL 
POWERS

CONCURRENT 
POWERS

IMPLIED POWERS 
from the Elastic Clause  
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L.G.Stambler, Ph.D. Civic Skills as Precursor                       
for Civic Engagement

7

Definition of Civic Skills

•Intellectual Skills –ex: understanding the 
history of issues

•Participatory Skills –ex: working with 
diverse groups

•Research Skills –ex: tracking legislation

•Persuasion Skills –ex: writing letters to 
representatives

http://www.calstate.edu/csl/resource_center/documents/sl_for_ce.pdf

 
 
 
 
 

L.G.Stambler, Ph.D. Civic Skills as Precursor                       
for Civic Engagement

8

CIVIC SKILLS: INTELLECTUAL
Intellectual civic skills encompass knowing how to identify, assess, 

interpret, describe, analyze, and explain matters of concern in civic life.

• Critical thinking 
• Perspective-taking 
• Understanding, interpreting, and critiquing various 

media 
• Understanding, interpreting, and critiquing different 

points of view 
• Expressing one’s opinions 
• Active listening 
• Identifying public problems 
• Drawing connections between democratic concepts 

and principles and one’s own life experience 

http://www.civicmissionofschools.org/resources/civiccompetencies.html
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SAMPLE OF AN INTELLECTUAL CIVIC SKILLS TASK FOR STUDENTS 

L.G.Stambler, Ph.D. Civic Skills as Precursor                       
for Civic Engagement

9

WRITE THE SCRIPT FOR A 
DIALOGUE BETWEEN MRS. BUSH 
AND MRS. HEINZ-KERRY.  WHAT 

WOULD THEY AGREE ON AS 
WOMEN?  WHAT WOULD THEY 

DISAGREE ON AS WIVES OF 
POLITICAL ADVERSARIES?    

PARTICIPATE IN A MOCK DEBATE 
BETWEEN THE TWO WOMEN.

Civic Skills: Intellectual
SKILLS: PERSPECTIVE-TAKING,  ACTIVE LISTENING, 
and IDENTIFYING PUBLIC PROBLEMS

FALL 2005  ED 440
TASK FOR THE TEACHING OF 
ORAL CIVIC LITERACY THROUGH 
THE USE OF PHOTOGRAPHS.
PART OF AN INTERACTIVE PPT 
CREATED BY L.G.STAMBLER, 
BASED ON THE 2004 ELECTION.

 
 

 

L.G.Stambler, Ph.D. Civic Skills as Precursor                       
for Civic Engagement

11

CIVIC SKILLS: PARTICIPATORY
Civic participatory skills encompass knowing how to cope in groups and 
organizational settings, interface with elected officials and community 

representatives, communicate perspectives and arguments, and plan 
strategically for civic change.

• Engaging in dialogue with those who hold different perspectives 
• Active listening 
• Communicating through public speaking, letter writing, 

petitioning, canvassing, lobbying, protesting 
• Managing, organizing, participating in groups 
• Building consensus and forging coalitions 
• Community mapping 
• Utilizing electoral processes 
• Utilizing non-electoral means to voice opinion (protest, 

petitioning, surveying, letter writing, boycotting, and so on)
• Planning and running meetings 
• Utilizing strategic networks for public ends 
• Organizing and demonstrating 
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L.G.Stambler, Ph.D. Civic Skills as Precursor                       
for Civic Engagement

13

CIVIC DISPOSITIONS
Civic dispositions encompass interpersonal and 

intrapersonal values, virtues, and behaviors.

• Tolerance and respect 
• Appreciation of difference 
• Rejection of violence 
• Concern with the rights and welfare of others 
• Commitment to balancing personal liberties with 

social responsibility to others 
• Personal efficacy 
• Sense of belonging to a group or polity 
• Readiness to compromise personal interests to 

achieve shared ends 
• Desire for community involvement 
• Attentiveness (to civic matters, the news, etc.) 

 
 
 
 
 

L.G.Stambler, Ph.D. Civic Skills as Precursor                       
for Civic Engagement

15

Definition of Civic Engagement

“Working to make a difference in the civic 
life of our communities and developing 
the combination of knowledge, skills, 
values, and motivation to make that 
difference”

“Promoting ” the quality of life in a 
community through both political and 
non-political processes.

Thomas Ehrlich, Ed. Civic Responsibility and Higher Education 2000
http://www.calstate.edu/csl/resource_center/documents/sl_for_ce.pdf
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SAMPLE OF CIVIC ENGAGEMENT TASK FOR STUDENTS 

L.G.Stambler, Ph.D. Civic Skills as Precursor                       
for Civic Engagement

16

STUDY THIS POLITICAL CARTOON ABOUT  THE 2004 ELECTION CAMPAIGN. 
WRITE AN EDITORIAL ABOUT THIS CAMPAIGN THAT EMBODIES ALL OF THE 

IMAGES IN THIS CARTOON.    DRAW A STICK FIGURE CARTOON THAT 
DEMONSTRATES YOUR VIEW OF THE 2004 ELECTION CAMPAIGN.   RESEARCH 

CAMPAIGNS CONDUCTED IN EARLIER ELECTIONS.      WRITE AN EDITORIAL 
ABOUT ONE OF THOSE EARLIER ELECTION CAMPAIGNS.    HOW DID IT DIFFER 

FROM THE 2004 ELECTION CAMPAIGNS?

FALL 2005  ED 440
TASK FOR THE 
TEACHING OF 
WRITTEN CIVIC 
LITERACY 
THROUGH 
POLITICAL 
CARTOONS.

PART OF AN 
INTERACTIVE PPT 
CREATED BY 
L.G.STAMBLER, 
BASED ON THE 2004 
ELECTION.
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L.G.Stambler, Ph.D. Civic Skills as Precursor                       
for Civic Engagement

17

Democratic and Educational Values
http://www.calstate.edu/csl/resource_center/documents/sl_for_ce.pdf

• Personally responsible citizen obeys laws, pays taxes, 
and helps others in need. Education based virtues like 
integrity, respect, and hard work

• Participatory citizen is active in civic affairs. Educational 
programs on learning how public institutions work and on 
building skills, such as communication skills and group 
decision-making

-in ppt. Service Learning for Civic Engagement , slide 6 
Westheimer and J. Kahne, Educating the “Good” Citizen, 2003
http://www.calstate.edu/csl/resource_center/documents/sl_for_ce.pdf

 
 

 

L.G.Stambler, Ph.D. Civic Skills as Precursor                       
for Civic Engagement

18

Democratic and Educational Values
http://www.calstate.edu/csl/resource_center/documents/sl_for_ce.pdf

• Justice-oriented citizen assesses social, political, and 
economic structures and considers collective strategies 
for change that challenge injustice and address root 
causes

-in ppt. Service Learning for Civic Engagement , slide 7 
Westheimer and J. Kahne, Educating the “Good” Citizen, 2003
http://www.calstate.edu/csl/resource_center/documents/sl_for_ce.pdf
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SAMPLE OF CORE KNOWLEDGE FOR APPLICATION OF DEMOCRATIC VALUES 
WHEN CHALLENGING INJUSTICE  

L.G.Stambler, Ph.D. Civic Skills as Precursor                       
for Civic Engagement

6

GAINING EQUAL ACCESS TO PUBLIC EDUCATION 
[ppt for ED 206, ED 500]

The issue:  Does the Constitution allow 
states to segregate schools or other 
public facilities on the basis of race or 
sex? By L.G. Stambler, Ph.D.

APPLICATION OF CORE KNOWLEDGE OF THE U.S. 
CONSTITUTION TO ISSUES IN AMERICAN EDUCATION

 
VOICES OF AFRICAN-AMERICAN SUFFRAGISTS: A CURRICULUM UNIT 
PART THREE - POLITICAL MYOPIA & THE FIFTEENTH AMENDMENT 

 
Preview of Main Ideas 
 The Fifteenth Amendment to the Constitution, ratified in 1870, extended 
voting rights to male members of the African-American community.  Two other 
Civil War Amendments cleared the way for this process by abolishing slavery 
[Thirteenth Amendment, 1865] and by giving citizenship to the newly freed 
people [Fourteenth Amendment, 1868].   
 However, in accordance with the mind set of the time against the 
enfranchise-ment of women, the Fifteenth Amendment did not include 
protection for African-American women in its caveat to states that they could 
not deny the right to vote “on account of race, color, or previous condition of 
servitude.” Was the creation and ratification of the Fifteenth Amendment a 
product of political myopia?   
 It was not until 1920, with the ratification of the Nineteenth Amendment, 
that the right to vote was extended to all qualified women.  A final extension of 
the right to vote was granted to eighteen year olds with the ratification of the 
Twenty-sixth Amendment in 1971. 
 This lesson focuses on the contents of the Fifteenth Amendment, its 
context within the history of the Women’s Suffrage Movement, and the work of 
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a nineteenth century African-American suffragist, Frances Ellen Watkins Harper, 
on behalf of enfranchisement of males and females in her ethnic community. 
 
Connections with the Curriculum 
American Government, American History, Civics, Problems in Democracy 
See the NCSS website for Thematic Strands of the Social Studies Curriculum Standards 
http://www.socialstudies.org/standards/strands/ 
Teaching Level:  Grades 7-12 
 
Materials 
Suggested sources of information 
 Constitution of the United States of America 
 Foner, Philip S., ed., (1972) The Voice of Black America:  Major Speeches by Negroes  
  in the United States, 1797-1971  
 Graham, Maryemma, ed.  (1988) The Complete Poems of Frances E. W. Harper  
 Hardgrave, Robert L. Jr. (1986) American Government, The Republic in Action   
 Harper, Frances Ellen Watkins. “The Burdens of All” [poem]. 
 _____________________, (1892) Iola Leroy or Shadows Uplifted  
 Loewenberg, Bert James & Ruth Bogin, eds. (1978) Black Women in Nineteenth-  
  Century American Life, Their Words, Their Thoughts, Their Feelings  
 Washington, Mary Helen, ed. (1988) Invented Lives: Narratives of Black Women,   
  1860-1960 
 Williams, Kenny J. (1970) They  Also Spoke: An Essay on Negro Literature in America   
 
Objectives 
At the end of this lesson, students will be able to:  

1. Cognitive Domain:   
-explain the contents of the Fifteenth Amendment; 

  -place the creation of the Amendment within the context of  
   the Women’s suffrage movement; and 
  -analyze the work of nineteenth century African-American  
   Suffragist, Frances Ellen Watkins Harper. 
 

2. Affective Domain:   
-reflect on the significance of the contents of the Fifteenth  

Amendment to the Constitution, and the work of 
   suffragist Frances Ellen Watkins Harper on behalf of males  

in the African-American community. 
 
 3. Psychomotor Domain: 

-interpret primary source materials, 
  -complete perspective taking matrixes,  

-create in writing comparative lists,  
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-read multiple texts on the same topic for information 
retrieval/research. 

 
Suggestions for Teaching the Lesson 
 
Initiating the Lesson 
1. Ask students to cooperate in creating a list of who does [e.g. over age 18, 
males, females, American citizens, in all 50 states] and does not [e.g. people in 
prison, aliens, people under age 18] have the right to vote in local, state, and 
national elections in the United States of America. 
 
2. Ask students to identify the document(s) that guarantee(s) voting rights in 
America [e.g. The Constitution of the United States of America, the 50 states’ 
constitutions].   
 
3. Ask students to specify what part(s) of the Constitution guarantee(s) the 
right 
to vote in America [e.g. Fifteenth, Nineteenth, Twenty-sixth Amendments]. 
 
4. Draw a timeline on the chalkboard, including the dates for the ratification of 
the Fifteenth[1870], Nineteenth[1920], and Twenty-sixth [1971] Amendments 
to the Constitution.  Tell the students: 
 4.1 Each of the amendments expanded the franchise to members 
  of the American population. 
 
 4.2 The seventy-fifth anniversary of American women’s right to vote was  
  celebrated nationally in August, 1995. 
 
 4.3 The Nineteenth Amendment to the Constitution accorded all 
American  
  women the franchise in 1920, but it was not fully implemented for 

African-American women until the passage of the Voting Rights  
Act in 1965. 

5. Tell students that the focus of the lesson is on the contents of the Fifteenth 
Amendment, its context within the history of the Women’s Suffrage Movement, 
and the work of a nineteenth century African-American suffragist. 
Developing the Lesson Concept 
Whose voting rights were more important, African-American males or females? 
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1.  Provide students with the Fifteenth Amendment to the Constitution, either 
as a handout, overhead transparency, or students refer to their textbooks.  
Students silently read the Fifteenth Amendment.  See Handout # 1. 
 
2.  Teacher asks students questions about the Fifteenth Amendment and 
provides multi-texts, or teacher made materials or a visit to the school library 
for students to find answers to the questions.   
 2.1 What is the amendment process in the Constitution? See Handout # 
2 
 2.2 What was the purpose of the Amendment? Why? 
 2.3 What was the process for passage of the Amendment? 
 2.4 Who were the adversaries during the process for passage of 
  the Amendment? 
 2.5 What disagreements were there about the Amendment? Why? 
 2.6 Who was protected by the Amendment?  Who was not? Why? 
 2.7 What were the short and long range results of the Amendment’s 
  ratification for:  African-American males and females?  Ethnic 
  European women? 
 
3.  Teacher conducts a “perspective taking” activity.   
 3.1 Ask the students: “If you had written the 15th Amendment, how 
 would you 

have worded it?” 
 3.2 Students write from various perspectives [see matrix below].  
Students may 

work singly, in pairs, or in triads.  Allow 15 minutes for students to 
redraft  

the Amendment. 
 3.3 Students orally compare their revisions for the Fifteenth Amendment.   
  Simultaneously, teacher lists students’ comments on a chalkboard 
or  
  overhead transparency matrix for class to see similarities and 
differences  
  in their assumed role perspectives.   
 3.4 Students discuss historical reasons for their perspectives. 

 
SAMPLE MATRIX 

ASSUMED ROLE REVISED ELEMENT(S) OF 
AMENDMENT 15 

HISTORICAL REASONS  
FOR PERSPECTIVE 
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AFRICAN-AMERICAN MALE 
       NORTHERN 
       SOUTHERN 

  

AFRICAN-AMERICAN FEMALE 
       NORTHERN 
       SOUTHERN 

  

ETHNIC EUROPEAN MALE 
       NORTHERN 
       SOUTHERN 

  

ETHNIC EUROPEAN FEMALE 
       NORTHERN 
       SOUTHERN 

  

OTHER 
 

  

4.  Students read excerpts from Frances Ellen Watkins Harper’s “Duty to 
Dependent Races.”  See handouts #3 [biography] and # 4. 
 4.1 Students select comments with which they agree or disagree and  
  substantiate their positions using historical data. 
 4.2 Students research implementation of the Fifteenth Amendment 
 after its  
  passage in 1870.  Students write a legal brief in defense of African- 
  American males having the franchise, from the perspective of 
Frances  
  Ellen Watkins Harper.  
 
5. Teacher conducts a class discussion of the significance of the Fifteenth 
Amendment as “an incomplete guarantee of the franchise.” 
 5.1 If students do not do so, teacher draws students’ attention to the  
  Amendment’s omission of women from the right to vote.  

5.2 Teacher orally explores with students the significance of that 
omission in a  

 democratic form of government. 
 
Concluding the Lesson 
1. Students write a brief letter to President Ulysses S. Grant, after they reflect 
on the lesson about the Fifteenth Amendment, and prompted by such phrases 
as:  “I learned........,”  “I’m beginning to wonder..........,”“I was surprised.........” 
 
2. Students, sitting in a triad, orally share their brief letters.  Students compare 
similarities and differences in their thoughts using a graphic organizer. 
 
3. Students formulate conclusions about Harper’s views on female suffrage. 
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Assessment 
Refer to Part 1 for information about creating rubrics for students’ tasks 
 
Extending the Lesson 
1. Students research the life and writings of Frances Ellen Watkins Harper 
[b.1825,  
d. 1911] or teacher provides students with excerpts from Harper’s writings.  
See handouts #3, 4 and suggested resources. 
 1.1 Students evaluate Harper’s comparative contribution to the 
enfranchisement  
  of African-American males and females.   
 
 1.2 Students find justification for Harper’s view that it was better to have 
the  

Fifteenth Amendment ratified than to press for the inclusion of 
African-American women in the Amendment and lose the gains for 
the newly freed men.  See handout # 3.   

 
 1.3 Students weigh the positive and negative aspects of Harper’s position 
on  
  cooperation between 
   -ethnic Europeans and African-Americans, and  
   -between African-American men and women, 

vis a vis suffrage and priorities for the extension of political 
rights.  

 1.4 Harper believed, as one of her early essays declared, ‘We Are All 
Bound  

Up Together,’ and that the burdens of one group were the burdens 
of all. 

Students read and orally discuss their interpretation of lines from 
Harper’s  

poem “The Burdens of All,” and relate Harper’s words to arguments 
over  

passage of the 15th Amendment. 
   The burdens will always be heavy,  
   The sunshine fades into night, 
   Till mercy and justice shall cement 
   The black, the brown and the white. 
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 The poem makes clear, without interracial cooperation, no group will be 
spared:   
 
2.  Students research the views about suffrage for African-American males and 
females which were held by Elizabeth Cady Stanton and Susan B. Anthony.  See 
suggested resources.  Students write a position paper: 
 2.1 Why did Ethnic European women’s views alienate Harper? 
 
 2.2 Why did Harper break with the American Equal Rights Association? 
 
3. Students research the views of Frederick Douglass about universal suffrage 
and ratification of the Fifteenth Amendment. 
 3.1 Students create a Venn diagram graphic organizer to compare the  
  differences and similarities between the views of Douglass  
  and Harper. 

3.2 Students discuss the similarities and differences between Douglass 
and  

 Harper about the need for African-American males to have the vote  
ahead of African-American females. 

 
4. Students set up a mock conference and role play the views of African-
American suffragists listed in the section Selected Additional Resources:  
Websites….. at the end of this section.  See Handout # 5. 
 
5. Students brainstorm the types of problems faced by the African-American 
suffragists to accomplish their aim of securing the vote.  Teacher introduces 
students to methods of solving civic problems through the use of Project 
Citizen, a program developed by the Center for Civic Education.  See an 
explanation of Project Citizen following Handout 
# 5. [LINKING PROJECT CITIZEN TO THE AMENDMENT PROCESS and 
STUDY OF CIVIC ENGAGEMENT BY AFRICAN-AMERICAN SUFFRAGISTS] 
 
6. Students and teacher explore the amendment process to the Constitution of 
the United States. 
 6.1 See http://www.usconstitution.net/constam.html#process for 
information 
  about how to amend the Constitution. 
 6.2 Students read about the process and context for passage of other  
  amendments to the Constitution. (e.g. Amendment 26) 
 6.3 Students suggest amendments that they would like to see added to 
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  the Constitution pertaining to voting rights or other civil rights. 
 
 

 
 

H A N D O U T  #  1  
 
 
 
 

Amendment 15:  The Right of Suffrage (1870) 
 

 Section 1:  The right of citizens of the United States to vote shall not be denied  
 or abridged by the United States or by any state on account of race, color, or  
 previous condition of servitude. 
 
 Section 2:  The Congress shall have power to enforce this article by appropriate 
 legislation 
 
 
 
 
 

Amendment 19:  Women’s Suffrage (1920) 
 

 Section 1:  The right of citizens of the United States to vote shall not be denied 
 or abridged by the United States or by any state on account of sex. 
 
 Section 2:  Congress shall have power to enforce this article by appropriate 
 legislation. 
 
 
 
 
 

Amendment 26;  Voting Age Lowered to 18 (1971) 
 

 Section 1:  The right of citizens of the United States, who are 18 years of age 
 or older, to vote shall not be denied or abridged by the United States or by any 
 State on account of age. 
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 Section 2:  The Congress shall have power to enforce this article by appropriate 
 legislation. 
 
 
 
 
 
 
 

HANDOUT # 2 

The Amendment Process 

http://www.usconstitution.net/constam.html#process 

There are essentially two ways spelled out in the Constitution for how to propose an amendment. 
One has never been used. 

The first method is for a bill to pass both houses of the legislature, by a two-thirds majority in 
each. Once the bill has passed both houses, it goes on to the states. This is the route taken by all 
current amendments. Because of some long outstanding amendments, such as the 27th, Congress 
will normally put a time limit (typically seven years) for the bill to be approved as an amendment 
(for example, see the 21st and 22nd). 

The second method prescribed is for a Constitutional Convention to be called by two-thirds of 
the legislatures of the States, and for that Convention to propose one or more amendments. These 
amendments are then sent to the states to be approved by three-fourths of the legislatures or 
conventions. This route has never been taken, and there is discussion in political science circles 
about just how such a convention would be convened, and what kind of changes it would bring 
about. 

Regardless of which of the two proposal routes is taken, the amendment must be ratified, or 
approved, by three-fourths of states. There are two ways to do this, too. The text of the 
amendment may specify whether the bill must be passed by the state legislatures or by a state 
convention. See the Ratification Convention Page for a discussion of the make up of a 
convention. Amendments are sent to the legislatures of the states by default. Only one 
amendment, the 21st, specified a convention. In any case, passage by the legislature or 
convention is by simple majority. 

The Constitution, then, spells out four paths for an amendment: 

• Proposal by convention of states, ratification by state conventions (never 
used) 
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• Proposal by convention of states, ratification by state legislatures (never 
used) 

• Proposal by Congress, ratification by state conventions (used once) 
• Proposal by Congress, ratification by state legislatures (used all other 

times) 

It is interesting to note that at no point does the President have a role in the formal amendment 
process (though he would be free to make his opinion known). He cannot veto an amendment 
proposal, nor a ratification. This point is clear in Article 5, and was reaffirmed by the Supreme 
Court in Hollingsworth v Virginia (3 USC 378 [1798]): 

The negative of the President applies only to the ordinary cases of legislation: He has nothing to 
do with the proposition, or adoption, of amendments to the Constitution. 

 
H A N D O U T  #  3  

 
I N F O R M A T I O N  A B O U T  F R A N C E S  E L L E N  W A T K I N S  H A R P E R  

 
EXCERPT 2.1 
 .....Raised in Baltimore’s free black community by an aunt and an uncle who was 
both a preacher and a teacher, she began domestic work at thirteen.  The woman for 
whom she worked, intrigued by her literacy, aided in furthering it.  Reading and writing, 
often infused with religious content, continued to form a small yet vital part of Frances 
Watkins’ existence until, after following the dressmaker’s trade, she became a teacher. 
 A short career of teaching in Ohio and Pennsylvania in the 1850s was a prelude 
to a long and full life as poet and lecturer....Married and settled in Ohio, she continued 
to write.  But in the Reconstruction era, after her husband’s death, she began to travel 
again, now familiarizing herself with the southern states and the conditions prevailing 
among the freedmen.  She urged a thoroughgoing reconstruction involving black and 
white together, “getting every citizen interested in the welfare, progress and durability 
of the state.” 
 Mrs. Harper earned her living as a lecturer....But during her long southern 
sojourn, she also gave special lectures with charge to freedwomen.  She strove to 
reach those who were isolated, impoverished, and ignorant, in the hope of elevating 
their lives.  At this time she appeared as a distinguished guest at women’s rights 
conventions.  A strong supporter of woman suffrage and especially mindful of black 
women’s need for the ballot, she was convinced nevertheless that the urgency of the 
vote for black men was even greater. 
 ....Frances Harper matured into an advocate for the aspirations of black women.  
She became a prominent speaker before widening circles of middle-class club women 
then emerging.  In 1888 she addressed the International Council of Women in 
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Washington.  At the Columbian exposition in Chicago in 1893 she spoke on “Woman’s 
Political Future.”  But it was to the National Council of  
Women, 23 February 1891, on the topic “Duty to Dependent Races,” that she made 
some of her most comprehensive and persuasive remarks. 
 
[SOURCE:  Excerpt from a biographical essay in Bert James Loewenberg & Ruth Bogin, eds. Black Women in 
Nineteenth-Century American Life, Their Words, Their Thoughts, Their Feelings , pp. 243-244.] 
 
EXCERPT 2.2 
 
 Yet Frances Ellen Watkins Harper recognized the contradictions and complexities 
of issues and was not afraid to take controversial stands or to compromise when 
necessary.  For example, she worked assiduously with the American Equal Rights 
Association but when the racism of Elizabeth Cady Stanton, Susan B. Anthony, and 
other white feminists became apparent in their disparaging remarks about Black men, 
she sided against them, urged the passage of the Fifteenth Amendment allowing Blacks 
to vote even though it excluded women, and ultimately contributed to the dissolution 
of that group and the formation of the American Woman Suffrage Association.  Harper 
made her position widely known.  She believed in equal rights for all, but if there had to 
be a choice between rights for Black Americans and rights for women, then she would 
not encourage any Black woman to put a single straw in the way to prevent the 
progress of Black men.  She took this stance even though she also argued that her  
own close observation had shown that women are the movers in social reform, that 
while men talk about changes, the women are implementing them. 
 
[SOURCE:  Excerpt from a biographical essay written by Frances Smith Foster in Black Women in America, 
An Historical Encyclopedia , Volume I, and p. 535.] 

HANDOUT # 4 
 

E X C E R P T  F R O M  “ D U T Y  T O  D E P E N D E N T  R A C E S ”   
By Frances Ellen Watkins Harper, 23 February 1891 

 
I 

 ......The tendency of the present age.....is toward broader freedom, an increase 
of knowledge, the emancipation of thought, and a recognition of the brotherhood of 
man;  in this movement woman, as the companion of man, must be a sharer.  So close 
is the bond between man and woman that you can not raise one without lifting the 
other.  The world can not move without woman’s sharing in the movement, and to help 
give a right impetus to that movement is woman’s highest privilege. 

.................................................... 
 To-day women hold in their hands influence and opportunity, and with these 
they have already opened doors which have been closed to others.  By opening doors 
of labor woman has become a rival claimant for at lease some of the wealth 
monopolized by her stronger brother.....To her is apparently coming the added 
responsibility of political power; and what she now possesses should only be the means 
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of preparing her to use the coming power for the glory of God and the good of 
mankind; for power without righteousness is one of the most dangerous forces in the 
world. 
 Political life in our country has plowed in muddy channels, and needs the infusion 
of clearer and cleaner waters.  I am not sure that women are naturally so much better 
than men that they will clear the stream by the virtue of their womanhood;  it is not 
through sex but through character that the best influence of women upon the life of 
the nation must be exerted. 
 I do not believe in unrestricted and universal suffrage for either men or women.  
I believe in moral and educational tests.  I do not believe  that the most ignorant and 
brutal man is better prepared to add value to the strength and durability of the govern-
ment than the most cultured, upright, and intelligent woman.  I do not think that willful 
ignorance should swamp earnest intelligence at the ballot-box, nor that educated 
wickedness, violence, and fraud should cancel the votes of honest men.  The unsteady 
hands of a drunkard can not cast the ballot of a freeman.  The hands of lynchers are 
too red with blood to determine the political character of the government for even four 
short years.  The ballot in the hands of woman means power added to influence.  How 
well she will use that power I can not foretell.  Great evils stare us in the face that need 
to be throttled by the combined power of an uprights manhood and an enlightened 
womanhood; and I know that no nation can gain its full measure of enlightenment and 
happiness if one-half of it is free and the other half is fettered.   

....................................... 
 O women of America! into your hands God has pressed one of the sublimest 
opportunities that ever came into the hands of the women of any race or people.  It is 
yours to create a healthy public sentiment; to demand justice, simple justice, as the 
right of every race; to brand with everlasting infamy the lawless and brutal cowardice 
that lynches, burns, and tortures your own countrymen. 

................................... 
 

II 
I deem it a privilege to present the negro, not as a mere dependent asking for Northern 
sympathy or Southern compassion, but as a member of the body politic who has a 
claim upon the nation for justice, simple justice, which is the right of every race, upon 
the government for protection, which is the rightful claim of every citizen, and upon 
our common Christianity for the best influences which can be exerted for peace on 
earth and good-will to man. 

....................................... 
 .....I claim for the negro protection in every right with which the government has 
invested him.  Whether it was wise or unwise, the government has exchanged the 
fetters on his wrist for the ballot in his right hand, and men cannot vitiate his vote by 
fraud, or intimidate the voter by violence, without being untrue to the genius and spirit 
of our government, and bringing demoralization into their own political life and ranks.   
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Am I here met with the objection that the negro is poor and ignorant, and the greatest 
amount of land, capital, and intelligence is possessed by the white race, and that in a 
number of States negro suffrage means negro supremacy?   

........................................... 
 ......Has the record of the slave been such as to warrant the belief that 
permitting him to share citizenship with others in the country is inimical to the welfare 
of the nation?  Can it be said that he lacks patriotism, or a readiness to make common 
cause with the nation in the hour of peril?  In the days of the American Revolution 
some of the first blood which was shed flowed from the veins of a colored man......And 
in our late civil conflict colored men threw their lives into the struggle, rallied around 
the old flag when others were trampling it underfoot and riddling it with bullets. 
 ......Instead of taking the ballot from his hands, teach him how to use it, and to 
add his quota to the progress, strength, and durability of the nation.  Let the nation, 
which once consented to this abasement under a system which made it a crime to read 
his Bible, feel it a privilege as well as a duty to reverse the older processes of the past 
by supplanting his darkness with light, not simply by providing the negro, but the whole 
region in which he lives, with national education.   

................................................... 
 ......If to-day there is danger from a mass of ignorance voting, may there not be 
a danger even greater, and that is a mass of “ignorance that does not vote”?  If there 
is danger that an ignorant mass might be compacted to hold the balance of power 
where white men are divided politically, might not that same mass, if kept ignorant and  
disfranchised, be used by wicked men, whose weapons may be bombs and dynamite, to 
dash themselves against the peace and order of society?  To-day the hands of the 
negro are not dripping with dynamite.  We do not read of his flaunting the red banners 
of anarchy in the face of the nation, nor plotting in beer-saloons to overthrow existing 
institutions, nor spitting on the American flag.  Once that flag was to him an ensign of 
freedom.  Let our Government resolve that as far as that flag extends every American-
born child shall be able to read upon its folds liberty for all and chains for none. 
 
[SOURCE:  Loewenberg, Bert James & Ruth Bogin, eds. (1978) Black Women in Nineteenth-
Century  American Life, Their Words, Their Thoughts, Their Feelings, pp. 244-251.] 
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HANDOUT # 5 

ADDITIONAL RESOURCES:  SELECTED WEBSITES OF AFRICAN-AMERICAN  
SUFFRAGISTS’ WRITINGS  

Lewis, Jone Johnson. (1902). African American Women on Race: Essays on 
Racial  
 Issues by African American Women. (Downloaded October 5, 2007).  
 http://womenshistory.about.com/od/aframer190150/a/1902_essays.ht
m 
Cooper, Anna Julia. (1893). “Women’s Cause is One and Universal.” in May 
Wright  
 Sewell, ed., The World’s Congress of Representative Women (Chicago: 
Rand,  
 McNally, 1894), pp. 711-15. (Downloaded October 5, 2007). 

http://www.blackpast.org/?q=1893-anna-julia-cooper-womens-cause-one-and-universal 
 
Dunbar-Nelson, Alice. (1895). Violets and Other Tales.  in the Monthly Review 
[Boston], 

(Downloaded November 2, 2007) 
http://digilib.nypl.org/dynaweb/digs/wwm977/@Generic__BookView 

 
Dunbar-Nelson, Alice. (1899). The Goodness of St. Rocque.  (New York: Dodd, 
Mead  
 and Company). (Downloaded November 2, 2007)
 http://digilib.nypl.org/dynaweb/digs/wwm976/@Generic__BookView 
 
Harper, Frances Ellen Watkins. (1875). “The Great Problem to be Solved.” In 
Alice  
 Moore Dunbar, ed., Masterpieces of Negro Eloquence (New York: Bookery,  
 1914), pp. 101 106. (Downloaded October 12, 2007). 

http://www.blackpast.org/?q=1875-frances-ellen-watkins-harper-great-
problem-be-solved 

 
Harper, Frances Ellen Watkins. (1893). Iola Leroy, or, Shadows uplifted.  
(Philadelphia: 

Garrigues Brothers).  (Downloaded November 2, 2007)  
http://digilib.nypl.org/dynaweb/digs/wwm97248/@Generic__BookView 

 
Ruffin, Josephine St. Pierre. (1895). “Address to the First National Conference 
of  
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Colored Women,” in Woman's Era 2 (August 1895), 13-15. (Downloaded  
October 1, 2007).  
http://www.blackpast.org/?q=1895-josephine-st-pierre-ruffin-address-first-national-
conference-colored-women 

 
Truth, Sojourner. (1878). Narrative of Sojourner Truth. (Battle Creek). 
(Downloaded 

November 2, 2007). 
http://digilib.nypl.org/dynaweb/digs/wwm97268/@Generic__BookView 

 
Wells, Ida B. (1893). “Lynch Law In All Its Phases.” (Downloaded October 10, 
2007). 

http://www.blackpast.org/?q=1893-ida-b-wells-lynch-law-all-its-phases 
 
Yates, Josephine Silone. (n.d.). Did The American Negro Make, In The Nineteenth  

Century, Achievements Along The Lines Of Wealth, Morality, Education, 
Etc., 

 Commensurate With His Opportunities? If So, What Achievements Did He  
Make?  In The Project Gutenberg EBook of Twentieth Century Negro 

Literature  
(2006). (Downloaded November 1, 2007).  

http://www.gutenberg.org/filehtt 
LINKING PROJECT CITIZEN TO THE AMENDMENT PROCESS and 

STUDY OF CIVIC ENGAGEMENT BY AFRICAN-AMERICAN SUFFRAGISTS 
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We the People... Project Citizen 1

We the People… Project Citizen

A program of the
Center for Civic Education
in cooperation with the
National Conference of State Legislatures
supported by the
United States Department of Education

 
 
 
 

We the People... Project Citizen 2

What is Project Citizen?

Education for democratic citizenship
Teaching students to monitor and influence public 
policy
Interdisciplinary curriculum for grades 6-9

Focuses on state and local government
Applies learning to real world issues
Uses cooperative learning
Serves as a model performance assessment
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We the People... Project Citizen 3

What is public policy?

Agreed upon ways that government fulfills its 
responsibilities to protect the rights of individuals 
and to promote the general welfare by solving 
problems

 
 
 
 

We the People... Project Citizen 4

What is public policy?

Public policies are contained in laws, rules, 
regulations, decisions, and practices created by

Executive, legislative, and judicial branches
Government bureaucracies
Regulatory agencies
Other public decision-making bodies
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We the People... Project Citizen 6

Educational outcomes

Knowledge and understandings
Skills

Intellectual
Participatory

Civic virtues
Dispositions
Commitments

 
 
 
 

We the People... Project Citizen 7

Sequence of steps in Project Citizen

As a class project, students work together to 
identify and study a public policy problem, propose 
a solution, and eventually develop an action plan 
for implementing their policy.
Student work is displayed in a portfolio and 
documentation binder.

 
 

2008 HICE Proceedings 
Page 702



© October, 2007 to Leah G. Stambler, Ph.D. Written permission required for reproduction of any part in any form, world-wide 

 
 
 

We the People... Project Citizen 8

Portfolio and documentation binder

alternative policies

the problem

documentation section

our class policy

our action plan

 
 
 
 

We the People... Project Citizen 9

Portfolio and documentation binder

Explanation of the problem
Evaluation of 
alternative policies
Presentation of 
proposed policy
Presentation of 
an action plan
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We the People... Project Citizen 10

Step I

Identifying public policy problems in communities
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We the People... Project Citizen 11

Identifying public policy problems

Students identify public 
policy problems in their 
communities by

discussing them with each 
other
interviewing family 
members and other adults
reading newspapers and 
other print sources
listening to news reports 
on radio and TV

 
 
 
 
 

We the People... Project Citizen 12

Step II

Selecting a 
problem for 
class study

Problems in 
our community

1. Drugs 3. Pollution

2. Violence 4.
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We the People... Project Citizen 13

Selecting a problem for class study

Students present and discuss the problems they 
have identified and then select one problem for 
their class project

 
 
 
 
 

We the People... Project Citizen 14

Step III

Gathering information
on the problem
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We the People... Project Citizen 15

Gathering information

Students gather information on 
the chosen public policy problem 
from a variety of sources

Interviews and surveys   Printed sources
Radio and television  Libraries  Internet

Scholars and professors  Lawyers and judges
Community organizations and interest groups
Legislative offices  Administrative offices

 
 
 
 
 

We the People... Project Citizen 16

Step IV

Developing a 
class portfolio

Class 
Policy

Action
Plans

Alternate
Policies

Our
Problem
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We the People... Project Citizen 17

Developing a class portfolio

Group 1 develops an explanation of the problem
Group 2 evaluates alternative policies
Group 3 develops a proposed policy 
consistent with constitutional principles
Group 4 develops an action plan
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We the People... Project Citizen 18

Step V

Presenting the portfolio

 
 
 
 

We the People... Project Citizen 19

Presenting the portfolio

Public hearing before a panel of “judges” from the 
community
Presentations by each of the four groups

Opening oral presentations
(4 minutes)
Responses to questions
(6 minutes)
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We the People... Project Citizen 20

Step VI

Exercising the rights of 
citizens
Fulfilling the 
responsibilities of citizens
Learning the 
responsibilities of public 
officials
Learning the purposes of 
democratic government

Reflecting on the learning experience
Learning the organization &  
procedures of government
Learning the role of civil 
society
Experiencing underlying 
values and principles
Developing skills
Fostering traits of character

 
 
 

We the People... Project Citizen 21

Exercising the rights of citizens

Freedom of inquiry, expression, and debate
Freedom of access to information
Freedom to criticize governmental policies and 
decisions
Freedom to associate with others, assemble, and 
petition
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We the People... Project Citizen 22

Exercising the rights of citizens

Freedom to monitor public policy and the actions 
of government
Freedom to influence public policy and the 
activities of government
Freedom to choose and remove public officials
Freedom to apply constitutional values and 
fundamental principles of democracy

 
 
 
 

We the People... Project Citizen 23

Fulfilling the responsibilities of citizens

Take part in the political life of one’s community 
and nation

Be aware of the public agenda
Analyze and evaluate the role of the media in public life
Participate in political parties, campaigns, and elections
Participate in associations and groups
Monitor and influence public policy
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We the People... Project Citizen 24

Fulfilling the responsibilities of citizens

Support the rights of others 
Free inquiry 
Free expression, debate
Equal treatment before the law

Protect and enhance the general welfare of the 
community

 
 
 
 

We the People... Project Citizen 25

Learning the 
responsibilities of public officials

Perform the functions of one’s particular office
Protect and promote the rights of citizens
Provide citizens access to information about their 
government
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We the People... Project Citizen 26

Learning the 
responsibilities of public officials

Provide citizens access to information on matters 
of public policy
Provide citizens a means of expressing their 
opinions on matters of public policy
Act upon citizens’ suggestions or demands when 
appropriate
Operate within constitutional limitations
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We the People... Project Citizen 27

Learning the 
purposes of democratic government

To protect the rights of citizens
To promote the common good

 
 
 
 
 

We the People... Project Citizen 28

Learning the organization and 
procedures of government

Organization
Legislative functions
Executive functions
Judicial functions

Procedures
Open
Fair
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We the People... Project Citizen 29

Learning the role of civil society

Provides a means of association for common 
interests
Creates an environment free of unreasonable 
government interference
Provides a means of maintaining limited 
government 

 
 
 
 
 

We the People... Project Citizen 30

Experiencing underlying 
values and principles

Values
Individual rights

Life
Liberty
Justice
Equality
Diversity
Truth

Common good

Principles
Popular sovereignty
Constitutional government

Rule of law
Separation of powers
Checks and balances
Minority rights
Judicial review
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We the People... Project Citizen 31

Developing skills

Intellectual skills
identify
describe
explain
evaluate a position
take a position
defend a position

Participatory skills 
capacity to influence 
policies and decisions by 
working with others
clearly articulate interests 
and make them known to 
key decision and policy 
makers
building coalitions, 
negotiating, compromising 
and seeking consensus
managing conflict

 
 
 
 
 

We the People... Project Citizen 32

Fostering traits of character

Individual responsibility
Self discipline/ 
self-governance
Civility
Courage
Respect for the rights of 
other individuals
Respect for law
Honesty

Open mindedness
Critical mindedness
Negotiation and 
compromise
Persistence 
Civic mindedness
Compassion
Patriotism
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We the People... Project Citizen 33

Key findings

Students believe they can make a difference in 
their communities
Students do make a difference in their 
communities
Students develop greater understanding of public 
policy
Students develop greater understanding of 
challenges facing policy makers
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We the People... Project Citizen 34

Key findings

Students learn how their government works
Students develop a commitment to active 
citizenship
Students become involved in their communities
Students learn about specific community problems
Students learn to work in groups
Students develop important research and 
communication skills

 
 
 
 

We the People... Project Citizen 47

For more information contact

Center for Civic Education
5146 Douglas Fir Road
Calabasas, CA 91302

(818) 591-9321
(800) 350-4223  

fax:  (818) 591-9330

http://www.civiced.org

 
 

 

VOICES OF AFRICAN-AMERICAN SUFFRAGISTS: A CURRICULUM UNIT 
PART FOUR - “LIFTING AS WE CLIMB” 
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Preview of Main Ideas 
 Three generations of African-American suffragists simultaneously fought 
racism and sexism during the period 1848 to 1920 in their efforts to secure the 
ballot for women. 
 African-American males led the movement for female suffrage during the 
first forty years between 1848 and the late 1880s.  A larger number of African-
American women leaders emerged in local and regional suffrage activities 
between 1890 and 1920.  Experiences of African-American and ethnic 
European women differed, and were reinforced in society by an anti-Black 
woman suffrage rationale and strategy and discrimination at the polls against 
African-American women.  In the last thirty years prior to the ratification of the 
Nineteenth Amendment, African-American suffragists worked in the movement 
to gain the franchise, but were limited politically by their color and invisibility in 
the sexist society of the day.  
 Ethnic European suffragists encouraged African-American women to join 
them during the antebellum years to win the franchise.  The goal of universal 
suffrage was maintained at the close of the Civil War, but a split over the 
strategy to accomplish this goal took place in the late 1860s.  The debate over 
the Fifteenth Amendment further divided the supporters of universal suffrage. 
 Significant involvement by African-American women in the suffrage 
movement during the post-bellum years was assisted by the: emergence of 
African-American women’s clubs, emergence of goals and concerns unique to 
African-American families, increased numbers of free African-American women 
who became educated, and the work of educated free African-American women 
to “uplift” their communities.  Therefore, 
African-American suffragists moved in two directions:  cooperating with 
mainstream female suffrage organizations, and developing their own agendas in 
African-American suffrage organizations. 
 At the turn of the century, African-American women developed as leaders 
in the suffrage movement:  Ida B. Wells lobbied Susan B. Anthony to oppose 
political expediency among northerners, relative to the ballot for African-
American women; and, Josephine St. Pierre Ruffin told readers in the Woman’s 
Era of the strategy to keep African-American women from the franchise.  
National and local coalitions of African-American males and females pressed to 
gain passage of the Nineteenth Amendment, without the exclusion of African-
American women in its wording.   
 
Connections with the Curriculum 
American Government, American History, Civics, Problems in Democracy 
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See the NCSS website for Thematic Strands of the Social Studies Curriculum Standards 
http://www.socialstudies.org/standards/strands/ 
Teaching Level:  Grades 7-12 
 
Materials 
1.  Suggested sources of information [also, see previous lessons] 
 Alpha Suffrage Record (March 18, 1914) 
 Chicago Daily Tribune (March 4, 1913) 
 Constitution of the United States of America;   
 Davis, Elizabeth Lindsay. (1933) Lifting as They Climb 
 Duster, Alfreda, ed. (1970) Crusade for Justice: The Autobiography of Ida B. Wells  
 Hine, Darlene Clark, ed. (1993) Black Women in America: An Historical Encyclopedia,  
  volume I and II. 
 Williams, Katherine E. (September 1916) “The Alpha Suffrage Club,” The Half Century 
Magazine  
 
 
Objectives 
At the end of this lesson, students will be able to:  
 1. Cognitive Domain:  compare and contrast the work of the various 
  African-American suffragists in their roles as organization 
  founders and members. 
 
 2. Affective Domain:  acknowledge the significance of African- 
  American women’s leadership in the Women’s Suffrage 
  Movement, and value their contributions. 
 
 3. Psychomotor Domain: complete information retrieval matrices 
  while doing research, read source materials and look for 
  patterns of information, utilize a variety of presentation 
  strategies which enhance multiple intelligences. 
 
 
Suggestions for Teaching the Lesson 
 
Initiating the Lesson 
1.  Teacher tells students: 
 1.1 During the first 72 years of the Women’s Suffrage Movement,  
  African-American women simultaneously fought racism and 
  sexism to secure the ballot. 
 1.2 Three generations of African-American suffragists engaged 
  in the fight for the ballot between 1848 and 1920. 
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2.  Groups of 4-6 students meet for 10 minutes to comment on the veracity 
[prove or disprove] of the two statements listed above. 
 
3.  Teacher tells students: 
  “African-American women had to create an effective lobby  
  and struggle to remain visible, to ensure their inclusion 
  in the Nineteenth Amendment.” 
 
4.  Teacher tells students that the focus of the lesson will be to uncover 
the “story” of organizational efforts by African-American suffragists 
to gain the ballot. 
 
 
 
Developing the Lesson Concept 
African American women overcame multiple obstacles to win the franchise through their 
organizational abilities and civic engagement activities. 
1.  As a pre-research activity, teacher divides students into groups of 4-6. 
Students assume the perspectives of African-American suffragists.  Each group 
takes the responsibility to brainstorm: 
 1.1 examples of how to create an effective lobby 
 1.2 methods to remain visible in the Women’s Suffrage Movement 
 1.3 ways to ensure the inclusion of African-American women in the   
  Nineteenth Amendment 
 
2.  Comparison of students’ brainstorming ideas and historical reality. 
 2.1 Students peruse the content of Handout # 1 about African- 
  American suffragist leaders and Handout # 3 in Part One: 
  Who is included in the texts?   
 2.2 Students retrieve and classify information from the Handouts to  
  complete three webs demonstrating the organizational work  
  of post-bellum African-American suffragists. 
 2.3 Students form hypotheses about how African-American 
  suffragists created an effective lobby, developed methods of 
  remaining visible, and devised ways of ensuring inclusion 
  in the Nineteenth Amendment. 
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MAKING AN 
EFFECTIVE 
LOBBY

REMAINING 
VISIBLE

ENSURING 
INCLUSION

METHODS OF WAYS OF

 
 
4.  Prior to the class meeting, students read biographical and autobiographical 
sources about the lives of African-American suffragists who organized women’s 
and suffrage groups. Suggested people include: 
  -Mary Ann Shadd Cary [Colored Women’s Progressive Franchise 
   Association] 
  -Mary Church Terrell [National Association of Colored Women] 
  -Margaret Murray Washington [National Federation of Afro- 
   American Women] 
  -Ida Wells Barnett [Alpha Suffrage Club] 
 
 
5.  Students present their findings from activity 4.  Refer to Part Two of this 
Unit for suggested “exhibition” strategies representative of Gardner’s Multiple 
Intelligences Theory. 
 
 
Concluding the Lesson 
Students discuss answers to the questions 
 “What propelled African-American women to become organizers of  
 women’s and suffrage groups?” 
 “What enhanced their capacity to found, organize, and run women’s 
  and suffrage groups?” 
  -skills [e.g. public speaking, writing]  
  -life patterns [e.g. head of family, supportive spouse, class] 
  -special experiences [e.g. travels,  
  -personality characteristics 
  -other 
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Extending the Lesson 
1. Teacher tells students 
  In the post-bellum years, the second generation of  
  African-American suffragists were involved with 
  the Women’s Suffrage Movement, as evidenced by 
  the emergence of African-American Women’s Clubs. 
  African-American suffragists moved in two directions: 
  with the mainstream female suffrage organizations, and 
  by developing their own agendas in African-American 
  suffrage organizations. 
 
 1.1 Teacher provides students with a copy of Handout # 2, listing 
  the names of organizations formed to support women’s 
  suffrage. 
 
 1.2 Students form research task groups, divide responsibility 
  for locating information about each of the organizations, 
  their leaders, and their prominent members. 
 
 1.3 Students formulate a schedule for group members to conduct 
  their library research. 
 
2. The Alpha Suffrage Club has been characterized as “a counterforce to the 
racist activities of the National American Woman Suffrage Association (NAWSA) 
and state suffrage clubs.  Throughout the 1890s until....1920, NAWSA 
embraced the state’s rights stance, supported restricted female suffrage, and 
courted white southern women.” 
[SOURCE:  Wanda Hendricks in Black Women in America, volume I, p. 25] 
 
 
 
 2.1 Divide class into two groups.  Each group takes responsibility  
  to research the activities of the Alpha Suffrage Club or the  
  National American Woman Suffrage Association. 
 
 2.2 Each group selects student representatives to participate in a 
  panel presentation to the whole class.  The instructional  
  arrangement may be in a fishbowl or amphitheater style. 
 
 2.3 Students listening to the panel presentation take notes, using 
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  their Information Retrieval forms. 
 
 2.4 Students compare the activities of the Alpha Suffrage Club and   
  the National American Woman Suffrage Association (NAWSA)  
  to determine what each organization did to promote the  
  enfranchisement of African American women prior to the  
  passage of the Nineteenth Amendment in 1920. 
 
3. Teacher and students create assessment criteria for the evaluation of 
students’ performance products during the lesson.  Several authors have 
written on the “how to” of designing rubrics [e.g. Robert Marzano, Heidi Hayes 
Jacobs].   Three design elements need to be established and adhered to when 
teacher and students design rubrics for assessment:  SEE THE END OF PART 
ONE OF THIS UNIT 
 3.1 Standards or levels of excellence  
 3.2 Specific criteria for assessment  
 33 Specific indicators, which describe what the various levels of 
  performance looks like for each of the criteria. 
 
4. Teacher and students prepare file folder profiles of African-American 
suffragists included in Handout # 1. 

4.1 Photocopy biographical data for each woman. 
 
4.2 Tape or staple the sheets inside the folders. 
 
4.3 Distribute folders to students who are not engaged in presentations. 
 
4.4 Direct students holding the profiles to contribute information, ask 

questions,  
 and provide impromptu role plays of African-American suffragists at  
 appropriate points during the presentations, using the file folder 

profiles  
as guides. 
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HANDOUT # 1 
A F R I C A N - A M E R I C A N  S U F F R A G I S T  L E A D E R S  

 
Information Retrieval Chart Created  & Compiled By Leah G. Stambler, Ph.D. 

 
NAMES DATES LIFETIME RESIDENCES 

& TRAVELS 
MEMBERSHIP IN 
ORGANIZATIONS 

ANDERSON, NAOMI 
BOWMAN TALBERT 

 
 

b. March 1, 
1843 

 
d. (after 
1895?) 

Michigan City, Indiana 
Portsmouth, Ohio 
Columbus, Ohio 
Wichita, Kansas 

San Francisco, CA 

1. International Organization  
    of Grand Templars 
2. Black woman’s club move- 
    ment 
3. Women’s Christian 
    Temperance Union (WCTU) 
4. National American Woman  
    Suffrage Association  
    (NAWSA) 
 

BROWN, HALLIE 
QUINN 

  

 
b. March 10, 

1845 
 

d. Sept. 16, 
1949 

Pittsburgh, PA 
Chatham, Ontario 
Yazoo, Mississippi 
Columbia, South Ca. 

1. One of the first interested  
    in the Black woman’s club 
   movement 
2. Women’s Christian Tem- 
    perance Union (WCTU) 
3. Founder of the Colored  
    Woman’s League [1893] 
    (forerunner of National  
    Assoc. of Colored Women) 
 

CARY, MARY ANN 
SHADD 

 
b. OCT. 9, 

1823 
 

d. 1893 

Wilmington, Delaware 
West Chester, PA 
Windsor, Canada 
Chatham, Canada 
Washington, D.C. 

1. Organized the Colored  
   Women’s Progressive   
   Franchise Association   
   [1880] 

COOPER, ANNA 
JULIA HAYWOOD 

b. Aug. 10, 
1858 

d. Feb. 27, 
1964 

Raleigh, North Ca. 
Oberlin, Ohio 

Washington, D.C. 
Lincoln, Missouri 

1. American Negro Academy 
2. A vital force in the Black 
    woman’s club movement 

COPPIN, FANNY 
JACKSON 

 

 
b.1837 
d.1913 

Washington, D.C. 
Massachusetts, Rhode 

Island, Ohio 

Vice-President of the National 
Association of Colored Women 

DAVIS, ELIZABETH 
LINDSAY 

 
b. 1855 

Peoria County, Illinois 
Keokuk, Iowa 
Quincy, Illinois 

New Albany, Indiana 
Louisville, Kentucky 

 
 

1. Organized the Chicago  
    Phyllis Wheatley Women’s 
    Club [1896] 
2. National Association of  
     Colored Women 
3. Illinois Federation of 
    Colored Women’s Clubs 
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DUNBAR-NELSON, 
ALICE RUTH MOORE 

b. July 19, 
1875 

 
d. Sept. 18, 

1935 

New Orleans, LA 
Brooklyn, NY 

Wilmington, Delaware 
 

Field organizer for the 
Middle Atlantic states’ Black 
Woman’s Clubs in the fight for 
women’s suffrage 
 

    
 

NAMES DATES LIFETIME RESIDENCES 
& TRAVELS 

MEMBERSHIP IN 
ORGANIZATIONS 

HARPER, FRANCES 
ELLEN WATKINS 

 
b. Sept. 24, 

1825 
 

d. Feb. 20, 
1911 

Baltimore, MD 
New Bedford, MA 

New England 
Southern Canada 
West to Detroit & 

Cincinnati 

1. A founder of the American 
    Woman Suffrage Assoc. 
2. National Board of the WCTU 
3. A founder of NACW 
4. American Equal Rights 
     Association 
 

PETTEY, SARAH E.C. 
DUDLEY 

 
b. 1869 
d. 1906 

North Carolina 
Toured USA 

1. Wrote woman’s column in  
     the Star of Zion newspaper 
     of AME church 
 

REMOND, SARAH 
PARKER 

 
b. June 6, 

1826 
d. Dec. 13, 

1894 

Salem, MA 
New York State 

Liverpool, England 
Scotland, Ireland 

Italy 

International touring focused 
on anti-slavery themes 

RUFFIN, JOSEPHINE 
ST. PIERRE 

 
b. 1842 

 
d. 1923 

Boston, MA 
England 

1. New England Women’s  
     Press Association 
2. MA School Suffrage Assoc 
    [not integrated group] 
 

STEWART, MARIA 
W.  

 
b. 1803 

 
d. Dec. 14, 

1879 

Berryville, VA 
Pittsburgh, PA 
Hartford, CT 
Boston, MA 

NYC, Baltimore 

1. Pres. NACW 
2. First American to break  
    the taboo of publicizing 
    political dialogues 

TERRELL, MARY 
ELIZA CHURCH 

b. Sept. 23, 
1863 

d. July 24, 
1954 

Memphis, Tenn. 
Ohio 

Washington, D.C. 

Founder &  first president 
of the National Association of 
Colored Women 

TRUTH, SOJOURNER  
b. 1799 

 
d. 1883 

New York 
Michigan 

Washington, D.C. 
New England,  Midwest 

Lecturer on women’s rights 

WASHINGTON, 
MARGARET MURRAY 

b. March 9, 
1865 

d. June 4, 
1925 

Macon, GA 
Tuskegee 

A founder of the National 
Association of Colored Women 
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WELLS-BARNETT, 
IDA BELL 

 
b. July 16, 

1862 
 

d. 1931 

Mississippi 
Memphis, Tenn. 

Chicago, Ill. 
England 

Philadelphia, PA 

1. Founder Negro Fellowship  
    League 
2. A founder of the NAACP 
3. Founder Alpha Suffrage  
     Club 

WILLIAMS, FANNIE 
BARRIER 

b. Feb. 12, 
1855 

 
d. 1944 

 

Brockport, NY 
South 

Washington, D.C. 
Chicago, Ill. 

1. Chicago Women’s Club 
   [a white group] 
2. Illinois Woman’s Alliance 
3. Prudence Crandall Study 
     Club 
 

YATES, JOSEPHINE 
SILONE 

b. 1859 
 

d. Sept. 3, 
1912 

Mattituck, NY 
Newport, RI 

Jefferson City, MO 
 

1. Second Pres. of NACW 
2. Organized Kansas City 
     Women’s League 
3. NACW 
 

 
 

HANDOUT # 2 
 

O R G A N I Z A T I O N S  I N  S U P P O R T  O F   
F E M A L E  S U F F R A G E  P R I O R  T O  1 9 2 0  

 
INFORMATION RETRIEVAL FORM CREATED BY LEAH G. STAMBLER, Ph.D. 

 
EVENT OR  

ORGANIZATION 
NAME 

DATE & 
LOCATION 

FOUNDERS 
& 

LEADERS 

PURPOSE [S] 
& 

ACCOMPLISHMENTS 
National Women’s 

Suffrage Association 
(NWSA) 

 
 
 

   

American Woman 
Suffrage Association 

(AWSA) 
 
 
 

   

National American 
Woman Suffrage 

Association 
(NAWSA) 
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Colored Women’s 
Progressive 
Franchise 

Association 
 
 
 

   

Alpha Suffrage Club 
 
 
 
 

   

National Association 
of Colored Women 

(NACW) 
 
 
 

   

African-American 
Women’s Club 

Movement 
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The Understanding and Expression of Science Concept Exhibited by the 
Elementary Pre-service Teachers in Taiwan 
 
 

Ying-Feng Wang, Department of Science Application and Dissemination, National 
Taichung University, 140 Ming-Sheng Road, Taichung City 403, Taiwan. 
Correspondence to e-mail: ying@ms3.ntcu.edu.tw 

 
 

Abstract 
 

The main purpose was to investigate the preservice teachers’ conceptual 
understanding and expressing of science concepts. Sixty preservice teachers were with 
different academic majors at the Taiwan’s National University to participate in this 
study. They took the course of “Elementary Science Methods” and accomplished a 
variety of activities; including concept maps, lesson plans, and microteaching. The 
similarities and the differences of science reasoning by the preservice teachers with 
different academic background were also investigated. An instrument was created by 
the researcher to measure the data collected from the preservice teachers’ concept 
mapping, lesson plans, and microteaching.   
    The findings indicated most preservice teachers exhibited on science reasoning 
and expressing well. The participants with science major were good at drawing the 
science concept maps and expressing science theories in depth. The concept maps of 
the participants with non-science major were simpler and easier to understand than the 
participants with science major. However, they were better at utilizing their language, 
knowledge and examples to interpret science concepts and theories than the 
participants with science major. The suggestions for nurturing the prospective 
elementary science teachers are with an emphasis on science content, instructional 
approaches, and science language expressing. 
 
 
 
 
 
 
 
Keywords：science major, non-science major, preservice teachers, concept maps, 
lesson plans, microteaching 
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An Exploration of Community Service-Learning Possibilities in Teacher Education 

Carol Fulton 

Faculty of Education University of Regina 

Regina, SK, Canada 

Abstract 
 This paper discusses possibilities for engaging preservice teachers in service-
learning or community service-learning (CSL) projects in the hopes that they will 
continue the practice as new teachers with their own students. The Canadian Alliance for 
Community Service-Learning describes service-learning as “an educational approach that 
integrates service in the community with intentional learning activities. Within effective 
CSL efforts, members of both educational institutions and community organizations work 
together toward outcomes that are mutually beneficial.”   

The inspiration for the paper comes from my recent experiences on a Sustainable 
Energy in Motion bicycle tour in which my colleague, Dr. Vi Maeers, and I saw 
examples and benefits of community-service-learning in a number of different 
communities. The paper outlines some of the benefits of CSL and some examples of CSL 
in different institutions. It also addresses some of the dilemmas and challenges of 
implementing service-learning projects. Finally, the paper proposes practical suggestions 
for integrating CSL in my own institution where our teacher education programs are 
currently under revision.  
 
 
 
Service-learning in Action 

 The 24 cyclists wander through the various garden plots in the school ground 

snapping pictures and marveling at the flowers, vegetables and other plants that are still 

thriving despite the fact that the young gardeners are now on summer holidays. One of 

the teachers, Diane, who is also part of our bicycle tour group – and one of the three 

teachers who comes to the school each week during the summer to help the students with 

their gardens – explains that this school is designated as an environmental school. The 

curriculum integrates the various subject areas with thematic, project-based work and 

service-learning to help the students learn about the environment, where their food comes 

from, how to live in community with humans and non-humans, and how to be 
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contributing citizens in a democratic society. Students in all grades from K-Grade 8 must 

earn 12 service credits over the course of a year: 4 credits in each of the areas of service 

in the school, service in the garden and service in the community. Food grown in the 

gardens may be taken home to the students’ families, and some is given to the food bank. 

Despite the fact that the school is located in a lower income area in a large city, the 

waiting list to get into the school is considerably longer than most schools. Diane 

attributes the school’s popularity to the emphasis on meaningful learning and the 

students’ sense of contributing to the creation of a more sustainable, democratic, caring 

community. 

 As we continued on the bicycle tour and engaged in our own service-learning 

projects in community gardens along the way, we were told about a number of schools 

and organizations in the state of Oregon that take part in service-learning projects. In 

each case the representatives of the various community projects spoke of the reciprocal 

benefits to the community projects and to the volunteers. Our cycling group agreed that 

indeed, we were getting as much out of the service projects as we were contributing. Not 

only were we given a place to set up camp in some instances in exchange for labor, we 

were also given an education and provided with an opportunity to build relationships and 

community within our own group.  

 This experience started us imagining how our teacher education students might 

benefit from engaging in service-learning projects. Because our teacher education 

institution is currently in the process of revising our programs, we believed that now is 

the opportune time to introduce service-learning into our teacher education programs. In 

order to convince our colleagues of the value of this approach to learning, it would be 
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necessary to build a case for service-learning by showing it’s benefits, provide some 

examples of how it is incorporated elsewhere, acknowledge and address some of the 

challenges to implementing service-learning and suggest some possible ways we might 

begin within our own programs. Let us begin with the benefits of service-learning. 

 

Benefits of Community Service-learning (CSL) 

In the past few years as a teacher educator, I have become increasingly 

convinced that project-based or service-based learning must become an integral part of 

our education system. As I observe student teachers struggling to motivate 

disinterested students in subject matter that seems to have little relevance to their lives, 

I realize that our approaches to education must change. On the other hand, I have 

occasionally observed student teachers working with excited, engaged students who 

are identifying issues within their own communities or within the global community 

and finding ways to make a positive difference through individual and collective 

actions. How might we help prospective teachers develop the knowledge, skills and 

attitudes necessary for conducting project-based and community service-learning 

projects in schools? I believe that preservice teachers must be convinced of the benefits 

of this type of learning, and that the only way to convince them is to have them do it 

themselves. 

According to the Canadian Alliance for Community Service-learning (CACSL) 

the vision of Community Service-learning (CSL) is to have “students, educators and 
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communities learning and working together to strengthen individuals and society”.1 

“One reason to implement service-learning programs within the curriculum is to change 

education profoundly” (Pacheco-Pinzón & Diaz Barriga Arceo, 2005 p. 106). 

Proponents of service-learning suggest that it has the potential to develop citizens who 

can transform their social surroundings.  

Bendtro, Brokenleg, & Van Bockern, (1990) described the benefits of service-

learning in Reclaiming youth at risk: Our hope for the future and how disaffected youth 

developed socially, emotionally and academically from being involved in service projects 

within their communities. Since then, numerous studies have illustrated how students 

grow in empathy and respect for groups with whom they may have had little in common 

until they participated in a service project. Furthermore, they developed skills and 

knowledge through experiential education and reflecting on their experiences (Isaacson & 

Sapperstein, 2005; Kraft & Wheeler, 2003; Lakin & Mahoney, 2006; Lundy, 2007; 

Payne, 2000; Wilczenski & Coomey, 2007). Community service-learning is based on the 

work of John Dewey (1993, 1938) who posited that education should be based on real-

life experiences where students are interacting with others. As a form of experiential 

education CSL provides the hands-on experiences that help students to develop skills and 

understandings in a variety of curricular areas at a considerably deeper level than if they 

were to simply read about it or hear about topics within the four walls of their 

classrooms. Furthermore, besides enhancing academic development, CSL provides 

                                                 
1 Throughout the rest of this paper I will refer to service-learning as community service-learning (CSL) 
except in places where the author(s) I am referencing call it service-learning. According to the director of 
the Canadian Alliance for Community Service-learning (CACSL), Cherly Rose, the service is a reciprocal 
relationship among communities, students and universities (personal communication). The term should not 
be confused with the type of service to community required of people who commit infractions. 
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opportunities for students to develop social, emotional and career curricular goals while 

benefiting their communities (Wilczenski & Coomey, 2007). 

  

Examples of CSL Projects 

 CSL projects generally fall into three main categories: service within the school, 

service with in the local community and service within the global community. Numerous 

books and web sites cite examples of elementary middle and high school students who 

are involved in a variety of service-learning projects that these three levels. For example, 

over 2000 schools have sent friendship boxes filled with letters, school supplies, artwork 

and other items to schools in Mexico, Guatemala, El Salvador, Nicaragua. Anti-bullying 

programs have been developed in some schools by students who were concerned about 

racial tensions in their schools and communities. Students Against Drunk Drivers 

(SADD) has become an example of a highly effective student-led program to raise 

awareness of drinking and driving. Secondary students have helped to construct a smoke 

house to preserve excess salmon that were previously left unprocessed by a local cannery. 

This project improved relations between the local first nations in the larger community, 

and used a natural resource more effectively. Students have held benefit concerts and 

fund-raising activities to build schools in Africa or have traveled to other countries to 

help build schools and orphanages. Students have studied the community water supply, 

identified sources of harmful pollutants and then have written letters to the local 

newspaper (Case, Falk, Smith & Werner, 2004). When the mad cow disease devastated 

the cattle industry in the Prairie Provinces in Canada, students have produced ad 
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campaigns to get people to buy Canadian beef. These are but a few examples of the 

effectiveness of student led service-projects. 

At the postsecondary level there are numerous examples of universities that offer 

service-learning courses within their professional programs or liberal arts degrees. The 

Canadian Alliance for Community Service Learning, for example, lists several 

university-community partnerships on their website. There are numerous programs in the 

U.S. as well, such as at Boise State University's TRIO pre-college program where 

students earned over half a million dollars in scholarships to help them enter 

postsecondary education in fall 2002.  There are fewer examples however, of community 

service-learning within teacher education institutions, the reasons for which I will discuss 

later in this paper.  

Despite several challenges and dilemmas, many teacher educators have had 

students involved in community service-learning projects in a variety of ways. For 

example, in our institution, fourth-year students taking a mathematics education course 

tutored elementary school students weekly in one of the community schools. Students in 

the health outdoor education and physical education (HOPE) program worked with 

elementary school students playing outdoor games in the wintertime to promote active 

participation in the outdoors at time of year. Early childhood education students provided 

workshops for in-service teachers on how to create learning centers. Students taking 

physical education courses worked with children with physical and mental disabilities 

attempting to adapt physical education programs for them. Social studies education 

students identified issues within their community and developed action plans to address 

these issues. Science education students provided workshops for the public and for other 
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student teachers on climate change. These are only a few of the examples of innovative 

ways to provide service to the community within teacher education programs. One 

difficulty however, is that service-learning in our institution is on an ad hoc basis 

depending on who is instructing a particular course. Because our institution is undergoing 

a process of program renewal with a commitment to “teaching for a better world” as our 

vision that includes social and ecological justice, this is an opportune time to consider 

how community service-learning might become an integral part of our new program. 

There are some challenges to implementing community service-learning courses within 

our programs however. 

 

Challenges to Implementing Community Service-learning 

 Implementing CSL into teacher education program poses several challenges that 

must be considered if it is to be sustainable. For example, Kapustka (2002) identified 

three broad dilemmas facing teachers who try to implement CSL in schools. These 

include the needs of the server versus the needs of the served, traditional versus 

experiential education, and teacher control versus student independence. These dilemmas 

also hold true for teacher education programs. Furthermore, “For teacher education 

programs the requirements of external accrediting bodies, relationships with schools and 

teachers, and the need to teach the pedagogy of academic service-learning would seem to 

present unique challenges to the diffusion of academic service-learning (Callahan & 

Root, 2002, p 98). In discussing dilemmas related to service-learning, Sheaffer, Williams 

Paris, and Vogel, (2003) also identify several ethical issues for educators. These include: 

meeting community needs (“Are we doing this because they want it or because we think 
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it would be a good thing for them?”), responding to unmet expectations on both sides of 

the partnership, dropping the ball by either side of the partnership, considering the impact 

on community/society (where the service-learning could be voyeuristic on the part of the 

white middle-class students working in economically disadvantaged communities), and 

breaking rules or promises when there seems to be a need to do so.  

The authors suggest that helping all parties involved in service projects anticipate 

that there will be ethical conflicts and having them identify the conflict and reframe their 

expectations when ideal partnerships are not realized, will help to resolve some ethical 

problems. They also suggest that a systematic examination of one's values, one's 

character, and relationships with others could reduce frustration and facilitate dialogue 

about ethical conflict. A discussion of differing values at the outset of a project might 

help all parties to determine what is important in the service-learning experience. 

Colleagues who question the feasibility of incorporating CSL in our teacher 

education programs suggest that that it is difficult to:  

o cover the content of the curriculum that preservice teachers have to learn 

in a semester as well as have students involved in service-learning  

o sustain a CSL program within a teacher education program due to lack of 

funding or faculty/student interest 

o evaluate the service component for academic credit 

o motivate students to participate in CSL when they have other 

commitments besides their studies 

o recognize power relationships and negotiate shared power between the 

community, the university and the students 
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o keep students from further entrenching stereotypes or prejudices they may 

have about people they are supposed to be serving. 

I believe each of these concerns can be addressed by having a course that is 

dedicated to community service-learning within a teacher education program. This would 

address the problem of service-learning being provided only on an individual instructor 

or ad hoc basis. Certainly, instructors could continue to integrate a service-learning 

component within their own courses, but a course dedicated to community service-

learning would provide more students with the opportunity to participate in these 

projects. The following are some initial thoughts on what such a course might look like. 

 

A Vision for Community Service-learning in Teacher Education 

 A course in CSL could be offered to students in all teacher education programs 

(Early Childhood, Elementary, Middle Years, Secondary, Arts Education, Baccalaréate 

en éducation, and Adult Education and Human Resource Development) as an elective 

course that would also be open to students from other professional schools and faculties. 

One of the goals of education in our province is for human service providers to work 

together to strengthen communities. An interdisciplinary course in community service-

learning could help prospective teachers network with and learn from future social 

workers, health-care providers, justice workers and others who serves students and 

families. Making the course an elective improves the chances of student commitment to 

the service component. Furthermore, funding for the course might be the shared 

responsibility of several faculties, thus alleviating the financial burden on the Faculty of 

Education. Tuition fees also help to finance the course. 
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 Some principles upon which the course would be grounded include respect, 

reciprocity, relevance and responsibility. These principles are based on Kirkness’s and 

Barnhardt’s (1991) “Four R’s” of classroom practice, which serve as a framework for 

aboriginal and non-aboriginal communities to work toward building a shared and 

harmonious future.2 Student teachers would learn to work respectfully with students, 

families, and other professionals, and learn to value world views, knowledge and 

experiences that may differ from their own. Reciprocity means that the student teachers 

would learn to share power and work within a community of learners where student 

teachers and community members learn from each other. Reciprocity also means finding 

ways to give back to the community in appreciation for the rich experiences and learning 

opportunities the field placement has provided. Relevance means that student teachers 

would choose action projects that have some relevance to their own lives and interests so 

that their work is a labor of love; so that they feel as if they are contributing in 

meaningful ways to the community. Responsibility refers to the work that educators must 

engage in to bring about social change for the better. Student teachers would learn to 

recognize how cultural or organizational structures and norms can create systemic 

barriers for some groups of people, and how individual and collective actions can break 

down some of these barriers. Student teachers would learn about their own race and class 

privilege, and that social change is the shared responsibility of everyone.  

                                                 
2 These Four R’s of classroom practice were adapted from Farrell-Racette, S., Goulet, L., Pelletier, J. & 
Schmon, K. (1996). Aboriginal cultures and perspectives: Making a difference in the classroom. Diversity 
in the Classroom Series. No. 5. Regina and Saskatoon, SK: Saskatchewan Instructional Development and 
Research Unit and the Saskatchewan Professional Development Unit. See Kirkness, V. & Barnhard, R. 
(1991). First Nations and higher education: The four r’s – respect, relevance, reciprocity, responsibility. 
Journal of American Indian Education, 3(30) for the original discussion. 
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 An understanding of these four “R’s” would be developed in the theoretical 

components of the course. The course instructor and students registered in the course 

would provide readings to help each other question and challenge some of their 

previously held assumptions and deepen their understanding of how identities, including 

their own, are constructed. Weekly seminars and weblogs would facilitate discussion 

around some of the dilemmas and ethical issues students will undoubtedly face. 

Readings, blogs and weekly discussions might also help to address some of the concerns 

of those who worry about further entrenching stereotypes. The course could be delivered 

face-to-face or online for students who live in other communities. 

One concern of teachers who want to have their students engaged in service-

learning is whether students will be learning the goals and objectives outlined in the 

curriculum guides. In states and provinces were standardized testing is the primary means 

of assessing student performance on narrowly defined learning outcomes, teachers are 

less likely to engage the students in community service-learning (Steinke & Fitch, 2003). 

In states and provinces that take a more holistic view of learning, this is probably less of a 

concern. As in the case of our province where we have a little more leeway, the first 

question we might ask our student teachers is “What is curriculum?” Is it simply the 

written documents that teachers must follow, or is it the lived experience of students? Or 

is it both? We might begin by asking, “What if….?” What if students could learn the 

curriculum content within the context of providing service in the community? For 

example, in social studies, prospective teachers might gain a better understanding of how 

social stratification and social structures and are constructed, and how community 

members influence and are influenced by these constructs. When learning about 
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mathematics and how to make it meaningful for their students, future teachers might look 

into the monetary resources provided to NGOs and how to provide services on limited 

budgets. Language curriculum content might be developed through proposal writing, 

lobbying, debating, letter-writing and talking with the media to raise awareness of issues 

in the community. The health and physical education curricula might involve students 

problem solving about how to promote healthy lifestyles and provide health-related 

services for all within a community, particularly when there are issues of poverty. 

Raising awareness of community issues through the arts might be another aspect of 

curriculum for preservice teachers. Science educators might investigate issues related to 

sustainable communities within their service projects. The possibilities for curriculum 

development are endless and topics become considerably more meaningful to students 

through active engagement in real-life situations. One component of the course might be 

to have student teachers imagine how curriculum objectives might be addressed through 

projects in service in the community. 

Another component of the course would be for student teachers to learn the 

pedagogical aspects of teaching project-based and service-based learning. Rather than 

just learning to prepare unit plans and lesson plans that cover specific content, student 

teachers must learn to teach processes and be comfortable with ambiguity. For project-

based learning Case, Falk, Smith and Werner (2004) suggest organizing the management 

of the project into six tasks divided into two phases: The first phase focuses on preparing 

for project including pre-planning and introducing the idea to students. The second phase 

outlines four tasks that students carry out during the project: clarifying the problem, 

agreeing on a solution, planning an effective course of action, and implementing and 
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evaluating the action. Going through the process themselves will help the student 

teachers see how they might engage their own students in service-learning and action 

projects. 

Teacher educators often raise the issue of assessing the service component of 

projects. This might be addressed by having that aspect of the course graded on a 

pass/fail basis by someone in the community organization where the student is working 

or by peers who worked with the student on an action project. Criteria might include 

attendance, their contribution to the project, and their relationship with other members of 

the team. The graded portion of the course could be based on class participation, 

contributions to the readings, and reflective writings. 

Reflection on the learning is an intentional and essential component of CSL in 

light of specific learning objectives (Canadian Alliance for Community Service-learning, 

2007; Wilczenski & Coomey, 2007) According to Kolb (1984) the process involves the 

description of what happened or the what, the analysis of the experience or the so what, 

and the plans for further action – the now what. Through a cyclical process of action and 

reflection students begin to: 

o develop their academic skills by gaining a deeper understanding of what 

they are learning, applying it to real-life situations and developing their 

problems solving skills;  

o develop civic responsibilities and become more open to diverse points of 

view and increase their commitment to social justice;  

o  become aware of changes in themselves and gain a sense of personal 

agency and belonging to a community (Wilczenski & Coomey, 2007).  
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Critical reflection, where students begin to question their previously held 

assumptions and biases, is necessary so that prejudices don’t become even more deeply 

entrenched as in cases where the students are providing service to people who may be 

considerably different from themselves in terms of age, social class, ethnicity or race, 

gender or sexual orientation. 

Another challenge in implementing CSL in teacher education is the difficulty in 

finding community placements for students who are engaged in service-learning projects. 

Course instructors typically have limited time to devote to finding placements. 

Furthermore, community organizations often find it difficult to find meaningful work for 

students who are there on a limited basis and only at certain times of the year. 

To address these issues, students might identify action projects in which they 

would like to be involved. Projects might be within the university context, or within the 

wider community context, and some might have a more global focus. Because the course 

would be open to students from a variety of faculties and programs, it is unlikely many 

students would want the same placements. Depending on the project, there may be no 

need to place students in an organization. Where students would need assistance in 

making contact with organizations to offer their services, personnel in the field placement 

office could assist them.  

Students would be asked to identify the service project and develop a plan of 

action for how they can be of service. If their plan of action entails working with a 

community organization, their action plan would be developed after they have made 

contact with the particular organization to find out its needs. Guidelines for the number of 

hours students would devote to the service component may need to be negotiated with the 
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course instructor, the organizations and the students. Flexible, baseline guidelines for the 

service projects would be established collaboratively with the organizations, students and 

course instructor with adjustments made where necessary. 

 

Conclusion 

 Evidence is beginning to show that service-learning has not only begun to 

transform education, it has transformed many of the students involved (McKnight Casey, 

Davidson, Billig, & Springer, 2005). Community service-learning projects can help 

prospective teachers learn how to become active citizens within a democratic society. By 

going through the process of providing service to others, student teachers will understand 

the benefits of community service-learning and are more likely to engage their own 

students in service projects. Although there are some challenges to implementing 

community service-learning within teacher education programs, the challenges can be 

overcome through cooperation, dialogue and creativity.  
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Abstract  

The purpose of this study was to cross-validate the pass model which family structure(one-

parent family or both parents family) affects parental income, parental income influences parental 

involvement, and parental involvement affects high school students' academic achievements. 

Furthermore, it was investigated whether students' procrastination has a moderating effect in the 

process from parental income to parental involvement on the model. Data were collected from 

981 high school students(476 males, 505 females) through a survey. For the analyses of both 

goodness of fit and interaction effect, the structural equation model was used. As the results, first, 

the complete mediating model, from family structure through parental income and parental 

involvement to academic achievements, was identified. Second, students' procrastination 

moderated the relation between parental income and parental involvement on the model. These 

findings show that as much as parental involvement as parental income in previous studies are 

important on this model, and that students' procrastination is a risk variable to interact with 

parental income which affects parental involvement. This implies that for one-parent families 

with low income some educations for parents is necessary to increase parental involvement and 

interventions to reduce the level of students' procrastination are needed.  

 

 

Introduction  

In Korea, parents with high school students pay a lot of attentions to children' 

academic achievements. That is because relations which have belonged to the academic 

agency become a socially primary network, and then the graduations from prestigious 

universities can be significant resources to get a successful career after forming 

personal relationships in Korea. So far, a variety of variables have predicted academic 

achievements. One of them is family structure(one-parent family or both parent 

families). That is, it was reported that children in one-parent families had less academic 

achievements than ones in both parent families(Amato, 2000; Pong, Dronkers, & 

Hampden-Thompson, 2003). Also in the previous researches it was shown that 

economic resources of families such as parental income play important roles in the 

process which family structure affects academic achievements(Amato, 1993; Thompson, 
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Hanson, & McLanahan, 1994). Moreover, recently it is suggested that social resources 

of families such as child-rearing attitude and parental involvement could play a 

significant role in the process as well(Amato, 1993; Biblarz & Raftery, 1999; Entwisle & 

Alexander, 1996).  

In the context Choo and Lim(2007) investigated the idea that not only the level of 

family income does mediates between family structure and academic achievements, but 

also family social resource does. For this, Choo and Lim(2007) tested the pass model 

with high school students which has family structure as a preceding variable, family 

income as a first mediating one, parental involvement as a secondary mediating one, 

and finally academic achievements as a dependent one. As a result, the completely 

mediating model was supported, in which family structure affects academic achievement 

through parental income and then parental involvement.  

By the way, Choo and Lim(2007) did not consider students' psychological variables 

which historically have been known for accounting for an amount of variance to 

academic achievement in the model they designed. For a long period many of students' 

psychological variables to predict academic achievement were found, such as 

intelligence, academic motivation, self-efficacy, self-esteem, self-concept, leaning 

strategies, procrastination, and so on. Among those, procrastination was revealed that 

have had significantly negative correlations with academic achievement and task 

performances associated with study(Lay & Schouwenburg, 1993; Owens, 1997; 

Tuckman, 1991). For example, Jackson, Weiss, Lundquist, and Hooper(2003) reported 

negative correlation(r= -.19, p< .01) between college students' procrastination and 

academic achievements.  

Lately studies report that procrastination is such a trait rather than a simple problem 

of a time management(Ferrari & Pychyl, 2000; Johnson, 1992). Especially 

procrastination could result in adverse outcomes in the parent-child relationship in 

Korea, because it is said that Korean parents trust their children depending on how 

much children show their conscientious attitudes and involvements to school(Kim & 

Park, 2004), which suggests that the more conscientious children are the more parents 

could trust their children, expect a high level of academic achievement, and then give 

them academic supports like paying tuition fees for extra courses to make them enter 

prestigious universities as much as their income are allowed. Therefore, it is expected 

that students' procrastination has a moderating effect in the process which parental 

income affects parental involvement to their children on the model Choo and Lim(2007) 

suggested.  
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Overall, in the present study we cross-validate the model with different sample that 

Choo and Lim(2007) suggested and in turn investigate that students' procrastination 

moderate the relationship between parental income and parental involvement on the 

model. 

 

 

Method  

Participants and procedures  

Data were obtained from 981 students(476 males, 505 females) of 8 high schools in 

Korea. Among them students in both parents family were 888(90.5%), students in one-

parent family were 93(9.5%). Students were asked to report their levels of academic 

achievements and the level of parental income, and complete questionnaires of Parental 

Involvement Scale and Korean version of General Procrastination Scale-students.  

 

Instruments  

Parental Involvement Scale(PIS)    Kim(2006)’s PIS consists of 30 items and is a 5-

point Likert-type scale with higher scores indicating higher level of parental 

involvement.  PIS measures the extent that parents provide their children with 

academic supports and is constituted by two sub-factors, encouragement of autonomy 

and giving academic information. PIS is a measure by means of students' self-report. In 

the present study, Cronbach's alpha was .93.  

General Procrastination Scale-students(GP-S)   Lay(1986)’s Korean version of GP-S 

was modified in the context of high school setting. It is a 20-item trait-like measure to 

assess individuals' level of procrastination and is a 5-point Likert-type scale ranging 

from 1=extremely uncharacteristic to 5=extremely characteristic with higher scores 

indicating higher level of procrastinating tendencies. In this study, Cronbach's alpha of 

the scale was .73  

 

Statistical analyses  

The mediating effects of parental income and parental involvement and the moderating 

effect of students' procrastination in the relationships between family structure and high 

school students' academic achievements were examined using a structural equation 

modeling. The model was assessed by and model fit indices such as Comparative Fit 

Index(CFI), Tucker-Lewis Index(TLI), Normed Fit Index(NFI), and Root Mean Square 

Error of Approximation(RMSEA), besides χ2 . 
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Results  

Table 1 shows correlations among family structure, parental income, parental 

involvement(encouragement of autonomy and giving academic information), 

procrastination, and academic achievement(score of Korean language and literature, 

score of English language and literature, and score of mathematics). 

 

 

Table 1.  Correlations among family structure, parental income, parental involvement, 

procrastination, and academic achievement.  

  FS PA EA GA PR SK SE SM

FS     1               

PA -.287
＊＊＊    1             

EA .027  .032     1           

GA -.043 .165
＊＊＊ .151

＊＊＊     1         

PR -.059 .038 -.156
＊＊＊ -.123

＊＊＊     1       

SK -.126
＊＊＊ .131

＊＊＊ .141
＊＊＊  .070

＊  -.054    1     

SE -.134
＊＊＊  .154

＊＊＊ .115
＊＊＊  .111

＊＊  -.056 .697
＊＊＊   1   

SM -.163
＊＊＊  .147

＊＊＊ .112
＊＊＊  .096

＊＊  -.096
＊＊  .600

＊＊＊  .655
＊＊＊  1

Note: FS=family structure, PA=parental income, EA=encouragement of autonomy, GA=giving 

academic information, PR=procrastination, SK=score of Korean language and literature, SE=score 

of English language and literature, SM=score of mathematics, ＊p< .05, ＊＊p< .01, ＊＊＊p< .001.  

 

Prior to testing a moderating effect of procrastination, the model Choo and Lim(2007) 

suggested was tested. As a result, the model had a good fit(χ2
(df=13, N=981)=38.530, 

p=.000; TLI=.962; CFI=.982; NFI=.974; RMSEA=.045). Figure 1 shows standard 

regression coefficients on the model. All variables involved in the model predict about 

16% among all variance of academic achievement. 
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Figure 1. The model with mediating roles and a moderating role.   

Note: FS=family structure, PA=parental income, PI=parental involvement, EA=encouragement of 

autonomy, GA=giving academic information, PR=procrastination, AA=academic achievement, 

SK=score of Korean language and literature, SE=score of English language and literature, SM=score 

of mathematics, ＊＊＊p< .001. 

 

Next, the moderating effect of procrastination was tested. Table 2 shows the number 

of cases, means, and standard deviations in two procrastination groups both upper-

mean one and lower-mean one.  

 

Table 2. The number of cases, means, and standard deviation in two 

procrastination groups both upper-mean one and lower-mean one. 

Groups The number of 

cases 

Mean Standard 

deviation 

Upper-mean 458 3.41 .29 

Lover-mean 523 2.75 .28 

Procrastination 

Total 981 3.06 .44 

 

In order to identify the moderating effect of procrastination, all paths on the model 

were constrained to be equal across both upper-mean group and lower-mean group of 

procrastination. Figure 1 shows a moderating role of procrastination. The indices of 

goodness-of-fit of the model with fixed paths were χ2(df=29)=59.968, p=.001; 

TLI=.959; CFI=.979; NFI=.960; RMSEA=.033, which were acceptable. Then we tested 

whether freeing the path from parental income to parental involvement would result in 

significant model improvement. The indices of goodness-of-fit of the model with 

freeing the path from parental income to parental involvement were χ2(df=28)=54.064, 

p=.002; TLI=.964; CFI=.982; NFI=.964; RMSEA=.031, which were acceptable, so this 
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model resulted in significant model improvement(Δχ2
(df=1)=5.904, p< .05). This reveals 

that the effects in the path from parental income to parental involvement are 

significantly different in both groups. That is, in the group with upper-mean of 

procrastination, parental income had the stronger effect on parental involvement(β= .43, 

p< .001), than in the group with lower-mean procrastination(β= .28, p< .05).  

Figure 2 and Figure 3 show the result of post hoc analysis of interaction effect 

between parental income and students' procrastination to influence parental 

involvement. As we see figure 2, parental involvement is less in upper-mean group of 

procrastination than in lover-mean group of procrastination and the more parental 

income increase, the more gab of parental involvement between both groups broaden. 

Figure 3 illustrates a very interesting result. When parental income per month is about 

$6,000-7,000, parental involvement is extremely broadened. The group of upper-mean 

of procrastination is rarely received involvement by parents in opposition to the group 

of lower-mean of procrastination. And when parental income per month is above $7,000, 

the gap of parental involvements between both groups of procrastination is disappeared. 

It seems that $6,000-7,000 per month is a critical level of parental income which 

interacts with students' high or low procrastination onto parental involvement in Korea.  
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Figure 2. Moderating effect of procrastination.  Figure 3. The relationship between 

parental income and procrastination to 

parental involvement.  

 

 

Discussion  

In this study, we tried to cross-validate the model Choo and Lim(2007) suggested and 

then investigated the mediating effect of procrastination in the process which parental 
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income affects parental involvement to their children on the model. The results and 

discussions are as following. 

First, Choo and Lim(2007)'s model which family structure affects academic 

achievements through parental income and parental involvement was cross-validated. It 

means that family income in one-parent family is lower than in both parent family, the 

lower parental income is the less parental involvement become, and in turn the less 

parental involvement is the lower children academic achievement become. It implies 

that it is necessary to increase parental involvement as well as to offer economic 

supports in order to prevent the decline of children's academic achievements within 

one-parent families.  

Second, procrastination moderated the relation between parental income and parental 

involvement on the model. It shows that when the level of children procrastination is 

high parental involvement generally decreases regardless of the degree of parental 

income. In particular, when the degree of parental income is low and simultaneously the 

level of children procrastination is high, parental involvement is reduced much more. It 

is consistent with previous studies(Martini, 1995; Entwisle & Alexander, 1995). In 

addition, as Kim and Park(2004) reported, children conscientiousness seems to affect 

parental trust, it appear to increase parental involvement, and thus it is possible to that 

the high level of procrastination could decrease parental families with low income in 

Korea. Therefore it suggests that for one-parent families, some interventions are 

needed to reduce students' procrastination levels. 

Third, looking at details about the interaction of parental income and procrastination 

on parental involvement, parental involvement appeared differently according to the 

degree of monthly parental income and the level of children procrastination. It is 

especially suggested that $6,000-7,000 per month is a critical level in parental income 

which interacts with students' high or low procrastination level onto parental 

involvement in Korea, by the result which above-average procrastinators rarely receive 

parental involvement, in opposition to below-average procrastinators. It might be 

interpreted in Korea that the parent(s) in $6,000-7,000 income per month give up the 

need of their children competition forward successful careers through academic 

achievement if their children would be in a high level of procrastination. In contrast, 

lower procrastinators in same parental income level are extremely provided with 

parental involvement. But this result must be very carefully interpreted because the 

sample size is small and the question about parental income is responded by students.  

However, there were some restrictions of this study. This study was cross-sectional 

study. Also, the numbers of cases of one-parent families were small and instruments by 
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means of students' self-report were used. Consequently it will restrict the 

generalization of results in this study. Therefore a longitudinal study with large sample 

will be desirable in future studies. 
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ABSTRACT:  

          A major transformation has been taking place in the American traditional 

relationship between the religious and public sectors.  The Bush administration,  

through presidential executive order, dramatically has advanced the availability and 

allocation  of federal funding by encouraging  and preferential treatment of more 

extensive faith based funding;  and,  setting new parameters that allow  faith based 

organizations  to  include welfare  provisions within their regular   religious structural 

framework. This marks a major shift from the traditional emphasis that separated the 

religious realm of private organizations from their secular counterparts  in accordance 

with the First Amendment of the Constitution. In the Jewish tradition, there have been 

core values of charity and social service derived from a common heritage accepted and 

shared by representative Jewish agencies functioning in the American social context of 

church-state separation.  One of the consequences of the President Bush 

administration’s direct government funding of pervasive faith based organizations has 

been to divide Jewish religious denominations and agencies traditionally supporters of 

church-state  separation, on this former unifying issue. The division on the church-state 

issue can be expected to become more problematic as a consequence of the June  

2007 Supreme Court decision in Heine v. Freedom from Religion Foundation, setting a  

judicial  barrier preventing taxpayers from legally challenging  the Executive Branch on 

the  issue of  faith–based funding. The divisions of Jewish denominations and agencies 

are clearly discernable and accentuated by the challenges, dilemmas and policy issues 

agencies faced in response to the Bush administration’s implementation of faith-based 

funding. 

 

SECTION #1-SOCIO-POLITICAL CONTEXT  
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In 1996, as part of  the Clinton administration’s centrist agenda,  a 

major change  was instituted in government welfare funding. This change  transformed 

social welfare policy from  the  liberal entitlement program of  treating welfare as a 

continuing state of dependency-(Aid for Families and Dependent Children-AFDC), to the 

more conservative Personal Responsibility and Work Opportunity Reconciliation Act 

(Temporary Assistance for Needy Families-TANF),  which establishes a  five-year  limit 

on the safety net program.  In that 1996 TANF program,  Senator John Ashcroft (R- 

MO) inserted the Charitable Choice provision, encouraging  inclusion of pervasively 

religious organizations (not just their secular arms) on local, state,  and national levels, 

to apply for funding  and serve as providers for government funded  welfare services. 

Earlier  church-state separation safeguards, which had placed limits on religious 

organizations as direct service  providers, have been removed.  Government grant   

recipients under the new   legislation  are  not required to tone down their religious 

messages,  and proselytizing  is  allowed. States receiving federal funding under the 

law,  also are required to  contract with faith-based organizations of charitable choice 

(FBOCC) on the same basis that they contract with other non-profits,  and   allow  

providers to maintain their religiously pervasive features, discriminatory hiring practices, 

and iconography, in their welfare services. (Ressler, 1998) In the American past, 

religiously affiliated, but not pervasively sectarian groups,  have received federal funds 

for providing certain social services, so long as their missions and services provided 

were charitable and non-sectarian (e.g.,  Catholic Charities, Lutheran Services, and 

United Jewish Communities). Under the de-facto pre-1996 consensus, the language 

which conveyed the funds to these groups included constitutional safeguards and 

included the concept which prohibited proselytizing or indoctrinating the recipients of 

these social services. 
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 In 2001 the Bush  Administration introduced the Faith-Based and 

Community Initiative and established initiative-related centers in five federal agencies, 

which with the addition of other agencies, since fiscal year 2002, have cumulatively 

spent more than $24 million on administrative activities , and have awarded over $500 

million through new grant programs to provide training and grant-writing technical 

assistance to faith-based and community organizations and increase their  participation 

in providing federally funded social services. (GAO Report to Congressional Requesters, 

2006). Currently, there are ten federal agencies authorized to negotiate for charitable 

choice. 

 

 In March 2006, President  Bush signed an executive order creating the Center for 

Faith Based and Community Initiatives in the  Department  of Homeland Security. 

Included  in this   major  modification has been a delivery shift  from a centralized 

federally administered system to a decentralized state system and the consequent 

encouragement of an increase in the private sector.  The  provision of charitable choice  

also has been financially  extended through state block grants and   local distribution  

by the addition of congressional  earmarks. (Henriques & Lehren, 2007, 1+)  

 

  President Bush’s executive orders  implementing  the  TANF FBOCC) 

program for federal  social welfare funding  brings  more of the religious experience into 

public life, but also  exposes and  accentuates divisions  on the issue of  church state 

separation  within and  among  Jewish agencies, e.g. religious  denominations,  

community  relations agencies,  and  direct social service agencies. (Elazar, 1995) 

Charitable choice provisions,  for the first time, has enabled  pervasively religious  

FBOCC groups  such as churches, mosques, and synagogues  to receive government 

funds directly,  rather than through a nonprofit organization affiliated with the religious 
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agency, and  to directly compete with other charities for government funds 

without masking their religious character. (#1endnote) 

 

Jewish organizations, i.e.,  religious denominations, community relations , and 

direct service  groups,  are responding to this  major  socio-political change in church-

state relations on the basis of their perceptions of  principles,  interests, priorities, and  

values. The Charitable Choice provision  has pitted the Orthodox against the 

Conservative and Reform denominations,  and has resulted in  the highlighting  of  

differences between  Jewish community  relations agencies which historically have 

supported  separationist  theory  and concerns, and  direct service agencies  which 

pragmatically serve  the needs specific populations.  

  

Historical Context of Church-State Relations in the Colonial and Post-Colonial Periods.  

            At the time of the American Revolution, both Catholic and Protestant 

countries, in England and Europe,  worked on the assumption that a close relationship 

between established religion and government was necessary to maintain social order 

and national cohesion, but appropriate separation  between church and state and the 

role of religion in public life were major concerns or the health of our Republic. 

(Feldman, 2004)  The link between church and state through the  established church   

had been  prominent in the Colonial and post-Colonial periods. Prior to the Revolution, 

many states had  an official established church,  often supported by taxes.  

(Disestablishment took place in 1776 in Pennsylvania, Delaware and New Jersey. In 

1777, the state supported churches were disestablished in New York, North Carolina 

and Georgia. In 1790 Carolina disestablished, Connecticut disestablished in 1818 , and 

Mass. disestablished in 1833.) Responding to this reality of coping  with  religious 

diversity,  the First Amendment of the Bill of Rights  was developed and stated  that… 
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“Congress shall make no law respecting an establishment of religion  or 

prohibiting the free exercise thereof.” With  the First Amendment of the Bill of Rights, 

the United States became  the first sovereign nation officially  to separate church and 

state. (Elazar, 2002 , 1-13)   The thirteen colonies of the Revolution were 

predominantly Christian (there was a small Jewish minority,  starting in 1654,  of 

twenty-three Jews  who escaped the Inquisition in Brazil), but particular forms of 

Christianity in Colonial America  ranged the  broad spectrum, from Catholic Maryland, 

Quaker Pennsylvania and Protestant New England. Securing unity for the existing 

Colonial religious  diversity required a banner that excluded none of these sects, a  

banner in  which religious persuasion was secondary to nationality,  and religious 

activities and events relegated to the mainly  symbolic. (Diner, 2004)  

 

Past Subsidies  

          There is a record  both of cooperation and disagreement  between government 

and religious organizations  dating to the early 19th century. During that period,   

 
…many states and localities provided direct subsidies and voucher-based fee 
income to religiously affiliated hospitals, orphanages, schools, and colleges 
rather than establishing public institutions. Some advocates of these practices 
argued that government subsidies of this kind promoted democratic values. 
Others strongly disagreed, following the views of Jefferson and Madison in 
arguing for a strict separation between church and state. (Urban Institute, 
Emerging Issues in Philanthropy,  2001) 
 
 

 The implications of this partnership between government and faith organizations  has  

posed general  challenges  for all religious groups.  

           

          In the 19th and early 20th centuries through the establishment by religious 

denominations of parallel secular system of charitable organizations,  the American 

government was able to respond to the welfare  challenges of  immigration, 
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industrialization, and urbanization  by providing  a venue for   extending 

needed welfare  within the  conceptual frame of the First Amendment  disestablishment 

clause. It was also a way that Jewish religious denominations were able to maintain 

their strictly religious function while still providing a secular means for channeling of 

government charitable and welfare needs. (DeVita, & Wilson, 2001) 

            

          In the Depression era of the 1930’s, there was a  financial and organizational 

increase of the federal government’s  role  in providing welfare. The historical  Jewish 

negative perceptions  of government based on experiences with  oppressive 

governmental action, were set aside as Jews embraced the Roosevelt New Deal.  These 

programs,  while continuing the ideology of separation of church and state,  in actuality 

worked and partnered with private and religious agencies and contributed toward the 

development of the American welfare state. By the time of the 1980’s  under  Pres. 

Reagan’s  conservative reaction to the New Deal,  there was  a significant devolution  

of central  government welfare business with distribution  through the states and 

privatization. (Dolgoff & Feldstein, 1984) Up to 1996,  when  the TANF program was 

introduced,   American welfare had  reflected the   entitlement  and long-term  support  

philosophy which was characterized by   Aid for Families Dependents and Children 

(AFDC). (Canda, 1999) 

 

SECTION #2- JEWISH CORE VALUES 

Core values in Judaism found expression in an officially  disestablished America, 

and  now are playing out in current church-state linkages. There is a common core of 

social welfare  values in the Jewish tradition expressed in  the Pentateuch (redacted  

c.600 BC),  the prophetic tradition,  and historical memories based on connecting the 

dots of time  over a 3,000 year period.  Despite numerous cultural differences among 
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Jews (Ashkenazim, Sephardim, and varieties of other  culturally shaped Jews),  

a common language for the  mainstream value  system includes words of moral 

obligations and  required deeds: TZEDAKAH (charity); TIKKUN OLAM (social 

commitment for positive  social change & healing the world through pursuit of social 

justice); AVADIM HAYINU L’PHAROH BIMITZRAYIN(we were slaves to Pharaoh in the 

Land of Egypt); and, ADAM LACHAVERO(established ethical human relationships  which 

have persisted in the  Jewish tradition). (Telushkin, 2001) This common core of values  

was shaped and expressed by different forms of Jewish  community organization, 

including the integrated  European Kehila (community) of the past. 

 

           For many centuries, Jews in Europe  had lived in organized communities of their 

own where a religious consensus provided a sense of cohesion and unity. (Sarna, 2004) 

Observance of  proper normative and religious behavior and appropriate Tzedakah and 

community participation in religious affairs was a given  normative expectation under  

single denomination, authority and  control in the integrated  Kehila  communal setting 

in which  Jews lived on the European landscape. The  Kehila community setting  was 

shaped by Rabbinical philosophy and  included   integrated  normative patterns for  

religious observance,  social relationships, and behavioral expressions. Initially, the 

Kehila authority and  community bond  linked the Jewish authority  with  the Jewish 

community and the synagogue, and was  directly responsible for  provision of  

community social services The Kehila was the type of community setting that had 

shaped the world of the Jews who arrived in New Amsterdam. The fleeing Jews   were 

admitted by Peter Stuyvesant under condition that, “the poor among them shall be 

supported by their own nation.”   This idea of the  religious community taking care of 

its members reflected both an external perception and a self-perception  of the Jews as 

an extended family who had to care for their own and a  sense of mutual obligation.  In 
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the Kehila, identification as a Jew was tied to following positive actions and 

deeds for Jewish living. Initially, the Kehila authority and  community bond  linked 

community and  the authority  to the synagogue,  which  was the essential Old World 

institution  responsible for  provision of  community social services. Identification as a 

Jew in the open, disestablished society of America, would eventually became  a matter 

of personal choice, rather than following Kehila community expectations.  

 

The New American Context 

          Formal emancipation of the Jews  would not take place in the European context 

until the French Revolution of 1789, but on the American frontier, there were multiple  

competing sectarian groups. Under the American Constitution of 1787,  Jews were 

born free and did not require European emancipation  to  participate in  the public 

realm. (Linzer, p. 81)  

 

In the open and free-choice  society of America,  identification as a Jew by  

following of any  613 good deeds (Mitzvot) for Jewish religious practices   would 

eventually   became  a matter of personal choice. Judaism  became  pluralistic as 

Reform, Conservative  and Orthodox congregations  were formed. The Reform 

movement had its roots in the German Jews struggle for civil rights in the nascent 

states of Germany . These Reform Jews acquired  European  education  and  some 

wealth, and opposed the religious practices of traditional Judaism. A Reform Jewish 

temple was established in Hamburg Germany in 1818, and the movement spread to 

England and France. In the United States, large numbers of German Jews came to our 

shores in the 1840’s and 1850’s after the failure of the liberal Revolutions of 1848. 
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In 1845, The Reform Temple Emanuel was started in New York City and 

was the flagship of this denomination. “The aim of this movement was to enable 

American Jews to participate fully in the life of the United States.” (Lazerwitz,1998, p. 

17) The Orthodox movement sought to reassert the Halachah (traditional Jewish law) 

and “…represented an attempt by traditionalists to counter Reform Judaism.” 

(Lazerwitz 1998, p.18). In the early 19th and 20th centuries there was a mass migration 

of Eastern Europen Jews (Askenazim) which replaced the Orthodoxy of the Sephardic 

Jew (Spanish-Portuguese) who came over during the Colonial Period.  The Conservative 

movement with the establishment of the Jewish Theological Seminary in 1886, became  

the centrist denomination responding to the assimilating  Reform movement. 

(Lazerwitz, 1998, p.22) In contrast to most Jews in other countries who distanced 

themselves from oppressive government,  the Jews of America have had to define 

themselves in the context of the American public square, and in relation to the state.  

 

By the 1820’s in the U.S., there was growth in a disengagement or  

delinking/separation of synagogue religion  from the social services provided for the 

Jewish community. This secularization of religious values retained core  welfare values 

in a secular,  non-religious delivery system framework. (Diner, 2004) In a number of 

locations  there emerged  a wide provision of different types of Jewish services from  

which the immigrants could choose those they most preferred. (Sarna, 2004, p. 72) 

This freedom of choice and non-state pressure gave the Jews freedom to affiliate or 

not.  In retrospect,  the  were three choices  available to the Jews transitioning from 

the Kehila to the  New World. These three essential options retained the core values   

developed with the objectives of preserving  the Jewish religious values  in this open  

society: tradition- upholding the sacred traditions as expressed in the synagogue; 

adaptation- adapting Judaism to the new American conditions; and transcending-  
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preserving a sense of peoplehood and communal unity (Sarna , 2004, p. 90) 

(#2-endnote) 

 

          There  were at most 2500 Jews  in the American colonies by 1776 , the largest 

community being in Charleston South Carolina. Assistance to  the needy generally 

centered around members of the immediate religious congregations. The  Charleston, 

South Carolina  Jewish  Congregation, the largest Jewish community in the colonies,  

founded the Hebrew Benevolent society for the relief of poor and sick Jews  in 1784. 

(Diner,  2004). The  Hebrew Orphan Society was established to assist orphans and 

children of indigent parents  formerly placed in private homes in 1801. Charleston 

formally incorporated its benevolent society “to feed and clothe the poor, nurse the 

sick, and bury the dead, ” in 1830 . In New York, congregants of the Sherith Israel 

Synagogue organized a group in 1838-39 to sew clothing for the poor , and groups like 

Chevra Kadisha were formed to arrange for religious burials  and one-third of the 

founders of the Female Association for the Relief of Women and Children in  Reduced 

Circumstances were Jews. Reverend Isac  Lesser,  in his History of Religious 

Denominations in the United States (Harrisburg,1848) referred in his chapter on the 

Jews to the activities of Jewish congregations to support the poor and, “endeavor to 

prevent , if possible, an Israelite from being sent to the poor-house , or to sink into 

crime for want of the means  of subsistence communal leadership lacked control over 

the community in regard to Kashrut observation. The open system of  religious 

freedom of choice, that which , “ … was so beneficial for Jews, could be deadly for 

Judaism.” (Diner, 2004,  p.25)  

 

Over time , the general  process of disestablishment by other religious groups 

and the individualism in America  paralleled  the Jewish experience as well. For Jews, a 
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general delinking between religious and community welfare services took  

place after the 1820’s . This  led to weakening of Jewish institutions , and a decline in 

religious observance,  Jewish identity,   and community control. Welfare services  

moved to parallel Jewish  social service agencies. Eventually , the  disestablishment and 

individualism in American life led to the disintegration of the Kehila and to a decline in 

religious observance, Jewish identity,   and community control.  (Linzer, p.82)              

 

Lay boards ran the community synagogue, with knowledgeable congregants 

conducting services, since there were no ordained rabbis until 1840 . In  the context of 

the American open society without a central leadership for the Jewish religion, the 

Jewish religious system no longer prevailed as  the cohesive element and the core 

community charitable and ethical values were not necessarily tied  to the identity  of a 

synagogue attending Jew. There emerged a de facto separation between the 

synagogue and the social services provided to the community. 

 

A variety of institutions had developed in the Jewish community which provided 

for charitable, educational social and cultural services, beyond the monopoly which 

early  synagogues had previously enjoyed.  (Diner, 2004,  p.134) Jewish charity which 

previously flowed from the synagogue offices, now became disconnected  from the 

formal religious institutions, not just in New York but in other parts of the United States 

as well.  This was reflected in 1822 with the creation as an independent body of the 

Hebrew Benevolent Society – Meshibat Nefesh- in New York City, unlinking from the 

Shearith Israel Synagogue in New York. (Diner, 2004, p.135) This type of  unlinking 

established the principle of communal service being separated from the religious 

institution. ( Dinar, 2004,  p.135), and was a secularization of religious values and 

obligations such as gemilut chesed (providing interest free loans to start a business, 
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Hachnassat Kallah  ( assembling a dowry for a poor bride), and hachnassat 

orchim ( providing lodging for itinerant guests ).   (#3-endnote) 

 

- The Jewish peoplehood expression in this  open society, de-linked Jewish 

welfare and communal services from the religious synagogue institution but found 

renewed expression by establishing  this  secular  bond.  Reflecting  this  movement 

was the New Israelite Sick-Benefit Burial Society which provided a secular Jewish 

alternative to synagogue burial.  (Sarna, 2004, p.89),  the  establishment in 1843 of 

the B’nai B’rith   (Children of the Covenant) organization with a motto of “benevolence, 

brotherly love, and harmony.” (Sarna, 2004, p. 89) This organization would unite Jews 

otherwise divided by different types of synagogues.  Its preamble included, 

“…inculcating the purest principles of philanthropy, honor and patriotism; of supporting 

science and art; alleviating the wants of victims of persecution; providing for, 

protecting, and assisting the widow and the orphan on the broadest principles of 

humanity.” (Sarna, 2004, p. 89) 

 

 The delinking of religion and welfare services was further enhanced by the 

Central European culture context of  the  majority of Jews who came to this country 

between the 1820’s and mid-1870’s . Between 1840-1860, the  estimated Jewish 

population increased to   150,000, and to approximately 250,000  by 1877.  (Sarna, 

2004, p.64) Their immigration which peaked  in the 1850’s responded to the failed 

liberal revolutions on 1848 and would be  a significant  cultural  divide between them 

and the later  turn of the century immigration of Jews from Eastern Europe. They 

brought values not only of the liberalism of 1830-48,  but also Lutheran perceptions on 

church-state role which  were predisposed to the separation of religion from charitable 

areas. For Central European Jews  the alternatives after Emancipation were  guided by 
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concepts of  the modernity of German high culture and sciences  and  were  

not subject to Rabbinic Law.  

 

 Increasingly  Communal services   and taking care of their Jewish  community 

needs were delivered outside of  religion. In essence the de-linked synagogue from 

community social services  set the structure for an extensive network of Jewish social 

services outside of the religious mantle of the synagogue. This heritage setting  helps 

explain the part of  discomfort  people in Jewish agencies feel with the current  idea of 

FBO Charitable Choice which would directly  involve  perversely religious agencies in 

social service delivery.   It was this Central European tradition which would result in 

German and Hungarian  Jews in America  creating institutions of   Jewish hospitals and  

community centers in the 1840’s.  In 1905, responding to a wish to push Jews arriving 

from Eastern Europe out of dependency as soon as possible , German Jews created 

their own reform schools to take  care of their own Jewish  juvenile delinquents. This 

Central European cultural context differed significantly from  the heritage of the Polish 

Jews who would be migrating at the turn of the 20th century in response to progroms 

and anti-Semitism.  

 

Significance of the Heritage  

This  post- Kehila heritage of  retaining core charity values while disestablishing  

the synagogue from welfare services has been  the  historical context framed by Jewish 

separationist  denominations and agencies, and adopted by the Reform and 

Conservative denominations. However, for most  Orthodox Jewish denominations living 

in close geographical synagogue proximity with  closer consequential  social relations, 

the Kehila  community, retaining strong church-state ties is more acceptable, and 

desirable for the preservation of their religious values. The  general embrace by the 
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Orthodox  of  FBO Charitable choice, fits in with their positive psychological 

view of close relations between synagogue  and state.  

 

SECTION  #3- MAJOR JEWISH INSTITUTIONS INVOLVED WITH THE ISSUE OF CHURCH 

STATE SEPARATION  

             Responses of Jewish denominations and organizations to the FBOCC program 

relates to their  organizational  perceptions,  interests and values   and reveal the  

dilemmas of Jews defining their religious  identity, and  continuity in America. Jews face 

the dilemma of how their religion should relate to the domain of American Public Life.  

Many Jews perceive , “The case for the separation of church and state, as symbolic of 

the Jewish community’s commitment to and support of America’s democratic 

institutions and social values.” (Windermueller, 2002,  p.13). 

   

          Jewish religious identity has been  shaped by its shared historical context of 

oppression and persecution  in  the  European Old World.  In  the New World,   American 

Jews  have sought an identity which  relates  their religious  freedom to duties of civic 

belonging without losing their Jewishness. American Jewish identity has been framed 

since the early 19th century to the 1960’s   by  a “cult of synthesis”  in which Jews 

have celebrated  an  alleged inner unity of Judaism and Americanism,  and in which  

Jews fit in and feel accepted (Sarna, 1998). Effective crystallization of the Jewish 

definition of self  has been  facilitated by belonging to organizational and agency  

frameworks.    Three categories of institutions  primarily and significantly are affected 

by the FBOCC program: the  religious denominations, community relations agencies, and 

direct service agencies. 

 

Major religious denominations  
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  In the USA , there are approximately 5.2 million Jews (Ament, 2005, 

Feb) with major denominations approximately:  Orthodox- 1,578,000 ;  Conservative 

1,297,000;  and,  Reform-1,714,000. There also are secular and cultural Jews who are 

strong supporters of the separation principle, but do not identify with denominations. 

Among  the religious denominations, the Orthodox provide strong support and 

advocacy for FBOCC programs, and are very ardent and practical supporters for  

lowering  the separation barrier (in contrast to active opposition by the Conservative 

and Reform denominations). The Orthodox also  favor lowering he barrier in allied issues 

such as  charter schools and school vouchers. Strong Jewish organizational support 

from the inception  of the FBOCC program  and continuing today, has come   from the 

largest Jewish Orthodox umbrella organization, the Union of Orthodox Jewish 

Congregations of America (OU). The OU  President,  Harvey Blitz,  was the only Jewish 

leader  to attend  the President’s launch of the new Office of Faith-Based and 

Community Initiatives. Blitz has ideologically connected the FB0CC to the significant 

Jewish Core and  mission  values and “…praised the effort as an example of tikkun 

olam, the hallowed principle of ‘healing the world.’ ” (Schwartz, 2002). He also has 

praised the program for not compromising on Jewish  religious identity.  

  

Nathan Diament, �Director of the OU  Institute for Public Affairs,  expressed this  

continued strong  advocacy, and ideologically  connects  people involved in these  

activities of FBOCC to Jewish core values  as,   " … people motivated to do "G-d's 

work" and serve their fellow man do so with incredible energy and compassion that 

flows from a religious commitment, in Jewish terms, to be G-d's partner on this earth.” 

Diament has elevated  the FBOCC activities to a higher mission and authority for ,   

...the downtrodden who seek help and opportunity to begin their lives anew 
must be offered a path to spiritual rejuvenation and self-esteem alongside the 
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paths to physical and material health … Jews should know these 
principles to be true.  Our community, like no other, has built Jewish social 
service agencies through which we seek to fulfill our mission to serve our fellow 
man as we seek to reflect G-d's trait of chesed… support for these social 
service agencies is a Jewish activity, in fact, a mitzvah. (Diament, 1999) 

 

The Bush administration recognized and welcomed this strong support through 

the  voice of former  Attorney General Alberto Gonzales  in his  address before the �OU 

on June 5, 2005. As Attorney General he  communicated  the administation’s  strong 

recognition and endorsement by the OU,  “As you know, President Bush believes that 

government has for too long ignored or impeded the efforts of organizations such as 

the Orthodox Union and its member groups to provide social services to those in need. 

We are grateful for all that the Orthodox Union has done to give faith-based groups a 

seat at the table, including supporting the President’s Faith-Based Initiative.” (Gonzales, 

2005) The Orthodox praise for the FBOCC program includes strong criticism for those 

Jewish organizations opposing FBOCC,  where,  

…liberal Jewish organizations voice opposition to charitable choice on behalf of 
the American Jewish community.  How can Jewish leaders voice this opposition 
when our community's experience demonstrates at the highest level the truths 
of the philosophy underlying charitable choice? It is likely that once again many 
in the Jewish community have allowed unthinking devotion to the mantra of 
church-state separation to cloud their judgment and blind them to other values 
and experience.  (Diament, 1999)  

 

Nathan Lewin, an Orthodox attorney,  reflected Orthodox opposition to the 

position of non-Orthodox Jews  at  the  2005  Plenum session of Jewish Council of 

Public Affairs. He indicated,  

 … that the  traditional Jewish position strongly supporting Church-State 
separation through  opposition to   government funding of religious activities  is 
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now   ‘obsolete.’  The  former agenda issue  for maintaining separation 
tied to fear of non-Jewish services seeking to convert Jews  is  less  relevant 
today  with program offering and Jewish  survival priorities more …dependent on 
adequate federal funding. (Berger, March 15, 2005) 

                                                                                                

  The Chabad Orthodox group mirrors the OU support linking of   church and state    

Rabbi Yosef Langer of San Francisco Chabad noted, 

  I feel good that God is being brought into the public arena. We need more of 
that. I think society has taken a downturn in the last 50 years since the whole 
church and state issue was brought to the forefront. You see how the ethical 
and moral standards from the president down to the ghetto have become very 
corrupt. I think it's a direct relationship to the lack of God in society…We've 
never been afraid of other religions because our focus is if we educate our 
Jewish children and build strong Jewish institutions and community, then we 
have nothing to fear about what the other guy is doing. So we're very pro-
Charitable Choice. (Eskenazi, 2002)  

 

The Conservative and Reform  denominations are   united in their  strong 

opposition to the Orthodox  support for  the FBOCC program and raise fundamental 

questions about the program and call  for continued separation of church and state.  

The Conservative denomination , the United Synagogue of Conservative Judaism,  

passed  a major and extensive resolution in 2002 which provides an excellent 

summation of the essentials of the traditional  dominant American Jewish  separationist  

rationale  and perception for the separation between church and state. They called the  

FBOCC initiative, "a dangerous and unprecedented government endorsement of specific 

religious institutions,” and sent out a major  call to their    "rabbis and congregational 

leadership to educate congregants about the faith-based initiative and stand up to 

protect religious freedom.” They crystallized the Conservative position and related their 

rationale in that document. (#5-endnote ) 
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Rabbi David  Saperstein, Director of the Reform Action Center (RAC)  

of  the Union of Reform Religious Congregations has repeatedly and publicly challenged 

the Bush policy on FBOCC as contrary to values  of security and liberty, as interpreted 

by the Reform movement, and has noted,  “Reform’s views on separationism are rooted 

in the denationalization and emancipation of the Jewish community in Central Europe, a 

central conviction that American Jewish security is best served by a  high ‘wall of 

separation,’ and close ties to American progressivism and liberalism in general. ” 

(Sussman, 2002) The Rabbi  has stressed the traditional concern of Jews for the 

continued church-state separation. At the Jewish Council of Public Affairs,  he 

“…chastised the Community Relations Councils  that encourage our synagogues and 

schools to accept government funding, calling it ‘horrible public policy’ that will only 

legitimize government entanglement with religion and further blur the line between 

church and state.” (Berger, 2005, March 15)     

   

Three dominant communal policy groups also are in opposition to lowering the 

barrier between church and state  the:   Anti-defamation League (ADL);  American 

Jewish Committee (AJCommittee) , and the American Jewish Congress (AJ Congress) 

are all  on the front line in this battle and represent a rallying voice on this issue. (#6-

endnote) 

 

These  major Jewish communal policy agencies  developed between 1906 and 

1917  to represent Jews in the civic arena were : -1- 1913  the ADL emerging  from 

the earlier B’nai B’rith   and  focused on anti-Semitism ; -2- The AJCommittee 

representing the more elitist central European Jews  who had immigrated  in the mid-19 

century   and  focused on lobbying, research and diplomacy:  and, -3- the AJCongress), 

with a more global  major focus on legal issues and initially  representing interests  
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primarily of  the more left wing  Eastern European Jews. All three of these 

agencies, sometimes criticized for overlapping roles (Shay, 2007) have been advocates 

of the principle generally  held dear to most  Jews, that retention of  freedom in the 

United States requires the continued  separation of church and state. These communal 

service agencies ideologically  and staunchly defend the principle of church-state 

separation as manifest in welfare as well as in  other public related issues,  e.g.,  

opposition to school vouchers, holidays, and proselytizing. 

 

The ADL presented Congressional testimony on June 6,  2001 in strong 

opposition to the FBOCC program  and their view represents the predominant  Jewish 

community-relations organizations based on the oppositional wing to the program. 

Their position is based on their defining America as a free and open society  and the 

vested interest of Jews in defending this freedom. ADL in that  testimony, before the 

Senate Judiciary Committee , called the proposed charitable choice legislation 

"constitutionally suspect and bad public policy," and urged members of the Senate 

Judiciary Committee to include a series of safeguards as part of any faith-based 

initiative under consideration by Congress. The ADL representative testified ,  

As Americans, as Jews, and as advocates for the rights of religious minorities 
across America, we urge Congress and state officials to place a moratorium on 
further efforts to pass and implement  ‘ charitable choice ‘  This debate is not 
about whether faith groups play an important role in this country in caring for 
the poor…Instead, this debate is about freedom from government intrusion into 
religious life in America.  It is about preserving the freedom of religion 
guaranteed by the United States Constitution, and it is about the government-
free marketplace of ideas which has empowered religion to experiment with new 
ideas and new ways of doing things especially in the area of social services. In 
short, this debate is about preserving and protecting the fundamental right of  
all Americans to freely practice their religion and live free of unwanted 
government sponsored pressure to conform to any one religious ideology.  (Anti-
Defamation League , 2001)  
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A second significant community relations player opposing the FBOCC 

program is  

the American Jewish Committee (AJCommittee). It has been very active in defending 

the separation of church and state from a position of  intellectual discourse and topic 

research and has  engaged in consultation with other Jewish groups on this issue. The 

AJCommittee has  noted,  

 

…every day, we wake up to news that we are in a period in which religion is 
playing an increasingly larger role in all aspects of civic life. .. AJC has taken very 
clear stances on important issues affecting the separation of Church and State, 
but there is a shared realization among many of our leaders that gray areas are 
emerging, that religious communities are moving more directly into the political 
sphere, and that we need to consider the meaning and impact of a secular-
religious divide for our interests and commitments. (AJCommittee, 2001) 

 

A third community relations organization opposing FBOCC is the American 
Jewish Congress (AJCongress). They are considered the legal guardians of the 
separation principle and are involved in filing legal briefs. The AJ Congress   describes 
itself as an,  

 
 … association of Jewish Americans organized to defend Jewish interests at 
home and abroad through public policy advocacy, using diplomacy, legislation, 
and the courts. (Key to accomplishing its mission is the AJ Congress’  belief) 
…That only through the assertion of – and defense of – human rights in general, 
can Jewish rights themselves be guaranteed, that only through the pursuit of 
social justice for all can it achieve the narrower goal of justice for Jewish 
Americans. (AJC , 2007)  
 
  
With that philosophy, AJCongress has been involved in hundreds of Civil Rights 

and religious freedoms cases, before local, Federal and the United States Supreme 

Court. AJCongress monitors issues like "charitable choice" proposals, in which federal 

funds would be given to faith-based institutions to provide social services considered  

historically the responsibility of government. (#7-endnote)   
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A hybrid and divided organization on this separation  issue is the 

Jewish Council for Public Affairs (JCPA). It is an umbrella organization  for thirteen  

national Jewish agencies,  with representative  views  on both sides of the separation 

issue ranging from Orthodox to Reform. It  reflects the  deep divisions in Jewish 

agencies responding to the FBOCC. The diverse views in this organization reflect the 

fact that acceptance of faith based  federal funding  by religious organizations is an 

increasingly contentious issue. At the 2005 Jewish Council for Public Affairs  Annual 

Plenum the discussions reflected the broad and often diametrically opposed  views on 

FBOCC issues and concerns faced by American Jewish organizations. One of the panel 

issues discussed in the March 2005 JCPA Plenum in D.C. was “Separation of Religion 

and State, How High A Wall?”  The summary report of that panel meeting reveals major 

differences of position that  are  being faced in the Jewish community. On the one 

hand, there has been continued  expression of  traditional concern for the principle of 

separation of church and state  and discussion of its  relevance  and implications for 

the contemporary Jewish community;  on the other hand, there has been  growing 

pragmatic support for government faith based services by  the  direct  service agencies 

and some religious organizations.  (The Jewish Council for Public Affairs, 2005)  

 

Direct Service Agencies  

There are numerous Jewish service agencies  involved in direct targeting of 

different federally  funded groups in the  Jewish population,  such as elderly and 

children. One such agency is United Jewish Communities (UJC) , an umbrella agency  for  

the direct service agencies.  It includes the Jewish Family system, and  the  Council of 

Jewish Federations. UJC  “… has been the central lobbying force on the scene on behalf 

of the Jewish community.” (Carp, 2002, p.184 ) Most member organizations of UJC  

are funded  both  by the  government and United Way,  and do not discriminate in 
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hiring or provision of services. The  Washington office of UJC coordinates the 

search  for federal funding. The United  Jewish Communities (UJC) is the central 

fundraising and social services agency for the Jewish community, and  receives 

between $5 - $7 billion in federal funding for its variety of social service programs. 

Federal monies help support its   critical programs, such as Jewish Family Service’s 

"Meals on Wheels," which provides   homebound seniors with hot meals each day of the 

year. They channel federal programs, publicly  avoid  getting involved with the 

theoretical dimensions of  the separation of the  church-state issue, and   recognize 

they have little  choice  but to accept  their dependency on available federal funding for  

their clientele.  

 

Agencies have no realistic alternatives to federal funding as the main source, as 

beneficiaries of federal funding when needy populations require welfare servicing, they 

are in no real position to get hung-up ideologically with debating principles  of 

separation of church and state. Mark Tallisman, Director of the UJC   notes that  

philosophical issues on the separation of church and state are  avoided for pragmatic 

reasons. Application is made for available funding from a very practical sense, because,  

“…we’re not going to ghettoize ourselves , from a government   point of view. When 

programs become available, we’re going to use them.” (Besser, Nov. 11, 2005) 

Although Jewish Federation funding makes up for part of the difference between the 

federal funds and the actual cost of the meals, clearly there is no way any large faith 

community engaged in social service could replace the role of federal funding in 

meeting its client’s needs.  

 

            The New York Metropolitan Council on Jewish Poverty, directed by William 

Rapfogel,  is an agency which belongs to the UJC and considered a model service 
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agency.  In  the August  2007 brochure of the  Metropolitan Council, “Acts of 

Charity and Deeds of Kindness,” the Council  reported that in December  2005, the 

Council  on Jewish Poverty served more than 100,000  clients every year,  with crisis 

intervention, career services, Kosher food pantry, supportive housing for low income 

elderly, home services, home care and access to low-cost health insurance. The Council 

reported that in New York City, one in three Jews lives in or near poverty as defined by 

the Federal guidelines, another 86,000 individuals live just above the poverty 

guidelines, 31% of Jewish households report an annual income of under 35,000, 23% - 

52,300 Jewish children live in poverty, and 34% of Jewish seniors above age 65 are 

poor. In addition to seeking out the Jewish poor, who would otherwise not have access 

to services,  they  help anyone in need- regardless of religion, ethnicity, race, gender, 

age, disability, sexual orientation or language. That agency receives 97% of its  welfare 

funds from government agencies, some directly  from Washington, with other funds 

passed down through state  and  local agencies. Rapfogel avoids a public stand on 

church-state separation. He  notes that major cuts in federal funding cannot be made 

up from charitable giving. “…it’s a huge source of anxiety for us , but there’s no 

realistic alternative to government money” (Besser, Nov. 11, 2005)  

 

            Ronald Soloway,  Managing Director of Government  Relations  for  United 

Jewish Appeal Federation of New York recognizes his situation of dependency on 

federal funding because charitable contributions cannot substitute fully for federal 

program funding. He indicates that charitable contributions make up less than half of 

his budget source, and that  “Over 50% of revenue that our agencies receive from 

government  originates with the Medicaid program, …and  dependency on government 

funding is so vital  that even small cuts in Medicaid, or changes in  how the money is 
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allocated to the states, can have a dramatic impact on health services for the 

Jewish community. (Besser, November 11,  2005)  

 

Avoidance of the church state separation  issue also marks the Association of 

Jewish Family & Children's agencies a member of UJC . This agency  has  pragmatic 

concerns for funding community children and full family needs. It consists of 140 

Jewish social service agencies throughout North America , and  provides a variety of 

services,  including:  counseling, services for senior citizens to help them stay in their 

own homes, developmentally disabled adults residential services , apartment services 

for children, and  adoption and  foster care services. (Goldberg, April 25, 2005)  

 

 

SECTION #4    KEY CHALLENGES, DILEMMAS, AND POLICY ISSUES FACED BY AGENCIES 

          The FBOCC program dealing with church and state issues not only has  

crystallized differences and perspectives among Jewish agencies,  but  has raised 

issues on the general relevance of religion to  American society, and the  continuity of 

Judaism in the United States. The types of agencies, clientele,  and interests   involved 

have shaped agency perceptions and responses. What are some of the major dividing 

issues crystallized by the challenges FBOCC program? 

 

Constitutional Issue: First Amendment 

The constitutional issue, which deals with principle, and interpretation of 

American values  and the First Amendment  is of particular  relevance and  explicit  

concern.  There have  been strong reactions by Jewish  religious denominations and  

community relations agencies.  
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How is the First  Amendment to be interpreted  in our modern 

context?  The Reform  and Conservative denominations,  as well as  communal service 

agencies such as ADL, AJCommittee, and AJCongress,  view the First Amendment 

disestablishment clause  as a protection against government abuse which comes about  

when there is no clear line of separation. However, the Orthodox  Jewish group OU, in 

Congressional testimony interpret   the First Amendment as protection for religious 

groups  so that they  can compete without discrimination  against religion,  on a level 

playing field, an interpretation which mirrors that of the Bush administration.   

          In Congressional testimony before the House Ways & Means Subcommittees on 

Faith-Based Initiative, Nathan Diament, representing the  OU  asserted this 

interpretation of  the Constitutionality  issue and decried charges of faith-based 

bigotry,  

 
…that the Constitution’s Establishment Clause stands for a simple proposition: 
that the government may not favor one religion over others, or religion over 
non-religion. But it does not stand for the proposition that government must 
favor the secular over the sacred. The Establishment Clause, as the Supreme 
Court has said, demands neutrality toward religion, not hostility… 
Neutrality…means that in a grant program, government must be “faith-blind…” 
Government ought to establish grant criteria that have nothing to do with 
whether prospective grantees are religious or secular, but simply whether they 
have the capacity to perform the service and obtain the results the government 
seeks to achieve through the grant. That is the essence of what the 
Establishment Clause demands in this context. (Diament, 2001) 
  

 

Setting Priorities For Survival 

          The issue of survival is a dominant concern shaping Jewish group views on 

FBOCC , however  the way survival is actually defined and the key factors which make 

survival possible differ between groups. Both the contextual freedom and cultural 

heritage are important but they are prioritized and weighted differently. For Orthodox 

Jews, the key focus and function of survival is continuity of the tradition, while for the 
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Reform and Conservative Jews the focus is on securing a  contextual 

environment of freedom to enable free religious choices in a pluralistic society. In  the 

Orthodox case it is following the given truth, while in the Conservative and Reform view 

it is shaping and creating a modern and  applicable truth within the tradition.     

 Given the end goals  both of the preservation of religious freedom in America and 

continuity and survival of the Jewish religion,  what should be the civic functioning of 

the Jewish religion, The Conservative and Reform denominations place the issue of 

constitutionality and separation as a top priority for American society and Jewish 

religious freedom as this provides freedom of religious choice. However, the Orthodox 

do not place primacy on the constitutional dimension. The group argues  for lowering 

the barrier in court adjudication, but would leave  dealing with this  principle to  the 

courts.   

           Concern for survival has increased in the Jewish community. The 1990 and 

2000 Jewish population surveys noted with alarm the new  survival challenges  facing 

the  American Jewish community. There is an intermarriage  rate of more than 50%, 

assimilation is widespread, and there is reported spiritual malaise in the population. 

Survival of the Jewish people was the major focus of the July 2007 Jerusalem 

conference on “Jewish People, Policy and Planning.”  In the working paper, “Identity, 

Identification,  and Demography,”  concern for the following realities were emphasized: 

Declining role of membership in secular and religious organizations; declining rate of 

Jewish in-group marriage; declining rate of Jewish neighborhood concentration; 

declining significance of Jewish friendships; and,  declining degrees of emotional 

attachment to Israel. (Hanus, 2007)  As a result of the shift in communal priorities, 

religion has given a much higher priority to needed Jewish knowledge and  the  goal of 

Jewish survival in the United States. (#8-endnote) 
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The Orthodox are focused on their strategy designed for the  survival 

of Judaism,  defining perceived threats as requiring relevant and effective responses. 

The challenges  which loom the largest are those revealed by the Jewish population 

studies of 1990 and later of 2000.   

Ever since the 1990 National Jewish population study yielded the arresting   … 
figure of a 52% population rate of intermarriage, the Jewish community has 
been thrown into  profound   concern for its own survival. Jewish priorities began 
to shift from aid to Israel and distressed or threatened Jewries abroad to 
“continuity” programming at home. The decades of the 1990’s witnessed a new 
emphasis on Jewish education, culture and religiosity. (Elazar, 2002, p.1)  

          

           Jewish  communal agencies focus on the threat to religious freedom posed by 

FBOCC programs, and for them  the issue is a historically proven  and applicable 

strategy . They continue this focus   with  a possible anachronistic perspective  by 

continuing  their strong advocacy of  the need for separation of church and state, 

“…even though graver challenges face the American Jewish community. The 

justification most frequently voiced for this inflexibility is that all historical 

achievements of American Jews …are predicated on strict separationism.”  

(Windmueller, 2002, p.34)  

The Jewish experience in both Europe and America leads most Jews  to  support 

the tradition of church-state separation. The traditional policy of separation has been 

part of the ideological baggage of liberal Judaism.  Yet the times have  changed , and 

Friedman  notes  there has been a weakening  of consensus among Jews on the First 

Amendment . Friedman suggests (Winter 2002) that linking religion and welfare at the 

current time may require a   reopening  of the traditional issue of supporting   church-

state  separation.   
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            There have been changes in viewpoints on the issue of separation. In the New 

Deal Period, Jews accepted and then advocated an increasing government role in the 

provision of social welfare. They  had to resolve conflicting objectives of government 

involvement and autonomy; and universal liberalism  where the individual was placed in 

the center of the normative universe vs. group survival. Kenneth Wald points out,         

“ …many American Jews regard liberalism as applied Judaism” with the communal 

experience, memories and self interest of Jews shaping a positive view toward the 

liberal tradition and the keeping of religion in the private rather than the public sphere, 

and the continuation of the  wall of separation between church and state. (Mittlemen, 

2003, p. 7) 

 

Jews in the  United States have developed a greater  trusting relationship with 

the Government, most effectively expressed by their strong involvement and support 

of the New Deal welfare program. (Dollinger, 2003,  p. 28) In the period after World 

War II, Jews and Jewish groups adopted a strong separational position on First 

Amendment  issues in line with their broader effort to obtain full inclusion in the 

society. The pre-1960’s American Judaism seemed  synonymous with political activism, 

social justice , and the left wing of the Democratic party. (Mittleman, 2003, p. 5)  In 

recent years, however, significant changes have occurred within the Jewish community 

and in the general society that should cause Jews and their civic bodies to revive this 

absolutist approach. The urban crisis has caused some to look to religious bodies to 

partner with government for finding solutions. New initiatives cited have included 

vouchers that permit parents to use government monies to send their children to 

private and public schools and  charitable choice. 
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  The different interpretations of the constitutional issue between 

Orthodox and Reform-Conservative is reflected as well in the issue of discrimination 

connected to FBOCC.  There has been a major increase in public funding for social 

programs through government funding  of private  religious  agencies since the New 

Deal, and accelerated in more recent years , making social service agencies of all 

religions dependent conduits  in community welfare provision and very dependent   on 

continued government approval for  funding support. This has been reported by David 

Kuo (2006) on how  government’s  tempting of  faith has resulted in government 

manipulation of this religious dependency for political purposes. In the Jewish social 

services, Joel Carp details the general national  expansion  for Jewish agencies between 

1958 and 1995, “…when the Council of the Jewish Federation conducted the first 

major national survey devoted exclusively to the public funding of Jewish Communal 

services” and found that in 1994 government funding for Jewish agency services in  

the field amounted to 55.7 percent of agency budgets of  $ 3.657 Billion and included, 

hospitals, nursing homes, family services , vocational service, community – but 

excluded the 1.077 which was 59.4%  of the agency  health care budgets.  (Carp, 

2002, p.193) 

 

Discrimination 

The issue of discrimination looms large as a priority issue for Jews   because 

their  history is replete with suffering and oppression to retain  their faith. Through 

FBOCC programs, the Bush administration permits discrimination by Executive Order, in 

its provision for hiring practices and  allows discriminatory hiring by agencies , e.g., 

Salvation Army will not hire homosexuals to work in their federally funded program.  

Bonnie Lipton, Hadassah’s national president has pointed out that by directing federal 
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funds to sectarian organizations that discriminate in hiring… the government 

not only weakens civil rights, but undermines the principles of separation of church and 

state.  

         

             The dominant Jewish view on discrimination is shaped by their historical reality 

and global concerns about  anti-Semitism, collective memories of the Holocaust, their 

past experiences and  continued commitments  to end the various types of 

discrimination in America. Jewish core values include the fundamental opposition to 

oppression with the annual reminder on Passover that of their slavery  in the land of 

Egypt. This opposition to discrimination poses a dilemma when the Jewish  core value   

of charity  and social justice faces a government process which by-passes the 1964 

Civil Rights Act prohibiting discrimination. The AJCommittee released a statement 

expressing "alarm" at Bush’s faith-based funding activities , which it wrote, "advances 

the use of taxpayer dollars to fund social services provided by religious institutions 

without adequate church-state safeguards and anti-discrimination protections." In 

contrast, and reversing the discrimination argument,  the Orthodox group represented 

by Director  Nathan Diament of OU applauded the president’s action  opposing 

discrimination against religion. "We are gratified that Bush endorsed  the principle of 

government neutrality toward religion as opposed to government hostility toward 

religion."  

          

           On the issue of discrimination, Rep. Charles Boustany (R-La.) authored an 

amendment to the Head start program that would ease civil rights regulations on hiring 

for churches, synagogues and other religious groups that receive Head Start money.” 

…Those critical of this measure say, “…if passed (it) will be a major blow to civil rights 

because it would create a precedent for allowing hiring discrimination when federal 
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funds were involved.  However this amendment had support of Orthodox 

Jewish groups which contended that the measure, if passed, “… will provide their 

institutions the same ability to offer services as Jewish groups that operate under the 

old rules, which require a strict separation of religious and secular functions.” (Eskenazi, 

2002)  

 

Retaining a Prophetic Voice In a Condition  of Dependency  

          Jewish agencies have increased their dependence on the consequences of  

government welfare for  government  funding expansion. (Eskenazi, 2002) How does 

this dependency affect freedom for Jews to practice their religion?  

 

The moral and prophetic traditions in Judaism  have the potential to serve as a 

departure point  for  critical approaches to  government actions, and holding authority 

and  existing institutions accountable to a higher moral standard. However, with the 

increased  economic dependence on federal funding, religious independence becomes 

more difficult.  With a dampening of the critical capability,  “Can Judaism retain its  

challenging  prophetic voice as a  recipient of federal funding.? Is it  wise for Jewish 

federations to be as financially beholden to government as they are, and does this 

indebitness drain their programs of Jewish content...   In the long term, funding defines 

focus  and is intertwined with regulation.”  (Eskenazi, January 2, 2003)  Budget also  

helps shape  policy.  

 

Does lowering   the current  wall of separation between church and state raise 

the potential for a loss of critical independence for religion? The danger of abuse 

requires vigilance and freedom  to balance those in authority.  Orthodox Jewish groups 

do not view this as the  significant threat to the survival of the Jewish people. They see   
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threat as assimilation rather than oppression; they identify the danger to the 

continuity of Jews in America as lack of knowledge and observance of Jewish tradition  

and the weakening of Jewish identity by the forces of assimilation.  Yet, power abuse 

by the government can take place behind  the lure of funding. David Kuo (2006)   

former special Assistant to the President has pointed out that government can exercise 

the power of using  funds as a temptation  to  lure religion for political purposes. The 

temptations of administrative power were sufficient so that, “Even the American Jewish 

Congress, another traditional critic of many things  Republican…were interested in 

working with the President and the White House on the faith-based initiative despite 

some initial concerns.” (Kuo, 2006, p.137)  

 

Challenges To The Established Bureaucracy  

Funds traditionally have been  channeled by the government through the secular  

non-profit agencies  which serve  as conduits  for grant application and funding 

established by the different religious groups and maintaining accountability standards.  

Under FBOCC, this bureaucratic control and organization can  be challenged  by the 

local congregation level by-passing the bureaucracies,  and  applying  directly for 

funding. Denominations politically supporting the principles of Charitable Choice would 

be more likely to get the grants and earmarks than those in the opposition, and  local 

congregations now are competing with the  established agencies for limited resources. 

(Henriques, 2007)  It  is reasonable to anticipate that future investigations probably 

will reveal a bias toward believes over non-believers in the issuing of grants.  

 

Even more problematic  to existing service providers  is the  fact that the 

President's December 12, 2002 executive orders (and those that followed) provide no 
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additional funds for the faith-based charities, as the stalled Senate bill would 

have done. David �Saperstein, head of the Reform  Advocacy Group had previously  

noted,  

 

That's a real problem. Right now, religious communities, through their affiliated 
agencies like Catholic Charities or federations, are among the largest and most 
effective social service providers in America… ��So long as the money stays the 
same, all the existing groups will see the pot of money divided among thousands 
of churches and synagogues, many of which will not do nearly as good a job. The 
poor lose on two fronts: First, there's not as much money going to their service 
providers, and, second, they'll be forced to go to other service providers who 
may not do as good a job. (Saperstein, 2001)  

 

           During  the Eisenhower administration, many within the Jewish community 

were worried that accepting federal money would ruin the Jewish character of 

charitable institutions, but did accept the fact that more money would enable them to 

service a broader clientele. (Eskenazi , 2003)   This reluctant dependency reflected the 

ambiguous  philosophical situation. Currently, the 29 Jewish Vocational Service 

agencies in North America receive hundreds of millions of dollars of government funds 

every year, and are dependent on governmental support. Dependency  and the 

temptations of  government welfare funding also  are noted by Mark Tallisman,  first 

Director of United Jewish Communities whose Washington office coordinates the search  

for federal funding . He notes , “…we’re not going to ghettoize ourselves, from a 

government  point of view. when pogroms become available, we’re going to use them.” 

Murray Friedman  Director AJC Mid Atlantic Region, and Director of Fienstien Center For 

Jewish History at Temple also notes the  ensnaring temptations as applied to the  

Medicaid program. (Besser, 2005, November 11)  (#9-endnote)  

 

Issue Of Homeland Security   

2008 HICE Proceedings 
Page 791



 

35

35

Homeland security is the latest and a potential  major divisive issue for 

Jewish organizations. President  Bush has designated the Homeland Security federal 

agency as  eligible to facilitate grants for  faith based service  with funding of 

significant value from that agency which can be used to   protect synagogues and 

schools. Many local Jewish communities have  already been  paying for their own 

security, however the availability of federal funding has become tempting.  By Oct. 5, 

2007 the Department of Homeland Security had granted more than 80% of available 

funding to non-profit Jewish institutions considered soft targets of terrorism within the 

context of an attack against the Seattle Jewish Federation in 2006, and on the Jewish 

Community Center near Los Angeles in 1999.  Input  has come from law enforcement 

agencies on the federal, state and local levels, the  Jewish Community Relations Council 

of New York and from John Jay College of Criminal Justice  which helps provide risk 

assessment for many of the Jewish organization applicants. About one-half of the 612 

applicants for funding received a total of 19 million of the 24 million allocated with 

most grants in the $75,00 to $ 100,000 category. (Dickter 2007, p.10).  The Reform 

movement is opposed to using this type of funding as  a matter of principle relating to  

the separation of church and state,   but rejecting these funds  can pose hardships for 

the involved  local  communities and congregations  involved.  Rabbi Saperstein has 

expressed opposition to actions  seeking and securing federal funding for purposes 

which are religiously connected,  and has  expressed concern for the principle of 

separation being violated by acceptance of federal funding for clearly   religious 

purposes to protect high risk sites.  (Berger, March 15, 2005 )  “The Religious Action 

Center of the Reform Movement (RAC)  has urged Reform synagogues not to seek the 

grants, seeing them as a crack in the wall of church-state separation, since the federal 

money replaces private funds that would otherwise fund the security upgrades.” 

Barbara Weinstein , legislative Director of RAC has commented,  “We think it may result 
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in a slippery slope.” Major Jewish community groups , except for the 

Orthodox, have spoken out against faith based initiatives, but the availability of  the  

tempting federal funding is clashing with the essential principles of separation. Tevi 

Troy, a former White House liaison to the Jewish community, had expressed his 

admiration for the “philosophical purity” of  separation,  “…but I wonder if we as a 

Jewish community really want to say we are not going to accept this money that is 

needed.” (Berger, March 15, 2005) In essence the Tempting of Faith reported about  in 

David Kuo’s book, ( 2006) is  increasing  under the guise of  ‘security’. 

 

Summary and Commentary  

Under the executive orders of President  George Bush, America  has embarked on a 

contemporary socio-political journey to reverse traditional church-state separation 

through  integrating  welfare services with the religious establishment. This changing of 

course from a previous  balanced approach of church-state separation in a pluralistic 

religious society represents a redefining of America.  The disestablishment and religious 

freedom of our society is being challenged by the lowering of the church-state barrier, 

and with it a unique contribution our society has made to  the history of liberty. (Lord 

Acton, the 19th century British Catholic Historian considered  the  Protestant 

Reformation,  and the consequent disestablishment as significant milestones in the 

history of liberty.)  

 

This case study of the Jewish response  notes the  divisive implications for Jews 

and their organizational structure in America. What is taking place within the Jewish 
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faith  should be considered as significant for the potential of divisiveness in 

our society. America’s disestablishment stance  was formulated in the post Protestant 

Reformation world  to balance out the potential  dangers of  warring religions. Our 

system has provided  a pragmatic response to  dangers  inherent in  linking church and 

state in  a free and pluralistic society. Christian and Jewish religions have already faced 

their reformations,  but not so with the  Moslem religion.  The  Moslem community in 

the United States has yet to accept the freedom of choice that is associated with the 

American  multi-religious  and pluralistic state. (Ruthven, 2007) Imposition of the 

authority of the  Mosaic Code, New Testament,  or  the Sharia,  would destroy the 

unique essence of American Civilization.  Pressures for an  intimate  church-state, 

synagogue-state or mosque-state connection   should serve as a warning sign for a 

potential degrading  and erosion of our free, religiously pluralistic  society from within.  

 

There is need for the political system to provide the balance between religions  

and keep a lid on evangelicals, zealots, Jihadists and holy warriors of all religions who 

seek to impose  outsourced directives they receive from  the heavens, both  for the 

sake of religion and the sake of the state. This Jewish case study suggests there is a 

potential for greater divisiveness and erosion of freedom in our broader society, and a 

loss of the spirit of uniqueness in America. I personally question whether FBOCC can be 

accomplished  without corrupting both the religious  and political institutions, as well as 

causing harm to the welfare of  clients. FBOCC might result in very limited personal 

salvation for the believing few,  but it is no panacea for  the broader societal social 

problems.  The waves of wealth sweeping across our increasingly globalized society, 

the drive for individual and national wealth, and the intensity of religious feelings  which 

are fueling fundamentalism and suicide bombers suggests the need to retain a firm 
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base of  critical rationality and transparent accountability  in our institutions. 

There may be limited  areas of  faith-based social welfare  and idealism that can focus 

on and enhance individual salvation  (e.g., substance abuse  and homelessness ),  but in 

my opinion, there is great danger to freedom of choice in our nation resulting  from 

lowering the church state barriers.  

  I was raised in an Orthodox family and in the Orthodox community in Manhattan 

Assistant and have had a vital elementary and secondary Orthodox religious education. 

I served in the US Army  as a Chaplain’s  Assistant and have work experience as  social 

worker. These involvements help  me to  appreciate the value  of faith in the welfare 

process, but  sensitize me  to the limits of that religious approach as a social solution. 

“Power corrupts and absolute power corrupts absolutely,” warned the 19th century 

British Catholic Historian, Lord Acton. The good initial intentions of people like David 

Kuo and  the spiritual appeals to higher authorities are dependent on retaining  the 

moral  high ground  to trump the  insidious and corrupting nature of economics. The 

idealism of American Utopian societies and cities on the hill of our Puritan heritage  

were unable to  survive the challenges of a society driven by  economic factors.  If 

Mother Theresa, a saintly woman, harbored  deep  doubts  about the validity of her 

faith  and was unable to hear the response of God’s voice, can we as sinners expect 

revelation  and  guidance on high  for supporting FBOCC?  

 

ENDNOTES  

  #1 Daniel Elazar,  in his 1995 Publication Community and Polity,  divides Jewish 

organizational life into five spheres: the religious-congregational; the community 

relations; the communal welfare, the educational-cultural; and the Israel overseas. The 

issue of Faith-Based Organization –Charitable Choice (FBOCC) as developed in this 

paper is  only one example of the broader issue of separation of church and state being 
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played out in a number of different spheres , and  corresponds to the  first 

three spheres  categorized by Elazar.   The  issue of church-state separation also  is 

being engaged in  the educational-cultural sphere. In September  2007, as an  accepted 

public school Charter Education, public education  funding will be provided for  both  

the Arabic School Khalil Gibran International Academy opening in  Brooklyn New York to 

focus on Arab culture, and the Hebrew Bet Gamla Charter school in Holywood, Florida 

with a focus on   Hebrew culture. (Dichter, 2007, 11+) Both “culture” schools negate 

the ‘Common School’ idea of Horace Mann Superintendent  of Schools in Massachusetts  

who in the 1840’s stressed the importance of a common public education for all ethnic 

groups to  strengthen  the  American national  identification. 

 

#2    Some sought to regenerate Judaism by strengthening Jewish education and 

Jewish life. Others felt a strategy a community and kinship was needed rather than 

rituals and faith (Sarna) . Isac Leser and Rebecca Gratz undertook to Americanize 

Judaism through incorporating Protestant  type sermons and  methods Modernization 

also  was taking place to reform and update   the religion by the American reformation 

of Judaism, the Reform Movement.)  

 

#3 This path of delinking was similar to the delinking  characteristic of the general 

religious context in America where as Wertenbaker points out (City on the Hill) , the 

zealotry of  the early settlers in the City  on the Hill  of Boston would give way to 

passage to  the  values of a new generation  losing their intense religious fervor. This 

would also serve as a political solution to the close geographical  proximity of multi-

religious groups.  

  

There was an increased atmosphere of religious freedom in the colonies. This 

took place in the Jewish community in the context of other religions, and a more open 

society  but also in the later  context of  the arrival of  Jewish immigrants  from a 

multiplicity of cultural settings.  With the immigration of Jews from  other cultures  

resulting in a Jewish pluralism of multi-synagogue communities,  the Kehila lost its 

control,  and   more  individuals would disengage from  community control provided by  

this Old World . (Elazar, 2002).  
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#4 In Fiddler on the Roof, Tevya has a proper blessing for the Czar- 

“May God bless and keep the czar far away from us”  

 

#5 The Conservative Denomination’s position on President Bush's Faith Based Initiative 

(2002)   

WHEREAS the separation of church and state is one of America's unique gifts to 

civilization and the chief guarantor of our religious liberty; and 

WHEREAS the Jewish community's strong commitment to religious freedom and the 

separation of church and state is based on historical experience and has a deep stake in 

the preservation of the separation of church and state. As members of a religious 

minority whose history is so dominated by oppression, we are especially sensitive to 

any effort to weaken the safeguards of pluralism and minority expression and are 

keenly aware of the dangers of a partnership between government and religion; and 

WHEREAS the implementation of President Bush's faith-based initiative is a dangerous 

and unprecedented government endorsement of specific religious institutions by 

encouraging and establishing partnerships between government and religions 

institutions, without adequate safeguards to separate the sectarian and human 

services; and 

WHEREAS these religious institutions will be exempt from certain provisions of the Civil 

Rights Act; and 

WHEREAS most of the organized Jewish community has expressed strong opposition to 

the President's plan to increase government funding of religious institutions (so called 

"charitable choice"), vouchers and government organized prayer in public schools; and 

WHEREAS charitable choice will likely result in infringement on the liberty of welfare 

recipients, will permit either government sponsored discrimination or government 

restriction of the religious conscience and freedom of the institutions receiving the 

money, and will weaken the religious community's self-reliance and strength. 

 

THEREFORE, BE IT RESOLVED that the United Synagogue of Conservative Judaism 

oppose all attempts to weaken the First Amendment to the Constitution of the United 

States or to erode the protection it provides; and  

BE IT FURTHER RESOLVED that the United Synagogue oppose direct funding of 

pervasively sectarian organizations ("charitable choice") without strong guarantees 
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that these institutions will abide by all provisions of the Civil Rights Act, and 

not blur the lines between human services and religious practices; and 

BE IT FURTHER RESOLVED that the United Synagogue upon its rabbis and 

congregational leadership to educate congregants about the faith-based initiative and 

stand up to protect religious freedom. 

BE IT FURTHER RESOLVED that the United Synagogue call upon Congress to increase 

funding to social service agencies that abide by the separation of Church and State and 

guaranteed by the First Amendment 

 

#6  These organizations with their overlapping and often redundant and support  roles 

reflect  the delinking and separation  of social welfare from the synagogue,  which took 

place in American Judaism dating back to the 1820’s. The rise of major national Jewish 

secular agencies corresponded to the 19th century  decline of the Jewish  KEHILA  

communal organization which had been a controlling  force for setting of  Jewish 

religious normative behavior patterns. 

 

#7  The American Jewish Congress in 2001 filed a lawsuit against the  state of 

California noting that the state programs which solicited proposals for $5 million dollars  

funding, earmarked only for faith based groups, went beyond the intention of welfare 

reform, which was to put religious groups on an equal footing with state and secular 

agencies. Fred Bloom, the AJC lawyer said , “ This is affirmative       action for religious 

groups.” Wikipedia, the Free Encyclopedia 

 

#8 There is need to raise questions of the proper role of religion in the democratic 

project . The issue of faith based services should be dealing with fundamental question 

in the US on the relations of religion to the democratic state. Are the boundaries fixed 

or should they be renegotiated? From the position of a politically conservative group of  

Jewish intellectuals,  Gertrude Himmelfarb contends that Jews underestimate the 

extent to which a decent society requires moral underpinnings, and calls for the 

remoralization of society being nurtured by the virtues of traditional religious values. 

(Mittlemen, 2003, p. 8) As with Getrude Himmelfarb,  Dollinger discusses a possible 

greater public role  for religion and Jewish responses to this possibility. In the same 

conservative vein, David Novack, the theologian refers to the issue of how the Jewish 

religion should be best translated into effective public policy and action. He draws a 
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socially conservative view from Jewish religious teachings, and sees the 

involvement of Jews in a shared public thought and practice related to a common 

Judeo-Christian ethic which meets the interests of Torah, common good and the Jewish 

people. (Mittlemen, 2003, p.8) while Michael Broyde sees the need for Jews to be on 

the side of maximum liberty so that their own practices and enclaves will be protected 

(Mittlemen, 2003, p. 9) 

 

#9. Over nearly 2,000 years of Diaspora history up to the French Revolution,  Jewish 

experiences with governing religious and political bodies  have been as minorities and 

accommodating and adjusting  the power in control.  Jewish  historical  memory  

includes  awareness of oppression  by government or  hostile  peoples  ranging from 

hidden agenda,  biases, overt discrimination,   hatreds   or   murderous progroms. 

Although  varying degrees of anti-Semitic discrimination have been  experienced  on the 

American scene,  Jews in American society significantly advanced  beyond the 

intensities  of  their experiential past. The free and open American society supports 

diversity and pluralism, the  historical memory of inquisitions, pogroms and the 

Holocaust are a constant in the Jewish view of History.  
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on Internal Quality Assurance in the Schools 
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Abstract 
 

This research employed the research & development methodology and was classified 
into three phases. The first phase was a documentary research aimed to study a guideline 
about the concepts, principles, processes and related issues of internal quality assurance 
including diagnostic method and conceptual change model that appropriate in context of 
Thai’s schools. The second phase was an exploratory study aimed to develop the diagnostic 
method for detecting misconceptions and analyze the level of misconceptions about school 
internal quality assurance. The data collection was conducted with the stakeholders in “I see 
you” schools (a homonym word with ICU in medical: which means the schools that have 
score lower in external quality assurance than standard of The office for National Education 
Standards and Quality Assessment-Thailand: ONESQA). The third phase of this study was 
an experiment research aimed to develop the model/programme for research conceptual 
change and to compare the change in amount of misconcept and level of internal quality 
assurance misconception between before and after entering the model/ programme. The 
results of phrase I which studied by conducting documentary content analysis were three 
issues. This developed method should be set of diagnostic an instrument that consists of self 
assessment/checklist, diagnostic interviews, and expert.  A school internal quality assurance 
development should be emphasized on self assessment, planning for improvement in whole 
school approach, schoolwide action, network working and coaching from school that have 
already been qualified from ONESQA. The conceptual change approach should base on five 
elements: (1) the self-awareness; (2) the confrontation process; (3) the exposure to better 
alternative conceptions; (4) the commitment building and refreezing and (5) the school 
network. Training period were about 2 months and data were collected in 3 interval, before, 
during and the end of the training programme. 
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Abstract  
 
This research examines two distinct but related approaches in which elementary school students can benefit 
from being meaningfully engaged in the works of William Shakespeare. On Lopez Island in Washington 
State, Richard Carter works through Shakespeare with students to discover how best to present these plays 
for their rural community. He guides these young people through rehearsals to become comfortable and 
confident in depicting their characters, and as part of this process, builds a sense of community.  The 
rehearsals lead to a four-day festival where full productions with costumes, lights, and sound are shared on 
a community stage for the public. In Vancouver, British Columbia, Sue Mack also explores Shakespeare 
with her Montessori elementary students using a process drama approach that examines the story and 
characters from a literacy/language arts angle, focusing on vocabulary, story structure, comprehension, 
setting, conflict, and character development.  She uses devices such as role playing, hot seating and 
tableaux to help her students enter and explore the stories of Shakespeare.  From there, the students read an 
abbreviated script and begin to rehearse.  The process leads to a performance staged in their classroom with 
minimal production elements. 
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Although secondary students around the world commonly study and often 

perform the works of William Shakespeare, there are far fewer instances in which 

elementary school children are engaged in learning experiences related to the Bard’s 

plays.1 This paper will examine two innovative approaches used by educators/facilitators 

to explore Shakespeare with children at the elementary school level. Of particular focus 

will be how these projects have the potential to build community in various capacities. 

Initially we will examine the work of Richard Carter, who has been engaging elementary 

students in Shakespeare productions for over ten years on Lopez Island in Washington 

State.  This will be followed by a look at another approach used by Sue Mack, who in 

Vancouver, British Columbia, has been exploring Shakespeare with her Montessori grade 

1, 2, 3 class for a couple of years. Our intention here is not to compare these approaches, 

but instead to begin an introductory exploration into the various benefits that are gained 

by engaging elementary students in Shakespeare. This paper marks the beginning of a 

broader and more extensive research study into elementary educators/facilitators and their 

students employing theatre for community development. 

Research studies on using theatre with elementary students indicate learning 

benefits in various areas: reading comprehension (Deasy 2002, Wagner 1998); writing 

(Moore & Caldwell 1993); motivation (Deasy 2002); problem-solving (Catterall 2002); 

                                                 
1 The innovative, inspirational and well documented work of Rafe Esquith and his grade 
5 Hobart Shakespearians is an exception. Esquith, a grade 5 teacher in Los Angeles, and 
his class of inner city youth yearly study and perform unabridged versions of 
Shakespeare in their classroom (http://www.hobartshakespeareans.org; Esquith 2007). 
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empathy (Kardash & Wright 1987).  It seems clear that there are numerous gains to be 

made when exposing children to theatre processes. In this paper, we would like to build 

on this research by looking specifically at how theatre impacts community building in the 

two elementary settings mentioned above. By nature, theatre is a social activity; therefore 

it seems fitting to incorporate this art form within a classroom or group setting if one of 

the objectives is to build community.  However, social impact and the community 

building that occurs when creating theatre with young children has yet to be thoroughly 

researched (McKean 2006). 

 

Richard Carter and The Community Shakespeare Company 

In the first of these two contexts, we will explore the work by Community 

Shakespeare Company, which is headed by artistic director Richard Carter along with 

producer Susan Wilson on Lopez Island, population 2000.  The company works with 

both elementary and secondary students, but for the purposes of this study we will focus 

on the work with the younger children.  Over the years, Carter, a teacher-artist, has 

developed a method of working with his young actors that is both artistically engaging 

and community focused.  With feedback from the young actors he edits and adapts the 

Shakespeare plays for age and ability.  For instance, his latest project, A Midsummer 

Night’s Dream, is edited to 90 minutes for the grade 1-7 performers.  In this adaptation, 

he maintains much of Shakespeare’s original text, but also includes his own iambic 

pentameter to maintain the flow of the play and to synthesize the longer and descriptive 

passages that were edited. The script Carter brings to the first rehearsal has been 

thoroughly worked; nonetheless, the young actors continually provide him with feedback 
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on how best to adapt the play for production (http://www.communityshakespeare.org; 

Peterson, O’Connor, Newman 2006).   

Carter has an MFA in playwriting and has been working with youth for over 30 

years in various environments.  His understanding of how children learn along with his 

passion for introducing theatre to them have been integral in the success of his company.  

He guides young students through rehearsals to become comfortable and confident in 

depicting their characters, providing them with fundamental skills to increase the chances 

of success during performance: 

I focus on voice (projection, diction), with the classic example being that when 

kids slow down and can be heard, their funny lines get laughs. I also target 

physicality, specifically, how a character stands and walks, and I emphasize that 

this characterization must exist from the moment an actor walks on the stage until 

the moment they exit. This has the "by-product" of teaching kids to stay very 

focused for a given period of time (R. Carter).  

The rehearsal period, which typically occurs over a 10 week-period, leads to a four-day 

festival where full productions with costumes, lights, and sound are shared on a 

community stage for the public.  The community of Lopez becomes fully involved in the 

production, in that parents and community members help with costumes, sets, props, and 

in certain cases with actors playing older characters. Although the final production is 

something Carter and his company target when they begin to rehearse, the essence of 

what he sees the company achieving is a sense of community among the young actors 

and the different generations:   
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I focus on creating an environment which is fun, safe, and inspirational. Within 

this environment, I set high expectations for behavior (centered around mutual 

respect). My experience teaches me that when we do this, social interaction 

amongst children organically produces positive results, particularly in the area of 

self-confidence.  The "learning" which occurs (reading skills, acting techniques, 

knowledge of a particular subject such as Shakespeare) is essentially a by-

product, albeit a happy one (R. Carter). 

Success as performers is an integral aspect of the process, but according to Carter 

“creating an atmosphere in which young people can feel safe, supported and nurtured” 

becomes equally as important (http://www.communityshakespeare.org). 

In a study on the educational benefits of Community Shakespeare Company, 

Jeanna Carter (2004) found that the most significant impact was the creation of 

community.  Skills such as public speaking, reading, comprehension were found to be 

significantly impacted, but while interviewing current and former members, J. Carter 

discovered how individuals were “empowered by their participation in each production, 

mainly because of the community building process, which is recognized not only by a 

closing celebration, but which continues in the development of ongoing relationships 

with the intergenerational community members” (J. Carter, p. 2-3).  

 

A Midsummer Night’s Dream 

In his most recent project (September-November 2007) working with elementary 

students, Carter notes some of the community benefits that have arisen during rehearsals:  
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Yesterday, for example, I was working with 1st graders as the Faeries.  My 

daughter (Breton), in grade 7, said to me, "I remember when I was a fairy." It put 

her current status (as Helena) in perspective for her; and another 7th grader who is 

playing Titania taught the little girls when to say their lines and what do in their 

parts, without my having to ask her.  This mentoring naturally takes place in the 

setting, as part of the natural social activity. What more could we ask for as 

adults?  Likewise, the realization by Breton of how far she has come (from Fairy 

to Helena) is something I couldn't teach her (R. Carter). 

 

Sue Mack and the Shakespeare project 

 Taking a slightly different approach in her work with children in grades 1, 2, 3, 

Sue Mack uses theatre as a cross-disciplinary way of learning in her multi-age classroom.  

She is new to using theatre as part of her teaching and curriculum, as it is only in the last 

two years that she has turned her attention to incorporating this art form into her teaching 

practice.  Although she has experienced the arts throughout her life, she has no formal 

training in theatre aside from a few theatre workshops and an undergraduate course in 

Drama Education.  Nonetheless, as a Montessori teacher, she continuously seeks ways to 

make learning child-centered and independent.  Her philosophy to teaching is “to ignite 

curiosity in her students, so that [she] can then draw out ideas from them, intrinsically 

motivating them to learn for learning’s sake” (Mack).  This approach to learning is used 

within her theatre lessons, where she presents “Shakespeare’s plays as an invitation to 

explore” (Mack).   In the months leading towards the production, she uses process drama 

strategies (Bowell & Heap 2001; O’Neill 1995; Saxton & Miller 2004) to develop skills, 
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curiosity about the story, confidence to work through drama, and build trust and safety 

among the students in her classroom.  During this time, her students explore the story and 

characters from a literacy/language arts approach, focusing on vocabulary, story 

structure, comprehension, setting, conflict, character development.  She uses devices such 

as role playing, hot seating and tableaux (Fels & Belliveau 2008) to help her students 

enter and explore the stories of Shakespeare.  In the past two years, she has used Lois 

Burdett’s Shakespeare Can be Fun series.  This collection, written in a narrative format, 

presents the Shakespeare plays in rhyming couplets and includes many illustrations 

created by elementary children.  After working with process drama and thoroughly 

exploring the story using Burdett’s books, Mack introduces the students to an abbreviated 

script of the selected play, and begins to rehearse.  In the Spring of 2007, the play Mack 

and her students explored was The Tempest.  We will take a brief look at particular 

moments in the process undertaken by Mack and her students.  

 

The Tempest 

As many teachers and directors working with youth have experienced, casting a 

play is a sensitive issue that needs to be done in a thoughtful and delicate manner 

(Gonzales 2006). Mack invited her students to write down on a piece of paper the parts 

they would like to perform, or whether they wanted to work on production elements (i.e. 

props, set, music).  Because the abbreviated script only had 13 roles and she had 16 of her 

21 students wanting to play a role, she decided to have two casts: the Ship’s Company 

and the Island Company.  Most of the students were part of both casts, except for the 

major roles (Prospero, Ariel, Miranda, Ferdinand) which were played by separate actors 
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from each company.  A surprise was that none of the children opted to play Caliban.  

Even after some encouragement, no one in the class wanted to interpret the half-

man/half-monster.  So, Mack took on the role herself, which in the end proved quite 

fitting given her teaching philosophy.  Caliban is perhaps the one with the least power in 

the play, and as a result in the rehearsing Mack was able to momentarily release the 

power of being the teacher, in charge of the classroom.  Literally low to the ground, 

Caliban (Mrs. Mack) must adhere to the power of others.  In this sense, she gave 

ownership to the students in the creative realm and this gave them the sense that they 

could make staging decisions.  This sense of ownership then manifested itself in other 

aspects of the production: in their creation of the music, set, costumes, posters, post-show 

party. This sense of ownership in the production, according to Mack, “became present in 

other areas of their learning.  Some of the children seemed to blossom with a new self-

confidence in their reading, writing and independent projects” (Mack). 

 Some of the most notable aspects Mack discovered during her process of working 

with Shakespeare included student motivation, commitment and a sense of community.  

Each morning students would ask: “Can we rehearse?  Can you read more about 

Shakespeare?  When are we going to work on The Tempest?”  This enthusiasm led 

students to the library to discover more about Shakespeare. It also led others to construct 

ships that would represent the wrecked vessel on which Duke Antonio, Sebastian, 

Ferdinand and others initially sailed on.  Masks were created to depict the more 

fantastical characters such as Prospero, Ariel and Caliban.  As well, one of the students, 

who had opted not to perform decided he wanted to compose the music for the play 

(which he did splendidly).  Initially it was thought that the play would be done as a 
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reader’s theatre, but within two weeks of rehearsing the play, the majority of children 

were off book and by performance time all of them had their texts (as well as that of 

others) memorized.    

Community impact 

 The parents and school administration were supportive from the beginning but the 

expectations were quite unknown.  When welcoming the audience for the fourth and final 

performance, the school principal mentioned how Mrs. Mack had indicated to her at the 

beginning of the school year, in September, that she intended to do a Shakespeare play 

with her grade 1, 2, 3 class:  “I encouraged the idea but with the busyness of the school 

year and the various responsibilities associated with teaching this age group I did not 

expect to see a Shakespeare production with music, costumes, set done in June” 

(Principal’s comments).  One of the parents wrote their thoughts on this project and on 

the impact of this production:   

Mrs. Mack  has […] opened up a whole knew realm of possibility for 
integrating language arts, theatre, history, geography, team-building, and so on.  
The possibilities are basically limitless, and the impact could be absolutely 
profound.  Just look at the effect on our class.  I'm guessing most of them will 
never forget this, and they now have a personal relationship with one of the 
greatest achievements of western civilization. […]For a few magical weeks last 
June, those children were the Kings and Queens of Mrs. Mack's enchanted island.  
I can't think of a greater gift a teacher, or a school, could give to a class (parent 
comment on e-mail). 

 

 Conclusion 

Many factors impact the learning and outcome in both these settings, such as the 

experience/expertise of the facilitators, the school’s reception to such work, the readiness 

of the students; however, common results seem to emerge in the two groups: first, a 

curiosity and deep desire for learning intrinsically about Shakespeare; and, perhaps more 
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importantly, a positive community environment.  The next step of this research is to 

document more closely how community is being developed in these two elementary 

settings, as well as other settings where facilitators are using Shakespeare with 

elementary aged students.  A more in depth literature review along with the selection of 

appropriate methodologies for the research will be developed to help generate and 

analyze the emerging data.  Methods will include interviewing elementary students, 

facilitators, teachers, parents and community members, along with conducting focus 

groups. In addition, researchers will observe the process over a few years and document 

their observations of the ongoing community development that is perceived while the 

elementary students are engaging with Shakespeare.   
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Learning to Lead: Utilizing Standards and a Conceptual Framework to Develop the 
Knowledge, Skills, and Dispositions of an Educational Leader 

 
 

Abstract 
 
This qualitative study analyzed learning experiences in a redesigned leadership 
preparation program that focused on building community through active engagement 
inside and outside of the college classroom. A cohort model provided opportunities to 
build community at the school site as well as within and across cohorts.  Assessments 
were specifically designed to help students show growth towards the knowledge, skills, 
and dispositions of the California Professional Standards for Educational Leaders and the 
School of Education’s conceptual framework.   Findings show how particular courses, 
fieldwork assignments, and assessment shaped candidates’ growth in leadership and 
ability to lead others. 
 
 
Purpose of the Study 
 
The purpose of this study was to analyze how a cohort structure, embedded fieldwork 
activities, and a mentoring component helped candidates gain the knowledge, skills, and 
dispositions needed to show growth towards the California Professional Standards for 
Educational Leaders (WestEd, 2004) and the university’ mission as well as the School of 
Education’s conceptual framework.   The mission and conceptual framework are as 
follows: 
 
The mission of this university is to educate leaders for a global society who are strong in 
character and judgment, confident in their identity and vocation, and committed to 
service and justice. 
 
In accordance with the mission of the university, the School of Education seeks to 
develop reflective, principled educators who STRIVE to: 
 
• Serve as mentors and models for moral and ethical leadership 
• Think critically to connect theory with practice 
• Respect all individuals 
• Include and respond to the needs of all learners 
• Value diversity 
• Empower individuals to participate in educational growth and change 
 
The candidates studied were participants in a newly designed educational leadership 
program at a small liberal arts university serving a large region of Southern California. 
The program was designed to reflect national and state standards (ISLLC, 1998; WestEd, 
2004). There is a choice of specialization in four areas: school site leadership, teacher 
leadership, leadership in reading, or leadership in technology.  
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A cohort model provided opportunities to practice the work of leaders while learning in a 
caring environment supported by university faculty and school supervisors. Embedded 
within the coursework were assignments promoting active, authentic learning that 
encouraged and role-modeled community. Specific fieldwork activities were designed to 
build leadership skills at the candidate’s school setting as well as within and among 
cohorts.  A local school district helped design Leadership Training Centers (LTC), sites 
which were selected specifically for the quality leadership abilities of the principal. 
Candidates worked in groups with the LTC principal and his/her faculty to complete 
capstone projects each semester. 
 
In addition to the embedded fieldwork and LTC capstone projects, each candidate was 
required to complete a webfolio defense that included fieldwork assessments and 
coursework that highlighted the candidate’s growth towards the CPSELs and STRIVE. 
 
 
Theoretical Framework 
 
The principalship is a difficult job; we must prepare our candidates to face many 
challenges, including building a professional learning community within their schools. 
Learning communities come together to create shared purpose, develop knowledge, and 
work together on creative solutions to complex problems (Fenning, 2004).   DuFour and 
Eaker (1998) write that the professional learning community is an environment that 
“fosters mutual cooperation, emotional support, and personal growth as [educators] work 
together to achieve what they cannot accomplish alone” (p. xii).  Indeed, Norris, Barnett, 
Basom, and Yerkes (2002) propose that learning communities reduce the feelings of 
isolation, disenfranchisement, and disengagement experienced by many educators. 
 
The cohort models a professional learning community for candidates, supporting their 
growth.   Students engaged in collaborative activities within the learning community are 
more likely to foster those same conditions within their professional environments 
(McPhail, 2000; Teitel, 1997; Wesson, 1996).   They are also more likely to show growth 
in the areas of collaboration and reflective practice (Hatley, 1996). By embedding 
fieldwork experiences, candidates learn in context and practice leadership skills.  The 
hosting of collaborative and meaningful internship experiences directly supports 
leadership development (Lashway, 2003; Wilmore, et al, 1999).  
 
Mitchell and Sackey (2000) state that a for a true learning community to develop, there 
needs to be a deep change in the views of “professional practice, of people, and of school 
organizations.  The view of professional practice holds continual learning at the heart of 
everything that goes on in and about a school” (p.138).  According to Mitchell and 
Sackney, the metaphor of the learning community assumes that schools are expected to 
facilitate the learning of all individuals.  Capacity building occurs at three levels: the 
personal, the interpersonal, and the organizational.   
 
Orr’s study (2006) and initial findings from Darling-Hammond and Hunt-Davis’ (2006) 
work found that quality leadership preparation programs include a strong university-
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school district relationship, mentoring component, cohort structure, and are research-
based with strong curricular coherence.  These are all implemented within the leadership 
program being studied. 
 
Methods and Data Sources 
 
This study was qualitative in nature, using content analysis and grounded theory to find 
emerging themes and sub-themes from the data.  Evidence found in candidate work 
samples, survey instruments, portfolio adjudication documents, and exit interviews were 
used to develop a database, which then was sorted into categories, themes, and 
subthemes.   
 
To triangulate data found in candidate work samples, survey instruments, portfolio 
adjudication documents, and exit interviews, ethnographic case study of three graduates 
currently in administrative positions was completed.  Case studies consisted of 
administrator observation over the course of two days and feedback gathered from a 
structured interview of the administrator as well as at least (2) key faculty members at the 
school site of the graduate.   
 
Documentation from data sources (student work samples, survey feedback, exit 
interviews, portfolio adjudication comments) was analyzed by hand by the researchers.  
Once the preliminary findings were available, the researchers then used Qualrus, a 
qualitative software tool, to ensure that all emerging themes and subthemes were 
discovered.  Evidence from the ethnographic case study development were also first 
analyzed by hand.  The researchers then used Qualrus to ensure that all themes were 
ascertained. These themes and subthemes were then matched to corresponding evidence 
from original candidate work to show triangulation.   
 
Results of Study 
 
Findings show that candidates in the field were able to successfully build learning 
communities at their school sites through building a positive school climate and 
instructional supervision activities.  Learning activities that assisted candidates to grow in 
the leadership skills in building community included the Leadership Training Center 
capstone projects as well as several other key assessments.  Coursework found most 
helpful to students included the instructional supervision, school governance and 
management, organizational transformation, and managing resources classes. 
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Abstract  

The purpose of the present study was to test the mediating effect of achievement motivation 

and academic self-efficacy which are psychological variables in the relationship between family 

structure(single parent family or both parents family) and high school students’ academic 

achievements in South Korea. Furthermore, it was investigated whether student's 

optimism/pessimism, has a moderating effect in this mediating pass model. Data were collected 

from 981 high school students(476 males, 505 females; 888 both parents family, 93 single parent 

family) who completed Achievement Motivation Scale, Academic Self-efficacy Scale, Life 

Orientation Test. For analyses, the structural equation model for goodness of fit and multiple 

sample analysis, which allows testing whether a pattern of relationship is invariant across 

different samples, was used. The results follow. First, it was revealed that achievement 

motivation and academic self-efficacy completely mediate in the process which family structure 

influences academic achievement. This shows that family structure affects achievement 

motivation, achievement motivation affects academic self-efficacy, and finally academic self-

efficacy affects academic achievement.  Second, while optimism did not have any moderating 

effects, pessimism moderated only the pathway between achievement motivation and academic 

self-efficacy.  These results suggest that for preventing the decline of students' academic 

achievements in one parent families, it is needed to enhance achievement motivation and 

academic self-efficacy and to reduce pessimism as a risk variable through educational counseling.  

 

Keywords : family structure, academic achievement, achievement motivation, academic self-

efficacy, pessimism 

 

Introduction  

Academic achievement plays a very important role for career decisions and selections 

of occupations in South Korea. In particular, the degree of high school students’ 

academic achievements functions as a primary factor in the permission to enroll in 

different levels of universities. Thus both Korean students and parents have regarded 
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academic achievements as the most significant values and objects of interest(Tak, Park, 

& Kim, 2006). 

A variety of variables so far have predicted academic achievement. One of them is 

family structure(one-parent family or both parent families). Recently, interest about 

family structure is increasing as the divorce rate is soaring. Indeed, many studies report 

consistently that the change in family by divorce causes problems on children health 

and adjustment, as well as people divorced(Achenbach, Dumenci, & Rescorla, 2002; 

Breivik & Olweus, 2006; Mahon, Yarcheski, & Yarcheski, 2003). Also, the change in 

family by divorce influences children educational and academic achievement, that is, it 

is reported that children in one-parent families have lower academic achievements than 

counterpart in both parent families(Amato, 2000; Pong, Dronkers, & Hampden-

Thompson, 2003). 

After reports of those negative consequences on children in one-parent families, 

researchers focused on discovering which factors cause kind of aversive results. They 

found that the economic level, parent-children relationship, parenting style, parental 

involvement, and so forth in one-parent families are poorer than both parent families, 

so suggested that economic supports and coaching for parent in one-parent families are 

needed(Entwisle & Alexander, 1996; Rodger & Rose, 2002; Weitoft, Hjern, Haglund, & 

Rosen, 2003). 

However, governmental economic aids to prevent children low achievements in one-

parent families are restricted due to its limited budget. Furthermore, parents in one-

parent families have little time with their children because of their overwhelming works 

to earn more money. Therefore, it is seen more reasonable to focus on student’s 

psychological variables rather than soci-economic variables.  

There are student’s psychological variables which are influencing academic 

achievement relatively high, such as intelligence, achievement motivation, academic 

self-efficacy, self-esteem, academic goal, learning strategy, learning attitude, and so 

on. Among them, achievement motivation was revealed to be the important motivational 

variable and to have been related to the adolescent mental health and adjustment. Also, 

in previous studies academic self-efficacy was found to account for academic 

achievement with large amount. On the one hand, because optimism and pessimism have 

association with lots of psychological variables they are expected to have moderation 

effects in the relationship between family structure and academic achievement. 

In this study we investigate the mediation effects of achievement motivation and 

academic self-efficacy and the moderation effects of optimism and pessimism in the 

process that family structure affects academic achievement. 
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Method 

Participants and procedures  

Data were obtained from 981 students(476 males, 505 females) of 8 high schools in 

South Korea. Among them, students in both parents family were 888(90.5%), students in 

one-parent family were 93(9.5%). Students were asked to report their levels of 

academic achievements and complete questionnaires of Achievement Motivation Scale, 

Academic Self-efficacy Scale, Life Orientation Test. 

 

Instruments  

Achievement Motivation Scale(AMS)   Achievement motivation was assessed using 

the Korean version of The Achievement Motivation Scale(Yu & Yang, 1994). The AMS  

measures personal and social achievement motivation with 8items. In this study, 

Cronbach's alpha of the scale was .87. 

Academic Self-efficacy Scale(ASS)   Students’ self-efficacy was assessed with 

Academic Self-efficacy Scale(Kim & Park, 2001). It consists of three subscales, which 

are self-confidence, self-regulatory efficacy, task difficulty preference. In this study 

Cronbach's alpha of the scale was .86. 

Life Orientation Test-Revised(LOT-R)   To assess the level of optimism and 

pessimism, the Korean version of Life Orientation Test-Revised(Scheier, Carver, & 

Bridges, 1994) was used, which has 10 items. In present study, Cronbach's alphas of 

the test were .66 for optimism and .65 for pessimism. 

 

Statistical analyses  

The mediation effects of achievement motivation and academic self-efficacy and the 

moderation effects of optimism and pessimism in the process that family structure 

affects academic achievement were examined using a structural equation modeling. The 

model was assessed by and model fit indices such as Comparative Fit Index(CFI), 

Tucker-Lewis Index(TLI), and Root Mean Square Error of Approximation(RMSEA), 

besides χ2 . 

 

 

Results  

Table 1 shows inter-correlations among variables used in this study which are family 

structure, achievement motivation(personal and social achievement motivation), 

academic self-efficacy(self-confidence, self-regulatory efficacy, and task difficulty 
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preference), optimism, pessimism, and academic achievement(score of Korean language 

and literature, score of English language and literature, and score of mathematics). 

 

Table 1.  Inter-correlations among variables used in the study. 

  1 2 3 4 5 6 7 8 9 10 11

1. FS    1                     

2. PA -.071＊    1                   

3. SA -.068＊ .452＊＊＊    1                 

4. TD -.054 .253＊＊＊ .221＊＊＊    1               

5. SR -.097＊＊ .478＊＊＊ .438＊＊＊ .524＊＊＊    1             

6. SC .055 .140＊＊＊ -.042 .166＊＊＊ .088＊＊    1           

7. OP -.046 .289＊＊＊ .110＊＊ .112＊＊＊ .219＊＊＊ .249＊＊＊    1         

8. PE .033 -.279＊＊＊ -.094＊＊ -.118＊＊＊ -.211＊＊＊ -.310＊＊＊ -.318＊＊＊    1       

9. SK -.126＊＊＊ .257＊＊＊ .299＊＊＊ .260＊＊＊ .447＊＊＊ .009 .042 -.101＊＊   1     

10.SE -.124＊＊＊ .240＊＊＊ .351＊＊＊ .282＊＊＊ .421＊＊＊ .024 .019 -.066＊ .697＊＊＊   1   

11.SM -.163＊＊＊ .192＊＊＊ .309＊＊＊ .327＊＊＊ .353＊＊＊ .028 .041 -.060 .600＊＊＊ .655＊＊＊   1

Note: FS=family structure, PA=personal achievement motivation, SA=social achievement 

motivation SC=self-confidence, SR=self-regulatory efficacy, TD=task difficulty preference, 

OP=optimism, PE=pessimism, SK=score of Korean language and literature, SE=score of English 

language and literature, SM=score of mathematics, ＊p< .05, ＊＊p< .01, ＊＊＊p< .001.  

 

Prior to testing the moderation effects of optimism and pessimism, the model that 

family structure affects achievement motivation, achievement motivation affects 

academic self-efficacy, and finally academic self-efficacy affects academic 

achievement was tested. As a result, the model had a good fit(χ2
(df=25, N=981)=151.799, 

p=.000; TLI=.909; CFI=.950; RMSEA=.072). Figure 1 shows standard regression 

coefficients on the model. All variables involved in the model predict about 33% on 

academic achievement. 
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Figure 1. The model with the mediating roles and the moderating roles.   

Note: FS=family structure, AM=achievement motivation, PA=personal achievement motivation, 

SA=social achievement motivation, AS=academic self-efficacy, SC=self-confidence, SR=self-

regulatory efficacy, TD=task difficulty preference, OP=optimism, PE=pessimism, SK=score of 

Korean language and literature, SE=score of English language and literature, SM=score of 

mathematics, ＊＊p< .01, ＊＊＊p< .001.  

 

In order to identify the moderation effects of optimism and pessimism, all paths on the 

model were constrained to be equal across both upper-mean group and lower-mean 

group of both optimism and pessimism. Figure 1 shows the moderating roles of 

optimism and pessimism. As a result, the moderation effect of pessimism was significant, 

but one of optimism was not. For pessimism, the indices of goodness-of-fit of the 

model with fixed paths were χ2(df=53)=187.509, p=.000; TLI=.909; CFI=.946; 

RMSEA=.051, which were acceptable. Then we tested whether freeing the path from 

achievement motivation to academic self-efficacy would result in significant model 

improvement. The indices of goodness-of-fit of the model with freeing the path from 

achievement motivation to academic self-efficacy were χ2(df=52)=180.094, p=.000; 

TLI=.912; CFI=.949; RMSEA=.050, which were acceptable, so this model resulted in 

significant model improvement(Δχ2
(df=1)=7.415, p< .01). This reveals that the effects in 

the path from achievement motivation to academic self-efficacy are significantly 

different in both groups. That is, achievement motivation in the group with lower-mean 

of pessimism had the stronger effect on academic self-efficacy(β= .85, p< .001), than 

one in the group with upper-mean pessimism(β= .61, p< .001).  

 

 

Discussion  

In the present study we tried to test the mediation effects of achievement motivation 

and academic self-efficacy and also the moderation effects of optimism and pessimism 
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in the process that family structure affects academic achievement. We discuss the 

results of this study. 

First, it was revealed that achievement motivation and academic self-efficacy 

completely mediate in the process which family structure influences academic 

achievement. This means that what one-parent family is decreases the level of 

achievement motivation, the low level of achievement motivation aversively influences 

academic self-efficacy, and finally the low level of academic self-efficacy negatively 

contributes academic achievement for children in one-parent family. It suggests that for 

high school students who are in one-parent families, interventions for dealing with their 

psychological features, such as achievement motivation and academic self-efficacy to 

prevent the decline of their academic achievements, are needed as well as economic 

supports and coaching for parent in one-parent families(Entwisle & Alexander, 1996; 

Rodger & Rose, 2002; Weitoft, Hjern, Haglund, & Rosen, 2003). 

Second, while optimism did not have any moderation effects, pessimism moderated 

only the pathway between achievement motivation and academic self-efficacy. In 

details, when both student’s levels of achievement motivation and pessimism are 

simultaneously high, its level of academic self-efficacy becomes lower than the 

occasion which the level of pessimism is low. In the long run, the low academic self-

efficacy will diminish academic achievement. In addition, the distinct moderation effect 

of optimism and pessimism may support two-factor model more than one-factor one 

regarding them, which is issue in the field involved. According to these results, the high 

level of pessimism seems to be a risk factor on academic achievements for high school 

students in one-parent families. Therefore, any kind of methods to reduce the high 

level of pessimism that students in one-parent families have, are needed for enhancing 

their academic achievement. 
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Workshop Abstract 
 
Participants will be introduced to EnACT, a federally funded project occurring on various 
California State University campuses designed to support faculty implementation of 
Universal Design for Learning (UDL) in higher education. Data will be presented on the 
relative impact of faculty implementation of Universal Design for Learning between 
students with and without disabilities at the post secondary level. 
 
Workshop Description: 
Given the steady enrollment increase in the number of postsecondary students with 
disabilities across the nation, it is essential that institutions of higher education recognize 
the multiple variables that will either support or detract from how students with 
disabilities can meet their post secondary educational goals. One area gaining rapid 
attention within the research and practice community surrounds how well faculty are 
prepared to support varied student needs, including students with disabilities, within their 
classrooms.  
 
Ensuring Access through Collaboration and Technology (EnACT) is a federally funded 
project occurring across multiple California State University campuses, with the primary 
mission of training and supporting faculty in implementing the principles of Universal 
Design for Learning.  Essentially, EnACT faculty participate in a series of workshops 
designed to introduce them to the principles of UDL and support their participation in a 
Faculty Learning Community with the aim of helping them design inclusive educational 
curricula that reflect the principles of UDL.  
 
As a part of our project evaluation efforts, data will be presented on the relative impact of 
faculty implementation of Universal Design for Learning at the post secondary level. 
Specifically, course completion rates and overall Grade Point Average scores will be 
compared between students with and without disabilities on courses where faculty have 
implemented basic UDL principles.  
 
The target audience for this presentation includes Faculty, Faculty Development 
Directors, Directors of Disability Support Services and those who work directly with 
faculty to support curricula modifications and accommodations. Participants will be 
provided information regarding the EnACT project including handouts illustrating the 
key features and resources associated with this project. Finally, participants will explore 
how they can integrate these resources into their existing practice. 
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Two Models for Addressing the Teacher Shortage through PreK-16 Partnerships:  
Teacher Academies and AAT Programs 

 
 

 
Maryland, along with many other states, faces a shortage of teachers in critical 
areas.  In order to address that challenge, new strategies have been developed 
to increase the potential pool of teachers by targeting two different groups:  high 
school students and community college students.  As a result, two new programs 
have been created:  the Teacher Academy and the Associate of Arts in 
Teaching.  Teacher educators throughout the State have been involved in 
creating and implementing the Teacher Academies and AAT Programs. 
 
This session will provide an overview of two models for addressing the teacher 
shortage. It will include the development of these models as well as the impact 
these programs have had thus far on teacher recruitment.  In addition, prototypes 
of these models will be shared with participants.   
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Culture and Moral Sense: What They Mean to Today’s Prospective Teachers 
—A Preliminary Cross-cultural Study of Moral Sense in  

Chinese and American College Students 
 

Zhongtang Ren 
 

Old Dominion University, Norfolk, Virginia, USA 
 

Abstract: The exploration of the universality or specificity of the moral sense has been 
continually present in whether moral sense is innate, independent of culture, or it is 
acquired, culturally affected. Based on a preliminary survey from Chinese and American 
college students, this paper, through the conceptual inquiry, together with the survey 
investigation, focuses more on the result of the study—how people view and understand 
moral sense in reality, emphasizing the moral sense is the key helpful to understand 
cultural differences, which has implications for teacher education in a global and 
multicultural context. 
 
Introduction 
 

The world is changing and as a result we are now living in a global and 
multicultural world. With the advent of computer and communication technologies the 
concepts of time and space are constantly evolving, transforming the world in which we 
live in to an interdependent, global society, where the frequency and intensity of 
economical, political and cultural interactions between countries is increasing. Robertson 
(1992) explains this shift in global dynamics as “the compression of the world and the 
intensification of consciousness of the world as a whole”. This shift serves as a catalyst 
for the idea that the earth is a global village with the need for economic unity. But, 
unfortunately, this economic unity does not amount to a political or cultural unity in 
which everyone holds the same beliefs and values. Throughout human history, different 
cultures have attempted to reconcile and understand each other using both peaceful and 
non-peaceful means, such as protests and wars in recent history. Fukuyama (1992) 
expressed relief at witnessing an end to a history seen as a series of confrontations 
between ideologies, while acknowledging that the bow of history now turns its titanic 
hull in another direction toward what Huntington called Clashes of Civilizations, or 
cultural conflicts. Sato (1997) states, “for Huntington, civilization and culture are linked: 
both involve the overall way of life of a people.” Civilization is “the highest cultural 
grouping of people and the broadest level of cultural identity…defined by…language, 
history, religion, customs, institutions, and by the subjective self-identification of 
people.” To live peacefully and constructively in this world and to reduce confusion and 
confrontations caused by subtle differences in culture (Merryfield, 1995), people from 
different cultures are obliged to understand each other by being aware of their respective 
cultures. Ignorance of such differences between cultures has resulted in conflicts, threats 
and even warfare. In addition, other clashes over scarce resources, sovereignty of nations, 
and power struggles, result in conflicts that may have cultural differences at their root as 
well, and require an understanding of cultural differences to come to conflict resolution.  
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So, what is culture? In their book Multicultural Education: issues and 
perspectives, Banks and Banks (1993) define culture as “the ideations, symbols, 
behaviors, values, and beliefs that are shared by a human group”; they add, “Culture can 
also be defined as a group's program for survival and adaptation to its environment 
[natural and social]”. Given this two-pronged definition, one’s culture can include but is 
not limited to the following: ethnicity or race, religion, socioeconomic class, region, 
gender, profession, age or generation, disability, and sexual orientation. Triandis (1995) 
defines Culture as “a shared set of beliefs, attitudes, norms, values, and behavior 
organized around a central theme and found among speakers of one language, in one time 
period, and in one geographic region” (p. 443). As Bodley (1994) describes, culture has 
at least three components: what people think, what they do, and the material products 
they produce. Thus, mental processes, beliefs, knowledge, and values are all part of 
culture.   

Each of the preceding scholars claims that values or beliefs, or what members in a 
culture think, are considered to be elements of culture, nonetheless, they fail to specify 
that, it is these differences of values, beliefs or ways of thinking that are the keys needed 
to distinguish one culture from another, and thus, necessary to interpret and understand 
different cultures. Apparently, by comparing the core values of each culture, we can 
know some differences between the cultures, but this will not answer the question of 
what makes them think in fundamentally different ways. So what is the key to 
understanding values, beliefs or the ways of thinking in a culture? What is the 
fundamental question when referring to values, beliefs or the way of thinking? Inevitably, 
it will be nothing else than the question of “what is right and what is wrong.”  Sense of 
right and wrong, or morality, is usually the root for value and belief systems, or the way 
of thinking that represents a culture.  

Then what is morality? What is its relationship with culture? Is moral sense innate, 
independent of culture? Or is it acquired, culturally affected or otherwise acquired? As in 
many areas of educational research, the question of morality is rife with controversy. 
Disputes are not limited to the accounts of the nature of moral sense or the nurture of 
moral sense, but extend to controversies over educational goals concerning the 
appropriateness of character education, teacher education, global education, and 
multicultural education. Should teachers be prepared to educate their students in the 
cultivation of their characters while simultaneously developing their cognitive 
intelligences as well as work towards imbuing their students with an awareness of their 
global and multicultural environment? If so, how is this to be accomplished?  

Historically, these issues have been approached from two perspectives with 
divergent, albeit overlapping sometimes, sets of assumptions about the nature of moral 
sense and the nurture of moral sense. On the one side have been philosophers and 
scholars whose emphasis has been on the natural human nature of moral sense, 
underestimating the aspects of cultural influences; on the other side have been 
philosophers and educators whose stress has been on the cultural influence on moral 
sense, underscoring too much the cultural determination, thus falling into cultural 
relativism.  

In as early as 250 BC, ancient Chinese philosophers Mencius and Xunzi debate on 
human nature, but they all have no opposition that the moral sense will be shaped by 
environment or culture in which people live. Central to the philosophy of Mencius is the 
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belief that man is by nature good. His innate moral sense can be developed by cultivation 
or perverted by an unfavorable environment. Contrary to Mencius, Xunzi is known for 
his belief that ritual is crucial for reforming humanity’s original nature. Human nature 
lacks an innate moral compass, and left to itself falls into contention and disorder, which 
is why Xunzi characterizes human nature as bad. Confucius believes that virtues are 
acquired when taking about Self Cultivation. Norden (1996) indicates that, for Ivanhoe, 
“specifically, Confucius mentions both study (xue) and reflection (si) as methods of self- 
cultivation. This introduces a tension within Confucianism, never definitively resolved, 
between learning from texts and teachers vs. learning from one's own innate moral 
sense.” 

A few British moralists of the late 17th and early 18th centuries, notably 
Shaftesbury and Hutcheson, who are referred primarily to the Moral Sense School, hold 
the organ of ethical insight to be, not reason, but a special “moral sense,” akin to feeling 
in nature. Shaftesbury argues that we have an internal moral sense much like the senses 
of sight, hearing, and taste. He has largely caught the spirit of Locke, but he by no means 
follows him, using “connatural” in place of Lock’s innate ideas. Hutcheson argues that 
humans have natural and disinterested feelings of benevolence which guide their moral 
acts and an innate “moral sense” which informs their moral judgments.  

The origin of morality is not even agreed upon. Morality is intimately related with 
hypocrisy, for “Hobbes’ point is that morality is primarily concerned with the behavior of 
people insofar as that behavior affects others; it prohibits that kind of conduct that harms 
others and encourages the kind of conduct that helps them. Nietzsche was certainly right 
when he maintained that morality is what the vulnerable use to protect themselves from 
those who might prey upon them. Unlike Hobbes, he did not seem to realize that 
everyone is vulnerable. This vulnerability explains why even those who are not always 
prepared to act morally favor having morality taught to others” (Gert, 1998). 

Darwin sees the moral sense as uniquely human, but rooted in the social instincts 
that humans have in common with other animals. Darwin suggests that altruism is the 
basic moral principle. Bowen’s concept of the emotional system adds something to 
evolutionary theory. The emotional system provides a context for understanding the 
broad spectrum of moral thought and conduct, and the scale of differentiation sheds light 
on the ways that individuals and groups vary in their practice of altruism and other moral 
principles (Ferrera, 1995). 

Recently, Wilson (1993) argues that human beings all share a “moral sense” 
rooted in human biology and evolution and our moral faculties, as he sees it, four innate 
sentiments dispose people to a universal moral sense. These are sympathy, fairness, self-
control and duty that grow directly out of our mutual interdependence as social animals. 
He also believes that the moral sense is formed as the child’s innate disposition interacts 
with earliest familial experiences. He further explains, “Hence, when I say that people 
have a moral sense, I do not wish to be understood as saying that they have an intuitive 
knowledge of moral rules. Moral rules are often disputed and usually in conflict; but the 
process by which people resolve those disputes or settle those conflicts leads them back 
to sentiments that seem to them to have a worth that is intuitively obvious.” 

Kohlberg uses every opportunity to castigate moral relativism. According Reed 
(1997), Kohlberg’s experience as a young man saving Jewish victims of the Nazi 
Holocaust drives him to argue for a universal morality against an equivocal relativist 
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morality. Kohlberg is concerned with providing a basis for the individual to speak up 
against group practice and to criticize authorities, to prevent the conditions such as those 
that led to Nazi power (Narvaez, 2002).  

Cultural relativists maintain that the circumstances of justice and morality are 
important components of the meaning of justice and morality. Relativists reject 
Kantianism because the subject of morality is divorced from human circumstances. 
Relativists, to be clear, do not believe that there is no right and wrong (that would be a 
moral anarchist) but instead believe that what we may reasonably call just or moral is 
shaped (at least in part) by how the moral subject is situated.  In this sense, relativists 
admit of a variety of reasonable moral points of view. Kantians object that this view is 
blind to some deeply unsettling and unfair practices, and so does not accord with some of 
our firmest and deepest convictions about morality (which are held with near universality 
and, on the Kantian view, is available to any rational person) (Eisenberg, 2004). 

To cultural relativism, the key can only be judged relative to a specified society. 
There will be no ultimate standard of right and wrong by which to judge culture. Not 
influenced by his mother, John Dewey is a famous proponent of this view. A real 
philosophy, according to Dewey, must abandon absolute origins and finalities and 
explore specific values in practical, moral, and social life. Man continues to change his 
ideas until they work. Dewey (1903) said, “here I need only recur to the proposition of 
the reciprocal determination, in the ethical judgment, of the judger and the content judged, 
and suggest that this idea requires in its logical development the conclusion shalt, since 
the judger is personal, the content judged must ultimately be personal too — so that the 
moral judgment really institutes a relationship between persons, relationship between 
persons being what we mean by ‘social’.”  

Cultural relativism is based on the following postulates: 1) cultural is learned and 
not genetic, 2) the transmission of culture is not a conscious activity, 3) cultures can’t be 
ordered along an axis from “primitive” to “advanced”, 4) each culture is equally 
developed according to its own priorities and values, and 5) cultural traits cannot be 
classified or interpreted according to universal categories appropriate to “human nature”. 
They assume meaning only within the context of coherently interrelated elements internal 
to the particular culture under consideration.  

Different from cultural relativism, some scholars and psychologists try to probe 
moral sense under cultural influences in a new perspective. In his book, A Question of 
Values, Lewis (1990) identifies the six ways that we choose values. 
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Table 1. Six Ways We Choose Values 

Mode by which we 
arrive at knowledge Explanation Example 

Authority Taking someone else’s word, having 
faith in (eg., church or bible) 

“I believe what he said. I 
have faith in the authority 
of …” 

Deductive Logic 

 
Subjecting beliefs to the variety of 
consistency tests that underlie 
deductive reasoning. 

“Since A is true, and B is 
true, C must be true, since 
it follows from A and B.” 

Sense Experience 

 
Gaining direct knowledge through 
your own five senses. I saw it; I heard 
it; I smelled it, etc. 

“I know it must be true 
because I saw it, heard it, 
tasted it, etc.” 

Emotion 

Feeling that something is right. 
Although we do not usually associate 
feeling with thinking or judging, we 
actually "think" and "judge" with our 
emotions all the time. 

“I feel that this is true.” 

Intuition 

 
Unconscious thinking that is not 
emotional. Think of the mind as 1) the 
conscious mind, 2) the emotions and 
3) the intuitive mind. The conscious 
mind and intuitive mind are highly 
sophisticated, but the intuitive mind is 
much more powerful. Most creative 
discoveries are intuitively derived, and 
later "dressed up" with logic or other 
conscious techniques. 

“After struggling with this 
problem, I went to bed 
confused and exhausted. 
The next morning, as I 
awakened, the solution 
came to me in a flash and 
I just knew it was right.” 

Science 

 
A synthetic technique that relies on 
sense experience to collect 
observations; intuition to develop 
testable hypotheses; logic to develop a 
test; and sense experience to complete 
the test. 

“I tested the hypothesis 
experimentally and found 
that it was true.” 

Lewis, Hunter. 1990. A Question of Values. Harper Collins, New York. pp 10-11. 
 

Perceptibly, from this diagram, we know that moral sense, albeit so called, does 
not fit in “sense experience” category, rather, in “emotion”. Having gathered many 
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research evidences from others’ researches, Greene and Haidt (2002), point out 
“neuroimaging studies of moral judgment in normal adults, as well as studies of 
individuals exhibiting aberrant moral behavior, all point to the conclusion, embraced by 
the social intuitionist model, that emotion is a significant driving force in moral 
judgment.” They conclude that recent evidence suggests that moral judgment is more a 
matter of emotion and affective intuition than deliberate reasoning, though moral 
psychology has long focused on reasoning. 

Lloyd-Price (2003) summarizes the idea in The Blank Slate: The Modern Denial 
of Human Nature, “better understanding the biological origins of our moral sense reveals 
its vulnerabilities. Defensible moral arguments can be confused with irrelevant passions 
and prejudices. For example, ethic of community – conformity to local norms – can lead 
to cultural relativism. Also, confusion between morality and purity can lead to racism and 
sexism. Moral emotions can be switched on or off depending on whether we have a 
mindset that judges behavior in terms of value or preference. Hence, smoking used to be 
a life-style choice; now, with second-hand smoke, it is immoral. Concepts of the sacred 
and taboo are alive and well in modern thinking. This happens when infinite value is put 
on things and blocks any consideration of trade-offs, e.g. food additives and toxic waste 
clean-up. Even the scientific study of mind was moralized by the radical scientists.” 

What, then, can be concluded about moral sense? What is morality? Is it an innate 
quality or social construction? From where does it originate? Each voice in this debate 
provides unique and interesting insight. As Sullivan (2002) put it, “yet each argument is 
limited, providing only a fragment of understanding to the larger puzzle. The biological 
perspective is one such voice—it demystifies some of the enigma yet will never suffice as 
a solitary explanation. Biology shows one's capacity for ethical behavior is a product of 
evolution, but its explanation cannot extend much further. To truly gain a heightened 
understanding of this ambiguous and highly charged concept, it is most useful to consider 
not only biological factors, but social, cultural, and psychological influences as well. An 
interdisciplinary exploration—a union, rather than a separation, of various fields—is 
indispensable.” 

By the same token, our argument is not in favor of cultural relativist, neither is 
our intention of cultural defense. Our point here is that, moral sense—sense of right and 
wrong of human nature, is greatly affected by culture in which people live. By studying 
the moral sense of a group of members within a culture or cross-cultures, we can 
understand some fundamental differences of how they think and view differently. 
Although there is a dichotomy of perspectives whether human beings are naturally moral, 
with an innate moral sense or that moral sense is culturally affected, there are few 
arguments about the fact that moral sense is affected and shaped by a culture in which 
people live. It is from this point of view that we advocate differentiation of moral sense 
as a tool to understand and study cultural differences. 

The purpose of this study is to examine how people understand moral sense and 
how they relate moral sense to their culture, and the implications of the study for teacher 
education in a global and multicultural context. This study has an implication for teacher 
education in a global and multicultural context, as Merryfield (1995) indicated, “in 
teaching about cultures, global educators focus as much on cultural universals, those 
things all humans have in common, as they do on cultural differences. Cross-cultural 
understanding, open-mindedness, anticipation of complexity, resistance to stereotyping or 
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derision of cultural difference, and perspectives consciousness—recognition, knowledge, 
and appreciation of other peoples’ points of view—are essential in the development of a 
global perspective.”  
 
Purpose of the Study 

The purpose of this preliminary study was 1) to generate a definition for moral 
sense, 2) to examine the relationship between moral sense and culture, 3) to find the 
cultural factors that affect moral sense, 4) to describe the attributes of a good teacher, and 
5) to investigate the obligations of the teacher as moral educator. 

Method 
 
Participants  

 
A relatively large sample of 204 college students, of which 100 are from a 

Chinese university and 104 from a U.S. university, who are mostly pre-service and some 
in-service teachers participated in this study in an attempt to 1) to generate a definition 
for moral sense, 2) to examine the relationship between moral sense and culture, 3) to 
find the cultural factors that affect moral sense, 4) to describe the attributes of a good 
teacher, and 5) to investigate the obligations of the teacher as moral educator. No 
compensation was given for participation. 

These Chinese college students’ age ranges from 19 to 23 years of age (M = 21.9, 
SD = 1.4). The ethnic composition of the sample was predominantly Han Chinese (99%), 
with one Mongolian Chinese (1%). These students are all from a Chinese normal 
university with various majors to be trained as prospective teachers. Most of them claim 
themselves not to have any religious background. Only two (2%) admit themselves to 
believe Buddhism while ten of them (10 %) declare themselves as believers of Marxism. 
All participants were mostly undergraduates (100%). The number of female participants 
(54%) is approximately equal to that of male (46%).  

The American college students’ age ranges from 17 to 45 years of age (M = 22.8, 
SD = 1.6). The ethnic composition of the sample was predominantly white/European 
Americans (77%), with the remainder African Americans (14%), Asian Americans (4%), 
Hispanic Americans (4%) and Native Americans (1%). These students are mostly those 
who are preparing themselves to be teachers with some as in-service teachers with 
various majors. In terms of formal religious affiliation, the sample was predominantly 
Christian (80%), although representing 10 different denominations. The remainder had no 
religious affiliation (18%). All participants were mostly undergraduates (93%) with a 
small number of graduates (7%). The number of female (82%) participants largely 
overweighs the number of male participants (18%). Female participants (82%) 
outnumber greatly male participants (18%). 
 
Materials 
  

A survey with five open-ended questions was administrated to the participants 
that first asked them to provide demographic information and then to “define the moral 
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sense,” followed by the questions for explanations “Is moral sense innate, independent of 
culture or is moral sense acquired, culturally affected? Or else?” And then the 
participants were asked to list as many as they can “(cultural) factors that have affected 
the formation of moral sense” in order of importance. And finally they were requested for 
“What is a good teacher?” and the obligations of the teacher as moral educator. For 
Chinese college students, the survey questions were translated into Chinese and were also 
back-translated in order to ascertain the precision of the translations. Mean completion 
time of this survey was approximately 20 minuets. 
 
Data Collection  
 

For the Chinese samples, we ask our friends and colleagues in China for help with 
the permission of college authorities. In terms of our explanations of this study, we only 
provided instructions for administering the questionnaire. We restricted other information 
as much as possible to reduce the likelihood of any experimental bias. The students 
volunteered to participate in the survey and they were assured of their anonymity and the 
confidentiality of their responses. For those students who were willing to participate, they 
could either complete the questionnaire in a specially provided room or complete the 
instrument at home and return it to the researcher (or research assistants).  

For the American samples, we administrated the survey by ourselves in the 
United States. This survey consisting of five questions were administrated to the 104 
college students who are most of pre-service teachers. The questions were done by 
students at the end of class with their submission in anonymity.  
 
Findings and Analysis 

From Chinese Samples 

Moral sense is defined by 58 % participants as “ability to accept or to abide by 
societal moral rules and responsibilities” and by 40 % participants as “sense of what is 
right or wrong”, or “sense of what is good or bad”. 95% participants believe that moral 
sense is acquired and culturally affected while 3% of them support that moral sense may 
be innate but it is greatly affected by culture. Only 2% of them think that moral sense is 
innate and independent of culture. The (cultural) factors that affect the formation of moral 
sense are family, religion, school education, friends and peers, media, living location, 
social-economic status, the order of which is based on the participants’ choice in order of 
importance (see Table 1). 
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Table 1. Factors that affect the formation of moral sense of Chinese college students 

Factors  Frequency Percentage (%) The 1st 
Choice Item

Percent of the 1st 
Choice Item (%) 

Family 54 54 40 40 
School education 56 56 8 8 
Living location 44 44 8 8 
Friends/peers 32 32 0 0 
Media 26 26 0 0 
Socioeconomic 
status 

12 12 4 4 

Religion 4 4 0 0 

54% of the participants chose family as the factor that affect the formation of their 
moral sense, and 40% of them chose it as the first important factor, followed by the 
influence of school education, which was chosen by 56% students 8% of whom put it into 
their first choice. Living location, friends and peers, media are important factors, but 8% 
of the participants who chose living condition and 4% of the participants who chose 
socioeconomic status as factors put them into the first choice. School education was 
viewed as factors but not expected to the first order of importance. The participants who 
declared having religious background did not choose religion as a factor that affects the 
formation of their moral sense. 

The standard of a good teacher, from the viewpoints of the Chinese participants, 
are  

 Noun Phrase: “a person of virtue and knowledge”, “friend”, “role model”, 
“experience”, “patience” 

 Verbal Phrase: “trust students”, “respect each student”, “have working ethics”, 
“arouse students’ curiosity”, “do not judge students mere by their academic 
achievements”, “recognize students’ differences”, “befriend students”, “guide in 
right directions”, “motivate students”, “smile” 

 Adjective Phrase: “responsible”, “devoted”,  “just and fair”, “loving and caring”, 
“understanding”, “helpful”, “patient”, “knowledgeable”, “willing to spend time 
with students”, “fair”, “humorous” 

Obligations of the teacher as a moral educator include  

 Noun Phrase: “role model”, “spiritual mentor” 
 Verb Phrase: “teach students to be good and smart”, “show respect to students”,  

“understand student psychological development”, “offer positive reinforcements 
rather than negative reinforcement”, “ display linguistic eloquence, proper 
demeanor and attractiveness in appearance”, “teach students how to know and 
how to be a good person”, “teach students to be creative” “be good at finding 
differences in students and adjusting teaching methods accordingly 

 Adjective Phrase:  ”, “fair”, “responsible” 
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From U.S. Samples 

Moral sense is defined by 68% of participants as “a sense of what is right or 
wrong”, or “a sense of what is good or bad”. 75% participants believe that moral sense is 
acquired and culturally affected, while 22% of them support the idea that moral sense 
may be innate but it is greatly affected by culture. Only 3% of them think that moral 
sense is innate and independent of culture. According to American student participant 
responses, the cultural factors that affect the formation of moral sense are: family, 
religion, school education, friends and peers, media, living location, and social-economic 
status, the order of which is based on the participants’ choice in order of importance (see 
Table 2). 

Table 2. Factors that affect the formation of moral sense of American college students 

Factors  Frequency Percentage (%) The 1st 
Choice Item

Percent of the 1st 
Choice Item (%) 

Family 82 82 54 65.85 
Religion 52 52 25 48.08 
School education 47 47 1 2.13 
Friends/peers 47 47 0 0 
Media 16 16 3 18.75 
Living location 15 15 2 13.33 
Socioeconomic 
status 

14 14 2 14.29 

The 82% of the participants chose family as a factor that affected the formation of 
their moral sense, and 66% of them chose it as the most important factor, followed by the 
influence of religion, which was chosen by 52% students. 48% of whom listed it as their 
first choice. School education, friends and peers are all important factors, but 2% of the 
participants who listed school education as a factor put it first. School education's 
influence on morality was largely viewed as a contributing factor, but generally not a 
major one in order of importance. The other important influencing factors include media, 
living location, and socioeconomic status; why living location and socioeconomic status 
were chosen as influencing factors for the formation of moral sense are beyond the 
researchers’ explanation. 

The standard of a good teacher, from the viewpoints of the U.S. participants, are  

 Noun Phrase: “good listener and leader”, “friend”, “role model”, “not a dictator”, 
“experienced teacher” 

 Verb Phrase: “listen to students”, “make class interesting and effective”, “teach 
students right and wrong”, “create a positive environment”, “recognize students’ 
differences”, “involves kids in the learning process”, “have a positive impact on 
students”, “guide in right directions”, “motivate students”, “not punish students”, 
“have good personal skills”, “inspire students”, “encourage” 
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 Adjective Phrase: “open-minded”, “effective”, “flexible”,  “caring”, 
“understanding”, “helpful”, “patient”, “knowledgeable”, “willing to spend time 
with students”, “strict but fair” 

Obligations of a teacher as moral educator include: 

 Noun Phrase: “role model” 
 Verbal Phrase: “offer guidance to students”, “show respect to students”,  “teach 

students to do the right things in class and also in their lives”, “understand 
students' viewpoints, and if different try not to offend them by saying they are 
wrong”, “teach students between  right and wrong”, “present universal morals 
rather than the teacher’s own beliefs” “guide students towards the right choice”, 
“help foster unity between students”, “protect students”, “provide a moral 
benchmark”, “direct”, “instill” 

 Adjective Phrase:  “unbiased”, “fair”, “reasonable” 

Implications 

Based on conceptual inquiries and the preliminary study, some implications for 
teacher education in global and multicultural context can be made. Firstly, parent 
participation provides a cultural context for teaching and links student personal and 
cultural knowledge (Banks, 1999). Parents are the first educators for their children’s 
moral development. Educating parents should be an embedded component of teacher 
education programs. One goal of parent education should be to foster an awareness of the 
moral development stages of their children (Kohlberg, 1986). Parental involvement in 
education is meaningful for preparing children to be good and smart students who will be 
responsible citizens respecting others within their own culture and outside their culture. 

Secondly, as Bond (1998) suggested, part of a standard school curriculum should 
include a re-orientation of spiritual priorities (Korten, 1993). He believes that the focus 
must change; rather than the contemporary focus on materialism and affluence that is 
infiltrating many parts of the globe, students need to be socialized towards a harmonious 
co-existence with the community if we are to enjoy a sustainable global future. 
According to Bond, “an act of collective survival, to recreate the political and economic 
structures of human society in ways that free our world from the grip of greed, waste, and 
exploitation…to re-establish the nurturing bonds of sharing on which human community 
and life itself depend.” (p. 59). This re- orientation will help reduce the pressure on 
limited material resources arising from widespread acquisitive motivation, and move 
society away from a status hierarchy based primarily on wealth (see also Hatcher, 1998; 
and Schwartz, 1992, for the trade-off between power motivations and values of 
benevolence). 

Thirdly, school education must be globally and multiculturally oriented. The 
multicultural education policy statement should endorse and support diversity. The staff 
must have positive attitudes towards and expectations for diverse students. School staff 
will ideally reflect ethnic and cultural diversity as well. The curriculum must be 
transformational and action-focused. Teaching strategies should be constructivist in 
nature, personalized for the students, empowering, and participatory. Teaching materials 
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should present diverse racial, ethnic, and cultural perspectives on events, concepts, and 
issues (Banks, 1999).  

Fourthly, friends and peers are also important influences on the formation of 
moral sense. The careful selection of friends is suggested, and friends should be 
scrutinized by parents and teachers. Peer influence should never be underestimated. 
Morality originates from “marble rules” (Piaget, 1997). Students from different cultural 
backgrounds should also been encouraged to interact with each other to reduce negative 
peer pressure resulting from cultural prejudices.  

Fifthly, the media, because of its wealth of information, should be considered as 
an influential channel for informal learning, and an effective way to understand different 
cultures. Teachers need to know how to direct their students to use critical thinking skills 
to “analyze and explore the importance of a free press and the media's role in producing 
different interpretations of the same event but, as one of the most powerful modes of 
communication, it is also the medium which inflects and interprets the very topical and 
events and issues that students are expected to study as part of every other strand of 
knowledge and information in the Citizenship curriculum” (BFI Education) and in the 
multicultural curriculum. Another crucial element of effective education is an in-depth 
appreciation of the social and cultural life of a community. Neighborhoods can be 
transformed into caring and nurturing environments by teaching students to help 
neighbors when they are in need and to respect their cultural differences. 

Finally, as Bond (1998) proposes, “culture as a topic of study should receive 
much more attention (e.g., Claydon, Knight, & Rado, 1977; Hoffman, 1996), so as to 
moderate students' attitudes towards race and other forms of difference (Banks, 1995). 
This exposure could include culture as the primary focus (e.g., Ladson-Billings, 1995) 
and with appropriate techniques (Pusch, 1979) or as a supplement to other social science 
or business courses where cultural considerations are central to the validity of material 
presented (e.g., Smith & Bond’s 1998 text on social psychology across cultures). By the 
identification of culture as a vital and worthy concern, ethnicities are legitimized and 
validated. Weight is given to cultural claims and a sense of security imparted to ethnic 
groups in the national and international mosaic.” 

In shaping students’ moral sense, several important aspects know as the “five E’s” 
of the new moral education proposed by Kevin Ryan (1986) should be noted—example, 
explanation, exhortation, environment, and experience—Empathy should be added, for 
empathy is the bedrock of morality. The roots of morality are found in empathy as 
empathy allows people to identify with the potential victim, or someone in pain, danger, 
or acute deprivation, and to share his distress, and empathy is what moves a person to act 
to help the individual. Empathic affect, putting oneself in another's place, leads us to 
follow certain moral principles (Granacher, 1998). Empathy seems to be missing amongst 
many students who appear to be desensitized to the suffering of others for many reasons, 
as evidenced in student exhortations to make subjects relevant to themselves. 

Subsequently, in today’s educational settings, a 12-Point Comprehensive 
Approach to Character Education (Lickona, 1991) is highly recommended, an approach 
that includes the following classroom strategies: 

9 Classroom Strategies:  
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1. The teacher should act as caregiver, model, and ethical mentor who treats students with 
love and respect, and encourages good behavior while correcting bad behavior.  

2. Develop a caring classroom community by teaching students to respect and care about 
each other.  

3. Model moral discipline: Use rules and consequences to develop moral reasoning, self-
control, and generalized respect for others.  

4. Develop a democratic classroom environment, and use the class meeting to engage 
students in shared decision-making and responsibility for making the classroom the best 
it can be.  

5. Teach values through the curriculum: Use the ethically rich content of academic 
subjects as vehicles for values teaching.  

6. Use cooperative learning strategies: Foster students' ability to work with and appreciate 
others.  

7. Foster the “conscience of craft”: Develop students' sense of academic responsibility 
and the habit of doing their work well.  

8. Encourage ethical reflection: Develop the cognitive side of character through reading, 
research, writing, and discussion.  

9. Model conflict resolution: Teach students how to solve conflicts fairly, without 
intimidation or violence.    

Strategies for the Whole School:  

10. Demonstrate caring beyond the classroom: Use role models to inspire altruistic 
behavior and provide opportunities for school and community service.  

11. Create a positive moral culture in the school: Develop a caring school community that 
promotes the core values.  

12. Involve the parents and community as partners: Help parents and the whole 
community join the schools in a cooperative effort to build good character.  
   

Discussion and Suggestions 
 

In terms of U.S samples, the survey was conducted in an intact group in which 
white/European female participants represented a large percentage, and their views of a 
good teacher as one who “cares about”, “knows” and “understands” students, reflect 
Gilligan’s morality of care (Gilligan,1982). Pertaining to the Chinese samples, living 
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location was chosen as a factor, which manifests Mencius philosophy that innate moral 
sense can be enhanced or perverted by one’s environment. The survey is in form of self-
report and it would be more objective with a combination of test. Appropriate tools, such 
as the Defining Issues Test (DIT) (Rest 1997), Moral Judgment Test (MJT) (Lind 1998) 
or Moral Sense Test (MST), need to be selected for proper tests. It is suggested that a 
further cross-cultural study on the relationship between American and Chinese college 
students’ epistemological beliefs and moral reasoning be conducted, as it is noticeable 
that as the economic and diplomatic climate in China has changed, the frequency of 
contact between Chinese and Americans has increased in all areas: business, academic, 
scientific, professional, personal and cultural, making this study even more valuable. The 
two countries’ trade volume grows, and the demand for cultural exchanges between two 
nations has been rising, and the governments of the two countries have realized the 
importance of fostering a broader and deeper understanding between two peoples as 
apparent when on December 9, 2003, the governments of the United States of America 
and the People’s Republic of China signed a renewed Implementing Accord for Cultural 
Exchange. Another reason for conducting such a study is that the two nations have big 
differences in their history and traditions: China is a populous country with long history 
of Confucianism, Taoism and Buddhism while the United States is considered a 
multiracial country built upon Christian principles. With larger student samples from the 
two nations, a correlational study, would potentially benefit policy makers in developing 
adaptive programs to enhance more cultural exchanges, and provide curriculum 
developers with a cultural consciousness and a global perspective. 
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"A nation is not conquered until the hearts of its women 
are on the ground.

Then it is finished, no matter how brave its warriors or 
how strong their weapons."

Tsistsistas, Cheyenne
http://www.turtleisland.org/news/news-women.htm

[FROM RAYNA GREEN IN WOMEN IN AMERICAN INDIAN SOCIETY]

THIS QUOTE IS RELEVANT TO THE IMPACT THAT 
NATIVE AMERICAN WOMEN HAVE HAD ON EFFORTS TO 

RESIST THE EXTINCTION OF THEIR PEOPLE.

THIS PRESENTATION ADDRESSES THE WORK OF SELECTED 
NATIVE AMERICAN WOMEN WHO RESISTED U.S. GOVERNMENT 

POLICIES AND PRACTICES THAT SOUGHT TO OBLITERATE NATIVE 
CULTURES, 18TH - 20TH CENTURIES:

 
Rayna Green 

Curator and Director of the American Indian Program 
Division of Home and Community Life 
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HISTORICALLY, THE INTERFACE BETWEEN THE U.S. 
GOVERNMENT AND NATIVE AMERICAN PEOPLES HAS BEEN 

SEEN AS A “CLASH OF CULTURES.”
[source: Rayna Green]

• THE ISSUES HAVE 
BEEN CONTESTED 
IN THE:
– COURTS
– CONGRESS
– WHITE HOUSE
– INTERNATIONAL 

HUMAN RIGHTS 
COMMUNITY

• THE “CLASH” HAS 
BEEN CAUSED BY 
THE FACT THAT 
NATIVE AMERICANS 
RETAIN LAND, 
POWER, AND 
RESOURCES 
COVETED  BY 
STATE & FEDERAL 
GOVERNMENTS.
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WHAT DO WE MEAN BY THE CONCEPT OF “CULTURES?”
[source:  Arizona Department of Education, 1986]

• IT REFERS TO ALL 
ACTIVITIES THAT 
PEOPLE CONDUCT TO 
MEET THEIR NEEDS 
AND WANTS FOR 
SURVIVAL & 
REPRODUCTION:
– LANGUAGE
– TOOLS
– DWELLINGS
– RITUALS
– GOVERNMENT & LAWS
– MAKING A LIVING

• THE  NON-OBSERVABLE 
MEANINGS, EXPERIENCES, 
AND UNDERSTANDINGS 
THAT ARE TRANSMITTED 
FROM GENERATION TO 
GENERATION / A WORLD 
VIEW:
– THE REALM OF IDEAS
– ACCUMULATED EXPERIENCE
– WHAT PEOPLE LEARN
– HOW WE LOOK AT THE WORLD
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WHAT DO WE MEAN BY THE CONCEPT OF “WORLDVIEW?”
[source:  Arizona Department of Education, 1986]

by Florence Kluckhohn & Fred Stodtbeck

• IT  REFLECTS AND  
INFLUENCES PEOPLE’S 
IDEAS ABOUT WHAT IS 
IMPORTANT:
– PRINCIPLES
– ATTITUDES
– BELIEFS

• IF ONE CONSIDERS HIS/ 
HER WORLDVIEW BETTER 
THAN ANOTHER’S, IT IS 
REFERRED TO AS 
“ETHNOCENTRISM”

• 5 ITEMS PROVIDE INDICA-
TORS OF WORLDVIEWS:
– THE NATURE OF TIME
– HUMANKIND’S RELA-TIONSHIP 

TO THE PHYSICAL WORLD
– THE NATURE OF ACTIVITY
– THE NATURE OF HUMAN 

RELATIONSHIPS
– THE QUALITY OF HUMAN 

NATURE
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HOW HAVE DIFFERENT WORLDVIEWS HELD BY NATIVE 
AMERICANS AND THE U.S. GOVERNMENT CONTRIBUTED TO A 

“CLASH OF CULTURES?”

• HISTORICALLY, NATIVE 
AMERICAN TRIBES HAD 
DISTINCTIVE FORMS OF 
GOVERNMENT, BASED ON 
THEIR SOCIAL, ECONOMIC, 
AND ENVIRONMENTAL 
ADAPTATIONS.
– THERE WAS NO MOVEMENT 

FOR PAN-TRIBAL 
AGREEMENTS

– LOCAL TRIBES INTER-ACTED 
INDIVIDUALLY WITH THE U.S. 
GOVERNMENT

• MILITARY PERSONNEL, 
REPRESENTING THE 
U.S. GOVERNMENT,  
BROUGHT A LEGACY 
OF LAW AND  CUSTOM 
FOR DEALING WITH 
THE TRIBES:
– TRIBES WERE VIEWED AS 

FOREIGN POWERS
– TITLE TO ANY NEWLY 

DISCOVERED LANDS 
BELONGED TO THE 
CROWN AS A “RIGHT OF 
CONQUEST”
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WHAT WERE THE FOUNDATIONS FOR U.S. GOVERNMENT 
POLICY GUIDING INDIAN AFFAIRS?

[source:  Arizona Department of Education, 1986]

• LEGISLATION
– ART. I, SECT. 8 OF THE U.S. 

CONSTITUTION, THE 
COMMERCE CLAUSE, IS THE 
BASIS FOR THE LEGISLATION 
PROCESS GUIDING INDIAN 
AFFAIRS

– CONGRESS HAS “THE 
POWER…TO REGULATE 
COMMERCE WITH FOREIGN 
NATIONS, AND AMONG THE 
SEVERAL STATES, AND WITH THE 
INDIAN TRIBES.”

• JUDICIAL LITIGATION-
THE CHEROKEE 
CASES
– 1831-TRIBE FILED TO ENJOIN 

GEORGIA FROM ENFORCING ITS 
LAWS ON CHEROKEE LANDS; 
MARSHALL DECLARED TRIBE NOT 
A STATE, NOR FOREIGN NATION; 
DOMESTIC DEPENDENT NATION 
[WARD]

– 1832-GEORGIA STATE LAW 
COULD NOT BE APPLIED ON INDIAN 
LANDS BECAUSE  TREATIES 
PLACED TRIBES UNDER U.S. 
GOVERNMENT’S PROTECTION 
[INTERNAL SOVEREIGNTY]
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WHAT WERE THE UNDERLYING ASSUMPTIONS IN THE 
DECISIONS OF THE CHEROKEE CASES?

[source:  Arizona Department of Education, 1986]

• INDIAN TRIBES WERE 
SEPARATE, 
INTERNALLY 
SOVEREIGN NATIONS, 
“TO BE DEALT WITH ON 
A GOVERNMENT-TO-
GOVERNMENT BASIS.”

• RELATIONS WITH 
TRIBES WERE LIKE 
RELATIONS BETWEEN 
NATIONS, AND 
SHOULD BE HANDLED 
BY THE CENTRAL 
GOVERNMENT, 
RATHER THAN BY 
STATE GOVERNMENTS
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WHAT WERE THE FEDERAL INDIAN POLICIES THAT EVOLVED 
BETWEEN 1492 AND THE PRESENT?

[source:  Close Up Foundation, 1994]

• 1492-1828                                   

• 1828-1887

• 1887-1934

• 1934-1953

• 1953-1968

• 1968-PRESENT

• ATTEMPTING TO LIVE TOGETHER

• REMOVAL & RELOCATION

• ALLOTMENT & ASSIMILATION

• REORGANIZATION

• TERMINATION

• SELF-DETERMINATION
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WHO WERE SOME OF THE NOTABLE NATIVE AMERICAN WOMEN 
DURING THE EVOLUTION OF FEDERAL INDIAN POLICIES 

BETWEEN 1492 AND THE PRESENT?

• 1492-1828                    
ATTEMPTING TO LIVE TOGETHER

– NANCY WARD *****
– NATAWISTA
– THANADELTHUR
– MOLLY BRANT
– MARY MUSGROVE

• 1828-1887                     
REMOVAL & RELOCATION

– SARAH WINNEMUCCA ****
– SUSAN LA FLESCHE ****
– SUZETTE LA FLESCHE ****

• 1887-1934                  
ALLOTMENT & ASSIMILATION

– SAME AS  1828-1887

• 1934-1953          
REORGANIZATION

– GERTRUDE SIMMONS BONNIN***
– RUTH MUSKRAT BRONSON
– ALICE MAE JEMISON ****
– RAMONA BENNETT ****

• 1953-1968               
TERMINATION

– ADA DEER ****

• 1968-PRESENT                  
SELF-DETERMINATION

– ADA DEER ****
– ANNA MAE AQUASH ****
– MARY BRAVE BIRD ****
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WHAT WERE THE CHARACTERISTICS  OF FEDERAL INDIAN POLICIES?
POLICY #1: 1492-1828 ATTEMPTING TO LIVE TOGETHER

[source:  CLOSEUP FOUNDATION, 1994]

• EUROPEAN SETTLERS & 
AMERICAN INDIANS 
SOUGHT TO LIVE 
TOGETHER FROM 
EARLIEST DAYS, 
EXCHANGING GIFTS FOR 
LAND AND WATER RIGHTS.

• INCREASED EUROPEAN 
SETTLEMENTS PUSHED 
THE TRIBES OFF OF THEIR 
TRADITIONAL LAND 
HOLDINGS.

• AFTER THE REVOLUTION,  
THE FEDERAL 
GOVERNMENT TOOK 
CONTROL OF INDIAN 
AFFAIRS FROM THE 
STATES [Art. 1, Sect. 8].

• NEARLY 600 TREATIES & 
NUMEROUS LAWS WERE 
PASSED BY THE FEDERAL 
GOVERNMENT TO REGU-
LATE INDIAN AFFAIRS. 

• NON-ENFORCEMENT OF 
LAWS/TREATIES TO KEEP 
NON-WHITES OFF INDIAN 
LAND LED TO CONFLICTS.
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WHAT WERE THE CHARACTERISTICS  OF FEDERAL INDIAN POLICIES?
POLICY #2: 1828-1887 REMOVAL & RELOCATION

[source:  CLOSEUP FOUNDATION, 1994]

• INCREASED NUMBERS OF 
EUROPEAN SETTLERS 
LOOKING FOR FARM LAND 
LED TO THE FEDERAL 
GOVERNMENT’S SOLUTION 
OF INTRUDING ON 
AMERICAN INDIAN LAND.

• IN 1830, PRES. JACKSON 
SIGNED AN ACT THAT 
MOVED TRIBES LIVING 
EAST OF THE MISSISSIPPI 
TO AREAS WEST OF THE 
RIVER.

• MOST EASTERN TRIBES 
WENT TO RESERVATIONS 
IN ARKANSAS, IOWA, 
KANSAS, ILLINOIS, 
WISCONSIN, OKLAHOMA.

• WITH THE 1849 GOLD 
RUSH, WESTERN TRIBES 
UNSUCCESSFULLY 
PROTECTED THEIR LAND & 
WERE FORCED ONTO 
WESTERN RESERVATIONS.
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The Indian Removal Act, signed by President Andrew Jackson in 
1830, required all tribes east of the Mississippi to cede their land to the U.S.
government and migrate to the western plains. 

The journey west, called the "Trail of Tears," took its toll
on the four southern nations (Choctaw, Chickasaw, Creek, and Cherokee)
forced to move.  

Many Indians left behind comfortable homes and fertile farmlands,
and one-third of the migrants perished in their new surroundings.  

This depiction of the Trail of Tears shows how little the Indians
were able to take with them on their mandatory relocation. 

Contributed by Professor Troy Johnson
California State University, Long Beach
http://www.csulb.edu/projects/ais/nae/
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Americans’ desire to expand westward intensified after the economic
instability resulting from the Panic of 1819.  

The 1840s saw a rapid migration of pioneers to the Oregon and 
California territories (particularly California, during the Gold Rush of 1849) .

The end of the Mexican War in 1848 facilitated the acquisition of
western Indian lands, and prices dropped rapidly. 

The Indians, ill-equipped at first to combat the influx of people 
(in this illustration from the 1850s  no Indian carries a rifle), were scattered 
from their territories in large numbers, leaving the plains open for massive
white settlement. 

Contributed by Professor Troy Johnson
California State University, Long Beach
http://www.csulb.edu/projects/ais/nae/
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WHAT WERE THE CHARACTERISTICS  OF FEDERAL INDIAN POLICIES?
POLICY #2: 1828-1887 REMOVAL & RELOCATION contd

[source:  CLOSEUP FOUNDATION, 1994]

• ACCULTURATION &  “CIVILIZING”
TRIBES BECAME THE ORDER OF 
THE DAY ON RESERVATIONS.

• 1834 AUTHORIZATION OF BIA

• RESERVATIONS  WERE PROVIDED 
WITH: 

– SCHOOLS
– HEALTH CLINICS
– CHURCHES
– INDIAN AGENTS TO OVERSEE/GOVERN

• LIFE ON RESERVATIONS WAS 
DIFFICULT:

– CHILDREN PUNISHED FOR SPEAKING THEIR 
NATIVE LANGUAGES

– AGENTS PREVENTED PERFORMANCE OF 
TRADITIONAL DANCES & CELEBRATIONS OF 
SEASONAL CHANGES.

• IN 1871, CONGRESS ENDED MAKING 
TREATIES WITH INDIVIDUAL TRIBES.

• INDIAN POLICY MADE ONLY BY 
FEDERAL GOVERNMENT.
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Many treaties between the U.S. government and Indian tribes
provided for annual payments, which would compensate the Indians for
the land they agreed to give over.  Annuity payments were often delayed,
mainly because of the slow, bureaucratic methods by which treaties were 
ratified.  Other problems arose when the government was unable or 
unwilling to enforce the terms of the treaty. 

Though the treaty system was abandoned in 1871 with an act
of Congress, prior agreements remained in effect.  After 1871, Indian
land holding continued to diminish, but as a result of negotiations and
purchases,  instead of treaties as under the old system. 

This photograph shows a government official issuing an annuity
payment to a band of Southwestern Chippewa in Wisconsin, about 1871.

Contributed by Professor Troy Johnson
California State University, Long Beach
http://www.csulb.edu/projects/ais/nae/
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The policy of removal had failed to solve the Indian 
problem, especially with the annexation of new territories in the
West.  

The Indians of the Great Plains felt particularly harassed
by settlers moving to the new western territories via the Oregon
and California trails in the north and the Santa Fe trail in the
south.

Tensions grew when the Indians began to experience
severe food shortages when the settlers killed vast amounts of 
game.

Contributed by Professor Troy Johnson
California State University, Long Beach

http://www.csulb.edu/projects/ais/nae/
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WHAT WERE THE CHARACTERISTICS  OF FEDERAL INDIAN POLICIES?
POLICY #3:  1887-1934 ALLOTMENT & ASSIMILATION

[source:  CLOSEUP FOUNDATION, 1994]

• IN 1887, CONGRESS PASSED THE 
ALLOTMENT ACT         [aka THE 
DAWES ACT]

– TO BREAK UP THE RESERVATION SYSTEM
– TO ABOLISH TRIBAL GOVERNMENTS
– TO HELP NATIVE AMERICANS ASSIMILATE 

FASTER INTO “WHITE” SOCIETY BY TURNING 
TRIBAL MEMBERS INTO FARMERS

• FEDERAL GOVERNMENT HELD 
LAND IN TRUST FOR 25 YEARS & 
RETURNED W / CLEAR TITLE & 
CITIZENSHIP

• DAWES ACT = DISASTER
– LAND UNSUITABLE FOR FARMING
– TRIBES UNWILLING TO GIVE UP TRADITIONAL 

HUNTING, FISHING, GATHERING LIVELIHOOD
– LAND SOLD TO SPECULATORS WHEN 

INDIVIDUALS UNABLE TO PAY REAL ESTATE 
TAXES

– “WHITES” MOVED TO THE 
RESERVATIONS>CLASHES

• IN 1924, CONGRESS PASSED THE 
INDIAN CITIZENSHIP ACT WHICH DID 
LITTLE TO IMPROVE THE SITUATION
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The reformers behind the Dawes Severalty Act of 1887 intended
to protect Native American land holdings by allotting parcels of reservation

property to individual Indian families.  

The term "severalty" referred to the breaking up of tribal land into 
smaller, privately-owned portions.  Once all the families received their
allotments, the government would then negotiate for the purchase of surplus 
reservation lands and throw them open to white homesteading.  The 
proceeds from the sales would go to the Indian communities.  

At first, the Five Civilized Tribes living in Indian Territory were 
exempted, but then pressures from eager homesteaders, called the
"boomers,” prompted Congress to open up the unassigned district of Indian 
Territory, known as the Cherokee Strip.  On the morning of September 16, 
1893, thousands of homesteaders poured into the territory in the first of the 
great land rushes that resulted from this policy.

Contributed by Professor Troy Johnson
California State University, Long Beach
http://www.csulb.edu/projects/ais/nae
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WHAT WERE THE CHARACTERISTICS  OF FEDERAL INDIAN POLICIES?
POLICY #3:  1887-1934 ALLOTMENT & ASSIMILATION contd

[source:  Arizona Department of Education, 1994]

• EDUCATION WAS SYNONY-
MOUS WITH “CIVILIZATION”

• IN 1819, THE CIVILIZATION ACT 
GAVE “PERMANENT 
RESPONSIBILITY” TO THE 
FEDERAL GOVERNMENT FOR  
EDUCATING INDIANS

• FEDERAL GOVERNMENT 
INITIATED A COMPULSORY 
EDUCATION PROGRAM

– TO ASSIMILATE YOUTH IN ANGLO-
AMERICAN VALUES & CITIZENSHIP 
SKILLS

– TO LEARN ENGLISH

• FEDERAL FUNDS WERE SET 
ASIDE IN THE LATE 1800s 
FOR THE EDUCATION OF 
INDIAN CHILDREN AT 
BOARDING SCHOOLS ON & 
OFF THE RESERVATIONS

• BOARDING SCHOOLS WERE 
A PUNITIVE EXPERIENCE
– NO NATIVE LANGUAGES
– MILITARISTIC DISCIPLINE
– POOR SANITATION
– FORCED MANUAL LABOR

• MERIAM REPORT> REFORMS 
1920s
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WHAT WERE THE CHARACTERISTICS  OF FEDERAL INDIAN POLICIES?
POLICY #4:  1934-1953 REORGANIZATION

[source:  CLOSEUP FOUNDATION, 1994]

• DESIRE FOR WESTERN 
LANDS DECREASED BY 
1930s AMONG “WHITES”

• REALIZATION THAT 
FORMER FEDERAL INDIAN 
POLICY INJURED TRIBES’
ECONOMIC CONDITIONS & 
CULTURAL HERITAGE

• BELIEF IN NEED 
TO REASSESS 
MORE HUMANE 
FEDERAL POLICY

• IMAGE OF 
NATIVE 
AMERICAN 
CHANGING
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WHAT WERE THE CHARACTERISTICS  OF FEDERAL INDIAN POLICIES?
POLICY #4:  1934-1953 REORGANIZATION

[source:  CLOSEUP FOUNDATION, 1994]

– ALLOTMENT POLICIES ABANDONED:  BUY THE LAND
– RESERVATIONS RECEIVED MORE LAND
– TRIBES ENCOURAGED TO FORM OWN GOVERNMENT 

STRUCTURES W/MODELS
– GIVEN SOME CONTROL OVER RESERVATIONS
– BIA GIVE INDIANS  HIRING PREFERENCES
– PRACTICE TRADITIONAL DANCE & RELIGION
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WHAT WERE THE CHARACTERISTICS  OF FEDERAL INDIAN POLICIES?
POLICY #4:  1934-1953 REORGANIZATION contd

[source:  Arizona Department of Education]

• IRA SEEN AS  “NEW DEAL” IN 
FEDERAL ATTITUDE TOWARD 
AMERICAN INDIANS
– END MOVEMENT TO MAKE 

INDIANS INTO “WHITE MEN”
– RESPECT FOR DIVERSITY OF 

INDIAN CULTURES
– EXTENSION OF INDIAN LAND 

BASE
– RIGHT OF SELF-DETERMINA-

TION FOR TRIBES
– RIGHT OF CONSULTATION IN 

SHAPING FEDERAL POLICY

• IN 1934, JOHNSON-O’MALLEY ACT 
PASSED
– TO AID PUBLIC SCHOOLS IN 

PROVIDING SUPPLEMENTAL 
SERVICES TO INDIAN 
STUDENTS
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WHAT WERE THE CHARACTERISTICS  OF FEDERAL INDIAN POLICIES?
POLICY #5: 1953-1968 TERMINATION

[source:  CLOSEUP FOUNDATION, 1994]

• IN 1953,  CONGRESSIONAL 
RESOLUTION108  CALLED FOR 
ENDING SERVICES & BENEFITS 
FOR AMERICAN INDIANS AT 
“EARLIEST TIME”

– AIM TO ABOLISH TRUST 
RELATIONSHIP

– FREE TRIBES

• SEVERAL TRIBES SELECTED 
TO EXPERIMENT WITH 
TERMINATING RELATIONSHIP 
BETWEEN U.S. GOVERNMENT 
& AMERICAN INDIANS

• TRIBES RESISTED POLICY

• TERMINATION PROGRAM: 
– ALL RESERVATION LAND TO 

BE TURNED OVER TO THE 
STATES

– END ALL RESERVATION 
ASSISTANCE PROGRAMS 

– INDIVIDUAL  JOB TRAINING
• EXPERIMENT DID NOT WORK

– DESTROYED TRIBAL 
COMMUNITY

– PEOPLE DID NOT FIND JOBS
– COULD NOT PAY TAXES ON 

INDIVIDUALLY OWNED PLOT
– BECAME DEPENDENT ON 

STATE SOCIAL SERVICES
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WHAT WERE THE CHARACTERISTICS  OF FEDERAL INDIAN POLICIES?
POLICY #6: 1968-Present  SELF-DETERMINATION

[source:  CLOSEUP FOUNDATION, 1994]

• THE 1960s WERE YEARS OF 
SOCIAL CHANGE, 
UPHEAVAL

• FEDERAL GOVERNMENT 
CHANGED ITS POLICY W/ 
GOALS OF HELPING NATIVE 
AMERICANS HELP THEM-
SELVES BY PROVIDING
– MORE EDUCATIONAL 

OPPORTUNITIES
– MORE JOB TRAINING 
– HEALTH CARE  SERVICES
– LOW-COST LOAN ACCOUNTS

• FEDERAL GOVERNMENT 
HELPED TRIBES TO 
DEVELOP THEIR OWN 
PROGRAMS

• TRIBAL GOVERNMENTS 
GIVEN MORE POWER TO 
MANAGE DAILY RUNNING 
OF THE RESERVATIONS

• IN THE LATE 1980s, TRIBES 
WERE ALLOWED TO START 
GAMBLING ENTERPRISES 
ON THEIR RESERVATIONS
– TO RAISE REVENUES
– TO INCREASE ECONOMIC 

DEVELOPMENT
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WHAT WERE THE CHARACTERISTICS  OF FEDERAL INDIAN POLICIES?
POLICY #6: 1968-Present  SELF-DETERMINATION contd

[source:  Arizona Department of Education]

• IN 1972, THE INDIAN 
EDUCATION ACT WAS PASSED 
TO PROVIDE FUNDS FOR 
TUTORING & ENRICH-MENT 
ACTIVITIES FOR INDIAN 
STUDENTS BY LOCAL 
EDUCATION AGENCIES
– CREATED FEDERAL 

OFFICE OF INDIAN 
EDUCATION

– CREATED NATIONAL 
ADVISORY COUNCIL ON 
INDIAN EDUCATION

• IN 1975, THE INDIAN SELF-
DETERMINATION & EDUCA-
TION ASSISTANCE ACT WAS 
PASSED TO PROMOTE 
MAXIMUM INDIAN INVOLVE-
MENT IN GOVERNMENT & 
EDUCATION OF INDIAN 
PEOPLE
– ONE OF MOST 

SIGNIFICANT PIECES OF 
LEGISLATION

– LAW PAVED WAY FOR 
CONTRACT SCHOOLS RUN 
BY LOCAL INDIAN SCHOOL 
BOARDS

 
 
 
 

2008 HICE Proceedings 
Page 865



 
 

11-07            
L.G.Stambler, Ph.D.

6th Annual Hawaii International 
Education Conference

32

WHAT WERE THE CHARACTERISTICS  OF FEDERAL INDIAN POLICIES?
POLICY #6: 1968-Present  SELF-DETERMINATION contd

[source:  Arizona Department of Education]

• IN 1978 THE TRIBALLY 
CONTROLLED 
COMMUNITY COLLEGE 
ACT WAS PASSED TO 
PROVIDE GRANTS FOR 
THE OPERATION & 
IMPROVE-MENT OF 
TRIBALLY 
CONTROLLED 
COMMUNITY 
COLLEGES

• IN 1978 TITLE XI OF 
THE EDUCATION 
AMENDMENTS ACT 
PROVIDED FOR THE 
DEVELOPMENT OF 
STANDARDS FOR THE 
BASIC EDUCATION OF 
INDIAN CHILDREN 
ATTEND BIA SCHOOLS 
OR CONTRACT 
SCHOOLS
– POLICY FOR 

RECRUITMENT OF INDIAN 
EDUCATORS
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BIOGRAPHIES OF  SOME OF THE NOTABLE NATIVE 
AMERICAN WOMEN DURING THE EVOLUTION OF FEDERAL 

INDIAN POLICIES BETWEEN 1492 AND THE PRESENT

• 1492-1828                    
ATTEMPTING TO LIVE TOGETHER

– NANCY WARD *****
– NATAWISTA
– THANADELTHUR
– MOLLY BRANT

– MARY MUSGROVE

• 1828-1887               
• REMOVAL & RELOCATION

– SARAH WINNEMUCCA ****
– SUSAN LA FLESCHE ****
– SUZETTE LA FLESCHE ****

• 1887-1934                
• ALLOTMENT & ASSIMILATION

– SAME AS  1828-1887

• 1934-1953         
• REORGANIZATION

– GERTRUDE SIMMONS BONNIN***
– RUTH MUSKRAT BRONSON
– ALICE MAE JEMISON ****
– RAMONA BENNETT ****

• 1953-1968             
• TERMINATION

– ADA DEER ****

• 1968-PRESENT                
• SELF-DETERMINATION

– ADA DEER ****
– ANNA MAE AQUASH ****
– MARY BRAVE BIRD ****
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Nancy Ward c. 1738-1824 Cherokee tribal leader
The role of Ghighua, or Beloved Woman, among the Cherokee was an 
influential one indeed. The most noted of the Cherokee Beloved Women was 
Nancy Ward, or Nan'yehi. Ward  won the honored title of Ghighua and her own
leadership position after displaying great bravery in battle.

But Ward was not merely a warrior. She spoke on behalf of her people with U.S. 
representatives and wisely counseled the tribe against land cession. She 
did not live to see her warnings become reality as the Cherokee were 
dispossessed of their eastern lands. 

By the turn of the nineteenth century, it was already becoming apparent 
to the Cherokee that the Americans intended to get as much Cherokee land 
as possible and that the day might come when the Natives would be forced 
off their homelands. Ward feared that each time the Cherokee voluntarily 
handed over land, they were encouraging the settlers' appetite for it. 
She feared that someday their hunger for land would destroy her people. 

In 1808, the Women's Council, with Ward at its head, made a statement to 
the Cherokee people urging them to sell no more land. Again, in 1817, 
when Ward took her seat in council, her desperation was ill concealed. 
She told the younger people to refuse any more requests for land or to 
take up arms against the "Americans" if necessary. 

http://www.galegroup.com/freresrc/womenhst/bio/ward.htm
http://www.galegroup.com/free_resources/whm/bio/ward_n.htm
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Sarah Winnemucca Hopkins (1842-1891)
Quick Facts
Birth:  1842
Death: 1891
Year Inducted: 1994 [NATIONAL WOMEN’S HALL OF FAME]
http://www.greatwomen.org/profs/winnemucca_s.php
Achievement In:

Born the daughter of Chief Winnemucca of the Paiutes, a tribe in Nevada 
and California, Sarah Winnemucca lost family members in the Paiute War 
of 1860. She tried to operate as a peacemaker, using her language skills 
learned in convent school to work as an interpreter in an Army camp. She 
went with her tribe to the Malheur reservation in 1872, and when the 
Bannock War broke out in 1878 she offered her services to the Army. She 
volunteered to enter Bannock territory when she learned that her father 
and other tribesmen had been taken hostage by the Bannocks. She freed 
her father and other captives and served as an army scout in the war 
against the Bannocks. She spoke out, describing the plight of her 
people, exiled from their homelands, and the treachery of dishonest 
Indian agents. She drew much attention, and was able to speak with 
President Rutherford Hayes and Interior Secretary Carl Schurz; promises 
to return her tribe to the Malheur Reservation were never honored. She 
wrote Life Among the Piutes[sic]: Their Wrongs and Claims, published in 
1883. Despite passage of Congressional legislation enabling the return 
of the Paiute land, the legislation was never enacted. 
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Susan La Flesche
After completing her studies and earning her degree, Susan returned to

Nebraska as a government physician. She rode on horseback from reservation to reservation, from
family to family, treating the sick. It is said that, by the time of her death, she had treated 

every member of the Omaha Nation.
After a time, she married and settled in Bancroft, Nebraska where she

had a private practice treating both Native and white patients. Flesche married in the summer
of 1894 and added her husband's last name, Picotte, to her own. She adopted Christianity, 

and became a missionary of the Omaha Blackbird Hills Presbyterian Church. She moved to the
newly established town of Walthill and founded a hospital there.

Susan went on to be a leading citizen of Walthill, and headed a delegation to 
Washington, D.C. to fight against the sale of liquor in Nebraska. She was so successful in her 
endeavors that a covenant was placed in land sale documents of that time prohibiting the
possession of liquor on any land purchased from the Omaha.

Susan died at 50, and is buried in Bancroft, Nebraska.

Scattered throughout history, there are entire Native families who seemed to be
touched by greatness.  The La Flesche family was one of those. Iron Eyes was the last Omaha 

chief and his belief was that the white man was here to stay and the only way for his people 
to survive was to learn the white ways, be properly educated, and learn to balance Native
ways with the white ways. His children went on to become authors, politicians, orators, 
anthropologists  and Susan, who distinguished herself by becoming the first Native American
woman ever to earn a medical degree and work as a practicing M.D.

Doctshttp://www.geocities.com/la_flesche/la_flesche/index.html
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SUSETTE LA FLESCHE (1854-1903)
She campaigned for the rights of Native Americans and was an inductee in the National 

Women’s  Hall of Fame. She was the first Native American lecturer and the first published Native 
American artist and writer. Susette was the daughter of Chief Joseph La Flesche, whose father was a 
French trapper, and an Omaha woman.  Her father, who was familiar with both the Omaha and French 
cultures, lived as an Indian, but sent his children to a Presbyterian mission school in Elizabeth, New Jersey.
Her sister became a physician and her brother became an ethnologist. 

After completing her schooling, Susette returned to the Omaha reservation and taught at a
government school.  Susette soon became involved in the fight for Native American rights. The Ponca
Indians, relatives of the Omahas, were uprooted from their Nebraska homes and moved to Oklahoma 
by the U.S.Government. In 1879, Ponca Chief Standing Bear and several followers returned to Nebraska and
were arrested. 

Susette joined forces with Thomas H. Tibbles, a newsman from the Omaha Herald. Tibbles
instigated a habeas corpus hearing that led to the release of the Poncas and the establishment of a legal
precedent in recognizing Native Americans as persons before the law. Susette then joined Tibbles on a lecture
tour throughout the Eastern U.S. to publicize the wrongs against the Ponca Indians. Using her Omaha name, 

“Bright Eyes,” Susette was able to reach influential circles and bring about the passage of the Dawes Act in 
1887.

Susette and Tibbles were married in 1881 and returned to the Omaha reservation, where Susette
continued in the fight for Native American rights. She also wrote and illustrated Indian stories and
anonymously wrote Ploughed Under: The Story of an Indian Chief.

Susette died on her farm near Bancroft, Nebraska, on May 26, 1903.
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Gertrude Simmons Bonnin 1876-1938

http://voices.cla.umn.edu/authors/GertrudeSimmonsBonnin.html

“Gertrude Simmons Bonnin, Zitkala Sha (Red Bird), was an extraordinarily talented and educated 
Native American woman who struggled and triumphed in a time when severe prejudice prevailed 
toward Native American culture and women. Her talents and contributions in the worlds of literature, 
music, and politics challenge long-standing beliefs in the white man's culture as good, and Native 
Americans as sinful savages. Bonnin aimed at creating understanding between the dominant white 
and Native American cultures. As a woman of mixed white and Native American ancestry, she 
embodied the need for the two cultures to live cooperatively within the same body of land. Her works 
criticized dogma, and her life as a Native American woman was dedicated against the evils of 
oppression.”

Bonnin was born in 1876, on the Pine Ridge Reservation in South Dakota. Her father was a white 
man named Felker, about whom little is known. Her mother was Ellen Tate Iyohinwin (She Reaches 
for the Wind) Simmons, a full-blooded Sioux. Bonnin was Simmons' third child. At only eight years 
of age, Bonnin decided to leave her mother and the reservation to attend White's Manual Labor 
Institute in Wabash, Indiana. This was a school funded by the Quakers. After four years she returned 
home, but then enrolled, against her mother's wishes, at the Santee Normal Training School. She 
chose this school because it was close to her mother. In 1895, she decided to move on and accepted 
entrance and scholarships to Earlham College in Indiana.
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Anna Mae Aquash 1945-c. 1976
In 1968, Natives were calling for equal rights, cultural recognition,  and the fulfillment of
promises made in treaties. Aquash worked as a  volunteer in the Boston Indian Council's
headquarters while holding down her factory job. Her council work centered on helping 
young, urban  Natives develop self-esteem, a technique that seemed to help them avoid 
alcohol abuse. It was a topic close to Aquash's own life.

From the era of Native American political activism and militancy during the early 1970s,
there is no more haunting figure than Anna Mae Pictou Aquash. An active American
Indian Movement (AIM) member, as well as mother, wife, social worker, and day care 
teacher, her image is powerful as much for her untimely death as for her life's work.
Found murdered on the Pine Ridge Reservation during a time of tremendous social and 
political upheaval, she has become a symbol of the movement for Indian rights. 

In April of 1973, a group of 200 Indians, led by AIM, congregated at the site of the 1890 
Wounded Knee massacre, in which 500 army soldiers  opened fire on a group of
Minneconjou Ghost Dancers, killing 300 men, women, and children. Wounded Knee, 
located near the Pine Ridge Reservation in South Dakota, was chosen as the place
for protest because of its painful historical significance. AIM wished to draw public 
attention to its efforts against the reputedly corrupt administration of tribal chairman of the
Oglala Sioux, Richard "Dick" Wilson, who used beatings and intimidation to rule the reservation. 

The murder of Anna Mae Aquash remains unsolved, but she is remembered as a powerful symbol
of an era of Native rights activism.           http://www.galegroup.com/freresrc/womenhst/bio/aquash.htm

 
 
 
 

2008 HICE Proceedings 
Page 869



 
 

11-07            
L.G.Stambler, Ph.D.

6th Annual Hawaii International 
Education Conference

54

RAMONA BENNETT
http://www.nativepubs.com/nativepubs/Apps/bios/0115BennettRamona.asp?pic=no

ne“A leader in the Native American community, Ramona Bennett was the 
chairperson of the Puyallup tribe from 1971 through 1978. In addition, Bennett 
served as the Puyallup tribal administrator for 11 years. She is an articulate 
speaker on fishing rights, tribal sovereignty, American Indian child welfare, and 
health issues, as well as Native American educational concerns”…………………..

“Bennett was born in Seattle, Washington on April 28, 1938. After completing her 
high school education at the local public school, she attended Evergreen State 
College in Seattle, earning a bachelor's degree in liberal arts. Bennett then went on 
to the University of Puget Sound, where she received a master's degree in 
education.”…………………..

“Bennett believes that Anglo-American knowledge of Puyallup and other Indian 
peoples' cultural perspectives--including language, tribal logic, and world view, as 
well as relationships within and upon the earth--is critical to a peaceful 
coexistence. She feels that ignoring Native American concepts is dangerous for 
everyone. In particular, Bennett has noted that treaties cannot be disregarded 
without endangering the fabric of life for all concerned.”
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MARY BRAVE BIRD - Mary Crow Dog
http://www.geocities.com/cconrad78/auto.html

“Mary Crow Dog was born as Mary Brave Bird on the Rosebud 
Reservation in South Dakota in 1953. She grew up in poverty, without 
running water or electricity, in a one room shack that she shared with 
her mother and six siblings. When her mother became pregnant with 
her, her father, a white man wanting nothing to do with Mary, 
disappeared. Not only did she grow up without a father, but she also 
grew up as a "half-breed," someone who is half Indian and half white. 
This fact became important in her later life when she became active in 
the American Indian Movement…….”

“Joining the AIM in 1971, Mary began to lead the life of an activist. 
She joined marches for Indian rights and attended rallies held for 
various prominent figures in the American Indian community. She was 
also a member of the BIA building siege in Washington D.C. in which 
AIM was supposed to be meeting with government officials in 
Washington to go over a list of "broken treaties" between the American 
Indians and the American government. The most notable event in her 
autobiography would be her role in the 71 day siege of Wounded Knee. 
As a woman at Wounded Knee, she left the stereotypical life of an 
Indian woman behind with all the other women there, and they began 
to fulfill duties that were traditionally filled by the men. ……”
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SELECTED VISUALS OF 6 NATIVE WOMEN RESISTERS 

 
 

     
    NANCY WARD     SARAH WINNEMUCCA HOPKINS SUSAN LA FLESCHE PICOTTE 
Drawing by George Catlin            circa 1883-1890   National Anthropological  
http://www.meyna.com/cherokee.html         with permission of the   Archives, Smithsonian  

      Nevada Historical Society   Institution, Photo. no. 4503 
 
 
 
 

   
 
    SUSETTE LA FLESCHE        GERTRUDE SIMMONS BONNIN     ANNA MAE PICTOU AQUASH 
http://herstory.freehomepage.                     http://voices.cla.umn.edu/authors/BONNIN  
pages/laflesche.html   gertrude.html  http://www.firstnationsdrum.com/  
       history/wint00_murder.htm 
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SUPPLEMENTARY WEBSITES 
 
http://faculty.deanza.edu/parkergerri/stories/storyReader$221 
NATIVE AMERICAN HISTORY TIMELINE 
 
http://www.common-place.org/vol-07/no-04/rand/ 
WHY I CAN’T VISIT THE MUSEUM OF THE AMER INDIAN 
 
http://womenshistory.about.com/od/nativeamerican/Native_American_Womens_History.htm 
NATIVE AMERICAN WOMEN’S HISTORY 
 
http://womenshistory.about.com/gi/dynamic/offsite.htm?zi=1/XJ/Ya&sdn=womenshistory&cdn
=education&tm=13&f=00&tt=14&bt=0&bts=0&zu=http%3A//www.lib.uidaho.edu/mcbeth/wel
come.htm 
SUE and KATE McBETH-GOVERNMENT DOCUMENTS - NEZ PERCE 
 
http://womenshistory.about.com/gi/dynamic/offsite.htm?zi=1/XJ/Ya&sdn=womenshistory&cdn
=education&tm=69&f=00&tt=14&bt=0&bts=0&zu=http%3A//www.pinn.net/%7Esunshine/boo
k-sum/wagner2.html 
IROQUOIS INFLUENCE ON EARLY FEMINISTS 
 
http://womenshistory.about.com/gi/dynamic/offsite.htm?zi=1/XJ/Ya&sdn=womenshistory&cdn
=education&tm=16&f=00&tt=14&bt=0&bts=0&zu=http%3A//xroads.virginia.edu/%7EHYPER/
DETOC/FEM/indian.htm 
ALEXIS DE TOCQUEVILLE and others ON NATIVE AMERICAN WOMEN 
 
http://nativeamericanrhymes.com/women/winema.htm 
KAITCHKONA WINEMA 
 
http://nativeamericanrhymes.com/women/index.htm 
FAMOUS NATIVE AMERICAN WOMEN 
 
http://nativeamericanrhymes.com/women/bonnin.htm 
GERTRUDE SIMMONS BONNIN 
Zitkala-sa, "Red Bird 
 
http://nativeamericanrhymes.com/women/johnson.htm 
EMILY PAULINE JOHNSON 
 
http://nativeamericanrhymes.com/women/dietz.htm 
ANGEL DECORA DIETZ 
 
http://nativeamericanrhymes.com/women/kenojuak.htm 
KENOJUAK     CANADIAN INUIT ARTIST 
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http://nativeamericanrhymes.com/women/flesche.htm 
SUSAN LA FLESCHE 
 
http://nativeamericanrhymes.com/women/flesche.htm 
ELLA CARLA DELORIA                ETHNOLOGIST 
 
http://nativeamericanrhymes.com/women/wawachaw.htm 
WA WA CHAW                  ARDENT ACTIVIST 
 
http://nativeamericanrhymes.com/women/tonitapena.htm 
TONITA PENA                   ARTIST 
 
http://nativeamericanrhymes.com/women/tallchief.htm 
MARIA TALLCHIEF 
 
http://nativeamericanrhymes.com/women/wilmamankiller.htm 
WILMA MANKILLER 
 
http://nativeamericanrhymes.com/women/ladonna_harris.htm 
LADONNA HARRIS                CIVIL RIGHTS ACTIVIST 
 
http://nativeamericanrhymes.com/women/sacajawea.htm 
SACAJEWA 
 
http://nativeamericanrhymes.com/women/bravebird.htm 
MARY BRAVE BIRD 
 
http://nativeamericanrhymes.com/women/tekakwitha.htm 
Kateri Tekakwitha 
 
http://nativeamericanrhymes.com/women/sainte-marie.htm 
BUFFY STE MARIE           ACTIVIST LYRICS 
 
http://nativeamericanrhymes.com/women/erdrich.htm 
LOUIS ERDRICH 
 
http://nativeamericanrhymes.com/women/mountainwolf.htm 
MOUNTAIN WOLF WOMAN 
 
http://nativeamericanrhymes.com/women/datsolalee.htm 
DATSOLALEE                        BASKETWEAVING 
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 This workshop will address the delivery of curriculum and teacher resources for open wheel 

instruction using an innovated instructional model to populate content and deliver curriculum for faculty 

and students. This model will accommodate any subject and any academic population. This is a modular 

approach and will address diverse learners in the same classrooms and varying instructional methods and 

strategies that can be continually updated and changed to meet learner needs on an ongoing basis.  The 

framework for the model supports media integration, assessment pools and faculty resources to be 

available on demand at any time.  

 With continual growth in schools and increased ongoing admissions, many schools are opting for 

continuous enrollment strategies to accommodate these needs.  The questions arise as how best to 

accommodate ongoing student enrollment, provisions for diverse learners in the same classroom, and 

constraints on facilities as growth continues. The open wheel approach to curriculum is effective to 

address these needs.  A linear approach to curriculum development and delivery constrains student 

enrollment, limits faculty resources and access and limits facility growth as Murry (1999) wrote, “most 

designers of instructional material must start from scratch. Emerging interoperability standards for 

educational resources will accelerate progress toward reusability of this material”. 

 Participants in the workshop will be provided with handouts and electronic templates that they can 

populate with their own content to develop open wheel approaches to learning in their own environments.  

Accomodations for including media and other specific resources will be addressed with discussions for 

making pools of data for instructors and instructor training embedded in content.  

 

 

 

 

 

 

Murray, T.  A Model for Distributed Curriculum: From Tutor-Centered to Topic-Centered 
Representations? 
AIED-99 Workshop :Ontologies for Intelligent Educational Systems,Le Mans, France, July 18-19, 1999 
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Abstract 

Learning disorders show high levels of comorbidity with emotional disorders, but 

questions remain over the relationship between specific reading and spelling disabilities 

and the stress, anxiety and depression that they may induce over the long time. Research 

findings on this relationship are contradictory.  Follow-up studies of people with reading 

disabilities have revealed that others are able to compensate for their difficulties, which 

leads to successful professional life while for others life remains an everyday battle with 

reading and spelling problems and their practical and secondary consequences. The main 

aim of this study was to find out whether reading and spelling disabilities assessed at the 

end of 9th grade are associated with psychological well-being (depression and school-

burnout) during secondary education studies (grades 10-12, ages 16-18) and whether 

gender plays a role in this association. 

 The follow-up sample consists of one age group of 9th graders (N=518) 

from a middle size Finnish city. Students reading and spelling skills were measured with 

a standardized screening test. Depression and school-burnout were measured with 

standardized self-reports of school burnout and depression once a year during the three 

years of secondary education studies.  

 In the association between reading and spelling disabilities and depression, 

analyzed by Repeated Measures ANOVA, only the within subjects effect of time (three 

measurement points during secondary education studies) was significant indicating 

increase of depression in both groups (students with/without reading and spelling 

disabilities) throughout secondary education studies. Furthermore, as hypothesized, there 
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was a significant difference between male and female students in the level of depression 

during the secondary education showing higher level of depression for females. The most 

interesting and less reported finding concerned the association between reading and 

spelling disabilities and school-burnout. There was a significant group (students 

with/without reading and spelling disabilities)  x time (three measurement points during 

secondary education studies) within subjects interaction effect indicating different 

development of stress experience for these two groups during the studies in secondary 

education. Finally, especially for females with reading and spelling disabilities, the 

average group level of school-burnout during the third year was above the threshold for 

increased school-burnout, indicating that reading and spelling disabilities do have 

negative consequences especially for this group.§ 

 

Keywords: reading and spelling disability, depression, school-burnout, secondary 

education 
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Abstract 
Does participation in a cased-based, quiz show-like question and answer period improve 

student performance on case-based exam questions?  

 At OSU-Center for Health Sciences, first year medical students take the Medical 

Microbiology and Immunology course which incorporates case-based exam questions.  In 

two previous years, a 110 minute, interactive session was implemented during one class 

period.  Students were randomly chosen to answer a series of questions based on one of 

25 realistic patient scenarios. The interactive session was designed to help students 

understand how basic science microbiology is the foundation of clinical medicine, to 

increase integration of basic and clinical knowledge, and to improve performance on 

case-based questions.  

 This poster describes an archival study designed to determine whether the 

interactive session had a positive impact on student performance on case-based course 

exam questions. Exam performance data from four cohorts (n1= 98; n2=98; n3=97; n4=97) 

of medical students was used for analysis.  Students in cohorts 1 and 2 were not exposed 

to the interactive session while students in cohorts 3 and 4 were.  Performance on 9 case-

based exam questions that were included on exams for at least two cohorts was 

examined. A series of two-sample z tests about proportions was used to examine 

differences in proportion of each cohort that correctly answered an exam question.  

Significant variation due to the interactive session was expected but no significant 

variation was expected based on cohort group alone.  Results indicated significant 

differences )05.( <p in performance based on the interactive session for three of the 8 

case-based exam questions.  Additionally, performance trends for another three of the 

questions were in the predicted direction, although significant differences were not 

detected.  Significant differences based on cohort rather than exposure to the interactive 

session were noted for two questions. Pre-existing cohort differences may explain the 

failure to obtain significance for some questions.  Results do support continued use of the 

interactive case-based session.  Prospective research is needed to provide additional 

support for the use of the interactive sessions.  

 A retrospective survey was also administered to students who were in cohorts 3 

and 4 to assess the utility of the interactive session in facilitating performance on other 
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course exams. Results of the survey (N=60) suggest that a majority of respondents 

enjoyed the session and that the session held their interest.  A majority of respondents 

also agreed that the session helped them prepare to answer case-based exam questions 

both in the Medical Microbiology course and other classes.  Over three-quarters of the 

students indicated the cases were realistic and helped them apply knowledge in clinical 

courses they take later in the program.  Respondents were divided on whether they would 

like to have similar sessions incorporated into other courses and whether the session 

helped them prepare for the course exam in general.  This division, however, was noted 

between cohorts 3 and 4 which is consistent with a modification in how the session was 

run between the two cohorts.  Directions for future use of the interacted session and 

related research are discussed. 
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ABSTRACT 

Teacher quality is a highly debated topic in the realm of educational policy.  Since the No 
Child Left Behind Act (NCLB) was established in 2001, President Bush has mandated that all 
teachers be “highly qualified” in order to bring America’s students to grade level proficiency 
by June 2014.  Aside from the NCLB Act, however, teacher quality has been established 
under state and national standards.  After careful research, it is absolutely apparent that the 
greatest aspect lacking in developing quality teachers in California is leadership.  There are 
very few teaching programs training new teachers in the art of leadership.  Leadership truly 
is the greatest quality a teacher can take into a classroom, because beyond the books and 
curriculums are innocent children thirsting to absorb the seeds of leadership for their own 
lives, and possibly the lives of others.  Teachers have a magnificent agenda to not only 
teach the fundamentals of math, language, science and history, but to raise up leaders for 
the next generation. 
 
KEYWORDS- teacher leadership, teacher quality, K-12 leadership, educational leadership 
 
 
 
PREFACE 

 
This paper addresses the question: is leadership an effective aspect of teacher 
quality in the State of California?  To attend to this question, this analysis is 
organized in five sections.  First, I examine the historical and current policy of 
teacher quality in California.  Next, I detail a thorough analysis of the policy’s 
efficacy.  Third, I present the implementation of the teacher quality policy and, 
then, offer an evaluation.  Finally, I offer recommendations to enhance the policy. 
 
The ultimate objective is to provide a more vivid understanding of the teacher 
quality policy while making suggestions that will improve the quality development 
of educators.  The leading hypothesis is that leadership is not an effective quality of 
teachers in the State of California due to the lack of leadership training in 
educational programs which certificate teachers.  I argue that leadership training 
must be a mandated aspect of training K-12 teachers in the state of California. 
 
Historical and Current Description of Teacher Quality Policy 

 
In the early age of American education, teachers were hired simply based on their 
ability to read and write.  One room school houses accommodated up to 30 
students in mixed grades and were limited to math and reading.  Eventually, the 
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wealthy were able to afford academy tuitions and private tutors, while lower class 
families sent their children to the public school house.  As education has evolved, 
and our continent’s population has grown, the education system has definitely gone 
through some stages of transformation.  Today, teachers are not so informally hired 
due to rigorous credentialing procedures.  The one room school houses have 
expanded into large buildings able to house up to thousands of students.  
Curriculums have expanded to offer more than math and reading; and art, music, 
drama, and physical education are now significant classes.  More and more 
innovative measures are being taken to improve the quality of education in 
America, and the most important aspect is by far the quality of teachers.  “Recent 
studies offer compelling evidence that confirms what parents have always known – 
the quality of a teacher is one of the most critical components of how well students 
achieve” (Whitehouse.gov, 2001). 
 
It has become such a desperate need in education, that President Bush 
(Whitehouse.gov, 2001) has vocalized his personal advocacy on the topic stating, 
“Every child in America deserves a quality teacher. In an era of increasing 
standards and accountability in education, teacher quality and teacher training will 
be more important than ever.”  This is exactly what parents, students, and avid 
educators want to hear, however, the criteria used to measure the “quality” seems 
to be lacking one very critical component that is essential to every student- 
leadership. 
 
Analysis of Policy’s Efficacy 

 
In California alone, almost every effort has been made to increase the quality of 
teachers.  Currently, a rigorous credentialing process is mandated for everyone 
desiring to teach in a public K-12 school.  According to the California Commission 
on Teacher Credentialing (CCTC, 2007, p.3), initial standards of quality and 
effectiveness for multiple and single subject teacher credential programs were 
adopted in 1988.  After serving teachers and accrediting institutions with guidelines 
for demonstrating quality in teacher preparation programs, the Commission decided 
to review the credentialing process in 1995 under the Senate Bill 2042, and in 2001 
implement the following  systemic changes: 
  
To address California’s significant and growing teacher shortage, SB 2042 called for 
the creation of  multiple routes into teaching, including blended programs of 
undergraduate teacher preparation, one-year  programs of professional 
preparation, and university or district sponsored internship programs.  To ensure 
uniform quality in teacher preparation, SB 2042 called for all routes into teaching to 
be  accredited and to be held to the same high standards: 
 

• To ensure that teachers are prepared to teach in a public school 
system that has undergone significant reform in recent years, SB 2042 
called for the alignment of teacher preparation standards with the 
State-adopted academic content standards for K-12 students. 

• To institutionalize the philosophy that learning to teach takes both 
time and systematic preparation, SB 2042 established a two-tiered 
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credential structure that included basic preparation in the foundations 
and methods of teaching (Teacher Preparation) and guided, supported 
induction into the profession that allowed new teachers to reflect 
systematically on and thereby improve their teaching during their first 
two years on the job (Professional Teacher Induction). 

• To improve accountability in teacher preparation, SB 2042 established 
a new requirement that all candidates for a Preliminary Teaching 
Credential pass a valid and reliable assessment of their teaching 
performance that must be embedded in every professional teacher 
preparation program (CCTC, 2007, p. 3). 
 

In greater detail, the Commission (2007) expands on what is involved in developing 
quality teachers by stating: 
 
    The quality of learning in teacher preparation programs -- including 
 supervised  field experiences,  applications of technology, demonstrations 
 of exemplary practice, and studies that cut across organizational boundaries 
 – depends in substantial measure on institutional commitments to provide 
 excellent learning opportunities to prospective teachers (p. 5).     
 
The following criteria are in accordance with California law, and must be 
successfully completed in order for teachers to receive a credential (CTCC, 2007, p. 
16). 
 

• Possession of a baccalaureate or higher degree other than in professional 
education from a regionally accredited institution 

• Passage of the California Basic Education Skills Test (CBEST) 
• Completion of an accredited professional preparation program 
• Completion of the subject matter requirement 
• Demonstration of knowledge of the principles and provisions of the 

Constitution of the United States 
• Passage of the Teaching Performance Assessment 
• Passage of the Reading Instruction Competence Assessment (RICA) (for 

Multiple Subject candidates).   
 

In addition to these requirements, the No Child Left Behind (NCLB) act of 2001 now 
mandates highly qualified teachers (HQT) as part of teacher quality policy for every 
state in the United States. The NCLB HQT policy states that a highly qualified 
teacher is one “who holds at least a bachelor's degree, has obtained full State 
certification, and has demonstrated knowledge in the core academic subjects he or 
she teaches” (NCLB, 2001).  The policy further mandates that all states must have 
100% highly qualified teachers in every core subject by the end of the 2005-06 
school year. 
 
In the introduction to California’s revised state plan for submitting to the NCLB HQT 
policy, the California State Board of Education (CBE) eloquently states: 
 
    To maintain California’s position as a world-class leader both economically 
 and  technologically, the state  must continue to develop and support a 
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 world-class educational system. This includes ensuring that  there is an 
 adequate supply of highly qualified and effective teachers and administrators 
 who are prepared  to meet the challenges of teaching California’s growing 
 and diverse student population (2006, p. 2).   
 
It is apparent that California is indeed in pursuit of meeting such goals, and abiding 
by the NCLB and their own state standards.  The policy is creating healthy 
challenges while tracking improvement, and California reported in November 2006 
that for the 2004-05 school year, the percentages of a HQT in teaching core 
subjects rose to 74% from 48% in 2002-03 (CBE, 2006, p. 7).   
 
While all of these standards certainly do meet a level of quality well suited for K-12 
education, it is a significant point to address that leadership training of teachers is 
not once mentioned.  As a matter of fact, in the 33,664 word, 112 page document 
published by the California Commission on Teacher Credentialing, the term 
leadership appears only 12 times!  And, the 12 appearances are directly addressing 
administrators in education, not teachers!  Thus, it is apparent that the main focus 
of teacher quality is subject matter proficiency.   
 
 Schools nationwide are grappling with serious problems ranging from random 
 outbreaks of  violence and  crumbling facilities to staff shortfalls and 
 chronically low academic expectations for students. But many  people 
 believe that a scarcity of capable education leaders ranks among the most 
 severe of the problems. Without strong leaders, schools have little 
 chance of meeting any other challenge (Usdan, 2000, p.1). 
 
Implementation 
 
 “The professional teacher preparation program and its prerequisites include a 
purposeful, developmentally designed sequence of coursework and field 
experiences that effectively prepare candidates to teach all K-12 students and 
understand the contemporary conditions of schooling” (CCTC, 2007, p. 35). 
 
 Prior to NCLB teacher quality mandates, California had already implemented their 
teacher quality policy via state requirements published by the CCTC.  “Since 1988, 
California has sought to provide intensive learning experiences for beginning 
teachers. First-year and second-year teachers need intensive learning activities that 
build on their pre-service preparation and lead to lifelong professional development” 
(CCTC, 2007, p.1). 
 
 The Standards are designed to be used by teachers to: 
 • prompt reflection about student learning and teaching practice; 
 • formulate professional goals to improve teaching practice; and 
 • guide, monitor and assess the progress of a teacher's practice 
    toward professional goals and professionally-accepted benchmarks (CCTC, 
 1997, p. 1). 
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The credentialing process has been strictly implemented into all accredited colleges 
and universities in the state of California offering teaching programs with a 
credential.  Acceptance into a credentialing program is based upon applicants 
meeting one of the following: 
 
 The sponsor of a multiple or single subject teacher preparation program 

assesses each candidate’s standing in relation to required subject matter 
preparation during the admissions process.  The program admits only those 
candidates who meet one of the following criteria.  Reference: Education Code 
Sections 44227 (a). 
• The candidate provides evidence of having passed the appropriate 

subject matter examination(s). 
• The candidate provides evidence of having attempted the appropriate 

subject matter examinations(s). 
• The candidate provides evidence of registration for the next scheduled 

examination. 
• The candidate provides evidence of having completed a Commission 

approved the appropriate subject matter preparation program. 
• The candidate provides evidence of continuous progress toward meeting 

the subject matter requirement. 
• The candidate provides evidence of enrollment in an organized subject 

matter examination preparation program (CCTC, 2007, p. 15). 
 

The CCTC has also placed an internship program as part of this process in order to 
strengthen the preparation of teachers.  “Since 1974, the Commission has 
encouraged the development and implementation of internship programs for 
prospective teachers, administrators, counselors, and other educators” (CCTC, 
2007, p. 2).  The internship program is structured so new teachers may have the 
opportunity to experience classroom teaching sessions with students.  Adequate 
supervision of the student teacher is present during these internships.   
 
The Commission has also implemented an educational leadership aspect: 
 
 The institution (faculty, dean/director and institutional administration) 
 articulates and supports a vision  for the preparation of professional 
 educators.  All professional preparation programs are organized, 
 governed,  and coordinated with the active involvement of credential 
 program faculty.  Institutional  leadership fosters cohesiveness in 
 management; delegates responsibility and authority appropriately; 
 resolves each professional preparation program’s administrative needs as 
 promptly as feasible; and  represents the interests of each program in 
 the institution, the education profession, and the school  community (CCTC, 
 2007, p. 23). 
 
The implementation of the teacher preparation and credentialing programs remain 
strictly enforced and continue to undergo constructive revisions to create a stronger 
educational system in California.   
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Evaluation 
 
The educational system in California appears to be growing rapidly.  The 
credentialing process may be a strenuous obstacle, but a means to filter out 
teachers who possess the subject matter proficiency necessary for K-12 
classrooms.  The NCLB teacher quality is also an outstanding challenge for 
educators to strengthen their abilities and effectiveness in the classroom.  While 
many of the standards presented by the state of California offer a positive 
foundation for education, there remains a very critical component missing.  
Teachers are not being required to attend leadership training.  This one factor is an 
absolute necessity when working with children in school.  “Of the myriad problems 
that have plagued American public education in recent years, few have resisted 
resolution more stubbornly than the complex of issues surrounding school 
leadership” (Usdan, 2001). 
 
While evaluating the education policy of teacher quality for California, it is evident 
that leadership is a lacking quality.  However, the concept of teacher quality is a 
household phrase these days.  It is nearly impossible to read an article or hear an 
academic speech without the term “teacher quality” being coined.  The question 
then remains, why is it that so many people are missing a greater concept of this 
new phenomenon in education policy?  Secretary of Education Margaret Spellings 
states, “Teacher quality is critical for securing our children’s future and maintaining 
America’s standing in the global economy” (U.S. Dept. of Ed, 2006, p. ix).  
Spellings also mentions, “Since the No Child Left Behind Act was signed four years 
ago, states have increasingly improved the quality of their teaching forces. A 
majority of teachers now meet the required qualifications, and school districts are 
starting to prohibit the hiring of teachers who do not. States have also raised their 
standards for teacher preparation programs” (U.S. Dept. of Ed, 2006, p. 1).  
President Bush also advises, “If we ensure that America’s children succeed in life, 
they will ensure that America succeeds in the world” (U.S. Dept. of Ed, 2006, p. ix).  
The CBE published the following: 
 
 The California Standards for the Teaching Profession are based on current 
 research and expert advice  pertaining to best teaching practice. The 
 Standards are organized around six interrelated categories of  teaching 
 practice. The six standards are for: 
 
 • Engaging and Supporting All Students in Learning 
 • Creating and Maintaining Effective Environments for Student Learning 
 • Understanding and Organizing Subject Matter for Student Learning 
 • Planning Instruction and Designing Learning Experiences for All Students 
 • Assessing Student Learning 
 • Developing as a Professional Educator 
 Together these six standards represent a developmental, holistic view of 
 teaching, and are intended to meet the needs of diverse teachers and 
 students in California  (2006, p. 3). 
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Indeed, these are profoundly stated measurements for conducting educational 
standards, however the panel of experts missed the very key to achieving 
them…leadership!  Usdan (2001) identifies, “Even as some of education’s smartest 
people try to explain how the term “teacher leader” can have real meaning, their 
message is too often lost in the Byzantine maze of educational governance that 
runs our schools” (p. 1). Throughout the entire CCTC and CBE, leadership is only 
mentioned for administrators such as superintendents, principals, and deans.  The 
idea is that the teachers are being properly led, but the concern remains; are the 
students, their families, and the community being properly led? Katzenmeyer and 
Moller (2001) conducted some interviews with schools about teacher leadership and 
share the following in their book, Awakening the Sleeping Giant, “As we asked 
about teacher leadership in their schools, principals and teachers would look at us 
quizzically and after careful thought would tell us about the textbook committee 
chairperson or the department head” (p. 3).  During their research, Katzenmeyer 
and Moller recognize that teacher leadership has made some progress over recent 
years in the new millennium, but there is still a great deal of reform needed to 
make the proper shift in igniting student learning.   
  
 Many teachers have rethought their roles and now engage in collaborative 
 work  on a shared school  vision, and many practice shared decision making 
 with colleagues, parents, and  administrators.  Through  this leadership 
 they acknowledge accountability for student results, and expand their circle 
 of influence to  all students and all teachers in our school- they are 
 leaders of teaching and learning (Katzenmeyer,  2001, p. 4).  
 
Usdan (2001) dissects an even deeper root to the issue of leadership by identifying 
the state’s role. “The centrality of the state’s role in closing the gap between 
educational reform and state educational capacity cannot be understated. It begins 
with leadership and the creation and promulgation of a state vision for education 
that will guide policy and decision-making at every level” (p. 1).  In order to cast 
vision, it takes leadership!  Usdan (2001) further expresses: 
 
 The challenge then for state education agency leadership is to develop a  
 responsive structure around a  coherent vision of student achievement with 
 the capacity to support teaching and learning at the local level  through 
 technical assistance, leadership development, and alignment of  standards, 
 assessments, and  curriculum as well as internal and external systems (p. 
 13). 
 
While the states are in charge of setting standards and creating a valid vision for 
the schools, the national level of policy through NCLB is just as responsible for 
mandating leadership in teachers. 
 
 What would an education system look like that truly leaves no child behind? 
 First, such a system ensures  that all teachers are not only highly qualified 
 but also effective. They know what children  need to learn and  how to 
 impart that knowledge, and they demonstrate their ability to raise student 
 achievement through fair,  credible and reliable measures of 
 effectiveness. Those teachers who are not able to demonstrate student 
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 learning gains and do not receive positive evaluations from principals or their 
 peers would receive  additional high-quality professional development 
 designed to address their specific needs and on-site  support in 
 developing practical strategies to improve student learning. If teachers do 
 not improve after they  receive this support, they will no longer be eligible 
 to teach students most in need of help (Thompson and  Barnes, 2007, p. 
 24). 
 
Thompson and Barnes (2007) go on to mention that the missing ingredient which 
can ensure success in NCLB is leadership.  “In addition, NCLB’s requirements have 
identified thousands of struggling schools, but these same requirements have done 
little to ensure these schools have the leadership, knowledge and tools necessary to 
improve” (p. 21). 
 
Teacher leadership is a necessity in K-12 education, yet lacking for unknown 
reasons.  The Institute for Education Leadership (IEL) reports: 
 
 Although the literature on the teacher as leader is thin, and some critics 
 would argue that the products of  today’s teacher training institutions 
 are not really qualified to take on more than the day-to-day 
 responsibilities of managing a classroom full of children, contrary anecdotal 
 evidence abounds. Across the  country, teacher leaders have been making 
 their presence felt beyond the classroom walls. These are  teachers who seek 
 and find challenge and growth (Usdan, 2001, p.4). 
 
IEL suggests that teacher leadership is so critical to the improvement of schools 
that it can answer the following questions: 
 
 • How can we create the “professional community” that research shows is 
 essential to peak school and student performance? 
 • How can we create school environments where each student is known and 
 treated as an individual? 
 • What can be done to increase the quality of teachers and enhance the 
 professionalism of teaching and teachers? 
 • How can the necessary bridge be made between challenging academic 
 standards and accountability and what goes on in the classroom? 
 • What can be done to ensure that state and national policies to reform 
 education are informed by the realities of the school and classroom and to 
 enhance the probability of successful policy/reform  implementation? (Usdan, 
 2001,p.4). 
 
There is absolutely no denying the fact that teachers must be groomed for the role 
of leadership!  The research is inexplicably revealing a buried piece of information 
that is pivotal in educational reform.  And, until the experts and policy makers of 
education come to accept the reality that teachers need to be leaders, and that 
students are being deprived of a very essential aspect in their academic career (by 
not having teacher leaders), the improvements being sought in education will 
unfortunately go unchanged.  
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For example, leading literature suggests that leadership styles emerge in many 
forms, and one style that surfaces from the inner core of a being is the trait 
approach theory of leadership.  This is a dominant style which teachers can identify 
with great success. The trait approach theory of leadership developed as the 
greatness possessed by leaders was studied.  Intrinsic qualities and characteristics 
streamlined the model leader in the early part of the 20th century.  With such a 
profoundness being experienced in the results of leadership, this style was 
originally coined “great man” (Northouse, 2007, p. 15).  As the theory evolved, it 
was believed that specific personality traits were foundational to a leader’s success.  
Throughout the 20th and 21st centuries, much research has been conducted 
surrounding the depth of the trait approach theory of leadership. 
 
“Traits are considered to be patterns of individual attributes, such as skills, values, 
needs, and behaviors, which are relatively stable in the sense that they tend to 
repeat over time” (Strang, 2004, p. 431).  This is an ideal leadership style for 
inspiring students.  The most common traits associated with this leadership style 
are: intelligence, self-confidence, determination, integrity, and sociability 
(Northouse, 2007, p. 19).  Intelligent leaders bring strong verbal, perceptual, and 
reasoning abilities to the task; self-confident leaders believe in their own abilities to 
make a difference; determined leaders meet and even exceed their goals; leaders 
of integrity adhere to strong principles that create a safe and trusted environment 
during a task; and sociable leaders develop cooperative relationships (Northouse, 
2007, p. 19-20).  Teachers who recognize the atmosphere in a classroom and use 
their quality traits to instill more into a child than curriculum based knowledge will 
surely experience amazing results in the response of students towards education.  
There is little argument that great leaders have credible traits that lead to their 
success (Collins, 2001, p. 138).   
 
Recommendation 
 
Being able to recognize a weak link in policy is not always the greatest 
accomplishment, however being able to make valid recommendations for 
strengthening a policy is definitely an exciting triumph.  After conducting much 
research and coming to the very direct conclusion that teachers must be leaders 
but are not being trained as such, there are several recommendations I believe 
would bring positive transformation to the California teaching culture in K-12 
education. 
 
First, colleges and universities can restructure the program requirements for 
teaching education to implement leadership training courses.  The ideal structure 
would offer prospective California teachers training in the areas of personal 
leadership, teacher leadership, leading the K-12 student, and leadership through 
curriculum.  Basically, the programs can offer a leadership course in each year of 
study during a four year baccalaureate degree, which places the cost within 
students’ tuition.   This would instill continued leadership training through the 
duration of the teaching program and allow aspiring teachers to develop their own 
leadership styles that will guide their effectiveness in the classroom.  A brief 
description of each course would appear as follows: 
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Personal Leadership- this course will allow teachers in their first year of study to 
develop leadership within and prepare them for leading others. 
Teacher Leadership- this course will solely focus on the teacher as a leader, 
identifying roles, techniques, and strategies that will enhance teachers as leaders 
and collaborators with other teachers, school administrators, and parents.   
Leading the K-12 Student- this course will allow teachers to develop a leadership 
style directed towards leading primary and secondary grade level students.  It will 
help teachers cast vision in youth and offer strategic principles for working with 
youth in academic environments. 
Leadership through Curriculum- this course focuses on curriculum and state 
standards, but in a manner that allows teachers to create achievement in students 
through these items rather than simply meeting the curriculum standards.  
Therefore, the focus truly remains the child’s growth and progress rather than the 
curriculum’s.  The goal is really to get the student “complete,” not the standards. 
 
My second recommendation would be that any teacher who enters the credentialing 
stages without having completed these leadership courses would be required to do 
so prior to acceptance into the credential program.  Because credentialing programs 
will accept any baccalaureate background, some participants will not have 
graduated with a degree in teaching education. 
 
Finally, I recommend that all teachers, as well as school leaders such as principals, 
deans, and administrators be required to attend annual educational leadership 
training seminars in order to enhance leadership skills while also being exposed to 
new, creative concepts in the art of leadership.   
 
These recommendations are effective and directly address the core, missing 
complement of educational policy.  Establishing the above mentioned criteria for 
developing highly qualified teachers, would definitely serve as a catalyst in positive 
transformation of educational policy in the state of California.  “More is 
accomplished, students do better, the community is less critical of the school, and 
the teachers are more satisfied” (Katzenmeyer, 2001, p. 85). 
 
Conclusion 
 
Education policy continues to stir heated debate at the state and national levels.  
While expert educators and policy makers continue to restructure current policy, 
unfortunately the core component remains overlooked.  Developing teachers as 
leaders is a cost effective adjustment to policy and offers supreme results.  
Implementing the recommendations suggested above will ensure that teachers 
receive the adequate training to become efficient leaders in K-12 education, and 
will in no way deter prospective teachers from the current requirements.  
Successful completion of leadership training during undergraduate study along with 
annual leadership training is a distinct effort to transform education policy, and will 
indeed secure that every child moves forward. 
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Abstract 

India’s history is heavily influenced by religion, making it important for students 

to recognize the various threads that weave the fabric of their history. When textbooks 

are the major, if not sole, purveyor of knowledge, the schools’ choice of textbooks plays 

a significant in the understanding that students have of their history and how current 

religious tensions could be interpreted. This study analyses four major events in Indian 

history and how they are presented in textbooks used by three faith-based school that 

represent Christianity, Hinduism and Islam. By and large, the textbooks do not indulge in 

‘revisionist history’. However, a subtle interpretation of history is implied by the 

language used and by omissions and commissions of details. Further, these relate directly 

to the history of the religion and to the role religion played in Indian history.  
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Abstract 
 

The study proposed a multi-level model to interpret teachers’ innovation in school. 
Most of the past researches of creativity and innovation study focused on individual 
level. But creative behavior and innovation is a multi-level phenomenon. According 
to the multi-level model, teachers’ innovation or creative teaching is influenced by the 
organization, community/team and individual levels, and the interaction between 
these three levels. The relationship of school creative climate (organizational level), 
transactive memory system (practical community level), intrinsic motivation of 
teaching (individual level) and teachers’ creative teaching was examined in this study. 
With random sampling, 507 teachers of elementary/junior high school in Taiwan had 
been tested with several research instruments. The data was fitted with the multi-level 
model via structural equation modeling (SEM) analysis. Teachers in higher creative 
climate had higher tranactive memory system in practical community. And the effect 
of creative climate and transactive memory system on teachers’ creative teaching is 
mediated by the intrinsic motivation of teaching. 
 
 
 
Keyword: creativity, creative teaching, teaching innovation, transactive memory 

system, creative climate, intrinsic motivation 
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A Comparison of Quality of Multidimensional Item Response Theory Linking 
Methods under the Differences of Rotation and Dimensional Structure 

 
Putcharee Junpeng 1 

Nuttaporn Lawthong 2 
Sirichai  Kanjanawasee 3 

 
Abstract 
 

The purposes of this study were to compare and evaluate Multidimensional Item 

Response Theory (MIRT) linking method between M and Non-Orthogonal Procrustes 

methods across two-dimensional structure conditions, i.e., APSS and MS, in 

multidimensional vertical scaling. Binary responses were simulated for 2,000 examinees 

in each of three grade levels. There were ten replications for each set of experiment 

condition. Multidimensional vertical scaling was conducted using compensatory two-

dimensional three-parameter logistic model in the common items-nonequivalent group 

design which were compared in term of  RMSE, BIAS, and correlation of the base 

estimates to the transformed equated estimates. The results are expected to be a useful 

guideline for selecting the linking method for multidimensional data. 
 

Introduction 
 

According to recent literature on testing, the development of a vertical scale as a 

measure of academic growth across time has received considerable attention. (Reckase & 

Martineau, 2004; Yon, 2006) In practice, when a vertical scale is constructed, 

Unidimensional IRT (UIRT) models are often used under the assumption that essentially 

the same construct, with unidimensional content, will be assessed at each grade level. 

However, UIRT is often difficult to maintain when multiple grades are scaled. Even when 

assessments at individual grade levels each measure only a single trait, using a 

unidimensional model to develop a vertical scale will yield accurate results only in the 

unusual case where the trait being measured happens to be the same across all levels.  

Therefore, the application of Multidimensional Item Response Theory (MIRT) 

approach will be necessary in order to carry out accurate vertical scaling in most 
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educational settings which most psychological and educational tests are sensitive to 

multiple traits. One factor that limits the application of MIRT in practice is difficulty in 

establishing equivalent scores on multiple ability dimension. While several MIRT linking 

methods have been developed to solve the problem, each of them has unique properties in 

terms of statistical characteristics and optimization criteria. (Min, 2003)  

Because the MIRT linking method is a new topic in Thailand, there is no 

application of multidimensional vertical scaling as a measure academic growth across 

time in Thailand educational system. In fact, it has not been known whether different 

MIRT linking methods  lead to efficiency of multidimensional vertical linking method. 

Hence, the authors intended to provide useful information regarding the alternative of 

linking method when the data are multidimensional. 
 

Objectives 
 
 The purposes of this study were to compare and evaluate Multidimensional Item 

Response Theory (MIRT) linking method between M and Non-Orthogonal Procrustes 

methods across two-dimensional structure conditions, i.e. APSS and MS, in 

multidimensional vertical scaling. 
 
 

Method 
 
 In this study, two multidimensional linking methods were used to generate a 

multidimensional vertical scale for simulated test response data. The advantage of using 

simulated data was that true values of both item parameters and person parameters were 

available. Hence, the results from each condition could be compared more effectively. 

Steps taken in the analyses were given below. 

The MIRT model in Equation was used as the model for simulating data in this 

study. Given the MIRT item parameters, the response probability Pij was computed for 

each examinee j on each item. Response probabilities were calculated according to a 

compensatory two-dimensional extension of the three-parameter logistic model (Reckase, 

1995), where P(Xij = 1|ai, di, θj, ci) is the probability of a correct response (score of 1) to 

item i by examinee j in an m-dimensional space, Xij is the score (0/1) for person j on item i, 

ai is a vector of parameters related to the discriminating power of item i on each of the m 

dimensions in the space, di is a scalar parameter related to the difficulty of item i, θj is a 

vector of parameters that describe the abilities of examinee j in an m-dimensional space, 
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and ci is a pseudo-guessing parameter that specifies the probability of correct response 

that is approached when the abilities assessed by the item in the m-dimensional space are 

very low. 
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Basically, to generate multidimensional data, θj, ai, di, and ci  have to be generated 

prior to generating the examinees’ responses.  

In this study students in each grade took the appropriate grade-level test plus the 

test for the next higher grade. The simulated data included in the study were generated for 

grade 7 students (n=2,000) taking test grade 8, for grade 7 students (n=2,000) taking both 

test grade 8 and 9, and for grade 9 students (n=2,000) taking test grade 9. Simulated 

binary test responses for each population of 2,000 examinees were generated for two 

different data structures, APSS and MS. Item parameters were estimated from the 

simulated test responses using a compensatory multidimensional extension of the three-

parameter logistic model as in Equation. A total of 20 data sets were generated, 10 

replications using each data structure. For each of the 20 sets, the M and  NOP linking 

methods were separately employed to link parameter estimates arising from lower grade 

levels to those from higher grade levels. The test form associated with the higher grade 

level was thus designated as the base form for each stage of linking. The first stage of 

linking involved grade 8 and 9 and the second stage involved grade 7 and 8 

The details of procedure for simulating data were shown in the following steps:  

Step 1. Generate of True Item Parameters and Response Patterns for Each Grade 

Level  

Step 2. Generate of a True Vertical Scale  

Step 3. Equate Procedure  
 

Results were evaluated in terms of the magnitude of linking errors, i.e. by 

calculating RMSE and bias, and also with respect to correlations between the item 

parameter estimates on the base form and the transformed estimates on the equated form. 

Since mean residuals from TESTFACT were all less than 0.05 when a two-dimensional 

structure was used to model the data, analysis proceeded under the assumption that three 

ability dimensions were sufficient to explain patterns in the simulated data 
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Data Source 
 

The present study  involved experimental conditions of test response data. The 

data was simulated by using the computer programs. The details of computer programs 

for simulating data and analysis were shown in the following 3 steps. In the first step, true 

item parameters and response patterns for each grade level were generated by MATLAB 

(Mathwork, 2006) program. The second step, a true vertical scale was generated by 

TESTFACT 4.0 (Wilson and others, 2003) and BILOG-MG (Zimowski, Muraki, Mislevy 

& Bock, 2003) programs and, the final step, procedure of linking was equated by 

MATLAB (Mathwork, 2006) program. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 1.  Pattern of simulation study in multidimensional vertical scaling 
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Figure 2. Steps of simulation study and analysis of multidimensional  vertical scaling 
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Meaning Making and HIV/AIDS: An Exploration Over Time 

By 
Lisa M. Baumgartner, Ed. D. 
Northern Illinois University 

DeKalb IL 
USA 

 
Abstract: The purpose of this study was to investigate the nature of learning in People 
Living With HIV/AIDS (PLWHAs) over time. In-depth interviews were conducted over 
four years with the same 11 participants. Four findings were uncovered: (1) People’s 
worldview changed. (2) The perspective transformation held over time (3) People made 
additional meaning scheme changes, and (4) social interaction was integral to meaning-
making. These findings have implications for transformative learning theory and 
HIV/AIDS educators.  

 
 Although HIV/AIDS continues to be a worldwide problem, it is now considered a chronic 
disease in the United States due to the widespread access to highly active antiretroviral therapy 
(HAART) since 1996 (Schmitt & Stuckey, 2004). As a result, more people are living with HIV 
in the United States each year. The number of people living with HIV was estimated at 1.2 
million in 2006 (UNAIDS, 2006) up from 800,000-900,000 in 2001 (CDC, 2001).  
 Because HIV/AIDS is no longer a terminal illness, people are learning to live with this 
chronic disease over time as they incorporate it into themselves. Some learning is simply 
additive such as learning about the side effects of new HIV/AIDS medications. Transformative 
learning, however, can result in a change in worldview. According to Mezirow’s (2000) 
constructivist theory of transformative learning, knowledge is not “out there” waiting to be 
discovered but it is created through interpretations of one’s experiences. Individuals reevaluate 
their assumptions and gain “a more dependable frame of reference…one that is more inclusive, 
differentiating, permeable (open to other viewpoints), critically reflective of assumptions…and 
integrative of experience” (p. 19). 
 This process commences with a “disorienting dilemma” that causes the person to 
question their assumptions about the world (Mezirow, 2000, p. 22).   Next, the individual 
experiences “feelings of fear, anger, guilt, or shame” (p. 22). This is followed by critical self-
reflection on their assumptions about the world. He or she may engage in “reflective discourse” 
(p. 22) and talk to others about his or her newfound perspective and may explore “options for 
new roles, relationships, and actions” (p. 22). The individual may practice these new roles and 
gain confidence in them as they integrate the new worldview into themselves.  
 There are several dimensions to the transformative learning process: First, a person must 
engage in dialogue with others to have his or her perspective validated and to reach a consensus. 
Second, a person may have numerous small disorienting dilemmas that cause a perspective 
transformation over a long period of time or a person may have one large event that commences 
the process. Third, a person’s entire worldview may be changed where there is a substantive shift 
in a person’s “broad philosophical, psychological, and aesthetic orientations” (Mezirow, 2000, p. 
17) or there can be smaller changes in meaning schemes which are beliefs or attitudes. Fourth, 
Mezirow (2000) maintains that a perspective transformation is irreversible.  
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 Much of the literature on learning how to live with illness does not use transformative 
learning as a theoretical framework. Rager’s studies on women with breast cancer (2003) and 
men with prostate cancer (2006) focus on participants’ self-directed learning strategies. Friesen, 
Pepler, and Hunter (2002) explore the role of experiential learning when a family member is 
diagnosed with cancer. Hill-Briggs (2003) examine problem-solving in the self-management of 
diabetes. Jackson (2006) interviewed 22 adults with immunodeficiency disorders to determine 
how the disease affected learning throughout their lives. She asked them about their learning at 
three points in time: prior to diagnosis, within a year of diagnosis, and current learning. Prior to 
learning their diagnosis, formal learning opportunities were affected. Participants were absent 
from work and school due to their undiagnosed illness or they failed to pursue formal learning 
opportunities. During the period around diagnosis, the focus shifted to informal and nonformal 
learning about the disease. Currently, participants continue to engage in formal and nonformal 
learning about the disease and also other subjects. Participants also had a desire to teach others 
about the condition. Last, Crossley (1999) examined making sense of HIV/AIDS using discourse 
analysis and found that there was a “normalizing discourse…conversion/growth discourse [and] 
the discourse of loss” (p. 95).  
 Learning drives identity development. Our ability to reflect and have dialogue with 
ourselves and with others helps us learn and change (Mezirow, 2000). Thus, transformational 
learning is implicit in learning how to live with HIV/AIDS. Yet, no study was found that directly 
addressed the nature of learning during the incorporation of HIV/AIDS into identity over time. 
An investigation of meaning-making over time using a transformational learning framework 
could contribute to a more complete understanding of transformational learning and to the role of 
transformative learning in the lives of People Living with HIV/AIDS (PLWHAs).  

 
Methodology 

This study examined meaning-making in the lives of HIV-positive individuals at three 
points in time. The sample consisted of participants previously selected for research on meaning-
making in HIV-positive adults (Courtenay, Merriam, & Reeves, 1998; Courtenay, Merriam, 
Reeves, & author, 2000). Selection of the original sample occurred via criterion sampling 
(Patton, 2002). Volunteer participants were sought from four AIDS Service Organizations 
(ASOs) located in a large metropolitan area in the southeastern United States (Courtenay, 
Merriam, & Reeves 1998). All participants (with the exception of one), were under age 45 as “it 
was assumed that the possibility of encountering death at an age earlier than normally expected 
carriers with it a sense of urgency that drives the meaning-making process” (Courtenay, 
Merriam, & Reeves, 1998, p. 68). Another criterion for selection was having a CD4 (T-cell) 
count of 500 or less “because it…marks the point of medical intervention [at the time of the first 
study]” (p. 68). 

The original sample, interviewed in 1995, consisted of 18 adults (10 men and eight 
women) ranging in age from 23 to 45 (with one male age 57 who slipped through the screening 
process). For the second set of interviews, conducted in early 1998, all 18 participants were 
contacted and 14 of the original 18 participants consented to be interviewed (eight men and six 
women). For this study, 12 of the 14 people were located and 11 consented to an interview. 
Respondents ranged in age from 31 to 61 years old. Participants were interviewed between 
October, 1999 and December 1999. There were six White males, two White females, two 
African American females, and one African American male. Participants’ education level 
extended from high school graduate through master’s degree. Ten of the 11 either attended 
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college or were college graduates. One person had a graduate degree. Eight were employed at the 
time of the interview, two were unemployed but did extensive volunteer work for AIDS Service 
Organizations (ASOs), and one person was retired. 
 
Data Collection and Analysis 
 Data collection consisted of eleven 1½- to three-hour interviews using a semi-structured 
interview guide. Areas investigated included the process of identity incorporation and the nature 
of learning that occurred during that process. These interviews were added to the previous two 
sets collected from the same participants in the fall of 1995 (18 interviews) and the early spring 
of 1998 (14 interviews). In all, 33 interviews were analyzed. The 1995 and 1998 data sets 
contained information on the meaning-making process, faith development, general identity 
issues, and coping. I took field notes using Spradley’s (1980) four-part method of transcription: 
(1) Notes were taken during the interview; (2) After the interview, supplemental notes were 
taken that detailed observations and impressions attained during the interview such as body 
language and overall impressions; (3) A third section of notes contained impressions, hunches, 
and findings; and (4) The fourth set of notes contained tentative analysis and explanations. This 
assisted recall of interview details including the person’s gestures, eye contact, and tone of voice. 
 Follow-up telephone calls were made to clarify information collected or to ask additional 
questions. Participants were provided the transcripts of the 1999 interviews as well as a summary 
of tentative findings. They were asked to make any comments and either return the transcript or 
discuss any concerns or changes they wanted. No one contacted the researcher. A final summary 
of the findings and implications was provided to the participants. In addition, the findings were 
peer reviewed.  

Before imposing the three approaches to narrative analysis on the data, I summarized the 
“story” of each person’s incorporation process. This “storying process” provided a general 
impression of the incorporation process. Next, data was analyzed inductively using 
psychological (Alexander, 1988; McAdams, 1988), biographical, (Denzin, 1989), and linguistic 
(Gee, 1990) methods of narrative analysis. Alexander’s (1988) nine “principle identifiers of 
salience” (p. 269) were utilized to assist the researcher in identifying what is important to the 
respondent. These identifiers of salience include such things as primacy (the participant’s first 
response to a query), frequency (how often a theme is mentioned), and uniqueness, (which is 
generally marked by words such as, “This never happened before…). Denzin’s (1989) 
biographical approach and Gee’s (1990) sociolinguistic methods were also utilized. Data analysis 
and collection proceeded simultaneously (Glaser & Strauss, 1967). Comparison within each 
interview and between interviews resulted in categories that reflected an impression of the 
identity incorporation process.  
 

Findings 
 Four findings were uncovered. First, the perspective transformation remained stable. 
Second, previous meaning scheme changes remained. Third, new meaning scheme changes 
occurred. Fourth, social interaction was integral to the transformative learning process.  
 
Stability of the Perspective Transformation 
 
 The perspective transformation uncovered in the previous two data sets from 1995 and 
1998 remained stable. Namely, participants continued to see HIV/AIDS as an opportunity to 
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make a meaningful contribution, they continued to have a heightened sensitivity to life, and they 
continued to need to be of service to others. 
 Opportunity to make a meaningful contribution. Several participants noted in all three 
interview sets that being diagnosed with HIV/AIDS gave them “a focus” or “a cause” that was 
not previously present. All participants educated others in public and private forums about 
HIV/AIDS. Many worked at AIDS Service Organizations (ASOs) and others served as peer 
counselors to newly diagnosed HIV-positive individuals. Kenneth noted, “[HIV] gives me a 
sense of purpose….If I were to die today, I would be remembered. I can make a difference in 
someone’s life.” Jamie stated, “I’ve got a chance to do something for some other people and I’d 
better take it. Being able to use the fact that I’m positive to positively influence other people’s 
lives was how I made meaning out of it.” Jeffery, a workshop coordinator for an ASO found his 
work “rewarding” and “fulfilling” in the second interview set. In the current study he reaffirmed 
his commitment to making a meaningful contribution and said, “I know what I am supposed to 
be doing now. I like the satisfaction from it.” 
 A heightened sensitivity to life.  All participants demonstrated a heightened sensitivity to 
life through either an appreciation of friends or an increased appreciation for nature and daily 
living. In his first interview, Kenneth remarked, “I’m the type of person instead of complaining I 
can find ten things to be grateful for.” In the most recent interview for this study he stated, “I 
have a dream life. I’ve taken everything that can possibility go wrong in somebody’s life and 
been blessed…I just appreciate life today.” Joe’s appreciation for life evidenced itself in the first 
set of interviews by his faith in humanity. He stated, “I’ve seen emotional and psychological 
changes in people that I just would not have thought were possible before this. It’s given me a lot 
of faith in humanity that people can change.” When interviewed three years later, Joe’s 
sensitivity to life was shown through his appreciation of nature. He related, “I walk outside and 
it’s a beautiful day and I sit there and breathe the air and see the sunshine and have…tears in my 
eyes because it’s so beautiful.” His thoughts turned to appreciation of family and friends in the 
most recent interview, “It just took HIV to help me realize that I really have a great family. They 
love me…They still love me…I don’t think I really appreciated that.”  
 A need to be of service to others.  Many of the participants fulfilled their need to be of 
service to others by immersing themselves in the HIV/AIDS community. Most participants were 
HIV/AIDS counselors, spoke to teens and newly diagnosed HIV-positive individuals about the 
disease or facilitated other self-help groups such as Alcoholics Anonymous. Jeffery’s need to be 
of service to others was coupled with a sense of responsibility. He said, “I have a sense of 
responsibility. To myself…If I sell my insurance and boarded a real nice ship and sailed around 
the world how would I have helped?” John worked as an HIV/AIDS counselor until his 
retirement in March, 1999. At the time of the most recent interview, John was 
“volunteer[ing]…at the gay and lesbian center…and education on the phone.” Joe’s continued 
publication of his HIV/AIDS newsletter over the past seven years showed his commitment to 
HIV-positive individuals “in backwater [a southeastern State].”   
 
The Stability of Previous Meaning Scheme Changes 
 In the second set of interviews, there were three meaning-scheme changes: (1) People had 
an increased orientation toward the future compared to the first interview set, (2) Participants 
strove for more balance in their lives, and (3) there was an increased HIV/AIDS identity 
integration. The most recent interviews revealed that these meaning scheme changes held and 
people had time to act on them.  
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 A continued orientation toward the future. An increased orientation toward the future was 
evident in the second data set compared to the first. The introduction of life-extending 
medications between the first and second interviews made people more optimistic about living a 
longer life. This view toward the future held. Elise, who had complained that “there was not 
enough time” during the first interview in 1995, complained of boredom about the disease during 
the third interview in 1999. “I feel like I’m trudging. I have to go the distance…whereas before 
there was almost a high to the drama of fighting for your life.” John’s outlook about the future 
changed when his doctor said that John could die from old age instead of AIDS. When last 
interviewed John stated, “I think about the future in terms of…just general ‘What do couples 
think about when they get [to be] 60?” Jeffery’s had an increased orientation toward the future 
during the second interviews and acted it in 1999. He said, “One of the most daring things that I 
did…was to buy a condominium on the second floor…which meant I had to climb stairs.” 
Jeffery anticipated remaining well enough in the future to climb stairs.  
 A continued attention to the care of the self. A new meaning scheme that participants 
had developed between the 1995 and 1998 interviews included a greater attention to care of the 
self (Courtenay, Merriam, Reeves, & author, 2000). This need for self-care continued. 
Respondents enjoyed activities outside the HIV/AIDS arena, reclaimed activities they had 
forsaken due to health, and continued to find balance between caring for others and themselves. 
Jeffery, a director of peer counseling at an ASO, said that he “had people pull had [him] all 
week” and added, “So, I go home and I make phone calls to people I want to talk to and I screen 
the rest.” Tracy noted that as a Black woman with HIV, she was called on to speak to many 
groups. She stated, “You start getting pulled so many places…I had to…start drawing some 
boundaries. I stopped speaking to [HIV/AIDS groups] for a minute.” Pat attended an “angels 
workshop” and Elise said she had the energy to attend “Overeaters Anonymous” in order to 
maintain a balance.  
 A continued integration of HIV into identity. Over time, participants went from labeling 
their virus as a separate entity within themselves to its increased integration. In 1995, Elise called 
HIV “her partner” by 1999 she said, “It’s more integrated into who I am…It is something…that I 
don’t really think about all the time. It just is.” Likewise, Kenneth referred to HIV as “a pet” in 
1998, but late 1999, the virus was “just part of …my being. It’s just part of my life.”  
 
Additional Changes in Meaning Schemes 
 There were two additional meaning scheme changes in the most recent interviews. People 
demonstrated (1) an increased appreciation for the human condition and, (2) an expanded view 
of intimacy. Jeffery found he had could forgive people more easily. He said, “I’ve reconnected 
with a friend who fired me [when he discovered I had HIV/AIDS]. I now understand where he 
was coming from. At the time…I couldn’t deal with it. You’ve got to let go of these things 
because new beginnings can happen.” Pat shared the she used to feel superior to others with 
HIV/AIDS because she lived a healthier lifestyle. She related, “I used to [judge people] thinking 
that I was better than…but I don’t do that anymore. I allow them to be where they are. 
 As respondents’ health improved, their relationships with others also changed over time. 
During the second interview Kenneth bragged, “I have no problem with women. Most of my 
female friends are not positive and are very much aware of the fact that I am. I use extra strength 
condoms just for piece of mind.” When interviewed for this study,z Kenneth had a new view of 
his relationships with women. He stated, “I had a lot of …females involved in my life and the 
only reason being—it was self esteem and ego. It did so much to be accepted by them. It’s not 

2008 HICE Proceedings 
Page 909



like that now….I grew beyond the physical experience. I desire more than just a physical 
experience with an individual…I’m in the first real relationship since I’ve been sober.” 
Similarly, Jamie stated, “I’ve wanted to have a partner who was my best friend. I’d never done 
that before…We spent weeks getting to know each other before anything else happened. Joe 
added, “This period of non-sexuality…has changed the way I deal with men. I’ve made some 
really close male friends that aren’t all about sex…So it’s been a very important stage in my 
development.”    
 
 
 
Social Interaction: The Influence of the Group 
 
 Mezirow (2000) alludes to the importance of social interaction in the transformative 
learning process. Social interaction was integral to learning to live with HIV/AIDS. People were 
transformed from frightened, stigmatized individuals to empowered, confident people. The group 
helped participants see themselves in a more positive light. Dawn attended a weekend workshop 
for those affected by HIV/AIDS. She realized that she was not the only person dealing with the 
disease. She said that she realized that, “These were real people living lives. Doing what they 
wanted. It gave me a lot of hope.” In addition, the group helped destigmatize the disease. Dawn 
continued, “[I remember thinking], ‘You’re not a terrible person. Look at those other nice 
people. Why would you be horrible if they are not horrible…It was a wake-up call that [AIDS] 
was not something…only social deviants deserve.” The group gave Dawn “strength” and the 
way she “perceive[ed] [her]self.”  
 For Jamie, the group improved his mental health. He “felt isolated” before joining the 
HIV/AIDS support group. In just “talking” and “connecting with people” he realized “there was 
a lot [he] could do.” He recognized that he was “not at fault for being HIV-positive.” Likewise, 
prior to joining the group, Sam felt “like a pariah…unloved and unlovable.” His HIV/AIDS 
group helped him realize “the power of healing in the group situation” and he “got a sense of 
belonging” (p. 225). Joe realized he was “part of the whole” and went on to lobby his state 
legislature for money for free medications for PLWHAs. Jeffery also became more politically 
active as the result of group interaction and he also learned how to lobby his state legislature. He 
proudly announced, “By the end of the session we got $ 1.2 million dollars for ADAP [AIDS 
Drug Assistance Program].”  
  

Discussion 
 

 Making sense of an illness occurs over time. Studies that examine learning and illness 
often give a single, retrospective snapshot of the learning process. The reader is left with 
questions such as, “How did the person making meaning of their illness over time? What role did 
social interaction play in their sense-making? How did seeing others cope with the disease help 
people in their meaning-making?” This study provides a richer understanding of the meaning 
making of an illness over time. A brief discussion and interpretation of findings follow. 
 First, people’s perspective transformations appear to remain stable. Although most 
participants were healthier at the time of the third interviews than they had been at the time of the 
first interviews in 1995, none returned to their previous worldview. For example, prior to their 
HIV/AIDS diagnosis, several indicated that they wanted the “American dream” of a great job, 
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house, and more attention to the accumulation of material wealth. Increased health meant some 
of them could have returned to that dream. None of them did.  
 Second, meaning schemes remained stable and were acted on and there were additional 
changes in meaning schemes. This supports Mezirow’s (2000) assertion that action is a necessary 
part of the transformational learning process. Participants were still interested in helping other 
people and expanded their worldviews by becoming more compassionate and by gaining an 
expanded view of intimacy.  
 Third, social interaction was integral to the transformational learning process. Interaction 
with others in the support group helped people realize that others had grappled with similar 
issues. This is step 4 in Mezirow’s (1991) transformative learning process. The group provided a 
place for some participants to explore “options for new roles, relationships, and actions” 
(Mezirow, 1991, p. 168). For example, some people tried out peer counseling skills in the group. 
The group also gave people a place to engage in reflective discourse and to reach consensus 
about their new perspectives. Mezirow speaks very little about the importance of the group in 
addressing emotional issues. However, Taylor (2000) states that relationships and acceptance 
from others is important in the transformative learning relationship. This study affirms that 
assertion.  
  

Implications for Adult Education and Future Directions 
 The stability of the perspective transformation should be a cause for celebration and a 
cautionary tale for educators. Inciting transformative learning in the classroom seems to be worth 
the effort as the perspective transformation remains. However, educators also need to critically 
examine their own ethics. What right does the educator have to plan for a perspective 
transformation? (Courtenay et al., 2000)? What responsibility does the educator have to the 
student during and after the transformation has occurred?  
 Participants’ continued meaning scheme changes show that learners are continually 
changing and educators’ efforts to facilitate that change are worth the effort (Courtenay et. al, 
2000). Educators should find new ways to help learners act on their new perspectives and to help 
learners engage in reflection.  
 In addition, group interaction appears to be vital to the transformative learning process. It 
fills intellectual and affective needs. Instructors should design activities that promote 
inclusiveness and belongingness and work to address both the cognitive and affective aspects of 
the person in order to promote and facilitate transformative learning particularly amongst a 
stigmatized population.  
 Last, study participants were all diagnosed with HIV/AIDS when it was a terminal 
illness. They have lived with the disease both as a terminal and chronic illness which may make 
their process different from those diagnosed with HIV when protease inhibitors became widely 
available in 1996. I am embarking on a study using participants that were diagnosed after the 
widespread use of protease inhibitors to determine whether their meaning-making process is 
different from participants in this study. Very preliminary findings reveal a similar meaning-
making process. However, the sense of urgency in making a contribution to the world is not the 
same as those diagnosed when HIV/AIDS was a terminal disease. The disease has made 
individuals “focus” and “prioritize” but they do not have a sense of impending death. 
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Abstract 

 This research was aimed at developing an instrument for measuring teachers’ 

concerns according to the Concern-Based Stage Theory by using content validity analysis and 

construct validity analysis through confirmatory factor analysis.  The analysis results found 

that the teachers’ Concern Component Model corresponded to the empirical data.  When 

analyzed with the Structural Equation Model (SEM) analysis program, the analysis results 

comprised 3 aspects of the principles of teaching concern i.e. self, task and impact on 

students with another 14 sub-components. 

 

 Introduction 

 The development of teachers in response to the needs and nature of changes that 

follow individual development of professional teachers involves gaining an understanding of 

beneficial phenomenon toward learning in terms of what components must be considered for 

improving teachers.  Thus, there are different needs and concerns at each stage of beginning 

teaching and self conduct in the teaching profession.  Therefore, studies on teachers’ 

concerns based on principles and reasons are of great benefit toward the pool of knowledge 

with respect to the teacher development.  Studies on teaching concerns are based on theories 

which explain phenomena in the form of developmental changes in beginning teachers i.e.  

the Concerns Based Stage Theory which is a theory that explains the phenomena of changes  
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 3 
in terms of thoughts, feelings and attitudes toward various aspects of the teacher’s 

surroundings in relation to concern for environmental components and context, which is a 

theory that has received long-term and continued interest from educators. 

Objectives 

 To develop the Teacher Concerns Checklist (TCC) in Thai and assess the teachers’ 

concerns according to Concerns Based Stage Theory. 

 

Literature  Review 

 The Concerns Based Stage Theory is a theory that explains the concern model for 

teachers which shows the model of natural transformations in terms of the thoughts and 

feelings of concern held by beginning teachers toward the teaching profession.  The target 

group for the explanation of this theory comprised teaching interns and beginning teachers 

(Watzke, 2007). 

 Fuller (1969 cited in Watzke, 2007) was the first person to mention the Concern 

Theory for teachers, which later received considerable interest in terms of teachers’ 

educations.  At first, studies were conducted on the development of teaching interns and 

beginning teachers by studying and examining stages of concern.  The findings of Fuller’s 

research (1969) showed the developmental model of the changes of teachers, which can be 

generalized and referred to in terms of the varied roles of beginning teachers. 

The Concerns Based Stage Theory for teachers introduces the developmental model 

for teachers’ concerns toward various aspects in the context of teachers’ lives, which consist 

of teachers’ concerns that are shown in the order of 3 stages.  These three stages have been 

arranged in a hierarchical pattern wherein the advancement from one stage to another 

requires that lower levels are passed, situations are faced and that problems at that level are 

successfully solved prior to advancement to the next level or stage i.e. the aforementioned 

developmental model for teachers’ changes is in stages.  And the circumstances in each of 

those stages are events that are cascaded in a hierarchical pattern of stages according to 

period of time, which can be explained by Figure 1, Developmental Model for the Concerns 

Based Stage Theory as follows: 
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 4 
 

Stage 2 (task) 
 Concern about teaching  

Stage 3 (impact) 
 Concern about teaching 
impact on students 

Stage 1 (self)   
Teacher’s self concern 

 

 

 

 

 

 

 

 

Figure 1:  Developmental Model for the Concerns Based Stage Theory 

 (Modified Version of Fuller’s concept (1969)) 

The developmental model for the changes in teachers’ concerns according to the 

Concerns Based Stage Theory consists of attitude, thoughts and feelings of teachers that show 

concern in various areas surrounding their lifetime roles as teachers during the first 2 – 3 

years of teaching.     

Stage 1:  the stage of self concern, which is reflected by feelings of self satisfaction 

e.g. concerns about being appropriated evaluated by administrators, being accepted by 

students and fellow teachers within the organization, etc. 

Stage 2:  the stage of concern teaching tasks, which is concern about the use of 

educational strategies, management of curriculum implementation and various problems 

encountered by teachers in developing their own teaching.  

Stage 3:  the stage of concern about teaching impact on students, the is stage that 

reflects teachers’ use of strategies for advising guidelines for students regarding both study 

and personal problems.  At this stage of confronting the aforementioned variety of student 

needs, the teacher has to be a representative of all people (the whole person), which differs 

from the first 2 stages i.e. the self and task stages are concerns about self development and 

teaching ability, which is also an internal issue.  The impact stage, however, is the students’ 

issue in terms of growth in terms of academy, intelligence, emotion and society.  

Later on, Hall et al (cited in Marsh, 1996) applied the developmental concept of the 

Concerns Based Stage Theory established by Fuller (1969) by extending the explanation of 

the developmental model for changes from 3 stages (self task impact) to 7 stages, naming the 

revised model the “Concerns Based Adoption Model (CBAM), reasoning that changes are 

issues requiring time, experience, energy and resources which need to be improved, practiced 

and depend upon the capacity of individuals and changes according to surrounding roles such 
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 5 
as student, colleagues and family.  Therefore, explanations of the development of concern 

should include details that should be able to explain in terms of thoughts and feelings that are 

too complicated to be roughly explained on only 3 stages.   

Assessing Teachers’ Concerns 

  The researcher assessed the teachers’ concerns through the use of survey 

research accompanied by qualitative data collection.  However, the popular and widely 

accepted method for assessing teachers’ concerns is the method according to Concerns Based 

Stage Theory, which refers to the teachers’ feelings or attitudes toward themselves, toward 

teaching (task) and toward the impact on the students (impact) through the use of the Teacher 

Concerns Checklist (TCC) developed by Watzke (2007).  The Teacher Concerns Checklist 

(TCC) is an instrument used to measure the teachers’ concerns by  examining a list consisting 

of questions that measure the 3 stages of teachers’ concerns according to Fuller and Borich’s 

(1988) Theory, which classifies the assessment of teachers’ concerns into 14 elements 

arranged in 46 items with 5-level Likert Scales. 

Research  methodology 

 The development of an instrument for measuring teachers’ concerns involves 

applying the aforementioned Teacher Concerns Checklist developed by Watzke, which the 

researcher conducted by translating the checklist into Thai and developing as follows: 

 1)   The TCC was submitted to a panel of experts who examined it for content validity.  

Comprising a total of 7 professional experts, this panel consisted of the following:  1) 3 

teachers / professors; 2) 2 educational instructors, 3) 1 expert well-versed in educational 

psychology, and 4) 1 expert knowledgeable in evaluation.  

 2)  The TCC was submitted to a trial study with teachers possessing characteristics 

similar to the sample group, who comprised 55 teachers from Kanchanaburi Educational 

District Offices, Districts 1, 2 and 3. 

 3)  The TCC was implemented in the sample group, which comprised 348 teachers 

under the direction of the Kanchanaburi Educational District Offices, Districts 1, 2 and 3 

from 53 schools by simple random sampling by holding a drawing to select schools as 

representatives of schools with different characteristics in terms of type, location and size.  

 4)   The TCC was used with the sample group to examine the quality of the checklist 

in terms of internal consistency and construct validity through the use of confirmatory factor 

analysis with the program, LISREL 8.54. 
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 6 
Conclusion 

 The results from developing the TCC according to Concerns Based Stage theory 

through the use of the aforementioned 3 approaches to improve and examine the instrument’s 

quality in terms of content validity, internal consistency reliability and construct validity 

yielded the following results: 

1) Content Validity Results  

         According to the results of the test for content validity by experts through the use of 

the IOC technique, it was found that 44 of the 46 items had IOC values between 0.88-1.00 

and 2 items had IOC values of 0.75.  The researcher revised and improved upon these 2 

questions according to the experts’ recommendations. 

2) Internal Consistency Reliability Results 

             the results of the test for internal consistency, which is a test for representation of the 

same characteristics to be measured, found that this TCC possesses an internal consistency 

value for the whole check list of 0.917, meaning that the internal consistency of this check list 

is at a high level and internally consistent. 

3) Construct Validity Results  

    The results of the test for construct validity through the use of confirmatory factor 

analysis with a computer program for causal model analysis in terms of the Structural 

Equation Model, it was found that the analysis results of the confirmatory factor analysis for 

Teachers’ Concerns Model were consistent with the empirical data with a Chi Square value of 

91.88, P-value = 0.06692, Goodness of Fit Index = 0.96, Adjusted Goodness of Fit Index = 

0.95, Parsimony  Goodness of Fit Index =  0.67,and Root Mean Square of Residual  = 0.017 in 

which consideration of the chi square, P-value and GFI, AGF and RMR indexes found that 

the Teachers’ Concerns Model comprised variables with proportions that can be explained by 

the components of teachers’ concerns as follows: 

Group 1:  Self Stage-related Grouping 

Self Stage-related Grouping consists of concerns in the following 4 areas:  1) professional 

development; 2) performance appraisal), 3) school policies and culture, and 4) relations with 

students.  

 

Group 2:  Task Stage-related Grouping 

Task Stage-related Grouping consists of concerns in the following 6 areas:   1) adequacy of 

instructional materials/curriculum; 2) instructional deterrents to teaching; 3) classroom 
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 7 
conduct; 4) non-instructional demands on time; 5) student personal problems; 6) professional 

independence (with regard to teaching). 

Group 3:  Concern for impact stage-related grouping 

Concern for Impact Stage-related Grouping comprises concerns in the following 4 areas: 

1) student academic growth; 2) student motivation; 3) student social-emotional growth; and 4) 

Individual student differences. 

Recommendations 

 Implementing the TCC by the method of translating it from the source language of 

the instrument to measure concerns about differing environmental contexts with regard to 

language, cultural and social conditions as implemented by the researcher in the present 

study, the researcher found that further studies should give importance to defining the 

meaning of “concerns” in a manner that is clear and directly relevant to the topic, especially 

regarding definitions related to language usage in circumstances involving the questions in 

the instrument.  The language usage should be improved by giving importance to implied 

meanings.  In addition, the context of the questions should be modified in consistence with 

the cultures of teachers who answer questions in the checklist.  In some questions, situations 

similar to the original tools may be used; however, the situation should be modified into a 

parallel situation that is suitable with the responder’s environment. By giving importance to 

improving the instrument in terms of language usage as recommended by the researcher, the 

problem of cultural bias will be reduced and standard instruments will be able to be used 

more appropriately in different cultural situations. 
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Introduction

Correlation is an essential and important concept in statistics. Students often learned

correlation in the courses of introductory statistics. However, some studies have

shown that students may hold several misconceptions about correlation even they

have taken related courses (e.g., Morris, 2001; Liu & Garfield, 2002; Liu, Lin & Tsai,

2007). Because students’ misconceptionsoften obstruct their conception application

and further learning, it is important to construct an instrument for diagnosing

students’ misconceptions about correlation.

A two-tier diagnostic test is seen as a convenient and available tool to clarify

misconceptions of students. It is a paper and pencil test in a multiple-choice format,

which has been proposed by science educators to diagnose students’ alternative 

conceptions (Treagust, 1988). The first tier of each item consists of a multiple-choice

question with several choices. The second tier of each item contains possible causes

for the answer in the first tier, with one correct cause and several incorrect ones.

Through analyses of students’answer patterns in a two-tier diagnostic test,

misconceptions held by them would thus be revealed (Voska & Heikkinen, 2000).

However, two-tier diagnostic tests about statistical misconceptions are very rare.

Accordingly, the major purpose of the current study is to develop a two-tier diagnostic

test for identifying the misconceptions about correlation.

Research methods

The main objective of the present study was to develop a two-tier diagnostic test and

then we applied it to investigate 982 grade-12 students’ correlation misconceptions.

The development procedures of a two-tier diagnostic test adopted by the current study

were modified from the one brought up by Treagust (1988). The complete test

consisted of 14 two-tier items; each item was used to diagnose one correlation
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misconception. Participants’ correlation misconceptions were defined according to 

their answer patterns. (Maximum 14 correlation misconceptions may be diagnosed of

each participant). Upon confirming the correlation misconceptions for participants,

SPSS version 11 (statistical analyses) was conducted to calculate the percentage of

participants in each correlation misconception.

Research results

Reliability, facility and discrimination indices were adopted in current study to inspect

the quality of the two-tier diagnostic test. The whole test reliability (Cronbach alpha)

is .62, meeting the criterion-referenced nature of the test (Ross & Munby, 1991).

According to facility indices, the items ranged from .28 to .78 (M=.46), with 10 items

ranged from 0.4 to 0.6. Results showed most of the items in the test were moderate in

facility. Discrimination indices ranged from .10 to .72 (M= .49). Twelve items had

discrimination indices over .40, meeting the standard of good items (Ebel, 1979). The

three indices mentioned above showed the two-tier diagnostic test developed in this

study have a quite good quality.

There were 14 misconceptions held by students detected in this study. The 14

misconceptions are as follows: (1) Correlation implies causation ;( 2) Zero correlation

indicates no association between two variables ;( 3) r=-1 means there is little or no

relationship between the two variables ;( 4) A positive correlation is stronger than a

negative correlation; (5) Perfect positive correlation means the value of y certainly

increases as x increases; and the value of y certainly decreases as x decreases; (6)Only

a perfect positive (negative) correlation represents a linear relationship; (7) The

correlation coefficient (r) is related to the slope (m); (8) Under all circumstances, the

denser the sampling dots, and the stronger the correlation will be; (9) The scatter plot

of a perfect positive (negative) correlation must appear as a line with a constant
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positive (negative) slope of unity; (10) Correlation analysis can be conducted with

data collected from different samples; (11) As long as the sampling points are a

straight line (including a horizontal or vertical straight line), the correlation among the

variables is perfect; (12) The coefficient of correlation will change when we change

the units of measurement; (13) The coefficient of correlation will change when we

reverse our choice of which variable to call x and which to call y; and (14) The

coefficient of correlation will change when we add a constant to (or subtract a

constant from) each values of a variable.

For the distribution of correlation misconceptions among students, each

misconception was possessed by 12.3% to 60.0% participants (M=30.7%). According

to the standard supposed by Tan et al. (2002), it can be indicated the misconceptions

assessed in the present study were generally possessed.

Conclusion

Due to the importance of correlation misconceptions and the lack of related diagnostic

instruments, the current study developed a two-tier diagnostic test for detecting

correlation misconceptions. The study results is not only revealed this test possessed

right quality, but also showed that the two-tier diagnostic test is indeed an efficient

tool for teachers to diagnose students’ misconceptions because it is easier to score and 

interpret students’ responses to each item. Once students’ misconceptions are detected, 

statistics teachers could attend to develop appropriate pedagogy for correcting

students’ correlation misconceptions and improving their statistical understanding.
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Abstract 

 

The purpose of the present study was to test the mediating effects of parental 

support and parental monitoring in the relation which family structure(intact family or 

non-traditional family) affects adolescents’ latent delinquency in South Korea. 

Furthermore, it was investigated whether their emotional autonomy has a moderating 

effect in the each pathway on the mediating model(family structure → parental support 

→ adolescents’ latent delinquency, and family structure → parental monitoring → 

adolescents’ latent delinquency). Data were collected from 1,360 male and female 

adolescents(620 middle school students, 740 high school students) who completed 

Inventory of Socially Supportive Behavior(Barrera, 1981; Korean version), Parental 

Monitoring Scale(Stattin & Kerr, 2000; Korean version), Emotional Autonomy Scale 

(Steinberg & Silverberg, 1986; Korean version), and Latent Delinquency 

Questionnaire(Kim, 1990). For analyses, the structural equation modeling for goodness-

of-fit of our mediating model and multiple sample analysis, which allows testing 

whether a pattern of relationship is invariant across different samples, was used. The 

results follow. First, it was revealed that for middle school students, the indices of 

model fit was not acceptable, but parental monitoring mediated in the relationship 

between family structure and middle school students’ latent delinquency with the 

statistical significance. No moderating effect was found in all pathways of our model. 

Second, for high school students, the indices of model fit was acceptable, that is, both 

parental monitoring and parental support mediated in that relationship between family 

structure and high school students’ latent delinquency. And high school students’ 

emotional autonomy only moderated the pathway where family structure influences 
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parental support in our model. Implications and future research are discussed in this 

paper. 
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Introduction

“Correlation” is frequently presented in research reports and mass media, thus citizens

need to correctly understand the concepts about correlation. However, some

literatures pointed out that students who have taken statistics courses may still hold

misconceptions about correlation (Morris, 2001; Liu &Garfield, 2002).Though, some

scholars proposed that the study on teaching and learning of statistics should be

concerned with learners’misconceptions (e.g., Konold, Pollatsek, Lohmeier & Lipson,

1993; Hirsch & O’Donnell, 2001), there are few studies that are related to the

learners’misconceptions about correlation. And so far, only five misconceptions about

correlation have been identified (Morris, 1997, 2001; Liu & Garfield, 2002).The five

misconceptions are: (1) there is a positive correlation between two variables if a

statistical relationship is present, (2) correlation implies causation, (3) positive

coefficient is stronger than a negative coefficient, (4) negative correlation indicates no

relationship between two variables, and (5) correlation near to zero indicates a strong

correlation. Whilst some studies provide some insights into the misconceptions about

correlation, further exploration is necessary for the following reasons.

Effectively exploring statistical misconceptions requires an appropriate study tool,

and concept mapping technique may be suitable for this study. Concept mapping is an

educational instrument initial developed by Novak and Gowin(1984) on the basis of

Ausubel’s hierarchy cognitive theory. Concept maps are more useful for diagnosing

the misconceptions because they are sensitive to the structural nature of student

knowledge, intrusions or distortions in the understanding of content, and errors of

omission (Surber, 1984).Although concept mapping has been widely applied in

science fields (e.g., McClure, Sonak & Suen, 1999), very few studies have applied

this tool to investigate statistical misconceptions and verified the effectiveness of this

tool (Roberts, 1999). Accordingly, the current study adopted a set of concept-maps
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technique to detect student misconceptions about correlation.

Research methods

Nine of 12th grade students (from the schools that are located in Taoyuan, Taiwan)

who have completed the units about correlation and basic concepts about statistics

were selected as subjects of current study. The conduction of the concept-maps

technique for clarifying students’correlation misconceptions included primarily five

stages as follows: (1) developing and confirming the important concept maps via the

experts’ revision with discussions between the researchers and experts; (2) instructing

all the nine students (one-on-one for one class) in acquiring skills of concept mapping;

(3) implementing the concept mapping by each subject; (4) interviewing with each

subject to confirm the meanings intended in their concept maps, each subject was

interviewed by researchers after the completion of concept maps; (5) analyzing

subjects’concept maps with a qualitative approach.

Research Results

Eightmisconceptions were found from the subjects’ concept maps and interview data.

Among the eight misconceptions, five out of these misconceptions had not been

mentioned in previous research literatures. Each research subject had demonstrated 1

to 4 misconceptions (M=2.8). The eight misconceptions are as follows:(1) Correlation

implies causation; (2) Graphic of perfect positive (negative) correlation must be a line

with a slope of +1 or -1; (3) Only a perfect positive (negative) correlation is in a linear

relationship; (4) A positive correlation is stronger than a negative correlation; (5)

Positive correlation refers to the case where x is “very” large while y is “very” large;

(6) Slope (m) implies correlation coefficient (r);(7) A negative correlation indicates no

relationship between two variables; and(8) Zero correlation indicates no relationship

between two variables.
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Discussions

The above research results carry some significant messages that are discussed as

follows. First, In addition to the three afore-mentioned misconceptions about

correlations (including: correlations implies causation, a positive correlation is

stronger than a negative correlation, and a negative correlation indicates no

relationship between two variables) (Morris, 2001; Liu &Garfield, 2002), other five

misconceptions were discovered from the subject’s concept maps and interviews of 

this study. Some of these newly-discovered misconceptions were shared among

different research subjects. Moreover, 8 research subjects (88.8% of total) had more

than one misconception about correlation. It is revealed from this result that, even

completing units about statistical concepts of correlation, students may still very

possibly possess multiple misconceptions.

Finally, most studies in the past applied paper-and-pencil assessment to investigate the

misconceptions among students, featuring more convenience than concept mapping

yet limiting contexts within what’s prescribed in the questions. Such limitation may 

not only “mask” differences in knowledge structure among students (McClure et al.,

1999) but also obstruct the researchers from discovering now misconceptions. On the

contrary, the results in our study showed that the concept mapping was indeed

effective in the detection of misconceptions possessed by the research subjects.
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Statement of Problem 
 
 What lessons have been learned from the Oklahoma’s new teacher induction 

process for career and technical teachers being hired directly from business and industry? 

Significance of the Problem 

Teaching is the profession that matters the most yet can often be an isolated, 

lonely profession with rewards often delayed and intangible. With the clear 

understanding of the system and its challenges and strengths, implementers and 

participants can gain the most from the sizeable financial, personnel and time investment.  

The most crucial phase in the life of a career and technical education teacher is the 

induction phase (Heath-Camp, 1990).   

Crawford-Self’s (2001) research indicated that relatively new teachers in a 

Midwestern state left because of family or personal moves, to pursue other career 

opportunities, better salaries, and dissatisfaction with teaching.  Certainly, good teaching 
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relies on experienced performance.  Therefore, it seems essential an induction support 

system be implemented so that the teachers be kept in the classrooms long enough to gain 

a command of content and methods and a “conditioned instinct” to guide students and 

their learning (Rubin, 1989).   

 This knowledge will continually improve the teacher induction process in 

Oklahoma for career and technical teachers who have been hired directly from business 

and industry.   The process includes a team approach with a higher education 

representative, a site mentor, a content mentor and an administrator working closely with 

the new teacher.   

Summary of Methods (Description of data collection, Instrumentation, Analysis 
 Subjects/Participants, Results, Conclusions/Implications of the Study) 
 
 This research effort is based upon data gathered throughout the induction  

system’s implementation with over 300 new teachers with the use of  qualitative research  

including a demographic profile of the mentors, new teachers and administrators involved  

in the process over the last six years.   

 Surveys have been utilized with an average of a 70% return rate over the last six  

years and 64 face-to-face interviews have been used one of those six years.  Questions 

were directed to all team members and respondents were asked to evaluate the various 

components of the induction process and their effectiveness and accessibility.  The 

research seems to indicate that the system provided a very positive experience for all new 

teachers involved.  Although not all components ranked as high as others, all had merit 

and most interviewees felt the process should be continued.  The results also indicated an 

overall high satisfaction with the process but only 10% of the interviewees indicated 

knowledge of all components of the process.  The researcher’s conclusion is that each of 
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the team members are informed about their part of the process but often not about 

everyone else’s parts.  Ensuring that mentor were aware of mentor training, content 

mentor availability, substitute stipends, travel reimbursements, and the banking of seat 

time or assignments into college course work seemed to be a major failure.   

 More research is needed as the system is fine tuned and communication at all 

levels must continue.  Other suggestions include honesty on the part of the schools when 

hiring new teachers in terms of certification requirements, facility, and equipment 

challenges as well as finding a good fit between the new teacher and their local site 

mentor.   

 Other areas to be discussed in the presentation are implications of mentoring upon 

the teacher education profession  and the resulting impact upon course content, 

methodology and delivery systems. 
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ABSTACT  
The Scholars Academy is an academically competitive scholarship and mentoring program in the 

College of Sciences and Technology at the University of Houston-Downtown (UHD). There are 

approximately 190 students in the Scholars Academy with approximately 25-30 new entering 

freshmen each year. Although the Scholars Academy is a scholarship program based on 

academic excellence, UHD is an open enrollment commuter university where 100% of the 

students live off campus. Therefore in order to help foster a greater feeling of camaraderie 

between the freshmen students and create a coherent community of learners within the Scholars 

Academy, a creative program was developed that combined interactive hands and minds-on 

activities as well as research, presentation and technology training. The Scholars Academy 

Freshmen Pre-College Program now in its fourth year has been working towards the goal of 

integrating and adapting underrepresented minority and many first generation college students to 

the rigors of university life. Within this study will be a description of the cross discipline, Peer-

led, inquiry-based workshop and events and methods to implement and adapt this successful 

program at other universities. 

 

 

INTRODUCTION 

The University of Houston-Downtown (UHD) is an open enrollment undergraduate university 

situated in the urban environment of the fourth largest city in the United States. The University is 

a Hispanic Serving Institution with approximately 35% Hispanic, 27% African American, 25% 

Caucasian, and 14% Asian or other. The campus, located in downtown Houston, draws students 

from as far away as the Woodlands, located 30 miles away. Because UHD does not offer student 

housing, the university has made great efforts to acclimate and integrate new and incoming 

students to this urban university setting through the Scholars Academy. 

 

The Scholars Academy is an academically competitive scholarship and mentoring program 

within the College of Sciences and Technology at UHD. The original premise of the Academy 

was to help increase the number of students majoring and completing degrees in Science, 

Technology, Engineering and Mathematical (STEM) fields. A major directive of the Academy is 

to also increase the number of underrepresented minorities into STEM careers. In order to 
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achieve these goals, the Academy recruits students with a minimum high school or college GPA 

of 3.0 and an SAT score of 900 (450 verbal and 450 math). However, once admitted into the 

Academy and receiving an Academy scholarship, students are required to attend a number of 

mandatory meetings, as well as two scientific or research seminars and a STEM related fieldtrip 

per semester. Students are also required to graduate with a GPA no less than 3.0. Assisting the 

Scholars Academy Staff is a large and 

dedicated mentoring system consisting of 

Faculty Mentors and Student Peer Mentors.  

Each student within the Academy is assigned 

to a mentor group of 8-15 students within their 

area of academic interest. Each group is guided 

by a Faculty Mentor and one Student Peer 

Mentor.  The Faculty and Peer Mentors meet 

regularly with their student group and help 

guide them through their college career, from their freshmen year to the day they graduate.  

Currently the Academy provides scholarships and academic enhancement programs to 190 

students; 110 majoring in the Natural Sciences, 45 within the areas of computer and 

mathematical sciences and 35 within the areas of engineering and engineering technology. The 

ethnic diversity of the Scholars Academy is similar to that of the university (Figure 1).   

 

Each year, approximately 25 new freshmen are admitted to the UHD Scholars Academy with a 

scholarship. Similar to the university and the Academy as a whole, these students live in the 

surrounding suburbs, up to 30 or more miles away from the UHD campus. The majority of these 

students are living at home with their families and upon entering the university, they have little 

or no knowledge of college life or any ties to students at UHD. Therefore in order to integrate the 

incoming freshmen into the world of competitive academics while also creating a shared 

community of learners, the Scholars Academy has created the Pre-College START Program, 

through funding provided by the U.S. Army Research Office (W911NF-04-1-0024). This 

program contains three distinct but intertwined activities that help to elevate students from high 

school to university academics. The final and most extensive of the activities is the Pre-College 

START workshop, which involves science and math based lesson plans as well as team building 

44%

8%
20%

28%
Hispanics
African Americ
Caucasian
Asian/ Other

Scholars Academy Student Ethnicity
2007 

Figure 1: Student ethnicity as self-reported on 
the Scholars Academy scholarship application. 
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exercises to accomplish our objectives of establishing a community of learners. The complete 

Pre-College START Program begins with two pre-START activities, continues on to the two-

week intensive research and STEM curriculum based Pre-College START workshop, and 

culminates with the introduction of the Freshmen Class at the Scholars Academy Fall semester 

orientation.  

 

 

DESCRIPTION OF THE PROGAM 

Audience 

Throughout the past four years, the Scholars Academy Pre-College START Program has worked 

to integrate and retain the number of students majoring in the STEM fields. To date, there have 

been 42 male and 53 female freshman participants.  56% were Hispanic, 10% Caucasian, 15% 

African American and 19% Asian and other ethnicities. The average SAT Math score is 

approximately 504, and the average Verbal score is 465. Although the average high school GPA 

is above 3.0 on a 4.0 scale, there is variation in the quality of secondary school of each of the 

students. 68% of the students qualified for federal school lunch programs in secondary school. 

And lastly, 56% of the students come from a family where neither of the parents has completed 

any college education. 

 

Schedule 

The pathway to success for the Scholars Academy freshmen begins almost immediately after the 

students graduate from high school.  In late June after their high school graduation, students 

begin with the Scholars Academy Freshmen Orientation. This event is specifically directed at 

students interested in STEM majors.  Approximately five weeks later, the students return to 

campus for the Freshmen Parent and Student Colloquium.  Then one week later, the students 

return for the two-week Pre-College START Workshop. A brief description of the timeline is 

laid out in Table 1.  
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Activity Date & time Instructors Attendees Purpose 

I. Freshmen 
Orientation 

June  
7:30am – 
4pm 

UHD student 
ambassadors 
 
Faculty Advisors 

Incoming freshmen 
 
Peer Mentors 
 

General Introduction to 
UHD 
 
Advising and Registration 
for classes 

II. Freshmen 
Parent-Student 
Colloquium 
 

August  
6pm – 9pm 

Scholars Academy 
Faculty and Staff 

Incoming freshmen 
and their parents 
UHD faculty  
Scholars Academy 
Peer Mentors 

Introduction to Scholars 
Academy requirements 
 
Financial Aid Information 
 
Introduction to Peer and 
Faculty mentors. 

III. Pre-College 
Workshop  

August 
10 days  
9am – 4pm 

UHD Math Faculty 
UHD Science 
Faculty 
Peer Leaders 

Incoming freshmen 
 

Reading, Math and 
Science Lesson plans to 
help adjust students to a 
science based curriculum 

Table 1: Incoming freshmen students are encouraged to attend and participate in the Freshmen Orientation, 
Freshmen and Parents Colloquium and the Pre-College Workshop. Each of these activities are listed with a brief 
description of the instructors who teach the course, the attendees and the purpose of the activity.  
 

 

Pre-College Program Activities 

I. Scholars Academy Freshmen Orientation 

Objective and Organization 

The goal of the Scholars Academy Freshmen Orientation is to introduce the incoming freshmen 

to the university as well as to ensure they participate in the Scholars Academy program. The 

orientation is the first formal introduction of the incoming freshmen students to UHD and the 

Scholars Academy.  Students are typically “burned out” on academics, having just finished 12 

years of primary and secondary education. Therefore, the orientation helps to excite the students 

to upcoming events and to help alleviate any concerns about the upcoming college year.  

 

Students are notified of their acceptance and scholarship by a written letter and through e-mail 

from the Scholars Academy Program Manager.  Within the letter is notification of the upcoming 

events including the Scholars Academy Freshmen Orientation, along with study materials to 

prepare the freshmen for the placement exams at orientation.  Approximately 20 incoming 

freshmen students attend the orientation. The students within the Scholars Academy are all on 

scholarship and thus are granted a separate ordination from all other incoming UHD freshmen. 
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The orientation typically occurs in late June, about five weeks prior to the Freshman START 

Program.  Students are fresh out of high school and many are looking more towards their 

summer vacation than college life. Therefore the orientation helps to serve as a brief introduction 

to the university and the Scholars Academy. 

 

Agenda 

Full-day even: 7:30am – 4:00 pm 

1. Freshmen breakfast with faculty and staff 

2. Tours of the campus and specific STEM facilities 

3. Math, reading and writing placement exams  

4. Lunch and University life introduction: UHD Student Ambassadors to the requirements 

Scholars Academy Introduction:  Director of the Academy.  

5. Student advising: Faculty from the Departments of Natural Sciences; Computer and 

Mathematical Sciences; and Engineering Technology  

6. On-Line Registration 

7. Adjourn  

 

Highlights 

Student Advising 

Of most importance during the Freshmen Orientation is one-on-one advising from faculty within 

the student’s desired field of study. As Scholars Academy scholarship recipients, these students 

are allowed to declare their majors in their first semester of college,  instead of waiting to 

complete the requisite 60 credit hours, as required by all other UHD students. Therefore, after 

students take their placement exams, they are advised by STEM faculty on the proper 

coursework for their freshmen year with the intention of majoring in the STEM fields. This is an 

important step in identifying their significance as STEM majors at the University. All other 

students entering UHD must meet with a general counselor in the Student Advising Office. 

While these advisors do help to organize class schedules and direct students to enroll in the core 

coursework, the Academy freshmen are advised according to their specific degree plan. This is 

the first step in the creation of the community of learners within the Scholars Academy. 
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Scholars Academy Introduction 

The SA Freshmen Orientation is also linked to the Freshmen Parent and Student Colloquium and 

Pre-College START workshop with the Introduction to the Scholars Academy lecture and the 

distribution of the Common Book Project Book. The completion of reading this book is required 

prior to the Pre-College Workshop.  

 

II. Freshmen Parent and Student Colloquium  

Objective and Organization 

The Freshmen Parent and Student Colloquium was created to better inform families, specifically 

families of first generation college students, of the challenges and requirements of college life. 

Because of the high percentage of Spanish speaking families at UHD and within the Scholars 

Academy, information on financial aid and college requirements are available in Spanish as well 

as English.  Lastly, the Parent Colloquium is directed at reassuring the parents of the necessity of 

a college degree, while also emphasizing the need for the students to participate in programs that 

may require time and dedication from both the family as well as the student. 

  

The students are informed of the Parent and Student colloquium at the time of the Scholarship 

Offer letter and then reminded at the Freshmen Orientation. The event occurs one week prior to 

the Pre-College Workshop. This arrangement serves as a slow but methodical reintroduction to 

academic life. Scholars Academy faculty and staff assist in greeting and registering all the family 

members. Additionally the Scholars Academy faculty and staff, along with key faculty members 

of the College of Sciences and Technology and all 15 Peer Mentors, are matched with families 

according to the student’s interest and family background. The UHD affiliated personnel hosts 

the families throughout the evening and answer any questions that may arise.  This is especially 

important for those families who speak English as a second language.  

 

Agenda 

Evening event 6:00pm – 9:00pm 

1. Registration 

2. Peer Mentor Research Poster Presentations and Mixer 

3. Dinner  
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4. Welcome Address: Co-Director of the Scholars Academy 

5. Financial Aid Information Session: Scholars Academy Program Manager 

6. Scholars Academy Information Session: Scholars Academy Director 

7. Adjourn 

 

Highlights 

Peer Mentor Research Poster Presentations and Mixer 

An informal poster presentation on current student’s undergraduate research allows upper 

classmen to kindle the interest in hypothesis based research. This session serves as a prologue for 

both students and parents as to work involved in a STEM career. A large number of students 

(56%) come from families where both parents have not completed a college degree.  In the past, 

it has been shown that students who participate in undergraduate research are more likely to 

graduate (Kinkel, 2006). Therefore, the poster session helps to acquaint these families and 

students with the work and dedication required of STEM major.  

 

Information Sessions 

Both the financial and the Scholars Academy information sessions are directed at families with 

little or no previous information on the financial and academic requirements of higher education. 

The lectures work to inform families on the forms required, where to go for additional 

scholarship money at UHD and elsewhere, and how to navigate though the federal financial aid 

system. Additionally, information on the Academy mentoring program, free tutoring, and 

academic advising helps to assure parents that their students will flourish at UHD. Due to the 

large number of parents who are not fluent in English, material as well as students who speak 

their native language are distributed accordingly.  

 

III. Pre-College START Workshop 

Objective and Organization 

The Pre-College START Workshop has two equally important goals (1) is to solidify a 

community of learners within an open enrollment commuter university, and two to successfully 

prepare and motivate students in their first year of college. During this intense two-week 

workshop, students will be pushed beyond their own expectations by participating in activities 
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that stress reading, mathematics and technology, critical thinking, and hypothesis based research.  

While many of these students have participated in high school advanced placement coursework 

or in science fair projects, they may still lack in the study skills and group work mentality that is 

required in the university environment. 

  

There are two primary instructors for the Pre-College START Workshop. A faculty member 

within the Department of Computer and Mathematical Sciences leads the activities that deal with 

mathematics and technology. The activities that deal with reading, critical thinking and 

hypothesis-based research are led by a faculty member from the Department of Natural Sciences. 

All lessons are however guided by the student peer leaders. Students are notified of the program 

within their scholarship offer letter and then reminded during the Orientation in June and the 

Freshmen Parents and Student Colloquium one-week prior to the workshop. Attendance of the 

incoming freshmen scholars is almost at 100%, partly due to the mandatory nature of the 

program and partly due to the $500 stipend that is paid to all freshmen who complete all 10 days 

of the course.  

 

In order to promote interdisciplinary collaboration between majors and to promote integration 

within the Scholars Academy and the university, students are separated into groups according to 

their high schools, majors and SAT scores. Therefore, no two students who attended the same 

high school are grouped together and there is a variation in the student’s SAT scores. Naturally, 

each of the majors are equally distributed between groups, a typical group’s composition is 

described in Table 2. 

 
Student SAT Score Major High School 

1 450 Verbal 450 Math Biology Waltrip 
2 500 Verbal 500 Math Computer Science Katy 
3 450 Verbal 500 Math Chemistry North Shore 
4 560 Verbal 450 Math Engineering Technology Klein Forest 
5 450 Verbal 450 Math Biology Regan 

Table 2: Typical Pre-College Workshop group, organized by participant’s SAT Score, 
Major and Graduating High School. There are usually five groups per workshop. 
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Each group is then assigned a Student Peer Leader. Peer Led Team Learning is a Workshop 

model that engages students by providing an active learning environment (Roth, 2001). Students 

are found to participate more if the “instructor” is a peer rather than a faculty or an obvious 

person of authority (Roth, 2001). The workshop leaders are not answer givers but rather set the 

tone for open discussion and create an environment where all members are equal and encouraged 

to participate. The ultimate goals of the PLTL System is to help students gain experiences which 

facilitate self-construction of knowledge, master content through problem solving, critical 

thinking and an ability to communicate mathematical and scientific ideas and ultimately, achieve 

the sense of community (Roth, 2001). Typically, there are three peer leaders from whom are 

majoring in natural sciences, one from engineering technology and one from computer and 

mathematical sciences. Each of them have had previous experience with the Pre-College 

Workshop as a participant and/or have had experience with the Peer Lead Team Learning 

methods as a leader in the Department of Computer and Mathematical Sciences.  

 

Agenda 

Days 1-9 9:00am – 4pm 

The Workshop consists of four main types of activities: the Common Book Project; Technology; 

Group Hypothesis Research Project; and Collaborative and Team building. During each day, a 

variety of different activities are scheduled throughout the day, many of them overlapping as to 

connect each of the different types of activities.  The two-week agenda is laid out in Table 3.  
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Breakfast Breakfast Breakfast Breakfast Breakfast Breakfast 
Breakfast and 
introduction  Note 

Taking  
 Book 

Vocabulary 

Book 
Jeopardy  

game 
Knot Game 

Breakfast Breakfast 

 Peer  Leader    
activity 

CBP 
discussion 

and 
“Group 
Home”  

Student Home 
presentation 

 
Concept 

Maps, Web 
research and 

Drug 
Development  

Maple 
software  

WASI Post 
Test  

Research 
Group 

Presentation 
and 

discussion   Collaborative 
Learning; 

PLTL Smores; 
Traffic game  

WASI  
Pre Test  

Student Drug 
Development 
Presentations 

Research 
Project 

Research 
Project 

Research 
Project 

Research 
Project 

Family 
Portrait 

Research 
Group 

Presentation 
and discussion  

Lunch Lunch Lunch Lunch Lunch Lunch Lunch Lunch Lunch 

Tour and 
Forms 

Intro:  
research 
project 

Library tour / 
reference 
librarian 

Workshop 
Assessment 

Intro: 
Common Book 
Project (CBP) 

Graphing 
calculator 

Definition of 
an Educated 

Person 

DAILY 
SCHEDULE 

 Introduction 
to UHD and 

educated man 

Research: 
Movie 

Research 
Project 

Project 
Update  

Excel and 
Maple 

Software  

PowerPoint  
and Poster 

Drafts  

WASI 
review and 

Poster 
Printing 

WASI 
review  and 

Poster 
Printing 

 Reception 

HOME-
WORK Review Book Review 

Book 

Concept map - 
Research 
Project 

Research 
Project - 
Review 
Book 

Research 
Project - 
Review 
Book 

Research 
Project   

Prepare Oral 
Presentation 

Prepare Oral 
Presentation   

Table 3: The Pre-College Workshop 2007 daily schedule. The Workshop is centered around four different lessons: The Common 
Book Project (green), The Technology Lessons (Blue), The Hypothesis Based Research Project (pink) and the Collaborative and 
Team building Activities (yellow). Homework is assigned daily (grey) and various assessment tools (white) were used. 

 

 

Day 10: Scholars Academy Orientation 

Half day event: 8:30 am – 11:30am 

1. Breakfast and Mixer 

2. Director’s Address 

3. Mentor Group Activity 

4. Family Picture 

5. Adjourn 
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Figure 2: The Knot Game is a fun and 
challenging team building exercise that 
requires players to work together to untangle 
themselves, while also staying connected.  

Highlights 

Collaborative and Team building Activities  

The freshmen who attend both the Orientation and the Parent and Student Colloquium have a 

small on-campus support system to draw from. Although the Scholars Academy does provide an 

intimate mentoring system, most students crave to interact with students of similar age and 

experience. However, this can be difficult upon entering UHD, a school with over 11,000 

students all of which live off-campus. The collaborative and team building activities work to 

remove the barriers of “making a first impression” and to quickly submerse students into 

interactive and hands-on activities.  For instance, the first day’s activities require students to 

work as a team to help solve simple word problems. Activities are formatted in such a way that 

students interested in various fields of science and technology can contribute to the final product 

or result regardless of previous experience or background. Suggested activities include: 

1. Candy bar trivia and word puzzles: students work in groups to solve simple word puzzles. 

2. Understanding a Limiting Reagent with the production of S’mores: Given a limited 

amount of reagents (chocolate, marshmallows, and gram crackers) students must work in 

groups to create as many delicious S’mores as they can. Questions and discussions are 

used as follow-up.  

3. Working through a Human Traffic Jam: Groups of students are lined up in two lines 

facing each other with only one space between 

them available.  Each of the lines must switch 

sides by only using the one open space.  

4. Knot Game: Students are separated into two 

groups. Each group is then “knotted” together by 

standing in a circle and grabbing the hand of the 

person across from them. The object is to move 

around and untwist themselves so that they form 

a circle, without ever releasing their partner’s 

had (Figure 2).  

5. Family Portrait: The entire freshmen class takes a family portrait, but also each group 

with their Peer Leader takes a group picture that best reflects their group attitude.  
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The Common Book Project  

The purpose of the START Program Common Book Project was born out of the need to increase 

the reading skills of current Scholars Academy students, while also helping to create a shared 

common experience of newly entering freshmen students in the Scholars Academy. As 

previously stated, the Scholars Academy draws from high schools both within the Houston 

Independent School District as well as independent school districts as far away as 30 miles. This 

diverse student population means that students will come from different ethnic, socioeconomic 

and academic backgrounds. Therefore the common book project creates a common thread that is 

shared by all students, regardless of where they went to high school, what scores they made on 

the SAT or which STEM major they have chosen. Similar programs and models involving 

campus-wide literature and fictional books have been found at other universities (Straus, 2002), 

but our program specifically centers around non-fiction books and in the future on books 

involved in science and research.  

 

The Common Book Project is the newest addition to the Pre-College START Workshop. In its 

second year, the Book Project has helped to inspire new readers while also helping to create 

activities that tie together the hypothesis based research activities and the technology lessons. 

When considering a book, many different items come into play. First, the book must be one that 

students from all reading levels can read and comprehend, but is not so simplistic that the 

students will find it unsophisticated. Second, the book should have some direct interest to the 

students. In the first year, the book involved the ability of a person to live on minimum wage, 

and this past year’s book related to the current mass attention to global warming. This year’s 

book entitled “Tales of the Shamen’s Apprentice” by Mark Plotkin, Ph.D. was helpful in that it 

related a real world science phenomenon to academics, but both books lent themselves to 

activities that were both cross disciplinary in nature and also appealing to a variety of academic 

and social backgrounds. Sample activities included: 

1. Creation of a group home: Within the Book was the idea that a village was created by 

many different tribes, each building a different type of home. Students were separated 

into groups to discuss this idea and then created their own “Home”.  Each group then 

presented their homes and reasoning behind them to the entire workshop. 
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2. Concept Maps and Drug Development: Within the Book was the idea that drugs came 

from plants. Students were also taught on how to develop an idea though a concept map. 

Student groups were then charged with researching a plant they believed would make a 

good drug, and creating a concept map on the plant and how they would go about 

developing the drug. This activity helped in introducing the idea of investigating and 

developing an idea for research. 

3.  Note Taking: In preparation for the Hypothesis Based Research Project, students were 

given an excerpt from the book. The students then took notes over what they believed 

was the important topics of the excerpts. Students then discussed in groups what they 

believed was the “take home” message and tips on how to decipher the important points 

within their excerpt.  

4. Jeopardy Game: Student groups competed against each other in a Jeopardy like game 

over trivia from the Common Book.  

 

The Technology Lessons  

Technology lessons are prepared by integrating math, sciences, and engineering and technology 

so that students will learn to apply their math skills in other STEM areas of study. Lesson topics 

are selected to correlate with the Common Book Project as to have a theme throughout the entire 

workshop.  Some examples of lessons are:  

1. Use of a TI-92 calculator and concept of matrix to encode and decode messages.  

“Cryptology Project” - The quote “chance favors the prepared mind” by Pasteur that 

appeared in the book, Tales of a Shaman’s Apprentice, was encoded by using 5x5 matrix, 

and the students were asked to decode the passage by using the inverse of the encoding 

matrix and TI-92 calculator. 

2. Use of the program Excel from Microsoft Office 2007 to analyze data by learning how to 

create a scatter plot, and adding a trendline.  Working with the idea that the “Rain forest 

are shrinking at a rate of one hundred acres per minute” as described in the book, Tales of 

a Shaman’s Apprentice, the students then researched measurements of the Amazon Rain 

Forest and were asked to use Excel to conclude if the statement was correct. 

3. Use Excel to create a formula to solve a problem. Students were given a rabbit population 

growth problem, and asked to use Excel to predict its population for some future time. 
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4. Use Maple software to analyze some functions. Students were asked to look around and 

find functions, as input-output pairs from their everyday life.  After they gathered the 

information, they were asked to use Excel to create a scatter plot, and add a trendline.  

Students were also taught to use Maple software to analyze some of these functions by 

investigating local and absolute maximum values of functions, local and absolute 

minimum values of functions, increasing and decreasing functions, concavity of the 

graphs of these functions. In addition, students were asked to write up their findings. 

 

The Hypothesis Based Research Project 

The Research Project is based on the idea that students entering into a STEM career need to 

participate in undergraduate research programs. This literature based research project is an 

introductory lesson on methods used to critically analyze a problem, create a method of study, 

analyze the results and draw conclusions. It essentially lays the foundation for the relationship 

and correlation between undergraduate education and real life problem solving.   Students use 

the medium of Pop Culture Films as their mode of observation and then as a group choose a 

topic to research. The Hypothesis based Research Project Lessons is organized as follows: 

1. Students watch a movie that has a STEM related theme. Previous films include: 

a. Apollo 13 (1995) 

b. GATTACA (1997) 

c. Artificial Intelligence (2001) 

d. The Day After Tomorrow (2004) 

2. Using concept mapping skills gained from the Common Book Projects, students along 

with their Peer Leader choose a topic of interest to research. 

3. Using their note taking skills gained from the Common Book Projects, students research 

their topic and establish a question or problem to investigate, along with a hypothesis. 

4. Students then create a scientific poster and PowerPoint presentation on their research. 

5. Students present their research study to the workshop, upper classmen within the 

Scholars Academy and invited STEM faculty. 

The Hypothesis Based Research Project in its fourth year of existence has investigated many 

different areas of research (Table 4) each of the five student groups in the Pre-College START 

Workshop are also required to present their research poster at the Student Research Conference 
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held in the spring semester on the UHD campus.  This Conference includes approximately 100 

student research posters from undergraduate student research programs either on the UHD 

campus or at other universities or research institutions. 

 
Year Title of Poster Movie 
2007 Artificial Intelligence and Actual Intelligence  Artificial Intelligence 

2007 How High Can We Go? A comparison of the three largest 
skyscrapers in the world. IRobot 

2006 Rubella and the Human Immune Response Apollo 13 

2005 Evaluation of the Accuracy of the Scientific Information in 
the Movie “Outbreak” Outbreak 

2005 Bottleneck Effect: Who Would Survive? The Day After Tomorrow 
2004 Human Chips: Will You Be Next? Soylent Green 

Table 4: Sample Pre-College START Research topics and correlated movie that inspired their 
research topics. 

 

 

DISCUSSION 

The Freshmen Pre-College Program with its three core parts (Orientation, Parent & Student 

Colloquium and Pre-College Workshop) have helped to integrate students from a variety of 

social and economic backgrounds. The program has been successful in that on average, 85% of 

students continue year to year as Scholars Academy members. Preliminary assessment measures 

using the Whimbey Analytical Skills Inventory (WASI) pre and post-test analysis show that 

post-test scores improve after students participate in the Pre-College Workshop.  An open 

response survey on the Workshop, ranging from 2 months to 2 years after participating in the 

Pre-College Program, reveal that students feel that they were better prepared for college with the 

skills gained during the Pre-College Program.  But most importantly is the ability of the Program 

to create a community of learners at an open enrollment urban commuter university. As the 

number of student within the United States who go on to pursue doctoral degrees in science and 

engineering decrease (Cohen, 2006), it seems obvious that there needs to be a push to recruit and 

retain students from underrepresented minority groups at the schools that directly serve these 

students. While Hispanics are the largest growing ethnic group in the United States (Bernstein, 

2006), there continues to be a lack of underrepresented minority students majoring in STEM 

fields. Therefore, programs such as the Pre-College START Program could be implemented 

elsewhere to help in the effort to recruit and retain underrepresented minorities in the STEM 

areas.   
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With this need for adaptability in mind, there are some essential themes that have been gained 

from the Program at UHD. First, student led instruction is both helpful and necessary in the 

integration of students into an academically challenging program. Peer mentors and leaders serve 

as a reliable guide for incoming students. In the case of underrepresented students, it is important 

to choose mentors that have similar backgrounds and experiences to help create a trust between 

mentor and mentee. Second, students who come from families with little or no college 

experience need to have their families integrated into the academic system as well. The 

Freshmen Parent and Student Colloquium help families “buy in” to the idea of college as a job 

and a necessity for future career advancement. Thirdly, student involvement in undergraduate 

research is helpful if not required for STEM careers. Undergraduate research teaches students to 

analyze a problem and propose a solution. By immersing new students in a culture of 

investigation and inquiry, as we do in the Pre-College START Workshop, we lay the 

groundwork for research as a norm. Therefore, raising the bar as far as what is expected of a 

STEM student and hopefully leading students to continue on with their STEM education after the 

completion of their bachelors’ degree. Lastly, the creation of the community of learners has 

shown to be vital in our student’s success. All the students who attend the Pre-College Programs 

have a vested interest in their education, but what they lack is the understanding of how 

interdisciplinary and cross cultural collaboration is essential in academics and STEM fields. All 

the programs within the Pre-College Program work to create a synergized goal of academic 

success. Students learn to work as a team, but they also learn that they have mentors, faculty, 

staff and their peers looking after them and also expecting them to succeed.  It is through these 

four themes that we have gained some success in retaining underrepresented minority students in 

STEM fields.  
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ABSTRACT 

 
All The World’s A Stage…. 

                                      (William Shakespeare, As You Like It, 1599) 

     Although it’s been years since Shakespeare wrote those words, it still rings true.  The 

Unusual Suspects Theatre Company (US) was established in 1983, with a mission to 

empower at-risk youth, ages 12-21 within the foster care and juvenile justice systems 

with an effective means of communication through theatre.  Participants meet twice a 

week for 2-3 hours for a total of 12 weeks.  Ten theatre professionals work with the 

participants to practice writing exercises and theatre techniques which lead to the 

experience of writing, producing and performing a play of their own creation a the end of 

the 12 week experience.  This study looks at the possible benefits of participating in a 

theatrical experience known as the Unusual Suspects for at-risk and incarcerated youth . 

     Participants from a 12 week theatre camp were given a pre and post survey developed  
 
for this study which consists basic participant demographic information; 50 Likert type  
 
items related to various aspects of experiences which may be affected by their  
 
participation in the “Unusual Suspects” theatre program such as perceived leadership  
 
ability, willingness to follow directions and participating in group projects ascertained by  
 
asking participants to circle the number that they felt best represented how they believe  
 
the theatrical experience affected their self perceptions on a 1 – 4 scale (1=not at all,  
 
4=very much); and four narrative questions which allowed participants to elaborate on  
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what they found to be the strengths and areas of weakness in experiencing “Unusual  
 
Suspects” theatrical program.  We compared the mean, minimum and maximum  
 
responses, and the standard deviation to all Likert questions and compiled all participant  
 
answers to the four open-ended questions for additional participant input on the  
 
outcomes of participating in the Unusual Suspects theatre program. 
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Introduction 
 

 The field of education has faced many challenges over the years.  While a primary focus  
 
has always been to equip children with enough knowledge to help them grow and develop  
 
healthy minds, education certainly involves a much greater concept.  Leadership, though still  
 
emerging in many facets, has become a transforming concept in education.  It’s apparent that a 

successful education is impossible without the skills and excellence of quality leadership 

enforcing it.  An overview of current literature regarding leadership in higher education will be 

presented to provide an understanding of the changes and challenges faced by educational 

leaders in today’s society.  The leadership styles of four individuals will be explored.  The 

interviewees are all well established leaders with extensive experience at various levels in 

education and business venues.  To ensure a consistent protocol, each individual was asked to 

respond to the same six interview questions.  The purpose of this study is to enhance the 

understanding of the trends in leadership styles currently used in education circles. 

Leadership in Higher Education 
 
 A review of the literature on leadership in higher education reveals two main themes – 

one is the emphasis on the leader as an individual; what leaders “should” do, what leaders have 

already done, and what advice current leaders wish to impart on those who desire to become 

leaders in the field of higher education.  The second theme is the emphasis on the uniqueness of 

the higher education environment, and a description of the leader’s role in this specific setting.  

Clark Kerr and Marian L. Gade (1987) describe challenges facing leaders in higher 

education in the following way: 

The president, in today’s more complex setting, has too little time and too few skills.  He 

or she cannot personally handle most transactions for lack of time, and some transactions 
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require skills that cannot reasonably be developed in their entirety by any single person. 

(p. 35) 

While this view is somewhat bleak, there is a great deal of advice in the current literature 

to help future leaders as they move forward in their careers.  Susan Whealler Johnston (2003) 

believes that an administrator’s ability to work effectively with faculty is of prime importance, 

stating that “without respect for the faculty’s distinctive professional contributions to 

institutional decision making and the ability to work with faculty governance to achieve desired 

ends, an academic administrator’s success will be limited” (p. 60). 

Therefore, it seems that an emphasis is placed on collective decision making, as opposed 

to leaders “handing down” decisions for others to accept blindly.  Johnston (2003) notes, 

however, that this is easier said than done, indicating that “although good decision making is a 

crucial component of effective academic administration, decision making within a college or 

university is often no simple act” (p. 58).   

Benchmarking, Barbara E. Bender (2002) believes, is another method that leaders can 

adopt in order to move toward more effective decision making, stating that: 

Through the effective use of benchmarking, institutions can determine the degree to 

which they are successful as compared with their peer group, identify the areas they need 

to improve, and develop strategies that will work best for their unique organizational 

circumstances. (p. 119) 

As stated previously, these unique organizational circumstances are often discussed as an 

important factor in the life of a college or university leader.  The ASHE-ERIC Higher Education 

Report, published in 2001, stated that “one of the reasons for higher education’s success as an 

institution has been its ability to stay focused on its mission” (p. 8).  Leaders must therefore 
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acknowledge the importance of their college or university’s history and traditions while making 

decisions; “today’s postsecondary leaders need to guide their institutions into the future while 

providing the authentic insights that come from critical reflection about and deep understanding 

of organizational culture and values” (Amey, 2006, p. 58). 

The question then becomes, how do leaders accomplish this task?  With regard to college 

and university deans, the ASHE-ERIC Higher Education Report (2001) explains that: 

If the primary responsibility of deans is to create college cultures conducive to 

collegiality and productivity, then they must learn to recognize and cope with the stages 

of their own leadership development and the challenges they face.  Ultimately, 

universities and deans must work together to provide effective leadership for the future. 

(p. 108) 

Therefore, it is believed that the institution should provide support for its leaders as they 

take on higher levels of responsibility in their organization.  Kerr and Gade (1987) emphasize the 

role of the organization in a leader’s development, stating that “leaders may be ‘born,’ but the 

specific conditions in which they work may either liberate or suffocate them – may let them 

bloom or cause them to wither” (p. 44). 

 The leader, in turn, also has the ability to influence the organization.  “The values and 

attitudes that are embraced by an institution’s leaders, as reflected by the work and management 

of their own offices, will filter through the entire organization and help define the institutional 

standard” (Bender, 2002, p. 115).  Therefore, it is likely that both the organization and its leader 

will undergo some type of change during the leader’s tenure. 

 A survey of the literature about leadership in higher education has uncovered two groups 

of writings: the literature that attempts to provide advice to the college or university president (or 

2008 HICE Proceedings 
Page 960



Leadership Styles in Education   5

dean), and the literature that speaks of that which makes higher education institutions different 

from other organizations, and what this difference means to those who will lead these 

institutions.  As the topic of leadership in general grows in popularity, it is most likely that the 

interest in educational leadership will grow as well, thus leading to future articles on the subject 

of leadership in higher education. 

 
A Summary of Commonalities and Differences 
Among the Interview Subjects 
 
 The focus of this paper has been leadership in education. The interview subjects are 

considered leaders in their fields, and many have gained recognition at both the local and 

national levels.  Those who were interviewed are: 

Rev. Dr. Susan Nelson:  Academic Dean and Vice President of Academic Affairs at the 

Claremont School of Theology. 

Dr. Richard R. Rush:  President of California State University, Channel Islands, CA. 

Dean Kenneth Starr:  Dean of the Pepperdine University School of Law. 

Coach John Wooden:  Retired Emeritus Coach of the UCLA Basketball Team. 

 It is remarkable to see such similarities between very distinct individuals who represent 

different positions and types of academic institutions.  It is especially impressive in connection 

with leadership styles, where personality, life experience, and skill sets tend to be so 

individualistic and diverse.   

 Although leadership labels can be generic and even carry different meanings for some 

individuals, there is a remarkable coalescence for these educational leaders.  The following 

interviewees were asked these six questions: 

 1.  How would you describe your leadership style?  
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 2. Do you think leaders are born with leadership characteristics, or can employees be 

 trained to become leaders?  

 3. What leadership characteristics do you value in your employees?  

 4. What challenges do you face in your day-to-day dealings with your employees?  

 5. Describe to us your decision-making process.  For example, when your staff brings to 

 your attention a problem, how do you go about selecting a solution?  

 6. What role do you see women playing in leadership and what advantage or 

 disadvantages do women face in leadership positions?  

Analysis of Interview with Rev. Dr. Susan Nelson 

  Rev. Dr. Susan Nelson is currently serving as the Academic Dean and Vice President of 

Academic Affairs at the Claremont School of Theology.  Dean Nelson is an ordained 

Presbyterian Minister, theologian, author, and teacher.  She received her Ph.D. in Religion and 

Theology from the Claremont Graduate University where her primary area of interest was 

Process Theology.  She has gained a national reputation in Feminist Theology, and she has 

taught extensively at the theological seminary level.   

 Women seem to have an intuitive leaning towards relationship building, and the quality 

of relationship is an important factor in their leadership style.  It is also interesting that Dean 

Nelson saw the implications of motherhood and leadership.  Mothers must learn how be tough, 

but supportive, and are trained to be patient, compassionate and flexible (Kaplan-Leiserson, 

2005, p. 12).   

 As we have also seen from the research, women tend to gravitate to transformational 

leadership styles over transactional or laissez-faire (Chin, 2003; Eagly, 2003).  Transformational 
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leaders inspire and motivate followers to reach a higher level of personal and organizational 

success.  Closely tied to transformational leadership is collaboration.   

 Moving to more traditional theories of leadership, Dean Nelson exhibits an affinity to 

situational type leadership.  In this style, the leader must vary and adapt their leadership style 

based on the specific situation encountered.  Daniel Goleman (2000) has proposed an extension 

of situational leadership advocating for six styles that leaders can choose from depending upon 

the specific situation they face.  The six styles are Coercive (or Commanding), Authoritative (or 

Visionary), Affiliative, Democratic, Pacesetting and Coaching (Goleman, 2000, p. 82-83).   

 Dean Nelson demonstrates her affinity for this concept of leadership: 

 I think I lead collegially.  In some ways I have been using my teaching skills in leading to 

 make sure to the best of my ability I have thought about different possibilities and then 

 lead conversation in a way that allows the group to go through a process that guides 

 them, and with my sense of what I think all these things mean.  So, collegial, but 

 directing people, and get the people options so I will work the group to form some form 

 of consensus.  It depends on which group you are talking about.   When you are talking 

 about the faculty that is the way I would do that, but when I am talking about people in an 

 academic support team, there I might be more directive, and I might give them a problem 

 to work with and think out loud with me, but there I’m being more directive.  So it 

 depends on the group I’m working with.  I try to tailor my leadership, and learning to 

 distinguish what type of group I am working with at the time.  (S. Nelson,  personal 

 communication, March 1, 2007) 
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 Analysis of Interview with Dr. Richard R. Rush 

 Dr. Richard Rush is the president of California State University Channel Islands, the 

newest campus in the California State University system, established in 2001.  Dr. Rush has 

hired the faculty and administrative staff and has overseen the creation and development of the 

University’s academic and physical master plans, the budget and financial structure, and the 

advancement organization, most recently leading the university through their final accreditation 

process. 

 A graduate of Gonzaga University with a degree in English classics, Dr. Rush also holds 

a doctorate in English Renaissance literature from the University of California, Los Angeles.  He 

began his career on the faculty of San Diego State University and then became the Vice 

President in Charge of CSU San Marcos, playing a key role in the founding of the university.   

Following his time in San Marcos, Dr. Rush spent nine years as president of Minnesota State 

University, Mankato before assuming his position at CSU Channel Islands. 

 Dr. Rush describes his leadership style as inclusive.   He subscribes to the notion of 

servant leadership and categorizes his role in this way; “my role as a leader is to provide a vision, 

to hire the right people, and then to support them and leave them alone so that they can use their 

talents” (R. Rush, personal communication, March 22, 2007). 

 Dr. Rush believes that some people have the natural ability to be leaders. He also believes 

there are others who cannot be taught, stating:   

 I don’t think you can teach leadership, despite the number of books that have been 

 written.  But I think that people learn to be leaders, either by being tested in the 

 caldron, or by observation, or by sheer force of character. (R. Rush, personal 

 communication, March 22, 2007)    
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 It has been his observation that individuals can learn to develop those traits which will 

enable others to follow. 

 One of the many challenges as a university president relates to the day-to-day dealings 

with employees.  Dr. Rush sees his fundamental role as finding ways to support his employees in 

their work so that their talents can be utilized most effectively for student success and, indeed, 

for their own satisfaction in contribution to the growth and development of the university.  He 

notes:   

 They can be risk takers, because I’m not interested in people who want to make things 

 status quo - an environment in which people can have the courage to say yes, because it is 

 easy to say no and let it be someone else’s problem.  But the courage to say yes, to see if 

 a legitimate question or presentation can be supported, and we should do that until it’s 

 proven that we can’t for legal, or moral, or ethical, or financial, or whatever reasons.  So 

 that’s really the challenge for me everyday, is to provide that kind of environment so that 

 they can excel and therefore the university can excel. (R. Rush, personal communication, 

 March 22, 2007) 

 Establishing a new university entails a myriad of decisions that will have significant 

impact for the future.   Dr. Rush provided some insight into the approach he uses in the decision 

making process.  For many situations, the University has established a process for inclusive 

decision making that connects the people who should be informed and have something to say, 

allowing them the opportunity to participate.   When the decision reaches him, he wants to 

ensure that the process has been clean and integral. 

 If there is no process in place and the decision will rest with him, he approaches the 

decision by asking, “what is in the best interests of students?  Not what’s convenient for me or 
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anyone else, but what’s in the best interest of students.  And, you know, it becomes remarkably 

simple to make decisions once you see that way” (R. Rush, personal communication, March 22, 

2007). 

 Dr. Rush expressed his thoughts on the role women play in leadership and the advantages 

and disadvantages they may encounter by stating that he sees women playing all roles in 

leadership.  He believes that they have made great strides over the last couple of generations and 

that women in leadership roles need to be encouraged because they bring to these roles a special 

set of viewpoints and ways of going about things.  His personal staff now is completely female 

and he feels they are the most outstanding staff he has ever had.  He has always been surrounded 

by strong women and believes they bring a number of values to the workplace, stating:  

 They bring an encouragement of due process, inclusivity, the human values…and  by that, 

 I’m not saying that women are soft in their presentations, they are bringing real values 

 that sometimes are not brought, and they sometimes bring a sense of group success which 

 men don’t always bring.  That is, it’s valuable for a  group to be successful and it doesn’t 

 have to be a win-lose situation. (R. Rush, personal communication, March 22, 2007)  

 He did express a concern that pertains indirectly to women in leadership.  While women 

have been making strides forward, research suggests that, at the same time, boys have fallen 

behind.  Research by Thomas Mortenson (2006) shows that boys are not being educated 

properly.  One of the data indicates that young men aged 15-24 are six times more likely to 

commit suicide than young women. This isn’t simply an American phenomenon, but 

international.   Rush’s concern is “the potential that women will, rightfully, take a myriad of 

leadership roles but boys growing into men will not have been sufficiently developed in coping 

skills, communication skills, thinking process, analyses, interpersonal values, so that they will be 
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able to deal with the fact that they are not in charge” (R. Rush, personal communication, March 

22, 2007).  This early research indicates the need for further study and consideration for changes 

in the educational process that will assist all students, male and female, in developing their skills 

and abilities for success in the workplace. 

Analysis of Interview with Dean Kenneth Starr 

 Dean Kenneth Starr is currently serving as Dean of Pepperdine University’s School of 

Law.  Prior to becoming dean, he has been a partner at the law firm of Kirkland & Ellis, P.C., he 

has served as Solicitor General of the United States (arguing 25 cases before the Supreme Court), 

and was appointed to serve as Independent Counsel for 5 investigations.  He earned his B.A. 

from George Washington University, his M.A. from Brown University, and his J.D. from Duke 

Law School. 

 Dean Starr describes his leadership style as collaborative, and he greatly values the 

deliberative process.  He believes that it is the leader’s responsibility to bring a “well developed 

and articulated vision” (K. Starr, personal communication, March 23, 2007) to the organization.  

The leader’s job is to have a clear vision which he or she then shares with the group – a vision 

which can then be discussed and possibly changed by the group. 

 Dean Starr does believe that employees can be trained to be leaders, and feels that the 

idea of servant leadership is something that can be developed in people.  On the other hand, the 

Dean does note that certain qualities (such as charisma) are more natural, and thus more difficult 

for a person to increase through effort, noting: “I think it’s hard to go out and work on one’s 

charisma” (K. Starr, personal communication, March 23, 2007).   

 When an issue is brought to Dean Starr’s attention, he prefers to gather his staff together 

to solve the problem.  He wants to have as much information as possible, and he values a deep 
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analysis of all of the issues involved.  He states, “I like to call it round-tabling.  Let’s get 

together, let’s make sure we have all the data.  We need to probe and explore” (K. Starr, personal 

communication, March 23, 2007). 

 Dean Starr feels that women have certain advantages with regard to leadership.  He feels 

that because women do not feel the need to fight for dominance as men do, they tend to be “more 

collaborative and deliberative” (K. Starr, personal communication, March 23, 2007) in their 

leadership.  He goes on to note that women have “the ability to make a tough decision but then to 

present it to the person who may not like the decision in a kinder and gentler way” (K. Starr, 

personal communication, March 23, 2007). 

 Overall, Dean Starr stresses the importance of collaboration, creativity and team work, 

and believes strongly in the idea of servant leadership. 

Analysis of Interview with John Wooden 

 It is not a stretch to conclude that John Wooden is the greatest college basketball coach of 

all time.  His statistics alone bear out such a conclusion.  Jamison (2007) points out that Los 

Angeles Times Sports editor Bill Dwyre believes that some of the records set by teams coached 

by John Wooden will stand forever (p. 1).  Here is a snapshot of some of his coaching 

accomplishments: 

• 10 NCAA Men’s Basketball Championships. 
• 7 NCAA Championships in 7 consecutive years (1967 to 1973). 
• Most victories in the Final Four:  21. 
• Most consecutive victories:  88. 
• 38 straight victories in NCAA tournament play between 1964-74. 
• 4 perfect seasons: 1964, 1967, 1972, 1973. 
• 8 perfect Pac-8 Conference seasons (now the Pac-10). 
• All-time 40 season winning percentage of .813 for his career. 
           (Jamison, 2007, p. 1) 
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 Although John Wooden has made his mark on history as a basketball player (he was a 

three-time All-American at Purdue University from 1930-1932), and coach, he likes to think of 

himself first as a teacher (he taught English at both the high school and college level).  He has 

also become recognized in the field of leadership, writing books and delivering lectures on 

leadership.   

 Basically, the major leadership theory that applies directly to Coach Wooden is 

transformational leadership.  Relatively new, and becoming ever more popular, transformational 

leadership embodies a process that its name implies, changes and transforms people to become 

better in all facets of their lives (emotionally, intellectually, physically, spiritually, and ethically).  

Transformation leadership does not stop at trying to make employees more productive, but rather 

speaks to individuals’ growth as human beings.  It sees all people of worth and value, and 

attempts to make them qualitatively and quantitatively better.  Transformational leadership is a 

broad approach that attracts many different types of leaders (feminists, theologians, educators, 

etc.). 

As far as my basketball team is for example, each year, a month or so before practice, I 

would talk with them and go over my expectations for them.  I would talk about their 

conduct and their courtesy, and their punctuality—I was a nut for being on time on 

various things, like class, the table, practice and every other little thing.  I would also tell 

them, “I won’t like you all the same—that is not natural--you won’t like each other all the 

same, you won’t like me all the same.  I will love you all the same, but I won’t like you 

all the same.  I will not treat you all the same.  I will try to give you the treatment that you 

earn and deserve each individually, but remember that I am imperfect and I will be wrong 
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on occasions.  But if I am wrong too much, then you don’t worry about me, they will fire 

me.”  (personal communications, February 16, 2007) 

 
 

 Within transformational leadership, feminist leadership has great affinities.  With an 

emphasis on relationships, support, and mutuality, feminist leaders value transformational 

process and goals.  As the last quote shows, in so many ways, John values relationships above all 

else.  Again, and again in the interview, he went back to the emphasis on the relationships he had 

with his players and staff.  He also believes that women’s basketball is played the way the game 

is supposed to be played:  at the fundamentals level.  He said that the women’s game is the purer 

form of basketball played today.  It is interesting to note his “take” on women and leadership: 

The fact that they are not accepted as well by the media or the general public.  

They don’t get the support that the men would get.  There are exceptions to that.  I 

can point out in sports now, Pat Summit-Head, the women’s coach at Tennessee, 

she has a lot more respect than any of the men coaches they’ve had.  Their 

women’s basketball team outdraws the men, and has for the years.  But she is 

definitely an exception.  In most cases that isn’t true.  The fact that they (women) 

don’t draw as well in attendance, the college alumni are not going to be in back of 

them as well, and that probably is true of the high schools too.  For example, in 

the WNBA, how many women head coaches are there? Not too many.  Yet, I am 

sure that many women are just as capable as the men.  I find in the collegians, I 

think we have probably, I believe as many, or many more women coaching 

winning teams than men.  But there are no women coaching the men’s teams, but 

there are still a lot of men coaching the women’s teams.  I would say as Title 9 
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has come into effect, and the years have gone by, the gap is closing.  It is a slow 

process, but it is closing.  As many other things in life, the race isn’t as wide as it 

was.  Is it where it should be?  No.  Has it been closing?  Yes, it is much closer 

than it was.  (personal communications, February 16, 2007). 

  
                                                                       Conclusion 

 There are some overall conclusions that can be drawn from an analysis of the leaders who 

were interviewed.  There is a remarkable consistency and even convergence of styles and 

perceptions of leadership from a very diverse set of leaders.  This was not expected.  One might 

think with the divergence of personalities, roles, and contexts, that such a group would be quite 

different in style and opinions about leadership.  This was clearly not the case, and the leaders 

interviewed had a remarkable sense of commonality and consistency in their reflections and 

answers.   

 With regard to styles of leadership, the group consistently centered on servant leadership, 

collaborative, team focused, and transformational leadership - there was not one authoritarian or 

directive leader in the group.   

 As to the reason for this consistency, one can only speculate.  Perhaps, the situational 

context of academia channels leadership into an accepted ethos.  Certainly, all of these leaders 

have been nurtured by the academic environment in which they now find themselves.  In many 

ways these leaders are a product of the very educational environment in which they now serve, 

and thus there may be a tendency to lead the way the institution wants one to lead.  To use a 

negative example, conflict can sometimes arise when a secular business or corporate type 

administrator is brought into an educational institution for the purposes of reform and change.  

The two cultures clash in terms of values and ethos, and it is not a natural match.   
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 The second observation is that these leaders know quite a bit about leadership, both in 

practice and theory.  Virtually all of the leaders interviewed have doctorates in fields other than 

business and leadership, yet they have a remarkable mastery of leadership concepts and practice.  

Most of them have a grasp on how to build a team, the place of vision in an organization, and the 

idea of drawing out each employee’s strengths.  Obviously, this is a very sophisticated, and in 

some ways elite group of leaders in education.  It follows from such a rich talent pool that such 

individuals would possess a solid grasp of leadership, even if that is not their academic field of 

training. 

 Finally, these leaders are very much active practitioners, dealing with the day to day 

details of leading and running an organization.  What is impressive about this group is that they 

have mastered the art of integration; they are able to integrate theory and practice and make it 

relevant to the real world of their work.  Undoubtedly, they are successful because they can 

integrate theory and practice, and truly lead in the real world.   
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Abstract 

 

Quite often reading disabilities (dyslexia) have been shown to co-exist with attention problems. It 

has been shown that students with reading and attention problems find the academic requirements 

set forth by the school very demanding which has an effect on the psychological well-being of the 

these students. A common finding is that learning disabilities create situations where individuals 

become stressed, feel shame and humiliation and this adversely affects their emotional security. 

This suggests that the relationship between school achievement and psychological well-being is 

perhaps best described as reciprocal. Recent research suggest that stress caused by school can lead 

into school burnout which can be described as a succession of feelings of exhaustion, cynical 

attitude towards school and lowered self-esteem. The major aim of this study was to find out 

whether reading disabilities and attention problems assessed in 9th grade (age 15) predict problems 

with school burnout or school achievement during secondary education (ages 16-18). 

 The follow-up sample (N= 518) was drawn from one age group of 9th grades from a 

middle size Finnish city. Reading disabilities were assessed with a standardized screening test and 

attention problems were measured with a Finnish version of Achenbach Youth Self Report scale. 

School burnout was measured three times in the middle of the three academic years of secondary 

education with a standardized self-report scale of school-burnout. School achievement scores were 

received from school records from 9th grade and second year of secondary education.  

The initial findings suggest that although the prevalence of mild to moderate attention 

problems seems slightly higher among students with reading disabilities the difference is not 

statistically significant. Attention problems predict later level of school burnout whereas reading 

disabilities have a significant effect on the increase of school burnout, but not on the average level. 

The average level of school burnout of students with attention problems is above the cut-off point of 

increased level of school burnout on the third year of secondary education. The average school 

achievement in the sample decreases from 9th to 11th grade. Both reading disabilities and attention 

problems predict the average level of school achievement, but neither has an effect for the change 
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of schools grades from 9th to 11th grade. The implications of these findings are discussed in the 

paper. 

 

Keywords: Attention problems, Reading disability, school achievement 

 

 

2008 HICE Proceedings 
Page 976



 
 
 
 
 
 
 
 

The Challenge of Addressing Diversity in a Multi-Accredited College of 
Education and Human Services 

A Case Study 
 

 
 

Submitted by: 
 
 

Stephen B. Fortson, Ed.D., PCC; Chair and Associate Professor  
 Department of Human Services.  

Wright State University 
Dayton, Ohio 45435 

Stephen.fortson@wright.edu 
 

And 
 

D. Drew Pringle, Ed.D., FACSM; Chair and Associate Professor  
 Department of Health, Physical Education and Recreation 

 Wright State University 
 Dayton, Ohio 45435 

Drew.pringle@wright.edu 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

2008 HICE Proceedings 
Page 977



The challenge of achieving diversity has been an inherently difficulty process for 

many colleges and schools of education and human services (Watson, Terrell, Wright, 

2002; Renick, Harris, and Finegan, 2006). Many of these challenges focus on securing a 

diverse faculty and student body. However, the challenge of achieving diversity does not 

end with putting diverse learners and educators in the classroom. In addition to creating a 

diverse environment, colleges and schools of education and human services must also 

seek to infuse topics of diversity in their curriculum.  

 Wright State University, located in Dayton, Ohio established diversity as a 

university priority in 1995 and articulated an agenda to develop and implement new 

policies and practices to support diversity, redesign curriculum to reflect diversity, and 

increase efforts to diversify the entire university community. The College of Education 

and Human Services (CEHS) has engaged in a variety of activities related to promoting 

awareness and cultural competence within the curriculum, and diversifying the teaching 

force and human services profession. Examples of its efforts include the development of 

resource book for faculty and staff that address a wide variety of diversity issues in 

higher education. This book is entitled: Inclusive Education: "When Learning Becomes 

the Common Ground," and it was authored by several members of Wright State 

University faculty and professional staff with many contributions by students at the 

university.  Another example of the College of Education and Human Services 

commitment to diversity is the college’s Diversity Committee, which is made up of 

faculty from each of the college’s four departments as well as college administrators. The 

Diversity Committee looks at a wide variety of diversity issues that include but are not 
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limited to faculty recruitment and retention, curriculum, professional development, and 

student issues. 

 The CEHS has lead the way for diversity education and creating a diverse faculty 

at Wright State University and its commitment is multifaceted. CEHS houses multiple 

programs spread out over four departments. These programs are as diverse as the faculty 

that teach them and they include counseling, rehabilitation counseling, athletic training, 

sign language interpreting, educational leadership, adaptive physical education, 

organization leadership, health education, and teacher education. Many of the programs 

listed above are accredited by national organizations that include the National Council for 

Accreditation of Teacher Education (NCATE), the Council for Accreditation of 

Counseling and Related Programs (CACREP), the Council on Rehabilitation Education 

(CORE), and the Commission on Accreditation of Athletic Training Education 

(CAATE). Each of these accrediting bodies has specific guidelines for the inclusion of 

diversity and Wright State University's College of Education and Human Services has 

met those guidelines and in many cases surpassed them. The question often arises: How 

did the College of Education and Human Services accomplish so many great initiatives in 

diversity education? The answer to that question is: it did not happen over night. Many of 

the current curricular and diversity measures grew out of strategic planning that began in 

1999. At that time the college was in the process of preparing for another accreditation 

visit by NCATE and decided that it was important that the college had a conceptual 

framework that guided it’s educational mission. In order to develop such a framework 

required the input of the entire faculty. In order to gain faculty input, a series of meetings 

were held that took over a year to complete and the culmination of those meetings 
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became what is now know as the College of Education and Human Services Conceptual 

Framework. 

 Diversity is one of the major strands in the CEHS conceptual framework and 

diversity conversations are infused throughout program curricula. Programs of study, 

course syllabi, and field experience policies and requirements have been designed, 

refined, and coordinated to assure that all programs foster in candidates the ability to 

apply diversity-related knowledge, skills, and dispositions to their professional discipline. 

Each program of study includes coursework that introduces candidates to the social and 

cultural foundations of education, the complexity of teaching and delivering human 

services in a pluralistic society, and concepts related to using diversity understandings 

effectively in the candidate’s respective discipline. In a survey of College of Education 

and Human Services faculty conducted in June 2007, faculty seemed to affirm the 

infusion of diversity throughout the curriculum. Faculty responses reflected classroom 

efforts to help candidates understand the importance of diversity; exposure to a 

curriculum that prepares candidates to work with diverse consumers; and specific 

diversity activities to solidify learning (see results of Diversity Survey).  

The survey was sent to all full-time faculty (N=85).  Thirty-one surveys were 

returned (36%).  The results overwhelmingly indicate that diversity is infused in all areas 

and programs across the college.  The survey has revealed that diversity is a topic of 

discussion that is applied and assessed within the context of each individual course (see 

results of Diversity Survey). College faculty also model knowledge about diversity and 

sensitivity in classroom instruction, and human services environments to prepare 

candidates to work with diverse populations across the education and human services 
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continuum.  Faculty also infuse diversity concepts in their syllabi, teaching, scholarship, 

and service activities. College faculty also work closely with clinical faculty, field 

supervisors and supervising teachers to ensure diversity concepts, dimensions, and issues 

related to diversity are appropriately applied in the field. The college also takes advantage 

of its relationship with partnership schools and participation in professional development 

activities, discussions of selected readings, professional seminars, and faculty retreats to 

evaluate its effectiveness in delivering diversity education. Feedback from teaching and 

professional candidates is also taken into consideration when evaluating the effectiveness 

of diversity education. The Dean's office also does its share to create a diverse 

environment by holding bi-annual diversity forums, which are open to everyone 

associated with the college. 

 In the area of counselor education, CACREP requires that all counselor education 

programs offer a specific course in social and cultural foundations. At Wright State 

University that course is offer both on campus and totally online. In teaching that course 

for over a decade some important revelations have come to light. One of those revelations 

is that most students approach diversity and diversity courses with the assumption that 

they are intended for the primary purpose to teach them about diverse people and 

cultures. Most students also approach these courses with the idea that bias is something 

that other people do, and that they did not come into the profession to oppress anyone.  

 Students taking the diversity course quickly come to discover that learning about 

diversity involves first learning to uncover and understand the bias that all people hold 

about people who are different. This awakening begins with taking a broader look at 

society and how people are socialized to view difference with the expressed 
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understanding that overcoming bias begins with acknowledging that it exist within 

oneself. One example that is used comes from the chemical dependency field and it states 

that: people who are chemically dependent are not responsible for the disease of 

addiction, but once they become aware of the condition, they are responsible for their 

recovery. In American society, difference is often looked at as deviance and the more 

different one is from the mainstream, the harder it is for that individual to be accepted 

and embraced. This outlook about difference is socialized and taught to children from an 

early age by parents and family members, our history books and formal education, the 

media, and our cultural traditions.  

 A major portion of the class involves exploring this process of socialization with 

the express intent of moving candidates into a process of reassessment, acknowledgment 

and commitment to developing a non-bias approach to living, and interacting. One of the 

major vehicles for helping students through this process is the use of narratives. Students 

are required to read a series of narratives that were written by counseling students 

involved in similar diversity courses, and they are also required to respond to these 

narratives about their experiences regarding diversity. These exercises allow students to 

see that having biases is actually quite common in our society and often times these 

outlooks are passed down in a multigenerational process that is more commonly know as 

“tradition.” From reading and sharing the stories of their lives, students begin to shed the 

defensive stance most people take when confronted with assessing their culturally bias 

traditions. This approach while not 100% effective seems to strike a core with most 

students taking the class. The lasting message from that class is that developing a non-

bias outlook is a life long process and takes continual self-assessment.  
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 Another component to this diversity course is the requirement that students 

participate in a field experience in which they are the cultural minority. For many 

majority students, placing themselves in the minority can be an emotionally difficult 

experience. Individuals from diverse backgrounds do not have the luxury of only 

interacting with people who are similar to them, but in fact must learn how to 

successfully interact as minority members in order to achieve most vocational and 

educational goals. Students are therefore encouraged to attend religious functions, 

alternative sexuality gatherings, cultural festivals and other activities that will allow them 

to experience what it is like to be in the minority. This experience provides an 

opportunity for students to see the world from another perspective. In addition to this 

exercise, students are also required to identify someone from a culturally different 

background and conduct a face to face in depth interview regarding their life and 

experiences, paying special attention to issues of culture, discrimination, assimilation, 

acculturation, and worldview. This exercise allows the student to gain greater perspective 

on what it is like to be a member of diverse society. This course is just one example of 

the dynamic diversity curriculum being delivered in the College of Education and Human 

Services at Wright State University. 

 The College of Education and Human Services at Wright State University is 

attempting to develop a contemporary curriculum that addresses issues of diversity that 

are both long standing and cutting edge. The example provided above illustrates the 

multifaceted approach the college is taking to diversity education. The college is also a 

leader among schools and colleges at the university in the area of faculty diversity. Data 

from the academic year 2006-2007 shows that the College of Education and Human 
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Services either meets or exceeds the national averages for available Ph.D.'s from diverse 

ethnic backgrounds (see Utilization Report 2006). The College of Education and Human 

Services faculty composition also exceeds the number of available women with Ph.D.'s in 

the field of education and human services (see Utilization Report 2006). Additionally, the 

college Conceptual Framework and focus on diversity further illustrates the commitment 

it has to multiculturalism and creating an environment of cultural pluralism and inclusion. 

These efforts are a model to be followed by other colleges of education and it is hoped by 

sharing this information, other institutions will be encouraged to mimic our success. 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
  
 
 
 
 
 
 
 
 

2008 HICE Proceedings 
Page 984



References 
 
Renick, P. R. ,  Harris, C. , & Finegan, C. (2006). Inclusive Education: When Learning  
      Becomes the Common Ground. Dayton, OH: Wright State University. 
 
Wright State University College of Education and Human Services. (2007). Diversity 
     Survey. (Non Published) Dayton, OH: Pringle and Fortson. 
 
Wright State University Office of Affirmative Action. (2007). Utilization Report. (Non 
      Published) Dayton, OH: Wehrle-Einhorn. 
 
Watson, L. W., Terrell, M. C. , Wright, D. J. & Associates. (2002). How Minority  
     Students Experience College: Implications for Planning and Policy. Sterling, VA: 
     Stylus Publishing, LLC. 
 
 
 
 
 
 
 
 

2008 HICE Proceedings 
Page 985



 
 
 
 
 
 
 
 
Title of the Submission: 

Which Career Stage are You?  Anticipatory, Master, Withdrawal, Renewal or Exit? 
 

Name of the Author:  
 Mary Jo Self, Ed.D. 
 
Affiliation of the Author: 
 Oklahoma State University, College of Education  

Associate Professor, Occupational Studies  
 
Address of the Author: 
 261 Willard Hall 
 Stillwater, OK  74078 
 
e-mail address: 
 maryjo.self@okstate.edu 
 
 
 

This session will focus on three main objectives:  reflection on our own practice as educators and 

determination of our own present career stage; understanding of how career stages affect implementation and 

collaboration efforts and recognizance that teachers approach teaching with different motivations which change 

during their careers.  Each of the career stages (anticipatory, master, withdrawal, renewal and exit) will be 

described with practical tips for working with teachers in the various stages as a teacher educator and/or 

administrator.   

Teaching is the profession that matters the most yet is an isolated, lonely profession.  The rewards are 

often delayed and intangible.  Enormous challenges exist for today’s teachers with an increasingly complex 

society, a rapidly changing, technology-based economy and being asked to educate the most diverse student 

body in our history to higher academic standards than ever before. 

It is important to recognize the career stages model which focuses on human development rather than 

staff development.  This model which is focused on the various career stages of teachers will recognize that it’s 

what inside of teachers that keep the fire burning and what great tasks and feats that motivated teachers can 
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accomplish.  It is important for teacher educators and administrators to clearly understand the career stages that 

exist and learn the best methods to use in collaboration and implementation within schools.    With the trend of 

accountability and increased regulations, teachers feel they have no control over their career.  As a result, once 

in their classroom, they will function and have control of that environment and may choose not to implement 

staff development ideas.  Principles which have been discovered through implementation include:   

 New roles such as mentoring may provide a renewal stage for a teacher. 

 Outside influences can have a profound effect. 

 Recognize that teachers approach teaching with different motivations which change during their careers. 

 Reject approaches towards improving performance that fail to deal with the whole teacher. 

 Start with the human element and move to the organization’s goals. 

 Re-conceptualize the relationship between the individual and the organization. 

 The burden of change is not all upon the teacher. 

 Concentrate on intrinsic motivators rather than extrinsic motivators. 
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Due to the increase of student population and the change of social environment, 
we need a more effective way to teach Introductory Physics in Universities. The 
traditional lecturing is no longer possible to fulfill the expectation of contemporary 
society for the scientific or engineering undergraduate students. We need not only 
rethinking the undergraduate curriculum but also retooling the materials we have. The 
current trend is to enhance the student-student interaction and student-instructor 
interaction in classroom by active learning pedagogies. Current development on 
physics education shows more tendencies in classroom demonstration and instructors 
are engaged in using demonstrations to active their teaching [1]. The objective of this 
study is to develop physics demonstrations as assistant materials and to optimize the 
effectiveness of those equipments. The demonstration units must be well-functioned, 
easy-to-perform, easy-to-copy (therefore, easy-to-popularize), easy-to-carry, simple 
but persuadable, and cost-oriented. Thus, experts’ dedication in this field is essential 
to achieve this goal. Research on designing, set-up, testing, and optimizing of physics 
demonstrations is the core of this study. On the other hand, some researches presented 
a conclusion that the ways to perform the demonstrations affect the efficiency of 
learning [2], [3]. What would be a better approach to address this issue is what we 
concern. In this work, we will develop in-class demonstrations and propose a 
preliminarily “standard operation process (SOP)” for improving students learning. 

We design the development of demonstration units to be a “win-win” process. 
Those demonstrations items are designed, set-up, tested, renovated and performed by 
undergraduate students, of course, under the instructions of advisers (In our case, Chu, 
Chen and Tseng). Those students can learn related skills, say, machining, electronics, 
woodworking, and optics ….etc. during the processes. Although the progress will be a 
little bit slow, however, the involved students learn a lot. By the strategy, we 
established around more than 70 items in two years. Those equipments are maintained 
and managed by our laboratory assistant. Physics teachers in National Central 
University can logon the website (http://demo.phy.tw/) to book a classroom 
demonstration according to their requirements. The photos, theories, videos and 
discussions of demonstrations are presented on the website also, in order to extend the 
use of those items. 

 To get the optimized effect, we classify our demonstrations into three 
categories according to their characters, and then design different performing 
processes for different classes. The first class is named the “What” type, which means 
they reveal the physics concepts (what) by a straightforward and unambiguous way. 
For example, use Venture tube to demonstrate Bernoulli’s principle. The relation 
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between flow rate and pressure in a fluid can be clearly observed and easily 
understood. The second type is named the “Why” type, which means they stimulate 
students’ curiosity and spontaneously let them ask “why?” Most of these units are 
with the character of paradox and present physics concept via a dramatic way. For 
example, the “moving uphill object” – double cone experiment to demonstrate the 
center of mass concept. We named the last class the “How” type, which means the 
concepts are more complex and need further observations and investigations (How 
does it work?). The “light mill’ which demonstrates basic thermodynamics theories is 
one of the examples. The categorizing principle is named “the WWW classification”. 
We sort our demonstration units into these three types and then perform by our 
standard processes. 

The standard process for “What” type is shown by a flow chart as in the 
following: 

 

 
 
Hereunder comes the “Why” flow chart, 
 

 
And finally the “How” flow chart, 
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We propose the SOP idea in physics demonstrations to ensure that the teaching 

effect of is not sensitive to lecturer’s personal charisma. With a standard process, 
most teachers can be benefited by using classroom demonstrations.  

The demonstration-based physics teaching in National Central University began 
around one year ago. We note that the transition from traditional lecturing to 
interactive demonstration-based teaching do improve the conceptual understanding of 
physics by students. Thus, to adopt the demonstration-based physics teaching is our 
strategic plan for the future.   
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Psychological Strain and College Students     2 
 
 

Family Support and Psychological Strain:  A Comparison Between  
Students With and Without Children 

 
 
College students who are matriculating towards a degree while negotiating an emotionally 
satisfying significant relationship may experience conflict between the needs of school and the 
needs of the relationship (Ross, Niebling, & Heckert, 1999). Indeed, this conflict of roles can 
influence the level of stress experienced by the study potentially having negative consequences 
on academic performance and relationship satisfaction.  It is well known that when stress persists 
over time can have negative effects on both health and behavior. Physically, stress can affect an 
individual through headaches (Degges-White, Myers, Adelman, & Pastoor, 2003), sleep 
disturbances (Buboltz, Brown, & Soper, 2001; Deckro et al., 2002; Sadeh, Keinan, & Daon, 
2004), an increase risk of disease (S. Cohen, Frank, & Doyle, 1998), and a decrease in immune 
system function (S. Cohen, Frank, & Doyle, 1998). Psychologically, stress has been related to 
anxiety (Rawson & Bloomer, 1994), depression (Andrews & Wilding, 2004), and unhealthy 
behaviors such as alcohol and drug abuse (Dyrbye, Thomas, & Shanafelt, 2005; Tate, Brown, 
Glasner, Unrod, & McQuiad, 2006).  
 
Objective of Study: 
 
The purpose of this study is to investigate the influence of family enhancement and family 
interference as it relates to the psychological strain experienced by non-traditional college 
students.  Furthermore, we compare these relationships between students who have children less 
than 18 years of age to those who report having no children in the home. 
 
Methodology: 
 
Only students reporting they were in a significant relationship were included in the analyses.  
The sample for this study included 107 (82% female) students attending a comprehensive 
university located in the southern plains of the United States during the spring semester of 2007. 
Just over one-third reported having children under the age of 18 living in the home.  Students 
were sent an email inviting them to participate in the study by directing them to a website 
hosting the questionnaire. Upon agreeing to an electronic version of an informed consent 
statement, participants could complete the survey anonymously. 
 
Family- to-School Interference was assessed with nine items ( x = 15.05; SD = 4.57; α=.85) 
adapted from the Sloan Work-Family Researchers Electronic Network (2000) using a four point 
Likert-type response format (1=Rarely: 4=Most of the time). Students were asked to respond to 
statements based on interference experienced during the past three months. A sample item is, 
“My family or personal life drained me of the energy I needed to complete responsibilities at 
school.” 
 
Family-to-School Enhancement was assessed with seven items ( x = 17.12; SD = 4.45; α=.82) 
adapted from the Sloan Work-Family Researchers Electronic Network (2000) using a four point 
Likert-type response format (1=Rarely: 4=Most of the time). Again, students were asked to 
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Psychological Strain and College Students     3 
 
 

respond to statements based on enhancements experienced during the past three months. A 
sample item is, “I was in a better mood at school because of my family or personal life.” 
 
Psychological Strain was assessed with the General Health Questionnaire-12 developed by 
Goldberg (1978) using a four point Likert-type response format. The 12 items ( x = 26.35; SD = 
5.44; α=.86) measured symptoms associated with minor psychological distress. Permission was 
granted to the researcher by the publisher to use this copyrighted scale.  
 
Findings: 
 
As expected, family interference was positively related to psychological strain.  The relationship 
between family interference and psychological strain experienced by the student was higher for 
those without children (r = .56; p < .05) compared to those who did have children (r = .36; p < 
.05).  Family enhancement was negatively related to psychological strain with a slightly stronger 
correlation among students with children (r = -.39; p < .05) compared to students without 
children (r = -.31; p < .05). 
 
Comparison of the multiple regression results presents some additional interesting relationships.  
For students with children, the amount of variance in psychological strain explained by family 
enhancement and interference [R2 = .23; F (2, 40) = 5.83; p < .05] was statistically significant.  
However, only family enhancement had a statistically significant relationship (β = -.33; p < .05).  
For participating students without children, the amount of variance in psychological strain 
explained by family enhancement and interference [R2 = .33; F (2, 79) = 19.14; p < .05] was also 
statistically significant.  However, for this group only family interference had a statistically 
significant relationship (β = .51; p < .05). 
 
College students in a meaningful significant relationship are likely to experience psychological 
strain due to the competing roles of being a student while also maintaining the needs of their 
significant other.  The results of this study found that for those students with children, family 
enhancement was a meaningful predictor that was negatively related to psychological strain.  For 
students who do not have children, family interference contributes positively to the experience of 
strain. 
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Beyond Accountability: The Portfolio as a Self Regulating Growth Document 

Abstract 

By Dr. J. Luster and Dr. B. Ray 

Today’s colleges and universities face an interesting dilemma, how to 
prepare students in the field of counseling and schools psychology to meet all 
state and district regulations while assisting students enrolled in these programs 
to develop the skills to complete complicated on the job assignments, once they 
leave the university.  

At National University, we feel the ongoing development of the portfolio is 
one of the ways to bridge the gap between theory and practice. Many of the adult 
students enrolled in the Counseling and or School Psychology program are able 
and willing to develop the skills necessary to provide the K-12 grade student with 
the academic support necessary to succeed in public and private school settings. 
The skills needed to develop useful programs and understanding the issues 
students and schools face today can only develop through purposeful 
interventions.  

While practicums and Internships provide the setting for students to 
practice theses important skills, students must also have the opportunity to 
review their own progress in assessing their steps toward state standards and 
domains. The portfolio offers a safe haven to self assesses and to set standards, 
goals, and steps during their own re-mediation process. National University’s 
student population in this program tend to be older students, interested in moving 
out of for-profit organizations and into a school setting that will provide them with 
a more stable and secure position. Many National University students have been 
out of the K-12 setting for a long time. The student body population has changed 
as well as have the issues today’s K-12 student population faces. 

Students need to explore the requirements the district demands of 
Counselors and School Psychologists. By investigating school district positions 
and reviewing the needed responsibilities for the different school positions, the 
successful placement for Practicums and Internships are greatly enhanced.  

We propose a guided summary of a systematic and organized collection 
of purposeful evidence documenting a candidate’s professional competencies 
and personal growth. We assert that student growth can be assessed through 
self regulated growth documents that contain a summary of individual activities 
using both process and product artifacts. Through self-regulated re-mediation, 
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these activities can assist both the student and university to develop student 
competencies that prepare students for field work and entry into the professions 
of counseling and school psychology.  

Beyond Accountability: The Portfolio as a Self Regulating Growth Document 

By Dr. John Luster and Dr. Barbara Ray 
 

If Schools of Education programs are going to continue to produce 
counseling and school psychologist that serve a diverse population of students, 
then these programs, “will need to be supported by a dynamic, reciprocal 
connection between educational theory and practice, one that is clarified and 
strengthened through the work of other professionals in the field” (Holm and 
Horn, 2003, p. 376). Schools of education are expected to provide guidance to 
novice school counselors and school psychologists through courses, pre-service 
and internships as they progress along a novice to professional continuum of 
learning (Holm and Horn).  

 
As Schools of Education continue to assume the role of developing 

professions in counseling and school psychologist, it is important to realize that 
the groundwork is already in position. In California this groundwork includes the 
California Department of Education (CDE) standards for developing Counselors 
and School Psychologist professionals. In addition the California Commission on 
Teacher Credentialing (CCTC) has developed specific skills to master before 
receiving a Pupil Personnel Service or School Psychologist credential. Together 
these skills and standards contain the context for bridging theory to practice for 
the school counselor or school psychologist. Novice practitioners prepare for the 
expertise needed to meet the challenges of serving a diverse population of 
students. A self-assessment process assists National University to assist their K-
12 credential candidates. As students progress through the course work and 
complete each class assignment, they are expected to develop an understanding 
of applying theory to practical experiences (National University Graduate Student 
Handbook, July 2007). 

 
When Schools of Education incorporate CDE, National Association of 

School Psychologist (NASP) and the CCTC standards in the School Counselor 
and School Psychologist program of National University it begins to equip helping 
professionals to work with diverse populations of students. Working with diverse 
populations as a school counselor or a school psychologist requires practitioners 
to be versed in the following knowledge, skills and understandings: 

• knowledge and skills that will help them know and understand 
who their students are and how they learn, 

• knowledge and understanding of the content of the disciplines 
and of the instructional strategies that can be used to create powerful 
learning experiences, 
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• an understanding of the role of assessment and how to design 
assessments that will inform practice and guide student learning habits of 
reflection, and  

• a collaborative approach to their work with colleagues, families, 
and communities (Holm and Horn, 2003, p. 377). 
 

District Expectations of School Counselors and School Psychologists 
 
Today’s novice practitioners will be expected to work with a diverse 

population of students. Likewise, the counselor and school psychologist 
practitioners enter the profession with their own diverse backgrounds and 
experiences that contribute to their attitudes and beliefs regarding their clients.  

 
School counselors and school psychologist entering the profession face 

two major challenges in their professional development. First, students need to 
reflect, study, and develop an understanding of, the needs of diverse populations 
of students they will encounter in California Schools. Furthermore, schools of 
Education need to provide novice practitioners course and intern experiences 
that include a program that acknowledges and builds on the diverse strengths of 
university students. Universities currently provide courses and intern experiences 
for novice practitioners by establishing connections between themselves and 
diverse populations of learners. These connections are a pre-requisite to working 
with populations of diverse learners. The second challenge faced by novice 
practitioners is to build culturally democratic classrooms where students are free 
to think, question, express ideas, take roles and challenge each other in 
ideological debates (Holm and Horn, 2003). Practitioners that establish 
democratic relationships with their clients are also equipping their clients to self 
regulate their educational progress. As university students take and complete 
university courses and internships in training for serving a diverse school 
environment they continue to self-regulate their own professional growth. 

 
School Counseling and Student Support Standards 

 
In 2007, The Student Support, and Service-Learning Office of the CDE 

published a document titled, California Results-Based School Counseling and 
Student Support Guidelines (CDE, 2007). Contained within this document is a 
recommended program audit for individual school districts that identifies school 
counselor standards of practice. The document states, “This sample audit helps 
to review the current standards of practice in your school’s counseling and 
student support program. This audit can serve as a checklist for developing a 
program or reorganizing and reprioritizing and existing comprehensive program. 
Using the findings year to year offers comparable date to determine annual 
[school] progress, results, strengths, and weaknesses of the program” (CDE, 
2007, p.71). The CDE program audit for counseling and student support program 
contains the following sections: foundation, beliefs and philosophy, school 
mission, statement, program design and counseling domains, proficiencies, 
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competencies and indicators of student actions and abilities that help to 
determine a student’s level of competency (CDE, 2007).  

 
There are several sections to the California Results-Based School 

Counseling and Student Support Guidelines self-assessment rubric. The first 
section is the delivery system. The delivery section of the program audit 
addresses both individual student planning and intentional guidance that define 
gaps and discrepancies reflected in data and adds lessons or activities that 
individual students need in order to achieve. The delivery system consists of, the 
school guidance curriculum, individual student planning, responsive services, 
and a system supports section (CDE, 2007).  

 
The second section of the self-reflective assessment audit is the 

management system. The management system contains a statement of 
responsibility from the school counselor’s and other student support staff and the 
school administration. Pertinent to the management system is the school 
advisory committee that is made up of community members that advise on 
education policy and school procedures. A suggested master school calendar is 
included in the management system self-reflective assessment (CDE, 2007. 

 
The third section of the self-reflective assessment audit is the 

accountability section. The accountability section is designed to verify that school 
counseling and student support documents document the awareness that 
change is necessary component for school counseling programs. Change 
contributes to school counseling program evolution instead of school counseling 
programs settling into a “one best system” model. The accountability section also 
reflects student results and progress based on performance standards for 
counselors. Data drives the process section by documenting what has occurred. 
The perception data section of the accountability system documents where new 
efforts should focus, while results data documents a self-reflection on the effect 
of the program strategies on a practitioner’s progress. The intentional use of data 
therefore, documents individual student progress that reveals which interventions 
to consider when documenting progress of students enrolling in a university 
counseling program (CDE, 2007).  

 
Finally, the self-reflective assessment program audit verifies that the 

program is aligned with the overall results based school counseling support 
guidelines and that appropriate student results data are collected over time that 
can be used to guide the comprehensive school guidance and counseling 
program (CDE, 2007). 

This paper asserts that students can explore the requirements the district 
demands of school counselors and school psychologists. By investigating school 
district positions and reviewing the responsibilities for the different school 
positions, the successful placement for practicums and internships are greatly 
enhanced and the student and the university can share in a partnership to assist 
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students to self-regulate on their individual university counseling and school 
psychologist product and process content resulting in a measurable student 
growth document. 

 

School Psychologist Standards 

California Education Code sections 44874 and 494244 discuss school 
psychologist standards. Section 44874 stipulates that the qualifications for a 
psychologist are a valid certificate issued by an appropriate California Agency 
[including universities] authorized by law to certify such persons and credentials 
(CDE, 2007). The responsibility for implementing school psychologist standards 
rests with university programs. 

The California Education Code, section 44874 also defines district 
expectations of a novice school psychologist: A school psychologist is a 
credentialed professional whose primary objective is the application of scientific 
principles of learning and behavior to ameliorate school-related problems and to 
facilitate the learning and development of children in the public schools of 
California. To accomplish this objective the school psychologist provides services 
to children, teachers, parents, community agencies and the school system itself 
(CDE 2007). California Education Code section 44874 discusses service 
expectations of school psychologists. They include; (a) consultation with school 
administrators concerning appropriate learning objectives for children, planning 
of developmental and remedial programs for pupils in regular and special 
education programs, and the development of educational experimentation and 
evaluation, (b) consultation with teachers in the development and implementation 
of classroom methods and procedures designed to facilitate pupil learning and to 
overcome learning and behavioral disorders, (c) consultation with parents to 
assist in understanding the learning and adjustment processes of children, (d) 
consultation with community agencies, such as probation departments, mental 
health clinics and welfare departments, concerning pupils who are being served 
by such community agencies, (e) consultation and supervision of pupil personnel 
services workers,(f) psycho-educational assessment and diagnosis of specific 
learning and behavioral disabilities, including, but not limited to, case study 
evaluation, recommendations for remediation or placement, and periodic re-
evaluation of such children, (g) psychological counseling of and other therapeutic 
techniques with children and parents, including parent education (CDE, 2007). 

School District Expectations for School Counselors and School 
Psychologists 

This paper argues the point that students entering the field of counseling 
and school psychology need to explore the requirements of district demands 
placed on school counselors and school psychologists. By investigating school 
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district positions and reviewing the needed responsibilities for those positions, 
the successful placement for practicums and internships are greatly enhanced 
through on ongoing self-regulating student professional portfolio. Changing 
district and university expectations can be routinely incorporated into the program 
to meet changing district expectations by implementing a self-reflective and self-
regulated student growth portfolio.  

Portfolio assessment has been a theme of student assessment for a 
number of years. Perrrone (1991) describes student self-reflection that leads to 
self-regulation, as a habit of mind.  

“A kind of mindfulness that grows out of the capacity to judge and 
refine one’s work and efforts, before, during and after one has 
attempted to accomplish them… (p. 55). ” 

Perrone (1991) continues by describing a kind of student mindfulness that 
documents a student’s evolving understandings and development of students’ 
learning that documents the student’s changing abilities over time. The student’s’ 
portfolio becomes a self-assessed and self-regulated document and a 
demonstration of student expertise including the evolution of shifts in student 
understandings by comparing their present program understandings to when 
they began the program. 

In today’s high tech world, student practitioner’s experience a situation of 
instant access to information and instant student response. High tech 
expectations coupled with fast pace decision making, necessitates using a self-
regulative student portfolio as a way to teach student counselors and school 
psychologists to be: (1) more self-reflective towards thinking about district and 
school responsibilities, (2) more self-reflective in their professional development, 
and (3) more reflective on the needs of their clients. 

Posner (2000) adds,  

“Non-reflective. . . [students] rely on routine behavior and are 
guided more by impulse, tradition, and authority than by reflection.  
In contrast, reflective [practitioners] actively, persistently, and 
carefully consider and reconsider beliefs and practices in light of 
the grounds that support them and the further consequences to 
which they lead (Grant, C and Zeichner, K in Posner, 2000, p.21).” 

Posner and Vasily (2000) describe a portfolio as putting together the 
pieces of a puzzle that when fully assembled present a whole picture. They 
recommend that students include in their portfolio reflective papers and key 
episodes where student beliefs and/or assumptions are challenged or reinforced 
either by the situation or through self-reflection. A self-reflective paper at the 
conclusion of every course provides a centerpiece of the student portfolio by 
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allowing the students an opportunity to “sit back” from the day-to-day activities of 
classroom routines and what students have learned from the process. It also 
provides an opportunity for student self regulation and self-regulation in regards 
to their university program. 

Morzano (2000) adds, “Although the most underused form of classroom 
assessment, student self-assessment has the most flexibility and power as a 
combined assessment and learning tool” (p.98.). Portfolios are commonly 
thought of as collections of performance tasks and are described by Resnick and 
Resnick (1992) as, 

 
A variant of the performance assessment is the portfolio 
assessment. In this method. . . .individuals collect their work over a 
period of time, select a sample of the collection that they think best 
represents their capabilities and submit this portfolio or work . . .” 
(Resnick and Resnick 1992, p. 61) 
 
Student portfolios provide students with an opportunity to reflect on their 

classroom and intern experiences. As with the personal journal, their reflective 
writing chronicles what they are doing about their changing attitudes and beliefs 
as they progress through the counseling and school psychologist program. 
Student portfolios also help students become mindful of preparing for and 
reflecting on plans for their fieldwork. In effect, the portfolio becomes a self-
regulating growth document that equips students to serve school districts as 
school counselors and school psychologists. University instructors can assist 
students to plan for their future field experiences by asking a series of questions 
that include:  

 
1. What issues have been raised by your program experiences? Which 

ones are unresolved?  
2. What sorts of experiences do you think will enable you to work out 

some of these issues? 
3. What [counseling or school psychologist] competencies do you still 

need to work out? How might you work on them? 
4. What kinds of counseling and school psychologist situations do you 

now need to try or to find out more about? 
5. What should you be doing as you begin or continue your fieldwork? 

(Posner, 2000, p. 126) 

What is new about the self-regulating growth portfolio is that university 
teachers, supervisors, and students can collectively discuss individual student 
progress and concerns during every step of the process. Instead of waiting until 
the field experiences to acquaint students with what will be expected of them in 
school districts and county office positions students are afforded the opportunity 
for self-regulation. Hence, students are not evaluated in isolation or by a single 
instructor but by a community of university professors. 
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When university professors look at student portfolios in isolation, there 
may be uncertainty about what work to highlight and what work is important for 
student progress. Looking collaboratively at student work provides opportunities 
for bringing students more consistently and explicitly into deliberations with 
university professors and for program self-regulation and individual student 
growth. Reviewing student work has the potential to expand opportunities for 
students and university instructor to cultivate a professional university 
community. Begin both willing and able to inquire into district expectations and 
focusing the student-instructor conversations directly on the improvement of 
professional practice in diverse school settings is an important aspect of novice 
school counselor and school psychologist development (Warren, Little, Gearhart, 
Curry, and Kaika (2003). 

Implementing a Self-Regulating Growth Document 

The National Commission on Teaching and America’s future determined 
that what teachers know and can do is one of the most important influences on 
student learning. As counselors and school psychologists prepare to enter district 
positions, they need in-depth knowledge of each content area, along with an 
understanding of the connections between course content and practice. When 
Schools of Education determine what practitioners should know in order to be 
effective, they can determine; (1) what their students already know and, (2) how 
to use that information to guide their professional growth.  Schools of Education 
that involve students in self-assessment and self-regulation of their own learning 
strengthen their understanding of the power of self-regulation to inform and drive 
instruction (Holm and Horn, 2003). 

Holm and Horn (2003) assert that schools of education are in a position to 
incorporate self-reflection into the student’s continuum of learning. This includes 
reflection on theory and bridging theory to practice. Counselors and school 
psychologist novice practitioners need regularly scheduled times to examine 
theories and practices; to discuss what works, what needs to be changed, and 
what the next steps are to determine how progress will be assessed.  

At National University, we feel the ongoing development of the portfolio is 
one of the ways to bridge the gap between theory and practice. Many of the adult 
students enrolled in the counseling and school psychology programs are 
studying to develop the skills necessary to provide K-12 students with the 
academic support necessary to succeed in public and private school settings. 
The skills needed to develop useful programs and understanding the issues 
students and schools face today can be developed through purposeful 
interventions that include self-reflection and self-regulation. Through self-
reflective practices of observations, ongoing assessments, systematic collection 
of data, and reflective thinking, counselor and school psychologist novice 
practitioners learn to self-assess the impact of their courses and internships on 
their own professional practices. Self-regulating practitioner models are powerful 
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models that question, observe record, reflect, and try out new ideas as 
practitioners strive to achieve a better understanding of how to meet the needs of 
a diverse school population. Hence, when students, university instructors, and 
supervisors engage in a reflective practice using portfolios to gather data about 
theory, they begin to fill the gap between theory and practice, their pedagogical 
judgment is strengthened, and they develop skills necessary to succeed with K-
12 clients (Holm and Horn, 2003; Futrell, Gomez, and Bedden, 2003). It is 
important to note that the self-regulating growth document is reflected upon by 
each university profession and university field supervisor during the students 
program. 

The National Survey of Student Engagement (NSSE) was developed with 
support from the Pew Charitable Trusts and is co-sponsored by the Carnegie 
Foundation for the Advancement of Teaching and the Pew Forum on Student 
Learning. The NSSE was administered in spring 2001 to 317 colleges and over 
31,000 randomly chosen seniors. The test measures student satisfaction in the 
areas of academic achievement, active and collaborative learning, enriching 
educational experiences, student/faculty interaction, general education gains, 
personal and social gains, and gains in job-related skills.  

 The components of the NSSE were considered in designing the rubric for 
the counseling and school psychologist portfolio. The self-regulated student 
growth portfolio is a document that assists universities to move novice 
practitioners along a continuum of progress in the counseling and school 
psychologist university training programs. The content will also be modified by 
individual students as they evaluate and regulate their own progress along a 
continuum of professional development. 
 

The portfolio as developed by National University is to be a resource for 
students to systematic and in an organized fashion collect data supporting the 
competencies needed to serve today’s districts. It was developed to be a  
dynamic assessment’ reflecting on the progress, accomplishments, and goals as 
National University students develop the necessary skills important to serve 
today’s students.  

 
 
 
 
 
 
 
 
 
 
 
 

2008 HICE Proceedings 
Page 1003



 11

 
 
 
 
 
 

 
Rubric for a Self-Regulated Growth Portfolio 

 
A student self-regulated growth portfolio contains the following: 
 
Performance  *Outstanding *Commendable *Acceptable *Marginal 
Criteria Achievement Achievement Achievement Achievement 
     
Section 1     
     
1. Title page,     
2. Class number     
3. Instructor's name     
4. Index page     
5. Resume     
6. Body: Age group 
activities appropriate 

    

to age group(s)     
    

7. Academic 
interventions 

    

including goals     
     
Section 2     
     
1. Reflections on      
counseling or school     
psychologist      
competencies 
including artifacts 

    

     
Section 3     
     
1. Educational 
philosophy 

    

2. Philosophical 
questions answered 

    

     
3. Additional 
questions added 

    

by instructor as 
appropriate. 
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Artifacts included.     
 
 
 
 
 
 
 
Performance  *Outstanding *Commendable *Acceptable *Marginal 
Criteria Achievement Achievement Achievement Achievement 
     
Section 4     
1. Summary: 
How practices 
improves 

    

through reflection     
     
2. Student 
Reflections: 
Includes beliefs  

    

and how 
reflection  
improves 
practice  

    

through 
individual  

    

growth and      
development.     
Artifacts 
included. 

    

     
4. Effective 
practices 

    

and classroom      
interventions 
discussed 

    

     
Description of      
visitation(s) to 
district, and 
county  

    

office(s). Artifacts     
included.     
     
Other Sections     
To be 
determined by 
student’s needs. 
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*Outstanding Achievement: Significantly exceeds task expectations and 
requirements. 
 
* Commendable Achievement: Exceeds task expectations and requirements. 
 
*Acceptable Achievement: Meets task expectations and requirements. 
 
*Marginal Achievement: Less than meets task expectations. 
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Introduction 

Migrant teachers are a special group of disadvantaged people in current China. They are 

teachers, yet they are also migrants who do not possess the Hukou (Permanent Household 

Registration) of the city or town in which they migrate to work and to pursue a better life.  

As migrants, they are part of the 113.9 million migrant workers in China (Xinhua 

News Agency, 2004) who suffer the institutional discriminations inflicted by the Hukou 

system. As a system of division and exclusion, the Hukou system segments the Chinese 

citizens into “the privileged and the excluded while allowing the privileged urban 

minority to solidly control the excluded majority, and to politically maintain their 

institutional exclusion. (Wang, 2005, p. 117).” Specifically, people who hold urban 

Hukou enjoy the benefits such as housing, education, health insurance, and lifetime 

employment distributed by the government, yet their rural counterpart (the rural Hukou 

holders) can have none of these benefits, just because of the fact that they were born in 

the countryside and granted a rural Hukou by the government.  
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Besides the Hukou system, China’s open-door policy and market oriented economic 

reform since 1978, in collusion with the globalization of capitalism, have turned the 

peasants into migrant workers and arguably pushed them into a even more deplorable 

situation. As international capital rushes into China vying for its cheap labor, huge market, 

and maximum profits, millions of Chinese peasants flock into the cities for jobs that were 

usually low-paid, low-skilled, and hold low-status. Not accepted by their urban 

counterparts and the city government as legal residents in the city, these migrant peasants 

are called “migrants workers” or “floating population,” who are virtually treated as the 

second-class Chinese citizens. 

As teachers, however, the migrant teachers shoulder the responsibility of educating 

the children and prepare them for a better future. The migrant teachers are participating in 

the process of shaping the way of thinking and behaving of the next generation in China. 

In reality, generally speaking, the migrant teachers merely get to teach the children of 

other migrant workers as well as their own, due to the complicated social, cultural and 

political factors that play out in Chinese society. 

In order to gain a deeper understanding of the migrant teachers’ work and lives, to let 

more people to hear their voice, and hopefully, to affect positive change in the teachers’ 

lives and to improve the quality of education for the migrant children, I, by means of 

conducting my dissertation research, attempt to probe into the migrant workers’ world 

with three major questions in mind:  

1. What are the migrant teachers work and lives like?  

2. How do they perceive their life realities as a migrant, and as a teacher? Do they 
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perceive any educational and social inequalities that exist and affect their life? 

If so, what do they perceive as the sources of the inequalities? 

3. Are the teachers empowered? If so, to what extent are they empowered and 

what do they do to challenge the status quo? How do they empower their 

students? If not, why not? What can be done to help migrant teachers exert 

their agency to resist the structural constraints and oppression? 

Literature Review 

With the general migrant population as the research focus, Solinger’s (1999) 

extensive study of Contesting Citizenship in Urban China: Peasant Migrants, the State, 

and the Logic of the Market has been praised to be highly sophisticated and probably the 

first to focus the academic attention on the millions of migrant workers’ life in China. 

Based on “nearly 150 hours of interviews in China with city officials, with scholars and 

with over fifty migrants in six major cities between 1990 and 1994 (Solinger, p. 14)” plus 

extensive documentary research from 1983 to 1996, Solinger makes a compelling point: 

the PRC (People’s Republic of China), from its beginnings to the present, has refused to 

recognize its peasantry as full and equal citizens of the state, a status long accorded to 

their native urban counterparts. By establishing a linkage between the incursion of 

capitalism and the challenges to citizenship, Solinger incisively argues that the outcomes 

of marketization must be understood in conjunction with institutional legacies left from 

the former socialist system. (pp. 8-9). Comparatively, Chan’s (2001) edited book of 

China’s Workers under Assault is a collection of articles provides detailed narratives of 

the deplorable conditions of the migrants workers on the micro level.  
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Focusing on migrant schooling, four major research works stand out, with only one 

done by Mainland Chinese scholars. Froissart (2003) and Kwong (2004) both presented 

the problems of unequal treatment of migrant children in the public schools and the local 

government’s control and containment of people-run migrant schools. Froissart 

emphasized the restrictions on the right of migrant children to education, whereas Kwong 

has the focus on the negotiations between the state and civil society in China. The Human 

Rights in China (2002) provided a detailed description of the discrimination against 

migrant children in city schools in China, along with implications under international 

obligations, and proposed recommendations to the Chinese government.   

Chinese researchers Hu and Liao’s (2004) quantitative research on migrant children 

education issues under the jurisdiction of Shanghai aims mainly at informing the 

Shanghai government with respect to policy making to better control the migrant 

population and enhance social stability in Shanghai. The survey research, however, failed 

to address the sources of inequalities in the social and political context in China. Migrant 

teachers and students life experiences and the quality of education for migrant children 

are not their major concern. 

Methodology & Theoretical Framework 

Critical ethnography is the research genre that I have adopted for my dissertation 

research. It is an integration of research methods and theoretical perspectives. On the one 

hand, it is one type of ethnography, a qualitative research method that was first used by 

cultural anthropologists. Therefore, it shares with descriptive/interpretive and other types 

ethnography the five philosophical assumptions—the ontological, epistemological, 
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axiological, rhetorical and methodological—that Creswell (1998) delineates for 

qualitative research. Specifically, ethnographers share the following five assumptions, 

 Reality is subjective and multiple, as seen by participants in the study; 

 Researcher attempts to lessen distance between the researcher and researched; 

 Researcher acknowledges that research is value laden and that biases are present; 

 Researcher writes in a literary, informal style using the personal voice and uses 

qualitative terms and limited definitions;  

 Researcher uses inductive logic, studies the topic within its context, and uses an 

emerging design. 

On the other hand, the qualifier critical indicates that my research approach differs 

from descriptive or interpretive approaches in that its theoretical perspectives are rooted 

in critical theory. However, it also draws on other social theories such as feminist, 

postmodern, and interpretive theories.  

According to Anderson (1989), critical ethnography emerged as a unique genre of 

research in the field of education when “interpretivist movements in anthropology and 

sociology have recently merged with neo-Marxist and feminist theory (p. 249).” And 

critical ethnographers “seek research accounts sensitive to the dialectical relationship 

between the social structural constraints on human actors and the relative autonomy of 

human agency (p. 249).”  

Explaining how critical ethnographers/theorists work on the micro level, deMarrais 

and LeCompte (1999) offer clear affiliations of critical theorist with interpretive theorists, 

both of whom “view schools and classrooms as sites of cultural production, where people 

interact to construct meaning. Issues of power and control are worked out in classrooms 

by individuals (p. 31).” They further point out that, “if those involved in the schooling 
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process are able to resist the oppressive practices of schooling, and if critical 

consciousness can be developed by teachers, administrators, and students, schools can 

become sites of social change rather than of social reproduction (p. 32).”  

On the macro level, critical ethnographers/theorists are not satisfied with the 

determinism (economic, cultural, and historical determinisms) reflected by Marxism, and 

neo-Marxism as represented by Bowels and Gintis’s (1976) analysis of the class 

reproduction functions of schooling. In an attempt to connect the micro and macro levels, 

critical theorists emphasize the power of individuals to structure their own identities and 

to ameliorate the oppressive nature of the institutions in which they live. That is why the 

liberating qualities of critical thinking and critical consciousness are valued dearly by 

critical theorists.  

 I am personally drawn to critical theory, because I find visceral connections to it 

from my life experience. Having benefited enormously from the equity and democracy 

provided by my parents who highly values education, I am keenly aware of the 

importance of equal opportunity for one to realize one’s human potential. I have always 

held strong sympathy for those who are not granted equal opportunity for their goals of 

self-development and self-actualization. 

In their book The Way Schools Work, deMarrais and LeCompte (1999) suggest that 

critical theory enables researchers to ask and investigate the following major questions: 

 What are the sources of inequality and oppression in society? 

 What is the experience of individuals within social organization? 

 To what degree and how can humans achieve autonomy in the context of societal 

oppression? 
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 How are research and oppression linked? 

 What patterns of language use, communication, and interaction do people use to 

oppress one another? 

 How are positive and negative meanings and identities constructed? 

Thinking about these questions and relating them to my concern for social justice and 

the education for migrant children, I realize that without a certain degree of awareness of 

the unequal social, political and cultural context in which they are situated, it is 

impossible for people to even think about exercising their agency as means of individual 

and collective actions, to resist the discrimination and oppression and improve their 

conditions in and outside of schools. Hence the importance of my research topic.  

My research questions are grounded in, but not limited to, critical theory. The 

research topic, questions, and design are also informed by Postmodernism and Feminism. 

These three ideological perspectives overlap and interact with each other. As a matter of 

fact, the migrant teachers who are my chosen research subjects are the dominated and 

oppressed, to use critical theorists’ language, or the “marginalized” and “others”, to use 

postmodernist language, or the “silenced” and “invisible”, to use the feminist discourse.  

Through the lenses of critical theories in relation to education, I believe that 

education should aim at transforming the unequal and unjust social status quo by way of 

helping students raise their critical consciousness of the social conditions in which they 

live, study, and work later on. Teaching is not a neutral activity. Knowledge and 

curriculum cannot be value-free. Students are not passive vessels waiting to be filled in 

with certain fixed knowledge by their teachers.  

Instead, teachers can and should act as transformative and empowering 
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agents/cultural workers (Freire 1973, 2005, Giroux, 1988, 1993), helping students 

construct critical knowledge/meaning of the social realities in which they are situated. 

Critical researchers, working together with teachers and students, can and should play an 

important role in the process of raising our critical consciousness in face of domination 

and oppression, in the hope of making our world more just and humane. That is exactly 

what I want to achieve with this dissertation project. This project serves as a beginning of 

my journey as a critical educator.  

Data Collection & Analysis 

 The migrant school in which I did my critical ethnography was a private/people-run 

elementary school created exclusively for educating the children of migrant workers in 

Guangzhou, China. Getting access to the research site was the first challenge I 

encountered in doing research in the real world of China. I was denied access to quite a 

few schools before I was finally accepted by the Pearl River Elementary School, one of 

twenty educational institutions covering various levels of schooling and research, which 

constitute the Glorious Education Group, a well-known educational conglomerate in 

south China.   

Starting from Sept 27, 2005, I stayed with the teachers seven days a week for more 

than two months, until I left China for the United States on December 1, 2006. During 

that time, I observed and interacted with the teachers and school administrators and staff 

as a participant observer since I was introduced to the teachers at a faculty meeting as a 

temporary assistant principal. I went back to the same school in September 2006 and 

stayed with a female teacher in her rented one-bedroom apartment in the Pearl River 
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Village, the urban village in which the school located. The reasons why I chose not to 

stay in the school this time are twofold. One is that living with a migrant teacher can 

observe in close range her daily life outside the school. The other is that I can obtain 

firsthand knowledge of the social and cultural environment of the urban village as well as 

its physical environment, both are important contexts in which the migrant teachers’ work 

and lives are situated. The rich data I collected, as a result, proved that the choice of 

staying in the urban village is a wise decision, although the researcher suffered what she 

would thought to be unimaginable difficulties before she entered the village two years 

before.  

Doing a critical project like mine in the authoritarian social context of China, trust 

became the number one issue. Without trust nothing could be accomplished. To achieve 

this, I attended meetings, audit classes, handled student incidents (like robbery and thefts), 

watched children during their noon naps, went to movies, played ball games, attended 

school sports events, cooked and ate with the teachers. With the support of the school 

administration, I even organized an aerobics class for some female teachers. It was for 

fun as well as for health and friendship, and allowed us to get to know more than one side 

of each other. In addition, it became a presentable performance later for the school’s 16th 

anniversary celebration party. After strenuous efforts and some achievements in gaining 

trust from my migrant teacher friends, I came back to the United States with 33 

audiotapes and a big book of field notes with charts and drawings, as well as words.  

Besides participant observation, interactions with participants, and tape-recorded 

informal conversations and formal interviews, I also gathered teachers’ weekly journals, 
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school documents, and school publications, along with more than two hundred digital 

pictures. The data collection featured the triangulation of participant observation, 

interviews, journals and documents. Given the complexity of the issue that I am 

researching, and my focus on interpreting people’s equity awareness or critical 

consciousness, it was necessary to complement interviews with observations. 

For interviews, Carspecken’s (1996) interview protocol model proved to be very 

helpful. It consists of four items: two to five topic domains, one lead-off question, a list 

of covert categories for each domain, and a set of possible follow-up questions for each 

domain. That, however, could only be used with effectiveness when the trust was present. 

Before and while the rapport was being established, I engaged my interviewees in mostly 

informal conversations in an interactive and dialogic manner that included self-disclosure 

on my part which fostered a sense of trust and collaboration. These group interviews 

provided “potential for deeper probing and reciprocally educative encounters. (Creswell, 

1988).”  

In triangulation of data, observations notes, group conversations, and individual 

interviews were used to check for conflicting statements or confirming evidence. For 

example, after observing an open class, I attended the class evaluation session presided 

by a teaching expert invited from outside school. I took detailed notes with observer 

comments. In the evening I listened to the tape recordings before I invited the teachers to 

have conversations. More often than not, the multiple sources of data confirmed each 

other and recurring themes or concept categories emerged.  

On interpreting data, Creswell (1988) suggest critical ethnographers “negotiate 
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meanings of the result with participants in the study, strives to address issues of false 

consciousness and conceptual determinism (p. 84).” What’s more, due to the firsthand, 

experiential nature of ethnographic study, the data are tied to particular contexts and 

periods of time. Informed by critical theory, the data are also always situated in the larger 

and broader social and political context.  

Reflexivity 

On subjectivity, Fine & Weis (1998), being themselves critical ethnographers, 

emphasized the importance of the responsibility for critical ethnographers to reflect on 

the relationship between researchers’ identities and their research work: 

 
It is now acknowledged that critical ethnographers have a responsibility to 

talk about our own identities, why we interrogate what we do, what we choose 
not to report, on whom we shed our scholarly gaze, who is protected and not 
protected as we do our work. (Fine & Weis, 1998, p. 278) 

 

My firsthand interview experience plus careful deliberations afterwards shed light on 

the how my various identities shape the research process. The various aspects—gender, 

class, place of origin, age, personality, political agenda, educational background, etc.—of 

my identity interweave and interact with one another while they simultaneously interact 

with the way I design my research, the way I conduct it, the way I choose what to report, 

what not, and how to interpret the chosen data.   

My political agenda and theoretical perspectives shape the critical nature of my 

research. Doing this critical ethnography with the migrant teachers, I’m not only striving 

to establish connections between structure and agency, that is, the social historical context 

in China at the macro level, and the migrant people’s perceptions, feelings, attitude, 
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values and how they construct meaning of their daily life experience at the micro level, 

but am also endeavoring to give voice back to these people who are traditionally silenced.  

Personally, I have strong sympathy for this group of discriminated people who suffer 

formal and informal inequalities. I tend to be willing to pay attention to whatever they 

have to say or express because it could be valuable in revealing the way they make 

meaning of what they are going through in the social context. Therefore, from the 

research design through the whole research process, I always tried to be as flexible with 

my respondents as possible. For example, when I came across an incident in which I was 

mistrusted by a male teacher, I tried to protect his feelings and save face for him, then let 

him know that I had known what he told me was conflicting with the fact. This way, with 

sincerity and flexibility, I turned him to a friend, if not a close informant.  

The dimensions of gender, age, and personality in my identity, together with my 

working class background, all joined the previously mentioned factors to help shape the 

interviewing process. According to Fontana and Frey (2000), feminist researchers who 

emphasized the development of a closer relation between interviewer and respondent, 

minimize status differences and do away with the traditional hierarchical situation in 

interviewing. Feminist researchers regard traditional interviewing as a masculine 

paradigm, embedded in a masculine culture and stressing masculine traits while at the 

same time excluding traits such as sensitivity, emotionality, and others that are culturally 

viewed as feminine traits (p.658). While talking with my female interviewee, my female 

identity interacts with hers, as do the other aspects of my identity with those of hers. We 

sometimes digress into detailed personal histories, but much important information is 
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gathered this way.  

For my research subjects, both benefits and risks could emerge in the long run rather 

than at present. One of the potential benefits, I hope, could be that the teachers’ equity 

awareness will be raised so that they could look at things differently and critically after 

the research. This, in turn, would provide their students better understanding of their 

everyday life and draw connections between what was learned from books and what 

happened outside school.   

However, this could also go in the opposite direction. Some might become more 

pessimistic about the larger political and economic structure in China. Their participation 

in the research may bring them more risks than benefits if the interviewees became very 

critical and vocal because of the authoritarian nature of the government. As the researcher, 

what I can do to protect my research subjects is to ensure the confidentiality of the 

information and anonymity of the informants. 
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Abstract 
A debate remains on whether text marking (e.g., highlighting, underlining, topic 

numbering) benefits the initial encoding or subsequent retrieval of to-be-remembered 

information. It is possible to evaluate the encoding effect of text marking through the 

release of proactive interference (RPI) paradigm (Wickens, Born, & Allen, 1963). The 

present experiment investigates the effect of highlighting text on releasing proactive 

interference of fourth-trial items in the RPI paradigm. The present findings suggest that 

items from the same semantic category may be differentially encoded in memory based 

on text highlighting. These findings acknowledge an encoding benefit of text marking. 

Introduction 

A common study strategy of readers is to use text markings (e.g., underlining and 

highlighting) in order to enhance retention of to-be-remembered information. The use of 

such text markings is generally reported to enhance retention of text material (e.g., 

Fowler & Barker, 1974; Glynn & DiVesta, 1979). Although further investigations of text 

marking have focused on the influence of text signals on recall (e.g., topic numbering, 

Lorch & Chen, 1986) and the effect of training on effectively using text signals (e.g., 

Meyer & Poon, 2001), the explanation of how text marking, and text signaling, improves 

retention is unclear.  Specifically, whether the improved retention of highlighting text is 

due to an encoding effect or a rehearsal effect remains unanswered. The goal of the 

present study is to investigate the possibility of an encoding effect of highlighted text. To 

test whether highlighted text is differentially encoded in short-term memory, a version of 

the release from proactive interference (RPI) paradigm—commonly used to assess 

memory encoding—was used in the present study.  

The RPI paradigm typically presents viewers with 4 consecutive trials consisting 

of 3 word items. In order to prevent rehearsal of the items, each trial presentation is 
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immediately followed by a distracter task (e.g., counting backwards by 3’s from a given 

number) before a free recall of the trial’s items is performed. Typical findings indicate a 

decline in performance on successive trials when the items are within the same semantic 

category. The poor performance on later trials, assumed to be caused by a buildup of 

proactive interference, is reported to be drastically improved when the fourth trial word 

items change to a different semantic category, thus causing a RPI (e.g., Wickens, Born, 

Allen, 1963). RPI’s are also reported with other dimensional changes such as the 

emotional content of words (Ferraro & King, 2004). Similar, albeit not as strong, RPI’s 

occur by implementing only stimulus changes (e.g., words to pictures) and not category 

changes (Reutener & Graybeal, 1978). 

Accordingly, if highlighting text has an effect on encoding, we expect a RPI when 

words within the same semantic category are highlighted in the fourth trial in a RPI 

paradigm. Such a finding would provide evidence that highlighted text is differentially 

encoded in short-term memory. In contrast, if the benefit of highlighting text is solely due 

to rehearsal effects we expect no recall performance difference between the highlight 

condition and control condition on the fourth trial.  

Method 

Participants 

 The present experiment contained 144 native English speakers from the Southern 

Illinois University Edwardsville’s human participant pool. All participants received credit 

in partial fulfillment of a course requirement for their participation. Participants reported 

either normal or corrected-to-normal vision and no history of reading disabilities. 

Apparatus  
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 A Dell Dimension 8100 computer (P4 1.40 GHz, 256 MB RAM) was used to 

present stimuli via E-prime v1.1 (Psychology Software Tools, Inc., PA). A 1704FPVt 

Dell Flat Screen monitor running at 60 Hz was used to present all visual displays. Tones 

were presented over a pair of Harmon/Kardon speakers  that were attached to a standard 

Dell sound card. 

Materials & Design 

 The present experiment used a 2 x 4 mixed design with the between measure 

being 2 types of highlight condition (highlight vs. control) and the within measure 

representing 4 trial conditions. Recorded from each participant was the proportion of 

items recalled correctly per trial. A total of 16 fruits (apple, apricot, banana, blueberry, 

cherry, grape, lemon, lime, melon, orange, peach, pear, pineapple, plum, raspberry, and 

strawberry) varying four to ten letters in length and having a Francis and Kucerra (1982) 

mean frequency of 50 or less per million were used as stimuli. The stimuli were presented 

in trials of four items, with each trial being matched in word frequency. The order of trial 

presentation was counterbalanced across participants via the all possible order method. 

All items in trials 1-3 were presented at the center of a white screen in black courier-type 

font, size 18, so that each letter occupied the same horizontal area of text. Items presented 

in trial 4 of the highlight condition were highlighted in yellow, size 20. The borders of the 

highlighted items extended approximately 1 character to the left and right of the item.   

Procedure 

 Each trial began with a space bar press initiated by the participant. Items within a 

trial were presented individually for 1750 ms and separated by an interstimulus interval 

of 250 ms. Participants were instructed to verbally identify each item during the 

presentation. Immediately following the last item, a random 3 digit number (ranging from 

100-999) was presented from which participants counted backwards by 3’s for 12500 ms. 

Participant counting was paced by 8 - 250 ms tones each separated by 1500 ms. After the 

final tone, the message “RECALL” appeared on the screen for 10 s during which time 
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participants were to verbally recall the items presented during the trial. Responses were 

recorded by an experimenter who was present in the room.    

 Half of the recruited participants were randomly assigned to the highlight 

condition, where the other half were assigned to the control condition. All participants 

completed two practice trials containing U.S. states in order to become acclimated to the 

task and backwards counting. Immediately following the practice session, participants 

began experimental session of fruit items. The entire session last approximately 15 

minutes.   

Results  

As suggested by the means in Table 1, the highlight and control conditions had 

nearly identical recall performance on trials 1-3. In addition, both conditions appeared to 

have an equivalent buildup of proactive interference across trials 1-3.  However, a 

divergence in recall performance occurred between conditions on trial 4. Specifically, 

participants in the highlight condition had substantially higher recall of trial 4 items than 

the control condition. Recall performance within the highlight condition showed that trial 

4 items were remembered better than both trial 2 and 3 items but not trial 1 items. In 

contrast, within the control condition, recall performance of trial 4 items appeared 

equivalent to trial 3 items.   

Table 1  

The Mean and Standard Deviation of the Proportion of Words Recalled 
Correctly as a Function of Trial and Highlight Condition. 

____________________________________________________________ 
 

             Trial                                              
                             _____________________________________________ 
        
Condition          Trial 1      Trial 2        Trial 3          Trial 4 
      _________________________________________________________ 
 
   Highlight        .88 (.15)              .55(.28)         .46(.26)          .64(.25) 
      
   Control           .87(.15)       .53(.28)         .43(.29)          .44(.3) 
____________________________________________________________ 
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A 3(Trials 1-3) x 2(Condition) mixed ANOVA indicated no main effect of 

condition, F (1, 423) = .928, p > .335, but a main effect of trial, F(2, 423) = 121.67, p < 

.001.  Planned comparisons of interest indicated significant reduction in recall with each 

subsequent trial, F(1, 423) = 4.61, p < .03, thus supporting a buildup of proactive 

interference across subsequent trials. An interaction between condition and trial was not 

apparent, F(2, 243) = .10, p > .90, thus confirming an equal recall performance between 

the highlight and control conditions across trials 1-3 (See Figure 1).  

 

 

 

 

 

 

 

 

 

 

 

 

A 2 (Trials 3-4) x 2 (Condition) mixed ANOVA indicated significant main effects 

of trial, F(1, 282) = 7.8, p < .005, and condition, F(1, 282) = 12.4, p < .001. The ANOVA 

also confirmed an interaction between trial and condition, F(1, 282) = 6.1, p < .01. 

Planned comparisons indicated the interaction was due to trial 4 items being recalled 

significantly better than trial 3 items in the highlight condition, F(1, 282) = 13.79, p < 

.001, but not in the control condition, (F < 1).  Accordingly, such interaction supports a 

release of proactive interference for trial 4 in the highlight condition.    
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Conclusion 

The present findings indicate a significant buildup of proactive interference 

occurred with each successive trial in the control condition. A similar buildup of 

proactive interference was observed across trials 1-3 in the highlight condition. In 

contrast to the control condition, a release of proactive interference was observed in trial 

4 when the same word items were highlighted in yellow. This finding supports the 

hypothesis that within category items are differentially encoded in short term memory 

based on text highlighting.  

The present findings appear in harmony with Reutener and Graybeal’s (1978) 

observation of a RPI for within category items when the stimulus presentation changed 

from words to images. Similar to Reutener and Graybeal, the current findings show a 

strong, yet not absolute, RPI by implementing only a stimulus change.  

The RPI for highlighted words supports the notion that at least part of the 

retention benefit for text marking is the initial encoding. This notion, however, is 

currently restricted to highlighting text; other forms of text marking (e.g., numbered 

topics, headings, text signaling) may only benefit memory at a higher level. We are 

currently investigating whether encoding benefits exist for other text markings as 

underlining and multiple-color highlighting.  
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Abstract 
Empowerment or equipping individuals with servant-leadership skills can have an effect on 
leadership abilities and is a vital building block in the foundation for leading in all aspects of our 
life.  In colleges and universities, there has been considerable increase in the program development 
and academic research focusing on servant-leadership. Servant-leadership supports people who 
choose to serve first, and then lead as a way of expanding service to individuals and institutions.  
Through modeling, demonstration, and mentoring faculty can facilitate the development of 
leadership skills in preservice teachers.    
 
This paper describes the introduction of servant leadership characteristics to preservice teachers 
during their field experience for their early childhood special education Bachelor of Education 
program. The study will examine preservice teachers’ perceptions of the effectiveness of the servant 
leadership characteristics in challenging them to reflect on their values and beliefs and in preparing 
them for teaching. During their field experiences preservice teachers will take part in community 
service in order to engage in authentic experiences with individuals from diverse backgrounds. It will 
challenge them to critically reflect upon their own values and beliefs and embrace diversity through 
first-hand experience, interaction, reflection, and discursive interpretation. 
 
This session will describe an innovative approach to developing servant-leadership skills in 
preservice teachers during field experiences in teacher education to facilitate future teachers success 
in the classroom.  It will discuss the unique components of the field experience as well as discuss the 
research base that supports the development of servant-leadership characteristics. 
 
1.  Participants will be able to describe research on servant-leadership characteristics that enhance 
field experiences in teacher preparation. 
2.  Participants will understand the significance of an interwoven and intensive field experience on 
teacher preparedness and quality. 
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This presentation will focus on the processes that Carrier Sekani Family Services (CSFS) 
used to successfully implement Alternative Dispute Resolution research and education. In 
particular, we will discuss partnerships created between university and community 
partners in providing culturally appropriate research, curriculum and training. Post-
secondary education participation rates amongst First Nations peoples in Northern British 
Columbia have improved over the past decade but remain well below provincial and 
national averages. This is particularly true for First Nations learners in legal fields. This 
project provided an excellent opportunity for learners in a relatively remote region to 
access training and achieve credentials leading to greater access to employment as 
mediators in line with the British Columbia policy in favour of Alternative Dispute 
Resolution. 
 
Through Community based research Carrier Sekani First Nations have worked to develop 
a Carrier Sekani based model for resolving disputes. The Carrier model provides a focus 
on rebuilding families and communities devastated by years of adversarial contact with 
the western court system, attempting to provide opportunity to resolve conflict in 
culturally appropriate ways and directly involve community in decision making. The 
research component reaffirmed the fact that Carrier and Sekani society maintains a 
complex social and legal order where children are viewed as special gifts, and standards 
for their care and protection are well entrenched in governing systems that continue to be 
practiced to this day. 
 
In order to employ the principles for Carrier dispute resolution derived from community 
based research, University partnerships were created to develop and implement 
curriculum. University accredited family dispute resolution education of community 
peacemakers built on the research by articulating long established Carrier laws relevant to 
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the care of children with the purpose of establishing a framework in which disputes 
regarding the care of children are resolved. Five university accredited courses were 
developed reflecting Carrier Laws and values articulated by knowledge holders in the 
research project and offering Carrier perspectives in internal and external relations as 
well as Canadian law. The University curriculum prepared students for the varying 
contexts in which they apply their skills by facilitating attainment of credentials 
necessary to apply for inclusion on the provincial child protection mediation roster. 
  
Partnerships between University and Community demonstrated new horizons for the role 
of researchers, academics and community. The push by Carrier Sekani Family Services 
and others for measures that respect First Nations’ voice has resulted in a shift in 
Ministry of Children and Family Development policy and practice. Through the 
partnerships created, Carrier Sekani First Nations is prepared to be a frontrunner in 
mediation services.  
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2. Abstract 
 
The purpose of the research is to discover the factors that influence toddlers' 
behaviors in a classroom and to create a positive learning environment supporting 
toddlers' social/emotional needs. The total of 10 toddlers and two teachers 
participated in this research.  
The research is a case study. After observing this classroom for two weeks, the 
researcher and the teachers identified necessary changes in the classroom based on the 
factors that influenced toddlers' behaviors. After these two teachers implemented 
these changes in the learning environment, daily schedule, and developmental 
appropriate curriculum, the results showed that 1) all 10 toddlers participated more in 
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self –selective activities, 2) they became more cooperative, 3) violent/aggressive 
behaviors were reduced, and 4) they became independent learners.  
This research demonstrates that implementing developmentally appropriate practice; 
such as self-selected play activities, long learning block of time, providing positive 
feedback, creating developmental appropriate learning environment, etc., is not only 
enhancing learning, but also supporting early learners' social/emotional needs.  
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 In recent years, the term “story” has captured the imagination of the teaching and 

teacher education research community.  In my own work, I have spent much of the past 

decade attempting to understand the place of story in teaching and teacher education (see, 

for example, Carter, 1993; Carter & Doyle, 2003; Carter, 2007).  During these years, and 

thanks to an active research community in teacher education, much has been learned 

about the promise of story in our attempts to understand teaching and teacher knowledge.  

Indeed, the study of narrative has moved from the province of literary specialists or 

folklorists to become regarded as a positive source of insight for all branches of human 

and natural science.  Even so, the years have shown us not only promise in attending to 

the storied nature of teaching, but we have also come to understand that much still needs 

to be learned about the nature of story and its value to the educational enterprise.   

 In teacher education, much of the work on story has centered on the use of cases 

(Munby & Russell, 2001), written well-remembered events (Carter, 2007), teachers’ 

curriculum knowledge  (Gudmundsdottir, 1997), and teachers’ life history (see, for 

example, Elbaz-Luwish, 2001).  It is important to note, however, that the teachers’ stories 

referred to in this tradition are still, for the most part, stories told to researchers or for 
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research purposes rather than stories authored and shared spontaneously in an attempt to 

describe classroom life and the impact of one’s educative experiences. 

 What is largely omitted, then, from the extant analysis of the use of story in 

teaching and teacher education are narratives outside the traditional scope of the 

educational research agenda.   This recognition is important in that many have begun to 

argue that teachers’self-elected and/or spontaneous story spaces have considerable power 

in shaping understandings of teaching and learning.  For example, my own work on 

teachers’ written narratives of well-remembered classroom events has shown how both 

novice and experienced teachers’ faulty conceptions of teaching seem based in storied 

events that rarely find their way into the educative experiences or programmatic 

structures of preservice or inservice preparation.  This is troublesome in that personal 

“marker events” (Carter, 2007) described and narrated by teachers and drawn from their 

own school experience likely serve as filters for their own understandings of teaching, yet 

these stories do not often find their way to curriculum and course-based conversational 

floor where interpretations and ideas could be addressed, reflected upon, and analyzed.  

Additionally, school stories told to or overheard by teacher candidates prior to their 

professional preparation result in strongly-held belief systems, loosely connected pieces 

of personal knowledge, and largely unexplored understandings of how and why 

classrooms and schools work as they do. 

 Recently, I have begun to work with teachers to understand the contexts of these 

important spontaneous and/or self-selected story spaces.  In this research, I hope to 

understand how conceptions of teaching and learning are formed through the telling and 

hearing of teaching stories.   Thus, this paper report preliminary findings from a series of 
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qualitative, interview and narrative-based studies exploring teachers’ self-selected or 

spontaneous story spaces.   In this work, we have begun to uncover and define some 

significant story spaces and genres (such as “bumpy moment” classroom stories told to 

family, “in the trenches” stories told to professionals outside teaching, personal stories of 

teaching fatigue and frustration told to spouses/partners, “sheer joy of it” teaching 

moments told to parents, partners, and “sister” colleagues).    In addition, we are learning 

much about how conceptions of teaching are based in and developed through story, as 

well as how the storyteller’s personal stance in the story affects choices, understandings, 

and future directions in teaching.   We believe this line of inquiry shows much promise in 

helping a teacher education community develop curriculum and tasks which allow both 

novice and practicing teachers to confront and reflect upon their personal and developing 

sense of classrooms and students.  With time, these refined educative opportunities may 

result in richer and more productive interpretations of what it means to teach and to learn 

to teach. 

 

References 

 Carter, K. (1993). The place of story in research on teaching and teacher 
education. Educational Researcher, 22(1), 5-12. 
 Carter, K., & Doyle, W. (2003). Narrative and learning to teach:  Implications for 
the teacher education curriculum. Journal of Curriculum Studies, 35(2), 129-137. 
 Carter, K. (2007). Story as a theory of teaching.  Paper presented at the 5th annual 
Hawaii International Conference on Education, Honolulu, HI. 
 Gudmundsdottir, S. (1997).  Narrative perspectives on research in teaching and 
teacher education. Journal of curriculum studies,32(2), 1-3. 
 Munby, H. & Russell, T. (2001).  Teachers’ knowledge and how it develops.  In 
V. Richardson (Ed.), Handbook of research on teaching (4th ed., pp. 877-904).  
Washington, DC:  American Educational Research Association.  

2008 HICE Proceedings 
Page 1041



 
 
 
 
 
 
 
 

INCREASING RACIAL ISOLATION AND TEST SCORE GAPS IN MATHEMATICS:  
A THIRTY YEAR PERSPECTIVE∗ 

 
 
 

Mark Berends 
 

Roberto V. Peñaloza 
 

Vanderbilt University 
  
 
 
 
 
 

October 2007 
 
 
 
 

Paper to be presented at the Hawaii International Conference on Education,  
Honolulu, Hawaii, January 5-8, 2008

                                                 
∗  Please direct all correspondence to Mark Berends, Vanderbilt University, Peabody Box 152, 230 Appleton Place, 
Nashville, TN 37203-5721 (mark.berends@vanderbilt.edu).  We are grateful to Samuel Lucas, Thomas Sullivan and 
R. J. Briggs, who collaborated on our previous research on test score gaps.   We appreciated the generous 
cooperation of the National Center for Education Statistics in providing the restricted-use data, of Donald Rock and 
Judith Pollack of ETS, who shared with us their IRT expertise and data, and of Mathilde Dutoit of Scientific 
Software International, who provided technical support.  Of course, this paper does not reflect the views of these 
agencies or individuals; any errors are the responsibility of the authors. 

2008 HICE Proceedings 
Page 1042



  

 

  1

Increasing Racial Isolation and Test Score Gaps in Mathematics:   
A 30-Year Perspective  

 
 

Mark Berends & Roberto V. Penaloza 
 

 Vanderbilt University 
 

 
 

ABSTRACT 
 
Recent reports describe the increasing segregation that has occurred over the past two decades (Orfield 
and Lee, 2006).  Yet, there are only a few studies that are able to examine the net relationships between 
student test score gaps and school composition in nationally representative data over several time periods 
that allow for changes in family background measures. In this paper, we analyze nationally representative 
data in 1972, 1982, 1992, and 2004, which provide consistent measures of high school seniors’ 
mathematics achievement and several school and family background measures.  Together, these databases 
for four senior cohorts provide the opportunity to analyze associations between the black-white and 
Latino-white test score gaps and changes in school minority composition (both in terms of mean changes 
and changes in coefficients).  Between 1972 and 2004, our estimates reveal that increases in school 
segregation corresponded to a significant increases in the black-white and Latino-white test score gaps, 
outweighing the positive changes in family background measures for these minority groups.  
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It has become common to refer to the United States as increasingly racially diverse.  Yet, the 

implications of this diversity have yet to become fully manifest.  On the face of it, schools appear to be 

remarkably integrated.  In 2004, enrollment figures in public schools reveal that across the nation schools 

were 57 percent white, 16 percent black, and 19 percent Latino.  These statistics, however, mask the racial 

isolation in many of America’s schools.  In 2004, the average white student attended a school that was 

about 80 percent white; the average black student attended schools that were 34 percent white; and the 

average Latino student attended a school that was 28 percent white (National Center for Education 

Statistics, 2006).  Researchers have commented that such racial isolation has increased over the past two 

decades (Orfield and Lee, 2006; Orfield and Yun 1999; Orfield 2001).   

What are the consequences of this increasing racial isolation and segregation on the achievement 

gaps between black and white students and between Latino and white students?  Due to lack of data, it has 

been difficult to tease out the net contributions of these school composition factors when taking into 

account changes in other factors such as family background characteristics.  Our aim in this paper is to 

identify the relative contributions of changes in school composition to the test score gaps over three 

decades.   

We empirically examine several school and family factors commonly related to black-white and 

Latino-white test score differences in mathematics, using data available for several national cohorts of 

high school seniors between 1972 and 2004.  We address the following research questions:   

• How did the test scores of blacks, Latinos, and whites change between the early 1970s 

and 2004?  

• How did school minority composition change over this time period?  

• To what extent were changes in school minority composition associated with the black-

white and Latino-white test score gaps during this time period? 

TEST SCORE GAPS AMONG BLACK, WHITE AND LATINO STUDENT GROUPS 

 Data from the National Assessment of Educational Progress (NAEP) trend assessment reveal that 

high school students in the United States were scoring about the same in 2004 as they were in the early 
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1970s when considering achievement proficiency in mathematics and reading (see Figures 1 and 2).  

These overall trends mask significant progress made among certain groups.  For instance, over the past 

thirty years, minority students made substantial progress towards closing the minority-nonminority test 

score gap in both mathematics and reading.  In 2004, black students scored fifteen points higher (or 15 

percentile points) on the NAEP mathematics test and about twenty-five points higher (or 20 percentile 

points) in reading than those in the early 1970s.  Similarly, Latinos made improvements in achievement.  

Between 1973 and 2004, Latinos gained twelve points on the NAEP mathematics test, or 12 percentile 

points, and between 1975 and 2004 Latinos gained twelve points in reading, or about 10 percentile points. 

In the late 1990s, as the minority trend lines in Figures 1 and 2 show, black and Latino students’ gains in 

reading did not increase as they did in the 1970s and 1980s.  However, minority students are still performing 

markedly higher than similar students did over 25 years ago (see Porter, 2005). 

___________________________________ 

Figures 1 and 2 

___________________________________ 

 

Although many researchers have addressed possibilities for why the test score gaps have closed 

between early 1970s and early 1990s (e.g., Ferguson 1998; Koretz 1986; Neal 2006; Porter 2005), only a 

few researchers have been able to empirically study how changes in school factors and social background 

characteristics related to the test score convergence that occurred (Berends et al., 2005; Cook and Evans 

2000; Grissmer et al. 1994; Grissmer et al. 1998; Hedges and Nowell 1998). The main reason for this is 

the lack of data for multiple student cohorts that allow for the examination of relationships between 

family background and school measures and student achievement gaps. 

  Grissmer et al. (1998) assessed the factors that may have contributed to the test score gap 

convergence between black and white students by reviewing factors that may have changed between the 

early 1970s and early 1990s, such as desegregation, secondary school tracking, changes in the curriculum, 
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per pupil expenditures, pupil-teacher ratios, teachers’ educational background and experience, and school 

violence. Based on their review of extant research, Grissmer et al. (1998) concluded that both social 

investment in the 1960s and 1970s (i.e., the civil rights movement and the War on Poverty programs) and 

the school-based changes (desegregation, secondary school tracking, and class size) were the likely 

factors that explain the closing of the black-white and Latino-white test score gaps.  Yet, Grissmer et al. 

were not able to conduct original empirical analyses of these factors, so the arguments remain speculative. 

 Limiting their analyses to the black-white test score gap, Cook and Evans (2000) were 

specifically interested in whether it was changes in family characteristics or changes in school quality (or 

both) were associated with the convergence of the black-white test score gap over time.  Analyzing the 

NAEP trend assessment, their research focused not only on how changes in mean levels of family and 

school characteristics were related to the black-white test score trends, but also on how the effects of 

family and school measures on achievement were related to black-white test score trends.  They found 

that only about 25 percent of the overall convergence in black-white test scores can be attributed to 

changing family and school characteristics. They argued that the remainder is due to changes within 

schools.   

There are several strengths of the Cook and Evans (2000) study.  First, they were able make 

fewer assumptions than the studies reviewed above. For example, Cook and Evans examined tests that 

were stable over time, in contrast to other studies (Grissmer et al., 1994, 1998; Hedges and Nowell, 1998, 

1999). In addition, their methods allowed them to examine how changes in the relationships between their 

measures and student achievement differ over time, again in contrast to work by Grissmer and colleagues 

(1994, 1998) that assumed stability of these relationships. Finally, Cook and Evans extended the previous 

research on changes in families to include changes in school quality when examining the black-white test 

score gap.  

 However, their study also has its limitations. They were limited to examining family background 

changes as measured by parent educational attainment. Unfortunately, the NAEP is very limited in terms 

of family background measures because it lacks other family measures such as parent income, 
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occupational status, and other family characteristics (Berends and Koretz 1996; Grissmer et al. 1998). In 

addition, their measure of school quality was lacking in that they assume that “school quality is the effect 

that attending a given school has on student performance after controlling for the student’s observable 

characteristics” (Cook and Evans 2000, p. 732).   Their analyses lacked direct measures of schools, how 

these school measures changed, and how these changes (both changes in means and coefficients) were 

associated with student test score gaps. 

 Thus, despite this important past research, questions remain about achievement differences 

between black and white students and between Latino and white students, specifically how changes in 

school minority composition corresponded to achievement gaps over time.  With data for four senior 

cohorts in 1972, 1982, 1992, and 2004, our analyses extend our knowledge about how changes in families 

and schools are related to black-white and Latino-white test score trends.  

We use methods that allow for examination of changes in mean levels of family and school 

characteristics and changes in the relationships, or coefficients, of these characteristics to student 

achievement. However, we do so by using data that have several direct measures of students’ family and 

school characteristics, measured consistently over time. In addition, we extend previous analyses to 

understand what happened between 1972 and 2004, since research has shown that the gap in the black-

white test score gap stopped converging during the 1990s (Neal 2006; Porter 2005).  The analyses that 

follow provide results about specific family and school factors that are related to student achievement 

trends, particularly the black-white mathematics score gaps for students in high schools. No studies have 

comprehensively analyzed several family and school measures across nationally representative data for 

different cohorts of high school seniors, using comparable achievement outcomes, a specific focus on 

changes in school composition, and taking into account the increasing racial isolation that has occurred 

over time. 

DATA AND METHODS 

 In this study, we focus on student mathematics achievement and family and school measures that 

we could consistently measure over time across nationally representative cohorts of high school seniors. 

2008 HICE Proceedings 
Page 1047



  

 

  6

We believe it is an important contribution to analyze family, school, and achievement measures between 

1972 and 2004 that have been operationalized in the same way (for more details about variable 

justification and operationalization, see Berends et al. 2005).  

In what follows, we analyze four cohorts of high school seniors in nationally representative data 

sets that cover the experiences of secondary school students in the United States between 1972, 1982, 

1992, and 2004. The data sets are:   

• National Longitudinal Study of the High School Class of 1972 (NLS-72) 

• High School and Beyond senior cohort of 1982 (HSB-82) 

• National Education Longitudinal Study senior cohort of 1992 (NELS-92) 

• Educational Longitudinal Study senior cohort of 2004 (ELS-04). 

These national data sets are part of the Longitudinal Studies (LS) program of the National Center for 

Education Statistics (NCES), so hereafter we refer to these data sets as “LS data,” which we later compare 

to the trend assessment of National Assessment of Educational Progress (NAEP). In what follows, we 

discuss the data sets analyzed, the operationalization of the individual, family, and school measures 

analyzed across the data sets, and our methodological approach. 

National Longitudinal Study of the High School Class of 1972 

NLS-72 was designed to produce representative data at the national level on a cohort of high 

school seniors who graduated in 1972. The base-year sample was a stratified, two-stage probability 

sample of students from all public and private schools in the United States, with schools as the first-stage 

units and students within schools as the second stage units. The result is a nationally representative 

sample of 19,000 seniors in 1,061 high schools (Riccobono et al. 1981). Student, school administrator, 

and test score data are available for measuring students’ academic achievement and individual, family, 

and school characteristics.  We analyzed data from student tests, student questionnaires, and information 

about the school. The student questionnaire was completed by 16,683 high school seniors. Because we 
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wanted complete data from the student questionnaires, the students’ mathematics test, and information 

from the school information form, the sample for our analyses resulted in 14,469 students in 875 schools. 

High School and Beyond 

Similar to NLS-72, HSB is a two-stage stratified probability sample with schools as the first-stage 

units and students within schools as the second-stage units. In the first stage 1,100 schools were selected, 

and in the second stage about 36 students were randomly selected in each school.  Some types of schools 

were over sampled to ensure adequate numbers of students were available in subpopulations of interest. 

We analyzed the sample of about 26,000 students who were sophomores in the 1980 base year sample 

and were followed up in 1982 when they were seniors. The follow-up sample retained the essential 

features of the base-year design: multistage, stratified, and clustered (see Jones et al. 1983). 

HSB was unique in that it gathered data on two high school grade levels in 1980 (tenth and 

twelfth grades). Both the sophomore and senior cohorts in HSB have information on students, schools, 

and test scores. The sophomore cohort was followed up two years later when the students were seniors 

(HSB-82). Although we previously analyzed the 1980 senior cohort (HSB-80), our descriptive and 

multivariate analyses of the effects of family and school measures on student achievement revealed no 

significant differences between the 1980 and 1982 senior cohorts (see Berends et al. 2005). For the sake 

of parsimony and presentation, we thus present the 1972, 1982, 1992, and 2004 comparisons when 

examining how the trends in the mathematics gap related to changes in family and school measures. 

National Education Longitudinal Study 

NELS is a nationally representative data set that includes detailed information from students, 

schools, and parents (Ingels et al. 1993). The 1988 base-year NELS included about 25,000 eighth-grade 

students in 1,035 schools. Students in NELS were followed up in the tenth grade (1990), twelfth grade 

(1992), two years after high school (1994), and in the year 2000. These data contain extensive 

information about the achievement and school experiences of students prior to high school entry, data on 

school organization in middle and high school, students’ family and demographic characteristics, and 
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students’ experiences beyond high school. In each of the first three waves of NELS, students were tested 

in various subject areas. 

Educational Longitudinal Study 

The data of ELS tested achievement and educational perceptions and experiences of tenth 

grade students in a national, clustered probability sample of 15,362 in 752 public, Catholic, and 

other private schools with 10th grades in the spring of 2002.  The base-year data collection of 

ELS is the first wave of a new longitudinal study of high school students, and students were 

followed up in 2004 when they were seniors.  The base-year study includes surveys of parents, 

teachers, school administrators, library media specialists, and tenth grade students who were 

studied in the spring term of the 2001-2002 school year.  In 2004, during the first follow-up of 

the study, those base-year students remaining in the sample schools were surveyed and assessed 

again. The sample was freshened in the follow-up with 171 seniors to keep the sample 

representative to 2004 high school seniors. Base-year non-participants (n=756) were also given a 

new opportunity to participate in the follow-up.  

The ELS 2002 sampling design was a two-stage cluster sampling with stratification. The 

sampling frame of schools, which was obtained from the Common Core of Data (CCD) and the Private 

School Survey (PSS), was first divided into over 350 strata, and then two or three schools were selected 

from each stratum with probability proportional to size. Finally, a random sample of students was selected 

from each of the selected schools’ rosters. Some types of schools (e.g. private schools) and students from 

particular racial-ethnic groups (e.g. Asians) were over sampled.  For our analysis, we restricted the 

sample to the 2004 follow-up assessments, to only those students who were seniors in the spring of 2004 

and were enrolled in any of the base-year schools, and to those who had information on the measures 

examined. Some students were known to be seniors but had transferred to other schools preventing us 

from knowing the characteristics of those schools; these students were excluded. After these restrictions, 

our sample contained a total of 12.267 students in 740 schools. 
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National Assessment of Educational Progress 

When examining test score trends, we compare our estimates in the LS data sets to the NAEP 

trend assessment, which contains information over time on the same set of test score items for nationally 

representative samples of students. Although NAEP asks the same items over time, NAEP data lack 

critical information about individual, family, and school characteristics to examine family and school-

based explanations over time (see Berends and Koretz 1996). However, NAEP provides a useful 

benchmark to compare the test score trends in NLS-72, HSB-82, NELS-92, and ELS-04 (Green et al. 

1995). 

DEPENDENT MEASURE:  MATHEMATICS ACHIEVEMENT 

The dependent variable in our models is the individual student mathematics test scores, assumed 

to be a function of a set of individual, family, and school predictor variables that are directly comparable 

in the senior cohort data sets. The group differences that are the focus of this paper are those between 

black and white and Latino and white students during their senior year of high school. 

In order to more accurately measure the extent of group differences within each of the senior 

cohorts, we linked the mathematics tests over time and calibrated them to be on the same scale so that 

it is as though students across cohorts had taken the same test (see Berends et al. [2005] for details on 

linking procedures). Because the reading, science, and social studies tests did not have items in common 

across the cohorts, we were limited to mathematics. However, because of the sensitivity of mathematics 

tests to school effects and variation in mathematics scores across schools (Sørensen and Morgan 2000), 

it is important to understand trends in mathematics achievement and how other family and school changes 

relate to them, particularly for students from different racial-ethnic groups. 

Although the equating, or linking, methods provide accurate measures of student scores 

throughout the proficiency distribution, it is important to remain aware that the tests do differ; they are not 

identical across the different cohorts.1   However, the tests are similar in structure and the domains tested, 

                                                 
 1 To measure a broader range of abilities and the extent of cognitive gains between eighth and twelfth 
grades, NELS included various forms of the tenth and twelfth grade tests to avoid floor and ceiling effects.  For 
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and they do contain some common items to use for equating purposes. Moreover, research to date 

suggests the tests across these cohorts are reliable and valid measures of students’ mathematics 

achievement in secondary school (see Berends et al. 2005; Koretz and Berends 2001; Rock and Hilton, et 

al. 1985; Rock and Pollack 1995).  In addition, although we have not yet completed the linking to the 

2004 mathematics test, NCES has a linked score, which we can rely on in our analyses. 

SCHOOL AND FAMILY MEASURES 

The definitions for the other measures in our models are matched across the data sets for the 

senior cohorts. Our selection of variables was dictated by the necessity of comparable measures across the 

data sets (NLS-72, HSB-82, NELS-92, and ELS-04).   

Because we focus on changes in minority composition, we use a measure that is comparable to 

what others have examined to argue that schools have become more racially isolated in the past two 

decades (Orfield and Lee, 2006; Orfield and Yun 1999; Orfield 2001). Across the four cohorts analyzed 

here, school administrators were asked about the percentage of various population groups that attended 

the school. Based on this information we were able to create a school-level measure for the percentage of 

black and Latino students that attended each school.   We include black and Latino students in our school 

minority composition measure because these groups have been historically disadvantaged within the 

United States. 

Other measures included individual characteristics (race-ethnicity and gender), family 

background (parents’ educational attainment, occupational status, and family income), and school 

characteristics (socioeconomic composition, sector, urban locale).  (See Appendix A; for a more detailed 

description and comparison of measures, see Berends et al., 2005.) 

                                                                                                                                                             
example, tenth graders in the first follow-up test administration were given different forms of the test depending on 
how they scored in the eighth grade base year. In mathematics, there were seven forms, and in reading there were 
five forms – all differing in difficulty to provide better estimates of achievement throughout the proficiency 
distribution (for further details on the psychometric properties of the NELS tests, see Rock and Pollack 1995).   
Specific test score information allowed us to link scores across all these NELS mathematics forms and the NLS and 
HSB cohorts.  There were no common items to equate the reading scores in the senior NELS sample to the previous 
cohorts.   
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METHODOLOGY 

Methods to assess the effects of individual, family, and schools over time need to factor in both 

the changes in the characteristics of interest (means) and changes in the associations of these 

characteristics with achievement scores (coefficients) at different points in time.  To decompose such 

effects, we rely on a technique widely used in labor economics called the Oaxaca decomposition (Oaxaca 

1970; Cain 1986; Corcoran and Duncan 1979). Although attributed to Oaxaca, this technique was 

previously used by sociologists (Duncan 1967, 1968; Cancio et al. 1996; Sayer et al., 2004) and has been 

primarily used to explain differences in wages across groups in cross-sectional data (Cain 1986; Corcoran 

and Duncan 1979) and the time-series pattern of wages in repeated cross-sections (Sahling and Smith 

1983).  There have been recent applications in education as well (Cook and Evans 2000; Goldhaber 1996; 

Gill and Michaels 1992). For example, as previously noted, Cook and Evans (2000) used such methods to 

investigate how changes in the mean differences and changes in the coefficients of family and school 

measures were related to the convergence of the black-white and Latino-white test score gaps; our 

analyses aim to build on their findings using a similar approach. 

The first step in decomposing the effects of school and family background measures on the racial-

ethnic test score gaps is to estimate a series of regressions for each senior cohort. For these regressions, 

we first enter the race dummy variables to estimate the unadjusted predicted mathematics test score 

difference between black and white students and between Latino and white students.  

To analyze how trends in school and social background measures were related to trends in the 

black-white and Latino-white mathematics test score gaps, we estimate a series of multilevel regressions 

for each cohort (Kreft and De Leeuw 1998; Raudenbush and Bryk 2002; Snijders and Bosker 1999). 

These regressions estimate the relationship of mathematics achievement to mother’s and father’s 

educational attainment, the higher of mother’s or father’s occupational status (Duncan’s SEI), the family 

income quintile dummies, academic track, minority and socioeconomic composition of the school, sector, 

and urban locale. Gender is also included in these regressions as a covariate.  Then, we use the pooled 

coefficients in the decomposition of the difference between the predicted means of white and black test 
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scores (Equation 1) (see Cotton 1988). The LS data allowed for this analysis over four time intervals.  By 

looking at the results of these decompositions, we can begin to understand how black students’ 

mathematics scores changed relative to those of whites over this 30-year span. Moreover, we can examine 

in which decade the most notable changes occurred. Mathematically, for each of these intervals we 

employed the following decomposition: 

∆ ŷ 1  - ∆ ŷ 0  = (∆ x 1  - ∆ x 0) β̂⋅ 0  + ∆ x 1 β̂(⋅ 1 - β̂ 0) + x 1w β̂(⋅ 1w - β̂ 1)   

                 - x 0w β̂(⋅ 0w - β̂ 0) + x 1b β̂(⋅ 1 - β̂ 1b) - x 0b β̂(⋅ 0 - β̂ 0b)   (1)  

where  

• ∆ ŷ 1  - ∆ ŷ 0  = ( ŷ 1w - ŷ 1b) - ( ŷ 0w - ŷ 0b) is the change from time 0 to time 1 in the difference 

between the predicted means of white and black test scores; 2 

• ∆ x i  =  x iw - x ib  is the difference at time i between the means of black and white individual 

and school-level characteristics; 

• x ib  and x iw  are the vectors of means at time i of individual and school-level characteristics 

for the black and white students, respectively; 

• β̂ i is the estimated coefficient vector for a representative student at time i; 

• β̂ ib  and β̂ iw are the estimated coefficient vectors at time i for black and white students (or 

Latino and white students); 

                                                 
2 The predicted means used in the decompositions are not simple averages of the dependent variable.  Given the 
nested nature of the data and the consequent need to employ a multi-level or  hierarchical model (HLM), the 
equation above would not necessarily hold if the change in the difference between simple averages ∆ y t1  -  ∆ y t0 
were placed on the left-hand side since the estimates of β generated under HLM assumptions are not necessarily 
such that y = β̂⋅x . In fact, y = β̂⋅x under HLM only if the HLM estimates of β are the same as the OLS 

estimates of  β.  Using the HLM estimates of β for our model, the dot product β̂⋅x equals ŷ , i.e. the predicted value 

of y given x .  Thus, we use ŷ  in each of our decompositions so that equality will hold between our manipulations 

of β̂⋅x .  The differences between ŷ  and y  are slight in all cases.     
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• (∆ x 1  - ∆ x 0) β̂⋅ 0 is the explained portion of the achievement differentials, associated with 

changes from time 0 to time 1 in the differences between white and black seniors (or Latino 

and white) in the means of family and school characteristics; and 

• ∆ x 1 β̂(⋅ 1 - β̂ 0) + x 1w β̂(⋅ 1w - β̂ 1) - x 0w β̂(⋅ 0w - β̂ 0) + x 1b β̂(⋅ 1 - β̂ 1b) - x 0b β̂(⋅ 0 - β̂ 0b) is the 

unexplained portion of the differentials attributable to variability in the effects (or  

coefficients) of family and school characteristics between representative students and black or 

white students (or Latino and white), as well as differences in these effects from time 0 to 

time 1.  

The explained component of this decomposition has two features of note. First, it weights the 

change in differences between white and black student means by the coefficient estimates from time 0 (or 

1972).   Thus, the explained component represents the change in the test score gap that we would expect 

to see if the black and white students at time 0 had the mean characteristics of black and white students at 

time 1 holding everything else constant.  The same applies when analyzing Latino and white students. 

The decomposition can also be calculated using estimated coefficients from the 2004 as weights, so we 

show the results from both the 1972 and 2004 estimations.  Second, we rely on the student cohort 

coefficient estimates, as opposed to specific racial-ethnic coefficient estimates within a cohort. Since 

black, Latino, and white students in a given cohort were not schooled in total isolation from one another 

nor indeed from students of other races, they are not distinct populations but rather part of the same 

population. Thus, using the pooled coefficient estimates for each student cohort seems more appropriate, 

since that pooled coefficient would be the estimate if race-ethnicity were not an issue (Cook and Evans, 

2000; Cotton, 1988).  This choice also avoids capriciously choosing either to weight the change in mean 

differences by the black or white student coefficient estimates, or estimating a set of coefficients for both 

and then attempting to mediate between the two sets of results generated. (The results from the regression 

models appear in an Appendices C and D.) 
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RESULTS 

 Before examining the results of this decomposition, it is important to understand the trends in the 

black-white and Latino-white test score differences in the senior cohorts and compare them to other 

national achievement trends in the NAEP.   Second, we examine the trends in family and school measures.  

Finally, we decompose the effects of family and school characteristics on the black-white and Latino-

white achievement gaps into changes in the levels of the family background measures and their effects on 

achievement across cohorts. 

TEST SCORE DIFFERENCES AMONG RACIAL-ETHNIC GROUPS OVER TIME 

 Black and Latino students have made considerable achievement gains in the last twenty years in 

narrowing the minority-nonminority test score gaps.  Consistent with other national data, black students 

have made considerable achievement gains in narrowing the black-white test score gap when examining 

the senior cohorts of NLS-72, HSB-82, NELS-92, and ELS-04.  The estimates for the black-white 

convergence in mathematics appear in Figure 3.  The estimates for the three LS senior cohorts are plotted 

against those in the NAEP trend assessment because the NAEP provides the strongest trend assessment 

available in the United States and offers an important benchmark for the LS cohorts.  In 1972, the black-

white difference was over a standard deviation (SD = 1.01) in the NLS-72 data, but by the early 1990s, 

the gap narrowed by about 20 percent—to 0.81 of a SD unit difference in NELS, and this gap remained 

stable until 2004 in the ELS-04. 

In 1973, the black-white difference in NAEP was 1.14 of a SD, narrowing to 0.89 of a SD in 

1996 (a 22 percent reduction) and 0.80 of a SD in 2004.  The decreased gap occurred in both the NAEP 

and the LS, but the extent of the decrease was greater in NAEP than LS, although the overall patterns 

remain consistent.   
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___________________________________ 

Figure 3 

___________________________________ 

 

Over this same time period, Latino students also made gains in student achievement and closed 

the gap with white students.  Estimates for the Latino-white convergence in mathematics appear in Figure 

4.  The Latino-white gap is large, even though the black-white mathematics achievement gap is even 

larger.  For example, in the NLS-72 data, the Latino-white difference was 0.79 of a SD, but by 2004, the 

gap narrowed by 23 percent—to 0.61 of a SD unit difference in NELS.   In 1973, the Latino-white 

difference in NAEP was 0.94 of a SD, narrowing to 0.69 of a SD in 2004 (a 27 percent reduction).  

Similar to the black-white differences, the overall pattern remains consistent between the LS and NAEP 

samples despite their differences, and similar to the black-white test score differences, the reduction in the 

test score gaps between Latino and white students is worthy of examination. 

 

___________________________________ 

Figure 4 

___________________________________ 

 

Changes in School Minority Composition 

Examining changes in school minority composition in the data sets spanning 1972 to 2004, we 

found that there were increases in the proportion of students attending schools with a greater proportion of 

black and Latino students than white students. Although overall students in 1972 attended schools in 

which the proportion of the nonwhite student body was 0.19, in 2004, students attended schools in which 

the nonwhite proportion was 0.27, on average.   
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___________________________________ 

Table 1 

___________________________________ 

 

If a high minority composition is viewed as a proxy for schools that have historically been 

underserved by the education system in terms of providing high-quality resources, services, and 

instruction, then the increasing proportion of high-minority schools suggests a lack of progress for black  

and Latino students. For instance, the average proportion of minority composition for schools attended by 

white students was 0.17, compared with the average of 0.36 for schools attended by black students. 

Although there were small changes in minority composition for schools attended by whites between 1972 

and 2004 (from 0.17 to 0.14), the average minority composition for schools attended by black students 

increased from 0.36 to 0.60, a .0.24 point change in proportion. Comparing minority composition in the 

typical schools between 1972 and 2004, there was actually an increase of the difference between blacks 

and whites (0.19 to 0.46).  

When considering Latino students over these time periods, we see from Table 1 that the average 

Latino student in 1972 attended a school in which the proportion of minority students was 0.33 compared 

with the average Latino in 2004, who attended a school in which the proportion of minority students was 

0.60—a 0.27 increase over these decades. In 1972 the average minority composition for schools attended 

by Latino students was .33 compared with 0.17 for white students.  The Latino-white gap in minority 

composition increased markedly from 0.16 in 1972 to 0.46 in 2004, suggesting changes in minority 

composition are unlikely to benefit Latino students.  

These descriptive results raise a further question:  How do the changes in school minority 

composition relate to black-white test score trends?  By decomposing the changes in means and changes 

in coefficients for mathematics achievement, we hope to provide empirical results to address this 

important issue.    
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Decomposing Changes in the Black-White and Latino-White Gaps in Mathematics   

The methods we use allow us to disentangle the changes that have occurred for black and white 

students and Latino and white students. We examine the changes between 1972 and 2004 in levels 

(means) of the individual, family background, and school measures. When these changes are scaled by the 

1972 and 2004 regression coefficients, we are able to examine how school and family changes 

corresponded to the changes that occurred in the test score gap between black and white students. 

Specifically, we examine the changes in the means of school minority composition (and other factors) and 

also changes in the relationship of minority composition to mathematics achievement (as measured by the 

1972 and 2004 coefficients).  

___________________________________ 

Tables 2 & 3 

___________________________________ 

The results of these decompositions for black-white mathematics achievement scores appear in 

Table 2; the results for Latinos and whites appear in Table 3. The column of ∆’s in Tables 2 and 3 is the 

change in the black-white (or Latino-white) test score gap for the period considered that is associated with 

the changes in the means for the variable (rows) being considered. The percent column (%) is the 

percentage of the total black-white (or Latino-white) test score gap for the period being considered to 

which changes in that particular variable correspond; positive percentages indicate that the predicted test 

score gaps would have decreased or converged, while negative percentages indicate that the black-white 

test score gap would have increased or diverged.    

Between 1972 and 2004, the increases in racial isolation and segregation in U.S. schools 

corresponded to an increase in the black-white test score gap.  If one only considers changes in the mean 

school minority composition measure, when scaled by either the 1972 or 2004 regression coefficients, 

there was a corresponding substantial increase in the black-white test score gap between 1972 and 2004 

(Table 2).  Specifically, the increases in black students’ likelihood of being segregated in high-minority 
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schools corresponded to a 62.50 percent increase in the black-white mathematics gap when scaled by the 

1972 coefficients and to a 50.57 percent increase when relying on the 2004 coefficients.  

Yet, not all changes were detrimental to black students.  Relative to white students, black 

students’ individual and family characteristics—parent education level, family income, and parent 

occupational status—improved. These changes were large, particularly when scaled by the 1972 

regression coefficients; these relative changes between the black and white student populations 

corresponded to 62.37 percent of the change in the test score gap. If scaled by the 2004 coefficients, the 

changes corresponded to a 36.24 percent of the change in the test score gap.   

For Latino students, the increases in racial isolation and segregation in U.S. schools between the 

early 1970s and 2004 corresponded to an increase in the Latino-white test score gap (see Table 3).  

Examining changes in school minority composition, the results show that there was an associated increase 

in the Latino-white test scores by 74 percent if we use the 1972 coefficients as weights and by 76 percent 

if we rely on the 2004 coefficients.   

 Similar to black students, not all changes in the measures we analyzed were disadvantageous for 

Latino students.  Compared with white students, Latino students experienced positive mean changes in 

family background characteristics, such as parents educational attainment, occupational status, and 

income.  However, when scaled by the coefficients for the 1972 and 2004 cohorts, we found inconsistent 

results.  For example, when scaled to the 2004 coefficients, we found that changes in family background 

characteristics corresponded to a 59 percent convergence in the Latino-white test score gap.  However, 

when scaled to the 1972 coefficients the family background changes were associated with a divergence in 

the Latino-white mathematics gap by about 10 percent.   These differences are due mainly to the negative 

coefficients in 1972 students who had missing data on family background measures. 

 

DISCUSSION 

Our analyses examined several school and social background factors related to black-white and 

Latino-white test score differences in mathematics over a thirty year period.  We set out to address some 
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limitations of past research by analyzing nationally representative data between the 1972 and 2004 to 

address how selected family background and school measures changed during this time period and the 

correspondence of changes in these measures to the minority-nonminority mathematics gaps.    

 Changes in the minority composition of schools, resulting in increased racial isolation for black 

and Latino students, were associated with a divergence in the racial-ethnic test score gaps over the past 

thirty years.  Although there were some positive changes in social background measures for black and 

Latino students relative to whites, the changes that occurred between schools corresponded to an increase 

in the racial-ethnic mathematics test score gaps between 1972 and 2004.  In our analyses black and Latino 

students were more likely to attend higher-minority schools in 2004 than in 1972 compared with white 

students, and these changes corresponded to increasing mathematics achievement gaps over this 30-year 

period. Several other authors have commented on the increasing segregation of minority students in 

recent years (Orfield and Lee, 2006; Orfield and Yun 1999; Orfield 2001), but our results analyze this 

increasing segregation within the context of achievement gaps.   

The effects of desegregation were most dramatic in changing the racial-ethnic composition of 

schools during the 1960s and 1970s (Grissmer et al. 1998; Armor, 1995), so our analyses may have 

missed the most dramatic positive aspects of these changes.  Yet, changes in composition do not 

immediately result in changes in school activities and culture that are beneficial to black students. As 

Grissmer et al. (1998) showed, black seniors who were tested in the early 1970s entered school in the 

early 1960s, a time when 60 percent of the black population was educated in schools in which more than 

90 percent of the students were from minority backgrounds. Because of the dramatic desegregation in 

schools that occurred between 1968 and 1972 (especially in the South), students who entered school in 

the early 1970s were the first to experience a schooling career from K-12 in less-segregated schooling 

circumstances.  These are the students that would be taking tests as seniors in the mid-1980s. However, as 

our analyses suggest, changes in the minority composition of high schools did not correspond to a 

decrease of the black-white achievement gap in the data we analyzed. Rather, our analyses reveal that the 
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increases in the minority composition of high schools that black and Latino students attended between 

1972 and 2004 corresponded to a substantial increase in the test score gaps. 

 Our analysis reveals a mixed picture of the progress of black and Latino students relative to white 

students. On the one hand, family background measures have changed across cohorts, and this 

corresponds, for the most part, to the decrease of the black-white and Latino-white mathematics score 

gaps that occurred between 1972 and 2004.  Significant test score disparities remain between blacks and 

whites and between Latinos and whites; substantial inequalities also remain in family background 

measures, despite the progress that occurred.  While there has been about a 20 percent reduction in the 

black-white mathematics test score gap in the LS databases we examine, the unadjusted differences 

remain about 0.80 of a standard deviation in mathematics (28 percentile points), a large difference. So too, 

for Latino students, there was a 23 percent reduction in the mathematics gap, but the gap remains 0.61 of 

a standard deviation, or nearly 21 percentile points, also a large difference.  Moreover, despite the large 

gains in the family background measures considered here, black and Latino students’ continue to attend 

schools that are high-minority and low SES. Thus, while a great deal of progress has been made in 

improving some family background conditions of minority students relative to whites, substantial 

inequalities remain (see Neal 2006).  

Our analyses here suggest that educational policy and reform need to be attentive to educational 

opportunities between schools by addressing issues related to the increasing isolation of minority students 

in predominately minority schools.  Recent Supreme Court decisions do not bode well for improving 

racial isolation in schools.  In fact, one can interpret the Supreme Court decisions about Parents Involved 

in Community Schools v. Seattle School District No. 1 and Meredith v. Jefferson County Board of 

Education as basically eliminating practical (and perhaps legal) approaches to reducing racial isolation in 

schools.  In the words of Chief Justice John Roberts, such approaches were basically “racial 

discrimination,” and he went on to write, “The way to stop discrimination on the basis of race is to stop 

discriminating on the basis of race.”  These recent Supreme Court decisions imply that the “sunset” of 
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affirmative action articulated in the O’Conner’s majority opinion in the Grutter v. Bollinger case has 

come.  

Although the Seattle and Jefferson County plans were not without their downside, they did 

accomplish racial balance across the schools and decreased the amount of racial isolation for black and 

Latino students.  State and local policymakers will no doubt need to tread carefully, but innovation in 

increasing diversity will likely arise.  Some policy initiatives of states and school districts to address 

school funding issues and the racial balance of schools are likely to be worthwhile in improving the racial 

balance of schools.  For example, using socioeconomic circumstances for admissions purposes in 

elementary and secondary schools may hold some promise in diversifying schools racially and ethnically 

(even though using such criteria for college admissions has been hotly debated [see Kahlenberg, 1996; 

Kane, 1998; Wilson, 1999]). While the correlation between the racial-ethnic and socioeconomic 

composition of schools is not perfect, Flinspach, Banks, and Khanna (2003) found that school districts 

may be able to use socioeconomic measures such as family income to preserve racially diverse schools. 

Achieving such balance in schools prevents racial isolation, but also ameliorates some school problems 

related to poverty (see also Kahlenberg, 2001).  

Other educational policies that have gained currency include school choice, vouchers, and charter 

schools. While there may be some benefits of choice plans in creating more racially diverse schools 

(Goldring and Smrekar, 2002; Kahlenberg, 2001), the evidence is far from complete about whether such 

plans reduce racial isolation across the nation as a whole and whether choice plans contribute directly to 

closing achievement gaps (Berends, Springer, and Walberg, 2008; Gill et al., 2001; Zimmer et al., 2003). 

This does not mean, however, that such policies should not be pursued if they promote desegregation in 

ways that provide educational opportunities and improve academic achievement. As choice plans are 

developed and implemented, the next few years will be telling in terms of the positive and negative 

effects of different choice policies. 
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Figure 1—NAEP Mathematics Proficiency for 17-Year-Olds by Race-Ethnicity 

Source:  U.S. Department of Education, Institute of Education Sciences, National Center for 
Education Statistics, National Assessment of Educational Progress (NAEP), selected years, 
1973–2004 Long-Term Trend Mathematics Assessments.  Washington, DC:  2005. 
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Figure 2—NAEP Reading Proficiency for 17-Year-Olds by Race-Ethnicity 

Source:  U.S. Department of Education, Institute of Education Sciences, National Center for 
Education Statistics, National Assessment of Educational Progress (NAEP), 1971–2004 
Long-Term Trend Reading Assessments. Washington, DC: 2005. 
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Figure 3—Black-White Mathematics Differences (SD Units) in the Senior Cohorts Compared with 
the NAEP Trend Assessment 
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Figure 4—Latino-White Mathematics Differences (SD Units) in the Senior Cohorts Compared with 
the NAEP Trend Assessment
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Table 1.  Racial-Ethnic Differences in School Minority Composition in LS Data, 1972-2004 
 

 
 

 
1972 

 
1982 

 
1992 

 
2004 

Change 
(2004-1972) 

Proportion Minority Composition 0.19 0.26 0.25 0.27 +0.08 

Whites 0.17 0.21 0.18 0.14 -0.03 

Blacks 0.36 0.37 0.42 0.60 +0.24 

Latinos 0.33 0.28 0.37 0.60 +0.27 

B-W Difference +0.19 +0.16 +0.24 +0.46  +0.27 

L-W Difference +0.16 +0.07 +0.19 +0.46  +0.30 

 

  

2008 HICE Proceedings 
Page 1068



  

 

  27

Table 2.  Decomposition of the Black-White Mathematics Score Gap to Changes in School Minority Composition, 1972-2004 
 

      
1972 Coefficients as 

Weights   2004 Coefficients as Weights   
      1972-2004 

    ∆ %   ∆ %   
Individual and Family Measures Total   -0.119 62.37   -0.069 36.24   
                     Female   -0.015 7.73   -0.007 3.68  
                     Family Income  -0.021 11.14   -0.004 2.29  
                     Parental Education  -0.058 30.24   -0.048 25  
                     Occupational Status   -0.025 13.26   -0.01 5.27   
School Measures Total   0.156 -81.95   0.146 -76.51   
                     School Mean SES  0.011 -5.93   0.025 -13.25  
                     School Percent Minority  0.119 -62.5   0.116 -60.57  
                     Private School   0.01 -4.99   0.004 -2.2  
                    Urban school  0.013 -6.78   0 -0.16  
                    Rural School   0.003 -1.75   0.001 -0.33   
Total Explained  0.077 -40.28   0.037 -19.57  
Unexplained   -0.268 140.28   -0.228 119.57   
Total Change  -0.191    -0.191   

 

2008 HICE Proceedings 
Page 1069



  

 

  28

Table 3.  Decomposition of the Latino-White Mathematics Score Gap to Changes in School Minority Composition, 1972-2004 
 

      
1972 Coefficients as 

Weights   2004 Coefficients as Weights   
      1972-2004 

    ∆ %   ∆ %   
Individual and Family Measures Total   0.018 -9.887   -0.107 59.048   
                     Female   0.002 -1.119   0.004 -2.351  
                     Family Income  0.006 -3.199   -0.017 9.141  
                     Parental Education  0.008 -4.446   -0.002 1.108  
                     Occupational Status  0.002 -1.123   -0.092 51.150   
School Measures Total   0.216 -119.450   0.183 -101.407   

                 School Mean SES  0.078 -43.262   0.035 -19.372  
                 School Percent Minority   0.134 -74.044   0.138 -76.398  
                 Private School    0.004 -2.041   0.008 -4.618  
                Urban school   0.000 -0.013   0.001 -0.535  
                Rural School   0.000 -0.091   0.001 -0.482   

Total Explained   0.234 -129.340   0.077 -42.360  
Unexplained   -0.415 229.340   -0.257 142.360   
Total Change   -0.181    -0.181   
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Appendix A.  Operationalization of Family and School Measures 

Race-Ethnicity 

All the surveys included items for students to report their racial-ethnic group. We include dummy 
variables to classify students into nonoverlapping categories for African American or black, Latino or 
Latina, non-Latino–white, and other (mostly Asian and American Indian). In our analyses, we focus on 
the nonoverlapping student groups as blacks, Latinos, and whites; our overall sample estimates for the 
senior cohorts include the “other” category. 
Gender 
In the analysis gender is included as a dummy variable equal to one if the student is female. 
Parents’ Education 
Both mother’s and father’s educational attainment are included as separate variables in our analysis. Each 
senior cohort survey provided information to create a measure for parents’ years of education, coded as 
10 years if the parent did not finish high school, 12 if the parent was a high school graduate, 14 if the 
parent attended some college, 16 if the parent received a four-year college degree, and 18 if the parent 
received a graduate or professional degree. 
Parent Occupational Status 
We included a measure of parent’s SEI or occupational status measure, based on the maximum status 
reported for the father or mother (range in the data sets 7.33–70.21). On the surveys, respondents could 
select from a list of comparable occupations, which were then translated into Duncan’s SEI (Duncan, 
1961) scores. NLS-72 through ELS-04 include a measure of Duncan’s SEI (Duncan, 1961), and this 
particular SEI measure is based on the 1960 Census. Thus, the estimates of change provided use this 
earlier time frame for the SEI as a reference point. 
Family Income 
The income variable represents a particularly challenging problem due the fact that each survey used 
different intervals for students to select. Initially, we aimed to rescale all of the income variables to 
1972 using the annual average Consumer Price Index (CPI) value for each year. However, many 
categories in the upper tail of the income distribution for NELS-92 are not found in the other cohorts. As 
an alternative, we parsed each cohort’s income values into five categories (five quintiles) by assigning the 
income category midpoints to the responses and then found the corresponding quintiles from the 
population as reported by the Census Bureau.  We created dummy variables for each quintile; the median 
income category in each cohort was the reference group.3 

                                                 
3 Due to missing data for the family background measures, we first replaced missing values for mother and father’s 
education, parent occupational status, and family income using the cohort-level mean computed from students with 
nonmissing values. In our initial estimation of multilevel models that included dummy variables indicating that 
imputation had been performed showed large t-values for the slope estimates of these variables. This indicated to us 
that the imputation process was inadequate. We next tried replacing with the means based on other students within 
the same school and cohort and found that the t-values were still large. We then tried a multiple imputation routine 
and found similar results (see Little and Rubin, 2002). As the final step, we replaced missing values with the mean 
from students within the same school and cohort and adjusted the imputation values based on the resulting slope 
coefficients on the imputation flags (if the flag had a negative slope, we reduced the imputed value to try to offset it). 
We then repeated the process and further adjusted the imputation values based until successive iterations had no 
impact. We found that we needed to put bounds on the imputed values based on the max and min values of possible 
responses in the original survey (e.g., an imputed value for mother’s education could not be less than 10). Without 
the bounds, we could drive the slope coefficients closer to zero but only at the expense of nonsensical imputation 
values (e.g., a negative value for socioeconomic status [SEI]). However, with the bounds, we found that the 
imputation values that minimized the t-values on the imputation flags were those at the minimum response level. For 
example, nearly all imputed values for mother’s education ended up being 10, the minimum. This suggests that the 
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School Socioeconomic Composition 
The student-level measures for parent income and mother’s education level were aggregated to the school 
level. Thus, we were able to calculate the percentage of students within each school in the income 
quintiles as well as the average parent education level in the school. 
School Minority Composition 
School administrators NLS-72, HSB-82, and NELS-92 were asked about the percentage of various 
population groups that attended the school. Based on this information we were able to create two school-
level variables that measured the percentages of black and Latino students that attended each school.  In 
ELS-04, the percent minority was based on the combined student-level aggregate of black and Latino 
group reporting. 
School Sector 
Schools were classified into public or private schools. The categories were not directly comparable across 
NLS-72, HSB-82, NELS-92, and ELS-04, because NELS and ELS differentiated the private sector into 
additional categories. However, all the databases included a composite measure from which we were able 
to create a simple dummy variable for private schools (public schools as reference group).  
School Urban Locale 
Schools were located in urban, rural, or suburban locales.4  We created dummy variables for each with 
rural as the reference category. 

                                                                                                                                                             
students whose parents are in the lower-income quintile have lower values of educational attainment, and those who 
have low-Duncan SEI are less likely to respond to the background questionnaire. 
4 Locale is a 7-digit code on the CCD, defined as: 1. Large City—A central city of a CMSA or MSA, with the city 
having a population greater than or equal to 250,000; 2. Mid-Size City—A central city of a CMSA or MSA, with the 
city having a population less than 250,000; 3. Urban Fringe of a Large City—Any incorporated place, Census-
designated place, or nonplace territory within a CMSA or MSA of a Large City and defined as urban by the Census 
Bureau; 4. Urban Fringe of a Mid-Size City—Any incorporated place, Census-designated place, or nonplace 
territory within a CMSA or MSA of a Mid-Size City and defined as urban by the Census Bureau; 5. Large Town—
An incorporated place or Census-designated place with a population greater than or equal to 25,000 and located 
outside a CMSA or MSA; 6. Small Town—An incorporated place or Census-designated place with population less 
than 25,000 and greater than or equal to 2,500 and located outside a CMSA or MSA; 7. Rural—Any incorporated 
place, Census-designated place, or nonplace territory designated as rural by the Census Bureau. The usual practice is 
to combine these into three categories: urban = 1, 2; suburban/large town = 3, 4, 5; and rural/small town = 6, 7. 
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Appendix B 
Family Background, Individual, and School Measures for Longitudinal Studies High School Senior Populations 

 
 All  Black  Latino  White 
1972 High School Seniors Mean SD  Mean SD  Mean SD  Mean SD 
Number of Students 14,469  1,719  642  11,370 
Math IRT 51.94 10.00  43.10 9.48  45.04 9.67  53.24 9.40 
Female 0.50 0.50  0.57 0.50  0.51 0.50  0.50 0.50 
Income quintile 1 0.34 0.47  0.61 0.49  0.57 0.50  0.30 0.46 
Income quintile 2 0.16 0.37  0.19 0.39  0.20 0.40  0.16 0.36 
Income quintile 4 0.13 0.34  0.04 0.20  0.05 0.22  0.14 0.35 
Income quintile 5 0.12 0.32  0.03 0.16  0.03 0.18  0.13 0.33 
Missing income data 0.21 0.41  0.19 0.39  0.22 0.42  0.21 0.41 
Father's education 12.54 2.43  11.27 1.83  11.32 2.12  12.73 2.44 
Missing father's education 0.01 0.11  0.04 0.20  0.32 0.18  0.01 0.10 
Mother's education 12.31 2.04  11.57 1.92  11.04 1.72  12.45 2.03 
Missing mother's education 0.01 0.10  0.02 0.15  0.03 0.16  0.01 0.09 
Parents' Maximum SEI 36.93 26.81  19.72 24.07  30.75 17.97  39.55 26.23 
Missing SEI data 0.19 0.40  0.44 0.50  0.35 0.44  0.16 0.37 
School mean SES -0.05 0.51  -0.21 0.47  -0.12 0.48  -0.03 0.50 
School percent minority 19.08 25.94  36.21 28.01  32.53 26.34  16.60 22.13 
Private school 0.07 0.25  0.05 0.21  0.06 0.23  0.07 0.25 
Suburban school 0.48 0.50  0.38 0.48  0.04 0.49  0.49 0.50 
Urban School 0.29 0.46  0.44 0.50  0.48 0.49  0.27 0.45 
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Appendix B (continued) 
 

 All  Black  Latino  White 
 1982 High School Seniors Mean SD  Mean SD  Mean SD  Mean SD 
Number of Students 20,888  2,593  14,255  3,494 
Math IRT 49.66 9.99  43.22 9.48  43.89 9.46  51.56 9.40 
Female 0.51 0.50  0.34 0.50  0.45 0.50  0.52 0.50 
Income quintile 1 0.29 0.45  0.51 0.50  0.25 0.49  0.24 0.43 
Income quintile 2 0.13 0.33  0.14 0.35  0.14 0.35  0.12 0.33 
Income quintile 4 0.15 0.36  0.08 0.28  0.12 0.32  0.17 0.37 
Income quintile 5 0.16 0.37  0.06 0.24  0.11 0.31  0.19 0.39 
Missing income data 0.10 0.30  0.13 0.34  0.08 0.27  0.10 0.30 
Father's education 12.88 2.51  11.76 2.04  11.98 2.23  13.19 2.53 
Missing father's education 0.09 0.28  0.23 0.42  0.12 0.33  0.06 0.24 
Mother's education 12.65 2.13  12.22 2.12  11.90 2.05  12.84 2.10 
Missing mother's education 0.05 0.23  0.10 0.31  0.08 0.28  0.04 0.19 
Parents' Maximum SEI 47.79 22.26  38.47 24.72  41.02 22.29  50.64 20.77 
Missing SEI data 0.03 0.16  0.07 0.26  0.04 0.20  0.01 0.12 
School mean SES -0.05 0.56  -0.04 0.56  -0.06 0.55  0.04 0.54 
School percent minority 26.11 31.13  36.67 31.87  28.25 26.33  20.82 25.32 
Private school 0.12 0.32  0.10 0.30  0.10 0.31  0.12 0.33 
Suburban school 0.47 0.50  0.44 0.50  0.47 0.50  0.50 0.50 
Urban School 0.25 0.43  0.36 0.48  0.26 0.44  0.21 0.41 
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Appendix B (continued) 
 

 All  Black  Latino  White 
 1992 High School Seniors Mean SD  Mean SD  Mean SD  Mean SD 
Number of Students 11,661  1,022  8,442  1,287 
Math IRT 50.50 9.88  43.94 8.66  46.43 8.94  51.92 9.55 
Female 0.51 0.50  0.54 0.50  0.50 0.50  0.50 0.50 
Income quintile 1 0.25 0.43  0.41 0.49  0.49 0.50  0.19 0.39 
Income quintile 2 0.14 0.34  0.18 0.39  0.17 0.38  0.13 0.33 
Income quintile 4 0.19 0.39  0.11 0.32  0.09 0.29  0.21 0.41 
Income quintile 5 0.13 0.33  0.04 0.19  0.04 0.20  0.15 0.36 
Missing income data 0.16 0.37  0.14 0.35  0.30 0.46  0.14 0.35 
Father's education 13.67 2.46  12.96 2.13  12.33 2.30  13.92 2.44 
Missing father's education 0.14 0.35  0.25 0.43  0.22 0.42  0.11 0.31 
Mother's education 13.29 2.30  12.96 2.26  12.03 2.19  13.50 2.25 
Missing mother's education 0.11 0.31  0.12 0.32  0.21 0.41  0.09 0.28 
Parents' Maximum SEI 47.19 21.55  40.63 22.70  36.80 21.94  49.58 20.57 
Missing SEI data 0.05 0.21  0.06 0.24  0.10 0.30  0.03 0.18 
School mean SES 0.05 0.76  -0.08 0.69  -0.15 0.70  0.13 0.72 
School percent minority 25.37 29.67  42.10 31.90  37.20 27.35  18.12 22.10 
Private school 0.16 0.37  0.11 0.31  0.12 0.34  0.17 0.38 
Suburban school 0.37 0.48  0.33 0.47  0.34 0.48  0.40 0.49 
Urban School 0.36 0.48  0.44 0.50  0.45 0.48  0.30 0.46 
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Appendix B (continued) 
 

 All  Black  Latino  White 
 2004 High School Seniors Mean SD  Mean SD  Mean SD  Mean SD 
Number of Students 12,267  1,434  7,285  1,517 
Math IRT 50.51 9.97  43.90 8.27  45.69 8.26  51.93 9.38 
Female 0.50 0.50  0.52 0.50  0.53 0.50  0.50 0.50 
Income quintile 1 0.12 0.33  0.26 0.44  0.23 0.42  0.07 0.25 
Income quintile 2 0.17 0.38  0.24 0.43  0.28 0.45  0.14 0.34 
Income quintile 4 0.37 0.48  0.24 0.43  0.23 0.42  0.42 0.49 
Income quintile 5 0.14 0.35  0.06 0.24  0.06 0.24  0.18 0.38 
Missing income data n.a. n.a.  n.a. n.a.  n.a. n.a.  n.a. n.a. 
Father's education 13.74 2.44  13.33 2.30  12.56 2.42  14.05 2.35 
Missing father's education n.a. n.a.  n.a. n.a.  n.a. n.a.  n.a. n.a. 
Mother's education 13.62 2.24  13.40 2.11  12.43 2.27  13.93 2.14 
Missing mother's education n.a. n.a.  n.a. n.a.  n.a. n.a.  n.a. n.a. 
Parents' Maximum SEI 55.97 19.19  51.31 21.35  45.81 22.61  59.55 16.33 
Missing SEI data n.a. n.a.  n.a. n.a.  n.a. n.a.  n.a. n.a. 
School mean SES 0.06 0.41  -0.11 0.35  -0.19 0.43  0.15 0.37 
School percent minority 27.17 29.72  59.52 28.74  59.76 30.37  13.52 16.64 
Private school 0.08 0.28  0.03 0.17  0.05 0.21  0.10 0.30 
Suburban school 0.52 0.50  0.43 0.49  0.43 0.50  0.55 0.50 
Urban School 0.28 0.45  0.47 0.50  0.12 0.31  0.20 0.40 
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Appendix C 
 Relationships of Individual, Family Background, and School Measures (Without Academic Track Measure) to Seniors’ Mathematics 

Achievement in Longitudinal Studies Data, 1972-2004 (Weighted) 
 

  1972 1982 1992 2004 

Variable Coefficient SE Coefficient SE Coefficient SE Coefficient SE 

All Students          

 Intercept 43.167 a 0.592 37.076 a 0.492 35.391 a 0.711 37.668 a 0.704 

 Female -2.532 a 0.149 -0.965 a 0.118 -0.645 a 0.162 -1.205 a 0.160 

 Income quintile 1  -2.417 a 0.264 -1.213 a 0.182 -1.982 a 0.280 -2.463 a 0.302 

 Income quintile 2 -0.691 b 0.235 -0.363 0.200 -1.139 a 0.264 -1.382 a 0.264 

 Income quintile 4 0.216 0.251 0.270 0.189 0.480 a 0.243 1.058 a 0.229 

 Income quintile 5  -0.237 0.276 -0.001 0.193 1.215 b 0.297 2.817 a 0.307 

 Missing income data 0.088 0.271 -0.835 a 0.234 -0.035 0.285 --- --- 

 Father's education 0.506 a 0.039 0.619 a 0.031 0.673 a 0.045 0.457 a 0.042 

 Missing father's education -1.018 0.809 -0.447 0.251 -0.644 b 0.281 --- --- 

 Mother's education 0.401 a 0.044 0.326 a 0.035 0.423 a 0.047 0.471 a 0.045 

 Missing mother's education -3.975 a 0.916 -1.845 a 0.311 -0.282 0.316 --- --- 

 Parents' Maximum SEI 0.027 a 0.004 0.049 a 0.003 0.037 a 0.005 0.024 a 0.005 

 Missing SEI data -5.008 a 0.202 -1.544 a 0.390 -0.341 0.405 --- --- 

 School mean SES 1.334 a 0.249 1.963 a 0.241 1.078 a 0.242 2.980 a 0.391 

 School percent minority -0.045 a 0.005 -0.052 a 0.004 -0.037 a 0.005 -0.044 a 0.005 

 Private school  1.874 a 0.369 1.540 a 0.357 0.739 0.453 0.828 b 0.404 

 Urban school -0.346 0.247 0.001 0.272 0.494 0.350 -0.008 0.297 

  Rural school 0.381 0.273 0.070 0.235 0.036 0.322 0.072 0.328 
a p < .001   b p < .05    
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 This research aimed to investigate the use of 
English writing strategies and writing ability of 
students; find the relationship between the use of 
English writing strategies and writing ability of 
students; compare the use of writing strategies of 
students with their different background 
information including gender, faculties, and years 
of English study, and compare writing ability with 
their different background information including 
gender, faculties and years of English study. The 
writing test, questionnaire, and interview were 
conducted on 370 second-year students who 
enrolled on EN 211 Intermediate English in the 
first semester of academic year 2006 at Bangkok 
University. Results indicate the following things: 
First, the overall writing strategy usage of 
students was at a moderate level. They use 
compensation strategies the most often and 
memory ones the least. Second, the writing ability 
of students was at a moderate level. Third, there 
was a positive relationship between writing 
strategy usage and writing ability at .05 level. 
Fourth, there was a statistically significant 
difference at the .05 level in the use of writing 
strategies as classified by faculties. Students 
from the faculty of Humanities had the highest 
mean scores. Fifth, there was a statistically 
significant difference at the .05 level in the writing 
ability as classified by gender. Female students 
had a higher writing ability than male students.  
 
1. Introduction  
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Writing strategy is one of the main factors, in 
which many researchers realize the importance, 
in developing, assisting, and facilitating the 
writing skills of ESL or EFL students. Writing 
strategies seem particularly remarkable because 
many researchers (Victori, 1995; Beare, 2000 
cited in Mu, 2005) indicate that it is writing 
strategies that primarily separate successful from 
less successful writers. The studies on writing 
strategy usage and writing ability have been 
conducted continuously over the past years in 
Thailand (e.g. Luekiatpaisarn, 1991; Chotirat, 
1998; Jarunthawatchai, 2001) However, very few 
studies on the student’s use of writing strategies 
and abilities which are related to other variables 
such as gender, faculties, and years of English 
study can be found. Therefore, this research 
firstly attempts to investigate which writing 
strategies Bangkok University students employ 
since there might be some strategies which have 
never before been recognized. Secondly, it 
studies writing ability of students and also a 
relationship between writing strategies and writing 
ability. Finally, it tries to identify any background 
information that affects the use of writing 
strategies and ability.  

 
Research Questions 
1. What are the writing strategies used by 
students? 
2. What is the writing ability of students? 
3. Is there any relationship between the use of 
writing strategies and writing ability? 
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4. Are there any significant differences between 
the use of writing strategies and different 
background information including gender, 
faculties, and years of English study? 
5. Are there any significant differences between 
writing ability and different background 
information including gender, faculties, and years 
of English study?  
 
Conceptual framework of the research 

                                                                 
                                                                                                 
Writing Strategies      
 
 

                                                                                                                                   
                          Writing Ability 
   
                     
 
Research Hypotheses:  
1. There is a relationship between writing 
strategies and writing ability. 
2. Students with different background information 
use different writing strategies. 
3. Students with different background information 
have different writing ability. 
 
2. Review of Literature 
2.1. Learning and Writing Strategies 

Definitions and concepts of learning strategy 
were given by many researchers. Brown (1987) 
describes learning strategies as specific methods 
of approaching a problem or task, modes of 
operation for achieving a particular end, plan 

Background Information
- Gender 
- Faculties 
- Years of English study 
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designed for controlling and manipulating certain 
information. Wenden and Rubin (1987:19) define 
learning strategies as "... any sets of operations, 
steps, plans, routines used by the learner to 
facilitate the obtaining, storage, retrieval, and use 
of information." Oxford (1990; 2003) defines 
language learning strategies as specific actions, 
behaviors, steps or thought process used by the 
learner to make learning easier, faster, more 
enjoyable, more self-directed, more effective, and 
more transferable to new situations and to 
enhance their owns second language learning. In 
terms of applying language learning strategies 
into writing skills, she also presents the strategies 
useful for writing: memory strategies are used to 
enable learners to store and retrieve the new 
language, e.g. placing new words into context. 
Cognitive strategies are related to how students 
think in their learning, e.g. repeating, revising. 
Compensation strategies are adopted to enable 
learners to use the new language in spite of 
limited knowledge of that language, e.g. adjusting 
or approximating the message. Metacognitive 
strategies are used to enable learners to manage 
their own learning process, e.g. setting goals and 
objectives. Affective strategies are used to enable 
learners to identify and control factors influencing 
language learning, e.g. using progressing 
relaxation. Social strategies involve learning by 
interactions with others, e.g. asking for correction. 

 
2.2  Factors Affecting the Choice of Strategy Use 
and Ability 
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The previous studies related to particular 
variables that influence on the strategy usage 
have been studied by the researcher.  

1. Gender. Oxford and Nyikos (1989) found 
that females are more frequent users of strategies 
than males in a study of 1,200 university 
students. Green and Oxford (1995) reported that 
women tended to use more various strategies 
than men in a study of language learning strategy 
usage of 374 college students in Puerto Rico. 
Nuchsong (1997) found that there was no 
significant difference on strategy usage for 
English writing between male and female writers 
in a study of fourth-year English major students at 
the United Rajabhat Institute of Buddha Chinnaraj 
in Thailand. Ruth (1992) studied gender 
differences in writing composition of more than 
1000 secondary students from each of three 
countries: Chile, Sweden, and the United States 
and reported that girls' performance was superior 
to that of boys.  

2. Faculties.  Oxford and Nyikos (1989) found 
that the university major was one of variables 
affecting the choice of learning strategies 
employed by 1,200 university students. 
Humanities/social sciences/education majors 
were found to employ some strategies more often 
than the technical or business counterparts.  

3. Years of English Study. Oxford (1989 cited 
in Macleod, 2002), indicated that the number of 
years of study is one of the factors that influences 
on strategy choice. Vaughan K. and Farr E. 
(1997) studied about performance, education and 
experience factors as predictors of writing ability 
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in a study of 600 students at the Air Force 
Institute of Technology  and reported no strong 
correlations among any of the factors (education, 
experience) and writing ability.  
 
3. Research Methodology 
3.1 Subjects 

The subjects were 370 second-year students 
enrolled in EN 211 Intermediate English in the 
first semester of academic year 2006. They were 
from the faculties of Accounting, Business 
Administration, Communication Arts, Economics, 
Engineering, Fine and Applied Arts, Humanities, 
Law, and Science and Technology at Bangkok 
University.  
3.2 Instruments 

Instruments were: a writing test, a 
questionnaire, and an indepth-interview.  

3.2.1. The writing test consisted of two short 
writing tasks. The pilot study with 40 students was 
conducted and their tests were assessed by three 
raters using Analytic Scoring Method (Jacobs et. 
Al, 1981). The inter-rater reliability was calculated 
by using Pearson correlation. The reliability 
coefficient between rater 1 and 2 was 0.83; 
between rater 2 and 3 was 0.89; between rater 1 
and 3 was 0.84. 

3.2.2. The questionnaire was divided into two 
main parts: the first part asked the respondent’s 
personal background; the second part asked the 
respondents to rate their writing strategy usage 
on a five-point Likert scale of 47 items. The pilot 
study with 40 students was conducted, and the 
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questionnaire was assessed for reliability using 
the Cronbach’s Coefficient Alpha method. The 
reliability coefficient was 0.88. 

3.3.3. In-depth Interview. After all the writing 
testes were scored, twelve subjects (six with the 
highest scores and six with the lowest scores) 
were interviewed by the researcher, in order to 
elicit the further information about the writing 
strategy usage and reasons why the students 
chose to use those strategies.  

 

 

3.3 Data Collection and Analysis 

 Data was collected from 370 second-year 
students and tests were scored and divided into 
five levels of ability (Soonthorndhai, 2007). Then, 
Statistical Package for Social Sciences (SPSS) 
was used to analyze the data from the writing test 
scores and completed questionnaires as follows: 
1) arithmetic means, standard deviations were 
used to analyze the level of writing ability and 
strategies. 2) t-test was used to compare the 
mean scores of the writing ability and strategies in 
terms of gender. 3) One-Way ANOVA (F-test) or 
Robust test was used to test the difference of the 
mean scores of writing ability and strategies in 
terms of faculties, and years of English study. 4) 
Pearson Correlation Coefficient was used to 
investigate the relationship between writing 
strategy usage and writing ability. 
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4. Analysis and Results      
  4.1 Descriptive Statistics    
            1. The use of writing strategies 
employed by students  
Table 1 Mean, Standard Deviation, and Level of Writing Strategy Usage Classified by Strategy 
Group 

Strategy Group Χ  SD Level Rank Order 
A. Memory Strategies 2.73  .71 moderate 6 
B. Cognitive Strategies 2.97 .59 moderate 3 
C. Compensation  Strategies 3.19  .74 moderate 1 
D. Metacognitive Strategies 2.76  .61 moderate 4 
E. Affective Strategies 2.99   .69 moderate 2 
F. Social Strategies 2.75  .79 moderate 5 
Total 2.90  .53 moderate  

 

From Table 1, the students employed all six 
groups of writing strategies with moderate 
frequency. They chose compensation strategies 
as most frequently used whereas they chose 
memory strategies as least frequently used.  
 
 
 
 
2. Students’ overall writing ability  
Table 2 Number, Percentage, and Level of Writing Ability 
Writing Score Range 

(100) 
Number  

(Frequency) 
N = 370 

Percentage Level of Writing 
Ability 

80-100 29 7.84 Very high 
72-79 102 27.57 high 
63-71 149 40.27 moderate 
55-62 71 19.19 low 
0-54 19 5.14 Very low 

 
From Table 2, 149 respondents (40.27%) 

were at a moderate level of writing ability, 29 
respondents (7.84%) were at very high level and 
19 respondents (5.14) were at very low level. 
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3. The Relationship between Writing Strategy 
Usage and Writing Ability 

 Table 3 The Relationship between Writing Strategy Usage and 
Writing Ability 

____________________________________________________________________ 
   Writing Strategy  Writing Ability 
____________________________________________________________________ 
Writing Strategy                        1.00 
Writing Ability          .12*          1.00  
_____________________________________________________________________ 

*p <.05 
 From Table 3 there was positive correlation 
between writing strategy usage and writing ability 
at the significance level of .05 (r = .12).  
 
4. The Comparison of the Use of Writing 
Strategies Classified by Background information.  

1. From Table 4, there were significant 
differences among students from nine faculties in 
the use of five writing strategies at the level of 
.05. They were memory, cognitive compensation, 
metacognitive, and affective strategies. Students 
from the faculty of Humanities had the highest 
mean scores.  

 
 
 

Table 4 Analysis of Variance of the Use of Writing Strategy 
Group Classified by Faculties 
 
Writing Strategy Sources of 

variances 
df SS MS F 

1.Memory Between Groups 
Within Groups 
Total 

   8 
361 
369 

   8.26 
176.86 
185.13 

 1.03 
   .49 
 

  2.11* 

2.Cognitive Between Groups 
Within Groups 
Total 

   8 
361 
369 

    6.30 
121.12 
127.42 

  .79 
  .34 

  2.35* 

3.Compensation Between Groups 
Within Groups 
Total 

   8 
361 
369 

 14.56 
188.29 
202.85 

  1.82 
   .52 

  3.49* 
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4.Metacognitive Between Groups 
Within Groups 
Total 

   8 
361 
369 

 10.88 
127.19 
138.06 

  1.36 
   .35 

  3.86* 

5.Affective Between Groups 
Within Groups 
Total 

   8 
361 
369 

 14.15 
 161.32 
 175.47 

  1.77 
   .45 

  3.96* 

6.Social Between Groups 
Within Groups 
Total 

   8 
361 
369 

      7.31 
 222.13 
 229.44 

   .91 
   .62 

  1.49 

All Strategy 
Groups 

Between Groups 
Within Groups 
Total 

   8 
361 
369 

    7.37 
  96.61 
104.28 

   .92 
   .27 

  3.43* 

*p <.05 
2. The results also indicate that male and 

female students had no statistically significant in 
the overall and each writing strategy usage at the 
level of .05, and students with different years of 
English study had no statistically significant 
differences in the use of writing strategies at a 
level of .05.   
5. The Comparison of the Writing Ability 
Classified by Background information 

1. Female students had a higher writing 
ability than male students at a significance level 
of .05. (Table 5)  
Table 5 A Comparison of Writing Ability Classified by Gender 
Sources of 
variances 

n Mean SD df t 

Male 
Female 

145 
225 

66.79 
69.05 

8.67 
8.03 

368 -2.56 

*p <.05 

2. Students from nine faculties had no 
statistically significant differences in their writing 
ability at the level of .05, and students with 
different years of English study had no 
statistically significant differences in their writing 
ability at the level of .05.  
 
4.2. Qualitative Analysis  

The results showed that students having 
highest scores tended to know and used a 
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greater variety of writing strategies and applied 
them more often than students having lowest 
scores. For example, in the sub-cognitive 
strategies, students having highest scores use 
dictionary and practice writing naturalistically 
through writing notes, messages, letters, email, or 
chatting in English; in the sub-compensation 
strategies, they use adjusting the message, using 
a circumlocution and synonym because these 
strategies can help them compensate for 
unknown vocabulary and complex grammatical 
structures; in the sub-social strategies, they use 
asking for corrections from their teachers while 
students having lowest scores preferred 
cooperating with peers because they can ask 
their friends to help them in writing. However, 
both groups reported the rare use of sub-
affective, metacognitive, and memory strategies.  

 
5. Discussion of the Results 
1. What are the writing strategies used by 
second-year students? 
 The overall use of writing strategies was 
moderate. The findings are in accordance with 
the previous studies: Luekiatpaisarn (1991); 
Jarunthawatchai (2001); Chotirat (1998). From 
the findings, it can be explained that most 
students realize the importance of writing 
strategies and consider all writing strategy usage 
an essential tool to assist them in their writing 
tasks.  
 When considering the use of each writing 
strategy group, students tended to use 
compensation strategies the most frequently. The 
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findings agree with the result of the student 
interviews as well. This could be explained that 
compensation strategies are used to compensate 
for a lack or appropriate vocabulary as well as to 
make up for a lack of grammatical knowledge. 
These strategies are used when the language 
learners experience a temporary breakdown in 
speaking or writing (Oxford, 1990:48-49).  
 In addition, the memory strategies received 
the lowest frequency of use. This result also 
agrees with the studies of Chotirat (1998) which 
indicated that memory strategies were the least 
frequent strategy use. This also agrees with 
Oxford (1990) who found that memory strategies 
can be contributors to language learning. 
Nevertheless, language learners rarely report 
using these strategies because they are unaware 
of how often they actually utilize them. 
 
2. What is the writing ability of second-year 
students? 
 The large number of students had a 
moderate level of writing ability. A similar result 
was found in the study by Prudtikul (2005). This 
can be explained that students in this study have 
adequate background in English writing; however, 
if they want to achieve higher level of writing 
ability, they need more practice. 
 
3. Is there any relationship between the writing 
strategies and writing ability? 
  Hypothesis one which indicated that there is 
a relationship between overall writing strategy 
usage and writing ability was confirmed by the 
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findings of the study since there was a positive 
correlation between overall writing strategy usage 
and writing ability at a significance level of .05 (r = 
.12). One interpretation of the finding is that 
writing strategy usage reflects writing ability. This 
result supports Luekiatpaisarn (1991); Chotirat 
(1998), and Jarunthawatchai (2001) who also 
found out that the student’s writing strategies 
usage is related to their writing ability. Thus, in 
order to achieve high level writing ability, students 
need to have higher writing strategy usage to 
complete their writing tasks. 
 
4. Are there any significant differences between 
the use of writing strategies and different 
background information including gender, 
faculties, and years of English study?  
 Hypothesis two which indicated that students 
with different background information have 
different writing strategies was confirmed by the 
findings in terms of faculties. The results of the 
findings are discussed as follows: 
 1. Gender.  There was no statistical 
difference between male and female students in 
the writing strategy usage at the level of .05. This 
result is in accordance with the study of 
Nuchsong (1997) which found that there was no 
significant difference between male and female 
students in writing strategy usage.  
 2. Faculties. Significant differences were 
found among students from nine faculties in the 
overall writing strategy usage. Humanities 
students had the highest mean scores. This 
finding agrees with the study of Oxford and 
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Nyikos (1998) which revealed that Humanities 
major students employed some learning 
strategies more often than their technical or 
business major students. In the discussion, the 
highest mean scores of Humanities students may 
be explained that Humanities students having 
English and/or Hotel and Tourism major have 
better English background than students in other 
faculties since they have continuously been 
taught and encouraged to practice writing 
strategies as part of their major subjects. The 
result indicates the recognition of the differences 
in the use of writing strategies among students in 
the other eight faculties should lead to the more 
emphasis on practice of writing strategy usage in 
other English courses.   

3. Years of English Study. The results 
revealed that students with different years of 
English study had no statistically significant 
differences in the use of writing strategies at a 
level of .05.  
 
5. Are there any significant differences between 
the writing ability and different background 
information including gender, faculties, and years 
of English study? 
 Hypothesis three which indicated that 
students with different background information 
have different writing ability was confirmed by the 
findings in terms of gender. The results of the 
findings are discussed as follows: 
 1. Gender. The results revealed that female 
students had a higher writing ability than males at 
a significance level of .05. This supports the study 
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of Ruth (1992) which revealed that girls' 
performance in writing compositions was better 
than that of boys. In the discussion, this could be 
explained that female students usually pay more 
attention in English classes and perform in any 
writing tasks better than males. This finding also 
suggests that some male students may need the 
teacher’s special attention both in learning writing 
strategies and in improving their writing ability.  

2. Faculties. The results revealed that 
students from nine faculties had no statistically 
significant differences in their writing ability at the 
level of .05.  

3. Years of English Study.  From the results, 
students with different years of English study had 
no statistically significant differences in writing 
ability at the level of .05.  

The findings in terms of faculties and years of 
English study agree with the study of Vaughan K. 
and Farr E. (1997) which showed no strong 
correlations between education factors and 
writing ability. In the discussion, faculties and 
years of English study are not important factors in 
determining student’s writing ability in the study. 
This could be explained that students may 
develop their abilities independent of their 
faculties and years of English study since 
students in this study had been studying three 
general English courses, and they had been 
completing a large number of writing assignments 
and tests; therefore, they were prepared and 
aware of how they would be measured through 
writing.  
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6. Implication for Teachers, Students and 
Curriculum Development 
 Teachers should become more aware of 
student’s writing strategies that students are 
using or not using so that teachers can focus on 
those strategies. To help students identify their 
current strategies, this can be done by a variety of 
data collection methods: surveys, one-on-one 
and group interview, diaries, think-aloud data, etc. 
(Lee, 2003). Teachers should select strategies 
related to the student’s characteristics or advise 
students to select appropriate strategies for 
developing their writing skills. Teachers should 
include strategy instruction for all students as a 
regular part of language teaching and learning 
(Oxford et al., 1995). They should provide 
opportunities, prepare materials, activities for 
practice, and evaluates or assists students to 
determine their degree of success in using the 
strategies (O’Mally and Chamot, 1990). Teachers 
should also change their role to that of facilitator, 
helper, guide, consultant, adviser, coordinator, 
diagnostician, and co-communicator to help 
students practice their strategies (Oxford, 1990).  

For students, they should learn to recognize 
writing strategies they are using or not using. 
They may use a list of strategies as a checklist to 
ensure they have used each strategy, and take 
more responsibility for their own learning because 
they can become more independent, self-directed 
(Dickenson, 1987). Finally, they should learn to 
evaluate themselves in strategy usage.  

For curriculum development, students should 
be provided with further opportunities to practice 
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writing strategies more frequently. Language 
curriculum, materials and instructional 
approaches, and evaluation should incorporate 
various activities to develop these writing 
strategies.  
7. Conclusion 
The studies on writing strategy usage and writing 
ability have been conducted continuously over 
the past years. This study revealed that the 
overall writing strategy usage and ability of 
Bangkok University students was at a moderate 
level, and a positive relationship between writing 
strategy usage and writing ability was at .05 level. 
Students from the faculty of Humanities had the 
highest mean scores. Also, it found that there was 
a statistically significant difference at the .05 level 
in the writing ability as classified by gender. 
Female students had a higher writing ability than 
male students. The information obtained from the 
research should help instructors realize student’s 
writing ability and develop their writing skills by 
training them to use appropriate strategies. 
Furthermore, the findings should be of assistance 
in the improvement of existing English courses 
and the planning of future English courses. It may 
also provide an information base for further 
studies in related fields. 
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Abstract  

This paper informs about research conducted to investigate student and faculty 

expectations regarding timeliness of feedback on distance education course assignments. 

Class profiles of student and faculty perceptions of timeliness of communication and 

feedback for both regularly scheduled meeting times (face-to-face) and classes without a 

regularly schedule meeting time (web-based) were evaluated. Questionnaires were 

developed to assess both faculty and student expectations for provision of feedback on 

assignments and other course-related communications. Results reported for the 

descriptive statistics suggest that on average students and faculty members do not have 

different expectations as to what constitutes prompt feedback. However, the descriptive 

data does reveal notable differences in expectations for some assignments. When 

comparing each student’s response to the similar survey items for face-to-face courses 

versus web-based, most of the respondents checked the same day range, 1-2 days. A 

significant number of students expected the time to receive a response from an instructor 

should be shorter for a web-based course. This study presents information that will be of 

great value to faculty members, instructional designers, and those participating in 

education in a traditional classroom setting as well as online learning environments. 
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Introduction 

With the advent of electronic communication, attitudes and priorities associated 

with pedagogy have moved toward online teaching and learning.  Traditional face-to-face 

classroom experiences continue while technology allows us to educate students at a 

distance.  Classes may be conducted through synchronous, two way interactive video 

conferencing systems, asynchronous online learning environments or combinations of 

face-to-face and online instruction.  

Interaction with students plays an important role in learning. Interaction among 

students and between students and instructor is associated with students’ satisfaction with 

distance learning and online learning in particular (Kim & Moore, 2005; Sanders, 2006; 

Stein, Wanstreet, Calvin, Overtoom & Wheaton, 2005).  Interaction between the course 

instructor and students has also been shown to have significant effects on learning 

outcomes (Chen, 2001; Chen & Willits, 1998; Gorsky & Caspi, 2005).    

The seven principles for good practice in undergraduate education were initially 

published in 1987 (Chickering & Gamson) and appear to have withstood the test of time 

as they have been discussed in terms of how they might be deployed using newer 

technology (Chickering & Ehrmann, 1996). They have been employed in the evaluation 

of online courses (Graham, Cagiltay, Lim, Craner & Duffy, 2001, Ohio Learning 

Network).  

One of the seven principles for good practice in undergraduate education is to 

give prompt feedback (Chickering & Gamson, 1987).  Though prompt feedback appears 
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to be important, a review of the literature did not produce any research indicating what 

amount of time is considered prompt.  

The purpose of this study is to assess student and faculty expectations regarding 

the timeliness of communication and feedback on course assignments (papers, quizzes, 

tests and presentations) in learning environments with a regularly scheduled meeting time 

(such as a traditional face to face course which meets every Monday) and those without a 

regularly scheduled meeting time (such as an asynchronous online course). The review of 

the literature as well as observations by the authors led to the formation of the following 

research questions: 

1. Do students and faculty members have different expectations as to what 

constitutes prompt feedback on assignments and faculty members’ 

responses to students’ communications? 

2. Do the response time expectations of students and faculty members for 

providing feedback on assignments and replies to student 

communications differ according to the course meeting schedule? 

3. Is it possible to identify the response time expectations of students and 

faculty members for providing prompt feedback on assignments and 

replies to student communications? 

 
Methods 
 

Sixteen faculty members who were teaching at least one online course and 115 

students who enrolled in at least one distance learning course during the fall semester of 

2007 were invited to voluntarily participate in this investigation. A survey designed by 

the authors was used to obtain demographic information and estimates of the amount of 
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time that participants perceived a prompt response to various communications and 

prompt feedback on assignments common to traditional and online courses. In 2007, after 

receiving approval from the University Human Subjects Research Committee, this 

exploratory study was conducted at a Midwestern university. In summer 2007, the survey 

instrument was pilot tested by faculty and both undergraduate and graduate students who 

completed their degrees prior to the end of the summer term. The authors then revised the 

survey as needed for clarification.  

Convenience sampling that was targeted toward subjects who had experience with 

distance learning was utilized. The survey was made available to 16 faculty members 

teaching online courses, and 115 undergraduate and graduate students enrolled in selected 

distance learning courses who volunteered to participate in this investigation during the 

fall semester of 2007. Data were collected without identifying information through use of 

an online survey service.  

 
Instrument 
 

Two versions of the survey instrument were constructed – one for administration 

to faculty members and another version for student participants. The faculty survey 

consisted of three demographic items and a total of eighteen items requesting that faculty 

participants estimate the range of time that they perceive provides a prompt response to 

students’ communications and prompt feedback on assignments to students in courses 

with and without scheduled class meetings. The student version of this online survey 

instrument was similar to that given to the faculty members. This version of the survey 

consisted of four demographic items and eighteen items requesting that student 

participants estimate the amount of time that they perceive provides a prompt response 
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from faculty members to communications and provides prompt feedback on various 

assignments in classes with and without scheduled class meetings (Appendix 1).  

Data Analysis 

Data analysis was performed using SPSS version 15. Descriptive statistics were 

obtained and the Chi-square test of homogeneity and the Sign test analysis was conducted 

to provide exploratory data and to answer the research questions associated with this 

investigation. 

 
Results  
 
 

Responses were received from seven faculty members (44 % response rate) and 

seventy students (61% rate of return). Some participants failed to complete all of the 

survey items. All of the faculty members had taught at least one online course.  Student 

participants consisted of 43 (61%) undergraduate and 27 (39%) graduate students. Fifty-

eight (83%) students reported having taken at least one online course.  

There were no statistically significant differences between the feedback response 

time expectations of the faculty members and students who participated in this study, but 

descriptive data suggests there are notable differences in expectations for some 

assignments (Table 1). Faculty and students had similar perceptions as to what amount of 

response time they perceived as prompt in providing a response to student 

communications by email (mode = 1-2 days) and phone (mode = 1-2 days) for classes 

with (eg. face-to-face classes) and without scheduled meeting times (web-based or online 

courses). The amount of time to provide feedback on quizzes/examinations revealed 

similar results from faculty and students as well (Mode = 4-7 days) in the classes with 
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scheduled meeting times (eg. face-to-face classes). Although not statistically significant, 

there was a difference in faculty perception of the response time for quizzes in the online 

or web based learning environment (Mode =1-2 days) compared to the expectation of 

students (Mode = 4-7 days) Four to seven days was also perceived by the majority of 

faculty and students as adequate time in which to provide feedback on written 

assignments of 1-4 pages in length (double-spaced) (Mode=4-7 days). Faculty indicated 

their perception of prompt response was greater than 14 days for a paper ten or more 

pages in length (double-spaced) in a class with regularly scheduled meetings and opposed 

to 8-14 days in the courses without scheduled meeting times. Students were consistent 

with faculty feedback expectations on this length of paper in the courses without 

scheduled meeting times (mode = 8-14 days), but wanted feedback sooner in the courses 

meeting on a weekly schedule (mode = 4-7 days). 

When comparing each student’s response to the similar survey items for face-to-

face courses versus web-based courses, the Sign test revealed significant results for most 

items.  This suggests that more students expected the time to receive a response from an 

instructor should be shorter for a course offered online than for a face-to-face course 

(Table 2). 

 
 
Discussion 
 

As with any study there are limitations to this study that the reader needs to 

consider in reviewing the results. The number of participants in this investigation was 

small which decreases the statistical power of the tests used to answer the research 

questions. The sample was one of convenience. The results from this study cannot be 
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generalized to other groups of students and faculty teaching and learning in other 

situations. Some of the relationships that were not found to be statistically significant 

may exist, but were not detected due to the small sample size in this study. The 

researchers did not account for student and faculty workload which may influence 

students and faculty members expectations of providing prompt feedback. Additional 

research is necessary to determine if there is a relationship between workload and the 

amount of time which students and faculty consider provides prompt feedback and 

response. Another factor that may play a role in how quickly one provides feedback on 

various assignments is the type of feedback provided. For example it takes less time to 

simply put a score on a paper than it does to provide detailed comments. The type of 

feedback provided to students was not addressed in this investigation and future 

investigations into this topic might wish to consider this variable. 

There were no statistically significant results in the differences between the 

feedback expectations of faculty and students who participated in this study. So for this 

investigation, the answer to our first research question is that students and faculty 

members do not have different expectations as to what constitutes prompt feedback on 

assignments and responses to students’ communications.  Although not statistically 

significant, the descriptive data does reveal notable differences in expectations for some 

assignments.  

The descriptive statistics suggest that on average faculty participants in this study 

do not have different response time expectations for replying to student communications 

and providing feedback on assignments (except for lengthy papers where the mode 

response suggests faculty expect to provide feedback quicker for students in Web-based 
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classes). The results of the sign test suggest that more students feel that feedback should 

be provided sooner in online courses than in face-to-face learning environments which 

answers the second research question. This difference in response time expectations may 

lead to dissatisfaction for some students whose expectations for prompt communication 

and feedback are not met in online classes. Faculty may find it useful to share their 

expectations regarding communication with students and providing feedback on various 

assignments up front perhaps as guidelines in the course syllabus. For example faculty 

may wish to tell students that they can usually expect a response to email within one –two 

days. 

In answering the third research question this study has identified the response 

time expectations of students and faculty members for providing prompt feedback on 

assignments and replies to student communications at least for the participants in this 

investigation. This is important information that will be of great value to faculty 

members, instructional designers, and those participating in education in a traditional 

classroom setting as well as online learning environments. 
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Table 1. Comparison Between Faculty and Student on Perception of Prompt 
Response. 
 Faculty Student 

    Mode | Percentage Mode | Percentage 
Regular Course    
   Email  1 – 2 Days 57% 1 – 2 Days 79% 
   Phone 1 – 2 Days  71% 1 – 2 Days 83% 
   Quiz  4 – 7 Days 57% 4 – 7 Days 61% 
   No more than 5 short essay items  4 – 7 Days 71% 4 – 7 Days 64% 
   1 page writing  4 – 7 Days 71% 4 – 7 Days 70% 
   2 - 4 pages writing  4 – 7 Days 57% 4 – 7 Days 61% 
   5 - 9 pages writing 8 – 14 Days 71% 8 – 14 Days  62% 
* 10 or more pages writing  More than 14   43% 4 – 7 Days 52% 
   Presentation   4 – 7 Days 71% 4 – 7 Days 56% 
     
Web-based Course     
   Email 1 – 2 Days 71% 1 – 2 Days 87% 
   Phone 1 – 2 Days 71% 1 – 2 Days 84% 
* Quiz  1 – 2 Days 86% 4 – 7 Days 50% 
   No more than 5 short essay items  4 – 7 Days 71% 4 – 7 Days 77% 
   1 page writing  4 – 7 Days 86% 4 – 7 Days 71% 
   2 - 4 pages writing  4 – 7 Days 71% 4 – 7 Days 74% 
   5 - 9 pages writing 8 – 14 Days 71% 8 – 14 Days 60% 
   10 or more pages writing  8 – 14 Days 71% 8 – 14 Days 60% 
   Presentation   4 – 7 Days 71% 4 – 7 Days 59% 

   
* No statistical significance found for all items. However, items marked with * have some 

differences that deserve attention. 
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Table 2.  Sign Test Result for Comparison Between Face-To-Face and Online Courses. 

 Decrease Increase The Same  

     
   Email 9 5 53  
   Phone 5 5 56  
   Quiz  15 4 48 ** 
   No more than 5 short essay items  16 6 44 * 
   1 page writing  17 1 48 *** 
   2 - 4 pages writing  22 5 39 *** 
   5 - 9 pages writing 15 3 47 *** 
   10 or more pages writing  12 2 51 ** 
   Presentation  7 12 45  
     
*   Indicates statistical significance at 5% level.;  ** Indicates statistical significance at 10% level; 
***    Indicates statistical significance at 1% level. 
Decrease means that the day range responded to Web-based course was less than the day range 
responded for regular course. Increase mean the day range responded to Web-based course was 
greater than the day range responded for regular course. The Same means that the subject 
responded the same day range for both Web-based and regular course on similar survey item. 
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Appendix 1:  Relationship of Survey to Research Question Summary 
 

Research Questions (RQ): 
1. Do students and faculty members have different expectations about what constitutes timely 

feedback on assignments and faculty members’ responses to students’ communications? 
2. Do the response time expectations of students and faculty members for providing feedback on 

assignments and replies to student communications differ according to the course meeting 
schedule? 

3. Is it possible to identify the response time expectations of students and faculty members for 
providing prompt feedback on assignments and replies to student communications? 

 
 

 

Student/Faculty 
Survey 
Question 
Number 

Variable 
Name 

Resp. 
Type:  

RQ  
(1,2,3) 
 

Research Question Content 

    Demographics 
1/1 Age Interval Not 

Relevant 
 

2/2 Gender Nomin. 1  
3/NA Class 

Rank 
Nomin. 1  

4/3 Online 
Exp  

Nomin. 1  

Items requesting participants to rate the amount of time for a course that has a regularly scheduled 
meeting time.  

Communications 
5/4 Email 

Clarify 
Ordinal RQ3 Indicate the range of time that you believe 

provides a prompt response from a professor to 
students’ email 

6/5 Voice 
Clarify 

Ordinal RQ3 Indicate the range of time that you believe 
provides a prompt response from a professor to a 
students’ phone call or a voice message that 
requires clarification of a concept, an assignment, 
or a procedural issue.   

Quizzes / Examinations 
7/6 Objective 

Test 
Ordinal RQ3 Please indicate the range of time that you believe 

provides prompt feedback from a professor to a 
student’s quiz or exam that consists of all objective 
(true/false, multiple choice, matching) items. 

8/7 Mixed  
Test 

Ordinal RQ3 Please indicate the range of time that you believe 
provides prompt feedback from a professor to a 
student’s quiz or exam that consists of all 
objective (true/false, multiple choice, matching) 
items and no more than five short answer or 
essay items. 
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Student/Faculty 
Survey 
Question 
Number 

Variable 
Name 

Resp. 
Type:  

RQ  
(1,2,3) 
 

Research Question Content 

Written Class Assignments – Not Thesis or Dissertation 
9/8 Short 

Assignment 
Ordinal RQ3 Please indicate the range of time that you believe 

provides prompt feedback from a professor to a 
student’s written assignment equivalent to 1 
typed page – double-spaced. 

10/9 Medium 
Assignment 

Ordinal RQ3 Please indicate the range of time that you believe 
provides prompt feedback from a professor to a 
student’s written assignment equivalent to 2 – 4 
typed pages - double-spaced. 

11/10 Med/Long  
Assignment 

Ordinal RQ3 Please indicate the range of time that you believe 
provides prompt feedback from a professor to a 
student’s written assignment equivalent to 5 – 9 
typed pages - double-spaced. 

12/11 Long 
Assignment 
 

Ordinal RQ3 Please indicate the range of time that you believe 
provides prompt feedback from a professor to a 
student’s written assignment equivalent to 10 or 
more typed pages - double-spaced. 

Presentations 
13/12 Present. Ordinal RQ3 Please indicate the range of time that you believe 

provides prompt feedback from a professor to a 
student’s presentation. 
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Student/Faculty 
Survey 
Question 
Number 

Variable 
Name 

Resp. 
Type:  

RQ  
(1,2,3) 
 

Research Question Content 

Items requesting participants to rate the amount of time for a course that has no regularly 
scheduled meeting time – for example a Web-based or online course. 

Communications 
14/13 Email 

Clarify 
Ordinal RQ3 Indicate the range of time that you believe 

provides a prompt response from a professor to 
students’ email 

15/14 Voice 
Clarify 

Ordinal RQ3 Indicate the range of time that you believe 
provides a prompt response from a professor to a 
students’ phone call or a voice message that 
requires clarification of a concept, an assignment, 
or a procedural issue.   

Quizzes / Examinations 
16/15 Objective 

Test 
Ordinal RQ3 Please indicate the range of time that you believe 

provides prompt feedback from a professor to a 
student’s quiz or exam that consists of all 
objective (true/false, multiple choice, matching) 
items. 

17/16 Mixed  
Test 

Ordinal RQ3 Please indicate the range of time that you believe 
provides prompt feedback from a professor to a 
student’s quiz or exam that consists of all 
objective (true/false, multiple choice, matching) 
items and no more than five short answer or 
essay items. 

Written Class Assignments – Not Thesis or Dissertation 
18/17 Short 

Assignment 
Ordinal RQ3 Please indicate the range of time that you believe 

provides prompt feedback from a professor to a 
student’s written assignment equivalent to 1 
typed page – double-spaced. 

19/18 Medium 
Assignment 

Ordinal RQ3 Please indicate the range of time that you believe 
provides prompt feedback from a professor to a 
student’s written assignment equivalent to 2 – 4 
typed pages - double-spaced. 

20/19 Med/Long  
Assignment 

Ordinal RQ3 Please indicate the range of time that you believe 
provides prompt feedback from a professor to a 
student’s written assignment equivalent to 5 – 9 
typed pages - double-spaced. 

21/20 Long 
Assignment 
 

Ordinal RQ3   Please indicate the range of time that you 
believe provides prompt feedback from a 
professor to a student’s written assignment 
equivalent to 10 or more typed pages - double-
spaced. 

Presentations 
22/21 
 

Present. 
 

Ordinal RQ3 Please indicate the range of time that you believe 
provides prompt feedback from a professor to a 
student’s presentation. 
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Online Delivery of Career Services: Student Preferences and Expectations  
 

Melissa Venable 
 

ABSTRACT 
 

 Career services professionals are increasingly involved in decisions regarding the use of 
technology to perform their jobs. Today’s millennial generation college student is characterized 
as being comfortable with technology, expecting efficient services, and valuing convenience. 
This generation is also increasingly enrolling in distance education. Understanding the 
technology-related preferences of today’s students is fundamental for career professionals who 
are planning and developing student services, often with limited resources.  

Brown and Krane (2000) identified five critical interventions important to career 
decision-making. These interventions include (a) written exercises, (b) individualized 
interpretations and feedback, (c) information on the world of work, (d) modeling, and (e) 
attention to building support. This study investigated the following questions.  

• What are first-year students’ preferences for the delivery method of critical career 
choice interventions? 

• To what extent are there differences in first-year students’ preferences for the 
delivery method of critical career choice interventions based on prior experience? 

Areas of prior experience included online courses, career counseling, and six specific 
technologies.  

Participants included 318 undergraduate students enrolled in a two-credit first-year 
student seminar. A web-based survey was distributed to students via their instructors. Students 
selected e-mail most frequently as a preferred delivery method for career choice activities. In 
person was the second most frequently selected delivery mode. Websites, wikis, and blogs were 
also preferred by a large number of students followed by telephone call and Blackboard 
discussion board. Students were most interested in participating in activities related to Modeling 
and Information on the World of Work. They were least interested in participating in activities 
related to Attention to Building Support.  

Overall, participants reported a high level of previous experience with e-mail; Internet 
text chat or instant messaging; and Internet websites, wikis, and/or blogs. Participants reported 
low levels of experience with Blackboard discussion boards, audio and video recordings or 
podcasts, and virtual rooms with real-time interaction. Participants also reported low levels of 
previous experience with online courses and career counseling. No significant differences in 
preferences for technology delivery were found based on previous experience.  

2008 HICE Proceedings 
Page 1119



 3

Online Delivery of Career Services: Student Preferences and Expectations  
 
 

Introduction 

This study explored the perspectives of first-year university students regarding their 

preferences for online delivery of five critical career choice interventions. These critical 

interventions are (a) written exercises, (b) individualized interpretations and feedback, (c) 

information on the world of work, (d) modeling, and (e) attention to building support. These 

elements are traditionally offered through face-to-face interaction with career services 

professionals in an on-campus university Career Center.  

Data were collected from first-year students at a large research university in the 

southeastern United States. Students enrolled in the first-year student seminar, SLS 1101 The 

University Experience, were surveyed using an online instrument. In addition to demographic 

information, this instrument included quantitative items seeking student preferences for the 

delivery methods of activities related to the five critical career choice interventions outlined 

above. Students were also asked to respond to items seeking their experience level with the 

delivery options themselves, as well as previous experience with online courses and career 

counseling. 

Problem 

Professionals working in traditional on-campus Career Centers are increasingly involved 

in decisions regarding the use of technology to perform their jobs. Two trends are shaping a new 

direction in student services, which is to broaden these services by developing web-based 

versions and offering them online. First, the higher education environment is changing as a result 

of increased distance enrollment. Students are choosing online classes for a number of reasons, 

which means that fewer students are coming to campus. Second, the characteristics of college 

students are changing. The millennial generation, including those students born since 1982, 

prefers efficiency of services, use of technology, and instant gratification (Howe & Strauss, 

2003; Kleinglass, 2005; Lowery, 2004; Moneta, 2005). Providing services to students effectively 

may be enhanced by understanding what services and interactions they prefer from a Career 

Center. 

Student support services are beginning to react to the preferences and expectations of 

millennial generation students (Lowery, 2004). Also labeled “information age learners,” these 
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students are accustomed to multitasking and view staying connected as a priority (Howell, 

Williams, & Lindsay, 2003). As Kleinglass asserts, “the technological expectations of students, 

though powerful and uncomfortable at times, are forcing a new direction regarding the provision 

of services, communication, and sharing of information” (2005, p. 27).  

Purpose 

Understanding the technology-related preferences of students is fundamental to the 

planning and development of online student services. These services are provided to students by 

their institutions in support of their academic programs. The development and provision of 

student services in higher education requires a significant commitment of effort and resources, 

which include time, funding, and provision of training and support for staff. By initially focusing 

on the potential needs of audience members, instead of the resources available, websites for 

counseling and career centers can increase the likelihood that clients can find and use resources 

that are available (Sampson, Carr, Makela, Arkin, Minvielle & Vernick, 2003). 

As technology continues to advance and evolve, universities need to find the most 

efficient and effective ways to leverage their resources to provide online support services for 

students. Establishment of online career services support may be a way to not only further assist 

in this effort at the administration level, but also provide high quality alternative access to both 

traditional and non-traditional students in an effort to help them realize greater academic 

achievement (Visser & Visser, 2000).  

Research Questions 

The following research questions were addressed: 

 What are first-year university students’ preferences for the delivery method of critical 

career choice interventions? 

 To what extent are there differences in first-year university students’ preferences for the 

delivery method of critical career choice interventions based on their prior experience 

with the following: (a) online courses; (b) career counseling; (c) e-mail; (d) Blackboard 

discussion boards; (e) audio and video recordings or podcasts; (f) Internet websites, 

wikis, and blogs; (g) Internet text chat or instant messaging; and (h) virtual rooms.  

Framework 

Brown and Krane (2000) and Brown, Krane, Brecheisen, Castelino, Budisin, Miller et al. 

(2003) identified the services deemed to be most important in an individual’s career decision-
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making process. The work of these authors yields five critical career choice interventions, which 

frame the approach of this study. These interventions are (a) written exercises, (b) individualized 

interpretations and feedback, (c) information on the world of work, (c) modeling, and (d) 

attention to building support (Brown & Krane, 2000). These elements, which are key to 

successful face-to-face career development, may transfer well to the realm of online career 

development as led by a professional career services staff member.   

Limitations and Threats 

The primary threat to internal validity is related to selection. The students who chose to 

return completed surveys may not be representative of the larger population. Since the survey 

instrument itself was delivered to participants online, it is possible that students who had an 

affinity or experience with computer technologies were more likely to respond. Threats to 

construct validity are related to the measures used in the study. Efforts were taken to validate the 

instrument through a cycle of review and revision, which included pilot and usability testing. The 

results of this study will be difficult to generalize over the course of time, even to students at the 

university being studied. Technology development and advances happen rapidly. The emergence 

of new technologies, and the adoption of them at a point in the future, may affect student 

preferences.  

Background 

Student support services are part of a greater learning system that is the University. The 

integration of non-academic services with academic programs creates a more holistic approach to 

the students’ needs while engaged in formal higher education pursuits (Gordon & Habley, 2000). 

Higher education institutions are beginning to broaden the services offered to students by making 

them web-based and available online. This is a reaction to the changing delivery of courses, as 

well as the changing needs of the students (Dodson & Dean, 2003; Gordon & Habley, 2000).  

Trends in Distance Enrollment 

According to Dare, Zapata, and Thomas (2005) during the 2000-2001 academic year, 

56% percent of degree granting institutions in the United States offered distance courses. 

Distance education is growing and expanding to reach students even before they reach college.  

The line between on-campus students and distance students is quickly fading. Even students 

thought of as traditional are likely to take an online course at some point in their undergraduate 

programs (Howell et al., 2003). Setzer and Lewis (2005) report that in the 2002-2003 academic 
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year, 36% of public secondary school districts had students involved in distance education. This 

shift is advanced by the desire of administrators at all levels to get students through academic 

programs in faster, more efficient timeframes (Howell et al., 2003). 

Trends in Student Demographics/Characteristics 

The millennial generation is a generation characterized by convenience. Its members 

expect efficiency of service (Lowrey, 2004). This efficiency includes service that is of high 

quality, with responses that are fast and provided when they are needed or requested (Kvavik & 

Handberg, 2000, p. 32). Howe and Strauss (2003) also note that millennial generation students 

expect to use technology and to have the tools necessary to “streamline their educational 

experience” (p. 81).  

 Characteristics of a “typical” student are becoming harder to define as the student 

population becomes increasingly diverse in all aspects. Having an understanding of the 

characteristics of this population is important in understanding not only how to approach this 

group, but also how this group will interact with the Baby Boomer generation, born 1946 to 1954 

and Generation X, born 1965 to 1977.  Members of these generations are currently filling faculty 

and administrative positions in higher education, including career centers (DeBard, 2004).  

Online Career Services 

Moore and Kearsley (2005) outline a number of features of a distance course or program 

that should be addressed when planning for student success. Online delivery of student support 

services is one of these features. Specific suggestions in this area are listed including guidance 

and counseling as an important service. Integration with on-campus services is also 

recommended, as well as 24-hour access for students. Having a robust website that works in 

tandem with existing on-campus services is an important part of this integration (Carnevale, 

2000; Dare, Zapata & Thomas, 2005; Moore & Kearsley, 2005).  

In a world that increasingly involves the integration of new technologies, universities and 

their career centers are dealing with decisions related to this integration. This is partially due to 

pressure to be cost-effective, be effective within their mission, and have currency in their 

operations with a technology-savvy population of students (Whiston, Brecheisen, & Stephens, 

2003). While the expense of adding new computer hardware continuously decreases, the costs 

related to development and leading to initial implementation can be significant (Norris, Smolka 
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& Soloway, 1999). Knowing what services should be developed, as well as where and how to 

deliver them, is key to meeting the needs of the student.  

Privacy and confidentiality also become important issues with online delivery of career 

services, especially career counseling (Sampson, Kolodinsky, & Greeno, 1997). Career services 

can include a discussion of a student’s context in a way that involves personal information. There 

is an ethical obligation for career services professionals to ensure that a student’s personal 

information will remain private (Shaw & Shaw, 2006). 

Method 

 This descriptive, survey study took place during the fall academic semester of 2007. The 

participants were in their first year of college after graduating from high school. Students, 

enrolled in the freshman seminar course were asked to respond to a web-based survey. A total of 

1,849 students enrolled in this course representing approximately 52% of first year students at 

the University.  

QuestionPro, a fee-based online survey service, was used to develop and distribute the 

final survey instrument. A URL for the instrument was distributed to students through their 

course instructors. The researcher developed the survey instrument with the advice of an expert 

panel, including persons with expertise in survey design, distance education, instructional 

technology, and career development. Students also participated in pilot testing. 

Through pilot testing, a list of 17 activities was developed with each of the activities 

representing the five career choice interventions. Table 1 presents a list of these activities 

organized by intervention. In a series of multiple choice questions, each activity was randomly 

presented with a choice of nine response options including “in person”, seven delivery 

technologies, and “not interested”. The seven delivery technologies were E-mail; Blackboard 

Discussion Boards; Audio/Video Recordings or Podcasts; Websites, Wikis and/or Blogs; Internet 

Text Chat or Instant Messaging; and Virtual Rooms with Real-Time Interaction. Students were 

instructed to “check all that apply”. 
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Table 1. Career Choice Interventions and Activities  

Information on the World of Work 

     Explore how the results of a career test relate to possible careers. 

     Find information about current job openings. 

     Learn about the requirements needed to work in the career I am interested in pursuing. 

     Research typical salaries earned by those working in my career of interest. 

Written Exercises 

     Learn more about how my skills and interests relate to various career fields. 

     Complete worksheets to identify work-related skills that I have. 

     Develop a list of careers I may be interested in researching further. 

     Explore my own thoughts about my career choices. 

Individual Interpretation and Feedback 

     Get feedback on useful strategies for making decisions about my career. 

     Interview someone working in a job I am interested in pursuing. 

     Get feedback on my job search skills, such as resume writing and interviewing. 

Attention to Building Support 

     Find techniques for including others, such as my family and friends, in my career decision-making. 

     Learn about how culture and gender related issues may affect my career choice. 

     Find out more about how my career advisor decided on his/her career. 

Modeling 

     Learn how to network with professionals in my career field. 

     Learn from experienced professionals working in a career I am interested in pursuing. 

     Receive advice from someone working in a career field I am interested in pursuing. 

 

Results 

 A total of 334 completed surveys were received. Each returned survey was judged to be 

“usable” if the respondent completed all survey items and selected “yes” in response to the 

question “is this your first year of college since graduating from high school?” A total of 318 

surveys were used for the analyses.  

Demographic characteristics of the 318 study participants are presented in Table 2. Of the 

participants, 73 (22.96%) were male and 245 (77.04%) were female. Age ranged from 17 to 28 

with an average age of 18. A majority of respondents, 206 (64.78%), identified themselves as 

White, followed by 38 (11.95%) Hispanic, 30 (9.43%) African American or Black, 25 (7.86%) 

Other, and 19 (5.97%) Asian or Pacific Islander. At the time of the survey, 312 (98.11%) 

indicated full-time student status enrolled in a minimum of 12 credit hours. The majority of 
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students, 219 (67.80%), responded that they were not working. Of the students completing the 

survey, 256 (80.50%), indicated that they had already declared a major. Students listed 44 

different major areas that together represented all of the university’s colleges.  

 
Table 2. Demographic Characteristics of Survey Respondents 

Characteristics N % 

Gender Male 73 22.96 

 Female 245 77.04 

Race African American or Black 30 9.43 

 Asian or Pacific Islander 19 5.97 

 Hispanic 38 11.95 

 Native American 0 0 

 White 206 64.78 

 Other 25 7.86 

International  No 306 96.23 

 Yes 12 3.77 

Credit Load Part-time 6 1.89 

 Full-time 312 98.11 

Employment Off-campus part-time 77 23.84 

 Off-campus full-time 6 1.86 

 On-campus part-time 20 6.19 

 On-campus full-time 1 0.31 

 Not working 219 67.80 

Declared Major No 62 19.50 

 Yes 256 80.50 

 

Preferences for Delivery of Career Choice Interventions 

Research Question 1: What are first-year students’ preferences for the delivery method of critical 

career choice interventions? 

Frequencies of responses for each of the 17 career choice activities were calculated. In 

the figures presented below, the three or four most frequently selected delivery modes are 

displayed for each activity. Overall e-mail and in person were the two most selected delivery 

options. E-mail was the most selected delivery mode for 12 of the 17 activities. In person was the 

most selected delivery mode for the remaining five activities. Audio/video recordings or 

2008 HICE Proceedings 
Page 1126



 10

podcasts, and virtual rooms were the two least selected delivery options for each of the 17 

activities. 

Students were given the option to indicate that they were not interested in participating in 

each activity. The activities associated with Attention to Building Support received the highest 

number of “not interested” responses. The activities associated with Modeling received the least 

number of “not interested” responses. A group of 26 (8.18%) students selected “not interested” 

for each of the 17 activities presented. An average of 2.04 delivery methods was selected by the 

remaining 292 (91.82%) participants. The number of student selections for any one activity 

ranged from one to eight. A small group of 3 (.94%) students selected only “in person” delivery 

for all of the activities presented. A group of 25 (7.86%) participants selected only technology 

options. None of the participants selected all of the delivery options for all of the activities.  

Information on the world of work. E-mail was selected most frequently for each of the 

four activities associated with Information on the World of Work. In person and website, wiki, 

and/or blog, were selected either second or third most frequently for the four activities.  
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Figure 1.  Frequency of Selection of Delivery Modes for Activities Related to Information on the World of Work 

 

Written exercises. E-mail was selected most frequently for three of the four activities 

related to this intervention. In person and website, wiki, and/or blog, were also selected 

frequently for these four activities.  
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Figure 2.  Frequency of Selection of Delivery Modes for Activities Related to Written Exercises 

 

Individual interpretation and feedback. E-mail was selected most frequently for two of 

the three activities related to Individual Interpretation and Feedback. In person was selected most 

frequently for the remaining activity regarding interviewing someone. Telephone call was also 

selected frequently for each of these activities, particularly the activity regarding interviewing.  

0

10

20

30

40

50

60

70

Strategies Interview Job Search

In Person
E-mail
Telephone

 
Figure 3. Frequency of Selection of Delivery Modes for Activities Related to Individual Interpretation and Feedback 

 

Attention to building support. E-mail was selected most frequently for two of the 

activities related to Attention to Building Support. In person was selected most frequently for the 

remaining activity regarding a career advisor’s career decision-making. Websites, wikis and/or 

blogs was selected frequently for the item concerning culture and gender. E-mail and in person 

were the top two delivery preferences for each of these activities.  
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Figure 4. Frequency of Selection of Delivery Modes for Activities Related to Attention to Building Support 

 

Modeling. Preferences for delivery of the three activities related to Modeling were similar 

to previous interventions. E-mail and in person were the two most selected delivery options for 

each of the Modeling activities. In person was selected most for two of these activities. Website, 

wiki, and/or blog, and telephone call were also highly selected for each of these activities.  
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Figure 5. Frequency of Selection of Delivery Modes for Activities Related to Modeling 
 

Group Differences in Preferences for Delivery of Career Choice Interventions 

Research Question 2: To what extent are there differences in first-year university students’ 

preferences for the delivery method of critical career choice interventions based on their prior 

experience with each of the following: (a) online courses; (b) career counseling; (c) e-mail; (d) 

Blackboard discussion boards; (e) audio and video recordings or podcasts; (f) Internet websites, 

wikis, and blogs; (g) Internet text chat or instant messaging; and (h) virtual rooms? 
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Previous experience with online courses. Each of the 318 respondents identified 

himself/herself as a member of one of four experience groups. Table 3 presents student 

experience in the following groups: (a) no previous experience with online courses (n = 195), (b) 

currently enrolled in first online course (n = 40), (c) previously completed one or two online 

courses (n = 73), or (d) previously completed three or more online courses (n = 10). While a 

majority of participants had no experience with online courses (61.32%), 38.68% of participants 

had some experience either through previously completed online courses or enrollment in their 

first online course at the time of the study.  

 
Table 3.  Previous Experience with Online Courses 

 N % 

    I have never taken an online course 195 61.32 

    I am in my first online course this semester 40 12.58 

    I have completed 1 or 2 online courses 73 22.96 

    I have completed 3 or more online courses 10 3.14 

 

Chi square tests of independence were performed to examine the relationship between 

experience in online classes and preference for technology delivery of each of 17 career choice 

activities. Using .05 as the p value, three items seemed to show a significant difference in 

preferences across the experience groups. These three items were (a) Learn about the 

requirements needed to work in the career I am interested in pursuing, (b) Research typical 

salaries earned by those working in my career of interest, and (c) Get feedback on my job search 

skills, such as resume writing and interviewing. 

When performing multiple significance tests, the probability of Type I error or finding 

significance when there is none, increases. The Bonferroni inequality technique was adopted to 

control for Type I error for this set of tests. The p value was adjusted to .0029 for each of the 

tests (α =.05/17 = .0029). This adjusted value was then used to determine significance. This 

analysis failed to reveal a significant relationship in preference for technology delivery and level 

of experience with online courses. Students responded similarly no matter their experience with 

online courses.  

Previous experience with career counseling. As presented in Table 4, students identified 

their previous experience as (a) no previous experience with career counseling (n = 161), (b) 
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very little experience with career counseling (n = 93), (c) some experience with career 

counseling (n = 62), or (d) a lot of experience with career counseling (n = 2). While a majority of 

participants (50.63%) selected the “no experience with career counseling” option, 49.38% of 

participants indicated previous experience in this area on some level, ranging from very little to a 

lot, at the time of the study. It is interesting to note that 236 (74.22%) of the study participants 

indicated that career planning was either “important” or “very important” to them during their 

first semester in college. 

 
Table 4.  Previous Experience with Career Counseling 

 N % 

    I have no experience  161 50.63 

    I have very little experience 93 29.25 

    I have some experience 62 19.50 

    I have a lot of experience 2 0.63 

 

Chi square tests of independence were performed to examine the relationship between 

experience with career counseling and preference for technology delivery of each of 17 career 

choice activities. This analysis failed to reveal a significant relationship in preference for 

technology delivery and level of experience with career counseling.  Students with no experience 

and those who had received some level career counseling responded similarly regarding their 

preferences for delivery mode.  

Previous experience with technology. Each of the 318 participants identified his/her 

experience level with each of six specific technologies. These technologies included: (a) e-mail, 

(b) discussion boards, (c) audio and video recordings and/or podcasts, (d) Internet websites, 

wikis, and/or blogs, (e) Internet text chat and/or Instant Messaging, and (f) virtual rooms with 

real-time interaction. Students chose their level of experience from the following options: (a) I 

am not familiar with this technology at all, (b) I am familiar with this but have no experience, (c) 

I have very little experience, (d) I have some experience, and (e) I have a lot of experience.  

Students were most familiar with e-mail followed by Internet text chat or Instant 

Messaging. Students were least familiar with audio/video recordings or podcasts and virtual 

rooms. It is also important to note that of the 318 survey respondents, 260 (81.76%) reported 
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owning an iPod or other MP3 player. When asked if they had access to a personal computer, 

other than on campus, 311 (97.80%) reported that they did have access.  

E-mail is addressed first. A majority of the 318 participants, 264 (83.02%), indicated “a 

lot of experience” with e-mail, and an additional 52 (16.35%) indicated previous experience in 

this area on some level. Only 2 students (.63%) indicated no previous experience with this 

technology. Table 5 presents student responses regarding experience level with e-mail. 

 
Table 5. Previous Experience with E-mail 

 N % 

    No experience 2 0.63 

    Very little experience 7 2.20 

    Some experience 45 14.15 

    A lot of experience 264 83.02 

 

Chi square tests of independence were performed to examine the relationship between 

experience with e-mail and preference for technology delivery of each of 17 career choice 

activities. Using .05 as the p value, one item seemed to show a significant difference in 

preferences across the experience groups. This item was “Find out how my career advisor 

decided on his/her career”.  

Using the Bonferroni adjustment, the significance level of .0029 is used to determine 

significance. This analysis failed to reveal a significant relationship in preference for technology 

delivery and level of experience with e-mail. Students with no experience and those with some 

level of experience responded similarly regarding their preferences.  

 Table 6 presents student responses regarding experience level with discussion boards. Of 

the 318 participants, only 139 (43.71%), indicated that they had “some” or “a lot of experience” 

with discussion boards, while 102 students (32.08%) responded that they were either unaware of 

discussion board technology or were aware of it but had no experience.  
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Table 6. Previous Experience with Blackboard Discussion Boards 

 N % 

    Not familiar with the technology at all 30 9.43 

    No experience 72 22.64 

    Very little experience 77 24.21 

    Some experience 98 30.82 

    A lot of experience 41 12.89 

 

Chi square tests of independence were performed to examine the relationship between 

experience with Blackboard discussion boards and preference for delivery of each of 17 career 

choice activities. This analysis failed to reveal a significant relationship in preference for 

delivery of career choice activities and level of experience with Blackboard discussion boards. 

Students with no experience and those with some level of experience responded similarly 

regarding their preferences.  

 Table 7 presents student responses regarding experience level with audio/video 

recordings or podcasts. Of the 318 student participants, only 113 (35.53%), indicated that they 

had “some” or “a lot of experience” with this type of technology. An additional 66 students 

(20.75%) responded that they had “very little” experience with recordings and podcasts.  

 
Table 7. Previous Experience with Audio/Video Recordings or Podcasts 

 N % 

    Not familiar with the technology at all 62 19.50 

    No experience 77 24.21 

    Very little experience 66 20.75 

    Some experience 74 23.27 

    A lot of experience 39 12.26 

 

Chi square tests of independence were performed and failed to reveal a significant 

relationship in preference for delivery of career choice activities and level of experience with 

audio/video recordings or podcasts. Students with no experience and those with some level of 

experience responded similarly regarding their preferences for delivery mode. 

 Table 8 presents student responses regarding experience level with websites, wikis, 

and/or blogs. A majority of the participants, 248 (78.30%), indicated that they had “some” or “a 
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lot of experience” with websites, wikis and/or blogs. A small group of students 30 (9.43%) 

responded that they were either unaware of this type of technology or were aware of it but had no 

experience. There may have been some confusion in the wording of this item in that a few 

students, who were familiar with websites, but not wikis or blogs, may have indicated a lower 

level of overall experience than was anticipated by the researcher.  

 
Table 8. Previous Experience with Websites, Wikis, and/or Blogs 

 N % 

    Not familiar with the technology at all 4 1.26 

    No experience 26 8.18 

    Very little experience 39 12.26 

    Some experience 96 30.19 

    A lot of experience 153 48.11 

 

Chi square tests of independence were performed to examine the relationship between 

experience with websites, wikis, and/or blogs, and preference for delivery of career choice 

activities. This analysis failed to reveal a significant relationship. Students with no experience 

and those with some level of experience responded similarly regarding their preferences.  

 Table 9 presents student responses regarding experience level with Internet text chat or 

instant messaging. Students’ responses to this technology were similar to those for e-mail. 

Internet text chat is a technology with which the respondents have had more experience. A 

majority of the participants, 245 (77.04%), indicated that they had “a lot of experience” with 

Internet text chat or instant messaging. A small group of students, 12 (3.77%) responded that 

they were either unaware of this technology or were aware of it but had no experience.  

 
Table 9.  Previous Experience with Internet Text Chat or Instant Messaging 

 N % 

    Not familiar with the technology at all 2 0.63 

    No experience 10 3.14 

    Very little experience 15 4.72 

    Some experience 46 14.47 

    A lot of experience 245 77.04 
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Chi square tests of independence were performed to examine the relationship between 

experience with Internet text chat and preference for delivery of career choice activities. Using 

.05 as the p value, two activities in the list of 17 seem to show a significant difference in 

preferences across the experience groups. These activities are (a) Develop a list of careers I may 

be interested in researching further and (b) Get feedback on useful strategies for making 

decisions about my career. Using the Bonferroni inequality technique, the significance level of 

.0029 was used to determine significance. This analysis failed to reveal a significant relationship 

in preference for delivery of career choice activities and level of experience with Internet text 

chat. Students with no experience and those with some level of experience responded similarly 

regarding their preferences.  

 Table 10 presents student responses regarding experience level with virtual rooms. 

Virtual rooms are the technology with which students seemed to have the least experience 

overall. Of the 318 participants, 106 (33.33%), indicated that they were not familiar with this 

technology. An additional 88 (27.67%) responded that they were familiar with the technology 

but had no experience with it. A small group of students, 55 (17.30%) responded that they had 

“some” or “a lot of experience”.  

 
Table 10. Previous Experience with Virtual Rooms with Real-time Interaction 

 N % 

    Not familiar with the technology at all 106 33.33 

    No experience 88 27.67 

    Very little experience 69 21.70 

    Some experience 32 10.06 

    A lot of experience 23 7.23 

 

Chi square tests of independence were performed to examine the relationship between 

experience with virtual rooms and preference for delivery of career choice activities. This 

analysis failed to reveal a significant relationship in preference for delivery of career choice 

activities and level of experience with virtual rooms. Students with no experience and those with 

some level of experience responded similarly regarding their preferences.  

Summary. Study participants indicated high levels of experience with certain 

technologies, specifically e-mail; text chat or instant messaging; and websites, wikis and/or 
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blogs. Study participants reported lower levels of experience for Blackboard discussion boards, 

audio/video recordings or podcasts, and virtual rooms. The participants also reported low levels 

of previous experience with online courses and career counseling. 

Discussion 

Preferences for Delivery Mode 

Overall, technology was a preferred means of delivery for the majority of the 17 career 

choice activities presented to the students. E-mail specifically was the most frequently selected 

delivery mode for 12 of the 17 activities. In person was chosen most frequently for the five 

remaining activities. In the activities where e-mail was not selected most frequently, it was often 

the second most frequently selected delivery mode. In person was also very highly preferred 

overall for the delivery of these activities. Website, wiki and/or blog was also a highly selected 

option for all of the activities presented to the students followed by telephone call and 

Blackboard discussion board. 

Information on the world of work. Based on student responses to these four activities, 

while traditional in person delivery is a highly selected delivery mode, e-mail received the most 

selections. Website delivery may also be viable ways to encourage additional student 

participation in activities related to gaining Information on the World of Work. Websites are 

already used to distribute information related to most of these activities.  

Written exercises. The order of preferred delivery options for each of these activities was 

the same. E-mail was the most frequently selected, in person was the second most frequently 

selected, and website, wiki, and/or blog was the third most frequently selected. As in the 

previous intervention, student responses to these activities indicate that technology delivery, in 

addition to traditional in person delivery, may be helpful in reaching students. E-mail and 

websites may encourage participation in activities related to the intervention of Written 

Exercises.  

Individual interpretation and feedback. Based on student responses to these three 

activities, students are most interested in participating both in person and through e-mail. 

Telephone calls may be an additional way to reach students interested in participating in 

activities related to Individual Interpretation and Feedback. Follow-up with students who present 

themselves in person may be enhanced with e-mail and telephone contact.  
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Attention to building support. As described in previous interventions, in person and e-

mail were highly selected by students. Telephone calls and websites may also be ways to deliver 

activities related to Attention to Building Support to students. It is also interesting to note that of 

the five career choice interventions, more students were “not interested” in participating in the 

three activities related to building support, than any of the other activities presented. When faced 

with limited resources, these activities may not be the first priority for programs seeking to 

attract and reach first-year students.  

Modeling. In addition to e-mail and traditional in person delivery of these activities, 

websites and telephone calls may be used to deliver activities related to Modeling to students 

engaged in career decision-making. This may also be a way to attract potential mentors, such as 

alumni, who are interested in contributing but do not feel they have the time for face-to-face 

activities. 

Previous Experience  

  Online courses and Career counseling. The analyses presented failed to reveal a 

relationship between experience with online courses and preference for delivery mode of career 

choice interventions. These results do not indicate the need to market specific activities to or 

develop alternative delivery of activities for students based on their enrollment in online classes. 

Similar results were found in an examination of previous experience with career counseling. The 

analyses failed to reveal a relationship between experience with career counseling and preference 

for delivery mode of career choice interventions. While participants did not indicate a lot of 

experience with career counseling overall, they did indicate that the process of career planning 

was important to them. This may be encouraging news to university career counseling and career 

development staff members interested in reaching students during their first semester or first 

year. 

Students reported a high level of experience with technology overall, as well as 

preferences for participating in activities delivered via technology. This aligns with the work of 

Howe and Strauss (2003) who outlined the extensive use of technology among the millennial 

generation and its members’ expectation for using technology in higher education as a matter of 

convention and convenience. Additionally, Kvavik (2005) presented evidence that while students 

were susceptible to overestimating their own technology skills, they are most likely to have skills 
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with technologies that are not widely used in higher education settings. Kvavik (2005) also found 

that students were most likely to be skilled with e-mail, instant messaging, and Internet searches. 

E-mail. Students indicated high levels of experience with this technology as might be 

expected. Students are using this technology widely and may be open to using this technology to 

receive assistance with career decision-making in all areas of the five career choice interventions. 

 Blackboard discussion boards. Roughly a third of students surveyed reported having no 

knowledge or no previous experience with Blackboard discussion boards. Students participating 

in this study were not as familiar with this technology as they were with other delivery options, 

however, they may be willing to engage in its use for career planning activities. This seems to be 

most likely for activities related to the interventions of Written Exercises and Attention to 

Building Support. 

 Audio and video recordings or podcasts. Just over 50% of participants indicated having 

experience with this type of technology. This delivery option was consistently one of the two 

least selected. While many students own MP3 players, they do not seem to have a high level of 

experience with podcasts. It does not seem likely that students would participate in downloading 

recordings associated with career planning. 

 Internet websites, wikis, and/or blogs. Unsurprisingly, students reported having previous 

experience with websites, wikis, and/or blogs. This seems to be a delivery option with which 

students are familiar and would be interested in participating in career choice activities. This may 

be particularly true for the activities related to Information on the World of Work, Written 

Exercises, and Modeling. 

 Internet text chat or instant messaging. While participants expressed high levels of 

familiarity with text chat, they did not select this option in high numbers for any of the career 

choice activities. It is a technology tool they are using, but would not necessarily use for 

assistance in career planning activities. 

 Virtual rooms with real-time interaction. This particular technology is one of the younger 

technologies, most recently emerging, presented to the students. Students indicated having a very 

low level of experience with this technology although they are aware of its existence. 

Participants indicated low levels of experience with this technology and low preference for this 

technology as a way to participate in career choice activities. 
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Implications for Practice 

This study asked students to indicate delivery preferences for 17 career choice activities. 

This is not an inclusive list of all possible activities that could be provided to students to assist 

them with career planning. The results of this study inform a number of areas that require 

consideration within the development and provision of non-academic, career development 

support for first-year university students. These areas include resources and planning, marketing, 

and counselor training.  

Resources and planning. The provision of student support services involves a great deal 

of resources, to include time, funding, and personnel. Developing additional services or 

alternative delivery of existing services requires resources as well and can add to the strain 

placed available resources. The activities included in this study represented five critical career 

choice interventions outlined by Brown and Krane (2000). Career Centers in general are unlikely 

to be able to develop online versions of all of their services; however, they may be able to 

develop alternate delivery of some of their services. Based on the responses received by 318 

first-year students, regarding their preferences for delivery of each, the following services are 

suggested. 

Students participating in this study were most interested in participating in the activities 

associated with Modeling and Information on the World of Work. This may be the place to start. 

Modeling activities offered through in person meetings, e-mail messages, telephone calls, as well 

as websites, wikis, and/or blogs, were preferred delivery methods of the students. Activities 

associated with Information on the World of Work can already be found on many websites. 

Developing e-mail delivery of this type of information is also recommended. E-mail listservs 

may be a way to integrate this technology to reach students.  

A blended approach is recommended in which face-to-face and technology enhanced 

delivery contribute to efforts in a more collaborative and comprehensive way. Integration of on 

campus and online services which work to complement each other and meet student needs is the 

goal (Dare, Zapata, & Thomas, 2005; Moore & Kearsley, 2005). Counselor interaction is also an 

important part of the career decision-making process. Whitson et al. (2003) report that students 

who participated in technology enhanced career planning interventions reported better career 

related outcomes if their experiences included interaction with a counselor.  
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Traditional in person career counseling appointments are encouraged and a preferred way 

in which students want to interact with career activities. Follow-up with students may be 

desirable through e-mail and telephone calls. Those making decisions about the commitment of 

resources may want to consider the equipment and software necessary to allow secure, 

confidential e-mail and telephone conversations between students and counselor.  

Study participants were least interested in participating in activities related to Attention to 

Building Support. While these activities are important to the career decision-making process and 

should be encouraged, they may not be the most appropriate for development when considering 

the commitment of resources. The first-year students surveyed do not seem interested in these 

activities during their first semester, but may be likely to participate in them at a later stage in 

their career planning or college experience. 

Marketing. Activities related to career choice interventions should be marketed to all 

students, not just off-campus or distance students. According to Shea, “today, even campus-

based students prefer the convenience of online services” (2005, p. 16). Students from all 

experience groups explored in this study had similar preferences for the delivery of services. 

Making on campus services available to online students and online services available to on 

campus students may attract students from all groups to services they would not have engaged in 

otherwise (Tang, 2003). The blurring of the line between online and traditional students may be 

evident in the results of this study (Howell et al., 2003). 

Counselor training. Existing counselors and career service providers may benefit from 

training in the use of technology to perform their duties. Members of the Baby Boomer and 

Generation X are currently serving as staff members in Career Centers. Members of these 

generations, particularly those of the Baby Boomer generation, may not have the same levels of 

interest and experience with technology as the millennial generation they are now serving 

(DeBard, 2004). Providing training to these experienced counselors on how to enhance their 

skills and services they provide will be essential (Shea, 2005).  

Recommendations for Future Research 

There are many areas suggested for continuing research related to the delivery of career 

choice interventions. A follow-up study to the one reported here might examine whether or not 

this group of student’s thoughts about career planning activities change over the course of their 

time at the university. Their preferences for delivery or for participating in specific activities at 
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all may change over time. Those who continue to enroll in online courses or engage in career 

counseling at the college level may or may not develop preferences different from those who do 

not choose online courses or to participate in career counseling. 

Another area for follow-up based on the results of this study would be on the specific 

technology of e-mail and the timing of access of these activities. Finding out more about how 

much e-mail would be expected and welcome from career counselors would be helpful in the 

implementation of e-mail as a delivery mode for the career choice interventions. Timing is also 

an important factor. Knowing when students would prefer to participate in activities, weekends 

or weekdays, office hours or beyond, may also shape decisions about delivery.  

Longitudinal studies would allow researchers to reconnect with students as they are 

leaving college, through exit surveys. Data regarding which activities and interventions students 

actually participated in, how they participated in them, and their recommendations for younger 

students, would further inform career services providers. Examining students’ perspectives 

regarding satisfaction with services they received, as well as their satisfaction with their career 

choice, would also provide helpful and interesting information.  

During the course of this study, responses were gathered from a small number of transfer 

students and other students not in their first-year of college. These responses were not included 

in analysis. A similar study examining the preferences and previous experiences of other student 

groups, such as transfer students, sophomores, juniors, or seniors, may reveal some differences. 

Examining these groups would also inform career services providers about the level of career 

services these students engaged in at other institutions.  
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Transforming Teaching and Learning with Tablet PCs 

Abstract 

This paper reports on an ongoing project which examines the advantages of using Tablet 
PCs both inside and outside the classroom as alternatives to laptops, PCs, and pencil and 
paper.  In particular the following hypotheses are explored:  

1. The classroom use of Tablet PCs affords our instructors advantages in mobility over 
the use of a laptop that currently tethers our instructors to the computer station at the front 
of the classroom.   
2. The classroom use of Tablet PCs affords our students the ability to access the teaching 
materials developed by the class/instructor interactions during class and made available 
post-class by being captured electronically from writing on Tablet PCs rather than the 
transient nature of being written on the blackboard.   
3. Students will spend more productive time reading and studying course material if it is 
made more convenient by being available on a Tablet PC as compared to a laptop or in 
printed form.   
4. The ability to make handwritten comments and especially graphical annotations on 
course material on Tablet PCs enhances the students’ educational experience more than 
the traditional use of pencil and paper or typewritten notes.   

Impact on Student Learning 

A formal experiment was conducted involving the quantitative course, referred to herein 
as QUANT, required of all Evening MBA students at a New England college.  This 
course is an introduction to basic quantitative tools that enable managers to analyze data 
and make informed decisions.  Topics include descriptive analysis of survey data, 
introductory probability, decision analysis, sampling and sampling distributions, 
hypothesis testing, simple and multiple regression, simulation, and optimization.  Case 
studies drawn from marketing, finance, and operations management, illustrate the use of 
these quantitative tools in applied context.  The course requires use of spreadsheets and 
statistical, optimization, and simulation software.   

In fall 2006 one of two sections of the required MBA quantitative course, QUANT, had 
the same instructor use the Tablet PC as a tablet while the other had him use the Tablet 
PC as a laptop. Instead of writing on the blackboard, all work was projected in the 
classroom, captured with Camtasia®, and posted to a web site available to the students. 
Twenty Tablet PCs were part of a 2006 HP Technology for Teaching Higher Education 
Grant from the Hewlett-Packard Company.  The Camtasia® software was purchased 
along with a Jabra Bluetooth headset with funds from the grant.  Since the class size cap 
is 50 for each section, not all students could be given Tablet PCs to use.  In the Tablet PC 
section fourteen students volunteered to use the Tablet PCs.  To receive their Tablet PC 
the students needed to agree to a contract with the college.  All other students used their 
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own laptops.  Roughly one hour of the two-and-a-half hour class consists of an Active 
Learning exercise. The instructor was able to project individual group work for 
discussion and critique by the class in order to share with the entire class a teaching 
moment that would otherwise be available only to the one individual group. A more 
productive use of classroom time was thereby made, ensuring a deeper understanding of 
the topic before class ended and reducing the outside of class time commitment necessary 
to master the subject matter. Web-based quizzes were used to determine current 
understanding.  Learning for those with and without the Tablet PCs was measured via 
examinations as well as web-based electronic quizzes, case preparations, team projects, 
and class participation.  A rigorous statistical analysis of the various groups' results was 
conducted and yielded the following results: 

1. There was no statistically significant difference in the average overall numerical term grade 
between the Tablet PC section and the non-Tablet PC section (p=0.4554) even when corrected 
for prior knowledge (p=0.6578). 

2. There was no statistically significant difference in the average overall numerical term grade 
between those who used the Tablet PCs and those who did not use the Tablet PCs in the same 
Tablet PC section (p=0.6535), even when corrected for prior knowledge (p=0.6250).  

3. There was no statistically significant difference in the average overall numerical term grade 
between a pre-grant, spring 2006, offering of QUANT by the same instructor and that of fall 2006 
(p=0.3609). 

4. Since section sizes are capped at 50 and since there were only 20 Tablet PCs available, volunteer 
Tablet PC users were sought. Even though the 14 Tablet PC users were self-selected, there was 
no statistically significant difference in their prior knowledge as compared to those who did not 
select the Tablet PCs (p=0.8031).  

An anonymous student opinion survey was distributed and completed in the last week of classes.  The 
results of this survey are not available to the instructor until after the term grades are submitted.  
Consequently, they reflect an additional amount of validity.  The survey and the results follow: 

 

Survey for QUANT Fall 2006 

  1 2 3 4 5 scale 
  Strongly 

Agree 
Agree Neutral Disagr

ee 
Strongly 
Disagree 

Did not 
use it 

Mean 

1. I found the 
web site useful. 

23 13 5 0 0 0 1.56 

2. I found the 
Video Tutorials 
posted before the 
lecture useful. 

31 9 1 0 0 0 1.27 

3. I found the 
Video Lectures 
posted after the 
lecture useful. 

21 8 5 0 0 7 1.53 
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4. I found the 
Annotated 
PowerPoint 
Slides posted 
after the lecture 
useful. 

16 15 4 0 0 5 1.66 

5. I found the 
Active Learning 
lab/cases useful. 

10 20 11 0 0 0 2.02 

6. I found the 
On-line Quizzes 
useful. 

16 14 11 0 0 0 1.88 

  Laptop Tablet Neither n/a       
7. If I had a 
choice in the 
future, I would 
choose a (circle 
one) laptop, 
tablet PC, or 
neither for use in 
a quantitative 
course. 

16 20 2 3 

      
8. If I had a 
choice in the 
future, I would 
choose a (circle 
one) laptop, 
tablet PC, or 
neither for use in 
a non-
quantitative 
course. 

23 13 2 3 

      
9. If I had a 
choice in the 
future, I would 
choose a (circle 
one) laptop, 
tablet PC, or 
neither for 
general use. 

24 12 1 4 
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Please complete 
the following 
sections if you 
were able to take 
advantage of the 
HP Tablet loaner. 1 2 3 4 5 scale 
  Strongly 

Agree 
Agree Neutral Disagr

ee 
Strongly 
Disagree 

Did not 
use it 

Mean 

10. I found the 
HP Tablet to be 
useful as a 
laptop. 

5 5 4 0 0 27 1.93 

11. I found the 
HP Tablet to be 
useful as a Tablet 
to write on. 

7 5 1 0 0 28 1.54 

12. I found the 
HP Tablet to be 
too heavy. 

0 2 4 7 1 27 3.50 

13. I found the 
HP Tablet’s 
screen to be too 
sensitive to glare. 

3 7 3 1 0 27 2.14 

        

14. List three things you liked about the Tablet PC: 
• Ability to write freehand was useful especially on 

PowerPoint (5). 
• Very easy interface – touch very natural (4). 
• Ability to switch from tablet to laptop mode. 
• Ability to take notes with pen & inking feature (4). 
• Compact size, lightweight, high speed, and easy to 

carry (4). 
• Cover swiveled, size and weight, turned off 

automatically (2). 
• Pen, rotating screen and size. 
• Can write notes during class. 
• Helpful with collaborative work. 
• Appropriate size and power. 
• Showing it to my 88 year old Grandma. 
• Built-in wireless. 
• Battery Life. 
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15. List three things you did not like about the Tablet PC: 
• Screen difficult to read – too dim. (6) 
• Not flexible, quick to switch between the pen and 

the keyboard. (2) 
• External DVD/CD drive. (2) 
• Overheating issues and constantly froze. (2) 
• Pen was difficult. (2) 
• Larger keyboard and larger icons would be useful. 

(2) 
• Took getting used to. 
• If you close (or almost close) the PC will go to 

“stand by”. 
• Not easy to enter values in a cell in Excel in tablet 

mode. 
• Inability to capture writing into word. 
• Searching for ways to type navigate when in tablet 

mode. 
• Wireless connection. 
• The battery did not last long. 
• It’s not mine! 

16. List three recommendations relative to future use of 
the Tablet PC: 

• Improve screen: brighten. (2) 
• Improve freehand to text software. 
• Internal DVD/CD drive. 
• Slot on side to hold pencil/pen. 
• Directions to use pen needs to be more user-

friendly. 
• Teach students all extra features. 
• Helpfully get them prior to first class in order to 

have time to take the tutorial and get used to the 
features. 

• Add software available for tablet functions. 
• Make pen easier to use. 
• Make the battery more powerful. 
• Key buttons for changing between presentations. 
• It would very useful at my own company. 
• Should be free to the class. 

17. Other insights: 
·        Very helpful in the class format for lectures. 
·        It made reviewing the material much easier when 
taking notes on the slides. 
·        The Tablet is useful for course work when we take 
notes during class. 
·        Great tool to have especially the pen when working 
on projects. 
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In spring 2007 to compensate for only 20 Tablet PCs being available a different design was implemented 
to expose a greater number of individuals to the Tablet PC experience.  Each team in each of the two 
sections of the same required MBA quantitative course was given a Tablet PC with one team member 
being "responsible" for the Tablet PC.  Again all work done in class was captured with Camtasia® and 
made available for viewing via flash files on the class web site for both sections.  A similar but different 
anonymous student opinion survey was distributed and completed in the last week of classes during the 
spring 2007 semester.  The results of this survey are not made available to the instructor until after the 
term grades are submitted.  The survey and the various students' opinions of the Tablet PCs from both 
sections are given below: 

 

Survey for QUANT Spring 2007 

  1 2 3 4 5 scale 
  Strongly 

Agree 
Agree Neutral Disagr

ee 
Strongly 
Disagree 

Did not 
use it 

Mean 

1. I found the web site 
useful. 

31 19 3 0 0 0 1.47 

2. I found the Video 
Tutorials posted before the 
lecture useful. 

30 18 4 1 0 0 1.55 

3. I found the Video 
Lectures posted after the 
lecture useful. 

38 9 3 0 0 3 1.30 

4. I found the Annotated 
PowerPoint Slides posted 
after the lecture useful. 

21 15 12 0 0 5 1.81 

5. I found the Active 
Learning lab/cases useful. 

19 26 6 2 0 0 1.83 

  Laptop Tablet Neither n/a       
6. If I had a choice in the 
future, I would choose a 
(circle one) laptop, tablet 
PC, or neither for use in a 
quantitative course. 

37 12 0 3 

      
7. If I had a choice in the 
future, I would choose a 
(circle one) laptop, tablet 
PC, or neither for use in a 
non-quantitative course. 

36 11 1 4 

      
8. If I had a choice in the 
future, I would choose a 
(circle one) laptop, tablet 
PC, or neither for general 
use. 

37 9 1 5 

      
  Yes No           
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9. I was able to directly use 
the HP Tablet assigned to 
my group.  (circle one)  
Yes   No 

25 28 

          
                
Please complete the 
following sections if you 
were able to take advantage 
of the HP Tablet loaner. 1 2 3 4 5 scale 
 Strongly 

Agree 
Agree Neutral Disagr

ee 
Strongly 
Disagree 

Did not 
use it 

Mean 

10. I found the HP Tablet to 
be useful as a laptop. 

5 5 4 0 0 27 1.93 

11. I found the HP Tablet to 
be useful as a Tablet to write 
on. 

7 5 1 0 0 28 1.54 

12. I found the HP Tablet to 
be too heavy. 

0 2 4 7 1 27 3.50 

13. I found the HP Tablet’s 
screen to be too sensitive to 
glare. 

3 7 3 1 0 27 2.14 

14. List three things you liked about the Tablet PC: 
Ability to write on to take notes (7) 
Small size (4) 
Ease of use (3) 
Good for PowerPoint presentations (3) 
Pen (2) 
Small, light (2) 
Use by Professor 
Swivel 
Fun toy 
Switch between PC and laptop 
Use for drawing and charting 
Speed 
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15. List three things you did not like about the Tablet PC: 
Too heavy (6) 
Had to carry two computers (2) 
Slow 
Too few 
Limited use 
Pen controls 
Connectors in awkward places 
Nothing 
Screen too dark 
Battery capacity limited 
  

16. List three recommendations relative to future use of the Tablet PC: 
More easily convert handwriting to text  
Bigger screen  
More instruction on use 
  
17. Other insights: 
Good for group viewing 

  

Additional Courses Impacted 

In summer 2006, an unteathered Tablet PC was used to deliver the three day intensive “Quantitative and 
Economics” introduction to 65 beginning MBA students.  The nature of this voluntary course is highly 
quantitative and interactive.  Each day consists of eight contact hours with roughly four one-and-one-half 
hour sessions taught interactively by both the grant principal investigator and the chairperson of the 
Economics Division at the college.  Each session is followed by a 30 minute break-out period in which 
student teams solve problems.  Use of the Tablet PC eliminated using overhead transparencies for the 
interactive sessions and allowed a platform on which students as well as professors could write solutions 
directly.   By utilizing the Pegasus wireless corporation's WiJET hardware and software, the instructors' 
Tablet PCs can be passed around the classroom for individual students to write on, a modern version of 
"sending students to the blackboard".  The WijET.G is 802.11 compliant wireless device that links the 
Tablet PC to the projector (see http://www.pegasuswirelesscorp.com/products/wijetg.html for details). 

In fall 2006 an unteathered Tablet PC was used to deliver a series of "Fundamental Quantitative Skills 
Sessions" to first-year MBA students who had not shown sufficient quantitative knowledge on a pre-exam.  
This took place during the first of the four Modules that comprise their first-year experience.  Again, 
instead of writing on the blackboard, all work was projected in the classroom, captured with Camtasia®, 
and posted to a web site available to the students.  Students were then able to review the quantitative 
techniques in a "just-in-time" manner throughout the remainder of their first-year experience. 

In summer 2007 Tablet PCs are being used by the grant’s principal investigator in two sections of an 
elective MBA-level Web Technologies course.  In these sections, some students are using the Tablet PCs 
as well as the instructor. 
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Impact on Teaching 

The classroom use of Tablet PCs affords instructors mobility over the use of laptops that currently tether 
our instructors to the computer station at the front of the room.  In addition to the untethered use of the 
Tablet PCs to project teacher and student questions, solutions, and presentations, all materials are 
electronically captured via Camtasia® and posted to a web site for student review. This is especially 
important to our student body since essentially all are full-time employees with various work and travel 
commitments. Having an electronic copy of what had transpired during the class sessions enables the 
instructor to analyze his/her presentations in retrospect of students' questions and their performance 
thereby allowing the instructor to improve her/his delivery and course content.  Likewise students were 
impressed with the ability to review materials throughout the duration of the course and some have asked 
if the class videos could be available throughout their careers at the college and beyond!  After the first 
week, Rob, a retail marketing manager at Kronos Incorporated, declared “The class recordings are 
amazing – I’ve never seen that done before.”  The total number of students impacted thus far by the 
various uses of the Tablet PCs by instructors as well as students is roughly 350. 

Should all lectures should be pre-recorded and viewed as homework, so that the “lecture time” could be 
converted into time focused on discussion and experimentation?  The consequences are currently being 
examined.  The grant’s principal investigator is currently teaching the introductory quantitative methods 
MBA course in a “distance” mode in which all but two of the lectures are pre-recorded.  Since this course 
concludes in fall 2007, additional results will be discussed at the conference presentation. 
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ABSTRACT 
 

Leader Preferences for Level of Complexity in Workplace Artwork,  
Transformational Leadership, and Non-Leader Perceptions of  

Leadership Perceived Through Complexity Levels in Art 
 

The decoration of workspaces serves the purpose of providing personalization and 
stimuli to the occupant and to others.  The display of art provides stimulation, a means of 
communication, and can elicit emotion.   

As leader workspaces are experienced by others, perceptions of leadership may 
form through impressions related to the level of complexity found in the artworks 
displayed.  Leaders perceive themselves individually while others use a greater cognitive 
means toward generating their perceptions.  Positive leadership perceptions enhanced 
through artwork may help build strength in working relationships.   

Transformational leadership integrates teamwork and encourages members to 
embrace the opportunity to envision the greater good of the organization and to become 
leaders themselves.  Art, through its complexity levels, may elicit emotional reactions to 
include perceptions of transformational leadership.   

A sample of 40 leaders in corporate and academic settings rated their leadership 
style via Avolio and Bass’s (2004) Multifactor Leadership Questionnaire.  They 
subsequently viewed eight twentieth century artwork image pairs where one image was 
of low complexity and the other, high complexity.  The preferred image within each pair 
was selected based on willingness to display the image within the private workspace.  A 
sample of 29 non-leaders within the same settings viewed the identical image pairs 
combined with five transformational leadership statements from the MLQ and selected 
the image which was felt to be most supportive of the statements for each of the pairs. 

Correlation coefficient was applied to determine relationships between leader 
complexity preferences and transformational leadership as well as non-leader perceptions 
of complexity levels in art felt to be supportive of transformational leadership.  Leader 
preferences and non-leader perceptions were compared using mean scores based on 
frequency of choice for high complexity.  Group differences between gender, 
organization type, and prior experience with and exposure to art were compared for the 
leader and non-leader samples using independent samples t-testing. 

Leader preferences did not achieve statistical significance but revealed a slight 
trend toward high complexity.  Non-leaders similarly perceived high complexity images 
as supportive of transformational leadership. The results suggest that leaders consider the 
display of high complexity artwork in workspaces which may enhance holistic 
impressions of transformational leadership. 
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Project ECHO – 360: A New Paradigm for Early Literacy Learning 
 
Presentation Format: Workshop – (90 minutes) 
 
Conference Strand:  Early Childhood Literacy  
 
Session objectives: 
 
This session will demonstrate an early literacy intervention that connects teachers, 
students, university and community resources.  Emulating from university work in 
literacy instruction, resiliency and community involvement, this project reaches into the 
community and generates a 360º collaboration that engages all the stakeholders so vital to 
success with early literacy learners. 
 
Participants will: 
 
1. Work in small groups to explore the model design 
2. Interact with “live” needs to help design and intervention module 
 
Participants will leave the session with: 
 

1. strategies to engage all the stakeholders involved in early literacy learning 
initiatives 

2. models of standards-based instruction for early literacy learners 
3. techniques for establishing and maintaining communication networks 

connecting learning, community and home  
4. new skills in the artful use of resources and time 
5. practical strategies for implementing imagery interventions in Reading 

comprehension 
6. techniques for engaging students, parents and caregivers in literate 

environments. 
7. strategies for engaging parents and community members in providing literacy 

learning supports  
 
Session Abstract 
 
Project ECHO (Early Childhood Outreach) – 360 demonstrates an innovative model for 
literacy learning.  The Project links university research and practice with teachers, 
students and parents.  It is community-based and generates a 360° communication, 
feedback and learning environment engaging early childhood learners, teachers, 
community organizations, and reading specialists.  The session will share the research 
and practice of the project and engage participants in applying the strategies and planning 
an intervention module for the Project. 
 
For many, especially those who face the challenge of urban education, the law, shortfall 
of resources, compound the struggle to meet those challenges.  Intervention models have 
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attempted to restructure school organizations and change practice for both teaching and 
learning.  Reflection on this decade of activity however unveils a very sporadic record of 
success.  After much time and effort, achievement in urban schools still lags behind their 
suburban counterparts.  Wide gaps still exist between the design of reform and 
implementation.  At the point of attack, the classroom, there still remains confusion and 
dilemmas of performance, roles and responsibilities.  Schools are beginning to discover 
that new ideas, knowledge creation, and sharing are essential to solving learning 
problems in a rapidly changing very diverse society.  It is imperative that our efforts 
reach into the community, engaging parents and support agencies in a comprehensive 
approach to early literacy learning.  If we are to succeed in changing current conditions, 
we must focus on the early learner. We must engage parents and community in the 
process. 
 
How do we know what students know?  What is the evidence of knowledge? What does 
the evidence tell us? What decisions can we make?  These are critical questions we all 
must address.  Teaching and learning will need to focus on each learner.  This will 
require insightful use of information to guide student learning.  We will need to ask new 
questions, and seek new answers.  This session stimulates new thinking about how we 
use information to guide and prepare early literacy learners. 
 
Throughout man’s history on the planet, image/pictures have been used to communicate 
meaning and understanding.  Language and written words may vary through time, culture 
and geography, but pictures and images form a universal communication system.  Images 
stimulate the imagination and motivate the brain to explore and make meaning.  That is 
exciting!    Even though students encounter images daily, few use imagery and 
visualization skills to effectively read and comprehend text.  How can we tap the power 
of imagery to increase comprehension?  What strategies will stimulate the brain to focus 
on images instead of words?  This session will explore answers to these questions. 
 
Working in small groups, participants will interact with strategies and tools designed to 
generate a community of learners that reaches into the community.  Explore techniques 
that use focused interventions for students and caregivers. Help design a module that 
produces safety nets for children and their learning needs within the 360º communication 
concept. 
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…assessment is the tail that wags the dog. 
Formative Assessment: Every Child a Work-in-Progress!  

Opening 

 How many teachers have attempted peer assessment in their classroom, only to 

observe a handful of students engaged in assessing their peer’s work, while the rest of the 

students carelessly mark the task, give automatic perfect grades, daydream, or even chat 

about the day’s activities rather than the task at hand?  Although peer assessment has 

tremendous benefits when carried out effectively, the results can be hollow and 

meaningless when an unsuccessful model is implemented.  This paper outlines the 

benefits of formative peer assessment, proposes an easy-to-follow peer assessment 

model, and provides potential pitfalls and “fix-up” strategies, designed to ensure quality 

peer assessment in every classroom.    

 

Background 

As never before, at local, state, and national levels, the assessment and evaluation 

of student learning has become the focus of attention in education.  One need only to look 

at the impact of the No Child Left Behind Act of 2001 (NCLB; 2001) to observe a rising 

national interest in measuring the learning of students.  Much of the emphasis on 

assessment since the inception of NCLB has focused on testing, specifically on the high 

stakes summative assessments required under NCLB.  Even in the classroom, much of 

the emphasis on assessment has been purely summative in nature (e.g., an evaluative test 

given at the end of instruction).   However, a developing body of research supports that 
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formative assessment results in higher student achievement and raises standards (Black & 

William, 1998; Brookhart, 2003; Shephard, 2000; Stiggins & Chappuis, 2005).      

Despite the recognition of the need for formative assessment and its many 

benefits dating back to the 1980s, formative assessment is neither well understood nor 

utilized enough by teachers (Black & William, 1998).  Furthermore, Hunt and Pellgrino 

(2002) suggest reasons why formative assessment has not been widely adopted in 

classroom practice: 

• Formative assessment requires teachers to know the material being taught, 

and the typical problems that students face when learning the material; 

• Formative assessment is time consuming; 

• Teachers have never been taught how and why to engage in formative 

assessment. 

The purpose of this article is to provide classroom teachers with a model of  

formative assessment using peer assessment.  Peer assessment is a learning tool that 

supports teachers’ efforts to improve the quality of learning and empower learners, where 

traditional forms of assessment can by-pass learners’ needs.   

 

What is Formative Assessment? 

 Formative assessment refers to assessment that is specifically intended to generate 

feedback on performance to improve and accelerate learning.  A central argument is that 

formative assessment and feedback should be used to empower students as learners 

(Pintrich & Zusho, 2002).  Through the process of formative assessment the teacher 
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learns about students’ conceptual understandings at given points in time and, therefore, 

becomes better equipped to help students move further in their understandings with 

respect to an academic objective.  At the same time, through detailed teacher feedback, 

students become more aware of their current knowledge state and are in a better position 

to move toward the objectives that have been articulated by the teacher.   

 

What is Peer Assessment? 

 Peer assessment, in which students comment on and judge their peers’ work, has a 

vital role to play in formative assessment.  Students consider the level, value, worth, 

quality or successfulness of outcomes of the learning of others of similar status.  Peer 

assessment also helps self-assessment.  By judging the work of others, students gain 

insight into their own performance, which often has a positive impact on affect.  For the 

assessors, those assessed, or both, motivation and self-confidence are increased through 

an enhanced sense of ownership and personal responsibility.   

 

What is Formative Peer Assessment? 

 Formative peer assessment combines the ideas of formative and peer assessment.  

With formative peer assessment, students play the roles of both the assessor and the 

assessed.  By design, students critique each other’s work before the product is submitted 

to the teacher.  Students have the opportunity and responsibility to score and comment on 

their classmates’ work.  Formative peer assessment promotes student accountability, self-

ownership, and self-confidence, and aims to increase motivation in the classroom.    
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Formative Assessment and Instructional Practices 

Increases in student achievement and improved instructional practices can and 

will result if teachers successfully implement sound formative assessment practices in 

their classrooms (Black & William, 1998; Shepard, 2000).  Research indicates that 

improving learning through assessment depends on five key factors: 

• The provision of effective feedback to students; 

• The active involvement of students in their own learning; 

• Adjusting teaching to take account of the results of assessment; 

• A recognition of the profound influence assessment has on the motivation 

and self-esteem of students, both of which are crucial influences on 

learning; 

• The need for students to be able to assess themselves and understand how 

to improve (Black & William, 1998). 

Using assessment effectively calls for a willingness to rethink the planning of 

lessons, together with a readiness to change the roles that both the teacher and students 

play in supporting the learning process.  Consequently, a practical multi-step model for 

integrating formative assessment techniques into classroom instructional activities is 

suggested.   
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Conceptual Model of Formative Peer Assessment 

 Formative assessment is tightly linked with instructional practices and should be 

embedded in ongoing instructional activities.  Figure 1 presents a conceptual model of 

formative peer assessment developed by the authors as a synthesis of current thinking by 

key researchers into this topic (Sadler, 1989; Black & William, 1998; Yorke, 2003).   

 

 

Figure 1.  Formative Peer Assessment Model 
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Underlying this formative peer assessment model is the belief that students will 

learn through their creation of the product being assessed, as well as the process of 

teacher-facilitated peer assessment.  Therefore, like every proven instructional and 

assessment strategy, the model requires time and teacher involvement in both planning 

and implementation.    

The first step in this formative peer assessment model involves the selection and 

definition of a rich, robust activity by the teacher.  The choice of a robust activity helps 

to ensure that the time spent on the peer assessment process will be fruitful in multiple 

ways.  Further, development of a well-defined task is necessary so that students and their 

teacher understand what is expected.     

Second, scoring criteria must be established.  The model suggests that these 

criteria be developed by both the teacher and the students, to promote student ownership.  

As with every classroom activity, the scoring criteria should be specific and clear.  After 

the students are given adequate time to compete the activity, the teacher plays a key role 

in forming heterogeneous (ability-based) groups that will launch the peer assessment 

process.     

The teacher-facilitated peer assessment process lies at the heart of this peer-

assessment model.  In this phase of the model, both the teachers and the students play key 

roles.  It is imperative that the teacher interactively facilitates this phase, while the 

students are actively engaged in their roles as assessor and assessed.   

Students must be taught how to assess using the scoring criteria that have been 

established.  In their groups, students will then score each other’s work individually, 
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providing a numeric score and qualitative comments.  The strength of this model lies in 

the quality of the written comments, rather than in the numeric score that is provided.  

The authors suggest that teachers provide a score reporting sheet with adequate space for 

comments, and some written prompts for students to use when evaluating work.  It is 

imperative that teachers closely monitor the peer-assessment process at this stage, to 

ensure that meaningful comments are provided.  After individually scoring group 

members’ activities, group members will dialogue about the strengths and weaknesses of 

the activities, and select the best examples to share with the class.  The culmination of the 

peer assessment phase is a teacher-facilitated entire class discussion and presentation of 

the student-selected exemplars, during which common points to improve on are 

highlighted.  Again, teacher involvement is imperative to prevent students from 

misinforming each other about either the content of the activity, or the assessment 

process.   

The goals during the peer assessment stage are many.  Students will be able to see 

quality products; they will be able to compare and contrast their products to others’; 

students will gain deeper understanding of the content and process involved in 

completing the activity; questions about content and process will be brought and 

answered; students will work cooperatively; individual motivation levels will be 

increased due to greater understanding.  When used effectively, formative peer 

assessment can meet all of these goals and more. 

The peer assessment process is followed by individual student revision of the 

activity.   The final step involves teacher summative scoring of the revised activity, with 
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formative comments being provided.  After the summative grade is assigned, both the 

students and the teacher are ready for the entire process to begin again!   This reiteration 

of the entire assessment process is necessary so that students become comfortable 

providing and receiving constructive, valuable comments from their peers, and teachers 

become comfortable with the quality of comments and products that result from the peer 

assessment process. 

 

Potential Pitfalls to Peer Assessment and ‘Fix-up’ Strategies 

As most educators know, everyday classroom instruction may not allow for a 

model to be precisely followed; adaptations are often necessary.  Table 1 presents several 

potential pitfalls that the authors have experienced when following the formative peer 

assessment model in their classrooms.  In some cases, student quotations that illustrate 

the pitfalls are provided, and corresponding ‘fix-up’ strategies, or adaptations to the 

model, are suggested.   

     

2008 HICE Proceedings 
Page 1167



 10

Table 1.  Potential Pitfalls and Corresponding Fix-up Strategies for the Formative Peer  
Assessment Model  

 

Potential Pitfalls Fix-up Strategies 
 Students lack content knowledge. 

 
☺ Teacher directed instruction  
When a number of students lack content 
knowledge, the teacher revisits the content.    
☺ Group review 
If only a few students are having trouble with the 
content, the students work in heterogeneous 
teacher-determined groups and review both the 
content and process related to the task..  

 Students lack understanding of 
assignment/requirements 
 
 

 Teacher directed instruction  
When a number of students lack knowledge of the 
product requirements, the teacher revisits the task 
directions and expectations.  

 Students lack understanding of 
assessment criteria 

 
 

 ☺ Teacher directed group scoring 
Prior to peer scoring, the teacher leads a ‘group 
scoring’ activity, where the teacher discusses 
each of the scoring criteria in detail as students 
score their own products.  This is followed up by 
teacher review of the product and self-scoring 
sheet, where formative comments are made.   

 Students are unable to develop 
adequate scoring criteria.   
 

☺  Teacher developed scoring criteria  
In the initial attempt(s) to use the peer review 
model, teachers develop the scoring criteria; 
Criteria are revised by the teacher and/or students 
for subsequent activities.  Development of the 
scoring criteria is modeled so that students can 
eventually take the lead in developing the criteria.

 Students do not use comments 
from peer review to improve 
their work   

 

 Students address each comment, whether 
they make the suggested change to their 
product or not, on a response sheet.   

On a response sheet students provide an 
explanation of why they did or did not address 
each comment from the peer review.   

 Students provide no or minimal 
comments/ don’t take peer 
assessment seriously (due to 
reasons other than lack of 
knowledge how to)  

 Students are held accountable for the 
feedback that they provide. 

A certain number of points are allotted for the 
peer review process.  The teacher assigns points 
based on the quality of the peer assessment. 

“The peer review was not useful 
for me….The peers who reviewed 
my lesson suggested I make 
changes to my [product], but 
offered no suggestion of how I 
should go about doing that. 
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Conclusion 

Formative peer assessment, as an instructional process, supports the expectations 

that all children can learn to high levels, and at the same time counteracts the cycle in 

which students become discouraged and unwilling to invest in further learning.  The 

educational gains associated with formative assessment have been described as among 

the largest ever reported for educational interventions, yet they have been underused in 

public schooling.  While students have been given more responsibility for learning, in 

recent years there has been far greater reluctance to give them increased responsibility for 

assessment processes (Nicol & MacFarlane-Dick, 2006).  This paper has identified ways 

in which formative peer assessment might be organized in order to support student 

development, accountability and achievement in the classroom.     
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  Cultural Partnerships 2 

Abstract 

Partners need to communicate with ease and feel connected with one another while developing 

new programs. This is especially the case when program partners are developing international 

programs in which cultural practices and beliefs about education may differ. In this study, we 

analyzed the electronic communication (e.g., email) that occurred when two universities 

developed an international program that was administered by two different cultural groups. Our 

objectives in this analysis were to: 1) Evaluate emerging themes found in developing this 

partnership; 2) Analyze the frequency of the different themes; and 3) Describe how these themes 

built this partnership between two different universities. 
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Developing Cultural Partnerships through Electronic Communication: A Thematic Analysis 

 Electronic communication (e.g., email) offers organizations and their users the 

opportunity to respond to the challenges of building programs without being limited in terms of 

time and place (Dimmick, Kline, & Stafford, 2000). In fact as Dimmick et al. (2000) point out, 

one reason that email is so successful in terms of use is that email overcomes the barriers of time 

and space (particularly important when trying to establish an international partnership) and 

facilitates responsive communication (although not always the optimal medium when trying to 

express feelings or affect). It is also valuable to note that it is increasingly obvious that email is 

being used across several types of tasks that require more complex and, at times, socio-emotional 

communication (Van den Hoff, 2005). Email gives participants more control over how and when 

they communicate. That is, people can read email and respond when they are ready to respond 

(Wellman, Salaff, Dimitrova, Garton, Gulia, & Haythornthwaite, 1996). For organizations, email 

can facilitate communication across larger groups of individuals, can foster collaborative 

problem-solving, and can help to establish and maintain strong ties with other participants. 

 Essentially, email has an advantage over other forms of computer-mediated- 

communication by allowing individual participants to build either strong or weak ties with other 

members. As Wellman et al. (1996) describes, there are low logistical and social costs to 

participating in this type of communication (as in all forms of computer mediated 

communication). Thus, depending on the individual, he or she does not need to reveal much 

personal information beyond the specific task at hand. The absence of this social information and 

lack of face-to-face interaction, particularly on global teams, may lead to better and more 

productive teams (Rutkowski, Vogel, Genuchten, Bemelmans, & Faviar, 2002). In this type of 

work situation, team members will then be judged by their roles and responsibilities as well as 
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their performance as opposed to other cultural aspects by which they may be judged (e.g., 

discrimination, stereotypes). On the other hand, depending on the cultural group, the lack of this 

type of information and the lack of face-to-face interaction, may lead to very weak ties between 

participants since some people need to know personal information in order to feel connected to a 

person or at the very least be able to connect a name to a face.  

Past research on cultural communication has highlighted the importance of face-to-face 

interaction when trying to build partnerships, particularly when building distance education 

programs (Gaskell, 2006). In fact, inter-cultural awareness is a strong part of developing 

international programs. This awareness can involve both issues of culture and language.  Both of 

these issues can be linked to both teacher-student relationships but also relationships amongst the 

administrators of the program. As a result, there may be difficulties when attempting to use email 

as an effective method of communication across cultural groups.  

 In this study, we analyzed email messages that occurred when two universities developed 

an international program that was administered by two different cultural groups. This cross-

cultural partnership was one developed between a North American University (NAU) and a 

Central American University (CAU) in 2002. There was a strong need for the program since 

there was no other Educational Technology degree or program of this nature available in the 

Central American country. Our objectives in this analysis were to: 1) Evaluate emerging themes 

found in developing this partnership; 2) Analyze the frequency of the different themes; and 3) 

Describe how these themes built this partnership between two different universities.  

Method 

 The email messages analyzed here were sent to the main NAU administrator of the 

program during the first full year of program development. In this year, program planning and 
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the first stage of implementation took place. One hundred and thirty-eight emails between 

administrators, faculty, and students were analyzed. Each email message was treated as a 

document in itself and each message was classified by identifying the themes in the content of 

the message. The participants involved administrators at two university sites: one in North 

America and the second one in Central America. At times, faculty participated in the email 

discussions as well as the students from the first cohort of the new program. In all cases, the 

main administrator was at least one recipient of the email message. 

Using a three-stage process, two coders evaluated the email messages and coded 

messages into thematic categories. The first stage involved reading the entire set of emails and 

developing a coding framework on the basis of emergent issues that arose from the text. In the 

second stage, these themes were then evaluated and refined by two coders and then used to code 

each email. Coders were able to code using these themes with 92% agreement. In cases of 

disagreement, the coders mutually resolved the disagreement. In addition to coding the themes, 

the partners involved in the email and the valence of the email (i.e., positive, negative, neutral) 

were also coded. In the final stage, these themes were reorganized and evaluated in terms of how 

they helped to build these partnerships. In other words, both coders grouped themes together into 

higher-order categories and then reviewed them to evaluate the superordinate theme in the email 

content.  

There were 15 themes that emerged from this analysis (e.g., programming planning, 

funding, collaboration). These 15 themes were reorganized into 4 organizing themes all fitting 

under the global theme of “Cultural Partnerships” (see Figure 1). The first organizing theme 

involved Program Development. Email messages that reflected this theme referred to program 

planning, obtaining official approval, debating how courses were to be designed, and concerns 
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regarding student advising or grading practices. Discussion of Resources was a second 

organizing theme observed within this set of emails. Within this theme, messages referred to 

funding of the project, discussions of how technical equipment would work, as well as to paying 

for translated course material. Planning travel to and from the Central American country was 

also described. A third theme was Information linked to Interactions. Email in this category 

focused on the themes of communication (or miscommunication) as well as problem solving 

(discussion of problems and potential solutions). The final organizing theme that emerged was 

Relationships. In this category, messages were observed to include discussion of commitment to 

the project, giving or seeking assistance, or providing personal comments to the administrator. In 

addition, messages in this category included themes that revolved around partnerships and roles 

in collaboration.   

Results and Discussion 

The bulk of the email sent and received was among administrators (60%, n= 83), with an 

additional 28% (n= 39) involving administrators, faculty and students. Other emails involved 

faculty and student participants (12%, n= 16). The majority of emails were neutral in tone (51%, 

n= 70) or negative in tone (30%, n= 41). Only 19% were consistently positive  (n= 27). It was 

found that the positive emails were more frequent in the first half of the year, and as the 

relationship progressed email became more neutral in tone. This pattern of findings may reveal 

the initial optimism and rapport building during the development of an international program 

amongst administrators and as the program became implemented the team focused more on 

working in a productive and efficient manner. In other words, emails became more neutral as 

much of the email messages were centered around specific issues as opposed to the novelty of 

getting to know the partners and developing the partnership.  
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Relationships 

As shown in Table 1, 53% of the themes observed in this data set revolved around 

building relationships. These messages were used, at least in part, to describe individuals’ roles 

in developing this program and a large percentage of emails were used to either give or seek 

assistance based on these roles. Some email messages refer to the collaboration or in problems 

with the collaboration. Additional emails were focused on specific compliments along with 

referrals to being part of a team moving towards a vitally important goal. Finally, other emails 

were sent to provide assistance and clarification and sought additional assistance in building the 

collaborative partnership. 

Resources 

 Not surprisingly, 14% of the themes found reflected a discussion of resources needed for 

program development. These resources referred to funding issues, discussion of types of 

equipment needed as well as issues with travel and translation for courses. For example, one 

administrator invited another administrator to stay at her home. There were several emails 

discussing this possibility. In addition, several emails described translation issues and discussed 

how translation was going to be funded. It appears that once issues of funding, equipment, and 

translation were resolved very few continued discussions were needed. Thus in the short term, 

resource issues mostly had to do with how to set-up and fund program needs, but once those 

initial disagreements and inquiries were resolved, program administrators no longer needed 

discussion of resource use. 

Program Development 

Surprisingly, only 11% of the themes dealt with actual program development and as 

would be expected the majority of the emails that were evaluated for this organizing theme were 
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in the first half of the year. These emails focused generally on the logistics of program 

development such as approval planning, responsibilities for program materials, and other course-

related concerns. In addition, some of these program development discussions referred to the 

joint partnership as a way to discuss the details in program planning. For example, administrators 

pointed to the joint partnership as a means of sharing the decision-making involved with program 

development. As would be expected, other program development issues evolved as the program 

was implemented. However, the majority of these issues centered on problems with computers 

and working with students so they could more easily access needed resources. Registration and 

getting students registered was a large theme that emerged from analysis. This issue came about 

because of educational differences in how students were advised and mentored between the 

NAU and CAU university systems. 

Conclusions 

The results of this study illustrate the complexity of developing these kinds of 

partnerships between two very different cultural contexts. They also show that there is a lot of 

disagreement and negotiating that occurs during the formation of a multicultural partnership.  In 

some cases, email communication was very valuable and helpful during the planning of the 

program. However, at times, email communication was misleading since there are various 

cultural interpretations and processes that may hinder understanding.  

These findings also show that email plays a central role in the development of cross-

cultural partnerships. Since partners are not able to communicate face-to-face, partners can get 

reasonably quick written responses to issues that come up and they can communicate with 

multiple recipients at once. There is no interpretation of non-verbal body language or non-verbal 

cues needed. Communication relies solely on what is written within the email message.  In 
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addition, partners may feel better able to communicate with ease and feel connected with one 

another. This may be easier when international partners can have consistent feedback and when 

they can refer back to previous communication through email. It is evident that in the current 

partnership, partners took time to build rapport, particularly at the beginning of the collaboration. 

By the end of program development, partners were focused on communicating their needs and 

referred to their relationships in the collaborative process as central to the success of the 

program. Overall, it appears that electronic communication is a valuable resource to utilize 

during the formation of cross-cultural, international relationships.  
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Figure 1 

 Cultural Partnerships: Organizational Themes 
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Table 1 
 
Number and Percentage of Themes in Email Messages 
 
_____________________________________________________________________________ 
Themes     n  Percentage of Total 
_____________________________________________________________________________ 
 
Program Development   88  11 
 Approval/Program Planning  30  4 
 Course Preparation/Design  16  2 
 Course Related Concerns  42  5 
  
Resources     110  14 
 Equipment    20  2 

Funding    40  5 
Translation    21  3 
Travel     29  4 

 
Information (Interactions)   178  22 
 Discussion of Problems  82  10 
 Discussion of Solutions  75  9 
 Communication/Miscommunication 21  3 
 
Relationships     417  53 
 Administrative Roles   60  8 
 Assistance    179  22 
 Collaboration    70  9 
 Compliments/Personal  55  7 
 Cultural/Political   53  7 
_____________________________________________________________________________ 
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A Qualitative Study to Determine the Diabetes Management in the Elementary 
Schools 
 
Abstract 
 
Overview/Purpose 
The number of children with type I diabetes is increasing in the US.  The number 
of children with type I diabetes in elementary school is also increasing and this 
places responsibility on the school system to manage and control blood sugar 
levels.  But how are schools managing students with type I diabetes?  Who is the 
person that is responsible for the care of children with diabetes and is the care 
being addressed appropriately?  The purpose of this research is to conduct a 
qualitative study to understand the management practices of elementary schools 
for the care and treatment of children with type I diabetes in order to understand 
the barriers and problem in providing effective, adequate care for students with 
this disease. 
 
Proposed Methodology 
The methodology of the study will include obtaining a list of elementary school 
aged children with type I diabetes from the Northwest Arkansas chapter of the 
Juvenile Diabetes Research Foundation.  Currently, there are over 100 children 
with type I diabetes in the Northwest Arkansas region. The schools that each 
child attends will be in the initial study.  A school may choose to not participate.  
The principal or assistant principal of each school will be asked to participate in 
the study.  The study will consist of a 20 minute interview that will ask 10 
questions.  The questions will involve the knowledge of the child with diabetes 
and the current management plans for the child such as who is responsible for 
the care of the child while at school and emergency procedures.  The study will 
be ongoing until 20 interviews have been completed.  The data from the 
interviews will be recorded and analyzed to determine frequencies for the 
questions in the interview.  The demographics of the students will also be 
collected and analyzed in conjunction with the interview data.  The study protocol 
will be submitted to the University of Arkansas Human Subjects Review Board for 
compliance with human subject research regulations. 
 
Expected Outcomes 
It is expected that most schools have a plan to deal with children with type I 
diabetes.  However, the plan will most likely differ from school to school and from 
school district to school district.  The school nurse should be the individual’s 
responsible for the care of the child during the school day.  It is not certain that 
most schools have a nurse so this finding will provide some interesting and 
useful data regarding the extent of the care during school for children with type I 
diabetes.  Also of interest will be the emergency plans and the involvement of the 
child’s parents in the care of the child.  There could be some parents that are not 
involved, which could affect the management practices of the schools.  Finally, 
data that indicates special considerations for the child with type I diabetes such 
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as selection of teacher, lunch and snack procedures, and absence from 
classroom activities will be noted. 
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Conference Abstract 
 
Previous research has shown that there are various forms of African American 
student identities and that those identities are related to the students’ academic 
achievement.  Ogbu (1992; Fordham and Ogbu, 1986) described two forms of 
African American identities, oppositional and raceless.  Oppositional students’ 
identities lead them to resist compliance with school goals and expectations 
because they represent those of the dominant culture.  As a result, their academic 
achievement tends to be poor.  Students with a raceless identity tend to oppose 
symbols and behaviors associated with African American culture, preferring a 
more ethnic/race neutral, identity.  Raceless students typically perform more 
successfully in school.  More recently, research has revealed students with a 
primary cultural identity, one in which students have a strong identification with 
their African American heritage and who view their success as a benefit to all 
African Americans (e.g., Sellers et al., 1997; Taylor et al, 1994; Columbus, 2000). 
 
There are many curricular and pedagogical implications resulting from this 
research.  It is imperative that we begin to explore the interactions between 
educators and the oppositional, raceless and primary cultural students.  We must 
confront achievement gaps resulting from oppositional identity formation by 
challenging the traditional notion of what it means to teach and what is included 
in the curriculum.  Teachers must create a space in the curriculum that challenges 
the Western cannon and is inclusive of all voices.  If we are to ensure equity in 
education, teachers from the dominant culture, or those who have adopted the 
ideology of the dominant culture, must find meaningful ways to connect with all 
students helping them to develop an intrinsic motivation for academic success. 
 
This workshop will introduce a service learning curriculum geared towards 
motivating students with an oppositional identity to increase their academic 
performance.  This curriculum is centered around the African American  Kwanza 
principles:  Umoja (Unity), Kujichagulia (Self- Determination), Ujima (Collective 
Work and Responsibility), Ujamaa (Cooperative Economics), Nia (Purpose), 
Kuumba (Creativity), and Imani (Faith).  Students from all ethnic backgrounds 
will benefit from this curriculum.   
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  Abstract for Stanton 

 
1. Discussing Race and Identity with Pre-service Teachers (formerly titled 

“Discussing Race and Identity in Mixed Company”) 
2. Shannon M. Stanton, Ph. D. 
3. Whittier College, Department of Education 
4. 13406 Philadelphia Street, PO Box 634, Dept. of Education, Whittier, CA 90608 
5. sstanton@whittier.edu 
6. In this poster presentation, I explore teaching about race and identity in “mixed 

company.”  Specifically, I focus on teaching about cultural and linguistic diversity 
with pre- and in-service teachers. I will draw on my own personal experiences, 
show and discuss student work from courses I teach, and frame the findings in 
terms of “A-ha” moments my students have had during the class. Using a 
qualitative approach, I observed classroom interactions during discussions and 
structured pre-planned activities and analyzed student responses to research 
studies, fieldwork, and written work. The findings highlight several themes: a) 
awareness of privilege b) awareness of different levels of classroom expectations 
c) awareness of type of pedagogical practice and d) power of parental influence.  
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The Unanticipated Consequences of The No Child Left Behind (NCLB) Act on Classroom 

Instruction in an Urban School District. 

Hersh C. Waxman 

Yolanda N. Padrón 

Yuan-Hsuan Lee 

Texas A & M University 

 

 The No Child Left Behind (NCLB) Act of 2002 has been a highly controversial piece of 

federal legislation that calls for several changes in elementary and secondary education.  It 

emphasizes research-based accountability for schools and districts in the United States and 

focuses on the importance of evidence-based educational practices.  The legislation 

acknowledges the importance of teacher quality and on narrowing the achievement gap by 

ensuring that ALL students meet their state’s proficiency standards. 

 Proponents of NCLB have argued that “the No Child Left Behind Act was a turning point 

in public education in America and the most significant change in federal public education 

policy since the 1965 Elementary and Secondary Education Act” (Paige, 2006).  They’ve also 

said “this Act is based on fundamental principles of equity that allows us to see what is really 

going on in the classroom and to focus in an effective manner on closing the achievement gap 

among students by setting measurable standards for them and their teachers and making them 

all accountable for getting results” (Paige, 2006). 

In addition, others have argued that the policy challenges schools to improve the 

education of all children and consequently provides a framework to support school 

improvement (Kimmelman, 2006).  Furthermore, there is some research that indicates student 

achievement has improved across the US as a result of this policy (Center on Education Policy, 

2007). 

Jennings and Rentner (2006), for example, summarized 10 big effects of the NCLB 

policy. Although the effects are most prominent on public schools, they provide us an overview 

of how the policy generally influences the education system in both positive and negative. The 

10 effects include: 

1. State and district officials report that student achievement on state tests is rising, which 

is a cause for optimism. It’s not clear, however, that students are really gaining as much 

as rising percentage of proficient score would suggest.  

2. Schools are spending more time on reading and math, sometimes at the expense of 

subject not tested.  
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3. Schools are paying much more attention to the alignment of curriculum and instruction 

and analyzing test score data much more closely.  

4. Low-performing schools are undergoing makeovers rather than the most radical kinds 

of restructuring.  

5. Schools and teachers have made considerable progress in demonstrating that teachers 

meet the law’s academic qualifications – but many educators are skeptical this will 

really improve the quality of teaching.  

6. Students are taking a lot more tests.  

7. Schools are paying much more attention to achievement gap and the learning needs of 

particular groups of students.  

8. The percentage of schools on state “needs improvement” lists have been steady but is 

not growing. Schools so designated are subject to NCLB sanctions, such as being 

required to offer students public school choice or tutoring services.  

9. The federal government is playing a bigger role in education. 

10. NCLB requirements have meant that state governments and school districts also have 

expanded roles in school operations, but often without adequate federal funds to carry 

out their duties.  

 

 Critics of NCLB, on the other hand, have argued that this policy usurps the power of 

local communities and is designed to make schools look bad in order to justify a free-market 

alternative (Kohn, 2004).  Other critics have discussed some of the absurdities of the legislation 

such as the outcomes are cast almost entirely in terms of test scores, many states such as 

California, Ohio, Illinois, and Michigan project over 95% of their schools will be failing in 2014, 

and that it imposes punitive, increasingly harsh penalties on schools (Bracey, 2004).  

Furthermore, there also has been some research that suggests that students’ academic 

achievement has not improved since the enactment of NCLB (Fuller, Wright, Gesicki, & Kang, 

2007). 

Emphasizing teacher quality and narrowing achievement gap, the NCLB Act begets 

several unanticipated outcomes. First, the NCLB Act mandates schools to make adequate 

yearly progress in mathematics and reading sometimes at the expense of subjects that are not 

tested. In a nationally representative survey of school districts, about 25% of the district 

reported reducing time devoted to social studies and science and about 20% reported cutting 

art and music from the curriculum (Center on Education Policy, 2005). 
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Another concern that has been pointed out is that the legislation assumes there is “a 

body of knowledge” that all students should master by a certain age and ignores the diversity 

among the people and cultures that constitute the citizenry of the United States (Bejoian & 

Reid, 2005). Furumoto (2005) used a theoretical framework to analyze No Child Left Behind in 

its role of recruiting low-income African American and Latino students from urban schools. He 

found that focus on test results and punitive sanctions ensures teachers and schools not to 

teach a meaningful, challenging, and critical curriculum to their students.  

Another unanticipated result comes from the differences in children’s socio-economic 

status. Gerstl-Pepin’s (2006) qualitative study unraveled the inequity issue by interviewing 

seven teachers, the principal, and a reading specialist in one of the poorest elementary schools 

in New England where 100% of the students qualifying for free and reduced lunch program. 

Students from economically depressed communities encounter unfavorable situations such as 

lack of proper healthcare, affordable and quality early childhood education, nutrition, literacy, 

safety, and livable wages. She maintained it is a flawed policy to focus on school reform 

without promoting the stature of teachers and early childhood educators as well as 

acknowledging the challenges they face.  

 Other unanticipated consequences of NCLB reported in the literature include: the 

increased criminalization of misbehaviors, more teachers leaving the profession, more low-

income and minority children dropping out, increased cheating on tests, increased emphasis on 

testing and monitoring student progress, more students being retained in grade, more students 

becoming segregated by ethnicity, and more classes becoming segregated by ability (Meier & 

Wood, 2004; Neil, 2004; Wood, 2004). These are all quite serious and devastating 

consequences. 

 The present study explores another aspect or unintended outcome of NCLB that has 

equally serious effects on students, the acceleration of the “pedagogy of poverty” in urban 

classrooms.  The “pedagogy of poverty model is where teachers typically teach to the whole 

class at the same time and control all of the classroom discussion and decision-making 

(Waxman & Padrón, 2002). This teacher-directed instructional model emphasizes lecture, drill 

and practice, remediation, and student seatwork, consisting mainly of worksheets. These 

instructional practices constitute a “pedagogy of poverty” because they focus on low-level skills 

and passive instruction (Haberman, 1991; Waxman, Padrón, & Arnold, 2001). 

 In this study, we report the results of a longitudinal, eight-year study conducted in an 

urban school district located in the south central region of the United States. As part of the 

National Center for Research on Education, Diversity and Excellence (CREDE), we had the 
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opportunity to examine classroom instruction in an urban school district for eight years, five 

years prior to the NCLB Act and three years after the enactment of the legislation.  The present 

study examines the classroom observation trends from the longitudinal data.  More specifically, 

this study examines the classroom instruction in three elementary schools from an urban 

school district located in the south central region of the United States before and after 

implementation of the NCLB act.   

 

Methods 

The data was collected as part of a large-scale research project from the U.S. 

Department of Education National Research Center on Education, Diversity and Excellence 

(CREDE).  This eight-year project examined classroom learning environment differences 

between resilient and nonresilient elementary school students from a large urban school district 

serving culturally and linguistically diverse students from low socioeconomic circumstances. 

The participants were fourth- and fifth-grade students and their teachers from three elementary 

schools located in a major metropolitan area in the south central region of the United States.  

Students in the three schools are predominately Hispanic (>90%) and most of them receive 

free or reduced-cost lunches.  The academic achievement of students in the three schools was 

lower than others in the same school district and lower than the state average.  The schools 

were chosen for the longitudinal study because they represented the lowest achieving 

elementary schools in the school district.  During each year of the study, approximately 30 

fourth- and fifth-grade classrooms were randomly selected from these schools to be observed. 

The Classroom Observation Schedule (COS) (Waxman & Padrón, 2004) was used to collect 

data on teacher and student behavior each year of the project.   

The COS is designed to systematically obtain information on students’ classroom 

behaviors. It documents observed student behaviors in the context of ongoing classroom 

instructional learning processes.  Individual students are observed with reference to (a) their 

interactions with the teacher or other students, (b) the selection of activity, (c) the type of 

activity they are working on, (d) the setting in which the observed behavior occurs, (e) their 

classroom manner, and (f) the language used. Approximately six students were observed in 

each classroom for ten 30-second intervals during each 50-60 minute data collection period.  

This observation schedule has been found to be valid and reliable in a number of previous 

studies (Padrón, Waxman, & Huang, 1999; Waxman & Padrón, 2004). The inter-observer 

agreement across all years was found to be excellent, with an inter-observer reliability of .96. 
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Results 

The observational results for class setting revealed that during the last three-year 

period since NCLB was implemented, classroom instruction became more teacher-centered 

and there were fewer opportunities for students to be engaged in small group activities. 

Students were observed in whole class settings 75% of the time before NCLB, but post-NCLB 

students were observed in whole class settings 91% of the time.  Prior to NCLB, students were 

observed in small group settings 20% of the time, but post-NCLB they were observed in small-

group settings only 5% of the time. 

The results for student interactions with teacher indicate that before the enactment of 

NCLB, students were observed not having any interactions with their teachers about 68% of 

the time. Post-NCLB, students were observed not having any interaction 85% of the time. 

Before NCLB was implemented, students were observed interacting with teachers 27% of time.  

Post-NCLB, the average decreased to 14%.   

The results for type of learning activity indicated that prior to NCLB, students were 

observed watching or listening to the teacher 24% of the time.  Post-NCLB, students were 

observed watching or listening to the teacher 44% of the time. In other words, the learning 

activities we observed become much more passive (e.g., watching and listening) after the 

implementation of NCLB. 

The final critical area where we saw dramatic differences was in classroom manner or 

whether students were observed being on- or off-task. Students’ engaged time in the 

classroom decreased from 73% (prior to NCLB) to 57% (after NCLB).  Their off-task behavior 

dramatically increased from 27% (prior to NCLB) to 43% (after NCLB).  During most of this off-

task behavior, students were observed being distracted from their work rather than being 

disruptive in the classroom. 

 

Discussion 

The results of this study illustrate that classroom instruction in urban schools serving 

predominantly Hispanic students since the implementation of NCLB has become more whole-

class instruction with students working in teacher-assigned and generated activities, generally 

in a passive manner (i.e., watching or listening). In these classrooms, teachers also spend 

more time explaining things to students rather than questioning, cueing, or prompting students 

to respond. During the last three years (after the implementation of NCLB), teachers were not 

frequently observed encouraging extended student responses or encouraging students to help 

themselves or help each other. The increase of students’ off-task behavior during the past few 
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years is especially problematic since prior research has found that time-on-task impacts 

students’ academic achievement (Friedman, Harwell, & Schnepel, 2006). 

 After the enactment of NCLB, the instruction in the three schools we observed consisted 

primarily of direct instruction and lecture, and the predominant setting was whole-class.  There 

was very little use of:  (a) small group activities, (b) cooperative learning, (c) instructional 

technology, (d) engaging dialogue or instructional conversation, or (e) authentic tasks where 

students were engaged in meaningful work.  In addition, we did not find the curriculum to be 

“authentic;” it was neither challenging for students nor did it provide them with relevant, 

engaging learning experiences.  For the most part, we found that the curriculum and classroom 

instruction focused on students practicing specific skills so that they would get similar items 

correct on the statewide assessment test.  This over-emphasis on skill development and 

testing was so prevalent, that teachers frequently displayed (i.e., wrote down) the testing 

objective on the blackboard in their classrooms rather than the learning objective. 

The findings from the present study are of concern, but they may provide some insight 

for educators who wish to foster optimal learning conditions for all students.  Clearly, it appears 

that without an improvement in classroom instruction, students’ academic performance will 

continue to decline (Gordon & Mejia, 2006).  Educators must focus on effective instructional 

practices, rather than the type of direct instruction that we observed in these classrooms. Direct 

instructional approaches often lead to short-term achievement gains, but the narrow control for 

teachers and little control for students often result in few long-term, lasting results (Fullan, Hill, 

& Crévola, 2006). 

Waxman and Padrón (2002), for example, describe five explicit practices that have 

been shown to improve the education of English language learners:  (a) cognitively-guided 

instruction, (b) culturally responsive teaching, (c) technology-enriched instruction, (d) 

cooperative learning, and (e) instructional conversation.  These research-based, instructional 

practices all stress a student-centered model of classroom instruction that emphasizes more 

active student learning and teachers becoming facilitators of learning. These more student-

centered instructional strategies have been found to be especially important for the many 

Hispanic students who are at risk of academic failure (Waxman, Padrón, & Garcia, 2007).  

Implications of High Stakes Testing for Hispanic Students 

The emphasis on high-stakes testing for Hispanic students is another important issue 

that needs to be addressed by state and national policymakers. There are several examples of 

how high-stakes testing has helped states, districts, and schools reduce the equity gap 

between Hispanic and White students (Fuller & Johnson, 2001; Koschoreck, 2001). The 
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emphasis on standards and testing, for example, has helped state, district, and school 

administrators stimulate higher achievement for Hispanic and other minority students by 

holding educators accountable for the success of their students. 

On the other hand, there are growing numbers of educators who argue that the 

emphasis on testing does not motivate students, nor does it assist students in becoming 

knowledgeable, responsible, caring, and competent learners (McCombs, 2007). In particular, 

some educators are critical of high-stakes testing because of its inappropriateness for Hispanic 

students, especially those who are still learning the English language.  The Assessment 

Committee of the President’s Advisory Commission on Educational Excellence for Hispanic 

Americans (2000), for example, warned that high-stakes testing jeopardizes the educational 

future of Hispanic students by making high-stakes decisions based on “inaccurate and 

inadequate testing information” (p. 3). The report maintains “state policies often require that 

Hispanic students be assessed in English with tests they may not even understand or with 

alternative, but less rigorous tests in Spanish, whether or not they are receiving instruction in 

that language.” The report also stated that the performance of more than two million Hispanic 

students has been underrepresented or ignored because they may have been from state 

testing programs. Another inappropriate practices, outlined in the report, was using 

standardized tests that are translated from English into another language without examining 

whether the test items have the same degree of difficulty and validity in Spanish. 

McNeil (2005) has argued that in Texas, the states standardized test was the only 

indicator of improved academic achievement and on all other testing indicators of student 

achievement have made no gains. Some of the gains in the standardized test can be explained 

through student drop out and the waiver system, which grants schools power to reclassify 

students so they are not scheduled to take the standardized test. The waiver’s effects can be 

supported through the disproportionate increase in the enrollment of ninth graders in high 

school. The tenth grade is the testing grade for the standardized test in Texas.  

 Critics have also argued that the emphasis on high-stakes testing has created an 

unfavorable climate in schools that creates stress for students, teachers, and administrators. 

The pressure has been so intense for low-achieving and minority students that it has caused 

many students to drop out of school (McNeil, 2000; Valenzuela, 1999). State-mandated testing 

also contributes to teachers’ feelings of powerlessness and alienation, resulting in a weak 

sense of self-efficacy and self-belief (Hargreaves & Fullan, 1998). McNeil (2000) and 

Valenzuela (1999) further argued that the emphasis on high-stakes testing in Texas, for 

example, has reduced the quality and quantity of the curriculum and forced teachers to focus 
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on test preparation and drills, using inappropriate teaching practices that are aimed at low-level 

basic skills. Curriculum and teacher development takes a test-centered approach over the 

student centered learning.  

 The polar positions on the value of high-stakes testing are often equally biased (Trueba, 

2001). We may need to move beyond the debates and examine ways to improve high-stakes 

testing practices so that they can provide an accurate assessment of the ability of Hispanic 

students. In addition, we need to ensure that the emphasis on testing does not hinder the 

quality of classroom instruction or curriculum for Hispanic students. 

Conclusion 

Although there have been several examples of success, implementation of NCLB has 

been difficult for many states and school district, especially those serving predominantly low-

income and minority students.  The results from the present study suggest that the enactment 

of the NCLB legislation has been followed by a narrowing of the curriculum and the weakening 

of the quality of classroom instruction in the elementary schools involved in the study.  

Classroom instruction in these schools has become more of a skill-based, data-mining 

approach, where teachers constantly test students and then examine the items they got 

incorrect so that they can reteach the skills.  Although there are several limitations with this 

study due to the longitudinal design, more research needs to focus on the quality of classroom 

instruction in urban schools and carefully examine whether some of the current educational 

policies and practices are actually benefiting ALL students. With greater understanding and 

support of the needs of students and their teachers, urban schools can improve the quality of 

educational practices and ensure that no child, teacher, or school—is left behind. 
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Abstract: 
 
The No Child Left Behind Act (NCLB) requires states to set criteria and submit reports 
on teachers’ “highly qualified” status in their area of instruction. This increased 
accountability on schools and teachers renders online profession development (OPD) an 
increasingly important option for providing teachers with high-quality professional 
development (PD) and for ultimately maximizing student performance. Nowhere is 
ensuring teacher quality more essential than in low-income, high-need schools. 
Historically, these high-need schools have grappled with staff quality problems such as a 
relative lack of teaching experience and low rates of licensure (A shared responsibility, 
2005; Donaldson, 2005). OPD offers a solution for teacher quality problems in high-need 
schools grappling with teacher quality issues, with a promise of a high degree of choice, 
coupled with affordable and convenient PD.  
 
In this paper the authors present a comparative analysis of teacher characteristics and 
teacher-reported impacts comparing high need (HN) and non-HN schools, using survey 
responses from an eight-state federally funded OPD initiative (Ready to Teach). These 
responses are merged with the 2003 Common Core Data (CCD) in order to examine 
effects of the initiative on HN schools. The paper examines a variety of comparative 
outcomes that include an examination of effects on teachers’ content knowledge, 
pedagogical knowledge, and classroom practices. In addition, the paper provides a 
description of both teacher-reported outcomes on students and the initiative’s reported 
impacts on teachers’ technology skills. HN classifications emphasize Title 1 school-wide 
eligibility; however, a discussion of state-developed and alternative classifications 
models is also included. 
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According to the U.S. Department of Education, a shortage of workers possessing 

current and much sought after workplace skills by industry could reach up to 12 million by the 

year 2020.  The shortage is currently being echoed by 70% of surveyed CEO’s who contend that 

discovering and maintaining skilled workers a hindrance to the success of their companies in the 

present (Building a Nation of Learners, 2003).  Colleges and universities have the responsibility 

for preparing students to enter the work world and equipping them not only with the technical 

knowledge needed to succeed but also the workplace skills required by the ever evolving 

business and industry.  

This study will expand on a past case study research documenting the perceptions of 

graduating college seniors on their preparedness for the workforce by their educational 

institutions.  This study first sought to research the workplace skills needed to be successful in 

the evolving workplace and then ascertained how graduating seniors perceived the efforts of 

their institutions to prepare them for the workforce.  Moving forward with this study, Drs. 

Tracey Moore and Ebony Turner will examine a sample of the past study participants from 

Arkansas Baptist College and Tougaloo College.  Now having experienced the work world, this 

case study will attempt to ascertain the past participants new perspectives on their workforce 

preparedness. This study will also attempt to gain the employers’ opinion of the past 

participant’s current abilities as it relates to workplace skills.   
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Abstract 
Discussion of a unique instructional model that guides the vision and action of a PDS. It serves 
as a platform for co-planning, co-learning and collaborative inquiry. This uniqueness 
differentiates the Wright PDS from most other school-university partnerships and leads to best 
practices. 
 
The “Wright” Project 
 
An existing partnership between the DeKalb School District and Northern Illinois University 
(grounded in the NCATE Partnership standards and the HOLMES Partnership Goals) enabled 
the rare opportunity to create a new professional development school, Wright Elementary, from 
conception to implementation. The goal was to create a school where best practices could be 
generated and refined in order to improve the learning of the K-5 students, pre-service teachers, 
and faculty at both institutions. More than fifty NIU staff, school district personnel, and 
community members were involved in creating a vision for the Wright Professional 
Development School.   
 
Central to the mission of the Wright PDS is to help “all students reach their potential …” by 
developing all learning units following an instructional model that integrates the triarchic theory 
of intelligence, the arts and technology. These units create opportunities for learning and inquiry 
in creative, analytical and practical ways (Sternberg and Grigorenko, 2000). The infusion of arts 
and technology as content areas as well as instructional strategies expand the ways in which all 
content area standards are addressed. 
 
Literature Review 
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“The purpose of Professional Development Schools is to promote student learning. PDS’s do this 
by improving schools, preparing new teachers in better ways, supporting the growth and 
development of all educators, and using inquiry and research to see what is working well and 
what is not (Teitel, 2003, p. xvii).” After considering the context of the new school, curricular 
needs and challenges and the strengths that each partner brought to the school, the planning 
committee outlined a unique instructional model to guide the innovation and generation of best 
practices. The Wright Instructional Model (WIM) emerged through the collective experience and 
thinking of the partners. Concepts, visions, and research were shared and discussed. As a group, 
an action plan was generated to be guided by the Wright Instructional Model (WIM). The WIM 
is now being implemented in each facet of the PDS as outlined by Teitel (2003). Using the WIM 
as a guide, the partners are beginning to identify best practices for the growth and development 
of all constituents. 
 
There are three elements of the WIM: The Triarchic Theory of Intelligence, Arts Integration, and 
Technology Integration. Each of these elements is integrated not only into the K-5 curriculum, 
but also into the professional development of both in-service and pre-service teachers. 
 
The Triarchic Theory asserts that it is possible through instructional interventions to appeal to 
and improve the analytical thinking skills, creative thinking skills, and practical thinking skills of 
all children.  Furthermore, research has shown the Triarchic Theory can be applied to improve 
students’ achievement in school (Sternberg, 2000).  
  
 “The arts can be a critical link for students in developing the crucial thinking skills and 
motivations children [they] need to achieve at higher levels. (Paige, 2004 as cited in Critical 
Lines, 2005)” He continues, “As we work together to implement NCLB, lets ensure that all 
children have the opportunity to learn and to grow in and through the arts.” (Critical Lines, 2005) 
 
Technology is a pervasive force in schools today, emerging as an integral element in many 
school improvement plans. In most classrooms we find, computing and other technologies 
generally available. Technology standards for teachers and students have been generated and 
adopted at state (Illinois Core Technology Standards for all Teachers) and national (National 
Educational Technology Standards for Teachers and Students (ISTE, 2000)) levels. Although 
there is a critical mass of technology available in classrooms and school communities are 
generally open to the notion of using computers as tools in schools, we have little to offer in 
terms of best practices for teaching and learning with technology. A PDS may be one way of 
addressing the technology needs of teachers and students at the elementary school and students 
and faculty at the university. Based on a review of research, Willis and Mehlinger (2002) find 
that even today universities are not preparing pre-service teachers to work in technology-
enriched classrooms. Schools and universities alike face challenges in meeting technology 
standards for a variety of reasons including a lack of vision, planning, support for 
experimentation, infrastructure, access, incentives, funds, and professional development 
(Mehlinger and Powers, 2002). The Wright PDS attempts to address many of these barriers 
through the WIM. 
 
Contribution  
 
Founded upon the research that supports the use of the Triarchic Model of Instruction, Learning 
through the Arts, and Technology Integration, this unique PDS builds on each of these three to 
carry out a standard district curriculum for K-5 learners as well as professional development for 
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the school faculty and the pre-service teachers in the elementary education program at Northern 
Illinois University. The Wright Elementary/NIU professional development school has adopted 
the WIM as a way to help all learners grow and develop “with” and “through” the arts and 
technology. In just completing its second year of implementation, the Wright PDS has an 
important story of moving from vision to action to share. The WIM in itself is learner-centered, 
public-oriented and evidence-based. Using the Triarchic Theory to reach all learners (K-5 
students, teacher candidates and partner faculty) is the core mission. These best practices are 
being generated in an authentic public K-5 elementary school with a diverse student body. Along 
the way we are trying to systematically document all of our findings. We use these three core 
orientations to guide us in strengthening the programs at both partner institutions and enhance 
their capacity to provide authentic, ideal and meaningful learning opportunities for all. 
 
Relevance and Implications  
 
It is imperative that we systematically document the development of this PDS and its progress 
toward meeting the PDS goals.  The positioning of this PDS and its unique instructional model 
has much to offer the fields of teacher education toward developing strategies for improving the 
ways we prepare teachers. Given the unit of study, the nature of the Wright PDS and due to the 
collaborative and evolving nature of the phenomena being examined, case study is the most 
appropriate methodology for guiding the collection of evidence. Both quantitative and qualitative 
sources are used for gaining a deep understanding of all outcomes from the Wright PDS.   
 
The goals guiding the evaluation of the PDS are: 
 

1. ALL students at the Wright Elementary Partnership School enjoy 
learning and  
• Meet or exceed state standards in reading, mathematics, writing, 

science, social science. 
• Meet or exceed national standards for learning with technology. 
• Meet or exceed state standards in fine arts. 
• Demonstrate competency in of health and wellness and demonstrate 

physical fitness 
• Prepare for their future roles as citizens in a democracy 

2. Educators increase their professional knowledge and skills through 
academic study; collegial inquiry and research; dialogue with university 
faculty; use of technology in ways that meet Illinois professional 
teaching standards; and work with university observers, interns and 
student teachers. 

3. Teacher candidates study in a real-life setting that allows professional 
learning and practice. 
• All candidates pass state tests of knowledge and skills. 
• Graduates in teaching positions demonstrate competency through 

high levels of achievement by their students, high evaluation ratings, 
and attainment of standard certificates. 

4. NIU teacher preparation programs improve curriculum, instruction, and 
requirements 
in response to recommendations made by school educators and 
university faculty working collaboratively to raise student achievement 
at this school. 
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5. Innovations tested and proven at Wright School will be adopted by other 
schools in  
the district, presented at professional meetings, and described in 

professional publications. 
 
Highlights of Exemplary Practice 
 
In years 1-3, the language arts curriculum was enhanced with the WIM. For example, 5th grade 
students worked on the elements of non-fiction by producing news reports. Their language arts 
and art periods of the day were used for writing scripts, set-building, and digital video capture 
and editing. Additional opportunities for arts and technology exploration and integration were 
made available through “extended day” programming (offered by choice in the after school 
hours). Some of the topics included were “Collage with Carle” and “Take me to your Techie.” 
Also, each year, more than 70% of the students enrolled at Wright School participated in these 
“extended day” activities.  
 
Professional development for in-service staff and pre-service teacher candidate courses have 
included integration of the arts and technology. Planned staff trainings included topics such as 
Using PDAs for Personal Productivity, Using PDAs in the Classroom, Eportfolios and Creating 
Apple I-movies. There has also been scheduled planning times for teachers/university faculty to 
work collaboratively to integrate technology and arts. Pre-service teachers are supported through 
clinical experiences involving these foci, a formal course in technology integration, and methods 
courses that include use and study of the WIM. 
 
Section II: 
Learner Outcomes and Methods 
 
In this presentation, we share how the partnership and enhanced instructional model, WIM, are 
uniquely manifested in the learning experiences of the K-5 students, university interns, school 
and university faculty. Example learning units illustrate the ways planning, implementation, and 
assessment with the instructional model serve as a platform for co-planning, co-learning and 
collaborative inquiry among the Wright PDS partners. Additionally, we discuss how the 
uniqueness of the Wright PDS differentiates the relationships and experiences partners have from 
any of the other school-university partnerships at NIU as well as most professional development 
schools in existence.  
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In beginning this research on the novels most commonly taught at 

American high schools I did not imagine that I would have much success 

examining racial and ethnic interaction.  At first glance, the list looks like 

slim pickings when it comes to race, with the obvious exceptions of 

Huckleberry Finn and To Kill a Mockingbird; certainly I imagined The 

Great Gatsby would be very ethnocentric in its focus.  My highly biased 

and purely outsider point of view on The Great Gatsby has always been 

that it was a tribute to whiteness, pure and simple.  This uneducated 

opinion was derived solely from my impressions of the Robert Redford 

and Mia Farrow film, (which, by the way, I had never seen), as I had 

never bothered to read the novel.  After reading it several times now, I 

can say I was right; Fitzgerald’s novel is very ethnocentric, but is a work 

that cannot be accused of being simple in its ethnocentricity.  I did not 

anticipate the degree to which race and ethnicity serve as devices within 
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this novel of whiteness and society.  Fitzgerald relies heavily on racial 

and ethnic descriptors throughout the novel, when describing minor 

characters or setting the tone quickly; race and ethnicity serve as literary 

devices, a form of shorthand to characterize people and places.  

Fitzgerald opts to use race and ethnicity symbolically; his non-white 

characters are rarely just people, but instead represent larger meanings 

about American culture. This deliberate approach to race and ethnicity 

in The Great Gatsby is remarkable because it stands in such sharp 

contrast to Fitzgerald’s subtle and complex treatment of class within the 

same novel. Reading them next to each other, with race and ethnicity 

playing ugly stepsister to class, is both shocking and distracting. 

I was very conflicted upon the discovery of this as I had always 

avoided reading this novel because I imagined it to be an unmitigated 

celebration of white society; knowing the little that I did about the Robert 

Redford and Mia Farrow film version of this novel confirmed my negative 

opinions about this novel’s lack of depth.  Due, in part, to my 

preconceptions, this novel surprised me in many ways.  First, it is very 

interesting and complex modern storytelling with its unreliable first 

person narrator in Nick Carraway, whose perceptions are made suspect 

by his emotional involvement in the story, and the non-linear plot 

development. Second, Fitzgerald was not, as I had assumed years ago in 

my arrogant youth, writing a love story for/to the upper class, but rather 

a subtle critique of American culture.  These pleasant surprises made the 
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reading of this novel a pleasure for me in many ways; Fitzgerald has 

offered up an intellectually stimulating and surprising work.  Imagine my 

dismay then at the fact that Fitzgerald had created a surprisingly 

complex and interesting novel in which he chose to treat race and 

ethnicity in disappointingly simple and stereotypical ways.  In The Great 

Gatsby, Fitzgerald makes frequent and noticeable mentions of race and 

ethnicity but only as a short cut in characterizing minor characters or as 

a tool for creating shock value.  When it comes to race and ethnicity, The 

Great Gatsby is a modern novel built on an old fashioned frame. 

Fitzgerald offers within The Great Gatsby an interesting and 

complex analysis of class divisions in American society.  Unfortunately, 

much of this complexity comes at the expense of Fitzgerald’s handling of 

race and ethnicity within this novel.  This Jazz Age novel virtually 

simmers with racial and ethnic imagery; however, race here serves only 

as a point of contrast for the gilded world of the main characters.  Non-

white characters, and references to them, serve only as background; a 

dark contrast for the glimmering whiteness of the foreground.  Ethnicity 

and race exist in this novel for extremely utilitarian reasons: to serve as 

shorthand characterizations for minor characters, to build up 

characterizations of the primary characters or to set tone.   

Given The Great Gatsby’s extreme popularity with critics, readers  

and within the high school canon, I was curious about the discourse that 

must exist regarding Fitzgerald’s uses of race and ethnicity within this 
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work.  To my surprise, there seems to be very little written on the 

subject, despite the vast amount of literary criticism dedicated to The 

Great Gatsby.  When race is mentioned, it is often done only to defend 

Fitzgerald’s very deliberate and often unflattering treatments of non-

whites.  This curious defensiveness, bordering on protectiveness, by 

literary critics reflects the general tone of essays on The Great Gatsby.  

This novel’s popularity seems to shield it from certain types of analysis.  

In addition to an exploration of Fitzgerald’s various uses of race as a 

literary device, this chapter will also examine this curious intellectual 

trend and its implications on the Gatsby Mystique.  These two 

phenomena represent the complexities of this novel and the culture that 

has grown around it since its publication. 

Perhaps the most obvious treatment of race within this novel is the 

way Fitzgerald uses racial or ethnic identification as shorthand for 

character development.  This can be clearly seen in Fitzgerald’s handling 

of minor characters, such as Nick’s housekeeper, the Finn.  Nick 

introduces her while listing his possessions in his new modest life in 

West Egg; he states:  “I had a dog, at least I had him for a few days until 

he ran away, and an old Dodge and a Finnish woman who made my bed 

and cooked breakfast and muttered Finnish wisdom to herself over the 

electric stove.” (Fitzgerald, 1995, p. 8)  Fitzgerald seems to go out of his 

way to situate the Finnish woman in as unflattering a manner as 

possible, first by listing her along with Nick’s neglected things.  Secondly, 
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he diminishes her by describing her only by her ethnicity, never giving 

her a proper name.  This character continues to play an extremely minor 

role in this novel by remaining only in the background and never 

speaking, so a proper name is not necessarily required.  It is interesting, 

however, that her ethnicity is the marker by which Fitzgerald chooses to 

identify her; she is insignificant enough to not even warrant a name and 

still the author renders her somewhat noticeable by consistently referring 

to her as Finnish.  This draws a certain amount of attention to her that 

simply calling her the Housekeeper would not.   

This focus on the housekeeper’s ethnicity becomes painfully 

noticeable later in the novel when her presence becomes frustratingly 

intrusive to Nick, as he hosts a secret liaison between Gatsby and Daisy, 

their first meeting in five years.  Fitzgerald has created a tense scene in 

which the normally easygoing and gregarious Gatsby is rendered inept by 

his nervousness at seeing Daisy again.  At this point Fitzgerald uses the 

housekeeper’s presence as a source of further tension for Nick and 

Gatsby as they wait for Daisy to arrive.  Creating tension at the 

housekeeper’s expense, the scene unfolds: “Gatsby looked with vacant 

eyes through a copy of Clay’s ‘Economics,’ starting at the Finnish tread 

that shook the floor…” (1995, p. 89)  In this even less flattering 

description both the housekeeper and her ethnicity are made to seem 

problematic, by virtue of Fitzgerald’s attention to her heritage.  He makes 

it seem as though her being Finnish is somehow part of the problem in 
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her unwitting intrusiveness.  The description of her floor shaking tread 

as Finnish is a surprising choice that places the blame for her disruptive 

nature squarely on her ethnicity.  As the scene progresses and the 

tension further mounts, the housekeeper is reduced to something less 

than human in Fitzgerald’s final description of her, as she brings in the 

tea to the tense threesome.  Here Fitzgerald describes her as “…the 

demoniac Finn” (p. 92). At this point the reader is left with a monstrous 

impression of Nick’s housekeeper because we have no other information 

on her other than the fact that she is Finnish.  We have no sense of her 

size, shape or facial features, which might contradict the hulking and 

beastlike imagery we are left with.  This description is puzzling simply 

because it seems so unwarranted; the housekeeper’s actions do not seem 

that disturbing and also seem to have nothing whatsoever to do with her 

ethnicity.   

This reliance on race and ethnicity as characterization for some of 

the novel’s secondary characters remains constant throughout the work.  

Morrison has identified this creative shortcut as a common practice 

among American writers who often use race as a quick characterization 

tool in their works.  She explains one of the benefits of doing so is 

“…Economy of stereotype. This allows the writer a quick and easy image 

without the responsibility of specificity, accuracy, or even narratively 

useful description” (1992, p. 67.)  Clearly, this is a literary practice that 

Fitzgerald understands, and effectively uses this device to build ethnic 
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and raced minor characters without committing much energy to their 

development; he easily creates atmosphere with these short descriptions.  

Even at critical moments in the plot, such as the horrific death of Myrtle 

Wilson after being struck by Gatsby’s car, Fitzgerald carefully peppers 

the scene with characters that are summed up by their heritage.  The 

two primary witnesses to the hit and run accident that kills Myrtle and 

eventually seals Gatsby’s fate are “…the young Greek Michaelis” and “…a 

pale, well dressed Negro…” (1995, p. 143-47).  Unlike the Finn or any 

African American character in this novel, the Greek character is at least 

given a name; whether named or not, these characters are summed up 

quickly by Fitzgerald through their ethnic identities.  It is important to 

point out that these shorthand characterizations can only be effective 

when the author and the audience share similar responses to and 

associations with the ethnicities or races being used as shorthand. 

Another unfortunate and interesting example of this 

characterization by ethnicity is Fitzgerald’s treatment of Nick’s first 

interaction with Gatsby’s business associate, Meyer Wolfsheim.  

Wolfsheim is a reputed gangster who allegedly helped fix the 1919 World 

Series (Fitzgerald, 1995, p. 78).  Like the housekeeper, Wolfsheim’s 

ethnicity becomes the primary descriptive focus for his character; his 

Jewishness seems to be the most important thing about him.  The scene 

in which Nick and Wolfsheim meet is made painfully memorable by 

Nick’s fascination with Wolfsheim’s nose.  The scene is simply littered 
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with images describing the apparently offending facial feature, beginning 

with Nick’s initial impression of Wolfsheim: “A small flat-nosed Jew 

raised his large head and regarded me with two fine growths of hair 

which luxuriated in either nostril.  After a moment I discovered his tiny 

eyes in the half darkness” (p. 73-4). This description immediately reduces 

Wolfsheim to something less than human.  Additionally, Nick’s first 

impression immediately flirts dangerously with anti-Semitism; such 

focus on a Jewish man’s nose is problematic at best- especially because 

Wolfsheim remains such a flat character whose Jewishness is his only 

depth and dimension.  

The nose fixation continues throughout the scene, but with a 

greater deliberateness; Wolfsheim’s nose becomes almost personified in 

the descriptions.  Nick describes an exchange between them: “Mr. 

Wolfsheim’s nose flashed at me indignantly….His nostrils turned to me 

in an interested way” (p. 75). These descriptions give Wolfsheim’s nose a 

life of its own that essentializes him as a character; here Wolfsheim the 

Jew practically becomes his nose.  The fact that he is a gangster who had 

the power to fix a World Series is somehow less important in his 

character development than the fact that he is Jewish and has a distinct 

nose.  The anti-Semitism of the descriptions of Wolfsheim is so direct and 

obvious that they cannot be ignored, nor can they be accidental.  

Fitzgerald’s choice to focus so much attention on a Jewish man’s nose 

belittles Wolfsheim’s role within the novel, ensuring that he can never 
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grow beyond the stereotypes the author uses to define him.  The 

employment of race and ethnicity as shorthand continues throughout the 

novel; Fitzgerald sprinkles his scenes with well dressed “Negroes”, Greeks 

and Jews to help establish the urban surroundings of New York City.  In 

part, these descriptions of Wolfsheim serve to round out Nick as a 

character, showing his overly delicate sensibilities.  Because he serves as 

our narrator, all of Fitzgerald’s descriptions are filtered through Nick 

Carraway; therefore, such stereotypical descriptions also reveal insight 

into Nick’s character development. 

Just as race serves as a convenient device to immediately create 

minor characters, Fitzgerald uses reflections on race to add dimension to 

his more complex central characters, of Nick, Daisy, Tom and Jordan.  

Fitzgerald very exactingly uses race and ethnicity to shape this novel’s 

carefully crafted central characters; he uses the manners in which Nick, 

Tom, Daisy and Jordan respond to non-whiteness to help add dimension 

to their characterizations.  Nick’s ability to be distracted by a facial 

feature shows how sheltered he has been from people of different 

ethnicities; his reaction in meeting Wolfsheim is akin to that of a young 

child meeting someone new.  Like a child, who will stare at a person with 

unusual or unfamiliar features, Wolfsheim’s unfamiliar features take 

Nick aback.  It is quite revealing to see that our narrator for this tale is 

quite sheltered and unworldly in this way; it makes the reader realize 

that Nick’s perceptions of the events of this novel are heavily shaded.  
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His sense of wonderment at these new encounters renders him not 

entirely reliable as a narrator. Interestingly, some critics interpret such 

scenes and descriptions as evidence of Nick’s open mindedness and 

acceptance of the wonders of New York City, of his willingness to engage 

with difference (Garrett, 1985)  This is an interesting and generous 

assumption to make about Carraway’s character; it is true that he does 

mix with Jews, Finns and “Negroes” but he is by no means embracing of 

them.  At best he seems to display a form of fascinated disdain.  In 

essentializing ethnic characters such as the Finn and Wolfsheim, 

Fitzgerald does help to reveal Nick’s sheltered and unsophisticated 

nature; however, the effect is not nearly as strong as the stereotypes 

themselves.  Nick’s power as narrator, although slightly undermined by 

these shortcomings, is still quite strong.  He serves as our eyes for this 

story, which means his prejudices and biases are given privilege and 

weight. Nick’s childlike reactions to Meyer Wolfsheim’s facial features 

serve as an excellent illustration of this. 

This can be clearly seen as a character development device with 

the manner in which Fitzgerald portrays Tom Buchanan.  Fitzgerald 

establishes Tom Buchanan’s character as a physically imposing, self-

important and deceptively dangerous buffoon quite early on in the novel.  

Nick’s first encounter in a number of years with his cousin Daisy and her 

husband Tom takes place at their new home in East Egg, when Nick is 

invited to dinner.  Fitzgerald quickly establishes that, while physically 
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impressive, Tom is not considered to be at all imposing intellectually.  

Tom begins spouting views of racial paranoia at the dinner table:  

“Civilization’s going to pieces,” broke out Tom violently. “I’ve gotten 

to be a terrible pessimist about things.  Have you read ‘The Rise of 

the Coloured Empires’ by this man Goddard?”…”The idea is if we 

don’t look out the white race will be – will be utterly submerged.  

It’s all scientific stuff; its been proved.”  

“Tom’s getting very profound,” said Daisy with an expression 

of unthoughtful sadness. “He reads deep books with long words in 

them. What was that word we—“ 

“Well, these books are all scientific,” insisted Tom, glancing 

at her impatiently.  “This fellow has worked out the whole thing. 

It’s up to us who are the dominant races to watch out or these 

other races will have control of things.” 

“We’ve got to beat them down,” whispered Daisy, winking 

ferociously toward the fervent sun. (p. 17-8)   

Here Fitzgerald establishes that Tom’s family and friends do not at all 

respect his ideas or concerns.  His intellectual earnestness on the topic 

of race is completely uninteresting to his companions who barely listen to 

his concerns.  Fitzgerald’s choice of cultural anthropology as a topic for 

Tom to be concerned about is interesting.  Through this topic, Tom is 

expressing a fear of cultural and social change, a sense of loss of 

tradition and control and a threat to his economically cloistered way of 
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life.  This exchange shows that Tom is not only small-minded and fears 

change but that he is not considered very deft intellectually by those 

closest to him.  For Tom, a cultural shift in which non-whites climb 

socially and economically is terrifying; Fitzgerald reveals Tom to be a 

man concerned with maintaining the status quo in racial and economical 

politics because his identity is tied up entirely in being a member of the 

social elite.  Meanwhile his friends and his wife think this is a laughable 

quality; in both cases the characters display differing but racist 

attitudes.  Tom is seen as foolish due to his fears about racial social 

climbing and the others find his views absurd because they are so 

dismissive of others that they do not seem to bear any type of concern.  

Fitzgerald uses race and ethnicity here as an instrument to 

illustrate his main characters’ states of mind.  Tom thinks about non-

white people only because he sees them as a threat to his own culture; 

meanwhile, the others, who ignore and deride Tom, Daisy, Jordan and 

Nick, do not think about them at all.  Race and ethnicity exist only to 

serve as a contrasting reflection for the whiteness of the main characters; 

Fitzgerald treats race and ethnicity just as his characters treat their 

servants, like functional objects. These primary characters of Nick, 

Gatsby, Daisy, Jordan and Tom are all characterized in some manner 

based upon their responses to non-white people throughout the novel.  

Their supreme disinterest in the issues Tom raises shows primarily their 

lack of respect for him as a thinker.  Secondarily, this dismissive 
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disinterest illustrates their lack of concern for the ethnic world around 

them.  They could not be less concerned with the world outside their 

own.  Meanwhile, Tom’s rigid social stratification helps to illustrate his 

dangerously overly simplistic views of society, views that will later cause 

Gatsby great harm.  This point is made even clearer during the critical 

conflict between Tom, Gatsby and ultimately Daisy, while in the suite at 

the Plaza Hotel.   

Fitzgerald, once again uses race to help define Tom’s intolerant 

and conservative nature.  Tom confronts Gatsby about his intentions 

toward Daisy and begins to angrily vent about the situation: 

I suppose the latest thing is to sit back and let Mr. Nobody from 

Nowhere make love to your wife.  Well if that’s the idea you can 

count me out…Nowadays people begin by sneering at family life 

and family institutions and next they’ll throw everything overboard 

and have intermarriage between black and white.(1995, p. 137) 

In his passionate frustration over the threat Gatsby poses to his marriage 

to Daisy, Tom reveals that for him, class distinctions might as well be 

caste distinctions; they are as rigidly defined as racial categories.  To 

Tom, Gatsby’s social climb is just another form of passing; he is 

pretending to be something other than what he was born to be and to 

Tom this is a very serious form of deceit.  Fitzgerald’s deft equation of 

class intermarriage with racial intermarriage reveals just how 

conservative Tom truly is; he rejects entirely the American dream 
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mythology in which any (white) person should be able to succeed if they 

work hard enough.  To equate this widely promoted ideal with 

miscegenation, which was illegal in many states, is an extreme position 

and one that would probably serve to help Fitzgerald alienate Tom from 

the audience, since social climbing was an important element of the 

American dream, while racial mixing was simply taboo. 

Concurrently, Fitzgerald is able to portray the rest of this crowd as 

somewhat progressive and socially daring because of their lack of 

outward concern with non-white people.  Inwardly, Nick seems 

somewhat distracted by the “ethnic” individuals around him but 

outwardly he appears to be at ease with the social disorder surrounding 

them; he willingly encounters characters such as Wolfsheim and the 

Finn, but always maintains an air of aloof fascination.  Daisy, Jordan 

and Nick display an apparently blasé attitude that helps to characterize 

them as daring and metropolitan in contrast to Tom’s reactionary 

paranoia.  This cavalier attitude is later betrayed when Tom reveals 

Gatsby’s true low class origins.  Daisy and Jordan then reveal their truly 

conservative sides by shunning Gatsby immediately.  His transgression 

of social station is enough to make him as undesirable as the racial 

indiscretions Tom so vehemently rails against.  This broaching of class 

roles is obviously more of a genuine threat to Tom and Daisy than the 

feared usurpment of power by non-white groups, which is more of an idle 

threat. 
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Perhaps the main dividing characteristic between Nick and the rest 

of that group is that Nick does not entirely object to Gatsby’s social 

transgression; he does not defend him, of course, but continues to act as 

an impassive friend until Gatsby’s untimely death.  Some critics consider 

this behavior of Nick’s as a sign of his “…modernity, his openness to and 

delight in the otherwise shocking (to the reader) confusions of order in 

America” (Garrett, 1985, p. 107).  This seems to be a bit of a stretch in 

interpretation of Nick’s character.  If Nick is to be considered liberal at all 

it is only when Fitzgerald contrasts him to the rest of the characters in 

the novel; compared to Tom, Daisy and Jordan, Nick is a liberal-minded 

individual.  This does not by any means make him a libertine; he is 

simply less reactionary than his peers.  The suggestion seems to be that 

the appropriate audience of the time would have been as outraged as 

Tom, rather than as passive as Nick tends to be.  Fitzgerald skillfully 

adds dimension to his major characters through their varying responses 

to race and ethnicity, as well as class.  Ultimately however, this is a novel 

about class distinctions and Fitzgerald uses of racial and ethnic imagery 

serve as the perfect parallel to his classed imagery. 

Fitzgerald also uses race and ethnicity to set tone, carefully 

creating scenes around ethnic individuals in order to define critical 

moments within the novel.  This device involves the symbolic use of non-

white characters as an embodiment of something much larger than 

themselves.  The author taps into popular sentiment about non-whites in 
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order to make a statement.  The most jarring example of this is the 

beautifully crafted Blackwell’s Island scene.   

This reference occurs in the novel’s most visually and emotionally 

disturbing reference to race and the most explicit example of Fitzgerald’s 

paternalistic attitude toward non-white characters.  Nick and Gatsby are 

driving into New York to have lunch and Nick is feeling swept away by 

Gatsby’s charm and mystery.  Fitzgerald illustrates Nick’s feelings of 

intoxicating adventure and possibility through a description of a car in 

the lane next to them: 

As we crossed Blackwell’s Island a limousine passed us, driven by 

a white chauffeur, in which sat three modish Negroes, two bucks 

and a girl.  I laughed aloud as the yolks of their eyeballs rolled 

toward us in haughty rivalry. 

“Anything can happen now that we’ve slid over this bridge,” I 

thought; “anything at all….” (p. 73) 

Ironically, it is Fitzgerald’s use of the descriptor “white” that sets the 

strange tone for this scene.  This novel exudes a confidence in whiteness 

as a norm so strongly that the one and only reference to a character as 

white, is startling.  This description clearly plays with the minstrel show 

imagery of African Americans as buffoonish clowns; the eyeball 

description shows painstaking awareness of such historic racist images.  

Fitzgerald’s choice to access these familiarly racist images helps to 

sharply and economically create a memorable scene.  The author has no 
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choice to but use this description because it is necessary to the 

absurdity of the scene.  The most offensive aspect of the scene is the 

degradation of the white driver through his having to service those 

“Negroes” who he further dehumanizes through his calling them by racist 

names.  

This scene, because of its overtly racist language, is both vivid and 

harsh.  Through this racist and bestial imagery, Fitzgerald very effectively 

captures Nick’s heady state of mind as they enter Manhattan.  Nick’s 

intoxication with the decadent possibilities presented by the island of 

Manhattan is perfectly encapsulated in this simple but striking scene.  

Clearly, to Nick’s provincial sensibilities this image of flashy, nouveau 

riche blacks being chauffeured about by a white man represents the 

ultimate in decadence and social disorder.  Fitzgerald uses this imagery 

to tap into a much more complex understanding of race in America; this 

scene feeds off of a common perception of Blacks in America as symbolic 

rather than human. The author handily conveys absurdity by relying on 

the audience’s sharing Nick’s sensibilities regarding the role of blacks in 

society; this scene loses its dramatic effect if the audience does not also 

look upon African Americans as socially inferior. Morrison (1992) 

identifies this as American Africanism, or the use of race to represent the 

non-whiteness of American culture, a means of shaping whiteness in 

opposition to this perceived blackness. This much more pointed use of 
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race is a phenomenon identified by Morrison as common in works of 

white American writers: 

The ideological dependence on racialism is intact and, like its 

metaphysical existence, offers in historical, political, and literary 

discourse a safe route into meditations on morality and ethics; a 

way of examining the mind-body dichotomy; a way of thinking 

about justice; a way of contemplating the modern  

world. (p. 64) 

Fitzgerald uses these symbolic black characters to represent social 

upheaval; their social transgression of both class and racial boundaries 

far exceeds Gatsby’s own transgression of class boundaries.  However, 

unlike Gatsby’s rise, this image is made too ridiculous to seem 

threatening; it is the most unthinkable of possibilities playing out before 

Nick’s very eyes; Fitzgerald might as well have been describing dogs or 

cats being chauffeured in that vehicle.  Interestingly enough, literary 

critics are silent about or dismissive of the racial imagery of this 

memorable Blackwell’s island scene.  Garrett (1985) describes this scene 

as “…a moment of almost surreal social topsy-turvy” (p. 106).  It is 

interesting to note how dismissive critics can be of the loaded racial 

imagery of this scene.  In reference to this “brief sight gag” Garrett states: 

No comment is necessary.  Except perhaps, to point out that the 

language, and the reactions of the narrator and the anticipated 

reader, were not only neutral but decently appropriate for the time.  
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Which was almost the last time they would be so in serious American 

literature.  (1985, p. 106-7) 

This assessment of the scene, no matter how historically accurate it 

might be, is dissatisfying on some level due to its clinical approach to 

this tableau.  To suggest that no comment is necessary is to buy into the 

idea that Fitzgerald’s readership is still entirely white, if one believes the 

improbability that this audience was ever, entirely white.  A non-white 

readership would most likely want some commentary on Fitzgerald’s 

using them as a representation of decadence and social upheaval.  

Interestingly Garret attempts to simultaneously justify and apologize for 

Fitzgerald’s skillful use of such racially charged imagery; he couches it in 

historical accuracy and then quickly shows disapproval for almost any 

later uses of such imagery.  He seems in a hurry to move past this 

interesting scene because of the potentially disturbing imagery it 

contains. 

Garrett’s light-handed approach to this scene accepts 

unquestioningly the notion that African Americans serve well as symbol 

rather than characters.  It seems perfectly apparent that Fitzgerald did 

not anticipate or consider a non-white audience for his work; this 

however does not mean that his liberal use of non-white characters as 

literary device should go unremarked, as Garrett suggests.  Bruccoli 

(1992) similarly excuses this novel of any responsibility for its contents: 
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The Great Gatsby does not proclaim the nobility of the human 

spirit; it is not politically correct; it does not reveal how to solve the 

problems of life; it delivers no fashionable or comforting messages.  

It is just a masterpiece. (p. vii) 

Bruccoli’s, choice to point out that this novel is not politically  

correct is an interesting one; unlike Garrett, Bruccoli makes no apologies 

for the potentially offending content, instead moving swiftly past it, 

leaving it unexplained and unanalyzed.  Bruccoli might have better 

served his audience had worked to explain how this novel, which does 

contain many questionable uses of race and ethnicity, can be considered 

a masterpiece in light of its potentially racist content.  Essentially, 

Bruccoli is asking the reader to take him at his word regarding The Great 

Gatsby’s greatness, without offering critical evidence.  This unwillingness 

to critically engage such a vivid scene due to contemporary views on 

racism and racist imagery is truly unfortunate.  Whether Garrett and 

Bruccoli skirt this particular section of The Great Gatsby out of 

disinterest or fear of reprisal is unclear but in any case they both allow 

an important opportunity to slip by.  Such behavior is common amongst 

literary critics when dealing with issues of race within novels.  Morrison 

sees this as a part of a larger trend within literary criticism: 

It is interesting, not surprising, that the arbiters of critical power in 

American literature seem to take pleasure in, indeed relish, their 

ignorance of African-American texts.  What is surprising is that 
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their refusal to read black texts- a refusal that makes no 

disturbance in their intellectual life-repeats itself when they reread 

the traditional, established works of literature worthy of their 

attention. (1992, p. 13) 

This avoidance behavior is common in much of the literary  

criticism on The Great Gatsby when it comes to issues of race; critics 

seem loath to examine the ways in which Fitzgerald has chosen to use 

race as a literary device.  It would be unrealistic and unfair to hold 

Fitzgerald up to contemporary standards when it comes to race, still, this 

does not mean, as both Garrett and Bruccoli suggest, that Fitzgerald’s 

use of race, as literary device should be politely ignored or dismissed as a 

sign of its time.  Garrett’s explanation that Fitzgerald’s use of the term 

buck to describe an African American male were “appropriate for the 

time” is to neuter the image entirely.  It is too convenient to dismiss the 

imagery produced by Fitzgerald’s use of racist language as a mere sign of 

the times.   

Fitzgerald must have carefully chosen those words in order to craft  

such a vivid image.  That image of three black passengers being 

chauffeured by a white male is intentionally vivid and jarring.  It 

represents the potential for extremism presented by an “open” society.  It 

is a physical embodiment of Tom’s fears about racial uprisings.  Nick, 

while surprised and amused by the “haughty” display of the three black 

passengers, takes it no more seriously than he does Tom’s paranoid 
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rantings about race.  Nick’s blasé attitude does not necessarily signify 

acceptance for what he sees.  His dismissive amusement seems 

appropriate given the delicate absurdity with which Fitzgerald paints the 

scene.  Protectiveness of Fitzgerald and The Great Gatsby, on the part of 

many literary critics, deprives us of an interesting alternative exploration 

of this complex novel. 

While Morrison’s concern with the apparent disregard many  

literary critics display toward African American texts is well founded, it is 

her secondary concern with how these same critics read or misread the 

canon that is most important here.  This concern seems to be perfectly 

illustrated by both Garrett’s and Bruccoli’s unwillingness to engage the 

racial content of The Great Gatsby.  This engagement does not, of course, 

have to come in the form of labeling Fitzgerald a racist; however, a 

broader analysis of the ways in which Fitzgerald uses race and ethnicity 

as literary devices would be refreshing and challenging.  I suspect this 

reluctance to engage in the questionable racial and ethnic imagery stems 

in part from the oppressive Cult of Gatsby that seems determined to 

protect this novel from too much negative scrutiny. 

The body of literary criticism on Fitzgerald’s The Great Gatsby is 

vast and surprising in its general adulation for this work.  I have never 

seen a novel that is so overwhelmingly praised by literary critics and 

scholars; I have (somewhat) affectionately termed this phenomenon the 

Cult of Gatsby.  How was it possible that so many literary scholars, a 
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group that is famous for disagreeing, could and would deign to agree on 

this novel?  Surely there must be a dissenting voice somewhere in the lot.   

I am still looking but this cult is quite fascinating in its own right; it 

seems to consist of a blend of admiration for Fitzgerald’s work and a 

fascination with Fitzgerald the man/myth.  The thinly veiled admiration 

so many critics lavish on Fitzgerald and his work feels, at times, almost 

too deliberate.  By this I am not suggesting that neither are worthy of 

praise, but rather that there seems to be more than literary criticism at 

stake when writing about The Great Gatsby.  Among many literary 

scholars there seems to be a near deification of Fitzgerald and Gatsby. As 

deeply important American icons their Americanness seems incredibly 

relevant in much of the writing on this author and his most famous 

work.  Garrett (1985) very precisely illustrates the type of praise lauded 

on The Great Gatsby:  

Clearly, only a modest handful of American writers and critics alive 

now, of any  age (and forget the foreigners, even the English, who 

haven’t a real clue), possess by birth, education and experience the 

assumed knowledge and the imagination to understand the very 

subtle social implications and ambiguities that lie at the  

center, the very heart, of the story of Gatsby. (p. 102-103) 

This blending of national pride and literary criticism reveals a great deal 

about the nature of critique on Gatsby.  This novel seems to have 

signified for many a new age in American writing, one in which 
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Americans became literary insiders; perhaps it represented an 

opportunity to legitimately steal some of Europe’s intellectual and 

cultural thunder.  Garrett recalls his early experiences with The Great 

Gatsby: “…in the summer of 1948 in Princeton.  Gatsby was assigned 

reading in a summer school course, the first time Fitzgerald was ever 

read at Princeton as part of an official course.  It was, in fact, the first 

time at Princeton that any American writers beyond the life and times of 

Henry James were allowed to be part of the authorized academic 

curriculum” (p. 102). This recollection helps to illustrate the cultural 

dominance bestowed upon Europe within American institutions; 

Garrett’s experience with Princeton’s inaugural use of Gatsby occurred 

some twenty-three years after the novel’s first publication.  Given the 

strong European bias that existed well into the 20th century it is less 

surprising that so much of the literary criticism on Gatsby simmers with 

a desire to legitimize both Fitzgerald and this novel, often bordering on 

cultural patriotism.  

 Anderson (1985) goes to great lengths to almost quantify the ways 

in which The Great Gatsby can be considered a great novel: 

Measurement of literary permanence is a risky undertaking, 

especially when it involves a writer whose work has not yet stood a 

substantial test of time.  Never the less, few scholars or readers 

would deny that, by the usual criteria, Fitzgerald’s influence has 

made itself felt as strongly as has that of any American  
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novelist.  There are four main tests of Fitzgerald’s and Gatsby’s 

endurance: the ways the author and the novel have impressed 

themselves on the general public; sales figures; academic-scholarly 

activity, and- of special interest- the responses of other writers in 

their own work. (p. 16) 

Anderson’s attempts to not only critique but also legitimize Fitzgerald 

and Gatsby are not uncommon amongst writings on this novel.  One gets 

the sense that Fitzgerald served as an idol almost for generations of 

aspiring scholars and writers- specifically white males.  Fitzgerald seems 

to embody a romantic ideal of the artistic American male, a sentiment 

Garrett illustrates in his recollections of being at Princeton: “All of us 

that summer planned to be the next F. Scott Fitzgerald” (1985, p. 102).  

Much of the admiration bestowed upon Fitzgerald and Gatsby seems to 

embody a search for an American writerly identity.  This is a 

phenomenon on which Morrison (1992) meditates, lending a historical 

perspective to this struggle to establish a national aesthetic.  Reflecting 

on America of the 19th and 20th Centuries, she states: 

Cultural identities are formed and informed by a nation’s 

literature, and that what seemed to be on the “mind” of the United 

States was the self-conscious but highly problematic construction 

of the American as a new white man (p. 39). 

This legacy, described by Morrison, seems to be at the heart of much of 

the literary criticism on Gatsby; the earnest tone of writings such as 
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Anderson’s and Garrett’s seem to reflect a need to fit Fitzgerald and his 

work into that exalted position.  This apparent desire to impose a larger 

significance upon Fitzgerald and Gatsby naturally effects how both 

academe and the public perceive them.  This need to elevate a writer and 

his work in such a way seems to have a chilling effect on critique and 

analysis of the same; this is problematic given the persistent use of The 

Great Gatsby within the high school canon.  How can this once 

groundbreaking novel remain relevant if certain analyses of it are 

discouraged?  
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Description of Problem 

 The impact of gender on student achievement is not a new area of research. 

However, recent reports in popular media have proposed that gender differences continue 

to be a problem in American education, once again thrusting the gender gap issue into the 

limelight. What is intriguing about the latest reports is that the gender gap seems to have 

switched directions, and boys are now considered to be falling behind girls, especially in 

the areas of reading and writing. While educational researchers must be wary about some 

of the research behind current media reports, the question of gender differences remains 

an important area for research. To further explore this area of research, the current study 

examined differences in student achievement between genders on both norm-referenced 

and criterion-referenced tests in the state of Arkansas. Data are available across all 

students in Arkansas, which allows for examining differences at the state level, as well as 

the district, school, and classroom levels. In addition, analyses are done at the content 

strand and item levels. 

Theoretical Framework 

 Current research (Gurian & Stevens, 2004; Mead, 2006; Taylor, 2004) has 

indicated that gender differences still exist with regard to student achievement, but 

researchers still cannot come to a consensus on where and how gender differences occur. 

An examination of recent NAEP data revealed that while student achievement in general 

is improving, gender gaps still exist at some levels (Mead, 2006). For example, in the 

most recent NAEP assessment, girls outperformed boys in reading at all three levels 

assessed (fourth, eighth, and twelfth grades). However, Mead pointed out that the gender 

gap in reading has actually narrowed over time at the fourth grade level, with both 
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genders improving reading scores overall. In addition, boys scored higher than girls in 

math, science, and geography at all grade levels tested, but the differences are small. 

Mead proposed that differences between genders are not as substantial as popular media 

suggests. However, it is important to keep in mind the NAEP sampling procedures and 

the nature of the tests. Boaler (2002) also suggested that the gender gap is not as serious 

as portrayed in the media, and that popular media reports actually contribute to the 

supposed existence of differences between genders. 

 Mead’s interpretation of the current NAEP scores is in direct contrast to the 

research of Gurian and Stevens (2004). Gurian and Stevens suggested that “boys are now 

losing frightening ground in school” (p. 23) due to schools adapting instruction to 

methods that are more suitable for girls’ learning styles. However, other research 

indicates that classroom instruction may not be the only factor contributing to the gender 

gap. Ready, LoGerfo, Burkam, and Lee (2005) found that girls enter kindergarten with 

stronger literacy skills and then develop stronger literacy skills during kindergarten than 

boys, which contributes to a growing gender gap in reading in later years. In their study, 

teachers reported that girls were more likely to engage in positive learning approaches, 

such as attentiveness and task persistence, and these behaviors contributed substantially 

to the differences found between genders. Taylor (2004) suggested that the problem of 

boys falling behind is systemic, claiming that the focus on improving achievement for 

girls in mathematics and science has distracted educators from the growing gender gap in 

reading and literacy. 

 With the continuing debate on gender differences, research on the gender gap 

must continue to evolve. In addition to conducting quality research, educational 
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researchers must find ways to present research findings using methods that are accessible 

to the general public as well as other researchers. This presentation exemplifies both of 

these considerations. 

Study Design and Analysis 

 The current study was designed to examine the impact of gender on student 

achievement throughout the state of Arkansas. Data for the study were taken from the 

Arkansas state-mandated assessment results. Arkansas currently requires criterion-

referenced tests in mathematics and literacy for grades 3-8 (called the Benchmark Exam) 

as well as End-of-Course Exams in Algebra I, Geometry, and 11th grade literacy. 

Students are assigned to one of four proficiency classes based on their CRT scores: 

Below Basic, Basic, Proficient, and Advanced. Three years of data were analyzed using 

CRT scores as well as comparing the percentage of boys and girls that were categorized 

as Proficient or Advanced. The inclusion of three years of data allowed for an 

examination of general changes over time, as well as detailing potential gender gaps. 

Data for both mathematics and literacy were examined for all grade levels of the 

Arkansas criterion-referenced test. 

 In addition to the exploration of the CRT scores, student achievement was 

examined using norm-referenced test scores. Arkansas has used the Iowa Test of Basic 

Skills (ITBS) for grades 3-9 as the state-mandated NRT since 2005. Analysis of the ITBS 

allowed for an examination of the calculation of effect sizes, and provided information on 

whether schools and districts are indeed closing the achievement gap between genders.

 Data were first examined at the state level to determine if any overall gender gaps 

exist. In addition, schools and districts throughout Arkansas were randomly selected, and 
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scores were examined for gender differences. The analysis at the district and school level, 

as well as the state level, provides a clearer picture on the impact of gender on student 

achievement throughout the state. 

 Additional analyses were conducted to determine if gender differences exist for 

each of the content strands in mathematics and literacy. Through the use of SAS 

Enterprise Guide, analyses by content strand were conducted at the state-wide level, as 

well as for each of the selected districts and schools. In addition, an examination of 

multiple choice versus open response questions was conducted to determine if differences 

exist between genders based on the type of question asked. 

Findings 

 Analyses of the criterion-referenced testing data revealed that gender differences 

exist at the state level, particularly in literacy. Females substantially outperformed males 

in literacy at every grade level. The gender gap widens in the higher grades: at third grade 

in 2006, approximately 12% more girls were categorized as proficient than boys. By 

eighth grade, the gap had increased to more than 15%. 

 No substantial differences over the three years of data were found between 

genders in mathematics, with two exceptions. In 2005, approximately 6% more boys than 

girls were categorized as proficient in Geometry, and in 2006, approximately 6% more 

girls at the sixth grade were categorized as proficient than boys. Aside from these two 

exceptions, girls and boys performed nearly the same in mathematics at every grade 

level, though girls slightly outperformed boys in each grade. 

 Analyses of the norm-referenced testing data also revealed that gender difference 

exist throughout the state. Although some schools and districts are making progress in 
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closing the achievement gap, the differences between genders is apparent. Calculation of 

effect sizes demonstrates that gender differences are still a concern in many Arkansas 

schools. The findings from the NRT analyses are currently available online for public 

use. Differences between genders are displayed through box plots. Effect sizes for the 

differences are given and an interpretation of the effect sizes is provided. These analyses 

are available at the state, district, and school level, and will be highlighted in this 

presentation. 

Research Significance 

 The current media suggestion of a “boy crisis” in education deserves exploration. 

The purpose of this study was to determine if, and to what extent, gender differences 

exist in Arkansas. Results of this study indicate that schools throughout Arkansas are not 

closing the gender gap in literacy, though the gender gap is mathematics is not as 

prominent. The final paper will explore in greater detail gender differences as related to 

district and school size, location, and composition (i.e., percentage of free and reduced 

lunch). Also important are differences as a function of the type of test (CRT versus 

NRT), content strands, and item types. Continued research in this area can influence 

current classroom practice as educators become aware of how some students may be left 

behind.  
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Abstract 

 
This study examined the Hurricane Katrina-related narratives of 72 LIS students. 

Narratives were collected in fall 2005 and spring 2006 semesters from students in four 
online courses and coded for themes related to problems and coping strategies using 
qualitative NVivo7 software. Textalyser software was used to rank frequently-occurring 
terms related to problems, emotional states, and coping strategies.  Frequently-cited 
problems included: lack of electric power, water, gasoline, information, and 
communication. Frequently-cited emotional states included:  worry, stress, fear, and 
feelings of being threatened and trapped.  Frequently-cited coping strategies related to 
resiliency included: making connections and exhibiting social skills through 
communication, giving and receiving help; reading; problem-solving and information 
skills; life skills, indicated by survival in catastrophic circumstances; taking care of 
others; and participation in recovery and relief efforts.  
 
 

 
Introduction 

According to the National Hurricane Center (2005), Hurricane Katrina, which hit 

the Gulf Coast in August 2005, was one of the most devastating natural disasters in U.S. 

history.  It was the costliest to hit the United States (estimated $81 billion) and one of the 

largest, with an estimated 1.2 million people under evacuation order.  Katrina was the 

third deadliest hurricane with an estimated 1,500 deaths directly attributed to the storm.  

The Gulf Coast campus of The University of Southern Mississippi at Long Beach 

suffered significant damage and post-Katrina, classes were resumed in a leased space at 
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HealthMark Center, an old Gulfport building that was previously a hospital.  Many 

students who lived on or near the Gulf Coast suffered significant or total loss of their 

property.  Some students were forced to drop out of their academic program post-Katrina 

while others carried on despite the difficulties. 

 

Purpose of the Study 

The purpose of this study was to document the problems identified by students 

affected by Hurricane Katrina as well as their coping strategies.  Narratives of library and 

information science students relating their Hurricane Katrina experience while enrolled at 

the University of Southern Mississippi in Hattiesburg, Mississippi were collected in the 

fall 2005 and spring 2006 semesters.    

 
Research Questions  
 

The study sought answers to the following research questions: 

1.  What were some of the Hurricane Katrina-related problems identified by students?  

2.  What descriptive terms did students use that indicate their feelings and emotional 

states post-Katrina?   

3.  What “resiliency indicator” terms (defined by Jones 2006) did students use that 

indicate coping strategies?   

 

Limitations 

 This study is limited to students’ Katrina stories that were solicited as an option 

for extra credit from students in four library and information science graduate classes in 
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fall 2005 and spring 2006 semesters (two classes of a core requirement course, LIS 605: 

Library Management; LIS 558: Internet Resources and Applications; and LIS 656: 

Online Public Services). This was a convenience sample rather than a random sample, so 

the results of the study are not generalizable. 

 

Definitions 

Resilience is “the ability to recover readily from illness, depression, adversity….; 

 buoyancy” (Dictionary.com, 2007). 

Narrative is “a story or account of events, experiences, or the like” (Dictionary.com, 

 2007). 

 

Assumption 

 It is assumed that the students’ stories are accurate accounts of their Hurricane 

Katrina-related problems, emotional states, and coping strategies.  

 

Importance of the Study 

 While the results of this limited study are not generalizable, it is important to 

document the problems faced by university students after Hurricane Katrina as well as 

their coping strategies for the historical record.  In addition, analysis of the students’ 

Katrina-related narratives adds to the body of post-disaster research and can help to 

understand, to better prepare for and to aid in recovering from future devastating natural 

disasters. 
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The Literature of Success and Resiliency 

 
The literature of success has been attributed to Richard Covey.  In 2004, he wrote 

that not only surviving, but thriving in the world of today means “find your voice, and 

inspire others to find theirs” (Amin, Madjidi, 2007).   

 The related term “resilience” is from the Latin resilire, meaning to spring back or 

rebound.  Bernard (1991) lists  five resiliency traits: social competence (responsiveness, 

cultural flexibility, empathy, caring, communication skills, and a sense of humor); 

problem-solving (planning, help-seeking, critical and creative thinking); autonomy (sense 

of identity, self-efficacy, self-awareness, task-mastery, and adaptive distancing from 

negative messages and conditions); and a sense of purpose and belief in a bright future 

(goal direction, educational aspirations, optimism, faith, and spiritual connectedness). 

 Jones (2006) listed nine of the protective factors from the literature of resiliency 

research that can be taught and so are particularly relevant for educators and librarians: 

1. Making connections and being mentored 
 
2. Reading 
 
3. Problem-solving and information skills. 
 
4. Social skills 
 
5. Life skills 
 
6. Hobbies and interests 
 
7. Careers 
 
8. Taking care of others and volunteering 
 
9. Participation at school, church, and community.  
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Character traits such as resilience, optimism, kindness and self-efficacy are part of 

a body of literature known as positive psychology (Groden, et. al).  Positive psychology 

promotes subjective happiness which is seen to assist with general coping strategies.   

 
 

Method 

According to Fisher’s narrative theory (1987), man is Homo narrans (man the 

storyteller). Humans are narrative beings and rationality is determined by “their inherent 

awareness of narrative probability, what constitutes a coherent story, and their constant 

habit of testing narrative fidelity, whether the stories they experience ring true with 

stories they know in their lives” (1985, 64). 

Narratives from seventy-two library and information science students relating 

their experience of Hurricane Katrina while enrolled at the University of Southern 

Mississippi in Hattiesburg, Mississippi were collected in fall 2005 and spring 2006 

semesters.  Students were offered extra credit points for submitting their narratives in 

four classes, including two in library management, a core course required for the MLIS 

degree. Students were self-selected in that they volunteered to relate their experiences. 

Their identities were held in confidence. 

These narrative texts were analyzed and coded using NVivo7 qualitative software 

for problems or difficulties experienced as a result of Katrina and also for coping 

strategies and resilience indicators.   The resulting coded responses were compiled and 

analyzed to identify recurring patterns or themes.   

The text was then analyzed for frequently-occurring words or terms. The 

frequencies of particular words or terms related to the identified themes were ranked by 
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number of occurrences, which may be one indicator of the relative importance of those 

words or terms to the interviewees. 

 

Results 

 Analysis with Textalyser software indicated that the 72 narratives contained 

25,363 words and 3,511 different words.  The narratives were composed of 1,579 

sentences, with an average sentence length of 16.22 words.  Average readability, as 

determined by the Gunning-Fog Index (1993) (6-easy to 20-difficult), was determined to 

be 7.9 

 

1.  What are some of the Hurricane Katrina-related problems identified by 

students? 

 Some Hurricane Katrina-related problems identified by coding the text using 

NVivo7 software were lack of essentials such as water, food, gasoline, and lack of 

electric power for days or weeks in the August heat. Another frequently-cited problem 

was lack of communication and information - cell phones did not work, telephone and 

electric lines were down.  Some mentioned lack of money and some noted concern about 

lost jobs, continuing their education, about lost or damaged computers, and lack of access 

to computers.   

Text analysis indicates frequently-used terms related to post-Katrina problems 

were:  power or electricity (100 times); water (62 times); gas/gasoline (56 times); 

Internet, radio, television, or information (48 times); phone/telephone or communication 
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(47 times);  food/foods (31 times); hot, heat, or (lack of) air conditioning (22 times); 

blocked road or debris (14 times); displaced or homeless (9 times); and money (7 times).  

Missing loved ones was mentioned by three students (the bodies of the aunt and 

uncle of one student were found weeks later). Three students were concerned about loss 

of jobs; two worked at libraries that were completely destroyed and one worked at a 

casino that was destroyed. 

 

2.  What descriptive terms did students use that indicate their feelings and 

emotional states post-Katrina?   

Frequently used terms to describe students’ feelings and emotional state included: 

worry/worried/worrying or concerned (17 times); suffer/suffering or stress (13 times); 

afraid, fear, or  scared (12 times); tears, or cry/cried/crying (9 times); threatened or 

trapped (7 times); horror/horrible or nightmare (7 times); 

devastated/devastation/devastating (7 times); prepared (6 times); anxious or angry (5 

times); and guilt/guilty (4 times). 

 

3.  What “resiliency indicator” terms (defined by Jones 2006) did students use that 

indicate coping strategies?   

General themes in the narratives related to coping strategies or “resiliency 

indicators” were gratitude that their loss was not as severe as others, helping others, 

volunteering at or donating to area churches, the American Red Cross and community 

centers, and learning from the experience to become more prepared for future storms.  
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Word frequency analysis indicated the following frequently-used terms related to 

resiliency: survived, spared, rescued, escaped, safe or alive (32 times); 

thank/thanks/thanked/thankfully, appreciate, or gratitude (22 times); luck/lucky or 

fortunately (17 times);  gave or donated/donations (17 times); read/reading (13 times); 

helped or shared (12 times); learn/learning (9 times); volunteer/volunteers (8 times); and 

pray/ prayed/prayers (8 times). 

 

Discussion and Examples 

Post-Katrina Problems 

According to word-frequency analysis, the rank order of terms indicating post-

Katrina problems included: 

1. (lack of) electrical power 

2. (lack of) water 

3. (lack of) gasoline 

4. (lack of) information 

5. (lack of) communication 

6. (lack of) fresh food and food spoilage due to power outages 

7. heat and lack of air-conditioning 

8. blocked roads, debris 

9. displaced or homeless 

10. (lack of) money 

 

Some examples of post-Katrina problems noted in students’ narratives included: 

“Our two biggest hardships were power outages and gas shortages.” 

“Realizing that we definitely wouldn’t have any power for a while because the 
tree that fell broke our power pole, we started looking for flashlights, candles, 
batteries, glow in the dark gidgets and gadgets, etc.”   
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“All the trash and rubbish looks awful.  The roads are just full of it and 
everywhere you look it’s the same ole thing. Trees, trees, and more trees… I have 
never seen so many downed trees.  Some places look like a bomb just blew up.” 
 
“We worked steadily from 7:30 to 3:30 clearing a path in the driveway. With no 
electricity and no air conditioning, we decided to camp out at the barnhouse since 
it would be a little cooler. We heard very little news about Lucedale on the radio 
as the local station wasn’t on the air, and neither was Biloxi. News from Mobile 
indicated that Biloxi and Gulfport were practically leveled. I worried about 
friends there, but there was still no cell phone service. Exhausted from road-
clearing, we tried to sleep in the heat.” 
 
“… then became nomads for the next five weeks. We rent a small house in….. 
The western edge of the storm passed through this area, leaving a wide path of 
destruction… All power, phones, gas and other utilities were completely wiped 
out.  …. (We were) under mandatory evacuation and we were not allowed to 
return until almost three weeks after the storm. …I still do not have a refrigerator. 
Mine was ruined by mold and bugs that set in during our weeks away and my 
landlord continues to put off replacing it.” 
 
“A result of the power being out was that I had to throw away everything in my 
freezer, which I absolutely hated to do knowing so many people were without 
food.  But it was spoiled so did what we had to do.” 

 
“It was a very unusual feeling to be without power, water and phones (even the 
cell phone towers were down) and have no idea when they would be restored.” 
 
 
 

Post-Katrina Emotional States  
 

According to word-frequency analysis, the rank order of terms indicating post-

Katrina feelings and emotional states noted in their narratives were: 

1. worry, concern 

2. stressed, suffering 

3. fearful, scared 

4. cried, crying 

5. feeling threatened and trapped 

6. feelings of horror and in a nightmare 

7. feelings of devastation 
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8. feeling prepared 

9. anxious, angry 

10. feelings of guilt 

 

Some examples of post-Katrina feelings and emotional states noted in students’ 

narratives included: 

“Lacking power, phone use, and extensive provisions, and with reports that weeks 
might pass before power was restored, we grew very concerned about our own well-
being” 
 
“I have been driven by stress, anxiety, and emotions for the past several weeks 
watching the place I love most dearly in the world collapse before my eyes and the 
PEOPLE I love get slighted by the insurance companies they've been religiously 
feeding premiums for supposed "full coverage" homeowner's insurance. I don’t know 
how they will all recover under the circumstances. We are all really broken right 
now... And I feel guilty being in Hattiesburg at school.” 
 
“Hurricane Katrina was a nightmare for me.  We were extremely blessed in that our 
home was safe, but it left emotional scars and frustrations that I pray time will ease.  
We did evacuate, and returning home was told that the power would only be out for a 
few hours.  The few hours turned into 5 days.  The torture for me was mental and 
emotional.  I have 3 children, 2 of whom have health problems.  Without power, the 
heat was stifling and I had to make sure they had enough water to drink, yet be 
concerned that the water supply we did have would not last.  The nearest store had no 
water or ice, and even though we went to other places there was no water, or ice.  To 
ease the tension on my kids, I would take them into the car, and we would sit for 
about 15 minutes with the air conditioner on, just to give them a few minutes of 
relief.  We were also without any type of communication from cell phones, or home 
phones.  This problem continues.  I am an overprotective Mom, and fearing that my 
kids would become ill and there was no hospital near was tough.”   

 

According to word-frequency analysis, the rank order of terms indicating post-

Katrina coping strategies noted in their narratives included: 

1. survived, rescued, escaped   

2. thankful, grateful 

3. lucky, fortunate 

4. gave, donated 
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5. read 

6. helped, shared 

7. learned 

8. volunteered 

9. prayed. 

 

Some examples of post-Katrina coping strategies noted in students’ narratives 

included: 

“My town looks like a war zone, but there is a wonderful sense of community that 
has come from this.  Neighbors are helping each other and visiting because there 
was no TV or electricity for so long.  It really makes you sit back and appreciate 
the small things in life.  We were so excited when the power came on even though 
we still could not run AC, we didn’t have to fight for gas.  Now that the creature 
comforts have been restored, I still see the community coming together to help 
each other and the tremendous amount of church groups helping.” 

 
“When Katrina hit and it actually registered with me how bad this hurricane was 
going to be, I knew right away I was going to keep a journal of the things I 
experienced during this time.  So I did just that….  I wrote each day some of the 
things I wanted to remember most.” 
 
“At first, no school and eating and reading by flashlight and candle was a 
novelty.” 
 
“Watching the trees swaying so far back and forth had my littlest one scared and 
my oldest son grabbed a blanket, flashlight and a book and hid them under the 
blanket and read to him on the way so he wouldn't notice the storm.” 

 
“I can only say I have learned a lot through this experience and I must thank the 
Lord for sparing my life and my home.  I still have my family and a place to lay 
my head at night.  I hope this is one thing I never have to live through again.”  

 
 

Seven of the nine protective factors that promote resiliency (Jones, 2006) were 

identified within the students’ narratives: making connections and exhibiting social skills 

as indicated by communication, giving and receiving help; reading; problem-solving and 
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information skills; life skills, indicated by survival in catastrophic circumstances; taking 

care of others and volunteering; and participation at school, church, and community.  

 
Librarianship and Service 

Within the discipline of library and information science, service to others and the 

community has an honored role which dates back 200 years.  The appeal of literature is 

focused on the values it holds for young adults, and reading focused on pleasure and 

information is a vehicle of understanding.  Reading in childhood enlarges one’s empathy 

for oneself and the human condition (Higgins, 2007).   Reading in adulthood is an 

extension of interest and intellect.   

Some library and information science students work in public libraries and many 

of their narratives focused on librarianship, including public service and promotion of 

reading, two factors that promote resiliency: 

“The week after Katrina, our library was inundated with evacuees from Louisiana 
(mostly) and some from Mississippi.  For two solid weeks, we consoled families 
as they tried to fill out the frustrating FEMA forms online, tried to get Red Cross 
aid, coddle scared children and grandparents, all while doing the normal feeding 
and living necessities.  We understood how scared they were….  We bought 
snacks for the kids, water for the grownups and offered food and a shoulder to cry 
on as they navigated the horrendously busy FEMA web site.  Everyone in the 
library was stressed, yet we knew exactly what the evacuees needed:  they needed 
to talk about their experiences, whether it was good or bad.  We heard about 
losses and we heard about rescued pets.” 
 
“… we dole out info to anyone who wants it.  This is a part of the changing face 
of librarianship (I believe) and it's how I’m being taught to respond to information 
needs.  Yes, I'm lucky.  But think about it, we as librarians are the translators of 
information for those who are technologically challenged.  We have to empower 
people with the information they need…. My director is ALSO making sure we 
are taking care of ourselves.  She offered counseling services if we felt we needed 
it to help us to be able to let go and get some sleep without worrying about all the 
damaged lives we've encountered all day.  One large reward for us is the smiles 
we get and the profuse thanks we get from our patrons.  We remind them that it is 
a LIBRARY that has provided them with what they needed.” 
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“The library I work at received very little damage.  Some ceiling tiles were down 
and rain blew in the book drop, so we lost those books.  We were very fortunate 
because the library has about 4 or 5 big windows across the side that could have 
easily been blown out….Now the aftermath at the library has been completely 
crazy.  Our computers that are available for public use have been extremely full 
since we re-opened.  We have a sign-in list a mile long most of the day.  It’s a 
great feeling to know you can help someone in the least of ways.”  
 
“(The) Library has been inundated with refugees… and inundated with a river of 
emotions. During afternoons of tearful drives home we have had to learn to accept 
the changes addition to our job descriptions: careful listeners and gentle reminders 
of hope:  ‘it will take a long time to recover from your experiences and losses, but 
you’ll do it!’ We offered our expertise with FEMA paperwork and computers, and 
a lot of local information…. It has been said that only time can heal but with the 
frequent occurrences and strengthen hurricanes, I think we will be continually 
reminded of the loss of life, homes, and property and consequently, will be slow 
to heal.” 
 
“The … Branch was without air-conditioning, but was filled with … evacuees 
from the (emergency shelter) next door … who were willing to ignore the heat 
and humidity.  We were trying to work as fast as we could to get evacuees on the 
library computers and to the FEMA sites.  There were also many people trying to 
locate aerial photos online of their … neighborhoods to see what became of their 
homes, as well as trying to locate missing family and friends.” 
 
“The infrastructure of the city is strained to the breaking point, and traffic is the 
easiest way to observe this fact.  But, despite all of the changes and hardships, I 
feel a sense of pride and accomplishment that so many people were helped by the 
library for which I work and its employees.  This experience proves that forced, 
rapid changes are not necessarily destructive to a library, but can, on the other 
hand, prove very beneficial.” 
 
 

 
Conclusion 

 
A thematic overview of the narratives indicated that the effects of Katrina on the 

individuals featured here was a story of courage in the face of adversity – not only for the 

individuals themselves, but as part of several communities.   These students did find their 

voices and did their best to “inspire others to find theirs” (Amin, Madjidi, 2007).  Clearly 

the resiliency traits of responsiveness, empathy, caring and communication skills, self-
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efficacy, and a sense of purpose and hope helped the individuals to cope.  It would seem 

to be no coincidence that these same characteristics are ideal indicators of not only 

positive psychology, but the service mentality indicative of professional librarianship.    
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A Paradigm Shift: A New Philosophy for Education 
Education is not a way to escape poverty — it is a way of fighting it.''  
Julius Nyerere, former President of the United Republic of Tanzania  

 

Introduction 

Plato asked not just who should be educated but also how. Noddings (1998) states that Plato 

began his discussion with an analysis of society's needs and the varieties of human talent. 

From an elaborate set of premises about the nature of real and utopian societies and the 

nature of human beings, he derived his recommendations for education. Dewey, on the other 

hand, made his recommendations by asking what the consequences might be if we made 

certain choices about our education.  Noddings also writes that while some philosophers 

believe that all children should have the same education, others argue that education should 

be tailored to the interests and needs of individual children. Socrates was concerned with the 

concept of justice in relation to education since different views of justice can give rise to 

different interpretations of such integral educational issues as equality and equity. 

(Noddings, 1998). 

More modern scholars of philosophy of education have continued to analyze and clarify 

concepts and questions that were central to education. Some of the questions that have been 

asked over time are: what should be the aims or purposes of education? Who should be 

educated? Should education differ according to natural interests and abilities? What role 

should the state play in education? While responses to these questions have differed over 

time to accommodate changing conditions and modernization, our current society seems 

focused on the question “Who should be educated? The resounding unanimous response is: 

“everyone.” Even as all pundits in America insist that all children can learn and all children 

should have access to equal education the reality belies this outcry.  

 

Poverty and Education in America 

Poverty has clearly been identified as one of the correlates of achievement levels for school 

children and nowhere has the issue been addressed so comprehensively as in the courts. The 

justice system has ruled to provide access to children in several equity law suits that 

emerged in the 70s with the Serrano v. Priest (1971) case in California. The courts are still 

concerned about equity and parity in education funding between and within districts as well 
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as with the role of the state in supporting schools, concepts which were the essence of the 

Serrano case. However, today the courts are emphasizing funding to be at an adequate level 

that allows all children to learn, all teachers must have necessary resources to teach at the 

level of high state standards, and that facilities are conducive to a learning teaching climate. 

As of May 2007, only in five states have their not been law suits challenging the 

constitutionality of funding to provide equal access to public school children no matter 

where they live or their socio-economic status. Of the remaining 45 states 21 have cases in 

progress and 24 have had cases which have affected the method of funding public education 

in the given state (Hunter, 2007). Rooted in the complaint of the plaintiffs is the fact that 

children living in poorer districts get less funds, and in many instances, less non-monetary 

resources for their schools. The question becomes, does less funding mean less access to 

equal educational opportunity and hence lower achievement levels, and the concomitant 

effects of lower achievement, for children in poorer schools? If the level of outcome for 

children in poorer school districts is lower, then can the people still support a philosophy 

that says all children in the democracy have access to education that prepares them to live 

and work in the society? 

Attempts to improve schools to meet the standard that all children should have access to 

equal educational opportunity have resulted in several methods of school reform. Some 

generated by the courts as in equity law suit in Kentucky, Rose v. Council of Education 

(1989), where the entire system of education was overturned when the courts felt that not 

only was funding inequitable but the entire system was not meeting state constitutional 

requirements. Also, in North Carolina, the case Leandro v. State (1997) served as the 

catalyst to generate funds that aimed to radically improving the poorer school district such 

that the changes would be permanent. School districts had to ensure that students met court 

mandated criteria upon graduation.  

These two cases are simply examples of the outcome of most of the lawsuits and the 

changes generated are typical of changes even in states where plaintiffs lost. Most state 

legislatures (46 states) have implemented school choice policies allowing school vouchers, 

tax credits for parents, and /or charter schools to provide more options for access to quality 

education for all (Center for Education Reform, 2007).  Yet, the overall picture shows that 

poorer states and poorer school districts tend to have lower achievement and less access to 
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instructional resources as the community needs compete successfully with funds for 

education. For example, in the case of schools in urban settings, the per pupil expenditure 

may well be the same amount as in the suburban areas in the same district, however, in 

many urban schools the classes are bigger, the children tend to come from a poorer 

background where economic demands of the community tend to require a higher portion of 

the local budget.  

This is evidenced in such equity suits as Leandro v. State and School Board of Livittown,v. 

Nyquist (1982)where city interveners joined the suit to show their greater needs. Generally, 

there are certain characteristics associated with urban schools that allow for inequity in 

funding and low achievement even if the two variables are not correlated (Financing schools 

1997, winter). Nationwide, approximately 20 percent of children were living in poverty, but 

30 percent of children in urban areas lived in poverty. In comparison, only 13 percent in 

suburbs and 22 percent of children in rural areas lived in poverty. Yet, in the early nineties 

28 percent of students attended urban schools, 44 percent attend suburban and 28 percent 

attended rural schools. Most of the 28 percent had lower achievement levels than their 

counterparts elsewhere (Lippman, L,. Burns, S., McArthur, E. et al., 1996). Further, higher 

income children in urban settings tend to go to private schools, thus leaving a high 

concentration of poor kids in the public schools (National Center for Education Statistics, 

1995).  

NCES reported that in 2001, 86 percent of students in private schools were in inner cities or 

large towns near the cities and 75 percent were white (NCES, 2005).  In 2004, NCES also 

reported that fourth graders in U.S. public elementary schools with the highest poverty 

levels score lower on the combined reading literacy scale compared to their counterparts in 

schools in higher income districts.  In addition, lower percentages of fourth graders in the 

highest poverty public schools in the country reach the upper two international benchmarks 

than their counterparts in lowest poverty schools. In the highest poverty schools, about three 

percent of the fourth grade students reach the top percent of international benchmark, while 

in the lowest poverty schools about 34 percent of the students reach the same benchmark. As 

is shown in Table I, if free and reduced lunch is used as a proxy for poverty measures, many 

of the students in high poverty districts are performing at levels lower than the national 

achievement level on reading literacy scale.  
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Table I 
U.S. public school fourth-graders’ average scores for the combined reading literacy scale, by the percentage of school enrollment 

eligible for free or reduced-price lunch: 2001  

 

 
NOTE: The United States met guidelines for sample participation rates after replacement schools were included. 

SOURCE: International Association for the Evaluation of Educational Achievement, Progress in International Reading Literacy Study 
(PIRLS) 2001, unpublished tables; United States Department of Education, National Center for Education Statistics (NCES) 

Common Core of Data (CCD), “Public Elementary/Secondary School Universe Survey,” 1999–2000.  
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Looking at the return to education, the point can be made that the students in poverty 
with low achievement levels are also geared to earn less once they join the labor force. 
Table II provides a snapshot of the distribution of income according to educational 
attainment.  
 
Table II 
Income by Educational Attainment of the population 18 years and older by Race, 2006 
(numbers in thousands) 
 

High School  
 
Both Sexes 
18 Years and over Not a Graduate 

Graduate, including 
GED 

.White     
..With Income 8,041 25,893 

...Median Income $22,068 $31,376  

...Mean Income $26,297 $36,854  
  

.Black    
..With Income 1,074 4,215 

...Median Income $20,783 $25,597  

...Mean Income $23,437 $29,373  
  

.Asian     
..With Income 382 966 

...Median Income $22,673 $26,696  

...Mean Income $29,026 $31,094  
  

.Hispanic (of any race)   
..With Income 4,799 4,485  

...Median Income $20,649 $25,327  

...Mean Income $22,986 $30,062 
  

Source: U.S. Census Bureau, Current Population Survey, 2005 Annual Social  
and Economic Supplement Internet Release Date: October 26, 2006 http://www.census.gov 
 
The income, if seen as return to educational attainment shows a gap at the median income 

level of about $5000 between earnings of non-high school graduates and graduates for all 

groups. Except for Asians, the gap using mean income as a measure is larger between 

groups based on their educational attainment. Blacks and Hispanics received the lowest 

return whether they had a high school diploma or not. Note also that these two groups 

have the highest percentage of individuals living in poverty.  
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In other words if the issue of educational attainment was addressed as one of reducing the 

degree of poverty and its concomitant social issues that have proven to be a feedback 

loop to lower outcomes for education in many instances, then some of the lofty goals of 

education philosophers may be achieved. The level of interdistrict, intradistrict, and 

interstate inequities in school systems can be reduced by changes in tax policies 

surrounding local property tax rates. Redistribution of tax revenue at the micro level as 

well as similar policy changes at the intermediate and macro levels can influence state 

redistribution to support school and meet diverse student needs, so long as the policies 

are removed from any relation to income or wealth.    

The Economics of Education: A Broad Perspective 

In developing countries poverty is also associated with low levels of educational attainment 

(Filmer 2000). Poorly educated parents, while placing a high value on education, may be 

unable to provide the support, monetary and non-monetary, needed by their children. Even a 

lack of resources in the community can reduce the returns to education and discourage 

school attendance. Hence, geographic differences with concomitant economic and labor 

segmentation in these countries can compound the problem of under-education as well as 

unwillingness to invest in education. World Bank reports that the recurrent per-pupil 

expenditure in the wealthiest 10 percent of countries was more than 4.5 times that in the 

poorest 10 percent in 1997.  (Brown & Park, 2001). Venkatasubramanian (2001) posits that 

one of the reasons that poverty in developing countries is such an enemy to education is the 

fact that the opportunity costs attached to education are very high for the poor. Lack of 

knowledge and opportunity are part and parcel of being poor which is both a cause and an 

effect of insufficient access to quality education since they are more than likely in school 

districts without adequate resources.  Dropping out of school seems easier, especially if 

there are some means of increasing the household income by working instead. This of 

course could serve to perpetuate the poverty cycle since income earning capacity levels of 

productivity and capacity to improve quality tend to be less for the worker without the high 

school diploma. Furthermore, the relationship between education and poverty reduction is 

straight and linear as education is empowering as it enables participation in the development 

process; it inculcates the knowledge and skills needed to improve the income earning 
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potential and in turn the quality of life. Thus eliminating poverty requires providing access 

to quality education. 

Venkatasubramanian, as well as organizations such as the World Bank (1999), United 

Nations (1997), United Nations. (1999) have identified principles that are considered the 

basics for social, economic and political gains in developing countries if poverty is reduced:  

• avenues of communication that would otherwise be closed are opened, personal 
choice and control over one's environment are expanded, and opportunities for the 
acquisition of many other skills abound;  

• access to information through both print and electronic media become available; 
ability to cope better with work and family responsibilities improves as does self-
esteem and the confidence to exercise political will to participate in community 
affairs and influence political issues; 

• improved quality of education would give disadvantaged people the tools they 
need to move from exclusion to full participation in their society; 

• empowerment of occurs because educated citizens and workers have the skills to 
make democratic institutions function effectively, to meet the demands for a more 
sophisticated workforce; 

• exposure to new ideas, concepts and attitudes that form part of the basis for social 
change from within the society; 

• access to the socialization process obtained by attending school that allows for the 
development of the values and mores of the society;  

• introduction to the system of government and the concept of governance. 
Educated persons are more likely to vote and participate in local and national 
government. They are more likely to demand better and more accountable 
government, thus creating demand for improved governance. Education is linked 
to empowerment, and a major manifestation of empowerment is the demand for 
better governance. 

These are the very goals that American educators have articulated in various forms. Hence, 

it seems that the goal of reducing poverty is common to most nations to ensure survival of 

the body politic.  

Perhaps then the boundaries of the paradigm should shift to accommodate new assumptions 

and a more realistic philosophy of education that included:   

The eradication of poverty as one of the inputs of public education such that all 

participants can be prepared to live in the democracy. 

Conclusion 

The continuing challenge for education is to ensure that all people have the knowledge and 

skills necessary for continuing human and economic development and for breaking the 
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poverty cycle. The linear relationship between education, poverty and empowerment is, 

however, governed by the circumstances of a country and within a country in particular 

state. Education, thus, influences and is influenced by the context in which it is developed. 

This synergistic relationship implies that education has to be as it responds to changing 

social and economic needs and that education in and of itself is a force for social and 

economic change as people become more empowered and more productive and able to 

accumulate wealth. The combination of increased earning ability, political and social 

empowerment, and enhanced capacity to participate in community governance is a powerful 

instrument for helping to break the poverty cycle. In fact, education is the primary vehicle 

by which economically and socially marginalized adults and children can lift themselves out 

of poverty and obtain the means to participate fully in their communities. (World Bank, 

1999) 

Overall in America the quality of education is still a function of the wealth of parents and 

the district’s property value rather than the wealth of the state. This was the issue in the 

1970s when the fiscal neutrality theory was used as the basis for equity lawsuits. Hence, the 

provision of education would be fulfilling that dictum if one of the tenets for reform was on 

the elimination wealth differences as a function of school funding and access to quality 

education – a paradigm shift.  
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Abstract 

Several international studies have found that attitudes towards school often 

predict students’ academic achievement with more favorable attitudes being 

associated with higher levels of achievement. Although these attitudes are most 

commonly assessed with written statements and rating scales, this study 

investigated adolescents’ drawings. The participants were 340 adolescent 

students (160 girls, 180 boys; mean age = 13.31) from seven countries (46 – 50 

from each country) who drew pictures of mathematics and reading. This paper 

provides several examples of drawings, includes the eighteen-item scoring 

system, reports on the satisfactory reliability and validity of the scoring system 

and concludes that using adolescents’ drawings to understand their views toward 

academics is especially valuable because drawings allow for open-ended 

expression and culturally relevant ideas.  
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The reliability and validity of using adolescents’ drawings to understand their 

attitudes towards mathematics and reading: An international perspective 

In children’s education reading and mathematics are of utmost 

importance; the following quotations by leading educators acknowledge the 

worldwide importance of reading and mathematics abilities. “Learning to read is 

valued by many cultures and the ability to read is regarded as the most 

fundamental goal of education (Strommen & Mates, 2004, p. 188). “The need to 

understand and be able to use mathematics in everyday life and in the workplace 

has never been greater and will continue to increase (National Council of 

Teachers of Mathematics (NCTM), 2007, p. 1).  

Students’ abilities to read and perform mathematics are strongly related to 

their attitudes. Positive attitudes towards mathematics are associated with higher 

math achievement (Hackett & Betz, 1989; TIMSS, 2003); the relationship 

between reading attitudes and reading achievement is well established (Kush, 

Watkins & Brookhart, 2005; OECD, 2003). These aforementioned studies 

compared students’ achievement test scores with their self ratings on surveys of 

educational attitudes. Children’s drawings provide an additional method for 

understanding attitudes towards school subjects and drawings are more open-

ended and expressive than surveys in which participants rate responses to 

predetermined statements. 

Thinking that drawings might be an effective tool for getting information 

about attitudes about math, the author first used drawings of mathematics as part 

of a multi-method approach to evaluate the effectiveness of a year long 
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educational intervention entitled, “For the Love of Mathematics” (Stiles, 1995). 

For the evaluation, the math drawings and comments of 275 children and 62 

teachers were scored by independent raters according to 15 categories. 

According to the drawings of math, the participating children and teachers tended 

to view math in a better light than the non-participating teachers and children. 

When the drawings and comments about math completed by 2nd and 3rd graders 

were compared with 5th and 7th graders, the younger children appeared to be 

much more positive and less negative about math.  

Several years later, in 2003, drawings of reading were studied when 150 

young adolescents from the U.S., Mexico, and South Africa drew pictures of 

reading, wrote about reading, and answered the ten question recreational 

subscale of the Elementary Reading Attitude Survey (ERAS). In this study 

drawings and comments were evaluated according to twelve criteria (Stiles, 

Wilkinson & Sebben, 2003). The main results were that drawing scores were 

significantly associated with ERAS scores, the drawings proved valuable for 

cross-cultural research, and the attitudes toward reading were more favorable in 

Mexico and South Africa than in the U.S. 

Drawings of mathematics were studied again when 225 young 

adolescents from the U.S., Ghana, and South Africa drew pictures of 

mathematics and wrote about mathematics. In this study drawings were scored 

by independent raters according to 16 criteria (Stiles, Adkisson, Sebben & 

Tamashiro, 2006). The main results were that drawing scores were significantly 

associated with the TIMSS statements and students in the advanced/high level 
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mathematics classes tended to have more positive math drawings than students 

in the basic/low level classes. Once again drawings proved to be valuable for 

cross-cultural research. Math was more highly praised in Ghana and South Africa 

than in the U.S. The current study expands the math and reading drawings to 

seven countries: USA, Mexico, South Africa, Ghana, Switzerland, Iceland, and 

Singapore. 

Method 

Participants 

 The questionnaires of 340 young adolescent students were 

selected from a much larger sample of drawings from the USA, Mexico, South 

Africa, Ghana, Switzerland, Iceland, and Singapore. Questionnaires were 

selected so that the sample from each country would be as similar as possible in 

terms of number of participants, age, gender distribution, and socioeconomic 

status. Between 46 and 50 were selected from each country for analysis due to 

the large discrepancies between the number of questionnaires originally 

gathered from Ghana (46) at the low end and the USA (385) on the high end. 

The participants included 160 girls (mean age = 13.35) and 180 boys (mean age 

= 13.28). 

Materials 

 The instructions for mathematics were: Draw a picture of math and write 

about math. You can draw your feelings about math and your experiences with 

math. The instructions for reading were almost identical: Draw a picture of 
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reading and write about reading. You can draw your feelings about reading and 

your experiences with reading. 

 

Procedure 

Student participation was voluntary and anonymous; the data were 

collected by the author and teachers in school classrooms from USA, Mexico, 

South Africa, Ghana, Switzerland, Iceland, and Singapore – all countries 

participating in a variety of research projects concerned education and learning. 

On the questionnaires, participants indicated their ages, genders, and 

nationalities, but not their names. Math and reading drawings were scored 

according to eighteen categories. See Tables 1, 3, and 5 for inter rater reliability.  

Results 

Presented here are examples of drawings, the eighteen-item scoring 

system, and reports on the satisfactory reliability and validity of the scoring. The 

results are divided into three sections:  positive, negative, and mixed or neutral 

views of math and reading. 

Positive attitudes towards mathematics and reading 

 The first seven items of the eighteen-item scoring system concern positive 

attitudes. 

Table 1 
Criteria for Scoring, Frequency of Occurrence, Differences Between Math and Reading, and 
Inter Rater Reliability of Adolescents’ Positive Drawings of Math and Reading 

 %  
Math 
N = 298 

% 
Reading 
N = 311 

Inter 
Rater 
Reliability 
Kappan 

Does the drawing have a positive tone 
or any positive aspects? 
(Smiley faces, exclamation points (in most 

 
30.0 

 
48.3*** 

 
.82 
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cases), papers with high grades, balloons with 
positive comments from characters’ mouths, 
smiles on faces of any people, thumbs up). 
Do the comments have a positive tone 
or any positive aspects? 
(“Cool”, “I like reading, “I enjoy math”, “It’s fine”) 

 
47.5 

 
66.3*** 

 
.78 

Is math or reading shown or described 
as relevant, useful or worthwhile? 
(“Reading will help you in your career.” “A vital 
act”, “Necessary for science”. “We use it 
everyday.”) 

 
23.0 

 
28.2 

 
.80 

Is math or reading shown or described 
as interesting, intriguing or engaging? 
(“Jumps out at you”, “More and more enticed”, 
“Really sink into it”, “Interests me.” “You can’t put 
it down.”) 

 
18.3 

 
30.3** 

 
.67 

Is math or reading shown or described 
as being liked or loved?  
(In the drawing is a student smiling and/or 
learning represented as enjoyable? Are there 
pictures hearts around math or reading?) 

 
21.4 

 
33.2** 

 
.71 

Is math or reading shown or described 
as fun? 
(Laughing illustrated.  “Ha! Ha! Ha!”  “It’s always 
fun!”) 

 
6.8 

 
18.8*** 

 
.84 

Does the description offer profuse praise 
of math or reading?  
(“I adore math.” “Glorious”, “Beautiful”. “One of 
the best expressions of my life.”) 

 
10.4 

 
13.1 

 
.87 

* = p <.05, ** = p <.01, *** = p <.001 

Figure 1 shows a positive drawing of mathematics by a 12-year-old girl 

from Singapore.  
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Figure 2 shows a positive drawing of reading by a 16-year-old girl from Iceland.  
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 Table 2 is entitled, “Evidence of Validity of Adolescents’ Positive 

Drawings of Math and Reading.” 

Table 2 
Evidence of Validity of Adolescents’ Positive Drawings of Math and Reading 

Does the drawing have a 
positive tone or any positive 
aspects? 
 

Positive attitudes towards math are associated 
with higher math achievement (Hackett and 
Betz, 1989; TIMSS, 2003) Younger children’s 
drawings more positive than those of older 
children, p < .05 (Stiles, 1995). Drawings of 
students in advanced math classes more 
positive than those of students in basic math 
classes, p < .01. Positive drawings correlated 
.25 with having high self-confidence in learning 
math. The relationship between reading 
attitudes and reading achievement is well 
established (Kush, Watkins & Brookhart, 2005). 
Approximately half of drawings of reading 
contain a positive tone and the drawings of 
reading correlate .56 with scores on the 
Elementary Reading Attitude Survey (ERAS). 

Do the comments have a 
positive tone or any positive 
aspects? 
 

Younger children’s comments more positive 
than those of older children, p < .01. 
Approximately half of comments on the 
drawings about reading contain a positive tone 
and the drawings of reading correlate .61 with 
scores on the ERAS. 

Is math or reading shown or 
described as relevant, useful 
or worthwhile? 
 

Math depicted as relevant and useful correlated
.22 with the desire to take more math. “The 
ability to read is regarded as the most 
fundamental goal of education” Strommen & 
Mates, 2004, p. 188. Drawings depicting 
reading as useful correlate .45 with scores on 
the ERAS.  

Is math or reading shown or 
described as interesting, 
intriguing or engaging? 
 

Similar to the findings of Fredricks & Eccles, 
2002), younger children’s drawings show more 
interest in math than those of older children, p <
.05. Higher reading engagement is associated 
with higher reading achievement and life long 
learning. 

Is math or reading shown or 
described as being liked or 
loved?  
 

Similar to the findings of TIMSS (2003), the 
drawings of students in advanced math classes 
expressed loving or liking math more often than 
students in basic math classes, p < .001. 
Enjoyment on math drawings correlated .26 
with positive math attitudes. Girls expressed 
greater enthusiasm than boys towards reading 
on their drawings and the ERAS. Higher 
reading engagement is associated with higher 
reading achievement and life long learning 
(OECD, 2004; Strommen & Mates, 2004). 
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“Readers love reading” (Strommen & Mates, 
2004, p.  185). 

Is math or reading shown or 
described as fun? 
 

Pleasure in reading is linked to the cognitive 
aspects of reading (Irwin, 2003; Williams, 
2004).  

Does the description offer 
profuse praise of math or 
reading?  
 

When compared to the USA, adolescents from 
Ghana and South Africa were more 
enthusiastic about math on a math attitudes 
survey and also more likely to profusely praise 
math on their math drawings (p. <.001). 

 

 

Negative attitudes towards mathematics and reading 

The next four items of the eighteen-item scoring system concern negative 

attitudes. 

 
Table 3 
Criteria for Scoring, Frequency of Occurrence, Differences Between Math and Reading, 
and Inter Rater Reliability of Adolescents’ Negative Drawings of Math and Reading 

 %  
Math 
N = 298 

% 
Reading 
N = 311 

Inter 
Rater 
Reli-ability
Kappan 

Does the drawing have a negative tone 
or any negative aspects? 
(Weapons directed at math, books on fire, X 
through math items or books, throwing math or 
reading into trash cans, NO MATH or NO 
READING symbols, sweat dripping from 
characters, worried faces, negative balloon 
comments, frowns on the faces of any people)  
 

 
18.0 

 
9.4*** 

 
.92 

Do the comments have a negative tone 
or any negative aspects? 
(“I don’t like reading”, “I don’t enjoy math”, “No 
thank you”) 
 

 
31.6 

 
22.5*** 

 
.78 

Is math or reading shown or described 
as boring or tedious? 
(Students shown sleeping. Z’s. “Boooring”, “It 
bothers me”) 
 

 
8.6 

 
11.5 

 
.92 

Is math or reading shown or described 
as frightening, loathsome or repugnant? 
“Hate”, “Very dislikeful”, “Bang!” 

 
11.0 

 
4.4*** 

 
.91 
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* = p <.05, ** = p <.01, *** = p <.001 
 
Figure 3 shows negative views towards mathematics by a 13-year-old 
boy from South Africa. 

 

Figure 4 shows negative views towards reading by a 14-year-old boy from 

Switzerland.  
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Table 4 is entitled, “Evidence of Validity of Adolescents’ Negative 

Drawings of Math and Reading.” 

 
Table 4 
Evidence of Validity of Adolescents’ Negative Drawings of Math and Reading  

  
Does the drawing have a 
negative tone or any negative 
aspects? 
 

Similar to the findings of Brush (1981), younger 
children’s drawings were less negative than 
those of older children, p < .01. Students with 
more negative elements in drawings less likely 
to want to take more mathematics. p < .01, be 
self-confident in math, p < .05, and enjoy math,
p < .001. Students in advanced math classes’ 
drawings more positive than those of students 
in basic math classes, p < .05. Drawings of 
reading having a negative tone or any negative 
elements correlate -.67 with scores on the 
Elementary Reading Attitude Survey (ERAS). 

Do the comments have a 
negative tone or any negative 
aspects? 
 

Younger children’s comments less negative 
than those of older children, p < .001 for both 
reading and mathematics (Ivey & Broaddus, 
2001; Stiles et al., 2003). Similar to the 
findings of Brozo and Schmelzer (1997) and 
Millard (1997) boys from the USA and South 
Africa expressed more negative attitudes than 
girls on both the ERAS and their comments. 

Is math or reading shown or Younger children think math is less boring math
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described as boring or 
tedious? 
 

than older children, p < .01. Thinking that math 
is boring negatively correlated (-.30) with 
enjoying math p < .001. Depicting reading as 
boring or tedious correlates -.56 with scores on 
the ERAS. 

Is math or reading shown or 
described as frightening, 
loathsome or repugnant? 
 
 

Younger children think math is less frightening, 
loathsome, and repugnant math than older 
children, p < .01. Depicting reading as 
frightening loathsome or repugnant correlates -
.59 with scores on the ERAS. 

 

Mixed and neutral attitudes towards mathematics and reading 

The last seven items of the eighteen-item scoring system concern mixed 

or neutral attitudes. 

Table 5 
Criteria for Scoring, Frequency of Occurrence, Differences Between Math and Reading, and 
Inter Rater Reliability of Adolescents’ Mixed and Neutral Drawings of Math and Reading 

 %  
Math 
N = 298 

% 
Reading 
N = 311 

Inter 
Rater 
Reli-ability
Kappan 

Do the drawings or comments show mixed or 
ambiguous characteristics?  
(A dual positive/negative nature? Unclear or 
ambiguous? “Sometimes it’s confusing.” “When 
I finally get it, I love it.” “Just okay, nothing 
special.”) 

 
18.3 

 
12.0 
 

 
.79 

Is math or reading shown or described as 
easy or not difficult? 
(“Isn’t very complicated”, “Simple and easy”) 

 
5.2 

 
2.3* 

 
.84 

Is math or reading shown or described as 
hard or difficult?  
(“I need help.” “Frustrating”, “Cannot crack the 
question”,  “Works your brain.” Head held in 
hands.) 

 
27.9 

 
4.4*** 

 
.81 

Is math or reading described in a lengthy 
way?  
(Comments of 40 words or longer) 

 
2.9 

 
5.2 

 
1.00 

Is math or reading described as a diversion?  
(“A vacation from reality”, “Opens up a whole new 
world”, “Takes my mind off things.” A game?) 

 
6.0 

 
13.3*** 

 
.66 

Is there abstract, deep thinking, or formal 
operational understanding about math or 
reading evident in the drawing or the 
comments? 

 
34.2 

 
24.5** 

 
.71 
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(Equations, formulas, geometry, great works of 
literature, comments about metaphors, themes, 
symbolic meanings) 
In the drawing or comments is a teacher, 
teaching, or teaching methodology 
mentioned or represented? 
(Teacher shown as the devil. “I like my teacher 
very much.” “Our teachers should take another 
approach.”) 

 
25.9 

 
9.4*** 

 
.84 

* = p <.05, ** = p <.01, *** = p <.001 
 

 

 

Figure 5 shows mixed and neutral feelings about mathematics by a 14-year-old 

boy from Mexico. 
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Table 6 
Evidence of Validity of Adolescents’ Mixed and Neutral Drawings of Math and Reading 
Do the drawings or comments show 
mixed or ambiguous characteristics? 
 

Younger children’s drawings less mixed than 
those of older children, p < .001  Drawings of 
students in advanced math classes more 
mixed than those of students in basic math 
classes, p < .05. 
 

Is math or reading shown or 
described as easy or not 
difficult? 
 

Younger children more likely to show math as 
easier than older children p < 01 
 

Is math or reading shown or 
described as hard or difficult?  
 

Similar to the findings of TIMSS (2003), 
advanced math students described math as 
hard. Younger children less likely to show math 
as hard than older children p < 001 

Is math or reading described 
in a lengthy way?  
(Comments of 40 words or longer) 

 

Is math or reading described as a 
diversion?  
 

Reading is considered to be considerably more 
entertaining than mathematics. 

Is there abstract, deep 
thinking, or formal operational 
understanding about math or 
reading evident in the drawing 
or the comments? 
 

Formal operational thinking emerges in early 
adolescence. Younger children’s drawings less 
abstract than those of older children, p < .001 

In the drawing or comments is 
a teacher, teaching, or 
teaching methodology 
mentioned or represented? 
 

Teachers make a difference in math attitudes 
(Geary, 1994; Wigfield et al., 1991). “It is well 
established that teachers can impact student 
attitudes toward reading” Kush et al., 2005, p. 
39) 

 

Discussion 

Tables 1 through 6 provide ample evidence of the satisfactory reliability 

and validity of using drawings as an additional method for understanding 

children’s attitudes toward school subjects. Inter rater reliability ranged from .66 

to 1.00. Other reliability measures were deemed not appropriate for drawings of 

reading and mathematics. Educational programs often seek to improve students’ 

attitudes; because math and reading attitudes can change, test-retest reliability 
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was not evaluated. Evidence of content and construct validity was gathered from 

the professional literature, from correlations with other measures, and from 

comparing the drawings of groups expected to have different attitudes towards 

math and reading. The face validity of using drawings to assess attitudes can be 

summarized by the expression, “A picture is worth a thousand words.” Children’s 

drawings of mathematics and reading are much more evocative and expressive 

than their words. Drawings depicting weapons directed at math, books on fire, X 

through math items or books, throwing math or reading into trash cans, NO 

MATH or NO READING symbols, sweat dripping from characters, worried faces, 

negative balloon comments, frowns on the faces of any people  - all these truly 

express how much some children hate math or reading. 

Students from USA, Mexico, South Africa, Ghana, Switzerland, Iceland, 

and Singapore tend to have more favorable views of reading than mathematics. 

A drawing of a positive view is seen in Figure 2 in which a 16-year-old girl from 

Iceland described reading as “so wonderful” that her eyes are drawn as hearts. 

This drawing is contrasted by Figure 3, the drawing of a 14-year-old boy from 

South Africa who has shown all of the students as so bored with math that they 

have gone to sleep in class. 

Because attitudes towards mathematics and reading are strongly related 

to children’s achievement, teachers can and should use math and reading 

drawings to learn how successful they are being in encouraging self-confidence 

and positive academic attitudes in students. Reading and math drawings can be 

used for research purposes and are especially valuable for cross-cultural studies 
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because drawings overcome obstacles presented by translation of written 

statements and are enjoyable activities for youth worldwide. 
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Description of Problem 
 
 This study is an outgrowth of the Arkansas Best Practices Studies, which focused 

on identifying best practices at the school and classroom levels. Through analysis of three 

years of data, it became apparent that there were district-level practices that warranted 

further examination. The purpose of this study is to use qualitative methodology to 

identify practices utilized by districts over time. 

Background and Study Design 

 The Arkansas Best Practices Studies are a part of the national Best Practices 

studies developed by the National Center for Educational Accountability (NCEA) and 

Just for the Kids (JFTK). Through the collection of data for the Arkansas Best Practices 

Study, district level administrators were interviewed during the 2003-2004, 2005-2006, 

and 2006-2007 school years. A total of forty-two school districts have participated in the 

Arkansas Best Practices Studies. Of these districts, seven were included in multiple years: 

five across three years and two across two years. These districts are the focus of this 

study. 

 Data were collected through district-level interviews, including superintendents, 

assistant superintendents, curriculum directors, human resource directors, and district 

assessment specialists. A common set of questions was used for all three years of study, 

and all interviews were transcribed and subsequently analyzed using rigorous qualitative 

methods. Documents were also collected from each district, including materials on 

curriculum, hiring practices, school schedules, instructional practices, and 

parental/community support. 
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 Each transcript was read by two independent researchers to identify major themes. 

The transcripts were analyzed with a common rubric and summarized to identify district 

practices over time. In addition, documents were analyzed to further identify and explain 

practices within each district. From the analysis, a narrative was developed of how 

practices within each district evolved.  

Findings to be Reported 

 The final paper includes descriptions of the practices utilized in each of the seven 

districts. For each district, their approach to challenges and the change process will be 

examined. The key areas detailed will include district practices related to policies, 

curriculum, instructional practices, and assessment. 

 For example, we observed in one district the process of curriculum development. 

In the first year of study, the district had just begun to design a district-wide curriculum 

in mathematics and literacy. By the third year, the district had a fully developed, 

vertically aligned curriculum, and had initiated a curriculum revision process. 

 In another district, during the first year of study, the special education program 

was identified as a major challenge to student achievement. Over the course of the next 

two years, the district revamped their special education program. By the third year, the 

district had implemented the new special education program, and was continuing to 

identify areas of improvement in order to better meet the needs of their special education 

population. 

 Assessment was another area where districts needed to address changes brought 

about by No Child Left Behind. Results indicated that all seven districts have undergone 

changes in their implementation of assessment and utilization of the resulting data. 
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Research Implications 

 The results of this study will help inform educators about practices that districts 

utilize over time to address some significant issues. An in-depth look at how districts 

have changed over time should be valuable to superintendents facing similar situations. 

In addition, the results will be linked to previous research. 
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The Teaching Perspectives Inventory 
at Six Years and Sixty-Thousand Respondents 

 
Reliability and Validity of a Teacher Self-Report Inventory 

 
John B. Collins and Daniel D. Pratt 
Department of Educational Studies 

University of British Columbia 
Vancouver, BC, Canada 

 
The Teaching Perspectives Inventory measures teachers’ profiles on five contrasting views of what it means 
‘to teach’. The inventory is a free, self-report, self-scoring inventory that takes about 15 minutes to complete 
on-line at www.TeachingPerspectives.com   As an aid to self-reflection, developing statements of teaching 
philosophy, and professional discussions, the TPI promotes a more pluralistic understanding of  teaching 
beliefs, intentions and actions and equips respondents with a more explicit vocabulary for observing and 
interpreting their own teaching and that of others.  Six years of accumulated responses for over 60,000 
respondents in more than 100 countries has provided a rich data bank for analysis of the instrument’s 
reliability, validity, and utility. 
 
 
Background: Nearly three decades ago, Pratt and his graduate students began assembling evidence through 
lengthy observations and interviews to learn how teachers in adult and higher education conceptualize what it 
means ‘to teach’.  They assembled transcripts and observation notes for more than 250 teachers on two 
continents and in dozens of locations across five different countries – the United States, Canada, Singapore, 
China, and (then) Hong Kong.  This work is summarized in their 1998 text, Five Perspectives on Teaching 
in Adult and Higher Education.  As the title suggests, they identified five distinctly different views of what 
teachers do and why.  These they labeled Transmission, Apprenticeship, Developmental, Nurturing, and 
Social Reform.  In essence and substance, these perspectives are echoed in the work of Kember, Apps, 
Brookfield and others, although sometimes by different names and descriptions.  Further, they soon learned 
that in addition to variations in teaching perspectives, there were also differences in how commitment to 
teaching was expressed; different teachers held different Beliefs about teaching, or set themselves different 
Intentions to accomplish, or undertook different Actions in their instructional settings.  From their work 
emerged a powerful heuristic for simplifying the myriad things that can occur during any instructional event, 
a General Model of Teaching that abstracts a teaching session into five elements (teacher, learners, content, 
context, and ideals) and three relationships (teacher-learner, teacher-content, and learner-content). 
Collectively, these eight features helped researchers to organize and classify most any teacher’s narrative 
about how they taught and why, and to summarize teachers’ focal concerns in ways they could recognize 
themselves (and be recognized by their peers) in order to reflect meaningfully on their teaching and its 
possible improvements. 
 
Problem: However, to arrive at such ‘thick description’ required perhaps two to three hours of one-on-one 
interviews, observation, and subsequent analysis for each teacher.  The obvious question was whether there 
might be a more streamlined, self-reporting option that could characterize teachers’ perspectives faster and 
with less effort but with reasonable fidelity.  Thus was born a decade-long effort to develop a self-
administering inventory (eventually on-line, self-scoring, and with automated report-back) for respondents to 
typologize their individual profiles as teachers. 
 
Rationale: Pratt and his colleagues had collected hundreds of pages of transcripts, observations, field notes, 
and other phenomenographic data during their interviews with teachers in various academic, cultural, basic 
education, skills acquisition, religious/spiritual, and leisure learning settings.  Embedded in this data set were 
thousands of utterances reflecting teachers’ diversity of perspectives and commitments to teaching.  These 
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transcripts and field notes became the initial source of “I-statements” reflecting each item’s focus on certain 
perspectives while differentiating it from others.  Since the research team had first conjectured then ratified 
with each teacher what their dominant perspectives were, it was a straightforward task to abstract 
characteristic utterances from teachers in each perspective and to cluster them into categories believed to 
reflect Transmission, Apprenticeship, Developmental, Nurturing, and Social Reform.   
 
Thus our research questions for streamlining that process became: “Can selected utterances be refined and 
restated such that teachers’ differential endorsements of these statements reflect their dominant teaching 
perspectives and distinguish them from non-dominant or recessive perspectives?”, and “Can such an 
inventory demonstrate acceptable standards of reliability and validity?” 
 
Early History: From more than 200 of these original ‘stems’, items were reworded and refined to more 
expressly characterize one perspective and to distinguish it from the remaining perspectives.  In successive 
refinements, these were pared to 155, then 120 and finally to 75 items reflecting simultaneously balanced 
representations of Beliefs/Intentions/Actions and learner-teacher, learner-content, and teacher-content 
relationships (Chan, 1994, p. 84). One-week test-retest sorting into categories by ten experienced judges 
demonstrated an 80% consistency.  These 75 items yielded six clear factors (Apprenticeship emerged as a 
‘practice vs. modeling’ distinction) which Chan subsequently reworked as scale scores and tested against 471 
adult night school teachers’ socio-demographic characteristics and instructional practices.   
 
Subsequent to Chan’s analysis, the 75 items were revised once again and streamlined into a 45 item version 
with nine defining statements per perspective – each represented by three Belief statements, three Intention 
items, and three Action declarations. This 45-item version was first tested in paper/pencil format on several 
hundred respondents (including almost the entire student cohort graduating with University of British 
Columbia teaching certificates in 2000) and examined for scale consistency (α-reliability) and confirmatory 
factor structure.  These items together with background information about socio-demographic attributes and 
professional histories were placed on-line as a self-administering, self-scoring instrument in late 2000.  
Streamlining of web-page layout, response formats and background information questions continued into 
mid-2001.  In its current format, each question is a 5-point agree/disagree statement or a 5-point frequency 
report (Never, Rarely, Sometimes, Usually, Always). 
 
        Teaching should build upon what people already know.       SD      D       N       A      SA    (Beliefs) 
          I expect people to become committed to changing society.     N       R        S       U       A     (Intentions) 
          I encourage people to challenge each others’ thinking.        N       R        S       U       A     (Actions) 
 
Recent History:  In August of 2001, the current version of the TPI went on-line.  The data bank’s index case 
(August 17, 2001) is a Puerto Rican teacher/researcher whose subject specialty was curriculum and 
instruction and whose learners were mature adults.  By the end of that same day, three more had completed 
the inventory; within a week 54; by the end of the first month 342; and by year’s end 2001, there had been 
1066 respondents.  The hit rate has steadily expanded such that in 2007 the daily returns average just over 50 
per day and the respondent count has passed 65,000.  While the large fraction of respondents are located in 
the US (44%) and Canada (24%), there are more than 17,000 completed profiles from more than 120 
countries around the world.  Further, while most people reported English as their first language (79%), 
substantial numbers also reported Spanish (7.9%), French (1.2%), Mandarin (1.4%), Cantonese (1%), Hindi, 
Punjabi and more than 100 “other” languages (9.7%).  
 
Respondents: The TPI was designed principally with teachers in adult and higher education in mind, but 
respondents span the spectrum of educational roles.  About half reported their primary role as teacher 
(48.7%), administrator/manager (9.4%), practitioner (11.3%), researcher (3.4%), student (16.2%), or ‘other’ 
(10.8%).  Their instructional responsibilities included learning groups ranging from young adults (45.9%) to 
mature adults (18.1%), youth (17.7%), children (16.6%), older adults (1.3%), and seniors (0.3%), thus 
teachers of school-age children form about a third of the respondents.  Overall, substantially more women 
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had completed the TPI (66.7%) than men (33.3%).  A plurality of respondents report that their ‘usual 
learners’ are university undergraduates (22.2%), followed by graduate students (8.8%), community college, 
vocational, or adult night school learners (15.3%), secondary school learners (16.4%), elementary school 
learners (15.0%), and a variety of ‘others’ (general public, workshops, conferences).  Most teach in settings 
that grant university or college credit (35.9%), K-12 “credit” (22.7%), certificate or diploma recognition 
(15.4%), while 26.1% teach in non-credit learning situations.   
 
Respondents’ educational qualifications span the spectrum from high school diplomas (10.6%), through 
bachelors (40.2%), masters (27.5%), to doctoral degrees (12.5%).  “Other” designations in education (9.2%) 
often included specialty qualifications, current enrollment in masters or doctoral programs, or dual 
qualifications (MD+PhD).  While about 12% (mostly students) were at the beginning of their teaching 
careers, most respondents had substantial histories as educators (mean=8.3 years) or practitioners (8.7 years) 
and reported that teaching responsibilities consumed a majority of their professional responsibilities (55.2%).  
The large majority reported an employment homebase in the educational sector (70.9%) while others were 
located in health (12.2%), government (4.4%), business (4.3%), volunteer (1.4%) and “other” (6.8%).  
Nearly half reported that they were prompted to complete the TPI by some form of course requirement 
(48.3%), or a recommendation from a colleague or friend (21.3%), discovery while searching the web 
(9.1%), career search (6.9%), or “other” (14.5%).   
 
Report Back: The TPI website automatically scores each person’s answer pattern and provides an instant  
graphic “profile” of their scores which they can print off along with five paragraphs describing the essence of 
each perspective (Table 2) as well as a ten-step interpretation guide.  Respondents’ results are also 
automatically e-mailed to an address they supply while completing the questions.  The profile sheet consists 
of five vertical bars – one for each perspective – running from a theoretical minimum of 9 to a maximum of 
45. At the top of each bar is printed each respondent’s numerical totals as well as the three commitment 
subscore components which comprise the total.  Each bar is individually colored from the profile base up to 
the respondent’s total. 
 
Teaching Perspectives:  While scores could run a range of 9 to 45 suggesting a mid-range average of 27, in 
practice, scale means averaged around 34 suggesting an overall upward bias on the response scales (SD, D, 
N, A, SA or Never, Rarely Sometimes, Often, Always) of about 7 points.  Individual scale means varied 
from scale to scale [mean (std.dev)]: Transmission averaged 32.9 (4.6), Apprenticeship 36.1 (4.2), 
Developmental 34.5 (4.4), Nurturing 36.7 (5.0), and Social Reform 28.7 (6.0) indicating that items on the 
Nurturing or Apprenticeship scales were somehow generally more appealing (or socially desirable) than 
Social Reform or Transmission.  Table 1-A details these means, standard deviations, and other commonly 
accepted parameters of scale performance.   
 
Variations on Commitment:  Each perspective is comprised of three manifestations of ‘commitment to 
teaching’; Beliefs, Intentions, and Actions.  In Pratt’s foundational conversations with teachers, these 
expressions of commitment most often emerged early in the interviews (“Well, what I really believe about 
teaching is…” or “What I’m actually trying to accomplish with my learners is..” or “What I usually do in 
the classroom is…”), followed later by further disclosures indicating preferences for a Transmission 
perspective, or Apprenticeship, or Developmental, or Nurturing, or Social Reform.  Each Perspective Score 
is a nine-item sum of the three Belief items pertinent to that perspective, plus three Intention items, plus three 
Action items.  Thus, in addition to the five perspectives scores, people’s Belief scores can be aggregated 
across perspectives as can their Intentions and their Actions.  In theory, these commitment scores can range 
from 15 to 75 and would suggest a mid-range average of about 45. In practice, they average between 55 and 
56; Beliefs average 55.4 (6.3), Intentions 56.7 (6.8) and Actions 56.7 (6.6).  An inventory total across all 45 
items could range between 45 and 225, but averages 168.8 (16.6). Table 1-A shows these Commitment 
parameters along with the whole-scale total.  Evidence that these three ‘commitment scores’ can be summed 
to yield perspectives scores is confirmed by their reasonably high overall collinearity (α=.79).  
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Table 1.  Psychometric Properties of the Five TPI Perspectives Scales and Three Commitment Sub-Scales 
   
           Perspectives       Commitment__           

A: Parameters      Tr        Ap         Dv        Nu        SR           Bel       Int       Act          Total Num 
Mean                       32.9      36.1       34.5      36.6      28.7          55.4     56.7      56.7         168.8 67,028 
StdDev                    4.6        4.2         4.4        5.0        6.0        6.3       6.8        6.6           16.6      “ 
SIQR                     30-36    34-39     33-37   34-40    25-33        52-59   52-61   52-61       158-180      “ 
Min-Max                       9-45      9-45       9-45     9-45      9-45        15-5     15-75   15-75         49-224      “ 
n-Items       9      9        9        9          9        15   15   15              45     --- 
% Dominant                     13.3       37.5       18.4     51.0        2.7  ---   ---   ---              ---           “ 
 
B: Reliability 
Test-Retest (1-2)          .69   .62    .66       .69     .71       .63   .65   .68         .69      516 
Test-Retest (2-3)           .75         .75    .62    .65     .87       .72   .79   .74         .79        63 
α-Reliability          .72   .73    .70    .82      .83       .71   .78   .79         .89 69,076 
 
C: Convergent Validity 
Item Inter-Correlation  .22   .23    .21    .34     .35       .14   .19   .20         .15 67,028 
Mean Factor Loading  .56   .52    .50    .59     .57   ---    ---    ---          ---       “ 
Scale/Factor Inter-r  .90   .66    .77    .94     .88         ---     ---    ---          ---      “ 
 
D: Discriminant Validity 
Highest Cross-Scale Corr .46  .46   .45   .53     .50      ---    ---    ---          --- 67,028 
% CFV Accounted-for 9.9  8.9   6.5   5.3     5.0       ---       ---    ---         35.6%      “ 
 
E: Criterion Group Validity (Bias) 
Gender              -.03  .04   .04   .20    .03  .05   .06   .11         .09 67,028 
Education             -.05       -.05   .13      -.19      -.02            -.04  -.02  -.08        -.06 67,028 
Role: (Student/Teacher) .05  .09   .04      -.04    .04  .07   .03   .02         .05 35,352 
Experience   .00  .06   .13      -.03    .05  .06   .03   .05         .05 66,424 
Instruction Level  .01       -.01   .04      -.28      -.11            -.11  -.05  -.14        -.12 52,423 
First Language            -.11       -.03   .05   .05      -.21            -.18  -.03  -.01        -.09 67,028 
 
Key: Tr=Transmission, Ap=Apprenticeship, Dv=Developmental, Nu=Nurturing, SR=Social Reform, Bel=Beliefs, Int=Intentions, Act=Actions. 
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Dominant Perspectives:  In most instances, people’s TPI profile charts show a “stepped” configuration with 
one (and sometimes two) perspectives standing out notably higher than the remainder.  These prominent 
perspectives are those which teachers often describe as “where I’m most ‘at-home’” or “how I most often see 
myself”.  These are labeled one’s ‘dominant perspective’.  Similarly, one score is often notably lower than 
the remaining four, and is termed ‘recessive’.  On each respondent’s profile, two horizontal bars indicate the 
boundaries at or beyond which a perspective is either dominant or recessive.  Numerically, these are 
computed as plus-or-minus one standard deviation around the mean of each respondent’s five perspective 
scores, hence the spread separating dominant from recessive is individualized for each person.  Between the 
two bars are one’s “back-up” perspectives – skills and strategies that can be called on when needed but that 
are not always at the forefront of one “instructional tool-kit”. 
 
Among large samples of teachers, Nurturing is the most common dominant perspective (51%), followed by 
Apprenticeship (37%), Developmental (16%), Transmission (13%), and Social Reform (3%).  Nearly a 
quarter of the current respondents have two (and rarely three) dominant perspectives, so these percentages 
total to more than 100% (Table 1-A). 
 
Reliability:  Scale coherence and stability are required hallmarks of all multi-item inventories.  
Inter-item convergence.  Cronbach’s α-reliabilities for all 60,000+ respondents range from .70 for 
Developmental to .83 for Social Reform and average .76 across the five scales (Table 1-B).  All meet or 
exceed Nunnally’s .70 benchmark.  Inter-scale correlations ranged from .15 between Transmission and 
Nurturing to .58 between the Apprenticeship and Developmental scales and averaged .41 among the five 
scales combined.  Together, these results indicate reasonable convergent (within-scale) and discriminant 
(between-scale) inventory properties (Campbell and Fiske, 1959).  Further, none of the 45 items correlates 
nearly as highly on any adjacent scale as with the scale of which it is part.  Similarly, α-reliabilities for the 
TPI’s commitment components are .71 for Beliefs, .78 for Intentions and .79 for Actions, averaging .76.  

Test-retest reliability. The TPI’s test stability can be examined in more naturalistic venues than forced 
settings at one or two-week intervals.  Many respondents take the TPI more than once, sometimes later the 
same day, sometimes a few weeks apart, and occasionally at one or two year intervals “to see if much has 
changed” as they often explain. Table 1-B shows a selection of these first-to-second TPI results for more 
than 500 respondents indicating test-retest reliabilities averaging .67 and ranging from .62 for Developmental 
to .71 for Social Reform indicating passable stability over time.  A further subset of second-to-third 
administrations for a sample of 63 people showed even greater stability, averaging .73 and ranging from .65 
for Nurturing to .87 for Social Reform. 
 
Validity:  Many perspectives on validity exist; some of the more prominent are internal, external, face, 
concurrent, predictive, criterion-group, construct and consequential (Messick, 1989) and a variety of 
legitimate approaches exist to examine each such perspective.  Since the TPI is the first attempted 
operationalization of all five of these teaching perspectives, there are no pre-existing instruments to serve as 
external benchmarks, hence validity analyses must rely largely on internal or consequential approaches.  
 
Face validity.  Early in the item-refinement stages of the TPI’s development, a group of about 75 senior 
graduate students who were familiar with the conceptual underpinnings distinguishing the five perspectives 
(Pratt, 1998, pp 33-53) were assigned the task of sorting stacks of potential item statements printed one-to-a-
card into one or another of the five perspectives.  That they were able to accomplish this with about 95% 
accuracy suggested that – even at that early stage – the items were reasonable representations (and 
operationalizations) of the perspectives underlying them.  In subsequent workshops or face-to-face meetings 
with teachers to have taken the TPI, it is a common occurrence for people to exclaim “Oh yes, this is me”, or 
for colleagues who know each others’ teaching styles to share their profiles and to comment “Indeed this 
does capture you”, or (on more than a few occasions) to laugh and say “Boy! This has got you dead-to-
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rights”.  Thus there is gathering evidence – both anecdotal and systematic – for the face validity of the TPI’s 
items and scale results. 
 
Internal validity. Factorial approaches are convenient because (a) they examine the foundations on which the 
perspectives were derived and (b) they illuminate the contribution that each item makes to its respective 
perspective.  In brief, factorial studies confirm that (1) five factors is the optimal number, (2) each rotated 
factor accounts for roughly the same fraction of variance (5.0% to 9.9%), (3) each item is correctly assigned 
to its proper scale (4) factor scores correlate highly with scale scores (r~.83), and (5) that each item is more 
saturated with its perspective identity than with any of the commitment aspects (Beliefs or Intentions or 
Actions).   
 
The perspectives were originally intuitively and inductively from interviews with 250+ practicing teachers, 
and (a-above) the “germ” of each TPI item originated in their own statements.  The notion of commitment 
(Beliefs, Intentions, Actions) often emerged first in the interviews followed by further clarification as to what 
their intentions were and how they justified their teaching strategies.  Nevertheless the factorial emergence 
and structure of the TPI’s current 45 items is organized around perspective differentiation rather than 
commitment aspects, thus indicating that their own conceptual understanding of what it means “to teach” is 
structured (primarily) around distinctions among perspectives and (secondarily) around expressions of their 
commitment, even though those two components had emerged in reverse order in their narratives.   
 
As always, some items contribute more to the total variance accounted for and to the definitions of the 
respective factors (b-above) than do others.  No items had communalities less than .30 indicating that all 45 
items contributed meaningfully to the defining of one or another of the perspectives.  Principal component 
analysis yielded nine factors with eigenvalues greater than 1.00 and accounting for 50.8% of the common 
factor variance. Extractions of 9, 8, 7, 6, 5, and 4 factors were examined and several rotational strategies 
(both oblique and orthogonal) were tested over the course of inventory development.  The most satisfactory 
was a quartimax rotation incorporating all 45 items into one or another of five factors accounting for 39.7% 
of the CFV (3).  Items loading on more than one factor were virtually non-existent (3).  Nevertheless TPI 
scores are scale scores, not factor scores.  Evidence that the scales are faithful to their underlying factors is 
clear in the correlations (Table 1-C) between scale and factor scores – averaging .83 (4).  Specifically, the 
correlations of each perspective’s scale with factor scores are: Transmission .90, Apprenticeship .66, 
Developmental .77, Nurturing .94 and Social Reform .88.  Finally, the fact that each TPI item correlates 
much higher with its parent scale (r’s in the 60s and 70s) than with any adjacent scale (r’s in the teens and 
20s) confirms that scale items converge on their respective underlying concepts, but diverge from the latent 
continua of the other perspectives (5) since the rotated factors are both orthogonal and roughly equal-sized 
(Table 1-D). 
  
Predictive approaches confirm that teacher experience differentially predicts the Developmental perspective 
(r=.12) while practitioner experience predicts Apprenticeship (r=.14), gender predicts Nurturing (r=.20).  
Greater fractions of instructional (as opposed to administrative) responsibility predicts stronger endorsement 
of all TPI items (r=.14). The more “seasoned” these instructors were (minimum of five years experience, 
excluding students, researchers, administrators, etc), the higher were their scores on all perspectives (r=.10) 
except Developmental (r=.01) and Social Reform (r=.01).  As well, there are expected perspective 
differences among teachers of various grades or levels of student maturity. Nurturing scores were higher for 
elementary and secondary teachers than for university-level instructors; conversely, Developmental scores 
were highest for graduate level university instructors. Transmission scores were highest for secondary and 
vocational-technical instructors and lowest for teachers of pre-schoolers.  Grade level differences were 
weakly significant for all five perspectives (Table 1-E). 
 
Criterion-group differences. Tests for differences among recognized criterion groups can be helpful in two 
ways: (1) Face Validity: Logically expected differences help confirm that scales are operating as expected (Is 
Nurturing more evident among women than men?) and (2) Absence of Bias: As long as scale-to-scale 
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differences are generally small, scales can be assumed to be unbiased across different groups of responders 
(Do the scales perform similarly for people whose first language is not English as for native English-
speakers?).   
 
Gender differences were significant but small (ranging across the five perspectives from r= -.03 to +.20).  
Correlations with teachers’ educational levels were also generally small (r= -.19 to +.13), English as first 
language (r= -.21 to +.05), length of experience as a teacher (r= -.03 to +.12) or as a practitioner  
(r= -.04 to +.14), and fraction of professional time devoted to instruction (r= +.08 to +.11).  Women had 
slightly higher Nurturing scores, more experienced teachers had slightly higher Developmental scores, longer 
experienced practitioners had slightly higher Apprenticeship scores, respondents with higher education levels 
had somewhat lower Nurturing scores but higher Developmental scores, and people whose first language was 
other than English had slightly higher Social Reform totals.  Differences between people who reported their 
primary role as “teacher” vs. “student” were usually small, but significant.  Teachers were consistently one-
half to three-quarters of a point higher on Transmission, Apprenticeship, Developmental, and Social Reform, 
but students were three-quarters of a point higher on Nurturing. Still, none of these differences were so 
strong as to suggest the presence of scale bias (Table 1-E). 
 
Consequential validity.  Messick argues that there is no such thing as “validity-in-the-abstract”; a measuring 
instrument is valid only if it accurately and helpfully informs decisions or actions.  Thus, what educational 
operations are facilitated by information deriving from the TPI?  In workshops and debriefing sessions, 
teachers “see themselves” in their profiles and explanatory interpretations (Table 2).  Peers with varieties 
profiles ‘see themselves’, but also recognize their colleagues whose profiles are different from their own.  As 
well, they gain an expanded vocabulary of concepts and terminology which frequently find their way into 
personal statements of teaching philosophy.  More importantly, the fact that different people have different 
profiles confirms that there is more than one right way to teach (Pratt, 2002) and that people’s profiles and 
interpretational materials are powerful tools for faculty development exercises and group goal clarification.   
 
Self and peer observations are enhanced by having frameworks which remind observers that good teaching is 
much more than “doing it the way I would do it” (Courneya, Pratt & Collins, 2007).  The TPI is a central 
before-and-after descriptor of perspective change in year-long programs of faculty development at the 
University of California at Davis School of Medicine (Srinivasan, Pratt, Collins et. al. 2007), the University 
of Toronto School of Medicine, and the University of British Columbia Faculty Certificate Program on 
Teaching and Learning in Higher Education (Hubball, Collins & Pratt, 2005).   
 
At a more systemic level, the Teaching Perspectives Inventory is faculty development requirement at Strayer 
University where (to date) more than 350 faculty from across their 42 multi-state campuses have completed 
it.  At Republic Polytechnic, a new problem-based post-secondary institution in Singapore, all incoming 
faculty are required to complete the TPI during their one-week facilitation-training workshops.  About a year 
later, these new faculty assemble a portfolio of supportive materials to present at a certifying interview which 
includes a recent update of their TPI profile.  Their second profile is a significant predictor of faculty who 
will gain certification on the first iteration and distinguishes them clearly (η2=.31) from those whose 
certification will be delayed for a second or third year or who will ultimately leave the institution.   
 
On the web, the TPI is brokered via the University of Hawaii, Clemson University, Cornell University, 
Arizona State University, University of Dublin, York University, Minnesota State Colleges and Universities, 
Dental Hygiene Educators of Canada and ERIC – to name a few.   
 
In research circles, the TPI has been the instrument of choice for more than a dozen masters theses, doctoral 
dissertations and research projects in the US, Canada and around the world investigating such issues as 
student teachers’ ‘journeys’ toward becoming teachers, continuing education issues among practicing 
dietitians, conceptual equivalency of the perspectives across languages, perspective differences between 
health practitioners and health educators, discontinuities between occupational therapy instructors’ Intentions 
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and Actions, post-graduate instruction in dentistry, instructional technique preferences among adult night 
school instructors, perspective contrasts between on-line and face-to-face instruction, issues surrounding 
supervision of student teachers in practice-teaching rotations, and longitudinal changes as new teachers 
progress from their student roles to practice teaching, to teacher-on-call, to first permanent teaching position, 
and subsequently to seasoned instructor.   
 
As well, the TPI is finding application in many countries and a variety of languages and cultures.  To date, it 
has been translated and tested in Spanish, French, Chinese, Korean and Japanese, although only the English 
and Spanish versions are currently on-line. 
 
Finally, however useful the TPI may be in helping teachers to clarify their perspectives, we caution that it 
should not be viewed as a “diagnostic tool” for purposes of screening or remediation but rather as a 
“discussion tool” to promote reflection, clarification, and a plurality of approaches to good teaching.  More 
than 60,000 respondents have found it worthwhile to examine and reflect on their teaching from their various 
perspectives of Transmission, Apprenticeship, Developmental, Nurturing or Social Reform and to learn that 
each teacher is no single one of these perspectives but a mix of all five -- and in differing proportions – as 
evidenced through unique combinations of their commitment to teaching expressed through their Beliefs, 
Intentions, and Actions.   
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Table 2: 
Five Perspectives on Teaching 

 2006—Dan Pratt and John Collins 
 
Each of the paragraphs below is an abbreviated description of a perspective on teaching. No single 
perspective is universally ‘better’ than any other; each is best suited to specific people, aims, values, 
and contexts. However, since they represent contrasting and sometimes competing views of teaching 
and learning, individuals must value some perspectives more than others. It would be misleading, 
therefore, to say that all five perspectives are equally representative of a person’s view of teaching. 
 
In research involving over 50,000 educators from more than 100 countries, the vast majority held one of 
these perspectives as their dominant view of teaching with one or two additional ‘back-up’ perspectives 
allowing them to accommodate changes in learners and educational circumstances.   
 
 
TRANSMISSION:  Effective teaching requires a substantial commitment to the content or subject 

matter. Effective teaching means having mastery of the subject matter or content.  Teachers’ 
primary responsibilities are to represent the content accurately and efficiently. Learner’s 
responsibilities are to learn that content in its authorized or legitimate forms. Effective teachers 
take learners systematically through tasks leading to content mastery: providing clear 
objectives, adjusting the pace of lecturing, making efficient use of class time, clarifying 
misunderstandings, answering questions, providing timely feedback, correcting errors, providing 
reviews, summarizing what has been presented, directing students to appropriate resources, 
setting high standards for achievement and developing objective means of assessing learning.  
Effective teachers are enthusiastic about their content and convey that enthusiasm to their 
students. For many learners, effective teachers are passionate presenters of their content.   

 
APPRENTICESHIP:  Effective teaching is a process of socializing students into new behavioral 

norms and professional ways of working.  Effective teachers are highly skilled practitioners of 
what they teach.  Whether they are in classrooms or in clinical settings, effective teachers are 
recognized for their professional knowledge and expertise.  Effective teachers take time to 
reveal the inner workings of their skilled performance and translate that into language that is 
meaningful and accessible to learners.  They also give students an opportunity to be involved in 
the work through an ordered set of tasks which usually proceed from simple to complex, 
allowing for different points of entry depending upon the learner’s capability. Effective teachers 
within this perspective know what their learners can do on their own and where they need 
guidance and direction; they engage each learner within his or her ‘zone of development’. As 
learners mature and become more competent, the role of a teacher changes; they offer less 
direction and give more responsibility as students progress from dependent learners to 
independent workers.   

  
 DEVELOPMENTAL:  Effective teaching must be planned and conducted “from the learner’s point of 

view”.  From this perspective, effective teachers must understand how their learners think and 
reason about the content to be learned. The primary goal is to help learners develop 
increasingly complex and sophisticated cognitive structures related to the content. The key to 
changing those cognitive structures lies in a combination of two skills: (1) teaching that engages 
learners with content while also challenging them to move from relatively simple to more 
complex forms of thinking, and (2) ‘parking’ their own answers in order to allow learners time to 
construct their own understanding of the content. Questions, problems, cases, and examples 
form bridges that these teachers use to transport learners from simpler ways of thinking and 
reasoning to new, more complex and sophisticated forms of reasoning. It is crucial, particularly 
in the initial stages of learning, within this perspective, that teachers adapt their professional 
knowledge to learners’ levels of understanding and ways of thinking.  
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 NURTURING:  Effective teaching assumes that long-term, hard, persistent effort to achieve comes 

from the heart as much as it does from the head.  Within this perspective, teachers believe that 
people become motivated and productive learners when the standards for achievement are 
clear and accompanied by a balance of academic and emotional support. Effective teachers, 
therefore, create a learning environment that provides challenging yet supportive conditions in 
which learners feel a sense of control over their education, work collaboratively with others, 
believe their work will be considered fairly and honestly, and receive feedback in advance of 
any high stakes judgement of their efforts. Within this perspective, effective teachers do not 
lower their standards; nor do they excuse learners from doing what is required. Rather, effective 
teachers help learners set challenging but achievable goals, reinforce effort as well as 
achievement, and acknowledge individual growth as well as absolute achievement as might be 
indicated on standardized examinations.  They believe strongly that learning is diminished when 
the learner’s self-concept is threatened.   

 
 
 
 
SOCIAL REFORM:  Effective teaching seeks to change society in substantive ways.   Teachers in 

this perspective are concerned with changing the social norms of society or a profession. From 
this perspective, effective teachers awaken students to values and ideologies that are 
embedded in texts and common practices within their discipline or profession.  It is the teacher’s 
responsibility to challenge the status quo and encourage students to consider how they are 
positioned and constructed within particular discourses and practices.  To do so, teachers help 
learners analyze and deconstruct common practices for ways in which such practices 
perpetuate conditions that are unacceptable. Texts are interrogated for what is said and what is 
not said; what is included and what is excluded; who is represented and who is omitted from the 
dominant discourse. Students are encouraged to adopt a critical view in order to take social 
action to improve their own lives and the lives of others.  Critical deconstruction, though central 
to this view, is not an end in itself.  The goal is not just to learn about the world, but to change it.  

 
 
 
 
 
 
 
 
Dan Pratt: [dan.pratt@ubc.ca] 
John Collins: [john.collins@ubc.ca] 
 
www.edst.educ.ubc.ca/pratt.html 
 
 
To get a profile of your own view of teaching you are invited to take the Teaching Perspectives 
Inventory (TPI) at: www.TeachingPerspectives.com   
 
A more detailed explanation of these perspectives can be found in: Pratt, D.D. and Associates 
(1998/2005). Five Perspectives on Teaching in Adult and Higher Education, Malabar, Florida: Krieger 
Publishing.   
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Teaching can only be known through story (Doyle, 1997, pp. 98-99) 
 

 In previous years, systematic attempts were made to understand the acquisition of 

teachers’ knowledge by investigating expertise in teaching (Carter, Sabers, Stein, & 

Berliner, 1990; Berliner & Carter, 1990).  Upon reflection, the special attractiveness of 

the expert-novice framework in teacher education is both historically relevant and 

understandable, as it called attention to an important gap in understandings between 

novice and experts and perhaps promised to provide rational evidence upon which to 

bridge the knowledge gap efficiently through content and curriculum in redesigned 

teacher education programs.   In recent years, however, the teacher education research 

community has shifted dramatically in thinking about how to understand the pathway 

between novice and expert understandings.   Indeed, the focus has moved away from a 

rational/linear stance whereby learning to teach involves mastering expert techniques, 

methods, models, and manner of thinking about teaching.  More recently, studies of 

learning to teach have incorporated narrative methods, which have been argued to be an 

appropriate means to capture the richness and complexity of classroom events, teaching 

practice, and students’ understandings.  As participants and contributors to these different 

research genres (see, for example, Carter & Doyle, 1987 and Carter & Doyle, 2002), our 
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purpose in this paper is to reflect on the intrinsic character of the expert-novice work and 

to explore the impact of alternative conceptions of the expert teacher, conceptions 

grounded in emerging ideas of story and storytelling.  

 The paper begins with a brief review of the conventional literature on expert-

novice differences in teaching.  Following this review, we provide a critique of the 

underlying features of expert-novice research, with special attention to the character of 

the research story that emerges from this approach.   From this critique, questions are 

raised about our prior descriptions of the pathway from novice to expert understanding.   

Next, we review and explore alternate conceptions of expertise that have begun to emerge 

from narrative approaches that appear more fully to represent the realities of classroom 

knowledge, the complexities in learning to teach, and what it means to move along the 

pathways of expertise in teaching.  Finally, within this review, we are able to describe 

changes which have decisively altered roles and relationships among teachers and 

researchers in understanding the development of teaching expertise.  As McEwan (1997) 

has noted, these shifts are “associated with a relaxation of the conviction that the role of 

the researcher is simply to represent the truth.”  

This review of expert-novice and narrative research provokes some important 

questions for future research and implications for the curriculum of teacher education.  

For example, we ask:  “If we have abandoned the idea of uncovering “truth” about the 

techniques associated with teaching expertise and the cognition of expert teachers,  what, 

if anything, have narrative methods yielded which will help us design and develop quality 

teacher education experiences?”  A careful review of narrative methods points to 

promising insights gained from this line of inquiry but also points to possible perils and 
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limitations in describing the storied knowledge of expert teachers.  For example, it is 

argued that the present body of narrative research excludes important story contexts and 

spaces where highly valued narrative understandings of expert teachers are stored and 

sometimes shared.   Importantly, recent findings (see Carter, 2007) suggest that some of 

these stories are shared most often in “spontaneous story spaces” outside the traditional 

educative experiences of academia or the teacher education curriculum.  In other words, a 

central body of expert narratives are told to trusted audiences (spouses, parents, and 

“sister” colleagues), but are not often shared in the service of research or for the purpose 

of unpacking expertise to novice teachers.   

Importantly, this paper concludes with a discussion of important issues in 

narrative methods aimed at understanding expert teacher knowledge, including issues of 

voice, power, gender, and audience.  Ultimately, this discussion should not only help us 

reflect on our work in understanding teacher knowledge, but also help us redefine 

teacher-researcher relationships as we study the pathways to teaching expertise. 
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6. Abstract and/or full paper: 
 

One hundred adolescents (50 students with learning disabilities [LD] and 50 normally 
achieving [NA] students) will be recruited to perform various academic and non-academic tasks in 
an effort to explore the accuracy of calibration between perceived self-efficacy beliefs and task 
outcome (i.e., the accuracy of performance estimates compared to actual performance). The current 
study is designed to investigate the differences in performance calibration between adolescents with 
LD and their normally achieving counterparts. Research suggests that students with LD frequently 
overestimate their ability to perform well on academic tasks even though past performance dictates 
otherwise (Alvarez & Adelman, 1986; Graham, Schwartz, & MacArthur, 1993; Klassen, 2002; 
Pintrich, Anderman, & Klobucar, 1994). However, it is unknown whether this same miscalibration 
among adolescents with LD is domain-specific or a more generalized trait that applies across 
domains (e.g., non-academic settings) (Klassen, 2007). Results from a study investigating 
confidence calibration for a perceptual-motor task (i.e., throwing darts at a target from varying 
distances) in NA individuals by Gasser & Tan (2005) suggest that the efficacy beliefs of an 
individual are a far greater predictor of performance than actual skill. Thus, the present study will 
explore these results in an LD population in an effort to better understand the influence of an 
adolescent’s self-efficacy beliefs on subsequent performance in different domains.  

 
Adolescents with LD will be matched in terms of age, grade, and sex to an NA peer from 

his/her school. Participation consists of completing three academic (i.e., reading, spelling, and 
writing) and one non-academic (i.e., bean bag toss from varying distances) task. Prior to each task, 
students will rate, in writing, how confident they are in their ability to complete the task at hand. 
The proposed research study will employ a mixed methods approach (Johnson & Onwuegbuzie, 
2004), using quantitative approaches to assess participants’ performance calibration and qualitative 
measures to understand adolescents’ self-efficacy beliefs. Analyses of quantitative data will be 
conducted for each of the scales using a multivariate analysis of variance (MANOVA) with gender 
and age as covariates (Fulk et al., 1998). The qualitative data collected will be coded according to 
analytical categories, whereby patterns and themes are sorted and separated. Once this process has 
been completed, differences between the groups can be identified and compared (Pope, Zeibland, 
Mays, 2000). Finally, conclusions will be drawn based on groups and a results comparison of the 
two approaches.  
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Introduction and Outline 
 
 
 “I have how many student teachers to supervise?” “How many different 
school sites?” “How can I balance student teaching supervision with my teaching 
and research?” “Just what are my responsibilities as a university supervisor, this is 
not clear to me?” 
 
These comments are among the many that come to me as Department Chair of 
Elementary and Secondary Education at San Francisco State University.  The 
presentation given at the 6th   Hawaii International Conference on Education 
focused on how these questions were addressed in our student teaching model at 
San Francisco State.    
 
During the session at the Hawaii conference the questions above and many other 
similar questions were addressed in the context of why individuals don’t want to 
supervise student teacher candidates.  The importance of having a well crafted and 
organized student teaching model is part of the response to these questions.  
 
The outline below is not intended to represent the oral presentation and discussion 
around these topics that took place.  Our intent in this paper is to provide you with 
examples of supporting materials/information from our student teaching model 
that address many of the questions raised about student teaching supervision.  
 
Faculty are reluctant to supervising student teaching candidates because one or 
more of the following concerns have not been addressed: 
 

• Role description of the responsibilities of the following participants in the 
student teaching endeavor:  Student Teacher, Master Teacher, University 
Supervisor, and local school administration. 

• The number of student teaching candidates is not considered to be equitable 
in light of the total faculty workload. 

• Procedures for handling difficult situations on the part of each of the 
student teaching participants have not been clearly provided in writing. 

• Proper forms/documents lacking or not available. 
• Assessment tools not clear or available. 
• Opportunity for feedback and support of university supervisor not present 
• Lack of communication between university department and local schools 

regarding student teaching responsibilities and expectations. 
• No on-going professional development for master teachers and/or 

university supervisors. 
• Evaluation feedback on program not used for program improvement. 
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• No Evaluation of master teachers. 
• Evaluation tools used for university supervision are not appropriate for 

student teaching supervision. 
 
This list is not to be considered all inclusive of the issues.  It only represents some 
of the more common issues/question that need to be address.  The outline below 
provides you with examples of materials that address some of the issues 
mentioned above.  This information is germane to the single subject credential 
program at SF State.  
 
I. DESCRIPTION OF THE ROLES AND RESPONSIBILITIES OF ALL 

INDIVIDUALS INVOLVED IN STUDENT TEACHING 

University Field Placement Coordinator 
 

• Serves as a liaison between SED and partner schools by meeting regularly 
with district and school site administrators; 

 
• Initiates contact with principals, vice principals, and department chairs;  
 
• Recruits potential master teachers and presents the program requirements to 

department chairs; 
 
• Assigns a faculty supervisor to each candidate; 
 
• Plans, initiates, and monitors student teacher placements in middle and high 

schools throughout the Bay Area; 
 
• Places students depending upon the availability of content area master 

teachers, school sites, and written pre-placement candidate preferences; 
 
• Communicates information on criteria, regulations, credential requirements, 

and program changes;  
 

• Informs candidates of employment opportunities and teacher hiring fairs; 
 
• Mediates and resolves problems concerning student teachers, including 

placement, master teachers, and personal issues; 
 
• Prepares and distributes an overview of Student Teaching 1 and 2, SED 640 

and SED 660; 
 

• Arranges for students to meet their master teacher(s) and school official(s) 
before the beginning of the semester; 
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• Prepares, explains, and distributes assessment tools to candidates, school 
administrators, and master teachers; and 

• Reviews student teacher evaluations (EROD) and advises SED Department 
Chair 

 

Credential Candidates/Student Teachers 
• Carefully read and review your Student Handbook;  
 
• Clarify all questions with The Field Placement Coordinator; 
 
• Establish and maintain an SFSU email account, check it daily, and respond 

promptly to SED email; 
 
• Register for specified course sections in all required classes; 
• Attend all required classes; 

• Respect school site policies and regulations and comply with your school site 
schedule and calendar; 

• Keep a personal log of your school visits and observations; 

• Keep an observation schedule with your master teacher.  Discuss course schedule 
conflicts discuss with your master teacher and the Field Placement Coordinator; 

• Maintain a professional demeanor at SFSU, at partner schools, and your school 
site; 

•  Be prompt and adhere to your observation and daily teaching schedule;  

• In the event of a crisis or serious illness, call your master teacher and field 
coordinator as soon as possible; 

• Dress in appropriate professional attire for all teaching and school functions; and 

• Establish and maintain good relations with teachers, administrators, and staff at 
your school site and school district. 

MASTER TEACHERS 

• Supervise and support student teachers in the classroom at all times; 

• Communicate daily routines, tasks, procedures, rules, and policies; 

• Assure that the student teacher understands school procedures and rules; 

• Inform student teachers of faculty meetings and parent conferences, etc.; 

• Establish a regular schedule of observation and participation with agreed upon 
days and specific hours for SED 640 (first semester students);  
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• Institute a regular schedule of discussion and evaluation to review performance, 
lesson plans, long range planning, instructional strategies and methodology, and 
classroom management; 

 
• Mentor student teachers in all areas of curriculum delivery and instruction; 

• Conduct one formal assessment during the three day solo at end of the first 
semester; and 

 
• Conduct two formal student teacher assessments during the second semester.  

UNIVERSITY FIELD SUPERVISOR  

 
• Assess credential candidates during second semester student teaching; 

• Observe, evaluate, and support student teachers throughout the semester; 

• Provide student teachers with general and specific assistance on planning lessons, 
units, and curriculum; 

• Formally evaluate and complete two ERODs for each student teacher (midterm & 
final); and 

• Assign grades to student teachers. 

•  

 II. STUDENT TEACHING  

 
COURSE DESCRIPTION AND OVERVIEW  

 
SED 660, teaching experience in a public school under the guidance of a supervising 
master teacher and a university supervisor, is the final semester field experience and 
culminating practicum for all single subject credential candidates. 
 
Only candidates who have successfully completed first semester student teaching 
(SED 640) and concurrent course(s) (SED 751) are eligible to enroll in SED 660. 

 
Credential candidates must also enroll in the concurrent course: SED 752: 
Professional Perspectives and Practices, which will support their teaching practice 
with specific strategies, curriculum, and instruction. 
 
Second semester Credential Candidates have instructional responsibilities for one or 
two classes in their content area. 
  
1.  To observe and understand complex pedagogical strategies; 
 
2.  To acquire and use pedagogical knowledge, skills, and abilities as referenced in 

the Teacher Performance Expectations; 
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3.  To understand and use state adopted student academic standards and curriculum 
framework in the content area; 

 
4.  To observe and participate in two hard to staff and/or under performing 

classrooms and to develop a nuanced understanding of the teaching issues in such 
classrooms; 

5.  To develop and implement lesson and unit plans to teach two subject-specific 
classes that differ in content and/or grade level; 

  
6.  To observe and understand the complex pedagogical strategies used in SDAIE, 

ESL, ELL, and Second Language content area classrooms; 
 
7.  To develop an understanding of the school environment and teacher 

responsibilities throughout the semester; and 
 
8.  To infuse Teacher Performance Expectations (TPEs) competencies into reading 

literacy strategies and practice. 
 
Full-Time Commitment 
 
Spring semester, for most Bay Area public schools, begins in late January, and ends in 
mid-June.  Therefore, credential candidates begin teaching their classes on the first day 
of the semester in mid-January and end their teaching stint on the last day of the 
semester in mid-June. 

 
 

TWO WEEK FULL DAY REQUIRED OBSERVATION 
 

Six weeks into the semester, SED 660 candidates must schedule a two-week 
period to accompany their master teacher(s) throughout the entire school day.  
During this two-week exercise, the candidate must continue teaching his/her 
classes, in addition to assisting in or co-teaching the master teacher’s full teaching 
schedule. 

 

 

 
Student teaching includes regular meetings with your master teacher and university 
supervisor to analyze your daily field experiences and the written comments and 
evaluation of classroom observations by your master teacher(s) and university 
supervisor.  Student teachers, whose content area is art, music, or physical education, 
have an additional university supervisor from their respective department. 
 
Master teacher(s) and university supervisor(s) will evaluate your teaching and 
observation results and complete midterm and final ERODs (Evaluation Report for 
Observations and Documents).  The university supervisor and master teacher conduct 
the final appraisal of student teacher performance and recommend candidates for 
credentials, further training, reevaluation, or de-selection (see appendix E, page 85).  
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The University Supervisor is responsible for assigning the final CR/NCR grade for 
SED 660. 
In addition to four graduate level education courses, SED 660 credential candidates 
teach two middle school or high school courses under the guidance of a master teacher 
at the school site and a SFSU university supervisor. 
 
Student teachers in schools with a traditional schedule of daily 45 to 55 minute classes 
Monday – Friday, teach two daily classes throughout the public school semester.  
Student teachers in schools with block schedules of 90 - 120 minute class periods 
meeting twice or thrice per week, teach one block class throughout the public school 
semester and undertake a regular advising or tutorial assignment twice a week.  (For 
example, a student teacher may tutor students in study hall, during lunch, before, or 
after school, or serve as an assistant club advisor, assist the AVID coordinator, college 
counselor, or academic advisor.  Some student teachers have conferred with the 
assistant vice-principals or principal and the Student Teacher Placement Coordinator 
to develop a unique support position.) 
 
Although the SFSU semester system is rarely coordinated with the many permutations 
of the local public school semesters, credential candidates must follow their assigned 
public school’s semester calendar and meet their teaching obligations and 
responsibilities throughout the public school semester.  Student teachers begin their 
teaching field experience on the first teacher workday of the district calendar and end 
their experience on the last teacher workday of the district calendar. For specific 
information on your school site calendar, check the district or school website. 
 
Fall semester, in area public schools, ends in mid-January; consequently, student 
teachers continue their SED 640 observation and participation through mid January, so 
that they are optimally prepared to begin their solo student teaching.  They start their 
SED 660 student teaching on the first day of their school site’s second semester in late 
January.  

 
III.  TEACHING RESPONSIBILITIES 
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1. To assume instructional responsibility for two classes at different grade levels in 
the content area in which you have passed the CSET exam, subject area 
competency, and course requirements; 

 
2. To undertake your teaching assignment from the first teacher workday of the 

school site semester until the last teacher workday of the school site semester;  
3. To deepen your understanding of teacher responsibilities throughout the semester; 
4.  To shadow and assist your master teacher throughout the day, for 10 days during   

a two-week period scheduled after the sixth week of the semester;  
 
5.  To demonstrate competence (to your supervisors) in all classroom-based Teaching 

Performance Expectations (TPEs). 
 

 
 INSTRUCTIONAL PLANNING 
      

 
1.  To develop and implement semester long instructional plans for two classes in 

your subject area, which require different content and grade level preparation; 
 
2.  To maintain and organize a Teacher Binder for each class that includes: 
  

a.  A Syllabus; 
b.  Semester Plan; 
c.  Unit Plans; and 
d.  Daily Lesson Plans 
 

 
 PROFESSIONAL OBLIGATIONS 
 
 

1.  Credential Candidates attend department, planning, and grade level meetings; 
 

2.  Credential Candidates confer regularly with their master teacher(s); 
 
3.  Credential Candidates attend professional development days and other 

meetings related to their teaching assignment; 
  
4.  Credential Candidates must adhere to all school policies and procedures, 

including grading, incident reports, and teacher absence and late arrival rules; 
 
 

 EVALUATION REPORT FOR OBSERVATIONS AND DOCUMENTS (EROD) 
 AND CLASSROOM OBSERVATIONS REPORTS 
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All Credential Candidates must submit a copy of the Midterm 
and Final EROD completed by their Master Teacher to the Field Placements Office. 
 

 
 COURSE ASSESSMENTS 
 
 
 1.  Completion of school site student teaching instructional responsibilities; 
 
 2.  Completion of Teacher Binders for courses taught; and 
 

3.  Submission of ERODs (Evaluations Report for Observations and Documents) 
and Classroom Observation Reports with a minimum rating of 3 (competency) 
on each TPE (Teacher Performance Expectation). 

 
 
 COURSE CALENDAR 
 
 
THE BASIS OF THE SED 660 COURSE CALENDAR IS YOUR SCHOOL SITE’S 
CALENDAR AND NOT THE UNIVERSITY CALENDAR.  
 

1.   Student Teachers must check their school site calendar at least a month prior 
to the start of he semester and plan to attend teacher meetings and workdays. 

 
2.  Student Teaching begins on the first day of the school’s semester, which may 

include school-wide faculty orientation. 
 
3.  Student Teachers must comply with the master teacher’s and school’s policies 

pertaining to grading, including the date grades are due. 
 
4.  Student Teaching ends on the last day of the school’s semester, which may be 

a teacher workday. 
 

STUDENT TEACHER CONDUCT EXPECTATIONS 
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1.  Students enrolled in SED 660 must adhere to the SFSU Student Code of 
Conduct in their SFSU classes and school sites. 

 
2.  Credential Candidates must dress and act professionally and adhere to the 

policies, procedures, and standards of teacher conduct and decorum in their 
school settings. 

 
IV SENATE BILL 2142 SINGLE SUBJECT PROCESS OUTLINE 

 
 

SENATE BILL 2042 SINGLE SUBJECT CREDENTIAL PROCESS 
Student Teaching I - SED 640  (Part of SED 751 Seminar) 

 
SENATE BILL 2042 SINGLE SUBJECT CRED

Student Teaching II - SED 660 (also
 

Begins with district semester Ends with district semester Begins with district semester Mid semester 

Begin Mid-August or Mid 
January 

Aug., Sept., & 
Oct or Jan. & 

Feb. 
Nov. & Dec. or April & May August – December or 

January - June 
April or 

November 
La

 
Candidates placed with 1 or 
2 supervising teacher(s) 

 
Candidates 
observe and 
also assist their 
teachers and 
observe other 
subject matter 
teachers in the 
same school. 

 
Candidates do a 3-day solo teaching 
lesson.  Candidates begin to plan 
lessons for next semester. 

 
Student teaching:  
Monday - Friday. 
2 classes, 1 or 2 supervising teachers.  
If block schedule, 1 class and advising period.  
See above for details. 
No third hour assignment.   

 
Two (2) weeks, 
full day (6 
periods), 
candidate 
observes and 
co-teaches 
with master 
teacher all day, 
for 2 full 
weeks***.  
 

 
Ca
un
La

 
Placement*(see below) by 
field placement coordinator, 
in collaboration with vice 
principal, department chair, 
and master teacher. 
Candidates begin first day 
of classes or teacher 
preparations days before 
students arrive. 

 
A structured, gradual process of instruction culminating 
in a three-day solo and other solo exercises with the 
master teacher present. 

   
Candidates 
with one 
master-
teacher, spend 
all day with 
that teacher. 
Candidates 
with 2 master 
teachers, 
spend one 
week with 
each teacher. 
 

 
Ca
tra
pu

Same school and supervising teacher(s) for 8-10 hours per week. Same supervising teacher(s) and school the en
Evaluation:    One master teacher (MT) EROD evaluation from each MT and one from the 
university field supervisor at the end of semester 2 Teacher EROD evaluations  Mid semester 

 
*EROD (Evaluation Report for Observations and Documents) required by Senate Bill 2042. *SED 660 Student Teaching II is a CREDIT/NO 
CREDIT course, which credential candidates earning a NO CREDIT grade cannot repeat. 
 *The single subject credential program is a one-year (two semester) full-time program, with exceptions for specific disciplinary fields, 
which take three semesters to complete.  Candidates finish the two-semester sequence with in one year, unless they apply for and receive 
a written exemption delineating specific courses, course sequence, and timeline from the department chair. 
*Please note that the Office of Student Teacher Placements makes all field experience, observation, and student teaching placements in 
MIDDLE SCHOOLS, HIGH SCHOOLS, AND (in limited circumstances) the 6-8 LEVEL IN K-8 SCHOOLS.  The Office of Field Placements is 
contractually obligated to limit placement changes to extraordinary situations in which unforeseen and extenuating circumstances leave 
no alternative.  Although a number of factors and parties collaborate on placements, including students, field placements are ultimately 
the sole prerogative of the Office of Field Placement 
 
V. SED 660 MID-SEMESTER STUDENT TEACHING REQUIREMENTS 
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CREDENTIAL CANDIDATE AND MASTER TEACHER 

 
 

Senate Bill SB 2042 requires that six weeks into the semester (April spring semester and 
November fall semester), at the master teacher’s discretion, credential candidates:  
 

A.  Observe their master teacher throughout each teaching day for two full weeks; 
 

B.  Continue to teach their assigned classes throughout their two-week master 
teacher observation; 

 
C.  Assist their master teacher (but not assume primary responsibility for 

instruction) in classes that he/she is not teaching and; 
 
D.  Teach their assigned classes until the end of the school site semester 

 
Candidates must provide and confirm the dates they completed their two week master 
teacher observation below by dating, and signing and printing their names and having 
their master teacher date, sign and print their name.  

 
 
Dates of Two Week Full Day 
Observation__________________________________________ 
 
________________________________________________________________________ 
CREDENTIAL CANDIDATE Print and Sign Your Name 
 
________________________________________________________________________ 
MASTER TEACHER Please Print and Sign Your Name 
 
________________________________________________________________________ 
UNIVERSITY SUPERVISOR Please Print and Sign Your Name.  
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VI.  LETTER TO MASTER TEACHERS 
 
October XX, 2004 
 
To:        Master Teachers 
From:   Dr. Nathan Avani, Chair 

       Ms. Guilaine Salomon, Coordinating Supervisor, Field Placements 
 
Subject: Assessment and Evaluation of Student Teachers 
  
Thank you for your continued support and patience as our credential program adapts 
to the state mandated changes (SB 2042).  Your collaboration and efforts in the 
fieldwork and student teaching components of the program have been and continue to 
be key to the successful preparation of new teachers.  

 
SB 2042 requires all preliminary credential candidates to show competence in 
thirteen areas called Teacher Performance Expectations (TPEs). The TPEs are 
derived from and directly relate to the California Standards for the Teaching 
Profession; see enclosures. Candidates are assembling portfolios throughout the 
program to document their competency with respect to each TPE (Candidate 
Assessment Portfolio, CAP).  
 
While candidates can demonstrate some competency in coursework, essential 
assessments and evaluations of competency must be made during their supervised 
field experiences. Therefore, we rely heavily on your work with the candidates. 
 
A determination of readiness for assuming instructional responsibilities during second 
semester student teaching must be made towards the end of the first semester. This 
involves the candidate planning and teaching a sequence of at least three lessons in 
one or more classes. Candidates must demonstrate minimum competency on TPEs 1, 
4, 5, 6, 9, and 10 in this teaching (ratings of at least 2 on each of these). 
 
As the persons who are most knowledgeable about the candidate’s classroom 
abilities, we are asking you to do the following:  
 

1. Review the candidates’ plans for the three days and observe their teaching,   
2. Evaluate their performance on those six TPEs using the TPE rubrics 

(enclosed) on the Evaluation Report for Observations and Documents (EROD; 
enclosed), and  

3. Give the original (white) and bottom (pink) copy of the EROD to the 
candidate and retain the yellow copy for your records.  

 
The candidate will file the original in their Candidate Assessment Portfolio and 
submit the pink copy to the Office of Student Field Services to document your 
clearance to advance to second semester student teaching. 
 
While candidate supervision and evaluation are continuous , during second semester 
student teaching, we ask only that you complete at least two additional ERODs, one 
around the middle and one towards the end of student teaching. On the last EROD, 
please comment and rate the candidate on all thirteen TPEs (or note “not observed”). 
Again, candidates should receive the original and pink copy. 
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The final evaluation of candidates is an examination of all documents, including 
ERODs, and candidate reflections on their performances for each TPE. While this 
evaluation is conducted by the university supervisor and faculty, particular attention 
is given to the master teacher’s ERODs.  
 
Changes can be disconcerting at times (as we ourselves are finding!). We sincerely 
appreciate your working with us to meet the new standards for teacher preparation. 
Please do not hesitate to call or e-mail if you have questions or concerns. Ms Salomon 
can be reached at (415) 338-1240 or at guilaine@sfsu.edu.  Dr. Avani can be reached 
at (415) 338-1240 or natalio@sfsu.edu.  

 
Formative Evaluation of Teacher Performance Expectations (TPE) During 

Coursework 
 
Faculty supervisors and Master Teachers evaluate Credential Candidates on Teacher 
Performance Expectations (TPE) in each teaching course, including student teaching 
(Student Teaching Phase II).  The final CAP review also includes a TPE evaluation.  
The CAP Evaluation Process Matrix (next page) delineates who teaches and 
evaluates each TPE and the scheduling of this instruction. 
 
TPE Instruction Schedule 
In each required credential course, faculty will focus on the TPE(s) indicated in the 
column titled Taught in This Course.  For example, the first curriculum and 
instruction course will focus on TPE 1.  Subsequent courses, may also address TPE 
1. 
 
Who evaluates candidates on each TPE and when?  
 In each course, faculty will evaluate one key assessment area using the common 
rubric developed for each TPE.  Using an Evaluation Report for Observations and 
Documents (EROD) form, faculty will assess the student’s performance on the focus 
TPE(s) and record the rating, along with a brief, specific description of the 
performance.  Faculty supervisors will provide the rubrics to Master Teachers and 
Credential Candidates. 
  
How will Master Teachers and SFSU Faculty Supervisors evaluate student 
teachers?  
Most TPE(s) include specific elements, which entail meticulous observation of the 
Student Teacher (Phase II: SED 660).  In these cases, the master teacher and the 
university faculty supervisor will evaluate the candidate’s performance on the 
TPE(s) using the EROD form.  The CAP Evaluation Matrix specifies which TPE(s) 
to evaluate in Student Teaching Phase II (SED 660). 
 
What criteria will Master Teachers and Faculty Supervisors apply to evaluate 
candidates on the TPE(s)? 
 The scale common to all TPE rubrics is the following:  

 
1. No evidence; 
2. Partially met;  
3. Meets expectations; and 
4. Exceeds expectations. 
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All SFSU faculty supervisors and master teachers will use the precise TPE rubrics 
developed to comply with SB 2042.  A printed detailed explanation of each rubric is 
on the backside of the TPE form.    
 
 If a TPE must be evaluated in both coursework and student teaching, the highest 
rating for a coursework assessment is 2 (partially met), because the final grade is 
contingent on the Master Teacher’s evaluation of classroom performance.  The TPE 
must be successfully demonstrated during student teaching to earn a rating of 3 or 4. 
A credential candidate must earn a rating of 3 on each TPE to pass the final CAP 
review. 
 
What happens to the completed 3-part carbonless EROD forms?  The candidate 
receives two copies of the EROD, and must include a copy in his/her CAP binder.  
The evaluator also keeps a copy.  The credential candidate also includes the course 
assignment or student teaching observation notes, (which formed the basis of the 
EROD evaluation), in the CAP binder.  
 
The assessment of candidate knowledge, skills and abilities is based on the state 
adopted Teaching performance expectations (TPE) The TPE(s) reflect the 
knowledge, skills, and abilities that candidates must demonstrate at a proficient level 
by the end of the program. The six domains described in the TPE summary chart 
below categorize these expectations.  These domains are the six California Standards 
for the Teaching Profession (CSTP) used for assessment of credentialed beginning 
teachers:  
 

• Making subject matter comprehensible to students 
• Assessing student leaning 
• Engaging and supporting student learning 
• Planning instruction and designing learning experiences for students 
• Creating and maintaining effective environment for student learning 
• Developing as a professional educator 

The six TPE(s) are elements that guide instruction and assessment.  Candidates have 
multiple opportunities to practice these TPE(s) in a developmentally appropriate 
sequence.  Secondary Education Credential Courses address the essential 
pedagogical skills represented by each TPE.  These courses along with field 
experience (observing, teaching, and evaluation) support the development of 
teaching proficiency.  
 
 

Evaluation Process Matrix 
 
 

 
T
P
E 

Brief title 
 

Taught in 
this 
course1 

Evaluated in 
this course2 

Final 
evaluator3 

1 Subject specific pedagogy C & I (1) C & I (1) & 
660* 

C & I 
instructor 

2 Monitoring student 
learning 

C & I (2) C & I (2) & 
660* 

C & I 
instructor 
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3 Assessments C & I (2) C & I (2) & 
660* 

C & I 
instructor 

4 Making content accessible 720 720 & 660* 720 
instructor 

5 Student engagement 751 & ST 
1 

660* 751/2 
instructor 

6 Develop appropriate 
practices 

800 800 & 660* 800 
instructor 

7 Teaching English learners 790 790 & 660* 790 
instructor 

8 Learning about students 701 701 & 660* 701 
instructor 

9 Instructional planning  C & I (1) 
& (2) 

C & I (1) & 
(2) 

C & I 
instructor 

10 Instructional time 751 & ST 
1 

660* 751/2 
instructor 

11 Social environment 751 & ST 
1 

660* 751/2 
instructor 

12 Professional…obligations 751 & ST 
1 

751 & 660* 751/2 
instructor 

13 Professional growth 752 (+ 1-
12) 

752 751/2 
instructor** 

 
1 Indicates that this TPE is a major focus of this course, however, other courses may 
also cover aspects of this TPE. For example, several courses cover elements of TPE 
7, including 720 and C & I 2. 
2 Master Teachers/SFSU faculty supervisors must complete an EROD by the end of 
the course/student teaching indicated, using the rubric for the TPE. 
3 The SFSU faculty supervisor reads the reflection, compares it to EROD(s), and 
assigns a final rating (1-4). 
*Only the master teacher and supervisor can assign performance levels of 3 or 4 for 
these because some elements require classroom performance. No more than a level 2 
may be assigned for course documents (with the exception of TPE 9). 
**751/2 instructor checks for final sign-offs on all TPE(s) on the Final Evaluation 
Signature Sheet. 752 faculty will give completed signature sheets to the department 
chair for his signature.  The department chair’s signature constitutes a departmental 
recommendation for the university to award a preliminary credential.   

 
 

VII.  LETTER TO CREDENTIAL CANDIDATES 

Dear Incoming Credential Candidates: 

I hope that you are having an invigorating summer and have had time to plan for 

the fall semester.  If you have moved or changed your contact information, please keep 

me in the loop, as we will exchange critical information the first few weeks of the 

semester.  Please be aware that the Office of Field Services will be closed from 7/29 to 
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8/17.  The office will reopen on 8/18.  I will not be checking E-mail or phone messages 

during this break.  

State Law requires that student teachers attend Teacher Professional Development 

Days and the First Day of Instruction, regardless of their university’s semester schedule.  

Although the first day of instruction at SFSU, August 24, may fall after your school 

placement opens for the fall, you must attend teacher development, preparation and 

school instruction days.  Professional Development Days are generally the day or two 

preceding the First Day of Instruction.  The vast majority will be in San Francisco 

Unified School District Schools, where the first day of Instruction is August 30, 2005.   

To reiterate, those of you who have had your school placement confirmed, must attend 

New Teacher Training and Teacher’s Professional Development Day(s). One of the 

provisions of the credential program is that credential candidates experience the first and 

last days of school. 

Professional Development Days allow you time to develop a working relationship 

with your master teacher master(s).  This relationship is critical, as you will be student 

teaching and training with our master teacher for the next two semesters. Your master 

teacher will complete your midterm and final teaching performance evaluations, which 

determine whether the department will accept your final application for a single subject 

teaching credential and send it to the State Department of Education.  Take this 

opportunity to familiarize yourself with the school grounds, meet the school secretary 

(who will delineate school office procedures such as photo copy access, sign-in, personal 

mailboxes, parking permits, emergency phone calls, school keys the classrooms, 

bathrooms, and other school facilities) school counselors, your department chair and 
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master teachers throughout the school; Also offer to assist your master teacher in 

preparing classrooms for the first day of instruction.  Take careful notes for your daily 

journal.  If you are driving, check on parking restrictions in and around the school.  

Please check your school district or school website or call the district office to 

confirm new teacher and teacher professional development dates and locations.   

The following information is from school district and school websites.  Many districts 

publish incomplete information.  It is up to you to confirm the information and attend 

new teacher, development, and work days. 

 

VIII. EXAMPLE OF SCHOOL STARTING DATES 

 

SAN FRANCISCO UNIFIED SCHOOL DISTRICT 

Sally and Philip Burton High School, City Arts and Technology, Galileo High School, 

Lincoln High School, Lowell High School, Mission High, School of the Arts, Raoul 

Wallenberg High school, George Washington High School, Thurgood Marshall High 

School, Everett Middle school, A.P. Gianini Middle school, Herbert Hoover M.S. and 

Claire Lilenthal Middle School, and Aptos Middle School. 

Teacher’s Professional Development Days are 8/25 and 8/26, Teacher Work Day is 

8/27 and The First Day of Instruction is 8/30. 

Check Jefferson Elementary School District for the Middle Schools (T.R. Pollicita, 

Fernando Rivera, and Ben Franklin (there is also a Ben Franklin in SF) 

JEFFERSON UNIFIED SCHOOL DISTRICT (Daly City and Pacifica High 

Schools) 
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Jefferson High School, Westmoor High School, and Terra Nova High School . Teacher 

Development Day or Faculty Meeting is 8/29.  Check about activities for August 30, 

2005.  The first day of instruction is 8/31. 

 

PACIFICA SCHOOL DISTRICT (AKA Laguna Salada School District) 

Ingrid B. Lacey M.S. 

Staff Development day is scheduled for 9/1.  Teacher work day is 9/2.  The First Day of 

Instruction is 9/6. 

 

SOUTH SAN FRANCISCO UNIFIED SCHOOL DISTRICT 

South San Francisco High School, El Camino High School, Alta Loma Middle School 

Teacher work day is scheduled for Aug 29.  The First day of Instruction is August 

30. 

 

LOS GATOS/SARATOGA SCHOOL DISTRICT 

Saratoga High School 

Teacher Development Day is 8/26.  The First Day of Instruction is 8/29. 

 

SAN MATEO UNIFIED SCHOOL DISTRICT (San Bruno, Milbrae, Burlingame, San 
Mateo) 
 
Aragon High School 

Teachers work day is 8/15.  First day of instruction is 8/16. 
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ALAMEDA UNIFIED SCHOOL DISTRICT (City of Alameda) 

Encinal High School 

Staff development days are  8/24 and 8/25  The First Day of Instruction is 8/29. 

 

BERKLELEY UNIFIED SCHOOL DISTRICT 

Berkeley High School 

Staff development day is 8/29.  Teacher work day is 8/30.  First day of instruction is 

8/31. 

OAKLAND UNIFIED SCHOOL DISTRICT 

Fremont High School, Skyline High School, Urban Promise Academy School, Bret Harte 

Middle School and Montera Middle School; 

Professional Development Days are 8/25 and 8/26.  The First Day of Instruction is 8/29. 

 

Candidates whose school’s have not confirmed their placement:   Thank you for your 

patience. Many administrators and staff are away on summer holiday, however I will 

contact you as soon as I receive confirmation of your placement or August 19, 2005, 

which ever comes first.  If you have any problems or questions please do not hesitate to 

call me at 338-1240 or send me an e-mail.   

Sincerely, 

Guilaine Salomon 

Field Placement Coordinator 
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IX.  PREPLACEMENT FORM 

 
 

Please return this form to the faculty member when your 
interview is over.  It is critical that we have this before you 
leave today.  Thank you. 
 
We will make an effort to place you at a school that is close to where you live or in an 
area that you would prefer.  However, we cannot assure that you will get your first 
choices.  It is important for you decide at this time if you want to teach in the middle 
school (grades 6 to 8) or at the high school level (grades 9 to 12). Your school 
placement site and some of your courses will be determined by this decision. 
 
Please provide us with the following information.  Please check just ONE 
Middle School Level___________  High School Level___________ 

Name______________________________  

E-mail ____________________________ 

Home phone ___________________________cell phone________________________ 

Location Preferences: Rank Order Your Preferences  1 = highest         6 = lowest 
 
Marin_________ South San Francisco_____________ Daly City/Pacifica___________ 
San Francisco __________Oakland/East Bay__________ San Mateo County________ 
Other* _________________*We place only in areas that are in close proximity of SFSU. 
 
Subject Matter __________________________________ 

In order to facilitate your placement with an appropriate master teacher,  please specify 
your subject area: (identify the following) 
 
Science area: Biology Chemistry  Physics  Earth/Space 
 

Specific area (if applicable): ________________ 
 
Music area: Band  Orchestra  Voice 
 
Art area: Ceramics Painting  Photoshop 
 
Where did you do your 45 hours early field experience? 
Teacher________________________________School__________________________ 
 
City_________________________ 
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Using Technology to Effectively Teach English Language Learners 
 
 
 

Sara Olin Zimmerman, Ph.D. 
Appalachian State University 

Dept. of Curriculum and Instruction 
Boone, NC 28608 

zimmermnsj@appstate.edu 
 

Melanie Greene, Ed.D. 
Appalachian State University 

Dept. of Curriculum and Instruction 
Boone, NC 28608 
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Jeff Fletcher, Ed.D. 
Appalachian State University 

Dept. of Curriculum and Instruction 
Boone, NC 28608 

fletchrjo@appstate.edu 
 

 
Teachers in North Carolina are attempting to educate a more diverse population of 

students than ever before. Demographers have declared that North Carolina is in “the 
midst of a demographic transformation” that has caught the state off guard.  Hispanic 
students are both the fastest growing school population and the fastest growing faction of 
dropouts.  These students made up 57% of the enrollment growth in North Carolina 
schools between 2000 and 2004 and over the past twenty years, Hispanic enrollment has 
increased by 2,614% (Kasarda & Johnson, 2006).  The North Carolina General Assembly 
first appropriated millions of dollars in 1999 (Manzo, 1999) to help school districts serve 
English language learners (ELL) and has continued to budget additional funds yearly (NC 
Board of Education, 2007).  Even though North Carolina has recognized the need to 
address the education of this population, teachers are still struggling to meet the needs of 
ELL students (Girard, 2005); needs that often present particular challenges for teachers 
such as appropriate and accurate assessment of abilities and performances and the 
prevention of failure through educational environments that are conducive to academic 
success (Ortiz, Wilkinson, & Robertson-Courtney, 2006). 
 As teacher educators we are charged with preparing teachers to proactively and 
effectively teach all students, thus we continually search for learning tools that increase 
the academic performance of a diverse population of students.  Educational technology is 
one such tool that may enrich classroom practices of ELL students (Svedkauskaite, Reza-
Hernandez, Valdez, & Durian, 2007). A teacher’s effectiveness in integrating technology 
in the classroom is determined by instructional abilities such as; technological knowledge 
and training (Winnans & Sardo Brown, 1992), access to technology (Vail, 2003; 
Warschauer, Knobel, & Stone, 2004), knowledge and use of effective instructional 
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strategies (Short & Echevarria, 2005; Hite & Evans, 2006), and teacher beliefs and 
expectations of ELL students (Suarez-Orozco, 2001; Lewis-Moreno, 2007).  
  
Study 
 

In order to prepare teachers to teach diverse populations of students, we need to 
gain a better understanding of teacher abilities and practices with regard to technology 
and ELL students.  To gain this understanding and thus meet the needs of preservice and 
inservice teachers, we conducted a survey of teachers in northwest North Carolina, a rural 
area with a recent influx of ELL students that has progressively grown over the past ten 
years. We needed a starting place to know what teachers are currently doing and their 
levels of training in both ELL practices and the integration of instructional technology 
with ELL students. Specifically we surveyed teachers to determine teacher attitudes about 
ELL students, instructional strategies that teachers use with ELL students, training on 
both ELL students and technology, and barriers, concerns, and success stories when using 
technology with ELL students.  We were also interested in determining possible 
correlations between these teacher attitudes, training, use of instructional strategies, and 
use of technology.  The survey also examined the amount of time teachers spent with 
ELL students on specific activities.   
  
Methods 
  
Participants 
 We have targeted nine rural counties in northwestern North Carolina: Alexander, 
Alleghany, Ashe, Avery, Burke, Caldwell, Mitchell, Watauga, and Wilkes.  These range 
from Hispanic populations of 2% to 9% with some schools within two of the counties 
having nearly exclusive Hispanic populations.  These counties were chosen because of 
their proximity to our university, thus representing the population many of our teachers 
serve.  They also represent northwestern North Carolina rural populations, those targeted 
for this survey. Within these counties we have randomly chosen schools and teachers to 
survey. 
 
Measures 
 A multiple-item survey was written with seven sections. In the first section 
demographic information is collected such as subjects taught, number of students in 
classes, number of ELL students, ethnic backgrounds of ELL students and delivery 
models used in schools.  Teacher attitudes are measured in the second section with six “I 
believe” and “I support” statements followed by a four point Likert scale.  Fifteen 
instructional strategies are listed on the third section followed by a Likert scale to 
determine the amount of use of each strategy.  The fourth section focuses on ELL 
students.  Questions vary from teacher training (preservice, inservice, and graduate hours) 
to how well prepared teachers feel to work with ELL students to number of hours spent 
per week with ELL students on seven predetermined tasks.  In the fifth section, teachers 
are asked about ELL students, their access to technology and how technology is used in 
the classroom.  The sixth section questions barriers to the use of technology for 
instruction.  And finally on the seventh section, there are two open-ended questions 
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regarding teachers’ greatest concerns and greatest successes in working with ELL 
students.   
 
Procedure 
 Surveys were distributed by principals.  Enclosed with each survey was a cover 
letter explaining the purpose and conditions of the survey and an informed consent form.   
 
Findings 
 
Demographics  
 The average class size was reported as 18 students with approximately 11 ELL 
students with 60% of the ELL labeled Hispanic.  The average number of ELL teachers in 
a school was 1.87.  ELL teaching assistants were also reported in three schools.  Eighty-
percent of ELL teachers were reported as licensed in teaching second language learners 
and 75% were reported as proficient in a second language.  Pullout -services and 
inclusion were reported as the primary delivery models used with ELL students with 33% 
and 50% respectively. 
 
Attitudes   
 Ninety-percent of the teachers supported the inclusion of ELL students in regular 
classrooms and believe that inclusion has been beneficial for ELL students and other 
students in regular classrooms. 
  
Instructional Strategies 
 The most reported instructional strategies were direct instruction, problem based 
learning, and cooperative learning followed by group discussion and lab demonstration.   
 
ELL Students    
 Eighty-percent of teachers felt somewhat or not at all prepared to work with ELL 
students.  Only 40% had received special professional preparation to work with ELL 
students.  The training for this 40% consisted of instructional strategies and addressing 
cultural issues.  When teachers were asked what type of specialized training would be 
beneficial in helping to teach ELL students, they responded with language classes, 
specific instructional strategies for culturally diverse students, and basic training in 
teaching concepts for diverse learners.  Teachers reported that the majority of their time 
with ELL students was spent giving feedback, eradicating errors in work, determining 
language versus content goals, and working with parents and the community. 
 
Ell Students and Technology   
 Teachers reported that 47% of their students have access to computers at home 
and approximately 20% of their ELL students have access to computers at home.  Sixty-
percent of teachers make assignments that require students to use computers at school 
and 10% of teachers make assignments that require students to use computers at home.  
Twenty-percent of teachers felt very well prepared to use technology with ELL students 
and 80% felt somewhat prepared or not at all prepared to use technology. 
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Technology Use With ELL Students (%)                daily       weekly        monthly       never  
computer applications (word processing, 
spreadsheets, etc.) 

11 33 44 11 

computer assisted instruction (language content 
software, etc.) 

0 50 0 50 

computers in your classroom 75 12 12 0 
computers in your school 50 30 20 0 
email  0 0 16 83 
graphing calculators 0 14 14 71 
interactive audio 0 33 11 55 
ipods, mp3 players 0 0 0 100 
smartboards 10 10 20 60 
websites 22 44 22 11 
  
 Seventy-five percent of teachers reported using computers in their classrooms 
daily, but only 43% reported their daily uses as computer applications, smartboards or 
websites.  No other uses were added to the list.  Computer assisted instruction was used 
the most weekly with 50% of the teachers reporting use, followed by computer 
applications such as word processing and spreadsheets with a 44% use monthly.  
Teachers report never using Ipods and mp3 players and 83% reported never using email. 
 
         not a    somewhat   great  
Instructional Technology Barriers to Use (%)        barrier      of a barrier     barrier barrier 
Internet access 80 20 0 0 
administrative support 66 33 0 0 
number of computers 11 66 11 11 
outdated, incompatible, or unreliable computers 40 40 10 10 
student access 40 40 20 0 
support for curriculum integration 40 30 30 0 
technical support or advice 42 42 14 0 
time in schedule for computer use 20 50 20 0 
training opportunities 57 14 28 0 
 
 Eleven-percent and 10% of the teachers reported the greatest barriers to 
instructional technology use were the number of computers and outdated, incompatible, 
or unreliable computers. Eighty-percent of teachers did not view access to the Internet as 
a barrier to technology use. 
 
Working with ELL Students   
 Teachers reported that their greatest concerns were poor parent involvement with 
the school, little time to slow down and re-teach, and the quality of instruction.  Teachers 
reported their greatest successes were overcoming language barriers and the emotional 
rewards of watching students learn. 
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Conclusion 
  

Classroom teachers constantly create effective learning environments for diverse 
populations of children including English language learners.  The teachers that we 
surveyed allowed us a glimpse into their classrooms by describing their uses of 
instructional strategies and technology with ELL students.  These classroom views 
revealed numerous highly creative and unique practices.  There may be no clear-cut 
answers to teaching ELL students, but teachers shared numerous effective practices using 
technology.  

Teacher preparation programs need to join in the theoretical discussions of 
understanding diverse cultures and best teaching practices, along with the practice of 
delivering appropriate best practice coursework to preservice teachers with regard to ELL 
students and the use of technology.  Programs must become involved in the continued 
education of veteran teachers with regard to misconceptions of ELL students’ needs, 
training to teach ELL students, and how to effectively integrate technology into the 
classroom to aid ELL students. 

The paradigm shift from viewing diverse students as pariahs to valuable assets has 
begun, but we are at the education tip of the iceberg when it comes to knowing and 
practicing what we know in using technology to educate ELL students.  The influx of 
diverse students into our classrooms will continue to be a powerful change agent.  We, as 
educators, must be prepared to effectively deal with all students in a positive light and to 
use all available resources afforded the field of education.   

From this study we learned that most teachers do not see major barriers to 
accessing technology in their schools.  They reported the greatest barriers to using 
technology as support for curriculum integration and training opportunities.  Most 
teachers reported good access to the Internet and their greatest daily use with ELL 
students was using websites.  These teachers stated that they had very little if any training 
to work with ELL students, but they reported use of a variety of instructional strategies.  
These results indicate that teachers have access and training in technology and 
instructional strategies, but may need further training in correlating technology with the 
curriculum and additional training for best practice with ELL students. 
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Abstract: Exploring teacher opinions of the need for improvement of teacher induction programs in Mississippi and 
Louisiana.  Statewide and district wide efforts to use induction programs to help in recruiting, selecting, and retaining 

teachers in East/Central Mississippi and Northwest/Central Louisiana will be the primary focus of this paper.   
 

In producing this paper, the following criteria for determining my sources will be discussed: (a) Discussion 
of statewide efforts to recruit and retain teachers in Mississippi and Louisiana  (b) retention rates of 
beginning teachers (c) suggestions by graduate students/teachers  in Louisiana and Mississippi (d) benefits 
of administrative support  and (f)  future recommendations. 
 
Dr. Boggan served as a professor of Educational Leadership at Northwestern State University of Louisiana 
from 2005-07 and is currently serving this position at Mississippi State University-Meridian (2007-
present).  Prior to becoming a professor, Dr. Boggan served six years as a public school administrator.   
 
Participating Universities 
 
Mississippi State University-Meridian is a regional campus of Mississippi State University.  Student 
enrollment is about 1,000 with about 200 graduate students in EDL, Counseling, and Curriculum and 
Instruction.  The main campus, 100 miles north has about 17,000 students.   
 
Northwestern State University of Louisiana has about 10,000 students and is located in Natchitoches, 
Louisiana.  The Educational Leadership program has 186 students and is the second largest graduate 
program at the university.   
 
 
A Look at Statewide Efforts of Recruiting Teachers in Louisiana and Mississippi  
 
Teacher shortages are rising across the nation at about the same rate as the price of stamps (or so it seems).  
Because teacher shortages continue to rise, states must come up with ways to recruit citizens to go in the 
education field.  Many districts in Mississippi depend on state efforts to fill positions.  This is particularly 
in the case in the Mississippi Delta (NW Mississippi).  Louisiana has it’s own share of problems in teacher 
recruitment with more responsibility placed on the school districts/parish.   
 
Recruiting Efforts by the State of Mississippi: 
 

1. Recruit teachers to stay a four-year term in district shortage areas.   
2. Pay up to a $6000.00 stipend for teachers to purchase a home in the district they are hired in. 
3. Offer a tuition-free M.S./M.Ed. opportunity to public universities in Mississippi. 
4. Pay off student loans (about ¼ a year) 

 
 
Louisiana’s recruiting efforts are not as aggressive as it’s neighboring state, but efforts to recruit teachers 
are apparent. 
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Recruiting Efforts by the State of Louisiana: 
 

1. Recruiting efforts are the responsibility of individual school districts: 
 

2. Incentives may vary, but most districts pay for alternative certification programs and some 
 districts will pay for graduate degrees.  
 

Mississippi is more aggressive in teacher recruitment than Louisiana. 
 

 
Retention Rates 
 
Retention rates for teachers are increasing at alarming rates.  This is a nationwide problem, not just a 
problem in Louisiana and Mississippi.  Although statewide efforts in Mississippi and Louisiana have 
helped get more teachers into the workforce, the retention rates have gotten worse, particularly in 
Mississippi.   
 
Nationwide statistics: 
 

• About 15-20% of new teachers leave the workforce after one year. 
• 40-50% leave the field within a seven year period. 

 
 
Problems with First Year Teachers 
 

• Younger teachers report more emotional exhaustion than more experienced teachers. 
• Shock (fear of the unknown) - Being on the other side of the desk:  organization, instruction, 

discipline, assessment, and other classroom responsibilities 
• Students - Not being a ’buddy’ is difficult particularly with teachers ages 21-23 
• Parents - How to deal with challenging parents? 
• Administrators - Awkward feelings toward administrators:  Happy to be hired, but scared about 

doing something wrong 
• Fellow Teachers - jealousy, pettiness 
• Instruction/Management- lack of resources, classroom management skills, effective lessons 

 
Now that we know the statistics and problems of recruitment, we have to find solutions.  One solution:  
BETTER TEACHER INDUCTION PROGRAMS.   
 
 
Suggestions for improving Induction Programs from teachers that are graduate 
students at Mississippi State University-Meridian and Northwestern State 
University of Louisiana: 
 
Talk about Goals: 
 
 In collecting information from students at both universities, some common findings were 
discovered:   
 

1. Discuss the purpose of induction programs (Get it out there.  Why are we doing this??) 
a. Transition as a professional 
b. Training for classroom effectiveness  (discussion, role playing) 

2. Goals for Induction programs: 
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a. Support and assist new teaching in the transition from college through his/her first year of 
teaching 

b. Support and assist the veteran teacher in the transition from his/her previous school  
3. Induction Objectives: 

a. Allow teachers to come up with some objectives (aloud, or suggestion box, collection of 
suggestions) 

b. Support and encouragement to help new teachers develop and maintain commitment to 
teaching long-term 

c. Provide appropriate educational experiences or professional development for teachers 
d. Orient the new teachers in both the work place and culture of the school community 
e. Provide experienced-caring mentors for support 
f. Help beginning teachers plan for first days of school 
g. Help beginning teachers improve classroom teaching and management 

 
 
Time Frames: 
 
Students at Mississippi State University-Meridian and Northwestern State University of Louisiana also 
suggested time frames for induction programs.  While students at both locations believe that induction 
programs should be ongoing, here are suggested time frames for the initial induction programs at the 
beginning of the school term: 
 

• Induction program should be 2-5 days 
• Average induction programs were 2.5 days w/new teacher induction about half of that time 

  
Administrative Support 
 
A common theme by students at both universities was to have strong administrative support.  If a new 
teacher feels that the administrator is supportive, it is believed by these students that more than likely 
teachers will stay at this school and/or in the profession.  Here are some suggestions of administrative 
involvement with teacher induction programs: 
 

• Lead an icebreaker activity 
• Principal introduces teachers at first campus meeting and tells a little bit about that person.  

Formal introductions help the teachers to feel welcome. 
• After meeting with all faculty, principal focuses on new teachers and gives them a tour of campus.  

This helps to build a connection with principal. 
• Principal and new teachers discuss the school’s mission, vision, and goals.   
• Grading, safety, and discipline policies will be discussed (may carry over from initial meeting(s)) 
• New teachers are assigned mentors by principal. 
• Discussion of benefits 
• Discussion of district policies 
• Classroom management and discipline 
• Ordering classroom supplies 
• Administrator forms a positive relationship with each staff/faculty 

 
Topics that may include ALL teachers such as SPED laws, new district policies, etc.,will be discussed in 
general faculty meetings.  Administrative meetings with new teachers will be more specific.  This may 
include: 
 

• Staff Manuals 
• Playground and Cafeteria Tour 
• Photocopiers 
• Textbooks 
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• School Calendar 
• Keys/Security 
• General Schedules 
• Homework Policy 
• Report Cards 
• Attendance/Absentee Procedures 
• Team meetings 
• Fire Drills/Emergency Procedures 
• Lockers 
• Daily school Routines 
• Open House 
• Bus Routines 
• Contacting Parents 
• Duty 

 
 
 
 
New personnel are usually nervous about starting a new position, whether they are experienced teachers or 
new to the field of education.  The beginning process is vital to retaining quality teachers.  It’s important to 
help teachers feel like an important addition to the school.  School-wide teacher induction programs may 
not cover district-wide views of the district.  The focus school-wide induction programs should be one of 
support.   
 
  
 
 
Future Recommendations for Effective Induction Programs  
 

• Get feedback from teachers with 1-5 years of experience to help improve current induction 
programs Support (Be approachable) 

• Secretive feedback from current inductees on how to improve induction programs 
• Include experienced teachers in the development of school-wide inductions programs 
• Delegate some areas of induction to experienced teachers 
• Promote strong mentoring programs 
• Suggestion box 
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Abstract 
The purpose of our paper is to explore innovative ways in which web-based technology 
might be engaged to enhance efforts towards peace in the world, with a special focus on 
educational curriculum that supports peace efforts.  Seeing a possible convergence of 
educational technology and peace, we envision a tiered plan for enlisting the powerful 
tools of technology in the process of teaching peace to K-12 students.  We scaffold our 
design on solid pedagogy for online teaching and learning, and ground it in the emerging 
learning model of transdisciplinarity.  Sample lessons and resource pages that 
characterize this curricular model will be presented using an open source course 
management tool. 
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Introduction 
 

"Imagine all the people living life in peace. You may say I'm a dreamer, but I'm not the 
only one...." John Lennon 

 
This paper begins with a premise that a culture of war pervades the post-World 

War II industrial nations of the world, including, and perhaps especially, the United 
States.  In their role as enculturating agents, mainstream school systems of the U.S. 
mirror this culture, albeit often innocently and unconsciously, thereby proliferating 
attitudes and behaviors in young people that nurture a culture of war.  It seems to us that 
if we are serious about a goal of world peace, we need to work toward a paradigm shift in 
some of basic premises of mainstream American culture.  Much has been written in the 
last couple of decades about the need for such a paradigm shift in institutions and 
agencies of U.S. mainstream culture.  Such a perspective shift is advocated as a response 
to global problems of the environment, issues of social justice, patterns of violence issues 
of equality, etc. (e.g., Macy & Young Brown, 1998; Berry, 1999; Lentz, 1972).  These 
problems are not separate from the war and violence plaguing the world, but actually 
belong to a network of dysfunction that requires redress with the same remedy called for 
to counteract the culture of war, that is, a paradigm shift towards a culture of peace. 

The advocacy of a culture of peace is a worldwide movement heralded by the 
United Nations, which has declared this decade a time to focus seriously on world peace.  
Defined and promoted by UN resolutions (A/RES/52/13 : Culture of Peace and 
A/RES/53/243, Declaration and Programme of Action on a Culture of Peace), the Culture 
of Peace "is a set of values, attitudes, modes of behaviour and ways of life that reject 
violence and prevent conflicts by tackling their root causes to solve problems through 
dialogue and negotiation among individuals, groups and nations" (UNESCO, n.d.). 
Specifically called for by the United Nations is a revision of extant educational curricula 
"to promote qualitative values, attitudes and behaviours of a culture of peace, including 
peaceful conflict-resolution, dialogue, consensus-building and active non-violence" 
(UNESCO, n.d.). The resolutions go on to identify specific social agenda and issues that 
such a curriculum of peace should address: sustainable economic and social development, 
human rights and gender equality, democratic participation, efforts towards tolerance and 
solidarity, increased communication and the unimpeded flow of information and 
knowledge and promoting peace and security through disarmament and conflict 
resolution work (UNESCO, n.d.). 
 

Our Struggle to Make a Contribution 
As workers in the field of educational technology we wonder if there may be a 

role for web-based technology to play in an effort to scale up the exposure of our students 
to principles and behaviors that encourage the culture of peace.  Since the 1980's the 
number of peace studies programs on college campuses in the U.S. has increased 
dramatically.  A recent report cited the number of colleges offering peace studies 
programs at more than 300 (McCarthy, 2004).  Still other colleges offer peace studies 
courses outside of a formal degree program.  These numbers are very encouraging, but 
considering the more than 3000 colleges in the US, peace studies is still in its infancy.  
While an encouraging trend, we believe that to see deep inroads made toward a culture of 
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peace, a strong push towards a peace curriculum is needed at the elementary and 
secondary levels also.  One reason to focus on younger audiences is the fact that the 
majority of K-12 students will not go to college.  Also, the early years of education are 
extremely formative ones, and it is crucial that the alternative messages of peace are aired 
in schools.  Colman McCarthy, a former columnist for the Washington Post who heads 
up non-profit organization, Center for Teaching Peace, sums up the rationale for an early 
peace curriculum like this, " The message is getting through: Unless we teach our 
children peace, someone else will teach them violence." (¶ 4). 

Acknowledging the need to teach peace in our K-12 schools, the authors wonder 
how their field of work, education technology, might uniquely contribute to these efforts 
of peace education.  We recognize two very important features of web-based instruction 
in this regard, 1) power of accessibility, and 2) intrinsic characteristics of web to promote 
interaction and communication. Through our work in web-based curricular design we 
have come to understand the power of web-based curriculum to address issues of 
accessibility.  Using web curriculum, students have opportunities to take courses that are 
not offered F2F at their schools. For example, on-line high schools offer advanced 
language and mathematics courses to students at schools who do not have on-site faculty 
qualified to teach these offerings, such as advanced calculus or Chinese.  We see that 
peace studies could be offered in a similar way, understanding that few K-12 teachers 
have been trained in teaching for peace.   

In our work over the past ten years, we have had opportunities to create, test, 
pilot, and retrofit a variety of professional development models for teachers integrating 
technology in their teaching (Lane-Kelso, Fazio-Fox, in press). These models are firmly 
rooted in best practices based on Chickering and Gamson’s seven characteristics for 
using technology in higher education (Chickering and Gamson, 1987) as well as 
International Society for Technology in Education standards and best practices (ISTE, 
2007).  Our training framework is situated in the constructivist pedagogical model.  
Through various model iterations, we have created multi-tiered, multi-modaled course 
designs that use online communication technologies (CMCs), collaborations, and 
simulations, to reduce distance and utilize time for educators and students.  We have 
learned a great deal about designing curriculum that engages young learners through the 
use of stimulating multimedia and hypertext, thereby increasing student interest.  We also 
have come to appreciate the intrinsic capacity of the web to foster communication at a 
distance, with an obvious potential for opening avenues of discourse across national 
borders and barriers of class and geography.  

Still, we are even more encouraged about the web's capacity to transform 
understanding as we witness an unprecedented increase in the flow of information on the 
World Wide Web and the novel modalities of use that are emerging. The web is now 
being sculpted into more web-based communities and social-networking sites, 
characterized by the newer version of Web 2.0 usage, witness the work of TrueMajority, 
the phenomena of Facebook and MySpace. These technology components have existed 
since the birth of the Internet, but the novel ways of using the web suggest a new social 
phenomenon of open communication, decentralization of authority, and autonomous 
sharing, inviting a new vision for technology’s role. It has been suggested that these Web 
2. 0 aspects “form a natural ally for constructivist learning methodology” (Wikipedia, 
p.4, ¶ 2). We suggest that this shift in web use encourages us to also shift our 

2008 HICE Proceedings 
Page 1342



epistemological thinking in terms of what the web can do as a learning tool.  In terms of 
the goals of this paper, we see the new technologies poised at this critical juncture in our 
world with an aggregation of expertise, resources, and infrastructure that could work 
toward a new agenda in education.  We contend that this direction can support the goal of 
peace education, fostering the culture of peace. 
 

Framing the Approach 
Our current ideas about how to move forward concretely in our efforts focus on 

two related pathways.  First, we are in the process of designing a central web site as 
clearinghouse for curriculum that has been developed to date as offerings to teachers 
interested in bringing peace studies to their classrooms.  Examples of such curriculum is 
housed, for example, at the US Institute for Peace site (http://www.usip.org/class) and the 
Global Campaign for Peace Education site 
(http://www.haguepeace.org/index.php?action=resources).  Most of these resources, 
however, are downloadable lessons to conduct in the F2F classroom.  Our vision is to 
find and/or develop resources, using the high-interest features of the web (multimedia, 
interactive communication components), that will be of attractive to 21st century K-12 
students and that can potentially be carried out independently of the classroom teacher.  
We have begun to frame this site using existing curricula, with the intention to expand it 
with further research and as we develop curricular lessons.   

Secondly, we would like to develop online teacher training courses that can help 
teachers use the repository of resources in a meaningful way in the individual contexts of 
their student age groups and social issues of the school.  In the future we see a potential 
for adding stand-alone online peace studies courses taught by dedicated teachers at a 
distance, which teachers could assign to students.  This is a more ambitious project, as it 
would entail a greater commitment on behalf of school systems to provide school 
offerings online.  However, some states are beginning to envision offering courses at a 
statewide level to augment F2F coursework, e.g. Oregon Virtual School District 
(http://orvsd.org/). 
 
Pedagogical and Philosophical Grounding 

As we begin this work to develop an online curriculum for peace, we are mindful 
of the need to situate our lesson design both in pedagogy and educational philosophy.  
We are trying to create "new wine" here and do not want to impede our work by using 
"old bottles."  When new media (or new ideas in general) appear, it is common for 
practitioners to simply transfer old ways of doing things into the new media. This 
phenomenon has been called putting "old wine in new bottles." In this vein, John Seely 
Brown in his article, "Growing up Digital," talks about how early filmmakers imitated 
theatre and the stage: 
 

It took 10 to 20 years for filmmakers to discover the inherent capabilities of their 
new medium.  They were to develop techniques now commonplace in movies, 
such as "fades," "dissolves," "flashbacks," "time and space folds," and "special 
effects," all radically different from what had been possible in the theatre (Seely 
Brown, 2000). 
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Hypertext, Communication and Multimedia 
Research strongly supports the idea that curriculum delivered using computers is 

motivating and engaging to students compared with traditional pencil-and-paper 
modalities. (Sandholtz, Judy, Ringstaff, Cathy, and Dwyer, David C., 1997; Rockman, et. 
al., 1998, National Reading Panel, 2000:  Executive Summary: Computer Technology 
and Reading Instruction p. 6:8).  This motivational aspect is enhanced when courses are 
well designed to harness the unique capacities of the web.  In order to effectively make 
use of the potential of the web in our curriculum, our design model will work to 
effectively use three key features of the web, believing this focus will help us generate a 
high interest, engaging, interactive and stimulating curriculum; these features are 
multimedia presentation, communication tools, and hypertext.  The potential for 
enhanced communication via the web and the high interest capacity of web multimedia 
are well known features of web pedagogy.  A  key component to engaging students in 
online curriculum that is less understood is the capacity of hypertext in curriculum to 
encourage engagement and nonlinear modes of thinking.  George Landow, in Hypertext: 
The Convergence of Contemporary Critical Theory and Technology (1992), describes 
several facets of hypertext, some of which are particularly cogent for thinking about 
hypertext and learning.  Of interest to us in looking at possible synergy between peace 
study curricular design and hypertext are three of these: connectivity, non-linearity and 
decentering.   

Connectivity is perhaps the most powerful element of hypertext because this is the 
feature that allows for the association and integration of information bits.  Landow writes 
that the "essence of hypertext lies in its making connections" (Landow 1992, p.126). The 
building block that enables connectivity is the hyperlink or link.  Because hypertext 
supports connectivity, words, images and other data can be linked to create multiple 
pathways. Connectivity, then, encourages the integration of discrete bits in myriad ways.    
 

Let me emphasize the obvious - that hypertext is an information technology in 
which a new element, the link, plays the defining role, for all of the chief 
practical, cultural and educational characteristics of this media derive from the 
fact that linking creates new kinds of connectivity and reader choice (Landow, 
1999, p. 154). 

 
Connectivity is related to Deleuze and Guattari's idea of the rhizome, which describes a 
network-like concept, as opposed to the arbol, which describes one that is tree-like.  Tree-
like structures, according to Deleuze and Guattari, are characteristic of linear thought.  
They are represented by branches that continue to subdivide into smaller categories. 
Tree-like thought underpins most Western thought and forms the basis of academic  
endeavors.  The key principles of the rhizome, on the other hand, are connection and 
heterogenity. According to Deleuze and Guattari, these principles require that any point 
of a rhizome system can be connected to any other point.  Therefore a rhizome can be 
thought of as not only not hierarchical, but intrinsically "anti-hierarchical:" no point can 
come before another, every point must be connected to another point, and all points are 
connected  (Deleuze & Guatarri, 1987, p.7).   

A second feature identified by Landow is non-linearity, which is encountered in 
hypertext by virtue of its use of nodes and links that can be navigated and traversed along 
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multiple paths.  This allows the learner to choose an individual path based on interest and 
personal goals, rather than the agenda of the author necessarily.  There has been some 
confusion issuing from the naming of hypertext as "non-linear," because an individual's 
following of links does indeed create a path that is linear.  What non-linear really means 
is that there is no ONE linear way in which a reader must follow a text.  Through links, 
hypertext effectively asks readers "what will you read/hear/see next?” then supplies links 
that represent choices that readers may or may not pursue.  Different readers will respond 
to links in individual ways.  This creates potential alternative "webs" through which a 
reader can journey through the material.   Landow believes that this kind of non-
sequential reading works toward learners becoming more active learners (Landow 1992, 
p. 121). 

Nonlinearity leads to a third element of hypertext, decentering.  Following from 
the unique paths through which learners can explore the content using hypertext, the 
learner's experience is "de-centered" in relation to the author compared with the 
experience of conventional text.  In other words, because of nonlinearity, the learner is 
able to shift the focus of the learning experience away from a center, i.e., the author. 
 
Transdisciplinarity 

We use the emerging pedagogical model of transdisciplinarity as a basis for 
pedagogical design.  We continue to follow constructivist principles, but believe these are 
accommodated within transdisciplinarity. The transdisciplinary approach encourages 
design and teaching that cuts across disciplines and transcends their boundaries.  The 
transdisciplinary approach to education requires a new vision, seeking nothing less than 
“the understanding of the present world” and this requires sharing and uniting knowledge 
(Nicolescu, 2007, ¶ 15). The hallmark of transdisciplinarity is interaction and 
relationship, between people, between previously fragmented disciplines, blurring 
traditional ideas of object and subject.  It embraces complexity and plurality.  
Transdisciplinarity recognizes many ways of knowing in place a single "truth", and sees 
the space between different perspectives as ripe ground for novel solutions to problems.   

There is much in the intrinsic nature of the transdisciplinary learning approach 
that dovetails with the intentions of a culture of peace curriculum.  Students who are 
engaged in a peace curriculum are not seen as passive receptacles of a preconceived 
curriculum.  Rather they are partners in an evolving worldwide process that seeks to 
envision and then create a culture to replace the current paradigm of war and violence.  It 
invites students to participate in a deeply authentic work currently happening at a global 
level.  The transdisciplinary approach offers students tools that are capable of wrestling 
with the complexity of the issue yet providing the means to integrate different 
perspectives and explore the space between these perspectives to create new solutions.  
Sue McGregor has written a detailed article on the interlacing of the Culture of Peace and 
Transdisciplinarity for any one interested in a deeper understanding of this relationship 
(McGregor, 2005). Much of what she says about doing research on the Culture of Peace 
easily applies to our work of implementing a curriculum for a Culture of Peace. 

We believe that the transdisciplinary approach to curriculum development 
compliments the new generation of technology usage.  The design of online curriculum 
framed in the transdisciplinary approach is grounded on the active interaction of 
collaborators and contributors. Unlike the traditional solo curricular designer, a peace 

2008 HICE Proceedings 
Page 1345



curriculum will require an educational team drawing upon collective knowledge and 
skills to determine best practices and content.  Bruder (1994) details this approach: 
 

A transdisciplinary approach requires the team members to share roles and 
systematically cross discipline boundaries. The primary purpose of this approach 
is to pool and integrate the expertise of team members so that more efficient and 
comprehensive assessment and intervention services may be provided…The role 
differentiation between disciplines is defined by the needs of the situation rather 
than by discipline-specific characteristics. (p. 61) 

 
Thoughtful guidance toward peace education objectives should remain open among the 
team members. However, at this point in time we put forth seven salient features of 
design and teaching that we believe are critical toward a culture of peace curriculum: 
 
1. Utilize the Web as the “participatory Web” that includes a universal design interface, 
open source applications, games, and simulations. 
2. Establish opportunities for authentic interactions including social networking tools to 
encourage online learning communities. 
3. Self-examination: Provide a safe, non-judgmental learning environment where learners 
can examine their existing philosophies and build new ones. 
4. Thematize curriculum that require transdisiplinary examinations of contemporary 
issues relevant to the learners. 
5. Recognizing continual topic overlap in knowledge, shift focus of knowledge 
acquisition to connectivity, discovery and invention. 
6. Personalize the process of teaching and learning by building tiered-levels of expertise 
to guide the process, emphasizing collaboration. 
7. Be mindful of the multiple ways of knowing beyond the intellectual and the cognitive 
and include opportunities to experience plural ways of knowing in the curriculum. 
 

Conclusions 
This paper is a working exploration of how web-based technology might 

contribute to the design and teaching of a culture of peace curriculum for school age 
children.  By the nature of our expertise, we seek to make use of the powerful technology 
tools available, especially hypertext, communication tools, and multimedia.  We also see 
power in transmitting content with a deep commitment toward student discovery and 
creativity.  Personalizing the process we believe will have much to do with the learners’ 
ability to create and manage a technology-integrated curricular environment for learning.  
We hope to anchor these "best practices" of pedagogical design with the novel and 
emerging approach of transdisciplinarity to accommodate the complex nature of the 
content material. 

Because of the novelty of using multi-media and the web to enhance instruction 
for peace studies for children, we anticipate a pressing need for these experiences to be 
shared so that a development of best practices for teaching peace can move forward. Our 
experience suggests that the added technology-enhancements help to mitigate knowledge 
and skill deficiencies in learners and motivate them to move beyond the acquisition 
phase. It would seem critical in light of this that educators focus on ways to engage and 
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encourage our learners to become architects of their own learning and be team members 
in this very creative process. The culture of peace learning initiative presented here will 
hopefully act as a model for others to build upon; in the spirit of transdisciplinarity we 
invite you all to dance!   

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 

2008 HICE Proceedings 
Page 1347



References 
Berry, T.M. (1999).  The Great Work:  Our way into the future.  New York:  Bell Tower. 
 
Brown, J.S.  (March-April, 2000). Growing up digital. Change, 13-20. 
 
Bruder, M.B. (1994). Working with members of other disciplines: Collaboration for 

success. In M. Wolery & J.S. Wilbers (Eds.), Including children with special 
needs in early childhood programs (pp. 45-70). Washington, DC: National 
Association for the Education of Young Children. 

 
Chickering, A. W., & Gamson, Z. F. (1987), Seven principles for good practice in  

undergraduate education. Retrieved August 1, 2007 from  
http://honolulu.hawaii.edu/intranet/committees/FacDevCom/guidebk/teachtip/7pri
ncip.m. 

 
CNN.com/Education (2002, December 19). Former reporter pushes peace studies.  

Retrieved August 8, 2007 from  
http://archives.cnn.com/2002/EDUCATION/12/19/peace.teacher.reut/. 

 
Deleuze, G. and Guattari, F. (1987). A thousand plateaus: capitalism and schizophrenia.  

trans. Brian Massumi. Minneapolis: University of Minnesota Press. 
 
Hague Appeal for Peace (1999). The global campaign for peace education. Retrieved    

August 1, 2007 from http://www.haguepeace.org/index.php?action=pe. 
 
Harris, I. M., Fisk, L. J., & Rank, C. (1998). A portrait of university peace studies in  

north america and western europe at the end of the millennium [Electronic 
version]. The International Journal of Peace Studies,5(3),Retrieved August 10, 
2007 from  

      http://www.gmu.edu/academic/ijps/vol3_1/Harris.htm. 
 
International Society for Technology in Education (ISTE); National Educational 

Technology Standards (NETS) for Teachers. "Educational technology standards 
and performance indicators for all teachers."  Retrieved from 
http://cnets.iste.org/teachers/t_stands.html, May 30, 2007. 

 
Landow, G. P. (1999).  The digital dialectic.  In Lunenfield, P. (Ed.), New Essays on New  

Media.  Cambridge, MA : MIT Press. 
 
Landow, G.P. (1992).  Hypertext: The Convergence of contemporary critical theory and 

technology.  Baltimore and London: The Johns Hopkins University Press. 
 
Lane-Kelso, M.E. & Fazio-Fox, M. (in press). Raising the Bar: Using ‘Personal 

Trainers’ for Professional Development. Accepted Fall 07 for publication, in 
progress, chapter in textbook: Models for Successful Professional Development in 
Educational Technology. 

2008 HICE Proceedings 
Page 1348



 
Lentz, T. F. (1972) Toward a technology of peace. St. Louis Peace Research Lab.  

Retrieved on July1, 2007 from http://www.lentz.org/technologyofpeace/. 
 
Macy, J.R. & Young Brown, M. (1998),  Coming Back to Life:  Practices to Reconnect 

Our Lives, Our world.  Gabriola Island, B.C:  New Society Publishers. 
 
McCarthy, C. (2004, January 23). Making headways in teaching peace. In Thinking 
  peace. Retrieved August 8, 2007 from 

 http://www.thinkingpeace.com/pages/Articles/arts136.html. 
 
McGregor, S. (2005). Transdisciplinarity and the culture of peace. Culture of Peace 

Online Journal, 1(1), Retrieved August 1, 2007 from  
http://www.copoj.ca/pdfs/transdisciplinarity.pdf. 

 
National Reading Panel. (2000).  Teaching children to read: An evidence-based 

assessment of the scientific literature on reading and it implications for reading 
instruction.  Washington, D.C.:  National Institute of Child Health and Human   
Development. 

 
Nicolescu, B. (2002). The Manifesto of Transdisciplinarity.  Albany, NY:  State  

University of New York Press. 
 
Rockman, et al. (1998).  Powerful tools for schooling:  Second year study of the laptop 

program.  San Francisco, CA.  http://rockman.com/projects/laptop/. 
 
Sandholtz, J. H., Ringstaff, C., & Dwyer, D. C. (1997). Teaching with technology: 

Creating student-centered classrooms. New York: Teachers College Press. 
 
UNESCO Peace Is In Our Hands (n.d.). Culture of Peace: What is it? Retrieved August  

8, 2007, from http://www3.unesco.org/iycp/uk/uk_sum_bourse.htm. 
 
United States Institute of Peace (n.d.). For the classroom. Retrieved August 13, 2007  

from http://www.usip.org/class/ - institute of Peace curricular resources. 
 
Wikipedia, Inc (n.d.). Web 2.0. Retrieved August 1, 2007 from 

http://en.wikipedia.org/wiki/Web_2.0. 
 
 

2008 HICE Proceedings 
Page 1349



The ISLLC Standards and Educational Leadership Students: 
How Do They Really Define These Standards??? 

A comparison study of leadership students from NCATE approved 
institutions in Louisiana and Mississippi   

 
Matthew Boggan 

Assistant Professor of Educational Leadership 
Mississippi State University-Meridian (www.msstate.edu/meridian)  

Meridian, Mississippi  
mboggan@meridian.msstate.edu  

 
 

Abstract: Exploring graduate student perceptions at two southeastern universities of the ISLLC 
Standards in Educational Leadership programs.  Focusing on personal perceptions of graduate 
students at Northwestern State University of Louisiana and Mississippi State University-Meridian  
in reference to these standards.  The six ISLLC standards will be explored and educational 
leadership student perceptions of these standards will follow. 

 
 
ISSLC Standards 
 
The Interstate School Leaders Licensure Consortium (ISLLC) was created by the National 
Policy Board for Educational Administration (NPBEA) to develop the Standards for School 
Leaders.  The ISLLC Standards were written by representatives from states and professional 
associations during 1994-95 which was supported by grants from the Pew Charitable Trusts and 
the Danforth Foundation.. Forty-six states have leadership standards for administrator 
certification and preparation programs, and forty-one states report that they adopted or adapted 
the ISLLC Standards or confirmed alignment of state standards with ISLLC (Sanders and 
Simpson, 2005). The ISLLC Standards have become a national model of leadership standards and 
serves as common language of leadership expectations across differences in state policies. 
 
Mississippi State University-Meridian in Meridian, Mississippi, and Northwestern State 
University of Louisiana in Natchitoches, Louisiana, both have adopted the ISLLC Standards as 
standards to guide their educational leadership programs.  Both universities have M.S. and Ed.S 
programs while Mississippi State University offers a Ph.D. in Educational Leadership.  Both 
universities have adopted leadership textbooks that divide some textbooks into six sections in 
reference to the six standards.   
 
The purpose of this study is to check for student understandings of these popular standards and 
what each standard means to them.   
 
The Six ISLLC Standards 

First, let’s look at the definitions of the six ISLLC Standards that guide many NCATE approved 
leadership programs.  The ISLLC Standards define six ways in which school administrators 
provide leadership that promotes the success of all students. 

• Standard 1  
A school administrator is an educational leader who promotes the success of all students by 
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facilitating the development, articulation, implementation, and stewardship of a vision of learning 
that is shared and supported by the school community.  

• Standard 2  
A school administrator is an educational leader who promotes the success of all students by 
advocating, nurturing, and sustaining a school culture and instructional program conducive to 
student learning and staff professional growth.  

• Standard 3  
A school administrator is an educational leader who promotes the success of all students by 
ensuring management of the organization, operations, and resources for a safe, efficient, and 
effective learning environment.  

• Standard 4 
A school administrator is an educational leader who promotes the success of all students by 
collaborating with families and community members, responding to diverse community interests 
and needs, and mobilizing community resources.  

• Standard 5  
A school administrator is an educational leader who promotes the success of all students by acting 
with integrity, fairness, and in an ethical manner.  

• Standard 6 
A school administrator is an educational leader who promotes the success of all students by 
understanding, responding to, and influencing the larger political, social, economic, legal, and 
cultural context.  

Participating Universities 

 Mississippi State University-Meridian is a regional campus of Mississippi State University.  
Student enrollment is about 1,000 with about 200 graduate students in EDL, Counseling, and 
Curriculum and Instruction.  The main campus, 100 miles north has about 17,000 students.   
 

Northwestern State University of Louisiana has about 10,000 students and is located in 
Natchitoches, Louisiana.  The Educational Leadership program has 186 students and is the second 
largest graduate program at the university.   

 
Educational Leadership student perceptions of the six ISLLC Standards at two 
NCATE approved programs: 
 
A summary of the general mindset or perception based on student participation from students at 
each university was analyzed by this researcher.  Northwestern State University will be 
abbreviation as NSU and the general mindset of leadership students from Mississippi State 
University Meridian will be listed as MSUM. 

• Standard 1  
A school administrator is an educational leader who promotes the success of all 
students by facilitating the development, articulation, implementation, and 
stewardship of a vision of learning that is shared and supported by the school 
community.  
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Figure 1 (Standard 1):  

Delegate.- Delegate Responsibilities; Facilitate.- Administrator as Facilitator;  Comm. – 
Community Involvement / Stakeholders; SI- School Improvement  

NSU Perceptions of Standard 1 

Students at NSU generally viewed Standard 1 as creating a learning environment 
for the students and teachers of the school.  All stakeholders will be involved.  
Once a mission of the school is decided upon, students, teachers, parents and 
community members will come together to construct a vision.  Delegation of 
duties of school improvement efforts may be necessary.  Discussion of school 
data/research will be shared with stakeholders and stakeholders will assist in 
coming up with solutions for school improvement.  As the school leader, NSU 
leadership students focused on evaluation of improvement efforts and 
organization of the school.  Short term and long term goals will need to be 
established.   

MSUM Perceptions of Standard 1 

Perceptions of standard 1 from students at MSUM seemed to be very similar to 
those of NSU, but with more focus on the Educational Leader as the facilitator.  
Personal goals to promote learning and achievement were seen more often.    
Involving the stakeholders was a common theme in decision making of the school 
with more emphasis on administrator leading than delegating some authority.  The 
administrator would have his/her hand directly involved in all aspects of decision 
making.  Data collection would also be shared with stakeholders in regards to 
improvement efforts with focuses on weaknesses and strengths of specific areas 
(test data, discipline data, etc…) 

 Example of a Perception of Standard 1 by a NSU Student 

As a principal, I must make sure that I am creating a learning environment for the 
students and teachers in the school.  In doing so, I will work with teachers, 
students, and people of the community to create a solid mission for the school.  
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Once the mission is set, I will work with teachers, students and the people of the 
community in constructing a vision for the school.  I will hold meetings about 
every two weeks with the faculty and staff to reflect on steps in improving our 
school environment.  I will attend, as frequent as possible, PTO meetings, and get 
ideas and opinions from those in the community.  I will present research that I 
have conducted in between meetings and inquire opinions on the findings.  I will 
provide the staff and faculty the necessary resources they need to work toward our 
vision.  I will delegate responsibilities as needed.  Goals will be established.   

  

• Standard 2  
A school administrator is an educational leader who promotes the success of all 
students by advocating, nurturing, and sustaining a school culture and 
instructional program conducive to student learning and staff professional growth.  

NSU Perception of Standard 2 

Students at NSU seemed to focus on the staff development aspect of Standard 2.   
Emphasis was on providing meaningful and ongoing staff development in which 
the administrator was involved.  As a whole, the students briefly mentioned 
sustaining the school culture and building an effective instructional program. 

 MSUM Perception of Standard 2  

Students at MSUM seemed to place more emphasis on nurturing the curriculum 
and building improvement by understanding the schools culture.  Professional 
learning communities that implement better instructional programs and teaching 
strategies to improve student learning while targeting the school’s vision and 
culture seemed to be what these students thought more about in regards to 
Standard 2. 
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Figure 2:  Standard 2 
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Nurt.- Administrator as a Nurturer of the Curriculum                                              
Cult- Focus on School Culture                                                                     
IP- Instructional Program Focus                                                                       
SD- Staff Development Focus 

Example of a Perception of Standard 2 by a MSUM Student 

In order to achieve the school vision, I will strive to provide strong leadership that 
will create a positive school culture that promotes individuality and provides a 
strong curriculum that will challenge students and teachers to create high 
academic standards and attain achievement.  I will utilize relevant staff 
development that will address areas of weakness and/or classroom strategies that 
will benefit the students of our school.  If the teachers are well trained and versed 
in current trends and issues in education the students, school, and community will 
reap the benefits.   

• Standard 3  
A school administrator is an educational leader who promotes the success of all 
students by ensuring management of the organization, operations, and resources 
for a safe, efficient, and effective learning environment.  

NSU Perceptions of Standard 3   

NSU students seemed to place more focus on safety and crisis management plans.  
Less emphasis focused on general school operations.  Accountability and safety 
procedures were common themes for this standard. 

 MSUM Perceptions of Standard 3  

MSUM students followed NSU’s opinion of what this standard means by 
focusing more on safety and crisis management.  However, dealing with general 
operations of the school such as bell schedules, lunch schedules, check-in/out 
procedures, physical plant and routines operations that make the school run 
smoothly seemed to be a common theme among MSUM students. 
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Figure 3 (Standard 3) 

Oper- Administrator that focuses on Operations of school                              
Safe-Administrator that focuses on Safety/Crisis Management                    
EffLE- Administrator that focuses on an Effective Learning Environment  

Example of a Perception of Standard 3 by a NSU Student 

As an administrator, I would be an educational leader who promotes the success of all 
students ensuring a safe, efficient, and effective learning environment.  I would 
establish a positive school climate with value statements that all stakeholders buy into 
and take ownership.  The positive school climate will be promoted through the 
efficient and effective management of the school.  The day to day operations will be 
conducted in a fair and consistent manner as determined by the established policy and 
procedures.  The resources utilized will be geared towards promoting the success of 
all students in a safe, efficient and effective learning environment. 

• Standard 4 
A school administrator is an educational leader who promotes the success of all 
students by collaborating with families and community members, responding to 
diverse community interests and needs, and mobilizing community resources.  

NSU & MSUM Perceptions of Standard 4 

In general, both of these universities focused on very similar ideas of what this 
standards means.  The only difference was not significant.  MSUM seemed to 
place a little more emphasis on promoting diversity than the students at NSU, but 
again this was not a significant difference of opinion. 
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Figure 4 (Standard 4) 

CF- Collaborating with Families                                                            
DIV- Promoting Diversity                                                                                 
CR- Using Community Resources 
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 Example of Perception of Standard 4 by a NSU Student: 

As an administrator, I would be an educational leader who promotes the success 
of all students by collaborating with families and community members, 
responding to diverse community interests and needs, and mobilizing community 
resources.  I will advocate for one hundred percent participation in the 
parent/teacher organization, utilizing parent/guardian volunteers and member of 
the community in assisting in the identification of the needs of the schools and 
avenues to take care of those needs through community resources.  I would 
respond to the diverse community interests and needs by identifying ways in 
which the school can be used to house positive community activities and open the 
school for the communities use during appropriate or scheduled times.  I would 
also utilize the community as a basis or providing internships and school to work 
programs for those students interested.    

• Standard 5  
A school administrator is an educational leader who promotes the success of all 
students by acting with integrity, fairness, and in an ethical manner.  

NSU & MSUM Students Perception of Standard 5 

This standard is pretty cut and dry.  Student perceptions from both universities 
were to be fair in their decision making.  Treating others with respect was also a 
very common perception of this standard.   
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Figure 5. Standard 5 

Int- Treating others with Integrity                                                                                                 
Fair- Being Fair in Decision Making                                                                                           
Eth- Ethical Standards 

 Example of a Perception of Standard 5 by a MSUM Student: 

I will promote success by acting with fairness and in an ethical manner.  I will 
promote myself as a role model by appreciating the school community; presenting 
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myself in a professional manner; attempting to inspire others to perform at a 
higher level; and accept the role as school leader.  I will stick to what I believe in, 
but be fair in all decision making.   

Standard 6 
A school administrator is an educational leader who promotes the success of all 
students by understanding, responding to, and influencing the larger political, 
social, economic, legal, and cultural context.  

NSU Student Perceptions of Standard 6 

NSU students put a lot of emphasis on balancing political influences as well as 
social or cultural influences. 

MSUM Student Perceptions of Standard 6 

MSUM students also focused on balancing political influences with more of a 
secondary emphasis on legal issues rather than cultural issues for this standard. 
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Figure 6. Standard 6 

Pol- Administrator focuses more on Political aspects of education.                    
Soc- Administator focuses more on the Social aspect of education.                           
Ec.- Administrator focuses more on the Economic aspect of education.                   
Leg.- Administrator focuses more on the Legal aspect of education.              

Example of Perception of Standard 6 by a MSUM Student: 

As an administrator, I will promote the success of all students by understanding 
responding to, and influencing the larger political, social, economic, legal and 
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cultural context.  I plan to become very familiar with laws and regulations related 
to education.  I will keep myself current with these laws as well as current issues 
and forces that may affect teaching and learning in our community, parish, state, 
and nation.  I agree that education is a key to opportunity and social mobility for 
our students, and will strive to promote education.  I will participate in political 
areas that I feel may impact our school or parish and will keep an open dialogue 
with other decision making educators to keep myself up to date on new 
developments in education.  I will always keep our school at the top of my 
priority list and will act in a way that will positively reflect on my students, 
faculty, and staff.   

Final Thoughts 

Twenty Northwestern State University students and ten Mississippi State-
Meridian students were used in this study.  The objective of this activity was to 
see how educational leadership students perceived the ISLLC standards.  The 
thirty students involved in the study all completed perceptions of the six ISLLC 
standards.  Using their own descriptions, this researcher found that students at 
both universities seemed to have a strong understanding of all of the standards.   

This study was quite groundbreaking.  As a professor, it’s important that we test 
for understanding.  Since the ISLLC standards plays such an important role in 
educational leadership programs, this study seemed very necessary to me.   
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Abstract: This long term research is on adult education in a post disaster 
or post trauma situation. Our focus is on the needs of students and adult 
educators to return to a productive learning environment. We are 
currently focusing on ABE classes.   

 
We believe that, as a society, we can do better to assist people rebuild their 

learning communities after being struck by disaster. This is a social justice issue, and 
Adult Educators may have a particularly important role to play.  

We are confounded by the problems that seem to exist a long time after disaster 
has struck like the Indonesian Tsunami and Katrina Hurricane. We started to ask 
ourselves if adult educators and adult education models could help people of disaster 
struck areas return to normal and even make their communities and adult learning 
programs stronger. Can adult educators help the reconstruction and revitalization of 
communities happen faster than if they had not participated? What kind of programming 
is available, what kind of programming could be, should be, and would be developed if 
adult educators could help?  

Since Fall 2006 quarter, we have been working together on several research 
projects to develop an adult education program or organization that would be the “3rd 
wave” to disaster response: 1st wave = disaster    2nd wave = disaster relief     3rd wave = 
adult education aimed to help the community recreate and revive their communities and 
4th wave = stronger adult learning and community life. 

We have been accumulating information on the research and programs that are 
intended to assist adult learners after there has been a disaster which has disrupted regular 
life, including education.   

The research is intended to increase awareness and lay some ground work for 
disaster preparedness for adult educators. Adult educators, those in potential disaster 
areas and those who might be called upon to assist post disaster areas will be able to use 
this information. 

Areas to consider could include adults who have experienced trauma may 
experience difficulties in obtaining their basic education.  They may have gaps in their 
learning and be returning to education after an interruption. Adult educators can be found 
working with a whole array of people who have been affected by trauma in GED and 
ABE as well as college and university classes.  

Some research is available on the recovery after a disaster or trauma: Bloom, J.W. 
(2002)  and Fournier, R.R. (2002) Some recent work has been added that starts to bridge 
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the gap between counseling to overcome the stress effects of trauma and adult learning, 
Schroeder, K. & Hatton, M. (2006) Kerka, S. (2002),  and Evelyn, J. (2005).     

Our research, and eventual programming, will enable adult educators to help their 
learners overcome the effects of disaster; speed recovery and leave the area with stronger 
learning communities.  

This long term research project includes several important parts: 
1. define the effects of trauma and PTSD, its causes, symptoms and 

possible treatments, effects on adult learning, to inform how adult educators 
might help victims work through these issues and a return to normalcy, 

2. determine the needs of adult learners and their educators after a 
disaster, 

3. identify the what adult educators can do to assist learners return to 
their learning in the quickest time possible, 

4. develop curriculum that could be used to assist adult educators assist 
other adult educators and their students return to learning,.  

5. maintain an ongoing annotated bibliography of relevant research, 
6. maintain an ongoing annotated list of organizations and programs that 

deal with disasters recovery.  
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 Abstract  
 
In today’s assessment-driven educational environment, integrating the 
arts in education is an issue in both teacher preparation and teaching in 
the K-12 classroom environment. However, this need not be the case. 
When teaching using the Eight Studio Habits of Mind (The President and 
Fellows of Harvard College on Behalf of Project Zero, 2004), all four of the 
art disciplines - visual arts, dance, music, and theater - can  be 
dynamically integrated into the classroom setting.  Further, in teacher 
preparation, the integration of the Eight Studio Habits of Mind:   
   

1. Craft  
2. Engage & Persist  
3. Envision  
4. Express  
5. Observe  
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6. Reflect  
7. Stretch & Explore  
8. Understand Art World  

  
fully assists beginning teachers in acquiring the skills and knowledge to 
understand the cognitive taxonomy, affective domains, and psychomotor 
domains. 
  
In this interactive hands-on workshop, participants will experience how 
arts education in higher education can be used to plan and critique 
dance, music, theater, and visual arts. Teacher educators and arts 
educators will experience how to infuse instruction using the eight 
habits. This presentation by four African American art educators, each 
representing one of the disciplines, provides: 
  
o        examples of how the Eight Studio Habits of Mind have been used in 
instruction in teacher education and the K-12 classroom in the 
disciplines 
o        a model for using the Eight Studio Habits of Mind when designing 
standards-based lessons 
  
Participants will:  

• interact first-hand in all of the arts disciplines  
• receive an Eight Studio Habits of Mind Toolkit and CD that 

includes  

-          a lesson plan framework that can be used for designing specific 
lessons in the four disciplines 
-          a lesson plan framework that can be used for designing lessons in 
the content areas – reading, mathematics, science, social science – that 
incorporate the use of the Eight Studio Habits of Mind 
-          a reference list of resources and materials 
-          how to integrate the Eight Studio Habits of Mind with standards-
based instruction 
-          assessment-based strategies when using the Eight Studio Habits of 
Mind 
-          an instructional module to use in teacher preparation that addresses 
instruction in higher education when teaching the Eight Studio Habits of 
Mind 
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Working title: Teacher Education in Cyberspace: Online teaching or online-delivery 
 
Purpose and Theoretical Framework 
 

Here is an enormous incalculable force … exercising all sorts of influences, social, 
moral, and political: precipitating upon us novel problems which demand immediate 
solution: banishing the old before the new is half matured …  

(Adams, 1968, cited in Boorstin 1998, p. 581) 
 

Graham (1999), commenting on the transformative possibilities of the Internet used the 
quotation above to introduce his discussion of the anxieties and problems that often come with 
the advent of the new.  He also used it to highlight the varied, complex, and often unintended 
consequences of innovations that accompany the intended consequence. Adams’ comment 
incidentally referred to the advent of the transcontinental railways. 

 
Dodge and Kitchin’s, (2001), discussion of the Internet began by identifying space in 

conjunction with time as the essential framework within which we live and interact. This primary 
and central space-time relationship, they argued, is in the process of reconfiguration within the 
new information and communication technologies (ICTs). The materiality and spatiality of space 
is now restructured from its original geographic demarcations to the conceptual notion of 
cyberspace with virtual demarcations. 

 
Notwithstanding these exploratory inquiries and accompanying caveats into the 

complexities of negotiating the use of this new space, in recent years the number of courses in 
Higher Education using the Internet both in real time, and as asynchronous sites as places for 
teaching and learning has been growing steadily. ‘Web technology,’ commented Hughes, (2001) 
‘is proliferating in education and research.’ In 1998 the Telecampus Online Course Database 
listed more than 10,000 online courses without any physical residency requirements. In 2005 the 
Globewide Network Academy listed close to 32,000 education courses worldwide using the 
Internet as its medium of teaching and learning.  

 
Acknowledging that the use of this technology will be a continuing feature of educational 

delivery, this paper is an exploration and analysis of the pedagogical assumptions undergirding 
Teacher Education Programs in general and juxtaposing them with the assumptions undergirding  
alternative teacher certification programs delivered online using the internet. This juxtaposition 
will be further used to compare and contrast the theorising of online course delivery to that of 
face-to-face traditional teaching. Finally, it is a review of the progress of theorising of online 
education – of whether the practice is moving in advance of the theory, without the scaffold of 
adequate evaluatory processes. 

 
A preliminary review of the analyses of the role and impact of electronic information and 

communication technologies and the virtual spaces within which they take place have tended to 
espouse one or other theoretical positions, including among them an utopian atheoretical 
empiricism, technological determinism, social constructivism and politico-economic rationalism. 
Each of these positions attempted to explain by devising an ‘unified grand theory of society and 
social knowledge,’ (Dodge & Kitchin, 2001). Dodge & Kitchin however eschewed these 
approaches in favour of a post-modernist perspective that allowed for a number of explanations 
and narratives to emerge.  
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This review and analysis of the delivery of online teacher certification courses is 
structured as follows. At the macro level it is framed broadly within the Dodge & Kitchins model, 
but more specifically within a post-structuralist, rather than post-modernist approach. In addition 
to allowing for a multiplicity of explanations and narratives, it will allow an exploration the 
relationships between the narrator and the world and the processes of meaning-making at the core 
of the explanations and narratives. This meaning-making surround will support the examination 
of the nature, structure, and processes of online pedagogy.  

 
At the micro level, within this post-structuralist framework the author will review her 

own involvement in the online educational courses though a questioning of the practices used in 
retrospect, using an introspective lens to lead ultimately to prospective plans. The author will 
consider online teaching and learning from the stance of a university professor as instructor of an 
online course preparing graduate students for alternative teacher certification in a program with 
no residential requirements at all.  
 
Methods, techniques and Modes of Inquiry 
The analytical framework used is both a method and a theory for studying communicative versus 
the strategic use of language (Habermas, 1987). A nested design (Silva, 2001, Silva & Webster, 
2004, 2005), using critical qualitative methodology embedded within a critical discourse analysis, 
facilitated a multidimensional and multifunctional critique of discourse inherent in both the 
course documentation provided to the students enrolled in the courses taught, as well as the 
discourse that resulted from the use of this documentation in practice during the teaching/learning 
cycle. Fairclough’s (1992), three-dimensional model based on the three analytical traditions of 
linguistics, microsociological interpretivist and macrosological explanatory tradition served as an 
overarching scaffold. Carspecken’s (1996), methodology for investigating validity/truth claims 
was embedded within the Fairclough model. 
Using data sources (listed below) our analysis moves from description to interpretation and then 
explanation of the discourse texts. 
An initial survey of the field will allow an orientation to the traditional issues and arguments. It 
will also provide an anchor from which to raise interpretive questions that question, as necessary, 
the central theory. And, finally it will help in the construction of personal explanations and 
narratives. The central concepts of nature structure and process will act as the Ariadne thread 
anchoring all the other continuities and discontinuities.  
 
Data Sources 

• Course documentation. 
• Course Objectives. 
• Syllabii for the course. 
• Course Orientation documentation.  
• Transcripts of online conversations from the course. 

 
The data was collected from graduate courses taught by the professors over two semesters (the 
number of students involved was approximately 60). The study is exploratory in nature. Guiding 
this exploratory study are the nature, structure, and processes of teaching and learning, 
specifically within an online environment. Within these processes the implications of ‘instructing’ 
and ‘educating’ will be investigated as steering concepts in preparing students to be teachers.  
 
Discussion 

Jarvis (1995), commented that ‘a good teacher leads from question to question rather 
than answer to answer. Jarvis’ perspective on teaching generally seemed to apply rather well to a 
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discussion of teaching online specifically. The major issues in learning whether, online or offline, 
usually turn around the process of individual meaning-making, which ultimately grounds the 
interpretive process. While it could be argued that the issues involved in offline learning are the 
same as those involved in online learning, this study argues that whilst the concepts may be the 
same, the theoretical assumptions and the practical interpretations require reviewing and revision. 
The following is a preliminary exploration of the data that raises some of the questions requiring 
review. 

 
The narrative: 
 
Student comments: 

• ‘I’m confused … the examples provided in the course notes confuse me further. Perhaps 
it will be best if you explain it to me .. have you got time to visit with me?’ 

• ‘I’m sorry – but it said three plans – it did not state what kind of plans.’ 
• ‘Could you explain what this means? I have read it a number of times.’ 
 

Instructor narrative:  The critical issue raised by these questions and comments point to the issue 
of nature of pedagogy online.  How does teaching/instructing/educating on line take place? Is it 
to be communication between the student and teacher? Or should a conversation between 
students be facilitated/mandated? And therefore what is place of community building in the 
development of online pedagogy? That in turn raises the question structure of online course 
delivery, and the processes required to support the structure.  
 
Conclusion and educational importance 
Although this paper raises a series of questions, the intention is not to end with one answer but a 
series of both answers and further questions. Perhaps the following excerpt exemplifies the 
complexities one needs to be aware of and provide for within the nature, structure and processes 
of online course delivery: 

The relation of cyberspace to material human geography is decidedly one of rupture and 
challenge. Internet communities function as places of difference from and resistance to 
modern society. 

      Poster, 1997, p.213. 
Poster’s 1997 comment could easily be paraphrased to apply to ‘modern education,’ and the 
ruptures and challenges it poses for both the teacher and learner. The concepts of traditional 
education such as curriculum, pedagogy, learning communities apply to online education too. The 
question however is to investigate the epistemologically the nature, structure and processes of 
these concepts not only within the online medium, but more specifically from the perspective of 
the course purpose – preparing teachers for the classroom. Issues of time-space relationships need 
to be reconfigured for the online environment. If the ideal learning environment is relational or 
social, than what can the teacher do in an online environment to set the conditions for this kind of 
learning? How should the notion of mutual responsibilities of the learner and teacher be 
facilitated within the online environment? Finally, it is perhaps essential that any involvement 
with online instruction has to start with a carefully constructed theory base that is based on the 
needs of the online environment. Currently however, it seems that the practice is overtaking the 
theory building process and there is a real possibility that it will result in the disenfranchisement 
of both teachers and learners.   
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Abstract 

A group of pre-service undergraduate teachers and a second group 
of graduate in-service teachers were introduced to online forums for 
the first time.  Levels of adoption were measured.  Findings indicate 
that there were qualitative and quantitative differences between the 
two groups.  The reasons for the differences may be to do with their 
backgrounds.   Undergraduates had online social networking 
experience to draw on.  In-service teachers did not.  These seasoned 
teachers knew all too well that capacity to integrate technology in 
schools was insufficient. Furthermore in-service teachers were being 
asked to dismantle a framework of practice reinforced by years of 
practical experience.  It is concluded that further research is needed 
to determine how best to prepare in-service teachers for teaching with 
technology.  
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Technology Integration Issues 
 

Setting the conditions for successful integration of new practices is a complex 
process.  Initiatives require collaboration on the part of many people, 
appropriate professional development, training and suitable sustained 
infrastructural support (Posch, 1996; Jochems, Koper, & Van Merrieboer, 2005; 
Moroney, 2006).  It doesn’t help that there are counter-examples to show that 
technology integration has not delivered all that it promised.  One teacher 
casualty of a recent failed laptop initiative was heard to comment that “the 
boxes get in the way of learning”, a reference to the distractive powers of 
ubiquitous internet access (New York times, 2007).  

Brunei is not exceptional in the sense that there too the promised gains of 
educational technology integration have not materialized.  Few if any schools 
have all the expertise and resources they need. The Ministry of Education 
provides top down support for bottom up initiatives.  Schools have recently 
received class sets of laptops and training has been provided for teachers.  
Although such initiatives are necessary they are insufficient.      

Schools are different to the extent that one technology plan may not be an 
optimal solution for another.  Factors including teacher capacity, technology 
infrastructure, target audience, contextual constraints, parental pressure and 
institutional expectations all need consideration (Cuban, 2002).  Preparing to 
use technology requires that teachers develop new skills unrelated to 
technology usage proficiency (Moroney & Brown, 2007).  Instructional design 
(ID) provides a model that teachers can use to help to make a necessary 
transition from being self sufficient and independent to interdependent 
technology users.  ID can be used to manage of the complexity of 
technology integration (Kemp, Morrison, & Ross, 1998).   

There are two integration problems that must be solved at the institution level.   

1. There is a need to maintain infrastructure in ways that ensure reliable 
and reasonable access to equipment for students and teachers.   

2. There is a need to ensure that there is sufficient capacity amongst 
school administrators and teachers to use technology effectively.  In-
service teachers are all too well aware of how difficult it is to use 
technology  

Buying equipment is easy, but where is it going to go?  Classrooms are 
already crowded.  Even the best financed schools in Brunei find it difficult to 
provide technology where and when it is needed.  Network capacity, 
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effective training, technical support and security concerns remain to be 
addressed.    

Technology is often physically constrained to ICT laboratories.  This in turn limits 
class access to the vagaries of inflexible school timetables. In this environment 
teaching with technology means one lesson once in a while, whenever the 
class’s turn comes around.  The timing and duration of each technology 
enhanced lesson is determined by what is administratively convenient rather 
than what is educationally advantageous.   

Even when barriers to access can be circumvented, an even bigger hurdle 
awaits.  How can schools ensure that there is sufficient human resource 
capacity to realize technology integration potential?  It is not enough that 
any single teacher is well prepared.  Teaching with technology means 
collaboration with many different interested parties (Moroney, 2006).   

Administrators championing technology have the authority to tackle 
integration barriers (Moroney, 2006).  The extent to which this support can be 
well directed, no matter how well intentioned, depends upon the capacity 
administrators to understand a number of complex technology integration 
issues.    

Most administrators in Brunei schools today are likely to have no experience of 
social networking tools. It is difficult to see how school principals and senior 
administrators can make informed decisions about network management 
and how best to exploit the potential of asynchronous communication 
technologies. Blogs, online forums, wikis, intranets, podcasts and webinars 
came across the educational horizon some time after current administrators 
moved out of classrooms and into offices.     

Administrators need to continuously gather new knowledge to ensure they 
can in turn provide meaningful support to their staff.  The question is where will 
this information come from?  Many issues are too difficult for administrators to 
resolve.  In the first instance an administrator is not a data manager or a 
network administrator.  A group of teachers (ICT coordinators) try to solve 
technology integration issues on behalf of the school.  Necessarily some 
capacity is outsourced to equipment suppliers.  Within each school ICT 
coordinators are mostly intrinsically motivated enthusiastic early adopters.  
Sadly, they are often overloaded with work managing administration 
information systems whilst teaching full time.   

There are two solutions to the administrator capacity problem: (1) provide 
current administrators with professional development and (2) create a new 
administration level technology officer position in schools. Until authoritative 
technology usage decision making capacity is embedded in school 
administration it is likely that schools will miss opportunities to use technology 
effectively.  
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How schools proceed with technology integration 
In-school training is preferable to sending teachers on short, intensive courses 
outside school.  A successful model that is currently used in Singapore involves 
the following steps:  

1. Determine current capacity – every school is different. 

2. Determine desired capacity through strategic planning and 
technology integration requirements analysis. 

3. Determine the best way to close the gap between current capacity 
and desired capacity.   This means a professional development plan 
tailored for an individual school to address the challenges faced in the 
local situation. Almost invariably it will mean bringing in expertise to be 
shared locally.   

4. The professional development experienced by a school is appraised to 
address the need that professional development leads directly to 
contextually relevant teaching and learning gains.   

Professional development for technology integration is about teacher needs, 
collaboration, communication and team building.  Weak links in a team 
hinder progress.  While there is a need for ‘someone’ to know ‘something’ 
about managing software and infrastructure there are also needs for skills in 
pedagogical styles, instructional design, timetabling and ways to carry out 
formative and summative assessment.   

Professional development is about operationalising change with tangible 
results at the end of a finite process. Release time for teachers and on-going 
professional development  are necessary but insufficient conditions for 
successful technology integration.  What is also needed is attention to 
providing intrinsic and extrinsic enablers that help teachers to cope with 
change.  What needs to be built is teacher confidence and commitment 
(Ertmer, Ottenbreitt-leftwich, & York, 2007). 

Deployment Issues 
To be able to develop capacity amongst trainee teachers it is up to higher 
education lecturers to model technology in the courses that they teach 
(Vermillion, Young, & Hannafin, 2007).  Such modeling helps students by 
providing them with:   

1. Familiarity with pedagogical approaches  

2. Familiarity with equipment and software 

3. Reduction in anxiety 
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4. Increased confidence  

5. Increased self efficacy 

In other words lecturers may consider the need to use one of the more than 
fifty instructional design methodologies to develop courses that are inclusive, 
effective and cost efficient.  Course delivery will be student centered when it 
is economically feasible.  Content and pedagogical preference will depend 
upon student prerequisite competencies and the prior experiences (Kemp, 
Morrison, & Ross, 1998).  Prior experiences are particularly important given that 
older students may have less knowledge about different teaching and 
learning technologies than younger students.  Furthermore experienced 
teachers have developed successful teaching methods – they will need to be 
convinced that a change is in the interests of the students they teach.  
Research based results that are generalizable and accessible to teachers are 
key components of any attempt to change the way experienced teachers 
operate.  

Kathy Schrock recently defined that “technology integration involves taking 
something new (technology) and artificially plugging it into something else 
(the current curriculum)”.  Late in 2007 it seems that educationalists are 
moving on from integration to the next level which may be infusion.   “This 
makes technology a seamless connection flowing through the curriculum and 
connected to the task at hand”. (Schrock, 2007) Things are changing quickly. 

 An Experiment 
The ‘Modular Object-Oriented Dynamic Learning Environment (Moodle) is a 
popular learning management system.  Its online forum facility was used for 
the experiment reported here.    

Teaching others in a learning community via discussion group participation is 
likely to lead to better retention than might be expected when students 
attend lectures only (Adams & Cheatham, 2007).  The idea of a learning 
community seems simple enough.  But how is a learning community going to 
function when students have spent all their academic years in individualistic 
and competitive environments?  The concept of sharing may be seen as in 
some way giving up something that helps an opponent.  Indeed, in some 
circumstances the concept of sharing may even be interpreted as 
“cheating”.  

The subjects of this experiment were the students in two courses at University 
Brunei Darussalam.  The participants in one course were pre-service teachers 
and those in the other course were in-service teachers.  The pre-service group 
was made up of 52 undergraduate students training to be teachers.  The in-
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service group was composed of 17 in-service graduate teachers.  Table 1 
shows the gender breakdown of the two groups. 

10 42 52
19.2% 80.8% 100.0%

9 8 17
52.9% 47.1% 100.0%

19 50 69
27.5% 72.5% 100.0%

Number of students
% within group
Number of students
% within group
Number of students
% within group

Pre-Service

In-Service teachers

        Overall Totals

Male Female
Gender M/F

Total

 

Table 1 

Students completed online forum activities over a period of 14 weeks in the 
first half of 2007.  Each group was provided with a separate Moodle forum 
that all group members could view and contribute to.  Moodle was used to 
facilitate this form of e-learning.  

Statistics about the timing and quantity of both individual and group wide 
forum activity were collected and student transcripts and activity logs were 
recorded.  Some information was extracted using SQL from the raw Moodle 
database files stored on the internet server and imported into Excel or SPSS, 
depending on the availability of a required statistical test in the package.  
Students viewed a total of 4,486 individual discussion thread postings and 
posted their own work a total of 617 occasions.   

Vignette 1 is typical of many responses to a discussion thread that started with 
the question “Were there any problems opening accounts?”  Students with 
little or no experience found it easy to use Moodle and were able to post 
contributions to moderator seeded discussion threads within minutes of going 
on line for the first time. 
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Vignette 1 

“Though at first i dun have any idea of what it's all about (honestly im a bit blind in the 
technology thingy), fortunately i have no problems using moodle and guess what?? im 
starting to enjoy it..perhaps it should have been great if all of the courses i have 

undertaken use the same system as this...  (not for extra points well maybe) hehe but in 
fact its true...” 

There were no technical barriers.  Most students had access to the internet 
outside the university and all had access to campus facilities.  Both groups 
received the same support by the same lecturer during course laboratory 
sessions.    

Students were ‘sold’ the idea that they had an opportunity to be able to use 
asynchronous online communication to advance the knowledge of their 
learning community while at the same time advancing individual knowledge.  
Participants were made aware that the process of collaborating, elaborating 
and then creating original content for the forum was where the significant 
personal learning gains could be made.     

At the start of the semester the lecturer seeded each forum with discussion 
topics to encourage student participation.  Students were asked to contribute 
meaningfully to their learning community and to reflect carefully about both 
their own position on an issue and the positions held by others.  They were 
expected to be able to defend a chosen position through the use of logical 
argument.  Table 2 lists some of the directions and advice posted on course 
websites to help students to make best use their forum. 

1. Make regular meaningful contributions.  
2. Be helpful and supportive to others in your learning community.  
3. Demonstrate that you are reflective about the issues that concern you.  
4. Use references from time to time to support your views.  
5. Initiate new discussion threads that you feel will be relevant to people 

taking your course.  
6. Use your own words and the language of your peers – you are 

communicating with your friends in your learning community, not trying 
to impress your lecturer! 

7. Your goal is to create negotiated meaning.  This means you may need 
to make several contributions as a discussion thread develops.   

 

Table 2 (a) – Directions 
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1. Online forums allow participants to communicate asynchronously and 
with some degree of anonymity  

a. Participants have time to think before they speak. 
b. Participants can speak anonymously – though it is wise to 

remember that all discussion thread transcripts are maintained.  
2. Online  forums allow participants to contribute anytime and from 

anywhere there is internet access 
3. Participants choose both the time and place they interact with their 

forum learning community.  Each participant takes responsibility for 
their own learning path.  They determine the extent to which they 
“lurk”, and contribute with or without independent research.   

4. Higher order learning takes place when participants are able to reflect 
on a position, communicate their ideas to others and collaborate to 
develop shared meaning. 

5. The advancement of learning community knowledge advances the 
individual knowledge of all participants  

 

Table 1 (b) - Advice 

Students were asked to think about such things as the role of the course 
facilitator and the responsibilities of learning community members, and about 
how they could best use forums to develop their community collaboration 
and communication skills.   Table 2 shows some of the information used to 
encourage participation in their forum and to help students to change from 
the individualistic and competitive learning environments with the promise 
that a collaborative/cooperative environment leads to better individual 
gains.   

1. Pedagogical changes:  Augment learning by participating in a 
learning community.  Collaborate and negotiate meaning. 

2. Communicate effectively: reflect logically to support an elaborated 
position.  Listen empathically and communicate clearly. 

3. The opportunity exists for higher order learning to take place – but the 
opportunity must be grasped! 

4. Asynchronous communication – the time to reflect. 
5. A record of contributions made (1) transcripts are recorded (2) activity 

logs are recorded  
Table 2 
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Results 

 
displays some of the forum discussion threads started by pre-service teachers.  
In all, pre-service teachers created 49 discussion threads, listed in Appendix 1.  
Although it is difficult to infer content from the topic list it is clear that students 
addressed a wide range of subjects. 

   

 

Figure 1 

The number of contributions made to discussion threads varied greatly.  
Reasons for this are not as clear cut as they might at first seem.  As shown in 
Vignette 2, sometimes, within a few postings, all community views appear to 
have been already posted, leaving nothing more to be said.  Postings are 
reproduced here with their authors’ permissions. 
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Vignette 2: What defines a RELIABLE lesson? 

by “Student-A” - Thursday, 19 April 2007, 04:51 PM 
A reliable lesson: 

simply a lesson that are dependable. 

dependable as the lesson can be use for all different levels (including high achievers, 
average or even the slow ones) 

the lesson works well and successful in having the pupils (from all different levels) gain 
learning 

 

by “Student B” - Thursday, 19 April 2007, 11:13 PM 
Is there a reliable lesson? hehehe i couldn't find the definition of a reliable lesson 
online so just by using my logic, i think a reliable lesson is a lesson whereby all the 
pupils are able to understand the lesson, the learning objectives are met, and the 
lesson can be assessed in which the outcomes are positive. Hmmmm are the 3 
characteristics mentioned the same? hehehe 

 

by “Student C” - Saturday, 28 April 2007, 09:30 AM 

A reliable lesson has objectives that can be achieved by all the pupils regardless of 
their different abilities (low, average and high achiever). The way the lesson is carried 
out and the activities do not focus only on the high achiever or the other way round. 
Pupils' differences sould be taken into account. 

Sometimes an issue was close to the heart of participants and then nearly all 
students were able to contribute.  Vignette 3 shows a few postings to a forum 
thread that attracted the attention of nearly all 52 undergraduate students.  
In many cases the contribution to this discussion was simply support for one of 
two different positions.  The learning community came to the position that the 
cheapest way to get internet access to a laptop (in Brunei) was to connect a 
WAP enabled mobile phone to the internet (a cost of a few cents per minute) 
that in turn was linked to their laptop using Bluetooth – an authentic problem 
solved successfully.  Many topics were discussed in depth in the forums.  By 
the end of the discussion the learning community had resolved an issue 
related to internet access and spawned a few new threads as well. 

Vignette 3:  Moodle accessable by mobile 

by Student-D  - Monday, 5 February 2007, 12:55 PM 
 
Just random thought here, since we can access some website on the mobile phone 
do you think if it will be a good idea to have moodle accessable by mobile 
aswell?what do you all think? will it be a good thing or a bad thing?I know for a fact 
that not everyone have connection at home but someone in the family should own a 
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mobile phone that can go online. wouldn't it be better if moodle can be access by 
the phone, to me it will surely be a good service for I don't have connection at home 
and I can't connect to the forum and all during the weekend or hoilday. so by having 
it on the mobile i can access moodle on the move.

 

by Student-E - Thursday, 8 February 2007, 01:53 PM 

  Yeah, it's useful. But think about it's convienience. All the HTML webpages will be 
converted to HP format. It means, some webpages might not be accessible. *Cheers*  

 

by Student-F  - Sunday, 11 February 2007, 05:48 PM 

  Hm... I prefer to work on moodle using pc. Wider screen with mouse-clicking. I tried 
moodling using my hp though, I hate the idea that if we want to go back to the 
previous page we have to click ( definitely not mouse-clicking) back and wait for the 
page to refresh again. And plus I hate to scroll down the page again and again and  

again!! Despite all this, I prefer using pc because of its convenience. 

 

by Student-G - Monday, 5 February 2007, 03:19 PM 

  wow...that's a good idea!!having moodle accessable through mobile phones...It is 
really useful if we can access through mobile phones because not all people have 
internet connection at home...besides we can also save our $$$ by not having 
trouble paying alot,just to get connected to moodle.Using mobile phones, like 
B.mobile we can access the internet with cheaper rates...Thus, we can save alot!!!so 

might as well take this opportunity, right? But some people prefer to go to cafe 
that have free WIFI internet ...just to get FREE internet connections...yet they didnt 
realise that they still have to pay for the internet through their drinks/food bills...they 
can get connected using their laptops.... 

The 17 graduate students managed to create 11 discussion threads (Figure 2).  
Of those, five were seeded by the lecturer to encourage participation. Both 
the variety and the quantity of discussion thread postings appeared to be 
significantly less than those created by the undergraduate class. 
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Figure 2 

Analysis  
Frequency of views (“lurking”) 

A t-test was constructed to determine if there was a difference between the 
average number of postings for pre-service and in-service teachers.  
Ho:µp - µi ≥ 0 
H1:µp - µi < 0 
µp is the average number of times that a pre-service student viewed forum 

contributions and µi is the average number of times an in-service student 
viewed forum contributions. 
 

 
Figure 3   Distribution of the number of views per person in each group 
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Figure 3 shows that outlier data skewed the pre-service data distribution, but 
that the distribution is still approximately normal in nature.  The box plot 
suggests that there is a difference between the median values of the two 
distributions.  On average, pre-service students made more use of their forum 
than did in-service teachers. 

Group Statistics

52 74.71 75.303 10.443
17 36.71 36.312 8.807

Course Code
PS
IS

Number of views
N Mean Std. Deviation

Std. Error
Mean

 

Table 4 

Although Table 4 suggests that there is a large difference between the 
standard deviations of the two distributions, use of Levene’s test for equality of 
variances showed that F=3.069 is not significant at the α = 0.05 level.   

Test statistic t=1.999 (67 degrees of freedom) was found to be significant at α 
= 0.05 when the independent samples t test for equal variances was used. 

Hence the null hypothesis is rejected in favour of the alternative.  Pre-service 
students did, on average, view more postings than did the in-service students.   

Number of contributions  

Analysis of the average number of contributions for each group reveals that 
pre-service students were more active contributors to their forum than were 
in-service students. 

Ho:µp - µi ≥ 0 
H1:µp - µi < 0 
where µp is the average number of postings made by pre-service students 

and µi is the average number of postings made by in-service students.  
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The box whisker plots show that the pre-service students contributed more 
frequently to forums than did their in-service counterparts.   

Group Statistics

52 12.65 10.788 1.496
17 5.24 3.865 .937

Course Code
PS
IS

Number of posts
N Mean Std. Deviation

Std. Error
Mean

 
Table 5 

 

Table 5 shows descriptive statistics for the number of discussion contributions made by each 
group. Levene’s test for equality of variances showed that F=8.221 is significant 
at α = 0.05.  Employing an independent samples t-test for unequal variances 
reveals that calculated statistic t = 4.202 is significant when α = 0.05.  We 
reject the null hypothesis in favour of the alternate.  The average number of 
postings made by pre-service students is therefore greater than the average 
number of contributions made by in-service students. 

Discussion 
Pre-service students made greater use of their forum than did in-service 
students.  Some possible reasons for this are suggested: 

• In-service students, being older, are not familiar with technologies 
being used by their younger counterparts.  It is posited that students 
familiar with social networking were more easily able to adapt to using 
online forums. When in-service teachers were asked why they did not 
make as much use of their forum as the pre-service group they 
suggested that they thought using SMS on hand phones was “good 
enough”. 

• In-service teachers may have been less open to the idea of sharing 
knowledge for the good of a learning community.  They simply didn’t 
buy into the idea that there was something to be gained by “providing 
information for competitors to view”.  Pre-service teachers appeared 
to be more community spirited, although it could be argued that they 
are more open to following the course guidelines for collaborative 
learning than in-service teachers. 

• In-service students have ways of teaching that have been built up over 
years of working in classrooms.  These teachers were selected for post 
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graduate study.  They were selected because they are good teachers. 
They have their own methods of teaching and those methods have 
worked. Deconstructing these ideas and introducing a suggesting a 
shift in pedagogical style is not simple process.      

Vignette 4, a typical posting made by an in-service teacher contrasts 
starkly with the collaborative dialogue style of Vignette 3.   In-service 
teachers tended to present facts in Standard English and not the “social 
network speak” used by undergraduates.  They made far fewer references 
to contributions made by others.   

Vignette 4 

Re: Why is it difficult for Brunei teacher to use ICT during teaching? 

by Student-G  - Sunday, 8 April 2007, 01:35 AM 

The main reason is because not all the teachers in the school will have a chance to 
use the ICT lab.  Therefore, it makes it difficult for Brunei teachers to use ICT during 
teaching.  Other difficulties might include the lack of ICT resources as well as not all 
teachers are sent for ICT professional development, thus some teachers will not have 
the basic knowledge on how to operate on certain technology, like the active 
board, in the ICT lab. 

For forums to work it is necessary that a sense of community exists (Overbaugh 
& Lin, 2007).  Results indicate that in-service groups can benefit from activities 
that will enhance the feeling of togetherness and the trust required for 
learning communities to have a chance to be successful. 

All students used their forum facility responsibly. Concerns about students 
possibly misusing their forums as a vehicle for unhelpful social comment were 
unfounded.  There was not a single instance where the e-moderator needed 
to intervene to remove a single posting.  Perhaps a combination of several 
things contributed to this good behaviour: (1) all transcripts were kept and 
contributions contributed towards a grade (2) there is no shortage of public 
forums where a wider range of issues can be discussed, and (3) students were 
not interested in wasting the time of other students in their learning 
community. 

Conclusions 
A difference has been shown to exist between the ways in-service teachers 
and pre-service teachers used forums.  This suggests the need exists to explore 
different ways of attaining the same course goals for the two groups. 

In- service teachers contributed less both qualitatively and quantitatively.  
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In-service student postings were in many cases statements of position written 
in ways that did little to encourage dialogue.  The forum was used as a 
repository for storing text.  This has been interpreted by the author as meaning 
that the in-service teachers may have failed to buy into the learning 
community idea.   

One reason why online forums were not adopted readily by in-service 
teachers might be that they were brought together for short periods of time 
from different locations.  Their group lacked the cohesiveness, togetherness 
and trust of the pre-service participants who have been together for several 
years.  Forum contributions were more measured, more guarded and less 
inventive. 

An apparent lack of familiarity with electronic social networking and the past 
academic success without the need of technological wizardry are two 
factors that may also have contributed to minimal uptake of forums as a tool 
for learning.  

Pre-service teachers took to forums like ducks to water and benefited greatly 
from the experience.  Contributions to discussion threads were interesting, 
helpful to others in their community and no doubt helped to advance their 
own individual knowledge.    

All participants reported having benefited from using their forum.  Some 
gained experience in collaborating, honing communication skills, and in 
elaborating a position – some of the same skills they will need to teach school 
children.  

This paper has identified a problem but not the answer.  The analysis has 
shown enough to indicate that we need to be more aware of where our 
tertiary education audience is coming from.  There is much that is left to look 
at before the best way forward is clearly defined. 

 Brunei is relatively new to using technology in education.  When preparing 
teachers for teaching with technology (PT3) it is important that there is 
widespread support and understanding of what is meant by ideas such as the 
“seamless infusion of technology into curriculum”.  Furthermore the learning 
curve for teachers in Brunei can be considerably flattened if courses better 
match the audiences they are designed for.  E-Learning tools, like online 
forums, are entirely foreign to a large section of existing teachers.  

This study supports the view that existing PT3 courses need to be tailored to 
match the target audience.   When in-service teachers are the target 
audience it is helpful to be able to show research based findings that are 
contextually relevant and generalizable. 
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APPENDIX 1:  UNDERGRADUATE DISCUSSION THREAD TOPICS. 

1. Resources in the library and research skills 

2. Moodle in schools? 

3. Were there any problems activating accounts? 

4. Moodle accessable by mobile 

5. Managing Classroom Behaviour 

6. Question to ask ourselves on student learning 

7. Teaching methods 

8. Subject given to us. Is some of it useful or relevent? 

9. Do you guys think that this web site suits our learning style? 

10. The importance of research 

11. Classroom rules? 

12. Low achiever - right or wrong? 

13. How do we help these pupils? 

14. JOB AS A TEACHER..... 

15. theories and teaching 

16. Group work or Individual? 

17. Define 'fair' 

18. mobile phone in school? 

19. Teacher-student relationship 

20. How to deal with virus protection? 

21. Pen Drive backups - REALLLLLLLY IMPORTANT!!!! 

22. Most effective teaching strategies / techniques / approaches 

23. Quality or Quantity? 

24. How can WE manage disruptive behaviours during lectures and 
tutorials? 

25. A fair way to give you a mark for FORUM contributions? 
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26. Do you agree streaming being a factor that contributes to an increase 
in behaviour problems? 

27. Does the teacher's physical appearance have any effect on the 
student's disruptive behaviour? 

28. "How you can quiet a group of students with noisemakers in their hands 
in seconds, and without speaking or showing stress." 

29. Loss of motivation 

30. asking for tips... how to break the habit of doing our work at the last 
minute? 

31. WHAT ARE THE BEST STRATEGIES TO CATCH STUDENTS ATTENTION IN 
CLASSROOMS? 

32. Exams - Is It The Best Assessment? 

33. 'Triump' good movie for us as a teacher. 

34. What do you think of the public library?  good and bad things about 
it? 

35. Memories 

36. Do u think 'SILENT READING' can be included in primary school's 
timetable? 

37. Why do students like to submit their work towards the end? 

38. How to gain confidence during Presentation? 

39. How to develop higher pupils' cognitive thinking skills? 

40. What is summative assessment? 

41. What is formative assessment? 

42. What makes a lesson EFFECTIVE? 

43. What defines a RELIABLE lesson? 

44. What does it mean to say learning is EFFICIENT? 

45. What part does affective testing play in the evaluation strategy? 

46. What would you do if you are faced with a very noty student? 
rebellious etc? 

47. WHAT MAKES A GOOD TEACHER? ANY COMMENT(S)? 
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48. Students attention 

49. Valid test 
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Abstract: District-based efforts for systemic improvement will require them to escape the 
gravitational pull of performance-based accountability demands of NCLB. It will require them 
to invest heavily in human capital in ways that promote inclusion, dialogue and deliberation in 
their program assessments. Such a democratic process is critical to arriving at a defensible 
assessment of any education program. The way in which participation is constructed by the 
evaluator and perceived by the participants was found to influence evaluation impact (Ryan & 
Johnson, 2000). Failing to address value issues in education program evaluation theories 
creates barriers and obstacles in practice. This paper, based on our last three years working 
with public school on program and grant evaluation, is in support of Deliberative Democratic 
Approach (House & Howe, 1994, 1999) as a guiding principle to promote democratic 
participation (inclusion), extensive communication (dialogue), and thorough discussion 
(deliberation) in educational program evaluation.  

 
 
Introduction 
 

Traditionally, education evaluation has been shaped by an “expert” model of decision 
making and limited to the technical activities of data collection and analysis. Typically, under 
such a model, the authority agencies initiate programs and sponsor their evaluation, while 
evaluators take direction from the decision makers, conduct the studies, and report back to the 
authority agencies, which take action as it sees fit. This “black box evaluation” (Lipsey, 1987; 
Rossi, Freeman, & Lipsey, 1999, p. 154) and “technical activities evaluation” are problematic 
in that these evaluations focus what goes into a program and what comes out of a program 
without considering what goes on inside a program, or “focus on the overall relationship 
between the inputs and outputs of a program without concern for the transformation process 
in the middle” (Chen, 1990, p. 18), neglecting the values as a guiding principle for a 
democratic participation, dialogue and deliberation, and failing to better inform, serve and 
benefit stakeholders.  

As a result, this will create such problems as institutional/cultural barrier, resource 
barriers, and communication obstacles. Institutional/cultural barriers include 1) fear of 
evaluation that will not fairly capture important program effects, 2) distrust of how results 
will be used, and 3) lack of management interest. Resource barriers include that 1) staff time 
to plan and manage evaluation may be short, and that 2) program managers may not be 
connected into evaluation network, and may lack information on evaluation needs, 
appropriate methods/techniques, and skilled and knowledgeable evaluators. Communication 
obstacles include 1) misunderstandings between requestor and evaluator in defining study 
goals and features, 2) changes in requestor needs not reflected in study design, 3) one-size-
fits all approach to communicating with diverse stakeholder audiences, 4) misinterpretation 
of study findings, 5) deliberate misrepresentation, 6) stakeholder resistance to accepting 
findings because of credibility problems with study or stakeholders’ opposing 
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philosophies/agendas, 7) failure to update information as it ages, 8) failure to establish 
effective program feedback loops, and 9) failure to reach policy audiences. 

Based on our last three years working with public school on program and grant 
evaluation, we recapitulate the lessons we have learned into this paper in order to be in 
support of Deliberative Democratic Approach (House & Howe, 1994, 1999) as a guiding 
principle to promote democratic participation (inclusion), extensive communication 
(dialogue), and thorough discussion (deliberation) in educational program evaluation. 
 
Literature Reviews 
 

Recent decades have been productive in the conceptualization of educational 
evaluation, trying to clarify its meaning and exposing the distinction between evaluation and 
other related concepts. According to Nevo (1983), evaluation approaches or models can be 
classified through the evaluation dimensions comprising the framework: (1) definition, (2) 
functions, (3) objects, (4) variables, (5) criteria, (6) audience, (7) evaluation process, (8) 
inquiry methods, (9) evaluator characteristics, and (10) evaluation standards. For example, by 
asking “how is evaluation defined”, evaluation can be categorized as the assessment of merit 
or worth (Eisener, 1979; Glass, 1969; House, 1980; Joint Committee, 1994; Scriven, 1967; 
Stufflebeam, 1974), or as an activity of description and judgment (Guba & Lincoln, 1981; 
Stake, 1967). By asking “what are the functions of evaluation”, evaluation can have the 
distinction between formative evaluation and summative evaluation (Scriven, 1967). By 
asking “what kinds of information should be collected regarding each object”, evaluation can 
be identified as CIPP Model (Stufflebeam, 1969, 1974, Stufflebeam et al. , 1971), 
Countenance Model (Stake, 1967), Responsive Education Model (Stake, 1975; Guba & 
Lincoln, 1981), and Pathway Comparison Model (Scriven, 1972) through the process of 
doing an evaluation. Judging from the inquiry methods used in evaluation, evaluation can be 
classified as experimental and quasi-experimental design (Campbell, 1969; Cook & Cambell, 
1976; Stanley, 1972), naturalistic methods (Guba & Lincoln, 1981; Patton, 1980), jury trials 
(Wolf, 1979), case studies (Stake, 1978), the modus operandi method (Scriven, 1974).  

Stufflebeam (2001) attempted to distinguish different evaluation approaches: for 
example, formative (ex ante) and summative (ex post) evaluations (Scriven 1991), internal 
evaluations and external evaluations (Shulha and Cousins 1997; Wadsworth 2001), rational 
approaches (Tyler, 1942, 1966; Provus 1971; Steinmetz 1983) and constructivist approaches 
(Dryzek 1993; Fischer and Forester 1993; Guba and Lincoln1989; Majone 1989; van der 
Knaap1995). Stufflebeam and Shinkfield (2007) identified twenty-six evaluation approaches 
grouped into five categories: 1) pseudo-evaluations, 2) questions and methods-oriented 
evaluation approaches, 3) improvement and accountability-oriented evaluation approaches, 4) 
social agenda and advocacy approaches, and 5) eclectic evaluation approaches. The CIPP 
model (Stufflebeam, 1969, 1972, 1974, 1983, 2000, 2004, 2005) in the improvement and 
accountability category, utilization-focused model (Patton, 2000) in eclectic category, 
responsive and client centered (Stake, 1967), consumer oriented (Scriven, 1981, 1983), case 
study (Stake, 1995), constructivist model (Guba & Lincoln, 1989) are selected as the best for 
twenty-first century evaluation. 

Unfortunately, all these categorizations of evaluation approaches fail to address such 
important issues as values in the evaluation, resulting in many problems stated previously in 
practice. Therefore, we favor an approach called deliberative democratic evaluation that 
includes all relevant stakeholders, promotes dialogue with and among stakeholders, and 
involves stakeholders in extended deliberation processes.  

Deliberative Democratic Evaluation (House & Howe, 1999, House, 2005) is “an 
attempt to make evaluation more democratic by 1) representing a wide array of views and 
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interests in evaluation studies, 2) encouraging stakeholder participation in evaluation 
processes and 3) providing opportunities for extended deliberation.” “By incorporating a 
broader array of views, values, and interests, democratic evaluators expect studies to be better 
informed, accepted, and used. The three key components of Deliberative Democratic 
Evaluation are inclusion, dialogue, and deliberation. Inclusion means working with 
underrepresented and powerless groups as key stakeholders in the evaluation, not just the 
sponsors and powerful stakeholders; extensive dialogue increases the chances of evaluators 
understanding stakeholders and stakeholders understanding each other; and extended 
deliberation is careful reasoned discussion of issues, values, and findings by all concerned.” 
(House, 2005) 

According to Stauffle and Shinkfield (2007), “inclusion, dialogue, and deliberation 
are considered relevant at all stages of an evaluation: inception, design, implementation, 
analysis, synthesis, write-up, presentation, and discussion.”(p.222) House and Howe (1999) 
present the following critical questions for assessing the adequacy of a deliberative 
democratic evaluation: Whose interests are represented in the evaluation? Are all major 
stakeholders represented? Should some stakeholders be excluded? Do power imbalances 
distort or impede dialogue and deliberation? Are there procedures to control power 
imbalances?  In what ways do stakeholders participate? How authentic is the participation? 
How involved is the interaction? Is there reflective deliberation? How extensive is the 
deliberation? How well considered is the deliberation? 

Background and Descriptions of the Recent and Current Grants 

Our evolving understanding about inclusion, dialogue and deliberation as important 
elements of program and grant evaluation has been developing over the past three years 
working collaboratively with school personnel across five school divisions in the Tidewater 
area of Virginia. We have worked with and developed collaborative relationships with central 
office and school level personnel across subject areas and grade levels. This broad range of 
efforts has allowed us access and experience working in schools and resulted in identifying a 
number of issues we feel are critical to meaningful grant and program evaluation. Our recent 
and current projects include: 
 
1. U.S. Department of Education GEAR-UP Grant 
2. U.S. Department of Education Teaching American History Grant 
3. Local school division program evaluations: 

a. GROW (Early childhood program) 
b. Breakthrough to Literacy (Early literacy program) 
c. Aspirating school leaders program 
d. Year Round Schools 

4. Directors Institute Education Early Childhood Training Grant 
5. U.S. Department of Defense, An Examination of Teacher Quality and Troops to Teachers: 

A National Study 
6. Old Dominion University’s Career Switcher Program Evaluation 
7. State Council of Higher Education for Virginia: Improving Teacher Quality State Grant 

Program, Reading in the Content Area 
 
 
 
 

 

2008 HICE Proceedings 
Page 1390



 4

Lessons Learned 

Over the course of our work as grant and program evaluators, we have identified a 
number of key observations and insights that can be effectively organized under the three 
primary principals of Deliberative Democratic Evaluation. This approach to organizing and 
presenting these insights should be understood as none-linear as pointed out by Stauffle and 
Shinkfield (2007). These observations and insights will be discussed at length.  

Principle 1: Inclusion  

The evaluation study should consider the interests, values, and views of major 
stakeholders involved in the program or policy under review. This does not mean that every 
interest, value, or view need be given equal weight, only that all relevant ones should be 
considered in the design and conduct of the evaluation.  

Key Lessons Learned: 

1. Including all stakeholders in the early stages of planning is extremely difficult and is 
not generally built into the organization and institutional norms of the cooperating 
schools, nor the university. Typically, grants and projects are developed by key 
decision makers with the practitioners brought in at the stage of implementation.  

a. While students learning or other outcomes are always considered goal of the 
grant or program, they are not, however, considered as stakeholders. This may 
exemplify the dominate view of students as passive recipients of learning, as 
apposed to active agents in their own person and intellectual development.  

b. Similar to the issues discussed above regarding students, teachers are also 
viewed as the passive recipients’ of staff and professional development. They 
are often not consulted about what general or specific area of content and 
pedagogical training they need. Teachers’ professional judgment is in our 
experience not included as equal stakeholders in the development of grants 
and projects, nor the implementation of funded work. 

c. In the same way, the voice of parents needs to be considered in all phases of 
educational grants and program.  

2. Given the current organizational and institutional norms, there should be 
consideration in the design phase of grants and programs for the flexibility to benefit 
from the later contribution of parents, students, teachers and other practitioners.  

3. Grant and program developers need to be cautious to insure the democratic 
participation of stakeholders. The top-down model, which continues to dominate 
educational organizations, does not reflect the real interests of the stakeholders and 
actually can deflect the grants or programs stated purpose. 

4. Given the importance of inclusion, the typical funding set aside for grant and program 
evaluation is not sufficient. In this way, special financial allocation needs to be 
considered to involve evaluators in more substantive ways.  

Principle 2: Dialogue  

The evaluation study should encourage extensive dialogue with stakeholder groups 
and sometimes dialogue among stakeholders. The aspiration is to prevent misunderstanding 
of interests, values, and views. However, the evaluator is under no obligation to accept views 
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at face value. Nor does understanding entail agreement. The evaluator is responsible for 
structuring the dialogue.  

Key Lessons Learned: 

1. The communication between evaluators and program director is critical. Specifically, 
the mutual understanding about the nature and purpose of evaluation. For example, in 
one of our projects our role was misunderstood and limited by the program director, 
thereby reducing our role to a merely technical one.  

a. This role-limitation has the effect of reducing access to all stakeholders 
thereby impoverishing the quality and accuracy of the evaluation and program 
itself.  

b. In contrast, building mutual trust and understanding about the nature of 
evaluation, particularly the formative purposes of evaluation, has resulted in 
quality evaluation, refinement of future implementation and the building of 
institution of capacity for collaboration.  

2. While stakeholder feedback may be included in some programs, power imbalances in 
that input may lead to disenfranchising certain stakeholders groups. For example, 
teaches may be asked for feedback but not see their concerns ever addressed or 
represented in program activities. This has the impact of de-motivating teachers and 
causing a decrease in teaches participation.  

Principle 3: Deliberation  

The evaluation study should provide for extensive deliberation in arriving at 
conclusions. The aspiration is to draw well-considered conclusions. Sometimes stakeholders 
might participate in the deliberations to discover their true interests. The evaluator is 
responsible for structuring the deliberation and for the validity of the conclusions.  

1. Short term grants and projects don’t allow enough time for effective deliberation.  
2. Due to power imbalances in the dominate top-down organizational and institutional 

norm, teaches are often viewed as a passive work force that will carry out school 
division mandates. In this way, teachers and other important stakeholders do not have 
appropriate opportunity for deliberation. For example, the indicators of success need 
to be deliberated by all stakeholders, particularly, indicators of teacher quality.  

3. The format of deliberation needs to vary in format in response to the nature of the 
issues being addressed. For example, in the assessment of the increase of teachers’ 
content knowledge in one of our grants, deliberation needed to done carefully as not 
to expose teachers to a threatening environment or to feel vulnerable.  

4. It is also imperative that evaluators set aside time for more dialogue after the 
deliberation and after the initial analyses and conclusions have been drafted to assure 
that all relevant issues were taken into account and that stakeholders understand how 
the conclusions were obtained. Changing circumstances within a program can affect 
overall evaluation of any educational program and these circumstances must be made 
available to the evaluators in a timely manner in order to avoid incorrect analysis of 
data and situations. A good example of this would involve any changes made in the 
way the state assessments are administered. Changing the Standards of Learning 
(SOL) that are assessed or changing the grade level in which they are assessed during 
the period covered by a specific program would greatly impact any evaluation being 
done on that program. 
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Conclusion 
 

The advantages of applying this principles (Stauffle & Shinkfield, 2007) are: 1) to 
directly attempt to “make evaluation just”, and 2) to strive for “democratic participation of 
stakeholders at all stages of the evaluation” and “to incorporate the views of all interested 
parties, including insiders and outsiders, disenfranchised persons and groups, as well as those 
control and the purse strings.” 

Deliberative democratic evaluation must be kept in mind as a guiding principle for 
educational program evaluation and lack of it will create a lot problems. However, in practice, 
deliberative democratic evaluation is not an easy to achieve in that it requires evaluators to 
have following characteristics (House & Howe, 1999; Howe & Ashcraft, 2005): First, 
evaluators must have a fiduciary responsibility to participants in evaluations because 
evaluators possess special knowledge and expertise as well as special authority. They have a 
responsibility not to abuse their authority so as to deceive the public. Second, evaluators must 
be savvy negotiators, willing to engage in compromise. Evaluators should be open to all 
stakeholders’ views, carefully consider them, but then render as defensible a professional 
judgment of the program as possible. Third, evaluators must take stands on moral-political 
fundamentals. 

The skill and knowledge of the teacher cannot be altered or improved when evaluators 
are the sole determiner of the facts and treat values as emotional expressions or individual 
preferences. Evaluations that use the deliberative democratic method enable stakeholders to 
get in touch with their values, attitudes and beliefs. That is critical to second order change 
(Marzano, 2000) which is critical to overcoming the fundamental tensions between district-
based efforts for systemic improvement and the performance-based accountability demands 
of NCLB (Elmore, 2003). Moving from first to second order change can be daunting. We 
have found that the collaborative inquiry method provides the structure necessary to trust 
build in ways that enable teachers to share their values, attitudes and beliefs. When coupled 
with the deliberative democratic evaluation process, it enables evaluators to determine fact-
value claims objectively and impartially. 
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  Abstract  

In recent years researchers and educators involved in foreign language instruction 

have become increasingly aware of the importance of extensive reading. EFL reading 

education in Taiwan has been emphasized in the secondary (senior high) English 

education to prepare for the English-language test of the scholastic ability 

examination and university entrance examination. Even though students are provided 

with supplementary reading materials other than textbooks, these materials are usually 

less concerned about the appropriate level of difficult or the insufficient quantity. This 

study illustrates the findings of a survey of reading attitudes and students’ reading 

reflection paper related to extensive reading program in English. The extensive 

reading program was carried out during the class periods every week on average and 

lasted for three months. Reading materials consisted of some recommend books by 

the instructors, for examples Charlotte’s Web, For One More Day, or Tuesday with 

Morrie. Apart from reading, students were required to write a summary of the book 

and reflection paper about their reading materials. A survey administrated to 60 

Chinese college-level EFL students in Taiwan revealed that the experience of 

extensive reading has shown its impact on students’ attitudes. In addition, a negative 

correlation was found instead between the number of years of past English study and 

reading attitudes. Moreover, students’ reflection paper revealed that they gain 

confidence and boost their fondness of English reading. These findings are practical 
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for designing appropriate instructions and implementing an extensive reading 

program, with particular emphasis on encouraging students to read books.
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Implementing an Extensive Reading Program in English: Attitudes and Perceptions 
EFL College Students in Taiwan 

Introduction 

 Extensive Reading (ER) has been playing a crucial role in developing learners’ 

reading ability and also cultivating a whole range of other language skills. 

Additionally, such this approach can boost students’ confidence and motivation and 

improve overall attitude. In Taiwan, reading has long been emphasized in the 

secondary English education in preparation for the English-language exam of the 

scholastic ability assessment and students seldom have opportunities of experiencing 

ER. Although students are provided with supplementary materials other than 

textbooks, these materials are usually inefficient in terms of the insufficient quantity 

and improper reading level of difficulty. In Taiwan senior high school context, reading 

instruction is still focused on a close study of grammar and vocabulary, regardless of 

this type of language lesson is not reading at all (Alderson& Urquhart,1984; Robb& 

Susser,1989). Lack of reading practice, accordingly, students are not able to develop 

their reading ability to be fluent readers outside the classroom. The purpose of ER in 

helping students to become capable readers in learning their target language is to 

provide students with another appropriate option for supplementing the current 

teaching instruction.   
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Previous Studies  

Extensive Reading  

 Many educators and instructors have become aware of importance of extensive 

reading, defined by Hafiz and Tudor (1989, p.4) as “the reading of large amounts of 

material in the second language (L2) over time for personal pleasure or interest, and 

without the addition of productive task or follow-up language work”. In other words, 

extensive reading involves the reading of large amounts longer, easy to understand 

material, usually done outside the classroom. Besides, there are few follow-up 

exercises, since the purpose for extensive reading is to comprehend overall content 

rather than detailed analysis.  

 After that, a considerable amount of literature and research has been devoted to 

elaborating its meaning and use. Davis (1995) capsulized the concept of extensive 

reading: “ pupils are given the time, encouragement and materials fore read 

pleasurable, at their own level, as many books as they can, without the pressures of 

testing or marks” (p.329). To sum up, the significant characteristics in an ER program 

are ( Bamford,1984; Day& Bamford,1998; Hedge,2000).  

(1) to access different various interesting materials; 

(2) to read a large quantity of printed materials; 
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(3) to read at one’s own pace for pleasure; 

(4) to create an enjoyable environment; 

(5) to give chances to experience real-life reading. 

Recent research has consistently provided evidence for the effects of extensive 

reading in language learning processes in many ESL/EFL settings. The research 

indicated that many aspects of English learning: reading comprehension and speed 

(Bel,2001;Davis,1995); positive attitudes (Costinito,1995;Dupuy et al.,1996); 

vocabulary acquisition (Coady,1997); reading habit (Camiciottoli,2001); reading 

strategy (Hayashi;1999); writing (Janopoulos,1986; Tsang 1996). More specifically, in 

the context of extensive reading in L2 setting, other studies have suggested further 

benefits. Robb and Susser (1989) and Mason and Krashen (1997) conducted their 

studies with Japanese EFL college students to examine the effects of reading 

self-selected books on comprehension. In their studies, reading comprehension 

post-test scores indicated that the extensive reading method produced better results 

compared to more traditional approaches to L2 reading instruction. Another study 

conducted by Hafiz and Tudor (1989) was shown that students in the extensive 

reading programme had significant improvements in post-test scores for reading and 

writing skills as compared to two control groups.  

 With specific reference to reading frequency and attitudes, there is a paucity of 
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research at the level of EFL instruction in higher education. The research relating to 

this topic was confected in different instructional contexts. Mokhtari and Sheorey 

(1994) investigated the reading habits of international students enrolled in ESL 

courses at an American university, related to educational level and high/low English 

proficiency levels. Their findings indicted that these variables did not have any impact 

on the volume of non-academic reading. In addition, Davis et al (1992) conducted a 

survey of the attitudes of American college students enrolled in foreign languages 

courses (French and Spanish) towards the study of foreign language literature. The 

study revealed that the correlation between self-perception of reading ability and 

attitude approaches the level of significance.  

 Although limited in number and scope, the above studies support the case for 

extensive reading in L2 contexts. Most teachers would probably agree that EFL 

students do little reading in English in their outside classroom. Most studies on 

EFL/ESL ER would agree that extensive reading has been reported as successful in 

developing learners’ language proficiency. The purpose of this study was to gain 

further insight by conducting a survey that addressed the following research 

questions: 

1. Has their attitude towards reading changed since the instructor initiated the ER 

programme? 
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2. Did student think the ER programme was beneficial and enjoyable? 

3. What are students’ attitudes toward the ER programme? 

Method 

Participants and setting  

The participants of the study were a group of 62 freshman students (11 males and 

51 females), majoring in applied English. They were all native speakers of Chinese, 

aged 19-21 years old, and have had at least six years of learning English as a foreign 

language in their junior and senior high school. Their English proficiency was at the 

intermediate level and they have experience reading texts containing approximately 

4500 words in the textbook. 

Survey instrument  

A twenty-two item questionnaire was adapted Camiciottoli’s survey (2001) to design 

to shed light on students’ attitudes and frequency (dependent variables) relating to 

extensive reading in English, and the factors (independent variables). 

a. Years of previous English learning (items 3-4) 

b. Previous experience access to English books (item 5) 

c. Encouragement to read in English pleasure (item 6) 

d. Self-evaluation of reading ability in English (items 7-8)  

e. Experience in an English-speaking culture (items 9-10) 
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 These variables were selected on the basis of indications from previous studies 

(Davis et al, 1992; Mokhtari and Sheoery,1994), as well as from the researcher’s 

teaching experience. For example, variables a and d involve aspects of English 

proficiency, which would play a crucial role in reading frequency and attitude. The 

remaining variables ( b,c, and e) were identified with particular reference to this EFL 

learning environment. The questionnaire was formulated in native language (Chinese) 

of the participants in an effort to avoid possible failure to completely understand items 

(a complete English translation is proved in the Appendix). Camiciottoli pointed out 

that the validity of this questionnaire was to construct a four-point response scale 

which submitted to six colleagues of university-level EFL instruction and also piloted 

with a group of 15 students. As for the reliability of the instrument in this 

questionnaire, the test-retest method was used to administered a second time to twenty 

students from the original group of 182 six weeks (Camiciottoli, p.139). The 

reliability coefficient (Pearson r) was 0.89. 

Procedure 

 The questionnaire was administered to students during the last minutes of regular 

class periods in the end of semester. At the begging of the semester, the instructor 

asked students select their favorite books and then the instructor gave some 

suggestions for their book selection in terms of the reading reliability and difficulty. 
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The criterion for book selection was the appropriate level of language (i.e. 

intermediate level) which contains at least 5000 words. Students were required to 

write the summary of the book they read and reflection paper, for the researcher to 

monitor their reading progress and for more teacher and student interaction. In the end 

of the semester, students submitted their paper and completed questionnaires. Two of 

the students did not take part in this ER programme because they were absent in the 

final period. 

Data analysis 

 According to Camiciottoli’s Extensive Reading Questionnaire, the 4-point 

response scale defined all variables. Four points were represented for the highest 

frequency /quantity/intensity or least positive degree of the characteristics measured 

and one point was assigned for the lowest frequency/intensity /quantity or least 

positive degree. Most items offered a closed response format from four options, 

although three items asked participants to rank options. In scoring these items, it was 

necessary to make certain assumption based on the underlying implications of the 

option selected. For example, with reference to item 17, a student who has a relatively 

favorable attitude toward reading books in English should be willing to make time for 

reading English.  

 Additionally, a reading log was also used for students to write their reasons for 
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selecting books before they start reading the book, time spent on reading and pages 

read each time during their reading this book, and reflections on the book after 

completing reading the book. The intention was to observe whether reading books for 

pleasure only has any positive impact on students’ toward learning their English.  

Results and discussion  

 The results were surprising in a number of areas. The apparent changes in 

attitude (see Appendix, Figure 1). Before implementing the ER programme, only nine 

students thought that reading in English would be enjoyable. Indeed, when the ER 

programme was explained to students at the begging of the semester, many students 

appeared a little skeptical at the idea of reading books in English at home, because 

they had never done before. Notwithstanding, by the time of conducting survey, 

twenty-six stated that sometimes they now read in English for pleasure, and nine 

students said they often did. 

 Some students wrote about their reflection on their final paper that indicated that 

this ER programme had changed his/her attitude toward English reading. For example, 

one student described how he feels his book selection and his reading process. Gilbert 

said that “I tried to realize what Hosseini wanted to convey by reading the chapter 

repeatedly. However, that made me feel even more anxious about process because I 

know that it’s hard foe me to “guess” the meaning of the article b skimming and 

scanning! I have to improve my reading skills, especially comprehension.” Gilbert 
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agreed that extensive reading programme had a positive impact on his English 

learning.  

 When it comes to noting the question of whether students would continue to read 

in English after finishing the course, all but seven students positively. It must be noted 

that while twenty-six students thought the ER programme was a good idea; three 

thought it was a bad idea and ten thought is was too much work. The results of the 

extensive reading questionnaire are still in process of analyzing and will illustrate the 

effects of this ER programme in this current study.  

 Again, since the students had not developed sufficient proficiency to allow them 

to read for pleasure, the students’ report on reading difficulties on their reflection 

paper, such as vocabulary and grammar rules, indicated that they applied the 

bottom-up decoding approach or they relied on the intensive reading, which has been 

mostly used in traditional English teaching in Taiwan, even at the university level.  

In this kind of reading students closely study assigned short passages and instructors 

provide syntactic, semantic, and lexical analyses and translation into students’ first 

language to explain meaning of the text. This might also have led to the negative 

development of students’ attitudes toward reading and students may stop reading or 

read without care if they find it difficult. Moreover, students were asked to write a 

reading log individually for keeping their reading process and their reflection on the 
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book they read. The results indicated that the books were interesting to the students 

and they were happy to involved in the ER programme; their motivation on English 

learning and attitudes toward English reading were improved.  

 
Conclusion 

 There is no doubt that an ER programme can create an accessible learning 

environment for learners to explore a variety of English materials, especially for 

Taiwan as a reading-input-poor setting. Even though the previous studies stated that 

children had taken access into consideration at the level of native language in the ER 

programme ( Walbery and Tsai,1985;Greaney and Hegarty,1987), the access of 

extensive reading at the level of higher education should deserve more attention. 

Therefore, priority should be given to classroom and libraries with a wide variety of 

English books (such as fiction and non-fiction) and other types literatures as means of 

encouraging students to read in English. In other words, teachers should consider the 

merits of exposing students to a wide range of interesting English materials in 

developing students’ English language proficiency outside class.  

 Finally, the lack of research on reading attitudes and perceptions in the specific 

context of EFL instruction in higher education indicated that considerably more 

studies is warranted. The current study was limited to Chinese applied English majors; 

a survey of participants of other nationalities and disciplines could generate different 
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results. In addition, further studies would employ other adequate collaborative 

activities in an ER programme, language learners could enjoy English reading and 

then develop their own life-long habit for pleasure.  
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APPENDIX: ENGLISH TRANSLATION OF EXTENSIVE READING 
QUESTIONNAIRE 

QUESTIONNAIRE ON READING IN ENGLISH 
The purpose of this questionnaire is to collect information on the habits, motivations 
and opinions of the students enrolled in the current English course of the Faculty of 
Economics concerning reading in English during leisure time. This means reading in 
English that is not for academic purposes (for course requirements or exam 
preparation) and not for professional reasons. 
The questionnaire has 22 items and takes 10-15 minutes to fill out. Please do not sign 
your name. All answers will be anonymous. Thank you for taking the time to answer 
these questions thoughtfully and sincerely. 
Instructions: please place a check in the space before the option that applies to you 
PART 1 ± GENERAL INFORMATION AND BASELINE DATA  
 
1. Sex: ____ M ____ F 
2. Age: ____ 18-20____ 21-25 ____ over 25 
3. How many years have you studied English? (sum together past and present studies) 
____ 2-4 _____ 5-6 
____ 4-5 _____ more than 6 
4. Have you ever attended private or extra-curricular English courses or lessons? 
____ yes, for more than a year _____ yes, for a few weeks 
____ yes, for a few months _____ no, never 
5. During your previous studies, did you have access to books in English to read for 
pleasure? 
____ yes, often _____ rarely 
____ sometimes _____ no, never 
6. In the past, were you ever encouraged to read for pleasure in English by a teacher? 
____ no, never _____ sometimes 
____ hardly ever _____ yes, very much 
7. In reading for pleasure in English, how would you rate your comprehension level? 
____ low (wide use of dictionary) _____ good 
____ average _____ very good (little use of dictionary) 
8. If you do not know the meaning of all the words when reading in English, are you 
able to understand the gist of what you read? 
____ yes, almost always _____ rarely 
____ sometimes _____ no, I always need to use a dictionary 
9. Have you spent any time in a country where English is the dominant language? 
____ no, never (skip to question n. 11) _____ yes, 2-4 weeks 
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____ yes, 1-15 days _____ yes, more than a month 
10. What was the purpose of your stay? 
____ tourism/vacation _____ part-time work 
____ study _____ business 
____ other (write your answer) 
____________________________________________ 
PART 2  EXTENSIVE READING HABITS: FREQUENCY AND PREFERENCES  
11. In your leisure time, how often do you read books in Chinese 
____ at least once a week (or more often) 
____ once every 1-2 months 
____ sometimes (for example, during vacation periods) 
____ never, I prefer to do other things during my leisure time (skip to question n. 13) 
12. In the last 12 months, how many books have you read for pleasure in Chinese? 
____ 1±2 
____ 3±5 
____ 6±8 
____ more than 8 
13. How often do you read something in English for pleasure? 
____ at least once a week (or more often) 
____ once every 1-2 months 
____ sometimes (for example, during vacation periods) 
____ never (skip to question n. 16) 
14. What do you usually read in English during your leisure time? 
Rank according to what you read most frequently. Write 1 for the type of reading 
material you read the most frequently, 2 for the second type and 3 for the third. 
____ lyrics of pop, rock songs 
____ newspapers 
____ magazines 
____ books 
15. In the last 12 months, how many books in English have you read for pleasure? 
____ 0 
____ 1±2 
____ 3±4 
____ more than 4 
 
 
PART 3  READING FOR PLEASURE IN ENGLISH: MOTIVATIONS AND 
OPINIONS 
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16. Would you like to read more books in English for pleasure than you do now? 
____ definitely yes 
____ probably yes 
____ not sure 
____ no, I'm not interested in reading more in English (skip to question n. 19) 
17. Why don't you read more books in English for pleasure? 
From the list below, rank at least three reasons in order of importance. Write 1 for the 
most important reason, 2 for the second and 3 for the third. 
a. _____ it's too difficult because of my limited level of comprehension 
b. _____ lack of time due to university studies 
c. _____ I don't know which books to read 
d. _____ lack of time (work, family commitments, etc.) 
e. _____ I don't have access to books in English 
f. _____ I don't want to read in English during leisure time 
g. _____ other reason (write 
here)____________________________________________ 
 
PART 3 ± READING FOR PLEASURE IN ENGLISH: MOTIVATIONS AND 
OPINIONS  
18. If you had access to interesting books that were suitable to your comprehension 
level, how many hours per week would you be willing to dedicate to reading in 
English? 
____ 0 
____ 1 
____ 2±3 
____ more than 3 
19. Do you think reading books for pleasure in English is important? 
____ yes, very important 
____ fairly important 
____ not sure (skip to question n. 21) 
____ no (skip to question n. 21) 
20. Why do you think reading books for pleasure in English is important? 
From the list below, rank at least three reasons in order of importance. Write 1 for the 
most important reason, 2 for the second and 3 for the third. 
a. _____ could be useful also in other academic subjects 
b. _____ to acquire a wider range of vocabulary 
c. _____ could be useful for the English course 
d. _____ to learn more about other cultures 
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e. _____ could be useful for my career 
f. _____ to enhance my knowledge and literacy on a general level 
g. _____ other reason (write here) 
__________________________________________ 
21. Without considering possible lack of time or limited comprehension, would you 
find 
reading books in English for pleasure a personally rewarding experience? 
____ yes, very rewarding 
____ yes, fairly rewarding 
____ not sure 
____ no (end of questionnaire) 
22. What type of books in English would you like to read? 
From the list below, rank three preferences. Write 1 for your first choice, 2 for your 
second and 3 for your third. 
____ mystery, spy or detective stories 
____ adventure 
____ science fiction 
____ romance 
____ hobbies, travel 
____ fiction, novels 
____ non-fiction 
____ poetry and theatre 
____ social sciences (history, philosophy, sociology, economics, etc.) 
____ classics 
____ other book types (write your answer) _________________________________ 
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Abstract 
 

Visual aid methods have been widely used in the instruction for different science 
and engineering disciplines. This paper describes a block diagram model and emphasizes 
efficient and active learning developed in the advanced logic design course. It is well 
known that visual aids help students learn and remember. Using block diagram is crucial 
for an instructor to deliver teaching materials more efficiently and organize active class 
discussions. It is more efficient to display a great amount of information by using block 
diagrams than by using plain texts only. Inside laboratory, applying block diagram can 
help students to identify their design goals, and trace design problems. Moreover, it helps 
laboratory instructor to understand the structure of designs from the troubled students, 
quickly identify problems and give students advice and suggestion. 
 

Introduction 

Hardware Description Language (HDL) and Filed Programmable Gate Array 
(FPGA) based design methodologies have been widely used in industry for large 
complicated digital designs to satisfy the shrinking time to market demand. To prepare 
students better for their future engineering careers, HDL and FPGA design methods have 
been introduced in many universities in advanced logic design class.  
 

HDL designs can be implemented on FPGA devices (Philippe G. et.al. 2006) 
which provide high performance, low-cost, and short design time cycle for digital design 
(Paul Leventis et.al. 2003.) As a result, FPGA devices are chosen by many universities as 
cost-effective platforms for teaching (Jan Gray 2000) and research purpose (Greg 
Watson, et. al. 2006.) Usually, multiple practical laboratory assignments are valuable for 
students to have better understanding of course materials, to learn design techniques and 
methodology, and to develop hand-on experience.  
 

Although HDL looks more like software language, it is actually the text format 
representation of the hardware. Students who are not familiar with visualizing the 
relationship between software codes and hardware schematics have shown some 
problems in their learning inside classroom. In the laboratory, multiple project 
assignments may take students a lot of time and it is challenging for them to work on 
both HDL codes and digital hardware. At the same time, it is also challenging for 
instructors to find out design problems quickly for relatively complicated digital designs 
when instructing many students in one laboratory session.  
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A good teaching method needs to be explored to solve above problems. For 
different science and engineering disciplines, visual aid methods have been frequently 
used in the course instruction. There have been reports that visualization plays an 
important role in mathematics learning (Arcavi A. 2003.) Visual maps help showing the 
connections and relations between concepts in the teaching of chemical (Dragica S. et.al. 
2000) and computer science courses (Gavrilova T. et.al. 2005.) In addition, visual aids 
such as interactive applets, animation graphics, 2D movies of process simulation are used 
in mechanical engineering (Y. L. Yao, et. al. 2005.)  With the help of visual aid, teaching 
efficiency can be improved to help students organize information, clarify design 
concepts, and improve knowledge storage. To make teaching subjects interesting is also a 
demanding topic for teaching. Active learning emphasizes the important role of students’ 
participation in a class discussion and uses student responses in class to get feedback loop 
that promotes further learning. The class encourages learner-centered learning and 
discourages passive note taking.   

This paper presents the usage of block diagram as a visual aid to teach the 
advanced logic design course. It discusses the students’ preference to graph style in 
teaching, and it also describes active learning using block diagram inside both classroom 
and laboratory. 
 
Block Diagram Method Helps Visualize Designs 
 

Both dataflow and behavioral description HDL coding styles offer ways to design 
complex gates such as encoder, decoder, multiplexer, demultiplexer, D Flip-Flop, 
comparator, adder, and subtractor. Since students enrolled in the advanced logic course 
have higher language backgraound such as C, C++, or Java, and they also have 
background of logic gates. It is relatively easy for them to get exposed to basic HDL 
behavioral description concepts. In addition, small designs and primitives can be 
instantiated to create structural designs which are more complicated.  
 

Compared with higher language such as C, C++ or Java, HDL has some unique 
features. For example, HDL’s concurrency feature is usually hard for students to 
understand when they read text format codes. Drawing block diagram to connect abstract 
concept with solid picture is helpful for students to learn this new concept. As one 
example, three signal assignments are given below.  
 

always@(posedge clk) 
begin   A <= B;   B <= C;    C <= D;  end 

 
The order of above assignments does not matter, which is different from the 

sequential execution rule defined by other higher languages. This results in easy 
confusion for HDL beginning learners. The block diagram shown in Figure 1 can be used 
to easily solve this problem. At the rising edge of the clock, outputs of three D Flip-Flops 
will be updated at the same time. No matter how you change the order of three 
assignment codes, the block diagram remains unchanged. So this explains the concept of 
concurrency well that above codes run in a concurrent way. 
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Figure 1.  Three-stage shift registers 

 
In case of complicated design, the graphical representation of each sub process of 

the design can also be illustrated by block diagram. Figure 2 shows one example of finite 
state machine model.  
 

 
* Comb circuit stands for combinational circuit 

 
Figure 2.  Finite state machine block diagram model 

 
The finite state machine design usually consists of three blocks. One block is used 

as state registers, another block is used for next state combinational circuit, and the third 
block is used for the output combinational block design. Without the above diagram, 
students will try to memorize long behavioral level finite state machine codes, and they 
will make following common mistakes: 
 

(1) Assign current_state signal to next_state signal in the state register block design;  
(2) Output current_state signal from next state combinational circuit block; 
(3) Incomplete signal names in the sensitivity list. 

 
These mistakes come from the lack of hardware block diagram understanding of 

software codes. Figure 2 shows that after the rising edge of clock, next_state signal as the 
input of state registers needs to be assigned to the output of state registers which is 
current_state signal.  In addition, the output of next state combinational circuit block is 
next_state signal, instead of current_state signal. So hardware associated block diagram 
helps students eliminate mistakes (1) and (2).  Input signals for each block marked clearly 
in Figure 2 should be included in the sensitivity list of the corresponding design block. As 
a result, block diagram helps get rid of mistake (3).  
 
Students’ Preference to Graph Style in Teaching 
 

When instructor use schematic, block diagram, waveform techniques to display 
information, teaching becomes more effective and efficient than showing plain texts only. 
It is well known that one picture is worth a thousand words. Visual aids help students 
learn and remember. Conducted questionnaires showed that students are most likely to 
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get a picture rather than words when they think about what they learnt in class. In 
addition, students prefer to get new information in pictures, diagrams, graphs, or maps, 
instead of written directions or verbal information only.  
 

To get the ideas of how block diagram helps students learn HDL, one example 
with 3 cases in the HDL coding is provided below. It is usually hard for students to find 
out the difference among the three cases by just looking at codes line by line. 
 
module fsm3cases(a, clk, reset, y); 
input                a, clk, reset; 
output  [2:0]     y; 
reg  [2:0]     y; 
parameter  st0 = 2'b00, st1=2'b01, st2=2'b10, st3=2'b11; 
reg  [1:0]    cs, ns; 
always@(posedge clk or posedge reset) 
begin 

if(reset) 
cs <= st0; 

else 
cs <= ns; 

end 
always@(cs or a)   //case 1 
//always@(negedge clk)  //case 2 
//always@(posedge clk)  //case 3 
begin 

case(cs) 
st0: ns <= st1; 
st1: if(a) 

ns<=st2; 
       else 

ns<=st3; 
st2: ns <= st3; 
st3: ns <= st0; 
endcase 

end 
always@(cs) 
begin 

case(cs) 
st0: y <= 3'b001; 
st1: y <= 3'b010; 
st2: y <= 3'b011; 
st3: y <= 3'b100; 
default: y<=3'b001; 
endcase 

end 
endmodule 
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Figure 3:  Case 1 block diagram 

 

 
Figure 4:  Case 2 block diagram 

 

 
Figure 5:  Case 3 block diagram 

 
The block diagrams in Figure 3, 4 and 5 are drawn to show the locations of the 

current state signal CS, and the next state signal NS. Now, it is easy to see that the NS 
signal is delayed by half clock cycle in case 2 compared with that in case 1. In case 3, the 
NS signal is delayed by one whole clock cycle compared with that in case 1. Students can 
use simulator to get the simulation waveforms to verify the above observation.  
 
Block Diagrams Help Active Learning 
 

Block diagram uses less space on board inside classroom for students to see the 
whole picture of a complex design and to identify design problems. It helps instructors to 
deliver large teaching materials. Time efficiency of block diagram makes it possible for 
instructors to organize class discussion and participation from students.  
 

One design example involves writing a hexadecimal number to every address of 
SRAM and then read data from every address of SRAM. During the reading process, the 
lower one-byte address value and the one-byte data bus value need to be displayed on 
LCD.  Students were asked to solve this problem by using block diagram inside 
classroom. And then they were assigned HDL lab projects to interface Xilinx Virtex 
FPGA chip with SRAM chip and LCD to implement this design in real hardware. They 
had to identify each pin of FPGA, SRAM chip and LCD to make wire wrap connections 
on a prototyping board. Proper design plan should be made before working on this 
project. Otherwise one mistake might turn out to be very time-consuming problem to get 
solved. 
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Figure 6.  Writing, reading SRAM and data display on LCD 

 
Inside classroom, Figure 6 was drawn quickly by one student on board to show 

his solution. Other students were asked to check if there were any design problems in the 
above diagram. In HDL, signals are not allowed to be driven from multiple sources. After 
class discussion, students found out multiple driver problems happened on signals 
addrbus, databus, we, oe, and cs. Signals addrbus, databus, we, oe, and cs could be 
multiplexed controlled by the signal wr_rd, which is connected with the signal done in 
the lower hierarch wr_fsm block. When the signal done is not active, the design is writing 
data into SRAM and output signals from wr-fsm block are selected to drive outputs of the 
top level design. Otherwise, the design is reading data from SRAM, and output signals 
from rd-fsm block are selected to drive top level design outputs. 
 

Furthermore, students were asked by the instructor if there were better solutions 
for clock division blocks in terms of hardware resource consumption. In clockdivision1 
block, division number N1 = 40KHz/200Hz = 200. In clockdivision2 block, division 
number N2 = 40KHz/1Hz = 40,000. Large frequency division number requires a lot of 
registers. After class discussion, Students got a better solution by using N2=200, N1 = 
200Hz/1Hz=200.  As a result, the input of clkdivision2 was changed to clk1 signal 
instead of the oscillator input osc signal.  
 

Class discussion was very active and productive for the above complicated 
design. By the help of block diagram, the instructor had more time to organize class 
discussion, encourage students to actively compare different design strategies and 
identify design problems.  
  

Block Diagrams Help Laboratory Work 

Developing a clear plan and vision for the laboratory is essential for efficiency 
and productivity. Proper testing and monitoring results are also important especially 
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when debugging failed designs. Sometimes, it is necessary to modify design strategies to 
obtain better results.  
 

Inside laboratory, some students are busy trying to get projects done and they 
don’t outline their work. Although their intentions are to speed up their laboratory work, 
they may have to spend hours to dig into their designs when their complicated designs 
don’t work. When the laboratory instructor is asked for help, he might get confused with 
ill-defined signal names, and messy blocks of HDL codes. It may take him long time to 
find out problem, which is not sufficient when one instructor needs to help students in a 
big laboratory session. 
 

After students are required to draw block diagrams for their designs, they will 
partition their designs into blocks. They will try to create a realistic representation of 
what controller outputs are at different states.  They will also clearly define important 
signal flows among different blocks. Each block can be individually designed and tested. 
Signals among different blocks can be traced when problems show up. 
 

It is easier for the laboratory instructor to understand students’ design structure, to 
analyze design problems from students and give suggestions by checking block diagrams.  

Conclusion 

As one visual aid, the block diagram greatly improves the efficiency in the 
teaching of advanced logic design course. The block diagram method used in the HDL 
dataflow and structural design gives a clear picture of how small circuits are connected 
together to create the structure of the top level design. It is much easier for students to 
understand how HDL codes work by looking at the block diagram.  In behavioral 
description, although HDL behavioral model does not provide schematic details, the 
graphical representation of each sub process of the design is still useful to show inputs 
and outputs of each block, to differentiate combinational circuits from sequential circuits, 
and to give a basic picture of timing controls.  

As a much clearer and simpler graphical representation of a design, the block 
diagram illustrates the relationship between design function blocks and it helps learning 
and active class discussion. Students are encouraged to use block diagrams in laboratory 
which help them make good plans for their designs, illustrate structures of their designs, 
trace design problems, and have better interactions with the laboratory instructor when 
they have laboratory questions. 
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  Abstract  

Many research have been recently explored that the examinations of the relationships 

between metacognition and writing English composition in ESL/EFL contexts. (Chen, 

2003; Joe& You, 2001; Kasper, 1997; You & Joe, 2001, 2002).Yet there is limited 

number of studies examining EFL students’ English journal writing by metacognition. 

This qualitative study attempts to investigate EFL students’ perception and 

metacognition by using interviews and their works written by 30 18-year-old 

university students over a 3-month period in Taiwan. The results were analyzed in 

search of students’ learning patterns relevant to their metacognitive strategies after 

they composed at least 10 journal entries. Through an analysis of their reflections by 

interviewing twice about their attitudes of learning English writing, their composing 

strategies, and their own difficulties when they writing journals. These patterns are 

also revealed that different students express particular conscious awareness in their 

writing processes. 
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An Empirical Study of EFL College Freshmen Writers’ English Written Tasks by 
Metacognition  

 
Introduction 

 Metacognition refers to knowledge of one’s awareness, monitoring, and 

regulation about one’s cognitive activities in the process of performing a cognitive 

task (Baker & Bower,1984). Metacognition plays an vital role in the instruction of 

cognitive activities; it leads to autonomous learning and improves performance 

( Schraw & Moshman,1995). Also, metacognitive knowledge, including declarative 

knowledge, procedural knowledge , and conditional knowledge, has been proven to 

lead learners to more “ aware of the contents and procedures of one’s mind and it can 

be helpful in solving problems and completing tasks”( Jocobs & 

Paris,1987,p.259),especially in cognitive tasks, such as writing and reading in 

language learning. More specifically, as learners advance in learning a specific area, 

they not only grasp more metacognitive knowledge, but utilize the knowledge in order 

domains of learning.  

 Many studies have focused on applying metacognition in enhancing the learners’ 

reading comprehension in reading instruction, metacognition helps learners not only 

become aware of their comprehension, but also plan and monitor their strategies 

effectively while performing a reading task. After conducing the issue on 

metacognition in reading for two decades, the research on metacognition in writing 
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and writing instruction has began to receive more attention.  

 Devine’s (1993) research in among the first few attempt to investigate the 

importance of metacognition in writing of English as a second language( ESL)/ 

English as foreign language (EFL). She proposed that two main approaches in the 

research of English writing, the process approach and the textual approach. More 

specifically, the social context of writing and the idea of recursive process contain 

important components in producing compositions, while the textual stresses on the 

knowledge of task. Hence, metacognition plays the role of bridging the two 

approaches together, and helps learners understand the cognitive process writers need 

to employ the strategies they apply, the monitoring and adjusting skills they develop 

when writing. 

 Concerning the examinations of skilled and unskilled writers’ metacognitive 

knowledge have been recently explored ( Joe & You,2001; Victori, 1999; You & 

Joe,2002). You and Joe (1999,2000,2001) are the first few researchers to conduct the 

research of metacognition in EFL writing in Taiwan. They focus on the skilled writers’ 

metacogntive knowledge, including declarative, procedural, and conditional 

knowledge and self-regulatory skills. Even though the dearth of studies examining the 

beginning writers’ metacognitive knowledge(e.g., Kasper,1997). Therefore, the 

current study attempts to focus on the examination of college student writers’ 
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perception and metacognitive knowledge of English by means of retrospective 

interview.  

 In order to look into the students’ perception of English writing and their 

metacognitive knowledge, the study was guided by the following research questions:  

1. What is the college students’ perception of English writing at the stage of 

composing their writing in Taiwan? 

2. What types of metacognitive knowledge of English writing are possessed by the 

college writers in Taiwan? 

Method 

Participants and setting 

 Thirty EFL college writers in the Department of Applied English at a university 

in southern Taiwan participated in this study. They were the freshmen who took the 

calls of English composition in the fall semester of 2006 and spring semester of 2007. 

Participants were asked to write an English composition to measure their writing 

proficiency in order to group them into two groups: Group A, in which students with 

higher grades in the placement test were grouped, and Group B, the rest of the 

students. In Group A, most of the students had writing experience before enrolling the 

university whereas only few of the students in Group B had little writing experience.  

Among those thirty students, twenty-eight of them majored in applied English, two 
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majored in business administration.  

Instruments  

 In order to inspect both participants’ perception and the metacognitive 

knowledge about English writing, the present study proposed to collect the college 

freshman writers’ perception of EFL writing with their metacognitive knowledge 

about English writing by means of retrospective interview. Baker and Brown (1984) 

indicated that by conducting a self-report or retrospective report, researchers could 

observe not only the subjects’ knowledge, awareness, and the strategies of completing 

the task, but their proficiency in performing the task as well. Chen (1990) also pointed 

out that through verbal report, especially through a retrospective interview, the 

participants’ insights would easily be activated. 

 In this present research, the researcher questioned the participants by using 

wh-questions such as “ what did you do after you read the topic of the composition?” 

while trying to giving any hints that might led them to provide the researchers’ 

desirable answers. The interview was conducted in Mandarin Chinese to avoid any 

misunderstanding form the interviewees’ lack of English proficiency. The interview 

question were adapted You’s (2002) interview questions. The pre-interview question 

mainly address participants’ writing experiences, their knowledge of English writing, 

their criteria of well-written English writing, their writing process, and their 
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difficulties in composing their English writing task, etc. (see Appendix I). Most of the 

post-interview questions were the same as the pre-interview questions except for the 

first and last questions (see Appendix II). 

Writing Task 

 Each participant was requested to write an English composition before the 

pre-interview. Before they enrolled the university, ten out of thirty freshmen writers 

did not have any experience. Thus, thus writing task would offer them the 

opportunities to compose in English for the convenience of recall during the 

pre-interview session. The topic of the writing task was as follows: Why you do a 

certain sport. Other chose to Why you don’t like to do sports. For the post-interview 

there was no writing task assigned since most the participants had the experience of 

composing in English in their writing class. 

Procedures 

 The present study conducted the interview twice. One was carried out at the 

beginning of the semester; the other at the end of the semester. In order to motivate 

the students’ participation in both the pre- and post-interview, the instructor of English 

Composition integrated the interview as part of this course the students needed to 

attend for both two semesters. Each participant was interviewed individually. The 

interviews were conducted in Mandarin.  
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Data Analysis 

 This present study adopted You’s (2002) methods of analyzing data in his study 

and she used a coding system for inspecting and categorizing the skilled writers’ 

metacognitive knowledge base. Both the pre-and post-interviews were recorded. 

Among the thirty college writers, fifteen participants’ pre-and post-interview data 

were transcribed for further analysis.  

 The data were analyzed to examine the transcriptions of both the pre-and 

post-interviews for the first time, the areas implying the participants’ declarative and 

procedural knowledge were marked as DK and lines regarded as procedural 

knowledge were marked PK. After the thirty transcriptions were marked, the data 

were read through thoroughly for second time.  

 On the second examination of the transcriptions, the researcher read through the 

data line by line in order to reduce some possible missing metacognitive knowledge in 

the first examination.  

Results 

 The current study attempts to investigate both the perception and metacognitive 

knowledge of English writing for EFL college writers. The analysis of the 

pre-interview transcriptions, a variety of knowledge was reported based on declarative 
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and procedural knowledge. The present was found that participants possess the 

knowledge of self-awareness and the knowledge of writing during the pre-interview. 

The awareness of their own weakness in language proficiency, categorized under the 

knowledge of self-awareness, was the type that most of college freshmen writers 

pointed out during the pre-interview. The second session that more than half of the 

participants were concerned about was audience awareness. Coherence was the third 

concern for the participants in composing a writing task. In addition, a few of 

participants were concerned about the knowledge of writing convention of English 

writing. As for declarative knowledge found in the pre-interview, each of the 

participants was able to report their weakness in performing the task of English 

writing. Besides, they were aware of their own weakness in three aspects: the 

knowledge in grammar and vocabulary of English rhetorical patterns of English 

writing, and word usage. 

 In the category of declarative knowledge, participants recognized their own 

weakness in language proficiency, in writing convention, and in knowledge of 

subjects, their consideration of the audience, their concern for coherence, and also 

their realization of the writing convention used in English composition. Concerning 

the stage of revising, participants not only reviewed for local revision, but also for 

global revision. Also they were able to arrange sentences, review to retain coherence, 
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and also sentences in order to make writing task more coherently.  

Conclusion 

 In the present study, the participants recognized that rhetorical patters in English 

should contain a paragraph introduction, body and conclusion. They are the same as 

rhetorical patterns of Chinese: “chi”(introduction), “cheng” or “ chuan” (body), and 

“he” (conclusion). With the perceptions of an English paragraph, most of freshman 

writers are not able to point out in detail the rhetorical patterns of it because Chinese 

writing does not require the inclusion of a topic sentence and supporting sentences 

except for few participants who have read reference books about the rhetorical 

patterns of an English paragraph and articles. Two participants referred to the 

differences between Chinese and English in terms of tenses, sentence structures, and 

the development of ideas in a paragraph.  

 Concerning the strategies applied during and after writing, most of participants 

apply the strategy of reviewing to generate more ideas and the strategy of reviewing 

and local revision. The encouraging finding was that the participants gradually 

develop knowledge for composing both in what English writing is and how to write. 

This change also provided the insight that instructors play an important role in 

enhancing the students’ growth of both the declarative and procedural knowledge. 

Moreover, according to participants’ reflection, they agreed that their instructor’s 
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emphasis on the coherence of their writing tasks and they also learned about writing 

strategies, such as outlining ideas, developing a topic sentences and support sentences 

and reorganize the writing tasks. The participants have improved their declarative and 

procedural knowledge might contribute to the instructor’s instructions, especially the 

emphasis given to preparing a topic sentence, supporting sentences, and coherency. In 

the further research on examining the types of metacognitive knowledge of the 

participants, for example it could include the assessment of the participants’ writing 

tasks. By examining their writing tasks, the researcher can inspect the correlation 

between the participants’ metacognitive knowledge and their writing tasks.  
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APPENDIX I 
The pre-interview questions: 
1. What is your learning experience about English composition? 
2. What have you learnt about writing an English composition? 
3. How do you write a paragraph in English? 
4. How do you write an article in English? 
5. What are the criteria of a well-written English composition? 
6. How do you compose? 

6-1. What did you do when you read the topic of the composition? How ? Why 
did you do this? 
6-2. What did you do next? Why? 
6-3. What did you do when you are running out of ideas in the middle of 
composing? Why? 
6-4. After you put your ideas on paper, and before you handed in your writing, 
what did you do? 

7. What kinds of difficulties did you encounter when you were writing an English 
composition? 
8. What do you think you can learn from the course of English Composition this 
semester?
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APPENDIX II 
The post-interview questions: 
1. What have you learnt about writing an English composition? 
2. How do you write a paragraph in English? 
3. How do you write an article in English? 
4. What are the criteria of a well-written English composition? 
5. How do you compose? 

5-1. What did you do when you read the topic of the composition? How ? Why 
did you do this? 
5-2. What did you do next? Why? 
5-3. What did you do when you are running out of ideas in the middle of 
composing? Why? 
5-4. After you put your ideas on paper, and before you handed in your writing, 
what did you do? 

6. What kinds of difficulties did you encounter when you were writing an English 
composition? 
7. What do you think you can learn from the course of English Composition this 
semester? 
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Abstract

The programming of computer controlled devices (embedded systems) is a common engineering task in ever increasing
industrial demand. Hence, courses in reactive, and real-time programming have become mandatory parts of computer science and
computer engineering curricula. Their common goal is to teach students how a computer system should be programmed to react to
events (internal and external) to the system, under certain timing constraints. However, this fairly simple concept is often clouded
by artifacts of today’s programming languages and operating systems, which has rendered embedded programing a reputation of
being cumbersome, error prone and requiring expert programming skills. In this paper, we dispute this view by presenting an
alternative approach to reactive real-time programming based on the notion of timed reactions. Using TinyTimber - a minimal set
of comprehensible software constructs together with a portable real-time kernel - the programmer can straightforwardly express
the sought system behavior. In this paper we discuss timed reactions in the light of didactical advantages over traditional thread
based approaches. Furthermore, we report on first results of applying TinyTimber to computer science education, both in the field
of reactive, real-time programming courses and as applied in the field of project based mechatronics education. Results so far are
most promising, showing students to have an increased ability to understand and solve embedded programming assignments.

I. INTRODUCTION AND BACKGROUND

Courses in reactive and real-time programming have become a mandatory part of computer science and computer engineering
curricula. Their existence are motivated from the ever growing market of computer controlled devices, such as home and
vehicular electronics, and industrial applications. These courses all share the common goal to teach students how a computer
system should be programmed such to react to concurrent events (internal and external) to the system, under some given timing
constraints. However, this fairly simple concept is often clouded by enforcing the use of today’s programming languages and
operating systems. The traditional way to realize real-time systems is based on threads, that run concurrently on the system under
control of a real-time kernel [1], [2], [3], [4], [5], [6]. The main obstacle of the threaded model is maintaining state integrity of
shared resources through blocking [7]. This burden is put onto the programmer, a tedious and error prone task requiring in depth
knowledge of the real-time kernel primitives. Furthermore, the by far dominating way to code timing behavior is by assigning
priorities to the different threads. A higher priority thread is scheduled in precedence to lower prioritized threads (given that
it is not blocked). However, a reaction can involve numerous threads, and each thread can involve numerous resources (and
hence risk potential blockings). The malicious effects are twofold; on the one hand, the setting of the priority levels such to
meet desired timing requirements of the system reactions is a delicate task, requiring a view of the complete system - and on
the other hand, once the system is coded under this thread based model, sole inspection of the resulting code gives little help
to understanding the system in terms of its timed reactions.

Didactically, this becomes a tough challenge, as the means to express the system behavior in terms of threads is conceptually
far from the intuitive notion of a system reacting to events under certain timing constraints. Moreover, the traditional thread
based approach requires the programmer to master a substantial set of complex kernel primitives and their inner workings.
In order to help the programmer to understand the complex interaction between threads, several visualization tools have
been developed, for example [8], [9]. Furthermore, to give a simplified and protected environment for teaching thread based
programming, libraries [10] and tools have been developed [11]. Another approach is taken by the Ada95 langauage [12] and
the the Real-Time extension to Java [1]. Their inherent support for (to some extent) real-time concurrent programming, relieves
the programmer of a complex kernel interface, at the price of additional language constructs. However the main obstacles of
threaded modeling of reactive real-time systems still remains.

From the research community, alternative views of reactive, concurrent and real-time programming have been investigated.
Languages such as Estrel, Lustre and Signal have been designed with the outset to express reactive (event driven systems)
[13]. Design methodologies and tools such as the Ptolemy framework, HOOD, HRT-HOOD, PAMELA, DARTS, CODARTS
as well as UML based approaches (e.g. Rose RT) have been introduced to support the development of embedded systems.
(For an excellent overview we refer the reader to [7].) However, from an educational point of view, these languages and tools
are highly complex, and falls out of scope for this paper, seeking a comprehensive approach to education in reactive real-time
programming.

Altogether, embedded programing has gained a reputation of being cumbersome, error prone and requiring expert pro-
gramming skills. In this paper, we dispute this view by presenting an alternative approach to reactive real-time programming
based on the notion of timed reactions. In Section II, we present TinyTimber - a minimal set of comprehensible software
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constructs together with a portable real-time kernel, providing the programmer the means to straightforwardly express the
sought system behavior. Furthermore, we discuss timed reactions in the light of didactical advantages over traditional thread
based approaches. In Section III, we report on some first results of applying TinyTimber to computer science education, both
in the field of reactive, real-time programming courses and as applied in the field of project based mechatronics education.
In Section IV the so far promising results are concluded, as students exposed to TinyTimber have shown to have gained an
increased ability to understand and solve embedded programming assignments compared to previous classes undertaken a
traditional thread based system model.

II. TINYTIMBER

In this paper, we introduce TinyTimber (TT) - a minimalistic, robust, portable real-time kernel with predictable memory and
timing behavior - and explore how the Timber semantics for reactive objects can be effectively applied to embedded real-time
programming in C. Through the TT implementation, developers are provided a C interface, allowing legacy code to be migrated
into the pure reactive design paradigm of Timber. For an in depth description of Timber, we refer to the draft language report
[14], the formal semantics definition [15], and previous work on reactive objects [16], [17] and functional languages [18]. The
application interface of TT features the following subset of Timber;

• Concurrent objects
• State protection
• Synchronous and asynchronous messages
• Deadline scheduling

On designing the TT kernel, utter care has been taken to offer bounded memory and timing behavior, controllable by compile
time parameters. The kernel in itself is minimalistic, consisting solely of an event queue manager together with a real-time
scheduler, and does neither rely on dynamic heap based memory accesses nor additional libraries. Thus, the functionality of
the kernel can be made free of dependencies to third party code (even c-lib), which in turn benefits portability and robustness.

In the context of other minimalistic operating systems, TT stands out with its deadline driven scheduling and the heritage
paid to the high level modeling paradigm of the Timber language. Another outstanding feature is the implicit state protection
mechanism that follows directly from the modularization. A similar implicit locking mechanism for tasks are applied in
Ambient-RT [19].

It is the notion of reactivity that gives Timber its characteristic flavor. In effect, Timber methods never block for events, they
are invoked by them. Timber unifies concurrency and object orientation into the concept of concurrent state-protected objects
(resources). The execution model of Timber ensures mutual exclusion between the methods of an object instance. In this way
Timber conveniently captures inherent parallelism of a system without burdening the programmer with the traditional explicit
coding using processes/threads/semaphores/monitors, etc [7]. As designed with real-time applications in mind, the language
provides the notion of timed reactions, where each method call is given an absolute time-window for execution, expressed as
the event baseline and deadline. Events are either generated from the environment (typically as interrupts as in the case of
software realizations of Timber models) or through synchronous/asynchrnous message sends expressed directly in the language
(not as OS primitives). The Timber run-time model assumes deadline scheduling directly based on event information (base-
and deadlines), which circumvents the problem of turning deadlines into process priorities. In short;

Fig. 1. Concurrency model for Timber.
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• Objects and parallelism: The parallel and object oriented models go hand in hand. An object instance executes in parallel
with the rest of the system, while the state encapsulated in the object is protected by forcing the methods of the object
instance to execute under mutual exclusion, Figure 1. This implicit coding of parallelism and state integrity coincides
with the intuition of a reactive object. In a correct Timber program, all methods are non-blocking, hence the system will
be responsive to incoming events at all times.

• Events, methods and time: The semantics of Timber conceptually ties events and methods in a way that makes it possible
to unify the timely requirements for a reaction to an event, with the run-time demands on the execution of a method. The
baseline states the absolute time for the release of an event, i.e. the point in time when the corresponding method becomes
eligible for scheduling. Points in time relative to the event baseline will be free of jitter due to the actual scheduling of
events.

A. The TinyTimber application interface

TinyTimber (TT) provides a C interface to a real-time kernel. Through the use of TT, the programmer is provided; concurrent
reactive objects (Object) with state protection, synchronous and asynchronous messages under deadline scheduling. In case
of synchronous messages (SYNC), the base- and deadlines are inherited from the sending event, while asynchronous messages
allow extending the baseline and giving a new relative deadline (ASYNC). The run-time model of Timber assumes run-to-end
semantics for object methods, hence we may never block for spurious external events. TT requires the programmer to strictly
conform to this reactive programming style, and follow the stipulated use of TT primitives. Notice, though, that the type system
of C is not powerful enough to ensure these requirements to be met. Furthermore, the programmer will be exposed to some
of the “behind the scenes” work carried out by the Timber kernel, details of the implementation that is abstracted away from
the Timber programmer.

III. TINYTIMBER IN RESEARCH AND EDUCATION

Programming in TinyTimber requires only a few basic primitives, hence many common yet hard-to-find errors can be avoided.
In spite of its simplicity, TinyTimber is capable of expressing concurrent, real-time systems with automatic state protection.
In this way, TinyTimber allows the programmer to focus more on the problem solution rather than the actual implementation.

In this paper we focus on how TinyTimber makes it easier for a person without prior knowledge of real-time reactive
programming to create a correct real-time reactive program. This does not mean that it can not be utilized by a seasoned
real-time programmer as illustrated by [20] applied to research in automotive engineering and computer communication [21].

In the following, we present and discuss first results applying TinyTimber to undergraduate education - in the context of
courses in real-time systems and in mechatronics.

A. Real-Time Systems

In the course Real-Time Systems [22] given at Luleå University of Technology, the students (mainly second year) are exposed
to reactive, real-time programming and TinyTimber. In their lab assignments, the students step by step implement the core
functionality of a TinyTimber kernel. The labs are based on a light weight AVR-5 (8-bit architecture) platform. In the final
lab the students control a physical robotic arm by TinyTimber programming.

The following assignment was given as part of the written examination.
Exam assignment 7
“Implement the class of a reactive object that offers streaming functionality. More precisely, the task is to translate
a sequence of incoming messages arriving at arbitrary times, into a flow of outgoing messages emitted at a constant
rate. To facilitate such behavior, a streaming object will need to contain some buffer storage, whose size we refer
to as N. The desired period of the outgoing flow should furthermore be T milliseconds. Your class should export a
method stream to be called each time an incoming message arrives. Outgoing messages should invoke a method M

of some receiving object R.
Define your class so that N, T, M and R can be set independently for each instance of your class. You may assume
that the data payload for each message is a single integer.
Three special cases to consider:

1) Any messages arriving when the buffer storage is full should simply be discarded.
2) Should the streaming object find the buffer storage empty when it is due to emit a new message, the current

message flow should be considered aborted.
3) Any message arriving when there is no ongoing flow should immediately start a new flow with period T.”
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Listing 1. TinyTimber Stream Mediator Solution
#include <TinyTimber.h>

struct mediator_t {
Object self;
int delay;
int messages;
int messages_max;
Time previous;
int (*method)(Object *, int);
Object *object;

};
#define initMediator(N, T, M, R) {initObject(), T, 0, N, MILLISEC(0), M, R}

static void mediator_M(struct mediator_t *self, int data) {
self->messages--;
SYNC(self->object, self->method, data);

}

void mediator_stream(struct mediator_t *self, int data) {
if (self->messages >= self->messages_max)

return;
self->messages++;
if ((BASELINE()-self->previous) > self->delay)

self->previous = BASELINE();
else

self->previous += self->delay;
ASYNC(self->previous - BASELINE(), MILLISEC(1), self, mediator_M, data);

}

/* Declaration/Initialization. */
struct mediator_t mediator = initMediator(N, T, M, R);

/* Invocation. */
SYNC(&mediator, mediator_stream, 10);
/* Or */
ASYNC(BL, DL, &mediator, mediator_stream, 10);

B. Example Solutions

We present two different solutions to the examination assignment in Section III-A, based on TinyTimber and FreeRTOS([5])
respectively. FreeRTOS is chosen as being good representative to the traditional thread based view on reactive real-time
programming. As in the case of TinyTimber, FreeRTOS is also targeted towards small embedded systems and portable across
multiple platforms. With these solutions we would like to show not only the differences between the two approaches, but more
interestingly what we consider to be their strengths and weaknesses.

1) TinyTimber: The TinyTimber solution (listing 1) is very straight forward and does not involve any buffer, only a counter
that keeps track of the number of messages that are currently waiting to be sent as well as when the previous message was
sent. The only primitives used are SYNC, ASYNC, and BASELINE. Given that you understand these primitives the behaviour of
the code is easy to understand and the real-time constraints are clearly visible in the code.

2) FreeRTOS: The FreeRTOS solution (listing 2) to the problem is quite different from the TinyTimber version, and relies
on more built-in primitives. Instead of the TinyTimber object we have chosen to use a semaphore to represent the “object”
R. Each stream mediator must create a task (thread) to invoke the method M at the appropriate time. The task is given the
arbitrary priority of idle + 1. Since we do not know the timing constraints of the other threads that might be running, it is
impossible to assign a meaningfull priority without a complete system view. Each mediator also requires a queue that acts as
a buffer and communication channel. The FreeRTOS queues are thread-safe, thus we do not need to manually ensure their
state integrity. We also supply an initialization method, since threads and queues cannot be allocated statically. In this version
of the solution we use 8 built-in primitives (and rely heavily on their behavior), we can also see that there is a possible source
for jitter between the xQueueReceive and xTaskGeTTickCount calls. This is impossible to avoid without using a built-in
primitive that gives us a timestamp when the an item is received from the queue (currently not supported by FreeRTOS).
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Listing 2. FreeRTOS Stream Mediator Solution
/* Scheduler includes. */
#include "FreeRTOS.h"
#include "task.h"

#define MEDIATOR_STACK_SIZE 64

struct mediator_t {
int delay;
int (*method)(int);
xSemaphoreHandle send_sem;
xTaskHandle task;
xQueueHandle queue;

};

static void mediatorTask(struct mediator_t *mediator) {
int data;
porTTickType xLastWakeTime;
while(1) {

xQueueReceive(mediator->queue, &data, portMAX_DELAY);
/* Possible Jitter. */
xLastWakeTime = xTaskGeTTickCount();
do {

xSemaphoreTake(mediator->send_sem, portMAX_DELAY);
mediator->method(data);
xSempahoreGive(mediator->send_sem, portMAX_DELAY);
vTaskDelayUntil(&xLastWakeTime, mediator->delay);

} while (xQueueReceive(mediator->queue, &data, 0) != pdFALSE);
}

}

void mediator_init(struct mediator_t *mediator, int N, int T, int (*M)(int),
xSempahoreHandle R) {

mediator->delay = T;
mediator->method = M;
mediator->send_sem = R;
mediator->queue = xQueueCreate(N, sizeof(int));
xTaskCreate(mediatorTask, "mediatorTask", MEDIATOR_STACK_SIZE, mediator,

tskIDLE_PRIORITY+1, &mediator->task);
}

void mediator_stream(struct mediator_t *mediator, int data) {
xQueueSend(mediator->queue, &data, 0);

}

/* Declaration/Initialization. */
struct mediator_t mediator;
mediator_init(&mediator, N, T, M, R);

/* Invocation. */
mediator_stream(&mediator, 10);
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C. Solution Evaluation

When comparing the two solutions we can see that the size, modularity, and scalabilility of the code are fundamentally
different. The real-time constraints were not given in the assignment. However, in the context of real-time systems, the timing
constraints are crucial to the system behavior. In the TinyTimber version we can clearly see that the deadline (allowed jitter)
is 1 millisecond for each invocation of the method M. Given that we have enough system resources we can add any number
of objects while still meeting its deadlines. In the FreeRTOS solution this does not hold as adding a higher prioritized task
might starve the mediator. To ensure satisfactory timing behavior for the mediator, we would have to make the mediator task
priority an external variable that is later calculated with respect to the whole system. To keep the jitter in proportion to the
period time, we can define the deadline as a fraction of the delay between each call to the method M. In the case of TinyTimber
this is expressed simply by assigning the deadline to self->delay*X where X is the fraction of the delay that should be
the deadline. To express this in the FreeRTOS version we would have to make the priority a parameter for the initialization
method. This in turn would have to be calculated with respect to the system as a whole. This really shows how the timing
constraints of the TinyTimber version is not only easier to understand but also encapsulated within the object itself. As the
timing constraints are free from external dependencies to other parts of the system, we can create truly modular, composable
real-time systems.

Another issue with the FreeRTOS code is the risk of jitter between the system calls, e.g. in our solution between being
unblocked and reading the system timer (tick count). Since TinyTimber is based on the scheduling of events and each event
is given a timestamp this is a non-issue in the TinyTimber version.

In the TinyTimber solution we could solve the problem without using a regular buffer, instead we utilized the ability to
schedule events that take place at a given time in the future to create the desired constant flow of data. In the FreeRTOS
version we had to explicitly create a queue that acts like a buffer. Creating and managing this queue is the main reason why
the FreeRTOS code is substantially larger (and more complex) than the TinyTimber version. This is also why the number
of primitives used, 8 in FreeRTOS and 3 in TinyTimber, is higher. The number of primitives makes the code harder to
understand. As an example we can see that it is not always the same primitive that produces the desired timing behavior, e.g.
in our FreeRTOS solution we use xQueueReceive to wait for the first item and vTaskDelayUntil to create the delay
between the subsequent items.

D. Mechatronics

The Mechatronics course at Luleå University of Technology is divided into a traditional part with lectures, problem solving,
lab exercises, and a project part. Since 2002 the project has been to design and build autonomous model race cars [23]. The
2007 assignment was designed as follows [24]:

Project assignment 2007
“The mobile robot should be equipped with an optical sensor which can detect my IR-beacon at 10m distance
in sunlight. The sensor signal should be processed by electronic hardware designed and built by the group. The
processed signal should then be feed to the ADC in the PIC microcontroller onboard. The whole sensor unit will be
mounted on a standard RC-servo which enables the sensor to be scanned in the horisontal plane. The beacon has
two vertical rows of IREDs which emit IR radiation at 900nm. The horizontal distance between the rows is 95 mm.
The horizontal angle between the IR emitting rows can be measured by the scanning optical sensor. The scanning
servo, the speed and front wheel steering angle of the mobil robot is controlled by the microcontroller.
The race is done with two robots at a time. The two robots start from a starting line on my sign at 10m distance
from the beacon. They should drive to the beacon as fast as possible. The goal position is defined as a circle with
1m diameter placed between the start line and the beacon in such a way that the vertical projection of the emitting
rows lies on the circle. The winner is the robot which first enters the circle with a wheel and which stops so that at
least one wheel is within the circle. The beacon must not be touched by the robot. A final rule is that the starting
direction is not against the beacon but away from it!”

Students were divided into 8 groups of 5 students, based on background, so that at least one student per group should have
basic programming knowledge. This year, the students were offered the opportunity to utilize the TinyTimber kernel to solve
the programming task. Four groups (including the winning team) chose to use TinyTimber while the remaining 4 groups used
bare-bones C programming. Figure 2 is an excerpt from the report of the winning team. To achieve the high precision timings
needed on this platform (PIC18F4620 [25]) they were forced to use a hardware timer to generate the pulse length. This could
easily be done in software on a faster platform. The feedback from the students have already helped identifying a number of
possible improvements. The problems encountered were mainly caused by misuse of TinyTimber due to the shortcomings of
the documentation and the lack of example code.
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Fig. 2. Excerpt from the report of the winning team.
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We use a combination of software and hardware to create the PWM-signal to the servos. The output pin is 
set high in software and at the same time, timer 3 starts. When timer 3 has reach the value of CCPR2, a 
CCP2 interrupt is triggered and the output pin is set low. 

 
void setPin(Optics *self, int dummy)  //Optic sweep 

{ 

 T3CONbits.TMR3ON = 1;     //turn on timer3  

 PORTBbits.RB3 = 1;     //Set pin Hi 

 CCPR2 = (self->PW);     //set the new pulse width 

 ASYNC(MILLISEC(20), SERVO_DL,self,setPin, 0); //Set Pin again after 20ms 

 

 

void setPin2(Steering *self, int dummy) //Steering wheels 

{ 

 T3CONbits.TMR3ON = 1;     //turn on timer3  

 PORTBbits.RB4 = 1;     //Set pin Hi 

 CCPR2 = (self->PW)+150;  //set the new pulse width (+ software compensation) 

 ASYNC(MILLISEC(20), SERVO_DL,self,setPin2, 0); //Set Pin again after 20ms 

} 

 
void interrupt_handler_high(void) 

{  

 if(PIR2bits.CCP2IF)   //If this interrupt comes from CCP2 

 { 

  PORTBbits.RB3 = 0;  //This code is critical, the earlier the better 

  PORTBbits.RB4 = 0;  

   

  T3CONbits.TMR3ON = 0;  //turn off timer3 

  TMR3L = 0; 

  TMR3H = 0;   //Reset timer3 

 

  PIR2bits.CCP2IF = 0;  //Clear Interrupt Flag 

 } 

} 

 
With this code we can create the PWM needed to control the servos. To avoid interference between the 
different servos we initialize one setpin method with a delay of 10ms after the other. 

 

 
 
Any other method can now easily change the value self->PW to change the pulse width. 
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IV. CONCLUSIONS

In this paper we have presented and discussed an alternative approach to comprehensive reactive real-time programming using
TinyTimber. Experiences so far are most promising. Results on written examination in an under graduate real-time system’s
course show clear improvements to the students ability of solving real-time programming problems compared to the previous
traditional course. Furthermore, applied to the field of mechatronics, TinyTimber has been successfully applied to implement
real-time control systems by students with limited background to the field embedded programming. Future work includes
further analysis of course and project results, in order to identify needs for improvements to the kernel and kernel-interface,
documentation, example code, commodity libraries, and design patterns.
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TINYTIMBER INTERFACE

Summary of the TinyTimber interface
• #include "TinyTimber.h"

Provides access to the TinyTimber primitives.
• typedef struct {...} Object;

Base class of reactive objects. Every reactive object in a TinyTimber system must be of a class that inherits this class.
• #define initObject() {...}

Initialization macro for class Object.
• typedef ... Time;

Abstract type of time values.
• Time SEC( int seconds );

• Time MILLISEC( int milliseconds );

• Time MICROSEC( int microseconds );

Constructs a Time value from an argument given in seconds / milliseconds / microseconds.
• int SYNC( T *obj, int (*m)(T*,A), A a );

Synchronously invokes method m on object obj with argument a. Type T must be a struct type that inherits from Object,
while A can be any int-sized type. If completion of the call would result in deadlock, -1 is returned; otherwise the result
is the value returned by m.

• void ASYNC(Time b, Time d, T *obj, int (*m)(T*,A), A a);

Asynchronously invokes method m on object obj with argument a, baseline offset b, and relative deadline d. Type T must
be a struct type that inherits from Object, while A can be any int-sized type. A d value of zero is interpreted as the
infinity. If both b and d are zero, the time constraints of the caller are inherited. Otherwise, a new time window for the
asynchronous call is computed as:
new baseline = max(current baseline + b, current time)

new deadline = new baseline + d.
• Time BASELINE( void );

Returns the baseline of the currently executing method call.
• INTERRUPT( vector, stmt );

Declares an interrupt handler for vector whose body is stmt.
• STARTUP( stmt );

Declares a system startup handler whose body is stmt.
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Ethics in Education: Finding Your Moral Compass (work-in-progress Report) 
 

Introduction 

 The moral character of teachers is important because teachers are required to make sound 

moral judgments which involve “defining what the moral issues are, how conflicts among parties 

are to be settled, and the rationale for deciding on a course of action” (Rest, Thomas, & Edwards, 

1997, p.5). Some educators have noted that a teacher’s every act, overt and covert, has a 

profound influence on students’ behaviors, attitudes, and achievement (Dewey, 1907; Nieto, 

2004). Arguably, this may be because ethical teachers recognize the basic worth and dignity of 

their students, regardless of students’ race, ethnicity, or culture. Chang (1994) described teaching 

as fundamentally “moral by nature” (p.81) and suggested that the classroom teacher has an 

ethical mandate to design a classroom environment that stimulates students’ desire to learn, and 

to think critically. 

 Teacher educators at the University are responsible for providing the curriculum that 

assists pre-service teachers with defining moral issues and preparing them to make sound moral 

judgments (Goodlad, Soder, & Sirontik, 1990). Ginott (1993) underscored the significance of the 

mandate for moral decision making: 

 

 I have come to the frightening conclusion that I am the decisive 
 element in the classroom. It is my personal approach that creates 
 the climate. It is my daily mood that makes the weather. As a teachers, 
 I possess tremendous power to make a child’s life miserable or joyous. 
 I can humiliate or humor, hurt or heal. In all situations, it is my response 
 that decides whether a crisis will be escalated or de-escalated and a child 
 humanized or dehumanized (p. 142). 
 
Because teachers face ethical dilemmas on a daily basis in the classroom, preparing pre-service 

teachers to make ethical decisions is appropriate (Beyer, 1997). 

Purpose of the Study 

 The purpose of this study is to investigate the effectiveness of the teacher education 

curriculum in weaving ethical practices into dispositions of pre-service teachers to make ethical 

decisions on a daily basis. In other words, this study will examine how the teacher education 

program prepares pre-service teachers to address ethical dilemmas that they will face in their 

classrooms on a daily basis. 
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Statement of the Problem 

 A review of the literature indicates that while there is a need to teach pre-service teachers 

how to handle ethical dilemmas within a classroom, there is controversy concerning what should 

be included in the curricula of these programs (Balderamma, 2001; Beyer, 1991, 1997; Bynoe, 

1998, Freeman, Shaeffer & Whitson, 1993; Gallagher & Baily, 2000; Kern & Mason, 1998; 

Lyons, 1990; Schwartz, 1990; Strike, 1990; Williams, 2001). 

 Freeman (2000) suggested that since quality teaching has a lasting effect on children’s 

lives, teacher educators have a professional mandate to shape credible teacher preparation 

programs to address best practices for managing daily ethical dilemmas; especially those 

involving marginalized students. In California, professional standards are articulated by the 

California Commission on Teacher Credentialing. Audit (1994) pointed out those professional 

standards (i.e. code of ethics) “govern teachers and students, but their application is sometimes 

unclear, particularly in the present period of pressures for change regarding gender, race, and 

diversity” (p. 29). 

Background 

 The average student in the teacher education program is thirty-three years. The student 

body is diverse and includes Asian-American, Anglos, Hispanic-Americans, African-Americans 

and Pacific Islanders. Women make up 60% of the student population, while men account for the 

remaining 40%. Since 1971, the University has conferred over 120,000 education degrees and 

has recommended more teachers for credentialing than any other single institution in the state of 

California. 

Description of the Sample 

 The participants of the study are 120 linguistically and culturally diverse male and female 

teacher candidates completing a fifth year credentialing program. They range in age from 24 to 

44 years of age. All of the participants have completed undergraduate degrees from an accredited 

university. The socio-economic background of the teacher candidates ranges from middle to 

upper-middle class income. 

Data Collection 

 The data for the study will be collected using a questionnaire designed by the 

University’s research and development department. This instrument was selected because it will 

provide feedback on the strengths and weaknesses of the credentialing program in weaving 
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ethical practices into the curriculum. The questionnaire will also point out where the program 

needs improvement. 

Design and Methodology 

 This study will use a causal-comparative design to investigate the effectiveness of the 

teacher education curriculum in weaving ethical practices into dispositions of pre-service 

teachers to make ethical decisions on a daily basis. Causal-comparative designs are often used in 

the study of education because experimental manipulation, such as random assignments and 

control of treatment or intervention is not permitted. With causal-comparative designs, 

researchers may achieve the variation they want by selecting participants in whom the variable is 

present (Issac & Michael, 1995). In this case, all of the participants enrolled in a teacher 

credentialing program. 

 The causal-comparative design is appropriate because it is an indication that the 

researchers will not have direct control over the independent variable (Issac & Michale, 1995). 

The independent variable is determined by the situation, which is enrollment in the credentialing 

program. 

Research Questions 

1. How effective is the teacher credentialing program in preparing pre-service teachers to 

make ethical decisions? 

2. What changes need to be made to improve the program’s effectiveness? 
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SYSTEM-WIDE COLLABORATIVE AND CONSULTATION SUPPORTS TO
CHILD-CARE PROVIDERS WORKING WITH YOUNG URBAN

CHILDREN WITH DISABILITIES IN CENTER-BASED
NATURAL-ENVIRONMENT PROGRAMS

The National Early Childhood Technical Assistance Center (NECTAC, 2005)

stated that a major challenge to the implementation of natural-environments included that

many child-care providers are trained insufficiently to foster the development of young

children with disabilities. The purpose of this qualitative study was to investigate the

needs of child-care providers serving in natural-environment center-based programs and

to discover what Part C system supports could be realized to train child-care providers.

Fourteen stakeholders, from one urban county, were interviewed including three

administrators from the Lead Part C agency, an early intervention, and an Early Head

Start programs; four early interventionists; two parents and a parent advocate for children

with disabilities; and four child-care providers at Early Head Start.

The data confirmed that child-care providers were trained insufficiently to serve

young children with disabilities. Part C stakeholders expressed a desire to support child-

care providers. Limitations to individual stakeholder groups supporting child-care

providers were expressed.  Supports to stakeholders were identified in order for

stakeholders to be supportive of child-care providers. Two-year colleges were viewed

also as possible arenas for training child-care providers to serve young children with

disabilities.  Limitations to 2-year colleges training child-care providers were expressed

including challenges experienced by child-care providers already in the field to attend lab
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courses scheduled during working hours. The Lead Part C agency was envisioned the

orchestrator of system-wide efforts to support child-care providers already in the field.
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Abstract  

 

This paper provides a procedural account and analysis of how a doctoral cohort supported 

each other’s initial work on developing dissertation rationale, research questions, and 

methodology.  During a leadership class, students chose an issue of practice and 

participated in the consultancy protocol, which was designed to help students frame the 

issue, receive feedback from colleagues, and gain insight from the reflective 

conversation.  Students regularly worked in groups of three over the course of the 

semester.  The protocol provided for problem presentation, clarifying questions, 

reflecting back, response, and brainstorming.   Students found the use of consultancy to 

be beneficial in framing and reframing their research and work surrounding the issue of 

practice and ultimately provided for structured feedback for further dissertation work.  

Students also noted secondary benefits of using the Consultancy Protocol in that they felt 

it encouraged cohesion and fostered support among cohort members. 
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The Use of the Consultancy Protocol in Supporting Doctoral Student Work 

 

 The purpose of study was to examine the use of the consultancy protocol to 

support doctoral students in initial dissertation work.   The paper provides a procedural 

account of students’ first year experience as they begin to shape their dissertation topic 

through use of the protocol in obtaining feedback from colleagues regarding background 

of problem, rationale, research question(s), and methodology.   

 

Background 

 The doctoral program at a small independent university in Southern California 

was designed with a focus on educational leadership. Students move through the 

coursework as a cohort, taking a coherent curricular sequence of leadership and research 

classes while completing their dissertation. The program embraces learning activities 

designed to strengthen the candidates’ skills with the anticipation that those competencies 

will become an essential component of their ability to create a sense of community in 

their places of work.   By building community within the doctoral program, students 

mentor each other, spend time together, have a safe space in which to exchange ideas, 

and have the opportunity to practice leadership skills. 

 In their first year of study, doctoral students participate in an instructional 

leadership class.  The capstone assignment for the class is called “Issue of Practice 

Inquiry.”  In this assignment, students are to choose an issue of practice, relate it to a 

theory of educational leadership, discuss the background of the problem, state the 
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rationale for studying the issue, develop possible research question(s), and describe 

possible methodology that might be used in researching the issue of practice. 

 To prepare for the final presentation, students worked in groups of three each 

class session, utilizing a protocol process specifically developed to help the candidate 

frame and understand the issue and gain insight from colleagues.  The consultancy 

process is described as follows: 

1.  Problem is described by presenter 

2.  Clarifying questions can be asked by the listeners only if they are truly for 

information purposes and are for the benefit of clarification 

3.  The presenter is silent while the rest of the group describes what they are hearing and 

try to develop a shared understanding of the problem and its complexity 

4.  The presenter responds and acknowledges or further clarifies the problem description  

5.  The presenter is again silent while the group brainstorms possible solutions/next steps 

6.  The presenter responds again  

7.  Debriefing period 

 

Theoretical Framework 

 Literature shows that doctoral students are more likely to persevere when enrolled 

in programs that rely on the cohort model, which provides for community support (Dorn 

& Papalewis, 1997).   The cohort model provides for the building of a learning 

community, an experience that doctoral candidates can utilize in their own leadership 

work in the K-12 arena. Learning communities come together to create shared purpose, 

develop knowledge, and work together on creative solutions to complex problems 
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(Fenning, 2004).   DuFour and Eaker (1998) write that the professional learning 

community is an environment that “fosters mutual cooperation, emotional support, and 

personal growth as [educators] work together to achieve what they cannot accomplish 

alone” (p. xii).  Indeed, Norris, Barnett, Basom, and Yerkes (2002) propose that learning 

communities reduce the feelings of isolation, disenfranchisement, and disengagement 

experienced by many educators. 

 Mitchell and Sackey (2000) state that afor a true learning community to develop, 

there needs to be a deep change in the views of “professional practice, of people, and of 

school organizations.  The view of professional practice holds continual learning at the 

heart of everything that goes on in and about a school” (p.138).  According to Mitchell 

and Sackney, the metaphor of the learning community assumes that schools are expected 

to facilitate the learning of all individuals.  Capacity building occurs at three levels: the 

personal, the interpersonal, and the organizational.   

 The work of Luna and Cullen (1998) found that graduate students were more 

likely to be successful when engaged with mentoring, especially with peers. Research on 

mentoring reveals that the act of mentoring increased scholarship, improved leadership 

skills, enhanced collegiality and developed networking systems (Bass, 1985, 1996; Bass 

& Avolio, 1990; Blasé, 1990; Brenden, 1986; Burns, 1978; Caruso, Rice, and 

Schwartzkopf, 1988; Fullan, 2001; Good, Halpin et al. 1998; Greenleaf, 1996; Johnson 

1996; Kouzes & Posner, 2000; Leithwood, 1992; Packard 2003; Sergiovanni, 2000; 

Starratt, 1995). 
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 Finally, the use of protocols has been used throughout the state since their 

introduction during the California School Restructuring Initiative (Allen & McDonald, 

1993).  McDonald, Mohr, Dichter, and McDonald (2003) point out that the use of 

protocols provide a structured conversation for reflective practice, whether looking 

specifically at student work or the impact of our leadership practice. Protocols help make 

our work transparent by segmenting elements of a conversation by specifying who speaks 

when and who listens when.  Protocols enrich our learning by encouraging an 

environment of learning that is based on the theory that knowledge is socially 

constructed.  A facilitated conversation promotes participation, ensures equity, and builds 

trust (p. 15). 

 

Methodological Approach 

The aim of this paper is to explore the benefits of using the Consultancy Protocol 

within the context of the graduate classroom. Here, we examine this question from within 

individual experiences by relying on qualitative data drawn directly from student 

narratives. In the following section, the narratives of four students and their instructor are 

presented in their original, unedited form. Thus, our research approach is qualitative 

given its primary aim to elicit individuals’ experiences through its reliance on narrative 

presentation and analysis. We also rely on the interpretive perspective which emphasizes 

the study of people’s experiences and sense-making of experience rather than of “given 

facts” (Casey, 1995; Geertz, 1973). When writing about the value of the interpretive 

approach, Hansen (2001) writes that, “One cannot search for meaning outside the practice 

if the aim is to account for what is embedded within it,” (p.8). With this in mind, what 
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follows is the reflective narrative of an instructor and four of her doctoral students 

regarding their experience with the Consultancy Protocol. 

 

An Instructor’s Journey 

 After four years of teaching the aforementioned course, I was not happy with the 

outcome of the research paper assignment.  Doctoral students were not necessarily using 

the assignment to prepare for their literature review, and there was little connection to 

their role as an educational leader.    I had also spent class time on students describing 

their research to the class and then had peers give feedback, but it took up much class 

time and was not a satisfying experience for the students. 

 After participating in several discussions with other doctoral faculty and thinking 

about how we could best prepare our students, I decided to change the research paper to 

another assignment.    The “Issue of Practice Inquiry” was developed to give doctoral 

students the opportunity to initiate work on their dissertation.   The assignment asked 

students to develop an issue of practice inquiry based on one of the California 

Professional Standards for Educational Leaders.  The issue of practice was to be set in the 

context of a leadership theory, summarize key information about the issue and discuss 

how it relates to the chosen CPSEL.   The inquiry included the background of the 

problem, rationale for research, research question(s), a literature review, a discussion of 

possible methodology, and data sources.   In order to best facilitate each student getting 

feedback from his/her peers, I used the Consultancy Protocol.  As mentioned previously, 

the Consultancy Protocol provides a clear process for presenting an issue and gaining 

respectful feedback from a group of one’s peers.  The students were divided into groups 
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of three and spent one hour for the first half of the semester using the Consultancy 

Protocol.  Each student presented their issue to their consultancy group once.  During the 

second half of the semester, students chose to change groups.  They each had the 

opportunity to present and gain feedback from peers once more.    

 After each consultancy group exercise, the entire class debriefed their experience 

with the protocol.   Students enthusiastically embraced the use of the protocol as a tool to 

help them frame their dissertation topics.  Students also reported that although the 

assignment itself seemed overwhelming, the consultancy exercise helped them focus their 

work as well as expanding their conceptualization of their topic area.    

 

A Candidate’s Journey: Student One 

 Deciding to go into a doctoral program takes years of pondering the reasons, the 

costs, and for me, most importantly, the school and its ED program.  I attended California 

Lutheran University (CLU) for my Master’s Degree and knew it was a small campus 

conducive to Professional Learning Communities.  As I researched the universities, I 

quickly came to apply to CLU because of the personalization and the ‘cohort’ model.  

The model provides the opportunity for collegiality, connections and a structured 

curriculum.  All students in the cohort have each other’s best interest as they are going to 

cross the finish line together.   

 The consultancy protocol is a critical component of the cohort.  It helps the 

students work together in groups to clarify each other’s dissertation topic.  It provides the 

opportunity to think of the issue that they are passionate about, present the ‘big picture’ to 

two colleagues and receive constructive feedback.  The feedback is the essence of the 
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process.  It allows the participant presenting the issue to reflect on the suggestions being 

made, the clarifying questions being asked and the comments presented.  It’s almost like 

a brainstorming without the butcher paper. 

 As an educator, it is difficult after so many years of being at the front of the class 

sharing and imparting knowledge to share information that is going to be questioned and 

clarified.  At first, I thought it would be very easy to share my issue of practice as I had 

been thinking of it for many years and when the time came to present, I was valiant and 

went first.  At first I felt very vulnerable, but my two partners looked straight into my 

eyes and nodded as I shared.  They didn’t make any comments and every so often jotted 

down some notes.  I began to feel at ease.  If I began to doubt myself, I’d look into one of 

their faces and see a smile or a gesture of acceptance.  It allowed me, the presenter, to 

feel that what I was sharing was valued. 

 The next step was to sit back and listen.  Listening is the key to the success of 

taking the recommendations and internalizing them.  As my partners shared their 

thoughts, ideas and input with me, I began to take notes.  I wanted to write everything 

down because they were giving me ideas I had not even considered as well as giving me 

resources to continue my research.  Once I had taken all the notes I needed, I began to 

think of and reflect on the ideas they were giving me.  They thought my thesis was an 

excellent one, but were afraid I was still to global and needed to funnel my ideas some 

more to specify the true issue.  They shared websites with me and even told me about a 

conference that may be of interest and may be of help with my topic. 

 After they finished giving me all of their input I asked clarifying questions to 

make sure I understood their intent.  I began sharing ideas that I could grapple with that 
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would make my topic much more focused and asked them to think of other ways to guide 

me as I moved through my thought process.  It was a wonderful give and take with the 

opportunity to truly listen and reflect all while modifying the thesis topic which is the 

goal of the consultancy protocol. 

 Once each one of the three of us presented, we rotated to a second group.  During 

the time of this experience, the members of the first group continued asking about the 

process and the shape the topic question was taking.  They continued to share in class and 

via e-mail ideas and support.  It was a bonding experience that we have all embraced and 

will continue to use as we modify our topic. 

 

My Personal Experiences with Protocols: Student Two 

My overall perception of the utility of the Consultancy Protocol is that it is 

beneficial in two distinct ways. The first is that it is useful in flushing out substantive 

issues and enhancing focused, topical learning. This occurs due to the substance of what 

is actually spoken about during the conversation. The second impression that I have of 

the protocol is that it serves another, more esoteric, function beyond the issue at hand. 

Namely, the protocol format builds trust and cohesiveness by encouraging safe risk-

taking in small sub-groups of the class first.  

I feel that the protocol experience contributed to the different emotional state I was at 

when the semester ended versus the feelings that I started off with. I have been a part of 

two other doctoral programs in a different discipline, neither of which used a cohort 

model. Both were traditional Ph.D. programs that emphasized individualism, little 

disclosure of self, and fierce competition. I entered this program expecting a different 
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experience—more collaboration, more congeniality, etc.—because I was told it would be 

so, but not trusting that a graduate program could really eliminate the individualism and 

competitiveness that characterized my prior encounters. Needless to say, I entered the 

program quite guarded. The consultancy protocol really contributed to “breaking me 

down.” In past graduate programs, I would never disclose research ideas to anyone, not 

faculty nor colleagues, for fear that if it was a good idea someone else would run with it. 

In the past, my ideas had to be much more developed (at a data collection or even data 

analysis phase) before I discussed them with others. So one can imagine how strange it 

was for me to just throw out my ideas in the very rawest form for my colleagues to 

scrutinize. I really started the semester with quite a bit of distrust about the purported 

benefits of the cohort system. The Consultancy Protocol showed me that the 

administration took collaboration seriously in an official way, and encouraged students to 

come together in a way that would hopefully build a durable foundation for future 

collaboration.  

This is the area where I feel the protocol format contributed most to my development 

over the course of the semester. I felt that, with each interaction during our protocol 

discussions, my classmates and I engaged in genuine listening. We were careful to stay 

on task and remember that we were there solely for the purpose of helping the presenting 

member formulate clear ideas about their topic of interest. Before speaking, I had to 

double-check myself not only to ensure that my feedback was in the appropriate format 

for that portion of the protocol, but also to make sure that my feedback was useful. 

Putting things in the form of a question made challenging ideas less threatening and also 

allowed for the restating of ideas that had been misunderstood. Overall, the protocol 
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creates a supportive subgroup within the cohort. This made whole-group discussions 

easier later in the semester since I knew that I had clarified my ideas with at least two 

other people in the class prior to trying to convey them to the larger group.  

In reflecting on my experience with the Consultancy Protocol, I felt that it would be 

best for me to go back and review what I had written about it in my ongoing reflective 

journal from that semester. By doing so, I think I preserve the integrity of my experience 

by presenting it from within, rather than after-the-fact. Here are excerpts from my journal 

during the spring semester of EDLD 605 that pertain (though sometimes only 

tangentially) to the consultancy protocol. 

January 18, 2007…I am especially grateful to have the opportunity to embark on 
this journey along with a cohort group that I perceive to be comprised of very 
altruistic, motivated, and committed individuals. Exercises such as the 
consultancy protocol give us opportunities to collaborate with classmates and 
should serve to foster cohesiveness within our cohort. This is refreshing to me 
given the excessively competitive academic environments in which I previously 
studied. I am still a bit unacquainted with most of my classmates—I do not know 
their intellectual passions and interests, nor do I know how they collaborate with 
others or process research ideas. The consultancy protocol, while seemingly 
aimed at winnowing down a dissertation focus, seems to me a fantastic 
opportunity to disclose more about ourselves and foster more trust among 
members of the cohort. This is why I found the cohort model so appealing and I 
hope that this exercise will more us more closely to that end… 

 
February 8, 2007…Shifting focus a bit, tonight’s Consultancy Protocol was a real 
success. Bob presented his topic and I felt fortunate to have the opportunity to 
hear his ideas. His topic of interest is technology in education. I think Kacey and I 
were able to ask some good questions to get him to zoom in on a few narrow 
questions that could develop nicely into dissertations. One possibility is the issue 
of new discipline challenges in the classroom based on the introduction of new 
technologies. The other would be a study of obsolescence whereby he could 
develop a predictive model of technological obsolescence as a protocol to advise 
schools what to consider when purchasing new technology. He could include all 
factors in previous technology and categorize them as independent variables, with 
obsolescence as the dependent variable to see which factors play the largest 
contributing role to a technology’s expiration date.  Based on this, he could advise 
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schools what to look for to get the most longevity out of their purchases. I am 
really excited about this because of my background in quantitative research and 
also because of what it can do for Bob’s career.  He seemed satisfied and excited 
about the result of tonight’s session, and I hope that was a genuine response….  

I noticed how difficult it is for me not to take someone’s initial idea and make it 
mine. It’s tempting to run with it, but the consultancy protocol is a good format to 
control that tendency and make sure I stick to asking questions. The point is to 
help Bob get to where he wants to be, not to where I feel compelled.  

…I found using the protocol structure really awkward at first. Although it 
alleviated some pressure about how to communicate our thoughts, it still requires 
a great deal of trust in order to start the conversation. Taking that first step is 
perhaps only made easier with the knowledge that each person in the group will 
be required to do the same at a later date. I am very much looking forward to 
being the presenter next week and sorting out some ideas with Brian and 
Katherine’s help. I must add that I’m really glad that the groups were chosen for 
us by the instructor, because I’m getting a chance to get comfortable with two 
individuals that I might not have been naturally drawn to on my own… 

 

February 15, 2007…The concept of Open Space Technology (OST) has really 
grabbed my attention tonight for two reasons, the first of which is trivial and the 
second of which is practical. On a somewhat trivial note, OST reminds me how a 
basic concept becomes profound once someone has given it a title. That’s 
encouraging—I’d like to coin a concept, too! OST is really just a way that 
someone, somewhere once ran a meeting and somebody else came along and 
decided to popularize it. But the fact is, however simple it is, it’s a great thing to 
have in my toolbox as an organizational leader. The same goes for the 
Consultancy protocol—it’s just a discussion format that puts time limits and 
constraints on participants, but call it a “protocol” and now it’s really big. 

Okay, so I’m poking fun at the tendency of academics to label everything that 
comes across our path. It harks back to my days at Michigan at an ICPSR training 
session when Don Kinder kept shouting at us “define your terms, define your 
terms!” But the fact of the matter is, until we grab a concept out of reality, define 
exactly what it is and isn’t, and give it a name, it remains some nebulous thing 
that someone out there did once. Once it has a name, it becomes tangible—it is 
something that I can store in my toolbox and pull out by name. When constructing 
a syllabus or a classroom activity, I can now say, “Hey, let’s take out Open Space 
Technology, or let’s take out the Consultancy Protocol,  and see if it might be 
useful here since I’m sensing a need on the part of students to talk about their 
interests and passion seems to be running high.” This is much better than the 
former tendency to just say, “I need to have some kind of class discussion.”… 
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February 29, 2007  …My experience as the presenter with the Consultancy 
Protocol was a miscellany. I don’t think it had anything to do with the individuals 
in my group, but perhaps more with my expectations. My initial sense was that 
the protocol was aimed at enhancing learning as well as building classroom 
morale and cohesiveness. While I feel that the latter of the two is accomplished to 
some degree (barriers have definitely been broken down between Bob, Kacey, 
and me) I am somewhat disappointed in the degree to which I was able to get 
feedback on my ideas and develop a clearer sense of my research topic. Maybe I 
just like working on other people’s ideas more than my own. I’d like to think that 
my ideas were so well-tuned that they didn’t need any clarification, but I know 
that is not the case since I have three working topics right now. I hope that I don’t 
communicate in a way that makes people scared to critique me. I don’t perceive 
myself as an intimidating person but perhaps I create the sense in others that I am 
not really interested in what they have to say. Exactly the opposite is true (I wish I 
could just listen more instead of having to talk) but I really need to reflect on my 
own communication style in order to make sure that I am using these protocol 
times better.  
Overall, though I feel more secure with these two cohort members and more able 
to take risks by putting my research ideas out there, I don’t feel as satisfied with 
my experience presenting my topic because I don’t feel like the time was useful in 
taking it further… 

 

 

Consultancy Protocol Reflections: Student Three 

I was first introduced to the Consultancy Protocol on February 1, 2007 while taking a 

graduate course in the doctoral program for educational leadership at California Lutheran 

University. The purpose of a consultancy protocol is to provide a guideline for problem solving 

and gaining insight to a particular predicament or issue. The protocol is designed to be a tool for 

group collaboration. It sets up specific parameters to make the best use of time, especially if 

time is limited.  

My classmates and I were introduced to a 60 minute protocol which provided specific 

time frames and activities for both presenter and members of the consultancy group. The 

presenter is the person who has a particular issue that needs to be discussed. The consultancy 

group consists of the other participants that will listen, ask questions and provide input 
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regarding the issue or problem.  

The students in the class were asked to think about the topic they intended to research 

for their doctoral dissertations. We were asked to consider different aspects of our topic and to 

come up with a likely research question. We were also asked to mull over how and where we 

would conduct our research. Since this was the first year of our doctoral program, the majority 

of the students had a broad topic of interest, but few had very specific research questions.  

We were grouped in triads and the strategy was to use the consultancy protocol over the 

next several class sessions so each person would have an opportunity to present his or her topic. 

The triad that I was a member of was actually quite diverse. It consisted of two women and me. 

One of the women was a district administrator responsible for the secondary math curriculum of 

a large urban school district. The other woman was an assistant principal of a suburban middle 

school with large percentages of minority and socially economically disadvantaged students. I 

am a university instructor that teaches courses in methodology and prepares pre-service teachers 

for their credentials.  

The first time my triad met, I was not the presenter, but one member of the consultancy 

group. The presenter was the woman who was the administrator in the large urban school 

district. She began her presentation by telling us about her passion for mathematics education 

and explaining the type of research that she wanted to conduct for her dissertation. After her 

initial presentation the consultancy group's role was to ask clarifying and probing questions, but 

it was clear to me afterwards that we were confusing clarifying and probing questions. The 

protocol makes it clear that probing questions begin with the word "why", which makes them 

open-ended. Open-ended questions are intended to cause the presenter to really think about his 

or her response. The other member of the consultancy group and I began asking probing 
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questions right away instead of clarifying questions which once or twice made the speaker feel 

uncomfortable. I think we inadvertently made the presenter uncomfortable because we were 

asking the questions under the incorrect premise. If we had asked the clarifying questions first, 

we would have avoided this.  

My colleague who was an assistant principal began to become very critical of the 

presenter's idea for a research question. This behavior appeared to increase the anxiety of the 

presenter. Considering this was our very first attempt in using the protocol, I thought she may 

have gone overboard and unnecessarily risked compromising the comfort level of the presenter. 

I believe that we all wanted to hear constructive thoughts that chal1enged us to think deeply 

about our topics, but we also needed to build a trusting relationship in order for the consultancy 

group to be honest with one another.  

Another observation I made during our first attempt at using the consultancy protocol 

was the fact that we had some difficulty in adhering to the time frames and specific rules. The 

presenter found it very difficult to stay silent while the two members of the consultancy group 

discussed what was presented. Likewise, when the presenter had another opportunity to 

respond, the two consultancy members were expected to stay silent, but it turned into a 

dialogue. These challenges the first time out may not be unusual, and they certainly improved 

over the weeks as we met in this format several more times.  

The same triad met again the following week. I was the presenter for this session. I 

shared my topic, which is Professional Development Schools (PDS). I was honest with the 

group by sharing my uncertainty regarding a specific research question. I also told them that 

when I came into the doctoral program, I was certain that I was going to be involved in a 

collaborative dissertation project. I explained that I had been working on a PDS pilot program 
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for the past few months and that I was starting to become very excited about the possibilities it 

could provide for future student teachers. My dilemma was the fact that PDSs would be so 

closely related to my own personal work, I was no longer certain that the thematic/collaborative 

approach to a dissertation would be the correct choice for me.  

I mentioned four issues of interest within the broad topic and some challenges I thought 

may make the research difficult. I wrapped up my presentation to the triad by stating that the 

only problem I have is that I am not sure which aspects of the PDS topic to narrow in on for a 

quality dissertation.  

The consultancy protocol group asked me meaningful probing questions because they 

were not really familiar with the concept of Professional Development Schools. They asked me 

many questions, most of which I could answer, which affirmed the things that I was confident 

about. What I found more valuable were the questions they asked that I could not answer. They 

asked me things I had not thought about. They suggested the possibility of my dissertation being 

a "how to" book on the creation of a new PDS. They recommended I document the steps that 

were taken to create it. They suggested I assess the attitudes and perceptions of the different 

stakeholders. Their questions prompted me to consider the leadership aspect of PDSs and if new 

leaders are cultivated as part of the process. In the end, I found this meeting to be very helpful to 

me personally as it caused me to think more deeply about my dissertation research.  

Our second attempt at the consultancy protocol seemed much more successful and 

productive than the first. Not only did I personally gain more insight about my topic, the triad 

did a much better job of following the specific parameters of the protocol. I must admit that I 

personally found it difficult to not speak while the consultancy group discussed my topic. I did 

manage to stay silent and I am glad I did. Listening to the others ponder my topic without 

2008 HICE Proceedings 
Page 1473



                                                                                   Use of the Consultancy Protocol     19 
 

interruption was very valuable. I believe in retrospect that if I had interrupted, I would not have 

had the benefit of hearing their honest thoughts and viewpoints regarding the topic. This turned 

out to cause me to consider things that had not crossed my mind before.  

Our doctoral cohort continued to use the consultancy protocol throughout the semester. 

After each member of the initial triad had an opportunity to present, the class regrouped into 

new triads. After three weeks of using the consultancy protocol many of us had been able to fine 

tune our dissertation topics. We now had an opportunity to present again to a different group 

which provided different perspectives. The groups also continued to get better at following the 

steps  

each time we met. As with anything else, practice makes perfect. I think the triads I 

participated in discovered the value of following the steps closely. Using the protocol 

correctly, truly gave both the presenter and consultancy group a clear understanding of 

the matter being discussed.  

My personal experience with the use of the consultancy protocol was positive. I 

believe its structure provides a foundation for meaningful discourse. I found it very 

effective in helping me resolve issues regarding my dissertation topic. It actually was 

instrumental in helping me focus on a specific area which ultimately guided my literature 

review. Having had this experience with consultancy protocols I am convinced that they 

can be valuable tool during any collaborative planning meeting where the participants 

need to solve a specific problem in a limited time frame.  

 

 A Candidate’s Reflection on the Consultancy Protocol: Student Four 
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I work as a Los Angeles Unified School District Beginning Teacher Support and 

Assessment (BTSA) program advisor whose primary function is to provide supervision to 

over 400 participating teachers and their support providers. Prior to becoming an advisor, 

I was called upon to present two-hour lectures on teaching English learners and 

classroom organization and management to this group of teachers in their first two years 

of induction.  While I have years of experience both effectively planning and delivering 

professional development, I sensed on the part of the new teachers high levels of fatigue 

and anxiety.  I realized that the format of the seminar needed to be less didactic and more 

participative. 

Then I explored protocols.  I learned that a Los Angeles high school department 

was using the tuning protocol to study both lesson planning and student work.  

Developed by David Allen and Joe McDonald at the Coalition of Essential Schools, this 

group processing procedure was used in looking closely at student exhibitions. After 

collaboration with my immediate supervisor, I selected accomplished support providers 

and we underwent training as facilitators. The tuning protocol has been used at over ten 

Instructional Seminars with excellent feedback from the participants.  My observations 

have been those of very high participant engagement. 

One year ago, I was accepted into the educational leadership doctoral program at 

California Lutheran University.  I was particularly attracted to this program because the 

emphasis was placed upon forming cohorts.  Having participated in a master’s-level 

cohort, I benefited from the support and collegiality that is fostered by staying with the 

same group of students.  
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I enrolled in an educational leadership class taught by Deborah Erickson.  When 

Dr. Erickson stated that we would be working in groups of three or four using the 

Consultancy Protocol, I became very hopeful about the nature of the course. 

Short lectures highlighting the readings followed by group discussions and 

activities further my view that varying instructional activities enable me to construct my 

own learning that would facilitate application toward making my role as teacher advisor 

more effective. 

Dr. Erickson challenged me to consider and express the major issues I would 

consider in the selection of my “issue of practice” class assignment.  During my 

opportunity to present my issue, new teacher professional induction, I spoke about the 

many challenges faced by new teachers and my efforts in best meeting those needs. 

I found that the questioning phases (clarifying questions, probing questions) 

helped me realize that I needed to further review the literature to make more specific the 

challenges faced by new teachers.    

During the consultancy phase, I was given useful ideas to further guide my study.  

One participant suggested that study the connection between constructivism and new 

teachers’ reflective practice.  Another spoke about the power of transformational 

leadership in experienced teachers’ support of their inexperienced colleagues.  

Finally, the facilitator-led shared conversation provided the opportunity for the 

group and the presenter to reflect on what was presented, processed, and the usefulness of 

the outcome. 

Because the consultancy protocol was used to assist the participants with their 

selected educational leadership issues in the context of the course readings, the success of 
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the activity depended on the participants being prepared and willing to share.  The 

readings were assigned well in advance of the class meetings and the assignments 

emphasized student autonomy in selecting the presenting topics and issues.  In addition, 

Dr. Erickson frequently changed group assignments in order for participants to interact 

with all students in the class. 

Using protocols with new teachers and experiencing the consultancy protocol in 

my doctoral cohort has made me aware of its usefulness in problem-solving and raising 

awareness about the presented issues.  The use of protocols in new teacher professional 

induction may very well be my dissertation topic. 

 

Summary of Data and Discussion 

These narratives show that participants derived a multiplicity of academic, 

professional, and personal benefits from their use of the Consultancy Protocol. Though 

each student expresses a distinct experience with the protocol, there are a number of 

emergent themes that flow throughout their collective experience. These benefits can 

most simply be understood along two broad categories: (1) substantive intellectual 

developments achieved with their issue of practice and (2) the benefits of interpersonal 

and group development (Mitchell & Sackney, 2000). More specifically, by investing 

themselves in the process of the protocol, students note that they feel they reaped the 

following in return: They improved their understanding of their dissertation topic 

substantively by clarifying concepts, narrowing down broad interests to manageable 

research topics, and receiving pointed direction from colleagues regarding resources, 

contacts, and citations. They developed a sense of collegiality and trust with other 
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members of the cohort through initial risk-taking, appropriate personal and intellectual 

disclosure, and by using the time to pursue the best interest of the colleague who is 

presenting. A number of students specifically credit their experience with the protocol for 

assuaging, if not eliminating, the competitive atmosphere that characterizes the typical 

doctoral study experience.  

Interestingly, the sentiments of substantive benefit gained from this experience 

were not expressed unilaterally. Rather, participants note that investing in the protocol 

process was also fulfilling based on the role they had in influencing their colleagues’ 

intellectual and professional development as well. This suggests a constant interplay 

between substantive and interpersonal development that transpires throughout the 

protocol process. Though not fully understood here, it appears that each of these goals 

fosters the achievement of the other: as students collaborate on intellectual goals, trust 

develops between members of the triad. This trust further invests students in the success 

of their colleagues, which in turn motivates students to further pursue the success of their 

colleagues’ intellectual development and completion of their dissertation research. The 

themes of care and support emerge quite prominently throughout each of the narratives 

lending credibility to Norris, Barnett, Basom, and Yerkes’ (2002) advocacy for learning 

communities to achieve educational goals. 

Though these themes surface differently in the individual voice of each student, it 

is clear that the benefit of using the Consultancy Protocol is versatile and multifaceted. 

Use of the Consultancy Protocol clearly engaged students in working together, fostered 

cooperation and ultimately assisted a majority of them in achieving a level of intellectual 
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development for their research pursuits that student felt would not have been 

accomplished alone (DuFour & Eaker, 1998). 

What remains to be understood is how representative this sample of four students 

is of the entire cohort, and how typical this cohort is when compared to other groups 

across graduate programs that embrace the cohort model of study. Though our sample 

was not drawn randomly, it is noteworthy that many subgroups of the population were 

represented. Our subjects were divided equally among men and women, with men over-

represented in proportion to the presence in the cohort. Both Caucasian and Latino 

respondents are included in our sample as are members of various faith communities. 

Also noteworthy is the fact that our sample is comprised of professionals drawn from 

primary to post-secondary institutions from diverse geographical and socio-economic 

areas. Given our use of availability sampling for the purpose of this study, subjects were 

not drawn into the sample based on any of these attributes but the diversity represented in 

this sample augments the versatility of the Consultancy Protocol across numerous 

subgroups. And though the sample is a small one, it spans many relevant groups in the 

population and yields insights about the common benefits derived across respondents 

from widely varying backgrounds from their experience with the Consultancy Protocol. 

These emergent themes also elucidate the value of the Consultancy Protocol for 

structuring conversations outside of the classroom context. Given its apparent utility in 

group development and positive maturation toward trust and cohesion, it is worthwhile to 

explore the utility of the Consultancy Protocol across any number of groups with this 

aim. Specifically, the Consultancy Protocol can be used to alleviate excessive or counter-

productive competition in professional or even personal (marital or familial) setting to 
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foster respectful and reflective communication. Whether the benefits of the protocol 

noted above are transposable to such a wide variety of settings is an area that is ripe for 

future research. Follow-up research should also explore how the use of the protocol and 

subsequent group development ultimately contributes to student success in completing 

their graduate degree and the program’s success in retaining higher numbers of students 

over the course of the four-year program. 

Overall, participants speak about their protocol experience as a fulfilling and 

productive experience. They articulate ways in which their investment in the process 

results in personal, professional, and interpersonal benefits. Research on the use of the 

Consultancy Protocol is especially meaningful when it takes seriously the goals of 

intellectual development alongside interpersonal and organizational development within 

the educational community. Although one study alone cannot fully illuminate the vast 

array of issues at stake in improving graduate studies and graduate degree completion, 

our hope is to elucidate the Consultancy Protocol as one practical and useful tool for 

educational improvement. It is clear that the Consultancy Protocol can be applied in any 

classroom setting needing to foster trust, promote participation, encourage reflective 

practice, and engage a community in the valuable social pursuit of collaborating to 

construct new knowledge. 
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The Swedish educational system is characterized by public financing, management by 
objectives and a high level of decentralization. The official policy objective is that 
Sweden should be a leading knowledge-based nation characterised by high-quality 
education and lifelong learning for growth, sustainable development and justice.  
This paper describes the Swedish educational system and the changes that have 
taken place since the 1990s. Teacher education and the role of teachers in the 
decentralised schools as well as the recent discussion about values and 
knowledge are also accounted for.  
 
 
The Swedish Educational System 
 
Since the early 1990s, there have been many changes in the organisation and 
management of schools in Sweden. In 1991 the responsibility for teachers´ 
employment was transferred from the central state authorities to local authorities. A 
new curriculum was implemented 1995. It was confirmed that the central state 
authorities had responsibility for setting the goals for education but the plans, the 
means and the methods of reaching these goals, where now to be delegated to the 
local authorities and individual schools.  
 
The Ministry for Education and Research is quite small in Sweden but the Govern-
ment has national agencies working within the Educational sector. The agencies hand-
le the day-to-day work of the government administration. The Government decides 
the objectives, guidelines and distribution of resources for their operations through 
appropriations and appropriation directives. The Government does not control their 
application of laws or their decisions on specific matters. One important agency is the 
National Agency for Higher Education that assesses and supervises the Universities 
and Institutes for Higher Education. Two other agencies of importance are the 
National Agency for Education that controls and evaluates schools and assesses how 
the goals are achieved in compulsory education and the National Agency for School 
Improvement that is responsible for general support to schools within nationally 
prioritised areas. Adult Education is divided between the two agencies mentioned and 
the Swedish Agency for Flexible Learning CFL, and the Swedish Agency for 
Advanced Vocational Education, KY.  
 
Before September 2006 the Social Democrats ruled supported by the Green Party of 
Sweden and the Left Party. After the election 2006 “Allians för Sverige” (Alliance for 
Sweden) is in power. This is a co-operation of Moderaterna (the Right Party), the 
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Liberals, the Kristdemokraterna (the Christian Democrats) and the Centre Party 
govern. This has an impact on the lifelong learning policy in Sweden. 
 

Lifelong learning policy in Sweden  
 
The government has placed emphasis on lifelong learning since the end of the 1960s, 
when the minister responsible for education at the time, Olof Palme, introduced the 
concept of recurrent education at a meeting of OECD ministers of education. Policy in 
that time was much based on research, especially of Torsten Husén. In his articles he 
argues about loss of talent in the selective school systems (Husén, 1960). He argued 
for international comparisons (Husén,1964). In Educational change in Sweden he 
describes “…the events on the educational scene in Sweden after 1945 to be seen 
within a socio-economic framework” (Husén,1965,p.181) and in an article the 
following year describes the most important educational problem which many 
countries faced at that time. Upper secondary education was the problem and the 
reason was twofold. One force to consider was the increasing need for highly trained 
manpower and the second force was the democratisation of schools. Both forces were 
strong political forces “…aiming at making ‘the educational facilities’ available to all 
young people irrespective of their place of residence, financial level or general social 
background” (Husén, 1966.p.250). In 1968 he published his article “Lifelong 
Learning in the Educative Society” where he discussed formal education in relation to 
vocational education and foresees that the future will require a longer period of formal 
education and education during different phases in life. 
 
 More recent policy documents in Sweden regarding lifelong learning have largely 
appeared in the period since 1996. The first of these policy documents is from 1996 
and this contains general recommendations with regard to lifelong learning, in both a 
lifelong and a lifewide perspective, concerning pre-school and compulsory education, 
together with adult education and training (Government Inquiry Report 1996/97, 
Boström 1999, Boström 2000). Subsequently, a policy for the introduction and 
implementation of rules and regulations for establishing a system of early childhood 
care and education in Sweden based on the lifelong and lifewide perspectives was 
introduced. The policy was expounded in an Official Commission of Enquiry Report, 
entitled “Growing in Learning” (”Växa i Lärande”), which appeared in February 
1997, and proposed a new curriculum for children aged between 6 and 16 years 
(SOU, 1997:21). The initial term of reference for this Commission was to carry out its 
deliberations on childhood education in the recognition of this being a constituent part 
of lifelong learning, with the intention to eventually establish equivalent conditions 
for pre-school, primary school and after-school care.  
 
This was to be achieved by ensuring that pre-schools, primary schools and centres for 
after-school care would in the future operate in the same institutional context. To 
further this policy, it was deemed necessary to create teams made up of the various 
categories of staff in these different types of institution, in order to facilitate co-
operation and to enable them to complement each other’s professional competence. 
The subsequent bill, based on this report, was passed into law, becoming effective 
from January 1st 1998 (Lpfö98). Consequently children from 1 to 5 years in day-care 
centres, together with those attending pre-school centres and centres for after-school 
care all were incorporated into the pre-school curriculum. Under these provisions, 
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early childhood education is closely co-ordinated with education in the compulsory 
school and at the central government level, responsibility for the former is transferred 
from the Ministry of Social Welfare to the Ministry of Education and Science in order 
to underline the increased importance of the role of early childhood education.  
 
Eventually, a second bill was enacted, containing what is known as “The National 
Curriculum for Compulsory School” (SKOLFS, 1994:1), where a strong emphasis is 
placed on the policy whereby this form of education is to be considered as the first 
step in lifelong learning.  
 
The Swedish educational system is schematically presented in Figure 1. The existing 
pathways that facilitate mobility between the various levels of education are also 
indicated. The shaded oval area in the lower section of Figure 1 represents pre-school 
education, primary-school education and centres for after-school care. Current policy 
is for a team of primary teachers, pre-school teachers, and staff at the centres for after-
school care to be jointly responsible for teaching the pupils during these early years. 
These categories of education which previously had constituted separate institutional 
settings for education are now melded together so that their activities extend along the 
whole continuum, from formal education, on the left-hand side, through to informal 
education, on the right hand side. The intention is that this unified setting provides an 
adequate foundation for lifelong learning (OECD, 1999).  
 

 

 

 

 

 

 

 

 

 

 

 
Figure 1. Lifelong learning and intergenerational learning in Sweden,  

Boström, 2003. 
 
 
It can be seen that formal schooling, on the left-hand side of Figure 1, begins at the 
primary school level and continues through to the secondary, and then on to upper 
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secondary school level, and subsequently on to university level and/or adult 
education. 
 
Students in upper secondary school may continue on to university on condition that 
they meet the entry requirements. The academic and the vocational tracks in the upper 
secondary school have been integrated since 1991. In addition, a core curriculum has 
been introduced in order to provide the foundation for the implementation of the 
policy aim of enabling all pupils who have satisfactorily completed their courses, to 
continue on to some form of higher education, should they wish to do so. Adult 
education facilities in Sweden are available for those who are 20 years of age or older. 
It is also possible to delay entry into higher education in order gain work experience. 
In Sweden, any adult is eligible to enter some form of higher education, including a 
university, on condition that they have either a pass grade from the equivalent of the 
upper secondary school or adult education.  
 
There is no upper age-limit for commencing university studies, so that even after the 
official retirement age, there are opportunities available for senior citizens to 
commence studies at this, or some other, level. It is, in fact, these senior citizens who 
form the backbone of participants in voluntary forms of popular education (as 
indicated in Figure 1. One form of popular education, established in Sweden since the 
latter part of the 19th century, are the programmes offered through what are known as 
“study circles,” which at present are organised by 11 nationwide voluntary 
educational associations. Another form of popular education is that offered by what 
are known as folk high schools, about 150 throughout the country, and which are run 
either by county councils or by trade unions, churches, temperance societies or other 
non-governmental organizations. The programmes they offer are largely residential 
and they are more comprehensive than those provided by the voluntary educational 
associations. The latter are usually affiliated with a political party or interest 
organization. Both folk high schools and voluntary educational associations receive 
state subsidies while remaining very free to organize the courses and to develop the 
contents much as they wish.  
 
 
The Adult Education Initiative (Kunskapslyftet) 
 
The adult education initiative (AEI) was a five-year programme during 1997-2002. 
The aim was to bring about a national expansion of knowledge to update adult 
education. The primary target group of the AEI was unemployed adults who did not 
have upper secondary qualifications. This has continued in a smaller scale and on 
different areas of adult education as subsiding and support from the National Agency 
for School Improvement. 

 

Advanced vocational education 
 
During the period 1996 to 2001, a pilot project implementing of Advanced vocational 
education was carried out, which emphasised workplace learning in post-secondary 
education. The courses should combine practical orientation with in-depth theoretical 
knowledge, with objectives of trying out new post-secondary courses, new teaching 
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methods and new training arrangement. As a result of this the Swedish Agency for 
Advanced Vocational Education was founded 2002.  

The education in these projects is post-secondary. This initiative is targeted at both 
students coming directly from upper secondary education and people already 
employed who wish to develop their skills within a defined area. The subject matter is 
taken from the labour market, courses in higher education, upper secondary, 
supplementary and advanced courses. There are courses in many areas, e.g., the 
engineering industry, trade and tourism, agriculture or forestry and the forest industry, 
information technology, health care and the environmental sector.  
 
 
Improving the system 
 
Examples of implemented lifelong learning policy within the Swedish education 
system was presented in an evaluation by Boström, Boudard and Siminou (2000). 
Some recent and ongoing changes that will be implemented to improve the Swedish 
Educational system are presented in Table 1. 
 
Table 1. Changes between 2000 and 2007 in lifelong learning policy 
2000 2007 
Within the upper secondary education 
system, students choose between 16 
national programmes, of which 14 are 
vocationally oriented. The remaining two 
concentrate on preparing students for 
university studies; 
 

The upper secondary education is under 
reorganisation. There were problems 
with the many programmes and the 
amount of courses that student could 
choose between because but students 
tended to choose those courses that gave 
maximum course points with least 
amount of effort. This resulted in a 
decrease in taking language courses. 
 

Students with difficulties after 
compulsory education pursue 
personalised programmes such as the 
individual programme and the individual 
study plan; 
 

This program was intended to just some 
few students who needed extra support. 
In practice this came to be used to solve 
problems for more students that were 
intended. 
 

Within the university framework, there is 
an interesting 24:4 rule, that is students 
should be above 24 years old in the 
academic year; and have been employed, 
at least half time for four years in order 
to be eligible to apply; 
 

This program will disappear 2008 as 
there were problems for young people to 
enter higher education 
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Teachers in Sweden 
 
As part of a general trend in Swedish society towards decentralisation of 
responsibility and decision-making powers, the education system has undergone 
fundamental changes in recent years. In 1991, full mandate for all teaching staff was 
transferred from the central authorities to the municipalities and their local school 
authorities, which were also given undivided responsibility for organising and 
implementing school activities. The principles of school management by objectives 
and results with fewer regulations and clearer goals were also laid down. Another 
guiding principle of education policy has been to create a scope for diversity within 
the education system, and freedom for individual pupils and students to choose 
between different types of schools as well as between study routes.  
 
Teachers in Sweden are expected to foster social cohesion and adequate classroom 
management techniques for disabled children and cultural knowledge about the 
different ethnicities. They also need to inform and to consult parents on process of 
learning and education. Teaching repertoires need also to be sensitive to the 
individual needs of students. They can choose the material they find proper for their 
students to achieve the goals. They also co-operate in teams and group the pupils 
differently according to the subjects and the needs of the pupils. Through ongoing 
classroom assessment (formative assessment) teachers can gauge student progress and 
understanding and adjust methods appropriately. 
 
The effect of the reforms and the focus on values, individual support and cooperation 
in the Swedish compulsory education system now show that Swedish students like to 
go school, they express confidence in schools and the teacher–student relationship has 
developed positively.  This is also evident in investigations as PISA and TIMSS as 
well as in broad national investigations.  The content of education and the students´ 
knowledge has though been questioned especially in Mathematics and Science. 
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Figure 2. From TIMSS (2003)8.7: Index of Mathemathics Teachers´Perception of Safety in 
the Schools 
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Figure 3. From TIMSS(2003) 8.8: Index of Students´Perception of Being Safe in the Schools 
 
In TIMSS (Trends in International Mathematic and Science Study) an index of 
Mathematics Teacher´s perception of safety in schools (TPSS) is investigated (Figure 
1). Low TPSS is low perception of the students safety. Two Nordic countries, Sweden 
and Norway and two Asian countries, Japan and Singapore are compared. In TIMSS 
there is also an investigation of the students´ perception of their safety in schools. The 
same countries are compared and the index is called SPBSS, index of students´ 
perception of being safe in schools (Figure 2). 
 
The assessment of safety in the schools is remarkably identical when comparing the 
results from the Swedish teachers and the Swedish students while some of the other 
countries differ. 
 
This could be a result of an effort from the State to support social capital in the 
classroom. There is, though, at the same time a lack in the focus on knowledge and 
assessments in the Swedish schools. This has been shown in the PISA (2003) study 
where Sweden is not advancing in the measurement tables rather the opposite or just 
holding the former position.  
 
 

Values or knowledge or a continuum 
 
In a recent publication from OECD(2006), Demand-sensitive schooling? Evidence 
and issues, there is a discussion about two different focuses on education. On the one 
hand there is the academic/instrumental focus where schools should teach students 
basic knowledge and skills leading to good academic results and job opportunities. On 
the other hand the school should cultivate children’s humanity and well-being.  
A doctoral thesis by Katarina Norberg (2004) is studying the Swedish school as a 
moral arena. She argues that “Interpreting, internalising and applying democratic 
values in school is a never-ending process.” 
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Figure 4. Values or/and knowledge? 
 
The Swedish National Agency for Education has conducted attitude studies each third 
year from 1993 to 2003.   “A number of the results suggest that the relationship 
between teachers and students developed positively during the last decade, and that 
the students are happier with their teachers, find it easier to approach them with 
problems in school, and are not afraid to refuse to go along with things they feel are 
wrong. Students are also more satisfied with the teaching they receive, and feel that 
opportunities for special support have improved.”(Skolverket, 2004) 
 
 
Accountability 
 
The educational system in Sweden has been in focus for several years and different 
reorganisations of upper secondary education and adult education have been proposed 
both by the Governing party before September 2006 as well as the Government in 
power.  
 
In a recent whitepaper ( Prop 2006/07:1) the Government acknowledged the fact that  
international comparisons reveal a worrying trend in the knowledge achieved by 
Swedish students especially in mathematics and natural sciences. The Swedish 
Government now wants to change this trend and therefore proposes measures to 
enhance the quality of education. There will be a review of all objectives in 
compulsory education. The knowledge objectives will be clearer and the number of 
methodological objectives will be reduced. The Government also proposes the 
introduction of national objectives for Sweden in year three. Children will be graded 
earlier and grades will be more differentiated. Grading criteria will therefore need 
revision. The Government proposes to introduce reviews in year three, five and eight, 
including compulsory national examinations, so as to put schools in a better position 
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to give their students individually tailored support. The Government also considers 
that equal standards must be guaranteed in grading.  
Every school should be subject to quality control every three years in order to assess 
the development within schools. 
 
The organisation of the teacher education (from 2001) introduced a new structure 
comprising three main fields: general education areas, subject areas and 
specialisations. The general educational area must contain 10 credit points of 
placement study and 30 credit points of interdisciplinary courses. Further placement 
study for a total of 40 credit points altogether must take place during the programme. 
Students are also required to produce a degree paper for 10 credit points within one 
area. Within the framework of this structure, students must choose the main 
vocational area, or in other words type of school, in which they intend to teach. 
 
The National Agency for Higher Education (2005) continually evaluates the quality of 
all courses and programmes offered in higher education in Sweden. These evaluations 
include both undergraduate and postgraduate programmes. There were serious 
negative findings in their  evaluations of the teacher training programs. 
 
The evaluations mentioned above will affect teacher training. A range of initiatives 
will be taken to give teachers better opportunities for academic skills development 
and resources will be set aside to allow teachers greater scope to conduct research as 
part of their professional activities. 
 
The Government is going to support 30 000 teachers to recieve continuing 
professional education at higher education and allow them to receive 80% of their 
salary while studing. “A boost for teachers”. 
 
The Government has also appointed an inquiry chair with instructions to present a 
proposal on authorisation of teachers in spring 2008.  
 
More examples are that support is going to be given to guiding VET and analyses are 
under way to develop a more efficient system of post-secondary education. 
 
 
Conclusion 
 
The Swedish Educational system has undergone several major changes during the last 
two decades. The same procedure has also taken place in other countries. During this 
process a concern with student achievement and/or well being/social capital has 
increased, much depending on the results from international investigations as the 
PISA study. The effects of decentralisation, increased access to information via 
internet in combination with a greater emphasis on testing and assessment has 
according to (OECD, 2007) made policy makers increasingly interested in what 
education delivers and to what extent educational research can show evidence of this.  
 
The role of researchers in education in the future will be important in an international 
and comparative perspective. The words and arguments by Torsten Husén from 1964 
are still in mind. These days the comparison is not just about tests and assessments but 
also about social outcomes as health and citizenship. 
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Abstract 

Some years ago an educational research fad was the effective schools movement.  

Educators/researchers such as Edmunds (1979) and Brookover and Lazotte (1979) 

ushered in the effective schools research movement and reached cult like status in 

graduate classrooms and educational dissertations.   

  Educators at many levels and representing various disciplines debated the merit of 

the effective schools research.  Regardless of the level of acceptance that was assigned to 

the work of researches such as Edmunds and Lazotte it can be agreed that they helped to 

refocus attention on the role that schools play in student achievement.   

This is important in that the years preceding the effective schools movement the 

role of schools in the educational process was minimized large in part to the Coleman 

Report (1966).  One of the main corollaries of the Coleman Report was that schools were 

not necessarily a primary factor in student achievement.  In the view of the authors of this 

paper the effective schools research can be seen as a common sense offering.    

The authors of this paper believe that there can be little argument that the 

interaction between teacher and students in our public schools is a cornerstone in student 

learning.  It certainly is not the only important factor in the learning process, but to 

overlook the importance of effective teaching is a cardinal sin when evaluating school 

effectiveness. 

There are many problems when preparing research of this nature.  The first such 

problem is defining effective as it relates to the educational process.  For the past few 

years it appears that our society has had a sociopolitical hunger for measurable data that 

will demonstrate teacher, school and administrative effectiveness.  This data is often 
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offered at the lowest common dominator and in the most simplistic terms by politicians 

and the media.  In an age of sensationalism (and what age isn’t?) it is alluring to offer 

sound bite and headline analysis of a process that is often mysterious and complex 

beyond explanation at any level.  How we learn and what motivates us to learn is a bit 

more involved than the media or our body politic would have us believe.   

Yet, the rule of the day is that we can measure educational effectiveness on the 

basis of test scores driven largely by political and economic factors.  Teachers, schools 

and administrators are ranked on the basis of these test scores and huge amounts of 

resources are devoted to generating this data and reacting to it, often at the exclusion of 

common sense and human emotion.  In essence it appears that at the very best this is an 

objective attempt to measure a subjective phenomenon.   

While realizing that there are problems with any form of data that attempts to 

explain what effective teaching is it is the purpose of this paper to make one more effort 

to expand educational thinking into such matters.  What may be different is that the 

authors of this paper have gone directly to the source and asked practicing teachers what 

they feel comprises effective teaching.   

The authors offer that the research design is subject to criticism large in part to the 

fact that the data was collected from a random sample of teachers and no attempt was 

made to collect date from "effective" teachers.  Furthermore no attempt was even made to 

include the concept of highly qualified as one of the demographics.   

The study design is simple.  It is a one shot snap shot designed to garner the 

perceptions of practicing educators regarding effective teaching.  Specifically open ended 

questions regarding perceptions of effective teaching were asked of 200 plus educators in 
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North Carolina and compared with the established literature on the subject.  The authors 

of the study were assisted by several students of Educational Leadership at Appalachian 

State University in Boone, North Carolina.  This assistance came in the form of assisting 

with the interviewing process. 

The results of the study are naturally qualitative and offer an interesting look into 

the perceptions of what a random selection of educators in western North Carolina 

believe about effective teaching.  The authors of this work find the results of this study 

promising and worthy of examination of the larger educational community.  This work 

may serve as seed research that can be easily replicated as is or with modifications. 

Introduction 

Effective teaching is clearly the goal of educators across the worldwide.  However 

it appears that there is not such clear agreement when asking if educators are in 

agreement as to what “effective teaching” is.  Teachers and administrators often examine 

the literature base to find effective instructional practices.  This is especially true as 

educators matriculate through graduate programs of study designed to help them become 

educational leaders, curriculum specialists, and master teachers.   

The foundation for effective teaching is found in the accumulation of numerous 

research studies.  The primary purpose of this study is to examine what practicing 

educators say about effective teaching.  A review of what the writers in the field of 

education have said about effective teaching will also be a part of this work.  The 

relationship, if any, to what the subjects of this study say in regard to effective teaching 

and the research on the same subject will be an ancillary goal of the study.   
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For purpose of this study the authors have established four common themes from the 

literature in regard to effective teaching.  These four themes will become a guiding theme 

for data analyses.  These theme are: 

1. Preparation and Planning 

2. Meaningful, engaging activities that are differentiated to meet learning needs 

3. Inviting environment with high levels of expectation 

4. Aligned assessments, including data analysis that drives new instruction 

The authors found that within each theme, there are numerous research-based 

strategies that effective teachers use.  Additionally the authors looked to examine what, if 

any thoughts practicing educators had that did not fit into the categories.     

Literature Review 

Preparation and Planning 

Wong and Wong (1998) contest that the first days of school can determine 

success or failure for the remainder of the year depending on the teacher’s preparation.  

Effective teachers not only know what they are to teach, but plan effectively for mastery.  

To teach to mastery a teacher must align lessons to learning standards and evaluate the 

learning to adequately determine understanding.  An effective teacher, according to 

Mortimore (1993), must possess knowledge of curriculum, pedagogy, psychology, 

sociology, and process.  

 Teachers control what goes on within their classroom and must know and teach 

what Schlechty (2002) calls the “right stuff”.  Time management and prioritization of 

essential curriculum are necessary to effectively cover such a vast curriculum (Lezotte, 

1991).   
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Recent research has highlighted the importance of a collaborative culture with a 

focus on learning for all (DuFour, DuFour, Eaker and Many, 2006).  Teachers can no 

longer work in a completely autonomous classroom, using concepts and principles of the 

factory model, but instead must have a systematic way to collaborate with peers to share 

proven effective practices (DuFour and Eaker,1998).  Whether called Professional 

Learning Communities (Dufour and Eaker, 1998) or Professional Learning Teams (Daye 

2004), the goal is the same.  A success for all approach with an interdependent culture 

that will help every teacher grow, improve student learning, and enhance the curriculum.   

Meaningful, engaging activities that are differentiated to meet learning needs 

Within any classroom, students have diverse backgrounds, prior experiences and 

needs.  Teachers must not only teach the state mandated curriculum, but must do so in a 

manner that meets the needs of the learners.  Hootstein (1994) uses a four part acronym 

for motivating students, RISE: Relevance, Interest, Satisfaction, and Expectations.  This 

model calls for Relevant subject matter, Interesting instruction, Satisfied learner, and 

Expectation for success.   

Since students are so different when it comes to learning, instruction of those 

students must be differentiated to be effective and engaging (Tomlinson, 2001).  

Increasingly students are coming into classrooms with limited background knowledge 

and not having English as their native language.  Models such as the Sheltered Instruction 

Observation Protocal (SIOP) are effective in meeting the needs of these diverse students 

(Echevarria, Vogt and Short, 2008). 

Effective, engaging teachers have an impact on student achievement well past the 

year the student is assigned to them.  Least effective teachers’ impact on student 
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achievement is 39 percentage points less than that of most effective teachers (Marzano, 

2003).  His research identifies nine high yield instructional strategies that have proven 

affects on student achievement.  They range from identifying similarities and differences 

with a 45% gain to questions, cues, and advance organizers with an affect of 22% 

(Marzano, 2001). 

Inviting environment with high expectations  

Purkey and Novak (1996) categorize all classrooms into four categories: 

intentionally disinviting, unintentionally disinviting, unintentionally inviting and 

intentionally inviting.  Teachers set the tone for their classrooms.  Students learn best 

when they feel safe and welcome.  Teachers who are effective encourage academic 

achievement by making school and in particular their classroom inviting (Purkey and 

Stanley, 1997).  Teachers’ comments, behaviors, thoughts, as well as the classroom 

physical environment all play huge roles in setting either an inviting or disinviting 

environment (Wong and Wong 1998) 

Along with being inviting, high expectations also play a critical role in 

discovering success in every student (Clark, 2003).  Whitaker (2004) contends that great 

teachers “establish clear expectations at the start of the year and follow them consistently 

as the year progresses.”  Student achievement and academic growth is a consistent 

common thread in effective classrooms.  As Ron Clark stated, “I approach each year with 

the knowledge that I have only one year to make a life’s worth of difference in each child 

in that classroom” (2003).   

Marzano’s research (2007) on teacher interaction with students found that the way 

a teacher responds to students within their classroom can have a profound effect on the 
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students’ academic achievement.  The effect size ranged from 4% due to physical touch, 

to 23% due to smiles, to an effect of 36% for duration of interaction with the student.  As 

Marzano eloquently stated, “If the relationship between the teacher and the students is 

good, then everything else that occurs in the classroom seems to be enhanced. 

Aligned assessments, including data analysis that drives new instruction   

DuFour, DuFour, Eaker and Karhanek (2004) contest that a school truly 

committed to the concept of learning for each student will develop consistent, systematic 

procedures for responding when students do not learn.  Schools and classrooms should be 

results focused and develop a plan for continuous improvement through aligned 

assessment and  data analysis.  Classrooms should develop both formative assessments 

that serve as a prescription to what needs to be re-taught or covered as well as summative 

assessments that serve as an autopsy of how effective the instruction was.  The purpose 

for the evaluation will determine the form of assessment (NCDPI, 2001).  Frequent 

monitoring of student performance are used to both improve individual student 

performance, as well as to improve the instructional program (Lezotte, 1991).  

Classrooms and schools that have effectively reduced achievement gaps between white 

and minority students use frequent monitoring of student progress with appropriate 

assessments (Maddahian, Fidler and Hayes, 2006).   

Not only do effective teachers assess students, but data is also closely 

disaggregated to determine strengths, gaps and opportunities for improvement (Williams, 

Haertel, et al. 2005).  Stronge (2002) cites thirty-two separate studies that show how 

effective teachers use a method of monitoring student progress and potential.  With an 
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increased number of high stakes state assessments, it is imperative that teachers utilize 

assessments and the data they provide to improve instruction. 

Summary 

Teachers have a profound impact on student achievement, which is an 

uncontested assumption.  Effective teaching is a work in progress that requires 

preparation and planning, an open, inviting environment, engaging aligned activities as 

well as a plan for assessment that focuses on continuous improvement.  In order for 

teachers to help all students meet today’s more rigorous standards, it is necessary for 

them to more frequently assess their approach to all four of these areas. 

Rationale/Purpose of the study 

The fundamental question guiding this research was to determine the perception 

of public school teachers in regard to effective teaching.  A secondary question of the 

study was to determine if this perception of effective teaching on the part of survey 

participants was congruent to current literature in the field. 

 The rationale for the study is multifaceted.  It is designed to provide 

meaningful data to the educational community as well as serving as a conduit that allows active 

involvement on the part of graduate students of educational administration in the methodology and 

protocol of authentic research.  Students who volunteered to participate in the study were actively 

involved in the development of the survey used to gather data, subject identification/selection, and 

the collection of data.  In addition to proper research methodology emphasis will be placed on 

research protocol and ethics.  One Ed.S. student, David Stegell became a co-author/presenter for 

the work.   
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The data resulting from the study was used for two main purposes.  The first was to 

generate and sustain class discussion.  The second was to have the data compiled and 

disaggregated for conference presentation and publication.    

Proposed Research Objectives 

1.  To have students of educational leadership survey practicing teachers and 

administrators in North Carolina in an effort to determine practicing educators’ 

perceptions of effective teaching.   

2.  To provide students an opportunity to participate in an actual research project 

thus helping their understanding of the research process.   

3.  To provide an opportunity for a diverse examination of the complex art and 

science of teaching in class discussions based on data generated by those 

researching the topic.   

4.  To assist students with an opportunity to conduct, analyze and write findings 

from original research in which they participated. 

Methodology 

Population and sample 

The study was a one time snap shot of a cross section of public school teachers 

primarily from rural schools in northwest North Carolina.  The instrument is intentionally 

simple and designed to answer only one question while requesting multiple demographic 

variables from the subject.  In essence the demographic variables serve as independent 

variables while the open ended response to the question serves as the dependent variable.   

The survey was primarily a convenient sampling, but some argument could be 

made for randomness.  The sample was convenient because of those that helped collect 
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the data surveyed educators with whom they had direct contact.  At the same time it 

could be argued that the sample was random because the primary researchers used the 

assistance of volunteer graduate students who and no attempt was made to predetermine 

survey participants or research assistants.  Simply stated, those that were available and 

willing to help were used, thus making the effort random.   No attempt was made to alter 

or expand the sampling.  There was no attempt for a follow-up sampling. 

Instrumentation 

The instrument was developed by Proffit and members of three classes he taught 

in the summer and fall of 2007.  All classes were MSA or Ed.S. level educational 

leadership courses at Appalachian State University in Boone, North Carolina, United 

States. The survey consisted of ten demographic variables and one open ended question.  

The question asked was “In your opinion, how would you describe highly effective 

teaching?”  The question becomes the dependant variable while the demographic 

variables serve as independent variables.  A copy of the instrument is provided in 

appendix A at the end of this paper. 

Research procedure 

This study utilized self-reported questionnaire survey procedures (Vroom, 1970) 

in order to gather data regarding pubic school teachers working in school districts of 

Northwestern North Carolina in the United States.  The survey was a simple one shot survey, 

including one open ended question and requests for ten demographic data that was distributed to a 

convenient sampling of North Carolina educators by students of educational leadership at 

Appalachian State University.   The survey was developed by Proffit and MSA/Ed.S. students of 

educational leadership Appalachian State University.  
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Students in the three classes participated in the development of the research project 

and assisted in data collection by distributing the surveys in mass to potential participants.  This 

was done via educators' mailboxes or handing surveys out in staff meetings.  All forms were 

uniform and no attempt was made to code the response sheets.   

 There were no special conditions involved with the exception that  if the student distributing 

the survey was in a position of authority over those that were being surveyed a third party was used 

to disseminate and collect the instruments in  order to ensure anonymity.  Forms were returned via 

school mail, regular mail or given to the second party.   All participants of the study were volunteers 

so consent is inferred.  Permission to conduct the research was sought from the superintendent’s 

office.  There were no risks or discomforts to any subject participating in this study.  

Data Analysis 

Demographic Data 
 
Age:   25 or younger      69 

26-29           52 
30-34           71 
35-39            60 
40-44           89 
45-49           66   
50-54           47 
55-59           40 
60-older    16 

 
Gender:      Male  125    Female 385 
 
Race:   Caucasian   453 

African-American                   41 
Hispanic       3 
Asian         1 

Total years as             0-4            97 
an educator:    5-9            89 

10-14           107 
15-19           102 
20-24           51 
25 or more     64 
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Highest degree           BA/BS    359 
 earned:                 MA/MS       151 
 
Marital status  Single  135   Married 375 
 
School aged children  Yes 220          No 290 
 
Household Income  $50,000 and below    81 
(optional):  $50,000 and above  405 
No response        24 
 
School   High School      229 
Configuration  Jr. High/Middle    55  

Elementary    179 
All others    47  

 
School/Community Rural     282 
Demographics Small Town    149 

Suburban        68  
Urban       11 

 
Keyword analysis 

 
For classification purposes, the following key terms were used to designate which of the 
four main categories each response fell into: 
 

I. Preparation and Planning: 
• Aligned curriculum 
• Preparation 
• Planning 
• Organized 
• Team planning 
• Professional Learning Community groups 
• Teamwork 
• Pacing guides 
• Alignment 
• Collaborative culture 
• Clear goals and/or objectives 
• Knowledge of content/subject/curriculum 
• Peer communication 
• Integrating subjects  
• Collaboration  
• Classroom management/structure/rules/discipline/time on task  
• Flexible 
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II. Meaningful, engaging activities that are differentiated to meet learning needs 
• Engaged 
• Learning styles 
• Varied instructional strategies 
• Essential Questions 
• Differentiation 
• Communication with students 
• Connecting the material 
• Positive exposures 
• Relates the curriculum/materials 
• Motivating activities 
• Student interests 
• Student needs 
• Diverse presentations 
• Student involvement 
• Teach all students 
• Outside the box 
• Relevance/Real life application  
• Critical thinking/higher-order questioning/problem solving  
• Student ownership of own learning 
 

III. Inviting environment with high levels of expectation 
• Nurture 
• Relationships 
• Learning centered 
• Environment 
• Trust 
• Confidence 
• Inviting/open 
• Student focused/centered 
• Atmosphere 
• Energetic 
• Consistent 
• Passionate 
• Involvement in their lives 
• Goal setting 
• Humor 
• Expectations 
• Positive 
• Climate 
• Connecting with students 
• Maximizing potential 
• Contagious enthusiasm  
• Role model 
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IV. Aligned assessments, including data analysis that drives new instruction 

• Data driven 
• Analyze performance 
• Feedback 
• Reflect/reteach 
• Monitor progress 
• Product driven 
• Measure growth 
• Accountability 
• Broaden knowledge 
 

Discussion of Findings 

The responses that were received in response to this study ranged from a one word 

answer (differentiation) to a nine page narrative.  Most were one to two paragraphs. 

The years of experience that educators had did not seem to significantly impact 

responses.  A common theme was seen throughout the responses center around the main 

theme that effective teaching involves liking children and enjoying work.  Repeatedly the 

concept of respecting children as individuals was given in some form.     

These responses seem common sense, but the researchers feel that common sense is 

not the current rule in education.  Presently it seems that schools are much more 

nomothetically interested in test scores than those who are taking the tests.   

Interestingly enough the women taking part in this study placed  

greater emphasis on assessments than men.  However neither gender reported that 

assessment was an essential part of effective teaching.  Only  11% of the women and 5%  

of the men in the study mentioned assessment in their responses.  Accordingly, nearly 

10% of the Males surveyed expressed an aversion to “standardized testing” as did 4% of 

women teachers in the study. 
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The researchers found it very interesting that the men in this study placed a greater 

emphasis on creating an inviting environment and relating to their students.  37% of the 

men as compared to 28% of the women in the study stressed the importance of these 

aspects of teaching.  This seems to run contrary to conventional wisdom. 

 Another interesting aspect of the data was found in the fact that those who 

responded to the survey who do not have school aged children placed a far greater 

emphasis on content relevance and real life application of learned material than those that 

have school aged children.  The researchers are not sure what this means, or if it is an 

anomaly germane to this study. 

The researchers also found it interesting that high school teachers placed a greater 

emphasis on the classroom environment and relationships than any of the other school 

groups.   

Conclusions 

The researchers conclude that there is a large degree of congruence between what 

the literature says about effective teaching and the responses from those taking part in 

this research.  As mentioned in the discussion there were a few areas where the data 

seems to run contrary to conventional thought, but to be frank this conventional thinking 

is more reflective of researcher thinking, if not bias, rather than a well established pattern 

of thought and discussion in the literature. 

However, a notable lack of congruence between what a meaningful part of the 

literature says about effective schools, which surely includes effective teaching, is the 

role that school principals play in the process.  The effective school research literature is 

inundated with the importance of principals in the educational process.  This is not to say 
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that the teachers in this survey would feel differently if asked directly about the 

principal’s role in the instructional process, but without the benefit of a prompt this role 

was not even mentioned.  In all fairness to the effective schools research, and  those 

involved in this study the researchers acknowledge that this survey would have been seen 

as an exclusive request for information as to what the teachers role is in the teaching 

process.     

Limitations 

There are a number of limitations that apply to this study.  First of all was the fact that the 

term effective teaching is somewhat ambiguous.  The researchers did not establish 

criteria to define the concept of effective teaching, but rather saw this as one of the end 

results of the study. 

A second limitation is the fact that no attempt was made to establish a definition 

of effective teacher.  It could be argued that if the researchers established criteria to 

differentiate effective teachers from all other teachers the data produced by the surveys 

would be more valid.  Yet, the researchers reasoned that the concept of effective teachers 

is so nebulous and subjective that it was not a valid concern.  An effective, or even 

master teacher to one may not necessarily be that to another.  Criteria such as highly 

qualified teachers under No Child Left Behind, teachers who are Nationally Board 

Certified, or teachers holding Master’s degrees were considered and rejected due to the 

fact that the researchers felt that none of these guarantees that a teacher is effective.    

 A third limitation is that there is a small amount of data collected.  Only one 

question and ten demographic data were sought.  At the same time the researchers felt the 

question important enough to be asked singularly.  The researchers also felt that the less 
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intrusive the instrument the higher the return rate.  Furthermore, the research question is 

broad, thus harder to analyze.  

A fourth limitation is that the analysis of data was subjectively done in a manner 

that sometimes undermines opinions of qualitative research projects.  The researchers’ 

impression of the data was the driving force behind the analysis.    

A fifth limitation centers around the fact that the survey population was primarily 

convenient.  This resulted in a fact that a majority of the study participants were primarily 

white, female teachers that teach in rural schools in northwest North Carolina.  This 

brings into question the concept of generalizability. 

The final limitation is that reliability and validity was not established for the 

instrument.  It was not even a serious consideration for the researchers.   The data was 

deemed to be important at face value.  

Recommendations 

The authors of this paper certainly agree that the effort involved to produce this 

study was worthwhile, and worthy of replication.  They further agree that a good case 

could be made for modifying certain aspects of the study.  For example defining effective 

teachers and effective teaching more carefully could suit future researchers’ style and 

format better.  At that point the survey target population could become purpositive.   

The authors recommend that replication of the study could expand beyond 

predominately rural and small town settings.  Also greater attention could be made to 

include a more even cross section of various school configurations, i.e., elementary, 

middle, secondary, etc.    
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An effort may be made to expand the research from effective teaching to effective 

educational process in an effort to see if greater congruence would develop between the 

respondents and the effective schools literature.  The most glaring reason for this would 

be to see if the teachers survey agreed with the effective schools literature in regard to the 

role of school principals in the instructional process.  

A last recommendation is that greater use of technology could be used to analyze 

the data.  However, the researchers feel strongly that there is a danger of missing subtle 

nuisances when using computer programs to analyze this kind of data. 

References 
 
Brookover, W.B., & Lezotte, L.W. (1979).  Changes in school 
 characteristics coincident with changes in student achievement.  East 
 Lansing: Institute for Research on Teaching, Michigan State University. 
 (ERIC Document Reproduction Service No. ED 181 005) 
 
Clark, R. (2003).  The essential 55: An award-winning educator’s rules for discovering  
 the successful student in every child.  New York, New York, Hyperion. 
 
Coleman, James S., et al, (1966). Equality of Educational Opportunity. 

Washington, DC: U.S. Department of Health, Education, and Welfare, Office of 
Education, U.S. Government Printing Office, 1966. 

 
Daye, T. (April, 2004).  Professional learning teams.  Retrieved August 19, 2007 from  
 http://www.ncpublicschools.org/schoolimprovement/effective/briefs/plt  
 
DuFour, R., and Eaker, R. (1998). Professional learning communities at work: Best  
 practices for enhancing student achievement. Bloomington, Indiana, Solution  
 Tree. 
 
DuFour, R., DuFour, R., Eaker, R., and Karhanek, G. (2004).  Whatever it takes: 
 How a professional learning community responds when kids don’t learn.   
 Bloomington, Indiana, Solution Tree. 
 
DuFour, R., Dufour, R., Eaker, R., and Many, T.  (2006).  Learning by doing: A  
 handbook  for professional learning communities at work.  Bloomington, 
 Indiana, Solution Tree. 
 
Echevarria, J., Vogt, M.E., and Short, D.J.  (2008).  Making content comprehensible for  

2008 HICE Proceedings 
Page 1515



 English Learners: The SIOP model.  Boston, Massachusetts, Pearson Education,  
 Inc. 
 
Edmunds, R. (1979). Effective schools for urban poor. Educational 

Leadership, 37(1), 15-24. 
 
Hootstein, E.W. (May 1994). Motivating middle school students to learn.  Middle  
 School Journal, 31-34. 
 
Lezotte, L. W. (1991). Correlates of effective schools: The first and second 

generation. Okemos, MI, Effective Schools Products, Ltd. 
 
Maddahian, E., Fidler, P.., Hayes, K.., (Summer 2006) Effective school-teacher practices:  
 Case studies of the achievement gap between African-American and White  
 students, Journal for Effective Schools 5, 1 35-60. 
 
Marzano, R. J. (2007). The art and science of teaching: A comprehensive framework for  

effective instruction.  Alexandria, Virginia, Association for Supervision and  
Curriculum Development. 

 
Marzano, R. J. (2003). What works in schools: Translating research into action. 

Alexandria, Virginia, Association for Supervision and Curriculum Development. 
 

Marzano, R. J., Pickering, D.J., and Pollock, J.E. (2001) Classroom instruction that  
 works: Research based strategies for increasing student achievement.   
 Alexandria, Virginia, Association for Supervision and Curriculum Development. 
 
Mortimore, P., (November 1993). School effectiveness and the management of effective 
  learning and teaching. School Effectiveness and School Improvement. Vol. 4, No.  
 4 pp. 290-310. 
 
North Carolina Department of Public Instruction (2001).  Monitoring student progress:  
 Effective Practices Research Brief.  Retrieved September 5, 2001 from http:// 
 www.ncpublicschools.org/school_improvement/montoring_progress.html.  
 
Purkey, W.M. and Novak, J.M.  (1996). Inviting school success: A self-concept  
 approach to teaching, learning, and democratic practice.  Belmont, California,  
 Wadsworth Publishing Company. 
 
Purkey, W.M., and Stanley, P.H. (1997). The inviting school treasury : 1001 Ways to  
 invite school success. Greenville, North Carolina, Brookcliff Publishers, Inc. 
 
Schlechty, P.C. (2002). Working on the work: An action plan for teachers, principals  

and superintendents.  San Francisco, California, Josey-Bass. 
 
Stronge. J.H. (2002).  Qualities of effective teachers.  Alexandria, Virginia, Association  

2008 HICE Proceedings 
Page 1516



 for Supervision and Curriculum Development.  
 
Tomlinson, C.A. (2001).  How to differentiate instruction in mixed-ability classrooms.   
 Alexandria, Virginia, Association for Supervision and Curriculum Development. 
 
Whitaker, T. (2004). What great teachers do differently: 14 Things that matter most.   
 Larchmont, New York, Eye on Education, Inc. 
 
Williams, T., Haertel, E., et al,. (2005). Similar schools, different results: Why do some  
 schools do better? EdSource, Mountain View, California,. (As summarized in  
 Effective Schools Research Abstracts Volume 20, Issue 5) 
 
Vroom, V.H. (1970).  Industrial social psychology.  In V.H. Vroom & E.L. Deci  (Eds.). 

Management and motivation (91-106).  Baltimore: Penguin Books. 
 

Wong, K.W., and Wong, R.T. (1998). How to be an effective teacher: The first days of  
 school.  Mountain View, California, Harry Wong Publishing, Inc. 
 
 

 
 

 

 

 

 

 

 

 

 

 

 

 

 

2008 HICE Proceedings 
Page 1517



APPENDIX A 

NORTH CAROLINA PUBLIC SCHOOL TEACHERS' PERCEPTIONS OF 
HIGHLY EFFECTIVE TEACHING 

 
The following survey is designed to obtain the perceptions of North Carolina Teachers 
regarding their opinion of highly effective teaching.  Your cooperation in this survey is 
completely voluntary.  If you agree to participate in the survey your response to the 
question is guaranteed to remain confidential and anonymous.  There will be no attempt 
to identify any individual, school or school system participating in the study. 
 
If you choose to participate your answer will be combined with other responses from 
hundreds of teachers in North Carolina.  The cumulative data will be disaggregated for 
use in courses of educational leadership at Appalachian State University, possible 
presentation at professional conferences and/or publication in appropriate venues. 
 
Thank you for considering being a part of this study.  Your participation is greatly 
appreciated.   

DEMOGRAPHIC INFORMATION 
PLEASE CIRCLE THE APPROPRIATE RESPONSE 

 
Age:  25 or younger   26-29       30-34       35-39       40-44        

45-49          50-54       55-59       60-64       65 or older 
 
Gender:     Male       Female 
 
Race:  African-American        Caucasian        Asian       American Indian 

Spanish American  Other, please specify________________________ 
 
Total years as an educator:        0-4       5-9       10-14       15-19       20-24      25 or more 
 
Highest degree earned:                BA/BS     MA/MS     Ed.S.     Doctorate 
 
Marital status (optional):    Single   Married 
 
Do you have school aged children?    Yes   No 
 
Household Income (optional): $50,000 and below  $50,000 and above 
 
Your current school is best classified as a: 
High School              Jr. High   Middle       Elementary  
Career/technical   Early College  PK/K-12 School   
Other, please specify_____________________________________ 
 
Which of the following best describes your school?  
Rural    Small Town    Suburban   Urban 
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QUESTION 
 

In your opinion how would you describe highly effective teaching? 
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APPENDIX B      

September 1, 2007 
 
Dear Superintendent, 
 
With this letter I am respectfully requesting that you allow some of my students of 
Educational Leadership survey teachers in your district regarding their perception of 
highly effective schools.  This project helps my students get at the heart of a few things I 
feel are important. 
 
First, I think it is important for future educational administrators to understand how 
practicing teachers define highly effective teaching.  I also think it is very important for 
them to understand the protocol and ethics of research and research methodology.  I hope 
that you agree and will partner with me in this endeavor.  I also intend to use this data as 
a teaching tool in my classes.  Lastly, once the project is completed I hope to have the 
work presented and/or published.  Students are offered the chance to participate with me 
in the endeavor of having the work presented and/or published. 
 
No attempt will be made to identify anyone in this research project.  All responses are 
voluntary and anyone that participates will remain anonymous.  Likewise no attempt will 
be made to identify any school, or school district.  We will simple use the demographics 
on the form to disaggregate the data, and that does not involve listing schools or school 
districts.  There is not risk to anyone participating in this research. 
 
This survey will not be utilized before the University has approved it through their review 
process for research involving human subject.  However, I have been assured that there is 
no problem with the research, or the protocol.  A copy of the survey is included with this 
for your perusal.   
 
If you have any questions I ask that you contact me at 828.297.5621 or at 
proffitac@appstate.edu.  I thank you for your consideration in regard to this research.  I 
think in the long run these students participating will benefit and the results of the study 
could be eye opening to all of us in education.  I rarely remember this question being 
asked of practicing teachers. 
 
Sincerely, 
 
 
 
Alvin C. Proffit, Associate Professor 
Appalachian State University  
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Assessing the Need and Expressing the Need:  Preservice Teachers Reflect on Readiness to 

Teach English Language Learners 
 
 

Jane Carol Manner, Ed.D. & Diane Rodriguez, Ph.D. 
East Carolina University 

U.S.A. 
 

This study was designed to investigate the perceptions of preservice teachers regarding their readiness to 
teach second language learners in public school settings.  Subjects in the final year of a teacher preparation 
program were asked to rate themselves with respect to each of the standards provided by the Interstate New 
Teacher Assessment and Support Consortium (INTASC).  Results of this prescreening consistently revealed 
that subjects felt the greatest lack of preparation in the standard relating to diversity and linguistic and 
cultural differences.  Subjects completed a second self-assessment in which they selected particular sentences 
from a group which best described their perceptions of the skills they possessed for teaching English 
language learners (ELLs). Using a Chi-Square design, responses were analyzed to elucidate possible 
significance in preservice teacher perceptions of skill levels for teaching ELLs. Statistical values indicated 
that subjects felt clearly unprepared to teach ELLs  in spite of the fact that each was close to successful 
completion of an approved teacher preparation program  Such a finding is of concern, since No Child Left 
Behind (NCLB) legislation clearly designates teacher accountability for providing for the academic needs of 
ELLs, and, although the results of this study are non-parametric, similar findings might be reported from 
other teacher education programs.  

 
  
 
 The changing landscape of the American public school classroom presents new 

challenges to the teacher workforce, unseen to the same extent in prior generations.  Burgeoning 

diversity requires that those providing instruction possess a panoply of skills and knowledges to 

accommodate the needs of what appears to be an increasingly broad range of learner 

characteristics.  Diversity takes many forms, and, in some areas, is largely unfamiliar. Although 

students with special needs, such as cognitive and learning disabilities, have been present rather 

evenly across regions and districts over time, a more recent challenge is represented by the 

growing numbers of second language learners represented nationwide.  For some areas, the 

challenge is commonplace. Certain states, such as California, Florida, and Texas, have been 

highly impacted for years with respect to an immigrant population and concomitant needs of 

English Language Learners (ELLs) in public education.  More recently, however, schools 
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districts which heretofore have not dealt with issues surrounding second language acquisition are 

discovering a palpable need to respond to just that need. 

 Statistics revealing the growing number of second language learners in states and districts 

which formerly held few such students are being expressed in many areas (Giambo & Szecsi, 

2006).  Regions which in prior decades had little impetus to consider the educational 

requirements of ELLs are finding that the need is growing by geometric proportions.  This 

finding is most commonly reported for the K-12 population, but exists in similar measure for 

mature learners in adult programs for literacy and second language acquisition (Van Duser, 

2003). Although trained faculty and staff are being added in the newly impacted schools as 

resource personnel, most districts are finding that the typical classroom teachers, including those 

who might be considered highly qualified in most respects, are struggling to meet the needs of 

learners for whom English is not a primary language (Giambo & Szecsi, 2006). 

 The challenge has evolved as the result of a number of factors.  An important finding is 

that, while linguistic and cultural diversity is expanding rapidly in many formerly culturally 

homogeneous school districts, that same diversity is not expanding proportionately among 

instructional staff (Giambo & Szecsi, 2006).  This situation is exacerbated by the fact that, with 

the exception of states in which the population of ELLs has been substantial, teacher preparation 

programs have not made this focus a priority, and in fact, have often overlooked the need to a 

great extent (Giambo & Szecsi, 2006).  Coursework and field experiences which might assist in 

preparing teachers to work with second language learners are often lacking programmatically, 

and, since the need for teacher skills of this type is rather new in many regions, surrounding 

teacher preparation programs are not always equipped to institute them with existing faculty and 

resources (Lue, 2003). 
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 States with lengthy histories of providing services to non-English speaking students have 

often developed systematic and responsive requirements for both school-based personnel and the 

college and university programs which prepare them for service in public schools.  The 

regulations of California's SB2042 require that teacher preparation programs demonstrate 

candidates' competence for teaching in diverse settings, including addressing the needs of second 

language learners (Smith, 2004.)  At the other end of the United States, Florida may be unique in 

imposing a timeline on inservice teachers who have ELL students, requiring that the English for 

Speakers of Other Languages (ESOL) endorsement be earned before a specified period of time 

has elapsed.  Additionally, Florida has approved a structure by which teacher preparation 

programs can provide a curriculum for preservice teachers which includes two "stand-alone" 

courses in ESOL with the equivalent of three additional courses integrated within other courses 

in the program (Giambo & Szecsi, 2006).   This integrated model leads to the award of an ESOL 

endorsement for those entering the teaching profession.   

 States without the benefit of similar experience in serving the needs of ELLs, however, 

are seeking appropriate responses to the growing need for prepared personnel.  The situation of 

the content area teacher is of particular interest since they are often well-intentioned, but have 

limited understanding of the second language acquisition process and, hence, the needs of many 

students they serve (Giambo & Szecsi, 2006).  Teacher candidates are not exempt from these 

limitations.  Matsuda & Matsuda (2001) report the perception among students in field experience 

that content-oriented ESL instruction is not often practiced in schools as the result of 

compartmentalization of content teachers and isolation of ESL personnel.   

 Responses to the need for teachers prepared to work with ELLs will reside largely within 

institutions of higher learning (IHE) and specifically colleges of Education where inservice 
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teachers can turn for additional training, and where preservice teachers can receive appropriate 

training as part of their original curriculum.  Developing appropriate experiences for these 

educators should commence with, among other things, assessment to evaluate the perceived 

needs among trainees, in an effort to measure how important they believe ESOL preparation is 

for their career goals, and then evaluating the perceived adequacy of both theoretical and 

practical areas of ESOL preparation in the current IHE program.  Such an assessment effort, 

conducted with the teacher candidates who are the end-users of those skills and dispositions, will 

assist with revision of existing programs so that modifications can be made in a way which is 

meaningful to preservice teachers, based on their academic and field experiences.  

 The literature reveals little research regarding these related subjects, although in a 

descriptive study, Smith (2004) reported on the perceptions of teacher candidates who were at 

multiple points in a teacher preparation program. All were participating in a curriculum 

following the California SB2042 teacher education model.  Smith reports that candidates at each 

juncture sampled felt well prepared to teach typical students, and that those who had just 

completed foundational coursework in teaching ELLs felt their knowledge was sufficient to do 

the job.  The level of confidence declined, however, after an initial methods course in teaching 

ELLs, and then rose again following a second ELL methods course, though not to the same level 

which had been expressed earlier in the program at the conclusion of the introductory 

foundations coursework.  Conclusions are not really possible for the Smith study, since little 

explanation is offered regarding the findings, and the study is flawed by the additional limitation 

of only descriptive data, without the opportunity for any inferential analysis. 

 In recognition of the fact that learning is more likely to be effective when students 

perceive the need and applicability of the learning to their desired outcomes, this study sought to 
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elicit teacher candidate perceptions of several important issues attendant to teaching ELLs.  First, 

do teacher candidates perceive the need for developing these skills as they prepare for careers as 

educators?  Next, this study sought to elicit candidate perceptions regarding the efficacy of their 

teacher preparation program in promoting both their foundational preparation and their practical 

skills to teach ELLs.  Elucidating these perceptions will support curriculum reform for IHEs 

wishing to elaborate their programs to include appropriate preparation for teacher candidates 

with respect to teaching a growing ELL population in school classrooms.  As Montgomery 

(2003) expresses it, teachers must be ready to deliver an education for ELLs which is comparable 

to the native speakers across the hall. 

 

The Context of the Study 

 This study was undertaken at a large state university with a hundred-year-old college of 

Education.  A mission of the college has always been to prepare excellent teachers for careers in 

the area of eastern North Carolina where it resides, as well as for other areas where its graduates 

may migrate.  Until recently, the schools and classrooms into which most graduates would find 

positions were quite homogenous with few and infrequent requirements for teaching second 

language learners.  In the past decade, however, the state and the region have witnessed dramatic 

increases in the numbers of ELLs entering public school.  As the local political entities grow and 

employment in agriculture and construction increase, the trend is expected to continue.  The 

changing needs for educators in the area to be ready to teach second language learners has 

become both palpable and widespread. 

 Teacher Education programming in this location has not addressed the needs of ELLs in a 

robust fashion in the past, but is recognizing the need to provide both service and leadership in 
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this role at the present time.  The importance of evaluating teacher candidate perceptions of their 

readiness to teach second language learners as well as their perceptions of the existing program 

were sought in order to provide direction for curriculum revision with the insight that these end-

users of the preparation being offered were in a good position to reflect the needs of classrooms 

in the area.  Subjects for the study were drawn from students coming to the end of their first 

semester of internship who were one semester away from graduation and licensure as elementary 

teachers.  The reason for this decision was that these students were, in addition to the earlier 

practicum experiences provided in the program, just completing a semester in their internship 

classrooms.  As a result of this unique position, it was thought that they would be able to judge 

both their readiness to teach the ELLs they encountered in the first semester of internship, and 

the benefits the existing program had provided with respect to their needs in teaching ELLs. 

 Additionally, this group was chosen because a survey, given to all teacher candidates at 

this juncture in their internship, asked them to rate themselves with respect to each of the 

INTASC standards which describe skills and behaviors necessary for new teacher success.  The 

researcher had observed informally over the course of several semesters that while respondents 

usually expressed confidence in most of the INTASC questions, they overwhelmingly expressed 

their lack of readiness to demonstrate the requirements of Standard #4 dealing with teaching 

diverse learners.  Consequently, this study was designed to attenuate such elements of teaching 

diverse learners which might be present in the perceptions of teacher candidates for specifically 

providing comprehensible instruction for second language learners which is the focus of this 

inquiry. 
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The Research Questions 

 Three research questions were presented in the present study, designed to elucidate 

teacher candidate perceived needs for skills and knowledge regarding teaching ELLs, as well as 

perceptions regarding their current program in providing them with both foundational and 

practical skills and knowledge for teaching second language learners.  These questions were: 

 

Do teacher candidates perceive skills and knowledge to teach ELLs effectively important for 

their professional service? 

Do teacher candidates perceive that their preparation program has provided them with 

appropriate foundational knowledge for successful teaching of ELLs? 

Do teacher candidates perceive that their preparation program has provided them with 

appropriate experiences for skill development in teaching ELLs? 

 

Method 

 An intact group of twenty four elementary education interns, participating in a course 

concurrently with the first semester of their internships in public school, were given a 

questionnaire in which they were asked to select statements closest to their own perceptions on 

four measures.  The first asked them to select one statement from five choices expressing most 

closely their perceptions of the importance of providing effective instruction for ELLs as part of 

their overall teacher competency.  The second asked them to select one statement from five 

choices which most closely matched their perceptions of their confidence level in teaching ELLs 

as the final semester of internship approached.  The third item asked them to select one statement 

from five choices which most closely matched their perceptions of the efficacy of their program 
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in providing the theoretical foundation needed to provide effective ELL instruction.  The fourth 

item asked subjects to provide similar information regarding their program's efficacy in 

providing them with experiences needed to become an effective teacher for ELLs. 

 

Design of the Study 

 Four questions, as described, were provided in a questionnaire.  Each question had five 

possible choices for selection, with each choice being assigned a numerical value on a five point 

scale, with the central position being neutral.  Subject responses were subjected to Chi Square 

(X2) analysis with four degrees of freedom for within group differences on each of the four items 

described.  The level of significance selected for the study was set at p=< .05. 

 

Findings 

 

 Chi Square values for the first item were significant at the .0001 level, indicating that 

subjects found the importance of providing effective ELL instruction to be highly important.  

Descriptively, it is interesting to note that seventeen of twenty-four respondents selected the 

sentence which gave the highest possible numerical value to this item, indicating that being able 

to provide effective instruction to ELLs would be an essential part of their overall teaching 

competency. 

 Chi Square values for the second item, in which students were asked to select a statement 

most closely aligned to their own perceptions about readiness to provide effective instruction as 

they began the second semester of internship yielded a value significant at the .001 level as well, 
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indicating in this case that they did not feel competent to do this, irrespective of their position in 

the program. 

 Chi Square values for the third item, in which students were asked to select a statement 

most closely aligned with their own perceptions of the program's efficacy in providing an 

effective foundation for teaching ELLs, was significant at the .001 level, indicating that subjects 

did not feel the program had been successful on this measure. 

 Chi Square values for the fourth and final item, in which students were asked to select a 

statement most closely aligned with their own perceptions of the program's efficacy in providing 

the experiences needed for successful teaching of ELLs was also significant at the .001 level, 

indicating that subjects did not feel the program had been successful on this measure.  These 

findings are displayed in Table 1. 

 

Table 1 
 
          Question                     X2  df                           p= 
 
           1           46.48             4                           < .001 
 
           2           34.74  4       < .001 
 
           3           20.58                  4                           < .001 
 
           4                                20.07                  4                           < .001 
 
n=24 
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Discussion and Recommendations 

 

 The findings of this study were not surprising, considering that the currently pressing 

need to develop the skills for effective teaching of second language learners is a somewhat new 

requirement for teachers in the geographical area where it took place.  Subjects were selected 

based on their unique position to have experienced the needs of children in public school 

classrooms in the region by way of first-semester internship participation, and also because they 

were in a similar position to compare their existing skills in ELL instruction against those they 

perceived as actual requirements in the field.  While teacher candidates were nearly unanimous 

in declaring the perceived need to be effective with ELLs as part of overall teaching competency, 

the measure which demonstrated the most significant response in terms of Chi Square value, they 

did not support the perception that the existing teacher preparation program met those needs.  

Such a finding is important for the university and college as revisions in the curriculum will be 

undertaken. 

 A limitation of this study is the fact that its statistical analysis is non-parametric, and 

therefore represents findings of the sample studied at this time.  Additionally, the subject 

responses analyzed represented information related to a single teacher preparation program at a 

single institution. As such, it is significant for the institution where it took place.  However, the 

overwhelmingly significant Chi Square values which were generated by respondents, and the 

expectation that the program under review in this study may be highly related to those at other 

teacher preparation institutions supports a recommendation of additional similar research in other 

venues.  It represents a research design which may inform the practice of teacher preparation 
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programs in need of revision in responses to the changing professional needs of teachers in all 

areas of the United States. 
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When discussed Vygotsky’s theories and ideas, the methodology on his 
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for the study of student’s higher psychological functions on learning and development, 
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tensions in the laboratory itself to make a laboratory a valid and meaningful tool-and-

result for the study of human mind. Documents are reviewed for discussion. 
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LABORATORY: METHODOLOGY FOR THE STUDY OF MIND 

Introduction 

When one read Vygotsky’s work, it is very important to understand the purpose of 

the empirical part of his study. As Newman and Holzman point out that “Vygotsky 

makes clear that the goal of his own empirical studies was … the development of a more 

fruitful approach to (a new science for) the study …” (Newman & Holzman, 1993, p. 

122). This empirical study of Vygotsky derived from Engels’ point of view on 

approaches to history analysis. According to Vygotsky, Engels uses naturalistic and 

dialectical approaches for discussion. In discussion of Naturalistic approach, Vygotsky 

says, “naturalism in historical analysis … only nature affects human beings and only 

natural conditions determine historical development” (Vygotsky, 1930/1978, p. 60). In 

contrast, the dialectical approach gives more interweaving relationship between nature 

and human “in dialectical approach, while admitting the influence of nature on man, 

asserts that man, in turn, affects nature and creates through his changes in nature new 

natural conditions for his existence”(Vygotsky, 1930/1978, p. 60). Some scholars call this 

phenomena “a ‘person-environment interface’ or the ‘scene’”(Newman & Holzman, 

1993, p. 22). Therefore, the discussions through out Vygotsky’s empirical studies were 

for a new methodology for the study of human mind. (Gredler & Shields, 2007; van der 

Veer, 1997) 
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What exactly is a laboratory?  

A general understanding would be a “place where scientific research and 

development is conducted and analyses performed, in contrast with the field or factory” 

(Encyclopædia Britannica, 2007). By saying scientific research, Cole states about a 

conventional laboratory experiment “is to determine the conditions controlling behavior 

… designed to produce a certain performance under conditions that maximize its 

interpretability” (Cole & Scribner, 1978, pp. 11-12). In deed, Vygotskian such as Cole, 

Hood and McDermott argue that “the laboratory, the most popular site for psychological 

research, is not merely a location or setting, but a methodology” (Newman & Holzman, 

1993, p. 23) Further, Cole thinks that a laboratory is a place for scholars to 

collaboratively discuss ideas and analyze the discourse. (M. Cole, Personal 

Communication, 2007) My understanding of his words would be because data were 

collected (or generated) from the community (around the university), the laboratory 

becomes a physical space for human collaboration. That brings up new question. What 

are the differences between everyday life outside the laboratory and within the 

laboratory? Maybe the differences are not too far apart. According to Newman and 

Holzman, “most naturalistic or observational research conducted in everyday life settings 

outside the university walls is guided as much by the laboratory’s methodological 

assumptions as is research conducted in the laboratory itself” (Newman & Holzman, 

1993, p. 23). In other words, the methodological guidance for both outside and within the 

laboratory is essentially the same, but in the laboratory, some aspects from everyday life 

was “systematically ignored because the methodological assumptions of the laboratory 
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disallow it” (Newman & Holzman, 1993, p. 23). Vygotsky (1930/1978) introduces a term 

“fossilized behavior”, the ending product of a past.  

In psychology, we often meet with processes that have already died away, that is, 

processes that have gone through a very long stage of historical development and 

have become fossilized. These fossilized forms of behavior are most easily found 

in the so-called automated or mechanized psychological processes which, owning 

to their ancient origins … have lost their original appearance, and … tells us 

nothing whatsoever about their internal nature. (p. 63) 

Because those developmental processes are in the events of history and cannot be 

detected in life for researchers, it is very difficult for researchers to analyze 

psychologically. Vygotsky further extent that the fossilized behavior lost its origin of 

phenotypical appearance and the current appearance has nothing to do with the original 

one. Therefore, Vygotsky says, “In short, we need to understand its origin … this is the 

aim of dynamic analysis.” (Vygotsky, 1930/1978, p.64) 
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Stimulus in a laboratory 

The ordinary stimulus-response experiment method provides a efficient way to 

observe and record a response from participants; however it does not give valid 

information because of two major arguments. The first one is the real stimuli becomes the 

participants’ own interest to answer correctly, but not the original instrument the 

researcher uses. The second is about the ‘dialectical leap’, the qualitative transformation 

for both stimulus and response. (Gredler & Shields, 2007, p. 35) 

The ordinary stimulus-response method in laboratories has trouble with the 

original designed stimulus in the experiment. The stimulus transforms itself from the 

instrument to the participants’ own interest to answer correctly. According to Vygotsky,  

“it proves useless when our objective to discover the means and methods that subjects use 

to organize their own behavior” (Vygotsky, 1930/1978, p. 74). It is not appropriate to 

only apply stimulus-response method to all kinds of problems. Vygotsky states: 

Applying a universal, all-encompassing pattern to all degrees in development of 

behavior may only lead to establish a purely quantitative range, a complexity and 

increase in stimuli and responses in man in comparison with animals, but it cannot 

detect a new quality in human behavior. (Vygotsky & Rieber, 1987a, pp. 38-39) 

 

In Vygotsky’s point of view, a new method to be used is called ‘the functional 

method of double stimulation’, “ … we do not limit … of offering the subject simple 

stimuli … we simultaneously offer a second series of stimuli” (Vygotsky, 1930/1978, p. 

74). He goes on to explicit that “we are able to study the process of accomplishing a task 
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by the aid of specific auxiliary means; thus we are also able to discover the inner 

structure and development of the higher psychological processes” (p. 74). 

 

When generating data from the field by observation, for example, only external 

responses can be picked up by my organ sensors. In order to find the internal structure of 

the psychological processes of meaning making, other methods were used. The internal 

psychological processes were detected by the “varying unstructured” interviews 

discussed in the methodology chapter using questions as another set of stimuli. The 

purpose is not to change the internal psychological processes, but to have symbolic 

communication by using signs. Both verbal and non-verbal signs are tools to support, 

signify, and objectify their inner psychological process to external means that can be 

generated as data for this study. This approach is based on Vygotsky’s idea of “the 

functional method of double stimulation” (Vygotsky, 1930/1978, p.74) to study the inner 

psychological processes. This could be similar to the triangulation method in a qualitative 

research for validity, as it provides different sources on one subject (participant). But in 

my opinion, the double stimulation is more a bi-conditioning process to the historical 

unity of external and internal of the meaning to the participants. 
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Tools and result 

For Vygotsky, tools and result are the unity of the methodology by itself. A 

simple stimulus can be a tool for detecting an external appearance; however, that 

appearance is hardly the result we may want from the experiment because its fossilized 

nature makes the internal psychological function and structure hard to be studied. The 

double stimulation can be a useful tool for a study as mentioned in the previous section. 

If we recall the dialectical nature of a stimulus-response phenomenon or a ‘dialectical 

leap’, the ordinary stimulus-response by itself cannot fulfill the external environment 

change that changes inner psychological functions. In other words, while the quantitative 

appearance may not change significantly, the qualitative relationship between stimulus 

and response is changed. As Vygotsky (1987) mentions,  

Within the general relationship stimulus-response (stimulus-reflex), proposed by 

natural scientific methods in psychology, the instrumental method distinguishes a 

twofold relation between behavior and an external phenomenon. An external 

phenomenon (a stimulus) in one case can play the role of the object toward which 

the act of behavior is directed (p. 86). 

Vygotsky (1987) also gives an example on experimental research between the naturalistic 

point of view on twin and a dialectic one: 

Experimental research on twins is one of the contemporary methods used to 

distinguish between hereditary attributes and those attributes conditioned by the 

social environment … development takes place in an identical environment … 

determine to what degree the psychological functions of both sets are similar … 

functions depend very little on heredity and, consequently, depend on certain 
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circumstances, on their social milieu … These functions turn out to be more 

conditioned by hereditary factors than is true of the higher psychological 

functions. (p. 135) 

The hereditary stimulus has a direct function on to the twins, but societal stimulus acts as 

a simultaneous second stimuli to the twins; therefore, the higher psychological functions 

is able to be detected and the process of development can be studied. (Vygotsky, 

1930/1978, p. 61) 

Then, one can say that the tool (or in this case, the stimuli) asserted to the 

participants in an experimental design brings some reaction from the participants even if 

there is no anticipated reaction. While the stimuli asserted, participants change their 

internal psychological structure and function accordingly that may or may not appear on 

the external behavior. It is very important not to just observe and record the respond 

quantitatively. Just as a survey may only reflects how participants think about their 

thinking, but not the thinking itself (Gredler & Shields, 2007),  The transformation of 

their psychological function is needed to be studied by using a second stimuli that in 

contrast to the first stimuli to reflect on the changing process. 

To sum up, the result from stimulus has two folds and each fold has to be 

redesigned to their own function. In other words, the result is in turn, becomes the tool of 

stimuli as the stimuli becomes the result. Or one can say that tools and result cannot be 

separated to different parts of a study. The empirical study in a laboratory should not and 

cannot only see the immediate responses as the result, but the result as a new dialectical 

development to the new transformation of the new psychological structure. 
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Laboratory as a methodology 

What we have been discussed is very crucial to a laboratory as a guidance 

methodology to practical experiments. Experiments by themselves, then change the 

environment of a laboratory in terms of physical space, and become new approaches to 

the laboratory in its theoretical foundation; therefore, laboratory and methodology have 

dialectical relationship between them. Just as tool-result, stimulus-response, and 

laboratory in itself, a more adequate way or new science (Vygotsky, 1930/1978, pp. 72-

75) of conducting research is formed. Just as Vygotsky (1987b) concluded that: 

We believe the functional methodology of double stimulation to be most suitable 

for our task. Wishing to study the internal structure of higher mental processes, 

we usually do not limit ourselves to presenting the subject with simple stimuli … 

we simultaneously present the subject another series of stimuli that play a special 

role … in this way … the whole psychological structure of the act becomes 

accessible to us. (p. 59) 

In short, this paper is not intended to be a full-blown paper for the development of 

a research laboratory. What I want to accomplish here is a starting point of a front for a 

new methodology for the study of human mind. 

 

2008 HICE Proceedings 
Page 1542



Reference 

Cole, M., & Scribner, S. (1978). Introduction. In V. J.-S. Michael Cole, Sylvia Scribner, 

Ellen Souberman (Ed.), Mind in society: the development of higher psychological 

processes. London, England: Harvard University Press. 

Encyclopædia Britannica. (2007). Laboratory [Electronic Version]. Encyclopædia 

Britannica Online. Retrieved October 20, 2007 from 

http://www.britannica.com/eb/article-9369557. 

Gredler, M. E., & Shields, C. C. (2007). Vygotsky's Legacy: A Foundation for Research 

and Practice: Guilford Press. New York, NY. 

Newman, F., & Holzman, L. (1993). Lev Vygotsky : revolutionary scientist. London ; 

New York: Routledge. 

van der Veer, R. (1997). Some major themes in Vygotsky's theoretical work: An 

introduction (R. e. V. D. Veer, Trans.). In R. W. Rieber & J. Wollock (Eds.), The 

collected works of L. S. Vygotsky: Volume 3:  Problems of the theory and history 

of psychology (Vol. 3, pp. 1-7). New York: Plenum Press. 

Vygotsky, L. S. (1930/1978). Mind in society: the development of higher psychological 

processes. London, England: Harvard University Press. 

Vygotsky, L. S., & Rieber, R. W. (Eds.). (1987a). Volume 4:  The history of the 

development of higher mental functions (Vol. 4). New York: Plenum Press. 

Vygotsky, L. S., & Rieber, R. W. (Eds.). (1987b). Volume 6:  Scientific Legacy (Vol. 6). 

New York: Plenum Press. 

Vygotsky, L. S., Rieber, R. W., & Carton, A. S. (Eds.). (1987). Volume 2: The 

fundamentals of defectology (Vol. 2). New York: Plenum Press. 

2008 HICE Proceedings 
Page 1543



Vygotsky, L. S., Rieber, R. W., & Wollock, J. (Eds.). (1987). Volume 3:  Problems of the 

theory and history of psychology (Vol. 3). New York: Plenum Press. 

 

 

2008 HICE Proceedings 
Page 1544



1. Title of the submission. 

 
NEW MEDIA EDUCATION: THE UNITY OF LEARNING AND DEVELOPMENT 

 

2. Name(s) of the author(s), 

 

Hsu, Cheng 

 

3. Affiliation(s) of the author(s), 

 

National Chung Cheng University, Taiwan, R.O.C. 

 

4. Address(es) of the author(s), 

 

168 University Road, 

Ming-Hsiung, Chia-Yi 

621 Taiwan, R.O.C. 

 

5. E-mail address(es) of the author(s), and 

 

telch@ccu.edu.tw 

hcpeter@yahoo.com 

 

6. Abstract and/or full paper. 

Abstract 

 
As the US congress passed the law on February 1, 2006 to end analog 

television broadcasting on February 17, 2009, all digital television is coming to reality 

in the US. While broadcasting technology is moving rapidly, how the college 

education on mass communication could assists students to form concept and develop 

production skills is very critical. This article discussed the interweaving relationship 

between students’ as well as instructors’ learning and development. A new curriculum 

with different method is needed as the methodological scene is changing in time and 

space. In this article, theories and thoughts from Vygotsky is used as a guidance 

framework to exam student’s learning and development. This article also argued 

consumer-provider, result-method in the unity of learning and development.  
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NEW MEDIA EDUCATION: THE UNITY OF LEARNING AND 

DEVELOPMENT 

Introduction 

It is often interesting when we talk about technology; we generally divide 

them into hi-tech and low-tech.(Jonassen & Association for Educational 

Communications and Technology., 2004; Sussman, 2004)  This categorization could 

be toward technological devices instead of way of thinking or culture beings. (Apple, 

1991; Bruce, 1999) In this essay, we are trying to make a note to describe technology 

as “tool-mediated social practices.” (Cole & Derry, 2004) This thought is derived 

from Vygotsky’s thoughts on artifacts, the foundation blocks of technology that is 

based on Russian cultural-historical tradition of artifact-mediated relations. (Cole & 

Derry, 2004; Kozulin, 1996; Vygotsky, 1930/1978) In practice, we will discuss an on 

going project in relation to the use of radio into distance, life long education in one of 

the southern universities in Taiwan, R.O.C. This project is being established in 

coherence to Vygotsky’s Cultural-Historical approach of the meaning of technology. 

In addition to the theoretical and ideal discussions, we will also provide detailed 

psychical, material aspects of this activity.  
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Concept formation on radio construction 

In this chapter, we will provide some useful information on what is radio and 

how the concept of radio is constructed among students’ conscious minds. We will 

first discuss general history of radio and its relationship with distance education, and 

it will be followed by the ideal as well as material side of the radio construction 

activity 

General history of radio and its relationship with distance education 

It took a while for radio communication technology to be developed since 

1860 until the first broadcasted radio programming from KDKA in Pittsburg in the 

United States in 1920. For fifteen years until the technology spread worldwide, radio 

became the mean of delivery technology for distance education. . (Yuzer & 

Kurubacak, 2005) The term “radio” in Chinese in Taiwan has a meaning of 

broadcasting. In the United States and United Kingdoms, broadcasting cooperation 

such as ABC, CBS, NBC, and BBC can operate both voice and video. In contrary, 

radio broadcasting in Taiwan can only operate in voice by law. (News admin, 2005) 

In order to establish a student FM or AM radio station in universities in 

Taiwan, there are administrative procedures as well as technological requirements. 

Here are some general ideas for the procedure: 

1. The common agreement within a university: the station has to be written in 

to the university’s organizational policy in order to establish itself. For 

example, if the department of radio and television is the initiative party, it 

has to be discussed within the department, then goes to the school and the 

university committee. 
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2. Agreement from the Education Administration: once the radio station is 

established into the university’s policy, it has to be sent to the government 

for approval. 

3. Agreement from the Administration for Transportation, department of 

telecommunication: there will be some technological evaluation on 

transmitter requirements.  

(Personal communication with Education Administration, Administration for 

Transportation, Department of telecommunication, August 2006) 

The hardest part of the whole procedure is actually within the university. The 

common understanding often times is very hard to reach among different schools and 

departments; therefore, it takes a long time. (Personal communication with Dr. Lou & 

Dr. Li, September 2006) 

In this southern university in Taiwan, a physical FM or AM radio station 

becomes unrealistic goal in short-term. If we consider FM-AM transmitting 

technology as older technology, the Internet becomes a possibility for student to 

broadcast their radio programming production. Broadcast through Internet displaced 

physical radio broadcast at this time in this place for now. 

The ideal of radio production According to Cole, artifacts are the foundation 

blocks of technology. (Cole & Derry, 2004) He thinks that technologies are “forms of 

tool-mediated social practices.” (Cole & Derry, 2004, p.2) The nature of artifacts 

according to Cole has two faces, the ideal (conceptual) and material. Both faces 

simultaneously exist, but not separate entities. Artifacts are material because human’s 

working on material creates them in order to develop a goal-directed Human behavior 

or action. Artifacts are also ideal because the ideal that is represented in material form 

is shaped and manipulated to satisfy human’s purpose that is driving the human goals. 
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The material forms of ideal are in their places because they have been through human 

goal-directed behavior or action before; therefore, they continue to exist and support 

the human behavior or action. (Cole & Derry, 2004) 

 Even if the radio station in this southern Taiwan university has been forced to 

use internet as a way to broadcast their programming, the ideal side way of 

programming production in fact has no big difference.  

The material of radio production 

The radio station of this southern university in Taiwan has been developed by 

using recent digital technologies. The main production relies on Apple Computer’s 

Mac OS X Server. Services used are QuickTime Streaming Server, Web Server with 

Weblog and Podcasting services, AFP file transfer protocol for easy file transfer 

between stations. The whole production activities are described as follows: 

1. Recording/Live audio playing station: This station uses an Apple 

Macintosh iMac G5 with a 20-inch display. Along with two 

microphones and a stand-alone CD player, program hosts and news 

anchors can have their program pre-recorded or live broadcasted. 

Software used are iTunes, SoundByte, and MegaSeg. Apple’s 

iTunes is a very useful music database management software. 

Playlists can also be created for timed programs. SoundByte is a 

program that news anchors can playback jingles and news stories. 

MegaSeg is the main program for DJ automation. The multi-deck 

operation can be easily used for live radio programming. 

2. The Broadcaster: Another station is called broadcaster which is 

running Apple’s QuickTime Broadcaster software. The main 

purpose is to compress analog audio information from the mixing 
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console or music playback to digital. The digital audio is using MP4 

audio with AAC codec, which provides better audio quality and 

efficiency ratio. 

3. The Server: An Apple’s iMac G3 running Mac OS X Server is used. 

After the audio information is compressed, it will be relayed to the 

QuickTime Streaming Server or QTSS. QTSS will then prepare for 

live broadcasting. Because this university has a very wide intra-

university bandwidth (1G), there is virtually no limitation for 

connection within the university. For external connections, 

according to the menu, more than two thousand can be connected 

depends on the capability of the server hardware. 

There are some aspects of listening to the radio programming. 

1. Live broadcasting: audiences can connect to the QTSS and listen to 

live programs. The program can be in real live or prerecorded live 

format. Programs are broadcasted according to a pre-defined 

schedule. An embedded QuickTime add-in for web-browsers allows 

users to listen to live programs within the web-browser window. 

Audiences can also download a playback file that is playable by 

using QuickTime Player, iTunes, RealPlayer, and other clients that 

support mp4 AAC codec. 

2. Asynchronized broadcasting: Or time-shifting broadcasting. The 

station can post its programs to its website so audiences can listen to 

them. Although audiences may not be able to download each 

individual programs because of the streaming nature, they still can 

use Podcasting technology to “subscribe” programs. By using 
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Podcasting clients such as Apple’s iTunes or Podcaster, audiences 

can subscribe to each programs and download them whenever there 

is a new episode without going to the station’s website. 

3. Weblog: Program hosts can prepare their own Weblog spaces for 

audiences interaction. 
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Knowledge Construction 

If we say radio broadcasting is a tool for knowledge construction, students 

who are participating into the production has their minds in radio. As radio in Taiwan 

is regulated in audio only operation by law, there are still a lot of possibility that is not 

seen on the final product of radio program production. Those unseen activities 

contribute to the final product but missing from general perception and public concept 

of radio; thus, the meaning of radio is audio for some and activity for others 

especially those who produced those programs. That is the meaning of this study. 

The application for the whole Internet radio production can be very useful for 

distance, lifelong education. Since it is an on going project, the activity of the 

university culture or students’ symbolic activities of radio production can be shifting 

from time to time. We are indeed very exciting to record and observe the 

transformation in its culture and history. 
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Though anthropologists and environmentalists have not gone so far as to identify musical 
aspects in the larger concept of sustainability, it has nevertheless been suggested that the notion 
of sustainability may ultimately involve cultural elements. In “Measuring up to Sustainability,” 
Alan Fricker (2006, p.191) describes how the concept of sustainability has “permeated most 
spheres of life, not solely because it is a political requirement but because it clearly resonates 
with something deep within us.” In response to the recent work of musicologists Jeff Todd Titon 
and Charles Keil, as well as an increased interest in the role of community music in music 
education, I explore the application of a theorized ‘sustainable music’ in curriculum 
development and educational philosophy. As Titon (2006) suggests, in the spirit of environmental 
sustainability, we should “favour community partnerships encouraging collaborative […] 
amateur, face-to-face music-making without mediation or display.” Based on recent research on 
the song circle tradition in Toronto, Canada, I advocate for the social, personal, community, and 
political benefits of a community/traditional-based approach to music education. Expanding on 
my research, I extend the discourse of sustainability to larger issues of social, political, and 
personal growth and to advocate for the consideration of musical phenomena such as the song 
circle to be considered exemplary of a “more effective and participatory democracy” (Fricker, 
p.200) which could be modeled and fostered in music education.1 Advocating for its wider 
application in music education today, I consider possible educational avenues for sustainable 
music-making, music-teaching and musicological inquiry. 
 
 
 Several years ago in Vancouver, British Columbia, I worked as Music Tutorials 

Coordinator for the University of British Columbia’s Learning Exchange program, whose 

mandate was to offer free music education to inner-city adults in the Vancouver downtown 

                                                 
1 Ibid. 
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eastside. The mostly immigrant students from this low-income neighborhood were presented 

with free concert tickets to what were mostly classical music concerts around the city, as well as 

for the access to weekly tutorial classes which included instruction on “classical” music 

listening, “classical” music history, theory, and basic note-reading and piano lessons— a 

curriculum which I designed, and which I have since realized was fraught with issues of a rather 

grave nature…  

 Ironically, although rigorous historical, theoretical and practical training in the Western 

Art Music tradition has formed my own musical background, I now recognize that this model of 

music education—which continues to be perpetuated—is problematic in two major ways. To 

begin with, it advocates for an alarmingly narrow concept of ‘music’, only reaffirming the 

hegemonic status of the Western Art Music tradition, which is particularly problematic in our 

multicultural society of North America. Secondly, it advocates for a relationship with music 

which is based mostly on listening, which I will argue are most often not participatory in nature 

and therefore less valuable to music education than we might think. These issues raise the 

question of whether our educational curricula and educational aesthetic equip us for daily, 

meaningful interactions with music- do they properly prepare us for the realities of the musical 

world we inhabit? What about a musical world which we would choose to inhabit? If we were to 

align music, as I believe we should, with greater socio-political concerns in the broader interests 

of sustainability, how might we define a sustainable music? 

Musical Sustainability 

 The issues raised here are timely, and I was reminded again of their value a year ago, 

when I heard Brown University ethnomusicologist Jeff Todd Titon speak at the annual meeting 

of the International Society for Ethnomusicology. Titon shared his recent theory on the concept 
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of a sustainable music, something which has literally haunted my work with music ever since, 

admittedly mostly because it questions the relevance of an aesthetic approach to musical objects 

and practices—upon which a large part of my admittedly European art music-centered research 

is based. According to Titon,   

Sustainability has become important as a cross-disciplinary concept and practice: 
agriculture, housing, economies, communities. […]...musical cultures appear sustainable 
when in a dynamic equilibrium that allows both diversity and choice, one that celebrates 
music’s deeply affecting power without regard to its extra-musical usefulness or cash 
value, and one that values long-term renewability over short-term production. […] What 
would a sustainable music look like?2 
  

He discusses the various ways in which we engage with music in our culture, and suggests that 

rather than “encouraging musical diversity by embracing economies through commodified 

products, [that we should instead favour] community partnerships encouraging collaborative, 

small-scale, amateur, face-to-face music-making without mediation or display.”3 The connection 

of such small-scale, amateur community music-making and the concept of sustainability is the 

topic of my discussion here, in particular in its application to recent scholarship on community 

music. 

Community Music: The Song Circle Phenomenon as Case Study 

 Despite the remarkable prevalence of a variety of informal, “hidden” musical happenings 

in our communities, the fields of musicology and ethnomusicology have given little to no 

attention to them. However, in recent years, the notion of community music has slowly become 

popular in the discourse of music education, likely because of its social relevance and because of 

its relationship with theories and models of lifelong learning.4  This concern for a wider 

                                                 
2 Jeff Todd Titon, “Theorizing Sustainable Music.” Abstract from paper presented at the annual international 
meeting for the Society for Ethnomusicology, Honolulu Hawai’i, November 15-19, 2006. 
3 Ibid. 
4 Important developments include the establishment of The International Journal of Community Music, as well as 
several community music programs such as the Laurier Centre for Music in the Community at Wilfred Laurier 
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applicability of music has fostered discussions about the relevance of music programs and music 

curricula within educational institutions, as well as the importance of musical opportunities 

outside of the institution. The examination of music from the perspective of sustainability carries 

rather lofty and inconvenient truths for the fields of both music education and musicology; truths 

which I hope will foster discussion and contemplation as we face them today and, in turn, lead to 

a reevaluation of the musical reality for which we are preparing our students. 

 I turn now to a case study, based on research which I undertook last year in Toronto, 

Canada, involving a variety of urban community song circles—the results of which formed the 

basis of my Masters thesis on the topic of music and sustainability. The song circle, a derivative 

of the American House Concert, Irish song sessiun and of Scottish and British singing groups, is 

comprised of a group of people who gather in a home or community centre to sing songs 

together on a weekly, biweekly or monthly basis. There are literally thousands of official song 

circles in North America, which, while ranging in geographic location, size, level of formality 

and musical style, nevertheless share the primary goal of gathering on a regular basis to sing 

traditional and folk songs, improvise harmonies, and actively create community by way of a 

common love for music. The number of people who have been involved throughout the years 

with the Toronto Friday Night Song Circle, for example, is a staggering 3000 (approximately). If 

we multiply this number by the number of song circles in Canada, the phenomenon is something 

which touches tens of thousands. As I’ve mentioned, the phenomenon has managed to evade the 

awareness of ethnomusicologists and music educators for decades. Its prominence and 

significance, however, in the lives of thousands in Ontario alone has motivated me to consider it 

in terms of a greater, growing concern for an ‘applied’ ethno/musicology, one which is 

                                                                                                                                                             
University in London, Ontario. Authors such as David Elliott, Keri Veblen, Kay Kaufman Shelemay, and 
Constantijn Koopman have researched and written on this phenomenon extensively. 
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concerned with imagining ways in which both music, musicology and music education might 

become relevant and meaningful in the here and now.   

 Although it may seem a stretch to connect the disparate realms of musicology and 

environmental anthropology, I do so here in response to a need for music scholars and educators 

to become involved in larger global concerns if we truly believe in the ability of music to 

contribute significantly to our social lives. Though anthropologists have not gone so far as to 

identify musical aspects of the larger concept of sustainability, it has nevertheless been suggested 

that the notion of sustainability may ultimately involve cultural elements. In “Measuring up to 

Sustainability,” Alan Fricker describes how the concept of sustainability has “permeated most 

spheres of life, not solely because it is a political requirement but because it clearly resonates 

with something deep within us.”5 In The Environment in Anthropology, contributors speak of 

sustainability in abstract ways, speaking of the ineffable nature of sustainability in terms of “the 

intangible quality of life issue”6 and its connection to the “quality and other intangible non-

physical aspects of life.”7 Though I could argue for the sustainability of music itself, I believe 

that in the case of the song circle, the sustainable element is not merely the music, but rather the 

active creation of it; the regular, ongoing effort invested in its continuation by a group of people 

who act for the benefit of a collective good rather than for the individual. In my consideration of 

the song circle in anthropological terms, I will therefore answer to the challenge of extending the 

discourse of sustainability “to the community at large, to local communities, to open debate of 

the big issues ahead of us” and to advocate for the consideration of musical phenomena such as 

the song circle to be considered as one element of a “more effective and participatory 

                                                 
5 Ibid 191. 
6 Ibid.  
7 Ibid 200. 
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democracy.”8   

The Praxial Educational Model and Sustainability 

 If a participatory reality is the ideal, we would be wise to prepare the way with similarly-

devised programs of study for our students and an educational aesthetic which reflects the 

participatory and process-based nature of community music-making. David Elliott, professor of 

Music Education at NYU, has argued strongly for the adoption of praxial models of music 

education as opposed to aesthetic models. In the eighth chapter of his book entitled ‘Praxial 

Music Education’, Elliott states that,  

 The praxial music curriculum is deliberately organized to engage learners in musical 
 actions, transactions and interactions with close approximations of real music-cultures. 
 The praxial curriculum immerses students in music-making projects that require them to 
 draw upon the standards, traditions, lore, landmark achievements, “languages” and 
 creative strategies of which their projects are a part.9  
 
Elliott’s theory, based in practice-related educational goals, provides the foundational skills 

required to participate in sustainable musical activities such as community song circles. The 

characteristic music appreciation, music history and music theory courses, though useful to those 

wishing to study Western Art Music, nevertheless reinforce cultural biases and colonial 

narratives.10 The divide that music education itself has created between the practical and the 

theoretical has been detrimental to the ability of our students to engage musically in their 

communities as is done throughout the world in other musical traditions. The importance of 

process in community music (as opposed to product in art music) is a musical aspect which is 

central to our very definition of music in the praxial sense.  

                                                 
8 Ibid. 
9 David J. Elliott. Music Matters: A New Philosophy of Music Education. New York: Oxford University Press, 1995, 
266. 
10 Kari Veblen and B. Olssen. Community Music: Towards an International Perspective. In Richard Colwell and 
Carol Richardson, eds., The new handbook of research on music teaching and learning. New York: Oxford 
University Press, 2002.  
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 In light of the above, I posit the song circle phenomenon to be exemplary of something 

which offers more than a mere glimmer of hope to those still optimistic about participatory 

genres or ‘applied’ musicologies. Participatory music’s success also signals a need for music 

educators to take note and think in an applied way and with the larger community in mind. 

Charles Keil observes that “artists [as well as musicologists and music educators!] who are 

looking and listening for ways out of art for art’s sake and struggling to find communitas and a 

reintegration of the arts seem to be gravitating towards performance, improvisation, play, 

ritualizing experience, and reclaiming the oldest traditions for antidotes to contemporary 

alienation. We should join them [emphasis mine].”11 Acknowledging the alienating gulf between 

the work of most music teachers and the actual musical reality which exists outside of the school 

or music faculty’s doors, I identify Keil’s elements of play, performance, along with ritual and 

improvisation as part of the song circle tradition. I therefore posit it as an example of what Titon 

coined ‘sustainable music,’ and propose that musicologists, music educators and arts 

administrators would be wise to begin envisioning similar ways in which we might re-imagine a 

cultural and musical sustainability. 

Bowling and Singing Alone: The Praxial Model’s Solution 

 Building on Keil’s connection between participatory music as an antidote to 

contemporary alienation, let us examine the song circle’s ability to creatively evolve in 

opposition to the marked decline in community which has been occurring in North America 

since the 1940s. The widely-acknowledged rise in urbanization and an associated decline in our 

individual investment in social capital have been heralded in Maurice Stein’s The Eclipse of 

                                                 
11 Charles Keil. “Applied Sociomusicology and Performance Studies.” Ethnomusicology 42/2 (Spring-Summer 
1998) 308. 
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Community12 which signals the decrease of local autonomy resulting from urbanization, 

industrialization and bureaucratization; and also in the more recent Bowling Alone13 by American 

sociologist Robert Putnam. The essential thesis of Putnam’s book is that people are becoming 

significantly less and less social as time goes on, which, if we do indeed value traditional 

community, is a concern on political, social and personal levels. In my theoretical understanding 

of sustainability, which is necessarily holistic in nature, traditional community is desirable given 

that it enhances human performance in other areas and significantly improves our quality of life. 

In relation to Putnam’s observations, therefore, we can view the song circle phenomenon as a 

refutation of his claims, and an ideal representation of sustainable music. Though music is not a 

major focus of Putnam’s study, he does acknowledge near the end of the book, that our ‘doing’ 

of culture is drastically declining in favour of our consuming it.14 The theories of community 

sociology and sustainability are built on the idea that music-making (in this case) has the 

potential to create social capital. Social capital allows citizens to resolve collective problems 

more easily and, when we trust people, business and everyday social interactions are less costly. 

Further, increased levels of social capital will increase education and children’s welfare, produce 

safe and productive neighbourhoods, economic prosperity, health and happiness, and democracy. 

The very mention of music’s decline in Putnam’s study is evidence of sociologists’ concern 

regarding ways in which (the lack of) musical participation may be contributing to, or at least 

representative of, this trend. Musicologically-speaking, though controversial and problematical 

on a variety of fronts, this translates to a distinction which eventually needs to be made between 

the acts of listening and participating. Putnam recognizes this, stating “We certainly have not lost 

                                                 
12 Maurice Stein, The Eclipse of Community: An Interpretation of American Studies. Princeton: Princeton U. Press 
1960.  
13 Bruce Putnam, Bowling Alone: The Collapse and Revival of American Community (Toronto: Simon & Schuster 
Paperbacks, 2000). 
14 Ibid 114. 
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our taste for listening to music; any more than for watching sports, but fewer and fewer of us 

actually play together.”15 Interestingly, the distinction between listening and participating is alive 

in the praxial-aesthetic debates of music educators as well. Belgian music educator Constantijn 

Koopman opposes David Elliott’s claim for a participatory model of listening, as he describes 

the importance of community music-making over listening to music. According to Koopman, 

community music-making 

 has the advantage of stimulating people to engage in active music-making. This is 
 important, because musical consumption through listening has become the dominant way 
 of relating to music nowadays. During the course of history, an ongoing process of 
 specialization and professionalizing has pushed music-making as a shared social practice 
 to the margins. At present, music has primarily become something we are being exposed 
 to rather than something we actively do.16  
 
Although I believe there to be significant benefits to listening to music as a way to create 

personal meaning in connection with music, I also believe that the community nature of music-

making in groups such as the song circle are what qualify these activities as sustainable and 

therefore potentially more valuable in educational curricula. 

Musical Considerations 

 The evaluation and consideration of a community music experience must be approached 

differently than current, traditional ideas about ‘music’, ‘performance’, ‘collaboration’, and 

‘skill’ will allow. Musically, the structure and practice of the song circle supports its larger 

political and social goals. Musical observations must therefore be considered in the context of a 

larger artistic and sociological practice, and therefore cannot be evaluated in traditional ways. 

For example, to regard the musical ‘event’ which is the song circle as a ‘performance’ in its 

traditional guise is inappropriate. Rather than individual performances, the singing is regarded as 

                                                 
15 Ibid 115. 
16 Constantijn Koopman. “Community Music as Music Education: on the educational potential of community music. 
” International Journal of Music Education. Volume 25, 154. 
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a group activity; the term ‘leading a song’ is used to describe the individual’s task while singing 

upon their turn. Singers are therefore regarded as conduits through which the group as a whole is 

able to experience a song. This is exemplary of the reciprocal and organic nature of this music-

making tradition. Singers become renowned for singing specific songs (often considered ‘their’ 

songs), and are then asked in subsequent song circles to sing these songs again. Each member of 

the group is therefore considered as a member of the collective who, while not congratulated 

upon his or her individual musical contribution, is nevertheless remembered, and celebrated each 

time someone requests a song of them. 

 Several scholars have criticized the anti-educational aesthetic of the song circle, given 

that a true teacher-student model is lacking. As I have learned through my experiences with song 

circles, however, there is in fact a great deal of continued learning which takes place, but it is of 

a more informal nature than that to which we are all accustomed. In my experiences as a 

participant, in regards to musical skill level and reinforcement, more advanced singers responded 

with verbal reinforcement such as “thank you for bringing that song;” or with positive physical 

cues such as a smile or a nod. Even poor performances are given due respect and encouragement. 

Having observed the various ways in which songs were received, I naturally began to wonder 

what specifically constituted a good musical contribution (performance-oriented or otherwise) 

within this tradition. When asked “How is skill level evaluated?” most responses indicated that 

skill level was certainly not something which members were conscious of evaluating; some even 

indicated that they were “not sure;” (perhaps my question was too stiflingly academic in 

nature…). The ‘musical event’ of the song circle, then, appears to be about something more than 

just music—it is about the very act of creation in community that defines this musical genre and 

social practice. There is no emphasis on a finished product in a formal performance. The 
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participatory nature of the song circle is part of what Jeff Todd Titon prophesied at the SEM 

Conference, and which is the essence of the tradition’s sustainability. The song circle tradition, 

therefore, promotes a form of cultural sustainability since it is a music which relies upon 

community-building goals rather than musical ones, and on the concerns for the improvement of 

the larger community rather than those of the individual. Furthermore, the evaluation process is 

modified to such a degree as to make the gathering non-threatening and therefore more widely 

accessible, exemplary of educational lifelong learning models. 

Advocating for a more inclusive concept of Community Music 

 Traditional music education currently does little to foster the skills necessary to bring 

music to the center of every individual’s life regardless of background, repertoire interest or skill 

level. To take this idea a step further, the current literature even on community music in 

education is based on a concept of community music which involves established music education 

programs or groups which, although outside of the typical classroom setting, are yet more 

structured and evaluative than those which I advocate for. In an editorial note in the International 

Journal of Music Education (2002), Letts describes community music programs as those which 

“unconstrained by educational bureaucracy, have found solutions that fit the needs of particular 

communities.”17 Keri Veblen lists groups such as bands, choirs, orchestras, private music 

lessons, jazz ensembles and community schools as those which she considers as belonging to this 

phenomenon. She identifies several basic characteristics of community music, which include: 

1. Emphasis on a variety and diversity of musics that reflect and enrich the cultural life of a 
community and its participants; 

2. Active participation in music-making of all kinds (performing, improvising and creating); 
3. Development of active musical knowledge (including verbal musical knowledge where 

appropriate); and  
4. Commitment to lifelong musical learning and access for all members of the community- 

which includes an awareness of the need to include disadvantaged and disenfranchised 
                                                 
17 R. Letts. Editorial. The International Journal of Music Education 35:1, 2002. 
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individuals.18 
 

While the community music of which I speak does indeed align itself with the above tenets, it 

refutes others in Veblen’s list such as the emphasis on multiple learner/teacher relationships and 

processes; the “ongoing commitment to accountability through regular […] assessment and 

evaluation procedures”19 as well as the focus on programs within traditional, established 

institutions or frameworks. I will also have to disagree with David Elliott’s inclusion of active 

listening as a mode of musical participation within the contexts which have sustainable potential 

in community music-making (with an emphasis on the making!). Although I agree that listening 

practices are indeed sustainable in the most theoretical sense, I believe that the social aspect to 

participatory musicking is one of its most important, and, in fact, sustainable elements. Rather, as 

Jeff Todd Titon has expressed (which is without exception demonstrated in the song circle 

tradition in North America, as I have shown), we should rather focus on “community 

partnerships encouraging collaborative, small-scale, amateur, face-to-face music-making without 

mediation or display.”20 The ramifications for this type of practice for music educators- the 

inconvenient truth as it were- is that much music learning occurs outside the classroom. As Keri 

Veblen notes, “the diversity and complexity of music making and music teaching in every 

human society suggests that these robust activities are significant and deserve more serious 

consideration by all music educators.”21 I therefore advocate for the following: 

1. A recognition of these practices and as not only valid but sustainably preferable musical 
outlets in our communities; 

2. A curriculum which prepares students for the realities of these situations – including 
improvisation skills, a move away from notated music (such as ear-training skills fostered 
in the Suzuki program, for example) and which fosters the re-creation of these groups in a 

                                                 
18 Keri Veblen. “Community Music and Praxialism: Narratives and Reflections” in David Elliott, ed. Praxial Music 
Education- Reflections and Dialogues. London: Oxford University Press, 2004, 311. 
19 Ibid.  
20 Jeff Todd Titon, 2006. 
21 Veblen, 2004, 309. 
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variety of settings; and: 
3. A continued and goal-oriented questioning of the Western Art Music canon’s position at 

the centre of the music education curriculum in North America. This requires a 
problematizing of the high-low dichotomous value system which has been established in 
the discipline of music, and a resistance to the hegemony of traditionally high art musics 
in our curricula.  

 
Participatory Musicking in Education 

 People involved in community music groups such as the song circle know these things 

inherently. When asked “What is it about the song circle that brings you back time after time?” I 

received a myriad of responses which point to the monumental significance of this musical 

activity in the lives of song circle members. Perhaps the most telling was, “personally I prefer 

‘live’ music at most levels of competency to dead ‘canned’ music. I prefer doing things rather 

than just sitting back and being entertained.”22 The idea of ‘doing’ tends to resonate with this 

group of people. There is an acknowledgment that the process is more valued than the product, 

something rare in contemporary society and culture, but which gives hope to the future of 

musical innovation in our culture.  

 How do we move forward from here? Within the proposed model of sustainable music 

which I have based on the case study of the song circle in Toronto, Canada, I conceive of the 

music scholar’s role as one which continues to involves a great deal of imagination, but also a 

commitment to the realization of these imaginings. This, potentially, is where music educators 

come in. Charles Keil calls musicology to order when he speaks of the relevance of this type of 

work: 

 Comparing and performing elite high arts won’t make a decisive difference. If we don’t 
 see and meet the urgent need to develop the dancing/musicking/performing capacity in 
 each and every [one of us in our societies], then in the long term we will probably not 
 save the rainforests and their peoples either because an active elite will still be making 
 decisions for a passive, alienated majority a generation from now.23 
                                                 
22 Song Circle Questionnaire. 
23 Keil 306. 
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 I call on music educators to examine ways in which young and old music enthusiasts are 

being prepared to most fully engage in a participatory musical relationship with their 

communities, and ways in which these ‘musicians’ (in the most inclusive sense of the word) can 

ensure their own ongoing musical education throughout their lives. I imagine a variety of 

differently-shaped and defined sustainable communities in North America, and I optimistically 

affirm that musical practices like the song circle which celebrate our commonality and our ability 

to make music for ourselves are essential and, fortunately, sustainable.  
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Abstract 

 
This paper will address the use of authentic assignments as teaching tools in classes 
designed to prepare educational leaders.  For purposes of this paper I will refer to 
authentic assignments in one of two ways.  First are those assignments that are designed 
to create a situation where a student is actually involved in some form of administrative 
task that augments the class they are taking.  They must secure the permission of their 
principal and work under the supervision of the principal or the principal's designee.  
This is similar to an internship situation but is goal specific to the class that they are 
taking.  The second involves assignments that require that the student conducts an 
original research project that involves collecting data from practicing educators in the 
field.  This is generally an assignment that is conducted simultaneously with other 
members of the same class allowing for discussion regarding individual and group 
analysis of data.   
 
This work is not in any way intended to be critical of my profession, colleagues (local or 
global) or an effort to minimize or belittle tradition that has served the academy for so 
long.  As I write this I have no one in mind other than myself; these are assignments that 
have worked well for me.   
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Introduction 
 
This paper attempts to address the use of authentic learning as a crucial aspect of 
programs of educational leadership.  While terms such as authentic assessment seemingly 
have enjoyed some generic popularity among academicians I have not seen much written 
in regard to authentic assignments as teaching tools in classes designed to prepare 
educational leaders.  It seems to me to be a natural extension of pedagogy to subscribe to 
the value of authentic assessment as a means of determining the measure of success for 
students in programs of educational leadership.  And if we do it only stands to reason that 
we need to give our students authentic work to do.   
 
For purposes of this paper I will refer to authentic assignments in one of two ways.  First 
are those assignments that are designed to create a situation where a student is actually 
involved in some form of administrative task that augments the class they are taking.  In 
order to undertake such work they must secure the permission of their principal and work 
under the supervision of the principal or the principal's designee.  This is similar to an 
internship/apprentice situation but is goal specific to the class that they are taking.   
 
The second kind of authentic assignment that I will reference involves assignments that 
augment the course a student is taking by requiring that they conduct an original research 
project.  This most often involves collecting data from practicing educators in the field.  
This is generally an assignment that is conducted simultaneously with other members of 
the same class allowing for discussion regarding individual and group analysis of data.   
 
I acknowledge that the ideas expressed within this paper may well already be practiced 
by many of those that teach educational leadership, perhaps under different names.  To be 
sure I have not always used these types of assignments myself.  However, I have not seen 
authentic assignments used often in my career and I feel that now more than ever the time 
is ripe for considering authentic assignments as a primary teaching tool.  As a student I 
was rarely, if ever charged with this kind of assignment as I worked toward the degree 
that would declare me fit to be a school administrator.  This kind of academic pursuit was 
generally ignored until students reached the dissertation stage of their academic career.   
 
When attempting to tap into the literature regarding authentic assignments, especially 
when original research is/was involved I uncovered very little.  Most work on authentic 
assessment I did uncover was from the public schools in K-12 settings. I admire the fact 
that some teachers are incorporating authentic assignments into their teaching.  This is 
especially true in the era of high stakes testing and mono-dimensional assessment.   
 
This paper will offer my ideas on justification of authentic assignments and argue that 
these kinds of assignments are beneficial and necessary tools in assisting students in 
programs of educational leadership to step from the world of "what if" into the world of 
"it is".  I will offer examples of what I have done as well as ideas that are still percolating 
somewhere within the recesses of my right brain.  Ironically I do not have hardcore data 
to reinforce this self proclaimed best practice methodology.  Furthermore it is unlikely 
that a stringent rubric can be designed to measure the benefits of this kind of assignment.   
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Yet the feedback I get from my students is strong and convincing that they appreciate the 
opportunity to have some direction with their work, and that the work applies to what 
they do as educators.  And yes, I do understand that student feedback on course 
assignments may carry the same degree of validity that a recently ticketed driver's 
feedback carries on the ticketing officer.  But sometimes you just go with what feels 
right, and these kinds of assignments just feel right.   
 
At the end of this paper you will find two appendices.  The first (Appendix A) will be a 
listing of direct cut and pastes from the literature that is intended to give the reader a 
good look at what the experts have written about authentic assessments.  These are all 
direct quotes, including format.  Links to the quotes are provided, but given that these are 
pastes from the Internet no page numbers are provided. The second (Appendix B) is a 
humorous look at authentic assignments.  It is always good to end with a smile.  It seems 
to be the most authentic of all human expressions. 
 

Literature Review 
 
There is a considerable body of research on learning has offers the theory that we cannot 
simply be fed knowledge (Mueller, 2007).  Reality exists, but our knowledge of it always 
remains elusive and uncertain (Hoy and Miskel, 2005).  It follows that different 
individuals often draw different conclusions from the same perceptual experiences 
because they hold different theories that affect their interpretation of events (Hoy and 
Miskel, 2005).  We need to construct our own meaning of the world, using information 
we have gathered and were taught in combination with our own experiences with the 
world (Bransford, Brown & Cocking, 2000; Brown, Collins, & Duguid, 1989; Pellegrino, 
Chudowsky, & Glaser, 2001). Thus, assessments of learning that simply ask students to 
repeat back information they have received is not fair assessment of either the learning or 
the teaching involved in the educational process.  Students should be asked to 
demonstrate that they have accurately constructed meaning about what they have been 
taught.  Furthermore, students must be given an opportunity to engage in the construction 
of meaning. Authentic research projects and tasks not only serve as such assessments, but 
also as vehicles to guide such learning. 
 
There are several ways to incorporate authentic assessment into educational studies.  For 
purposes of this paper two primary means will be considered.  The first is what is more 
traditionally accepted as authentic assessment – assigning actual tasks in which students 
interact in a meaningful way with the real world profession for which they are being 
trained.  The second is assignments that involve the student in actual research projects 
that are beneficial in helping them gain a better working knowledge of educational 
administration.  A guiding principle in this work will be the notion of Griffith (1988) who 
reminds us that ultimately theory and research are only as good as their utility.  
 
Hoy and Miskel illustrate the importance of using authentic assignments in their book 
Educational Administration:  Theory, Research, and Practice (2005).  They tell us:  
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The models, theories and configuration used to describe organizations in this book 
are mere words and pictures on plates, not reality itself.  Actual organizations are 
much more complex than any of these representations; in fact our conceptual 
frameworks are simplifications of organizations that underscore some features 
and neglect others.  Hence, they distort reality.  The problem is that many areas 
we cannot get by without theoretical guidance (implicit, if not explicit theories) 
much as a traveler cannot effectively navigate unknown territory without a map  
(p 4). 
 

Hoy and Miskel point to the work of Jean Piaget in their belief that knowledge is not 
simply a copy of reality.  They state that “to know an object, to know an event, is not 
simply to look at it and make a mental copy or image of it.  To know an object is to act 
on it” (p. 39).  They believe that the concept of knowing is to modify and transform and 
to then understand the process of this transformation (Hoy and Miskel, 2005).   
 
An understanding of this aforementioned concept is important as it applies to authentic 
assessment and subsequent assignments in courses that prepare educational leaders.  It 
builds upon Vygotsky’s theory that knowledge is socially constructed (Hoy and Miskel, 
2005).  This notion is founded in dialectical constructivism which suggests that 
knowledge grows through the interactions of internal (cognitive) and external 
(environment and social) factors (Hoy and Miskel, 2005).     
 
When accepting the importance of this approach to the teaching and learning process the 
student becomes more of an apprentice than a student.  According to Hoy and Miskel 
(2005)   
 

learning in the real world is more like an apprenticeship than learning in the 
classroom.  Apprentices, with the support of an expert guide and model, assume 
more and more responsibility until they are able to perform effectively and 
independently.  They move form participation on the edges of the community to 
participation in the center.  For those who take a situated view, authentic learning 
is important, that is, ensuring that learning corresponds to actual real-world 
experiences—in factories, around the dinner table, in high school halls, in street 
gangs, in the business office, and on the playground  (p. 67). 

The benefits of authentic assessment have been promoted in educational literature since 
the mid 1980s (Martin-Kniep, 2000) as a means of assessing student work in a way that 
will help them obtain the maximum benefit from their educational experience.  This is 
done by helping students engage with real or plausible problems and challenges (Martin-
Kniep, 2000). This form of assessment is also referred to as performance or alternative 
assessment (Office of Research, Office of Educational Research and Improvement of the 
U.S. Department of Education, 1993). 

 
The concept of authentic, alternative, or progressive assessment has been defined by 
several writer/educators.  It is defined by Barrett (2006) as creating an educational 
scenario where students are assessed by work they generate rather than responses they 
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choose in a traditional test setting (Barrett, 2006).  Wiggins (1990) wrote that authentic 
assessments require students to actually use knowledge they have acquired, whereas 
traditional tests only tend to reveal what students can recognize and recall.  In contrast he 
states traditional tests often simply require students to "plug in" what was learned, and at 
times this is even out of context.   
 
Wiggins (1993) describes authentic measures as those that engage students in addressing 
problems or questions of importance to what ever it is they are studying.  He goes on to 
write that students must use their knowledge to solve problems in effective and creative 
ways.  These tasks should either be replicas of or analogous to the kinds of problems they 
will face as professionals in the field.    
 
The North Central Educational Laboratory (2004) defines authentic assessment as 
assessment that requires students to demonstrate skills and competencies that realistically 
represent real problems and situations they are likely to encounter in their daily life.  As a 
result students are required to produce ideas, integrate knowledge, and complete tasks 
that have real-world applications.  
 
Peterson (no date, but retrieved September, 2007) states that authentic assessment 
requires students to demonstrate skills and knowledge by engaging in a complex 
performance, creating a significant product, or accomplishing a complex task using 
higher order thinking, problem solving, and often creativity.  Peterson cites Archbald and 
Newman (1988) as proposing that this kind of assessment requires real-world 
applications of skills and knowledge that has meaning beyond the traditional assessment 
activity.  The Office for Educational Research (1993) defines authentic assessment as a 
form of testing that requires students to perform a task rather than select an answer from a 
ready-made list, including conducting actual research on an assigned topic. 

Mueller (2007) writes that authentic assessment is a form of assessment in which students 
are asked to perform real-world tasks allowing them to demonstrate meaningful 
application of essential knowledge and skills.  According to Mueller acquiring a body of 
knowledge and skills is not sufficient.  Authentic learning and assessment allows students 
to demonstrate the ability to apply the knowledge and skills they have learned in the 
classroom in real-world or authentic contexts.  

Furthermore, Mueller expresses a belief that educators should want their students to 
know more then the mere content of their courses when they graduate; educators should 
want their students to be able to use the acquired knowledge and skills in the real world. 
Accordingly educational assessments should tell us if students can apply what they have 
learned in authentic situations. In essence, as educators we need to be asking if our 
students can apply what they have learned in some meaningful way.  Naturally this 
means that we must be sure we are teaching them meaningful content. 

George Gabriel (2005), Coordinator of Academic Assessment at Northern Virginia 
Community College, defines this concept as a form of assessment that is designed to 
judge students' abilities to use specific knowledge and skills that allows them to actively 
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demonstrate what they know rather than simply recognize or recall answers to questions.  
Gabriel points to the fact that this assessment involves performing tasks that can be found 
in authentic or real-life contexts, or at the very minimum contexts that simulate real-life 
scenarios.   

Gabriel (2005) promotes the merit of authentic assessment by arguing that it is designed 
to engage students in a simulation of real-life problems that they must solve using the 
knowledge and skills they have gained in their coursework. He believes such assignments 
can be structured to assess both mastery of course content and attainment of program 
goals.  This includes overarching and general education goals such as communication 
skills, life-long learning skills, critical thinking skills, and social and education values.   

According to Gabriel (2005) authentic assessment is especially useful when it involves 
ill-structured, ill-defined problems, or problems that do not have a clear-cut prescribed 
solutions.  He argues that these kinds of assessments are valuable in higher education 
because they require judgment, planning, the use of a variety of strategies, and the 
implementation of previously learned skill repertories. 

Mueller (2007) agrees that this kind of assessment would work well in higher education, 
but is often talked about but not used in college and university settings.  He notes that it is 
an interesting paradox in that higher education promotes ideas such as authentic 
assessment through the theory, research and writing of its faculty and often provides 
many of the frameworks for innovation in K-12 education, yet often trails behind 
elementary and secondary education in actually adopting many of these innovations.  In a 
review of the literature it becomes clearly evident that most examples of authentic 
assessment is housed in K-12 education and not in college classrooms.  Mueller discusses 
that although educational researchers and theorists in higher education promote 
alternatives to the traditional approach to assessment they still employ traditional 
methods in the assessment of their students’ work.  Mueller goes on to say that only 
recently are alternative methods of assessment being considered on a national level in 
higher education, and this is partly because of significant prodding from external 
agencies (e.g., accrediting bodies).  

Herrington and Herrington (2006) agree that despite major discussion and consideration 
of authentic assessment through the 1990s, little progress appears to have been made 
towards its widespread adoption in higher education.  They ask the question that if 
exploring alternative approaches to assessment was one of the major issues of the 1990s 
why are those currently teaching higher education courses not more informed when it 
comes to the practical implementation and use of alternative, authentic assessment 
methods? Herrington and Herrington (2006) offer their belief that there are two major 
impediments to the widespread adoption of authentic assessment in higher education.  
One is institutional, the other pedagogical.  They argue that constraints comprised of the 
policies and accountability procedures set by universities often limit teachers to 
traditional forms of assessment. Another problem they highlight is that even in situations 
where teachers have discretion in assessment, reporting systems can cause a lack of 
alignment between task and assessment.  Martin-Kniep (2000) writes that at times school 
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programs are not conducive to authentic learning experiences in the way they are 
structured, particularly in those classes that are limited to short segments of time.  She 
argues that life is not experienced in such constrictive, short periods of time.  Thus, it 
becomes increasing important that assignments given as a part of classes be authentic in 
nature. 
 
It is also conceivable that organizationally there are more pressing concerns in regard to 
assessment (Herrington and Herrington, 2006).  Concerns such as grade inflation, 
plagiarism, large classes and their impact on assessment (James & McInnis, 2001), and 
the potential for student litigation (Ecclestone & Swann, 1999) are more institutional 
concerns when compared to professors using authentic assessment.  And just as the 
presence of the No Child Left Behind Act has created a “teach for the test” mentality in 
our public K-12 schools, issues such as quality assurance and greater accountability 
measures in colleges and universities have contributed to pressures on teachers to 
conform to set standards, which do not lend themselves to authentic assessment.   
In many cases economic constraints placed on universities may compound the problem 
by requiring university courses to over rely on lectures that necessarily inhibit 
collaborative learning (Herrington and Herrington 2006). 
 
Another possible reason for the lack of authentic assessment in higher education is the 
lack of training teachers receive in these methods.  Reeves (2000) writes that higher 
education rarely prepares professors in the process of marking and reporting authentic 
assessment.  Authentic tasks are often stymied by professors inadvertently and 
inappropriately applying standardised or norm-referenced criteria as they grade the varied 
products presented by students.  Such issues can create genuine constraints for university 
professors wishing to use effective and authentic assessment in their courses.  As a result, 
Reeves argues, the majority of higher education courses continue to use traditional, 
transmissive approaches to course delivery, and continue to assess using traditional 
measures (2000).  If a professor intends to use authentic assessment in their courses the 
question arises as to the pedagogical protocol in regard to evaluating student work.  
Herrington and Herrington (2006) state that many authors have provided criteria with 
which to design and evaluate authentic assessment.  They list as examples the work of 
Newmann and Wehlage (1993), Wiggins (1990, 1993), Reeves (2000), and Reeves and 
Okey (1996) as providing guidelines or elements that help to explain the nature of 
authentic assessment.  Such guidelines enable teachers to create learning environments 
using authentic contexts and scenarios that ensure assessment that truly measure whether 
students can use their knowledge effectively and realistically, as opposed to the 
reproduction of surface knowledge that is quickly forgotten after an examination or test 
(Herrington and Herrington, 2006).   
 
If those teaching higher education courses can work past these problems and use 
authentic assessment, they may feel effectively freed from a judgemental, teacher-driven 
role to one where realistic criteria can be used to assess real products.  Once this is 
achieved students become better prepared for their future experiences as effective 
professional practitioners.  
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Given the forgoing I will now present some of the more specific aspects of authentic 
assessment from the literature on a more personal level.  When doing so it is important to  
Keep in mind that confusion can also arise from the different interpretations of the nature 
of authentic assessment (Herrington and Herrington 2000).  For a good discussion of the 
potential for confusion in regards to authentic assessment, see Cumming and Maxwell 
(1999). 
 

Examples of Authentic Assignments 
 
This section by its very nature becomes first person – I intend to discuss some of the 
authentic assignments that my students have completed for courses I have taught in 
education.  I want to be perfectly clear and state that the success of these assignments is a 
result of my students’ hard work and their ability to navigate ambiguous concepts and 
real life problems; I simply provided them the opportunity to learn from real life 
administrators and professionals and real world situations.  These assignments have had 
some rather interesting results that have stretched across disciplines and academic 
boundaries.  What follows is a “best of” list, not every attempt at authentic assignments 
was a rousing success.  However, even in their worst moments the authentic assignments 
I have given were better than the best multiple choice tests I ever constructed. 
 
These assignments will be broken down into two categories.  The first will be actual 
projects that were completed by my students.  The second will be what I term “authentic 
research” in which my students and I have worked together. 
 

Authentic Projects 
 
Teaching and the evaluation of teaching – where the twain did meet.  While teaching at 
Radford University in Virginia one semester I had the unique opportunity to teach an 
Introduction to Teaching course to undergraduate students and a Supervision of 
Instruction course to graduate students.  At some point during the semester it dawned on 
me that the best way to learn to teach is to teach something while at the same time 
reasoning that the best way to learn to evaluate teaching is to observe and evaluate 
teaching.  It was a natural progression to put the two ideas together and have my 
undergraduates teach a lesson that my graduate students would observe and then 
evaluate.  Not as simple as it sounds, but every bit as fun. 
 
There were some ground rules that needed to be established.  First, this was strictly a 
voluntary assignment for the undergraduate students.  Their grade did not depend upon 
them teaching a lesson to the graduate class.  They had their choice of teaching to the 
graduate students or completing some rather mundane traditional assignment such as a 
paper on Pavlov ringing the bell as he fed crispy crunchies to Puppis Rexamus.  My first 
time trying this I only had a few students take me up on the offer.  In subsequent 
semesters the word spread that this was “cool” and I began to have the problem of trying 
to fit them all in (all-in-all, not a bad problem to have).  Once it became clear to me that 
this was the best thing I could do in terms of course delivery, I was quite willing to 
sacrifice in-class time to accomplish this goal.  My graduate students could always paper 
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chase the likes of Carl Glickman and John Derech during their free time; watching and 
evaluating real lessons was priceless.  Equally priceless was the efforts that the 
undergraduates made.  I never saw a shabby lesson taught as a part of this work – never.  
The “kids” (what the graduate students affectionately called the undergraduates) were 
always well prepared and ready to go.   
 
Other ground rules involved my graduate students – a.k.a. the “grumps”.  In order to 
make this assignment as real as possible they were to act the part of the age group that the 
undergraduate was teaching.  It is hard to adequately explain how much fun this was to 
watch.  One rule with this was that the “grumps” were to be sensitive to the nuances of 
what was actually happening and never put so much pressure on a “kid” that would make 
this a negative experience.  Never were the discipline problems to reach the point that the 
aspiring teacher couldn’t handle it.  While it could be argued that this steered the project 
away from reality in some ways, I reasoned that one must learn to drive in a parking lot 
before they are ready for Daytona.  However, this was one problem I quickly learned I 
didn’t have to worry about.  We found the “kids” quite capable of handling discipline 
problems.  And to be sure, they had been told that there would be some discipline 
problems from role-playing “grumps”.  Maybe the fact that they knew it was role play 
kept them from being intimidated, but they could handle anything the graduate students 
threw at them. 
 
The role-playing on the part of the future administrators became somewhat problematic 
for quite another reason.  They all wanted to role play rather than observe and evaluate.  I 
quickly realized that due to role play magic many of the “grumps” were suddenly 
transported back in time to a period when they were in school and none of them were 
paying much attention to their observation sheets.  They were having too much fun (is 
that allowed in graduate school?).  At any rate, this situation was solved by assigning 
specific grumps as evaluators, leaving the others to role play whatever age was needed.  
Then when the next “teacher” came to class they rotated and a new group evaluated, 
while the other group played.  Another authentic aspect of this assignment was that the 
graduate students had to secure and use the observation and evaluation instruments that 
were used in the school districts in which they worked.  This was beneficial by allowing 
them actual practice using real world evaluative instruments.  It was also advantageous in 
that several different school systems were represented and therefore the students had the 
opportunity to see instruments from other districts.    
 
Perhaps the most important rule was that during the debriefing part of the assignment 
when the observers offered feedback to the teachers-to-be only positive comments would 
be made.  This could be in the form of constructive criticism, but it had to be positive in 
nature.  Then once the “teacher” had left the graduate students and I would discuss “what 
if” this teacher had been one of their new staff members.  Because the lessons were 
always so good these discussions remained positive as well but did lead into questions of 
how to help a struggling new teacher. 
 
I have so many good memories associated with those evenings.  Every one of them was 
the kind of class you walk away from feeling high from some kind of educational 
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endorphin.  One of my favorites evenings involved a scenario where one of the “grumps” 
had a family matter to attend to and really did have to leave class early.  He had cleared 
this with me.  However, when the appointed time came we both quickly realized that 
neither of us had informed the most important player in this scene, and that was the 
teacher of the hour.  As the student made eye contact with me during the lesson and 
pointed to his watch I shook my head yes in acknowledgment.  He got up to leave and 
something such as this unfolded: 

 
“And, just where do you think you are going?”   
“Well, Ms. Kid I really do have to leave, I have a family matter that I have to take 
care of”.   
“Well, don’t we all?  I have had about enough of you out of your seat today.  If 
you have to leave then let me see your note, and I am sure you have had this 
approved from the office, but funny I do not see that you are listed on the day’s 
memo as having to leave, so why don’t you do us both a big favor and sit down 
before you get ISS, I am hardly in the mood to put up with your shenanigans 
today.” 

 
To my surprise the “grump” sat back down and uttered something like “Yes, Ma’am.”  
As the class began to laugh the teacher gave that stare that is usually reserved for veteran 
teachers.  The laughter quickly subsided as the student in questioned looked over to me 
for help.  I raised my hand and explained that the misbehaving student did have a note, 
and truly did need to leave.  As the grump, who was an assistant principal made his way 
past me and whispered “I’d hire her right now if I could.”  
 
There are many such stories about how the soon-to-be teachers did exemplary work on 
these evenings.  And so did the grumps in offering kind and constructive assessments of 
their “teachers’” work.     
 
Build it and they will park:  While teaching various courses in educational leadership 
that have resource development and management as a central theme I often ask my 
students to approach their host principals and ask what they can do that would benefit the 
school while at the same time providing the student some meaningful administrative task 
to complete that is course appropriate.  At times principals see this as an opportunity for 
extra help supervising the cafeteria or bus duty. While I always hope for more 
meaningful assignment, this is what you get sometimes.  And it can certainly be argued 
that bread and buses are about as authentic as you get in the world of “instructional 
leadership”.  However, at times there has been what I consider to be some very creative 
thinking on the part of school administrators when presented with this opportunity.   
 
Perhaps this was most evident in the following instance.  After a bit of thought, one of the 
principals provided with this opportunity related to the student that one of the more 
serious managerial/resource problems that the school faced was the fact that one of the 
school’s parking lots was not paved.  He was always told there was no money from the 
central offices to complete this project.  However, every year a load of fresh gravel was 
placed on the lot.  During times of bad weather the yearly supply of gravel would sink 
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into the ground like some kind of gravel quicksand.  By the time the spring thaw would 
occur and the spring rains would come, school employees were walking through mud to 
get into the building.  The principal provided the student with information regarding a 
grant from the state that had possibilities to help solve this problem.  He related that he 
simply had not had time to write it, and the teachers in the school were already so 
stretched that he could not ask them.   
 
So the student took this on as her project.  What happened, which is often the case with 
authentic assignments, a project started within the confines of a class assignment carries 
on beyond the time constraints of the academic semester.  As you can suspect she was 
successful in getting the grant and securing the money necessary to build the lot.  She 
then became the school’s point person to see the project through from paperwork to 
parking lot.  She also was no stranger to putting on her hard hat and monitoring the 
progress up close.  It was a most rewarding experience and the school ended up with a 
very nice parking lot. 
 
A site visit is worth a million words:  In my present position I was asked to teach a class 
on facilities management.  As I prepared for this class I could imagine little worse than 
listening to me lecture on bids to boilers in the comfort of the room provided to us by the 
university.  While it is important to understand all the paperwork associated with 
facilities management, this is not what this class should be about.  So, rather then having 
my students come to class I decided that class would come to them.  The course was 
offered on a weekend format which was perfect for this type of authentic learning.  
Because it was the weekend, we had an entire network of mostly empty buildings to draw 
from.  My students and I mapped out a semester in which we met in a different building 
every session.  On the weekends we managed to visit at least three schools.  This was an 
Ed.S. course so most of my students were central office administrators,  principals, or 
assistant principals so we had easy access to many of their buildings. 
 
As the semester unfolded students had the opportunity to not only visit various schools 
but to visit different school districts as well.  Hosting administrators were responsible to 
provide directions to the school, a tour of the building when we got there, and arrange 
speakers that they felt were relevant.  We had the chance to visit some very old schools, 
some very new schools, even some schools in the process of being constructed.  We saw 
high schools, vocational schools, middle schools and elementary schools.  We were 
greeted by one district superintendent, several assistant/associate superintendents, an 
architect, and several directors of facilities/maintenance.  We got dirty in boiler rooms, 
played on playgrounds, talked in libraries, marveled at teacher creativity, pointed out 
misused extension cords, exuded the benefits of tennis balls on the bottom of chairs, 
traveled in convoys from school to school (at least once causing motorist to pull over 
thinking we were a funeral procession), and took away wonderful ideas about how to 
better manage school facilities.  I could never have done this from behind a podium.   
 
Drug Testing Policy:  One of my students was asked to write a draft of a policy that was 
being required by the state of Virginia in regard to mandatory drug testing of bus drivers.  
She consulted with attorneys, did all the research needed, and submitted a draft to the 
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superintendent that was then offered to the School Board.  While the policy has been 
amended to reflect court cases and state policy changes the basis of what that student 
wrote is still in place.  This work was so well done, and so well received that she would 
eventually be hired into the central office of the school system where she would work as 
the district’s Director of Personnel until her retirement. 
 
Crisis Management Plan:  As school districts struggle to meet the ever increasing 
demands to have plans in place to deal with most any kind of disaster one of my student’s 
principles asked that an overarching crisis management plan be developed, which was 
being required of all schools by the central office.  The students work was so well done, 
and so well received that it became the official crisis management plan of the school with 
very little alteration. 
 
Handbook for New Teachers:  One of my students proposed to her principal that the 
school needed a handbook just for new teachers to the building.  The school already had a 
generic handbook, but she reasoned that new teachers could be better served with a 
smaller one to accompany the more generic handbook that all teachers receive.  Once 
given the go-ahead the student produced a wonderful handbook that would come to serve 
as the model for a new teacher handbook for all new teachers of that district. 
 
Homework Hotline:  The following, I am using to highlight the fact that at times 
authentic assignments can be like flowers in a drought – if they do not receive the water 
they need, they wither on the vine.  I had two students combine their efforts to create a 
homework hotline in response to a supervision of instruction class I taught.  This is a 
wonderful idea, and worthy of thought and effort.  During the semester the teachers were 
willing to not only manage the helpline, but also helped staff it.  Unfortunately, at the 
conclusion of the semester they were unable to secure funding to pay to have the hotline 
staffed or the extra phone line installed, so like that flower this good idea fell slowly 
down. 
 
School Beautification Project:  A project that was undertaken with great zeal by one of 
my students was a school clean-up and beautification project.  This involved planting 
flowers, cleaning graffiti off of walls, obtaining and placing picnic tables on school 
grounds, and nearly doubling the amount of large trash cans on school property.  The 
student was very creative and orchestrated the help of parents, local businesses, and, most 
importantly, her students to complete this project.  She did an outstanding job, as could 
be seen from her extensive before and after photographs. 
 
Bilingual Brochures:  Given that many of the schools in my area are seeing significantly 
growing numbers of students whose parents speak predominantly Spanish, two of my 
students (a husband and wife team) decided to work together to produce a series of 
brochures that provided Spanish speaking parents information about their children’s 
school.  These brochures provided helpful information that we sometimes take for 
granted such as phone numbers and where these parents may receive various kinds of 
assistance.  The information ranged from teachers’ conference times to the school’s lunch 
program.  Also highlighted was how to read the school’s report cards and a limited 
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overview of the No Child Left Behind Act.  The brochures were beautifully done and 
very well received in the community and in the district.   
 
Guest Editorials:  At times I have students write a guest editorial on a topic they feel 
strongly about.  I encourage that they actually submit these to real newspapers, but this is 
not a requirement.  It is an exercise in how to take on a complex educational issue in a 
very limited amount of space.  That is the rule, it cannot become a “paper”.  It has to 
remain an editorial like in terms of opinion and size.  I have been very pleased as a 
number of these guest editorials have actually been published in local newspapers.  
 

Authentic Research 
 
Another aspect of authentic assessment that I have used as a university professor involves 
getting my students to participate in actual research projects.  Not necessarily writing 
papers, but actually conducting research with me as a part of a course I am teaching.  
This is very worthwhile, but involves considerable effort and teamwork on the part of the 
professor and the student.  It can also become problematic as well; these problems will be 
addressed later in this paper. 
 
Regardless of their problems or time consuming nature I have found these projects to be 
very much worth the while of all involved.  In this section of the paper I will highlight 
some of the research I have done with students.  This work represents some of my most 
satisfying educational endeavors and these assignments have led to students writing and 
publishing with me. 
 
Thanks for asking:  This is very simple form of research, and has never led to a 
publication, but it always seems worthwhile.  In my personnel classes I have my students 
interview the support personnel in their schools.  I think this is important for a few 
different reasons:  first, I think this is an important voice to hear within our schools; 
second, a very common comment my student hear is that no one ever asks them their 
opinion, or tries to understand their job, and they very much appreciate it; third, I think 
listening to those that do some of the more unpleasant, but crucial tasks in our schools is 
very important.   
 
It’s a problem:  Positive problem solving skills are crucial for future school 
administrators to have.  One of the most important aspects of understanding how to solve 
problems is to first understand how to identify them.  While educators have many critics, 
ranging from politicians to media moguls that are very willing to tell us what the 
problems are that plague schools, I feel it is important to listen to what practicing school 
administrators identify as the primary problems they face.  With that in mind I have on a 
few occasions had my students help me craft a survey designed to gather information 
from practicing school administrators at all levels including colleges and universities.  
We would then divide the target population up and send the surveys.  Students would 
collect, compile, and analyze the data they received.  Later all this data would be 
combined in order to give a more global perspective to what the students had found.  In 
addition to what the individual students learned, it provided invaluable material for class 
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discussion.  This information was both meaningful and current.  I have had the good 
fortune of publishing some of the results of this kind of work with some of the students 
that help me collect the data.  I think it is important to note that this work most often 
generates very high return rates.  It seems that practicing administrators are more than 
willing to share their opinions with those who want to follow in their footsteps.  Or 
maybe superintendents are just like support personnel, they also want someone that will 
really listen to them.    
 
Effective teaching:  The latest authentic assignment that I used to engage my students in 
research was a very simple study designed to obtain the perceptions of practicing teachers 
of effective teaching.  It is so simple that it only asks one question.  And that question is 
"In your opinion how would you describe highly effective teaching?"  
 
This assignment is important in a few ways.  First, I involved my students in the 
nuisances of survey research.  We kept it simple.  So simple that the Internal Review 
Board (IRB) approval came quickly, but the IRB administrator inquired why we were 
only asking one question.  The answer is partially because I was using it as a teaching 
tool.  I was demonstrating how a research project is undertaken from conception to 
completion.   
 
The assignment was also important in that it generated discussion within my classes.  
Additionally it generated dialog among my classes via a blog that I created so that they 
could discuss what they had learned from the teachers they served in regard to effective 
teaching.  It was also a tool to use to get to specific aspects of the established literature 
that I wanted to highlight.  For example, the effective schools research. 
 
The results of this study are being presented at the2009 Hawaii International Conference 
on Education.  It is also hoped that the work will be published as a part of the 
proceedings of the conference.  My co-author is one of my Ed.S. students, David Stegall. 
 

Potential Problems of using Authentic Assignments 
 
As is true with many things of potential value the concept of using authentic assignments 
is not void of complications and problems.  This section of the paper will deal with the 
potential pitfalls and obstacles I have discovered while using authentic assignments.  It is 
very likely others that have used authentic assignments in the past could add to this list. 
 
The first obstacle is that authentic assignments often require students to complete work 
that in many cases runs contrary to what has traditionally been a part of their academic 
training.  This can create a sort of academic angst.  Primarily students are accustomed to, 
and for the most part very comfortable with, writing papers of all kinds.  Questions such 
as how many pages, how many sources, and what style of writing does the professor 
require rule the academic roost. While these papers have their place in the academic 
world of preparing educational administrators it is my belief that they often do not require 
students to think on their own.  They require students to paraphrase what other people 

2008 HICE Proceedings 
Page 1586



Teaching Them to Fish     16 

think, and this is not in and of itself bad.  However I believe there are greater benefits that 
can be achieved by having students apply what they are learning in real world situations. 
 
A second obstacle is developing an understanding of the multiple complexities involved 
when using authentic assignments.  For example, if an authentic research project is being 
utilized that involves student participation throughout – from instrument construction to 
data collection it takes time and thought in order to understand the pedagogy involved.  
Some may argue that these are two separate disciplines and trying to involve authentic 
research takes time away from the actual subject matter of the course.  However I will 
argue that constructing such an instrument and especially collecting such data is an 
excellent way to focus attention on the subject matter at hand. 
 
Time also becomes a critical factor once the decision to use authentic assignments is 
made.  When you consider the intricacies involved in using authentic assignments within 
the parameters of a sixteen week semester it can become a daunting task with little time 
to spare.  Time is of the essence as you attempt to involve students in the direction of the 
project, which includes more than mere instrument construction.  It involves a 
rudimentary understanding of what the course is attempting to achieve.  This is to argue 
that such assignments involve the holistic nature of learning.  Crucial to this type of 
assignment then is that there is little time to waste if student driven research projects as a 
form of authentic assignment are to be used.   
 
This task of using actual research as a teaching tool in a "regular" class can be difficult.  
For a variety of reasons students are uncomfortable with the concept of research.  This 
could largely be due to the fact that they have so few times been involved with actually 
producing research.  They are much more comfortable with the consumer’s role than the 
producer’s role.  It is of tremendous value for students to either have taken, or be in the 
process of taking, a research course while undertaking authentic research projects. Yet, 
inexplicably I have seen several master’s degrees that do not have a research course as a 
part of the program of studies.  And even in those programs where a research course is 
required there are often no stipulations as to when the course must be taken.  I have 
always felt that students taking research methodology as the last course in their program 
of study is of very little use to their academic career.  The very essence of research as a 
part of a graduate level program of study at the very least helps students become 
intelligent consumers of research even if they are not expected to produce research.  I am 
of the opinion that a research class at the end of a program has very little relevance to a 
student’s understanding of how research realistically fits into his/her particular discipline.  
Regardless, in order to overcome this issue a bit of “course time’ may help students 
understand key factors in the research design and development processes.  This 
understanding should primarily be simplistic in nature and not designed to replace any 
research course in a student’s program of study.   
 
Another aspect of using research as authentic assignments involves what can become a 
nasty political turf war within an institution.  This can particularly be true when there 
exists the possibility of a mutually exclusive relationship between the academic based- 
and practitioner-based professors delivering program content.  Educational leadership is 
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often such a discipline where those that have been practitioners often teach along side 
those that are researchers, philosophers and statisticians.  Researchers, with good 
intention, may argue that students attempting to do research without a proper 
understanding can do more harm than good and professors with practical leanings do not 
have the time or the ability to teach these kinds of skills.  The reverse can be true, but just 
as politically damning as professors in the more “practical” courses argue that the lack of 
experiential basis that non-practitioner professors bring into a program limits their 
effectiveness working with students that are studying to become something the professor 
has never been.  Perhaps a rethink of the way we deliver such courses could result in a six 
semester hour block that would involve a team-teaching approach.  There seems to be 
strong merit to considering such an interdisciplinary and multi-pedagogical approach to 
program delivery.  
 
Related to time, but so much broader in concept is the Internal Review Board (IRB) 
process involved when using actual research to compliment course content in educational 
leadership.  Before any interviews are conducted or surveys are sent out the researching 
governing body must place their official seal on this kind of work.  While often this is a 
rubber stamp process, it is nonetheless critical.  In the universities I have worked this is a 
very important process, as I agree it should be.  Professors are often asked to slightly 
amend, or clarify their research before the final blessing is bestowed on the process.  
Personally, I have only had one study that went through on the first writing.  And to be 
frank, this one study is the one I thought would have had the most difficult time getting 
through; possibly I took extra care to thoroughly explain it. 

 
Conclusion 

 
When using authentic assignments, a teacher often asks their students to not only think 
outside of their perceived comfort zones, but to also complete some kind of task that is in 
theory based helping them master the content of the course they are taking as well as 
better preparing them for life, job, etc.  This translates to work that is at times difficult, 
time consuming, often ill-defined and ambiguous.  There is more often than not an 
absence of clear cut right/wrong scenarios.  This makes some students nervous.  They 
tend to like well defined assignments with grade boundaries explained with few grey 
areas.   
 
When confronted with "real" tasks to do as a part of a class some students become 
desperate in their pleadings for me to answer questions of how many pages, how many 
sources, etc. are required for the assignment.  On the other hand I have found that some 
students love the concept of combining authentic work and research with course content.   
 
While there is the idea that authentic assignments could have rubrics designed to measure 
the students’ work, I typically do not design or employ them.  Yet, I see the merit, but I 
also see this as lightly ironic.  I have a very strong belief that I get better results from my 
students in authentic assignments when they do not have a sequential lock step formula of 
assignment completion which would be rubric driven.  Yes, they do need good 
guidelines, much discussion in regard to the “how-to” involved, but I have stopped short 
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of providing numbers of points for this and that.  Granted this may be a result of my right 
brained approach to teaching and may not be the best model for all.  As a matter of fact I 
struggle with any kind of one size fits all model mentality when it comes to authentic 
assignments. 
 
Just as some students may prefer the more traditional aspects of the educational process 
so do some professors.  I have no quarrel with their approach and clearly it has stood the 
test of time. But for me I think I will take my students fishing most anytime I can. 
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APPENDIX A 
 

EXAMPLES OF AUTHENTIC ASSESSMENT MODELS FROM THE 
LITERATURE 

 
 
 
-------------------------------------------------------------------------------------------- 

From Herrington, J. & Herrington, A.  (2006).  Retrieved September 20, 2007 from 
http://edserver2.uow.edu.au/~janh/Assessment/Authentic%20Assessment_files/HER
DSAHerringtonFinal.doc 

Context 
• Requires fidelity of the task to the conditions under which the performance would 

normally occur (Reeves & Okey, 1996; Meyer, 1992; Wiggins, 1993) 
• Requires connectedness and transfer to the world beyond the classroom 

(Newmann & Wehlage, 1993; Newmann & Archbald, 1992) 

Student factors 
• Requires problem solving skills and higher order thinking (Reeves, 2000; 

Newmann & Wehlage, 1993) 
• Requires production of knowledge rather than reproduction (Newmann & 

Archbald, 1992) 
• Requires significant student time and effort in collaboration with others (Linn, 

Baker, & Dunbar, 1991) (Reeves, 2000) 
• Is characterised by substantive conversation (Newmann & Wehlage, 1993) 
• Requires students to be effective performers with acquired knowledge, and to 

craft polished, performances or products (Wiggins, 1990, 1993) 
• Promotes depth of knowledge (Newmann & Wehlage, 1993) 

Task factors  
• Stimulates a wide range of active responses (Reeves, 2000) 
• Involves complex, ill structured challenges that require judgement, multiple steps, 

and a full array of tasks (Wiggins, 1990, 1993; Linn, Baker, & Dunbar, 1991; 
Torrance, 1995; Reeves, 2000) 

• Requires the assessment to be seamlessly integrated with the activity (Reeves & 
Okey, 1996; Young, 1995) 

Indicators 
• Provides multiple indicators of learning (Lajoie, 1991; Linn, Baker, & Dunbar, 

1991) 
• Achieves validity and reliability with appropriate criteria for scoring varied 

products (Wiggins, 1990; Lajoie, 1991; Resnick & Resnick, 1992)  
 
-------------------------------------------------------------------------------------------- 
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From Callison, (1998).  Retrieved on September 20, 2007 from  
http://www.ala.org/ala/aasl/aaslpubsandjournals/slmrb/editorschoiceb/infopower/sel
ectcallison85.cfm 
 
Author’s Note:  To avoid confusion it should be pointed out that in this section Callison 
cites the work of  J. Michael O'Malley, supervisor of assessment at the Prince William 
County Public Schools of Virginia, and Lorraine Valdez Pierce, of the Graduate School 
of Education at George Mason University. 

• Constructed Response: The student constructs responses based on experiences 
he or she brings to the situation and new multiple resources are explored in order to 
create a product.  

• Higher-Order Thinking: Responses are made to open-ended questions that 
require skills in analysis, synthesis, and evaluation.  

• Authenticity: Tasks are meaningful, challenging, and engaging activities that 
mirror good instruction often relevant to a real-world context.  

• Integrative: Tasks call for a combination of skills that integrate language arts 
with other content across the curriculum with all skills and content open to 
assessment.  

• Process and Product: Procedures and strategies for deriving potential responses 
and exploring multiple solutions to complex problems are often assessed in addition 
to or in place of a final product or single-correct-response.  

• Depth in Place of Breadth: Performance assessments build over time with varied 
activities to reflect growth, maturity, and depth, leading to mastery of strategies and 
processes for solving problems in specific areas with the assumption that these skills 
will transfer to solving other problems.  

Types of Authentic Assessment 

O'Malley and Pierce have also categorized common types of authentic assessment and 
the student actions that should be observed and documented. Their examples include the 
following: 

• Oral Interviews: Teacher asks student questions about personal background, 
activities, readings, and other interests.  

• Story or Text Retelling: Student retells main ideas or selected details of text 
experienced through listening or reading.  

• Writing Samples: Student generates narrative, expository, persuasive, or 
reference paper.  

• Projects/Exhibitions: Student works with other students as a team to create a 
project that often involves multimedia production, oral and written presentations, and 
a display.  

• Experiments/Demonstrations: Student documents a series of experiments, 
illustrates a procedure, performs the necessary steps to complete a task, and 
documents the results of the actions.  
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• Constructed-Response Items: Student responds in writing to open-ended 
questions.  

• Teacher Observations: Teacher observes and documents the students attention 
and interaction in class, response to instructional materials, and cooperative work 
with other students.  

• Portfolios: A focused collection of student work to show progress over time.  

--------------------------------------------------------------------------------------------From 
Wiggins, G. (1990).  Retrieved on September 20, 2007 from: 
http://ericae.net/pare/getvn.asp?v=2&n=2. 

Assessment is authentic when we directly examine student performance on worthy 
intellectual tasks. Traditional assessment, by contract, relies on indirect or proxy "items"-
-efficient, simplistic substitutes from which we think valid inferences can be made about 
the student's performance at those valued challenges. 

• Authentic assessments require students to be effective performers with acquired 
knowledge. Traditional tests tend to reveal only whether the student can recognize, 
recall or "plug in" what was learned out of context.  

• Authentic assessments present the student with the full array of tasks that mirror 
the priorities and challenges found in the best instructional activities: conducting 
research; writing, revising and discussing papers; providing an engaging oral 
analysis of a recent political event; collaborating with others on a debate, etc. 
Conventional tests are usually limited to paper-and-pencil, one-answer questions.  

• Authentic assessments attend to whether the student can craft polished, thorough 
and justifiable answers, performances or products. Conventional tests typically only 
ask the student to select or write correct responses--irrespective of reasons. (There is 
rarely an adequate opportunity to plan, revise and substantiate responses on typical 
tests, even when there are open-ended questions). 

 

Further comparisons with traditional standardized tests will help to clarify what 
"authenticity" means when considering assessment design and use:  

* This may be as problematic as inferring driving or teaching ability from written tests 
alone. (Note, therefore, that the debate is not "either-or": there may well be virtue in an 
array of local and state assessment instruments as befits the purpose of the measurement.)  

* Authentic assessments present the student with the full array of tasks that mirror the 
priorities and challenges found in the best instructional activities: conducting research; 
writing, revising and discussing papers; providing an engaging oral analysis of a recent 
political event; collaborating with others on a debate, etc. Conventional tests are usually 
limited to paper-and-pencil, one- answer questions.  
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* Authentic assessments attend to whether the student can craft polished, thorough and 
justifiable answers, performances or products. Conventional tests typically only ask the 
student to select or write correct responses--irrespective of reasons. (There is rarely an 
adequate opportunity to plan, revise and substantiate responses on typical tests, even 
when there are open-ended questions). 

* Authentic assessment achieves validity and reliability by emphasizing and 
standardizing the appropriate criteria for scoring such (varied) products; traditional 
testing standardizes objective "items" and, hence, the (one) right answer for each.  

* "Test validity" should depend in part upon whether the test simulates real-world "tests" 
of ability. Validity on most multiple-choice tests is determined merely by matching items 
to the curriculum content (or through sophisticated correlations with other test results).  

* Authentic tasks involve "ill-structured" challenges and roles that help students rehearse 
for the complex ambiguities of the "game" of adult and professional life. Traditional tests 
are more like drills, assessing static and too-often arbitrarily discrete or simplistic 
elements of those activities.  

--------------------------------------------------------------------------------------------From 
Peterson, K.  (no date given).  Retrieved on September 20, 2007 from: 
http://www.ncrel.org/sdrs/areas/issues/envrnmnt/stw/sw1lk8.htm 

Issues and Themes in Authentic Assessment  

1. Connect Authentic Assessment to a Vision for Student Learning 
 
The focus and type of authentic assessment should come from the vision 
for learning in the school. This connection should be clear and explicit. 

2. Tie Authentic Assessment to Project Goals 
 
The purpose and use of authentic assessment should be tied to specific 
schoolwide project goals. Assessments tied to the goals of schoolwide 
projects will supply current information that can be used to guide ongoing 
activities, suggest curricular and instructional decisions, and point to 
future planning. 

3. Communicate the Purposes of Authentic Assessment to Everyone 
 
Let everyone know, teachers, parents, students and community, the 
specific purposes of using authentic assessment. Explain why it will be 
better than the more traditional assessment methods and show them how it 
will benefit students and the school. 

4. Make Authentic Assessments Clear and Useful 
 

2008 HICE Proceedings 
Page 1596



Teaching Them to Fish     26 

Too often assessment information is not used because it is too difficult to 
understand or to apply to project planning. Make sure that the authentic 
assessments provide clear information on what was learned, in what areas, 
and for what students. Consider disaggregating the data by ethnicity, 
gender, socio-economic background or other categories to see if all groups 
are being equally well served. 

5. Consider the Timing of Authentic Assessments 
 
Have authentic assessments, which often take more time to conduct and 
evaluate, early enough to be used for yearly schoolwide planning. 

6. Understand that Change Takes Time 
 
Authentic assessment is one of the central features of the work of teachers. 
Changing assessment means transforming thinking, action, and 
understandings of teachers. This means that staff and administrators may 
need to watch the pacing of this change, taking the time it needs to be 
successful. 

7. Provide Opportunities to Learn and Use the New Authentic 
Assessments 
 
Teachers and administrators will need opportunities to learn about, 
develop, and use the new authentic assessments. These approaches are 
both new and more complex than many traditional methods. Quality 
training and coaching, peer discussions, and time for personal reflection 
can help.  

8. Insure Quality Authentic Assessments 
 
As Grant Wiggins (1996) has noted, authentic assessments should satisfy 
such criteria as technical soundness, credibility, usefulness, honesty, 
intellectual rigor, and fairness. These assessments need to be tied to 
important skills and knowledge and be based on high standards of work. 

9. Use Explicitly in Schoolwide Planning 
 
If authentic assessments are to impact the school, they need to be 
connected to student learning and school planning focused on learning. In 
order to be useful to teachers, departments or grade levels, assessment 
needs to be an integral part of yearly school plans to address effective 
teaching and learning for all students. 

10. Continuously Review and Update the Authentic Assessments 
 
Don't let the approach get stale or dull. Constantly review how the 
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assessments are working and find ways to update them in content, process, 
and criteria. 

-------------------------------------------------------------------------------------------- 
From Mueller, J.  (2007).  The Authentic Assessment Toolbox: Enhancing Student 
Learning Through Online Faculty Development.  Retrieved at 
http://jolt.merlot.org/vol1_no1_mueller.htm September 21, 2007. 

Examples: 

Authentic tasks can range from analyzing a political cartoon to making observations of 
the natural world to computing the amount of paint needed to cover a particular room to 
performing in a chorale. 

Of course, capturing a more authentic performance does not insure validity.  A measure 
cannot be valid if it does not effectively address the learning goals it was designed to 
assess.  

 
APPENDIX B 

AUTHENTIC SARCASM 

Retrieved from:  http://www.middleweb.com/gradexam.html 

From MiddleWeb 

MiddleWeb editor: John Norton 

GRADUATION EXAM - AUTHENTIC ASSESSMENT 

Thanks to the anonymous author, somewhere out there in cyberspace, for this assessment 
humor! We've edited things a bit to insure authenticity. 
 
Read each question thoroughly. Answer all questions. Time limit: four hours. Begin 
immediately. 
 
HISTORY: Describe the history of religion from its origins to the present day, 
concentrate specifically but not exclusively, on its social, political, economic, religious, 
and philosophical impact on Europe, Asia, America and Africa. Demonstrate your 
understanding by creating your own religion and describing its likely impact on world 
affairs. Be brief, concise and specific. 
 
LITERATURE: Compose an epic poem based on the events of your own life in which 
you see and footnote allusions from T.S. Eliot, Keats, Chaucer, Dante, Norse mythology 
and the Marx brothers. Critique your poem with a full discussion of its metrics. 
 

2008 HICE Proceedings 
Page 1598



Teaching Them to Fish     28 

MUSIC: Write a piano concerto. Orchestrate it and perform it with flute and drum. You 
will find a piano under your seat. 
 
MEDICINE: You have been provided with a razor blade, a piece of gauze, and a bottle of 
Scotch. Remove your own appendix. Do not suture until your work has been inspected. 
You have fifteen minutes. 
 
BIOLOGY: Create life. Estimate the differences in subsequent human culture if this form 
of life had developed five hundred years earlier, with special attention to the probable 
effects on the English Parliamentary system. Prove your thesis. 
 
PSYCHOLOGY: Employing principles from the major schools of psychoanalytic 
thought, successfully subject yourself to analysis. Make appropriate personality changes, 
bill yourself and fill out all medical insurance forms. Now do the same to the person 
seated to your immediate left. 
 
ECONOMICS: Develop a realistic plan for refinancing the national debt. Run for 
Congress. Build a political power base. Successfully pass your plan and implement it. 
 
PUBLIC SPEAKING: 2,500 riot-crazed students are storming the classroom. Calm them. 
You may use any ancient language except Latin or Greek. 
 
PHYSICS: Explain the general theory of relativity. Keep it simple. Now demonstrate the 
limits of faster-than-light travel through an experiment of your own design.  
 
AGRICULTURAL SCIENCE: Outline the steps involved in breeding your own super 
high yield, all weather hybrid strain of wheat. Describe its chemical and physical 
properties and estimate its impact on world food supplies. Construct a model for dealing 
with world-wide surpluses. Write your Nobel Prize acceptance speech. 
 
MATHEMATICS: Give today's date, in metric. 
 
CHEMISTRY. Transform lead into gold. You will find a beaker and three lead sinkers 
under your seat. Show all work including Feynman diagrams and quantum functions for 
all steps. You have fifteen minutes. 
 
POLITICAL SCIENCE: There is a red telephone on the desk behind you. Start World 
War III. Report at length on its socio-political effects, if any. 
 
** EXTRA CREDIT ** 
 
Define the Universe. Give two examples. 

Proffit’s final note:  Did you pass? 

Now, go be authentic.  
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Abstract 
In recent years, the quality of teachers and teaching has come under attack. Inadequate 
teacher preparation is often seen as the cause of this purported crisis. As an NCATE 
accredited education department committed to influencing the education of students in 
neighborhood schools, especially failing neighborhood schools, innovative practices have 
made positive inroads in ameliorating the challenges of the preparation of undergraduate 
students for the teaching profession. 
 
Like the little engine that could this article articulates efforts made at Medgar Evers 
College by the small, Black, urban Education Department to overcome many obstacles 
and to prove that we not only could…but would. This paper attempts to chronicle some 
ways in which this was achieved.  
 
 
 
The College 
Medgar Evers College was founded as a result of collaborative efforts by community 
leaders, elected officials, the Chancellor, and the Board of Trustees of The City 
University of New York. The College, named for the late civil rights leader, Medgar 
Wiley Evers (1925-1963), was established in 1970 with a mandate to meet the 
educational and social needs of the Central Brooklyn community. The College is 
committed to the fulfillment of this mandate.  

In keeping with the philosophy of The City University and Medgar Evers College, we 
believe that education has the power to positively transform the lives of individuals 
and is the right of all individuals in the pursuit of self-actualization. Consequently, 
the College's mission is to develop and maintain high quality, professional, career-
oriented undergraduate degree programs in the context of liberal education. The 
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College offers programs both at the baccalaureate and at the associate degree levels, 
giving close attention to the articulation between the two-year and the four-year 
programs. 

The College has a commitment to students who desire self-improvement, a sound 
education, an opportunity to develop a personal value system, and an opportunity to gain 
maximum benefits from life experience and from their environment. The need for 
NCATE accredited quality teacher education programs, implicitly embedded in the 
aforementioned mission statement, was the main thrust for embarking upon the 
achievement of NCATE accreditation. 

The Education Department 
 
The department offers four degrees; an Associate of Arts in Education and three Bachelor 
degrees in Early Childhood Special Education, Childhood, and Childhood Special 
Education. At the time of the NCATE visit there were 8 fulltime faculty, 1 adjunct 
faculty and a data coordinator. Most faculty had been in the department for more than 5 
years and more than half were tenured. 
 
Standards 
There are eight departmental standards that guide the conceptual framework and initial 
education of the candidates: knowledge, personal and global consciousness, analytical 
ability, collaboration, creativity, commitment and care, effective communication and 
professionalism. These standards and the department’s motto educate to liberate are 
infused throughout all course and field work. The standards are used as a basis for 
candidates to begin compiling an electronic portfolio in their sophomore year of study. 
By the senior year, candidates in clinical practice have amassed a wealth of evidence to 
support their understanding of the departmental standards, as well as, national standards. 
 
Dispositions 
Candidates are also evaluated in these dispositional areas: enthusiasm for teaching, respect for 
diversity, reflective practice, belief in social justice, ethical behavior, honesty, resourcefulness and 
responsibility openness to constructive critique, rapport with the learning community and caring 
and commitment.  
 
Early Field and Clinical Practice 
Candidates are State-mandated to complete100 hours in the field before clinical practice. 
These hours are aggregated into specific classroom experiences which include 
observation of professionals, execution of web quests, small group instruction and 
reading interventions. In the spirit of providing seamless field experiences candidates in 
the earliest stages of their program begin in a particular school setting and ideally 
complete their clinical practice at the same site. 
 
Assessment 
An assessment system that subsumes content, pedagogy and disposition is clear and well 
articulated and provides the necessary documented feedback necessary in the 
development of a high quality program. Candidates write reflections on all work and 
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experiences and periodically present their findings to faculty and peers. Portfolio 
presentations at the end of the semester by seniors reveal their ability to align the 
departmental, INTASC and SPA standards. Faculty course curriculum mapping allows 
the department to align their goals, objectives, outcomes and assessments on an ongoing 
basis resulting in consistent programmatic examination. Both qualitative and quantitative 
data were used to reach our goals. Faculty reflections were of great importance and serve 
as a tool to self-reflect on policy, practice and dispositions in this innovative program. 
 
Conclusion 
 The curriculum, pedagogy, policies and dedication of faculty in the department resulted 
in: NCATE accreditation, as well as CEC and NAEYC approval without conditions. This 
contributed to the writing, approving and awarding of an $800,000 Office of Special 
Education Program grant in September 2007. The Education Department is an up and 
coming leader in the field of higher education and this paper  will allow others, especially 
HBC’s,  to glean vital information needed in guiding their efforts to become better in the 
preparation of their teacher candidates.  
 
Schools and departments of education have struggled with the NCATE process. 
Obtaining accreditation can be an arduous process and without a deliberate emphasis on 
developing team spirit success would have been almost impossible. Weekly faculty 
meetings, monthly retreats, collaborative decision-making and cooperative fact finding 
led to consensus being reached on most issues of importance 
 
 Attaining NCATE accreditation is not for the faint hearted. Like the little engine that 
could, this article articulates efforts made at this small, Black, urban Education 
Department at Medgar Evers College, to overcome many obstacles and to prove that we 
not only could…but did. 
 
 
For more information please contact: 
 
Dr. Frances Y. Lowden 
Associate Dean for Education 
School of Liberal Arts and Education 
1650 Bedford Ave. 
Brooklyn, New York 11225 
Tel: (718) 270-4918 
lowden@mec.cuny.edu 
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ABSTRACT 

 
In this paper, the presenter shares the results of a nation-wide U.S. Department of Education 
study of the National Writing Project that has been in operation for thirty years.  The study 
assesses the National Writing Project participants’ satisfaction with the invitational summer 
institute and the impact of the writing project on classroom practice. In addition, a separate study 
of five NWP projects has illustrated increased student performance in writing 
 
The National Writing Project has grown to include 180 sites across the United States. The Eastern 
Iowa Writing Project is one of those sites.  NWP is federally funded for the purpose of ensuring 
that best practices in teaching writing occur in the nation’s classrooms. NWP is authorized to 
receive Federal funding through FY2007 under Title II, Part C, Subpart II of the NCLB Act. The 
authorization has been consistent since 1978 because of the strong professional development 
background of NWP and because of its strong research base. 
 
Specifically, the Eastern Iowa Writing Project success story is based on the on-going efforts of 
several partners: the National Writing Project, St. Ambrose University, local school districts, the 
regional education agency, and teachers of all levels and all content areas. The Eastern Iowa 
Writing Project collaboration has been in place for five years and continues to grow.  Since the 
NWP professional development model is consistent across sites, the two NWP studies have 
implications for all sites. 
 
The presenter also shares how the Whole Child Initiative led by ASCD has clear connections with 
the Eastern Iowa Writing Project as the writing project focuses on the need to ensure that learners 
are healthy, safe, engaged, supported, and challenged. It is the intent of the Eastern Iowa Writing 
Project to help teachers understand that school improvement and schooling outcomes depend on 
those five factors and that the results of the writing project’s success are, in large part, the result 
of writing institute participants’ training in an approach to writing that encourages healthy, safe, 
engaged, supported, and challenged “Whole Child” writers in classrooms. 
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Abstract 
 

For a variety of reasons, spirituality in management has emerged as a significant trend in 
management thinking over the last two decades.  Since this perspective is often referred 
to as transformational, one would expect to find evidence of new or different managerial 
behaviors exercised in the management process.  While there have been discussions of 
broad principles and general management practices that are aligned with the spirituality 
in management movement, the evidence of a wider transformation in business appears to 
be lacking.  Concurrently, while there are numerous examples of the integration of 
spirituality in management education, with the exception of faith-based universities, 
examples are limited to specific courses, typically within only one management 
discipline, the organizational behavior/human resource management field.  To achieve an 
authentic transformation in business, a different set of assumptions about the purpose of 
business may be needed.  The ideal of repairing or healing the world is proposed as such 
a framework.  The added role of healer will require managers to develop and apply new 
skills.  The implications of a healing perspective for management education suggest that a 
greater emphasis will have to be placed on diagnostic and healing skills. 
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Introduction 
 
In this first decade of the 21st century, among trends in management thinking, spirituality 
in management would appear to be prominently differentiated from the more traditional 
concerns of management.  A growing body of evidence within the management literature 
leads naturally to the conclusion that spirituality in management represents a substantive 
perspective in developing a deeper understanding of organizational processes.  The 
expansion of the literature pool includes books, journal articles, doctoral dissertations and 
the launch of a dedicated journal.  As further evidence of the heightened level of interest 
in spiritual perspectives of management, the establishment of research centers, institutes, 
and academic associations can be noted. 
 
As expected in this still early stage of development and growth of this trend, there has 
been a preoccupation with defining what is meant by spirituality in management, 
proposing suitable research methodologies, and understanding the implications of a 
spiritual perspective on recognized management processes, in particular leadership.  In 
relation to most of these subjects, there has been an absence of consensus. 
 
One subject which should receive more thought and debate during this early stage 
concerns the implications of spirituality in management for management education.  In 
this paper, an attempt is made to explore whether the key themes in the spirituality in 
management discourse have identified new behaviours that managers have to execute, 
and consequently whether new skills have to be taught in management education 
programs.  Presently, the impact of spirituality in management on management education 
appears to emphasize how a spiritual approach affects or changes the classroom 
environment.  The literature includes numerous examples of pedagogical resources and 
case descriptions of classroom activities. 
 
In this paper, a different approach is taken, focusing on two questions. The first question, 
whether a spiritual approach to management involves new or different managerial 
behaviors in the management process, probes the differences between the spiritual and 
more traditional approaches to management.  But these differences are not simply 
conceptual or introspective, such as thinking of one’s work as a calling.  The argument 
advanced in this paper is that the differences should be evident at the behavioral level.  
Management in a spiritually-based organization should require a new set of management 
skills in addition to the ones traditionally taught by management education programs.  
The rationale for this approach will be described in detail but concerns the need to look at 
the purpose of business and management in a very different way in order to validate the 
spirituality in management perspective. 
 
The second question, whether the managerial behaviours grounded in the spiritual 
perspective have implications for management education, probes both the classroom 
experience as well as broader issues of learning outcomes and curriculum development. 
While the literature has addressed classroom process issues, the broader questions remain 
to be more fully answered.  In this paper, we contend that these broader issues have not 
received adequate attention because to do so entails, in large part, questioning basic and 
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fundamental principles and values which are part of the foundation of management.  Thus 
the contention is in this paper that a spiritual approach to management education will 
require a transformational shift. 
 
To summarize, the two questions addressed are: given the emergence of a spiritual 
approach to management a) what new management behaviors do students need to learn, 
and b) how can they most effectively be taught the skills underlying these behaviors?  
This paper begins with a review of definitions of spirituality in management and proposes 
a definition for the purposes of the discussion which follows.  Then, in a review of the 
literature, the implications of a spiritual approach to managerial behaviors are considered.  
The next section of the paper deals with how a spiritual perspective of management has 
affected the management education process.  The final two sections of the paper consider 
how spirituality in management could result in a transformation of business, and the 
implications of such a transformation for management education.   
 

Defining Spirituality in Management 
 
Among earlier attempts to define spirituality in an organizational or work context, Dehler 
& Walsh (1994) argue that “…in organizations, spirituality represents a specific form of 
work feeling that energizes action” (p. 19), i.e., a specific form of emotional experience 
in executing work.  The source of this spirituality in organizations may include an 
inspiring vision, transformational leadership, or intrinsic inspirational attributes of the 
work itself.  This argument typifies definitions of spirituality in organizations that do not 
rely necessarily on faith-based spiritual sources. 
 
A different approach from the same period which emphasizes the religious dimensions of 
spirituality is represented by McCormick (1994), who cites Clark (1958): Spiritually 
“…can be most characteristically described as the inner experience of the individual 
when he senses a Beyond, especially as evidenced by the effect of this experience on his 
behavior…”(p.22).  McCormick (1994) is not concerned as much with emotion as with 
concrete behavior exemplified by  

“Preaching by a CEO, printing religious slogans on company order 
forms…turning down a job offer in an industry proscribed by one’s 
religion, striving to be compassionate with one’s subordinates, making 
work a form of service, hiring a New Age management consultant who 
derives principles from an Eastern mystic… studying the Bible instead of 
Harvard Business Review in order to learn how to run a business…”(p. 5).  

 
In a major collection of research on spirituality and work appearing in two issues of the 
1999 volume of the Journal of Organizational Change Management, scholars reported on 
then current empirical research and conceptual development in the field.  Cavanaugh 
(1999) offered the following definition attributed to Ian Mitroff speaking at an Academy 
of Management symposium the previous year: Spirituality is “…the desire to find 
ultimate purpose in life, and to live accordingly”.  Others define spirituality loosely as 
energy, meaning, knowing, etc.” (p. 189).  Spirituality at work or in management is 
essentially the extension of these strivings or ideals to the workplace.   
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King & Nicol (1999) although they do not explicitly define spirituality in business argue 
that spirituality is an objective toward which individuals journey throughout life.  This 
“…quest to unite one’s inner and outer world, to provide meaning and purpose to one’s 
life…provides an individual with a sense of alignment and order – a spiritual 
cohesiveness…”(p. 234).  This pursuit of spirituality occurs within the work context 
simply because work represents such a significant portion of life.  Within this collection 
of articles, it is difficult to find any common ground on a definition of spirituality in 
business or management.  This view is echoed by Konz & Ryan (1999), writing in this 
same collection of research, who were unable to find agreement on a definition of 
spirituality in business in the literature in general. 
 
A more recent attempt at defining spirituality in management acknowledges a diversity of 
perspectives covering the personal/intrinsic origins of spirituality, the external or faith 
origins, and an existential perspective focused on the meaning of life (Krushnakumar & 
Neck, 2002).  Gibbons (2000), gives the following as an example of an abstract definition 
of spirituality at work: “A journey toward integration of work and spirituality, for 
individuals and organizations, which provides direction, wholeness and connectedness at 
work.”(p. 116).  Gibbons (2000) also argues that exterior indicators of spirituality at work 
are visible both at the individual level, e.g., observable behaviors and the organizational 
level, e.g., structural features such as hierarchies and reward systems. 
 
In an even more recent collection of research and conceptual papers, Giacalone & 
Jurkiewicz (2003) acknowledge the difficulties in arriving at a definitional consensus but 
are able to offer the following as a definition of spirituality at work: “Workplace 
spirituality is a framework of organizational values evidenced in the culture that promotes 
employees’ experience of transcendence through the work process, facilitating their sense 
of being connected to others in a way that provides feelings of completeness and joy” (p. 
13). 
 
These definitional examples appear to lend support to Cavanaugh’s (1999) initial 
conclusion that finding common ground has been elusive.  In part this has to do with the 
ineffable properties of spirituality itself.  But despite some efforts to specify indicators, it 
remains difficult to identify concrete examples of behavioral differences given the lack of 
consensus on defining precisely what it is that needs to be observed. 
 
The focus of the discussion in this paper is spirituality in management, or in other words, 
how spiritually is manifested in the various processes of management.  Therefore, the 
following definition of spirituality in management is proposed. Spirituality in 
management consists of those behaviours falling into the sphere of management that are 
driven entirely by spiritual values, teachings, or beliefs, regardless of their source, 
creating a connection between behavior and spirit which is cognitively acknowledged and 
affectively valued by the manager.  This definition focuses clearly on managerial 
behaviors and their perceived spiritual connections. 
 

2008 HICE Proceedings 
Page 1608



Toward a Spiritual Perspective of Managerial Behavior 
 
The behavior-related themes that have been the focus of the spirituality in management 
literature appear to deal primarily with general management practices and in particular, 
leadership.  In relationship to management practices, discussions tend to focus on very 
general, broad principles, rather than examples of the specific behaviours at the level of 
the individual manager.  What is revealed by the literature is a problem similar to the one 
encountered in reviewing definitions of spirituality in management.  Not only is it 
difficult to define the concept because there is a lack of agreement, but it appears to be at 
least as difficult to describe unique managerial behaviors that are associated with the 
spirituality in management approach. 
 
Leadership.  Two examples of research referring to leadership are an earlier article by, 
Dehler & Walsh (1994) and Delbecq’s (1999) article, part of the 1999 collection in the 
Journal of Leadership and Organizational Change.  Dehler & Walsh (1994) describe the 
importance of leader behavior that evokes emotional commitment from followers.  
Formulating an inspiring vision and articulating that vision through transformational 
leadership are important behaviors in the organizational transformation process.  In their 
view, vision becomes a source of organizational spirituality.  The alignment of individual 
and organizational values results in powerful effects on a variety of organizational 
processes observed by the authors in organizations such as GE and Data General.  
Delbecq (1999) focuses on executive leadership and discusses how values inspire such 
leaders.  The article does not describe specific executive leadership behaviors but 
formulates three themes which appear to underlie the comments of the executive leaders 
he interviewed.  These themes focus on leadership as calling, integration of spirituality 
and work life, and finding courage to stay the course.   
 
Values. This is another recurring theme in the literature.  Cavanaugh (1999) describes 
spiritual values which influence how managerial behaviors are enacted, for example 
personal integrity, morality and humanity in the work environment.  He does not focus on 
specific behaviors associated with management, with the exception of mentoring and the 
importance of visionary leadership. 
 
Burack (1999) discusses how contemporary organizational cultures are often 
manifestations of spiritual values.  He focuses for the most part on management practices 
as opposed to management behavior.  Among his examples is management style at 
Hewlett Packard, which is guided by trust and mutual respect, avoids command and 
control, and encourages good corporate citizenship.  Ford is another example where 
credibility with workers and consumers became paramount and success was ultimately 
acknowledged to depend on financial and human bottom lines. 

Kriger & Hanson (1999) describe a set of core values common to the major religious 
faiths that should become integrated in contemporary organizations.  To enact these 
values, a series of supportive activities are needed, such as “…Behavior consistent with 
values…[and] Creating a climate where morality and ethics are truly valued.”(p. 312).  
While justifications for these activities are provided, what managers must actually do to 
enact them is not discussed. 
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Milliman, Ferguson & Trickett (1999) view spirituality in organizations as an extension 
of values-based management models such as the two cited in their article: Anderson’s 
(1997) and Schuler and Jackson’s (1987).  Milliman et al. (1999) recognize the 
importance of aligning individual and organizational values and describe a case example 
at Southwest Airlines (SWA) to illustrate the application of the spiritual values-based 
model.  The authors note that “Many organizations have lofty values, but do not integrate 
them into daily practice” (p. 224).  The examples from SWA focus on various company 
policies and practices, without specifying managerial behaviors.  The implication appears 
to be that while managers are responsible for executing these practices and applying the 
policies, only inferential conclusions are possible about exactly what those managers 
must actually do. 

Wagner-Marsh & Conley (1999) proposed the following six key concepts as essential for 
developing a spiritually-based corporate culture: “…honesty with self, articulation of the 
corporation’s spiritually-based philosophy, mutual trust and honesty with others, 
commitment to quality and service, commitment to employees, and selection of personnel 
to match the corporation’s spiritually-based philosophy” (p. 292).  These six key concepts 
are described as attitudes, consequently, the behavioral specifics are again left to 
inference. 
 
Management practices and processes. More recently, Pfeffer (2003) formulates a series of 
management practices aligned with what people appear to value most at work.  These 
include: inspirational mission and vision going beyond simply maximizing shareholder 
value, autonomy and responsibility for decision-making, developing self-managed teams, 
more collectively-based reward structures, allowing employees to contribute to success in 
their own unique way, accommodating employees in fulfilling family and social 
obligations and eliminating workplace fear and abuse.  Some organizational examples 
clarify these practices but managerial behaviors are not specified.  

King and Nicol (1999) discuss how the work environment is central to one’s spiritual 
journey in life.  They propose two theories, one by Jung for the individual and another by 
Jaques at the organizational level to provide a structure for understanding the inner and 
external dimensions of this journey.  No specific references to managerial behaviors are 
made other than acknowledging the need for managers to support the spiritual journeys of 
workers. 

Konz & Ryan (1999) refer to changes in the management-worker relationship from one 
based on giving orders to one based on giving guidance and creating meaning. They 
believe that while managers may be capable of executing traditional managerial 
processes such as planning or organizing, they are not equipped act as spiritual guides.  
Therefore, organizations must declare their spiritual orientation, so that managers and 
workers can self-select and adhere to organizations that are compatible with their 
personal spiritual journeys. 

Porth, McCall & Bausch (1999) align spirituality with the principles of the learning 
organization.  Management functions that they associate with the learning organization 
include: employee development, continuous learning, collaboration and team-building.  

2008 HICE Proceedings 
Page 1610



The implication of their discussion is that managers who are skilled in executing these 
processes will in fact be creating a work environment which supports the integration of 
spiritual values.  Neal, Bergmann-Lichtenstein & Banner (1999) refer to new 
management paradigms in which the traditional functions of management are replaced by 
experimentation, service, learning and self-organizing, executed in the context of 
organizational transformation. 
 
Potential conflicts. Although the literature does not tend to dwell on challenges, for the 
most part, created by the movement to integrate spirituality in management, one concern 
involves possible values-based conflicts.  McCormick (1994) describes several values-
based conflicts which spiritually-inspired managers may face in their work.  For example, 
managers driven to exercise the spiritual value of compassion in decisions will 
experience intra-role conflict when encountering decisions they are expected to make 
based solely on objective, bottom-line criteria.  Unfortunately, beyond identifying such 
conflicts, the article does not offer any prescriptions for dealing with them, other than in 
some cases, choosing to work in a different organization or avoiding certain types of jobs.  
Values-based conflicts may also occur in the pursuit of singular, profit-oriented goals 
versus spiritually-aligned multiple goals, a distinction between spiritually-based and 
traditional management noted by Biberman, Whitty & Robbins (1999).  Although the 
authors do not discuss specific behaviors needed to deal with such conflicts, the 
implication is that a spiritual approach to management requires comfort with multiple 
goals that may represent competing values. 
 
Conclusions. It is difficult to find evidence in the literature suggesting that a spiritual 
perspective of management involves unique behaviors.  Indeed, much of the literature to 
date seems to advance the argument that integration of spirituality in management is 
almost a natural extension of the individual, personal pursuit of spirituality.  For example, 
considering the period during which organizations began to adopt flatter structures, and 
the consequent emergence of a greater emphasis on team-based work, these trends would 
have created a more comfortable and desirable work environment for employees who 
valued a greater sense of connection.  The benefits experienced by individuals as a result 
of integrating spirituality in the workplace are emphasized by many of the above-noted 
authors who also acknowledge the complementary benefits for the organization. 
 
Pfeffer (2003) argues that among the highly-valued, high performance practices that are 
aligned with spirituality in management is an emphasis on process rather than simply 
outcomes.  This point seems to capture the tone of much of the spirituality in 
management literature which at this stage seems focused on enunciating broad principles 
of management that support the integration of a greater sense of spirituality in  
organizational life. 
 

Implications for Management Education 
 
The movement to integrate spirituality in the workplace or in management is still in its 
relative infancy.  Although there are numerous individual organizations that are 
outstanding exemplars of the principles of spirituality in management, it is not possible at 
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this stage, to find sufficient evidence in the literature of a broad-based transformation of 
business organizations toward a more spiritually-based management style.  Indeed, one 
would have to conclude that in relative terms, the integration of spirituality in the 
workplace may be rather isolated, and may, as some scholars have observed be a greater 
preoccupation in certain parts of the world such as Western countries, more specifically, 
the U.S. (Giacalone & Jurkiewicz, 2003; McCormick, 1994). 
 
The field of management education demonstrates a similar pattern of isolated instances in 
the process of integrating spiritually-based management in the curriculum.  Examples of 
management pedagogy that allows students to comfortably explore and develop their 
spirituality have been document in the literature. However, in large part, one would have 
to conclude that the basic traditional functional approach to management education has 
remained relatively intact.  Essentially, students are exposed to a standard set of concepts 
and applications, thus resulting in a standard set of skills or learning outcomes. The 
emphasis on outcomes would appear to parallel practices in business organizations 
(Pfeffer, 2003).  While there are undoubtedly very progressive and creative management 
education programs, the evidence does not appear to support a large scale transformation 
in management education.   
 
In the absence of such a transformation, the impact of spirituality has been limited to 
individual courses and to some extent reflects the interest of instructors in the subject of 
spirituality on a personal level.  Several examples have been documented in the literature. 
Bento (2000) describes the process of designing a leadership course which integrated 
spirituality.  Daniels Franz & Wong (2000) focus on the importance of acknowledging 
personal world-views, including spirituality, as an influence on teaching practices.  
Epstein (2002) argues for the integration of core religious teachings in business ethics 
courses.  Harlos (2000) believes that educators should integrate their own spirituality in 
the classroom while at the same time dealing with spirituality as a topic in management 
courses.  Haroutiounian, Ghavam, Gomez,  Ivshin, Phelan & Freshman (2000) describe a 
doctoral student seminar on spirituality at work.  At the doctoral level, the classroom 
experience is markedly different in relation to the typical MBA class where the emphasis 
would be on applying concepts, not on advancing conceptual thinking or on theorizing.  
In the seminar, the class structure is described and appears to share many characteristics 
of self-managed work teams, a theme of the spirituality in management literature. 
 
Lewis & Geroy (2000) appear to view spirituality in the workplace as an issue closely 
related to diversity and believe that preparing managers to deal effectively with 
spirituality involves an appreciation of the diversity dimension.  They believe several 
entry points for discussions of spirituality in the classroom are available to management 
educators, “…cross-cultural management, workplace diversity, leadership, team 
management, organizational culture and human resource development.”(p. 692) but 
appear to favour diversity.  Marcic (2000) describes a course on spiritual values in 
organizations in which students were exposed to a range of religious traditions and found 
common themes that could be applied to the workplace. Ferris (2002) describes how 
gifting, a concept taken from Bolman and Deal (2001), can be applied in a classroom 
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exercise within an MBA course.  Pielstick (2005) discusses integration of spirituality in a 
leadership course and provides examples. 
 
Perhaps one of the more striking illustrations of management education transformation is 
the Maharishi University of Management (Schmidt-Wilk, Heaton & Steingard, 2000).  
Students experience an integrated approach to management education focused expressly 
on spiritual growth.  Jesuit universities provide another example of such faith-based 
educational environments (Cavanaugh, 1999). 
 
Based on these examples, it appears that spirituality in management has spurred an 
interest in spirituality in management education but there has not been a large scale 
transformation of business programs, with the exception of more unique examples such 
as the Maharishi University of Management or Jesuit universities which have a faith-
based mission.  Just as spirituality in management appears to have been successfully 
implemented in relatively few organizations, spirituality in management education has 
influenced the content of some courses taught by instructors whose personal spiritual 
values are aligned with the spirituality in management movement. 
 
It is also of interest to note the type of course most frequently discussed in relation to 
spirituality in management education.  Most often, courses focus on leadership, or broad 
organizational behavior or human resource management topics.  This pattern raises a 
question about why spirituality does not appear to be applied equally in other disciplines.  
For example, why do there not appear to be references to spirituality in the teaching of 
accounting, or marketing, or finance?  Why does the application of spirituality in 
management education appear to be limited to organizational behavior topics?  While 
there may be any number of reasons for this pattern, there appears to be little evidence to 
support the idea that integration of spirituality in management education represents a 
transformation that has resulted in a visible integration of spirituality across disciplines. 
 

Toward a Transformation of Management Practice 
 
Several spirituality in management scholars have recognized the apparent positive 
relationship between spirituality and performance (e.g., Giacalone & Jurkiewicz, 2003; 
Pfeffer, 2003).   In his theory of spiritual leadership, Fry (2003) specifically identifies 
organizational performance outcomes in the formulated model.  There appears to be an 
implicit understanding or expectation that a spiritual perspective on work should be 
justifiable by adding value to the organization.  This leads to a number of questions. Is 
the value of taking a spiritual perspective, or adding spirituality to life within the 
organization to be measured solely in terms of productivity and profitability?  Can an 
argument be advanced that even when organizational performance does not improve, the 
integration of spirituality in the workplace or in management still has validity and 
legitimacy?   
 
If the objective in adopting a spiritual approach to the workplace and management is 
ultimately greater profitability, then failure to achieve this objective could certainly be a 
rationale for dropping a spiritual perspective.  Such a focus on performance and ultimate 
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profitability detracts from the principle of multiple objectives, i.e., that profitability is but 
one objective among many of importance to the organization and its stakeholders, 
advanced by scholars such as Pfeffer (2003).  Yet, by dwelling on demonstrating that the 
performance of spiritually-oriented organizations is no worse or in fact better than other 
organizations, it may be that the importance of profit as the singular performance 
measure is inadvertently reinforced. 
 
The logic that the utility of spirituality depends on profitability is problematic but is a 
reflection of a basic principle of business, the centrality of profitability.  In large part, the 
spirituality in management movement has accepted the basic premise and fundamental 
purpose of business organizations, profitability, recognizing that at times it is one among 
multiple objectives.  The spirituality in management perspective appears at times to 
endorse an approach that puts a kinder, gentler face on the pursuit of productivity and 
profits. 
 
A different set of assumptions about the purpose of organizations might lead to a 
radically different justification for the integration and application of spirituality in 
management and the workplace.  In the spirituality and the workplace literature, the 
example is given of contemporary mission statements that avoid, altogether, references to 
earnings or profitability but instead emphasize the service delivered by the organization 
(Pfeffer, 2003).  If business in general were to refrain from claiming profitability at the 
ultimate goal, what might be a suitable replacement?  
 
Jewish religious tradition and spirituality offer a possible alternative, the principle of 
Tikkun Olam (in Hebrew) translated as Repair of the World.  Tikkun Olam (TO) often 
appears as a value and justification within the Jewish community for social action 
directed at the community and society at large (Lee, 1990).  The precise meaning of this 
principle or value has been debated over the centuries by Jewish religious scholars and 
mystics.  TO “…and its role in restoring the world to the perfection and wholeness that 
was intended has important implications for the role of humans in realizing God’s plan 
for the world” (Lee 1990, p. 405).  TO encompasses repairing the world by eliminating 
its ills: hunger, disease, poverty; by bringing it closer to world peace, and has been cited 
as a justification for social-action oriented psychotherapy (Brown, 1997). 
 
There are two important implications in integrating TO in the workplace and in 
management.  Fist is the need to redefine the purpose of the business organization as a 
force for eradicating the ills of world.  Many business leaders already recognize this 
aspect which is visible in those activities of business organizations that fall under the 
banner of corporate social responsibility.  The second implication is perhaps the more 
challenging at this stage, and that is implementing a TO precept that argues before we can 
repair the world, we must be able to repair ourselves.  By concentrating on only those 
business activities associated with corporate social responsibility,  

“…we fail to see the important relationship between the internal repair of 
each individual on an ongoing basis and the repair of the society and 
indeed the world…A sound society demands ethical business practices, 
respect for persons and property, the assurance of justice and equity for all 
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people, and ongoing attention to the many small problems that the society 
encounters each day” (Lee 1990, p. 407). 

 
The TO principle teaches that, while recognizing the importance and value of corporate 
social responsibility activities, the priority is to heal individuals in the organization, in 
other words, to heal the organization.   The extent to which organizations are damaged or 
disabled has been recently synthesized and conveyed in a powerful documentary, The 
Corporation, based on the book by Bakan (2004) In his analysis of corporate behavior, 
Bakan (2004) finds that the behavior of corporations often precisely fits the definition of 
individual psychopathic behavior as defined in DSM IV, the diagnostic and statistical 
manual of mental disorders of the American Psychiatric Association.  Despite criticisms 
that Bakan’s (2004) argument may invite, the inference to be drawn is that to some 
degree, organizations, and the individuals who comprise them, are in need of healing.  If 
organizations can be effectively healed, then the principle of Tikkun Olam can begin to 
be realized.   
 
Thus, the process of management becomes a process of healing through the traditional 
management functions as well as integration of potentially new functions or skills.  
Adopting the perspective represented by the TO principle involves an authentic 
organizational transformation, for the singular objective of the organization is not longer 
profit.  Indeed, the TO perspective means that when organizations adopt a spiritual 
approach, it is no longer simply a path toward more efficient profitability.  Instead, 
spirituality is invoked in the service of healing.  To the extent that profitability is needed 
to bring the organization closer to this objective, it is both a necessity and obligation for 
everyone within the organization to produce it without compromising the ultimate 
objective of the organization, to repair the world. 
 
Within the healing professions, there is ample evidence of the value of integrating 
spirituality in the service of healing.  Examples of the available evidence in the literature 
include: application of spirituality to recovery from substance abuse (Brome, Owens, 
Allen and Vevaina, 2000), the role of religiousness in overall health (George, Larsons, 
Koeing and McCullough, 2000), and the emergence of fields such as transpersonal 
psychology (Horrigan, 2000), holistic health (Heaton, 2000) and spiritual psychotherapy 
(Karasu, 1999).  In psychotherapy as well as social work practice, the emphasis is both on 
understanding the spirituality of the patient/client as well as applying treatment and 
interventions that take into account the spirituality of the practitioner (Pellebon, Anderson 
and Angell, 1999). 
 
The argument presented here is that for spirituality to be a true force of organizational 
and management transformation, it must be enlisted by organizations for purposes greater 
than improved organizational performance understood as more efficient profitability.  
The concept of Tikkun Olam offers an alternative purpose which can be invoked to 
address many of the criticisms leveled recently at the business community.  The process 
leading to the achievement of Tikkun Olam does not forsake profitability, rather it 
emphasizes its importance as an instrumental objective.  To execute this transformation, 
management must begin to see itself as healers in carrying out its responsibilities. 
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Toward a Transformation of Management Education 

 
There may be any number of implications for management education should a true 
spiritually-based transformation occur in business and management.  The management 
education field will be called upon to identify methods of teaching new skills, and more 
importantly developing new attitudes and perspectives among its students.  In adopting a 
spiritual perspective in which profitability becomes an instrumental objective to further 
the healing process, organizations will likely need managers with different skills added to 
those traditionally valued in organizations. For example, within the healing professions, 
symptoms that previously resulted in a diagnosis of depression might very well be 
understood to indicate a spiritual problem (Sims, 1999).  Similarly, organizational 
performance problems previously understood to be motivational problems or group 
process problems may be diagnosed as problems with spiritual roots.  If management is 
to become effective as integrating a healing perspective, management education will have 
to develop suitable techniques to teach the necessary skills. 
 
These new skills in diagnosis and healing will help to prepare managers for work in 
organizations adopting a spiritual orientation.  Diagnostic skills are needed for managers 
to accurately perceive the spiritual dimension of various organizational problems.  
Managers will need the capacity to act as guides and healers in the process of repairing 
the individual, repairing the organization, and ultimately repairing the world.  In this way, 
the process of management will take on a sacred quality which is often perceived as an 
important ideal within the spirituality in management movement.  As profitability 
increasingly becomes an instrumental objective for the ultimate goal of repairing the 
world, spirituality in management will be able achieve a true transformation within 
organizational life and within the management education field which must be able to 
support it.   
 

Conclusion 
 
The spirituality in management movement has been a welcome addition to management 
discourse in the 21st Century.  The potential of this movement to give birth to a new 
management paradigm has been acknowledged but remains largely unfulfilled.  Indeed, it 
is at times difficult to recognize whether all that much has really changed.  People at all 
levels of the organization are personally driven to bring their own private spirituality with 
them to the workplace.  Concurrently, structural and other organizational changes have 
created a workplace which appears to be more aligned with spiritual values, at least for 
some exemplary organizations. 
 
The pace of adopting a spiritual approach to management does not reinforce the 
conclusion that there is a broad-based movement or an emerging new paradigm in 
management.  The pursuit of profitability remains in large part unquestioned, and the role 
of management education is to support this process by training more and better managers 
with skills aimed at efficiently exploiting every possible opportunity for continuous 
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profitability growth.  Even spirituality in organizations is justified by references to 
improved organizational performance. 
 
A different approach is possible and would clearly represent a distinct departure from 
past management practice.  This new approach would be truly transformational, primarily 
because it would adopt a unique end goal for business, replacing profitability with the 
goal of healing the world.  Profitability is an obligation to the extent that it advances the 
ultimate objective, the process of healing the world.  To heal the world, it is necessary to 
acknowledge how each of us needs to be personally healed, and how our organizations 
need to be healed. 
 
To support this process effectively would require a complementary transformation in 
management education.  New skills in diagnosis and treatment of spiritual problems 
would have to be taught.  The conceptual ideas in this paper certainly call for additional 
discussion and debate but they propose an outline of the broad dimensions toward an 
authentic spiritual transformation in business organizations and management education. 
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Enhancing the Sense of Wonder of Pre-K Teachers, Students, and Parents 
 

William J. Straits & William C. Ritz 
 

“If a child is to keep alive his inborn sense of wonder . . . he needs the companionship of a least one adult 
who can share it, rediscovering with him the joy, excitement and mystery of the world we live in.” 

Rachel Carson, 1956/1998 
The Sense of Wonder 

New York: Harper and Row 
 
INTRODUCTION 
 
The “sense of wonder” is what makes science what it is.  Present in even the youngest of children, that 

special something seems to wane too often as people progress through school. For too many adults – both 

teachers and parents alike – the sense of wonder has become clouded, and science is viewed as an endeavor 

for someone else, with too many difficult words and too much math.  Far too often, teachers of young 

children appear to be among the most “science-shy” of all adults. 

 

And yet, those who actively engage teachers of young children in interesting and challenging science 

activities soon discover that marvelous things can be observed while these adults are “sciencing.”  If the 

activities are carefully chosen and appropriately presented, teachers of young children can be seen:  

• talking enthusiastically with other teachers about their observations and inferences; 
• describing objects and events orally, in writing, and through drawings; 
• counting and measuring things in straightforward and effective ways; 
• displaying increasing eagerness to learn more and more, and 
• using newly acquired vocabulary and concepts as they share their insights with others. 

 
This paper describes ways that a pre-school science program developed at California State University, Long 

Beach -- A Head Start on Science – has been able to help adults revisit “science done right” so as to renew 

and enhance their often-lost personal sense of wonder… this, as a prelude to making them both willing to, 

and capable of, enhancing young children’s sense of wonder.  We will explore how a week-long A Head 

Start on Science summer workshop has been designed so as to start the journey of converting often “science-

shy” adult learners into teachers who return to their classrooms feeling comfortable, confident, and capable 

of providing “sense of wonder” science to their young learners.  We will highlight and describe some 

specific approaches and workshop components that we have found to be especially beneficial as we work 

with Head Start and other pre-K teachers each summer. In closing, we will share a summary of data from 

recent A Head Start on Science workshops, highlighting post-workshop impacts of the training.  
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A SENSE OF WONDER 
 
Inspired by Rachel Carson’s wonderful book (1956), project leaders early on decided upon, “encouraging a 

sense of wonder” as the project theme. For us, as with Carson (pg. 54),  

A child’s world is fresh and new and beautiful, full of wonder and excitement. It is our 
misfortune that for most of us that clear-eyed vision, that true instinct for what is beautiful 
and awe-inspiring, is dimmed and even lost before we reach adulthood…. [I wish that] each 
child in the world be [given] a sense of wonder so indestructible that it would last throughout 
life, as an unfailing antidote against the boredom and disenchantments of later years, the 
sterile preoccupation with things that are artificial, the alienation from the sources of our 
strength. 
 

This sense of wonder is closely aligned with the role of the transformative experience as part of aesthetic 

science education (Pugh 2002). Though often considered in relation to art, several scholars have applied the 

Deweyan concept of the aesthetic to science and science education (Girod & Wong 2002, Eisner & Powell 

2002, Pugh & Girod 2007). Incorporated meaningfully into educational situations, aesthetic can lead to 

transformative learning experiences. “Individuals undergo transformative experiences when they actively use 

a concept, find that it allows them to see aspects of the world in a new way, and personally value the way of 

seeing.” (Pugh 2002, p. 1104). In these situations science can be emotional, satisfying, and deeply 

meaningful and people, whether they be young children or research scientists, can actively take part in 

sensing the wonder of science.  

 

 

OUR BELIEFS ABOUT SCIENCE FOR YOUNG CHILDREN 
 
Central to our understanding of young children is the idea that a sense of wonder is innate; children are 

naturally awe-struck by and curious about the natural world. Further, the scientific exploration of this 

amazing natural world is also natural for young learners. We believe a sense of wonder is part of all 

children’s experience with the natural world; children are intrinsically motivated to explore this world. 

Therefore, denying children access to science education is reprehensible. It is important that all children, 

regardless of gender and ability, have access to culturally relevant science experiences that are of value in 

learners’ everyday worlds. Formal science education settings must tap into this natural interest in science by 

providing authentic materials, allowing a degree of student autonomy, and celebrating student success. 

Additionally, science education for young learners must utilize play and emphasize free exploration as a 

means for learning; provide opportunities to interact with peers, teaching and learning from each other; 

recognize that trial and error, cause and effect are natural parts of the scientific learning experience; and the 

importance of process over right and wrong answers. Additionally, young children with disabilities are best 
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served in these same types of classrooms where they are involved in science processes along with typically 

developing peers 

 

Teachers charged with facilitating science education of young learners indeed face a great challenge. 

Teachers must serve more as facilitators of learning, as opposed to tellers of information. Teachers must 

abandon the traditional view of teacher as disseminator of information and adopt roles as facilitators of 

learning. Consistent with this, a primary role of the early childhood science teacher is to provide an 

appropriate learning environment and opportunities for children to explore, represent, and share their 

discoveries. Teachers need to model excitement and enthusiasm when involved in science processes and 

when planning and anticipating discoveries. Throughout the design of learning experiences teachers need to 

recognize that the science processes children engage in are more important than learning science facts and 

that science processes can be highlighted at all times and in all parts of the classroom and outdoors, not just 

during “science time” and/or at the “science center.” As children engage in science experiences, adults 

should observe children's actions and listen to children’s conversations so that they can follow children's 

leads; child-initiated learning is of great importance and should be supported. Additionally, effective early 

childhood teachers must be effective parent educators and involve families in their children's science 

activities. 

 

We firmly believe that children enrolled in the types of early childhood programs described above, where 

active learning and student exploration are central, where teachers emphasize science process and student-

initiated learning, and where families are involved in children’s science education, are more likely to succeed 

in school, and in life, than children who attend more teacher-directed programs. 

 

 

WORKSHOP DESIGN  
 

[Adults] often have a sense of inadequacy when confronted on the one hand with the eager, 
sensitive mind of a child and on the other with a world of complex physical nature, inhabited 
by a life so various and unfamiliar that it seems hopeless to reduce it to order and knowledge. 
In a mood of self-defeat, the exclaim, “How can I possibly teach [a] child about nature – why, 
I don’t even know one bird from another!” (Carson 1956, pg. 56) 

 

The CSULB A Head Start on Science workshop was planned by a team of experienced educators who took 

on the challenge of creating a 5-day science workshop that would prepare Head Start teachers to become 

more comfortable, confident, and capable in regard to doing hands-on science with young children. From the 

very beginning, it was deemed essential to include experienced practitioners --- persons with strong 
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experience in working directly with Head Start children. The project planning-group was assembled 

deliberately to include persons with expertise and significant experience in early childhood and science 

education; as a group, the planners brought a wealth of experience in teacher education to the table.  

 

This expertise was important, as the challenge of increasing Head Start teachers’ abilities and interests in 

hands-on science teaching was a formidable one. This challenge to the planning-group was compounded by 

the fact that many teachers of young children are intimidated by science and do not understand the 

educational possibilities that hands-on science can offer the Early Childhood curriculum. Consistent with the 

quote above, many teachers of young children identify themselves as “science-shy.” Additionally, Head Start 

teachers are typically not trained to teach science, and few if any Head Start education programs emphasize 

the subject. In the main, a typical Head Start classroom does have a table identified as a “science center,” but 

organized science instruction is typically not incorporated into the curriculum. Consequently, a formal, 

common professional experience among participants was non-existent; the expertise of workshop designers 

was of paramount importance. 

 

Guiding Principles 

Within the project theme, “encouraging a sense of wonder,” we had several foundational ideas that guided 

development of the workshops. However, given that we had a mere five days to inspire a sense of wonder in 

our Head Start teachers and to develop in these same teachers the confidence and ability to inspire their own 

students, workshop content and approaches needed to be carefully selected. Considering the magnitude of 

this challenge the planning group made some key decisions regarding the content and design of the 

workshop. With regard to workshop design, planners decided that: 

• It was important to address both so-called “nomothetic” (elements of institution, role, and 

expectation) and “ideographic” (elements of individual, personality and need disposition) concerns 

(Getzels, 1958) throughout the entire workshop experience.  In everyday language, this meant that 

the workshop design would not  neglect the “human-social” needs of the participants at the expense 

of addressing the need to learn the necessary content and methods of  the A Head Start on Science 

program.  In short, a successful and rewarding workshop was viewed to require providing 

participants with a reasonable balance between task accomplishment and a sense of personal social 

satisfaction.  

• The workshop facilitators should model for participants how we wanted them to work with young 

learners. Since our emphasis was that of having the teacher act to facilitate the child’s explorations in 

science, we agreed not to tell them how to present “sense of wonder” to children. Instead, teachers 
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were to experience “sense of wonder” science much as we hoped young children would – workshop 

instructors would model, not tell!  But, doing so required the instructional staff to walk a fine line --- 

after all, adults need to be treated as adults, and not as 5-year old children!  As workshop activities 

unfolded, an activity would be identified as an “adult” version of something intended for young 

learners.  Differences and similarities were to be clearly identified and thoroughly discussed, and we 

even used paddles labeled “adult” and ”child” to underscore those differences. 

Additionally, planners chose to include: 

• A “constructivist” approach to the instructional design.  Constructivism is “the belief that all 

knowledge is constructed by an individual, not passed along from teacher to student” (Tobin & 

Tippins, 1993; quoted in Peters & Gega, 2002).  In this approach, the instructor’s role is to facilitate 

learning – the very approach we are trying to get workshop participants to adopt when they work 

with young learners. 

• An emphasis of science as a process. As a means toward attaining the project’s stated “sense of 

wonder” focus, it was decided that activities (both for teachers and children) would emphasize the 

skills known as “science process skills.”  Emphasis on these processes encourages learners to expand 

their perceptions of the world by becoming more skilled in how to “do” science.  They become more 

skilled observers, learn how classifying objects can help us to gain a better understanding of living 

and nonliving things, and various ways of communicating the data they collect (AAAS, 1968). 

• The development of participants’ questioning skills. Since appropriately stated questions are central 

to “sense of wonder” science, strong emphasis is placed on improving the questioning skills of the 

participants throughout the workshop.  This includes broadening teacher questioning techniques to 

include a greater proportion of divergent questions, as well as informing them of the advantages to 

be gained through increasing their questioning wait time (Rowe, 1973).  The instruction on 

questioning in science places an emphasis on listening to children and following their leads, and 

workshop participants are given numerous opportunities to practice their emerging questioning skills 

 

Goals 

In addition to the central considerations described above, the planning team agreed that the instructional staff 

would to the fullest extent possible: 

• identify and deal openly with each participant’s concerns about science, science instruction, and/or 

the workshop itself; 

• work toward developing each workshop group into an effective learning community whose members 

collaborate and support each other throughout the workshop and (hopefully) even beyond; 
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• encourage participants to do science lessons with their students after the workshop concludes by 

offering a CSULB “credit” option (details below); 

• help participants to become comfortable with activities in the Teachers Guide by having them try out 

many activities during the workshop 

• encourage appropriate classroom use of the activities by providing participants with a “startup set” of 

key science materials which they get to use and learn about during the workshop 

• make the workshop a congenial and enjoyable experience by always maintaining a positive 

classroom climate which helps participants to understand the joys which hands-on “sciencing” can 

bring to teachers, parents, and children alike. 

• Pace workshop activities so that participants better understand the need for patience in conducting 

“sense of wonder” science (it takes time and patience to get there!) --- this is also reflected in the 

decision to devote 5 full days to the workshop. 

 

Workshop Climate 

The prevailing “climate” of a successful A Head Start on Science workshop for teachers should provide 

participants with a genuine sense of their personal worth within the learning group, as it simultaneously 

shapes the participant’s future role of sharing “sense of wonder” science with young learners.  Here are some 

of the “rules of the road” through which A Head Start on Science workshops seek to meet these goals: 

• Punctuality is emphasized, but we do not chastise latecomers; instead, “on-timers” are rewarded by 

becoming automatically entered in drawings for science-related giveaway items; 

• Workshop instructors listen carefully to comments and questions of the participants, and everyone is 

encouraged to listen to the contributions of others. In short, we foster a climate of courtesy and 

caring about each other; 

• Participants and instructors are given opportunities to share personal information about their 

heritage, their families, their teaching careers, and the like. Who we are and what we do are 

important things to share as we work together; 

• Instructors work diligently to honor the strengths of the participants. The goal is to address the needs 

of the participants without making anyone feel weak or incapable. In short, we are respectful of each 

other. 

• Participants are encouraged to share both their workshop successes and emerging needs and specific 

mechanisms for doing so are incorporated into the workshop routine.  Periodically, teachers are 

given time to write reflectively in spiral-bound notebooks which are provided.  Another approach, 

which we call, “Gots and Needs” is more public; participants are given Post-It notes and are 
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encouraged to share their successes (“Gots”) and needs by posting their notes on a large poster on the 

classroom door.  These notes are read by the instructors at the end of each day and participants 

receive responses to their expressed “Needs” first thing the following morning as the workshop 

opens.   

 

 

SPECIFIC EXAMPLES 
 

Approaches Incorporated in Our Workshops 

In what follows, we will share some of the specific approaches we have found to be especially effective in 

working with teachers in our A Head Start on Science workshops. While many of these strategies are 

certainly not new or unique, they have served us so well that we urge you to incorporate them into your 

science workshop planning. 

 

Address human needs and concerns:  This is about fulfilling the “idiographic” dimension that was mentioned 

earlier in this paper.  For example, food and refreshments are typically a part of Head Start gatherings, and 

we carry on that tradition in our workshops.  We offer coffee and some sort of morning treat to those who 

arrive early each morning of the workshop.  We also provide mid-morning and mid-afternoon refreshment 

breaks each day.  It’s more than the food and drink --- during these intervals, participants meet and talk 

informally, get better acquainted, and begin to bond as a cohesive group.  On the first day, we also provide 

box lunches, because participants are new to campus and they need some time to feel comfortable about their 

new surroundings.  And, the last day of the workshop, we host a “pot-luck” luncheon to which virtually all of 

the participants contribute. This event becomes a veritable gala display of a broad variety of ethnic foods, 

and becomes an important prelude to our last-afternoon “graduation” ceremony. 

 

Obviously, attending to participant’s human needs and concerns involves more than food and refreshments!  

Examples of other aspects of this important dimension include making provisions for parking on campus, 

ensuring that workshop rooms are clean and comfortable and even, at times, taking a participant to a nearby 

hospital because she felt faint.  On the surface, none of this appears to have anything to do with helping 

teachers to teach science to young children, but it does! 

 

Adapt to Observed Concerns:   While literally hours of effort have gone into designing an instructional 

program, effective teaching demands that plans be modified to pay heed to observed concerns or difficulties.  

It goes without saying that experienced teachers know that the lesson design that worked so very well with 
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one group may not do very well with another.  This makes formative assessment a vital part of an 

instructional program.  A recent example makes the point:  Our workshop has since the beginning 

incorporated an activity we lovingly call “Who’s Herb?” as a way of helping participants to better understand 

the process of classifying.  The activity, as designed, is quite straightforward.  We provide teams of 

participants with a set of fresh herbs purchased at a local store and invite them to observe and classify the 

herbs as they wish, gluing them to large sheets of paper.  Clarifying information is added using marking 

pens.  Later, each team shares their work with the rest of the class. 

 

While this sounds very straightforward, we did make a number of observations that prompted us to adjust our 

instructional plans for this segment of the workshop.  We noticed that the participants were devoting much of 

their time and energy to trying to identify (name) the herbs, even though our instructions did not call for this.  

Participants had been directed to observe and classify the plant specimens.  In our revised instructional plan, 

we allow them to make this error, and when and if one of the groups does actually classify the plants, we ask 

them to tell the rest about what they did.  Post-activity debriefing is used to provide direct instruction 

regarding the differences between, naming, sorting and classifying --- and then, we give participants samples 

of rocks and minerals to classify.  Now, virtually all of the teachers understand how to classify objects and 

how naming them and simply sorting them are different from classifying.  One additional learning - we 

discovered this past summer that several of the teachers were allergic to one of the specimens, a fragrant 

sample of “pepper tree” foliage, brought to class by on of the instructors!  No more of that one in the future!! 

 

An Activity That Characterizes Our Approach 

This activity, entitled, “Getting to Know You” is actually a walkabout series of activities that comes early in 

the workshop (just after a few welcoming remarks and introductions of staff members), and is intended to 

address elements of the Classroom Climate, already described. Participants are given an opportunity to move 

from site to site around the classroom, each site featuring a different poster.  Poster titles invite participants 

to respond by adding with marking pen, their responses to the following prompts: 

• Number of Years I’ve Worked with Young Children 
• My #1 Concerns for this Week 
• Languages Spoken as I Grew Up / Now 
• My Cultural Roots 
• The Family I Grew Up In / The Family I Have Now 
• Special Skills I Bring to this Workshop 

Summaries of each poster are briefly shared, with discussion of how much we are all different and yet alike, 

and the posters remain on display for the next several days so that participants can revisit them at their 

leisure. 
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RESEARCH FINDINGS    
 
Evaluations of our workshops and others like them have yielded a great deal of insight regarding the 

effectiveness of A Head Start on Science professional development. Largely, evaluation findings are of two 

types, impacts on Head Start teachers themselves and the subsequent impacts on their students and 

classrooms. Each of these will be addressed in turn, below. 

 

Impacts On Teachers 

In our evaluations of our own workshops we have seen great growth in teachers comfort levels with regard to 

doing science with their classes. Entering our workshops only 10% of teachers report they are “very 

comfortable” with science, but by the end more than half of the participants describe themselves with this 

highest ranking (i.e., “very comfortable”) (Von Blum 1998).  These findings mirror those of a more recent 

study (Van Egeren, Watson, Morris, Farrand, & Lownds 2007) which showed that participating teachers 

should much greater self-efficacy with regard to science teaching, as well as a greater overall valuing of 

science for children, than a similar control group that did not attend A Head Start on Science workshop.  

 

Impacts On Classrooms and Students 

The positive teacher impacts described above did not end at the workshop, but translated into classroom 

practice. Van Egeren, et al. (2007) showed that participating head start teachers became more confident in 

engaging students in a wide range of science activities and classroom observations showed participants were 

more likely to use active learning strategies than non-participating teachers. Further, our participants reported 

an impressive increase in the frequency of science lessons; the percentage of teachers reporting the use of 

daily science instruction nearly doubled (Von Blum 1998).  Most importantly, teachers came to believe in 

their students’ abilities a science learners (Von Blom 2003) and through their increased appreciation for and 

use of active, hands-on science instruction students improved their science thinking skills, performing much 

better than the students of non-participating teachers in tests of scientific concepts and reasoning (Van 

Egeren et al. 2007). 
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Abstract of paper: 

This paper presents a rationale for including geographic information 
systems (GIS) in a secondary science methods course. The versatility of 
this software is very powerful because a) it can be used as an analytical 
tool requiring preservice teachers to use problem solving and critical 
thinking skills in finding a solution to the problem and b) it provides a 
platform for the development of GIS skills (workflows). The goals and 
objectives of using this cutting edge technology are described to meet 
the National Science Education Standards, the National Educational 
Technology Standards for Teachers (NETS-T) and the Interstate New 
Teacher Assessment and Support Consortium (INTASC) Principles.   
Teaching science using a problem-based approached is enhanced 
through the use of technology. One such technology that has the 
capability of integrating data from science and other disciplines and 
displaying it in a spatial form is Geographic Information Systems (GIS). 
In an overview the definition of GIS, its usefulness, the process of 
building, and development of GIS exercises for a high school 
curriculum are discussed. Examples of GIS projects for enhancing the 
preparation of science teachers are presented.  
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Conducting Literacy-related Action Research to Determine Best Practice Methods 
 

of Assisting Struggling Readers and Writers in Middle Level and Secondary Content Areas 
 

Rationale:  Undergraduate students sometimes view research as a difficult, tedious, and 

time-consuming task that holds little benefit for practitioners.   When university faculty teach the 

action research process and provide opportunities for students to practice the concepts involved 

in finding credible sources, writing a literature review, sorting and coding results, and structuring 

the action research paper to show expected components, they empower them to become 

practitioner researchers themselves.  Further, upper level undergraduate students are motivated to 

present the results of their field experience observations, interviews, and other research and share 

their conclusions with a broader audience of professional educators who gather at local, state and 

national professional conferences. 

This undergraduate university level unit of instruction aligns with the following National 

Middle School Association Performance-based Standards:  (3) Middle level teacher candidates 

understand the major concepts, principles, theories, standards, and research related to middle 

level curriculum and assessment, and they use this knowledge in their practice.  (5) Middle level 

teacher candidates understand and use the major concepts, principles, and research related to 

effective instruction and assessment, and they employ a variety of strategies for a 

developmentally appropriate climate to meet the varying abilities and learning styles of all young 

adolescents.  (8) Middle level teacher candidates understand, value, and integrate literacy skills 

(i.e., reading, writing, speaking, and listening) into all content areas.  The National Middle 

School Association recommends that pre-service teachers collaborate with their 

cooperating/mentor teachers to complete action research projects that address goals that 

represent developmentally appropriate intellectual or social growth opportunities for students in 

grades 4-8.  Since secondary education students are also licensed to teach grades 7-8, and many 
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high school students do not read/write at grade level, this action research unit meets the needs of 

both groups of upper level undergraduate students.   

 The big ideas in need of uncoverage in this unit include:  (1) action research processes 

and products, (2) reflective teaching, and (3) integrating literacy-related teaching strategies 

across the curriculum with the goal of closing the achievement gap and/or improving classroom 

interactions and participation in learning.  The “linchpin” idea (Wiggins & McTighe, 2006) that 

is important is that reflective teaching, learning, and thinking can empower pre-service teachers, 

cooperating and supervising teachers, and students to improve their daily performances in 

classrooms.   

 The essential questions that provide different plausible responses include:  What is action 

research?  How important are descriptive, analytic, and reflective writings in the process of 

finding a focus for solving specific classroom problems and subsequently heightening student 

achievement?  What do I want to accomplish?  What do I believe is the approach with the 

greatest potential for achieving my goal(s)?  What data will I need to collect to understand the 

efficacy and workings of my theory of action?  Based on this data, how should I adjust my future 

teaching? 

 Acceptable Evidence:  The multifaceted view of the components of understanding as it 

relates to action research relates to evidence of the Teacher Education Program candidates’ 

abilities to explain how action research fits into the reflective teaching model and how that the 

process can be used to reflect upon and revise/refine one’s teaching practices.  While it is 

important for the students to use the academic language associated with action research, it is 

more important for them to understand how the action research cycle alternates between action 

and critical reflection.  As they observe and interpret what is actually happening in their field 

experience classrooms, they identify research problems and work in small, cooperative groups in 

class to articulate research questions.  Subsequently, they research literacy strategies that assist 
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struggling readers and writers across the content areas and apply their new expertise in using 

American Psychological Association (APA) documentation style in attributing this information 

and assimilating it with their prior knowledge and experiences to see from the point of view of 

teachers and students ways to actually improve specific aspects of classroom life that impact 

teaching and learning across the content areas.   

Further, they come to empathize with the struggling readers, writers, speakers, and 

listeners as they work individually and in small and large groups to facilitate academic and social 

growth.  They learn to reflect in action as they monitor and adjust instruction to meet the specific 

needs of diverse learners in their field experience classrooms (Schon, 1983).  As they teach 

practice lessons leading to one summative evaluation of a lesson taught for an entire class period 

at the end of the semester in their field experience classrooms, they learn to use literacy-related 

teaching methods to hook their own students into becoming more self-directed in their learning 

through recognizing how metacognition works to help them take control of their own individual 

knowledge and skill acquisition in and outside the classroom.  This self-knowledge manifests the 

pre-service teachers’ expertise in reflecting upon what works, what needs improvement, and 

exactly what steps may be taken to improve instruction in teaching the same content in another 

classroom setting in the future. 

The authentic performance tasks that accompany the example of the six facets of 

understanding described above include:  identifying a research problem and collaborating with 

peers to articulate a research question; learning how to secure human subject consent permission 

for research in actual classrooms; writing open-ended questions in preparation for conducting 

interviews of students and teachers in nearby schools; designing interventions to assist struggling 

readers and writers; planning lessons that relate directly to improving struggling readers’ skill 

areas; monitoring and adjusting to meet students’ academic and social needs; sorting/coding 

results of observations, interviews with students/teacher, and notes from online and other media 
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sources; attributing to credible sources using APA parenthetical documentation style; writing the 

action research paper for a broad, teacher/practitioner audience; preparing a multi-media 

presentation to share new learning with the class and ultimately to use in a seminar presentation 

at the campus-wide undergraduate research conference held in the spring. 

Knowledge and Skills:  The three National Middle School Association standards to 

which the objectives for this unit are aligned appear on page 2 within the rationale for the unit.  

Standard 3 relates to major concepts, principles, theories, standards, and research related to 

middle school curriculum and assessment and using the aforementioned in daily practice.  The 

undergraduate students are well aware of the need to address the Arkansas standards/frameworks 

in preparing lessons and unit plans themselves because they limit their own instructional 

objectives to those which fit specific standards that guide instruction in area classrooms.  In 

addition, they recognize important academic and social needs of early adolescents and often 

heterogeneously group middle level students to differentiate instruction based on special interests 

or skill areas.  Several students, for example, in their mini-lesson demonstrations used 

cooperative learning techniques to facilitate student interaction relevant to concepts taught, and 

they also preferred graphic organizers such as Venn diagrams, fishbone structures, K/W/L charts, 

and Frayer model methods in planning instruction to support students as they read, studied, took 

notes, planned products, and participated in authentic assessments in content area fields 

(Tomlinson, 2003).  Often they created and facilitated the use of interactive bulletin boards to 

extend student learning through active participation in their classrooms.   

One of the particularly effective methods of differentiating instruction that the students 

used was to prepare a student profile of the class.  Surveys of students’ interests and observations 

of the arrangements of classrooms also assisted the university students in reflecting on methods 

of fostering positive communication as they prepared to use literacy strategies across the content 

areas.  One student used a variety of trade books as he differentiated instruction  (Carr & Harris, 
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2001) relevant to a variety of perspectives of the Holocaust to illustrate the point that there were 

many Anne Franks in European countries during World War II, and the Japanese internments 

camps in California and Oregon and a German prisoner of war camp that existed in Arkansas 

were examples of injustices that were a part of everyday life in the United States during that 

time.  In cooperative groups the students worked with fiction and nonfiction trade books to learn 

about multiple perspectives of historical events. 

National Middle School Association Standard 5 relates to effective instruction and 

assessment and the employment of a variety of strategies for a developmentally appropriate 

climate to meet the varying abilities and learning styles of all young adolescents.  Students built 

upon their prior experiences in planning lessons supported by Bloom’s Taxonomy and Gardner’s 

Multiple Intelligences as they searched for ways to hook student interest in the topics that were a 

part of the curricula in which they participated in the content area classrooms.  One student 

created learning centers for her eighth grade science students and facilitated a roller coaster 

experiment to demonstrate the difference between potential and kinetic energy.   

In a seventh grade science classroom a Practicum I student used learning centers to guide 

students to work independently or with an assigned partner on task cards (Drapeau, 2004) that 

asked them to compare and contrast living on earth to living on the moon.  This assignment 

prompted higher order thinking skills while reviewing the characteristics of the earth and moon 

and their suitability for human life. 

National Middle School Standard I (see p. 2) recommends that middle level teacher 

candidates understand, value, and integrate literacy skills across all content areas.  This is the 

standard that serves as the foundation for this unit.  Additional literacy strategies that the students 

used to address the various skill areas included: text structures and supports, concept ladders, 

Directed Reading-Thinking Activity (DR-TA),  Re Quest, Question-Answer Relationships, and 

Generating Interactions Between Schemata and Texts (Allen, 2004).  They also experimented 
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with a variety of writing strategies related to process writing instruction, namely brainstorming, 

concept mapping, informal and formal outlines, peer response groups, and content-specific 

journals and learning logs. 

Unit Objectives:  This unit focuses on the action research process, but there are many 

tasks and performances that illustrate what the students know, understand, and are able to do. 

The unit could not be completed in the framework of the original expectation of four weeks. 

Together the students and their instructors negotiated reasonable due dates, and they all 

completed the assignment successfully in eight weeks.  Below is a list of unit objectives that 

correspond with the National Middle School Association Standards selected to guide the 

conceptual learning of the university students. 

• After direct instruction in the action research process, students will be able to identify 

the four stages: clarifying vision and targets, articulating theory, implementing action 

and collecting data, reflecting on the data and planning informed action (Sagor, 

2005). 

• Given the opportunity to observe students and to participate in the daily life of a 

nearby classroom, students will be able to identify a research problem and compose a 

research question with the assistance of peers in heterogeneous cooperative groups. 

• After completing observations in content area classrooms, students will be able to 

conduct online/library research, interview students and teachers, sort/code results, and 

write an APA documented action research paper. 

• Having participated in peer feedback groups after observing, researching, and writing, 

students will be able to explain the action research process that they used to reflect, 

revise, and refine their teaching practices. 

Unit Overview:  The chart below shows the ten lessons, the whole-class elements, and 

the differentiation components used over eight weeks.  The students needed more time 
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than originally allocated to find sources, to interview teachers and students in their 

practicum classrooms, and to write their action research papers. 

Figure 1: Unit Lessons (Planned Learning Experiences) 

 Day 1 Day 2 Day 3 Day 4 Day 5 
Whole class 
components 

Define 
reflective 
teaching and 
action 
research with 
PowerPoint 
presentation 
and guided 
discussion. 

Discuss 
observations 
of middle 
level and 
secondary 
content area 
field 
experience 
classrooms. 

Visit university 
library to 
review how to 
access online 
and other 
media sources 
for literature 
review writing 
purposes. 

Directly teach 
how to use 
Bloom’s 
Taxonomy to 
compose 
closed and 
open-ended 
interview 
questions. 

Model with 
examples how 
to structure an 
action 
research paper 
using 
qualitative 
research 
methods.  

Differentiation 
components 

K/W/L in 
small groups 
that report to 
large group 
after 
brainstorming 
what they 
already know 
about action 
research. 

Small 
cooperative 
group work:  
Identify 
research 
problems. 
Write research 
questions 
using question 
cubes format. 

Entrance/Exit 
cards indicate 
skill level in 
identifying 
educational 
journals and in 
citing sources 
for references 
lists using APA 
format. 

Individually 
write 6 levels 
of interview 
questions.   
Pair and then 
in groups of 
four, role-play 
interviewing 
students and 
teachers. 

In pairs 
students 
divide 
research 
question and 
research 
literature into 
subtopics in 
informal 
outlines. 

 Day 6 Day 7 Day 8 Day 9 Day 10 
Whole class 
components 

Demonstrate 
how to code/ 
sort themes/ 
categories. 

Discuss 
limiting or 
expanding 
topics. 

Review Praise/ 
Question/Polish 
technique for 
peer evaluation. 

Model how to 
write a 100-
120-word 
abstract. 

Present 
PowerPoint 
summaries of 
research. 

Differentiation 
components 

Use tiered 
questions to 
prompt all 
students to 
participate. 

Peers assess 
literature 
review.  Cite 
sources using 
APA format. 

Peers/Instructor 
use rubric to 
assess draft of 
action research 
paper. 

Triad groups 
respond using  
exploration 
guide (see 
Appendix A)   

Peers and 
instructor 
assess using 
rubric (see 
Appendix B). 

 
Learning Experiences and Instruction:  Students appreciated the PowerPoint 

presentation and being able access it along with other rubrics and handouts as e-mail 

attachments.  The introductory lesson also included a discussion of Understanding by Design 

(UbD) principles as they related to this unit and to those that the students would be expected to 

create in their methods courses.  The discussion of the desired results (action research that would 

lead to closing the achievement gap in the practicum classrooms or that would improve some 

aspect of students’ interactions socially so that classroom climate would be positively affected) 

and the concept of broadening audience for the action research project for presentation purposes 

at the campus-wide, undergraduate research conference piqued the curiosity of the students.  
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They previously had not considered publishing for professional purposes, and the incentive of 

including a research-based presentation on their induction year teachers’ resumes appealed to 

them.  They were interested in what was involved in preparing a final draft of a paper that might 

appear in a professional journal in the field of education too.  As we discussed the desired 

results, they warmed to the idea of working together to provide frequent feedback through using 

a variety of configurations of cooperative and collaborative groups.  Because the action research 

process served to structure the unit, the reader can see through perusing the various whole class 

and differentiated components shown in Figure 1 (see previous page) the application of the 

sequence of teaching and learning strategies. 

Several students were taking an assessment course concurrently with this literacy across 

the content areas course, and they contextualized their learning about determining acceptable 

evidence by seeing it through the lenses of novice researchers and teachers who would be 

expected to collect evidence of their own students’ achievement in the near future.  To document 

and validate that the desired learning occurred and not simply that content had been covered 

encouraged them to “think like assessors”, as Wiggins and McTighe (2006) advocate (p. 18).  

Together with their instructors, the students negotiated due dates for the various components of 

the action research and agreed that given out of class time to find suitable materials, the project 

was achievable.  By sharing the design of a concept map, these practitioner researchers were able 

to enlist the cooperation of the students in taking control of their own learning, and they became 

more self-directed and accountable for demonstrating their own growing competencies as 

researchers as they worked through the process.  If backward design is about purposeful task 

analysis, then these students modeled that process skillfully.  They saw the action research 

process as one that would be useful as they transitioned from the pre-service teacher role to that 

of the induction year teacher.  By sharing the planning graphics with the students, they 

participated in the unit design processes and made sense particularly of the Stage 1 - Desired 
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Results template.  Another interesting factor relevant to differentiated instruction in this 

university class related to the broad range of research writing backgrounds of experience in the 

group.  Some of the students had not written research papers in the past and needed practice in 

paraphrasing and documenting direct quotations.  These mini-lessons frequently opened our class 

periods and served a review purpose for many students while they initially introduced basic 

writing skills to others.   

Differentiation:  At the beginning of the semester students completed a get acquainted 

activity that assisted them in applying Gardner’s Multiple Intelligence to their own learning 

preferences.  During a classroom mixer, they found someone in the class who, for instance, could 

finish a numerical sequence, another who could sort rocks into six categories in twenty seconds, 

or someone who with hands on head could stand on one foot with eyes closed for seven seconds.  

This activity  (Silver, 2006) along with a checklist of ways of assessing how students are smart 

clarified the need of teachers to know more about learning styles, aptitudes, and interests of their 

own students.  By observing their interactions, these novice teacher researchers could see that the 

class consisted of people whose interpersonal skills were highly developed, and several were 

nontraditional age students who chose teaching as a career after working several years in other 

fields. 

By the time the action research unit was introduced in the literacy across the content 

areas course, students had already differentiated content (what) by selecting a variety of 

materials to supplement instruction in their disciplines (selecting trade books to meet diverse 

reading skill levels, for instance), and they had also differentiated process (how) through creating 

interactive bulletin boards that integrated a variety of reading/writing activities that emphasized 

the various levels of Bloom’s Taxonomy and Gardner’s Multiple Intelligences (Tomlinson, 

1999).  They moved into working with the action research project thinking about ways to 

differentiate why by tapping into students’ various intelligences and interests and by researching 
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diverse methods for students to demonstrate new competencies while still making sense and 

connecting their new learning with prior knowledge and experiences.   

The various differentiated instructional techniques outlined in Figure 1: Unit Lessons 

(Planned Learning Experiences) and the learner needs specifically met follow.  K/W/L (Ogle, 

1986) is an instructional tool that helps learners engage in active thinking by articulating what 

they already know (K), deciding on what they hope to learn from their reading and inquiry (W), 

and highlighting or summarizing what they learned (L).  This strategy helps a teacher assess 

what he or she needs to teach or help students learn about a concept or topic, but it also assists 

students in identifying new questions that connect directly with their already existing 

backgrounds of expertise.  Because there were several students who had little experience with 

research skills, several graphic organizers (bubble, ladder, bracket, puzzle, multiple causes, and 

tree maps; t-charts; Venn diagrams; time lines; and flow charts) were used to help these students 

transform information that seemed complicated into a more concrete format or visual 

representation (Somers, 2006).  One of the students chose to integrate various graphic organizers 

into the secondary U.S. History class in which he was spending sixty hours in the concurrently 

taken practicum class, and he found that the graphic devices motivated his students to become 

more engaged in the class, and they also helped them retain new information. 

Small, heterogeneous cooperative groups were used to differentiate instruction in the 

university class because working together is a key principle of the class along with the 

importance of working as colleagues.  Students in one group often called on those in another 

group for advice or assistance with specific tasks, such as identifying research problems or 

writing research questions.  Often students were paired across groups so that they could share 

ideas that might benefit others who were doing similar research (three students were especially 

interested in planning and implementing literacy strategies that would benefit English Language 

Learners in middle school social studies classes).  The tone in these cooperative groups was one 
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of collaboration for mutual success, not competition for rewards.  The groups sometimes offered 

opportunities for students to fulfill specific roles, such as facilitator, recorder, reporter, and 

process observer, but at other times they provided unassigned components that each group 

worked out for themselves.  Each student enjoyed opportunities to make clear, individual 

contributions to the whole that were personally challenging and interesting.  All students 

engaged in tasks that helped them improve their negotiating and group-work skills. 

Tiered instruction was another method used to differentiate instruction across diverse 

skill levels.  After demonstrating the coding/sorting process for the large group, the students 

worked in teacher-designated groups to practice categorizing themes that were emerging in their 

research studies.  Students who had completed the sorts in advance worked in one group, and 

those who had difficulty categorizing information worked together using task cards describing 

the process.  The cards included three levels of questions that prompted students to subdivide 

their research into topics that fit into the larger components of the action research model.  Then 

the groups divided into pairs (one expert with another less experienced but not appreciably so) to 

assist each other in making decisions about appropriate headings and subheadings to use in 

writing the paper itself. 

Role-plays were another form of differentiating instruction to meet the needs of students 

who had little experience interviewing experts in the field.  After individually writing six levels 

of interview questions using Bloom’s Taxonomy as a guide, students paired and worked with 

more capable partners to practice student and teacher interviewing techniques.  Then the pairs 

grouped in quartet-learning groups to exchange ideas for further questioning.  At the end of the 

hour one pair presented a role-play of a teacher interview.  This experience heightened the 

students’ self-confidence in interviewing teachers and students in schools in the region. 

Another differentiated instructional technique relates to the use of peer response/feedback 

groups.  This type of peer interaction is based on the Praise/Question/Polish method of peer 
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response advocated by Bill Lyons (1981), a facilitator for the Iowa Writers’ Workshop:  (1) 

Praise relates to the questions:  What do you like about my paper?   In what way have I made 

myself clear?  (2) Question is a term that asks students to consider the actual questions that they 

have about their peers’ papers, or they might ask specific questions to guide a writer to include 

more specific information that he or she had overlooked.  (3) Polish assists writers in the critical 

task of proofreading/editing.  The corresponding question is:  What kinds of polishing do you 

feel my paper needs before it is published?   

This method of peer response was used in assessing the rough drafts of the literature 

reviews, the 100-120 word abstracts, and the draft of the entire action research project.  Answers 

to question one usually identified the paper’s strengths, boosted the writer’s ego, and made the 

writer more receptive to the balanced criticism that followed.  Answers to question two helped 

writers think about whether their papers were organized, clear, and specific.  Question three 

responses assisted writers in helping each other improve specific correctness of expression items.  

Students found that this method of peer response led to successful revisions in all of the 

components to which it was applied, and they also talked about how they might adapt this 

method of peer feedback in formative assessments of oral reports or PowerPoint presentations in 

their content areas.  

 Evidence of Student Learning:  Below are two examples of student-written abstracts 

that accompanied the action research papers.  The first abstract indicates that the student used the 

“How to Write an Abstract” guide (see Appendix A) as it was discussed in class.  The second 

abstract does not indicate consideration of the major components of the abstract, and it also 

misses an important component of the research assignment, which required that students 

integrate some literacy-related teaching strategies across their content areas. 
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Abstract #1: 

This action research paper uncovers several strategies designed to assist struggling 
middle school students in making sense of the seemingly indecipherable vocabulary of 
math.  It opens with a statement of the goals adopted from the National Council of 
Teachers of Mathematics and draws attention to ways in which they are aligned with 
literacy goals in the mathematics content area. The research will examine the significance 
of understanding terminology in the math field as it connects with the utilization of some 
very effective methods of instruction.  Its goal is to adequately answer the question: In 
what ways can using vocabulary strategies instruction improve student comprehension 
and build academic language skills in mathematics class? 

 
Abstract #2: 

Obsessive-compulsive disorder affects the youths of many classrooms around the globe.  
Often being mistaken as a student excelling at being perfect so educators assume when in 
reality it is an anxiety disorder that takes over the way a student acts.  School personal 
both faculty and staff should be made aware of the increasing number of students with 
the disorder that makes the paranoid to the point of obsession about certain subjects.  
New strategies are needed to ensure that students with obsessive-compulsive disorder 
succeed in the classroom.   

 
 Appendix C represents the action research writing skills of an English language learner 

who is majoring in Middle Childhood Mathematic/Science Education with licensure in grades   

4-8.  Her PowerPoint presentation shows how she condensed the paper without losing the 

specific advice for her peers relevant to providing assistance for ELL students.   

Another Teacher Could Implement Unit & Evidence of Self-Reflection:  

 By connecting the information from the chart on page 8 of this paper with the 

WHERETO chart, another teacher could adapt this unit to a specific discipline at the high school 

or undergraduate level.  Action research with its practical, recursive cycle can be used to assist 

teachers at all levels of expertise in practitioner reflection that leads to revising units in ways that 

lead to deeper understandings of the big ideas or essential questions that students often generate 

to guide their own learning in inquiry-based classroom settings. 

 On the next page is a reflection from one of the students (C. Clopton, personal 

communication, April, 2007) in EDUC 3112: Literacy Across the Content Areas for Middle 

Childhood and Secondary Education: 
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My action research paper was about student motivation.  I wanted to find some  
strategies to motivate students to read.  I concentrated on mastery rather than  
grades by setting realistic goals and giving positive feedback.  I found that students  
were motivated if they were offered time in class to read an excerpt and time to write 
summaries or notes on index cards that they could use on exams.  I also learned that  
it is important to know my students.  If I let them like me, they will let me teach them. 
 
The student (M. Galvan, personal communication, April, 2007) who wrote the attached 

paper relevant to finding instructional strategies to use with ELL students in a middle school 

science classroom observed: 

I noticed that the students in my Practicum I classroom spoke very little English.   
The teacher was frustrated and resorted to worksheets instead of discussions of 
experiments.  On the days when he used PowerPoint or hands-on activities, the  
students could remember more.  I found that it was best to create a welcoming 
environment, reach multiple modalities, label classroom items, and use cooperative 
learning groups.  The students were able to share experimental methods, results, and 
conclusions more easily when the roles in the cooperative groups were specifically 
assigned and monitored.  They also responded well to peer and self-evaluation  
opportunities to assess their participation in the groups. 
 
From the student responses and sophistication of their action research writing, two 

teacher researchers in higher education have learned the importance of facilitating an inquiry-

based, learner-centered environment that meets the power and freedom needs of students who are 

in many cases overscheduled with full-time academic loads, full-time jobs, families, and 

volunteer responsibilities in the community.  The students appreciated being able to negotiate 

some of the deadlines and to share the responsibility for developing the rubric for assessment of 

the PowerPoint presentations that would serve as culminating research presentations.  They were 

motivated with the possibility of sharing their research with practitioners in the field, and several 

of them look forward to discussing their action research with faculty members and their peers 

during the campus-wide, undergraduate research conference in the spring. 

Another year we will introduce the action research unit at the very beginning of the 

semester and model the processes in a more tightly structured manner.  The students respond 

well to rubrics for evaluation and checklists that monitor growth over time.  They want to share 

in the assessment process not only by self-evaluating but also by recommending change.  Their 
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instructors find this interaction with students energizing and helpful and know that as these pre-

service teachers move into their internship (student teaching) semester, they will use the action 

research methods to document growth in case studies and other formal and informal multiple 

measures of student success. 
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Appendix A 
 

Question Exploration Guide 
 

How to Write an Abstract for an Action Research Paper/Project 
 
1.  What is the critical question?      What is an abstract? 
 

2. What are the key  
               terms and explanations? 

• abstract 
 
• motivation 

 
 
 

• problem statement 
• approach 

 
• results 
• conclusions 

 

 
 

• comprehensive, concise description of writing 
project 

• why the researcher cares about the problem; a 
statement relating the importance of the work, the 
difficulty of the area and the impact it might have 
if successful 

• scope of the research; research question 
• methods of gathering and analyzing data and 

determining its significance 
• outcomes related to the success of the study  
• deduced consequences of the hypotheses of the 

study; implications are potentially  transferable.  

 
3. What are the supporting  
       questions and answers? 
A) Why have an abstract? 

 
 

B) How does the abstract assist 
researchers? 

 

 
 
A)  Rationale                                    B) Practical Applications 
       * Entice researchers to                    * Brief summary is 
          read/study the full                                quickly accessed 
          document.                                             and  read. 
                                                               *  Other researchers          
                                                                         may add to the 
                                                                         body of        
                                                                         knowledge by  
                                                                         using some of the 
                                                                         abstract writer’s  
                                                                         ideas as key  
                                                                         points for further  
                                                                         studies. 

 
4. What is the main idea answer? 

An abstract is important because it clearly and concisely summarizes the problem, findings and 
conclusions.  It should give enough information so that the reader knows whether or not he or she wants to 
read the paper. 
 

5. How can we use the main idea? 
How do action researchers find relevant, timely resources that complement their studies? 

 
6.    Is there an overall idea?  Is there a real-world use? 
O.1:   The abstract is one component of a research study that summarizes a longer work succinctly so 
that significant details may serve the purpose of encouraging further research about specific topics as 
new information and innovations develop. 

• Find an abstract related to the purpose of the current study, read it carefully, and then find and 
read the full text version of that study, examining it for the purpose of recognizing ways that 
your study will contribute to the body of knowledge in the field. 
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Appendix B 
 

Oral Presentation Based on Literacy-Based Action Research 
 

Name _________________  Date _________  Total Points ____ /20 
 

Criteria Exemplary Acceptable Not Yet Ready 
 
 
 
 
 

Content 

Comprehensive in 
addition to being clear 
and concise; conclusions 
are well supported with 
specific reference to 
credible sources; asks 2 
thought-provoking, 
open-ended questions to 
elicit audience response; 
encourages equal 
participation in class 
discussion. 

Adequately covers 
topic; supports 
conclusions with 
reference to research; 
asks 1-2 relevant 
questions to evoke large 
group response or 
interaction; facilitates 
brief class discussion. 

Incomplete coverage of 
topic; poorly supported 
conclusions; does not 
ask relevant research-  
based questions in an 
effort to facilitate class 
participation in 
discussion. 

 
 
Organization 

Sparkling attention 
getter, identifiable 
purpose statement,  
2-3 main ideas, and 
a summary style 
conclusion . 

Recognizable 
introduction, body,  
and conclusion. 

No obvious  
introduction, body,  
and conclusion. 

 
 
 
Presentation Skills 

Speaks loudly, 
enunciates/pronounces 
words clearly, uses 
vocal inflections to 
emphasize key points, 
speaks passionately 
about topic, exhibits 
high self-efficacy. 

Speaks well enough to 
be heard across 
classroom, enunciates/ 
pronounces words 
clearly, uses vocal 
inflections, speaks with 
enthusiasm and self-  
confidence. 

Speaks softly, lacks 
effort in clearly 
enunciating/pronouncing 
words, shows little 
concern for vocal 
inflections, speaks 
without energy or 
enthusiasm. 

 
Correctness 

of Expression 

Chooses words that 
aptly convey meaning; 
follows standard English 
conventions throughout.  

Uses standard English 
grammar and practices 
correctness of 
expression. 

Demonstrates lack of 
awareness of standard 
English grammar and 
usage. 

 
Comments: 
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Running head:  USING SIMULATIONS TO ENGAGE ALL OF THE STUDENTS ALL 
OF THE TIME (ACTION RESEARCH IN A TEACHER EDUCATION PROGRAM: 
CHANGING THE WAY WE LEARN IN THE UNIVERSITY CLASSROOM). 

 
 
 
 
  
 
 
 
 
 
 
 
 
 
 
 
 

Using Simulations to Engage All of the Students All of the Time 
 

Action Research in a Teacher Education Program: 
 

Changing the Way We Learn in the University Classroom 
 

Lois Yocum 
 

University of Arkansas – Fort Smith 
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Abstract 

 
The application of one method of differentiating instruction is investigated.  This  
 
action research paper defines differentiated instruction with examples and explains the  
 
advantages and disadvantages of using simulations as alternative assessments to  
 
determine pre-service teachers’ levels of readiness to participate in full stakeholder  
 
team meetings in middle schools.  Results indicated that the students who participated in  
 
the simulations engaged in advanced research relevant to the roles they were to play in  
 
the simulation scenarios and that they were well prepared to interact with their peers in  
 
this assessment.  Students who were interviewed after the simulated team meetings  
 
agreed that their self-efficacy was heightened through their active participation and that  
 
they perceived themselves ready to contribute in meaningful, collegial ways in shared- 
 
decision making at team meetings during their induction year because of this experience. 
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Using Simulations to Engage All of the Students All of the Time 
 

Action Research in a Teacher Education Program:  
 

             Changing the Way We Learn in the University Classroom 
 

 
Background 

 This We Believe: Developmentally Responsive Middle Level Schools, the 1995 

position paper of the National Middle School Association, states that the purpose of all 

schooling is “to help students become good citizens; lifelong learners; and healthy, 

caring, ethical, and intellectually reflective individuals” (p. 5).  Real world workplace 

environments require that employees see cause and effect relationships and collaborate to 

solve problems, yet too frequently schools de-contextualize learning so that students fail 

to see connections between the work they do in class and practical applications.  If 

learners are to see their prior knowledge and experiences as alive and important to them, 

educators must challenge them to ask critical questions about the work of others in the 

past and present so that, together with their peers, today’s students can collaborate to 

solve current problems. 

Best practice classrooms 

 One way to make connections with students’ past beliefs and experiences is to 

build upon them.  Zull (2002) suggests that there are two elements to accomplishing this.  

First, teachers must seek to understand students.  The better they can interpret their 

students’ thinking and prior experiences, the better insight teachers have into how the 

students can build on existing connections. Next, successful teachers need to be flexible, 

identify a variety of best practice teaching techniques, and integrate teaching strategies 

that engage students in meaningful discourse.  Best practice (Daniels & Bizar, 2005) 
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classrooms call for more experiential, inductive, active learning.  They emphasize higher-

order thinking and learning key concepts and principles in individual and integrated 

content areas or academic disciplines.  Cooperative, collaborative activity and the 

development of the classroom as an interdependent community are also important.  

Responsibility is transferred to the students for their work: goal setting, record keeping, 

monitoring, and evaluating (Zemelman, Daniels, and Hyde, 1998). 

 Differentiating instruction is a best practice method that is built on the premise 

that teachers must be willing to find ways to extend invitations to students to learn from 

their particular readiness levels, interests, and learning preferences (Tomlinson, 1999).  

The teacher who believes that an ethic of caring is important in his or her classroom and 

who truly believes in the dignity and worth of every individual responds to students by 

providing maximum opportunities for them to develop proficiencies in knowledge and 

skill areas.  For instance, a teacher might say to her students at the beginning of a school 

day, “I noticed some of you were having difficulty with the assignment yesterday, and I 

thought about it last night and came up with a couple of new ways to think about the 

skills.  I’ll be interested in seeing what you think about the ideas” (Tomlinson, 2003,  

p. 31).  From listening to her reflections, the students infer that they are in their teacher’s 

thoughts when she is away from school, she cares about their growing capabilities, and 

she wants them to succeed.  They also perceive that she values their opinions. 

 In differentiated classrooms teachers recognize that students have diverse needs.  

This is true not only in K-12 schools, but also in higher education.  According to Carol 

Ann Tomlinson (2001), differentiated instruction is “proactive; more qualitative than 

quantitative; rooted in assessment; student-centered; and a blend of whole-class, group, 
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and individual instruction” (pp. 3-5).  In response to student readiness, teachers can 

differentiate instruction in three key components (content, process, and readiness).  

Process in this context, Tomlinson (2001) explains, means making sense or meaning by 

participating in activities designed to help students move from their current points of 

understanding to more complex levels. 

Classrooms that are democratic, inclusive, and holistic are productive grounds for 

developing citizens who will exemplify those traits outside the classroom. How do we 

establish these communities in our classrooms in teacher education programs in higher 

education?  One way is to provide opportunities for students to practice the skills they 

will be expected to demonstrate during their first years as middle level teachers. 

Researchers at the Center for Prevention Research and Development (CPRD) have 

discovered a critical connection between appropriate teacher preparation programs and 

student achievement (Mertens, Flowers, & Mulhall, 2002). Their work suggests that 

teachers who actively participated in specialized middle grades teacher education 

programs are more likely to be involved in effective team and classroom practices. 

Subsequently, these teachers hold the potential to motivate middle level learners and to 

heighten student achievement in their classrooms. 

Currently, little research focuses on training middle level (grades 4-8) teachers to 

work in collaborative teams in schools that use site-based management models of shared 

decision-making. While cooperative learning principles and techniques are taught across 

the curriculum in most teacher education programs, the opportunity to practice these 

skills in realistic settings is limited. Another democratic method of engaging all students 

in information gathering, making key decisions, and drawing conclusions is to create 
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opportunities for them to participate in simulations of the types of diverse stakeholder 

team meetings involving school personnel, parents, students, community and business 

leaders in which they will actually be expected to participate during their first years of 

teaching.  Simulations, according to Tomlinson (2001) are activities designed to allow 

students to work with contexts or problems that are real world or authentic, but they 

appear on a “list of high-preparation differentiation activities along with alternative 

assessments, tiered centers, problem-based learning, and student-centered writing 

formats” (p. 34).  The idea of differentiating instruction at a pace that is comfortable for 

both teacher and students emerges as an important consideration; a teacher can reflect 

and refine/revise teaching strategies such as simulations and add one or two more high 

and low preparation approaches as students’ special interests and aptitudes are revealed. 

Advantages of using simulations 

The values of simulations in university classrooms align with those of middle 

level classrooms. Kellough (2000) in his textbook entitled Integrating Language Arts and 

Social Studies for Intermediate and Middle School Students maintains that simulations 

are “highly motivating, have been used successfully for instructional purposes outside of 

school, are effective in dealing with learner attitudes, offer opportunities for the 

application of knowledge and skills, and provide the group with a common and shared 

experience that can be used to extend and enrich learning if a debriefing session is 

included” (p. 423). 

Simulations in university classrooms result in deep learning when intrinsically 

motivated students interact with their peers and engage and reshape concepts that can be 

connected with their prior experience and existing knowledge to achieve their own 
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synthesis (Hertel and Millis, 2002).  Research preceding the 30-40 minute simulations 

can extend learning and assist students in supporting the conclusions they draw as they 

role-play the perspectives of a variety of school and community stakeholders who share 

brainstorming, consensus reaching, implementing new programs, and evaluating their 

effectiveness in the simulations.  This alternative assessment method in higher education 

can bridge the gap between the academics of a profession and the practice of it, and they 

can also provide students with opportunities for decision-making and for evaluating the 

consequences of their decisions. 

 Simulations are frequently used as alternative assessments in university 

classrooms (Fraenkel and Wallen, 2000). During a team role-play, an instructor might 

observe and record each group member’s interactions, grasp of knowledge and 

application of specific principles in a content area, and ability to demonstrate problem-

solving skills in a realistic scenario.  An individual simulation might more closely 

resemble a role-play during which an instructor would observe and record what happens. 

 Some of the criteria that an instructor might identify as important in evaluating a 

simulation might include:  “demonstrated understanding of substantive issues, under- 

standing and use of processes, representation of role interests, demonstrated initiative, 

quality of oral presentations, demonstrated ability to work with others, demonstrated 

leadership, effective time management”  (Hertel and Millis, 2002, p. 5). 

Disadvantages of using simulations 

The main disadvantage of planning and implementing simulations is their 

artificiality. They are alternative, not authentic assessments. The results of a simulation, 

however, may serve as hypotheses for other types of research investigations (Fraenkel 
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and Wallen, 2000). Peer assessment may be particularly meaningful if students and their 

instructor create a rubric for evaluation together and clarify each observation component.  

Self-assessment is important as it relates to meta-cognition, group interactions, and 

individual accountability as demonstrated through enacting a problem-solving situation. 

Debriefing is a very important component of every simulation as it contributes to self- 

and peer-evaluation. 

Action research in the middle level methods class 

Reflection is a process of making sense of one’s experience and telling the story 

of one’s journey. In How We Think: A Restatement of the Relation of the Reflective 

Thinking to the Educative Process, John Dewey (1933) defined reflective thinking as the 

“active, persistent, and careful consideration of any belief or supposed form of 

knowledge in light of the grounds that support it” (p. 115).  Reflective action involves 

meeting and responding to problems.  I teach from the perspective of reflective action 

and continually analyze my teaching practices and the educational and social contexts in 

which my teaching is embedded. I see action research as a way of relinquishing and 

sharing control for curriculum decisions with my students and facilitating an inquiry-

based instructional method that encourages students to be more self-directed and 

empowered to learn. 

Sagor (2005) describes action research as an investigation “conducted by the 

person or the people empowered to take action concerning their own actions for the 

purpose of improving their future actions” (p. 4).  As my students and I progressed 

through our reading, discussion, and study of Kellough’s (2000) book and Turning Points 
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2000, we searched for diverse instructional strategies that we could apply and practice in 

our evening class.  One with which students had little experience was simulations. 

To enliven their study of Turning Points 2000: Educating Adolescents in the 

Twenty-first Century (Jackson & Davis, 2000), my students made a conscious effort in 

their MLED 4123: Integrating Methods in Middle Level Social Studies and Language 

Arts class to prepare for the types of authentic team meetings that they will find in 

schools in which a shared decision-making paradigm is valued. These students spent 

class time learning about democracy by practicing it. They participated in four, teacher-

written, simulation scenarios of shared decision-making team meetings in which class 

members portrayed administrators, middle level teachers and support staff, 

representatives of community agencies, business persons, parents, and students. The 

topics and purposes that served to focus their simulated team meetings included: 

• A school district technology leadership team designed to assist in formulating 

a plan to further integrate the use of technology tools across the curriculum in 

a nearby school district. 

• A school support team delegated with the responsibility for developing a 

comprehensive health services plan for a middle school  with a high number 

of limited English proficiency, low SES, and special needs students. 

• An action/partnership team asked to brainstorm and reach consensus for 

improving specific aspects for effective parent-school faculty and staff 

relations and planning parent-student activities for the rest of the school year 

(see Appendix B). 
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• A shared decision-making team meeting called to determine induction year 

teachers’ program topics for the next school year. 

The students prepared for the simulations by reading specific chapters from 

Turning Points 2000: Educating Adolescents in the Twenty-first Century (Jackson & 

Davis, 2000) and by conducting research using online educational journals and 

documents, books, and periodicals. They also interviewed community members whose 

careers were similar to those whom they chose to role-play during the simulations to 

learn their actual perspectives regarding the various problem-solving scenarios.  They 

practiced Jackson’s concept of school governance, developing a plan for continuous 

improvement across a range of critical elements in a logical and orderly fashion.  

The students practiced “backward design” by identifying the outcome of their 

simulated team meetings and then considering the standards for success that they wanted 

to meet or exceed (Wiggins & McTighe, 1998). Then, unlike traditional practice, they 

determined the kind of performance assessment that would provide evidence that they 

had met the goal of each simulation (see rubric in Appendix A). For example, at the end 

of the simulation related to identifying topics for professional development meetings for 

next year’s induction year teachers, these pre-service teachers brought to the task topics 

such as differentiated instruction, alternative assessment, integrating reading and writing 

across the curriculum, implementing character education programs, etc. They 

collaborated with their teammates to bring prior knowledge and experiences together 

with the new learning that they derived from Turning Points 2000 to ensure that the 

program topics for the next school year would meet the needs of new teachers in their 

region. They also applied their recently reviewed cooperative learning group skills to the 
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team meetings by volunteering to serve as facilitator, recorder, reporter, time monitor, or  

process observer. 

After each of the simulated team meetings, the students debriefed their decisions 

and added insights gained from the experience. They followed Sparks-Langer’s (2006) 

guidelines for evaluating simulations and used a series of questions to assess their 

progress. During their final simulation, the student who served as the recorder chose to 

use the computer projection system to record the debriefing.  This was beneficial for the 

group as they could immediately see the strengths and growth areas as the evaluation 

process unfolded. 

One student found it difficult to maintain her role as a middle school teacher. She 

observed that the experience helped her see the multiple perspectives that the many 

people who gather for school stakeholder meetings bring to the table. One nontraditional 

age student indicated that the experience forced him to read more carefully and to 

consciously identify and associate learning theories with experts in the field of education 

so that he could support his conclusions and be perceived as a credible expert who was 

concerned to serve as a change agent in the school and community. 

Surveys (see Appendix C) of students who participated in the simulations of team 

meetings over a four-year period indicated that the students found their advance research 

and participation in the simulations focusing on authentic problems identified in actual 

middle schools beneficial as they moved into their induction year of teaching.  Some of 

them returned to share their successes in collaborating with colleagues, parents, and 

community/business leaders; writing grants to meet the needs of diverse student 

populations; and planning interdisciplinary thematic units that included middle level 
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students who generated essential questions that served as the foundations for inquiry-

based instruction.  Authentic assessments planned and implemented during team 

meetings correlated with closing the achievement gap in several middle schools in the 

region.  Further, an emphasis on planning, implementing, recording results, and reflecting 

on the success of new, literacy-related instructional strategies further improved student 

proficiencies in reading and writing as indicated by high stakes standardized test scores. 

Simulations should be used to teach a specific problem, process, or situation. 

Although some educators have used this method to teach an entire class for a semester, 

experience suggests that using a simulation to explain or discover a particular problem or 

system is usually the best use of this method of learning.  The more specific the 

simulation, the more successful it will be. The extra planning time put into organizing or 

using a simulation usually results in the students better grasping the information, process, 

or both. Students not only prefer simulations instead of other methods of teaching, but 

they also tend to retain the information longer than if taught in conventional ways.  When 

used in teacher education courses, simulations serve as models of teaching strategies that 

pre-service teachers will plan and implement in their own classrooms in the future. 

Simulations can serve as powerful learning tools when used properly and in the 

right setting. They help students actually experience and solve a problem and not just 

read or hear about it. Democratic, inclusive, and holistic are descriptors that also serve as 

assessment criteria for the decisions made through simulations that brought my students 

closer the reality of team decision-making than they had experienced previously. 
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Appendix A 

Rubric for Evaluation  
of Individual Participation  

in Simulations 
 

Criteria Exemplary Acceptable Not Yet 
Ready 

Comments 

 
 
 
 
Knowledge of 
content and 
supporting 
details 

Demonstrates 
comprehensive 
knowledge of 
educational issue; 
connects prior 
knowledge/experience 
to with new knowledge 
in problem solving; 
refers to specific 
supporting details; 
shows exceptional 
preparation; suggests 
reasonable solutions to 
problem.  

Demonstrates 
knowledge of 
educational issue; 
refers to some 
specific supporting 
details; shows 
adequate level of 
preparation. 

Demonstrates 
little knowledge 
of educational 
issue; supplies 
few supporting 
details; shows 
lack of 
preparation; says, 
“I agree,” instead 
of providing 
specific, 
supporting 
evidence. 

 

 
 
 
Active 
participation 

Provides positive 
leadership; frequently 
and courteously                 
contributes thoughtful, 
insightful observations; 
shows respect for 
others’ ideas; 
encourages equal 
participation by asking 
relevant questions.  

Democratically 
contributes 
thoughtful and 
appropriate 
observations; 
demonstrates 
courtesy and 
respect for others.  

Lacks initiative 
in contributing 
ideas; appears 
disinterested or 
indifferent; 
interrupts, 
dominates, or 
otherwise takes 
group off task. 

 

 
 
 
Role-playing 
skills 

Portrays appointed role 
realistically; stays in 
character dramatically; 
appears to believe role 
demands; relates 
professionally and 
sensitively to others on 
the collaborative team. 

Portrays appointed 
role credibly; stays 
in character; makes 
appropriate 
statements; listens 
to others’ opinions; 
relates well with 
team members. 

Fails to cooperate 
with role-playing; 
speaks out of 
character; does 
not listen to 
others’ views; 
lacks cooperative 
group skills. 

 

 
 
 
Debriefing  

Frequently notices and 
expresses strengths; 
recommends changes in 
growth areas for self-
improvement (individual 
accountability) and for 
group interdependence. 

Notes strengths of 
self and others; 
suggests viable 
improvements; 
recognizes growth 
areas for self and 
group. 

Shows little 
awareness of 
strengths and/or 
growth areas; 
contributes few 
suggestions for 
improvement.  

 

 
 
Other 
observations 
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Appendix B 
  
 
Turning Points 2000, Chapter 9 
“Involving Parents and Communities” 
 
 
Ideal Middle School has recently formed an Action Team for School, Family, and 
Community Partnerships.  This action/partnership team consists of ten members:  the 
principal, one fifth grade mathematics teacher, one sixth grade social studies teacher, one 
seventh grade science teacher, one eighth grade language arts teacher, a 5-6th grade 
counselor, a police liaison officer, a grocery store owner who is a business partner, a 
parent, and a student.  At the monthly meeting in September the team is planning to 
brainstorm ideas for improving specific aspects of effective parent-school relations, such 
as involving parents in diagnosing learning needs, developing alternative assessments and 
learning activities, and providing periodic information regarding progress toward learning 
goals.  This action team is also responsible for planning parent-student activities for the 
rest of the school year.  The four key aspects in which collaboration between parents and 
school staff members is essential include: 
 

• Establishing continuity between home and school 
o Interdisciplinary and grade level teaming 
o Bridging linguistic and socioeconomic differences 

• Monitoring students’ school work and their school careers 
o Telecommunication advances 
o Student-led conferences 

• Creating opportunities outside the school for safe, engaging exploration 
o Linking adolescent learning to community resources 
o Integrating the community within the curriculum 

 Service learning 
 Career education 

• Improving the school through on-site parental involvement 
o After-school programs 
o Full-service schools (Jackson and Davis, 2000, pp. 204-215). 

 
Based on the reading that you will have done in chapter 9, assume the roles listed above 
and work through the brainstorming/consensus reaching process to determine topics for 
parent advisory committee meetings for the months of October, November, December, 
January, February, March, and April and for one parent-student activity night per month.  
The programs you plan for parent advisory committee meetings may relate to topics 
discussed at other school/team meetings that you have previously attended, and the 
parent-student activity nights may replicate some that you know have brought students 
and their parents/guardians to school in ways that improve school climate as well as 
home-school communications and relationships. 
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Appendix C 
 

Survey of Middle Childhood Teacher Education Program Candidates 
Who Have Participated in Simulations  

of Community-wide Stakeholder Middle School Team Meetings 
University of Arkansas – Fort Smith 

 
Instructions:  Please answer the following questions, some of which have multiple parts.  
You may continue writing on the back or attach additional pages, if necessary.   
 
1. What did you already know about team meetings in middle schools before learning 

more about them in the context of a site-based management school setting in MLED 
4123: Integrating Methods Middle Level Language Arts/Social Studies? 

___________________________________________________________ 
___________________________________________________________ 
___________________________________________________________ 
___________________________________________________________ 
___________________________________________________________ 

 
2. What have you learned about participating in community-wide stakeholder middle 

school team meetings as a result of preparing for and democratically contributing to 
the shared decision-making process in a simulated team meeting? 

___________________________________________________________ 
___________________________________________________________ 
___________________________________________________________ 
___________________________________________________________ 
___________________________________________________________ 

 
3. From your Practicum I and II experiences, internship, or full- or part-time teaching 

experiences, how realistic is the simulated team meeting to the actual method of 
making building-wide decisions in middle schools in this region in Arkansas? 

___________________________________________________________ 
___________________________________________________________ 
___________________________________________________________ 
___________________________________________________________ 
 

4. As a form of alternative assessment, how successful do you believe the simulations 
were in revealing depth of content knowledge relevant to one of the four topics: 

 
a. A school district technology leadership team designed to assist in formulating 

a plan to further integrate the use of technology tools across the curricula. 
b. A school support team delegated with the responsibility for developing a 

comprehensive health services plan for a middle school with a high number of 
limited English proficiency, low SES, and special needs students. 
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c. An action/partnership team asked to brainstorm and reach consensus for 
improving specific aspects of effective parent-school faculty/staff relations 
and planning parent-student activity nights for the academic year. 

d. A shared decision-making team meeting called to determine induction year 
teachers’ professional development seminar topics. 

__________________________________________________________________
__________________________________________________________________
__________________________________________________________________
__________________________________________________________________ 

 
5. Which of the following goals for preparing simulations do you perceive as most 

important?  Please rank order the goals (1 = most important). 
___ Providing pre-service teachers with opportunities for researching effective  

 solutions to school-wide problems 
___ Collaborating to solve real world problems by using creative and critical 
       thinking skills 
___ Participating in collaborative, shared decision-making teams 
___ Evaluating the consequences of their decisions through debriefing 
 

6. What level of active participation did you observe among your simulation activity 
group’s participants? 

___  ___  ___  ___  ___  
  100%  90%  80%  70%  60%   
 
7. Describe your preparations for the simulations.  Tell about how you researched the 

topics (see item #4 on the preceding page to review them), what you learned from 
reading a variety of secondary sources, how carefully you read the chapters from 
Turning Points 2000: Educating Adolescents for the 21st Century upon which the 
simulations were based, or with whom you spoke (classmates or teachers already 
working in middle schools in which teaming is practiced) about the scenarios and/or 
the topics to be discussed. 
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________ 

 
8. Simulations of specific shared decision-making team meetings provide opportunities 

for students who are preparing to be middle school teachers to “walk the talk” of 
interdisciplinary teaming and community outreach and collaboration as advocated in 
Turning Points 2000.  In what ways will participation in these simulations help you 
transfer teaming skills to the “real world” of teaching at the middle level? 
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________ 

 
9. What types of simulation scenarios might you create or have you created to meet the 

needs of middle school students?  Describe a lesson plan embedded in a specific 
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interdisciplinary or integrated unit that might engage and involve middle level 
students as successfully as this instructional strategy involved you in participating in 
problem-solving with your peers.  
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________ 

 
10. What did you learn from the debriefing session following the simulation?  In most 

classroom simulations, communication is interactive, nonlinear, and student-focused.  
In what ways were peer- and self-evaluation of your participation in the simulation 
beneficial during the debriefing component?  What is the most important thing you 
learned from preparing for, participating in, and reflecting upon the effectiveness of 
simulations of school and community full stakeholder team meetings? 
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________ 
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Abstract 

This study describes and analyzes the experiences of four urban students who attended a 

National Science Foundation funded summer school program after failing to pass their state’s 

standardized examination in high school biology. The driving ethos of the program was a belief 

that every student could master the biology content and pass the state exam, with a goal of 

achieving scores that would admit them to the local university. In the previous year of the 

program, participating students passed the state exam at a rate of over 90%, compared to the city 

Department of Education’s summer school pass rate of less than 36%.  The four case studies 

examine the ways in which the different components of the program- class, laboratory, and 

tutoring- affected the students, as well as the ways in which the program differed from their 

previous biology courses.  The critical finding of this study is that students who have failed and 

been failed in their urban schools can thrive when offered meaningful learning experiences by 

instructors who believe in their potential to succeed.   
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Background & Literature Review 

 

This study describes and analyzes the experiences of four urban students who attended a 

National Science Foundation funded summer school program after failing to pass their state’s 

standardized examination in high school biology.  According to Stone, Engel, Nagaoka, and 

Roderick (2005), “Increased use of high-stakes testing has been accompanied by an expansion of 

summer school programming. Few investigations focus on student experience within these 

programs” (p.935).  This study is an effort to fill this gap in the literature and illuminate the 

issues critical to an effective summer science program.  The goals of this program included 

improving students’ understanding of content and their performance on examinations, as well as 

their affective response to mathematics and science.  In the previous year of the program, 

participating students passed the state exam at a rate of over 90%, compared to the city 

Department of Education’s summer school pass rate of less than 36%.  The driving ethos of the 

program was a belief that every student could master the biology content and pass the state 

exam, with a goal of achieving scores that would admit them to the local university.  This study 

carefully and deeply examines the impacts of this program on four of its students, both during 

the duration of their summer experience and during the subsequent academic year. 

For over a decade, the standards movement has coincided with a growing reliance of school 

districts on summer programs to promote and graduate students who do not succeed on 

standardized tests during the school year (Chmelynski, 1998).  A small body of research explores 

this phenomenon and describes these programs; however, the students’ “perceptions and 

experiences are often overlooked in the research literature” (Stone, Engel, Nagaoka, and 

Roderick, 2005, p.936).  Attempting to address this, Stone, Engel, Nagaoka, and Roderick (2005) 

2008 HICE Proceedings 
Page 1675



Effects of summer school 

 4

analyze third, sixth, and eighth grade students’ experiences in Chicago’s Summer Bridge 

program.  This program, in which teachers are provided with a mandatory curriculum, focuses 

exclusively on the mathematics and literacy skills the students need to pass the Iowa Test of 

Basic Skills.  The current study also focuses on student perspectives of their summer school 

experiences, but in a program for high school students where teachers create curriculum directly 

in response to the students’ demonstrated needs.  Borman and Dowling (2006) attempt to 

measure the long-term effects of summer school, but they use a multi-year summer school model 

rather than the more typical single summer intervention.  The prioritization of mathematics and 

literacy skills typifies programs described in the literature (Borman & Dowling, 2006; Cooper, 

Charlton, Valentine & Muhlenbruck, 2000), while the current study examines science education 

in the summer school environment.  Thus this study builds on the growing understandings about 

effective summer school programs while extending it into new areas of student age and content 

area. 

The research questions driving this study were: 

• What impacts, both during the summer and the subsequent year, do the different program 

components have on the students’ learning of and attitudes about science? 

• How does the summer program compare to students’ experiences during the year? 

• Are there ways the program can be improved? 

 

Methodology and Research Setting 

The researcher followed standard case study procedures (Eisner, E. & Peshkin, 1990; 

Merriam, 1988; Schon, 1991; Stake, 1994 & 1995; Wolcott, 1994 &1995; Yin, 1994) while 

exploring the experiences of the four targeted students.  Yin argues that the case study is the 
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appropriate strategy for exploratory, descriptive studies “when the investigator has little control 

over events, and when the focus is on a contemporary phenomenon within some real life 

context” (Yin, 1994, p.1).  Additionally, he claims, “the case study’s unique strength is its ability 

to deal with a full variety of evidence- documents, artifacts, interviews, and observations” (Yin, 

1994, p.8).  The data sources for the study included 1) classroom, hallway, and lunchroom 

observations, 2) interviews with students, teachers, and tutors, and 3) documents including tests, 

school transcripts, and coursework.  Many of the various learning sessions were video-taped by 

the program, providing an additional data source.  Each week the program conducted item 

analysis on the students’ practice tests, making it possible to identify topics and types of 

questions the students had mastered and those that needed additional attention. 

Thirty-five urban public school students comprised the biology class in one site of the 

program, with demographics typical of urban high schools in the district.  The program ran 

Monday through Thursday from 9:00 am to 4:00 pm and the students were offered breakfast 

from 8:15 to 8:50 am.  The rest of the students’ day was broken into three instructional 

components- class, laboratory, and tutoring.  Monday through Wednesday the students spent the 

first two hours of the day in class, followed by two hours in lab, lunch, and then two hours of 

tutoring.  Thursdays began with a three-hour practice state exam, followed by an hour of 

tutoring, lunch, and two hours of class.  Monday through Wednesday a third of the students 

stayed at the end of the day to attend a feedback session where they had the opportunity to tell 

the teachers what was going well and what they would like to see changed.   

For the joint purposes of student support and teacher professional development, the program 

had a high instructor/student ratio.  Three teachers from the local school system taught the class 

with the support of ten tutors and a tutor leader.  The teachers and tutor leader ranged from one 
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and a half to 11 years of teaching experience, with the three least experienced having come 

through an alternative certification program.  The teachers were selected based upon interest in 

the program and stated desire to improve their own practice.  The summer school director 

deliberately did not select ‘master’ teachers in an effort to create a program that could be 

replicated elsewhere, without reliance on particular teacher expertise. The tutors were 

undergraduate or high school students with strengths in biology content knowledge.  Several of 

the tutors had worked with the program in previous summers or during the school year but none 

had taken education courses or were planning to become teachers.  Each tutor worked with two 

to four students at a time.  The laboratory section was co-directed by a local high school teacher 

and a college biology professor with the assistance of a biology education undergraduate student 

in a scholarship program.  Each week, four local high school teachers rotated through the lab for 

professional development in inquiry-based instruction.  Again, these teachers were selected 

based upon stated interest rather than demonstrated expertise.  Professional developers from the 

program and the local school system supported the teachers in their work and interacted with the 

students.  Teachers collaboratively planned their lessons and tutors developed their own review 

sessions for their students.  While tutors and the tutor leader were part of both the class and 

tutoring sessions, the researcher was the only person following the students throughout all 

aspects of their day.  This offered her a unique opportunity to explore the program from the 

students’ perspective and to see how the students learned and behaved in the different contexts.  

The four case students were selected following Stake’s (1994) recommendations that the: 

“researcher notes attributes of interest . . . . discusses these characteristics with informants, gets 

recommendations, . . . . The choice is made, assuring variety but not necessarily 

representativeness, without strong arguments for typicality” (p.244).  At the end of the first week 
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of the program, the researcher divided the students into groups based upon characteristics of 

students that the teachers found to be most salient- score on first practice exam, level of class 

participation, gender, ethnicity, and skill with English.  In consultation with the teachers, she 

selected four students from different groups in an attempt to get ‘representativeness.’  Students 

were eliminated from the sampling frame if they or their parents refused permission for video- or 

audio-taping.  CC, a rising sophomore African American male was from a group of students who 

were stereotypical class clowns.  CG, a rising senior Puerto Rican female, fell into a group of 

non-native English speaking students with strong English skills.  AG, a rising senior African 

American and Puerto Rican female, was one of several students who had failed biology multiple 

times and needed to pass in order to graduate in the coming year.  QB, a rising senior Middle 

Eastern male, belonged to a group of students with very weak English literacy skills.  The case 

students were not intended to generalize to all students in the program, but instead to illuminate 

the experiences of a range of students.   

The researcher acted as a participant observer, taking notes during student learning 

experiences as she served as a resource for the students and teachers.  The students perceived her 

as one of the teachers, a perception discovered when one of the case students identified this as 

her role to another student in the program.  Students knew her name and frequently asked her 

questions ranging from content to permission to go to the bathroom.  Her participant role 

involved activities from assisting with tutoring, to brainstorming with teachers about lessons, to 

breaking up student fights.  She was not involved in the design or staffing of the program and her 

role evolved rather than being formalized at the outset.   

During the summer, student interviews were conducted over breakfast, during lunch, or when 

a student had completed an assignment early.  Each student was interviewed at least every other 
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week, depending upon attendance and issues that seemed important to the students.  Teacher 

interviews were conducted during lunch or while the students were taking practice exams.  

Interviews followed a semi-structured format (Merriam, 1988; Kvale, 1996), with student 

interviews lasting 15 to 20 minutes and teacher interviews lasting approximately 30 minutes.   

All interviews were taped, transcribed, and analyzed through reiterative assertion 

development, in which the interview transcripts, field notes, and documents were chunked (i.e., 

divided into coherent, single-subject pieces), the chunks placed in categories, and assertions 

developed as the data in a category was read.  The assertions were tested against the complete 

data set and amended as needed (Anderson & Burns, 1989; Cooper & McIntyre, 1996; Maykut 

& Morehouse, 1994; Millar et al., 1994; Tobin & Gallagher, 1987; Tobin & Fraser, 1987). 

 

Findings 

The four participants’ reasons for needing to attend summer school were common within in 

the program.  CC claimed he was told not to take the state exam in the spring because his teacher 

did not adequately prepare the students for the test.  He and his classmates could take the course 

again in the fall and sit the test in January.  AG explained that she had failed the biology course 

twice, once in regular school and once in an evening program.  CG was not allowed to take the 

state test because she had not completed the state mandated labs owing to poor attendance.  As 

one teacher from her school described her, “She’s really motivated, but I know she’s got a lot of 

family issues that have kept her out of school some.”  CG also had attendance problems during 

the summer, but she was able to make up the work and complete the course successfully.  QB 

took the state exam and failed it.  Teachers from the students’ base schools confirmed the 

reasons the students provided.  
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Contrasts between prior experiences and current program 

Although the four case students attended different schools and had different teachers, their 

descriptions of their experiences in biology during the school year were remarkably similar.  

They described classes in which there were lots of notes to copy from the board, memorize, and 

reproduce on a test.  They claimed to be bored during biology classes that involved neither 

demonstrations nor student active learning.  They also reported a lack of teacher attention to 

whether they understood the science concepts.  QB claimed that he rarely understood 

explanations in his regular class, and AG talked about teacher frustrations with questions during 

the year.  According to the students, their laboratory experiences were in specialized lab classes 

that were disconnected from their biology class, both in time of day and the content being 

addressed.  AG explained, “the lab is totally different from what we learned in class…. So it’s 

like – it throws me off.”  They claimed that most of their laboratory time was spent doing paper 

and pencil work with teachers providing directions and data for analysis.  Rarely were there 

enough materials for all students to be involved in any lab activity.  The students also reported 

negative personal responses to some of their teachers, which decreased their willingness to 

engage with the classes.  One of CG’s teachers described the contrast in this student’s 

performance in her own elective class, which was inquiry-based, with the student’s productivity 

in her more traditional biology class, “On the other hand, her [biology] teacher, she didn’t like, 

and so didn’t do anything.  So for me, she was doing stellar work, all my homework, and the 

teacher she didn’t like, very mediocre.”  This pattern was consistent across all of the cases, with 

the students saying they were unwilling to work for teachers they claimed to not like or respect.  

Teachers from the students’ schools described the students’ classes, labs, and teachers in very 

similar ways.   
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The students had very different responses to the summer program than they did to their 

regular biology courses. CG’s exclamation was typical of their descriptions at the end of their 

first week: “I like science now. I like to know how things work.”  In comparing his two 

experiences, CC explained, “I didn’t feel capable, comfortable.  But now I feel like I know 

everything and I would like to know more.”  Students claimed that they felt free to ask questions 

and be honest about what they did not understand.  One teacher explained her perception of the 

program, “I think it’s great for the ELL kids who just need a little more hands-on.  I think it’s 

great for the kids who just got bored, like [CG], listening to lectures because it’s more fun.  And 

they don’t get lost.”  QB explained that he felt comfortable asking his tutor or the researcher 

questions during class, but that his teacher during the year never provided time for questions.  

Students also reported feeling praised and affirmed in their efforts to learn.  For example, when 

QB was asked why he felt better about his summer teachers he talked about being told about 

correct parts of his work before being given support for new learning.  One teacher was aware of 

this, “I think he’s really strong, and I think he loves being praised.  I think he loves feeling 

smart.”  QB claimed that he never received positive feedback during the year and that this had 

made him feel discouraged and caused him to give up quickly.  Throughout the six weeks of the 

program, each student improved his or her exam score by at least 30 points, with three of the four 

students earning well above the target score of the program.   

Contributions of class, laboratory, and tutoring 

The four case students demonstrated increased time on task and understanding in their work 

when classes included both student-centered activities and brief PowerPoint or video-supported 

teacher explanations.  They claimed to appreciate the variety in teacher approaches to instruction 

included in each lesson, the efforts to connect lesson to lesson, and the fun learning experiences 
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that teachers provided during class.  CG claimed that being actively involved and having variety 

in class increased her learning: “Because it’s fun, and we also learn at the same time.  Like you 

learn, they make it interesting.  You learn—they switch teachers, you know, so you don’t always 

stay with same teacher.”  Students had been trained to copy notes and did this without thinking 

about what the notes meant or whether they understood what they were copying.  What was 

different here was that someone was continuously checking for understanding as students took 

notes and later in the day during lab and/or tutoring sessions.   

In the laboratory section, the students were on-task and showing evidence of learning when 

the activity was student-driven, when there were enough materials for all students to be involved, 

when verbal and written instructions were clear, and when the activity was challenging but not 

overwhelming.  CC described what made the summer lab better than his lab during the year, 

We get to see how things work personally with like just two or three of us instead of a 

whole class working together on one thing.  We get to move around and observe it for 

ourselves instead of someone telling us what it’s like. 

However, laboratory teachers claimed to struggle with finding the right balance of support and 

independence for the students.  One teacher described her efforts to scaffold QB’s work, “when I 

walked away from him today, nothing.  Sometimes he’d finish the question that we were 

working on when I walked away, but if I was gone, nothing got done.”  She attributed this 

behavior to the fact that teachers train students over many years of school that the answers will 

be provided at the end of class, resulting in the students being willing to give up easily.  Students 

claimed to feel empowered when they were able to apply understanding from class to their 

laboratory work.  CC explained the connection, 

2008 HICE Proceedings 
Page 1683



Effects of summer school 

 12

They may say it in class, but in class we just write it down or they may show us a little 

bit, but with lab, we have the whole two hours to show for ourselves and put it to our 

knowledge to see if we was paying attention to it. 

The group in which the students worked had a significant impact upon whether the students 

completed their lab work and demonstrated learning from their lab experiences.  When several 

students switched lab groups to alleviate personality conflicts and join common language 

speakers, time off task substantially decreased.  For example, QB initially was in a group with a 

strong member who allowed him to copy work he did not understand and then get off task.  

When QB switched to a group with another Arabic speaker, he spent much more time on task 

and completed his own assignments after discussion with this other student. 

Tutoring sessions were effective, with students being on task and demonstrating increased 

understanding, when tutors had a positive demeanor, allowing some humor into the sessions, but 

indicated their belief in the students’ ability to succeed in a supportive way and gently but firmly 

guided the students through their tasks. CC prioritized the role of humor and personal 

connections as he described the kind of tutor he wanted to be to following year, 

I’m not gonna be like strict, but not too lenient.  I want them to know that we can have 

fun around me and laugh because I feel like in my environment, if I laugh, I feel more 

comfortable around the person.  Then I can do more work around the person, and I can 

come to them for more work. 

Throughout the summer, tutors were ineffective when they were either authoritarian or tried too 

hard to be friends with the students, causing students to shut down and rebel or waste time 

chatting.  AG’s suggestions for tutors was: “Try not to get too angry and upset, and have the 

patience.”  Tutors that did not see it as their role to motivate the students had conflicts and 
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confrontations with their students. CG made suggestions for tutors about how to be more 

effective, 

Get involved with them (students).  Try and help them understand the best way they 

could learn, not the best way you could learn.  ’Cause they know how to do things, ’cause 

we all learn in different ways how to do things.   

The students appreciated tutoring sessions that allowed them to ask questions about what was 

learned in class that day, claiming that it was easier to ask questions in the tutoring format than 

in front of the whole class. CG described her tutor’s strength in asking questions, “He asks us 

why it is that we get this answer, not just ‘don’t guess, tell me why—give me an explanation why 

you think it’s the answer.’” Students were more attentive and demonstrated increased 

understanding in tutoring sessions that consisted of more tutor questioning of students than of 

tutor explaining concepts. 

Areas for program growth and improvement 

While the program achieved its stated goals for most students, close examination of the 

experiences of the four case students revealed areas that need attention in order to maximize 

learning for all students.  The previous section indicates the best practices used for the case 

students, which were frequently but not universally employed.  Sometimes lectures were too 

long to maintain student attention, sometimes laboratory groups were too large or instructions 

too vague to support success, and sometimes tutors did much more explaining than questioning.   

Once students in the program scored above the program goal, the teachers stopped listening 

to them, failing to hear misconceptions developed by these highest achieving students. One 

teacher recognized that this was an issue for CC, “My impression of him is the kid is incredibly 

fast, almost too fast and I needed to slow him down.”  The teacher talked about being able to do 
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this with CC during a class in the computer lab, but he never attempted this approach during 

whole class work, letting CC’s misstatements stand since they were far beyond the level of most 

of the class.  The lack of differentiation in all sessions led these students to be unchallenged and 

frequently bored in later weeks, with some students distracting others in order to amuse 

themselves.  CG talked about her frustration during the final week of tutoring, “I think it’s 

because we’re doing the same – like reviewing it again, which is good, you know.  But at the 

same time, it gets boring.”  A teacher reported the tutor’s inability to meet the different learning 

need of CC and other members of his tutor group, which resulted in acting out by CC and 

confrontation between the student and tutor.  The teachers discussed their consideration of 

homogenous grouping to push the top students to excel,  

But then we were against tracking the high kids together making them homogenous.  We 

wanted to mix them with middle kids, so they could help pull up the middle kids.  So I 

guess our interests was less in raising the bar for the high kicks team less than helping 

them using them as resources. 

However, no structure was created to facilitate cooperative learning or peer tutoring. 

The lack of access to student records resulted in delayed identification of student learning 

disabilities and second language challenges, with QB not identified as ELL until the third week.  

His idiomatic spoken English had masked significant gaps in written and academic English.  

Even when his language needs were identified, the teachers appeared at a loss as to how to meet 

these needs, with none of them demonstrating expertise in working with second language 

learners.  This is particularly significant since QB was the only case student not to achieve the 

program goal score. 
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Teachers and tutors sometimes taught the students ‘sound bites’ to help them remember 

aspects of experimental design and other processes.  These usually resulted in the students being 

able to parrot the sound bite, but lacking the understanding necessary to perform the required 

task.  One example of this involved the students learning that “the independent variable is the 

one that does not change.”  Students who could state this were completely incapable of 

identifying the independent variable in an experiment.  

Teachers in the class and lab sections did not communicate thoroughly about the lab sessions, 

resulting in missed opportunities for class teachers and tutors to use lab experiences to reinforce 

concepts.  The researcher frequently reminded students of how a lab applied to a problem they 

were exploring during tutoring or how the class video should clarify concepts examined during 

lab.  There was some communication between the different sets of teachers about the students.  

For example, one class teacher said of QB, “We were told by the people in the lab, ‘he comes 

from class and we ask him questions and he knows nothing’ and it’s actually not true.  It’s how 

you’re asking the question.”  This demonstrates the limited understanding and perspective shared 

by the different groups of teachers.  

 

Discussion 

 

The findings of this study confirm much of what is known about effective science 

instruction.  However, too often urban students are denied this type of learning experience.  

Many urban science classes resemble the descriptions these students provided, with days filled 

by copying notes from the board and ‘labs’ involving paper and pencil activities.  The year-long 

classes described by the case students share characteristics of Anyon’s (1980) ‘working class 
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schools,’ “involving rote behavior and very little decision making or choice” (p.73).  Even some 

teachers associated with the program discussed their fear at taking ninth grade students to a 

laboratory setting because of behavioral issues, preferring to give them simulated activities rather 

than real equipment.  The students in this program in some ways confirmed their fears, having 

periods of boisterous and off-task behavior.  These students brought baggage with them from 

their past negative laboratory experiences and reported seeing laboratory as potential down-time 

in their day.  However, the four case students were convinced by their experiences in this 

program that scientific experimentation could be both enjoyable and rewarding. 

This study demonstrates that students who have failed in traditional ‘working class’ classes 

can succeed when provided with rich class and laboratory experiences and emotional support, 

even when the experience sometimes strays from best practice.  The variation in success of the 

tutors’ approaches further indicates that students are more successful when treated with respect 

and a belief in their ability to understand science concepts.  While the emphasis on passing the 

state exam sometimes pushed the experience into Anyon’s category of ‘middle-class school’ 

where “work is getting the right answer” (p.77), the program administrators and most of the 

teachers had the goal of creating ‘affluent profession school’ experiences, where “[w]ork 

involves individual thought and expressiveness, expansion and illustration of ideas, and choice of 

appropriate method and material” (p.79).  The mandated state labs and logistical issues of space 

limited the experimental design and inquiry possible in some laboratory sessions; however, 

inquiry-based laboratory was the goal of the program and students demonstrated the most 

learning and positive affect when they designed their own investigations.  The critical finding of 

this study is that students who have failed and been failed in their urban schools can thrive when 
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offered high quality instructional experiences by instructors who believe in their potential to 

succeed.  
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Introduction 

The huge growth of information in the modern society has made both learning and 

application of statistical concepts be the essential ability of citizens (Utts, 2003). On 

the other hand, some empirical studies have shown that students’ attitude toward 

statistics positively associates with their success in statistics course (e.g., Robert & 

Saxe, 1982; Wise, 1985). Therefore, developing an effective instrument for measuring 

students’ attitude toward statistics will provide statistics educators useful information 

about students, and then help statistics educators support students’ learning. 

Although some instruments for measuring students’ statistics attitude have been 

developed, a new one is still needed. Two major reasons are displayed as follows. 

First, some of the developed instruments for measuring students’ statistics attitude 

have their own limitations. For example, Statistics Attitude Survey (SAS) (Roberts & 

Bilderback, 1980) focuses on the dimension about students’ statistics 

achievements(Wise, 1985)  and neglects other important dimensions related to 

statistics attitude. Too many items in some instruments make the employment of these 

tools take a lot of time, and then often affect subjects’ mood and responses negatively. 

Besides, in recent years, statistics education has highlighted some capabilities of 

learners, such as statistical understanding, data analysis and interpretation, and 

statistical reasoning. However, few of the available instruments for surveying 

statistics attitude include these dimensions so far.  

Based on both the importance and the necessary of the effective instrument for 

assessing statistics attitude, the major purpose of this study is to develop a statistics 

attitude scale with good validity and reliability.  
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Research methods   

Developing the scale 

Statistics attitudes of students are gradually formed from their moods, feelings, and 

beliefs toward statistics in their learning contexts. In short, statistics attitudes are 

students’ sentimental reactions toward to statistics. In current study, the advantages 

and limitations of developed instruments about statistics attitude were reviewed, and a 

statistics attitude scale was constructed according to the trend of the reform movement 

in statistics. The scale (total 30 items) initially developed in current study included 

five dimensions: affect, anxiety, confidence, value, and difficulty (each dimension has 

six items). The items of each dimension belong to three categories: understanding of 

statistics principles, application of statistics concepts, and reception and delivery of 

statistics information (each category in each dimension has two items). All items of 

this scale are five point Likert-type scales.   

Testing and revising the scale    

The current study selected 218 students (143 males, 75 females, the sample median 

age was 20) from a university in Taoyuan, Taiwan to be subjects for testing the 

validity and reliability of the scale. All subjects had received formal instruction about 

statistics when they were in grade 12, and they were not majoring in statistics in the 

university. The average time for subjects to response to the scale was about 15 

minutes. “Exploratory factor analysis” was adopted to test the validity of Statistics 

Attitude Scale and the “internal consistency analyses” (Cronbach’s α) was used to 

evaluate the reliability of this scale.   

Research results  

Major analysis results are displayed as follows. (1) The value of KMO was 0.83 and 

the Bartlett’s test of sphericity reached the level of significance (χ2 
(435)=4331.9, p 
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< .01) and that showed factor analysis was suitable for analyzing students’ responses 

in current study. (2) There were seven factors (more than five factors supposed by the 

current study) extracted from the initial analytic results, which explained 72.1% of the 

total variance. (3) According to features of the factors and statistical quality of the 

items, the items belonged to “reception and delivery of statistics information” in each 

dimension were deleted. The revised scale still included five dimensions: interest, 

anxiety, confidence, value, and difficulty. However, there were only four items left in 

each dimension, and two items belonged to “understanding of statistics principles” 

while the other two belonged to “application of statistics concepts.” (4) Data analysis 

was conducted again for the revised version of the scale. The results displayed that in 

the aspect of validity, all the remained items (20 items) were well classified into five 

factors (dimensions) by factor analysis as expected, which explained 71.59% of the 

total variance. The five dimensions were ranked according to their explained variance, 

from high to low, as follows: affect (15.5%), value (15.0%), difficulty (14.7%), 

confidence (14.0%), and anxiety (12.4%). (5) The whole scale reliability (Cronbach’s 

alpha) was .75, which showed the good quality of this scale. The five dimensions 

were ranked according to their reliability, from high to low, as follows: affect (α＝

0.89), confidence(α＝0.86), value(α＝0.86), difficulty(α＝0.85), and anxiety (α＝

0.65). Among them, the Cronbach’s α of “anxiety” was lower than the others, but that 

was still acceptable in current study. 

Discussions 

According to the study results mentioned above, the items of the “reception and 

delivery of statistics information” cannot be well classified by factor analysis in 

current study. The assumed reason was that the subjects of the current study were 
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undergraduate students who did not have sufficient experiences related to reception 

and delivery of statistics information.  

Accordingly, the graduate students were suggested to be used as the subjects in future 

studies for further verifying the suitability of the dimension, “reception and delivery 

of statistics information”. Furthermore, owing to the good validity and reliability of 

the revised scale, statistics teachers could adopt this to understand learners’ statistics 

attitude much more.  

Acknowledgements 
The author would like to thank the National Science Council of the Republic of China, 
Taiwan, for   financially supporting this research under Contract No. NSC 
94-2520-S-008-002- 
 

References  
Roberts, D. M., & Bilderback, E. W. (1980). Reliability and validity of a statistics 

attitude survey. Educational and Psychological Measurement, 40(1), 235-238. 

Roberts, D. M., & Saxe, J. E. (1982). Validity of statistics attitude survey: A 

follow-up study. Educational and Psychological Measurement, 42, 907-912. 

Utts, J. (2003). What educated citizens should know about statistics and probability. 

The American Statistician, 57(2), 74-79. 

Wise, S. L. (1985). The development and validation of a scale measuring attitudes 

toward statistics. Educational and Psychological Measurement, 45(2), 401- 

405. 

 
 

 

2008 HICE Proceedings 
Page 1696



 

Cover Page 

 
Honoring Culture through Celebrations: Cultural Symbolism for  

Diverse Adolescents 
 
 

1. Title of Session: Honoring Culture Through Celebrations: Cultural Symbolism 
for Diverse Adolescents 

2. Author:   Dr. Melinda Cowart 
Associate Professor 
Department of Teacher Education 
College of Professional Education 
Texas Woman’s University 
P.O. Box 425769 
Denton, TX 76204-5769 
(H) 214.826.9159 
(O) 940.898.2154 
mcowart@mail.twu.edu 
 

       Additional Author: Dr. Gina Anderson 
Assistant Professor 
Department of Teacher Education 
College of Professional Education 
Texas Woman’s University 
P.O. Box 425769 
Denton, TX 76204-5769 
ganderson@mail.twu.edu 
    

 

 

 

 

 

    

2008 HICE Proceedings 
Page 1697



Honoring Culture Through Celebrations: Cultural Symbolism for  
Diverse Adolescents 

 
 

Objective of Presentation  

Two primary objectives will guide the presentation. First the presenters will to add to the 

body of knowledge regarding culture in the classroom from the perspective of students – the 

persons who are supposed to benefit from any discussion about diversity in school. The results of 

a mixed method research study that explored the perspectives of adolescent students regarding 

diversity issues will be shared. A second objective is to further the dialog about the appropriate 

and effective use of student voice to inform and enhance preservice and inservice teacher 

education.  

Significance of the Content and Process 

This mixed method study employed the voices of urban sixth graders in order to 

provide insight into adolescent perspectives of multicultural issues and cultural influence 

in the classroom. Student recommendations will be provided. Of particular interest is the 

desire of the students for educators to attend to cultural traditions in the classroom and to 

truly “know about” their cultural celebrations. In addition the role of collaboration in 

support of multicultural education through a university-school partnership will be 

discussed. The audience will be invited to participate in a lively discussion. Handouts 

will be provided. 

The information that will be provided as well as the research design is straightforward. 

The resulting knowledge may serve to enhance the education of students at all levels. Session 

participants will be able to critically reflect on the meaning of the students’ responses and to 

further the dialog about excellence and equity through multicultural education.  

Purpose of the Study 

The purpose of this ongoing research study is to provide insight into the perspectives of 

adolescents regarding the role of culture in the classroom, including the perception of teacher as 

cultural mediator. As students and teachers encounter increasing diversity within the nation’s 

classrooms, more knowledge and understanding of cultural influences and the impact of diversity 

issues on teaching and learning is needed.  While concerned educators have frequently considered 

the manifestations of culture in the classroom, young students have seldom been queried about 

their perceptions of culture and cultural identity. Teachers are challenged to become more 

knowledgeable of cultural issues in teaching and learning while also becoming better able to 
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address the educational needs of students and families from diverse backgrounds.  At the same 

time insights may be gained from tapping into student voice.  Furthermore, students must learn 

how culture is formed and how to understand and handle the many intercultural interactions they 

are certain to encounter (Cushner, McClelland, & Safford, 2006).   

Participants  

The participants of the study included sixty-eight sixth graders from one inner-city 

elementary school in a large, southwestern city.  The students are primarily of a lower 

socioeconomic status. Of the 800 students who attend the school, 94% are Latino and over 50% 

are English Language Learners (ELLs). 

Methodology 

 Both quantitative and qualitative methods were employed to analyze, interpret, and describe 

the participants’ responses on a survey created by the researchers.  The survey included Likert-

type as well as open-ended questions.  Survey questions were based upon a prior component of 

this study that included ninety suburban, middle school students.  A multi-genre approach was 

used to collect classroom assignments including analytic writing, narrative vignette, and poetic 

and artistic transcription.  The data were analyzed for emerging themes that informed the 

researchers in forming the survey.  

 The current study focused on the following research questions:   

• How comfortably do the student participants interact with others from different cultures?   

• What impact does the teacher have in shaping cultural knowledge?   

• How does the teacher inhibit or promote the celebration of diverse cultures?   

• What do the students think all teachers should be teaching about diversity in the classroom?   

Responses to survey questions were analyzed for emerging trends from the Likert-type questions.  

The open-ended questions were interpreted for potential themes. 

After the data were collected and analyzed the researchers worked with the school principal and 

participating teachers to further consider and interpret the implications of the students’ perceptions 

of culture in the classroom. 

Findings and Implications 

 While the research study is ongoing, initial findings show that students still feel 

uneasy in addressing diversity issues among their peers.  In fact, they are still fearful of being the 

target of hurtful comments and actions.  Students also indicated that several challenges exist when 

attempting to be friends with someone of a different ethnicity or culture. The teacher continues to 

play an important role in establishing a welcoming, supportive atmosphere and in protecting 

students from misinformation and stereotypes perpetuated by educators who lack knowledge 
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regarding the diversity of their students’ experiences and backgrounds (Nieto, 2004).  Students 

reported their understanding of different ways of learning.  In addition, students indicated that they 

want teachers to know that difference does not mean “bad.”  The students frequently noted that they 

want teachers to be knowledgeable of the cultural values and beliefs that are reflected in their 

celebrations. The researchers value the voice of students and utilized the information gathered in 

this study to collaborate with participating sixth grade teachers to create culturally sensitive 

pedagogy in order to enhance equity and excellence through multicultural education. Of special 

interest to the researchers as well as the teachers was the emphasis the sixth grade respondents 

placed on knowing and understanding their celebrations as significantly more than parties and 

holidays. After further investigation, it became clear that the students perceived cultural 

celebrations to be symbols of cultural values and traditions that were important for teachers to 

comprehend. The information obtained from the study in addition to the subsequent lessons and 

activities were used to inform teacher education and professional development.  

 This study supports the notion of expanding the role of the teacher to include that of cultural 

mediator.  Students indicated their desire for the teacher to help them understand more about 

themselves and others.  The participants willingly completed the survey, and their voices revealed a 

true need to discuss culture and the culture-learning process.  Implications for further study include 

replicating this study in other educational settings and connecting the results of the multiple studies 

to appropriate practice in teacher education. The researchers and teacher participants continue to 

plan activities and lessons in response to the suggestions of the sixth grade students. 
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Loss and Hope: Challenges in Acculturation for Refugee Children in the  
United States 

 
 

A significant aspect of intercultural understanding for teachers is possessing 
enough knowledge about students and their distinctive experiences to be able to 
comprehend them culturally as though looking through an emic, or in-group, lens even 
though the educator may actually be etic, or outside of the students’ various cultural 
groups.  Yet, few educators have had to endure the intense hardship and trauma 
experienced by many of the refugee students in U.S. public schools. In this type of 
situation teachers are challenged to learn accurate information about the unique aspects of 
the refugee experience through multiple sources, including studies that reveal the voices 
of various refugee groups and research that provides insight into the many ways in which 
student needs may be met. It is essential that teachers have the understanding necessary 
for appropriately interpreting student and parent choices and behaviors and for inviting 
the refugee experience into the curriculum.   

 
Defining a refugee as someone who has fled across an international border in 

order to seek safe haven, the United Nations High Commissioner for Refugees (UNHCR) 
further states that a refugee is a person outside of the United States who seeks protection 
on the grounds that to remain in the homeland would mean persecution or death because 
of race, religion, membership in a social group, political opinion or national origin 
(United States Committee for Refugees and Immigrants, 2005). As conditions deteriorate 
in the home country refugee children and their families may experience deprivation, 
hunger, ethnic cleansing, civil war, loss of loved ones, and even torture. Some children as 
young as 9 or 10 years old have had the misfortune of being conscripted into military 
service by warring factions, and they have been forced to commit atrocities that will 
haunt them for years to come. 

 
Experts in the field of second language acquisition in their discussion of the role 

of the affective filter speak to the power of the unsettled emotional state to filter or block 
learning (Dulay, Burt, and Krashen 1982). In fact, a high affective filter, whereby a 
student feels anxious, upset, worried, or concerned about prior events or threatened in the 
current situation, basically ensures that little learning will take place. What in addition to 
the culture shock of attending school in a new country and learning in an unfamiliar 
language might create a disequilibrium of a refugee child’s emotional state? The authors, 
having worked more than two decades with refugee youth, have found a number of 
concerns that continue to present challenges in adjustment for youth who at one time 
were newly arrived refugees. Three of the more frequently stated issues include 

• parents who struggle to adjust and may be unable to parent, 
• concerns about parents and siblings left in the home countries, and 
• cultural bereavement and cultural conflict. 
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Each of these topics will be discussed in detail, employing both the voice of refugee 
youth and the research of experts in the field. Educators can powerfully support their 
newcomer students by being familiar with their needs and previous lives and cultures, 
selecting appropriate strategies, using culturally relevant curricula, and by avoiding 
stereotypical thinking.  The strongest welcome that an educator can provide is the gift of 
accurate information coupled with time, patience, and confidence in the abilities of newly 
arriving refugee students and their families to successfully adjust to the new lives of 
freedom and safety they wish to pursue.  
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Statement of Problem 

     In new English Curriculum guideline for grade 1st to 9th, raising Taiwanese students’ 

communicative competence is set as the primary goals by the Ministry of Education in 

Taiwan. Although the English lessons in the textbook are designed based on the themes and 

functions of communication, communicative competence measured in the standardized test. 

Therefore, most of Taiwanese EFL teachers would scarify the communicative activities to 

prepare students for the standardize tests. Beside, most of Taiwanese teachers and students 

have got used to the Grammar Translation method, it is very challenging for them to adapt 

new teaching method into their curriculum.   

     Several studies (Hu,2002; Rao, 2002) have explored Chinese teacher’s voice on 

Communicative Language Teaching into their classroom. However, few studies focus on 

Taiwanese EFL teachers’ perceptions of integrating Communicative Language Teaching in 

grade 1 to grade 9, and challenges and difficulties they encounter when integrating 

Communicative Language Teaching into their classrooms. Therefore, I will explore 

Taiwanese teacher’s perceptions of and the challenges and difficulties they have when 

implementing CLT into classrooms. Besides, I will investigate what types of communicative 

activities would EFL teachers implement for k-9 students.  
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Literature Review 

Communicative Language Teaching 

Communicative Language Teaching (CLT) became influential in foreign language teaching in 

the early 1970.It starts with a theory of language as communication and its goal is to develop 

students’ communicative competence. (Richards & Rodgers,2002). Canal and Swain’s (1980) 

definition of Communicative competence is probably the best know. They defined 

communicative competence in term of linguistic system and the functional aspects of 

communication. The four dimensions of communicative competence include grammatical 

competence, sociolinguistic competence, discourse competence, and strategic competence. 

Grammatical competence is “the competence that we associate with mastering the linguistic 

code of a language”. Sociolinguistic competence focuses on “an understanding of the social 

context in which communication takes place: the role of participates, the shared information 

of the participants, and the function of the interaction.” Discourse competence is “the ability 

to connect sentences in stretches of discourses and to form a meaningful whole out of a series 

of utterance.” Strategic competence refers to the coping strategies that learners employ to 

initiate, terminate, maintain, repair, and redirect communication. ( Brown,2000,p248.) 

     Some of the characteristics of the communicative view of language in Communicative 

Language Teaching follow:   

1. Language is a system for the expression of meaning. 

2.The primary function of language is to interact and communicate. 

3.The structure of language reflects its functional and communicative use.  

4.The primary units of language are not merely it’s grammatical and structural feature, 

but categories of functional and communicative meaning as exemplified in discourse.  
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                                       (Richards & Rodgers, 2002, p.161)  

     Another dimension of Communicative Language Teaching is “ its learner-centered and 

experience-based view of second language teaching.” (Richards& Rogers, 1986, p. 69 as 

cited in Li, 1998). The roles of learners in Communicative Language Teaching are negotiators 

and communicators in the process of learning. They would engage in negotiation of meaning 

to be understood by their peers and by the teachers. In addition, they are anticipated to 

interact with other learners rather than with teachers. The two main roles of the teachers in 

Communicative Language Learning are to facilitate students’ learning and be an independent 

participant in the classroom(Been& Candline,1980).Other roles of teachers in 

Communicative Language Teaching are needs analysts, counselors and group process 

managers. As a needs analyst, the CLT teacher assumes the responsibilities of assessing and 

responding to learners’ language needs. As counselors, teachers need to measure the speakers’ 

intention and the listener’s interpretation (Richards& Rogers, 2002).             

     The purpose of classroom activities in Communicative Language Teaching is to 

develop links between form and meaning and to enable learners to use this language for later 

communication (Littlewood, 1981). Because Communicative Language Teaching holds that  

language should be learned through use and communication, teachers usually create “the 

need for communication, interaction, and negotiation of meaning through the use of 

communicative activities such as problem solving, information sharing, and role play.” 

(Richards, 2006, p.23) 

Strong and weak version of Communicative Language Teaching 
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    According to Howatt(1984), there are a 'strong' version and a 'weak' version of the 

communicative approach. The weak version stresses the importance of providing learners 

with opportunities to use their English for communicative purposes. The 'strong' version of 

communicative teaching, on the other hand, claims that language is acquired through 

communication. Learners should not only activate an existing but also inert knowledge of the 

language. Therefore, the strong version could be described as 'learning to use' English, and 

the strong versions could be described as 'using English to learn it.”  

Communicative Activities-Littlewood’s Model 

   According to Littlewood (1981), the communicative procedure is divided into two stages 

of activities: the pre-communicative stage and the communicative stage. (See figure 1) 

Figure 1: Littewod’s Model   

                               Structural activities  

Pre-communicative activities          Quasi-communicative activities  

                             

                            Functional communication activities 

Communicative activities        

                           Social interaction activities   

Note: From” Communicative Language Teaching”, by W. Litttlewood, 2005, p86.       

     The pre-communicative stage consist of the structural period and the 

quasi-communicative period. During the structural period, the teacher should help learners 

“to produce a certain language form in acceptable activities. The purpose of these activities is 

to develop links with the meaning that will later enable learners to use this language for 
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communicative purpose. During the quasi-communicative period, the teacher “isolates 

specific elements of knowledge or skill which compose communicative ability and provide 

the learners with opportunity to practice them separately”.(p. By the time, the students finish 

the first stage of activities, they have developed “ partial skills of communication”.    

   The communicative period is divided into two stages: the functional communicative stage 

and the social interaction stages. During the functional communication stage, the production 

of linguistic forms is less important. Learners are expected to use the language they know to 

get their meaning across. That is, they are anticipated to use language to share information 

and process information. The activities in this stage include the following: 

 (a)Sharing information with restricted cooperation: The situation is always that 

   one learner processes information which another learner must discover. In order to  

   introduce a “ game element” and to ensure that the interaction lasts long enough to  

   provide sustained practice, the knower is not allowed to cooperate fully. That is, he  

    provided information only in response to appropriate cues. The activities include 

    comparing a set of pictures and find out the similarity and differences, discovering the  

    possible sequence of events in a set of pictures, and discovering the missing feature in a  

    map.   

(b)Sharing information with unrestricted cooperation: In this activity the knower is    

  required to fully cooperate with the questioner and share the information he know with the  

  questioner. Instead of asking and answering questions, learners can use language to  

  describe, suggest, ask for clarification, help others and so on. The activities include    

  communicating patterns and pictures, communicating models, discovering the difference, 

  and following the directions. (See Appendix A Activity 2) 
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 (c )Sharing and processing information: The goal of communication is not only to share  

  information but also to discuss or evaluate this information in order to solve a problem.  

  This activity will help learners involve in analyzing, explain and evaluating the   

  information they get.. The activities include reconstructing story-sequence, and pooling  

  information to solve a problem. 

(d)Processing information: This activity creates a need for learners to discuss and evaluate 

the information they get. They need to solve a problem or reach a decision with their partners. 

groups. (See Appendix A: Activity 4)  

   During the social interaction period, the teacher requires the students “to go beyond what 

is necessary for simply getting meaning across” in order to develop greater social 

acceptability in the language”. The activities they do would approximate more closely to the 

kind of communication situation that they would encounter outside the classrooms, where 

language is not only a functional instrument, but also a form of social behavior.” “The 

structures and skills that a foreign language learner acquires during classroom interaction can 

later be transferred to other kinds of situation.” The social interaction activities  

include (a) Simulation and role-playing (b) Role-playing controlled through cued dialogues. 

©Role-playing controlled through cued and information (d) Role-playing controlled through 

situation and goals (e) Role-Playing in the form of debate or discussion.(f) Improvisation 

(See Appendix B Activity 1~6) 

      According to Littlewood(1981), the nature of control exercised by the teacher is the 

main criteria for grouping the examples of role-playing. As this control becomes less tight 

and specific, there is increased scope for the learners’ creativity (See figure 2). 
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             Control  

                     Performing memorized dialogues  

                     Contextualized drills 

                     Cued dialogues   

                     Role-playing  

                     Improvisation  

              Creativity                  

 Note: From” Communicative language teaching”, W. Littlewood,2005, Cambridge,U.K:  

Cambridge University Press, p50. 

Methodology 

Research Questions 

    This study aims to investigate the following three research questions.   

1. How do Taiwanese EFL teachers’ understanding of Communicative Language Teaching?  

To what extent do implement Communicative Language Teaching in their language 

classrooms?  

2. What kinds of Communicative Language Teaching activities will they use in their 

classrooms?  

3. How do they think the feasibility of incorporating Communicative Language Teaching 

into their classrooms?  

Participants 

 The participants in the study were 1 male and two female EFL Taiwanese English 

teachers. In this study, I use pseudonym to protect the confidentiality of my participants. 

Andy and Linda were secondary teachers and Cindy is an elementary teacher in Taiwan. All 
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of them are very experienced and they all have teaching certificate. Their age ranged from 28 

to 34 years old.  

Trustworthiness 

  With regard to the methodological trustworthiness of this study, I use different sources of 

data, including interviews, my field notes and classroom observations for triangulation. 

Besides, I did the member check by e-mailing each participant the selected translations and 

my interpretation of their data. I asked them to underline the parts that were misrepresented 

by me and clarify them for me. If it was still not clear to me, I made an individual meeting or 

make telephone call to clarify it .  

Data Analysis 

    My data were analyzed based on my conceptual framework drawn from literature review. 

First, I compared Taiwanese teachers’ understanding of Communicative Competence in 

Communicative Language Teaching with the literature review. Then, categories were utilized 

to find out the challenges and difficulties Taiwanese teachers have when incorporating 

Communicative Language Teaching in their classroom. Then, I used Littlewood’s model for 

Communicative Language Teaching to analyze types of activities EFL teachers integrated 

into their classrooms.   

Findings 

Concepts of Communicative Language Teaching and Feasibility in EFL context  

    All of my participants think they can only used Communicative Language Teaching to 

teach listening and speaking skills. It can’t be their dominant teaching approach. The big 

class size in Taiwan and the standardized test are their biggest concerns. For instance, Andy 

said “I think if I can use Communicative Language teaching for 2/5 of my classes a week that 
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was enough. Students had to take written tests so they need to memorize the vocabulary and 

sentence patterns.”  

    Linda also shared the same concern with the standardized tests. Like Andy, she thinks 

Communicative Language Teaching can’t prepare students for the standardized test, either.  
     ” Grammar Translation Method can prepare students for the standardized test because   
      students can acquire grammar rules and how to use vocabulary correctly in a short  
      period of time. On the contrary, Communicative Language Teaching can only promote  
      students’ communicative competence, which is not emphasized in the standardized  
      test”(Linda). 

However, another concerns for Linda is time constraint.  
      “If I use CLT to teach vocabulary, I need to use English to explain the meaning of the  
      word. If they don’t understand it, I need to use other sentences to explain it. It will  
      take much longer than I expect to. I mean CLT is a very “ideal” teaching approach  
      for Taiwanese student but in reality the time is limited. “ 

She thinks using English only to teach in her classes is much more consuming than using 

Chinese. Besides, students won’t acquire vocabulary if she uses Communicative Language 

Teaching. She emphasized grammatical competence of the students a lot as Andy does”.   

EFL Taiwanese Teachers’ Perceptions of Communicative Activities  

    In this section, I analyzed my data and interpretd them based on Littlewood’s Model for 

Communicative Language Teaching. EFL Taiwanese Teachers’ perceptions of functional 

communication activities(Table 1) and social interaction activities(Table 2) were introduced 

as following.   

Functional Activities  

    Because of students’ language proficiency level, only Andy would use four types of 

functional activities in his class (see table 1). He said “Information gap activities are more 

authentic than the dialogues in the textbook. Instead of reciting the dialogues in the textbook, 
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my students can be more creative when they communicate with each other“. However, he 

claimed that problem solving activities which require learners to share and process the 

information would be more challenging for his students. He thinks students need some 

guidance before doing the communicative activities. “I would provide my students with some 

sentence patterns but students can either use the sentence patterns I provided or create their 

own dialogues.” To him, sentence patterns are the scaffolding for students’ interaction and 

communication.  

     Unlike Andy, Linda and Cindy would only ask her students to share information with 

restricted cooperation or unrestricted cooperation; for instance, information gap or survey. It 

is impossible for their students to pool information to solve the problem or reach a decision 

since their students are beginners. Linda said her students might be able to process the 

information if the sentence patterns are given in advance. However, if sentence patterns are 

given, Linda and Cindy don’t think they are communicative activities.  

    Linda: “To me, if sentence patterns are provided in the activity, it is just a question-   

          and -answer activity. It is not a real communication.”  

Cindy: “If students practice the sentence patterns, it is not Communicative  

      Language Teaching. It is just the “practice” or the preparation for  

      Communicative Language Teaching. “   

    The structural practice in Linda and Cindy’s mind is not meaningful communication and 

students’ communicative competence can’t be promoted.  It is very different from 

Littlewood’s perspective. He thinks “question-and-answer activities based on the classroom 

situation or on visual will require the learners to relate language to nonlinguistic reality in a 

similar way.”(Littlewood, 1981, p.11) It will be the tool for learners and they will relate 
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structure to communicative function. 

                  Table 1: Functional communication Activities 

 Sharing 

information with 

restricted 

cooperation 

Sharing 

information 

With unrestricted 

cooperation  

Sharing and 

processing 

information  

Processing  

information 

Andy  √ √ √ √ 

Linda  √ √   

Cindy  √ √   

                      Note:√means “students can do “   

Social interaction activities  

  All of my participants think their students can do role-playing through simulation and with 

cued information (See table 2). 

 Role Play Activity  

 Role-playing 

controlled 

through 

Simulation  

Role-playing 

controlled 

through  

cued 

dialogue  

Role-playing 

controlled 

through 

situation and 

goals 

Role-playing 

Controlled 

through cues 

and 

information 

Role-playing 

controlled 

through 

situation and 

goals  

     

Improvisation 

  Andy      √      √    √    √    X    X 

  Linda       √       √     

  Cindy       √          √        
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Note:√means “students can do “ 

However, Linda and Cindy have different concerns toward role-playing through simulation 

and with cued information activity. Linda’s concern is the real context. Although her students 

can do role playing through simulations and with cued information, it is just practice for her.  

 
Cindy: “ In EFL context, students don’t have any purpose to communicative with each  

        other. Although the situation is created, it is fake.”  
 

    Unlike Cindy, Linda’s concern is if the questions are genuine in the communication and 

students’ language proficiency level.” Reciting the dialogue is also not a communicative 

activity because students know what to say in advance.” However,” it is the only opportunity 

for students to speak English under current education system.” She doesn’t usually do role 

play activity because “Most of time high proficient learners will take care of that. They might 

take teachers’ role and teach other group member what to do. “  

      Different from Cindy and Linda, Andy’s concern is the motivation of his students. He 

doesn’t like to do role playing controlled through simulation. “They just repeated what were 

written in the textbook. It is too easy and boring to them. They are not motivated.” 

      After my interpretation, I found that Cindy and Linda seem to believe strong version 

of Communicative Language Teaching. They expect the students to “use English to learn”. 

However, Andy believes the weak version of Communicative Language Teaching. He  

expect his students to learn to use English. The classroom is a real social context as 

Litttlewood claimed and teachers can equip learners for different contexts so that 

they would be able to use when they encounter the similar situation outside the classroom.   
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Discussions and Implications  

   From my finding, it is obvious that not all of Taiwanese EFL teachers in grade 1st to 9th 

are familiar with Communicative Language Teaching and more teacher training are needed 

for pre-service and in-service teachers. Besides, Taiwanese EFL teachers seem to have 

different definitions of communicative competence in Communicative Language Teaching 

and they might not think the communicative activities such as role play or information gap 

can promote students’ communicative competence. Therefore, they might believe in different 

version of Communicative Language Teaching. For example, two of my participants believe 

in the strong version of Communicative Language Teaching and one of my participants 

believe in the weak version of Communicative Language Teaching. However, the problem is 

that the strong version of Communicative Language Teaching require learners to use English 

to learn not learn to use English, which is unreachable goal for the beginners in EFL context. 

The weak version of Communicative Language Teach focuses more on what is taught and it 

is described as “learning to use” instead of “using English to learn it” (Howatt,1984 as cited 

in Liao, 2000). Therefore, instead of using strong version of Communicative Language 

Teaching, teachers in Taiwan can apply weak version of Communicative Language Teaching 

to motive low language proficient students to learn to use English and provide learners wth 

more opportunities to use their English for communicative purpose.  

     Furthermore, educational policy makers must understand “methodology is only 

effective to the extent that teachers and students are willing to accept and implement it with 

good faith, and whether it is accepted or not is largely determined by the set of values and 

beliefs that these teachers and students have been socialized into” (Hu, 2000.p.123). Besides,  

teachers’ attitudes and beliefs remain the strong guiding influence on instruction. (as cited in 
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Gorsuch,2000 ). Instead of assuming Communicative Language Teaching is the only 

appropriate and effective teaching approach, it is suggested that Minister of Education in 

Taiwan should listen to Taiwanese EFL teachers’ voice before making the policy.  
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Appendix 

Activity A-Sharing information with restricted cooperation 

Identifying pictures 

Learn A has a set of four, five or six pictures which are all very similar in content, but contain 

a number of distinguishing features. For example, the picture below all show a living room, 

but differ in the color of the curtains, the number of chairs and the position of the radio.  

Sentence pattern:  

What Color____________? 

How many ____________? 

Where ______________? 

Note: From” Communicative language teaching”, W. Littlewood,2005, Cambridge,U.K:  

Cambridge University Press, p24. 

Activity B-Sharing information with unrestricted information  

Follow Directions  

 

Leaner A and learner B have identical maps. Only A knows the exact locations of some 

building or other feature. (e.g. A hidden treasure). He must direct B to the correct spot.  

 

Activity C-Sharing and Processing Information  

 

Leaner A: You have a train timetable showing the times of trains from X to Y.  
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 Time Time Time Time 

Newton 

departure 

11:34 13:31 15:18 16:45 

Shrewsbury 

Arrival  

12:22 14:18 

 

16:08 

 

18:25 

 

Learner B: You have a time table of trains from Y to Z.  

 

 Time Time Time Time 

Shrewsbury 

Departure  

13:02 15:41 16:39 18:46 

Swansea 

arrival  

17:02 19:19 20:37 22:32 

Task: Work in a pair to figure out the quickest possible journey from Newtown to 

Swansea. You should Not see each other’s information.  

 

Note: From” Communicative language teaching”, W. Littlewood,2005, Cambridge,U.K:  

Cambridge University Press, p35. 

Activity D-Processing Information  

You are going on a three-day camping trip in the mountains. Each person can carry only 

25 pounds in weight. You must work in a group and decide what you will take from the list 

below. Be prepared to justify your decisions if you are challenged by other groups. 

List  

6 1b sleeping bag              3 1b extra pair of shoes  
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3 1b pack                    6 1b water container (full of water) 

1 1b pillow                   4 1b camera 

6 oz small book to record what   6 1b 3-day supply of food 

    you use            

8oz swimming suit             12 oz plate, fork, knife, spoon 

4 oz soap                     12 oz insect repellent 

2 oz toothbrush                 2 lb extra set of clothing 

1 lb oz to cook in               6 oz towel 

1 1b oz flashlight               1oz towel 

1 1b rain jacket                 1oz matches  

(16 ounces=1pound; oz=ounce; 1b=pound; 1oz=28.35g; 1lb=0.454 kg) 

Note: From” Communicative language teaching”, W. Littlewood,2005, Cambridge,U.K:  

Cambridge University Press, p37. 

 

Appendix B  

Role Play Activities 

Activity 1- Simulation and Role Playing  

Edith: Where’s Elizabeth these days? I haven’t seen her for ages. 

Molly: Elizabeth? She’s left school. 

Edith: Not intelligent enough, eh? 

Molly: Rubbic! She’s as intelligent as you and me. 

Edith: It serves her right. She never did her homework, did she? I always do mine.  

Activity 2-Role Playing controlled through cued dialogues  
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Learn A 

You meet B in the street 

A: Greet B 

B: 

A: Ask B where he is going 

B: 

A: Suggest somewhere to go together. 

B: 

 

A: Accept B’s suggestions  

B: 

 

Learner B 

 You meet A in the street  

A: 

B: Greet A 

A:  

B: Say you are going for a walk  

A: 

B: Reject A’s suggestion. Make 

  A different suggestion. 

A: 

B: Express pleasure.  

 

 

Molly: You needn’t boast. Your mother keeps you at it. And your father helps you  

      with Math.  

Edith: What’s that got to do with it.  

Note: From” Communicative language teaching”, W. Littlewood,2005, Cambridge,U.K:  

Cambridge University Press, p51. 
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Activity 3-Role Playing controlled through cues and information  

 

Student A: You arrive at a small hotel one evening. In the foyer, you meet the manager 

and: 

Ask if there is a room vacant. 

Ask the price, including breakfast. 

Say how much nights you would like to stay. 

Ask where you can park your car for the night. 

Say what time you would like to have breakfast. 

 

Student B: You are the manager of a small hotel that prides itself on its friend, homely 

atmosphere. You have a single and a double room vacant for tonight. The prices are:￡

8.50 for the single room, ￡1.50 extra per person. In the street behind the hotel, there is 

a free car park. Guests can have tea in bed in the morning, for 50 p.  

 

Activity 4-Role-Playing controlled through situation and goals   

 

Student A: You wish to buy a car. You are in a showroom, looking at a second-hand car 

that might be suitable. You decide to find out more about it, for example, how old it is, 

who the previous owner was, how expensive it is to run and whether there is a 

Guarantee. You can pay up to about ￡900 in cash. 

 

Student B: You are a car salesman. You see a customer looking at a car in the showroom. 

     

2008 HICE Proceedings 
Page 1724



Cheng 22

The car is tow years old and belonged previously to the leader of a local pop group. It 

does about twenty miles to the gallon. You firm offers a three-month guarantee and can 

arrange hire purchase. The price you are asking for the care is ￡1,400. 

 

Activity 5- Rose-playing in the form of debate or discussion  

You are a group of people who are anxious to help the old in your small town, and you have 

managed to make a start by collecting￡1,000 from local inhabitants and holding jumble 

sales. Study your role and then discuss how the money can best be used. 

 

Student A: Role: Miss Julia Jenkins, spinster. 

         You feel that you should contact one of the charity organizations advertised on  

         pages94-95[of Over to you], at least for advice.  

Student B: Role: Rev. Ronald Rix, the local vicar.  

         You wish to found an Old People＇s Club which will meet in the church hall.  

         Some of the ￡1,000 that has been collected was raised by holding jumble  

         sales in the church hall.  

Student C: Role: Mr David Hicks, headmaster of the local primary school. 

         You are anxious for the pupils at your school to play a role in helping the aged. 

Student D: Role: Mrs Dorothy Foster, widow. 

         You think the money should be used to renovate an old country house which  

          could be used as an old people＇s recreation centre.  

Activity 6-Improvisation  

Work in a group. Act out the stages in this scene. 
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Situation: You are traveling on an underground train. Suddenly it stops between two stations. 

At first, you take no notice, but soon you all begin to wonder what is happening. It gets 

warmer and warmer. You become more and more nervous. It gets warmer and warmer. You 

become more and more nervous. After ten minutes to your relief, the train begins to move 

again.  

 

Note: these activities are adapted from” Communicative language teaching”, W. 

Littlewood,2005, Cambridge,U.K,Cambridge University Press.  
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This poster session will illustrate how the National University Library collaborated with the 
National University Virtual High School (NUVHS), an affiliate of the National University System, to 
successfully navigate the process of obtaining fully accredited status.  
 
A Western Association of School and Colleges (WASC) accreditation is the highest level of 
certification a high school or university can achieve in the state of California. NUVHS earned a 
six-year accreditation, the longest possible, after little more than two years in existence. They are 
dedicated to the idea that young people need the opportunity to learn anywhere, at any time. 
NUVHS offers courses that are learner centered and achievement oriented using an online 
medium.  
 
The National University Library WASC accreditation task force worked along side NUVHS 
administrators to ensure that all library requirements were sufficient to meet accreditation 
standards.  This relationship required numerous meetings, consultations, and reviews of 
submitted materials to ensure success. An analysis of the process will be presented along with 
recommendations for other schools attempting to do the same. 
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Poster Session Abstract 
This session will inform participants about how to develop and utilize accessible instructional 
multimedia resources in higher education. Accessible resources have been developed as a key 
component of EnACT, a federally funded project serving eight California State University 
campuses. Participants will be introduced to goals and activities of EnACT (Ensuring Access 
through Collaboration and Technology) with particular emphasis upon multimedia professional 
development resources. Multimedia examples will be shared with participants. 
 
 
Poster Session Description: 
This session will inform participants about how to develop and utilize accessible instructional 
multimedia resources in higher education. Accessible resources have been developed as a key 
component of EnACT, a federally funded project serving eight California State University 
campuses. Participants will be introduced to goals and activities of EnACT (Ensuring Access 
through Collaboration and Technology) with particular emphasis upon multimedia professional 
development resources. Multimedia examples will be shared with participants. 
 
EnACT seeks to strengthen faculty development programs by encouraging use of current and 
emerging technologies within the postsecondary classroom.  To this end, EnACT has supported the 
development, implementation and dissemination of Accessible Instructional Multimedia resources 
that demonstrate to higher education faculty the use of technologies in the teaching and learning 
process. AIM resources enable postsecondary faculty to understand the myriad ways that current 
and emerging technologies can be successfully used to support student learning.  All AIM resources 
must be accessible to individuals with different learning preferences and needs (visual; auditory; 
psychomotor; cognitive). 
 
Our session will address the following questions: 
 
Accessible Instructional Multimedia (AIM) -- What are they? 

AIMs are online multimedia resources that demonstrate to postsecondary faculty the use of 
technologies in the teaching and learning process. 
 
In general, an AIM resource should demonstrate or depict a topic (as opposed to simply 
describing it).  When considering the development of an AIM, authors must also ensure that 
the final project can be presented as an online resource incorporated into MERLOT, 
Multimedia Educational Resource for Learning and Online Teaching, an existing academic 
database that serves an online community of over 29,000 members. Authors may consider 
using Sonoma State University’s Video-Oriented Instructional Lesson Authoring (VOILÀ) 
software in the development of their AIM resource. 

 
 
Accessible Instructional Multimedia (AIM) - Why?  EnACT Goals 

Collaboration to Ensure Access to a Quality Postsecondary Education 
Technology to Ensure Access to a Quality Postsecondary Education 
Dissemination of EnACT Content and Processes 
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Accessible Instructional Multimedia (AIM) -- What topics are available and /or 
underdevelopment?  

Universal Design for Learning (especially in large classes) 
Assistive Technology 
Distance Learning  
Use of technology to address an instructional challenge 
Case Studies of how to create and/or employ accessible course materials for students with 
disabilities 
 
UDL-1/Adobe Breeze 
Camtasia/WebCT 
Student Research Success through Technology 
Faculty Learning Communities in Higher Education 
Student Examples of LecShare Pro 
How to Use LecShare Pro 
Plagiarism Prevention 
Student Engagement 
Redesigning Classroom Lectures 

 
Accessible Instructional Multimedia (AIM) -- How? 
 Rewards and recognition for faculty authors 
 Technology to support multimedia resource creation 
 (authoring software) 
 Resource planning and coordination 
 Legal/copyright issues to be addressed 
 AIM linking and publication (MERLOT and EnACT) 
   
 
The intended audience for this presentation includes faculty, academic administrators, directors of 
disability support services and those who work directly with faculty to support curricula 
modifications and accommodations. Participants will be provided handouts and URLs illustrating 
the key features of these resources. A laptop set up in kiosk mode will show Accessible 
Instructional Multimedia resources for participants.  Finally, participants will explore how they can 
integrate these resources into their existing practice. 
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INTRINSIC OR INSTRUMENTAL?: 
MOTIVATIONAL CHARACTERISTICS OF  
ENGLISH LANGUAGE LEARNERS IN JAPAN 
 
John Perkins 
 

The study of motivational tendencies in second language learners is complex because of 
the varied and dynamic nature of motivation. This paper attempts to add to the research by 
conducting a survey of a population of Japanese learners of English in Japan at both the senmon 
gakko and university level. The survey measured integrative and instrumental factors involved in 
students’ motivational attitudes. It was thought that the senmon gakko students surveyed would 
show a higher incidence of instrumental motivational tendencies in comparison with the 
university students. The data showed that there was little difference between the two groups and, 
if anything, the university students showed a slightly higher incidence of instrumental 
motivation. The data also showed positively weighted factors of interests to students. Additional 
data will look at categories of intrinsic motivation and how those can help the classroom teacher 
design appropriate lesson themes to access this instrumental motivation.  The paper begins with a 
brief review of relevant previous studies then moves on to the methodology of the research, the 
results and finally to classroom implications of the study and concluding remarks. 

   
INTRODUCTION 

 
Why do people do the things they do? There is no more basic or compelling question in the 

study of human nature than this one. Our reasons for thinking and doing, or not doing something 
often seem rather mysterious to others and are often just as mystifying to ourselves. This is why 
the study of motivation has such a long and inconclusive history. It is an area of human behavior 
that often creates more questions than it answers. That is also what makes it so interesting.   

A brief definition of motivation: “The psychological feature that arouses an organism to 
action toward a desired goal; the reason for the action; that which gives purpose and direction to 
behavior.” ("motivation." WordNet 1.7.1. Princeton University, 2001). 

It is when we begin to narrow our focus of what motivation is and isn’t through the study 
of very discrete behaviors that we begin to see some recognizable characteristics emerge.   

This paper attempts to explore one of these discrete areas of behavior, the acquisition of a 
second or foreign language and the motivational characteristics of the learners of that language.  
More specifically, this study looks at Japanese learners of English in Japan at the university and 
senmon gakko level.   

 
PREVIOUS STUDIES  

Motivation has been identified as “the learner’s orientation with regard to the goal of 
learning a second language” (Crookes and Schmidt, 1991, cited in Norris-Holt, 2001). The idea 
is that students are successful at learning a target language when they like the target culture, like 
the people who speak the language; and have a desire to integrate, to some extent, into the 
society where the target language is used (Falk, 1978, cited in Norris-Holt). 

 In an EFL context, such as the one in the current study, “integrative” can be difficult to 
understand conceptually and in a real-world sense from the perspective of the L2 language 
learner.  It may simply be the desire of the EFL learner to become bilingual and also bicultural. 
In Japan, opportunities to use the target language are quite restricted and opportunities to become 
a part of a target language community are limited (Benson, 1991, cited in Norris-Holt). 
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 Gardner and Lambert (1959, cited in Hashimoto, 2002) have influenced L2 motivation 
studies and were responsible for looking at the differences between two types of motivation, 
integrative and instrumental.   

 Integrative motivation is characterized as having positive attributes toward the target 
language group and a desire to integrate into the target language community. Instrumental 
motivation, on the other hand, has far more practical orientations such as getting a job, getting a 
better job, gaining social recognition or graduating from an educational institution (Gardner and 
Lambert, cited in Hashimoto). 

 Clearly our everyday lives consist of both types of motivation (and possibly other types 
also) and both are necessary to some degree or another for the successful attainment of goals and 
desires. Integrative motivation has been found to promote the sustainability and success of 
learning a second language (Taylor, Maynard and Rheault, 1977; Ellis, 1997; Crookes et al, 1991 
cited in Norris-Holt). 

 While integrative motivation has often been linked to success in second language 
acquisition, instrumental motivation has only found support in some research. One of these areas 
where instrumental motivation can help the second language learner is in the context where the 
learner has little opportunity to access the target language or culture (Norris-Holt). This is the 
situation in Japan. In a study by Berwick and Ross (1989) Japanese university students, “were 
found to possess instrumental motivation with the underlying reason for studying English being 
the entrance exam requirements for university. Typically, upon entrance to the desired 
establishment, the student’s interest to continue study declined” (Berwick and Ross, cited in 
Norris-Holt). 

 The distribution of motivational factors into instrumental and integrative, originally 
proposed by Gardner and Lambert, has had a strong influence on studies in L2 motivation.  
“Although it is clear that Gardner’s theory has made a large contribution to this area, many 
studies calling for a reconceptualization of motivation have emerged” (Baker and Macintyre, 
2000, as cited in Hashimoto). In Gardner’s original model, instrumental motivation is not 
discussed a great deal, whereas integrative motivation is a key concept (Macintyre, MacMaster 
and Baker, 2001, as cited in Hashimoto).  Gardner (2001) “acknowledges that there are factors 
other than integrative motivation that affect motivation, such as instrumental motivation and 
attitudes toward a teacher and a course. Although the focus of the model is on integrative 
motivation, Gardner also maintains that there might be other factors that have direct effects on 
language achievement such as language learning strategies, language anxiety, and self-
confidence with the language” (Hashimoto). 

 More recent studies have added to the research concerning Gardner’s model. Macintyre 
et al. (2001) “provided empirical evidence that Gardner’s model deals with attitudinal motivation 
which might be separate from action motivation” (Hashimoto). Macintyre found that by doing a 
factor analysis on Gardner’s socio-educational model’s Attitude Motivation Test Battery 
(AMTB), “the variables loaded heavily on a factor called attitudinal motivation, rather than on 
two other factors called action motivation and self-confidence” (Macintyre et al., cited in 
Hashimoto).   

 As research continues into motivational constructs new models will certainly crop up.  
Schumann (1986) states that, “… although instrumental and integrative motivations are useful 
ways to think about success in second language learning, motivations are complex constructs that 
interact with social and other variables” (Hashimoto). Clement and Kruidenier (1983) have 
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proposed four orientations which include instrumental orientation and add three others, “the 
acquisition of knowledge, travel and friendship in their study based on factor analysis suggesting 
that these four orientations should be considered as independent orientations in future research in 
place of the integrative/instrumental distinction” (Hashimoto). 

 While I am using a form of the integrative/instrumental model in this current study I do 
acknowledge that there must be many other orientations involved in motivational characteristics.  
Possibly this study can contribute to the building of other orientations. 
  
METHOD 
 
Participants 

The participants in this study were 75 learners, 55 university students and 20 senmon 
gakko students, all of whom are currently taking one or more English language classes at their 
selected educational institutions. 

The 55 university students who participated in the study are all current students at Tokai 
University’s Shonan campus in Hiratsuka, Kanagawa, Japan. Tokai is one of the largest private 
universities in Japan with enrollments totaling some 30,000 students. Tokai offers a variety of 
academic majors and minors to its students at a number of different campuses in Japan. 

The 20 senmon gakko students who participated in the study are all current students at 
Tokyo Gaigo Senmon Gakko which is located in Shinjuku-ku, Tokyo, Japan. The senmon gakko 
in the Japanese educational system is somewhat equivalent to the vocational college system in 
North America. It is a two-year college with an emphasis on preparing students to enter specific 
career fields. They offer vocational tracks such as an airline business course, a Japanese-Korean 
interpreter training course, a Japanese language instructor training course and a number of other 
vocational tracks.   

The university students who participated in this study were between the ages of 18-22 and 
from a variety of academic majors. These students came from three classes I taught in the fall 
semester, 2005. The first group of students was from a first year English Communication: 
Speaking class. Twenty-three of those students participated in the survey. They are mainly from 
majors within the liberal arts and are streamed by English language proficiency into their English 
classes. This is accomplished through a placement examination. They were classed as mid-level 
Intermediate students. The second group of Tokai students was from an English Communication: 
Discussion and Presentation class. There were third year students of mixed English proficiency 
levels who were all Political Science majors. There were 19 students from this group who 
participated in the study. The third group of university students were in an elementary TOEIC® 
elective class. These students again were of mixed English proficiency levels and had a variety 
of academic majors. There were 13 students from this group who participated in the study. 

The senmon gakko students from Tokyo Gaigo Senmon Gakko were of mixed year, either 
first or second year, mixed major and mixed proficiency levels.   They ranged from 18-25 years 
of age. Their mean score on the TOEIC, which they had all taken at least once, as it is an 
institutional requirement, was 525. 

All students, both university and senmon gakko, were Japanese and came from a number 
of different hometowns in Japan. 
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Survey 
The survey used in this study was based on one by Hasegawa (2003) which in turn was 

based on one by Nuibe, Karino and Ito (1995), which has 40 statements about learning reasons 
(see appendix 1). Nuibe et al.’s questionnaire was based on previous studies (Aschoff, 1992; 
Gardner and Lambert 1959 cited in Nuibe et al, 1995). 

 The survey Hasegawa employed was for learners of Japanese at five high schools in the 
midwestern United States. That study hoped to measure a correlation between responses to the 
questionnaire and the respondents’ inclination to continue their study of Japanese the following 
year. I found the survey to be comprehensive and I adapted it to the current study because of the 
similar foreign language context of participants in Hasegawa’s study and this current one. 

 In Hasegawa’s research, the participants were American high school students studying 
Japanese in America. In this study the participants were Japanese college and university students 
studying English in Japan.   

 In adapting the survey, I replaced the contextual markers in statements regarding 
Japanese language and culture with English language and cultural markers. For example, 
Hasegawa’s questionnaire includes statements such as, “I enjoy Japanese language study” and “I 
am interested in Japanese literature”. I adapted those statements respectively to, “I enjoy English 
language study” and “I am interested in English literature”. In this way I had an appropriate tool 
in which to measure the motivational tendencies and interest areas of my research population. 
The statements were developed to correspond to a Likert-like response scale. “A Likert scale 
(pronounced 'lick-ert') is a type of psychometric scale often used in questionnaires. It asks 
respondents to specify their level of agreement to each of a list of statements. It was named after 
Rensis Likert  who invented the scale in 1932” (Wikipedia). I employed a 4..1 scale where 4 
signifies strong agreement and 1 signifies strong disagreement with each statement. I wanted 
positive responses to be more heavily weighted than negative responses. 

 The statements themselves attempt to elicit a mix of motivational attributes. For example, 
“I want…” statements are generally meant to ascertain intrinsic or integrative motivational 
tendencies whereas statements with, “I will need to…”, “I was influenced by…”, or “It will be 
useful…” are generally meant to elicit extrinsic or instrumental motivational tendencies. Many 
other statements are aimed at identifying areas of interest for students without necessarily 
showing an integrative or instrumental tendency. However, these statements may provide insight 
into areas of content interest for learners of English.   

 All statements and instructions in the questionnaire were translated into Japanese from 
the English and both the English and the Japanese translation appear on the questionnaire. 

 
Data analysis 

 As stated earlier, responses to the questionnaire were coded onto a Likert-like scale. I say 
Likert-like because a true Likert scale is generally a 5 or 10 point scale. I decided that I wanted 
more of a forced choice instrument considering a tendency I’ve noticed of Japanese students to 
choose a 3 on a five point scale if it is available. A ‘3’ provides little information to the 
researcher.  On the response scale I’ve employed,  4= Strongly agree, 3= Agree, 2= Disagree and 
1= Strongly disagree. In this way positive responses get a heavier weighting than negative 
responses. This helps in an analysis of motivation. All data was input into the Statistical Package 
for the Social Sciences (SPSS 11.0 for Windows) for analysis. 
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RESULTS 
 
Instrumental factors 

One of the first items I wanted to analyze was my initial hypothesis. As stated at the 
beginning of this paper I had claimed that senmon gakko students would have a greater tendency 
toward instrumental motivational factors because of the nature of senmon gakkos as learning 
institutions for the development of direct workplace skills which can be immediately utilized 
after two years of study. The instrumental motivation is getting a job and earning money as soon 
as possible.   

To determine the degree of instrumental motivation in the selected research populations I 
identified 8 statements in the questionaire which seemed most clearly to elicit instrumental  
tendencies. These statements are numbers 6,8,9,28,30,34,36 and 40. I then looked at the group 
means for these statements and then at the total mean and standard deviation for those eight 
statements. The results are shown below in figure 1.  1st year, 3rd year and Elective all refer to the 
Tokai University students. T.F.L.C. refers to the senmon gakko students.  Q6, Q8, Q9 and so on 
are the numbered statements in the questionnaire. Again, 4 = strong agreement and 1 = strong 
disagreement with the statement. The full questionnaire can be found in appendix 1.   

Case Summaries

1.8700 1.6300 2.0000 2.2500 1.9375 .25863
2.8700 2.4700 2.0800 2.0000 2.3550 .40004
2.9600 2.7900 1.7700 1.6500 2.2925 .67796
3.2600 3.2600 3.3100 3.0500 3.2200 .11576
2.9100 2.0000 1.9200 1.7500 2.1450 .52054
3.4300 3.7400 3.6900 3.7000 3.6400 .14166
2.4800 2.1100 2.6900 2.5500 2.4575 .24757
3.2200 3.2600 3.5400 3.7000 3.4300 .22949

Q6
Q8
Q9
Q28
Q30
Q34
Q36
Q40

Mean Mean Mean Mean Mean Std. Dev.
1st year 3rd year Elective TFLC Total

CASE

 
Figure 1 

 
As can be seen, the senmon gakko students show a group mean higher than the total mean 

in four of the statements. The elective class students show a higher mean than the total mean on 
five statements. The third year students show a higher mean on four of the statements and the 
first year students are above the total mean on 5 of the 8 statements. In total, 5 of the 8 
statements show a total mean below 2.5. The three statements which have a total mean above 3.0 
are the following statements: 
28. “I feel it is shameful not to learn English in this era.” 
34. “It will be advantageous to learn English.” 
40. “English will be useful for my future career.” 

Running contrary to my hypothesis, the senmon gakko students had a higher mean score 
than the other three groups on only one item, “English will be useful for my future career.”  The 
combined means for each group are shown below. 
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1st year: 2.88 
3rd year: 2.66 
Elective: 2.63 
TFLC:  2.58 
Total:  2.69 Standard Deviation: .324 
 

It’s interesting to note that the group of senmon gakko students actually had a combined 
mean below the other three groups. First year students seem to be slightly more instrumently 
motivated than the other groups as they are the only group above the total mean. However, the 
total mean shows no real inclination toward being instrumentally motivated. It is clear however, 
that all the learners view English ability as an important future consideration in general. How 
deeply that is felt on a personal level is up to debate. 

There was one other statement which I didn’t include as an instrumental factor but which 
some might like to include. Statement 7 states, “I want to get good grades on tests”. This could 
be intrinsic/integrative or extrinsic/instrumental.  It really depends on the individual. However, it 
was fairly heavily loaded to the positive side with a total mean of 3.36. The elective students had 
a mean of 3.61, the highest of the 4 groups, with the first year students in at 3.43, the third year 
students at 3.05 and the senmon gakko students at 3.35. 
 
Integrative factors 

Integrative or intrinsic statements from the questionnaire were identified as numbers 12, 
13, 14, 15, 16, 19, 21, 23, 24, 25, 26, 37, 38 and 39. First year students show an average mean 
across the statements of 2.86. The third year students show an average mean of 2.63 while the 
elective class shows a mean across all statements of 3.23. The senmon gakko students show an 
average mean of 3.15.  The total mean across all statements is 2.97. The standard deviation 
is .292. The results are shown below in figure 2. 

Case Summaries

2.9600 2.6800 3.3100 3.0500 3.0000 .25987
2.6100 2.2600 2.9200 2.8000 2.6475 .28814
3.0000 2.7900 3.5400 3.4500 3.1950 .35875
3.3000 3.3200 3.7700 3.6000 3.4975 .22750
3.4300 3.1600 3.5400 3.3500 3.3700 .16021
3.0000 2.4700 2.9200 2.8500 2.8100 .23480
2.1300 2.0500 2.1500 2.2000 2.1325 .06238

2.70 2.32 3.00 3.00 2.76 .323
2.5700 2.2100 3.0000 3.2000 2.7450 .44306
2.3000 2.1600 2.9200 3.0500 2.6075 .44282
2.7400 2.6800 3.1500 3.3000 2.9675 .30456
3.2200 2.8400 3.6200 3.4500 3.2825 .33748

Q12
Q13
Q14
Q15
Q16
Q19
Q21
Q23
Q24
Q25
Q26
Q38

Mean Mean Mean Mean Mean
Std.
Dev

1st 3rd Elective TFLC Total
CASE

 
Figure 2 

 
It is interesting that the senmon gakko students have a much higher group mean on the 

identified integrative statements than they did on the instrumentally identified items. What is also 
interesting here is that the first year and third year students show little difference between the 
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two sets of statements while the elective class and TFLC students show a much higher mean on 
the integrated statements. 

An additional statement I wanted to look at was one which was embedded with the other 
statements but which has a slightly different function. The statement number 29, “I am not very 
confident in the English language”, will elicit a lower score the more confident the student is 
with English while a higher score signifies less confidence. This statement reveals marked 
differences between the senmon gakko students and the three groups of Tokai students. With a 
total mean of 3.35 for the statement, only the elective class students are slightly below this figure.  
However, the overall mean is lower because the TFLC mean is below 3. What accounts for this 
significant difference needs to be explored in in future research. In the next section of this paper I 
will discuss possible reasons for this difference and implications for curricula and classroom.   

One last area of research data I would like to discuss are those statements where the 
highest means were reported. Eliminating the confidence statement which is scored differently, 
there were 12 statements which elicited means above 3.25 and 4 statements with means above 
3.50. The total mean for all 40 questions on the questionnaire was 2.92. The standard deviation 
was .2995. The four statements with the highest means were: 

 
Statement 4 – “I like my English language teachers.”* 

*I’m tempted to throw this one out because the students may have felt instumentally 
motivated to agree with this. ☺ 

Statement 15 “I want to understand English language films, T.V. and radio.” 
Statement 27 “English is an important international language.” 
Statement 34 “It will be advantageous to learn English.” 
 
The eight statements over with a mean over 3.25 were: 

 Statement 2 “I like the English language.” 
 Statement 7 “I want to get good grades on tests.” 
 Statement 16 “I want to listen to English songs.” 
 Statement 32 “I want to travel to English speaking countries.” 
 Statement 35 “I want to enhance my culture.” 
 Statement 38 “I want to be friendly with English speaking people.” 
 Statement 39 “I want to learn a language other than my own.” 
 Statement 40 “It will be useful for my future career.” 
 

What seems interesting about the above list is that, if you were to categorize the items, 
many of them would fall into a category which might be loosely labeled “cultural understanding” 
or “cultural awareness”. However, if we go back to the questionnaire, item 18, “I am interested 
in intercultural differences” and item 19, “I want to have a deeper understanding of another 
culture” were scored right about at the total mean. In any case, the statements in the above list 
were heavily loaded to the positive side and may indicate that we, as teachers, need to look how 
we might be able to incorporate these factors into our classroom lessons. 
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CATEGORIES OF INTRINSIC MOTIVATION 

 In looking at the data I was interested to see which of the questions which sought to 
measure intrinsic factors in motivation could be divided into categories which might be useful to 
the classroom teacher.  In essence, which of the categories of intrinsic factors had the highest 
means.  In looking at the questions meant to directly measure intrinsic motivational factors, 
questions 12, 13, 14, 15, 16, 19, 21, 23, 24, 25, 26 and 38, I divided them into two rather broad 
categories, English Speaking Culture (at a distance) and English Speaking Culture (personal 
interaction).  
 
English Speaking Culture (at a distance) – Questions 12, 13, 14, 15, 16, 21, 38 
English Speaking Culture (personal interaction) – Questions 23, 24, 25, 26  
 
In looking at these questions in these categories we find that the overall mean for the English 
Speaking Culture (distance) questions was 3.02 while the mean for the English Speaking Culture 
(personal interaction) questions was 2.77.  This seems to suggest that the intrinsic draw of 
interacting with English speaking cultures at a distance, is more of a motivator than is actually 
living or working in an English speaking country.  It’s possible that students can’t quite envision 
themselves living or working in an English speaking country and therefore they don’t rate it as a 
highly motivating idea.  It’s possible that financial reason may also be self-limiting.   
 
As the Japanese are a faily risk-averse people, it might make a lot of sense to deal with cultures 
at a distance.  And for classroom purposes it’s ideal  The teacher can bring their culture to the 
students in a personal yet non-invasive way.  Students can grab onto the culture and know that 
they can let go at any time.  The students clearly want to learn about English speaking cultures 
but in their own way, and not necessarily have it forced upon them. 

 
 
CLASSROOM IMPLICATIONS 
 

From the results, previous studies and from my own observations of Japanese learners of 
English in Japan, it seems clear that students want to be more involved with English language 
cultural symbols and objects, be more involved with English speakers and want to enhance their 
own career prospects and their own culture.   

As we learned from the previous research, students are more successful in acquiring a 
second language when they, “like the target culture, like the people who speak the target 
language and have a desire to integrate into the target society” (Falk). From the results of the 
current study again we have the following statements with the highest means: 

 
Statement 4  “I like my English language teachers.” 
Statement 15  “I want to understand English language films, T.V. and radio.” 
Statement 27  “English is an important international language.” 
Statement 34  “It will be advantageous to learn English.” 
Statement 2  “I like the English language.” 

 Statement 7 “I want to get good grades on tests.” 
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 Statement 16  “I want to listen to English songs.” 
 Statement 32  “I want to travel to English speaking countries.” 
 Statement 35  “I want to enhance my culture.” 
 Statement 38  “I want to be friendly with English speaking people.” 
 Statement 39  “I want to learn a language other than my own.” 
 Statement 40 “It will be useful for my future career.” 
 

The problem we have in Japan with Japanese learners of English is creating sufficient 
opportunities for fulfillment of these “likes” and “wants” given the EFL context. As teachers we 
somehow need to re-create, as much as possible, an English community. Creating an English 
community in the classroom is rather difficult in that there is only one native of that English-
speaking community, the teacher. However, given that rather large constraint we do, at least,  
have our own first-hand experience with the language and the culture. If we can effectively 
promote real-life communication by bringing in the objects and symbols of our personal cultures; 
photos, post-cards, music and other things which connect us to our English-speaking culture, it’s 
possible that our students will begin to feel more a part of an English community in the 
classroom.    

It’s also possible to make the students more a part of the English community in the 
classroom by asking them to choose an English-speaking country, make up a detailed persona of 
someone living in that country (examples of how to do that given by the instructor), do some 
background research on the city they are from, and they become that person for a couple of 
weeks or longer. In this way every member of the class is transformed, on a surface level anyway, 
into someone from an English-speaking country for a short time. They write letters to each other, 
call each other on the phone, have face-to-face conversations, introduce each other to their 
favorite types of music and movies, cut out photos from magazines of people who then become 
their family members, etc. As they interact with one another they will necessarily need to ‘make-
up’ additional information on the spot. The instructor can model how to do this through having 
fairly narrow communicative tasks that the students need to accomplish in each lesson. If the 
students branch out from this, fine.  The students also keep a communicative notebook or journal 
to reflect on and add to their persona. The instructor again will need to give examples of how to 
do this. This type of activity should be done after students have gotten to know each other fairly 
well as themselves.   

There are, of course, many ideas and activities whereby the English classroom community 
can be enhanced.   

Another factor that is very important and came out of the current research is the difference 
in “confidence in the language” statement. Here the lower score equates with a higher confidence 
level in English. The results for the research population were as follows: 

 
Statement 29   “ I am not very confident in the English language.” 
1st year students 3.61 
3rd year students   3.53 
elective students   3.31 
T.F.L.C. students  2.95 

 
These figures representing confidence with the language can be attributed to many factors. 

Even though all groups except for the first year students were of mixed English proficiency 
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levels the particular psychological and social make-up of any group of students will vary. It may 
be revealing, however, that the senmon gakko students had a mean quite a bit lower, meaning a 
higher confidence level with the language, than did the university students.   

As I stated earlier, there could be many reasons for this difference. And it would make for 
an interesting research project to delve into what these reasons might be. For now, I believe that 
the senmon gakko students have a much clearer idea of their direction and goals than do the 
university students. I think the clearer objectives of what a senmon gakko is for helps in this 
regard. 

The educational system promotes knowledge-based learning to a large extent and the 
university entrance exams are an example of that. It would be much to ask if students did not 
expect the same thing once they got into the university. Skill-based learning, in the past, has been 
in short supply. However, things are changing in the Japanese educational system and the way 
English is taught in the secondary schools is leaning toward a more skill-based approach.   

As teachers of English in Japan there is probably no more important task than to build 
confidence with the language in our students. By creating a helpful community in the classroom 
and by promoting self-perceptions of competence with clearly identifable skill-based tasks, we 
may be able to offer students what they want: a community of  cultural explorers. 
 
LIMITATIONS OF THE STUDY 

 
         The findings of the present study should be considered within the limitations that suggest 
directions for further research. First, this study is an initial study where the variables were not 
controlled. Affective variables are difficult to define or explain clearly and many studies into 
motivational tendencies are limited by this constraint. Studies which control external variables 
are necessary to understand motivational systems clearly. Secondly, the self-reporting or self-
perception type of questionnaire or assessment tool which was used in this study may not be 
reliable. More detailed and observable measurement systems should be developed and used for 
future studies. Finally, the number of study participants, length of the study, and variety of 
classroom settings should all be increased so that a more generalized picture of motivational 
characteristics can be understood. The author would like to address these points in future studies 
concerning this important area of research.   
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APPENDIX 1 
 
English Survey  
1. I enjoy English language study （英語の勉強が楽しい） 
2. I like the English language （英語が好きだ） 
3. I enjoy English classes （英語の授業が好きだ） 
4. I like my English language teacher (s) （英語の先生が好きだ） 
5. English is an easy language to begin learning（英語は勉強しやすい言葉だ）  
6. I was influenced by my friend (s) to learn English 
（友人がいるのでその影響で英語を学んでいる） 
7. I want to get good grades on tests（試験でよい結果を出したい） 
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8. I needed it to be permitted to enter higher education （入学試験のために勉強した） 
9. I will need it as a requisite for graduation （卒業のために単位が必要だから） 
10. I studied English at middle and high school （中・高校で英語を勉強してきたから） 
11. It happens to be one of the subjects offered at school（学校の教科なので） 
12. I want to read English articles and I don’t know how 
（英語で書かれたものを読みたいのに読めないから） 
13. I want to write English papers and articles 
（英文レポートや文書を書きたいから） 
14. I want to read magazines, newspapers and novels in English 
（英語で雑誌・新聞・小説を読みたいから） 
15. I want to understand English language films, TV and radio 
（映画・テレビ・ラジオなどの英語を理解したいから）  
16. I want to listen to English songs（英語の歌を聴きたいから） 
17. I am interested in English literature（英文学に興味があるから） 
18. I am interested in intercultural differences（文化の違いに興味があるから） 
19. I want to have deeper understanding of another culture 
（異文化をよく理解したいから） 
20. I am interested in linguistic differences between English and Japanese 
（日本語と英語の言語的な違いに関心があるから） 
21. I want to have deeper understanding of Japanese 
（日本語をよりよく理解するため） 
22. I am interested in English language study itself 
（英語の勉強そのものに関心がある） 
23. I want to study in an English speaking country in the future 
（将来英語圏で勉強してみたいから）  
24. I want to live in an English speaking country in the future 
 （将来英語圏で暮らしてみたいから） 
25. I want to get a job in an English speaking company 
 （将来英語圏で仕事につきたいから） 
26. I want to challenge English language study（英語の勉強はやりがいがあるから） 
27. English is an important international language（英語が重要な国際語だから） 
28. I feel it is shameful not to learn English in this era 
（今の時代、英語を学ばないわけにはいかないと感じるから） 
29. I am not very confident in the English language（英語にはあまり自信がない） 
30. My parents urge me to learn English（親から英語を学ぶよう勧められている） 
31. I want to be superior in my grades in English（英語でよい成績をとりたいから） 
32. I want to travel to an English speaking country（英語圏へ旅行をしたいから）  
33. I want to write a letter/E-mail to my English-speaking friend (s) 
（英語を話す友人に英文の手紙・メールを書きたい） 
34. It will be advantageous to learn English  
（英語を学んでおけばメリットがあると思う） 
35. I want to enhance my culture（自分を高めたいから） 
36. I want to be considered a cultured person （教養のある人だと思われたいから） 
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37. I want to communicate with an English-speaking friend (s) 
 （英語を話す友人とコミュニケーションをとりたいから） 
38. I want to be friendly with English speaking people 
 （英語を話す人たちと友達になりたいから） 
39. I want to learn a language other than my own 
（自分の母語以外の言語をマスターしたいから） 
40. English will be useful for my future career  
（将来の仕事に役立つと思われるから） 
 

 
 
 
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
APENDIX 2 
 
Answer sheet 

 

Answer sheet – Survey 回答用紙 
Please circle the answer that best describes your feeling about each statement. 
回答方法： 質問ごとに ４・３・２・１の中から、自分に最も当てはまる数字を選んで ○をつけてください。 

Question Strongly agree Agree  Disagree Strongly disagree  
  質問  ぴったり当てはまる       まあそうだ       そうとは言えない     全く当てはまらない 

4      3         2               1 

 

 1.   4      3         2               1 

 2.   4      3         2               1 
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 3.   4      3         2               1 

 4.   4      3         2               1 

 5   4      3         2               1 

 6.   4      3         2               1 

 7.   4      3         2               1 

 8.   4      3         2               1 

 9.   4      3         2               1 

10.   4      3         2               1 

 

11.   4      3         2               1 

12.   4      3         2               1 

13.   4      3         2               1 

14.   4      3         2               1 

15.   4      3         2               1 

16.   4      3         2               1 

17.   4      3         2               1 

18.   4      3         2               1 

19.   4      3         2               1 

20.   4      3         2               1 

 

 

 

 

 

 

 

 

Question Strongly agree Agree  Disagree Strongly disagree  
  質問  ぴったり当てはまる       まあそうだ       そうとは言えない     全く当てはまらない 

4      3         2               1 

 

21.   4      3         2               1 

22.   4      3         2               1 

23.   4      3         2               1 

24.   4      3         2               1 

25.   4      3         2               1 

 

26.   4      3         2               1 

27.   4      3         2               1 

28.   4      3         2               1 

29.   4      3         2               1 
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30.   4      3         2               1 

 

31.   4      3         2               1 

32.   4      3         2               1 

33.   4      3         2               1 

34.   4      3         2               1 

35.   4      3         2               1 

 

36.   4      3         2               1 

37.   4      3         2               1 

38.   4      3         2               1 

39.   4      3         2               1 

40.   4      3         2               1   

            Thank you for your time! 
             ご協力ありがとうございました！  
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APPENDIX 3 

Descriptive Statistics

4 2.7 3.4 3.068 .3300
4 3.00 3.55 3.2525 .29387
4 3.05 3.25 3.1550 .09983
4 3.20 3.68 3.5050 .21378
4 2.30 2.95 2.6425 .26725
4 1.63 2.25 1.9375 .25863
4 3.05 3.61 3.3600 .23352
4 2.00 2.87 2.3550 .40004
4 1.65 2.96 2.2925 .67796
4 2.15 2.47 2.3200 .15449
4 1.600 3.100 2.37250 .725322
4 2.68 3.31 3.0000 .25987
4 2.26 2.92 2.6475 .28814
4 2.79 3.54 3.1950 .35875
4 3.30 3.77 3.4975 .22750
4 3.16 3.54 3.3700 .16021
4 2.16 2.92 2.5900 .34157
4 2.79 2.95 2.8725 .07500
4 2.47 3.00 2.8100 .23480
4 2.11 2.75 2.3850 .26839
4 2.05 2.20 2.1325 .06238
4 2.21 3.25 2.7725 .50744
4 2 3 2.76 .323
4 2.21 3.20 2.7450 .44306
4 2.16 3.05 2.6075 .44282
4 2.68 3.30 2.9675 .30456
4 3.21 3.75 3.5100 .25456
4 3.05 3.31 3.2200 .11576
4 2.95 3.61 3.3500 .29530
4 1.75 2.91 2.1450 .52054
4 2.6 3.3 2.973 .3019
4 3.2 3.7 3.367 .2175
4 2.16 3.23 2.7875 .45036
4 3.43 3.74 3.6400 .14166
4 2.95 3.77 3.3850 .38897
4 2.11 2.69 2.4575 .24757
4 2.79 3.69 3.1725 .39382
4 2.84 3.62 3.2825 .33748
4 3.11 3.62 3.3525 .27011
4 3.22 3.70 3.4300 .22949
4

Q1
Q2
Q3
Q4
Q5
Q6
Q7
Q8
Q9
Q10
Q11
Q12
Q13
Q14
Q15
Q16
Q17
Q18
Q19
Q20
Q21
Q22
Q23
Q24
Q25
Q26
Q27
Q28
Q29
Q30
Q31
Q32
Q33
Q34
Q35
Q36
Q37
Q38
Q39
Q40
Valid N (listwise)

N Minimum Maximum Mean
Std.

Deviation
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Teaching Writing in Journalism:  A Hong Kong Case Study 

Yin Ling Cheung 

Instructor, Oral English Proficiency Program 

Purdue University 

          

Abstract 

           A Writing Across the Curriculum (WAC) Program was established at a bilingual 

university in Hong Kong three years ago. The WAC Program in Hong Kong is unique in 

the sense that English is not the first language of the students compared with the WAC 

programs in the United States. In Hong Kong, the students and the WAC tutors face an 

unprecedented set of challenges. This paper investigated how I as a nonnative speaking 

WAC tutor and the researcher of this study adapted to the challenges in teaching English 

news writing to undergraduates. By means of surveys and interviews with the lecturer 

and the students as well as the analysis of my reflective journals over two academic 

years, I sought to better understand the difficulties faced in teaching English news writing 

and students’ attitude towards the nonnative speaking WAC tutor. This study provides 

important implications on heightening the students’ and the course lecturer’s awareness 

of the first language interference on the students’ writing in a second language. It is 

imperative that efforts continue to be made to help the Hong Kong WAC tutors overcome 

the challenges and better help the university students in Hong Kong to improve their 

writing in a second language.  

Keywords: WAC, Journalism, English News Writing, Nonnative Speaker Of English, 

University Students, Hong Kong. 
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1. Introduction 

          Writing Across the Curriculum (WAC) is a program which transforms the 

curriculum by advocating the cognitive goal – “writing to learn”, and rhetorical goal –  

“learning to write” in all disciplines (McLeod, 1992, p.5). The WAC programs in the 

United States aim at changing the approach both teachers and students apply to writing in 

the curriculum, not at adding more written assignments and writing ability tests (McLeod, 

1992, p.3).  The concept of WAC was first initiated in the U.S. about three decades ago. 

Until three years ago, WAC at The Chinese University of Hong Kong (CUHK) is the first 

program applying WAC principles into over 90 courses, one of which is the journalism 

class. 

1.1 WAC at Hong Kong 

In 2002, CUHK established a WAC Program funded by University Grants 

Committee of Hong Kong. This is the first program adopting WAC philosophy outside 

the context of the United States. The WAC Program in Hong Kong attempts to enhance 

the students' English writing skills by encouraging professors from different disciplines to 

incorporate more writing such as multiple drafts, peer reviews and reflective writing into 

their courses (CUHK WAC Program, 2004). In the United States and Canada, English is 

used as a first language to most students; in Hong Kong, English is a second or foreign 

language to the local students.  

About 90 courses have been affiliated with the WAC Program even since its 

inception at CUHK. Many courses have requested WAC assistance for more than one 

term. The English News Reporting courses ━ COM2120 English News Reporting I and 

COM2180 English News Reporting II ━ have affiliated with WAC Program for two 
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academic years. The former aims at familiarize students with the concepts and skills in 

coming up with news ideas, gathering information, general news writing and feature 

writing. The latter familiarizes students with the skills in establishing news sources, in-

depth reporting, news investigation, opinion writing, interpretative writing and precision 

journalism. The need of writing support from WAC Program has been immense due to 

the intense writing nature of the courses. 

1.2 WAC in Journalism classes 

The notion of WAC can be dated from the mid-seventies, when the first programs 

were established in the United States. Ever since the WAC methodology gained currency 

in the United States in late-seventies and early-eighties, there have been research studies 

on journalism classes in the WAC Programs (Olson, 1987; Hurlow, 1989; Tait, 1989; 

Clark and Fry, 1992; Panici and McKee, 1995, 1997; Riley, 1996). Olson (1987) 

examined four issues in composition research -- writing as process, writing across the 

curriculum, modes of instruction, and dealing with errors – that were relevant to 

journalism instruction. Hurlow (1989) discussed possible ways journalism faculty could 

contribute to the goals of WAC Programs, such as giving their opinions at WAC teaching 

assistant training seminars and publishing student writing. Tait (1989) focused on the 

differences between a large lecture mass media and mass society course using the 

traditional departmental approach with four objective examinations and teaching the 

course using the new approach consisting of smaller classes, extra credit journal 

exercises, chapter summaries, and three essay examinations. In Tait’s study, eighty 

percent of the students reacted positively to the new writing assignments. Clark and Fry 

(1992) offered insights into the journalism majors on the writing process, and suggested 
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coaching as a function of editing and offered advice on how to encourage and inspire 

writers. Panici and McKee (1995) supported the application of WAC type assignments in 

mass communication and journalism courses. Panici and McKee (1997) surveyed 2,735 

American and Canadian colleges / universities concerning whether they had a WAC 

program, what respondents thought about the influence of a list of WAC courses on 

student learning and writing abilities, and about linking WAC and journalism / mass 

communication courses. The results indicated a strong support for WAC among 

respondents.   

1.3 The present study 

The paper reports on students’ attitude towards my role as a WAC tutor and as a 

nonnative speaker of English and the challenges I faced in teaching a freshman English 

News Reporting course. The students’ perceptions were then compared with the course 

lecturer and with me, yielding a multi-dimensional picture of the teaching challenges and 

learning situation.  

I assisted the English news reporting students in the development of their critical 

thinking skills by teaching the students to organize the information logically to facilitate 

effective communication through multiple drafts. The articles published in Varsity were 

written by English news reporting students. Varsity was a practicum magazine produced 

by School of Journalism and Communication at CUHK six issues per annum. It is an 

award-winning monthly magazine created for the tertiary students and faculty of Hong 

Kong. An online version of the magazine is also available (http://www.com.cuhk.edu.hk). 

In terms of the readership, the audience of the students’ work is not only restricted to the 

course lecturer, but also students and teachers at secondary, tertiary, and university levels 
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in Hong Kong and some southeast Asian cities such as Singapore, Philippines, 

Hangzhou, Shanghai and Beijing.  

2. The study 

2.1 Research questions 

            The rationale for all the research questions was based on the principles of action 

research. Action research is inquiry in the context of focused efforts to enhance the 

quality of an organization and its performance. Action research involves three stages of 

(1) planning which involves information gathering; (2) taking actions; and (3) fact-

finding about the results of the action (Lewin, 1947; Corey, 1953; McKay, 1992; May, 

1993; Bennett, 1994). 

   This research, which centered on English news reporting classes over four 

semesters was guided by the following questions: 

1. What were the good points of having a nonnative speaking (NNS) WAC tutor in 

English News Reporting classes? 

2. What are the qualities of a good WAC tutor? 

3. What were the challenges the WAC tutor faced in helping the students to improve 

their writing? 

4. What were the attitudes of the students towards the WAC tutor in her role as a 

NNS? 

5. With WAC support, were there any improvements in the students’ use of English? 

2.2 Methodology 

 The research design of this study included a strong element of triangulation 

through multiple source data collection: surveys, interviews, and reflective journals. This 
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design uncovered both an emic perspective, that was, to focus on the perspectives of the 

WAC tutor’s interpretations of her challenges and behavior, and, an etic viewpoints 

(Hammersley & Atkinson, 1983; van Lier, 1988; Watson-Gegeo, 1988; Atkinson, 1994; 

Hornberger, 1994; Rubio, 1997) of the ‘outsider’ sources such as the English news 

reporting students and the course lecturer.  

This paper primarily focuses on the analysis of the interviews (see section 2.3) 

that were carried out with the students and the course lecturer, and the thoughts which I 

expressed in my bi-weekly reflective journals concerning the process of helping the news 

reporting students with their English news writing. I jotted down the most rewarding 

interaction with the course lecturer, the most fruitful interaction with the students, the 

challenges I faced in teaching news writing and how I coped with them, whether or not I 

discovered new methods of teaching writing.   

 The analysis was based upon grounded theory (Glaser & Strauss, 1967; Lincoln & 

Guber, 1985) in which I did not impose preconceived frameworks or theories on the data. 

Instead, findings emerge from the data, therefore is grounded in it. Because the aim of 

this paper was to investigate the challenges faced by me being the NNS WAC tutor in 

coaching the journalism students, when appropriate, references were made to other 

studies of issues related to nonnative teachers of English.  

 The use of the grounded theory began with an intense examination of the set of 

transcripts from the interviews with the students and the course lecturer, and my bi-

weekly reflective journals.  

 As multiple-reading of the data progressed, notes were recorded at the margin of 

the paper. These later became an initial set of codes for themes and sub-themes. It was 
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found that there was a high degree of consistency between the students as regards what 

constituted my challenges in teaching news writing.  

 At the initial stage of searching for grounded themes, I frequently referred to the 

whole interview instead of sheer looking at sorted extracts. This lowered the risk of 

taking isolated comments outside the context and ensured that the true underlying 

meaning of parts of the interviews were identified. Next, I typed out the marginal 

comments into a text file so as to triangulate other data sources and to anticipate 

outcomes from various dimensions.  

 In order to come up with a more coherent and logical structure of the overall 

picture, I re-analyzed the closely related code into a category and sub-category 

relationship. This process was performed by drawing the tables. Quotations were selected 

if they could represent and explain the meaning of the themes. The themes were 

presented in the form of headings and sub-headings in the text that follows.  

2.3 Research instruments / procedures 

 Throughout the four 14-week semesters, data was collected about the challenges I 

faced as the WAC tutor and my NNS role in teaching news writing. 

Data from 21 English News Reporting students 

• Closed-ended questions to collect the students’ background information on their 

English language learning experience; 

• Open-ended questions to gather their views on the good points of having me as a 

nonnative English speaking WAC tutor in English News Reporting classes, the 

qualities of a good WAC tutor, the challenges I faced as the WAC tutor in 

teaching news writing, the attitude of the students towards my role as the NNS 

2008 HICE Proceedings 
Page 1754



 8

WAC tutor, whether there were improvements in the students’ use of English with 

my WAC assistance;  

• Clarification interviews to encourage the students to further elaborate their views, 

using Cantonese or Putonghua, on the challenges I faced as the NNS WAC tutor. 

Data from the course lecturer 

• A structured interview with the native English speaking lecturer dealt with the 

good points of having me, a NNS WAC tutor in English News Reporting classes, 

the qualities of a good WAC tutor, the challenges thought to be faced by me in 

teaching news writing, the attitude of the students towards me as the WAC tutor 

and in my NNS role, and whether there were any improvements in the students’ 

English news writing skills with my WAC assistance. 

Data from me, the WAC tutor 

• Reflective journals over two academic years focusing on my experience with 

WAC-affiliated Journalism professor and students, and the challenges I, being the 

WAC tutor, faced in teaching news writing to freshmen. 

3.   Findings and Discussion 

3.1   Profiles of the students 

    All 21 students taking COM 2120 English News Reporting I and COM 2180 

English News Reporting II, were, on average, 18 years of age. All were studying full-

time in their first year of undergraduate studies. Nearly all students spoke Cantonese as 

first language and their proficiency in English was upper intermediate. Most students had 

lived in Hong Kong for more than six years, and had had more than three years of 

English learning experience. Most students had learnt English in Hong Kong. A few had 
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learnt English in Shanghai, Beijing, and Singapore. They all had had experience of being 

taught by nonnative teachers of English in secondary schools. 

3.2   Profile of the course lecturer 

    The course lecturer who took part in this study was an associate professor in the 

School of Journalism and Communication. He had been teaching English news reporting 

in Hong Kong for 12 years. He is a native speaker of English. He was born and educated 

in the United States. 

3.3   My profile as  the WAC tutor 

           I was born in Hong Kong, and educated in Hong Kong and in Singapore. I was a 

full-time teaching assistant of the WAC Program for two years, holding a master’s degree 

in applied English linguistics. I was trained to provide written feedback on students’ 

writing and conduct writing workshops. I spoke English, Cantonese, and Mandarin in the 

one-to-one consultations with the students. Cantonese, being the mother tongue of the 

students and me, was of most frequent use, followed by English, the second language 

used in Hong Kong, and Mandarin, which was the least commonly used in the 

consultations, mainly to communicate with the students from the mainland. The mainland 

students were less confident with their spoken English because in China they hardly used 

English in their daily conversations. 

3.4   The setting of the consultations with the students 

           In the past academic year, for a total of 28 weeks in semester 1 and 2, the students, 

with their first drafts, met with me in my office once to twice a month, on a one-to-one 

basis with 30 minutes allocated to each student. In each consultation, I commented on 

overall coherence, English usage and grammar, and journalistic conventions. The 
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students preferred to communicate with me in Cantonese or Mandarin in the 

consultations. However, when I initiated the conversation in English, the students would 

respond in English. 

3.5  The good points of having a NNS WAC tutor in English News Reporting classes 

            By way of a closed-ended survey and clarification interviews, the students offered 

the good points of having me as the NNS WAC tutor affiliated to English news reporting 

classes. I translated students’ comments from Chinese to English. The following quotes 

were typical of the reasons offered by the students to account for the good points of 

having me being a NNS writing coach: 

Sharing the same mother tongue as the students 

“I’m afraid to communicate with my native speaking professor – don’t know how to 

express; can’t express my thoughts freely.” (Student A) 

Anticipating and preventing students’ problems in writing 

“Given that the native speaker (NS) and NNS are equally good in English language 

proficiency, I prefer a NNS because I can communicate better with a NNS writing coach. 

The NNS coach will understand my writing in Chinglish.” (Student C) 

Sharing the same cultural background 

“Because Varsity is a local magazine, many topics are related to local issues. The NNS 

writing coach understands local issues such as child adoption in Hong Kong, Chinese 

martial arts, Hong Kong tramways.” (Student L) 

Having multilingual abilities 

“The students can ask the writing coach for the English equivalents of the Chinese 

terms.” (Student K)  
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       According to Medgyes (1999), the advantages of employing NNS English 

teachers are that the NNS teachers benefit from sharing the students’ mother tongue. The 

NNS teachers better anticipate and prevent students’ language difficulties, and supply 

more information about the English language to NNS students (pp. 54-66). 

       Besides, the students stressed that fine-tuning the language to make the inputs 

comprehensible to the students was a good point of having a NNS WAC tutor.  Having 

NS proficiency in English was another attribute of the WAC tutor. Hence, having a NNS 

writing coach was conducive to teaching and learning of English news writing in an 

English as a second language (ESL) context. 

3.6 Qualities of a good writing coach 

            Next, the students were asked to identify the qualities of a good WAC tutor. As 

the following excerpts illustrate, most thought that the ability to speak in the students’ 

mother tongue was an asset.  

“Having good English is the most important asset, but the coach should also be able to 

use Chinese to communicate with the students.” (Student O) 

“The writing coach has to be bilingual in Cantonese and English. Being able to 

communicate problems in writing using a native language is a superior skill.” (Lecturer) 

      The students and course lecturer commented that the importance of interpersonal 

skills and good language skills are the most significant attributes of a good WAC tutor.  

      Interestingly, I remarked that being professional in work and knowledge of 

journalistic conventions were considered as more important. I did not rank good language 

skills as high as the students and the professors as depicted in Table 1: 

2008 HICE Proceedings 
Page 1758



 12

Table 1 – Qualities of a Good WAC Tutor 

  “1” being most frequently mentioned; “5” being least mentioned. 
 Students Course lecturer WAC tutor 
Language skills 2 2 4 
Technical skills 3 2 2 
Pedagogical skills 4 - 3 
Interpersonal skills 1 1 - 
Professionalism 5 - 1 
Intellectual abilities - 4 - 
 

3.7  The challenges I faced by as the WAC tutor in helping the students to improve their  

writing 

         The viewpoints from the students, the course lecturer and me conjure up a good 

picture of the kind of challenges encountered by the WAC tutor. 

3.7.1 The views of the students 

          The students believed that journalistic conventions, heavy workloads, meeting the 

lecturer’s expectations, having conflicting views with other students, demonstrating 

sound pedagogical skills, and handling students’ emotions were the challenges I faced. 

The students expressed that Journalism subject was new to me because I majored in 

English in my university education. Also, the students said that I needed to cram a lot of 

teaching into the 30-minute consultation with them. Aside from the abstractness of the 

subject matter, I had to deal with the students’ differing views towards my comments 

with their emotions by adopting appropriate interpersonal techniques. Many students 

expressed a need to communicate in Cantonese and / or Mandarin in the conferences due 

to their lack of self-confidence in English.  

The need to communicate in Mandarin 
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“The WAC tutor should be able to speak in Mandarin because some mainland students 

may find it difficult to express their thoughts in English or in Cantonese.” (Student F)       

           The first-year students from the mainland had immense difficulties in interacting 

with me in English for 30 minutes. Apart from the ability to communicate in English, I 

was required to be competent in Cantonese and Mandarin in order to clarify the ideas 

lucidly to the students having English as a second or foreign language. 

3.7.2 The views of the course lecturer 

      The course lecturer expressed concern about the my challenges in relation to 

workload, inexperienced in teaching news writing, and their attitude towards education. 

The lecturer was concerned about my heavy workload because I had to meet with 21 

students during their writing stages for six articles a year, each averaging eight pages. 

According to the lecturer, I had to fit in the lecturer’s scheme of work, teaching writing 

using the methodology preferred by the lecturer. In terms of the subject matter, it was 

difficult teaching English news writing because the subject matter was not concrete with 

facts and theories; rather, it was creative and personal. From the lecturer’s perspective, 

due to the level of abstractness of English news writing, it might be hard for the students 

to understand the significance of the subject, even after my writing instruction. 

      Also, the course lecturer believed that I was inexperienced in journalistic 

conventions because I was neither a journalism major nor a journalist. I needed to break 

my preconceived ideas of a good piece of English literary writing: English news writing 

had its distinct conventions in terms of paragraphing, attribution techniques, and sentence 

length.  
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    As told by the course lecturer, students’ inability to use English well was my 

another challenge. The students lacked analysis in news writing due to a lack of 

experience in news writing. The students sometimes lacked sophistication in their work 

because they could not logically present lots of readings and ideas. Some students failed 

to understand the value of the subject matter as well as the value of education. Thus, 

some did not show interest in the subject matter. I had to put in extra time and effort 

explaining the preferred style of writing in the journalistic setting. 

3.7.3 The views from me being the WAC tutor  

      In my reflective journals, admitting my initial lack of familiarity with journalistic 

style, I offered views about the challenges I faced in helping my students to improve their 

writing.  

“Students are not required to close the quote if the quote is likely to continue in the 

subsequent paragraphs. In marking, I mistakenly closed the quotes for all paragraphs.” 

(my journal entry, October 18, 2002)  

            I noted that my workload, expectations from the students and the course lecturer, 

the abstractness of the subject matter, my lack of experience in teaching, the students’ 

youthfulness and students’ English language proficiency were my challenges. I shared 

similar viewpoints with the course lecturer in this regard. 

3.7 Students’ attitude towards me in my  role as a NNS 

“The students accepted the WAC tutor in general. They love working with the WAC 

tutor. There is no problem in communication between the students and the WAC 

tutor. The WAC tutor’s Cantonese speaking ability is a principal asset which is 
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important to establish interpersonal relationships and talk about writing.” (Course 

lecturer) 

“I communicate easily with the WAC tutor because we speak the same mother 

tongue.” (Student K) 

“I can communicate well with the coach in Cantonese. Sometimes it is hard to 

express my ideas in English during consultations.” (Student T) 

“The WAC tutor is able to provide the English equivalents of the Chinese terms or 

Chinese proverbs.” (Student F) 

“The WAC tutor can translate the sentences, in which I have problems in the 

expressions, from Cantonese to English.” (Student K)  

           In this study, the journalism students showed positive attitudes towards me – the 

NNS WAC tutor. These findings are similar to a study I conducted earlier (see Cheung, 

2002) concerning an investigation of university students from seven universities in Hong 

Kong towards native and nonnative teachers of English in terms of the pedagogical skills 

and knowledge of applied linguistics. The advantages of having the NNS teacher and the  

NNS WAC tutor are the same. In this study, I demonstrated my abilities to take 

advantage of the competence of the local language usage. The knowledge of the first 

language served as a useful tool in the communication between the journalism students 

and I in the regular consultation. I could switch to Cantonese to draw attention to the 

differences between the first language and second / foreign language (Cheung, 2002, 

pp.56, 83, 86). The summary of the challenges faced by me in helping the students to 

improve their writing was shown in Table 2. 

Table 2 - Summary of the Challenges I Faced as the WAC Tutor in Helping the 
Students to Improve their Writing 
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“1” being most frequently mentioned; “7” being least mentioned. 

 Students Course lecturer I (WAC 
tutor) 

Technical aspect 1 - 2 
Workload 2 1 6 
Meeting expectations 4 - 6 
Conflicting views 3 - - 
Pedagogical skills 6 - - 
Affective factor 5 - - 
Interpersonal skills 7 - - 
Abstractness of subject - 1 4 
Inexperienced in teaching news writing - 1 6 
Students’ youthfulness - 1 5 
Students’ language proficiency - 1 2 
Students’ value of education - 1 - 
Students’ learning attitude - 1 1 
 

3.8 Students’ improvement in English with WAC assistance 

          Thanks to the writing support rendered from WAC Program, the students showed 

improvements in terms of journalistic style, language usage, cohesion and coherence. 

Most students reported that they could better organize their news stories after my 

instruction. The following comments were typical:  

The views of the students 

“I have improved in reporting skills, journalistic style, organization in writing.” (Student 

A) 

“My use of English language and organization in writing has improved.” (Student I) 

“I have seen a significant improvement in the organization of my stories from the first 

story to the last.” (Student P) 

The views of the course lecturer 

“The students’ English improved dramatically in the use of English writing skills. My 

students did better this year than last year”. (Lecturer) 
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The views of the WAC tutor 

“Student C, in her first draft, claimed that she applied Wall Street Journal (WSJ) formula 

in her article. However, I could not find a single element of WSJ after reading. I spent an 

hour in explaining the WSJ structure to her. I also extracted examples from English News 

Writing to illustrate the structure of a WSJ piece. She produced a second draft with 

noticeable improvements in structure.” (My journal entry, March 21, 2003) 

 Throughout the semesters, I conducted regular consultations with the students at 

the planning stage and when their writings were near completion. The consultation 

processes were painstaking because I devoted long hours in reading the drafts, giving 

written feedback, and meeting students one-on-one, with at least half an hour assigned to 

each student. With the concerted effort from me and from the students, it was not 

surprising to see the students’ improvements in journalistic style, language usage, 

cohesion and coherence.                        

4.   Conclusion 

            This study followed the spirit of action research. In the findings, most of the 

students in English news reporting classes suggested that I have the advantages of sharing 

the same mother tongue and cultural background of the students, better anticipating and 

preventing students’ problems in writing, having multilingual abilities and NS 

proficiency in English language, and fine-tuning the language to make the input 

comprehensible to the students. All these were the attributes that I, being the WAC tutor, 

managed to provide that was special, that a NS lecturer and a NS WAC tutor could not 

have provided. The students, course lecturer, and I had different interpretations on the 

qualities that comprised a good WAC tutor, probably due to the differences on the emic 
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and etic perspectives as regards their interpretations of what constituted a good WAC 

tutor.  

            Both the students and the course lecturer observed that it was challenging for me 

to help the first-year students to improve their English news writing techniques. This is 

especially true because I was inexperienced in journalistic conventions and the abstract 

nature of English news reporting, in addition to the youthfulness of the students and their 

lack of analysis and sophistication in news articles. Because I met with the students 

regularly during the planning stages of their writing and as the writings near completion, 

coupled with my explanation in Cantonese when the students had trouble understanding 

the lecturer’s explanation in English, the students sharpened their writing skills and 

produced better work in terms of journalistic style, language usage, cohesion and 

coherence.  

            Within the world of NNS WAC tutors, two subgroups exist: one camp is mother 

tongue NNS WAC tutors who can bridge the first language and the second / foreign 

language for the students; the other is non-mother tongue NNS WAC tutors who may be 

at a disadvantage, being neither native in English language nor in students’ mother 

tongue, which is Cantonese or Mandarin in Hong Kong context. In the study reported 

here, the students accepted the my role as the NNS WAC tutor largely due to her 

Cantonese speaking ability.  

          The NNS was able to explain subtle grammatical points, in Cantonese or in 

Mandarin, to English as a second language (ESL) or English as a foreign language (EFL) 

learners which the NS course lecturer might not have been aware of. I had aggregated a 

vast amount of knowledge about the English language in my entire learning process 
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before becoming a WAC tutor. Hence, I was more astute about language difficulties than 

the NS course lecturer. I uncovered fast and efficiently learners’ difficult points in writing 

in English. Because I anticipated the common errors committed by the students, I stood a 

good chance of helping the students to prevent deviant linguistic usage problems. My 

knowledge of the students’ mother tongues and the target language prevented the 

difficulties that possibly arose in cross-cultural language use in NS course lecturer’s and 

NNS students’ interactions. 

5.  Implications 

            The WAC Program in Hong Kong needs to address to the challenges of the WAC 

tutor in teaching subjects such as English news writing. In this study, I could better 

understand the complexity of the teaching situation by examining and triangulating the 

perceptions of the students, the course lecturer, and me, the WAC tutor. This enabled me 

to provide suggestions to future WAC tutors taking up the role of writing coaches in 

journalism and mass communication courses in an ESL setting.  

            Research of this kind depicts a realistic understanding of the challenges faced by 

the WAC tutor and my role as an NNS in teaching news writing in English. The 

consultations with the students can continue to be organized in an effective and socio-

culturally appropriate way. Closer ties between the NS course lecturer and me can lead to 

improvements in the pedagogy of the subject courses and in English language assistance. 

The NS course lecturer can benefit by learning more about the importance of students’ 

first language for second language writing. In the WAC-affiliated courses, the NS course 

lecturer and the NNS WAC tutor play complementary roles in teaching second language 

writing.  
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             This research heightens the students’ and the course lecturer’s awareness of the 

first language interference on the students’ writing in a second language. The 

interference, referred to as negative transfer, may arise due to the use of a native-

language pattern which leads to an error in the target language. The errors committed by 

the students may also relate to intralingual processes. In other words, the errors may be 

the result of developmental processes which originate from students’ existing knowledge 

of the second language. Ethnographic investigations using students’ reflective journals 

and videotaping of consultations among a larger number of students in other WAC-

affiliated courses would need to be carried out before generalizations can be made. 

           Finally, the WAC Program in Hong Kong is unique in a sense that English is not 

the first language of the students, unlike the WAC Programs in the United States and 

Canada. The students and the WAC tutors face an unprecedented set of challenges in 

Hong Kong. It is imperative that efforts continue to be made to help WAC tutors 

overcome the challenges and better help the university students in Hong Kong to improve 

their writing in a second language. The relevance of this research also goes beyond the 

context of Hong Kong. Potentially, it relates to any context where English is used as a 

second / foreign language. 
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Abstract: 
 The United Nations’ Declaration stated 2000 as the International Year for a Culture of 
Peace (Toh and Cawagas, 2000).  Furthermore, the United Nations’ General Assembly affirmed 
2001-2010 as the International Decade for a Culture of Peace and Non-Violence for the Children 
of the World (UNESCO, 2004).  At the turn of what appeared to be a potentially promising 
peace-able century by the international community, regrettably, the vast majority of the worlds 
peoples live with daily warfare, structural violence, poverty, human rights violations, 
environmental destruction, cultural annihilation, and socio-political oppression.  The continued 
existence and manifestation of such human disparity locally and globally, requires all citizens of 
the world to be open to actively examine a culture of peace given that we occupy the same 
planetary platform.  
 Defining the peace paradigm , its core themes, key principles, and pedagogy will be 
highlighted.   An examination of the contemporary realities that prevent us from achieving a 
culture of peace” rooted in the modernization paradigm and neoliberal globalization will be 
highlighted, followed by a discussion on what today’s educator’s can do to educate for a culture 
of peace.   
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 A critical issue facing educators today is how to address the achievement gap 

that continues to exist between students from diverse cultural and linguistic 

backgrounds as compared to white students.  Research on the achievement gap has 

typically looked at school districts and/or schools that do better than others in reducing 

the gaps between groups of students.  There are fewer research studies, however, that 

focus on achievement gaps within schools and classrooms.  These “within” school 

educational disparities often are greater than the differences between schools or school 

differences (Waxman et al., 2007).  Research in this area often is called “resilience 

research” or research that focuses on why some students do well in school and are 

successful, while similar students from the same schools and classrooms and from 

similar disadvantaged circumstances are not successful in school (Gordon & Mexia, 

2006; Waxman, Padrón, & Gray, 2004). 

The present article examines why some English language learners (ELLs) do 

well academically even though they come from school and home environments that 
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present many obstacles to learning. Examining these issues using a resilience 

perspective is helpful because it focuses on the predictors of academic success rather 

than on academic failure and enables us to specifically identify those "alterable" factors 

that distinguish successful and less-successful students. The focus of research on 

resilience is to expand on previous studies that merely identified and categorized 

students at risk of failure by shifting the focus to studies that identify individual and/or 

school processes that lead to and foster academic success (Waxman & Chang, 2006; 

Winfield, 1991). 

During the past several years, we have conducted research with approximately 

2,000 elementary and secondary school students from about 50 classrooms in several 

schools identified as having large proportions of ELLs (i.e., > 80%) as well as having 

students from high-poverty families (~ 90% received free or reduced-cost lunches). The 

purpose of this article is to briefly summarize some of the key findings from our work as 

we focus on the concept of resiliency and reducing the achievement gaps between 

resilient (i.e., successful) and non-resilient (i.e., not successful) ELLs. 

In the studies described in this article, we have expanded the classroom learning 

environment paradigm by using research methods by primarily using traditional surveys 

and questionnaires and incorporating more mixed methods.  The use of mixed method 

studies allows researchers to better understand what is actually occurring in the 

classroom (Waxman & Chang, 2006).  One complementary method that has been used 

with learning environment research is systematic classroom observation.  By combining 

classroom observations with survey data, a more comprehensive assessment of the 

entire classroom environment can be made.  In addition to understanding students’ 
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perceptions of their classroom learning environment, systematic classroom observations 

attempt to quantify specified behaviors and processes that occur during school while 

teachers are engaged in teaching (Waxman, 2003).   

The present article consists of four main parts. The first part describes classroom 

observation results in: (a) Mathematics and (b) Reading and Language Arts classes. In 

these studies, we observed teacher instructional strategies as well as interactions 

between teachers and students and students and students. The second part of this 

paper discusses the classroom learning environment and student interview results in 

corresponding studies for both Mathematics and Reading/Language Arts classes. The 

classroom learning environment research surveyed students’ perception of their 

learning environment whereas the interview investigated their attitudes and experiences 

toward their learning environment. In addition, teacher interview results are discussed in 

the third section. Finally, we discuss the implications of the findings for classroom 

practices with ELLs. 

Classroom Observation Results 
 

Systematic classroom observation is a quantitative method of measuring 

classroom behaviors from direct observations that specify both the events and 

behaviors that are to be observed and how they are to be recorded (Waxman, 2003).  

Generally, the data that is collected from this procedure focuses on the frequency with 

which specific behaviors or types of behavior occurred in the classroom and the amount 

of time they occurred.  There are several elements that are common to most 

observational systems:  (a) a purpose for the observation, (b) the operational definitions 

of all the observed behaviors, (c) the training procedures for observers, (d) a specific 
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observational focus, (e) a setting, (f) a unit of time, (g) an observation schedule, (h) a 

method to record the data, and (i) a method to process and analyze data (Stallings & 

Mohlman, 1988). 

Some of the major strengths of using classroom observation methods are that 

they: (a) permit researchers to study the processes of education in naturalistic settings, 

(b) provide more detailed and precise evidence than other data sources, and (c) can be 

used to stimulate change and verify that the change occurred (Anderson & Burns, 

1989).  The descriptions of instructional events that are provided by this method have 

also been found to lead to improved understanding and better models for improving 

teaching (Waxman, 2003; Waxman & Huang, 1999).  

Some of the major strengths of using classroom observation methods are that 

they: (a) permit researchers to study the processes of education in naturalistic settings, 

(b) provide more detailed and precise evidence than other data sources, and (c) can be 

used to stimulate change and verify that the change occurred (Anderson & Burns, 

1989).  The descriptions of instructional events that are provided by this method have 

also been found to lead to improved understanding and better models for improving 

teaching (Waxman, 2003; Waxman & Huang, 1999).  

In our studies we conducted systematic classroom observations to examine if there 

were differences between resilient and non-resilient students’ classroom behaviors. 

Three standardized observational instruments were used in this project: (a) the Teacher 

Roles Observation Schedule (TROS) (Waxman, Wang, Lindvall, & Anderson, 1988), (b) 

the Overall Classroom Observation Measure (COM) (Ross & Smith, 1996), and (c) the 

Classroom Observation Schedule (COS) (Waxman, Wang, Lindvall, & Anderson, 1988). 

2008 HICE Proceedings 
Page 1775



Addressing the Achievement Gap, 6 

Both, TROS and COS instruments, are low-inference schedules; whereas, the COM 

instrument is a high-inference observation schedule. 

The purpose of the Teacher Roles Observation Schedule (TROS) (Waxman, 

Wang, Lindvall, & Anderson, 1990) was to obtain information on teachers and their 

behaviors within the classroom as they are teaching. In particular, researchers noted (a) 

how teachers interacted with students (b) the nature of the classroom environment 

(what the classroom environment was like), (c) the language (i.e., Spanish or English) 

that the teachers used, (d) the content of the teaching materials and (e) the teacher’s 

behavior in the classroom. Each teacher was observed for ten 30-second segments 

during each data collection period. Frequency of observed behaviors were calculated 

and reported in percentages. TROS has also been used in a number of recent studies 

that examined effective instruction in multi-ethnic settings (Padron, et al., 2002).  

The Classroom Observation Schedule (COS) (Waxman, Wang, Lindvall, & 

Anderson, 1988) is an observation schedule designed to systematically document 

student behaviors as teachers are instructing students within the classroom setting. The 

COS has been modified to include a Language Used section for the present study since 

many of the students’ primary language was Spanish.  This item focuses on the 

language that was being used in the context of ongoing classroom instructional-learning 

processes.  Individual students are observed with reference to (a) their interactions with 

the teacher or other students, (b) the selection of activity, (c) the type of activity they are 

working on, (d) the setting in which the observed behavior occurs, (e) their classroom 

manner, and (f) the language used.  Each student is observed for 10 30-second 

intervals during each class period.  This observation schedule has been found to be 
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valid and reliable in previous studies.  In the present study, the inter-observers' 

agreements (Cohen's kappa) were found to be excellent, with a inter-observers' 

reliability coefficient of .96.  Out of each classroom, about ten students from each group 

(resilient, average, and non-resilient) were randomly selected to be observed.  

 Teacher Observation Results in Mathematics Classes.  Overall, the results 

from the TROS revealed that teachers frequently interacted with students in a whole 

class setting.  Specifically, whole group setting was the norm when a teacher was 

focusing on the instructional task’s process and content, checking students’ work, 

communicating the task’s procedures, showing interest in student work, and helping 

students complete their work. Teachers appeared to be very task oriented, 

concentrating on getting students to complete their work. There were very few 

expectations for the way the class was conducted (e.g., encouraging extended student 

responses, self-management, or communicating criteria), and little feedback was 

provided (e.g., providing comprehensible input or corrective feedback, or discussing a 

student’s work plan). Some affective behavior (e.g., showing interest in student work, 

showing personal regard for students, encouraging students to succeed) was observed; 

teachers rarely responded to student signals or commented on student behavior. 

Although whole-class instruction was the prevalent instructional setting, teachers were 

sometimes observed traveling (i.e., monitoring student work by walking about the 

classroom) and interacting with students at their desks. Explaining was the most 

frequent way in which teachers were observed interacting with students, but sometimes 

teachers were observed commenting, demonstrating (i.e., using visual aids), and 
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questioning students. Cueing (i.e., prompting), listening, and modeling (i.e., verbalizing 

the learning process) were much less frequently observed. 

Classroom Observation Results in Mathematics Classes.   The results from 

the COM indicate that the only instructional practice used extensively in the classrooms 

was direct instruction. Many of the instructional practices, like cooperative learning and 

technology-enhanced instruction, which have been found to be especially effective for 

ELL’s (English Language Learners) and other students at risk of failure (Padrón & 

Waxman, 2007) were not frequently observed in these classrooms.  Additionally, 

instructional practices such as independent or group work centers, systematic individual 

instruction, use of computer as a tool or resource, alternative assessment strategies, 

student self-assessment, use of variety of evaluative strategies, appropriate lesson 

transitions, and connections made between ideas in lessons were not observed.   

Student Observation Results in Mathematics Classes.   An examination of 

the student observation results provided researchers an understanding of the difference 

between resilient and non-resilient students’ classroom behaviors. A one-way ANOVA 

on the COS data revealed statistically significant differences among resilient, average, 

and non-resilient students on the Not Attending To Task scale. The Tukey Post Hoc 

results indicated that the non-resilient students were observed Not Attending To Task 

more frequently than the resilient students. There were no statistically significant 

differences on the Not Attending To Task scale between non-resilient and average 

students, or between average and resilient students during the observed periods. No 

statistically significant differences were found on any other item from COS.  
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 Teacher Observation Results in Reading and Language Arts Classes.  The 

results indicate that teachers were observed teaching in whole-class settings about 80% 

of the time. During this time, teachers generally assigned tasks where students were 

required to spend large proportions of time engaged in passive learning activities such 

as written assignments, watching, or listening. Teachers were observed working with 

students in individualized settings and small group settings approximately 10% of the 

time. Both resilient and non-resilient students were observed interacting with their 

teacher only about 10% of the time and with other students only about 8% of the time. 

Resilient students were observed being “on-task” about 83% of the time, whereas non-

resilient students were observed “on-task” only 63% of the time. 

 Student Observation Results in Reading and Language Arts Classes.    

 The results from the COS revealed that students spent over 65% of their time 

doing independent work (no interaction).  They spent more time interacting with other 

students (15%) than with teachers (9%) for instructional purposes.  Over 94% of the 

time, classroom activities were assigned by teachers.  The most frequently observed 

activity types for resilient students include working on written assignments (31%), 

watching or listening (30%), instructional discussion (19%), and reading (16%).  For 

non-resilient students the activities included:  Not attending to task (29%), watching and 

listening (20%), working on written work (17%).  Students were never observed working 

with technology, such as computers, calculators, or viewing video or slides.  The 

predominant classroom setting is the whole class setting, which was observed over 

77% of the time.  In terms of Manner, time-on-task varied greatly between resilient 
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(87%) and non-resilient students (60%).  Nearly 89% of the time, students were 

observed using English and they were observed using Spanish  about 7% of time.  

  Non-resilient students were observed more frequently interacting with teachers 

for managerial purposes than resilient students.  Similarly, non-resilient students were 

observed more frequently interacting with teacher and other students for social or 

personal purposes.  Resilient students were observed working on written assignments 

more frequently than non-resilient students, whereas non-resilient students were 

observed not attending to task significantly more often than resilient students.  As for 

class manners, resilient students were found to be on task significantly more than non-

resilient, whereas non-resilient students were found to be distracted and disruptive 

significantly more often than resilient students.  There was no significant difference in 

language used by resilient and non-resilient students.  The standard deviations were 

very large, suggesting there was a great variance among students' classroom behaviors 

in the variables being observed. 

Classroom Learning Environment and Student Interview Results 

Classroom environment research has shown the importance of looking at students' 

perceptions of their learning environments (Waxman, & Chang, 2006).  This line of 

research has generally emphasized:  (a) the development, reliability, and validity of 

learning environment measures, (b) the impact of students' perceptions of such 

measures on cognitive, behavioral, and affective outcomes, (c) the extent to which 

teacher, school, or contextual factors affect learning environment measures, and (d) how 

these measures can be improved by changing classroom environments in desired 

directions. 
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 The most common issue that has been investigated by classroom environment 

research has been the relationships between students’ cognitive and affective learning 

outcomes and their perceptions of the classroom environment (Allen & Fraser, 2007; 

Fraser & Walberg, 2005, Wolf & Fraser, 2007). From a theoretical perspective, 

classroom learning environment research emphasizes the student-mediating or student 

cognition paradigm which maintains that how students perceive and react to their 

learning tasks and classroom instruction may be more important in terms of influencing 

student outcomes than the observed quality of teaching behaviors (Knight & Waxman, 

1991; Winne & Marx, 1982; Wittrock, 1986).  This paradigm assumes that:  (a) the 

classroom environment experienced by the student may be quite different from the 

observed or intended instruction (Waxman, 1991; Wittrock, 1986), and (b) teaching and 

learning can be improved by examining the ways that classroom instruction and the 

learning environment are viewed or interpreted by the students themselves since 

students ultimately respond to what they perceive is important (Chavez, 1984; Schultz, 

1979).   

Generally, the data that is collected from this procedure focuses on the frequency 

with which specific behaviors or types of behavior occurred in the classroom and the 

amount of time they occurred.  There are several elements that are common to most 

observational systems:  (a) a purpose for the observation, (b) the operational definitions 

of all the observed behaviors, (c) the training procedures for observers, (d) a specific 

observational focus, (e) a setting, (f) a unit of time, (g) an observation schedule, (h) a 

method to record the data, and (i) a method to process and analyze data (Stallings & 

Mohlman, 1988). 

2008 HICE Proceedings 
Page 1781



Addressing the Achievement Gap, 12 

While there are several types of observational procedures or techniques that have 

been used to examine effective teaching (e.g., charts, rating scales, checklists, and 

narrative descriptions), the most widely used procedure or research method has been 

systematic classroom observation based on interactive coding systems.  These 

interactive coding systems allow the observer to record nearly everything that students 

and teachers do during a given time interval (Stallings & Mohlman, 1988).  These 

interaction systems are very objective and typically do not require the observer to make 

any high inferences or judgments about the behaviors they observe in the classroom.  

In other words, these low-inference observational systems provide specific and easy 

identifiable behaviors that observers can easily code (Stodolsky, 1990). 

Some of the major strengths of using classroom observation methods are that 

they: (a) permit researchers to study the processes of education in naturalistic settings, 

(b) provide more detailed and precise evidence than other data sources, and (c) can be 

used to stimulate change and verify that the change occurred (Anderson & Burns, 

1989).  The descriptions of instructional events that are provided by this method have 

also been found to lead to improved understanding and better models for improving 

teaching (Waxman, 2003; Waxman & Huang, 1999). Research using classroom 

observation has provided us with a substantial knowledge base that has helped us 

understand effective teaching.  These instructional behaviors have also been adopted 

and/or mandated as effective teaching practices by many states and school districts 

throughout the country (Ornstein, 1991). 

The studies presented in this article used five existing student surveys, (a) My Class 

Inventory (MCI) (Dryden & Fraser, 1996; Fraser & O'Brien, 1985; Padrón, Waxman, & 
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Huang, 1999; Padrón et al., 1999; Waxman, Huang et al., 1997b), (b) Multidimensional 

Motivation Instrument (MMI) (Uguroglu & Walberg, 1986; Waxman & Huang, 1996; 

Waxman, Huang, & Padrón, 1997), (c) Instructional Learning Environment 

Questionnaire (ILEQ) (Knight & Waxman, 1990; Waxman & Huang, 1996; Waxman, 

Huang, & Padrón, 1997), (d) What is Happening in This Class (WIHIC) (Fraser, Fisher, 

& McRobbie, 1996), and (e) Classroom Environment Scale (CES) (Waxman & Huang, 

1996; Waxman, Huang, & Padrón, 1997), which deal specifically with issues of the 

classroom learning environment, we carefully selected items and scales dealing with 

students’ perception and attitudes of their learning environment.  The five scales that 

were included were: 

  Satisfaction -- the extent of students' enjoyment of class work (e.g., I enjoy the 

schoolwork in my reading class.) the scales are defined as: 

 Friction -- the amount of tension and quarreling among students (e.g., Some 

students in my reading class pick on me.)  

 Competition -- the emphasis on students competing with each other (e.g., I try to 

be first to finish the classwork in reading.) 

 Difficulty  -- the extent to which students find difficulty with the work of the class 

(e.g., In my reading class, the work is hard for me to do.) 

 Cohesion -- the extent to which students know, help, and are friendly toward 

each other (e.g., In my class, I often work with other students.) 

 Self-Esteem in Reading—the extent to which students think that they are 

good at reading (e.g., I am a very good reader). 
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This survey has been used in a number of studies focusing on students’ 

perceptions of their environment, including relationships with other students and 

teachers. The Cronbach’s alpha reliability analyses indicated that the scales in the 

survey have adequate reliability for this type of instrument (Waxman & Huang, 1997). 

The results of the discriminant validity analysis showed that items from different scales 

were essentially unrelated. 

From the pool of students who completed the survey, a few students were 

randomly selected from each of the three groups (resilient, average, and non-resilient) 

to be individually interviewed by trained researchers. The interviews were designed to 

gather systematic information on students’ attitudes toward their mathematics 

classroom and reading language arts learning environment, as well as the students’ 

cognitive and affective outcomes. The semi-structured interviews consisted of a series 

of questions that were asked to the individual students by trained researchers. The 

interviews included questions about the students’ (a) school experiences, (b) school 

achievement, (c) parental involvement, (d) aspirations, and (e) academic self-concept, 

as well as general background information.  

 Classroom Learning Environment Results in Mathematics Classes.   The 

self-reported survey results revealed that there were significant differences among 

resilient, average, and non-resilient students on five scales: Cohesion, Difficulty, 

Satisfaction, Academic Self-Concept, and Academic Efficacy.  

  The non-resilient students scored significantly higher on difficulty scale than the 

average and the resilient students, and the average students scored significantly higher 

than the resilient students on the same scale. Resilient students scored significantly 
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higher on the cohesion scale than non-resilient students. In general, the resilient student 

group and the average group were significantly more satisfied with their class work and 

enjoyed their classroom environment more compared with the non-resilient student 

group. There were no significant differences between resilient and average student 

groups on the Satisfaction scale. 

The resilient student group scored significantly higher on Academic Self-Concept 

than the average and non-resilient student groups. The average student group scored 

significantly higher on Academic Self-Concept than the non-resilient student group. In 

addition, the resilient student group scored significantly higher on Academic Efficacy 

than the average and non-resilient student groups. On the other hand, there was no 

significant difference between non-resilient and average student groups on Academic 

Efficacy scale. We must note that the standard deviations for some of the items 

indicated a great deal of variability in responses. There were no significant differences 

among the three student groups on the scales of Competition, Parent Involvement, 

Student Aspirations, Equity, and Teacher Support scales. Calculated effect sizes on 

scales of Cohesion, Difficulty, Satisfaction, Academic Self-Concept, and Academic 

Efficacy showed that there were educationally significant differences among these 

scales.  

To summarize, the present research aimed to uncover differences in perceptions 

between resilient and non-resilient groups of students. Just because certain scales 

showed no significant differences does not preclude them from being important factors 

in the education of students. Other factors may still be important, perhaps essential, 

even though those scales did not show differences in perceptions. Both resilient 
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students and non-resilient students, for example, rated Teacher Support in the survey 

quite high. That is, all students perceive that they had a great deal from their teacher 

support.  Perhaps more in-depth interviews with the students would reveal the whether 

there are differences in the type of support that the y perceive. 

 Classroom Learning Environment Results in Reading and Language Art 

Classes. Results from the questionnaires examining students’ perceptions of their 

classroom and instructional learning environment indicate that the variable with the 

highest mean for resilient students was Satisfaction followed by Cohesion, and Self-

Esteem.  The variables with the lowest mean value for resilient students was Difficulty, 

followed by Friction.  For non-resilient students the variable with the highest mean was 

Cohesion, Satisfaction, and Competition; while the lowest mean value variables were 

Self-Esteem, and Difficulty. 

 The results revealed that there were significant differences between resilient and 

non-resilient students on two of the scales:  Difficulty and Self-Esteem.  Results 

indicated that non-resilient students scored significantly higher on Difficulty than resilient 

students.  On the other hand, resilient students scored significantly higher than non-

resilient students on the Ability scale. This indicates that non-resilient students find 

school work more difficult; while resilient students perceive to themselves as having the 

ability to do schoolwork.  There were no significant differences among the two student 

groups on the Friction, Competition, and Cohesion scales.  

 Overall, the learning environment findings revealed that resilient elementary 

school students perceived a more positive instructional learning environment and were 

more satisfied with their reading and language arts classrooms than non-resilient 
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students. In addition, resilient students had higher self-concepts in reading than non-

resilient students. On the other hand, non-resilient ELLs reported that they had more 

difficulty in their classwork than both average and resilient ELLs.  

Student Interview Results 

Mathematics Classroom Student Interviews Results.  Analysis of semi-

structured student interviews indicated that academic success was more important for 

resilient students than to their non-resilient classmates when used as a criterion for their 

success in school. These results also indicated that a larger percentage of resilient 

students reported that they intended to attend and succeed in high. This carried over 

into a stated desire by the resilient students to continue their education beyond high 

school, a desire which was not as strongly stated by the non-resilient students. 

Furthermore, the resilient students seemed to better appreciate the roles that teacher 

support and classroom environment played in determining success or failure in school. 

The non-resilient students, in contrast, seemed to believe personal traits such as 

laziness or intelligence were more responsible in explaining their school failure, than 

other factors. Moreover, the non-resilient students reported that they were significantly 

more worried about school than resilient students.  

Mathematics was found to be the favorite subject for a larger percentage of 

resilient students than for non-resilient students. The results could indicate that non-

resilient students were given easier and less work in the mathematics classroom while 

resilient students received more challenging problems and a greater number of 

problems to work on. The present studies also revealed that, for the three groups, 
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“grades” were considered the sole criterion for demonstrating knowledge in 

mathematics.  

Resilient students reported possessing higher academic self-concepts and 

believed that they are better problem solvers than non-resilient students. Non-resilient 

students said that giving correct answers was the only indicator of being a good 

problem-solver. This result showed that teachers may have been focused on correct 

answers instead of considering the learning process or conceptual understanding as 

central to mathematics education. Although non-resilient students reported using 

computers in the classroom, they generally used computers for test preparation 

activities.  

The results of the semi-structured student interviews revealed that resilient, 

average, and non-resilient students differed significantly in their attitudes toward their 

mathematics classroom learning environment. In general, resilient students were found 

to have a positive school experience, better achievement, higher aspirations, and higher 

academic self-concept than the average and non-resilient students. There were no 

differences among these three groups on the degree of parent involvement.  

Reading and Language Art Classes Student Interview Results. The student 

interview results revealed several distinctive background and attitudinal differences 

between resilient and non-resilient students. Resilient students, for example, reported 

speaking Spanish more often to their parents and friends than non-resilient students. 

About 44% of the non-resilient students indicated that they had repeated a grade in 

school, whereas only 11% of the resilient students said that they repeated a grade. 

Nearly twice as many non-resilient students than resilient students listed reading as 
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their hardest subject and indicated that they did not like reading. Furthermore, non-

resilient students reported that they got in trouble in school more often than non-resilient 

students. Nearly 60% of the resilient students indicated that they had positive 

relationships with their classroom teachers, whereas only 28% of the non-resilient 

students indicated that they had positive relationships with their teachers.  

We also found that resilient students use significantly more “strong” reading 

strategies and significantly “weak” strategies than non-resilient students. Resilient 

students, for example, reported using the strategies of Thinking About What I Am 

Reading and Telling The Story In Their Own Words, significantly more than non-resilient 

students. On the other hand, non-resilient students used the weak strategy of Skipping 

Parts Of The Story They Did Not Understand significantly more often than resilient 

students. 

Teacher Interview Results 

Findings from the teacher interviews revealed that whereas each teacher could 

easily identify several patterns of behavior that distinguished resilient and non-resilient 

students, few teachers reported effective instructional strategies for working with non-

resilient students. Teachers, for example, believed that almost any instructional 

approach worked for resilient students, while the majority of teachers said that 

cooperative learning was the most effective strategy for non-resilient students. The 

teachers also reported that direct instruction was the most ineffective instructional 

approach for both resilient and non-resilient students.  In addition, teachers reported 

that parental involvement and student self-motivation were the major factors 

contributing to students’ resiliency.  
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Discussion 

Our findings indicated that the instructional context that permeated nearly every 

classroom, at every grade level, in every school was the direct instruction model where 

teachers actively direct and control all the activities in the classroom, while students 

passively respond to instruction by merely watching and/or listening. Instructional 

activities such as small group work and independent work were seldom observed. 

Furthermore, we found that teaching focus on low-level curriculum while the culture of 

the classroom focused on "getting work done." This type of instruction does not provide 

opportunities for authentic or culturally-relevant learning experiences. The instructional 

practices observed in many of the classrooms constituted a basic skills, mastery 

orientation or “pedagogy of poverty” that have pervasive, negative effects on students’ 

motivation and learning (Haberman, 1991; Padrón & Waxman, 1999). 

One aspect of our research has focused on the effectiveness of the Five 

Standards of Effective Pedagogy (Tharp, 1997) as a guide for implementing instruction 

for ELLs.  The Five Standards of Pedagogy include:  (a.) Joint Productive Activity:  

Teacher and Students Producing Together; (b.) Language Development:  Developing 

Language Across the Curriculum; (c.) Making Meaning:  Connecting school to Students; 

Lives; (d.) Cognitive Challenge:  Teaching Complex Thinking; (e.) Instructional 

conversation:  Teaching Through Conversation. 

We found that in those few classrooms where the standards were adhered to, 

students perceived more cohesion in the classroom and had higher self-concepts of 

reading. Students in those classrooms also perceived significantly less difficulty with 

their work than students in classrooms where the standards were not used or only used 
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occasionally. Furthermore, in those classrooms where teachers were using the 

standards moderately or slightly, students were significantly more engaged in their work 

than in classrooms where the standards were not used. The profile of classrooms where 

the standards were not used shows that students were engaged only about 62% of the 

time and were working alone about 45% of the time. On the other hand, in the 

classrooms where standards were moderately used, students were engaged nearly 

86% of the time, but student were rarely found in individualized settings (~3%).  Instead, 

students were usually in whole-class (84%) or small-group (13%) settings. Furthermore, 

students in the moderate standards group were observed reading about 40% of the 

time, while students in the no-standards group were observed reading only about 10% 

of the time.  

Changing the prevalent culture of direct instruction to a more student-centered 

instructional model that is based on standards of effective pedagogy is not an easy task. 

We have used the results from our research to develop an instructional program [The 

Pedagogy to Improve Resiliency Program (PIRP)] for teachers to change their 

classroom practices and foster the educational resiliency of ELLs (Padrón, et al., 2002). 

This program has incorporated generic instructional components such as reciprocal 

teaching and culturally relevant instruction along with the Five Standards of Effective 

Pedagogy. The PIRP has also focused on providing teachers with knowledge of several 

resiliency-building strategies like (a) offering opportunities to develop close relationships 

with students, (b) increasing students’ sense of mastery in their lives, (c) building social 

competencies as well as academic skills, (d) reducing stress in children’s lives, and (e) 

generating school and community resources to support the children’s needs (North 
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Central Regional Educational Laboratory, 1994). Another important component of the 

program is that we have presented teachers with feedback based on systematic 

observations of their classroom instruction as well as feedback on the observational and 

classroom learning environment differences between the resilient and non-resilient 

students in their classrooms (Padrón, et al., 2002). 

A great concern that we have had in conducting this research has been the fact 

that nearly all the teachers could easily identify the resilient and non-resilient students in 

their classes, but very little was being done to modify instruction to meet the academic 

and socio-emotional needs of non-resilient students.  In other words, the teachers knew 

that there were differences between the two groups of students, but they were never 

observed adapting their instruction to accommodate the non-resilient students. 

Furthermore, many teachers indicated during the teacher interviews that direct 

instruction was an inappropriate instructional approach for non-resilient students, yet 

direct instruction was the predominant approach that was used in most classrooms. We 

are optimistic, however, that programs like PIRP that focus on improving classroom 

instruction, creating a positive classroom learning environment, and fostering resiliency 

in children will improve the learning of all students and reduce the current educational 

gaps between resilient and non-resilient ELLs.  
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1 Introduction 

This is the first study to teaching Hong Kong Hokkien to the world. Studies on Hong 

Kong Hokkien virtually do not exist. The reasons for its non-existence is still unknown. 

To the author, it is interesting to explore modality in this language because of two reasons. 

Firstly, in Chinese languages such as Cantonese and Mandarin, the modal element tends 

to appear at the preverbal position. Hong Kong Hokkien, however, shows an exceptional 

instance where the modal occurs postverbally. Secondly, modal doubling, which is totally 

absent in Cantonese, does occur in Hong Kong Hokkien. In this section, I am going to 

outline the background of Hong Kong Hokkien, the goal and the objectives of the paper, 

and the organization of this paper. 

1.1 The Language under Study 

As stated in Crystal (1987:310-1), Hsin (1999:1), Ethnologue, and National Virtual 

Translation Center, Min is also known as Southern Min or Min Nan. It belongs to Sino-

Sinitic. Mandarin and Cantonese, for example, are other languages that belong to Sino-

Tibetan language family. There are various languages in Min Nan, such as Xiamen 

(Amoy), Leizhou (Lei Hua, Li Hua), Chao-Shan (Choushan, Chaozhou), Hainan 

(Hainanese, Qiongwen Hua, Wenchang), Longdu, Zhenan Min. Xiamen has sub-dialects 

Amoy, Fujian (Fukien, Hokkien, Taiwanese). The author of this paper is a native speaker 

of Hokkien. 

The present research investigates the expression of modality in Hokkien, a 

language spoken in Southern China, namely in Xiamen and Fuzhou. Although Hokkien is 

also used in Singapore, Indonesia, Malaysia, the Philippines and Taiwan, here I only 

focus on the language variety spoken in Hong Kong. The data under study are taken 

mostly from the author of this paper, a native Hong Kong Hokkien speaker. 
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1.2 The Goal of the Paper 

This paper aims at coming up with the first approach to syntax in Hong Kong Hokkien, 

with a focus on an interaction of serial verb constructions and modal doubling. Modal 

doubling is a phenomenon discovered by Cheng & Sybesma (2003). Forked modality, 

instead of modal doubling, is the term used by Cheng and Sybesma. They conducted a 

brief investigation on this phenomenon with Mandarin and Hakka. 

1.3 The Objectives of the Paper 

In this paper, there are two objectives:  

i.  Serial verb constructions in Hong Kong Hokkien can be divided into two main 

groups with two different syntactic structures. 

ii. Only the resultative serial verbs compounds can fit in modal doubling. 

1.4 Organization of the Paper 

In section 2, literature on serialization structures and thematic relations, different 

approaches to serial verb constructions, resultative verb compounds in Mandarin, and the 

phenomenon of modal doubling will be given.  In section 3, the first linguistic analysis on 

serial verb constructions in Hong Kong Hokkien as well as modal doubling in this 

language will be presented. Section 4 is the conclusion to the paper. 
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2 Description of Literature  

Serial verb construction refers to a construction that contains two or more verbs within a 

single clause. In this section, first, an outline of Larson’s (1991) view on serialization 

structures as well as thematic relations will be given. Next, different approaches to serial 

verb constructions – syntactic-semantic approach, lexical-semantic approach, syntactic 

approach, prelexical representations approach, and grammatical-cognitive approach – 

will be described and evaluated. Then, studies on resultative verb compounds iMandarin 

will be briefly discussed, followed by a critical evaluation on Cheng and Sybesma’s 

(2003) study on modal doubling. 

2.1 Serialization Structures and Thematic Relations 

When it comes to the phenomenon of serialization, there are three different proposals on 

the underlying form of verb serialization (Lasron, 1991: 186-8). First, the sequenced VPs 

represent a coordinate structure as in (61) (Larson, 1991:187). 

(61)       VP                                        Coordination 

 

                          VP1     VP2      VP3   … 

                        

(61) indicates that the VPs repent a series of successive predications of the matrix 

subject. From languages of West Africa, examples (62a) and (62b) illustrate such an 

interpretation where serialization seems to mean VP conjunction: 

(62) a. Kofi kƆƆe baae.                      (Akan; Larson, 1991:187) 

 Kofi  went came 

 ‘Kofi went and came.’  

      b. Kofi daadaa   Amma    kƆƆe.                   (Akan; Larson, 1991:187) 

 Kofi  tricked   Amma     went 

 ‘Kofi tricked Amma and went.’   

 Second, the VPs might represent a sequence of adjunctions to a main VP: 
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(63)   VP1                                          Adjunction 

 

                         VP1             VP3 

 

               VP1            VP2 

 

 The additional VPs form a series of secondary predications with the purpose of 

modification. This idea is shown in examples (64a) and (64b) with the interpretations to 

express locative and temporal modification: 

 

(64) a.  Dàdá   gbé   àkpótĺ    lo       ilé        nĺ   àná.    (Yoruba; Larson, 1991:187)    

 Dada    took   box        went   home    on   yesterday 

 ‘Dada took the box home yesterday.’ 

      b.  Won   mu     otĺ     yo.                                       (Yoruba; Larson, 1991:187) 

 They   drank  wine  drunk 

 ‘They drank wine until they were drunk.’               

 Third, the VPs might constitute a series of embedded verbal complements and the 

relation between the verbal elements is selection, not co-predication or modification: 

(65)                             VP1                                            Complementation 

  

                                …       VP2  

                                

                                         …      VP3 

 

 Each VP falls within the selection domain of some sister predicate. This view is 

illustrated by examples (66a) and (66b) with an interpretation of causatives: 

(66) a. KƆkú   sƆ     àtɼ     xo   Ásĺbá.                    (Fon; Larson, 1991:188) 

            Koku    take  stick   hit   Asiba 

 ‘Koku hit Asiba with a stick.’ (‘Koku caused a stick to hit Asiba.’) 
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      b.   Amma  free    Kofi   baae.                            (Akan; Larson, 1991:188) 

Amma   called  Kofi   came 

‘Amma called Kofi in.’ (‘Asiba caused Koku to come in by calling.’) 

2.2 Different Approaches to Serial Verb Constructions 

 In what follows, the proposals from Hale, Lefebvre, Baker, Li, Givón in relation 

to structural and interpretative possibilities as mentioned above for different languages 

will be summarized. The strengths and the weaknesses of these proposals will also be 

given. 

2.2.1  Syntactic-semantic Approach (Hale, 1991) 

Hale (1991:1-36), in his study of Misumalpan serialization structures, proposes that V-

chaining constructions in these languages are clausal adjunctions in the underlying 

structure.  (67) is an example of Miskitu and the corresponding structure is represented in 

(68):  

(67)   Witin ai pruk-an kauhw-ri.          (Hale, 1991:26) 

 He me strike-OBV:3 fall-PAST:1 

 ‘He hit me and I fell down.’ or ‘He knocked me down.’ 

(68)                                                IPi                        (Hale, 1991: 20) 

 

                            IPj                                                            IPi 

 

               NPy                I’j                                       NPx                     I’i 

 

             witin            VP   Ij                                      Ø               VP          Ii  

 

                            ai pruk  an                                                     kauhw     ri 

 In (68), IPj is adjoined to IPi. Despite the fact that IPj and IPi are sisters, IPi holds 

an asymmetric superordinate relationship to IPj. Hale suggests two-fold division in 

Misumalpan clause-chaining structures. Firstly, he notes a coordinate clause-chaining 

construction with the various verbs designate distinct events. Secondly, he suggests a 

type of construction named serialization with the various verbs altogether refer to a single 

event. The two glosses in (67) show this difference. In the first gloss, what Hale called as 
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clause-chaining reading, that is, ‘He hit me and I fell down’, the hitting and falling may 

mean distinct events. In the second gloss, what Hale considered as serialization reading, 

the hitting and falling refer to a single event of ‘knocking down’. Hale points out that the 

first gloss represents clause chaining; the second gloss represents serialization. 

 Hale makes an important point in which coordinate and serialization readings in 

Misumalpan are realized in surface forms which cannot be distinguish from each other. 

This implies that the two readings are not distinct structurally. Hale (1991:24-5) proposes 

that such differences can be identified when the event positions in the major predicates of 

the two clauses are identified. This is to say, the serialization interpretation of (67) is the 

linked thematic grids indicated in (69); the coordinate reading does not have this linking: 

(69)                                               IPi                   

 

                            IPj                                                            IPi 

 

               NPy                I’j                                       NPx                     I’i 

 

             witin            VP   Ij                                      Ø               VP          Ii  

 

                            ai pruk  an                                                     kauhw     ri 

                           <1, 2,  e  >                                                     <1, e> 

                                             

 

 Despite the fact that Hale’s proposal seems to be clear in terms of the empirical 

motivation, there are shortcomings in his proposal. First, the example with negation 

sounds problematic, such as (70): 

(70) Witin  ai     pruk-an    kauhw-ras.       (Hale, 1991:26) 

 He       me strike-OBV:3 fall-NEG(-1) 

 ‘He hit me and I didn’t fall down.’ or 

 ‘He didn’t knock me down.’ 

 In (70), in the first gloss, that is, clause-chaining reading, scope of negation 

extends over the main clause IPi only. In the second gloss, that is, serialization reading, 
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scope of negation extends over IPj and IPi. Hale does not state clearly how scope of 

negation can vary on the two glosses with clause-chaining reading and serialization 

reading respectively. 

 Second, it is unclear why thematic identification is linked to configurations of 

sisterhood between the predicates whose roles are to be identified. Hale suggests that in 

clausal adjunction structures no such relation obtains between the relevant predicates 

such as pruk and kauhw in (69). Therefore it is not clear how an identification of event 

place can be worked out. Also, it is not clear to me which definition or conceptual 

framework on ‘event’ that he adopted. 

2.2.2 Lexical-semantic Approach (Lefebvre, 1991) 

Lefebvre (1991:37-78) adopts a position on verb serialization that is very different from 

Hale. Lefebvre focuses on serial causatives in Fon, a West African Kwa language. (71) 

and (72) are the examples showing causative serialization constructions. 

(71)  KƆkú   sƆ        àsƆ   yì / wá      àxì.              (Lefebvre, 1991:39) 

          Koku    take     crab   go  come   market 

 ‘Koku brought (direction away / towards the speaker) the crab to the market.’ 

(72)  KƆkú   sƆ        àsƆ    dÓ        távÒ-jí.    (Lefebvre, 1991:39) 

  Koku  take     crab    put       table-on 

  ‘Koku put the crab on the table.’ 

 Instead of an adjoined or coordinate form, Lefebvre suggests a complementation 

analysis which involve embedded VPs. For example, (71) receives a structure in (73). sƆ 

‘take’ refers to a causative verb that selects a complement with a clausal meaning, that is, 

the crab went or came to the market. 
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(73)              VP                                                (Lefebvre, 1991:66) 

     

               NP                 V’ 

 

             KƆkú      V                  VP 

 

                 sƆ         NP               V’ 

 

                                        àsƆ        V                XP 

 

                                                   yì / wá           àxì 

Unlike serializations in Misumalpan with Fon serial predicates such as sƆ ‘take’ and yì 

‘go’ / wá ‘come’ be used to refer to a single event, Lefebvre (1991) suggests differently 

that complex elements such as sƆ-yì / wá ‘take-go / come’ are formed in the lexicon by a 

process that brings together the ‘lexical conceptual structures’ (p.44) of the constituent 

predicates. The term ‘lexical conceptual structures’ is defined as ‘a representation of the 

concept named by the verb, and the “participants” in the action, represented by variables, 

corresponding to the theta-roles assigned to grammatical functions’ (pp. 44-5). 

For example, in (71), sƆ ‘take’ receives the lexical conceptual structure in (74a), and yì / 

wá ‘go / come’ receive the lexical conceptual structure in (74b). (74c) is an outcome after 

merging (74a) and (74b) (Lefebvre, 1991:59-60). 

(74) a. sƆ ‘take’ :          [x cause [y undergo change of location]] 

      b. yì / wá    ‘go / come’:                          [y undergo change of location   

                                                                       away from / towards speaker to location z]   

      c. sƆ-yì / wá ‘take-go / come’:   [x cause [y undergo change of location 

                                                                        away from / towards speaker to location z]   

          Then, using X-bar theory, such predicates are projected into syntax, as in (75): 

(75) a.  XP → Spec X’ X’ 

        b. X’ →            X YP 

 In X-bar theory, heads are allowed with one complement per maximal projection. 

This leads to a binary branching structure: two heads of the complex predicate sƆ- yì / wá 
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‘take and -go / come’ are put into two available V head positions, as shown above in the 

tree in (73). 

 Given that complex elements are formed in the lexicon by a process that brings 

together the ‘lexical conceptual structures’ of the constituent predicates, Lefebvre seems 

to suggest that predicates defining a ‘single event’ are assigned a single representation at 

some level of structure. As in Lefebvre’s analysis, the notion ‘single event’ refers to 

‘single lexical conceptual structure’. 

2.2.3 Syntactic Approach (Baker, 1991) 

Baker’s (1991:79-102) proposal on verb serialization is a combination of the proposals 

used by Hale and Lefebvre. The interpretation that Baker proposes is similar to 

coordination-adjunction despite the fact that the configuration likes complementation. (76) 

is an example illustrating Yoruba serial verb construction. The corresponding structure is 

shown in (77). 

(76)     BÓlá   sè           ẹran   tà.                                  (Baker, 1991:84) 

 Bola  cooked     meat   sell 

           ‘Bola cooked some meat and sold it.’ 

(77)                                        S 

 

                               NP           I            VP 

 

                             Bola          ∅            V’ 

  

                                                    V      NP    V’ 

 

                                                  cook  meat   V 

                                                                      sell 

 Baker shares the same view like Lefebvre in that serial constructions are dual 

headed with two serialized verbs constitute a single predicate. The main difference 

between Lefebvre and Baker concerns the way that dual-headedness is manifested. Under 

Lefebvre’s account, serialization are dual-headed not because of syntactic reasons but 

lexico-semantics motivation with the relevant verbs merge lexical conceptual structures, 
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and form a unit in the lexicon. Also, the NP is theta-marked once only by a complex 

predicate which is built out of the two verbs in the lexicon. On the contrary, according to 

Baker, the dual headedness is expressed in syntax and there is no relationship in terms of 

lexicon between serial verbs prior to D-structure. Baker gives a unique view regarding 

the dual headedness, or ‘double-headed VP’ to use his terms. He suggests that object-

sharing is permissible despite the fact that there are two heads and the second verb must 

be an unaccusative type (Baker, 1991:86-7). To illustrate this point, for example, in (77), 

cook and sell are two competing candidates for head. In Baker’s proposal, both cook and 

sell are heads for V’ and they both theta-mark the NP meat independently. Both cook and 

sell  share the direct object. Despite the fact that Baker addresses the assignment of the 

theta-roles in determining the possibility of serial structures, he fails to address the actual 

identity of the roles such as theme and goal.1  

2.2.4 ‘Prelexical Representations’ Approach (Li, 1991) 

Li (1991:103-36) proposes an approach which is very different from Hale, Lefebvre, and 

Baker. Li suggests that the behavior of ‘prelexical’ notion and the way they are 

lexicalized in relation to verbal event-denoting concepts explain the formation of serial 

construction (Li, 1991:105). Li suggests verbs that express the notion of ‘cutting’ to 

involve a conceptual form as in (78a) in which a prelexical predicate relating two events 

(MEANS) embeds another predicate (CUT) relating two individuals (Li, 1991:105-8). 

                                                 
1 Déchaine rightly points out that serial constructions challenge thematically-based projection theories 
because the surface order of these theories is not uniform. In (I), V1 assigns the theme role; V2 assigns 
beneficiary, goal or location. In (II), it is V1 which assigns beneficiary, instrument or manner; V2 assigns 
theme or to-location.   
 
 
Surface structure for (I): V1 theme V2 non-theme                                  (Déchaine, 1993:204) 
(I) Jímọ ọ  ra     èwù         bùn       mi. 
                   Agr  buy  garment  present 1s 
 ‘Jimo bought me [a] garment’ 
Surface structure for (II): V1 non-theme V2 theme/loc  
(II) Jímọ ọ   bá      mi  ra      mótò.  
       Agr  help   1s   buy  vehicle 
 ‘Jimo bought a car for / from / with me’ 
The thematic difference between (I) and (II) correlates with a structural difference language internally and 
cross-linguistically. Languages such as Haitian have only example like (I); Languages such as Igbo have 
only (II).Yoruba has both (I) and (II). 
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(78) a. MEANS (e1,            CUT (x1, x2))             (Li, 1991:105)     

       b. cut (e1, x1, x2)             (Li, 1991:106)     

       c. cut (x1, x2)               (Li, 1991:108)     

 According to Li, the two predicates may be lexicalized together. By doing so the 

event argument of MEANS is passed along to the resultant form (78b), this is to say 

MEANS becomes part of the verb. This results in a nonserial verb cut taking two 

individual arguments and event argument. The first two arguments refer to cutter and 

cuttee; the third argument refers to an instrument argument which can be optional. The 

syntactic structure of (78) is shown in (79): 

(79)              S 

 

                        NP                                                    VP 

 

                       John                                  V              NP                PP 

 

                                                                cut        the bread     with a knife 

 Actually (78a) may be lexicalized in a way that only the arguments of CUT are 

passed to the resulting form as indicated in (78c). It is assumed that MEANS is still 

present in ‘virtual’ form. Because its event argument ‘e1’ must be satisfied, thus another 

event-denoting expression is needed. Li suggests that this requirement must be met by the 

presence of another verb, such as take (Li, 1991:112-3). (80) is an example from Sranan 

to illustrate this and the syntactic structure is shown in (81). 

(80)     Mi   e         teki   a     nefi    koti   a      brede.  (Li, 1991:109,111)            

 I      ASP      take   the   knife  cut     the     bread 

 ‘I cut the bread with a knife.’ 
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(81)                                           S                                 (Li, 1991:110) 

                                                            

                                        NP                    I’ 

                                                        

                                        mi             I                  VP1 

 

                                                        e      V1’                              V2P 

 

                                                          V1       NP                      V2       NP      

                                        

                                                        teki     a nefi                    koti   a brede 

 In (81), although MEANS is not expressed syntactically, V1’ and V2P provide the 

two event arguments of MEANS. Because V2P adjoined to V1’, they can assign a 

thematic role  to the subject noun phrase mi, as in (82). 

(82) MEANS (take (I, the knife), cut (I, the bread)) 

 Li’s proposal is very different from Hale, Lefebvre, and Baker’s analyses in two 

ways: first, the concept of ‘prelexical representation’ which allows prelexical predicate to 

be virtual during the syntactic operation. Li is similar to Lefebvre in terms of merged 

conceptual representations. Li’s merger happens before lexical argument structures are 

assigned and serialization is relevant to some part of the predicate structure, excluding 

prelexical predicate. On the contrary, Lefebvre focuses on the merging of lexical 

argument structure, rather than its syntactic representation. 

 Second, Li suggests prelexical predicates, such as MEANS and CAUSE, have a 

specific order in their event arguments as well as direction of headedness. For example, 

in (80), ‘taking’ must precede ‘cutting’. This is to say V1’ precedes V2P. In head-initial 

languages, like (83), an example from Yoruba, the ordering of the predicates tì ‘push’ and 

subu ‘fall’ fulfills the requirement in terms of iconicity. 

(83) Fémi  tì       Akin   subu.                                  (Li, 1991:114) 

 Femi  push   Akin     fall 

 ‘Femi pushed Akin down.’ 

 Given that the main predicate in head-final languages has to be ordered finally, 
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a possible shortcoming in Li’s analysis is that he does not successfully account for the 

order of the predicates in head-final languages, such as Miskitu, Winnebego, and Korean, 

in satisfying the issue of iconicity. Also, the notion of ‘event’ is not well-defined. 

2.2.5 Grammatical-Cognitive Approach (Givón, 1991) 

Givón’s (1991:137-84) approach is very different from Hale, Lefebvre, Baker, and Li in 

the sense that Givón does not view the issue of serial verb construction from a syntactic 

perspective. Instead, Givón’s analysis is based on iconicity principle that links sentence 

production with conceptual organization. The principle is shown in (84): 

(84) “The temporal-physical distance between chunks of linguistically-coded    

information correlates directly with the conceptual distance between them.” 

(p.142) 

 Givón’s analysis takes into account the conceptual relatedness of events as shown 

in the pause-separation of the units expressing events in discourse. Givón was interested 

in find out if serial verb constructions reflect cognitive segmentation of events by the use 

of pauses (p.143). Givón elicited the data from the speakers of serializing and non-

serializing languages, namely Tok Pisin, a Neo-Melanesian pidgin, Kalam and Tairora, 

native Papuan languages. The subjects were asked to watch a 6-minute long chicken story 

movie and then to describe the story about a man and a woman in a rural non-Western 

setting using their own words. The movie presented many transitive activities and 

provided plenty of opportunities to use serial verb constructions of different types: 

accusative, benefactive, causative, instrumental, and locative. Their discourse was 

recorded, and pause measurement, especially pauses at various point in the clause, was 

analyzed. The results indicated that  pause frequencies between the serial verbs were 

significantly lower than those words with main clause breaks. The implication of the 

results is that serial verbs may have become part of a larger word. This is to suggest that 

the serial verbs have the potential for co-grammaticalization or co-lexicalization.  

 On Givón’s view, event relations are ‘packaged by grammar’ and pause 

frequencies do not indicate differences in terms of the way that event relations are viewed 

from a cognitive perspective. While the design of the study is very interesting, the main 

problem with this approach is that Givón does not suggest specific proposals on syntactic 

structures and semantic components of serial verb constructions. 
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2.3 Resultative Verb Compounds in Mandarin 

Li, in his other paper published in 1998, moves away from ‘prelexical representations’ 

approach to serial verb constructions. He, however, puts more emphasis on the study of 

resultative serial verb constructions in Mandarin. He shows that each resultative sentence 

describes a super-event consisting two subevents: the cause and the result (Li, 1998: 293). 

This is to say the first verb illustrates the causing activity; the second verbs denotes the 

result. When each verb in the compound is used independently, that verb does not assign 

such readings to its argument(s), as illustrated in example (85): 

(85) Mali  ku hong      le     yanjing. 

 Mary cry be-red    ASP  eye 

 ‘Mary cried, (and as a result), her eyes became red.’ 

 In (85), the subject of ku ‘cry’, when used alone, does not give the Causer reading 

and the single argument of hong ‘be red’ does not give the Causee reading. It is because 

the Causer and the Causee readings are the results of combining two verbal predicates 

into resultative construction. An NP argument can be interpreted as Causer or Causee 

from its thematic relations with the verb indicating the cause and / or the verb indicating 

the result. 

 Concerning the types of Mandarin resultative verb compounds, Hwang (2000: 

149-156) suggests that the types depend on the subject or object NP of the first verb 

which serves as the semantic subject of the second verb.2 There are altogether three types 

of Mandarin resultative verb compounds. In Type I of resultative verb compounds, NP1 is 

the semantic subject of V1 (transitive) and V2 (intransitive). A resultative verb compound, 

such as chi-bao ‘eat-be full’ (to be full from eating), consists of a transitive verb chi ‘eat’ 

and an intransitive verb bao ‘be-full’. In example (86), the subject NP argument Yuehan 

‘John’ of the first verb chi ‘eat’ is the semantic subject of the second verb bao ‘be-full’.  

(86) Yuehan  chi  bao         le     fan.                        (Mandarin; Hwang, 2000:150) 

 John         eat  (be-full)  ASP  rice 

 ‘John ate rice (and as a result) John was full.’ 

                                                 
2 In Hwang’s thesis, the focus is on those verb compounds with full-fledged argument structures, meaning 
these verbs are main verbs in simple predicates and their meaning match those which they carry in the 
resultative verb compounds. 
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 In Type II of resultative verb compounds, NP1 is the semantic subject of V1 

(intransitive) and NP2 is the semantic subject of V2 (intransitive). In (87), the compound 

verb ku hong ‘cry be-red’ (to be red from crying) comprises an intransitive verb ku ‘cry’ 

and the other intransitive verb hong ‘be red’. The subject NP argument Mali ‘Mary’ in 

(87) is realized as the subject of the first verb ku ‘cry’; the object NP yanjing ‘eye’ is 

realized as the semantic subject of the second verb hong ‘be red’. 

(87) Mali   ku    hong   le      yanjing.                        (Mandarin; Hwang, 2000:152) 

 Mary  cry    be-red  ASP   eye 

 ‘Mary cried, (and as a result), her eyes became red.’   

 In Type III of resultative verb compounds, NP1 is the semantic subject of V1 

(transitive) and NP2 is the semantic subject of V2 (intransitive). In (88), a compound verb 

such as ju ‘saw’ duan ‘break’ (to cut into sections by using a saw) comprises a transitive 

verb ju ‘saw’ and the other intransitive verb duan ‘break’. The object NP argument shu 

‘tree’ of the first verb ju ‘saw’ is the semantic subject of the second verb duan ‘break’. 

(88) Yue-han  ju    duan   le     shu                         (Mandarin; Hwang, 2000:153) 

 John         saw  break   ASP  tree 

 ‘John sawed the tree, (and as a result), the tree was cut apart.’ 

Among the different types of compounds, only NP arguments of types II and III 

verbs compounds give the Causer-Causee readings. NP arguments of type I compounds 

serve as the semantic subjects of both the first and the second verb at the same time. 

Hence, they do not have the Causer-Causee readings. 

The main strength of Li’s (1998) and Hwang’s (2000) is that they both offer a 

concise description of Mandarin resultative verb compounds from the syntactic 

perspective. Existing literatures in Chinese serial verb constructions (Dai 1990; Law 1996; 

Li & Thompson 1981) focus on the instrumental type of serial verb constructions. They 

fail to give thorough descriptions and discussions on the resultative type of serial verb 

constructions. 

Of the languages – Akan, Fon, Miskitu, Sranan, Ulwa and Yoruba – discussed in 

2.11 – 2.15, serial verb constructions do not seem to co-occur with two modal elements, 

or ‘modal doubling’ in my terms. In Mandarin Chinese, serial verbs can co-exist with two 

modal elements. The next section will therefore focus essentially on forked modality 
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phenomenon, with two modal elements interacting with two verbs. Serial verbs form the 

basis for forked modality to take place. 

2.4    Modal Doubling 

The only study on the interaction between the serial verbs and the modal elements is 

probably the one suggested by Cheng and Sybesma (2003). Cheng & Sybesma use the 

term ‘forked modality’ instead of ‘modal doubling’. Most of the modals in Mandarin and 

Cantonese precede the verbs in the sentence. There is an exceptional case where 

Mandarin and Cantonese have a postverbal modal element – de and dak – respectively, 

which represents deontic modality (Cheng & Sybesma, 2003:13), as in (89) and (90): 

(89) ta chi-de-wan    zhemo  dian  fan          (Mandarin, Cheng & Sybesma,  

 3sg eat-MOD-finish    DET       bit  rice                             2003:17)   

 ‘S/he can finish this little bit of rice.’ 

(90) keoi   lo-dak-hei       li      seung   syu                 (Cantonese, Cheng & Sybesma, 

 3sg    take-MOD-rise  DET  CL         book                                                         2003:13) 

            ‘S/he can lift this box of books.’ 

 Cheng and Sybesma (2003) propose ‘the forked modality hypothesis’ which states 

that ‘in Mandarin and Cantonese, postverbal de/dak is connected to an overt or covert 

preverbal modal in the canonical modal position in the functional (or semi-lexical) 

domain of the sentence as a whole. Together they form a single modality. (p.17)’ Under 

this hypothesis, a connection with a preverbal modal (overt or covert) explains properties 

of de/dak: (i) that a modal would occupy the unusual position within the VP and still be a 

modal; (ii) the matrix scope of the postverbal modal; and (iii) the overt doubling in 

Mandarin potential constructions (pp.17-8). Further, they claim that a ModP in the small 

clause in the VP will always be associated with a ModP in the matrix sentence, and 

together a single modality is formed. On Cheng and Sybesma’s view, (91) is a Mandarin 

example illustrating the forked modality: 

(91) ta   kending   neng   chi-de-wan       zhemo  dian fan.                (Mandarin, Cheng &  

       3sg  surely       MOD   eat-MOD-finish   DET      bit    rice                   Sybesma, 2003: 17) 

       ‘s/he can for sure finish this little bit of rice.’ 

 Despite the fact that it is interesting and innovative to point out the phenomenon 

of having two modal elements to interact with two verbs, there are many problems with 
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the forked modality hypothesis. Firstly, Cheng and Sybesma suggest that de in Mandarin 

can be doubled by a modal element in the higher modal phrase (p.14). However, they 

only provide one example in the entire paper to illustrate with forked modality 

phenomenon using two different modal elements neng and de. This is definitely not the 

case of doubling the same modal element. Secondly, in the forked modality hypothesis, 

they argue that ‘a ModP in the small clause in the VP will always be associated with a 

ModP in the matrix sentence (p.18)’, however, I do not see any reasons for the small 

clause to be embedded in the VP and they do not state the reasons why the small clause is 

needed. Thirdly and the most importantly, Cheng and Sybesma do not state the reading or 

the interpretation of a sentence with the forked modality as well as the motivation of 

using forked modality in Mandarin.   

3 Linguistic Analysis  

In this paper, I’ll adopt Baker’s (1991) syntactic approach to account for the serial verb 

constructions in Hong Kong Hokkien. Under this approach, object sharing is permissible 

with the presence of two heads and both V1 and V2 share the direct object. In this section, 

I will present a linguistic analysis on serial verb constructions in Hong Kong Hokkien 

and I will describe and discuss the issue of modal doubling in this language. 

3.1 Serial Verb Constructions in Hong Kong Hokkien 

When it comes to Serial verb Construction (SVC), different scholars (for example, 

Carstens 2002; Larson 1991; Law 1996; Law & Veenstra 1992; Li & Thompson 1981; 

Muysken & Veenstra 2005; Veenstra 1996) have different ways to define its distinctive 

features. According to Muysken & Veenstra (2005), generally, there are four properties 

that enable us to identify SVCs, namely (i) the construction yields a single event of 

interpretation, even with the occurrence of more than one verb; (ii) no overt coordinating 

or subordinating element appears between the verbs; (iii) the predicates display a single 

tense specification and (iv) they share one argument. It should be noted that tense 

interpretation in Hong Kong Hokkien is derived merely from time adverbials and aspect 

marking.  

Muysken & Veenstra (2005) mention four main types of constructions they 

identify for SVCs. Their targeted language is Saramaccan. Type 1 constructions include 

directional (e.g. go, come, surround, come out, arrive, give), argument introducing (e.g. 
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give), aspectual (e.g. say, finish) and degree (e.g. more). Type 2 constructions include 

causative (e.g. make, give) and argument introducing (e.g. give). The authors mention 

that the event composition is more loosely interpreted in type 2 constructions. Resultative 

serial verb constructions constitute type 3 constructions. They correspond to particle-verb 

combinations in Germanic languages. Some examples of verbs that can occur are ‘take’, 

‘throw’, ‘put’, ‘hold’, ‘pull’, ‘separate’, ‘open’, and ‘catch’. In type 4 constructions, there 

are no restrictions on the list of participating verbs as long as it is semantically or 

pragmatically acceptable. 

This section considers some constructions in Hong Kong Hokkien involving two 

verbs (V1 and V2), which could be taken to be the SVCs. Hong  Kong Hokkien has more 

verbs that can be used in SVCs which is different from Bangla (Debarchana, 2005) in 

which only a restricted set of verbs can be used in V2. These constructions in Hong Kong 

Hokkien include several types identified as SVC, such as direct object sharing, resultative, 

instrumental, directional, double object, causative, and sequential. In this section, I use A-

not-A question formation test to detect the main head of clausal structure which will be 

useful for section 4 where modal doubling will be taken into account. After conducting 

A-not-A question formation test, the constructions indicating direct object sharing, 

resultative, and directional fall into one group (group A) mainly because V2 fails A-not-

A question formation test. On the other hand, the constructions showing instrumental, 

double object, causative, and sequence fall into the other group (group B), due to the fact 

that V1 and V2 respectively can fulfill A-not-A question formation. It should be noted 

that only resultative serial verbs can fit in modal doubling which will be discussed in 

section 4.3 

Example (92) exhibits serialization phenomenon in direct object sharing. 

(92) i1  zi5 mʌ8   tsia8  

 Prn3.3sg cook meat   eat  

 ‘S/he cooks and eats meat.’ 

(93) shows how the verbs zi5 ‘cook’ (V1)  and tsia8 ‘eat’ (V2) behave with 

respect to A-not-A question formation. A-not-A question formation is only grammatical 
                                                 
3 I also tried out the scope of negators test, the status of the two verbs as main predicate of a simple clause 
test, and aspectual marking test to detect the main head of clausal structure. However, they are not 
contributing useful evidence as regards the main head of clausal structure. 
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when interacting with V1, as in (93a), but not with V2 as in (93b), or with V1 + V2 as in 

(93c). 

(93) a i1  zi5-m7-zi5             mʌ8   tsia8  

 Prn3.3sg cook-NEG-cook meat   eat  

 ‘Will s/he cook the meat (instead of the vegetable) to eat?’ 

       b* i1  zi5 mʌ8   tsia8-m7-tsia8  

 Prn3.3sg cook meat   eat-NEG-eat  

 ‘No reading available’     

       c *i1  zi5-m7-zi5             mʌ8  tsia8-m7-tsia8  

 Prn3.3sg cook-NEG-cook meat eat-NEG-eat 

 ‘No reading available’  

(94) and (95) exhibit serialization phenomenon in resultative construction. 

(94) i1 tsia8  liu5      ji8                   wa1      bun4    

 Prn.3s eat finish NUM.one Cl rice 

 ‘S/he has finished eating a bowl of rice.’ 

(95) i1              dao5            ki8     ji8-Λ4-zi4          

            3s              take            rise    DET-CL-books   

She lifts this box of books. 

(96) and (97) shows how the verbs tsia8 ‘eat’ (V1) and liu5 ‘finish’ (V2) as in (96) 

and  dao5 ‘take’ (V1) and ki8 ‘rise’ (V2) as in (97) respectively behave with respect to A-

not-A question formation. A-not-A question formation is only grammatical when 

interacting with V1, as in (96a) and (97a), not with V2 in (96b) and (97b), or with V1 + 

V2 in (96c) and (97c). 

(96) a i1 tsia8-m7-tsia8  liu5      ji8                   wa1      bun4      

 Prn.3s eat-NEG-eat finish NUM.one Cl rice 

 ‘Will you finish eating a bowl of rice? (no single rice left in the bowl)’ 

       b*i1 tsia8  liu5-m7-liu5       ji8                   wa1      bun4    

 Prn.3s eat finish-NEG-finish NUM.one Cl rice 

 ‘No reading available’ 

       c* i1 tsia8-m7-tsia8    liu5-m7-liu5                ji8                   wa1      bun4    

 Prn.3s eat-NEG-eat   finish-NEG-finish  NUM.one  Cl   rice 
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 ‘No reading available’ 

(97) a i1              dao5-m7-dao5            ki8     ji8-Λ4-zi4          

            3s              take                            rise    DET-CL-books   

‘Will she lift this box of books?’ 

       b*i1              dao5            ki8-m7-ki8           ji8-Λ4-zi4          

            3s              take             rise-NEG-rise      DET-CL-books   

             ‘No reading available’ 

       c* i1              dao5-m7-dao5         ki8-m7-ki8            ji8-Λ4-zi4          

            3s              take                         rise-NEG-rise       DET-CL-books   

 ‘No reading available’ 

 (98) indicates serial phenomenon with respect to instrumental construction. 

(98) i1  te1 do1 tai1 he2 

 Prn.3s   take     knife   cut-up  fish 

 ‘S/he cuts up a fish with a knife.’ 

(98) shows how the verbs te1 ‘take’ (V1)  and ta1 ‘cut-up’ (V2) behave with 

respect to A-not-A question formation. A-not-A question formation is only grammatical 

when interacting with V1, as in (99a), and with V2 in (99b), not with V1 + V2 in (99c). 

(99) a i1 te1-m7-te1      do1      tai1      he2 

 Prn.3s  take-NEG-take     knife   cut-up  fish 

 ‘Will s/he use a KNIFE to cut up a fish?’4   

       b i1 te1 do1 tai1-m7-tai1     he2 

 Prn.3s  take     knife    cut-up-NEG-up  fish 

 ‘Will s/he use a knife to cut up a FISH?’  

       c* i1 te1-m7-te1      do1    tai1-m7-tai1          he2 

 Prn.3s  take-NEG-take     knife   cut-up-NEG-up             fish 

 ‘No reading available’  

 (100) is an example showing serialization phenomenon with the type of 

construction indicating directional. 

(100) i1 mui5 hə2 lai2 

                                                 
4 Law (1996) gives a detailed discussion of ambiguous structure of instrumental serial verb compounds in 
Mandarin. 
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 Prn.3s buy fish come 

 ‘S/he buys a fish and brings it.’ 

(101) shows how the verbs mui5 ‘buy’ (V1)  and lai2 ‘come’ (V2) behave with 

respect to A-not-A question formation. A-not-A question formation is only grammatical 

when interacting with V1, as in (101a), not with V2 in (101b), or with V1 + V2 in (101c). 

(101)a i1 mui5-m7-mui5 hə2 lai2 

 Prn.3s buy-NEG-buy  fish come 

 ‘Will s/he BUY fish and bring it?’ 

       b* i1 mui5 hə2 lai2-m7-lai2 

 Prn.3s buy fish come-NEG-come 

 ‘No reading available’ 

      c* i1 mui5-m7-mui5 hə2 lai2-m7-lai2 

 Prn.3s buy-NEG-buy   fish come-NEG-come 

 ‘No reading available’ 

 (102) is an example showing serialization phenomenon with the type of 

construction indicating double object.5 

(102) i1 kia1  ji8  bun4    tse2  hi2 gua3 

 Prn.3s send  NUM.one Cl book    give prn.1s 

 ‘S/he sends a book to me.’ 

(103) shows how the verbs kia1 ‘send’ (V1)  and hi1 ‘give’ (V2) behave with 

respect to A-not-A question formation. A-not-A question formation is only grammatical 

when interacting with V1, as in (103a), and with V2 in (103b), not with V1 + V2 in 

(103c). 

(103)a i1 kia1-m7-kia1           ji8  bun4    tse2    hi2 gua3 

 Prn.3s send-NEG-send      NUM.one   Cl book   give prn.1s 

 ‘Will she SEND a book to me?’ 

       b i1 kia1     ji8  bun4    tse2   hi2-m7-hi2             gua3 

 Prn.3s send  NUM.one Cl book  give-NEG-give     prn.1s 

 ‘Will she send a book to ME?’ 

                                                 
5 It should be noted that hi2 ‘give’ is a verb, not a preposition. hi2 in Hong Kong Hokkien is similar to bei 
‘give’ in Cantonese, but Cantonese bei lacks verbal properties in this context. Some argue that bei is a 
preposition.  
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       c* i1 kia1-m7-kia1           ji8 bun4    tse2    hi2-m7-hi2  gua3 

 Prn.3s send-NEG-send    NUM.one Cl book   give-NEG-give  prn.1s 

 ‘No reading available’ 

 (104) is an example showing serialization phenomenon with the type of 

construction indicating causative. 

(104) i1 hi8 ngaan7-ah1 kia5 tsau6 

 Prn.3s make children fear bird 

 ‘S/he makes the children afraid of the bird.’ 

(105) shows how the verbs hi8  ‘make’ (V1)  and kia5  ‘fear’ (V2) behave with 

respect to A-not-A question formation. A-not-A question formation is only grammatical 

when interacting with V1, as in (105a), and with V2 in (105b), not with V1 + V2 in 

(105c). 

(105)a i1 hi8-m7-hi8  ngaan7-ah1 kia5 tsau6 

 Prn.3s make-NEG-make children fear bird 

 ‘Will s/he MAKE the children afraid of the bird?’ 

       b i1 hi8 ngaan7-ah1 kia5-m7-kia5        tsau6 

 Prn.3s make children fear-NEG-fear       bird 

 ‘Will s/he make the children AFRAID of the bird?’ 

      c* i1 hi8-m7-hi8  ngaan7-ah1 kia5-m7-kia5  tsau6 

 Prn.3s make-NEG-make children   fear-NEG-fear  bird 

 ‘No reading available’ 

 (106) is an example showing serialization phenomenon with the type of 

construction indicating sequence. 

(106) i1 lip8 he8-yi4 kua1 he8 

 Prn.3s enter cinema  see movie 

 ‘She goes into the cinema to see a movie.’ 

(107) shows how the verbs lip8 ‘enter’ (V1)  and kua1 ‘see’ (V2) behave with 

respect to A-not-A question formation. A-not-A question formation is only grammatical 

when interacting with V1, as in (107a), and with V2 in (107b), not with V1 + V2 in 

(107c). 

(107)a i1 lip8-m7-lip8  he8-yi4 kua1 he8 
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 Prn.3s enter-NEG-enter cinema  see movie 

 ‘Will s/he GO INTO THE CINEMA to see a movie?’ 

       b i1 lip8 he8-yi4 kua1-m7-kua he8 

 Prn.3s enter cinema  see-NEG-see movie 

‘Will s/he go into the cinema to SEE A MOVIE?’ (instead of just sleeping in the 

cinema.) 

       c* i1 lip8-m7-lip8  he8-yi4      kua1-m7-kua he8 

 Prn.3s enter-NEG-enter cinema       see-NEG-see movie 

 ‘No reading available.’ 

 After reviewing the test results from the serial verb constructions, it seems to 

suggest that the constructions indicating direct object sharing, resultative, and directional 

fall into one group (group A) mainly because V2 fails A-not-A question formation test. 

On the other hand, the constructions showing instrumental, double object, causative, and 

sequence fall into the other group (group B), due to the fact that V1 and V2 respectively 

pass A-not-A question formation test.
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This seems to suggest that the two groups have different syntactic properties, 

hence different syntactic structures. Law (1996:200-1) presents two types of SVCs in 

Mandarin, as in (108) and (109). I suggest that SVCs in group A belongs to the structure 

in (108) and group B belongs to the structure in (109). 

(108)  NP1 [VP V1 NP2 [VP V2 ]] 

(109)  NP1 [VP [VP V1 NP2 [VP V2 NP3]] 

 In (108), the first verb takes as complement the VP headed by the second verb, 

such as tsia8 ‘eat’, liu5 ‘finish’, ki8 ‘rise’, lai2 ‘come’. In (109), the VP headed by the 

first verb is an adjunct to the VP headed by the second verb. The range of the verbs that 

can appear as the second verb in group B is wider than that in group A. It is worth 

pointing out that in the constructions under group A, because the second VP is a 

complement of the first verb, the sentence is grammatical even when the second verb 

moves to the place immediately following the first verb. Law (1996:205) points out that 

the trace left behind by movement of the second verb is properly governed by the first 

verb, there is no violation of Empty Category Principle (ECP). By contrast, in (109) with 

the first VP as an adjunct to the second VP, the two verbs do not govern each other. 

Hence, the movement  

of the second verb to the position immediately following the first verb is prohibited.

 In (108), complement should mean sister to the head. Law (1996) does not 

explain this clearly and he seems to suggest a tripartite structure consisting of V1, NP2, 

and V2. Larson (1991:202) gives a more convincing explanation by suggesting “when 

NP receives a thematic role from a predicate, the two must appear as sisters and form a 

constituent that is itself sister to NP.” Let’s take (110) as an example to illustrate Larson’s 

proposal. 

(110) i1  zi5 mʌ8   tsia8  

 Prn3.3sg cook meat   eat  

 ‘S/he cooks and eats meat.’ 

 S/he receives a thematic role from the primary VP ‘cook meat eat’, hence the two 

Vs appear as sisters under VP1 that is itself sister to NP.   
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Serial verb compounds are essential elements for modal doubling in Hong Kong 

Hokkien to take place. I will devote the next section to the linguistic analysis on modal 

doubling. 

3.2  Modal Doubling in Hong Kong Hokkien 

Hong Kong Hokkien presents an alternative construction where two instances of the same 

modal element appear. I will call this ‘Modal Doubling’. Modal Doubling appears in 

examples like (112), which include two verbal elements, V1 and V2, in structures of the 

SVC’s types discussed in section 3.5:  

(112) i1       e7         tsia8       e7          liu5                  ji8              wa1      bun4 

 3s       MOD1   eat (V1)   MOD2    finished (V2)     NUM.ONE   CL          rice 

 ‘S/he can eat this bowl of rice.’ (The speaker is 100% certain that the agent can do 

the action.) 

 In (112), e7 is the modal element being doubled. e7 is glossed as MOD. The 

interpretation associated with this modal element gives a reading of ‘the expression by 

the speaker of his attitude towards the possible actions by himself and others’ (Palmer, 

1986:121). 

Other modal elements conveying the meanings of possibility or necessity, such as 

e7-hiau3, e7-tang3, e7-yang8, e7-jit8, ko2-leng5, i-teng7-e7, and eng1-kai1, however, 

cannot be doubled and the sentences are all considered as ungrammatical with modal 

doubling, as shown in the examples (113) – (119) below: 

(113) * i1       e7-hiau3    tsia8       e7-hiau3     liu5               ji8              wa1      bun4 

 3s       MOD1         eat (V1)   MOD2          finished (V2)  NUM.ONE   CL          rice 

 Intended: ‘S/he can eat this bowl of rice.’ (learnt skill) 

(114) * i1       e7-tang3    tsia8       e7-tang3     liu5               ji8              wa1      bun4 

 3s       MOD1         eat (V1)   MOD2          finished (V2)  NUM.ONE   CL          rice 

 Intended: ‘S/he can eat this bowl of rice.’ (capability) 

(115) * i1       e7-yang8    tsia8       e7-yang8     liu5               ji8              wa1      bun4 

 3s       MOD1          eat (V1)   MOD2          finished (V2)  NUM.ONE   CL          rice 

 Intended: ‘S/he can eat this bowl of rice.’ (permission) 

(116) * i1       e7-jit8    tsia8        e7-jit8     liu5               ji8              wa1      bun4 

 3s       MOD1      eat (V1)   MOD2      finished (V2)  NUM.ONE    CL          rice 

 Intended: ‘S/he can eat this bowl of rice.’ (permission) 
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(117) * i1       ko2-leng5    tsia8       ko2-leng5     liu5               ji8              wa1      bun4 

 3s       MOD1           eat (V1)   MOD2             finished (V2)  NUM.ONE   CL          rice 

 Intended: ‘S/he may eat this bowl of rice.’ (possibility) 

(118) * i1       i-teng7-e7    tsia8       i-teng-e7     liu5               ji8             wa1      bun4 

 3s       MOD1            eat (V1)   MOD2           finished (V2)  NUM.ONE  CL         rice 

 Intended: ‘S/he must eat this bowl of rice.’ (necessity) 

(119) * i1       eng1-kai1    tsia8       eng1-kai1    liu5               ji8              wa1      bun4 

 3s       MOD1            eat (V1)   MOD2          finished (V2)  NUM.ONE   CL          rice 

 Intended: ‘S/he should eat this bowl of rice.’ (obligation) 

As seen in (112) – (119), it is found that only the modal element e7 allows 

doubling. Other modal elements – e7-hiau3, e7-tang3, e7-yang8, e7-jit8, ko2-leng5, i-

teng7-e7, and eng1-kai1 – prohibit the doubling phenomenon.  This is to say modal 

doubling is restricted to only e7 in Hong Kong Hokkien.  

Modal doubling is possible in Hong Kong Hokkien as in (119) and in 

Mandarin as in (120). It should be noted that Mandarin allows two modal 

elements of different lexical items to co-occur in the same sentence. In (120), the 

reading shows that the speaker’s belief is 100% certain towards the agent’s action. 

(120) ta1     neng1     chi1-de1-wan2      yi1             yuan3   fun4    [Mandarin; Cheng & 

 3s       MOD1     eat-MOD2-finished  NUM.ONE   CL           rice              Sybesma, 2003] 

‘S/he can eat this bowl of rice.’ 

As shown in (121) and (122), in Mandarin, no reading is available when the same 

modal element is doubled. 

(121) * ta1     neng1     chi1-neng1-wan2  yi1            yuan3   fun4     

 3s       MOD1     eat-MOD2-finished  NUM.ONE  CL           rice               

‘No reading available.’ 

(122) * ta1     de1     chi1-de1-wan2      yi1              yuan3   fun4     

 3s      MOD1   eat-MOD2-finished  NUM.ONE   CL           rice            

‘No reading available. 

 Modal doubling can never be found in Cantonese. (123) illustrates that preverbal 

ho-ji ‘can’ never co-occurs with postverbal dak ‘can’.   
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(123) *  keoi5  ho2-ji5  sik9-dak7-jyn4      jat7            wun2   fan5    [Cantonese; Cheng & 

              3s       MOD1    eat-MOD2-finished  NUM.ONE     CL         rice              Sybesma, 2003] 

‘S/he can eat this bowl of rice.’  

As indicated in (124) and (125), such doubling in negative sentences exists 

neither in Hong Kong Hokkien nor in Mandarin. 

(124) * i1       e7      mo7   tsia8-e7-liu5            ji8               wa1      bun4      [HK Hokkien] 

 3s     MOD1   NEG  eat-MOD2-finished     NUM.ONE   CL           rice 

 Intended: ‘S/he cannot eat this bowl of rice. 

(125) * ta1     neng1  bu1    chi1-de1-wan2      yi1           yuan3 fun4  [Mandarin, Cheng & 

 3s       MOD1  NEG   eat-MOD2-finished  NUM.ONE CL        rice           Sybesma, 2003] 

‘S/he cannot eat this bowl of rice.’  

In Hong Kong Hokkien, preverbal e7 ‘can’ allows different types of modality 

readings such as ability, permission, and potential. When e7 (before V1) occurs with e7 

(before V2), only ‘potential’, epistemic reading is permitted. In other words, no ability or 

permission reading is allowed. With the doubling of e7, the speaker degree of certainty is 

100% towards the agent’s action. 

 In Hong Kong Hokkien, when there are two modal positions and they both are 

filled, single modality reading is the result. (126) shows that Hong Kong Hokkien has 

two modal positions but contribute to only one single epistemic modality reading. 

(126) i1  e7        dao5 e7         ji8-Λ4-zi4         ki8 

            3s  MOD1  take   MOD2    DET-CL-books   up 

‘S/he can lift this box of books.’  (single modality reading. The speaker is 100% 

certain of the agent’s ability.) 

 The tree for (126) is depicted in (127). 

2008 HICE Proceedings 
Page 1824



 28

(127)                TP             

 

                D                T 

                         

                        T0             MOD1P 

                    [Pres] 

                                MOD10            VP 

                                   

                                                    V0       MOD2P  

                                       

                                                          MOD20            VP 

                                                          

                                                  

                                                                                                                                         

 

                                                                       

 

                                                                                          

                 i1             e7                dao5    e7          ki8  ji8-Λ4-zi4         

      3s            MOD1         take     MOD2   rise DET-CL-books    

     ‘S/he can lift this box of books.’  

In some cases, in Hong Kong Hokkien, e7 which is inside the MOD2P must be 

doubled by a modal element (before V1) and the two modal elements altogether give the 

reading of ‘can’, as in (128). Here I repeated the example in (112). 

(128) i1       e7       tsia8-e7-liu5          ji8              wa1     bun4 

 3s       MOD1 eat-MOD2-finished  NUM.ONE   CL          rice 

 ‘S/he can eat this bowl of rice.’ 

 (128) gives “potential” reading, not “ability” reading. The following is a context 

where a Hong Kong Chinese would utter sentence (128):  

“Kitty is a 8-year-old Chinese girl who likes eating junk food before dinner. As a result, 

she usually cannot finish her bowl of rice in dinner time. However, tonight there is a 
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curry dish which is Kitty’s favorite. Kitty’s grandmother believes that it is possible for 

Kitty to finish the bowl of rice because Kitty likes to eat the curry with the rice despite 

the fact that she has eaten a lot of junk food before dinner.” 

              I suggest modal doubling is an instance of syntactic movement. In the following, 

I will exemplify and explain why in modal doubling the two modal elements have to be 

the same and then I will propose that with the presence of two modal elements only one 

single modality reading is available. 

In modal doubling, there is a reduplication of the modal element. This is to say, 

the two modal elements must be identical, as in (129). The sentence is ungrammatical 

when the two modal elements are different, as in (130) – (132). 

(129)     i1        e7         dao5  e7         ki8  ji8-Λ4-zi4         

   3s        MOD1    take    MOD2    rise DET-CL-books    

  ‘S/he can lift this box of books.’   

(130)*   i1        e7-tang3   dao5  e7       ki8  ji8-Λ4-zi4         

   3s        MOD1        take    MOD2  rise DET-CL-books    

  Intended: ‘S/he can lift this box of books.’   

(131)  * i1        e7           dao5  e7-yang8     ki8  ji8-Λ4-zi4         

   3s        MOD1      take    MOD2             rise DET-CL-books    

  Intended: ‘S/he can lift this box of books.’   

(132)  * i1        e7-jit8      dao5  e7       ki8  ji8-Λ4-zi4         

   3s        MOD1        take    MOD2  rise DET-CL-books    

  Intended: ‘S/he can lift this box of books.’   

 In Hong Kong Hokkien, the two modal elements must be identical in modal 

doubling because they are the result of syntactic movement. MOD20 is base generated. It 

creates a copy, then the copy moves to head of MOD1P. It is this copy that checks the 

feature. This explains why technically it is impossible to have two different modal 

elements.  

It seems that the copying must occur before the checking. The copying used in 

modal doubling in Hong Kong Hokkien is different from ‘copy’ and ‘delete’ in copying 

mechanism used for movement. In Hong Kong Hokkien, the modal element being copied 

will not move. Because head of MOD1P checks the feature, the reading has to depend on 
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MOD1P, not MOD2P. As a result, despite the fact that there are two modal elements, 

there is only one single modality reading. (129) gives an epistemic reading. Given what 

we know, for example, as she is very fit physically, she can lift this box of books.  

The identity of the two modals is that they are copies produced by movement. If 

the two copies are kept, then there is ‘modal doubling’. For example, in (129), the 

interpretation is that the speaker’s degree of certainty is 100% about the agent’s ability in 

lifting this box of books. If the lower copy only is kept, as in (133), then there is a 

‘covert’6 movement with the interpretation that speaker’s degree of certainty is only 50% 

on the agent’s ability in lifting this box of books. If only the upper copy is kept, as in 

(134), the interpretation is the same as only the lower copy is kept, that is, the speaker 

degree of certainty is 50% about the agent’s ability in lifting this box of books. 

(133)     i1        dao5  e7         ki8  ji8-Λ4-zi4         

   3s        take    MOD2    rise DET-CL-books    

  ‘S/he can lift this box of books.’  (the speaker is only 50% certain that agent can 

do it.) 

(134)     i1        e7         dao5     ki8  ji8-Λ4-zi4         

   3s        MOD1    take       rise DET-CL-books    

  ‘S/he can lift this box of books.’  (the speaker is only 50% certain that agent can 

do it.) 

 I should point out that not all kinds of serial verb constructions allow modal 

doubling. As I pointed out earlier, only modal doubling that interacts with verbs with 

resultative construction is possible and grammatical, as in (136). Serial verbs indicating 

direct object sharing, instrumental, directional, double object, causative, and sequence do 

not interact with modal doubling. (136) belongs to type I of resultative verb compounds 

according to Hwang’s (2000) framework: NP1 is the semantic subject of V1 (transitive) 

and V2 (intransitive). The reasons why only resultative verb compounds are compatible 

with modal doubling may be attributed to the nature of this particular type of resultative 

verb compound. In (136), for example, the action ‘eating’ is like an event which is 

accountable for bringing about the resultant state of ‘finished’: eating to a point of 

                                                 
6 ‘Covert’ movement in this context means the upper copy is not shown in the surface structure.  
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finishing the bowl of rice. More studies on Chinese regarding the interaction between the 

resultative serial verbs and modal doubling are needed in the future pursuit of the 

research of this type. 

(135) * i1  e7   zi5   e7 mʌ8   tsia8  

 Prn3.3sg MOD1  cook MOD2   meat   eat  

 Intended: ‘S/he can cook and eat meat. (direct object sharing) 

(136) i1 e7        tsia8  e7        liu5      ji8                   wa1      bun4    

 Prn.3s MOD1   eat MOD2  finish NUM.one Cl rice 

 ‘S/he can finish eating a bowl of rice.’ (resultative) 

(137)* i1 e7       te1 do1 e7        tai1 he2 

 Prn.3s  MOD1 take       knife   MOD2   cut-up  fish 

 Intended: ‘S/he can cut up a fish with a knife.’ (instrumental) 

 (138)* i1 e7      mui5 hə2   e7 lai2 

 Prn.3s MOD1 buy fish   MOD2 come 

 Intended: ‘S/he can buy a fish and bring it.’ (directional) 

 (139)* i1 e7        kia1  ji8  bun4  e7        tse2  hi2 gua3 

 Prn.3s MOD1  send  NUM.one Cl      MOD2   book      give prn.1s 

 Intended: ‘S/he can send a book to me.’ (double object) 

 (140)* i1 e7       hi8 ngaan7-ah1    e7 kia5 tsau6 

 Prn.3s MOD1 make children        MOD2     fear bird 

 Intended: ‘S/he can make the children afraid of the bird.’ (causative) 

 (141)* i1 e7         lip8 he8-yi4 e7       kua1 he8 

 Prn.3s MOD1   enter cinema  MOD2  see movie 

 Intended: S/he can go into the cinema to see a movie. (sequential) 

The issue of modal doubling and its syntactic tree is not as straightforward as I 

thought. After applying A-not-A question formation test to the sentences with the modal 

elements at a preverbal position as in (142), a postverbal position as in (143), and in a 

situation of modal doubling as in (144), surprisingly, only (142) is grammatical, but not 

(143) and (144).  
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(142) i1  e7-m7-e7               dao5   ki8   ji8-Λ4-zi4 7          

            3s  MOD1-NEG-MOD1  take     rise     DET-CL-books    

‘Can s/he lift this box of books?’ 

(143) * i1  dao5     e7-m7-e7              ki8  ji8-Λ4-zi4          

            3s  take      MOD1-NEG-MOD1  rise    DET-CL-books    

Intended: ‘Can s/he lift this box of books?’ 

(144) * i1  e7-m7-e7               dao5   e7-m7-e7                ki8        ji8-Λ4-zi4   8      

            3s  MOD1-NEG-MOD1  take      MOD1-NEG-MOD1  rise        DET-CL-books    

Intended: ‘Can s/he can lift this box of books?’ 

 The following is the speculation: (142) is grammatical and A-not-A question 

formation test shows that dao5 ‘take’ (V1) is the head. The tree in (127) might be valid to 

account for (142). With A-not-A question formation test, (143) indicates that the head is 

ki8 ‘rise’ (V2). In this case, MOD1 is below dao5 ‘take’ (V1). This might be due to 

remnant movement and then VP1 moves to Spec of TP, as shown in (145).  

                                                 
 
8 i1  e7-m7-e7  dao5  e7  ki8  ji8-Λ4-zi4 is ungrammatical, too. 

2008 HICE Proceedings 
Page 1829



 33

(45)    TP 

 

   D                  TP             

 

              VP            MODP 

                         

                        MOD            XP 

                     

                                  VP2               XP 

                                   

                                                    X            VP1  

                                       

                                                          NP1               VP 

                                                         

                                                                         V1              VP2 

 

                                                                                     V2             NP2 

 

 

 

 

* i1         dao5i   e7      [ki8  ji8-Λ4-zi4]t         dao5i         [ki8  ji8-Λ4-zi4]t 

 S/he      take  MOD2  rise DET-CL-books    take          rise DET-CL-books 

Intended: ‘Can s/he lift this box of book?’ (With a rising intonation towards the end of 

the Hokkien sentence, it becomes a question.)
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 After applying A-not-A question formation test to (144), it seems that neither V1 

nor V2 is the head. There may be two reasons for this: one reason may be (144) has 

empty head; the other reason may be V1 and V2 have to be analyzed as a complex head, 

instead of separate head because V1 and V2 individually cannot not work as input for A-

not-A question formation.  

 4. Conclusions 

This paper aims at coming up with the first approach to teach syntax in Hong Kong 

Hokkien. I have shown that serial verb constructions in Hong Kong Hokkien can be 

divided into two main groups with two different syntactic structures, and only the serial 

verbs indicating resultative can fit in modal doubling. At this point, it seems that there is 

no one single tree that can fit in a sentence with a modal element at different syntactic 

position. More research on modal doubling should be encouraged in the future pursuit of 

the study of this kind. 
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Abstract: 

Despite the historical existence of multi-cultures and multi-‘races’ in Canada, as well as 
an official national multiculturalism policy, there are a number of reports and studies that 
indicate significant public concern around multiculturalism and immigration within Canada.  The 
growth and development of Canada by immigrants from all over the world remains a significant 
part of Canada’s history and continuing evolution.  This paper provides an overview of Canadian 
history and highlights the purpose and significance of knowing an inclusive Canadian history 
which is essential in building intercultural solidarity among Canadians at the turn of the twenty-
first century.  An historical sociological method, and the role of peace education in building 
intercultural solidarity in multi-cultural and multi-‘racial’ Canada will be examined. 
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Introduction: 
 
 According to the Center for Disease Control, one in every five children is obese.  

Children and youth with disabilities are particularly at risk for obesity, as barriers exist 

which limit their opportunities to participate in physical activity.  These barriers include 

cost, lack of appropriate equipment, limited building accessibility, and lack of 

information about appropriate programs (Rimmer, 1999).  Furthermore, children with 

disabilities may choose not to participate because of emotional factors such as the fear of 

not fitting in with peers (Rimmer, Riley, Wang, Rauworth, & Jurkowski, 2004).  As a 

result, children with disabilities tend to spend the majority of their day engaged in 

dependent activities, quiet recreation, and personal care (Brown & Gordon, 1987).   
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 The impact of decreased participation in fitness activities extends beyond 

decreased fitness levels and increased risk for obesity.  Fewer opportunities to participate 

with peers in age appropriate activities offers fewer opportunities to develop and practice 

social skills.  Lack of participation in physical activities may also lead to a negative self-

concept, as positive self-concept is developed through experiences of success with 

activities. 

 In this study, children with physical and/or cognitive disabilities were recruited 

for an 8-week exercise program, held in the college sports center.  Twenty-three children 

participated (15 males and eight females).  The exercise program was designed by a 

pediatric physical therapist and physical therapy students in conjunction with an associate 

professor of special education and special education students.  The program consisted of 

walking the indoor track, stretching, large group activities, stations, and strength training. 

Research objective: 

 The purpose of this study was to determine if participation in a structured after 

school fitness program improves participants’:  1) physical fitness, 2) self-concept, and 3) 

social skills. 

Proposed methodology: 

 Pre-post testing fitness measures included:  a modified Presidential Fitness Test, 

energy expenditure index, and body mass index.  Self-concept was measured by the 

Piers-Harris Children’s Self-Concept Scale, Second Edition (Piers-Harris 2), and directed 

questions at the beginning and completion of the program.  Social interactions were 

recorded each week.  Changes in fitness levels and self-concept will be statistically 

analyzed utilizing multiple analysis of variance procedures, while change in social 
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interaction over time will be analyzed via repeated measures analysis of variance.  

Qualitative data, consisting of open ended responses to directed questions, will be read 

and re-read by the researchers in order to identify themes among responses. 

Expected outcomes: 

 Based on the results of a 2006 pilot study, the researchers expect to see 

improvement in measures of fitness as a result of participation in the 2007 8-week 

exercise program.  Although no changes were statistically observed in self-concept or 

social interactions in the 2006 pilot study, researchers will analyze the 2007 data to 

determine if participation in the exercise program improved self-concept or positive 

social interactions amongst participants this year. 
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ABSTRACT

In spite of the great deal of debate among scholars from different perspectives about whether
technology has impact on teaching and learning, what has been discussed does not necessarily
reflect what classroom teachers have been doing in their classes. The purpose of this study is to
explore the gap between the theoretical discussions and classroom teachers’practice and to
reflect classroom teachers’voice on the use of educational technology. This mixed-method study
contained a survey of 68 EFL (English-as-a-foreign-language) classroom teachers in Taiwan and
a series of follow-up interviews with 7 teachers among the participants. The design of the
questionnaire and the follow-up interview attempted to understand classroom teachers’practice in
four dimensions: (1) teachers’use of education technology in classrooms and school; (2) their
beliefs regarding instructional design and the integration of education technology; (3)
professional training and preparation of using technology tools; (4) barriers that teachers have
encountered. The result illustrated that although teachers nowadays seem to use technology more
frequently than before, teaching environment, teachers’belief and professional training have
influence on their use and how they use the technology for their class. Instead of top-down
decision-making on the use of educational technology and curriculum design, policy making
needs to reflect teachers’voice in order to provide appropriate assistance and fit classroom
teachers’real need regarding the use of educational technology.

Keywords: teachers’belief, direct instruction, inquiry-based, constructive instruction, barriers
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Abstract 
Teachers integrate reading through out the curriculum using innovating strategies/ 
techniques to improve literacy skills in teaching middle school content areas. 
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Abstract

A sociometric measure (Evans, 1966; Hoffman, 2001; Kushner & De Maio, 1977;

Moreno, 1953) was used to determine the peer preferences of 27 students with and

without special needs at a full inclusion school in Northern California.  The purpose of

this study was to examine the peer preferences of students in grades 2nd– 5th during class

time only activities.  The sample population consisted of 17 students without special

needs and 10 students with special needs.  Matrices and frequency counts were utilized to

determine the social interactions within this heterogeneous population of students.

Students in second grade without special needs were more inclined to select peer

preferences from the special needs population, while older students in the 3rd and 4th/5th

grade combination classes were less likely to select heterogeneous peer preferences.

Students without special needs in the 4th/5th combination class selected students with

special needs as peer preferences more frequently during informal work periods than

instructional periods.  Second and 3rd grade students exhibited an almost equal selection

of children with special needs for both instructional and informal work periods. Data

from the matrices showed, across grades, developmentally heterogeneous mutual pairs,

peer preferences between children with and without special needs.  Mutual pairs between

children with and without special needs indicated that there were true peer friendships

among the student body at this inclusion school.
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Inclusion has been a topic of debate in education for the past few decades with

supporters on both sides of the issue (Forness & Kavale, 2000).  There are those who

have argued for the paramount importance of inclusive environments for disabled

children (Wang & Walberg, 1988), while others disagree and support segregated

classrooms (Fuchs & Fuchs, 1988).  Forness and Kavale (2000) described this as a

conflict of vision for students with special needs.  Wang and Wallberg (1988) argued that

there is no solid scientific or moral basis for the continued segregation of services for

students with special needs.  Espoused also was that students with special needs

experience cognitive and social gains when placed in inclusive environments with

students without special needs (Thurman & Widerstrom, 1990).

Fuchs and Fuchs (1988) offered support for segregated classrooms and argued

against inclusive programs such as Adaptive Learning Environments Model (ALEM).

They proposed that such programs and policies, which propose trustworthy alternatives to

segregated special education classrooms, equally share the burden of justifying their

overall empirical effectiveness. Fuchs and Fuchs suggested it is not enough for such

programs to suggest the success of inclusion without empirical justification.  Kaufman

(1993) made a case against the inclusive movement and suggested that the ‘idea’ of

inclusion should not impact the ‘placement’ of students with special needs.  Kaufman

instead recommended that special education reform its current practices to better address

the needs of students with special needs.  Bricker (2001) and Cavallaro, Ballard-Rosa,

and Lynch (1998) highlighted the importance of supporting the staff that serves in

inclusive programs, in order to ensure the positive experiences of children with special

needs in inclusive environments.
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The inclusive debate has influenced legislation, affecting individuals with special

needs over the course of the past 30 or more years.  Madeline Will, the Assistant

Secretary for the Office of Special Education in 1986, led an effort to have children with

special needs included in general education.  This was known as the Regular Education

Initiative (REI).  Currently, each state is responsible for ensuring by law that all qualified

students receive a free and appropriate education, and to the full extent possible a child

with disabilities must be educated in a least restrictive environment (LRE) or a natural

environment for children under the age of 3-years-old (Part C of the Individuals with

Disabilities Education Improvement Act, 2004 (IDEIA)).  IDEIA and LRE initiatives

have impacted even the youngest of children with special needs.  Infants and toddlers

with special needs must now be educated in a natural environment. Natural environments

include locations where young children typically gather including daycare centers,

community and private pre-school programs, and homes.  An exception to a natural

environment placement is made when this placement is deemed inappropriate for the

delivery of early intervention services. The early intervention team, including the child’s

parents, a Regional Center caseworker, and early intervention specialists, makes this

decision collectively.

An important concern addressed by the inclusive movement is the unequal status

of individuals with special needs in society.  Inclusion proponents recommend that

healthy societies are best developed when citizens learn from a young age the importance

of crucial social values including, empathy, social cognition, improved self-concept, and

compassion (Schwartz & Clark, 2001; Wang & Wallberg, 1988).  Schwartz and Clark

(2001), and Wang and Wallberg (1988) espouse that when young children learn at an
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early age to be compassionate and socially cognizant of individual differences, then these

same children, when adults, will likely develop more caring, equal, and socially

cognizant communities.

Society’s continued effort to ensure the inclusion and well being of its most

vulnerable citizens, especially those with special needs, remains a task that requires

continued attention.  Advocates for individuals with special needs, during the proposed

California 2004-2005 budget cuts were successful in assisting to ensure that important

human and social services available to citizens with special needs and their families were

not cut from the California 2004-2005 budget. Proposed budgetary cuts to balance the

budget included rescinding important landmark legislation. The Lanterman

Developmental Disabilities Services Act, legislation established to ensure the civil rights

for individuals with special needs, was at risk of being suspended. The proposed budget

cuts to the Lanterman Act and other human services including enrollment caps to

regional centers, implied society’s current need to remain sensitive and socially cognizant

of the desires of individuals with special needs. Thompson, Wickham, Wegner, and Ault

(1996) recommended that early efforts to teach social acceptance and tolerance should

begin with young children who will hopefully carry these values into adulthood.

A main goal of proponents of inclusion is to teach young children without special

needs to be more sensitive and accepting of individuals with special needs. Thompson et

al. (1996) stated that young children with special needs personally desired to be included

by their home and school communities.  Belkin (2004) described how a young child with

cerebral palsy desired to be accepted and included his peers and teachers in a regular

education setting.  Belkin showed that this young child wanted his teachers to treat him
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like his classmates who did not have special needs by avoiding equipment or activities,

which made him, appear different from his peers.

Thompson, Wickham, Wegner, and Ault (1996), developers of the Circle of

Inclusion Project at the University of Kansas, recommended the that inclusion programs

for children with severe impairments are important for their overall development.

Thompson et al. proposed that children with special needs, like students without special

needs, posses the right to experience the joy of living.  They also stated that young

students without special needs do not exhibit prejudices and biases sometimes observed

in adults. Young children often recognize and comment on obvious differences, but they

do this with the same curiosity with which most young children do about their world.  A

question such as “why does your tooth stick out like that?” by an innocent kindergartener

to his teacher is not a value judgment, but rather an attempt by a young child to

comprehend an obvious difference. Given the genuine innocent curiosity and non-

judgmental character of young children, Thompson et al. recommended that the early

childhood years are an influential and important period to begin teaching important social

values such as acceptance and tolerance.  When acceptance and tolerance toward

individuals with special needs are taught early in life, these values discourage future

social barriers and discrimination of individuals with special needs.   Schwartz and Clark

(2001) suggested that student outcomes were another important component of inclusive

school practices.  Significant, individual membership and peer relationships in school

communities were as relevant as cognitive and academic development.

Inclusion is a significant direction in which the country has invested its time,

research, and resources.  It is important that continued research be conducted to examine
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the overall effectiveness of the inclusion experience for those involved. The main goals

of the inclusion movement include the development of empathy, social awareness,

improved self-concept, strong personal principles, and compassionate in future adult

citizens.  Research conducted to examine the relationships between students with special

needs and their peers who do not have special needs is important in assessing the benefits

and effectiveness of inclusion.

Perceptions or attitudes are important when considering the success of a program

(Kavale & Forness, 2000).  King-Sears (1997) recommended that educators must believe

as well as be assured of the benefits of inclusion for children, both for students without

special needs and those with special needs.  Some of the challenges to the success of

inclusive environments are the perceptions of those involved (Kavale & Forness, 2000).

Much research has been conducted on the perceptions of parents and educators towards

inclusion, but continued attempts to examine the perceptions of children towards

inclusion are equally important (Cook & Semmel, 1999).

 Moreno (1953) developer of the sociometric measure suggested that human

configurations or peer groups can be measured when peer preferences are identified and

examined.  Moreno, as well as other researchers (Cook & Semmel, 1999; Evans, 1966;

Hoffman, 2001), concluded that the information gathered from peer preference

sociograms and sociomatrices could be used to identify potentially negative or positive

peer relationships. Moreno recommended that teachers, employers, and group leaders

could use this information to guide and create appropriate peer groups.

Cook and Semmel (1999) espoused from their peer-preference research that

students without special needs were more inclined to accept students with severe special
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needs in classes where the classroom configurations were non-heterogeneous.

Contrastingly students with mild developmental delays were selected more frequently as

peer preferences in heterogeneous classrooms.  Cook and Semmel espoused also that the

severity of a student’s special needs could impact their peer relationships with students

without special needs.

Gersten, Walker, and Darch (1988) highlighted that high stake’s testing impacted

peer work preferences given the high expectations of students, by classroom teachers, for

academic success.  Additionally, under such teacher expectations, tolerance for lower-

achieving students by their classmates was minimal. Teachers, through their expectations,

indirectly promoted competitive school environments where students with special needs

were less acceptable academic peer preferences.

The purpose of this descriptive research study was to utilize a sociometric

instrument designed to examine the peer preferences of students with and without special

needs at a full inclusion school, in grades 2nd-5th, during class time only activities. The

school selected for this study was located in Northern California.  The educational

significance of this study incorporated that the data were obtained from a unique student

population. All classroom configurations included students with mild-severe special

needs as well as students without special needs. Special education students are generally

divided into the mild-moderate and moderate-severe populations. The overall student

population in grades 2nd–5th included 58% students without special needs and 42% of

students with mild-severe special needs. This study was significant, because it presented

data that could contribute to the sociometric and inclusion research literature.
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The research questions addressed by this study were:  Do students select

developmentally heterogeneous peer groups across grade levels?  Do students select

developmentally heterogeneous peer groups during math and reading instruction? Do

students select similar peer preferences for both instructional and informal classroom

periods? Do students select developmentally heterogeneous peer groups during free time

in class?

Methods

Research Design and Variables

Moreno (1953) developed the sociometric test, and distinguished it from a near-

sociometric test as a test where the final data were utilized to create or restructure peer

groups.  The purpose of data collected from a near sociometric test is different, because

these data are considered hypothetical peer-preferences that may not always be utilized to

restructure peer groups (Evans, 1966).  Despite this difference in research intensions,

near-sociometric and pure sociometric measures both provide important and relevant

information about the structures of communities.

A near-sociometric test was administered in this descriptive research study. The

results of this study were considered hypothetical peer-preferences, given the school

staff’s commitment to assigned seating and group configurations. The test instrument was

designed so that students could nominate peer preferences for particular classroom

activities.  An informal observation period was conducted prior to the administration of

this near-sociometric test.  The dependent variable in this study was peer preference, and

the independent variables were grade level and type of student (with or without special

needs).
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Moreno (1953) developed the sociometric measure with three aims: to study the

organization of a group, to utilize a diagnostic procedure to classify the positions of

individuals in a community, and to use therapeutic or political procedures designed to

assist persons or groups to an improved adjustment.  The aim of this study was to

examine the relationships of students with and without special needs at a full-inclusion

school.

Instrumentation and Procedures

An informal 20-minute observation period was conducted in each class. This

period was used to familiarize students with the researcher as well as to observe student

peer interactions and behaviors.  A review of the related sociometric literature was

performed (Evans, 1966; Hoffman, 2001; Moreno, 1953) and a sociometric criterion was

set.  The criterion was based on favorable student peer preferences.  The students were

asked to indicate three individuals with whom they most wanted to engage with in an

activity amongst their classroom peers. The teaching staff and school principal suggested

five activities for which students could select peer preferences.  The five situations

included class choice time, math projects, reading groups, community circle, and art

projects.  All situations were in-class activities.

Some students in grades 3rd-5th handwrote their responses. The researcher dictated

and recorded student responses for those students in grades 3rd-5th who asked for

assistance. All but one-second-grade student requested that the test be dictated to them

and their responses were recorded. One special needs student with moderate-severe

developmental delays in the 4th/5th combination class completed the peer-preference with

the assistance of the school’s speech therapist.  The school’s principal determined that
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this was the most effective method of soliciting this students peer preference

nominations. Two 4/5th graders were absent on the day that the peer preference

measurement tool was administered.  Both students completed the peer preference

measurement tool under the supervision of their teacher, when they returned to school.

The principal provided the researcher with the student’s peer preferences upon

completion.

Participants

Thirty-three elementary students in 2nd-5th grade were solicited from an

independent, full inclusion K-5 elementary school in Northern California. Thirty-two

parent consent forms were returned and 27 students completed the near-sociometric

measurement tool.  Of the 32 students who returned parent consent forms, one student, as

determined by the school principal and classroom teacher, did not provide peer-

preference responses due to severity of this student’s special needs.  In this case,

solicitation of this student’s peer-preferences could not be effectively obtained, due to a

lack of communication. One student chose not to complete the peer-preference measure,

and three students who were absent on the day that the assessment was administered did

not complete the assessment at a later date.

Twenty-seven students completed the study.  Ten (37%) students were children

with special needs, and 17 (63%) were students without special needs. The students

participating in this study were in 2nd-5th grade.  Of importance the 4th and 5th graders

were in a 4th/5th combination classroom where students selected peer preferences from

amongst both grades.  See Table 1 for student demographics including grade, type of

student, and percentages of students with and without special needs.
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Table 1
Student Demographics

N=27        No-Special Needs Special Needs %

2nd grade
n=10           7        3 37%

3rd grade
n=9          5        3 30%

4th/5th grade
n=9         5       4 33%

Total        17                              10            100%

Data Analysis

Data were analyzed using matrix diagrams as appropriate for sociometric research

design.  Frequencies of peer preference nominations were observed and recorded (Table

2).  Statistical analyses were not conducted in this study, and traditional sociometric

techniques were used analyze the data (See Appendix B).

Ethical Considerations

All 33 potential participants in this study were provided with protection through

the requirement of Institutional Review Board for the Protection of Human Subjects

(IRBHS) at the University of San Francisco (USF). Each solicited student received a

parent consent letter and a copy of the USF Research Bill of Rights.  Parent consent

forms were received back from 32 students.  Respondents with any potential questions

were directed to the researcher and the school principal.  Both researcher and school
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principal had access to identifying records.  An exception to this was the results of the

one student whose interview was completed by the school’s speech therapist.

Results

Data were analyzed using sociometric techniques and frequency counts.  The

frequency counts were recorded in a frequency distribution (see Table 2).  Data recorded

in the matrices included the number of stars  (popular student), mutual pairs, neglectees

(persons choosing others but were not chosen), and isolations (persons not chosen by

peers nor did they choose peers) (Appendix B). The questions addressed by this

sociometric study included: Do students select developmentally heterogeneous peer

groups across grade level?  Do students select developmentally heterogeneous peer

groups during math and reading instruction? Do students select similar peer preferences

for both instructional and informal classroom periods? Do students select

developmentally heterogeneous peer groups during free time in class?

The results yielded from this study suggested that students do select hetero-

geneous peer relationships across grade level; however 2nd grade students without special

needs produced higher frequency nominations for students with special needs, than did

students in 3rd-5thgrades (Table 2). Students without special needs in 2nd grade, both for

informal and formal activities, selected peers with special needs at a higher percentage

(34%) than 3rd graders (18%) and 4th/5th graders (19%) who selected peers with special

needs at a much lower percentage.  Students with special needs in 2nd grade yielded a

lower percentage of nominations for students without special needs (15%), while students

with special needs in the 3rd (29%) and 4th/5th (27%) grades yielded higher percentages for

students without special needs as peer nominations. Mutual pairs were observed in the
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data, and children with and without special needs selected each other as peer preferences

(Appendix B). The data indicated that 38% of the mutual pairs were developmental

heterogeneous.  The results showed that 58% of the neglectees were children without

special needs and 42% were children with special needs.  Only one child was isolated in

the population (Appendix B).

Table 2:
Frequency of Peer-Preference Nominations

______________________________________________________________________

N=27    Typical Special Needs   Total
 Special Needs      Typical         Special Needs   Typical

________________________________________________________________________
2ndgrd; N=10
Math         6         11         4                      2   23
Reading        12                      9                         1                      5   27
Choice         7                     14                         3                      6   29
Comm. Circle         8                     11                         1                      3   23
Art                         10                      9                          2                     3   24
Overall       43        54                       10                   19           126

3ndgrd; N=8
Math        4          10         2                      7   23
Reading        4                      10                         1                      8      23
Choice        4                      12                         3                      6            25
Comm. Circle        5                      11                          2                      7   25
Art                         4                       9                           3                      6   22
Overall      21       52                         11                   34           118

4th/5thgrd; N=9
Math        3          11         1                      7   22
Reading        4                      12                         1                      6   23
Choice        6                       8                          2                      6     22
Comm. Circle        5                       9                          2                      6   22
Art                         3                      10                          2                     4    19
Overall     21       50                          8                    29           108

________________________________________________________________________
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Students in 2nd-5th grade selected heterogeneous peer preferences for math and

reading activities.  Students without special needs in 2nd grade nominated students with

special needs at a higher frequency for math and reading activities than did students in 3rd

grade and the 4th/5th grade, a combination class (Table 2.)  The data showed also that the

students without special needs in second grade nominated students with special needs as

peer preferences for reading activities more frequently (44%) than they did for other

students without special needs peers (33%).  Students without special needs in 3rd and the

4th/5th grade combination classes nominated students with special needs as peer

preferences for math and reading activities, however at a much lower frequency when

compared to the second grade student nominations (Table 2).  Mutual pairs between

children with and without special needs for math and reading activities were present

among various students in all grades (Appendix B).

Students chose similar peer preferences for work and informal school activities,

which are recorded in the matrices (Appendix B).  In the 2nd grade students with special

needs were identified for both work and informal classroom activities as peer preferences

by students without special needs (Matrices 1-5 in Appendix B).  Students without

special needs in the 4th/5th grade combination class identified also students with special

needs as peer preferences, though with a lower frequency than in second grade. Children

with special needs nominated heterogeneous peer preferences, for both informal and

formal activities (Table 2).  Students with special needs in the 2nd grade were identified as

popular students (stars) among their peers, and students with special needs in the 4/5th

combination class received partial stars, indicating that they were well liked by their

peers.
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Students did select heterogeneous peer preferences for in class free-time

activities. Second graders selected heterogeneous peer preferences at a higher frequency,

community circle (33%) and choice time (24%), than older children community circle 3rd

graders (20%) and choice time (16%).  In the 4th/5th grade children without special needs

selected children with special needs for community circle (23%) and choice time (27%).

Developmentally heterogeneous mutual pairs were selected across grades for these

activities. Children with and without special needs chose each other as peer preferences.

Students in the 4th/5th combination class revealed the least heterogeneous peer preferences

for Art activities while 2nd grade students revealed more heterogeneous peer preferences

for Art activities (Table 2).

Validity and Reliability

Content validity was obtained for this instrument by reviewing the peer

preference research literature and soliciting the professional suggestions of a variety of

individuals in the special education field. The teaching staff, at the school being studied,

also reviewed the criterion and test-activities developed for the measurement instrument

utilized in the study.  Sociometric measures do not lend themselves to common reliability

testing, because the information being measured is invariable. Given this, the sociometric

measure was considered a valid and reliable instrument in that it produced data that were

true samples of choice behaviors in a particular group of people (Evans, 1966).

A test-retest procedure was not appropriate for this study, because the interval

periods, short or long, could have had a profound impact on the reliability coefficient.  A

short interval, affected by the memory factor, would have revealed a high reliability

coefficient, while a long interval would have produced a low reliability coefficient.  The
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traditional split-half method was not appropriate given that the test could not be split into

two precisely equivalent sections.  This was because the equivalent samples of choice

behavior, with regard to a sociometric test lacked clarity.

Discussion

The purpose of this research study was to examine the peer preferences of

students with and without special needs in 2nd-5th grade at a full inclusion school, during

class-time only activities.  The data collected from this study suggested the following

conclusions. Students without special needs in 2nd grade were more likely to choose peer

preferences from the population of students with special needs.  Older students also

selected students with special needs, but were less likely than 2nd grade students to

nominate students with special needs as peer preferences.

 Students without special needs in 2nd and 3rd grades, selected students with

special needs for informal activities about the same as they did formal (math and reading)

activities. Students without special needs in 4th/5th grade were more likely to select

children with special needs for informal in-class activities. The more severe child with

special needs was isolated in a high heterogeneous classroom assignment.  These data

were consistent with the research literature (Cook & Semmel, 1999), which stated that

the severity of children’s special needs could impact their peer preferences by children

without special needs. Important, at the time of assessment an effective avenue for

communicating with this child was not available, which would affect this child’s ability

to communicate their peer preferences.

Unlike the research literature, moderate-severe students with special needs were

selected as peer preferences for work and informal class periods in the second grade and
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the 4th/5th grade combination class (Matrices 1-5 and 8-10a, 10b, and 10c in Appendix B).

Moreno’s (1953) sociometric data analysis techniques (Appendix B) revealed more in-

depth information about the peer preferences of the students in this inclusive program

than the data analysis from the frequency counts (Table 2).  Mutual pairs (38%) between

students without special needs and students with special needs were identified across

grade levels for work and informal classroom activities (Matrices 1-10 in Appendix B).

These data suggested that mutual peer preferences were reflections of true peer

friendships.  Students with special needs across grades were less likely than children

without special needs to be neglected by their peers for formal and informal activities.

Students with special needs were identified as popular students among their peers for

formal and informal classroom activities in the second grade (Appendix B). Students in

4th/5th grades received partial stars; according to Moreno’s data analysis methods, the

data indicated that these older students with special needs were also well liked by their

peers. These data suggested that their classmates without special needs accepted children

with special needs at this inclusion school.

The younger student population at this inclusion school exhibited more accepting

patterns in their peer preference selections. Thompson et al. (1996) suggested that

younger children are more accepting of individual differences than older individuals. The

data from this study reflect this idea.  Despite the low frequency by students without

special needs in 3rd and 4th/5th grades to select students with special needs as peer

preferences, peer preferences between the two groups were identifiably present in the

data (Appendix B).  The data showed that older students, like younger students, exhibit

tolerance, empathy, and peer acceptance towards students with special needs.  The data
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from this inclusive school indicated that with support children without special needs were

inclusive of children with special needs.

Assumptions and Limitations

The sociometric nomination scores for students in elementary settings have been

researched and found to be reliable over time (Cooke & Semmel, 1999).  The peer

preferences identified by this sociometric study were assumed to be truthful.  A limitation

in this study was that the researcher was unable to be present when the measurement tool

was administered to three of the students.  The data (Appendix B), however, showed

mutual pairs between these children and their classmates, which indicated true peer

friendships.  Other limitations of this study included that the examined student population

was from a non-public school and that the sample size was small.  Both limitations

affected the generalizability of this study.

Future Research

Qualitative and descriptive research could be conducted with the student

population in the present study to ascertain the student’s individual reasoning for

selecting their particular peer preferences.  These research efforts would assist in

providing a better understanding of the peer preferences identified by students in the

present study.  These data would add to the current inclusion research.

Similar peer-preference studies could be conducted with public schools that had

inclusive student populations.  ANOVA statistics could be utilized to assess interactions

between students without special needs and students with special needs.  Similar studies

could be conducted with different criterion including undesired peer preferences.  Finally,
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an examination of students peer preferences for outdoor activities recess and sports could

be undertaken.
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Appendix A
Peer Preference Sociometric Instrument

Name: ______________________

1. With whom would you most like to play with during your choice time in class?

_________, ____________, and ______________.

2. With whom would you most like to work with on a math project during class?

______________, ___________, and ___________.

3. With whom would you most like to have in your reading group?

_____________, ______________, and _____________.

4. With whom would you most like to sit next to during community circle?

_____________, ___________________, and _______________.

5. With whom would you like to most work with on an Art project?

___________________, _________________, and __________________.
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Appendix B
Matrices for Instructional and Informal Classroom Activities

Matrix 1: 2nd grade Mathematics Instruction

1 2* 3 4 5* 6 7 8* 9 10 11* 12* 13* 14
1 +
2* + +
3 + + +
4 + + +
5* +
6 + +
7 + +
8* + + +
9 + + + +
10 + + +
11*
12*

* An asterisk indicates special needs.

Matrix 1 revealed two mutual pairs between subjects 6 and 3, and 6 and 4. No
special mutual pairs between students with special needs were identified. One star was
observed, research participant 5.  This student was the most popular peer-preference for
the math instruction criterion and was a student with special needs. Two neglectees were
identified student 8 a special needs student, and student 10 a typical developing student.
Of importance, student number 10 was mainstreamed to the 3rd grade for math
instruction.  Student 10 selected students 13 and 14 from the third grade class. See Matrix
1.  These students 13 and 14, however, did not select student 10. See Matrix 6.  Student
11 and 12 submitted consent forms, but did not complete the measurement tool.

2008 HICE Proceedings 
Page 1865



Martina Kaumbulu 26

Matrix 2: 2nd grade Reading Instruction

1 2* 3 4 5* 6 7 8* 9 10 11* 12*

1 + + +

2* + +

3 + + +

4 + + +

5* +

6 + + +

7 + + +

8* + + +

9 +   +   +

10 + + +

11*

12*

* An asterisk indicates special needs.   

One star was revealed, student 12, a child with special needs.  Two partial stars
were revealed, students 5 and 10.  Student 5 is a student with special needs.  Two mutual
pairs were identified, and one pair was between a student with special needs and another
without special needs.  Two neglectees were observed, students 1 and 9.  These students
selected other students, but they were not selected.  Both of these students were not
students with special needs.  Student 11 was not isolated; however, student 11 and 12
submitted consent forms, but did not complete the measurement tool.
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Matrices 3, 4, and 5  :  2nd grade Informal Classroom Periods

Choice Time

1 2* 3 4 5* 6 7 8* 9 10 11* 12*
1 + + +
2* + + +
3 + + +
4 + + +
5* + + +
6 + + +
7 + + +
8* + + +
9 + + +
10 + + +
11*
12
* An asterisk indicates special needs.

The data revealed three stars, students 5, 12, and 1.  Both students 5 and 12 were
students with special needs.  No isolations and one neglectee were observed.  Student 2, a
student with special needs was neglected.  Seven pairs were observed.  Two were
between students with special needs and others without special needs. Student 11 and 12
submitted consent forms, but did not complete the measurement tool.

Art Project

1 2* 3 4 5* 6 7 8* 9 10 11* 12*
1 +
2* +
3 + + +
4 + + +
5* +
6 + + +
7 + + +
8* + + +
9 + + +
10 + + +
11*
12*
* An asterisk indicates special needs.

One neglectee was observed, student number 7, a students without special needs
student.  No isolations were observed.  Four stars were revealed.  Two of which were
students with special needs, students 5 and 11.  Three mutual pairs were identified one
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pair was between children with and without special needs. Student 11 and 12 submitted
consent forms, but did not complete the measurement tool.

Community Circle

1 2* 3 4 5* 6 7 8* 9 10 11* 12*
1 +
2* +
3 + + +
4 + + +
5* +
6 + + +
7 + + +
8* + +
9 + + +
10 + + +
11*
12*

• An asterisk indicates special needs.
Four mutual pairs were observed.  Two mutual pairs were between children with

and without special needs. One star was revealed, student 7.  No isolations and neglectees
were observed.

Matrix 6a: 3rd grade Mathematics Instruction

13* 14 15 16* 17 18 19* 20 21* 1 11*
13* + + +
14 + + +
15 + +
16* + + +
17 + + +
18 + + +
19* + + +
20 + + +
21*
* An asterisk indicates special needs.

Four mutual pairs were observed.  Two were between students with and without
special needs.  One star occurred, student 15, who was not a student with special needs.
One student with special needs were isolated, student 21.  Of importance student 21 was
isolated for all criterion related activities. This student was also not assessed at the
discretion of classroom teacher and school principal, due to the student’s diagnosis.  Of
significance student 19 a student with special needs was revealed as a partial star. One
student was neglected, student 16 a child with special needs
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Matrix 6b: 3rd grade Reading Instruction

13* 14 15 16* 17 18 19* 20 21* 10 1 11*
13* + + +
14 + + +
15 + + +
16* + + +
17 + +
18 + + +
19* + + +
20 + + +
21*
* An asterisk indicates special needs.

Three mutual pairs were observed.  One was between students with and without
students special needs.  Two stars were observed, students 14 and 17.  No neglectees
were identified and one isolation occurred, student 21. Note student 1, 10 and 11 were
from the second grade class.

Matrix 7a, 7b and 7c: 3rd grade Informal Classroom Periods

Choice Time

13* 14 15 16* 17 18 19* 20 21* 1 10 11*
13* + + +
14 + + + +
15 + + +
16* +   + +
17 + + +
18 + + +
19* + + +
20 + + +
21*
* An asterisk indicates special needs.

One isolation and neglectee were observed.  One star was observed, student 15 a
students without special needs.  Seven mutual pairs were identified, two of which were
between students with special needs and students without special needs. Note student 1
and 10 are from the second grade class.
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Art

13* 14 15 16* 17 18 19* 20 21* 1 10 11*
13* + + +
14 + + +
15 +
16* + + +
17 + + +
18 + + +
19* + + +
20 + + +
21*
* An asterisk indicates special needs.

One star was observed, student 14 a students without special needs.  Six pairs
were observed, two between students with and without special needs.  One isolation,
student 21, and neglectee, student 13 were observed. Note student 1, 10 and 11 are from
the second grade class.

Community Circle

13* 14 15 16* 17 18 19* 20 21* 1 10 11*
13* + + +
14 + + +
15 + + +
16* + + +
17 + + +
18 + + +
19* + + +
20 + + +
21*

• An asterisk indicates special needs.
Six mutual pairs emerged.  One between two children with special needs, two

between children with and without special needs, and three between children without
special needs. One isolation was observed, student 21.  One star was observed student 15.
No neglectees were observed.
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Matrix 8: 4th/5th grade Mathematics Instruction

22 23 24* 25 26* 27* 28 29 30* 31 32
22 + +
23 + + +
24* + +
25 + +
26* + + +
27*
28 + +
29 + + +
30* + + +
31 + +
32
* An asterisk indicates special needs.

Two mutual pairs were observed, one of which was between a student with
special needs and a student without special needs.  One star was revealed, student 32, a
student without special needs.  One neglectee and no isolations were observed.

Matrix 9: 4th/5th grade Reading Instruction

22 23 24* 25 26* 27* 28 29 30* 31 32
22 + +
23 + + +
24* + +
25 + + +
26* + +
27*
28 + + +
29 + + +
30* + + +
31 + +
32
* An asterisk indicates special needs.

Three mutual pairs were identified none were between students with special needs
and students without special needs.  One star was revealed, student number 31 a student
without special needs.  Two neglectees were observed student 26 a child with special
needs and student 28 a child without special needs.
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Matrix 10a: 4th/5th grade Informal Classroom Periods

Choice Time

22 23 24* 25 26* 27* 28 29 30* 31 32
22 + +
23 + + +
24* + +
25 + + +
26* + + +
27*
28 + +
29 + + +
30* + + +
31 +
32
* An asterisk indicates special needs.

Three mutual pairs were observed.  Two pairs were between students with and
without special needs.  One neglectee was observed, student 28.  No isolations were
observed.  No true stars were revealed, however, students 23, 29, 30, 31, and 32 received
three nominations each and appeared to be the most popular students during choice time
activities. Student 30 was a child with special needs.

Matrix 10b:  4th/5th grade Art Project

22 23 24* 25 26* 27 28 29 30* 31 32
22 +
23 + + +
24* + +
25 + +
26* + + +
27
28 + +
29 + + +
30* +
31 + +
32
 * An asterisk indicates special needs.

One star was observed, student 25.  Two mutual pairs were observed.  None were
between students with special needs and students without special needs.  Three
neglectees were observed students 24, 26 and 28.  Students 24 and 26 were children with
special needs and student 28 was not. No isolations were observed.
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Matrix 10c:  4th/5th Community Circle

22 23 24* 25 26* 27 28 29 30* 31 32
22 + +
23 + + +
24* + + +
25 + +
26* + +
27
28 + + +
29 + + +
30* + + +
31 +
32
* An asterisk indicates special needs.

Two mutual pairs were observed, one between a child with special needs and
another without special needs. Two children were neglected one with special needs and
another without, children 24 and 28.  No children were isolated.  No true stars emerged.
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Introduction 

      Because of the limitations of the EFL context in Taiwan, most college students in writing 

classes often can’t write in English for genuine purposes. They are forced to write even when 

they have neither ideas to share nor an intended reader to share with them. They complete their 

assignments for the only authority, their teachers, not for authentic audience with whom they can 

communicate. Therefore, they have low motivation in the process of writing. In addition, 

traditional writing classes typically offer little opportunity for students to learn the target culture 

from natives. 

     Stapa and Din( 2003) stated that using electronic mail can promote real communication. 

Students can communicate with native speakers or other English learners around the world. This 

provides students with authentic contexts for communication. In addition, integrating electronic 

mail into writing instruction can promote students’ interest and motivation in communicating 

because they have an authentic audience who will respond to their writing and care about what 

they write.  

 1

2008 HICE Proceedings 
Page 1874

mailto:pcheng@indiana.edu
mailto:gchi@indiana.edu


    Liaw (1998) stated that integrating electronic mail writing into EFL language instruction can 

promote target language proficiency and cultivate cultural understanding through collaboration. 

McClanahan (2001) also asserted that students can learn culture from peer groups through 

sharing meaningful stories and experiences. Because electronic mail involves authentic 

communications with authentic audiences, students will become more culturally aware through 

intercultural exchange, which in turn will motivate them to write more clearly and expressively.  

      The purpose of this study is to investigate the effects of integrating electronic mail 

communications into college EFL writing instruction. In addition, it will also explore the benefits 

of authentic audience on the writing motivation and development of EFL learners. Furthermore, 

it will investigate the effect of learning target culture from authentic audience through electronic 

mail communication. 

Electronic mail communication and Writing Instruction 

       Traditional classroom contexts lack  real world writing situations, which involve various 

rhetorical situations and audiences with different needs (Cohen& Riel, 1989). Computer-

mediated communication can not only create local audience within the classrooms or schools but 

also distance audiences throughout the world. In addition, it also creates authentic audiences for 

students to communicate information about similarities and differences across cultural and 

linguistic boundaries (Cohen& Riel, 1989). In this way, it gives EFL students more opportunities 

for writing in English for real purposes. They have real readers to write to, rather than write to 

the single authority, the teacher (Fedderholdt, 2001). 

      Many language teachers integrate electronic mail into classrooms because it can facilitate 

communication among peers (Cooper& Selfe; Kelm 1996 cited in Greenfield, 2003), promote  

authentic language use (Kern,1995;Sullivan,1993, cited in Greenfield 2003),increase students’ 
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motivation(Warschauer, 1996), facilitate social learning, enhance collaborative writing 

(Warshauer, 1996) and allow correction to be independent from communication( Liaw,1998).In 

addition, learners can do more in-depth analysis and critical reflection because there is no 

restriction on time and place. The asynchronous nature of electronic mail will enable learners to 

do more complex writing and problem-solving tasks than  synchronous discussion in a class 

(Warschauer, 1997). 

Authentic Audience and Writing Development 

    Several research studies have addressed the effects of audience awareness on changes in 

students’ writing styles, rhetoric, and quality of writing through electronic mail.  However, few 

studies have investigated what specific writing skills or abilities are promoted through electronic 

mail communication compared with traditional writing instruction.  

     Cohen and Riel(1989) examined the effects of distant audience considerations on the quality 

of students’ writing. The study was conducted in two audience conditions: writing to the teacher 

to demonstrate skill and writing to peers to communicate ideas. The quality of students’ 

composition was assessed based on content, organization, vocabulary, language use and 

mechanics. The result shows students wrote better and showed better writing skills when they 

communicated information and ideas with their distant peers in a computer-supported 

environment than when they wrote for their teacher.(Mehan, Moll,& Riel,1985) Besides, the 

expectation of a cultural gap between the writers and their peers encouraged them to write better 

organized and more formal composition. These findings show the importance of audience on 

students’ writing development.   

       MacClanahan(2001)investigated the effects of writing for an authentic audience to motivate 

students and enhance their writing skills. The participants in this study were American students 

 3

2008 HICE Proceedings 
Page 1876



and Russian students in Moscow, Russia. Since American students were writing to nonnative 

speakers, they tended to polish their writing more effectively, use more formal language, assume 

less shared information and avoid the use of slang in the writing. Besides, they changed the 

rhetorical /stylistic feature and usage/ mechanical features in their writing. Furthermore, they 

were more willing to pay attention to grammar, punctuation, spelling and clarity in their 

writing .They thought their text was more meaningful because they shared their writing with 

authentic audience. They could also build up a sense of confidence and satisfaction in 

exchanging their writing with Russian students. His finding is similar to Cohen and Riel’s 

(1989).That is, the authentic audience in both studies made students show more care in their 

writing compared with writing for teachers.  The studies show that  electronic mail writing 

activity actively involves the students transforms them from passive learners to active learners 

and provides insights as to how students think about materials that are presented to them. 

Through this active participation in electronic communication, students can develop higher order 

thinking skills and become better critical thinkers (Garside, 1996). 

    Liaw (1998) also conducted explored the dynamics of electronic mail exchange between two 

groups of EFL learners in Taiwan. The participants in this study were from two different 

departments in a Taiwanese college. Since all readers and writers were  from the same country, 

they felt less anxiety when communicating with each other. Besides, they often code-switched  

when describing cultural topics. She concludes that electronic mail writing strongly influences 

students’ writing skills and it facilitates students’ ability to express themselves clearly. However, 

she doesn’t explain what specific writing skills are improved. 

   Fedderholdt(2001) also conducted  an electronic mail exchange project between nonnative 

speakers . The participants in this project were a group of Japanese university students and a 
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group of Danish students who were preparing for university entrance. Compared with writing to 

native speakers, students felt less stressful when writing to each other. In addition, they could 

understand their own strengths and  those of their key-pals  through the communication with 

each other, which promoted learning from each other. The result suggests that nonnative 

audiences can also motivate students in the writing process because they believe their readers 

would be interested in what they had to say not how well they wrote. 

      To sum up, having a peer audience via electronic mail motivated learners in the writing 

process and helped them to construct knowledge together.  

Learning culture and developing intercultural competence through electronic mail 

     Electronic mail provides students with immediate, direct, and personal access to the 

perceptions of individuals currently living in the target culture. Through spontaneous and self-

directed e mail communication, students can explore the complexity of the target culture, 

investigate the nature of cultural stereotypes, compare the differences and similarities between 

two cultures and experience the excitement of engaging intellectually with students in the target 

culture. They don’t need to rely on the secondhand experience and cultural comparisons and 

contrasts provided by their teachers or textbooks (Ham, 1995 cited in Liaw, 2001). 

     While several research studies have been done on the cross-cultural electronic mail project in 

a general or Freshman EFL course, very few studies have been conducted specifically in EFL 

writing course. One of the studies on cross-cultural electronic mail exchange was conducted by 

Liaw(2001) in a Freshman English course. The participants were students in Taiwan and pre-

service teachers in the USA. The pre-service teachers  in this project  aimed to accomplish three 

goals (a) cultivate students’ understanding through inquiry, discussion, and comparison of 

cultural information, (b) develop sensitive ways of improving their communication with non-

 5

2008 HICE Proceedings 
Page 1878



native speakers of English (c) examine ways that internet communications can enhance their 

future teacher. The data collected for this study included e mail entries and written reports 

written by Taiwanese university students and by pre-service teacher in the United States. The 

results show that cultural presumptions and values may hinder communication. Positive 

interpretations of culture and a high degree of consideration for sensitive topics were the key 

factors to overcome communication obstacles. The culture experience that students gained in this 

study included (a) “knowing about: facts, knowledge about practices and perspectives of the 

culture (b) know why: developing an understanding of fundamental cultural perspective (c) 

knowing oneself: self-awareness of their own cultural values. “(p. Moran, 2001) However, the 

interaction between these students didn’t include “knowing how: acquiring cultural practice. 

    Fedderholdt(2001) also conducted an electronic mail exchange project in a Freshman English 

course. The participants in this study were Japanese college students and Danish high school 

students. He aimed to increase students’ awareness of culture where English is not the first 

language. These two groups of students examined their own culture, clarified the basic or 

stereotypical things about another culture and gained different perspectives on the two cultures.  

     In Liaw’s study , communication  is not only an exchange of information but also a value-

laden communicative approach. EFL learners take on the role of foreigners so that they might 

gain new insight into the values and meanings of the foreign culture (Byran& Morgan, 1994). 

Learning a foreign language is like enculturation. Learners acquire new cultural frames of 

reference and a new world. (Alptekin,2002; Widdownson, 1994). Students in Fedderholdt’s 

study focused on comparing and contrasting the stereotypes of their own and another culture. 

They might fail to notice the variations within each culture (Ortuno,1991 cited in Liaw,2006).   
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        Going beyond cross-cultural understanding, O’Dowd (2003) conducted a year-long study  

of the development of intercultural competence via electronic mail. The participants were 

Spanish and English second year university language learners. He examined whether online 

intercultural collaboration with native speakers could develop learners’ understanding of the 

other culture’s perspective, change their ways of viewing the home and target cultures. In 

addition, he also explored key characteristics of electronic mail exchange which helped to 

develop learner’s intercultural communicative competence(Byram, 1997). The result shows that 

students can not only express their own identity but also develop their ideas about the target 

culture. In addition, the audience from the target culture helps learners activate their own cultural 

background and think critically (O’dowd, 2003).Meanwhile, learners can construct new 

perspectives toward the other culture and  their own culture. Through this process, their 

knowledge of culture is constructed collaboratively with their distant audience. In conclusion, 

having direct and personal interaction with authentic audiences in target culture helps students 

become more aware of their own culture and other culture, and develops their intercultural 

competence.  

Discussions 
 
    Although several research studies have explored the effects of audience awareness through 

electronic mail on changes in students’ writing styles, rhetoric, and quality of writing, few 

studies have investigated what specific writing skills or abilities are promoted through electronic 

mail communication compared with traditional writing instruction. Further studies need to be 

conducted to explore the writing development of EFL learners in traditional writing instruction 

and electronic mail writing instruction. Also, the effects of communicating with native speakers 

via electronic mail on EFL learners’ writing motivation should be explored.  
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    In addition, recent discussions in the literature have shown that not all electronic mail writing 

can bring positive effects as expected. For instance, Meagher and Castanos (1996),in their 

exchange between classes in the U.S.A. and Mexico, students found that comparing their 

different attitudes and values actually resulted in students’ cultural shock and  more negative 

attitudes toward the target culture. Fischer (1998) also warned that students often simply react to 

the foreign way of thinking rather than reflect and learn from messages of their partners. For 

these reasons, researchers suggested that teachers should carefully design electronic mail project 

and have an effective task-based structure so that students have an opportunity to analyze and 

reflect on their computer-based investigations with the assistance of their teachers. (Mueller-

Hartmann, 2000 as cited in O’Dowd, 2003).   

Conclusion and Implications 

      This review has explored the effects of incorporating electronic mail communications into 

college EFL writing instruction. It also investigated the effects of audience awareness on 

learners’ writing development. Furthermore, it examined students’ development of cross-cultural 

understanding and learning, and intercultural competence through electronic mail 

communications with authentic audiences.   

     Although in most studies authentic audiences in a target culture did motivate students in their 

writing process, they might also cause writing anxiety for EFL learners in Taiwan because of 

their limited language proficiency. In order to lower students’ writing anxiety and help them 

write more clearly and expressively, EFL teachers in Taiwan can encourage students to 

participate in less formal “chatting” and to interact on a more personal level with their e-partners 

during the introduction period and between cycles. Teachers can brainstorm with students some 
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questions and topics that their students would like to learn about from their e- partners or provide 

a list of possible topics or questions with students to communicate with their e partners (see 

appendix). Furthermore, teachers can devote some class time to discuss students’ experience 

with electronic communication and give them some suggestions if students encounter any 

difficulties in writing. Also, teachers can set up a buddy system or mini groups to have their 

students support each other, particularly for information, language, and technology problems. In 

these ways, students will have less anxiety when writing to native speakers and they would enjoy 

the writing process more.  

      If EFL learners can have authentic communication with authentic audience in target culture, 

they will be motivated to compare and contrast the differences between two cultures, clarify their 

misunderstanding or stereotypes of target culture and understand more about their own home 

culture. In addition, EFL learners in Taiwan can also gain knowledge about writing, stimulate 

thinking, and develop ideas and understanding his or her strengths or weakness in writing 

through communicating with their e-partners. In conclusion, authentic audience through 

electronic mail communication will very beneficial for EFL learners in Taiwan to develop 

writing ability and intercultural competence.  
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Appendix 

Vocabulary for College life  
http://www.mgslp.state.mt.us/index.php?section=5&subsection=8&page=22 
 
Questions  
 
1. What is your major? Why do you choose this major?  
2. What do you want to do once you graduate? Do you have any plan for your future? 
3. What courses are you taking now? Can you describe them? Which subject is your favorite? 

Are they interesting? What are the requirements for these courses?  
4. Do you have presentations or quizzes every week?  
5. What do most college students in your country do during the weekend? ( go to party or pub, 

surf the Internet, hang out with friends, watching football game) 
 
6. Do you have to work part-time to support yourself through school? Do you have  

scholarship to support yourself?  
 

 

Holidays 

Questions:  

1. Can you say something about difference between Halloween party and other parties? 

2. What do you wear for Halloween parties? 
3. Is this holiday popular among youth only or even among adults? 
4. What do you usually do on Halloween and how do you celebrate Halloween? 
5. What does the holiday stand for you, a day-off, or a time for family reunion like Chinese New 

Year, or just a time to have fun? 
6. What customs do you follow when celebrating the holidays mentioned? 
 
      You can talk about what you know about Chinese holidays and traditions with your e 
partner.  
 
Chinese New Year's Eve  

Members of a family are supposed to stay up as late as they can at the New Year's Eve. Long ago, 
it was believed that gods in Heaven would spread gold over to each family so they kept awake, 
active and ready to seize it with door closed.  

If the New Year’s Eve is the time for families of the year, the New Year eve's dinner will 
certainly be the hour of the New Year’s Eve. The dinner is full of symbolic meaning, such as 
Chinese dumplings implying wealth since they have the shape of ancient Chinese gold or silver 
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ingots. Everyone, even kids, drinks a little Jiu (usually hard liquor), which symbolizes longevity 
since Jiu has the same pronunciation as longevity in Chinese.   

Source: http://chineseculture.about.com/library/weekly/aa011300a.htm   

 
Values  
 
Questions: 
1. Do you still live with your parents? 
2. Are you going to live out by yourself?  Is the idea of independence really essential in 

American life, economically and mentally?  
3. Filial piety is very highly emphasized in our culture.  Do you have the same feeling? 
4. We have exams every week, and we are asked to review and study what we have learned for 

the exam in the week to come.  Teachers always say it is a way of motivating us in learning.  
We heard you don’t have as many exams as we have in college.  Do your teachers use exams 
as a way of encouraging you to learn?  

 

Gift  

Chinese consider gifts as an important part to show courtesy. It is appropriate to give gifts on 
occasions such as festival, birthday, wedding, or visiting a patient. If you are invited to a family 
party, small gifts like wine, tea, cigarettes, or candies are welcomed. Also fruit, pastries, and 
flowers are a safe choice. As to other things, you should pay a little attention to the cultural 
differences. Contrary to Westerners, odd numbers are thought to be unfortunate. So wedding 
gifts and birthday gifts for the aged are always sent in pairs for the old saying goes that blessings 
come in pairs. Though four is an even number, it reads like death in Chinese thus is avoided. So 
is pear for being a homophone of separation. And a gift of clock sounds like attending other's 
funeral so it is a taboo, too. As connected with death and sorrow, black and white are also the last 
in the choice. Gift giving is unsuitable in public except for some souvenirs. Your good intentions 
or gratitude should be given priority to but not the value of the gifts. Otherwise the receiver may 
mistake it for a bribe.  

Source:http://chineseculture.about.com/library/weekly/aa031901a.htm 
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Abstract 
 

Teaching college level computer science and information science technology to 12th 
graders defined the author’s academic schedule every fall from 1996 through 2006.  Each fall, 
the author, a tenured faculty member in the Penn State College of Engineering, taught a cohort of 
12th grade students, 5 days a week, 1-1/2 hours per day for approximately 17 weeks during the 
fall semester.  Contact hours were more than half the author’s total semester load.  A part-time 
faculty member taught the students during the spring semester. 

The student cohort came from as many as nine different high schools.  The selection 
process, the students’ reasons for enrolling in the program, and their academic abilities varied 
widely.  The program was part of a collaborative effort between the Penn State Abington College 
and a nearby technical school.  Students received a total of seven Penn State college credits over 
two semesters.  They spent half of each semester at the Penn State Abington College campus in 
Abington, PA, and half at the nearby technical school.  Cost of the program, per student, was 
borne by the local school district. 

Background 

Late one August, as the fall semester was approaching, the author was asked to assume 
the teaching duties of a part-time faculty member who had left the University.  She was asked to 
step into a program in which Penn State courses were being offered to a cohort of 12th graders.  
One course was offered in the fall semester and one in the spring.  Together, the courses totaled 
seven (7 credits).  The fall course was a 3-credit introductory computer science course, and the 
spring course was a 4-credit programming course.  Due to an already heavy teaching load in the 
spring semester, she chose to teach only the 3-credit introductory computer course in the fall.  At 
the time, the fall course was Introduction to Computers (CMPSC 100) 1.  By fall 2002, 
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Information Science & Technology was the “buzz word,” and it was decided to offer a different 
3-credit Penn State course, Information Science & Technology (IST 110) 1. 

The original program, begun in 1988, was designed to give 12th graders the opportunity 
to experience college courses with an applications approach.  The experience was intended to 
expose students to a collegiate atmosphere and offer them a chance to explore a college major 
while still in high school.  The courses, taken by the rising high school seniors were, generally, 
the first opportunity to establish a college transcript and the last chance to be introduced to a 
computer related college curricula.  Students who enrolled in these courses were, generally, 
interested in engineering, computer science, or information sciences. 

Course Format 

CMPSC 100 introduced students to computers and computer applications such as word 
processing, spreadsheets, database management, business graphics, and communications1.  The 
prerequisite was two entrance units in mathematics.  Students who enrolled in the course were, 
generally, interested in engineering, computer science, or information sciences.  Covered were 
the Microsoft package (Word, Excel, PowerPoint, and a brief introduction to Access). 

Word processing exercises included writing about career goals based on Who, What, 
When, Where and Why they decided what they wanted to be, and another Word exercise helped 
them develop a resume.  Spreadsheet design, using Excel, covered entering data and producing 
pie charts and line and scatter graphs.  Communication and presentation skills, using PowerPoint, 
covered exercises whereby students presented personal and group projects. 

With the professor being an engineering faculty member, technical topics were 
introduced.  Included were computer-aided design (CAD), personal homepages, electronic music 
(MIDI), the Eudora email system, and both group and personal projects. 

Computer-aided design projects included learning about architectural drawings.  Actual 
drawings of house floor plans were shown to the class.  They learned about architectural units 
and learning how to measure and sketch a floor plan of the classroom.  This exercise was 
followed by entering the sketch dimensions into AutoCAD and then producing an AutoCAD 
drawing of the actual classroom.  Next, students were asked to sketch their bedroom floor plans, 
and once checked for accuracy, were guided in using AutoCAD to draw individual floor plans of 
their bedrooms. 

For the personal homepage assignment, students were given a set of criteria for 
development, design, and grading of their personal homepages.  One requirement was the use of 
hypertext markup language (HTML); software such as Microsoft’s FrontPage was not permitted.  
Another requirement was inclusion of two sound files, one of which was a midi file that had to 
be produced by them in the MIDI lab at Penn State Abington. 

In the Musical Instrument Digital Interface (MIDI) lab, students were given a set of 
instructions2 and asked to create the Penn State Alma Mater in midi format.  Through the lab 
exercise, students experienced, firsthand, how computers can be used to create digital sounds.  
The MIDI files were saved to a disk and, upon designing their homepages, students uploaded 
their MIDI files onto the web. 
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Prior to the introduction of PSU WebMail, the Eudora email system was used at Penn 
State, and so, it was introduced to the 12th graders.  Exercises included developing signature 
files, entering information into address book, and learning to filter messages. 

In 2002, when it was decided to offer IST 110 rather than CMPSC 100, topics similar to 
those taught in CMPSC 100 were covered.  But, the IST 110 course contained fewer hands-on 
exercises and included more lecture-lab-team work.  The course offered students the opportunity 
to improve their computer skills and expand their knowledge base. 

By fall 2004, the offering changed again.  This time the College of Information Sciences 
and Technology decided to petition the University Faculty Senate and re-classify IST 110 as a 
general education course. 

Where Do We Go From Here? 

A number of changes have occurred.  Starting fall 2006, the author no longer teaches the 
12th graders.  She has resumed teaching only engineering courses.  She now teaches traditional 
college freshmen and sophomore engineering courses.  A part-time faculty member has assumed 
her position and teaches the 12th graders both fall and spring semesters.  The IST 100 course she 
taught is expected to be replaced by more intense programming course. 

Several questions have yet to be answered.  In general, has this program enhanced the 
success of high school seniors with regard to their success in college?  Does this program expand 
the experiential learning of students?  Will students become more aware of the relationship 
between computers and music?  Will the program have enhanced the basis for their academic 
decisions once they enter college?  How many enroll at Penn State Abington?  How many 
students actually continue in the technical field?  Many questions remain unanswered. 
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Music, Movement and Toddlers:  A Research Study on the Effects of a Collaborative 
Professional Development Project 
 

Abstract 

High quality music and movement sessions for very young children involve varied music, 
varied instructional strategies, varied movement techniques and the integration of 
technology.  There are fundamental skills that must also be included in music and 
movement sessions to establish competency and encourage growth for the youngest of 
children.  Young children grow, explore, learn, collaborate, problem-solve, and think 
creatively during music and movement.  These experiences can offer useful and 
comprehensive opportunities for growth to early learners.  Music and movement can be 
integrated to address many areas of development and learning with young children in 
purposeful ways.  As teachers become more competent in designing and integrating 
content-based activities, students become more comfortable and confident in developing 
their abilities, and their confidence within music and movement sessions.  The benefits of 
music and movement have long-reaching influences in other areas of the curriculum— 
the cognitive domain, pretend play, language domain, social domain, affective domain, 
and aesthetic domain are all influenced during appropriate music and movement sessions.  
Early childhood teachers who are exposed to information and hands-on experiences 
showing the benefits and importance of integrating curriculum with music and 
movement, with the help of technology, will provide a more comprehensive environment 
and curriculum for their students.  This area of research supports early childhood 
education in many ways:  through curriculum integration, experiences for children are 
more natural and more likely to influence growth in many areas of development of the 
whole child.  Through developmentally appropriate play during music and movement, 
learning is on individual levels, and growth is more advanced.  Through educating 
teachers and teacher educators as to what their role is in music and movement in early 
childhood education, environments are richer, and widen in their comprehensiveness.  
When teachers are able to develop curriculum, environments and experiences that address 
many developmental targets, the whole child is strengthened.  Based on this belief, it was 
conceived by university-level faculty that several teachers of an at-risk population of 
toddlers would benefit from an opportunity to observe and participate in many modeled 
sessions hosted by the researchers that aligned development and curriculum into lessons 
that use different forms of music and movement for a special population of homeless 
toddlers.  The findings will describe participants’ changes in confidence, competency and 
philosophy on the importance of using engaging, intriguing and collaborative music and 
movement experiences to observe and assess in their classrooms.   
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Abstract 
 

Preservice teachers generally complete observation assignments in community schools. 
However, they generally know little about the community in which the school is located.  
This study describes preservice teachers’ experiences exploring the features of a school 
community using Google My Maps. Findings indicated that Google My Maps is a 
relatively uncomplicated application programming interface that offers potential to 
enhance preservice student knowledge about and respect for, the community in which 
they will work. 
 
 
 

Introduction 
While district induction programs for new teachers often emphasize community 

knowledge and relations, teacher preparation programs focus on pedagogy and content. 
Preservice programs generally require students to complete set hours of teaching 
observations in order to satisfy course requirements. Student teachings assignments 
require candidates to practice teach immediately prior to certification. In preparation for a 
school assignment preservice students may receive an orientation to the school’s 
curriculum and policies; however they seldom receive an orientation to the unique 
characteristics of the school community.  

While content knowledge and pedagogy plays a significant role in student 
success, connections between teachers, students, families and communities are critical 
(Moll, Amanti, Neff and Gonzalez, 1992). Linguistic and culturally diverse communities 
illustrate a rich array of interconnectedness that is all too often ignored by teachers and 
neglected in the curriculum. These links serve as ‘local funds of knowledge’ (Moll & 
Greenberg, 1990; Gonzalez & Moll, 1995; Gonzales, Moll & Amanti, 2005). An 
awareness of, and appreciation for, community knowledge may have significant impact 
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upon the academic success of linguistic and culturally diverse students (Martin-Jones & 
Saxena, 2003; Riojas-Cortez, 2001).  

Teachers are generally unprepared or unwilling to utilize local knowledge in their 
teaching (Gonzalez & Amanti, 1992; Howard, 1999; Levin & Quinn, 2003; Nieto, 1999); 
Tatum, 2003). Efforts to increase awareness about how local knowledge can be used in 
teaching have included curriculum guides, community tours, and school-community 
partnerships (Shakespeare, Beardsley & Newton, 2003). 
 
Google My Maps 

With the onset of emerging technology, teachers now have an additional tool they 
can use to learn about local communities. Prensky (2006) and Tapscott (1998) suggest 
that digital media will have important implications to effective teaching and learning.  

Google My Maps offers teachers, teacher educators, administrators, planners and 
others the opportunity to explore communities in new and exciting ways (Lamb, 2007). 
Through the medium of interactive maps, users can identify local resources that include 
parks and open space, stores and businesses, streets, community centers, neighborhoods 
and homes.   

Emerging technology in the form of Google My Maps has been used in a 
preservice teacher education program to acquaint students with the communities in which 
they will teach. Students identify communities and neighborhoods on My Maps and then 
visit those same communities to collect information from local residents. They take 
pictures, write narratives and share findings about local funds of knowledge on My Maps.  

This article describes the effects of using My Maps on preservice teachers. It also 
assesses the relative level of difficulty associated with learning how to use My Maps and 
ancillary platforms.  . 

 
Methodology 

Two groups of preservice students (n=31) participated in this study. Both groups 
were enrolled in Foundations of Education (EDUC 501) at a moderately-sized liberal arts 
institution in the southwest. The first group was comprised on 15 multiple subject 
(elementary) preservice students. The second group was comprised of 16 single subject 
(secondary) students. Participant ages ranged from 21 to 47. A self-described level of 
computer proficiency of the multiple subject group was ‘average’ ( X =2.0). The single 
subject group was designated at ‘slightly above average’ ( X =2.1). 

As one of the core assignments in this course, students were asked to undertake a 
community study as described by the syllabus:  

 
Complete a series of walkabout experiences in the neighborhood community 
surrounding the public school.  Get a ‘feel’ for the community by eating in a local 
restaurant; spend time in a nearby park watching the interactions of the citizens of 
the neighborhood; review newspapers articles of current events of the area; read 
the bulletin board of a grocery store; talk to a merchant or two and ask about 
impressions they have of the school; interview individuals who reside in the 
neighborhood surrounding the school; Document these activities in photographs 
from digital phones or cameras and relevant quotes on Google ‘My Maps’. Your 
Walkabout document should include a minimum of 10 community 
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sites/conversations with individuals.  Each site, identified on Google ‘My Map’, 
will have a photo and quote describing a community person or place experience. 
Incorporate the resulting map in a PowerPoint presentation to class members. 
                                                                         (EDUC 501 Syllabus, July 2007) 
 
This assignment required that students become acquainted with Google My Maps 

and a photo sharing service (i.e.: Flickr). They had to open accounts with each platform 
and become familiar with uploading digital images, inserting images, links and text into 
Google My Maps.  

In preparation for this assignment students attended a two-hour lab session where 
they were introduced to My Maps and guided through the processes required to set up a 
map that included pictures, links, text, and icons. The received a handout describing this 
process and received individualized instruction throughout the orientation session. 

Upon completion of their map, students linked it into their PowerPoint 
presentations as evidence of their community walkabout experience. An example of a 
completed My Map is found in Figure 1. It includes schools and locations of interest to 
students and parents as well as restaurants, examples of community homes, recreation 
areas, and embedded links and text. 

After completing this assignment, students participated in a survey that asked 
them to recall and document levels of difficulty learning and using My Maps and their 
perceptions about future classroom use. This survey is appended as Appendix 1. 

 
Figure 1.  
 Example of Google My Maps Community Map 
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Findings 
Survey results are described in Table 1. Findings fell into two groupings: (1) 

insight about learning to use My Map and the ancillary platforms that are required to 
make a map, and (2) student perceptions about learning outcomes. 

The first group of results indicators revealed that learning to use My Maps was 
unproblematic. The orientation and follow-up training appeared to offer adequate 
information and support for student learning and application. Adding text and pictures 
did not appear to offer difficulties to users. One ancillary platform – Flickr –did appear to 
challenge multiple subject users more than other platforms. Setting up and using the 
photo sharing platform required knowledge of and support with using and embedding 
URLs into text windows on My Maps.  

With this exception, participants from both groups indicated a relative level of 
limited difficulty associated with learning about and developing a My Map for the 
purposes of this assignment. They also recommended the continuing use of My Maps 
within this assignment. 

The second group of indicators coincides with individual outcomes relating to 
exposure to community experiences and personal awarenesses. The impact of community 
walkabouts, through the medium of My Maps, had the effect of increasing participant 
ability to think spatially with regard to the community they were studying. According to 
the data, both groups reported an enhanced ability to better understand the significance of 
community resources to the integrity of the community. They also related an enhance 
ability to understand the spatial dimensions of their own community. Participants related 
that the assignment also had impact on their awareness about their own biases and 
stereotypes regarding communities and community residents in areas that they had little 
prior exposure. 
 

Conclusion 
 Community walkabouts, coupled with interviews and digital images and spatially 
situated maps, permitted preservice students to get to know communities in which they 
would teach. Rather than hear community members speak to teachers at the school, or 
listen to teachers tell about the community, preservice students had authentic experiences. 
They generated their own interpretations of community resources. They had the 
opportunity to listen to community residents describe the community in their own terms. 
They observed children at play and recognized community resources.  

These experiences impacted preservice teachers’ on several levels: (1) they 
initiated an appreciation for the need to link pedagogy and content to local resources; and 
(2) they created authentic imprints of the faces and voices of real parents and community 
members; (3) they appeared to increase preservice sensitivity to the strong link their 
students have between community and self.  

The importance of community connections may motivate teachers to towards a 
pedagogy that uses community resources as the basis for instruction in literacy, math, 
social studies and other content areas. These experiences may serve to sustain teacher 
connections-community connections. 
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Table 1.         
Participant Response Summary 
              

1. Prior knowledge of computer technology and software applications. 
(1==below average, 2=average, 3=advanced) 

                                              Multiple Subject               Single Subject         
                                                   X =2.0            X =2.1 
 

2. Amount of time to complete the online portion of the MyMaps assignment    
( 0 – 1 hr =1, 1-2 hrs=2, 2-3hrs=3, >3 hrs=3)   
                                       Multiple Subject               Single Subject         

       X =2.0 hrs.                     X =2.0 hrs 
 

3. Satisfied with my work on this assignment. 
      (strongly disagree=1; agree=2; strongly agree=3) 

                                               Multiple Subject               Single Subject     
     
                                                    X =2.1                               X =2.4 
 
     4.     I think that exploring school communities using MyMaps helped me to better 
understand my role as a teacher. (strongly disagree=1; agree=2; strongly agree=3) 
                                     Multiple Subject               Single Subject         
                 X =2.5                               X =2.5  
 

5. I would recommend the MyMaps continued to be used in EDUC 501. 
       (strongly disagree=1; agree=2; strongly agree=3) 

Multiple Subject               Single Subject         
                 X =2.6                               X =2.3  

       
    6. Rate your level of difficulty with each of the following tasks  
         (Easy=3; Moderately difficult=2; Difficult=1)  
                                                                       Multiple Subject        Single Subject   
        X          X  
    a. Setting up accounts on Yahoo, Flickr.  3.0         3.0 
    b. Learning how to use Google images.  2.6         2.7 
    c. Learning how to use Flickr with My Maps         1.9                          2.5 
    d. Taking pictures with my camera, saving them 
       to Flickr and using them on My Map                   2.6                          2.7 
    e. Making a basic map without pictures                  2.9                          2.9 

      
8. Using My Maps  

     (Strongly Disagree=1; Agree=2; Strongly Agree=3) 
                                                                   Multiple Subject     Single Subject 
                                                                              X                             X  

a. The orientation to My Maps was adequate.            2.4                              2.5 
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b. The practice time immediately after the                                       
       orientation was adequate to get me started.     2.7                           2.4 

    c.   Working with classmates helped me to  
      learn how to use My Maps.                               2.6                           2.5  
d.   It was easy to add text to My Map.                         2.6                              2.6 
e.   It was easy to add pictures to My Map.                   2.3                              2.5 
f.    I never really understood how to use My Maps.     1.2                              1.2 
 

9. Impact of using MyMaps  
          (Little Impact=1; Some Impact=2; Moderate Impact=3; Strong Impact=4) 
                                                                  Multiple Subject        Single Subject   
a. Helped me to visualize communities.                       2.4           3.0 
b. Helped me to think spatially.      2.9           3.2 
c. Helped me to understand community  
   connections (stores, streets, schools,etc.).    3.5                         3.2 

      d. Helped me to think about differences   
    between communities.                                          2.7                        3.2 
e. Helped me to understand my own community.    3.0                        3.2 

      f.  Helped to dispel some of my  
    misconceptions and stereotypes.                          2.5                        3.1 
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Appendix 1: Evaluation: Using Google My Maps in EDUC 501 
 
Gender:        Male             Female    Age:  _________ 
                               
Program Emphasis:          Multiple Subject  Single Subject 
 
1. Rate your prior knowledge of computer technology and software applications. 

      (1) Below Average            (2) Average     (3) Advanced 
                                           Circle one    

  2.  Circle the number that represents your level of agreement with the following statements.                 

Using MyMaps  strongly 
disagree 

agree strongly 
agree 

a. The orientation to MyMaps was adequate.  1    2      3 
b. The practice time immediately after the  
orientation was adequate to get me started. 

 1    2      3 

d. Working with classmates helped me to  
    learn how to use MyMaps. 

 1    2      3 

d. It was easy to add text to MyMap.  1    2      3 
e. It was easy to add pictures to MyMap.  1    2      3 
c. I never really understood how to use MyMaps.  1    2      3 
 
3.   Circle the appropriate amount of time it took for you to complete the online portion of 
the MyMaps assignment (setting up your map with text, pictures, points of interest, etc.). 
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        0 – 1 hr.  1-2 hrs. 2-3 hrs.  more than 3 hours 
 
4. Rate your level of difficulty with each of the following tasks  
                                                         (1=easy; 2=moderately difficult; 3=difficult)  
 a. Setting up accounts on Yahoo, Flickr, etc. ____ 
 b. Learning how to use Google images ____ 
            c. Learning how to use Flickr with MyMaps  ____ 
 d. Taking pictures with my camera, saving  

     them to Flickr and using them  
     on MyMap      ____ 
e. Making a basic map without pictures         ____ 

5. Describe the impact using MyMaps had upon your experience in EDUC 501. Circle 
the number that represents your level of agreement with the following statements.                 

Impact of Using MyMaps  Little 
Impact

Some 
Impact

Moderate 
Impact 

Strong 
Impact 

a. Helped me to visualize communities.      1      2     3     4 
b. Helped me to think spatially.       1      2     3     4 
d. Helped me to understand community 
connections (stores, streets, schools, 
etc.). 

      1      2     3     4 

d. Helped me to think about differences 
between communities. 

      1     2     3     4 

e. Helped me to understand my own 
community. 

      1     2     3     4 

c. Helped to dispel some of my  
misconceptions and stereotypes. 

      1     2     3     4 

 
6. I was satisfied with my work on this assignment. 
    (1)Strongly disagree    (2)Agree            (3) Strongly agree 
 
7. I think that exploring school communities using MyMaps helped me to better 
understand my role as a teacher. 
  (1)Strongly disagree    (2)Agree            (3) Strongly agree 
 
8.  I would recommend the MyMaps continued to be used in EDUC 501. 
    (1)Strongly disagree    (2)Agree            (3) Strongly agree 

9. Comments:  
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Abstract 

This study focuses on the Hebrew immersion program in two S-K classrooms in a 

Jewish day school in Canada. Although Immersion programs have basic common 

features, they differ in their goals and in their implementation. Thus, in order to 

understand a particular immersion program, i.e., Hebrew immersion, it is important to 

explore its features and the social context which affect its implementation.      

The study takes on a sociolinguistic perspective in studying the Hebrew 

immersion classrooms in S-K. It employs qualitative research methods, which include 

participant observations, interviews, and documentation. The purpose of the study is to 

explore patterns of language use in the classrooms and other relevant factors which may 

have explanatory power. Also, the study attempts to see if benefits of an immersion 

program as described in the research literature are noticeable in this program.  

The study addresses the following questions: Describe the uses of the Hebrew 

language in S-K classrooms. What patterns of language use are visible in Hebrew 

preschool immersion classrooms? What factors may affect language use in the 

classrooms and, more broadly, children's Hebrew language acquisition?  
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The findings show that the students’ receptive language skills were developed 

more beneficially than their productive language skills. Oral language use was more 

prominent during teacher-directed activity and during instruction related to religious 

practices. Hebrew communicative speech is not imperative in Jewish identity 

development, but Hebrew literacy is central. 
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Introduction 

Shen (1989) described how she had to create a second identity to replace her Chinese 

self in order to succeed in an English composition class, “ In writing classes in the United 

States I found that I had to reprogram my mind, to redefine some of the basic concepts and 

values that I had about myself, about society, and about the universe, values that had been 

imprinted and reinforced in my mind by my cultural background, and that had been part of 

me all my life” (p. 461). Shen ascribed this clash of her identities to the conflict between 

individualism in the Western culture and the collective communist doctrine as well as literary 

tradition in the Chinese culture. I wondered how much influence this Chinese self still has on 

Taiwanese students’ English expository essays since in the more than 50 years of political 

separation, Taiwan has taken a different road from that of the communist China: a road that 

leads to a democratic and capitalist society. The communist doctrine is definitely not an issue 

here, but does the traditional Chinese self in Taiwan compromise with the English self in 

some way? 

Research Questions 

 Shen pointed out three main problems caused by the Chinese self in her English 

academic essays: preferring “we” to “I,” appealing to ancient and modern authoritative 
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figures instead of her own ideas, and using a “from surface to core” approach (which means 

that one should reach a topic gradually and systematically instead of abruptly) rather than the 

straightforward topic sentence approach. Therefore, this paper investigates whether the 

Chinese self of Taiwanese students still influences their English expository writing by 

answering the following three questions: Do Taiwanese students tend to use “we” instead of 

“I” in their English expository essay? Do they appeal to ancient and modern authoritative 

figures? Do they prefer a “from surface to core” approach? In addition, by interviewing the 

subjects, I explored a fourth question: How does the Chinese self of Taiwanese students differ 

from that of students from Mainland China? 

Subjects 

 The subjects were four undergraduate students from Taiwan in an ESL Composition 

class for which I served as a TA at a university in the United States. They studied English for 

at least 6 years in Taiwan and had been in the United States for less than three years (Betina 3 

years, Yu-ping 1 year, Jennifer 2 years, and Cheryl 3 years). However, all the subjects did not 

know how to write an expository essay in English before taking the ESL Composition class.  

The ESL Composition class is the first composition class ESL students should take at the 

university. In the class, the four subjects were required to write 3 take-home essays and two 

in-class essays. The first take-home essay was not an expository essay, but the rest of the 

essays are all expository essays. The first take-home essay required the students to describe 

an event in their lives that had special significance to them. Due to the nature of the essay 

question, the four subjects had no problem using “I” to describe their personal experience and 

they did not appeal to ancient or modern authoritative figures. This made it more interesting 

to examine how they would write in the second essay, “What Makes People Happy”. 

Moreover, before asking the students to write the second essay, the teacher taught them 

the organization of an expository essay and showed them two expository essays written by 

previous ESL students. The students spent two class sessions (100 minutes) discussing what 
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was strong and weak about the organization of the two essays. 

Methods of Data Collection and Analysis 

 This paper is based on the data collected from the subjects’ second essay. First, I 

observed the subjects’ conference with their instructor on the second essay. Each conference 

was audio taped and then analyzed to see if any issues on the first three research questions 

came up. After the subjects finished the final draft, I read the whole folders of their essays, 

which included multiple drafts and a peer review sheet, to search for features related to the 

first three research questions. Finally, I interviewed the subjects to get their opinions on the 

fourth research question. The interviews were also taped for further analysis. 

Findings and Discussion 

“We” vs. “I” 

Only Betina mentioned the issue of “we” vs. “I” in her conference with the instructor. 

Her teacher in New York told her to use “I” instead of “we” before so she wanted to know the 

instructor’s opinion on it. The instructor did not explore this issue much since the main focus 

of the conference was on students’ ideas, which are the most common problem students were 

struggling with. The instructor told Betina she would not pay much attention to “we” vs. “I” 

as long as the meaning Betina tried to convey in her essay was clear. 

 In the subjects’ essay folders, there were no changes made in “we” vs. “I” from the 

earlier drafts; nor was it an issue that came up on the peer review sheet. Therefore, I just 

tallied up the numbers of “we” and “I” used in each subject’s final draft      (see Table 1). 

 

 Betina Yu-ping Jennifer Cheryl     

“I”   13   5   2   11 

“we”   65   18   9   7 

Table 1 
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Betina, Yu-ping, and Jennifer all preferred “we” in their essays. However, Cheryl seemed to 

have no problem using “I.”  

From my interviews with the subjects, I found that none of them felt uncomfortable 

using “I” in their first or second essay. As for the reasons that they tended to use “we” instead 

of “I,” Betina, Yu-ping, and Jennifer told me that it was just the way they wrote and they 

would not feel uncomfortable to change “we” into “I.” Cheryl did not mind using more “I’s” 

in her essay, either. The result supports Carson’s (1992) claim that Chinese value the 

collective good and group loyalty as well as Matalene’s (1985) observation that “the Chinese 

exist in groups” (p. 794). However, individualism is gradually seeping into Taiwanese culture. 

Unlike Shen (1989), who identified “I” and individualism with selfishness, the four subjects 

seemed to have little problem switching between “we” and “I.” They did not experience the 

rather painful transition as Shen once did. 

Appealing to ancient and modern authoritative figures 

 In their conferences, Jennifer and Cheryl both asked the instructor whether they could 

talk about a famous Chinese singer who had just committed suicide a few weeks ago. To 

quote Cheryl, it was “big news.” Although the instructor wanted students to use vivid 

examples from their own lives or the life of someone they knew to support their ideas, she 

said, “As long as you can use the example to support your idea, I am ok with it.” However, 

she warned Jennifer and Cheryl about the danger of using the life of someone they did not 

know: making logical connections that they cannot prove. Jennifer later changed her mind, 

but Cheryl put the example into her final draft. 

 In the subjects’ essay folder, again there were no changes made in their examples from 

the earlier drafts; nor did any peer reviewer comment that the subjects’ examples were not 

from their own lives or the life of someone they knew. The following are the result of the 

subjects’ final draft. Jennifer took the instructor’s advice and used two examples from her 

friends’ lives to support her ideas. She did not mention any authoritative figures in her essay. 
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 Cheryl, on the other hand, used the Chinese singer to support her idea that people will be 

happt if they “always have an optimistic heart to deal everything happen in [their] daily life:” 

About a couple weeks ago, I saw big news from Hong Kong, which shocked me a lot 
when I just saw it. A famous person, who were actor and singer, committed suicide by 
jumped from a building. People always paid attention on his news. He was not only 
famous in Hong Kong, but also famous in Taiwan and China. He, who was a 
homosexual, had a close boy friend for many years and he admitted it since I knew him 
from TV programs. He had many fans, no matter male or female and of course he got 
many friends too. People guess the reason for his suicide, but no one knows the real 
reason. His boy friend said “we still love each other since he died.” After his suicide, he 
left many questions, wealth and sadness to people who loved him. Most people thought 
that he should be happy about his life, because he got many things that many people 
desired. But he was not; otherwise he won’t choose this way to finish his life. It is a pity. 
What he needed to be happy in his life? I think he lacked the ability to cherish 
everything he had and he didn’t have an optimistic heart to face his problem. If he 
thought through what he had before he jumped from that building and he would know he 
was lucky. 

Apparently the famous singer from the “big news” is a modern authoritative figure for 

Cheryl.  

Moreover, Cheryl put a story into her essay to support another idea of hers that a person 

“who always cherishes what he has” will be happy: 

One day, while a millionaire was walking leisurely in a small fishing village on his 
vacation, he saw a fisherman who was lying under sunshine and enjoying the gentle 
breeze before noon. He asked the fisherman “The weather is nice today. Why don’t you 
go fishing more and make more money, but lying here and wasting your time?” the 
fisherman answered him “Why do I have to fish more for more money?” the millionaire 
surprised by his answer, but told him “after that, you would have a better life and you 
could go to a beach and enjoy the sunshine and the breeze for a vacation like I do.” The 
fisherman said, “isn’t what I am doing right now?” the small story made me thought a 
lot. That fisherman is not rich as that millionaire, but he is happier than that millionaire. 
He appreciates what he has and what he got. 

Published stories are another form of authoritativeness in Chinese writing and Cheryl carried 

this convention in her L1 writing into her L2 writing without considering one of the 

requirements in the essay question: “to use vivid examples either from your own life or from 
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the life of someone you know to support and illustrate your idea.” 

 Betina also used the Chinese singer as an example to support her idea that having a 

positive attitude makes people happy, once again confirming the status the singer had in the 

Chinese world. However, Betina also brought up her own story to demonstrate that having a 

positive attitude helps people overcome their failure. 

 Yu-ping used revolutionaries’ stories in history to prove that “when people have the 

motivation, we do not feel afraid to face challenges since we have an aggressive attitude to 

deal with our lives.”  

For instance, there are many historic stories show lots of revolutionists tried to lead their 
people to freedom or pursued the better life. During a long time of revolution, they 
would undergo enormous failure and difficult time. They didn’t give up and they 
revolted again and again because they had an aggressive attitude. Finally they won the 
victory and made their people had a better life. Those revolutionists’ achievements 
pleased not only themselves but also their people. 

This is an example that is so familiar to every Chinese student that I could not help but ask 

Yu-ping, “Are you talking about Dr. Sun Yat-Sen?” She smiled and said “yes.” 

Dr. Sun Yat-Sen was an important figure in Chinese history. He overthrew the Ching dynasty 

and established modern China. Yu-ping wanted to talk about him, but did not know whether 

her instructor knew him or not so she used a more general term “revolutionists.”  

In addition, Yu-ping tried to prove her point that with motivation people will try their 

best to achieve their goals by appealing to Chinese tradition, another form of 

authoritativeness: 

For example, in the Chinese traditional culture, most people hope we can have our own 
house because it is a basic criterion to form a family. Renting a house is a temporary 
plan because no matter how long you rent, it is still somebody’s property eventually. 
Even though buying a house needs lots of money in Taiwan, lots of Taiwanese put lots 
of effort on their career and work really hard and finally purchase their own “nests.” 
Making our families have a better life makes an important motivation that supports and 
encourages us. We feel happy to do our work because we know our hard working will 
get payoff through families’ smile. 
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Apparently this example failed to satisfy the essay requirement since it was not from 

Yu-ping’s own experience or the experience of someone she knew. It was a collective 

experience of Taiwanese people. 

 In the interviews, I found that none of the subjects felt uncomfortable using her own 

experiences as examples to support her ideas. However, when I asked them why they used the 

authoritative examples in their essay, they all said that they felt the examples were more 

significant than those from their lives. The result supports the findings of Metalene (1985) 

and Cai (as cited in Connor, 1999) that Chinese students tend to resort to history, tradition, 

and authority since all the subjects tried to use at least one authoritative example. Like Shen 

(1989), the subjects felt authoritative examples were more significant. However, they were 

also comfortable with their own experiences and thus did not share Shen’s sentiment that 

“presenting the self too obviously would give people the impression of being disrespectful of 

the Communist Party in political writings and boastful in scholarly writings” (p. 460).  

 

From surface to core 

 The conferences, earlier drafts, and peer review sheet did not provide data related to the 

“from surface to core” issue. However, the subjects’ final draft showed that the “from surface 

to core” approach was prevalent in their essay.  

 The subjects had no problem writing a thesis statement in the introduction, but in the 

body of their essay they constantly went back to the “from surface to core” mode instead of 

stating a topic sentence followed by an example supporting it. For example, Jennifer was 

supposed to use “Having a positive attitude makes people happy” as a topic sentence in her 

second paragraph and then explain why. Instead, she wrote: 

Now you may want to know what “positive attitude” is. People look things in every 
different angle. There is a glass of water. Why do some people think it is half full and 
some people think it is half empty? We know that people who say it is half full have 
more positive attitude. They always look a good way, and they always have a lot of 
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hopes in their lives. When they get setback, they will think there will be one more 
chance, so they will keep working out of the problem until they acquire success.  
When people do things with their expectations, they feel more comfortable and they will 
do their best to get their goals. For example, I have a friend. She used to be a good 
dancer in my high school. But once she fell when she did a difficult action and her back 
was hurt. She got so disappointed, because she couldn’t do very complicated action. 
Even though she can’t be the best dancer now, she still enjoys her dancing life. She 
didn’t give up dancing after she got hurt, because she has positive attitude, and she 
keeps doing her best to gain a prize. 

Jennifer first touched the surface of the topic by defining what positive attitude is and then 

moved to the core: why positive attitude makes people happy. However, her first few 

sentences seems redundant and not coherent to a native English speaker. She did not have a 

clear topic sentence and her example was delayed. In short, she was not direct.  

Even with a topic sentence, indirection persisted in Cheryl’s essay: 

I always think that cherish what we have to being happy is the most important thing in 
our life. How can we reach it? It could be either hard or easy question that depends on 
what you think about your life. If you always cherish what you have, then even a cup of 
hot chocolate milk will make you happy. If you always complain everything and always 
thnk that you should make more money instead of being happy. You would work hard on 
making money, but how much is “more money”? People won’t feel satisfied forever, if 
he always thinks he lacks something. 

Here according to her thesis statement, “I think a person, who always cherishes what he has 

and always has an optimistic heart to confront with everything happen in his life, would be 

happier than others,” Cheryl should explain why someone who cherishes what he or she has 

would be happier than others. However, she started with the two seemingly unconnected 

sentences, “How can we reach it? It could be either hard or easy question that depends on 

what you think about your life.” After a whole paragraph, there was no direct detailed 

example to explain why people who cherish what they have are happier than others.    

 When asked whether they felt uncomfortable to put their main ideas into thesis 

statement and topic sentences and then support them with detailed examples instead of 

moving “from surface to core” as they do in Chinese writing, none of the subjects said “yes.” 
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However, they were surprised that they had to follow a rigid approach of topic sentence 

followed by detailed example(s). As Betina put it, “Chinese writing allows much more 

freedom.” When I asked them why they still followed the “from surface to core” approach in 

their essay, Betina, Yu-ping, and Cheryl told me that they did not know it was considered 

inappropriate in a paragraph. Jennifer admitted that she did not remember the organization of 

a paragraph and just wrote whatever she wanted to write. The Chinese self just unconsciously 

activated their schema in Chinese writing when the subjects composed their essay. The result 

confirms Matalene (1985) and Cai’s (as cited in Connor, 1999) claim that Chinese writers 

tend to be indirect. However, the subjects did not seem to share Shen’s (1989) view that “the 

straightforward approach to composition in English seemed to me, at first, illogical. One 

could not jump to the topic.” The straightforward way of thinking seems to be compatible 

with the subjects’ Chinese self. They just need more time to practice putting it into their 

writing. 

 To sum up, the answers to all the first three research questions are “yes.” The subjects 

tended to use “we” instead of “I” (except Cheryl), appeal to ancient and modern authoritative 

figures, and prefer a “from surface to core” approach. Their Chinese self still influenced their 

writing in English. However, although the result from the interview has its limitation since 

the subjects might not be self-conscious enough to know how their Chinese self worked when 

they were writing the essay, it seems that their Chinese self was not like the old “timid, 

humble, modest Chinese ‘I’” mentioned by Shen (1989). Individualism is seeping into the 

Chinese self of Taiwanese students. The surface essay may look the same, but the underlying 

self may differ slightly from that of students in mainland China. Further research on this issue 

is needed to reveal the underlying self of Taiwanese students. 

Pedagogical Implications 

The “we” vs. “I” issue would not be a serious problem for Taiwanese students. ESL/EFL 

instructors can inform their Taiwanese students that individualism is valued in English 
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expository essay and that “I” is preferred rather than “we.” This can be accomplished either 

in class or at conferences. However, to change Taiwanese students’ habit of appealing to 

authoritative figures and adopting the “from surface to core” approach, instructors need to 

work with them at every stage of the writing process. 

Taiwanese students need to be constantly reminded of the cultural difference of citing 

examples between Chinese and English writing. The subjects’ instructor wrote down the 

requirement that they should use personal experiences as examples on the essay question 

sheet and reminded them of this requirement in class. Both techniques were necessary. 

However, students can benefit more if ESL/EFL teachers explicitly explain the cultural 

difference of citing examples in Chinese and English expository writing (here I refer to 

personal essay) before they write their essay. Moreover, showing students the essays written 

by previous students like the subjects’ instructor did is a good idea. However, teachers need 

to explicitly point out that the examples are personal when reading sample essays with 

students or Taiwanese students may miss this important cultural difference. In addition, 

teachers can put “Whether the author used personal experience” into the peer review sheet so 

that students can remind each other not to use authoritative examples. As for teacher feedback, 

instructors can check if their Taiwanese students use authoritative examples at conferences 

and encourage them to use personal examples.  

The same method can be applied to the “from surface to core” issue. At the pre-writing 

stage, instructors can explicitly explain the cultural difference of organization within a body 

paragraph in Chinese and English expository writing. The subjects’ instructor explained the 

organization of a whole expository essay, which is crucial to an ESL/EFL learner’s success in 

writing. However, she could have helped Taiwanese students more if she had drawn their 

attention to the directness within a body paragraph. Moreover, showing students the 

directness in sample essays is another way to raise their consciousness. Finally, teachers can 

include this issue in peer review groups and at conferences.  
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Although it is ESL/EFL teachers’ job to teach students the writing conventions in 

English expository essays, teachers should also respect the writing conventions in students’ 

first language. Teachers should inform students of the expectations of readers and let them 

know that they are free to use their L1 writing conventions in English expository essay when 

their readers share the same L1 with them. 

Conclusion 

 This paper shows that the Chinese self of Taiwanese students still influences their 

English expository writing. The subjects tended to use “we” instead of “I” (except one), 

appeal to ancient and modern authoritative figures, and prefer a “from surface to core” 

approach. However, the transition seems to be easier than before since individualism is 

seeping into Taiwanese society. For future research, a large-scale project similar to the case 

studies in this paper can be conducted to decide if the result in this paper applies to the larger 

Taiwanese society. In addition, research into how Chinese literacy is taught in the Taiwanese 

school system can offer further insight on how the Chinese self of Taiwanese students is 

shaped. 
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Abstract 

Tracking is an instructional management practice whereby students are assessed based 
upon their prior achievement or measured intelligence, and assigned differentiated 
curricula commensurate with their abilities. Students in low track classes tend to lack 
motivation for learning, especially when it comes to math. This paper explores different 
approaches to engaging low-track students in learning core math concepts in junior high 
schools in terms of the three perspectives: the behaviorist view, the cognitive view, and 
the situative view. In each view, three issues are discussed; the assumptions of knowing, 
the assumptions of learning, and the nature of engagement. Suggestions are offered for 
engaging low-track students in learning math based on these three issues.  
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Different Approaches to Engaging Low-Track Students in Leaning Mathematics 

Tracking is an instructional management practice in which students are assessed 

based on their prior achievement or measured intelligence, and then placed into 

different levels of homogeneous groups to match their abilities. For many educators, 

tracking seems a good instructional strategy for managing academic diversity, because it 

allows teachers to tailor their instructional approaches to students’ abilities. However, 

students in low track classes tend to lack motivation for learning, especially when it 

comes to math. According to some studies and one author’s personal educational 

experiences in a low-track class, most of math instruction in low-track classes focuses 

on rote learning. Students in low-track classes are rarely given opportunities to discuss 

math concepts when a new math concept is introduced. The materials being taught are 

disconnected to the real world (Oakes 1985; Garmoran & Berends, 1987) 

The instructional problem discussed here is how to motivate low-track junior high 

school students to learn core math concepts. This is an important topic to the first author 

because of her personal experience as a student in a low-track math class. But it goes 

beyond personal experience. Our technologically advanced society requires a thorough 

understanding of math if one is to be successful. These low-track students are faced 

with limited career choices if they are unable to compete in an increasingly global labor 

market. These limited choices directly affect the low-track students’ standard of living 

and their inability to compete globally indirectly affects the larger community’s 

competitiveness.  

This paper explores different approaches to engaging low-track students in junior 

high school in learning core math concepts in terms of the three perspectives, the 

behaviorist view, the cognitive view, and the situative view. In each view, four parts will 

be discussed. First, there will be a discussion about the assumption of knowing. Second, 

we will talk about the assumption of learning. Next, we will describe the assumption of 
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engagement. Then we will give some suggestions to solve the instructional problem 

based on the first three parts.  

 

The Behaviorist View 

In the behaviorist view, (1) the process of knowing is regarded as the 

stimulus-response association (please see figure 1); that is, a person’s sensory organs 

detect the stimulus from the environment, and then the brain gives the response by 

finding out a pattern which is associated to this stimulus, and (2) the knowledge of the 

world is acquired by accumulating the stimulus-response associations. (Greeno, 

Collins,& Resnick, 1996). In other words, knowing means that students have 

accumulated numerous stimulus-response associations about a particular concept. 

 

Figure 1: The Behaviorist View of Knowing 

 

Following the assumption of knowing from the behaviorist view, learning means 

that students are building the stimulus-response associations and then these associations 

are reinforced by reward or punishment. Therefore, the student would respond 

appropriately when the stimulus is present (Case, 1996; Greeno et al., 1996). For 

example, to learn the overall concept of geometric shape students must make the 

association between seeing each different shape (stimulus) and recognizing the shape 

(response). When students are right about matching the shape, such as seeing the circle 

and recognizing it is the circle, they would be praised by the teacher. The teacher is 

actually strengthening the association.  

Stimulus Response 
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Following the assumption of learning, it seems that engaging occurs when 

students are provided extrinsic motivators, including rewards or punishment (Greeno et 

a., 1996). Based on Skinner’s operant conditioning theory, reward would strengthen 

students’ stimulus-response associations that are expected and then increase the 

occurrence of these associations, thus directly or indirectly promoting students’ 

engagement in classes. On the contrast, punishment would weaken students’ 

stimulus-response associations, which, in turn, would decrease the occurrence of these 

associations, thus directly or indirectly promoting students’ disengagement in classes.  

The behaviorist view of knowing, learning, and engagement promotes certain 

approaches to engaging low-track students in learning core math concepts. Here is an 

example.  

(B1) Teacher should provide organized instruction: 

Teachers should present instruction that specifies the procedures and information 

to be learned in an organized way to ensure that students have learned prerequisites for 

each new component. This approach is based on the behaviorist’s view of knowing that 

students have each stimulus-response associations in order to know overall knowledge. 

Within a math class, too many stimulus-response associations are built for these 

low-track students to absorb all at once. If teachers present new ideas in an organized, 

systematic way, the students would learn with deeper understanding. This, in turn, 

boosts their authentic engagement in learning math. Learning occurs most effectively if 

the teaching or learning program is well organized (Greeno et al., 1996).  

(B2) Teacher should associate learning and classroom activities with pleasing 

outcomes: 

During the process of teaching and learning, praise or rewards should be used to 

encourage student engagement in learning math. This suggestion is given with the 

assumption of engagement that engaging occurs when students are provided extrinsic 
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motivators, including rewards or punishment. For example, after teaching the math 

concept (X+Y) 2 = X2 + 2XY + Y2, the teacher may give a math question for every 

student to exercise this concept. When they are practicing on their own in class, the 

teacher would leave the stage and go to their table respectively to see how they solve 

this math question. If the answer they have figured out is right, the teacher will praise 

them by giving the positive words, such as “Good job”, “you are doing very well”, or 

“well-done”. Rewards should be used immediately after the students give the correct 

responses. Furthermore, the rewards should be used frequently at the beginning of 

learning and reduce frequency of rewards as learning progresses (Chance, 1992). 

(B3) Teachers should reinforce desired behaviors and extinguish undesired ones: 

Teachers should inform students explicitly which behaviors they want in order to 

increase students’ engagement in learning context (Printrich & Schunk, 1996). This 

approach is also suggested based on the assumption of engagement that engaging occurs 

when students are provided extrinsic motivators, including rewards or punishment. Take 

the math homework as an example. If a low-track student does not write the assigned 

homework, the teacher may reprimand him in front of the class by saying “Kim, 

everyone submitted the math assignment today and everyone did a good job in math 

assignments. Only you did not submit your math assignment. You know that the penalty 

of not submitting the homework is standing at the stage with me while I am teaching.” 

The next day, Kim might resubmit the math assignment. The teacher will praise Kim in 

front of the class by saying “Kim, thank you for submitting your math assignment to me. 

I graded it. It was a very nice job. You did it very well!” 

(B4) Teacher could assess students’ knowledge of the components by using 

technologies: 

In the behaviorist view, knowing in a domain is a collection of information and 

skills that a person has acquired. In order to make sure whether a student has acquired 
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basic information and skills that are prerequisite for each new component, teachers 

could use technologies to access students’ knowledge of the components. Take 

Cognitive Tutor, one of the math software programs, as an example. After teaching the 

low-track students the math concept (X+Y) 2 = X2 + 2XY + Y2, the teacher will ask 

them to use Cognitive Tutor individually. The teacher’s computer and students’ 

computers are connected. So if any of the students answer math questions incorrectly, 

the teacher will know immediately who gives the wrong answer, how many low-track 

students give the wrong answer, and which question is answered wrong. For the 

low-track students, using technology offers individualized training; this benefits their 

learning very much. The low-track students do not have to worry that they will be 

laughed at in front of the whole class if they give the wrong answer, which makes them 

embarrassed and then possibly discourages them from engaging in learning math. When 

the low-track students are practicing the math concept (X+Y) 2 = X2 + 2XY + Y2 by 

using Cognitive Tutor, they will be immediately provided detailed feedback to tell them 

which part of the concept they have learned and which part of the concept they still need 

to work on. This reinforces their learning and then increases their engagement in 

learning math.  

 

The Cognitive View 

In the cognitive view, the process of knowing is regarded as 

information-processing model (Bruning, Schraw, Norby, & Ronning, 2004) (please see 

figure 2). Sensory Register is the first stop in the process of knowing. At this stage, 

people receive the information via sensory organs, such as eyes or ears. However, 

people do not assimilate each piece of information that is presented. They just select the 

information that they want to know based on their interests. Once people have chosen 

the information that they want to know, this information is moved to the second stage, 
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Short-Term Memory. In the stage of short-term memory, the information only could be 

saved/ remembered for a very short time. However, the information is intervened with 

Schema. Schema is the mental framework that people use to organize knowledge; it 

directs perception and attention, permits comprehension, and guides thinking. Next, in 

order to have the information stored in the long-term memory, information would be 

encoded as an easy way to understand and to remember. After encoding the information, 

people need to practice this information to let this information appear automatically 

whenever needed. There also exist some spaces for people to reconstruct the 

information whenever the information has been changed (Greeno et al., 1996).  

 

Figure 2: The Cognitive View of Knowing 

 

Moving knowing from short-term memory to long-term memory involves 

metacognition. Metacognition is the knowledge that learners have about their own 

thinking and then learners make use of this awareness to regulate their own learning and 

thinking. (Bruning et al, 2004). Having metacognitive ability helps learners to reflect 

upon their own thinking, and thereby to manage and monitor the development of 

long-term memory. By reflecting on their own process of higher-order thinking, a 

deeper understanding will be promoted and learners’ conceptions will be increased. In 

other words, knowing means that students have higher order conceptual schema 

necessary to solve new problems.  
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Thus, learning in the cognitive view is a constructive process, not a receptive 

process. Learning is a product of the interaction among what learners already know and 

the information they encounter (Case, 1996; Greeno et al., 1996). In other words, 

learning means that students are developing higher order conceptual schema by 

reconstructing their existing-schema through interactions among what they already 

know and the information they encounter to help themselves make sense of their 

environment.   

Following from the assumption of learning, it seems that engagement occurs when 

learners are naturally motivated to learn new knowledge related to their existing 

knowledge; that is, engagement in the cognitive view involves intrinsic motivation. 

(Greeno, 1998; Bruning et al, 2004). The use of extrinsic motivators, such as rewards or 

punishment promoted by the behaviorist view, is not necessary; in fact, they inhibit real 

motivation. In other words, engaging in the cognitive view means that students are 

naturally interested in learning materials that challenge students, students are curious at, 

or students feel fantastic (Greeno et al., 1996). 

The cognitive view of knowing, learning, and engagement provides some 

approaches to engaging low-track students in learning core math concepts. An example 

follows.  

(C1) Teacher should make use of students’ prior knowledge to motivate their 

learning:  

This approach is based on the assumption of learning that students are developing 

higher order conceptual schema by reconstructing their existing-schema through 

interactions among what they already know and the information they encounter to help 

themselves make sense of the environment. Students come to the classrooms with a 

range of prior knowledge, skills, beliefs, and concepts that influence how they notice 

the new information, how they interpret it, and how they organize it. This, in turn, 
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affects their abilities of remembering, reasoning, solving problems, and acquiring new 

knowledge. Consequently, in order to help low-track students learn new ideas, a math 

teacher must draw out and work with the pre-existing understanding that low-track 

students bring with them. By doing so, not only do low-track students have the 

readiness to learn, but also they will be motivated to learn. 

(C2) Teacher should try to find out what kind of events or things that students are 

interested in:   

This suggestion comes from the assumption of engagement that students are 

naturally interested in learning materials that challenge them, students are curious at, or 

students feel fantastic. Math teachers should try to find out what kind of events or things 

that low-track students are interested in, so that their intrinsic motivation would be 

turned on, which will lead to meaningful engagement. Low-track students’ intrinsic 

motivation would be activated if the information they receive is challenging or they are 

curious about the information they have received. For example, many low-track 

students like to play video games or to interact with computers. Taking this view into 

consideration at teaching math, it seems that low-track students’ motivation at learning 

math will be turned on if they have the opportunity to learn math by interacting with the 

computer. There is a math software program named Geometry Sketchpad which is 

designed based on the cognitive views. If the teacher introduces Geometry Sketchpad, 

students are bound to be very curious about this math software, which in turn activates 

their intrinsic motivation to learn math.  

(C3) Teacher should use guided discovery instruction to build the bridge between 

what students are interested in and the instruction that students are going to receive:   

After students’ intrinsic motivation is activated, the next job for a teacher is to 

make a connection between what students are interested in and the new lesson being 

learned. Take the math lesson “Types of Triangles” as an example. When Geometry 
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Sketchpad is introduced in class, Direct Instruction will not be used to tell low-track 

students what they are going to learn step by step. Instead, Guided Discovery 

Instruction will be used. That is, the teacher will give a brief introduction to low-track 

students and then let them discover by themselves guided by their curiosity. All the 

teacher has to do is promote their higher order thinking by opening questions, giving 

hints, modeling, or providing a piece of the solution. In other words, teachers should 

scaffold low-track students’ understanding through negotiation of meaning of key 

concepts (Meyer & Turner, 2002). This suggestion is based on the assumption of the 

learning in the cognitive view that students are developing higher order conceptual 

schema by reconstructing their existing-schema through interactions among what they 

already know and the information they encounter to help themselves make sense of the 

environment. 

For example, the teacher may say that “Today, we are going to learn the new math 

concepts “Types of Triangles” by using Geometry Sketchpad, would you please spend a 

few minutes using Geometry Sketchpad and tell me what you have found?” Since the 

low-track students like to interact with computers, they would like to discover different 

types of triangles by using Geometry Sketchpad. A few minutes later, the teacher would 

ask low-track students "What did you find? What are the characteristics for these 

triangles? Or what are the differences among these triangles?” During the 

teacher/students interaction, the teacher will not tell the students the answer; instead, she 

will let the students find out the answer by themselves. In short, the teacher scaffolds 

their thinking and understanding during guided discovery instruction. By doing so, their 

math concepts regarding types of triangles would deeply grow and promote their deeper 

understanding. 

(C4) Teacher should help students develop the ability of self-regulated learning:   

This method is suggested from the cognitive view of knowing regarding 
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metacognitive capacity. Teachers should help low-track students to develop the ability 

of self-regulated learning, which in turn, will help these students monitor their own 

thinking and learning. Their academic performance will be boosted, because the lack of 

self-regulated ability is the main responsibility for low-track students’ low academic 

performance (Zimmerman, 1990). When low-track students perceive that they have 

improvements in academic performance, they will have more confidence about 

themselves regarding academic ability; as a result, they will become more engaged in 

learning math core concepts.  

For example, after giving the lesson “types of triangles”, the teacher will give 

low-track students some questions to practice what they have learned in class. Later, the 

teacher will randomly ask some students to go to the stage and write the answers for 

each question. The teacher will also ask students to explain how they get this answer. 

Interesting thing is that the teacher will not be the one who judges whether the answer is 

right or wrong, but the rest of the class will. Students will converse with each other 

about the math practice under the teacher’s guidance. By doing so, each student will 

directly and indirectly monitor and evaluate their learning progress by themselves (Perry, 

1998).  

(C5) Teacher should give students performance-based assessment instead of 

short-answer tests:   

Teachers should use performance-based assessments, such as extended project or 

portfolios, to evaluate students’ work. This provides information for teachers about 

significant aspects of students’ learning that is not available in short-answer format 

(Greeno et al., 1996). This also provides students opportunities to show how much they 

have learned, which directly or indirectly promotes their engagement in learning. For 

example, the teacher will ask low-track students to make the “The Math Portfolio” from 

the beginning of the semester and turn it in at the end of the semester. The teacher will 
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give three to five math questions every day related to math concepts which have been 

taught. These math questions are not that difficult to answer nor are they that easy to 

answer. The low-track students have to show the teacher how they get their answers by 

writing down the detailed problem-solving procedures. In order to find out the correct 

answer, they have to think through these math questions carefully. This not only 

increases their engagement in learning math, but also promotes their cognitive growth in 

math.  

 

The Situative View 

In the situative view, knowledge is distributed in the world among individuals, the 

things that they use, the communities that they participate in, and the practices that they 

experience (please see figure 3). The situative view of knowing involves attunements to 

the constraints and the affordances of the system in which the activities occur (Greeno 

et al., 1996). In short, knowing is situated in a particular context of intentions and social 

interaction; knowledge is very context-dependent. In other words, knowing means 

students communicate, share, and discuss the knowledge within a community in an 

authentic context. 

 

 

 

 

 

 

Figure 3: The Situative View of Knowing 

 

Thus, the process of learning in the situative view means that learners are 

Learners 

Tools 

CommunityPractices
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becoming attuned to constraints and affordances through participation. The situative 

view of learning involves apprenticeship, in which learners are guided and supervised 

by masters. Learners must be provided access to be able to observe and participate in 

the practices that they are expected to learn (Greeno et al., 1996). In other words, 

learning means that students understand the knowledge being taught by participation in 

the community guided or supervised by masters.  

Following from the assumption of knowing and learning, it seems that engaging 

depends on (1) whether the activities are authentic or related to the real world, and (2) 

whether the person has the sense of identity in the community in which the person 

participates (the identity is defined in terms of functioning in the communities the 

person joins) (Greeno et al., 1996). 

Lampert (1986) started teaching students multiplication with coin problems, such 

as “Could you make $1.00 by using two different coins?” This task is authentic and this 

kind of task happens all the time in their whole life, which directly or indirectly gets 

their attention and then increases their engagement in learning math. During class 

discussion, students interacted with each other to discuss this math question. Student 1 

talked about his idea, student 2 described her thinking, student 3 addressed his opinions, 

and student 4 told her thoughts, and so on. Every one respected each other’s opinion. 

Every student satisfied the social interactions during the class discussion in which he or 

she had a significant personal investment. This, in turn, promoted his or her identity and 

had him or her deeply engaged in this math activity. From this example, it is obvious 

that providing a task in an authentic setting and promoting a student’s sense of identity 

would increase the possibility of engaging students in learning activities. In sum, 

engaging means that students contribute what they had found in an authentic context by 

participating in a group discussion. 

The situative view of knowing, learning, and engagement supports some 
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approaches to engaging low-track students in learning core math concepts. An example 

follows.  

(S1) Teachers should create a culture in the classroom that students are free to 

talk:   

When a new semester begins, the teacher may create a free-talking culture in the 

classroom. That is, the teacher respects, appreciates, and values low-track students’ 

ideas and opinions regarding math concepts or questions no matter what they have said. 

By doing so, low-track students then learn how to respect their classmates, which in 

turn, would directly or indirectly develop interpersonal relationships with others. 

Having well-developed interpersonal relationships with other students would make for 

satisfying social interactions in the classroom in which he or she has a significant 

personal investment. This increases a student’s sense of identity and promotes 

meaningful engagement. 

(S2) Teachers should work to develop a habit of discourse in the classroom.   

This approach is generated in terms of the situative view of learning that students 

understand the knowledge being taught by participation in the community guided or 

supervised by masters. During class discussions, teachers and students are collaborators 

in the construction of their shared understanding of mathematics. On the one hand, 

teachers could make sense of the procedures that students are using to arrive at their 

answers. On the other hand, students gradually begin to make sense of math and think 

mathematically, which encourages student engagement in learning math.  

(S3) Teachers should give students a task in an authentic setting.   

this method is an example of the situative view of knowing that means students 

communicate, share, and discuss the knowledge within a community in an authentic 

context. Teachers should give students a task which is embedded in a familiar activity or 

related to the real world. This kind of task gives low-track students the “access” to do 
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the math. Take the math concept (X+Y) 2 = X2 + 2XY + Y2 as an example. the teacher 

could give a math project to each group with four or five students. 

“We are going to rearrange our student lounge with length 50m and width 

30m. The student lounge will be divided into four parts. Four places will be 

included in the student lounge. They are (a) one relaxed place: students can sit 

on the couch and watch TV, (b) two eating places: students can have their 

lunch and chat with their friends, and (c) one computer place: students can 

check their e-mail or search the information. The following is the floor plan. 

How many areas for each place will you design? Let’s think!”  

 

 

 

 

 

 

Because this math project is in an authentic setting, low-track students would be 

willing to engaging in group discussion.  

(S4) Teachers should supervise/guide students’ thinking:  

This suggestion is based on the assumption of learning in the situative view that 

learning means students understand the knowledge being taught by participation in the 

community guided or supervised by masters. Take the above math questions as an 

example. During the group discussion, the teacher would supervise/guide low-track 

students’ thinking by giving the students the following framework for writing down 

their thinking about the new student lounge. This framework serves as a representation 

involving finding solutions. It gives low-track students a record of their work to analyze. 

It also gradually introduces them the math concept (X+Y) 2 = X2 + 2XY + Y2. 

  Relaxed Place  Eating Place 1 

  Eating Place 2  Computer Place 
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Relaxed Place Eating Place 1 Eating Place 2 Computer Place Total Areas 

        

        

        

   

(S5) Teachers should assess students’ performance by their participation:  

When teachers evaluate student performance, teachers should take student 

participation in discussion within a group into consideration (Greeno et al., 1996). For 

example, the teacher will tell low-track students at the beginning of the semester “Tests 

are not the only way for me to evaluate your genuine performance. I will use your 

participation in group and whole class discussion as an alternative way to grade. I 

understand that some students cannot do very well on math exams but they really enjoy 

math class. So please be active and participate in the math classes. Please freely address 

your ideas and opinions anytime during the group or whole class discussion. Even 

though you may think your ideas and opinions are not much, they are still valuable for 

the rest of the students and for me.” By doing so, the low-track students will engage 

more in learning math.  

Conclusion 

In this paper, we have discussed the nature of knowing, the nature of learning, and 

the nature of engagement from the behavioral, cognitive, and situative perspectives. 

This serves as a framework for teachers to think about teaching and learning. also 

discussed here are some principles from these three perspectives to solve the presented 

instructional problem. There is no absolute separation in principles for teachers to 

engage these low-track students in learning math from only the behaviorist view, only 

the cognitive view, or only the situative view. Teachers should combine the principles 

from these three perspectives in order to best promote students’ engagement in learning 
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math.  
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Abstract 

Teachers, no matter the subject or the grade-level, are often faced with the 

prospects of teaching a culture that is not their own.  In the increasingly globally 

connected world, the importance of exposing students to cultures beyond their own 

becomes more and more important.  But how does an educator approach teaching 

students about cultures that are not their own? This approach looks at the essential 

question in teaching culture, namely: if given the opportunity to teach others about your 

culture, what would you want people to know and understand about your culture?  In 

order to explore this question, I give a short history of the inclusion of culture into 

today’s classrooms and highlight the complexities of teaching about culture, provide a 

detailed account of cultural questioning using the example of Morocco and conclude with 

the benefits of using this particular method to best teach cultural understanding. 
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1. Project Information
Over the past several years we have explored the use of video game technologies as an 
alternative method of instruction for music theory students, who often struggle with the 
task of learning mundane material that is seemingly irrelevant to their goals of becoming 
musicians. Through our research we have identified gaming characteristics that children 
find engaging.  As a result of this research, we envisions the game and the learning content 
to take place in a fantasy world  

We see the game as an adventure, in which the learner must assume multiple roles in order 
to complete the quest.  Harmony's Quest consists of 10 chapters, each with a special music- 
related task to complete.  Like in traditional adventure games, players of Harmony's Quest 
acquire assets that can be traded for knowledge or treasure to further their progress in the 
game.  A player's progress is either helped or hindered by the knowledge and skills that they 
may or may not acquire, and by their strength. 

Music theory students will install and play this game independently on a Windows PC. 
They will complete assignments in the accompanying workbook for submission to their 
instructor.  Future phases of development may see students completing online assignments 
and interacting head-to-head in competitive game play.

Harmony's Quest is an unfolding story addressing the Primary, First, and Second 
Rudiments of music theory as a series of three integrated and sequenced games. These map 
to the Royal Conservatory of Music's Preliminary, Grade 1, and Grade 2 Rudiments. 
Harmony's Quest is designed to teach the entire Royal Conservatory's theory curriculum in 
preparation for the learner to take the associated exams.
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The Harmony's Quest product suite consists of the aforementioned three games. The 
scope of this project is the Primary Rudiments, as shown in Illustration 1 above.

1.1 Quantified Technical Objectives

The project objective is to develop the first game in the series, Primary Rudiments, as an 
introduction to the marketplace. The game will use a woven story line, emotion, and visual 
metaphors in a fantasy setting, to engage the learners and enhance the learning of difficult 
and tedious theoretical concepts that are critical to achieving a higher level of 
understanding of music theory.

To develop a learning system that offers the concepts of music theory in a fun and 
interactive environment, we must weave learning activities into the current story in a way 
that is engaging to learners of both genders, and supports currently accepted learning 
practises. Further, it must provide the key components for fun game play, within the 
context of strategic learning.

The project will go forward in two phases using an existing third party game engine which 
will support the graphics, animation, and physics for immersive game play. The product of 
the first phase will be a playable level1 based on Chapter 2 of the first story of Harmony's 
Quest. The Prologue and Chapter 1 will provide the background for the unfolding story to 
be played out in the game. 

In Phase 2 we will evaluate the outcomes of Phase 1, making modifications to the game 
engine, system architecture, learning frameworks and, development processes, as necessary, 
to complete the ten chapters of the game for commercialization.

Sub-objectives
The following performance targets must be met to reach these technical objectives.

 1. Game Engine Integration

Appropriate selection of a commercially available, 3rd party, 3-D game engine is 
important to  meet the  following criteria:

 a) Game engine has appropriate level of documentation to understand its use.

 b) Licensing of the game engine is not financially prohibitive.

Appropriate use of a commercially available, 3rd party, 3-D game engine to offer 
a suitable game-play environment for children between the ages of ten and 
twelve:

 a) Creation of an interesting and contemporary game for the current 
generation of young, computer-savvy music students, as reflected in 
feedback obtained by end-of-project focus groups and user testing.

1 The game will have nine consecutive levels that map to the chapters of the story. The first chapter of the story is a background narration and not one of 
the interactive levels of the game.
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 b) Game engine supports graphic replacement because the commonly used 
graphics in most of the suitable engines are targeted toward adult players.

 2. Learning Platform Integration

In order to follow and achieve best practises in interactive instruction, the 
learning component must include the following criteria. These will be ensured 
during focus groups and pilot testing:

 a) The game must integrate the learning objectives such that the learners 
clearly understand what is expected of them, but that it stays true to the 
game.

 b) The game must be integrated  with theoretical music constructs such that 
the learners can identify and apply the constructs in the traditional musical 
setting.

 c) The game must offer constructive feedback to facilitate understanding when 
errors are made, and clearly communicate how the game concepts and 
feedback relate to the knowledge domain.

Current Industrial Practise
The technology is designed to support learning, and accordingly, the learning must be 
tightly integrated with the technology such that they are not independent, but comprise a 
cohesive unit.

Education and Serious Games

Parents and educators alike recognize the need to teach music as a means of developing 
critical thinking skills which are vital to a child’s educational career. However, educational 
materials for teaching music are unimaginative, boring and primarily taught through 
workbooks.  The President of Harmony's Quest has been instructing in music since 1985 
and has consistently found that students disliked learning musical theory.  Many students 
would drop out before getting an adequate foundation in music theory, and as a result, 
limit their potential for future growth. As an answer to this challenge, Cindy began 
authoring a story that would become the basis for Harmony’s Quest: a 3-D action 
adventure game that makes learning music theory fun.  Students will enjoy it to such an 
extent that they will not care that the game is designed to be educational.

Music Theory

The major problem with available music instruction software is that it is unimaginative 
and drill oriented.  Within minutes of beginning to play, the game novelty wears off and 
the drill aspects of the game dominate the play.  Harmony’s Quest takes a completely 
different approach to teaching music concepts.  Indeed, the game is designed as a full 
adventure game in the style of modern block busters such as Neverwinter NightsTM and 
Baldur’s GateTM.  To accomplish the goals of the “Quest”, players will end up devoting 
many hours to the game – the more they play, the more they will learn.
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Computer games available for music education teach very little theory.  Generally they 
introduce only basic concepts of music and are therefore only useful for introductory 
level instruction.  Harmony’s Quest is designed to teach the entire Royal Conservatory of 
Music’s theory concepts.  Simply by playing the game and completing the “Quests”, the 
player will gain extensive and complete knowledge of the full Royal Conservatory of 
Music curriculum.  

Key Innovations
The key innovation for this project is the re-purposing  of the traditional video game 
environment. Typically the objective of a video game is entertainment. In the majority of 
cases, unless the game is strictly a game of chance (such as VLT's), there is some 
opportunity to acquire knowledge. Often the knowledge acquisition is required in order 
to progress in the game, or it is a by-product of the entertainment. In serious games the 
purpose of the game is educational, with entertainment being the by-product.

Illustration 2 above shows the components of a typical video game. At the core of any of 
today's electronic games is the game engine. The engine handles the graphics, storyline, 
and the play mechanics of the game, providing an integrated experience to the user. 
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The outer circle, the learning component, will add to the existing core technology to 
change the behaviour of the selected game engine to provide learning theory, 
instructional content, performance feedback, and coaching, as part of the interactive 
game play.

In addition to changing the traditional purpose of video games, from entertainment to 
education, we will be modifying the behaviour of the game engine to handle content 
suitable for children rather than its intended PG 13 market.

1.2 Description of Work to Date

The work on Harmony's Quest to date has been significant. Ten chapters of the story have 
been developed along with some character and environment concept sketches. These will 
form the narrative theme for the project. 

In addition to the Harmony's Quest story, preliminary game play has been designed for the 
first seven levels. Each level has a challenge associated with it that weaves itself into the 
overall fabric of the entire game. 

Further, some work has been done on the character scripts for the game. Much like a novel 
being transformed into a movie, the scripts are necessary to move the story from a 
narrative toward interactive multi-dimensional game play.  A complete analysis of the 
scripts will be necessary after the definitive game play has been nailed down.

1.3 Proposed Technical Solutions

We have decided to base the educational game on a traditional game engine developed as a 
potentially licenseable product by a 3rd party video game developer. Given the kind of game 
proposed by Harmony's Quest, we will be looking at game engines designed for either role-
playing games or for adventure games. Part of the project is to select an appropriate engine 
for the game. A preliminary technology scan has identified eight possible candidates. 
Details of these can be found on page  in the Appendices.

The rationale for using a game engine as a foundation for Harmony's Quest rather than 
using a simpler platform like Macromedia Flash® is based on the assumption that the game 
engine includes the necessary physics and character interactions as part of the built-in 
mechanics. This is in contrast to having to begin from scratch with a generic animation 
platform. 

Instructional Advantage
To date the use of role playing models have been limited to professional development2 
and business concepts in sales and management. Music instruction is currently focused 
on drills and memorization. Harmony's Quest represents an exciting departure from 
traditional instructional models. 

2 See the work of Roger Schank, a early adopter of the use of simulations for teaching sales techniques and management skills. 
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Scientific Basis
The use of video game technologies has been explored as a source of new educational 
models, outside of traditional flight simulators and other simulation frameworks. 
Harmony's Quest is to explore the use of role-playing games as an instructional model 
for teaching music theory, which is quite a departure from how video games are being 
used in instruction thus far.

This project also will build on current research coming out the social sciences. Ludology, 
or the study of video games, is a relatively new research area, focusing on the impact of 
video games on individuals and societies. We will be extending that research to include 
the educational component and evaluate the use of role playing games as a viable way to 
teach music theory.

1.4 Instructional Opportunity

Parents and educators alike recognize the need to teach music as an aid in developing the 
critical thinking skills required in a child’s education, however educational materials for 
teaching music are unimaginative, boring and primarily taught through workbooks. Cindy 
Clark, has been instructing in music since 1985 and has consistently found that students 
have disliked learning musical theory.  Many students drop out before getting an adequate 
foundation in music theory, and as a result, limit their potential for future growth. As an 
answer to this challenge, Cindy began authoring a story that would become the basis for the 
Harmony’s Quest computer game.  The game is a 3-D action adventure game that makes 
learning music theory fun.  Students will enjoy it to such an extent that they will not care 
that the game was designed to be educational.

The major problem with available music instruction software is that it is unimaginative and 
drill oriented.  Within minutes of beginning to play, the game novelty wears off and the drill 
aspects of the game dominate the play.  Harmony’s Quest takes a completely different 
approach to teaching music concepts.  Rather, the game is designed as a full adventure 
game in the style of modern block buster games such as Neverwinter NightsTM and Baldur’s 
GateTM.  To accomplish the goals of the “Quest” of the game, players will end up devoting 
many hours to the game – the more they play, the more they will learn.

Available computer games for music education teach very little theory.  Generally they 
introduce only basic concepts of music and are therefore only useful for introductory level 
instruction.  Harmony’s Quest is designed to teach the entire Royal Conservatory of 
Music’s theory concepts.  Simply by playing the game and completing the “Quests”, the 
player will gain extensive and complete knowledge of the full Royal Conservatory of Music 
curriculum.

Supporting materials will also be provided in web format.  This will allow direct access to 
educational material, which is important for rural students without easy access to major 
centres of distribution for print materials.  The web format will allow real-time exams that 
permit students and their parents to judge the progress of the student.  The exams that a 
student is ready for will be determined by his or her progress in the game world.  Our 
research indicates that no one to date has taken such a holistic approach to music 
education, student interactions, support material and online applications.
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Market Research
To analyze the market potential of education music games, we collected information 
from a number of sources.  We talked to fifteen music instructors across Alberta, as well 
as eight music stores and thirty music students on their perceptions and trend in the area 
of music instruction.  Each of the groups provided key insights into the product features 
and benefits required to make the initial product able to provide optimal results. 
Additional information was also obtained from the local library, including industry 
research reports, magazine and journal articles, newspaper clippings as well as 
information from the Internet.  

We reviewed the web for competitive products and information.  We were able to locate 
many companies producing general educational games in the areas of mathematics, 
logical thinking, history, language and music.

Some interesting facts about the gaming industry:

● Half of all Americans age six and older play computer and video games
● Thirty-nine percent of game players are women
● Ninety-two percent of parents surveyed who have children under the age of 18 

say they monitor the content of the interactive games they play
● Fifty-five percent of parents say they play interactive games with their kids at 

least once a month.

This data clearly validates our assumptions that adults pay close attention to the games 
that their children play and in most cases are active participants in the entertainment. 
Based on these statistics, a compelling game environment that combines education with 
entertainment would be of interest to a significant percentage of the market.

Size of the Industry
The market for educational games is currently $100 million per year and is growing 
annually.  The overall gaming market is in the $10 billion range, and currently exceeds the 
revenue production of all of Hollywood. 

The music education industry is also significant.  In Canada alone, the Royal 
Conservatory of Music (RCM) supplies music educational materials to 500,000 students 
each year, with the majority of these students being in the Primary level of music.  An 
additional 100,000 students will take lessons using other sources, including the Suzuki 
method and in-class instruction.  These 600,000 students will spend approximately 
$1,000 per year on lessons and materials.  The market in the U.S. is ten times this size. 
The world-wide market is five times the size of the North American market.

Parents will spend at least $100 per child per year on supporting materials such as games 
and other instructional aids.  This establishes a market in Canada of $10 million annually, 
a North American market of $100 million and a global market of at least $500 million.

The size of the electronic game industry is very large and is growing quickly.  In 2003, 
more than 239 million computer and video games were sold, or almost two games for 
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every household in America.  Growth is expected to continue at a 15% annual rate, out 
pacing growth in all other areas of the economy.

1.5 Product Certification

The educational constructs must pass the Royal Conservatory of Music certification 
process before it can be offered commercially to music teachers and students. The 
University of Alberta Music Department has the necessary credentials to certify the 
product in order to be used for instruction at this level. Given that Cindy is a certified 
music instructor and knowledgeable of the domain requirements, acceptance is expected. 
Any changes to the game, needed to pass certification, will be made prior to the pilot 
testing. 
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2. Phases
This project is a two-phase project spanning a total of twenty-four months. Each phase has 
been broken down into a series of logical stages. This section provides the details of each 
phase and its associated stages including the stage objectives, outcomes,  milestones, 
duration, and associated labour costs3.

2.1 Phase 1

The first phase of the project will be broken into six stages, spanning a 6-month period of 
full-time work for four individuals, with part-time assignments for four more project 
associates. Each of the stages and their resultant milestones is described below. For 
information on the overall project deliverables and expected time lines see page .

Illustration 3: Phase 1 Overview above shows the progression of development for Phase 1. 
Work must be complete on Stages 1 and 2 before we can begin the core work on Stages 3, 
4, and 5. Deployment is contingent on the previous five stages having been completed. 

3 Costs  here are related to the direct labour costs excluding all overhead and related employer expenses.
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Stage 1: Game Design
Objective: 

The objective of this stage is to formalize the vision for Harmony's Quest with respect to 
game look and feel, functionality, and instructional content. This stage represents the 
most significant amount of work because it will define the game play, the system 
architecture, and the instructional content. This stage must be completed before many of 
the other stages can begin. 

Expected outcome: 

This stage will provide the grounding and vision for the project. The outcome of this 
stage will be a complete understanding of the system, the game play, and the instructional 
components necessary to meet the overall project objectives discussed on page 5 of this 
document.

Problem to be solved:

The primary problem to be solved in this stage is to define the generic play mechanics4 

such that the game activities meet the instructional requirements within the context of 
emotional buy-in, being equally educational and entertaining to both genders, as per the 
project objectives. The mechanics of the game must be able to extend to all ten chapters 
of the game. 

Further, this stage will require the development of an asset management repository in 
which to store the various game assets (game logic, graphics, animations, music files, 
voice files, video files, etc.) for future chapters. As part of the system design it will be 
necessary to design an asset management system suitable for managing all of the content 
and graphic assets for the game.

Methodology:

● design the story for the prologue and Chapters 1 and 2 of Harmony's Quest5

● design the instructional framework for the game with details for Chapter 2 of 
Harmony's Quest

● design the game flow with details for Chapter 2 of Harmony's Quest
● design the characters and the environment for the prologue and chapter 3 of 

Harmony's Quest
● design the system architecture
● design and usability test the user interface
● create the storyboard for the background story to Harmony's Quest (Prologue 

and Chapter 1)

4 Play mechanics is defined as all of the components of a game that constitute the data (graphics and content) and rules of play.

5 Although Cindy has developed an excellent story, like a novel being transformed into a script for a movie, Harmony's Quest may require some 
additional work to make it into an educational and fun game.
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Stage 2: Engine Review and Development
Objective: 

The objective of this stage is to evaluate several game engines and select the most 
suitable to be used to develop the game6. 

Expected outcome: 

The outcome of this stage will be an agreement between Harmony's Quest and the 
engine development firm to allow the use of the game engine for the first phase.

A second outcome will be an understanding of the mechanics of the engine such that it 
can be used immediately in the game development.

Problem to be solved:

The challenge for this stage will be to balance the usability, stability and cost factors of 
the game engines available to make the best choice for the demonstration product used 
to go forward into Phase 2. Further, a sound understanding of the engine will facilitate its 
use. 

Methodology:

Review the game engines short-listed in Appendix B: , on page . The selection will be 
based on a number of criteria, including:

● suitability for a game such as Harmony's Quest
● licencing cost7

● level of technical support available
● technical documentation available
● ease of use for graphics and game programmers
● software stability

Stage 3: Graphics
Objective: 

The first objective of this stage will be to develop the graphic assets and the associated 
asset tracking system for the first three chapters of Harmony's Quest., based on the 
designs created in Stage 1. Each of the assets will go through a series of steps to become 
game-ready. These steps are:

● concept sketch
● colourization and texturing
● 3-D modelling

6 Currently we are leaning toward using Bioware's Aurora engine. There are two main reasons for this. Firstly, Bioware is located in Edmonton, which 
may make receiving technical support somewhat easier. Secondly, Debra Greig personally knows the engine designer. Having connections with 
Bioware may make licensing the engine less expensive than estimated.

7 All costs for licensing a suitable game engine for the Harmony's Quest project are the sole responsibility of  Harmony's Quest.
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● animation
● sign off by Harmony's Quest

The second objective of this stage is to create the graphics for the user interface of the 
game. This will include the navigation buttons and screen graphics for user tools, 
treasures, and personal attributes.

Expected outcome: 

The outcome of this stage will be all of the 3-D graphic and animation assets necessary to 
develop the first three chapters of Harmony's Quest.

Problem to be solved:

We must develop a solid process to allow the Harmony's Quest team to approve the art 
assets at each leg of production. We want a low cost solution that will allow us the 
necessary level of collaboration and which will also allow us to track the changes as they 
are approved.

Methodology:

Our tracking framework will likely involve spreadsheet software, at the initial stage, to 
move the graphics and animations through the process.  This framework will provide the 
structure necessary to itemize and track each asset through the various steps in order to 
achieve our stage 3 objective.

Stage 4: Game Development
Objective: 

The objective of this stage is to create the game environment based on the Stage 1 
definitions for the:

● system architecture
● user interface design
● game mechanics

Expected outcome: 

The outcome of this stage will be the content-ready infrastructure for Harmony's Quest. 

Problem to be solved:

The major issue for this stage will be working with the selected game engine. One of the 
major challenges is adding the physics for a horse and rider to the engine. Many game 
engine developers have avoided this feature from their technology due to the 
complications of having two independent characters moving simultaneously.

Methodology:
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This stage will use the game engine selected in Stage 2 as the basis for development.  All 
game programming and scripting will be completed using placeholders for graphics, 
animations, and audio clips.  This will allow the game development to continue without 
the need for completed graphic assets. During the deployment stage, described on page 
16,  we will merge the graphic assets with the system architecture to create the finished 
product. As with all of the other stages, the Harmony's Quest team will be asked to sign 
off on all game components prior to moving forward with development.

Stage 5: Audio / Video Development
Objective: 

The objective of this stage is to record all audio segments and create the video cut scenes 
used to provide the story narration for the background and the plot development.

Expected outcome: 

The outcome of this stage will be a series of audio and video clips to support the 
storyline and the story development.

Problem to be solved:

Due to the potentially limited budget we must find creative ways to tell the story in an 
interesting way, without the need for full animation video.

Methodology:

We will use in-house audio recording or use an inexpensive studio8 to record the audio 
tracks. Local voice actors will also be used to curb costs9. 

The background story and cut scene videos will be a series of still graphics depicting the 
story and augmented with an audio track for the narrations. 

The Harmony's Quest team will sign off on all video and audio components prior to 
their use in the finished product.

Stage 6: Deployment
Objective: 

The objective of this stage is to complete the project and test it with the target audience 
as a summative evaluation of the instructional value. Music instructors and their students 
will be asked to participate in a research study designed to compare the understanding 
between a group learning music theory using traditional approaches and those learning 
using Harmony's Quest.

Expected outcome: 

8 ShirWin has used a local recording studio called Anticipation Productions, run by David Jacobs. His work is professional and has been used in several 
productions of promotional material for  ShirWin. He can be contacted by email at djacobs1@telusplanet.net or by telephone at 469-1137.

9 All extra cost for contracting the recording studio and for hiring of voice actors will be the responsibility of Harmony's Quest. 

Hawaii International Conference on Education Page 16 of 24
January 5 – 8, 2008

Confidential: Protected Business Information

2008 HICE Proceedings 
Page 1952

mailto:djacobs1@telusplanet.net


Harmony's Quest: An Adventure Game for Learning Music Theory

The outcome of this stage will be a working demo.

Problem to be solved:

It has been assumed that we can use placeholders in the game until the graphic and audio 
assets are ready to merge into the game architecture. This approach is intended to speed 
up the process in order to meet the tight project time lines.

Methodology:

To complete this phase of the project we will incorporate the finished graphic assets and 
audio / video  components into the game infrastructure to create the finished demo. 
This is the final task in the tracking framework, which ensures that each asset is moved 
into the game.

After all assets have been added to the game it will be tested according to the software 
testing framework. Any problems will be reported to the development team for 
correction. 

Following sign off by the Harmony's Quest team we will create an application disk for 
installation on target PC computers. The stage will continue with summative evaluation.
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2.2 Phase 2

The second phase of the project will be broken into eight stages, spanning an 18-month 

period of full-time work for six individuals, with part-time assignments for four more 
associates. Each of the stages and their resultant milestones is described below. 

Illustration 4: Phase 2 Overview above shows the progression of development for Phase 2. 
Work must be complete on Stage 1 before we can begin the core work on Stages 2 and 3, 
which are necessary to Stages 4, 5, and 6.
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Stage 1: Phase 1 Review
Objective: 

The objective of this stage is to formally review the work completed to date to determine 
whether the process and results are adequate to meet our vision of the commercial 
product. This stage represents a critical piece of work because it will define  how this 
phase of the project progresses. This stage must be completed before any of the other 
stages of this phase can begin. 

Expected outcome: 

The outcome of this stage will be a critique of the system, the game play, and the 
instructional components done to date to determine whether we are continuing to meet 
the overall project objectives discussed on page 5 of this document.

Problem to be solved:

This stage will require an objective evaluation of the existing work. Objectivity is critical 
to moving the project forward in the most timely and cost effective manner. An external 
analyst may be necessary to ensure that objectivity prevails.

Methodology:

● evaluation of the system architecture
● evaluation of the game mechanics
● evaluation of the instructional components
● evaluation of the graphics quality
● evaluation of the asset management repository
● evaluation of the game play
● evaluation of testing results

Stage 2: Game Design
Objective: 

The objective of this stage is to review the results of Stage 1 with respect to game look 
and feel,  functionality, and instructional content. This stage represents the most 
significant amount of work for the phase because it will define the game play and the 
instructional content for the rest of the game. This stage must be completed before many 
of the remaining stages can begin. 

Expected outcome: 

This stage will finalize the vision for the project and the resulting product. The outcome 
of this stage will be a complete understanding of the system, the game play, and the 
instructional components necessary to meet the overall project objectives discussed on 
page 5 of this document, based on the results of Stage 1.
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Problem to be solved:

The primary problem to be solved in this stage is to refine the generic play mechanics10 

such that the game activities meet the instructional requirements within the context of 
emotional buy-in, being equally educational and entertaining to both genders, as per the 
project objectives. The mechanics of the game must be such that the game is fun11 to 
play, instructional, and easy to use.

Lastly, this stage will require the use of the asset management repository developed in 
Phase 1 to store the various game assets (game logic, graphics, animations, music files, 
voice files, video files, etc.) for future chapters.

Methodology:

● design the story for the Chapters 3 through 10 of Harmony's Quest12

● design the instructional framework for the game with details for Chapters 3 
through 10 of Harmony's Quest

● design the game flow with details for Chapters 3 through 10 
● design the characters and the environment for the Chapters 3 through 10 

Stage 3: Tool Development
Objective: 

The  objective of this stage will be to develop the tools and editors based on the results 
of  the Stage 1 analysis of the asset tracking system and an analysis of the existing tools 
offered by the licenced technology engine. These tools are a series of editors to assist the 
artists and writers in putting the graphic and script assets into the game without the need 
for programmer support. This will reduce the reliance on expensive programmers and 
will speed the development process of the game.

Expected outcome: 

The outcome of this stage will be a set of reliable editors and tools to be used by artists 
and writers to incorporate completed art and script assets into the game without 
programmer assistance.

Problem to be solved:

We must develop a solid process to allow the Harmony's Quest team to move the 
completed art and script assets into the game. Useful editors are extremely important to 
the ongoing development and quality assurance of the game. Individual graphics are 
difficult to assess outside of the context of the game and it is critical that graphics 
integration, lighting, opacity, and transparency be evaluated often to ensure the 

10 Play mechanics is defined as all of the components of a game that constitute the data (graphics and content) and rules of play.

11 Fun means challenging (but not too difficult), rewarding, and informative

12 Although Cindy has developed an excellent story, like a novel being transformed into a script for a movie, Harmony's Quest may require some 
additional work to make it into an educational and fun game.
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correctness of the game visuals. Scripts take the form of dialogues between characters 
and the player as well as any other text areas to be incorporated into the game.

Tools have often been the bane of the video game industry due to the fine balance 
between high costs for building complex tools that simplify the process for the non-
programmers and developing simpler tools that increase the need for highly technical 
artists and writers who's skills bleed into the realm of the programmer.

Depending on the engine selected in Phase 1, which will be driven by cost factors,  the 
packaged editors may range from non-existent to mediocre. This will in part be due to 
the age of the licenced technology, because cutting edge technology will not be 
affordable at this time.  

Methodology:

We will map the tools and editors offered as part of the selected game engine to the 
needs of our artists, writers, and programmers. Identified gaps will determine which tools 
need to be developed in-house to facilitate development of this and future games.

Stage 4: Graphics Development
Objective: 

The objective of this stage will be to develop the graphic assets for the final seven 
chapters of Harmony's Quest, based on the evaluation from Stage 1 and the designs 
created in Stage 2. Each of the assets will go through a series of steps to become game-
ready. These steps are:

● concept sketch
● colourization and texturing
● 3-D modelling
● animation
● sign off by Harmony's Quest

Expected outcome: 

The outcome of this stage will be all of the 3-D graphic and animation assets necessary to 
finish the final chapters of Harmony's Quest: Primary Rudiments.

Problem to be solved:

We must improve the process to allow the Harmony's Quest team to approve the art and 
script assets at each leg of production. We want to hone the low cost solution that will 
allow us the necessary level of collaboration and which will also allow us to track the 
changes as they are approved in preparation for future products.
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Methodology:

As we develop the game assets we will continue to evolve our tracking framework  to 
move the scripts, graphics and animations through the process. 

Stage 5: Game Development
Objective: 

The objective of this stage is to create the game environment based on the evaluation 
from Stage 1 and the Stage 2 definitions for the:

● system architecture
● user interface design
● game mechanics

Expected outcome: 

The outcome of this stage will be the refined content-ready infrastructure for Harmony's 
Quest upon which the Harmony's Quest suite of products will be developed. 

Problem to be solved:

The major issue for this stage will be working with the selected game engine in a timely 
manner to ensure that the time lines for the project are met. This may be more or less of 
an issue depending on whether the full version of the game engine was available during 
Phase 1 and based on the identified shortcomings from Stage 1 of this phase.  We may 
require a significant amount of customization to the licenced engine if it fails to handle 
the game mechanics and graphics for this particular gaming audience.

Methodology:

This stage will use the game engine selected in the first phase as the basis for 
development, with any modifications deemed necessary.  All game programming and 
scripting will be completed using placeholders for graphics, animations, and audio clips. 
This will allow the game development to continue without the need for completed 
graphic assets. At the end of this development cycle we will merge the graphic assets with 
the system architecture to create the finished product. As with all stages, the Harmony's 
Quest team will be asked to sign off on each of the game components prior to moving 
forward with development.

Stage 6: Audio / Video Development
Objective: 

The objective of this stage is to record all audio segments and create the video cut scenes 
used to provide the story narration for the background and the plot development.
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Expected outcome: 

The outcome of this stage will be a series of audio and video clips to support the 
storyline and the story development.

Problem to be solved:

Due to the potentially limited budget we must find creative ways to tell the story in an 
interesting way, without the need for full animation video.

Methodology:

We will use in-house audio recording or use an inexpensive studio13 to record the audio 
tracks. Local voice actors will also be used to curb costs14. 

The background story and cut scene videos will be a series of still graphics depicting the 
story and augmented with an audio track for the narrations. 

The Harmony's Quest team will sign off on all video and audio components prior to 
their use in the finished product.

Stage 7: Pilot Deployment
Objective: 

The objective of this stage is to complete the project, Harmony's Quest: Primary 
Rudiments, and test it with the target audience as a summative evaluation of the 
instructional and entertainment value of application. Music instructors and their students 
will be asked to participate in a research study designed to compare the understanding 
between a group learning music theory using traditional approaches and those learning 
using Harmony's Quest. 

Expected outcome: 

The outcome of this stage will be a finished product ready for commercialization.

Problem to be solved:

To prepare the product for commercialization we must be able to simultaneously test, 
pilot, and modify the application.

Methodology:

We will apply an iterative approach to this stage. Throughout the pilot stage issues will be 
corrected as they are identified. 

13 ShirWin has used a local recording studio called Anticipation Productions, run by a man called David Jacobs. His work is professional and has been 
used in several productions of promotional material for  ShirWin. He can be contacted by email at djacobs1@telusplanet.net or by telephone at 469-
1137.

14 All extra cost for contracting the recording studio and for hiring of voice actors will be the responsibility of Harmony's Quest. 
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Stage 8: Commercialization
Objective: 

The objective of this stage is to prepare Harmony's Quest: Primary Rudiments, for mass 
production and distribution.

Expected outcome: 

The outcome of this stage will be a successful game accepted by music instructors across 
the country as an improved method to teach music theory to their students.

Problem to be solved:

The greatest challenge in this stage will be to find a suitable music publisher willing to 
take on the marketing and distribution roles for the game and negotiate an agreeable fee 
for this service.

Cindy Clark will market the product at domain conferences, trade shows, and at large 
music schools across Canada.

Methodology:

We will create the gold master application disk for mass production and packaging by a 
third party firm. The identified publisher or publishers will receive the packaged games in 
preparation for marketing and distribution.

Music schools and conferences will be identified over the summer months to receive 
promotional materials and talks.
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Abstract 

 
The purpose of this study was to compare scores on state standardized tests for children in full 

and half-day Kindergarten programs. Four thousand four hundred and eleven students 

participated in this 3- year cohort study; each completed standards-based instruction in an urban 

public school setting.  Students of poverty in full-day kindergarten programs achieve 

significantly higher test scores in both English/Language Arts (+18.6 points) and Mathematics 

(+25.1 points) than students who participated in half-day kindergarten programs. The significant 

difference in the scores of the two groups resulted in gains indicating an abatement of the student 

achievement gap that exists between students of poverty and students who are not impoverished.  

The calculated effects for students who came from poverty were subtracted from the average 

score for English/ Language Arts (-22.6 points) and Mathematics (-23.2).  The gain in scores 

attributed to full-day kindergarten amounted to almost what was lost from the effect of poverty. 
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The Effects of Full-day Kindergarten on State Standardized Test Scores 

The current effort in providing full-day kindergarten to impoverished children is directly 

related to the argument that school performance deficits are a result of deprived or impoverished 

environments and that compensatory early intervention can offset the negative effects of that 

experience by increasing the level of performance in children by the time they experience school 

age years (Garber, 1988; Plucker & Zapf, 2005; Walson, West & Rathbun 2005; Rathburn & 

West, 2004; Cryan, Sheehan, Weichel, Bandy-Hedden, 1992; Karweit, 1989).  These benefits are 

directly related to school performance as indicated on achievement tests.  This study seeks to 

compare full- and half-day kindergarten performance on State Standardized achievement tests. 

High Standards and Low Achievement 

 The implicit theme of the message regarding the No Child Left Behind legislation is 

“higher expectations” for all students. Children of poverty are faced with daunting challenges of 

the academic curriculum.   They are at-risk of school failure due to language barriers, limited 

vocabularies, early literacy experiences, pre-academic concepts, and motivation to learn.  

Children of poverty experience educational disruptions resulting from high mobility rate and 

irregular attendance.  Frequent moves cause disruptions in the educational process. Schools are 

faced with the challenges of tracking the status of high mobility students. It is often difficult to 

meet the criteria for school-wide academic performance levels, using State Standards, when high 

student mobility results in lower participation in state assessments (United States Department of 

Education, 2002).  Parents often choose full-day programs as a way to minimize the number of 
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transitions that kindergarteners experience in a typical day (Housden & Kam, 1992; Johnson, 

1993).  Research (Cryan et.al., 1992) suggests full-day programs offer kindergarteners greater 

benefits academically and socially during the primary years compared to half-day programs. 

Other studies (Larson, 2003; Walston & West, 2004; Weast, 2004) revealed benefits relating 

full-day kindergarten programs, but indicated failure to maintain gains beyond the kindergarten 

year.  Additional studies (Plucker & Zapf, 2005) found that participation in full-day kindergarten 

program produced greater positive outcomes for minority and low-socioeconomic status students 

than non-disadvantaged students.  Effective and appropriate educational instruction and 

intervention are critical in decreasing problems relating to the affects of poverty. 

Children of Poverty Challenged by Standards-based Curriculum 

 Children living in poverty have heard 32 million fewer words by age four than children 

living in professional families. One in five children under the age of five live in poverty in 

America (National Center for Family Literacy, 2006).   Poverty is more prevalent in the United 

States than for those in other industrialized nations.  Thirteen million children lack minimal 

resources essential to support normal growth and development (Ramey & Ramey, 1990).       

Universal free education, beginning in kindergarten has been the nation’s cornerstone to help to 

establish equality of opportunity. Providing full-day kindergarten programs to children of 

poverty may provide a bridge abating the academic gap that exists between indigent children and 

their counterparts. While there is increasing evidence that a child’s early years of development 

are vital in determining his subsequent educational opportunities, the nation is now considering 

education in the early childhood years as enhancing the well-being and future contributions of 

children whose lives are handicapped by environmental poverty (Ramey & Ramey, 1990).    

Early Intervention Programs and School Success 
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 Research, (Lazar, Darlington, Murray, Royce and Snipper, 1982; Hubbell,1983), 

evidencing the long-term effectiveness of high quality early childhood education as an 

improvement to the lives of low-income children and their families, became an important tool for 

enhancing the quality of life for the community and a payoff for society.  Specifically, the Perry 

Project (Berreuta-Clement, Schweinhart, Barnett, Epstein & Weikart, 1984) explored the long-

term effects of 123 black youth, from families of low socioeconomic status, and those who were 

at risk of school failure, on the participation or nonparticipation of  high quality early childhood 

programs. Children were divided randomly into two groups, an experimental group receiving a 

high quality early intervention program and a control group receiving no early intervention 

program. Information was collected annually from students during the ages 3 to 11 and again at 

ages 14, 15 and 19— assessing family demographics, child abilities, attitudes, and scholastic 

accomplishments; and involvement in delinquent and criminal behavior, use of welfare 

assistance, and employment (Berreuta-Clement et. al., 1984, p.1).  Studies reported findings 

throughout the end of early intervention year (Weikart , Bond & McNeil, 1978), through fourth 

grade (Weikart et al.,1978), through age 15 (Schweinhart & Weikart, 1980), and through age 19 

(Berrueta-Clement et. al.,1984.) Results of these studies indicated the following beneficial 

effects of preschool: (1) an improvement of cognitive performance during early childhood, (2) an 

improvement of scholastic placement and achievement during school years, (3) a decrease rate in 

delinquency and crime, (4) a decrease use of welfare assistance, (5) a decrease rate of incidence 

of teenage pregnancy, (6) an increase rate in high school graduation  and (7) an increase rate in 

the frequency of enrollment in postsecondary employment (Berrueta-Clement, et. al.,1984, p.1).  

 The age 19 study, evidenced rates of employment and participation in college or 

vocational training for students attending preschool as nearly doubling those who did not attend 
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preschool.  Other long-term benefits  included a decrease rate of teenage pregnancy (including 

live births), and reduced rates of detention, arrest, and high school dropouts by 20 percentage 

points for participants in the preschool programs compared with non participatory students.   

Also, the percentage of years spent in special education classes were shown to be slightly half for 

students attending preschool. Functional competency performance scored on tests favored 

students attending preschool as well (Berreuta-Clement et. al., 1984).  Implications of these 

findings are enormous and yield positive results in cost benefits to the participants, their families, 

and the community over a lifetime, estimating its value to be seven times the cost of one year in 

an early intervention program. 

Title I Kindergarten Programs and Achievement 

 Research studies (Cryan et al, 1992; Holmes &McConnell, 1990; Karweit, 1992) 

indicated academic gains were produced in the first years, supporting the value developmentally 

appropriate full-day kindergarten programs. Stinard (1982), in review of 10 studies, indicated 

strong academic advantages that sustained a year later for students who participated in full-day  

kindergarten programs. Other studies (Berrueta-Clement et al., 1984; Lazar et. al, 1982) 

examined the affects of early education all children and then examined the effects of early 

education intervention on economically disadvantaged children. Variations in the quality of care 

appear to determine the impact of care.  High-quality care has been associated with better 

cognitive results (Phillips, McCartney, Scarr, 1987; Zaslow, 1991; Barnett & Boocock, 1998).   

 Research on interventions for disadvantaged children has emphasized the potential for 

positive effects on cognitive development, using both intelligence testing (IQ) and standardized 

achievement tests.  Intelligence testing is used to measure gains in the child’s potential to 

perform in the classroom, and the achievement tests measured actual classroom performance.  
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The quality of the child care appears to be the import ant determinant in the impact of child 

care.  Intervention research (White & Castro, 1985; Barnett & Boocock, 1998) reports that 

programs designed for disadvantaged children, including public programs can produce an 

immediate effect in IQ and in achievement scores (0.5 standard deviations in achievement 

scores, equivalent to about 8 IQ points (Barnett & Boocock, 1998).  Socioemotional outcomes 

such as self-esteem, academic motivation and social behavior were less prominent in affecting 

IQ (White & Castro, 1985; Barnett & Boocock, 1998).  Research (as cited in Barnett & Boocock 

1998) found some programs to produce sizable gains for IQ, such as achievement, grade 

retention, and special education placement persisting into the school years. 

 The Carolina Abecedarian Study randomly assigned children (N=57) to three conditions;  

a high quality, full-day year-round early childhood education program with home visits for 

parent education short after the birth to age five, home visits alone, and a control group ( 

Roberts, Robinowitch, Bryant, Burchinal, Koch & Ramey 1989; Wasik, Ramey, Bryant & 

Sparling, 1990).  Children at the age of five in the Early Education Programs plus home visits 

had higher IQs and better language skills without increases in reading scores than the other two 

groups that participated in the community child care. No effects were found on parenting 

(Roberts, et.al. 1989; Wasik, et.al. 1990).   

 While there is a preponderance of evidence of the short-term and long-term benefits of 

high quality early intervention programs on socio-economically disadvantaged children prior 

school-age (Berrueta-Clement et al., 1984; Lazar et. al, 1982; Weikart et al.,1978; Schweinhart 

& Weikart, 1980), few studies have yielded the same results when early intervention begins in 

kindergarten.   As a growing number of full-day kindergarten programs have increased over the 

years, an interest in effect of academic achievement continues be prevalent.  A growing body of 
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research documents reveals short-term benefits of full-day kindergarten for impoverished 

children (Larson, 2003; Walston & West, 2004; Weast, 2004). However, few studies have shown 

the benefits of full-day kindergarten beyond the first grade, particularly academic gains on 

standardized tests.  Most of the research addressing students’ academic performance is limited to 

the kindergarten and first grade years. There are very few studies that have compared long-term 

academic gains of full-day kindergarten to half-day kindergarten peers through Grade 4, but 

factors of poverty were not examined to know if the gains attributed to full-day programs have 

offset the negative effects of poverty.  A longitudinal study of elementary students in 

Philadelphia through Grade 4 (Del Gaudio, Weiss & Offenberg, n.d), indicated that students in 

full-day kindergarten earned higher marks on reports and outperformed their peers on 

standardized test for reading, math and science during grade 3.  An Indiana charter school study, 

conducted during the 2003-04 school year,  examined the cost-benefit analysis of full-day 

kindergarten programs and similar studies (Plucker, Eaton, Rapp, Lim, Nowak  Hansen, & 

Bartleson, 2004; Weast, 2004) examined the closing of the achievement gap for disadvantaged 

children who attended full-day kindergarten programs through Grades 1-2.  More research is 

needed in comparing full-day and half-day kindergarten programs and its effect on academic 

achievement on state standardized tests for disadvantaged children to determine if an abatement 

of the achievement gap can occur to offset the negative effects of poverty on achievement. 

 

Method 

 Achievement tests are commonly used in early intervention studies for longitudinal 

research. The instrument used in this study was the Indiana Statewide Testing for Educational 

Progress (ISTEP+), published by CTB/ McGraw-Hill.  This state standardized test was given to 
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third grade students for English/ Language Arts and Mathematics. The purpose of the ISTEP+ 

is twofold. First, it was intended to compare the achievement of students participating in full-day 

and half-day kindergarten to the achievement of students on a national basis.  Second, it  

is intended to diagnose individual student knowledge relative to the Indiana State Academic 

Standards for English/Language Arts and Mathematics. The usefulness of the ISTEP+ is based 

on its reliability.  The test is considered reliable when the student is given the test to measure the 

observed score with the true score.  The ISTEP+ Program Manual (Indiana Department of 

Education, 1999-2000) reports that the criterion-referenced component tests critical knowledge, 

identified by the Indiana State Board of Education as academic standards, and corresponds to the 

English/Language arts and mathematics proficiency guides of the Indiana curriculum.  

 A multiple-linear regression study was used to compare achievement scores to poverty, 

full-day kindergarten programs and half-day kindergarten programs.  To test this hypothesis, a 

data set was created to represent all kindergarten students living at the poverty level over a three 

year period.  Students were divided into two groups, those who experienced full-day 

kindergarten, and those who experienced half-day kindergarten.  Scores were calculated to obtain 

an average score for each content area (English/ Language Arts and Mathematics.  The number 

of points attributed to the effect of poverty was subtracted from the average score for 

English/Language Arts and Math.  The effects of full-day kindergarten program were also 

calculated.  The structure and content of the 1999 version of the ISTEP+ for grade three 

consisted of a single Basic Skills Assessment booklet which includes the following: 

 (1) The Criterion-Referenced Test (CRT) containing multiple-choice questions, 

(2) the Norm-Referenced Test (NRT) , allowing comparisons of Indiana student 

achievement with national norms, and  
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(3)  the Test of Cognitive Skills and the Applied Skills Assessment (four subtests) 

containing short answer or essay questions allowing arithmetic and mathematical 

problems (Indiana Department of Education, 2000-2001).  

The multiple choice portion of the ISTEP+ is machine scored by CTB/McGraw-Hill 

(Indiana Department of Education, 2000-2001).  Nationally norm-referenced scores are 

separate and distinct, having no direct relationship with criterion referenced scores. 

Participants.  A total of 1,411 students from a large urban mid-western school district 

participated in a 3-year cohort study.  Four thousand four hundred and eleven kindergarten 

participated in a 3-cohort 3 year school-year (1999-2000; 2000-2001; 2001-02). Students were 

divided into two groups of kindergarteners (full-day program and half-day program). Students 

were assigned a number (0,1) relative to poverty.  A potential confounding factor such as 

mobility was not accounted for in the study design.  All students were instructed with state 

standards-based curriculum with credentialed teachers in a large urban public school in Indiana. 

Each school-year students were assigned to a kindergarten cohort (1999-2000; 2000-2001; 2001-

2002) to assess longitudinal data.  Cohort groups data was examined through Grade 3. 

Achievement.  Achievement scores of third grade students measured by the state standardized test 

for English/Language Arts and Mathematics. A review of the literature indicates that 

achievement test data is obtained most commonly by standardized tests routinely administered 

by schools (Barnett and Boocock 1998). This strategy provides data at a low cost, but it has 

unfortunate consequences.  First, testing administered by teachers for entire classes instead of 

using trained testing specialists may show a lack of quality and uniformity in test results. Second, 

the possibility of lost data exists because tests vary from school to school and year to year.  

Third, students who are at risk of grade retention may not be tested with their peer age group and 
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many schools do not test students who receive special education services.  Fourth, relying on 

school-administered tests may reflect scores with lower reliability due to smaller sample sizes. 

While intelligence tests are used to measure children’s learning behavior prior to school entrance 

to determine children’s potential progress, achievement tests are used to compare the extent of 

similarity in achievement scores of children with other children of the same school-age cohort 

(Barnett and Boocock 1998). This information helps to gauge students’ performance and 

progress toward achievement growth in acquiring knowledge from the school curriculum 

Predictor Variable 

 Poverty factor. 

 1, Participation in Title I kindergarten programs (0, 1).   

 Program factor. 

 1.  Participation in full-day kindergarten (0,1) .  

Quantitative Study 

Multiple linear Regression 

Y1 (state standardized scores) =intercept + x 1 (poverty level) + x 2 (full-day kindergarten) + 

error 

Intercept= the point where the X crosses the Y axis 

x1x2= parameter estimates for poverty and full-day kindergarten, respectively. 

Table 1 

 Effects of Poverty and Full-day Kindergarten on State Standardized Test in 3rdGrade 
______________________________________________________________________________ 
Subject Average Score Intercept Score Effect of              Effect of 
   Poverty   Full-Day Kindergarten 

  
English/Language 
Arts 

421.89 420 -22.6 +18.6 
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Math 433.05 425 -23.2 +25.1 

Note.  Average score for each test and the calculated effects for students of poverty.   

The average scores were reduced by subtracting the amount of points attributing to the effect on 

poverty (-22.6 English/ Language Arts and -23.2 Math).  The effect of poverty reduces scores in 

both content areas, but points were gained on both tests for the participation of full-day 

kindergarten programs.  The gains produced for full-day kindergarten almost equaled the number 

of points deducted for the effect of poverty. 

Design and Procedure. 

 A multiple linear regression was used in this study.  First, all predictor variables (poverty 

factor and program factor) were tested to determine if combined factors account for a significant 

amount of variance in predicting the criterion variable (achievement as measured by the ISTEP + 

battery scores for English/Language Arts and Mathematics of third grade students.  Second, the 

poverty factor (participation in Title I kindergarten) was tested to determine if poverty accounted 

for a significant amount of variance in predicting the criterion variable.  Third, the program 

factor (participation in full-day kindergarten was tested to determine if full-day kindergarten 

participation accounted for a significant amount of variance in predicting the criterion variable.  

Scoring 

 Recall data.  The 1999-2002 ISTEP+ test results were obtained for research by the Fort 

Wayne Community Schools’ Planning Assessment department.  Data were downloaded into an 

electronic file where they were subjected to analysis using Minitab software.  The data were 

grouped by identifying school numbers.  Each student was assigned to a four-digit identification 

school number (ID) instead of the typical student ID used to identify students.  The following 

data were included for teach third grade student:  ISTEP + norm-referenced test scores, current 
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school number, identification number, participation in full-day kindergarten, participation in 

Title I kindergarten programs, grade during the 2001-2002 school year, school attended during 

the 2001-2002 school year, grade during the 2000-2001 school year, school attended during the 

2000-2001 school year, grade during the 1999-2000 school year, school attended during the  

1999-2000 school year, and grade during the 1999-2000 school year. Students who did not 

participate in the ISTEP+ testing during the 199-2002 school year for any reason were not 

included in the study.  

 A multiple linear regression was used in this study to analyze the variance in the 

prediction of participants in full-day kindergarten programs from the criterion variable 

(achievement measured by the ISTEP+ English/Language Arts and Mathematics scores of third 

grade students in a large urban public school district in Indiana while controlling for multiple 

predictor variables (poverty factor and program factor).  This method of analysis identifies the 

variables contributing significantly to the prediction of the dependent variable.  A multiple 

regression was selected over the traditional analysis of variance because of its flexibility in 

testing the relationship between categorical variables, continuous variables and categorical and 

continuous variables (Newman & Newman, 1977). 

 The multiple regression analysis is used in designs consisting of a single dependent 

variable and two or more independent variables (Pedhazur, 1973).  A multiple linear regression 

allows the researcher to analyze the variance in the criterion dependent variable while controlling 

for two or more sets of multiple predictor independent variables.   

 Participants in this study is N= 1,411.  The p level, indicating the significance in this 

experimental design, was set a <.05.  Since this is an ex post facto study, students were not 

harmed in any way.  Using a p level of <.05 in this study is a generally accepted practice of this 
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type (Pedhazur, 1982).  The F test, a very robust statistical measure, was used to test the 

statistical significance of the proposed relationships in the hypotheses.   

  A one-tailed test was used to test the relationships of the variables because of the 

direction of the correlation was assumed to be positive.  The ISTEP+ scores should be positively 

influenced by participation in full-day kindergarten programs.  Similarly, the absence of poverty 

reflects a positive correlation with participation in full-day kindergarten. The 0.05 level of 

significance was used since the consequences of rejecting the directional null (and making type 1 

error) were not serious enough to warrant a more stringent confidence level  

Discussion 
 

This study resulted in a significant difference in the test scores for both Language Arts 

and Mathematics for students of poverty who participated in the full-day kindergarten programs 

compared to their peers who participated in the half-day program.  Students scored 15-25 points 

higher than the students of poverty that participated in half-day kindergarten programs.  The 

amount of significance indicated was equal to the amount of difference that the poverty indicator 

affected the level of achievement.  These results indicated that not only a closing of the 

achievement gap existing between children and poverty and their counterparts had occurred, but 

the effects of poverty were offset by the participation in full-day kindergarten. Many research 

studies have compared the biological (nature) effects of students on achievement versus the 

environmental (nurture) effects of students on achievement.  Few studies have shown that the 

disadvantages that occur from environmental factors (nurture) can be abated long-term in 

academic achievement due to full-day kindergarten programs.  More research needed regarding 

the effect of full-day kindergarten on achievement for disadvantaged children due to the effects 

of poverty, race and English Language Learners. 
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Implications 
 

 Factors that affect achievement scores of students participating in full-day kindergarten 

programs have not been studied in literature extensively.  There is an abundance of literature on 

the topic of early education programs and their effect on intelligence testing cores of students.  

Kagan (1990), Bruner (1960), and others demonstrated that children knew more information than 

educators ever realized and the learning could take place during the early years.  Bruner 

interpreted these findings by placing an emphasis on teaching subjects in the early grades in 

order to get children ready to read as soon as possible instead of waiting for the magical mental  

age (Bruner, 1960). Bloom (1964) concluded that the majority of human intellectual 

development takes place before the age of five, with 50% of the intelligence measured at the age 

of 17 already  is developed by age four (Bloom, 1964, p.88).  Nash (1977) theorized that the first 

few years of life are critical periods, “windows of opportunity”, when the brain demands certain 

types of input in order to create or stabilize certain long-lasting structures.  The window for 

developing language and acquiring syntax was closed as early as five or six years of age, while 

the windows for adding new words may never close (p. 51).  Hunt (1961) and Piaget (1970) also 

emphasized the quality encounters with the environment during the early years could increase 

the level of intellectual capacity in adult years. However, few studies regarding early 

intervention begin as late as kindergarten to yield lasting benefits beyond Grade 2. 

    Few studies have addressed full-day kindergarten or half-day kindergarten programs and 

its effect on achievement scores of third grade students in poverty.  Recent research on early 

intervention have indicated short-term benefits for students participating in full-day kindergarten 

programs, but long-term gain were not sustained past the kindergarten year.   It is fully 

documented in the literature that poverty is a significant deterrent to student achievement.  There 
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is much speculation that full-day kindergarten programs will help increase student 

achievement measures for children of poverty.  Efforts can be made to alleviate school 

performance deficits that are result from disadvantaged and impoverished environments by 

providing developmentally appropriate early intervention programs.  These benefits are not 

limited to specific subject areas scores.  The benefits of full-day kindergarten programs are 

indicated by State Standardized Test scores for both Language Arts and Mathematics scores of 

third grade students of poverty. If full-day kindergarten programs can close the achievement gap 

that exists between children impoverished children and their counterparts, more full-day 

kindergarten programs are needed in schools. Issues of funding  and legislation for additional 

funding will be needed to establish  full- day kindergarten programs for children of poverty. 

Additionally, research is recommended to test other factors related to achievement (i.e., other 

assessment tools to measure achievement, curriculum models/approaches; extended-day 

programs and other early learning experiences prior to school entry or after kindergarten 

programs) can be studied.  In addition, longitudinal studies relating to the effect of full-day 

kindergarten on grade retention is needed for students of poverty.  The long-term benefits of full-

day kindergarten may not be exclusively related to cognitive performance, but social competence 

and other factors related to school success. 
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Better Family Life, Inc describes itself as a community development organization that focuses on 
the positive development of the American family.  Its mission is “to plan and establish social, 
cultural, artistic, youth, economic, housing and educational programs that help to promote 
positive and innovative changes within the metropolitan St. Louis and East St. Louis 
communities.” The purpose of this investigation is to observe, review, and evaluate the 
effectiveness of the Community Based Youth Abstinence Education Program. This program 
consists of abstinence education, financial literacy, healthy relationship education, and parental 
involvement.  It has three instructors and targets youth (12-18 years) in three middle and three 
high schools in St. Louis, MO. Methods of evaluation included interviews with selected staff 
members, review of curricular materials, and evaluation of pre- and post- tests of program 
participants. The preliminary results suggest that the program is raising adolescent’s awareness 
of financial literacy, healthy relationships, and abstinence. It seems to be moderately effective in 
the formation of meaningful relationships, goal attainment, and preventing teen pregnancies. A 
recommendation to increase the effectiveness of this program is to expand the program into 
elementary schools. Due to the effectiveness of this program it may serve as a model for other 
community based organizations. 
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1776 University Avenue 
Honolulu, HI 96822  
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Introduction 
The importance of students’ success in algebra is evidenced by the number of 

studies focused on what factors make a difference for children as they move from the 
arithmetic of the elementary years to more formal mathematics courses in secondary 
years. Moses & Cobb (2001) have called algebra the gatekeeper for citizenship, likening 
those who do not have a command of it to those in the Industrial Age who could not read 
and write. The RAND report (2002) highlights the role algebra plays as a language 
system for mathematical ideas and as such, serves as the foundation for all branches of 
mathematics. Until 1989, the study of algebra was mostly left to the purview of high 
school mathematics. The NCTM Curriculum and Evaluation Standards (1989) was one 
of the first documents to include algebraic topics (in the Patterns and Relationships 
standard) for elementary-aged children. Since then, there have been numerous projects 
aimed at addressing algebra in the elementary years (Carpenter & Franke, 2001; 
Carpenter, Franke, & Levi, 2003; Carraher, Brizuela, & Schliemann, 2000; Mason, 1996; 
Shifter, 1999).  
  The transition from arithmetic taught in elementary school to the algebraic 
thinking required for higher mathematics is a difficult one for students (Kieran, 1981; 
Williams & Cooper, 2001) and a major focus for research. Key areas in which students’ 
misunderstanding creates difficulty involve the abstractions needed to work with 
operations, use of the equal sign and operational laws, and the concept of variable. For 
example, students’ early experiences with the equal sign often leads them to view it as an 
indicator to ‘do something’ rather than as a representation of a relationship. Too often 
they carry this misconception with them to secondary school and beyond (Kieran, 1981). 
Similarly, students’ experience with variables prior to their formal study of algebra may 
impact the development of their algebraic reasoning. In their study of sixth- and seventh-
graders’ conceptions of variable, Weinberg, Stephens, McNeil, Krill, Knuth, & Alibali 
(2004) found sixth-grade students exhibited a wide range of responses to questions 
involving variables, with frequent misconceptions. One way students mistakenly think 
about a variable is that it must represent only a single-digit number, thus creating a one-
to-one correspondence between the number of digits and the number of letters. Students’ 
experience with arithmetic representations of verbal text often creates confusion in using 
algebraic notation to represent verbal text. For example, “Five more than 20” expressed 
as 25 may lead students to represent “10 more than h” as 10h (Weinberg, et al., 2004).  
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Measure Up Program 
 The research reported here is part of Measure Up (MU), a research and 
development project currently underway at the Curriculum Research & Development 
Group University Laboratory School of the University of Hawai�i. The aims of the 
project are: (1) to create a researched-based mathematics curriculum that is 
developmentally appropriate for children in grades 1 to 5 and (2) to assess the impact of 
that mathematics curriculum in promoting algebraic reasoning on students’ later 
encounters with more formal algebra courses. The MU program is built on a theoretical 
framework connecting instruction and cognitive development proposed by D. B. Elkonin 
and V. V. Davydov (1966). Their research demonstrated that children, from the early 
grades, could engage in algebraic reasoning by solving problems involving quantitative 
relationships.  
 Rather than begin with counting discrete objects, number recognition and simple 
computations as traditional programs do, children in MU start their mathematics learning 
by exploring relationships of generalized quantities. They work with the measurable 
attributes of real objects (length, area, volume and mass) making comparisons that enable 
them to build a basic understanding of equality and non-equality and their properties. 
These comparisons can be described without using numbers—shorter, longer, heavier, 
lighter, more than, less than, and equal to—and represented with relational statements, 
like G > L, that use letters to represent the quantities being compared. If they are 
comparing the lengths of two objects, students read the statement G > L as, “length G is 
less than length L.” Conversely, they also know that L < G. First-grade students can read 
and write these relational statements using letters and understand what they mean, 
because the statements describe the results of physical actions that the children 
themselves have performed in the comparison process.  
 In subsequent experiences, letters representing quantities lead to the 
introduction of number. In MU, number is the expression of the relation between a 
chosen unit and a larger quantity. Children use letters in a variety of statements to 
represent the results of measuring a given quantity with a chosen unit. The following all 
express that when quantity B is measured using unit E the result is 4.  
 

 B

E
 = 4  4E = B   E          B 

 
 These first uses of letters express generalized rather than specific quantities, but 
they do not represent either a single unknown (number) or generalized numbers. With 
number lines children begin to work with variables. Their experience with length helps 
them to use the number line in a way that has a deeper meaning for them. For example, 
the comparison of 7 and 3 is thought of as comparing the number of length units each is 
from 0. Since 7 is a greater distance from 0 than 3, 7 > 3. This contextual background, 
enables children to make generalizations even if specific numbers are not used. If any 
point is selected on the number line, let’s call it n, then n + 1 would be found one unit to 
the right. If n is any point on the number line, then n – 2 would be found two units to the 
left of n. Students use expressions with variables to compare two quantities, for example, 
n + 3 and n – 1, without knowing specifically what n represents. In this case, students 

4 
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would think n + 3 > n – 1 because n + 3 would be further from 0, than n – 1, provided n is 
greater than or equal to 0. 
 When solving worded problems, MU students’ experience with variables helps 
them choose an equation to represent the problem situation. Consider the following 
problem: 

 
Micah needs to read 13 books to get his scout reading badge. So far he’s read 8 
books. How many more books does Micah need to read? 
 

To solve this problem, MU students may first write a fact team, a set of four equations, 
either two addition and two subtraction or two multiplication and two division, in which 
the terms representing the whole and the parts are the same.  
For example, using 13 as the whole and 8 and x as the parts, we can make an 
addition/subtraction fact team: 

 a) 13 = 8 + x 
 b) 13 = x + 8 
 c) 13 – x = 8 
 d) 13 – 8 = x 
 
Any of the four equations will lead to a solution. However, students will usually choose 
the equation that matches their preferred method for solving the problem. For example, 
students who prefer to add up, might choose equation a or b. Students who usually 
subtract to find the missing part, would most likely choose equation d but might also 
choose equation c. 
 While in the above worded problem the variable represents a single unknown, 
some worded problems use variables as generalized unknowns (Küchemann, 1978). In 
the following problem students must operate on the variables without any notion of what 
numbers they might represent. 

 
Jason has v mass units of rice. Jon has k mass units less than Jason. How many 
mass units of rice do Jon and Jason have together? 
 

 This emphasis on the structure of mathematics through measurement and algebra 
should build a foundation in grades 1 to 5 that leads to students being better prepared to 
deal with the level of generalization demanded by a study of formal algebra.  
 
Method  
Instrument 
 The students were given the Chelsea Diagnostic Mathematics Test: Algebra 
(CDMT1) (Hart, Brown, Kerslake, Küchemann & Ruddock, 1985), designed to assess 
students’ readiness for learning formal algebraic concepts by focusing on their 
understanding of variable. The two criteria used in designing the assessment were the 
structural complexity of the items and the meaning that can be given to the letter 
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representations. Levels of difficulty are assigned to each problem and used in 
determining students’ readiness to study algebra. At levels 1 and 2 students may be 
capable of using letters with assigned values or as objects but not as specific unknowns, 
whereas at levels 3 and 4 students are able to use letters as specific unknowns. The within 
pair differences of the levels is the complexity of the problem structure. The following 
are examples from the range of assessment items on the CDMT1: 
 

 
Level 1: 
5. a.  If a + b = 43 

then a + b + 2 = _______.  
 
Level 4: 
17. b. When are the following true – always, never, or sometimes? 

Underline the correct answer. 
L + M + N = L + P + N       Always     Never     Sometimes (when), ______ 

 
 

(Hart, et. al, 1985, p. 106 &109) 
 

Although the CDMT1 was developed with 13–15 year olds who typically had 
more mathematics instruction than the 10–11 year olds in our study, we believed the test 
would still be a valid measure of how students interpret the use of letter representations.  
 
Participants 

Fifth- and sixth- grade students at the University Laboratory School (ULS) were 
part of the study. They are representative of the larger student population in the state, 
including students identified as having special needs. At ULS, for example, student 
achievement levels range from the 5th to 99th percentile, with students from low to high 
socio-economic status and ethnicities including, but not limited to, Native Hawaiian, 
Pacific Islanders, African-American, Asian, Hispanic, and Caucasian. Students at ULS 
are chosen through a stratified random sampling method based on achievement (where 
applicable), ethnicity, and SES. The school population is a stable one, making 
longitudinal studies possible.  

The CDMT1 was administered at a time when the fifth-grade students were in 
their last year of MU. Nine of them had been in MU since grade 1 and one student was 
newly admitted in grade 5.The sixth graders, nine of who had had MU in grades 1–5, had 
begun a middle school mathematics program (Reshaping Mathematics for 
Understanding) that emphasizes motion geometry and the NCTM Principles and 
Standards for School Mathematics (2000). There were 19 MU students and 41 students 
without any MU learning experience, N = 60. Approximately half of the sample was 
female. 
 
Variables 

The dependent variable is the level of achievement on the CDMT1 (scores were 
measured by levels 1–4) and the primary independent variable of interest is MU program 
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experience, measured by the number of years a student had been in the program. Other 
independent variables in the analysis are previous Stanford Achievement Test 9 
mathematics and verbal scores, as reported on the Hawaii State Assessment, grade level, 
social economic status (SES), and gender. The data was retrieved from the school 
admission school files. SES codes were based on parents’ education level and occupation, 
as reported on the student’s school application form, and determined by the school 
administration. SES and gender were treated as categorical variables (1=male, 0=female). 

 
Analysis and results 

A multiple regression model building technique was used. The maximum R2 

improvement (MAX–R) technique selects the variables with the most explanatory power 
and includes them first. Thus in Step 1 the model was built with the one variable with the 
highest R2 and in Step 2 it used the top two variables. 
 Step 1 of the regression model building process selected the MU variable as the 
best 1-variable model found, R2 = 0.14, F (1, 58) = 9.42, p = .0033. Step 2 selected the 
MU and SAT-9 math score variables as the best 2-variable model found, R2 = 0.26, F(2, 
57) = 10.02, p < .0002, with both variables significant at p < 0.001. 

Prior to the taking the CDMT1, the group who had no MU experience had higher 
mean scores on the SAT 9 measures than the MU students, however, the   
MU students had a higher mean score on the CDMT1 (Table 1). 
 

Table 1: Means and standard deviations of variables 

 
No MU 

experience, N=41 
MU students, 

N=19 
Mean SAT9-math (SD) 7.0 (1.4) 6.4 (1.3) 
Mean SAT9-verbal (SD) 6.7 (1.5) 5.6 (1.4) 
Mean CDMT1 level (SD) 1.1 (0.5) 1.6 (0.8) 

 
 In a post-hoc analysis, gender, grade level, and SAT 9-verbal scores were 
controlled for and MU experience was tested for its explanatory power of achievement on 
the CDMT1. The results verified a significant positive MU effect. Gender, grade level 
and SAT 9-verbal produced R2 = 0.05, F (3, 56) = 1.07, p = 0.37 whereas the same three 
variables with in addition of the MU variable produced R2 = 0.20, F (4, 55) = 3.4, p = 
.00148. The inclusion of the MU variable created a significant model that gave a better 
prediction of achievement on the CDMT1. 

 
Discussion 

Although the sample size was relatively small, this analysis indicates the potential 
the MU mathematics program could have on students’ ability to work with variables. 
Measure Up mathematics seems to provide students with better preparation for 
understanding representations of mathematical generalizations and to begin a study of 
algebra I concepts.  

In further analysis of the results, a sub-set of items was identified where MU 
students were found to have performed disproportionately better than students who had 
not had MU experience, regardless of grade level. All of these items were at level 2 or 
above in difficulty, and the ratio of MU students who got the item correct to the total 
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number of students who got the item correct ranged from .58 to .89. This additional 
finding is important to us as curriculum researchers and has led to efforts to trace 
explanatory paths between the mathematics content of these Chelsea test items and the 
MU curriculum.  

Qualitative data collected over the six years of the project suggested children’s 
strong understanding of algebraic concepts. Evidence for this comes from classroom 
observations and interviews with students. These quantitative findings corroborate the 
previous results. 
 A limitation of the study is the small sample size. We plan to repeat the 
administration of the CDMT1 in the fall of 2007 and collect more data for use in future 
analyses. We are also expanding the study by using alternate forms of assessment and by 
continuing to track the progress of the MU students as they progress through the middle 
school program and enter an algebra I program.  
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Abstract 

Some clinicians suggest drawing is a way to reveal emotions and attitudes that are 

otherwise difficult to express. This exploratory research study included 134 at-risk 

adolescents of First Nation, Caucasian, Metis, and Inuit ethnicities, some with 

developmental disabilities (e.g., Fetal Alcohol Spectrum Disorder, Mental Retardation); 

and. explored, among other factors, the use of family drawings to differentiate among 

attachment representations. Based on findings from previous research studies (Fury et al., 

1997; Grossmann & Grossmann, 1991; Kaplan & Main, 1986; Madigan et al., 2003; 

Pianta & Longmaid, 1999), the Family Drawing Attachment Rating Form (FDARF) was 

developed for this study to differentiate among the four attachment representations, based 

on rescoring family drawings. Corollary findings and strong inter-rater agreement 

provided preliminary support for the validity and reliability of the FDARF to differentiate 

among attachment representations. Analysis of the family drawings provided further 

understanding of the internal working models held by at-risk adolescents related to the 

four attachment representations. This workshop includes an overview of attachment 

theory (Bowlby, 1968), a description of each of the four attachment patterns that have 
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thus far been identified, and analysis of family drawings created by the at-risk 

adolescents in this study based on the four attachment patterns. 
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The Educational Values from Stand and Deliver 

Movies, soap operas, video games, music, and so on are called popular culture. 

In “Popular Culture and Democratic Practice”, Dolby described that popular culture 

could have a large influence on social change, depending on how individual receives 

it, interprets it, and interacts with it (Dolby, p.1-2). I agree with Dolby’s idea 

regarding popular culture. Take myself as an example. Every time I see a movie 

related to the school/classroom settings, it always touches my heart and leads me to 

re-think ideas. What could I do, as a teacher, to promote students’ motivation and 

engagement in learning new knowledge? What kinds of teaching strategies would 

increase students’ deeper understanding and academic performance? What kinds of 

teacher should I be in order to benefit my students learning? What kinds of leadership 

should school administrators provide for teachers and students? I ask myself such 

questions whenever I watch this kind of movie. Sometime I could find answers from 

the movie. In other words, after receiving the messages from movies related to 

educational settings, I would give them new interpretations in terms of my teaching 

and try to apply them in my own classrooms. 

One of my favorite movies, Stand and Deliver, influences my thinking by 

helping me reflect on myself as a teacher. Many educational issues are addressed in 

this movie. I strongly recommend teachers, school administrators, and parents should 

spend their time to watch this movie. I watched this movie several times, and each 

time I received different educational ideas from it. Generally speaking, there are two 

main educational values conveyed --- being a passionate teacher and the call for 

ethical leadership from school leaders. But first, let me briefly the main idea of the 

movie, Stand and Deliver.  
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Introduce the movie Stand and Deliver 

 The movie is based on a true story and is about a teacher, Jaime Escalante, and 

his class of high school math students who grown up in a bad neighborhood and who 

all have dismal outlooks for the future. Jaime Escalante refuses to give up on students 

that everyone else in the system has given up on. Instead, he is a passionate teacher 

who goes above and beyond what we normally ask of classroom teacher. Jaime 

Escalante is determined to teach these kids calculus. He refuses to write off his 

students as losers. He invites, jokes, teases, encourages, and challenges his students 

into thinking. Finally, Jaime Escalante not only has them succeed the National 

Advanced Placement Calculus Exam, bus also he inspires them to improve the rest of 

their lives.  

 

Being a Passionate Teacher 

Being a passionate teacher is one of the main educational values communicated 

in the movie, Stand and Deliver. At the beginning of the movie, Stand and Deliver, 

viewers can obviously tell that the students do not want to learn at the school. In the 

scene” Math 1A”, some of the students chew the gums, other students draw on the 

blackboard, a girl sits on a boy’s leg, and so on. These behaviors showed that the 

students have very little interests in academic subjects. Why do these students find so 

little in the curriculum? Why doesn’t it attract, retain, and excite their learning 

interests and passion? Why do these students exhibit so little intellectual vitality and 

motivation? What’s wrong with these students? It is true that actual students spend the 

largest portion of their waking hours in classrooms, but they rarely enjoy this time or 

find meaning in their academics.  

Nothing may be wrong with the students, but teachers may fall short. I believe a 

teacher could make a big difference at students’ learning. The movie, Stand and 
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Deliver, supports this belief. Why do the students in this movie finally become willing 

to learn math (calculus) even spending their extra time during the hot summer in an 

abandoned classroom without air-conditioner? What changed these students’ attitudes 

from rejecting learning at the school to preparing for National Advanced Placement 

Calculus Exam? The answer --- Jaime Escalante is a Passionate Teacher.  

What is a passion teacher? In this section, I will give further describe the 

passionate teacher by using specific scenes as examples. I will also reflect on what I 

have learned from the movie. 

 Passionate teachers provide caring 

In the scene “What’s best for Ana,” one of Escalante’s students, Ana, is working 

as a waitress in her family’s Mexican restaurant. One day, Ana tells Escalante and the 

rest of the class with reluctant facial expressions that she is leaving school to devote 

herself to the family business. Escalante thinks that it is not right decision for Ana to 

leave. In his opinion, he thinks that Ana is a smart girl, and she might be the first one 

in her family to go to college. Therefore, Escalante goes to the restaurant for dinner 

with his wife, both to eat and to convince Ana’s father that Ana should be focusing her 

efforts on school rather than work. The father does not share Escalante’s concerns for 

Ana’s future; instead, the father sees a more traditional future for his daughter, getting 

married and having children. However, Escalante’s efforts do make a difference with 

Ana, who finally returns to school.   

The meaning of this scene shows that Escalante cares about his students a lot not 

only academically but also emotionally, much like a parent cares about his child. 

Throughout the movie, I sense that Escalante is not just a teacher who simply gives 

lessons in class, checks homework, makes tests, and does the grading. In fact, 

Escalante always puts his students as the first priority; he shows care for his students 

from his bottom of heart. If I were Ana, for example, and there was a teacher who 
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cares about me so much, how could I not be touched and then open my mind to 

engage in learning? In this sense, caring is the foundation in the process of teaching 

and learning.   

This caring can take many forms. Being a willing listener is one of the most 

important; this is one implication of the film --- passionate teachers provide caring. 

What I will do in the future as a teacher or a professor (if possible) is that I will let my 

students know that they may come to my office anytime if they are having any 

problems, questions, or realizations, whether school-related or not. I would serve as 

someone they can talk with, and let my students sense that I truly care about them not 

only academically but also emotionally. I hope that I could become a passionate 

teacher who creates a caring, safe, and respect learning environment for my students. 

As long as students feel caring, safe, and respect enough, they would be willing to 

learn and explore (Lawrence-Lightfoot, p.93).  

 Passionate teachers are connectors 

In “Tough guys deep-fry chicken”, Escalante tries to teach a math concept on 

positive and negative numbers. He uses examples of a simple action on the beach to 

teach this math concept. Escalante said, “Have you ever been to the beach? Have you 

ever played with the sand? Have you ever dug a hole in the sand? The sand comes out 

the hole, and that is positive; the hole is negative.” Escalante forces a student to “fill 

the hole” to do the calculation, and then quickly turns around to praise the students for 

their genuine mathematical insights.  

What a great teaching strategy to teach math concept on positive and negative 

numbers. As a math teacher, I never thought that digging a hole in the sand would be a 

good example to introduce this math concept. I admire Escalante because he does a 

good job to make a connection for his students between their previous-existing 

knowledge and the new lesson being taught. “Passionate teachers are alive to events 
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both in the classroom and in the world outside school, and they bring those 

perspectives together in their work with students. They are always relating---and 

helping their students relate--- learning with living, inviting students to forge their 

own meaning in the confrontation between life in school and life “’out there in the 

real world’” (Fried, p.27). In sum, Escalante is a passionate teacher who helps 

students to connect their learning to their life.  

In reality, however, only a few teachers are like Escalante. This occurs because 

too many teachers think that their job of teaching is just to transmit the knowledge 

what has been written in the textbooks. I cannot say that they are doing the wrong job, 

but I have to say that they ignored helping students make sense of their world. So, 

how could a teacher become a passionate teacher in terms of being a connector? 

Reflecting on passionate teachers are connectors, I have two suggestions. First, try to 

find out what kind of events or objects or activities interests students most. Then try to 

make use of these interests to make a link to what students are going to learn. 

Students will learn best and most if the information students receive meshes with 

what students are interested in. Second, design lesson appropriately that would let 

students reflect on what they have learned from the class to the real world. 

 Passionate teachers build a learning partnership with students 

In the scene “How many gigolos,” Escalante uses the example of how many girl 

friends boys have to practice the math concept of equations. This strategy may sound 

trivial, or even silly, but Escalante’s use of the student’s street language acknowledges 

their equal relationship. Moreover, his persistent and intense questioning conveys a 

genuine insistence on mathematical thinking together. At first his students laugh, but 

the lesson they learn is real math.   

I sense that Escalante is determined to make his classroom as a place where both 

he and his students work hard at learning. Escalante works hard to treat his students as 
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partners in the process of teaching and learning, not strict teacher-students 

relationship which teachers are always leaders and students are always followers. 

Escalante tries to learn with students, not just teach students; he keeps asking 

questions to make sure the students get better understanding and he respects their 

thinking. Escalante and his students are on the same page; they are together to explore 

new lessons. This leads me to think that every teacher should become a passionate 

teacher, like Escalante, who builds a learning partnership with their students. By 

doing so, students would be more willing to engage in learning. 

Reflecting on the lesson that passionate teachers build a learning partnership 

with students, what I could do in my own teaching in the future is treat my students as 

the learning partners, not followers. I will let my students sense that we are on the 

same page exploring new knowledge. I will create a free-talking learning environment 

to communicate with my students in class. I will use friendly tone to talk while 

teaching; and I will respect what students think during the process of teaching and 

learning, learn with them. In short, I will use their thinking as a tool to teach.  

 

Call for Ethical Leadership from School Leaders 

Another main educational value is ---call for ethical leadership from school 

leaders. That is, school leaders are expected to (1) be responsible as a human being 

and (2) be responsible to their students as learners. Let me explain more in the 

following. 

 Being responsible as a human being 

“As a human being, the leader is responsible for taking a stand with other human 

beings; Feeling responsible as a human being enables school leaders to put themselves 

in another’s shoes, to feel what they feel, to look at situations from their perspective” 

(Starratt, p. 50). In one scene “Shaking up the Math Dept.”, Escalante’s students are 
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looked down on their learning ability by math department chair because their previous 

academic performance. During the regular staff and faculty meeting, Escalante asks 

the math department chair that he wants to teach calculus to his students. The math 

department chair insists that the students are not capable of learning this material. She 

said” Don’t be too ridiculous! Our kids cannot handle calculus“. As a school leader, 

she has failed to ethically treat Escalante’s students as human being. In my opinion, 

the math department chair, as a school leader, should put herself in students’ situations, 

think from students’ perspective, try to find out what the problems students have, and 

solve these problems. That is, she should do her best to find out in what way the 

students will learn best even though these students face some obstacles, such as 

family conditions, language issues or financial problems, instead of saying “No” at 

the beginning. After all, these students are human being; they have right to learn.  

 Being responsible to the students as learners 

“School leaders are responsible to their students as learners. This implies that 

leaders understand that the primary justification for all educational resource allocation 

should be its contribution to the learning of all students“(Starratt, p. 52). In the same 

scene “Shaking up the Math Dept.”, When Escalante addressed that he wants to teach 

calculus, the principal said “Well… We don’t have resources for your kids to learn 

calculus. Our summer classrooms are already reserved for remedial classes.” As a 

school leader, he has failed to ethically treat Escalante’s students as learners. In my 

opinion, an ethical school leader would recognize the limits imposed by schooling but 

always test those limits in order to increase the quality, depth, and richness of the 

learning experience. In other words, even though summer classroom are occupied for 

other students, the principal should still try to find out whether there is any available 

classroom for Escalante’s students instead of giving them an abandoned classroom 

without air-conditioner during the hot summer while they are learning calculus. The 
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principal should equally give the same educational resources for all students in the 

school.   

 

Conclusions 

There are two main educational values I receive most from the movie, Stand and 

Deliver. One main educational value I receive is that being a passionate teacher. In my 

view, the greatest differences in the quality of students learning depends on whether a 

teachers is a passionate teacher--- who always cares about the students both 

academically and emotionally, who always builds the connections between students’ 

previous-existing knowledge and the new lesson being taught, and who always treats 

his students as partners in the process of teaching and learning. The other one is to 

call for ethical leadership from school leaders. That is, school leaders with ethical 

leadership should be responsible as human being. They sympathize with students’ 

situation and make decisions regarding learning by thinking carefully from students’ 

perspectives. Also, school leaders with ethical leadership should be responsible to the 

students as learners. When the school resources are limited, they will say “let’s see 

what’s else we could do” and try to distribute equally educational resources to all 

learners at school instead of doing nothing and distribute most of the educational 

resources to the higher-achieving students. These two educational values look like 

very simple, however, easier said than done. We, as teachers or school leaders, should 

always keep these two educational values in minds.  
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Abstract 
 

In this panel session, instructors and students from several short-term international travel courses at 
Webster University discuss the impact they observed on their own thinking and their personal and 
professional lives. The travel courses included destinations in Europe (such as Austria, France, Holland, 
Switzerland, and Slovakia) and Asia (including China, Thailand, and Hong Kong). Traveling to these 
international locations in these short-term travel courses (5-14 days) was an intense, immersion learning 
experience that had the potential for significant learning and changes in one’s thinking process, self-
concept and world-views.  

 
 
Introduction 
 

“Globetrotting destroys ethnocentricity. It helps you understand and appreciate different cultures. 
Travel changes people. It broadens perspectives and teaches new ways to measure quality of 
life.” 

-- From Rick Steves’ Travel Philosophy (2007) 
 
"Let the world change you... and you can change the world." 
 

— From The Motorcycle Diaries (Salles, 2004)  
 

Educators and travel enthusiasts alike know that international travel can have a have major impact on the 
traveler. Not only could one learn a great deal about a different culture, customs, language or 
philosophy. It can also change one’s ways of thinking, one’s self-concept, or one’s way of viewing the 
world. It can be a transformative experience, personally or professionally.  

In this session, instructors and students reflect on how Webster University’s online + short term 
international travel courses affected their learning, as well as their thought processes, self-concepts and 
world views. The instructors and students on the panel have been involved in Webster University travel 
courses to Vienna, Austria (2005), Geneva, Switzerland (2006), Hong Kong/Shenzhen, China (2006, 
2007); Paris/Vienna (2007), and Vienna/Bratislava, (2007).  

Webster University is an independent, comprehensive university whose home campus is located in St. 
Louis, Missouri (USA). Founded in 1915 as a small private college, Webster has grown into an 
international network of over 100 campuses across the United States, Europe, China and Thailand. 
Currently the University enrolls approximately 22,000 students worldwide who range in age from 
traditional college age students to adult learners, and represent over 100 nationalities.  

International Travel + Online Courses 

Since 2004, Webster University has conducted short-term international travel courses combined with 
online instruction to advance its international mission. The courses are formatted with several weeks 
online, followed by a study tour of one or two weeks to an international destination, and then followed 
by additional weeks online to complete the course. This format enables students who have tight work 
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schedules or family obligations to participate in a study abroad program without spending a full term or 
semester overseas. The online component makes is possible for students located anywhere in the 
Webster network to participate in the course.  

The panel members include three instructors, an expert consultant who facilitated the logistics in one of 
the Hong Kong courses, and three student participants in the travel courses.  Dr. Roy Tamashiro, 
professor of education, has taught short term travel courses on “Culture in the Classroom” (Vienna, 
2005); “Humanitarianism and Internationalism” (Geneva, 2006), “Cinema and Culture” (Hong Kong, 
2006), “Education in China” (Hong Kong/Shenzhen, 2007) and “Globalization” (Vienna/Bratislava, 
2007). Dr. Paula Hanssen, assistant professor of German in the International Languages and Cultures 
Department, has taught courses on “Culture in the Classroom” (Vienna, 2005), and “Cultural Capitols” 
(Vienna, 2004, Paris/Vienna, 2007) and “Globalization” (Vienna/Bratislava, 2007). Dr. Brad G. Scott, 
associate professor of Business and chair of the Business Department, has taught hybrid classes on 
“Finance” (Amsterdam, 2004), and “Humanitarianism and Internationalism” (Geneva, 2006).  Dr. 
Kwok Keung Ho, editor of the journal New Horizons in Education, was a guest lecturer and on-location 
expert consultant for the “Education in China” (Hong Kong component, 2007). Carol-Lynn Petras, a 
doctoral candidate in Educational Technology at Pepperdine University, was a student in the “Culture in 
the Classroom” (Vienna, 2005). Brad Walkenhorst, a special education teacher in St. Louis County, 
participated in two travel courses, “Cinema and Culture” (Hong Kong/Shenzhen,  2006) and “Education 
in China” (Hong Kong/Shenzhen, 2007). Shelby West, a financial analyst at The Boeing Company and 
graduate student in the International Relations program, also participated in two travel courses:  
“Humanitarianism and Internationalism” (Geneva, 2006) and “Globalization” (Vienna/Bratislava, 2007). 

Highpoints of the International Travel Courses 

Some of the highpoints or highlights of the various international travel courses appear to be 
individualistic and experiential for students. They may vary according to the travel destination, course 
content that is emphasized, and previous travel experiences of the student or instructor.  

PETRAS: I did not know other class members beforehand. It was interesting to match online 
personalities with meeting them in person. A sense of trust developed online that I was able to 
plan a separate day trip with Marlene even though I had not worked with her.  
 
The course involved visiting places I would never have done as a tourist. I would not have gone 
to the Freud museum, the crypts, the cemeteries, or the Mauthausen concentration camp. It 
would have been too depressing, sad, and embarrassing for me to do on my own. It was 
presented with such educational value.  

WALKENHORST: On the study trips to Hong Kong and China, the highlights of the course 
were the classroom visits and the visits with the teaching faculty.  It was a great opportunity to 
be able to sit down with colleagues from the other side of the globe and discuss common 
frustrations and effective strategies in education and the profession of teaching.  It was also 
incredible to see education in action in another culture and witness first hand, the similarities 
and differences between our schools in America and schools in Hong Kong and Shenzhen.  
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WEST:  This may seem odd, but one of the highlights for me was to see CNN International here 
(Vienna), which is very different than CNN in the states. For example, I found it interesting that 
they have a full half-hour dedicated to what’s going on in Africa. It appears that Europeans look 
beyond their boarders for what was going on in the rest of the world.  This may have something 
to due with the smallness of countries as compared to the United States however the news had a 
much more global feel that it does at home. 

While in Geneva, the visit to the World Trade Organization (WTO) was extremely valuable to me 
in that we where able to get an inside view of what was truly taking place behind the scenes of 
the stalled Dohua trade negotiations.  The information shared with us is not something you 
would read or hear about in the media. 

In facilitating the school visits in Hong Kong, Ho observed the similar highlights as the students did. 

HO: Teachers and administrators in the Hong Kong schools have frequent foreign visitors. It is 
not an unusual experience to meet with foreign educators, but they enjoyed the opportunity to 
discuss educational issues and share perspectives with the American visitors.  

Highlights described by instructors were about the format, structure or pedagogy of the travel + online 
courses. These structural characteristics may be common across courses, regardless of the travel 
destination.  

SCOTT: The highlight of the trip was the ongoing interaction with the students.  Often in a 
sterile classroom setting, or even online, the instructor develops a limited sense of the students 
because their interaction is prescribed by the class setting and constraints.  This online + travel 
format allows students to develop the readings and initial interactions in the online format.  
Then, when students put faces to the writings (or the opposite of the classroom experience—
where people put writings to the faces) the experience becomes much richer. 

TAMASHIRO: The highlight of these trips for me is to see students from diverse backgrounds, 
i.e. different nationalities, diverse professions or majors such as education, business, or 
international relations, and different levels of experience between graduate students and 
undergraduate students, all working together to solve problems, dealing with cultural 
differences, and learning from each other and from the “foreign” culture. It is an intense, 
challenging experience for all; with what students describe as “eye-opening” learning, and 
“mind-blowing” insights. I myself make exciting, unexpected discoveries about the people, 
culture or organizations we visit.  

Value-Added Benefits 

Travel courses are more expensive in time and money, than the same course taught online or in a face-
to-face classroom. Students and instructors alike find significant value-added benefits to the combined 
online + international travel courses:  
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PETRAS: If the class is only on campus, it is like a National Geographic travelogue. The 
cultural emersion is not possible online or with multimedia in the classroom. You cannot feel it 
or taste it, you are not part of the culture. You could not smell the stench at Mauthausen, or 
experience the cold or feel the intensity of the horror on a video or online. If you only saw the 
video, you could believe the “holocaust as hoax” theory, but being there in person made it real.  

WEST: This is my second international travel course. The visits to the organizations are 
extremely informative.  I have become more of a critical thinker about some of the organizations 
that we have visited first hand. I don’t mean cynical, however. One year ago, I could see myself 
signing up to work for the UN. Now, I am not sure. I think the UN serves a valuable mission, but 
I am concerned that it is just so much politics. I not think there are other NGOs that can do 
greater good.  

 
WALKENHORST:  A part of the travel course that would not have been possible online is the 
cultural experiences.  The sights, sounds and smells of Hong Kong that I experienced could not 
have been re-created as effectively online.  Living outside the tourist area in a residential 
building allowed me to really immerse myself into the daily life of Hong Kong.  I was able to 
walk the streets in the early morning before the markets opened up and meet many different 
business owners and residents. I would not have been able to do this if this were a campus or 
online class.  By being there I saw first-hand how students traveled to school, the neighborhoods, 
the streets and the jobs available to students in Hong Kong.  Other experiences that would not 
have been possible in an on-campus or online course include:  the experience of eating 
Cantonese style,  picking dinner out of the aquariums at a seafood restaurant,  drinking in Wan 
Chai with a Russian,  watching a Filipino rock band that did an incredible Pink Floyd, and 
commuting daily on the Star Ferry or the MTR. 

HO: Students could have actual contact with the pupils and staff, the real experience of the 
atmosphere of the three [Hong Kong] schools and the Hong Kong Institute of Education.   

HANSSEN: The online research helps make the course less teacher-focused, and more learner-
centered. The travel removes the “walls to the classroom.” This has expanded students’ view of 
education and learning. Travel forces students to negotiate their expectations and preconceived 
notions about the way they respond to others and how others respond to them. They’re forced to 
learn new ways of intercultural and interpersonal communication.  

 “Deep Learning” and Life Changing Experiences 

Students in traditional study abroad programs frequently report that the study abroad experience was 
extremely significant, even “life changing.” (Christofi and Thompson, 2007; Dolby, 2004; King and 
Lindsay, 2004) Individual students in Webster University’s hybrid short term travel + online courses are 
reporting similar significant changes, beyond the course content. These include changes in one’s 
thinking process, one’s self-concept, or one’s way of viewing the world. It can be a transformative 
experience, personally or professionally.  

2008 HICE Proceedings 
Page 2007



 6

PETRAS: “The world is flat” is an overused phrase. I continue to realize that we are very 
connected, the cultures are connected. People are people, children are children. The U.S. 
government has one way of approaching problems. The foreign governments have other ways. 
European countries are trying to keep a compassionate view toward the elderly, the 
disenfranchised or poor people. They seem to have a pride and special caring about their 
country.  

As I travel outside the US, I feel very fortunate. I can go to any university, study whatever I want. 
I have a large home (compared to European standards), fresh fruit and vegetables. We don’t 
have the family unity that we had before (compared to Europe). I don’t think Europeans think 
our way of doing things is the best: We are wasteful, we take life too seriously and we have 
unnecessarily big cars. The impact on me is that I realize I assume that this is the best. I realize 
they are right. I don’t need the big car I drive. But I also don’t know how I would live like the 
Europeans.  
 
WALKENHORST:  The trip to Hong Kong and China had an impact on my self-concept.  I have 
always thought that I can make a difference in the world.  But, while in Hong Kong and 
Shenzhen we, the students, were viewed as experts as the Chinese educators strived to learn as 
much from us as we did for them.  I realized that I can move outside the comfort zone I created 
and reach out to others, and be effective.  As this was the first time I was out of the country …  I 
learned that I am even  more capable than I previously thought. This inspired confidence and 
instilled a desire to act upon my dream to travel and work outside the U.S. 
 
WEST: During the trip to Geneva, we visited the headquarters of the International Red Cross, 
Red Crescent (IRIC) and we were shown the immense collection of index cards which were used 
to track the status of POWs during WWI and WWII. The millions of records where laid out as 
part of an exhibit and it was overwhelming to me because it was not just a number you read in a 
text book but it represented something I could touch and walk around.   The visit allowed me to 
approach my mother and discuss a very sensitive subject that I never understood or could 
appreciate before which was that my grandfather who I never met was a German Soldier and a 
POW in a Russian camp during WWII.  Although the IRIC did not have records of German 
soldiers who were POW’s, the experience helped me understand a little better what my mother’s 
family endured.  The visit to the IRIC, provided me with a life changing experience which was 
not something I expected. 
 
From the trip to Vienna, the central suggestion I make is a responsibility I give to myself to take 
something back to our department [International Relations] and make sure that courses like this 
are encouraged more regularly. I just finished an International Organizations class: It was great 
to read and learn about the organizations, but visiting them brings something much more to it.   

HO: With Hong Kong schools frequently hosting foreign visitors, the international dialogue with 
the visitors is familiar. The teachers and administrators already understand the value of the 
seminar-discussions with the visiting U.S. students, and have a structured format for the 
classroom visits and the seminar. They know and expect that these visits and seminars will 
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contribute mutually to the professional development of both the U.S. students and the Hong Kong 
educators.   

HANSSEN: Students begin to think more critically in these courses. One student in the 
Globalization course reported that she has learned to critique and ask questions. Before, she was 
a passive recipient of what was presented to her. Now she has learned to be more active in her 
learning and questioning of what is available. 

I also notice that the students’ self-concept is usually improved. They seem more self-assured, 
especially when they finish their project: They know about another place, they have been there. 
They have something to talk about, something to present. This is not just what they have read in 
a book or seen on a Powerpoint presentation. Presenting their reports or their experiences to 
their peers also helps build their confidence. It is self-validating and expands their perception of 
themselves in the world.  

TAMASHIRO: In the recent courses, we are hearing more students report “deep learning” 
resulting from the travel + online courses. One graduate International Relations student who 
completed both the Geneva 2006 and Vienna 2007 courses, reports that “Both trips have 
changed me personally, because they have taken my classroom knowledge and taught me how to 
apply it. I feel that these trips have been the greatest part of my education at Webster.” 

An undergraduate from Sweden said that the Globalization: Austria & Slovakia course made a 
“strong impact on my life.” She reports that the class discussions and analyses after visiting 
organizations like OPEC and the Atomic Energy Commission, equip her with new ways to think 
about, reflect and critique any experience she might have in the future.  

In reflecting on the course on the last day of the “Education in China” class, Walkenhorst 
observed that the experience gave him a greater empathy for his [special education] students. 
Being in China where he could not read the language or adequately communicate ideas, he 
appreciates how difficult it is when his students do not understand what he is communicating.    

The combined travel + online format courses can also have significant impact on instructors’ 
professional practice.  

HANSSEN: These online + travel courses have forced me to be more organized in my 
preparation for my courses. The online format helped me focus more on the content and less on 
the personalities involved: This was very freeing for me. I became more confident in offering the 
content online and in organizing and integrating academic components of the course (readings, 
research) with the experiences, places and organizations on the study tour.  

In my world-view, I have become more tolerant, because I have worked harder with students 
who have not been to Europe to help them integrate and to help the on-site personnel understand 
what my group needs. I have become less judgmental about reactions from either side, because I 
see that this is all just part of their training and their socialization.   
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SCOTT: Personally, all my travel experiences provide extremely useful personal experiences 
that help me elaborate and explain concepts that are often delivered in that sterile classroom 
experience.  It is one thing to be able to understand a concept or theory and explain that to 
students, but it is quite another to be able to paint a portrait of the concept in a real experience. 

In interdisciplinary classes like these, students and instructors are working from different 
paradigms of the world.  At first, I was quite struck that the International Relations students’ 
background was somewhat devoid of the International Business field’s concepts and writings.  At 
the same time, I realized my own deficiency of depth in the field and approaches of International 
Relations.  By coming together, we were able to exchange approaches to common issues.  I 
learned as much as I was able to teach them. 

TAMASHIRO: Developing and teaching these travel + online courses have been intense and 
challenging adventures for me. The course topics like “Chinese Cinema & Culture,” 
“Humanitarianism and Internationalism,” and “Globalization” push me to go beyond the 
boundaries of my knowledge base and expertise. I barely know some of the travel destinations, 
and I am not fluent in the local language whether it was French, German, Cantonese, Mandarin 
or Slovak. To be successful, it has taken perseverance, an adventurous spirit, flexibility, 
creativity, passion and commitment to overcome the many logistical and academic complexities. 
The result has been significant, meaningful, rich and, in some cases, life-changing experiences 
for students as well as myself.  

There are several students who have reported that their travel + online course was one that was the “best 
course I have ever taken.” One student who participated in the “Chinese Cinema & Culture” and 
“Education in China” course, was inspired to changed her profession from business to education and to 
relocate in South Korea to teach English. For Walkenhorst, the travel courses to Hong Kong and China 
also triggered a redirection in his life.  

WALKENHORST: Coming back from Hong Kong was a difficult experience.  It was a place I 
felt alive and akin to.  Although I did not speak the language, or necessarily agree with the 
amount of commercialization, it still felt safe and comfortable.  A rough adjustment period 
followed that caused some serious reflection and introspection about which direction my life as 
well as my family should go.  As we worked through these, we have reached a point of 
compromise:  Since returning from Hong Kong I have applied for a Chinese Government 
Scholarship as well as a Fulbright award to study and continue my research in Hong Kong.   

Because I returned to school later in life (age 35) it has been a hard decision on what to do once 
I complete my MAT program.  This decision also affects my family and spouse and has been a 
topic of discussion.  I think it is important that I can expose my children as much as possible to 
different cultures and countries.  I have reached a pivotal point in my life where it is possible for 
me to pursue this idea. The study trips did not 'cause' this sudden desire to travel but allowed the 
long time desire to rise to the surface and garner an important role in my life. 
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Conclusion 

The combination of short term international travel and the online learning is a unique course design that 
makes it possible for students to become immersed in an overseas culture without committing to an 
entire term or semester away from job or family obligations. The online work beforehand, including 
reading and research, prepares students for a richer learning experience when they arrive at the travel 
destination. Thus, even though the time spent abroad is short, the impact of the international travel 
experience can be profound. The first hand experiences “bring to life” the prior readings, videos and 
discussions. Students gain new ways of critical thinking and analysis; new ways of empathizing with 
other people and cultures; and build their self-confidence about their personal or professional efficacy 
and their abilities to relate to others. For several students, the short term international travel + online 
courses contributed to career changes and redirections in their lives. These courses appear to be an 
efficient and effective format for high impact learning, developing thinking processes, strengthening 
self-concept, and broadening world views.   
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n this  time of  shrinking health  care 
budgets  and  over-worked  health 
professionals,  how  do  we,  as  OT 

educators,  ensure  that  our  students  are 
ready  to  be  competitive  as  the  next 
generation of clinicians? This is the big 
question  facing  many  of  the  academic 
institutions as they strive to offer the very 
best education to their students.

I

Traditional classroom instruction, and its 
associated  reference  materials,  lay  the 
foundation  for  acquiring  the  critical 
knowledge  and  practical  skills  for  a 
career in occupational therapy. Of course, 
fieldwork has long been an effective and 
integral part of  a quality OT education. 

However,  with  placements  becoming 
increasingly more difficult to obtain, we 
need another way to practice and obtain 
the tacit knowledge critical to successful 
health professionals.

ecent  technology  developments 
have offered exciting possibilities 
for  merging  the  practical 

experience of   field  placement  with the 
educational potential of a virtual learning 
environment.  Through the use of multi-
media,  artificial  intelligence,  and virtual 
reality  systems  we  can  now  allow 
students  to  experience  and  explore  the 
dynamic  world  of  occupational  therapy 
like never before. These technologies are 
changing the face of education. 

R

Imagine a new learning environment that 
immerses students in various OT settings, 
and  introduces them to real clients with a 
variety   of  OT-related  issues.   Imagine 
that this new environment also embraces 
accepted  clinical  reasoning  processes, 
encourages  the  student  to  participate  in 
thoughtful  reflection,  provides  feedback 
from expert clinicians, and also endorses 
collaborative learning. And  what if all of 
this were possible in an engaging setting 
that  allows  students  to  make  mistakes, 
challenge  their  academic  and  practical 
assumptions,   and ultimately succeed in 
joining  an  international  group  of 
knowledgeable  experts  in  their  chosen 
field?

 R I S P ™ is the future 
in  interactive  instructional 
models  and  embraces  the 

best in simulated learning. Standing 
for Clinical Reasoning in Simulated 
Practice,  CRISP uses  a  variety  of 
multi-media,  Internet  technologies, 
and  well-grounded  pedagogical 
approaches  to  support  the  learning 
of complex concepts and skills for a 
variety of health care domains. 

C

Simulations  are  regularly  used  in 
the  training of  individuals  such  as 
pilots,  police officers,  fire fighters, 

military personnel,  paramedics  and  race 
car  drivers.  Flight  or  racing  simulators, 
for  example,  allow  students  to  safely 
practice  new  skills  without  fear  of 
permanent  consequences  to  themselves, 
their  equipment,  or   their  surroundings. 
Only after  becoming proficient  with the 
simulator  do  students  move  to  the  real 
thing.

Simulations, such as role-play, have also 
been  used   in  a  variety  of  professional 
areas  including  sales  training,  human 
resource  development,  occupational 
therapy  education  and  other  disciplines, 
where  human  interactions,  and  strong 
communication  techniques  play  a  key 
role in being a successful professional.

War  games,  used  since  Roman  times, 
have  been  a  valuable  event  for  allied 
armies to hone their skills and compete in 
an authentic way, which closely models 
reality, without the serious consequences 
of  actual  battle.  Video  games  have 
reached  such  a  high  level  of 
sophistication,  that  the  military  has 
moved  them  from  the  recreation  and 
fantasy  world,  to  the  real  world. 
Specially designed video games are now 
incorporated  into  their  regular  training 
regiment, at all levels of the forces. These 
serious  games,  have  been  gaining 
widespread  acceptance  as  a  credible 
medium  for  academic  and  professional 
education as well. 

T Inc. is a serious game based 
on the CRISP interactive model 
and is  designed specifically for 

occupational therapy. OT Inc. is a virtual 
organization  offering  community-based 
health services to clients of all  ages.  In 
the game, students become  members of a 
multi-disciplinary  team,  which  offers 
comprehensive  health  services  to  a 
simulated community.

O
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he conceptual models used in OT 
practice  form  the  foundation  of 
the simulation, the core of which 

is the process model, which dictates the 
flow  through  the  learning  environment. 
The model has been expanded to explain 
the  entire  clinical  reasoning  process  at 
each stage. For this version of OT Inc. we 
have  used  the  Occupational  Performance 
Process Model.

T

T  Inc. currently  includes  the 
Model  of  Human  Occupation as 
well  as   the  Canadian  Model  of  

Occupational  Performance, but  could  be 
expanded  for  the  Person-Environment-
Occupation-Performance  and  the Lifestyle  
Performance models. Instructors may ask 
students to use a particular model as they 
work through  the simulation or leave it 
up to the student to select  the one they 
wish to use. Students interact with their 
clients using the model that is congruent 
with the philosophy of the clinical setting 
in which they work. 

O

he  simulation  is  case-based  and 
uses  actual clients in its delivery, 
which  maintains  the  authenticity 

of the experience.  The student sees the 
client as they really are and learns about 

T

them in the client's own words.
The student at OT Inc. works in a virtual 
office.  The  simulation  begins  with  the 
student  preparing  to  meet  the  client  for 
the  first  time.  At  their  disposal  the 

student  has  a  number  of  resources 
available  to  them,  including  a  filing 
cabinet,  in  which  they  may  find  the 
medical  and  personal  histories  of  the 
client;  a  bookshelf of relevant reference 
material; a telephone with to call  virtual 
people related  to  the  client  for  further 
information; and the day planner, which 

lists the activities students must complete 
during each stage in the process. 

he client  interview is an integral 
part  of  the  simulation,  allowing 
students to ask a question from a 

menu  of  options  and  hear  the  client's 
answer in the form of a video. Based on 
their  meetings  with  the  client,  students 
identify  the  occupational  performance 
issues  and  work  toward  an  intervention 
plan with the client. During the interview 

T

students may choose to administer  tests 
to assist them in identifying the issues. 

tudents  receive ongoing feedback 
from their virtual boss concerning 
their  performance  throughout  the 

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

S

At the end of the intervention the student 
assesses the outcome of their solution and 
reflects  on  their  clinical  reasoning  to 

determine  whether  they  made  the 
appropriate decisions.

Instructors  may  review  class  pro-
gress,  in  aggregate  or  on  an  in-
dividual basis, at any time during the 
simulation.  This  allows  them  to 
intervene  and  correct  any  mis-
conceptions that might have occurred 

during the course.

OT Inc. is a collaborative effort between 
ShirWin Knowledge and Learning 
Systems Inc. and the Department of 
Occupational Therapy at the University of 
Alberta.

For more information please contact

ShirWin Knowledge & Learning Systems 
Debra Greig
#105 9650 - 20th Avenue NW
Edmonton, Alberta  Canada  T6N 1G1
Telephone: (780) 432 – 5779
 Email: debra@shirwin.com

University of Alberta
Sharon Brintnell
Department of Occupational Therapy
2-64 Corbett Hall
Edmonton, Alberta Canada T6G 2G4
Telephone: (780) 492 – 2067
Email: sharon.brintnell@ualberta.ca 
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How does learning a language in elementary school impact on students’ future 
language study choices? 
 
Abstract: 
 
The purpose of this research proposal is to explore ways in which early language 
learning experiences influence student choice in terms of students electing language 
subjects in secondary education and continuing through to tertiary education. 
 
This research seeks to clarify the notion that early introduction to language learning 
has a positive effect on students’ future language study choices.  The research will 
examine the links between quality teaching and action learning by surveying a 
selected group of students who have continued with the study of Italian or another 
language in high school and plan to continue with language study at university or with 
a private institution. 
 
Firstly, this research will begin by examining aspects of languages programs in 
primary school with a particular focus on the Italian language program at Oatley 
Public School in the State of New South Wales, Australia which have positively 
influenced former students’ language study choices throughout High School and 
beyond.  Secondly, a group of students, currently attending Oatley Public School, will 
be selected and interviewed for the purpose of determining the positive elements of 
the Italian language program which may influence their intention to select subjects in 
relation to future language study.   
 
This research is relevant to the area of language education as it attempts to define 
principles of a successful language program at the elementary level in terms of 
determining future language study choices.  Once identified, the successful principles 
can assist teachers in the delivery of an effective language activities and provide a 
foundation for a smooth transition from primary school languages education to high 
school.  Primary school teachers and high school teachers should be encouraged to 
work collaboratively to develop sustainable language programs which compliment 
each stage of language acquisition.   
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Abstract 

This investigation focuses on mainstream discourses surrounding the notion of 
transformative leadership as it is commonly referenced by students and instructors 
within graduate programs in educational administration. By employing a 
methodology that integrates autoethnographic and narrative research designs (Ellis, 
2004; Phillion & Connelly, 2005; Clandinin & Connelly, 2000; Olney, 1998), the 
investigators explore two distinct pedagogical approaches to unsettling mainstream 
discourses of ‘transformative leadership’ within courses taught at the graduate level 
in educational administration.  The authors of this study discuss the pervasive and 
often contradictory use of the term ‘transformative’ within academic settings,  
research literature, and public education, particularly as it is employed in reference 
to specific forms of leadership. This research represents an attempt to critically 
examine what is implied when leadership is described as either transformational or 
transformative (Leithwood & Jantzi, 1990; Firestone & Louis, 1999; Starratt, 1995; 
& Shields, 2003) and to meaningfully engage graduate students, who are 
potentially pursuing careers in educational administration/teacher leadership, in 
critical dialogues that consider whether leadership of this nature is truly valued 
within our public educational system. 
 
In the first of two approaches examined in this study, the instructor employed 
drama-related forms of engagement to performatively ‘excavate’ historical 
situations in which educational leaders actively enforced positions and policies that 
resiliently opposed transformative forces from both within and outside of the public 
education system. In one example, course participants were invited to consider the 
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roles of the school principal and board administrators in the landmark 1952 Civil 
Rights case of Brown vs. Topecka Board of Education.  In this case study, students 
were compelled to consider what transformative leadership at the school and 
district levels might have looked like, and to gain an appreciation of the hegemony 
that commonly operate within public education settings, typically enforced by 
leadership that would scarcely be regarded as transformative, in any sense of the 
term. 
 
In a second approach, the instructor invited participants to begin with the 
interrogation of their own social locations by reflecting on their personal 
genealogies as gendered, raced, classed, sexually identified, abled/(dis)abled etc. 
community members and the implications of their locations for their practice as 
‘transformative educational leaders’. Participants were then asked to move from 
this personal awareness, toward a greater reflection of inequities within the public 
educational system. As enactors of a praxis of ‘transformative leadership,’ 
participants were encouraged to engage in co-created social advocacy projects with 
school communities. These leadership and research projects attempted to challenge 
systemic marginalization/exclusion in order to counter individual, community and 
institutional behaviors and practices that perpetuate oppression.  The findings 
indicate the profound challenges and resistance participants faced in their attempts 
to transform and shift the status quo. 
 
Both these activist approaches highlight the importance of embodied and empathic 
understandings of the tensions, “messyness,” and paradoxical risks involved in 
‘transformative leadership’ and the importance of co-creation in terms of voice, 
relevance, relational understanding, and sustained change.  
 
 

REFERENCES 
Clandinin, D.J. and Connelly, F.M. (2000).  Narrative inquiry:   

Experience and story in qualitative research. San Francisco: Jossey-Bass 
Publishers. 

 
Ellis, Carolyn. (2004). The Ethnographic: A methodological novel about  

autoethnography. New York: Altamira Press. 
 
 
Firestone, W.A. and Louis, K.S. (1999). Schools as cultures. In J. Murphy  

and K.S. Louis (Eds.). Handbook of research on educational administration 
(2nd ed.), (pp. 297-322). San Francisco: Jossey-Bass. 

2008 HICE Proceedings 
Page 2019



 
Leithwood, K., and Jantzi, D. (1990). Transformational leadership:  How  

principals can help to reform school cultures. School effectiveness and 
school improvement (1)4, 249-280. 

 
Lieberman, A., Saxl, E.R., and Miles, M.B. (2000). Teacher leadership:  

Ideology and practice. In The Jossey-Bass reader on  educational leadership 
(pp. 265-348). San Francisco: Jossey-Bass  

 
McGee Banks, C.A. (2000). Gender and race as factors in educational  

leadership and administration. In The Jossey-Bass reader on educational 
Leadership (pp. 217-255). San Francisco: Jossey-Bass  

 
 
Murphy, J. (Ed). (2002). The educational leadership challenge:  

redefining leadership for the 21st century. Chicago: University of Chicago 
Press. 

 
Ng, R., Staton, P. and Scane, J. (1995). Anti-Racism, feminism, and  

critical approaches to education. Wesport: Bergin & Garvey. 
 

Olney, J. (1998). Memory and narrative:  The weave of life writing.   
Chicago:  University of Chicago Press. 

 
Phillion, J., He, M.F., and Connelly, M. F. (2005). Narrative and  

experience in multicultural education.  Thousand Oaks: Sage Publications. 
 
Shields, C. M. (2003). Good intentions are not enough: Transformative  

leadership for communities of difference. Lanham, Maryland: A 
ScarecrowEducation Book. 

 
Starratt, R.J. (1995). Leaders with vision: The quest for school renewal.  

Thousand Oaks, California: Corwin. 
 

 
 
 
 

2008 HICE Proceedings 
Page 2020



 

 1

  
  
 
 
 
 
 
 

1. Title of the submission. 
USING A TRANSDISCIPLINARY SERVICE DELIVERY MODEL TO INCREASE  

 
PARENTAL INVOLVEMENT WITH SPECIAL EDUCATION STUDENTS 

 
2. Name(s) of the author 

 
Robert J. Cross Ph.D., Professor of Education 

 
3. Affiliation(s) of the author 
 

Grand Valley State University 
 
 
4. Address of the author 
 
 GVSU Meijer Center 

 
114 Holland Center, 515 S. Waverly, 

 
Holland, MI 49423 

 
 5. E-mail address of the author 

 
crossr@gvsu.edu 
 

6. Abstract and Paper 
 

 
 
 
 

USING A TRANSDISCIPLINARY SERVICE DELIVERY MODEL TO 
INCREASE  

 
PARENTAL INVOLVEMENT WITH SPECIAL EDUCATION STUDENTS 

 
Robert J. Cross Ph.D., Professor of Education 

 
Grand Valley State University 

2008 HICE Proceedings 
Page 2021



 

 2

 
114 Holland Center 

 
515 S. Waverly 

 
Holland, MI 49423 

 
(616) 331-3907 phone 

 
      (616) 331-3915 fax 

 
crossr@gvsu.edu  

 
Abstract 
 Too often special education services are provided in a piece-by-piece fashion with  
 
individual support staff members each scheduling service to the child once or twice a  
 
week.  Travel time and case-load numbers prohibit getting significant service time and  
 
frequency to the student.  The literature suggests that transdisciplinary service delivery is  
 
a model that can remedy this situation by allowing teaching the classroom teacher and  
 
parents how to provide those services that can be shared or transferred from the primary s 
 
service provider to others.  Transdisciplinary involves the sharing of skills among and  
 
between staff, parents and the primary service provider. 
 
To test this proposition,  24 physical, occupational and speech therapists were sampled  
 
before, during and after implementation of a transdisciplinary model.  Staff developed a  
 
list of “role-sharing” tasks and who could take-on these tasks.   
 
Over the next school year, staff implemented these sharing plans and taught others the  
 
proper procedures for success..  At the end of the school year, staff refined these “role- 
 
sharing” plans and specified what tasks can be shared (staff and another person working  
 
together), what tasks can be transferred (given to another person to do with the student)  
 
and what tasks should not be shared or transferred. 
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Results showed that many tasks can be either shared or transferred to other school  
 
personnel or parents. 
 
  
 
Introduction 

Parents and teachers working together are crucial components in supporting  
 
children’s academic success.  Consistency in a child-learning environment from parents  
 
and teachers results in better attendance and homework habits (Quigley, 2000).  The  
 
general literature reflects the kinds of parent involvement as including attending parent  
 
teacher conferences, telephone and written home-school communications, attending  
 
school functions, parents serving as classroom volunteers, homework assistance/tutoring,  
 
home educational enrichment, and parent involvement in decision making and other  
 
aspects of school governance (Cotton and Wikelund, 1989). 
 
 

Over the past twenty some years, researchers have proven the importance of  
 
parental involvement in a child’s education.  Much attention has been focused on ways of  
 
involving the parent in school activities, however, little has been written regarding how to  
 
better involve parents of students who are in special education.  Research done by  
 
Gonzelez-Pienda, Gonzalez-Pumariega and Nunez, shows that academic self-concept was  
 
the variable most positively affected by parental involvement.  This is relevant because in  
 
special education we often deal with students who have a low self concept and there is a  
 
direct relationship between self-concept and achievement (Gonzelez-Pienda, Gonzalez, &  
 
Nunez, 2002). 
 
Purpose 

Finding new ways of involving special education parents is often difficult, but if  
 
we look to the literature, we find that almost any type of parental involvement will  
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enhance the child’s chances of success in school.  In fact, according to a study conducted  
 
by James Griffith, parental involvement and empowerment combined accounted for the  
 
greatest amount of variance in student test performance and schools having higher levels  
 
of  parental involvement and empowerment also had higher student criterion-referenced  
 
test (CRT) scores (Griffith, 1996).   
 

“We also know that parents must be an active part of their  
 
children’s learning all the way through school.” William Jefferson  
 
Clinton, State of the Union Address, 1997 

 
 The U.S. Office of Education revisions of the Individuals With Disabilities  
 
Education Act (I.D.E.A.) completed in 1998, contained major changes specifically  
 
designed to increase the parent’s involvement in the educational process.  The revisions  
 
required school districts to invite the parent to be involved in the diagnosis of the  
 
disability, determination of need for special education programs and services and the  
 
extent to which the child would receive these services.  In addition, parents were to be  
 
invited to participate in any planning meeting held by educators regarding their child.   
 
These changes were instituted because of the overwhelming evidence that parent  
 
involvement could improve the success of the child in school. 

 
There is a process that has been used for years in most of the center type special  

 
education programs, called the Transdisciplinary Service Delivery Model.   
 
Transdisciplinary service delivery is described as being fundamental to two  
 
beliefs: 1) children’s development must be viewed as integrated and interactive, and 2)  
 
children must be served within the context of the natural environment.   Transdisciplinary  
 
focuses on identifying those instructional techniques that can be taught to others  

2008 HICE Proceedings 
Page 2024



 

 5

 
(teachers, parents, aides, other staff) and then utilizes these individuals to facilitate the  
 
instructional process.  Thus, increasing dramatically the amount of input to the student. 
 
Transdisciplinary also recognizes the parent as an important member of the team and  
 
relies heavily on a combination of consultative, monitoring and direct service delivery  
 
from the related service specialist as ways of supporting the parent (Woodruff and  
 
Sterzin, 1988).  The purpose of this study was to determine the ease of implementation  
 
and practicality of the Transdisciplinary approach. 
 

 
 

Method 
 With transdisciplinary, the related service staff retains the responsibility for  

 
assessment and planning, but assumes a new role as that of teacher, consultant and  
 
monitor.  In this new role, the related service staff is required to identify what they do  
 
that they can “give-up” to others.  In doing so, those who assume the new responsibilities  
 
will be taught how to provide these services, supported by the related service staff.  The  
 
emphasis on instruction in the natural environment (classroom and home) and on  
 
strengthening the role of the parent makes the transdisciplinary system a very I.D.E.A.  
 
friendly model.   

 
Once a district or building has decided that they want to move to the  

 
transdisciplinary model, it is necessary to have the related service staff identify which of  
 
their duties should not be taught and transferred to others.  Figures 1,2,3,4,5 shows the  
 
result of a survey of 24 physical, occupational and speech therapists from a Michigan  
 
Intermediate School District ( Cross, 2003).  These professionals served students  
 
attending urban, suburban and rural districts.  A large State University was housed in one  
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of these districts which helped to provide a well-rounded representation of minority  
 
students.  As can be seen, there are many instructional tasks that could be transferred to  
 
and could easily be taught by the parent (Figures 4,5,6).   It seems reasonable that we  
 
should be able to get the special education teachers to complete the same process of  
 
identifying those instructional activities and remediations that can be taught to the parent  
 
and finally taught by the parent to the child.  
 
Results 

Figure 6 shows only those tasks identified as parent transferable. 
 

 
FIGURE 1 - SUMMARY OF ACTIVITIES THAT SHOULD NOT 

BE DONE BY OTHERS 
SUMMARY RESULTS FOR SPEECH AND LANGUAGE THERAPY 

 
            
 TYPE OF ACTIVITY     REASONS GIVEN 
 
1. Dysphasia – PEG tube (Feeding)  Certification; too dangerous; requires  
       extensive training 
 
2. Cleft palate     Requires extensive training; certifi- 
       cation 
 
3. In depth oral – motor that includes  Requires extensive training 
 analysis of motor components to be  
 remediated. 
 
4. Augmentative – Vocabulary Selection Certification; requires extensive  
       training 
             -  Set up of device initially Certification; requires extensive 
       training 
 
5. Artic – Ear training    Certification; requires extensive  
       training 
          -  Initial training of child  Certification; requires extensive 
       training 
 
6. Hearing impaired – Sign language  Certification; requires extensive 
       training 
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7. Speech valves     Certification; too dangerous; requires 
       extensive training 
 
8. Diagnostic – Evaluations   Certification 
9. Modifying the plan goals   Requires extensive training  
10. Training & establishing placement and Requires extensive training 
  production of sounds in a variety 
  of concepts 
11. Oral motor activities – not inclusive of Requires extensive training 
  all exercises 
12. Elements of disfluency treatment  Too dangerous; requires extensive 
       training; other (knowledge of coun- 
       selling needed in some cases) 
13. Initial training and establishing assistive Requires extensive training 
  technology/programming 
14. Voice therapy     Requires extensive training 

  
15. Assessment of all speech-language and Certification 
  swallowing 
16. Training of producing the appropriate Certification 
  phoneme placement for tongue 
  oral posturing 
17. Development of goals – updating goals Certification 
18. Any change of objectives would need   

to be approved 
 

 
 

FIGURE 2 - SUMMARY OF ACTIVITIES THAT SHOULD NOT 
BE DONE BY OTHER PROFESSIONS 

SUMMARY RESULTS FOR  
PHYSICAL THERAPY 

 
 TYPE OF ACTIVITY    REASONS GIVEN  
    
1. Aggressive range of motion   Certification; too dangerous; requires  
       extensive training 
2. Joint mobilization    Certification; too dangerous; requires 
       extensive training 
3. Evaluations/Assessments   Certification; requires extensive  
       training 
 
4. Equipment acquisitions and adaptations Requires extensive training 
  (athletics, positioning equipment,   
   wheelchairs) 
       training 
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5. Highly refined functional balance in  Certification; too dangerous 
  Positions 
 
6. Facilitation of new motor skills  Certification; too dangerous 
 (to develop appropriate Kinesiology) 
7. Students who are making progress so  Requires extensive training  

quickly that making treatment plan  
would be difficult 

8. Postural drainage    Too dangerous; requires extensive  
       training 
 9. Gait training that requires facilitation  Certification; requires extensive 
  (hands on) to maximize results training 
10. PNF techniques    Requires extensive training 
11. NDT techniques    Requires extensive Training 

Myofacial release techniques   Requires extensive training 
13. Modalities     Certification  
  

 
FIGURE 3 - SUMMARY OF ACTIVITIES THAT SHOULD NOT 

BE DONE BY OTHER PROFESSIONS  
SUMMARY RESULTS FOR  

OCCUPATIONAL THERAPY 
 

 TYPE OF ACTIVITY    REASONS GIVEN  
  
1. PNF      Requires extensive training 
2. Splinting - PT     Requires extensive training 
3. SI-vestibular     Too dangerous 
4. Some feeding     Too dangerous 
5. Brachial Rlexis, PROM, Bn Hubones  Too dangerous; requires extensive 
        training  
6. Testing 
7. Adapt equipment (w/c) - PT 
8 Oral motor swallowing 
9. Instruction and teaching of pencil grasp, Certification 
  writing position, use of adaptive 
  equipment (slant board, etc.),  
  seating and positioning 
10. Oral motor/swallowing difficulties (except Certification; too dangerous; requires 
  to speech therapy)   extensive training 
11. Splinting/orthodics    Certification; too dangerous; requires 
  (except P.T.’s)    extensive training 
12. Range of motion     Certification; too dangerous; requires 
  Exercises – Upper body – except  extensive training 
  P.T.’s 
13. Instruction and teaching of integration/ Certification; requires extensive  
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  sensory diet techniques  training 
 
 
 
FIGURE 4 

        

  
TASKS THAT CAN BE SHARED WITH 
OTHERS   

        
     SPECIAL   
 OCCUPA-  SPEECH & REGULAR EDUCATION  CLASSROOM 
 TIONAL PHYSICAL LANGUAGE TEACHER TEACHER PARENT AIDE 
 THERAPIST THERAPIST THERAPIST     
              
OCCUPA-         Fine motor/ Fine motor/ Fine motor/ 

TIONAL         
hand 
writing/ 

hand 
writing/ hand writing/ 

THERAPIST         tool use tool use tool use 
               
 Dressing/ Dressing/ Dressing/     Dressing/ Dressing/ 
 eating/ eating/ eating/     eating/ eating/ 
 hygiene hygiene hygiene     hygiene hygiene 
 programs programs programs     programs programs 
               

 
Sensory 
diet 

Sensory 
diet 

Sensory 
diet   

Sensory 
diet 

Sensory 
diet Sensory diet 

               
 Visual Visual Visual Visual Visual Visual Visual 
 perception perception perception perception perception perception perception 
               
               
PHYSICAL Gentle pas- Gentle pas- Gentle pas- Gentle pas- Gentle pas- Gentle pas- Gentle pas- 
THERAPIST sive range sive range sive range sive range sive range sive range sive range 
 of motion of motion of motion of motion of motion of motion of motion 
               
 Donning/ Donning/ Donning/ Donning/ Donning/ Donning/ Donning/ 
 daffing daffing daffing daffing Daffing daffing daffing 
 orthotics orthotics orthotics orthotics orthotics orthotics orthotics 
               
               
SPEECH &         Basic oral Basic oral Basic oral 

LANGUAGE         motor tasks 
motor 
tasks motor tasks 

THERAPIST               
 Transfer of Transfer of Transfer of Transfer of Transfer of Transfer of Transfer of 
 learned learned learned learned Learned learned learned 

 sounds into sounds into sounds into 
sounds 
into sounds into 

sounds 
into sounds into 

 various various various various Various various various 
 settings settings settings settings Settings settings settings 
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 Eliciting  Eliciting  Eliciting  Eliciting  Eliciting  Eliciting  Eliciting  
 various various various various Various various various 
 language language language language language language language 
 structures structures structures structures structures structures structures 

 
  
FIGURE 5 

  
TASKS THAT CAN BE RELEASED TO 
OTHERS   

        
     SPECIAL   
 OCCUPA-  SPEECH & REGULAR EDUCATION  CLASSROOM 
 TIONAL PHYSICAL LANGUAGE TEACHER TEACHER PARENT AIDE 
 THERAPIST THERAPIST THERAPIST     
              
OCCUPA-         Fine motor/ Fine motor/ Fine motor/ 

TIONAL         
hand 
writing/ 

hand 
writing/ hand writing/ 

THERAPIST         tool use tool use tool use 
               
 Dressing/ Dressing/ Dressing/ Dressing/ Dressing/ Dressing/ Dressing/ 
 eating/ eating/ eating/ eating/ eating/ eating/ eating/ 
 hygiene hygiene hygiene hygiene Hygiene hygiene hygiene 
 programs programs programs programs programs programs programs 
               
   Hand and           

   
upper 
extre-           

   
mity 
streng-           

   thening           
               
               
PHYSICAL Aerobic Aerobic Aerobic Aerobic Aerobic Aerobic Aerobic 
THERAPIST endurance endurance endurance endurance endurance endurance endurance 
               
 Motor Plan-   Motor Plan-   Motor Plan- Motor Plan- Motor Plan- 
 ning (selec-   ning (selec-   ning (selec- ning (selec- ning (selec- 
 tive   tive   Tive tive tive 
               
               

SPEECH & 
Create 
PECS 

Create 
PECS 

Create 
PECS 

Create 
PECS 

Create 
PECS 

Create 
PECS Create PECS 

LANGUAGE 
items 
(velcro 

items 
(velcro 

items 
(velcro 

items 
(velcro 

items 
(Velcro 

items 
(velcro items (velcro 

THERAPIST laminate) laminate) laminate) laminate) Laminate) laminate) laminate) 
               

 

 
 
Daily train- 

 
 
Daily train- 

 
 
Daily train- 

 
 
Daily train- 

 
 
Daily train- 

 
 
Daily train- 

 
 
Daily train- 

 
ing of 
PECS 

ing of 
PECS ing of PECS 

ing of 
PECS ing of PECS 

ing of 
PECS ing of PECS 
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 Artic Artic Artic Artic Artic Artic Artic 
               
        

 
 
Figure 6  
 

Extrapolated List of Tasks That Can Be Transferred to Parents 
 
Taken From     Given To Parent 
 
Occupational   Hand writing   Tool Use Visual Perception 
Therapist  Fine Motor Activities  Dressing Sensory Diet 
   Hygiene   Eating 
------------------------------------------------------------------------------------------------------------ 
     
Physical   Gentle Passive Range of Motion Motor Planning (selective) 
Therapist  Aerobic Endurance 
   Donning, Daffing, Orthotics 
------------------------------------------------------------------------------------------------------------ 
 
Speech &   Basic Oral    Daily Training of PECS 
Language Motor Tasks  Eliciting Various Language Structures 
Therapist  Transfer of learned sounds into various settings 
    
 
In the Winter of 2005, I conducted a follow-up study which addressed special education  
 
teachers who were using the transdisciplinary approach.  A total of 12  special education  
 
with six resource rooms and six self-contained classroom teachers were selected for a  
 
pilot study designed to probe several potential variables related to getting parents  
 
involved in their child’s education. The classrooms were equally representative of rural,  
 
suburban and urban school districts with six representing elementary level and six  
 
representing secondary level classrooms. 
 

The first variable I looked at was the amount of training the teacher had received  
 
in parental involvement.  Research shows that teachers who are prepared and taught how  
 
to involve parents into their classroom find they have better communication with parents  
 
(Quigley, 2000).  All of the respondents had taught less than 10 years.  Eighty four  
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percent of the respondents indicated they had taken courses or workshops that dealt with  
 
involving parents in the their child’s education.  None of the respondents indicated they  
 
had taken more than six total hours of courses or workshops dealing with parent  
 
involvement.  When asked “What do you do when a parent won’t participate in  
 
transdisciplinary ?  The majority of teachers participating in the survey (74%) indicated  
 
that they pushed the parent by sending suggested things home for them to do with the  
 
student.  
 
 Research by James Griffith indicates that parental involvement and empowerment  
 
combined accounts for the greatest amount of variance in student performance (Griffith,  
 
1996).  I asked participating teachers “have you noticed any difference in standardized  
 
assessment scores with those students who are receiving transdisciplinary education?”  
 
Responses were quite varied with 33% of respondents saying “There is no change” and  
 
the remainder were equally spread between  “The students are doing significantly better  
 
since receiving transdisciplinary”; “The students are doing significantly better since  
 
receiving transdisciplinary”; “The students are doing somewhat better since receiving  
 
transdisciplinary”; The students are doing worse”; and “There are mixed results” 
 
Conclusions 
 

At the present time, although there is overwhelming evidence that parental  
 

involvement can significantly improve students success in school, the evidence that a  
 
transdisciplinary service delivery  approach will significantly impact the progress of  
 
special education students, is not substantiated.   
 
Although it seems quite likely that having the special education teachers and related  
 
service staff provide the parent with educational activities to use with the child at home  
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will improve the child’s self-concept and skill levels, there is not sufficient research to  
 
prove this.   
 
There is a definite need for a large-scale study to  
 
measure the effectiveness of the transdisciplinary method.  Future study should address  
 
the importance of teacher in-service in how to involve parents using a transdisciplinary  
 
approach, the amount of training time dedicated to the parent, parental perceptions vs.  
 
teacher perceptions and finally whether any positive or negative change occurs in the  
 
student standardized test scores.  
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Dignity, Human Rights and Social Consciousness:  

Adopting Stances for Teaching Literature with the Struggling Adolescent Reader 
 

Struggling adolescent readers are the focus of a great deal of attention these days.   
Students having a tough time with literacy demands at school are characterized in the 
literature in various ways. As Alvermann puts it, [t]he term struggling reader assumes 
various attributes depending on who is defining it and for what purpose. It is commonly 
used to describe students who, for whatever reasons, appear unable to keep up with the 
school-related reading that is required of them” (2006, p. 20).   The titles in this article’s 
bibliography reveal varying theoretical, research, and practical perspectives adopted by 
those addressing the needs of struggling readers and their teachers.  But, to move directly 
into the key idea suggested here, we might consider Franzak’s (2006) cautions; her words 
suggest that as policies and programs designed for struggling students intersect and cross 
paths, we might be forgetting that students for whom these efforts are made are human 
beings.  She says:  
 

In the language of policy, it is easy to overlook the fact that struggling or 
marginalized readers are, in fact, individuals. The schooling that they 
receive is produced through theory and policy, which, in turn, directly 
affect the types of learning opportunities that become available to them. 
We need to remain aware that policy decisions and instructional models 
ultimately contribute to the production of certain kinds of readers. It is our 
responsibility to participate in policy and research … that allows us to see 
both the big picture of the educational environment and the students at the 
center of our work (239). 
 

Distilling yet further the sentiment that marginalized readers are individuals affected by 
theory, policy, and particular types of learning opportunities, a social justice and human 
rights perspective is brought to bear in this article.   Struggling adolescent readers may be 
characterized in the research literature in multifaceted ways, befitting their 
dimensionality as complex human beings, but more often they are not. I am proposing 
that we consider our work with struggling readers from the stance of human rights 
activists.  After a brief exploration of the predominant approaches to struggling readers in 
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the research literature, I want to offer some thoughts about structuring contexts for these 
educational citizens from a human rights and human dignity perspective.  I’ll approach 
this discussion with respect to Franzak’s (2006) presentation of three major paradigms in 
the literature on reading pedagogy: (a) reader response, (b) strategic reading, and (c) 
critical literacy.  Then within the critical literacy paradigm, I’ll pursue my focus on 
dignity, human rights and social consciousness approaches to teaching literature with 
struggling adolescent readers and their teachers. 
 
 Reader-Response Approaches to Struggling Readers 
 
Of course Louise Rosenblatt’s (1978) work is pre-eminent in establishing an emphasis on 
the reader in her transactional theory of literary reading.  Many of us familiar with her 
work can bring to mind almost verbatim her cautions about prioritizing readers’ 
responses to texts as we teach literature and design literacy programs.  In Rosenblatt’s 
view of transactional reading, it is the individual reader’s consciousness in her/his lived-
through aesthetic experience of the literary text that constitutes the act of reading.  It is 
not the formal identification of text structure, linguistic elements, key tropes, or links 
between author’s background and the text’s content that defines the literary reading 
experience. No, what is central to the act of transactional literary reading in the reader-
response perspective is the continuing, constructive, shaping activity of the reader as s/he 
synthesizes a coherent literary experience in light of personal and socio-cultural history, 
given the script which is the text – the novel, the poem, the play etc.  With this briefly-
sketched reminder of what Rosenblatt meant in her two primary works (1938; 1978), we 
are also reminded of the many reader-response or reader-oriented work that aligns with 
this pre-eminent reader-centered theory (Atwell, 1988; Beach, 1993; Burke, 2000; 
Cherland, 1994; Gee, 2001a, 2001b; Guthrie & Anderson, 1999; Hynds, 1997; Moje, 
2000; Moll, 1994; Marshall, 2000; and Moore, Bean, Birdyshaw, & Rycik, 1999 among 
many others).   
 
Lewis (2000) claims that Rosenblatt’s transactional theory of aesthetic reading ought to 
entail a broader view, that it ought to acknowledge the social and political implications of 
the reading act that is always culturally situated. This reveals a thin reading of 
Rosenblatt’s transactional theory on Lewis’ part; Rosenblatt is, in fact, quite emphatic 
about the complexity of aesthetic reading – that it encompasses the whole of reader’s 
emotional life in a literary text, given the worldview and experience of that reader, yes.  
But, she adds that the aesthetic stance does not “make degree or intensity of emotion the 
criterion of … aesthetic reading’ (p. 45).  The integrated sensibility, she says, approaches  
“literary art as a social institution” (p. 20) with that text “becom[ing] the element of the 
environment to which the individual responds (p. 18).  Though certainly prefiguring the 
aesthetic reading process in this 1978 work, Rosenblatt is very pointed in contextualizing 
that discussion in light of James’ transactional engagement: “  “Transaction” designates, 
then, an ongoing process in which the elements or factors are, one might say, aspects of a 
total situation, each conditioned by and conditioning the other” (p. 17).  The life history 
and world experience of the reader is present – always culturally situated: “the reading of 
a text is an event occurring at a particular time in a particular environment in the life 
history of the reader.  The transaction will involve not only the past experiences but also 
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the present state and present interests or preoccupations of the reader” (p. 20).  Social and 
political implications are of course culturally situated within the past life experiences of 
the reader.  Rosenblatt is quite clear and emphatic about this: “the transactional view, 
freeing us from the old separation between the human creature and the world, reveals the 
individual consciousness as a continuing, self-ordering, self-creating process, shaped by 
and shaping a network of interrelationships with its environing social and natural matrix” 
(p. 172).  Even more convincingly, we are told “[t]he transactional concept can only 
reinforce interest in the dynamic of the relationship between the author, the text, the 
reader and their cultural environment” (Rosenblatt, 1978, p. 174).  Altogether, then, and 
applied to teaching and research with struggling readers, reader-response approaches seek 
to explore and refine reading and general literacy profiles by emphasizing the struggling 
reader’s affective and experiential connection with the literary text, very much atomized 
by the cultural molecules of each reader’s being. 
 
Struggling students might be engaged in after-school, reader-response-oriented tutorial 
programs that aim to expand reading responses by engaging readers with texts that 
interest them for any variety of reasons. As a result, readers might expand potential for 
identifying with a range of characters and themes with which they had been previously 
unfamiliar or inexperienced.  They might expand inferential, affective, reasoning, and/or 
discussion processes of social responses with other readers.  Willinsky’s (1990) work 
allows the inference that through one’s engagement with literature, readers might absorb 
“a moral salve, a spiritual balm for the sickened souls of the times” (p. 350).  Also, we 
can consider struggling readers with Marshall’s words in mind: “reading literature is 
serious and powerful in its effects, and political and moral consequences of reading must 
be examined carefully in a society that hopes to endure” (2000, p. 385).  So it becomes 
clear that the Venn-diagram-like overlap of “struggling reader” and “reader-response 
theory and research” presents when the struggle lies with emotional, cultural, or 
psychological processes of the reader, or when readers may be struggling with a non-
negotiable context of a classroom as they attempt to share their responses (Bleich, 1978, 
1988; Clifford, 1991; Iser, 1978; Fish, 1980; and Holland, 1975.  Perhaps readers struggle 
with the themes of a text, perhaps with the mode of response dictated by the context in 
which a text is being read, or with certain intrapersonal elements that inhibit their full 
aesthetic appreciation of the text being read.  As we come face-to-face with how the 
adolescent reader might struggle in an arena where a reader-response perspective is 
emphasized, it becomes clear that the issue is not about skill but about dimensions of 
response.  The struggling adolescent reader, in this case, strains to responsively engage 
the social, emotional, psychological and/or perhaps the political chords represented by 
the “score” of the text.  In terms of a middle or high school literature curriculum, we can 
conceive of struggling readers’ needs being addressed by reader-response programs that 
address aesthetic elements of literary engagement as they have been discussed here.  Such 
a response-oriented program comes into sharper focus when considered alongside the 
strategic paradigm of reading pedagogy. 
 
 Strategic Reading Approaches to Struggling Readers 
 
From a strategic reading perspective, the struggling reader’s comprehension, fluency, 
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vocabulary development, word identification, and discussion skills would flourish in a 
program addressing weaknesses or inexperience in these areas.  This account of a 
program for struggling readers is consistent with what Allington meant in his (2000) 
discussion of thoughtful literacy.  Allington (2000) says that what really matters for 
struggling readers is scientifically-based reading instruction evolving from research that 
(a) uses rigorous, systematic and empirical methods, (b) relies on adequate data analysis 
to test hypothesis and justify conclusions, (c) relies on valid data across evaluators and 
multiple measurements, and (d) is published in peer-refereed journals or approved by 
experts given rigorous, objective and scientific review.  Consistent with this view, many 
design programs for adolescent struggling readers that aim to teach strategies.  It is not 
fair to paint Allington’s work with this one broad stroke and it also must be 
acknowledged that much sensitive and sincere work has been undertaken to offer 
struggling adolescent readers and their teachers, strategies so that they can gain access to 
the full range of possibilities that literacy can offer them.  But reading achievement 
measured in terms of grade-level reading scores and defined in accordance with grade-
specific standards has become the major trope in the professional literature surrounding 
struggling adolescent readers (McEwan, 2001; Flood and Lapp, 2000; Presley, 2000; 
Tovani, 2000).  These approaches are often described as strategic reading initiatives and 
they include a broad range of approaches to reading pedagogy for struggling readers 
including explicit guides for comprehension strategies (Beers, 2000; 2003; Biancarosa, & 
Snow, 2004; Edmondson & Shannon, 2003; Miller, 2003; Flood, Lapp, Squire, & Jensen, 
2003; Readance, Bean & Baldwin, 2004; Bean, Chappell, & Gillam, 2007; and Allen, 
1999).  The list of such books goes on and on and the phrase, ‘strategic reading’ is 
mentioned so often that many of us feel reduced to a robotics approach to the teaching of 
reading.  That’s a little unfair but one has to wonder why so many texts are published 
under the very same guise: strategic reading.  One would think that the sheer volume of 
such texts would have solved the proclaimed literacy crisis ages ago.  All we have to do 
is model think-alouds, or offer better pre-reading or post-reading strategies, ask better 
questions, offer new and improved approaches to teaching vocabulary or word 
identification, or a better way of teaching comprehension strategies and things will 
change.  The reluctant or impoverished, or inexperienced or malnourished reader 
(depending on your slant) will get strategized and all will be well.  This, of course, is all 
ongoing as teachers are asking how they can possibly take the time to implement these 
strategies (they take a lot of time) when their curriculum guides are hurrying them 
onward to their next end-of-unit assessment.   
 
Kozol’s most recent work (2005) is a blistering diatribe about the harm of a recipe-like 
approach to literacy education that routinizes.  All we have to do is implement this or that 
strategy, offer a standardized packaged curriculum, and then assess outcomes after 
drilling students on decontextualized factoids, deliberately stripped of their cultural 
clothing and speech patterns. His title speaks for itself: The Shame of a Nation: The 
Restoration of Apartheid Schooling in America.  Apartheid schooling and standardized, 
strategized approaches to literacy education may not seem to be two sides of the same 
coin on the face of things.  After all, systematic strategies may actually be helping 
struggling teachers and students some might say.  Yes, but the moment we have entered a 
library of teaching approaches amassing primarily routines, we are buying into formula.  
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Formula becomes repetition.  Repetition is devoid of a fully-lived communion between 
the lives of our nation’s students and their teachers.  Once that happens (and it is 
happening right in front of eyes at millions of institutions every school day) we are 
dehumanizing teachers and students.  We are preventing a fully-engaged relationship 
between caring teachers and students; we are on the factory line to mindlessness.  We are 
in the midst of an insidious entrapment, a silencing of passion, aesthetic vibrancy, and 
human intercourse.  The more strategized the reading-literacy process becomes, the more 
we edge out human variability.  The systematic reduction of literacy education to 
curricular formula enforced through policy, then measured, tabulated, and published to 
shame the most needy is one side of a coin.  The other side lists strategies.  Loudly 
conspicuous in absence is focal attention to the humanity of students.  And struggling 
readers need human salvation the most.  
 
 Critical Literacy, Social Justice and Struggling Citizens 
 
Once we enter the zones of work organized around themes of social justice, we hear a 
different tone than the one presented in the last section. Literacy here means learning to 
read the world, and to read the word. Freire's and Macedo’s (1987) image of "reading the 
world" reflects the importance of actively participating in the world, as critic and as 
creator in developing literacy.  Here we begin to hear words and phrases that emphasize 
disruption of power, multiple points of view, and a fair distribution of resources and 
power.  Christensen’s work (2000) is a good example of how these concepts take shape in 
high schools with students who are described as struggling, yes, but more in terms of 
those who have been disempowered, disenfranchised, impoverished by programs that do 
not offer them resources to transform their lives.  Critical literacy practices are discussed 
in this realm of emphasis.  Critical literacy is described primarily in terms of politically 
active practices that recognize the socially determined nature of all human enterprise.  
Applied to education, and especially to literacy education programs for students who 
have not had the same opportunities as others, critical literacy looks social practices 
straight in the face and begins talking about them, challenging them, writing about them 
in a process of active agency.  Luke & Freebody (1997) write that critical literacy aims to 
uncover the school practices that privilege some over others – the others in this case are 
the struggling students who have been tagged within their schools as remedial, low-level, 
far, far below basic, developmental, and marginalized.   Official school language is 
absorbed by these students – they are branded, marked, and packed into corrective 
programs for the public view within the school. 
 
Critical literacy practices often emphasize what is termed an emancipatory literacy – a 
collective curricular policy and practice that might free the struggler from the powers that 
castigate him/her as below the par.  Such a teaching approach is hard work.  It is also 
interesting that the published work in this arena is also highly intellectual, very abstract, 
very political, and probably esoteric in the eyes of most of the people who actually do the 
work with struggling readers in the schools.  Most of the published research in this area is 
conducted by researchers in the school long enough to collect data, make an impact, and 
leave again often not knowing if the teacher in whose class the work was done will carry 
on with the critical literacy practices that have been established (Lee, 1995; Lewison, 
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Flint, & Van Sluys, 2002; McCarthy & Moje, 2002; and Young, 2001).  This is not to 
disparage this honest work either but to draw a rhetorical profile.  We have the 
responders, the strategists, and the social justice advocates acting in different ways for the 
“improvement” of the disenfranchised or struggling student.  In many cases, they learn to 
explore deeper aesthetic depths, or they learn to strategize better and can read more 
efficiently and, we hope, effectively, or they are empowered to see and engage the social 
fabric of their lives.   What is it that makes them more human?  When do we begin to ask 
this question?  When will it be that our primary avowed concern is for the dignity and the 
self-worth of most of our students?   
 
Can we insist on a comprehensive approach to the literacy education of all of our students 
that has them write the story of their life in text from kindergarten through high school?  
Can they take this growing story with them from one grade to the next, sometimes 
writing it as a narrative account, sometimes as a report, sometimes as a poetic statement?  
Can this story be illustrated, sculpted, dramatized, photographed, and visually represented 
through art, as readers write the story of their own lives year after year? Can we define 
our success, our yardstick for effectiveness by the aesthetic fullness of this volume of a 
reader’s life in text?  Can the story weave through readers’ responses to the texts they can 
read – texts that allow readers not only to read the words, and their worlds, but read their 
own reading?  Would this growing story, text, life-tome be a constantly growing 
testament in which each reader’s – each human citizen’s being – is reflected upon, 
expressed, and shaped in accordance with life fluctuations?  Would we dare to institute a 
policy that protected one whole hour of each day for the creation of this life-tome?  Could 
we imagine shaping a policy that might over time refine ways to dignify the life of each 
student in our country with a reflection of self that grows to become a life-text?  Can we 
take all of our standards and cast them primarily in terms of the extent to which they 
forward the self worth of the societally dispossessed?  Can we insist on assessment 
criteria such as self-knowledge, self-importance, self-and-societal reciprocity?  Would we 
dare to institute policy that could make class size manageable for such implementations? 
 
Yes, these are sweeping and ideologically naïve questions.  But there are sweeping and 
ideologically dehumanizing practices and policies afoot as we read and it does not seem 
so unwise to pit one set against the other. 
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EGOR (Evidence Gathering Online Repository) is a web-based application that simplifies the systematic and 
critical review processes.  Researchers, clinicians and other practitioners use EGOR to conduct systematic 
reviews and share resulting information as part of an evidence-based practise.

EGOR provides:

● Reproducible Results
EGOR tracks all transactions during the review activities to provide a record of the research process.

● Synthesized Findings
EGOR synthesizes the salient review data and exports multiple reports of the findings, in support of 
the research question.

● Collaboration
As an online tool, EGOR allows researchers to share the review processes and collaboratively 
generate defensible results.

● Inter-Rater Reliability
EGOR automatically calculates inter-rater reliability and Cohn's kappa for projects with multiple 
reviewers.

● Objective Assessment
Using customized protocols, collaboration, inter-rater reliability, and other techniques, EGOR offers an 
unbiased and objective assessment.

● Customizable Protocols
EGOR provides an adaptable framework allowing researchers to customize their screening, quality 
assessment, data extraction, and follow-up protocols.

EGOR has been developed from lessons learnt during two previous research projects:

1. the first was partially funded by the Worker’s Compensation Board of Alberta and sponsored by the 
University of Alberta, School of Business and the Faculty of Rehabilitation Medicine

2. the second was partially funded by the Canadian Population Health Initiative (CPHI) and sponsored 
by the University of Victoria.

EGOR's predecessors have been used in a number of systematic reviews, however those reviews were 
conducted in a classroom setting, and may not have realistically reflected a real-world problem or an applied 
context.  Our next step is to have EGOR used in a situational setting researching a medical issue to produce 
a summary of verifiable best practises.

As part of our usability study in conducting a real world systematic review we will use the results to :

● verify the correctness and completeness of EGOR's systematic review process

● assess EGOR's user interface for ease of use and intuitive work flow

● evaluate EGOR as a collaborative research tool

● analyze the automatically generated reports for completeness and usefulness

● explore dissemination methods to arm front line practitioners with best practises to facilitate 
evidence-based medicine

In addition to our poster, we will invite participants to preview EGOR and offer suggestions or their support 
as we move this project toward the next phase of knowledge transfer.
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Abstract 
Studies of distance education have shown that while there may be no significant difference in learning 
outcomes, students are still less satisfied with the experience overall than with face-to-face courses. When 
comparing the results on formal student evaluations of teaching (SET) in higher education, results are 
typically lower for the online mode of instruction even with the same instructor teaching the same course. 
Reasons for such lower results range from problems with traditional evaluation instruments to challenges in 
course design. Using methods from design research, this case study examines course changes implemented 
to respond to student feedback over a two-year period in an educational technology course for preservice 
and practicing teachers taught in both face-to-face and online modes. Changes made that increased 
instructor presence for the online students were key to augmenting student motivation and attitude, leading 
to more comparable evaluations between the two instructional modes. Recommendations for successful 
strategies are discussed. 

 

 

Multiple research study findings have supported the view that narrowing the perceived 

transactional distance between instructor and student is a critical element for improving students’ 

online learning experiences (Baker, 2004; Richardson & Swan, 2003; Shin, 2002; Steinman, 

2007; Swan, 2002; Tu & McIsaac, 2002). Although the concept of social presence as a factor in 

effective communication is not difficult to comprehend, like many theoretical propositions, the 

recommendations to narrow distance typically lack specificity when applied to an individual 

course and its students (Bangert, 2004). This case study shows an example of the advantages and 
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challenges in revising an online course to improve instructor presence with the goal of increasing 

student satisfaction as measured by formal student evaluations.  

Objectives 

The need for revision in the course, “Computers in Education,” at the University of Hawai‘i 

at Manoa resulted from several converging events, ranging from a need to update content to better 

align the objectives with standards to addressing concerns over lower than average results of 

student satisfaction on end-of-course evaluations. In particular, there were significant differences 

in evaluation ratings between the face-to-face and online sections of the course, with the latter 

trailing behind on multiple dimensions even with the same instructor, content and assignments. 

When results from traditional student evaluations of instruction and additional end-of-course 

reflections consistently indicate lower student satisfaction with the online version of the course, 

what should instructors do to improve the results and still meet the course objectives? As this case 

study will show, the application of appropriate strategies to impact evaluation results in distance 

education courses is neither clear nor simple even when research points the way. 

Context 

“Computers in Education” is a fairly typical educational technology course designed to help 

students understand technology integration in preK-12 teaching. The course includes upper 

division and post-baccalaureate students in teacher education, practicing teachers, and a small 

number of graduate students from non-teaching fields. Many students enter the course with 

limited technical skills, particularly those who are older or come from less advantaged 

backgrounds including Native Hawai‘ians, Pacific Islanders, and recent immigrants to the U.S. 

who make up a significant proportion of the student body. The majority has not previously taken 

an online course. 
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The course is offered every semester, including during shortened summer sessions, and is 

taught in both on-campus, face-to-face (F2F) modes and via distance education (DE) through 

online asynchronous weekly modules. WebCT is used in both versions, but in the F2F mode it 

serves as a supplement to classroom instruction and is used primarily for archiving handouts and 

for online discussions used in homework assignments. The distance sections are totally online 

with no F2F meetings, as students are included who cannot access campus, such as individuals 

from other Hawai‘ian islands or in the military, which makes any classroom meetings untenable 

and inequitable. 

Method 

During each iteration of the class, the instructors examined several indicators of effective 

teaching. Comparisons were made between F2F and DE sections of the course in terms of final 

grades, student retention, quality of work on assignments, and satisfaction as measured by a 

formal, end-of-term student evaluation of teaching (SET) instrument. Because there was no 

difference in terms of student achievement as determined by grades and assignments, nor in terms 

of course completion, only the results of the student evaluation of teaching were used as a 

measure of improvement in this case study.  

The SET instrument includes 28-Likert scale questions and two open-ended questions 

implemented as an anonymous survey in WebCT. Questions cover teacher characteristics, course 

content characteristics, issues of student interaction, assessment, and questions of self-assessed 

generalized student learning not specific to course content. In addition, students were asked to 

complete an end-of-term reflection item as a WebCT discussion that provided additional data 

specific to the course. The case study includes eleven sections of the course of which seven were 

online. A total of 146 students responded to SET questions, with response rates averaging 95% of 

the students taking the classes. 
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This study details the process for increasing instructor presence in online courses as a 

means for increasing student satisfaction, describing the decisions about what and how to revise 

the DE sections of the course. From the beginning of the course redesign, the results from SET 

were the basis for considering what to change and how to change it. Using a design research 

approach, the evaluation ratings raised the issues, then research and best practice studies were 

used to make decisions about modifications. The new version was tested, more results were 

examined and further changes were incorporated. Success was determined by improved ratings, 

but in the spirit of continuous improvement, the changes are seen as an ongoing cycle.  

Need for Improving Instructor Presence 

In the “Computers in Education” course, the distance learners initially showed significantly 

lower ratings on all questions on the evaluation when compared to the F2F sections. In particular, 

questions related to teacher support and perceived workload were rated lower. Issues that arose in 

the open-ended questions indicated that students missed the face-to-face interaction with the 

teacher, did not feel that the instructors were responsive quickly enough to questions, felt goals 

were confusing, and that perceived learning was lower despite the fact that the assessed outcomes 

in both the F2F and DE sections were comparable. 

These issues were not unique to the “Computers in Education” course. A number of studies 

have reported no significant difference in effectiveness between F2F and DE modes of delivery or 

in fact, slightly better in DE (Bernard et al., 2004; Tallent-Runnels et al., 2006; Zhao, Lei, Yan, 

Lai, & Tan, 2005). However, a distance course is not experienced in the same way as a live 

course, but introduces situational factors such as lack of familiarity with the method of interaction 

that influence satisfaction (Anderson, 2001; Roberts, Irani, Telg, & Lundy, 2005). In a number of 

comparison studies where conditions were as equivalent as possible, ratings for DE classes 

remained lower (Mentzner, Johnrobert, & Teclehaimanot, 2007; Rovai, Ponton, Derrick, & 

Davis, 2006; Young, 2007). Anderson (2001) suggested that in DE classes, students were faced 
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with a more challenging “dual curriculum” in which they not only needed to learn the content but 

also the process of learning online, creating greater barriers even when other factors were held 

steady. 

From Research to Action 

Online DE courses are often characterized as students interacting with content, students 

interacting with each other, and students interacting with the instructor to achieve learning 

objectives (Lou, Bernard, & Abrami, 2006; Zhao et al., 2005). In general, students did not 

indicate specific issues with content and also noted that online discussions allowed good student 

interaction. But a frequent area of complaint in the online course in the case study was lack of 

contact with the instructor and insufficient feedback. Students regularly commented in open-

ended questions on how rapidly online instructors responded to email, but many still suggested 

they were not receiving the same level of interaction as in an a F2F class. Instructors offered 

online office hours via chat or IM, but few students ever showed up.  

Student interaction with the instructor has been shown in multiple studies, both F2F and 

online, to be a key to improved outcomes. Accordingly, DE students miss the immediacy that has 

been shown as a key factor from communications research in learning and satisfaction (Allen, 

Witt, & Wheeless, 2006; Chesebro, 2003; Moore, Masterson, Christophel, & Shea, 1996; Witt & 

Wheeless, 1999; Witt, Wheeless, & Allen, 2004). 

Solutions to increasing presence are a challenge for online instructors (Aragon, 2003), 

particularly in asynchronous courses (Zhao et al., 2005). One of the most common reasons 

students gave for taking online classes was the flexibility to work when they wanted, even within 

the structure of a class with weekly lessons and assignments. Limited initial attempts to increase 

synchronous activity had not been successful. As noted above, set office hours went mostly 

unattended. More asynchronous activity also did not have an impact. Instructors posted more 

comments in the discussion items but attempted to limit this mode of interaction to make online 
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discussion boards feel like a student-centered interaction. Emails were already regular to the class 

as a whole and individual questions were answered fast enough that students commented on how 

amazing it was to have instructors who seemed to always be online.  

After reviewing the ratings and open-ended comments, it became clear that a different 

strategy was needed. Rather than more or faster, the instructors decided to examine other 

potential channels of communication. Despite continual communication, all instructor 

interactions had been text based and for the students, the presence of the instructor felt distant and 

not emotionally satisfying. When taking an online course asynchronously, the instructor is an 

amorphous construct that too often lacks the face, intonation, body language, and immediacy so 

characteristic of the person in front of a F2F classroom (Hult, Dahlgren, Hamilton, & Soderstrom, 

2005; LaRose & Whitten, 2000; Mentzner et al., 2007; Teven, 2001). The goal was to increase 

the perception of immediacy without losing the advantages of asynchronous scheduling. 

What proved to make a difference was to increase visual and audio presence. While 

streaming video of instructor lectures had been considered for the DE classes as a substitute for 

class sessions, this was rejected both because it would be passive compared to the F2F sections 

and issues in using online video by students who still had only dial-up access in some parts of the 

state would create unacceptable inequities. The class had optional online, pre-recorded video case 

studies of technology uses in classrooms and these were a continuing area of technical problems 

for some students. 

Increasing instructor presence through image and sound 

To push connection with the instructor, several actions were implemented that used visual 

and audio enhancements. First, an introductory orientation exercise designed as a treasure hunt 

was created that coerced students to go to the “Instructor Information” part of the course to see 

the instructor’s picture and check out mechanisms for communication, including phone and 

online office hours. While the earlier versions of the course suggested this action, the assignment 
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now made it mandatory. From the first course module, all students had put a “face” to the teacher 

visually as well as having read an invitation to communicate about issues. 

Visual reinforcement continued with pictures of the instructor regularly posted as part of 

course announcements on the WebCT login page. On a weekly basis, the page opened with a text-

based announcement, “Dr. [name] says,” which had some friendly reminder about the week’s 

activities and a picture of the instructor that changed from week to week. The pictures sometimes 

were traditional classroom or office shots, but also included images with other backdrops from 

the local area. Through these changing photographs the students were encouraged to think of the 

instructor as a real person rather than some faceless individual hidden in cyberspace. While these 

enhancements were small and simple, one indication of their effect was that student comments on 

the open-ended questions now more frequently referred to the instructor by name. Email from 

students during the course often began with a greeting including the instructor’s name. 

The more significant change to help students relate to the instructor was the addition of a 

synchronous component offered via Elluminate, an interactive audio conferencing system 

(http://www.elluminate.com). The Elluminate online conferencing system allows presentations, 

demonstration of software or online sites, and the capability of having class / small group 

discussions or of responding to student questions asked via audio or text-based chat. Elluminate 

has the technical capability to adapt to the user’s bandwidth limitations, whether dial-up, WiFi, or 

high speed Ethernet. This latter was a critical feature given student access limitations in some 

more remote areas. Many areas in the state of Hawai‘i including islands such as Molokai have no 

options for broadband service and must rely on dial-up communication. 

Adding a synchronous element was problematic since the most frequent reason cited by 

students for taking this online course was the fact that it did not require a set time for meeting. To 

cope with this concern, the synchronous sessions were optional and did not require regular 

attendance. Weekly sessions were recorded with a link posted in WebCT for those who wanted to 
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listen to them later but the sessions were still not required for students who felt comfortable with 

the asynchronous modules. The focus of the short audio conferencing sessions was to briefly 

highlight the material in the lessons and answer questions about assignments. To emphasize that 

the sessions were optional and to avoid conflicting as much as possible with other courses, the 

synchronous conferencing was offered on Sunday evenings and the tone was intentionally casual 

and encouraging of student questions and comments. 

In any given week, only a very small number (3-4) of students attended, usually because 

they had questions about the assignments and wanted to hear an immediate answer, while most 

students never joined. A few students regularly logged onto the optional sessions but simply 

listened rather than actively participated. Comments suggest that most students did not listen to 

the recorded sessions online either, although it appears many at least checked it out at some point 

in the semester.  

The synchronous sessions were for most students an untaken option as were the earlier 

online office hours. At the same time, students indicated in email and open-ended comments on 

the SET that just having the option made a difference. In fact, there was high praise for the fact 

that the teachers took time to do the sessions outside of regular working hours to accommodate 

the students, even by those who never attended or listened to the recordings. 

The synchronous sessions created a form of differentiated instruction designed to respond to 

individual needs and preferences of each student. For those most needy of personal contact, the 

conference sessions allowed them to talk to a real-time person. Students liked the ability to ask 

questions and to hear what others asked even when they did not have a question of their own, just 

like what happens in F2F classes to alleviate uncertainty. Those who required extra help could get 

it and those who had more confidence in self-study knew there were multiple means of personal 

contact if needed even when not used. 
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Results 

These changes had the impact that was desired of improving student end-of-course ratings, 

with open-ended questions and end-of-course reflections pointing to the perceived connection 

with a caring instructor. This was particularly important as the SET instrument in use, designed 

for F2F courses, asked questions about the instructor that online students had trouble answering. 

When a student never sees the instructor, how does one decide if they are enthusiastic about 

teaching? What does a well-prepared online instructor look like? Even if there is some fun 

content, how does a student determine if the instructor has a healthy sense of humor?  

What became obvious from the changes in ratings and comments after implementing the 

audio and visual additions was that having a “real” teacher was the most significant contributor to 

increased student satisfaction in the DL sections. In fact, some could not say enough good things 

about the course. Students who admitted dreading the idea of an online classes and enrolled so 

only to meet a requirement they had no other way to fulfill indicated they could not wait to take 

another online class. Even those who said they still preferred F2F said they would not mind 

repeating the experience if needed.  

Mean score ratings leaped on the teacher characteristic questions in the SET. The question 

on teacher preparation went from averages of 4.21 to 4.88 in DL sections, similar to the F2F 

sections. Instructor enthusiasm moved from 4.21 to 4.60, again comparable to the F2F sections. 

The humor question remained slightly lower but moved from 3.79 to 4.21. Open-ended responses 

shifted from comments on course and workload to more positive statements about the support of 

the instructor. One student noted: 

Positive attitude. Very up-to-date with technology and how to successfully integrate it 
with standard curriculum. ORGANIZED. Prepares students and helps them to learn 
outcomes effectively. Always there for you! Good teaching strategies - uses steps rather 
than LEAPS (and having us fall) Good presence (even on-line!) 
 

Perhaps more interesting is that without making significant changes to content or other 

aspects of the course, other SET ratings improved as well in terms of content issues and student-
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student interaction. There were now fewer complaints about confusing assignments although the 

issues of heavier workload continued. As has been found in some other studies of SET, a teacher 

“halo” effect seems to have impacted ratings not directly related to the intervention (Rovai et al., 

2006; Spooren & Mortelmans, 2006). 

Conclusions and Recommendations 

Revising courses is something that is familiar to any teacher, with macro level changes 

occurring between iterations of a course and micro level changes done on the fly as the course is 

taught. This constant adaptation requires multiple forms of teacher knowledge, referred to by 

Shulman (1987) as content knowledge, pedagogical knowledge and pedagogical content 

knowledge. Teachers not only need to know what to teach but how to teach it within their own 

disciplines and for the developmental level of their students, even more so when applying new 

technologies (Mishra & Koehler, 2006). 

When it comes to online distance learning, the knowledge base is more limited than for 

classroom teaching both because this mode remains more recent so there are fewer expert 

teachers and changing technology continually makes new options available (Koehler & Mishra, 

2005). Best practices and research-based strategies do not present clear and easy choices for 

course improvement, while faculty indicate that DE requires shifts in their approaches to 

pedagogy that take time (Gallini & Barron, 2001/2002). An understanding of the issues that can 

be enhanced through research findings has the potential to help faculty adapt strategies from their 

repertoire within the framework of the less familiar. While increasing the presence of the 

instructor can have dramatic impact, as shown in this study, the tested strategies are yet emerging. 

Perhaps if we can determine through observations, interviews, and analyses of online 
course documents what constitutes positive social presence behaviors, then more 
institutions and instructors can incorporate these behaviors into their courses. This, in 
turn, leads to the training of course instructors in methods that allow them to project 
positive social presence/immediacy behaviors as well as to incorporate or “culture” 
social presence among the participants/students in their courses. (Richardson & Swan, 
2003, p. 81) 
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What this case study does show is that with the growing understanding of DE and 

proliferation of research, there is now an expanding knowledge base that can help instructors in 

solving problems. Through such solutions, the affordances of online learning will become 

increasingly better understood. 
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Public Source Software for Educational Assessment Activities 

 
A Workshop 

 
John B. Watson, Ph.D. (jbw@crilink.com) 

Technologist, Columbus Research, Inc. 
 

 
 An increasingly popular resource for software applications in the K-12 and higher 
education communities is the open source movement.  Applications like XAMPP, 
Moodle and FacultyTools are being used by organizations large and small to 
accommodate growing needs to automate processes and collect important data. 

 
This workshop reviews and demonstrates different software applications available 

at no cost to educational institutions.  The different types of software include:  Survey 
systems, faculty recruitment databases, scholarly works databases, institutional review 
board automation, faculty scheduling, and applications that facilitate assessment of 
student learning outcomes. 
  

A portion of the workshop will be set aside to discuss each of the following topics 
related to open and public source software: common licensing agreement terms, hardware 
and software required to run these applications, and the typical needs for user support and 
maintenance of these systems.   

 
Those who bring computers to the workshop can explore the applications during 

the presentation.  And, attendees may make obtain copies of some of the software 
discussed or presented during the workshop to take back to their institutions. 
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Abstract 

 
 This study describes the development of the upper secondary 
science curriculum on genetics which enhance socio-scientific decision 
making ability. The curriculum was designed and developed as an 
elective science course for the upper secondary school students called 
Genetics and Society.             Socio-scientific issues-based approach 
combined with a socio-scientific decision making framework were used 
in this study. The purpose of the curriculum was to help students 
develop an understanding of genetics that has gone beyond the core 
curriculum and has enhanced their ability to use genetic knowledge for 
making decisions on socio-scientific issues. The main focus of this 
study is to develop and evaluate an upper secondary science 
curriculum and related instructional materials. The curriculum was tried 
out in two classrooms of 12th grade students at Mahidolwittayanuson 
School, Nakhonpatom province, Thailand  in 18 periods (July-
September, 2006). The findings of the pilot study indicated that student 
achievement scores and socio-scientific decision making scores of 
both classrooms after using the science curriculum were significantly 
higher than those of students in the same group before using the 
curriculum at the 0.05 level. In addition, scores of student opinion 
toward this curriculum were at high level in all items. The finding will be 
used to improve the curriculum prior to curriculum implementation. 

Keywords: Curriculum development; Science curriculum; Genetics; 
Socio-scientific issues; Socio-scientific decision making 
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1. Introduction 
 The genetic technologies, such as genetic engineering, gene 
therapy and cloning, are undergoing rapid advancement. These 
technologies are becoming increasingly important for society because 
of their great potentials for solving various problems that our modern 
world faces. However, in spite of their promise these technologies 
present societies with a lot of significant questions and problems. 
Because of the relevance of biotechnology to society there is a good 
reason that both the science related to it as well as the ethical, political 
and economic issues its advancement raises should be included with 
the            pre-college science education curriculum. 
 Consequently, the researcher has developed the upper secondary 
science curriculum on genetics which emphasize to enhance socio-
scientific decision making ability.  This paper provides background, 
rationale, the objectives, significance, methodology and preliminary 
results of the study.  
 
2. Background and Rationale 

The publication of the description of the structure of DNA in 1953 
(Watson and Crick, 1953) has resulted in rapid advancement of genetic 
knowledge. At present, genetics is playing an increasingly important 
role in the practical affairs of humans because we have entered what is 
being called the biotechnology century. Moreover, at present time, a 
rapid advancement of genetics and the impact of new genetic 
technologies present socio-scientific issues and the application of 
advanced genetic knowledge is being debated because of an 
increasing emphasis on citizen participation in making policy decisions. 
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However, it is perceived that there has been little exploration of the 
opportunities for students to be promoted their understanding of 
contemporary genetic concepts and to be involved in decisions about 
the development or applications of the genetic technologies that affect 
them. 
 The impact of new genetic technologies on socio-scientific issues 
will continuous to be significant. In science education, socio-scientific 
issues have become important because they occupy a central role in 
the promotion of scientific literacy (Sadler and Zeidler, 2005 cited 
Bingle & Gaskell, 1994; Driver, Leach, Millar& Scott, 1996; Zeidler & 
Keefer, 2003). This perspective on scientific literacy, which is 
consistent with standards and reform documents in the United Stated 
(American Association for Advancement of Science, 1990; National 
Research Council,1996; Siebert&McIntosh, 2001) and other countries 
(Council of Ministers of Education Canada Pan-Canadian Science 
Project,1997; Millar & Osborne, 1998; Queensland School Curriculum 
Council, 2001), holds that science students need to develop the ability 
to make informed decisions regarding scientific issues that are 
important to society (Sadler and Zeidler, 2005).  
 Because of the rapid growth in genetic knowledge there has been 
an increased emphasis on providing students with an education that 
promotes their understanding of contemporary genetic concepts. There 
is a need to prepare future citizens to be able to deal with 
biotechnology and the social, political, economic and ethical issues 
raised by its rapid development. This is critical for the scientific literacy 
for future citizens. The science education is also important to consider 
ways to engage students with all aspects of socio-scientific issues so 
that they can develop the understanding and skills necessary to assist 
their decision making and actions.  
 However, Nicky’s (2003:57) analysis of several syllabus 
guidelines and school textbooks indicates that “DNA appears mainly in 
upper-school curricula, with the emphasis remaining on cellular 
responses and classical Mendelian genetics”. This pattern of 
progression is consistent. Substantial areas of contemporary genetics 
are omitted“.   
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In Thailand, as a result of the Thai National Education Act 
(TNEA) of 1999 the Thai education system was reformed (ONEC, 
1999).  According to the TNEA, the Basic Education Commission of 
Thailand prescribed a core curriculum known as the Basic Education 
Curriculum (BEC) of 2001. The schools began using BEC in 2002. This 
curriculum includes eight strands: 1) Thai language, 2) mathematics, 
3) science, 4) social studies, religion and culture, 5) health and 
physical education, 6) art, 7) career and technology and 8) foreign 
languages (MOE. 2002: 5).   

In Thailand, genetics is one of the biological topics in the science 
strand of the BEC 2001. In this strand, the national science education 
for a basic education (grade 1-12) was set by the Institute for the 
Promotion of Teaching Science and Technology (IPST), a national 
institute, which is also assigned the duties and responsibilities of 
designing and developing curricula, instructional materials and 
teaching-learning activities (Soydhurum, 2001). The national science 
educational standards provide a framework for common focus on what 
can be achieved. In the national science curriculum standards, 
genetics is included within Standard Sc 1.2 of the first sub-strand, living 
things and living processes which states that 

 
 

Standard Sc 1.2:  The student should be able to understand the 
processes of reproduction and inheritance, evolution of living things, 
biodiversity, technological applications that impact on man and the 
environment, carry out investigative processes, have scientific mind, 
communicate what is learned and apply the knowledge gained ( The 
National Science Curriculum Standards: 6). 
 

An analysis of genetic education in Thailand also revealed a lack 
of contemporary genetic contents at both the primary and secondary 
school level. For example, in school curricula the topic of DNA and 
classical genetics is mainly restricted to the upper-secondary level. 
Molecular biology and biotechnology appear at the university level. 
Genetic education should be instructed as it is a part of society. The 
education in genetics should include both understanding of genetic 
knowledge and the role of genetics in relation to other areas of life and 
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therefore include approaches for preparing citizens to deal with genetic 
issues. In an attempt to portray science in a more contextualized way 
and to bridge scientific knowledge and social responsibility, it has been 
argued that an issues-based approach is appropriate. Pedretti (1999) 
suggest that issues-based approach can utilize in science instruction 
has the potential for capturing the complex relationship between 
scientific knowledge and social responsibility.  
 From this notion, genetics curricula that will prepare Thai citizens 
to be able to deal with the biotechnological age are required. If genetic 
education doesn’t include an emphasis on biotechnology and the 
social, political, economic and ethical issues, Thai citizen will be less 
able to deal with biotechnological progress and issues. In developing 
genetic curriculum for Thai students, it should consider the basic of 
genetic within the national science curriculum standards as well as 
current issues of genetics in society. In this curriculum, students must 
be provided with opportunities to deal with various kinds of problems 
regarding genetic issues that required them to use their knowledge 
and thinking skill, especially, decision making. The education in 
genetics included: 1) understanding of genetic knowledge and the role 
of genetics in relation to other areas of life and 2) approaches for 
preparing citizens to deal with genetic issues. This genetic curricula 
have one hand teaching students science content and inquiry practices 
is important, and another hand that practicing for students to develop 
thinking skills on decision-making by systematic thinking framework 
along with teacher’s guide. This curriculum is developed to enhance 
students’ ability to well capture the complex relationship between 
scientific knowledge and social responsibility.  
 
3. Objectives of the Study 
 1. To develop and implement the elective science curriculum on 
genetics to enhance upper secondary students in socio-scientific 
decision making ability; 
 2. To evaluate the result of using the curriculum to students’  
  - learning achievement,  
  - socio-scientific decision making abilities 
  - opinion toward the curriculum; 
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 3. To evaluate the participation teachers’ opinion toward the 
curriculum. 
 
4. Significance of the Study  
 The curriculum is gone beyond the genetics included in the core 
science curriculum of Thailand.     It is designed to prepare students to 
develop socio-scientific decision-making abilities in order to be able to 
deal with the application of biotechnological knowledge. In this study, 
the curriculum used an issues-based approach combined with a socio-
scientific decision making framework. In addition, this study may 
provide guidance for teachers in science other than genetics, who wish 
to include socio-scientific issues in their courses. 
 
5. Methodology 
 The research design of the development of the upper secondary 
science curriculum on genetics to enhance decision making ability on 
socio-scientific issues in this study is the Research and Development 
(R and D) type. 
 The development of the elective science curriculum on genetics 
for the upper secondary student to enhance socio-scientific decision 
making ability have 2 stages:  
 Stage 1 Curriculum Development involved studying basic 
information, designing a draft curriculum, evaluating the draft 
curriculum by experts, conducting a pilot study, and revising the 
curriculum 
 Stage 2 Curriculum Implementation involved steps of 
implementing the curriculum and collecting data. The data of 
curriculum implementation were analyzed to evaluate the curriculum. 
   
 
6. The Curriculum 

This curriculum was designed and developed as an elective 
science course for the upper secondary school students called 
Genetics and Society. It meets 2 hours/week. This course is for upper 
secondary students who must pass requirement basic genetics course. 
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Its content is treated under 4 main topics: Basic of DNA, Genetic 
engineering, DNA fingerprinting, Human Genome Project. The 
framework of the curriculum contents consist 4 learning unit as shows 
in table below. 

 

Learning Unit 
 

Content 
 W

e
e

k 

L
es

so
n

 
P

la
n

P
er

io
d

 

Introduction Course Framework Introduction 
Time Pre-Achievement Test  and  Pre-

Decision Making Test 
1 - 2 

1. Basic of DNA 1.1 Mendelian and Non-Mendelian 
Genetics 
1.2   DNA and Protein Synthesis 

2 1 2 

2.1 Genetic Engineering  Method 
      Decision Making Time 1 3 2 2 

2.Genetic 
Engineering 

2.2 Genetic Engineering: Plant Aspect  
      Decision Making Time 2 4 3 2 

3.1 DNA Fingerprinting Method 
      Decision Making Time 3 5 4 2 

3. DNA 
Fingerprinting  

3.2 Use of DNA Fingerprinting &Issues 
of DNA Fingerprinting 
     Decision Making Time 4 

6 5 2 

4.1 Introduction of Human Genome 
Project 
      Decision Making Time 5 

7 6 2 
4. Human 
Genome    
    Project 

4.2  Human Genome Project Issues 
       Decision Making Time 6  

8 7 2 

Reflection Time   Conclusion time 

Post- Achievement Test and Post -
Decision Making 

9 - 2 

Total 9 7 18 

  
 The strategy for application of this curriculum to classroom 
instruction use socio-scientific issues based approach combined with a 
socio-scientific decision making framework developed by the researcher 
(Figure 1). The approach in each lesson plan use one socio-scientific 
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issue in one inquiry cycle and application of knowledge to make decision 
on the socio-scientific issues. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
7. The Result of the Curriculum Development Stage 

 The curriculum development stage was developed in three phase 
as follows 

1. Developing the upper secondary science curriculum draft on 
genetics which enhance socio-scientific decision making ability.  The 
draft of curriculum, as student book, included content and laboratory 
activities on Mendelian genetics, genetic engineering, DNA 
fingerprinting, and Human Genome Project. The draft of curriculum 
was used as a guideline to develop the teacher guidebook which 
included curriculum description, instructional plans, and additional 
documents for this curriculum. 

2. The drafts of student book and teacher guidebook were 
verified by three experts, including curriculum developer, experienced 
teacher and geneticist for the appropriateness and the Index of Item 
Objective Consistency (IOC). The finding of the evaluation of the 
quality of the curriculum draft indicated that the mean score of the 

Application of the knowledge by making decision on socio-scientific 
issues on genetics

Socio-Scientific 

Human Genome 
Project

DNA 
Fingerprinting

Genetic 
Engineering

5Es Model base on Socio-scientific Issues 
1. Engagement with Socio-Scientific Issues 
 2. Exploration through Genetic technology 
3.  Explanation about Genetic technology and 
Socio-Scientific Issues  
4. Elaboration Knowledge to New Socio-Scientific 
Issues  

Figure 1: One socio-scientific issues-One inquiry cycle and Application
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appropriateness and validity were highly appropriate in all items. The 
index of IOC was 0.7 -1.0 which was higher than the criteria score of all 
items. 

3. The pilot study aims to check the quality of the draft 
curriculum such as the lesson plans and to familiarize the teachers with 
the teaching strategies before curriculum implementation stage.        
The finding about the pilot upper science curriculum with 44 students 
from Mahidolwittayanuson School indicated that this curriculum was 
effective and appropriate for use in the classroom.  

3.1 The student achievement scores on genetics after the 
curriculum studying were significantly higher than scores of students in 
the same group before using the curriculum at the 0.05 level of 
significance. 

3.2 The student socio-scientific decision making scores 
after using curriculum were significantly higher than scores of students 
in the same group before using the curriculum at the 0.05 level of 
significance. 

3.3 The mean score of student opinion toward this 
curriculum were at high level in all items. However, the mean scores of 
the learning method, inquiry, and practice of socio-scientific decision 
making were at highest level. The expression of students’ opinion 
showing that they need more times to discuss and making decision on 
socio-scientific issues. 
  The result of this pilot study will be used to develop the 
curriculum for implementation during the second semester (November 
2007-January 2008).  
 
8. Conclusion 
 This paper has provided a brief description of our current 
research—development of the curriculum on genetics to enhance socio-
scientific decision making ability for upper secondary student. The 
research aims to improve genetic education in Thailand by preparing 
and evaluating curricular and instructional materials designed to 
provide students with opportunities to learn about biotechnology as well 
as allow them to develop and practice their abilities to make decisions 
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on controversial issues so that they will be better equipped to 
participate in the modern technological society. 
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Language ecology in a multicultural classroom: Discourse after curriculum 
reform for grades 1-9 in Taiwan 

Liang-Wen Lin, Chuen-Min Huang 
 

Language education in school always reflects the transformation of language 
policies and trends of ideology in a large social context.  It also has a sophisticated 
connection with national identity or ethnic identity.  The development of language 
education in Taiwan from the late 1940 to the last can be divided into three particular 
periods: movement of Chinese-only (1949-1985), transformative stage (1985-1989), 
and multi-languages stage (1989-) (Huang, 1997, 2004).  After the implementation 
of curriculum reform for grades 1-9 in Taiwan since 2001, a new ecology of language 
in school has gradually emerged.  It is important to know what the language uses and 
attitudes of students from different ethnic groups are, how the relationships between 
students’ language attitude and use and identities of ethnicity, nation, or 
multiculturalism approach are, and what the critical factors besides languages that 
influence identities of students are. 

The major purpose of this study was to investigate students’ language attitude 
and language use, the relationships among language attitude, language use and 
identity, as well as the influential factors on these issues after the curriculum reform 
for grades 1-9 in 2001.  Data derived from literature review, classroom observation, 
individual interview, and documentary analysis provide significant information to 
answer the related research questions.  A multicultural classroom of junior high 
school in Taoyuan County of Taiwan was selected as the observation case in this study 
from October 2006 to February 2007.  

The prospective research findings from this study include the following: (1) a 
clear picture of students’ language attitude and language use toward three different 
kinds of languages in Taiwan-- homeland languages, Mandarin, and English; (2) a 
detailed analysis of the relationships among students’ language attitudes, language use, 
and their related identity; and (3) a holistic understanding of the affecting factors on 
students’ identity. 
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Abstract 
This paper presents the submission and use of innovative software tools that 
inspired doctorial students with learning disabilities to develop strong thinking 
and organizational skills that improved their academic performance. Upcoming 
practitioner researchers were able to increase there learning aptitude. There is a 
desire to share with educators the possibilities and capabilities of learning 
disabled students. The presenters will also share their personal stories of 
education with dyslexia, stuttering and traumatic brain injury. 
   
Inspiration Software, Language Master, Audio 
 
 
Rewrite 
 
Exploring learning deficits among two, third year doctoral students at Pepperdine 
University with Traumatic Brain Injury (TBI), dyslexia and stuttering using modern 
software to support learning. This paper presents the submission and use of 
innovative software tools that inspired doctorial students with learning disabilities 
to develop strong thinking and organizational skills that improved their academic 
performance. Upcoming practitioner researchers were able to increase there 
learning aptitude. There is a desire to share with fellow educators the possibilities 
and capabilities of learning disabled students. The presenters will also share not 
theory but their personal stories of education with dyslexia, stuttering and 
traumatic brain injury.  
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We tend to think of doctoral candidates, school administrators and 

teachers as excellent students whose academic paths were smooth and straight.  

But this is not always the case.   

Two doctoral students in the Education Leadership Administration and 

Policy (ELAP) program at Pepperdine University tell their stories of struggling 

through school while trying to overcome learning disabilities. Lisa’s story involves 

two disabilities that have always been with her.  Doug’s story starts normally, but 

a traumatic accident changed his life forever. 

 

Two People and their Learning Disabilities 

" I've learned that success is to be measured not so much by the position 

that one has reached in life as by the obstacles he has overcome while trying to 

succeed.”  - Booker T. Washington 

 
Lisa has stuttered for as long as she can remember. She found out she 

was dyslexic while working on her teaching credential at UCLA Extension. There 

are many different types of dyslexia (reading and related language based 

learning disabilities). Dyslexia for Lisa means words and numbers move and 

sometimes fall off the page. When reading, Lisa has to try to figure out if she is 

looking at a “b, d, p or q” and when she looks at numbers such as “48” she will 

sometimes see “84.” The letters and numbers are always the same, but the 

position of the letter causes it to have a different sound and the position of a 

number causes it to have a dissimilar value. She also has trouble spelling words 
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when writing papers. She keeps a Franklyn Language Master with her at all 

times.  

She remembers receiving straight “D’s” in fifth grade. Her teacher sat her 

in the back of the classroom because she would not read out loud or speak 

during class. She was in detention almost every day for not doing what the 

teachers asked. She remembers being in class and knowing the answer but the 

words were caught or stuck somewhere between her mind and her mouth. As 

she would try to speak and force the words out, she would sound like an Elmer 

Fudd or Porky Pig. She says her options were to embarrass herself in front of a 

bunch of 5th graders or take the “F” for not participating. As she put it,  “My mind’s 

eye would race and remember the faces of everybody laughing at me. This was 

a “no brainer” for me—I took the big fat “F”.”  

When Lisa was in high school she tried to beg grades out of her teachers. 

She was a Majorette during 11th grade and was on the cheerleading team in 12th 

grade.  She remembers barely maintaining a 2.6 GPA to participate in extra-

curricular activities. She spent the next four years in junior college (community 

college?) struggling to pass classes. Finally, she went on to  A&M University in 

Alabama, where her teachers nurtured, tutored and encouraged her to succeed. 

Four years later, she received a bachelor’s degree from California State 

University, Fullerton in communicative disorders. It took eight years for her to 

complete her bachelor’s degree. Since then she has received two Masters 

degrees, one in Special Education from National University and the other in 

administrative education from California State University Dominguez Hills. She is 
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currently working on a doctorate in education with an emphasis in leadership, 

administration and policy from Pepperdine University. 

 Doug had a very good start in life doing well in school and moving towards 

a career in education. But in 1989, he was involved in a traffic incident that 

resulted in a traumatic head injury. This event taught him the true meaning of the 

term “disability”.   Being an optimist Doug learned new ways to relearn everything 

he had always taken for granted.  In doing so, he began to understand that there 

are many ways learn, succeed and excel, even with a severely damaged brain. 

The beginning of what Doug shares is what he was told, not what he 

remembers. He had lost the memory of approximately 4 months around the time 

of the accident. But what he will share is the nature of his disability--aphasia. A 

common definition of aphasia is the partial or total loss of the ability to articulate 

ideas or comprehend spoken or written language resulting from damage to the 

brain caused by injury or disease. 

He was riding a moped, and not wearing a helmet, when he was hit by a 

car. It was a serious head injury for which he had to be flown by helicopter to a 

trauma center/emergency room. After being in a coma and having surgeries to 

release the pressure on the brain, he was going to live, but doctors told family and 

friends that they did not know what his mental condition would be. 

People who visited him in the hospital have told him that his vocabulary at 

the time was just a few words. He was told that his conversations were merely a 

repetition of two to three words, primarily the words “dog” and “wood”. He spoke 

as if he made perfect sense. People would smile and answer as if he were 
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conducting a coherent conversation. This was the first and most severe stage of 

his aphasia. 

After a month in intensive care, he was transferred to a second hospital 

where he spent two months for inpatient rehabilitation. After these two months, he 

was released to live with family while he attended outpatient rehabilitation for 

several months. Though rehab started with physical, occupational and speech 

services, it ended only with speech therapy. This is the important time when he 

was once again learning how to read and write. His time in rehab is the time he 

himself remembers. He does not remember ever having been in the first hospital, 

and he remembers only moments of the second location. But he does remember 

how difficult it was to talk and share ideas when he could not think of the words to 

explain his thoughts. Relearning English and building his vocabulary would 

continue as time progressed, but doctors said that with his head injury, his abilities 

would not be 100% of what they were before the crash. They did not know how far 

he would advance. His progress could be minimal, or it could be as high as 99%, 

but things would certainly be different. 

After approximately 6 months in outpatient rehab, he returned to work, but 

the company for which he worked was changing and his position would soon be 

eliminated. He decided to use this as an opportunity to completely his bachelor’s 

degree. 

Before the crash, he had completed three years towards his bachelor 

degree at UCLA. He had taken some time off from his education because of the 
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job that he had at the time. Now, after extensive time in the hospital and 

rehabilitation, he decided he wanted to return and complete his degree. 

Upon his return, he found the work was a tremendous challenge, 

especially when compared with his previous time at the university. The readings 

now took much longer for him to complete and comprehend. In spite of all of his 

hard work, he was having a much harder time completing work, and the work he 

was completing was not up to the standard that he had achieved before. He was 

not used to this. After rehab and talking with his doctors about his injury, he knew 

that some changes would have to take place for him to advance. But he remained 

hopeful and confident that he would find a way to succeed. 

As the definition of aphasia suggests, his challenge was to articulate his 

ideas at the level required for the university. He felt he was up to the challenge, 

but assignments took much longer than before. He used as many tools as he 

could find, from a dictionary and thesaurus to more technological tools as time 

went on.  Doug would use these new techniques to complete his bachelor’s 

degree at UCLA, his teaching and administrative credentials and his Master’s 

degree at Loyola Marymount University.  He continues to rely on them with his 

current work in the doctoral program at Pepperdine University. 

 

Overcoming Their Challenges 

After completing college, while looking for a position as a speech 

therapist, Lisa was hired by the Los Angeles Unified School District to teach 

adults with disabilities. Her first teaching assignment was to work with the visually 
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impaired and or blind adults. She learned to speak in front of a crowd of people , 

and she was reassured by the fact that they couldn’t see her.  Lisa remembers, 

“the students could not see my lips when I would tremble trying to get a certain 

word out. I would become extremely nervous, I could feel my heart pounding and 

my breathing becoming labored. I learned breathing techniques on my own 

without anybody noticing what I was doing.” Because her students were visually 

impaired, their other senses were heightened and she did not want them to 

notice what she was doing. When she first started the breathing techniques the 

students would ask if she was ok, they could hear her breathing pattern change. 

She has continued using the inhalation method over the years. Lisa feels that, “it 

helps me to calm myself down. Then I can feel the release of pressure in my 

head and only then am I able to speak in front of a crowd. I’ve learned what 

works best for me.” She cannot read verbatim, she becomes nervous and start to 

hyperventilate.  She has to know the subject matter. She relies on having an 

outline in front of her with no more than twenty words and no sentences. This 

keeps her on task, so she won’t leave anything out. She now uses PowerPoint 

presentations in order to stay focused on a particular topic.  

Lisa is astonished that as a stutterer, she could successfully major in 

speech pathology. She attended speech therapy from 4th through 8th grade and 

did not stop stuttering until she graduated from college. When Lisa says she 

stopped stuttering, it really means that she does not stutter every other word. 

She will always be a stutterer. She stutters when she is nervous or put on the 

spot. She notices that when she catches a cold, she stutters even more. She has 
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learned to pause and choose words that do not start with “F’s, B’s, and W’s.” She 

can change her vocabulary around so that she will not stammer through a 

sentence. For example, she might say, “Are you going to the store?” when she 

really wants to ask, “Where are you going?” But at times, she knows if she tries 

to say a word that starts with a “W” she might embarrass herself. 

For every teacher who told her:  “Because you don’t speak well, you 

probably won’t make it to college.  You’ll need to learn a vocation with your 

hands,” there were always others who encouraged her to excel. Just to mention 

a few: her eight grade teacher, who never stopped encouraging her to be all I 

can be; her eleventh grade teacher, mentioned college to Lisa, though she had 

never thought about college. She didn’t think she was college material. Three of 

her college professors made her feel that she could really graduate college. 

Before that time, she was just going to school. At some point she had to learn to 

encourage herself and believe a few teachers and her parents’ words of support.  

Doug also sought accommodations at UCLA’s Office of Students with 

Disabilities. They understood his situation and were able to mediate with his 

professors. He was allowed extended time for exams and projects. Another 

accommodation involved his being able to use a dictionary and thesaurus for all 

tests and assignments. All of his professors understood and accepted his 

situation. With this help in place, Doug completed his bachelor’s degree at UCLA. 

He felt confident that he could conquer his next challenge—attaining his teaching 

credential. 
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He decided to attend a university close to home. He attended Loyola 

Marymount University in Los Angeles, California, to get the teaching credential 

and a Master’s degree in Multicultural Education. He also completed course work 

for the California Administrative Credential for K-12 schools. At LMU he sought 

and received help from the Office of Disability Support Services. At the graduate 

level, very little if any work is given with extremely limited time, but he felt that he 

should explain his situation and ask for accommodations should they be needed. 

During his time at the universities, Doug was asked by friends who work at 

local high schools to share his story with their students. He had worked at a high 

school for 10 years before his head injury. Many of these friends knew more about 

the crash and his time in the hospital than he did. During October, which is 

National Disability Awareness Month, individuals with different types of disabilities 

talk with those who are not aware of these differences and make people aware of 

the many different types of disabilities. Most people think of a disability as a 

physical limitation that is readily apparent. Doug thought it would be important to 

inform others about those whose disabilities may not be visible. 

There is a story that he used repeatedly to give the high school students 

an understanding of aphasia. He told them about the one time when he was at a 

stationery store to buy some rubber bands. Rubber band is a simple word, one 

that the students all used without thinking. But when he was in the stationery 

store, he could not find the rubber bands. When an employee asked to help him, 

he couldn’t think of the word. He could describe it. He could say and show how it 

stretched and what it could hold, but he could not think of the word. Assuming that 
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it was something complex, the employee named some complicated office 

equipment. He repeatedly said no. Then she said, “Well, it must not be tape, 

string or a rubber band…” That’s when it clicked. But he was too embarrassed to 

say that yes, he was looking for rubber bands, so he left and went to another 

store, this time not forgetting the word. 

 

Using a Disability to Make Better Educators 

Over the years, Lisa and Doug have both relied on technology to help 

them.  Both of them have come to see their disabilities, not as weaknesses, but as 

strengths. These disabilities have helped them assist students with learning 

disabilities in ways that other “normal” teachers simply cannot. They both 

understand the importance of teaching lessons that accommodate different 

learning styles, and they both appreciate and use a wide range of authentic 

assessments.  

As professionals who also teach ESL, they have found many similarities 

between their disabilities and the struggles that English language learners have. 

Lisa notices their fear of embarrassment as they practice saying new words aloud, 

and recognizes that this is similar to her fear of stuttering. Using the Franklin 

Language Master which spells and speaks, can assist students in pronouncing 

words correctly. Regarding aphasia and recognizing words, Doug has faced the 

challenge of learning English a second time, and he can relate to students whose 

vocabularies are limited. Both Lisa and Doug particularly enjoy teaching those 
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who are taking the first steps in learning a new language because they have the 

experience, empathy and patience to guide them.  

Doug and Lisa employ instructional techniques that involve constant 

repetition and aids such as photos and videos. For many students with disabilities, 

it is important to speak slowly and concisely so that the brain can hear one word 

and process it before hearing the second word. Even after several months in 

speech rehabilitation, Doug noted that when someone spoke fast, he could only 

process every 3rd or 4th word. He would hear a slightly uncommon word, and his 

mind would have to process through his entire bank of knowledge to find the 

meaning of this word before going on to the next word. Yet the speaker would 

often already have spoken several words.  

Through their college educations, Lisa and Doug have learned much 

about how technology can help them and students like them succeed 

academically. They learned about the use of laptops with applications ranging 

from AppleWorks, Microsoft Word and PowerPoint for taking, editing and 

presenting notes. They learned about the use of iPods and using audio books. To 

help the visual aspects of learning and growing, they also both use the Internet 

and sites like “dictionary.com”. One site in particular that helps Doug with aphasia 

and building his vocabulary is “thesaurus.com.”  They both also became proficient 

with the use of e-mail, box text and programs like Skype that facilitate live 

chatting. Since both are students and educators, they also use Inspiration to add 

another dimension to learning a topic. Inspiration is a practical program that uses 

mind mapping to organize ideas and structure essays in an environment that is 
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friendly to dyslexics. This software has assisted both Lisa and Doug with tools and 

resources for integrating visual learning into all areas of education. 

The latest technology they now use as both learners and as teachers is 

InterWrite, an interactive software with pad and panel. This software makes 

learning more exciting for all students, but particularly for those with different 

types of learning disabilities. 

 

Sharing these Experiences With Other Students 

with Disabilities and with Educators 

Lisa and Doug have decided to prove to themselves that they can indeed 

move on and succeed at whatever they choose to do, in spite of their disabilities. 

Many people who do not know about them and their situations are not aware that 

anything major, like stuttering, dyslexia or a head injury, even exists. People in 

their cohort of the ELAP program at Pepperdine were aware of their disabilities, 

yet there were no additional challenges that Lisa and Doug had to face from their 

cohort members. Both feel that their work was not simplified or accepted at below 

par standards simply because of the challenges they faced.  

To prove to themselves that they can succeed, they have taken on one 

final academic challenge--a doctoral degree. They have completed their second 

year of courses for the Educational Leadership & Academic Policy (ELAP) 

program at Pepperdine University. They now advance into their comprehensive 

exams and dissertations. Because of the Herculean complexity of earning such a 
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degree, they have approached it one step at a time, but they are finally close to 

their goal. They hope to inspire others to reach for the stars and not to be limited 

by their learning disabilities. 

Lisa and Doug encourage all educators, from prekindergarten teachers to 

college professors, to be open to many different ways of learning, and different 

ways of expressing knowledge. They are proof that disabilities need not be 

limiting. 
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Description: The Project GRAD Los Angeles model is an innovative approach to increasing 
high school graduation and college access by introducing college early and engaging the entire 
community in education, including the Los Angeles Unified School District (LAUSD), its 
schools, families, and community members. Project GRAD works holistically with students and 
families and addresses barriers that prevent students from reaching their educational aspirations. 
Because the great majority of our students will be the first in their families to attend college, 
Project GRAD introduces the concept of college early and strives to build a “college-bound 
culture” beginning in kindergarten. Project GRAD increases high school graduation and college 
access through four key areas: 1) Academic Support & Enrichment: 2) Parent Engagement: 3) 
School, District, and Community Relationships; and, 4) College Awareness, Access, and 
Scholarships. 
 
Objective: This session will introduce key strategies and innovative ways for conference 
participants to increase postsecondary options for students in underserved communities. 
 
Background: The Los Angeles Unified School District (LAUSD) is the second-largest school 
district in the country, serving nearly 800,000 students, and although the LAUSD’s largest racial 
and ethnic minority group is Latino at 90.1 %, this group has the lowest high school graduation 
rate in LAUSD at 40.2%.1  Nearly all of the Project GRAD Scholars are Latino (96%), and 
national and statewide data on college achievement demonstrates that Latinos are lagging behind 
other ethnic groups.  According to a 2002 study by the Pew Hispanic Center entitled “Latinos in 
Higher Education: Many Enroll, Too Few Graduate,” only 16% of Latino high school 
graduates obtain a college degree, compared to 37% of whites and 21% of blacks.   
 
Project GRAD Scholars, however defy the statistics. Currently over 500 Project GRAD Los 
Angeles Scholars are enrolled in colleges and universities throughout the country, including elite 
universities such as Yale, MIT, and Princeton.  We predict that nearly 50 percent of Project 

                                                 
1 Losing Our Future: How Minority Youth are Being Left Behind by the Graduation Rate Crisis: The Civil Rights Project at Harvard University, 2004. 
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GRAD Scholars from the high school graduating class of 2003 will graduate from college in five 
years or less. This is three times the national average for Latino college completion rates. 2 
 
Project GRAD Los Angeles is an innovative non-profit 501(c) (3) organization whose mission is 
to ensure a quality public school education for all at risk children in economically disadvantaged 
communities so that high school graduation rates increase and graduates are prepared to enter 
and be successful in college.  The goal of Project GRAD is to create a “college bound culture” 
where at least 80 percent of students graduate from high school and 50 percent of graduates enter 
college.  As an incentive, Project GRAD offers a college scholarship of up to $6,000 to Scholars 
who meet program criteria. 
 
Project GRAD serves a feeder pattern of 13 historically low-achieving schools and nearly 18,000 
students and families in the northeast San Fernando Valley in a cluster of primarily Latino 
neighborhoods.  The feeder system consists of 12 elementary and middle schools that “feed” into 
San Fernando High School (SFHS) —thus impacting the whole community.  The Project GRAD 
Scholars come from schools that are challenged by multiple socioeconomic factors. All Project 
GRAD schools are Title I and the majority are located in Federal Empowerment zones.  Ninety-
five percent of students participate in free or reduced lunch programs, 18% of the community 
lives in poverty, and 33% of households receive means-tested public assistance or non-cash 
benefits. Language acquisition is also an issue, with 50% of Project GRAD students designated 
as English Language Learners. 
 
 
 

                                                 
2  Pew Hispanic Center, “Latinos in Higher Education: Many Enroll, Too Few Graduate,” 2002. 
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Abstract 
 
Graduate students, in particular, master’s students, often start graduate school unprepared 
and lacking in written and oral communication skills. They frequently do not have the 
knowledge of what to expect, their roles and responsibilities, and how to prepare for a 
career. The objective of this graduate course was to provide graduate students with the 
knowledge, skills, and resources for written and oral communication. TPSS 654 
Communications in the Sciences, a one-credit course meeting once a week, had an 
enrollment of four students in Fall 2006 and 15 students in Fall 2007. Each week a 
different topic was presented using various teaching techniques—lectures, small group 
discussions, class discussions, in-class activities, and guest speakers. The diverse topics 
included audience psychology and perspective, scientific writing, grant and research 
proposal writing, curriculum vitae, interviewing, and posters. Key writing assignments 
comprised the major portion of the student’s grade. The students commented that the 
course was a valuable learning experience and helped prepare them for graduate school 
and beyond. 
 
 
Introduction 
 
Many graduate students frequently begin their graduate program with little preparation 
and knowledge about graduate school. They typically lack the knowledge about what to 
expect, their roles and responsibilities, how to do well in graduate school, and how to 
prepare for a career. For many of these graduate students, their experiences do not meet 
their expectations (Sirota, 1992). 
 
Surveys and focus groups have shown that graduate students desire more than just 
acquiring technical skills during their graduate program. A survey of psychology 
graduate students across the United States and Canada revealed they felt three areas were 
not being fostered by their programs:  time management skills, funding proposal and 
grant writing, and awareness of professional stages of development and associated pitfalls 
(Ducheny et al., 1997). Business schools, engineering schools, and law schools have 
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polled their graduates and employers of their graduates on what skills are most important 
after a few years on the job. Specific technical skills were not as important as 
professional skills (Stanley and Higley, 2000). 
 
A study at the University of North Carolina at Chapel Hill showed a clear need to assist 
graduate students to perform effectively in both academic and non-academic professional 
settings (Poock, 2001). The focus groups and questionnaires showed virtually unanimous 
agreement that graduate students should be well rounded and develop skills that 
transcend individual academic disciplines:  communication, leadership, teaching and 
instruction, professional adaptability, and self-awareness (Poock, 2001). 
 
How do we help better prepare our graduate and undergraduate students for graduate 
school? The objective of this paper was to describe a graduate course that was developed 
to provide graduate students with the knowledge, skills, and resources of written and oral 
communication skills to help them prepare for graduate school and a career. 
 
 
Methods 
 
Course overview. TPSS 654 Communications in the Sciences is a graduate course offered 
each fall semester. It is a required for graduate students and helps fulfill the 30-credit 
requirement for M.S. students. Ph.D. students, who did not have this course as a M.S. 
student, also take this course. 
 
TPSS 654 was originally developed to provide graduate students with basic skills in 
making oral presentations to lay audiences. Conceived to be a prerequisite to TPSS 667 
Graduate Seminar, it gave students the skills and experience of making oral 
presentations. In addition, TPSS 654 included writing of lay-type publications. In Fall 
2006, this course was modified to include a diverse range of new topics and was now 
geared for a scientific audience. Written and oral course evaluations (CAFE) led to some 
modifications of the course when it was offered in the Fall 2007 (Pérez and Kobayashi, 
2004). 
 
Course format. Each week a different topic was presented using various teaching 
techniques—lectures, small group discussions, class discussions, in-class activities, and 
guest speakers. The diverse topics included audience psychology and perspective, 
scientific writing, grant/research proposal writing, posters, curriculum vitae, and 
interviewing (Table 1). The Special Program Director for Grants and Contracts, CTAHR, 
and a webpage specialist from ITS (Information Technology Services, UHM) were 
invited to speak to the class. In-class activities included hands-on development of 
personal webpages and analyzing scientific papers. 
 
 
Table 1. Topics and speaker affiliations for TPSS 654 Communications in the Sciences, a 
graduate course on written and oral communication skills at the University of Hawaii at 
Manoa. Speakers were from the Information Technology Services (ITS), the College of 

2008 HICE Proceedings 
Page 2094



Tropical Agriculture and Human Resources (CTAHR), and the University of Hawaii at 
Manoa (UHM). 
 
Topic Affiliation 
Audiences and their perspectives TPSS course instructor 
Organizing, drafting, and revising TPSS course instructor 
Creating personal webpages Web Group specialist, ITS 
Graphics and visuals TPSS course instructor 
Scientific articles TPSS course instructor 
Theses, dissertations TPSS course instructor 
Oral presentations TPSS course instructor 
Research proposals. Impact statements Special Program Director for 

Grants and Contracts, CTAHR 
Posters presentations TPSS course instructor 
Conferences, proceedings TPSS course instructor 
Correspondence, e-mail, memos TPSS course instructor 
Resume, cover letter, interview Career Services, UHM 
Oral and poster presentations in class TPSS course instructor 
 
 
Major assignments. Key assignments comprised the major portion of a student’s grade. 
These assignments were developed to increase the students’ critical writing and oral skills 
and to give them active learning experiences in these various topics: 
 
 Developed a personal webpage. 

 Attended workshops on curriculum vitae writing and interviewing, and wrote a 
CV. 

 Wrote a grant or research proposal. 

 Wrote a scientific manuscript. 

 Produced a scientific poster. 

 Oral reports to the class. 
 
 
Student questionnaire. During the first class period, students completed a questionnaire 
provided by the instructor. Its purpose was to obtain background information about the 
students but more importantly, to make them aware of some of their responsibilities and 
expectations as graduate students. The questions are shown in Tables 2, 3, and 4. 
 
 
Table 2. Student questionnaire for TPSS 654 Communications in the Sciences completed 
by the students on the first day of class. 
 
Question 
Why are you taking this course? 
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Any specific topics of interest that you would like to see covered in this course? 
What marketable skills do you have besides your thesis/dissertation research and 
coursework? 
What scientific journals do you read regularly? 
Which professional organizations do you belong to? 
Which trade magazines do you read regularly? 
Which extracurricular organizations do you belong to? 
 
 
Results and Discussion 
 
Class demographic composition. In Fall 2006, this course had an enrollment of four 
students—one Ph.D. and three M.S. students. One student was from another department 
within the college—Human Nutrition, Food and Animal Sciences Department (HNFAS). 
In Fall 2007, enrollment increased to 15 students—four Ph.D. and 11 M.S. students. Even 
with no advertising of this course, having five students from another department 
(HNFAS), in which this course is not required, demonstrated the wide appeal of a 
professional development course in written and oral communication skills. 
 
Student questionnaire. The results of the student questionnaire, shown in Tables 3 and 4, 
gave the instructor valuable background information regarding who the graduate students 
were, their background, and their accomplishments while in graduate school. 
 
The high percentage of students who did not have a peer-reviewed article or conference 
proceeding article published or did not present a paper at a scientific conference either in 
Hawaii or outside of Hawaii was much needed data (Table 3). It reinforced the topics that 
were covered in the course and provided information to help modify the course for the 
future. For example, a topic that was emphasized was preparing for and attending 
professional meetings. Attendance at professional meetings is recommended for the 
enhancement of professional development (Ducheny et al., 1997). At these meetings, 
students have the opportunity to attend training sessions, workshops, and keep abreast of 
relevant technical research. 
 
 
Table 3. Scores from the student questionnaire in TPSS 654 Communications in the 
Sciences for Fall 2006. Value is the percentage of students answering yes or no to a set of 
questions. n = 4 students. 
 
Question Yes No 
I have had a peer-reviewed scientific article published. 25 75
I have had a conference proceedings article published. 0 100
I have had a popular work article published. 0 100
I have attended a scientific conference outside Hawaii. 25 75
I have presented a paper at a scientific conference outside Hawaii. 0 100
I have attended a scientific conference in Hawaii. 25 75
I have presented a paper at a scientific conference in Hawaii. 25 75
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I already have a resume or curriculum vitae (CV). 75 25
I have a working knowledge of PowerPoint for a slide show or poster. 100 0
I have a working knowledge of using a digital camera and downloading 
photos. 

75 25

 
 
The high percentage of students who do not regularly read scientific journals or have not 
joined a professional organization was not anticipated (Table 4). It points out a serious 
deficiency in the students’ professional development in not keeping up with the latest 
scientific findings in their field. In addition, not belonging to a national scientific society 
or organization indicates a shortcoming of these students. Students need to belong to and 
participate in national and international professional societies, such as the American 
Society for Horticultural Science, to keep abreast with their field, present their scientific 
research, and network with other scientists. 
 
In addition, shown lacking was their not reading trade magazines in their field of study. 
Trade magazines, designed primarily for stakeholders, provide valuable information that 
students need to keep up with findings relevant to the stakeholders. In the field of TPSS, 
trade magazines such as Ornamental Outlook and Greenhouse Grower, are valuable and 
provide practical applied information often not found in scientific journals. 
 
 
Table 4. Scores from the student questionnaire in TPSS 654 Communications in the 
Sciences. Value is the percentage of students’ answers to a set of questions. n = 4 
students. 
 
Question Mentioned at least one None
Which scientific journals do you read regularly? 50 50 
Which professional organizations do you belong to? 50 50 
Which trade magazines do you read regularly? 25 75 
Which extracurricular organizations do you belong to? 25 75 
 
 
Teaching methods and assignments. The instructor’s philosophy, explained in the first 
class period, of having various teaching techniques and a more active, hands-on learning 
approach provided valuable information to the students. Rather than merely listening to 
lectures and guest speakers, students had take-home and in-class activities that provided 
them an opportunity to discuss relevant issues with each other in small groups and in 
class discussions. The instructor believes students can learn much from each other as they 
share and discuss their individual experiences prior to and during graduate school. This 
information is important knowledge that supplements the instructor’s lecture, guest 
speakers, and reading materials. 
 
The major assignments were writing intensive, and the instructor’s aim was not only to 
make the students aware of these topics but to increase their writing skills. Surveys have 
shown that lack of writing skills is a serious shortcoming of graduates after a few years 
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on the job (Stanley and Higley, 2000). Small group discussions and small group projects 
helped students work as teams, which is crucial, as skills in teamwork are important 
(Stanley and Higley, 2000). 
 
Rather than having an “expert” speaker each week, active learning in-class activities and 
writing assignments were emphasized. Not only would this help with the students’ 
writing and oral skills, but it would allow students to learn from other students about 
topics that would ordinarily not be covered in class such as the challenges facing 
international students attending a university in the United States. 
 
Course evaluation. On the last day of class, students evaluated TPSS 654 using a 
University of Hawaii at Manoa computerized evaluation system (CAFÉ). From a list of 
over 300 questions, the instructor selected about 20 questions to be included in the course 
evaluation form. The students rated TPSS 654 favorably (Table 5), and their written 
comments helped modify the course for Fall 2007. 
 
 
Table 5. Comparison of course evaluations of TPSS 654 Communications in the 
Sciences, other TPSS courses, and other CTAHR courses. Scores ranged from 
1 = strongly disagree to 5 = strongly agree. Standard deviations are shown in parentheses. 
 
 Rating 
 
Question 

 
TPSS 654 

TPSS 
Dept. 

 
CTAHR 

Instructor demonstrates knowledge of course 
contents 

5.00 
(0.00) 

4.74 
(0.73) 

4.64 
(0.71) 

Instructor fulfilled the goals of the course 4.75 
(0.50) 

4.58 
(0.69) 

4.50 
(0.81) 

Instructor communicates effectively 4.75 
(0.50) 

4.48 
(0.75) 

4.35 
(0.97) 

I developed more confidence in my ability to 
communicate effectively through writing 

3.50 
(0.58) 

 3.96 
(1.18) 

I improved my abilities to do the kinds of writing 
used by professionals in this field 

4.00 
(0.00) 

 4.00 
(0.84) 

This course was helpful in developing new skills 4.00 
(0.82) 

 3.97 
(0.91) 

The instructor gave useful writing assignments 4.25 
(0.50) 

 4.33 
(0.66) 

The instructor suggests specific ways students can 
improve 

4.50 
(0.58) 

 3.37 
(1.27) 

Instructor's feedback about my writing helped me 
become a better writer 

4.00 
(0.82) 

 4.14 
(0.92) 

Feedback from other students about my written 
work was valuable 

4.00 
(1.15) 

  

The instructor presented the course materials in a 
clear and organized way 

5.00 
(0.00) 

 4.33 
(0.91) 
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The amount of work required is appropriate for 
the credit 

4.00 
(0.82) 

4.07 
(1.05) 

3.93 
(1.11) 

The types of writing we did were relevant to the 
field 

5.00 
(0.00) 

  

Class assignments provided an effective aid for 
learning the subject matter 

4.75 
(0.50) 

 4.29 
(0.81) 

Reading assignments are relevant to what is 
presented in class 

4.50 
(0.58) 

 4.19 
(0.80) 

Assigned readings were instrumental in the 
development of my knowledge of the subject 
matter 

3.50 
(1.29) 

 3.94 
(1.16) 

Course materials (texts, handouts) make a 
valuable contribution to the course 

4.25 
(0.96) 

4.20 
(0.89) 

4.26 
(0.85) 

Course was well-organized in terms of continuity 
and presentation 

4.75 
(0.50) 

 4.57 
(0.73) 

The course was a valuable contribution to my 
education 

4.25 
(0.96) 

4.36 
(0.85) 

4.13 
(1.06) 

Instructor was fair in grading and criteria of 
grades 

4.50 
(1.00) 

 4.67 
(0.70) 

 
 
In future offerings of this course, provisions could be made to address the issues of 
communications skills to prepare graduate students for positions in industrial settings 
(Higley and Stanley, 1997), for teaching (Darling and Earhart, 1990; Poock, 2001), 
especially in the areas of distance education and multimedia programming (Higley and 
Stanley, 1997), and administrative skills. 
 
 
Conclusions 
 
Students commented the course was a valuable learning experience and helped prepare 
them for graduate school and beyond. Several students commented on wishing they had 
taken a course like this during their first semester of their graduate program. The course 
provided a more diverse learning experience and hands-on activities. With so many new 
M.S. students in the course, the course was appropriate in its timing (fall semester versus 
spring semester). This course also provided the students with what has been called the 
hallmarks of education—critical thinking and writing skills (Higley and Stanley, 1997). 
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This researcher analyzes the relationship of the implementation in 

practicum-mentoring and school organization culture. The researcher tries to 

find the influence factors between practicum-mentoring and school organization 

culture from evidence data. This research is included three dimensions and used 

the quality and quantity integrated research methods. 

First, the research analyzes the practicum-mentoring dimension; secondly, 

the research inquires the school organization culture about practicum-mentoring. 

Both of them are used the interview and paper analysis strategies, and then used 

the exploratory factor analysis and other quantity analysis to construct the model. 

Through a series of quantity methods, such as preliminary fit criteria, overall 

model fit, and fit of internal structure of model. The model’s stability and 

predictive power were confirmed. Besides, the researcher uses case study to 

reflect the micro relationship between practicum-mentoring and school 

organization culture. Finally, the researcher supplies some conclusions and put 

forward the concrete improvement suggestions in practicum-mentoring system. 

 

Key Words: Practicum-Mentoring, Educational Practicum, School 
Organization Culture, Linear Structural Relationship, Model Construction 

2008 HICE Proceedings 
Page 2101



ID 1555 

The Influence Factors of Remote Elementary School and Teacher 

Turnover Rate in Chiayi County 
 

Juei-Hsin Wang  
gloriawang2004@mail.ncyu.edu.tw 

National Chiayi University 
Teacher Education Center 

Graduate Institute of Educational Administration and Policy Development 

Abstract 

The ‘Educational Priority Area Project Indicators’ were reported by 

Ministry of Education. The sixth indicator is ‘The higher rate of the teacher 

mobilization and substitute teachers’. These kinds of schools are very much in 

Chiayi County. 50% of elementary schools in Chiayi County belong to small 

scale schools. This study aims at the education situation and condition in 

Meishan Township, Alishan Township, and Dapu Township. Because the rate of 

small scale schools in these townships are higher than others. First, this study 

used document analysis and interview to understand the teacher employment 

and turnover rate in Chiayi County. Secondly, the researcher inquires one of the 

remote elementary schools in Chiayi County to do case study. Depending on the 

school documents and interview, the researcher found some reasons why the 

teachers mobilize or choose to stay at the remote elementary schools. Besides, 

this study adopted the geographic information system to analyses data. Finally, 

the researcher supplies this research conclusions and suggestions to the related 

education institutions for reference. 

Key words: remote elementary school, turnover rate, geographic information 

system 
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6. Abstract:  
In this session we discuss how, although important in teaching for diversity, a study 
abroad program for pre-service teachers can sometimes reinstate feelings of White 
Privilege. Our ongoing research has shown that there is a crucial preparation 
component that calls for deeper discussions about context knowledge and the 
relationships between all participating parties. Our focus is on how to improve a study 
abroad program that will better prepare pre-service teachers to work with diverse 
students. 
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Study Abroad as a Method of Preparing Pre-Service Teachers to work with 
Diverse Students: a Step by Step Guide 

 
 
Teaching teachers to acknowledge cultural differences is essential to 

understanding students’ cultural identities and meeting their learning needs (Stachowski 

& Mahan, 1998). In an attempt to fulfill the role of teaching teachers, one of the key 

issues for teacher education programs is how to prepare students for the increasingly 

diverse ethnic and socioeconomic student population (Sleeter, 2001). As a response to 

this concern, universities across the nation have decided to promote study abroad 

programs. 

Sleeter (2001) argues that cross- cultural immersion programs are powerful 

learning experiences for program participants such as recognizing differences between 

cultures. Study abroad should engage all participants in experiential learning (learn to 

appreciate learning/teaching contexts different from their own and prepare them to take 

on educational/social challenges) where students’ involvement with the community is 

encouraged while trying to avoid mis-educative experiences that will distort the learning 

goals of the program (Kaufmann et al., 1992; Dewey, 1997).  When a study abroad 

program is implemented and all participants follow the structured planned academic 

activities, other components are important for participants as well, such as, the context of 

culture they are immersed in, the implications of their observations and the attention 

given to their critical thinking and interpretation of situational comparisons and the 

application of experiences to discussed texts (Lutterman & Gingerich, 2002).  

Ongoing research has been conducted over four years through literature reviews, 

Honduras onsite interviews, pre & post surveys and follow-up interviews. Our focus is on 

how to develop a study abroad program that will prepare pre-service teachers to work 

with diverse students. Responses to the experiences of pre-service teacher education 

students in the study abroad program investigated include: feelings of white privilege 

through notions of poverty, blessedness and comfort zones (Phillion et al., submitted). In 

this sense, pre-service teachers saw poverty but there was no connection between poverty 

in Honduras and wealth in the United States. Sleeter (2001) argues that community-based 

cross-cultural immersion experiences seem to transform pre-service teachers and ground 
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them in contextually relevant knowledge. Although in this program the students feel 

spiritually and emotionally transformed, there is no obvious situational knowledge 

gained. One factor that may influence this is that students do not get enough context 

knowledge about Honduras before the trip. Another may be that in this program, students 

were not challenged enough to think critically about economical differences between 

settings. 

In this session, we assess a study abroad program at a Midwestern university by 

describing its purpose, implementation and responses to it by its pre-service teacher 

participants.  After an explanation of the program’s identified strengths and limitations, 

we discuss ways to improve the program. We have found that these improvements need 

to address a deeper understanding of the relationship between Honduras and the United 

States, as well as the pre-service teachers and to one of the primary goals of this 

particular study abroad program, social justice. Our “how to” guide challenges 

multicultural educators at the “intermediate level” to create structures within study 

abroad programs that facilitate reflective dialogues and thinking among participants.  

 One focus of improvement for the program is in the preparation stage, when the 

pre-service teachers are given context knowledge about Honduras. We pose that the pre-

service teachers need more than a brief “here’s what to bring, and here’s what to expect” 

preparation and more of an “honest” representation of the communities that will host 

them.  Another focus of these new depths is that of identifying key articles and areas of 

discussion that will promote the pre-service teachers’ critical thinking about economical 

differences between settings so that they do not see the only solution to their 

uncomfortable state as giving the Hondurans more money.  In this step by step guide of 

“how to” create a better Study Abroad program, we acknowledge that these 

improvements can be realized and are crucial to a true understanding of multicultural 

education.   
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Transformative Literacy and the Creative Dialogue Process 

 Transformative Literacy  

 Grounded in the framework of Ada and Campoy (1997), the theory of 

transformative literacy recognizes the power of literature.  The Creative Dialogue process 

takes the reader through a series of steps that utilizes this power.   Transformative literacy 

confirms that “human beings are reflective beings” and provides “children with better 

insights unto their own beings, a better understanding of relationships to others and opens 

doors to new information” (p. 6).  Sing the Creative Dialogue process to cultivate this 

understanding can lead children to become change agents of their own destiny and that of 

others, as well. 

 In their theory of transformative literacy, Ada and Campoy (1997) explain that 

transformation and dialogue take place between a reader and literature.  The students 

need to find interests as well as experiences from their own lives, which they can use to 

relate to their reading in order for it to have an important effect. 

Reading can be more than learning what the text has to say.  Reading is a 
dialogue between the author and the reader.  It enriches the author’s text 
with the reader’s feelings, experiences, and reflections.  In doing so it 
allows the reader to leave the text wiser, stronger, with a greater 
understanding of herself, of himself, and of other, and able to face life 
with renewed hope (Ada, 2002, p. 5). 
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 Listening to children’s voices and analyzing their reflections to stories is where 

the Creative Dialogue process begins.  Creative Dialogue is a sequential series of actions 

that enlist the reader and the text to work with one another as a means to instill change. 

One channel for allowing children to do this and articulate their experiences is through 

literature, which represents their own life situations.  Such practices offer children the 

skills necessary to obtain solutions, begin taking action, as well as learn to become 

productive members of their communities.  “Children’s literature is [important] in 

shaping the attitudes and values of society” (Benedict, 2001, p. 1).   

 Children’s literature is a medium, which naturally fosters critical reflection as 

spelled out in the Creative Dialogue process.  Quality literature is characterized by being 

problem posing by challenging the imagination. Stories can be utilized in order for 

children and young adults to relate to the character’s circumstances as a mirror of their 

own lives.  The solutions can function as a model to help work out problems and assist 

students in making choices and decisions about future actions and consequences 

(Rasinski and Padak, 1990, Bieger, 1996).  Going through each step of the Creative 

Dialogue process allows for this to take shape.  Zais (1976) states that “only the degree 

that curriculum helps [boys and girls, young men and women] to understand the forces 

that affect their lives will they have freedom of choice necessary to determine [their] 

destiny” (p. 196).  Using children’s books and young adult literature as an instrument in 

the curriculum will not only increase in students, the desire to learn, but will allow them 

to have a voice in reading their world and becoming change agents of the future.  Freire 

(1970) states: 

 Students as they are increasingly posed with problems relating to 
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themselves in the world and with the world, will feel increasingly 
challenged and obliged to respond to that challenge...Their response to the 
challenge evokes new challenges, followed by new understandings; and 
gradually the students come to regard themselves as committed (p. 81). 

 
Literature brings familiarity to children and young adults so that they can relate in a way 

that brings meaning to their learning. They want to know why they must learn what they 

are being taught.  They want to be able to see themselves in the activities they are doing.  

Freire (1973) expresses that: 

 Literacy makes sense as the consequence of [boys and girls, men 
and women] beginning to reflect about their own capacity for reflection, 
about the world, about their power to transform the world, about the 
encounter of consciousness-about literacy itself, which thereby ceases to 
be something external and becomes a part of them, comes as a creation 
from within them.  I can see validity only in a literacy program in which 
[students] understand words in their true significance: as a force to 
transform the world (p.81). 

 
Creative Dialogue 
 
 Carrying out the process behind Creative Dialogue, allows for educators to 
understand his/her students as he/she prompts them to truly understand their real life 
circumstances by analyzing their responses and reflections to literature, reflective of their 
every day lives. Such discussions offer a safe place for questions to be asked, ideas to 
unfold, action to be considered, and steps to be taken to better the lives of those who 
choose to participate in this critical reflection of the world around them.  The following 
phases are a guideline for implementing the process: 
 
Descriptive Phase (Naming) 
 

• What, Where, When, Who, Why? 
• What is the problem?  What are the conflicts? 

 
Personal Interpretive Phase (Relating) 
 

• What does this have to do with me? 
• Have I ever experienced or seen this before? 
• How does it make me feel?  How does it make others feel? 

 
Critical Analysis Phase (Thinking) 
 

• Is this a valid concern, problem?  Why? 
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• Does this happen often?  To whom?  How? 
• Are there possibilities for change?  What ideas do I have in creating change for 

myself or others? 
• How does it affect others in a greater context? 
• What other factors are involved that may be “bigger” than me? 

 
Creative or Social Action Phase (Doing) 
 

• What can I/we do to solve the problem? 
• What will I do to make a difference? 
• How do I/we start? 
• What have we learned about this process that has an impact on me and what will I 

do with it?  When? 
• Who will participate with me?  How? 

 
 After reading aloud a book or after students have silently read a chapter or book, 
the facilitator (usually the teacher), leads the readers (usually the students) through each 
phase. One might choose just to keep it as an informal dialogue, while others may choose 
to transcribe the discussion on to chart paper, while others may want to audio record it for 
use later. No matter, the dialogue prompted by each phase allows the readers/students to 
take the circumstances from the story and apply it to their own lives.  
 
 In addition to the dialogue, the facilitator/teacher might also choose to have the 
readers/students reflect in writing about each of the phases. Often times, those not used to 
discussing books in a group setting, or are not comfortable with their true responses in a 
group environment, might share more critically in writing. As is also done, the 
readers/students might even choose to illustrate each of the phases or one of them.  This 
too can offer great insight into the readers/students reflection of each phase. 
 
 Of course, the most important phase is the action component: 
 
Creative or Social Action Phase (Doing) 
 

• What can I/we do to solve the problem? 
• What will I do to make a difference? 
• How do I/we start? 
• What have we learned about this process that has an impact on me and what will I 

do with it?  When? 
• Who will participate with me?  How? 

 
 It’s one thing to talk about these stories and relate them to our own lives, reflect 
on them and how we are affected by the stories, it’s completely another to actually do 
something about it, if the need calls for it.  Without action, there is no change.   Using 
readers/students responses in this phase and then actually going out and carrying out their 
suggestions is what makes this exchange that much more powerful and meaningful. 
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Book Selection 
 
 There are many books available today that meet the criteria needed for carrying 
out the phases of the Creative Dialogue process.   There is no “one-size-fits-all” for this, 
however.  Each class is different, each school is different, each grade is different, each 
state, district, etc…is different.  But, there are several characteristics to look for when 
choosing books that meet the needs for successful Creative Dialogue: 
 
1. Choose stories that are relevant to the lives of the students in your classroom 
2. Choose stories that are grade level appropriate 
3. Choose stories that depict characters your students can identify with (ie: race, gender, 
language, culture, etc.) 
4. Choose books that contain plausible storylines 
5. Choose books that boys and girls, young men and young women can identify with 
6. Choose books that offer insight into situations or real life circumstances of others who 
your students might not have had much experience with, but are directly affected by 
7. Choose books that address current political, environmental or social issues that directly 
affect your students and their families 
 
 There are many quality titles available today, so one might choose to start slow. 
Students are not usually used to this type of practice and training them to think beyond 
the basic reading skills and strategies such as clarifying, predicting, summarizing, 
visualizing, sequencing, finding the plot, setting, etc… will take some getting used to.  
While this Creative Dialogue process does require students to listen and/or read and 
comprehend, it is much more than just answering questions that can be found in the text.  
It is a relationship being built between the reader and the story as a means to get them to 
consider ways to create change in their lives and that of others. 
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• Desocializing- Introduce this topic of lgbt literature in a non-
threatening way with support using creative dialogue as discussions 
come right from the students themselves and not posed by the 
teacher 

• Review Creative Dialogue - 4 Phases 
  -Descriptive: Who, what, when, where, why 
  -Personal Interpretive: What in the book can you relate   
      to? 
  -Critical Multicultural: Relate the topic to society in  
    general.  Now that you’ve discussed this/experienced  
    bring it to a societal consciousness 
  -Creative and Transformative/Action: What can we do 
    now to overcome the problems experienced in the  
    book to make it less of a problem in society? 
 
  Descriptive: Describe the book 
  Personal Interpretive: Can anyone relate?  
  CMA: We discussed the book and the personal    
  attachments to it. How does society view it? 
  Action: Now what can we do to overcome the    
  problem? 
 

• Read Aloud a book 
• Go through the 4 phases of the Creative Dialogue Process and 

record responses on chart paper in the appropriate titles 
• Break into small groups and allow participants to choose a book to 

do this with their small group 
• Closure: (1) How do you see this unfolding in your 

class/school/district? (2) Who has used this type of Literature in 
their class and did you have support? (3) How do you see this 
Creative Dialogue tool as a threatening or non-threatening way? 

• Share out the rest of the books 
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Quick Reference for Creative Dialogue 
 

 Descriptive: Describe the book 
 Personal Interpretive: Can anyone relate?  
 CMA: How does society view it? 
 Action: What can we do to overcome this? 
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Abstract 
This study attempts to address three specific aims. First, amidst the 

characteristics of transformational leadership in exemplary schools, it may provide 
directions for strategy adaptation. Second, it is necessary to know whether the role of 
transformational leadership in diverse domains is universal or culturally specific. Last,  
the general and specific typologies will be established for understanding the 
transformational leadership from different cultures, and their factors will be discussed 
in a social context. In this study, Taipei exemplary municipal middle school and West 
Virginia exemplary public middle school are two representative cases. It is assumed 
that principals of these exemplary schools have outstanding leadership. By the aid of 
analysis and comparison, this research will provide evidence that transformational 
leadership works in not only Western societies but also Eastern world.  
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Introduction 

Recent years have seen increased attention being given to leadership. One 
of the most rapidly advancing subfields of leadership is transformational leadership. 
Dusya Vera and Mary Crossan (2004) point out, the recent value of transformational 
leadership, compared with transactional leadership, has been highlighted. In school 
settings, transformational leadership has been the increasing focus and serves as a 
means of building improved relationships within schools to enhance learning and 
teaching.( Hallinger, 1992；Leithwood, 1992；Alexander & Keller, 1994) 

A fairly large body of literature exists on transformational leadership. 
However, within that literature, there is a surprising lack of information on comparing 
transformational leadership between countries. Comparing countries is not solely to 
deduce the achievements and the mistakes of other countries, lessons for their own 
schools, but also to appraise global educational issues, not from an ethnocentric 
perspective. (Bereday, 1964) 

This study attempts to establish the model of transformational principal 
leadership by analyzing two exemplary junior high schools from different cultural 
background. Specifically, the purpose of this study could be two-fold: (a). to develop 
an understanding of transformational leadership performance from teachers’ 
perspectives in the U.S.A and Taiwan; (b). to analyze the similarities and differences 
between these schools and then establish general and specific typologies. With these 
purposes in mind, the qualitative approach, the quantitative approach, as well as G.Z.F. 
Bereday’s comparative educational method will be adopted in this study. The 
quantitative approach is used to reveal the degree of the faculty’s perceptions on the 
principal’s transformational performance; a qualitative approach is for deeply 
understanding observations of educational phenomena (Merriam, 1988); the 
comparative educational method is to interpret and to compare educational situations 
from different culture. (Bereday, 1964) With these methods, it is hoped that the results 
of this study could (a) uncover the similarities and differences between the U.S.A and 
Taiwan through comparison;(b)interpret different organizational culture factors 
leading similarities and differences between these two countries.  
 
Literature framework: 

  What will make things different in the 21st century, however, is that the world is 
going to through a transformation-a transformation that affects the industrial 
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world as well as the political and economic world….At the same time, the world is 
being fundamentally reshaped by the information and technology revolution, which 
is supplanting the industrial revolution. … The leaders of this new 
industrial-information era have to be able use these tools and understand the 
power of information and technology- and how that gives them new opportunities. 
(Collin Powell, 1996) 

During the first half of the 20th century, leadership, like instructional 
leadership and transactional leadership, concerned how to give directions to 
subordinates and lead organizations through modifying technical aspects. However, 
the latter half of the century made a shift to participative leadership. (Blaze &Blasé, 
1994; Reitzug, 1997) Sarason (1990) indicated, successful leadership in this new age 
alters current power relationships between leaders and subordinates. This 
contemporary thinking also struggles to question the usefulness of doing and generate 
new knowledge. (Hoy & Miskel, 2001) Transformational leadership not only 
emphasizes the mutual relationship between leaders and followers but also requires 
reexaminations of technical practices by challenging assumptions of followers. As to 
principals, transformational leaders have significant effects on school progress and 
students outcomes. ( Leithwood, 1994 ) 

In the context of accelerating change, school leaders need a creative 
approach to facilitate school effectiveness and meet social demands. According to 
Leithwood, transformational leaders utilize facilitative leadership as a creative 
approach, including building shard vision, improving communication, and developing 
collaborative decision-making process. In Leithwood’s (1994) study, transformational 
behaviors have enormous impact on teacher commitments, school climate, and 
student outcomes. Thus, Leithwood, Jantzi and Steinbach (1999) endorse 
transformational leader’s behaviors which facilitate alterations to the psychological 
aspects of schools and change initiatives. 

This study will inherit the instruments from Jantzi & Leithwood’s (1996) 
research. The Principal leadership questionnaire will be used to reveal the degree of 
the faculty’s perceptions on the principal’s transformational performance. These six 
factors  are identifying and articulating a vision, providing an appropriate model, 
fostering the acceptance of group goals, providing individualized support, providing 
intellectual stimulation, and establishing high performance expectations and will be 
used for constructing semi- structure interview. 

 
Methodology: 

The participants of the study are the principal and teachers in two public 
exemplary junior high schools; one is Taiwan Municipal Nei-Hu Junior High School 
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in Taipei; the other is Suncrest Middle School in Morgantown, West Virginia. Taipei 
Municipal Nei-Hu junior high school is chosen as a research site for two reasons. First, 
the principal got the National Excellent Leadership Award in 2006. Second, compared 
with other public schools in Taipei, this school is regarded as above average, as a 
result of receiving awards, such as the Municipal Excellent Educational Management 
and the Municipal Excellent Educational Curriculum Development. On the other hand, 
Suncrest Middle School is one of 127 exemplary accreditation status schools 
recognized by West Virginia Board of Education. In 2004, Suncrest Middle School is 
ranked in the top 10% with less than 40% of students form disadvantaged 
backgrounds by 2004 No Child Left Behind. It is assumed that these two exemplary 
schools would have outstanding leadership. In this rapidly changing world, 
transformational leadership is required in an organization. Therefore, these two 
exemplary schools are studied to what extent that transformational leadership perform 
and what characteristics they have. Afterwards, these two school are compared if there 
are similarities and differences and then are discussed the reasons.  

In this study, the Principal Leadership questionnaire developed by Jantzi & 
Leithwood’s (1996) will be used to aggregate quantitative data for revealing the extent 
of the principal’s transformational performance. Afterwards, the observation and the 
semi-structure interview will serve as tools for qualitative data to discover the 
educational phenomenon deeply. The comparative scheme, created by Bereday (1964), 
facilitates researchers to compare by generating the central ideas of each nation and to 
trace the way in which they are reflected in education through methodological 
procedure. The methodological procedure is description, interpretation, juxtaposition, 
and comparison.  

Description as the preparatory step to approach the description of 
educational practices is to collect data from primary and secondary sources. (Bereday, 
1964) The data of questionnaire and the documents of interviews as well as 
observation from both of these two schools will be collected systematically as a 
stepping stone for interpretation. This second step, interpretation, is to expose the 
descriptive data to a rosette of different social sciences. The Exploration of forces and 
factors determining the educational phenomena permits an understanding of complex 
interrelations between schools and society. (Kandle, 1933; Schneider, 1966) In this 
study, four forces, which are political, historical, economic and social, are utilized to 
analyze the transformational leadership within social context. The third step, 
juxtaposition, is to search for unifying hypothesis or systematic variables of 
similarities and differences. In the systematical process, persistent or constant 
elements of transformational leadership, existing in educational perspectives between 
the U.S.A and Taiwan, will be discriminated. Based on these elements, hypothesis, 
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stating the gist of the comparative analysis that will be undertaken in comparison step, 
will be proposed. The final step, comparison, is to prove the hypothesis, variables of 
similarities and differences. In this study, two methods, rotating comparison and 
fusing comparison, are applied. Comparison by rotation will list information of these 
two countries respectively under each hypothesis to elaborate the elements of 
constructing leadership phenomena; comparison by fusion will integrate the 
information by rotating comparison and discuss each hypothesis.  
 
Expected findings  

The purposes of this paper are (a) to develop an understanding of exemplary 
transformational leadership performance between the U.S.A and Taiwan; (b) to 
establish general and specific typologies. Through the questionnaire survey, 
semi-structure interviews and G.Z.F. Bereday’s comparative educational method, 
expected results are as follows. (a) The degree of the faculty’s perceptions on the 
principal’s transformational performance will be revealed by The Principal leadership 
questionnaire. (b) The deep understanding of transformational leadership performance 
will be developed by semi-structure interviews. (c) The leadership performance will 
be interpreted in social context by interpretation step of the comparative method. (d) 
The similarities and differences of leadership performance between the U.S.A and the 
Taiwan will be established by the juxtaposition step. (e) The general and specific 
typologies of leadership performance will be constructed.  
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Abstrak 

 
The aim of this research was to study factors associated with collaborative management 
in secondary schools in The Federal Territory, Malaysia. Factors that were studied are the 
demographic factors of school principals, school size, tendency level of utilizing 
principals’ bases of power, supervisory communication styles, teachers’ work culture, 
level of teachers’ competency and organizational structure. The demographic factors of 
principals consist of gender, ethnic background, educational level, experience and age. 
 
This descriptive co relational survey research was based on the ‘Collaborative School 
Management Cycle Model’ by Caldwell and Spinks (1988) and ‘System Four 
Management Theory’ by Rensis Likert (1961). A total of 310 teachers from 31 secondary 
schools in The Federal Territory were selected using the stratified cluster random 
sampling method.  
 
In descriptive terms, the research findings showed that (i) there was a high tendency for 
principals to utilize their five bases of power; (ii) A total of 74.8 percent respondents 
perceived that the level of their principals’ supervisory communication was moderate; (ii) 
A total of 97.4 percent respondents practiced positive work culture; (iv) A total of 71.3 
percent of respondents were at the moderate competency level; (v) There was 91.6 
percent of respondents perceived the structure of their organization as flat and flexible; 
and (vi) The level of collaborative management practiced by schools was between 
moderate and high. 
 
In addition, the data analysis showed that there were positive and significant relationships 
between the tendency level of principals’ referent base of power   (r = 0.67), the tendency 
level of principals’ reward base of power (r = 0.48), the tendency level of principals’ 
expert base of power (r = 0.65), the tendency level of principals’ coercive base of power  
(r = 0.13), the tendency level of principals’ legitimate base of power (r = 0.51), 
principals’ supervisory communication styles (r = 0.59), teachers’ work culture (r = 0 
.53), the level of teachers’ competency (r = 0.39), organizational structure (r = 0.60)  with 
the level of collaborative management at α level = 0.05. There were negative and 
significant relationships between the principals’ age (r = -0.16) and the principals’ 
educational level (rs = -0.11) with the level of collaborative management. 
 
Findings of the Stepwise Method of multiple regression showed that the tendency level of 
principals’ referent base of power, organizational structure, the tendency level of 
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principals’ expert base of power, teachers’ work culture, principals’ supervisory 
communication styles, principals’ educational level and the tendency level of principals’ 
coercive base of power were the seven predictors in which have successfully contributed 
64.6 percent to the collaborative management model. 
 
In conclusion, the school principal factors seem to be the major predictors for the 
implementation of collaborative management, with a contribution of 52.2 percent. This 
was followed by the environmental factor which contributed 9.2 percent, and finally the 
teacher factor which only contributed 3.2 percent. Based on the research results, it is 
recommended that educators should more emphasis be focused on the predictors derived 
in the study. This collaborative management model should be exposed to the educators 
and they should be encouraged to apply it in their school management.  
 

Background of the Research 
 
Collaborative management in this research has affirmed that managers and work 
activities should be able to increase our pride and significance for each individual to use 
team decision making approach as it is suitable to achieve higher performance goals. The 
chances for teachers to involve themselves in school management are usually based on 
their experience in their service and special post that they hold such as senior assistant, 
head department, senior teacher and others. 
 
An individual involvement in school management normally reflected the school 
managers’ trust towards the individual’s ability and potential (Bush, 1995). Although 
principals as a personnel, have to fully responsible in any of the decision making process 
based on his/her capacity as school head, most of the decision which regarding school 
issues has to take into consideration for the subordinates’ involvement (Azman Adnan, 
2001). Systematical management system with assist of committee such as curriculum 
committee, discipline committee and others become the channels that can be used by 
principals to form work team consequently encourage the implementation of 
collaborative management. 
 
In this research, collaborative management that discussed is based on Collaborative 
School Management Cycle Model introduced by Caldwell and Spink (1988) and System 
Four Management Theory proposed by Rensis Likert (1961). Collaborative School 
Management Cycle is an innovation in school management field which introduced by 
Caldwell and Spinks (1988) through Effectiveness Resource Allocation in School Project 
(ERASP) in Tasmania, Australia. There are six phases that need to follow in this model 
before implementing in schools. The six phases are (i) aim determination and 
identification of education need; (ii) make policies contained of aim declaration and 
guideline; (iii) program planning; (iv) make the preparation and recommendation of 
program budget; (v) implementation; and (vi) evaluation.  
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Figure 1: Collaborative School Management Cycle 
 
Rensis Likert (1961) proposed the best known integration model, called System Four 
Management. Managers in System 1 are autocratic and rely on so-called traditional 
structures of authority for decision making. Formal authority and rigid chain-of-
command processes underscore human relations, with little or no interaction between 
hierarchical levels. Managers in System 2 are benevolent but still at the autocratic end of 
the leadership continuum. Decision making is structured along hierarchical lines, but a 
mellowing of relationships allows for productive interaction between levels. 
 
Managers in System 3 are consultative and tend to include subordinates in decisions. 
Their behavior falls short of allowing a fully participative system, but they seldom make 
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decisions unilaterally. Systems of communications are more open, and subordinates are 
brought into the problem-solving process.  
 
Managers in System 4 have a fully participative style of leadership. They rely on team-
building approaches rather than stratified methods of organization. Managers in System 4 
emphasize group decisions and supportive relationships without making performance 
trade-offs. System Four Management is strongly supported by Likert as one in which 
high-performance goals and strong commitments to results are paramount to team 
success. In his view, collaborative management encourages acceptance of decisions while 
providing for broad-based support of collective goals and objectives. 
 
Although a significant amount of research supports System 4 as the preferred leadership 
style, few organizations, managers, and employees can realistically assume the 
psychological responsibilities of a fully participative system requiring consensus decision 
making.  
 
 
                                       
                                                                                                                          
 
 
 
 
 
 

 
Figure 2: Likert’s System 4 Management 

 
Boyd & Martinez (1997) defined collaborative management as the sharing of authority 
with appropriate staff to make specific school related decisions in the most efficient and 
effective manner. Collaborative management is considered as a kind of reformation 
basically on curriculum in the Malaysian education scene though its concept and model 
had already been introduced before (Abdul Rani, Md. Zin, Ahmad Fadzli & Tajul Ariffin, 
1998). Research findings by Abdul Rani et al. (1998) and Asmah (1998) showed that the 
implementation of collaborative management in Malaysian schools have not yet to reach 
a satisfactory level. 
 
Past research findings had already established relationships between collaborative 
management with dependent variables such as school effectiveness, school improvement, 
teachers’ satisfaction, teachers’ morale, teachers’ commitment, teachers’ motivation, 
management quality, teachers’ professionalism and communication. These findings 
showed that collaborative management correlated positively with those variables. Since 
there are so many benefits to be derived from collaborative management, this research is 
carried out in an attempt to establish the linkages between school principals’ utilization of 
their power bases and the exercise of collaborative management.  
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Statement of the Problems 
 
The concept of collaborative management is still not clear at the school level although 
this concept had been stated by the then minister of education Tan Sri Dato’ Seri Musa 
Mohamad on 20 January 2000 when he gave his New Year message at the Educational 
Technology Division Auditorium. However, he did not mention about the ‘how’ and 
‘what’ regarding collaborative management. The problems such as who are supposed to 
be involved, to what extent will be the nature of involvement showed that his statement is 
full of ambiguities among the teachers. Therefore, the actual scenario happened in 
schools showed that collaborative management concept is still not clear and stable 
enough. Thus the teachers’ understanding about collaborative management concept is 
still questionable. 
 
The Malaysian educational system is a centralized system, which means official decisions 
and actions are directed by codified rules. By doing that, this has made the subordinates 
used to obey instruction given by superior. Past researchers such as Loh & Lai (1997) and 
Zakaria (2000) said that the level of centralization has restricted teachers’ creativity in 
management. School organizations are considered as loosely-coupled organizations, in 
which the control of units or individuals is quite loose which means that individual enjoy 
considerable autonomy and in order to institute effective control and accountability, 
teachers have to be taken on board and be engaged in discussions (Houston, 1990). Since 
the educational system practices centralization it is therefore in conflict with the loosely 
coupled nature of school organizations. So the question is can collaborative management 
be implemented in such a conflict situation? 
 
Most of the collaborative management practices implemented in schools are program 
oriented which means that the formation of teams is just temporary. Such team work 
tends to end after the activity is completed.  This means that although collaborative 
management has been introduced in Malaysia but the way it is implemented is still far 
from satisfactory.  
 
Empowerment is one of the most important elements in collaborative management. So, 
when we discuss about collaborative management, we can not ignore empowerment. If 
we want to enforce the collaborative management, we need to empower our subordinates 
so that they can act on the given power. However, there was the limited empirical 
evidence that related to the effectiveness of empowerment in management. On top of 
that, we still lack of clear indicators that will be able to state that empowerment can bring 
positive effect (Church, 1996). On the other hand, a lot of problems rise while 
empowerment is applied. For example, Scott (1993) stated that the problem arise as 
principals were afraid of the likelihood of teachers  abusing their given power, and 
teachers do not respect them as their leader and try to overcome them and also the loss of 
control over teachers. The way that principals use the bases of power, and empower their 
subordinates are skills which principals need to learn to make collaborative management 
succeed. 
 

Research Objectives 
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This research is focused on the factors associated with the practice of collaborative 
management in schools. In more specific terms, the aims of the study are: 
 

1. To identify teachers’ perception towards the level of collaborative management 
and its aspects in schools organization. 

2. To identify teachers’ perception towards (i) the tendency level of principals’ in 
utilizing power bases of power;  (ii) principals’ supervisory communication 
styles; (iii) teachers’ work culture; (iv) the level of teachers’ competency; and (v) 
organizational structure. 

3. To study the relationship between the level of collaborative management with (i) 
the principals’ tendency levels  of utilizing bases of power (ii) principals’ 
supervisory communication styles; (iii) teachers’ work culture; (iv) the level of 
teachers’ competency; and (v) organizational structure. 

4. To study the relationship between the level of collaborative management with the 
demographic factors of principals consist of gender, ethnic background, 
educational level, experience and age 

5. To study the contribution of all the independent variables towards the dependent 
variable namely practice of collaborative management. 

 
Methodology 

 
This is a descriptive co relation study on factors associated with collaborative 
management practices. This research utilizes quantitative research methodology 
involving a sample of teachers. In line with the objectives of the study, that is to identify 
and study the teachers’ perception towards the tendency level of principals using their 
bases of power, principals’ supervisory communication styles, teachers’ work culture, the 
level of teachers’ competency, organizational structure and the level of collaborative 
management. A stratified sampling design was used. A total of 310 teachers were 
selected from the population of permanent trained teachers who are working in 31 
secondary schools of the Federal Territory of Malaysia. The researcher managed to 
collect all 310 questionnaires that were distributed, giving the response rate of 100 
percent.  
  
A set of questionnaire consists of seven sections, namely Section A to G used to collect 
data. All these sections consist of 154 items. Section A aims to explore the level of 
collaborative management which implemented in research school. Section B to F used to 
detect the status of the independent variables. Section G consists of eight items to collect 
the information related to research school principals and school size but there is no 
information regarding identity of the respondents be collected. All the items were 
measured with a four point Likert scale (1 = disagree, 2 = slightly disagree, 3 = agree, 4 = 
strongly agree). A structured self-administered mailed survey questionnaire was used as 
an instrument for data collection.  
 
A pilot study to validate and improve the instrument was conducted in two schools, 
namely the Sri Aman (Girl) Secondary School and the Kelana Jaya Secondary School in 
Petaling Jaya district. Improvement which had been made on the instrument was 
regarding the accuracy in measurement, appropriate terminology used and the structure of 
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sentence used to avoid confusion. Besides, the assisting items are able to maintain 
consistency though many times have been conducted on the same sample. Twenty trained 
and experienced teachers were selected as panel for the piloting the instrument. These 
teachers had the same socio-demographic characteristics as the actual research sample 
but they did not participate as respondents in the actual study. Exploratory Data Analysis 
(EDA) was first used to explore the data, followed by a reliability test. The results of the 
pilot study showed that the alpha value range from 0.84 to 0.90 for every section of the 
instrument. In other words, the variables used in this instrument were found to have high 
reliability value and the instrument was therefore, acceptable. 
 
Descriptive and inferential statistical analyses were then employed using the Statistical 
Package for the Social Sciences (SPSS). Descriptive measures such as mean, minimum 
value, maximum value, and percentages were used to describe the variables including the 
tendency levels of principals’ utilization of each base of power, principals’ supervisory 
communication styles, teachers’ work culture, the level of teachers’ competency, 
organizational structure, and also the level of collaborative management. The correlation 
analysis was used to determine the relationship between the level of collaborative 
management and each of the independent variables. The multiple regression analysis was 
used to predict the predictor of collaborative management. 
 

Findings 
 
Teachers’ Perceptions towards the Level of Collaborative Management 
 
Forty items in Section A of the questionnaire are used to measure the level of 
collaborative management. The levels of collaborative management are categorized based 
on the score classification ranging from ‘strongly disagree’ to ‘strongly agree’, with 
scores ranging from a minimum score of 40 to a maximum score of 160. Table 1 shows 
that from 310 respondents, 48.7 percent gave moderate level of agreement towards 
collaborative management in schools, and 51.3 percent at high level. None of the 
respondents perceived the level of collaborative management to be low. 
 

 
Table 1  
Collaborative Management Practices Based on Teachers’ Perceptions 

 
Collaborative Management  Mean Range  Frequency  Percent 
 Low    1.00-2.00  -     0.0 
 Moderate   2.01-3.00  151   48.7 
 High    3.01-4.00  159   51.3 
 Total       310   100.0 
 Mean:   2.96    Minimum:   2.13 
 Standard Deviation: 0.27    Maximum:  3.58 
 
The level of collaborative management in this research studied from the three aspects 
namely principal, teacher and environment. Table 2, 3 and 4 indicated the score 
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categories of collaborative management based on those aspects. Results showed that 
more than half of the total teachers that was 61 percent obtained high and positive 
attitude towards the implementation of collaborative management. Besides, a total of 42.9 
percent of the teachers perceived their principals practicing the high level of collaborative 
management. However there were 75.8 percent teachers perceived that the school 
environment was encouraging for implementing collaborative management only at the 
moderate level. Findings showed that the respondents perceived collaborative 
management in their schools was at the level of moderate and high at the three aspects. 
 
Table 2  
The Level of Collaborative Management Based on the Principal Aspect 
 
Level of Collaborative Management             Frequency   Percent 

Low (1.00-1.99)            64     20.6 
 Moderate (2.00-2.99)        113         36.5 
 High (3.00-4.00)        133     42.9 
 Mean:   2.88   Minimum: 1.60 
 Standard Deviation: 0.36   Maximum: 3.67 
 
Table 3  
The Level of Collaborative Management Based on the Teacher Aspect 
 
Level of Collaborative Management             Frequency   Percent 
 Low (1.00-1.99)            -             - 
 Moderate (2.00-2.99)       121     39.0 
 High (3.00-4.00)       189     61.0 
 Mean:   3.16   Minimum: 2.46 
 Standard Deviation: 0.29   Maximum: 4.00 
 
Table 4 
The Level of Collaborative Management Based on the Environment Aspect 

 
Level of Collaborative Management             Frequency   Percent 
     Low (1.00-1.99)           2     0.6 
     Moderate (2.00-2.99)          235      75.8 
     High (3.00-4.00)                                   73               23.6 
 Mean:    2.84   Minimum: 1.83 
            Standard Deviation: 0.29   Maximum: 3.58 

Teachers’ Perception towards the Tendency Level of Principals’ Bases of Power 
 
Results based on Table 5 show respondents’ perception on the tendencies of principals in 
their use of the different bases of power. The highest mean score was on the referent base 
of power (mean = 2.97, SD = 0.47). This was followed by the legitimate base of power 
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(mean = 2.94, SD = 0.35), the coercive base of power (mean = 2.91, SD = 0.48), the 
expert base of power (mean = 2.90, SD = 0.46), and the reward base of power (mean = 
2.89, SD = 0.42). The lowest mean score was on the reward base of power. Therefore, we 
can conclude that the tendency levels on the use of referent power, legitimate power and 
coercive power were higher when compared to the use of expert power and reward 
power. The use of the referent base of power was most dominant among the five bases of 
power. However, all the five bases of power achieved mean scores of more than 2.5, 
which can be considered as high tendency level in utilizing the power bases. The 
tendency level of the principals in utilizing all their power bases was high and positive 
based on the teachers’ perceptions.  
 
Table 5 
The Tendency Level of Principals in Utilizing Their Power Bases  
 
Power Bases  Total   Mean   Standard 
   Item      Deviation (SD) 
Referent power 6   2.97   0.47 
Reward power  6   2.89   0.42 
Expert power  6   2.90   0.46 
Coercive power 5   2.91   0.48 
Legitimate power 6   2.94   0.35 
Likert Scale for each item from 1-4 
 
While we explore the teachers’ perceptions towards the tendency level of power bases 
used by their principals based on the frequency use of the power bases, showed that 88.1 
percent of the respondents perceived their principals to have the tendency of using 
legitimate power, and 83.9 percent of the respondents perceived their principals to have 
the tendency using coercive power. This was followed by referent power (81.9%) and 
reward power (80.6%). Finally 79.0 percent of respondents perceived their principals to 
have the tendency of using expert power. Table 6 below provides a summary of the 
tendency levels of the principals in utilizing their power bases based on the teachers’ 
perceptions. 
 
Table 6 
Principals’ Tendency of Utilizing their Power Bases Based on Teachers’ Perceptions 
 
Tendency Level  Level   Frequency  Percentage 
Referent power   High   254   81.9 
      Low     56   18.1 
 
Reward power   High   250   80.6 
                          Low     60   19.4 
 
Expert power    High   245   79.0 
                          Low     65   21.0 
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Coercive power   High   260   83.9 
                             Low     50   16.1 
 
Legitimate power   High   273   88.1 
                                Low     37   11.9 
 
Teachers’ Perception towards Principals’ Supervisory Communication Styles  
 
Collected data showed that there were only 21.9 percent of the respondents viewed that 
their principals generally obtained the high level of supervisory communication. Whereas 
74.8 percent of the respondents stated that the level of principals’ supervisory 
communication was at moderate. A total of 3.3 percent of the respondents viewed the 
principals’ supervisory communication was only at low level. A summary of these data 
was shown at Table 7. 
 
Table 7 
Principals’ Supervisory Communication Level Based on Teachers’ Perceptions 
 
 Communication Level   Frequency  Percent 
 Low (1.00- 1.99)        10        3.3 
 Moderate (2.00-2.99)      232       74.8 
 High (3.00-4.00)        68        21.9 
 Total        310     100.0 
 Overall Mean:  2.75   Minimum:  1.00 
 Standard Deviation:  0.42   Maximum:  4.00 
 
In this research, the supervisory communication styles divided into four dimensions 
namely work instruction, work rational and ideology, information and feedback. Due to 
each dimension consists of four items, therefore the highest score was 16 and the lowest 
score was 4. Besides, the scores for each dimension classified into two groups that is 
dominant and not dominant to show the level of usage. The dominant level included total 
score more than 12 whereas the same or lower than score 12 considered as not dominant 
in using this style. The summary of divided score based on the dominant level of 
supervisory communication styles was shown in Table 8. 
 
Table 8 
The Dominant Level of Supervisory Communication Styles Dimensions Based on 
Teachers’ Perceptions 
 
Supervisory Communication  Score   Frequency             Percent  
Styles Dimensions              Range   
Work Instruction (Dominant) 13-16         48      15.5 
            (Not Dominant)   4-12       262      84.5 
Work Rational & Ideology  
        (Dominant) 13-16          63     20.3 
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            (Not Dominant)   4-12        247     79.7 
Information           (Dominant) 13-16          48     15.5 
            (Not Dominant)   4-12        262     84.5 
Feedback               (Dominant) 13-16          32     10.3 
     (Not Dominant)   4-12        278     89.7 
 
The collected data indicated that 20.3 percent of the respondents perceived the principals’ 
supervisory communication styles based on work rational and ideology was at the highest 
dominant level. This meant a total of 20.3 percent of the respondents perceived their 
principals always inform the teachers why such work need to be done and its relation to 
other tasks in school as well. On the other hand, there was only 10.3 percent of the 
respondents stated that feedback dimension used by their principals as a dominant 
supervisory communication style, consequently recorded as the lowest percentage among 
the four supervisory communication styles dimensions. In other words, there was 89.7 
percent of the respondents perceived their principals did not inform the teachers about 
their work performances. 
 
Furthermore, a total of 15.5 percent of the respondents viewed the work instruction 
dimension and information dimension as the dominant supervisory communication style 
implemented by their principals respectively. Therefore, there was 15.5 percent of the 
respondents perceived their principals always give command especially on the tasks, 
included in the task field, prepare information related to procedures and way of 
implementing certain task and also others that related to service and facilities in school. 
 
Teachers’ Work Culture Practice 
 
Table 9 showed that the research samples’ work culture practices. A total of 97.4 percent 
of the research samples practiced positive work culture compare to 2.6 percent of the 
research samples practiced negative work culture. Work culture that measured including 
elements such as client emphasis, work aspiration, time valued, merciful and disciplined. 
 
Table 9 
Teachers’ Work Culture Practice 
 

Work Culture    Frequency   Percent  
Negative (1.00-2.50)          8        2.6 
Positive (2.51-4.00)       302                 97.4 
Total         310               100.0 
Mean:    3.09   Minimum:  2.25 
Standard Deviation: 0.31  Maximum:  3.96 

Level of Teachers’ Competency 
 
The level of teachers’ competency identified as ‘low’, ‘moderate’ and ‘high’, that is 
based on the mean score range. Frequency value and percentage of the respondents for 
the three groups indicated the competency level of the teachers. The specification later 
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strengthened by the mean value for the total score that located at the particular mean 
score range. Table 10 indicated that majority of the respondents (71.3 percent) was at the 
moderate competency level compare to only 1.3 percent of the respondents was at the 
low competency level and 27.4 percent of the respondents was at the high competency 
level. 
 
Table 10 
Teachers’ Competency Level 
 

Competency Level  Frequency    Percent 
Low (1.00-1.99)           4       1.3 
Moderate (2.00-2.99)        221     71.3 
High (3.00-4.00)                     85     27.4 

            Total                        310    100.0 
Mean:    2.96   Minimum:  1.94 
Standard Deviation: 0.39   Maximum:  4.00 

 
Teachers’ Perceptions towards Their Organizational Structure 
 
There are two forms of organizational structure to study in this research that is 
hierarchical & rigid structure and flat & flexible structure. From Table 11 found out that 
majority of the respondents perceived their school organizational structure as flat and 
flexible that was a total of 284 respondents (91.6 percent).  
 
Table 11 
Organizational Structure of Research School 
 

Organizational Structure  Frequency  Percent 
Hierarchical & Rigid (1.00-2.50)       26       8.4 
Flat & Flexible (2.51-4.00)      284     91.6 
Total                    310    100.0 
Mean:    2.80   Minimum:  2.05 
Standard Deviation:  0.22   Maximum:  3.45 

 
The Relationship between the Levels of Collaborative Management and the 
Tendency of Principals of Using their Power Bases  
 
The Pearson Product Moment correlation analysis was used to explore the relationship 
between teachers’ perceptions towards the level of collaborative management and the 
principals’ tendency levels of using their power bases. Table 12 shows a summary of the 
correlations between the tendencies of using the five power bases and collaborative 
management. All the relationships were found to be significant and positive. Teachers’ 
perceptions towards the level of collaborative management showed that there was strong 
relationship with the tendency levels of principals of using referent power, expert power 
and legitimate power. The relationship between the teachers’ perception towards the level 
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of collaborative management with the tendency level of reward power was moderate, 
whereas the relationship between teachers’ perceptions towards collaborative 
management to the tendency level of using coercive power was weak. 
 
Based on Table 12, the tendency level of referent power had the strongest effect on the 
level of collaborative management (r = 0.67, p < 0.01). The tendency level of expert 
power had the second strongest effect on the level of collaborative management (r = 0.65, 
p < 0.01). This was followed by the tendency levels of legitimate power (r = 0.51, p < 
0.01) and reward power (r = 0.48, p < 0.01). Among all the tendency levels, the use of  
coercive power was found to be having the least correlation to the level of collaborative 
management (r = 0.13, p < 0.05). 
 
In other word, teachers’ perceived that the higher the tendencies of using referent power, 
expert power and legitimate power, the higher would be the level of collaborative 
management. Whereas teachers’ perception towards the collaborative management was 
found to be moderately correlated to the tendency level in using reward power and 
weakly correlated to the tendency level in using coercive power. 
 
Table 12 
Relationship of Tendency Level in Using Power Bases towards the level of Collaborative 
Management 

 
Correlation   n   r   p 
Referent power  310   0.67**   0.00 
Expert power   310   0.65**   0.00 
Legitimate power  310   0.51**   0.00 
Reward power   310   0.48**   0.00 
Coercive power  310   0.13*   0.02 
** Significance at the level p < 0.01 (2-tailed) 
* Significance at the level p < 0.05 (2-tailed) 
 
The Relationship between the Levels of Collaborative Management towards the 
Principals’ Supervisory Communication Styles and its Dimensions 
 
The Pearson Product Moment correlation analysis showed that teachers’ perceptions 
towards collaborative management and supervisory communication styles obtained a 
positive and significant correlation that is r = 0.59, p < 0.01. Correlation coefficient value 
as 0.59 showed that there was a strong relationship between the teachers’ perceptions 
towards level of collaborative management and the principals’ supervisory 
communication styles.  
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Table 13 
Relationship of Principals’ Supervisory Communication Styles towards the level of 
Collaborative Management 
 
Correlation        n   r   p 
 
Principals’ Supervisory Communication 310  0.59**  0.00 
Styles 
** Significance at the level p < 0.01 (2-tailed) 
* Significance at the level p < 0.05 (2-tailed) 
 
The below Table 14 showed that there were positive and significant relationships between 
the four supervisory communication styles dimensions with the teachers’ perceptions 
towards collaborative management. The strength of the relationships was at strong level 
except feedback dimension which was at moderate level. For example Pearson correlation 
value for the relationship between teachers’ perceptions towards collaborative 
management and the work rational and ideology was r = 0.59, p < 0.01 which was the 
biggest value whereas the Pearson correlation coefficient value for relationship between 
teachers’ perceptions towards collaborative management with the feedback dimension 
was r = 0.48, p < 0.01 that was the smallest value. The Pearson correlation value for 
relationship between teachers’ perceptions towards collaborative management with work 
instruction dimension and information dimension were the same that was r = 0.57, p < 
0.01. Table 14 showed the Pearson correlation coefficient value and significant value 
among the principals’ supervisory communication styles dimensions. 
 
Table 14 
Relationship of Principals’ Supervisory Communication Styles Dimensions towards the 
level of Collaborative Management 
 
Correlation        n               r       p 
 
Work Instruction    310                          0.57**      0.00 
Work Rational and Ideology   310                          0.59**      0.00 
Information     310                          0.57**      0.00 
Feedback     310                          0.48**      0.00  
** Significance at the level p < 0.01 (2-tailed) 
* Significance at the level p < 0.05 (2-tailed) 
 
The Relationship between the Levels of Collaborative Management towards 
Teachers’ Work Culture Practice and Teachers’ Competency Level 
 
Based on Table 15, clearly indicated that the independent variable teachers’ perceptions 
towards collaborative management obtained a positive, strong and significant relationship 
with teachers’ work culture practice (r = 0.53, p < 0.01). This has proofed that the more 
positive in teachers’ work culture practice, the higher the level of collaborative 
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management. Contrary to this, negative teachers’ work culture practice will destroy the 
practice of collaborative management. 
 
Further analysis indicated the existence of positive, moderate and significant relationship 
between teachers’ perceptions towards the level of collaborative management and the 
teachers’ competency level (r = 0.39, p < 0.01). There was significant but moderate 
relationship. Teachers’ competency level variable can considered as less influence 
towards the dependent variable that was collaborative management if compared to other 
independent variables. 
  
Table 15 
Relationship of Teachers’ Work Culture Practice and Teachers’ Competency Level 
towards the level of Collaborative Management 
 
Correlation     n   r  p 
 
Teachers’ Work Culture Practice                  310  0.53**             0.00 
Teachers’ Competency Level             310                   0.39**             0.00 
_____________________________________________________________________ 
** Significance at the level p < 0.01 (2-tailed) 
* Significance at the level p < 0.05 (2-tailed) 
 
The Relationship between the Levels of Collaborative Management towards 
Organizational Structure 
 
Table 16 showed the relationship between teachers’ perceptions towards the level of 
collaborative management with teachers’ perceptions towards organizational structure. 
Results indicated the existence of significant, strong and positive relationship between 
collaborative management with the organizational structure (r = 0.60, p < 0.01). 
Organizational structure existed direct effect on the level of collaborative management. 
Therefore, positive teachers’ perceptions towards organizational structure would give 
positive effect on the level of collaborative management. In other word, the level of 
collaborative management can be increased if the organizational structure is flat and 
flexible. 
 
Table 16 
Relationship of Organizational Structure towards the level of Collaborative Management 
 
Correlation     n   r  p 
 
Organizational Structure                                310  0.60**             0.00 
_____________________________________________________________________ 
** Significance at the level p < 0.01 (2-tailed) 
* Significance at the level p < 0.05 (2-tailed) 
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The Relationship between the Levels of Collaborative Management towards 
Principals’ Demographic Factors 
 
Principals’ age measured by ratio scale while teachers’ perception towards the level of 
collaborative management measured by interval scale. The Pearson Product Moment 
correlation analysis was used. Although the findings showed the relationship was 
significant but the relationship was negative and weak, that was r = -0.16, p < 0.05. This 
explained that principals’ age factor had little and negative effect on the teachers’ 
perceptions towards the level of collaborative management. In other word, when 
principals were getting old, they seemed to be less involved in collaborative management 
and gave full support towards it. 
 
Independent variable as principals’ educational level measured by ordinal scale and 
teachers’ perception towards the level of collaborative management measured by interval 
scale, Spearman Rho correlation analysis was used. Findings showed the existence of 
significant relationship between teachers’ perceptions towards the level of collaborative 
management with principals’ educational level. Analysis results Spearman correlation 
coefficient rs = -0.11, p < 0.05, indicated there was weak and negative relationship 
between the teachers’ perceptions towards collaborative management with principals’ 
educational level. 
 
From the five demographic factors studied, showed that three of them did not have 
significant effect on the level of collaborative management at significance level as 0.05. 
Those factors were gender (rpb = 0.02, p > 0.05), ethnic (Φ = 0.05, p > 0.05) and 
experience (r = 0.03, p > 0.05). The other two demographic factors that indicated the 
existence of significant effect on the teachers’ perceptions towards the level of 
collaborative management at the significance level as 0.05 namely age (r = -0.16, p < 
0.05) and educational level (rs = -0.11, p < 0.05). Table 17 presented the results regarding 
the relationship between teachers’ perceptions towards the level of collaborative 
management with the principals’ demographic factors. 
 
Table 17 
Relationship of Principals’ Demographic Factors towards the level of Collaborative 
Management 
 
Correlation     Coefficient   p 
 
Gender                           rpb =0.02              0.02 
Ethnic                            Φ = 0.05                     0.70 
Age      r = -0.16*   0.00 
Educational Level    rs = -0.11*   0.03 
Experience     r = 0.03   0.63 
________________________________________________________________________ 
** Significance at the level p < 0.01 (2-tailed) 
* Significance at the level p < 0.05 (2-tailed) 
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The Relationship between the Levels of Collaborative Management towards School 
Size 
 
The findings showed that there was not any significant relationship between teachers’ 
perceptions towards the level of collaborative management variable with school size 
variable. This can be seen based on the rpb(310) = 0.42 at the level of 0.43 for school size.   
 
Table 18 
Relationship of School Size towards the level of Collaborative Management 
 
Correlation     n   rpb   p 
 
School Size                                               310  0.42             0.43 
_____________________________________________________________________ 
** Significance at the level p < 0.01 (2-tailed) 
* Significance at the level p < 0.05 (2-tailed) 
 
The Contribution of the Independent Variables towards the Collaborative 
Management Model 
 
Multiple regression stepwise method was used to predict the influence of the independent 
variables towards the level of collaborative management. With reference to Table 19, one 
finds that seven out of sixteen independent variables can fit the final model of 
collaborative management. When we use the stepwise method, each independent variable 
is put into the model, one by one in sequence as below: beginning with the tendency level 
in using referent power, organizational structure, tendency level in using expert power, 
teachers’ work culture, supervisory communication styles, principals’ educational level 
and ending with the tendency level in using coercive power. As shown in Table 19, the 
adjusted R2 value in final model was 0.646. 
 
Table 19 
Multiple Regressions Stepwise Method 

 
Variables  B     ß      r              R2        R2       p 
                                                                                                     Change 
Constant  24.41   
 
Referent power       4.31  0.19    0.20  0.453       0.00 
 
Orgnizational structure   0.67                 0.28          0.35                0.545        0.092                0.00  
 
Expert power    5.80  0.25    0.26                0.503         0.050                0.00 
 
Work culture                    0.33                 0.22         0.30                0.627         0.032                0.00 
 
Supervisory                      0.19                 0.12         0.13                0.635         0.008                0.02 
communication 
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Educational level            -1.98                -0.09       -0.14                0.641         0.006               0.02 
 
Coercive power   -1.77               -0.08      -0.12               0.646      0.005    0.04 
 
Coefficient for the final model based on stepwise method reported as below: 
 
Ŷi = 24.41 + 4.31 X1 + 0.67 X2 + 5.80X3 + 0.33X4 + 0.19X5 – 1.98X6 – 1.77 X7 + 6.60 

 
Ŷi = Level of Collaborative Management 
X1 = Tendency level in using Referent power 
X2 = Organizational structure 
X3 = Tendency level in using Expert power 
X4 = Teachers’ work culture 
X5 = Principals’ supervisory communication styles 
X6 = Principals’ educational level 
X7 = Tendency level in using Coercive power 

 
The major predictor for the level of collaborative management was the tendency in using 
referent power variable with the standard coefficient of 0.19 contributing 45.3 percent of 
variance to the level of collaborative management. The third predictor was the tendency 
in using expert power variable (ß = 0.25) contributing about 5.0 percent variance to the 
level of collaborative management. The second predictor was the organizational structure 
variable. The flat and flexible structure organizational structure would contribute towards 
high level of collaborative management (R2 change = 0.092). The following predictors 
were teachers’ work culture practice and principals’ supervisory communication styles. 
Both variables contribute R2 change as 0.032 and 0.008 respectively. The sixth predictor 
was principals’ educational level represented R2 change as 0.006. Finally, the tendency in 
using coercive power variable as the last predictor with standard coefficient as -0.08 
contributed 0.5 percent variance to the level of collaborative management. Adjusted R2 

among all the variables indicated a total contribution of 64.6 percent to level of 
collaborative management. 
 

Discussion 
 
Most of the teachers perceived the level of their school collaborative management as 
being high. This can be seen based on the mean score. More than half of the respondents 
perceived the level of collaborative management in their schools as high (51.3 percent). 
The rests indicated a moderate level and none of the respondents perceived the level of 
collaborative management to be low. These findings are the same as previous findings 
reported by Liontos (1993), Noorul Aini (1997), Nagalingam (1997), Sallehuddin (1998), 
Sharifah Khamis (1998) and Zakaria (2000). On top of that, it also turned up to be same 
as Awang’s (1998) conclusions with his research involving 26 government schools in 
Brunei Darussalam. Gurcharan (1997) also found that the level of collaborative 
management as moderate among the educational service officers in the Perak state of 
Malaysia. 
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One of the findings of this study has indicated that teachers perceived their principals to 
be applying all the five power bases in their school management activities. This finding 
coincided with Owen’s (1998) point of view that a successful leader should maximize the 
use of their power bases in managing their organizations. 
 
The teachers’ perceptions on the pattern of the utilization of  the five power bases by their 
principals showed that referent power seemed to be most dominant, followed by 
legitimate power, coercive power, expert power and reward power. The use of the power 
bases by principals is an important component in their approach to school management. 
Most of the principals were found to have the least tendency of using reward power. 
However, results showed that each of the five power bases achieved a mean score more 
than 2.5, and thus all are considered to have high tendency level of use. 
 
The findings also seemed to be in accordance with French’s findings (1978), which had 
been supported by Jaafar (1999). Their findings showed that by using referent and 
legitimate power, the subordinates were more likely to obey instructions in many 
situations. The use of legitimate power by school principals coupled with the support of 
authority and influence, the authority of the principals would be further strengthened to 
lead the organization (French, 1978). Although Jaafar (1997) stated that authority doesn’t 
necessarily guarantee an organization’s achievement because sometimes authority can be 
challenged by subordinates who are not satisfied with the management style and the 
performance of his team. 
 
Besides, the results seemed to support the findings of Shuhadah (2000) with the five 
principals of Johor Bahru district, Malaysia. The principals stated that they wanted the 
relationship between them and the teachers to be forever good and harmonious. In their 
opinion if referent power, expert power and legitimate power are applied simultaneously, 
teachers tend to carry out their duties with full interest and at the same time they would 
get involved in management. Appreciation should be given to subordinates because this 
will become one of the major characteristic in System Four Management Theory 
proposed by Likert (1961) as a basis for this research. In other word, the giving or sharing 
information followed by the leaders’ appreciation is an essential step in the process of 
participation and one of the first moving toward more complete participation.  
 
It is found that a positive and significant relationship did exist between collaborative 
management with coercive power, but it was weak. Correlation value was the lowest 
when compared to other power bases. However, the research results showed that 
principals in Federal Territory secondary schools seldom used coercive power in their 
management and this is reflected in the mean score of 2.91. In fact if it is possible the 
principals should try to reduce the use of coercive power to the minimum level. Shuhadah 
(2000) reported that the principals were very keen to avoid using coercive power accept 
when forced to, because of the negative effects of its use. 
 
The research results also showed that the level of collaborative management had positive, 
strong and significant correlations with power bases such as referent power (r = 0.67), 
expert power (r = 0.65) at significance level 0.05. This finding goes in line with the past 
findings done by Rahim (1994), Tan G.Y. (1994), Carson, Carson, Knight and Roe 
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(1995) and Lim Lay Hong (1998). In theory, the findings are found to be going in line 
with the point of view given by David McClelland (1976) but being different from the 
findings of Lim Lay Hong (1998). Lim Lay Hong (1998) found a negative and significant 
relationship in correlations among the variables, whereas the current study shows a 
positive and strong relationship. 
 
Principals’ supervisory communication styles with the subordinates through work 
instruction dimension, work rational and ideology dimension, information dimension and 
feedback dimension would be able to decide the effectiveness of the communication in 
the organization, specifically in supervisory aspect. Effective supervisory communication 
in school was able to assist in the formation of effective team work consequently 
achieved the collaborative management goal (Hassan, 2001). 
 
Findings showed that the positive, strong and significance relationship (r = 0.59**) 
existed between supervisory communication styles with the level of collaborative 
management. The findings are found to be going in line with the findings of Bounds et al. 
(1995), Jennifer & Gareth (1996) and Ariffin (2001). The results indicated that principals 
who are suppose to give relevant attention towards communication styles during their 
supervision. This meant that an effective supervisory communication styles will be easy, 
complete and understanding to ensure that the given information or instruction would 
reach the subordinates fast and accurate. 
 
The relationship between the four dimensions of supervisory communication styles with 
the level of collaborative management showed there were significant and positive 
relationships with the coefficient value from 0.48 to 0.59. The research results indicated 
there were strong relationships between supervisory communication style dimensions the 
level of collaborative management except feedback dimension which had moderate 
relationship. Although the influence was moderate yet should take it seriously.  
 
Collaborative management would not happen without effort given by both parties namely 
principal and teachers. Findings showed that the level of collaborative management 
would improve if the existence of positive teachers’ work culture as 3.2 percent. 
Greenfield (1995) said that principals who were able to influence teachers, also able to 
increase work culture while implementing organizational task. 
 
The results showed that there was positive and significant but moderate correlation 
between the teachers’ competency level with the level of collaborative management. The 
teachers’ competency level was not an important factor in increasing the level of 
collaborative management probably because of teachers viewed personnel ability was not 
an important factor whereas principals’ and environmental factors had higher effect. For 
example the suitability of team work member, distribution of organizational task, 
principals’ support and others. 
 
Most of the respondents that is 284 (91.6%) perceived school organizational structure as 
flat and flexible. Now, they start to understand the accumulate teachers’ energy based on 
their abilities not the strength of team authority. Conventional assumption that the 
existence of intelligence will only on managers suppose to be challenged due to the 
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results showed that the ability also exists on subordinates. In other word, we would build 
a new meaning in the structure which can control them so that be able to transform 
structure actively to achieve work information and personnel life. 
 
The results indicated that organizational structure variable had positive and strong 
relationship with the level of collaborative management. The correlation value became 
the third highest independent variables. This meant the flat and flexible organizational 
structure became accelerator to the implementation of collaborative management. 
Therefore the results supported the past findings by Cheng (1993), Schuster (1994), Hee 
(1998) and Salim (2000). 
 
While researcher explore the relationship between the level of collaborative management 
with the principals’ demographic factors, only principals’ educational level and age had 
the significant relationship but the relationship was negative and weak. The negative 
coefficient value showed that the older the principals are and the higher educational level 
the principals have, did not practicing the higher level of collaborative management. 
Contrary to principals’ educational level, the lower the educational level and the younger 
the principals are, the more motivated the collaborative management. Consequently the 
results supported by Musigsarn’s findings (1994). 
 
Stepwise multiple regression analyses showed that the tendency of using referent power 
is the most dominant predictor of the collaborative management model with a coefficient 
value of 4.31. This variable contributes 45.3 percent towards the level of collaborative 
management. These findings clearly support the findings of Shuhadah (2000) and Tan 
G.Y. (1994). Since the past findings proved that a lot of benefits can be derived from the 
practice of collaborative management, so in order to encourage its implementation, we 
should encourage the utilization of those predictors, namely referent power, 
organizational structure, expert power, teachers’ work culture, supervisory 
communication styles, educational level and coercive power. 
 

Implications 
 
Most of the principals in the study are perceived to have the tendency of using legitimate 
power and coercive power in managing the schools, may be because our educational 
system is examination oriented. Parents have high expectations upon their children’s 
academic achievement and principals’ success tend to be based on students’ academic 
achievement in public examinations. These conditions, therefore, forced the principals 
have no choice but to use legitimate power and coercive power in their management. The 
reason is to force the teachers to work hard to ensure excellent academic achievement. 
 
Furthermore, it may be that the principals lack exposure to the relevant knowledge of the 
different types of power bases, organizational theories and so on. This may have caused 
certain principals even to be ignorant of the existent of the power bases and know no 
better of the choices they have. What they know most are legitimate power which go in 
line with their positions and coercive power i.e. using threats to make people work. They 
may not know the other three power bases that they can use to encourage teachers to 
work hard. So the exposure of the principals towards the power bases can be considered 
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to be at an unsatisfactory level. According to Pashiardis (1994), principals who still 
follow the traditional leadership practice, may use more legitimate power and coercive 
power. This situation however, needs to be changed (Pashiardis, 1994). 
 
This study also showed that there were strong, significant and positive relationship 
between collaborative management with referent power (r = 0.67), expert power (r = 
0.65) and legitimate power (r = 0.51). The tendency level in utilizing coercive power 
seemed to have a weak influence on collaborative management (r = 0.13). However, the 
principals in the Federal Territory were found to be using less of expert power whereas 
the tendency to use coercive power can inhibit the development of collaborative 
management practices. Principals should increase the use of referent power and expert 
power and at the same decrease the use of coercive power. 
 
Among the four dimensions of supervisory communication styles, feedback dimension 
only reached the low dominant level comparatively. From the flow of feedback, 
principals suppose to be more opened and informed every teacher about their work 
performance. Principals should discuss with teachers regarding their strength and 
weaknesses and suggested ways to improve their work performance. 
 
Principals should play the role in practicing multi dimensions supervisory communication 
styles so that the teachers would accept complete information. The results indicated that 
the level of collaborative management can improved by increasing the principals’ 
supervisory communication styles as much as 0.8 percent. This meant that principals 
should give explanation regarding certain management activity, considered the received 
response and suggestion from the teachers. 
 
A total 0f 320 (97.4%) respondents perceived their work culture as positive. This meant 
that they focus on client emphasis, work aspiration, time valued, merciful and disciplined. 
Meanwhile, 221 (71.3%) respondents perceived themselves at the moderate competency 
level. Most of them still not achieved the high competency level although they practiced 
positive work culture, this implied that they still lack of self-confidence while involving 
themselves in school management. Such condition probably because of teachers’ shallow 
experience, they still not used to management process, afraid to propose opinion in front 
of the more experienced colleagues. 
 
The strong, positive and significance relationship between teachers’ work culture practice 
with the level of collaborative management (r = 0.53). This meant that work culture was 
an important factor and can not be ignored in the implementation of collaborative 
management. Teachers’ active involvement could not occur naturally. It became part of 
the school’s responsibilities especially the important role by the principal to ensure the 
method can encourage teachers to involve themselves in school management process. 
Positive work culture is able to improve subordinates’ pride, determine higher 
performance goal and encourage the teachers to involve in the decision making process. 
 
Organizational structure became quite important predictor. Therefore, the effort to 
improve collaborative management supposed to give attention towards environmental 
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factor that is organizational structure. The fact is schools are government statutory body 
that bound by organizational structure and public service laws. The need to change of 
organizational structure so that academic bureaucratic concept which give the 
combination of proper process with work team collegiality concept such as policy 
legislator team and program team. The existing work team is able to make the school 
organization to adapt to the change of environment, create the closed relationship with 
varies parties in the school so that work team can easily managed and competed in school 
management arena. The closed cooperation with deep understanding among the program 
team and policy legislator team especially must clear in order to make sure the action in 
translating the policy will be in line to achieve the target and goal. 
 
The older the principals are probably labeled as managers who hold on to status quo, 
afraid to create change for their organizations. They worried to handle change because 
not all the change would bring improvement. In fact some old principals are waiting for 
the time to retire, do not have initiative to try new method. For those principals who have 
higher educational level such as master degree, probably do not how to apply theory into 
practice. They need to realize and accept the fact that theory about educational 
administration need to modify in the actual situation in school which becoming more 
complex nowadays. Principals’ educational level became one of the negative predictors 
which considered quite important towards collaborative management model. In addition, 
the proud attitude among the master degree principals caused them refused to accept 
change, trustless towards their subordinates until difficult to implement collaborative 
management. 
 
Among the three main factors that studied, principals’ factor became the most important 
factor. Five out of seven predictors are the outcome from principals’ factors. Principals’ 
factors included the tendency level of using referent power, the tendency level of using 
expert power, principals’ supervisory communication styles, principals’ educational level 
and the tendency level of using coercive power. Teachers’ factors and environmental 
factors only have one predictor namely teachers’ work culture practice and organizational 
structure respectively. Implication shown from the statements above was principals need 
to act as major motivator in implementing collaborative management. 
 
The results emanating from the multiple regressions analyses indicate that the tendency 
level of using referent power and expert power can explain 50.3 percent of the change in 
the level of collaborative management. Since the two power bases were able to affect the 
level of collaborative management, therefore they should be given due emphasis by 
principals. Meanwhile, the tendency level of using coercive power was only able to 
explain 0.5 percent of negative change in collaborative management. In other words, the 
more we increase the use of referent power and expert power and a subsequent reduction 
in the use of coercive power, the more assured we are of improved implementation of 
collaborative management. These results seemed to have successfully strengthened The 
Bases of Social Power Theory as espoused by French and Raven (1962). 
 
The principals’ personnel management skills will be improved if the principals have the 
knowledge and expertise in management field before using referent power and expert 
power. Without the knowledge and expertise, it will be very difficult for the teachers to 
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respect the principals’ point of view and less so to make them their sources of reference. 
In a successful collaborative management situation, empowerment would be widely 
practiced, however this doesn’t mean that the principals can let go of their responsibilities 
and accountability. Principals still have to play the role of a management facilitator. The 
wise use of referent power and expert power are very crucial in supporting collaborative 
management efforts. 
 

Recommendations 
 
Principals should be given more opportunities to attend school management courses 
conducted by the Ministry of Education or other interested parties. By doing that, 
principals will have the chance to gain exposure on the use of power bases that are at 
their disposal. Hopefully all these courses will help the principals exert greater positive 
influence on their subordinates through a more measured and wise use of all their power 
bases. Therefore, the researcher suggests that prospective principals should be given 
relevant courses to improve and stabilize their personnel management skills such the 
usage of power bases and supervisory communication style. Therefore, the researcher 
would like to suggest to the authorities to conduct courses that include the knowledge and 
skills of using and applying the five power bases and supervisory communication styles. 
 
The researcher also hopes that institutions of higher learning, State Education 
Departments and the Ministry of Education would give greater focus on the important 
predictors that positively contribute to collaborative management. The Ministry of 
Education, the State Education Departments and District Education Offices in the country 
need to establish a networking system among the schools so that these research findings 
can be shared. The Malaysian Action Research Network (MARNET) that had existed all 
this while need to be reactivated. This step can help spread and expose the collaborative 
management model to all the schools in Malaysia so that the model can be implemented 
and benefited by all parties. 
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Abstract 

The aim of this ex-post facto designed research was to investigate the relationship 
between antecedent factors and psychological empowerment thus to identify the 
influence of psychological empowerment on lecturers’ innovative behavior. 
Psychological empowerment comprising of four cognitive dimensions as meaning, 
competence, autonomy and impact in the context of private higher education 
institutions is being validated.  The relationship of four factors suggested by Kanter 
(1977, 1993) as antecedents namely trust, access to information, resources, 
organizational support and opportunity to learn and develop with psychological 
empowerment is studied.  In addition, the relationship of trust with psychological 
empowerment is also studied.  The behavioral outcome of psychological 
empowerment is operated as innovative behavior. This study examined on a sample of 
312 lecturers from 25 private higher education institutions in three states (Penang, 
Kedah and Kelantan) in Malaysia.  Survey data was analyzed using correlation and 
regression analyses to assess the relationship among the factors as well as the 
contribution of each factor to the behavioral outcome.  The findings suggested that 
antecedent factors were significantly related to psychological empowerment at the 
significance level of 0.01 (r value ranges from 0.20 to 0.35). This study also indicated 
that access to opportunity to learn and develop (t311= 3.28, p<0.01, β = 0.25) and 
access to resources (t311= 2.55, p<0.05, β = 0.20) were significant predictors of 
psychological empowerment. Implications of the findings are discussed as well as the 
suggestions and directions for future research.  
 
 

Introduction 
 

In 1991, the Malaysian government unveiled its Vision 2020, the year by which 
Malaysia would achieve the status of an industrialized and developed country in terms 
of its economy, national unity, social cohesion, social justice, political stability, 
system of government, quality of life, social and spiritual values, national pride and 
confidence.  Under Vision 2020, the liberalization of education policies has caused 
democratization, privatization and decentralization of Malaysian education system.  
The development and changes in education make the educational administration and 
management could not be effectively done at central level.  Decentralization also 
could overcome bureaucracy and enable decisions and actions, especially those that 
are not related to policy making, carried out at the lower level (Educational Planning 
and Research Division, 1995).  According to Associate Professor Dr. Majid Konting, 
decentralization is difficult to be implemented because the nation’s education system 
is still centralized (Marzita, 2005).   
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The decentralization of education management system is to promote institution-based 
management and empowerment of teachers (Lee, 1999). Implementing 
empowerment, either in education or other institutions, requires certain prerequisites 
or antecedents to empowerment.  For example, work environment that provide access 
to information, organizational support, resources and opportunity to learn and develop 
are empowering and enhance employees’ power to accomplish work within an 
organization (Kanter, 1977; 1983).  Trust is also a critical condition before 
management could empower their employees (Mishra & Spreitzer, 1994).   
 
The practice of empowerment has actually being implemented long ago at all levels in 
the Malaysian Ministry of Education (Educational Planning and Research Division, 
1995).  The Division of Educational Planning and Research has proposed a few 
aspects that ought to be empowered i.e. managing teaching time, controlling the class, 
communication and developing relationship with the students according to ways that 
are considered best and suitable with the curriculum used, students’ ability and the 
environment. An empowered teacher has significant authority in the strategy selection 
process and implementation methods of education policies (Educational Planning and 
Research Division, 1995).  Empowerment is defined by the Ministry of Education as 
‘a professional practice of the educational administration and management’. These 
empowerment practices include those related to the smooth and efficient 
implementation of education policy; teachers’ and teaching autonomy; and the sharing 
of power by the leader of the institution with its subordinates (Educational Planning 
and Research Division, 1995).    
 
The concept of empowerment carries different meanings in different context 
(Zimmerman, 1990).  Hence, to study the concept of empowerment at the workplace, 
Spreitzer (1995a) used the intrapersonal concept specifically for workplace as 
described by Thomas and Velthouse (1990).  This psychological perspective of 
empowerment focuses on the perception of employee on empowerment (Spreitzer, 
1995b, 1997; Thomas & Velthouse, 1990). The level of psychological empowerment 
experienced could be influenced by geographical location and organizational 
environment and work (Spreitzer, 1995b).  Therefore, the psychological 
empowerment experienced by lecturers depend the lecturers’ perception of 
empowerment in their institutions.   
 
Conger and Kanungo (1988) defined psychological empowerment as the process of 
enhancing the feeling of self-efficacy among the members of an organization through 
the identification of condition that caused powerlessness and also through the 
reduction of the powerlessness state.  The state of powerlessness can be reduced by 
giving efficacy information through formal and informal technique of organizational 
practices (Conger & Kanungo, 1988). The psychological approach to empowerment 
focused on the intrinsic motivation and not on the managerial practices that are used 
to increase the level of power owned by the employees (Dee, Henkin & Duemer, 
2003).  
 

Dimensions of Psychological Empowerment 
 
Based on the definition given by Conger and Kanungo (1988), Thomas and Velthouse 
(1990) and Spreitzer (1995b) expanded the concept by identifying four main attributes 
or cognitions of psychological empowerment i.e. meaning (perceived value of work 
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objectives), competence (feelings of self-efficacy), choice (feeling of self 
determination or autonomy) and impact (one’s perception of his capability to 
influence). Conceptually, psychological empowerment is a multi-dimensional 
construct that comprised of the four cognitions (Spreitzer, 1995b; 1996).   
 
Meaning is defined by Thomas and Velthouse (1990) as the value of work goal and 
purpose, in relative to the individual’s own value and standard.  Spreitzer (195b) 
defines meaning as the value of work goal and purpose as perceived by the individual 
in relative to his own personal mission and expectation.  When the organizational 
mission and goal are congruent to their own value system, employee will feel that 
their work is important and they care about whatever they do (Spreitzer, 1995b; 
Thomas & Velthouse, 1990).   
 
Through the competence dimension, employees that are empowered feel that they are 
efficient and able to influence their work and organization meaningfully (Spreitzer, 
1995b).  Competence refers to the self-efficacy specific to work i.e ability of an 
individual to perform his/her job activities with the needed knowledge and skill 
(Spreitzer, 1995b).  Conger and Kanungo (1988) state that competence is knowledge 
that an individual possess the skills needed to perform his/her job successfully in 
certain context.  On the other hand, Thomas and Velthouse (1990) refer to 
competence as how far an individual can perform his/her job using high level of skill. 
 
Autonomy or self-determination refers to the feeling of choice possessed by an 
individual in initiating and controlling his/her actions (Deci, Connell & Ryan, 1989).  
Work environment that is supporting can increase the employees’ autonomy and 
interest in their work.  Employees that have autonomy will make more rational 
choices, ignite and arrange their own actions (Deci et al., 1989).  Autonomy can be 
seen in making decision especially concerning work methods, procedure, time and 
effort (Spreitzer, 1995b). 
   
Lastly, impact refers to the extent that an individual can influence its work outcome 
(Ashforth, 1989). It refers to the extent that an individual feel that his/her work can 
affect the overall goal achievement (Thomas & Velthouse, 1990) and how far that an 
individual believe that he/she can influence the strategic output, management and 
operation in the workplace (Spreitzer, 1995b).  Feedback from colleagues is important 
to make the teachers feel that they do have impact (Short, 1994). 
 

Antecedents to Psychological Empowerment 
 
Trust 
 
Basically, trust is needed in implementing empowerment, as suggested by Spreitzer 
and Quinn (2001); Cartwright (2002) and Hanson (2003).  Mishra and Spreitzer 
(1994) refer to trust as the critical requirement before empowerment can be 
implemented.  When trust exists, true empowerment will occur and the potential of 
staff can be fully utilized to achieve organizational goals (Cartwright, 2002).  
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Access to Information  
 
Information is vital to employees who are empowered (Kanter, 1983; Blanchard, 
Carlos & Randolph, 2001b).  When a leader is willing to share information, either 
good or bad, they have the employees’ trust.  Employees, on the other hand, will feel 
that they have the attention from the leader and they are being trusted by the leader 
(Blanchard et al., 2001b).   Employees who are empowered need to have a clear 
vision (Spreitzer & Quinn, 2001; Cartwright, 2002) about the organization’s goal and 
role.  Vision will become reality when each employee feel that his/her contribution 
affect the organization (Blanchard, Carlos & Randolph, 2001a).  Information sharing 
is a mechanism that enables employees to be responsible to achieve the goal and 
achieve it at a higher level (Blanchard et al., 2001b). Actions to limit information that 
is available to employees will give the notion that employees cannot be trusted or too 
stupid that they are willing to misuse the information (Spreitzer & Quinn, 2001).   
 
Access to Resources 
 
Resources mean person or material that exists in the institution community that can 
help the organization to achieve its goal (Saxe, 1975).  Resources required may be in 
the form of funds, material, space and time (Blanchard et al., 2001b; Spreitzer, 1996). 
These resources may be individualistic such as experience, expertise in the field and 
teaching skill or may be collective such as collegial relationship with other teachers 
and opportunity to cooperate with other teachers (Gamoran et al., 1994). The effect of 
empowerment on teachers may depend on the availability of resources for the use of 
teachers.  The easier the teachers get access to the resources, the stronger the effect of 
empowerment (Gamoran, Porter & Gahng, 1994). 

 
Access to Organizational Support 
 
Organizational Support Theory states that employees in an organization developed a 
global trust about the extent the organization value the employees’ contribution and 
care about their well-being (Eisenberger, Huntington, Hutchinson & Sowa, 1986).  
According to this theory, actions taken by the management or organization’s agents 
are regarded as the indicator for the organization’s intention. For example, employees 
may perceive the good or bad orientation of the supervisor towards them as the level 
of organizational support (Eisenberger, et al. 1986).  Perceived organizational support 
also result in feelings of responsibility to help organization achieve its objectives 
including participating in extra-role behavior such as helping other employees 
(Eisenberger, Armeli, Rexwinkle, Lynch & Rhoades, 2001).   
 
Support should be given to employees to help implement empowerment (Spreitzer & 
Quinn, 2001; Kanter, 1983). Work environment that promote relationship based on 
support can empower employee (Corsun & Enz, 1999). An effective leader should 
promote culture that support empowerment so that employees are not afraid of 
making decisions, not covering mistakes but looking for solution opportunities to 
overcome problems, instead (Cartwright, 2002).    
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Access to Opportunity to Learn and Develop 
 
A diversity of individual needs can be satisfied through training and education.  For 
example, exposure to interaction skills with others will make the person as an 
effective motivator and leader to others (Ang, 1999).  Training in the aspects of 
facilitative leadership, team working and change management can facilitate the 
transfer of knowledge required in the collaborative problem solving process (Strauss, 
2002).  Training also can give teachers the competence and knowledge to use the 
learning materials available (Neagley, Evans & Lynn, 1969).  Maeroff (1988) believes 
that helping teachers to be knowledgable in teaching and helping them to develop 
strategies to teach is a requirement in the effort to empower teachers.  Professional 
development is also important to facilitate empowerment.  Professional development 
included all processes and activities designed to improve professional knowledge, 
skills and teacher attitude to increase students’ learning (Guskey, 2000).  
 
 

Behavioral Outcome of Psychological Empowerment 
 
Innovative Behavior 
 
Innovative behavior can be defined as the ignition, promotion and realization of new 
ideas in the intended work role (Kanter, 1988; West, 1987; West & Farr, 1989; 
Woodman, Sawyer & Griffin, 1993). Janssen (2000) defined innovative work 
behavior as the creation, introduction and application of new ideas intended in the 
work role, group or organization for the sake of the role, group and organization 
performance.  The basis of all innovative improvement is idea (Scott & Bruce, 1994) 
and ideas are developed, continued, reacted upon and modified by employees 
individually (Van de Ven, 1986).   

 
Research Objectives 

 
This research is done to  
 

1. Identify the validity and reliability of the psychological empowerment 
scale that comprise of four dimensions based on Spreitzer’s theory (1992).   

2. Study the relationship of antecedents (trust, access to information, 
organizational support, resources and opportunity to learn and develop) 
with lecturers’ psychological empowerment.   

3. Identify the most effective antecedents to predict lecturers’ psychological 
empowerment.   

4. Study the influence of psychological empowerment towards lecturers’ 
innovative behavior.   

5. Study the relationship of antecedents with lecturers’ innovative behavior.   
 

Conceptual Framework 
 
Psychological empowerment comprises of four different cognitive dimensions: 
meaning, competence, autonomy and impact (Spreitzer, 1995b; Thomas & Velthouse, 
1990).  These dimensions reflect the individual orientation towards his task role 
(Thomas & Velthouse, 1990) and are the basic core for psychological empowerment 
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in the workplace (Houghton & Yoho, 2005). Low rating in any dimension will lower 
overall empowerment.  Therefore, higher ratings in all dimensions are needed to 
ensure a high level of empowerment (Lee & Koh, 2001).  According to Brancato 
(2006), a worker should understand the dimensions of psychological empowerment 
and the strategies related to this concept.  The administration should examine each 
dimension and be ready to take actions necessary to increase the level of employee 
agreement towards the dimensions and increase the level of psychological 
empowerment experienced by employee (Hancer & George, 2003). 
   
According to Kanter (1977, 1993), an organizational structure that provides access to 
information, organizational support, resources and opportunity to learn and develop is 
important for empowerment growth.  Apart from that, trust is also vital for true 
empowerment to occur and to utilize the staff potential fully (Cartwright, 2002).  This 
paper will study these factors as antecedents to empowerment.  Psychological 
empowerment is said to bring about some positive outcomes or effects.  
Empowerment has impact on individual effectiveness and innovation in the 
organization (Quinn & Spreitzer, 1997; Spreitzer, 1995a).  Teachers who enjoy higher 
empowerment, will show higher enthusiasm towards realizing new ideas, striving 
more to improve students’ learning condition and active in institutional activities and 
tasks (Short et al., 1994).  Based on the work of Thomas and Velthouse (1990), 
Spreitzer (1992, 1995a) and Kanter’s theory (1977, 1993), a comprehensive 
conceptual framework is developed for the purpose of this study (see Figure 1).   
 
Independent Variables          Mediator                        Dependent 

                                    Variabel             
 
 
 
 
 
                
           
 
 
 
 
 
 
 
 
Figure 1 Antecedents to Pyschological Empowerment and Their Influence 

on Lecturers’ Innovative Behavior 
 

Operational Definition 
 

Meaning 
 
Meaning refers to value of task goal or purpose according to lecturer’s perception 
relative to his/her own personal mission and expectations (Spreitzer, 1995b).   
 

ANTECEDENTS 

• Trust   
• Access to 

information  
• Access to 

organizational 
support 

• Access to 
resources 

• Access to 
opportunity to 
learn and develop 

PSYCHOLOGICAL 
EMPOWERMENT 

• Meaning 
• Competence 
• Autonomy 
• Impact 

 
INNOVATIVE 
BEHAVIOR 
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Competence 
 
Competence refers to the perceptions of lecturers toward his/her competence i.e 
his/her belief that he/she has the ability, capability and skill needed to perform his/her 
job (Spreitzer, 1995b; Conger & Kanungo, 1988).   
 
Autonomy 
 
Autonomy is defined as the degree to which the lecturer believe that he/she has the 
choice (Deci et al., 1989) and opportunity to make decisions related to the ways 
he/she perform his/her work (Spreitzer, 1995b).   

Impact 

Impact is defined as the degree to which the lecturer believe that he/she has influence 
and can affect the department.   

Trust  
 
Trust is defined as the lecturer’s confidence to the management that they are 
professional and can be relied on. 
 

Methodology 
 

Research Design  
 
This cross sectional study utilizing ex-post facto research methodology and co 
relational in nature is carried out in 25 higher education institutions in three states in 
Malaysia, i.e. Penang, Kedah and Kelantan.  The sample comprised of 312 lecturers.  
The researcher used multi-stage sampling method to select the states, the institutions 
and respondents.  Random sampling method was used to select the institutions from 
the list provided by the Department of Higher Education Institution (Private) 
Administration while convenience sampling was used to select the respondents as the 
researcher did not have any influence in the selection process.  Cochran’s (1977) 
sample size formula and finite population adjustment (Lohr, 1999) was used to 
determine the sample size.  A total of 430 questionnaires were distributed to achieve 
the 312 completely filled questionnaires, hence, the response rate was 73%.  

 
Measures 
 
Psychological empowerment was measured using 12 items from Spreitzer (1992, 
1995b) based on four dimensions, namely meaning, competence, autonomy and 
impact.  The scores from these dimensions are averaged to form an overall score for 
psychological empowerment for each respondent. 
 
To measure trust, the subscale of trust to principal from the Omnibus T-Scale (Hoy & 
Tschannen-Moran, 2003) was used.  Four items from the instrument used by Spreitzer 
(1996) was modified to measure access to information.  Five items was modified from 
the short form of Perceived Organizational Support Scale developed by Eisenberger et 
al., (1986) to measure access to support. Three items from Spreitzer (1996) to 
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measure access to resources was modified and two new items were added to include 
access to teaching materials, equipments, funds, work space and time as resources.   
Four items from Short and Rinehart (1992) was modified to measure access to 
opportunity to learn and develop.  Lastly, to measure innovative behavior, nine items 
with three subscale i.e ignition, promotion and realization of new ideas based on 
Janssen (2000) was used.  

 
Research Findings 

 
Results of the Analyses for Research Variables 
 
Table 1:  
The Mean and Standard Deviation for Each Variable  
 

 
Variable 

 
 

 
          SD 

 
1.    Trust 

 
4.49 

 
1.18 

2.    Access to information 4.90 1.17 
3.    Access to organizational support  4.35 1.13 
4.    Access to resources 4.68 1.13 
5.    Access to opportunity to learn and 

develop 5.08 1.04 

6.    Meaning 6.34 0.79 
7.    Competence 6.15 0.73 
8.    Autonomy 5.59 0.97 
9.    Impact 4.57 1.27 
10.  Psychological empowerment 5.66 0.68 
11.  Innovative behavior  4.70 1.16 

 
The study verifies that psychological empowerment is comprised of four dimensions 
as suggested by Spreitzer (1992). Although the exploratory factor analysis using 
principal component extraction and varimax rotation with Kaiser Normalization 
proves that psychological empowerment consists of only three dimensions, the scree 
test and confirmatory factor analysis shows that it consists of four dimensions with 
factor loading between 0.76 to 0.92.  This finding is consistent with those empirical 
studies of Thomas and Tymon (1993), Gomez and Rosen (1994),  Sparrowe (1994),  
Spreitzer (1995b,  1996), Kirkman and Rosen (1996), and Carless (2004). Therefore, 
this finding verifies that the scale developed by Spreitzer (1992)  can be used in the 
context of private higher education institution in Malaysia. 
 
To test the internal consistency of each factor or dimension, reliability coefficient of 
Cronbach Alpha is determined using SPSS software version 15.0. Each factor was 
found to have sufficient internal consistency with alpha values ranging from 0.84 to 
0.90.  The value of alpha for meaning, competence, autonomy and impact is 0.85, 
0.87, 0.84 and 0.90 accordingly.  The alpha value for the overall psychological 
empowerment is 0.86.  The alpha values for antecedents range from 0.82 to 0.92.   
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Relationship of antecedents to psychological empowerment 
 
Analysis of correlation finds that all antecedents under study have significant 
relationship with psychological empowerment at significance level of 0.01.  Based on 
the correlation values, trust, access to information and access to organizational 
support has a low positive relationship (r = 0.20, 0.24 and 0.26 accordingly) with 
psychological empowerment while access to resources and opportunity to learn and 
develop has a moderate positive relationship (r = 0.34 and 0.35 accordingly) with 
psychological empowerment.   
 
In terms of its dimension, trust does not have any significant relationship with 
meaning and competence, but has low positive relationship with autonomy (r = 0.24) 
and impact (r = 0.198).  Access to organizational support also does not have any 
significant relationship with meaning and competence but has low positive 
relationship with autonomy (r = 0.21) and impact (r = 0.29).  Access to information 
has low positive relationship with meaning, autonomy and impact (r = 0.19, 0.19 and 
0.23 accordingly) but does not have any significant relationship with competence.  
Access to resources has moderate positive relationship with autonomy (r = 0.34) but 
low positive relationship with meaning (r = 0.23), competence (r = 0.19) and impact   
(r = 0.22). Access to opportunity to learn and develop has moderate positive 
relationship with impact (r = 0.30) but has low positive relationship with meaning (r = 
0.21), competence (r = 0.18) and autonomy (r = 0.29).  All five antecedents under 
study have significant relationship with the dimensions of autonomy and impact.  
Table 2 below illustrated the Pearson Correlation Coefficient of the antecedents in 
relation to the dimensions of psychological empowerment and overall psychological 
empowerment.     

 
Table 2: 
Pearson Correlation Coefficient of Antecedents to Psychogical Empowerment 
 

 
Psychological Empowerment 

 
 
Dimension Overall Meaning Competence Autonomy Impact 
 
Trust  

 
0.20(**) 

 
0.08 

 
-0 .01 

 
0.24(**) 

 
0.20(**) 

 
Access to information 

 
0.24(**) 

 
0.19(**) 

 
0.07 

 
0.19(**) 

 
0.23(**) 

Access to organizational 
support 

 
0.26(**) 

 
0.10 

 
0.07 

 
0.21(**) 

 
0.29(**) 

 
Access to resources 

 
0.34(**) 

 
0.23(**) 

 
0.19(**) 

 
0.34(**) 

 
0.22(**) 

Access to opportunity to 
learn and develop 

 
0.35(**) 

 
0.21(**) 

 
0.19(**) 

 
0.29(**) 

 
0.30(**) 

** Co relation is significant at .01 level (2-tails). 
 
Regression analysis shows that access to opportunity to learn and develop (t311 = 3.28, 
p < 0.01) and access to resources (t311 = 2.55, p < 0.05) are significant predictor of 
psychological empowerment.  Access to opportunity to learn and develop is the most 
important predictor of psychological empowerment (β = 0.25).  Therefore, it can be 
concluded that psychological empowerment is a function of access to opportunity to 
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learn and develop and also access to resources.  Trust, access to information and 
access to organizational support are not significant predictors to lecturers’ 
psychological empowerment.  The β values (- 0.14, 0.10 and 0.01) and t values (-1.39, 
1.18 and 0.07) show that these factors are not significant at 0.05 significance level.  
Table 3 below shows the result of the regression analysis. 
 
Table 3: 
Multiple Regression Analysis: Antecedents to Psychological Empowerment 

 
 
Variable  

 
   B 

      
    β 

    
    t 

  
       p 

 
Constant 
Trust  

 
4.35 

-0.08 -0.14
22.63
-1.39

0.000 
0.165

Access to information  0.06 0.10 1.18 0.237
Access to organizational support 0.01 0.01 0.07 0.945
Access to resources 0.12 0.20 2.55 0.011
Access to opportunity to learn and 
develop  
 
R = 0.39 
R2 = 0.15 
Adjusted R2  = 0.14 
Standard error = 0.63 
 

0.16 0.25 3.28 0.001 

Note:  Psychological empowerment as the dependent variable. 
 

Based on the regression coefficients, the following regression equation is 
derived:  

Y = 0.16 X5 +  0.12 X4 +  0.06 X2 + 0.01 X3  -0.08X1  +  4.35 
where    Y  =  Psychological empowerment 
  X1 =  Trust 
   X2 =  Access to information  
  X3 =  Access to organizational support 
  X4 =  Access to resources 
  X5 =  Access to opportunity to learn and develop 
 

The regression analysis also finds that psychological empowerment has a significant 
relationship with innovative behavior with F1, 310 = 38.94, p < .001. The value of R2 = 
0.11 indicated that 11% of variance in innovative behavior is explained by its linear 
relationship with psychological empowerment. The value of adjusted R2 (0.11) 
indicated that 11% of variance in innovative behavior is explained by psychological 
empowerment after taking the assumptions of fixed-effects model into account. The 
regression analysis shows that psychological empowerment (t 311 = 6.24, p < 0.001) is 
a significant predictor of innovative behavior with β value of  0.33.  Based on the 
regression coefficient, the following regression equation is derived:  

 
Y =  .55 X1 +  1.58 
where:   Y  =  Innovative behavior 
  X1 =  Psychological empowerment    
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Trust, access to organizational support, resources and opportunity to learn and 
develop have low positive relationship with innovative behavior with r values range 
from 0.20 to 0.23, while access to information has a moderate positive relationship 
with innovative behavior (r =  .33).   

 
The regression analysis finds that the antecedents have significant relationship with 
innovative behavior, F5, 306 = 9.05, p < 0.001.    The multiple correlation (R) = 0.34 
and R2 = 0.13 while adjusted R2 = 0.12. The  multiple regression analysis shows that 
access to information (t 311 = 4.86, p < .001) is the only predictor of innovative 
behavior, β =  0.42.  Trust, access to organizational support, resources and opportunity 
to learn and develop are not significant predictors of innovative behavior, β = - 0.17, -
0.03, -0.02 and 0.14 and t = -1.66, -0.25, -0.23 and 1.80. Table 4 below shows the 
result of the regression analysis.    
 
 
Table 4: 
Multiple Regression Analysis: Antecedents to Innovative Behavior 

 
 
Variable 

 
   B 

     
      β

    
     t 

  
     p 

 
Constant 2.91 9.00 0.000 

Trust -0.15 -0.17 -1.66 0.099 
Access to information 0.39 0.42 4.86 0.000 
Access to organizational support  -0.02 -0.03 -0.25 0.804 
Access to resources -0.02 -0.02 -0.23 0.822 
Access to opportunity to learn and 
develop 
 
R = 0.36 
R2 = 0.13 
Adjusted R2  = 0.12 
Standard error = 1.07 
 

0.15 0.14 1.80 0.072 

Note:  Innovative bahavior is the dependent variable.  
 

Based on the regression coefficient, the following regression equation is 
derived: 

 
Y = 0.39 X2 - 0.15X1 - 0.02 X3 - 0.02X4  + 0.15X5  +  2.91 
where:   Y  =  Innovative behavior 
  X1 =  Trust 
   X2 =  Access to information  
  X3 =  Access to organizational support  
  X4 =  Access to resources 
  X5 =  Access to opportunity to learn and develop 

 
The result of correlation test finds that all the antecedents studied have significant 
relationship with psychological empowerment at significance level 0.01 with r values 
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range from 0.20 to 0.35.  This means that lecturers with high level of trust and access 
to information, organizational support, resources and opportunity to learn and develop 
will also have high level of psychological empowerment.  This finding is consistent 
with that of Spreitzer (1996) and Siegall and Gardner (2000) who state that 
organizational factors contribute to feeling of employee empowerment.  This finding 
is also consistent to the study of DeCicco, Laschinger and Kerr (2006)  that finds that 
access to support, resources dan opportunity have significant relationship with 
psychological empowerment (r = 0.42 , 0.26 and 0.42 for RN nurses and r = 0.38,  
0.35 and  0.32 RPN nurses).  However, the relationship of access to organizational 
support with psychological empowerment in this study has a lower correlation 
coefficient (r = 0.26) compared to the coefficient for DeCicco et al.’s study (r = 0.42 
for RN nurses and  0.38 for RPN nurses). 
 
The result of regression analysis shows that the most important predictor for 
psychological empowerment is access to opportunity to learn and develop (β = 0.25,   
t 311 = 3.28, p < 0.01), followed by access to resources (β = 0.20, t 311 = 2.55, p < 
0.05).  The adjusted R2 value of .14 shows that 14% of variance in psychological 
empowerment is explained by the five antecedents after taking into account the 
assumptions of fixed-effects model. This finding is different from the findings of 
Spreitzer (1995a) study that finds access to resources is not a significant predictor of 
psychological empowerment (β = 0.02) among middle-level managers. 
   
The result of the regression analysis also shows that trust (β = -0.14), access to 
information (β = 0.10) and access to organizational support (β = 0.01) are not 
significant in predicting psychological empowerment among lecturers at significance 
level 0.05.  This finding is consistent with the study by Spreitzer (1995a) which finds 
that access to socio-political support is not a significant predictor to psychological 
empowerment  (β =  0.01). However, the finding of this study is not consistent with 
that of Spreitzer (1996) which finds that access to socio-political support is a 
significant predictor to psychological empowerment (β = 0.15,  p <  .01). 
   
In terms of dimensions, trust and access to organizational support do not have 
significant relationship with meaning (r = 0.08, 0.10) and competence (r = - 0.01, 
0.07) but have low positive relationship with autonomy (r = 0.24, 0.21) and impact          
(r = 0.20, 0.29).  This shows that lecturers that have high level of trust to the 
management and high level of access to organizational support feel that they are given 
high level of autonomy and freedom to determine how they work and feel that they 
are more influential and can affect what happen in their institution. However, the level 
of trust and access to organizational support do not have significant relationship with 
the extent that the lecturers feel their work is important and meaningful. The level of 
trust and access to organizational support also do not have significant relationship 
with the level of confidence that the lecturers have regarding their ability, capability 
and skills to perform their work.   
 
Access to information has a significant relationship with the dimensions of meaning, 
autonomy and impact (r = 0.19, 0.19 and 0.23) but does not have significant 
relationship with competence. This shows that lecturers with high access to 
information about the institution’s strategies, goals, vision and strategic information 
feel that their work is important and meaningful; feel that they are given more 
autonomy and freedom in determining how they work; and more confident that they 
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have the influence and can affect what happen in the institution.  However, access to 
information does not have significant relationship with their confidence that they have 
the ability, capability and skill to perform their work. 
   
Access to resources has significant relationship with the four dimensions of 
psychological empowerment.  Lecturers with high access to resources (teaching and 
learning material, equipments, funds, work space and time) feel that they are given 
more autonomy and freedom to determine how they work and feel that their work are 
important and meaningful.  They are also confident that they have the ability, 
capability and skills to perform their work and they are confident that have the 
influence and can affect what happen in the institution.   
 
Access to opportunity to learn and develop has moderate positive relationship with 
impact (r = 0.30) but low positive relationship with meaning (r = 0.21), competence (r 
= 0.18) and autonomy (r = 0.29).  This shows that lecturers who feel that they are 
given opportunity to learn continuously, to develop as a professional and to cooperate 
with other lecturers also feel that they have the influence and can affect what happen 
in the institution.  They also feel that their work is important and meaningful; 
confident that they have the ability, capability and skill to perform their work; feel 
that they are given autonomy and freedom to determine how they work. 
 
Access to information (t 311 = 2.72, p < 0.01, β =  0.24), access to resources (t 311 = 
2.38, p <  0.05, β = 0.19)  and access to opportunity to learn and develop (t 311 = 2.29, 
p <  0.05, β =  0.18) are significant predictors of the meaning dimension.  This shows 
that increase in access to information, resources and opportunity to learn and develop 
can increase psychological empowerment through the increase in meaning.  Lecturers 
who are given access to information, resources and opportunity to learn and develop 
will feel that their work is important and meaningful. 
   
Trust (t 311 = -2.49, p < 0.05, β = -0.27), access to resources (t 311 = 2.69, p < 0.01, β = 
0.22) and access to opportunity to learn and develop (t 311 = 2.01, p < 0.05, β = 0.16) 
are significant predictors of competence. This shows that the decrease in the lecturers’ 
trust to the management will increase the lecturers’ competence while increase in 
access to resources and opportunity to learn and develop can increase psychological 
empowerment through the increase in competence. Lecturers who have higher access 
to resources and opportunity to learn and develop are more confident that they have 
the ability, capability and skills to perform their work.  
 
Access to resources (t 311 = 3.72, p < 0.001, β = 0.29) is the only significant predictor 
to autonomy. Any increase in access to resources will increase psychological 
empowerment through increase in the dimension of autonomy.  Lecturers who have 
access to teaching and learning materials, equipments, funds, work space and time 
will feel that they are give autonomy and freedom to determine how they work.  
  
Access to organizational support (t 311 = 2.35, p < 0.05, β = 0.25) and access to 
opportunity to learn and develop (t 311 = 2.79, p < 0.01, β = 0.21) are significant 
predictors to the dimension of impact.  Any increase in access to organizational 
support and opportunity to learn and develop can increase psychological 
empowerment through the increase in the impact dimension.  Lecturers who have 
higher access to organizational support and opportunity to learn and develop will be 
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more confident that they have influence and can affect what happen in the institution.  
Psychological empowerment (t 311 = 6.24, p < 0.001, β = 0.33) is also a significant 
predictor to innovative behavior.  A total of 10.9% variance (adjusted R2 = 0.109) in 
innovative behavior is explained by psychological empowerment after taking fixed-
effects model.  Lecturers who have higher level of psychological empowerment are 
expected to be more likely to create new ideas, work methods, techniques and 
equipment to solve problems and gain support and endorsement for innovative ideas. 
They are also more likely to apply and introduce innovative idea and to evaluate the 
use of innovative ideas.  This finding is consistent with that of Spreitzer (1995b) who 
finds that psychological empowerment has a significant relationship with innovative 
behavior. 
 
Regression analysis finds that a total of 14% variance (adjusted R2 = 0.14) in 
innovative behavior is explained by the dimensions of psychological empowerment 
after taking fixed-effects model into account.  The dimension of impact (t 311 = 5.79, p 
< 0.001, β = 0.34) is a significant predictor of innovative behavior followed by the 
competence dimension (t 311 = 2.28, p < 0.05, β = 0.15).  This indicates that lecturers 
who feel that they have influence and can affect what happen in the institution and 
have the ability, capability and skills to perform their work are more likely to create, 
suggest and implement new ideas in the work role, group and institution.  They are 
more likely to create new idea, work methods, techniques and equipments to 
overcome problem, initiate support and seek endorsement for innovative ideas.  They 
are also more likely to apply and introduce innovative ideas and evaluate the use of 
innovative ideas.   
 
This study also finds that trust, access to organizational support, resources and 
opportunity to learn and develop has low positive relationship with innovative 
behavior (r values range between 0.20 and 0.23) while access to information has 
moderate positive relationship with innovative behavior (r = 0.33).  A total of 12% 
variance (adjusted R2 = 0.12) in innovative behavior is explained by antecedents after 
taking fixed-effects model into account.  Access to information (t 311 = 4.86,   p < 
0.001, β = 0.42) is the only significant predictor of innovative behavior.  This means 
that lecturers are more likely to create new ideas, work methods, techniques and 
equipments to overcome problems, initiate support and seek endorsement for new 
ideas, apply and introduce innovative ideas and evaluate the use of innovative ideas if 
they have access to information about the institution’s strategies, goals and vision; 
and also if they are satisfied with their access to needed strategic information.  This 
study finds that other antecedents including access to organizational support are not 
significant predictors of innovative behavior.  Therefore, the findings of this study is 
not consistent with that of Janssen (2005) which finds that the perceived influence has 
a positive relationship with innovative behavior (β = 0.52, t = 3.34, p < 0.001) when 
employees feel that supervisors support their innovative behavior. Janssen (2005) 
finds that supervisors’ support in facilitating employees to use their influence at the 
workplace to carry out innovative activities.  
   
This study also proved that the validity and reliability of the psychological 
empowerment scale (Spreitzer, 1992) in the work context of private higher education 
institutions.  This scale defined psychological empowerment as a motivational 
construct manifested through four cognitive dimensions, i.e meaning, competence, 
autonomy and impact (Spreitzer, 1992; 1995a; 1995b).  Therefore, high rating in all 
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dimensions is needed to ensure high level of overall psychological empowerment 
(Lee & Koh, 2001).  First, management ought to evaluate the level of psychological 
empowerment at  their institution to get information on the lecturers’ perception about 
the structure of psychological empowerment.  The management should examine each 
dimension of psychological empowerment and play active role to increase 
psychological empowerment by focusing on dimensions that are poorly evaluated by 
lecturers.    
 
The management also should encourage lecturers to work collaboratively to overcome 
problems or to carry out certain tasks or project to ensure the achievement of the 
institution’s goal and vision.  The management can also increase the feeling of 
autonomy among lecturers by giving them chances to determine their own work 
schedule at the time of time table preparation.  Lecturers should be given freedom to a 
certain tolerable level to decide the subject or field for them to teach. The  
implementation of flexible time table could also give lecturers opportunity to 
determine their working time according to their preferences.   
 
According to Thomas and Velthouse (1990), psychological empowerment can be 
increased by changing the psychological environment or climate.  This statement is 
supported by Spreitzer (1992) who states that empowerment is a dynamic 
phenomenon that is influenced by the context surrounding an individual.  The feeling 
of empowerment can be encouraged or constrained by the things that happen in the 
environment (Spreitzer, 1992).  This particular study finds that access to opportunity 
to learn and develop and access to resources dimensions are significant predictors of 
psychological empowerment.  Therefore, management should create the work 
environment that is empowering to lecturers by giving lecturers access to opportunity 
to learn and develop and access to resources. 
 
The management can increase lecturers’ access to opportunity to learn and develop by 
encouraging mentoring among experienced and novice lecturers.  This will facilitate 
the sharing and development of skills and knowledge among lecturers.  Lecturers 
should also be given opportunity to attend courses, seminars and training to increase 
their knowledge and skills.  These courses, seminars and training can be held either 
inside or outside of the institution and can be handled by lecturers, speakers or 
facilitators from the institution itself or from other agencies.  The participation of 
lecturers in courses, seminars and training held outside of the institution will give 
them opportunity to develop new knowledge and build relationship network with 
other people that are supportive either from inside or outside of the institution. 
Discussions and forum can also be held from time to time to facilitate the sharing of 
knowledge and brainstorming among lecturers.  An open channel of communication 
such as periodical bulletins, newsletter and notice boards can facilitate the flow of 
needed information to increase the level of lecturers’ knowledge.   
 
The management can also increase psychological empowerment by increasing the 
lecturers’ access to resources. Lecturers should be equipped with the needed teaching 
and learning materials.  Infrastructures such as resource centre and laboratories should 
be seen as long term investment.  Even though, it is rather difficult to provide 
lecturers access to resources especially at times when financial resources is scarce, the 
management can increase the lecturers’ perception about their access to resources by 
including the lecturers in making decisions regarding acquisition of teaching and 
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learning materials, equipments and funds for the benefit of their department or 
institution.  The management should pay attention to the work environment that is 
comfortable to lecturers and not just focus on profit.  Lecturers should be provided 
with his/her own personal work space without having to share with other lecturers.  
The management should also involve lecturers in determining their own work 
schedule so that they do not feel burdened.  The management should also encourage 
collegiality among lecturers to increase teamworking.  Programs or projects held in 
groups or collaboratively could enlightened the work load and give lecturers more 
time to participate in non-routine activities.  
 
This study also find that access to information is the only significant predictor of 
innovative behavior. To increase lecturers’ access to information, the management 
should involve lecturers in creating the statements of strategies, goals and vision at the 
department or institution level.  These statements ought to be displayed to ensure that 
the information is conveyed to all.  These statements would encourage teamwork 
among lecturers to achieve the goals and objectives that are mutually agreed upon.  
The sharing of information between the management and lecturers will encourage 
lecturers to create new ideas, work methods, techniques and equipments to overcome 
problems and perform their work more effectively.  The management should give its 
support to lecturers’ innovative idea and encourage the continuous contribution of 
innovative ideas from lecturers.  The management can use the communication 
channels in the institution such as periodic bulletins or forums to facilitate the sharing 
of these ideas with other lecturers in the institution. Competition can be held to 
encourage the creation and development of new ideas. The innovation award to 
lecturers who contribute their innovative ideas at the department or institution level as 
a token of appreciation and reward can also encourage innovative activities among 
lecturers.  These innovative activities can better the image and competitiveness of the 
institution in the private higher education field either locally or globally.   
 

Suggestions for Future Research 
 

This study is carried out in three states in Peninsular Malaysia.  The same study is 
hoped to be carried out in other states as well as in Sabah and Sarawak so that more 
comprehensive information can be studied and enable generalization to all private 
higher education institution in the country.  Future studies should also consider other 
variables as antecedents based on the literature review.  The findings can be used to 
help the management to carry out certain intervention programs to increase 
psychological empowerment and innovative behavior.   
 
Future researchers should combine the quantitative and qualitative methods to gather 
holistic information on certain variable.  Innovative behavior, for example, can be 
verified through observation.  This can reduce bias in data collection and findings 
with higher validity and reliability can be produced.  
 
Future research could also compare the level of psychological empowerment and 
innovative behavior of lecturers from private higher institutions with those from the 
public higher education institutions.   
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Introduction and Definition of Internationalization and Globalization 

Increasing global nature of academic activities has forced higher education institutions all 

over the world to an acknowledgment that an international dimension is a key component of 

post-secondary students’ preparation for world citizenship and competitiveness. This has resulted 

in heightened institutional awareness of the importance of international education, an increase in 

academic international activities, and a proliferation of internationalized programs. Over the past 

two decades, within higher education in Europe, the United Stares and elsewhere, universities are 

including internationalization in their mission statements and strategic plans. The outcome of 

internationalization effort depend on why a particular university chooses to emphasize 

internationalization and how it goes about backing up the plans with new structures and 

resources in support of the international agenda.  

It is impossible to discuss internationalization in higher education without referring to the 

globalization. Globalization, a multifaceted process with economic, social, political and cultural 

implications for higher education, is at the center of debate by education policymakers, scholars, 

practitioners and professionals worldwide. However, these terms are often mistakenly used 

interchangeably. UNESCO (2004) defines globalization as a phenomenon which is having an 

impact on higher education and internationalization is one of the ways in which higher education 

is responding to the opportunities and challenges of globalization. Most agree that debates of 

globalization concept and nature are intense; the consequences and implications of globalization 

are prolific, controversial and affect various countries different way depending on each nation’s 

individual history, culture, traditions, and priorities. 

Internationalization includes a broad range of elements such as curriculum, 

teaching/learning, research, institutional agreements, student/faculty mobility, development 
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cooperation and many more (Tambascia, 2005). Internationalization is changing the world of 

education and globalization is changing the world of internationalization. In fact, substantial 

efforts have been made during this past decade to maintain the focus on the internationalization 

of education and to avoid using the term globalization of education. This has had mixed results 

but some success has been achieved in ensuring that the relationship between these two terms is 

recognized, but that they are not seen to be synonymous and are not used interchangeably 

(Knight, 2003).  

Globalization and recent developments in international higher education have generated a 

number of new terms, such as ‘borderless”, “transnational”, transborder” and “crossborder”  

education. Borderless higher education refers to the blurring of conceptual, disciplinary and 

geographic borders traditionally inherent to higher education. (CVCP/HEFCE, 2000) and 

appeared first in Australian and U.K. reports in 2000 (Knight, 2003). Borderless acknowledges 

the disappearance of borders (UNESCO, 2004) and refers to the blurring of conceptual, 

disciplinary, and geographic borders traditionally inherent to higher education (Knight, 2003) 

while the other terms actually emphasize the existence of borders. Both approaches reflect the 

reality of today. In the period of unprecedented growth in distance education and e-learning, 

geographic borders appear to be of little consequence. Yet, borders gain increased importance 

when the focus turns to regulatory responsibility, especially related to quality, access and 

funding (UNESCO, 2004).  

Needless to say, the nature of internationalization phenomenon is complex. The rapid 

proliferation of international programs in higher education is coupled with uneven strategies. 

There is a clear need for vigorous leadership and the development of rigorous and sustainable 

models for assessing the dynamic of institutional internationalization (Burriss, 2006). 
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“Globalization is here to stay, and its pace in the foreseeable future will only accelerate. 

Increasingly, the expansion of the international dimension of higher education is not so much an 

option as a responsibility” (Johnston & Edelstein, 1993). The need to examine the 

internationalization and to evaluate its effectiveness has multifaceted purpose. It is a new era 

when almost all higher education institutions see internationalization of higher education as a 

high priority. With this realization comes the need to conceptualize internationalization, to 

rethink global priorities and to develop new strategies for more effective development of 

internationalization. The focus of this paper is on globalization as a complex phenomenon with 

multiple implications for higher education and the aspect of internationalization, crossborder 

education, is discussed. 

The objectives of this research paper are (1) to explore UNESCO’s position in addressing 

globalization and higher education; (2) to identify United Nation’s and UNESCO’s instruments, 

principles and initiatives that are relevant to the implications of higher education in a globalized 

society and (3) to examine the impact of UNESCO’s recommendations on the development of 

higher education internationalization in Estonia – one of the Members States of UNESCO.  

The first part of the current research paper discusses UNESCO’S position and role in 

internationalization of higher education and identifies suggestive normative frameworks and 

initiatives. The second part of this research paper concentrates on internationalization process 

development in higher education in Estonia on the light of UNESCO’s instruments, principles, 

and initiatives that are relevant to the implications of higher education in a globalized society. 

There are many forms of higher of tertiary education, but not all of them come under the 

purview of UNESCO and UNESCO-UNEVOC. The UNESCO-UNEVOC International Centre 

acts as a key component of UNESCO’s international program on technical and vocational 
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education and training (UNESCO-UNEVOC, 2007). The Estonian system of higher education 

has two branches – academic and applied higher education. Higher education is provided by 

universities and institutions of applied higher education and some vocational educational 

institutions (the Estonian Ministry of Education and Research, 2003). This research paper 

concentrates on the universities.  

The significance of this paper is that it offers a better understanding of what is and can 

possibly be UNESCO’s as an intergovernmental organization’s role to help to facilitate 

internationalization of higher education process in a globalized world. Example is offered on the 

basis of case study of the UNESCO’s Member State Estonia.  

 

UNESCO’s Position and Role in Internationalization of Higher Education 

UNESCO and other education-related bodies have a significant role to play in providing 

policy frameworks for education moving across borders, which is part of long-standing academic 

partnerships, exchanges and development cooperation (UNESCO, 2004). UNESCO welcomes 

the trend of globalization and internationalization of higher education because it fulfils the 

Constitution that created UNESCO in 1945 (Daniel, 2002).  

 Recent meetings have identified UNESCO as the international organization unique in its 

geographical outreach, its mission and its approach to globalization and higher education based 

on UN principles. UNESCO is seen as the intergovernmental organization that can act as a 

facilitator and a discussion forum for the important but complicated set of issues related to the 

impact of globalization on higher education and can provide assistance to Member States who 

are responsible for their national policy and regulatory frameworks on these matters (UNESCO, 

2004).  Because we are now dealing with globalization, the role of “moderator” can no longer 
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belong to the nation-state, but to international (global) actors. It is where the international 

organizations, such as the UNESCO, enter (Milanovic, 2003).  

The intrinsic quality of science is to define terms in order to clarify the understanding of 

content. Definitions vary not only among countries but also change over time within the same 

country, which makes comparisons among countries more difficult.  UNESCO has addressed this 

issue repeatedly. Recently (Luu, Bain & Green, 2007) the term and definition for an 

internationally mobile student was introduced by UNESCO in an attempt to address 

inconsistencies in internationalization of higher education. It remains to be seen whether 

countries will adopt this term and change their data reporting.  

 The potential impact of globalization on higher education provides both opportunities and 

challenges, depending on the priorities, policies, resources, strengths and weaknesses of 

countries. The potential opportunities are many and diverse: increased supply of education and 

greater access for students, support for the knowledge economy, development of joint degrees, 

fusion or hybridization of cultures, growing comparability of qualifications, benefits for 

education providers, and diversification and generation of new academic environments 

(UNESCO, 2004).   

 The potential challenges are also numerous and varied: concern about quality of 

provision, inequality of access leading to a two-tier system, the growing problem of physical and 

virtual brain drain on the developed country-developing country axis but also on other routes, 

homogenization of culture, weakening role of the state in establishing national policy objectives, 

growth in market-oriented programs such as business and information technology and decline in 

some liberal arts and pure science disciplines (UNESCO, 2004).  What might be seen as an 

opportunity for one country could be a challenge or risk for another. Good governance and solid 
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economic and social systems are becoming more essential in the context of globalization and 

international trade of higher education. UNESCO (Daniel, 2002; UNESCO, 2004) considers the 

most important challenge for its Member States to guarantee quality, to preserve national culture 

and identity, to ensure that governments set national policy objectives for higher education, and 

to assure equity access to higher education,  

 

UNESCO’s Suggestive Normative Frameworks 

 UNESCO’s (2004) starting position in addressing globalization and higher education is 

based on United Nations basic texts and normative instruments. UNESCO’s primary 

stakeholders are the governments that need policy frameworks to enable them to take advantage 

of globalization to serve more students (Daniel, 2002).  There are many instruments, principles, 

and initiatives that are relevant to the implications of higher education in a globalized society: 

• The Universal Declaration of Human Rights (Article 26.1) (1948) 
• The United Nations Millennium Declaration: the Millennium Development Goals (2000) 
• Recommendation on the Recognition of Studies and Qualifications in Higher Education 

(France, 1993) 
• European Regional Convention - Lisbon Recognition Convention (1997) 
• The Brussels Declaration of the United Nations General Assembly (2001) 
• The World Summit on Sustainable Development (Johannesburg, 2002) 
• The World Summit for Social Development (Copenhagen, 1995) 
• The Hamburg Declaration on Adult Learning of the Fifth International Conference on 

Adult Education (Hamburg, July 1997) 
• The World Summit on the Information Society (December, 2003) 
• The UNESCO Universal Declaration on Cultural Diversity (2003) 
• The Dakar Framework for Action (2000) 
• The World Declaration on Higher Education for the 21st Century (article 14) (1998) 
• A Forum on Higher Education, Research and Knowledge (2002) 
• The UNESCO Recommendation on the Status of Higher Education Teaching Personnel 

(1997) 
• Global Forum on International Quality Assurance, Accreditation and the Recognition of 

Qualification in Higher Education (October, 2002) 
• The UNESCO/Norway Forum on Globalization and Higher Education: Implications for 

North-South Dialogue (Norway, 2003) 
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• The World Conference on Higher Education Partners Meeting +5 (France, 2005) 
• The UNESCO Medium-Term Strategy (2002-2007) 
• The UNESCO Medium-Term Strategy (2008-2013) 
 
These, together with major new trends and developments worldwide, shape UNESCO action 

in higher education. As the only UN body with a mandate in higher education, UNESCO 

supports Member States and higher education institutions to tackle various challenges so that 

higher education fully contributes to sustainable national development (Daniel, 2002). It does so 

mainly by serving as a platform for dialogue, exchange and sharing of experience and 

information on salient aspects of higher education in the twenty-first century, and by assisting 

Member States in capacity building and in the formulation of policies and strategies on 

internationalization of higher education (UNESCO, 2007).  

  

Internationalization of Higher Education in Estonia 

While communist rhetoric paid lip service to the necessity for intercultural experiences in 

the name of world peace, they isolated their own people from each other and from the world at 

large. They rationed knowledge from the outside world to educators and students (Ross, 2001).  

Up until the 1989 political changes in Eastern Europe, the role of CEPES as the 

Secretariat of this Regional Committee was to deal with problems in annual meetings and to 

increase the number of signatory countries. UNESCO-CEPES has increasingly collaborated in 

European Union projects directed at the reform of higher education in Eastern and Central 

Europe. It participated directly in a PHARE-sponsored project, operating from 1996 to 2001, to 

reform the administration of higher education. UNESCO-CEPES aimed at integrating higher 

education development into the wider European context. The three aims were to promote a 

system of international education indicators, to set up transnational mechanisms for quality 
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assurance in higher education, and to promote recognition of higher education qualifications and 

study credits, based on the ECTS model, across borders (UNESCO-CEPES, 2007).  

Today, people in Estonia are eager to incorporate international aspect into their 

educational experience in all possible areas. International organizations, e.g. the European 

Union, UNESCO, OECD, have different programs, documents and measures to help to form 

long-distance partnerships for various projects. Looking at the previous development of the 

Estonian higher education system, which after the reestablishment of independence has 

essentially been characterised by a laissez faire attitude and quantitative growth, it could be said 

– in the conditions of a transition society and in comparison to the international situation – that 

the result has been good but uneven (Estonian Ministry of Education and Research, 2006). The 

result of numerous efforts of UNESCO-CEPES and the undertaking of activities to assist higher 

education in Central and Eastern Europe integrated itself into the Bologna Process eventually led 

to the adoption of the Lisbon Convention (UNESCO-CEPES, 2007). 

The Bologna Declaration and the Lisbon Strategy as a Basis for International European 

Perspective 

The strategic areas of internationalization of Estonian higher education over the next 10 

years are specified by three documents: Estonian Higher Education Internationalization Strategy 

2006-2015; Estonian Higher Education Strategy 2006-2015 and UNESCO – Education for All 

Estonian Strategy. The developmental areas as approved by the Riigikogu will provide guidance 

in future activities for the Government of the Republic, the ministries and the educational 

institutions providing higher education. It is stated by the Estonian Ministry of Education and 

Research (2004, 2006 & 2007) that Estonia bears responsibility as a state for the structure of its 

higher educational system, implementing it in cooperation and coordination with the other 
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member states of the European Union (EU) and taking into account the standpoints of the 

European Commission and other European institutions and worldwide trends. The Estonian 

Ministry of Education and Research (2006, 2007) purpose for following years is to strengthen 

higher education’s role in economic, social, and political area in order to bring Estonia closer to 

EU network.  

In setting the goals, account has been taken of the common policies of the EU, including 

primarily the Lisbon strategy and the creation of a common European higher education space 

formed by the Bologna process, and of the European research area, including UNESCO’s 

suggestions. The purpose of the Bologna process is to create the European higher education area 

by making academic degree standards and quality assurance standards more comparable and 

compatible throughout Europe. The Bologna declaration was signed by ministers of education 

from 29 European countries (including Estonia) in 1999 (UNESCO-CEPES, 1999).  The Lisbon 

Strategy is a development plan for the European Union. Preparation was carried out in relation 

with the broader reaching Council of Europe, the international organization of the "wider 

Europe", which also has charge of education in Europe. The Lisbon Strategy intends to deal with 

the low productivity and stagnation of economic growth in the EU, through the formulation of 

various policy initiatives to be taken by all EU member states. The broader objectives set out by 

the Lisbon strategy is to be attained by 2010. It broadly aims to "make Europe, by 2010, the most 

competitive and the most dynamic knowledge-based economy in the world”. The Council of 

Europe and UNESCO have jointly issued the Lisbon recognition convention on recognition of 

academic qualifications as part of the process, which has been ratified by the majority of the 

countries party (including Estonia) to the Bologna process (European Commission, 2007). The 

Bologna Declaration together with the Lisbon Strategy are the basic documents in 
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internationalization Estonian higher education additionally to the governmental level documents 

described earlier in this section (email interview, Merli Tamtik, Student Exchange Coordinator at 

University of Tartu, Estonia, 27 April, 2007; phone interview, Liisi Lembinen, International 

Education Adviser, 26 April, 2007). Clearly, internationalization aspect in higher education is 

foremost focused on being more European rather than international. It can be best illustrated by 

the 10 new English based Master`s programs at the University of Tartu, Estonia, which are for 

2007/2008; their common feature is Europe-centrism, e.g. Baltic Studies, German Language And 

Literature, Russian And Slavonic Philology, Scandinavian Studies. This distinction may not be 

understood by most American educators, but it is connoted by most European educators.  

The strategic internationalization objectives in Estonia, similarly to many other higher 

education institutions all over the world (Knight, 2007) concentrate on assuring the quality of 

higher education on a level comparable to the other European Union countries; participation as 

an equal partner in Europe-wide academic cooperation and ensuring a level of funding close to 

the Organization for Economic Co-operation and Development (OECD) average per student, 

simultaneously preserving an access to higher education comparable to OECD countries. One of 

the reforms related to the Bologna Declaration in internationalizing higher education is to 

overcome obstacles in academic mobility by adopting a three-cycle higher education system 

based in part on the European Credit Transfer System (ECTS) (Estonia has adapted it from 

2006/2007 -  Eurydice, 2004/2005). This is not simply a matter of allocating credit points to 

existing courses but requires a radical overhaul of course structures, curricula, and syllabi and 

their relationship to a national qualifications framework. However, there is a potential conflict 

between the academic imperative of extending and improving mobility and transferability world-

wide and the political goals of the Bologna Process as it reflects the educational and cultural 
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diversity of Europe in a way that is not possible to achieve worldwide. The Bologna Process 

seeks to help institutions to adjust, at least within the European context (Farrington, 2005).  This 

is another example of how in internationalization process Europeans prioritize being more 

European as oppose to being more international.  

National Pursuits 

The top three risks associated with internationalization according to the 2005 

International Association of Universities (IAU) Survey, are commercialization and 

commodification of education programs, the increase in the number of foreign "degree mills" 

and low-quality providers, and brain drain. It is a sign of the times that each of these risks relates 

more to the crossborder education aspects of internationalization than the campus-based 

activities. A distinction between developing and developed countries exists in terms of the 

importance attributed to the benefit of becoming more international in the sense of developing 

more international programs and more international content, internationally oriented students and 

staff, actively recruiting students and staff from other countries in order to become recognized as 

a world-class university training students to international standards (Knight, 2007).  

Estonia has been very quick in implementing all the new changes within the Bologna 

process in creating higher education area. Maybe smaller countries tend to follow suggestive 

frameworks more than bigger countries, especially when Estonia is concerned. Firstly, the 

smaller countries seek the approval of bigger international organizations to stand out as a 

positive example for others and they need to work harder to prove their existence and earn 

respect more than any of the larger countries. Secondly, in smaller countries there is a possibility 

to implement legislative and other political changes more quickly than in larger countries (email 

interview, Merli Tamtik, 27 April, 2007; phone interview, Liisi Lembinen, 26 April, 2007). 
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Developed countries see it as the number one benefit but developing countries rank it in 

fourth place The developing countries put more emphasis on the benefits of academic quality, 

research, and curriculum, which are fundamental elements of any higher education institution. 

Developing countries may assume that these elements need to be firmly in place and see it rather 

than an internationalization strategy as a measure of quality and relevance in order to achieve 

recognition beyond their national borders (Knight, 2007).  This distinction does not apply only as 

a distinguishing characteristic between developed and developing countries, but rather varies 

between single institutions.  

IAU 2005 Survey (Knight, 2007) also reveals that the least-important benefits according 

to the international higher education institutions worldwide are national and international 

citizenship, revenue generation, and brain gain. It is also revealing that the loss of cultural or 

national identity, jeopardy of the quality of higher education, and the homogenization of 

curriculum were identified as the least important risks (Knight, 2007). The Estonian Ministry of 

Education and Research (2006, 2007) has addressed this issue in accordance with the Strategy 

for Developing the Estonian Language (2004–2010), the compilation of Estonian-language 

higher education textbooks, teaching materials and software, initiative of a state programme for 

Estonian-language higher education textbooks and specialty dictionaries. It is essential to 

preserve Estonian as a primary language of instruction in Estonian higher education institutions. 

However, the equal importance is acquired to the capacity to provide access to the study 

programs for foreign students in different language(s) parallel to the opportunity to study 

Estonian (2007: 2, 6).    

As the picture seems to be relatively positive of the sustained importance attributed to 

internationalization of higher Education in Estonia, it is less encouraging at the national level as 
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the government is giving inadequate attention to international education and do not play the role 

that they should in terms of national policy and funding to facilitate international research, 

mobility, and development projects (email interview, Merli Tamtik, 27 April, 2007; phone 

interview, Liisi Lembinen, 26 April, 2007). However, borderless higher education is officially 

recognised by the Estonian Ministry of Education.  It is approved as a necessary condition in 

order to develop academic mobility, assure the equal access to higher education and to increase 

ability as well as capacity to cope in a globalizing world. The Estonian higher education strategy 

sets that one selection criteria for collaboration partners is the recognition of UNESCO 

framework documents about internationalizing higher education by the possible partner 

institution (The Estonian Ministry of Education and Research, 2006; 2007). 

Apparently, it is not the Member States’ expectation nor UNESCO’s role to express 

opinion whether the higher education system in that country should remain national in character 

and program emphasis, which countries to enhance partnership and collaboration with in 

international study, or what the language of instruction should be. UNESCO’s role(s) is first of 

all to help a Member States to establish and maintain scholarly and scientific mobility and to 

tackle the challenges the Member States face in their chosen educational policy, so that so that 

higher education fully contributes to sustainable national development. UNESCO (2007) does so 

in mainly by serving as a platform for dialogue, exchange and sharing of experience and 

information on salient aspects of higher education in the twenty-first century, and by assisting 

Member States in capacity building and in the formulation of policies and strategies on higher 

education. 
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Summary 

 Even though higher education in most countries perceives that not internationalizing is 

not an option, attempts towards responding to globalization with internationalizing higher 

education are incomplete, sporadic, inefficient or carried out incompetently. This is where one 

can see the influence of supportive documents and initiatives of major international 

organizations, e.g. UNESCO, European Union, World Bank and OECD, which can serve as 

providing a suggestive framework for educational development in order to enable countries to 

design their own policies according to their specific needs and interests. As discussed earlier, 

UNESCO has been around with its helpful assistance from the very beginning of political 

changes at the end of 1980s.  

All strategic documents of internationalization of Estonian higher education over the next 

10 years contain several indications of consideration of the common policies and frameworks of 

the European Union. Along with obvious advantages exist somewhat more covert disadvantages 

of internationalizing higher education in Estonia as well as in the rest of the globalizing world. 

The challenge is to come up with an appropriate way of maximizing the benefits and minimizing 

the dangers now that higher education is a global phenomenon. UNESCO, as the specialized 

agency of the United Nations with the competence for education, has an influential role to play 

in response to the new developments and trends in international and supranational frameworks in 

a globalized society. UNESCO’s main role can be seen as a mentor who has the responsibility to 

help develop appropriate frameworks for higher education in partnership with Member States in 

order to facilitate to build capacity and implement policies and regulatory frameworks at the 

national and international level. UNESCO can do so by creating forums, providing advice, 

information and experience in any issue countries and universities wish to discuss. However, 
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UNESCO's specialized role is narrower, focused more on quality assurance and comparability of 

degrees, rights of academics, publishing and copyright issues, research partnerships and other 

issues for which Member States have accepted the need for international standard setting. As 

John Daniel (2002) put it: “The aim is to get the right horse on the right course.” 
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Abstract 

An attempt is made in this paper to gain a better understanding of a language 

arts programme within an orphanage setting of Belize, Central America. There is 

limited amount of research which involves language development of 

institutionlised young children within the context of developing countries. In 1996, 

a comprehensive literacy survey was conducted in Belize, which indicated the 

functional literacy rate to be approximately 40% (Cornerstone, 2007). In addition, 

it is estimated that within developing countries one person in four is illiterate 

(Terryn, 2006). Liberty Children’s Home (LCH) in Ladyville, Belize, recently 

implemented the social-constructivist theory to early learning and has discovered 
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creative and innovative ways to differentiate language arts. My 16-week critical 

ethnographic study conducted on site at LCH, involved audio/video recordings, 

interviews, observations and detailed field notes. Student and teacher responses 

of the language arts programme extend the data further to open up spaces for 

the silent and voiceless. This study necessitates opportunities for healthy 

language development within a diverse institutionalised learning environment. 

Approval for the study has been granted by the University of Windsor, (Canada) 

Research Ethics Board.  
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Title 
 
A Learner-Centered Educational Model to Support Learning with Technology 

 
Abstract 

There is need to transform education through creation of environments that support and improve 
the depth and scope of student learning. Specifically, teachers should provide intellectually 
powerful, learner-centered, and technology-rich environments for students without undermining 
sound pedagogical practices. This paper explores a model that might transform education with a 
focus on (a) Fostering e-learning through active learning activities; and  
(b) Incorporating technology as a tool to support teaching and learning. 

 
Introduction 

In recent years, learner-centered pedagogy has received considerable attention in education 
scholarship and practitioner preparation. Today, teachers are constantly faced with a primary 
pedagogical choice: To prepare students in environments where a sense of inquiry is not 
encouraged or to facilitate environments where active learning and critical thinking is the 
foundation for creative problem-solving and global citizenship.  

 
In line with technology and education reform, Oppenheimer (2003) warns that many educators’ 
vision for technology to improve education cannot be realized by computers alone. Oppenheimer 
(2003) asserts that:  

 The skills and characteristics that students do need in order to prosper over the long 
term, both in the world of work and in modern society in general involve many other 
things. These include a richer inner life, strong values and work ethics, broad knowledge, 
the capacity to observe and think critically, a fertile and flexible imagination, and some 
feel for the art of discussion. (p. xix) 
 

Learner-centered learning describes a shift away from traditional pedagogical practices to 
learner-centered approaches in order to fulfill the promise to prepare active learners for a digital 
global economy. This model of learning focuses primarily on learning outcomes where students 
are challenged to have ownership in the learning experience, including design of the curriculum, 
responsibility for some levels of instruction, and peer review (Weimer, 2002). Further, this 
approach requires teachers to think about:  (a) what students are learning; (b) the process of 
learning; (c) the environments supporting student learning; and (d) ways in which current 
learning position the students for future learning. Therefore, learner-centered teachers must 
articulate what they expect students to learn, design educational experiences to advance their 
learning, and provide opportunities for students to achieve high expectations. 

 
A Leaner-Centered Education Model 
 
A model that could help to transform education might focus on the following two pedagogical 
areas:  
(a) Fostering e-learning through active learning activities; and 
(b) Incorporating technology as a tool to support teaching and learning. 

2008 HICE Proceedings 
Page 2191



 
Fostering learning through active learning activities 

 
Teachers today want to move past passive learning to active learning, to find better ways of 
engaging students in the learning process. Active learning is the process through which learners 
interact with the environment, manipulate the objects within it and observe the effects of those 
manipulations (Jonassen, Peck, & Wilson, 1999). Specifically, active learning involves situations 
where students are given opportunities to take a more interactive relationship with the subject 
matter of a course, encouraging them to generate rather than simply to receive knowledge. Key 
forms of active learning include discovery learning, problem-based learning, experiential 
learning, and inquiry-based instruction (Kirschner, Sweller, and Clark, 2006). 

 
Active learning is grounded on the constructivist theory that emphasizes hands-on, activity-based 
teaching and learning during which students develop their own frames of thought. Constructivist 
theory assumes three basic principles: (a) People form their own representations of knowledge;  
(b) People learn through active experience and learning occurs when this exploration uncovers 
inconsistencies between current knowledge representation and their own experiences; and (c) 
Learning occurs within a social context, with interaction between learners, peers and other 
members of the learning community. The learner’s knowledge is viewed as adaptive while the 
role of teachers is to challenge the child’s way of thinking (Gredler, 2001).  

 
Active learning supports learner-centered approaches that allows for more interactions. 
Therefore, effective teaching that could transform teaching demands a shift in instructional 
practices from a teacher-centered lecture approach to a more constructivist approach (Jonassen, 
2000). The role of instructors shifts from that of transmitting knowledge to the new role of 
facilitators, guides or coaches. As a guide, the teacher incorporates mediation, modeling, and 
coaching as well as providing rich environments and learning experiences for collaborative 
learning (Sharp, 2006).  

 
The constructivist approach is based on the understanding that students learn more when they 
take responsibility for their own learning (Henson, 2004). Pierson and McNeil (2000) 
recommend the “purposeful creation of collaborative, authentic, and content-focused learning 
environments where future teachers are empowered to develop content, pedagogy, and 
technology strategies concurrently, as a critical factor in the design of preservice teacher 
education programs” (p. 9).  

 
Incorporating technology as a tool to support teaching and learning 

 
Technology has a great potential to enhance student achievement and teacher learning, but only 
if it is used appropriately (Dede, 1998). Used appropriately as classroom tools, computers 
provide tremendous opportunities to enhance classroom instruction. Tools are extensions of our 
human capability (Forcier & Descy, 2002). A tool alone does not function until it is used 
properly. Even so, the power of technology to support learning lies not so much in the 
technology as in what instructors do with the available technologies (Rogers, 1999).  
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Computer technology, as tools, can empower students with critical thinking skills and learning 
skills, and help students to interact with complex materials (Gibbons & Fairweather, 1998).  In 
addition, computers could help students to solve problems, think independently, and 
collaboratively (Knapp & Glenn, 1996). Further, the use of computer technology to address 
realistic situations is likely to promote the integration of disciplines, foster a team approach to 
problem-solving, and enhance individual responsibility (Singh & Means, 1997).  
 
Reil and Becker (2000) argue that authentic use of technology transforms teacher’s roles, 
learner’s roles, conceptualization of knowledge and the process of teaching and learning, and 
assessment. Reil and Becker state:  

“Teachers who assume a professional orientation to teaching are far more likely to have 
made high investments in their own education, to have constructivist-compatible 
philosophical beliefs about education to develop the instructional practices that are 
related to their beliefs and to integrate computers into their classrooms in ways that 
support meaningful thinking and the sharing of ideas with their peers” (p. 34).  
 

The primary concern in technology use is for teachers to go beyond technical competence to 
provide students with pedagogical uses and critically analyze their effective use in various 
contexts (Bush, 2003). Specifically, teachers must place their technical competence within broad 
educational goals or desired pedagogical frameworks. Bush argues that important overriding uses 
of instructional technologies should be considered when considering infusing technology into the 
classroom: (a) increasing students’ knowledge of the subject concepts and pedagogy; (b) creating 
opportunities for professional and pedagogical practice; and, (d) developing critical strategies to 
support students in their professional practice and in the use of technologies.  
 
A critical issue related to technology use is that computer technology should not drive instruction 
(Jonassen, 2000). Rather, instruction should drive the technological tools being used. Gooden 
(1996) suggests that the most effective way to benefit from technology is to integrate it into the 
curriculum as opposed to integrating curriculum into the technology. The future role of 
technologies will be determined primarily by: (a) whether teachers find value in the instructional 
possibilities offered by the new tools, and (b) whether the pattern of implementation of the new 
technologies avoids the mistakes made with past technologies (Kent & McNergney, 1998). 
Grabe and Grabe (2007) note that, “it seems reasonable that teachers will be more likely to help 
their students learn with technology if the teachers can draw on their own experiences in learning 
with technology” (p.4).  

 
Conclusion 

 
The implementation of leaner-centered pedagogy, technology integration, and active learning 
raises serious and significant issues as to how best teachers can educate students. Although 
technology can be an important tool to support active learning, its appropriate use should be 
encouraged in order to realize meaningful learning. Teachers should strive to create 
environments in which students actively engage in a cognitive partnership with content and 
technology. Technology-based environments enhance constructive interactions between learners 
and teachers to share meanings and develop new powerful meanings (Novak, 1998). 
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Teachers need to gain technology skills but they will be most successful helping their students 
when they do not act as experts but as guides (Jonassen, Peck, & Wilson, 1999). Effective 
teachers strive to provide intellectually powerful environments for their students without 
undermining good teaching practices; “constructivist-oriented teachers use computers in more 
varied ways, have greater technical expertise in the use of computers, use computers frequently 
with students, and use them in more powerful ways” (Anderson & Becker, 2001, p. 55). 

 
True educational reform efforts should not only focus on more machines for classrooms, but also 
developing teaching strategies that complement technology use within the curriculum. Teachers 
need to integrate computer skills into the content areas and recognize that computers are not ends 
in themselves (International Society for Technology in Education, 2000).  
 
The shift toward learner-centered teaching requires teacher educators to rethink how they teach 
and assess their teaching toward the goal of realistic appraisal of student learning. A focus on 
just technology may not help, but good pedagogical practices that focus on teaching first and 
technology second may possibly lead to effective technology use that can support learning.  
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Title 
 
Technology Promise: Overcoming Barriers in the Integration of Computers in Education 

 

Abstract 

While access to educational technology tools has remarkably improved in most campuses, there 
is still concern about instructional integration of computer technology to support student 
learning. Technology integration is a complex phenomenon that involves understanding teachers' 
motivations, perceptions, and beliefs about learning and technology (Woodbridge, 2004). 
Despite technology’s potential to reform or even transform education, barriers still exist for 
achieving success especially with student learning. This paper presents an overview of 
technology use in education with a focus on barriers to computer technology integration, and 
suggestions to maximize the potential benefits of learning with computer technology. 
 
Introduction 

The history of using computer technology for learning is replete with promises and 
disappointments (Rosenberg, 2001); technology has not fulfilled its potential to bring significant 
and desirable changes in education (Ginsberg & McCormack, 1998). Further, it is mostly 
underutilized, and has not been implemented in very effective or creative ways. Despite reports 
of increased use of instructional technology on many campuses (Green, 2001; Jacobsen, 2000), 
majority of teachers do not integrate computer technology into their curriculum. Cuban (2001) 
contends that computers, in most institutions, are most often employed to supplement traditional 
classroom pedagogy and are yet to be effectively integrated into daily classroom practices.  
 
Even without much evidence to show that increased technological capital has improved 
education at all (Cuban, 2001; Oppenheimer, 2003; Rogers, 2000), many educators, government, 
and business leaders still believe that computer investments will enhance computer instructional 
use and improve teaching and learning. However, neither providing computer tools in the 
classroom (Candiotti & Clark, 1998) nor providing state-of-art technology by itself will make 
any desirable learning changes in education (Kent & McNergney, 1999).  
 
Political and institutional support has enabled many institutions to spend millions of dollars to 
acquire educational computing tools (Ficklen & Muscara, 2001; Geoghegan, 1994) which, 
regrettably, have not been effectively integrated into the curriculum. Institutions that spend more 
money in technology resources argue that technological expansion lowers costs associated with 
maintaining physical facilities of an institution (Debard & Guidera, 2000). This practice, 
however, does not necessarily enhance effective technology integration, but it continues to put 
more pressure on teachers who are reportedly not integrating technology into their courses. 
 
Barriers to Computer Technology Integration 
 
Teachers who may be committed to integrating computer technology in the classroom may find 
the process challenging due to the barriers that exist. The barriers are categorized as external 
(first order) or internal (second order). According to Snoeyink and Ertmer (2001), first-order 
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barriers include lack of equipment, unreliability of equipment, lack of technical support and 
other resource-related issues. Second-order barriers include both school-level factors such as 
organizational culture and teacher-level factors such as beliefs about teaching and technology 
and openness to change. 
 
Fabry and Higgs (1997) identified resistance to change, negative attitudes toward computers, 
constraints on training and support, cost, and a lack of access to the right types of technology in 
appropriate locations as key barriers to integration of technology in the classroom. However, 
according to Dias (1999), one often overlooked yet strong barrier to integration of educational 
technology in the classroom is change.  
 
Various studies (Beggs, 2000; Newhouse, 1999) reported lack of time, lack of equipment, and 
lack of training as barriers to technology integration. Lack of time is also a big barrier: teachers 
need time to learn how to use the hardware and software, time to plan, and time to collaborate 
with other teachers. Teachers also need time to develop and incorporate technology into their 
curriculum. Some teachers are unable to make appropriate use of technology in their own 
classrooms, while others are unwilling to try because of anxiety, lack of interest, or lack of 
motivation (Duhaney, 2001).  
 
Most faculty members cite ineffective technological leadership in their institutions as a big 
challenge to computer technology integration (Duhaney, 2001; Krueger, Hansen, & Smaldino, 
2000). Effective teacher need amble time to effectively organize and prepare instructional 
materials (Stronge, 2002). Even so, the real challenges of integrating information technology into 
the classroom depend on the behavior, investments, and commitment of individual faculty.  
 
Computer Integration and Student Learning 
 
Computer technology integration is lacking throughout the education system (NCES, 2000). 
Integrating technology in the curriculum requires knowledge of the subject area, an 
understanding of how students learn and a level of technical expertise (Morgan, 1996). This 
implies that teachers need to be comfortable with computers in order to use or integrate them in 
their courses (Milone, 1999; Wang, 2000). Computer technology integration is likely to occur in 
learning environments that are supported by active, constructive, collaborative, intentional, 
conversational, contextualized, and reflective learning (Jonassen, 2000). Further, true technology 
integration is centered on a more meaningful use of technology in schools (ISTE, 2000).  
 
To enhance computer use and integration in education, Sprague, Kopfman, and Dorsey (1998) 
suggest various tenets of effective teacher model that include: (a) awareness of what the 
technology can offer; (b) opportunity to explore technology integration; (c) time to learn the 
technology; (d) application of technology to teaching; and, (e) reflection on teaching. The above 
tenets, along with improved access, Sprague, et al. (1998) argue, provide a sound basis for strong 
professional development opportunities and positive models for teachers to learn how to 
effectively integrate computer technology into their instruction.  
 
While it is deemed essential to have computers in the classrooms to ensure true integration 
(Maddux, 1998), access is one thing and integration is another. To integrate computers into the 
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classroom, teachers should feel confident and comfortable using computers through the use of 
computers on a consistent basis for instructional activities. Teachers must understand the value 
of computing in education to be able to benefit their students and to support meaningful learning 
(Novak, 1998). For instance, teachers who understand and support computer-based constructivist 
methodologies are likely to develop the expertise to incorporate computers into their instruction, 
integrate computers technology into their courses, and help their students to do the same.  
 
Bitner and Bitner (2002) suggest that a teacher’s attitude and skills determine the effectiveness of 
technology integration in the curriculum. However, while training teachers to integrate 
technology into instruction in a seamless and transparent way (Dvorak & Buchanan, 2002), 
technology training frequently produces less than desirable effects for a number of reasons 
including lack of time, funds, and direct connection of the technology training to the curriculum 
(Rakes & Casey, 2002). Further, teachers need to gain some technology skills but they will be 
most successful using technology as a learning tool for their students when they do not act as 
experts but as guides (Jonassen, Peck, & Wilson, 1999).  
 
Integration of technology can be achieved when students learn with computers in ways that 
include: using computers efficiently and effectively in the general content areas to allow students 
to learn how to apply computer skills in a meaningful way; using real life software applications 
that will help students learn to use computers flexibly, purposefully and creatively; having the 
curriculum drive technology as opposed to technology driving the curriculum; and, organizing 
the goals of curriculum and technology into a coordinated, harmonious whole (T.H.E Journal, 
1999). Some element of creativity is also required of teachers if the use of technology is to have 
a positive impact on student learning (Mehlinger & Powers, 2002).  
 
Teachers generally teach the way they were taught (Mehlinger & Powers, 2002) and infusing 
technological tools into instruction poses unique challenges to instructors who are not ready and 
willing to change to modern constructivist teaching styles. Many teachers lack role models to 
guide them through the necessary changes they will need to make to be successful in integrating 
new technology into their classroom (Johnson & Liu, 2000). Existing diffusion theories 
emphasize how important such leaders are for acceptance within the larger social system 
(Rogers, 1995). Consequently, it is important for education leaders to provide leadership with a 
model of technology integration that can produce feasible results.  
 
Some teachers wonder whether and how computer-based activities address educational 
objectives, especially when they lack a clear vision for appropriate technology use (Fuller, 2000). 
Further, “teachers refuse to incorporate computer use into their practice because they feel 
threatened by the values it embodies” (p. 512).  Further, teaching with technology requires 
extensive investments of time that exerts a lot of demand on most teachers (Loeding & Wynn, 
1999). As a result, teachers may resist using technology as it takes time away from their actual 
instruction and other responsibilities that they care more about. 
 
Teachers using technology in the classroom should allow students to explore areas of technology 
that they are unfamiliar with themselves, thus empowering the students to learn with technology 
(Brooks & Brooks, 2001). The constructivist approach is based on the understanding that 
students learn more when they take responsibility for their own learning (Henson, 2004). Further, 
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the instructor assumes a new role of guiding, mediation, modeling, and coaching learners (Sharp, 
2006). Anderson and Becker (2001) argue that “constructivist-oriented teachers use computers in 
more varied ways, have greater technical expertise in the use of computers, use computers 
frequently with students, and use them in more powerful ways” (p. 55). 
 
To be successful in computer use and integration, teachers need “to engage in conceptual change 
regarding their beliefs about the nature of learning, the role of the student, and their role as 
teacher” (Niederhauser, Salem, & Fields, 1999, p. 157).  Instructors who are successful in 
teaching with technology strive constantly to learn better ways to infuse technology into their 
courses in order to help students to effectively learn with technology (Anderson & Baker, 2001). 
Further, “to move beyond the integration level in the technology integration hierarchy, the 
teacher must be able to relinquish that control to the students” (Nisan-Nelson, 2001, p. 91).  
 
Conclusion 

 
Providing technology resources without effectively integrating them into instruction will not 
produce better learners (Tolmie, 2001). Technology presents educators with challenges and 
opportunities to educate students to their highest potential. Dede (2000) argues that unless 
simultaneous innovations occur in pedagogy, assessment, and other primary areas of education 
reform, technology by itself would not help improve education but instead continue to “reinforce 
many educators’ cynicism about fads based on magical machines. (p. 185) 
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Self-determination has emerged as a major focus of interest in the field of career development 
and transition for youth with disabilities, as reflected in numerous journal articles and conference 
presentations on the topic and in the many programs and curricula developed to impart skills for 
self-determination (Browder, Wood, Test, Karvonen, & Algozzine, 2001).  However, these 
initiatives typically conceive of self-determination in terms of mainstream American values, so 
they may not be as relevant or effective as they could be for culturally and linguistically diverse 
(CLD) youth and their families who hold different values (Bui & Turnbull, 2003; Greene & 
Nefsky, 1999; Leake & Black, 2005a, 2005b; Luft, 2001; Trainor, 2005; Wilder, Ashbaker, 
Obiakor, & Rotz, 2006).  This is a matter of concern given that CLD youth comprise about a 
third of public school students, with projections of rising to about half by 2040 (Archer, 2000). 

 This article explores the implications of CLD issues for self-determination theory and 
practice through consideration of the contrasts between individualism and collectivism.  The 
individualistic worldview is commonly presented as deeming people to be discrete entities who, 
as they transition to adulthood, should move from dependence to independence and self-reliance.  
In contrast, the collectivistic worldview considers people to be woven into the fabric of groups 
(e.g, family, village, tribe), and as they transition to adulthood they should move from 
dependence to interdependence.  Individualism is often described as stressing individual rights, 
pursuing personal interests, setting and achieving personal goals, and being true to one’s own 
values and beliefs, and collectivism as stressing obligations that go along with one’s group roles, 
being an interdependent member of a group, working with others to achieve group success, and 
adhering to the group’s traditional values (Triandis, 1995; Yamauchi, 1998). 

 The next section presents quotations from people of various ethnic backgrounds to 
illustrate some of the common contrasts between individualistic and collectivistic values that are 
particularly relevant to transition, and to provide context for subsequent discussion of the 
implications for self-determination theory and practice.  As we shall see, however, the 
individualism-collectivism contrast is not nearly as clear cut as it is typically presented to be in 
the literature.  Not surprisingly, we will arrive at the point of stressing the necessity of adhering 
to the principle of individualization, just as in any other domain of special education practice. 

Talk about Self-determination 

 The quotations presented below were gathered by a qualitative research project that 
studied cultural factors impacting self-determination through peer-led focus groups in Hawaii 
and Washington, DC.  Groups consisted of youth with serious emotional disturbances, parents of 
such youth, or special educators of similar ethnicity (although some groups ended up ethnically 
“mixed”). 

 A major theme that emerged from analysis of the transcripts is that CLD youth are indeed 
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often expected to follow the paths set for them by their elders.  For example, a White male 
teacher said that among his Japanese in-laws, “It makes no difference what you think or what 
you want, you’re gonna go to college.”  A White female teacher recalled that the family of an 
Asian high school friend: 

…sat down and had a family meeting to decide what she was going to college for.  And that’s how they did 
with all their children. So, she went to college for what the family thought she should go to college for, not 
what she wanted to. 

 On the other hand, virtually all parents in the focus groups, whether CLD or White, who 
made relevant statements said they did not want to pressure their children about what to do after 
high school (although they generally gave high priority to finishing high school), but instead 
wished above all for them to find something that would make them happy and provide a good 
livelihood. 

 Focus group discussions frequently described generational clashes involving what might 
be termed American-style self-determination on the part of youth strongly influenced by 
mainstream American culture in opposition to parental expectations rooted in other traditions.  
Thus a Native Hawaiian female youth reported that her father’s goal for her was not college, but: 

He wanted me to actually stay home and babysit all day….and I told him, I'm not a babysitter, and I'm not 
gonna waste my time doing that. 

 A powerful example was provided by a Vietnamese female teacher who came to the 
United States as a young child and felt overly pressured by her parents to do well in school: 

I cracked at (?) age of 17.  I ran away.  I said, “Enough of this.  I’m gonna make my own life.  I’m going to 
make my own decisions.  You are not gonna make my decisions for me….You see how much pressure it 
(?) and that’s just how it is for us Asian students.  It’s hard.  (?) a lot of respect, a lot of obligation.  And, 
so, the American culture is so easy compared to what we had to go through, but, in a way, it is good, too.  It 
makes you more successful, more disciplined than, you know, students here.  Our students do not have 
discipline.  They don’t have that drive. 

 A Vietnamese male youth recalled: 
Like my dad, he's like straight up, like two years ago I told him I wanted to be a writer and an actor.  He's 
like, “F__ you.  You're gonna live for yourself?  F__ you,” and he hung up. 

 By way of contrast, a White female special educator recalled: 
I was raised very much that you’re supposed to do what you want.  I remember, even when I was older and 
my father was ill.  I was considering going [to another state for college] and he said, “I would be horrified 
if you put off your career goal, even one year, because you were worried about my health.” 

 A Black-Hispanic female youth described a challenge related to being bicultural: 
Like on my mom’s side I can’t connect with them cause they are old fashion and Hispanic, well I’m 
Hispanic too. But they are old fashion, and the woman has to stay at home and take care of the children 
while the father goes off and makes money.  And I don’t want to do that.  I want to have a family and stuff 
but I don’t want to be at home, just not the way it is around here and they still think that’s the way you’re 
suppose to be.  So they try to raise me that way so sometimes I have to go off and do my own thing. 

 A portion of a discussion of independent living by Samoan mother went like this:  
Esther:  It’s hard, especially with Polynesian families, they’re 25 and they’re still living at home!  My 

sister, she’s like 30, four kids, and still living at home! 

Venetia:  Even I heard like in the 50s and still living with their parents!   
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Tala:  It was a different time, though.  It wasn’t because you needed to.  It was because it was a family 
environment, it was togetherness.  But, nowadays, it’s not the same. 

 A Hispanic college student whose parents came from Mexico explained her motivation 
for getting a business degree and a good-paying job as follows: 

Because I’ve seen them struggle through so much, and I’ve seen how they worked their way up to where 
we are now and I think it’s time that I do something for them and try to improve their living condition even 
though we’re not living bad or anything.  But I think they deserve way more than what they have for 
supporting our family, and giving the support I need and even though my family is of lower income they 
provide everything I need.  So that’s why I do it, because of them. 

 Taken together, the quotations above convey three messages that will be central to issues 
discussed later in this article:  contrasts between individualistic and collectivistic values are often 
evident in how people of different ethnicities discuss issues related to self-determination; there is 
often tension between these differing orientations within families; and many CLD people 
function within at least two different cultural contexts on a daily basis (i.e., they are bicultural). 

The Historical Roots of Self-determination 

 The historical roots of the current prominence of self-determination in various 
educational and social service fields have been traced by Frankland, Turnbull, Wehmeyer, & 
Blackmountain (2004) and Wehmeyer (2003c), starting with the earliest known use of the term 
in 1683 by John Locke in the context of philosophical debate over whether personal behavior is 
the result of free will or is predetermined by God.  Within the developing science of psychology 
in the late 1800s and early 1900s, the predeterminants in the debate shifted from God to Freudian 
forces or behavior-shaping environmental contingencies.  The development of personality 
psychology in the late 1930s, however, fostered theorizing about internal psychological causes of 
behavior.  Decades later, self-determination as a motivational construct was highlighted by Deci 
and Ryan (1985), who maintain there is an innate impulse towards self-determination. 

 According to Ward and Kohler (1996), one of the earliest (perhaps the first) uses of the 
term self-determination in the disability literature was by Nirje (1972), in a chapter entitled “The 
Right to Self-determination”.  This usage of the term incorporates an additional sense, that of 
empowerment and rights for oppressed or marginalized groups of people, which emerged from 
Woodrow Wilson’s definition of the principle of national self-determination in 1918.  In this 
case, Nirje contended that people with mental retardation as a group have been denied their right 
to exercise personal self-determination.  In addition to the argument that people with disabilities 
have a right to be self-determining, another powerful reason for promoting self-determination is 
that research indicates more of it presumably leads to better quality of life for those served 
(Algozzine, Browder, Karvonen, Test, & Wood, 2001; Wehmeyer & Schwartz, 1998).  

 Beginning in 1988, the US Department of Education’s Office of Special Education and 
Rehabilitative Services funded 26 model demonstration projects to develop and implement 
curricula and experiences fostering self-determination (Ward & Kohler, 1996).  This initiative 
was a major reason for the emergence during the 1990s of self-determination as an area of focus 
for personnel supporting youth with disabilities to transition to adulthood (Frankland, et al., 
2004). 

Perspectives on Self-determination in Other Fields 

 The path briefly described above, from Enlightenment philosophy to curricula and 
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programs specifically designed to foster self-determination for people with disabilities, is clearly 
demarcated by Western values that prioritize personal autonomy.  However, the individualism-
collectivism contrast raises a number of issues regarding promotion of self-determination.  As 
discussed below, these issues turn out to be complicated and to lead to consideration of various 
related constructs that also vary cross-culturally. 

 It is instructive to briefly examine how cultural issues for self-determination have been 
addressed in social work, which early on adopted self-determination as a guiding principle.  In 
their 50-year history of client self-determination in social work published nearly 30 years ago, 
Biestek and Gehrig (1978) devote only a few paragraphs to the concept of culture (pp. 99-100), 
noting that the need to attend to the cultural values of “clients” emerged as a focus during the 
1950s.  Indeed, as Western-style social work practice began to be widely exported during that 
decade with self-determination being a universal guiding value (Ejaz, 1991), scholarly debate 
burgeoned on how to best adapt social work to local cultural contexts (Bar-On, 1999). 

 Bar-On (1999) provides a good overview of the complexities of the relevant issues for 
Africa, where there is generally a mismatch between the Christian individual-oriented values that 
launched the social work movement and indigenous kinship-based collectivistic values.  Of 
particular relevance to self-determination:  every African kin group member “is an incumbent of 
a position with predetermined responsibilities towards every other member” (p. 13); maintaining 
social acceptability by fulfilling one’s responsibilities is a pervasive concern; those in leadership 
positions are accorded great status and are expected to lead and others to follow; and consensus 
is highly valued (and people of subordinate status are unlikely to express disagreement). 

 Similar attributes characterize numerous cultures around the world, leading to significant 
differences compared to the “West” in how professionals interact with those they serve and 
educate.  In India, for example, social workers often set aside self-determination as a primary 
guiding value because their clients tend to have a strong orientation to dependency and 
acceptance of their “fate”, and want to be told what to do.  However, insightful social workers 
can find ways to promote self-determination, for example by actually using the fatalistic attitude 
of clients as a vehicle for change, through stress on how clients can act to build good karma in 
order to improve their situations in their next lives (Ejaz, 1999). 

 Ewalt and Mokuau (1995) also discuss the lack of relevancy of the American mainstream 
view of self-determination for many Native Hawaiians and other Pacific Islanders.  They point 
out that for most professionals trained in the West, the family or society in general might be 
viewed as an obstacle to individual choice and self-determination.  As a result, “rarely is 
contributing to the group’s well-being considered integral to self-determination, and rarely is 
placing the group’s well-being first seen as signifying maturity” (p. 169).  Yet people who grow 
up in collectivistic cultures are likely to develop goals that are more group-oriented than self-
oriented, so that “self-directedness may require a strengthening rather than a dissolution of the 
person’s connection with and commitment to the group” (p. 170) – an assertion that may well 
seem “paradoxical” from the individualistic perspective. 

 In a similar vein, Gair, Miles, and Thomson (2005) assert that social work practice 
frequently fails Australia’s Aboriginal population because it “often reflects values of 
individualism. These include the centrality of the individual as the focus of social work theory 
and practice, the focus on individual pathology, and solutions that are defined by values of 
individual self-determination, self-help, and confidentiality.  For indigenous peoples, a focus on 
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individualism may exclude cultural and community values” (p. 182).  Furlong’s (2003) solution 
is for social workers to take a more flexible view of self-determination and support their clients 
to establish a balance between interdependence and autonomy that fits their particular situations.  

 I conclude this section by noting that “mainstream” conceptions of self-determination 
have been critiqued from within just about every field of social service and science as ignoring 
the essential importance of interdependence and the value of community.  For example, 
community psychologists Sprague and Hayes (2000) state from a feminist standpoint that 
women, as the traditional caregivers in all societies, tend to be more attuned than men to the 
needs of people who have less control over their own lives, such as children, the aged, and 
people with disabilities.  They argue that self-determination and the closely related concept of 
empowerment are too often conceived as traits or states of autonomous individuals rather than as 
properties emerging from relationships, concluding, “The reason some of us are self-determined 
is that we are in interpersonal and social structural relationships that empower us” (p. 681).  They 
therefore argue that enhancement of self-determination for people with disabilities requires not 
only fostering necessary attitudes and skills, but also supporting development of empowering 
relationships – an endeavor that requires addressing the various social structures and mores that 
marginalize people with disabilities (as also argued, e.g., by Wehmeyer and Stancliffe (2003)). 

Some Interrelated Constructs 

 At the beginning of this article I briefly contrasted individualism and collectivism as 
commonly understood and presented in the literature.  A closer look at the relevant scholarship, 
however, indicates that although these explanations serve to alert professionals to important 
cultural issues, they necessarily simplify the complexities and conflicting views that arise when 
scholars try to illuminate human experience through disparate methodologies and theoretical 
lenses.  To gain in-depth understanding of the many facets of the individualism-collectivism 
contrast would require exploring the full range of relevant constructs that have been identified, as 
Kim (1995) seeks to do in his “psychological, cultural, and ecological analysis”.  Here I will 
touch on cultural considerations with regard to a few of the constructs that frequently appear in 
the self-determination literature.  Cross-cultural researchers frequently stress that their findings 
challenge the original formulations of many constructs because they were developed by scholars 
who, as Markus and Kitayama (1991:224) phrase it, used a “monocultural approach” rooted in 
the assumption that “the so-called Western view of the individual as an independent, self-
contained, autonomous entity” corresponds to a universal human nature. 

 The “self” is perhaps the most significant single construct in the social sciences, since it 
presumably incorporates and reflects all other constructs and from some perspectives is 
indistinguishable from “culture” (being simultaneously the creation and creator of culture 
through social interaction) (e.g., Shore, 1996).  According to Deci (1992:44), “When self-
determined, people are acting in accord with, or expressing, themselves” – a statement 
suggesting that self-determination may be experienced and expressed quite differently by 
individualistic versus collectivistic selves. 

 Self-construal is a component of the self that has come to be a focus of cross-cultural 
research.  In a widely cited article, Markus and Kitayama (1991) posit that people in 
individualistic cultures view themselves as independent, with each person being a separate unit 
complete in itself, whereas in collectivistic cultures people consider themselves to be 
interdependent, that is, as part and parcel of a larger group.  For example, people in traditional 
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Pacific Island cultures have been described as developing “shared identities” as the result of 
“sharing food, water, land, spirits, knowledge, work, and social activities” (Linnekin & Poyer, 
1990:8).  According to Imamoglu (2003), an inherent tacit assumption of American-style 
independent self-construal is that when human development proceeds as it should, maturing 
people cast off their dependencies, bonds, and ties, and so become more and more independent 
from others – and the more independent, the higher the level of maturity.  This same assumption 
would seem to underlie the strong association between self-determination and the development 
of independence that characterizes so many programs for youth with disabilities. 

 A related and highly relevant construct is that of self-efficacy, which refers to the degree 
to which an individual (or group) feels capable of executing a particular action.  High self-
efficacy is associated with greater willingness to tackle a task, leading to greater likelihood of the 
experience of “mastery” which further raises self-efficacy and, ultimately, well-being (Bandura, 
1997, 2001).  Barriers to self-efficacy, and hence self-determination, for youth with disabilities 
include learned helplessness due to repeated experience of failure and self-deprecating 
attributions (Field, 1996; Smith, 1989).  Self-efficacy has been critiqued as an individualistic 
concept that is not relevant for collectivistic cultures.  Bandura’s (1995, 1997) response is that all 
people want to be efficacious (i.e., effective) in their roles, whether working individually or 
collectively, and that self-efficacy also operates at the group level with regard to group goals. 

 Another related construct is locus of control, which refers to where people feel the 
primary causal source of their behavior lies.  Those with an internal locus typically feel in 
control of their own destiny and see themselves as responsible for the outcomes of their actions, 
while those with an external locus tend to ascribe what happens to them to outside sources such 
as luck, fate, or other people (Rotter, 1966).  Research indicates that an internal locus of control 
is associated with a wide variety of positive educational and other life outcomes (Skinner, 
Zimmer-Gembeck, & Connell, 1998), and it is often described as an important component of 
self-determination that should be targeted for intervention (Izzo & Lamb, 2002; Powers, et al., 
2001).  Children typically have an external locus of control but shift towards a more internal one 
as they mature, but those with disabilities often do not make this shift (Wehmeyer, 2003c). 

 Another common construct in the self-determination literature is that of motivation, 
which is the primary focus of Deci and Ryan’s (1985) “self-determination theory” (widely 
abbreviated as STD) concerning how social conditions can lead people to become “proactive and 
engaged or, alternatively, passive and alienated” (Ryan & Deci, 2000:68).  They argue that well-
being is fostered by intrinsic motivation, or self-motivation, which they explain as developing 
when people are able to meet the three universal human needs of autonomy, competence, and 
relatedness.  Some cross-cultural researchers have questioned the universality of these needs as 
well as the notion that intrinsic motivation derives from experiencing and valuing individual 
choice.  Iyengar & Lepper (1999), for example, report research findings suggesting that for 
people from cultures with an interdependent orientation, “having choices made by relevant in-
group members instead of making their own choices seems consistently more intrinsically 
motivating, presumably because it provides a greater opportunity to promote harmony and to 
fulfill the goal of belonging to the group” (p. 363) (Frankland, et al. (2004) explain how this 
interpersonal dynamic operates within Dine´ (Navajo) culture).  The response from the Deci-
Ryan perspective is that critics tend to equate autonomy with individual choice, whereas their 
conception of autonomy in fact does apply in interdependent contexts, since “one can willingly 
follow an external influence or even an order provided one fully consents to, concurs with, or 
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identifies with that influence….Similarly, if one fully concurs with and endorses group norms, 
one can experience conforming to them as volitional and autonomous” (Chirkov, Ryan, Kim, & 
Kaplan, 2003:98).  The universality of a need for autonomy is supported by evidence from 
highly hierarchical Bangladeshi society, where Devine, Camfield, and Gough (2006) found that 
even impoverished people in substantial relationships of dependence express a strong 
autonomous impulse directed towards both personal and social goals.  In any case, the cross-
cultural research does strongly suggest that an individual type of achievement motivation can be 
distinguished from a group-oriented one (to reach goals set by or satisfying to one’s family, for 
example) (Verkuyten, Thijs, & Canatan, 2001). 

 Significantly, cross-cultural research seems to have stimulated a trend in the literature 
away from the conceptualization of the above-mentioned and related constructs in terms of 
unidimensional polar opposites and towards the idea that those “opposites” are actually 
orthogonal (that is, more of one does not necessarily mean less of the other).  Thus it is possible 
for people everywhere to simultaneously hold high levels of both independent and 
interdependent self-construal (Hong, Ip, Chin, Morris, & Menon, 2001; Imamoglu & 
Karakitapoglu-Aygun, 2004; Whaley, 2003); to shift between internal and external locus of 
control depending on the situation (Ang & Chang, 1999); and to have a combination of 
individual and collective achievement motivations (Phalet and Claes, 1993; Verkuyten, et al., 
2001).  People can likewise simultaneously hold individualistic and collectivistic attitudes and 
values that shift along with the situation (Imamoglu, 2003; Triandis, 2001). 

A Closer Look at Individualism and Collectivism 

 As might be surmised from the above discussion of some key constructs, the literature on 
individualism and collectivism is also replete with qualifications and counter examples 
indicating that characterizations of Western cultures as individualistic and the rest as 
collectivistic are too simple.  The complexities of the individualism-collectivism contrast are 
reflected in the work of  Triandis (2001), who identifies 60 attributes on which collectivistic 
cultures may differ.  Triandis and Gelfand (1998) also contend that both individualism and 
collectivism may be horizontal, emphasizing equality, or vertical, emphasizing hierarchy. 

 Some of the important attributes relevant to individualism and collectivism concern 
social class differences.  For example, Kusserow’s (2004) ethnographic study in New York City 
indicates that White Americans do not necessarily share a common individualistic orientation, as 
is often assumed.  She found that White upper-middle class parents socialize their children 
towards “soft” individualism, which highly values personal “flowering” and reaching one’s full 
potential, while working class parents promote “hard” individualism, which highly values 
sticking up for oneself, not being too sensitive to the opinions of others, and following the rules. 

 The assumption that White Americans are generally more individualistic, and members 
of CLD groups more collectivistic, has also been brought into question.  Ellison, Boykin, Towns, 
and Stokes (2000) point out that American Black culture has absorbed prominent values of 
American mainstream individualism, and indeed a meta-analysis of survey research in the US by 
Coon and Kemmelmeier (2001) found that Blacks exhibit higher levels of individualism 
compared to Asians, Hispanics, and Whites.  They also found about the same levels of 
collectivism for Hispanics and Whites, with Asians and Blacks scoring at higher levels. 

 An exhaustive and influential review and meta-analysis of research on individualism and 
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collectivism by Oyserman, Coon, and Kemmelmeier (2002) describes much other evidence that 
these constructs are complex (and orthogonal) and remain poorly understood.  Their review 
focuses on the literature since 1980, a point chosen because that is when Hofstede published 
Culture’s Consequences:  International Differences in Work-related Values, based on attitudinal 
surveys of workers in more than 40 countries, which made him one of the most widely cited 
social scientists of all time (Bond, 2002).  Although the individualism-collectivism contrast has 
been noted by social scientists since the 1800s, Hofstede (1980) is credited with organizing 
relevant cultural differences into coherent overarching patterns and bringing the contrast to 
widespread attention, thereby facilitating and stimulating comparative research (Bond, 2002; 
Oyserman et al., 2002). 

 Oyserman et al. (2002) conclude that, overall, the evidence does support the assumption 
that White Americans tend to be more individualistic and less collectivistic than others, but “the 
empirical basis for this conclusion is not as firm as might be desired or as casual reading of 
textbooks in psychology would have the reader believe” (p. 43).  Some of the results of their 
meta-analysis of cross-national research that run counter to the idea that White Americans are the 
“gold standard” of individualism include:  White Americans exhibit similar levels of both 
individualism and collectivism as Whites in other English-speaking countries or Europe, similar 
levels of individualism as Latin Americans, only slightly higher levels of individualism than 
Japanese and Koreans, and, most surprisingly, slightly higher levels of collectivism than 
Japanese.  It also appears that collectivism is more characteristic of Chinese than Japanese or 
Korean culture, a finding that cautions against the tendency to assume all East Asians are similar. 

 Oyserman et al. (2002) also note numerous shortcomings of the currently available 
research base, including:  data are lacking on whether ethnic minorities within the US resemble 
the groups from which they originated; the focus of cross-cultural research has been on East Asia 
with few studies in other regions; studies have over-utilized college students as subjects, since 
they may well hold different cultural values from the general population; at least half  of the 
research has used measures with Cronbach reliabilities below the conventional cutoff of 0.70; 
and there is great heterogeneity in construct definition and scale content, which raises questions 
about the extent to which various scales actually relate to the individualism and collectivism of 
respondents.  With regard to this latter issue, Oyserman et al. (2002:42) conclude that more 
reliable measures and a common metric for comparison would result from more restrictively 
defining and assessing individualism as valuing “personal uniqueness and independence” and 
collectivism as valuing “duty to in-group (and in cross-national comparisons, group harmony)”. 

 However, even in the unlikely event of this suggestion being widely adopted, there are a 
host of potential biases that make it impossible “to confidently assume that cultural values can be 
measured with attitudinal surveys” (Kitayama, 2002:89), including:  survey items are extremely 
difficult to translate so they “mean” the same thing in different languages; people vary within 
and across cultures in propensity to respond based on social norms versus personal attitudes or 
experience; people have substantial differences in experience with questionnaires; when people 
from different cultures respond to items requiring comparison of self to others, they do so with 
reference to groups that are not cross-culturally comparable; and linguistic responses fail to 
capture cultural attitudes and values that operate at an “implicit” level not readily accessible to 
conscious awareness and verbalization (Heine, Lehman, Peng, & Greenholtz, 2002; Oyserman et 
al., 2002; Peng, Nisbett, & Wong, 1997; Ratner & Hui, 2003).  The possible operation of all of 
these biases can be discerned in Fiske’s (2002:81) example of survey items concerning 
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“privacy”, which might well be answered by members of groups like the Inuit or Balinese not in 
terms of being alone, but rather in terms of concealing their emotions, plans, or personal histories 
from others while at the same time always wanting to have others in physical proximity. 

 Another major problem identified for the individualism and collectivism constructs in 
particular is that they are commonly operationalized based on presumed psychological 
consequences (e.g., individualism is assumed to be associated with greater preference for 
privacy, collectivism with greater propensity to seek others’ advice) and then correlated with 
these same consequences, thus risking tautology and circular reasoning (Oyserman et al., 2002; 
Ratner & Hui, 2003).  In addition, individualism and collectivism correlate with many group-
level attributes such as wealth, educational level, and political system that also influence the 
psychology of individuals.  However, when researchers compare societies, they seldom 
differentiate these attributes and try to ascertain their relevance, so that claimed associations 
between individualism-collectivism and various psychological variables may be spurious (Fiske, 
2002; Oyserman et al., 2002; Ratner & Hui, 2003). 

 Where do all these challenges leave the constructs of individualism and collectivism?  I 
think it is worth heeding the conclusion of Triandis (2001), perhaps the most prolific researcher 
on individualism and collectivism:  “A culture should not be characterized as individualist or 
collectivist.  That kind of characterization is simplistic” (p. 40).  His point is not that these 
constructs are spurious or irrelevant, but rather that each culture, and sub-culture, is unique in its 
pattern of attitudes, beliefs, and practices that might be characterized as individualistic or 
collectivistic.  For many cross-cultural researchers, the way forward is to focus the currently 
over-broad constructs of individualism and collectivism to an essential core and concurrently 
increase validity through methodological fixes (e.g., Oyserman et al., 2002; Van de Vijer & 
Leung, 1997), but others argue that such fixes are not possible and that only painstaking 
qualitative research will support in-depth understanding of the constructs (e.g., Fiske, 2002).  

Implications for Theories of Self-determination 

 All self-determination curricula and programs for people with disabilities are based on 
various assumptions about what self-determination is and how it can effectively be imparted.  
However, curriculum and program developers seldom explicitly describe  a “theory” tying 
together the key elements (conception of self-determination, learning theory, motivation, social 
implications of disability, etc.) that guide their efforts.  If we aspire to self-determination 
practices that are effective for students of all cultural backgrounds, then we need guiding theories 
that are valid across the various individualistic-collectivistic cultural permutations. 

 The focus group quotations and discussion in preceding sections highlight 
interdependence as an essential concept that should be addressed in a comprehensive theory of 
self-determination, since even people with the most independent self-construals do in fact 
typically hold and enact relevant collectivistic-oriented values, as when they form and rely on 
mutually beneficial relationships (Abery & Stancliffe, 2003b).  In this regard, recall that Deci 
and Ryan’s (1985) “self-determination theory” (SDT) posits “relatedness” as one of three 
universal needs that must be met for people to experience self-determination.  Three other 
theories of self-determination (all with a disability focus) are presented in Wehmeyer, Abery, 
Mithaug and Stancliffe (2003), and to varying degrees each also recognizes the salience of 
interdependence.  Mithaug (2003) seeks to refine SDT, in part through greater attention to social 
environment influences, and Wehmeyer (2003a, 2003b) also draws on SDT but focuses on the 
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personality dimension and how people function in natural contexts.  However, the “tripartite 
ecological theory” of Abery and Stancliffe (2003a, 2003b) in particular pays special attention to 
the concept of interdependence and the role of cultural influences. 

 According to Abery and Stancliffe (2003a), “most theories of self-determination have 
focused on the concept of personal control.  Simply put, those persons who exercise more 
personal control over their lives and make more decisions are considered to be more self-
determined.  A difficulty with this perspective is that most individuals with and without 
disabilities neither desire nor have the capacity to independently exercise control over all areas of 
their lives” (p. 43).  By contrast, their tripartite model recognizes cultural variability and 
maintains that “self-determination simultaneously involves:  (a) the degree to which individuals 
exercise personal control over various areas of their lives, (b) the level of control they desire to 
exercise in each area, and (c) the degree to which they regard these areas as important” (p. 44). 

Implications for Self-determination Practice 

 The tripartite model, based as it is on the four nested levels of Bronfenbrenner’s (1979)  
Ecological Systems Theory of human development, clearly requires consideration of cultural 
influences.  Although individualism and collectivism are commonly presented and understood in 
overly simplistic terms, these constructs do serve to alert us to an array of potential cultural 
influences relevant to self-determination.  Furthermore, the fact that these constructs have been 
found to often vary substantially for individuals within a culture (Fiske, 2002; Ratner & Hui, 
2003) underlines the importance of consciously avoiding the “ecological fallacy”, which is the 
use of cultural-level correlations or stereotypes to interpret individual behavior  (Kim, 1995).  
Thus cultural competence requires adherence to the guiding principle of individualization.  This 
means that “cultural competence” is not something that can be acquired and then applied to all 
youth and families of similar background, but rather it must be redeveloped individually with 
each youth and family (Atkins, 1992; Navarette & White, 1994; Turnbull & Turnbull, 1996; 
Wolfe, Boone & Barrera, 1997).  One of the better known processes for achieving this in the 
field of special education is “cultural reciprocity” in which professionals develop cultural self-
awareness and establish with youth and families a two-way process of cultural learning 
(Kalyanpur & Harry, 1997, 1999). 

 With regard to promoting self-determination, there are, unfortunately, very few curricula 
designed to be culturally sensitive (Browder, et al., 2001).  Curricula typically address specific 
self-oriented skills (such as self-management and goal setting) considered to be both important 
for self-determination and teachable (e.g., Wehmeyer, Agran & Hughes, 1998), an approach 
critiqued by Turnbull et al. (1996:237) for its “unidimensional emphasis on individual skills” and 
lack of attention to addressing environmental barriers and values like interdependence.  Mithaug 
(1996) points out that another problem with the skill training approach is that “the perceptions, 
knowledge, and abilities comprising the process of self-determination are not easily 
deconstructed or task-analyzed, taught separately, and then reconstructed into the functional 
process of self-determination” (p. 150). 

 For professionals working with high proportions of CLD youth, one option is to create 
their own self-determination programs rooted in cultural values widely shared in their particular 
settings.  Lipka (2002) describes three such examples, and Turnbull et al. (1996) promote a 
version of person-centered planning that can be used to foster interdependence and culturally 
appropriate autonomy for people with more significant disabilities.  Professionals may also want 
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to adapt existing curricula to make them more relevant for CLD youth.  The Self-Determination 
Synthesis Project (Browder, et al., 2001) offers an excellent resource in this regard.  It identified 
nearly 50 evidence-based interventions and developed for each a “starter lesson plan” describing 
lesson objectives, setting and materials, content, teaching procedures, and evaluation methods.  
The lesson plans are available for free at http://www.uncc.edu/sdsp/sd_lesson_plans.asp. 

 However, when promoting self-determination, professionals should be alert to one of the 
messages provided by the focus group quotations presented earlier:  generational conflict in 
some CLD families might be fueled as youth adopt American mainstream values while their 
elders focus on maintaining cultural traditions, especially those related to decision-making within 
families with what Triandis and Gelfand (1998) term a vertical (hierarchical) orientation.  
Professionals who actively promote American mainstream-style self-determination run the risk 
of inciting or exacerbating conflict within such families (Dennis & Giangreco, 1996; Sands & 
Wehmeyer, 1996)    

 The quotations also clearly underscore the fact that many people of CLD heritage are best 
described as bicultural, standing “with one foot in their family-culture and another foot in the 
dominant culture” (MacGugen, 1991:3, quoted in Turnbull, et al., 1996:254).  Adolescents 
typically cycle through a number of different self-representations/construals as they explore 
different roles, and they ideally achieve integration and balance among conflicting role-related 
selves as they mature – a process likely to be especially difficult for bicultural youth who may 
experience contradictory roles as a result of living in different cultures (Harter, Bresnick, 
Bouchey, & Whitesell, 1997; Whaley, 2003).  Effective transition support for CLD youth with 
disabilities may therefore require helping them to identify, prioritize, and integrate their diverse 
roles and values as the basis for positive bicultural identities.  Valenzuela and Martin (2005) 
promote the idea that this can be done in part through the Individualized Education Plan (IEP) 
process, with IEP meetings being led by youth themselves to the extent possible.  Most youth 
with disabilities do want their families to also be involved in transition planning, but the cultural 
preferences of family members obviously need to be accommodated for their participation to be 
effective and productive (Greene, 1996; Morningstar, Turnbull, & Turnbull, 1996; Xu, 2002).  
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In the United States, young adults with disabilities are much less likely than their peers without 
disabilities to successfully access and participate in postsecondary education (Blackorby & 
Wagner, 1996; Gajar, 1998).  Difficulties in achieving success in postsecondary education are 
particularly evident for youth with disabilities from culturally and linguistically diverse (CLD) 
backgrounds (Blackorby & Wagner, 1996; Greene & Nefsky, 1999; Rice, 2000).  The 
importance of this issue is underscored by (1) economic trends that make it increasingly critical 
to have a postsecondary education in order to compete in the job market and meet the nation’s 
need for a well-educated workforce (Stodden & Dowrick, 2000), and (2) demographic trends that 
are projected to increase the CLD proportion of the US population to almost half by 2050 (US 
Census Bureau, 2000).  To help address this issue, in 2001 the US Department of Education’s 
Office of Special Education Programs funded the field-initiated CLD Transition Success 
Research Project for five years (plus a sixth no-cost extension year) to identify and explore 
individual and contextual factors of particularly high significance for CLD youth with disabilities 
(CFDA 84.324C, Project #H324C010090). 

The research was conducted by investigators, all using the same research design and instruments, 
at the University of Hawaii at Manoa (the lead site), North Carolina Agricultural and Technical 
State University, Northern Arizona University, The Ohio State University, and University of 
Washington.  The research included all major ethnic/racial groups (American Indians, Asians, 
Blacks, Hispanics, Pacific Islanders, and Whites).  Criteria for participation included having been 
out of high school for between one and three years at time of first interview and having received 
special education services for any kind of disability. 
The research was conducted in phases, with instrument development guided by input from 
Participatory Action Teams (generally consisting of college students or graduates with 
disabilities) at each of the five sites.  The first phase involved telephone interviews of 30-45 
minutes, with 198 valid cases.  For the second phase, the telephone interview results were used 
to identify individuals who have experienced success in postsecondary education (having either 
completed a program or currently enrolled), who were recruited to participate in focus groups to 
tap their insights on the various factors supporting their postsecondary success.  A total of 11 
focus groups, comprised of 55 individuals, were conducted.  For the third phase, a total of 10 
individuals from the focus groups or other on-campus sources were recruited to serve as case 
study exemplars of how CLD students with disabilities can be effectively supported to succeed in 
postsecondary education.  Data were collected via audiotaped or videotaped interviews with 
participants and with other individuals (recommended by the participants) who played significant 
roles in supporting their postsecondary education success.  The interview tapes were transcribed.  
Most participants also provided illustrative photographs.  Case study materials not only served a 
research purpose, but were also packaged into multimedia presentations to provide information 
(and inspiration) about effectively supporting CLD youth with disabilities to succeed in 
postsecondary education. 
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The overall findings across the three phases of the research were reflected in the case studies, 
which indicate that CLD students with disabilities are much more likely to succeed in 
postsecondary education if five factors are present:  (1) they have at least one mentor who takes a 
personal interest in their success, provides guidance, and kindles their motivation; (2) their 
family was actively involved in supporting their educational progress in high school and 
continues to do so in college; (3) they develop their own social support network on campus; (4) 
they receive needed assistive technology and classroom supports and accommodations; and (5) 
the barrier of the expense of postsecondary education is overcome.  Indeed, these factors are also 
important for White students of American mainstream cultural backgrounds, but how the factors 
are conceived and enacted tends to be culturally variable. 

The first three factors listed in the preceding paragraph all involve positive interpersonal social 
relationships.  One difference between CLD and White students with disabilities on many 
college campuses is that CLD students are more likely to experience discrimination and/or a 
mismatch between the campus culture and their own cultural background (Wilder, Ashbaker, 
Obiakor, & Rotz, 2006).  CLD students may therefore be less likely to develop supportive social 
networks and/or to make interpersonal connections with mentors or role models.  Research 
indicates that developing social support networks is one of the most critical factors supporting 
the retention and graduation of all college students, including those with disabilities.  In fact, if 
freshmen do not start to develop a sense of belonging within the first eight weeks of arriving on 
campus, they are much more likely to drop out than those who do (Raley, 2007).  Such 
considerations lead to the conclusion that supports for CLD college students with disabilities 
need to go beyond just meeting the requirements of the Americans with Disabilities Act by 
providing classroom accommodations and assistive technology, but to also help them establish 
critical social connections with peers and mentors (Leake & Black, 2005). 
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Abstract 
 
Although the philosophy of inclusion has been widely promoted in Canadian schools and 
communities, inclusive practice has been far from the ideal in a majority of them. Policies 
and school and community organization systems that conflict, lack of teacher and 
professional preparation and support, and different understanding and knowledge about 
inclusion are but a few of the barriers associated with ineffectual inclusive practices. 
Creating inclusive environments in schools and the community requires an integrated, 
collaborative partnership between educators, parents, and students. The common goal is 
that every individual has the right to learn in their neighborhood school and community 
and to be supported in their learning development to the fullest extent possible. This 
presentation focuses on inclusion of children in a rural school district in Alberta and 
explores the experiences of administrators and how they support school-wide efforts to 
promote inclusive education. In this research study quantitative and qualitative data 
collected from administrators at elementary, junior high and high school will be 
presented.  The qualitative data were obtained through interviews with study participants 
and observations of their educational or work experiences.  In addition, an analysis of the 
policies and practices in these the province will be reported.  This study pinpoints 
commonalities and variants considered to be core to successful inclusion practices.  The 
results have the potential to influence policy and practice, and to enhance the importance 
of listening to the voices of persons who provide leadership in the school to promote 
inclusive education. 
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Abstract 
 
Student assessment is a highly politicized component of educational accountability 
structures throughout Western nations. Examination of the two major components of 
student assessment—classroom assessment practices and standardized testing 
programs—frequently are characterized by polarized debates among teachers, principals, 
parents, community members, politicians, and academics. Further, student assessment 
continues to be an underemphasized component of most teacher education programs and 
of professional development initiatives. These features of student assessment are part of 
the educational history in Alberta, Canada, where a current study is striving to define 
optimal assessment theory and practice relative to student performance, professional 
development, and leadership behaviors. The intended result of the Alberta Student 
Assessment Study will be a holistic framework for student assessment and 
recommendations for policy makers and educational practitioners. This presentation 
explores the libertarian and communitarian origins of student assessment in Alberta and 
proposes a framework for reshaping student assessment policies and practices that is 
inclusive, transparent, and iterative. The framework includes the following attributes:  (1) 
site-specific historical mapping of student assessment, (2) face-to-face and technology-
mediated debates among stakeholders, including students, (3) large-scale surveys, and (4) 
examples of best practice. Accompanying the framework is a description of how 
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politically astute and pedagogically sound student assessment policies can lead to 
improved teaching and learning. Finally, this report profiles the major challenges and 
opportunities associated with renewal of student assessment policy and practice. 
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Abstract- 

In this global-village knowledge-explosion era, in order to fit in the world and to be adequate for the 
world, individuals need to take learning seriously and naturally as breathing and living. Knowles (1975), 
a well-known scholar in the field of adult education, believes that self-directed learning is part of human 
nature; is the key to the survival of individuals and human race; and represents individuals taking their 
own responsibility. Foreign language proficiency is also one major skill for individuals to survive and to 
learn in this global village era. English, undoubtedly, is the well-recognized international common 
language. Enterprises around the world now look for employees with the basic requirement of English 
proficiency and self-directed learning ability that enables employees to advance themselves in all time. 
Thus, students’ English proficiency and their self-directed learning readiness are truly the two main 
focuses that educators need to pay attention to. 

Studies focusing on adult learners’ self-directed learning are numerous, however, little research 
are seen aiming in the field of language learning. The overarching purpose of this exploratory study is 
to develop an understanding of young adult EFL majors’ self-directed learning readiness, its 
relationship with learners’ language learning achievement and their background factors. This study is 
also expected to identify the best self-directed learning predictors for learning achievement. English 
major university students were the designate subjects. Quantitative method is applied in this designed 
survey research. A set of two questionnaires were used to obtain the data needed: the background 
information questionnaire and Self-Directed Learning Readiness Questionnaire. The participants’ 
language learning achievement is evaluated via their GPA (term score). Statistical techniques such as 
frequency, percentage, Means, T-test, ANOVA, correlation and multiple regressions will be employed 
to analyze the obtained data. 

The finding of this study is expected to contribute to pedagogical achievement in the field of 
education and language teaching and learning. It is hoped to serve as the reference that enables education 
authorities, schools, researchers, educators, and language instructors to monitor and review their 
university education and foreign language education, and to look for advancement and improvements in 
cultivating and preparing good-skilled, well-trained, self-directed lifelong college graduates for their 
future in the society.  
Key words: self-directed learning, learning achievement 
 

Introduction 
The 21st century is a century of global village and a century of knowledge explosion. Innovative 

virtual communication across different countries and cultures has accelerated the spread of information 
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around the world. In order to keep up with the rapid knowledge change, individuals need to become 
self-directed learners who can constantly update their existing knowledge. As Naisbitt and Aburdene 
(1985) stated, "there is no one subject or set of subjects that will serve you for the foreseeable future, let 
alone for the rest of your life" (p. 133). Individuals must become lifelong learners who are equipped with 
skills and the ability to explore new knowledge on their own. This kind of self-directed learning is also 
essential for many university/college English majors, for maintaining and achieving high language 
proficiency requires constant endeavor and practice on the students’ part as well. Owing to the fact that it 
is hardly possible for individuals to stay in the education system all their lifetime, self-directed learning 
then becomes essentially important for students if they want to continue the path of becoming successful 
language learners.  
 

As early as in 1975, Knowles had recognized the importance of self-directed learning; he suggested 
that self-directed learning is the key to the survival of individual and human race. He defined self-directed 
learning as “a process in which individuals take the initiative, with or without the help of others, in 
diagnosing their learning needs, formulating learning goals, identifying human and material resources for 
learning, choosing and implementing appropriate learning strategies, and evaluating learning outcomes” 
(Knowles, 1975, p.18). It is considered not only as a process, a method, a personality characteristic, but 
also a goal (Brockett & Hiemestra, 1991; Candy, 1991; Grow, 1991; Garrison, 1997). Guglielmino (1977) 
further elaborated on Knowles’ definition of self-directed learning and suggested that self-directed 
learning refers to the readiness of learning ways to confront or solve problems in daily life situation. This 
readiness indicates one’s capacity of cultivating the skills to do self-directed learning, and it exists in each 
person to some degree.  
 

Several studies have shown a positive correlation between students’ self-directed learning readiness 
and students’ academic performances. Long & Morris (1996), for example, found that self-directed 
learning readiness is positively correlated to students’ academic performances in various educational 
settings. Darmayanti (1993) in her research study, Readiness for self-directed learning and achievement 
of the students of Universitas Terbuka, also reported similar findings in her research. She found a positive 
correlation between students’ self-directed learning readiness and their GPA scores. Similar results 
showing positive correlation between students’ achievement and their self-directed learning readiness was 
also found in Anderson’s (1993) study of college distance learning course and Harriman’s (1990) study of 
community college distance learning course.  

The notion of self-directed learning and its positive correlation with academic achievement has also 
caught the attention of many second language educators. They have also recognized the importance of 
helping students becoming effective and autonomous language learners (Yang, 2003). It is believed that 
one’s language learning autonomy is related to his self-direction in language learning and his strategy use. 
By combining the ideas of self-directed learning with language learning, Holec (1981) suggested that 
learners’ ability to take charge of his/her own learning should be recognized as a major goal in the field of 
language education. Nevertheless, although some have recognized the importance of self-directed 
learning with language learning and tried to implement self-directed language learning in formal 
classroom settings, few “systematically documented empirical research on whether, how, and why regular 
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university EFL students self direct their language learning outside the classroom (Gan, 2003, p.3)” are 
done to date.  

It remains unclear that how “ready” and “prepared” the college students are to exercise self-directed 
learning. There has been even little research in Taiwan focusing on self-directed learning in the field of 
language learning. Therefore, the purpose of this study is to investigate college English majors’ 
self-directed learning and the relationship between self-directed learning and their academic achievement. 
In order to achieve this purpose, the following research questions are addressed: 
1. What are college English majors’ self-directed learning readiness categories and levels? 
2. Is there a significant relationship between self-directed learning and academic achievement? 
3. What are the correlations among the categories of self-directed learning and academic achievement? 
4. Which self-directed learning categories are the most effective predictors of academic achievement? 
 

Method 
Subject 

A total of 110 intermediate- to advanced-level English major college students in Taiwan were 
included in this study. All of them had received a nine-year compulsory education (elementary and junior 
high), and three-year senior high education. These students later continued to study English as their major 
in university level. The subjects included 11 males (10%) and 99 females (90%). 14.5% of the subjects 
were freshmen, 41% were sophomores, 44.5% were juniors, and they ranged in age from 18 to 22 years 
old. The subjects’ academic achievement, evaluated with their GPA scores, ranged from 64.0 to 92.0, with 
an average score of 79.15. 
 
Instrumentation 

This study employed a quantitative approach by using a questionnaire survey to better serve the 
purpose of this study. The set of questionnaires used in this study includes two parts: the background 
information questionnaire and Self-Directed Learning Readiness Questionnaire (鄧運林, 1992). The 
background information questionnaire is developed by the researcher in order to have a better 
understanding of the subjects’ demographic information, such as gender, grade, and self-reported 
language proficiency. The self-directed learning readiness questionnaire applied in this study was an 
adapted version of the Self-Directed Learning Readiness Scale used in 鄧運林’s study in 1992. The 
original Self-Directed Learning Readiness Scale (SDLRS) was developed by Guglielmino in 1977. It is a 
5-point Likert scale with 58 items designed to assess the degree that individuals perceive themselves as a 
self-directed learner. Guglielmino (1977) developed SDLRS through a three-round Delphi survey of 
fourteen experts in the field of self-directed learning. The scale has been applied in numerous settings and 
researches and the revised version has proven to have high reliability and content validity (鄧運林, 1992). 
The revised version of SDLRS consists of 55 items, and six factors of self-directed learning have been 
identified: efficiency of learning, enjoyment of learning, learning motivation, active learning, independent 
learning, and creative learning. The Cronbach alpha assessed was between .64~.85. 
 
Data collection procedure 

Data collection was conducted by the researcher and one assistant, who helped scheduling and 
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monitoring the questionnaire administration. The data were collected through cluster and random 
sampling during the semester. The nature of the study was explained to the subjects, and their cooperation 
was asked. The subjects were reminded that in the questionnaires honest response are preferred, and no 
right or wrong answers existed. Participants were also assured that their responses would be kept 
completely confidential.  
 
Data analysis procedure 

The data analysis involved the following major statistical procedures using the statistical package for 
the social sciences (SPSS 12.0): 1) Descriptive statistics (means, standard deviations, and frequencies); 2) 
Independent-sample t-test; 3) One-way Analysis of Variance (ANOVA); 4) Pearson product-moment 
correlations; and 5) Stepwise multiple regression analysis. The standard for significance in this study is 
set as p＜.05. 

Descriptive statistics was applied to obtain overall patterns of self-directed learning, academic 
achievement and subjects’ background information. Independent-samples t-test was performed to detect if 
significant differences exist between male and female students on their self-directed learning. Analysis of 
variance was used to determine the existence of significant differences on self-directed learning among 
students in different grades. In order to describe the direction and strength of the linear relationship 
among the categories of self-directed learning and academic achievement, and to identify the existence of 
significant associations between variables, Pearson product-moment correlation was employed. Stepwise 
multiple regression analysis was also conducted to determine the most effective predictors of students’ 
academic achievement. 
 

Results 
Self-directed learning 
As indicated in Table 1, the mean self-directed learning score of all participants was 3.33 with a standard 
deviation of 0.59. It indicated that the participants had a medium to high level of self-directed learning. 
As presented in Table 1, mean scores of all self-directed learning categories fell in the ranges of 2.5-3.5 
(medium level), and 3.5-5.0 (high level). The participants reported the highest level of self-directed 
learning in the category of enjoyment of learning (M=3.75, SD=.47), and the lowest level in the category 
of efficiency of learning (M=2.94, SD=.59).   
 
 
Table 1. Descriptive Statistics of Self-directed Learning  
Variable N min max Mean SD Rank Level 
Efficiency of learning 110 1.00 4.36 2.94 .59 6 M 
Enjoyment of learning 110 2.70 4.70 3.75 .47 1 H 
Learning motivation 110 2.00 5.00 3.55 .68 2 H 
Active learning 110 2.00 4.60 3.37 .53 4 M-H 
Independent learning 110 2.00 5.00 3.44 .50 3 M-H 
Creative learning 110 1.20 4.75 3.24 .65 5 M 
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Total self-directed learning 110 2.20 4.31 3.33 .39  M-H 
 

As shown in Table 2, males and females exhibited different patterns of self-directed learning 
readiness. The only significant difference was found between enjoyment of learning and gender; female 
students showed significantly higher level of enjoyment than male students. Though no significant 
differences seemed to exist between gender and total self-directed learning, and gender and other 
categories, female students did report higher self-directed learning readiness than males did. 
 
Table 2. Summary of gender differences on self-directed learning 
Variable Gender N Mean SD t 

Male 11 2.74 .57 Efficiency of learning 
Female 99 2.96 .59 

-1.165 

Male 11 3.37 .35 Enjoyment of learning 
Female 99 3.79 .47 

-2.859* 

Male 11 3.29 .74 Learning motivation 
Female 99 3.58 .67 

-1.386 

Male 11 3.30 .73 Active learning 
Female 99 3.38 .51 

-.454 

Male 11 3.22 .45 Independent learning 
Female 99 3.47 .50 

-1.594 

Male 11 3.19 .61 Creative learning 
Female 99 3.25 .66 

-.312 

Male 11 3.12 .35 Total self-directed learning 
Female 99 3.35 .39 

-1.913 

*P＜.05 
 

It is found that students in different grades had significantly different self-directed learning readiness 
except in the categories of learning motivation and creative learning. Results showed that students in 
higher grades had higher self-directed learning readiness in total self-directed learning and all six 
categories as well. The sophomores presented significantly higher level of enjoyment of learning than 
freshmen and juniors did. In independent learning, the sophomores reported significant lower independent 
learning level than the juniors, and also lower than the freshmen, though it did not reach the significant 
level. 
 
Table 3. Summary of grade differences on self-directed learning 
Variable Grade N Mean SD F 

Freshman 16 2.81 .34 
Sophomore 45 2.80 .62 

Efficiency of learning 

Junior 49 3.11 .59 

3.851* 
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Freshman 16 3.36 .38 
Sophomore 45 3.86 .46 

Enjoyment of learning 

Junior 49 3.76 .45 

7.549* 

Freshman 16 3.33 .47 
Sophomore 45 3.47 .64 

Learning motivation 

Junior 49 3.70 .75 

2.464 

Freshman 16 3.17 .26 
Sophomore 45 3.23 .54 

Active learning 

Junior 49 3.58 .53 

6.756* 

Freshman 16 3.61 .27 
Sophomore 45 3.22 .49 

Independent learning 

Junior 49 3.60 .50 

8.612* 

Freshman 16 2.97 .47 
Sophomore 45 3.20 .66 

Creative learning 

Junior 49 3.37 .66 

2.579 

Freshman 16 3.13 .24 
Sophomore 45 3.28 .38 

Total self-directed learning 

Junior 49 3.43 .41 

4.185* 

*P＜.05 
 
Relationship between self-directed learning and academic achievement 

In order to understand the relationship between self-directed learning and academic achievement, the 
participants were divided into three groups of similar size according to their GPA. The numbers of 
participants in the three groups were not even because the researcher tried to put students with the same 
GPA scores in the same group. The low GPA group included 33 students and their mean GPA score was 
72.61; the middle GPA group had 39 students and their mean GPA score was 78.89; the high GPA group 
was composed of 38 students and their mean GPA score was 85.11. The mean scores of self-directed 
learning and academic achievement for these three groups were computed and compared, as presented in 
Table 4.  

Significant differences were found between academic achievement and enjoyment of learning, active 
learning and creative learning. Students who had higher academic achievement had significantly higher 
self-directed learning readiness in the three categories mentioned above than those with lower academic 
achievement. For total self-directed learning, efficiency of learning and learning motivation, though no 
significant differences were found, students with higher academic achievement still showed higher 
self-directed learning. However, it might be worth to notice that in the category of independent learning, 
the middle group students reported the lowest level of independent learning readiness, while the high and 
low group students had similar level independent learning.  
 
Table 4. Relationship between self-directed learning and academic achievement 
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Variable Academic 
achievement 

(GPA) 

N Mean SD F 

64-76 33 2.79 .56 
77-81 39 2.90 .67 

Efficiency of learning 

82-92 38 3.10 .50 

2.605 

64-76 33 3.58 .533 
77-81 39 3.82 .422 

Enjoyment of learning 

82-92 38 3.82 .436 

3.209* 

64-76 33 3.45 .72 
77-81 39 3.52 .56 

Learning motivation 

82-92 38 3.68 .75 

1.026 

64-76 33 3.28 .51 
77-81 39 3.26 .53 

Active learning 

82-92 38 3.56 .51 

4.121* 

64-76 33 3.50 .53 
77-81 39 3.33 .49 

Independent learning 

82-92 38 3.51 .48 

1.455 

64-76 33 3.05 .59 
77-81 39 3.23 .67 

Creative learning 

82-92 38 3.43 .64 

3.143* 

64-76 33 3.24 .43 
77-81 39 3.28 .34 

Total self-directed learning 

82-92 38 3.45 .39 

2.799 

*P＜.05 
 
Correlations among self-directed learning categories and academic achievement 

Pearson product-moment correlations, calculated for the self-directed learning categories, total 
self-directed learning readiness and academic achievement, revealed insights of their relationships. As 
presented in Table 5, students’ GPA was significantly correlated with active learning and creative learning. 
Table 5 also shows that total self-directed learning and the six categories were significantly correlated 
among themselves in a positive way, except the relationship between independent learning and enjoyment 
of learning. Though active learning and creative learning had significant positive correlations with GPA, 
the correlations were not strong (with active learning, r= .203, with creative learning, r=.194). 
 
Table 5. Correlations among self-directed learning categories, total self-directed learning readiness, and 
academic achievement (GPA) 
 GPA Efficien

cy 
Enjoyme
nt 

motivati
on 

Active Independe
nt 

Creati
ve 

total 
SDL 
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GPA 1        
Efficiency of 
learning 

.177 1       

Enjoyment of 
learning 

.141 .317** 1      

Learning 
motivation 

.059 .561** .667** 1     

Active learning .203* .671** .360** .614** 1    
Independent 
learning 

-.012 .412** .103 .372** .350** 1   

Creative learning .194* .424** .508** .591** .433** .171 1  
Total self-directed 
learning 

.158 .796** .668** .847** .788** .580** .635** 1 

*P＜.05  **P＜.01 
 
Self-directed learning as predictor of academic achievement 

A stepwise multiple regression analysis was conducted to determine the most effective SDL 
predictors of academic achievement. The six categories of self-directed learning were specified as the 
independent variables (predictors), with students’ academic achievement (GPA) as the dependent variable 
(criterion). The results of the stepwise regression model are presented in Table 6. 

For a regression model, four assumptions should be examined: normal distribution of the dependent 
variable, linearity, independence of scores, and homoscedasticity (Green, Salkind, & Akey, 2000). The 
data set was first examined for multicollinearity, the intercorrelations among the predictor variables. 
Despite the significant correlations among the six categories of self-directed learning (Table 5), the 
variance inflations factors (VIF) of these categories were found within an acceptable range (1.00-1.82). 
These small VIF values imply that no variables should be deleted from the regression model for 
multicollinearity consideration (Stevens, 1992). Normality, linearity and homoscedasticity were checked 
with the normal probability plot, the scatter plots of dependent and independent variables, and the scatter 
plots of residuals (Y-Y`) against the predicted GPA (Y`). The results indicate that the assumptions were 
met for the regression model.  

Only one predictor variable of self-directed learning accounted for significant variation in academic 
achievement. Students’ academic achievement was significantly predicted by active learning (R= .203, 
R2= .041, F (1, 108) = 4.641, p=.03). The multiple regression analysis using the least squares solution 
yielded the following equation: 

Y= 71.93+2.145X 
Where Y represents the predicted academic achievement, and X represents active learning score. 
Approximately 4% of the academic achievement variance can be accounted for by active learning.  
 

Discussion 
The current study generated several significant findings discussed as follows. First, these English 
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majors reported to have an average self-directed learning readiness mean score as 3.33, which shows that 
these English majors were able to take responsibility for their own learning. This finding challenges 
previous research reports portraying Asian students as passive, teacher-dependent learners (Song, 1995; 
Oxford & Ehrman, 1995). The finding provides support to the findings in Hsu and Shiue’s research 
(2005). They studied 156 Taiwanese undergraduate students’ self-directed learning readiness and reported 
the students had an average SDLRS score (M=203.37), though still lower than the normative sample 
(M=214). It is important to note that students enjoyed their learning very much, and had a high score in 
learning motivation. However, these English majors obtained relatively low scores in the categories of 
efficiency of learning and creative learning. It shows that though students enjoyed what they 
learned—English as a foreign language, and had high motivation in learning, they might be lack of the 
strategies to learn efficiently and creatively, which might be due to the educational environment the 
students were in. because of the long-run entrance examination systems for colleges and senior high 
schools, what students usually do is to follow teachers’ instruction, get familiar with the content of the 
textbooks, and practice the exam-taking techniques. Creativity is hardly fostered, and one’s learning 
efficiency might not be paid attention to. Although the educational system has been improved and various 
opinions have been accepted by the policy makers, it takes a long period of time to reach the ideal 
situation. In this transition period, teachers, parents, and students all need to be reminded that in order to 
reach the ultimate goal of university education- self-directed learning, more opportunities should be 
provided for students to sharpen their creativity and their thinking skills. Moreover, in order to have the 
best learning effectiveness, the skills related to learning efficiency need to be integrated into the 
curriculum. 
 

Secondly, females showed higher self-directed learning readiness than males did, significantly in the 
category of enjoyment of learning. The finding that female students enjoyed learning significantly more 
than male students did is similar to the findings in previous research (Sabbaghiian, 1980). It could be due 
to that females in the Chinese culture were usually those who had been limited in certain areas, and with 
the influence coming from Western society and their inner awareness, females understand that only 
education can help them gain respect from others, especially the respect from males in Taiwan. They 
autonomously look for chances to learn and they show high motivation and pleasure in learning. This 
could be a situation resulting from the Chinese culture. In order to confirm this interpretation, further and 
qualitative studies are recommended with the subjects from China, Japan and Western culture. 
 

The third important finding in this study is that students in higher grades had reported higher 
self-directed learning readiness. This finding confirms findings in the research of Sabbaghiian’s (1980) 
and Sovie’s (1980), but is totally different with the findings of Darmayanti (1993). However, it is surely 
good news for the instructors of these subjects. This finding provides strong evidence to support that their 
instruction is on the right track toward reaching the ultimate goal of cultivating self-directed lifelong 
learners. In addition, the sophomores showed higher self-directed learning readiness than the freshmen 
and juniors in the category of enjoyment of learning, but had the lowest self-directed learning readiness in 
the category of independent learning. This could be a result of the change of curriculum design that the 
department undergoes every school year. The department forms a curriculum committee each academic 
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year to discuss and review the existing curriculum. Therefore, it is possible that the changes made in the 
year in which the sophomores enrolled were helpful in terms of developing their enjoyment of learning, 
but not sufficient enough in cultivating their ability of independent learning. Since the results of most 
categories showed a slight increase of self-directed readiness from freshmen to juniors except the 
category of independent learning, the curriculum designers and the instructors in the department should 
pay serious attention to this matter and look for possible ways to improve the current situation. 

Although significant differences were only found between students’ academic achievement and their 
self-directed learning readiness in three of the six categories, it is not difficult to identify the tendency that 
students with higher academic achievement had higher self-directed learning readiness (Table 4). The 
correlation analysis further confirmed the existence of significant positive correlation between students’ 
academic achievement and their self-directed learning readiness in the categories of active learning and 
creative learning (Table 5). These findings support the research findings in Darmayanti (1993), Anderson 
(1993), Pachnowski (2000), and Hsu and Shiue (2005). Students who had higher GPA scores had higher 
self-directed learning readiness in enjoyment of learning, active learning and creative learning. It implies 
that instructors might be able to make a quick judgment of students’ self-directed learning readiness 
simply by taking a look at their GPA scores. And then basing on the judgment, instructors can modify 
their instruction accordingly. This finding also emphasizes the importance of self-directed learning in 
learning achievement. Whether they enjoy the learning process, whether they actively participate in their 
learning, and whether they can operate creative thinking in their learning are three key issues that could 
make significant influence in students’ learning achievement. Moreover, according to the result of the 
multiple regression analysis, students’ academic achievement could only be significantly predicted by one 
category of self-directed learning, active learning, and only 4% of the academic variance could be 
explained by active learning. Thus, it might be necessary to further identify other variables that contribute 
to the EFL majors’ academic achievement, such as their language learning strategies, language learning 
belief, motivation, and so on. Holec (1981) suggested a major goal in language education is for the 
learners to take charge of his/her own learning. Since language is so vivid and constantly changed, and a 
lot of learners’ language learning occurs outside the classroom (Horwitz, 1987), the importance of 
language learners’ self-directed learning readiness cannot be overestimated. 

 
Pedagogical implication 

 The study has a few important implications for university English teachers in Taiwan. First of all, 
results of the study indicate that students enjoyed what they are learning but did not have the necessary 
strategies to learn efficiently and creatively (Table 1). For instance, they might not know where to begin 
when given a piece of literature with large amount of vocabulary or not knowing how to make a good 
presentation that would meet teachers’ expectations. Thus, aside from the professional knowledge, teacher 
will also need to provide them with the necessary tools and strategies so they can extend their enjoyment 
of learning and acquire new knowledge by themselves inside and outside of the classroom settings. 
Second, female students showed higher self-directed learning readiness than male students (Table 2). As 
most English departments in Taiwan constitute of more female students than male students, the needs of 
the male students are often overlooked by teachers and they might feel pressured and neglected 
sometimes when being with a large group of girls. Furthermore, in a traditional Chinese society, it is often 
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believed that girls can benefit more from learning a second/foreign language than boys, resulting from the 
belief that girls have better career options than males in the field of language learning/teaching. Thus, 
giving male students the equal attention will also be another important issue for teachers to attend to. 
When selecting teaching materials, teachers might also want to take into consideration the interests and 
needs of the males students. Third, the results have shown a positive correlation between self-directed 
readiness and academic achievement; therefore, it is important to note that “stuffing” students with a large 
amount of knowledge and information will not help them achieve high academic achievement. 
Connecting the class with their needs, making the class meaningful to students, teaching them how to 
approach different topics and problems with different strategies as well as motivating them to learn are 
also important elements that constitute a successful course. Nevertheless, the study showed that as 
students move toward the end of their college life, they develop higher self-directed readiness. And this 
indicates that teachers were on the right track of preparing their students to become potential lifelong 
learners who can control his/her learning plan/schedule and other learning-related factors (Smith, 1982).  
 

Contribution and Significance of the study 
 This research project was set out to explore adult EFL majors’ self-directed learning readiness, their 
language learning strategy use, and language learning anxiety, and further to identify the relationships 
among these factors and their language learning achievement. The significance of such a research project 
can be seen in terms of practical and theoretical contribution and is identified as being of importance to 
both teachers and students. 

Form practical contribution, it is hoped that by identifying students’ self-directed learning readiness, 
language learning strategy use, and anxiety, educators in the field would be able to modify their 
instruction according to the research results. The findings of this study could provide insights to teachers 
and serve as a foundation for various educational programs that aim to help their learners become 
self-directed in learning. 

With respect to the theoretical contribution, after careful review of previous literature, it is found that 
although there has been much discussion and research respectively on self-directed learning, on language 
learning strategy, and on language learning anxiety, little empirical research focusing on integrating the 
factors together with the intension to clarify the relationships among were done. Similar studies on 
Taiwanese college learners’ self-directed learning readiness and its effect on language learning are also 
lacking. Self-directed learning and foreign language proficiency are essential for people today; educators 
and researchers should not only focus on the content instruction in class, but also aim at a greater 
goal—cultivate lifelong self-directed learners. Consequently, the results of this current research project 
would definitely add to the body of knowledge in the field.  

 
Conclusion and recommendation 

 This study investigates college English majors’ self-directed learning and the relationship between 
self-directed learning and their academic achievement. Results of the study indicate a positive correlation 
between students’ self-directed readiness and academic achievement. However, a few major limitations 

should be taken into account when interpreting the results. First, the study did not include equal amount 

of students from different grade levels. The study examined a group of English majors which is composed 
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of different grade levels (freshmen, sophomore, and junior students); however, among all the subjects, 

only a small portion of freshmen students were included in the study while the number of sophomores 

and juniors were equally the same. Furthermore, there were more females subjects (n=99) than males 
(n=11). Therefore, more studies will be needed before substantial results can be drawn from these groups. 
In addition, since subjects of this study were mainly students from the same department, the results of the 
study might not be representative of the larger population who also study English as their major. As a 
result, extensive studies are also required before generalizing the results to the wider population. 
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6. Abstract 
The focus of this study is how US college students developed a sense of global 
awareness in a Study Abroad Program in Japan.  Ikeda (1996) suggested three qualities 
of global citizenship as follows.  1) The wisdom to perceive the interconnectedness of 
all life and living.  2) The courage not to fear or deny difference, but to respect and 
strive to understand people of different cultures and to grow from encounters with them. 
3) The compassion to maintain an imaginative empathy that reaches beyond one’s 
immediate surroundings and extends to those suffering in distant places.  This 
qualitative-case study investigates how US college students in a Study Abroad Program 
in Japan develop understanding ‘different others’ based on these three points.  In a 
world that is rapidly becoming borderless, many college students leave their own 
countries to spend time abroad, often for the first time.  The experience brings them an 
opportunity to see the world outside.  Additionally, staying in a different culture as a 
sojourner develops self-reflections and reflections on personal identity.  The three 
participants of this study were in a six-week summer intensive language course in Japan.  
To collect data on their experience, participants were interviewed after their return to 
their own country.  Also daily observations through the program were conducted in 
Japan.  The findings contribute to knowledge about cultural-general and cultural-specific learning 
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Abstract 
The purpose of this research report is to describe a research project that investigated school 
improvement in mathematics in three Canadian provinces. Two schools in each of three 
Canadian provinces were the sites of the data collection. The schools reported that individuals 
were able to better identify areas for improvement using the survey, rubric and Ten Dimensions 
framework. The administrators stated that they were able to better identify areas for 
improvement in mathematics. They were able to create more detailed school improvement plans 
with realistic evaluation plans. They were also able to better focus their attention on professional 
development. 
 
Objectives 

The improvement of mathematics in elementary schools can be slow and challenging. 
Frequently, teachers and administrators know that the mathematics program and teaching need to 
change but they do not know where to start. Similarly, school improvement plans suggest that 
mathematics teaching and learning should be changed but the teachers and administrators are 
unable to identify the areas for improvement and lack direction on how to identify a benchmark 
for starting the school improvement plan. 

The purpose of this research report is to describe a research project that investigated 
school improvement in mathematics in three Canadian provinces. Two schools in each of the 
provinces were selected based on their attendance at a one-day leadership course and their 
interest in improving mathematics education at their school. This study emerged from a series of 
connected research projects that involved over 50 case studies and 2700 teachers using the 
electronic attitudes and beliefs survey. This report will provide researchers, teachers and 
administrators with strategies and tools to make change to mathematics programs within 
elementary schools. Further, administrators can use the findings to help teachers and support 
staff to identify areas for improvement within their school. 
Theoretical Framework 

Math reform is very difficult to implement. Even teachers chosen as exemplars of reform 
practice regress from the ideal, displaying the height of reform one day but regressing to 
traditional methods the next (Senger, 1998). There is evidence that implementation is a very 
lengthy process in which multi-year timelines are appropriate (Edwards & Roberts, 1998; Hall, 
Alquist, Hendrickson & George, 1999). Even teachers in districts with well-funded 
implementation projects may deviate from reform ideals after only one year in the project (Reys, 
Reys, Barnes, Beem & Papick, 1997).  

Some studies described patterns of implementation. For example, Spillane and Zeuli 
(1999) identified three categories of teachers among those who believed they were high fidelity 
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implementers of reform: (i) teachers who introduced peripheral reform (such as modest use of 
manipulatives) while maintaining existing practices; (ii) teachers who introduced rich tasks into 
their classrooms while maintaining existing patterns of discourse that converted these tasks in 
algorithm practice; (iii) teachers who used rich student tasks to generate rich discourse about 
students’ mathematical thinking. McDougall et al (2000) and Ross et al. (2004) found this 
category scheme distinguished teachers in their samples. Several studies identified differences 
between veterans and novices in change processes, describing differences in practices and beliefs 
as teachers internalized reform ideals (Bright, Bowman & Vace, 1998; Gabriele, Joram, Trafton, 
Thiessen, Rathmell & Leutzinger, 1999; Hall et al., 1999; Nolder & Johnson, 1995; Slavit, 
1996). Some elements of reform are much more difficult to implement than others. For example, 
in terms of the technology dimension of reform, graphing calculators are easier to introduce than 
computers (Garet & Mills, 1995).  

The catalogue of barriers to reform is a lengthy one. Teachers must be agents of a change 
they did not experience as students (Anderson & Piazza, 1996). The pedagogy is not only 
different but also much harder to learn and develop. Teachers, especially elementary generalists, 
tend to lack the disciplinary knowledge required to make full use of rich problems (Stein, Gover, 
& Henningsen, 1996; Spillane, 2000) and texts cannot prescribe universally applicable courses of 
action (Remillard, 2000). Adoption of reform math can leave teachers feeling less efficacious 
because their contribution to student learning is less visible than in traditional teaching (Ross et 
al., 1997; Smith, 1996). Teacher beliefs about mathematics (a rigid set of algorithms, not 
understandable by most students, that must be approached in an inflexible sequence) conflict 
with reform conceptions of math as a fluid, dynamic set of conceptual tools that can be used by 
all (Gregg, 1995; Prawat & Jennings, 1997).  

During our multi-year mathematics education research program, we developed three tools 
to support the implementation strategies for the improvement of mathematics education in 
elementary schools. The initial program was to understand the use of resources in mathematics 
education in elementary schools. This project grew into a goal to better understand the 
implementation of mathematics in elementary schools.  
 The first implementation tool was the identification of ten dimensions of mathematics 
teaching that distinguish traditional from standards-based mathematics instructional approaches. 
This conception developed from a review of mathematics education research conducted for the 
Impact Math project (McDougall, Lawson, Ross, MacLellan, Kajander, & Scane, 2000). Over 
130 studies met the inclusion criteria (listed in McDougall et al., 2000). This set was expanded 
by an additional 20 studies for the review that was published in Ross, McDougall, and 
Hogaboam-Gray (2002). As we worked through the literature, examined NCTM and provincial 
policy documents, shared our views with teachers, and applied the dimensions in our research, 
we expanded from the initial pair of dimensions, then to nine and finally to the ten we are 
currently using (Ross et al, 2004). 
 The second implementation tool is a rubric that describes four ways of teaching each of 
the dimensions. Level 4 of the rubric represents full implementation of Standards-based teaching. 
Level 1 describes the approach to mathematics teaching that the Standards seek to replace. 
Levels 2 and 3 are intermediate levels observed in samples of teachers. The descriptions in the 
cells of the rubric summarize prototypical teacher behaviour at four levels of implementation of 
math education reform. This rubric was developed over several projects in which we observed 
teachers, mainly elementary, in their mathematics classrooms (McDougall et al, 2000; Ross, 
Hogaboam-Gray, & McDougall, 2000; Ross, Hogaboam-Gray, McDougall, & Bruce, 2001-02; 
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Ross, McDougall, & LeSage, 2001). The most recent version appears in the Leadership 
Handbook (McDougall, 2004).  
 The third implementation tool is a survey consisting of 20 Likert (agree-disagree) items. 
These 35 items were administered to 80 Primary (i.e., grades 1-3) teachers and the data were 
used to select the top 20 items (i.e., those with the highest correlation with the sum of the 
remaining items) as our measure of teachers’ self-reported commitment to Standards-based 
teaching. The reliability for the total score has been demonstrated in samples of large teachers; 
i.e., alpha=.81 in a sample of 517 K-8 teachers (Ross et al., 2000) and alpha=.81 in a second 
sample of 2170 K-8 teachers (Ross et al., 2001). The evidence of the validity of the survey 
consists of positive correlations of survey scores with a mandated performance assessment in 
grade 6 mathematics (r=.35 in Ross, 2001), congruence with classroom observations of a small 
sample of teachers, and demonstrations that teachers who are similar in their claims about using 
a Standards-based text series differ in how they use the text, in ways predicted by the survey 
(Ross, Hogaboam-Gray, McDougall, & Le Sage, 2003). 
Method: 

The research report will focus on the use of these tools for school improvement in 
elementary mathematics. Two schools in each of three Canadian provinces were the sites of the 
data collection. The schools were selected based on having been part of a two-day leadership 
workshop to introduce the Ten Dimensions framework. A follow-up third day was given to the 
six schools on implementation of the tools. The researcher visited each school for two days to 
interview the teachers and administrators on the school improvement process and to gather data 
on the effectiveness of the tools to guide improvement in mathematics. All teachers in the school 
also completed the mathematics survey and completed the rubric based on the two dimensions 
identified by the school as key improvement areas. Teachers and administrators were also 
observed during staff meetings and division meetings to understand the dialogue with and 
between these participants. The survey data, interview data and meeting notes were analyzed 
using mixed research methods. 
Findings: 
 The schools reported that individuals were able to better identify areas for improvement 
using the tools. Teachers used the rubric to set a baseline for their practices and the survey to 
identify areas of strength and areas requiring improvement. The teachers met as division teams to 
generate ideas to improve their collective practices in those areas. The ideas were then put into 
practice. Teachers felt that their self-efficacy improved as measured by the tools.  
 The administrators stated that they were able to better identify areas for improvement in 
mathematics. They were able to create more detailed school improvement plans with realistic 
evaluation plans. They were also able to better focus their attention on professional development. 
For example, teachers were able, for the first time, be very specific in their growth plans about 
the types and format of professional development in mathematics.   

There were some challenges. Many schools had a defined plan for literacy improvement 
but continued to find it difficult to focus attention on mathematics. The focus on numeracy is in 
its infancy as noted by the lack of numeracy programs in the schools. School districts and 
ministries of education had money for literacy but not for mathematics. The elimination of 
district level consultants made it difficult to find human resources to implement professional 
development plans. Those administrators who had contacts at the school district level were more 
likely to find the assistance necessary to help their teachers. Some teachers expressed the 
perspective that they believe that the math curriculum “moves too fast” for the students. These 

2008 HICE Proceedings 
Page 2245



 4

opinions were most frequently expresed in schools that face serious social, emotional and 
behavioural issues. More details will be described in the full paper. 
Summary  
 This research report will describe the features of the Ten Dimensions framework and 
tools and the use of this framework for the implementation of school improvement plans in 
mathematics. This research focuses on improving educational systems. The Ten Dimensions are 
universal in their application to mathematics and so all other educational systems will benefit 
from learning about and using a framework for school improvement in mathematics. This 
interactive approach will assist all stakeholders in establishing a benchmark for school 
improvement and to assist teachers and administrators to understand the subtle changes in 
mathematics teaching using a framework grounded in research and experience. 
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Abstract 
 
One goal of inclusive education is for every school to be ready to not only accept, but to 
welcome children with disabilities into regular classrooms. As inclusion becomes 
increasingly accepted and implemented in Canadian schools, teacher preparation 
programs must adapt and provide pre-service teachers with skills and attitudes which 
reflect this new classroom reality. 
 
This paper presentation discusses the efficacy of content-infused teacher preparation 
programs in improving pre-service teacher attitudes and sentiments about inclusive 
education, and reducing pre-service teacher concerns about inclusion. It traces the 
process of infusion of ‘inclusive content’ into the existing structure of the teacher 
preparation program at Concordia University College of Alberta in Canada, and presents 
data to support the argument that content-infused programs can make a positive 
difference in improving pre-service teachers’ attitudes towards inclusive education. 
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A meta review of distance education literature uncovered evidence of the importance of time use, and 
the perception of time use, by distance education students. The literature review included academic 
papers, student surveys, computer logs and operational reports.  A historical review of distance 
education literature shows the transition to computer based and online learning and the explicit and 
implicit changes in time expectations by institutions and students. Time use and time perception data 
collected from these diverse sources are identified and discussed. 
 
The data shows that there is a significant mismatch between the university expectations of the time 
required for distance education study and the use and perceptions of time use by distance education 
students. This perception of the mismatch may be more self-reported than real nevertheless, it indicates 
a difficult issue for institutions to resolve, including how the mismatch interferes with the effective use 
of computers and online learning environment by distance education students. 
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Abstract 

This study attempted to uncover the types of grammatical errors Taiwanese 

students often make in writing up research in English. It aimed to identify the errors 

students make, then classify them and analyze their causes. By using an error analysis 

approach, this study focused on analyzing students’ grammatical errors in their 

Writing and Research II class assignments. The subjects were 16 Taiwanese students 

in a graduate TESL program in a college in the southeastern United States. The 

subjects’ grammatical errors fell into four major types: (1) faulty word choice and 

misuse of collocation, (2) misuse of articles, (3) misuse of verb forms, and (4) 

awkward sentences. The causes of these errors can be attributed to three sources: (1) 

interference of L1, (2) lack of grammar knowledge, and (3) lack of practice. 

The researcher suggests that to prevent these errors, students must draw their 

attention to the differences between Chinese and English, and then keep writing and 

keep reading myriad published research articles to improve their academic writing 

skills. It is hoped that this research can raise students’ awareness of common 

grammatical errors and offer instructors some valuable information for enhancing the 

quality of Taiwanese students’ English research. 
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INTRODUCTION AND RATIONALE FOR THE STUDY 

Too many misunderstandings will often occur to a person who doesn’t know 

grammar well. Wilkins (1976) claimed that acquiring the grammatical system of the 

target language (TL) is of central importance because an inadequate knowledge of 

grammar would severely constrain linguistic creativity and limit the capacity for 

communication. Obviously, grammatical patterns are as important as lexical usage in 

language learning. 

It is important to use language as accurately as possible. The more inaccurate the 

language, the greater the risk for miscommunication is between or among people in a 

communication event. Without correct grammar, many embarrassing situations will 

often be caused. “Linguistic accuracy acts as an insurance policy. It assures that the 

largest number of us shall always have the best opportunity to understand one 

another” (Mado, 2006, p.2). Accurate language helps us avoid miscommunication. 

In English writing, a slight mistake can make readers laugh, but a serious error 

may cause some significant troubles. The importance of grammar in language 

learners’ writing cannot be ignored. In the academic world, research papers are taken 

as the most important tool of communication. Researchers show their findings, claim 

their point of views, and present their arguments mainly through research paper 

writing. It is essential for researchers to write more accurately in order to enhance 

their research quality. 

Although grammar plays such an important role in language learning, most 

Taiwanese students view it as the most difficult part of learning English. Even though 

most Taiwanese graduate students have spent more than ten years learning English, 

they still make many grammatical errors when writing up research in English. They 

struggle with connecting thinking with their writing while they are reporting research 

findings. As it is expected that second language writers bring in class their knowledge, 
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beliefs and assumptions of writing and learning to write strategies. Their preconceived 

ideas could be influenced by their purpose for learning and previous writing and 

learning experience (Foong, 1999). For some research advisors, they are more 

concerned with the product rather than the process of writing the research, and they 

just take grammatical error-checking as errands; they rarely try to understand how and 

why students make these errors in their research paper. 

However, errors carry some valuable and important information. Some errors 

occur more frequently than others in a specific group of language learners’ writing. 

From each error, one can infer these writers’ process of learning and the influence of 

their first language. Therefore, in order to observe and detect the weakness in 

language learning of these students, the researcher must investigate and analyze 

common grammatical errors Taiwanese students often make in English research based 

on previous studies. 

 

PREVIOUS STUDIES  

In recent years, many studies have been conducted examining common errors in 

English writing, the effect of checking grammatical errors in English writing, and the 

attitudes toward treating grammatical errors. 

Kalkavage (1998) claimed that teachers need to stress the connection between 

students’ writing and thinking. He found that disharmony between these two 

processes can lead to grammatical errors, such as run-on sentences. Anderson (2006) 

found many students in his English classroom struggled with some aspects of writing 

or grammar and are fearful of making mistakes whenever they take up writing. He 

advocated valuing students’ deeper messages and helping them learn from their errors. 

Zamel (1985) examined ESL teachers’ responses to student writing and found that 

ESL teachers make similar types of comments and tend to be more concerned with 
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language-specific errors and problems. She claimed that teachers need to change their 

responding behavior and develop more appropriate responses to help students become 

good writers. Kroll and Schafer (1978) examined the connection between error 

analysis and found some possible sources of errors in ESL writers and shows how an 

understanding of the source of an error can be applied to help the writer move toward 

the correct form. 

Some common errors in students’ English writing have been reported. 

Shaughnessy (1977) found that at least four grammatical concepts underlie most of 

students’ misunderstandings about forms: 1. the sentence; 2. inflection; 3. tense; and 4. 

agreement(pp.131-136). Davis (1988) reported the five most common errors made in 

his classroom of Troy High School, USA were as follows: 1. basic errors in spelling; 2. 

comma missing between independent clauses; 3. misspelling of homographs (to/too/ 

two, there/their/they’re, and so on); 4. punctuation of possessives; and 5. comma 

splice. 

Several studies have analyzed the common errors in Chinese students’ English 

writing. Pan and Wang (2005) examined the errors of non-English major’s Chinese 

students’ writing and found that the common grammatical errors in those students’ 

writings were misuse of parts of speech, verb tenses and voices, misspelling, and 

disagreement. Zhang (2003) showed particular errors are frequently committed by the 

college students in her study, e.g. lexical verb, article, misspelling, pronoun, idiom, 

and word choice. Zhang (2003) also noted second language (L2) learners commit 

errors largely because of the paucity of their knowledge of the TL. She found that 

language learners usually draw on adaptive and redeeming strategies, such as 

simplification, reduction, overgeneralization, transfer, formulaic language, omissions, 

substitutions, and restructuring in their interlanguage forms in order to fill the gap 

between inadequate proficiency and requirement of a task. 
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A number of research studies have been devoted to some specific errors 

Taiwanese students often make in English composition. Chen (2002) identified the 

characteristics and problems of university EFL writing in Taiwan. Chen found the 

most frequent errors the participants made were: (1) errors in word usage, (2) errors in 

tense, (3) errors in definite article usage, i.e., “the”, (4) errors in prepositions, (5) 

errors in verbs, (6) errors in number, singular or plural, (7) errors in relative clauses, 

(8) redundant usage. Yin (1996) analyzed English composition errors found in an 

article filling test taken by Taiwanese high school students. Yin determined possible 

causes of article errors can be attributed to interference from Chinese, lack of 

linguistic knowledge of English, and hypercorrection. Bunton (1989) found 

Taiwanese students often use wrong words because of first language interference. 

Mandarin speakers are often confused by these words: “watch”, “look”, and “see”; 

“voice”, “sound”, and “noise”; “lend” and “borrow”. Li (2004) conducted a case 

study at Mei-Ho Institute of Technology in Taiwan, and she found the problems in 

English writing included interference of the mother tongue (Chinese), unclear 

grammatical concepts, inadequate vocabulary, etc. Huang (1994) probed the common 

errors in tense that Taiwanese students often make. Huang found that the most 

difficult tense form for students is the future perfect construction, and students make 

fewer errors on the simple future construction. Students are often confused by the 

changing of verb forms, such as, do-did-done-have done-had done. 

However, there is little related research devoted to the common grammatical 

errors Taiwanese students often make in English research. The purpose of this study is 

to uncover the types of common grammatical errors Taiwanese students often make in 

English research, then classify and analyze them. It is hoped that a review of students’ 

errors will raise Taiwanese students’ awareness of their weaknesses and help them 

write more accurately and fluently in research paper. In addition, this study can also 
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be valuable for ESL instructors as they may learn how to treat students’ grammatical 

errors in their research paper writing and help students become better writers. 

 

 
METHOD 

A total of sixty-one writing samples were obtained from sixteen graduate students 

enrolled in a graduate TESL program in a college in the southeastern United States. 

Three of the students are male and the others are female. All of these students are 

from Taiwan and have studied English for more than ten years. These students’ native 

language is Chinese, which is also known as Mandarin. Each of these sixteen students 

was asked to write a literature review, method, result, and discussion as assignments 

for the Writing and Research II class. 

 An Associate Professor in the TESL program in this college was contacted and 

asked to assist with collecting his students’ writing samples. Written consent forms 

were distributed to the sixteen students in the Writing and Research II class requesting 

their consent to participate in this study. One hundred percent of the students agreed 

to provide their writing assignments. 

 The drafts of these sixteen students’ writing projects were checked by the 

professor first and then analyzed by the researcher. The frequency and percentage of 

each type of grammatical error was categorized to identify the common grammatical 

errors Taiwanese students often make in English writing. 
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RESULT  

Breakdown of Errors 

Table 1 shows the eight common error categories, the frequency and the 

percentage of each type of error. 561 grammatical errors were detected in the 

sixty-one writing samples. Four outstanding categories were identified as the most 

common errors: 1. faulty word choice and misuse of collocation; 2. misuse of articles; 

3. misuse of verb forms; and 4. awkward sentences. The frequency and percentage of 

these four categories are much higher than the other categories’ in the table. It seems 

that most students have trouble using articles, using participles, choosing proper 

words, and using collocations in their writing. Also, they make sentences awkwardly; 

that is, they are sometimes unable to make explicit and correct sentences to express 

their ideas. Each of these four categories is exemplified with typical errors, which are 

diagnosed briefly below. 

 

Table 1. Frequency and Percentage of Errors Found in Students’ Assignments 
Categories Frequency Percentage of total 

errors made 
Percentages of 
students who 
committed the errors 

1 Faulty Word Choice and 
Misuse of collocation  

123 21.9% 94% 

2 Misuse of Articles  118 21.0% 81% 
3 Misuse of Verb forms 91 16.2% 67% 
4. Awkward sentences 88 15.7% 50% 
5. Misuse of Preposition 46 8.2 % 37% 
6 Singular/plural  44 7.8 % 31% 
7 Misuse of Punctuation 25 4.5% 31% 
8. Misspelling  15 2.7% 31% 
9. unclassified errors 11 2.0% 20% 

Total 561 100%  
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Faulty word choices 

The error of faulty word choices and the misuse of collocation is the first major 

type of error in students’ writing found in this research. A total of 123 errors of 

misuse of articles were found and made up 21.9% of the total errors. 94 % of students 

made this kind of error. It seems that most students have difficulty in choosing the 

appropriate words to express their ideas. Followings are some examples quoted from 

these students’ writing. 

E1: One hundred percent of students agreed to offer their writing projects. (x)  

One hundred percent of students agreed to provide their writing assignments. (o) 

E2: an excessive amount of students (x)  

an excessive number of students (o) 

E3: 75 teachers returned the surveys. (x) 

 75 teachers returned the questionnaires (o) 

E4: The members were all from different high schools. (x)  

The participants were all from different high schools. (o) 

E5: It was designed to analysis these children’s learning process. (x)  

It was designed to analyze these children’s learning process.(o) 

Take E1 for example: “offer” and “provide” are near synonyms which are more 

confusing to Taiwanese students. Though “offer” and “provide” can both be translated 

as “提供 tiguan”, they have differences in meaning in English. “Provide” means 

making something that someone needs or wants available for them to use after they 

ask you. But “offer” means asking somebody if he/she would like to have or use 
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something that you can give. It usually has the meaning of dedication or volunteering. 

In E2, the student had obviously intended to translate the Chinese noun “數量

sulian” in this sentence. What made the selection process more complicated is that the 

Chinese word “數量 sulian” has different English equivalents, e.g., number, amount, 

sum, quantity, etc., among which the student needed to make a choice. “The word 

‘amount’ is used to denote quantity; the word ‘number’ is used when the objects 

involved can be counted” (Berry, 1961, p.4). The student chose the word “amount” 

which is used to denote quantity. Nevertheless, the object involved in this sentence 

“students” can be counted, so he should use the word “number” instead. 

The misuse of “survey” in E3 was also directly influenced by the Chinese word 

“問卷 wenzhuan.” There are two English words corresponding to the Chinese word 

“問卷 wenzhuan” listed in the Chinese-English dictionary: survey and questionnaire. 

The student chose the wrong word without checking the words’ precise meaning. A 

survey is an investigation of the behavior, opinions, etc of a group of people; a 

questionnaire is a written or printed list of questions to be answered by a number of 

people. A survey can be carried out by giving questionnaires to a group of people, and 

the people who were surveyed should return the questionnaires, not the surveys. 

In E4, the student used the improper word “member” to indicate the people who 

participated in his research. In academic research, the people participating in the study 

are called participants not members. Apparently, the student’s limited vocabulary 

prevented him from writing accurately. 

Likewise, the misuse of “analysis” in E5 resulted from the student’s inadequate 

vocabulary. Although “ analysis” and “ analyze” can both be translated as “ 分析 

fenci” in Chinese , they are different speech parts in English: “analysis” is a noun; 
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“analyze” is a verb. It can be seen that the student was not aware of the difference of 

these different speech parts. 

Another reason for making faculty word choices could be attributed to the lack 

of a good knowledge of English collocation. Some students are not familiar with the 

arrangement and juxtaposition of words or other elements, especially those that 

commonly co-occur and made errors such as E6 and E7. 

E6: up to this(x) 

 according to this (o)  

E7: to evaluate teachers satisfaction of using the material…(x) 

... to evaluate teachers satisfaction with using the material… (o)  

The articles 

  The misuse of articles is the second major type of error in students’ writing found 

in this research. A total of 118 errors of misuse of articles were found and made up 

21% of the total errors. 81 % of students made this kind of errors. This shows that the 

use of articles is very confusing for these students. 

Take E1 and E2 for example:  

E 1: in elementary school (x)  

    in an elementary school (o) 

E2: Students were asked to write literature review. (x)  

   Students were asked to write a literature review. (o).  
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The students’ omission of the indefinite article “an” and “a” might be due to 

language interference. In Chinese, it is not necessary to use indefinite articles before 

singular and countable nouns. 

“The” typically appears 6 to 7 times for each 100 English words, and it is the most 

commonly used English article. However, the usage of the definite article is more 

complicated than any other grammar rule. Generally speaking, the definite article 

“the” signals the reader that the noun is specific, not arbitrary, and not new to the 

reader, and the noun followed by “a” or “an” refers to something new with which the 

readers are not familiar. Some students have trouble distinguishing between old and 

new information. Following is an example: 

E3:  The problems identified by 150 Taiwanese high school English teachers are 

listed in Table 3. (x)  

   Problems identified by 150 Taiwanese high school English teachers are listed in 

Table 3. (o)  

E3 is the first sentence quoted from a student’s result section of his Writing and 

Research II assignment. He did not mention anything about the noun “problems” in 

the previous passage, so he should not put the definite article “the” in front of the 

word “problems.” 

The findings also show that students are often confused with whether to use 

“the” or not. Some possible reasons for the students’ errors are listed below and 

examples are given to illustrate. 

The usage of the definite article may be too detailed and too difficult for 

Taiwanese students to memorize. “The” should be used when referring to specific 

proper nouns. In E4, the student made an error of omitting “the” before “Taiwanese 
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government.” In E5, the student made an error of omitting “the” before “Statistical 

Package for Social Science (SPSS).” Both “Taiwanese government” and “Statistical 

Package for Social Science” are proper nouns. 

E 4: It’s essential for Taiwanese government to…(x) 

It’s essential for the Taiwanese government to… (o) 

E5 …by using Statistical Package for Social Science (SPSS)…(x) 

…by using the Statistical Package for Social Science (SPSS)… (o) 

When referring to direction, students should put “the” immediately before the 

adjective. E 6 is an example of omitting the definite article. 

E 6: in south of Taiwan (x) 

 in the south of Taiwan (o) 

“The” should be added when using the phrase “Noun + of”, and E7 is an example 

of omitting the definite article.  

E 7: the meaning of text…(x)  

the meaning of the text (o) 

Sometimes students overuse “the” in their writings because of overgeneralization. 

As illustrated in E8, the student should not use “the” in this phrase because he did not 

refer to any specific period of time and the period of time “recent years” was not 

mentioned in the previous passages in his writing. 

E 8: in the recent years (x) 

 in recent years (o) 
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Apparently the student did not pay close attention to usage rules governing 

whether an article is necessary with a particular noun or noun phrase and, if so, 

whether the required articles should be definite or indefinite. Another reason for 

omitting the infinite article is that these students are not familiar with the idioms or 

phrases with “a”, such as “a number of”, “a total of”, and “a range of”. Usually idioms 

do not follow ordinary usage rules but include the presence or absence of an article as 

part of their forms. E9 to E11 are examples. 

E 9: dealing with range of English proficiency levels…(x) 

 …dealing with a range of English proficiency levels… (o) 

E10: total of 150 teachers…(x) 

 a total of 150 teachers…(o)  

E11…with the percentage of 71…(x) 

 …with a percentage of 71… (o) 

The verb form 

The misuse of verb forms is the third major type of error in students’ writing 

found in this research. A total of 91 errors of misuse of verb forms were found and 

representing 16.2% of the total number of errors. 67 % of students made this kind of 

error.  

Judging from the contexts, the marked words demonstrate a striking deviance 

from the correct word usages. Students were not familiar with the five forms that 

every verb has, including simple present, simple past, past participle, present 

participle, and infinitive. Students are especially confused with the two varieties of 

participles: past and present. They have trouble using participles as adjectives in 

sentences. In these writing samples, many errors of adding “ed” and “ing” after verbs 

were detected. The reason may be that students do not have the sense of active and 
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passive voice. As shown in the examples which follow, students may not be able to 

distinguish whether the action is done to the subject described by the phrase or the 

action in the participle phrase is one which the subject actively performs in sentences. 

E1…the most common material *using to teach culture…(x) 

 the most common material used to teach culture… (o) 

E2…and high-proficient learners will use top-down strategies *emanate from the 

learners’ background or real-world knowledge. (x) 

…and high-proficient learners will use top-down strategies emanating from the 

learners’ background or real-world knowledge. (o) 

E3 Culture is an integrated pattern of human behavior *contained everything in the 

society. (x) 

  Culture is an integrated pattern of human behavior containing everything in the 

society. (o) 

E4 The thirty young children were *dividing into two groups. (x) 

The thirty young children were divided into two groups. (0) 

Awkward sentences 

The fourth major error in students’ English research writing was categorized as 

unclear and awkward sentences. A total of 88 errors were labeled as awkward 

sentences and made up 15.7% of the total number of errors. 50 % of students made 

this kind of error. Some students combined two or more segments in a confusing or 

inaccurate manner. Some sentences were so awkwardly written that the professor 

could not correct them and simply put a question mark or wrote “awkward sentence” 

next to a sentence or phrase. The following examples reflect this problem. 
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E1. The purpose of this research is to investigate present elementary ESL teachers 

should teach what kind of effective reading skills for students to face future academic 

learning in Taiwan. 

In E1, the construction is so deeply flawed as to require a complete rewriting. 

Obviously, the student arranged the word order according to Chinese syntax.  

E2. The research was designed to expose learners to the full range of stimuli to assist 

the construction of obtaining English capability. 

 E2 does not make any sense. The professor did not know what meaning the 

student was attempting to convey. 

E3. There were 30 percent of ESL teachers from 5 universities in the south part of 

Taiwan had been chosen randomly. (Wrong)  

   Thirty percent of ESL teachers from 5 universities in the south part of Taiwan 

were randomly surveyed. (Improved ) 

E3 is a sentence with a mixed construction and the modifying adverb was also 

misplaced. 

E4.There were two groups of students who are in the same level had studied English 

for two years and they were chosen to … (Wrong) 

  Two groups of students at the same level who had studied English for two years 

were chosen to …(Improved) 

E4 is also a sentence with a mixed construction, and the student did not maintain 

consistency in his use of tense. 
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E5. There were 750 elementary school teachers who were teaching a second 

language were selected… (Wrong)  

   The population of the study included 750 elementary school teachers who were 

teaching a second language… (Improved) 

E5 is another sentence with a mixed construction. The student failed to convey 

the meaning concisely and correctly. There are many awkward sentences similar to 

E4 and E5 in these writing samples. It appears that many students are incapable of 

making relative sentences correctly. 

Another reason for these awkward sentences may be the writers’ carelessness. 

The researcher found some students made errors in one sentence, such as incomplete 

sentences and redundant phrases, but wrote correctly in other passages requiring the 

same grammatical rules. 

 

DISCUSSION 

The major findings of this research mostly coincide with the findings and claims 

of previous studies on the common grammatical errors in Chinese /Taiwanese 

students’ English compositions. These findings provide evidence that the three 

common grammatical errors can be attributed to (1) interference from first language, 

(2) lack of grammar knowledge, and (3) lack of practice. 

The most common grammatical errors in Taiwanese students’ English research 

writing resulted from the L1 interference. Many students translated words or sentence 

patterns directly from Chinese without checking the words’ precise meanings and 

following the grammatical rules. In order to eliminate these errors and enhance 

learners’ writing ability, we should urge learners to think in English while they are 

writing English. In research paper writing, some conventions and principles of 
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pragmatics should be memorized. Learners should read more and learn more phrases 

and expressions, as well as academic collocations from other English research papers. 

From abundant reading, students will learn how to express their ideas with correct 

word selection and sentence patterns. 

Some grammar rules could be too detailed to be memorized, such as the use of 

the definite article “the.” One way to eliminate this kind of error could also be 

abundant reading. Another reason for students’ committing these grammatical errors 

is the lack of practice. As Pan and Wang (2005) have noted, “the problem of lack of 

practice may be traced to the over-reliance on multiple-choice questions to educate 

and test secondary school students and college students’ (p.59). Students are quite 

accustomed to multiple choice questions but lack practice of writing on their own. In 

addition, as Ene & Vickers (2006) indicated, it is helpful to provide chances for 

students to compare their own use of grammatical form in their own written output to 

the use of grammatical form as used in a text written by a native speaker. Such a 

comparison task is beneficial in allowing learners to make gains in grammatical 

accuracy. 

Moreover, “overgeneralization” should be also concerned as one reason of 

students’ grammatical errors. Some students’ grammatical errors could be attributed 

to overuse some grammatical rules they have acquired. Thus, understanding students’ 

interlanguage process may be helpful for probing students’ writing problems.  

Actually, research paper writing requires writers’ conscious effort and much 

practice in composing, developing, and analyzing idea (Myles, 2002). Students need 

more practice in independent writing in order to become skilled writers. Writing often 

helps students become more familiar with grammar rules and write more accurately. 

Also, careful proofreading is necessary as some incomplete sentences, redundant 

phrases and misspellings result from the writer’s carelessness. 
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In previous studies, researchers have found that students make many errors in 

spelling. However, misspelling is not one of the major error types found in this study. 

One possible reason might be students’ use of computers while completing their 

assignments. The word processor checks students’ spelling, thus many errors of 

misspelling can be avoided. 

The small scale of this study is one limitation of this research. This study focused 

on sixteen graduate students enrolled in the same program. The research approach 

outlined in this study should be replicated in other areas, as well as with more students 

studying in different fields, in order to gain a wider and deeper understanding of the 

types and causes of the grammatical errors Taiwanese students commit when writing 

up research in English. 

 

CONCLUSION AND IMPLICATION 

For EFL learners, the process of writing in an academic environment is very 

challenging (Myles, 2002). Some suggested ways to improve research writing are 

drawing students’ attention to the difference between Chinese and English, continual 

writing practice, and abundant reading of myriad published research reports. This 

should help students eventually acquire the fundamentals of academic discourse. 

The error analysis of frequent grammatical errors in Taiwanese student writing in 

this report revealed some features of these students’ composing process. Additional 

research may help to explain more about their learning strategies, the role of 

translation, and the transfer of skills. 

Although this research is limited, there is still a direct application for ESL 

students and instructors based on these results. These results may be used as 

reminders for writers to avoid making similar errors while they are writing English 

research. When combined with related error analysis, this research should be proved 
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very useful to instructors in making more informed decisions when treating students’ 

errors. Having this reminder in mind, we teachers can see through flawed language 

and understand exactly how each student needs help on each count (Chen, 2000). 
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Abstract 
 
Background: Multiple choice questions (MCQ) are widely used teaching and learning tools. 
MCQ may serve as an effective method of establishing dialogs between teachers and students. 
Microquestioning approach (MQA) of teaching attempts to utilize multiple overlapping MCQ on 
each learning objective to accomplish the above goal more effectively. The present project 
examined the effectiveness of MQA over conventional (lecture-intensive) teaching methods. 
Experimental design: Students of non-major General Biology (course designation- BIOL: 
1010) and Microbiology for Health Professions (MICR: 2060) were given a textbook, 
PowerPoint lecture outline showing the learning objectives and a set of ~50 MCQ (~2-7 
MCQ/learning objective). Students were required to participate in interactive lectures and solve 
4-6 MQA (take home) assignments before taking each of the 3-4 midterm examinations. One of 
the examinations was a control where students were given all items except the MQA assignment. 
The final examination used analytical reasoning/reading comprehension type of evaluation 
method. Assessment methods: Student performance in mid-term examinations with or without 
MQA assignments was compared. Overall performance of students taking part in the MQA and 
conventional teaching approach (historical control) was also compared. Finally, a 28-question 
student survey assessed student satisfaction, learning attitude and learning strategy. Results: 
Performance of students participating in MQA increased by one partial letter grade (or ~5% of 
total points) over the controls (the result was not statistically significant). Of the 239 survey 
respondents, 81% indicated that MQA helped them learn more effectively, 76% indicated that 
MQA helped them stay up-to-date in study, 71% indicated that MQA made them study more 
critically, 83% indicated that MQA positively influenced their class attendance, 57% indicated 
that MQ encouraged them taking part in group-learning activities, 72% indicated that they have 
directly contributed in teaching and 90% indicated that MQA could be improved. Conclusions: 
MQA improved student performance and positively influenced student learning habit, attitude 
and strategies. Some concerns over the controls and the detail statistical analyses of student 
performance remained to be addressed. 
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 3

Introduction 
 
 Biological sciences have witnessed an unusual growth in the last few decades. The 
textbooks have expanded in volume and/or complexity accordingly but experts claimed that big 
(high school level) biology books failed to deliver the central concepts (AAAS 2000). According 
to the report (AAAS 2000), "essentially all students -even the best and the brightest -have 
predictable difficulties grasping many ideas that are covered in the textbooks". The problem 
could be carried over to colleges, particularly in those ones with open door admission policy. 
The majority of community colleges (Anon. 1983) and many public and semi-public four-year 
colleges have a committed open-door admission policy. If the textbooks are inadequate, the 
responsibilities of delivering the central concepts fall on the instructors. Recent budgetary 
shortfall has caused reduced allocations in education yet enrollment in colleges with open-door 
admission policy has significantly increased (Hendrick et al. 2006). The resulting larger class 
sizes would only complicate the situation. 
 
 Larger class size is one of the many factors that promote the application of multiple 
choice questions (MCQ) as a teaching and learning tool. MCQ have been a widely used method 
of evaluating student performance (Haladyna et al. 2002, Frey et al. 2005). If used effectively, 
MCQ could establish a dialog between teacher and student. This point is supported by the fact 
that MCQ is used as a major teaching tool in distance education (Iahad et al. 2004, Gibbs and 
Simpson 2004). The subject of MCQ (item) writing, how it can be improved and made more 
effective, have been extensively analyzed (Jacobs and Chase 1992, Davis 1993, Fuhrman 1996, 
Case and Swanson 2002, Teaching Effectiveness Program, University of Oregon 2007).  
 
 We adopted MCQ as an aid for assessment as well as concept delivery purposes. We 
termed this strategy as microquestioning approach (MQA). Microquestioning can be defined as a 
partially overlapping set of MCQ or short objective questions or mixture thereof on a particular 
learning objective (or concept). Microquestions are aids that students may use to probe the 
learning objectives from many different angles. It was expected that students would encounter 
the materials (and the underlying concepts) repeatedly and gain a complete understanding of the 
materials. We argued that there could be situations where a significant fraction of the students 
may not be well-prepared for a course. These students may not be able to effectively read the 
study materials and/or comprehend the learning objectives. Microquestioning would provide 
these and other students with a study guide, in particular, a starting point. 
 
 The present article describes microquestioning approach of teaching and learning and 
report preliminary outcomes of a field trial of the approach. MQA was applied on two different 
courses offered at Utah Valley State College (an institution with an open door admission policy). 
Microquestioning approach of teaching may have multidimensional outcomes. The primary goal 
of the present study was to examine whether MQA actually improved student learning and 
whether MQA affect student learning strategies.  
 
Methodologies 
 
Designing microquestions 
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A set of 30-50 microquestions was developed for each of the 16-30 chapters of the 
required/suggested textbooks for the courses BIOL 1010: General Biology (non-major) and 
MICR 2060: Microbiology for Health Professions. The same approach was also used in two 
other courses, BIOL 3550: Molecular Biology and BIOL 4450: Immunology but the student 
population in those sections were low and the outcome is not incorporated in this report. A 
sample of microquestions is shown in Appendix I. 
 

All the microquestions used in this study were MCQ type. MCQ were developed 
following the guidelines published by the National Board of Medical Examiners (Case and 
Swanson 2002) and University of Oregon Teaching Effectiveness Program (2007). The MCQ 
were briefly evaluated in light of Bloom's Taxonomy (Anderson and Krathwohl 2001) before 
using. A minority (~10%) of the used MCQ asked for recalling or translating information 
(learning at the level of gaining knowledge and comprehension). However, a significant fraction 
(>75%) of the used MCQ would encourage students to apply principles, analyze information or 
draw (synthesize) conclusions from multiple sets of information. These later attributes, according 
to Bloom's taxonomy, encompass higher order learning. The used MCQ were reviewed/critiqued 
by at least one undergraduate student (of average standing) for clarity. Finally, the questions 
were discussed in the classroom with students (after administration) and if necessary, the 
questions were modified before subsequent uses.  
 
The course format 
The students were instructed to use the following study materials for the course: 
A. A required textbook. 
B. A detail outline of each of the chapters (to be discussed in the class) posted in the internet 
using WebCT program (Blackboard Co., Washington DC). The learning objectives and new 
terminologies involved in the discussion were indicated in the posting. 
C. A set of 30-50 microquestions/Chapter (focused on the major learning objectives) was also 
posted in Web-CT.  
 
 The microquestions (Item C above) were used as a take-home assignment. The students 
were expected to download the WebCT files and solve the microquestions (the student alone, as 
a member of an informal study group or with the help of a tutor) before attending the class. The 
textbook and the WebCT lecture outline were expected to be sufficient to answer the 
microquestions although students were encouraged to use library and internet resources to solve 
the problems. Students recorded the answers of the microquestions in Scantron answer sheets 
(Scantron Corp., Irvine, CA) and returned it to the instructor before or after the class. Most 
sections of the required learning materials were discussed in the classroom in a semi-interactive 
(involving teacher and/or student-initiated discussions) setting. A good fraction (~30%) of 
microquestions (as selected by students) was also discussed in the classroom after students have 
deposited the answer sheet. The microquestions answer sheets were scored mechanically and the 
score constituted 20% of the final grade.  
 
Assessment of Student Performance 
Student performance in the course was assessed using the following tools: 
A. Three or four mid-term examinations (worth 30-60% of the final grade) 
B. A comprehensive final examination (worth 20% of the final grade) 
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C. Microbiology (and immunology) courses also had a laboratory section (worth 30% of the final 
grade).  
The final examinations used reading comprehension type of questions that would evaluate 
analytical reasoning ability of the students. Reading comprehension passages were taken from 
basic literature of the respective disciplines and the actual questions were MCQ. A sample of 
reading comprehension-related MCQ is shown in Appendix II. 
 
Testing the Effectiveness of MQA 
 The effectiveness of MQA was initially tested using an opinion survey (see Table 1) of 
the participating students. The questionnaire of the opinion survey is shown in Appendix III. In 
addition, student performance in MQA was compared with student performance in conventional 
teaching approach (controls). There were two types of controls, 
A. Historical control: Performance of the students in the same courses with similar class size, 
taught by the same instructor but a conventional format (lecture, short quiz, mid-term and final 
examination) was used to teach the course. 
B. Internal control: The course content was divided into four-five equal segments. Three-four of 
the sections were taught using microquestioning approach. The remaining segment was taught 
using conventional approach as described above (the students were provided with the WebCT 
lecture outlines but not the take home assignments containing the microquestions). Each of the 
learning objectives was discussed in the class. An examination was administered at the end of the 
segment and student performance was assessed. The means of the scores of different 
examinations were compared. Detail statistical analysis (analysis of variance) on this data set 
remained to be completed). 
 
Statistical analyses: 

The opinion survey data was analyzed by chi-squared test of independence. The standard 
chi-squared equation [Q2= ∑ (observed – expected)2/expected] was applied where “observed” 
stands for counts in particular cell, whereas “expected” associated with the count as well as the 
probability. As a pragmatic rule, a reasonable approximation of the distribution of Q2 is obtained 
if the expected counts are at least 5 (counts <5 are indicated). All 28 survey questions were 
analyzed applying Statistical Analysis Software (SAS) package (SAS Institute, Cary, NC). 
Student performance was compared by analyzing cumulative test scores of selected courses 
offered with or without MQA. The test scores were analyzed using SAS PROC FREQ. This 
FREQ procedure gives a frequency output in a tabular form such as chi-squared, degree of 
freedom, chi-squared statistics and likelihood ratio chi-squared (Cody and Smith 2006). 
 
Results and Discussions 
 
 The result of student survey is summarized in Table 1. A total of 239 students 
participated in the survey. Of the respondents 65% were science majors and 35% were non-
science majors (chi-square value 38.84, probability of obtaining this value is 0.0003). The 
student population consisted of 25% freshmen, 36% sophomore, 23% junior, 9% senior and 6% 
returning students. Most (but not all) students answered all 28 questions asked in the survey. 
Student survey indicated that microquestioning approach and analytical reasoning assessment 
process were new to most (~90%) of the students indicating that the students were inexperienced 
in this type of assessment (chi-square 13.03, probability 0.36). Most (~71%) students in the past 
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had lecture-only format as the major teaching tool and open-ended or short questions and quizzes 
as assessment tool. Majority of the students had textbook and internet postings as the learning 
resources but less than 10% of the students had previously experienced microquestioning type of 
resources. The data (chi-square is 10.69, probability is 0.55) implies that the students had not 
gone through a single prevalent (type of) teaching method. 
 

Question sufficiency is an important aspect of MQA. Majority (~89%) of the survey 
participants indicated that there were sufficient numbers of microquestions on each learning 
objective (chi-square value 23.9, probability 0.02). In fact 42% of the respondents indicated that 
there were too many questions (MCQ)/assignment. Half of the respondents, however, opined that 
there were just right numbers of questions per assignment. The majority of the students (~81%) 
indicated that microquestions was an effective learning tool. Although the opinion was 
marginally substantial (chi-square value 20.37, probability 0.06), about half of respondents 
(51%) opined that solving microquestions required more study time than conventional 
teaching/learning method. This later opinion was statistically relevant (Table 1, question 9) 
although the nature of the null hypothesis was unclear. The majority (76%) of the respondents 
thought that MQA helped them stay updated in the course schedule, 71% indicated that MQA 
made them study more critically and 83% indicated that MQA positively affected their class 
attendance. The above three response categories showed statistical relevance (Table 1, questions 
10, 11 and 12). The survey outcome of those three questions was encouraging to continue MQA 
as a teaching/learning tool. 
 
 Whether MQA affected student learning strategies was further assessed in the next series 
of questions. Student survey indicated that MQA had not significantly affected student seeking 
library or internet learning resources. Such outcome was unexpected and modifications were 
sought to intervene the trend (some new assignment were given that required students to consult 
internet and/or library resources). Over half (~57%) of the participants responded that MQA 
positively affected their group learning activities and made them seek peer or tutor help (chi-
square value 10.88, probability 0.12). Group learning and tutor consultation were significantly 
less prevalent among students of BIOL 1010 (non major biology) compared to students who took 
upper level courses such as MICR 260, BIOL 3550 and BIOL 4450 (data not shown). The 
majority of the students (~68%) responded that MQA helped them retain more information 
without their active pursuit to memorize the information (Table 1, question 16). This is perhaps 
an important aspect of MQA because MQA may expose multiple facets of the learning 
objectives and repeat the materials to the students. 
 
 Student perception on how MQA affected their overall performance was examined in the 
next series of questions. The majority (78%) of the students thought that they have performed 
better in the midterm examination because of microquestioning approach of learning (Table 1, 
question 17). Historical (unprocessed) data indicated that student performance increased by 
about one partial letter grade (average from C to B-) in examinations given after MQ teaching 
approach over conventional teaching approach. However, the comparison is not fully appropriate 
since different sets of students took part in the examinations and different text books and slightly 
different course contents were used in those controls. Surprisingly however, the majority (~76%) 
of the students thought that they performed equally well or better in one of the examinations that 
was given following conventional teaching methods. In reality, actual student performance was 
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poorer by as much as 10% in this particular examination (data not shown). A caveat of this 
particular examination was that the examination was given in the final week of the semester as a 
part of the final examination. It is possible that many of the students were stressed and performed 
poorly without recognizing.  
 
 A series of promises were made to the students when they committed to the courses to be 
taught applying MQA. The next series of questions assessed student opinion on whether the 
promises were kept. The majority of the students (~80%) agreed that the nature of the midterm 
and final examination was appropriate, the final examination assessed their analytical ability and 
not their ability to memorize facts and the examinations evaluated their mastery level adequately 
(Table 1, questions 19-22). The majority (62%) of the respondents also indicated that the course 
materials were not shortened because MQA was utilized (Table 1, question 23). Most 
importantly, the majority (72%) of the students thought that they have directly contributed to 
teaching the class (Table 1, question 25). This notation is supported by the fact that group 
learning was prevalent among students taking the MQA courses (Table 1, question 14).  
 
 The last series of questions in the survey tried to elicit student response on improving 
MQA. The majority (88%) of the students agreed that the instructor was knowledgeable to the 
course materials and provided adequate feedback to the students (Table 1, question 24). The 
majority (72%) of the respondents also opined that the course should be thought following the 
current format. The respondents thought that the course could be improved but there was no 
clear-cut choice on which aspect of the MQA format (Microquestioning part, Analytical 
reasoning part, Web-CT postings, the Textbook or the number and size of the examinations) 
would be modified. Finally, the majority (~80%) of the respondents agreed that they will 
certainly or probably recommend the course to other students.  
 
Table 1. Outcome of student survey on microquestioning approach of teaching and learninga 
 
Question No. Output Chi-

squared 
Statistics 

Probabi-
lity 

1. What is your 
major 

Science 
 
64.70% 

Non-
science 
35.30% 

   38.84 < 0.0001 

2. Your school 
year 

Freshman 
25.50% 

Sophomor
e 
36.20% 

Junior 
23.40% 

Senior 
8.50% 

Other 
6.40% 

41.4 < 0.0001 

3. What teaching 
approaches you 
have had in past 
courses 

Lecture 
 
 
71.80% 

Group 
learning 
 
 
4% 

Service 
learning 
 
 
4.50% 

Lecture/ 
group 
learning 
 
17.30% 

Can not 
be 
grouped 
 
2.50% 

13.03 0.360 

4. What 
assessment 
methods you have 
had in past 
coursesb 

Open-
ended 
questions/ 
essay type 
answers 
29.60% 

Objective 
questions 
(Scantron 
answers) 
20.40% 

Quizzes 
(Scantron 
answers) 
 
38.80% 

MQA/(an
alytical 
reasoning 
final) 
 
9.60% 

None of 
the above 
methods 
 
 
1.60% 

103.3 < 0.0001 

5. What learning 
aids you received 

Text book 
only 

Internet 
postings 

Homewor
k 

Outside 
internet 

Other (not 
listed 

10.69 0.55 
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in past coursesb  
 
33.80% 

 
22.80% 

assignmen
ts 
 
28.40% 

resources 
11% 

here) 
 
4% 

6. There were 
multiple MQ on 
each learning 
objective 

Strongly 
agree 
 
 
44.20% 

Somewhat 
agree 
 
44.7 

Somewhat 
disagree 
 
7.50% 

Strongly 
disagree 
 
3.50% 

No answer 
recorded 
 
0.8% 

23.94 0.02 

7. The number of 
MQ/assignment 
was 
 

Too many 
 
 
 
42.40% 

Just 
appro-
priate 
number 
50.90% 

Slightly 
below the 
mark 
 
4.80% 

Quite 
below the 
mark 
 
1.30% 

Totally 
inade-
quate 
 
0% 

26.49 0.009 

8. MQ was more 
effective than 
conventional 
study resources 

Strongly 
agree 
 
 
26% 

Somewhat 
agree 
 
55.30% 

Somewhat 
disagree 
 
14% 

Strongly 
disagree 
 
4.70% 

No answer 
recorded 
 
0.40% 

20.37 0.06 

9. Solving MQ 
consumed 
excessive study 
time 

Strongly 
agree 
 
 
14.60% 

Somewhat 
agree 
 
36% 

Somewhat 
disagree 
 
38.60% 

Strongly 
disagree 
 
10.70% 

No answer 
recorded 
 
0.8% 

33.78 0.0007 

10. MQ helped 
you kept up-to-
date in class 
preparations 

Strongly 
agree 
 
 
34.60% 

Somewhat 
agree 
 
42.30% 

Somewhat 
disagree 
 
17% 

Strongly 
disagree 
 
6% 

No answer 
recorded 
 
1.27% 

19.17 0.08 

11. MQ made you 
study more and 
more critically 

Strongly 
agree 
 
22.00% 

Somewhat 
agree 
49.40% 

Somewhat 
disagree 
21% 

Strongly 
disagree 
8% 

No answer 
recorded 
0.8% 

19.85 0.069 

12. MQ increased 
your class 
attendance rate 

Strongly 
agree 
42.60% 

Somewhat 
agree 
40.90% 

Somewhat 
disagree 
12% 

Strongly 
disagree 
5% 

No answer 
recorded 
1.27 

35.08 0.0005 

13. MQ 
encouraged you 
use library and 
internet resources 

Strongly 
agree 
 
22.40% 

Somewhat 
agree 
 
30.90% 

Somewhat 
disagree 
 
25% 

Strongly 
disagree 
 
22% 

No answer 
recorded 
 
0.8% 

39.77 < 0.0001 

14. MQ 
encouraged you in 
group learning 
activities 

Strongly 
agree 
 
27.7 

Somewhat 
agree 
 
29.4 

Somewhat 
disagree 
 
26.4 

Strongly 
disagree 
 
16.6 

No answer 
recorded 
 
1.27% 

10.88 0.01 

15. MQ made you 
seek peer/tutor 
helpc 

Strongly 
agree 
 
23.80% 

Somewhat 
agree 
32.30% 

Somewhat 
disagree 
30% 

Strongly 
disagree 
14% 

No answer 
recorded 
0.4% 

18.16 0.11 

16. MQ helped 
retain contents 
without active 
effort to memorize 

Strongly 
agree 
 
13.90% 

Somewhat 
agree 
 
54.40% 

Somewhat 
disagree 
 
23.60% 

Strongly 
disagree 
 
8.00% 

No answer 
recorded 
 
0.4% 

19.79 0.07 

17. MQ helped 
you doing well in 
mid-term exams. 

Strongly 
agree 
15.60% 

Somewhat 
agree 
63.20% 

Somewhat 
disagree 
14.30% 

Strongly 
disagree 
6.90% 

No answer 
recorded 
0.8% 

27.54 0.0064 
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18. How you did 
in last section that 
did not use MQ 
approachc 

Much 
better than 
other 
exams 
10.90% 

Better 
than other 
exams 
 
24.30% 

About 
same as 
other 
exams 
41.30% 

Less well 
than other 
exams 
 
18.70% 

Much less 
well than 
other 
exams 
4.80% 

39.98  < 0.0001 

19. Final exam 
tested analytical 
reasoning ability, 
not memory 

Strongly 
agree 
 
36.90% 

Somewhat 
agree 
 
50.40% 

Somewhat 
disagree 
 
10.20% 

Strongly 
disagree 
 
1.70% 

No answer 
recorded 
 
0.80% 

17.18 0.014 

20. Number of 
questions and size 
of midterm exams 
were 

Perfectly 
appro-
priate 
 
14.00% 

Quite 
appro-
priate 
 
70.80% 

Too 
extensive/ 
inappro-
priate 
13.10% 

Too short/ 
inappropri
ate 
 
0.80% 

Highly 
inade-
quate 
 
1.80% 

15.67 0.20 

21. Number of 
questions and size 
of final exam. 
were 

Perfectly 
appro-
priate 
 
27.80% 

Quite 
appro-
priate 
 
59.10% 

Too 
extensive/ 
inappro-
priate 
11.00% 

Too short/ 
inappro-
priate 
 
0.40% 

Highly 
inade-
quate 
1.7% 

14.45 0.27 

22. The final exam 
adequately 
assessed your 
mastery  

Strongly 
agree 
 
14.20% 

Somewhat 
agree 
 
56.20% 

Somewhat 
disagree 
 
21.00% 

Strongly 
disagree 
 
6.90% 

No answer 
recorder 
 
1.70% 

14.68 0.25 

23. MQ caused the 
instructor cover 
less amount of 
contentsc 

Strongly 
agree 
 
11.40% 

Somewhat 
agree 
 
27.10% 

Somewhat 
disagree 
 
35.60% 

Strongly 
disagree 
 
17.40% 

No answer 
recorded 
 
8.50% 

51.14 < 0.0001 

24. The teacher 
was knowledge-
able and provided 
feedback 

Strongly 
agree 
 
61.80% 

Somewhat 
agree 
 
26.40% 

Somewhat 
disagree 
 
8.30% 

Strongly 
disagree 
 
2.90% 

No answer 
recorded 
 
0.80% 

19.45 0.0002 

25. You have 
contributed in 
teaching/learning 
in the course 

Strongly 
agree 
 
 
22.80% 

Somewhat 
agree 
 
49.10% 

Somewhat 
disagree 
 
19.80% 

Strongly 
disagree 
 
6.00% 

No answer 
recorded 
 
2.2% 

23.58 0.02 

26. The course 
should be taught 
following current 
(MQ) approach 

Strongly 
agree 
 
29.30% 

Somewhat 
agree 
 
42.24% 

Somewhat 
disagree 
 
20.70% 

Strongly 
disagree 
 
7.80% 

No answer 
recorded 
 
1.3% 

21.36 0.045 

27. What should 
be modified to 
improve the 
courseb 

MQ 
approach 
 
 
23.90% 

Analytical 
reasoning 
approach 
 
24.30% 

The 
WebCT 
postings 
 
18.80% 

The 
Textbook 
 
 
26.40% 

The 
number 
and size 
of exams. 
6.50% 

35.77 0.004 

28. You will 
recommend this 
course to other 
students 

Most 
certainly 
recom-
mend 
22.30% 

Certainly 
recom-
mend 
 
27.30% 

Probably 
recom-
mend 
 
31.1 

Probably 
not 
recom-
mend 
15.50% 

Certainly 
not 
recomm-
end 
3.80% 

34.2 0.006 

a- a total of 239 students responded the survey.  
b- Students choose more than one items in the category 
c- There was a marked difference in response choices between Biol 1010: General biology, and 
MICR 2060: Microbiology for health professions students 
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 No observable trend emerged when the cumulative (final) scores of BIOL 1010: General 
Biology and MICR 2060: Microbiology for Health Professions taught using conventional and 
MQA formats were compared (Table 2). The courses offered without MQA are historical 
controls (offered before MQA was conceived) and not pre-planned controls. There were several 
variations (including different group of students, different text books, different semesters and 
different part of the days when the courses were offered) in the offering of the courses. Difficulty 
in designing appropriate controls in education research is a common problem (Fraenkel and 
Wallen, 1999). Returning to conventional teaching methods in order to gain more valid control 
data set was not feasible because of several reasons. A good number of students enrolled in the 
courses hoping that the courses will be offered using MQA. Some students informally reported 
that they learn the subject better after solving the microquestions. Finally, the instructor strongly 
felt that MQA approach had positive effect on student learning and going back to conventional 
teaching posed an ethical dilemma.  
 
 Despite the enthusiasm among some students regarding MQA, a major problem of 
analyzing the cumulative score was students dropping the courses after the valid drop date. 
Removing those (mid-semester drop) data points was problematic (and not done here) because 
the difficulty level of the courses and/or the methodologies applied in teaching the courses might 
have affected the dropping of the courses. Further analysis (analysis of variance) of the data set 
is currently underway. 
 
Table 2. Comparison of final scores of courses taught using conventional and microquestioning 
approaches 
 Semester/ 
Course 

Mode of 
teaching 

N0. of 
Student 
(N) 

Mean score Standard 
deviation 

Range 

Fall 2005 
BIOL 1010 

Conventional 88 480.9 152.6 86-676 

Summer 2006 
BIOL 1010 

MQA 45 462.2 136.9 66-627 

Fall 2006 
BIOL 1010 

MQA 67 456.1 73.5 250-579 

Fall 2003 
MICR 2060 

Conventional 30 787.0 157.2 146-935 

Spring 2004 
MICR 2060 

Conventional 35 752.1 115.1 523-937 

Fall 2005 
MICR 20260 

Conventional 30 787.0 157.2 146-935 

Fall 2006 
MICR 2060 

MQA 22 806.2 62.1 638-925 

Spring 2006 
MICR 2060 

MQA 37 776.1 152.8 121-958 

Spring 2007 
MICR 2060 

MQA 18 750.5 170.5 182-981 

 
 Although student response and student satisfaction on MQA was encouraging, we noted 
several problems in applying MQA. Designing sufficient numbers of microquestions was time- 
consuming yet the questions may loose relevance with the change of text books. Trapped in a 
particular textbook is unacceptable but avoiding textbook is not always helpful or even feasible. 
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Solving microquestions may cause time-constraints to slow-reader student groups and students 
may simply copy answer sheets from peers and obtain higher grades. It was also noticed that 
many students were not solving MQA assignments prior to attending classes as instructed. We 
are currently debating and trying to solve these and other problems of microquestioning 
approach of teaching. 
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Appendix I: Sample of microquestions 
Course MICR 2060: Microbiology for Health Professions, Learning objective: Allergy 

 
1. Al Rhazes, an 8th Century Iranian physician, reported for the first time that some rose-lovers develop rhinitis and 
hay fever after smelling roses. Al Rhazes was actually reporting ______ 
 A. Type I hypersensitivity     B. Type II hypersensitivity  

C. Type III hypersensitivity   D. Type IV hypersensitivity 
 

2. An IgE response was induced by an antigen in a person. The same antigen may induce ______response(s) in 
another person? 
 A. IgM    B. IgA   C. IgG   
 D. IgM and IgA   E. IgM, IgA or IgG 
 
3. Some people do not have allergy. Those people lack IgE type of antibody. 
 A. True      B. False 
 
4. Which of the following would eliminate type I hypersensitivity altogether? 
 A. Low levels of IgE present   B. Mast cells and basophils lack Fc receptors for IgE 
 C. The person live in germ-free environment  D. All food items are autoclaved 
 
5. Which of the following events is considered sensitization? 
 A. A person inhaled the allergen (antigen)  B. Initial production of IgE 
 C. IgE binding Fc receptor on mast cells  D. Allergen binding receptor-bound IgE 
 E. Degranulation of mast cells 
 
6. A mast cell has only one IgE bound on its surface. Can an allergen induce Degranulation of the cell? 
 A. yes      B. No 
 
7. Cross-linking of IgE on mast cells causes the cell to degranulate. Degranulation is _____ 
 A. Release of chemical crystals present in the cytoplasm 
 B. Phagocytosis of pollen and other allergens by the cell 
 C. Fusion of chemical-filled microsomes with plasma membrane 
 
8. Allergy involves all of the following EXCEPT____ 
 A. Vasodilation   B. Smooth muscle constriction  C. Inflammation 
 D. Excess mucous secretion E. TC cell activation 
 
9. Which of the following allergens would cause anaphylactic shock? 
 A. Ragweed pollen (inhaled)  B. House mite (inhaled)  C. Bee venom (injected) 
 D. Peanut butter (chewed, not ingested) E. All of The above 
 
10. All of the following are involved in allergy vaccine EXCEPT______  
 A. Repeated exposure to allergen to induce IgG response to the allergen 
 B. Abundant IgG removes the allergen from the body 
 C. Cell-bound IgE molecules fail to find allergen to bind 
 D. Allergy sufferers are given live helminth parasites to ingest 
 E. A library of allergens injected under skin of the allergy sufferer 
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Appendix II: A Sample of Reading Comprehension (Analytical Reasoning) questions  
(Course Biol 1010: General Biology) 

Protein moving to center stage (Source: Harvard School of Public Health: 
http://www.hsph.harvard.edu) 

Surprisingly little is known about protein and health. We know that adults need a minimum of 1 gram of protein for 
every kilogram of body weight per day to keep from slowly breaking down their own tissues. That's about 9 grams 
of protein for every 20 pounds. Beyond that, there's relatively little solid information on the ideal amount of protein 
in the diet, a healthy target for calories contributed by protein, or the best kinds of protein. 

 Around the world, millions of people don't get enough protein. Protein malnutrition leads to the condition 
known as kwashiorkor. Lack of protein can cause growth failure, loss of muscle mass, decreased immunity, 
weakening of the heart and respiratory system, and death. In the United States and other developed countries, getting 
the minimum daily requirement of protein is easy. Cereal with milk for breakfast, a peanut butter and jelly sandwich 
for lunch, and a piece of fish with a side of beans for dinner adds up to about 70 grams of protein, plenty for the 
average adult. 

 Can you get too much protein? Digesting protein releases acids that the body usually neutralizes with 
calcium and other buffering agents in the blood. Eating lots of protein, such as the amounts recommended in the so-
called low-carb or no-carb diets, takes lots of calcium. Some of this may be pulled from bone. Following a high-
protein diet for a few weeks probably won't have much effect on bone strength. Doing it for a long time, though, 
could weaken bone. In the Nurses' Health Study, for example, women who ate more than 95 grams of protein a day 
were 20 percent more likely to have broken a wrist over a 12-year period when compared to those who ate an 
average amount of protein (less than 68 grams a day (1). Although more research is clearly needed to define the 
optimal amount of daily protein, these results suggest that long-term high-protein diets should be used with caution, 
if at all. The Bottom Line recommendation for protein intake: 

Get a good mix of proteins. Almost any reasonable diet will give you enough protein each day. Eating a variety of 
foods will ensure that you get all of the amino acids you need. 

Pay attention to the protein package. You rarely eat straight protein. Some comes packaged with lots of unhealthy 
fat, like when you eat marbled beef or drink whole milk. If you eat meat, steer yourself toward the leanest cuts. If 
you like dairy products, skim or low-fat versions are healthier choices. Beans, soy, nuts, and whole grains offer 
protein without much saturated fat and with plenty of healthful fiber and micronutrients. 

Balance carbohydrates and protein. Cutting back on highly processed carbohydrates and increasing protein 
improves levels of blood triglycerides and HDL, and so may reduce your chances of having a heart attack, stroke, or 
other form of cardiovascular disease. It may also make you feel full longer, and stave off hunger pangs. Too much 
protein, though, could weaken bones. 

Eat soy in moderation. Soybeans, tofu, and other soy-based foods are an excellent alternative to red meat. But don't 
go overboard. Two to four servings a week is a good target. And stay away from supplements that contain 
concentrated soy protein or soy extracts, such as isoflavones. Larger amounts of soy may soothe hot flashes and 
other menopause-associated problems, but the evidence for this is weak. 

1. Body weight of a person is 120 pounds (1 pound is 0.453 kilogram). What is the minimal amount of protein the 
person needs in order to prevent wasting of body muscle. 
 A. 120 ounces   B. 120 grams  C. 0.453 kilograms 
 D. 54 grams   E. 54 kilograms 
 
2. According to the information given, which of the following is a signs of kwashiorkor? 
 A. Growth failure   B. Loss of muscle mass 
 C. Decreased immunity  D. Weakening of heart and respiratory systems 
 E. All of the above 
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3. According to the information given, long-term high protein diet could be associated with ____ 
 A. Obesity     B. Hyper-acidity and gastric ulcer 
 C. Loss of calcium leading to bone fracture  D. Baldness (hair loss) 
 
4. According to the bottom line recommendations, one should "get a good mix of proteins". Why? 
 A. All protein foods have all the amino acids  
 B. Some protein foods may have harmful amino acids 
 C. Some protein foods may be poor in certain amino acids 
 D. Some protein food may lack vitamins  
  
5. "Pay attention to the protein package". (Here package means the detail of contents). Why one should pay attention 
to the package? 
 A. Protein food items generally do not come as 'protein only' food item 
 B. Some protein food items may contain high levels of saturated fats 
 C. Vegetable proteins contain high concentrations of lipid and cholesterol 
 D. Both A and B 
 E. Both B and C 
 
6. In the "Balance carbohydrates and protein" recommendation, the processed carbohydrate probably means____ 
 A. Purified protein   B. Cream/dairy 
 C. Whole grain cereal   D. Fine flour/refined sugar 
 
7. "Larger amounts of soy may soothe hot flashes -----". The statement could be true if one of the following 
statements is also true. The statement is _______ 
 A. Soy contains a lot of proteins 
 B. Soy contains a lot of unsaturated fat 
 C. Soy contains female sex hormone-like substances 
 D. Soy contains male sex hormone-like substances 
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Appendix III 
 

A Survey on Micro-questioning and Analytical Reasoning in Teaching and Learning 
(The survey was approved by the Institutional Review Board of the Utah Valley State College. The preamble present 

in the original survey questionnaire is removed). 
 

Definitions 
 
Essay-type questions: answers that requires you to write one or more paragraphs 
Objective questions: answers can be written in a few sentences (Scantron answer sheets can not be used) 
Quizzes: small tests (few questions usually involving short objective questions) 
Micro-questioning: many multiple-choice questions (MCQ) on each learning objectives  
Analytical reasoning questions: One or the other type of questions using unseen materials (not present in the 
assigned texts or other reading materials) as the basis of the tests, require deducing relationships among given 
information in some reading materials  
Homework assignment: any type of assigned problems intended to be solved outside classroom (class time) 
 
Please read each question and record your response by darkening/crossing appropriate circle. 
Please darken or cross only one circle for each question unless otherwise indicated. 
 
1. You consider yourself a _______ 
 A. Science Major   B. Health/Nursing Major  C. Non-Science Major 
 D. Undecided   E. Other ____________ 
 
2. You consider yourself a _______ 
 A. Freshman   B. Sophomore   C. Junior 
 D. Senior   E. Other _____________  
 
3. Most of the college courses you have taken uses______ as the major tool of teaching. 
 A. Lecture format   B. Group learning format  C.. Service learning format 
 D. Lecture/group format  E. Can not be classified 
 
4. Most of the college courses you took assessed student performance by ______ 
(see definitions on the front page) 
 A. Written tests & Essays    B. Objective questions using Scantrons 
 C. Quizzes and objective questions using Scantrons D. Microquestioning/analytical reasoning questions 
 E. None of the above 
 
5. What types of learning aids you received in the majority of the college courses you have taken (mark all items 
that apply)________ 
 A. Text book only  B. Internet postings  C. Homework assignments 
 D. Outside (internet) resources E. Other _________________ 
 
6. Majority of the micro-questioning assignments used in the present course contained multiple questions on each of 
the learning objectives.  
 A. Strongly Agree  B. Somewhat agree  C. Somewhat disagree 
 D. Strongly disagree  E. No response 
 
7. The total number of micro-questions present in majority of the assignments was _____ 
 A. Too many   B. Just right in number  C. Slightly bellow the mark 
 D. Quite bellow the mark  E. Totally inadequate 
 
8. By solving the micro-questioning assignments, you mastered the learning objectives more efficiently than by 
studying the subject matter just by conventional methods. 
 A. Strongly Agree  B. Somewhat agree  C. Somewhat disagree 
 D. Strongly disagree  E. No response 
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9. Solving the micro-questioning assignments consumed more time than the amount of time you needed to master 
the learning objectives to the same extent using convention learning methods. 
 A. Strongly Agree  B. Somewhat agree  C. Somewhat disagree 
 D. Strongly disagree  E. No response 
 
10. The micro-questioning assignments encouraged/made you finish studying the relevant chapters of the text book 
on time and prevented you from falling behind. 
 A. Strongly Agree  B. Somewhat agree  C. Somewhat disagree 
 D. Strongly disagree  E. No response 
 
11. The micro-questioning assignments encouraged/made you to study more (longer periods) and with more 
intensity (critically). 
 A. Strongly Agree  B. Somewhat agree  C. Somewhat disagree 
 D. Strongly disagree  E. No response 
 
12. The micro-questioning assignments positively affected your class attendance. 
 A. Strongly Agree  B. Somewhat agree  C. Somewhat disagree 
 D. Strongly disagree  E. No response 
 
13. The micro-questioning encouraged/made you to use additional learning resources such as library references and 
internet resources.  
 A. Strongly Agree  B. Somewhat agree  C. Somewhat disagree 
 D. Strongly disagree  E. No response 
 
14. The micro-questioning encouraged/made you to take part in group learning more often than you generally do. 
 A. Strongly Agree    B. Somewhat agree 
 C. Somewhat disagree    D. Strongly disagree 
 E. No response 
 
15. The micro-questioning encouraged/made you to get help from peers/tutors more often than you generally do. 
 A. Strongly Agree  B. Somewhat agree  C. Somewhat disagree 
 D. Strongly disagree  E. No response 
 
16. The micro-questioning assignment made you familiar with most of the key concepts and helped you memorize 
the concepts without your active effort to do so. 
 A. Strongly Agree    B. Somewhat agree 
 C. Somewhat disagree    D. Strongly disagree 
 E. No response 
 
17. The mid-term examinations mingled the micro-questions (present in the assignments) effectively and reinforced 
learning. 
 A. Strongly Agree  B. Somewhat agree  C. Somewhat disagree 
 D. Strongly disagree  E. No response 
 
18. The last three chapters were taught using conventional lecture format and short critical questions/scantron 
method of evaluation. How you think you performed in the examination covering the last three chapters of the text 
book compared to the other chapters tested previously? 
 A. Much better than the other exams  B. Better than the other exams 
 C. About the same as the other exams  D. Less than the other exams 
 F. Much less than the other exams 
  
19. The final examination tested your analytical reasoning ability and not your ability to memorize facts. 
 A. Strongly Agree  B. Somewhat agree  C. Somewhat disagree 
 D. Strongly disagree  E. No response 
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20. The number of questions and the volume (size) of the midterm examinations were___ 
 A. Perfectly appropriate   B. Quite appropriate C. Too extensive/inappropriate 
 D. Too short/inappropriate   E. Highly inadequate/ inappropriate 
 
21. The number of questions and the volume of the final examination was _____ 
 A. Perfectly appropriate   B. Quite appropriate C. Too extensive/inappropriate 
 D. Too short/inappropriate   E. Highly inadequate/ inappropriate 
 
22. The final examination adequately assessed your mastery of the subject. 
 A. Strongly Agree  B. Somewhat agree  C. Somewhat disagree 
 D. Strongly disagree  E. No response 
 
23. The teacher would have covered the text book and the curriculum more extensively and completely had he not 
use the micro-questioning/ analytical reasoning approach. 
 A. Strongly Agree  B. Somewhat agree  C. Somewhat disagree 
 D. Strongly disagree  E. No response 
 
24. The teacher was knowledgeable to the subject and was able to provide feedback whenever asked. 
 A. Strongly Agree  B. Somewhat agree  C. Somewhat disagree 
 D. Strongly disagree  E. No response 
 
25. You have contributed in teaching and learning the subject materials while taking this course? 
 A. Strongly Agree  B. Somewhat agree  C. Somewhat disagree 
 D. Strongly disagree  E. No response 
 
26. The course should be taught following the current (micro-questioning) format of teaching/learning. 
 A. Strongly Agree    B. Somewhat agree 
 C. Somewhat disagree    D. Strongly disagree 
 E. No response 
 
27. If you like to see some modifications to the course and the way it is taught, which of the following would you 
suggest modifying? Please mark any option that applies. 
 A. Microquestioning approach   B. Analytical reasoning approach 
 C. Web-CT postings    D. The textbook 
 E. The number and size of the examination 
 
Other suggested modifications (please print)__________________________________________ 
______________________________________________________________________________ 
 
28. Will you recommend this course to other students? 
 A. Most certainly recommend B. Certainly recommend  C. Probably recommend 
 D. Probably not recommend E. Certainly not recommend 
 
Any other comments or suggestions_________________________________________________ 
______________________________________________________________________________ 
 

Thank you very much for your contributions in developing this course 
 
 

End 
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One More Time: Do Principals Make a Difference? 
Principal Leadership and its Relationship to 

 Selected Qualities of School Effectiveness in Five Schools 
 

Patrick Renihan, Professor 
Educational Administration, University of Saskatchewan 
___________________________________________________________________________________ 

Abstract 

One of the common themes emerging from the school effectiveness research over past two 
decades has been  the centrality of in-school leadership to school success (Renihan, 1999; Sergiovanni, 
1991). As Hawley & Eckman (1997) have pointed out, “A terrific principal can dramatically change what 
happens in a school.” Portin & Shen (1998) sustained this sentiment by suggesting that although new 
models of shared leadership and teacher empowerment have cast responsibilities more widely, the 
principal remains the singular individual at the nexus of leadership within the school. This places a 
significant onus of responsibility squarely upon the shoulders of the principal, who is increasingly called 
upon to adapt to new roles and changing bodies of knowledge such as those relating to change processes, 
student learning, professional communities, and parental engagement. There is compelling evidence to 
suggest that these issues are prevalent in schools throughout the world (Philips, Raham & Renihan, 2006). 

 Recent studies point, however, to the tendency of managerial responsibilities to overshadow the 
leadership role of the principal. Thus the questions remain in the context of school effectiveness: How 
effective are principals perceived to be? How do their qualities (assumption of responsibility, availability, 
distribution of leadership, overall effectiveness) relate to key aspects of the life of their schools (school 
climate, academic emphasis, parental engagement, student involvement in school life)? 

 In this paper, the findings from effectiveness studies of five schools are examined in order to 
determine common issues regarding the principal’s role in school effectiveness. Each of the five schools 
was studied, using a school effectiveness review process designed by the Saskatchewan Educational 
Leadership Unit (Renihan & Sackney, 2001). These reviews were designed to provide school 
professionals and their communities with a snapshot of their schools as perceived by their various 
stakeholder groups. A variety of procedures was used to gather information, including site visits, 
observations, surveys of staff, student and parent opinions, individual interviews and focus groups, and 
documentary analysis. Through a research synthesis of the findings of these studies, this paper examines 
some of the ways in which leadership relates to the successes (and problems) of the five schools in the 
areas of academic work, professional empowerment, parental engagement and student involvement in 
school life. 

 The paper provides some elaboration on the generalized perspectives that have recently emerged 
regarding leadership and school effectiveness. It also shares an approach to reviewing school 
effectiveness, with description and examples of its related rationale, process, and instrumentation. 
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Introduction 

Schools are undergoing profound changes as a result of rapid societal change and systemic 

educational reforms designed to prepare all students for success in the knowledge economy. Experts 

everywhere agree that a cadre of strong school leaders is needed to accomplish this transformation. 

Indeed, Fullan argues that “school leadership is not only the key to school improvement but also to 

system improvement” (2003, p. 48). 

In a recent international examination of the role of the principal by this writer and others (Philips, 

Raham & Renihan, 2006), a review of an extensive body of research on the complementary and often 

competing management and leadership functions of the principal revealed several recurring elements  

found to constitute effective leadership in schools. These are: a sense of vision and purpose, participative 

orientation to change, instructional leadership, attention to quality teaching, emphasis on academic goals 

that maximize learning time, and the use of monitoring and evaluation systems. Hill (in Tucker & 

Codding [eds], 2002), summarizes the international consensus on the roles, capabilities and knowledge 

required of the principal leaders as having three domains: leading and managing change, motivating and 

managing people, and designing and aligning systems, processes and resources. 

Perhaps the most significant trend in the literature related to school leadership in recent years has 

been toward the development of collaborative cultures, based upon a philosophy of professional 

interdependence championed by Judith Little (1982) and further advanced by Fullan and Hargreaves 

(1991), DuFour (2001) and others. The distributive leadership theory suggests leadership is not the sole 

purview of the administrator. As a collaborative leader, the principal convenes coalitions of individuals, 

organizations and institutional resources to accomplish targeted objectives to improve educational 

outcomes (Rubin, 2002). On the instructional leadership element, Fullan (2001a) suggests the quality of 

instructional leadership may ultimately be gauged by the degree of intrinsic commitment it generates in 

others. Barth (1990) noted increased specialization supports the need for teachers to exercise leadership in 

their field of expertise, and that principals must assist them to acquire necessary leadership skills. 

Leithwood (1998) describes this function as the management of empowerment. On this point, Silns & 

Mulford (2002) report student outcomes are more likely to improve when leadership sources are broadly-

based and teachers empowered. 

 Effective schools invariably have effective leaders who are a visible and active presence in the 

school. They display common leadership qualities of assertiveness, willingness to assume responsibility, 

high standards for staff and students, personal vision, expertise, role modeling, and strength of character. 

Effective leadership, however, does not reside solely in one or two people. It is also a team quality and is, 
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therefore, a reflection of the professional staff and how its members are empowered through a culture of 

shared vision and shared decision-making. The opportunities for, and acceptance of, leadership among 

staff members is an important consideration in achieving school effectiveness. In sum, leadership in 

effective schools is shared, collaborative, and empowering. 

There is plenty of evidence to affirm that good principals make a very great difference. Many 

studies across different countries have found evidence of the crucial role that principals can play in 

improving teaching and learning (Brighouse & Woods, 1999; Bryk et al., 1998; Day et al., 2000; 

Donaldson, 2001; Elmore, 2000; Henchey, 2001; Leithwood, 2000). These researchers and others found 

that when in-school conditions and processes were held constant, leadership variables had a significant 

effect on changes in teachers, programs, instruction, and student outcomes.  Gonzalez et al. (2002) 

identified over 60 pertinent studies including theoretical and field research of the principal’s impact on 

student achievement.   

The above-mentioned research has given substance to the long-standing conventional wisdom 

that principals make a difference, but the extension of this line of thinking to the actual interactions and 

daily work of principals remains an important research need. What do effective principals do? What is the 

nature of their interactions with parents, teachers and students? What aspects and dynamics of their work 

are most closely associated with student learning?  How is school spirit seen to be influenced by general 

school leadership? In what respects is the work of the principal related to the quality of teacher work life, 

empowerment, and the quality of trust that prevails among adults in the school? The following discussion, 

based upon reviews of stakeholder opinions about their schools, addresses some specific means by which 

five principals in varying school contexts have addressed these questions. 

The Schools and the Review Process 

Each of the five schools, which are the subjects of this paper, was reviewed using the school 

effectiveness review process devised for that purpose by the Saskatchewan Educational Leadership Unit 

(Renihan & Sackney, 2001). Two of the schools were high schools, serving  grades 7-12, two were 

elementary schools (one of them designated as a community school), and one was a K-12 school based in 

a rural community.  The schools varied in size, with total enrolments ranging from 300 to 550 students. 

   Ten characteristics which continue to be a significant part of the school effectiveness literature, 

and which are represented consistently and purposefully in good schools, formed the basis for each 

review. They are: 

1. A consistent and clear sense of vision and purpose shared by all stakeholders; 
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2. Assertive, visible and positive leadership; 

3. Conscious attention to a positive, caring school environment; 

4. Emphasis on academic skills; 

5. A collaborative professional community of teachers; 

6. Appropriate and high learning expectations held for students; 

7. Consistent and fair feedback on student performance; 

8. Active and positive parental engagement; 

9. Focused provision for student involvement in the life of their school; 

10. Provision of an attractive, well-maintained physical environment. 

The school effectiveness reviews that were the focus of this analysis were conducted between 

January 2005 and April 2007. They were designed to provide these schools and their respective 

communities with a picture of their schools as perceived by all the major groups associated with them. 

They were also designed to provide stakeholder groups with the opportunity to become involved in 

thinking about their school and its future, and to celebrate education in their community.  

Data Collection Techniques 

In each school, a variety of data gathering procedures was used including site visits, observations, 

surveys of staff, students, administration and parents, interviews and focus group sessions with teachers, 

paraprofessionals, support staff, students and parents. Reviews of numerous documents were also 

conducted. These techniques and approaches to their analysis are described briefly in the sections that 

follow. 

   Site Visits.  In order to obtain a picture of how the school works, site visits were undertaken. 

These involved general observations of classrooms, the facility, and several ‘walkabouts’ of the entire 

school and grounds by the Review Team. On-site visits were made in order to provide an orientation for 

the staff and school administration to the various aspects and processes of the Review. A second visit by 

Review Team members was made for the purposes of administering the School Effectiveness Survey, 

viewing the school facilities, interviewing staff, students and parents, and conducting focus groups. At 

these times, informal discussions were held with students, teachers and administrators and staff regarding 

various aspects of school life.  

Surveys.  The School Effectiveness Survey was administered to all students, teachers, staff, 

educational assistants and parents/guardians. All surveys addressed the same school effectiveness 
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variables, but the number of items and wording varied according to maturity level and context of each 

respondent group. Responses varied with school context, but the average response rate was over 

90% for students and staff, and 50% for parents.                        

Interviews. Individual interviews were held with the principal, vice principal, 

teachers/paraprofessionals, secretaries, caretakers, and parents randomly selected by the review 

team. Focus group interviews were also held with groups of parents and students. The interviews were 

structured in such a way that the interview questions were common across sub-groups. Opportunity was 

afforded for individuals to elaborate as they wished concerning their own experiences and views about the 

school.  

Document Review.  Data pertaining to classroom and school populations, parents and staff, 

school programs, procedures and policies, attendance, minutes of meetings, and sample communications 

were derived from documents and information supplied by the administration and staff. These materials 

were valuable in supplementing and clarifying the picture of aspects of school life captured in the 

interviews and surveys.  

Data Analysis and Presentation    

Survey data were collated and analyzed by computer and the results were presented in the form of 

frequencies and percentages for each statement and category. A four-point scale ranging from ‘1’ for 

‘strongly disagree’ to ‘4’ for ‘strongly agree’ was used for Grade 7 - 12 Students, Parents/Guardians, 

Teachers, and Educational Assistants/Support Staff. The ‘agree’ and ‘strongly agree’ rankings were 

aggregated for each statement as were the ‘disagree’ and ‘strongly disagree’ categories.  

 Data from the interviews, focus groups, and written comments in the surveys were collated 

thematically, content analyzed, and, together with the observation data, combined to provide a review of 

the school according to each school effectiveness ‘correlate.’ Other documents were subjected to content 

analysis. A number of actual verbatim comments from the respondents are included in the reports. These 

comments, selected from the verbatim and interview data, were used to illustrate the perceptions of 

respondents and to provide additional perspectives on the survey data. The description of the school 

effectiveness attributes is generic and is represented in common format for every school effectiveness 

review.  
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Aspects of School Life Examined 

For the purposes of this synthesis, five of the ten correlates were selected from each report for analysis. 

These included aspects of the professional community, school environment, academic emphasis, parent 

involvement and student involvement. These areas are introduced below. 

The Professional Community 

Much research on school effectiveness has been devoted to the concept of teachers working as a 

community of professionals. In particular, careful attention is given to the nature of staff collaboration, 

the opportunities for continuous teacher learning, and the extent of professional development initiatives. 

As well, the extent to which teachers jointly plan, engage in dialogue and discourse on teaching and 

learning, share their mental models, develop a shared sense of vision and purpose, are important 

determinants of student learning.  

 In recent years, numerous writers on school effectiveness have devoted serious attention to the 

professional community within the school, and its implications for collaborative cultures, as a significant 

enabling factor in school effectiveness. Following the work of Judith Little (1987) in clarifying the nature 

of professional collaboration, Barth (1990), Sergiovanni (1994), and Fullan and Hargreaves (1991), have 

shed light on the dynamics of this important dimension. This quality has also been related by writers such 

as Rosenholtz (1989) to an attitude of continuous self-renewal that becomes an integral part of school life. 

Most recently, Dufour (2001) has done significant work in demonstrating the value and the nature of 

professional learning communities as vehicles for enhancing student learning. 

The reviews explore perceptions relating to ten indicators of professional community. For our purposes, 

teacher perceptions relating to three of these indicators were analyzed: 

• The general quality of their work life; 

• The level of trust that exists among adults within the school; and 

• The degree of empowerment they experience in their work. 

 

Caring and Respectful School Environment 

In effective schools, concerted attention is devoted to the creation and maintenance of a safe, caring 

environment that is conducive to learning. This includes the establishment of a climate in which students 

can enjoy school and the various relationships they experience within it. It relates, in turn, to the nature of 

school rules, school discipline, how people get along with each other, and the overall school spirit which 

prevails. In these contexts, very specific regulations and guidelines are laid down and they are clearly 

understood by everyone. 
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The surveys seek perceptions regarding nine indicators of a caring, respectful school climate. For the 

purposes of this paper, data concerning three of these were examined: 

• The extent to which a caring atmosphere is perceived to prevail; 

• The quality of school spirit perceived to exist; and 

• The extent to which the school is believed to be a safe place to be. 

Responsive Curriculum and Instruction:  Academic Emphasis 

One of the crucial concerns for any school is its emphasis on academic work as a continuing 

priority. Effective schools are distinguished by a marked focus on high student achievement and it is 

reflected in the amount of school time and professional energy devoted to it. Time-on-task is maximized 

and homework is assigned regularly and used as a basis for remediation. Effective schools provide 

programs that meet the learning needs of their student clientele. Adequate attention is devoted to the basic 

skills of reading, writing, and computing. Students are taught to think critically, to communicate 

competently, to solve problems, and to use technology to enhance their learning. Of course, a school's 

student attendance rate is also an indicator of the concerted effort placed upon academic learning.  

School effectiveness research suggests a positive relationship between student achievement and 

the expectations that teachers hold for them. The underlying theory is that all students have the capability 

to meet intellectual goals in various areas. In particular, Multiple Intelligences’ Theory supports the notion 

that every child has some area of strength and that other areas can be developed utilizing appropriate 

instructional strategies. Generally, teachers who hold appropriately high expectations for learning, 

compared to teachers who hold lower expectations, tend to have students who achieve at higher levels. 

Teachers who regularly employ a variety of instructional strategies, who make expectations for student 

work clear, who are available to provide extra help when needed, and who keep students motivated to 

succeed, have students who achieve better. 

Thirteen indicators of academic emphasis are contained in the full survey. For the purposes of this 

analysis, two of these were selected: 

• The degree to which students are perceived to be learning; 

• The extent of emphasis placed upon academic work in the school. 

Authentic Partnerships: Parental/Guardian Involvement 
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There is a significant body of research that advances the view that meaningful parental/guardian 

involvement is closely related to higher student achievement. Recent studies have also found that 

parental/guardian involvement is related to decreased absenteeism and to improved perceptions of school 

and classroom climate. As well, several studies have noted that student behaviour tends to improve as 

parents/guardians become more involved in their child(ren)'s schooling. Consequently, a critical 

understanding for parents/guardians is the importance of the role they play in encouraging, monitoring 

and supporting their child(ren)'s educational efforts. Numerous studies have documented how children 

from dysfunctional homes have a difficult time handling the various aspects of their school lives. 

Elsewhere (Renihan & Renihan, 1995) we have explored the tensions governing the work of school 

professionals and administrators in developing responsive environments for these students. The review 

instruments deal with eight indicators of parental involvement. For the purposes of this paper, two of 

these indicators were identified for analysis: 

• The quality of communication believed to exist between school and home; 

• The extent to which a welcoming environment exists for parents at the school. 

Authentic Partnerships: Student Involvement 

Effective schools recognize the importance of high levels of student involvement in various 

aspects of school life. Student participation in school life is measured by the extent to which: (a) students 

are encouraged to make the school an attractive place to be; (b) students have a say in the decisions 

affecting them; (c) students are actively encouraged to become involved; and, (d) students want to 

become involved. Recent school effectiveness research indicates that as student leadership increases, 

student behaviour and learning outcomes improve. Student involvement develops student leadership skills 

and this leads them to positively identify with their school, which, in turn, results in a more democratic 

school environment. Further, student engagement (cognitive, emotional and behavioural) is a requisite 

element for student growth. Fullan (1993) posed the question, “What would happen if we treated the 

student as someone whose opinion mattered?” It is striking how enthusiastically students can engage, and 

flourish in their school lives when assumed to be partners in their own learning. Democratic schools do 

this well. 

For the purposes of this paper, three of the seven indicators of student involvement were selected 

for analysis: 

• The quality of student leadership that prevails; 

• The extent to which students participate in the life of the school; 

• The amount of voice students are perceived to have on matters that affect them. 
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Notes on the Relationship Between 

Leadership Qualities and the Correlates 

 
School Leadership and Perceptions of Effectiveness 

Though the reviews cover numerous items beyond those highlighted above, it is believed that 

these items represent what might be identified as key indicators for the dimensions in question. In this 

synthesis of research studies, the scores for each group of respondents on each item selected for analysis  

were recorded and categorized according to high, moderate and low mean ratings. These were subjected 

to comparative analysis to determine levels of correspondence between leadership ratings and ratings of 

other indicators of school effectiveness. 

In addition to their responses to the indicators described above, parents and students in each 

school review were asked to rate their school by giving it a letter grade (A: excellent; B: good; C: 

average; D: poor; F: very poor; and DK: ‘don’t know.’). The resulting data provide a general basis for 

examining the relationship between ratings of leadership effectiveness and ratings of overall school 

effectiveness. When responses to these two qualities were compared across the five schools, the 

connection between assessments of the overall effectiveness of the school and assessments of the 

leadership effectiveness of the principal was stronger for parents than it was for students, though there 

was greater correspondence between the two qualities among students in the high schools than was the 

case among students in other school contexts.  

Student Perceptions 

 When students rated overall leadership effectiveness of the principal as high or very high, they 

were more inclined to recognize the existence of a caring environment in their school, and to rate the 

quality of school spirit in their school as high. When they rated principal availability as high, student 

ratings of school safety were correspondingly high. In high school contexts, there was a greater 

connection between student perceptions of the availability of the principal and the ratings students gave 

to the existence of a caring environment, and the quality of school spirit prevailing in the school.  

 In high schools, the availability of the principal seemed to have had more connection with student 

perceptions of how much they were learning than was the case in the elementary schools. When students 

rated the quality of staff teamwork very high, there was a corresponding very high rating given to the 

quality of school spirit seen to prevail in the school. However, the relationship between staff teamwork 

and student leadership was inconclusive. Provision for student voice in matters of significance for them 
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was rated as consistently low across the schools, and these ratings did not vary significantly according to 

school level. 

 In short, from our analysis of student data, principal leadership seemed to be tied most strongly to 

the establishment of a caring environment and the quality of the prevailing school spirit. This was 

particularly strong in the high school contexts, as was the apparent view, among students, of principal 

availability as an important catalyst in student learning. Provision for student voice was a common area 

deemed by students across schools and school contexts to be in need of improvement.  

Teacher Perceptions 

There were numerous connections between teacher perceptions of the quality of aspects of their 

work-lives and the quality of aspects of school leadership. The following represent the stronger 

relationships that emerged: 

Where teachers perceived the quality of professional teamwork to be high:  

o They gave high ratings to the amount students were learning,  

o They gave high ratings to the overall academic emphasis that prevailed within the school. 

When teachers rated overall leadership effectiveness as of high or very high quality: 

o They rated the quality of their professional work-lives to be high; 

o They rated the level of empowerment within their work as high; 

o They rated all aspects of learning and academic focus in the school as high; 

o They rated communication with parents as very high. 

When teachers rated the quality of leadership to be average or below: 

o Their ratings of the quality of their work-lives tended to be moderate or low; 

o Their ratings of trust levels prevailing within the staff were low. 

When teachers rated the availability of the principal to be high: 

o Their ratings of the quality of their work-life tended to be high; 

o Their ratings of the level of empowerment were very high; 

When teachers rated the availability of their principal as moderate: 

o Their ratings of the level of trust within their staff were moderate. 
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In teacher responses, then, there were strong connections between teacher ratings of overall 

leadership effectiveness and their ratings of their professional work lives, teacher empowerment, the 

academic focus of the school, and communication with parents. Further, in regard to the nature of 

professional relationships within the school, the message from teacher data seems to be: if you want to 

enhance quality of teacher work-life, trust and empowerment, devote significant attention to the 

improvement of principal availability. 

Parent Perceptions 

In addition to the general connection that was evident between parents’ perceptions of 

leadership effectiveness and their overall ratings of their school, there were several relationships 

apparent between their ratings of school leadership and their views of the quality of specific 

aspects of the life of the school. In particular: 

When parents perceived the overall leadership effectiveness of the principal to be high: 

o They gave high ratings to the caring nature of the school; 

o They rated the quality of school spirit to be high; 

o They gave high ratings to school safety; 

o They rated the quality of learning and the overall academic focus of the school to be high; 

o Though less strongly, parents perceived the quality of student involvement to be high. 

When parents rated leadership effectiveness as moderate: 

o They rated the level of care and the quality of school spirit as moderate; 

o They rated the level of student participation as moderate; 

o They rated the overall quality of communication with parents as moderate; 

o They rated the overall welcoming environment of the school as moderate. 

For parents, the quality of school leadership across these schools was tied most significantly to 

three school qualities that have traditionally been of greatest concern among parents, namely, school 

safety, a warm, caring environment for their children, and a sustained emphasis upon academic work. 

Interestingly, while the welcoming quality of the school environment and the quality of the school’s 

communication with parents did not emerge as being strongly linked to effectiveness, their absence was 

consistently  tied to parent views of leadership ineffectiveness. 
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Some Reflections 

Do principals make a difference? Each of the stakeholder groups in this synthesis of review 

findings provided data that would indicate an affirmative response to this question. Yet they did 

so from very different perspectives, with varying degrees of emphasis, and with some apparent 

differences among stakeholder groups in their views as to what the principal’s job is and what it 

should be. From the limited and relatively ‘soft’ data provided in this analysis, there was 

evidence that, across school contexts, parents saw school leadership and school success as 

integrally related. Teachers viewed the ups and downs of school life, and the critical matters of 

trust and empowerment that govern their own professional well-being, as inextricably linked to 

the work, and visibility, of formal school leadership. For students in these schools, school 

leadership was tied perhaps most frequently to their perceptions of the quality of the school 

environment, though their interests, preferences and effectiveness attributions in these areas 

varied naturally according to their grade contexts. 

 The matter of student voice represents an issue that has been a recurring one throughout the 

effectiveness studies we have conducted. While the question is largely one of balance, educators 

know intuitively that students respond in kind to professionals’ assumptions about them. School-

level educators have witnessed all too often the immaturity and disconnectedness with which 

students can respond when viewed as the objects of school decisions. On the other hand, it is 

striking how enthusiastically they can engage, and flourish, in their school lives when assumed to 

be partners in their own learning. Professional reflection concerning these assumptions is not 

merely a matter of good relations. It is a critical prerequisite to school success. For the teams 

involved in our studies, eliciting student opinion regarding their school lives has always been 

revealing, and more often than not, it has been entertaining, as the following comments attest: 

o “I like the way that some of the teachers try to be our friends and just not a 
teacher all the time.” 

o “I would like to see some of the textbooks updated. One of my textbooks is from 
1972! My dad recognizes it!”  

o “The administration is a joke. Detention has drastically increased over the last 2 
or 3 three years. Ever heard of the saying ‘If it ain’t broke, don’t fix it?” 

o “I like the teachers because they make learning fun.” 
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o “I like that we get Jim for an hour.” 

o “I hope that our school will stay as it is and not get any worse.” 

o “This school should be egged once, so teachers understand we want to have fun.” 

o “I’m not exactly sure if bullying is a problem, but I want it stopped.” 

o “This school rocks! I feel welcome here.” 

What are the implications of these issues for leadership action? In a recent discussion of this 

topic (Renihan & Renihan, 2007) we have addressed this question in the form of six defining 

qualities of democratic school communities as they are positioned in respect to students: 

o They extend school membership and engagement to all; 

o They differentiate compliance from partnership;  

o They continually question their assumptions about students; 

o They elevate dignity and respect; 

o They value student opinion; 

o They invite and affirm student commentary; 

o They start early, inculcating skills of voice in the early years. 

Though the above list is by no means exhaustive, these items constitute a useful starting point for 

focused attention to student voice. Indeed, it is highly likely that they would find significant 

expression in the modus operandi of any effective school leader.  

That teacher empowerment should be linked significantly to leadership effectiveness and, 

in particular, principal availability, should not come as any great surprise to anyone conversant 

with the dynamics of the professional life of schools. The finding should, however, be a source 

of affirmation among those principals for whom the elevation of the work of teachers is a 

continuing priority. However, as has been pointed out earlier (Renihan & Renihan, 1992), school 

leaders (and indeed all school professionals) need to be clear as to what empowerment is and 

what it isn’t: 

Empowerment is not insisting that participation is mandated from above. That is 
enforcement. Empowerment is not increasing the responsibility and scope of the job in 
trivial areas. That is enlargement. Empowerment is not merely concluding that enlarged 
job expectations just go with the territory. That is enslavement. Empowerment is rather: 
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giving teachers a share in important organizational decisions; giving them opportunities 
to shape important organizational goals; purposefully providing forums for staff input; 
acting on staff input, and giving real leadership opportunities in school-specific situations 
that really matter. (p.10). 

Of course these comments apply to the notion of empowerment in the context of any group of 

stakeholders, and so they should. We can add one more voice to the growing chorus connecting 

principal leadership to the effectiveness of the school. However, the principal’s leadership role in 

this area is a complex one. Given the changes that have been manifested in school systems 

internationally over the past ten years, the balancing act of school leadership has become, in the 

interim, neither easier nor more manageable. As illustrated in this paper, the leadership demands 

and expectations of our various groups of stakeholders vary significantly. It is little wonder, 

therefore, that educators are not turning out in droves to apply for the position. This discussion 

turns, therefore to an examination of two vehicles by which leadership capacity in contemporary 

schools can be maximized. The first is through an expanded orientation to in-school distributive 

leadership; the second is via a well-articulated approach to principals’ support systems.  On the 

matter of distributive leadership, the point has been made that even the best principals cannot 

single-handedly transform a school. Increasingly, the concept of professional learning 

communities is bringing a much needed realization among school professionals that effective 

school leadership is best brought to reality when it is a shared phenomenon. This may well be 

one of the most lasting contributions of the PLC ‘movement.’  

On the matter of principal support, Philips, Renihan & Raham (2006) noted that 

agreement is common among theorists and practitioners that the foundation for producing 

principals for the 21st century lies in better recruitment and selection processes, improved 

preparation, as well as high quality professional development which incorporates the most 

important new skill sets for the job and frequent opportunities for peer networking, mentoring, 

and coaching. Other important factors influencing performance include levels of administrative 

support, autonomy, compensation, and performance feedback. 

On a final note, we have suspected for some time that mentorship is something from 

which principals can benefit (Renihan, 2000). More specifically, Daresh & Playko (1993) point 

to research which suggests that school leadership is enhanced when clear, focused efforts are 

made to help novice school leaders through their first professional duties. Elements of strong 
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induction plans include the provision of skilled mentors, systematic orientation on policies and 

procedures, regular feedback on performance, and opportunities for reflection and seeing 

experienced principals in action. Crow & Matthews (1998) advocate long-term, conscious 

approaches to mentorship as important means of accomplishing this, and add that support and 

mentoring should be a career-long experience.  

Do principals make a difference? Indeed they do, but increasingly, they are finding 

themselves in an environment in which the ‘paragon’ interpretation of their role (Svoboda, 2006) 

is no longer tenable. Principals, more than ever before require a coalition of support that views 

leadership as a distributed responsibility; they require collegiality and dialogue; they require the 

commitment of a professional team; and just as genuine empowerment is expected of them, they 

require authentic affirmation and empowerment from the community around them. 
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Abstract 

 
 The objective of this research was to better understand the management of inclusive 
education for special and normal children, the children’s social-skill development, and the effects of 
inclusive education management on school management of schools under the OSESA-II. Qualitative 
approach with hermeneutic phenomenology technique was used in the study.  The key informants 
consisted of five groups: 9 special students, 12 normal students, 4 parents of both special and normal 
children, 9 teachers in charge of providing classes for inclusive education, and 6 administrators of 
the inclusive educational schools.   The data collections and instruments used were a tape recorder, a 
camera, personal documents, field notes, in depth-interview, a survey form concerning buildings and 
environmental areas, and an observation form on teaching and learning process.  The major findings 
of the research were as follows:  
 1. The teaching - learning management of inclusive education for special and normal 
children in inclusive educational schools differed in terms of  types of children’ s deficiency and 
school administration, but were still based on the policy of Office of the Basic Education 
Commission. Teachers adapted their teaching process to suit the students’ interest by encouraging 
them to have more participation, providing them with tentative learning environment and using more 
teaching media. However, the problem of insufficient media was found.   
 2. Concerning the social-skill development of special and normal children in inclusive 
educational schools, it was found that both special and normal children adapted themselves in order 
to be able to study in the same class and stay in the same school.  Normal children would help 
special children in their study and daily life.  Normal children accepted special children who tried to 
adapt themselves to be accepted by others.  There was some disagreement among two groups, 
though. 
 3. For the effects of inclusive education management on school management, it was found 
that there was a problem of human resource management.  There were lacks of special education 
teachers. Teachers lack knowledge of teaching skill in inclusive education. Furthermore, the 
teaching-learning process for normal children seems to become slower, but special children can 
adapt themselves better to stay in the society.   
 In addition, the people concerned were very proud and happy to see that these special 
children had development in certain skills. 
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 The study is the process to develop human to develop nation. Human is valuable 
resource and should be developed as from the youth needed special attention or the special 
students are those who are different from normal ones in body, intelligence, emotion, 
minds, society and others. They should be promoted and supported in recovering ability to 
study to be better than and as most appropriate as possible and in order to obtain valuable 
resource for the nation. Therefore, the study management for special is very important to 
the living together in society of children. Special children are one parts of Thai society that 
are significant resources. It is necessary for them to receive basic right in being educated 
from the government. These children need different study from normal children. They 
should receive additional help that is different from other normal children in order to 
develop these children to study and learn to achieve maximum potential. 
    Study management for special children is to provide children with chance of 
developing their own potential and the study is the education service that everybody should 
be equally given. So, children who have special need should have right to receive education 
like normal children and shall be provided as corresponding to the needs of the children 
making the children obtain benefits from education. The study management for special 
children should be on the following basis: (a) each child is different in body, intelligence, 
society, and emotion; (b) each child has different background and each will learn to one 
another and to keep up with changing world; (c) each child has his own ability to some 
extent and the education will help stimulate such ability; (d) in the society, there are both 
normal people and disable people, we should not separate the disable from normal ones and 
then we should not separate education provided to special children; and (e) since these 
children have different needs from normal ones, the education should have different forms 
and methods from normal children in order that such children can have full learning 
potential (Arrayawinyoo, 1999:18) 
 Moreover, Thai government has paid attention by collecting power from related 
organizations of private sector to participate in the action by that the government supports 
such work under the responsibility of 5 main ministries by focusing on the recover of the 
disable of each different aspects; the Ministry of Education focuses on education, the 
Ministry of Labor and Social Welfare focuses on society and occupation, the Ministry of 
Public Health focuses on medicines, the Ministry of Interior focuses on medicines and 
education. The Ministry of Education has paid attention to the disable by announcing “the 
1999 Year as the Education Year for the Disable” and has policy that “All disables who 
want to study must be able to do so” and focuses on special children to join in studying 
with normal children. With awareness of importance of special study management to those 
who have special needs, the Office of the National Primary Education Commission then 
expands educational chance for students who have special needs to join in studying with 
normal children in the primary school by developing form of special education 
management in order as from 1986 (ffice of the National Primary Education Commission, 
1998). Initially, there are special children on hearing and seeing to participate by starting 
from the Bangkok Primary Education Office. Subsequently, there has been expansion to 
education preparation to the schools under the Provincial Primary Education Office for all 
provinces in 1995 and there has been development of form of inclusive education 
continuously until 1999, the Office of the National Primary Education Commission has 
implement policy of the school year of the disable that provide educational chances to 
special children to study in Primary School for 4,221 schools (Office of the National 
Primary Education Commission, 1999; 2)  so as to let those who have many disabilities to 
be ready for living in the society and can improve the education management for the 
disable to be more efficient.  
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                Currently, the Office of the Basic Education Commission is the main organization 
responsible for basic education management and has promoted various schools to have 
special children to join in studying with normal children. There has been expansion of 
education service for special children comprehensively; this is serious burden as the 
government has to provide more resources in order to manage education and has to survey 
and stimulate the parents to accept and send children to be educated. In developing human 
to be complete, there shall be implementation of policy that must focus on goal and 
principle in Section 6 on the Right and Duty of Education, in Section of the National 
Education Act B.E. 2542 (1999) as well. In the provision of education, all individuals shall 
have equal rights and opportunities to receive basic education provided by the State for the 
duration of at least 12 years. Such education, provided on a nationwide basis, shall be of 
quality and free of charge. Persons with physical, mental, intellectual, emotional, social, 
communication and learning deficiencies; those with physical disabilities; or the cripples; 
or those unable to support themselves; or those destitute or disadvantaged; shall have the 
rights and opportunities to receive basic education specially provided. Education for the 
disabled in the second paragraph shall be provided free of charge at birth or at first 
diagnosis. These persons shall have the right to access the facilities, media, services and 
other forms of educational aid in conformity with the criteria and procedures stipulated in 
the ministerial regulations. Education for specially gifted persons shall be provided in 
appropriate forms in accord with their competencies. Parents or guardians shall arrange for 
their children or those under their care to receive compulsory education as provided by 
section 17 and as provided by relevant laws, as well as further education according to the 
families' capabilities. Other than the State, private persons and local administration 
organizations, individuals, families, community organizations, private organizations, 
professional bodies, religious institutions, enterprises and other social institutions shall have 
the right to provide basic education as prescribed in the ministerial regulations. Normal 
children accept friends who are special children to join in studying and the parents of 
normal children and special children should cooperate (Thirachitra, 1994:16) that is 
consistent with Arrayawinyoo (1996: 3) who said that the inclusive education management 
will be successful to what extent depends on the action and plan in inclusive education 
management. Almost all of the special children who join in studying with normal children 
can finish grade 6. Mostly, the parents of these children send these children to further study 
in Secondary School; this is different from the past that when the children finish school 
from the Primary School, they have to stay at home to help parents do their business. 
 The Office of Sakaeo Educational Service Area II (OSESA-II) is one agency 
functioning in supervising 140 schools covering 4 districts including Aran-Ya-Prathet 
District, Wattana-Nakhon District, Ta-Praya District, and Koksoong Sub-district with all 82 
inclusive schools and with 547 children who have special need (The Office of Sakaeo 
Educational Service Area II, 2006); it is the area in which there is special education 
management in inclusice schools as under the need of special children. According to the 
past documents and researches, there has no research into inclusive education management 
in OSESA-II before. For that reason we have focused on trying to better understand the 
management of inclusive education for special and normal children, the children’s social-
skill development, and the effects of inclusive education management on school 
management of schools under the OSESA-II. 
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Research questions 

1) How the inclusive school in the OSESA-II management studying?  
2) How special children and normal children perceive special education? 
3) How characteristics of education of special children and normal children? 
4) How special children and normal children have social skill from inclusive 

studying? 
5) How inclusive education management has impact on various aspects? 

Scope of the research 

 This research is a qualitative once focusing on the understanding on condition of 
inclusive education between special children and normal children of inclusive school, 
development of social skill of special children and normal children in inclusive school, and 
impact of inclusive education management on education management of inclusive school in 
the OSESA-II that use purposive sampling and use method of phenomenon to interpret data 
under the concept of Martin Heidegger by determining five data provider including: 
 
 1) Special children with good consciousness can provide data and is willing to 
cooperate in research and with experience in inclusive education. 
 2) Normal children with experience of inclusive education and is willing to provide 
information. 
 3) Parent of special children and normal children in inclusive school. 
 4) The teacher of the class in which there is inclusive education under the OSESA-
II. 
 5) The school administrator of inclusive school under the OSESA-II.  
 
 Instrument used in collecting data include: structured interview, and unstructured 
interview by in-depth individual interview together with tap recording. The interview will 
be ended when it becomes saturated. In addition, there will be participative observation and 
non-participative observation and use group interview to obtain information that is as real 
as possible. In this research, the researcher has aims in concluding on reference to 
population to other groups to refer in explaining occurred phenomenon only in the group of 
data provider in the research  
 

Method 
Participant 
 The key informants consisted of five groups as follows: the first group is nine 
special students who obtain education in inclusive school under the OSESA-II that can 
provide beneficial information and willing to cooperate in telling stories of one’s own. 
Second, twelve normal students who have experience of inclusive education in the OSESA-
II. Third, four parents of special and normal students. Fourth, nine teachers of the class with 
inclusive education of inclusive school in the OSESA-II. Finally, six administrators of the 
inclusive education schools in the OSESA-II. The key informants must be willing to 
cooperate and provide information in this research. 
  
Collecting data 
 In this research, the researcher used method of collecting data by 
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 Interview: we used interview on basis of semi-structured one that is by specifying 
the interview for key informants in 2 ways that are (a) single interview for single informant 
per interview; (b) group interview with 2-4 informants per interview. 
 Observation: we use non-participative observation and non-structured observation 
that is the researcher doe not specify items in observation in advance. When observing any 
behavior, the researchers notes in all issues.  
 Preparation for readiness of researcher by preparing for readiness in knowledge 
and content and concept concerned with education; prepared for knowledge concerned with 
phenomenon research.  
 The protection of right of informant: For the protection of right of the informant, 
the researcher gives right to make decision by oneself to the informant and open chance for 
the informant to question into research fully that provide right on readiness on providing 
data.  
 
Data Analysis 
 The analysis of data is as follows: 
 Organizing data: this research is the hermeneutic phenomenology and uses 
method of analyzing data by interpretation by that the researcher will read field notes 
carefully to specify code of data; after that, arrange code with same meaning and in same 
direction as main categories. After that, interpret data in applying procedures of analysis of 
data explained by Leonard (1989) to be way of analyzing data:  
 Examining reliability of research: The researcher has examined the consistency 
concerned with reality and interpretation of researcher by using procedures of Lincoln and 
Guba (1985) as follows: 
  Checking credibility by using the following methods: 
  1) The researcher let the informants and those concerned to check data of 
researcher by questioning back to informants on various issues (Member checking) 
  2) Create prolong engagement that will lead to that the informant will have 
natural behavior and phenomenon (Phenomenological validity) 
  3) Use method of checking on basis of methodological triangulation.  
  4) Check data again by letting key informant to confirm results of research 
from data.  
 

Results 

Condition of Inclusive Education  

Conditions of inclusive education management between special children and 
normal children of inclusive school in the OSESA-II are different with the chance for 
children to access to education under the condition of children. Teacher uses methods of 
stimulation and repetition to perform work as assigned by teacher and assess the study 
under the condition of learning of special children and does not prepare for individual to 
be way of planning for daily activities of special children. According to the study, it was 
found that teacher has a lot of students to take care of; this makes the work cannot be 
performed in the specified way. So, it has been adjusted on teaching to be consistent with 
the context of class. Furthermore, there is usage of media with teaching; but the problem 
is that the number of media is insufficient.  
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The children’s Social Skill Development  

There is adjustment between special children and normal children towards 
inclusive education in the class, living together during the time in school, interaction of 
special children and normal children concerning adjustment, the issues are found as 
follows: 

 1) The conflict in classroom from that special children are different from normal 
children that are found the most in school but have to do activities together in classroom 
and supplementary activities; this makes special children be bullied by friends in the class. 
 2) Helping one another for staying together of special children and normal 
children, the normal children has learned to help special children both on studying and 
personal life.  
 3) Creating acceptability from teachers and parents from that special children and 
normal children have lived together in school so they have inclusive learning.  

In addition, there has been finding of expectation towards special children which 
is the determination or need to see special children to be able to conduct lives peacefully. 
In this point, it is found that the special children study in school besides obtaining 
knowledge; it is the expectation of parents and teachers that the special children can lead 
lives normally.  

The Effects of Inclusive Education Management  

Impact from inclusive management leading to the administration with form to 
develop learning and teaching of inclusive school and support for efficient management 
according to the specified goal with the sub-issues as follows: 

 1) Supporting resource means the provision or receiving factor in management of 
education or taking care in various matters that can help teaching management to be 
appropriate.  
 2) Burden of teacher means the duties and responsibilities in management of 
teaching for special children and normal children in school. 
 3) Self-development on learning means the development on learning of children to 
have inclusive learning.  

Moreover, in this study, it can be seen the feeling of those concerned. This is the 
feeling from those teachers, parents, and special children have interactions to one 
another.  

Discussion 

 According to the research, the results can be discussed as follows: 

Condition of Inclusive Education  

 According to that school has inclusive education management by opening chance 
for the students to access to study under the condition of children, there are different 
methods under the types of disabilities. Teachers have their own ways of managing 
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activities for children who need special attention by using document, inclusive ways of 
management of Primary Education school, the Office of the National Primary Education 
Commission as the guideline to perform work. However, teachers do not focus on special 
children to do activities the same as normal children and do not plan for individual study 
as the guideline in writing plan for managing daily activities of special children. The 
determination of activities on learning and teaching that is clear in each special children 
will be beneficial to teacher that can help learning of special children to be more efficient 
as in the study of Lenwaree (1999) that educational plan for the individual is the 
specification of way of management and is beneficial to teacher to be guideline in 
specifying period of time of teaching. There should be adjustment of method of teaching 
to be consistent with context of the classroom. This adjustment is consistent with that of 
Lewis and Doorlag (1995) in that such adjustment can be done in 3 ways that are 
adjusting criteria of work, adjusting characteristics of work, can providing small piece of 
work instead of big one; this is consistent with the concept of Cook, Tessier and Klein 
(1992: 10-11) in that in inclusive education management of special children, the most 
important thing is not expect too much.  

 In addition, using supplementary media is another way used in inclusive 
education of special children. The children can learn best from direct experience; 
therefore, media and material should be enough for children. Media used is limited and is 
not sufficient for education management; this is consistent with the study of 
Leawsiripong (2000) that in using media and materials and equipment for activities, the 
problem mostly found is that there is not enough media and material used in activities for 
special children, and that there is no appropriate media and material from special 
children. Arrayawinyoo (1999: 66) stated that if the children are disable not much, it is 
unnecessary to use supplementary equipment by that the special children can use all 
items like the normal children.  

The children’s Social Skill Development  

 Adjustment between special children and normal children to inclusive 
education in class 

 Teacher plays significant role in developing social skill to special children. 
According to the study, it was found that teacher providing chance for special children by, 
for instance, assigning work as representative to pray in front of flagpole, contest of 
painting of arts, and collecting garbage in school are regarded as the provision of chance for 
children to express leadership; this is consistent with Arrayawinyoo (1996) stated about 
technique used for children to develop leadership and use when being grown up.  
 However, that special children are different from normal children should be 
considered and the activities that are inclusively participated can cause conflict in the 
classroom to some degree but it is petty thing in the initial time.  

 Expectation towards special children 

 Inclusive education is not to expect out only on education, it is to provide hope in 
developing oneself of special for the survival in society as well. On this part, the parents 
see that letting children with special need to attend school can make these children be 
able to help themselves; this is consistent with the research of Turanuparph (1997) 
studying on the assessment on project of developing form of educational management for 
the disable.  
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The Effects of Inclusive Education Management  

  Management aspect 

 On policy, the school administrator of inclusive school should determine way of 
performing work on education management that is clear such as objectives, targets, budget, 
persons in charge by considering individual ability. (Dechakoopt, 1999: 41). Moreover, 
there should be creation of various alliances in the area so that others can join in developing 
children.  
 On supporting resource, burden of work of teachers, the administrator can boost 
morale and spirit for teachers by considering and encouraging teachers to receive special 
right such as additional money for special education (Kunarak, 1984: 118) to have 
additional training on course of study.  
 
 Study Development aspect 

On the part of developing study, the inclusive study that will be successful must not 
affect learning to normal children. Teachers must create understanding for the parents of 
normal children. According to the study, it was found that schools and parents of special 
children must provide real and continuous information to be guideline for promoting 
learning; this is consistent with the statement made by Stainback and Stainback (1990: 44) 
stating that cooperation between school and house is very important to enhance quality of 
education.  
 Furthermore, on the part of feeling of those concerned, This is the feeling from that 
teachers, parents, and special children have interactions to one another including pride and 
happiness. Teachers have duty to take care of children closely and develop learning in 
students; this is consistent with the statement made by the Ministry of Education (1998) and 
Arrayawinyoo (1996) 
 On the part of parents, although children are special children that are different from 
normal children, this matter will cause depression, sadness, and anxiety to the parents who 
worry that whether their children can live with society happily or not. The parents feel pride 
in the ability of children that can do something they never do; this is consistent with 
statement made by the Office of the National Primary Education Commission stating that 
the participation and living with parents and relatives by not feeling different in disability is 
very important for special children to be more developed on skill. This reduces worry of 
parents and society.  

Suggestions 

Suggestions in applying results of the research 
 On policy: the administrator should determine policy concerned with inclusive 
learning in writing and creating understanding within school for teachers and parents so 
that those concerned can recognize the significance of inclusive learning and have guideline 
for management of education.  
 On resource: especially teachers in charge, there should be promotion on 
increasing knowledge in order to have expertise in taking special children correctly. 
Besides, there should be management on media that are appropriate as well by coordinating 
with government and private sector to request for support in management of education for 
special children.  
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 On following up: although school lacks personnel with knowledge on special 
children, school should receives training from the experts since they can provide advice and 
solution for solving problems of special children correctly and appropriately.  

Suggestions for further research  

First, there should be research on autobiography of the disable who is successful 
in life in order to see the development as from the beginning to the time when they 
become successful. Second, in measuring and assessing education, there should be 
research that uses particular assessment form for children with special need of each type 
and compare with normal criteria. Finally, there should be study on preparation for 
course for inclusive learning that can be generally used.  
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  Pet Therapy was offer as a new elective for the first time as a service-learning 
class in the Master’s program in Counseling through the Department of Counselor 
Education at Bridgewater State College.    Student and dog teams were required to pass 
the Pet Therapy certification. This was a two day examination from a qualified examiner 
from Therapy Dog International (TDI).  Some teams needed additional training to ensure 
the team would perform according to the qualifications. 
  The course objectives were to have students learn an alternative mode of therapy 
they could employ with children and adults, to engage in service-learning by embodying 
one of the ethical principals of the American Counseling Association of donating some of 
our practice time pro bono to those who cannot afford such services and in concert with 
Bridgewater State College’s President Dana Mohler-Faria’s community service 
philosophy.  

The student and dog teams visited the following types of sites; a residential 
program for children with developmental and cognitive disabilities, a day camp for 
children with Autism, Rehabilitation centers, Nursing homes with different unit 
characteristics such as one for clients with Dementia, a Veterans Administration 
Rehabilitation & Nursing Home unit, a children’s museum, pediatric ward at a hospital 
and a Psychiatric Unit. The students had readings germane to Pet Therapy and the 
principles employed when a counselor engages in Pet Therapy. Students applied their 
theoretical knowledge of counseling techniques and the Pet Therapy experience to their 
particular counseling settings. They wrote papers relating each visit to counseling and 
theories of counseling, human development and to individuals with disabilities. 
Discussion will involve setting up and orchestrating such a course. 
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With the success of this therapy model the next step in our service learning is to 
offer this class through the recreation program. Recreation and leisure students will have 
a high probability of becoming employed as a recreation director. In a directors position a 
student may be working in a facility such as a nursing home, rehab center or hospital. All 
such facilities will have the opportunity to have certified pet therapy teams visit and work 
as volunteers in their facility. Creating the opportunity for recreation students to work 
with the pet therapy model will foster a learning environment for them in such a manner 
that they will be able to understand and appreciate the power of animal visitation with 
their clients. Recreation specialists will also have the opportunity to get clients involved 
in exercise by working with the dogs, teaching the them responsibility through the care 
and training of the dog, increase self-esteem by making a positive impact in people’s 
lives and instilling a sense of responsibility to the community.  
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THE INFLUENCE OF SCHOOL-RELATED DETERMINANTS 

ON AWARENESS OF CHILDREN’S RIGHTS  
AMONG SELECTED GRADE 6 PUPILS  

 
Dr. Alicia B. Botardo 

 
 

Introduction 
 

Filipino children are well protected in law. The Philippine Constitution mandates 

the State “to defend the right of children to assistance including proper care and nutrition 

and special protection from all forms of neglect, abuse, cruelty, exploitation and other 

conditions prejudicial to their development” (Section 3,  Article 15).  This statement is a 

most promising legal foundation of the assurance of children’s protection.  There are also  

a number of other documents and plans of action that address the rights, concerns and 

needs of our Filipino children.  These are:  (1) The Convention on the Rights of the 

Child; (2) The World Declaration on the Survival, Protection, and Development of 

Children, adopted at the World Summit for Children, United Nations on September 30, 

1990;  (3) PD 603, known as The Children and Youth Welfare Code;  (4) PD 1565, 

which provides for a national program for social services and development for Filipino 

youth and children; (5)  PD 1563, promulgated in 1978, which established an integrated 

system for the control and eradication of mendicancy;  (6) Proclamation No. 74  

declaring the 17th day of October of every year as National Children’s Day;  (7) 

Proclamation No. 267, declaring the month of October of every year as  

National Children’s Month;  (8) Republic Act No.  6809, An Act Lowering the Age of 

Majority from Twenty-One to Eighteen Years Amending for the Purpose Executive 

Order No. 209, and For Other Purposes; (9) RA 6972,  Barangay Level Total 
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Development and Protection of Children Act; (10) RA 7610, Special Protection of 

Children against Child Abuse, Exploitation and Discrimination;  (11) RA 7624 , An Act 

Integrating Drug Prevention and Control in the Intermediate Secondary Curricula as well 

as in the Non-Formal, Informal and Indigenous Learning Systems and For Other 

Purposes;  (12) RA 7658, An Act Prohibiting the Employment of Children Below 15 

Years of Age in Public and Private Undertakings; (13) RA 8043, Inter-Country Adoption 

Act; (14) RA 8353, Anti-Rape Law; (15) RA 8369, Family Courts Act ; (16) RA 8552, 

Domestic Adoption Act; and, (17) RA 9262, Violence Against Women and Their 

Children (PAHRA, 1995; PREDA, 2004; Convention on the Rights of the Child, 1990). 

In addition, many non-governmental organizations and civic organizations have 

also provided special programs and services for Filipino children in response to pressing 

problems about children’s condition.   A series of publications about the different 

problems on the situation of children in the Philippines also provide evidence of great 

concern for Filipino children. Some of these published materials are Understanding Child 

Labor in the Philippines: What the Regional Micro-Studies Say by Rowena Reyes- 

Boquiren (1996), Child Labor in the Home: the Invisible Problem by Rosario del Rosario 

(1996),  Within the Premises:  Child Abuse in Schools by Alvin Valeriano (2003), Why 

Children Should Learn about their Rights by Corazon Alma De Leon (2001), and The 

State of Filipino Children by Melanie Ramos (2003).   

However, despite the presence of those legal documents, studies, books, and 

programs to protect children and promote their rights, we are still faced with horrible 

stories and news about child labor, child prostitution, violence against children, street 

children, victims of neglect and cruelty, children in armed conflict, and children dying 
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from malnutrition and disease. The reality is that much still need to be done especially in 

the area of child protection (Human Rights Report for Children 2003).  

Ramos (2003) reported that despite improvements in child health and nutrition 

under the Arroyo administration, many problems still require attention pertaining to 

protein-energy malnutrition, and deficiencies in Vitamin A, iodine and iron among 

children. One out of every three pre-school children is underweight. A UNICEF-

commissioned study conducted by the De La Salle University Social Development 

Research Center (2000) showed that there were more than 44,000 street children in the 

country, of whom 80 percent are boys. Most of them are out-of-school youth and 

migrants from the rural areas ranging in age from one to 14 years; most of them are  

in poor health. According to the study, these children are driven to the streets because of 

peer pressure, family breakdown, and poverty.  

Ramos (2003) also reported that more than four million children between the ages  

5 and 17 are considered child laborers. Data from the Women and Children Concerns 

Division of the Philippine National Police indicate that the number of rape cases 

increased from 598 in the first quarter of 2002 to 760 in the second quarter of the same 

year. The number of cases involving physical injuries and maltreatment of children also 

increased in the second quarter of 2002. 

 The Philippine Human Rights Report for Children (2002) illustrates that although 

corporal punishment is strictly prohibited in schools, there have been a few reported cases 

of physical and verbal abuses. Other reported cases of violence in school involve the 

teachers who impose physical punishments or verbal abuses such as scolding in public.  
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There are also a few reported cases of sexual abuses or harassment committed by school 

teachers or officials. (Philippine Report by the Council for the Welfare of Children, 2005)  

 It is evident that the Philippines “has been in the forefront of human rights 

promotion, particularly in terms of legislation, but has regrettably fallen short of 

expectation when it comes to implementation. Hence, despite the legislative groundwork 

already put in place for children, there is still a very big gap between enactment and 

enforcement.”  (PREDA Foundation, Inc.; World Organisation Against Torture, 2004).   

One explanation of this anachronistic situation may be in the level of awareness 

of the school populations about children’s rights. Husen and Neville Postlehwaite (1994) 

stressed that educators are in a unique position to recognize children’s problems, 

advocate for solutions, and facilitate the provision of necessary services using resources 

from the school, family and community.  They also declared that research has indicated 

the value of formal education in enhancing the human capital of a nation.  The advent of 

a global economy and international interdependence have made it imperative to provide  

lifelong education for the citizenry and education for  children in at-risk circumstances 

about their rights.  

Hence, the noble aim of this study is to respond to the call of the times. As 

underscored in the Philippine report to the United Nations Human Rights Committee 

(2004), “there is still a very big gap between enactment and enforcement". This study 

focused on the determinants of children’s awareness of rights in order to find out the 

possible solutions to bridge the “gap”.  Few studies in the Philippines have been 

conducted on the influence of school-related determinants on children’s awareness of 

their rights. Information dissemination regarding this matter should be undertaken so that 
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stakeholders could facilitate the children’s acquisition of knowledge, awareness, and 

understanding of their rights.  It is also high time for teachers and educational 

administrators to take a look at this particular area of concern as a significant guide and 

basis in the development and revision of school curricula, the preparation of instructional 

and other learning materials, the actual facilitation of instruction, the program planning in 

schools, and as a great contribution to the promotion of children’s rights worldwide in 

accordance with the Convention on the Rights of the Child.  

Statement of the Problem 

 This study investigated the school-related factors that influence elementary school 

pupils’ awareness of their rights.  Specifically, the study answered the following 

questions: 

1. What is the level of awareness of pupils, teachers, and administrators about 

the survival rights, protection rights, developmental rights, and participation 

rights of children?  

2. Is there a relationship among the level of awareness of pupils, teachers, and 

administrators?  

3. How do pupils, teachers, and administrators evaluate situations related to 

children’s rights?   

4. Is there a relationship between the school-related factors and the pupils’ level 

of awareness of children’s rights?  

5. How do the following school-related factors influence elementary school 

children’s level of awareness of children’s rights: (a) Involvement in school 

organizations, (b) school organizations’ activities and programs, (c) 
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Reading/Instructional materials on Children’s Rights, (d) Subject integration, 

(e) Awareness of teachers on children’s rights, (f) Awareness of 

administrators on children’s rights, (g) Attendance of teachers at seminars 

about children’s rights, and (h) Attendance of administrators at seminars about 

children’s rights?  

 
Conceptual Framework  

This study is anchored on the values and awareness model of Tibbitts (2003), the 

propositions of  the CORE paradigm (1999), and the Surabaya Workshop Report (1998).  

In the values and awareness model, the main focus is to transmit basic knowledge 

of human rights issues and to foster their integration into public values.  Examples 

include public awareness campaign and school-based programs.  As stated by Tibbitts, it 

is not unusual for school curricula that include human rights to link up with fundamental 

democratic values and practice.  Some examples of the values and awareness model 

include human rights-related lessons within citizenship, history, social science and law-

related education classes in schools, and infusion of human rights-related themes into 

both formal and informal youth programming (Tibbitts, 2003). 

In the CORE paradigm, the school is viewed as the fundamental unit of 

production and as an organization and community.  As the fundamental unit of 

production, the direct source of students’ learning is the quality and coherency of 

instruction she or he receives directly and the reinforcement for consistent effort 

experienced in a particular school. A school that is an organization is based on specific 

ideas about how instruction can be organized to meet the needs of a particular group of 

students (CORE, 1999). 
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Based on the Surabaya Workshop on human rights education in Southeast Asian 

schools, the appropriate approaches to human rights education in schools are the 

integration approach (teaching human rights as part of the existing subjects in the 

curriculum), and the values approach (relating human rights to the existing or prevalent 

values in the society).  In both approaches, the teachers need to have a strong human 

rights perspective which will guide them in both innovating appropriate teaching 

methodologies and in facilitating the experiential learning by the students of human rights 

concepts and mechanisms (Human rights…1998). 

Inspired and guided by Tibbits’ (2003) human rights education’s values and 

awareness model, by the CORE paradigm’s propositions (1999), and by the Surabaya 

Workshop report (1998), specific determinants from the school (viewed as the 

fundamental unit of production and as an organization and community) that transmit 

basic knowledge of children’s rights concepts and issues were determined in this study. 

In order to see the coherency of instruction that pupils receive and the reinforcement for 

consistent effort experienced in schools, this study explored the following school-related 

factors as determinants of awareness of children’s rights: pupils’ involvement in school 

organizations/clubs, school organizations’ activities and programs, instructional materials 

on Children’s Rights, subject integration, awareness of teachers on children’s rights, 

awareness of administrators on children’s rights, attendance of teachers at 

seminars/conferences about children’s rights, and attendance of administrators at 

seminars/conferences about children’s rights (The conceptual framework is drawn in 

Figure 1).  
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Figure 1 
Conceptual Framework  

 
Figure 1 shows the conceptual framework of this study.  In this figure, the quality 

and coherency of instruction that pupils receive directly and the reinforcement for 

consistent effort experienced in schools (CORE paradigm) were reflected through the 
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following variables: pupils’ involvement in school organizations, school organizations’ 

activities and programs, instructional materials on children’s rights, and subject 

integration.   

The teachers and administrators’ human rights perspective which guide them in 

teaching methodologies and in facilitating the experiential learning by the students of 

human rights concepts and mechanisms (Human rights…1998) were manifested through 

the following variables: awareness of teachers on children’s rights, awareness of 

administrators on children’s rights, attendance of teachers to seminars/conferences about 

children’s rights, and attendance of administrators to seminars/conferences about 

children’s rights.  

 The curriculum and school size (which are inherent parts of a school as unit of 

production and as an organization) serve as residual variables. Residual variables mean 

that they are brought about by factors not actually measured in this model but do affect 

the dependent variable.   

 The review of related literature and studies revealed the variables/factors that 

affect the learning of children’s rights and/or values which include number of years of 

schooling (De Leon, 1995; Baton, 1999),  type of school, teacher’s academic background 

and number of training programs attended by the teacher (Macugay, 1994).  The teaching 

of children’s right could be upgraded through subject (Balonso, 1997) and curriculum 

integration (International Congress, 1980), teacher training (Sindac, 1997), development 

of instructional materials (Tamayo, 1999; Intra, 1990), and initiated programs (Bigay). 

The determination of the variables of this study was anchored on these related literature 

and studies.  
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Methodology 
 
 The correlational research method and causal modeling were used in this study.  

The correlational research was used in determining the relationships between the 

independent and dependent variables while the causal modeling was used in determining 

the influence or effects of the individual and aggregate variables on the dependent 

variable.  

 
Results and Discussion 

 
Level of Awareness of Children’s Rights 

The information in Table 1 shows that the levels of awareness of the pupils, 

teachers and administrators concerning the survival, protection, development and 

participation rights are very high.  These are manifestations of what they believe and 

what they feel regarding the specific statements listed under each group of rights.  

Though there were differences in the mean level of awareness among the three groups of 

respondents, those differences are not significant.  However, this information would not 

suffice to indicate whether what they believe and feel is manifested in what they actually 

do.  The grade 6 pupils were found to be very much aware of the particular rights because 

of the information imparted to them by their teachers and administrators who were also 

very much aware of the children’s rights. 
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Table 1 .  Summary of mean levels of awareness among pupils, teachers, and 
administrators about Children’s Rights  
 

Level of Awareness Classification of 
Rights Pupils Teachers Administrators 

Survival 1.3695 1.4075 1.3125 
Protection 1.3245 1.4819 1.1875 

Development 1.4124 1.4777 1.2081 
Participation 1.3514 1.4679 1.2625 

Verbal 
Interpretation 

Very much aware very much aware very much aware 

 

With the information in Table 1, it is evident that the adults who are directly 

taking care of the children in schools are rights-oriented.  This is actually a big factor to 

consider in the promotion of children’s rights and in the support for a “child-friendly 

society”. A child-friendly society can be realized through the collective efforts of sectors 

that have close interaction with children.  They are the families, local communities, non-

government groups, church, schools, local government units, national government, and 

the media (The Philippine Star, 2001). 

In this study, the information regarding the teachers’ high awareness of children’s 

rights seems to contradict Sindac’s (1997) finding that teachers are more oriented on their 

duties and responsibilities and less to their rights, at times depriving them of the exercise 

of these rights.  It is to be noted that the particular focus of the current study and that of 

Sindac’s differ. This present study focused on children’s rights whereas Sindac’s study 

focused on teachers’ rights; however, awareness of and orientation to human rights are 

both manifested in these two studies.  

 Every aspect of human rights education is a lifelong, comprehensive, and 

empowering process; hence, Executive Order No. 27, Education to Maximize Respect for 

Human Rights, states that “the Ministry of Education, Culture and Sports shall include 
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the study and understanding of human rights in the curricula of all levels of education and 

training in all schools in the country, adapting the scope and treatment of the subjects or 

courses on human rights to the respective educational levels (Claude, 1996).  Schools 

must change in order to succeed with children.  The change must be based on the child’s 

rights as mandated in the Philippine Constitution and as recognized and ratified by the 

State in the Convention on the Rights of the Child.  Schools must promote the best 

interests of the child. The school must become an environment that protects children from 

violence, that fosters democratic practices, that develops all aspects of the child, and that 

teaches real life skills which equip children for lives as responsible citizens (Education 

National Development Plan for Children, 2000-2025).   

The information in Table 2 shows the correlation analysis which was done to 

determine the relationship between the teachers and administrators’ level of awareness 

and the pupils’ level of awareness.  Correlation analysis shows a weak, inverse  

relationship between the pupils’ awareness and the teachers’ awareness (r = -.169) and 

the administrators’ awareness (r = -.158) of children’s rights.  This means that as the level 

of awareness of teachers and administrators increases, there is a tendency for the level of 

pupils’ awareness to decrease. This relationship is highly significant, at .05 level; thus, 

the null hypothesis that there is no significant relationship in the level of awareness 

among pupils, teachers, and administrators is hereby rejected. The study shows that there 

is significant relationship in the level of awareness among pupils, teachers, and 

administrators.  
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Table 2.  Relationship in the Teachers’ and Administrators’ Level of Awareness and 
the Pupils’ Level of Awareness of Children’s Rights  
 

 Level of Awareness  
Teachers  Administrators 

Correlation 
coeff 

-.169 -.158 
Pupils’ Level of 

Awareness 

Probability .002* .005* 
* Significant at the .05  level 

 Though the mean differences in the level of awareness among the three groups of 

respondents do not differ significantly, the information in Table 2 shows that there is still 

a tendency for the pupils’ level of awareness to decrease as the level of awareness of 

teachers and administrators increase.  This is due to the fact that in this study, the pupils’ 

awareness of rights has been directly affected by their understanding of rights situations. 

Given the actual length of life experiences, years of education, and exposure to issues and 

concerns about children’s rights, the level of awareness of teachers and administrators is 

expected to be much higher than that of the children who still have very limited exposure 

to issues and concerns on children’s rights.  

 In order to improve the relationship between the level of awareness of pupils and 

those of the teachers and administrators, it is necessary that teachers and administrators 

exhaust all steps to deepen, intensify, and strengthen the pupils’ level of awareness of 

their rights.  

Affirmed as appropriate approaches to human rights education in schools are the 

integration approach (teaching human rights as part of the existing subjects in the 

curriculum), and the values approach (relating human rights to the existing or prevalent 

values in the society).  In both approaches, the teachers need to have a strong human 

rights perspective to guide them in both innovating appropriate teaching methodologies 
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and in facilitating the experiential learning by the students of human rights concepts and 

mechanisms (A Report from the Surabaya Workshop, 1998). 

Teachers need to understand the Convention and its implications for the daily 

lives of children and for the responsibilities that teachers have towards children both as  

key mentors in the learning process and as adults who serve as important role models and 

as protectors of children. Teachers may need to change their classroom behaviors 

significantly in order to respect the rights of children. One obvious entry point for 

working with teachers' knowledge and teaching behavior is through teacher preparation 

and training. Both pre-service and in-service education have to provide teachers the 

knowledge to understand CRC issues so that they meet the learning, protection, and other 

rights of children that come with the right to education. (Pigozzi, n.d.) 

 

Evaluation of children’s rights situations 

Results in Table 3 show that when given situations that require application of 

knowledge of children’s rights, there are significant differences in the evaluation made by 

pupils, teachers and administrators.  Evaluation of survival rights, protection rights, and 

development rights were highest with the teachers and lowest with the pupils.  The 

evaluation of survival, protection, and development rights by the pupils is significantly 

different from the evaluation of the teachers and the administrators.  The evaluation made 

by the teachers and the administrators do not differ significantly.  However, on the 

participation rights, the administrators had the highest evaluation while the teacher had 

the lowest evaluation.  The evaluation of the three groups of participation rights is 

different significantly. It must be noted however that in terms of the number of 
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respondents in this study, there were only 16 administrator respondents whereas there 

were 53 teacher respondents and 362 pupil respondents; hence, the findings may not 

really be generalizable for the whole population.  

Table 3.  Evaluation of Children’s Rights Situations  
 Evaluation Level  F-value 

 Pupils Teachers Administrators  
Survival rights 1.5291a 1.2006b 1.3982b 10.286* 
Protection rights 1.4435a 1.1491b 1.2082b 9.694* 
Development rights 1.3760a 1.0435b 1.2065b 8.339* 
Participation rights 1.4643a 2.3635b 1.2547c 45.220* 

* Significant at .05 level 
Means with different superscripts are significantly different among groups 

 

 The differences could be explained by the fact that the acquisition of learning of 

children’s rights requires a long process.  The information gained is accumulated as a 

pupil grows with age and with the experiences that he/she undergoes.  For instance, 

Baton (1999) reported that grade VI pupils have higher knowledge of their rights and 

obligations than grade IV pupils.  He confirmed that as one ascends the educational 

ladder, one acquires more knowledge about one’s rights.  De Leon (1995) concluded that 

years of schooling have the greatest influence on the acquisition of learning about human 

and children’s rights.  He further recommended that the curriculum content and 

approaches in integrating core values in subject matter be explored.  Teachers and 

students must be able to go through an experiential learning process in order to appreciate 

fully the meaning of such values.   

 

School-Related Variables and Pupils’ Level of  Awareness of Their Rights  

Correlation analysis was done to determine the relationship between the pupils’ 

level of awareness of children’s rights and the school related variables.  Correlation 
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analysis shows an inverse relationship between the pupils’ level of awareness and the 

teachers and the administrators’ level of awareness of children’s rights.  This means that 

as the level of awareness of teachers and administrators increases, there is a tendency for  

the pupils’ level of awareness to decrease.  The relationship, as presented in the findings, 

was highly significant. 

Meanwhile, correlation analysis shows a weak, direct relationship between the 

pupils’ level of awareness of rights and the pupils’ understanding of rights situations  

(r = .381), the pupils’ information through reading materials provided by the teachers  

(r = .043) and the reading materials available in the library (r = .021).  These show that 

the level of pupils’ awareness increases when their level of understanding of rights 

situations increases, and when reading materials available from the teachers and the 

library also increase.  Of these three, only the pupils’ understanding of rights situations 

was found to have significant relationship with the pupils’ level of awareness (See Table 

4). 

Table 4 shows the increase in the number of subjects where children’s rights were 

introduced (r =-.063), the increase in the number of organizations where pupils were 

involved (r = -.117), and the increase in the seminars attended by teachers (r = -.042) do 

not automatically increase the pupils’ level of awareness of children’s rights. The 

information illustrates the tendency of the pupils’ level of awareness to decrease when 

these three school-related factors increase.  
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Table 4.  Relationship between the Pupils’ Level of Awareness of Their Rights and 
the School Related Variables 

  Level of Awareness 
School-related variables  Pupils Teachers Administrators 

Correlation 
coeff 

 -.169 -.158 Pupil’s level of awareness 

Probability  .002* .005* 
Correlation 
coeff 

.381   Pupils’ understanding of rights 
situations 

Probability .000*   
Correlation 
coeff 

-.117   Pupils’ information from 
organizations 

Probability .035*   
Correlation 
coeff 

-.063   Pupils’ information through 
subject integration 

Probability .258NS   
Correlation 
coeff 

.043   Pupils’ information through 
reading materials provided by 
the teachers Probability .437NS   

Correlation 
coeff 

.021   Pupils’ information through 
reading materials from the 
library Probability .702NS   

Correlation 
coeff 

.111 .243  Instructional materials available 
from teacher 
 Probability .045* .000*  

Correlation 
coeff 

.009 -.048  Instructional materials 
developed by teacher 

Probability .873NS .388NS  
Correlation 
coeff 

-.150 .281  Programs by teachers 

Probability .006* .000*  
Correlation 
coeff 

-.042 -.125  Seminars by teachers 

Probability .450NS .024*  
Correlation 
coeff 

-.128 .121  Subject integration by teachers 

Probability .020* .029*  
Correlation 
coeff 

-.152  .210 Instructional materials by 
administrators 

Probability .006*  .000* 
Correlation 
coeff 

-.056  .575 Programs by administrators 

Probability .309NS  .000* 
Correlation 
coeff 

-.101  .365 Seminars by administrators 

Probability .068NS  .000* 
* Significant at the 0.05 level  
NS – Not Significant 
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As the instructional materials developed and available from the teacher increases, 

the level of pupils’ awareness of rights also increases.  However, when the programs 

initiated by the teachers (P<.05) and the number of subject integration (P<.05) increases, 

there is a tendency to decrease the level of pupil awareness. The relationships were found 

to be significant at 5% level of significance. 

The school-related factors introduced through the administrators have an indirect 

relationship with the pupils’ level of awareness.  As the instructional materials (p<.05), 

the programs and the seminars of administrators increase, there is a tendency to decrease 

the pupils’ level of awareness.  

The findings show that there is significant relationship between the school-related 

factors and the level of awareness of children’s rights. The null hypothesis that there is no 

significant relationship between the school-related factors and the level of awareness of 

children’s rights is hereby rejected using the .05 level of significance.  

Results might seem to show some inconsistencies with the way level of awareness 

could have been achieved and increased. But it is to be noted that based on the verbal 

interpretation of the mean level of awareness, the pupils were all very much aware of the 

four classifications of rights. Information in Table 4 merely reflects that there were 

school-related determinants that have direct relationships with the pupils’ level of 

awareness, while some determinants yield inverse relationships.  Though there were 

school-related variables which did not directly contribute to an increase of the pupils’ 

level of awareness, this study found out that, generally speaking, the pupils were very 

much aware of their rights.  
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These findings have a number of implications in terms of maximization of school-

related factors. In order to get the most out of these school-related factors and to 

eventually increase and improve the pupils’ level of awareness, understanding, and 

interpretation of children’s rights, the appropriate approaches to human rights education 

in schools could make a great difference. As affirmed at the Surabaya Workshop, the 

appropriate approaches to human rights education in schools are the integration approach 

(teaching human rights as part of the existing subjects in the curriculum), and the values 

approach (relating human rights to the existing or prevalent values in the society).  In 

both approaches, the teachers need to have a strong human rights perspective to guide 

them in both innovating appropriate teaching methodologies and in facilitating the 

experiential learning by students of human rights concepts and mechanisms (Human 

rights…1998). 

In one of the three models or approaches to human rights education proposed by 

Tibbitts (2003), the values and awareness model includes human rights-related lessons 

within citizenship, history, social science and law-related education classes in schools, 

and infusion of human rights-related themes into both formal and informal youth 

programming. Under the accountability model, participants are already expected to be 

directly or indirectly associated with the guarantee of human rights through their 

professional roles.  In this group, HRE focuses on the ways in which professional 

responsibilities involve taking special care to protect the rights of people for whom they 

have responsibility.  

One of the findings of this study is that the increase in the seminars attended by 

teachers and administrators does not automatically increase the pupils’ level of awareness 
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of children’s rights. Though there were school provisions for the teachers’ attendance to 

seminars about children’s rights, specific information on children’s rights may not have 

been fully delivered in classes and may not have been strongly integrated in 

subjects/lessons. The Surabaya workshop has stressed the significant component of the 

support structure; i.e., the training for the teachers, in the implementation of human rights 

education.  Training for teaching human rights requires the review of basic theories and 

philosophies of education, the development of human rights perspective, the development 

of various skills, increasing knowledge of human rights, and knowing appropriate 

teaching strategies within and outside the school. (Human rights…1998).  With proper 

and intense subject integration of the information and skills learned from the seminars 

attended, the significant role that teachers and administrators play in the human rights 

education of children would be more evident.  As stated by Hill & Guthrie (1999), the 

direct source of a student’s learning is not the broader school system’s capabilities or the 

performance of schools other than the one the student attends.  A student succeeds or fails 

because of the quality and coherency of instruction she or he receives directly and the 

reinforcement for consistent effort experienced in a particular school. 

The Surabaya Workshop affirmed that the appropriate approaches to human rights 

education in schools are the integration approach (teaching human rights as part of the 

existing subjects in the curriculum), and the values approach (relating human rights to the 

existing or prevalent values in the society).  In both approaches, the teachers need to have 

a strong human rights perspective to guide them in both innovating appropriate teaching 

methodologies and in facilitating the experiential learning by the students of human rights 

concepts and mechanisms (Human rights…1998). 
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Influence of the School-Related Factors on the Pupils’ Awareness of Children’s 

Rights 

 The influence or effects of the school related factors are shown in the various 

paths (path coefficients or betas) leading to the pupils’ level of awareness of children’s 

rights (see Figure 2). 
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Figure 2 : Causal Model 
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Direct effects (both positive and negative) are brought by the administrators’ and 

teachers’ level of awareness of children’s rights, materials used by the teachers, materials 

from the library, involvement in school organizations, the pupils’ understanding of 

children’s rights, and the subject integration as assessed by the pupils. These variables 

with direct effects are the school-related factors that have immediate contributions and 

influence on the pupils’ awareness of rights.   

The school-related variables with .05 level of significance are the pupils’ 

involvement in school organizations (beta coefficient of -.0212) with .032 significance, 

teachers’ awareness of rights (beta coefficient of -.158) with .015 significance, and 

pupils’ understanding of rights (beta coefficient of .286) with .000 significance. These 

indicate that pupils’ involvement in organizations and teachers’ awareness of rights have 

negative but significant effects on pupils’ awareness of rights.  Though showing inverse 

relationship, these indicate that the more involvement the pupils have with school 

organizations that promote rights, the better chances are for improving and increasing the 

level of awareness of their rights. These further indicate that when the teachers’ 

awareness of children’s rights is higher, it is likely that they can provide more learning 

experiences for the increase of pupils’ awareness of rights.  Meanwhile, the pupils’ 

understanding of rights has positive and significant effect on their level of awareness of 

their rights. This indicates that the more pupils are made to understand situations and 

issues about children’s rights, the more they are able to increase their level of awareness 

of their rights.  

The variables with indirect effects are those school-related factors that have 

implicit contributions since they have influenced the variables that have directly affected 
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the pupils’ awareness of rights. The variables with positive indirect effects to pupils’ 

awareness of rights are administrators’ and teachers’ understanding of rights, 

instructional materials from administrators, and seminars attended by administrators. The 

variables with negative indirect effects are instructional materials from teachers, 

instructional materials developed by teachers, programs initiated by administrators and 

by teachers, seminars attended by teachers, and subject integration done by teachers.   

To see how much variability in the dependent variable is explained by the 

independent variables as they exist in the causal model, this study looked at the 

coefficient of determination for each of the causal relationships.  When the variables  

“administrators’ awareness of rights, teachers’ awareness of rights, materials used by the 

teachers,   materials from the library, involvement in organization, pupils’ understanding 

of rights, and subject integration of rights as assessed by pupils” are regressed on pupils’ 

awareness of rights, they account for approximately 18.5% of the variability in the 

dependent variable.  Based on the data, it seems that 18.5% is a moderate indicator of 

practical utility.  These variables may not serve as very strong indicator but they still 

influence and contribute to pupils’ awareness of rights.  

The findings of this study show that there are school-related factors which 

significantly influence the pupils’ level of awareness of their rights; therefore, the null 

hypothesis is hereby rejected at .05 level of significance.  

These findings have significant implications for schools or educational 

institutions that adhere to the promotion of children’s rights. Given the current 

information on the school-related determinants that influence pupils’ awareness of rights, 

it would be good for educators to improve, enhance, enrich, and reinforce the school 
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curriculum, programs, and support structure that directly affect learning and awareness 

among pupils.  

Schools must change in order to succeed with children.  The change must be 

based on the child’s rights as mandated in the Philippine Constitution and as recognized 

and ratified by the State in the Convention on the Rights of the Child.  Schools must 

promote the best interests of the child. The school must become an environment that 

protects children from violence, that fosters democratic practices, that develops all 

aspects of the child, and that teaches real life skills which equip children for lives as 

responsible citizens (Education National Development Plan for Children, 2000-2025).  

A significant component of the support structure is training for the teachers.  

Training for teaching human rights requires the review of basic theories and philosophies 

of education, the development of human rights perspective, the development of various 

skills, increasing knowledge of human rights, and knowing appropriate teaching 

strategies within and outside the school.  (Human rights…1998) 

Plantilla (2005) reported that a basic problem in human rights education in the 

formal education system is the misunderstanding of its meaning.  There are still 

reservations on the part of educators including teachers and officials on the value of 

training teachers on human rights and human rights education.  There is also a problem 

with the view that human rights are already contained in subjects like moral education, 

values education or civic education.  These ‘educations’ contain principles related to 

human rights.  These principles may not however be presented as human rights but as 

obligations to the country or duty to society and other people.  Teacher training should 

therefore make clear the distinction between teaching duty to society or country as human 
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rights.  Otherwise, human rights will not be properly understood by teachers. Tibbits 

(2006) emphasized that a curriculum that integrates human rights is only as powerful as 

the teacher using it. 

 
Conclusions 

From the results of the study, it is concluded that the high level of awareness of 

children’s rights by pupils, teachers, and administrators is brought by the varied learning 

modes that teachers and administrators used and experienced. These include 

curriculum/subject integration, use of instructional materials, attendance in seminars, and 

programs and activities which in effect contribute also to the pupils’ own level of 

awareness of children’s rights. These prove that teachers and administrators were rights-

oriented; hence, they influenced the pupils’ high level of awareness of children’s rights. 

Though the mean level of awareness of the pupils, teachers, and administrators 

are verbally interpreted as very much aware, results of correlation analysis shows that the 

pupils’ level of awareness tends to decrease when the teachers and administrators’ level 

of awareness increase. This is due to the fact that given the actual length of life 

experiences, years of education, and exposure to issues and concerns about children’s 

rights, the level of awareness of teachers and administrators is much higher than the 

children who still have very limited exposure to issues and concerns on children’s rights. 

Hence, actual learning experiences and exposure make a difference to the level of 

awareness.  

The significant differences in the respondents’ evaluation of situations on 

children’s rights are brought about by the years of acquisition of learning and by actual 
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exposure. The teachers and administrators have higher evaluation of situations than the 

pupils due to these age and exposure factors. 

Even if the level of integration through the curriculum is high and is being 

implemented through integration in the specific subjects and even if teachers and 

administrators attend seminars, specific information on children’s rights may not have 

been fully delivered.  The inverse relationship in the level of awareness among pupils, 

teachers, and administrators could be explained by the age gap existing between the grade 

6 pupils and their teachers and administrators.  The latter had acquired more learning 

through actual life experiences.  The pupils on the other hand still have to learn more 

through proper learning exposure and through experiential learning because there is much 

difference between what is taught and what is experienced.  

The factors which have significant influence to the pupils’ level of awareness of 

rights were the pupils’ understanding of their rights, teachers’ awareness of rights, and 

pupils’ involvement in school organizations. The other variables with direct effects were 

the administrators’ awareness of rights, materials used by teachers, materials from the 

library, and subject integration in pupils. The variables with indirect effects have their 

own implicit contributions since they have influenced the variables that have directly 

affected the pupils’ awareness of rights.  Based on these findings, it is therefore 

concluded that the variables that greatly influence pupils’ awareness are those factors that 

are primarily connected to the pupils; i.e., their teachers, their school organizations, and 

their very own understanding of situations. It is further concluded that the significant 

contributions could be provided by the educators through the improvement, enhancement, 

enrichment, and reinforcement of the school curriculum, programs, and support structure.  
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Abstract 

     Success in mathematics is of critical importance to school children and their future success and there is a 

need to further examine student and instructional factors that may be related to mathematics outcomes.  Recent  

assessments have indicated that students in several Asian countries have tended to score above international 

averages and there is continuing interest in instructional strategies used for mathematics teaching in Asia.  

Students included in these analyses were from the Trends in International Mathematics and Science Study 

2003 (TIMSS 2003) International Sample (13-year-olds) from the United States and Korea.  Several student 

beliefs and instructional practices were examined and variance estimation procedures for complex sampling 

designs were employed.  Students from both countries who expressed positive self-appraisals of their 

mathematics ability tended to earn higher achievement test scores while students who expressed more negative 

comparisons of themselves to other students were more likely to earn lower test scores.  In addition, students  

from both countries who more frequently worked independently on mathematics problems also tended to earn 

higher test scores.  These results also extend previous findings by simultaneously assessing the effects of 

student beliefs and instructional practices and by examining students from cross-cultural settings as part of a 

comprehensive international assessment. 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 

 

 

2008 HICE Proceedings 
Page 2352



                                                                                                                                                                               3. 

     There has been an increasing interest in identifying factors that are associated with student success in 

mathematics.  There are many career options that are open only to students who have mastered mathematical 

skills and enrolled in advanced mathematics courses.  Swartz (2002) has noted that younger students can be 

encouraged to learn about careers that use mathematics and they can conduct research projects to demonstrate 

that mathematics is used in many areas of life.  In addition, it has been pointed out that basic computation 

skills should not be the final goal of instruction (Loveless, 2003); rather, basic skills provide the foundation for 

exploring advanced mathematics topics such as geometry and calculus.  Loveless (2003) also reported findings 

from the National Assessment of Educational Progress (NAEP) which indicate that American students  

displayed relatively low computational skills.  In order to help students appreciate the importance of 

mathematics, Roman (2004) provided examples of mathematics applied to practical problems, such as studies 

on the effects of pollution on ecosystems, understanding home mortgage financing, and improvements in 

weather forecasting.  Because success in mathematics is of critical importance to school children and their 

future success, there is a need to further examine student and instructional factors that may be related to 

students’ mathematics outcomes. 

     Several studies have examined the relationship between student beliefs and academic achievement.  For 

instance, results from a longitudinal study indicated that initial self-beliefs were significant predictors of the 

grade performance of Asian-American students (House, 1997).  Further, it was found that adolescent 

students’ academic self-concept exerted significant causal effects on mathematics achievement (Marsh & 

Yeung, 1997).  Similarly, higher academic self-concept was significantly related to higher mathematics course 

grades for older adolescent students (House, 1993, 1995).  In addition, specific facets of academic self-concept 

and achievement expectancies (self-ratings of overall academic ability and mathematics ability, and 

expectations of making at least a B average in college) were significantly correlated with the mathematics 

achievement of American Indian/Alaska Native students (House, 2001).  Results from a longitudinal study of 

middle school students in Germany indicated that students who expressed higher initial levels of interest in 

mathematics were subsequently more likely to enroll in advanced mathematics courses (Koller, Baumert, & 

Schnabel, 2001).  There is also evidence that initial mathematics self-efficacy was significantly related to the 

subsequent mathematics achievement of middle school students (Pajares & Graham, 1999).  Research findings 

for middle school students also indicated that students who expressed more focused learning goals tended to 

have higher mathematics self-concept (Anderman & Young, 1993).  Cross-cultural differences in the 

relationship between student beliefs and mathematics achievement have also been examined.  Recent findings 

indicated that self-confidence in mathematics was most strongly associated with mathematics  

achievement for students in Norway and Canada, but that was not the case for students in the United States 

(Ercikan, McCreith, & Lapointe, 2005).  In addition, fifth-grade students in Taiwan tended to have more 
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positive beliefs about mathematics than did students in the United States (Tsao, 2004).  These findings indicate 

that it is important to consider student beliefs when assessing factors that influence mathematics achievement. 

     Two instructional practices that have been used to improve student performance in mathematics are active 

learning strategies and the incorporation of computer technology.  With regard to active learning strategies, 

realistic mathematics education used contextual problems to facilitate students’ development of applied 

problem solving strategies (Gravemeijer & Doorman, 1999).  In addition, the use of mathematical tools to 

facilitate learning outcomes and tasks that build on prior knowledge can serve to maintain student engagement 

in higher-level cognitive processes (Henningsen & Stein, 1997).  Eighth-grade students who actively used 

models to learn geometry concepts displayed enhanced comprehension and more motivated inquiry (Mistretta, 

2003).  Similarly, a recently proposed cognitive theory for curriculum design indicated that students should be 

provided with opportunities to test and apply the knowledge they have acquired (Zhu, Zhu, Lee, & Simon, 

2003).  Further, a strategy that included the use of manipulatives, paper-and-pencil activities, and technology 

for elementary-school mathematics resulted in students working independently on geometry problems and 

improved confidence in their abilities (Alejandre & Moore, 2003). 

     With respect to the use of computer technologies for teaching mathematics, several studies have 

investigated the effects of computer activities on student achievement and interest in mathematics.  For 

instance, results from a case analysis of an elementary school that had been identified as low-performing  

indicated that the implementation of courseware oriented toward standards-based instruction produced 

considerably higher achievement test scores (King, 2004).  Similarly, Palm handheld computers can be used 

for mathematics instruction in geometry, number sense, and basic mathematical functions (Lary, 2004).  With  

respect to junior-high school students, it was found that the use of graphical representations improved 

achievement on algebra problems (Harrop, 2003).  The effects of computers on mathematics achievement are 

also dependent on student characteristics.  Seventh-grade students who showed lower levels of prior  

mathematics achievement performed better when using a less structured geometry software while higher-

performing students showed improved performance when using a structured geometry program (Hannafin, 

2004).  Finally, conclusions from a literature review on the effects of technology suggested that the use of  

computers for middle school mathematics results in improved attitudes and enhanced self-efficacy for 

mathematics and greater achievement and improved understanding of mathematical concepts (Guerrero, 

Walker, & Dugdale, 2004). 

     The effective use of homework has been shown to be associated with higher levels of student achievement 

(Cooper & Valentine, 2001).  For instance, there is evidence that older adolescent students who spent more 

hours per week on studying and homework also were more likely to complete their academic degrees (House,  
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1999).  Similarly, it has been found that students who spent more time on homework tended to show higher 

scores on tests of mathematical knowledge (Kupermintz, Ennis, Hamilton, Talbert, & Snow, 1995).  Several 

studies have also examined cultural differences in the incorporation of homework into students’ daily routines.  

There is evidence that students in Japan have extensive practice included in their daily schedules (Shimizu, 

1998).  In addition, results from comparative research suggest that students in Japan are assigned more daily  

homework to be completed (Stigler, Lee, Lucker, & Stevenson, 1982).  An analysis of student preferences for 

homework conditions indicated that seventh-grade students in Korea were more likely than students in the 

United States to prefer doing homework consistently in the same place and to have written homework  

instructions and materials (Hong & Milgram, 1999).  Further, cross-cultural analyses indicate that Korean 

mothers typically coordinate the completion of daily homework and enroll students in supplemental instruction 

classes after school (Ellinger & Beckham, 1997).  Consequently, it is important to examine cultural differences 

in the use of homework for mathematics instruction and to assess how those homework activities are 

associated with achievement test scores. 

     Students in Korea have consistently scored above international averages on mathematics assessments 

(Beaton, et al., 1996; Mullis, et al., 2000).  Consequently, there is a great deal of interest in factors associated 

with mathematics achievement in Korea.  For instance, there is evidence that language characteristics may be 

related to early computational competence for students in Korea (Miura, 1993, 1994).  Cross-cultural research 

has indicated that elementary-school students in Korea displayed high levels of achievement on basic  

mathematical operations (Fuson & Kwon, 1992).  With respect to mathematics instruction, results from an 

assessment of elementary-school classrooms in Korea indicated that lessons included periods of systematic 

instruction followed by questions posed by the teacher and subsequent student responses (Grow-Maienza,  

Hahn, & Joo, 2001); in addition, lessons tended to be concentrated on a single problem, included the use of 

multiple methods of presenting a problem, and contained relatively short periods (five minutes) of individual 

practice.  Further, the implementation of student centered-teaching practices for mathematics in a second-

grade Korean classroom resulted in the examination of multiple strategies for solving problems and improved 

student motivation (Pang, 2000).  With respect to student motivation, an analysis of fourth-grade students  

in Korea suggested that learning goal orientation was significantly associated with learning strategies used for 

mathematics (Seo, 2000).  Similarly, Leung (2000) has proposed that Asian students are taught the importance 

of studying and that satisfaction can be gained from doing the hard work of studying.  Leung (2001) has also  

suggested that Asian students are taught that hard work and studying are critical for future success.  

Consequently, there is evidence of effective teaching strategies for mathematics and student characteristics that 

are significantly related to mathematics achievement in Korea. 

 

2008 HICE Proceedings 
Page 2355



                                                                                                                                                                               6. 

     The Trends in International Mathematics and Science Study (formerly the Third International Mathematics 

and Science Study) assessments have been comprehensive international studies of student achievement and 

educational contexts.  The initial TIMSS assessment was conducted in 1995 and follow-up assessments have 

been conducted in 1999 and 2003.  There have been a number of studies using data from the TIMSS 

assessments to identify factors associated with the mathematics achievement of students from several Asian 

countries.  For instance, the use of specific teaching strategies, such as cooperative learning activities and 

relating learning material to everyday life, were positively related to interest in learning mathematics for 

students in Japan (House, 2003b, 2005a).  Similarly, findings from the TIMSS 1999 assessment indicated that  

students in Japan and Chinese Taipei who earned higher mathematics test scores were more frequently 

assigned homework and solved examples related to new mathematics topics (House, 2002, 2004).  Results 

from the TIMSS Videotape Classroom Study of mathematics classrooms in Japan suggested that connections  

were made between new material and students’ prior learning and extended class time was spent on a single 

problem to allow students to identify multiple problem-solving strategies (Sawada, 1999).  Recent findings 

from the TIMSS 1999 assessment also indicated that students in Korea showed high achievement levels  

but less positive attitudes toward mathematics when compared to other countries (Um, Dogan, Im, Tatsuoka, 

& Corter, 2003).  However, an analysis of data from the TIMSS 1995 assessment indicated that eighth-grade 

students in Korea who received extra mathematics instruction before or after school and who expressed higher  

educational aspirations also tended to earn higher mathematics achievement test scores (Uekawa & Lange, 

1998).  In addition, self-beliefs about mathematics were significantly associated with the mathematics test 

scores of adolescent students in Hong Kong (House, 2003a).  Consequently, data from the TIMSS assessments  

provide a unique opportunity to examine factors associated with mathematics achievement for students in 

cross-cultural contexts. 

     The purpose of this study was to simultaneously examine relationships between mathematics beliefs, 

instructional strategies, and mathematics achievement of adolescent students in the United States and Korea.  

There were two reasons for examining the achievement of students from these two countries.  First, results 

from international assessments have indicated that students in Korea typically score above international 

averages (Beaton, et al., 1996; Mullis, et al., 2000).  Second, research from previous cross-cultural assessments 

has examined instructional factors related to academic achievement for students in these two countries and this 

study was intended to build upon those findings.  In addition, previous research has examined the relationship 

between self-beliefs and mathematics achievement for students from both the United States and Korea.   

Further, this study was designed to examine recently released data from the TIMSS 2003 assessment.  Finally, 

this study was intended to assess these relationships for large national samples of students who were part of a 

comprehensive international assessment. 
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Methods 

The TIMSS 2003 Assessment 

     The TIMSS 2003 assessment included students from 52 countries at the end of the fourth and eighth grades 

(Martin & Mullis, 2004).  More specifically, the target populations included the two adjacent grades that 

contained the largest proportions of nine-year-old and 13-year-old students.  The student assessments were 

administered during the spring of the 2002-2003 school year.  Because of the large number of science and 

mathematics test items, a matrix sampling procedure was used to compile test items into booklets (Martin & 

Mullis, 2004); each student completed a single test booklet that included science and mathematics test items.  

A total of eight test booklets were developed and six blocks of items were included in each booklet (Smith 

Neidorf & Garden, 2004) and representative samples of students took each part of the assessment.  The TIMSS  

2003 assessment was designed to examine student performance on both mathematics and science at the fourth 

and eighth grade levels. 

     Several procedures were used to select the schools in the Korea and United States samples.  Considering 

the sample of schools from Korea, initial stratifications were made according to province and urban status 

(large city, middle, rural).  Further stratification was made by student gender in the schools (boys, girls, 

mixed); remote schools, special education schools, and sports schools were excluding from the sampling.  This 

procedure resulted in 151 schools in the total sample and 149 schools that actually participated in the TIMSS 

2003 assessment.  With regard to the United States, stratifications were made by school type (public/private) 

and region.  Schools at the eighth-grade level were also stratified by minority status (more than 15% minority 

students/less than 15% minority students).  The procedure resulted in a total of 301 schools in the sample and 

232 schools that participated in the TIMSS 2003 assessment. 

Students 

     Students included in these analyses were from the TIMSS 2003 eighth-grade samples (13-year-olds) from 

the United States and Korea.  There were 7,980 students from the United States and 5,049 students from Korea 

who completed all of the self-belief variables and instructional practices measures examined in this study. 

Measures 

     As part of the TIMSS 2003 assessment, students were given a questionnaire that measured several 

characteristics.  A number of types of data were compiled on the student questionnaire, including information 

regarding student beliefs about science and mathematics, classroom instructional activities, family  

characteristics, learning resources, out-of-school activities, and science and mathematics achievement. 

     The effects of several types of classroom instructional activities on mathematics achievement were 

examined in this study.  Students indicated the use of the following: “How often do you do these things in your 

mathematics lessons?” (1) We practice adding, subtracting, multiplying, and dividing without using a  
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calculator, (2) We work on fractions and decimals, (3) We interpret data in tables, charts, or graphs, (4) We 

work together in small groups, (5) We relate what we are learning in mathematics to our daily lives, (6) We 

explain our answers, (7) We decide on our own procedures for solving complex problems, (8) We review our 

homework, (9) We work problems on our own, and (10) We begin our homework in class.  On each of these 

items, original codings were transformed so that the following values were used to indicate the frequency of 

each activity: (1) never, (2) some lessons, (3) about half the lessons, or (4) every or almost every lesson. 

     With respect to students’ self-beliefs about mathematics, responses to six specific measures were  

examined: (1) I usually do well in mathematics, (2) Mathematics is more difficult for me than for many of my 

classmates, (3) I enjoy learning mathematics, (4) Sometimes when I do not initially understand a new topic in 

mathematics, I know that I will never really understand it, (5) Mathematics is not one of my strengths, and (6) 

I learn things quickly in mathematics.  For these items, original codings were transformed so that the  

following levels of student agreement were indicated: (1) disagree a lot, (2) disagree a little, (3) agree a little, 

or (4) agree a lot. 

     The dependent measure examined in this study was each student’s score on the TIMSS 2003 International 

Mathematics assessment.  Several mathematics content areas were included on this achievement test, including 

number sense, algebra, geometry, measurement, and data in mathematics (Smith Neidorf, & Garden, 2004).   

Because students in the TIMSS 2003 assessment were given relatively few test items in each specific content 

area, statistical procedures have been developed to estimate student proficiency by generating plausible values 

for each student based on responses given (Gonzalez, Galia, & Li, 2004).  Each plausible value provides an 

estimate of the performance of each student had they actually taken all possible items on the assessment.  Five 

plausible score values were computed for each student because there is error in the generation of these imputed  

proficiency values (Gonzalez, Galia, & Li, 2004).  The average of those five values was computed to represent 

the national averages reported for each country in the TIMSS 2003 assessment.  In order to be consistent with 

statistical procedures used for computing each national average score for mathematics achievement, the 

dependent measure used in this study was the average of the five plausible values generated for each student 

on the TIMSS 2003 assessment. 

Procedure 

     Statistical procedures applied to data collected using simple random sampling are inappropriate for data 

collected from assessments using complex sampling designs (Foy & Joncas, 2004).  For example, one 

assumption for statistical procedures for simple random sampling is that data are independent and identically 

distributed throughout the population.  Data collected using complex sampling designs, however, are collected 

from sampling units that are clustered (such as geographically distributed schools) and results in students  

 

2008 HICE Proceedings 
Page 2358



                                                                                                                                                                               9. 

within the same school having higher probabilities of being simultaneously sampled (Brick, Morganstein, & 

Valliant, 2000).  One potential problem of using statistical procedures for simple random sampling on data 

collected from complex sampling designs is the possibility of underestimation of the error (Ross, 1979).   

Underestimation of error can produce spurious findings of statistical significance in hypothesis testing (Wang 

& Fan, 1997).  Consequently, it is critical for conducting appropriate statistical tests of significance that the  

design effect is considered and procedures are used that produce unbiased variance estimates. 

     Because the TIMSS 2003 assessment employed a two-stage stratified cluster sample design, jackknife 

variance estimation procedures using replicate weights were used to compute appropriate standard errors for 

each variable included in this study.  It has been found that jackknife variance procedures are an effective 

method for providing full-sample estimates for data collected from cluster survey designs (Brick, Morganstein, 

& Valliant, 2000).  This technique simulates repeated sampling of students from the initial sample according to 

the specific sample design (Johnson & Rust, 1992).  These techniques are sometimes referred to as resampling 

plans and produce estimates of the population means and the standard errors of those estimates (Fan & Wang, 

1996; Welch, Huffman, & Lawrenz, 1998).  An advantage of the use of the jackknife replication statistic  

is that the generalizability of research findings are increased by providing population estimates rather than 

findings from a single sample (Ang, 1998). 

     The data from this study were analyzed in two ways.  First, correlation coefficients were computed to 

examine the relationship between each self-belief variable and instructional strategy and mathematics 

achievement test scores.  Second, multiple regression procedures were used to simultaneously assess the  

relative contribution of each self-belief variable and classroom instructional strategy toward the explanation of 

mathematics test scores.  In each instance, analyses were conducted separately for the entire sample of students 

from each country. 

Results 

     Descriptive statistics for each mathematics belief variable, classroom instructional activity, and 

mathematics achievement test scores for the entire samples of students from both countries are presented in 

Table 1.  It is important to note that those values are not descriptive statistics for the samples of students from 

the United States and Korea.  Rather, for each variable estimates of the population means and standard 

deviations are presented.  It is also important to note that data from complex sampling designs are collected 

from sampling units that are clustered (such as geographically distributed schools) and students within the 

same school have higher probabilities of being sampled simultaneously.  Consequently, statistical analyses that 

are used to produce unbiased variance estimates consider the design effect; the degrees of freedom associated 

with each statistical test are determined by the number of sampling units for each country rather than the  
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number of students that were actually included each national sample.  Those degrees of freedom were 

consistent for all statistical tests (both correlations and multiple regression analyses) used in this study. 

     Correlations between student self-beliefs and mathematics achievement test scores are presented in Table 2.  

Considering the sample of students from Korea, all six self-belief variables were significantly correlated with 

mathematics achievement.  Students who earned higher mathematics test scores tended to indicate that they 

usually do well in mathematics, learn things quickly in mathematics, and tend to enjoy learning mathematics.  

However, students who expressed negative comparisons of themselves to other students (mathematics is  

more difficult for me than for many of my classmates) also tended to earn lower test scores.  Further, students 

who indicated that mathematics is not one of their strengths were more likely to have earned lower 

mathematics test scores.  In addition, students who earned lower test scores expressed more negative self- 

appraisals of their ability to learn new mathematics topics (sometimes when I do not initially understand a new 

topic in mathematics, I know that I will never really understand it).  With respect to the sample of students 

from the United States, five significant correlations were observed.  Students who reported that they usually do 

well in mathematics and learn things quickly in mathematics also tended to show higher achievement test 

scores.  However, students who reported that mathematics is not one of their strengths were more likely to earn 

lower mathematics test scores.  Similarly, students who expressed more negative comparisons of themselves 

with other students (mathematics is more difficult for me than for many of my classmates) tended to earn 

lower test scores.  Finally, students who indicated more negative self-beliefs about their ability to learn new 

mathematics topics were also more likely to have earned lower mathematics achievement test scores. 

     Correlations between instructional strategies and mathematics achievement test scores are also shown in 

Table 2.  Considering the sample of students from Korea, eight significant correlations were obtained.  

Students who earned higher mathematics test scores reported that they more frequently reviewed their  

homework and explained their answers during mathematics lessons.  Similarly, students who earned higher 

test scores indicated that they more frequently decided on their own procedures for solving complex problems 

and related what they were learning in mathematics to their daily lives during mathematics lessons.  Students 

who reported that they more frequently worked problems on their own during mathematics lessons also were 

more likely to have higher mathematics test scores.  In addition, there were positive correlations between more 

frequent class time spent on three activities (working on fractions; practicing adding, subtracting, multiplying, 

and dividing without using a calculator; and interpreting data in tables, charts, or graphs) and mathematics  

achievement test scores.  With respect to the sample of students from the United States, three significant 

correlations were noted.  Students who earned higher test scores indicated that they more frequently reviewed 

their homework and worked problems on their own during mathematics lessons.  However, students who  
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more frequently related what they were learning in mathematics to their daily lives actually earned lower 

mathematics test scores. 

     Findings from the multiple regression analysis of the relationship between student self-beliefs and 

mathematics achievement are summarized in Table 3.  Considering the sample of students from Korea, five 

self-belief variables significantly entered the multiple regression equation.  Students who earned higher 

mathematics achievement test scores were more likely to indicate that they usually do well in mathematics.  

Similarly, students who reported that they learn things quickly in mathematics also tended to earn higher 

achievement test scores.  Students who indicated that they enjoyed learning mathematics also tended to earn  

higher test scores.  Conversely, students who expressed less favorable comparisons of themselves to other 

students (mathematics is more difficult for me than for many of my classmates) were more likely to show 

lower mathematics test scores.  In addition, students who earned lower test scores were more likely to indicate 

that mathematics was not one of their strengths.  Further, the overall multiple regression equation that assessed 

the joint significance of the complete set of self-belief variables was significant (F(6,70) = 348.26, p < .001) 

and explained 36.5% of the variance in mathematics achievement test scores for adolescent students in Korea.  

Considering the sample of students from the United States, all six self-belief variables significantly entered the 

multiple regression equation.  Students who earned higher mathematics test scores were also more likely to 

report that they usually do well in mathematics and that they learn things quickly in mathematics.  However, 

students who earned lower test scores tended to indicate that mathematics was not one of their strengths and  

were less likely to report that they enjoyed learning mathematics.  In addition, students who earned lower 

mathematics test scores tended to express less favorable comparisons of themselves to other students.  

Similarly, students who earned lower mathematics test scores expressed more negative self-appraisals of  

their ability to learn new mathematics topics (sometimes when I do not initially understand a new topic in 

mathematics, I know that I will never really understand it).  Finally, the overall multiple regression equation 

that assessed the joint significance of the complete set of self-belief variables was significant  

(F(6,70) = 153.81, p < .001) and explained 22.3% of the variance in mathematics achievement test scores for 

adolescent students in the United States. 

     Results from the multiple regression analysis of the relationship between instructional practices and 

mathematics achievement are shown in Table 4.  Considering the sample of students of Korea, seven variables 

significantly entered the multiple regression equation.  Students who earned higher mathematics test scores 

reported that they more frequently worked problems on their own and decided on their own procedures for 

solving complex problems.  In addition, students who showed higher test scores indicated that they more 

frequently explained their answers and worked on fractions and decimals during class.  Further, students who  
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earned higher mathematics achievement test scores reported that they more often practiced basic mathematical 

operations (adding, subtracting, multiplying, and dividing) without using a calculator.  However, two  

instructional practices showed negative relationships with achievement test scores.  Students who more 

frequently worked together in small groups during mathematics lessons also tended to show lower 

mathematics test scores.  Similarly, students who indicated that they more frequently reviewed their  

homework during mathematics lessons also earned lower test scores.  The overall multiple regression  

equation that assessed the joint significance of the complete set of instructional strategies was significant 

(F(10,66) = 225.63, p < .001) and explained 35.3% of the variance in mathematics achievement test scores for  

adolescent students in Korea.  Considering the sample of students from the United States, three variables 

significantly entered the multiple regression equation.  Students who earned higher mathematics achievement 

test scores indicated that they more frequently reviewed their homework and worked problems on their own  

during mathematics lessons.  However, students who indicated that they more frequently related what they 

were learning in mathematics to their daily lives actually earned lower test scores.  Finally, the overall multiple 

regression equation that assessed the joint significance of the complete set of instructional strategies was 

significant (F(10,66) = 19.83, p < .001) and explained 8.3% of the variance in mathematics achievement test 

scores for adolescent students in the United States. 

     Findings from the multiple regression analysis of the relationship between mathematics beliefs and 

instructional strategies and achievement test scores for students in Korea are presented in Table 5.  Four self-

belief variables significantly entered the multiple regression equation.  Students who earned higher test scores 

were more likely to indicate that they usually do well in mathematics and that they learn things quickly in 

mathematics.  However, students who earned lower test scores tended to express less favorable comparisons of  

themselves to other students (mathematics is more difficult for me than for many of my classmates).  In 

addition, students who felt that mathematics was not one of their strengths tended to also show lower 

achievement test scores.  Eight instructional strategies significantly entered the multiple regression equation  

after assessing the effects of students’ beliefs about mathematics.  Students who earned higher mathematics 

test scores reported that they more frequently worked on problems on their own and decided their own 

procedures for solving complex problems.  Further, students who indicated that they more frequently 

explained their answers and worked on fractions and decimals during mathematics lessons also tended to earn 

higher test scores.  Students who earned higher mathematics test scores also indicated that they more often 

practiced basic mathematical operations (adding, subtracting, multiplying, and dividing) without using a  

calculator.  Three instructional strategies showed negative relationships with achievement test scores.  

Students who earned lower test scores reported that they more frequently worked together in small groups and 

reviewed their homework during mathematics lessons.  Similarly, students who more frequently related what  
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they were learning in mathematics to their daily lives also tended to earn lower test scores.  Finally, the overall 

multiple regression equation that assessed the joint significance of the complete set of mathematics beliefs and 

instructional strategies was significant (F(16,60) = 237.18, p < .001) and explained 47.2% of the variance in 

mathematics achievement test scores for adolescent students in Korea. 

     Results from the multiple regression analysis of the effects of self beliefs and instructional practices on 

mathematics achievement for students in the United States are presented in Table 6.  Six self-belief variables 

significantly entered the multiple regression equation.  Students who expressed the belief that they usually do 

well in mathematics and felt that they learned things quickly in mathematics also tended to earn higher 

mathematics achievement test scores.  Conversely, students who earned lower mathematics test scores tended 

to indicate that mathematics was not one of their strengths.  Interestingly, students who reported that they 

enjoyed learning mathematics tended to earn lower test scores.  In addition, students who earned lower 

mathematics test scores tended to express more negative self-appraisals of their ability to learn mathematics 

topics (sometimes when I do not initially understand a new topic in mathematics, I know that I will never 

really understand it).  Similarly, students who expressed less favorable comparisons of themselves to other 

students (mathematics is more difficult for me than for many of my classmates) were more likely to earn lower  

mathematics test scores.  Three instructional strategies significantly entered the multiple regression equation 

after considering the effects of students’ self-beliefs.  Students who earned higher test scores indicated that 

they more frequently reviewed their homework and worked on problems on their own during mathematics 

lessons.  However, students who reported that they more frequently related what they were learning in 

mathematics to their daily lives actually earned lower achievement test scores.  Finally, the overall multiple 

regression equation that assessed the joint significance of the complete set of self-belief variables and 

instructional strategies was significant (F(16,60) = 60.38, p < .001) and explained 28.0% of the variance in 

mathematics achievement test scores for adolescent students in the United States. 

Discussion 

     There were several significant findings from this study.  Considering self-beliefs, students in both countries 

who expressed positive self-appraisals of their mathematics ability (I usually do well in mathematics and learn 

things quickly in mathematics) also tended to earn higher achievement test scores.  In addition, students from 

both countries who expressed negative beliefs about their mathematics ability (mathematics is not one of my 

strengths) also tended to show lower mathematics test scores.  Similarly, students from the United States and  

Korea who expressed more negative comparisons of themselves to other students (mathematics is more 

difficult for me than for many of my classmates) were more likely to earn lower mathematics test scores.  With 

respect to the effects of instructional strategies, there were both similarities and differences noted for students 

from the two countries.  For instance, students who worked problems on their own during mathematics lessons 
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tended to earn higher mathematics test scores.  However, students in the United States who reported that they 

more frequently reviewed their homework during mathematics lessons also earned higher achievement test 

scores while students in Korea who more frequently reviewed their homework during class tended to earn 

lower test scores.  Further, significant positive associations between several instructional strategies and test 

scores were noted in the multiple regression analysis for students in Korea; those instructional strategies 

included more frequently working on fractions and decimals, deciding on their own procedures for solving 

complex problems, explaining their answers during class, and practicing basic mathematical operations 

without using a calculator.  Finally, it was also found that several self-belief variables were significantly 

associated with mathematics achievement test scores for students in both countries, even after considering the 

effects of instructional strategies.  These results indicate that the relationships between self-beliefs and 

mathematics achievement test scores were similar for students in the United States and Korea, while cross-

cultural differences were noted for the relationship between classroom instructional practices and student 

achievement. 

     Several of the relationships between self-beliefs and mathematics achievement found in this study are 

consistent with results from previous research.  For instance, students from both countries who expressed 

positive beliefs about their mathematical abilities (I usually do well in mathematics and I learn things quickly 

in mathematics) also tended to earn higher achievement test scores.  Previous research has indicated that 

academic self-concept was significantly related to algebra course grades (House, 1993; Wheat, Tunnell, &  

Munday, 1991).  Ma (2001) reported that students’ future expectations of success exerted a significant 

influence on enrollment in advanced mathematics.  Similarly, achievement expectancies and academic self-

concept were significant predictors of the achievement of students in science, engineering, and mathematics 

(House, 2000).  Further, the relationship between self-concept and mathematics achievement appears to 

become stronger as students reach higher class levels in school (Ma & Kishor, 1997).  With respect to research 

findings from the TIMSS assessments, Hammouri (2004) reported that student beliefs exerted significant 

direct effects on mathematics achievement test scores for adolescent students in Jordan.  In addition, House 

(2006) found that the mathematics beliefs of adolescent students in Japan were significantly associated with  

algebra achievement test scores, even after controlling for the effects of instructional practices.  Consequently, 

these findings emphasize the importance of considering student beliefs when assessing factors related to 

mathematics achievement. 

     These results have a number of implications for mathematics teaching practices.  In addition, several of 

those strategies are consistent with current suggestions for the effective design of instruction for mathematics.  

For instance, students from both countries who reported more frequent use of active learning (we work 

problems on our own) also tended to earn higher mathematics test scores.  There are a number of examples of 
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classroom strategies intended to develop mathematical connections through the use of concrete models and 

practical examples.  Practical exercises and physical models have been used to teach students about elementary 

functions and exponents (Crocker & Long, 2002; Hines, 2002).  There is also evidence that elementary-school 

students showed improved knowledge of geometry concepts after creating models of shapes and then sharing  

those examples with other students in the class (Fuys & Liebov, 1997).  Similarly, classroom activities that use 

materials such as measuring tape or strings have been used to facilitate student learning about the perimeters of  

geometric shapes (Strutchens, Harris, & Martin, 2001).  Recent findings also indicate that the use of computer 

manipulatives was positively associated with geometry knowledge of elementary-school students (Olkun, 

2003).  It has also been noted that an emphasis on student reflection after active learning experiences  

provides students with an opportunity to integrate the information with existing knowledge (Smith, 1999). 

     A second application of these results is the selection of learning examples to foster positive attitudes toward 

mathematics.  The results of this study indicate that self-beliefs were significantly related to achievement test 

scores for students in both countries.  Boyer (2002) has proposed several classroom activities that developed 

students’ self-management of their learning and improved motivation for learning mathematics.  In addition, 

an assessment of the effectiveness of using computer-based manipulatives for third-grade mathematics  

indicated that students’ enjoyment for learning mathematics was improved (Reimer & Moyer, 2005).  

Mathematics teachers have also reported that the use of hands-on projects during class results in increased 

motivation and participation (DeGeorge & Santoro, 2004).  Similarly, the use of learner-centered classrooms 

appears to improve intrinsic motivation for mathematics learning (Heuser, 2000).  Finally, research findings 

indicate that specific classroom teaching practices (such as working on science projects and using things from 

everyday life when solving science problems) had a strong direct influence on attitudes toward science for  

adolescent students in Cyprus (Papanastasiou, 2002).  Consequently, the results of this study have several 

implications for the use of instructional strategies for mathematics teaching and learning. 

     The results of this study identify several specific mathematics beliefs and classroom instructional strategies 

that were significantly associated with mathematics achievement for students in the United States and Korea.  

In addition, these findings provide several directions for further research.  For instance, longitudinal research is 

needed to assess the effects of mathematics beliefs and instructional practices on other measure of student 

achievement, such as enrollment in advanced mathematics courses in high school.  Further study is also 

needed to determine whether self-beliefs or instructional strategies would show similar relationships for 

specific areas in mathematics, such as algebra or geometry.  Recent findings indicated that mathematics beliefs 

(perceptions that mathematics is an easy subject and students enjoyed learning mathematics) were  

significantly related to Fractions and Number Sense scores for adolescent students in Japan (House, 2005b).  

Similarly, additional research is needed to examine whether the effects of self-beliefs and instructional  
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activities noted in the present study would also be evident for science achievement.  Finally, further research is 

needed to determine if similar findings would be observed for students from other countries that participated in 

the TIMSS 2003 assessment.  However, the results from this study extend previous research in two ways.   

First, the effects of several specific mathematics beliefs and classroom instructional strategies on mathematics 

achievement were simultaneously assessed.  Second, large national samples of students in cross-cultural 

settings were examined as part of a comprehensive international assessment. 
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Table 1 
 
Descriptive Statistics 
 
_________________________________________________________________________________ 
 
                                                Mean              Mean 
Variable                                      Estimate    SD    Estimate    SD 
_________________________________________________________________________________ 
 
Mathematics Beliefs 
 
I Usually Do Well in Mathematics                2.381    0.756    3.174    0.826 
Mathematics is More Difficult For Me Than 
   For Many of My Classmates                    2.307    0.883    2.145    1.031 
I Enjoy Learning Mathematics                    2.351    0.869    2.636    1.021 
Sometimes When I Do Not Understand a New 
   Topic in Mathematics, I Know That I Will 
   Never Really Understand It                   2.439    0.840    1.933    0.964 
Mathematics is Not One of My Strengths          2.613    0.924    2.386    1.153 
I Learn Things Quickly in Mathematics           2.414    0.797    2.839    0.930 
 
Instructional Strategies 
 
We Practice Adding, Subtracting, Multiplying,  
   and Dividing Without Using a Calculator      3.521    0.931    2.956    1.039 
We Work on Fractions and Decimals               2.541    0.996    2.968    0.865 
We Interpret Data in Tables, Charts, or Graphs  1.903    0.768    2.739    0.849 
We Related What We Are Learning in  
   Mathematics to Our Daily Lives               1.886    0.814    2.465    1.008 
We Explain Our Answers                          2.161    0.929    3.321    0.883 
We Decide on Our Own Procedures for  
   Solving Complex Problems                     2.474    1.024    2.614    0.972 
We Review Our Homework                          2.454    1.025    3.509    0.862 
We Work Problems on Our Own                     3.213    0.917    3.376    0.790 
We Begin Our Homework in Class                  1.794    0.795    3.149    0.978 
 
TIMSS Mathematics Achievement Test Score      591.374   82.923  507.760   79.343 
_________________________________________________________________________________ 
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Table 2 
 
Correlations Between Self-Beliefs, Instructional Strategies, and Mathematics 
Achievement 
_________________________________________________________________________________ 
 
                                                                          United 
Variable                                                    Korea         States 
_________________________________________________________________________________ 
 
 
Self-Beliefs 
 
I Usually Do Well in Mathematics                            .563**         .380** 
Mathematics is More Difficult For Me Than 
   For Many of My Classmates                               -.507**        -.338** 
I Enjoy Learning Mathematics                                .399**         .132 
Sometimes When I Do Not Initially Understand A New Topic  
   in Mathematics, I Know That I will Never Really 
   Understand It                                           -.263*         -.309** 
Mathematics is Not One of My Strengths                     -.444**        -.376** 
I Learn Things Quickly in Mathematics                       .483**         .333** 
 
Instructional Strategies 
 
We Practice Adding, Subtracting, Multiplying, and 
   Dividing Without Using a Calculator                      .383**        -.026 
We Work on Fractions and Decimals                           .220**        -.027 
We Interpret Data in Tables, Charts, or Graphs              .190**        -.018 
We Work Together in Small Groups                            .008          -.049 
We Relate What We Are Learning in Mathematics  
   to Our Daily Lives                                       .143**        -.135* 
We Explain Our Answers                                      .300**         .019 
We Decide on Our Own Procedures for  
   Solving Complex Problems                                 .409**        -.017 
We Review Our Homework                                      .176**         .196** 
We Work Problems on Our Own                                 .498**         .161** 
We Begin Our Homework in Class                              .007           .080* 
_________________________________________________________________________________ 
 
**p < .01 
 *p < .05 
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Table 3 
 
Summary of Multiple Regression Results for the Relationship Between 
Student Beliefs and Mathematics Achievement 
 
_________________________________________________________________________________ 
 
                                                              Standard 
                                                   Parameter  Error of 
Self-Belief Variable                                Estimate  Estimate    Z-Score 
_________________________________________________________________________________ 
 
Korea 
 
I Usually Do Well in Mathematics                     34.009     2.423     14.03** 
I Learn Things Quickly in Mathematics                11.871     1.754      6.77** 
I Enjoy Learning Mathematics                          3.883     1.544      2.51* 
Mathematics is More Difficult For Me  
   Than For Many of My Classmates                   -17.308     2.213     -7.82** 
Mathematics is Not One of My Strengths               -3.893     1.666     -2.34* 
Sometimes When I Do Not Initially Understand a  
   New Topic in Mathematics, I Know That I Will  
   Never Really Understand It                        -2.756     1.469     -1.88 
 
United States 
 
I Usually Do Well in Mathematics                     21.493     1.517     14.17** 
I Learn Things Quickly in Mathematics                 5.623     1.388      4.05* 
Sometimes When I Do Not Initially Understand a  
   New Topic in Mathematics, I Know That I Will  
   Never Really Understand It                       -12.062     1.087    -11.09** 
Mathematics is Not One of My Strengths              -11.662     1.174     -9.93** 
I Enjoy Learning Mathematics                        -12.439     1.414     -8.79** 
Mathematics is More Difficult For Me  
   Than For Many of My Classmates                    -6.873     1.322     -5.20** 
_________________________________________________________________________________ 
 
**p < .01 
 *p < .05 
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Table 4 
 
Summary of Multiple Regression Results for the Relationship Between 
Instructional Strategies and Mathematics Achievement 
 
_________________________________________________________________________________ 
 
                                                              Standard 
How Often Do You Do These Things in Your          Parameter   Error of 
Mathematics Lessons?                               Estimate   Estimate    Z-Score 
_________________________________________________________________________________ 
 
Korea 
 
We Work Problems on Our Own                          29.705     1.374     21.62** 
We Practice Adding, Subtracting, Multiplying,  
   and Dividing Without Using a Calculator           18.356     1.210     15.17** 
We Decide on Our Own Procedures for Solving 
   Complex Problems                                  16.359     1.206     13.56** 
We Explain Our Answers                                8.571     1.538      5.57** 
We Work on Fractions and Decimals                     3.131     1.139      2.75** 
We Work Together in Small Groups                    -10.541     1.268     -8.31** 
We Review Our Homework                               -4.975     1.071     -4.65** 
We Begin Our Homework in Class                       -2.443     1.527     -1.60 
We Interpret Data in Tables, Charts, or Graphs        1.678     1.559      1.08 
We Relate What We Are Learning in Mathematics  
   to Our Daily Lives                                -0.851     1.229     -0.65 
 
United States 
 
We Review Our Homework                               17.251     1.999      8.63** 
We Work Problems on Our Own                          13.665     1.890      7.23** 
We Relate What We Are Learning in Mathematics  
   to Our Daily Lives                               -12.599     1.376     -9.15** 
We Begin Our Homework in Class                        2.267     2.079      1.09 
We Practice Adding, Subtracting, Multiplying,  
   and Dividing Without Using a Calculator           -1.458     1.367     -1.07 
We Work on Fractions and Decimals                    -1.865     1.775     -1.05 
We Decide on Our Own Procedures for Solving  
   Complex Problems                                  -0.636     1.288     -0.49 
We Explain Our Answers                               -0.170     1.650     -0.10 
We Work Together in Small Groups                     -0.214     2.142     -0.10 
We Interpret Data in Tables, Charts, or Graphs       -0.074     2.185     -0.03 
_________________________________________________________________________________ 
 
**p < .01 
 *p < .05 
 
 
 
 
 
 
 

2008 HICE Proceedings 
Page 2376



                                                                              27. 
 
 
Table 5 
 
Summary of Multiple Regression Results for the Relationship Between Student 
Beliefs, Instructional Strategies, and Mathematics Achievement (Korea) 
 
_________________________________________________________________________________ 
 
                                                              Standard 
                                                  Parameter   Error of 
Variable                                           Estimate   Estimate    Z-Score 
_________________________________________________________________________________ 
 
Self-Beliefs 
 
I Usually Do Well in Mathematics                     25.468     2.235     11.40** 
I Learn Things Quickly in Mathematics                 6.805     1.460      4.66** 
Mathematics is More Difficult For Me  
   Than For Many of My Classmates                   -13.520     1.946     -6.95** 
Mathematics is Not One of My Strengths               -4.331     1.522     -2.85** 
I Enjoy Learning Mathematics                          0.118     1.352      0.09 
Sometimes When I Do Not Initially Understand a  
   New Topic in Mathematics, I Know That I Will  
   Never Really Understand It                        -0.083     1.320     -0.06 
 
Instructional Strategies 
 
We Work Problems on Our Own                          18.256     1.252     14.58** 
We Practice Adding, Subtracting, Multiplying,  
   and Dividing Without Using a Calculator           16.113     1.214     13.27** 
We Decide on Our Own Procedures for Solving  
   Complex Problems                                   7.113     1.132      6.29** 
We Explain Our Answers                                4.092     1.340      3.05** 
We Work on Fractions and Decimals                     3.171     1.065      2.98** 
We Work Together in Small groups                     -8.872     1.120     -7.92** 
We Relate What We Are Learning in Mathematics  
   to Our Daily Lives                                -4.981     1.131     -4.40** 
We Review Our Homework                               -2.770     1.026     -2.70** 
We Begin Our Homework in Class                       -1.693     1.394      1.21 
We Interpret Data in Tables, Charts, or Graphs        0.317     1.432      0.22 
_________________________________________________________________________________ 
 
**p < .01 
 *p < .05 
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Table 6 
 
Summary of Multiple Regression Results for the Relationship Between Student 
Beliefs, Instructional Strategies, and Mathematics Achievement (United States) 
 
_________________________________________________________________________________ 
 
                                                              Standard 
                                                  Parameter   Error of 
Variable                                           Estimate   Estimate   Z-Score 
_________________________________________________________________________________ 
 
 
Self-Beliefs 
 
I Usually Do Well in Mathematics                     19.470     1.550     12.56** 
I Learn Things Quickly in Mathematics                 6.310     1.268      4.97** 
Sometimes When I Do Not Initially Understand a  
   New Topic in Mathematics, I Know That I Will  
   Never Really Understand It                       -10.728     1.041    -10.30** 
Mathematics is Not One of My Strengths              -11.252     1.188     -9.47** 
I Enjoy Learning Mathematics                        -10.302     1.239     -8.32** 
Mathematics is More Difficult For Me  
   Than For Many of My Classmates                    -6.115     1.216     -5.03** 
 
Instructional Strategies 
 
We Review Our Homework                               13.533     1.834      7.38** 
We Work Problems on Our Own                           8.967     1.669      5.37** 
We Relate What We Are Learning in Mathematics  
   to Our Daily Lives                               -12.290     1.268     -9.69** 
We Work on Fractions and Decimals                    -2.059     1.595     -1.29 
We Practice Adding, Subtracting, Multiplying,  
   and Dividing Without Using a Calculator           -1.442     1.228     -1.17 
We Begin Our Homework in Class                        1.780     1.866      0.95 
We Interpret Data in Tables, Charts, or Graphs        1.264     1.920      0.66 
We Explain Our Answers                               -0.766     1.456     -0.53 
We Decide on Our Own Procedures for Solving  
   Complex Problems                                  -0.485     1.207     -0.40 
We Work Together in Small Groups                     -0.781     1.982     -0.39 
_________________________________________________________________________________ 
 
**p < .01 
 *p < .05 
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Objective: 

The purpose of this study is to do follow up on 19 middle school math and science 

urban teachers, ranging in service from novice to veteran teachers. These teachers were 

part of a one week summer institute designed to provide them with coursework related to 

culturally responsive pedagogy. The initial institute focused on community mapping in 

the mornings and this was incorporated into the content area workshops held in the 

afternoons. This institute was made possible through a grant from the Community 

Foundation in an effort to support the work of higher education in the community in 

closing the achievement gap of urban students. The school system in which the teachers 

teach consists of the following demographics: 

 24,726 students     

 18.4% students with disabilities 

 88.9% Black 

 3.4% Hispanic 

 7% White 

  0.6% Asian/Pacific Islander 

 89% Free and reduced lunch 
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 70% reading proficiency 

 63.8% math proficiency 

 68.1% economically disadvantage 

 2.3% English language learners 

According to research, these demographics identify the school system as urban.  

Research identifies urban schools as those with a population of more than 75% minority 

and 40% free and reduced lunch (NCES, 1999). As has been demonstrated in the 

literature (e.g., Haberman, 1994; Olmedo, 1997) few teacher education faculties have had 

much experience in urban education.  Consequently teacher education programs have had 

little success in preparing effective teachers for urban schools (Haberman, 1994; Yeo, 

1997).  Urban schools are at an extreme disadvantage and struggle to meet the needs of 

the children attending these schools. Inequalities in education exist in the textbooks for 

teacher preparation, and impacts teacher qualifications which in turn affect the quality of 

education for inner-city children.  Neighborhoods are segregated by social class and 

historically impoverished populations not the same educational opportunities as the 

suburban population. 

Teachers’, with the best preparation and mentoring, find the profession 

demanding. Add a challenging context and the difficulties multiply (Worthy, 2005).  

Teachers are the backbone of education.  In urban schools, they are the ones who are 

interacting with the students on a daily basis and they are the ones who are struggling to 

recover urban schools. 

Fifty percent of new teachers in urban schools leave the profession in the first five 

years of teaching (Darling-Hammond & Schlan, 1996).  Many have few life experiences 
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to prepare them for the realities of inner city communities’; they receive minimal 

academic preparation or internships that expose them to these schools. High attrition rates 

and lack of cultural literacy complicate the schools’ ability to provide students with 

highly qualified, committed teachers who are essential to academic achievement 

(Brookhart& Load man, 1999).  In addition, the reality of the digital divide faced by 

urban schools and neighborhoods limits the ability of new teachers to expose students to 

the wide array of culturally relevant technologies.  

Urban schools provide many unique challenges to teachers that they would not 

normally face in other types of schools. The majority of children in urban schools come 

from single parent families where the parent holds more than one job in order to support 

the family. In many cases these parents are actively involved in the child’s education, in 

others the teacher is forced to take on the role of the parent as well (Lee, 1999).  Many 

teachers feel that they have enough responsibility in stimulating the individual needs of 

each student in their class without the added responsibility of being a surrogate parent.  

Teachers who are most successful in urban schools tend to : (1) be involved in the 

schools’ community and have an understanding of student’s lives outside of 

school(Crook & Van Cleaf, 2000; Ladson-Billings, 1994); (2) are culturally competent 

and have a socio-political consciousness of the context of the school, community and 

nation (Gay, 2000; Ladon-Billings, 2001); and (3) integrate technology into a student-

centered classroom (Sandholtz, Ringstaff & Dwyer, 1997).  Our primary objective is to 

address changes that are fundamental to the preparation of competent, culturally 

responsive educators for all students. Teachers cannot provide an appropriate education 

to students they do not understand. Currently, teachers are not prepared with an emphasis 
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on being culturally competent.  This research contributes towards efforts to make much 

needed change in teacher education programs. 

 

 
  

 

Theoretical Framework: 

 Culturally appropriate pedagogy is a theoretical education framework that 

attempts to integrate the culture of different racial and ethnic groups into the overall 

academic program.  The model is based on the theory that cultural context has a 

significant impact o learning. The major tenets of culturally appropriate pedagogy can 

also be found in the literature under other names, such as culturally responsible 

pedagogy, culturally relevant pedagogy, and culturally responsive pedagogy. Each of 

these theories is born from the idea that each child can have a richer educational 

experience if the curriculum includes multiple cultures and presents multiple 

perspectives. 

 Several researchers have advanced theories regarding culturally appropriate 

pedagogy.  Huber and Parscal (1990) posited that in a truly culturally responsive model, 

the curriculum, instructional methodology, and pedagogy arise from teachers’ working 

knowledge in the following areas:  identifying cultures, understanding how culture and 

context affect learning and being cognizant of the presence and power of individual and 

home cultures.   Our research has also been shaped by the body of work on reflective 

practice (Schon, 1987; Zeichner & Tabachnick, 1991); preparation of teachers to work 

with diverse populations (Hollins & Guzman, 2005); socioeconomic factors influencing 
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educational stratification (Anyon, 2005; Kozol, 1991); considerations of community-

based field work (Sleeter, 1995; Zeichner & Melnick, 1996); and specific approaches to 

enacting culturally responsive pedagogies (Christensen, 2000; Ladson-Billings, 1994; 

Tatum, 2005).   

 
 
Methodology: 

 This research study is the in the initial stages of a longitudinal study designed to 

monitor the transition of nineteen (19) urban middle school teachers as they progress 

from a one week institute on urban education, through additional coursework designed to 

result in an Urban Education Specialist Certificate ( graduate credits). Specifically 

classroom behavior will be observed throughout the next five years to determine whether 

or not instructional strategies presented for working with urban youth have an impact on 

the way these teachers teach. Student achievement on state Standards of learning tests 

will be documented and analyzed yearly.   

 Through the use of qualitative data (interviews, observations) and quantitative 

data (racial identity inventories, student assessment surveys) this research can serve as an 

example of an effective way to develop cultural competency in preservice and in-service 

teachers, staff, and administrators.  We feel there are tremendous implications for the 

application of our proposed strategy (integrating urban education courses combined with 

content area subjects) for creating culturally competent and responsive teachers for 

increasingly diverse school communities. 

Data Source:  

Interviews, surveys, classroom observation 
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Results: 

Preliminary findings indicate changes in student achievement, teachers’ lesson plans and 

classroom climate.   The initial results encourage further development of the Urban 

Institute and its efforts to prepare teachers to work more efficiently with diverse student 

populations. We recognize the shortcomings of our program, especially in relation to the 

body of literature that points out the problems intrinsic in efforts to meet this need.  

Nonetheless, we feel it is vital to continue developing our course work and program to 

find effective ways to help teachers with their cultural content knowledge and ensure 

academic success of all students. 

 

Educational Importance of Study: 

 The State Department of Education and other agencies such as NCATE and 

TEAC establish the criteria for the accreditation and certification of teacher preparation 

programs and these programs are required to provide evidence of the outcomes of their 

programs.  It is incumbent upon institutions of teacher preparation to inform and integrate 

a focus on preparing teachers for students in an urban school setting.  There is a need for 

effective strategies in developing cultural competence in both preservice and in-service 

teachers.  This research has broad implications for the content and experiences included 

in teacher education programs. Preparing teachers to be culturally competent requires 

specific types of learning experiences.  Irvine (1990), Ladson-Billings, (1994), and 

Gracia (1993) have all conducted comprehensive and extensive research, as well as a 

summary of other research, concerning the effective instruction of students of color.  

Enacting a pedagogical framework that reflects high expectations for every child, 
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establishing a holistic relationship between the student and his or her learning needs, and 

adapting active, direct approaches to teaching lead to highly effective, culturally 

responsive teaching and learning in the classroom.  But we argue that in order to develop 

one’s culturally responsive pedagogy, one needs to begin the process of becoming 

culturally competent. 

 This research will also inform teacher educators, classroom teachers, 

undergraduate and graduate students, and policy makers of the methods and findings of 

an investigation into the development of preservice and in-service teachers’ 

understanding of culturally responsive pedagogy. Furthermore it will enrich the dialog in 

partnerships between four year institutions, community colleges and K-12 public schools. 

The pilot program will provide qualitative evidence that can inform policy and practice.   

 

 

 

 

 

 

 

 

 

 

 

 

2008 HICE Proceedings 
Page 2385



 8

 

 

 

References: 

Anyon, J. (2005).  Radical possibilities:  Public policy, urban education, and a new 

social movement.  New York: Routledge. 

Christensen, L. (2000).  Reading, writing, and rising up.  Milwaukee, WI:  

Darling-Hammond, L. & Schlan, E. (1996). Who teaches and why? Dilemmas of 
building a better profession for twenty-first century schools. In J. Sikula (Ed.), Handbook 
of research on teacher education. (2nd. ed., pp. 67-101). New York: MacMillan. 
 
Freeman, D. J., Brookhart, S. M., & Loadman, W. E. (1999). Realities of teaching in 
racially/ethnically diverse schools: Feedback from entry-level teachers. Urban Education, 
34 (1), 89-114. 
 

Garcia, J. (1993). Multicultural education: Development, dimensions, and challenges. Phi 
Delta Kappan, 75 (3), 214-219. 
 
Gay, G. (2000).  Culturally responsive teaching:  Theory, research, and practice.  New 
York:  Teachers College Press.-- 
 
Ladson-Billings, G. (1994). The dreamkeepers: Successful teachers of African-American 
children.  San Francisco: Jossey - Bass. 
 
Ladson-Billings, G. (2001).  Crossing over to Canaan:  The journey of new teachers in 
diverse classrooms.  San Francisco:  Jossey - Bass. 
 
Irvine, J.J. (1990).  Black students and school failure: Policies, practices, and 
prescriptions.  New York: Greenwood Press 
 
Lee, O. (1999). Equity implications based on the conceptions of science achievement in 
major reform documents. Review of Educational Research, 69, 83-115. 
 
 
Haberman, M. (1994).  Preparing teachers for the real world of urban schools. 
Educational Forum, 58, 162-168. 
 

2008 HICE Proceedings 
Page 2386



 9

Hollins, E.R. & Guzman, M.T. (2005).  Research on preparing teachers for diverse 
population.  In M. Cochran-Smith & K.M. Zeichner (eds.), Studying teacher education:  
The report of the AERA Panel on Research and Teacher Education 
 
Huber, t. & Parscal, J.N. “Cases of Culturally Responsible Pedagogy: Reflecting on the 
Past and Present to Realign for the Future.” Paper presented at the Summer Conference 
of the Association of Teacher Educators (Minot, ND, Aug. 4-7, 1991) AN: ED 336384 
 
Kozol, J. (1991). Savage inequalities. New York: Crown. 
 
National Center for Education Statistics, Digest of Education Statistics (Washington, DC: 
U.S. Department of Education, 1999). 
 
Olmedo, I. (1997). Challenging old assumptions:  Preparing teachers for inner city 
schools.  Teaching and Teacher Education, 13 (3), 245-258. 
 
Zeichner, K. & Melnick, S. (1996).  The role of community field experiences in 
preparing teachers for cultural diversity.  In K. Zeichner, S. Melnick, & M.L. Gomez 
(eds.), Currents of reform in preservice teacher education (pp. 176-196). 
 
Schon, D. (1987).  Educating the reflective practitioner:  Toward a new design for 
teaching and learning in the profession. San Francisco:  Jossey-Bass. 
 
Sleeter, C. E. (1995).  White preservice students and multicultural education coursework.  
In J.M. Larkin & C. E. Sleeter (Eds.) Developing multicultural teacher education 
curricula (pp. 17-29).  Albany: State University of New York Press. 
 
Tatum, A. (2005).  Teaching reading to black adolescent males:  Closing the 
achievement gap.  Portland, ME:  Stenhouse. 
 
Yeo, F.L. (1997).  Inner-City Schools, Multiculturalism and Teacher Education 
Professional Journey. New York:  Garland Publishing, Inc. 
 
 

 

2008 HICE Proceedings 
Page 2387



Tile Page for Submission 
 

a. Title of the Submission:  

The Application of Adaptive Learning System to English 

Leaning Environment of Taiwan  

b. Topic Area of the Submission: ESL/TESL 

c. Presentation Format: Paper Sessions 

d. Name of the Author: Hung-Chang Liao1*, Ya-huei Wang2 

e. Department and Affiliation:  
1*Department of Health Services Administration 
2Department of Applied Foreign Languages  

Chung-Shan Medical University 

f. Mailing Address:  

Chung Shan Medical University 

The Department of Applied Foreign Languages 

110, Sec. 1, Jian-Koa N. Road, Taichung, 402, Taiwan  

g. E-mail address: huncliao@ms43.hinet.net 

h. Phone Number: 886-4-22630003 

 

2008 HICE Proceedings 
Page 2388



The Application of Adaptive Learning System to English 

Leaning Environment of Taiwan 
 

Hung-Chang Liao1*, Ya-huei Wang2  
1*Department of Health Services Administration, 2Department of Applied Foreign 

Languages  
Chung-Shan Medical University 

No. 110, Sec. 1, Jian-Koa N. Rd, Taichung 
TAIWAN 

hcliao@csmu.edu.tw 
 
Abstract 
 

The paper intends to address the traditional class-based English learning environment 

in Taiwan in which teachers are accustomed to use the fixed learning sequence 

without taking into consideration the diverse needs of each individual. Because the 

fixed learning sequence cannot fit for each student’s need and capacity, it is necessary 

to use adaptation and personalization to improve students’ learning environment. 

Based on literature survey, four factors—gender, learning motivation, cognitive style, 

and learning style—are derived and selected for the experimental content. Through 

the analysis of students’ characteristics and the optimal learning sequences, the 

authors attempt to set up an adaptive learning sequence system to facilitate students’ 

learning process and to maximize learning outcome. The purpose of this paper is to 

propose an algorithm to extract the optimal adaptive learning sequences for ESL 

(English as Second Language) instruction in Taiwan in order to accommodate a 

variety of individual differences. With the consideration of students’ preferences and 

characteristics, the learning sequences become dynamically modified to match each 

student’s need and capacity.  

 
Key-Words: learning sequence, algorithm, adaptive learning system, ESL (English as 
Second Language)  
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ABSTRACT:   

The purpose of this study is to incorporate the environmental consciousness education 

to technological and engineering education in Taiwan and to explore the effects of the 

environmental consciousness education on the students. The environmental 

consciousness questionnaire is administered before and after the environment 

consciousness education. The results of the survey are analyzed and examined by 

t-tests, the results of pre- and post- environment consciousness show that the 

environmental consciousness education is effective on improving students’ 

environmental consciousness. The research results show that through the 

incorporation of environmental education into the technological and engineering 

courses, students’ environmental consciousness has been changed. Having the 

knowledge of environmental education and the general ecological principles, they 

begin to appreciate natural environment and to cherish natural resources. In addition, 

they believe that they have the ability to protect the natural environment. Besides, 

they realize that humans do not have the right to destroy nature for their needs but 

instead protect it. 

Key Words: environmental consciousness education, technological and engineering 

education, ecological principles 
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This descriptive exploratory study was conducted to determine the cultural 
adaptation of non-Filipino SVD Missionaries in the Philippines using mixed 
method (quantitative and qualitative). In the quantitative approach, all 61 non-
Filipino SVD missionaries, working in the different regions of the Philippines were 
included in the study. For the qualitative portion, nine (9) missionaries composed 
of three who scored high in CCAI test, three average scorers and three low 
scorers were subjected to the semi-structured interview. 
 
 Results showed that nationality, length of stay in the Philippines, region of 
work, and seminary graduated from were found to significantly influence cross-
cultural adaptability of SVD missionaries in the Philippines. Age and cross-
cultural adaptability, length of stay and cross-cultural adaptability tend to have 
inverse relations. Nationality and emotional resilience were positively associated. 
This was also  true  with level of education and personal autonomy. Year of 
graduation from the seminary was positively related with emotional resilience and 
perceptual acuity while seminary graduated from was negatively associated  with  
perceptual acuity. 
 
 In the qualitative results, the missionaries viewed the SVD Formation 
Programme of the Cross-Cultural Training Program (CPT/OTP), Language 
Learning, and the Sharing Missionaries’ Experiences as very useful in their 
cross-cultural adaptation in the Philippines. They highly recommended these 
programs for future SVD missionaries.  
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Spirituality Among College Students in Three Universities  

of Central Luzon , Philippines 
 

Lupdag, Anselmo, Nixon Agaser,  Estrella Buenaventura   
& Annie Rafols 

 
 

This exploratory study aimed to find out the concepts of spirituality among 
freshmen and senior college students in three  Central Luzon, Philippines 
universities during the first semester, SY 2007-2008.  A researcher developed 
instrument comprised of a 4-point Likert Scale and open-ended questions was 
used for  data gathering. Focus  group discussions were also held in three 
settings. Frequencies and percentage were utilized for data analysis. The student 
concepts of spirituality emerged from this study and individual experiences on 
spirituality were also known. 
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GAMSAT is a large-scale cognitive test consisting of three sections; 

Reasoning in Humanities and Social Sciences (RHS), Reasoning in Biological and 

Physical Sciences (RBP), and Written Communication (WC). This study used the 

2006 and 2007 GAMSAT data to explore the performance of candidates who 

participated in both tests (resit) and effects of gender and English speaking 

background (ESB) on their performance. Two-way analyses of variance [ANOVAs] 
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(gender x ESB) were conducted separately by each section for examining the effect of 

gender and English speaking background on the different performance of the resit 

group between the two tests. An IRT - based DIF detecting method was implemented 

to seek out individual test items favouring the resit groups. 

Main results showed that: (1) test-retest correlations were high in RHS and 

RBP, and moderate in WC; (2) there was a group improvement on the ability scores in 

RBP and WC, but not in RHS; (3) gender and English speaking background (ESB) 

did not demonstrate a significant effect on the changes; (4) relative strengths of the 

resit candidates in the multiple-choice sections, RHS and RBP, were investigated and 

discussed with the item characteristics and ESB and gender.  
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This book is dedicated to the twenty-six student and five staff SAGES of the
Summer Academy 2006, which was held at the University of Missouri-St. Louis.
We are a fraternity and a family. We, the SAGES, dedicate ourselves and our
work to the war on ignorance. In addition to being wise, we embody everyone and
every effort that justly “Severs” an Achievement Gap in the Education of Stu-
dents.

Gloria Ventura, Joan Matyshak, predecessors of the Voluntary Interdistrict
Choice Corporation (VICC) and Rockwood, Rockwood stakeholders and staff,
our parents, Grandma, and all soldiers in this never-ending war against ignorance,
we salute you. Although this book ends in pages, the battle continues. We stand and
fight for SAGES across the world and a better society.
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1

ProLogue

The SAGES Initiative represents everyone and every effort that justly “Severs”
an Achievement Gap in the Education of Students. In this spirit, the SAGES
Summer Academy aimed at providing students with life-changing experiences
through the following five components:

Component #1—University Exposure: Students toured the campuses of
University of Missouri-St. Louis and Harris-Stowe State University, observed a
college class, visited the college libraries and dormitories, learned about the cost
of college and financial aid, and academic and admission requirements. Also, stu-
dents ate lunch daily at the Student Millennium Center, which was provided at
no cost to the students.

Component #2—Academic Goal Setting: Students were given critical aca-
demic information and mapped their four-year high school course load and goals.
This included learning about and committing to Advanced Placement (A.P.)
classes in high school, college-bound track, study habits, social dos and don’ts of
high school students, key activities and groups in which to participate, and schol-
arship information.

Component #3—Student Empowerment: Students engaged in empower-
ment sessions, which included discussions pertaining to the following: who am I,
where have I been, where am I going, what do I need to get there, who do I have
to help me get there, and who is a role model I view as being there for me. This
also included information on history and culture, and the various achievement
gaps that exist.

Component #4—Mentorship and Career Exploration: Students were
included in a partnership with MERS Goodwill to tour their executive offices.
MERS Goodwill executives served as mentors and helped students develop a
marketing plan that may be implemented to assist a school community.
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Component #5—Academic Enrichment: Students learned about and dem-
onstrated critical thinking, technical writing skills, the use of computer technol-
ogy, presentation skills, and real-world math applications using the “Life Lessons
of Math” UM-St. Louis curriculum.

While the SAGES Summer Academy 2006 captured each of these compo-
nents, we accomplished much more. At the heart of the Academy was empower-
ment. We, the students, and White and Black staff members, learned more about
our journey in life, various needs, supporters, hindrances, and greatness. As
SAGES, we saw our society and ourselves. Now, in an attempt to let our light
shine in the society, we share our perspective and our hearts, heads, and hands
collaborating to achieve our goals.

We at Rockwood aim to continue to assist the student SAGES with college
scholarships as they fulfill their path and promise. A 3.0 GPA or higher, at least
one A.P. class or college course while in high school, and a successful ACT or
SAT score are the basic requirements. All proceeds from this book will go
towards this effort.

In life, school, work, and play, we all are in search for our voice, place, pur-
pose, acceptance, love1, and identity. We want to put our heart into what we say
and do, where we are, and who we are. But in so many places a huge gap prevents
this from occurring.

Clearly, awful achievement gaps exist in every city, county, and state in Amer-
ica. Minority dropout rates are higher than 55 percent in some parts of America
with high minority and impoverished student populations. This is terrible for
community productivity and civility, public progress, and the overall welfare of
people.2

Nationally, too few African Americans and Latinos read or do math at profi-
cient levels. In reading, for instance, a mere 12 percent of African-American 4th
graders and 14 percent of Latino 4th graders reach proficient or advanced levels,
while a heartbreaking 61 percent of African Americans and 57 percents of Latinos
have not been taught to even the basic level. And, the story is worse in math.
Another 61 percent of African-American 8th graders fall below the basic achieve-
ment level compared to only 7 percent who reach the proficient level or above on

1. It is important to note that the student SAGES used the word love twenty-six times
in their writing. Love, and the need for love, is significant.

2. Edweekly Research Center and Quality Counts 2002, retrieved on July 31, 2006,
http://www.edweek.org/rc/states.
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National Assessment of Educational Progress (NAEP) The Nation’s Report
Card. Only 9 percent of Latino 8th graders reach the proficient level or above on
(NAEP), while 60 percent perform below basic. By the end of high school,
among the African American and Latino students who do graduate, the majority
have math and reading skills that are virtually the same as those of White middle
schoolers.3

So what is a school, school district, city, county, state, or nation to do? Well,
I’m glad you asked. As it pertains to closing this achievement gap in education
and beyond, underrepresented people must find and often redefine their identity.
Furthermore, we must work at bridging our individual gaps of the heart (relating
to and caring for others), the head (gaining knowledge, using our intellect, and
showing it in the classroom), and the hand (partnering together and guiding oth-
ers).

While serving as Assistant Superintendent in Rockwood School District in
2005, Dr. Tiffany Anderson published a book of instructional strategies on clos-
ing the achievement gap. Her book detailed the “how to” of our work. As Dr.
Anderson’s most immediate successor, it is fitting to support the “how to” of our
work with this book that focuses on the who, the what, and the why.

With this focus in mind, in chapter one, we emphasize the student’s identity
through student writings4, which allowed these SAGES to find and redefine
themselves, and bridge the gap of heart. In chapter two, we get to read about
some of their needs, met and unmet, in order to help bridge the gaps of the head
and the hand. Lastly, in chapter three, we will read about determined discipline
and amazing grace from a few SAGES. Join with us as we journey into our heart.

3. See The Education Trust, African American Achievement in America, retrieved on
July 31, 2006, at http://www2.edtrust.org/NR/rdonlyres/9AB4AC88-7301-43FF-
81A3-EB94807B917F/0/AfAmer_Achivement.pdf.

4. All student work in this book is original in its content and style.
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5

1
Gaps Of The Heart: Care To

Know Who Am I?

“Gnôti sauton” or Come to know thy self.

—Plato Dialogues

Who we are makes the difference in what we know and how we act. As adults,
who we are determines the effectiveness of any tip, tool, or technique we use. Our
identity is critical if we are to be or become SAGES. As stakeholders of schools
and society, we must come to know ourselves.

Finding and redefining our identity includes embracing the helpful and escap-
ing the toxic within our roles, relations, and race (via ethnic stigmas of associa-
tion). We justly Sever1 the Achievement Gap in the Education of Students
(SAGES) as we all come to recognize and rearrange our rituals and policies, our
routines and practices, our reckless roadblocks, and our principles for students.
This recognition and rearrangement should occur in a manner that allows all stu-
dents to know and experience various successes. Accordingly, underrepresented
students must know and experience successes including but not limited to behav-
ior, character, the classroom, school, community, academics, athletics, music,
poetry, and more.

In order for this to occur, educators, parents, and students must acquire the
knowledge and wisdom to know who you are, where you come from, where you
are, and where you are going. We also must know who and what is available to
help us be our best and get to our individual and collective positive destinations.
We must work every day on getting there peacefully and in unity. When adults

1. My usage of the word “sever” will be further explained later. Please note, however,
that severing the gaps signifies the introspective work of cutting off or detaching
from our own internalized stigmas, misunderstandings, and ignorance. Bridging sig-
nifies an external work of helping to connect and close the gaps of others.
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can get to this point, then students have a fighting chance to discover, claim, and
secure their best identity as healthy, productive, and most importantly, virtuous
citizens.

This is what students in the SAGES Summer Academy 2006 secured. Each
day, these students worked arduously on their psychological wellness, productiv-
ity, and virtue as individuals and, also as members of society through sharing per-
sonal reflections, writing essays, reading historical documents, managing a
budget, researching the stock market, touring two university campuses, and
engaging in critical thinking and problem-solving. These SAGES worked end-
lessly because one of the biggest gaps in schools had been bridged, which was the
opportunity to learn about philosophy—the why, the system, the hidden rules,
society, and oneself.

If as school stakeholders, we work daily to create a better environment at
school that honors all voices, bridges all gaps, and allows all children to learn to
know themselves and the system, then something wonderful happens. Those who
are labeled as underrepresented will become equally, and at times overly, reflected
and represented in the system. All that we do as adults, and more importantly, all
of the learning activities that students attempt will show true care and concern as
we foster such an environment.

People don’t care what you know until they know that you care. Children don’t
care what you want them to know until they know that you care. By fostering sin-
cere, caring, open environments, we bridge the gap of the heart (emotion). This
makes for a fertile force to bridge permanently any gap of the head (thought) and
hand (action). Before we refine our roles as adults, students must first find, define,
and refine their identity. So, do you care to know who we are? Carefully review
how the student SAGES identified themselves in these “I AM” expressions.
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EXPRESSIONS OF WHO I AM

I AM1
2

I am strong, still standing
I am feeling, thinking, learning

I am a quiet, comforting, healing strength
I am a flower bud growing, slowly opening, changing

I am becoming:
a better person
a stronger young lady

but also I am staying:
the golden soul
an individual
and a fun loving person

I am not cracking or breaking down
not now
or ever

For my sisters, 10 and 5
For my brothers, 12 and 3

I am looking up to my brother, 15,
learning from my mother,
admiring my father,
and loving them all

I am stronger, and I will stay standing3

2. Note that the title of each poem has a subscript number. This subscript is to assist
readers in pairing the “I AM” poems with the “WHAT I NEED” statements from
chapter two by same author and SAGE.

3. Student names have been purposefully omitted to allow for the freest expressions
without doing harm to the student or others.
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I AM2

I am a Black Queen
I am a City Resident

I am a big sister of four others
I am not a follower but a leader
I am a rainbow that stands out

I am an artist painting the future
I am steam ready to come out of the pot

I am a Spanish speaker
I am wind blowing every direction

I am the sun ready to rise
I am a survivor
I am the future

I AM WHO I SAY I AM
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I AM3

Who am I?
I am a former student of the SLPS
I am a former Compton-Drew ILC student
I am blessed to no longer be a part of the SLPS system
I am a four-year student of the Rockwood School District
I am a Lafayette Lancer
I am that teenage girl inside of you going through everyday life
I am strong, but at times I may need a shoulder to cry on
I am God’s work in progress
I am often hated on because of my positive attitude
I am sometimes on the edge of giving
I am that hazel eyed, thin, curly haired girl that my fellow black sisters love to
hate
I am that girl ready to express herself through dance and the sound of strings
I am the girl wanting to change the world, but not quite sure when or how
I am on my way to continue my successful journey
I am me
I am a SAGE!
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I AM4

I am the little girl “feening” for her daddy’s hugs
I am a pierced heart
I am a young woman
I am my tears because they flow freely
I am that friend that gives out lots of love
I am the young woman that finds herself being ungrateful at times
I am the old soul that lives within me
I am the girl who’s always changing her hair
I am a child of God
I am that eagle that sometimes has to soar alone.

� � �

DADDY’S LITTLE LADY4

Do u think that i am the little gurl that you used to know???
i’m not, i have grown everywhere: mind, body, soul, and faith
i’m the young lady that my mom has raised me to be…
do you see my maturity???
i believe that u dont but that’s alright
my heart holds a place for u…
because u r my dad…
u r in my life but u r not in my life
my brothers are my father figures in my life
every time that i see u we alwayz argue
dont know if ill see u tomorrow
but i do apologize for all the
arguments that u’ve caused
but i dont apologize for u
being a dead beat dad
i used to be daddy’s
little gurl, but u have
emotionally hurt
me too many
times
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Who Can I Turn To5

I am this person lost in the world,
And don’t know where to turn.

I am a girl wanting to achieve in anything I do.
I want to be treated like I exist. I want to be seen for more

than the outer me. I want to be seen for the person
placed inside of me. I feel like I’m alone in the

World. I feel like there is no one out there
in the world to run to when I feel like

it’s the end of me.
Sometimes I want to run away to a place where

no one can hurt me. Sometimes I feel like
Life for me will never go right. As

much as I try it will never go
right.

What should I do if the problems I face won’t
come up from the deep, dark place inside

me? Who should I turn to if I can’t
turn to the person that gave life

to me?
Then who can I turn to?
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Who Am I?6

I am not just a person
I am a soul.

I am a black, young woman who will be attending Lafayette Senior High.
I am not only a queen but a black one at that.

I am heartbroken by the world.
I am a lady of my word.

I am not this iPod that is glued to my ear.
I am not these old navy flip-flops that I wear.

I am not what people say.
I am not the little girl I used to be.

I am not open to the world.
I am not my sister of 21 years on Earth.

I am not my mother or my father.
I am who I am
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Who am I?7

I am a young, African-American male.
I am focused on my goals.
I am the man in my house.

I am football.
I am basketball.

I am about my family.
I am a servant for the Lord.

I am me.
I am a S.A.G.E.

I am Elijah.
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WHO AM I8

I am a ST.L. fitted cap
I am a red Rock-A-Wear jacket
I am a soft voice but mostly heard
I am a SAGE in the drug dealing streets of Saint Louis
I am a jump man on the top of the rim
I am Tyson in a fight
I am an earring freshly rocked
I am money in a pocket
I am a mp3 player blasting
I am a collar shirt popped
I am an unknown ID
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Who Am I?9

Who Am I?
I am M.A.C.

Also known as the Black Barbie
I am filled

I am filled with life, good sprits, joy, and love
Love for
Family
Music
God

Fashion
Friends

You
Me

And I
I have been through

Trials and tribulations
Had many complications
Loves to take vacations

Often an underestimation
Yet, an inspiration

Call me a young sensation
I am Africa, Cuba, and Trinidad

Unsure if I love my dad
Hates to be sad

Never mad
Always glad

I am Louie, Gucci, Dior, and Fendi
Has descents of the Africans, Cubans, and Trinis

Living
Singing
Dancing
Breathing
Running

I am often running
Running away from problems

And don’t know how to confront them
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I am a target
A target for haters, players, and discriminators

But, that’s where my friends come in
We ride or die till the end

A soft and warm soul
That lies within my brown skin

I am phenomenal.
A phenomenal girl that is

The girl who is me
I am M.A.C.

The Black Barbie
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I AM10

I am not what you think I am
I am a tree that grows deeply rooted in the earth’s surface
I am the sun shining brightly
I am the dove that flies so high in the sky
I am a survivor of many disasters
I am a fighter of whatever comes my way or gets in my way
I am the future in the making
I am a well-educated student
I am the gift of healing God gave to all human kind
I am the person you see
I am the person who puts smiles on other people’s faces
I am a representation of my parents’ struggle
I am the eye of the tornado
I am a sister that has set an example for younger brothers and sisters
I am the young lady that sometimes has to play the role of a grown woman
I am a life with much hope
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Who I AM11

I am a winner
I am preparing for the real world
I am not my outside appearance

I am my personality
I am soft spoken

I am learning to speak louder
I am the baby in the family

I am different
I am a follower and becoming a leader

I am a SAGE
I am asked who I am all of the time

I am who God made me to be
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I AM12

I am 13, 14 in September
I am a good sister and daughter

I am the youngest
I am a Christian

I am a daughter of a minister
I am a good friend

I am a good student
I am a person who loves to go places

I am junk food
I am legs

I am track
I am a girl who loves to spend time with her family and friends

2008 HICE Proceedings 
Page 2425



“Severing” the Achievement Gap in the Education of Students20

I AM13

I am she
I am that girl you see, but there is much more to me
I am goofy, loud, goal oriented, and smart
I am not just what you see on the outside
I am filled with so much spirit and soul
I am that teen girl in the mall shopping for pink
I am that girl laughing at dumb things
I am that girl that doesn’t always get jokes, but
I am more than you think
I am me, not what you see on TV
I am my own person, and that’s all I can be
I am anything I want to be
I am a shooting star as bright as can be
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Who am I?14

“Who am I?,” you ask
Who am I…seriously, who am I?

I am the life always and 4-ever
I am someone who needs to find peace of mind.

You may ask, “find peace of mind,”
Because it is my destiny,

But first and far most
I am a leader, SAGE, CG,

I am a legacy
Always.
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Who I AM15

I am a young, hardworking, struggling black man
I am the eldest child of an even harder working single mother

I am a beast when I step on the court or the field
I am always prepared to fight through any hardships that come my way

I am my grades which equal money
I am willing to meet any challenge I am faced with

I am who I am

2008 HICE Proceedings 
Page 2428



Gaps Of The Heart: Care To Know Who Am I? 23

“I am”16

I am the 2nd to be born
I am the daughter of a hard working mother
I am the daughter that is confused
I am the next gynecologist
I am the daughter who never knew her father
I am the person with the nasty attitude (trying to work on it)
I am hated by many but loved by most
I am a leader there for a follower
I am a person with dreams and goals
I am a hard working student
I am one who will not fail in life
I am dependable and responsible
I am not or will not be the next statistic

I am on a road of forgiveness
I am who I am
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WHO I AM17

I am who you see
You can take it or leave it

I am the girl you see before you with light skin; blond, brown, and red hair;
hazel, brown, and green eyes

You get what you see and if you don’t like it, TUFF
I am a friend to many

I am not an enemy to any
I am a SAGE

I am severing the achievement gap in the education of students
I am given a compliment by my friend, Angie

I am funny and goofy all the time
Some people know me…

I am…
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Who Am I…18

I am a light skin African-American.
I am baby blue, smooth and on point.
I am candy, sweet and sour at times.

I am a momma’s girl, because daddy’s my angel.
I am Aeropostal, Hollister, and Splash.

I am baby phat accessories and clothes.
I am a telephone talker.

I am R&B music.
I am loved.

I love Taz Mania Devil.
I am your future cosmetologist.

I will be your friend.
I’m my own skin.

I am a funnel cake at six flags.
I am a leader.

I am a Sprite drink.
I am here in this real world.

I am going to arrive and succeed at Spellman College.
I was a resident of Wellston, Hodiamont and Pinelawn.
I witnessed the hard agony and pain in my mother’s eyes trying to raise 2
children on her own.
I will be better than how my momma taught me.
I can honestly say that I have an attitude.

I am what I am therefore,
I am me
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Who Am I19

I am Saint
I am the heart of the streets
I am the cake in the bank

I am the S.T.L. of Saint Louis
I am on top of the Arch

I am the black in the night
I am the eyes that you don’t think are looking at cha

I am a Chevy riding on 26s
I am the beat in the music
I am a pair of fresh bapes

I am the cross on the top of the church with God
I am the red cardinal on the bat

I am a S.A.G.E.
I am Saint
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Who I AM20

I am a sister
I am a daughter
I am a fighter

I am a survivor
I am constantly rising like the sun

I am motivated
I am intelligent

I am a future leader
I am a student, I am a teacher

I am the number one contender in a fight
I am a friend

I am a woman
I am a leader

I am not your enemy
I am not a statistic
I am not a follower
I am the solution

I am unique
I am not your expectations

I am who I was destined to be, and that is me not you
I am my own person

I am hurt
1 am healing
I am confused

I am lost
I am struggling to find my self, but in the process still trying to find my way through

the
Darkness

I am one who will prevail
I am standing strong
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I am and always will be a conqueror
I am now free though once a caged bird

I am a seeker, a pursuer of goals
I am Picasso, Michelangelo, Shakespeare, and MLK, misunderstood but great in all

my ways
I am who I am, an ever growing woman
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I Am21

I am a football player
I am a musician
I am a person proud to wear my fro
I am the son of a single mother
I am the son of a father who was a Goodman but died when I was very young
I am 2, both Black and White
I am a young man destined for great things.

2008 HICE Proceedings 
Page 2435



“Severing” the Achievement Gap in the Education of Students30

I Am22

I am a beautiful African Queen,
I am an egg hatched and raised out of its shell

I am the sun and moon
I am an aqueous

I am the Marshall and Strong Family
I am the eyes, ears, and nose

I am what God made out of me
I am who I who am
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I am23

I am love in the presents of hate.
I am strength in the face of diversity.
I am respect to those who do not respect themselves.
I am a Girl Scout Cadet who has been in since a daisy.
I am the girl who likes to keep the peace among my peers.
I am a singer who has sung with the Gospel Choir Union of St. Louis, The Gos-
pel Symphonic Choir, and many more.
I am a friend who will let you come her way.
I am someone who never forgets her mistakes and yet tend to keep making them.
I am a dancer on the Progressive Liturgical Dance Team
I am a leader who received training from all of the women not just black who
have come before me.
I am a leading hand who has had more than 60 hours of community service this
year alone.
I am a Baptist strongly holding my faith for over 10 years.
I am different that’s why my mom calls me unique.
I am a rare.
I am who I am and I won’t change that for anyone.

� � �

Why Didn’t We Last23

Was it the way we acted or your attitude
If we were exactly alike would we last
Or would we move so fast that there was only one way to stop
Slamming on the brake and all my emotions flying forward then my heart crashes
Rivers of tears fall each time I bat my lashes
Why didn’t we last
Was it the way you talked as if I was nothing
Was it how we got along so well as if you were look’in for a fight
How we could talk all night and not have an argument
How we would laugh at each others jokes even when they weren’t funny
No, I don’t think that’s the reason
I think you saw how close we really were and got scared
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You saw the excuses to cover your feelings instead of saying how much you truly
care
See now I really do see
Through my brown eyes that it was you not me
For I stayed the same even when you changed
Yes it was you not me
No more will I close my eyes and think what we could be
No more will I think was it you or was it me.
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2
Gaps Of The Head And Hands:

Needs Met And Unmet

What you do speaks so loud that I cannot hear what you say.

—Ralph Waldo Emerson

Understanding the identity of all students, particularly the underrepresented,
underprivileged, and misunderstood, is one critical piece of the achievement puz-
zle. Thank you for carefully analyzing each “I AM” expression. Truly, these
SAGES are amazing.

But the SAGES are not alone. Every student has powerful poetic greatness,
purposeful identity, and possibility in life. After students refine their identity and
you understand it, the next step to building an achievement-gap bridge is to
address the gaps of the head and hands.

Often, adults use tests to measure these gaps of what students know and can
do. One of the best ways to assess students’ identity, knowledge, and need is to
ask them. Have each student state his or her own identity, as we have read in the
last chapter; and, then ask them to express their needs, as we will read at the end
of this chapter.

Every student has needs. Some are unmet and others are met. To this end, the
student SAGES describe what is needed from themselves, their home and school.
As you will read, they were very honest and balanced in their assessment of needs.

First, read these expressions of students’ needs. Then, I ask that you mentally
match the “I AM” expressions with the “I NEED” statements. Afterwards, you
may literally match each statement by matching subscripts associated with each
poem. In doing so, a powerful result may occur. You may connect with and see
deeply into the students’ needs after understanding who they think they are. Even
more interesting, you may deepen your understanding of the gaps in education.
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As we lovingly connect and understand more, we become better bridge builders of
the gaps of the heart, head, and hand.

Truly, more bridge builders are needed. We, who are doing this purposeful
work, must continue to become wiser SAGES. Without a doubt, there is much
bridge building work to do. Societal gaps, which include educational gaps, have
led to numerous stigmas. The converse is true too: stigmas from people have cre-
ated more societal gaps.

Many children and adults suffer from internal and external stigmas. Internal
stigmas cause students to be mentally defeated before they enter a school. This is
based on who they think they are and how they feel. External stigmas are the expec-
tations and stereotypes of the school or society that hold students—as well as staff
and stakeholders—back from achieving, caring, connecting, and partnering.
External stigmas show what society thinks about me and how others cause me to
feel. These two types of stigmas have an exponential effect on the gaps of the
heart, head, and hand that contribute to achievement gaps.

All of these gaps need to be addressed, severed, and bridged. When I say
address, it means that we earnestly look at the heart, head, and hand of each indi-
vidual, group, and system. When I say sever, it means that we individually and
corporately do the internal soul searching and individual work on ourselves to cut
off the gaps, distance, and excuses within our hearts that result in any apathy (in
our head) and any inaction from our hands. As we continuously, conscientiously
choose to sever our own gaps, then we may more effectively and justly serve as bridge
builders, purposefully working to help eliminate the gaps for others and in society.

Let’s continue with the main three gaps we have been addressing: gaps of the
heart, head, and hand.

There are (1) gaps of the heart, emotions and feelings. This is powerful as you
have sensed from the “I AM” statements, and as you will gather from the “I
NEED” statements. These emotions lead to the center of the person (the self). It
gets at an ethos, which has virtues and vices, joys and pains.

The feelings of joy are all good and helpful. But the feelings of pain form a
pathos or pathology that becomes a thought, word or action of pain and hurt.
Such feelings, thoughts, and actions often turn into an overt need for respect,
belonging, connection, acceptance, and love. When these needs are not addressed,
severed, and bridged, oftentimes hurting people will continue to hurt other people
and themselves. Be it joyful or painful emotions, as well as healthy or ill actions,
feelings serve as our greatest source of motivation, strength, will, and purpose.

Next, there are (2) gaps of the head. This includes intellect and academics to
start. Yet, these two are quite different. All children have an ability to learn (intel-
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lect), and not only learn, but learn anything (academically). The million-dollar
question is at what pace?

A pace, or rate at which one learns new information, is often co-determined by
the learner, as well as the educators, parents, peers, community, environment and
more. Parents and teachers equate pace with ability or aptitude. But pace and
ability are not the same. Ability is only one factor of the multifaceted issue of
pace. One’s will, resulting from an emotion, or one’s desires based on feelings
about personal identity and needs, are factors that supercede ability. Performance
requires that a person desire to show his or her ability.

Once a student has the will to succeed or the desire to excel no matter what
obstacles lie in his or her path, then ability can not stand in that student’s way.
Ability is like a rubber band that can strengthen with time and at will. A student’s
ability will stretch depending on the factors applying pressure, power, and pur-
pose (stretching and strengthening).

As educators and adults, we must apply positive pressure (attention), power,
and purpose to our children. We must address, sever, and bridge these gaps. To
this end, many educators say they have “high expectations” for all of their stu-
dents.

Yet, among those educators who have high expectations for students, few actu-
ally communicate them well. Even fewer educators hold students to these high
expectations in a caring and careful way, which adds the strength factor to the
stretch goals formed by the high expectation. Such educators stretch their stu-
dents to new heights and learning with high expectations, as well as add an
equally high application of compassion as a strength factor. They have the
strength to love students through their faults, failures, faking, and foolishness.
They bridge students pass their ignorance and into the depths of knowledge.
These staff and stakeholders are SAGES.

Such educators give students the stretch goals and strength to see themselves,
to confront anything that needs improving, and partner with students to change
for the better. Students have no choice but to say I CAN and then they do excel.
Additionally, they do not seek out the low hanging fruit (i.e. children already per-
forming extremely well) for participation, but instead reach out to all regardless of
current circumstances. Almost all SAGES hold themselves to an equal or higher
level of accountability and stretch goals. These educators gain their strength from
the success of the students and from a connection with the community.

These individuals have a common secret. As an educator, an awesome responsi-
bility of knowing each child’s foundation comes along with possessing high expecta-
tions and stretching each child to meet these goals. You do not have to be a minority,
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poor, or disabled to truly connect. Actually not having such an identity can work in
your favor. Educators only need to care enough that the students know that you think
about and consider them in all you do and in all that is done.

I have heard it close to a million times in many ways from countless educators:
it is all about “high expectations.” Well that is only 30 percent correct. (Beware of
anyone that may tell you to lower your student expectations.) Understand there is
a more accurate approach for bridging gaps in education. To close achievement
gaps, educators need (1) high expectations, hopes, and positive plans, plus (2) a
deep understanding of students’ foundations, and (3) loving relations1 and
actions to close the gaps.

Adults must willingly sit in the learner’s seat and learn the background founda-
tions of students every day. A deep understanding of students’ foundations is crit-
ical to every issue, act, goal, and plan. Learners’ foundations include who am I
(individually and collectively from the past, present, and future), where have I
been, where am I going, what do I need to get there (i.e. intellectually, academically,
emotionally, financially, physically), who do I have to help me get there, and who is
a role model that I view as being there for me.

Once discovered, boundless empowerment comes to staff-learners, parents/
stakeholder-learners, and student-learners who know the foundations of each
learner. It’s from such empowerment that time itself loses much of its power.
Then the pace in which all students can and will learn increases exponentially.
Educators who deeply understand and enter into the foundations of each student
know deep levels of such empowerment. It then leads to understanding individ-
ual and collective rationality, which is the most powerful of the gaps of the head.

The head gap of rationality is a like a head cap that an individual or society
wears. It is how we cover up what we misunderstand or at times just refuse to
accept or change. Rationality is how we make sense of the world. It transforms
perception into reality for individuals and groups. Rationality is how a learner
makes sense of his or her life, value, role, relations, and race.

As educators, we see the rationale of students, parents, and other educators in
many ways. Some teachers think that they are doing a good job because they use
an anticipatory set, modeling, guided and independent practice, and closure in

1. This will be discussed more later, but loving relations simply means doing whatever
it takes and whatever you can for all students to succeed. This is different from loving
relationships because relationships require an intimate role of mom, dad, sister,
spouse, at times student, family and friend, etc.; but relations are interactions with
anyone even perfect strangers.
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every lesson. They equate the Madeline Hunter process with good instruction.
That is their rationale. In such classes, some students take pages of notes and do
endless drills for homework, especially at the middle and high school level. This is
because these students and some adults equate note-taking and homework to
knowledge acquisition.

Yet, when students fail a test or class, they often do not know why. They tell
their parents and teachers, “I studied for the test and did my homework, but it
did not help.” When these students are asked how they studied, they often say, “I
read my notes and homework assignments and still flunked.” Equating note-tak-
ing to learning and homework completion to long-term memory is a flawed
rationale of many people. For countless students, it just does not work.

Just as this is flawed thinking for students, the same is true regarding educa-
tors. Associating a tip, tool, or technique with good instruction is dangerous.
Although it is true that master teachers have awesome techniques for instruction, it’s
who they are that really makes the difference. It is the character and substance that
births the thought and action before it is made into a tip, tool, or technique that
makes a difference. The tips and tools are not true representations of the full
character and substance: it’s only an approximate reflection. This is the gap
between the science of teaching (i.e. head) and the art of teaching (i.e. heart).

Another way of looking at this is that as we primarily focus on tips and strate-
gies, we become technique-happy. So, with good intentions, we sever some gaps
of the head with more tips and tools. We bridge some gaps of the hand using
these strategies, but we lack the full substance and do not earnestly address, sever,
or bridge the gaps of the heart. The bridging of each of these gaps is essential for
learners to advance to their Magnificent Maximum Academic Performance And
Potential (MAP Squared).

Accordingly, no one can do the Madeline Hunter method better than Made-
line could. Admitted, she did not intend to bind teachers to the techniques that
she brought into a classroom or lesson. She knew herself well, and integrated the
best of her style into the classroom every day and it worked well for her.

Such master teachers bring out the life and gifts within people (i.e. student-
learners, staff-learners, parents and stakeholder-learners). Master teachers do so
through knowing their gift and bringing out their full substance. That is why
(rationality) they are master teachers. So, what is your gift to the world, your full
substance that uniquely is you but unites us all? Do you know yourself that well?
If not, I promise that you won’t regret wholeheartedly attempting to do so. You
may discover the old adage that “Every moment possesses within it a lifetime.”

Now, let’s switch sides on this spectrum.
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Try getting a teacher to empower a student positively if he or she thinks that a
student is bad, cannot learn or succeed. Try getting a student drug dealer to be
honest, learn, and grow from you when you do not know yourself and are uncer-
tain in your heart and not keeping it real. Try getting any student to play by the
rules of a system that they (1) do not represent, nor (2) see any people who are like
them represented, nor (3) belong to in a positive way. Try getting yourself to see the
school system from another point of view, and understand and feel a day in the
life of another race or socioeconomic class. At some point, we will collide head-
on with the rationality of others. Sometimes our own rationales battle with each
other and we implode. There is a way to grow and become more whole from
these head-on collisions and personal-implosions.

Like numerous master teachers, we must learn to transcend our rationality and
differences. We must transcend it by knowing various rationales and differences
well enough to build strength from them, and engage in connecting and having
loving relations. This is how to avoid collisions and still enter into the foundation
of underrepresented and at-risk students. Actually, this is the case with any and
all students, be they Black, White, or Other, from birth to death, rich or poor,
able or differently-abled, and more.

The positive attributes of loving people, learning, and giving are critical to an
educator’s success at transcending rationality and differences. This leads us to lov-
ing relations. Oftentimes elementary educators are fully with me on this point,
because many embrace love every minute of the school day. Middle school educa-
tors comprehend this as well, and tend to agree but need a little help at times
with finding the time, endurance, and perseverance to pull it off daily. Some high
school educators, however, tend to say with their heart, head, and hand, “what’s
love got to do with it?”

What I mean by the term love is simple: as adults, positively do whatever it
takes and whatever you can for all students to thrive.

A good example is that of a large family. Think of a family of five children.
Even if they were identical quintuplets, some how, a good mother loves each
child uniquely and knows each child’s differences and similarities, vices and vir-
tues, knowledge and ignorance; then, she works incessantly to meet their various
needs. She works as though her life and her children’s lives are at stake every
minute. Put simply that is it: that’s love. It is not the warm and fuzzy, that’s only
style. We all need substance. Children and adults need true virtue from others.
Let’s move from the head gaps to that of the hand.

Lastly, there is a hand gap. Simply put, I encourage you to put your hands to
work on acting out the task of loving individuals as described above in the best
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way that you can. At its core, the gap of the hand is the gap of what is done or not
done, or a gap of outcomes.

For instance, many students have enough knowledge (i.e. head) to ace the
ACT or score as Advanced on the Missouri Assessment Program (MAP). But
there is often a gap between what is known and what is done or shown (i.e.
hand). Therein lies a gap between the head and hand. Usually, how much they care
about the test, its cause and effect, and any incentives—the gaps of heart—make the
difference.

In such instances, students simply need to be guided by the hand once they
know why to care and that you care. They need to learn how to play and win the
game of operating successfully through the system that is testing them. Be it a
school system, test, class, principal, teacher, police officer, job, internship, inter-
view, or anything else, all learners need bridge builders.

As a student of philosophy, I recall in Plato’s Dialogue, The Meno, where
Socrates taught Meno, an illiterate slave, some of the most complex information
of that time. Nearly all of the adults and teachers thought that Meno was incapa-
ble of learning, possessing knowledge, and being wise. Within a short period of
time, Socrates publicly helped Meno arrive at the meaning of virtue, as well as a
formula for finding the hypotenuse of a triangle. Socrates accomplished this by
using purposeful questioning with Meno. Even more amazing is the fact that
such math numbers as zero and irrational numbers like the square of root of two
were not in existence in mainstream society at that time. Mostly mystics, like
Pythagoras and those from the Pythagorean School had such sagacity and
advanced knowledge. Even so, Socrates cared for Meno, teaching and learning,
and society enough to be a virtuous bridge builder.

From this account, we see the origin of the art of Socratic Questioning. Many
great educators still receive training in Socratic Questioning and attempt to master
this art and use it with students more than 2,000 years later. Do we have any soph-
ists out there?

Like Meno, we need student SAGES to share their potential identity and
needs, and like Socrates and Plato, we need staff SAGES to help bridge the gaps
of the heart, head and hand by doing this purposeful work.

Now let’s put our rationality aside and open our hearts and consider how we
might lend a hand to the student SAGES as they state their needs.
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STATEMENTS ON WHAT I NEED FROM

MYSELF, MY HOME AND SCHOOL

What I Need22

What I need from myself is to be thankful and very happy and very proud of
myself. I need from myself is to be true to myself and never think negative and
always think positive. And another thing I need from myself is to keep stepping
forward and follow what I wonna become when I get older.

What I need from my parents is a lot of support, which is what they have
already given a lot and to be there for me every step I take. What I need from my
parents is for them to be on my side all the time and teach me from right and
from wrong. What I need from my parents is some body to talk to and to be
there to share anything with them. What I need from my parents is to be lovable
and to be the best parents in the whole wide universe.

What I need from my older sister is to be a best friend and to be there when
ever I need help with anything. And what I need from my little brother is to be
less annoying and to be a fun, playful person.

What I need from my teacher is support in all my work. Also to teach me
more things I need to know in life. I also want a teacher that’s not just a teacher
but as a friend too.

Mrs. Ozkok was my favorite teacher because she was always right there to talk
to or about anything. She was always by my side since 6th grade and she believed
in me every step I took. And I really appreciated every thing she did for me.
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What I Need and What I Have8

I need confidence from my self
I need participation from my family
I need love from my parents
I need attention from my friends
I have friendship with my teacher
I have an open mind for conversation
I have an open heart for love
I have open ears for listening
I have a family who cares
I have a second family called the SAGES
I have caring friends
I have friend s to lean on
I have a brother full of encouragement
I have a circle of trust
I have a sister full of boldness and trust
I have a grand mother full of joy
I have a mother who provides my needs
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I Need11

I Need:
Help,

Support,
Self-confidence,

Love,
Courage,

From my mom I need:
Love,
Help,

Understanding,
Support,

Trust

From my school and teachers I need:
Help,

Support,
Understanding,

Love,
High Standards,

Challenges,
And an education

� � �

I CAN11

When I was in second grade I had a teacher named Ms. Seaglemoss, and she
had a saying for when students would say they couldn’t do something. She
would say, “If I hear you say I can’t I will hang you from the ceiling by your
toenails.”

That taught me to never give up and to never say I can’t. I would do
things over and over again until I got it right because I didn’t want to hang
from the ceiling by my toes. So now that I’m older I know that I can. I can
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do anything because I believe I can. I can because I want to. I will never give
up. I can, and that’s all I need to know to do what I need to do to succeed.
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What I Need14

From myself I need success. I need self alliance, and I need a little more determi-
nation. These are a few things that I need from myself.

What I need from my school is for people to act like people, not animals. I need
people to be real instead of being fake to themselves and others all the time, and
not to gossip—it is better to be seen than heard.

We all need communication and conversation not animosity. Why do I need
these things you may wonder?

So I can be a better, truthful, open minded person. I give props to my former 4th

and 6th grade teachers, Jessica Plass and Pamela Morton. But what I really need is
to stay driven and drive.

Last but not least, I know who I am and I have come a long way from a little girl
from the city school with the bad attitude, and now I have evolved into this
flower that is still continuing to blossom. That is it 4 now so god bless!!!!!!!!!!!!
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WHAT DO I NEED2

What I need form myself is to be able to control my attitude and able to hold in
my anger, but not too much to were I explode. I also need to be able to help my
family members in a time of need of help. What I already have of myself is a pos-
itive attitude towards my school and work. I am very dedicated to being able to
say all the things I need and the entire thing that I have because this means that I
am able to make changes for the better and not for the worst.

What I need from home is for my mother to support every decision that I
make. I also need for my dad to be around more and not always being a giver and
sometimes a receiver. What I have from my parents is a stable home that I am
thankful for unlike some others. I also need for my mom and dad more commu-
nication because they need to think of me. Their disagreements are not a regret
for them but it is for me because then I can’t go see him anymore when they are
in there conflicts.

What I need from school is for my teachers to think positive of me and not
negative. I also need my teachers to be a good support system. What I have from
my teachers and principals is trust and if you don’t have trust you don’t have any-
thing. I have love and motivation from my teachers.
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What do I need from…16

From my mother, I need more freedom, unconditional love, courage, comfort,
and forgiveness.

From myself, I need love, trust, faith, togetherness, expectations, and effort.

From my school and teachers, I need your help and a better understanding. I
need to be trusted with a responsibility, and given hard work as well as high stan-
dards from you.

In 2nd grade, when I attended another school district, my teacher never helped
when it was needed. She never talked to me in a manner that I could understand.
As 2nd graders, she talked at the class and acted as though we were 5th graders,
which was mostly why I was failing in school. And although, three other Black
students were also failing and she did nothing, nothing extra, nothing different,
nothing to help.

Because she was a teacher, we thought she knew what she was doing. We
didn’t know better at the time. By the end of the school year each Black student
from her class failed.

Mostly everyone in my family thought it was my fault that I was retained. But
it wasn’t. My teacher wasn’t helping with work when I ask her or relating to me.
One day we were doing a worksheet she blamed me for cheating. I was a seven
and didn’t know what cheating was or how to cheat on a worksheet.

When I came to Rockwood School District things changed for the better. I
received a real teacher, Miss Hensley. She helped me understand what I had to do
to pass. We had a true connection. I felt like she understood me. When I needed
help she was right there by my side.

When I made it and passed, I knew it was because of her. She was on my side.
She helped me. Thanks to her, now I am making good grades. Again, thank you,
Miss. Hensley.
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What Do I Need From My Home, School, & Myself7:

I need more communication with my dad.
I have a mom who loves me.
I need guidance from my counselor.
I need to reflect on the type of person that I am and the type of person I
want to be.
I have friends and family who help me when I’m down about something.
I need to do good in school, get good grades, and do well on the ACT and go
to college.

I have to get good grades and go to college not just for myself but for all the
people who believe in me. My mom or dad didn’t go to college. My mom
always wants me to be more than her.

I also have to prove to myself that I’m more than a minority. I’m more than
the color of my skin and there always stereotypes saying “she’s a black girl,”
“she not going to be anything,” “all she going to do is get pregnant…” etc.
etc.

Well, I’m not what people think of me. I am free to be me. I will never be
what people think of me. I’m not a statistic. I am not a part of the one out of
three with a delinquent history.

I need my teachers to help me understand my work when I don’t
I have positive role models around me at school and at home
I need to believe in myself even when others don’t
What I need from myself is more confidence more “ummfff”
I have a home filled with love
I have times when I feel that I’m not understood, that I’m alone as well as
misjudged.
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WHAT I NEED20

From Myself

To find self
To find more emotional stability within

To be more aggressive in my life events and activities
To be in the game more instead of on the sideline

To be more involved
To become less introverted and more outspoken and not just thinking about

things and knowing things internally but letting everyone else know too
To find an anchor, a rock
To focus during confusion

From My Home

Stability, emotionally and financially
A strong figure not just in the house using and taking up space but involved in

the house
Not just there to criticize or be around just when everything is well

But to embrace and be there through the good and the bad
To support you

To relax you and give you a reason not to worry,
To help us all keep the faith, not be afraid

To know that it will be alright
A reminder that weeping may endure for a night but joy comes in the morning

A shelter not a war zone to attain agreements and compromises
To know he never would leave us and never has.
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From School

Understanding and supportive teachers that won’t criticize, but sincerely helps
Staff members that aren’t there to discourage and put you down and tell you
you’re stupid because you missed a few days and need some extra guidance

A staff that will be there to pick you up when you fall, to carry you and help get
you back on your feet

Educators not haters trying to keep you down
To be able to be in an environment where there is freedom to be your truest, to

share who you are and who you will be.
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What Do I Need?17

What do I need from myself?

I need from myself respect, love, and comfort, which is what I already have.
Something else I need from myself is responsibility because sometimes I put
things off till the last minute. So I guess you can call me a procrastinator. But
now since I’m in high school I have to take more responsibility for my homework
and projects I am given in school. I also need to keep good grades throughout
high school and college. So that is also something I need from myself.

What do I need from my home?

I need from my home everything I have now; love, trust, support, and clothes.
But that’s beside the point. I have a family that cares. I know that I am more for-
tunate than others because I do have a family that cares, and I know that I am
blessed because of that.

What do I need from my school?

What I need from my school is an education. I know that I don’t have time to be
mad at teachers or fighting with anybody. I have to do my job at school and tak-
ing care of business which is my education. I don’t have time to mess up or make
stupid mistakes, and if I do then I have to face my mother and that is never good.
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WHAT I NEED FROM MYSELF, HOME, AND
SCHOOL13

What I need from myself is one hundred percent effort in all of the things that I
do, a brighter attitude about bad situations, and honesty.

From home I need love, more freedom, and an open mind to all of my per-
sonal decisions.

Lastly from my school I need teachers that truly care about me and my future,
counselors that are usually free seventy-five percent of the time, and teachers that
teach in a way that all students can learn the lessons.

I will never forget my sixth grade math teacher, Mrs. Fotinos. She had a way
of talking to people that made them feel so warm and loved by her. I remember
so vividly one of her talks with me; she encouraged me to keep making good
grades, and keep my bubbly personality.

I don’t mean to brag, but she was one of many teachers that gave me compli-
ments. But the things she said and the way she said them made me know that she
was sincere. She gave me compliments on my grades, behavior, personality, and
most importantly, on our friendship.

I promised her that I would come and visit from time to time. Regrettably, I
have not visited her yet. But even if I never see her again physically, I know I will
visit her often spiritually. Her words of wisdom will always stick with me.

Every school needs a teacher like Mrs. Fotinos, because some teachers don’t
live up to their good name. Teachers need to become adult sages. Surely, if I can
be a sage I know they can.
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What do I need from myself, my parents, and my
school?5

What I need from myself is to be more open, and be able to talk to people,
and not hold it in.

What I need from my parents is to be there when I feel like there’s no one to
talk to. I mean my mama is there, but I still don’t feel comfortable talking to
her, and my daddy he’s there, but I can’t talk to him because he is not the
type of person to talk to about anything that concerns me because he can’t
understand me. As for my mama I can sometimes talk to her, but I can’t talk
to her about everything because I don’t think she would understand every-
thing about me.

What I need from my school is a teacher to help me ACHIEVE, to be a
friend to me, and be someone to loving push me to accomplish what I want
to be in life.
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What I Need4

From Myself:

I need to be able to share why I was in Long Term and the mistakes that I’ve
made.

I need to share more of my poetry because that’ll mean that I’m sharing myself.
My poetry is my anchor because it holds me in place. Truthfully, my poetry is
one of the things that help me to keep my sanity. Also, I need to go back into the
mistakes. Basically if I would’ve kept letting stuff roll off my back, I would’ve
been back in the same situation that messed up my 7th grade year.

From My Home and Parents:

I’m not really tripping off of my “dad” now. But I don’t really need anything
from him because of my mom being the greatest person, woman, and mother in
the world. I just have to thank god because I have the closest relationship with
my siblings and mother.

From My school:

My 7th grade language arts teacher told me if I stay true to all of my poetry, then
I’ll be very successful in life. She brought the realness and tears out of me. She
made me realize that I am smart and as civilized as I want to be. She let me
express things about myself that no teacher would nor ever could. She worked
with me so well once we were on the same page. This picture and mentor of mine
is Gail Williams.

� � �

Sitting and wondering
where can i go
tell me, tell ME will i be alone
day dreaming and observing
what will i see
thinking just thinking what can I be
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singing and writing what can I express
striving yes I’m striving to be the best
still I’m sitting and wondering where can I go
tell me can ya tell me
will I be alone??

2008 HICE Proceedings 
Page 2460



Gaps Of The Head And Hands: Needs Met And Unmet 55

What I Need & What I Want19

I need confidence when I play basketball, and on my school work.
I need my stamina to rise up when I play basketball.

I need to write more songs because I am goosen.
I need trust from my pops.

We need to talk more about what the problems is in the house.
We need to see our whole family, because I don’t know some of my uncles and

cousins.
What I needed from an educator was met by my teacher Mrs. Glickman. She was

my math teacher that helped me a lot with math problems and helped under-
stand it more than ever.

My principal Mr. Stryhal, how he was cool. He and I used to talk a lot whenever
I got in trouble. He would help us see ourselves and laugh at the funny things

about us.
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The Way I Came23

When I think of who I was less than four years ago, I think of that lonely and
self-conscious little girl who affiliated with the wrong group of people. Those
people who were depressed, sick and drowned in sorrow. When I was in sixth
grade I didn’t talk to any one really, to be perfectly honest to this day my family
doesn’t know what I was going through or dealing with. It was as if all at once my
heart, mind, and spirit had been captured by this wicked emotion.

At that time, I was what they called Goth because of the people who where in
my “click.” But I am not Gothic because I was and still am a strong believer in
God and Jesus Christ who is still bringing me out. Back then I didn’t know what
to do. I didn’t fit in with the people I should have talked to. But I found myself
alienating myself away from them.

The people I did associate with were pulling me into there ways: cutters, disre-
spectful to others, and rebellious. I’m happy to say I never fell into there ways.
Yet, I wasn’t to far away, because I didn’t do anything to help them when that’s
what they needed.

I told myself I could be a better person, I could be like my grandma and be
strong, and I could be a leader. But it seemed I made myself even more sunken
trying to change my ways.

At that time being at home wasn’t the greatest either because my sister and I
were constantly fighting about ignorant things. I wish I could have the strength
to tell her that its not her I’m fighting it’s myself, I wish I can tell her how much
I do love her even though I may tell her I hate her. I wish I could help her out of
her state of depression even though she tells herself nothing is wrong I know its
killing her because I had to fight with that same demon to be who I am today.

I need to help those boys and girls who are afraid of showing there true feel-
ings. I need for myself to be more open. I need to help others no matter how hard
it may be. I need to make a difference.
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What I Need1

In a life where good guys finish last,
I need people to be good to me

In a world where time is money,
I need time
In a world full of liars

I need honesty
From my school
From my friends

From my family
From myself

In a life full of uncertainty,
I need stability

In a life of anger,
I need love

In an ungrateful world,
I need to give thanks
To my Mom

My Dad
My sisters

And my brothers
All the S.A.G.E.S

My school
My friends
And Allah
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What Do I Need15

Myself-

I need respect
I need to stay focused on my goals
I need to stay in control of my emotions
I need to be confident in myself

My Home (parent, guardian etc.)-

I need a provider
I need someone who helps me with my problems
I need love
I need a friend
I need someone I can talk to
I need a parent

My School (teachers, principals, counselors)-

I need an education
I need someone who is willing to help
I need someone who takes time away from class to help
I need a real educator

� � �

There is one teacher that I had who was outstanding. Her name was Mrs. Wil-
son, she was my eight grade math at LaSalle Springs Middle School. She really lis-
tened to me. She heard everything I had to say and even some things that I
couldn’t speak. She made me feel like she really understood me. She took every
lunch period just to help students. As a Black male this was very important to me.
I feel like she really helped me maintain a 3.5GPA.
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What I Need9

FROM MYSELF, HOME, AND SCHOOL

I need myself to be focused and attentive to my priorities.
I need my home to be quiet, cleanly, with a lot of space to be successful with my

work at home.
I need my parent to be around so they can check on me, ask about my grades,

and be available for any help that I need.
I need my sister to be there so she can help me when my parents aren’t there.

I need my teachers to pay attention to me.
I, most importantly, want them to respect me.

I think it is respectful and helpful for educators to tell me when I am being suc-
cessful in the class and academically and when and where I need growth.

I, myself, need to be surrounded by positive things to motivate me to do better.
For an example, I adore smiles, meaningful quotes, optimistic songs, and admira-

ble compliments.
Overall, I need myself, my family, and my teachers to push me to work harder

because there is always room for improvement.
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What Do I Need?6

What I need from myself is the confidence to talk to other people. I also need to
change my attitude because I know sometimes I can be really moody. I need to
learn some things too. Like being respectful and turning in all homework. I need
to talk up so that I won’t become invisible.

What I need from my parents and family is more and more love. I need for
them to egg me on to do better things for myself. I think that if they push me and
help me I can do really well. I really need my mother to make sure I do all my
work and study for tests. I need my family to really believe in me.

I need my teachers to help and remind me to do my work. I need them to
believe that I can do my best. They should be there when I don’t understand
something. Most of all, my teacher shouldn’t be just a teacher of things, but she
or he should be a friend too.

My expectations of teachers are based on a teacher from my past that I
admired greatly. Mrs. Bradder! My favorite teacher is Mrs. Bradder because she
believed that I could do everything I wanted to do.

She always told me that I had something special but I didn’t see that. She
always reminded me of what I needed to do. Mrs. Bradder wasn’t just a teacher
either. She was like a best friend. I guess she thought of her students as her kids
since she didn’t have any children from herself at the time.

Mrs. Bradder, thank you.
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I Need21

I need to trust my mother and her huge decision for us to move out of the state.

I need to trust that moving is what is best for me.
Is it what is best for my work and wrestling from the past, my condition and
desire to be at Eureka High School at the present, and my future in its entirety?

I need confidence in myself so that I can make new friends and do new things.

I need my mother not to change who she is. Because she has made me what I am.

I need a father figure so that I can know what a father is.

I need to treat my mother better because I feel we are drifting apart.

I need to study and get through school so that I can grow up to be anything I
want to be.
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A PAIR: EXPRESSIONS OF WHAT I NEED AND

WHO I AM

As you have read, the students’ need statements are very informative and power-
ful assessments. They are honest and balanced. I removed students’ names from
their writings in an effort to not harm them or any particular person by what was
expressed.

To this end, let’s now carefully focus our attention on an “I NEED” student
statement below paired with that person’s “I AM” expression. Take note:

• This time, I want you to imagine that your own child or loved one wrote this
need statement.

• Afterwards, we’ll read that student’s “I AM” expression, then I want you to
compare and contrast both expressions with your child’s experience or that of
your own.

In pairing these two expressions you may sense extra significance and under-
standing of this person’s needs and identity, as well as, the gaps of the heart, head,
and hand that many individuals face, and that we all are responsible for correct-
ing.

What Do I Need?3

What do I need? I need lots of things when it comes to improvement myself, my
home and school. What I need from myself is to be able to encourage my abili-
ties. Often times, I feel that getting encouragement from others is the only way
for me to perform my best. I need to apply myself more, because no one else is
going to do it for me. I need to be able to organize myself when it comes to bal-
ancing my activities and school work. Sometimes I allow myself to focus more on
my activities as a way to escape the pressure of classes.

At home I need for my mom to understand that school is not an easy task. I
need to know and feel her appreciation of my helpfulness. I need her to recognize
the beautiful, wise, talented, strong, black, young lady she has raised me to
become. I need for her to understand that even though I may make mistakes, I
try my best to fix them. I need her to know that when she hurts, I hurt. When
she’s happy, I’m happy.
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My teachers and school will and has made a huge impact on my way of think-
ing. It is important to me that my teachers don’t automatically expect less of me
because of my race. They don’t even have to say anything, it can be the way they
look at you or how they talk to you. It hurts for a teacher to try to put you down
when you’re the only black student in the class. It hurts when its time for finals
and you are the only one in the class who has to change seats because the teacher
thinks that you may cheat.

I often feel like an outsider because of my skin color in my own school. I
shouldn’t have to feel as if I am being watched because I’m a black girl, and they
think I might start a fight. I need for students and teachers of a different race to
stop thinking that I can’t or don’t have the things they have. A person should not
feel that they have to talk slang in order to have a civilized conversation with me.
What do I need? I need respect.

� � �

Who am I?3

I am a former student of the SLPS
I am a former Compton-Drew ILC student

I am blessed to no longer be a part of the SLPS system
I am a four-year student of the Rockwood School District

I am a Lafayette Lancer
I am that teenage girl inside of you going through everyday life

I am strong, but at times I may need a shoulder to cry on
I am God’s work in progress

I am often hated on because of my positive attitude
I am sometimes on the edge of giving

I am that hazel eyed, thin, curly haired girl that my fellow black sisters love to
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hate
I am that girl ready to express herself through dance and the sound of strings
I am the girl wanting to change the world, but not quite sure when or how

I am on my way to continue my successful journey
I am me

I am a SAGE!

� � �

Wasn’t that powerful.
As a result, I have paired one more SAGE’S “I NEED” and “I AM” expres-

sion. We, the student and staff SAGES, challenge you, no matter whether you are
a parent, teacher, counselor, or administrator, to start each school year with
“WHO I AM,” “WHERE I AM FROM,” and “I NEED” expressions. If you
meet this challenge wholeheartedly in the eyes of your learners, we SAGES of
Summer Academy 2006 prove and promise that the gaps of head will be severed
eventually, as you collectively continuously, conscientiously, choose to bridge the
three gaps.

Allow me to explain the twofold reason why this achievement gap will close.
First, in earnestly attempting this challenge, you collectively address students’
gaps of the heart by caring greatly and learning intimate details about your stu-
dents’ lives, learnings, and loves. Secondly, you address the gaps of the hand by
choosing to do this special activity and anything else extra to help secure a posi-
tive identity for all students. This includes securing an identity for yourself and
your students as a learner and SAGE based on life experiences. Then as a humble
educator you must utilize these intimate student details everyday and in every
aspect of the student’s day, be it for academics, discipline, instructional practices,
and more. Now let’s take a look at this last pair of expressions entitled “WHAT I
NEED” and “WHO I AM.”
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WHAT I NEED20

From Myself

To find self
To find more emotional stability within

To be more aggressive in my life events and activities
To be in the game more instead of on the sideline

To be more involved
To become less introverted and more outspoken and not just thinking about

things and knowing things internally but letting everyone else know too
To find an anchor, a rock
To focus during confusion

From My Home

Stability, emotionally and financially
A strong figure not just in the house using and taking up space but involved in

the house
Not just there to criticize or be around just when everything is well

But to embrace and be there through the good and the bad
To support you

To relax you and give you a reason not to worry,
To help us all keep the faith, not be afraid

To know that it will be alright
A reminder that weeping may endure for a night but joy comes in the morning

A shelter not a war zone to attain agreements and compromises
To know he never would leave us and never has.
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From School

Understanding and supportive teachers that won’t criticize, but sincerely helps
Staff members that aren’t there to discourage and put you down and tell you
you’re stupid because you missed a few days and need some extra guidance

A staff that will be there to pick you up when you fall, to carry you and help get
you back on your feet

Educators not haters trying to keep you down
To be able to be in an environment where there is freedom to be your truest, to

share who you are and who you will be.
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WHO I AM20

I am a sister
I am a daughter
I am a fighter

I am a survivor
I am constantly rising like the sun

I am motivated
I am intelligent

I am a future leader
I am a student, I am a teacher

I am the number one contender in a fight
I am a friend

I am a woman
I am a leader

I am not your enemy
I am not a statistic
I am not a follower
I am the solution

I am unique
I am not your expectations

I am who I was destined to be, and that is me not you
I am my own person

I am hurt
1 am healing
I am confused

I am lost
I am struggling to find my self, but in the process still trying to find my way through

the
Darkness

I am one who will prevail
I am standing strong

I am and always will be a conqueror
I am now free though once a caged bird

I am a seeker, a pursuer of goals
I am Picasso, Michelangelo, Shakespeare, and MLK, misunderstood but great in all

my ways
I am who I am, an ever growing woman
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3
Sages: Determined Discipline

And Amazing Grace

Know thyself to know others, for heart beats like heart

—Chinese Proverb

Continuing with the spirit of the wonderfully written words given by the
SAGES, let’s conclude with four poems that help to address the issue of deter-
mined discipline and amazing grace. The first three poems are written by students
and the last is by me.

We need determined discipline and gracefulness to choose to know the good
with our head, do the good with our hands, and be the good with our hearts,
continuously. Remember that schools are the hearts of the community. As the
proverb goes, “Know thyself to know others, for heart beats like heart.”

So, let’s have good hearts, even in our heart of hearts, always and forever.
When educators do so, then students say (1) I CAN. As a result they (2) WORK
HARD and realize their beauty as a (3) SAGE. Three student SAGES explain.

I CAN11

When I was in second grade I had a teacher named Ms. Seaglemoss, and she
had a saying for when students would say they couldn’t do something. She
would say, “If I hear you say I can’t I will hang you from the ceiling by your
toenails.”

That taught me to never give up and to never say I can’t. I would do things
over and over again until I got it right. At that time it was mostly because I
didn’t want to hang from the ceiling by my toes.

But now that I’m older I know that I can do anything. Because she
believed I could and now I know I can. I can because I want to. I will never
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give up. I can, and that’s all I need to know to do what I need to do to suc-
ceed.

� � �

About The City Kids19

We should do our work before any activities.
Stay after school to study for test and work on homework.

Ask a teacher to stay after if U need help and have some questions about your
work.

Work hard to get the right grade that U want.
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BEING A SAGE4

Being a SAGE only at 14…
A sage is an important person

Important why, you ask
Because, I am a mentor

I have advised teens older than me to do better
They look at me and are like if she can do it that I can do it

It feels great to be a SAGE
Because I know simple encouraging words can change

Someone’s life in a drastic way
Little kids look at me and say I want to do what she is doing

Many adults are very proud of me because they know
That I am going somewhere in life

Just being a SAGE is a big encouragement to keep
Striving for the best in life.

� � �

Continuously Conscientiously Choosing

Like the sun I rise
To take my rightful place in the sky

But like the illusive rising sun
So am I while progressing through affirmative action if ill-equipped for the work

to be done.

Like the sun I set
To have no job even when the criteria has been fully met.

But like the illusive setting of the sun
So I seemingly regress to deeper depths and depict a sort of social dung.
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Yet unlike the sun and like Mother Earth I revolve, evolve, and keep on repro-
ducing

And even as dung I’ve played a vital part in wellness, growth, and producing.

Life is all a matter of how you view it and use it,
The sun and earth both give life as do we as SAGES collectively, continuously

conscientiously choosing.
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As it pertains to determined discipline and amazing grace, I can’t help but
reflect on my life. There are many people who helped me to be where I am and
who I am today. It is an honor to be the first Black male Central Office Adminis-
trator of the Rockwood School District.

Some may ask, how did this happen? The answer is simple: it was grace and
discipline. Many people were gracious, took risks for me and invested their time
and energy. Among the most important are my parents who enrolled me in the
Rockwood School District and my wife of 12 years, Belinda. Then there is Dr.
Dan Edwards, my Lafayette High School Principal, who offered me my first
teaching position. It is my earnest goal to make sure they are never disappointed.

Many people lack discipline. As a result, they disappoint others and them-
selves. No matter how many favors, merited and unmerited, they lack the deter-
mination to move pass the negative possibilities and beat the odds.

Often parents say to their children “don’t be a statistic.” Yet clearly, we all are
statistics. The question for Blacks, Whites and everybody, is this: On which side
of a statistic are you, the positive or negative, the first of something, or last? And
no matter what your answer may be, in everything you do, do your best, stay
determined, maintain discipline, be graceful, and recognize the grace you have
received from others.

You may be wondering whether the Voluntary Interdistrict Choice Corpora-
tion (VICC) Program has had a positive or negative record. Rest assured that the
VICC Program has been and is very positive for Missouri. It has increased city
students’ attendance in school and provided quality and diverse experiences for
Blacks, Whites, and Others alike that may not have been otherwise possible.
Many people have received support and grace from the VICC program. Initially
in 1983, the school districts participating in the establishment of the program
agreed to a target of 25 percent Black student enrollment. Consequently, most of
districts achieved that goal. As a result, numerous educated and successful city
families have purposefully committed to using this option for their children,
grandchildren, and relatives. Also, many county schools have committed to open-
ing their doors to city families that have experienced hardships and mishaps in
their home, neighborhood schools, or both.1

Since its inception, VICC counselors have helped students move beyond any
obstacles to succeed in the county school system and in life. Their popular “I

1. Struggle: The Long Road to an Equal Education in St. Louis, by Judge Gerald W.
Heaney and Dr. Susan Uchitelle.
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Choose Success” Program, implemented in most participating VICC school dis-
tricts, was centered around teaching students to be their best, remain focused aca-
demically, and exhibit graceful behaviors in the school system.

Overall, the VICC program has been about connecting and valuing diversity
in schools and gaining strength from differences by having students who are in
good standing, behaviorally and academically, volunteer to transfer to a partici-
pating school district. On its face value alone, this is a good public policy as it
produces extremely positive societal benefits.

Regarding its historical record, the VICC program has a variety of positive
data from internal and external sources supporting that it is one of the most suc-
cessful desegregation programs in the nation.2 I must mention that if it were not
for the VICC Program, this book certainly would not have been possible. The
student-SAGES would not be published authors and scholarship recipients from
the proceeds generated from their book. Any subsequent addressing, severing, and
bridging from this work would not occur.

Similar questions of race and record can be raised regarding the achievement
gap itself, and gaps of the heart, head, and hand. The answer is yes, race and eth-
nicity, as well as class, come into play regarding these gaps. It is certainly reflected
in many instances of privilege, policies, practices, procedures, student and staff
performance, and productivity. Similar questions are being asked in academia
and the business world regarding all underrepresented issues and initiatives.
What is it really about: revenue, race or the underrepresented, or record?

Well, my answer is yes, yes, and yes. Revenue, race and representation, and
record are huge factors of any underrepresented issue or initiative in addition to
historical foundations, relations, and expectations. Yet, these questions and
answers are often more distracting, divisive, and illusive rather than illuminating,
severing 3, and bridging.

The more important questions and answers are whether an educator (or per-
son), organization or school district (or group), program, policy, and procedure
(initiative) is fit for the task of doing a job well, serving the people fairly and
justly, and making a real positive impact. Take a look at the following points
regarding Rockwood’s work on severing gaps of the heart, head, and hand and good
bridge building:

2. Ibid.
3. In this work, severing means to do the self-improvement and personal work of cutting

off things that are not right or good inside of your head and heart. Bridging is guiding,
connecting, and uplifting others in a positive way with your heart, head, and hand.
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• During the 2005–06 school year, Rockwood’s district attendance of 95.6 per-
cent was the highest in the region.

• This is in part because VICC students achieved 93 percent district atten-
dance in the 2005–06 school year, which is outstanding and among the
highest of VICC participating school districts. While this level is good, we
continue to strive to improve as “a rising tide lifts all boats.”

• All the more noteworthy, VICC attendance is high despite the fact that
VICC students live in St. Louis city and experience the following challenges
each school year just to receive a quality education:

• up to an hour or longer bus rides to school each way, daily;

• school bus accidents;

• hearing of gun shots within the city while en route; and

• bricks being thrown at students on the bus while en route, and other
negative activities.

• Rockwood has one of the largest VICC student populations (more than
2,000 students) and farthest distance from St. Louis City. Since 2005,
Rockwood’s VICC office has provided free baseball tickets to the Rock-
wood Night at the Park Event to VICC families at schools with 100%
attendance for the first week of school. Doing so, as well as providing free
school supplies, helps to establish loving relations throughout the entire dis-
trict and in all communities.

• Overall, Rockwood has clearly led the way to closing some gaps of the hand by
rendering students productive learning environments, opportunities, and initi-
atives.

• In the 2005–06 school year, Rockwood had the most schools, 22 total, on the
Department of Elementary and Secondary Education “top ten” list of schools
with the highest MAP scores.

• This is in part because we have had significant increases in African-Ameri-
can student achievement through afterschool tutoring programs, such as
SAGES Elementary Tutoring, Reading Intervention, Caring School Commu-
nity, and Knowing Mathematics. In 2006, we accelerated VICC students
during summer school allowing more than 400 students to receive summer
academic boosts with instruction at one grade level above and with
enriched learning experiences.
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• We reduced African-American student mobility by nearly 30 percent in the
2005–2006 school year through such efforts as more than 200 VICC home
visits last school year and SAGES Academic and Character Education Programs
(ACE) at secondary schools for minority students from various educators,
and numerous staff members working hard each day. These efforts trans-
lated into significantly fewer student withdrawals from Rockwood resulting
from discipline reasons, school climate issues, and unintended moves. Stu-
dents and families are staying because great things are happening for kids
and families.

• More than 70 percent of Rockwood students go to college or a post-secondary
learning institution. In 2005–06, more than 35 Rockwood VICC students
received considerable scholarships for college from Rockwood.

• We certainly have increased African-American students’ college opportuni-
ties, scholarships, and experiences from the middle school level to the high
school level. The SAGES Summer Academy 2006 is one significant illustra-
tion of this fact.

• We have engaged staff, students, and parents in SAGES courageous cultural
conversations and district-wide development. This is a consistent and systematic
arrangement of sessions in which educators, students, and parents can discuss
with the superintendent, myself, and other leaders, aspects of the history of the
VICC Program, societal hidden rules, cultural diversity and heritage, relations,
content, and pedagogy, while simultaneously increasing everyone’s esteem and
desire to excel and be bridge builders.

• In the 2005–06 school year in Rockwood, we had a 50 percent decrease in stu-
dent discipline at the middle school level as a result of providing students more
voice, belonging, and transition opportunities.

• We have steadily increased African Americans’ (adults and children) involve-
ment and sense of belonging at the schools through various activities, meet-
ings, committees, and programs.

• Lastly, despite increased focus on minority and “at-risk” students, we have
emphasized increased academic performance for all students. This is very
important as we value and treasure all students and we are committed to being
great stewards of these precious assets. Again, we firmly believe that “A Rising
Tide Lifts All Boats.” As demonstrated above, the net societal benefits of being
SAGES are immeasurable and we encourage all to join us as SAGES as we
continuously strive to “lift” the educational experience for all.
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• Please see Appendix A for more Rockwood strategies, goals, programs and
plans for improving African-American Achievement.

• See Appendix B for “I AM FROM” poems from a 2005 Crestview Middle
School class including Blacks, Whites, and Others.

Rockwood believes that diverse schools are better schools and reflections of the broader
society and essential to providing a world-class education. The SAGES Initiative
embodies everyone and every effort that justly “Severs” an Achievement Gap in
the Education of Students.

ON THIS NOTE, I CLOSE: WE SAGES OF SUMMER ACADEMY 2006
ASK THAT EVERYONE CONTINUOUSLY CONSCIENTIOUSLY
CHOOSE TO BRIDGE THE GAPS OF THE HEART, HEAD, AND HAND.
DO IT BECAUSE OF YESTERDAY, DO IT TODAY, DO IT FOR THE
BEST OF TOMORROWS.
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APPENDIX A
Improving African-American

Achievement

Rockwood School District
Goals and Timeline for Eliminating the African-American Achievement Gap

2006–07 School Year

To improve African-American achievement the following goals and tasks are
to be completed in 2006–07. The information in this document is a part of and
aligned to Rockwood’s Board Policy and Regulations and Comprehensive School
Improvement Plan (CSIP). It has been organized using the five themes for high-
performing school systems based on the Best Practice Framework of the National
Center of Educational Accountability (NCEA). In addition, each task is cross-ref-
erenced with the Four Essentials (TFE) and the Four Most Desirables (TFMD)
developed by the Black Leadership Roundtable Education Committee.
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Curriculum and Academic Goals
“What is Taught and Learned”

The Board and Rockwood staff believe it is important to encourage, support, and
assist each student to develop academically. Where ability is concerned, equality
consists of providing equally well for all kinds and levels of individual differences.
That students differ may be inconvenient, but it is inescapable. Adapting to that
diversity is the inevitable price of productivity, high standards and fairness to the
students. In recognition of the diverse needs of students, the Board supports
acceleration appropriate to student needs (Policy Regulation 2535 Student Aca-
demic Achievement). In addition, Rockwood aims to:

• Increase American-African student achievement on the Missouri Assess-
ment Program by 5 percent or more,

• Achieve or exceed 93 percent Voluntary Transfer Student Attendance
annually,
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• Reduce American-African student mobility by 20 percent or more,

• Increase American-African students’ college opportunities and experi-
ences at each high school, and

• Increase American Africans’ involvement and sense of belonging to school
activities, meetings, and committees.

Instructional Practices, Programs, and Arrangements,
“The Right Stuff-Time and Tools”

Practices (Year-round)

The following are examples of differentiation and acceleration practices that have
been considered and implemented in classrooms as well as the programs and
arrangements listed in this section for closing the achievement gap of African-
American students:

Differentiated Instruction
Consistently using a variety of instructional approaches to modify content,
process, and/or products in response to learner readiness, interest, and/or
learning profile of academically diverse students.

Curriculum Compacting
The student is given reduced amounts of introductory activities, drill,
review, and so on. The time saved may be used to move faster through the
curriculum.

Subject-Matter Acceleration
The student is placed for a part of a day with students at more advanced
grade levels for one or more subjects without being assigned to a higher
grade (e.g., a fourth grader going to fifth grade for science).

Dual-Enrollment Programs
The student is enrolled in course work or summer programs that confer
advanced instruction and/or credit for study (e.g., fast-paced language or
math courses offered by universities, adapted from Board Policy-Students
Regulation 2535).

SAGES Cultural Conversations
The consistent and systematic arrangement of sessions through which educa-
tors, students, and parents can discuss and teach aspects of the history of the
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VICC Program, societal hidden rules, their cultural heritage, and simulta-
neously increase their esteem and desire to excel.

Programs and Arrangements:

1. Sustain and enhance the Severing the Achievement Gap in the Education of
Students (SAGES) Tutoring to include:

• K-2 tutoring intended to increase phonemic awareness, reading fluency,
vocabulary development, writing, and higher order thinking skills for
around ten students per school;

• Continuing the tutor groups for identified students in grades 3–5 meeting
at each building twice a week for skill building and MAP preparation with
on average 16 students per school; and

• Meeting one to two times with the SAGES Tutors for an in-service and
sharing of best practices (September 2006-May 2007, *TFMD2 and
*TFMD3).

• Continuing “I Choose Success” groups, VICC counselor student groups;

• Expanding the “Keys to Life” Program by TouchDown Enterprise Inc. to
each middle school and some high schools and in conjunction with
required academic tutoring at least once a week, and goal setting and/or
mentoring to other younger minority students for at least 25 students per
school for one or more semesters;

• Participation in the Mathews-Dickey “The Sky is the Limit” Program for
up to 10 female students from each high school.

• Participation in NCCJ AnyTown Program for three or more students
from each high school; and

• College preparation programs such as The Bridge Program (UMSL),
SAGES Summer Academy, INROADS, and LEAD (August 2006-May
2007, *TFMD2 and *TFMD3).

2. Sustain and enhance the SAGES academic and character education programs at
the secondary level specifically designed for American-African students.

3. The high school principals and Director of VICC will enhance ACT prepa-
ration, college planning and visits, as well as the school-home partnership for
African-American students by making a specific plan for each high school
that includes home visits, college visits, and parent nights for identified Afri-
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can-American students/families throughout the school year (April 2006-June
2007).

4. Charge elementary and middle school principals to loop younger siblings of
previous voluntary transfer students through the same teachers to reinforce
long-term relations and connections (June-July 2006, *TFE2).

5. At least two students from each elementary school will receive the opportu-
nity for enrichment classes during summer school in addition to a remedial
class (June 2006 and June 2007, *TFMD2 and *TFMD3).

6. Elementary and middle school transition arrangements have been made that
allow fifth graders and eighth graders attending summer school to attend at
the next level (middle school for 5th graders and high school for 8th graders)
as well as a transition course to improve student success (June 2006 and June
2007, *TFMD2 and *TFMD3).

Staff Selection, Leadership, and Capacity Building
“Selecting and Developing Leaders and Teachers”

1. Provide summer workshops for teachers and principals focused on the fol-
lowing strategies for eliminating the African-American achievement gap:

• Creating high expectations for minority students,

• Encouraging all students to take more rigorous academic coursework,

• Establishing academic monitoring systems for students to achieve early
identification of those experiencing academic difficulties,

• Establishing systems to support and recognize strong academic results of
African-American students,

• Dismantling Racism Institute for Educators—NCCJSTL (July 16–20,
2006, *TFMD1),

• Courageous Conversations and Instructional Practices—Bonnie Davis
(July 2006,*TFMD1), and

• “Creating Equitable Classrooms”—Pat Sanders (early August 2006,
*TFE1 and *TFE3).

2. Representatives from the elementary, middle, and high school will engage in
professional development, inquiry and engagement into cultural relevant
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teaching practices and meaningful long-term relations (July 2006-June 2007
*TFMD1 and *TFE1).

3. Support Human Resources through sustaining and increasing culturally-
competent educators and staff, which includes:

• Increasing minority student-teacher placement through a partnership
with local Universities (Aug. 2006 and Jan. 2007).

• Continuous recruitment and successful hires of diversity (Year-round, and
February-May 2007);

• Selecting teachers with experience in diverse populations and disciplines/
backgrounds; and

• Supports and in-services from Rockwood administration and curriculum
coordinators for staff (July 2006-June 2007, *TFE1).

4. The Asst. Supt. for Human Resources provides training for the principals
regarding our continued efforts to hire and retain the most outstanding
teachers possible for Rockwood students (February-March, 2007, *TFE1 and
*TFMD1).

Monitoring: Compilation, Analysis, and Use of Data
“Knowing the Learners and the Numbers”

1. The Board of Education continues its commitment to eliminate the achieve-
ment as expressed in the June, 2005 Rockwood Board of Education
“Improving African-American Achievement” Proclamation (June 2006).
This includes:

• Monthly board presentations pertaining to the efforts on closing the
achievement gap by staff and new student learnings/outcomes,

• A report to the Board of Education of the achievement data on African-
American students (November 2006), and

• Continued partnership and communication between the St. Louis Black
Leadership Roundtable Board Liaison and Rockwood Board.

2. At the Admin Conference (July 2006), remind principals of the guidelines
for revising school improvement plans (SIP) and the need to include the fol-
lowing:
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• An individual SIP section on eliminating the achievement gap,

• Staff and/or community members of the SIP Team specifically addressing
the achievement gap, and on-going measurement and adjustments, and

• Strategies/action steps that target the elimination of the African-American
achievement gap in each content area (School Improvement Plans are due
November 2006, *TFE3).

3. Charge the “Student Achievement” Long Range Planning Committee with
the following responsibilities (August 2006, *TFMD2):

• Reviewing the performance data of minority students (Nov. 2006,
*TFMD2),

• Examining research regarding academic achievement within this group,
(Nov. 2006-May 2007) and

• Recommending strategies that would support raising the academic bar
and closing the achievement gap that exists between white and black stu-
dents (May 2007, *TFMD2).

4. Form a district steering committee that meets at least three times to share
our best practices, trends, and analyze data and make recommendations to
administrators and committees in the areas of curriculum, relations, and
pedagogy, and on institutional reconstruction.

5. Use the Harvard Tripod Approach to do the following:

• Conduct structured interviews/focus groups including voluntary transfer
students and underrepresented students to identify strategies, which stu-
dents believe will encourage them to perform academically at their level of
potential;

• Present this information using Tripod Kick-off meetings throughout the
school year at the schools; and

• Compile, provide, and continuously review this information with the
school principal, school improvement team, and school staff (August
2006-April 2007, *TFE3 and *TFMD3).

6. Elementary Principals, the Director of Gifted Programs, and the Curriculum
& School Leadership Department identify African-American students scor-
ing in the top quartile on any national normed tests and/or top three levels
of the MAP and commit time, energy, and available resources to ensuring
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that these students are prepared academically and with the appropriate stu-
dent skills to be successful in middle school challenge courses and high
school honors and Advanced Placement Courses (July 2006-June 2007,
*TFMD2 and *TFMD3).

7. Review school improvement plans for strategies/action plans related to elim-
ination of the African-American achievement gap (December 2006-January
2007, *TFE4 and *TFMD3).

8. Enhance our partnership with St. Louis City Churches and Community
Centers in the St. Louis area for tutoring, technology, college assistance, and
ACT preparation services for Rockwood VICC students/families by:

• Including the St. Louis Black Leadership Roundtable to begin satellite
supports at our Project Skills Sites,

• Using these sites for hosting school-parent meetings, and

• Using these sites for Infinite Campus support stations (July 2006-June
2007, *TFE4 and *TFMD4).

Recognition, Intervention, and Adjustment
“Ensuring All Children Learn”

1. Debriefing and follow-up sessions are conducted with teachers and princi-
pals who attended the summer workshop to hear about what work they have
done, what new ideas from the summer workshops they have implemented,
etc. (September-November, 2006, *TFE4 and *TFMD3).

2. Plan 2007 summer workshops to provide information and ideas to teachers
and administrators for eliminating the African-American achievement gap
(February-March, 2007, *TFE1 and *TFE3).

3. The Superintendent of Schools, Deputy Superintendent, and Director of
VICC identify ways to keep parents and citizens well informed regarding our
strategies, timelines, progress and student outcomes related to eliminating
the African-American achievement gap (August-September, 2006).

4. Annual recognition of voluntary transfer students at the Rising Star Award
Celebration for 1st semester academics, attendance, citizenship, and honor-
able mentions (February 2007).
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5. Distribute African-American Achievement Reports to our staff, parents, and
citizens via newsletters, presentations, Board of Education meetings, etc
(November 2006-May 2007, *TFMD2).

6. The Deputy Superintendent and Director of VICC review with each princi-
pal progress made on school improvement action plans related to eliminat-
ing the African-American achievement gap, (April-May 2007, *TFE3).

7. The district will assist in ensuring literacy-rich homes by providing and giv-
ing away more than 500 magazines, books, and “books on tape” to identified
families in need (July 2006-June 2007, *TFE4 and *TFMD3).

8. School staff and VICC office will work together to increase the number of
home visits, parent conferences and workshops by 10% from last year (July
2006-June 2007).

9. The Rockwood CityLink Newsletters and Rockwood VICC Website will
continue to recognize minority leadership and talent as well as promote Afri-
can-American students’ and families’ voices, connections, accomplishments,
and strategies for school success (July 2006-June 2007).
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APPENDIX B
“I Am From” Poems From The

Class Of A Staff Sage.

Ms. Pat Ross from Crestview Middle School engaged all students from her classes
to write “I AM FROM” Poems in September of 2005. These students repre-
sented African Americans, Hispanics, Asians, Whites, affluent, impoverished, city
and county, and more. I applaud Pat for taking her desire to know her students
to another level, to a level that all great teachers reach and achieve in some man-
ner. Knowing where students are from is essential to the foundation required to
close the gaps of the heart, head, and hand. Below are some of the outstanding
poems from her middle school students. Enjoy this wonderful work and archive
of differences and similarities.

� � �

I am from

I’m from Jamie’s sautéed onions, and I’m from mom’s roast beef and warm
boiled potatoes.
I’m from my dad’s blue police car.
I’m from Mady’s brown stuffed animal puppies.
I’m from sweltering summer days in the swimming pool and, on the court watch-
ing my sister Jamie play tennis.
I’m from baggy jeans and sequined shirts and dirty laundry.
I’m from friends calling me all the time on the phone.
I’m from tiredness in the early morning.
I’m from grandma Jojo coming in to town and bringing us all kinds of expensive
gifts.
I’m from my Uncle Carl making us healthy enough when we are sick.
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� � �

I am from…

I am from a white and black house, with cars that laden the driveway and the
front of the house,

Soul food cooked every Sunday and holidays, like chicken, greens, every part of
the pig, mashed potatoes, dressing, candy yams, cabbage, mac and cheese home
made, fish, dumplings and hog mogs.

Neighborhoods with every kind of noise you can make, shouting, just talking
loud, screaming, yelling and crying.

From radios playing rap being played as loud as they can go.

Friends that talk on the phone and be over at each others houses all the time.

Grannies always telling me to “Go outside, go somewhere, have fun and don’t get
into trouble like your mother and father.”

People that are innocent get robbed or jacked by someone 14–18 or older that
should be in school somewhere.

Watching or playing football and basketball with the boys.
Going to Saints almost every Saturday to dance or just to get out of the house.
Playing the PS2 or the Xbox when there’s nothing else to do.

Now that’s where I’m from!

� � �

I AM FROM

I am from where it’s all about sports, football fields, hockey rinks and basket ball
courts…where I am from is a place where you need to be a basketball court a site
to see…if you asked someone I guess I was born for basketball, that’s what he
plays…I play basketball everywhere shooting three pointers without a
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care…swishing a buzzer beater that’s the sound of nothing I know can compare
at all but maybe the love for basketball.

Me, I am for the hip hop scene where the rappers talk about cars, clothes and
green…to my brothers the music is all about bass when the music shakes things
all over the place…the music is bangin’ and the rappers is slangin’…I like rap
music a lot because I like to hear people express their thoughts…where I am from
we wear jeans and white tees…where I live there’s Air Force One not sole in the
hole don’t have none…but mostly I live for basketball. I like basketball more
than anything at all.

� � �

“I Am From”

I am from rolling fields, not so subtle suburbs, and a bustling city.
I am from the fiery taste of Cajun food,
I am from the sweet smell of fried chicken and smokey ribs,
I am from the booming noises of friends playing and rich high school students
racing their new cars,
I am from corruption and betrayal where sweet kids can become an enemy
because of substances that get me high but I won’t try,
I am from rolling fields, not so subtle suburbs, and a bustling city.

� � �

“I Am From”

I am from the fresh smell of pancakes in the morning.
I am from a loving family and a great environment.
I am from a large house and a nice pool.
I am from a fish tank that smells like dead fish.
I am from a brother that has two rooms and does not use either one.
I am from my brother playing x-box, ps2, and computer all day.
I am from kids always fighting and mom and dad always screaming.
I am from kids running up and down the street.
I am from coming home from school every day and playing outside.
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I am from riding up and down the street on my brother’s electric motor cycle.

� � �

I Am From

I am from New Orleans, Louisiana where it is always loud and noisy outside.
I am from people having a good time with each other parting all night long.
I am from going outside hanging with my friends until the streetlights come on.
I am from getting into trouble every day for something stupid or something I
didn’t do.
I am from talking on the phone with my friends all night long.
I am from hitting my brother and getting away with it all the time.
I am from watching TV until I fall asleep at night.
I am from laughing and being silly and goofy with my sister.
That is where I’m from.

� � �

I Am From

I am from two houses and strong emotions.
I am from boredom and sneaking food from the cupboard.
I am from the sound of book pages turning at 10:15 p.m. and videogames.
I am from doodles and the loud yells of parents.
I am from the internet and the sound of keyboard keys.
I am from 6:00 mornings and 9:30 nights.
I am from teasing and annoyances morning ’til night.
I am from wishes and memories of better times.
I am from many pets and lonely afternoons.
I am from good food and good friends.
I am from truth and lies.
I am from a human life and the constant reminder that “life isn’t fair.”
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� � �

“I Am From”

I am from Grandma Candie’s sweet potato pie,
Aunty Kim’s juicy country spare ribs.
I am from dad’s spaghetti squash,
And mom’s fire night creamy chocolate chip cookies.

I am from forts with blankets,
I am from many rubber bracelets up one arm,
Raking leaves for Grandpa Wilding,
And close friends from Florida visiting.

I am from missing Nick from Florida.
I am from flying down my big driveway on my 3-wheel speedster.
I am from cuts on my foot from sweetgum balls.
And from falling through my neighbor’s pond when it’s icy.

I am from Nick and I bothering siblings.
I am from getting rides on Kevin’s 4-wheeler.
I am from walking to the park with Chris B.
I am from eating dinner with The Speath’s.

I am from “Nick you’re ignorant, and that’s just God awful!”
I am from “Goodnight in the Morning.”
I am from “I’m a beggeter, begetters beget and I begot.”
I am from “Josh start working!”
I am from “Find something to do with yourself.”

� � �

I Am From

I am from the United States of America
I am from kids running and yelling “Tag you’re it”
I am from the bomb-pop-man riding up and down the street two times a day
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I am from dogs/pets running loosely
I am from the smell of baked chicken, mashed potatoes, candy yams and corn-
bread
I am from the scent of mama’s shower gel when she is in the shower
I am from grandma yelling, “Help me find my teeth”
I am from kids/me outside to 12 or 1 o’clock at night
I am from kids fighting with other kids
I am from grandpa doing the things that new school kids do
I am from grandma wearing her hair like the new school
I am from my brother getting in trouble all the time
I am from my brother and I fighting all the time
I am from getting up at 5 o’clock in the morning just to go to school
I am from mama yelling “Jessica have your school clothes ready for the morning”
I am from waiting at grandma’s house until mama comes home from school
I am from girls and boys outside playing cops and robbers

� � �

I Am From

I am from the sound of peace, and the sound of a quiet stream.
I am from, where the birds chirp, and where the traffic seems so still.
I am from the sweet smell, of a candy roll, and home cooked just seems so old.
I am from a house so still, where quarrels seem to never come or go.
I am from where the lawn just grows, till the mower runs over it.
I am from a house so old, that dust just seems to be everywhere!
One thing’s for sure, I am from a family that is the best!

� � �

A Place Called Home

I’m from a city called St. Louis, MO. I grew up on a street called Paris off of Nat-
ural Bridge. Where I grew up everyone knew everybody. I grew up in a place
where all you heard on the radio were Hip-Hop, R&B, and Blues. I grew up
hearing babies crying their little eyes out for love and compassion. I grew up on a
street where I heard singing all day long. Growing up on Paris meant seeing
school buses roaring up and down the street. I grew up smelling McDonalds,
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Burger King, the Chinese restaurant, and Popeye’s from about a mile away. I
loved my neighborhood on Paris even though I heard shots all night. I loved it
even though you heard fireworks on days other that the 4th of July. On Paris the
bombpopman always ride up and down the street while hungry children wave
dollars screaming out hoooo.

Now I live on Carter and Taylor. I am from different schools like Bethlehem
Lutheran, Peabody Elementary, Bowles Elementary, and Ridge Meadows. I am
from walking to the Ms. Tripp, the candy lady, with my friends. I am from boys
saying “watz good” and girls saying “nothing.” I am from girls saying “we some
dime pieces,” and boys like “wateva.” On my street we always see girls playing
Double Dutch, and boys playing street football. Where I’m from my block is
always hot with the 5/0 coming from every corner. My block is like a huge party
and it keeps on poppin’ from AM to PM.

� � �

I AM FROM!!!!!

I am from kids running onto my porch. I am from the ambulances riding up and
down my street all day everyday. I am from where they shoot around the corner.
I am from the smell of gasoline that runs up and down my street. I am from
where the police ride around everyday. I am from where the people liter right on
the curve. I am from where homeless people sit on the front of the vacant houses.

I am from where cars come flying down St. Louis Avenue. I am from where the
church people yell and scream halleluiah, I am from where kids turn on the fire
hydrant when it is too hot. I am from the vacant houses on the corner of my
street. I am from the bomb pop truck who drives around all day playing that
same annoying song. I am from the people next door to me who argue everyday.
I am from the neighborhood that nobody cares about.
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� � �

“I Am From”

I am from the ghetto aka:
the neighborhood of noise

cops have their sirens going as they ride up and down the block, music blasting,
sign throwing not to mention that’s why people get shot, people speed’n drive

by’s got people bleed’n and if you
were to ask me why I wouldn’t have a reason dogs bark’n cause they fight’n

Kids come out from everywhere
while their parents just sit on their porches and stare they don’t care

babies cry ‘n people dying come outside you’ll see teddy bears everywhere
folks yell’n swears I wouldn’t dare

know’n my mama she would knock me into clean airfolks sell’n drugs cars gettin’
shot up people gettn’ locked up this is where “I Am From” I know it doesn’t

sound pleasant, but this is my residence.

� � �

I Am From

I am from a place where I play video games with my friends and talk obnoxiously
when I lose.
I am from, the fresh fruit smells of oranges, grapes, and grapefruits.
I am from dogs barking, lawnmowers going, and a neighborhood full of kids
playing sports.
I am from jokes being told and talking a lot.
I am from the yelling of my sister when she gets me in trouble with my parents.
I am from my screaming parents who punish me for aggravating my sister.
I am from my mom’s fresh homemade meals and dad watching sports and root-
ing for the Cardinals.
I am from wrestling roughly with my friends in my front yard and getting hurt.
I am from a place where everybody is happy.
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A final message from Dr. Art McCoy:
All of the proceeds from this book will be donated to the Rockwood VICC

Foundation.
To learn more about the Rockwood VICC Foundation please call us at (636)

938–2216, or visit www.rockwood.k12.mo.
us/departments/vicc/VICCFoundation.htm.

ROCKWOOD VICC FOUNDATION

Our Mission

With community support, the Foundation works to close the achievement gap
that exists throughout St. Louis and the nation. Our promise to our students is to
give them the skills, abilities and attitudes to be lifelong learners and citizens of
good character.

Foundation Goals

The Foundation is an organization that supports our voluntary transfer students
so they can reach their highest levels of achievement.

The Foundation works with Rockwood schools and teachers toward the fol-
lowing goals:

• Support students who need financial assistance to buy school supplies.

• Fund student enrichment programs and tutoring assistance.

• Award scholarships toward college education for our graduates.

Donation Information

Join the Foundation and our community who are sharing their money, man-
power, and materials to help benefit the Foundation and its cause.
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Middle School Teachers Share Suggestions for Improving Preparation of Novice Teachers 

Abstract 

Based on national statistics that we are losing 22 percent of our teachers in the first three years, 

and 50 percent after five years, a middle education college instructor designed a survey to collect 

suggestions for improving the content and experiences for a required curriculum and methods 

undergraduate course for pre-service teachers. Middle school teachers in 11 middle schools 

descriptively responded to two questions pertaining to preparation of novice teachers for the 

classroom. The survey indicated that teachers knew specifically what behaviors novice teachers 

needed to become effective in their schools. Moreover, the teachers had precise content-based 

concepts and ideas that teachers needed to master in an education preparatory course. 

 
Introduction 
  
 In recent years, the debate over teacher quality and preparation has gained new urgency 

(Hess, Rotherham & Walsh, 2005). Advocates and proponents of middle level education argue 

that staffing middle-grades classrooms with teachers who have not been trained to work with 

young adolescents is a great social injustice to future generations (Mertens, Flowers & Mulhall, 

2002). Teacher education in the United States has experienced a great deal of criticism in the 

past few years, and as a result teacher training is more regulated at the state and federal level 

than it was 20 or 30 years ago (Wiseman, 2006). Strengthening the quality of teachers and 

teaching has been central to efforts to improve American education in recent decades (National 

Science Foundation, 2006). The National Middle School Association has long promoted more 

rigorous standards for the preparation of probationary teachers than No Child Left Behind 

demands of highly qualified teachers (Erb, 2004). Never before have there been so many new 

teachers in American classrooms and never before has the need for additional teachers been so 
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great. Ultimately, we need to recruit, train, hire, and retain more than 2 million teachers over the 

coming decade (Feldman, 1999). 

Review of the Literature 

 The following section will examine the current literature related to teacher preparation. 

The first section will examine the positive outcomes of coursework in teacher education 

programs. The second section will review strong claims for re-structuring teacher education 

programs. The third section will simply summarize recent trends evolving in traditional teacher 

preparation. 

 In fields ranging from mathematics, and science to early childhood, elementary, 

vocational, and gifted education, teachers who are fully prepared and certified in both their 

discipline and in education are more highly rated than non-certified educators (Sottile & 

Williams, 2005). Certified teachers are more successful with students than are teachers without 

preparation. Teachers with greater training in learning theory, child development, teaching 

methods, and curriculum are found to be more effective than those with less education and 

training (Laczko-Kerr & Berliner, 2002). Linda-Darling-Hammond (2002) reports these findings 

from two studies that are stronger and more consistently positive on the influence of education 

course work on teacher effectiveness: Ashton & Crocker (1987) found significant positive 

relationships between education coursework and teacher performance in four of seven studies 

they reviewed. Hamacheck (1969) found that successful teachers tend to be those who are able to 

use a range of teaching strategies and who use a range of interaction styles rather than a single, 

rigid approach. In a 2000 report entitled, “Solving the Dilemmas of Teacher Supply, Demand, 

and Standard,” published by the National Commission on Teaching and America’s Future, 

Stanford Professor Linda Darling-Hammond found that teachers trained in a five-year program 

2008 HICE Proceedings 
Page 2515



stay in the profession longer than their counterparts who have gone through a shorter program. In 

a February 2001 report from the U. S. Department of Education, summarizing teacher 

preparation research, Michigan State University scholars concluded that overall, the research 

base is pretty thin; however, studies do show a positive connection between teachers’ preparation 

in their subject matter and their performance and impact in the classroom. The studies also 

reinforce the view that the pedagogical aspects of teacher preparation matter and that if field 

experiences are focused, with well-structured activities, significant learning can occur. In a 1994 

Cornell University study, David Monk, currently Dean of the College of Education at Penn State, 

studied a sample of 2,829 students and their teachers and found that both subject matter and 

knowledge of teaching theory affected student achievement in math and science. 

 Though studies have shown positive outcomes from teacher education, the following 

improvements have been proclaimed essential and necessary. In an effort to better understand 

academic content and field experiences provided to prospective educators, Congress is calling 

for a study on the nation’s teacher education programs. The study will examine required 

coursework, how reading and math are taught, and to what degree programs are aligned with 

scientific evidence on the subjects (Education Week, 2004). Colleges in Virginia are making 

changes to teacher-prep programs in an effort to address students’ needs. The university is 

offering student teachers the opportunity to spend an entire semester in the classroom with an 

experienced educator (“Colleges Extend On-the-Job Training for Teaching,” Richmond Times-

Dispatch, 2003). The U. S. Department of Education released its first annual report to Congress 

on the state of teacher quality nationwide. The report urges states to rectify the problem of 

teachers who lack solid content knowledge of the subjects they teach and to overhaul their 

teacher certification systems (“Education Department Releases First Annual Report on Teacher 
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Quality,” NSTA, 2002). While graduates of teacher credential programs may be categorized as 

highly qualified, they still may not possess the kind of knowledge and experiences required for 

success in more challenging, urban schools (Nelson, 2004). David M. Steiner, a professor of 

education at Boston University, presented a paper criticizing traditional education at a 

conference sponsored by the American Enterprise Institute in October 2003. He concluded these 

points after surveying outlines from 200 courses at 16 different colleges of education:  

1.) Coursework in colleges of education is intellectually thin 2.) These programs fail to teach 

phonics 3.) Too much time is spent on advancing the constructivist perspective and ideology 

based on multiculturalism (George, 2004). In a Georgia Teacher Retention Study Summary 

Report (Georgia Professional Standards Commission, 2001) participants discussed these ideas: 

1.) New teachers are ill-prepared for the classroom 2.) Colleges and universities preparing 

students should emphasize the realities of the classroom and include more time for students in 

actual teaching environments 3.) There is a need for more classroom management 4.) There is a 

need for reimbursement or compensation for professional development or furthering of one’s 

education. In a two-year study of teaching and teacher preparation, the National Commission on 

Teaching & America’s Future (Northwest Regional Educational Laboratory, 2000) identified 

some disturbing barriers to sound teaching and learning to include the following: 1. low 

expectations for student performance 2. non-enforced standards for teachers 3. major flaws in 

teacher preparation 4. slipshod teacher recruitment 5. lack of professional development & 

rewards for knowledge and skill 6. schools structured for failure rather than for success. 

 The disturbing trends in curing the ills of teacher education preparation programs are 

reviewed from Paul George, a well-known proponent of middle school education (Middle School 

Journal, 2004). The House of Representatives passed the HR 2211, the Ready to Teach Act 

2008 HICE Proceedings 
Page 2517



(2003) which aims to reshape teacher education programs so that these programs are built on 

scientifically-based research and focus on a uniform curriculum rooted in standards-based 

reform. The act provides grants to states seeking to establish alternative certification programs 

that reduce unnecessary barriers to certification, meaning traditional teacher education programs. 

Private entrepreneurial universities are eager to enter the alternative teacher education 

marketplace. Kelly, the employment agency previously known as Kelly Girls, has been training 

and sending out substitute teachers for a decade. Sylvan Learning Systems, with its Walden 

University subsidiary, now enrolls more than 8,000 students in master’s and doctoral work. The 

enrollment in these programs is increasing at an annual rate of 20 to 25 percent. Other interesting 

trends include the actions of the American Board for Certifications of Teacher Excellence 

(ABCTE) and the American Council of Trustees & Alumni. A major attempt to derail traditional 

teacher education has arrived in the form of a national teaching passport certificate program that 

could provide teacher certification in all 50 states. The ABCTE (www.abcte.org) was granted 35 

million to advance its work. The ABCTE will offer two teaching certificates, one for beginning 

teachers and also a “master teacher certificate” that will recognize “teachers of distinction.”  The 

American Council of Trustees & Alumni consisting of a number of creators of the Nation at Risk 

Report also worked to bring forward the new American Council of Trustees & Alumni (ACTA) 

and the Trustees for Better Teachers Project. In August 2002, this group mailed out a report to 

thousands of college and university trustees and alumni introducing a volume entitled “Educating 

Teachers: The Best Minds Speak Out.” In a letter from the president and the executive director 

that accompanied the report were such unsupported assertions that inferred that 1.) American 

teachers do not receive good preparation in the teacher training programs taken in college 2.) 

Americans have known for a half century or more that education schools are doing a poor job of 
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educating teachers and 3.) Our education schools spin out theories, and pedagogies often 

radically disconnected from reality, such as, “children must construct their own knowledge..” 

Method 

 The purpose of this qualitative study was to gather suggestions for improving the content 

and experiences for a required curriculum and methods undergraduate course for pre-service 

middle school teachers. The study was guided by national statistics that we lose 22 percent of our 

teachers in the first three years (U.S. Department of Education, 2004) and 50 percent after five 

years (National Education Association, 2003). In particular, two questions guided this study: 1.) 

What do novice teachers need to know in order to be successful in the classroom? 2.) What 

characteristics should they demonstrate in the classroom? 

Participants  

 In the spring semester of 2006, 353 middle school teachers responded to the survey. 

These teachers represented 11 middle schools in a public urban school system of 33,400 students 

in southeast Georgia. Over one-half of the schools in the district are Title I schools. Overall, 

57.5% of the student population is eligible to receive free or reduced lunch. The population of 

the school system is diverse: 65.8% African American, 28.5% white, 2.2% Hispanic, 1.8% 

Asian, .2% American Indians and 1.4% multi-racial. The sample consisted of 80 (23%) males 

and 273 (77%) females. Approximately 25 percent of the sample had taught between 1-3 years 

while 17 percent had taught between 4-6 years, 13 percent had 7-10 years, 15 percent 11-15 

years, and 30 percent had 16-35 years of experience. The participants taught grades 5-8 with 

subjects ranging from math, language arts, social studies, science, music, and physical education. 
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Instrument 

 One survey was used for all participants. The survey was entitled Middle School 

Teachers Share Suggestions for Improving Preparation of Novice Teachers. The survey asked 

two essential questions for this investigation. Teachers were asked to check or fill in as needed: 

gender, years of experience, grade level, and subject(s) taught. Teachers were specifically asked 

to respond to two questions: 1.) What can new teachers in the classroom do to gain the respect 

they want from their students? and 2.) What should be done or taught in Curriculum & Methods 

(3050) to better prepare teachers for the classrooms in the schools? The questions required 

participants to write in short, descriptive responses. The examiner for the most part visited 

schools during faculty meetings or on in-service days to administer the survey. 

Analysis & Results 

 For Question #1 on what new teachers in the classroom can do to gain the respect they 

want from their students, the examiner analyzed all qualitative responses from each of the 11 

schools to determine commonalities in responses. The examiner then tabulated the frequency of 

common responses per school. Those responses were then totaled. Percentages were also 

indicated with totals. The examiner determined these as the top eight characteristics needed 

according to the participants:1.) Be consistent 2.) Be Fair 3.) Respect Students 4.) Be Firm  

5.) Have Rules 6.) Have Expectations 7.) Be organized and 8.) Practice Classroom Management. 

Other characteristics reported were Know Content, Have Consequences, Show Professionalism, 

and Contact Parents. 

 For Question #2 on what should be done or taught in curriculum & methods, all 

qualitative responses from participants were alphabetically arranged in categories by topics (e.g. 

classroom management, inclusion, standards..). The data was then calculated to represent the 
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total number of similarities from all 11 schools combined. There were 6 common responses 

reported by respondents on what should be taught or done: 1.) Classroom management 2.) More 

Practicum/classroom observations 3.) More reality/real-life experiences 4.) Standards 5.) Lesson 

Planning and 6.) Discipline.  Other responses obtained were differentiated instruction, time 

management, diversity, methods of teaching, and poverty. Three names were listed in the survey: 

Harry Wong, Ruby Payne, and Fred Jones. 

Discussion 

 After reviewing the findings from the first question in the survey, I realize that university 

education faculty who are engaged in preparing future teachers must require their candidates to 

demonstrate consistency, fairness, organization, self-management, and respect for one another 

while in their courses. Education faculty must obviously model those behaviors themselves. 

These findings also serve to support the findings of (Everston & Emmer, 1982; Ryans, 1960; 

Brophy & Good, 1978; Clark, 1975) on the principles of teaching, on critical teacher behaviors 

in the classroom, and on teacher expectations. It will be absolutely essential that students 

understand and embrace these specific characteristics agreed upon by classroom practitioners. 

Future teachers must transfer this knowledge and visibly practice on the field such behaviors as 

consistency, fairness, firmness, following rules, and setting high expectations for their students. 

With today’s emphasis on standards-based teaching and NCLB, these teacher-based behaviors 

will be crucial if the individual products we produce demonstrate substantial gains in 

achievement test scores. Another vital piece of the puzzle is that universities must build and 

maintain open relationships between local public schools and colleges of education. University 

professors and classroom teachers should share partnerships in interviewing and welcoming 

candidates into colleges of education. These relationships must be solid enough to serve as 
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conduits for filtering candid information and observations about our teacher education candidates 

long before they are accepted in student teaching or intern tracts. It is indeed imperative that we 

carefully scrutinize those prospective students who wish to enter the profession because we must 

match the best of what we have to our classrooms to ensure student learning. We know from the 

research that the most important factor affecting student learning is the teacher (Marzano, 2001). 

 The third behavior in question one, respect students, was a novel one for this examiner. 

The examiner just assumed that teachers would respect all students. However, after reading 

Martin Haberman’s  attributes necessary to succeed in high poverty schools, he, too, delineates 

the ability to demonstrate respect and caring for students as important. Haberman has done 

extensive research and writing on children in poverty and is the author of 200 major papers, 150 

refereed articles, 20 research projects, and 8 books. 

 In response to question two on what should be done or taught in curriculum & methods, 

classroom management is the number one concern from teachers. Few areas of teaching 

methodology have been written about and researched as thoroughly as discipline or classroom 

management (Stevenson, 2002). Discipline also remains at the top of the Phi Delta Kappa Poll of 

public opinion published in Phi Delta Kappan, annually since 1968. Though colleges of 

education wholeheartedly teach classroom management theories and strategies, teachers 

apparently need more. Practitioners must be urged to discuss their techniques in college courses, 

at mini-university conferences, and at CMLA student meetings. This topic should stay at the 

forefront of university topics for conversations, researching, and revisiting in forums, think 

tanks, and roundtables. 

 Field experiences must continue as a required phase for education majors but more time 

in the classroom is requested. In a 2000 survey of teachers and administrators by Public Agenda 
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it was found that teachers were generally satisfied with what was taught in terms of content, but 

they wanted more practical experience in managing a classroom. A 1998 study by the University 

of Texas researcher C. E. Fleener of 1,959 Texas elementary teachers found that teacher 

candidates who receive more field experience remain in teaching longer. In a 1996 survey of 600 

top U.S. teachers by the Council for Basic Education, 62 percent of the teachers advocated more 

time in the classroom while still a student.  

 In an attempt to lend more reality to the course, such things as computer simulations, 

role-playing, and viewing videos, and DVDs representative of authentic classroom environments 

and student behaviors (e.g. a disruptive student, an angry student, an unmotivated student..) can 

be utilized on a regular basis. In addition, students would be required to process, solve, apply, 

reflect, and ascertain legitimate solutions to real-life scenarios “on their feet.” Hilda Taba, early 

on, discussed the fact that teachers must be able to make quick decisions in the classroom 

without time for hours of deliberating. 

Writing realistic lesson plans that lend themselves to standards must continue, but it 

cannot be assumed that students fully understand how to read and decipher Georgia standards for 

various content areas. Time must be allotted for reading, brainstorming, and applying successful 

ways to teach those standards in written and oral lessons.  

Real issues facing teachers in the classroom such as differentiated instruction, time 

management, methods of teaching that work, and the diverse nature of students in today’s 

classrooms will need to be explained and experienced in more depth. Also, time must be devoted 

to reviewing Ruby Payne’s book, A Framework for Understanding Poverty, Harry Wong’s book, 

The First Days of School: How to Be an Effective Teacher, and the classroom management 

theory of Fred Jones. 
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Conclusion 

 Though there are studies suggesting some evidence of success in traditional teacher 

education programs, our work must continue. We must purposefully and decisively strive to 

improve our programs in spite of teacher shortages. Colleges of education must critically dissect 

the maintenance and delivery of their teacher preparation courses. This can begin with caring and 

determined university professors who are willing to lead joint ventures to gather the necessary 

data to give credence to the voice of our practitioners who reside in the reality of our classrooms 

year in and year out. This examiner was impressed with the willingness of practitioners to 

engage in the process of relaying pertinent information and experiences to improve the quality of 

a preparatory course. 
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    Appendix A 
 
 
Middle School Teachers Share Suggestions for Improving Preparation of Novice Teachers 
 
Survey Form 
 
Directions: Please respond to the items below. Check the appropriate item or fill in where 
needed. 
 
Years of Experience: 1-3 ___ 4-6 ____ 7-10 ____ 11-15 ____ 16-35 ____ 
     

  Sex:   Male ___ Female ___ 
  

 Grade Level: 4-5 ____ 6 ___ 7 ____ 8 ____ 
 
Subject(s) Taught: ___________________________________________________ 
 
1.  What can new teachers in the classroom do to gain the respect they want from their students? 
 
______________________________________________________________________________ 
 
______________________________________________________________________________ 
 
______________________________________________________________________________ 
 
______________________________________________________________________________ 
 
 
2.  What should be done or taught in Curriculum & Methods (3050) to better prepare teachers for 
     the classrooms in the schools? 
 
______________________________________________________________________________ 
 
______________________________________________________________________________ 
 
______________________________________________________________________________ 
 
______________________________________________________________________________ 
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Appendix B 
 
 
Question #1 Responses from Schools 
 
What can new teachers in the classroom do to gain the respect they want from their students? 
 
Responses      Other Responses 
 
1.  Be Consistent 128 (36.2%)   1.  Know Content 22 (6.2%) 
 
2.  Be Fair 78 (22.0%)     2.  Have Consequences 20 (5.6%) 
 
3.  Respect Students 75 (21.2%)   3.  Show Professionalism 18 (5.0%) 
 
4.  Be Firm 62 (17.5%)    4.  Contact Parents 14 (3.9%)  
 
5.  Have Rules 54 (15.2%) 
 
6.  Have Expectations 42 (11.8%) 
 
7.  Be Organized 31 (8.7%) 
 
8.  Practice Classroom Management 27 (7.6%) 
 
 
Question #2 Responses from Schools 
 
What should be done or taught in the Curriculum & Methods (3050) to better prepare teachers 
for the classrooms in the schools? 
 
Responses      Other Responses 
 
1.  Classroom Management 54 (15.2%)  1.  Differentiated Instruction 19 (5.3%)   
 
2.  More Practicum/ Observations 35 (9.9%)  2.  Time Management 11 (3.1%) 
 
3.  Reality/Real Life Experiences 23 (6.5%)  3.  Diversity 9 (2.5%) 
 
4.  Standards 23 (6.5%)    4.  Methods of Teaching 9 (2.5%) 
 
5.  Lesson Planning 22 (6.2%)   5. Poverty 6 (1.6%) 
 
6.  Discipline 21 (5.9%) 
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Teaching Reflective Practice Through Technology 2

Abstract 
 

In a previous study, the authors questioned the potential of an on-line environment for 
increasing productive reflection in three sequential education classes. Of their findings, 
the issue of consistency stood out as particularly perplexing, namely, why did students 
exhibit high level reflections sometimes, but not all the time, in an on-line environment? 
In this follow-up study, the authors question whether in-class reflections coupled with on-
line prompts could yield consistently high level pre-service teacher reflections, as 
measured by individual and class progress over time. This study also examines perceived 
relationships between the length of a student's reflection and its productivity, as well as a 
student's depth of focus and productivity. Using the same scoring approach as our 
previous study, our discussion of the results examines the usefulness of on-line 
environments for promoting consistently high level pre-service teacher reflection. 
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Revisiting On-line Discussion as Practice for Reflective Thinking in  

Three Sequential Classes 

  The development of reflective thinking skills is widely regarded by researchers as 

critical for professional competence (Cole and Knowles, 2000; Jay, 2003; Larrivee, 2000; 

Osterman & Kottkamp, 2004; Steffy, Wolfe, Pasch & Enz, 2000; Valli, 1997; York-Barr, 

Sommers, Ghere & Montie, 2001; Zeichner & Liston, 1996 cited in Cooper and Larrivee, 

2006), but there is far less agreement on how best to foster the development of reflective 

thinking skills.  All teaching professionals are challenged to critically analyze their 

teaching methods, student responses, and student achievement in order to develop 

professional practices that best meet student needs. The challenge teacher education 

programs face, however, is to design pedagogy and program structures that will enhance 

the development of reflective thinking skills.  In spite of the fact that reflection is 

recognized as an essential professional skill, the most effective scaffolding and 

instructional opportunities that develop preservice teachers’ reflective thinking remains 

elusive.  This action research study extends and explores earlier work by the authors 

(Dittrich, Stebick, Pool, and McCoy, 2007) to determine the usefulness of on-line 

discussion to foster productive reflection (Davis, 2006; Loughren; 2002) in three 

sequential courses in our teacher education program. 

Marten & Spielman (2005) recommend that programs provide a collegial, 

collaborative environment that provides scaffolding opportunities for reflection.  The 

promise of newer on-line pedagogical formats seem to offer some potential for enhancing 

reflection skills as all students have the opportunity to integrate concepts and ideas 

regarding teaching and learning in a participatory, structured process.  As on-line learning 
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packages become more available in college and university environments, it seems 

worthwhile to examine their utility for scaffolding reflective thinking.  Blogs and 

blogspots (Philleo & Stiler, 2003), wiki technology (West, Wright, & Graham, 2005), 

eportfolios (Pelliccione, Dixon, & Giddings, 2005), email and on-line discussions 

(Whipp, 2003; Romano & Schwartz, 2005; Lambe, 2007) show some early promise for 

developing reflective thinking, but more research is needed to understand how best to 

apprentice reflective thinking. 

  In our 2007 study we investigated the content and quality of student on-line 

reflections in three sequential classes in our teacher education program.  Our aim was to 

provide consistent practice for developing reflective thinking skills regarding academic 

content, and to target the development of deeper, productive reflection in the process.  

Our research adapted Davis’ (2006) and Loughran’s (2002) scheme for classifying 

productive reflection.  In their view, productive reflection as demonstrated in written 

reflection was coded and scored for patterns demonstrating a complex view of teaching 

and learning through the integration and linkage of four aspects of teaching 1) learners 

and learning, 2) subject matter knowledge, 3) assessment, and, 4) instruction.  Results of 

our investigation clearly showed that an on-line discussion environment yielded 

productive reflection (as measured by the integration score of each post) for some 

students.  However, a number of students in the sample demonstrated inconsistent 

progress in developing productive reflection, leaving us with unanswered questions 

regarding the usefulness of our pedagogical methods, the structure of the on-line task, 

and the ability of preservice teachers to demonstrate consistently the skill of productive 

reflective thinking.  As a follow-up to our 2007 inquiry into the use of discussion board 
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formats in our classroom, we expanded our data collection period into spring 2007 in 

order to focus on these additional questions below: 

 How does the structure and timing of an on-line discussion prompt impact 

preservice teachers’ responses and their ability to generate productive reflection? 

 What is the impact of on-line discussion practice for individuals as well as class 

progress for developing consistent productive reflection skills throughout the 

program sequence? 

 In an effort to determine the utility of the on-line discussion board format for 

encouraging reflective thinking, we evaluated student on-line discussions for evidence of 

productive reflection.   We also tracked the frequency and consistency of individual 

students in three sequential classes for developing productive reflection responses to 

determine the efficacy of the on-line discussion for fostering consistent productive 

reflective thinking skills.   

Methods 

Participants 

Taking place in our classes during the spring semester of an undergraduate 

teacher education program at a small U.S. liberal arts college, the sample consisted of 62 

students, sixty-eight percent of which were female; all but two students in the study were 

Caucasian and traditional students. The majority of participants, sophomores taking their 

first or second education classes (n=53), offset the smaller number of juniors and seniors 

(n=9). The authors requested permission to conduct this action research in Social 

Foundations of Education (n=38), Educational Psychology (n=16), and Developmental 

Reading Instruction (n=8).  
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 The program requires all students to successfully complete two of the courses for 

certification included in this study, Social Foundations of Education (Ed 209) and 

Educational Psychology (Ed 201). Students from a variety of certificate areas complete 

the third course, Developmental Reading Instruction (Ed 331). Also, the program requires 

sixty hours of field experience for admission to the student-teaching semester. Field 

experiences focus on topics relevant to course material and objectives. 

Data Sources 

On-line posts 

Preservice teachers completed responses to teacher generated prompts, each 

written on-line, in a course management system called ‘Angel’. As a regular part of 

coursework, we emphasized the importance of student reflection early and often during 

the semester. The 62 preservice teachers in this study composed 124 journal entries. This 

study examined three posts by students. We excluded from the sample students that 

completed only two of the three posts (two in Educational Psychology, and four from 

Social Foundations). 

 Focusing on academic topics covered in coursework, we graded student 

participation on the discussion board, but not the quality of the reflection itself. 

Instructor-generated prompts encouraged students to create connections between content 

topics and teaching and learning methodologies, as well as the evidence required to make 

those connections. Instructors introduced the prompts at the conclusion of class to engage 

students in making meaning before leaving for the day. Instructors imposed a twenty-four 

hour window on students to complete their reflection on-line.  
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Coding and analysis for research questions 

Our two research questions examined “whether student posted reflections yielded 

productive reflection” in an on-line discussion board format and “whether in-class 

reflections combined with on-line prompts could yield consistently productive, preservice 

teacher reflections, as measured by individual and class progress over time.” We coded 

comments about a student’s level of participation within a democratic classroom, for 

instance, as focusing on learners and learning. A comment referring to the text or article 

used in class would be coded as subject matter knowledge. If a preservice teacher 

reflected on the value of authentic assessment, we coded that comment as focusing on 

assessment. Finally, any comment dealing with the elements of a lesson or the mechanics 

of teaching we coded as focusing on instruction.  

We coded comments into three areas: what preservice teachers included, 

emphasized, and integrated in their on-line reflections. Davis (2006), working from a 

scoring system used in previous studies (Davis & Linn, 2000; Davis, 2003), recognized 

integration as an indicator of productive reflection. Integration identifies how many of the 

four aspects of teaching preservice teachers combined within the context of their journal 

entries on their own learning. For example, if a preservice teacher reflected on how an 

assessment worksheet did not engage students with lesson content, and instead allowed 

them to complete it without higher level thinking, then that preservice teacher connected 

ideas about all four aspects of teaching (Davis, 2006).  

As in our previous study, we did not limit the pool of student reflections to those 

on action, but expanded our analysis to include reflections on academic work and its 

relation to other content areas, field experiences, and actions. Secondly, we focused our 
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analysis on whether or not student ability to make meaning in class impacted the quality 

of reflective thinking.  

 Additionally, we continued to measure the frequency of comments on all aspects 

of teaching, helping us gain insight into the potential relationship between emphasis and 

word count, as well as word count and integration. All of these adjustments improved the 

integration score’s ability to predict the productivity of any given reflection, as students 

had to (1) include at least two aspects of teaching (inclusion score) for an integration 

score to exist, and then (2) sufficiently develop their reflection (emphasis score) to allow 

for true integration of the aspects of teaching. A summary of our scoring system is found 

in Table 1. 

Table 1 Scoring system for inclusion, emphasis, and integration scores 
 
Score Range        Notes 
Inclusion score 0 (no aspects of 

teaching included) to 
4 (4 aspects of 
teaching included) 

• All entries could score from 0 to 4, as no 
inclusion score was awarded based on the data 
sources 

   
Emphasis score 0 (no aspects of 

teaching emphasized) 
to  X (X times any 
aspect of teaching 
was emphasized) 

• Entries with no clear emphasis were coded 0 
• Entries did not have a maximum emphasis 

score, as we measured every instance that an 
aspect of teaching was mentioned 

   
Integration score 1 (no integration) to 4 

(4 aspects of teaching 
integrated) 

• An entry might be coded as integrating all four 
aspects of teaching if the preservice teacher 
integrated any combination of all four aspects, 
throughout the entirety of the reflection 

   
   
 

 
Results 

 
Our study examined whether an on-line discussion board yielded productive 

reflection and whether in-class reflections combined with on-line prompts resulted in 

consistently productive preservice teacher reflections, over time. Using inclusion, 
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emphasis, and integration as previously described (see Appendix A for sample posts and 

scoring procedures), our findings showed that most students could reflect productively 

on-line, or at least moderately productively, but that few reflected productively all the 

time. Similarly, on-line discussion combined with in-class reflection did not guarantee 

consistent increase in productivity over time at either the individual or class level, though 

it did improve overall class reflection.  

Quantitative analysis for the content and productivity of preservice teachers’ on-line 

reflections 

 We characterized the student postings in each class by describing the concepts 

students included, emphasized, and integrated relative to teaching.  While the inclusion 

and emphasis scores merely describe reflection, the integration score suggests more 

productive, analytical reflections.   Average inclusion, emphasis, and integration scores 

by each class are summarized in Table 2.  

Table 2 Average inclusion, emphasis, and integration scores by class for 124 postings, 

Sping 2007 

Class    N Mean  Mean      Mean      Mean   Mean class                                    

                word count           inclusion emphasis integration            score /post       

 
Ed 209   38 291  2.197  7.026  1.855  11.066 

Ed  201   16 248  2.719  8.781  2.429  13.969 

Ed 331    8 275  2.875  9.875  2.5  15.25 

Grand Total 271 

 

Inspection of Table 2 reveals that the preservice teachers in this sample wrote more 

extensive reflective postings that include, emphasize, or integrate analytically between 
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concepts as they advanced through the program.  The highest scores for all categories 

occurred in the last course in the professional sequence (Ed 331).  Preservice teachers in 

the first course in the sequence (Ed 209) scored noticeably lower on all reported measures 

than preservice teachers in the second course of the sequence (Ed 201).  Higher emphasis 

scores appear to be consistent with more fully integrated reflections, and word count does 

not seem to be an indicator of potential integration, and thus potential productivity.  

The reflections varied a great deal in length. The mean word count for a reflection 

across the examined classes was 271. In the 2007 study the authors examined productive 

and unproductive reflection via the depth and focus students bring to bear when 

producing their reflections, but the current findings confirm that combining pedagogical 

approaches shows some promise for improving productive reflection. Word count, 

however, does appear to be affected by combining in-class reflection with on-line 

reflection. The addition of in-class reflection to increase productive reflection over time 

had significant impact on student ability to include, emphasize, integrate, and thereby 

reflect, productively. Table 3 shows the mean inclusion, emphasis, and integration scores 

by class from reflections completed solely on-line in the fall of 2006. 

Table 3 Average inclusion, emphasis, and integration scores by class for 88 postings, 

Fall 2006 

Class    N Mean  Mean      Mean      Mean   Mean class                                    

                word count           inclusion emphasis integration            score /post       

 
Ed 209   20 260  2.975  8.975  2.8  14.75 

Ed  201   20 175  2.675  6.775  2.4  11.85 

Ed 331    4 130  2.5  7.75  2.5  12.75 

Grand Total 188 
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Comparison of the data from Tables 2 and 3 shows that students using on-line postings 

only generally included, emphasized, and integrated less often than students that began 

their reflections in class and then completed them on-line. With the exception of the 

program’s first sequential course (Ed 209), students included, emphasized, integrated, 

and had higher overall scores and word counts when in-class and on-line reflection were 

combined. The resulting increase in productive reflection across sequential courses 

suggests strategies which provide multiple reflection opportunities and yield more 

productive reflection. These data also support the interpretation that for some students 

productive reflection may progress developmentally. 

Increase in reflective productivity over time as individuals and as classes 

 Our second research question focused on whether in-class reflections combined 

with on-line prompts could yield consistently high level preservice teacher reflections, as 

measured by individual and class progress over time.  To determine student progress over 

time we used the first reflection completed by students in each class as a baseline score, 

measuring subsequent reflections for net loss or gain in overall score. Table 4 shows the 

number of students in each course (N), and the number of students with net gain, net loss, 

or unchanged total scores for reflections over time (f). 

Table 4. Number and percent of students experiencing net gain/loss/unchanged total 
scores of reflections over time, Spring 2007 
                                        Net gain    Net loss  No change 
Class  N  f %  f %  f % 
 
Ed 209  38  11 (29%)  23  (60.5%)  4 (10.5%) 

Ed 201  16  11 (69%)  4  (25%)  1 (6%) 

Ed 331    8  2             (25%)  6  (75%)  0 (0%) 
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The data in Table 4 reveal that more students experienced a net loss in productive 

reflectivity over time, as measured by integration and total score indicators. These results 

are at odds with the increased average class scores reported in Table 2, with the exception 

of Social Foundations (Ed 209). Comparing the average net gain and net loss of students 

in each class makes the overall improvements seen in Table 2 even more perplexing.  

Table 5. Average total score net gain and net loss per student over time by class, Spring 
2007 
                                             Average net gain per student            Average net loss per student 
Class  N   f     f   
 
Ed 209  38   2.53     5 

Ed 201  16   6.25     4.6 

Ed 331    8   3.5     11.33 

 

The data found in Table 5 reveals the average total score net gains and net losses over 

time by class, showing that the average net loss per class is far from offset by the 1.65 

point net gain by students in Ed 201. With average student scores decreasing across the 

classes we found it surprising that the overall scores for each class improved in each area, 

as reported in Table 2, when compared to Fall 2006 data. 

Discussion 

 Our previous study showed that a high percentage of students in all three classes 

created both unproductive and productive reflections, encouraging us to ask questions 

about consistency and the pedagogy associated with reflective thinking. Marten & 

Spielman (2005) called for a collegial collaborative environment that provided 

scaffolding opportunities for reflective practices. Due to the inconsistent quality of 
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reflections produced by the students across all three classes, we sought to examine the 

content and methodologies instructors used to teach preservice teachers about reflection.  

 Given our previous study’s results that productive reflection is possible in an on-

line environment, as measured by the integration score of each post, but because we 

could not determine what factors influenced students at the time they submitted their on-

line reflection, we questioned whether the on-line discussion board environment 

supported or hindered the reflective process. What were the student’s surroundings 

during reflective thinking and posting? Was their concentration impaired by the noise and 

confusion of a disruptive environment? Were they in a location that encouraged quiet and 

extended introspection? Additionally, the on-line component granted students the 

flexibility to avoid reflecting on their experiences at all, as there was no teacher/student 

accountability in the on-line un-graded discussion forums. Simply put, students may have 

chosen not to, or forgot to, submit their reflections. 

 This study examined a possible solution aligned with the suggestions made by 

Marten and Spielman (2005) by incorporating an opportunity for reflection within the 

classroom, thus combining an initial reflection with a supplemental on-line posting. 

While increasing the work load for instructors, this strategy provided immediate feedback 

on student understanding of relevant content in the form of reflections, and then 

challenged students to use their understanding by responding to an on-line prompt, a 

mechanism that encourages integration of the four aspects of teaching while scaffolding 

students toward a productive reflection. 

 The inclusion of an in-class prompt before on-line reflection suggests improved 

student ability to produce productive reflection as measured by inclusion, emphasis, 
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integration, and word count mean scores. With the exception of Social Foundations (Ed 

209), whose scores were aberrant in 2006, the average scores of posts showed 

improvement in all key measures of productivity in 2007. While the inclusion of an in-

class prompt does not enable us to predict the productivity of students, it does allow us 

the opportunity to help students create context for their reflection in multiple ways over 

an extended period of time. 

 Additionally, the increase in average scores from one year to the next suggests 

that practice, in any format, is essential to developing reflective skills. These data suggest 

that reflection is developmental in nature, and that like any other expression of 

knowledge, is contingent upon effort, focus, practice, environment, and a host of other 

factors. The developmental nature of reflection is impossible to ignore when measuring 

the productive reflection of individuals and classes over time 

 Examination of individual and class progression over time caused great concern 

for us when compared to the overall class increase in scores from year to year, as it 

showed that students could easily regress in their productive reflection. Additionally, 

statistical regression offers another threat to the validity of our results. Students that had 

very high baseline scores could impact a class’ net gain or net loss of total points by 

failing to reflect not only productively, but by scoring closer to the average productive 

post score. For example one student in Ed 331, JL, scored an amazing 42 on his baseline 

reflection, but over the course of the study saw a 31 point drop in his reflections by the 

end of semester. Severe decreases in total score, like JL’s, clearly skewed the data for 

class average net gain and net loss, and for  his individual average net gain and net loss.  
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 Still, the inconsistency displayed by students like JL supports our results 

regarding the developmental nature of reflection. Few students, only 18% of the total, 

displayed consistently productive reflections throughout the semester, while even fewer, 

6% of the total, displayed consistently unproductive reflections. These data show clear 

peaks and valleys from student to student, when measuring productive reflection, giving 

credence to student ability to improve their reflective skills through practice. 

Recommendations for further study 

 The data and resulting discussion leaves us with a number of unanswered 

questions that warrant further study. Chief among these is how to improve the frequency 

of student responses to on-line prompts. As all three classes did not assess on-line 

reflections as an independent assignment, it is possible students did not view the task as 

relevant to their overall assessment of the content, and therefore lacked the compulsion to 

complete their in-class reflection on-line. Making on-line reflections a separate graded 

assessment may encourage students to complete their on-line reflections regularly. A 

concern often expressed by students is that they simply forget to complete the reflection 

on-line, and so more frequent electronic reminders may result in consistent completion. 

Using student facilitators to communicate directly with participants could encourage 

more frequent responses to prompts, as the process would then be driven by peers as 

opposed to instructors. Completing a similar study, Romano and Schwartz (2005) 

suggested four alternatives to improve the utility of on-line forums for reflection: (1) 

require participation more often, (2) include mentor teacher collaboration, (3) have more 

categories for discussion, (4) include communication with teachers out of state.  
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The suggestions put forward by the authors, as well as Romano and Schwartz 

(2005), could improve not only the utility of on-line discussion forums for reflection, but 

also the ability of on-line forums to improve the quality of student responses. The data 

recorded in this study heightens the authors’ concern about threats to internal validity. 

Length of time writing and thinking, environmental distractions, interest, and even 

location can all impact the quality of a student’s response. Developing a mechanism to 

regulate when, how long, and where students reflect on-line, or gather more information 

about historical influences while they reflect, will be essential to any further study of the 

ability of on-line discussion forums to increase reflective productivity. 

Romano and Schwartz (2005) found on-line discussions least effective at 

encouraging reflection when compared to videotaping and on-line portfolios. This finding 

resonates with our findings that question whether students might reflect more 

productively on-line if engaged in actual dialogue with other students, as opposed to 

responding to a teacher-generated prompt. Using a combination of the aforementioned 

strategies, as well as examining whether students are reflecting in actual on-line dialogue 

or in a straightforward response will hopefully provide insight into the ability of on-line 

discussion forums to increase the frequency of productive reflection.  
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Appendix A Coding for the four aspects of teaching 
 
We utilized the following representative examples for the four aspects of teaching (2006) 
to code student online reflections (adapted from Davis, 2006). 
 

Learners and Learning Subject Matter 
Knowledge 

Assessment Instruction 

Alternative ideas or students’ 
   ideas   
Prior knowledge & experiences 
Engagement and motivation 
Collaboration 
Individual students 
Commonalities across students 
Cognitive & social   
   developmental processes 
Social context of learning 
 

Nature of subject area     
   content 
Nature of knowledge 
Inquiry 
Subject area content 
Connections among      
   concepts, facts,  & 
   theories, etc. 
 
 

Methods 
Timing 
Goals 
Learning outcomes 
Multiple approaches 
Multiple uses 
Assessment approaches  
   requiring the use of  
   concepts, facts, theories, 
   & methods of inquiry 

Constructing knowledge 
Elements of lesson planning 
Links to later & previous 
   activities 
Management ( of students,  
   materials, and/or activities 
Artifacts and/or worksheets 
Finding lesson ideas 
Instructional representations 
Activities 
Instructional goals 
Driving questions 
Amount of time 
Teacher confidence 
Instructional sequence & goal 
   alignment 

Productive post samples with coding 

 To demonstrate the differences between productive and unproductive reflective 

posts categorized by the computed integration score, we selected productive postings 

from two representative individuals in ED 209 and Ed 201 for further discussion. 

Ed 209 student post scored high integration and high total score: 

 Although I do not believe the American school system is as much of a failure as Ayers  [To 
Become a Teacher] suggests, I do believe there is room for improvement and that many of his suggestions 
have the potential to make a profound impact in the classroom.  [K] His first suggestion in particular, that 
classrooms could be lived in the present tense, made me realize how much of my own education has 
emphasized preparation as the value of education, whether for the next exam, the next educational level, or 
for standardized tests. [L-A] We were hardly ever encouraged to value education for its own sake and this 
affected our motivation to learn.  [I] I therefore strongly feel that teachers should demonstrate the present 
and inherent value of what students are being taught. In addition, I believe Ayers’ fourth suggestions also 
important and that all schools should encourage their students to embrace diversity. This can only be done 
by exploring the concept of race and racism—in the past as well as the present and in the world as well as 
the local community. [K-I-L].  I believe this is an important step in discouraging racism in the future. This, 
in my opinion, would be an instance in which Ayers’ sixth suggestion could be enacted—where adults could 
tell children the truth.  As for teachers telling students the truth with regard to other issues, I do not always 
feel it is appropriate for them to do so. [K-I] My question for Ayers would be the motivation behind and 
purpose of telling an inner-city student, for instance, that academic success is strongly dependent on family 
income and class background. [I-L] As a teacher, you have the opportunity to motivate, challenge, 
encourage, inspire, and in general have a positive impact on this student’s life.  [I-L] In my opinion, telling 
them the truth as Ayers presents it is enough to discourage any student from valuing or respecting 
education, and you would therefore lose your authority as a teacher. [I-L] They might completely lose their 
motivation to attend school if they view the entire educational system set up to make them fail.  And how in 

2008 HICE Proceedings 
Page 2547



Teaching Reflective Practice Through Technology 20

the world would this be beneficial to them?  In conclusion, although I do not agree with all of Ayers’ 
suggestions, I do feel that many of them have the potential to have a profound impact in the classroom. [K-
L].  
 
 
Table 6 Scoring for Ed 209 student post scored high productive reflection (word count 388) 
                                                                                                                                    Total 
4 Aspects of teaching   Inclusion Emphasis Integration Score 
 
Instruction    1  5  L-A 

Learners & learning   1  5  K-I-A 

Assessment    1  1  I-L 

Subject matter knowledge   1  4  K-L 

Totals     4  15  4  23 

 

 This student’s post demonstrates that she is thinking deeply about the effects a 

teacher may have on learners and she questions the ethical responsibility of teachers to 

remain optimistic about student potential.  This student has included assessment in her 

posting, atypical of most student responses in our sample.  The integration score shows 

good variety for connections among the four aspects of teaching that are well-explained 

and meaningfully elaborated. Her word count, 120 words more than the average posted 

word count for her class, demonstrates her commitment to written reflection. 

Ed 201 student post scored high integration and high total score: 

 Through the in-class simulation I felt very conflicted in how I previously thought about how I want 
to teach my students and what kind of teacher I will be. [K-I] In a perfect world all of my children will 
come from upper low to middle SES with loving families and participate in enriching extracurricular 
activities…but this is not reality.  I’ve volunteered and observed inner city classrooms in Philadelphia and 
I’ve seen troubled students with my own eyes. [L] After this simulation I have come to the decision that 
even though a child with all odds against him or her will benefit in some ways, shape, or form from 
receiving one to all of the developmental assets that I can provide.[K-L] Even though it did not seem to 
make a huge difference if a student had 5 red cards and only one green card because he/she in the end had 
4 red cards, but that’s when you know that you have to persevere. [K-L]I understand that improper 
technique and interventions can do more harm than good, but if properly advised by counselors, I feel that 
it would help. 
 
It is going to take work, in and outside of the classroom, and I will try to get parents involved in their 
student’s academic life and achievements through assignments [I] that both student and parent have to 
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collaborate on or possibly planning a night or weekend activity [I-L] where the child and parent come to 
the classroom or see their child’s artwork, etc.  I plan to do my best to bring the information to the student, 
making it engaging and relatable to them so there’s a smaller probability that the student will look at 
school as a waste of time.  After this simulation, I realized that even after all of my efforts, if I still have a 
student who does not want to learn or be in school, then that is their choice.  I will be there to listen to 
them, help them, and find others who can help them equally if not more than I can throughout their 
academic career. [I-L] 
 
Table 7 Scoring for Ed 201 student post scored high productive reflection (word count 346) 
                                                                                                                                    Total 
4 Aspects of teaching   Inclusion Emphasis Integration Score 
 
Instruction    1  4  K-I 

Learners & learning   1  5  K-L 

Assessment    0  0  I-L 

Subject matter knowledge   1  3   

Totals     3  12  3  18 

 
This student clearly sees the complexity of teaching and is beginning to recognize that 

environmental influences may impact significantly both learners and learning.  She 

recognizes that she will have to work hard instructionally to motivate learners and that 

she will play a role in student acquisition of developmental assets.  Additionally, she 

notes the key role that parents will play in supporting their student academically and she 

specifically addresses pedagogical strategies for involving parents in academic 

curriculum. One hundred and seventy words more than the average word count for her 

class, this student demonstrates elaborated productive reflection. 

Unproductive post sample with coding 
 
 To characterize unproductive reflection more concretely, we included one 

representative post from Ed 201 for further discussion: 

Ed 201 student post scored low integration and low total score: 

 I think I learned a lot from this simulation.  I realized how difficult it is to come back and thrive if 
you start at a disadvantage. [L] So many more things can happen to you than if you had started off  
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privileged or with the green protective cards.  This helped me understand why it is so difficult to get 
through to at risk students and how important it is to start helping at risk students young.[K-L] 
 
Table 8 Scoring for Ed 201 student post scored low integration unproductive reflection 
(word count 73) 
                                                                                                                                        Total 
4 Aspects of teaching   Inclusion Emphasis Integration Score 
 
Instruction    0  0  K-L 

Learners & learning   1  2   

Assessment    0  0   

Subject matter knowledge   1  1   

Totals     2  3  1  6 

 

Her word count score well below the average word count for posts in her class (100 

words), this student does not elaborate her thinking about teaching and learning and 

demonstrates little disposition for written reflection.  She focused primarily on learners 

and learning in her post, but she offers no concrete instructional pedagogical strategies 

for helping at risk students learn content. While her post has potential for moral and 

ethical considerations, she does not explore them; she merely puts together her ideas 

about learners and learning. 
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                                                          Abstract 
          Supporting Play and Inquiry Based Learning in an Early Childhood Program 

Inspired by ImagiNations, an international collaborative learning program 

for primary school students which promotes cross-cultural experiences through the 

travels of a toy ambassador, teacher Barb Gerst and her kindergarten classes developed a 

rich nature based inquiry project linked to The Calgary Humane Society. This 

organization fosters the humane treatment of animals and promotes values which 

demonstrate respect for animals. Influenced by Dewey, Barb believes that providing 

genuine links between kindergarten curriculum and life outside the classroom is crucial. 

She supports Dewey’s belief that reality role playing is valuable for young children as it 

allows them to pretend to be adults as they explore adult-like activities and 

responsibilities. Barb also values Paley’s views that fantasy play is essential in the lives 

of young children. For several weeks, Barb provided a play centered learning 

environment in which her young students pursued their inquiry based project. Mrs. Gerst 
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continued to reflect upon innovative pedagogical theory and evolve in her role as a 

kindergarten teacher during this lengthy study. Barb Gerst teaches two half day 

kindergarten classes in an affluent rural setting just outside Calgary, Alberta, Canada. 
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Abstract 

 
Post-secondary counselors serve a large and diverse population, which requires either 
numerous specialists or well-rounded generalists.  A large Canadian university 
counseling center has been collecting presenting issues, severity, and complexity data on 
all intake clients over a three-year period.  During this time, there has been tremendous 
consistency in the data from year to year.  This provides valuable information for both 
counselor educators and counseling center directors in terms of required competencies.  
The most common issues involve relationship concerns, depression/grief, anxiety/stress, 
academic concerns, career development concerns, sense of self, trauma/abuse, and 
physical problems.  Although less frequent, a still significant number of students 
presented with eating concerns, living concerns, addictions, and psychiatric illnesses.  
This session will discuss implications for counselor training in both assessment and 
intervention. 
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Abstract 

 
Students are well known for their frequency of engaging in procrastination, with up to 
50% reporting that it is a problem of moderate or greater severity.  Reasons for 
procrastination have largely been attributed to low conscientiousness, perfectionism, 
anxiety or depression (Eerde 2003; Schouwenburg, 1995).    Most work has focused on 
intra-individual correlates of procrastination and relatively little work has examined 
cultural influences.  Lay (1995) suggested that people in individualistic cultures are more 
likely to procrastinate while van Eerde (2003) proposed that procrastination would be 
perceived as less problematic in cultures less dominated by the Protestant work ethic.   
Forty-one post-secondary students completed several measures of procrastination, an 
activity table of things they would be doing in the coming week, and a collectivistic-
individualistic scale.  This session will discuss the significance of the cultural aspects of 
procrastination and implications for working with students who procrastinate. 
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Will Communicative Language Teaching Work? : Teachers’ Perceptions 

toward the New Educational Reform in Korea 
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Huh, Seonmin & Lee, Mun Woo (2007). Will communicative Language Teaching work?: 
Teachers’ perception toward the new educational reform in Korea.  
The seventh national curriculum reform in Korea emphasizes communicative language teaching 
(CLT), which brings various controversial issues such as whether teachers are ready, or whether 
CLT is feasible in the English as a Foreign Language context. This study tries to understand how 
English teachers perceive the new policy’s feasibility, and to listen to their difficulties in terms of 
their actual classroom teaching practices in Korea. To figure out three research questions- 1) 
What are the current teachers’ opinions and concerns regarding the policy change? 2) How are 
the opinions of teachers more recently prepared (since 2000) different from the ones of teachers 
prepared before the policy change? 3) To what extent do teachers’ self-reporting teaching 
activities and materials reflect Communicative Language Teaching principles?-, we surveyed 
and interviewed 12 English teachers in Korea, six from each elementary and secondary level 
from January to February 2007. The findings showed gaps and inconsistencies among English 
teachers as well as between the policy and teachers. We hope that this study will give a more 
concrete picture in terms of how English as a Foreign Language education should be shaped with 
an ideal balance between the policy and practical teaching practices.  
 
 

 

 

2008 HICE Proceedings 
Page 2555



                                                                                                                     2

Introduction 

In the middle of 1990s, the Korean government made an ambitious plan of educational 

reform in the teaching of English.  The goals were to begin teaching English to young children, 

and to focus upon Communicative Language Teaching (hereafter, CLT) as opposed to the 

traditional grammar/translation approaches. As a result, students from the third grade in 

elementary schools begin learning English as a formal subject. In secondary schools, a newly 

reformed English language educational policy (The seventh curriculum) becomes include more 

emphasis on communicative competence development. This ambitious educational reform comes 

from the criticisms that Korean students cannot express themselves in English even when they 

have learned English for a long time, thus English teachers should teach students how to 

communicate in English. 

In spite of the government policy change and logical reasoning why we have to consider 

teaching communication skills with CLT in our English classrooms, we have to ask whether that 

new policy would work successfully in the Korean educational context. Is that what our students 

need? Or is it feasible for Korean English teachers implement CLT in their classrooms? Previous 

literatures presented how inappropriate CLT is in the English as a foreign language (hereafter, 

EFL) contexts, and how substantively CLT should be adjusted to the specific teaching-learning 

context. (Bax, 2003; Guangyoung & Liying, 2000; Li, 1997, 1998; Nunan, 2003). Li (1997,1998) 

and other researchers (Guangyoung & Liying, 2000; Nunan, 2003) identified several early 

concerns among Korean language teachers about having sufficient English proficiency, materials, 

proper assessment for CLT, and so on. These concerning voices need to be reviewed carefully 

with more research. The critical approaches to CLT would add some insights to the educational 

policy, the relations and gaps between the policy and actual classroom situations, and practical 
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concerns of English teachers. In addition, since previous research did not involve elementary 

school level concerns when implementing CLT, including elementary English teachers’ voices 

will add valuable information. 

Another line of research illustrated why listening to teachers’ voice is important (Choi, 

1999; Eun, 2001; Gorsuch, 1999). Choi (1999) and Gorsuch (1999) showed that even though 

teachers believe in the benefits of CLT, they are not consistent with their beliefs in their teaching 

practices. Also, teachers’ misunderstandings of CLT can mislead the well-planned policy in 

different directions. In spite of the central role of teachers in implementing educational policies, 

disempowerment of teachers, and exclusion of practitioners’ opinions when deciding an 

educational policy are still pervasive (Eun, 2001). It is meaningful to listen to practitioners’ 

opinion toward the new policy change and their concerns about it. 

With this in mind, we surveyed and interviewed Korean elementary and secondary 

English teachers in terms of their perceptions toward CLT in Korean contexts, and their opinions 

about CLT that dominates the new educational policy.  

Literature Review 

The contextual information of Korean English educational policy change is summarized 

first. The second section presents two lines of research: one discusses the appropriateness of 

CLT in EFL contexts in general, and the other focuses on teachers’ perceptions on CLT and 

educational policy. 

What happened in Korean English educational policy?: contextual information 

Korean English educational policy has been changed seven times since 1964. The 

importance of the communicative competence has been emphasized since the forth curriculum 

period on paper. However, it is the seventh curriculum period that the ‘practical’ teaching 
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guideline for teachers was shown to improve students’ communicative competence. The purpose 

of the English education in the seventh curriculum is stated as following.  

<Figure 1> The Purpose of the English Education in the Seventh Curriculum 

The purpose of the English education is to develop students’ English 
communicative competence that can enable them to understand and use English in 
everyday life. In addition, English education is to provide the basis of expanding 
our own culture as well as receiving foreign cultures properly. 

A. Students have an interest and confidence toward English, and are supposed 
to grow communicative competence in English. 

B. Students can communicate with general topics in everyday life. 
C. Students can understand various foreign tones, and develop ability to utilize 

them. 
D. Students can comprehend foreign cultures so that they are supposed to 

perceive our own culture in a new way, and grow right sense of value. 
Note. This data is from Ministry of Education (1997) p. 27.  

Compared to the sixth curriculum, the seventh curriculum has six conspicuous 

characteristics as Lim and Jeon (2001) presented based on the teachers’ guidebook, published by 

the Ministry of Education in Korea. First, the seventh curriculum highlights the communicative 

competence, and the development of the language use ability. It makes students know the 

importance of English as a global language, and be prepared in this knowledge-information 

based era with enhanced English communicative skills. In fact, it is difficult to make a unified 

definition of the communicative competence. After Hymes(1971) suggested a concept of the 

communicative competence consisted of tacit knowledge and ability for use, several  scholars 

tried to interpret the communicative competence in line with Hymes (Widdowson(1978); Breen 

and  Candlin (1980); Canale and Swain (1980); Bachman(1990)). 

 Among these different definitions, Canale and Swain’s concept of the communicative 

competence is especially noteworthy because it categorizes four sub-competences that expand 

the concept beyond the realm of linguistic competence. The four sub-competences of the 

communicative competence are 1. grammatical competence, 2. sociolinguistic competence, 3. 
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discourse competence, 4. strategic competence. The grammatical competence is the linguistic 

competence such as phonetic, syntactic, and semantic aspects of the language. The 

sociolinguistic competence is the ability to use the language according to the given social context. 

The discourse competence refers to the capability to compose the text coherently and cohesively 

based on the grammatical knowledge. The strategic competence means the skill to proceed the 

conversation with proper linguistic/ meta-linguistic competences. We chose Canale and Swain’s 

definition of the communicative competence in this article.  

Second, the seventh curriculum adopts a slogan of priority of the sound language 

education. This is based upon the criticisms that the Korean English education has been focused 

on the letter language education too much, although the educational purpose mentioned the equal 

improvement of the four skills. This affects both in the elementary and the secondary level: for 

the elementary level, English education starts without letters and for the secondary level, much 

attention is drawn upon the sounds, compared to the past. The seventh curriculum presents the 

category of sound language and letter language with four language skills. Based on this table, the 

emphasis on the sound language means the attention on listening and speaking in this article.  

<Figure 2> Language Functions and Language Skills 
 

Language Function Sound Language Letter Language 

Receptive Skills Listening Reading 

Productive Skills Speaking Writing 

Note. This data is from Ministry of Education (1997), p. 27.  

Third, the seventh curriculum stresses the activity, process, and task-based learning. The 

seventh curriculum invites various games, role-plays, and songs in order to make students learn 

English interesting and natural way through group and experiential activities. The seventh 
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curriculum clearly mentions about the 13 teaching methods as following. The emphasis of 

various activities is particularly well represented in number (1), (2) and (9), and the highlight on 

the process and task-based learning is reflected on (3), (6) and (7). We referred to afore- 

mentioned categories in particular so as to define the classroom activity and task-based learning.  

<Figure 3> Recommended Teaching Methods in the Seventh Curriculum 

Teachers are to develop and use various teaching methods in order to promote 
students’ task-based learning.  

(1) Use chants, and songs to enhance students’ interest and motivation. 
(2) Activities such as plays and games are encouraged. 
(3) Language proficiency level based teaching is recommended. Both individual 

and cooperative learning are supported.  
(4) Various teaching method should be applied according to the study purpose 

and content.  
(5) Teaching materials for the deeper/ supplementary classes ought to be 

designed. 
(6) In addition to various teaching materials for the deeper/supplementary 

classes, various forms of students’ activities- individual, pair, small-group, 
big group- should also be encouraged so as to facilitate learner-centered 
learning. 

(7) Individual, small-group activities are especially proposed for the 
supplementary classes.  

(8) The purpose for the supplementary classes is to help students be involved in 
the class with the modified teaching materials in accordance with their 
language level. 

(9) Use as much as audio-visual teaching materials and multimedia. 
     (10) For the beginning level of speaking and writing, focus on the transmission of  
the meaning, then, gradually stress on the fluency. 
     (11) In terms of speaking teaching, avoid instant feedback of students’ error 
especially they are in the beginning level. 
     (12) Introduce English-speaking countries’ culture with appropriate contexts. 
     (13) Let students know the difference between Korean and English.  

Note. This data is from Ministry of Education (1997),p. 41. 

Fourth, the seventh curriculum clarifies and specifies the goal of the English education by 

offering detailed contents of communicative function examples and increasing the number of 

basic words to be taught significantly. Communicative function is the concept as complex as the 

communicative competence. Communicative function is the intention that the speaker wants to 
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convey in communicative contexts. Since the communicative contexts themselves are extensive 

and complex, it is hard to have one clear picture of the communicative function. Among several 

interpretations about the communicative function (Halliday(1978); Wilkins(1976); van EK 

(1976); Finocchiaro and Brumfit(1983)), van EK’s classification of the communicative function 

is noteworthy. He classifies the communicative function into six categories- Imparting and 

seeking factual information, Expressing and finding out intellectual attitude, Expressing and 

finding out emotional attitude, Expressing and finding out moral attitude, Getting things 

done(suasion), and Socializing- and presents the sub-functions of each communicative function 

systematically. Since the communicative functions shown in the seventh curriculum consists of 1. 

Socializing, 2. Exchanging factual information, 3. Expressing intellectual attitude, 4. Expressing 

emotions, 5. Expressing moral attitude, 6. Giving advice, and 7. Imagining, it can be said that the 

communicative function in the seventh curriculum is mostly based on van EK’s definition of the 

communicative function. We followed these seven communicative functions in this article.  

Fifth, the seventh curriculum encourages the proficiency level-based curriculum 

(deepening/ supplementary activities). It gives more opportunities to both the advanced level 

students and lower level students by providing level-specific contents. It stimulates small group 

works that can help teachers approach the ideal individual teaching-learning process. The 

proficiency level based curriculum is applied to from 7th graders to 10th graders, and the Ministry 

of Education mentions the basic definition as following:  

Stratified proficiency level based curriculum: This is applied from 7th grade to 10th grade. 

Students only who pass the test at the end of the class can be promoted to the next level 

class. This can be called as a free-of-grade level based curriculum. If there is a gap within 

one level, deeper/ supplementary classes are operated. (p. 29) 
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By definition, the seventh curriculum introduces unprecedented concepts like “individualization 

of the learning rate” and “students’ own selection of the subject”. In this article, the level-based 

learning means these two concepts specifically.  

Finally, the seventh curriculum highly emphasizes on the learner-centered education. It 

respects students’ interest and need. It also draws attention to students’ voluntary participation 

and self-responsibilities as well as teachers’ awareness toward the concept of the learner-

centeredness. In fact, the term of the learner-centeredness has been used since the sixth 

curriculum period; however, it was not real learner-centered class reflected on the definition of 

the seventh curriculum. The seventh curriculum elucidates learner-centered English education 

with the explication of two main factors: language proficiency level based learning, and right to 

select the subject based on students’ own need. The first notion is related to Breen & 

Candlin(1980)’s definition of the learner-centeredness that means learners participate and 

negotiated actively in meaningful interaction in order to interpret and construct meaning by 

themselves. In other words, students are to learn English grounded in their English proficiency 

level so that they can participate actively in the class. The second notion is associated with 

Nunan(1988)’s idea of learner-centeredness that refers to learners can learn better when they are 

aware of their own goal. In other words, giving students a right to choose the subject is a broad 

meaning of the negotiation of the curriculum that can enhance students’ motivation to take part 

in the class more actively. The learner-centeredness in this article indicates above mentioned two 

elements.  

Summing up, the seventh curriculum can be called as a ‘dramatic change’ in Korean 

English language education both in the policy and actual classroom implementation stages- the 

overall goal of English language education aims at enhance the communicative competence of 
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students by inviting several new concepts and activities that are different from the past ones into 

the Korean English classrooms. However, more close investigations are needed in terms of 

teachers’ readiness toward CLT because it is the teachers who are in charge of fulfilling these 

classroom activities, and leading the policy into success. That is why this study especially 

focuses on the teachers’ perception toward the new educational reform in Korea.  

Appropriateness of CLT 

CLT in EFL contexts is a controversial issue in previous research in terms of whether 

CLT is an absolute solution in EFL contexts. For example, Bax (2003) argued strong need for a 

context approach, rather than emphasizing a method as a complete picture. According to Bax 

(2003), the aspects of contexts such as learners’ attitudes, cultural expectations sometimes play 

more important role than the methods of teaching. Investigating the contexts where the specific 

teaching method will be implemented is the most important, but often neglected part. Choi 

(1999), Li (1997, 1998) and Guogyong and Liying (2000) demonstrated the empirical evidences 

which support Bax (2003). Guogyong and Liying (2000) examined how CLT curriculum can be 

implemented appropriately in EFL contexts. The research is conducted in Private Pui Ching 

Commercial College (PPCCC), focusing on English teaching program for students. Guogyong 

and Liying researched the dynamic nature of the contexts such as educational policy, educational 

tradition, language setting, teaching materials, instructors and learners. After understanding some 

contextual information of each variable, they try to question how the original meaning of CLT 

can be modified, what realistic goals of CLT can be achieved, and how teaching activities will 

look like. They adjust their curriculum for more learner-friendly; they adjust some activities to 

be meaningful to their students and to be feasible in their educational settings. Guogyong and 

Liying confirmed the need for compromise between CLT methodology and EFL contexts. 
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To focus more on teachers’ perceived difficulties, Choi (1999) explored the three levels 

of teachers’ perceptions of CLT in their English teaching: their beliefs on CLT, their CLT 

practices, and their perceptions on appropriateness of CLT in current school and classroom 

situations. Ninety seven junior high school English teachers are surveyed according to these 

three parts. The results showed that even though teachers think CLT would benefit their students, 

they did not implement CLT much and maintained traditional grammar translation English 

teaching. School and classroom teaching environments were considered inappropriate for CLT as 

well. The participants had misconceptions about CLT in that CLT equals ‘no grammar’, and that 

CLT only means teacher-student interactions, rather than students-students interactions. This 

misleads their teaching practices of CLT. Moreover, testing blocks teachers’ attempts to 

implement CLT since the tests are mostly about reading. This study implies that teachers have to 

not only be provided better environment to act on what they believe in their real teaching but 

also act on appropriate understanding of CLT and adjustment of CLT into their local contexts. 

Li (1998) replicated a research done in China (Li, 1997) to Korean contexts to explore 

how educational reform to CLT can cause some difficulties in teachers’ sides because of the 

misunderstandings, and mismatch of educational theories in CLT and that of Korea. With a 

written questionnaire and follow-up interviews of 18 Korean EFL teachers, three categories of 

difficulties by teachers themselves, students, educational system and CLT itself were found out. 

To elaborate more, teachers do not feel competent in their English pragmatic proficiencies, and 

they point out lack of training and time constraints. Also, students’ low motivation, proficiency 

and resistance to participate are concerns. Educational system including class size, grammar-

based exams, insufficient funding and support discourages CLT implementation. The difficulty 

comes from CLT itself in terms of inappropriateness in EFL situations, and no proper ways to 
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assess. The results from both Choi (1999) and Li (1998) have been a decade since the surveys 

were done and the situation becomes different from when the policy just started to come out. 

Now, teachers possibly have different concerns and opinions on the new policy of CLT. Thus, it 

is meaningful to replicate this research in accordance with the current Korean contexts. 

Research Questions 

Based upon the significance of this research problem and the limited knowledge we know 

from previous literature, we try to address the following research questions: 

1) What are the current teachers’ opinions and concerns regarding the curriculum change? 

2) How are the opinions of teachers more recently prepared (since 2000) different from the 

ones of teachers prepared before the curriculum change? 

3) To what extent do teachers’ self-reporting teaching activities and materials that teachers 

believe reflect CLT principles? 

Methodology 

This section provides the information about research design, participants, data collection 

and data analysis. 

Research design  
Our study uses collective case study method of 12 Korean English teachers in order to 

examine current teachers’ opinions and concerns related to the decade-old 7th national 

curriculum. According to Creswell (1998), the researcher collects multiple cases so as to 

describe and provide insight into a particular issue in the collective case study. This is in the 

same line with Stake’s (2000) notion of the case study that related sources are collected based 

upon the target topic investigated. Since the original purpose of case studies is to represent the 

specific cases and the contexts (Stake, 2000), there is no attempt to generalize the findings of this 

study and the interpretations are limited to the contexts of this specific research. 
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Participants 

Twelve English teachers were selected both in elementary and secondary levels. Six 

elementary school teachers were all homeroom teachers, and taught English as one of the 

subjects three class hours per week. Among six secondary level teachers two taught in the high 

school; whereas four were middle school teachers. They were all ‘English’ teachers who teach 

English 16 to 21 class hours per week, which means three or four hours per day. Five elementary 

school teachers worked at the same school located in Seoul, and one teacher worked at a school 

in Kyung-ki Province which is near Seoul. All of the secondary teachers worked at different 

schools- four of them worked in Seoul, and two of them worked in Kyung-ki Province. The 

participants’ teaching experiences ranged from 2 years to 16 years and their ages ranged from 24 

to 46. All of the participants were females. 

Data collection 

Survey questionnaire on CLT, new educational policy and their teaching practices were 

collected. Li’s (1998) survey questionnaire is duplicated with slight modification, by getting rid 

of one question that is not applicable to the present study (question #6) and adding the section for 

elementary school that Li (1998) did not target for. We add two more questions to understand the 

participants’ perceptions on 7th curriculum (question # 11, 12). 

Data analysis 

The survey and interview data were analyzed by theme-based approach: Stake (2000) 

argues that in case studies, the themes emerge, rather than being presumed by the researcher 

beforehand. Thus, we focused on the contents or topics discussed, and interpreted those based 

upon the frameworks Li (1998) provided. As one way, discourse analysis was used with all the 

survey and interview data to see how the participants posit themselves and how they perceive the 
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difficulties and think of the new curriculum in Korean English education. One type of discourse 

analysis, narrative structural analysis (Labov and Waletzky, 1967) was applied. That is, wordings 

and pronoun usages and structures of their written discourse along with their relations to the 

bigger arguments and the use of transition words in their surveys and interviews were analyzed.  

To answer the third research question, we came up with six principles that the 7th 

curriculum recommends teachers to do for communicative language teaching, and compared 

teachers’ interpretations of communicative language teaching with those six principles.  

Results 

The results consist of three different themes emerged. The first theme answers to our first 

research question about how teachers’ perceptions changed from Li’s (1998) findings. The 

second theme, Differences between novice and experienced teachers, targets for the second 

research question and the last one, Do teachers understand CLT well?, adds some insights for the 

third research question of teachers’ self-reporting teaching and its consistencies with the 

educational policy. 

The policy change is still too ambitious:  Elementary vs. Secondary level concerns 

 Li’s (1998) findings are mostly confirmed in this research. The difficulties of students 

and educational system are saliently consistent with Li (1998). Most teachers express their 

difficulties in terms of large classroom size, students’ low proficiency level to do communicative 

activities and tight curriculum that they should follow, giving them little room for 

communicative language teaching. What are different in present study are that teachers do not 

think the communicative language teaching materials are lacking, and they feel confident with 

their English proficiency- their strategic and sociolinguistic competence in English- compared to 

what Li (1998) found out. That is, teachers agree that CLT is important but difficult to be 
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effectively practiced because of the above mentioned reasons, but they do not think their own 

proficiency of English block their communicative language ‘teaching’.  

 Most frequently discussed themes regarding teachers’ difficulties using CLT in 

elementary and secondary school levels are distinct from each other. For secondary level, the 

contents of college entrance exams dominate their teaching practices, emphasizing reading, 

writing, vocabulary and explicit grammar instruction. Secondary level teachers express the need 

for communicative language teaching by showing their concerns for their students’ low oral 

proficiency level and resistance for learning English in communicative ways. About using CLT 

in classrooms, Seo-yoon expresses her concerns, but at the same time, she justifies her teaching: 

Seo-yoon: Yes. I often doubt whether my teaching is able to help students 

improve their oral fluency.(…) However, I don’t think my teaching largely 

focusing on reading texts and explaining grammars is useless because reading 

ability is the most wanted skill in college, and therefore, should be acquired prior 

to other skills especially in EFL country like Korea. 

Mina shows frustrations about her try to do some CLT activities with resistance of 

students to her new approach: 

Mina: Very difficult. Whenever I try to speak English in the class, students 

become puzzled and don’t concentrate the contents. Students get a lot of pressure 

about using English in the class and don’t even try to use it. (…) 

Eunice: (…) Using English only in English class, 50% essay questions in the 

exam etc…That’s important in teaching and learning English and everyone knows 

that, but it is too ideal to adopt in the real class in high school in Korea. 
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Eunice mentioned CLT is not appropriate Korean high school contexts. Like this, even 

though they are worried about their students’ lack of oral proficiency and lack of 

motivation to learn English in more communicative ways, secondary teachers commonly 

discuss the strong need to do grammar/ translation method, because their primary task is 

to have students prepare for the college entrance exam which still focuses on grammar/ 

translation skills. Here are some examples: 

Eunice: (…) As in Korea, college entrance exam takes significant part in 

secondary education, and it entirely gives influences on class, we cannot help  

teaching grammar and sentence structure mainly in the class.(…) 

Mina: I understand what the new curriculum wants from teachers and students. 

However English entrance exams and school exams haven’t changed much, and 

we teachers must teach students to get good score the exams. 

Yoosun: Because high school students considered university entrance exams as 

important, I had to focus on the exam. (…) 

Jeong-min:  (…) On top of that, as Korean SAT does not deal with 

communicative abilities, students have little motivation to go beyond traditional 

classroom teaching and learning. 

In contrast to the secondary teachers, elementary English teachers’ main concerns are 

motivating children to learn English, and designing their classes fun.  

Yeon-ah: (My concern is) that designing my class interesting, constructing natural 

setting for my students to acquire English. 

Yong-hyun: (My concern is) not have my students give up English and motive 

them to learn. 
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What blocks them to implement CLT is students’ gaps in English proficiency levels as well as 

tight schedule to cover all the contents they should teach. Teachers’ somewhat low English 

proficiency level is more discussed than secondary teachers. 

Yong-hyun: Of course it (CLT) is necessary. It (CLT) is the most important. 

However, large classes and teachers’ low proficiency levels of English, etc make 

CLT difficult. 

Ha-kyung: It is difficult to fully implement CLT because of students’ low English 

proficiency levels. For example, it is ideal to provide only contexts to have 

students manipulate and try different English expressions. However, low 

performing students feel frustrated.(…) Thus, full application of CLT does not 

seem to be feasible.(…) 

Hae-ran: It was somewhat difficult for me to use this method (CLT) because of a 

large class size and students’ different proficiency.  

The issues of having native speakers of English as instructors and students’ already lost 

motivations caused by early private education are also mentioned. Like this, except for 

teachers’ confidence on their English proficiency level in general, and no concern of lack 

of materials for communicative language teaching, the same difficulties are remained as 

Li (1998) found out a decade ago. The gaps between the possible solutions to overcome 

presently perceived teachers’ difficulties to catch up with the ambitious educational 

policy change as well as secondary and elementary level, and possible inconsistencies of 

English education as students move to secondary levels will be one of the discussion 

issues. This will elaborated more in the following discussion section. 

Differences between novice and experienced teachers 
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In this study, teachers’ career span ranged from 2 to 16 years. We consider the teachers 

with less than 5-year teaching experience as a novice teacher, whereas teachers with more than 

5-year career span as experienced one. Ten teachers are in the former category, and two teachers 

are in the latter one. Novice teachers seem to express more negative sides of the educational 

policy change, and show much stronger skepticisms about CLT. They tend to strictly follow 

school curriculum and do not see enough rooms to take some risks to design communicative 

class plans. Having 3 year experiences, Eunice is very skeptical about CLT: 

Eunice: I think teachers hardly use CLT in regular class in high school in Korea. 

Theoretically we should speak English in our class, but it is too difficult to use 

English as our communication tool in class. 

Jeong-min expressed the overwhelming feeling to try different teaching methods other 

than grammar/ translation method: 

Jeong-min: (…) I try to use other methods, but that requires a lot of specialized 

skills and time on the part of teachers. (…) 

On the other hand, experienced teachers approach more holistically and more skillful 

ways to balance CLT with other methods to make students learn better. They try new teaching 

strategies, and bring new materials to approach the same knowledge quite creative and different 

ways. Yoojin shows some confidence to try various teaching approaches, and she tries to develop 

creative ways to combine CLT with grammar/ translation method. 

Yoojin: Yes. I tried to use various kinds of teaching methods in order to develop 

students’ overall English proficiency including listening, speaking, reading and 

writing and make students interested in learning English. I tried to give them as 

much as English input. (…) 
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Yoojin: (…) Next, I gave students work sheets that I created. Second, I used 

communicative language teaching while teaching listening. 

Eun-Hee also mentions that she has tried to implement various teaching methods since 

she started the teaching profession. She emphasizes the effort of the teacher to develop 

new teaching method in accordance with the new curriculum, and new educational 

environment.  

Eun-Hee: I think teachers should definitely study all the time. Also, they need 

really good ability to adjust the new environment better than others. You know, 

teaching profession is really dynamic, and interesting one. The very first time I 

started my teaching, it was long time ago, I just tried to use the methods that I 

learned in college. But soon, I found that the classroom is not the place like 

a….how can I say….the classroom is not fixed place, and students are not like a 

robot that is always ready to learn the things I teach. As tome goes by, I feel like I 

became more flexible in terms of bringing new teaching methods with some 

games or songs or small-group activities that were not familiar to both students 

and me myself. When I look back on my experience as an English teacher for 16 

years in Korea, I think I can say I am a quite innovative teacher who does not 

afraid of changing. I give advice to novice teachers in my school that they have to 

know students needs in these days, because they are always a young-blood and 

bring their own needs to the classroom. Teachers should always be aware of these 

characteristics and be ready to adapt themselves to the new educational 

environment. 
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 These discrepancies between novice and experienced teachers are interesting and need 

further investigation. However, we assume that this is more a matter of what teaching 

experiences have teachers learn than a matter of what teacher education programs novice and 

experienced teachers have. This topic is beyond the scope this research deals with. What we can 

discuss based upon this finding is teachers’ perceived gaps between what they think it would be 

before they walk into actual classrooms and what they have in actual school settings. The 

flexible positions of experienced teachers need to be discussed more in discussion section as well. 

Do teachers understand CLT well? 

 The data showed many of the participants describe CLT in extreme ways. Most of 

teachers think CLT as opposed to explicit grammar instruction, and CLT means only oral 

communication. This is what Choi (1999) found out in her study. This extreme position of CLT  

is consistent with one of the seventh  curriculum principles: emphasizing sound language over 

written language. However, the 7th curriculum also emphasizes the grammatical competence and 

increasing numbers of vocabulary to be taught. Thus, we can conclude teachers’ understandings 

are quite limited. For example, when In-jeong, an elementary teacher mentiones about what she 

understood about the 7th curriculum, she described CLT as speaking and listening. 

In-jeong: Speaking and listening-the curriculum focusing on spoken language is 

good for students in a sense that it motivates them and interests them. But this 

curriculum results lack of students’ understanding of even already known spoken 

expressions. I strongly feel we need to emphasize writing and reading more.(…) 

Ha-kyung: (modified 7th curriculum) thinks actual abilities to use language in 

natural settings than reading and writing.(…) 
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Yong-hyun: Modified 7th curriculum concentrates on CLT, that is speaking and 

listening. 

Mina directly contradicts grammar with CLT: 

Mina: (…) The curriculum focuses on communication skill more than grammar 

and it contains integrated teaching method. 

Jeong-min also did not include reading and passive skills in her concepts of communicative 

competence:  

Jeong-min: (…) I do agree that there are needs to improve students 

communicative competence in Korea, but as far as Korean SAT focuses on 

reading and passive skills rather than communicative competence, things cannot 

change drastically. 

Seo-yoon mentioned Korean testing system includes reading, grammar and listening and this 

blocks teacher to change their teaching practices much to CLT. It is obvious she thinks CLT as 

not something that deal with reading, grammar and listening. 

Seo-yoon: (…)Under present system, what students want most for their English 

teachers is to get them well prepared for KSAT which largely evaluates one’s 

proficiency in reading, grammar, and listening. 

However, the original concept of CLT has balancing reading and writing with speaking and 

listening in its characteristics (See, Canle & Swain, 1980). There should be reconceptualization 

of CLT and what the principles of CLT in 7th modified curriculum include broader concepts of 

CLT. How teachers can reconceptualize their ideas about CLT will be suggested in the last part 

of discussion. 

Discussion 

2008 HICE Proceedings 
Page 2574



                                                                                                                     21

 Based upon the results, we discuss what we can be implied from the present study as well 

as Li (1998) and Choi (1999)’s study. Four arguments are made under the following sub-titles: 

Empowering teachers in curriculum design, Gaps/ Inconsistencies between elementary and 

secondary English education, Differences between novice and experienced teachers and 

Reconceptualizing CLT: balancing Reading & Writing and Listening & Speaking. 

Empowering teachers in curriculum design 

 First of all, we saw how authentic voices of teachers provide us as practitioners of the 

English educational policy change. Teachers are the ones who implement the curriculum and 

who provide valuable feedback how the new policy change works in actual classrooms. The 

policy often makes teachers burden with too idealistic curriculum change, and blame teachers not 

to be capable to teach the curriculum. The educational policy makers should be able to have 

teachers participate in curriculum development and make curriculum feasible by listening to 

teachers’ difficulties in applying the curriculum in classroom settings. Empowering teachers like 

this will be one way to solve difficulties teachers articulate in Li’s (1997, 1998) study and the 

present study. 

 To empower teachers, and broaden their power of influence to the educational policy, we 

suggest two possible ways. First, teachers should be encouraged to organize their professional 

groups in various ways. Although many teachers want to participate in some professional 

organizations that they can share their teaching experiences, talk about the English education in 

Korea, the number of such organizations are still insufficient. Teachers can use pre-existing 

teacher conferences or in-service teacher education programs to share their professional 

experiences and get some insights from other teachers, or they also can make their own group, 

especially through on-line that can enable them to meet regardless of the time and space. Second, 
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systematic collaboration between novice teachers and experienced ones should be encouraged at 

the real school setting. It was interesting to see whereas novice teachers feel so hopeless about 

making a new curriculum feasible and effective, experienced teachers are flexible and tend to do 

what they can do for communicative language teaching that the new curriculum emphasizes. 

About these, novice and experienced teachers can both benefit from sharing their concerns and 

ideas about a new curriculum, and from collaborating each other. Collaboration at the same 

school, the same district, and bigger levels will significantly facilitate novice teachers to teach 

with a new curriculum more effectively.  

Gaps/ Inconsistencies between elementary and secondary English education 

 One thing struck out from the results of this research was the inconsistency between 

elementary and secondary level English education. It is reasonable for English teachers in 

elementary and secondary schools to have different concerns: elementary school students need to 

be motivated a lot, and they are more likely to be influenced by their previous exposure to 

English, making gaps in their English proficiency levels. These make elementary English 

teachers to concern about implementing communicative language teaching a lot with activity-

based approaches. However, when students enter a secondary school, the ways to be educated in 

English classrooms are different from what they have been taught; students learn English with 

grammar and reading-based instructions, and they are pushed on get ready for the university 

entrance exam which is quite away from developing their communicative competence. There is 

no mediation step for students to prepare themselves in quite different ways of learning English 

in curriculum levels. We strongly feel that there should be some connections between elementary 

and secondary curriculum and instructional methods that facilitate students’ learning in more 
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structurally smooth ways. The curriculum designers should be aware of these gaps between 

elementary and secondary levels, and consider making the transitions in curriculum levels.  

Reconceptualizing CLT: balancing Reading & Writing and Listening & Speaking 

 The ways that the teachers make sense of communicative language teaching are quite 

limited and extreme, and this does not represent the CLT principles in the seventh curriculum 

well. Teachers need to have better understandings of what communicative language teaching 

means, and what teaching techniques or strategies would fall into this category of teaching 

method. Communication includes both oral and written interactions, and all four skills of 

language- speaking, listening, reading and writing- should be balanced for better and 

sophisticated communication. Also, to be able to successfully communicate, we need to have 

proper grammar knowledge and vocabulary directly be taught, especially in EFL context like 

Korea. Teaching grammar or instructing reading and writing do not mean it is against the 

communicative language teaching. Like this, teachers should broaden their concepts of CLT, and 

understand fully what the new curriculum requires in terms of CLT. 

Conclusion 

 This research is based upon only 12 female participants, and they are all from Seoul/ 

Kyoung-gi area, which might not represent of the whole population of Korean English teachers. 

Also, as Creswell (1998) argues, ‘multiple sources of information (Creswell, p. 63)’ is useful for 

multiple case study design because this can be one way to triangulate the data. However, limited 

time of our participants and the long distance research situation made gathering of multiple 

sources of data difficult for the present study. We recommend using different ways of gathering 

data for future research; in-depth interviews, observation of the actual classrooms and attending 

teachers’ formal and informal meetings, and so forth. In the same line, ethnography study is 
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necessary since not enough ethnography study is done in this field, and teachers’ perception 

would be more a matter of how they take actions, and how they present their beliefs and ideas in 

real professional lives. Thus, longitudinal ethnography type of research design will provide quite 

convincing and solid information to us. 

 The limitations of the present research do not decrease the significance of the information 

and the implications we get here. We strongly argue there should be collaboration among 

elementary and secondary level teachers to develop the continuum of their curriculum. Also, the 

policy makers of Korean English education should listen to teachers’ authentic voices of teachers 

to see if their policy making is feasible in real classrooms. This study also implies how pre-

service and in-service teacher education should function in terms of the strong conceptualization 

of CLT.    
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Creating Successful Learning Environments for Adults with 
 

Attention Deficit Hyperactivity Disorder 
 

Abstract 

Adults with attention deficit hyperactivity disorder (ADHD) often struggle in the learning 

environment.  The deficits that they often exhibit in organizational skills, sustained attention, and 

impulse control often impede learning and create an environment in which they feel unprepared 

and unsuccessful.  This presentation will examine how ADHD manifests itself in adults, how it 

may impede the learning process, and how the learning environment may be adapted to foster 

success for adults with ADHD.  Suggestions for adapting the learning environment include both 

general suggestions and activities based on the following learning theories of adult learning:  

self-directed learning; narrative theory; McClusky’s Theory of Margin; and experiential learning 

theory.  Activities will include those for learning environments which consist exclusively of adults 

with ADHD and general learning environments. 
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Creating Successful Learning Environments for Adults with  
 

Attention Deficit Hyperactivity Disorder 
 

 Attention Deficit Hyperactivity Disorder (henceforth ADHD), previously known as Minimal 

Brain Dysfunction and Hyperkinetic Impulse Syndrome, affects an estimated three to five 

percent of children.  Before the late 1970s, ADHD was thought to only affect children, with the   

symptoms disappearing with the onset of puberty.  However, research in the last thirty years 

has shown that 60-70% of children with ADHD continue to exhibit symptoms of the disorder on 

into adulthood (Reilley, 2005; Wender, Wolf, & Wasserstein, 2001).  Thus, the potential for adult 

learning to be affected by ADHD remains.  This paper investigates what ADHD is, how it 

manifests itself in adults, how it may impede the learning process, and how the learning 

environment may be adapted to foster success for adults with ADHD.  Suggestions for adapting 

the learning environment include both general suggestions and activities based on the following 

learning theories:  self-directed learning; narrative theory; McClusky’s Theory of Margin; and 

experiential learning theory.  For the purposes of this paper,  the term “adult” will be defined as 

those persons who are chronologically eighteen years of age and older. 

 ADHD may be defined as a neuropsychiatric disorder whose symptoms are divided into 

three broad categories:  inattention, hyperactivity, and impulsivity.  The Diagnostic and 

Statistical Manual, IV-TR (DSM-IV-TR) list the following criteria for a diagnosis of ADHD: 

A. Either (1) or (2):  
(1) inattention: six (or more) of the following symptoms of inattention have persisted for 
at least 6 months to a degree that is maladaptive and inconsistent with developmental 
level:  
 
(a) often fails to give close attention to details or makes careless mistakes in schoolwork, 
work, or other activities  
(b) often has difficulty sustaining attention in tasks or play activities  
(c) often does not seem to listen when spoken to directly  
(d) often does not follow through on instructions and fails to finish school work, chores, 
or duties in the workplace (not due to oppositional behavior or failure to understand 
instructions)  
(e) often has difficulty organizing tasks and activities  
(f) often avoids, dislikes, or is reluctant to engage in tasks that require sustained mental 
effort (such as schoolwork or homework)  
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(g) often loses things necessary for tasks or activities (e.g., toys, school assignments, 
pencils, books, or tools)  
(h) is often easily distracted by extraneous stimuli  
(i) is often forgetful in daily activities  

(2) hyperactivity-impulsivity: six (or more) of the following symptoms of hyperactivity-
impulsivity have persisted for at least 6 months to a degree that is maladaptive and 
inconsistent with developmental level: 

 
Hyperactivity  
(a) often fidgets with hands or feet or squirms in seat  
(b) often leaves seat in classroom or in other situations in which remaining seated is 
expected  
(c) often runs about or climbs excessively in situations in which it is inappropriate (in 
adolescents or adults, may be limited to subjective feelings of restlessness)  
(d) often has difficulty playing or engaging in leisure activities quietly  
(e) is often "on the go" or often acts as if "driven by a motor"  
(f) often talks excessively 

 
Impulsivity 
(g) often blurts out answers before questions have been completed  
(h) often has difficulty awaiting turn  
(i) often interrupts or intrudes on others (e.g., butts into conversations or games)  

B. Some hyperactive-impulsive or inattentive symptoms that caused impairment were 
present before age 7 years.  

C. Some impairment from the symptoms is present in two or more settings (e.g., at 
school [or work] and at home).  

D. There must be clear evidence of clinically significant impairment in social, academic, 
or occupational functioning.  (American Psychiatric Association, 2000, pp. 93-94). 

To be diagnosed with ADHD, a person must exhibit at least six of the nine criteria for 

inattention and/or at least six of the nine criteria for hyperactivity and impulsivity.  Based on the 

number of the above criteria exhibited, a person may be diagnosed as one of three types:                         

(a)  ADHD, combined type—exhibiting symptoms of inattention, hyperactivity, and impulsivity; 

(b) ADHD, predominantly inattentive type; or (c) ADHD, predominantly hyperactive-impulsive 

type (Barkley, 2005, p. 86).     It should be noted that most people exhibit symptoms of 

inattention, impulsivity, and hyperactivity at one time or the other.  A diagnosis of ADHD is made 
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when the symptoms are exhibited to a much greater degree than that of their non-ADHD peers 

and when the symptoms interfere with one or more aspects of their daily lives. 

Many researchers (Hallowell & Ratey, 1994; Reilley, 2005; DuPaul, et al., 2001 & 

Resnick, 2005), however, note that the DSM-IV-TR criteria were developed primarily for children 

and may not be an accurate measure of adult ADHD.   Since no adults were included in the 

clinical trials which were used to establish the DSM-IV-TR criteria for ADHD, the researchers 

maintain that they do not contain “sufficient examples of the changes in ADHD symptoms by 

adulthood (Resnick, 2005, p. 154).  For example, research has shown that symptoms of 

hyperactivity such as “running or climbing in situations in which it is inappropriate” or “leaving 

[one’s] seat in the classroom or in other situations in which remaining seated is expected” often 

are significantly reduced by adulthood (Pary, Lewis, Matuschka, & Lippmann, 2002;  Stern, 

Garg, & Stern, 2002).  Rather, symptoms of hyperactivity tend to manifest themselves in adults 

as feelings of restlessness and impatience or fidgeting, tapping fingers or feet, or twirling one’s 

hair (Kelly & Ramundo, 1996).   

 Impulsive behaviors such as “blurting out socially inappropriate, rude, or insulting 

comments” tend to mimic the symptoms of impulsivity that children with ADHD display” 

(Resnick, 2005, p. 155).  In addition, impulsive behavior in adults with ADHD may manifest itself 

as frequent job changes, brief romantic relationships, frequent traffic violations or accidents, 

rushing through tasks with little planning and thought to the details involved, or excessive 

spending, drinking, or gambling (Kelly & Ramundo, 1996). 

 In contrast to hyperactive and impulsive behaviors, inattentive behaviors “remain fairly 

stable into adulthood and are reported in more than 90% of adults with ADHD” (Resnick, 2005, 

p. 155).  Inattentive behavior in adults may manifest itself as disorganization, frequent lateness 

to appointments, work, or school, difficulty completing tasks such as work reports, school 
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assignments, or paying bills on time, frequent daydreaming, or seeming to “zone out” in the 

middle of a meeting, lecture, or conversation (Resnick, 2005; Kelly & Ramundo, 1996; Hallowell 

& Ratey, 1994). 

 There exist very few diagnostic criteria for adults with ADHD.  Adler, Kessler, and 

Spencer (2003) of the New York University School of Medicine, Department of Psychiatry, in 

conjunction with the World Health Organization (WHO), have developed a rating scale based on 

the DSM-IV-TR which addresses more adult issues.  Their scale is called the Adult ADHD Self-

Report Scale (ASRS-v.1.1) Symptom Checklist.  In addition, there is an abbreviated version of 

the ASRS-v.1.1 called the ASRS-v.1.1 Screener, which consists of the first six items on the full 

ASRS-v1.1.  Items include questions such as “How often do you have difficulty getting things in 

order when you have to do a task that requires organization?” and “When you have a task that 

requires a lot of thought, how often do you avoid or delay getting started?”   The entire 

questionnaire may be accessed at http://www.med.nyu.edu/psych/assets/adhdscreen18.pdf.  In 

addition, Hallowell and Ratey (1994), two Boston psychiatrists, developed a “Suggested 

Diagnostic Criteria for Attention Deficit Disorder in Adults”  based on their psychiatric experience 

with the hundreds of adult patients with ADHD with whom they have worked.  The criteria are as 

follows: 

A. A chronic disturbance in which at least fifteen of the following are present: 

1. A sense of underachievement, of not meeting one’s goals (regardless of how 
much one has actually accomplished). 

2. Difficulty getting organized. 
3. Chronic procrastination or trouble getting organized. 
4. Many projects going simultaneously; trouble with follow-through. 
5. Tendency to say what comes to mind without necessarily considering the 

timing or appropriateness of the remark. 
6. A frequent search for high stimulation. 
7. An intolerance of boredom. 
8. Easy distractibility, trouble focusing attention, tendency to tune out or drift 

away in the middle of a page or a conversation, often coupled with an ability 
to hyperfocus at times. 

9. Often creative, intuitive, highly intelligent. 
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10. Trouble in going through established channels, following “proper procedure. 
11. Impatient; low tolerance for frustration. 
12. Impulsive, either verbally or in action, as in impulsive spending of money, 

changing plans, enacting new schemes or career plans, and the like. 
13. Tendency to worry needlessly, endlessly; tendency to scan the horizon 

looking for something to worry about, alternating with inattention to or 
disregard for actual dangers. 

14. Sense of insecurity. 
15. Mood swings, mood lability, especially when disengaged from a person or a 

project. 
16. Restlessness. 
17. Tendency toward addictive behavior. 
18. Chronic problems with self-esteem. 
19. Inaccurate self-observation.  
20. Family history of ADD or manic-depressive illness, or depression or 

substance abuse or other disorders of impulse control or mood. 

B. Childhood history of ADD. 
 

C. Situation not explained by other medical or psychiatric condition.  (pp. 73-76). 

In addition to Hallowell and Ratey’s diagnostic criteria, several other scales such as the 

Brown ADD Scale have been developed to assess adult ADHD.  All of these scales address the 

primary symptoms of inattention, impulsivity, and hyperactivity in addition to some of the 

secondary symptoms of ADHD—mood lability or mood swings, feelings of anger and insecurity, 

low self-esteem, and creativity, which are often present in adults with ADHD (Hallowell & Ratey, 

1994; Kelly & Ramundo, 1996; Weiss, 2005). 

 It is very difficult to paint a picture of the typical adult with ADHD because the disorder 

manifests itself differently in each person.  From studying the various diagnostic criteria 

available for adults, however, certain common traits do emerge.  First, ADHD symptoms must 

have been present since childhood, even though the actual diagnosis of ADHD may not have 

been made until adulthood.  Second, the “typical” adult with ADHD often has trouble with the 

following:  organizational skills, time management skills, meeting deadlines, and task 

completion.  In addition, he/she may often:  (a)  speak before thinking; (b)  interrupt others 

frequently; (c)  overspend, overeat, gamble or otherwise overdindulge; (d)  anger easily (the 
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classic “short fuse”); (d)  experience very rapid mood swings; (e) become frustrated very easily;  

and  (f) experience frequent feelings of restlessness.  They often lag behind their non-ADHD 

peers in social skills.  These symptoms often cause problems in social and working 

relationships.  Due to their ADHD, adults are often very insecure and suffer from low self-

esteem due to a lifetime of battling the disorder.  ADHD is also sometimes comorbid with other 

conditions such as depression, anxiety disorders, and/or learning disabilities such as dyslexia 

(Hallowell & Ratey, 1994; Resnick, 2005; Weiss, 2005).   

However, there are some positive aspects to ADHD as well.  For example, many people 

with ADHD are extremely creative, intuitive, and often are able to see patterns and connections 

between ideas and concepts that are not easily apparent to their non-ADHD peers.  They also 

tend to have off-beat, zany senses of humor and playful spirits.  While all of these traits may not 

apply to every adult with ADHD, this is a fairly detailed and accurate look at a typical 

manifestation of the disorder.  These traits and feelings accompany the adult with ADHD into 

the learning environment (Hallowell & Ratey, 1994; Weiss, 2005). 

 The most important thing to remember about adults with ADHD is that they are 

“consistently inconsistent” (Hallowell & Ratey, 2005).  For example, one day or one hour, they 

may be able to focus perfectly, accomplish anything they set out to do, and control and manage 

their tempers, moods, and impulsivity perfectly.  The next day or hour, however, they may not 

be able to focus on anything, their moods may swing wildly, or they may not be able to listen to 

a conversation without interrupting frequently.  As social worker Wilma Fellman (1997) 

maintains, having ADHD is like being a lamp with faulty wiring.  Some days the wires 

(neurotrransmittors) work wonderfully and the light shines brightly with excellent ability to focus 

and accomplish tasks; other days the wires work intermittently, causing the person with ADHD 

to struggle but to still function; still other days the wires do not work at all or work very little, 

causing the person with ADHD not to be able to function well at all.  On these days, his/her 
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focus is off, the attention span may be little or none, and his/her moods may be very unstable.  

The symptoms of ADHD tend to manifest themselves more frequently in times of stress and/or 

fatigue.  This inconsistency is also brought into the learning environment. 

How ADHD May Affect Learning  

Due to both the primary symptoms of hyperactivity, impulsivity, and inattentiveness and 

the secondary symptoms or traits of low self-esteem and mood instability, learning may be 

impeded in adults with ADHD.  Spinella and Miley (2003) found that college students who 

scored higher on self-reported Barratt Impulsiveness Scale (BIS-11) achieved lower test scores 

and final grades than those with lower scores of impulsivity.  In addition, Merrill and Tymms 

(2001), Meade (1981), and Miyakawa (2001) have all found that children with ADHD achieved 

lower grades and achievement test scores, regardless of their IQ.  Impulsivity, then, which 

causes a focus on immediate gratification and results rather than on a long-term, thoughtful 

approach to tasks, can negatively impact learning. 

Lambert (1988) and Weiss and Hechtman (1993) conducted follow-up studies of adults 

with ADHD previously observed as children.  Children with ADHD and a control group of non-

ADHD children were included in the study.  Their results showed that the adults with ADHD “had 

less education, achieved lower academic grades, failed more of their courses, were more often 

retained, failed to graduate from college and did not attend college more than the control 

groups” (Barkley, 2005, p. 272).  In addition, Barkley, Fischer, Smallish, and Fletcher (2006) 

initially studied 149 children with ADHD and a control group of 72 non-ADHD children from 1978 

to 1980.  In a follow-up study of these same participants from 1992 to 1996, they found that 

forty-two percent of the children with ADHD had been retained in a grade at least once while 

only 13% of the control group had.  The children with ADHD also had completed fewer years of 

education with lower GPAs (1.69 for the children with ADHD as opposed to 2.56 out of a 
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possible 4.00 for the control group).  Thirty-two percent of the participants with ADHD failed to 

complete high school while all of the control group did.  Twenty-one percent of the participants 

with ADHD enrolled in college while 78% of the control group did.  Weiss and Hechtman (1993) 

found in their follow-up study that only 5% of their participants with ADHD completed a college 

education while 41% of the control group of non-ADHD participants did (Barkley, 2005). 

The results of the above studies reveal that adults with ADHD have typically had much 

less success in formal education than their non-ADHD peers.  Specific traits or symptoms which 

may impede learning in adults with ADHD are the inability to focus for sustained periods of time, 

the inability to organize and make a workable plan for completing assignments, and lack of time 

management skills.  In addition, many adults may fear the learning environment and have 

problems with low self-esteem due to past failures, which may cause an increase in ADHD 

symptoms and may thus impede the learning process even further. 

General Suggestions for the Learning Environment 

 Since there has been very little written about adults with ADHD in the learning 

environment, many of the following adaptations are “adaptations” of ideas for children with 

ADHD in the educational setting or for adults in the workplace.  Many of the following 

suggestions could be considered “best practices” for any learning environment, but will be 

especially beneficial when working with learners with ADHD. 

1. The learner should feel safe.  Hallowell and Ratey (2005) contend that the “first 

principle in working with all learners is to expel fear and shame from the learning 

environment” (p. 191).  Due to past failures and/or negative feelings associated 

with school and the educational setting, many adults with ADHD may approach 

the learning environment with fear and trepidation.  Therefore, creating an 
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environment where they feel safe is often tantamount to their success in learning.  

Creating feelings of safety may be accomplished in the following ways:  (a)  

providing FREQUENT positive feedback;  Hallowell and Ratey (1994) maintain 

that since ADHD adults have typically struggled with self-esteem and self-doubt 

due to past failures, they may need a lot of encouragement and may “wither 

without encouragement and thrive when given it” (p. 246); (b) delivering negative 

feedback privately and in a calm, reassuring voice; (c) soliciting input into class 

discussions—due to their fear of the learning environment, it may be necessary 

to at first solicit their input rather than waiting for them to volunteer; and (d) 

allowing time for the adult with ADHD to gather and focus his/her thoughts before 

speaking—many times the learning environment is fast-paced and a facilitator 

may become impatient if someone does not respond immediately to a question 

or comment. 

2. Frequent breaks should be provided.  Since one of the symptoms of adult 

ADHD may be feelings of restlessness, providing more frequent breaks than 

normal could benefit adult learners with ADHD (Schwiebert, Sealander, & 

Dennison, 2002).  This allows learners to walk around and “tame” some of their 

restlessness.  It also allows for time to for learners to refocus their minds on the 

topics being discussed and to regroup.  In addition, if mood lability is present, 

frequent breaks may allow learners the opportunity to regain control of their 

emotions. 

3. Copies of handouts and notes to be discussed should be distributed 

beforehand.  Since disorganization and the inability to focus consistently are 

symptoms frequently exhibited by adults with ADHD, learners may have trouble 

with both organizing their notes and making note of all of the main points 

(Hallowell & Ratey, 1994; Barkley, 2005).  Therefore, providing copies of 
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handouts and notes beforehand allows the learner to have access to the 

information being discussed in an organized way.  Thus, if the learner loses 

focus for a period of time, he/she still has access to information to the information 

being presented (Jones, 1994). 

4. Repetition, repetition, repetition.  Since learners with ADHD do tend to lose 

focus and may “zone out” for parts of a class or learning session, repeating key 

points increases the likelihood that these points may be heard and understood by 

them (Hallowell & Ratey, 1994). 

5. A software program such as PowerPoint should be used when learners are 

required to give presentations.  Two of the key symptoms of adult ADHD are a 

lack of organization and distractibility (Hallowell & Ratey, 1994; Barkley, 2005).  

Therefore, using a presentation software program such as Microsoft PowerPoint 

may be a solution to both symptoms.  PowerPoint is designed to be essentially a 

detailed “outline” of a presentation.  Therefore, it imposes organization on the 

unorganized and is a great help in keeping the learner on topic.  It may also be a 

great help with distractibility.  If a learner becomes temporarily distracted, the 

PowerPoint slide can aid the learner in finding his/her place in the presentation 

and regaining his/her focus. 

6. A variety of activities should be provided.  Schwiebert, Sealander, and 

Dennison (2002) recommend mixing low interest and high interest activities quite 

frequently in the learning environment.  Since learners with ADHD can become 

bored very easily and are easily distracted, a shift in activities can keep them 

interested and allow them to regain their focus.  For example, following up a 

lecture with a small group and/or hands-on activity can alleviate feelings of 

restlessness and boredom and allow for more active, engaged participation. 
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7. Exams should be taken in a quiet environment.  If there are to be objective 

tests given, it may be beneficial to allow learners with ADHD to take them in a 

quieter place than the regular learning environment.  Providing a quiet 

environment can allow for less distractions and thus provide a better opportunity 

for success (Jones, 1994). 

8. Access to information should be provided both electronically and on paper.  

As stated earlier, adults with ADHD tend to have severe problems with 

organization and may lose items easily (Hallowell & Ratey, 1994; Barkley, 2005).  

Having items such as learning requirements, instructions for assignments, and 

project specifications available electronically on a website, online coursesite, or 

via e-mail allows the learners to have easy access to these items if their paper 

copies are lost or buried under several piles on their desks. 

9. Assignments should be broken down into small parts.   Adults with ADHD 

often become overwhelmed upon seeing a large assignment and may shut down 

and not be able to do well on it.  However, if the assignment is broken down into 

small parts, the task may seem less daunting and easier to manage.  Since it is 

often difficult for adults with ADHD to maintain their focus, it is much easier to 

focus on and complete a small part of an assignment at one time rather than the 

entire assignment (Hallowell & Ratey, 1994). 

10. Course or learning activity calendars which clearly delineate deadlines and 

important dates should be provided.  Deadlines for assignments and projects 

should be indicated on the calendar in a color other than black.  Many adults with 

ADHD have problems meeting deadlines.  Having calendars with color-coded 

deadlines can make it easier for an adult with ADHD to remember them 

(Hallowell & Ratey, 2005). 
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Planning Activities Based on Learning Theories for Adults with ADHD 

Self-Directed Learning 

Self-directed learning may be defined as “a process of learning in which people take the 

primary initiative for planning, carrying out, and evaluating their own learning experiences. . . 

(Merriam, Caffarella, & Baumgartner, 2007, p. 110).  The primary responsibility for planning and 

completing a learning project or assignment, then, rests almost solely with the learner.  Knowles 

(1975) outlines the following major steps in self-directed learning:  (1) determining learning 

needs; (2) creating learning goals; (3) identifying resources; (4) selecting learning strategies; 

and (5) evaluating the outcomes of the learning process or project.  Brockett and Hiemstra 

(1991) define the instructor or facilitator’s role as one who aids learners in conducting learning 

assessments, locating resources, and selecting methodologies (Merriam, Caffarella,  & 

Baumgartner, 2007, pp. 111 and 113). 

Self-directed learning projects or assignments can be a wonderful experience for adults 

with ADHD.  They can really tap into the creativity and intuitiveness that many possess.  

However, in many cases, in order for self-directed learning to be successful, the role of the 

facilitator will have to be revised.  While he/she will need to perform all of the roles suggested by 

Brockett and Hiemstra, additional roles will need to be defined.  First, since many adults with 

ADHD have a wide array of interests and sometimes attempt to do everything that catches their 

attention, it may be necessary for the facilitator to help learners clearly define and narrow their 

focus for the learning project.  Second, many adults with ADHD also become very apprehensive 

when approaching a large task.  Many times they are not able to break the project down into 

manageable parts (Hallowell & Ratey, 1994).  Therefore, the facilitator could aid the learner with 

ADHD in making a detailed outline of the project and thus dividing it into its main components.  

Third, many adults with ADHD have trouble with meeting deadlines.  They also may have 
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trouble visualizing how long a project will realistically take to complete.  The facilitator could help 

the learner to create a series of deadlines for each component and help them to determine how 

long the project, or each part of the project, will take to complete. The facilitator could also help 

the learner create a calendar for completion of a project or part of a project (See appendix A).  

Fourth, many adults with ADHD tend to see patterns and connections between seemingly 

unrelated concepts that non-ADHD may not see (Weiss, 2005).  Therefore, they may want to 

take their project in too many directions in order to accommodate these connections.  The 

facilitator’s role may be to meet frequently with the learner to discuss these ideas and to help 

the learner determine which of the ideas would best fit into the project and which should be 

saved for a later project.  Fifth, the facilitator may take on the role of a coach or cheerleader in 

the self-directed learning process.  Since many adult learners with ADHD have struggled in 

educational environments, there may be a fear of failure that can impede the learning process.  

The facilitator may need to have frequent “check-in” meetings with learners to determine how 

they are doing on their project.  This aids in keeping learners on track and in meeting deadlines, 

but most importantly it can aid in learners feeling successful if they are given frequent positive 

feedback.  The facilitator, then, may need to reinforce to the learners that they CAN be 

successful and complete their learning project or assignment.  

Adults with ADHD can be successful at self-directed learning projects.  However, it may 

require the facilitator to take a more active role in the planning of the project.  In addition to the 

typical roles played by the facilitator in self-directed learning of helping with resources, 

methodologies, and evaluations, he/she may have to step in and help with roles that adults with 

ADHD typically struggle with—organization, breaking down projects into shorter segments, 

making deadlines, and determining how long a project will reasonably take to complete 

(Hallowell & Ratey, 1994; Barkley, 2005).  The project is still self-directed as it will be the learner 

who chooses the project, sets his/her goals, and actually completes the project.   
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Learning through Narrative 

Narratives may be defined as simply, “stories,” and they are important to learning 

because, through narratives, people are able to “make meaning of [their] lives” (Merriam, 

Caffarella, & Baumgartner, 2007, p. 208).  Learning through narrative is especially important 

when viewed from the lens of Fisher’s narrative theory (1984).  He claims that all 

communication forms are narratives—“we communicate in order to tell stories, or give report of 

an event or events” (p. 2).  Further, according to Fisher, those who are listening to the narratives 

filter and evaluate them based on their own world-views and beliefs.  Merriam, Caffarella, & 

Baumgarnter (2007) list three ways in which narratives appear in the learning environment:  

storytelling, autobiography, and storying the curriculum. 

Narratives can be used successfully with adult learners with ADHD in role-playing 

activities, which fall into Merriam, Caffarella, and Baumgartner’s category of storytelling.  As a 

way to learn social skills, Hallowell & Ratey (1994 & 2005) and Barkley (2005) recommend the 

use of role-playing in order to learn social and/or problem-solving skills.  Since many struggle 

with peer and co-worker relationships due to their impulsivity and distractibility, role-playing 

various scenarios such as confronting a co-worker with a problem or responding to criticism 

from a supervisor may aid in developing social cues and appropriate responses.  Many people 

with ADHD do not naturally develop social skills and clues the way that most non-ADHD people 

do.  Therefore, using role-playing to develop these skills is an effective way to teach them.  

Using role-playing in this way should only be used in a learning environment where adults with 

ADHD are seeking help with various symptoms of ADHD.  It should not be used this way in a 

general learning environment.   
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Role-playing, however, may be used very effectively with adults with ADHD in a general 

learning environment to teach various management or other learning skills.  For example, if two 

people are asked to role-play the appropriate manner in which to respond to a materials 

challenge at the public library, the adult with ADHD, from watching others role-play the scenario, 

may learn how to best handle the situation in a calm, collected manner without impulsively 

saying whatever comes to mind. 

Narratives may also be used to gain knowledge of the ADHD adult’s feelings about 

learning and the educational setting.  Since research (Barkley, 2005) has shown that many 

adults with ADHD have struggled in the academic and/or learning environment, narratives are a 

good way for a facilitator to gain knowledge about how they feel about being in the learning 

environment and what their unique needs are.  Written or oral assignments to elicit this type of 

information could include the following prompts:  (1)  Describe your past educational 

experiences.  Would you say that they were positive or negative experiences overall?  (2)  If you 

could create the ideal educational or learning experience, what would it be?  (3) A good learning 

experience should include the following. . .  (4)  A bad learning experience would consist of the 

following: . . . and/or (5) I learn best by. . . .  These activities fall into Merriam, Caffarella, and 

Baumgartner’s category of autobiographical narratives.  Eliciting narratives from learners about 

what their past experiences have been, what they perceive to be a good learning experience, 

and how they learn best allows the facilitator to determine what is needed in order for learning to 

be successful and how to meet the needs of all learners, including those with ADHD.   

Another way to use autobiographical storytelling is to have learners tell or write their own 

“ADHD” stories.  Since most of the attention given to ADHD has traditionally been focused on 

children, the stories of adults with the disorder have often been overlooked.  Only in the past 

decade have there been books and other materials which focus on adult ADHD.  The best of 

these books often incorporate narratives as a way of illustrating the symptoms of the disorder.  If 
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the learning environment consists exclusively or almost exclusively of adults with ADHD who 

are there to discuss and work on ADHD issues, an oral or written project might be to tell or write 

a story or a poem about their disorder (See appendix B).  This will allow the learners to tell their 

stories and to grow from them.  It will also allow for learners to learn and grow from each others’ 

stories.  Due to privacy concerns, this activity is not recommended in an environment where 

ADHD is not the focus of learning activity unless the learner has agreed to tell his/her story 

beforehand. 

A “storying the curriculum” activity which could be used in a learning environment 

devoted to adult ADHD and its issues is to have learners read books and other materials on 

adult ADHD written in the past two decades.  From these materials, the learners would create 

the history or story of adult ADHD.  Each learner would be responsible for reading a certain 

number of books or articles and summarizing them for the rest of the class.  Then, each learner 

or group of learners could write a paper or do a presentation about the development of 

information on adult ADHD.   

The use of narratives allows for connections to be made between the facilitator and the 

learners and among the learners themselves.  In addition, narratives provide opportunities for 

learners to reflect on both their own experiences and those of others and to grow from both.  As 

stated in Merriam, Caffarella, & Baumgartner (2007), through narratives, “[learners] can identify 

patterns and meaning in their li[ves], perhaps even building a theory of [their] life, or life in 

general” (p. 213).  Using narratives with adults with ADHD can allow them to make meaning of 

their lives with ADHD and to create new ways of dealing and living with it on a daily basis. 
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McClusky’s Theory of Margin 

In his theory of margin, McClusky maintains that “adulthood is a time of growth, change, 

and integration in which one constantly seeks balance between the amount of energy needed 

and the amount available” (Merriam, Caffarella, & Baumgartner, 2007, p. 93).  The world of 

adulthood is one of frequent fluctuation where a person has to find the energy to endure life’s 

changes and transitions.  The balance between “the energy needed and the amount available is 

a ratio between the ‘load’ (L) of life, which dissipates energy, and the ‘power’ (P) of life, which 

allows one to deal with the load” (p. 93).  One’s margin in life, then, is the ratio of load to power. 

One’s external load includes everyday life tasks and requirements such as work, school, 

and/or family.  The internal load includes one’s hopes, desires, dreams, and traumas.  One’s 

external power includes resources such as money and the support of friends, family, and 

colleagues. Internal power includes one’s coping skills and temperament.  In order to be 

successful in the learning environment, one’s power must exceed his/her load and/or there must 

be a somewhat equal balance between the two (Merriam, Caffarella, & Baumgartner, 2007). 

 Since adults with ADHD often struggle in the learning environment and suffer from low 

self-esteem, their ADHD is part of the external and internal load that is brought into the learning 

environment.  This lack of self-esteem also contributes to a lack of power (Hallowell & Ratey, 

1994; Barkley, 2005).   

McClusky’s Theory of Margin may be used to increase power and reduce load in two 

ways.  First, many adults with ADHD have problems with organization and time management 

(Hallowell & Ratey, 1994; Barkley, 2005).  Helping them to create weekly calendars can aid 

them in scheduling their time effectively.  This can increase their control and power over their 

lives by helping them manage their external load of everyday activities such as work, school, 
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and household responsibilities.  In addition, it can also increase one’s internal power by 

providing an organized way of coping with time constraints. This activity could be used both in a 

class on time management for adults with ADHD or one for all adults.  (See appendix C for a 

completed weekly schedule). 

Second, the power that the ADHD adult has can be increased by aiding him/her in 

finding an ADHD “coach.”  Coaching may be defined as “an ongoing relationship which focuses 

on the client taking action toward the realization of their vision, goals, or desires” (Barkley, 2005, 

p. 700).   Further, “coaching uses a process of inquiry and personal discovery to build the 

client’s level of awareness and responsibility, and provides the client with structure, support, and 

feedback” (p. 700).   Coaching sessions, according to Barkley, are generally accomplished in 

ten to fifteen minute daily telephone conversations where the coach and the adult with ADHD 

work together to establish goals and create strategies for reaching these goals.  This may also 

be done in face-to-face meetings or even by e-mail or instant messenger.  Coaches may also 

help with organizing tasks, time management, and/or mood management.  The coach is often a 

support system for the adult with ADHD, offering frequent encouragement and support, acting 

as a source of external power.  The coaching sessions are fairly open-ended and are generally 

geared toward the client’s current needs.  Coaches may be friends, family, a professional 

therapist, or a professional coach (Barkley, 2005). 

The coach may help the adult with ADHD reduce his/her internal load by helping him/her 

establish and accomplish goals and realize his/her hopes and desires.  The support system 

provided by the coach can increase the client’s external power, allowing him/her to be 

successful.  Thus, finding a “coach” can help adults with ADHD succeed in the learning 

environment by decreasing their internal load and increasing their sense of power. 
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Experiential Learning 

Experiential learning is quite simply “learning through experience.”  As educator and 

philosopher John Dewey stated, “all genuine education comes about through experience” 

(1938, p. 13).  Since many adults with ADHD struggle with social skills and interactions with 

others, using methods of experiential learning such as cognitive apprenticeships and reflection-

on-action could be very useful in teaching adults these skills.  Experiential learning may provide 

them with opportunities to both practice these skills and then evaluate their interactions in a 

safe, non-threatening environment (Hallowell & Ratey, 1994; Barkley, 2005). 

The goal of cognitive apprenticeships is to “enculturate [learners] into authentic practices 

through activity and social interaction in a way similar to that evident—and evidently 

successful—in craft apprenticeship” (Merriam, Caffarella, & Baumgartner, 2007, pp. 180-181).  

The emphasis in a cognitive apprenticeship is to teach learners the skills associated with 

whatever “apprenticeship” they are undertaking.  Brandt, Farmer, and Buckmaster (1993) have 

created the following five-phase model for a cognitive apprenticeship:   

Phase I:  Modeling:  The facilitators model the desired activity or behavior while the learners 

observe and form a picture of what the desired activity or behavior should look like.   

Phase II:  Approximating:  The learners begin to try the desired behaviors or activities while 

the facilitators watch and provide frequent feedback and coaching.  The learners also monitor 

themselves and make corrections. 

Phase III:  Fading:  The learners continue to try the desired behaviors or activities.  The 

facilitators create more and more complicated situations for the learners to work on, but begin to 

provide less coaching.  Learners may work alone or in groups. 
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Phase IV:  Self-Directed Learning:  Learners practice behaviors and activities alone.  The 

facilitators provide assistance only when asked. 

Phase V:  Generalizing:  The learners and the facilitators discuss how the behaviors and/or 

activities learned may be generalized to other areas of their lives (Merriam, Caffarella, & 

Baumgartner, 2007). 

 The cognitive apprenticeship model may be used with adult learners with ADHD in two 

ways:  (a) in a learning environment consisting of strictly ADHD learners who are working on 

various social skills and (b) in a general learning environment where they are learning skills that 

will help them in their jobs or other aspects of their lives.  For example, if adults with ADHD are 

in a seminar where organizational skills are being taught, the facilitator(s) could first model how 

to organize a project by dividing the project into smaller components; developing a list of 

materials needed to complete the project; and separating resources for an upcoming project by 

creating color-coded folders for each aspect of the project and then creating a clean, uncluttered 

space for filing these folders.  The learners could then be divided into groups and given a 

“project” to work on and told to organize it.  Each group, with copious amounts of feedback and 

coaching from the facilitators, would then divide the project into smaller components, determine 

the materials needed for the project, create color-coded folders for resources for each aspect of 

the project, file these folders, and determine who on the team would complete each part of the 

project.  Learners would be given several of these “projects” to organize with the facilitators 

playing less and less of a role in providing feedback.  Finally, each learner would be given 

his/her own project to organize.  After each learner has organized his/her own project, there 

would be a discussion about the organizational skills learned and how to implement these skills 

in other areas of their lives. 
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 In addition, adults with ADHD often lag behind their non-ADHD peers in skills such as 

anger management or picking up on various social cues (Hallowell & Ratey, 1994; Barkley, 

2005).  It is often necessary to actively teach these skills to them.  Using the cognitive 

apprenticeship model provides a safe environment for them to see these skills modeled and for 

them to practice these skills with someone who can coach them and provide instant feedback.  

Having these skills actively and effectively modeled can help adults with ADHD transfer these 

skills into real-life situations. 

 The cognitive apprenticeship method could also be effective in general learning 

environments with both ADHD and non-ADHD adults.  For example, if part of someone’s new 

job is learning how to deal with customer or patron complaints, modeling effective ways of doing 

this could be very beneficial to learners.  Learners could then work in groups, with some of the 

learners being the customers and some being the managers, and work on various scenarios 

provided by the facilitator.  After receiving feedback and coaching from the facilitator on their 

performance, learners could create their own scenarios and develop effective ways of managing 

difficult situations. 

 Practicing “reflection-on-action” may also be an effective way to teach problem-solving 

skills and consequences of actions to adults with ADHD.  Reflection-on-action is “thinking 

through a situation after it has happened” (Merriam, Caffarella, & Baumgartner, 2007, p. 174).  

This is valuable for adults with ADHD because they may be so impulsive or become so easily 

distracted that they frequently do not stop and think about their actions, which often creates 

professional and/or social problems for them (Hallowell & Ratey, 1994; Barkley, 2005).  

Common methods used in reflection-on-action include portfolio development, journaling, and 

critical reflection (p. 176). 
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The method which may work best for adults with ADHD is an analysis of and critical 

reflection on the event or situation.  However, the facilitator may have to play a role in 

determining the points for reflection by providing a list of prompts to elicit the information from 

them.  For example, he/she could provide prompts such as:  (1)  Who was involved in the 

situation?  (2)  Explain the major events of the situation?  (3)  How did you react to the 

situation?  (4)  What was the outcome of the situation?  (5)  Were you satisfied with your 

reaction to the situation—did you achieve what you wanted to achieve through your reaction(s) 

to the situation?  (6) If you were not satisfied with your reaction(s), how do you think you could 

have handled the situation differently in order to achieve a more favorable outcome or 

resolution?  (See Appendix D for a completed “Reflection-On-Action” form).  

 Having these “reflection-on-action” forms on hand allows for the adult with ADHD to 

consider all aspects of the situation in a logical, organized manner.  Using ready-made prompts, 

then,  provides a sense of organization and methodicalness that is often lacking in a person with 

ADHD (Hallowell & Ratey, 1994; Barkley, 2005).  It also provides the opportunity for the adult 

with ADHD to contemplate better, more workable solutions to problems to use in future, similar 

situations. 

 In conclusion, adults with ADHD have often struggled in formal learning environments 

since childhood.  These struggles may not only continue into adult learning environments, but 

also cause a sense of low self-worth.  They may also struggle socially, failing to pick up on 

social cues and failing to get their learning and social needs met.  Therefore, it is necessary to 

first create a safe learning environment where frequent positive feedback is given.  If a learner, 

especially an adult learner with ADHD, feels safe and valued, he/she will work harder to 

succeed.  It is also necessary to provide a variety of learning activities and frequent breaks.  

Above all, the facilitator may have to teach or provide organizational and time management 

skills that are often lacking in adults with ADHD and also play a role in helping these adults 
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break down assignments or projects into smaller, more manageable parts.  Thus, while adults 

with ADHD are very capable of learning, it might be necessary for the facilitator to provide the 

structure and organization so that learning can take place more easily and more successfully.  

Adults with ADHD are often bright and creative.  With appropriate adaptations to learning 

environments and learning theories, they are able to make a valuable contribution to any 

educational situation. 
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Appendix A 

Schedule for Completion of Learning Project 

Title of Project:  Adapting Learning Environments for Adults with ADHD 

Week of March 11, 2007 

Part of Project to be Completed:  Section I:  What is ADHD?  How does adult ADHD differ from 
childhood ADHD?  Diagnostic criteria for Adult ADHD?  Who is the adult with ADHD? 

Deadline for Completion:  March 15, 2007 

Day and 
Time 

Sunday Monday Tuesday Wednesday Thursday 

8:00 
a.m. 

     

9:00      
10:00  Write 

introductory 
paragraph 

Write section 
on how 

childhood 
ADHD differs 

from adult 
ADHD 

  

11:00    Write section 
on how 

childhood 
ADHD differs 

from adult 
ADHD 

  

Noon Lunch Lunch Lunch Lunch Lunch 
1:00 
p.m. 

Gather 
resources 

Write section 
on Definition 
of ADHD and 

its 
characteristics

   

2:00 
p.m. 

Gather 
Resources 

Write section 
on Definition 
of ADHD and 

its 
characteristics

Write section 
on diagnostic 
instruments 

for adult 
ADHD 

Write 
section on 

the “portrait 
of the adult 
with ADHD” 

Proofread entire 
section 

3:00 
p.m. 

Gather 
resoruces 

 Write section 
on diagnostic 
instruments 

for adult 
ADHD 

 Revise  entire 
section 

4:00 
p.m. 

Gather 
resources 
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Appendix B 

A Day in the Life* 

Author’s name withheld by request 
 

*Dedicated to K.N. for always letting me know that no matter what happens, it will be okay! 
 

 Author Wilma Fellman compares Attention Deficit Hyperactivity Disorder (ADHD) to being a lamp 
with faulty wiring. Some days the wires work fine and I perform brilliantly, even outshining non-ADHD 
counterparts. Other days the wires are a little off-kilter, but with some effort I can still function somewhat 
normally. Still other days the wires (neurotransmittors) are totally off and normal functioning is out of the 
question. I am going to describe the latter type of day. 
 
 I wake up in the morning, punch the alarm clock off, and try to get up. I go to fix breakfast, but get 
side-tracked by a good book on the way and don’t make it to the kitchen for another 25 minutes. By then I 
am running seriously late. I grab a bowl of cereal and then jump in the bathtub and began to daydream 
about anything and everything. I spend 20 minutes longer in the tub than I intend to. I rush to get dressed, 
leave for work, and arrive 10-15 minutes late. 
 
 At work, I turn on the computer and stare at it for 20 minutes, paralyzed, not able to make myself 
do any of the work that needs to be done. After 20 minutes, I manage to focus for 15 minutes on one 
task. I then spring from my chair and go and talk to co-workers. I return to my computer where I manage 
to work for another 15 minutes. I then get up, walk around the building, and go to the water cooler. I come 
back, stare at my computer for another 20 minutes (as if it's a foreign object), unable to focus on anything. 
I then work for another 15 minutes and then get up and go talk to my supervisor, who has work of her 
own to do. The day goes on like this. 
 
 My supervisor tells to please go and do my work. Because of my oversensitivity, I began to cry. 
She tells me I’m overreacting. I tell her that she gives everybody else the benefit of the doubt but me. She 
tells me once again that I’m overreacting. I say, “Of course I am. It’s always me who is wrong.”  She tells 
me I could control episodes like this if I wanted to. I rush out of her office crying, feeling like a complete 
idiot. Deep down I know that I am overreacting, but at the same time, on days like this, I have very little 
control over it. 
 
 A co-worker then sends a rather innocuous e-mail and I take exception to it. Rather than think it 
through before saying something the way on would on a day when the wires are not off kilter, I go into his 
office and have an argument. I cry yet again. My supervisor tells me yet again that I’m overreacting. I 
know this but can't control it.  Yet again I feel like a complete idiot. 
 
 I tell the executive director that I sometimes need to be told when my behavior is inappropriate. 
She tells me that I am an adult and this is not her job. Yes, I know that I am an adult and that it is not her 
job to tell me things that come so simply to other people. But, with ADHD there is a lag in social skills and 
maturity. Maintaining a calm temperament and controlling impulsivity that come so easily to non-ADHD 
adults is torture for me on days like this. What I need is just a gentle reminder that I am behaving 
inappropriately. Some people need help with the technical aspects of their jobs. I need help with 
behavioral issues. Sometimes when I am overemotional and impulsive, I react badly to advice given, but 
after I've had a chance to process it on a good-wired day, I generally will take it to heart. 
 
 My supervisor tells me that I can do anything I want to do. On most days, this is true. But on days 
like this, it is not true. Since I function well 98.5% of the time, she tells me that when I don’t, I am hiding 
behind my disorder. I know that it’s hard for others to fathom that my moods can vary at warp speed and 
that I can’t be on an even keel and function consistently on a daily basis. But, with this disorder, there are 
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going to be days when I can't do anything I want to, much as there are days when someone with a 
physical illness can't get out of bed.  Such is ADHD.  If I had a choice, why would I choose this disorder? I 
would love to be calm, unimpulsive, and even-tempered. I pray for this often. But, while I can manage this 
reasonably well on a good day, with ADHD, this will never be truly in my nature. If I have to “hide” behind 
a disorder, why on God’s green earth would I choose this one?  Give me something simple like muscular 
dystrophy any day. 
 
 By this time, my moods are swinging back and forth like a rope swing over a river. I try to find a 
place with a door, close it, and regroup. Sometimes this works, sometimes it doesn’t. Sometimes I 
desperately need to go home, but I feel embarrassed to ask because I don't want to be seen as less than, 
even though by staying I end up making a fool out of myself and making others miserable.  Letting myself 
ask for time off when I need it is something I'm going to have to learn to do in order to maintain office 
harmony.  Communicating my needs about this is something I'm going to have to work on. 
 
 I used to say I would never wish this disorder on anybody. However, I've changed my mind. I 
wish for everyone who tells me I hide behind this disorder or that I can do anything I want to could have 
ADHD for one week.  I would like for them to know what it's like when my body won't be still, my mind 
races at 90 miles an hour,  I can't focus long enough to sign my name, my emotions are on overdrive, I 
pop off to friends and co-workers alike, and there's not a damn thing I can do about it except wait for it to 
pass. Medication will help somewhat, but will not totally alleviate days like this.  I would like them to know 
what it's like to know that I shouldn't say or do something, but at the same time, the neurotransmittors in 
my brain are so screwy on days like this that impulse control is damn near impossible and I say or do it 
anyway, and then feel terrible about it.  I would like for them to know that even though I have other people 
walking on eggshells, I myself walk on a minefield as well because I would rather die than hurt someone; 
but yet when the wires aren't firing correctly, that's often what happens. Yes, the hurt is unintentional on 
my part, but it still causes others hurt just the same and it is still my responsibility.  And this feels like 
daggers in my heart. I would like for them to know what it's like to come across as angry at the world, 
when I am really angry at myself because at the moment, I can't control my reactions.  I would like for 
them to know what it's like to wake up and want nothing more than to curl up in a ball and die (depression 
often exists right along with ADHD), but to know that even though I feel this way, I have to try and 
function. So, yes for these reasons, I would wish ADHD on some (temporarily) so that they can know 
what it feels like when one is "sequence raveled out of sound." 
 
 At the end of the day, I go home and cry and pray for a better day tomorrow. The bitch of it is that 
I never know from one day to the next which me is going to show up--the hot-wired, the slightly off-wired, 
or the haywired. 

 
The haywired days don't happen often, but they sure hurt when they do. And, unfortunately, those 

are the days that most people remember.  I've lost enough respect and enough friendships from these 
days in my life to have learned this lesson the hard way. 
 
Such is life with ADHD. 
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Appendix C 
 

Schedule of Activities 
 

 Monday Tuesday Wednesday Thursday Friday Saturday Sunday 
7:00 
a.m. 

       

8:00 
a.m. 

Breakfast Breakfast Breakfast Breakfast Breakfast Breakfast Breakfast 

9:00 
a.m. 

 Class 
(9:30 – 
10:45) 

 Class 
(9:30 – 
10:45) 

Clean 
house 

Free time  

10:00 
a.m. 

Read Ch. 
11, ADE 
576 

 Run errands    Church 

11:00 
a.m. 

       

12:00 
p.m. 

Lunch Lunch Lunch Lunch Lunch Lunch Lunch 

1:00 
p.m. 

 Class 
(1:00 -
2:15) 

 Class 
(1:00 -
2:15) 

Drive 
Home 

Read Ch. 
12, ADE 
576 

Do 
laundry 
 

2:00 
p.m. 

Work on 
paper 
race 
paper for 
ADE 576 

Office 
Hours 
(2:30-
5:00) 

Office Hours 
(2:00 – 5:00 
p.m.) 

Office 
Hours 
(2:30-5:00 

  Read Ch. 
13, ADE 
576 

3:00 
p.m. 

    Free time Watch TV Work on 
ADE 576 
paper 

4:00 
p.m. 

       

5:00 
p.m. 

Exercise  Exercise Exercise  Exercise Exercise 

6:00 
p.m. 

Dinner Class, 
REF 601,  
6:30 – 
9:15 p.m. 

Dinner 
  
Class (LIS 
411) 6:30 – 
8:00 

Dinner Dinner Dinner Dinner 

7:00 
p.m. 

Work on 
REF 601 
paper 

   Work on 
classwork 

Free time Watch TV 

8:00 
p.m. 

Watch TV  Watch TV  Free time  Work on 
REF 601 
paper 

9:00 
p.m. 

       

10:00 
p.m. 

Work on 
REF 601 
paper 

 Read for 
pleasure 

    

11:00         
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Appendix D 
 

Reflection-On-Action 
 

(1)  Who was involved in the situation?   
 
 Sharon Simms, executive director of the agency 
 Me, her employee 
 
(2)  Explain the major events of the situation?  
 
 
 I was in charge of conducting a meeting of executives from around the state.  I wanted 
one thing and Ms. Simms wanted another.  We kept arguing back and forth.  I was very ill, 
unfocused, and depressed and was feeling very underappreciated at the time.  I kept walking off 
to try and regroup but couldn’t.  She took this behavior as sulking.  She finally approached me 
and told me to get it together.  At the time, I was so sick and tired and depressed that I snapped 
and told her to get it together.  She decided that I was insubordinate and would not let me take 
the lead on other projects. 
   
 
 
(3)  How did you react to the situation?   
 
 I reacted by telling my boss to get it together.  I reacted out of frustration and fatigue and 
reacted with thinking through the consequences of my actions.   
 
 
 
 
 
(4)  What was the outcome of the situation?   
 
 I was never allowed to take the lead on a project again. 
 
 
(5)  Were you satisfied with your reaction to the situation—did you achieve what you wanted to 
achieve through your reaction(s) to the situation?   
 
 No, I was not satisfied with my reaction to the situation.  What I wanted was to be 
allowed to rest and get well and then come back and finish the project.  I needed time to 
regroup, but I also needed help at that point with regrouping.  However, I was afraid to ask for 
help and instead reacted out of frustration. 
 
 
 
(6) If you were not satisfied with your reaction(s), how do you think you could have handled the 
situation differently in order to achieve a more favorable outcome or resolution?   
 
 I could have taken a deep breath, told my boss that I was not feeling well and asked for 
time to regroup. 
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USING  FOUR UNUSUAL BUT EXTREMELY  FAST AND EASY  PROCEDURAL 
EXCHANGE ALGORITHMS TO REPLACE CERTAIN  PRIMARY SCHOOL ROTE TASKS 
WITH GENERATION METHODS THAT ELIMINATE THE OFTEN DAMAGING SECRET 
SHAME PROBLEM  SUFFERED BY SIGNIFICANT PARTS OF  OUR CULTURALLY 
DIVERSE POPULATION WHEN MASTERING BASIC MATHEMATICAL SKILLS 
 
Mak Bishara PhD.EdD; Lloyd Hutchings PhD; Susannah McCuaig EdD.; Amar Almasude PhD. 
 

A Common Oversight 
 

Adult Education programs intended to develop basic skills in mathematics sometimes 
make a simple error of assessment that can, for certain student populations,seriously  amplify 
program attrition.  This mistake is the failure to begin the initial skills assessment at the earliest 
possible level. That is, to begin with the basic facts of the operations. 

Just as there are adults who seemed normal and functional under superficial observation 
but who cannot even recognize letters, there are adults who seem normal and functional under 
superficial observation but who do not know many of the arithmetic facts and, consequently, 
cannot respond positively to elementary remedial instruction designed to develop fundamental 
mathematical skills. 

When this is undiagnosed, the students’ multiple derivative difficulties remain a mystery 
whose cause is never properly remediated , leading inevitably to the loss of these students to the 
program. This can be seriously complicated by cultural diversity variables. 
 

The Secret Shame Problem 
 
Even when the problem is diagnosed, there is often a serious emotional obstacle to 

remediation which is relatively difficult for the normally developed to properly appreciate.  It 
might be thought of as a "secret shame" at suffering the primary level deficiency.  As one of the 
typical subjects of this action research expressed it "I just can't have anybody know I'm doing the 
[string of expletives] stuff that little kids do!  I just can’t do it.!”.  This referred to the need to 
memorize certain basic facts with flash cards or chant sheets.When such stress is expressed, 
immediately explain that the imagined stressful activities are unnecessary. As noted above, there 
is a diversity  variability operating  in this circumstance.Hispanic males seem to be especially 
affected by this embarrassment,even though there are meaningful numbers of them in special 
need of this remediation. Moreover, Hispanics are by far the most rapidly increasing segment of 
our population. 

   Serendipity 
 
Fortunately, for mathematics teachers, and odd serendipity exists with respect to this 

particular problem.  Although reading teachers have the analogous problem with simple letter 
and phoneme recognition, they are not blessed with this serendipity as all letters and phonemes 
have essentially the same routes of access.  
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However, considerable majority of this embarrassing difficulty is associated, not with the 

entire range of basic facts, but rather with what are defined as the relatively difficult basic facts..   
 
And, surprisingly,  there are special procedures that exist specifically to allow an 

extremely fast and easy access to these facts, prior to their memorization.  Moreover, use of the 
procedure automatically produces that desired memorization.  These relatively difficult facts can 
be generated from the simplest facts with a procedure called the "operation exchange" without 
the need for distressing primary level use of flash cards or chant sheets etc.. 

 
      Definitions 

 
Basic facts for addition/multiplication involve only operations on digits (0 through 9). 

Basic facts for subtraction/division involve only the addition/multiplication facts reversed left to 
right or  top to bottom. There are 100 basic facts for addition,multiplication and subtraction, but 
only 90 for division, because there is no division by zero. Nevertheless, the need (common in 
remediation programs) to quickly memorize 390 combinations can be more than a depressing 
challenge for a mature working adult who is starting everything at the very beginning, especially 
if they know that this task is usually spread over three to four years  for the highly receptive 
minds of children.   

As most adults facing this obstacle have two sets of five fingers,the most difficult facts 
are often called ( due to of the primacy of addition/multiplication) the “double sixes”. Their 
formal definitions follow immediately below: 

Difficult addition facts are defined as follows: both addends are greater than or equal to 
one half the base plus one (6) or are less than or equal to the base minus one (9).  That is, the 
difficult addition facts range from 6 + 6 up to 9 + 9. 

Difficult subtraction facts are defined as follows: the minuend is less than or equal to 
twice the base minus two (18) but greater than or equal to the base (10), and the subtrahend  is 
greater than the ones’ place value of the minuend. That is, the difficult subtraction facts range 
from 10 - 1 up to 18 - 9.    [ Check this!!!!] 

Difficult multiplication facts are defined as follows: both factors are greater than or equal 
to one half the base plus one (6).  That is, the difficult multiplication facts range from 6 x 6 to  
9  x  9.  
 Difficult multiplication facts are defined as follows: the dividend is equal to the product 
of two factors both of which are greater than or equal to one half the base plus  one (6) and both 
of which are less than or equal to the base minus one (9).  That is, the difficult division facts 
range from 36 / 6 to 81 / 9. 
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    Exchange Procedures in General 
 
  In teaching the exchange procedure words like "annex" and "discard" are used because 
these provide clear directions to the target population and because they are not likely to have any 
associations with  unpleasant primary school memories. 
 Action research indicates that complete mastery of the exchange procedure for any 
operation can occur with only e – instruction (no embarrassing face-to-face interactions are 
required)very quickly. Addition and subraction usually require about  5 minutes. However 
multiplication usually requires about  10 minutes, but division usually  requires only about          
2 minutes.  

In virtually every case, the student has immediate and full and easy access to the difficult 
basic facts. Moreover, as noted above, use of  these procedures automatically moves  the 
information into memory, without flash cards or chant sheets or any other embarrassing primary 
school activity. 

   Addition Technique 
 
 In the addition procedure, the first addend is subtracted from 10, then that difference is 
subtracted from the second addend and the resulting difference written in the unit's place of the 
answer. Next, ten is added to this value, the sum is the answer to the fact.   
 Two extremely simple subtractions and the addition of 10 have been exchanged for a 
difficult addition fact.  The the simple procedures for which the addition fact is exchanged are 
already well within  the student's repertoire, whereas the difficult exchanged fact is  not.   
(Figure 1)    
 
     Figure 1 

 
Steps  of   Procedural Exchange  for Three Difficult Basic Addition Facts   

 
          10 

9   +   8              9   +   8    =   17                                                   
          1                                  1 

                     (9 from 10 is 1.)             (1 from 8 is 7, annex numeral 1 for 17.) 
                                          

 
           10                              

8   +   7          8   +   7   =    15                
               2            2 
                     (8 from 10 is 2.)             (2 from 7 is 5, annex numeral 1 for 15.) 
_____________________________________________________________________________ 

 
           10         

7   +   6                 7   +   6    =   13               
            3            3             
                     (7 from 10 is 3.)            (3 from 6 is 3, annex numeral 1 for 13) 
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  ____________________________________________________________________________  
 
 
 
     
 
 
    Subtraction Technique 
 
 The subtraction procedure is the reverse of the addition procedure.  The subtrahend is 
subtracted from 10.  Then 10 is subtracted from the minuend, and the difference obtained in the 
subtrahend’s subtraction from 10 is added to the remaining ones place digit of the minuend.  
Two extremely simple subtractions sent a simple addition and been exchanged for difficult 
subtraction.  (Figure 2) 
 

Figure 2 
 
 Steps of Procedural Exchange  for Three Difficult Subtraction Facts 
 
 
                                  10 
             17   -   8                     17   -   8   =  9     
    2           2 
       (10 minus 8 is 2)           (Discard  numeral 1, 7 plus 2 is 9)              
 
 
          10 
  15  -  7             15   -   7  =  8              
    3    3    
      (10 minus 7 is 3)            (Discard  numeral 1, 5 plus 3 is 8)              
 
 
                                 10 
              13  -  6                     13  -   6    =  7                 
                           4                              4 
       (10 minus 6 is 4)            (Discard  numeral 1, 4 plus 3 is 7)               
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    Multiplication Technique 
 
 In the multiplication procedure, each factor is subtracted in 10 than the difference 
produced subtracted from the opposite factor.  Subtracting neither of these differences from one 
of the factors will tell how many tens are in the answer.  Multiplying the differences  together 
will tell how many units are in the answer.   
 For 42 and 36, the subtraction shows one less than the number of tens in the answer 
which is automatically corrected when the product of the two differences is added to that number 
of tens.  (Figure 3) 
    
 
    Figure   3 
 
Steps of  Procedural Exchange  for Three  Difficult Multiplication Facts 
 
 
   10   10            
               9  x  8                                  9 x 8    70                                             9 x 8 =  72 
               2     1                                              2   1     2 
 (10 minus 9  is  1;               (8 minus 1 is 7, 7 annex numeral 0 for 70;         (70 plus 2 is 72) 
  10 minus 8 is  2)                  2 times 1 is  2) 
_____________________________________________________________________________ 
 
             10    10 
               8  x  7                                   8  x  7    50                                             8 x 7  =  56                  
    3      2                                 3      2     6 
 (10 minus 8 is 2;                 (7 minus 2 is 5, annex numeral 0 for 50;             (50 plus 6 is  56)    
  10 minus 7 is 3)                   3 times 2 is  6) 
_____________________________________________________________________________ 
 
 10      10 
              7   x   6                                 7 x 6 30                                               7  x  6 = 42 
              4       3                                  4    3     12 
(10 minus 7 is 3;                 (6 minus 3 is 3, annex numeral 0 for 30;               (30 plus 12 is 42)    
 10 minus 6 is 4)                   4  times 3 is 12) 
_____________________________________________________________________________ 
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    Division Technique 
 
 In the division procedure, the divisor is subtracted from 10 .  The units place numeral of 
the dividend is discarded, and the difference obtained when the divisor is subtracted from 10 is 
added to the tens place numeral of the dividend.  This sum is the answer. 
 There is a slight exception.  This is the rule for dividends that would round to a number 
greater than or equal to 50.  It said to them the round to a number less than 50, then the divisor 
would be subtracted from nine instead of 10. However, in the entire inventory of difficult 
division facts there are only two such dividends, 42 and 36.     
  
 
     Figure  4 
 
              Steps of Procedural Exchange for Three Difficult Division Facts  
Showing the Extraordinary Easiness of the Exchange Procedure with the Operation of Division 
 
 
       10        10                                         9* 
 72 / 9  =  8              56 / 8  =  7        42 / 7  =   6 
 1                                            2                                         2 
(10 minus 9 is 1;                   (10 minus 8 is 2;                (9 minus 7 is 2; 
  Discard dividend’s                Discard dividend’s            Discard dividend’s  
  one’s place umeral;                 one’s place numeral;       one’s place numeral   
 7 plus 1 is 8)                         5 plus 2 is 7)        4 plus 2 is 6) 
 
*As noted above, if the quotient rounds to less than 50 , the divisor is subtracted from 9 rather 
than 10.  There are only two such quotients in the entire division fact roster, 42 and 36. 
_____________________________________________________________________________ 
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    Utility 
 
 Action research suggests that  difficulties with basic arithmetic facts, and an emotional 
resistance to their remediation (indeed resistancce even to any admittance of a problem’s 
existence) is more widespread among male adults  than is generally suspected. This disability 
may afflict a very large percentage of the functionally illiterate.  Even if the literacy difficulties 
of this population are corrected, this "secret shame" is very likely to persist undetected and is 
very likely to keep many of the afflicted student population from advancing into any meaningful 
technological development.  This is a bad thing both personally and economically, neither the 
industrialized nations nor the third world countries can afford to have economies strained by 
unfortunates who simply have no place in a technological age.  And this initial difficulty, which 
is so simple and so easy to fix can have an extremely serious in fact on the numbers of those 
unfortunates, on embarrassed and intimidated students  (Learning a simple but extremely fast 
and powerful than number "trick".,  can take students who would otherwise be lost and keep 
them "in the game". This remediation is both extremely simple and extremely important, not 
unlike taking an aspirin for a chest pain.  "Nothing to it", but necessary.)   
 Also, fortunately, because the procedures are so simple they can be developed entirely in 
an e-instruction mode without any distressing face-to-face experience for the student.  Moreover, 
the traditional primary level memory drills are unnecessary, and (unlike the effects of traditional 
memory drills) access to  needed information is immediate. 
 Nevertheless, it should be remembered that this approach is for an seriously remedial 
adult disadvantaged or de facto disabled population, and it is not inappropriate to develop it as  
“usage focused “ (as opposed to “concept focused “) language that  facilitates  facile automatic 
applications of the new procedures.  Moreover, such  language is unlikely to cause the recall of 
painful primary school memories.  It is critical to remember that  this adult target population 
should never be treated in the same way that relatively able and advantaged primary school 
children would be treated. This is especially critical for immigrant  males from “machismo” 
cultures!  
 (However, it might be incidentally noted that should these procedures be shown to such 
children as an enrichment or entertainment there are excellent demonstrations of the meaning of 
each of them, using simple counting chips.) 
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ABSTRACTS 
Recent literature focusing on vexing issues of public schools in large urban districts have  
particularly emphasized the deteriorating  math and reading scores of a majority of the  
students. Compounding this problem is the fact that many inner city schools have  
deficient and inadequate educational resources, deteriorating and/or overcrowded  
facilities, and fewer experienced teachers who can effectively address the linguistic,  
social and cultural needs of a majority of the students. Issues related to adequate security  
in many of these schools have often led to dangerous episodes of violence to which  
students, teachers and other school personnel have been exposed. The aggregate of these  
conditions have, to a large extent, led to a widening achievement gap between socio- 
economically disadvantaged minority students and  their advantaged counterpart. It is no  
mean task to enumerate some of the pathologies of large metropolitan school districts  
such as New York City; however, just a few could be identified in this abstract: (i) low  
test scores on standardized achievement tests , (ii) challenges posed by language barriers,  
(iii) widespread behavior problems which lead to poor learning environment, (iv)  
teachers’ perceptions of teaching to high standards, teacher testing and, class size and  
(v) exposure to socio-cultural environments saturated with  negative sound bites, crime,  
gangs and violence etc.  In 2002, Mayor Michael Bloomberg spearheaded a major school  
reform initiative designed to reverse the worsening achievement gap in the city’s public  
schools. The purpose of this paper is to appraise Mayor Bloomberg’s 2002   reform  
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program for New York City schools and review his rationale and successes.  After a  
brief review of the demographic landscape of New York City, some of the critical  
intervention strategies were reviewed. These included the appointment of a new School  
Chancellor, and the replacement of the city’s Board of Education with a new Department  
of Education.   Subsequent intervention reforms strategies  initiated led to the  
transformation of central school administration and the conversion of thirty-two school  
districts into ten regions. This action saved the city  $200 million.  To enable schools to  
be run more efficiently, 170 small high schools with fewer that 150 students were  
created. In addition to the measures put in place to foster fiscal discipline  and school  
efficiency, principals have been empowered to make critical decisions without  
bureaucratic impediments. These measures have not only improved test scores in selected  
schools but attracting increased State funding of public education. In spite of the  
improvements made in achievements and school management,  some teachers, school  
administrators and educational stakeholders have expressed their misgivings about the  
Mayor’s  style of school reform.  In a recent survey on education entitled  Learning  
Environment Survey 2006-7, the Mayor stated: “The results  underscored our belief that  
as our schools have gotten much better over the past five years, we still have a lot more  
work to do.”  A parents’ advocacy group countered the Mayor’s reaction by stating that  
the survey was only a transparent attempt to minimize the importance of the issue of class  
size which mattered to most New York City parents.  Irrespective of  the publics’  
reactions, some large city mayors have conferred with Mayor Bloomberg for suggestions  
on how to implement a modified version of  what is currently being referred to as the  
Bloomberg Model. The true impact of the Bloomberg Model could be measured in future  
surveys which incorporate the concerns of parents and other educational stakeholders. 
 
Components of the Proposed Research Paper: 
 
(i) Research Objectives: 
 
The objectives of this research will be to: 
(a) assess overall cognitive gains achieved as a result of the radical reform initiatives.   
(b) determine the possibility of replicating these initiatives in other large urban school 
districts such as Boston, Seattle, Houston etc. and 
(c) evaluate  any  negative impact on teacher morale and the support received from 
parents and other stakeholders. 
 
 
(ii) Proposed Methodology:  
 
Data and information of this case study will be gathered from the following sources: 
(a) Documentary sources: such as  official reports, articles,  newspapers, test scores etc    
(b) Interview with key personnel of the city’s Department of Education and related 
agencies. 
(c) Focus groups with selected Principals, Teachers, students, Parents and Department of 
Education officials as well as other educational stakeholders. 
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Data and information gathered from these sources will constitute the bulk of the sources 
from which the paper will be developed. 
 
(iii) Discussion of Expected Outcomes: 
 
(a) Replication of Initiative: Key components of the essay such as goals of the reform 
initiative, specific gains such as student achievements, overall impact on efficiency of the 
city’s public education system, etc will be analyzed to determine the possibility of its 
replication in other large city school districts. 
(b) Measurement of Cognitive Gains: The sustainability of  measurable cognitive gains 
resulting from these initiatives will be assessed in light of  graduation  rates, the degree of 
teachers’ support of the reforms, reduction of disciplinary problems. etc. 
(c) Problems: Problems related to the implementation of radical reform initiatives will be 
assessed with the view to mitigating emerging collateral problems in future experiments.     
The findings of the paper will be shared with  pre-service teachers, institutions committed 
to teacher education and with other organizations interested  in urban education.          
DR.BERNARD K. HAYFORD. 
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A total of 37 participants attended the session titled, “A Peek in to What 
Paraeducators Do in Inclusive Classrooms” on May 4, 2007 from 10:30 AM -12:00 
PM. Twenty of the participants asked for copies of the completed study and provided 
email or mailing addresses. Ten participants completed the survey. Of those, eight 
volunteered to participate in telephone interviews subsequent to completion of the 
study. One person, a general educator, was particularly concerned about the lack of 
preparation for supervising or working with paraprofessionals. Instead of completing 
the survey which was focused on paraprofessionals’ experiences, the teacher wrote a 
letter (see Appendix A). 
 
Description of the Survey Instrument 
 

Based on a review of the literature, the researchers developed a draft of the 
survey instrument. The survey instrument was comprised of five sections: definitions of 
terms (i.e., para-educator, inclusive classroom); demographics (items related to age, 
gender, ethnicity, linguistic diversity, preparation, prior experience in inclusive 
classrooms, prior employment or skills, classroom information on number of students 
with disabilities and socio-economic status of the neighborhood); items related to 
attitudes, beliefs, and actions to be rated on a 5-point Likert scale; a series of open ended 
questions; and a section to solicit volunteers to be interviewed which is handed in 
separately from the survey in order to protect anonymity of respondents1. 

                                            
1 FIU Institutional Review Board Approval #011207-01 &  Miami-Dade County Public Schools 
Research Committee Approval #1321. The author thanks Cristina Devechhi, Ph. D.(c), Cambridge 
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Data Analysis of the Survey 

 
Descriptive statistics of those who participate in the survey will be analyzed 

according to frequencies and percentages. The survey items will be rank-ordered from 
highest-rated to lowest-rated. Inferential tests will be conducted on the highest and lowest 
rated survey items to determine if statistically significant differences exist according to 
setting (low vs. high socio-economic setting), socio-economic status of the neighborhood, 
ethnic or cultural and linguistic differences, and so on. 
 

Results 
 

The results are reported in the following sections: Job titles, Characteristics, 
Settings, Preparation, Classroom Activities, Challenges and Issues, Advice, and Survey 
Feedback. 
 
What are Paraeducators’ Job Titles? 
 

The survey respondents wrote the title of their positions, including 
paraprofessional (N=3), para-educator (N=2), instructional aide (N=2), Title 1 para, 
teacher assistant, and campus supervisor.  

 
What are the Characteristics of the Paraeducators? 

 
In this section, the demographic results are described. All respondents were 

females with the majority indicating they were between 29-38 (N=4); 3 reported they 
were between 39-48; 2 were between 18-28; and 2 were over 59 years of age. 
Respondents came from diverse regions of the United States: the northeast (Connecticut), 
the northwest (Washington, Wyoming), the Midwest (Kansas, Wisconsin, South Dakota), 
the southwest (Arizona, New Mexico), and the west coast (California). Respondents were 
ethnically and linguistically diverse. Although the majority of respondents reported their 
ethnicity as white (non-Hispanic), three were American Indian/Native Alaskan (Dakota 
Sioux, Laguna, Navajo), and two were Hispanic. There were no respondents who 
reported black (non-Hispanic) or Asian or Pacific Islander. The majority reported they 
spoke English only while four respondents reported they could speak a language other 
than English (i.e., German, Keres, Dakota-Sioux, and Navajo). All respondents specified 
they had a friend or family member with a disability (one person specified her son). 
 
 
 
 
 
 

                                                                                                                               
University, for suggestions to add questions related to non-school-related work experiences to gain a 
more comprehensive picture of what paraprofessionals bring to the classroom.  
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Where do the Paraeducators Work? 
 

As shown in Table 1, the grade levels of the classrooms in which they work 
include special education, high school, and combined classrooms (e.g., special education 
and secondary classrooms, special education and elementary classrooms, and one person 
who worked in early childhood, elementary, and special education classrooms). 

 
Table 1. Grade Level of Classrooms where Paraeducators Worked 

Type of Classroom  N 
Special education  
Secondary education  
Elementary education  
Early childhood education  
Other (campus supervisor) 
Special education and secondary education  
Elementary and special education  
Early childhood, Elementary and Special Education  

3 
4 
0 
0 
1 
1 
1 
1 

 
 

Regarding the socio-economic status of the neighborhood in which schools are 
located, the majority (N=6) of respondents reported they worked in low SES 
neighborhoods. There were three respondents who worked in middle SES 
neighborhoods, and one who worked in a high SES neighborhood. 

 
When describing the classrooms in which they work, paraeducators said they 

work with one to twelve students with disabilities. Two respondents (ABQ 1 and 3) 
explained that there were only a few students in the classroom where they work (3-12 
in one, and 9 in the other). Other respondents (ABQ 3, 4, 5) reported from 11-31 
students in the classroom where they worked with between 2-6 students with 
disabilities. These numbers are in keeping with the types of classrooms reported in 
Table 1. Paraeducators who work in secondary or elementary classroom where students 
with disabilities are present are more likely to be in classrooms with higher enrollments 
compared to those who work in special education resource or self-contained classrooms 
where enrollments tend to be low. 

 
Many respondents described their work with respect to the content of 

instruction. One respondent (ABQ9) explained, “I work with 6th grade math, science 
and 7th grade science, and social studies where there are ten students with disabilities. 
The students are learning to speak English as a second language as they are all Native 
Americans.” Another respondent (ABQ8) wrote, “I work with 7th graders [who are] 
learning math, science, and social studies.” Another respondent (ABQ10) described her 
role this way: “I’m at a charter school [where] I’m a one-on-one teaching assistant. 
When my student is absent, I do inclusion with six students in different classes all day. 
The students are all learning to speak English as a second language.” 
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Other respondents added details about the types of disabilities or challenges 
their children face. For example, one respondent (ABQ1) wrote, “Most of the children 
that I work with are low level learners not necessarily learning disabled.” Another 
respondent ((ABQ2) explained her campus supervisor role this way: “Some of my 
students speak Hispanic, Asian, or [Pacific] Islander languages. And I’m with them 
outside of classes. I walk the hallways and the back of the school.” Another respondent 
(ABQ6) wrote, “I’m in a Title 1 setting. This is just one 5th grade class where I work 
with [children in] 5th-8th [grades].”  Another respondent (ABQ9) wrote, “[My children 
have] behavior issues due to a lack of academic self-esteem.” 

 
How are Paraeducators Prepared? 

 
When asked about their preparation to work in inclusive classrooms, the 

majority (70%) indicated they had received no preparation: three respondents wrote 
“None” and four respondents did not respond to this item. However, although she did 
not characterize this as preparation, one respondent (ABQ6) wrote that she had 
completed 120 hours of observation hours in k-12 settings which could be considered a 
form of preparation for working in inclusive classrooms. Another person (ABQ3) noted 
that her primary job was to help the students in the classroom (without explaining how 
she learned to do that).  

 
Three respondents wrote that their preparation for working in inclusive 

classrooms consisted of meeting and planning with the teacher. Respondent #4 wrote 
that she had the habit of doing the assignment ahead of time so she could help the 
students. One respondent (ABQ9) wrote that she “reviewed lesson plans with the co-
teachers.” Another respondent (ABQ10) wrote this description: “I meet with general 
education teachers for the day’s lesson before the students come in, and I ask 
questions.” 

 
The paraeducators brought a wealth of prior experiences to their roles. Nine of 

the ten respondents indicated they had prior employment experiences or prior 
experiences working in inclusive classrooms as classroom aides, volunteers, or tutors. 
Experiences included craft instructor, secretary, fast food manager, worker for 
Headstart at a Bureau for Indian Affairs Elementary School and Summer Youth 
Coordinator for the tribal community, Substitute teacher & kindergarten teaching 
assistant, special education, early childhood, and volunteer. One person wrote a richly 
varied list of five types of employment: “pre-school teacher, transportation clerk, meat-
order filler clerk, copier for a company, waitress.”  
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What Do Paraeducators DO? 
 

Respondents rated instructional strategies that typically occur in inclusive 
classrooms according to the literature review (e.g., Thousand, Villa, & Nevin, 2007). 
They circled a number from one to five which represented the extent to which they used 
that strategy during their work with students, where one indicated “not at all” , three 
indicated “somewhat”, and five indicated “a great deal.” Table 2 shows the range and 
average of the ratings for each strategy. Cooperative learning groups was the highest 
rated strategy, followed by the cooperative strategy “think-pair-share” (a dialogue 
technique to allow students to orally practice answers before sharing with the class), 
and peer tutoring arrangements. Two techniques received lowest ratings (carousel 
feedback and discussion cards). 
 

Table 2. Paraeducators Use of Instructional Strategies 
Strategy* Range Average 

Cooperative learning groups 3-5 3.5 
Think-pair-share 1-4 2.8 
Peer tutoring 1-3 2.5 
Carousel feedback 1-4 2.0 
Discussion cards 1-3 2.0 

 *Note: A rating of 1=”Not at all”, 3=”somewhat”, and 5=”A great deal” 
 

Paraeducators rated their beliefs about the work they do and the children with 
whom they interact. All respondents rated the statements according to a five-point 
rating scale. A rating of one indicated their level of agreement was “not at all”, a rating 
of three indicated “somewhat”, and a rating of five indicated “a great deal.”  Table 3 
displays the range and averages for the statements in order of highest to lowest rated 
statement. Half the respondents explained who it is they ask when they want support for 
further differentiating instruction for the students with whom they work: other teachers 
in the school, the classroom teachers with whom they work, and the education 
coordinator at the school.  

 
In conclusion, overall, it can be seen that the paraeducators in this pilot study 

can be considered resourceful and bring a positive mental attitude towards their work 
with children and youth.  
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Table 3. Paraeducators Beliefs about Their Work 
Beliefs  Range Average 

I think that a student who has trouble learning is an instructional 
challenge rather than a student problem. 

2-5 4.3 

I access support when I need to further differentiate my lessons. 1-5 4.2 
I can use different classroom routines to help meet diverse 
needs of my learners. 

1-5 3.8 

I think that not all students must do the same activity in the 
same way. 

2-5 3.7 

 I know how to use flexible grouping when I work in the 
inclusive classroom. 

1-5 3.7 

Note: A rating of 1=”Not at all”, 3=”somewhat”, and 5=”A great deal” 
 
What Issues or Challenges Do Paraeducators Face? 
 

The literature is very clear about the issues that must be addressed when 
paraeducators work in inclusive settings (e.g., Devechhi & Rouse, 2007; Doyle, 1998; 
Marks, Schrader, & Levine, 1999; Pickett & Gerlach, 1997; Riggs & Mueller, 2001; 
Rueda & Monzo, 2002). These issues include not being asked for their opinions about 
the children with whom they work, lack of time to collaborate, lack of training, and 
lack of supervision.  

 
As shown in Table 4, the majority of respondents reported that they needed 

more training (80% or eight said “yes” while two said “no”). On the other hand, 
supervision for these respondents seems not to be an issue given that the majority said 
they received good supervision (80% or eight said “yes” compared to two who said 
“no”). The majority of respondents said that the teachers who work with them ask for 
their opinions about the children in the classroom (70% or seven said “yes” while three 
said “no”). As for time to collaborate with the teachers, half (50%, N=5) said they had 
time and half said they did not. 

 
Two issues were raised that were not explicitly stated in the survey. One issue that a 
respondent noted is related to teachers who do not want paraeducators in their 
classrooms. She wrote, “Teachers’ don’t help you or want you in there.” Another issue 
relates to the rural or urban nature of the settings in which paraprofessionals work. In 
the words of one respondent (ABQ5), “It might be helpful to understand rural small 
districts. Our school has only 265 students, k12, all in one building. Our paras work in 
all areas of the school, all levels, often on the same day. Paras have to be very flexible 
and must deal with [children at] all grade levels and disabilities. I do not think that we 
recieve [sic] the training that we need, nor do we have proper supervision. Our 
classroom teachers do not know what a para’s role is nor how to supervise paras that 
are place din their classrooms. Frustration levels are very high because roles are not 
clarified with teachers, students, and paras.” 
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What Opinions and Advice do Paraeducators Offer? 
 

It is touching and revealing to read what respondents wrote about the most 
important part of the work they do in inclusive classrooms. All respondents described 
their work in terms of helping children. In fact, the majority of respondents focused on 
helping their students learn. Listen to their voices as they write about the most 
important part of the work they do in inclusive classrooms: “help the student” (ABQ3); 
“help the students finish their work and stay on task.” (ABQ1); help them get their 
work done” (ABQ2); “help students one-on-one” (ABQ4); “help in all areas” (ABQ6); 
“one-on-one instruction” (ABQ7); “working with a student to help understand the 
lesson” (ABQ8). 

 
Table 4. Paraeducators Speak about Vexing Issues They Face 

Issue N 
(%) 

I need more training in order to work with children with disabilities. 
COMMENTS: 
ABQ4: We must all keep learning. 
ABQ5: Training is continual as things are constantly changing. 
ABQ6: I would need training to work I a self-contained (special) classroom. 
ABQ8: I always need training on new labels. 
QBQ10: I need more training on the disabilities of the students. 

8 
(80% 

When I work in inclusive classrooms, I receive good supervision. 
COMMENTS: 
ABQ5: I am pretty much on my own. The teacher doesn’t know that they need 
to supervise nor do they have training on how to supervise. 
ABQ8: I receive good supervision from the regular education teacher. 
ABQ9: I receive good supervision from the regular teacher but I need better 
supervision from the special educator. 
ABQ10: I receive good supervision from the general education teacher and the 
special education teacher. 

8 
(80%)

The teachers I work with ask my opinion about the children in the classroom 
COMMENTS: 
AbQ4: I am an equal. 
ABQ9: At times I feel the teacher feels too overwhelmed with such  a big 
classroom (6th grade inclusion). 
ABQ10: They ask for my opinion every day during end-of-day feedback. 

7 
(70%)

I have time to collaborate with the teacher(s) that I work with. 
COMMENTS: 
ABQ4: We have a great relationship. 
ABQ5: We have no set collaboration time. 
ABQ6: Not as much as I would like! 
ABQ10: I collaborate during prep hours or morning-lunch breaks or after 
school. 

5 
(50% 
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Others were clear about an expanded definition of who they were teaching. For 

example, ABQ5 wrote “I make myself available to all of the kids not just to those with 
disabilities.” ABQ9 wrote, “I assist students with strategies that are easier to understand 
and I make my special education students good about learning.” And ABQ10 wrote, 
“The most important part of the work I do in inclusive classrooms is meeting the 
students’ needs and working with their IEP goals.” 

 
Other respondents explained some of the circumstances in which they work 

with children. For example, listen to the para-educator whose job title is “campus 
supervisor”: “I’m out in the hallways or we go to the Library. And I take my time with 
them, just being there for them, and sometimes I have to go in a classroom so they will 
be nice to the teacher. Or they are being bad and I walk with them, then I walk them 
back to class” (ABQ2). 

 
The respondents were generous to offer advice about what other paraeducators 

should know about inclusive classrooms.  As shown in Table 5 the comments were 
organized into two categories. “Be Willing to Ask” includes advice to ask questions, 
read books, collaborate and communicate with others to learn strategies to help the 
children. Another category is “Be Flexible” where the advice is to be prepared to be 
busy, and to work with some people who may not know exactly what to do with you.  

 
One para-educator (ABQ7) wrote, “We are so lucky to be in an inclusive 

classroom (^_^).  
 

Table 5. Advice about Inclusive Classrooms for Other Paraeducators 
Category Comments 

Be Willing to Ask! Ask questions (ABQ9). 
You should learn about how to help them and what 
the focus should be for each child (ABQ6). 
Ask questions, read books. You control how 
involved you are in the classroom (ABQ7). 
You need to communicate with the teacher and the 
special education teacher on strategies for students 
(ABQ5). 
Collaborate with each student’s general education 
teachers on a daily basis (ABQ10). 

Be Flexible You are very, very busy (ABQ8). 
Sometimes the special education teacher doesn’t 
know what to do with you (ABQ4) 
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What Do Paraeducators Say about the Survey? 
 

Overall, the survey itself was positively reviewed by the respondents. No 
question marks were inserted to indicate confusion, and half of the respondents (50% or 
N=5) wrote “Yes” to the question “Do you think these questions will help the research 
team know more about what paraprofessionals actually DO in inclusive classrooms?” 
No one wrote comments for how to improve the survey. 

 
One participant at the workshop (who did not complete the survey) is a 

representative of the American Federation of Teachers who mentioned a national online 
survey of paraeducators (FT LeaderNET, 2007). The focus of the survey is to help the 
AFT understand the nature of paraprofessional work post-NCLB due to the requirement 
that direct supervision of the paraprofessional must be provided for the paraprofessional 
to provide instructional services. In that survey, respondents are asked to describe their 
worksite, type of students, years in current position, years with current employer, age, 
and level of education. Questions related to activities pre-and post-NCLB include being 
asked to substitute for a teacher and/or being asked to provide instructional support 
without supervision of a teacher. 

 
The co-principal investigators on this research project will add similar items in 

order to increase the likelihood of making meaningful comparisons between the survey 
results. In addition, two new issues will be added to the survey to reflect those that were 
spontaneously raised by the respondents to the pilot test (i.e., issues that might be 
specific to rural or urban settings, and issues related to working with teachers who don’t 
want paraeducators in their classrooms). 

 
 

Discussion 
 

National statistics on paraeducators in the classroom indicate more than 525,000 
are currently employed in FTE positions nationwide (NCES, 2000). Of that number 
approximately 290,000 or 55% are employed in inclusive general and special education 
programs, self-contained and resource rooms, transition services and early childhood 
settings serving children and youth with disabilities. Approximately 130,000 (nearly 
25%) are assigned to multi-lingual, Title I or other compensatory programs. The 
remaining 20% work in pre-school and elementary classrooms and other learning 
environments including libraries, media centers, and computer laboratories. In 
comparison, the majority (80%) of the respondents in the pilot study were employed in 
inclusive general and special education programs; 10% (N=1) worked as a campus 
supervisor (i.e., school hallways). In terms of the nature of the needs of the children 
with whom they work, the respondents to the pilot study matched the national statistics: 
60% worked in low SES schools (such as schools eligible to receive Title 1 
compensatory support) and 30% worked with students in bilingual settings. In 
summary, the settings in which the paraeducators in the pilot test worked match the 
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national statistics. The paraeducators who responded to the pilot study worked in a 
variety of classroom settings, ranging from special education classrooms, to secondary 
classrooms, to creative combinations of classrooms, and even the hallways and the library 
and school grounds (i.e., campus supervision). 

  
The paraprofessionals in the pilot study seemed to characterize their 

responsibilities as helpers who arranged for more successful learning experiences for 
students. This is very similar to the goal of differentiated instruction (Hall, 2002; 
Thousand, Villa, & Nevin, 2007) where lessons are carefully structured to tap into the 
varied strengths and knowledge bases of the participating teachers. Members of 
teaching teams who practice differentiated instruction structure multiple modes of 
access to the content of instruction, multiple ways to show what has been learned, 
multiple goals of instruction, and varied methods of assessing learning. The 
paraprofessionals in the pilot study seemed most tuned in to differentiating their 
instructional strategies for helping their students understand the content or the 
directions for the assignments. 

 
Many respondents to the pilot study reported experiences that resonate with other 

researchers in the field. For example, some paraeducators reported that they worked with 
other children not just the ones they were assigned and that for the students with 
disabilities with whom they worked, they tried to make the students feel comfortable 
about what they were learning. This sentiment resonates with the study by Marks, et al., 
who found that many pareducators were successful in avoiding the role of hovering over 
the child. Villa, Thousand and Nevin (2004) emphasize that this “Velcro effect” should 
be avoided when paraprofessionals work with co-teachers. In fact, many experts agree 
that the paraprofessional role should more clearly focus on creating interdependence with 
the peers in the classroom and independence from adult supervision (Mueller & Murphy, 
2001; Pickett & Gerlach, 1997). 

 
A challenge that the respondents in the pilot study raised relates to working with 

those who do not know what to do with another adult in the classroom. Although the 
survey was not designed to tease out factors related to more effective working 
relationships, the respondents were clear about the importance of having time and 
opportunity to collaborate with the teachers in the classrooms in which they work. This 
issue has been raised by others (e.g., Pickett & Gerlach, 1997) and has recently been the 
focus of an ethnographic study of teaching assistants and their co-working relationships 
with teachers (Devecchi & Rouse, 2007). In that study, Devecchi and Rouse used 
observation and interview techniques to identify factors that enabled collaboration, 
namely being approachable and respectful, being professional and competent, sharing 
knowledge/skills/resources, being autonomous, being flexible and simultaneously having 
clear roles and responsibilities. The respondents to the pilot survey, however, seemed to 
report only 2 of those factors, namely the importance of being approachable (as indicated 
by descriptions of when to talk to teachers about what was expected of them) and being 
autonomous (as indicated by the advice to “Ask Questions!” The confirmation of these 
promising trends awaits the outcomes of the national survey and subsequent qualitative 
interviews of volunteers to verify and instantiate the survey results. 
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Conclusion 

 
Overall, the demographics of the respondents to the pilot test favorably compare 

to the national statistics with respect to where paraeducators work, and types of students 
with whom they work. The results of the ratings on the issues and open ended questions 
resonate with the results of other researchers in the field. And the nature of the work they 
do (i.e., the instructional strategies and routines they follow) match the roles and 
responsibilities described by national experts. The co-principal investigators conclude 
that the structure of the survey is suitable to the purpose of the study. They will add items 
to the survey in order to compare results to the national survey conducted by the 
American Federation of Teachers and items related to issues explicitly raised by the 
respondents. 
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Overview 

 
As special education advances into the 21st century, educators are confronted with the 

never-ending challenge of providing for the individual needs of their students.  Special and 
regular education teachers alike are questioning current practices and beliefs regarding effective 
methods of instruction.  Because of recent initiatives and educational reforms, diversity in the 
general education classroom is steadily increasing.  As the trend towards inclusive schooling 
practices escalates, the need for school-wide collaboration is imperative.  Meeting the diverse 
needs of students requires methods of service delivery that incorporates collaboration between 
special and regular education teachers.  In recent years, collaborative teaching has become a 
means for providing students “a free and appropriate public education” in “the least restrictive 
environment”. (IDEA)  Co-teaching is described and defined in a variety of ways, but the overall 
principles remain remarkably similar.  Gately and Gately (2001) define co-teaching as “the 
collaboration between general and special education teachers for all of the teaching 
responsibilities of all students assigned to a classroom.”  Moreover, Cook and Friend (1996) 
define co-teaching as occurring “when two or more teachers, one general educator and one 
special educator, share physical space in order to actively instruct a blended group of students, 
including students with disabilities.”  Although a statewide definition has not been adopted, co-
teaching occurs in many named and unnamed classrooms.  In a true co-teaching classroom, 
general and special educators work together to develop differentiated instruction to meet the 
needs of a diverse student population.  Teachers share the planning, presentation, evaluation, and 
classroom management in an effort to enhance the learning environment for all students.  
General educators who specialize in understanding, structuring, and pacing curriculum are paired 
with special educators who identify unique learning needs and enhance the curriculum and 
instruction to match these needs.  By implementing this collaborative system, teachers can 
provide integrated services for all students, regardless of identification. (Zigmond, 2001)    

 
Effective Co-Teaching 

 
Several layers of support are essential for effective co-teaching.  This must come from 

the district, administration, classroom teachers, parents and the community.  District backing 
helps to guarantee that efforts are properly utilized and also facilitates communication 
throughout the school system.  Support at the district level allows co-teaching to become a 
fundamental component of school. The district also helps communication between schools and 
the surrounding community.  The study from Chriss Walther-Thomas suggests that the “district-
level task force committees should include administrators, teacher leaders, related services 
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professionals, families, and other appropriate community agency representatives (e.g., vocational 
rehabilitation specialists, adult services workers, college support counselors).”  Unless all 
supports are in effect then, there could be potential resistance, and as a result, co-teaching would 
be short-lived.  

It is imperative that school administration give the co-teachers time to plan on a regular 
basis.  Administrators assist teachers in addressing issues, provide staff development, utilize 
resources, manage classroom size, and balance class rosters.  As instructional leaders, effective 
principals provide the vision, incentive, recognition, and moral support to teachers during 
challenging stages in the implementation process (Walther-Thomas, in press). 

Continuing staff development adds another element of support for program stability.  Not 
all teacher preparation programs offer upcoming teachers a clear vision of what co-teaching is, or 
why it is so important.  The entire staff benefits from specific training in student scheduling, 
learning strategies, cooperative learning, peer tutoring, and instructional modifications.  Staff 
development also assists interpersonal interaction in problem solving, conflict resolution, and 
negotiation.  

As with any classroom, supportive parents are vital for meaningful student experiences.  
The co-taught classroom greatly benefits from parental involvement.  Furthermore, parents 
provide a link between the classroom and the community.  The support from the community 
helps the co-teaching method become a more widely accepted and recognized norm in education. 

In addition to the layers of support, other characteristics are, without fail, found to 
accompany a successful co-teaching relationship.   It is at the classroom level that teachers find 
success when utilizing the characteristics of having good communication, regular planning, and 
joint commitment.  It is suggested that the co-teachers make a commitment to the process and 
relationship for at least two years.  It takes a lot of work to align schedules and compromise 
ideas.  Because of the intense commitment requirement and the extreme demands, it is not 
recommended to put someone in this position for remediation purposes.   

Both the special and general education teachers bring unique expertise to the relationship.   
They must recognize that neither teacher serves the student more or better than the other.  As a 
result, they can enhance each other’s abilities for the greater benefit of their students.  Combined 
with this appreciation, co-teachers must have reciprocated respect and appreciation for each 
others’ hard work and enthusiasm.   

Once a commitment is in place, and both teachers are aware of each others’ differences, 
effective planning is imperative.  Walther-Thomas (1995) found that five planning themes 
surfaced among effective co-teachers. 

1. Effective planners trust the professional skills of their partners 
2. Effective planners design learning environments that insist on active involvement 
3. Effective co-planners create an environment where each teacher’s contributions 

are valued, where classroom roles are ongoing and shared fairly 
4. Effective planners develop efficient routines  
5. Over time planning becomes more productive, comfortable, and creative.  

The most crucial element in effective co-teaching is the relationship between the 
teachers.  They need to spend time getting to know each other to recognize strengths, 
weaknesses, interests, and attitudes that will make them more cohesive.  Time invested in their 
relationship will facilitate desired results in their students and in each other.  The focus of the 
relationship should gear towards positive interpersonal communication, familiarity with the 
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curriculum, curriculum goals and modifications, instructional planning, instructional 
presentation, classroom management, assessment, and a Co-teaching Rating Scale (CtRS).    

The co-teaching rating scale can provide essential information for areas of discussion that 
may otherwise go unaddressed.  “The co-teaching is an informal instrument that co-teachers and 
their supervisors can use to examine the effectiveness of co-teaching classrooms.  The CtRS can 
help teachers focus on areas that need improvement.  The CtRS can also help teachers determine 
which of the components of their relationship are contributing ot their success.  The profile that 
the CtRS yields can be used by co-teachers to develop co-teaching goals.  The CtRS can be used 
by administrators and supervisors as a tool for examining the effectiveness of co-teaching in their 
buildings.  The CtRS allows the supervisor to focus on specific aspects of the co-teaching 
relationship that may need improvement.  There are two forms of the CtRS.  The special 
educator on the co-teaching team completes their form and the general education teacher 
completes the general form.  Each form asks similar questions.  To complete the CtRS co-
teachers simply answer the questions on the scale.  Co-teachers benefit from completing results 
with their partners.  This can form the beginnings of professional discussions for the co-teachers 
as they evaluate their perspectives of their work in the co-taught classroom” (Gately & Gately) 

 
The Benefits of Co-teaching 
 

The extent to which co-teaching improves student academic results remains 
undetermined; however, research reveals that although there are setbacks, the benefits outweigh 
the criticism.  The Chriss Walther-Thomas study showed positive results in 23 schools over three 
years, within eight districts.    It was reported that “students with disabilities developed better 
attitudes about themselves and others.” Most students showed improvement in their academic 
abilities, remained in the general education population, and had a greater desire to learn.    
Additionally, it was determined that the students with disabilities became less critical, and began 
to see their own academic and social strengths.  These students working in heterogeneous groups 
were provided the opportunity to learn new information and build on each other’s prior 
knowledge.   Co-teaching provides an avenue to meet the needs of a greater variety of students, 
which results in more student-teacher time and attention.  

Keefe and Moore found that co-teaching had a positive effect on students with and 
without disabilities.  General education students benefit by receiving individual help and 
modifications through the collaboration between both teachers.  A recent study conducted by 
Schwab Learning (2003) documented the impact of co-teaching in 16 California elementary, 
middle and high schools.   Results included decreased referrals to intensive special education 
services, increased overall student achievement, fewer disruptive problems, less paperwork, 
increased number of students qualifying for gifted and talented education services, and decreased 
referrals for behavioral problems. (Nevin, in press)  Furthermore, there was increased tolerance 
from general education students towards children with cognitive deficits.   (Pugach and Johnson, 
1995)  In another study (Gerber and Papp, 1999) students with and without disabilities, including 
parents, were interviewed regarding their perceptions of impact in a co-taught classroom.  
Students and parents alike reported positive results.  

The deployment of two professionals teaching in one classroom is an extremely effective 
way of providing instruction to increasingly diverse groups of students in general education. 
(Gately & Gately, 2001)  Co-teaching provides a greater opportunity to capitalize on the diverse 
and specialized knowledge of each instructor, allowing the teachers to assist and learn from each 
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other.  In addition, they reported being happier and not feeling so isolated.  Co-teachers benefit 
from establishing mutual goals and accepting mutual accountability for key decisions.  Teachers 
have the opportunity to demonstrate cooperative and collaborative skills to their students. 

With the IDEA emphasis on the least restrictive environment, co-teaching creates less of 
a stigma for students with disabilities.  Positive findings of Walther-Thomas’s evaluation of co-
teaching models included improved academic and social skills of students.  These consisted of 
improved attitudes, self concepts and peer relationships.  Students perceived that these 
enhancements stemmed from personal support and an improved sense of community within the 
general education classrooms.   

 
Barriers  

 
Although it is generally agreed that co-teaching is very beneficial to students with and 

without disabilities, there are several obstacles that accompany the co-teaching approach.  It 
must be emphasized that these barriers are not excuses to abandon co-teaching.  Rather, exposure 
to these obstacles can be insightful and can provide an opportunity to plan for success.  Barriers 
in co-teaching range from lack of time to shared space, adding more content to an already full 
curriculum, and lack of adequate training.  Both general and special education teachers agree that 
overcoming the barriers is challenging, worthwhile, and imperative. 

One of the strongest barriers voiced by both general and special education co-teachers is 
time; the most common being the lack of time for mutual planning.  Adequate time is imperative 
to discuss shared responsibilities, lesson plans, task division, and other necessary components. 
Another setback in this area is finding common time to attend meetings.  This can be even more 
challenging if both teachers are not on the same schedule. Not only do co-teachers need time for 
formal preparation, but they also need time to learn how to plan together as co-teachers.  
Additionally, they must invest time into their relationship to acquaint themselves and continually 
foster their partnership. 

Mutual planning time decreases role confusion, a common setback where the general 
education instructor is recognized as the “real teacher” with the special education instructor 
being the “assistant”.  To meet the various needs of students with disabilities, special education 
teachers use adaptations in their planning which is not usually the case with the general 
education teacher.  However, if the general education teacher plans lessons alone, the special 
education teacher may feel uniformed as to how the lesson is to be perceived by the class.  The 
special education teacher is then, at a disadvantage.  The situation can escalate to a state where 
the special education teacher is unable to help any or all of the students.  Furthermore, the special 
educator is of little or no assistance to the general education teacher. Both co-teachers must be 
capable contributors to make these partnerships equitable and productive.   

When teachers from different disciplines try to work as a team their unrelated educational 
preparation may cause conflicting expectations (Fennick & Liddy, 2001).  Because of the 
emphasis on inclusion, special education teachers are trained and more prepared for co-teaching. 
Teacher preparation programs for special education teachers are more likely to include course 
work that includes training in collaborative teaching and inclusion (Vance, 2001).  As a result of 
their training, special educators consider themselves more informed than general education co-
teachers about the possibilities and benefits of collaborative teaching (Fennick & Liddy, 2001).  
In contrast, general educators feel they had limited training in teaching students with disabilities.  
As a result, they feel unprepared to teach these students, even in the co-taught setting.  This 
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variation in Professional Teacher Preparation Program requirements can create a situation where 
co-teachers need combined co-teaching training.  Furthermore, most teachers have worked in 
isolation throughout their careers.  The opportunities to plan and develop for ongoing projects 
with other teachers were limited and as a result they were not prepared for their new roles as 
collaborators.  Even for competent teachers, it takes time to become effective co-teachers 
(Walther-Thomas, Bryant, and Land, 1996).   

Another primary concern shared by co-teachers is the notion that students with special 
needs are in co-taught settings with the sole purpose of social integration.  Knowing that these 
students would be unable to achieve course objectives served to accentuate the special education 
stigma and contribute to a sense of alienation (Austin, 2001).  This stigma stems from 
uninformed attitudes of students and teachers.  Another stigma that can generate in an inclusive 
setting is the notion that students with disabilities in the general classroom cannot perform. 

Understandably, teachers are apprehensive of the potential negative effects that the co-
taught environment has on students without disabilities.  Some teachers observe a boomerang 
effect where the students without disabilities emulate the troublesome behaviors of those 
students with disabilities.  Another cause of concern is the disruptive behavior that students with 
disabilities have on the learning environment.  

Recognizably, behavior management in the co-taught classroom is a multi-faceted 
concern.  Sometimes, in the inclusive environment, both the general and special educators have 
differing opinions of who is responsible for behavior.  Generally, each teacher sees themselves as 
the primary disciplinarian.  This confusion usually occurs during the initial stages of co-teaching, 
and the role of “behavior manager” falls upon the special education teacher, allowing the general 
education teacher to “teach”.  The relegation of this role serves to undermine the special 
education teacher’s position in the classroom as a teacher (Gately & Gately, 2001). 

 
Elementary School 

 
Concerns about sufficient planning time, administrative support, resources, professional 

development, and teacher willingness parallel across the board among teachers in all grade 
levels.  A study conducted with focus groups of general and special education co-teachers in 
elementary and high schools verifies these commonalities (Keefe and Moore, 2001).  
Additionally, co-teaching compatibility is the attribute of greatest consequence for success, 
regardless of the grade levels.  There are, however, unique elements of co-teaching that exist in 
each grade. 

At the elementary level, co-teaching is widely accepted among general and special 
educators, with an overall agreement that co-taught classrooms are beneficial for all students.  
Students in the elementary grades are commonly taught by one teacher, but may visit other 
teachers for specials.  As with any co-teaching situation, the most favorable results occur when 
the special educator can work closely with the general educator.  This becomes difficult in the 
elementary grades if one special educator is co-teaching with two or more general educators.  
Because many students with disabilities have deficits in reading, this issue escalates with reading 
instruction.  It is such a critical component of the elementary curriculum and is often scheduled 
at the beginning of the day.  Although scheduling becomes difficult, it is the most essential 
aspect of co-teaching at the elementary grades to meet the needs of all students. (Gately & 
Gately, 2001) 
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Middle School 

 
In a meta-analysis, Murawski and Swanson (2001) found an overall moderate effect for 

student progress favoring co-teaching.  Unfortunately, this research does not substantiate a 
strong support for improving student outcomes.  Because of the limited number of studies 
showing increased academic achievement, another search was implemented, looking at student 
conduct.  This research highlighted the behavioral benefits of co-taught classrooms in middle 
schools.  Student engagement, participation, student-teacher interaction, student-student 
interaction, and positive self image were all indicators of increased student involvement 
(Magiera, Smith & Zigmond 2005).  Although, there seems to be substantial reasoning to 
implement co-teaching in middle school, it is highly recommended that a short resource period 
be implemented daily to review or preview important information for the students with 
disabilities. (Deiker, 2001) 

A recent study by Wendy Weichel Murawski and H. Lee Swanson (2001) revealed that 
co-teaching benefits students in elementary and high schools.  Ironically, it was not as effective 
in middle schools, which has the highest percentage of co-teachers.  This poses the question, 
“Why has co-teaching been found to be more effective in elementary and high schools than in 
middle schools?”   This study provides an opportunity for further research in this area.   
 

High School 
 
Co-teaching at the secondary level brings a unique set of challenges.  Although many 

secondary teachers have mixed or even negative attitudes towards inclusive education, teachers 
in co-teaching relationships view inclusion favorably (Keefe & Moore 2004).  Teachers report 
that students with disabilities struggle with the demands of the high school curriculum more than 
at previous grade levels.  Along with the demanding curriculum, co-teachers face substantial 
challenges with the increased emphasis on content area knowledge, the need for independent 
study skills, faster paced instruction, high stakes testing, high school competency exams, less 
positive attitudes of teachers, and the inconsistent success of strategies that were effective at the 
elementary level (Mastropieri and Scruggs, 2001).  

In a study by Keefe & Moore (2004), one of the major concerns for compatible co-
teaching in the secondary level is unclear roles of general and special education teachers.  The 
cause of this apprehension is the lack of content knowledge by the special educator (Keefe & 
Moore 2004).  Most teams settled into a division of roles involving the general education teacher 
taking responsibility for the curriculum, planning, and large group instruction.  By default, the 
special education teacher was left helping individual students and designing modifications. This 
division of labor led to a major challenge for co-teachers; the limited role of the special 
education teacher.  This limited role is not something that co-teachers planned for, although it 
seemed to be related to the lack of content knowledge on the part of special education teachers. 
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Co-Teacher Relationship Scale 
 

Method 
 

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

Results 
 

The null hypotheses was accepted in the Arizona study, stating that there was no 
significant difference between general and special educators on their reported beliefs and 
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approaches to teaching and personal characteristics.  This is very significant, as past research 
reported differences in these two types of educators.  These results from the 290 respondents 
may indicate that the gap is shrinking between educators in co-teaching relationships.  Moreover, 
the fact that general and special education teachers have reported minimal variance in their 
beliefs, approaches to teaching, and personal characteristics shows that effectiveness has a 
greater potential because they want, and are willing to work for the same things for their 
students.  Although there was such an insignificant difference in the beliefs, there were minimal 
similarities and variances worth discussion in the two components of the survey.   

 
 

Approaches to Teaching 
 
How to structure children’s activities 
This question represented the highest percentage of reported difference, at almost 21%. This can 
highlight the diversity of types of activities that are offered to the students in the co-teaching 
environments. 
 Beliefs about the curriculum 
There was an 87% reported similarity in beliefs about the curriculum for young children.  This 
result indicated that not only do the co-teachers believe they are on the same page, which should 
be Arizona State Standard’s based. 
Beliefs about Inclusion 
An 84% similarity in beliefs about inclusion may indicate a skewed sample, as they may already 
have beliefs grounded in inclusion; hence they are willing participators in the relationship.  There 
was no way of indicating whether or not the teachers were willing participants in their co-
teaching position, or if they have recognized the benefits and have become committed to the 
method. 
How to adapt and individualize activities 
Six percent reported an extremely different approach to adaptations and individualization, and 
again, these differences, although slight, may compliment each other in the classroom. Here, the 
methodologies used by the individual teachers come from their professional training, one in 
content the other in modifications and accommodations based on individual needs, therefore, the 
opportunity to enhance the other person’s abilities is present. 
How to manage inappropriate behavior 
There was a 22% reported difference in behavior management, which may indicate different 
styles to correspond to different students.  Also, there will be variation in approaches and ideas 
for managing inappropriate conduct. 
Parent Involvement 
This question represented the highest percentage of similarity (92%), as co-teaching pairs tend to 
have similar beliefs about parent involvement.  Further research may indicate what their beliefs 
actually are 
 

Discussion 
 

There were some findings that reveal characteristics conducive to functioning co-teaching 
relationships.  For instance, there were high reports of perceived mutual confidence.  This report 
does not necessarily denote that the teachers are overly self-assured, or flawless, but rather, the 
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teachers likely feel confident in using their strengths, while exposing their faults in working 
together towards a common goal.  Also, there were some slight differences in beliefs, however; 
the co-teaching pairs reported their overall experience as effective.  This indicates that the slight 
differences in their ideas may be necessary in the diverse inclusive classroom.  One of the most 
glaring parallel drawn from the results was the relationship between dedication and 
effectiveness.  It is quite probable that the perception of dedication among co-teaching pairs 
effects the perception of an effective relationship.  Essentially, if they both feel that their partner 
is equally dedicated to the classroom relationship, they feel effective. 

The significance of the results from the Co-teacher Relationship Scale in Arizona was that 
the lack of difference in the respondents’ beliefs and attitudes about their relationship.  This may 
be an indication of a positive mutual attitudinal shift towards collaboration between general and 
special educators.  Furthermore, the results of this survey should be an encouraging catalyst for 
promoting co-teaching in various settings.   
 

Implications 
 

The co-teaching relationship scale was electronically sent statewide to all district 
Principals and Directors of Special Education, who were then asked to forward the survey to the 
co-teacher pairs.  Because the survey did not involve face to face interviewing, there was no 
control over how it was filled out.  As a result, there is no way of determining whether or not the 
teacher filling out the survey was indeed in a co-taught classroom.  Furthermore, the survey may 
not have been filled out by a certified teacher, for instance a para-professional may be considered 
to be participating as a co-teacher. 

The survey was sent to principals, and this may have skewed some of the results.  First of 
all, if the teachers felt that their principal would be viewing the completed survey, the teachers 
may have over or underestimated their responses.  Also, as our preliminary research indicated, 
not all principals are aware of the definition of co-teachers in the inclusive classroom.  
Furthermore, it is quite probable that a principal or director of special education responded to the 
survey in lieu of a co-teacher. 

As with any survey, it is also possible that teachers felt obligated just to complete survey 
and did not take the proper time to carefully read and contemplate each question.  Furthermore, 
because of the inability to track participants, there is no way to determine if the survey was 
completed more than once by the same person, thus causing data to be duplicated in this 
insistence.   

The trends exhibited in this project tend to support the effectiveness co-teachers when 
there is congruence of beliefs about the co-teaching process. Yet, even dissimilar views can 
compliment the instruction process through diverse strategies and multi-teaching/learning 
modalities. 

 
Further Research 

 
As with all research, topics surfaced that inspire the need for further research.  There is an 

overwhelming need for investigating the academic success of students, with and without 
disabilities in a co-teaching environment.  Research also needs to be prepared on quantitative 
measures of students’ test scores or report card grades taken before and after the inclusion 
experience (Austin, 2001). Not only is quantitative research needed in this arena, but qualitative 
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research would deem extremely valuable.  Interviews of students in a co-taught setting would be 
advantageous to determine the students’ perceptions.   

With the results in the Arizona study indicating that teachers in co-teaching relationships 
have analogous beliefs, research needs to be conducted to determine what the indicating factors 
are in the effectiveness of the relationship.  Furthermore, the determining whether or not the 
perceived effectiveness is a result of a compatible relationship, an inclusive setting, or another 
factor.  Another question worth pursuing is whether or not the number of years dedicated to co-
teaching influences the effectiveness of the relationship. 
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ABSTRACT 

In current society, the gender stereotype concepts have been shifted from the viewpoint 

of believing that women should not have education to the viewpoint that both genders are 

equal. In this study, the samples are from one kindergarten and one preschool of Tainan 

County of Taiwan. Studying the effects of gender and intervention was the purpose of this 

study. The major gender effect was found on pre-tests such as playing the car model, playing 

Frisbee, the perception of a brave personality, and the gender-stereotyped knowledge of police; 

the same case was for the post-test, such as playing with dragon model, jumping rope, and 

playing Frisbee, beauty, and skinny as well as fat statue. The results showed that there were 

several major shifts in the number of children perceiving the toy, activity, occupation and 

characteristic differently from the pre-test to the post-test. Implications are discussed.  

Keywords: gender, stereotyped knowledge, gender role, storybook, gender stereotype  
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Abstract 
 

This study seeks to explores the relationship between principals’ managerial roles under 
School-Based Management and school improvement and also to determines the moderator 
effect of teachers’ professional development activities on this relationship. Data from a 
representative sample of urban secondary schools were gathered through questionnaires 
from 127 principals and 694 teachers. This study found significant relationship between  
some of the factors of principals’ managerial roles variables under school-based 
management and school improvement, which in turn is positively related to teachers’ 
professional development. Teachers’ collaboration, in-service training, action enquiry, 
classroom observation, and study habit of teachers have been merged as moderators of the 
relationship between principals’ managerial roles under school-based management and 
school improvement.  The findings of this study provide important information for policy 
makers, educational managers, and especially for the principals and teachers concerned 
with the improvement and well being of secondary schools under the school-based 
management system. Although prior studies have investigated the influence of different 
antecedents pertaining to school improvement, it is still scanty to work on these variables 
especially in Bangladesh’s perspective. In this inquiry an attempt is made to overcome this 
sterility  
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Introduction 
 

Principals’ leadership is the primary factor contributing to a successful relationship 
between school-based management (SBM) and school improvement (SI) (Delaney, 1997) 
because school principals are authorized key figures (Amundson, 1988) at site level 
under the SBM system. Though SBM is viewed as a positive and successful vehicle of 
SI, there are uncertainties pertaining to roles of principals. As considerable research 
continues to demonstrate the pivotal position of principalship in school management 
(Hallinger, 2003; Leithwood & Jantzi, 2000), there should also be similar work on roles 
that principals can utilize to achieve their schooling objectives. Unfortunately, as there 
are no clear basic guidelines, the principals generally play their role as situation demands. 
It varies from school to school, state to state, and country to country. This study is an 
attempt to examine some basic principals’ roles that have common impact on SI. 
 

Literature Review 
School Based Management 
According to Murphy (1997), SBM is a strategy to decentralize decision-making to the 
individual school, which facilitates the empowerment of parents and the professionalism 
of teacher, shared decision-making among key stakeholders at the local level. Though 
Lindquist (1989) argued that variation of the SBM concept seems to be confusing and 
conflicting, White (1989) explains that these variations are regarded through the levels of 
authority of the actors involved and the areas of control. Cotton (1992) in his model 
admits that there are other variations as well. Therefore he has worked on sixty-nine 
documents and assembled all definition together. According to Cotton (1992) SBM is a 
form of district organization that alters the governance of education represents a shift of 
authority towards decentralization. It is identified that the school as the primary unit of 
education; changes and moves towards an increasing decision making power to the local 
school site. 
Conceptual ideas of SBM definitions (Mojkwoski & Fleming, 1988; Peterson, 1991; 
White, 1989) concluded that: 

• the school is the primary unit of change. 
• those who work directly with students have the most informed and credible 

opinions. 
• the school principal is the key figure in school improvement. 
• SBM supports the professionalism of the teaching and vice versa, which can lead 

to more desirable schooling outcomes. 
 
Principal’s Roles under SBM 
Cotton (1992) has projected the four roles that principals practice under SBM. The first 
role ‘chief executive officer’ is the act of decision-making. The principal as an executive 
officer primarily discovers the problem and then with creative approach and wisdom to 
solves it. Consequently, Malen, Ogawa and Kranz’s (1990, 1990a) works also support the 
stand of Cotton (1992) with regard to the notion of principals as the chief executive 
officer under SBM. The second role is the collegiality and sharing of authority where 
teachers feel comfortable in exchanging opinion and sharing decisions. Principals create 
the positive climate and encourage teachers to participate in decision-making. pertinent to 
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this, Rosenholtz (1985) stated that the most effective schools do not isolate teachers but 
instead encourage a close collaboration. This is done by establishing and maintaining a 
collaborative relationship with school staff, valuing teachers’ ideas, and seeking their 
input. Hargreaves (1994) supported the idea that teachers are able to implement new 
ideas within the context of supportive relationship or partnership. The principal plays the 
third role as an instructional manager. Generally, effective principals have high 
expectation for school improvement, and support others towards achieving the common 
goals. The Maryland Instructional Leadership Framework (2005) focuses on bearing this 
knowledge for school principals to be the manager of teaching-learning in the school. 
Principals’ accountability according to Cotton (1992) under SBM must be accountable 
and act as the guardian of teachers and students, otherwise it may cause barriers to open 
communication, debate and critique (Havnes & Stensaker, 2006).  
  
Wohlstetter (1994) and Mohrman (1993) saw evidence of emerging new roles for 
principals in restructured SBM schools. They argued that principals in SBM School need 
to balance a variety of roles. The principals’ roles evolve from direct instructional 
leadership to a broader role of orchestrating decision-making; often through teams of 
teachers and interacting with a wider range of individuals, including community members 
and other stakeholders. Principals identifying roles were also depicted in some other 
works (Ceperly 1991; Clune & White, 1988; Conley & Bacharach, 1990).  Drawing on 
the available research evidences, Cranston (2001) encompassed six key roles of principal 
under SBM, of which are leadership in education, management change, outcomes, 
accountability, people and partnership. The last role - people and partnership is referred 
to as the most relevant and important.  Cranston (2001) concluded, with the 
acknowledgement from Limerick, Cunnington and Crowther (1998), that the enormous 
challenges for principal are in fact not much different from those leaders of any 
organization in these globalization and technological era. 
 
In Bangladesh, community control SBM in the form of School Managing Committee 
(SMC) consists of 11 members, of which 4 guardians’ and 2 teachers’ representatives are 
elected through government supervised electoral system. The Headmaster is the member 
secretary and the local parliament member or his representative works as chairman. There 
are two other members in donor and educational entrepreneur category each. Their 
functions, responsibility and power are well distributed. Two third majority decisions are 
practiced. They have the right to express their opinions in every aspects of school 
administration other than academic affairs. The headmaster is the sole authority with 
regard to academic matters.  However, a well managed headmaster always encourages 
the teachers to contribute in academic decision making according to their expertise. 

Teachers’ Professional Development Activities 
There is no specific amount of dimensions of professional development. Different 
researchers have viewed in different ways. But some basic components are almost 
common which are essential for teaching improvement. 
 
Hopkins et al. (1994) found out two strategies which link staff development to school 
improvement; first, the on-going practices in the school, and second, the link and 
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strengthening other internal features of the school organization. These strategies are 
recommended to be done by peer observation, clinical supervision, coaching and in-
service training. While Pfannenstiel et al. (2000) suggested that traditional professional 
development activities are to attend workshops, college courses, conferences and 
meetings whereas job-embedded activities are observing demonstration lessons, coaching 
or mentoring, participating in study groups, reflecting specific classroom practices, 
conducting action research, planning lessons jointly with other staffs and collegial 
sharing of best practices.  
 
Harris (2002), in his topics of ‘Teacher Development for School Improvement’ has sorted 
out some major components of effective staff developments; namely teacher 
collaboration, action inquiry, classroom observation and personal reflection, which 
include the curricular focus and teachers’ study habit. Abdul Jalil Ali (2004) has framed 
five characteristics of successful professional development for teachers: professional 
development design, professional development delivery, professional development 
content, professional development context and professional development outcomes. 
Professional development delivery includes expert presentation, clinical supervision, skill 
training and action research as some of the knowledge delivery methods. He has graded 
these programs as successful professional development activities and quoted from 
Bredson (1997), that professional development objectives require time in the case of 
school improvement. At present, is time being, these professional developments activities 
ultimately lead to school improvement. 
 
School Improvement 
School Improvement (SI) is a journey towards excellence on some changing process. 
These changing domains can be identified from the work of distinguished researchers 
who worked on different phases of school improvement ever since a decade ago. Most of 
the domains are almost similar but they are explained in different ways. Some of the 
researchers have emphasized on changing the school culture such as through included 
learning condition and related internal conditions, teacher and leadership development 
and classroom improvement (Miles, Elkholm, & Vandenberghe, 1987; Barth 1990; 
Fullan, 1991; Scheerns, 1992).  
 
Some others termed SI as multilevel intervention and mobilizing change at school, 
department and classroom level. (Fullan, 1993; Hopkins, Ainscow & West, 1994; 
Hopkins & Harris, 1997).  Creemers (1994) has highlighted teaching and learning process 
as main determinants of SI. Hopkins (2001) suggested adapting the management 
arrangements within the school to support teaching and learning as a strategy for 
educational change for real improvement. Harris (2002) has highlighted a number of 
important findings about the successful process of successful school change such as 
teacher development leadership development, improving the learning condition and the 
school culture.  
 
Hopkins (2001) draws a framework of SI and school excellence where leadership and 
management, professional pathways, teaching, environment, evaluation, students 
learning, collaborative planning, curriculum assessment of learning are crucial elements. 
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For example, the Australian Capital Territory (2004) has used some of the relevant 
elements for its SI framework primarily teaching practice, learning and assessment, 
curriculum, student focus and leadership behavior. In spite of obvious contextual 
differences and definitional and measurement issues, there is wide consensus that 
principals leadership role has tremendous impact on SI. It is important, therefore, to 
understand and determine the influential factors of principals’ leadership roles that 
impact on SI. 
 
As the school principal is the key figure in SI under SBM, the roles and responsibility of 
principal under SBM greatly influence the SI process. Though the basic responsibilities 
of principal are the same in different model, there are some variations. The principal 
needs to operate differently from previous time (Sullivian, 1988). For these reasons, the 
managerial roles of principal under school-based management have been the subject of 
much research in educational setting for SI. 
 
 
Hypotheses 

Ho1 There is no significant relationship between headmaster’s management roles 
under SBM and school improvement. 

Ho2 There is no significant relationship between headmaster’s management roles 
and teachers’ professional development activities. 

Ho3 There is no significant relationship between teachers’ professional 
development activities and school improvement. 

Ho4 Teachers’ professional development moderates the relationships between the 
headmaster’s management roles under SBM and school improvement. 

 
Research Methodology 
The population of the study was the headmasters and teachers of the secondary schools of 
Dhaka city in Bangladesh. The total number of secondary schools in Dhaka is 315 with 
10634 teachers (BANBEIS, 2006). The sample for this study was comprised of 177 
schools (30 schools with the passing rate 75%-100%, 22 schools with less than 25% 
passing rate, 45 schools with the passing rate 25%-49% and the rest 80 comprise of 50%-
74% passing rate in the first public examination in Dhaka city of Bangladesh). In the 
second stage, 10% of the teachers from each of the 177 selected schools were randomly 
chosen as participants in this study to respond to the questionnaires given by the 
researcher. Questionnaires on headmasters’ roles under SBM, teachers’ professional 
development and SI were used to collect the quantitative data for this study. The sources 
of these questionnaires were the adapted version of the questionnaires of Tanner and 
Stone (1998) for headmasters’ managerial roles under SBM, Pfannenstiel et al. (2000) for 
the teachers’ professional development and Ubben and Hughes (1992) for SI. 
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Results of Hypotheses Testing 
 
Testing Hypothesis Ho1 
 
 
   Table1: Relationship between Headmasters’ Managerial Roles under SBM and SI. 
 

Variables Unstd  co- efficient   (B) Standardized 
Beta 

T value 

Strategic planning .439 .333 2.976* 

Supportive .485 .368 2.669* 

Comprehensive planning .248 .18 1.156* 

Shared decision making .092 .08 .462 

Facilitator -.313 -.243 -1.148 

R2 

Adjusted R2 

F Value 

Significant F 

393 

.368 

15.671 

.000 

.  

    Note: * p <. 05 

Table 1 indicated that the model as a whole was significant (F= 15.671, p<0.05). The 
adjusted R2 value of .368 supports that 36.8% of the variation in SI can be explained by 
the independent variables. Table 1 showed the significant relationship between 
headmasters’ experience and SI (β = 0.160 p<0.05). The results also implied the presence 
of significant relationship between strategic planning and SI (β = 0.333, p< 0.05). The 
supportive attitude of headmasters (β =. 368, p<0.05) was also found more significantly 
related to SI. The positive value standardized beta for comprehensive planning (β = .184, 
p< 0.05) also supported the relationship with SI. The condition indexes, VIF, and 
tolerance were found to be within acceptable range that ruled out the potential problem 
for multicollinearity.  
 
Testing Hypothesis Ho2 
 

Table 2 The relationship between headmaster’s managerial roles and teachers’  
              professional development.  
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The model shows the significant (F= 26.088, p<0.05) as a whole. The adjusted R2 value 
of 0.50 supports that 50% of the variation in professional development can be explained 
by the predictor variables. The results indicated the presence of a highly significant 
positive relationship between supportive (β= 0.551, p<0.05) and teachers’ professional 
development. The predictor variable shared decision-making (β = -0.420, p<0.05) and 
facilitator (β = 0.551, p< 0.05) related to the teacher professional development at the rate 
of high significant amount. Shared decision making has had significant negative impact 
on teachers’ professional development. The other predictor variables (strategic planning 
and comprehensive planning) showed no relationship with professional development.  

 
 
        Testing Hypothesis 3 
 

The Table 3 as a whole shows the significant (F=12.35, p<0.05) of the model. The 
adjusted R2 values of .351 points that 35.1% of the variation in school improvement can 
be made by the predictor variables of professional development. The results showed the 
very significant relationship between teachers’ collaboration and school improvement (β 
= .953, p<0.05). The relationship of other predictor variables such as in -service training 
(β= .469, p<0.05) and classroom observation (β =. 512, p<0.05) resulted in the highly 
significant relation with school improvement. Curricular focus (β = -0.133, p<0.05) 
showed  significant negative relation with the course of school improvement. 

 
Table 3 The Relationship between Teachers’ Professional Development and School  
             Improvement. 
Variables Unstd co-efficient Standardized T value 

Variables Unstd co-efficient 

(B) 

Standardized Beta T value 

Strategic planning .029 .016 .160 

Supportive 1.149 .614 4.328* 

Comprehensive planning -.192 .105 -.854 

Shared decision making -.651 -.420 -2.650* 

Facilitator .983 .551 2.919* 

R2 

Adjusted R2 

F 

Significant F 

52 

.50 

26.008 

.000 

 

  

Note: * p < .05    
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(B) Beta 

Teachers Collaboration 

In service training 

Action enquiry 

Classroom observation 

Curricular focus 

Study 

1.371 

.600 

.497 

.766 

-1.802 

-.417 

.953 

.469 

.395 

.512 

-.1311 

-.274 

3.30* 

1.956* 

1.626 

2.601* 

-2.62* 

-.867 

R2 

Adjusted R2 

F Value 

Significant F 

.351 

12.35 

.000 

  

 Note:* p < .05 
 

 
Testing Hypothesis Ho4 
 
 

Table 4: Standardized Regression Coefficients for Professional development on the 
relationship between headmaster’s managerial roles under school-based 

management and school improvement 
 Strategic 

planning 
Supportive Comprehensive 

planning 
Shared 

decision 
making 

Facilitator

Teachers 
Collaboration 

 

 
0.10* 

 
0.01* 

 
- 

 
- 

 
0.04* 

In service training 
 

0.07* 0.01* - - 0.07* 

Action enquiry 
 

- - 0.03* - - 

Classroom 
observation 

 

 
- 

 
0.02* 

 
- 

 
- 

 
- 

Curricular focus 
 

- - - - - 

Study 
 

0.07* - - - - 

Notes: * p<0.05 
 
As indicated in Table 4, only nine significant moderators of the possible 30 interactions 
effects (5 professional development x 5 managerial roles 1 school improvement)  were 
detected significant. These represents about 30 % of the possible cases examined, 
however teacher collaboration and in service training were appeared as moderators with 
greatest numbers of moderating effects (3 each). This followed by action enquiry, 
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classroom observation, and study with one each. Taken together, these findings indicate 
that the teachers collaboration, in service training, action enquiry, classroom observation, 
and study enhance the relationship between headmasters’ managerial roles and school 
improvement in this study.  
 
 
 
 
 
 

Discussion 
 
Individual Effects 
 
The impact of headmasters’ strategic planning, supportive role, and comprehensive 
planning under SBM have been found to be significant and positive impact on SI. This 
result indicated that the headmasters of Bangladesh city secondary schools, as school 
leaders, have recently given way to the recognition of the need for and importance of 
strategic planning to achieve the desired improvement in the schooling system. The result 
underpinned the necessity of strategic planning for headmasters to lead the school into 
incremental improvement by streamlining the non value added functions. They developed 
SI plan, stayed abreast of the work, promoted the vision and mission, orchestrated 
meetings and recognized all successes under their strategic planning roles. In this way, 
the headmasters formulate their holistic school design as set under SBM and exercise 
strategic planning around a coherent set of values. They also supported their teachers in 
order to improve their basic commitment for the balanced development of the schooling 
outcomes. By ensuring proper time management and conducive teaching learning 
environment, the headmaster can inspire teachers to engage themselves for self 
development and consequently contribute to SI. This implies that comprehensive 
managerial style for headmasters can contribute to SI. Comprehensive planning - the 
necessary management tool for headmasters under SBM disperses information among 
various managing groups to perform the day to day task at site level. A rigorous SI can be 
attained through headmasters’ comprehensive managerial style. Consequently, proper 
implementation and utilization of comprehensive planning leads a school to the path of 
quality improvement. It also increases the flexibility in improving students - teachers’ 
quality and societal needs.  
 
Regarding the impact of headmaster’s managerial roles under SBM on teachers’ 
professional development, it is found that his supportive role has positive significant 
effect on teachers’ professional development activities. This finding reveals that teachers’ 
professionalism can be improved to an expected level with headmaster’s support. 
Headmaster’s support enables the staff to concentrate on the core task (Cardno, 2005) 
which is self development, and paves the way to gain high quality knowledge about 
effective teaching and learning that is applicable and practical in the classroom 
(Hargreaves, 1999). Professional development, a constant and paramount concern 
(Hoyle, 1990) has a greater importance for sustaining and advancing the school 
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outcomes. So, the headmaster supports to provide school wide staff development on a 
continuous basis that has a positive relationship in maintaining a self and orderly 
environment for the high achievement in the school. In turn, this will increase the 
flexibility in response to the demands of clientele needs. But there must be the awareness 
that teachers need to be honored and supported before honoring the students ( Hord & 
Boyd, 1995). 
 
While the findings have determined the partially supported positive significant 
relationship between teachers’ professional development activities such as teacher 
collaboration, in service training and class room observation with school improvement.  
Teachers’ collaboration is one of the most important activities of developing teachers’ 
professionalism. Teachers’ collaboration, a critical component of organizational learning 
(Moran, Uline, Hay & Mackley, 2000), has a very positive and significant high level 
effect on school improvement. The reason behind it is that crucial practices among 
teachers include reflective dialogue, open sharing of classroom practices, the 
development of a common knowledge base for improvement and collaboration on the 
development of new material and curricula. As teachers’ collaboration in problem solving 
critically analyses the teaching method, discuss students’ work and participate in peer 
coaching, their thinking process enrich and transform individual knowledge into 
organizational knowledge. This practice increases the level of professionalism by 
changing what teachers actually do during the course of the day. Such collaborative 
activities become routine and authentic means of school growth and improvement. This 
study also found a direct significant effect of teachers’ in-service training on school 
improvement. The reason for this is that in-service training is an essential element for 
teachers’ professional growth. Teachers participate in school or government sponsored 
workshops and conferences to enhance their teaching quality. This capability directly 
promotes a new vantage point to meet the classroom needs towards school improvement. 
Under classroom observation, teachers gain feedback for their classroom activities. All 
schooling activities are ‘centered round’ students’ learning and the students have direct 
contact with teachers. If classroom teaching is successful then the total schooling effort is 
successful. So, from classroom observation, teachers can record and review their 
classroom behavior, develop their awareness, observe others in action, and choose the 
best teaching technique for themselves.  
 
Moderating Effects of Teachers’ Professional Development   
 
The result of moderatoring effect of different dimensions of teachers’ professional 
development on school improvement will be discussed below according to different 
dimensions of headmaster’s managerial roles. 
 
a. Moderating Effect of Teachers’ Collaboration- The overall findings denote that the 
relationship of some dimensions of headmaster’s managerial roles such as strategic 
planning, supportive and facilitators and school improvement are moderated by teachers’ 
collaboration. Since the headmaster’s strategic planning, supportive and facilitators’ roles 
in the context of Bangladesh city secondary schools, have come to encapsulate a range of 
activities associated with key management process which draw together institutional 
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values and goals. The headmaster, supported by teaching staff, formulates the vision for 
the school and then translates it into action. Headmasters involve the embodiment and 
articulation of this vision and its communication to others in the form of strategic 
planning. So the moderating influence of teachers’ collaboration on the relationship 
between headmasters’ strategic planning and school improvement can be explained in 
two ways: i) when headmasters practice their strategic planning role from low to 
moderate level, the impact of strategic planning on school improvement is greater for 
those schools where there is less presence of teachers’ collaboration.  When headmaster 
applies his strategic planning role from moderate to high the impact of strategic planning 
on school improvement is greater for those schools where there is full swing of teachers’ 
collaboration. ii) The impact of strategic planning on school improvement is always 
positive and is greater for those schools where headmasters put more emphasis on 
teachers’ collaboration. 
 
b. Moderating effect of in–service training- The overall findings show that the 
relationship of strategic planning, supportive, facilitator role and school improvement are 
moderated by teachers’ in-service training. In-service training, the most successful 
teachers’ professional development activity moderates the relationship between 
headmasters’s and school improvement. This phenomenon reveals that headmaster’s 
strategic planning and in-service training are compatible. Schools which have more and 
more trained teachers, gain more benefit from the headmaster’s managerial side for his 
supportive strategic planning to ensure a conducive teaching-learning environment. 
Accordingly, the findings indicate that the relationship of headmaster’s facilitator role 
and school improvement is moderated by in-service training. The result implies that the 
impact of facilitator role on school improvement is greater, when the headmaster 
emphasizes on the participation of teachers in their in service training. It clearly points 
out that headmaster’s facilitator role coupled with in service training has a high impact on 
the school improvement. 
 
c. Moderating Effect of Action Enquiry-Action enquiry does appear to moderate the 
relationship between headmaster’s comprehensive planning and school improvement. 
The result shows that the effect of comprehensive planning on school improvement is 
greater in those schools where action enquiry exists. This phenomenon also reveals that 
headmaster’s comprehensive planning and action enquiry are compatible. This is because 
under comprehensive planning, headmasters monitor school activities and observe the 
day to day operation staying abreast with the teachers. Since the headmaster works with 
teachers at field level, he has the scope to help teachers to identify their own problem and 
helps to find the solution. Schools practicing individual action enquiry can gain from 
headmaster’s comprehensive planning as he is working with the individual teacher 
closely. It denotes that when the level of headmaster’s comprehensive planning is low to 
moderate the impact of it is greater for those schools that practice action enquiry on a 
small scale, but when the level of comprehensive role is applied from moderate to high, it 
has greater impact for those schools that practice the action enquiry in large scale. The 
findings clear the idea that headmaster’s comprehensive planning doubled with action 
enquiry will bring significant school improvement. 
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d. Moderating effect of classroom observation The moderating impact of teachers’ 
classroom observation on the relationship between headmasters’ supportive roles on 
school improvement is apparent when the headmaster extends his supportive role from 
low to moderate. When headmaster’s supportive attitude is increased from moderate to 
high, the impact of his supportive role is greater in those schools where there is more 
classroom observation. Classroom observation corrects teachers’ teaching defects and 
gradually penetrates them to perfection. Classroom observation itself has also a very 
positive effect on school improvement. Thus headmaster’s supportive role coupled with 
classroom observation makes a very positive platform for school improvement. 
 
e. Moderating effect of study habit of teachers- The moderating role of teachers study 
habit appears on the impact of headmaster’s strategic planning and school improvement. 
This impact appears only when headmasters practice their strategic planning role from 
low to moderate level; the impact of strategic planning on school improvement is greater 
for those schools where there is less presence of teachers’ study habit. When headmasters 
apply their strategic planning role from moderate to high level the impact of strategic 
planning on school improvement is greater for those schools where there is a full range of 
teachers’ study habit. The impact of strategic planning on school improvement is always 
positive and is greater for those schools where headmasters put more emphasis on study 
habit. 
 

Implications  
 
Bangladesh lacked of empirical research in educational areas especially in secondary 
educational management. Although the SBM has been in existence in non-government 
secondary schools for a decade in Bangladesh, there is no research conducted in this area 
or related areas by local research bodies. such as the Institute of Educational Research 
(IER), National Institute of Educational Management and Administration (NIEAM) or 
Bangladesh Institute of Development Studies (BIDS). It is hoped that this study may be 
able to contribute to the development of SBM. This work constitutes a precise description 
of the extent of SMB practices in the city secondary schools of Bangladesh. The 
researchers believe that the insights from this study are further stressed by realistic 
depictions of headmasters’ managerial roles to understand the complexity of their work 
(Noddings & Witherell, 1991). 
 
This study suggested that, for the secondary schools of Bangladesh to achieve desired 
improvement, the emphasis on quality without improving the managerial system would 
be like building a castle in the air. In Bangladesh, the site level management is mostly 
headmaster centered especially in terms of academic decision.  Hence this is good 
initiative and positive for SI process. However, it is not so simple for headmasters to 
carry out the tasks. Developing and monitoring headmasters’ capabilities require 
conscious effort both from headmasters and teachers. The headmasters must know the 
variables that strengthen their capacities to make informed decisions.  
 
This study revealed that some of the headmasters’ managerial roles were highly 
influenced by the SI indices. Consequently, the headmasters of secondary schools in 
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Bangladesh may consider adopting these managerial roles more often and in a consistent 
manner, as opposed to what is currently being practiced either partially or at a low level. 
Many headmasters in Bangladesh city secondary schools have the misconceptions about 
shared decision making under SBM. They viewed that shared decision making means the 
participation of all teachers in all decisions. The idea was good and welcomed by 
teachers but the study result indicated a different picture. Shared decision making has no 
or to some extent negative impact on SI. In reality, evidence indicated that potent 
headmasters involve teachers in decision making, taking into account the teachers’ 
expertise areas, professional capacities, and strategies (Dinham, 2007). 
 

Suggestions for Future Research 
Although this study was a systematic approach to find out the relationship between 
headmasters’ managerial roles under school-based management and school improvement, 
it could not cover all the important issues regarding this field. In spite of conducting this 
study, is still little known about the relationship between headmaster’s roles and school 
improvement. So the following suggestions are recommended for future researchers:- 
 
i) This study has used the sample of city secondary schools of Bangladesh but it would be 
more interesting to use the same questionnaire in rural and sub-urban schools of 
Bangladesh and also include some other developing countries which are practicing 
school-based management in their education system. It will be useful to generalize the 
findings of this study. 
 
ii)as this study only focuses on the traditional teachers’ professional development 
activities as moderators, thus the researcher suggests that conducting a field study  
incorporating teachers’ technological skills as moderator in the relationship between 
headmaster’s managerial roles and school improvement may open a new avenue for 
further research. 
 
iii) This study used school improvement as indicator. Though the adopted questionnaire 
was designed  covering all the possible areas of school improvement indices, the 
researcher suggests that using the specific measurement such as student performance, 
curriculum development, student engagement, teachers’ efficacy and teachers 
commitment may be considered more adequate. 
 

Conclusion 
 
The general findings can be concluded by stating that there is a positive relationship 
between most of the dimensions of headmaster’s managerial roles under school-based 
management and school improvement. Further, there is also a positive relationship 
between some dimensions of teachers’ professional development activities and school 
improvement indices. Moreover, the impact of headmaster’s managerial roles on school 
improvement is contingent on some of the teachers’ professional development activities. 
Previewing the overall results of various hypotheses testing, it can be suggested that the 
preliminary objectives of this study have been obtained. 
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Abstract 
Traditionally university instructors follow specific instructional materials and 
limitation of class time and credit hours to teach course content, It is difficult to have 
high quality student interaction and learning support for groups of 40-50 students 
within the limits of class less than 60 minutes. In this paper, the writer suggests a 
blending of e-learning uses to integrate synchronous and asynchronous learning 
alternatives to increase levels of interaction, instructional time, and extra learning 
support.  
 
Blending learning supportive e-learning with traditional live instruction could 
improve teaching and learning effectiveness. The writer adopted this blending 
approach, including asynchronous e-learning, asynchronous instructional video, and 
synchronous two way video/audio(JoinNet system). The writer also surveyed 
participating students to research their attitudes toward this blending of e-learning 
options and live instruction. Findings suggest high student approval of the opportunity 
to increase interaction as individuals who can engage with others and the instructor to 
enrich the learning environment. 
 
 
Key words: Blending Learning, E-Learning, Learning Support 
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Introduction 

Educators who become involved in designing, delivering, or taking courses and 
programs in distance learning encounter a wide array of delivery modes, aggressive 
marketing advocacy of the merits of widely varying modes and methods, and a 
far-flung vocabulary of terms and teasers. Deciding to throw out their 
long-established correspondence courses for the sake of keeping up with the newest 
on-line learning system requires extra effort and professional instructional assistant.  

Simonson et al. (2000) presented a taxonomy of distance technologies including 
the following applications: 
1. Correspondence: based on use of copy machines and postal system 
2. Prerecorded media: based on use of audio or video recording systems  
3. Two-way audio: based on use of telephone system  
4. Two-way audio with graphics: based on use of display board transmitter or 
computer network  
5. One-way live video: based on use of television classroom or video transmission 
system  
6. Two-way audio, one-way video: based on use of telephone system 
7. Two-way audio and two-way video: based on use of a telecommunications network 
8. Desktop two-way audio and two-way video: based on use of a multimedia 
computing and high-speed network connection  

Distance education modes of delivery are generally classified into four types: 
print‚ audio‚ video‚ and computer (Keegan‚ 1986). Bates (1995; 2002) developed a 
simple chart to explain the relationship among media‚ technology and distance 
educational applications (Table 1).  

 
The Relationship between Media, Technology‚ and Distance Education 
Applications of Technology(Table 1) 
Media Technologies Distance education applications
Text  
(including 
graphics) 

Print Course units; supplementary 
materials; correspondence 
tutoring 

 Computers Data-bases; electronic 
publishing 
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Audio Cassettes; radio 
Telephone 

Programs 
Telephone tutoring; audio 
conferences. 

Television Broadcasting; video cassettes; 
videodisks; cable; satellite; 
fiber-optics; ITFS; microwave; 
video conferencing 

Programs; lectures; video 
conferences 

Computing Computers; telephone, satellite; 
fiber-optics; ISDN; CD-ROM; 
CD-I 

Computer-aided learning (CAI, 
CBT); e-mail; computer 
conferences; audio-graphics; 
databases; multimedia 

Note. From “Technology, Open Learning, and Distance Education,” by Bates, A. W, 
1995, p. 30. Copyright: London: Rutledge. 
 

Various delivery modes reach learners who have differing needs. Traditional 
distance education concepts matched specific modes to specific course content. 
However, lack of the instructional design to adopt appropriate modes of delivery for 
appropriate levels of learning objectives could produce low levels of learning quality. 
Inflexible modes of delivery or technology-driven policies might compromise the 
equality of the learning opportunities. For example, a computer-driven online distance 
learning environment limits learners who do not have computers, Internet access, or 
computer skills to access such educational opportunities.  

Besides instructional media selection issue, the learning effectiveness and the 
quality of distance learning are also critical challenge toward distance educational 
development. Blending learning approach seems become the best combination for 
both e-learning and traditional learning. Blending learning integrates both 
synchronous and asynchronous advantages provider learner a very flexible ways to 
experience different learning environment and improve learning interaction.  

 
Blending E-learning  
The writer from Hsing-Kuo University (HKU) in Taiwan initiated the use of 
e-learning options with his traditional courses in educational technology in 2006. The 
limitation of 55-minute classes with groups of 40-50 students had precluded the 
quality of dialogue the writer desired to engage students in considering how they 
might apply class content to their studies and work experience. This paper reports 
how this new blending model was very well received by students and had a profound 
effect on educational quality and learning effectiveness. The blended learning model 
includes the following e-learning and traditional features (e-learning, 2007): 
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1. Asynchronous e-learning approach: in order to provide an efficient and effective 
communication and information access option for students in education and 
business at HKU, the writer adopted a “Wisdom” e-learning system which was 
designed by the Sun-Net Technology Corporation in Taiwan. The e-learning 
platform provides students the opportunity on their own computers to use an 
information board, discussion board, on-line chat room, on-line exam, and 
attendance checking record assistant. Especially, the approach can demonstrate 
teaching resources such as PowerPoint, rapid e-learning files, and access to 
relevant websites that students can download or upload for use in dialogues with 
other students or with the faculty member.. The format of this blended approach 
may include the following: 

 
(1) Learning Announcement: 

 

(2) Learning Materials (PowerPoint): 
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(3) Learning Materials (Word Files): 
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2. Synchronous Two-Way Video and Audio Conferencing (JoinNet): These 
asynchronous e-learning resources can provide flexible learning approaches in 
distance learning that can significantly enrich traditional instruction with its 
limitations of time and class size. Of course, changing these limits could also be 
helpful, but these limits are difficult to change after years of acceptance in Asia.  
There are many questions about instructional time, quality of interaction, and 
learning evaluation issues that challenge faculty interested in encouraging students 
to apply basic concepts and to discuss the value of knowledge for their lives. 
Synchronous learning approaches which engage students in active and meaningful 
discussions could overcome these challenges, but traditional class time and too 
many students in a class do not lend themselves to active dialogue as an approach 
to higher-level learning.  
 
In the writer’s HKU’s blended learning model, students attend traditional 
face-to-face instruction and/or students can attend the class on-line through use 
JoinNet. This on-line meeting resource is one of the most reliable and stable 
two-way video and audio platform for e-learning (HomeMeeting, 2007).  
The JoinNet system not only provides two-way audio and video function, but also 
has on-line discussion, teaching resource display, and website demonstration, as 
summarized below  
 

JoinNet E-learning Approach:  
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3. Traditional face-to-face instruction: In addition to traditional face-to-face 

instruction, which may be considered synchronous (at least the teacher talks and 
students listen), the blended learning approach offers both synchronous and 
asynchronous learning online. The writer still provides his students with 
face-to-face instruction environment for those learners who prefer to interact with 
him. The best part of this blended learning environment is the student learning 
time is increased over the time in the traditional classroom., Learners not only 
need to participate in live instruction, but the majority of students also choose to 
interact through JoinNet.  

 
Student’s Feedback toward Blending Learning 
In order to examine student’s attitude toward the new blended learning approach, the 
writer surveyed 21 students who experienced the blended learning environment. The 
survey showed that 67% of these students considered blended learning as the best 
learning option,, and 19% of the students liked the asynchronous learning option, 
while 14% liked the synchronous learning option. 
 
Students’ preferences toward media were in the following order: 
(1) Computer (assisted learning), (2) synchronous learning (JoinNet), (3) 
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asynchronous e-learning, (4) telecourse (5) radio (6) correspondence.  
This media preference order indicates that most students still prefer traditional 
face-to-face learning environment plus use of computer assistant learning, which not 
only can ensure live interaction but also can integrate e-learning advantages. The 
second preference from students was for synchronous learning (JoinNet) which is still 
a real-time type of instruction and interaction approach. Other asynchronous media 
became less preferred media for distance learning.  
 
The writer used a survey with five-point Likert scale that ranges from “1” Strongly 
Agree to “5” Strongly Disagree, to assess students’ overall satisfaction toward 
blended learning experience, the result as following: 
Survey Questions  mean 
Blending learning improve a quality learning environment  2.0048 
Blending learning is appropriate instructional media 2.1349 
Blending learning can provide supportive learning resources to learners  2.0571 
Overall learning satisfaction toward blending learning 1.9819 

 
Conclusion  
Blending traditional and online learning may be one of the best learning approaches to 
increase learner interaction and ensure discussion of higher-level educational goals. 
Based on student’s feedback in one class in which the instructor used this approach, 
students had positive, but varied, reactions to the use of online resources to enrich live 
instruction. Generally, students in Asia are reluctant to interact with the instructor, but 
the online resources of JoinNet were accepted by this group of students and other 
online resources, such as email and chat rooms had some acceptance. Differing 
student learning style preferences, personal needs, and traditional Asian learner 
acceptance of passive learning need to be considered in changing instructional 
delivery options. But, blending is a good e-learning mode to improve instructional 
quality and learner participation. 
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Abstract 

During the past five years, the Sun-Net Technology Corporation which is the 

biggest online educational service company in Taiwan, assisted many institutions to 

provide e-learning credit programs to over 5000 Taiwanese students. In this study, the 

writer describes the e-learning program design and supportive learning system for 

e-learning credit courses developed for the Sun-Net Technology Corporation.  

The instructional model for e-learning courses integrates e-learning delivery 

modes, including asynchronous and synchronous two-way video/audio (JOINNET) 

and face-to-face instruction. The writer conducted research with the SEEQ survey 

questionnaire to examine learning quality and to predict learning quality based on the 

following learning factors which are addressed in the SEEQ survey: 

a. Learning Academic Value  

b. Instructor Enthusiasm  

c. Organization/Clarity  

d. Breadth of Coverage 

e. Grouping Interaction,  

f. Individual Rapport 

g. Assignments/Readings 
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h. Examinations and Grading 

This research identified important factors that influenced learning quality. The 

study findings may be useful to instructors who seek to improve their e-learning 

environment and to improve their instructional design for increasing learning 

effectiveness.  

 

Key Words: assessing e-learning quality, instructional design, educational quality.  
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I. Introduction 

Many people may think knowledge management is only applicable to enterprises. 
In fact, the inventor of knowledge management, Peter F. Drucker (2000), once stated 
that knowledge management can also be applied to schools and the major difference 
lies in the nature of how things are managed rather than what principles or norms are 
applied. Essentially, schools are the main cradles of innovative knowledge and contain 
an abundant amount of intangible assets. However, schools seldom touch upon how to 
apply the acquisition, integration, accumulation, sharing, transformation, and 
innovation of knowledge to practical works through the use of the information 
technology and organizational reforms. It is truly a pity. Currently, the international 
tourism markets have grown up rapidly. The Asia Pacific region has even surpassed 
the American to become the world’s second-largest tourist-receiving region since 
2001 (Weng & Wang, 2004).  Tourism development has become a major policy of 
the government in Taiwan to increase employment and economic growth (Kuo, Hsiao 
& Lan, 2005). Then the hospitality industry has become a focused industry of the 
academic arena (Sangree & Hathaway, 1996; Morey & Dittman, 1995; Anderson, 
Fork, & Scott, 2000; Tsaur, 2001; Hwang & Chang, 2003). Thus, this study attempts 
to focus on the hospitality education of a technical college and introduce the concept 
of “knowledge management” to develop a substantial and feasible application process 
for teachers to manage teaching resources. 

II. Literature Review 

1. Knowledge and knowledge management 

In the perspective of philosophy, epistemologists have been constantly exploring 
the meaning of knowledge. But due to the intuitiveness of knowledge (Lee & Chen, 
2001; Salmenkaita, 2004), it cannot be observed or touched like tangible objects 
(Zack, 1999; Wu, 2001). It is often implicit and cannot be completely expressed by 
language or in words. A substantial and complete definition can hardly be provided, so 
there have been diverse interpretations. Positivists view knowledge as an object. It is 
an objective existence that is man-made, static, modal, and permanent. Its value does 
not vary with time. It can be easily conveyed, infinitely used, and accumulated. Based 
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on this perspective, knowledge has become a sharable experience or information. As 
to the meaning of “knowledge management”, the focus is placed on the acquisition 
(capture/recording) of internal knowledge, sharing (shared use), transmission 
(delivery), and application (Grant, 1996; Hansen et al., 1999; Wang, 2000; Sabherwal 
& Becerra-Fernandez, 2003).  

Knowledge management refers to the production, sharing, application, and 
transformation of knowledge. It can be induced from previous studies that the 
procedure of knowledge management involves three steps, including (1) acquisition of 
knowledge; (2) creating the culture of knowledge sharing; and (3) application of 
technological facilities (Alavi & Leidner, 2001; Davenport et al., 1998; Wang, 2000; 
Chang, 2000; Broadbent, 1998; Hansen, 2002).  

In other words, “knowledge management” aims to transform personal knowledge 
into organizational knowledge through innovation, storage, sharing, and exploitation 
of knowledge, so as to help the organization seek higher performance, and better 
competitiveness (Zack, 1999; Tsai; 2001). The inventor of knowledge 
management, Peter F. Drucker, conceived that no matter knowledge management is 
applied to schools or enterprises, the principles and norms are the same, and the major 
difference lies in how things are managed.  

2. Teaching resources 

Teaching resources include various audiovisual aids for teaching activities and 
also various social resources applicable to teaching (National Institute for 
Compilation and Translation in Taiwan, 1983). Lu (1996) indicated that teaching 
resources refer to various auxiliary resources that can vivify, enrich, and facilitate the 
process of teaching. In other words, teaching resources basically encompass three 
categories, namely audiovisual media, text data, and social resources. 

In a review of previous studies on teaching resources, it can be discovered that a 
good teaching resource, when ideally applied by teachers, is expected to have the 
following functions (Huang, 2001; Fun, 2001; Wang, 2000; Chang, 2000; Bennett & 
Gabriel, 1999; Gordon, 1997):  

(1) Induce student’s learning motivation. 

(2) Deepen impression and increase memory.  

(3) Expand the scope of student’s experiences. 

(4) Establish association between learning and life.  

(5) Cultivate self-learning ability.  
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(6) Cultivate correct thinking and problem solving abilities.  

(7) Enhance teacher’s teaching effectiveness.  

Among the numerous teaching resources, how teachers can select proper aids is 
one of the important issues regarding to the application of teaching resources. Thus, 
based on the opinions of related scholars and experts, five criteria can be induced. The 
selection of proper resources depends on:  

(1) whether teaching objectives can be achieved or not.  

(2) student’s characteristics. 

(3) characteristics of teaching resources. 

(4) teaching contents and methods. 

(5) realistic factors and constraints.  

The issue of selecting the proper teaching resources is discussed and 
summarized. However, the major problem lies with the difficulty that there is 
always more to learn than any student could learn. As a result, there are always 
disagreements over the selection of the proper matter. It’s common that the 
selection is based on the interests of the teachers and that it’s sometimes 
incompatible with society’s needs. Thus, Kanji & Tambi (1999) stressed that 
teaching resources requires input from different stakeholders. Marsh (1997) 
stated that teachers do not have all the knowledge and skills required to prepare 
their students for the future environment. Therefore, it is vital to set up feasible 
process for acquisition, integration, accumulation, sharing, transformation, and 
innovation of knowledge from various resources to practical works. It’s why this 
study attempts to use the strategies and procedure of knowledge management to 
help teachers in the hospitality college accumulate their teaching knowledge 
resources, including personal needs for teaching, background knowledge, activity 
design, instructional procedure, homework design, arrangement of teaching 
contents, and etc. In addition, this study will also organize the needs for 
integrating knowledge management into teacher’s teaching resources, so that the 
integration can provide the functions of knowledge accumulation, sharing, and 
innovation, and further achieve the effect of knowledge management.  

III. Research Method 
Since 1995, the case college has been cooperated with the practical arena and 

dedicated to cultivating hospitality experts. Besides, for a further improvement of 

related courses, the college divided the existing nine departments into three academic 
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groups, including hospitality group (hotel management, food and beverage 

management, and hospitality marketing), tourism group (travel management, airline 

management, and leisure recreation management), and culinary art group (Chinese 

culinary arts, Western culinary arts, and baking technology and management). For an 

in-depth investigation into the substantial process of integrating “knowledge 

management” into teacher’s “teaching resources”, this study has selected teachers 

who offer “Hospitality Introduction” in the college as research subjects. For this 

college, “Hospitality Introduction” is one of the important and required common 

courses. Teachers in different academic groups may use different teaching resources 

for “Hospitality Introduction”. To better understand and collect every category and 

content of applicable teaching resources, this study used purposive sampling to select 

research subjects. Besides, due to the constraint of time and funds, only two teachers 

were selected from each academic group (including hospitality, tourism, and culinary 

art). A total of six teachers were selected to execute the following process. It was 

expected that through the following process, a better understanding about the model 

of integrating “knowledge management” into teacher’s “teacher resources” could be 

provided.  

1. In-depth interview 

Two teachers were selected from each academic group—hospitality, tourism, and 
culinary arts. A total of six teachers were selected to receive an in-depth interview. It 
was expected that through the in-depth interview, the knowledge nature and teaching 
features of the current application of teaching resources by teachers of hospitality 
management were completely understood.  

2. Focus group conference 

After the in-depth interview, the definitions and meanings of hospitality 
management by each teacher were collected. Items, contents, and classifications of 
applied teaching resources were also organized to redact a semi-structured 
questionnaire as the discussion abstract of the focus group conference. In the next step, 
from each academic group, five teachers were invited to participate in the focus group 
conference and engage in an in-depth discussion about the definitions and meanings 
of hospitality management, as well as items, contents, and classification of applied 
teaching resources provided on the semi-structured questionnaire. The discussion 
result would serve as the basis for developing teacher’s management of “teaching 
resources”.  
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3. Action research 

After the focus group conference, action research was used. In the basic cycle of 
action research, it is necessary for members within the organization to learn 
knowledge. The members are required to (Chang, 2001):  

(1) Form a continuous cycle of planning, action, observation, and feeding back, so as 
to effectively accumulate the intellectual capital of the school.  

(2) In the planning stage, stress thinking, conceptualizing, and planning various 
actions.  

(3) Stress “do” in the action stage to obtain practical experience of implementing 
theories in schools.  

(4) In the observation stage, record experience and externalize organizational 
knowledge to facilitate knowledge sharing of the group in the learning process.  

(5) In the review and reflecting stage, review what has been learned and how to 
make improvement.  

The action research method features immediate learning, doing, and improving, 
so it is compliant with the need of schools to quickly react to changes of the external 
competitive environment. Thus, through practical development, this study first 
investigated the applications and methods of knowledge management in teaching and 
probed into the knowledge nature and features of the teaching of hospitality 
management to find out how teacher’s teaching resources can be easily accessible and 
stored. Moreover, how to utilize the information technology to facilitate knowledge 
sharing and further achieve the maximum effectiveness of knowledge management 
was also investigated.  

This study integrated “research” and “action” and focused on specific teachers, 
offering the course of Hospitality Introduction, to solve the problem of knowledge 
sharing in the present education organization and derive an instant application. 
Through sharing of and feeding back to teaching resources within the organization, 
teachers could improve their teaching and publicize teaching knowledge to other 
teachers. The relevant implementation process is illustrated in Appendix I.  
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IV. Conclusion 

Schools are the cradles of innovative knowledge, and they have a rich 
collection of intangible assets. Thus, if schools can promote the concept of 
knowledge management to create a learning environment where teachers are willing 
to share, innovate, store, and use knowledge, teachers and students will be most 
benefited in teaching activities and learning effectiveness. For instance, if the 
teaching methods (implicit and personal knowledge) of the best teacher can be 
identified and converted into written documents (explicit) as a reference for other 
teachers, they can be used to improve or be internalized as other teachers’ teaching 
skills (implicit) and enhance the overall effectiveness of the school (organizational 
knowledge). Thus, knowledge management is a knowledge converting process, 
intended to convert personal (teacher’s) knowledge into organizational (school’s) 
knowledge. As commonly known, the 21st century is a new era of knowledge 
economy (Hedlund, 1994; Tang, 2002). Many scholars have predicted that the 
intangible asset of “knowledge” will replace other conventional tangible assets 
including land, capital, natural resource, and labor, and become a new competitive 
tool in the 21st century (Wang & Lin, 2001; Lee & Choi, 2003). In the environment 
of knowledge economy, how schools cultivate students imminently demanded by 
enterprises depends upon not only the support of the authority concerned but also 
the application and implementation of the concepts of knowledge management.  

 Sun (2002) pointed out that the promotion and development of knowledge 
management in schools is still very slow so far, and substantial planning or practical 
effects have not been presented. Through literature review, it was discovered that 
most of the studies on the application of knowledge management to the educational 
arena focused on the direction or strategic planning for the development of 
knowledge management in schools and the education arena (Huang, 2001; Huang, 
2001; Wang & Lin, 2001; Fun, 2001). However, the significance of knowledge 
management does not only lie in the individual or organizational level. The 
inter-merge in the individual, process, and organizational levels is required to 
achieve the best performance ( Davenport & Prusak, 1998; Nijhof, 1999).  

   The professional knowledge deeply-rooted in each teacher is potentially 
important for enriching and improving teaching and learning. Thus, the researcher 
was motivated to develop a feasible process of applying knowledge management to 
teacher’s teaching resources as Appendix I. As the hospitality industry is one of the 
focused industries. Therefore, this study focused on the hospitality education of a 
college to develop a substantial and feasible process for teachers to manage teaching 
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resources.   
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Present-day concerns about university student misbehavior such as violence on campus, 

alcohol/substance abuse, academic dishonesty and a demand for greater supervision of students have left 

campus leaders understandably wary. This pilot study solicited both graduate and undergraduate student 

perception concerning student classroom misbehavior. Students were asked to identify their concerns and 

for their recommendations to decrease student misbehavior. 

Literature Review 

 In both secondary and post-secondary settings faculty contend with five broad categories of 

student misbehavior. Charles (2000, p. 3) listed major student classroom misbehavior in descending order 

as follows: 1) aggression in the forms of physical and verbal attacks toward faculty, other students, or 

property; 2) Immorality including cheating, lying, stealing or plagiarism; 3) Defiance of authority when 

students refuse to comply with faculty requests; 4) class disruptions such as talking , walking into the 

classroom late, walking and out of the classroom, clowning around, or tossing or passing things around 

the classroom; and 5) goofing off by fooling around, getting out of seat, dawdling, day dreaming, or 

refusal to do assignments or participate. Public schools continue in the national spotlight with public 

expressing concerns about the lack of classroom discipline and management (Rose, Gallup, & Elam, 

1977; Rose & Gallup, 2001; Rose & Gallup, 2005). Concurrently, authors continue to provide research-

based recommendations to assist teachers with managing inappropriate classroom behaviors. Schloss, 

Smith and Schloss (2001) outlined specific steps to facilitate successful teacher-student interactions. 

Particularly relevant for addressing student classroom behavior, Schloss and others advised faculty to 

directly address inappropriate behavior with students by calling their names and citing the inappropriate 

behavior. These authors suggested that ignoring inappropriate behavior was unacceptable. Friend and 

Bursuch (2002) advised faculty to establish classroom procedures, rules and expectations and then follow 

them consistently. These authors reiterated the importance of clear, concise oral and written 

communication so that students could understand what was expected of them. Cangelosi (2004) suggested 

that some faculty may have classroom rules that were unnecessarily restrictive making enforcement 

problematic. For example, some faculty banned hats and chewing gum in their classrooms. 
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 At the post-secondary level, academic dishonesty appeared to be the misbehavior most often 

addressed. Carter and Punyanunt-Carter (2006) conducted research on cheating in college classes. 

Students were asked to rate scenarios of faculty behavior when cheating occurred. These researchers 

found that students considered faculty behavior unacceptable when faculty did nothing about obvious 

cheating in their classes. The students in the Carter study rated a faculty behavior scenario most 

acceptable when faculty confronted a student found cheating. Other students accepted faculty behavior 

scenarios that included faculty assigning a failing grade for an exam to student found cheating. Another 

faculty intervention found acceptable by students was allowing a student found cheating to retake a 

different and more difficult exam. The most severe treatments for cheating in the Carter study were 

failing the course and being sent before a college student discipline committee. Fraser (1987) noted that 

student feedback and comments concerning student classroom concerns could identify behaviors that may 

produce positive and beneficial improvements in classroom discipline. 

 Some authors have expressed opinions about college student conduct. Gulli, Kohler and Patriquin 

(2007) voiced outrage that over half of the graduates from Canadian universities admitted cheating on 

written work, while about 18% admitted cheating on examinations. These authors blamed universities for 

not taking aggressive steps to ensure the integrity and quality of their graduates. Dannells (1997) 

suggested that student discipline was once central to college missions but student discipline now has a 

periphery position with most faculty only marginally involved in student conduct issues, for example, 

being asked to serve on a student grievance committee. Dannells further suggested that campus 

administrators may not be overly concerned about their responsibilities with respect to students conduct. 

This author blamed the legacy of the student rights movement and judicial scrutiny of disciplinary 

decisions for the lack of real behavior guidance for today’s university students. Given the current concern 

about student cheating, Dannells suggested clarifying institutional values, codes of conduct and academic 

integrity policies. Hoekema (1994) recommended a framework and conceptual model for consideration of 

codes of conduct based on three moral and ethical principles: fostering community, upholding freedom 

and preventing harm. 

2008 HICE Proceedings 
Page 2759



Student Behaviors in Higher Ed              Page 5 of 11 

 Zaslow (2007, July 5) suggested that the well known television icon, Mr. Rogers, could be 

responsible for some of the current entitlement attitudes of today’s students. This author suggested that 

Mr. Rogers built self-esteem by installing the idea of being special which reinforced perceptions of 

entitlement. This author gave the example of students asking for extra points to ensure a grade of A 

because of entitlement and explained that Asian-born students accepted whatever grade they were given 

and viewed B’s and C’s as indicators that they must put forth more effort. Zaslow suggested that parents 

deprive their children of becoming “adults” because everything today is so child-centered. Parents fail to 

discuss their own interests or abilities and focus entirely upon the children’s wants reinforcing feelings of 

entitlement (Zaslow). 

Purpose of the Study 

 The purpose of this study was threefold: 1) to develop and pilot a survey instrument; 2) to 

identify any differences in student perceptions of appropriate classroom behavior; and 3) to obtain student 

recommendations for improving classroom behavior. 

Method 

The Respondents 

 The sample was one of convenience. Graduate and undergraduate students at a university located 

in southeast Texas were asked to participate in the study by completing the survey instrument. Eighty-

eight students responded. The majority were Caucasian (64%) females (79%). Upper-class juniors (15%); 

seniors (44%); and graduates at the doctoral level (39%) responded. The major academic fields of the 

respondents were educational leadership (34%) and psychology (31%). Seven percent responded from the 

nursing field and six percent from the business field. 

The Instrument 

 A survey instrument was developed comprised of three sections. First, a demographics section 

was designed to identify respondent characteristics. Second, two major scales were designed. The 

behavior scale included items from each of Charles’ (2000) five identified student misbehavior 

categories: aggression, immorality, defiance of authority, class disruptions, and goofing off. The second 
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scale was based upon Carter and Punyanunt-Carter’s findings concerning consequences for cheating. 

Finally, the third section consisted of open-ended questions regarding current trends and issues resulting 

from college student’s classroom behavior. 

 The classroom behavior scale contained 43 items. A five-point Likert-type scale with one (1) 

being significantly inappropriate behavior to five (5) being highly appropriate behavior was used. The 

average inter-item correlation equaled .18. Cronbach’s coefficient (internal consistency reliability) was 

.97 indicating a very high level of item homogeneity. 

 The consequences for cheating scale contained only six items. The analysis was based on 87 

complete data sets yielding a scale mean of 17.4. The average inter-item correlation was .03. Cronbach’s 

coefficient alpha was .11 yielding a very low level of item homogeneity. Both the low number of items 

and the very different content of these items could account for these results. For example, the professor 

tearing up a cheating student’s paper in front of the class and telling the student that he has failed the 

examination and the professor ignoring obvious cheating during an examination are very different faculty 

behaviors. A factor analysis of the classroom behavior items verified a five factor solution corresponding 

to Charles’ (2000) categories of student misbehavior. Factor 1, aggressive antisocial and immoral 

behavior, accounted for 45% of the total variance. Factor 2, defiance of authority, accounted for 11% of 

the variance. Factors 3 and 4 were classified as classroom disruptions such as passing notes and being 

tardy to class and accounted for 10% of the total variance. Factor 5, goofing off, accounted for eight 

percent of the total variance. 

Questions for Research 

 Four questions for research were identified as follows: 

1. Are there gender differences in university students’ perceptions of inappropriate classroom 

behavior? 

2. Are there differences between education and psychology student’s perceptions of 

inappropriate classroom behavior? 

3. Do males and females differ in their perceptions of consequences for cheating? 
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4. Do education and psychology majors’ perceptions of consequences for cheating differ? 

Results 

Data Analysis and Findings 

 Inferential statistics were used to address the research questions. Classroom behavior scale 

findings follow: 

1. Males (N = 25) mean = 79.3 

Females (N = 62) mean = 71.7 

t(85) for independent samples = 1.19, p = .24 

These results suggest that males and females do not differ significantly in their perceptions of 

inappropriate classroom behavior. 

2. Education (N = 30) mean = 73.1 

Psychology (N = 27) mean = 75.6 

t(55) for independent samples = .37, p = .71 

These results suggest that education majors and psychology majors do not differ significantly in 

their perceptions of inappropriate classroom behavior. 

The results on consequence for cheating findings follow: 

1. Males (N = 25) mean = 18.2 

Females (N = 62) mean 17.2 

t(85) for independent samples = 1.55, p = .12 

 These results suggest that males and females do not differ significantly in their perceptions about 

consequences for cheating.  

2. Education majors (N = 30) mean = 17.5 

Psychology majors (N = 27) mean 16.7 

 t(55) for independent samples = .99, p = .32 

 These results suggest that education and psychology majors do not differ significantly in their 

perceptions about consequences for cheating. 
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Qualitative Responses 

 Student comments centered around two major categories: concerns about student misbehavior 

and recommendations for improving student classroom behavior. Qualitative reduction techniques were 

used to condense the responses into categories relating to current trends and issues. Specific student 

concerns included the following categories:  

1. Cheating was a concern; students specifically voiced concerns about faculty who did nothing 

about cheating.  

2. Excessive talking and off topic talking in class were particularly troubling to many students. 

3. Disregard for class attendance and disruptive tardiness bothered many students. 

4. Continuously getting up and leaving the classroom bothered a number of students 

5. Cell phones ringing and students talking on cell phones in class bothered students. 

6. Disregard for the instructor by talking during a lecture, coming to class unprepared and not 

participation in class activities concerned a number of student respondents. 

The student respondents made several recommendations for improving classroom behavior as 

follows: 

1. Students must be required to turn off cell phones in the classroom. If a cell phone rings the 

student must be required to leave class for that period. 

2. Faculty needs to set clear behavior expectations in writing and then follow them consistently. 

3. One student suggested that small classes placed more responsibility upon the individual (one 

cannot blend in and get away with certain things in a small group). 

4. Institute a student/faculty behavior review committee to handle student misbehavior infractions. 

5. When students leave the class they cannot re-enter until the class is completed. 

6. Close the classroom door and do not reopen it after class starts. 

7. Provide workshops for extra credit on conflict resolution between students and instructors. 

8. If a student cheats they should get an F for the class. 
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Limitations 

 Glatthorn and Joyner (2005, 168) define limitations as “the boundaries of the study and ways in 

which findings may be generalized.” The limitations of this study include the following: 

1. The study was a pilot for the purpose of instrument development. 

2. The sample was one of convenience and limited in the number of respondents. 

3. The respondents were from one university in one geographical area of southeast Texas. 

4. The study was delimited to adult university students. 

5. The study is subject to the specific limitations of survey research; specifically, data was collected 

at one point in time and relies on the personal perception and biases of the respondents. 

Conclusions 

 The preliminary findings of this study support the research of Carter and Punyanunt-Carter 

(2006) concerning student reactions to cheating as well as the public outrage over cheating expressed by 

Maclean’s authors. There were no significant gender differences or differences between education and 

psychology majors concerning inappropriate classroom behavior and perceived consequences for 

cheating. Students appeared to be in agreement that talking, tardiness and going in and out of the class 

constituted disruptive behavior. Many students disliked fellow students coming to class unprepared and 

not participation in activities, yet obtaining satisfactory grades. 

 The students’ suggestions support Fraser’s (1987) observations that student comments may be 

beneficial in identifying solutions to student classroom conduct. For example, student respondents 

recommended that faculty address student behavior directly by communicating clear expectations both 

orally and in writing and by being consistent. 

 This pilot has implications for further research by extending participation to community colleges 

and universities nation wide and by including faculty and administrators as well as students. Institutional 

research on the effectiveness of existing disciplinary programs and honor codes may also be beneficial. 
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Abstract 

 
This essay seeks to address five cruel ironies that have emerged from the 2002 

Law, No Child Left Behind; or, as we refer to it, Every Child Left Behind. We 

argue that the underlying assumptions the Law makes are fundamentally flawed. 

They are (a) all children are the same; (b) high scores mean quality schooling; (c) 

funding can come from local and state agencies; (d) apples equal oranges; and (e) 

focusing on high-stakes testing will have no effect on good teaching practices. We 

believe this law is nothing more than a big, bad wolf dressed up in grandmother’s 

nightgown. 
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Every Child Left Behind, and 

Little Red Riding Hood Rides Again 

Once upon a time, long, long, ago…Little Red Riding Hood went to visit 

her grandmother (You know the story.)…When she arrived, she approached her 

grandmother’s bedside. As she looked at the bed, she said, “You look about as 

much like my grandmother as the Metro-Goldwyn Mayer© Lion looks like my 

kitty cat.” So she pulled out a Saturday Night Special from the basket of goodies 

she was carrying and shot the wolf dead. 

The Moral of this story: It’s not as easy to fool little girls as it used to be. 

No-Child-Left-Behind Law Prior Knowledge Quiz* 

1. What percent of the NCLB is supported by federal funds? 

a. 8% 

b. 30% 

c. 50% 

d. 70% 

2. The California Dept. of Ed. Recently predicted the percentage of 

schools that would achieve the goal of NCLB by 2014. What do you 

think it was? 

a. 95% 

b. 70% 

c. 40% 

d. 2% 
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3. Under NCLB, who decides how well a child must read in order to be 

called “Proficient”? 

a. Federal government 

b. State government 

c. School district 

d. Teachers in each school 

e. Parents 

Answers appear at the end of the article. 

*Adapted from Milloy, M., Winnans, D., Jehlen, A., Loschert, K., & O’Neil, J. 

(2003, May) 

Go back. Do you remember? 2002. January 8th. George W. Bush signed 

into law the ‘cornerstone of his administration’  (Robson, 2004)—the No-Child-

Left-Behind (NCLB) Law. Who could object to such a great promise for our 

pubic school system? This was a law that put into play the use of data-driven 

decisions, disaggregated data (finally), high standards, highly qualified teachers, 

and accountability. However, as we’ve looked beneath the surface and begun to 

see it played out, the concerns have mounted. In our opinion, as well as the 

opinion of The National Education Association, The American Federation of 

Teachers and many other educational organizations and leaders, it is nothing more 

than a cruel irony--a big, bad wolf that needs to be shot dead. 

     As educators, we need to take a stand against NCLB. Opposing NCLB is 

not, in any way, to oppose school reform (data-driven decisions, high standards, 

highly-qualified teachers, and rigorous accountability. 
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 In this essay, we will discuss the five cruelest ironies of this Law that we 

believe will most adversely affect children, educators, communities and schools. 

We will suggest why educators should work to reform or repeal this Law before 

more damage is done to the morale of our teachers and the health of our 

educational system. 

NCLB Assumption 1. Wrong. NCLB assumes that every child in 

America, regardless of mental capacity, emotional handicaps, background, 

motivation and will, can achieve at the same proficiency level as all other children 

and that all children can excel in every subject. 

Where did anyone get such an absurd notion? There is not a single theory 

or study that has ever hinted at such a ridiculous idea. Has one size ever fit all?  

NCLB Assumption 2. Wrong. NCLB assumes that high scores mean 

quality schooling. Everything is based on high-stakes testing. The assumption is 

that standardized testing means schools will be made better. A yearly regimen of 

testing, will lead to every child becoming proficient in reading, math, and science 

by 2014 (CES, 2004). Testing=Learning. Hmmm. 

This assumption continues to confuse test scores with quality schooling 

even though there is no evidence that high scores on these kinds of tests predict 

anything about a child’s success in life after school. The true irony is that by 

limiting all school success measures to one test score, it is more likely that the 

quality of schools will actually decline.  

When schools focus on testing, curriculum is narrowed, often leading to 

the most ineffective teaching practices becoming the norm. Non-tested areas (art, 
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music, sports, social studies, field trips, naps, recess) are often reduced or 

eliminated. This is not a fiction. It has already happened. Look around. 

Communities may also be less satisfied with this result. To make matters worse, 

these effects are often felt disproportionately in schools that serve the poor. 

To the contrary, this law gives absolutely no credit to measures of 

progress such as increased attendance, higher graduation rates, additional students 

meeting Advanced Placement exam criteria, fewer dropouts, or greater parental 

involvement. Most educational researchers seek to use both quantitative and 

qualitative data to make the best analysis of a successful institution. NCLB 

focuses only on one measure of quantitative data as the measure of success. We 

are way naive (pardon the slang) if we’re willing to accept this. 

NCLB Assumption 3. Wrong. NCLB assumes that Apples = Oranges.  

Before the NCLB came into existence, most states were tracking the same 

individuals over a period of time. Instead, however, with NCLB, that has all 

changed. The performance of students occupying a seat in second grade in a 

classroom in a school on the particular test day in one year is matched against the 

performance of different students occupying the same seat in the same second 

grade classroom in the same school on the test-taking day the next year. Over 

time, if enough of those different students don’t perform better, the school may be 

in jeopardy. Go figure. Using these kinds of measures to judge curriculum, and 

ultimately the fate of the school is nothing less than ridiculous. In schools with 

high levels of transfers (30-100% turnovers are not unusual) these kinds of 

measurements become statistically meaningless. 
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NCLB Assumption 4. Wrong. NCLB now also assumes that state and 

local agencies can come up with the majority of the funding. It has grossly 

underestimated the costs and under funded the program. (Note: In the early days 

of, the Iraqi war, it was estimated it would cost a total of about $1.4 billion. Local 

and state educational agencies are not equipped or prepared to fund this federal 

mandate. One wonders if it was built to fail. Here are the realities. (See Table 1.) 

Those who have studied NCLB know why it was built. 
 
 
Table 1 
 
Funding for No Child Left Behind (in billions of dollars) 
_______________________________________________________ 
   

FY 2002    FY2003    FY 2004    FY 2005    FY 2006    FY 2007* 
  ___________________________________________ 
 
Promised $26.4       $29.2 $32.0       $34.3 $36.9 
 
Actual  $22.2       $23.8 $24.5       $24.5 $23.5         (22.5)* 
 
Shortfall $-4.2       $-5.4 $-7.5       $-8.8 $-13.4 
 
Total shortfall to date:  -$40.3 
_______________________________________________________ 
Note. (Milloy, M., et al., 2003, May) *added from Hardy, III (2007) 

Let’s Look at Estimated State Costs for NCLB. 

The State of Hawaii  

2003-4 31.5 M 

2004-5 30.  M 

2005-6 36.3 M 

2006-7 45.9 M 

2007-8 47.6 M* (excluding Assessment contract) 
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*Cost of providing technical assistance grows from $6000. per school “in need of 

improvement—year 1”, to $29,400. per school “in need of improvement—year 2” 

to almost $94,000 per school “in corrective action.” (Palaich, Augenblick, & 

Silverstein, 2004).   

Let’s put those numbers in perspective. In March of 2006 when we began 

writing this article, the US was spending approximately $1.4 billion/day on the 

war in Iraq. When I checked today (11/12/07), the best figure I could find was 

that the US was now spending $7.2 billion/day (Lydersen, 07) on the war--

everyday. Again, for perspective, that 1.4 billion (1day at the beginning of the 

war) is also equal to what the US has promised to give--over a five-year period--

to the continent of Africa to fight Malaria, starvation, drought (dehydration) and 

related illnesses. A dozen or so children die about every ten minutes from these 

debilitating causes. One day’s cost ($7.2 billion), at our current rate of spending in 

Iraq, would pay for the cost of 423,524 children’s health care expenses. I dare to 

suggest that with $7.2 billion a day, the draught, starvation and illnesses related to 

Malaria would probably be a thing of the past. Heaven knows what it could do for 

the education of America’s children. 

As might have been expected, creating an educational system that does not 

allow a single one of our nation’s students to be left behind was going to be 

expensive. Indeed it has been. A plethora of new tests have had to be developed, 

administered, and assessed. More and more schools are landing on AYP 

(Adequate Yearly Progress) failure lists for longer periods of time, which means 

the cost of providing tutorial services, transporting students to other schools, 
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changing the curriculum, replacing the staff, and eventually restructuring the 

entire school or district will steadily mount. Where will the money come from? 

When the public schools begin to look like ‘failures’, will that be the door that 

opens the way for private school vouchers and charter schools?  

Based on the legal maneuvers being made (Milloy, et al., 2003, May), 

many states and districts are growing more and more nervous. They fear that if 

this isn’t stopped, they’ll be severely overburdened with increasing costs as they 

already have been in the case of special education. Who’s going to foot the bill for 

this ‘cornerstone’ of the current administration? 

NCLB Assumption 5. Wrong. NCLB assumes it will have no impact on 

effective classroom teaching practices. 

Freeley (2005, November) brought back to mind the notion of our 

‘calling’ as teachers to teach the ‘whole child’. That’s what we were taught 

decades ago. That’s what we believe. That’s what we teach new teachers to do. 

NCLB would have you think the concept has fallen out of favor. Has it? We don’t 

think so. The Association for Supervision and Curriculum Development (ASCD) 

holds a belief statement which captures what most educators would subscribe to 

that goes as follows: “A comprehensive approach to learning recognizes that 

successful young people are knowledgeable, physically and emotionally healthy, 

motivated, civically inspired, engaged in the arts, prepared for work and economic 

self-sufficiency, and are ready for the world beyond their own borders. (Freeley, 

2005).”  
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This assumption may be the greatest cruelty of all that emerges from 

NCLB if it is allowed to continue unchecked. Teachers tell us informally that they 

are backing off from what they believe, have been taught, and know students 

need. They are worried, with such an emphasis on high-stakes testing, that they 

are teaching more and more to the test. They don’t have time to provide the good 

teaching they believe in. Herein lies the dilemma that NCLB has brought to many 

teachers. Do you teach what you believe nourishes the whole child or do you 

teach to the test as you are being pressured to do?  

Florida researchers Harper, Platt, Naranjo, and Boynton (2007) recently 

tried to find out the answer to this question. They did 52 face-to-face or telephone 

interviews of 27 elementary and 25 secondary teachers of ELLs in 40 different 

schools in five urban and seven rural school districts throughout Florida. Just a 

few of their findings included the teachers’ perceptions that NCLB had created an 

unnecessarily narrow view of what counts as reading, instruction had become 

scripted, and assessment was inappropriate. Teachers mentioned that standardized 

tests now drove the academic curriculum—even in ESL squeezing out literature, 

language arts, speaking and listening. Teachers felt that the implementation of 

NCLB had “compromised rather than contributed to” (p. 649) instruction. Worst 

of all, they felt there was a loss of professional freedom. 
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Table 2 
 
Comparison of No Child Left Behind—The Law’s Impact on Classrooms 
 
With NCLB      The Whole Child 
----------------------------------------------------------------------------------------------- 
High anxiety      Low anxiety 
 
Competitiveness     Cooperation 
 
Uniformity      Diversity 
 
Common curriculum    Differentiated curriculum  
 
All children will perform    All children will perform 

at the same rate according to their  
       abilities 
 
Intellectual orientation    Emotional, social orientation  
  
Teacher-centered     Student-centered 

(teach to the test)  (students have 
opportunities to guide 
their own learning) 

 
Only one acceptable response   More than one acceptable  

response 
 
Single assessment measure                   Multiple assessment measures 
 
Verbal/Linguistic &     Eight intelligences valued 
Mathematical /Logical     intelligences valued 
 
Conformity (One size fits all)  Creativity (Differences valued) 
 
Emphasizing the parts    Holistic (The whole) 
 
Mechanistic      Humanistic 
 
Prescribed     Constructivist 
__________________________________________________________________ 
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If you would like to read about what some educators are doing to combat 

injustices in this Law, to do what some educators believe should be done to close 

the achievement gap, and to reform teacher education programs relative to some 

of these effects, you might read discussions in the works of Milloy, et al., (2003, 

May) and Williams (2003). In Milloy, et al., (2003, May) you will also find 

information about the various actions states have taken to counteract the harshest 

aspects of this act; or, as in the case of Utah, to reject it altogether by rejecting all 

federal funds (and the huge punishments they’re enduring). Join us in standing up 

for reform of this Law. Contact your professional organization and find a way that 

you feel comfortable advocating for change.  

 

Answers to Prior Knowledge Quiz:  1. a 2. d 3. b 
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 The interface between older people and computer technology 
 
Peter Conolly 
Tracey McDonald 
Louise van Camp 
 
Recently a six week computer course, involving residents from a large war 

veterans’ retirement village in Sydney, was completed to determine if the use of 

information technology can increase contact with family and social support 

networks.  The extent to which the computer skills and information learned during 

the course are valued was also investigated.   

 

It is widely acknowledged that social connectivity is related to increased well-

being in older age (Buys, 2001) and that to protect against feelings of loneliness 

and depression and to promote well-being, it is necessary to maintain 

established relationships (Adams, Sanders, & Auth, 2004).  This can be of 

particular importance for those in a retirement village or nursing home.   

 

As the technological age advances upon us, more and more older people in 

society are wanting to learn to use computers for a variety of reasons including 

accessing information and communicating electronically.  In response, 

researchers have been attempting to determine how successful the elderly are at 

learning to use computers and if they can in fact improve social contacts through 

this medium, thereby enhancing their quality of life and well-being.  While Buys 

(2001) maintains that regular phone contact between residents of retirement 

villages and their friends can enhance their well-being, the jury is still out as to 

whether electronic communication (e.g. email) will be a successful way for older 

adults to remain in contact. 
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Methodology 
 

Participants were drawn from the Independent Living Units of a large retirement 

village.  Residents volunteered for the computer course in response to an 

advertisement in the village newsletter.  Ten residents with no or little computer 

experience volunteered for the course.  Seven residents completed the course; 

two left part way as they felt the course was not meeting their goals and one 

resident was unable to commence the course for health reasons. 

 

A dedicated room on the village campus was set up with five computers; two 

residents per computer.  The computers were provided by the village and 

installed with Windows.  All computers had internet connections and each 

resident was provided with an email address from a free email provider.  The 

information aspect of the course was led by one of the researchers and 

supplemented with written handouts.  Material included information on the “nuts 

and bolts” of computers, electronic mail, computer safety, software and internet 

as well as computer games (e.g., solitaire).  Two other members of the research 

team were present to provide coaching as needed.  The course ran for two hours 

each week for six weeks, with one member of the research team available for 

practice and coaching sessions on a separate day for two hours.  A public 

computer with internet connection is available during the day to all residents of 

the village and participants were encouraged to use it for practice as well. 

 

Data Collection 

 

Residents completed questionnaires in the first and last sessions of the course to 

determine their attitudes and perceptions towards computers and their current 

social networks.  Eight weeks following the course, the residents were 

interviewed to gauge the extent to which the skills and information learned during 

the project were being used and valued.  Seven of the nine original participants 

could be interviewed.  Observations were made during the course and the 
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practice sessions relating to the resident’s experience of using a computer and 

which programs / websites were used. 

 

Data Analysis 

 

Information gathered from the questionnaires, interviews and general 

observations were analysed by the researchers to determine common themes.  

 

 

Results & Discussion 
 

Three main themes resulted from the data collected; motivation / interest, 

technical skills and social contacts / networks. 

 

Motivation / Experience 

 

As residents volunteered to participate in the study, all had a degree of 

motivation to learn computers.  Research is beginning to identify that many older 

people in congregate housing facilities (White et al., 2002) and nursing homes 

(Sherer, 1996) are eager and willing to learn to use a computer.  Of the nine 

residents who commenced the course, five had had some experience with a 

computer.  Various reasons were given for the decision to volunteer and what 

they hoped to achieve.  All residents mentioned a desire to further their 

knowledge of the computer with many specifying email and internet use as a 

goal.  In particular, residents mentioned that it is now common occurrence for 

organisations and companies to provide additional information on the internet.  

As one resident mentioned “I don’t want to be left behind”.  Older people 

identifying the internet as a method of keeping up to date is recognised in the 

literature.  This was one of the main reasons given by participants for learning 

the computer in a study conducted by Adams, Stubbs and Woods (2005).  The 

two residents who did not complete the course stated that they felt not enough 
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time was being spent on searching the internet.  Unfortunately they did not raise 

their concerns with the research team and discontinued prior to the main session 

on using the World Wide Web (WWW).  All residents had reported the course to 

be a positive experience, including those who discontinued.   

 

On follow-up, three residents have continued to use the computer, with four 

residents now owning their own computer.  Many residents commented that they 

don’t have the time to sit down and concentrate on the computer due to family 

and social commitments; however, they did still express a desire to use one.  

Even the two residents who discontinued were willing to try another course if it 

could be configured to meet their specific needs. 

 

Technical Skills 

 

Observations during the first sessions of the course revealed high levels of 

frustration.  Those who had never used a computer before had particular difficulty 

mastering the mouse (“clicking” and “double clicking”) and the keyboard, even 

though mouse ‘speeds’ were slowed down as much as possible.  Similar 

difficulties were observed by Namazi and McClintic (2003) who concluded that 

current computer systems are not suitable for use by older people.  Those who 

had already used a computer drew heavily on their experience from word 

processing and typing skills.  By the end of the six week course, improvements 

were noticed in these areas, however a certain level of frustration remained and 

most continued to experience difficulties with tasks requiring dexterity and low 

level multi-tasking.   

 

Another common difficulty our participants were observed to have and which is 

also recognised in the literature (White et al., 1999), was the residents’ inability to 

remember instructions.  Detailed step-by-step verbal and written instructions 

were needed to be given each session for tasks such as accessing the Internet 

(which icon to click on) and accessing email accounts.  This observation was 
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confirmed in the interviews with one resident commenting that that was the 

hardest aspect of learning to use the computer. 

 

Participants were asked after the course if they felt comfortable using email, 

internet and word processing.  Of the residents who finished the course all felt 

either somewhat comfortable or comfortable using email or word processing; two 

were not comfortable and five were somewhat comfortable or comfortable with 

the internet.  All residents remarked that they felt they needed many more 

lessons on the computer and had difficulty recognising the skills they had 

achieved so far.  Reviewing the computer courses for the elderly that have been 

published in the literature, Dickinson and Gregor (2006) summarised that 

considerably more support of frail old people is needed when beginning to learn 

to use a computer and that participants will not achieve independence within 

short time constraints.  The researchers of the current study felt that given more 

time, more members of the course would have achieved a certain level of 

independence.  Further, White et al. (1999) acknowledged that the elderly people 

in their study required reinforcement of the computer skills they had learnt as 

they did not feel a sense of mastery. 

 

Social Contacts / Networks 

 

Residents indicated in the questionnaires that they had frequent contact with 

family and friends and had opportunities to meet new people especially while 

living in the village.  Seven participants felt at the beginning of the course that 

computers could improve contact between family and friends.  The two residents 

who did not think this were the two who discontinued.  While the residents 

thought that the computer provides opportunities to meet new people, no one 

would consider using the computer to form new relationships (e.g., chat rooms).  

On follow-up, only one resident was using email to communicate with family and 

friends, who were overseas or interstate.  The other residents felt that there was 

no need to use email as they had a small network of family and friends close by 
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whom they could easily contact in person or by phone.  This is not dissimilar to 

findings by Cody et al. (1999) who found that higher levels of social connectivity 

predict computer use.  In relation to the current study, those residents who had 

small social networks did not perceive the computer (i.e. using email) as a means 

of maintaining contact.  Consideration also needs to be given to the fact that both 

sides need to have access to a computer to communicate electronically, which is 

not the case for many older Australians.  Even though the families of the 

residents participating in the course were overwhelmingly supporting of their 

relative learning to use the computer and email, it still did not encourage them to 

communicate via email.  One resident commented “I would rather just use the 

telephone”. 

 

 

Conclusion & Recommendations 
 

The computer course conducted at the RSL Village has demonstrated that older 

Australian adults are keen to learn computer technology, especially the Internet 

and email.  Findings from this course are in accordance with previous published 

studies of computer courses for older people.   

 

Of particular mention is the suitability of current computing systems for older 

people.  This includes the hardware (e.g., keyboard and mouse), web page 

design and ease of use of the screen.  While the residents were interested in 

learning how to send emails, the main priority for our residents was to access 

information on the WWW.  It would also appear that the perceived usefulness of 

the computer for maintaining social contacts is more of an option for those 

residents who have larger networks.   

 

When organising a computer course for residents, careful consideration needs to 

be given to course content to ensure that it meets the participants’ goals and is 

sequenced according to their most pressing needs.  Time frames also need to be 
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considered so that residents reach a certain level of mastery prior to course 

completion.  Conceivably if a certain level of independence and confidence is 

reached, it may promote continued use of a computer after the course. 

 

Conducting a computer course for the elderly in a retirement village is most 

definitely a worthwhile activity and one that should be a common occurrence on 

their activity schedule.   
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ABSTRACT 

 

Barriers in Adult Education: the case of Limpopo Province of South Africa 

 

Many people with low income or none cannot extricate themselves from a hopeless 

existence because of inadequate amounts of education and training. Although 

increased education does not automatically mean a better life nor is education a 

panacea to cure all social ills, adult education should provide programmes that are 

more relevant to address the needs of learners, especially in rural areas.  

Citing lack of motivation as a reason for non-participation in educational programmes 

or dropping out can be problematic as it may lead to a tendency to blame individuals 

for not participating, rather than enabling or disabling conditions surrounding them. It 

must be made clear, then, that the use of the term motivation is not meant to imply 

that individuals actually make a choice based on personal preferences about whether 

or not to participate. Indeed, the individual condition of being motivated depends 

much on the contextual and situational conditions, and perhaps other factors as well. 

This implies that although people may be motivated to take part in educational 

programmes, there may be a number of factors that can deter them from doing so. The 

paper will therefore highlight some of the barriers that hinder participation in adult 

education programmes in South Africa, a country that is characterised by high levels 

of illiteracy, unemployment and poverty. 
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Introduction 

 

Adults may wish to attend or take part in educational programmes but may be 

hindered by a number of elements. Citing lack of motivation as a reason for 

nonparticipation in educational programmes or dropping out can be problematic as it 

may lead to a tendency of blaming individuals for not participating, rather than 

enabling or disabling conditions surrounding them. It must be made clear, then, that 

the use of the term “motivation” is not meant to imply that individuals actually make 

a choice based on personal preferences about whether or not to participate. Indeed, the 

individual condition of being motivated depends much on the contextual and 

situational factors and conditions, and perhaps other factors as well. This implies that, 

although people may be motivated to take part in educational programmes, there may 

be a number of factors that can deter them from doing so. 

A number of authors; Hirsh and Wagner (1995) and Henry and Basile (1994) have 

grouped the deterrents into four categories, namely: the situational, institutional, 

dispositional and informational factors. Each of these factors will be highlighted 

below. 

 

Situational factors 

 

Situational factors involve circumstances that are related to an individual’s external 

situation at a given time. According to Henry and Basile (1994:67) financial 

constraints can be a barrier to learning for adults. They may not be able to afford to 

pay for the programmes no matter how relevant they are. As a result, they will not be 

able to take part. Looking at the situation of poverty, unemployment and poor housing 

in Limpopo, it is reasonable to assume that money may be one of the biggest 

problems. 

Lack of childcare facilities, for instance, can also be a problem, especially for women. 

These factors are, as Hirsch and Wagner (1995:164) state, relatively uncontrollable 

demographic features. They also include circumstances such as age, gender, level of 

prior learning, the number of children in the household and so forth. 
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The following is an excerpt from a speech given by one adult learner at Confintea V 

in the AETASA Newsletter (Adult Education and Training Association in South 

Africa, 1997:1): 

 

“I want to continue to learn and progress with my learning but there are many 

difficulties for us as adult learners; for example we learn under conditions that are 

not conducive to learning and we also do not have money to pay for ourselves to 

continue our education”. 

 

The above quote indicates that there could be such problems and even more. Funding 

for Adult Basic Education and Training programmes has been a problem for quite 

some time. This problem disables more adults to continue learning because of their 

impoverished backgrounds. 

 

Institutional factors 

 

All circumstances about the institution that discourage participation of adult learners 

are referred to as institutional barriers. Hirsch and Wagner (1995:164) regard these as 

those factors that include the features of a particular adult learning programme. One 

may give an example such as a place where classes are located, the content of the 

programmes, qualities and gender of the educator or fellow participants and funding 

available to keep the programmes running smoothly. To stretch these examples 

further, this means that sometimes in the rural areas, classes are attended far from 

home, or the content may not be relevant for adults who want to attend or most 

crucially men may not feel comfortable to attend with one another in the same class. 

Other examples would be the absence of childcare facilities for those women who 

have children or are taking care of their grandchildren. The availability of transport to 

and from class when needed may also pose as a major problem. 

 

The Report on the conference on ABET on Trial (2000:7) quotes Miller, the Chief 

Executive Officer of PROLIT, saying that there has been “massive hemorrhaging”, 

that shrinking in ABET is a reality. He reiterates that ABET is faced with a growing 

number of adult learners who cannot pay for the services they need, and therefore 

government should acknowledge that ABET is in crisis. If there are no sufficient 
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funds for programmes, then it becomes clear that learners will not be interested in 

participating in such programmes. It further indicates that learners will not get 

programmes that appeal to their daily needs. 

 

Gender is also a very crucial issue in adult education. For instance, in the findings of a 

research conducted by Malale (1996:111), one adult educator indicates that male adult 

learners have a tendency of not attending classes if female educators teach them. The 

same goes for those men who do not want to attend with their female counterparts 

because of their manhood. 

 

These institutional factors become serious hindrances for participation in adult 

education programmes. Most of the time classes are conducted in the 

afternoon/evenings in areas where there is no electricity or where classes are a bit far 

from the learners’ homes. This makes it difficult for learners to attend regularly. In a 

pilot study on Basic Teaching Skills for Adult Educators at the University of the 

North (1997), one of the educators mentioned that some men do not allow their wives 

to be out at night to attend classes. This in itself contributes to the minimal attendance 

in programmes. 

 

Dispositional factors 

 

Dispositional factors entail lack of confidence or guilt about conflict with domestic 

responsibilities, for example. Hirsch and Wagner (1994:67) regard these as internal 

beliefs and attitudes about educational programmes that impede participation. These 

factors are also referred to as “psychological” obstacles, by Merriam and Caffarella 

(1991:88). These are beliefs and values, attitudes and perceptions about education or 

about oneself as a learner. One commonly known example is the one where perhaps 

people associate education with the past experiences of Bantu Education. This was the 

under-funded and ill-equipped official education offered in all homelands meant for 

all the black people in South Africa. In one way or the other, adults unconsciously do 

not want to see themselves subjected to the same kind of treatment they experienced 

some time ago. 
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Informational factors 

 

Informational factors involve not only the institutions’ negligence in communicating 

information about available programmes, but also the adults’ failure to seek out and 

use the available information, for without it, potential participants will not be aware of 

the existence of the programmes. These factors may be called structural barriers such 

as poor access to information and guidance as well as the absence of suitable training 

opportunities. That is why the issue of recruitment in adult education becomes a very 

crucial component. 

 

Information and awareness must be viewed in a slightly different way. This means 

that those who register an interest in a specific Adult Basic Education and Training 

programme, must in a sense be aware of the programme beforehand. Henry and 

Basile (1994:64) propose that educators should try and employ more sources of 

information to inform people about adult education activities in their communities. 

 

Images and perceptions about Adult Basic Education and Training 

 

In the presentation of preliminary research findings on implementation problems in 

ABET, Mabasa and Rampedi (2000) came across different puzzling metaphors with 

regard to the Adult Education field in general and mainly the formal provision in 

Adult Education in the Limpopo Province. Of course, these reactions may be spotted 

countrywide. The following are some of the metaphors: 

 

• Adult educators are regarded as the Principals of ‘bakgekolo’ (old 

grandmothers); 

• Adult education coordinators regard themselves as ‘hose pipes’; 

• ABET is regarded as a legitimate cousin (whose cousin?); and  

• When the budget is over, all ABET activities come to a halt. 

These are just but a few of what may be called ‘beliefs’ of different people about what 

ABET is all about. These negative images and perceptions are enough to indicate to 

us where other people (adult learners, communities and adult education practitioners) 

place adult education. The metaphors mentioned above do not come as a total 
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surprise. During the needs analysis conducted by Rakoma (1999:89) in Region 5 of 

the Limpopo Province, some of the adult learners mentioned that other members of 

the community ridicule them. They see them as failures, foolish and incompetent. 

Could it be because of the structure of ABET and the levels; that people are seen to be 

in their first years of schooling, sitting in small chairs and tables like children, using 

almost the same curriculum as the one used in formal schools?  

 

These issues cited above can, on the one hand, be the problem. On the other hand, 

educators also see Adult Basic Education and Training as a ‘stepping ladder’, 

something that connects them to better jobs or promotions. For the unemployed 

educators, it could be a way of creating job opportunities for themselves. 

 

What implications are there for Adult Basic Education and Training programmes 

development with all these beliefs and perceptions? Could it be that adults are taught 

for the sake of being taught? Could it be that practitioners are involved in ABET 

activities so that they can earn money and nothing more? What about the 

communities? Are they actually aware of what adult education is all about? Perhaps 

they only attach the reading and writing aspects to it and nothing more, which they 

feel, may not be so very important. Of course the people in these communities are 

poor and unemployed. But they should also value the importance of being able to read 

and write, also as a way of moving towards other spheres of life. All these images that 

are portrayed contribute negatively towards developments in the field of study. They 

also serve as barriers to adults’ participation in the programmes. 

 

Other deterring factors 

 

In general, looking at the overall adult education context, implies a comprehensive 

consideration of the various factors that, influence learning and the application 

thereof. Crucial factors that go beyond the four may include the opportunity available 

for an individual learner to benefit from the learning offered, the social or community 

support an individual receives, and the ability to perceive benefits that exist, all of 

which interact to form motivational force that influence adult life. 

Another fact to note is that adults may not participate in educational programmes 

because of anxiety that may cause some resistance. Van der Kamp (1992:192) argues 

2008 HICE Proceedings 
Page 2794



that anxiety and resistance can hinder the learning of initially poorly educated people, 

who after a long time return to school or participate in Adult Basic Education and 

Training programmes. For example, negative memories may emerge and it is possible 

that acquired knowledge gets unsettled. Added to this is that there can be fear of 

failing in front of the group and that may lead to poor self-confidence.  For example 

some adults fear to approach adult centers because they feel they may be ill-treated.  

 

“Everyday we can see the university buildings. We always wonder if this big 

institution with all its knowledge cannot help us. But we do not know how to ask, we 

are afraid they will send us away” (Stevens, 1994:35). 

 

The foregoing pronouncement is quoted from a research report on functional 

(il)literacy, in Ga-Mothapo village in Limpopo. It may be possible that men and 

women suffer from confused national and even provincial policies and attempts 

which, on the one hand, seek to encourage increased participation in adult education, 

while on the other hand, create bureaucratic barriers that prevent adults from gaining 

access to and pursuing education. 

 

All what has been discussed above can be summed up by Tennant’s contention 

(1993:35-36) who maintains that the task of adult education is to design programmes 

that promote the following: 

 

• Voluntary participation; 

• Respect for self-worth; 

• Collaborative learning; 

• Praxis-activity/reflection;  

• Collaborative analysis; 

• Spirit of critical reflection; and 

• The nurturing of self-directed empowered adults. 

 

Adults should see themselves as proactive, initiating individuals who are engaged in a 

continuous recreation of their personal relationships, work worlds, and social 
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circumstances, and not as reactive individuals buffeted by uncontrollable forces of 

circumstances.   
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This poster session provides professionals in the field of early childhood with a variety of 
content literacy strategies that have been adapted for the needs of young children. The 
goals of the session are for participants to: 1) connect the theoretical basis of content area 
literacy instruction to practical applications through the use of guided reading and 
writing, shared reading, and read alouds; 2) view work samples that demonstrate the 
impact that content literacy strategies have on promoting literacy development and 
content acquisition; 3) discuss ways in which content literacy strategies promote an 
integrated approach to targeting content and literacy standards through the use of 
narrative and informational children’s books. Content area literacy instruction (CALI) in 
the early grades is supported by schema theory (Richgels, 1982; Rumelhart, 1982 as cited 
in Vacca & Vacca, 2008) and Rosenblatt's (1994) transactional theory of the literary 
work. CALI in the primary grades is based on the following premises: 1) the use of 
expository texts at the beginning of the school career prepares students for the literacy 
demands of the future (Moss, 2005); 2) reading to learn can parallel instruction in 
learning to read at this level (Moss); 3) nonfiction books may be used appropriately in 
early childhood classrooms (Duke, 2003); and 4) teaching CALI improves content and 
literacy learning by instructing in the zone of proximal development (Vygotsky, 1978). 
This session presents a case study investigation into the effectiveness of CALI that the 
author implemented by adapting Wood and Taylor's (2006) compilation of content 
literacy strategies for use with young children. Student work samples document the use of 
scaffolded strategy instruction in guided reading and writing, shared reading, and reading 
aloud narrative and informational books. The work samples illustrate how content 
knowledge was integrated into existing background knowledge and promoted literacy 
learning, similar to the work of Quintero (2005). Most elementary teachers receive little 
training on the instruction of expository text; therefore, a need exists for professional 
development in the area of content literacy strategies for young children (Moss). This 
need is critical in light of the current trend toward reducing instructional time for subjects 
not tested (Jones & Thomas, 2006). The topics of instruction include plants, magnets, the 
Statue of Liberty, and dinosaurs. Strategies that will be presented are: Talking Drawings 
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(McConnell, 1992/3, as cited in Wood & Taylor; Paquette, Fello, & Jalongo, 2007); 
KWL (Ogle, 1992, as cited in Wood & Taylor); Semantic Feature Analysis (Johnson & 
Pearson, 1984, as cited in Wood & Taylor); Closed Word Sort (Gillet & Kita, 1979 as 
cited in Wood & Taylor); Semantic Map (Vacca & Vacca, 2008); Anticipation Guide 
(Readence, Bean, & Baldwin, 1989 as cited in Wood & Taylor); Exchange Compare 
Writing (Wood & Taylor); Prediction Chart; and Collaborative Listening-Viewing Guide 
(Wood, 1994, as cited in Wood & Taylor). Additional strategies and literacy learning 
experiences that are addressed in the presentation involve the use of the Internet, song 
lyrics, writing activities, and choral reading.  
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ABSTRACT 
 

The field of Special Education is facing many challenges. Improving the achievement 
level of students with disabilities, increasing the number of highly qualified teachers, and 
promoting genuine collaboration among professionals, including special and general 
education teachers and related service personnel are some of the major challenges. To 
respond to these challenges, the current teacher preparation structures must be re-
examined and re-configured. It is suggested that, at undergraduate level, special 
education for high incidence group and general education teacher preparation programs 
should be merged into a single program structure and special education programs for low 
incidence group should be separated from the larger structure. In addition, administrative 
structure should be divided into two areas of expertise, one for administrative function 
and the other for instructional function. The administrative function should be under the 
supervision of the principal; and the instructional function should be taken care of by a 
team of experts in specific areas. At graduate level, two stand-alone specialist programs 
can be offered, one for specialists for high incidence group with an emphasis on the role 
of special education consultant for general education teachers, and the other for 
specialists for low incidence group with an emphasis on the specialty areas. 
Reconfiguration of general and special education teacher preparation programs proposed 
here will be able to respond adequately to many challenges that the field of special 
education is currently facing. 
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Abstract 

The purpose of this study was to investigate the use of language learning strategies and 

to examine what variables may influence the choice of language learning strategies by a 

group of Taiwanese students in Taiwan.  The data of the research was provided by 261 

senior high school students with different genders, academic levels, and motivational levels.  

Oxford’s Strategy Inventory for Language Learning (SILL) was the primary instrument 

(1989).  A background questionnaire developed by the researcher of this study was 

administered together with the SILL.  Statistical techniques, ANOVA, and regression were 

used to analyze the data. 

 

Keywords:  English, learning strategies, high school students, motivation & gender. 
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Introduction 

Various language learning strategy studies have identified characteristics of successful 

language learners (e.g. Rubin, 1975; Stern, 1975; Bialystok, 1981).  In addition to these 

studies, some studies indicated that the use of language learning strategies is highly 

depended on each individual’s background.  For example, Oxford, Nyikos, and Ehrman 

(1988) found that females used more language learning strategies than males.  O’Malley 

and Chamot (1990) found that cultural background also contributes to the choice of 

language learning strategies.  In addition, Yang (1992) found that learner’s beliefs also 

influence the use of language learning strategies.  Although language learning strategies 

research has been undergoing for a couple of decades, it is still worth the effort. 

 

Background of the Problem 

English is a required course for students in Taiwan.  It is also tested on all major 

entrance examinations.  In the past, students started learning English from junior high 

school to senior high school and the first year of college.  With rapid economic and social 

changes, English is no longer simply regarded as a required course in schools (Yang, 1999).  

People in Taiwan perceive it as a tool for communication with English speakers and as a 

ladder to future success.  Parents perceive learning English as an educational investment.  

They encourage their children to begin learning English at an early age.  To better prepare 

the next generation for the challenges of the 21st century and to boost the English 

proficiency of nations, the Ministry of Education of the Republic of China (TAIWAN) 

announced that from the year 2004 on, students are required to start learning English as a 

foreign language from the 3rd grade (Yang, 2004). 
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Statement of the Problem 

 English is a required course for senior high school students in Taiwan.  Usually, it 

takes students four to six hours to study English per week in school.  The number of hours 

of English class per week depends on students’ chosen areas of specialization (e.g. art, 

music, social sciences, and natural sciences).  Typically, a senior high school graduate 

would have received six years of English study in the educational system. 

Senior high school EFL teachers in Taiwan are cast as authoritarians who have all the 

power and control in the classroom.  EFL high school students in Taiwan are usually 

relegated to passive and rote memorization roles.  Students are chiefly taught about 

English language and its grammar rules.  Students are asked to practice grammatical rules 

and sentence structures provided by teachers.  Students spend most of their learning time 

on the strategies of copying, memorizing, and reproducing sentence structures written by 

others.  Students are regularly given quizzes to check their understanding and progress.  

Because of these factors, students have less motivation to learn English and as a result 

perform poorly in English, even though they have been studying English for several years 

(Yang, 1999; Chang, Wu, & Wu, 2007). 

Obviously, there must be something wrong with this type of English instruction.  To 

find reasons for this ineffectiveness, to find ways to remedy this situation, and to help 

students study English more efficiently and effectively in overall language learning process, 

teachers have to have a detailed understanding about students’ choice of language learning 

strategies as well as the factors that influence their choices. 

 

2008 HICE Proceedings 
Page 2804



 

 5

Research Questions 

 In order to achieve the aforementioned purposes, the following questions were 

proposed to accomplish the purpose of the study: 

1. What are the profiles of language learning strategies used among the senior high school 

students? 

2. What are the influences of gender, academic level, time length of studying English, 

motivation, and chosen area of specialization in the use of language learning strategies? 

3. Which independent variable has the greatest influence on language learning strategies:  

gender, academic level, time length of studying English, motivation, and chosen area of 

specialization? 

 

Oxford’s Classification of Learning Strategy 

In Oxford’s language learning strategy taxonomy, a distinction is made between direct 

and indirect strategies.  The “direct language learning strategies” directly involve the 

subject matter; the “indirect language learning strategies” do not directly involve the 

subject matter itself (Oxford, 1990b, p. 3).   

 The category of direct strategies is further divided into three subcategories, including 

memory strategies (e.g. grouping, associating, and using imagery), cognitive strategies (e.g. 

highlighting, analyzing, and summarizing messages), and compensation strategies (e.g. 

guessing and using synonyms).  Like the direct strategies, the category of indirect 

strategies is also divided into three categories, including metacognitive strategies (e.g. 

arranging, focusing, and evaluating their own learning ), affective strategies (e.g. deep 

breathing and using checklists, help learners control their feelings, motivations, and 
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attitudes related to language learning), and social strategies (e.g. asking questions or 

cooperating with others, facilitate learning to learn with others in a discourse situation 

(Oxford, 1990a). 

 According to Oxford (1990a), the six strategy categories (three direct and three 

indirect) are interconnected.  They support, interact with, and help each other.  Figure 1 

shows the interrelationships among the six-strategy categories. 

 
   Memory 
   Strategies 
   (Direct) 

     Cognitive          Social 
     Strategies          Strategies 
     (Direct)          (Indirect) 
 
 
     Compensation          Affective 
     Strategies           Strategies 
     (Direct)           (Indirect) 

  Metacognitive 
  Strategies 
  (Indirect) 

 
Figure 1.  Interrelationship between Direct and Indirect Learning Strategies (Oxford, 
1990a, p. 15) 
 

Research on Language Learning Strategies 

 According to Rubin (1987), Carton might be considered the initiator of learning 

strategy research in the second language area.  Therefore, research on learner strategies 

should date back to 1966 when Aaron Carton first published his study The “Method of 

Inference” in Foreign Language Study.  For Carton, the purpose of using learning strategy 
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is to solve problems.  He believed that learner’s prior experience and knowledge could 

help them in the processing of learning strategies.  In the study, Carton found that the use 

of learning strategies vary with learner’s abilities.  He also noted that the learners’ 

tolerance of risk would vary with their ability to make good inferences (guessing).  Hence, 

he suggested three steps to guessing—first, scanning, confirming, and testing for adequacy; 

second, assessing the probability of correct guessing; third, readjusting the guessing to later 

information. 

 

Results of the Research 

The results of this research were as follows.   

(1) The mean score of the 50 items in the SILL was 2.57 for all the subjects.  

Twenty-four out of the 50 items were used more frequently than average. 

(2) The ten strategies used most often by the subjects were practicing new English words, 

making up new words, repeating, practicing sounds, associating and analyzing words, 

paying attention when someone is speaking English, paraphrasing, guessing, thinking 

about the progress in learning English, and trying to find out how to be a better learner 

of English.  Conversely, the ten strategies used least by the subjects were connecting 

sounds, planning time to study English, making summaries in English, reading for 

pleasure, using new words to make sentences, physically acting out new English 

words, talking to people in English, writing notes, messages, letters, or reports in 

English, asking help from English speakers, and writing down feeling in a diary. 

(3) The rank of the six strategy categories in the SILL according to the frequency of use 

was compensation strategies (M = 3.01, SD = .76); metacognitive strategies (M = 2.68, 
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SD = .83); cognitive strategies (M = 2.65, SD = .63); affective strategies (M = 2.43, 

SD = .74); social strategies (M = 2.37, SD = .73); and memory strategies (M = 2.28, 

SD = .62). 

(4) There was a statistically significant difference between male and female students in 

the use of language learning strategies as a whole.  In the use of the six categories of 

language learning strategies, gender differences were significant in the use of 

cognitive, compensation, metacognitive, and social strategies, but were not detected in 

the use of memory and affective strategies. 

(5) Statistically significant differences were seen in the use of overall strategies of the 

SILL and in each strategy category of the SILL among students having different 

academic levels, different length of studying English, different motivational levels, 

and different areas of specialization. 

(6) Gender, academic level, and motivation were found to be significantly correlated with 

language learning strategy use.  Conversely, years of studying English and chosen 

area of specialization were found to be negatively correlated with the use of language 

learning strategies. 

(7) Among variables affecting one’s use of language learning strategies, motivational 

level was the most influential factor in language strategy use. 

 

Suggestions 

 This study has presented crucial information about the use of language learning 

strategies in a senior high school in Taiwan.  Although the informants were limited to a 

senior high school, the results did explore some potential issues related to the EFL learning 
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in local senior high schools.  The following suggestions are derived from this study.  The 

suggestions include: 

(1) Senior high school teachers in Taiwan should receive well-designed trainings in 

learning strategy use.  This will enable them to make students aware of choosing 

different strategies. 

(2) Learning-strategy training should not be limited to the classroom; it should go beyond 

the classroom.  Learning English as a foreign language in senior high school in 

Taiwan does not provide students insufficient opportunities to develop effective 

language learning strategies.  They only learn how to memorize individual words and 

grammatical patterns which they practice in designated contexts in the classroom.  

Beyond the classroom setting, they do not know how to use their stored knowledge in 

creative ways.  Therefore, senior high school teachers should try to help learners 

develop effective language learning strategies.  Teachers should teach learners how 

to read and listen effectively, how to speak and write appropriately, and how to work 

well in cooperation with others.  Teachers also should urge students to use what they 

know in new and unpredictable situations. 

 

Conclusions 

The following conclusions are derived from this study.  Undoubtedly, these 

conclusions will serve as a valuable reference for further research.  The conclusions 

include: 

(1) Motivational level needs to be replicated with other measures, such as structured 

interviews, so that the findings might be validated. 
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(2) Sample informants should be adopted from a wider range of senior high schools to 

increase the validity in future research. 

(3) The source of the current study was based on senior high school students.  In future, 

research should focus on a variety of students, whether high school students or college 

students. 

(4) Future research needs to explore other potential variables, such as age, learning styles, 

and first language inferences that may influence the use of language learning strategies. 
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Abstract: 
 
MONTESSORI EDUCATION AND EMERGENT CURRICULUM: CHILD 
CENTERED TEACHING. 
 

This presentation is about how to foster strong connections between student and 
teacher on emotional and cognitive levels in a creative teaching method. The goal is to 
nourish the development of self directed creative, problem solving and independent 
lifelong learners. The approach focuses on child centered teaching and learning during 
early childhood education, and is based on the Montessori Method and Emergent 
Curriculum. “Follow the child, if you can keep up” [Dr. Maria Montessori]. 

The Montessori Method of education is based on scientific observation. It was 
discovered that the most critical periods in brain development occur during the first five 
years of life. Therefore, it is essential for long-term development to teach children well 
during this early period. Children are always the only future the human race can trace; 
teach them well” [Dr. Maria Montessori]. 

The Emergent Curriculum works side by side with the Montessori Method. The 
first and most important goal with Emergent Curriculum is to inspire delight, curiosity 
and inquiry in the classroom.   The Emergent Curriculum is based on children’s free 
exploration and discovery in a well planned environment. The foundation of the program 
is based on the interests, needs and developmental levels of children. 

In both methods the teacher [1] attracts the child’s attention by offering concrete 
materials; [2] prepares an environment that gives the children freedom to explore and 
discover; and [3] ensures the environment offers multiple styles of learning and subjects 
that emerge from the child’s interests. Children learn and apply their knowledge within 
real life contexts, thus resulting in creative, problem solving and independent lifelong 
learners. Most importantly, this method of teaching draws out and cultivates the intrinsic 
joy for learning thus enabling the child to reach his/her potential. 
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TORT LIABILITY AND ITS EFFECTS ON EDUCATORS 

Introduction 

 There are certain issues that affect all educators regardless of their 

position.  One of these is the area of litigation.  I have spent the majority of 

my professional career in public education as a teacher, principal and 

superintendent.  In this last job, it was often my task to assist in the defense 

of a law suit filed against the school district and various employees.   

 With a desire to better appreciate the intricacies of the law, I left the 

public education arena and practiced law for a number of years upon 

graduation from law school.  A good portion of my cases involved school 

law.  Whether as educators or private citizens, law suits filed against school 

districts directly impact all as the costs of litigation are paid, in part, by 

public taxes.  So as to prevent litigation, educators should be familiar with 

the basic tenets of school law and it is from this viewpoint that this 

contribution is written in laymen’s terms. 
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 Educators face daily legal challenges in today’s litigious society.  

They must recognize and understand the constitutional rights and personal 

freedoms of their students and staff.  It is essential for these individuals to 

operate within the law which compels that they appreciate the lawful limits 

of the United States Constitution, their respective state constitutions as well 

as case and statutory law at the state and federal levels. 

Tort Liability 

 Although there are numerous legal issues that affect today’s 

educators, the most prominent is that of tort liability, the area in which most 

litigation is filed against school employees.  Aquila and Petzke (1994) write: 

 A tort is a civil, as opposed to a criminal, wrong.  The law of torts is 
 based on the theory that people are liable for the consequences of 
 conduct that results in injury to others.  Thus, a person commits a tort 
 when he violates a duty, imposed by law rather than contract, that he 
 owes to another.  If his breach of duty has caused injury to the other 
 party, he generally will be required to offer compensation in the form 
 of money damages.  (p. 7-4)   
 
 Many of the suits involving torts filed against school districts are 

based on unintentional actions.  “An unintentional tort is a wrong 

perpetrated by someone who fails to exercise that degree of care in doing 

what is otherwise permissible (i.e., acts negligently)” (Essex, 2005, p. 149).   

Negligence 
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 Negligence is one type of unintentional tort and is the most common 

area involving public school litigation.  Negligence “involves the breach of a 

legal duty to protect an individual from the risk of unreasonable harm” 

(Aquila and Petzke, 1994, p. 7-4).  Such suits claim that the individual or 

entity being sued injured a party because of an improper act or a failure to 

act.  In order to have a bona fide cause of action in negligence, four elements 

must be shown to exist.  

 The first element is that of duty.  The party being sued must have had 

an obligation to protect the claimant in some capacity.  States recognize that 

school officials have specific duties to their students which are enumerated 

in each state’s statutes.  Most often, these are rather minimal and include 

maintaining a safe environment and providing adequate instruction and 

supervision. 

 The second element of the tort of negligence is standard of care.  “A 

legally recognized duty requires the actor to conform to a certain standard of 

conduct or care” (Alexander, 1980, p. 697).  The generally accepted standard 

is that of a reasonable person in the same or similar circumstances; 

nonetheless, the level of care varies among all persons.  For example, the 

law mandates that school personnel exercise the same standard of care as 

other educational professionals in like circumstances.  The level of care that 
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is owed can vary due to other factors including the risk of an activity and the 

state of facilities and equipment.  One factor which is considered by courts 

in this regard is that of age.  In Viveiros v. Hawaii, the Court determined that 

a child need only use the degree of care appropriate to the child’s age, 

experience and mental capacity (513 P.2d 487 (1973).   

 Proximate or legal cause comprises the third element of the tort of 

negligence.  

 The individual or entity that is being sued must be the proximate or 
 legal cause of the conduct which has resulted in injury, which is 
 another way of saying that there must be a legally recognized causal 
 connection between the actions of the party being sued and the injury 
 of the party who is suing (Aquila and Petzke, 1994, p. 7-5).   
 
Courts will consider if there is a connection between the wrongful act and 

the ensuing injury and whether or not the injury could have been foreseen as 

a natural consequence thereof.  In the school setting, “there must be 

evidence that links the injury directly to failure of educators to act prudently 

in a given situation” (Essex, 2005, p. 151). 

 The final element is that of injury.  The plaintiff must have actually 

suffered some kind of harm or injury which occasioned loss or damages.  

These damages may be physical or mental injuries.  Physical injuries involve 

some type of financial loss such as medical expenses and lost salary while 

mental damages are categorized as pain and suffering.  
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Liability of School District Personnel 

 School district employees at all levels have certain duties and 

standards of care to observe so that liability from their actions will not result.  

These embrace a variety of topics involving both federal and state provisions 

including, but not limited to, the school as a safe place, administration, 

student records, student use of the Internet, student use of pagers and cellular 

telephones as well as the all-encompassing civil rights statutes.  The purpose 

of this discussion is to address those which have proven the most 

troublesome to school personnel from the point of view of litigation. 

 The most obvious is that relative to instruction.  Although suits have 

been filed on the basis that schools failed to provide a minimum level of 

education, courts have most frequently refused to adjudge schools guilty of 

educational malpractice, absent a finding of extreme violations.  The most 

prominent claim in this context is that a teacher did not afford sufficient 

instruction prior to an activity which involved some risk or danger.  A 

teacher may be found guilty of not providing appropriate instruction when a 

student experiences an injury after engaging in an unreasonable risk so long 

as the instructor’s directions were not ignored by the injured pupil.  

 Another duty imposed on educational professionals is that of 

adequacy of supervision, the area in which the majority of negligence cases 
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is filed.  “One who adequately supervises is aware of the activities to be 

supervised, the conditions which surround those activities, and the potential 

dangers that could arise during activity periods” (Aquila and Petzke, 1994, 

p. 7-6).  Nonetheless, reasonable supervision does not require “constant and 

unremitting scrutiny” (Fagan v. Summers, 498 P.2d 1227, 1972).  In general, 

schools have a duty to supervise the activities of their students whether they 

are engaged in curricular or school-sponsored, extra-curricular activities 

(Albers v. Independent School District No. 302 of Lewis Cty., 487 P.2d 936, 

1971).  Courts have opined by and large that the type of supervision required 

is dictated by the specific circumstance, the type of activity and the level of 

scrutiny warranted. 

 The use of corporal punishment, as might well be expected, comprises 

another area in which school personnel often find themselves engaged in 

litigation.  This topic has generated much controversy as to whether or not 

school personnel have the legal authority to physically punish a student.  

“The common law rule, which is in effect in most states today, is that 

educators will not be liable for administering reasonable corporal 

punishment to students” (Aquila and Petzke, 1994, p. 7-7).  Most states 

empower school boards to develop and control methods and procedures for 

administering corporal punishment.  The United States Supreme Court in the 
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landmark case of Ingraham v. Wright held that severe corporal punishment 

may not violate the Eighth Amendment’s prohibition against cruel and 

unusual punishment (430 U.S. 651 (1977). 

 Maintenance of property and facilities is another subject employed as 

a cause of action against school districts.  Notwithstanding the fact that 

school property is actually state property simply held in trust for public 

school purposes, the local school board has the responsibility to oversee and 

maintain such.   It is generally accepted that owners and possessors of 

property and buildings must keep them in a reasonably safe condition.   

Common Defenses to Negligence 

 When facing the unfortunate state of affairs of having been sued as a 

teacher, principal, superintendent, school board member or other school 

district personnel, there are some common defenses which may be asserted. 

In brief, these include first and foremost that the each of the aforementioned 

four elements of the tort of negligence is not present.  Additionally, 

contributory negligence, comparative negligence and assumption of risk may 

be pled.  Despite the fact that there is precise legal terminology for each of 

these concepts, they are fairly self explanatory in nature.  In addition, most 

states allow for governmental immunity for individuals holding a public 

office such as school board members.  
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Conclusion 

 In summary, a negligent act in one situation may not be negligence 

under a different set of circumstances.  No definite rules as to what 

constitutes negligence apply.  The standard of conduct of the actor is the 

key.  Further, it is well understood that litigation can occur from almost any 

act or failure to act by a school employee.  In fact, the subject matter causing 

liability is too numerous to develop fully in this limited undertaking; 

accordingly, only a cursory review of the general area of tort liability as it 

affects educators is presented. 

 In the event that this writing has spurred interest, the following list of 

cases provides examples of the manner in which different courts throughout 

the United States have dealt with litigation in the school district realm.  

These opinions may be found either through Lexis-Nexis or Westlaw and 

offer illustrations in which educators have been found liable as well as those 

in which a court has opined to the contrary.  The names and citations of the 

cases include:  Barbin v. State, 506 So.2d 888 (1987); Bartell v. Palos 

Verdes Peninsula School District, 83 Cal.App.3d 492 (1978);  

Barth v. Board of Education, 490 N.E.2d 77 (1986); Bielaska v. Town of 

Waterford, 491 A.2d 1071 (1985); Brazell v. Board of Education of 

Niskayuna Public Schools, 161 A.D.2d 1086 (1990); Connett v. Freemont 
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County School District No. 6, 581 P.2d 1097 (1978); Dailey v. Los Angeles 

Unified School District, 470 P.2d 360 (1970); Dean v. Board of Education, 

523 A.2d 1059 (1987); Donohue v. Copiague Union Free School District, 

391 N.E.2d 1352 (1979); Hoyem v. Manhattan Beach City School District, 

71 Cal.App.3d 866 (1977); Hunter v. Board of Education of Montgomery 

County, 439 A.2d 582 (1982); Hutchinson v. Toews, 476 P.2d 811 (1970); 

Hyman v. Green, 403 N.W.2d 597 (1987); King v. Kartenson, 720 S.W.2d 

65 (1986); Lawes v. Board of Education of City of New York, 213 N.E.2d 

667 (1965); Leahy v. School Board of Hernando County, 450 So.2d 883 

(1984); Lewis v. St. Bernard Parish School Board, 350 So.2d 1256 (1977); 

Locilento v. John A. Coleman Catholic High School, 523 N.Y.S.2d 198 

(1987); McDonnell v. Brozo, 280 N.W. 100 (1938); Meyer v. Board of 

Education, 86 A.2d 761 (1952); Miller v. Griesel, 308 N.E.2d 701 (1974); 

Miller v. Yoshimoto, 536 P.2d 1195 (1975); Mirand v. City of New York, 637 

N.E.2d 263 (1994); Morris v. State District of Mt. Lebanon, 144 A.2d 737 

(1958); Ohman v. Board of Education of City of New York, 90 N.E.2d 474 

(1949); Osborne v. Montgomery, 234 N.W. 372 (1931); Richard v. St. 

Landry Parish School Board, 344 So.2d 1116 (1977); Segerman v. Jones, 

259 A.2d 794 (1969); Smith v. Archbishop of St. Louis, 632 S.W.2d 516 

(1982); Stahl v. Cocalico School District, 534 A.2d 1141 (1987); State Farm 

2008 HICE Proceedings 
Page 2823



 

 

11

11

Mutual Auto Ins. Co. v. Pharr, 808 S.W.2d 769 (1991); Tannenbaum v. 

Board of Education, 255 N.Y.S.2d 522 (1969); Titus v. Lindberg, 228 A.2d 

65 (1967); and Wilhelm v. Board of Education of City of New York, 227 

N.Y.S.2d 791 (1962).  
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Abstract 

 
The goal of this paper is to underscore in aid of the beginner-education researcher the 
basic elements of how to get published in learned journals.  To achieve this purpose, the 
paper covers, amongst other things, areas such as: i) the techniques for preparing a 
manuscript for publication, ii) writing tips for academic reports iii) peer-review process 
and iv) ethical issues in academic publications.  The paper in dealing with manuscript 
preparation brings to the fore the significance of each section of a journal article 
manuscript. It covers the basic writing mechanics of a manuscript in the section dealing 
with writing tips; and this dovetails into all the processes leading to the appearance of an 
accepted article in print in a learned journal. In fine, the paper makes a concerted effort to 
take the beginner-education researcher through the rubrics of preparing a manuscript for 
journal publication as well as through the basic tenets of peer-review process. 
 
  
 

1.1 PREAMBLE 

 

It is the wish of every academic to have his/her research findings published by 

internationally reputable journals. But the million-dollar question is how does one get 

published in such an outlet?  

 

Getting published in the world of academia implies, among other things, the sharing of 

one’s research outcomes with colleagues through the medium of the ‘so-called’ learned 

journals. The singular purpose of such an exercise is to disseminate one’s research results 

through on-line or print journals as one’s contribution to the bank of knowledge in one’s 
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field of specialisation. But getting this done is not an easy task, as the write-up of such a 

research outcome has to be subjected to stringent peer-review process. It is, therefore, 

important for a beginning researcher to be familiar with the details of how to prepare 

articles for publication in learned journals.  

 

In preparing a manuscript for publication in a learned journal, it should be noted that one 

is interested in informing his/her prospective readers about what has been investigated, 

why it has been investigated, how it has been investigated, the results of the investigation 

and the conclusions that could be drawn from the results of the investigation. To do a 

good job of this requires some orientation in dealing with the different sections of such an 

academic write-up as well as the demonstration of familiarity with acceptable writing 

style.  

 

It is the responsibility of an author to carry out the necessary initial editing of his or her 

prepared manuscript.  In these days of technology, the grammar and spelling check 

option of PC’s becomes a useful tool for self-editing of a manuscript.  It is a common 

practice for a writer to get a second opinion on his/her just-completed manuscript.  One’s 

research supervisor, one’s academic mentor or a senior academic colleague could be 

approached to provide such a service.  It is also advisable to test the water, so to say, by 

first of all presenting the completed manuscript at an in-house seminar in order to further 

enrich its quality. 

 

2.1 PREPARING A MANUSCRIPT FOR JOURNAL PUBLICATION 

 

Getting published is a very serious business that needs special attention and demands 

familiarity with the mechanics of academic write-ups.  Before a manuscript is prepared 

for publication, one should first of all think of the outlet to which it will be sent for 

consideration for publication.  With the knowledge of the scope of the coverage of a 

journal as it applies to one’s intended manuscript, the first thing to do is to consult the 

“notes to contributors” page of the journal.  Useful websites for a prospective education 

author to consult on this score and related matters are: i) www.wkap.nl; ii) 
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www.msu.edu; iii) www.info.pitt.edu; and iv) www.aci-plus.com (Flyman, 1999). It is 

important to note that in writing a manuscript for consideration by a journal, one has to 

conform to the requirements of the journal in terms of its dictates for article presentation.  

Most journals in education require conformity with the writing format prescribed by the 

American Psychological Association (APA) manual.  It is, therefore, imperative that a 

budding education researcher familiarises himself/herself with this text.  Some of the 

basic elements of APA format germane to the thrust of this paper are covered under the 

sub-section dealing with “writing tips for academic reports”. 

 

A journal article manuscript like other academic write-ups should follow a particular 

format for it to be worthy of serious consideration by a prospective journal outlet. It is 

therefore important for the would-be author to familiarise himself or herself with the 

acceptable format for such a write-up. By and large, a journal article manuscript should 

have the following major sections: i) a title page, ii) an abstract, iii) an introductory 

section iv) a research methodology section v) a results and discussion section, vi) a 

conclusions and recommendations section and vii) a reference section plus appendices 

where applicable. The discussion that follows covers each of the listed sections in some 

detail: 

 

2.1.1 The Title Page 

 

A journal article manuscript must have a title page otherwise referred to as the cover 

page. This page must contain the title of the manuscript at its top. It is important that such 

a title should be brief but at the same time should be descriptive enough to cover the 

thrust of the research report. While one may not like to be prescriptive about the length of 

a journal article title, it is recommended that this should not be more than twenty words 

but better if it is less than this. The length of a title could be contained by avoiding the 

use of superfluous phrases like ‘A study of ….’ or  ‘An investigation to determine…’. A 

title should also be devoid of jargons and the like. But it is essential to ensure that a title 

has most of the key words such as causes, effects or relationships as these words are 

generally useful in future literature searches. The bottom line here is that a title should be 
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as concise as possible but at the same time it should underscore as much as possible the 

focus of the study. 

 

In addition to the articulation of the title on the title page, the title page should contain 

some personal details of the author of the manuscript such as his/her names and postal 

address. And where the manuscript is co-authored, the authors’ names should be listed 

either alphabetically by agreement or according to the relative individual contributions of 

the authors; and where there is a major author among the authors, his/her name should be 

listed first for him/her to occupy the pride of place as the senior author. It should be 

stressed that it is on this page and this page only in the entire manuscript that the names 

of the authors should appear. This is necessary in order to enhance the integrity of the 

peer-review process. In any case, where this injunction is not complied with the names of 

the authors are normally blackened out by the editor of a journal before sending it out for 

editorial review by peers. 

 

2.1.2 The Abstract Section 

 

All reputable MST education journals require the inclusion of an abstract in a manuscript 

submitted for consideration for publication by them. By and large, they specify a 

synopsis of between 100 words and 200 words. The purpose of such a precise is to give a 

bird’s eye view of the thrust of the manuscript. Such an abstract is expected to cover, 

among other things, in a nutshell the following i) the purpose of the study, ii) sample and 

sample selection iii) data collection and analysis procedures and iv) the results emanating 

from the study. The importance of an abstract cannot be over- emphasised as it helps the 

prospective readers in deciding whether to invest their precious time in reading your 

entire paper. For this reason, a good abstract is a must for wide dissemination of your 

research findings. 
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2.1.3 The Introduction Section 
 
The goal of the introduction section of the journal article is to pinpoint ‘the logical 

continuity between previous and present work’ (APA, 2001). For this reason, the section 

normally provides a succinct but critical exposition of the pertinent literature in order to 

put the present study in a proper perspective.  In this section, the researcher is expected to 

demonstrate familiarity with existing pertinent literature in his/her area of study. Such a 

review is to assist the researcher in focussing his/her attention on the nature of the 

variables of his/her study.  By and large, the literature review in form of the background 

to the study is expected to dovetail into the purpose of the study which in itself should 

lead to the formulation of the research questions or the hypotheses for the study. The 

following Internet search tools for literature review are recommended: i) 

www.askjeeves.cm and ii) www.refdesk.com (Flyman, 1999). 

 

2.1.4 The Methods Section 
 
This section is normally titled ‘Research Methodology’, ‘Research Methods’ or simply, 
‘Methods’. The section could open with a description of the design for the study which 
should detail out whether it is a case study, a survey, an experimental study, a meta-
analysis study or some other types of research designs. This is normally followed by a 
description of the population and the study sample. Here it is important to spell out the 
procedure (e. g. stratified randomisation technique) used in selecting the sample and to 
describe the study sample in sufficient detail for ‘replicability and understanding [of] 
your study’ (Rudner & Schafer, 1999). The next sub-section here is the instrumentation 
which covers such areas like research instrument construction, its validation and its 
reliability determination. This is followed by the details of how the data collection 
exercise for the study was carried out. The last sub-section here normally covers the data 
analysis procedures employed in the study. Efforts should be made here to highlight how 
each and every research question or hypothesis would be addressed or resolved. 
 
2.1.5 The Results and Discussion Section 
 
This section deals with the summary of the results emanating from the analysis of the 
data for the study. Tables are usually generously used in this section to cut down on 
words. It is mandatory here to cover each major finding or result of the study with a 
reasoned discussion of its significance. The purpose of the discussion sub-section is to 
rationalize the result in the light of the trends in the literature and/or the peculiarities of 
the sample of study cum significant elements of the social, religious, ethical etc. aspects 
of the environment within which the study was carried out. 
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2.1.6 The Conclusions and Recommendations Section 
 
In this section, the researcher is expected to summarise the major findings of his/her 
study and to detail out the inferences that could be reached as a result of the findings of 
the study. This is usually followed by an articulation of the recommendations for the 
study. It is important to stress here the both the conclusions and the recommendations 
should have their roots in the findings of the study. That is, a one-to-one correspondence 
should exist between the findings of the study and the conclusions drawn up thereof as 
well as the recommendations put forward by the researcher. 
 
2.1.7 The Reference Section 
 

‘There should be a one-to-one match between the references cited in the report and 

references listed in the reference section’ (Rudner & Schafer, 1999). One of the golden 

rules of listing references in the reference section is to ensure that the entries are done 

alphabetically by authors’ surnames  

 

The general reference mode for books is as follows: 

Author’s surname (followed by a comma), Initials (each followed by full stops).  

Publication year (in parenthesis and followed by a full stop).  Title of the Book 

(underlined or italicised & followed by a full stop).  Town or City of publication 

(followed by a colon): and Publisher’s name (followed by a full stop). 

{Note: Corporate bodies such as institutions could be authors too}. 

 

In like manner, the general referencing mode for periodicals (including learned journals) 

is: 

Author’s surname (followed by a comma), Initials (each followed by a full stop).  

Publication year (in parenthesis and followed by a full stop).  Title of the Periodical 

(underlined or italicised).  Volume of the periodical (underlined). Issue number of the 

periodical (in parenthesis), pages of the article (followed by a full stop). 

 

 

 

 

 

2008 HICE Proceedings 
Page 2832



 7

3.1 WRITING TIPS FOR ACADEMIC REPORTS 

 

For the sake of brevity, some ground rules common to the different types of academic 

reports including journal articles are discussed below.  In particular, the beginner-

researcher’s attention is called to the ground rules governing the use of i) abbreviations, 

ii) foreign words and phrases, iii) citations, iv) quotations, and v) footnotes in academic 

writing. 

 

3.1.1 Abbreviations 

 

Generally speaking, aside from a few exceptions such as those listed below, the golden 

rule is that abbreviations should not be used in academic writing.  Some of the exceptions 

to this rule are: 

1) Titles before names – such as Mr, Ms, Messrs, Miss, Rev, Dr and Prof. 

2) Titles after names – such as Sir, Jr and Esq. 

3) Academic degrees – such as B.A., B.Sc, M.A, M.Sc and Ph.D. 

4) Agencies – such as CIA, FBI, UNESCO, NATO, WHO and FAO 

 

 

3.1.2 Foreign Words and Phrases 

 

When foreign words or phrases are used in an English text, they should either be 

underlined or italicised in order to call the attention of the reader to the fact that such 

words or phrases have been borrowed from other languages such as French, Greek, Latin, 

Portuguese or what have you.  Examples of such borrowed words are a priori, ab initio, 

ad hoc, ad inifinitum, coup d`etat, de facto, de jure, ex officio, habeas corpus, laissez 

faire, par excellence, pari passu, per se, status quo, tête-à-tête, vice versa and vis-à-vis. 
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3.1.3 Citations 

 

These are borrowed ideas from earlier writers without quoting them verbatim.  The 

golden rule here is that such borrowed ideas should be acknowledged or else one would 

run foul of an academic crime tagged “plagiarism” in the world of academia.  Below are 

some examples of the way of acknowledging such borrowed ideas. 

i) Mpho (2007) asserts . . . 

ii) Mpho (1992b) found no gender difference in . . . 

iii) Mpho (1990 and 2000) found that . . . 

iv) Writers after writers (Chakalisa, 2004; Charakupa, 1982 and 1983; Chilisa, 

2000; Taiwo, 2004 and Taiwo & Molobe, 1994) showed that . . . 

v) The words of Charakupa (1976, 1978 and 1993); Cole (1975); Jegede and 

Okebukola (1991); Ogunniyi (1988) and Rogan (1999, 2000 and 2001) are 

worth mentioning in this respect. 

vi) . . . pedagogic content knowledge (Isaac & Chaser, 1994). 

vii) According to Abdullahi (2006), . . . 

viii) According to UNESCO (1986), African countries are . . . 

ix) Similar studies (Abc, 1983; Acd, 2004 and Xyz, 2008) have confirmed that . .  

x) Xyz et.al (2005) posit that: 

 

 

3.1.4 Quotations 

 

These are borrowed expressions from earlier workers.  Unlike citations, quotations are 

“verbatim” borrowing of expressions which could be words, phrases or whole statements 

composed of several sentences. 

 

There are two golden rules to observe when dealing with quotations.  For short quotes (up 

to maximum of three typed lines or less than forty words), the use of quotation marks to 

identify the borrowed expression is recommended.  Some examples of this are: 
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i) If this is the case, to “assign quality to anything is to make a value judgement” 

(Balogun, 1997). 

ii) In the words of Taiwo and Charakupa (1996), “one cannot be using 

yesterday’s tool to perform today’s jobs and expect to be in business 

tomorrow”. 

 

For long quotations (that is, those that are more than three typed lines or forty words), the 

quoted statements should be indented to identify them as borrowed expressions.  They 

could be typed single-spaced or italicised; or smaller font might be used for their typing 

in order to stand them out as borrowed statements.  Two examples of such long 

quotations are: 

 

Example 1 

When a first-born child is a girl, parents are usually disappointed.  

Worse still if all [the] children are females, the father looks outside for 

male successors.  The reason given for wanting a male child is that the 

male child will propagate the family name and that any amount of 

money could be spent on his education and this will not be regarded as 

a waste whereas in the case of a girl, it is considered a waste to spend 

a lot of money on educating her as she will eventually end up in the 

kitchen (Omololu, 1992, p.136). 

 

Example 2 

For example, in Nigeria, according to Taiwo and Ogunniyi (1994): 

. . . general science was introduced to replace nature study and 

hygiene in the curriculum as a first step at integrating the basic 

sciences at the primary school level.  Science curriculum development 

in post-independent Nigeria benefited, amongst others, from the 

“process skills approach” enunciated by the American Association for 

the Advancement of Science (p.25). 
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As could be seen from the above statements, attention should be paid to whether or not a 

quotation starts from the beginning of a statement.  There are different forms of 

quotations. Some of these are  highlighted below. 

 

a) If a quotation does not start from the beginning of a 

sentence, it has to be prefaced with three dots (. . .) as in 

example 2 above. 

b) For some reasons best known to a writer (for example, non-

applicability), some parts of a statement may be dropped 

from a quotation by the writer.  Each missing part or 

portion in the body of a quotation should be denoted by 

three dots.  That is, we use three dots (. . .) to denote a 

missing part in the body of a quotation. 

c) If the missing part occurs toward the end of a quote, we use 

four dots (. . . .) to denote the missing part including a full 

stop to indicate the end of the statement. 

 

It is important to note that a missing part could be just a word or a phrase.  Words not 

italicised or underlined in the original piece could be italicised or underlined for emphasis 

sake.  And when this is done, the expression “Italics, mine” or “Underline, mine” in 

parenthesis [e.g. (Italics, mine)] is inserted immediately after the italicised word or phrase 

to underscore the fact that the word or phrase was not italicised or underlined in the 

original piece.  In addition, for grammatical reason for example, a writer could introduce 

a word or a phrase into body of a quotation.  When this is done, such words or phrases 

are put in box parentheses to show that they were not part of the original piece as shown 

below. 

 

Dear teacher, 

I am a survivor of [a] concentration camp. 

My eye saw what no man should witness. 
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Gas chambers [were] built by learned engineers, children [were] 

poisoned by educated physicians, infants [were] killed by trained 

nurses; and women and babies [were] shot by high school and 

college graduates. 

So I am suspicious of education. 

My request is [that you should] help your students to become 

human. 

Your efforts must never produce learned monsters [and] skilled 

psychopaths . . . . (Shaikh, 1994) 

 

3.1.5  Citations and quotations from electronic sources 

 

The formats for these are akin to the ones for print sources. However, the appropriate 

paragraph number of an electronic source is usually used as many electronic sources do 

not provide page numbers. The abbreviation ‘para’ is used as in the example below 

(Taiwo, 2003): 

 

Mpho (2002, para.5) concluded . . . .   

 

3.1.6 Footnotes 

 

Because of the adoption of APA manual writing style for academic reports in MST 

education, the use of footnotes is discouraged.  The golden rule here is that if they have to 

be used they should be used sparingly. 

 

 

4.1 THE REVIEW PROCESS: AN OVERVIEW 

 

When sending a completed manuscript to an identified journal for its editorial 

consideration for publication, it is essential that only its cover page should have your 

identity.  This is a requirement by all learned journals.  The reason for this is to enhance 
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the integrity of the peer-review process.  Next is the need to mail the required copies of 

the manuscript with a covering letter to the editor of the identified journal.  Some 

journals, these days, do accept manuscripts electronically (e.g. as an attachment to an e-

mail message). 

 

On receipt of your manuscript, it is the responsibility of the editor of the journal to 

acknowledge in writing its receipt and to commence its review process in earnest.  This is 

usually done by sending coded copies of your manuscript to at least two but generally 

three reviewers with the journal's guidelines for acceptance of articles for publication.  

Each reviewer is usually given a deadline for a feedback on the publishability (or 

otherwise) of the paper and required to comment on both the weaknesses and strengths of 

the manuscript.  Above all, each reviewer (otherwise referred to as referee) is expected to 

advise the editor whether the manuscript is publishable subject to minor/major revisions 

or it is to be rejected on the basis of its poor quality or its lack of conformity with the 

thrust of journal. In general, reviewers tend to recommend for publication, ‘those articles 

which show a robust analysis and interpretation of results’ (Chimbganda, 2000). 

 

A summary of the remarks of the referees (whose identities are normally preserved) is 

then forwarded by the editor to the author for his/her necessary attention.  Where 

revisions are suggested, these have to be carried out to the satisfaction of the referees.  

During this stage, different versions of the corrected manuscript may have to be prepared 

by the author until the quality of the manuscript meets the suggested level.  This could 

constitute a highly frustrating experience for a beginner-author.  The word of advice here 

is that one should not despair, as the experience is part of the learning curve in getting 

published.  It is heartening, however, to note that the level of frustration gets reduced as 

one ascends the academic ladder. 

 

After a manuscript has been accepted for publication, the author is normally sent the so-

called “letter of acceptance” by the editor of the journal.  At this stage, the author can cite 

the work in his/her CV under manuscripts accepted for publication.  For all intents and 

purposes, an accepted manuscript by a reputable learned journal is as good as a published 
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article by the journal in terms of its use for promotion purposes etc.  From this point, the 

processing of the accepted manuscript for publication rests on the lap of the editorial 

board of the journal.  Usually, a galley-proof copy of the manuscript is sent to the author 

to peruse to eliminate or at least reduce printing errors to their barest minimum.  Once the 

galley is sanctioned by the author, the article goes to the press for printing along side 

other accepted articles for the volume and number of the journal.  More often than not, 

authors are given complimentary copies of the volume of the journal in which their 

articles appear.  In addition, many journals give offprints as well as complimentary 

journal copies. 

 

 

5.1 ETHICAL ISSUES IN ACADEMIC PUBLICATION 

 

In the world of academia, an author is expected to adhere to a stringent ethical code. This 

code of behaviour covers a wide range of ethical issues chief among which are the 

following: i) confidentiality, ii) source acknowledgement, iii) avoidance of sexist 

language; iv) avoidance of ethically-biased language, v) co-authorship decorum and vi) 

avoidance of concurrent manuscript submission. 

Confidentiality: It is the duty of the researcher to treat and use information gathered 

from or volunteered by study subjects in manner that the identities of the respondents are 

not revealed. The guiding principle here is that each and every respondent (unless of 

course he or she so wishes) should be accorded the privilege of anonymity. 

Source acknowledgement: It is a common practice in research to borrow ideas from 

earlier researchers in the field for a number of reasons. But when this done, the sources 

should be acknowledged. Failure to do this is an infringement of intellectual property 

law. Such an infringement is tagged ‘plagiarism’. Plagiarism occurs when an author 

presents the idea of another person as if he or she is the originator of the idea (Taiwo, 

2003). It should noted that plagiarism is a very serious offence in academic circle and it s 

thus visited with serious consequences such as rationalization of one’s academic position. 

In the words of Flyman (1999) ‘plagiarism is self-defeating as it undermines competency 
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….’  No effort should, therefore, be spared in ensuring that all sources cited or quoted are 

acknowledged in accordance with the established procedure. 

Avoidance of sexist language:  In this day and age, one does not need to be reminded of 

the equality of the sexes. To give credence to the trend in this area, it is advisable to avoid 

all sexist comments and innuendos in our academic writing. We should in fact go a little 

further by avoiding any language in our writing that can be construed as sexist. To this 

end, ‘’generic or plural terms such as ‘human’ in place of ‘man’, ‘one’ in place of ‘his’ or 

‘her’; or ‘their’ in place of a singular reference to ‘his or ‘hers’’’ (Taiwo, 2003) could be 

used.   

 Avoidance of ethically-biased language: This is another area where the demonstration 

of some measure of sensitivity is required in our academic writing. We should address 

any group we are dealing with by terms acceptable to most members of the group. 

Literally speaking, we should avoid calling people names. For example, the term, “bush 

men’ as currently being used in certain quarters to describe some inhabitants of the 

Kalahari in southern Africa is not only derogatory but also smacks of racism. Members of 

such a group are referred to as ‘Barswa’, their ethnic nomenclature in Botswana; and this 

is whom they are! 

Co-authorship decorum: The listing of authors in co-authored piece should be strictly 

by contribution and not by seniority. Major contributor should be given the pride of place 

as the first author and followed that way down the line. 

Avoidance of concurrent manuscript submission: Does the expression ‘publish or 

perish’ ring a bell?  In our desire for job confirmation, promotion or contract renewal, 

there is always a strong urge to add new publications to our names, and time is of essence 

in this matter. Because of this pressure, some of us are tempted to submit our manuscript 

for concurrent editorial considerations by two or more journals with the hope that we 

would withdraw the manuscript from other outlets as soon as one of them accepted the 

paper. This is wrong and should not be our modus operandi. To guide against this 

practice, many a learned journal now require authors to sign an undertaken that the 

manuscript submitted to them is not concurrently being considered by other journals. 

Some even go to the extent asking you to accede to them the copyright of the article 
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before they even subject it to their editorial process with the understanding that the signed 

copyright form will be null and void if the paper is not accepted for publication by them.  
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Whenever one does an analysis of an artist of any type, he must remember that as 

the artist progresses from one project to the next, he usually grows as an individual.  Such 

is the case with the Hip-Hop lyricist known to the world as Nas.  His introduction to the 

music world came as a well-versed freestyle M.C. (Master of Ceremonies) on a track 

from a Queens rap crew known as Main Source.  Although Main Source was led by a 

young Queens M.C named Large Professor who blossomed into one of the genre’s most 

sought-after producers, he never failed to return the favor and allow up-and-coming 

lyricists to “shine” on his album’s tracks.  “Live at the Barbeque” from Large’s album 

was such a track in which Nas made his introduction to the music world: 

Street’s Disciple, my raps are trifle 
I shoot slugs through my head just like a rifle 
Stampede the stage, I leave the microphone split 
Play Mr. Tuffy while I’m on some Pretty Tone S--- 
Verbal assassin, my architect pleases 
When I was twelve, I went to Hell for snuffin’ Jesus 
Nasty Nas is a rebel to America….. 
Kidnap the President’s wife without a plan 
And hangin’ niggaz like the Ku Klux Klan 
I melt mics ‘til the sound waves over 
Before steppin’ to me you need to step to Jehovah.. 

 
At the tender age of eighteen, the lyricist from the notorious Queensbridge Housing 

Projects added his name to the resume’ of the stomping grounds which is actually the 

largest public housing facility in the United States.  In addition to being a breeding 

ground for immense poverty, the dwelling was a breeding place for some of the most 

renowned and controversial rappers in underground Hip-Hop.  It was from these training 

grounds that producer Marley Marl’s Juice Crew derived.  In addition to Marl who was a 

local New York City on-air disc jockey, the crews members included: Big Daddy Kane, 

Master Ace, Biz Markie, Kool G. Rap, M.C. Shan, Craig G., and Roxanne Shante'.  Out 
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of this list of M.C.’s, the last four were the members who had come from Nas’ very same 

project.  As a matter of fact, Nas mentioned in various interviews that Shan was one M.C. 

that he not only greatly admired, but would run into him frequently in the neighborhood.  

With this type of inspiration, no wonder he was coming off on the microphone as a 

lyrical iconoclast.  Nas probably meant no disrespect to Jesus or Jehovah in his lyrics; 

however, he knew that being a former resident of the Queensbridge Housing Projects, he 

had enormous shoes to fill.  Lyricists from Queensbridge always had a lot to prove ever 

since South Bronx M.C. KRS-One had dissed the entire borough of Queens in the late 

eighties with his lyrical jousts such as “South Bronx” and “The Bridge is Over.”  

Although Nas was in the next generation of Queens M.C.’s, he still wanted to break the 

stigma of them being labeled as “wack” (Translates from Hip-Hop Ebonics into the 

adjective insufficient.) that had stuck with them since KRS had put his disses down.  The 

self-proclaimed “Street’s Disciple” lyrically dismembered images of authority using 

extreme similes, metaphors, and clever wordplay that borrowed heavily from pop culture.  

The slugs that he was “shooting from his head like a rifle” were no more than intense 

lyrics, which he compared to a weapon of choice that “street disciples” such as him had 

used in the ghettos to get and maintain whatever they chose to.  “Mr. Tuffy” referred to in 

line 4 of the aforementioned stanza is likening the listener to a toilet while he’s doing s--- 

like a character from the 70’s blaxploitation flick “The Mack” (Pretty Tony the Pimp).  In 

other words pay close attention while he runs down his verses. This same lyrical 

metaphor “pretty tone” also describes the way in which Nas himself would describe his 

aural tone on this track with the words “pretty tone”.  Seem self-indulged?  Maybe but 

this tactic is a common one in the world of Hip-Hop lyricism that had been grafted 
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around the same time that the young lyricist was conceived into this cruel world of ours.  

Due to the poverty that he had been faced with for most of his life, Nas feels that the 

answer to that dilemma would be to both “kidnap the president without a plan” and liken 

his overtaking his adversaries to the way the racist hate group the Ku Klux Klan would 

(hanging niggaz).  These racist and anti-Christian references again may not need to be 

taken seriously, but the way that Nas throws them around so carelessly, it would appear 

that this Master of Ceremonies wants to let everyone know from jump that he was 

“nothing to mess with.”(He recommends that it would be wiser to step to God first.)  

Similar to other writers, Nas parlays the listener through storylines using three different 

pen names: Nasty Nas, Nas Escobar, and just plain Nas.  These three titles are used to 

represent the lyrical street disciple, the street hustler, and his true self, which is at times 

multi-dimensional (Nastradamus, God’s Son, and oftentimes omniscient).  If one were to 

ask themselves as an educated individual, “Does Nas deserve to keep on putting out 

music or should he be asked to move on?”  In my analysis I am going to prove that he 

deserves to continue producing music.  I say this because he has definitely grown from 

project to project out of the uncommon eighth Hip-Hop album release.  While most Hip-

Hop artists have a shelf life of maybe three good albums, Nas pushes the limit through 

his variety of style as well as subject matter.  

 Nas was born Ben Olu Dara Nasir Jones on September 14, 1973 to his mother 

Fannie Ann and Father Olu Dara.  Olu Dara was a blues trumpeter originally from 

Natchez, Mississippi who played behind many blues greats, but had divorced from Nas’ 

mother at some point after his birth.  This absence of Olu Dara in Nas’ life is very 

obvious on Nas’ first album “Illmatic” because he never mentions his father in his albums 
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lyrics, but he does play a special guest jazz solo on his song “Life’s a Bitch”.  For the 

most part Illmatic picks up from whence Main Source’s “Live at the Barbeque” had left 

off.  Nas is explaining how it was virtually possible for a young high school drop out to 

survive in the ghetto with just he his mother and his younger brother known as “Jungle.”  

On Illmatic’s introduction montage, there is the “Barbeque” loop playing in the 

background under dialogue from the main character of the Hip-Hop movie “Wild Style”.  

Basically the graffiti artist character is being told by his friend to go on and “be a man” 

instead of getting stuck in the hustle and bustle of artistic frustration.  Segue waying into 

this vibe, Nas paints a vivid picture of his surroundings in the projects: 

I keep some E&J, sittin’ bent up in the stairway 
Or either on the corner bettin’ Grants with celo champs 
Laughin’ at baseheads, tryin’ to sell some broken amps… 
 
So hold your stash until the coke price drop 
I know this crack head, who said she gotta cook nice rock 
And if it’s good she’ll bring ya customers in measuring pots, but yo 
You gotta slide on a vacation 
Inside information keeps large niggaz erasin’ they wives basin 
It drops deep as it does my breath 
I never sleep, cause sleep is the cousin of death 
Beyond the walls of intelligence, life is defined 
I think of crime when I’m in the New York State of Mind 

 
Due to his descriptive narratives about project life, Nas doesn’t need to even suggest that 

he was probably slinging crack rock at the time represented on this album.  The above 

stanza states that he keeps E&J liquor to quench his thirst while he’s betting on a dice 

game in the hallway and laughing at crack fiends trying to sell damaged goods for their 

next fix.  Yes he’s familiar with this group of people because it’s his community.  He 

states that every now and then he must take a vacation because after he runs a sale of 

narcotics, his fellow black youths were getting murdered.  Even their female counterparts 
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were using the narcotics (wives basin).  In addition to a gun as a weapon in order for one 

to survive the project’s obstacles, Nas personifies “sleep” and “death” by describing them 

as cousins.  In other words if you are not totally alert, just like in Vietnam in the early 

1970’s, you’ll die.  As Nasty Nas propels the listener through a debut album, which was 

one of the only to receive a rating of  “5 microphones” from Hip-Hop magazine The 

Source, he continues to allude to movies of pop culture lore.  For example in “The World 

is Yours,” he received the aid of producer Pete Rock to provide the sounds cape as well 

as the chorus which was referenced in the gangster movie “Scarface” and describes what 

he must say to himself in order to not lose his head in his project environment.  

“Halftime”, “Memory Lane”, “Represent”, and “One Time for Your Mind” pretty much 

are tunes which express his lyrical wordplay that live up to his moniker Nasty Nas.  In the 

song “One Love,” Nas invites the listener to eavesdrop on an open letter to a friend of his 

in jail (Rapper Cormega) about what was occurring on the outside while he was away: 

Whattup kid? I know s--- is rough doing your bid 
When the cops came you shoulda slid to my crib 
F--- it black, no time for looking back it’s done 
Plus congratulations you know you got a son 
I heard he looks like you, why don’t your lady write you? 
Told her she should visit that’s when she got hyper…. 
I was like yeah, shorty don’t care, she a snake too 
F------ with the niggaz from that fake crew that hate you.. 

 
This song really made Nas’ storytelling skills stand out.  He ran down a play-by-play and 

got very technical for his friend about what was going on while he was in prison.  Not 

only did he give Cormega good news such as the birth of his newborn, but also the scoop 

that his son’s mother was interacting with a rival crew.  This particular cut probably 

stands out on the Illmatic album the most because the part of one stanza discusses a 

young troubled youth that Nas had approached once outside of his apartment building: 
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Shorty’s laugh was cold blooded as he spoke so foul 
Only twelve trying to tell me that he liked my style 
Then froze only to blow the herb smoke through my nose 
And told my little man that I’m a go cyprose 
There’s some jewels in the skull that he could sell if he chose 
Words of wisdom from Nas to try and rise above 
Keep an eye over shorty what 
One love 

 
The above stanza was so visual that film director Hype Williams allowed Nas later on in 

his career to use the exact scene in his script of his first movie entitled “Belly” in which 

Nas played a reformed drug dealer named Sincere in 1999.  Based on the balance of the 

material from the Illmatic album, which is now known as a classic, it is apparent that his 

persona of Nasty Nas expressed himself lyrically to the best of his ability about both the 

positives and negatives about what was going on in his environment.  Although many 

rappers use this description of the ghetto in their lyrics, Nas’ seemed to gain more 

prominence because his characters seemed to be so real similar to other authors’ 

characters like Toni Morrison or even Terry McMillan.  The most fascinating aspect 

about this particular comparison is that these worldly writings about the negative aspect 

of the Black experience were penned by a tenth grade dropout. 

 By the time “It Was Written” had come out, Nas was now going by the moniker 

of Nas Escobar.  Just as the name suggested, his lyrical ideologies were entrenched in the 

drug culture.  Just as Pablo Escobar was the Central American drug dealer who was used 

by President Reagan to bring drugs in and later as a scapegoat when he was charged with 

the full responsibility for trafficking, Nas trafficked this lifestyle through his “big willie” 

lyrics.  Although Nas still took the time to weave tales of street life both their good and 

bad objectively, at times these accounts veered off into the glorification of both street 

violence and drug dealing.  The album’s introduction finally breaks down the 
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significance of his name Nasir which is the representation of the first man created by 

Allah in Islamic teachings (Nasir is to Islam as Adam is to Christianity).  Although the 

Islamic name change does break down his iconoclastic lyrics from “Illmatic” and “Live 

at the Barbeque, it still really didn’t explain his love for drug and gangster references in 

his lyrics.  Even at lyrical attempts like his song “I Gave You Power” in which he 

personifies a gun as if it’s a person, he just outright states in first person perspective in 

the song, “I’m a gun…”.  In doing so he received some flack from rapper Tupac Shakur 

who had died around the same year and had successfully depicted a similar 

personification of a gun in his hit song “Me and My Girlfriend”.  To kind of put a damper 

on the fictitious East Coast versus West Coast lyrical beef which was actually a beef 

between Death Row Records (Suge Knight) and Bad Boy Recordings (Sean “Puffy” 

Combs), Nas did a song with former Death Row producer Dr. Dre entitled “Nas is 

Coming”.  On the cut “Black Girl Lost”, Nas speaks on how young black women who are 

caught up on materialism should stop doing so and learn more about their true self worth: 

Where are you focused, on legit niggaz and where the coke is  
Nice and thug life niggaz, yo you seem hopeless 
Your value – too much to be measured, I wonder how you 
Could ever be played your p---y worth gold amountin’ to  
More than the world, but not knowin’ nothin’ about you 
You leavin’ the crib, takin’ all your kids out to 
Drop them off, lettin’ some nigga knock you off 
So hot and soft, that’s the same thing that got you lost (you should be 
ashamed) 
 

The cut which gives an example of how a young sister in his community puts more 

emphasis on hanging out and doing drugs rather than putting a focus on her family and 

realizing her true self-worth may very well have been based on his daughter’s mother 

Carmen Jones.  Since their relationship had now grown sour, the young couple never got 
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married and the money she inherited from Nas went for her to indulge on whatever she 

chose. Outside of this cut and “If I Ruled the World,” most of Written’s cuts referenced 

drug culture vividly.  The perfect example can be seen in “Affirmative action”: 

We got the fleet of panama 
But wait it’s half & half 
Keys is one and 2/5 is how we flip 
32 grams raw chopped in half get 16…    

 
This depiction of actual drug dealing both received praise and complaints from many of 

Nas’ listeners.  Many grew weary of Nas’ boasting about street scenarios, which they 

refused to believe that a son of a blues player had ever faced.  Some even called out Nas 

and his lyrical cohorts in magazines for getting their math wrong in the description of 

making the drugs.  Whatever the criticisms were, Nas Escobar as he was now known, 

formed an offshoot group known as The Firm based on the John Grisham novel of the 

same name.  The crew consisted of AZ, Foxy Brown, and Nature who replaced Cormega 

who had a falling out with Nas over something monetary.  Many wondered, “What had 

happened to the Nas who was so introspective into his lyrics about the everyday life 

about ghetto youth.”  “It Was Written” had an ironic meaning to it because it usually 

alludes to something biblical, however, in addition to being a Christian iconoclast like 

Nasty Nas, Escobar had found himself a new God: The Mafioso Lifestyle through his 

lyricism. 

 In Nas’ albums that followed “The Firm” project, his persona seemed to be more 

grounded.  Sure there were drug references in his lyrics but he talked about a lot more 

subject matter.  For example, in a song entitled “Poppa Was a Player” from his 2002 

album “The Lost Tapes,” he discusses his then-complicated relationship with his father, 

Olu Dara: 
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What’s that white s--- on that plate you’re facing? 
Papa why you butt a—from the waist 
And who’s this lady I’m facing 
Dark skin you’re not my mommy… 

 
In the above stanza it references a childhood memory of when he walked into the room 

where his father was sniffing cocaine with a woman he was having an affair with.  

Although the song is entitled, “Poppa Was a Player,” a majority of the song both credits 

his mother and his father with not letting him realize that anything was going wrong in 

their relationship until he was probably a teenager and his father moved away.  On 

“Fetus” he vividly describes his birth from the time he was in the womb until he was born 

and the doctor had snacked him on his behind.  In doing so, he further references more 

instability at home in his mother and father’s abusive relationship: 

But I was saved he (God) changed his mind in the last minute 
Watchin’ ‘em yell, heard my moms voice well 
Feared fist fights, so terrified when we fell 
While they broke up furniture and smash plates on the wall 

  
Although there was an evidence of abuse between his mother and father, Nas took his 

knowledge of such incidents and used it to drive his creativity through the rest of his 

career.  Instead of blaming his father for whatever pain he caused he and the rest of his 

family, he instead used whatever examples that were provided on how he should raise his 

daughter.  Ironically, his album which was released following “The Lost Tapes” was 

called “God’s Son”.  As Nasty Nas, he definitely had made some very blasphemous 

remarks about Jesus Christ, but apparently due to many conflicts in his life his allegiance 

was returned to a higher power whether it was Jehovah or Allah.  In 1999 while he was 

recording a video shoot for his song “Hate Me Now” featuring Sean “Puffy” Combs 

(Now known as P-diddy) his manager Steve Stoute was brutally attacked by Combs with 
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champagne glasses and a mob after the incorrect version of the video had aired publicly 

on a national video music channel.  The edit contained Combs hanging on the cross 

stating, “I like this….I like the way this feels..”  Although the unfortunate incident had 

taken place, Nas did not comment about the event until probably a few years later.  In 

addition to the video incident, Nas’ friends The Notorious B-I-G and Tupac Shakur had 

both been murdered in 1996 and 1997.  In their memory, he recorded “We Will Survive” 

on his album “I Am”.  In 2001, on his album “Stillmatic”, Nas had returned to his 

legendary status as a battle rapper.  This was mainly done on a song called “Ether” in 

which he retaliated to a dis rhyme called “The Takeover” that was made towards him by 

rapper Jay-Z.  Out of everything said by Jay-Z, the main shocking statement was that he 

had been having an ongoing affair with Carmen, the mother of Nas’ daughter Destiny, 

and that Nas’ street credibility was a fallacy.  It appeared that the greatest of his concerns 

was the way in which Jay-Z had claimed to be the “King of New York” since B-I-G was 

now deceased: 

Ain’t no best, East, West, North, South, flossed out, greedy 
I embrace y’all with napalm 
Blows up, no guts, left chest, face gone 
How could Nas be garbage? 
Semi-autos at your cartilage…. 
I am the truest, name a rapper that I ain’t influenced…. 
This for dolo and his manuscript sound stupid  
When KRS already made an album called “Blueprint” 
First, Biggie’s ya man, then you have the nerve to say you’re better than Big 
D--- suckin’ lips, whyn’t you let the late, great veteran live… 

 
Although the battle had grown long and drawn out, most hardcore Hip-Hop fans have 

respected it as the most current true Hip-Hop battle.  The reason for this was because 

every bit of animosity that Nas and Jay-Z had felt was injected into the battle and not 

vented into anything physically violent (like the B-I-G Tupac Shakur rivalry).  The peak 
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of the rivalry was decided on New York radio Hot 97 by a disc jockey, however some say 

that Jay-Z’s mother had called in to the radio station and forced Jay-Z to apologize to 

Nas.  By the time Nas’ album “God’s Son” was released, more detailed information about 

many of his past rivalries was revealed in a song entitled “The Last Real Nigga Alive.”  

Not only did the song carefully detail the beginnings of the supposed East Coast West 

Coast rivalry, but it also chronicled the reason for his battle with Jay-Z and for his 

manger Steve Stoute’s falling out with Sean P-Diddy Combs back in 1999: 

Rap became a version of Malcolm and Martin 
Rest in Peace Will, Queensbridge live on 
There’s some ghetto secrets I can’t rhyme in this song 
There’s some secrets I had to leave out 
I had a lot of trust for Steve Stoute 
At some point I got to know him 
We old friends, but what’s loyal? 
Puff soaked Interscope offices 
With champagne bottles on Stoute thought the drama is on me 
Cause previously it would’ve been, against whomever 
Friends forever 
However, I learn, with some niggaz it’s all business 
But I’m a street dude with morals 
To diss niggaz with Jigga, too much, he used to say Jay wanted my spot 
I laughed, stayed home, never hung a lot 
A quiet man who used to be alone planning 
Baby moms thought I couldn’t stand it 
She hit the streets, later hittin’ the sheets 
With a rapper who wanted me on his songs, thinking he strong 
I taught her how to watch for cars that might follow 
Taught her s--- that I know 
Her weakness was shine yo 
But that’s her , I ain’t mad baby, it made me stronger. 
 

The following stanza of course begins explaining the Jay-Z/ Nas rivalry through 

comparing the two rappers to the Rev. Dr. Martin Luther King Jr. and Malcolm-X, both 

having similar ideologies but expressing them in different distinct manners.  The same 

held true for Nas and Jay-Z.  While Nas had a clever underground and witty lyrical style 
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that most would ‘cause most fans to label him as a “true M.C.,” Jay-Z rapped more about 

materialism and sought acceptance from the commercial audience, which would earn him 

the label of a rapper.  Although the two possessed these similarities and differences, Nas 

had stated in the stanza that Jay-Z had wanted to appear on his “It Was Written” album 

and when he didn’t, this probably upset him.  The name “Will” mentioned in the second 

line of the stanza referred to Nas’ deceased friend Ill Will whom he had found dead in 

Queensbridge after a shooting shortly before he began rapping (nothing to do with the 

rivalry).  He goes on to say that Steve Stoute had been a manager for both he and Jay-Z 

and had mentioned that Jay-Z wanted Nas’ spot or title.  He also goes on to relay how his 

trust had remained with Stoute even after P-Diddy had a falling out with him.  Finally he 

revealed why he isolated himself from everyone including his girlfriend and how this 

somehow had driven her into the arms of Jay-Z .  If one were to ask who won the battle, 

it would be a mixed reaction, but it appeared that the battle was the last thing on Nas’ 

mind when his mother had lost a bout with Cancer around April of 2002.  Nas comments 

to Hip-Hop magazine XXL about what he was going through around the time of their 

historic battle: 

“I felt like when my mom left, my whole world had ended.  But one of the 
last things she was telling me was, ‘keep going.  Keep going to work. I 
know you’re busy go ahead.’  If I would have been sitting down with 
nothing to do but think, I wouldn’t be here talking today—I’d be gone…I 
was getting ready to start a rampage on all rappers in the game.  Not all of 
them, just the ones I felt had indirectly [dissed me] or somehow was 
phony or some s---.  I felt like taking it to another level, and me going out 
in a blaze, because I had nothing to live for (Jenkins 87-88) 
 

Although Nas had wanted to go down literally fighting, he saw that in addition to his 

sickly mother urging him to keep on working, he also had decided that he wanted to be 

around for his daughter.  Fannie Ann Jones’ death also had brought Nas and his father a 
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lot closer to one another as evidenced on his “Street Disciple” track called “Bridging The 

Gap”.  Just as Nas had rapped earlier in his career of how his father was a “rolling stone,” 

in this song he states how Olu, “Was a rolling stone, but then he came home!”  By taking 

his mother’s advice and continuing to work, he was able to complete the cycle of giving 

up his immature ways and become a man.  He did this through his change in perspective 

from when he was known as Nasty Nas, Nas Escobar, and completed his quest for 

maturity on existing as a now enlightened Nas (also known as Nastradamus and God’s 

Son).   

In conclusion, Nas is definitely one of the most talented lyricists in Hip-Hop that 

has ever lived.  Not bad for a lyricist who now receives acclaim from KRS One who 

years earlier had categorized his borough of Queens as being finished (“The Bridge is 

Over”).  Although he began his career as a strong iconoclast to the image of Jesus Christ, 

he now has the title “God’s Son” tattooed on his abdomen in memory of his slain friend 

Tupac Shakur as well as to show who he now puts his true trust in.  Although his double 

album entitled “Street’s Disciple” has not yet reached the platinum mark (at the time of 

this writing), he still manages to provide a voice for the youth living in poverty.  

Although Ben Nasir Olu Dara Jones was never able to receive his high school diploma, 

he has truly been able to move the public with words that described what was going on 

outside of his project window whether it was simply in the community or even further out 

into the world.  Although some critics may state that some his lyrics are misogynistic, 

glorifying drug deals, or violent, I feel that through him balancing out his subject matter, 

he should be allowed to continue to evolve as a Hip-Hop icon.  Even though he now 

owns a house in Atlanta with his new wife singer Kelis, hopefully he can still return to 
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the ghetto from time-to time and represent the voiceless. As Nasty Nas has said himself, 

“It Ain’t Hard To Tell, I excel and prevail!” 
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ABSTRACT: 

This paper describes the Voice Trackback System, a participatory voice message gathering 

system with mobile phone. This system helps children to record their messages easily to a server 

PC, and to access the data on the web freely. By using this in an out-of-door school, children can 

freely record commentary about animals or nature, and can easily share their information. 

1. A BRIEF OVERVIEW OF THE SYSTEM 

On the viewpoint of “Learning by Teaching”, children can deepen knowledge when they explain 

what they learnt to others. Voice Trackback System is a participatory voice message gathering 

system for multiple learners. This enables learners to record voice messages easily and to help to 

share the information in real-time on the web. The main technology we adopted is Skype, an 

Internet Phone network. When a user makes a phone call, a server PC starts recording. Voice 

messages are transferred by FTP, and displayed on the web site (Figure1).  

 

Figure 1: System of the Voice Trackback System. 
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2. CASE STUDY 

We carried out workshop in Inokashira Park Zoo in 16th February 2007. Five subjects, senior high 

school students, all female participated in the workshop. Participants walked around the zoo with 

a zoo keeper, listening to her explanation of animals. After the explanation, they made voice 

reports on each animal with the system. After the workshop, we totaled five-grades questionnaire 

to verify the system on the aspects of total satisfaction (Q1), educational benefit (Q2-Q4), usability 

(Q5-Q6), advantage compared to paper-based information (Q7-Q11).  

 

Figure 3:A use of the Voice Trackback system. 

 

Table 1: The results of the questionnaire. 

N=5, measure:person, **p<.01, *p<.05 

 

 Questions Very Good Good Average Not so bad So bad 

Q1 Total satisfaction
**
 5 0 0 0 0 

Q2 The system helps to acquire knowledge 3 2 0 0 0 

Q3 Became interested in animals
**
 5 0 0 0 0 

Q4 It is beneficial
**
 5 0 0 0 0 

Q5 It is amusing
*
 4 1 0 0 0 

Q6 Easy to operate
**
 5 0 0 0 0 

Q7 More enjoyable than paper-based information
**
 5 0 0 0 0 

Q8 Easier than paper-based information
**
 5 0 0 0 0 

Q9 More intelligible than paper-based information
**
 5 0 0 0 0 

Q10 More vigorous than paper-based information
**
 5 0 0 0 0 

Q11 
More enjoyable to check the result than paper-
based information

*
 

4 1 0 0 0 
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As the result, most of the participants scored “Very Good” in most items (Table1). We found that a 

number of the participants who made the positive assessment on the items that concern 

effectiveness of education (interest (Q3), beneficial (Q4)), usability (ease to operate (Q6)), 

superiority compared to paper-based media (enjoyable (Q7), ease (Q8), intelligibleness (Q9, Q11), 

vigorousness (Q10)) were statistically meaningful. 

3 CONCLUSIONS 

Although the number of the participants was small, it is confirmed that a number of the 

participants who made the positive assessment on the items of educational benefit, advantage 

compared to paper-based information was statistically meaningful.  
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6. The integration of special needs children in a preschool setting implies a close 
cooperation between parents, teachers, daycare managers and social services 
professionals. To date, few studies inform us on the interventions posed by each 
actor and the type of collaboration between them. The goal of our study is to describe 
how daycare managers and child care workers perceive their collaboration as well as 
their interventions toward children perceived as having social adaptation difficulties.  
An investigation was carried out using 37 licensed daycare managers and 37 social 
services professionals working in various sectors around Quebec, Canada. The 
participants had the choice to take part in the investigation using an “on line” or paper 
format. The 20-minute survey tackled subjects such as: meetings frequencies, 
primary interventions, collaboration satisfaction, staff training needs, etc.  Answers 
provided by both groups indicated certain similarities (e.g., a generally high 
satisfaction toward collaboration, a need to include all actors concerned in 
intervention choices, the importance of implementing programs in order to help young 
children regulate their negative emotions). The results also revealed certain 
differences in the expressed point of views (e.g., daycare managers estimated that 
increased investment in teachers’ training was a priority whereas social services 
professionals emphasized the importance of daycare accessibility for children at risk).  
Further analyses revealed information potentially useful in reinforcing collaboration 
between daycare and social services practitioners as well as increasing prevention of 
behavioral problems in young children attending daycares. 
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Background: The internet is a popular source of health information and YouTube, a video-
sharing site created in 2005, is one of the most popular sites on the internet. An estimated 2.5 
billion videos were watched on YouTube in a single month in 2006. Given its immense 
popularity, YouTube may provide a novel avenue for dissemination of health information. This 
study is an exploratory analysis that addresses the following questions: (a) Are there videos on 
YouTube specifically dedicated to providing health information? (b) What type of health 
information is contained in these videos? (c) How popular are these videos? 
 
Methods: In order to assess whether there are videos specifically dedicated to providing health 
information, a search was conducted for the term diabetes. This term was chosen because 
diabetes is a prevalent condition that requires significant patient education and is less likely to be 
found spuriously. A content analysis of relevant videos was conducted to assess the type of 
health information. The view count, and ratings of the videos were used to assess their 
popularity.  
 
Results: The search revealed 2,230 videos with the term diabetes.  These include videos 
dedicated to providing health information posted by organizations, individual physicians, nurses, 
patients, their families and friends. There were also clips taken from programs on diabetes from 
television stations such as NBC and Good Morning Television. In addition to these, there were 
parodies of advertisements for diabetic supplies, videos promoting alternative treatments for 
diabetes, songs (by diabetics, for diabetics, and about diabetes), fund-raising videos, and clips of 
videos covering diabetes-related events.  The format and content and quality of the videos 
providing health information was varied, ranging from didactics on different aspects of diabetes 
to instructional videos on insulin, diet, and glucometer use. Other videos were presented from the 
point of view of the patient and/or parents and focused on the experience of living with diabetes. 
The videos were in different languages including English, Spanish, Swedish and Hindi. Some 
videos were part of a series (on diabetes, or on health). The most viewed and highly rated videos 
on diabetes were comical takes on Wilford Brimley’s commercials for diabetic supplies with 
over 400,000 views and an average of four (out of five) stars in 1,526 ratings. In another highly 
viewed video, singer Nicholas Jonas reveals he has diabetes (234,400 views, an average of four 
stars in 1,613 ratings). In contrast, instructional and didactic videos received far fewer views; for 
example an animated video entitled insulin education had 4,200 views and an average of four 
stars in 11 ratings.  
 
Conclusion: This is the first study to describe videos on YouTube dedicated to providing health 
information. Further, it shows that these videos come from many different sources, in a variety of 
formats, and languages and have been viewed hundreds and thousands of times. Online videos 
reach a large audience and this novel format is being used to disseminate health information. 
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More research is needed to understand the advantages and disadvantages of this technology, 
assess its impact and develop strategies to realize its potential.  
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Creating Social Entrepreneurship in Rural Communities 
Through Extension Education 

 
Introduction 

All counties in this state are required to have a Family and Children First Council. 

On May 16, 2006 the governor of the state signed into law House Bill 289.  The purpose 

of the law was to require increased accountability among the state’s 88 county based 
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Family and Children First Councils.  This legislation required the completion of an 

annual plan designed to increase child well-being and to identify and promote 

interagency efforts to accomplish this goal. All Family and Children First Councils in the 

counties were required to follow the same guidelines regardless of the population size, 

available resources or other socioeconomic indicators of the county. The county Councils 

were advised to secure the services of a facilitator to guide the planning process and were 

provided with grant funds to support this activity. 

Purpose & Objectives 

The purpose of this paper is to describe a strategy implemented by the Extension 

Service in select counties of the state to guide the Family and Children First Councils 

through an innovative multi step community planning process.  The objective of this 

project component was to build consensus of community selected long-term goals based 

on quantitative and qualitative data and create a holistic plan that would lead toward 

vision accomplishment. The Extension Service provided education, guidance, facilitation, 

and consensus building using the logic model structure to sequence the planning process. 

This paper will focus on the process used by the Extension Service applied to specific 

counties and models for the Extension Service to use with multiple agencies and 

organizations in the profit and nonprofit sector and how it led to an entrepreneurial 

approach to social problem-solving through the formation of cross-sector partnerships at 

the county level.  

Philosophical Framework 
 

The concept of social entrepreneurship means different things to different people 

and researchers. The challenge for researchers has been in efforts to develop a consensus 
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definition.  In the context of this planning process, social entrepreneurship was defined as 

the entrepreneurship leading to the establishment of new social enterprises and the 

continued innovation in existing ones (Mort, G. S., Weerawardena, J., and Carnegie, K, 

2002). Innovation must involve some business inspired elements such as the formation of 

cross sector partnerships and the primary intention mst be the creation of widespread 

benefits for society. Social entrepreneurship is a multidimensional construct involving the 

expression of entrepreneurially virtuous behavior to achieve the social mission, a 

coherent unity of purpose and action in the face of moral complexity, the ability to 

recognize social value-creating opportunities and key decision-making characteristics of 

innovativeness, proactiveness and risk-taking (Mort, G. S., Weerawardena, J., and 

Carnegie, K, 2002). 

Social entrepreneurship was an important step for facilitation of the nonprofits in 

this strategy. Social entrepreneurship provided the theoretical framework for the logic 

model planning process leading to the coalescence of the individual Family and Children 

First Council members.  Social entrepreneurship allowed visualization of the activities 

and facilitation of the social change in the Family and Children First Councils by using 

long time established organizations and agencies to strategize for social change specific 

to their rural community forming cross sector partnerships to solve problems and reach 

consensus goals. 

Logic Model 

The logic model allows community groups to identify clearly their own causal 

reasoning of an intended process and can enhance creditability through evidence of 

change (Laverack & Wallerstein, 2001).  Some authors recommend starting with the 
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outcomes and working backwards so the vision guides the activities and inputs, thereby 

starting with the end in mind (Dwyer & Makin, 1997).  Activities, out puts, outcomes and 

long-term impacts should all be connected based on theory and/or empirical evidence to 

allow for the actualization of the short and long-term vision of the program. Logic 

models can help to make implicit theories of change more explicit and thereby help to 

reconcile between group differences in expectations, and achieve a workable agreement 

needed to move forward with a given program.  Central to most models is the fact that 

attention is paid to the learner and/or the organizational needs, the context in which 

programs are planned, and that it is possible to identify the components and tasks that are 

important to the planning process.  

Using the logic model toward social entrepreneurship 

The logic model was a tool used in bringing together and developing a consensus 

among persons who were separated due to boundaries established by organizations, 

disciplines and even personalities.  These issues were complex and using the cross sector 

approach rather than a single sector approach was the most ideal for this particular 

partnership. This approach was activated by facilitators who directed and moderated the 

efforts of the group as they worked their way through a sequence of disciplined steps in 

the logic model work sessions spaced over a period of months.  

The facilitators do not need to be an expert in the subject matter under 

consideration. Sometimes expertise might conflict with the facilitator duties. The design 

team becomes the owner of the plan based upon their collective knowledge and 

experience not upon that of an expert. This enhances the likelihood of success of what 

will be done because those who are part of the team must carry out the plan and have an 
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explicit agreed to guide to action. The community planning team becomes the owner of 

the plan based upon their collective knowledge and experience rather than reliance on 

experts.  Such ownership enhances the probability of success because members of the 

team must also implement the plan according to their negotiated guide to action. 

Each Family and Children First Council was mandated group of social service 

agencies, public officials, schools, private service providers, and low income community 

residents. This group of individual interests came together, sometimes reluctantly, under 

the umbrella of the Family and Children First Council and through the mandate of the 

state.  The logic model became a vehicle for these disparate interests to identify common 

visions and outcomes and work collaboratively toward consensus goals, creating cross 

sector partnerships as a necessary method to address complex social issues. 

Recommendations, educational importance, implications, and application 

The logic model has been used by the Extension Service for many years. 

However, the practice of creating social entrepreneurship in long established agencies 

and organizations using the logic model as a tool is a newer concept. Social 

entrepreneurship although not a goal requested by the governing state agency of this 

project as an outcome, was one of the long term outcomes of this facilitation process. As 

a result of this process, counties developed a specific plan allowing them to become 

social entrepreneurs to create social change having an impact on the rural community. 

The practices that will be implemented by this community have implications for policy 

and directional change in many rural communities of developed countries and in 

developing countries. 
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Abstract 

The current investigation explores the extent to which students’ relationships with both 

peers and teachers at grades three, four, and five are predictive of school commitment at grade 

five, controlling for intelligence and social skills. For this analysis, data from the NICHD Study 

of Early Child Care and Youth Development was used. Specifically, our sample included study 

child and teacher ratings, and observational ratings of 740 diverse children from ten rural and 

urban U.S. cities. Students who experienced positive relationships with peers from grade three 

through five, and with teachers at grade five were more likely to report higher levels of school 

commitment at grade five, irrespective of either intelligence or social skills. 
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Abstract 

A primary advantage of e-learning may be in its easy access to visual resources, both 

still pictures and audio. As people explore the world, visualizations of the physical 

world can add breadth and depth to perceptions of the meaning of phenomena. The 

digital archiving of famous places, buildings, and people can add to the tapestry of 

visual knowledge that learners may acquire. The digital archiving of ancient human 

resources, such as famous places of worship, business, and industry is now possible 

through emerging digital technologies and the resulting digital resources can now be 

made available to online learners. This paper describes how digital archives of 

classical Taiwanese buildings in the ancient city of Tainan were collected, organized, 

and made available to online learners. E-learning applications that encourage access 

to high quality archives of visual resources may continue to add to the emerging 

quality of distance learning.  

 

The National Digital Archive Project in Taiwan may be an important example of how 
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emerging technology may be applied to make here-to-for restricted access to national 

architectural treasures now available to unrestricted access. Digital Archives, 

complete with full-motion and 360 degree visualization and quality audio narrative, 

can be essential to building international understanding and bridging cultural 

differences. This paper describes how newest digital resources were used to archive 

cultural materials and subjects.  

 

In this paper, author introduces a complete process of how to conduct digital archive 

project and instructional design process of how to apply digital archive content into 

e-learning course development. Author conduct a practical teaching activity to use 

digital archive content for teaching, digital elements including digital image, video 

and virtual reality files. Author also demonstrate e-learning features support learning 

trough discussion board, chat room, two-way video/audio (JoinNet), and applications 

of repaid e-learning software.  

 

Keywords: Digital Archive, E-learning, Instructional Design 
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Abstract 

Digital archiving can save pictures of significant historical building treasures for 

posterity. This paper describes an important national project in Taiwan during 

2002-2007 to apply emerging digitial technologies to archive famous landmarks in 

Tainan. The project required a team of participants, including cultural subject matter 

experts, a project manager, and technological and website specialists. In this study, 

researchers were supported by the National Science Council in Taiwan to complete a 

project entitled “The Tainan Historical Building Digital Archive Project.” Historical 

buildings, considered as national treasures for their contribution to Taiwanese culture, 

were archive through digital imaging, related video explanations, virtual reality 

viewing, and completion of a multimedia website accessible to the public.  

The funding for digital archive project was applied to the development of raw 

original digital image content for future application in cultural promotion, cultural 

education and e-learning. In this paper, the authors describe the background of digital 

archive project. The researchers outline the framework and process to conduct the 

digital archive and how to apply digital archive content for applications in e-learning 
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for cultural study.  

 

Keywords: Digital Archiving in Taiwan, Historical Buildings, E-learning 
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6. Abstract:  

The study investigates demand, use and satisfaction of families with children 
with special needs towards early intervention services, as well as service provision of 
professionals in the field of early intervention in Taipei County, Taiwan. The data 
collection includes: questionnaires, semi-structured interviews and focus group 
interviews. The research instruments are a self-made questionnaire (Demand and 
Satisfaction of Families of Children with Special Needs towards Early Intervention 
Services), outlines of personal interviews and focus group interviews. The 
questionnaires were sent to 537 families of children with special needs in early 
intervention institutions, which are entrusted by the Social Bureau of Taipei County 
Government. The final valid samples were 364, which is equivalent to 67.8% of the 
initial amount distributed. 

Semi-structured and in-depth interviews were conducted for 15 families with 
children with special needs. 15 professionals in the field of early intervention took 
part in three focus groups, which group included five professionals.  

The findings conclude: (1) Families with children with special needs have a high 
demand for early intervention services; (2) Supply of early intervention services 
doesn’t meet the criteria of families with children with special needs; (3) Satisfaction 
of families of children with special needs is mostly satisfactory; (4) The correlations 
between children/family variables and demand/ satisfaction of families with children 
with special needs are low; (5) From the viewpoint of families of children with special 
needs, propaganda for early intervention is not enough, early diction and screening 
should be advanced throughout the course of gestation, as from initial assessment to 
its final report wastes a lot of time. The waiting list for early intervention hours is 
long; therefore integration of professionals and resources needs further improvement. 
Overall family support is not sufficient; (6) According to the standpoint of 
professionals, there are inadequate professionals. The professional cooperation with 
inner institutions is better than the external institutions. The latter type of integration 
still has a long way to improvement.    

The suggestions for Taipei County Government are divided into two categories: 
(1) immediate suggestions; (2) long-term suggestions. Immediate suggestions include: 
(1) Carry out propaganda, make the network of information and consultation in the 
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field of early intervention without obstruction; (2) Aim for the integrity of duties of 
related departments and their cooperation as well as coordination; (3) Build up the 
ability of parents of children with special needs to use early intervention resources 
and promote the function of parent education; (4) Construct a communication 
platform of resource integration and psychological support for professionals in the 
field of early intervention. Long-term suggestions are: (1) Increase the supervisory 
role of early intervention services; (2) Cooperate with colleges and universities to 
provide a creative think tank on new knowledge ideas and consultation; (3) Propose to 
convert case manage centers into community-based early intervention resource 
centers; (4) Draw out a thorough traffic network for transporting to the early 
intervention service, connect all the early intervention resources, and pay service of 
transportation at a pinch. 

 
Keyword: early intervention, early intervention services, Taipei County, Taiwan 

 
 

2008 HICE Proceedings 
Page 2878



A Study on Early Intervention Services in Taipei County, 
Taiwan 

 
Chiou-Shiue Ko1 

National Taipei University of Education 
 

Abstract 
 

The study investigates demand, use and satisfaction of families with children 
with special needs towards early intervention services, as well as service provision of 
professionals in the field of early intervention in Taipei County, Taiwan. The data 
collection includes: questionnaires, semi-structured interviews and focus group 
interviews. The research instruments are a self-made questionnaire (Demand and 
Satisfaction of Families of Children with Special Needs towards Early Intervention 
Services), outlines of personal interviews and focus group interviews. The 
questionnaires were sent to 537 families of children with special needs in early 
intervention institutions, which are entrusted by the Social Bureau of Taipei County 
Government. The final valid samples were 364, which is equivalent to 67.8% of the 
initial amount distributed. 

Semi-structured and in-depth interviews were conducted for 15 families with 
children with special needs. 15 professionals in the field of early intervention took 
part in three focus groups, which group included five professionals.  

The findings conclude: (1) Families with children with special needs have a high 
demand for early intervention services; (2) Supply of early intervention services 
doesn’t meet the criteria of families with children with special needs; (3) Satisfaction 
of families of children with special needs is mostly satisfactory; (4) The correlations 
between children/family variables and demand/ satisfaction of families with children 
with special needs are low; (5) From the viewpoint of families of children with special 
needs, propaganda for early intervention is not enough, early diction and screening 
should be advanced throughout the course of gestation, as from initial assessment to 
its final report wastes a lot of time. The waiting list for early intervention hours is 
long; therefore integration of professionals and resources needs further improvement. 
Overall family support is not sufficient; (6) According to the standpoint of 
professionals, there are inadequate professionals. The professional cooperation with 
inner institutions is better than the external institutions. The latter type of integration 
still has a long way to improvement.    

                                                 
1 Assistant Professor, Department of Special Education, National Taipei University of Education, 
Taipei, Taiwan. e-mail: chioushiueko@hotmail.com 

2008 HICE Proceedings 
Page 2879



The suggestions for Taipei County Government are divided into two categories: 
(1) immediate suggestions; (2) long-term suggestions. Immediate suggestions include: 
(1) Carry out propaganda, make the network of information and consultation in the 
field of early intervention without obstruction; (2) Aim for the integrity of duties of 
related departments and their cooperation as well as coordination; (3) Build up the 
ability of parents of children with special needs to use early intervention resources 
and promote the function of parent education; (4) Construct a communication 
platform of resource integration and psychological support for professionals in the 
field of early intervention. Long-term suggestions are: (1) Increase the supervisory 
role of early intervention services; (2) Cooperate with colleges and universities to 
provide a creative think tank on new knowledge ideas and consultation; (3) Propose to 
convert case manage centers into community-based early intervention resource 
centers; (4) Draw out a thorough traffic network for transporting to the early 
intervention service, connect all the early intervention resources, and pay service of 
transportation at a pinch. 
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Abstract 

Curriculum-Based Measurement (CBM) has been receiving increasing attention as a 

particularly effective and efficient method of assessing reading disabilities (Deno, 2004).  CBM 

is a quick, simple, and efficient way to asses a child’s development on reading fluency, 

comprehension and math with a scoring approach that is easy for teachers to use and for children 

and families to understand (Deno, 2004). We believe that the short duration required for the use 

of CBM may be especially helpful for examining the occurrence of reading disabilities (RD) 

within students who have been diagnosed with Attention-Deficit/Hyperactivity Disorder 

(ADHD). We discuss our hypothesis that CBM would reduce the occurrence of false positive 

diagnoses of reading disabilities in individuals with ADHD and outline a prospective study to 

test this hypothesis. 
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It is well recognised that English is not an easy language to learn, particularly as a 
second language. English is considered to be a highly irregular language that presents 
an array of difficulties for non-native learners, in turn making it very difficult to teach 
(Helland & Kaasa, 2004). For example, English has more sounds than most other 
languages (Helland & Kaasa, 2004; Shephard, 1987) with these sounds represented by 
an ancient 26-letter Latin alphabet. There are multiple ways of spelling some sounds 
and, similarly, multiple ways to pronounce individual letters (Goswami, Ziegler & 
Richardson, 2005). More specifically, this has resulted in English becoming an incredibly 
difficult language to spell, with numerous citations in the literature decrying the confusing 
state of English spelling (Goswami, Ziegler & Richardson, 2005; Venezky, 2004). Not 
only do a large proportion of English words contain silent letters, many words that are 
used with high frequency in speech and writing are considered to be irregular due to 
their inconsistent phonic representation (Carnine, Silbert & Kameenui 1997; Helland & 
Kaasa, 2004; Venezky, 2004). This point regarding English spelling can not be over 
emphasized. Even for native learners of English, spelling presents a major problem as a 
result of the broad range of rules, exceptions and inconsistencies that exist (Juel & 
Minden-Cupp, 2000). Perhaps Laubach (1996) put this most succinctly with his 
statement “English is the world’s worst spelled language.” 
 
Due to the highly non-phonetic nature of English text, various attempts have been made 
to alter spelling conventions so that they better map the sounds for which they code 
(Venezky, 2004). However, apart from Webster’s attempts to Americanize spelling in the 
1700’s, little or no widespread change on this front has happened. Spelling reformers 
continue to fight an uphill battle to change spelling conventions, given the huge body of 
English literature and academic routines already based on it. This paper will introduce a 
new methodology that acknowledges the instructional limitations of the English language 
and addresses them through the use of a simple coding system to assimilate English 
text into a readily recognized phonetic language.  
 
In recognition of the inherent instructional difficulties noted above, the English language 
would benefit from a universal, or at least widely accepted, system or code by which 
English can be taught and learnt. Perhaps the most significant attempt to develop such a 
system can be seen in the advent of the International Phonetic Alphabet (IPA). The IPA 
is predicated on representing each sound with its own unique symbol, thereby 
eliminating any confusion between letters that may be responsible for a number of 
different sounds. While it is a very effective method of notating sounds, it is nevertheless 
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another alphabet. As such, for it to be effectively used, it simply becomes another code 
to be learned and then applied to decode the existing letter-to-sound code of normal 
spelling. For learners of spoken English, who already face the difficulty of differentiating 
a sometimes totally different alphabet from their native language, there exists a need for 
a simplified system for teaching and learning English, particularly without resorting to a 
parallel code such as the IPA. Perhaps the most resounding argument for an alternative 
to the IPA lies in the absence of any one country or language to wholly adopt it 
(Venezky, 2004). 
 
 
Introducing Paech Phonetics 
 
The Paech Phonetics (PP) code is a major breakthrough for the student (and teacher) 
of English. It allows the student to phonetically encode/decode the English language 
without the need to learn the difficult IPA. The PP methodology circumvents the added 
layer of coding required when using the IPA, thus reducing the cognitive demands on 
the learner. PP employs a simple coding system utilizing the existing English alphabet 
and spelling conventions, with the addition of logical sound markers. Reminiscent of 
the IPA, the PP code works on the premise of each sound being represented by a 
single symbol, however each symbol is the actual letter used to spell the sound. In 
order to differentiate the varied sounds possible from a single letter, a numerical 
superscript is used to identify each sound. To this effect, not only does the code 
simplify pronunciation, it also reinforces the word’s normal spelling.  
 
Consider the example below, demonstrating the simplicity evident when using Paech 
Phonetics as opposed to the IPA to sound code the word catch: 
 

IPA PP 

kæt∫ 
1 

catch 
• The student is required to learn a second 

coding alphabet.  
• Some symbols very closely resemble letters 

in the English alphabet, but have different 
sounds (eg. æ resembles “ae” which makes 
a different sound). 

• While the sounds are represented, silent 
letters are not indicated. 

 

• The coding is simply an additional layer on 
the English alphabet (therefore the student 
does NOT have to learn a second coding 
alphabet). 
• The correct spelling is reinforced. 
• The only additional code needed is for the 
vowel sound. 
• Consonant & vowels are clearly indicated. 
• All letters are shown, even silent letters. 
 

 
 
Similar and unnecessary confusion may occur when using the IPA if you consider the 
reverse process where sounds have to be encoded by symbols (letters), as is the 
case when asking students to spell words they have heard.  While PP is not designed 
to be a spelling program it provides invaluable spelling cues. The inclusion of spelling 
information is specifically aimed at enhancing the fluent reading and speaking skills of 
the student. The example below demonstrates the ease with which the correct 
spelling of the word shape can be immediately accessed using the PP code. 
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IPA PP 

∫eIp   ??? 

                       6 

 shape  shape 
 
• IPA sound symbols may prompt unnecessary 

confusion (eg. the ∫ symbol can be spelled 2 ways 
when it is at the beginning of a word & 12 different 
ways if it is in the middle of a word; the eI symbol 
can be spelled in 7 different ways).     

• No indication of silent letters, therefore students 
are unlikely to correctly spell the word. 

 

 
• The PP code uses the same symbols (letters) as 

the English alphabet. 
• Complete and correct spelling shown in the sound 

code, even silent letters. 
 
 

 
The examples above illustrate an outdated and impractical code, perhaps best explained 
by the age of the IPA. The IPA was developed in the late 1880’s, and has been credited 
with clearing up confusion over letters that represent multiple sounds, and sounds 
represented by multiple spellings. However, the sounds in the IPA are representative of 
many (largely European) languages, thus not always necessarily providing the best 
match for English pronunciation. To put the relevance of the IPA in the 21st century into 
perspective, consider that at it’s inception we did not watch television, we did not have 
colour photographs or printing and we certainly did not access the internet. Accessing 
real time images and sounds from around the globe was unimaginable. Consequently, 
printed material was limited to black and white and classrooms relied on pencil and 
paper, with class populations located in a single site. The IPA reflects the (very limited) 
technology of its time, and has undergone little evolution since. Currently, however, we 
are accustomed to high end technology in multiple facets of daily living, in particular 
using the internet to communicate through text, speech and video in real time, as well as 
the pervasive use of mobile phones, PDA’s and interactive gaming.  
 
We have also come a long way in terms of instructional applications. Classrooms and 
whole schools are networked; school newsletters are posted on the internet or emailed 
to parents; educational software and online resources are replacing text books; and 
institutions can simultaneously teach students in classrooms across the globe. Paech 
Phonetics is not simply a new phonetic learning system, it is supported by a 
comprehensive curriculum embracing innovative technologies in order to provide a 
highly interactive program of study that is accessible to students in a variety of settings. 
Institutions can immediately implement the curriculum through their existing e-learning 
platform, enabling access by students on campus, at home or even abroad. Students 
benefit from the ability to complete units within the comfort of their home and at a time 
that is most productive for them, whilst having access to instructors in a less confronting 
medium. With technology such as that in PP available, using the IPA for spoken English 
is like using a gramophone when you have a high definition, surround sound stereo 
system.  
 
While the IPA was good in it’s time, it doesn’t compare with the richness and reach of 
PP. Admittedly the IPA is now available online to allow wider reach, however it has failed 
to become richer. It has remained static, its code presented as a black and white image 
without accompanying sound (which is surprising considering that it’s purpose is to 
represent spoken sounds). Meanwhile PP has conquered reach via the internet, at the 
same time demonstrating richness through harnessing multimedia technology such as 
colour, sound, images (both animated and human), interactivity (through the use of 
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webcams and user guided activities), and ongoing tracking by professional instructors to 
provide assistance, regardless of the location of the student. 
 
In addition to the technological benefits already outlined, the aim of PP is to improve 
spoken English, and as such utilises genuine human speech to help promote correct 
pronunciation. While it is one of the most important components of language acquisition 
for oral intelligibility, pronunciation is one of the most neglected and difficult aspects of 
teaching English as a second language (Macdonald, 2002; Nagamine, 2002; Zielinski, 
2003). A number of unique tools have been developed to use in conjunction with Paech 
Phonetics to allow students to efficiently learn and monitor their pronunciation. For 
example, the Sound Panel enables students to hear any given sound, accompanied by a 
video demonstration of a model pronouncing the sound. This provides students with a 
positive model from which to learn and ample repetition throughout the program. The 
‘Mirror Cam’ enables students to record audio-video of them selves pronouncing sounds 
whilst completing lessons or exercises. These recordings can be played back in 
conjunction with the Sound Panel, allowing students to compare their lip movements 
with those made by the program’s human model.  
 
 
Paech Phonetics: Practical Applications 
 
Paech Phonetics is supplemented with structured learning modules that provide 
systematic instruction in fundamental phonic word attack skills, linked with the visual 
sound codes, resulting in easier phoneme identification and pronunciation. The ability to 
more rapidly decode English words will in turn reduce the cognitive load required, 
therefore enabling the student to attend to comprehension and meaning, the purpose of 
spoken English (Helland & Kaasa, 2004). Further lessons address the pragmatics of 
spoken English with explicit instruction on aspects of oral competency such as intonation 
and stress, providing even the most beginning English speaker or reader with the tools 
to become competent in spoken English. Lessons feature both visual and aural elements 
in order to highlight correct pronunciation and spelling, and guide students from the 
simple to the complex to build on previously mastered skills. Lessons are supplemented 
with a series of structured exercises to test and reinforce the skills and concepts 
introduced in each lesson. These exercises come in a range of formats to provide 
valuable reinforcement of newly acquired skills across varied learning contexts. 

Lessons may be delivered online, or via a classroom facilitator, or a combination of both. 
This flexibility allows organisations to select the mode of delivery that best suits the 
learning environment of their institution. Students progress through lessons at their own 
pace, thereby accommodating a broad range of learners with varied levels of English 
competency to be able to complete the course simultaneously. Importantly for teachers 
and classroom facilitators, PP provides an inbuilt tracking system to view student 
assessments completed throughout the course. As students complete tasks in the 
exercise section, their progress is recorded and can be accessed to monitor student 
performance. Additionally, these records can be adapted to produce final grades and 
outcomes-based reports.  
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Advantages for academic marketplace applications: 
 
The Paech Phonetic system offers a number of advantages for institutions requiring 
English language e-learning content: 
 

• The program provides a readily applied curriculum. This results in a reduction 
in tutor preparation. The structured lessons, supporting exercises and full 
Teacher and Student Reference documents provide a complete curriculum. 

 
• Flexible delivery platforms. The program has been developed to be fully 

SCORM compliant enabling implementation on popular platforms such as 
NKInteractive, Blackboard or Oracle. The program can also be delivered over an 
intranet or the internet, and with limited functionality on a CD. 

 
• Inbuilt tracking system allows tutors to monitor student feedback as well as 

summarise student performance for final grades and reports. 
 
• Flexibility of delivery modes reduces the resource load from face-to-face 

contact. 
 

• When used in the online only delivery mode, the program allows student self-
paced progress, the pace and progress dependent upon the varied ability levels 
of students.  

 
• The program can be run in or outside of semester dates, for example as a 

summer school to have more students complete the course each year. This can 
represent an additional revenue stream to the educational institution. 

 
• Low resource requirements. When delivered in a purely on-line mode, no 

additional teaching resource or real estate allocation is required. In a blended 
mode only infrequent use of teaching resources are required. 

 
• Customisable content for industries or organisations. The dynamic structure 

of the lesson templates and unique development tools allow content to be quickly 
developed with industry or organisation specific content. 

 
The exciting development of Paech Phonetics is now being trialled in both national and 
international sites. It is intended that the results of these, and further trials, be made 
available in the form of empirical research to support the efficacy of Paech Phonetics 
and its place as the premier phonetic system for English language learners.   From the 
original development   there has now been quite a lot of work in developing interactive 
content that is pedagogically sound as well as entertaining and fun to learn from. 
 
So what is Edutainment?  
 
Some times I wonder how much education delivery methodology has really changed.  As 
I remember when I was in school as a child (lets just say 40 years ago) I can remember 
being in my classroom (just the ones I remember) while the teacher was doing her best 
to keep our, the students, attention while she taught us subjects like math, history and 
English. Today our children’s children , study from, Ipods, DVD video projectors, 
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interactive computer games and activities that encourage students to work together and 
develop what we are calling communities of practice This form of learning is called 
edutainment. But in realty edutainment was around even when I was sitting in my 
classroom 40 years ago. For example we went of field trips or the teacher had 
scheduled visiting speakers etc. One field trip I remember well is a trip to the 
planetarium. Instead of sitting at a desk and looking at a picture of a planet, galaxies and 
stars, we went to the planetarium and actually saw the real thing. And I can remember 
that my classmates and I spoke of the trip for the rest of the year. . When we got back to 
our classroom we remembered the fascinating activity and were eager to discuss it... We 
were able to interact and observe the real space and we learned while we were having a 
good time. That is how I define edutainment. 
 
What is edutainment and how is it effective?  

This does not mean that we as teachers have to be a comedian for our student, 
performing magic tricks to keep the students entertained while they sit in your class. 
Edutainment is a way of teaching in a way that entertains and stimulates a student's 
mind. Edutainment comes in a variety of forms. One that is familiar is television. 
Edutainment has been used through television for at least the last 36 years, with many 
educational shows around the world. Games and simulations are another great 
approach I call these situational learning experiences. And is another form of 
edutainment. Situational learning activities are a great way to encourage a student to be 
interactive with the subject being learned. Some interactive programs have a students 
be a part of the activities as  a story unfolds, or even help the story progress by adding 
to the  actual story  or events in the  activity  Being interactive with what is being learned 
is a good way for the information to stick with the student. Situational learning activities 
are also a great way to make learning not feel like work. Situational learning activities 
can help lighten the atmosphere of a busy study session. Using a situational learning 
approach to learn can also help students learn that mistakes are not something to be 
embarrassed about. A student can laugh and learn from the mistake and move on. 
Again, situational learning activities are another way for a student to entertain their brain 
and learn at the same time. This type of edutainment is becoming more and more 
popular with students at the university level as well as within the corporate.  

It gets the students involved in what they are learning, it lets them jump head first in the 
subject by being placed in a situation where they can work alone or work in a group.   
Instead of learning certain subjects one way, edutainment enables a student to learn 
from many different angles, allowing the student to find the best way to learn. Once a 
student is excited about what they are doing and having fun doing it learning takes 
place. 

It's important that your students don’t become dependant on the entertainment aspect of 
education. Students need to develop skills to learn for themselves as well. If education 
gets too monotone, students loose interest. It's important to get feedback from students. 
Ask what it is they learned. If nothing is learned, try a different medium. It is important to 
use edutainment as a means to get students to fell involved in what is being taught. In 
doing so, hopefully the student will learn to find  aspects of the  course that are 
interesting to them , which will encourage them to develop the potential they have when 
it comes to learning and continue their education. 
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It is important for us as educators to know what kinds of edutainment are appropriate for 
an environment. Some edutainment is geared toward adults and some are geared 
towards young adults or children. 

The use of edutainment can be traced back many thousands of years ago. For example 
many Asian countries used board games and war games over 5000 years ago. In the 
late 1950s and early 1960s business games started surfacing in the USA.  These are 
great examples of the use of edutainment for learning, but in reality the use of 
edutainment as a learning tool has still not gained widespread acceptance despite its 
history the use of the word game as an instructional tool is often viewed with suspicion 
by many educators. Hopefully with the use of the work Edutainment the old thoughts of 
who can games teach or games can only be used as filler and real teaching is avoided.  

This is starting to change and it was in the late 1970s and early 80s where many 
educators started to embrace games, simulations and edutainment as an attractive and 
novel alternative to traditional courseware development. One major reason for this is that 
experience- based (experiential) models have greater potential to address many of the 
limitations of the traditional paradigms. Edutainment is said to accommodate more 
complex and diverse approaches to the learning processes and outcomes allowed for 
interactivity promoted collaboration and peer learning allowed for addressing cognitive 
as well as affective learning issues, to foster active learning.  

From a report in the Journal titled Training a 2005 survey indicated that 100% of training 
professionals surveyed indicated that they had used some type/s interactive training 
simulation or game and 70% indicated they used them in all or most of their educational 
and training programs. I would suspect that this trend has grown in the last couple years 
especially with the types of new technologies that have come into the market. Even 
educators have long used games to enhance the learning processes and engage 
learners, but most of this has been used in the lower student age group. And again this 
is starting to change. Universities are starting to develop in house courseware that takes 
advantage of edutainment pedagogies.  

I conduct quite a few workshops in industry and have been asked on several times by 
the executives as we discuss workshop strategies prior to the delivery of the workshop if 
I could implement some exciting and fun activities. The value that is recommended by 
the executives for wanting to provide some fun activity (edutainment) realize the value of 
play and this concept provides a mental state for the participants that help them be 
innovative and creative  to open up new ideas. Most of us would agree this is what we 
are wanting to happen both in business and educational environments is for our students 
and employees to be innovative and creative in generating new ideas and solving 
problems. 

What I would like to conclude by a discuss in the following concepts 

• The pedagogy behind the use of edutainment in teaching and training in both 
higher education and corporate environments.  

• How edutainment methodologies can be used in the delivery of learning and 
teaching experiences  
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• Tools and techniques that can help bridge the gap between and edutainment 
experience Situational learning) and addressing a learning objective and or 
outcomes.  

• The value of applying edutainment to meet a variety of learning styles.  

I have been very encouraged by the learning feedback I have received as a result of my 
use of edutainment in the development of l this program. There is much literature to 
support to use of edutainment that can help learners to reflect on new information, 
reinforce what they already know, enhance knowledge transfer, and as both an 
assessment tool for formative and summative evaluations to support the learner and for 
reporting on learning outcomes.  

The Fundamentals of Edutainment  

There are several different terms and definitions used to describe Edutainment such as 
experiential learning, instructional simulations, and group learning activities. The key 
concept in a definition for edutainment is the term with a purpose. Many fun activities 
only look at creating a mood of pleasure for fun but when you add education then you 
are also adding a purpose for doing or providing some learning experience. The 
emphasis is on the course and the student objective not the “fun Bits” when determining 
how to incorporate edutainment into a learning activity.  

When and why to use edutainment  

I would consider several factors when deciding to use edutainment or not to support 
learning. 

From a courseware design standpoint, effective instructional design in both traditional 
and open and distance environments in driven on how learners are connected to the 
content, the teacher, and each other. As a result of this one of the greatest strength in 
using edutainment for learning is that it is an excellent tool for connecting the learners to 
knowledge, key concepts, fact, and processes in a way that is fun and exciting for the 
learner. Because they are often fun, edutainment programs help learners construct 
meaning and to discover things about a subject area in a more personal way and in a 
safe environment.  

Edutainment could be one of the most powerful ways to immerse the user in a learning 
environment. The key to this approach is to achieving the imaginative engagement of the 
learner. The learner may acquire skills and knowledge through edutainment experiences 
by acting in a simulation environment. The form of the user activity varies with the 
domain and the learning approach adapted in the edutainment program.  

Edutainment can be used to support vicarious experience in real or imagined worlds. 
they may support observation, exploration are tasked based activity In a passive  
edutainment program the learner simply observes the operation of a simulated system 
The program can be designed  from a simple  low interactive to actually placing the 
users into the program for full experience activities  

If you look at the profile of a current learner and this fits most countries. Today young (y 
generation) 
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• Spend over 10,000 hours playing video games 
• Receive and send over 200,000 e-mails and instant messages  
• Spend over 10,000 hours talking on digital mobile phones and over 20,000 hours 

watching TV and now on very large screens.  

What is even more interesting the students do all this before they even enrol at 
University so it seems simple to say that learning via Edutainment is a positive approach 
to teach the digital Students of today?  

Today from a technology standpoint, there are a proliferation of new and emerging 
computer capabilities that enable greater collaboration and interactivity across 
geographic boarders This is not to say that  the traditional barriers to entry relative to 
technology enhancement do not still survive issues such as access, comfort with 
technology, support infrastructure, etc It is to say, however that the ability to engage with 
learners through the use of computers as edutainment is increasingly more attractive, 
based on learner profiles, and possible, based on current technology capability 

 

I find that Edutainment styles of programs promote imaginative engagement. They style 
of education thus fits naturally into a discussion of simulation and games experience.  As 
electronic Games are a part of the popular culture of a great number of children and 
adults put an argument that education needs to be responsive to this popular culture, 
Edutainment program can produce engagement and delight in learning.  They then offer 
a powerful format for educational environments that are attractive and motivating.   

One specific approach that I am interested in is to try and place the student inside the 
simulation and I call this situational learning experience.  This style of edutainment 
programs creates a unique vantage point for learning.  Once you have achieved the 
level of situational learning experience even though it is not real but the students / users 
consider it to be real while in the activity you have then achieved a major milestone.  

The development of Edutainment program has opened up rich possibilities for learning 
based on a virtual experience.  Situational learning experience can support both 
exploration case based learning.  Situational learning experience is excellent for relating 
the abstract to the concrete.  Formal Linguistics skills can be practiced in the context of 
use.  Abstract theories about navigation or conducting investigations can be grounded in 
vicarious practice and promoting engagement... 
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Appendix 
 
The Paech Phonetics code explained: 
 

1) Vowels are coded red with a numerical superscript that sound codes the vowel. 
These are numbered 1 through 23. 

 
2) Consonants are coded blue. 

 
3) Non-phonetic consonants are coded blue, with a phonetic superscript. 

 
4) Consonant digraphs are coded blue and are underlined, indicating the two letters 

make only one sound.  
 

5) Silent letters are coded gray. 
 
 
 

 

                                            17    s            

                      choice         
  

 
 
Additional Symbols 
 
Words are divided into syllables, with syllable breaks represented by a black dot.  
The stressed syllable for each word is represented in bold print.  See the example 
below. 
 

 
 
 

                                    1       zh   12    w13           

                           ca•su•al 
 
 
 
 
 

“ch” is a 
consonant 
digraph. 

“E” is a  
silent letter.

glide sound 
between 
syllables 

syllable 
break 

stressed 
syllable in 
bold print 

“oi” is a vowel 
combination 
that makes 
sound 17. 

“c” is a consonant 
that makes the 
same sound as 
“s.” 
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Holistic gifted teacher in problem-based learning: the stories of three teachers 
 

Chin-hsieh Lu 
e-mail: chinlu@tea.ntue.edu.tw 

 
Department of Special Education 

National Taipei University of Education 
 

 The purpose of this case study was to have a better understanding on what 
teachers could do as a coach in a problem-based learning curriculum.  Based on the 
philosophy of problem-based learning, eight teachers in the field of gifted education have 

designed and implemented a humanities curriculum for gifted children in five elementary 
schools for three years.  As a curriculum in the humanities is integrative and focused on 
large concepts and the nature of the problem-based learning is totally ill-structured, the 
teachers were made to add new uncertainties to their teachings which were already fraught 

with uncertainty.  As a result, those teachers had gone through the same curriculum but gone 
through different paths as “teaching.”  Those teachers have reconstructed their role identities 
as “teacher” and themselves become more holistic as “learner.”  In those teachers’ learning 
to be a coach, problem-based learning was as a prism held up to show teachers the complex 

reality of teaching and as well as the hammer to shape the teachers.  In this paper, three 
stories among the eight will be shared. 
 

 
Key Words: Holistic teacher, Problem-based learning, gifted education 
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Introduction 
 
Integrative learning has proven that connecting knowledge from multiple sources is difficult and 
requires a proper and thorough understanding [1]. In Engineering and Technology it becomes 
increasingly important for students to be confident in testing real life apparatus and systems. Students 
should be able to relate theory and the practical skills and facilitate changes as per the changing 
industry standards. However, most of the students lack the ability to integrate the theory with practical 
skills due to various factors. One important factor is the artificial demarcation between engineering 
subjects along theoretical and practical lines.  An example of this is Digital Signal Processing (DSP), 
currently taught as a theoretical subject, while Microprocessor Applications is delivered as a practical 
one, which is not unusual in tertiary electronics engineering programs. According to the Carnegie 
Foundation report [2], integrative learning should be considered as essential means of delivery. This 
becomes particularly important within the framework of Vocational Education and Training (VET) 
where employability of graduates is directly related to their competence in both practical and 
theoretical aspects of modern engineering systems and applications.  
 
This paper is based on the Action Research in Teaching and Learning project undertaken by 
electronics teachers in the Tertiary and Further Education (TAFE) Engineering School at RMIT 
University. The project has been funded by the Science, Engineering and Technology portfolio. This 
research project has received ethics approval from RMIT University Ethics Committee and will be 
completed by the end of November 2007. 
     
 
Objectives 
 
The primary aim of this project is to implement integrative learning by designing a common project-
based assessment for the theoretical (DSP) and practical (Microprocessor Applications) subjects. 
Both subjects are being taught in the second (final) year of the Advanced Diploma of Electronics 
Engineering. By introducing the common project-based assessment we are aiming to achieve the 
following outcomes: 

• enhanced work integrated learning 
• strengthened links with industry 
• effective use of teaching time  
• improved students’ learning experience 
• improved teaching quality. 

 
 
Methodology 
 
Collaborative action research method is being used to conduct the research as it has a potential to 
improve teaching and learning, action and reflection, and to link theory and practice [3]. The 
researchers have carried out a series of consultations with industry to define a suitable electronics 
project. Ten students from the final year of the Advanced Diploma program have volunteered to 
participate in the project. The students are to design, build and test a specified electronics system, 
within a time frame of 8 weeks in the second half of the semester. To successfully complete this 
assessment the students need to use the theoretical knowledge of DSP and the practical experience 
in Microprocessor Applications gained during the first 8 weeks of the semester. At the same time a 
control group of students will be taught and assessed independently in these two subjects. On 
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completion of the assessment the participating students’ learning experience and achieved learning 
outcomes will be compared to those in the control group.  
 
The results of the implementation of this research project will be evaluated by collecting and analysing 
data based on feedback received from students, industry partners, and teaching team; researcher's 
observation and reflection; group discussions with other teachers. Feedback will be obtained in 
various ways, such as short questionnaires, written evaluation, and detailed survey forms. Qualitative 
and quantitative analysis will be done using student pre - and post - assessment survey forms. The 
project outcomes will then be finally assessed based on the results of the analysis.  
 
Discussions  
 
Based on the proposed methodology, the project-based assessment will be evaluated and reviewed 
by the researchers to establish directions for further improvements. This would facilitate the process 
of continuous improvement of teaching and learning quality, and will benefit both the teachers and the 
students. Through collaborative action research we expect to improve the quality of engineering 
education, enhance work integrated learning, effectively utilise teaching time, and improve student 
learning experience in electronics subjects.   
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 Health Education in Entertainment  

 Samantha, an attractive, promiscuous woman, waits nervously for the results of her HIV 

test. Minutes pass and finally the nurse asks Samantha to follow her to a side room for the results 

and counseling. Samantha panics. Why is she being taken to the side room? Everybody knows 

that only the people who test positive go to the side room. She must be HIV positive! 

Overwhelmed, Samantha passes out. It turns out that Samantha’s fears were misplaced. She 

tested negative for HIV, but was selected for more extensive post-test counseling because of her 

promiscuous behavior. This particular scene, which could occur at any facility that offers HIV 

testing, is entirely fictional. It appeared in “Sex and the City,” a popular program broadcast on 

prime-time television. This scene skillfully addresses the importance of HIV testing and the fears 

surrounding the process. It communicates valuable health information in the context of a 

successful entertainment television series.  

 Educational material inserted into entertainment (entertainment-education or 

edutainment) has tremendous potential to communicate information (Singhal & Rogers, 1999).  

The use of entertainment to provide instruction or education is not a novel concept. There are 

cases of this practice dating back many centuries. Aesop’s fables are one of the earliest examples 

of stories that are entertaining in their own right, but contain moral lessons (Singhal & Rogers, 

1999). In recent decades, entertainment-education has been used as a vehicle for health 

communication.  Health based themes are popular in entertainment media and feature in 

programs ranging from early radio soap operas (Arnheim, 1994) to contemporary programs such 

as “Friends” ( Kaiser Family Foundation, 2004).  In addition to being prevalent, these episodes 

are a major source of health information for the public (Centers for Disease Control, 2000). 

Furthermore, health messages in entertainment programs can influence audience behavior. This 
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paper reviews the evidence on the ability of health communication messages in entertainment to 

inform an audience, influence beliefs and promote behavior change.  

Literature Review   

Health Communication in Entertainment Can Inform an Audience 

 Health communication messages in entertainment can inform an audience about health 

topics.  The Harvard Alcohol Project for Designated Drivers is a successful example of a 

campaign that incorporated health communication message in a number of different 

entertainment programs and resulted in increased knowledge (Winsten 1994). In this project, the 

Harvard School of Public Health partnered with Hollywood to promote the concept of a 

designated driver. One way to reduce driving under the influence of alcohol is to have one 

person in a group abstain and be responsible for driving. This person is the designated driver. 

From1988 to 1989, over 75 prime-time entertainment programs promoted the designated driver 

concept by inserting scenes and dialogues to increase awareness of the concept. Public service 

announcements were used to supplement these messages and encourage the use of designated 

drivers. By 1990, 89% of respondents were familiar with the concept of a designated driver.  

 In another example, a weekly television program in Bangladesh, Shabuj Chaya, was used 

as a vehicle for communicating health messages to an audience. The health communication 

messages were incorporated into the episodes specifically to promote family planning and to 

encourage visits to the clinic for illnesses. After the show had been broadcasting for some time, a 

cross-sectional survey of 4,492 men and women from the intended audience was conducted to 

see the impact of the show on their knowledge. It was found that there was an increase in 

knowledge of the main topics incorporated into this campaign and in particular there was 

increased knowledge of family planning (Do & Kincaid, 2006).  
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Durability of Knowledge Gains from Edutainment  

 Incorporating a health communication message into popular entertainment can result is 

successful transmission of the message, but it is not clear whether or not the message has a 

lasting impact on the audience. One study that examined this question looked at the popular 

television series E.R. One episode of the show briefly addressed emergency contraception in a 

short vignette. The researcher conducted surveys of viewers before and after this episode to 

examine the effect of the episode. It was found that ER increased knowledge of emergency 

contraception. However, when a sample of viewers was asked about emergency contraception 

two months after the episode, the knowledge of emergency contraception had decreased to pre-

episode levels. This suggests that although the health communication message in the 

entertainment program increased knowledge in the viewers, the effect did not last long (Brodie, 

Foehr, Rideout, Baer, Miller, Flournoy, & Altman, 2001).  

 On the other hand, some edutainment studies have shown a greater long-term retention.  

For example, Collins, Elliott, Berry, Kanouse, and Hunter (2003) studied the impact of an 

episode of the popular television series Friends on adolescent viewers’ knowledge. The episode 

of interest (dubbed the “condom episode” by the authors) incorporated information on the 

efficacy of condoms. The authors surveyed a national sample of 506 adolescents aged 12 to 17 

after the episode aired. Of the respondents that had viewed the condom episode and about two 

thirds (65%) recalled that condom failure resulted in pregnancy. Further, when the respondents 

were followed up several months later, adolescents that had seen the condom episode were more 

likely to correctly state the effectiveness of condoms.  

 The two studies described seem to offer contradictory views. A possible explanation 

could be the difference what the viewers did with the new information that they acquired. It is of 
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interest that many of the adolescents talked to an adult about the condom episode. Furthermore, 

it was noted that those adolescents that talked to an adult about the episode were much more 

likely to correctly state the effectiveness of condoms. The fact that this group retained the 

message may be due to resonance; a phenomenon that occurs when everyday reality and 

television provide messages that reinforce each other (Gerbner, Gross, Morgan & Signorielli, 

2002). In other words, communication is more efficient when messages in the media are 

confirmed by conversations or experiences in real life.  

 This concept has been used by the CDC to develop a HIV prevention campaign Modeling 

and Reinforcement to Combat HIV; MARCH (Galavotti, Pappas-DeLuca, & Lansky, 2001). This 

strategy as two components; health communication messages embedded in a soap opera, and 

community-level reinforcement activities that complement the messages in the drama. 

The MARCH strategy has been introduced in Botswana, Ethiopia, Ghana, Guyana, Uganda and 

Zimbabwe (Galavotti, Pappas-DeLuca, & Lansky, 2001). 

Health communication in entertainment can influence attitudes 

 Knowledge is defined by the Merriam-Webster online dictionary (2007) as an 

understanding of a science, art or of facts. In contrast, the dictionary (Merriam-Webster, 2007) 

defines attitude as an “emotion toward a fact.”  In addition to knowledge, the attitude of an 

audience can be influenced by health communication messages incorporated into entertainment 

programs. In St Lucia, researchers explored the effect of a radio soap opera called Apwe Plezi 

(roughly translated, this means “after the pleasure comes the pain") that incorporated several 

health themes in its storyline. A survey was conducted among 1,238 people aged 15-54 which 

was the target audience of the show. The results revealed that listeners of the radio show reported 

significantly improved attitudes about HIV, AIDS, and teenage pregnancy (Vaughan, Regis & 
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Catherine, 2000). Further, the data indicated that regular listeners changed their attitude more 

than casual listeners of the program suggesting a dose-response effect (Vaughan, Regis & 

Catherine, 2000).  

 Another example of health messages in entertainment affecting attitudes comes from 

South Africa. A study there specifically examined the impact of a soap opera, Tsha, Tsha on 

attitudes to HIV. Tsha Tsha is a Nguni language program with English subtitles targeting youth 

18 to 24 years old. It achieved local popularity with an estimated 1.5 million viewers.  The 

authors surveyed 960 respondents in the target age group to assess the impact of the show. They 

found that the show positively influenced attitudes concerning HIV. In particular, perceptions of 

HIV positive characters on the show improved and there was an improvement in attitudes toward 

HIV positive people in general (Kelly, Kincaid, Do & Parker, 2004).  

 Entertainment programs can influence not just beliefs about the disease, but also beliefs 

about the health care system and health workers. This is important as it affects access to care and 

can impact people’s overall health. The Radio Communication Program in Nepal used an 

entertainment-education strategy to increase contraception and health center use in Nepal and 

improve client-provider interactions. The results show that there were improved perceptions of 

healthcare workers in the audience, improved attitudes towards health care workers and facilities 

(Storey, Boulay, Karki, Heckert & Karmacharya, 1999).  

 Health communication messages in entertainment programs influenced attitudes towards 

diseases, health care providers and the health care system as a whole. The change in attitude is 

manifested as a change in attitude towards particular characters in the show and translates into 

other people in general. Further, there was a dose-response effect with a greater attitude change 

seen in regular followers of the entertainment program.  

2008 HICE Proceedings 
Page 2901



Health Communication in Entertainment  7 

Health communication in entertainment can influence behavior  

 In addition to influencing knowledge and belief, health communication programs have 

the potential to influence behavior. However, as behavior change is motivated by a number of 

different factors, it can be difficult to decipher the effect of a single factor such as a 

communication message in an entertainment program. In order to address this research question, 

studies have looked at the effect of health education messages in popular entertainment on the 

intention to act (or tell someone else to act) on the health message (Whittier, Kennedy, St. 

Lawrence, Seeley, & Beck, 2005), on self-reports of action on the health message (Centers for 

Disease Control, 2000), and on the rates of the promoted health behavior in a population exposed 

to the message (Howe, Owen-Smith & Richardson, 2002).  

 In the United States, one study researched the effect of edutainment on the intention to 

get tested for syphilis. The intervention strategy was ‘a storyline about syphilis in men who have 

sex with men’ that was incorporated in the popular series, E.R. (Whittier, Kennedy, St. 

Lawrence, Seeley, & Beck, 2005). Following this, five hundred and one men who have sex with 

men were recruited from internet chat rooms and surveyed. It was found that those men who saw 

the episode with syphilis were more likely to report an intention to get tested and also more 

likely to report an intention to tell others to get screened. An advantage of this study is that the 

authors controlled for response bias. This was done by asking the subjects if they intended to 

practice safer sex more regularly; to stop taking human growth hormone and to stop smoking. 

These issues were not addressed in the episode and viewing of the episode was not expected to 

impact these variables except if there was response bias. This study did not, however, assess if 

the subjects actually followed through on their intentions. 
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 In an episode of The Bold and the Beautiful, a popular American soap opera, one of the 

characters finds out that he has HIV. In a later episode, he discloses his HIV status to his fiancée. 

At the end of these episodes, the telephone number for a CDC hotline was broadcast. The CDC 

hotline usually receives approximately 88 to 234 calls on normal (control) days. On the two days 

that these episodes were broadcast, the hotline received 1,426 and 1,840 calls respectively. In 

fact, the call volume was so high that there were not enough hotline operators to handle the call 

volume (Kennedy, O'Leary, Beck, Pollard, & Simpson, 2004). 

 Another way to assess the impact of health messages in entertainment on behavior is to 

ask viewers and non-viewers about behavior patterns. In the previously mentioned soap opera 

survey conducted by the Centers for Disease Control, 29% of respondents reported that they 

“told someone about the story or health topic” seen on entertainment television programs. 

Further, 15% of viewers reported that they “told someone to do something or did something 

myself.” (Centers for Disease Control, 2000). Similar results were seen in the second survey 

conducted by the CDC (Centers for Disease Control, 2001). While these data are supportive, self 

report of a behavior is not a fool-proof measure of behavior change and it would be ideal to have 

more objective information on these behaviors.  

 Another way to assess the impact of health communication messages in entertainment 

programs is to assess population trends after specific interventions. For example, in the United 

Kingdom, records are routinely maintained on cervical cancer screening and trends in these tests 

over time can give an insight into the effect of an intervention on the population. In one study, 

the effect of the death of a character in a popular television series from cervical cancer was 

assessed. To do this, the number of cervical cancer screening tests conducted in the 19 weeks 

following the story line was compared to a historic control. It was found that cervical cancer 
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screening increased by 20% (an absolute increase of 13,998 women) as compared to one year 

before (control). This dramatic increase in screening was attributed largely to the cervical cancer 

story in the soap opera (Howe, Owen-Smith & Richardson, 2002). 

 Individually, these studies each have methodological issues that can be held against them. 

An intention to act is not the same as the action itself, self reports of action are not the best 

measure of behavior change, and trends in populations can be multi-factorial. Taken together, 

these studies all draw similar conclusions that are difficult to ignore; health communication 

messages in popular entertainment can induce behavior change. The criticisms leveled against 

the studies largely reflect the flaws with the individual study designs. One way to address these 

criticisms is to look at studies that assessed the impact of health communication messages in 

entertainment in a more rigorous manner.  

 According to Westley (2003), the properly conducted controlled experiment is probably 

the most powerful method of seeking answers to research questions available to the behavioral 

scientist. This research design was used to assess the impact of edutainment in Tanzania, where a 

radio soap opera was broadcast in some areas (intervention), but not others (control). The areas 

were then compared in terms of behaviors targeted by the show. The behaviors targeted included 

promotion of family planning which was measured objectively by assessing family planning 

adoption by clients visiting the local health centers. It was found that the listeners of the show 

were more likely to talk with their spouses and peers about contraception. Further, the soap opera 

had strong behavioral effects and resulted in increased adoption of family planning in the 

intervention areas (Rogers, Vaughan, Swalehe, Rao, Svenkerud & Sood, 1999). 

  

Conclusions 
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 Educational messages have been incorporated in entertainment media for many centuries. 

Over the last few decades, there has been increasing interest in the insertion of educational 

messages into entertainment that reflect communication and psychology theories. When 

effectively applied to health communication, this strategy successfully conveys messages related 

to health. In the studies reviewed, health education messages embedded in entertainment 

programs increased knowledge, altered attitudes and changed behavior.  

 The efficacy of entertainment media in communicating complex health information is 

seen in this letter from a Tanzanian listener of a radio soap-opera in which health messages on 

HIV were incorporated.  “Now I see the consequences, two or three years, after, say, Mukwaju is 

infected with AIDS and dies, where will his seven children go? They will remain orphans. Who 

will take care of these children when even Mukwaju is finding it difficult? You people with 

Mukwaju’s behavior, what are you waiting for? Change now. You are many Mukwajus.” 

(Rogers, Vaughan, Swalehe, Rao, Svenkerud & Sood, 1999 p. 207).  Mukwaju, a character in the 

show, has become a negative role model and the symbol of the consequences of sexually 

irresponsive behavior. As the listener’s letter emphasizes, the character has planted the seed for 

behavior change in this community.   

 This is just one example from one of many studies that have examined the effects of 

health communication messages in entertainment.  This body of literature shows that health 

communication in entertainment can increase knowledge of health issues, change attitudes about 

diseases and health care workers and can influence health related behaviors in individuals and 

communities. This strategy has the potential to significantly improve the health of communities 

by increasing knowledge, fostering positive attitudes, and encouraging healthy behavior.  
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The Ontario Primary Health Care Nurse Practitioner (NP) Program in Canada, a bilingual (French, English) 
program, is offered by a consortium of ten universities using distance delivery methods.  This consortium 
delivered program maximizes fiscal, human resources, faculty and distance education expertise across the 
ten universities.  
 
While forming a consortium has optimized resources and improved accessibility to NP education, 
maintaining best practices in education has required effort and diligent monitoring.  Major curriculum 
changes require the independent agreement of the ten academic governing bodies.  Professors and tutors are 
located at different universities and teach learners at 10 consortium universities. Communication challenges 
among faculty and tutors have been overcome by regular teleconferences, twice yearly face to face 
meetings and web communication using e-mail and newsgroups.  Inter-rater reliability among tutors when 
marking learner assignments and exams has improved after attending a workshop, using an on-line grading 
form and marking on-line exams using a web interface.  
 
Web-based learning, computer conferencing, audio files, on-line quizzes and exams, CD-ROM, expert 
videos and Elluminate on line teleconferencing are some distance methods used. Tutorials in clinical 
courses are facilitated by a tutor at each university.  A case based-approach is used to build theoretical 
knowledge and evidence-based practice. Tutorials are conducted face to face, by teleconference and use of 
synchronous Elluminate chat. Educational best practices are used to ensure knowledge transfer and 
participation of learners. 
 
This consortium distance delivered NP program has developed dynamic partnerships, educational strategies 
and research initiatives, as well as a collegial and professional support network for students.  
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ABSTRACT 

The object of bibliographical research is focused on the biological thinking styles, 
based on the conceptual landmarks, built from the historical construction of the 
biological thinking, presented in the State of Paraná Curricular Policies of Biology.  
The thinking style is understood as a system of closed beliefs in this research for it 
holds a world vision beyond the proper elements, a specialized language and 
specific practices. This work aims to identify those styles which historically prevailed 
that those conceptual landmarks correspond to biological  thinking styles, and that 
each thinking style has predominated in a determined moment in history. Starting  
with an epistemological approach by Ludwik Fleck`s context of life and work (Polish 
Medical Doctor – 1896-1961), publications and central ideas in his book “La Genesis 
Y El Desarrollo de Un Hecho Cientifico”, has offered important and remarkable basis 
for this research. In that attempt, a presentation of general aspects involving the 
curriculum and the teaching of Biology in Brazil and in the State of Paraná has been 
traced. The main characteristics of the historical dimension and the conceptual 
landmarks adopted by the State Curriculum Policies of Biology, based on reflections, 
will be drawn supported by studies on the phenomenon life. A study on the 
biological thinking styles will be approaching the instauration moments, extension 
and defined transformations stated by Fleck (1986), considering the ideas spreading 
and publications of each context; former ideas which marked the beginning of the 
biological thinking style; the invariables of the historical moment; the resistances and 
the tradition period of each style and the successive transformations, which brought 
out the instauration of the new style. Such study points to the four styles being the 
Aristotles`s biological thinking, descriptive; Harvey`s biological thinking style, 
mechanicist; Darwin`s evolution thinking style; and the biological thinking style of 
genetics manipulation, which is still posing in a historical passing time from the 
moment of instauration to the moment of extension. These studies also point to a 
non-linearity of transformation from one thinking style to the other. 

 

Keywords:  thinking style; life phenomenon; history of biology; biological thinking 
style; biological thinking construction; teacher education. 
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FORMAÇÃO DE PROFESSORES E ESTILOS DE PENSAMENTO BIOLÓGICO: 
INTERPRETAÇÃO E COMPREENSÃO SOBRE O FENÔMENO VIDA. 

 

Introdução: 
A partir da pesquisa denominada “Comunidade de Prática de Pesquisa em 

Educação. A formação de professores1 e sua representação: do educador formal ao 

educador social”, este estudo volta-se especificamente para a formação do(a) 

professor(a) de Biologia tendo como objeto o estudo dos estilos de pensamento 

sobre o fenômeno vida e a sua possível repercussão na prática docente.  

Uma primeira etapa teórica concentrou-se em torno dos estilos de 

pensamento biológico sobre o fenômeno vida, fundamentados a partir da 

apresentação nas DCE - Diretrizes Curriculares Estaduais de Biologia do Estado do 

Paraná (PARANÁ, 2006), dos marcos conceituais constituídos com base na 

construção histórica do pensamento biológico, e fez parte da dissertação de 

mestrado em Educação de um dos autores desse estudo.  

 A parte empírica, a partir da observação e entrevista com professores(as) de 

Biologia dará seguimento ao estudo, tendo a matriz teórica dessa pesquisa como 

fundamento para análise dos dados a serem levantados. 

O estilo de pensamento compreende um sistema de crenças fechado, pois 

comporta uma visão de mundo, além de elementos próprios, uma linguagem 

especializada acompanhada de práticas específicas. Nestes termos, vale-se para a 

prática pedagógica do(a) professor(a) de biologia, pois o mesmo, possivelmente, 

além de pertencer a um círculo de profissionais, compartilha de uma visão de 

mundo, concepção de ciência e um corpo de conhecimentos científicos com 

linguagem especializada. 

 De acordo com Fleck (1986), a definição para estilo de pensamento envolve 

 
um perceber dirigido, com a correspondente elaboração intelectiva e objetiva do 
percebido. Fica caracterizado pelos traços comuns dos problemas que interessam ao 
coletivo de pensamento, pelos juízos que o pensamento coletivo considera evidentes 
e pelos métodos que emprega como meio de conhecimento. O estilo de pensamento 

                                                 

1 Nesse estudo, ao nos referirmos a professores e educadores, estamos acolhendo a 
concepção de gênero, estando cientes de que existe o masculino e o feminino em suas 
especificidades. 
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também pode ir acompanhado pelo estilo técnico e literário do sistema de saber 
(FLECK, 1986, p. 145). 

 

 Delizoicov (2002), ao analisar o conhecimento sobre o movimento do sangue 

no corpo humano a partir de uma perspectiva epistemológica referenciada em 

categorias da teoria do conhecimento de Ludwik Fleck, dentre elas a categoria estilo 

de pensamento, afirma que 

 
um estilo de pensamento comporta uma visão de mundo, um sistema fechado de 
crenças, um corpo de conhecimento que, além de elementos teóricos, se caracteriza 
por uma linguagem própria e práticas específicas, é determinado psico-sócio-
historicamente e sua apropriação pelos indivíduos ocorre no processo de formação, 
passando, assim, a direcionar a observação e se constituindo no elemento 
estruturador das conexões entre o sujeito e o objeto. Apesar de se apresentar como 
uma resistência – harmonia das ilusões – para um novo modo de olhar, de pensar e 
de agir, o que poderia sugerir algo estático e permanente, é dotado de um 
dinamismo na medida em que se instala, se estende (período clássico) e se 
transforma, tanto por motivos relacionados às complicações que apresenta como 
pela circulação intercoletiva de idéias (...) (DELIZOICOV, 2002, p. 145). 

 

O pensamento científico e o fenômeno vida 
 O pensamento científico e o modelo interpretativo do fenômeno vida, 

construção humana historicamente determinada, propiciaram a identificação de 

marcos conceituais definidos pelos pensamentos biológicos e pelos modelos 

metodológicos. Tais estilos de pensamento expressam modelos, atividades, 

conhecimentos, práticas específicas, concepções, pontos de vista, diferentes olhares 

sobre o fenômeno vida estabelecidos espaço-temporalmente, visões de mundo que 

interferiram na forma de pensar e entender esse fenômeno. 

 Com o ensino de biologia voltado para este contexto, é preciso que o(a) 

professor(a) esteja preparado(a) para ensinar nesta nova proposta, onde a exigência 

de saber, compreender e reestruturar os conteúdos específicos da disciplina hoje 

implica na busca pela origem e desenvolvimento desses conhecimentos utilizando-

se como critério de fundamentação, a história e a filosofia da ciência. 

 De acordo com Martins (1990), 

 
O professor de uma dada ciência não transmite aos seus alunos apenas os 
conteúdos (resultados) dessa ciência, mas também (consciente e inconscientemente) 
uma concepção sobre o que é Ciência. Ora, o conhecimento sobre a natureza da 
pesquisa científica só pode ser adquirido de duas formas: ou pela prática da pesquisa 
e contato com cientistas (isto é, pela vivência direta) ou pelo estudo da História da 
Ciência (MARTINS, 1990, p. 3). 
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 Carvalho e Gil-Pérez (2001, p. 20) apontam que a “carência do 

conhecimento da matéria a ser ensinada (...) transforma o professor em um 

transmissor mecânico dos conteúdos”, com base em materiais didáticos já 

elaborados, com linguagem adequada ao ensino médio e dos quais se apropriam 

como elemento principal de referência de pesquisa e planejamento de aulas. 

 Segundo esses autores, é primordial “associar os conhecimentos científicos 

com os problemas que originaram sua construção” (ibid., p. 23), ou seja, conhecer e 

selecionar os conteúdos de biologia hoje implica em conhecer o contexto histórico e 

social em que estes foram construídos, descaracterizando a arbitrariedade da 

ciência. 

 Pretto (1985) aponta para a predominância de um modelo de história da 

ciência apropriada pelos(as) professores(as) pelo trabalho com livros didáticos 

desde a década de 1960, com a publicação do BSCS - Biological Sciences 

Curriculum Study. Segundo este autor, o livro foi criticado por apresentar-se de 

forma a enfatizar o método científico e assim, a possibilidade de formar o(a) 

estudante com uma visão mais realista e inteligível da ciência. 

 
A apresentação da ciência é absolutamente a-histórica. Sem referência a seu 
processo de criação e muito menos ao contexto em que foi criada. E, o que é pior, na 
tentativa de suprir esta lacuna passa uma visão da História da Ciência como se 
fosse, como já dizíamos, um armazém, um depósito onde se guardam as vidas dos 
cientistas, seus feitos e suas obras (PRETTO, 1985,  p. 77). 

 

 Para o(a) professor(a) de biologia, conhecer a história e a filosofia da biologia 

implica em compreender: o processo de construção coletiva desse conhecimento 

científico, os problemas que possibilitaram essa construção e os obstáculos 

epistemológicos a serem superados pelos cientistas (BACHELARD, 2002); as 

características presentes nessa atividade; os critérios de validação e legitimação 

desse conhecimento; conjecturas e refutações (POPPER, 1972), aceitações e 

contestações (LAKATOS, 1998), de mudanças de paradigmas (KUHN, 2005), as 

influências míticas e religiosas (FEYERABEND, 1989) e, para o contexto dessa 

pesquisa, a gênese e o desenvolvimento dos conhecimentos científicos (FLECK, 

1986). 

Significa também, que o(a) professor(a) de biologia, inserido nesta 

perspectiva de conhecer a história e a filosofia da ciência, pode proporcionar uma 

visão atual da ciência tornando-a mais acessível aos(às) estudantes (WEISSMANN, 
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1998; PIAGET, 2003; KRASILCHIK, 2004), concomitante a uma aprendizagem 

mais significativa (MOREIRA, 1999). 

 Não significa que a ciência não esteja sendo acessível no modelo de ensino 

atual, mas que ela seja suscetível de interesse pelo(a) estudante e seja vista como 

atividade humana (KNELLER, 1980; ANDERY et al., 1988), que seja compreendida 

sua natureza, os processos de produção e os entendimentos históricos e 

implicações sobre a sociedade, bem como as interferências da sociedade sobre a 

ciência. Com relação aos conhecimentos específicos da biologia, tem-se o mesmo 

entendimento. 

A preocupação que motivou a realização da pesquisa foi saber de que forma 

os estilos de pensamento biológico, apresentados como quatro pensamentos 

biológicos nas DCE de Biologia, se instauraram, se estenderam e se transformaram 

histórica e coletivamente. O problema pode ser delimitado nos termos da seguinte 

questão: Quais os estilos de pensamento biológico que historicamente 

predominaram no modo de interpretar e compreender o fenômeno vida, objeto de 

estudo da biologia? 

 Privilegiou-se, com a metodologia utilizada, uma abordagem inicial sobre a 

epistemologia de Ludwik Fleck (1896 – 1961), apresentando o contexto de vida e de 

trabalho desse médico polonês, suas publicações e as idéias centrais do seu livro “A 

gênese e o desenvolvimento de um fato científico”. Seqüencialmente, realizou-se um 

estudo sobre o fenômeno vida, buscando fundamentar os estilos de pensamento 

biológico que historicamente predominaram na maneira de interpretar e 

compreender esse fenômeno. 

Com o estudo sobre os estilos de pensamento biológico, considerou-se os 

momentos de instauração, extensão e transformação definidos por Fleck (1986), a 

circulação de idéias e publicações de cada contexto, as idéias anteriores que 

marcaram o início do estilo de pensamento biológico, as invariantes do momento 

histórico, as resistências e o período de tradição de cada estilo e as sucessivas 

transformações que propiciaram a instauração do novo estilo. 

 Considerando que cada modelo interpretativo do fenômeno vida está 

referenciado pelas DCE em quatro modelos conceituais da construção histórica do 

pensamento biológico, pretendeu-se ao mesmo tempo analisar e validar tais 

referenciais, propondo uma fundamentação teórica com autores(as) que discutem 

esses diferentes momentos históricos, configurando cada um deles como um estilo 

de pensamento biológico. 
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 De acordo com as DCE de Biologia, os quatro modelos interpretativos estão 

assim apresentados: 
 pensamento biológico descritivo; 

 pensamento biológico mecanicista; 

 pensamento biológico evolutivo; e 

 pensamento biológico da manipulação genética. 

 

 Explorar a história da biologia possibilitou um diálogo com autores(as) que 

fundamentam a ciência desde os tempos antigos até a contemporaneidade. Autores 

como Ludwik Fleck (1986), Maria A. Andery et al. (1988), George Kneller (1980), 

Colin Ronan (1997), Douglas Futuyma (1997), Ernst Mayr (1998), Isaías Raw (2002), 

Paolo Rossi (2001), Reale e Antiseri (2004), Eric Hobsbawm (2006), Robert Bud 

(1993), entre outros. 

A ampliação da revisão de literatura permitiu obter vantagens, primeiramente, 

por considerar que as produções bibliográficas constituem fonte rica e estável de 

conhecimento produzido. Segundo, porque exige do(a) pesquisador(a) 

disponibilidade de tempo, em detrimento do custo da pesquisa. Outra vantagem é a 

possibilidade de diálogo com autores(as), sujeitos, que permitem um entendimento 

sobre a construção do pensamento biológico. 

 Considerando que quase todas as histórias da ciência, especificamente sobre 

a biologia, representam uma combinação de várias abordagens e estratégias, a 

fundamentação dada aos estilos de pensamento biológico, nessa pesquisa, 

pretendeu-se que seja na forma de discutir o contexto narrativo histórico, procurando 

articular a esfera das estruturas com a dos acontecimentos. 

 Com o apoio epistemológico do médico polonês Ludwik Flek, foi possível 

estabelecer uma visão sociológica da ciência, assumindo o conhecimento científico 

como construção social por excelência, que permite olhar para o passado da ciência 

entendendo como é que o fenômeno vida foi pensado na construção sócio-histórica 

do conhecimento biológico, incluindo os interesses diversos que permearam tal 

construção. 

 Além de assumir a categoria epistemológica estilo de pensamento, a busca 

pelo entendimento da construção do pensamento historicamente construído sobre o 

fenômeno vida, optou-se também pelas categorias que representavam as fontes 

originárias do estilo de pensamento biológico: as proto-idéias, a circulação intra e 

inter-coletiva de idéias. Sob outra perspectiva, o estilo de pensamento biológico 
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também foi analisado no contexto dos momentos de instauração (quando se iniciou 

tal forma de pensar), extensão (a tradição, a permanência) e a transformação (a 

mudança). 

 Os pensamentos biológicos apresentados pelas Diretrizes Curriculares 

Estaduais de Biologia representam os movimentos históricos que propiciaram a 

construção do pensamento biológico. Certamente, no desenvolvimento do 

pensamento biológico, as concepções de ciência influenciaram na forma de pensar o 

fenômeno vida. 

Entretanto, tal construção ocorreu a partir de movimentos não-lineares, com 

mudanças e transformações de estilos de pensamento a partir da constituição dos 

diferentes coletivos de pensamento, de questionamentos conflitantes, de 

proposições de novas idéias a partir de proto-idéias disseminadas desde o tempo 

egípcio. 

 Historicamente, a formação inicial e continuada dos professores não 

privilegiou a história e a filosofia da ciência como meio para estruturar as diferentes 

formas de pensar o objeto de estudo da biologia. O ensino formal dessa ciência se 

resume, basicamente, ora para o ensino do método científico, ora para a 

transmissão direta de conceitos que simplificam em poucas linhas toda uma história 

de construção coletiva dos fatos científicos. 

 Tanto em uma quanto em outra forma de ensinar os conhecimentos da 

biologia, implicitamente encontra-se uma concepção de ciência predominante no 

momento histórico em questão. Tomamos como exemplo a década de 60, com a 

implantação do modelo BSCS com base na concepção de ciência fundamentada no 

empirismo lógico (PRETTO, 1985). 

 A questão principal é que, no momento histórico atual, com base na ciência 

entendida como atividade humana (KNELLER, 1980), precisa-se estabelecer 

condições para um ensino dos conhecimentos biológicos voltados para a construção 

do pensamento biológico, fundamentado na história e na filosofia da ciência 

(MARTINS, R. A., 1990; CARVALHO e GIL-PÉREZ, 2001; SILVA, C. C., 2002) e na 

gênese e no desenvolvimento dos fatos científicos (FLECK, 1986). 

 Também, para pensarmos no ensino de conhecimentos biológicos 

construídos historicamente por coletivos de pensadores científicos, partimos do 

pressuposto que para compreender o fenômeno vida em toda sua complexidade de 

relações, implica pensar em uma ciência em transformação, cuja provisoriedade 
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assegura a reavaliação dos seus resultados, possibilitando repensar tais mudanças 

em cada momento histórico, social, político, econômico e cultural (ALQUINI, 2002). 

 Pensando no processo contínuo de formação de professores(as), aos(às) 

mesmos(as) cabe a reflexão de que os conhecimentos biológicos transpostos para o 

âmbito escolar não podem demonstrar um caráter a-histórico e enciclopédico, nem 

mesmo que seja abandonado toda a gama de conhecimentos científicos que 

asseguram a construção do fato científico e o objeto de estudo da biologia. 

 Como argumenta Alquini et al. (2002, p. 178), 

 
tradicionalmente, o ensino de Biologia ministrado em nossas escolas é apresentado 
como matéria descritiva, com ênfase em definições resumidas, as quais são 
normalmente retiradas de livros didáticos, que empregam termos técnicos e 
apresentam classificações fundadas nas nomenclaturas. Geralmente o conhecimento 
científico se restringe a um conjunto de dados isolados e estanques (ALQUINI et al., 
2002, p. 178). 

 

 Uma das possibilidades de superação deste tipo de ensino se dá por 

superação do “saber a ciência” para o “compreender a ciência” (FREIRE-MAIA, 

2000). Para tal, precisa-se compreender o processo histórico e filosófico da ciência, 

o objeto de estudo da biologia, a gênese e o desenvolvimento dos fatos científicos, 

todos sob a perspectiva da ciência como atividade humana, construída por coletivos 

de pensadores. 

 
O estilo de pensamento biológico descritivo 
 Este estilo se caracteriza pela tentativa dos naturalistas em descrever as 

características dos seres vivos e assim, organizá-los em grupos. Pensar em 

descrição não remete somente a tentativa de organização dos seres vivos a partir de 

características estruturais, anatômicas e comportamentais, mas também a descrição 

de toda a expressão da natureza imutável, fixista e contemplativa. 

 Mesmo este pensamento tendo se consolidado com Lineu, no século XVIII, 

muitas foram as ações descritivas realizadas por civilizações anteriores aos gregos, 

sob influência mítica, com a instauração do estilo de pensamento biológico 

aristotélico entre os pensadores gregos e se estendendo por toda Idade Média e 

Renascimento, permanecendo até os séculos XVI e XVII quando passou a sofrer 

interferências, por conta do surgimento de complicações, fragilidades e novas 

necessidades e relações sociais. 

 
(...) pontos de vista tradicional cederam lugar ante o desenvolvimento da ciência 
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empírica. Conceitos consagrados, tais como a posição central da Terra no universo 
foram desafiados. Newton, Descartes e outros desenvolveram teorias estritamente 
mecanicistas dos fenômenos físicos. Ao final do século XVIII, o conceito de mundo 
mutável foi aplicado à astronomia por Kant e Laplace, que desenvolveram noções 
sobre evolução estelar; a geologia, quando vieram à luz evidências de mudanças na 
crosta terrestre e da extinção de espécies; aos assuntos humanos, quando o 
Iluminismo introduziu ideais de progresso e aperfeiçoamento humanos (FUTUYMA, 
1997, p. 3). 

 

 No contexto do pensamento biológico descritivo, o fenômeno vida era visto 

com perspectiva da história naturalista, onde a preocupação maior era o 

conhecimento sobre os seres vivos da Escala Natural e a organização destes, 

influenciados por idéias de uma natureza estática e imutável e por questões de 

âmbito teológico. 

 
O estilo de pensamento biológico mecanicista 
 No mesmo momento histórico marcado pelo pensamento biológico descritivo 

e pela tradição da história natural, em que a atividade científica voltava à explicação 

da natureza e à descrição dos seres vivos, o meio filosófico iniciava discussões à 

proposição de um método científico para compreender os fenômenos da natureza. 

Muitos foram os pensadores que contribuíram com a proposição desta nova forma 

de pensar a ciência, interferindo na compreensão do fenômeno vida (PARANÁ, 

2006). 

 Em meio a este contexto, a evidência do método indutivo como forma de 

investigação, controle e sistematização, permitiu que o médico Willian Harvey (1578 

– 1657) sistematizasse no começo do século XVII, proposições que pudessem 

contribuir para uma nova forma de pensar o fenômeno vida, comparando o 

funcionamento do corpo humano ao de uma máquina. 

 O modelo de circulação do sangue proposto por Harvey foi acolhido por 

Descartes (1596 – 1650) como sendo um dos elementos mais consistentes para 

explicar a natureza mecânica desse fenômeno. Por muitos anos, os estilos descritivo 

e mecanicista conviveram como formas distintas de compreender o fenômeno vida. 

Assim, o estilo mecanicista dos estudos anatômicos e fisiológicos formou as bases 

para pensadores como Galileu, Descartes e Newton pudessem pensar 

dedutivamente em leis universais para o controle da natureza. 

 O estilo mecanicista ganhava adeptos e o fortalecimento de suas proposições 

aconteceu também com os questionamentos sobre a origem da vida, por conta das 

idéias sobre biogênese, e com o aperfeiçoamento do microscópio (PARANÁ, 2006). 
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 Sob a influência do pensamento positivista e a exigência das ciências 

experimentais no final do século XVIII, o estilo mecanicista contribuiu para “o 

fracionamento dos organismos vivos em partes cada vez mais especializadas e 

menores procurando compreender as relações de causa e efeito no funcionamento 

de cada uma de suas partes” (PARANÁ, 2006, p. 5). 

 

O estilo de pensamento biológico evolutivo 
 O estilo evolutivo se caracterizava por apresentar, a partir do século XVIII, 

proposições consistentes para a teoria da evolução dos seres vivos, em 

contrapartida a idéia de um mundo natural estático e imutável. 

 Ao se questionar a imutabilidade da vida com base em evidências do 

processo evolutivo dos seres vivos, apresentavam-se estudos principalmente por 

Erasmus Darwin (1731 – 1802) e Jean-Baptiste de Lamarck (1744 – 1829). 

 Erasmus, por acreditar na herança de características adquiridas; Lamarck, por 

acreditar na geração espontânea e desconsiderar a classificação dos seres vivos 

com base em caracteres descritivos, “pois deveria haver uma 'seqüência natural' 

para todas as criaturas vivas e que elas mudavam guiadas pelo ambiente” 

(PARANÁ, 2006). 

 No século XIX, Charles Darwin (1809 – 1882) apresentava suas idéias sobre 

a evolução das espécies em superação a concepção criacionista, sobre espécies 

imutáveis desde a criação. Não somente os seres vivos atuais, mas do passado, 

tiveram origem evolutiva, considerando a seleção natural como o principal agente 

dessa modificação. 

 Segundo Futuyma (1992), Darwin valia-se de evidências evolutivas, 

consideradas como provas e suporte para a teoria da evolução das espécies: “o 

registro dos fósseis, a distribuição geográfica das espécies, anatomia e embriologia 

e a modificação de organismos domesticados” (FUTUYMA, 1992, p. 6). 

 Mesmo com comprovações das hipóteses evolutivas, faltavam explicações 

para Darwin contrapor e superar as explicações fixistas. Explicações essas de 

caráter hereditário. Com o estilo de pensamento biológico mecanicista ainda em 

voga no contexto científico, principalmente para explicar a ordem mecânica de 

funcionamento dos seres na sua individualidade, Gregor Mendel (1822 – 1884) 

propôs como resultado de seus estudos, um modelo usado para explicar a herança 

por misturas, das quais ainda contribuíam para a defesa dos ideais fixistas. 

 Tempos depois, Mendel apresentava um modelo explicativo sobre a 
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transmissão de características entre os seres vivos. Por mais que Mendel tivesse 

acompanhado o processo de transmissão, não se sabia ainda os mecanismos dessa 

transmissão. Também não se tinha conhecimentos sobre divisão celular (PARANÁ, 

2006). 

 Em pleno século XX, conhecimentos genéticos, associados aos 

conhecimentos e avanços a partir da teoria celular, possibilitavam o reconhecimento 

dos trabalhos de Mendel, contribuindo para a apresentação de um modelo 

explicativo dos mecanismos evolutivos vinculados aos mecanismos que envolviam o 

material genético, marcando a influência para a constituição dessa nova forma de 

pensar o fenômeno vida. 

 

O estilo de pensamento biológico da manipulação genética 
 O pensamento biológico da manipulação genética se caracteriza por 

apresentar, a partir do século XX, uma nova geração de pesquisadores da área 

biológica (genética e fisiologia), física e química, que confirmaram os trabalhos de 

Mendel e construíram um novo modelo explicativo para compreender o fenômeno 

vida, vinculados diretamente ao material genético. 

 A biologia molecular, neste contexto, passava a ser vista como utilitária de 

seus conhecimentos na medicina, na agricultura e em outras áreas específicas. A 

neutralidade da ciência tornava-se frágil em meio a aplicabilidade dos 

conhecimentos biológicos, definindo critérios de investimento em pesquisas 

espaciais e financiamento de guerras, em detrimento de investimentos em saúde 

pública e recuperação do ambiente devastado. 

 Com as necessidades de se realizar atividades cada vez mais especializadas, 

a biologia evolutiva perde forças diante da possibilidade de se conhecer o mundo 

microscópico dos mecanismos biológicos. Tal especialização distanciava e/ou 

impossibilitava o conhecimento da totalidade e, conseqüentemente, prever os 

resultados de uma ação restrita sobre as partes acerca dessa totalidade, o que 

demonstrava a fragilidade do método cartesiano (PARANÁ, 2006). 

  
Naquele contexto de mudanças, diante da dificuldade de prever os efeitos das ações 
desencadeadas pelo homem no ambiente, a impossibilidade de garantir 
transformações na realidade social e o reconhecimento da não-neutralidade da 
Ciência, a crise da Ciência Moderna ficou exposta como, também, a necessidade de 
rever o método de construção do conhecimento científico (PARANÁ, 2006, p. 20). 

 

 Ao mesmo tempo em que o desenvolvimento das pesquisas moleculares 
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propiciava o desenvolvimento da biotecnologia, o pensamento biológico evolutivo 

passa a sofrer mudanças por conta da manipulação genética com a aplicabilidade 

da técnica de DNA recombinante. 

 Nos tempos atuais, essas mudanças provocadas na estrutura genética geram 

conflitos filosóficos, científicos, teológicos e sociais, bem como, coloca em discussão 

o fenômeno vida sob a perspectiva do estilo da manipulação genética, o qual se 

constitui num período em que os estilos de pensamentos biológicos predominantes 

em outros momentos históricos não se extinguem, mas permanecem sujeitos a 

interferência dessa nova forma de pensar o fenômeno vida. 

 Esta nova forma de pensar sobre o fenômeno vida exige um novo modelo 

explicativo que demarca a condição do ser humano em compreender a estrutura 

físico-química dos seres vivos e as conseqüentes alterações biológicas (PARANÁ, 

2006). 

 

Considerações Finais 
 Diante do propósito de não somente identificar, mas fundamentar, os estilos 

de pensamento biológico que historicamente predominaram na maneira de 

interpretar e compreender o fenômeno vida e sua complexidade de relações, tendo 

como base a história da construção do pensamento biológico, esta pesquisa 

configura uma matriz teórica sobre os estilos de pensamento. 

 Os objetivos propostos foram alcançados na medida em que foi possível 

esboçar os fundamentos para cada estilo de pensamento biológico, mesmo sem 

pretender esgotar o assunto.  

O estudo tinha também a finalidade de sustentar e fundamentar às DCE de 

Biologia do Estado do Paraná pela dimensão ética e de seriedade dada à 

construção de tal documento, visando ser este uma proposta que propiciava 

resgatar o objeto de estudo da biologia, pensando na melhoria do trabalho 

pedagógico pelo(a) professor(a) de biologia e, conseqüentemente, da melhoria da 

qualidade do ensino. 

 A proposta de se fundamentar os modelos conceituais de construção do 

pensamento biológico propostos nas DCE de Biologia vem ao encontro da 

necessidade do(a) professor(a) de biologia conhecer a história e a filosofia 

envolvidas na construção dos fatos científicos que fazem parte, na atualidade, do rol 

de conteúdos que se pretende ensinar nas aulas de biologia. 
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 Para conhecer a gênese e o desenvolvimento de fatos científicos, 

necessita-se conhecer e compreender o processo de construção coletiva do 

conhecimento científico, os momentos históricos que diferentes formas de pensar 

sobre o fato científico, os modelos, as conjunturas sociais e outras, foram 

instauradas, se estenderam (permaneceram enquanto tradição) e se transformaram. 

Basta tomar como exemplo, os modelos utilizados para a circulação do sangue pelo 

corpo humano (DELIZOICOV, 2002). 

 De acordo com o referencial de Fleck (1986), o estilo de pensamento se 

configura por apresentar um conjunto de elementos que o caracteriza naquela forma 

de pensar sobre o fato científico. Nesse sentido, cada pensamento biológico 

apresentado pelas DCE de Biologia se configura como um estilo de pensamento por 

apresentar um conjunto de elementos próprios da forma de pensar o fenômeno vida. 

  Nesse sentido, os elementos apresentados por Delizoicov (2002) 

configuram cada um dos estilos de pensamento biológico a um determinado 

contexto histórico, em que neste contexto, pensadores, naturalistas ou cientistas se 

aproximavam por entenderem o fenômeno vida da mesma forma, compartilharem o 

mesmo corpo de conhecimentos, visão de mundo, linguagem própria, portanto, 

comporem o mesmo coletivo de pensamento. 

 Os coletivos de pensamento propiciaram o momento em que os sujeitos 

pensavam de forma similar com relação aos elementos que compões o estilo de 

pensamento, a saber: 

 

1. estilo de pensamento biológico descritivo: coletivo de pensamento formado no 

Liceu de Atenas, pelos pensadores que partilhavam das idéias do estilo de 

pensamento biológico aristotélico; 

2. estilo de pensamento biológico mecanicista: coletivo de pensamento formado 

pelos pensadores que partilhavam das idéias do estilo de pensamento 

biológico de Harvey; 

3. estilo de pensamento biológico evolutivo: coletivo de pensamento formado 

pelos pensadores que partilhavam das idéias do estilo de pensamento 

biológico darwiniano; e 

4. estilo de pensamento biológico da manipulação genética: pensadores que 

partilhavam das idéias instauradas no início dos anos de 1970, com a 

realização em laboratório das técnicas de DNA recombinante. Pelos estudos 

realizados, percebe-se que este estilo de pensamento ainda está se 
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configurando, mas pode-se tomar como parâmetro os estudos realizados 

pelo geneticista Paul Berg e sua equipe de pesquisadores. O que justifica tal 

fato, é que nesse contexto, inicia-se as práticas de biologia molecular 

voltadas a manipulação genética entre os organismos. 

 

 Cada um dos estilos de pensamento biológico mantinha expressões e uma 

linguagem que se tornava própria dos sujeitos que compartilhavam de tais idéias. As 

denominações das partes morfológicas e as nominações dos seres vivos no estilo 

de pensamento biológico descritivo, as analogias entre funções anatômicas e partes 

anatômicas com partes de uma máquina no estilo de pensamento biológico 

mecanicista; a biologia molecular com todo o rol de expressões que passavam a 

serem próprias do estilo de pensamento biológico da manipulação genética, entre 

outros exemplos. 

 Outro fundamento importante, com relação ao desenvolvimento das idéias, 

onde cada estilo de pensamento compõe-se a partir de idéias anteriores, que Fleck 

considera como sendo proto-idéias, marcando o início do estilo de pensamento 

biológico e as interferências dos momentos históricos, as relações sociais, 

econômicas, políticas, religiosas e culturais de cada contexto. 

 A circulação, tanto intra-coletiva quanto inter-coletiva de idéias, se constituíam 

como elementos importantes para que ocorressem a disseminação das idéias. As 

publicações deixadas pelos sujeitos históricos permitiam a divulgação das idéias 

principais que se configuraram, em alguns momentos, como sendo idéias 

divergentes, apresentando uma outra forma de ver o mundo, o homem, os seres 

vivos, outra forma de pensar, de agir, dando continuidade ao período de propícias 

transformações. 

 Outro ponto importante destacado da obra de Fleck (1986) é o período 

marcado pela harmonia das ilusões. Sobre tal fato, importante destacar que, 

considera-se que este período não demonstra momentos de disseminação de idéias 

erradas sobre o fato científico, neste caso, sobre o fenômeno vida, porém, destaca-

se a importância dessas idéias se conformarem com a cultura e o momento histórico 

em questão, respondendo às necessidades do momento. Poincaré, filósofo da 

ciência, ajuda na compreensão de que as teorias científicas não são certas ou 

erradas, mas úteis (FREIRE-MAIA, 2000). Nesse sentido, em qualquer uma das 

citações expressas no texto, referindo-se a idéias anteriores, “erradas” sob o ponto 
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de vista atualizado, não se desvaloriza a idéia, pelo contrário, a valoriza diante do 

contexto histórico em que se apresenta. 

 Considerando os processos ou momentos de instauração, extensão e 

transformação de cada um dos estilos de pensamento biológico, algo interessante 

se configura e que as DCE não apresentam na dimensão histórica. Certamente, há 

uma superação de um pensamento biológico para o outro seguinte, visto serem 

determinados pela própria construção histórica do pensamento biológico. Nestes 

termos, a superação do estilo de pensamento biológico anterior se expressa pelos 

mesmos elementos que configuram o estilo de pensamento nas idéias de Fleck 

(1986). 

 Por exemplo: o estilo de pensamento biológico mecanicista possui elementos 

que não são expressos no estilo de pensamento biológico descritivo, por este ter 

sido constituído em outro momento histórico, em condições técnicas e tecnológicas 

diferenciadas, influências extrínsecas ao contexto científico como política, economia, 

religião, senso comum, e principalmente pelo método utilizado em cada um dos 

estilo. 

 Esta visão contida nos parágrafos anteriores mostra o que as DCE de 

Biologia apresentam ao fundamentar cada pensamento biológico e que pode ser 

expressa no gráfico a seguir. 

 

 

 A dimensão histórica da DCE de Biologia também deixa clara, e isto é 

importante, que não ocorre passagem abrupta, rompimento estanque de 

pensamento de um estilo para outro. A passagem se configura com momentos de 

convivência desses estilos, tanto na pesquisa quanto no ensino. 

 Mas, como afirmado anteriormente, algo interessante pode ser confirmado 

pelo estudo realizado nessa dissertação para a configuração de cada estilo de 

pensamento biológico. Por mais que se considere um momento de passagem de um 

estilo de pensamento para outro, que não haja ruptura abrupta de um estilo para 

outro, a passagem não ocorre de forma tão linear como se apresenta num primeiro 

olhar para as DCE de Biologia. 

 A passagem do estilo de pensamento biológico descritivo não acontece para 

o estilo de pensamento biológico mecanicista e sim para o estilo de pensamento 

DESCRITIVO → MECANICISTA → EVOLUTIVO → MANIPULAÇÃO GENÉTICA ...
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biológico evolutivo. O estilo de pensamento biológico mecanicista também tem 

origem no pensamento grego, porém ainda sem a relação causa-efeito experimental 

ou na forma de modelo-máquina, mas de forma indutiva os gregos afirmavam a 

função para cada órgão. Tal pensamento mecanicista se configura principalmente 

com Harvey, no período renascentista e convive conjuntamente com o estilo de 

pensamento biológico descritivo, porém com a predominância deste último. 

 O estilo de pensamento biológico descritivo convive até o final do século 

XVIII, com Lineu e outros, predominando na forma de classificar os seres vivos. O 

estilo de pensamento biológico mecanicista se configura com os gregos, mas tem 

um modelo de funcionamento descritivo do organismo estruturado com Galeno, que 

permanece até o século XVII, com Harvey e outros. Do século XVII ao século XVIII, 

convive no mesmo contexto que o estilo de pensamento biológico descritivo, ambos 

os pensamentos com características semelhantes, com origem na tradição grega, 

porém em conjunturas diferentes. 

 Enquanto o estilo de pensamento biológico descritivo se configura a partir do 

ser vivo e deste para o mundo macroscópico, do seu corpo físico para o ambiente; o 

estilo de pensamento biológico mecanicista se configura a partir do ser vivo e deste 

para suas estruturas internas, funcionando de forma análoga a uma máquina, a um 

relógio. 

 Outras questões também são levadas em consideração. Enquanto o estilo de 

pensamento biológico descritivo mantinha as idéias criacionistas regidas pelo 

Criador; o estilo de pensamento biológico mecanicista, mantinha princípios 

criacionistas, regidos por uma força mecânica, física, como um relógio, de forma 

harmônica. Estas idéias passam a serem superadas, por exemplo, com as idéias 

transformistas. 

 Sabe-se que dois foram os principais fatores históricos que propiciaram 

discussões adversas: o uso de instrumentos físicos, ampliando a imagem aparente 

das coisas; e a exploração mercantil e a coleta de um grande número variado de 

espécies, de todos os lugares do mundo. Estas e outras questões puseram em 

contradição os pensamentos descritivo e mecanicista. 

 Os dois estilos de pensamento, apesar de superados pelo estilo de 

pensamento biológico evolutivo, com princípios sistêmicos das espécies, pensando 

as espécies os elementos evolutivos que possibilitavam uma hierarquização das 

espécies segundo aspectos evolutivos e segundo aspectos funcionais e 

embriológicos. Nesse sentido, as partes anatômicas deixam de serem vistas como 
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órgãos com funções definidas para órgãos com funções promovidas pelo 

ambiente segundo as necessidades do ser. 

 Apesar da superação dos princípios aristotélicos, com a mecanização da 

ordem da natureza, no século XVIII, o estilo de pensamento biológico mecanicista 

predomina na forma de pensar os seres vivos, porém não é superado pelo estilo de 

pensamento biológico evolutivo. Este estilo supera, sim, o estilo de pensamento 

biológico aristotélico. O estilo de pensamento biológico mecanicista, sistematizado 

nos tempos de Harvey e outros pensadores, é transformado pelo estilo de 

pensamento biológico da manipulação genética, na metade do século XX. 

 Os estilos de pensamento biológico mecanicista e evolutivo ainda convivem 

nos momentos históricos dos séculos XVIII e XIX, porém com a predominância 

desse último estilo. O estilo de pensamento biológico mecanicista começa a perder 

espaços nas discussões por conta dos estudos de embriologia e anatomia 

comparadas, que dada vez mais com provavam os princípios evolutivos 

darwinianos, uma vez que as funções dos órgãos não eram mais preocupação 

primeira, visto os estudos já avançados com base nos modelos de funcionamento 

sistêmicos dos órgãos e com os avanços dos estudos sobre fisiologia humana e 

animal. 

 Os momentos de instauração, extensão e transformação de cada um dos 

estilos de pensamento biológico podem ser expressos no gráfico representativo a 

seguir: 

 

 

 

 

 

 

 

 

 

 

 

 Sobre o fenômeno vida, deve haver a construção histórica do pensamento 

biológico para o entendimento e a compreensão desse fenômeno, porém não se 

pode interpretar o passado na forma de blocos lógicos com estruturas definidas para 
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cada momento histórico, uma vez que olhar para o contexto do fato científico 

implica reconhecê-lo da mesma maneira que os participantes da sua construção. 

 Nesse sentido, torna-se possível à convivência de diferentes formas de 

pensar o fenômeno vida, com predominância de um dos estilos de pensamento 

biológico. Tanto, que a superação de um determinado estilo de pensamento 

biológico não implica necessariamente em sua exclusão como forma de pensar. Os 

modelos epistemológicos podem conviver na forma de estilos diferenciados por 

conta dos diferentes tipos de conhecimentos e da superação do conhecimento 

científico estruturado e sistematizado, tomado como verdade num determinado 

momento histórico. 

 Há necessidade de cautela no sentido de não abandonar as idéias do 

passado, como as epistemologias da ciência do contexto de instauração de cada 

estilo de pensamento biológico. Porém, não se pode partilhar da idéia de que a 

história do pensamento biológico seja construída por justaposição de blocos de 

estrutura descontínua, radicais a ponto de desconsiderar as transformações com 

base no conhecimento anteriormente construído, as proto-idéias, tanto no contexto 

do indivíduo, quanto no contexto do coletivo de pensamento. 

 Diante disso, uma pesquisa interessante seria, por exemplo, realizar outros 

estudos sobre um fato científico em específico como, por exemplo, sobre a 

fecundação ou sobre a fotossíntese, permitindo complementação e ampliação dos 

estudos iniciados nessa dissertação. Firma-se, também, a necessidade de saber 

como o conhecimento de dá no âmbito escolar, investigando a prática de 

professores(as) de biologia, bem como análise de materiais didáticos para conhecer 

a forma de tratamento dado pelos(as) autores(as) dos referidos materiais. 

 Para finalizar as discussões e responder a pergunta que mobilizou esta 

pesquisa, conclui-se que, historicamente, quatro foram os principais estilos de 

pensamento biológico que predominaram à construção do pensamento biológico e 

contribuem para uma tomada de consciência sobre a instauração, a extensão e a 

transformação de cada um dos estilos de pensamento biológico, sendo que o estilo 

de pensamento biológico da manipulação genética se encontra em processo de 

iniciação do momento de extensão, configurando-se a partir da instauração do estilo 

com as primeiras práticas realizadas com a técnica de DNA recombinante. 

 Espera-se que este trabalho possa contribuir com a inserção da história da 

ciência nos currículos de graduação em licenciatura em biologia, diante da 

necessidade de que professor conheça como o conhecimento biológico foi 
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construído e possa ser ensinado da forma mais adequada possível. Também, 

possa contribuir para reformulação de programas de formação continuada de 

professores(as) da Secretaria de Estado da Educação do Paraná e da Universidade 

Federal do Paraná. 

 As discussões sobre os estilos de pensamento biológico não podem encerrar 

com este trabalho, sendo necessárias outras pesquisas complementares e que 

possam ampliar e envolver o âmbito pedagógico, de ensino e de contínuo processo 

de formação de professores(as) de biologia. 

 O mais importante são os conteúdos de biologia que têm como base de 

fundamentação a produção do conhecimento pela biologia enquanto processo de 

pesquisa. A história do fato científico, a compreensão da origem, do 

desenvolvimento, das relações, permite uma formação mais adequada do(a) 

professor(a) de biologia e possibilita discussão entre os pares e o crescimento 

profissional e de valores humanos. 
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Wachovia Partnership East:  An Analysis of a University Center Model in Teacher Education 
 

Purpose 
The East Carolina University College of Education was recognized in 2007 with the 

AACTE Best Practices Award for Collaboration with Community Colleges.  The centerpiece of 
this award is Wachovia Partnership East (WPE), a teacher education university center model.     

The purpose of this presentation is to provide an operational overview of the partnership, 
review the existing assessment process for the partnership, provide participants with data that 
compares the academic performance, dispositional indicators, and perceived competence of the 
university center graduates and on-campus graduates, and outline the expansion of this 
partnership with a virtual hub site. 
 
Literature Review 

According to national statistics there is a need for approximately 2.5 million teachers 
over the next decade (Kent, 2001). Given the disparity between the number of candidates 
prepared by teacher education programs and the demand for teachers, policymakers and 
educational leaders are now examining the role of community colleges in teacher preparation.  

The nation’s 1,100 community colleges have the potential to provide more than 25% of 
the teachers needed over the next decade (Blair, 2002; Floyd & Walker, 2003).  Community 
colleges enroll 50% of first time college freshmen (McKinney, 2003). These community colleges 
enroll a more diverse pool of candidates than four-year colleges and universities, enrolling 60% 
of students from under-represented groups (Floyd & Walker; Kent, 2001). Rural areas may be 
most impacted by providing educational access to students in their home communities. Rural 
areas face the barriers of lower salaries and substandard facilities which negatively impact 
teacher recruitment (NGA, 2000).   

According to Evelyn (2002) the model that is most useful in rural areas is the 
collaborative model that offers the four-year degree on the community college campus. One of 
the collaborative approaches between community colleges and universities addressing the 
teacher shortage is the university center model. Although various typologies exist within this 
model, essentially the university center model is a partnership in which the community college is 
responsible for the first two years of instruction, and the final two years are delivered by 
university faculty via face to face instruction, online instruction, or blended models of 
instruction, so that the entire course of study is delivered on the campus of the community 
college (Floyd & Walker, 2003). The candidates in the university center follow the same 
curriculum, have the same degree expectations, and meet the same academic standards as the on-
campus students.   

Whether university center degree programs are as effective as traditional degree 
programs has received little attention in the literature. Research has been conducted that 
compared the academic performance and program satisfaction of traditional students and transfer 
students from community colleges with students from four year institutions (Alpern, 2000; 
Berger & Malaney, 2001; Best & Gehring, 1993; Carlan & Byxbe, 2000; Glass & Harrington, 
2002). A gap in the literature occurs when one looks for comparisons of transfer candidates from 
university center models with traditional on-campus candidates.  
 
Presentation Description 

With the support of the Wachovia Foundation, WPE is an innovative collaboration that 
focuses on preparing teachers who will help meet the demand for well-trained professionals in 
the classrooms of North Carolina.  This partnership involves community college partners, public 
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school partners, one United States Air Force Base, a private two year college, a technology 
center that serves a rural community, and multiple inter-campus offices.  Currently this 
partnership has over 230 students enrolled in cohorts in two degree programs, elementary 
education and special education.  During the summer of 2007, the partnership will add a cohort 
in middle grades education.  By the end of the summer, there will be over 85 graduates that 
participated in the partnership. 

Presenters will provide a historical overview of the development of this collaborative 
partnership from one university center with one cohort in one degree program in 2002 to five 
university centers, including an online consortium, in three degree programs that now partners 
with one-third of the public schools in North Carolina and one-fourth of the community colleges 
in North Carolina. 

A detailed assessment plan was developed as part of the Information Management 
System in the College of Education.  This plan collects performance data on all cohort 
participants.  This data allows for the comparison of WPE participants with their on-campus 
counterparts.  The development of this assessment plan as a component of the larger unit 
assessment design will be outlined by the presenters. 

Presenters will share data that was collected and compiled from existing databases at East 
Carolina University (ECU) and in the College of Education (COE). These databases provided the 
descriptive data, performance data, and perceived competence data as well as employment data. 
A random sample of 40 on-campus Elementary Education and Special Education degree 
completers at East Carolina University was compared to 40 university center Elementary 
Education and Special Education degree completers from the 2005-2006 academic year. 
 Four pieces of descriptive data: (a) age, (b) ethnicity, (c) gender, and (d) Praxis I scores 
were collected. Six tools provided the performance data: (a) dispositions survey, (b) progress 
report, (c) final internship grade, (d) senior portfolio, (e) Praxis II scores, and (f) Upper Division 
grade point average (GPA). Responses from the Evaluation of Teacher Education Program 
Survey were used for the perceived competence data. 
 The SPSS 13.0 quantitative software package was utilized to analyze the data.  The 
descriptive data and two performance variables, Upper Division GPA and Praxis II, were 
analyzed using the t-test for independent samples.  The variables assessed on the dispositions 
survey, progress reports, final evaluation, portfolio components, and the Evaluation of Teacher 
Education Program Survey were analyzed using the chi-square test. 
 In order to expand this degree opportunity to any North Carolina community college 
transfer student, ECU received funds from the University of North Carolina General 
Administration Office to provide 2+2 degree programs in elementary education and special 
education.  This grant led us to design a virtual consortium that would provide online degree 
opportunities utilizing the existing university center model.  Presenters will provide a framework 
for the development of this initiative and a discussion of the technological challenges of teaching 
and learning in an online environment. 
 
Conclusion 

Wachovia Partnership East has been recognized by AACTE (American Association of 
Colleges for Teacher Education) as an innovative collaboration between the university and the 
community colleges in this region.  Data has been collected that supports the efficacy of this 
model, which has implications for teacher education programs.  Expansion of the model removes 
barriers of accessibility and affordability which in turn can positively impact the teacher 
shortage.  By recruiting from local communities and preparing teachers close to their home 
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communities, this partnership may reduce the teacher shortage in the rural areas that are served 
by the institution. 
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The panel will be interactive and open to audience questions. 

Dr. Anne Kubal is a licensed clinical psychologist who specializes in the 
treatment of eating disorders.  She has experience working with individuals with eating 
disorders in a variety of settings, including multiple university counseling centers and an 
intensive outpatient treatment program.  Additionally, Dr. Kubal teaches a graduate-level 
course on the psychological treatment of eating disorders and obesity through the Family, 
Consumer, and Nutrition Sciences Department at Northern Illinois University.  Dr. Kubal 
earned a Ph.D. in Counseling Psychology at Michigan State University, a Master of Arts 
in Counseling Psychology at Northwestern University, and a Bachelor of Science in 
Special Education at Illinois State University.  She completed  a postdoctoral fellowship 
at Northwestern University’s Counseling and Psychological Services.  

Vickie Gillio, Attorney-At-Law, serves as University Counsel at Northern Illinois 
University.  Previously, she served as the General Counsel for Waubonsee Community 
College and worked in a private practice law firm serving several community colleges.  
She then formed her own firm, Gillio and Associates, which served both private and 
public sector colleges and universities for over a decade.  Ms. Gillio is a member and 
former chairperson of the Education Section Council of the Illinois State Bar Association 
(ISBA), and is currently on the Editorial Board for the Journal of College and University 
Law of the National Association of College and University Attorneys.  Ms. Gillio 
graduated from St. Norbert College in De Pere, WI, and obtained her law degree at the 
University of Illinois, College of Law.   

Dr. Kelly Wesener is the Executive Director for Housing and Dining at Northern 
Illinois University. She has over 15 years of professional experience working in housing, 
the past seven as department directors. Dr. Wesener has experience working in a variety 
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of universities throughout the Midwest, from flagship institutions to small private 
colleges.  She earned an Ed.D. in Higher Education Administration at Indiana University, 
a Master of Science in College Student Personnel from Western Illinois University, and a 
Bachelor of Arts in Communication from the University of Wisconsin- Stevens Point. 

Phil Voorhis is the Head Athletic Trainer at Northern Illinois University.  In his 
19th year at NIU, he is directly responsible for the health care of the 486 student athletes, 
15 of which are international students.  He and his staff have daily contact with the 
student athletes and are one of the conduits to assist them in accessing the appropriate 
care needed for complex emotional and medical issues.  Mr. Voorhis received a 
Bachelors of Science degree in Chemistry from Miami and earned his Master of Science 
in Education degree in Exercise Physiology from Northern Illinois University in 1994. 
          The panel will address the complexities of eating disorders on university campuses 
by focusing on diverse perspectives of recognition, resource integration, remediation, and 
resolutions across campus using a multidisciplinary approach that incorporates 
sociocultural factors, community-specific factors, and treatment within an international 
context.  Panel members previously gave a presentation entitled “Food for Thought:  
Eating Disorders on College and University Campuses (The Legal Consequences), 
Educational Institutions Confronting Food and Dietary Related Issues,”  Continuing 
Legal Education – Education Law Section, Illinois State Bar Association, Chicago, IL, 
February, 23, 2007. 
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PURPOSE 
     The purpose of this study was to examine the con-current and predictive validity of two 
language screening tests and their effectiveness at identifying language impaired students when 
com-pared to each other and to a comprehensive instrument.  
 

INTRODUCTION 
Public school SLPs face a variety of demands daily.  One activity that takes up a considerable 
portion of their time is the identification of students who need intervention.  Typically this is carried 
out with a norm-referenced, standardized screening instrument as they seem to provide the 
briefest most economical method of identifying students in need of intervention. However, these 
instruments must be reliable and valid.  There also needs to be concern about the number of 
false positives and false negatives generated by these 
instruments given the consequences of either.   Too many false positives creates wasted time on 
the part of the clinician while false negatives cause a loss of services to language delayed 
children who truly qualify.  
 

SUBJECTS 
The subjects were fifty-eight (58) children between the ages of 3 years 0 months and 4 years 8 
months.  They consisted of 28 males and 30 females.  They were enrolled in two Headstart 
classes.  Non-English speaking students and those previously identified as language impaired 
were excluded. 
 

PROCEDURES 
The subjects were all administered the Fluharty Preschool Speech and Language Screening Test 
2nd edition (Fluharty-2) and the Developmental Indicators for the Assessment of Learning 3rd 

edition (DIAL-3).  This was done over a one and a half week period.  These same children were 
also administered a comprehensive diagnostic instrument, the Preschool Language Scale – 4 
(PLS-4).  The two screening scales were compared to each other to determine if they identified 
the same children and to the diagnostic instrument to assess their predictive strength in 
identifying those children whom require additional SLP services.  Chi Square tests of 
independence were utilized to determine if there were significant differences in pass/ fail scores 
between the three testing instruments.  Crosstabulation of the pass/ fail scores was also used to 
show the occurrence of false positive or false negative test scores.   
 

RESULTS 
Statistical analysis revealed the following: 
• Chi square analysis showed a statistically significant difference between the pass/ fail 

scores of the Fluharty-2 and the DIAL-3 of greater than .05. 
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• Chi square analysis of the pass/fail scores of the Fluharty-1 and the DIAL-3 
• In looking at the pass/fail scores of the Fluharty-2 and the PLS-4 data, Chi square 

analysis also showed a significant difference of .001 or greater. 
• Additionally the Chi square analysis significant difference of .001 or greater for 

demonstrated a the pass/fail scores between the DIAL-3 and the  PLS-4.  
 
Crosstabulation of the three instruments indicated that the Fluharty-2 yielded no false negatives, 
but it did yield 23 false positives, when compared to the PLS-4.   The DIAL-3 only identified 10 
children, but yielded four false positives and four false negatives, when compared to the PLS-4.   
 
In comparing the DIAL-3 to the Fluharty-2 there were considerable differences in their pass/fail 
scores with the DIAL-3 only failing 10 children, while the Fluharty-2 failed 33 children.  It was 
noted that if one would consider not counting the below average quotient range as needing 
additional testing that only 6 false positives were obtained for the Fluharty-2.  This was especially 
important as all 17 of the children receiving this score passed the PLS-4.   
 

DISCUSSION 
Based upon the results it would appear that there is a significant difference in the pass/fail results 
of the two language screening tests and a formal comprehensive language test.  It would appear 
that these screening devices are not equally capable of identifying children with language 
impairments. 
It would also appear that it would be prudent to establish local norms.   
• When looking at the Fluharty-2, if one adopted a different criteria for pass/fail scores to 

include as pass those who scored in the below average 
           quotient range as all of these children passed the PLS-4 indicating normal 
           language skills.  So now only 6 false positives were obtained on the 
           Fluharty-2 which would significantly cut down on the amount of time an 
           SLP would spend on diagnosis.   
• In looking at the DIAL-3, which yielded four (4) false positives, if one used a scaled score 

of 1.5 standard deviations rather than the suggested 1 standard deviations than all of the 
false positives are eliminated. 

Additionally in looking at the DIAL-3 versus the PLS-4, that it yielded four false negatives for 
language impairment versus no false negatives for the Fluharty-2 
However it should be noted that two (2) of those identified by the DIAL-3, which contains a 
section on articulation as part of it’s scoring, did subsequently qualify for speech services for 
articulation.  So it might appear that the DIAL-3 is not as acceptable for identifying language 
impairments. 
 

RECOMMENDATIONS 
This study would indicate the need for further examination of screening instruments.   
It would also appear that it may be necessary to establish local norms for determining those 
individuals exhibiting language impairments.   
 
FOR FURTHER INFORMATION 
Contact: 
Robert A. Hull, Jr., Ph.D., CCC-SLP 
Department of Special Education and   
    Communication Disorders 
Valdosta State University 
Valdosta, GA 31698-0102 
(229) 219-1307 (Office) 
(229) 333-5932 (Dept) 
rhull@valdosta.edu 
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Abstract 

This session is intended for faculty and students interested in the educational possibilities 

of virtual worlds. Advantages and disadvantages of this learning atmosphere will be shared by 

individuals who have trained, taught and learned in this environment. Reactions/perceptions of 

students that have been introduced to this virtual world for the first time will also be discussed. 

Online education provides students with many powerful learning opportunities, but it 

tends to suit those who learn best from books and/or those with a high level of self-motivation 

and discipline to learn without needing the socialization aspect of the traditional classroom.   

Online education is enhanced via a variety of interactions; peer-peer, learner-content and learner-

instructor with the static material supplemented by email access to a tutor, instructor and 

synchronous/asynchronous tools to assist with specific issues or enhance the learning experience. 

For some students and instructors that have reluctantly moved into the online environment, they 

still find it difficult to interact. This difficulty is causing a slow penetration of e-Learning into 

many environments where it would be expected to fly including university level education 

(Cheese, 2003)  

There is, however, an alternative e-Learning approach that is starting to become 

available. Massively Multiplayer Virtual Worlds, such as Second Life (SL) provide an 

environment in which people can meet and interact in an essentially naturalistic fashion, and in 

which they can and do learn (Antonacci & Modaress, 2005). The potential of such training 

environments is already being explored by organizations such as the U.S. Army (Handwerk, 

2004). They place their emphasis on the personal interactions, the transfer of knowledge from 

experienced individuals to less experienced individuals regardless of their geographical location. 

This hints at an ability to overcome some access issues, and so is worth exploring.  
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Second Life is already being used to develop teaching opportunities for a variety of 

teaching and training tools. There are projects teaching residents about the impact of 

schizophrenia (Au, 2004) and projects reaching out to disadvantaged individuals in Portugal 

(Terdiman, 2005). An article published in the Chronicle of Higher Education in 2005 entitled, 

The Avatars of Research, provides examples of how universities like Elon University and the 

University of Texas are using this virtual world to conduct research on social behavior, for 

business students to develop their entrepreneurial skills and for architectural students to design 

and build buildings. Some universities are even purchasing land and building campuses and 

classrooms for their students and professors to meet and interact. Pepperdine University has built 

Malibu Island, an island accessible only by invitation, and a place for students to hold club 

meetings, hear lectures and see videos from internationally renowned researchers that are invited 

to their island for keynotes, hold class sessions and more. Only the imaginations of the 

professors and students limit what learning opportunities are created here.  

A graduate student at a university in southern California and a faculty member at a 

regional university in northeast, Texas have collaborated to bring other graduate students in an 

introductory educational technology course into a virtual world. Students created their avatars 

and were guided through the virtual world of Second Life with an interactive discussion and 

presentation on the educational possibilities and the impact this type of learning environment can 

have in educational and training settings. Students were asked to reflect upon their reactions to 

and experiences in this virtual world and a qualitative analysis of perceptional data was obtained.  
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ABSTRACT 

 
This paper outlines practical background for implementing on-entry baseline assessment (BA) 
in Slovenia.. It presents the Performance Indicators in Primary Schools (PIPS) On-entry 
Baseline Assessment that was originally developed in 1994 by the CEM Centre in UK. The 
assessment provides classroom teachers valuable and reliable information about their pupils’ 
basic academic skills. This information helps the teachers with lesson planning and it also 
provides a starting point for monitoring the pupils’ academic progress. In Slovenia, National 
assessments do not include on-entry assessment at the beginning of compulsory schooling, 
nor is there a similar assessment for elective use.. Therefore, and considering the growing 
autonomy of Slovenian schools, a decision to translate and adapt the assessment was made. 
This paper illuminates some adaptation issues, rising from different schooling systems and 
different languages. Furthermore, 325 first-graders (M = 6y 2 month; SD = 3 month) were 
assessed at the beginning of the academic year using a Slovene version of PIPS On-entry BA 
(Vidmar & Zupančič, 2006). At the end of the academic year, the teachers evaluated 
children’s attainment of performance standards in three core courses (Slovene, Math and 
Environmental Education). Literacy and numeracy skills of Slovenian school entrants as well 
as the predictive validity of the PIPS On-entry BA are presented. The PIPS scores explain 
36% and 23% of the variance in Slovene and Math academic achievement, respectively.. 
Scores are somewhat less predictive with regard to Environmental Education. 
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INTRODUCTION 
 
It is now widely accepted that assessment is an essential feature of sound educational practice. 
Virtually all educational establishments have policies and practices in place to assess their 
pupils and students (Wilkinson, Watt, Napuk & Normand, 1998). The new emphasis on the 
importance of systematic assessment throughout primary schooling has led schools and policy 
makers to consider some form of systematic assessment for school entrants (Blatchford & 
Cline, 1992). The baseline assessment (BA) on-entry to school is defined as a measure of 
children’s knowledge, understanding, abilities and skills at the beginning of formal education 
(Wilkinson et al., 1998). Blatchford and Cline (1992) list five main reasons for assessment on 
school entry: (1) a basis for measuring future progress/attainment; (2) getting a picture of the 
new intake as a whole, based on groups of children; (3) getting a profile of the new entrant; 
(4) identifying children who may have difficulties in school and (5) professional development 
of teachers.  
 
Over the last 20 years a variety of approaches have been developed, including rating scales 
based on general day-to-day classroom observation, guided observation schedules, approaches 
involving test-like structured tasks or questioning, and mixture of all these. Using criteria of 
theoretical integrity, practical efficacy, equity and accountability (for a review see Blatchford 
& Cline, 1992), the following schemes were selected for the comparison: PIPS On-Entry BA, 
Signposts – baseline assessment for the primary phase, Wandsworth Baseline Scheme, A 
Framework for Entry Assessment, Infant Index and SCAA Baseline Assessment Scale 
(Wilkinson et al., 1998). All the listed schemes (a) serve similar purpose, (b) assess children’s 
competence in literacy and numeracy/mathematics, (c) are conducted in the first term of 
primary schooling and (d) enable value-added calculation. However, only PIPS On-entry BA 
meets other requirements we were looking for (some may overlap):  

- a ’’test-form’’ (not a checklist, scale, narrative description), 
- a booklet or computer form (not based on observation or interviews): easy to use 

format (needs minimal training) and objective administration, 
- adaptive assessment, 
- time-efficient (20 minutes and not day-to-day assessment), 
- source of information is child’s performance on structured tasks (not teacher- or 

parent-reports), 
- curriculum–free, since the pupils have not been following a curriculum up to the 

school entry, 
- widely employed (over 4000 schools each year in different countries) and 
- internationally used (including non-English speaking countries), which allows 

international comparisons (see Tymms, Merrell & Jones, 2004).. 
 

PIPS On-entry Baseline Assessment 
  

The PIPS On-entry Baseline and Follow-up assessment was originally developed in 1994 
(Tymms et al., 2004), taking into account empirical rather than theoretical position (Tymms, 
2001). It is firmly based in research and focuses on key aspects that are important in the early 
stages of schooling for later academic success (review in Tymms, 1999; 2001). Tymms, C. 
Merrell, Henderson, Albone and Jones (2007) refer to studies that show letter identification, 
phonological awareness, in various forms, concepts about print and vocabulary as being good 
predictors of later reading.. The body of research on predictors of mathematics is modest and 
on science, even smaller. 
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PIPS On-entry BA uses a combination of objective assessment and teacher rating to provide 
teachers with valuable and reliable information about their pupil’s basic academic skills when 
they first start school (CEM Centre, 2005). This helps teachers with classroom organization 
and lesson planning to meet children’s individual learning needs. Assessment also provides a 
firm basis against which the value-added can be measured (taking into account the starting 
points of individual children).. At the end of the year the assessment can be repeated, allowing 
the teachers to look at children’s progress over the year and to link that to their professional 
knowledge about the children (Tymms, 2001). The feedback also enables teaching staff to 
evaluate their performance in comparison to other schools. It is intended to promote school 
improvement by providing professionals high quality information. 
 
PIPS On-Entry BA is an assessment of early literacy and early math, which include four 
broad areas of assessment: vocabulary, phonics, early reading and early math. Questions are 
asked in a series of sub-units (Table 1). Assessment takes about 20 minutes per child and is 
usually administered by child’s teachers within first few weeks upon entry to school. 
http://www.curriculumonline.gov.uk/The assessment is available in either text or computer-
delivered (CD) format. In both cases the assessment is completed by an adult working with 
each child on a one-to-one basis. The text version comprises a colorful booklet that the adult 
and child work through together. The adult records the child's responses on a pupil record 
sheet. With the CD version, the computer program presents the child with questions (orally 
through recorded sound files and visually on the screen). An adult uses the mouse to indicate 
the child's responses, which are then recorded on the computer. Test-retest correlations within 
and between the formats are .92 to .98 (Tymms, 2001).  
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Table 1 
Broad areas, sub-units and tasks in the PIPS On-Entry Baseline Assessment (adapted from 
Tymms et al., 2007) 

Sub-unit/Broad area Vocabulary 
Vocabulary Vocabulary – the child is asked to identify objects embedded within 

a picture. 
Phonological awareness 

Phonics The items in these sections are measures of phonological awareness, 
which is abbreviated to phonics. 
Repeating Words – the child hears a word and is asked to repeat it.  
Rhyming Words – the child selects a word to rhyme with a target 
word from a choice of three options. 

Early reading 
Writing Writing – the child is asked to write his/her own name and the 

quality of writing is scored against examples. 
IAR Ideas about reading – based on the ideas developed by Marie Clay 

for the Concepts about Print assessment. 
Letters Letter identification – a fixed order of mixed upper and lower case 

letters. 
Reading Word recognition and reading. This starts with word recognition 

and moves on to simple sentences that the child is asked to read 
aloud. The words within these sentences are high frequency and 
common to most reading schemes. Towards the end less common 
words and more complex syntax are used.  

Early numeracy/math  
Counting Counting and Numerosity – the child is asked to count four objects. 

These disappear from the screen and then the child is asked how 
many objects they saw. This is repeated with seven objects. 

Sums (informal) Sums – addition and subtraction problems presented without 
symbols. 

Math More difficult math problems including sums presented with formal 
notation or in a text form (e.g. What is 3 more than 1?). 

Numbers Digit identification – single, two-digits and three-digits. 
Note. English text version of the assessment comprises of three separate booklets: Baseline, Follow-up and 
Extension (CEM Centre, 2005a, b, c). The Slovene PIPS On-entry BA incorporates sub-units / tasks from the 
Baseline and Follow-up. This is presented in table 1. 
 
The assessment forms a single coherent scale, explaining 73% of the variance. However, the 
second and the third factor were also identified (both accounting for 14% of variance) 
(Tymms et al., 2007). The assessment is presumably fractal (Andrich 2007, see Tymms et al., 
2007) and for this reason the analyses look at the overall test and the sub-units.  

The PIPS On-Entry BA also has a section that measures child's attitudes towards different 
school-related activities. The CD version also includes a personal and social-emotional 
development section that is assessed through teachers' ratings of key features. For the purpose 
of this paper we will only address the sub-units in table 1. 

PIPS On-entry BA has been translated into eight languages and is used in around 4000 
schools each year in England, Scotland and Australia (Tymms et al., 2007). It is also used on 
a more modest scale in New Zealand and the Netherlands. In addition, it has been translated 
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for the use in Germany, Lesotho, Thailand, France, Hong Kong and South Africa. Thus, large, 
longitudinal datasets are available for international comparisons research. Analysis of data 
from different population groups confirms that the assessment items retained their 
characteristics and relative difficulties (Tymms et al., 2004). 
 

Translation and adaptation for the use in Slovenia 
 
In Slovenia, National assessments, covering areas of National Curriculum take place in the 6th 
and 9th grade of the nine-year compulsory schooling. Some evaluation studies are also 
conducted. In addition, Slovenia takes part in several international studies: TIMSS (Trends in 
International Mathematics and Science Study), PIRLS (Progress in International Reading 
Literacy Study), PISA (Programme for International Student Assessment). However, neither 
of these includes on-entry assessment nor is there a similar assessment for elective use in the 
state. In addition, we considered a growing autonomy of Slovenian schools in our decision to 
translate and adapt PIPS On-Entry BA. We opted for an adaptation of the already existing 
assessment rather than developing a new one, because we expected the two would produce 
similar results, but the former would be less time and cost consuming..  
 
Our main purpose regarding the adaptation of the assessment for the use in the Slovene 
educational and cultural context was to provide teachers rich information on pupils' 
competencies at an early stage in order to help them with lesson planning, classroom 
organization, and also to start the process of identification of gifted or children with special 
educational needs. We believe that other purposes of the BA (Blatchford & Cline, 1992) are 
as important, but would become important at later stages of implementing the assessment (e.g. 
monitoring the children's academic progress to provide feedback to teachers).. 
 
Basic guidelines were followed in the process of adaptation of PIPS On-Entry BA: 

1. Preliminary translation of introductory chapters and all the tasks.. 
2. Consultation with CEM Centre.. 
3. Verification of the translation by Slovene experts (professor of Slovenian language, 

second English translator, professor of developmental psychology).. 
4. Pilot study (135 students from 26 Slovene schools; Vidmar & Zupančič, 2006a).. 
5. Improvements.. 
6. Back translation from Slovene to English.. 
7. Verification by the CEM Centre.. 

 
In the translation process simple translation was possible for all the Math tasks, Vocabulary 
and some of the Early Reading. Minor graphic changes were made (the words in the pictures 
were translated; writing of numbers 7 and 9 was adapted; pictures of English currency coins 
were altered into Euro coins).  
 
Translating the Phonics (Repeating and Rhyming Words) and Word Recognition task 
presented a challenge. After consultation with the CEM Centre our translation and adaptation 
aimed at: 
- in the Repeating Words task, looking for words with similar phonetic structure and with 

the same number of syllables (e.g. mantle – mandelj (almond)). It was also considered 
whether a word has a meaning in the respective language (not all of the words were 
meaningful); 

- in the Rhyming Word task, considering (a) children’s acquaintance with the words (they 
should become less familiar towards the end of the task); (b) the type of distracters 
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resembling the English original, e.g. all the pictures present fruits or have the ’’o’’ sound 
in the middle;  

- in the Word Recognition task, accounting for (a) children’s acquaintance with the words 
(they should become less familiar towards the end of the task); (b) length of the Slovene 
word in comparison to the English words; (c) the same first or middle letters in the words 
(e.g. all the words begin with S). 

 
The original stimuli were retained as much as possible; however, some pictures had to be 
replaced.. 
 
Another problem that we encountered was the fact that letter acquisition is different between 
countries.. English children acquire upper and lower case simultaneously, whereas Slovene 
children acquire most upper case letters first before acquiring the lower case ones. This led to 
changes in scoring for the task Writing (Vidmar &Zupančič, 2006a). Accordingly, the letters 
in Letter identification task were changed to upper case only. We also dropped the letters 
from English alphabet that are not used in Slovene (X, Y, W) and replaced them with 
Slovene specific letters (Č, Š, Ž).  
 
Results of a pilot study (N=135) revealed another problem. School entrants in Slovenia are 
one to two years older in comparison to the children in UK (Tymms et al., 2004). This 
resulted in the ceiling effect for Slovene version – most of the Vocabulary, Math and some of 
the Reading tasks were correctly answered by the majority of children. Phonics and most of 
the Reading showed satisfactory levels of difficulty (Vidmar & Zupančič, 2006a).. 
 
The findings led us to add more difficult tasks – Reading and advanced Math problems. Note, 
that table 1 presents complete version of the assessment. For translation and adaptation of the 
added tasks steps 1 through 3 were followed (see above). In addition, we removed some of the 
easy items and replaced them with more difficult ones, e.g.: 
- in the Vocabulary task, less familiar objects were added (pictures were changed), 
- in the Ideas about Reading task, less familiar concepts were added (e.g. capital letter, 

circumflex), 
- Ideas about Math task was dropped, 
- in the Sums task, addition and subtraction problems over ten were added, 
- in the Numbers tasks, some one-digit numbers were removed and replaced by two-digits..  
 
We also revised the rank-order of the letters in the Letter identification task. We decided to 
adopt the order of learning the letters in Slovene schools (the pilot letters were ranked by their 
frequency in Slovene language).  
 
Next, the revised version of PIPS On-entry BA was back translated by an independent 
translator and was verified by the CEM Centre. Some final improvements were made and the 
final version was used in data collection. 

 
Purpose 

 
The purpose of this paper is to present the literacy and numeracy skills of Slovenian first-
graders and to explore how PIPS On-entry BA scores predict academic achievement at the 
end of the academic year, taking into account enrolment into preschool, children's non-verbal 
cognitive ability and mother's education.  
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METHOD 

 
Participants 

 
A follow-up sample of 326 first-graders (49% girls), their mothers and teachers participated. 
At the beginning of the school year (Wave 1, W1), the children were six years old (M = 6 
years 3 months; SD = 3 months) and had just entered one of the 39 participating state-funded 
schools in different regions of the country.. Mothers provided data on their education (M = 
12.7 years; SD = 3.1 years) in W1. The children’s teachers (N=87) participated in the W2, i.e. 
at the end of the school year. Teachers had 16 years of education (university degree in school 
education). Each teacher assessed between 1 and 14 children..  
 
One third of children was not enrolled into preschool, 36% were enrolled into preschool for 3 
years (entered at age 3), and 31% of them were attending preschool for 5 years (entered at age 
1). Children’s gender was not significantly related to his/her age of entry to preschool (p(χ2) = 
.29), but children with less educated mothers were enrolled into preschool at an earlier age 
than were children whose mothers completed more years of schooling (F(2, 258) = 12.4, p< 
.001). 
 

Instruments 
 
Performance Indicators in Primary Schools: On-entry Baseline Assessment (PIPS On-Entry 
BA, CEM Centre, 2005a, b; Slovene version Vidmar & Zupančič, 2006b).. The assessment 
measures four broad areas described above (see table 1).. The text version was employed. It is 
an A4 booklet, in which instructions for administrator are printed on the left hand pages and 
pictures to be used in the assessment are found on the right. An adult works through the 
booklet together with a child, marking child’s answers on a pupil record sheet. The 
assessment is administered individually within the first seven weeks of school and takes about 
20 minutes per child.  
 
Sub-units reliabilities (test-retest) varied from .34 for Ideas about Reading to .99 for Reading 
(CEM Centre, 2001; Tymms at al., 2007). Reliabilities of the four broad areas were estimated 
to .84, .65, .75 and .78 for Vocabulary, Phonics, Early Reading and Early Math, respectively. 
Overall test-retest reliability was .98 (Tymms et al., 2004). Internal reliabilities of the Slovene 
version were .74, .62, .95 and .92 for Vocabulary, Phonics, Early Reading and Early Math, 
respectively.  
 
The original English version of PIPS On-Entry BA strongly predicted academic achievement: 
all of the tasks significantly predicted outcomes 3 years later (Tymms, 1999); corrected for 
unreliability (attenuation) the multiple correlation (all tasks used as predictors) was .71 and 
.66 for reading and math, respectively (Tymms, 1999). These correlations were somewhat 
lower for the outcomes seven years later (Tymms et al., 2007). PIPS On-entry total score 
correlated with reading and math three year later (.70 and .65, respectively, Tymms, 2001). 
Total score correlations with mathematics, reading, science and the composite measure 7 
years later varied from .55 to.63 (Tymms et al., 2007). The authors concluded that PIPS On-
entry BA predicted nearly 50% of the variance in the outcome measures of pupils leaving 
primary school.  
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Attainment of Performance Standards in Slovene, Math and Environmental Education 
(Zupančič, 2006) is a set of items/standards that are entirely curriculum based. The instrument 
consists of minimal and advanced standards proposed in the National Curriculum; Slovene 
consists of 62 items (α = ..99), Math of 25 (α = .98) and Environmental Education of 44 items 
(α = ..99).. For each item, the teacher rated whether the child underachieves, achieves or 
overachieves the standard on a 6-point scale (0 – does not achieve, 5 – overachieves greatly). 
A separate score was obtained for each course by calculating a mean of teacher’s answers on 
the respective items. 
 
Colored Progressive Matrices (CPM; Raven, Raven, & Court, 1999) includes three sets of 12 
tasks, designed to assess general non-verbal cognitive ability in children under the age of 11 
years. The tasks consist of a matrix pattern with a section missing, and six alternative 
responses, one of which completes the missing section of the matrix. Children were asked to 
select the missing section. Within each set, the difficulty of tasks gradually increased. The 
final score was obtained by summing the correct answers. The split-half reliabilities in early 
childhood ranged from 0.65 to 0.90. Retest reliability coefficients ranged from 0.81 to 0.95, 
from 0.68 to 0.92, and from 0.95 to 0.71 over 10 days, one-month, and one-year time period, 
respectively. In preschool children, the correlations between the CPM and the Primary Mental 
Abilities test were moderate and the validity of the CPM increased in older children (for a 
review, see Raven et al., 1999). In the present study CPM scores ranged from 10 to 34 (M = 
23.07, SD = 4.84). Compared to the Slovene normative data for children aged 6;9 years score 
of 23 in just below the 50th percentile (which has a score of 24) (Raven et al., 1999). 
 

Procedure 
 
A year prior to the on-set of the study, the 50 state-funded schools were systematically 
selected from a listing provided by the Ministry of Education and Sports. Eleven schools 
either refused to participate or none of the future first-graders fit the preschool enrolment 
criterion. School coordinators (appointed by the headmaster) mediated researchers’ contact 
with parents near a beginning of the academic year. Parents were given a short questionnaire 
concerning the child’s enrolment into preschool. Written consents forms were offered to 
parents whose child: (1) was not enrolled into preschool, or (2) attended preschool for 3 years, 
or (3) attended preschool for 5 years. Approximately 50% of parents signed the consent.  
 
In W1 (within first seven weeks of the school year), trained research assistants agreed an 
appointment at school and individually administered PIPS On-Entry BA with the participating 
children (about 20 minutes per child). The procedure took place in a separate and quiet room 
within the child’s school. Through school coordinators, mothers were given questionnaires 
(not related to the purpose of this paper), in which they gave information on the years and 
level of education A few months later, the trained research assistants administered CPM to 
each participating child individually (it took from 10 to 20 minutes per child) in the same 
place as PIPS On-Entry BA. In W2 (at the end of the school year), the teachers assessed the 
target children’s academic achievement using the Attainment of Performance Standards in 
Slovene, Math and Environmental Education. The completed material was returned to the 
school coordinator who sent it to the researchers. 
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RESULTS 

 
Literacy and numeracy skills of Slovenian first-graders 

 
Descriptive statistics and some additional frequency data are presented. Detailed item and 
broad area Rasch analysis are beyond the scope of this paper.  
 
Table 2 
Descriptive statistic for tasks in PIPS On-entry Baseline Assessment 

Broad area Sub-unit Task Na M (Max) % SD
Vocabulary  Pictures 321 9,74 (22) 44% 5,00
Phonics Repeating Words 324 5,97 (8) 75% 1,43
 

Phonics 
Rhyming Words 326 4,76 (9) 53% 2,85

Early Reading  Writing 326 4,10 (5) 82% 0,90
  Ideas about Reading 324 4,11 (10) 41% 1,98
 Name letter 326 0,89 (1) 89% 0,32
 Upper case 302 15,22 (25) 61% 9,29
 

Letters 

Lower case 305 1,10 (3) 37% 1,17
 Word Recognition 326 3,72 (14) 27% 5,41
 

Reading 
Reading 324 9,30 (69) 13% 20,75

Early Math  Counting 326 3,65 (4) 91% 0,90
  Sums (informal) 322 4,96 (8) 62% 2,05
 1st and 2nd numbers 323 6,85 (10) 69% 3,51
 Two digit numbers 323 1,87 (9) 21% 3,19
 

Numbers 

Three digit numbers 324 0,20 (3) 1% 0,63
  Advanced Math 320 3,13 (17) 18% 3,04

Note. Minimum score for all tasks is 0. This is adaptive assessment with increasing difficulty within a task. For 
the questions that were too difficult (child was not asked) zero score is assumed.  
a N varies due to missing data.  
 
Table 1 shows that on average children scored highest in Counting and Name Letter. They 
scored lowest on Reading and Three Digit numbers, both also having a high variance.. 
 
Vocabulary consists of one task only with 22 objects to point. On average children correctly 
pointed almost half of the objects.  
 
Phonics comprises one sub-unit with two tasks. Rhyming task showed that on average 
children got 5 rhymes correctly, however 9% of children scored zero. Repeating Words task 
proved relatively easy, with children correctly repeating 6 words. 
 
Early Reading consists of seven tasks. The Writing task revealed that upon entry to school 
56% of children could write their first name and 31% of children could write their full name. 
Ideas about Reading task showed that all children have developed some concepts about 
reading, with only one child scoring zero. Majority of the children could point to a word 
(53%) or a letter (78%). Few percent (<10%) of children could point to a capital letter, coma 
or circumflex. Letters sub-unit showed that 11% of children could not name the first letter of 
their name when it was shown to them, 4% of the children could not identify a single letter of 
the alphabet and, 22% of children knew all the letters. On average, children identified 15 
letters on-entry to school.. Almost half (40%) of the children could not identify any of the 

2008 HICE Proceedings 
Page 2954



11 
 

three lower case letters, one fifth identified all three correctly.. Word Recognition task 
showed that two thirds of children did not recognize any of the words and one tenth 
recognized all of the words correctly. SD (table 2) shows that there was quite a variation for 
this task. Reading also had a large SD, likely due to a wide range of possible values (0 to 65) 
and the fact that majority of the children (75%) scored zero. Less than 10% of children could 
read on-entry to school (they scored over 60 points). 
 
Early Math captured six tasks. Counting was one of the easiest task, with 85% of children 
scoring maximum. The Sums revealed that most of children can do informal sums (with 
visual presentation). However, only 50% of children can do simple subtraction problems with 
a minuend over 10 and the difference under 10 (e.g. 16-8) and only 20% can do simple 
addition problems with a sum over 10 (e.g. 8+5). Review of the literature (Geary, 2004; 
Geary, Hoard, Byrd-Craven, Nugent, & Numtee, 2007; Geary, Hoard, Byrd-Craven & 
DeSoto, 2004) shows that English does not have a term for this milestone in development of 
the math skills; therefore we use a more descriptive phrase. In Numbers task, 40% of children 
recognized all one-digit numbers and teens, 11% of children recognized all two-digits (over 
20) correctly and 65% scored zero. For three digits 4% scored all correctly and 88% scored 
zero. Advanced math problems proved difficult with an average score of 3 points (out of 17), 
and none of the children scoring maximum. However, 29% of children scored a point on a 
formal sum question (e.g. Can you do 6+4?). 
 

Longitudinal predictions of attainment in Slovene, Math and Environmental Education 

The predictive validity of PIPS On-Entry BA (Vocabulary, Phonics, Early Reading, and Early 
Math) for later attainment in Slovene, Math and Environmental Education was investigated. 
Linear regression analysis was performed for each of the courses separately. Academic 
achievement in the specific subject was included as a criterion. PIPS scores on four broad 
areas, non-verbal intelligence score and enrolment into preschool were included as predictors. 
 
The PIPS scores were calculated with Winstep (Linacre, 2007) which produced Rasch 
measurements (difficulty parameters) for each child and each question. These values were the 
basis for calculating child's broad area PIPS scores, which we employed in the regression 
analysis. Rasch values are theoretically not limited (Hambleton, Swaminathan & Rogers, 
1991), but in the present study they varied from -8.11 to 6.46. 
 
For attainment scores cases with 10% or more missing data were removed from the analysis. 
Missing value analysis was performed separately for each course; 11, 12 and 9 cases were 
removed for Slovene, Math and Environmental Education, respectively. For cases with less 
than 10% missing values no estimations and replacements were made; scores for Slovene (M 
= 1.9; SD = 0.7), Math (M = 2.0; SD = 0.7) and Environmental Education (M = 2.1; SD = 0.6) 
were calculated with available data..  
 
There was no missing data for the CPM scores. There was also no missing data for enrolment 
into preschool. However, 20% of cases had missing data on mother’s education. Therefore, 
this predictor was not included in the regression analysis.  
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Table 3 
PIPS On-Entry BA and CPM scores as predictors of school attainment at the end of the first 
grade 

SLOVENE (N=315 a)     MATH (N=314 a)    ENVIRON.EDUC. (N=317 a)   
predictor ∆R2 (β)     predictor ∆R2 (β)     predictor ∆R2 (β)   

PIPS Reading .26 (.23) ***   PIPS Math .22 (.37) ***   PIPS Math .10 (.24) ***

PIPS Vocabulary .06 (.23) ***  PIPS Reading .01 (.16) *  PIPS Vocabulary .02 (.17) ** 

PIPS Math .03 (.18) ***       
CPM .01 (.13) *       
total R2 .36        .23       .12   

Note. Adjusted R2 are presented. β = a standardized coefficient of the estimated regression model. Only 
statistically significant predictors are presented. Total R2 = the overall predictive power of the significant 
predictor variables. 
a N varies due to missing data.  
* p < .05 , ** p < .01, *** p < ..001.  
 
Table 3 displays a summary of the regression analysis. It shows that PIPS On-entry BA scores 
predicted first-graders’ academic performance at the end of the school year. All β values were 
positive, indicating that high PIPS scores predicted high attainment scores, and vice versa low 
PIPS scores predicted low attainment scores. PIPS Early Math score predicted attainment in 
all of the three courses, however it is most predictive of academic achievement in Math. 
 
Attainment in Slovene at the end of the school year was strongly predicted by PIPS Early 
Reading, Vocabulary and Early Math, but also by non-verbal intelligence (R2 of .26 or higher 
is described as a large effect size; Cohen, 1988). Attainment in Math was moderately 
predicted by PIPS Early Math and Reading; almost one quarter of the variance was explained 
(R2 between .13 and .25 represents a medium effect size). PIPS scores were somewhat less 
predictive of attainment in Environmental Education with one tenth of the variance explained 
by PIPS Early Math and Vocabulary. Enrolment into preschool did not appear as significant 
predictor of academic achievement at the end of first grade.. The contribution of CPM score 
was statistically significant only for the prediction of attainment in Slovene, and even that was 
very low contribution of 1%.  
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DISCUSSION 

 
In the current study, PIPS On-Entry BA was translated and adapted for the use in Slovene 
cultural and educational context, where children start compulsory schooling at age 6. Slovene 
version of the assessment was administered to school entrants in the beginning of the school 
year.  
 
Studies single out the skills of letter and number identification as being important for later 
academic achievement (Tymms, 1999). However, Tymms et al. (2007) found that the 
predictive power of these two skills changed with age. In their study the best indicator of later 
achievement in mathematics, reading, and science was the ability to identify numbers and do 
informal sums, whereas some studies list identifying letters. Therefore, we focus here on these 
two skills. 
 
Letter identification task revealed that 4% of the children could not identify a single letter of 
the alphabet; 20% of children correctly identified 3 letters or less, whereas almost the same 
percentage of pupils identified all the letters correctly. This means that almost half of the 
population of Slovene entrants was found on the opposite sides of the distribution. In addition, 
a majority of children failed to recognize words and read. However, almost 10% of school 
entrants are good readers, recognizing all of the words and making very few mistakes in 
reading. As already noted by Tymms et al. (2001), this proves that pupils’ starting points vary 
enormously. 
 
Number identification task showed that 40% of children recognized all one digit numbers and 
teens, whereas almost 8% of children failed to recognize any single digit (no teens included). 
In England, the percentage of children who failed to recognize any single digit is 17%; 
however, pupils in England are one to two years younger than the school entrants in Slovenia 
(Tymms, 2001). The same author reported that 0,3% of pupils identified all the digits 
correctly (singe, double, triple), whereas in our sample 3% of pupils were able to do that. The 
majority of Slovene children could do informal sums, but they still did mistakes. Half of the 
children could do simple subtraction problems with a minuend over 10 and the difference 
under 10 (e.g. 16-8), but only 20% could do simple addition problems with a sum over 10 
(e.g. 8+5). Subtraction at this point was easier, because children had a visual presentation of 
the number, from which they had to subtract; on the contrary, when they did addition the 
second summand was not visually presented – children had to imagine the objects they were 
adding. 
 
We presume that a large variation in starting points presents a great challenge to lesson 
planning. Having data on individual pupils available at an early stage can help compensating 
for the deficits (not necessarily teaching children letters or numbers) and further developing 
the skills. Obviously, this is not incorporated in the assessment itself. Therefore, for the 
assessment to be effective, it has to be meaningfully included in the monitoring and 
counseling system.  
 
There has been some debate on reasons for including additional predictors in baseline 
assessments, if number and letter identification alone provide good predictions. Tymms 
(1999) reported that most tasks from the PIPS On-entry BA could form the basis of a good 
predictor, provided that more items were included and that the child did not become distracted 
or bored. However, combining these different indicators into one 20-minute assessment with 
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four broad areas made the assessment interesting for a child. In addition such assessment was 
also more complete, because different measures/aspects of the same concept were included. 
Moreover, general BA score carries little implication for lesson planning and adjusting to 
pupils' educational needs. On the other hand, detailed information on child's score on either 
each task or each broad area facilitates the process of lesson planning. Tymms et al. (2007) 
believe PIPS On-Entry BA is a measure of general baseline skills, but holding more specific 
information on different aspects of the same concept. However, if future data for Slovenia 
reveal that some parts of the assessment consistently lack predictive power, omission should 
be considered. 
 

Predictive validity 
 

PIPS On-Entry BA was administered in the beginning of the academic year. At the end of the 
same school year, teachers evaluated pupils’ attainment in three courses: Slovene, Math and 
Environmental Education. 
 
PIPS On-entry BA demonstrated differential predictive power for the attainment in Slovene 
(strong prediction), Math (moderate prediction) and Environmental Education (weak 
prediction) (Cohen, 1988). Early Math was the most consistent predictor, explaining 
significant portion of variance in all three courses. On the contrary, Phonics was the only 
PIPS score that demonstrated lack of predictive power for the school attainments at the end of 
the academic year. Similarly, enrolment into preschool was not predictive of the criterion. 
Non-verbal intelligence explained negligible (but statistically significant) 1% of variance in 
Slovene attainment.. 
 
The findings are quite consistent with those reported by Tymms et al. (2007). In their study 
the regression analysis included PIPS broad areas, home background, sex, and age as 
predictors and different outcome measures seven year later as criterion (e.g. Reading, Math 
and Science achievement). Predictors explained 35% to 38% of the variance in achievement 
scores. Tymms (1999) performed another set of multiple regression analysis employing PIPS 
tasks rather than the four broad areas scores as predictors. Predictors explained 44% to 50% 
of the variance in criteria.. Tymms et al. (2007) also reported findings of another study in 
which different assessments (Infant Index, pupil background measures, early literacy skill and 
letter-knowledge), administered at 5, predicted 30% of variance in measures of reading, math 
and science at age 11. These results are similar to the results in the present study. However, a 
relatively weak prediction for the attainment in Environmental Education was found in the 
present study. The finding that the most important predictor for all of the outcomes was Early 
Math is also similar to both studies.  
 
In general, predictive power of the Slovene assessment was relatively lower than of the 
English version. The differences may have occurred due to the measures of academic 
achievement employed in our study, i.e.. curriculum based attainment standards. These 
standards were found in the National Curriculum, but were loosely defined and this left 
teachers a chance for different interpretations. Thus, the employed measures of academic 
achievement were not school grades or results on academic achievement tests as they are not 
used in Slovenia until the end of grade 6. Actually any assessments in terms of academic 
achievement or efficiency are strongly avoided. The teachers keep descriptive school records 
and provide parents written reports (essay-like) on how their child was doing in school across 
the academic year. The strengths of a child are emphasized, while eventual weaknesses are 
carefully ''wrapped''.. These tendencies may also have had an effect on teachers' ratings of 
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children's Attainment Standards in our study – the means were high with relatively low 
standard deviations (Zupančič, 2006) and the latter may have underestimated the relationships 
under consideration. It is expected that when more appropriate measures of academic 
achievement are available, (e.g. National Assessment, Grade Point Average) the predictive 
relations will change. The former measure is not available until grade 6 and the later until 
grade 4.   
 
A lack of predictive power of PIPS Phonic score (comprising Rhyming Words and Repeating 
Words tasks) was found in the present study. This could be explained by the easiness and low 
variance of the Repeating Words task (see table 2). In addition, Phonics demonstrated the 
lowest internal reliability (α=.62). The Repeating Words task decreased the reliability of the 
Phonics section (α=.50). We should consider changing this task. Our findings differ from 
those reported by Savage et al. (2004; 2007) that phonological awareness was a significant 
unique predictor of all the outcomes. However, Tymms et al. (2007) also found that 
correlations between the PIPS Phonics and outcome measures were generally lowest, never 
getting as high as .4. 
 
Tymms (1999) demonstrated that the equations for predicting reading and math attainment 
were similar (based on PIPS tasks, not broad areas). Our findings show that there are some 
differences across prediction equations for the three courses. Out of the three courses the 
attainment in Slovene was predicted best. In addition, three PIPS scores explained significant 
proportion of variance, whereas two PIPS scores only were predictive for attainment in Math 
and Environmental Education.. The significant predictions are consistent with the content area 
of each course: Early Reading and Vocabulary were strong predictors of attainment in 
Slovene, and Early Math was moderate predictor of attainment in Math. The results support 
the validity of an adapted version of PIPS in Slovenia. 
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CONCLUSIONS AND LIMITATIONS 

 
In conclusion, it appears that the process of translation and adaptation process of PIPS On-
Entry BA for the use in Slovenia was done thoughtfully and carefully. Slovene version of 
PIPS On-Entry BA showed good reliabilities and considerable predictive validity against 
academic achievement at the end of the school year, explaining between one tenth and one 
third of the variance. It is expected that these predictions will improve with employment of 
more objective attainment measures in the future. 
 
We find it crucial that all the alterations prior and after the pilot study were discussed and 
approved by the CEM Centre. However, the adaptations were considerable and made the 
assessment more useful for Slovenia, but less appropriate for international comparisons. 
Nevertheless, they are still possible for the items that were unaltered, while accounting for 
children's age as well (example Tymms & Jones, 2006; Tymms et al., 2004).  
 
Results showed large variation in pupils' starting points which only demonstrates the necessity 
of using baseline assessment in practice. Such assessment would help identify the children 
who require different kinds of teaching approaches or different allocation of resources. 
 
Therefore, we strongly believe that this assessment could bring various improvements into the 
educational system. However, the sole existence and use of the assessment cannot provide 
such improvements.. As noted by Blatchford and Cline (1992), many aspects of the 
accountability of an assessment are within the control of the users rather than its authors. For 
example, it is users who determine what will be done with the information and what 
arrangement will be made for monitoring. However, the authors could help setting up a 
meaningful and effective training, monitoring and counseling system. It is our belief that 
incorporating BA in some sort of support system is necessary to fulfill the purpose of the 
assessment. We also have to take into account that changing the main purpose of the 
assessment (e.g. to use the BA to evaluate teachers' work on the basis of value-added 
measures) would seriously compromise validity of the data. In addition, wider use of the 
assessment might have some undesirable consequences, e.g. parents might become familiar 
with the assessment content and would train their children on the tasks in the assessment. We 
believe that this risk can be minimized with proper training for teachers and also by keeping 
the assessment low-stake. 
 
There are some limitations to the use of BA. First, BA taking just 20 minutes has a limit to 
what can be assessed. Such BA can only act as an initial screen and may identify children 
with general learning abilities/difficulties. Further, BA cannot specifically predict academic 
future of individuals. It should, however, help express this in a probability language (Tymms, 
1999). The same author also reports that when employing PIPS On-Entry BA to measure 
value-added for schools, BA should explain about 50% of the pupil level variance and a fair 
proportion of the school level variance. At this point, the Slovene version of the assessment 
does not satisfy this condition. In addition, the assessment is restricted for pupils with visual 
impairment.  
 
In the future, available data will be used to further improve the assessment (e.g. Repeating 
Words task). Future studies should also focus on the international comparison of the on-entry 
skills. Our main aim for the future, is to explore predictive validity of the PIPS BA for 
academic achievements 2, 6 and 9 years later. 
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Diversity in the classroom 
(ABSTRACT) 

 

A brief introduction begins to define culture and multicultural education.  The idea of 

blending traditional and western approaches through Talking Circles (the goal of the 

Talking Circle is to provide a safe environment for students to feel free to openly share 

their feelings and ideas; through this sharing process, students learn positive problem-

solving skills); and art expression (another approach where students use art focusing on 

the process and the end product to develop skills).  A case example through Southcentral 

Foundations’ Raise Program provided context where a very informal process is utilized to 

interact with adolescent students participating in a workplace program.  No single 

approach can meet the needs of every student.  By blending approaches, there may be a 

medium or realistic compromise/solution.  A possible integrated approach includes 

combining "Talking Circles," and art expression allowing for the blending of traditional 

processes with activity/learning as well as methodology which respects individual 

diversity.  Many teachers have been informally blending traditional and western 

approaches.  By targeting specific or individual needs and understanding the students 

focus or purpose, techniques can be combined to provide the best opportunity for 

learning. 
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“Everyone is a member of many cultural groups, defined in terms of geographic 

region, nationality, ethnicity, race, gender, social class, and religion.  Membership in a 

particular group does not determine behavior or values but makes certain values and 

kinds of behavior more likely.” (Woolfolk, 1993, page 189).  Culture is defined as group 

characteristics based on language, attitudes, behaviors, and other aspects of life and 

includes factors outside of school affecting student learning (i.e. culture, family 

circumstances, community environment, health, and economic conditions).  The impact 

of culture on teaching and learning are rooted in the many aspects of culture which 

contribute and affect student’s identity and self-concept; beliefs and values; attitudes and 

expectations; social relations; language use; and other behaviors.  “Consequently, 

multiculturalism strives to create a curriculum in which all cultures are equally 

recognized.” (Long, 1997, page 41).  In addition, the affect of socioeconomic (SES) 

status (based on income, occupation, education, and social prestige) influences student 

attitudes, background knowledge, school readiness, and academic achievement.  Under-

represented groups (based on race, religion, ethnicity, origins, history, language, and 

culture) tend to have lower scores than European/Asian American students on 

standardized tests; factors include lower socioeconomic status and poverty (under-

represented groups include African Americans, Native Americans, and Latinos).  There 

are typically four bilingual programs (English immersion; transitional bilingual; paired 

bilingual; and two-way bilingual) to teach students their Native language as well as 

English; transitioning into multicultural education in every classroom. 

Multicultural education definition (celebrates and teaches the value of cultural 

diversity as well as the promotion of educational equity and social harmony in the 
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schools):  “Multicultural education is an idea stating that all students, regardless of the 

groups to which they belong, such as those related to gender, ethnicity, race, culture, 

social class, religion, or exceptionality, should experience educational equality in the 

schools.” (Slavin, 2006, page 116).  Key dimensions of multicultural education: Content 

integration (use a variety of cultures for examples, data, and information); Knowledge 

construction (help students understand that our knowledge is influenced by our origins 

and points of view); Prejudice reduction (develop positive relationship/tolerant attitudes 

among different backgrounds); Equity pedagogy (facilitate academic success for different 

ethnic and social class groups); and Empowering school culture (practices are conducive 

to the academic and emotional growth of all).   

 Blending traditional and western techniques to address diverse student 

populations can allow for diversity to become a focal point for development and 

encouragement.  By looking at several Alaska Native traditional techniques ("Talking 

Circles," and art expression), teachers can gain insight into blending approaches in their 

own classrooms and consider an integrated approach. 

 Alaska Native/Native American people use "Talking Circles" to provide a safe 

environment for students to feel free to openly share their feelings and ideas.  Through 

this sharing process, students learn positive problem-solving skills based on guided 

interaction(s).  There are rules to follow beginning with an introduction by the team 

leader and check in from each group member (general discussion regarding individual 

group members day, week, and/or preoccupation for the future) which is facilitated by the 

use of a feather or object which is passed from member to member symbolizing their turn 

to share/speak; time limits are set per individual member which allow members to get an 
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"opportunity" to share (each member is given both an opportunity to share or an 

opportunity to simply "pass"); topics are chosen based on group needs (for example, 

group members, structured curriculum, and/or speakers); and the session ends with 

closure or a debriefing process (how individual members felt about topic discussion, what 

they learned, and how they feel about the group process).  What makes the Talking Circle 

unique is the focus on Alaska Native/American Indian concerns in blending traditional 

views within the western environment. "I was born into a language.  I went to school in 

another language.  I put on a mask when in the white community.  I'd put on my Native 

mask for the Native Community.  I had two spirits and lived in two worlds.  Now I seek 

to unite my spirit, to live in two worlds with one spirit." (Max Chickalusion, Jr.:  

Southcentral Foundation, 1995, page 13).  This focus on diversity allows students to 

explore traditional ways while still participating in western practices. 

 Art expression is another approach where students use art making (focusing on 

both the process and the end product) to cope with challenges in life as well as assist with 

personal development.  By utilizing a multimedia approach (art media, images, creative 

art, etc.), students are able to produce a "reflection" of development, abilities, personality, 

interests, concerns, and conflicts.  Through the creating process, students can increase 

self awareness; learn to positive coping skills; enhance cognitive abilities; and enjoy life 

affirming pleasures found in the making of "art."  Since art helps to bypass the part of the 

brain that censors what we are willing to talk about, it is an effective for students who 

have difficulty verbalizing their feelings… "how we play is related, in myriad ways, to 

our core sense of self." (Freiberg, 2002, page 151).   It is also beneficial for those who are 

highly verbal or tend to intellectualize since it incorporates a sensory approach. 
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In working with Southcentral Foundation, a very informal process is utilized for 

interacting with students participating in a workplace program, because the process is 

informal, documentation is not consistent and the impact of the program can not be 

readily substantiated.  Southcentral Foundation, under CIRI (Cook Inlet Region, Inc.) 

federal authority was established in 1982 to help the Native Community within its 

geographical area to achieve physical, mental, emotional, and spiritual wellness.  This 

Native nonprofit regional health corporation has built programs distinguished by their 

innovation, ability to address complex and unique Alaska Native health issues, and 

responsiveness to the Native Population.  “Due to a variety of factors, a significant drop 

in achievement motivation occurs around the seventh grade.  Some students are ridiculed 

for pursuing higher education and called ‘wanna-bes by their peers, who believe that 

acievers are just trying to ‘act White.’” (Sue, 2003, page 317).  One program is the 

RAISE Intern Program designed to provide opportunities to "at-risk" students (ages 14 to 

18 years old) in a work place environment focusing on education, behavioral health, 

culture, and career exploration.  This program blends traditional values with western 

priorities and skills (specifically focusing on job skills).  Within the program there is 

currently an informal mixture of group learning sessions (called “skill builders”).  Based 

on a vocational educational model, the program follows: "Kids who exercise their brains, 

in effect, by learning to marshal their thoughts, to measure their impulses, and to 

understand abstract concepts, are laying the neural foundations that will serve them for 

the rest of their lives." (Freiberg, 2002, page 127).  The program's focus is education 

(completing high school or a GED) and developing workplace skills.  In 2001, 

Southcentral Foundation’s RAISE Summer Intern Program (June 14, 2001 through 
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August 17, 2001) added 54 youth to Southcentral Foundation’s workforce.  Intern 

placement varied throughout the Anchorage area:  15 youth participated in the Literacy 

Project located at the Head Start facility (1818 West Northern Lights Blvd.); 24 youth 

participated in the Administrative Group with placement throughout Anchorage including 

the ANMC campus, Elders Program, Head Start, Early Head Start, and Dental.  In 

addition, the eight youth participating in the Cook Inlet Housing Authority (CIHA) 

Group combined with the six youth in the Emergency Trauma Technician (ETT) Group 

to pilot a new program. 

In an effort to inspire youth in health and health related careers, Southcentral 

Foundation piloted the Emergency Trauma Technician (ETT) Group.  This group (16 

youth total) participated in over 80 hours of first responder or advanced first aid training 

that included: Blood Borne Pathogens, CPR/First Aid, Professional Rescuer CPR, AED 

(automated external defibrillation), patient assessment, medical/illness and trauma/injury 

advanced first aid treatment and care; water safety; Talking Circles; and artistic 

expression (focusing on beadwork and drawing).  The course was approved through 

Alaska Pacific University for three college credits. Having completed this training, the 

ETT Team continued to volunteer to support blood pressure check and first aid stations at 

a variety of events throughout the school year.  They have received statewide and 

national recognition for 120 event hours supported by 600 volunteer work hours and 

continue to be requested for a variety of events.  The antidotal outcome of this 

training/pilot group is that one youth continued through her senior year of high school 

and graduated.  She stated that because she could complete three college credits, she 

believed she could now complete high school. 
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 No single approach can meet the needs of every student.  By blending approaches, 

there may be a medium or realistic compromise/solution.  A possible integrated approach 

includes combining "Talking Circles," and art expression allowing for the blending of 

traditional processes with activity/learning as well as methodology which respects 

individual diversity.  Many teachers have been informally blending traditional and 

western approaches.  By targeting specific or individual needs and understanding the 

students focus or purpose, techniques can be combined to provide the best opportunity for 

learning.  Southcentral Foundation's RAISE program has created a student program that 

is trying to merge approaches within a workplace setting/environment.  In creating a 

"hybrid" model (borrowing aspects from several models to create a "highlighted" 

approach), a process can begin to be defined and explored as well as structured to 

maintain an awareness of diversity.  "There are important differences between cultures in 

their emphasis on conformity, obedience and masculine dominance, and this may in turn 

affect what is considered as normal or deviant."  (Demetriou, page 453).  Visually 

illustrated the model would look like: 

 

 

 

 

 

 

 

 

Figure 1-1: Learning and Culture 
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 There are a series of positive and negative aspects in fusing diversity into 

learning.  There are many components to consider; which leads into identifying the goal 

or outcome…since not all learning can meet all student needs, some definition of purpose 

and function need to be established and clearly stated.  The use of informal learning and 

lack of documentation seems to support indecision or lack of direction.  However, 

incorporating diversity and exploring the student's ancestral backgrounds seem to create a 

common bond that encourages/supports the learning process.  By exploring different 

ethnic origins, students can begin to better understand their own differences as well as 

accepting differences in others.  Through the use of Talking Circles, students can go 

through a guided process that blends traditional and western concepts.  The addition of 

art expression enhances this process.  It is time consuming and can be expensive; 

however, the individual successes and confidence that is built seem to be worth the 

additional effort.  Success in learning seems to be missing for many students.  "How do 

we recognize success?"  Without documentation, how can a program show 

progress…anecdotal stories do not allow a program to be substantiated.  More 

documentation is required if a program is to be considered successful and a model to 

others. 

 While there is no one solution for responding to ethnic, gender, and cultural 

diversity in the classroom, there is much a teacher can do to promote diversity in the 

classroom.  “Research findings support our conviction that effective multicultural 

teaching is student-centered rather than teacher dominated.  The teacher does not abdicate 

his or her position but rather plans quality learning activities that engage students in 

active, hands-on experiences and builds on success to develop students self esteem.” 
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(Tiedt, 1995, page 39).  By focusing on being thoughtful and sensitive, teachers can role 

model the behaviors they expect from their students: 

• Recognize bias/stereotypes; 

• Treat students as an individuals (respecting each student for who they are); 

• Be sensitive to terminology that refers to ethnic and cultural groups as it changes 

• Understand how students feel about culture (maintain open communication 

allowing students to express if any aspect is making them uncomfortable); 

• Be informed about history and culture of groups; 

• Do not protect a group (do not refrain from criticizing individual performance 

based on ethnicity or gender and be fair in acknowledgement of students' work); 

• Aim for an inclusive curriculum; 

• Do not assume that students will recognize cultural, literary or historical 

references; 

• Bring in guest lecturers to develop diversity; and 

• Give assignments that recognize students' diverse backgrounds and special 

interests. (Center for Teaching, 2007, page 1). 

 

 

 

 

 

 

 

“The elementary school culture is driven by blatant and subtle peer group 
dynamics.  An insightful teacher can structure a classroom to minimize negative 
and hurtful interaction and maximize the positive power of peer group relations.  
For instance, eliminating social cliques and race- and gender-based segregation is 
a precursor to successful cooperative groups.  An ‘intentional’ teacher often 
assigns students to seats or to group work to counter pupil favoritism and bias.  A 
teacher’s perceptiveness and skill in influencing the social side of school can mean 
a world of difference in the student’s environment.” 

Sadker, 2005, page 179
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 In reflection, this was a good exercise in looking back over time and realizing that 

I have been working with the RAISE Program for eight years and need to set aside 

planning time to reflect on my yearly notes.  I have to wonder why I did not further 

pursue Alaska Pacific University college credits and while there was a change in 

applying for credits; I unfortunately did not continue to seek out this option for my 

summer program.  In addition, I believe that my team has not been doing the Talking 

Circles on a regular and scheduled basis over time which is a critical link in the 

effectiveness (again, I need to establish a documentation process so that I can keep 

accurate records).  On a more positive note, we have been working on the art expression 

and utilizing that as a means of both artistic expression and discussion time.  Since I have 

a huge interest in beadwork, every summer we complete a beadwork related project and 

the project time is often spent in casual, informal conversations that provides insight into 

what the students are going through (either over the summer or over their past school 

year).  Of course, the focus on healthcare opportunities continues to exist, however, I 

believe that I need to be more careful and diligent in setting up my summer program to 

include “lessons learned” from the previous summer.  Finally, while I criticize the 

program for not documenting, I have fallen into that same dilemma where my 

documentation is not enough to substantiate my work from summer to summer – this is 

actually a critical area as funding is becoming an issue and if I seek out grants, I will need 

to have documentation to show impact (impact that I could have been documenting and 

substantiating over the past eight years).  So, I need to look ahead and plan for the 

summer program as well as spend time evaluating and defining outcomes.  I also think 

that I need to build on what has been done so that I can create a more responsive program 
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for the students that participate.  It would be ideal if I could have my students write their 

own reflections and include their words in my reporting.   

“In the end, all learners need your energy, your heart, and your mind.  They have 

that in common because they are young humans.” (Tomlinson, 2001, page 15).  By 

blending traditional and western techniques, diversity can become a central theme for 

developing and addressing student learning.  "Talking Circles" and art expression create a 

foundation for an integrated approach to learning.  Currently, one of Southcentral 

Foundation's adolescent program is using an informal process (documentation is limited 

and anecdotal stories substantiate the program), however, diversity unites in a student 

program that focuses on successful transition(s) for students. 
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STUDENT DIVERSITY 
 

Culture is defined as group characteristics based on language, attitudes, behaviors, and other 
aspects of life.  Factors outside of school affecting student learning include culture, family 
circumstances, community environment, health, and economic conditions. 
 

Impact of culture on teaching/learning: 
Many aspects of culture contribute/affect learner’s identity and self-concept; beliefs and values; 
attitudes and expectations; social relations; language use; and other behaviors. 
 

Affect of socioeconomic status (SES): 
Socioeconomic status (based on income, occupation, education, and social prestige) influence 
learner attitudes, background knowledge, school readiness, and academic achievement. 
 

Affect of ethnicity and race: 
Under-represented groups (based on race, religion, ethnicity, origins, history, language, and 
culture) tend to have lower scores than European/Asian American students on standardized tests; 
factors include lower socioeconomic status and poverty (under-represented groups include 
African Americans, Native Americans, and Latinos). 
 

Affect of language/bilingual programs: 
Typically four programs (English immersion; transitional bilingual; paired bilingual; and two-
way bilingual) to teach students their Native language as well as English. 
 

Multicultural education: 
Multicultural Education definition (celebrates and teaches the value of cultural diversity as well 
as the promotion of educational equity and social harmony in the schools):  “Multicultural 
education is an idea stating that all students, regardless of the groups to which they belong, such 
as those related to gender, ethnicity, race, culture, social class, religion, or exceptionality, should 
experience educational equality in the schools.” (Slavin, 206, page 116).  Key dimensions of 
multicultural education: Content integration (use a variety of cultures for examples, data, and 
information); Knowledge construction (help students understand that our knowledge is 
influenced by our origins and points of view); Prejudice reduction (develop positive 
relationship/tolerant attitudes among different backgrounds); Equity pedagogy (facilitate 
academic success for different ethnic and social class groups); and Empowering school culture 
(practices are conducive to the academic and emotional growth of all) 
Affect of gender/gender bias: 
Gender (roles of males and females) is linked to different learned sex-role behaviors; gender bias 
affects student’s choices and achievement (i.e. gender gap in mathematics and science). 
 

Differences in intelligence and learning styles: 
Teachers should not base expectations on IQ tests (research shows that home environment, 
school, and life experiences influence IQ); in addition, cognitive learning styles differ between 
field-dependent (those who see patterns as a whole and do better with people/relationships) and 
field-independent (those who see the parts and do better in science).  Gardner’s “Eight 
Intelligences:” Logical/mathematical (scientist, mathematician); Linguistic (poet, journalist); 
Musical (composer, violinist); Naturalist (naturalist, botanist, hunter); Spatial (navigator, 
sculptor); Bodily/kinesthetic (dancer, athlete); Interpersonal (therapist, salesperson); and 
Intrapersonal (person with detailed, accurate self-knowledge) 
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CULTURAL INFORMATION 

 

CULTURAL INFORMATION:  (1) Please take a moment to consider your own culture 
and write down your ideas and priorities that represent who you are in the context of 
Fun; Food; Festivities; and Family; (2) Take a few notes during group discussion 
regarding the diversity of those participating; (3) In the column titled “Respect and 
Honor Others” – consider key points  – have you learned new information or have you 
been reminded of information that you can utilize to create an environment that 
celebrates our diversity while showing respect and honor? 
 

  PERSONAL  DIVERSITY  RESPECT AND 
  CULTURAL  OF OTHERS  HONOR OTHERS 
  INFORMATION 

 

FUN 
 
 
 

FOOD 
 
 
 

FESTIVITIES 
 
 
 

FAMILY 
 
 
 

Tips, Ideas, Tasks that represent respect and honor 
in our daily interactions with others: 
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JEOPARDY 
 

LESSON PLAN/OUTLINE: 
05 minutes Introduction 
10 minutes Jeopardy (review of Chapter 4: Student Diversity) 
10 minutes Cultural Information Worksheet (personalizing cultural 

differences/similarities) or Exercise (simple beadwork activity) allowing 
student choice and discussion 

05 minutes Closure (questions/answers) 
 
CENTRAL ARGUMENT: 

♦ Diversity has a dynamic presence in our classroom; as teachers we should be 
aware of the diversity of our students and create a positive, safe, learning 
environment that allows all students to thrive and grow. 

 
 
OPENING 
You are the teacher…your student’s represent 10 of the 92 languages spoken in 
Anchorage, Alaska…of those 10; three do not speak English well.  What does this do to 
your teaching…what does this do to your classroom environment? 
 

CULTURE 
♦ Define culture 
♦ What is the impact of culture on teaching and learning? 
♦ List key dimensions of multicultural education 

 

INTELLIGENCE/LEARNING STYLES 
♦ Should teachers base expectations on IQ test results? 
♦ Define field-dependent and field-independent 
♦ List Gardner’s Eight Intelligences 

 

REFLECTION 
♦ Why do you need to be aware of “culture” in your classroom? 
♦ What can you do to make your classroom more “culturally aware?” 
♦ How would you encourage your students to embrace other cultures? 

 

FINAL JEOPARDY 
♦ Turn to page 111-112, look at “Teaching in a culturally diverse school” --- choose 

one or two tips and share with the group how you could use those tips in your 
own classroom (what would you do to make the tip work for you)? 

 

CLOSING 
So what do we think…does diversity touch us…touch our classrooms?  Will we be able 
to empower our students and create a positive environment for all? 
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Overview 
Both students and faculty at American colleges and universities are becoming increasingly 
varied in their backgrounds and experiences, reflecting the diversity witnessed in our broader 
society. The Center for Teaching is committed to supporting diversity at Vanderbilt, 
particularly as it intersects with the wide range of teaching and learning contexts that occur 
across the University.  
The following tips are taken from Barbara Gross Davis' chapter entitled "Diversity and 
Complexity in the Classroom: Considerations of Race, Ethnicity and Gender" in her excellent 
book, Tools for Teaching. We recommend that you read her full text to learn more about the 
issues and ideas listed below in this broad overview. 
Davis writes: "There are no universal solutions or specific rules for responding to ethnic, 
gender, and cultural diversity in the classroom.... Perhaps the overriding principle is to be 
thoughtful and sensitive...." She recommends that you, the teacher: 

• Recognize any biases or stereotypes you may have absorbed. 
• Treat each student as an individual, and respect each student for who he or she is. 
• Rectify any language patterns or case examples that exclude or demean any groups. 
• Do your best to be sensitive to terminology that refers to specific ethnic and cultural 

groups as it changes. 
• Get a sense of how students feel about the cultural climate in your classroom. Tell 

them that you want to hear from them if any aspect of the course is making them 
uncomfortable. 

• Introduce discussions of diversity at department meetings. 
• Become more informed about the history and culture of groups other than your own. 
• Convey the same level of respect and confidence in the abilities of all your students. 
• Don't try to "protect" any group of students. Don't refrain from criticizing the 

performance of individual students in your class on account of their ethnicity or 
gender. And be evenhanded in how you acknowledge students' good work. 

• Whenever possible, select texts and readings whose language is gender-neutral and 
free of stereotypes, or cite the shortcomings of material that does not meet these 
criteria.  

• Aim for an inclusive curriculum that reflects the perspectives and experiences of a 
pluralistic society. 

• Do not assume that all students will recognize cultural, literary or historical references 
familiar to you.  

• Bring in guest lecturers to foster diversity in your class. 
• Give assignments and exams that recognize students' diverse backgrounds and special 

interests.  
Resources to help you achieve an inclusive classroom that fosters diversity are provided below.
Inclusive Teaching Strategies  
When instructors attempt to create safe, inclusive classrooms, they should consider multiple 
factors, including the syllabus, course content, class preparation, their own classroom behavior, 
and their knowledge of students' backgrounds and skills. The resources in this section offer 
concrete strategies to address these factors and improve the learning climate for all students.  

• Creating Inclusive College Classrooms: An article from the Center for Research on 
Learning and Teaching at the University of Michigan which addresses five aspects of 
teaching that influence the inclusivity of a classroom: 1) the course content, 2) the 
teacher's assumptions and awareness of multicultural issues in classroom situations, 3) 
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the planning of course sessions, 4) the teacher's knowledge of students' backgrounds, 
and 5) the teacher's choices, comments and behaviors while teaching.  

• Teaching for Inclusion: Diversity in the College Classroom: Written and designed 
by the staff of the Center for Teaching and Learning at UNC, Chapel Hill,this book 
offers a range of strategies, including quotes from students representing a range of 
minority groups.  

• Classroom Management Tools to Encourage Diversity:  
Arizona State University provides several guides, including ground rules for 
discussions involving difficult topics, particularly those involving issues of diversity; 
guidelines for de-escalating conflict and tension that may emerge in a classroom; 
suggestions for addressing in-class student behavior which may be disruptive to the 
teaching process; and suggested guidelines for generating constructive dialogue in the 
classroom and minimizing destructive discussions.  

• Managing Hot Moments in the Classroom, from the Derek Bok Center at Harvard 
University, describes how to turn difficult discussions into learning opportunities.  

The Faculty Teaching Excellence Program at the University of Colorado provides the 
following articles:  

• Fostering Diversity in the Classroom: Teaching by Discussion: Ron Billingsley 
(English) offers 14 practical suggestions for teaching discussion courses (with 15-20 
students) and creating an atmosphere in the classroom that embraces diversity.  

• Fostering Diversity in a Medium-Sized Classroom:  
Brenda Allen (Communications) outlines seven ways to create an interactive 
environment in larger classes (with 80-100 students) and thus promote diversity in the 
classroom.  

• Developing and Teaching an Inclusive Curriculum:  
Deborah Flick (Women Studies) uses the scholarship of Peggy McIntosh and Patricia 
Hill Collins to support a useful syllabus checklist and teaching tips that include 
techniques to provoke discussion about privilege and stereotypes among students.  

• The Influence of Attitudes, Feelings and Behavior Toward Diversity on Teaching 
and Learning: Lerita Coleman (Psychology) encourages instructors to examine their 
own identity development and self-concept to determine how they feel diversity and 
bias affect their teaching. She also shares 14 specific teaching tips.  

Racial, Ethnic and Cultural Diversity  
• Tips for Teachers: Encouraging Students in a Racially Diverse Classroom: From 

The Derek Bok Center for Teaching and Learning at Harvard University, this helpful 
checklist addresses concerns about teaching in a multicultural context. Several specific 
recommendations are given to insure your confidence in the classroom.  

• Perceptions of Faculty Behavior by Students of Color 
This link is provided by The Center for Research on Learning and Teaching at the 
University of Michigan.  

• Tolerance.org is a principal online destination for people interested in dismantling 
bigotry and creating, in hate's stead, communities that value diversity. See its "Ten 
Ways to Fight Hate on Campus" and other resources for teachers.  

• Book Review: Race in the Classroom: The Multiplicity of Experience. Derek Bok 
Center for Teaching and Learning, Harvard University: 1992.  

Gender Issues  
• Tips for Teachers: Sensitivity to Women in the Contemporary Classroom: From 

The Derek Bok Center for Teaching and Learning at Harvard University, this article 
provides helpful strategies for instructors concerned about gender issues in the 
classroom. Several specific recommendations given to insure an inclusive 
environment.  
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• Academic Support for Women in Science and Engineering: Susan Montgomery 
(Chemical Engineering) and Martha Cohen Barrett (Center for the Study of Higher and 
Postsecondary Education) present critical factors that have been found to influence the 
learning experiences of undergraduate women studying science and engineering. They 
also offer suggestions for improving the academic environment that are applicable to 
all students. This link is provided by The Center for Research on Learning and 
Teaching at the University of Michigan.  

• Book Review: Women Faculty of Color in the White Classroom, edited by Lucila 
Vargas.  

• Book Review: Women in the Classroom: Cases for Reflection. Derek Bok Center for 
Teaching and Learning, Harvard University: 1996.  

Sexual Orientation  
• The Gay, Lesbian and Straight Educators Network(GLSEN): This site provides 

useful information and resources for educators.  
Disabilities  

• Teaching Students with Disabilities: From a brochure entitled "College Students with 
Learning Disabilities," developed by Vanderbilt's Opportunity Development Center, 
and from the ODC staff.  

Annotated Bibliographies  
Both of these bibliographies are hosted by the Center for Research on Learning and Teaching , 
University of Michigan:  

• Promoting Diversity in College Classrooms: Edited by Maurianne Adams (New 
Directions in Teaching and Learning, 1992, vol. 52), this bibliography lists articles that 
encourage instructors to become conscious of their own identity development and bias 
to improve their teacher-student interactions in the classroom. Several lessons learned 
are shared, as well as curricular solutions.  

• Teaching for Diversity: Edited by Laura Border and Nancy Chism (New Directions in 
Teaching and Learning, 1992, vol. 49), this bibliography lists articles on topics ranging 
from the implications of diverse learning styles for instructional design to an 
ethnographic approach to the feminist classroom.  

Related Vanderbilt Programs and Centers  
Faculty and TAs exploring issues in diversity in teaching and learning may be interested in the 
following programs, initiatives and centers at Vanderbilt. They range from service units 
offering direct assistance to those who are teaching at Vanderbilt, to research and outreach 
projects that present more indirect links to-but with important implications for--the Vanderbilt 
classroom.  
University Programs and Centers  

• Antoinette Brown Lectures - Vanderbilt University Divinity School  
Established in 1974, this lectureship brings distinguished women theologians and 
church leaders to the Divinity School to speak on a variety of concerns for women in 
ministry.  

• Bishop Joseph Johnson Black Cultural Center  
This center, dedicated in 1984, provides educational and cultural programming on the 
Black experience for the University and Nashville communities, and serves as a 
support resource for African-descended students. The center's programs are open to the 
Vanderbilt and Nashville communities.  

• Carpenter Program in Religion, Gender and Sexuality  
Established in 1995, this program fosters conversation about religion, gender, and 
sexuality by providing education and encouraging communication within and across 
religious affiliations, ideological bases, and cultural contexts. The program facilitates 
courses of study, workshops, lectures, and provides consultation and information 
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services. Their website includes news items on gender, religion, and sexuality, as well 
as a list of syllabi, papers and student projects.  

• Office for Diversity in Medical Education  
This office administers an active recruitment program that involves visits by students 
and staff to other campuses; encourages contacts between applicants and matriculating 
students; and arranges visits to the Vanderbilt campus for newly accepted under- 
represented minority applicants. This site also links to related programs fostering 
diversity at the School of Medicine, such as the Vanderbilt Bridges Program and the 
Meharry - Vanderbilt Alliance .  

• Lambda  
This organization focuses on the needs of gay, straight, lesbian, bisexual, and 
transgender undergraduates, graduates, faculty, and staff at Vanderbilt, offering social, 
political, educational, and support activities throughout the school year. The 
organization encourages the support and involvement of all people in the Vanderbilt 
community, regardless of sexual orientation.  

• Margaret Cuninggim Women's Center  
activities on women, gender equity, and feminism through lectures, This center 
sponsors campus workshops and special events. These programs are open to students, 
faculty and staff, as well as interested members of the local community. The center's 
2000-volume library houses the only collection on campus devoted to gender and 
feminism, and is available for reference, research and general reading.  

• Opportunity Development Center  
This center, established in 1977, is Vanderbilt University's equal opportunity, 
affirmative action, and disability services office. The center's mission is to take a 
proactive stance in assisting the University with the interpretation, understanding, and 
application of federal and state laws and regulations which impose special obligations 
in the areas of equal opportunity and affirmative action.  

• Project Dialogue  
Project Dialogue is a year-long, University-wide program to involve the entire 
Vanderbilt community in public debate and discussion, and to connect classroom 
learning with larger societal issues. Project Dialogue has been run every other year 
since 1989, each year centering on a particular theme. Recent speakers have included 
Naomi Wolf, Cornel West, Arthur Schlesinger, Jr., Oliver Sacks, and Barbara 
Ehrenreich.  

• Robert Penn Warren Center for the Humanities  
The Robert Penn Warren Center for the Humanities promotes interdisciplinary 
research and study in the humanities and social sciences, and, when appropriate, the 
natural sciences. The center's programs are designed to intensify and increase 
interdisciplinary discussion of academic, social, and cultural issues. Recent and 
upcoming fellows program themes include: "Memory, Identity, and Political Action," 
"Constructions, Deconstructions, and Destructions in Nature," and "Gender, Sexuality, 
and Cultural Politics." Lectures, conferences, and special programs include: Race and 
Wealth Disparity in 21st Century America, a Gender and Sexuality Lecture Series, 
Rethinking the Americas: Crossing Borders and Disciplines, Diversity in Learning/ 
Learning and Diversity, Feminist Dialogues, and the Social Construction of the Body. 

• The Office of the University Chaplain  
This office offers programs to students to help them understand their own faith and the 
faith of others, clarify their values, and develop a sense of social responsibility. The 
office also provides leadership for Project Dialogue, as well as the Martin Luther King 
Jr. Commemorative Series and the Holocaust Lecture Series. 

International Services and Programs  
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• English Language Center  
This center is a teaching institute offering noncredit English language courses for 
speakers of other languages. The center provides English instruction to learners at all 
levels of proficiency to enable them to achieve their academic, professional, and social 
goals.  

• International Student and Scholar Services  
This office offers programs and services to assist international students and scholars 
across the university. 

Student Offices and Programs  
• Office of Diversity Education - Vanderbilt Community Kaleidoscope  

Part of Intercultural Affairs and Diversity Education in the Division of Student Life, 
Vanderbilt Community Kaleidoscope is a program of initiatives that involves students 
working in concert with Student Life staff to promote a spirit of diversity and 
inclusivity in campus life. For more information, email Frances Henderson .  

• Office of Intercultural Affairs - Student Life Division  
This office initiates, develops, and implements multicultural education in the areas of 
policies, services, and programs for the entire student body.  

• International Student Organizations  
Lists information on organizations sponsoring programs and offering support systems 
for international students at Vanderbilt.  

• Religious Student Organizations  
Lists information on a range of fellowship and worship services provided by 
Vanderbilt's diverse religious community.  

• Representative Student Organizations  
Lists information on a range of additional student groups, such as the Asian-American 
Student Association, Black Student Alliance, etc. 

Outreach Programs  
• Girls and Science Camp  

This camp was established at Vanderbilt University in the summer of 1999 in response 
to the gender differences in science achievement found in high school. Its goals are to 
engage girls in science activities, to foster confidence in science achievement, and to 
encourage girls' enrollment in high school science courses.  

• International Exchange - Developing Intercultural Competence in Multicultural Health 
Care Workforces (Vanderbilt University School of Nursing)  
The purpose of this program is to foster and strengthen transatlantic ties to build 
intercultural competence by tackling the challenge posed by the increasingly global 
nature of the nursing workforce. Participating institutions are: Vanderbilt University, 
Queens College (Charlotte, North Carolina), Western Kentucky University, (Bowling 
Green, KY), Bournemouth University (UK), Uppsala University (Sweden) and 
Pohjois-savo Polytechnic Kupio (Finland).  

• Project GRAD Nashville ("Graduation Really Achieves Dreams")  
Project GRAD Nashville seeks to develop the instructional capacity, family support, 
and community desire to make the dream of a college education a reality for inner city 
students. The program was launched in the Pearl Cohn Cluster in Nashville in 
September 1999, and is jointly led by the Inner City Education Foundation, the Ford 
Foundation, Metropolitan Nashville Public Schools, and Vanderbilt University.  

Additional Web Resources  
• Diversity Web  

The Association of American Colleges and Universities and the University of 
Maryland at College Park have designed DiversityWeb to connect, amplify and 
multiply campus diversity efforts through a central location on the Web. DiversityWeb 
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is part of a larger communications initiative entitled Diversity Works-a family of 
projects providing resources to colleges and universities to support diversity as a 
crucial educational priority. Supported by grants from the Ford Foundation, this 
initiative is designed to create new pathways for diversity collaboration and 
connection, via the World Wide Web and more traditional forms of print 
communication.  

• Multicultural Pavilion  
The Multicultural Pavilion strives to provide resources for educators, students, and 
activists to explore and discuss multicultural education; facilitate opportunities for 
educators to work toward self-awareness and development; and provide forums for 
educators to interact and collaborate toward a critical, transformative approach to 
multicultural education. The Pavilion was created in 1995 at the University of Virginia. 

• Teaching for Diversity and Inclusiveness in Science, Technology, Engineering and 
Math (STEM): Angela Linse, Temple University; Wayne Jacobson, University of 
Washington; & Lois Reddick, New York University, propose in this essay that STEM 
instructors use a model adapted from research on problem solving to explore the lack 
of diversity in the STEM student population. As expert problem solvers, STEM 
instructors are well-prepared to begin addressing this issue in their own courses and 
programs. 

Articles from CFT Newsletter:  
• Teaching from the Outside In: An article summarizing interviews of Vanderbilt faculty 

asked to reflect on their experience of teaching from "the outside in."  
• An International Perspective: An interview of Nikolaos Galatos, a Vanderbilt graduate 

student from Greece who won last year's B. F. Bryant Prize for Excellence in Teaching 
for outstanding teaching by a mathematics graduate student.  

• From the Student's View: Difference: An article summarizing interviews of several 
Vanderbilt undergraduate students asked to reflect on their experience as students in a 
course or two in which the instructor was in some significant way different from most 
of the students in the class.  
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Columbus, Ohio 
 
Introduction 
 
During my first couple years as a college professor, I always seemed to be swamped and 
could barely stay one step ahead of the students.  A colleague told me that it would take 
at least three years to feel comfortable and confident in my teaching.  I concur!  And 
while I still grapple with what is best practice for preparing early childhood educators for 
teaching in the twenty-first century, I know that I have made progress in the right 
direction.  This is an account of my journey toward changing a small portion of the 
teacher education program at Capital University in Columbus, Ohio; change that was 
fueled by a great deal of data-driven dialogue and much reflection.   
 
One week prior to receiving my Ph.D, I began my career as an teacher education 
professor.  I had little time to prepare so my syllabi for all four courses were based almost 
entirely on what had been done by the previous professor.  This is by no means a terrible 
way to begin, and I am grateful for the persons before me who had developed the courses 
to the point of my inheritance.  During the semesters to follow, it would be my turn to 
continue developing these courses.  The development would no doubt reflect my own 
passion and biases, as well as those of the many students and faculty who provided me 
with continuous feedback along the way.     
 
Each of the four courses I was assigned to teach was independent of the other and had an 
average of 15-20 students per course. 
 
EDUC 211 Child Development and Learning 
EDUC 212 Developmentally Appropriate Practice 
EDUC 311 Learning Environments for Young Children 
EDUC 312 Family, Community, and Culture 
 
EDUC 212 and EDUC 312 were entirely lecture-based, while EDUC 211 and EDUC 311 
did involve some field-based experience, although at an observation level only.  EDUC 
211 involved approximately 50-60 hours in the field midway through the semester.  
Students were placed at preschool sites for five-six weeks, two and one-half hours a day 
for four days a week.  The goal of the placement was to gain experiences in the art of 
observing young children.  Through a variety of observation techniques, students 
gathered data to complete an action research project as partial fulfillment for the 
requirements of the course.   
 
EDUC 311 involved four whole class site visits to introduce college students to a variety 
of early learning environments that differed with respect to funding source, program 
philosophy, socio-economic status of the families, etc.  As a follow-up, students then 
returned to one of the four sites for four two-hour visits to gain further information 
needed to write a final paper as partial fulfillment for the class.  The final paper was 
designed to explore the understanding of connecting theory to practice by reflecting on 
such topics as:   understanding children and their development, opportunities for play, 
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guiding social and emotional development, working with parents, families, and the 
community, and understanding and effectively dealing with diversity.   
Difficulties with the existing structure:  Perceiving the need for change 
 
It didn’t take long for me to realize that change was needed in the way I taught the 
courses.  Through a great deal of reflection, the following issues surfaced: 
 
Relationship building:  As an assistant professor at a university that prides itself in 
individualized attention to students, it was very difficult to build relationships with 
approximately sixty different students in just fifteen weeks.  Likewise, the college 
students did not have a sufficient amount of time to build relationships with the preschool 
students as well as their cooperating teachers during the EDUC 211 field placement. 
 
All take, no give:  While the preschool sites were providing Capital University with a 
great learning environment for our students, I felt that we were not giving back to them in 
a way that was most beneficial to meet their needs. 
 
Insufficient match between courses and experiential learning opportunities:  Much of the 
course content, as well as the required activities, in both EDUC 212 and EDUC 312 
would have benefited from experiential learning; however, it didn’t seem feasible to put 
them in the field when we were already utilizing our preschool partners in two other 
courses.  These same preschools were also partnering with other college and universities, 
definitely limiting how many college students they can accommodate. 
 
Failing to reap the benefits of the existing field placement:  As I struggled with the desire 
to have my students gain experiential learning across four different classes, I also 
struggled with the way we were utilizing the existing field placement.  With its emphasis 
on action research, the Capital students were so tied to trying to gather data for a specific 
and monumental task that they often failed to “engage” in the many learning 
opportunities that were afforded them by being in the presence of model teachers and 
young students. 
 
Where to go from here:  Changing to meet stakeholder’s needs 
 
Students, the professor, the university, and the community partners all had a stake in any 
change I could get rolling.  Meeting perceived needs of all the stakeholders might help 
chart the course of change. 
 
Meeting the needs of the students:  Via open dialogue, I solicited feedback from my 
students at the end of the spring semester 2004 regarding the design of EDUC 211 
including the six week field placement.  As in previous semesters, the same suggestions 
were voiced:  “Do away with the action research – it is too hard” (despite these 
sentiments, there were some impressive action research reports/presentations each 
semester - one student even went on to present at the annual undergraduate research 
symposium).  Their frustrations included the fact that they had to complete a proposal in 
the first five weeks of the semester without any insight into where they would be placed.  
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Some had never even been in a preschool setting before and had little knowledge of what 
to expect.  So, in some cases, the line of thinking for their research didn’t seem to work 
once they got to their placement.  Then they spent valuable time trying to rethink and 
redo parts or their entire original proposal. 
 
Meeting the needs of the professor:  The following issues seemed to surface during 
continuous and ongoing reflection about how to improve my course/teaching:   
 
In EDUC 211, I was spending the first five weeks of the course trying to cram in 
everything students needed to know about child development, as well as everything they 
needed to know about how to do action research.  The students also felt very rushed 
trying to complete a multitude of course requirements prior to going into the field.  It did 
not feel good! 
 
I had a strong desire to get my EDUC 212 and ED 312 students out into the community 
to benefit from experiential learning, but thought it was not feasible to arrange different 
partners for four different courses or to take further advantage of the existing partners. 
 
I believe in the power of building rapport and relationships with my students, and yet it 
was difficult to do this with approximately 60-80 students each semester.   
 
Meeting the needs of the university:  During my second and third years, and in the midst 
of trying to continually improve on my teaching, leadership, and service to the institution, 
I has the opportunity to be heavily engaged in the process of preparing for and living 
through my first NCATE visit.  At the time, I may have referred to the process as 
anything but an opportunity; however, the entire process was valuable to my own growth 
and development.  Among other things, it made me truly aware of the mission and goals 
of the university, as well as the goals of the education department.  It forced me to assess 
my own courses and how they were or were not measuring up to these goals.   
 
Meeting the needs of community partners:  To be honest, in my first couple semesters, I 
really hadn’t given much thought to the needs of the community partners.  While I had 
put energy into massaging and improving the relationship between the university and the 
community, I hadn’t really asked or considered if they had needs that we could fulfill.   
 
Bringing the pieces together:  Connecting to service-learning 
 
At the 2004 Fall Faculty Forum, Capital University faculty was introduced to a multitude 
of opportunities to become involved in Liberal Learning Initiative Learning 
Communities.  Faculty facilitators had already been chosen to lead learning communities 
and the remaining membership was to consist of faculty, professional staff and students 
charged with developing proposals that creatively address how best to meet the learning 
needs of students through particular components.  After reviewing the opportunities, I 
chose three, one of which was the Liberal Learning Initiative – Service-Learning 
Learning Community.  The charge put forth to this learning community was to develop 
goals and learning outcomes for integrating service learning experiences and to develop 
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an integrated plan for implementation.  Of course, by signing up for this committee, I 
knew I was fulfilling service to the university, one of the three main components of 
tenure and promotion.  Little did I realize that this decision would have such an important 
impact on my teaching and scholarship as well. 
   
I was definitely motivated by the dedication and commitment of the committee members; 
and their commitment was contagious to my own engagement.   Meetings were 
productive, subcommittees were utilized, and in a relatively short period of time, we had 
gathered a plethora of data about other institutions with respect to service-learning.  We 
created a working definition of what service-learning should look like on our campus and 
developed a timeline for the continued development of service-learning at our institution.  
The major stimulus for moving the work of this committee forward came as a result of a 
grant obtained by our faculty facilitator.   
 
Thus, my involvement with the Liberal Learning Initiative led to an interest in applying 
for a position as a Faculty Presidential Service-Learning Scholar – an opportunity made 
possible by a grant from the Thrivent Financial for Lutherans – Youth Leadership 
Initiative.  I was selected as one of four faculty and four students to participate in the 
program for the calendar year, January – December, 2005.  I also reapplied and was 
chosen to serve a second year from January –December, 2006.  The program was 
designed to address four primary goals:  1) contribute to the development of a long-term 
service-learning program which will greatly enhance the educational experience, 2) 
expand the growth of student service and leadership development, 3) increase and 
enhance the quality and quantity of faculty involvement in service-learning, and 4) to 
collaborate with community agencies to address unmet needs in the surrounding 
community. 
 
As I worked with the original learning community to develop a definition of service-
learning, I began to see how well the components of the definition fit with my courses, as 
well as the goals and mission of the university.  My continuous work with the 
Presidential Service-Learning Scholar program only served to reinforce this goodness of 
fit.  Borrowing from many other existing definitions, our learning community decided on 
the following definition of service-learning:  “A structured experiential teaching and 
learning process that purposefully combines community service with academic 
instruction.  It connects identified community needs with academic learning outcomes 
and develops students’ sense of civic responsibility.  Concrete opportunities for critical 
and reflective thinking about the service experience enhance learning and self-
exploration” (Service-Learning Learning Community:  Liberal Learning Initiative).  This 
definition laid the groundwork for the development of a sophomore block of courses that 
met the needs of the students, the community, the instructor (including scholarly 
interests), the university mission and goals, and the partial fulfillment of my participation 
in the Presidential Service-Learning Scholar Program. 
 
Service-learning at the hub 
 
The first thing that became very evident to me was that implementing service-learning 
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into my coursework would align well with the mission/goals of the university.  The 
mission of the university includes “providing for personal growth by encouraging, 
enabling, and celebrating learning; preparing individuals to be knowledgeable, 
independent, critical thinkers – educated for lives of leadership and service in an 
increasingly diverse society; and inspiring individuals to be morally reflective, spiritually 
alive, and civically engaged ....”  In addition, the university learning goals state that 
“students will develop skills in thinking critically, reasoning logically and 
communicating clearly.  Students will also be encouraged to develop their leadership and 
service potentials, become independent, lifelong learners, develop a sense of values that 
guides personal decision making and develop intercultural competencies and the ability 
to work in diverse groups” (2006-07 Undergraduate Bulletin, p. 4).  The parallels 
between the service-learning definition and the university mission/goals reinforces that it 
is an appropriate teaching strategy to utilize at this institution.  Both refer to the 
importance of critical thinking, reflection, civic engagement, leadership and service and 
learning or self-exploration.   
 
I was particularly excited about the use of reflection since I had studied the effects of 
sustained reflection on leadership practice during my doctoral program.  While there are 
numerous definitions of reflection, most suggest a connection toward higher level 
thinking.  Webster (1961) defines reflection as “consideration of some subject matter, 
idea, or purpose, often with a view to understanding or accepting it or seeing it in its right 
relations” (p. 1098). The notion that reflection results in a deeper understanding is also 
presented by Boyd and Fales (1993) – “the process of internally examining and exploring 
an issue of concern, triggered by an experience, which creates and clarifies meaning in 
terms of self and which results in a change conceptual perspective” (p.100).  Reflection, 
triggered by experience, to form a deeper understanding of concepts or perspectives – this 
became the underlying framework for “sophomore block”.  
 
At each semester’s end, I always solicited verbal and written feedback from students, in 
addition to the summative evaluations required by the university.  So when I shared with 
them my possible ideas for next semester (including a cohort of students taking the same 
three courses, a longer field placement cutting across all three courses and incorporating 
service-learning, and less emphasis on the action research and more emphasis on a 
variety of assignments across three courses), they were discouraged that they had to do it 
the old way and others may not.  They did, however, offer an interesting suggestion:  “if 
you are going to try a longer field placement, break it up, i.e., alternate between 
classroom time and weeks in the field as opposed to trying to do all the classroom seat 
time first, then going out into the field.” 
 
If I truly wanted the field placements to become service-learning, I needed to know the 
needs of the community partners.   After my attempts at setting up a working lunch 
session failed due to busy schedules, I communicated with three of the four directors 
whose centers have been field placement sites every semester while I have been at 
Capital.  Our means of communication included telephone conversations, e-mail 
correspondence, and, in one case, a face-to-face meeting.  Two general categories of 
responses seemed evident:  The students didn’t spend enough time at the centers to get 
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the full benefit of field placement opportunities; and because they were there as 
participant observers trying to do action research, the cooperating teachers didn’t feel 
comfortable inviting them into the classroom activities, even though their involvement 
would have been helpful.  Both the cooperating teachers and the Capital students truly 
honored the fact that they were there to “observe” so neither side pushed the participation 
aspect. 
 
So in the fall of 2005, after much deliberation, reflection, and data-driven dialog, 
sophomore block was created.  It was the combination of three courses (ED 312 – 
Family, Community, and Culture still remains a separate and stand alone course) into one 
block of courses whereby the same cohort of students signed up for all three courses.  
Grades are still earned for three different courses, but the learning is blended across the 
entire semester and the entire service-learning experience.  Therefore, in its present state 
of existence, sophomore block is best described as follows:  a cohort of learners, engaged 
in experiential learning as participant observers in a nine-week partnership with 
accredited early childhood education  programs.  Through service-learning, students 
connect theory to practice with reflection serving as an important vehicle for the learning 
to occur:  self-reflection, reflection with others, and written reflection.  What lies ahead  
is further validation for each component of the sophomore block configuration.   
 
Cohort of learners:  Making relationships matter 
 
The use of cohorts is not new to the education arena.  As early as the 1950’s the use of 
student cohorts was being implemented in educational leadership preparation programs.  
Although these early attempts diminished over time, there was a comeback in their 
popularity in the beginning of the twenty-first century.  “In the typical cohort 
arrangement, groups of students take all or a significant portion of their coursework with 
an intact group rather than randomly enrolling in courses at their own pace” (Barnett, et. 
al, 2000, p. 255-6).  While this definition only loosely applies to the sophomore block, it 
still has value.  Students who, with the help of an advisor, are ready to take any one of the 
200 level courses are scheduled into all three of the courses comprising sophomore block.  
They are then a part of a newly created cohort who will work closely together for one 
semester or nine hours of their program.  While, at the present time, there is no attempt to 
keep them together for the duration of their program, it does happen that some end up 
together throughout their junior-level field experience and their student teaching 
experience.  This can be attributed to the size of the program, the timing of the path the 
students are on with respect to completing the program, or by choice, i.e., students have 
developed strong bonds with in their field experience and choose to take the same classes 
as their friends as seen in the following comments from past students: 
 
Friendships were definitely started and make in sophomore block.  In subsequent 
semesters, I did not plan to schedule classes with my sophomore block buddies, but 
whenever I walk into a new semester and see them in a class, I sit with them because it is 
a familiar face and there is a certain comfort level knowing they are on a similar path as 
me.  – J. B. 
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I tried to take as many classes as I could with D. T. so that I was not the only guy in the 
class. Beyond that, I never tried to match my schedules with others, but I was always very 
happy to see familiar faces from sophomore block in my classes. – B. W. 
 
I love block classes! I am a commuter and blocks allowed me to meet new people and 
develop friendships.  Being with the same people for large chunks of time gives us the 
chance to really get to know each other in and out of the classroom.  When it comes to 
scheduling classes, I always ask my friends from sophomore block what courses they will 
be taking to make sure we all have classes together again. It is a comfort thing to know 
that you will be in a course with a "block friend".  – R. H. 
 
Current students offer the following testimonials to the power of the cohort: 
I love having nine hours a week with the same students - my friends.  I have gotten to 
know most of them on an individual level and feel very comfortable around them.  It is 
somewhat of a small family, home away from home, if you will.  I usually do not get as 
nervous when doing big or small group activities because I know them so well...we have 
the same interests, we share ideas, successes, and failures….  I believe that when you are 
comfortable with your learning environment, when you enjoy coming, and when you 
know those who are sharing in it, you learn in a much more meaningful and lasting way 
(M.C. Reflective Journal Entry – Week #6). 

Taking nine credit hours with the same group of people creates a comfortable 
environment that promotes more risk taking, sharing, and overall deeper processing. I 
know that when I am in a class where I don't know many people I am less inclined to 
raise my hand to answer or ask questions. I really enjoy the amount of reflection and 
discussion in class! I feel it's good that we are able to establish relationships with our 
fellow education majors early (M.H. Reflective Journal Entry – Week #6). 
 
Most of these students allude to development or enhancement of interpersonal 
relationships as key to their desire to stay with fellow cohort members.  The use of  
cohorts has other great benefits as well, especially for those students who prefer to work 
collaboratively.  Other benefits that have been cited include positive effects on student’s 
overall academic performance, reflective abilities, and group learning skills (Barnett, et. 
al, 2000).   
 
The notion of keeping a cohort of students together throughout the duration of a program 
is the design used in most of the educational leadership preparation programs mentioned 
above and something that could be further considered at Capital.  Miami University is 
one such institution that did implement learning cohorts at a time when the State of Ohio 
mandated the change from teacher certification to licensure.  In their prekindergarten 
through 3rd grade licensure program, cohort groups of about 30 students began earning 
their degrees by taking a set of courses together and working collaboratively.  These 
cohesive cohorts, along with an emphasis on partnerships and field experiences have 
been among the most successful aspects of their licensure program (Wolfe and Bilodeau).   
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Experiential learning:  Making learning real 
 
Experiential learning is often defined on two levels.  One level involves learning from 
participating in actual life events and experiences.  The second level, which we utilize, 
involves the acquisition and application of knowledge and skills in a relevant setting 
(Brookfield, 1983).  Experiential learning affords students the opportunity to have direct 
encounters with the subject being studied as opposed to simply reading, discussing, and 
thinking about it.  These concrete experiences, along with continuous observation and 
reflection are two important elements in Kolb’s model of experiential learning (Kolb and 
Fry, 1975).   
 
Students have the opportunity to observe and participate in many aspects of early 
childhood education including the importance of the learning environment, the role of the 
teachers, parent-child-teacher interactions, and development of the whole child.  One 
student reflected on the value of such experiential learning for her own development: 
 
I have observed numerous changes in myself now that I am well adjusted to the 
classroom, students, and daily routine.  I know my role as a participant observer and can 
read my teachers pretty well to know how to intervene. They also have become 
comfortable in asking me to teach certain activities and work one-on-one with students 
who need additional assistance. I already feel like I've learned so much about teaching 
early childhood and have real students to watch the development take place (K. B. 
Reflective Journal Entry - Week #5). 
 
For other students, the experiential learning provides them with additional validation as 
to their choice of becoming an early childhood educator: 
 
I feel that just spending one week in the field has made my decision to become an 
elementary teacher that much more concrete (C. D. Reflective Journal Entry – Week #1). 
 
Such validation can sometimes go the other direction, and that too is considered a success 
story: 
 
Being out in the field has definitely made me a less secure person about how I look, how I 
sound, and what I do. I am a lot less sure of whether or not I want to teach than I have 
ever been, since I have never seen myself doing anything else. But at the same time the 
experience has allowed me to see how I would need to change in order to accommodate 
others and my sense of responsibility has improved (B. B. Reflective Journal Entry – 
Week #5).   
 
For some students, this sophomore field experience is their first time in an early 
childhood setting.  Through this experiential learning and a great deal of reflection, 
students sometimes discover that teaching is not for them.  This is an expected outcome 
at this level of our program and deciding not to be a teacher is also a success.  We can 
then counsel them and help them to discover their true passion. 
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 Participant observation:  Engaging in the community 
 
While participant observation as a research method likely had its roots in the fieldwork of 
social anthropologists, it is used more broadly today as a way to gather information about 
the ways of people in any setting.  It is “a set of research strategies which aim to gain a 
close and intimate familiarity with a given group of individuals and their practices 
through an intensive involvement with people in their natural environment , often though 
not always over an extended period of time” (Wikipedia).  As a participant observer, the 
researcher engages in some part of the daily activities of the community group and 
gathers data about their experiences.  The data gathering takes on a variety of forms 
including observation, interviews, document analysis, reflection, analysis and 
interpretation (Schwandt, 1997).  All of these techniques are used by the Capital students 
as they complete a variety of assignments culminating in a child case study project.   
 
Glesne (1999) describes participant observation along a continuum ranging from mostly 
observation to mostly participation.  Within the past four years, the role of the Capital 
sophomore block ECE students has shifted more toward the participation end of the 
continuum.  In 2003, students enrolled in the sophomore level field experience carried 
out research entirely as an observer with little or no interaction with the subjects being 
studied.  Throughout the next three years, the students’ role was better defined as 
observer as participant and finally as participant as observer, each displaying an 
increased amount of participant with the subjects being studied, i.e., children, teachers, 
and parents.  This increased participation level benefits everyone:  the children and 
teachers get more from the Capital students and the students gain more from their time in 
the field.  Toward the end of the semester, most of the students are taking initiatives that 
fall outside the realm of their comfort level, i.e., volunteering to lead group time.  
Attending college full-time, the students rarely become full participants which involves a 
more fuller commitment to the subjects such as being employed at the research site.  
However, many of our students do get hired by the centers to substitute teach as they 
finish their program, sometimes even during the same semester that they are engaged in 
their field experience. 
 
Quality ECE Programs:  Choosing and developing supportive environments 
 
Preschool centers provide an ideal setting for future early childhood education teachers to 
study many facets of child development.  And because we value developmentally 
appropriate practice in our program, observing children at play is an even better 
opportunity.  Therefore, we purposefully choose community partners who value the 
importance of play for the development of young children. 
 
Throughout the development and implementation of the existing sophomore block 
structure we have consistently used the same four preschool sites (as well as a few others 
on occasion when the need arose).  These four centers exhibit an impressive list of 
credentials which include the following: 
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• Accredited by NAEYC (National Association for the Education of Young 
Children) 

• Step Up to Quality one star level- voluntary tiered license system by the State of 
Ohio 

• Licensed by the Ohio Dept. of Jobs and Family Services 
• A County Title XX provider for families who are on financial assistance 
• Champion of Children provider for families not eligible for county assistance but 

unable to privately pay for a quality early childhood program. 
• Affiliation with the National JCC Association 
• Hosts student teachers and early childhood students from Capital University, 

Columbus State Community College, & the Ohio State University 
 
Service-Learning:  Connecting content knowledge (theory) to practice 
 
As previously mentioned, the components of service-learning parallel many of the 
important constructs of the Capital University mission and learning goals.  By definition, 
“service-learning is a teaching and learning strategy that integrates meaningful 
community service with instruction and reflection to enrich the learning experience, teach 
civic responsibility, and strengthen communities” (Fiske, 2002).  Students who come to 
Capital should expect experiences such as those of sophomore block because the 
importance of civic engagement is prevalent throughout the mission of the university.  
 
For me, it is the hyphen in service-learning that is so important – the notion that both the 
provider and the recipient of the service reap benefits.  As previously discussed, the 
students at Capital definitely see the benefit of learning about child development by 
“having real students to watch the development take place.”  The center directors and 
cooperating teachers also reap the benefits of having the college students in their centers.  
One center director had this to say about her involvement with Capital University: 
 
We are very pleased with our affiliation with Capital University’s department of 
education.  The relationship has been in existence since the University started their 
program.  Our teachers appreciate having the college students in their rooms.  Although 
they are not licensed and allowed to be counted in the pupil: teacher ratio, having the 
extra pair of eyes and hands is a welcome addition.  The children in the rooms love 
interacting with the students and vice versa.  Over the years, some of the students have 
become part-time staff, teaching our late day classes, summer camp programs, and some 
after graduation have become full-time teachers in our school.  Thus providing the 
students with income and helping to provide us with quality staff.  When we have a 
Capital student work for us, we know that we are getting a staff member who is well 
educated and dedicated to the children. 
 
The young children at the preschools also express their own benefits of having Capital 
students in their classrooms: 
 
She makes me pictures – Phoebe 
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She’s nice – Nate 
 
She plays with me – Margaret 
 
She let’s me sit on her lap – Will 
 
Reflection 
 
Reflection is a key component of service-learning.  As previously defined, “reflection is a 
generic term for those intellectual and affective activities in which individuals engage to 
explore their experiences in order to lead to new understanding and appreciation” (Boud, 
Keogh, and Walker, 1985, p.3).  Students at Capital have many opportunities to self-
reflect, reflect with others and engage in written reflection.  One requirement of the block 
attempts to hit on all three.  Students are required to respond to weekly written prompts 
on a discussion board that is shared by every student and the supervising instructors.  
Thus students are forced to write about their own self-reflections and dialog with other 
students about their reflections.  They are encouraged to self-reflect or reflect with 
cooperating teachers as events play out in the field; and encouraged to reflect with 
supervisors/instructors and fellow cohort students after the fact.  Schön (1983) suggests 
that this “capacity to reflect in action (while doing something) and on action (after you 
have done it)” has become has become an integral piece of most professional training 
programs.  Reflection provides energy to keep a change process responsive to the 
stakeholder needs. 
 
Conclusion 
 
Three years have passed since I recognized the need to change the delivery and structure 
of my courses. Change is rarely easy, but fortunately there was willingness to support 
change on the part of administrators, colleagues and students.  As I step back and reflect 
on the changes I was able to make, I see that a commitment to service-learning is what 
brought the elements - spokes, if you will - of change, together around a cohesive hub.  
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Figure 1: Wheel of Change in Preparing Early Childhood Educators 

 
Reflection provided the impetus for change - and, it continues to be a driving force that 
guides continuous improvement.  In the behavioral sciences, such as education, change is 
inevitable.  Despite change, however, some things remain a constant.  For me, that 
constant needs to be the vital connections that students are now making between early 
childhood education content knowledge (theory) and practice.  
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Begin reading to children as soon as possible
Use books with rhymes for young children
As you read ask your child what word or event may come next
Read as often as possible with your child
Stop before your child becomes bored
Choose stories that interest your child
Ask your child to turn pages
Look at the cover and ask “What do you think this story is about?”
Even sixth-graders love a good picture book
Reading aloud takes practice
Use expression in your voice
Encourage questions about the story
Active children may have crayons and paper to doodle during reading
Let your child read to you
Do not continue reading if you do not like the book
10 minutes may be enough read-aloud time

1. The more you read, the better you get at it; the better you get at it; the 
more you like it; and the more you like it, the more you do it.

2. And the more you read, the more you know; and the more you know, 
the smarter you grow.

TTiippss  ffoorr  RReeaaddiinngg--AAlloouudd

HHooww  ddoo  yyoouu  ggeett  bbeetttteerr  aatt  rreeaaddiinngg??

HHaappppyy  rreeaaddiinngg!!
MAT Students 

2007
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Abstract 
 

 This research was undertaken to develop and validate a causal relationship model of 

variables affecting student achievement in statistics course. The sample consisted of 295 students. 

These students were randomly selected using simple random sampling technique. The exogenous 

variables were current cumulative GPA., achievement motivation, and quality of instruction while 

the endogenous variables were attitude towards statistics, study behavior, time for external study 

and statistics achievement. The research instruments included statistics achievement test and five set 

of questionnaires. Data were analyzed by using SPSS to obtain descriptive statistics, and by 

employing LISREL 8.51 for model validation. It was found that the adjusted model was not 

consistent with empirical data. Goodness of fit measures were found to be: chi-square = 16.93, df = 

7, p = .02, GFI = .98, AGFI = .93, SRMR = .04, RMSEA = .07. The variables in the model 

accounted for 35 percent of the variance in statistics achievement. 

 
 
 
 

 
 

 
* Research grant received from Bangkok University, Thailand 
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Introduction 

 

 Successful completion of at least one statistics course is a requirement in many 

undergraduate programs. Students often view these courses as overwhelming learning and 

survival tasks that cause a great deal of stress. Instructors and students alike believe that 

many factors such as students’ attitudes toward statistics, study behavior, achievement 

motivation, teaching quality, amount of study time, and others impact their statistics 

achievement and even their willingness to try to complete this course. These factors affect a 

large number of students (e.g. Sorge and Schau, 2002; Promverupat, 2001; Lawunwong, 

2000; Prachanban, 1999; Pourqsuntear, 1999; Parker, Pettijohn and Keillor, 1999; Wilson, 

1998).  

 Until recently, most studies exploring factors affecting student achievement have 

focused on a part of the complex relationships between factors and achievement. However, 

a part of study often explored these relationships by correlating between each factors and 

achievement scores. Another way, a part of study often has predicted achievement scores 

by theses factors. Nowadays, fortunately, the researchers have created structural model 

representing possible causal relationship among these variables. The models generally have 

addressed the impact of factors affecting achievement on success in statistics courses and 

were tested using a path analysis technique. 

  According to undergraduate curriculum of Bangkok University, introductory 

statistics is a subject in accounting and business program that all students in these filed 

must study.  Due to this course aims at developing its students to become graduates with 

the highest potential in data analysis and interpretation. However, they face a lot of 

problems in studying this course due to many factors of learning statistics course. As an 

instructor, the researcher has to provide experience and learning activities to help them 
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develop skills of learning and encourage them to study and complete assignments. Many 

psychologists have suggested that students’ learning achievement depend on their attitude, 

achievement motivation, study behavior, teaching quality, and time for external study that 

people employ to pursuit the desire outcome (Tuckman, 1999; McCombs and Marzano, 

1990). There is a relationship between work engagement and motivation to success. In 

addition, a prior achievement produced an overwhelming large effect on later achievement. 

These theories inspired the researcher to study the causal relationship among variables. A 

proposed conceptual model of causal variables is depicted in figure 1. 

 

 

 

 

 

 
 
 
 

Figure 1 A proposed conceptual model of causal relationship among variables. 
 
 

Method 
 

Participants 

 The participants were account and business students enrolled in a required 

introductory statistics course at Bangkok University during the first semester of 2004. 

Students were from classes taught by different professors. The course consisted of a lecture 

section that met triple each week. The course covered the usual introductory topics of 
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descriptive and inferential statistics and their applications in account and business problem 

solving.  

 Two hundred ninety-five students participated in the research. This sample 

contained  118 ( 40%) males and 177 ( 60%) females. 

 
Measures  
 
 Survey of Variables Affecting Achievement 

 Achievement motivation, quality of instruction, attitude towards statistics, and 

study behavior surveys were used to assess students’ achievement motivation, quality of 

instruction, attitude towards statistics, and study behavior in statistics. All measures are 

listed in Table 1. The table lists the reliability coefficients (alpha) and 

number of items of each measure. Participants were requested to indicate their study 

behaviors, achievement motivation, quality of instruction, and attitudes on the 5-point 

rating scale. These scores then used to correlate with their current cumulative GPA, time 

for external study and report scores of academic in statistics to determine the causal 

relationships among these variables.  

 
Table 1 Coefficient alpha estimates of reliability and number of items for each measure 
 

 

Measures 
 

Items 
 

α 

Achievement motivation 

quality of instruction 

attitude towards statistics 

study behavior 

15 

17 

15 

15 

.78 

.88 

.88 

.84 
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 Statistics Achievement 

 Statistics achievement was measured using the teacher-created course assessments 

including quizzes, a midterm exam, and a final exam. The two types of assessments 

included twenty items with a four choices and long answer. Both types of items primarily 

asked students to apply formulas and concepts and to interpret graphs and outcomes. 

 
Results 

 Basic statistics of each variable and correlation coefficients among variables are 

indicated in Table 2. Figure 2 illustrates a final conceptual model, which was not consistent 

with empirical data. Goodness of fit measures were found to be: chi-square = 16.93, df = 7, 

p = .02, GFI = .98, AGFI = .93, SRMR = .04, RMSEA = .07. Figure 2 and table 3 indicated 

variables that showed direct effect on an achievement in statistics were time for external 

study (β = .22), study behavior (β = .31), statistics attitude (β = .23). It was found that 

achievement motivation showed only indirect effect pass through statistics attitude (β 

�.15), pass through study behavior (β = .11). Quality of instruction showed indirect effect 

pass through statistics attitude (β �.07), pass through study behavior (β = .05). Finally, 

current cumulative GPA showed indirect effect pass through study behavior (β = .09). The 

variables in the model accounted for 35 percent of the variance in statistics achievement. 
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Table 2  Basic statistics of each variable and correlation coefficients among Variables 
 
 

Variables 

 

GPA 
 

MOTI 

 

TEAC 
 

ATTI 
 

SBHV 

 

TIME 

 

ACHI 

GPA 

MOTI 

TEAC 

ATTI 

SBHV 

TIME 

ACHI 

1.00 

.095 

.112 

.114 

.231** 

.056 

.112 

 

1.00 

.074 

.385** 

.433** 

.250** 

.432** 

 

 

1.00 

.217** 

.232** 

.061 

.176** 

 

 

 

1.00 

.467** 

.328** 

.449** 

 

 

 

 

1.00 

.411**  

.507** 

 

 

 

 

 

1.00 

 .423** 

 

 

 

 

 

 

1.00 

 

Mean 
 

2.58 
 

3.64 
 

3.98 
 

3.33 
 

3.37 
 

2.46 
 

68.04 

 

SD. 
 

.45 
 

.43 
 

.47 
 

.54 
 

.55 
 

1.01 
 

13.96 

* p < .05   ** p< .01 
 

 

 

 

 

 

 

 
 

 

Figure 2 A model of causal relationship among variables with empirical data 

 

 

 

 

 

GPA 

MOTI 

TEAC 

ATTI

SBHV

TIME ACHI 

.37* 

.29* .23* 
.17* 

.32* .19* 
.13* 

.15* 

.33* 
.31* 

.22* 
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Table 3 The effect coefficient of variables in causal relationship model on statistics  
  achievement   
 

ATTI SBHV TIME ACHI  

Variables 
TE IE DE TE IE DE TE IE DE TE IE DE 

MOTI 

TEAC 

GPA 

ATTI 

SBHV 

TIME 

.37 

.19 

- 

- 

.37 

.19 

.41 

.19 

.15 

.32 

.12 

.06 

- 

- 

.29 

.13 

.15 

.32 

.20 

.09 

.05 

.27 

.33 

.20 

.09 

.05 

.10 

- 

- 

- 

- 

.17 

.33 

.26 

.12 

.09 

.39 

.38 

.22 

.26 

.12 

.09 

.16 

.07 

- 

- 

- 

- 

.23 

.31 

.22 

 

χ2 = 16.93, p = .02, df. = 7; GFI = .98, AGFI = .93, SRMR = .04, RMSEA = .07, R2 = .35 

 

Discussion 

 According to the research, we found that the entire variable in the relationship 

model of the causes of the statistics achievement can explain variance of statistics 

achievement about 35%. The variable which has the most direct effect towards statistics 

achievement are consist of six variables which are achievement  motivation, quality of 

instruction, current cumulative GPA, attitude toward statistics, study behavior, and time for 

external study. The characteristics of each variable have the effect towards statistics 

achievement. The result of the research shows the concordant of the constructivist theory. 

This said that the learner is the one who create their own knowledge. The relationship 

between the lesson and the knowledge, the understanding and new experience can be 

adapted with the study. It works with the evaluation which helps the learner can create their 

own knowledge. Also with the social learning theory, which states that the study come from 

the imitation or the observation of other’s action. It can be used with the cooperating study, 
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practice, conversation, and suggestion with discussion. The evaluations and the result of the 

best study can be described as the following:  

 Attitude towards Statistics 

  Attitude towards statistics is the most influential variable which has the overall 

impact towards statistics achievement. There is not just only the direct effect but the 

indirect effect also. Attitude towards statistics is the action of the student. We found that 

students who took statistics as the important subject, their result will be great also. That is 

why attitude towards statistics is very important for the professor to encourage the student 

to realize in the useful point of statistics. It also makes the student to have a good attitude 

towards their own study in both direct and indirect effect towards statistics achievement in 

study. 

 Study Behavior 

 Study Behavior is the second influential towards statistics achievement; there are 

both direct and indirect effects. This is because study behavior can leads to the study 

method such as study planning, reading, searching, preparing, and study responsibility. All 

these factors are important and not specific only for the study target but it also reflects their 

working behavior. Achieving in the study is not depends on your intellect only but your 

enthusiast and your effective study method. If the student has a very effective study 

behavior, they will also have an effect statistics achievement. If they are not, it will also 

have the effect on their result. So the professor should encourage the student to generate the 

effective study behavior for their own advantage. It will also become their behavior until 

they graduate from the university.  

 

 

2008 HICE Proceedings 
Page 3012



 9

 Achievement Motivation 

 Achievement motivation is the third influential towards statistics achievement but it 

has just only indirect effect. The reason is because motivation is the desire to accomplish 

and motivate the people to be better. The variable that has the effect towards statistics 

achievement in studying shows that person who has a highly motivate would be willing to 

adapt themselves to better than others. The study ambitious and adapted can make them 

more successful that the person who has low motivation.  

 Time for external study 

 Time for external study is one of the most influential towards statistics 

achievement, it has the direct effect. The reason because statistics study that needs time for 

external study; they have to practice the exercise by themselves. So the independent study 

is another way besides study in class. In this research, we found that the more time for 

external study they need the more great they will get. In contrast, If they use just only a few 

time for external study, it will also bring you grade down. 

 Quality of instruction 

 Quality of instruction is the indirect influential towards statistics achievement. 

Qualities of instruction consist of instructor’s character, the atmosphere in the class, the 

relationship between instructor and the student, and afford that instructor use during the 

lecture. According to the research, we found that the variable of quality of instruction is one 

of the important factors towards statistics achievement in statistics. So the instructor should 

have an effective reaction, build up the good atmosphere, appropriate behavior, and good 

personality. These entire factors have the indirect effect towards students’ statistics 

achievement. 
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 Current cumulative GPA 

 Current cumulative GPA is another indirect influential towards statistics 

achievement. We can say that current cumulative GPA is the primary knowledge, if who 

got a good GPA or has a very good knowledge will have a good score in the primary 

standard. We think that it should have the effective study method that can be used as the 

study behavior in the higher level. This can also have the indirect effect towards the study. 

 
Suggestions 

Useful research suggestions 

 According to the research, we found that quality of instruction has the variable 

effect towards statistics achievement. So the instructor should consider about the study 

method, the estimation during the lecture which suit with the student. It can help them to 

realize in the important of the study. It also motivates the student to have positive thinking 

towards the subject and generate the effective study behavior. The instructor should advise 

the study to have time for external study to revise what they have just studied. This can help 

the student succeed in the study and also develop their own study to be more effective. 

 In addition, the Student should have highly motivate because it is one of the 

variable that encourage the student to have a good attitude towards study, effective study 

behavior, and time for external study is also required. All these factors can help the student 

to have an effective statistics achievement.  

 
Suggestion for the next research 

 From this research, we have found that there are six variables of the relation model 

that causes statistics achievement. It can explain how variance of the variable into 35.0%; 

we can notice that there is another variable that effect statistics achievement. So in the next 
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research, we would take different idea or another student’s study theory mix it together for 

generating the relation model of statistics achievement to be more effective.   
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Global warming, resource management, the ozone layer, destruction of natural habitats, 
and conservation are just some of the economic, political, ecological, and social aspects 
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literacy is great.  We will look to the education system to help educate people and instill 
the confidence and commitment to take responsible action on behalf of the environment.  
Environmental education enhances critical thinking, problem solving, and effective 
decision making skills, and teaches individuals to weigh various sides of an 
environmental issue to make informed and responsible decisions.  Workshop participants 
will be introduced to three nationally acclaimed environmental education programs that 
facilitate and promote awareness, appreciation, knowledge, and stewardship of water 
resources, wildlife, and plant life.  Project WET, Project Wild, and Project Learning Tree, 
respectively, are premier environmental education programs that have been aligned with 
curricular goals and objectives by state, with each program having curriculum guides 
filled with interdisciplinary activities integrated across core subject areas for grades K-12.  
This highly interactive workshop uses cooperative learning, multiple intelligences, and 
brain-friendly activities that will inspire educators to a new level of environmental 
consciousness. 
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      She was absent yesterday: What recasts may tell us about second language 

learning 
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                         The University of Texas at Austin 

Recasts have been a focus in SLA for their implicit corrective nature as well as the 

possible positive evidence they could provide for L2 learners as a resource of input, which 

may cause language acquisition to occur. Researchers in both L1 and L2 learning have 

attempted to identify the role that recasts or the negative evidence embedded in them with 

their relation to l2 learner’s interlangauge development. Pinker (1989) argued that for 

negative evidence to function in L2 acquistion, there are four things to consider: the existence, 

existing in usable form, in use and necessity. In a similar vein, it is critical for recasts with 

their probable implicit negative evidence or positive evidence or both provided for L2 

learners to address these features to empirically prove their effect on L2 acquisition. Thus, in 

this article, the studies stressing students’ uptake in response to recasts was reviewed and 

analyzed. Further, the definitions of recasts proposed by researchers in L1 and L2 acquisition 

were reexamined first and a further clarification of the definition would be proposed. On the 

other hand, since it is critical for language teachers to be aware of which type of recasts 
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would be more beneficial to L2 learners at different levels of proficiency, many types of 

recasts being explored in many studies (e.g. Lyster, 1998a; Oliver, 1995) were also reviewed 

to give future researchers as well as instructors a better idea of how to more efficiently utilize 

recasts in the classroom. Finally, due to the confusion of these terms used in recast research, a 

further argument regarding how to distinguish between them was indicated. Then several 

research questions were raised for future studies in this field.  

 

Recasts have been the focus of studies in SLA for the role they play in L2 learners’ 

interlanguage development.  Some research regards them as implicit negative evidence 

whereas others consider them to be both implicit and explicit evidence for L2 learners. In this 

paper, many aspects of recasts will be reviewed and some research questions will be raised 

for future studies. 

Theoretical background: Recasts’ role in L1 and L2 acquisition 

      Different researchers hold different perspectives on whether it is appropriate to correct 

learners’ errors. In the contexts of communicative and content-based instruction, errors are 

seen as evidence of progress. The errors that students make show that they attempt to use the 

language that is beyond their current level of proficiency.  Nevertheless, some researchers 

argue that error correction should be avoided since it can only lead to temporary change of 

the learners’ language and will cause negative affective effect (Truscott, 1999). Recasts, also 

one feedback technique that is mostly used in communicative and subject-matter classrooms, 

respond to the view point that learners’ errors require feedback to enhance their L2 

interlanguage development to be more target-like. Some researchers indicate that recasts can 

help L2 learners to be aware of the difference between their current interlanguage and the 

target language (Long & Robinson, 1998).  Nevertheless, other researchers argue that 

teachers’ recasts may not be received as a form of correcting learners’ errors, but are 
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perceived as a confirmation of the content of the learner’s utterances (Schachter, 1981).  

Such response to learners’ errors are often regarded as the reaction to the meaning of learners’ 

utterances, not the form.  

       However, there are several theoretical frameworks for recasts to be perceived as 

positively affect learners’ language development.  In first language (L1) acquisition research, 

the Direct Contrast Hypothesis proposed by Saxton (1997) suggests that by providing 

immediate feedback following a child’s erroneous utterance, the child will perceive the 

contrast between his/her original utterance and the adult’s form.  Through this comparison 

of different forms of utterance, the child will eventually rejects the incorrect form and replace 

it by the correct one he/she perceives from the adult(s).  

      In second language acquisition, a theory-Noticing Hypothesis- put forth by Schmidt 

(1990) is the most cited reference for explaining the benefits of recasts.  The researcher 

argues that learners acquire the new linguistic features when they are noticed in the input. 

Given that recasts are the immediate reactions following learner utterances, it is assumed that 

they allow learners to contrast the new form of language with their own while the meaning is 

retained.  

      The two theories imply that recasts may be considered negative evidence due to their 

nature of correction and the negative affective influence that recasts could entail. On the other 

hand, recasts are examined from a Universal Grammar model.  Recasts may not affect 

language acquisition due to their “role as ‘negative evidence’” (Nicolas et al., 2001, p. 722), 

but as positive evidence, which means the new linguistic forms are not the feedback of the 

learners’ errors in their utterance but just some examples of acceptable sentences in the target 

language.  Thus recasts act as either positive or negative evidence based on the approaches 

by different schools of thought. As Leeman (2003) states, recasts not only offer the negative 

evidence because of it’s unacceptability of linguistic form of the utterance but also provide 
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the learners the positive evidence since the reformulation of the original utterance is offered 

by either the parents, teachers or the native speakers of the target language. In this paper, 

recasts will be reviewed as both positive and negative evidence as well as a type of feedback 

to learners’ errors.  

       Due to this ambiguity of recasts, researchers have proposed studies to investigate the 

role that recasts play in L1 and L2 acquisition (Mackey and Philip, 1998; Long et al. 1998; 

Leeman, 2003; Pinker, 1984).  Given to their role as a type of input in both L1and L2 

learning, recasts are also regarded as a type of corrective feedback. Chaudron (1977) suggests 

that corrective feedback is the teacher’s reactions to students’ utterances that indicate 

teachers’ transformation, disapprovingly referring to, and demands of improvement of 

learners’ utterances. (p. 3).  Since recasts are provided following learners’ ill-formed 

utterances, they are also a type of feedback to indicate the teachers’ or the caregivers’ 

reactions to students’ or the child’s utterances. 
 

                        Definitions of recasts 

       Definitions of recasts in L1 and L2 language acquisition have been researched and 

refined by many studies (Farrar, 1990; Leeman, 2003; Long, Robinson, 1998; Lyster, 2004; 

Nicolas et al., 2001). Most of the studies regard recasts as the reformulation of L2 learner’s 

ill-formed utterances. However, their definitions may vary in some aspects. Before examining 

these definitions by different studies, four things (Farrar, 1990) that recasts can do in first 

language acquisition should be mentioned since they pertain to the definitions of recasts in 

both L1 and L2 learning: (1) reformulating child’s utterance, (2) expand the child’s utterance, 

(3) continue the topic of conversation initiated by the child, or (4) replying to child’s 

utterance (Nicolas et al., 2001, p. 727). Farrar (1992) suggests that recasts are the utterances 

“in which parents explicitly correct the child’s sentence by adding syntactic or semantic 

information.” (p. 90).  Recasts defined here mean change or add the morphosyntactical, 
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phonological or lexical items to child’s speech.  Long (1996) defines recasts as “utterances 

that rephrase a child’s utterance by changing one or more sentence components . . . while still 

referring to its central meaning.” (p. 434).  In Long’s version, the child’s ill-formed 

utterances are reformulated by the adults while the meaning is still maintained and this 

definition seems to echo part of the four things that Farrar (1990) notes about recasts.  

Lyster and Ranta (1997) also refer recasts, a type of corrective feedback, to as “the 

teacher’s reformulation of all or part of a student’s utterance, minus the error.” (p. 46). 

Although Lyster and Ranta (1997) discern recasts as a type of corrective feedback, their 

definition of the term still corresponds to Long’s definition in some aspects. Lyster (1998b) 

also defines recasts “as the teacher’s implicit provision of a correct reformulation of all or 

part of a student’s ill-formed utterance.” (p. 58).  In this context, recasts are still regarded as 

a type of implicit corrective feedback.  Bohannon et al. (1996) gives recasts a similar but 

somehow broader definition by proposing that recasts can be regarded with the sense of 

growth. Recasts can include those that show the relationship between the child’s utterance 

(platform utterance) and a recast that the adult expands, delete, transform, or changes the 

platform whereas the significant overlap meaning of the original utterance is maintained. (p. 

551).  It is obvious that all these definitions of recasts are subtly different in L1 and L2 

learning. Recasts defined in the context of first language learning are these that occur during 

the interaction basically between the parent/caregiver and the child.  When comparing the 

definitions purported by the researchers in L1 and L2 acquisition, it appears that the 

definition of recasts proposed by L2 researchers is more restricted.  In first language 

acquisition, recasts do not only involve the restatement of learners’ utterances but also 

include the expansion of it (see recasts defined in the sense of growth by Bohannon et al, 

1996).  In L2 acquisition, Long’s (1981, 1983b, 1996) Interaction Hypothesis provides a 

basis for defining recasts in second language learning.  He argues that second language 
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acquisition is the development of language where the interactions, during which meaning 

negotiation occurs, between learners and the proficient speakers, or between the learners and 

some written texts take place. (Doughty and Williams, 1998, p. 22).  This process of 

meaning negotiation will certainly bring about negative feedback, including recasts.  When 

regarding recasts as negative feedback with integration of additional cues instead of negative 

evidence (e.g., Doughty & Valera, 1998; Oliver, 1995; Long & Robinson, 1998), they seem to 

be more effective to lead learners to recognize the recasts as feedback on the errors of their 

utterances (Doughty, 1999). On the other hand, recasts are considered to be “implicit” 

negative evidence based on Long and Robinson’s (1998) diagram in terms of the input 

received by L2 learners (Figure 1).  In this framework, recasts fall into the category of 

implicit evidence due to its covert features of language forms and they do not interrupt the 

communication flow. (Nicolas et al., 2001).  Given the implicitness of recasts in language 

acquisition, the definition of the term in L2 learning is further confined to learners’ noticing 

of the discrepancies between their interlanguage and the target language in L2 acquisition.  
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                                              (Nicolas et al. 2001, p. 734) 

                   Types of recasts 

 Types of recasts have been identified and distinct from other types of corrective 

feedback in L1 and L2 studies.  However, the categories that researcher establish are not 

well-identified and it seems that there may be some similarity among these different 

frameworks for locating different types of recasts.  Long et al. (1998) propose a study 

investigating if reactive implicit negative feedback (recasts) can be more effective than 

preemptive positive input (model). Several target structures are used to find the effectiveness 

of both treatments in two foreign languages, Japanese and Spanish.  In this study, the 

researchers indicate that corrective recasts, similar to the definition of recasts in L2 learning, 

“are responses which, although communicatively oriented and focused on meaning rather 

than form, incidentally reformulate all or part of a learner’s utterance, thus providing relevant 

morphosyntactic information that was obligatory but was either missing, or wrongly supplied, 

in the learner’s rendition, while retaining its central meaning.” (p. 358).  This definition of 
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corrective feedback emphasizes more of the role of recasts to be negative evidence. 

Nevertheless, negative evidence is supplied to language learning through the delivery of 

feedback. In other words, recasts can also be regarded as negative feedback and they have 

been well researched in many studies (Lyster and Ranta, 1997; Long et al., 1998; Panova & 

Lyster, 2002;).  Farrar (1992) investigates if young children respond to different kinds of 

adult utterances differently.  He proposes two different types of recasts: corrective and 

noncorrective recasts. The result of the study shows that children react to corrective recasts 

more frequently than they do to noncorrective recasts.  In this study, noncorrective recasts 

are those that take children’s utterances and add some more complex utterances (Nicolas et 

al., 2001).        

According to Long’s (1983, 1996) Interaction Hypothesis, through the negotiation of 

meaning, it will draw learners’ attention to the difference between their output and the input. 

Thus, recasts are the subsequent actions following this process of meaning negotiation during 

interactions.  However, Lyster (1998a, 1998b) argues that it is not the negotiation of 

meaning that pushes learners to notice the mismatches, but the negotiation of form. The 

researcher indicates that by negotiating the form between learner’s output and the input, 

timely opportunities are offered for learners to link the form and the function in the target 

language, while the communicative flow is not interrupted and the mutuality of negotiation is 

also maintained.  Thus recasts are distinguished from negotiation of form since the former 

provides learners the correct form whether it will be repeated or not. The latter offers clues or 

signals to facilitate self- or peer repair (Lyster, 1998a).  Notwithstanding, Lyster (1998a) 

analyzed the nature of recasts with the data obtained from a previous study (Lyster & Ranta, 

1997) and two general categories and several sub-categories of corrective recasts and other 

types of repetition are coded in this study. The following table is a brief description of them: 

Table 1: Corrective recasts and noncorrective repetition  (Lyster, 1998a) 

Corrective recasts Non-corrective repetitions 
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Type I: An isolated declarative recast 

 It provides confirmation of a learner’s message 

by correctly reformulating all or part of the 

utterance with falling intonation and no 

additional meaning.  

Type I: An isolated declarative repetition 

 It provides confirmation of the learner’s 

message by repeating all or part of the utterance 

with falling intonation and no additional 

meaning.  

Type II: An isolated interrogative recasts 

 It seeks confirmation of a learner’s message by 

correctly reformulating all or part of the 

utterance with rising intonation and no 

additional meaning. 

Type II: An isolated interrogative repetition 

 It seeks confirmation of the learner’s message 

by repeating all or part of the utterance with 

rising intonation and no additional meaning. 

Type III: An incorporated declarative recast 

 It provides additional information by 

incorporating the correct reformulation of all or 

part of a learner’s utterance into a longer 

statement. 

Type III: An incorporated declarative repetition 

 It provides additional information by 

incorporating all or part of a learner’s utterance 

into a longer statement. 

Type IV: An incorporated interrogative recast 

 It seeks additional information by incorporating 

the correct reformulation of all or part of a 

learner’s utterance into a question  

Type IV: An incorporated interrogative repetition 

 It seeks additional information by incorporating 

all or part of a learner’s utterance into a 

question 

(See the examples of these types of recasts and repetition in appendix A)                              
(p. 58-59, 63) 

           It appears that the types of recasts identified in this study are more associated with 

how recasts are defined in first language acquisition. According to the discussion of the 

definitions of recasts, they are more constrained in L2 due to their implicit and negative 

features (Long & Robinson, 1998).  However, in this study, recasts include those that the 

original utterances are expanded.  Type III and IV for both recasts and repetition all function 

as the feedback to make the original utterance longer or into questions.  On the other hand, 

as Farrar (1992) states, non-corrective recasts are those that the erroneous linguistic forms 

produced by the child are not correctly reformulated but are embedded with one or more 

major syntactic elements that are not present in the child’s previous utterance (Nicolas et al., 

2001). Thus, type III and Type IV repetition may also be regarded as types of recasts.  

       Along a similar vein, Morgan et al., (1995) reexamine the data from Brown’s (1973) 

study and found that there is no relation between the acquisition of article system and recasts. 
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They put forth two categories of recasts based on the effect of them on the acquisition of the 

target structure: minimal recasts and expanded recasts. Minimal recasts refer to adding the 

missing components or features of the original utterances whereas expanded recasts not only 

add the missing information but embed some related materials (Nicolas et al., 2001).  

        Based on the previous discussion about the types of recasts, it is critical to know 

that they are identified in different language learning contexts.  Lyster’s (1998) framework 

is derived from classroom interaction, for example.  Unlike Lyster, Farrar (1992) invents the 

profiles from the interaction between children and their caretakers in L1 learning.  Yet, these 

types of recasts are all pertinent to the reformulation of learner’s original utterance and can be 

utilized in both L1 and L2 acquisition.  

Recasts as corrective feedback and learner uptakes  

      Recasts have been investigated in several different learning contexts such as 

experiential, observational studies, and in the setting of Native and non-native interactions. 

Many studies have focused on investigating recasts and how learners respond to them. These 

learners’ responses are called learner uptakes.  Uptakes, a notion borrowed from speech act 

theory (Austin, 1962), enable researchers to quantify students’ participation in corrective 

discourse and to explicate learners’ reactions and responses to the teacher’s feedback during 

the discourse.  According to Panova and Lyster (2002), “uptakes refers to different types of 

student responses immediately following the feedback, including responses with repair of the 

nontarget items as well as utterances still need of repair (Lyster & Ranta, 1997).” (p. 574). 

Researchers also have identified error types and their relationship with recasts. It appears that 

certain type of errors will go with recasts and learner uptakes of recasts seem to be low. 

Nevertheless, teachers appear to use recasts frequently in the classroom. Furthermore, it 

seems that recasts may work better for proficient and adult learners than young learners due 

to the readiness of perceiving recasts as corrective feedback, not an alternative to L2 learner’s 

2008 HICE Proceedings 
Page 3028



original utterance.   

Panova and Lyster (2002) propose a study understanding patterns of corrective 

feedback and uptake in an adult ESL classroom. Based on the six types of corrective 

feedback identified by Lyster and Ranta (1997): explicit correction, recasts, clarification 

requests, metalinguistic feedback, elicitation, and repetition, and two types of learner uptake, 

namely uptake with repair and uptake with need-repair (Panova and Lyster, 2002, p 576), the 

researcher want to find the error treatment patterns and to see if recasts are perceived as more 

salient for adult learners than for children, which will result in more learner uptake.  The 

results indicate that there are seven types of corrective feedback that the teacher use, in 

addition to the six types of corrective feedback identified by Lyster and Ranta (1997).  One 

additional type located as corrective feedback in this study is translation. This type of 

feedback has been coded differently in these two studies by Lyster and Ranta (1997) and 

Panova and Lyster (2002). In the previous study, translation is regarded as recasts “due to 

their similar function of reformulating nontarget learner utterances” (Panova and Lyster, 2002, 

p. 582-583).        

Nevertheless, the researchers identify translation as recasts in the previous study and 

as another category in addition to recasts in the latter study because of the frequency. In the 

previous study (Lyster and Ranta, 1997), they do not find many moves in terms of translation 

as a feedback move while in the latter study, the occurrences of translation are high.  The 

results of Panova and Lyster’s study show that more than half of the feedback turns are 

recasts (55%).  When regarding learner uptake moves, recasts receive only 40% of the total 

number of the feedback type.  On the other hand, the researchers find that teachers’ use of 

other types of corrective feedback is limited.  That is to say, teachers utilize these techniques 

such as recasts much more frequently than any other types of corrective feedback in the 

classroom.  There are several reasons that researchers speculate on for teacher’s frequent use 
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of recasts. One is due to students’ low proficiency level since other types of corrective 

feedback moves such as clarification that would invite more student participation in the 

classroom.  Another perspective derived from this study is the learners’ readiness for 

acquiring the target structure that recasts emphasize. The researchers conclude that more 

proficient learners may pay attention to recasts and take them as negative evidence.  On the 

other hand, the positive evidence that recasts can provide will be more conducive to less 

proficient learners.  Lyster (1998b) examines the 4 error types and their relationship to 3 

main feedback types (negotiation of form, recasts, and explicit correction) as well as to 

learner repair.  Even though this study do not investigate learner’s uptake, the types of repair 

reacted by learners and found by the study can still be identified as uptakes since they include 

repair of non-target items as well as utterances that still need repair (Lyster and Ranta, 1997).  

The participants are 4 French immersion teachers at the Grade 4/5. The students in this study 

are mainly young learners.  The findings suggest that when grammatical and phonological 

errors occur, teachers tend to use recasts.  When dealing with lexical errors, negotiation of 

form is utilized more often than recasts. With respect to the pattern of types of corrective 

feedback and repair of types of learner errors, most phonological repairs are learner 

repetitions following recasts.  Then most of the grammatical and lexical repairs are peer- 

and self repairs that follow negotiation of form.  Given the ambiguity of recasts, researchers 

argue that recasts of some lexical errors are often regarded as an alternative of the learner’s 

ill-formed utterance.  In conclusion, two patterns of corrective feedback used by teachers 

and repair are summarized in terms of error treatments: (1) teachers are inclined to recast 

grammatical and phonological errors while using negotiation of form to correct lexical errors. 

(2) Recasts appear to precede phonological repairs while negotiation tends to precede 

grammatical and lexical repairs. The researcher also indicates that recasts may not be an 

effective corrective feedback for young learners due to their implicitness and the potential 
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positive evidence they provide the learners with. Young learners may not pay attention to 

recasts as negative feedback for teacher’s approval of learner’s content of the utterances, not 

specifically stressing learner’s erroneous linguistic form.  

Lyster (2004) proposes a study to understand if Form-Focused Instruction (FFI) will 

improve French students’ ability to use grammatical gender with accuracy. Other two 

purposes of this study are that first if FFI is more effective with or without feedback and 

second if either type of feedback-recasts and prompts-is more effective than the other.  Four 

Francophone teachers and their students from eight classes participate in this study.  These 

eight classes are divided into three treatment groups and one control group. One group 

receives FFI.  Two groups receive FFI plus one type of feedback respectively and the 

control group does not receive both FFI and feedback.  The results of the study show that 

learners do not benefit from recasts as much as they do from prompts.  The researcher 

argues that the less effect of recasts on students’ acquisition of grammatical gender in written 

tasks may be due to the ambiguity of gender errors in recasts or learner’s difficulty in 

noticing the morphosyntactic errors in recasts.  

According to the previously reviewed studies, it appears that recasts are not regarded 

as effective in enhancing young learners’ language acquisition due to its negative and implicit 

nature and the low learner uptake.  Nevertheless, as Oliver (1995, 2000) and Lyster (1998a) 

indicate, the features of discourse that teachers and students exchange during the process of 

meaning negotiation may make the repetition of recasts unnecessary or awkward.  The 

resultant low learner repairs may not suggest that learners do not attend to the corrective 

feedback.   

Ellis, Loewen and Erlam (2006) research the effect of implicit and explicit corrective 

feedback (recasts) on the acquisition of L2 grammar.  The researchers argue that some 

recasts are quite explicitly corrective and support explicit error correction by raising 
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autonomous induction theory (Carroll, 2001) and Connectionist models.  The purpose of this 

study is to see if explicit error correction in the form of metalinguistic information is more 

beneficial to students’ acquisition of grammar than implicit feedback in the form of recasts.  

The results show that metalinguistic group differs significantly from either the recast or the 

control group or both and the researchers indicate that corrective feedback has a greater effect 

on the learning of implicit knowledge than on their explicit knowledge since the effect is also 

shown on their delayed posttest, which implies that they have generalize their item learning 

to system learning.  However, the sample size is small (n=34) and they are not randomly 

distributed (intact group).  The treatment is too short for us to see if recasts would have 

proved to be more effective.  

 

           Recasts as positive evidence 

On the other hand, recasts are also considered to be positive evidence because of its 

corrective reformulation of learner’s ill-formed utterance.  The following study perceives 

recasts as the positive evidence and provides a different perspective on the role of recasts 

assigned in language acquisition theory.  Leeman (2003) argues that recasts, in addition to 

their role of implicit negative evidence, such as providing the information of the utterances 

that are impossible to learn in L2 classrooms, also provide positive evidence.  She 

approaches the issue of recasts from three aspects-negative evidence, interaction and 

salience- and indicates that although empirical studies may not demonstrate that recasts as 

negative evidence are beneficial for learner’s language learning, the advantage of recasts to 

learning first or second language could result from the positive evidence.  As learners attend 

to the salient forms and negotiate meaning in the interaction with, the process provides 
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learners exposure to negative feedback, which further offers learners opportunities to modify 

their output and identify the linguistic input (Long, 1996; Pica,1994; Swain, 1995).       

In order to understand if recasts make the positive evidence salient, Leeman (2003) 

proposes this study.  Seventy-four undergraduates of L2 Spanish participated are engaged in 

communicative interaction in one of the four conditions: recasts, negative evidence, enhanced 

salience of positive evidence, and unenhanced positive evidence.  The task is administered 

by the researcher through her individual interaction with each participant based on these four 

conditions.  When selecting the target structure, several criteria are applied: (1) low 

communication load (2) low saliency (3) unlikely to be acquired by classroom learners.  In 

this study, noun-adjective agreement in French is selected as the target structure.  The 

findings indicate that both recasts and enhanced salience groups outperform the control group. 

However, the negative evidence group does not perform significantly better than either 

recasts or enhanced salience of positive evidence group.  The researcher suggests that 

negative evidence alone is not a crucial factor in recasts.  Otherwise, the negative evidence 

group should have outperformed the other two treatment groups.  She concludes that several 

interactional features, including recasts, “can lead to greater development by highlighting 

specific forms in the input.” (p. 57).  In other words, with enhancement of the target form 

during the provision of recasts, the effect will be considerably increased in terms of fostering 

students’ interlanguage development.  One limitation of this study is that it is conducted in a 

laboratory and the treatments are intense, which make the generalizability of the results to 

other settings constrained because recasts occur more often in classrooms and real-world 

interactions.  

         Recasts as negative evidence/feedback  

According to Long and Robinson (1998) and the definitions identified by both L1 and 

L2 studies, recasts have been investigated as negative evidence in many studies. The 
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proposition that recasts as negative evidence can enhance L2 learners’ interlanguage 

development has been investigated by many researchers. However, some of the results partly 

support the argument and it will need further studies to validate the role of recasts as negative 

evidence in L2 acquisition.  

  Braidi (2002) reexamines the role of recasts in native-speakers (NS) and 

non-native-speaker (NNS) interactions in a non-classroom setting.  The researcher proposes 

this study to understand under what circumstances recasts occur in NS/NNS adult interactions. 

Since recasts have been regarded as negative evidence, the researcher argues that in order for 

recasts to be assigned as a role in language acquisition, there are four criteria for negative 

evidence to meet and they are proposed by Pinker (1989): Being existed, being useful, being 

used, and being necessary.  She also adopts Pica’s (1988) negotiation types of NS-NNS 

negotiation-one-single and negotiated interactions- and adds one more type-nonnegotiated- to 

investigate if recasts occur in all types of meaning negotiation. Then the researcher examines 

how and under which conditions adult NNS respond to recasts.  The findings indicate that 

more recasts occur to respond to multiple-error utterances in terms of utterance 

grammaticality, which is the opposite of the findings in the previous study (Oliver, 1995).  

Further, as the pattern of interactions becomes more difficult (e.g. expanded negotiated 

interactions), the occurrence of recasts is higher.  The researcher concludes that “recasts as 

negative feedback are available in the input when learners potentially need them, i.e., in 

instances when communication has broken down.” (p. 28).  Nevertheless, future studies are 

needed to validate this different pattern of recasts. 

 Long et al. (1998) proposes a dyadic study to investigate the effect of implicit 

negative feedback (recasts) and preemptive positive input (modeling) on second language 

acquisition.  The two second languages examined in this study are Japanese and Spanish. 

Participants are 24 adult learners enrolled in Japanese 102 course and 30 adult learners from 
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Spanish 201 course. Two target structures in each language are selected.  The results show 

that recasts are more effective than modeling with respect to short-term interlanguage 

development.  The effect of recasts varies across different features.  In some cases, there is 

no significant difference between the learners’ performance in the two conditions (modeling 

and recasts).  Recasts have more influence on L2 Spanish learners learning of adverb 

placement while their effect on L2 Japanese learners’ acquisition of the target structures are 

not significantly different from modeling.  The researchers argue that this identical effect of 

both recasts and modeling on L2 Japanese learning may be due to some prior knowledge of 

two of the learning targets. For L2 Spanish learners, since those who have the prior 

knowledge of the target structures are excluded from the experiment, the result is less 

ambiguous.  

    Mackey and Philip (1998) design a study to understand the effect of intense 

recasts on ESL learner’s acquisition of English question forms. The participants are 

thirty-five adult ESL learners from beginner and low-intermediate intensive English classes. 

They are assigned into two groups-readiness and unreadiness-based on the assessment of 

their proficiency level, which implies that there are participants who are not ready for 

developing these question structures. Then these participants are randomly assigned to two 

Interactor groups, two Recast groups and one Control group.  The Recast groups receive 

intense recasts while the Interactor groups do not receive such recasts. One thing to note is 

that the control group comes from the “ready” pool of participants. The findings suggest that 

the Recast Ready group is the only group that shows significant improvement.  On the other 

hand, types of interactions do not make difference for less proficient learners on their 

acquisition of the learning targets.  The result that Recast Ready group improves the most 

appears to correspond to Farrar’s (1990) findings in first language acquisition that “learners 

were able to perceive the corrective nature of the recast only when they have reached a stage 
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of “developmental readiness.” (Nicolas et al., 2001, p. 746).  In other words, recasts can be 

perceived by learners as negative feedback when learners have reached certain level of 

language proficiency.  

                     Recasts as written corrective feedback 

Recasts used in the previously reviewed studies have been referred to almost verbal 

corrective feedback provided in different learning or non-instructional settings.  However, 

the concept of recasts can also be applied to written corrective feedback and when they are 

applied as written corrective feedback, they seem to be effective in L2 learners’ learning in 

written language.  Ayoun (2001) proposes a study investigating the effectiveness of written 

recasts and models in the acquisition of the aspectual distinction between two past tenses in 

French, passé compose and the imparfait.  Participants who are adult learners are assigned 

to the following three groups randomly: Recasting (implicit negative feedback), Modeling 

(preemptive positive evidence), and Grammar (explicit positive evidence and negative 

feedback). The results indicate that the R group performs significantly better than the 

G-group but not the M-group, which implies that the hypothesis that recasts are the most 

effective is partially supported.  This finding is aligned with the earlier study by Long et al. 

(1998) that recasts are more effective than modeling in acquiring a structure than the others.   

              Conclusion and implications 

According to the studies reviewed previously, it appears that recasts have been 

regarded as mostly the implicit negative feedback or negative evidence in terms of language 

acquisition theory.  However, the role of recasts in L2 learning is regarded as facilitative, not 

necessary (e. g., Ayoun, 2001; Farrar, 1990, 1992).  The findings of these studies with 

respect to the effectiveness of recasts on language acquisition, although are not uniform, 
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appear to suggest the following.  

 When utilizing recasts, learners’ developmental readiness for the target structures 

should be taken into account.  Several studies show that recasts have more effect on more 

advanced learners comparing to their less proficient peers (e. g., Braidi, 2002).  Furthermore, 

it seems that recasts work better for adult learners than they do for young learners since 

young learners seem to perceive recasts as an alternative to their original utterance, especially 

in content-based instructional settings (e. g., Lyster and Ranta, 1997).  Adult learners, 

different from young learners, manifest the awareness of recasts being corrective, not another 

way of expressing their ill-formed utterance.  Nevertheless, when learners do not respond 

immediately to teachers’ recasts, it does not mean that they do not notice recasts as negative 

corrective feedback.  Sometimes, the responses can be red herrings (Mackey and Philip, 

1998).  That is to say, learners may attend to the recasts provided by the teachers but due to 

the appropriateness of the interactional patterns (Braidi, 2002) they will not repeat the 

reformulated linguistic form immediately.  On the other hand, the role of recasts as negative 

evidence/negative corrective feedback has been well-studied by researchers in the laboratory 

(e. g. Long et al, 1998), in the classroom (e. g., Ellis et al., 2004), and in the natural settings 

(e. g., Braidi, 2002).  However, it seems that researchers do not make a clear distinction 

between recasts as negative evidence and these as negative corrective feedback.  The 

conceptions of these terms for recasts appear to be overlapped but also can be slightly 

different.  

 In terms of grammaticality level, the patterns of teachers or native speakers’ 

responses to learners’ errors with recasts also vary.  While some studies suggest that recasts 

are used more often for one-error utterance (e.g. Oliver, 1995) , other studies indicate that 

they are more utilized for multi-error utterance ( Braidi, 2002).  Nevertheless, such 

conclusion may have been achieved based on differing learning contexts.  Given the 
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negative evidence provided by recasts, there are several types of recasts that are identified in 

these studies.  Most of the types of recasts reviewed in this paper can be categorized with 

two general themes: recasts that reformulate the original utterance without adding any 

additional information and recasts that not only reformulate the utterance but also add related 

information or material to the original utterance.  However, it strikes one as important to 

know that researchers in L2 acquisition have been adopted the definition of recasts from first 

language acquisition to expand the scope of recasts in L2 learning.  

When regarding what error types suit the best for recasts, studies also suggest that 

recasts may work better for phonological errors while most of the time recasts are applied to 

correct grammatical errors (Lyster, 1998b).  Nevertheless, due to the difficult processes of 

grammatical rules, teachers may still use recasts most in order to help students repeat and 

transform their original utterance.   

With respect to these target structure researched in these studies, it appears that some 

structures are better candidate for recasts and it may need further studies to discover good 

candidates for using recasts to enhance L2 learners’ learning.  

Several research questions raised from this review about recasts are following. 

1. How recasts can work better for improving learners’ grammatical errors and under 

which learning context, or the natural setting? 

2. What is the difference when referring recasts to as negative evidence and negative 

feedback? Are they the same or they play differential roles in language 

acquisition? 

3. Is there a general or differential pattern of recasts in response to either single or 

multiple errors?   

4. Is there any good candidate for recasts in terms of target structures?  

       Through exploring the role of recasts in various learning and natural settings, 
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researchers and teachers will know when and how to utilize them to foster their students’ 

interlanguage development to be closer to the target-like stage.  
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Appendix A 
 
Examples for corrective recasts Examples for non-corrective repetition 
Type I: Isolated declarative recasts 
St: Oui c’est le assistante. 
   “Yes, it’s the assistant.” 
T3: C’est l’assistante. Ensuite c’est … ? 
   “It’s the assistant, Next, it’s … ?” 

Type I: Isolated declarative repetition 
St: C’est le cerf de Virginie 
  “It’s the white-tailed deer.” 
T3: Donc le cerf de Virginie.  
   Qu’est-ce que c’est, lui, le 
   cerf de Virginie?  
  “So it’s a white-tailed deer. What is the 

white-tailed deer?”  
Type II: Isolated interrogative recasts  
St: Dans euh … dans I’Ontario. 
  “Inside Ontairo.” 
T3: En Ontario? Non. Oui? 

Type II: Isolated interrogative repetition 
St: La grandeur de ta regle. 
   “The size of your ruler.” 
T3: La grandeur de ta regle.? 
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  “In Ontario? No. Yes?”    Excellent. A-peu-pres. 
   “The size of your ruler? Excellent. Just 

about.” 
Type III: Incorporated declarative recasts 
St: Comme les travaux de toutes les jours. 
  “Like everyday chores.” 
T3: Non. C’est pas les travaux de toutes les 

jours. 
   “No. Not everyday chores.” 

Type III: Incorporated declarative 
repetition 
St: Ah, euhm … mille neuf cent vingt-sept. 
  “Ah, uhm … nineteen twenty-seven.” 
T5: Non, c’etait pas en mille neuf cent 

vingt-sept. 
   “No, it wasn’t in nineteen 

twenty-seven.” 
Type IV: Incorporated interrogative 
recasts 
St: C’est comme le cereale. 
  “It’s like cereal.” 
T5: Est-ce que tout le monde est d’accord 

avec ca, que les gallettes de riz c’est 
comme des cereals? Oui? 

   “Does everyone agree with that,that rice 
cakes care like food grains? Yes?”  

 
 

Type IV: Incorporated interrogative 
repetition 
St: Un agrandissement de moitie. 
  “An enlargement by half.” 
T3: Hein? Est-ce que ca se peut, un 
agrandisement de moitie? 
  “What? Is that possible, an enlargement 
by half?” 

                                                      (Lyster, 1998a, P. 66) 
)  

 

 

 

 

 

 

 

 

2008 HICE Proceedings 
Page 3042



 
 
 
 
 
 

The Accreditation Circus 
 

M.O. Thirunarayanan 
Associate Professor 

Florida International University 
Miami, FL 33199 

United States of America 
Email: thiru@fiu.edu 

 
Introduction 
 
The circus is in town! The circus is in town! When I was a kid, these words conjured up images 
of elephants, jugglers, and oh yes, clowns, in garish and silly costumes, smiling and performing 
stupid tricks and making all children and adults laugh. 
 
Nowadays when I hear the words “The circus is in town, the circus in town!” I am more likely to 
conjure up visions of an accreditation team visiting the College and the town where I teach. 
Months before the team arrives, indications of its visit begin to loom large, much like newspaper 
and TV advertisements that announce the impending visit of the circus. 
 
I understand that accreditation is indeed a very serious business. It brings prestige to Colleges 
and Universities. Being accredited by a professional accrediting body implies that a College has 
passed scrutiny by a qualified third party and that the programs it offers have been certified to be 
of high quality. However, the process begins to resemble a circus when Colleges bend over 
backwards and try to do anything and everything that they can to please the accreditation agency. 
One College that I know even organized an accreditation “pep rally” (synonym for a ‘circus 
parade,’ I guess) for its faculty. The rally was held either intentionally or coincidentally under a 
tent (it looked like a smaller version of a circus tent to me) since rain was in the forecast on the 
day of the rally. I also heard that the university cheerleaders were invited to perform their act at 
the beginning of the pep rally. 
 
Accreditation agencies too may be contributing to this circus like atmosphere by expecting too 
much from the Colleges that they accredit. Holding Colleges accountable to high standards is 
one thing, but expecting the Colleges to jump through numerous, and sometimes questionable 
hoops of paperwork is another. 
 
Like the towns and cities that prepare themselves for the visit of the team of performers, 
Colleges too start their preparations for the visiting accreditation teams long before the team 
actually arrives. Permits and other documents needed by circuses have to be approved before the 
circus tent can go up. Similarly, a number of documents have to be prepared, to show the visiting 
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team that the academic programs offered by the College, are in compliance with the many 
expectations of the accreditation agency.  
 
The Dean of the College, or a designee who is usually an Associate or Assistant Dean, begins 
acting like a ringmaster, cracking the whip in the name of accreditation and making even the 
proudest of all faculty members to do his or her bidding. This is similar to the circus ringmaster 
who can make even the King of the Jungle, the mighty lion to obey commands by cracking the 
whip. The Dean or Associate or Assistant Dean only has to mention the name of the visiting 
accreditation team to tame even those feisty faculty members who normally are skeptical about 
the intentions of administrators. 
 
The parade of well trained elephants, camels and other animals, clowns, tumblers, jugglers and 
others, is a sign that the circus has finally come to town. When the accreditation team is in town, 
one can observe a similar parade of well chosen and perhaps well rehearsed faculty members 
who are introduced to members of the accreditation team and given a few minutes to converse 
with them. These are usually junior faculty members, faculty members belonging to minority 
groups, or those members of the faculty who are trusted by the administrators. 
 
Faculty members who are likely to present an unfavorable image to the accreditation team 
members are rarely left alone with the team members. This can be considered analogous to 
dangerous animals like tigers and bears being placed in their cages while the cages are dragged 
along the parade route. For all intents and purposes, these animals were in the parade, much like 
the fact that even faculty members who are considered likely to portray a negative picture of the 
College were introduced to members of the accreditation team. 
 
Administrators take the visits of accreditation teams as opportunities to do things they have 
always wanted to do, but were unable to accomplish, due to lack of support from faculty 
members that is normally necessary in order to accomplish things in universities. These things 
include making faculty members give up some or all of their responsibilities or in some cases 
requiring them to take on additional responsibilities that take time away from teaching, research 
and professional development, changing course content, adding or removing programs, changing 
the mission and vision of the institution, and so on. Without the threat of an accreditation visit, 
some of these changes will take quite a long time and support from large numbers of faculty to 
implement. 
 
Like elephants, administrators may also trample the rights of faculty members, including their 
rights to academic freedom, in the name of accreditation. The common reaction to objections 
from faculty to potentially disastrous actions that administrators are planning to take, in order to 
please members of the accreditation team is “we will take care of your legitimate concerns as 
soon as the team leaves.” The team comes and leaves, but nothing happens to correct any 
wrongdoings or its impact that faculty members have to continue to endure. The many, many, 
short sighted actions that administrators take in order to please and impress members of the 
accrediting agency often have disastrous consequences for the College in the long run.  
 
Accreditation teams, like circuses, come and go every few years. Life goes on as usual between 
such visits. In the wake of a visit from an accrediting agency, it is quite often members of the 

2008 HICE Proceedings 
Page 3044



faculty who, like the clowns in a circus, are left crying on the inside, while presenting apparently 
very happy and satisfied faces to the outside, unaccredited world. 
 
Thanks for listening. I have to go now. The circus, I mean the accreditation team is coming to 
my College, and I have to get ready to present my smiling face. 
 
------------------------- 
The author is an associate professor of learning technologies in the College of Education, Fellow 
of the Honors College, and 2007 Kaufmann Fellow, at Florida International University in Miami, 
Florida. This paper is loosely based on things the author has heard and seen over the years as a 
faculty member in different institutions of higher education. He hopes that he will not have to 
involuntarily start looking for a new job or make sudden plans to change his career soon after 
this paper is published. His e-mail address is thiru@fiu.edu 
------------------------- 
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Praxis I:  The Key to Retention of African-American Students in 
Teacher Education Programs 

 
Paper Abstract 

 
All across America, colleges and universities require students to pass Praxis I before 
being accepted into their Schools of Education or Teacher Education Programs.  Many 
students are not allowed to take Methods courses or upper level education courses until 
they have passed Praxis I.  In essence, students cannot continue their programs of study 
and they cannot graduate on time.  Research shows that sometimes college careers can be 
extended by as much as one to four semesters due to students’ failure to pass the Praxis I 
Exam.  Repeated unsuccessful attempts to pass Praxis I take a financial and emotional 
toll on students.  The majority of the students change majors to graduate and come back 
as licensure-only teachers.  Other students keep trying even though it prolongs their 
graduation date.  Sometimes this means students will have to take courses they do not 
need so they can stay enrolled in college until they pass Praxis I, and can graduate.  
Unfortunately, more African-American students are having this experience.  The 
Achievement Gap with regard to African-Americans and standardized tests doesn’t just 
automatically disappear at the college level. The author has spent six years successfully 
preparing predominantly African-American teacher education students at two Historically 
Black Colleges and Universities (HBCU’s) for the Praxis I Exam.  This paper outlines 
successful preparation strategies and tips colleges and universities can use to successfully 
prepare teacher education students for the Praxis I Exam, especially those students who 
are experiencing the most difficulty. 
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Abstract :  

The purpose of this study was to examine the correlation among attitude toward 

school violence, empathy and the types of conformity groups in bullying.  

The participants of this study were 556 students, attending fifth, ninth, and tenth 

grade, each from one elementary school, two middle schools, and one high school.  

The data of this study were collected by the self-reported questionnaires; 

Interpersonal Reactivity Index(Davis, 1980), Attitude toward School Violence 

Scale(Yang, 2003) and Questionnaires for Attitude of Bystander(Kim, 2003).   

 

The result of this study were as follows:  

 

1. The relationship between attitude toward school violence and the questionnaires 

for attitude of Bystander.  
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The attitude toward school violence showed significant correlation with the 

questionnaires for attitude of Bystander(r=.375, p<.01).  

It means that the bystander group has negative attitude about victims and positive 

attitude about violence as a problem solving skill.  

 

 

2. The relationship between empathy and the questionnaires for attitude of 

Bystander. The types of conformity groups in bullying showed significant correlation 

with empathy(r=.254, p<.01).  

 This result means that the children's ability of empathy might be just used to notice 

the situation of school violence, and blame both bully and victim. They are afraid of 

being bullied, so they use their ability of empathy to defense themselves.   

 

3. The relationship between empathy and attitude toward school violence.  

There were no significant correlation between attitude toward school violence and 

empathy(r=-.079, p<.05).  

 

This study provides important implication about the role of bystander in school 

violence. In this study, the students who have high attitude of bystander have 

empathy, but they do nothing, even suggesting a negative attitude toward the victims.  

Thus, in order to decrease school violence, attitudes of bystanders need to be 

changed.  
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Abstract: 

The Effects of Mother-Child Communication Style and Self-Expression on 

Subjective Well-Being in Elementary School Children  

 

   The purpose of this study is to identify the effects of mother-child 

communication style and self-expression on subjective well-being in 

elementary school children. 

 

   The subjects for this study were 330 children from elementary schools in 

Seoul, South Korea. Within the entire sample there were 164 children from 

grade 4 and 166 children from grade 6.  

 

   The data of the study were collected using the self-reported questionnaires;  

The Students' Life Satisfaction Scale(SLSS) and Children's Positive Affect and 

Negative Affect Scale were administrated to assess subjective well-being in 

children. The Parent-Adolescent Communication Inventory(PACI) and Self-

Expression Scale was administrated to assess respectively their mother-child 

communication style and self-expression.  
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   The results of the study were as follows:  

    First, the order in which children's life satisfaction was significantly affected 

were open communication, problem communication and self-expression.  

    Second, the order in which children's positive affect was significantly 

influenced were open communication, problem communication and self- 

expression.  

    Third, the order in which children's negative affect was significantly 

influenced were problem communication and self- expression.  
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 In Search of Highly Qualified Teachers: Oaklanders Create a Model for Recruiting  
    Ethnically and Racially Diverse Teachers 
 
Kimberly Mayfield Lynch 
Holy Names University 
3441 Encina Way, Oakland CA, 94605 
Mayfield@hnu.edu 
 

At the end of the 2006-2007 school year, Beatriz one of my Special Education 
Intern teachers told me that on the last day of school, 13 of the 27 teachers at her school, 
announced that they would not return in the fall. Beatriz works at an elementary school in 
the flatlands of Oakland, CA. Her school serves a largely Latino and African American 
student population. According to her, the school is in the process of becoming two 
schools and a significant portion of the principal’s time was focused on this project.  
Justine is a native Oaklander and was educated in Oakland Public Schools. She is an 
Oakland resident who wants to be a teacher. She has been trying to become a fully 
credentialed teacher for a number of years but has not been able to reach her goal because 
of the California Subject Examination Test. Justine has passed the California Basic 
Education Skills Test (CBEST), so she is able to substitute teach and because she is in a 
credential program, she has been able to get long-term teaching assignments. However,  
because she has not passed the CSET, she is not able to get a permanent teaching 
assignment. At the beginning of the 2007-2008 school year, Theresa, a resource specialist 
in the same school district as Beatriz, shared that the majority of the teachers at one of her 
schools are new and like her, are European American. While the students represent every 
facet of diversity in the city. All three examples are first hand experiences of teachers 
who work or who want to work in the Oakland Unified School District (OUSD).  Like 
other urban school districts in California and the nation, OUSD has struggled to find a 
“highly qualified” racially and linguistically diverse stable teaching force that is 
representative of the local community (Sunderman & Kim, 2005).  

The focus on teacher quality in the No Child Left Behind Act has made entrance 
into the teaching profession more difficult than it has ever been. In California for 
example, potential teachers must pass the following standardized tests to become 
teachers:  California Basic Education Skills Test (CBEST), California Subject 
Examination Test (Multiple Subjects or Single Subject Versions) and the Reading 
Instruction Curriculum Assessment (Multiple Subjects candidates only). These represent 
the teacher certification examinations that have been proven to be biased against people 
of color, the working class and poor as well as English learners (Bennett, McWhorter & 
Kuykendall, 2006). Several Oakland residents have experiences similar to Justine’s. As 
reflected in national data, the teachers in California are largely from European American 
backgrounds while the students are increasingly from multilingual and multicultural 
backgrounds.  In addition, the implementation of NCLB has contributed to the teacher 
shortage in urban school districts.  In these districts not only are the majority of teachers 
from European American backgrounds, there are not enough teachers to staff the 
classrooms. The teacher shortage is defined by the lack of permanent teachers and a 
string of long term and day-to-day substitute teachers.  The lack of educational stability 
negatively impacts student achievement.  
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In 2005 with the cities mayoral election  a year a way, a group of progressive 
Oaklanders  devised a strategy to draft former U.S. Congressman and Oakland native 
Ronald V. Dellums for mayor. The Draft Dellums for mayor campaign felt that his 
leadership and vision would bring back a sense of hope and possibility to the city. After 
presenting nearly 9000 signatures of support to Mr. Dellums, he consulted his wife and 
they agreed to run for mayor of Oakland. During his mayoral campaign, Mr. Dellums 
talked about Oakland as being the Model city and wanting to restore democracy. 
Identifying a solution to their own problem, the citizens of Oakland supported the 
grassroots campaign to elect former U.S. Congressman Ronald V. Dellums to serve as 
mayor. As part of his transition into office, he called for the formation of several 
taskforces to address the most pressing issues in the city as seen by the residents. The 
Effective Teachers for Oakland task force was created to develop and implement 
recommendations to address the teacher shortage in the public schools and to ensure that 
all Oakland youngsters have effective teachers. One of the recommendations of this task 
force was to hold a teacher recruitment summit to promote the teaching profession to 
local citizens. The Oakland Teacher Recruitment Summit was held on August 18, 2007. 
The purpose of this study is to document how the Effective Teachers for Oakland 
Taskforce will create a diverse effective teacher population for Oakland youngsters.  
 
Research Objectives 
To identify effective methods of support for citizens who are interested in becoming 
teachers. 
 
To document the interaction between Effective Teachers for Oakland Taskforce members  
and citizens as they identify solutions to positively impact the teacher’s shortage in their 
local schools. 
 
To investigate what implications the Effective Teachers for Oakland Taskforce findings 
have for teacher education programs, particularly those who prepare teachers for urban 
schools. 
 
Theoretical Framework 
The theoretical framework for this study is Critical Race Theory. This theory states that 
racism is endemic to American society and that racial oppression is preserved by systems 
such as the legal system and the educational system. Critical Race Theory also states that 
assertions of color blindness and meritocracy are artificial because the very meaning of 
the words are defined by European American ethnocentric thought. Critical Race Theory 
provides a way to understand the educational and employment inequities experienced and 
seen by potential teacher candidates, teachers, students and community members from 
marginalized ethnic groups (Ladson-Billings & Tate, 1995, Epstein, 2006). 
 
Methodology 
This is an action research study that will be conducted using qualitative research 
methods. The researcher will also be a participant in this study by serving on the 
Effective Teachers for Oakland Taskforce. The Effective Teachers for Oakland Taskforce 
has met on an ongoing basis since Fall of 2006. Each meeting has been approximately 90 
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minutes. The purpose of the meetings is to identify effective methods to support local 
citizens to become teachers in the Oakland Unified School district. A group of citizens 
who attended the August 18, 2007 Oakland Teacher Recruitment summit have been 
identified as potential teacher candidates.  A support group will be convened on their 
behalf. Data will be collected in the following ways: journaling of meeting events, 
informal conversations and reflections of the process. Other data sources will include 
meeting agendas and meeting minutes. The following data points will be triangulated to 
ensure accuracy of events: journal, agendas and minutes.  The journal and meeting 
minutes will be analyzed for recurring themes. 
  
The expected outcomes of this study are: 
 
To name the factors Effective Teachers for Oakland Taskforce members identify that 
contribute to the teacher shortage in their local schools. 
 
To disseminate the findings of the Effective Teachers for Oakland Taskforce. 
 
To identify and implement viable strategies to support citizens in their preparation to 
become teachers. 
 
To determine how the findings of the Teacher Shortage Taskforce can impact teacher 
education for candidates who will teach in urban schools in the institutions of higher 
education in the same city. 
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Needs Assessment in an EFL Classroom: Focus on English Language Curriculum 
 

ABSTRACT 

The purpose of this study was to explore students’ attitudes toward their English 

language curriculum that includes both required and elective courses. The participants for 

this study were junior students in a four-year Applied English Department at a university 

of technology in Taiwan. A survey questionnaire was used to document the attitudes of a 

student population that includes two classes, for a total of 84 students. The statistical 

methodology based on SPSS WINDOWS software was selected to analyze the data from 

the survey questionnaire. The results indicated that the majority of students valued their 

required English courses highly, but showed less support for some of the elective English 

courses. Some discussion and suggestions are proposed at the end of this study. 

INTRODUCTION 

In Taiwan, the Applied English Departments, or the Applied Foreign Language 

Departments established in the Technological and Vocational Education (TVE) are a 
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current trend. A four-year college level of the applied English department has been 

established in TVE in recent years, but there still has not been much research in Taiwan 

concerning students’ attitudes toward the English language curriculum. Learner attitudes 

should be emphasized in curriculum design. Learner attitudes and beliefs are considered 

to be the most pervasive and affective variable in language acquisition (Horwitz, 1985, 

1988; Savignon, 1997). As Horwitz (1985) suggests, “A systematic assessment of student 

beliefs would increase student learning and satisfaction in the foreign language methods 

class” (p. 333). On the same note, Kern (1995) carried out research on students’ and 

teachers’ beliefs about language learning, based on Horwitz’s BALLI. He affirms that we 

must be attuned to our students’ expectations and ready to show them where their goals 

are consistent or inconsistent with those of the language program. Moreover, Shaaban 

(2001) indicates that “assessment tools and procedures, in addition to being essential for 

evaluating students’ progress and achievement, also help in evaluating the suitability and 

effectiveness of the curriculum” (p. 17).  

Furthermore, Nunan (1993) emphasizes the importance of the learner-centered 

curriculum. He argues,  

The key difference between learner-centered and traditional curriculum 
development is that in the former the curriculum is a collaborative effort between 
teachers and learners, because learners will be more closely involved in the 
decision-making process regarding the content of the curriculum, how it is taught, 
and how it is assessed. (p. 16) 
 

The concept of Nunan’s learner-centered curriculum is considerable in re-designing the 

curriculum of the Applied English Department in Taiwan. According to Nunan’s idea, 

learners have to be involved in the decision-making process concerning the content of 

their curriculum.    
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Similarly, Kaufman and English (1979) point out some implications of a needs-

assessment-based curriculum. They note that  

Change!   
When the current curriculum and required curriculum are compared, gaps will be 
noted. This suggests functional change, and functional change usually brings 
threat…The advantage of having conducted a needs assessment is that there will be 
a data base for suggested change; and logical, rational educator will have an easier 
time resolving change requirements and resulting change. (p. 164)  
 
“Learners’ needs are theoretically of prime importance in current learner-centered 

approaches” (Seedhouse, 1995, p. 59). The needs assessment is a part of curriculum 

development and normally must be carried out before a syllabus can be developed for 

language teaching. Brindley (1989) emphasizes the importance of the needs analysis in 

ESL program design. He stresses that teaching/learning programs should be responsive to 

learners’ needs. As Seedhouse (1995) concludes, “In the case of this particular class, the 

questionnaire results suggested that the learners (although young) had a very clear idea of 

their own needs and wants” (p. 64). Moreover, Alalou and Chamberlain (1999) 

conducted a case study to assess students’ needs and redefining the goals and objectives 

of a traditional French language program. They suggest that 

it is important that administrators and instructors alike take an active interest in 
student needs. In the attempt to respond to such needs, this or any FL program 
should offer motivating courses in which both sociolinguistic and pragmatic aspects 
of language, as well as those skills most valued by students, are taken into account. 
(p. 34) 
      
Thus, needs assessment theory is useful in exploring and understanding the gaps in 

the current English curriculum of the TVE Applied English Department in Taiwan. This 

study is designed to assess students’ perceptions of their English language needs to their 

current English language curriculum (ELC) in applied English departments offering a 

four-year college level in TVE in Taiwan.     
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The Study 
 
Survey Questionnaire 

The questionnaire in this study was given to ninety-nine willing junior students in 

this pilot case. A total of eighty-four students returned their questionnaires. The actual 

response rate of the students was 85%.  

The questionnaire consisted of three sections totaling forty-four questions. The 

surveys were anonymous to reduce the potential for uncomfortable feelings in the 

participants. A Five-point Likert-type scale was used to measure the subjects’ general 

opinions concerning their required English courses and elective English courses in 

Section I and II. It also included several open-ended questions, designed to elicit 

students’ reasons for preferences and suggestions for their required courses and elective 

courses, which may not have been captured by the Likert-type questionnaire items.  

Section III contained fifteen questions designed to elicit background information from the 

participants.  

Results 

From demographic information, among the eighty-four students who participated in 

the study, eighty-four percent were female and sixteen percent were male. Seventy-seven 

percent of the students were between 18-20 years old, twenty-two percent were 21-25, 

and one percent was 26-30 years old. All were juniors in college. Nine percent had 

graduated from regular senior high schools and ninety-one percent had graduated from 

vocational senior high schools. All of the students came from different parts of Taiwan.  

It also showed the student participation in extracurricular English activities for this 

case, only eight (9.9%) of the eight-one students answered ‘yes’ to Question 35, “Do you 
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attend any English training institutes outside school?” This means that formal schooling 

still plays a very important role in the process of learning English for the students.  

In addition to this, the data demonstrate that extracurricular English practice in 

listening, and reading is important and popular among students in the Applied English 

Department in this case. At least seventy-two percent of the students surveyed engaged in 

listening practice in English outside of school, and eighty percent practiced their English 

reading skills outside of school. Moreover, nearly eighty-four percent were exposed to 

English (listening and reading) outside of school in the form of English television 

programs.  

Such extracurricular practice in English listening, and reading, etc should be 

strongly affirmed and encouraged. This phenomenon may be unusual for students of 

vocational and technological universities, but it may be extremely helpful, even 

necessary, in learning English. In sum, the results were positive, and teachers in the 

Applied English Department should feel strongly encouraged.  

Research Question 1: What are students’ attitudes toward the required courses in the 

English curriculum? 

The answer to the first research question was very positive, in that the majority of 

students in this case valued their required English courses highly. A Likert scale was used 

for the questionnaire (“1” represents lowest important and “5” is highest). The results of 

the data analysis showed that of the eleven required courses, the mean scores of ten were 

over 4.0. However, the mean scores for the eleventh course, “Research Project”, was 

somewhat lower, 3.43 (see Table 1).  Additional evidence that students consider this 

course less important for them can be found in their answers to the open-ended question, 
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number 13: “Do you feel that some required courses should be eliminated?” Indeed, 

30.8% of the twenty-six students said that the course “Research Project” should be 

eliminated  (see Table 1.1). Their reasons for feeling this way were also found in their 

answers to the open-ended question, number 13: “Please explain why you feel those 

courses should be eliminated.” In essence, the students thought that this course was not 

practical, it is not directly connected to daily life, and moreover it needs to spend a lot of 

time finishing it. Also, they suggested it to be listed in an elective course. 

Table 1: Attitudes toward required English courses 
Course Title Number Mean SD 
1. English Listening and Speaking Practice 84 4.12 .73 
2. Advanced English Listening and Speaking Practice 84 4.29 .69 
3. English Conversation    84 4.02 .86 
4. Advanced English Conversation   84 4.29 .77 
5. English Reading 84 4.08 .68 
6. English Writing    84 4.17 .58 
7. Advanced English Writing 84 4.13 .76 
8. Written English Translation   84 4.15 .67 
9. English Speech 84 4.12 .72 
10. Business English 84 4.04 .78 
11. Research Project    83 3.43 .89 
                               
Table 1.1: Question 13: required courses should be eliminated 
Course Title   Frequency Valid Percent 
1. Written English Translation 4 15.4 
2. Research Project 8 30.8 
3. English Conversation 2  7.7 
4. English Writing    2  7.7 
5. Advanced English Writing 2  7.7 
6. English Reading 4 15.4 
7. Business English   1  3.8 
8. English Speech    1  3.8 
9. English Listening and Speaking Practice 2 15.4 
                                                                                   Total 26 100.0 
 

Research Question 2: What are students’ attitudes toward the elective courses in the 

English curriculum? 
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The second research question did not elicit the same support for every course. The 

participants’ attitudes toward their elective English courses were measured from the 

mean scores of their answers on the Likert-type scale questionnaire (“1” represents 

lowest important and “5” is highest). The results of data analysis showed that of the 

fourteen elective courses, six were considered by students to be important; the mean 

scores were all over 4.0. Of these six courses, Basic English Grammar had the highest 

mean score, 4.23. This result indicated that students consider basic English grammar  

important for them. Furthermore, Basic Simultaneous Translation had the second highest 

mean score, 4.20, which showed that students also thought  this course was important for 

them. Furthermore, Second Foreign Language and Advanced Second Foreign Language 

considered by students to be important had the mean scores, 4.16 and 4.15. However, the 

mean scores of the other eight elective courses were below 4.0, yet over 3.60. The results 

indicated that students were not so sure about the importance of these courses. Of these 

eight courses, the mean score of the course, Computer-Aid in Teaching English, was the 

lowest, 3.60 (see Table 2).  

Another evidence that students considered this course less important for them was 

also shown in their answers to the open-ended question, number 29, “Do you feel that 

some elective courses should be eliminated?” 36.4% of the 22 students said that this 

course, Computer-Aid in Teaching English, should be eliminated (see Table 2.1). The 

reasons that students felt this course should be eliminated were found in their answers to 

the open-ended question, number 29: “Please explain why you feel those courses should 

be eliminated.” The students did not believe this course can get direct and practical effect 

and also they felt they can learn many computer softwares by themselves.  
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Table 2: Attitudes toward elective English courses 
Course Tile Number Mean SD 
1. Basic English Grammar 82 4.23 .74 
2. English for Tourism Purposes 82 3.88 .76 
3. Introduction to English Linguistics 82 3.84 .82 
4. Introduction to English Teaching  82 3.72 .74 
5. English for Economics and Finance Purposes  82 3.71 .81 
6. Advanced English Reading 82 4.06 .60 
7. Second Foreign Language 80 4.16 .75 
8. Advanced Second Foreign Language 82 4.15 .85 
9. English for News Purposes 82 3.79 .75 
10. Computer-Aid in Teaching English  83 3.60 .87 
11. Basic Simultaneous Translation 84 4.20 .65 
12. English Speaking for Negotiation Purposes 84 3.94 .78 
13. Language Test 84 4.15 .75 
14. English for Science and Technology Purposes 83 3.89 .75 
 
 
Table 2.1: Question 29: elective courses should be eliminated 
Course Title Frequency Valid Percent 
1. English for Economics and Finance Purposes  2 9.1 
2. Introduction to English Teaching  2 9.1 
3. English for News Purposes 2 9.1 
4. English for Science and Technology Purposes 3 13.6 
5. Computer-Aid in Teaching English  8 36.4 
6. Introduction to English Linguistics 2 9.1 
7. Language Test 1 4.5 
8. Basic English Grammar 1 4.5 
9. Second Foreign Language (Japanese) 1 4.5 
                                                                          Total   22 100.0 
 

It was interesting to find that students take into consideration the practical purpose 

of a course in terms of finding jobs or pursuing advanced study in the future can be found 

in their answers to the open-ended question number 12: “What other kinds of courses 

would you like to be offered as required courses and please explain why you feel those 

courses are important.” Thirteen out of 149 students indicated the course “Introduction to 

Western Literature,” eleven out of 149 students specified the course, “American and 

British Literature,” and ten out of 149 students pointed out the course, “Linguistics.” 
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Their reasons were to prepare for the graduate school examination. Moreover, eleven out 

of 149 students mentioned the course, “English interpretation,” and ten out of 139 

students described the course, “Second Foreign Language.” Their reasons were to prepare 

for finding a job after graduation. 

Further evidence that the students were considering their future job prospects was 

found in their answers to the open-ended question number 28, “What other kinds of 

courses would you like to be offered as elective courses, and please explain why you feel 

those courses are important.” Of the twenty-seven students who answered this question, 

eleven indicated a “Second or Third Foreign Language” course, six mentioned a 

“American and British Literature” course, three specified “English for Aircraft” course, 

and two pointed out a “ Course Related to Computers.” Most students have different 

needs in elective courses more than 20 courses; their purpose was mainly to find a job 

after graduation. The majority of the students thought that a course related to computers 

would be helpful in learning a second professional skill for future employment. They also 

thought that a course in English for aircraft was helpful in terms of their ability of 

employment market. They believed that a second or third foreign language (in addition to 

English) would make it easier for them to find a job. They may have been concerned that 

they didn’t have the chance to choose their favorite second foreign language. It was 

found that some students were unsatisfied with the only choice of Japanese as a second 

foreign language; they preferred to learn French, German, or Spanish. 

Discussion and Suggestions 

1. Recommendations for a Communicative Curriculum 
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The English curriculum in this case mostly emphasizes basic language skills, 

including listening, speaking, reading, writing, translation, and interpretation, as well as 

topics related to ESP. Actually, this case may be generalized to reflect the situation in 

most Applied English Departments in Taiwan.  

In addition to an English curriculum based on these two directions, it is important 

for applied English departments to design courses that will help learners develop general 

English language competence focused on many types of English language skills, in other 

words, so-called integrated language programs. It is suggested that a communicative 

curriculum, as Savignon (2002) suggests that a communicative curriculum be made up of 

five components, that is, (1) Language Arts, or language analysis, (2) Language for a 

Purpose, or language experience, (3) My Language is Me, (4) You Be…, I’ll Be…, and (5) 

Beyond the Classroom, be considered in designing new English courses for students in 

Applied English Departments in Taiwan. 

2. Encouragement of English Practice beyond the Classroom 

From the background information of the students in this case, the results showed 

that outside-of-school practice in English listening, and reading is important and popular. 

Although these results are positive, it is still necessary for teachers to encourage students 

in Applied English Departments to take as many opportunities as possible to practice 

their English-language skills in listening, speaking, reading, and writing, etc beyond the 

classroom. It is highly recommended that students in Applied English Departments spend 

more time than those in regular English departments in learning English, because of their 

background in vocational senior high school; their basic English ability is not as good as 
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that of students in the English departments of general universities, who graduated from 

regular senior high schools.    

Conclusion 

The primary educational goals of the Applied English Departments at the 

universities of technology in Taiwan are society-oriented. The purposes of the department 

are to prepare students with a foreign language base and to equip them with business 

knowledge and technology applications. Therefore, when the departments were first 

established, the curriculum design mostly fit the educational goals. That is, it focused on 

strengthening students’ basic English language skills and cultivating specialists in ESP.  

However, teaching courses in ESP is a great challenge to English teachers. Hutchinson 

and Waters (1987) describe the role of the ESP teacher as different from that of the 

General English teacher. They list three problems faced by the ESP teacher: (1) the lack 

of an ESP orthodoxy to provide a ready-made guide; (2) the new realms of knowledge 

the ESP teacher has to cope with; and (3) the change in the status of English Language 

Teaching. They also note that “ESP teachers are all too often reluctant dwellers in a 

strange and uncharted land” (p. 158). Indeed, ESP teachers will face a lot of challenges in 

the future. Problems may be resolved through either inter-department collaboration 

except that ESP teachers have to try to improve his or her knowledge of the subject 

matter of ESP materials, or cooperation with the enterprises that will hire experienced 

ESP specialists as part-time teachers.  

Furthermore, cooperating with businesses by means of counseling services and 

research cooperation, providing practice for students in order to facilitate mutual support 

between schools and businesses, and promoting international academic and technical 
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exchanges between teachers and students all are important tasks of the Applied English 

Department in Taiwan.  

Finally, it is expected that more and more researchers will devote themselves to 

exploring curricula that will improve English instruction in Taiwan, and moreover, to 

promoting bilingualism in Taiwan’s future English education so that the citizens of 

Taiwan can become bilingual participants in an increasingly global and international 

arena.  
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Abstract 
 

This study was conducted to explore the preschool teachers’ ability of proposing the examples about the “compose 

& decompose” concept. The subjects of this study were thirty-six preschool teachers in Taiwan, who were 

assigned to write down their teaching examples about the “compose & decompose” concept. Their responses 

about “what is the “compose & decompose” ”concept and teaching examples were investigated through Tall (1986) 

theory. The results of this study revealed that the task about proposing teaching examples could promote some 

preschool teachers’ clearing their mathematics concepts. And the preschool teachers just could understand the 

“composing of numbers” concept of “compose & decompose” concept rather than the “the relationship of the 

composing of numbers” concept and “the relationship of complementary and interchange of the composing of 

numbers” concept of “compose & decompose” concept. Furthermore, preschool teachers’ service seniorities and 

service mechanisms could affect their ability of proposing the examples about the “compose & decompose” 

concept. And the preschool teacher educators should strengthen preschool teachers’ ability of considering 

“representative character” and “development character”. This study suggested that educators could use more 

samples to establish preschool teachers’ teaching examples image to find the starting point of teaching and 

strengthen their understanding about the number concepts.     

  

Key words: Number Concept, Compose & Decompose, Teaching Examples, Teaching Image 
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The effects of perceived parental conflict, maternal behaviors, and 
social support on Korean sixth grader’s subjective well-beinga  

 
Jeong Mi Leeb Ph. D. & Yanghee Leec Ph. D. 

BK21 Group of Multi-cultural Competencies, Sungkyunkwan Univ., South Korea 
 
The purpose of this study was to examine the effects of perceived parental conflict, 
maternal behavior, and social support on Korean sixth grader's subjective well-being. 
499 children (M= 11.64 years, SD= .481, 256 boys and 243 girls) were recruited from 
nine public elementary schools in Seoul. The structural equation model was developed 
and analyzed to examine the relationships among the perceived parental conflict, 
maternal behaviors, social support, and children's subjective well-being.  

The final structural equation model was fit to the data and resulted in the following 
excellent fit indices: χ2 (23, N= 499) = 69.442, χ2/df = 3.019; TLI= .947; CFI= .966; 
RMSEA= .064. The results supported the robustness of the final structural equation 
model. The findings are as follow;  

First, Parental conflict has only indirect effect on Korean sixth graders’ subjective 
well-being through the mediating factors; maternal behavior and social support. Parental 
conflict is negatively related to maternal behavior and social support. Second, maternal 
behavior also has indirect effect on Korean sixth graders’ subjective well-being through 
social support and it is positively related to children’s subjective well-being. Third, 
social support is positively related to children’s subjective well-being.  

These results suggest that social support is the most important protective factor for 
elementary school children's adjustment. Specifically, higher parental conflict 
deteriorates maternal behavior, and poor maternal behavior make children perceive less 
social support, and less perceived social support decreases children's subjective well-
being. And also, the results suggest that it is necessary to recognize the importance of 
social support in order to understand sixth grader's subjective well-being. This study 
provides important implications for developing preventive interventions for enhancing 
children's subjective well-being. The findings identify the importance of social support 
as a mediator that can be the target of intervention.  
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Abstract 

 The following research was undertaken to answer the question, “How can I use 

place-based education to integrate the curriculum in order to enhance my students’ 

understanding?”  For the purposes of this paper, I have relied on the definition of place-

based education from the Rural School and Community Trust, which defines place-based 

education as “learning that is rooted in what is local—the unique history, environment, 

culture, economy, literature, and art of a particular place.”  In order to answer this 

research question, I collected data—including a questionnaire, learning logs, student 

work samples, reflective journaling, and specified event field notes—during my student 

teaching semester in a third grade classroom in an urban elementary school.  Whereas 

most place-based education research has been conducted using an entire place-based 

curriculum, this research focused on adapting existing curricula to include elements of 

place-based education and make cross-curricular connections.  Preliminary results 

suggest that students benefit cognitively and affectively from place-based education 

which utilizes students’ lived experiences as the central theme of instruction.   
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Abstract 

 The following research was undertaken to answer the question, “How can I use 

place-based education to integrate the curriculum in order to enhance my students’ 

understanding?”  For the purposes of this paper, I have relied on the definition of place-

based education from the Rural School and Community Trust, which defines place-based 

education as “learning that is rooted in what is local—the unique history, environment, 

culture, economy, literature, and art of a particular place.”  In order to answer this 

research question, I collected data—including a questionnaire, learning logs, student 

work samples, reflective journaling, and specified event field notes—during my student 

teaching semester in a third grade classroom in an urban elementary school.  Whereas 

most place-based education research has been conducted using an entire place-based 

curriculum, this research focused on adapting existing curricula to include elements of 

place-based education and make cross-curricular connections.  Preliminary results 

suggest that students benefit cognitively and affectively from place-based education 

which utilizes students’ lived experiences as the central theme of instruction.   
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No Child Left Inside:  Using Place-Based Education to Integrate the Curriculum 

Chapter 1:  Introduction 

Background 

 Kenai, Alaska.  I sat across the table from Terri, the sixth grade science teacher 

who began the partnership with the Kenai Fish and Wildlife Field Office to involve her 

students in the Adopt-A-Stream program some thirteen years prior.  This was my first 

official meeting with one of the classroom teachers I’d be working with for the next year 

and I was intimidated.  Over the phone, she told me that they would start the year 

studying watersheds, culminating in a rafting trip down the Kenai at the end of 

September.  Because of my background in geology and my special interest in rivers, she 

invited me to help teach this unit.  Ignorant of my own naiveté, I scrounged every 

foreseeably pertinent resource from my bookshelf and toted them with me to the meeting.  

Sitting in her classroom, I quickly realized that she was letting me help her because of my 

interest, not because of my expertise.  As brightly colored posters of native fishes and 

watershed continuums stared gaily down at us from the walls, I recognized how much 

knowledge and passion she already had about the river.  I know rivers.  I love rivers.  It 

was the exclamation of that very fact that had landed me this internship in the first place.  

However, despite my recently completed undergraduate thesis on fluvial 

geomorphology—basically, how rivers shape the land—I was still intimidated.  This was 

her river.  I was a cheechako, newly arrived in Alaska from “back east.”   

 She told me that she likes to begin the year by focusing on the Kenai River to 

bolster her students’ “sense of place.”  When the kids realize that this river belongs to the 

future, she said, she knows they really “get it.”  It was the first time I had heard that 
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term—sense of place—but I knew I was going to be involved in something much bigger 

than myself.   

 Fergus Falls, Minnesota.  After spending a year getting to know the Kenai River 

and adding it to my own sense of place, I moved to Minnesota and began teaching 

students in the Prairie Science Class.  This unique program is a cooperative effort 

between the U.S. Fish and Wildlife Service and the local middle school that uses the 

prairie wetlands ecosystem as the motivating and integrating context for learning in 

science, math, and language arts (ISD 544 & Prairie Wetlands Learning Center (PWLC), 

2006).  Again I was the outsider, teaching my students about their own backyard where I 

had to make flash cards to remember the names of the birds I heard singing every 

morning, perched atop a swaying blade of big blue stem grass.  I tried to adopt their 

language.  I said pop instead of soda and now speak with an unmistakable Minnesota 

accent, even though I spent the first eighteen years of my life in the hills of Virginia.  I 

wanted my students to see me as a credible resource on the land—their land—not as the 

outsider I truly was.   

 Tragedy and teachable moments.  Days before the start of the school year, 

Hurricane Katrina ravaged the mouth of the mighty Mississippi, 2,552 miles downstream 

from my location in its headwaters.  When the students arrived at school, it bothered me 

that they never asked us about it.  We were their science teachers.  Were we not the best 

equipped to explain the value of barrier islands in reducing storm surge and the fact that 

they had been steadily eroding?  Who of their teachers could better relate the nature of 

levees and the fallibility of manmade structures?   
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As an intern, I had no extra cash to donate to the hurricane relief effort.  I only 

had with me what supplies would fit in the trunk of my Volvo sedan, so I had no old 

clothes to give away.  I did not even weigh enough to qualify to donate blood.  What I 

could do was teach my kids.  The only way I could cope with this tragedy, to feel like I 

was helping in some way, was to explain to my students the science behind this natural 

disaster.   

Local to global.  I felt limited by the confines of our local studies.  Since every 

lesson we taught to the Prairie Science Class was directly related to the surrounding 

prairie ecosystem, I needed to find a way to make a coastal phenomenon applicable to the 

interior plains.  When I mentioned my dilemma to a friend, he replied, “Where do you 

think the sediment in the barrier islands comes from?  Wouldn’t it come from the 

prairie?”  I began a quest to find out. 

I Googled windblown prairie sediments.  I downloaded interviews from NPR on 

barrier island erosion.  And on a brilliantly blue late-summer day, I decided to take a 

drive to Itasca State Park.  It is within this park that the sparkling waters of Lake Itasca 

spill over a rocky dam into the ankle-deep, not-so-mighty Mississippi.  I talked with park 

rangers and volunteers about my hunch regarding the transport of sediments from the 

prairie, first by wind, then by water, all the way to the Gulf of Mexico.  I got contact 

information for park biologists who could explain how the transition from the tall grass 

prairie to the North Woods affected the sediment’s path.  I felt well on may way to 

connecting the local environment to a more global phenomenon. 

Unfortunately, I never had the opportunity to share my hard-earned knowledge 

with the Prairie Science Class.  They had asked their questions at their other school, the 
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traditional middle school, where they were raising money for the hurricane relief effort.  I 

never did get over the fact that my own attempt to come to terms with such a tragic 

natural disaster was thwarted by a perceived lack of curiosity on the part of my students.  

In fact, the very act of writing about this is providing me with some of the closure I have 

been for desiring for nearly two years now.   

Need for Study 

 Comenius, a seventeenth-century education philosopher, asserted that “knowledge 

of the nearest things should be acquired first, then that of those further and further off” 

(as cited in Sobel, 2005, p. 4).  David Sobel (2005) analogizes a model of curriculum 

development that follows this premise to Russian nesting dolls—by beginning local and 

building to a more global perspective, students gain an outward-rippling understanding of 

the world.  Place-based education is the broad term applied to education which utilizes 

multiple aspects of the local environment as a motivating and integrating context for 

learning (ISD 544 & Prairie Wetlands Learning Center (PWLC), 2006).  Because it 

materializes in many forms, an in-depth discussion of the attributes and qualities of place-

based education appears in Chapter 2. 

 Research indicates that students experience both cognitive and affective benefits 

from involvement in place-based education programs (e.g., ISD 544 & PWLC, 2006; 

Torp & Sage, 2002; Jennings, Swidler, & Koliba, 2005; Lieberman & Hoody, 1998).  

However, the No Child Left Behind Act of 2001 has led to standardization—to a 

generalized curriculum that bears no sense of place.   

A rift between school instruction and real life noticed by John Dewey in the late 

1800s and early 1900s has been further exacerbated by the current push for federally- and 
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state-mandated standardized tests.  According to Smith (2002b), this standardization 

violates the way our species historically learned.  Gruenewald (2003) believes that 

standards deny students and teachers opportunities for place-based education because 

federal mandates for accountability are creating an “increasing emphasis on standards, 

testing, and classroom pedagogies that ‘teach to the test’” (p. 3).  However, many 

teachers view standards as minimum competencies which can easily be met by utilizing 

creative teaching strategies (Gruenewald, 2005).  Place-based education is simply one of 

those strategies.  The Rural School and Community Trust (2000) suggests that teachers 

teach from the experience of the community to these standards.  Because people learn in 

different ways, learning will be strengthened and deepened when it is connected across 

home, neighborhood, and school (Blank, Johnson, & Shah, 2003.) 

 In A Sand County Almanac, Aldo Leopold (1966) articulates a growing sense of 

“landlessness” in modern society.   Nearly 60 years since the first publication of the 

Almanac, with Google and Wikipedia, it seems that any information—from the weather 

in Bangkok to Brittany Spears’ latest hairdo—is only a mouse-click away.  Although we 

possess a sophisticated view of the world, we have lost contact with our immediate 

surroundings.  As Leopold writes: 

  I once knew an educated lady… who told me that she had never heard or 

 seen the geese that twice a year proclaim the revolving seasons to her well-

 insulated roof.  Is education possibly a process of trading awareness for things of 

 lesser worth?  The goose who trades his is soon a pile of feathers.  (p. 20) 

 Furthermore, a place-based curriculum would provide a common ground for 

students from diverse cultures and locations.  Especially in a city like Anchorage, where 
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students may be fourth-generation Alaskans or newly arrived from a Pacific island, 

creating a sense of place connects students to the land, the community, and each other.  

While acknowledging where students come from is an important part of building a 

welcoming classroom environment, focusing on their current shared setting can serve to 

bind students’ present lives and goals.  

Purpose for Study 

 Just like Dorothy in The Wizard of Oz, when disaster strikes and the world takes 

on the surreal tinge of garish Technicolor, I find myself feeling that “there’s no place like 

home.”  I grew up in the rural Shenandoah Valley of Virginia where I spent my early 

days climbing apple trees, treasure-hunting in the freshly tilled garden, and playing 

“Sylvanians” by the pond.  It was not until last spring, however, when I returned home 

for the heartbreaking event of my young cousin’s funeral, that I realized how the setting 

of my childhood has affected my life choices and career objectives.  I needed to be home, 

to reconnect with all the things in my life that did make sense, when so many things did 

not.  A bright, glorious day beckoned us, so my sister and I went for a drive down the 

back farm roads into the town of Swoope, which exists as little more than a sign bearing 

its name.  The newly-sprouted fields were a verdant green and the sky a crisp blue 

accented with tufts of white, pure colors usually reserved only for a box of crayons.  I 

have heard people say that “you can never go home again,” but I looked on the scenery of 

my childhood with the eyes of one who has traveled far in search of the beauty that was 

never really missing in the first place.   

 Ironically, it was not until I returned home last spring that I realized how my own 

sense of place has helped mold me as a person and form my goals as a teacher.  I want to 
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provide my students with opportunities to explore and connect with their immediate 

surroundings.  I believe in the power of hands-on, experiential learning to create lasting 

connections and knowledge.  Furthermore, as a classroom teacher, I will integrate all 

areas of my curriculum—language, math, science, social studies, and the arts—using 

authentic, field-based experiences to excite and motivate my students.  I believe that 

place-based education is an effective means for connecting seemingly disparate elements 

of a curriculum into a cohesive whole.  By fostering a sense of place in my students, I 

will enable them to care about what they are learning and encourage them to be engaged 

both inside and outside of the classroom. 

Action Research 

 Ever since the idea of attending graduate school for education flickered across my 

mind, I have wanted to focus my research on a way to integrate my experience as an 

environmental educator with my desire to be an elementary school classroom teacher.  

From my knowledge as an undergraduate geology major, I felt that I needed rock-hard 

facts to support any conclusions that my to which my research might lead.  How, I 

wondered, could I convince a teacher at another school, in the same grade level, with the 

same student demographics, to allow me to compare my students to hers—only to try to 

prove that my students performed better thanks to my teaching?  It seemed very 

unrealistic, and rather cruel, to disadvantage other students for my own academic gain.  

But that was when I was still thinking like a quantitative researcher—before I learned 

about action research. 

 Action research, also referred to as practitioner research or teacher research, is 

“‘insider’ research done by practitioners… using their own site (classroom, institution, 
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school district, community) as the focus of their study” (Anderson, Herr, & Nihlen, 

1994).  Instead of analyzing my students’ test scores against those of a comparable group 

of students, action research allows me to reflect on my own teaching—my own 

practice—and determine how I can use place-based education to effectively reach my 

students.  That is not to say that I will not collect evidence from which to draw my 

conclusions, but that my evidence will reflect solely on me and my performance as an 

educator.   

Assumptions and Limitations 

 I assume, based on my previous experiences working with students in place-based 

education programs and a review of the literature, that place-based education is beneficial 

to students.  My study is limited by the fact that my participant pool is not random, but 

instead the 3rd grade students in the class in which I will be student teaching.  With these 

assumptions and limitations in mind, I will use the action research spiral to constantly 

reflect on my teaching and my students’ learning and reevaluate and modify my teaching.  

Furthermore, I will collect data from multiple sources (e.g., exit cards, photographs, 

journals, performance assessments), over fifteen weeks of student teaching, and in 

various learning contexts. 

Focus Question 

 In a reflection on action research, John Elliot noted that “action research starts 

with a feeling—a sense of frustration, or, better yet, a sense of creative possibilities for 

action, and the pronounced commitment to ‘do it differently,’ to bring one’s practice in 

line with one’s values and aspirations” (as cited in Holly, Arhar, & Kasten, 2005).  In 

order to attempt to align my practice with my philosophy of education, I chose to focus 
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my research on the issue of how I can use place-based education to integrate the 

curriculum in order to enhance my students’ understanding. 

Definitions 

 Place-based education: 

  Place-based education is learning that is rooted in what is local—the 

 unique  history, environment, culture, economy, literature, and art of a particular 

 place.   The community provides the context for learning, student work focuses on 

 community needs and interests, and community members serve as resources and 

 partners in every aspect of teaching and learning.  (Rural School and Community 

 Trust, 2004, para. 1) 

Sense of place 
 Sense of place is “experientially-based intimacy with the natural processes, 

community, and history of one’s place” (Sanger, 1997, p. 4). 
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Chapter 2:  Review of the Literature 

 The following review of the literature provides a comprehensive understanding of 

the semantics, theoretical framework, history, and principles of place-based education.  In 

addition, this chapter examines research regarding the creation of memories and 

understanding, and the role that place-based education can play in helping students attain 

academic proficiency and teachers meet academic standards.  The concluding section 

creates and image of what place-based education looks like in the classroom. 

Place-Based Education Defined 

 Although place-based education has been defined in various ways, all definitions 

share a common thread:  a connection to the immediate location.  In general, it is 

concerned with using the resources, issues, and values of local environments (Powers, 

2004)—social, cultural, economic, political, and natural (Smith, 2002a)—as an 

integrating context to understand the past, present, and future of these environments and 

the interrelationship with other communities (Gruenewald, 2005).  This particular 

instructional approach capitalizes on the lived experiences of students (Knapp, 2005) to 

teach concepts in various subject areas through hands-on, real-world practice (Sobel, 

2005).  The most comprehensive definition for place-based education, and the one that 

will be used throughout this research process, was developed by the Rural School and 

Community Trust (2004): 

Place-based education is learning that is rooted in what is local—the 

unique history, environment, culture, economy, literature, and art of a particular 

place.  The community provides the context for learning, student work focuses on 
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community needs and interests, and community members serve as resources and 

partners in every aspect of teaching and learning.  (para. 1) 

 A rose by any other name….  Throughout the literature, authors reference various 

names for place-based education.  Its practices can be linked to community-oriented 

schooling, community-based learning, academically-based community service, ecological 

education, bioregional education, environmental education, outdoor education, 

experiential education, sense of place education, sustainability education, indigenous 

education, democratic education, multicultural education, contextual learning, 

constructivism, pedagogy of place, critical pedagogy, and simply science and social 

studies (Knapp, 2005; Powers, 2004; Blank, Johnson, & Shah, 2003; Woodhouse & 

Knapp, 2000; Gruenewald, 2003; Sanger, 1997; Jennings, Swidler, & Koliba, 2005).  

Service learning, problem-based learning (PBL), and using the environment as an 

integrating context (EIC) are also often used interchangeably with place-based education.  

Service learning refers to a teaching method that integrates service to others into 

classroom learning (Kaye, 2005).  Similarly, PBL uses classroom learning to find 

solutions to real problems (Delisle, 1997).  Most analogous to the definition of place-

based education, EIC also uses natural, social, and cultural environments as a context for 

learning (Lieberman & Hoody, 1998).  Place-based education encompasses many of the 

pedagogical techniques used in the above-mentioned educational strategies as they apply 

to a specific location.   

 In order to thoroughly examine the various methods used in place-based 

education, the preceding instructional strategies cannot be overlooked.  Throughout this 

research, the term place-based education will be used to encompass all of these 
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pedagogies, but only when they address the values, characteristics, and needs of a 

specific, local place—namely the community in which the school resides.  The chart 

below provides a few examples of instructional techniques and how they can be utilized 

with a place-based focus. 

Instructional Technique When Not Place-Based When Place-Based (for AK) 
Environmental Education Studying trees Studying the trees on the 

school campus or local park 
Service Learning Creating a children’s book  

for younger students in the 
school 

Creating a children’s book for 
younger students in the school 
based on the stories of Elders 
in the community 

Problem-Based Learning Brainstorming solutions to 
the zebra mussel problem 
in the Great Lakes 

Considering solutions to local 
invasive species issues and 
organizing a community weed 
pull day 

 

Theoretical Framework of Place-Based Education  

 Constructivism.  Place-based education draws upon several theories of education.  

Its child-centered pedagogy is reflected in the constructivist and progressivist 

philosophies.  According to Von Glaserfeld, constructivism is a theory of knowing, not a 

theory of knowledge (as cited in Ishii, 2003).  The constructivist theories of learning 

imply that “learners must individually discover and transform complex information if 

they are to make it their own” (Slavin, 2006).  Therefore, learning is not simply the act of 

acquiring information, but of creating new understandings (Ramos, 1999). 

 Constructivism has its roots in the Socratic dialogues, wherein Socrates asked his 

pupils guiding questions which forced them to scrutinize their own thinking (Classroom 

to Concept, 2004).  Other theorists followed Socrates, such as Comenius, Piaget, 

Vygotsky, Dewey, and Gardner. 
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 John Amos Comenius.  At a time when the study of Latin was the primary focus 

of European schooling, education philosopher John Amos Comenius (1592 – 1670) 

advocated that nature study should be the basis for instruction (Monroe, 1971).  He was 

also the first philosopher to recognize the importance of geography as a school subject.  

Moreover, Comenius believed in acquiring knowledge first hand, not simply from books:  

“The beginning of wisdom in the sciences consists not in the mere learning of the names 

of things, but in the actual perception of the things themselves” (p. 98).  Comenius 

supported educational reform to correlate and coordinate subject areas to form a common 

unit of thought, advocating for an integrated curriculum. 

 Jean Piaget.  Swiss philosopher, biologist, and psychologist Jean Piaget (1896 – 

1980) originated the theory of cognitive development (Schickedanz, Schickedanz, 

Forsyth, & Forsyth, 2001).  He believed that “the child must be active to develop and 

learn” (Wadsworth, 1978, p. 78).  As children are actively discovering and constructing 

their reality, they face structural changes in the way they think about something, either 

assimilating or accommodating it within an existing knowledge scheme (Fogarty, 1999).   

 Piaget believed that the acquisition of physical knowledge—the knowledge of the 

physical characteristics of concrete objects—is the result of direct action on those objects.  

Likewise, objects serve as “catalysts to thinking” (Cummings & Harlow, 2000, p. 1) for 

logical-mathematical knowledge.  He believed that “acquisition of physical knowledge 

does not require reinforcement from another person” (Wadsworth, 1978, p. 49).  As a 

result, Piaget is often criticized for neglecting to consider social factors in his cognitive 

development theory.   However, Piaget did recognize a third category of knowledge—

social knowledge—which can only be constructed through interactions with other people.   
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 Lev Vygotsky.  Russian psychologist Lev Vygotsky (1897 – 1934) moved beyond 

Piaget, focusing on the importance of social interaction in the construction of knowledge 

(Schickedanz, et al., 2001).  According to Vygotsky, educators are able to “promote 

discovery by modeling, explaining, and providing suggestions to suit each child” (Ramos, 

1999, p. 2).  When teachers do this, they enable students to move through their zone of 

proximal development, the gap between what they are able to do on their own and what 

they can do with the assistance of a more capable other (Slavin, 2006).  For example, 

students are able to construct their own science knowledge by reconciling a “tension” 

between their everyday observations and the adult concepts that are shared through social 

dialogue (Classroom Compass, 1995). 

 John Dewey.  The father of progressive education, John Dewey (1859 – 1952), 

believed that experience was essential for tying new information to existing knowledge 

(Ramos, 1999).  Because experiences are not limited to the confines of the classroom, 

Dewey felt that teachers should view all experiences as valid in the education of a child.  

Dewey (1959) wrote that: 

  From the standpoint of the child, the great waste in the school comes from 

 his inability to utilize the experiences he has outside of the school… while on the 

 other hand, he is unable to apply in his daily life what he is learning at school.  

 (pp. 76-78) 

Education is not simply a preparation for future life, he asserted, but rather a “process of 

living” (p. 22). 

 In addition to proclaiming the power of direct experience in constructing 

knowledge, Dewey (1955) felt that certain “surroundings are conducive to having 
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experiences that lead to growth” (p. 35).  More recently, his views have been further 

validated by psychologist and brain researcher Marian Diamond.  She asserts that in an 

enriched environment, one that provides stimulation for all the senses, dendrites in the 

brain are more able to form neural pathways of insight (Fogarty, 1999).   

 Social reconstructionism.  Social inequities and challenges can and should be 

addressed by the school, according to social reconstructionist theory (Sadker & Sadker, 

2005).  By appealing to both the intellectual curiosity and emotional ethos of students, 

reconstructionist educators use the curriculum to inspire critical thinking and social 

change.  Two theorists who addressed the role of schools in society are George Counts 

and Paulo Freire. 

 George Counts.  A student of Dewey, George Counts (1889 – 1974) criticized the 

child-centered progressives for the belief that education could be free of social content 

(Counts, 1982).  He claimed that they were “not social progressives but social 

conservatives who masked their social views with child-centered language” (p. ix).  

Writing during the Great Depression, a time when social welfare was of critical concern, 

Counts believed that to ignore the social context or education was to tacitly affirm the 

current situation. 

 In addition, Counts (1982) proclaimed that “education that does not strive to 

promote the fullest and most thorough understanding of the world is not worthy of the 

name” (p. 9).  In order to achieve this understanding, he believed, “any defensible 

educational program must be adjusted to a particular time and place” (p. 16) that varies 

with the social situation. 
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 Paulo Freire.  Brazilian educator Paulo Freire (1921 – 1997) dedicated his career 

to addressing the social inequities that he perceived were perpetuated by the educational 

institution (Sadker & Sadker, 2005).  Freire (1993) sought to change the relationship 

between teachers and students from one of narrative subjects and “patient, listening 

objects” (p. 71) to “student among students” (p.75).  In order to accomplish this, he 

suggested moving from the banking method of education to the problem-posing method, 

which “is constituted and organized by the students’ view of the world” (p. 109).  

Building on the theories of Piaget, Vygotsky, Dewey, and Counts, Freire felt that students 

should have opportunities to transform their lived experiences into knowledge through 

dialogue. 

 Multiple Intelligences and Howard Gardner.  Harvard University professor 

Howard Gardner (1943 – ) proposed that there are many ways of knowing and making 

personal meaning (Fogarty, 1999).  Gardner (1993) believes that “there must be more to 

intelligence than short answers to short questions” (p. 4).  Instead of a single intelligence 

quotient (IQ), Gardner claims that there are Multiple Intelligences:  verbal/linguistic, 

bodily/kinesthetic, logical/mathematical, visual/spatial, musical/rhythmic, naturalist, 

interpersonal, and intrapersonal.  Piaget based much of his cognitive development theory 

on children’s verbal interpretations of the word; when similar questions are posed 

nonlinguistically, the results are often quite different (Gardner, 1993).  Gardner claims 

that by encouraging students to construct and demonstrate their learning using Multiple 

Intelligences, educators allow for a more holistic view of a child’s understanding.   
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 The Land Ethic and Aldo Leopold.  Midwestern naturalist Aldo Leopold (1887 – 

1948) viewed education as a means to instill in students an ethical obligation to the land 

(Leopold, 1966).  For Leopold, mankind and the land are inextricably linked: 

  Many historical events, hitherto explained solely in terms of human 

 enterprise, were actually biotic interactions between people and the land.  The 

 characteristics of the land determined the facts quite as potently as the 

 characteristics of the men who lived on it.  (p. 241) 

It is only through love and respect for the land and the community it provides—termed 

the Land Ethic—that the land can be conserved.  At a time when soil erosion, degradation 

of forests, and flooding plagued the Midwest, Leopold believed that a greater volume of 

conservation education was not the answer.  Instead, the content of education should 

reflect the “obligations to land over and above those dictated by self-interest” (p. 245).   

History of Place-Based Education 

 Industrialization of education.  The concept of a local focus in education is not 

new.  Prior to the 1800s, all learning was based on place; the specific needs of the local 

community provided the content for learning in that area (Gruenewald, 2005). As the 

Industrial Revolution brought new immigrants to the United States and the “common 

people” called for equal access to education, Horace Mann advocated for a common 

school open to all citizens (Sadker & Sadker, 2005).  While Mann’s vision was to instill 

common values and create social harmony, the unintended side effect of a standard 

knowledge set was the supplanting of place-based experiences (Gruenewald, 2005).  The 

inception of place-based education is simply a return to basics (Sobel, 2005), and a 

merger of the pre- and post-industrial models.  An education based on immediate location 
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seems natural, for as Gary Nabhan (1994) points out in The Geography of Childhood, “it 

is a crime of deception—convincing people that their own visceral experience of the 

world hardly matters, and that pre-digested images hold more truth than the simplest 

time-tried oral tradition” (p. 106).   

Progressive education.  John Dewey, the father of progressive education, is often 

quoted in literature concerned with place-based education for his sentiment that 

knowledge consists of experiences used to solve problems and that schools should be 

organized around the innate needs and interests of the child as a springboard to 

understanding (Sadker & Sadker, 2005).  Dewey (1959) believed that when a student 

entered the post-industrial schoolroom: 

 He has to put out of his mind a large part of the ideas, interests, and 

 activities that predominate in his home and neighborhood.  So the school, being 

 unable to utilize this everyday experience, sets painfully to work to arouse in the 

 child an interest in school studies. (1959, p. 78) 

To remedy this disconnect between school and “present life,” Dewey suggested using 

experience outside of the school, which has “its geographical aspect, its artistic and its 

literary, its scientific and its historical sides” (p. 91). 

Dewey stressed the importance of students learning an “organic whole” (Dewey, 

1959, p. 78), not isolated and compartmentalized parts.  He writes: 

 When we think that we all live on the earth… that our lives are  

 touched at every point by the influences of the soil, flora, and fauna, by 

 considerations of light and heat, and then think of what the school study of 

 geography has been, we have a typical idea of the gap existing between the 

2008 HICE Proceedings 
Page 3093



  No Child Left Inside 24 

 everyday experiences of the child, and the isolated material supplied in large 

 measure in the school.  (p. 78) 

When studies are confined to the classroom, students may even fail to realize that what 

they are being taught is simply a statement of the facts that they experience on a daily 

basis.  To illustrate this point, Dewey recalls his amazement at a group of students who 

failed to make a connection between the Mississippi River they were reading about in 

their text, and their local stream which is a tributary. 

 The Foxfire glow.  In 1966, an exasperated high school English teacher in the 

Appalachian Mountains of Georgia asked his students how the older people of the area 

planted crops by the signs of the zodiac and the phases of the moon (Wigginton, 1972).  

The students did not know, even though it was their parents and grandparents who did it.  

When Eliot Wigginton sent his students to find out and publish the results in an article, 

The Foxfire Book was born.  Produced by students to record and preserve the culture, 

folklore, and traditions of their region, the Foxfire project represents the first major—and 

longest running—modern example of place-based education. 

Principles of Place-Based Education 

 Themes in place-based education.  Through a review of over three dozen 

publications on place-based education, Smith (2002b) determined that there are five 

thematic patterns within place-based education:  cultural studies, nature studies, real-

world problem solving, internships and entrepreneurial opportunities, and induction into 

community processes.  In cultural studies, students explore the local cultural or historical 

phenomena that directly relate to their lives, which validates the culture and experiences 

of the students and can be subsequently applied to regional, national, and global 
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phenomena.  Nature studies also provide a foundation for transferring information from 

the local and tangible to the distant and abstract, and focuses on the innate curiosity 

children have about the natural world.  By utilizing real-world problem solving, students 

are able to identify and help find a solution to an issue facing their school or community.  

Furthermore, if young people are not exposed to the economic and vocational 

opportunities available in their home town, they are less likely to stay when they grow 

up.  By providing internship opportunities, communities help young people stay rooted to 

the area where they grew up.  Finally, schools and students are resources that can be used 

to address community needs, and by inviting schools to join into the community process, 

students are given real-world learning opportunities. 

 The multiple incarnations of place-based education discussed earlier can be 

classified under these five themes as follows: 

2008 HICE Proceedings 
Page 3095



  No Child Left Inside 26 

 

Five Themes of 
Place-Based 
Education 

Cultural Studies Nature Studies Internships & 
Entrepreneurial 
Opportunities 

 

Real-World 
Problem Solving
 

Induction into 
Community  

Process 

Indigenous 
education 

Ecological 
education 

Bioregional ed.
Environmental 

education 
Outdoor ed. 

Experiential ed. 
Sustainability 

education  
Environment as 

Integrating 
Context 

Problem-Based 
learning 

Contextual 
learning 

 

Community-
oriented 

schooling 
Community-

based learning 
Academically 

based 
community 

service 
Service 

Learning 

2008 HICE Proceedings 
Page 3096



  No Child Left Inside 27 

 Goals of place-based education.  In general, place-based education aims to 

highlight the importance of learners’ experiences, provide open and cooperative learning 

spaces, and provide a well-rounded and integrated program of study (Thomashow, 1995).  

The Community in the Classroom program through the Center for Literacy Studies at the 

University of Tennessee, Knoxville set forth three goals that could apply to any place-

based program: 

• To build community inside the classroom by developing a community of teachers 

and learners who share decision making. 

• To bring community into the classroom by building curriculum around 

community issues. 

• To bring the classroom into the community by involving the group of learners in 

the work of community groups.  (Bingman, White, & Kimberlin, 1994, p. 2) 

 Characteristics of place-based education.  Place-based education is further 

characterized as fostering interdisciplinary, collaborative, student-centered, hands-on, and 

engaged learning (State Education & Environment Roundtable (SEER), 2000; Lieberman 

& Hoody, 1998).  Teachers who employ place-based strategies allow students to actively 

construct their own knowledge (Torp & Sage, 2002) through direct experiences with the 

world (Smith, 2002a).  In place-based education, the power relationship between teachers 

and students changes such that teachers become co-learners and guides as opposed to 

dispensers of knowledge (Smith, 2002a).  Instructional content becomes the specific 

dynamics of a place, and textbooks become one of many informational resources 

(Woodhouse & Knapp, 2000; Blank, Johnson, & Shah, 2003).   
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 Due to its interdisciplinary approach, place-based education can serve to integrate 

school studies (Noddings, 2005).  Place-based education provides a way to not only cover 

the curriculum, but extend it (Archie, 2003).  According to Kriesberg (1999): 

  Children see that learning cannot be classified into neat 45-minute 

 packages….  By integrating environmental education into the entire curriculum, 

 you can find the time to teach these activities.  It is not another subject; it is 

 another way of teaching each subject.  (p. xviii) 

 Sense of place and place-based education. A focus on place helps students in all 

settings appreciate their local environments (Jennings, Swidler, & Koliba, 2005) and gain 

a sense of place, “experientially-based intimacy with the natural processes, community, 

and history of one’s place” (Sanger, 1997, p. 4).  According to Kriesberg (1999), a sense 

of place also involves “knowing the stories of the land where you live and feeling a part 

of those stories” (p. xiii).  By grounding learning in the places and experiences of 

students’ lives (Smith, 2002b), place-based education “builds bridges between theory and 

reality, schools and communities, children and their futures” (Lieberman & Hoody, 1998, 

p. 17).  The implementation of place-based education also overcomes the disconnect 

between school and lived experiences lamented by John Dewey.   

 Place-based education has traditionally been a feature of rural schools, where 

education was seen as a “ticket out” (Bingman, White, & Kimberlin, 1994).  Many rural 

communities have experienced a “brain drain,” as people move to urban areas for higher-

skill jobs (Merrifield, White, & Bingman, 1994).  According to the Community in the 

Classroom project, educators must help students build the skills and sense of efficacy 

necessary to become involved in the development of their community.  Education should 
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be the “ticket in—to develop the community and to develop leaders who care about their 

community and will work to resolve its problems” (Bingman, White, and Kimberlin, 

1994, p. 1). 

 Global society and place-based education.  A primary goal of education today is 

to produce young citizens who can “function effectively anywhere in the post-

industrialized world” (Noddings, 2005, p. 57).  Christopher Schlottmann (2005) 

expresses the concern that place-based education can exhibit “anti-universalist 

tendencies” (p. 257).  He writes, “If we are strongly place-based and can best care for 

those immediately around us, how does one account for concepts such as global justice or 

impartiality between human lives?” (p. 258).   

 However, without place-based education, students lack the knowledge to 

appreciate or care for the places where they grow up (Noddings, 2005).  Moreover, they 

have no “understanding of what place means in the lives of people in other parts of the 

globe” (p. 57).  Global citizenship requires an understanding and empathy for people’s 

attachment to their place and how that plays out in sociopolitical contexts.  As was 

accomplished by the Foxfire series, place-based education provides a way to focus on the 

local while moving beyond it. 

Brain Research and the Effectiveness of Place-Based Education 

 In order to determine the relevance of place-based education in facilitating 

learning, an understanding of how memories are created and neural networks are formed 

is required.  The creation of memories is the process that allows us to learn from 

experience (Wolf, 2001).  Although one view of memory asserts that the more you use it, 

the stronger it will become, research has shown that memorizing extensive amounts of 
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information may actually decrease the brain’s ability to memorize more material.  Due to 

the fact that about 99 percent of all sensory information is discarded as soon as it enters 

the brain to avoid sensory overload, information must be relevant if it is to make it past 

the initial screening process and be committed to memory.  Relevance is determined by 

the novelty, intensity, and movement of the stimulus.  In the classroom, over time, using 

such attention-getters diminishes in effectiveness due to the brain’s tendency toward 

habituation.  However, emotion further determines whether attention will be sustained.  

When a stimulus is received in the brain, it travels first to the thalamus, the brain’s relay 

station, and the amygdala, which determines emotional relevance.   Information is 

received in the amygdala before the logical-processing cortex; therefore the brain is 

programmed by biological necessity to pay attention first to information with strong 

emotional substance.  Grounding educational content in the lived experiences of students 

is one way to achieve the emotional relevance crucial for prolonged attention.   

Learning is a process of building neural networks, which can be formed in three 

ways:  concrete experience, representational or symbolic learning, and abstract learning 

(Wolfe, 2001).  The strongest neural networks are made through concrete experience—

direct interaction with the world.  Symbols or representations are only as effective as the 

degree of exposure to the real entity; without concrete experience, they have little 

meaning.  It is possible to move to abstract learning, but only if a neural network made up 

of concrete and representational information already exists.  Teachers can take advantage 

of the concrete understandings necessary to achieve abstract thinking by providing 

examples that relate to students’ experiences and involving authentic problem-solving in 

the curriculum.   
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In the late1800s, William James detailed two different types of attention:  directed 

attention (voluntary) and fascination (involuntary) (Louv, 2005).  Building on this 

research, Stephen and Rachel Kaplan determined that too much directed attention leads to 

a fatigue characterized by impulsive behavior, agitation, irritation, and the inability to 

concentrate.   According to Kaplan, “If you find an environment where the attention is 

automatic, you allow directed attention to rest” (from Louv, 2005, p. 102).  A restorative 

effect, therefore, can be found in an environment that provides fascination and may be 

found outside the walls of the classroom.  

Developmental Appropriateness of Place-Based Education 

 Piaget demonstrated that children, particularly at an early age, have difficulty with 

abstraction (Kriesberg, 1999).  Because children must experience much of what they 

learn, learning should start in the local neighborhood and build on what they know.  

David Sobel (1996) is concerned about the developmental appropriateness of 

environmental education that requires premature abstraction.  He feels that addressing the 

problems of global warming or rainforest destruction in the primary grades can lead to 

“ecophobia—a fear of ecological problems and the natural world” (p. 5).  To allow 

students in second through sixth grade to remain connected to their roots, Sobel 

recommends exploring the environment close at hand and developing “a taxonomy of 

relationships that will prepare them to empathize with the animals of the rainforest” (p.3). 

Understanding and Place-Based Education 

In Understanding Understanding, Wiggins and McTighe (2005) explain that 

understanding is the ability to transfer information.  The ability to transfer learning to 

new and different settings demonstrates true understanding.  However, it is important that 
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students be confronted with real-world problems to solve if understanding is to be 

achieved.  In Houston, TX, for example, a group of third graders was divided in half to 

determine the extent of their understanding (Sobel, 2005).  One half of the students were 

instructed traditionally, while the other half were instructed using a place-based method.  

As a result, both groups of students demonstrated the ability to transfer from the learning 

situation to a similar situation (near transfer), but only the place-based group was able to 

transfer learning into a very different context (far transfer).   

Place-Based Education and Student Achievement 

Because it is adaptable to the unique characteristics of a place, the barrier is 

broken between school and children’s lives and the natural questions and concerns of the 

students serve a critical role in determining what is studied (Smith, 2002b).  In schools 

that utilize a place-based educational strategy, students show both positive affective and 

cognitive outcomes.   

Affective benefits. Place-based education has been shown to provide many 

behavioral benefits that are not measured on achievement tests.  Students show 

improvements in problem-solving skills, collaboration and communication, motivation 

toward learning, long-term knowledge retention, social responsibility and stewardship 

ethic, and improved discipline and conflict resolution by involvement in place-based 

programs (ISD 544 & PWLC, 2006; Torp & Sage, 2002; Jennings, Swidler, & Koliba, 

2005; Lieberman & Hoody, 1998).  Even students who were apathetic to traditional 

teaching methods emerge from place-based programs as active, engaged learners (Torp & 

Sage, 2002).  
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For example, fifth grade students in the Prairie Science Class spend half of each 

day for the entire school year studying science, math, and language arts using the local 

prairie wetlands ecosystem as their integrating context.  In a comparison of pre- and post-

test results of an affective self-report, students showed statistically significant positive 

change in their attitudes toward the local environment, a stronger stewardship ethic, and a 

heightened sense of civic responsibility (ISD 544 & PWLC, 2006).   

 Place-based education and achievement testing.  Standards and standardized 

testing make it difficult to implement a comprehensive program in place-based education, 

according to David Gruenewald (2005).  Teachers cannot simply show correspondence 

between instructional content and learning objectives; they must demonstrate student 

achievement of quantifiable, statistically comparable results on standardized tests.  

Robert Delisle (1997), on the other hand, views place-based education as a means of 

achieving higher standards and greater achievement by improving understanding. 

 Several studies have been conducted to examine the effectiveness of place-based 

programs on student achievement on standardized tests.  The State Education & 

Environment Roundtable (SEER, 2000) collected results in California from three norm-

referenced achievement tests—the Stanford Achievement Test (SAT), the California Test 

of Basic Skills (CTBS), and the California Achievement Test (CAT)—to produce a 

summative comparison of Kindergarten through twelfth grade students’ basic skill 

abilities.  Of eight comparison schools examined by SEER, only one showed little 

difference in the scores of programs using place-based methodologies and the control 

programs.  In seven out of eight cases, the place-based educated students outperformed 

their traditionally instructed peers.  In all, students educated in a place-based program 
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performed better on 72 percent of all academic assessments:  better on 76 percent in 

language arts, better on 63 percent in math, better on 64 percent in science, and better on 

73 percent in social studies.  Remarkably, in both California and nationally, language arts 

skills show the greatest improvement in a place-based program.   

 In a study of forty elementary, middle, and high schools around the United States, 

Lieberman and Hoody (1998) determined that in 92 percent of comparisons, students 

educated in a place-based program academically outperform their peers in traditional 

programs.  Two of the three areas where traditional classrooms performed better than 

place-based ones were math scores in programs where math was not integrated into the 

place-based framework.  On the other hand, students in a place-based program in 

Minnesota showed the same below national average growth in math and language arts 

skills as their counterparts in the traditional school program (ISD 544 & PWLC, 2006). 

Place-based education and the achievement gap.  Place-based education aligns 

with current psychological research on learning and understanding, and “holds great 

promise for closing the achievement gap” (Lieberman & Hoody, 1997, p. 17).  Through 

its use of hands-on learning, cooperative learning groups, dialogue and discussion, and 

authentic assessment, place-based education provides opportunities for accommodating 

students with special needs (Fetters, Pickard, & Pyle, 2001).  Students diagnosed as 

having attention deficit hyperactivity disorder, having a learning disability, or being 

emotionally disturbed, as well as those learning English as a second language, have been 

shown to be more independent, engaged with adult and community members, and 

respected by peers when the subject matter is applied to a real situation and much of the 

learning is sensory (Powers, 2004).  In addition, place-based education follows culturally 
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responsive teaching practices, including teaching abstract concepts by linking them to 

familiar concepts and showing how the curricular content is related to students’ everyday 

experiences (Schmidt, 2004).   

Highly sensory, real-world experiences are the cornerstones of place-based 

education.  Furthermore, place-based education explicitly connects content to authentic 

reasons for learning it, which helps special education students see the relevance of 

classroom instruction (Torp & Sage, 2002).  Most importantly, place-based education 

often allows students to employ whatever learning style works best for them, which 

benefits all students.  

Place-Based Education and Teacher Accountability 

For teachers, place-based education has been shown to increase job satisfaction 

(Powers, 2004).  By taking advantage of local places and resources, teachers become co-

learners as they guide their students’ learning opportunities (Smith, 2002b).  Many 

teachers also reported feeling a sense of personal growth as they took on new leadership 

roles in the classroom and the school (Powers, 2004).  

Place-based education in a standards-based world.  However, in order to adopt 

place-based practices, teachers must re-examine many of their preconceptions about 

teaching.  If place-based education is to be successful, teachers must believe that 

legitimate learning can also take place outside of the classroom (Smith, 2002b).  Teachers 

must create curriculum, not simply dispense it, and become comfortable integrating 

subjects, blurring the lines between academic disciplines.  As one teacher points out, “It 

takes more time to craft a solid, useful project than to crack open a text book and pull out 

its corresponding worksheet” (Powers, 2004, p. 23).  Lack of time, therefore, is one of the 
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strongest arguments against implementing a place-based curriculum (Torp & Sage, 

2002).   

Further compounding the lack of time that teachers have to dedicate to creating a 

place-based curriculum is the need to align teaching to content and performance 

standards (Torp & Sage, 2002).  Standardized tests do not assess many of the documented 

benefits of place-based education—self-directed learning, critical thinking—and many 

teachers are hesitant to spend the time preparing for it.  Moreover, teachers must strive to 

link the unexpected activities that present themselves outside of the classroom with the 

mandated performance standards (Smith, 2002b).  Standards, in effect, homogenize 

content and create a decontextualized curriculum that offers little opportunity to pursue 

local interests (Jennings, Swidler, & Koliba, 2005).  As more external control over 

content is exerted, the local community loses the opportunity to play a role in 

determining what students should learn.   

Meeting standards through place-based education.  David Gruenewald (2005) 

holds the belief that although place-based education may serve to improve scores on 

achievement tests, educators should instead focus their attentions on resisting 

standardization and redefining accountability.  On the other hand, Torp and Sage (2002) 

suggest designing place-based experiences around the standards.  They posit that “the key 

to achieving standards for all students comes not in restricting how teachers teach but in 

setting common goals for students” (Torp & Sage, 2002, Chapter 8, para. 8).  For some, 

place-based education simply reinforces and extends standards-based reform (Blank, 

Johnson, & Shah, 2003).   
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Teaching is closely linked with accountability policies, and if there is no allusion 

to place-based education in the language of accountability, the practice of place-based 

education is effectively discouraged (Gruenewald, 2005).  According to Jennings, 

Swidler, and Koliba (2005): 

federal policy makers’ attempts to mandate standards-based reform in 

states that are not sensitive to the role that place-based methods play in 

practitioners’ work may ultimately create a tension that did not previously exist 

between teachers’ implementation of standards and their beliefs about good 

pedagogy, including place-based education.  (p. 64) 

However, if educators view place-based methods as a pedagogical tool rather than as 

content criteria, it is less in conflict with the standards. 

 Moreover, several states have incorporated the language of place-based education 

into their standards to promote the use of this technique.  The state of Vermont revised its 

state standards, the Vermont Common Core of Learning, to incorporate place-based ideas 

and legitimize their use in schools (Jennings, Swidler, & Koliba, 2005).  Place-based 

learning is now given a position similar to other curricular areas like history and math in 

the state’s educational framework.  Although many teachers reported using Vermont’s 

new standards to support and justify what they were already teaching, little evidence 

suggests that they increased the use of place-based education in schools. 

 Closer to home, teachers observed a wide gap between curriculum and the 

concerns and traditions of the community in Alaska Native villages (Null & George, 

2003).  Through the work of the Alaska Rural Systemic Initiative, village educators are 
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teaching from within the culture, applying western science and technology to solve 

community problems, preserve traditions, and meet Alaska Content Standards.   

 In addition to the state-wide content standards, the Alaska Native Knowledge 

Network (ANKN) published the Alaska Standards for Culturally Responsive Schools in 

1998.  According to the ANKN (1998), these standards: 

have been developed by Alaska Native educators to provide a way for 

schools and communities to examine the extent to which they are attending to the 

educational and cultural well-being of the students in their care.  These “cultural 

standards” are predicated on the belief that a firm grounding in the heritage, 

language, and culture indigenous to a particular place is a fundamental 

prerequisite for the development of culturally-healthy students and communities 

associated with that place….  (p. 4) 

The ANKN (1999) also published Guidelines for Preparing Culturally Responsive 

Teachers for Alaska’s Schools, most specifically for teachers in rural Alaska.  The 

Guidelines incorporate many place-based practices, such as facilitating interdisciplinary 

learning and authentic application, including locally appropriate cultural values, using the 

local community as an extension of the classroom, and utilizing the resources and 

expertise of Elders and other community members.   

Place-Based Education In (and Out of) the Classroom 

 Classroom teacher Laurel Schmidt (2004) presents a list of reasons why place-

based education is effective: 

• Students are in control—their questions guide learning 

• Academically and socially rigorous 
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• Different ways of knowing—involves all of the Multiple Intelligences 

• Active 

• Teaching and learning are shared roles 

• Life and learning are fused 

• Student work has meaning in the world beyond the classroom. 

Furthermore, place-based education, as described by SEER (2000) and Lieberman and 

Hoody (1998), correlates to the best practice teaching philosophy outlined by Zemelman, 

Daniels, and Hyde (2005).  Both place-based and best practice teaching are 

interdisciplinary, collaborative, student-centered, authentic, experiential, and 

constructivist.  According to the Rural School and Community Trust (2000), “strong local 

communities are the best habitat for excellence in education” (p. 3).  By encouraging 

student involvement in the local community, place-based educators—like sports 

coaches—facilitate real learning through involvement in the game (Smith, 2002b). 

 Community as classroom.  Place-based education helps to create a permeable wall 

between school and the community (Smith, 2002).  While community organizations are 

able to provide resources and learning opportunities that may not otherwise be available 

to students (Blank, Johnson, & Shah, 2003), the community gains assistance from 

partnering schools and is valued by teachers and administrators (Jennings, Swidler, & 

Koliba, 2005).  By involving the school in the community and the community in the 

school, place-based educators call upon community resources to lighten the load.  Instead 

of one-time-only field trips, schools can build relationships with nature centers, 

environmental and cultural organizations, and local museums so that students visit on a 
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regular basis (Louv, 2005).  In some programs, interns and community volunteers assist 

the regular classroom teacher with preparation and lesson delivery (Powers, 2004). 

 Community mapping is a popular way to begin place-based education (Bingman, 

Martin, & Trawick, 1996; Schmidt, 2004).  Maps can show the political, geographical, 

economic, or social aspects of a place.  Furthermore, researching and creating maps 

employs multiple senses and learning modalities.  Schmidt (2004) provides further tips 

for exploring the community with children, including virtual tours, walking trips, 

community timelines, and creating living archives by interviewing long-time residents.

 No Child Left Inside.  Place-based education allows students to explore the 

wilderness in their own back yards (Noddings, 2005).  “Children don’t need National 

Parks; they need empty lots, forgotten woods, patches of trees, and backyards where they 

can explore and find special places,” writes Kriesberg (1999, p. xv).    Watershed study is 

a pervasive theme in many place-based education programs (Sobel, 1996), which not 

only focuses on the local place, but provides a natural flow into a more holistic picture as 

students trace a river from its origins to its mouth.  

 While children are learning outdoors, there are many ways they can document 

their discoveries.  The most common way students in place-based education programs 

record their learning is through journaling, which can include written and illustrated 

descriptions of observations made in a natural setting (Kriesberg, 1999; Schmidt, 2004).  

Photography and videotaping are other ways learning is documented in the field 

(Schmidt, 2004). 

 Place-based education, as described by SEER (2000) and Lieberman and Hoody 

(1998), correlates to the best practice teaching philosophy outlined by Zemelman, 
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Daniels, and Hyde (2005).  Both place-based and best practice teaching are 

interdisciplinary, collaborative, student-centered, authentic, experiential, and 

constructivist.  According to the Rural School and Community Trust (2000), “strong local 

communities are the best habitat for excellence in education” (p. 3).  By encouraging 

student involvement in the local community, place-based educators—like sports 

coaches—facilitate real learning through involvement in the game (Smith, 2002b). 
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Introduction 

 Since the passing of No Child Left Behind Act of 2001 (NCLB) in 2002, it is imperative 

to examine the constructs needed for student academic success. One such construct includes 

teacher efficacy. Efficacy, as defined by Bandura (1977), is the belief of an individual’s 

perceived capabilities to produce results and to attain results related to the ability to affect future 

actions; ultimately, it is a belief that can be applied to teaching. Teachers can overcome 

environmental influences, reach all students, and impact achievement. 

 Bandura's work on social cognitive theory and perceived efficacy beliefs has encouraged 

research in areas of learning and behavior both for teachers and students. Self-efficacy 

perceptions have a direct impact on the effectiveness of a teacher by influencing personal 

behavior, goal setting, effort expenditure, levels of persistence, and teacher effectiveness 

(Deemer & Minke, 1999). It is beliefs, attitudes, and emotions that account for differences in 

teacher effectiveness which affect student achievement, learning, and school performance 

(Brouwers & Tomic, 2003).  

NCLB mandates highly qualified teachers in every classroom, but Many schools face 

teacher shortages and high turnover rates with the majority of the vacancies staffed by first-year 

teachers (Nelson, 2004, Berry 2005). Approximately one-third of all new teachers leave the 
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profession within five years especially in math, sciences, and special education (King, 2006). 

This cycle has created a shortage and is especially noticeable in inner-city environments as 

quoted from Darling-Hammond (1996) from the 1995 NGA report. 

Emergency hiring, assignment of teachers outside their fields of preparation, and high 

turnover in under funded schools conspire to produce a situation in which many poor and 

minority students are taught throughout their entire school careers by a steady stream of 

the least qualified and experienced teachers.  

Data shows that experienced teachers are more effective than beginning teachers at resolving 

pedagogical problems thus magnifying the educational cycle (Prince, 2002).  

 This project examined the impact of teacher efficacy and perceived student academic 

performance and the constructs that compose teacher efficacy in low-performing schools and 

was guided by the following research questions: 

1. How has NCLB affected teacher efficacy perceptions in low-performing schools? 

2. What was the impact of NCLB on teacher perceptions of student achievement in low-

performing schools?  

Efficacy can be promoted in a variety of settings when a stabilized faculty is present that 

work within the schools’ context providing cooperative and collegial opportunities to work 

together to attain achievement. The findings are useful to educational policymakers, 

stakeholders, administrators, teachers, and teacher preparation programs. It has implications for 

understanding how teacher beliefs impact school performance and can lead to professional 

development aimed at developing and reinforcing teacher efficacy in low-performing schools.   
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Problem Statement 

In recent years, there has been a focus on teacher attrition due to NCLB classroom 

benchmarks of highly qualified teachers that highlight a shortage of teachers at low-performing 

schools. It is teacher behaviors and actions that promote learning, and without quality teachers, 

schools cannot become systems of reform.  It was not known and to what extent No Child Left 

Behind has impacted teacher efficacy perceptions. The understanding of perceptions of teacher 

efficacy provides implications for system transformation and improving student learning. 

Design 

 Research questions dictated identification of efficacy outliers and discovery of the impact 

of NCLB to understand perceptions of efficacy and student performance using a mixed method 

design of quantitative (Phase One) and qualitative (Phase Two) measures in a naturalized setting 

to develop a complex understanding of the problem.  

Phase One provided identification of teachers with extreme scores of perceived teaching 

efficacy using the Teacher’s Sense of Self-efficacy Scale, TSES, which is comprised of 24 items 

measures efficacy in student engagement, instructional practices, and classroom management 

thus providing an understanding of overall teacher efficacy perceptions (Tschannen-Moran & 

Hoy, 2001). It is based on a nine point Likert Scale (1= meaning low and 9 = high) and was used 

to calculate average efficacy scores identifying high and low score outliers.   

Phase Two investigated how NCLB has affected perceptions of self-efficacy and student 

success and it was necessary to interview teachers through a phenomenological construction. 

Eight teachers described the impact of legislation in a natural setting, narrated how NCLB has 

affected them, and described their perceptions of student success. 
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Data Collection Methods 

Once surveys were returned by 90% of the consenting staff, teachers’ self-efficacy scores 

were determined and ranked. The four teachers with the highest and the four teachers with the 

overall lowest averages were identified.  

Each interview session was recorded and transcribed to ensure accuracy. Open coding 

(Creswell, 2005) was used to segment information and to ascertain themes regarding the impact 

of NCLB on teaching efficacy and then compared between high and low teacher efficacy 

averages.  

Results 

  Participant TSES scores ranged from 114-193 points. The highest one can score on the 

TSES was 216 points, and the lowest if all questions were answered, was 24 points. The median 

score was 155 points (female 154, male 170). The mean was 153 points (female 155, male 161). 

The three lowest scores were 114, 126, and two 129. The three highest scores were: 187; two 

individuals 189, and 193 points.  

Eight Phase Two participants with four represented the three lowest and four represented 

the three highest TSES scores. The interviews provided qualitative data, from the following 

questions: 

1. In what way does your perception of self-efficacy affect your teaching behaviors? 

2. How do you think your perceived efficacy influence student achievement? 

3. What influence has NCLB had on your perceptions of self-efficacy? 

4. What aspects of NCLB negatively impact your teaching? 

5. What aspects of NCLB positively support teachers? 

2008 HICE Proceedings 
Page 3122



    Teacher Efficacy and NCLB     5 

 

 
6. How difficult is it to affect, contribute, or shape, a teacher’s self-efficacy belief once 

constructed? 

7. What you know about NCLB 

8. How has NCLB has affected your school and teaching environment? 

9. How has NCLB affected student performance and learning environment? 

10. What teaching behaviors directly impact the classroom environment?  

11. What are your perceptions of how your students are achieving state standards in 

comparison to their peers? 

12. What are your perceptions of a successful student in an era of NCLB? 

Conclusions 

 Phase One revealed that teachers vary in their perceptions of self-efficacy and that 

varying degrees of self-efficacy do exist among a diverse teaching staff, which supports 

Bandura’s assertion that teachers with a perceived high efficacy will think, act, and feel 

differently than those with low perceptions of self-efficacy (1986).    

 Phase Two involved questions relating to teachers’ perceptions of self-efficacy as related 

to student achievement (Q-1, 2, 6, 10); relating to teachers perceptions of self-efficacy as related 

to NCLB (Q-3, 4, 5); relating to teacher perceptions of student achievement (Q-9, 11, 12); and 

relating to understanding of NCLB (Q- 7, 8, 12) 

 Teacher Perceptions of Self-Efficacy and Student Achievement 

 Participants expressed belief in their abilities to reach students and the necessity of 

confidence as a teacher, importance of varying teaching strategies to engage students, and 

keeping students engaged, the importance of modeling especially in challenging situations so 
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that students can observe proper responses, and focused on the need for parental involvement, 

feedback, and positive reinforcement.  

 Teacher Perceptions of Self-Efficacy and No Child Left Behind  

 Teachers from both groups expressed great feelings of pressure. 

 Teacher Perceptions of Student Achievement in an Era of NCLB  

 Teachers had mixed responses to direct questioning regarding student impact and NCLB. 

Answers varied from limited impact to profound.  

When teachers were asked to compare their students to students of different classes, there 

was a distinction between high and low scorers. Those with high perceptions felt their students 

were outperform their peers while low efficacy participants felt their students were below.  

Such analysis of responses provides data to further answer the research question, which 

explores NCLB impacting teacher perceptions of student achievement. Teachers with both high 

and low efficacy beliefs held distinct views about their students’ capabilities, but  NCLB does 

not seem to impact teacher perceptions of overall student achievement.   

 Based on the review of the literature and the results of this study, several implications for 

further consideration were made: 

1. Perceptions of teaching efficacy exist, and in a diverse faculty setting there is a 

spectrum of perceptions. All teachers felt they can teach their students.  

2. NCLB provided guidelines for teaching that have a positive impact on teachers.  

3. Teachers with high perceptions of self-efficacy, feel that their students will out 

perform other students of similar characteristics. They believe their actions foster a 

successful learning environment where their students succeed. 

2008 HICE Proceedings 
Page 3124



    Teacher Efficacy and NCLB     7 

 

 
4. Governmental legislation has little impact on perceptions of self-efficacy. Most 

teachers feel the pressure as a result of benchmark exams and ensuring schools meet 

certain criteria. 

5. Teachers with high perceptions of self-efficacy feel that their students will out 

perform others. 

6. When all teachers have beliefs in themselves, this translates into the classroom that 

their students can and do succeed.  

7. Teachers do feel the stress of NCLB, and further studies need to examine the impact 

of this stress on job satisfaction and retention. 
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The Lesser Heard Voices of Teachers Across Borders in Literacy Education 
By: Khalida Tanvir Syed 

University of Alberta 
 

“Stories are all we are. That’s it. Nothing more. Stories. If we don’t have stories we told 
about each other and people told about us, I don’t know what it would be. I live my life 

through stories.” (Thomas King, 2003) 
 

In this paper I will present four teachers’ stories of teaching and learning in Elementary 

schools in three national settings (Audrey, in Canada; David, in  Canada; Yu, in China and 

Mijung. in Korea). These teachers are from different nationalities and linguistic backgrounds 

and they have varied teaching experiences, however, each is struggling with their professional 

growth within their respective educational system. These international teachers’ stories are 

portrayed in juxtaposition with the research literature on early literacy teacher education. All four 

stories reveal similarities in teacher visions, practices, tensions, and hopes. The participants in 

this study reveal private thoughts about teacher spaces within their educational system, 

understandings of teaching and learning practices and personal growth through storytelling. 

While telling their stories, each teacher formed a new vision of themselves as a professional. 

Certified teachers wish to play an active role in their ongoing learning and see themselves 

in transition. They are looking for inspiration, encouragement or direction from colleagues, 

school authorities, and the local and larger society. Four participants struggle with top-down, 

autocratic programs of professional innovation. Involved in a continuing journey for 

meaningfulness and insight as teachers, they wonder how they can begood teachers who 

effectively support and facilitate their students’ literacy education. A good teacher challenges 

their own assumptions about teaching, learning, and inquiry in order to keep abreast of students’ 

diverse needs in a changing educational system.  
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Theoretical Frame work 

Researchers such as Calkin (1998) agree with the teachers in my study. They argue that 

effective teacher education depends upon the involvement of the participants in the process: 

commitment can only be achieved if those involved feel they have control of the process . . . 

whereas, they will resist change that is forced upon them (p. 11). In their desire to be active 

agents in their own professional education, these four teachers agree with the teacher education 

research writings of Basica (1996), Hargreaves (1994), and Little (1993) who argue that 

educational policies increasingly require teachers to expand their teacher education  

responsibilities beyond the traditional realm of classroom practice to develop curriculum with 

colleagues rather than leaving such development to curriculum experts, to participate in school 

programs and policies rather than leaving them up to administrators, and to continue to update 

their technical skills, their understanding of their students, and their subject expertise (Little, 

1993, p. 1).  

Crafton (1997) explains that teacher inquiry is about teachers generating their own 

knowledge about teaching (p. 5) with no quote I don’t think you need the page number. On the 

basis of their research, Barnet and Young (1998), along with Irvine (1993), claim that 

inquiry/teacher research and ongoing problem-posing and problem-solving do more to help 

teachers analyse their current practices and reshape them, than perhaps any other single form of 

teacher development. Teacher-driven inquiry models--as the National Council of Teachers of 

English (NCTE) recognizes--honour the complexity of the knowledge base of teaching, invite 

teachers’ authentic questions, and enable teachers to pursue their questions in a systematic and 

self-critical fashion (1998, p. 6). 
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In his writings on school improvement, Barth (1997) expresses his commitment to 

sharing views through collaboration in teacher development: I expect all of us to work together, 

help one another, and make our knowledge available (p. 33). In his long years of research in 

teacher development, Barth identifies and attributes special significance to the collegial 

relationships between teachers and administrators: 

I think that the problem of how to change things from I to we, of  

how to bring a good measure of collegiality and relatedness to adults  

who work in schools, is one that belongs to the national agenda of school 

improvement--at the top. It belongs to the top because the relationships 

among adults in a school are the basis, the precondition, the sine qua non 

that allows and energizes and sustains all other attempts. Unless adults 

[teachers, administrators] talk with one another, and help one another, 

very little will change. (p. 32) 

For Barth (1997), and for other researchers such as Newman (1997) and Stoll (1991), collegiality 

and congeniality are absolutely key to successful professional renewal. Stoll (1991) writes: 

Students benefit academically when their teachers share ideas, cooperate in 

activities and assist one another’s intellectual growth. In the more effective 

schools, the emphasis is on teachers as learners, as well as students as learners. 

Staff exhibit cohesiveness, identify problems and take action, and have a shared 

approach to planning. (p. 77) 

 There are several conditions of effective teacher education that guided my synthesis of 

the research literature. The conditions I identified were: teachers’ wakefulness, or awareness, of 

the importance of teacher development; teachers’ involvement in determining their own teacher 
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education needs and opportunities; active, critical inquiry as a central component of the teacher 

education experience; the sharing of multiple views through teacher education stories; and 

ongoing reflection as a major component of teacher development.  

The Research Design: Narrative Inquiry 
According to Clandinin and Connelly (2000), narrative inquiry is not only a 

“phenomenon,” it is also a “methodology”. As a phenomenon, narrative inquiry is the structured 

quality of the experience to be studied. The methodology is the storying process engaged in by 

the narrative researcher. Edward C. Short (1991) writes that “people by nature lead storied 

lives… while narrative researchers describe such lives, collect stories of them and write 

narratives of experience” (p. 121). In this study, narrative inquiry, storytelling, is the vehicle I 

will use to represent my research findings. In order to conduct narrative inquiry, I chose the 

teachers across borders. The interviews afforded me the opportunity to learn about the attitudes, 

beliefs, understandings and professional practices of these four teachers (Creswell, 2005). 

The Interviews 
I conducted two audio-taped interviews with each of the participants. The interviews 

were one-on-one sessions. Each of the interviews was approximately one hour in length. All 

interviews were held in a comfortable location arranged by mutual agreement. In the interviews I 

drew from the questions I discuss below. 

 In the first interview, I attempted to create a friendly environment and I encouraged 

honest communication--because narrative inquiry is a believing game. I would either substantiate 

this statement that it is a believeing game or delete it.  I began the interview with “grand tour” 

questions such as: “Tell me about your experiences of teacher development.”  

The second set of interviews focused specifically on the participants’ perceptions of their 

teacher education experiences in literacy education. Here, I wanted the participants to draw upon 

their perceptions of: their students’ present and future literacy needs; current societal demands 
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with respect to literacy; their own learning needs with respect to the knowledge base in reading 

education; and, the conditions which had enhanced or interfered with collaborative professional 

inquiries and collegial dialogue. The second interviews also began with an opportunity for 

participants to reread and respond to the stories I had created. I also used this second interview to 

clarify content from the first interview.  

During all of the interviews, field notes were taken of body language I had observed, 

episodes in the interview when questions and requests for clarification arose, etc. Immediately 

after each interview, I transcribed the audiotapes. 

Instruments and Tools 
An audio cassette player and field notes were used during the interview process. The 

audio cassette player recorded oral communications. Body language, personal notes, clarification 

issues and any interruptions were recorded in my field notes.  

Data Collection and Interpretation 

Audio-taped interview conversations and field notes were transformed into stories. By 

creating a narrative--in the multiple voices of the storytellers--I hoped to reveal in depth what 

had really happened to them and what they really believe. The point of narrative inquiry is to 

evoke a fuller, more textured, sense of “truth” than would be possible in a single-voiced, 

expository text told from my perspective, as researcher.  

Interview data was interpreted in a qualitative manner: I probed backgrounds and 

meanings behind beliefs, attitudes, and practices (Creswell, 2005). This approach is consistent 

with the research literature on narrative inquiry (Clandinin & Connelly, 2000). Principally, it 

involves the collection of data in the forms of words--retelling the story, attempting to 

understand how participants interpret the meaning of their experiences, and critically analyzing 

the issues that this data raises. Narrative inquiry involves not only collecting data, but also 

representing this data in a way that preserves the integrity of the teller’s experience and of his or 

her storying about this experience. 
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 The text I have created is as Barnieh (1989) names it a “plurivocal” story. This text offers 

a place in which four voices meet in conversation with one another. It is my hope that in reading 

these stories, as a reader, that you will feel compelled to tell your own story, alongside the ones 

represented here. From story sharing interviews, I learned of similarities and differences in 

teachers’ experiences and when these differences were a consequence of a different educational 

context. The stories told are teachers across borders less heard voices of teaching, ongoing 

learning and professional development, filtered through teachers’ own conceptual lenses. No one 

speaks for the teachers. Here are their voices –stories. 

Teachers’ Wakefulness of the Importance of Teacher development 

My research has led me to define a professional teacher in literacy education as someone 

who is involved in and who is always seeking to learn more about the best possible literacy 

teaching practices, in order to meet the changing needs of students. Engaged in their own 

firsthand literacy learning, the teachers participate with wakefulness in self-directed and self-

critical inquiries to become a more knowledgeable and effective teacher. A teacher is someone 

who collaborates with colleagues in generating and sharing literacy teaching knowledge.  

For Audrey, a professional teacher is someone who is well-informed about her teaching 

area. According to David the term teacher means being a learner and learning is ongoing. Yu 

explains that a teacher is someone who teaches to learn, and someone who understands and 

addresses the evolving student needs. A teacher, in Yu’s mind, is someone who is always 

attentive to inquiring and who is forever learning. Mijung agrees with her colleagues that teacher 

means being a lifetime learner, but she extends this definition beyond the intellectual 

commitment to the philosophical and ethical commitments of teaching. These ideas are 

summarized in Barth’s (1997) statement: “When teachers stop growing [learning], so do their 

students” (p. 50). 
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Teachers’ Participation in Determining Their Own Teacher Education Needs and Opportunities 

The participants in this study believe in the need for teachers to determine their own 

teacher education nneeds and opportunities. Audrey stated that teacher education needed to be 

planned locally, at the school level. In her new understandings of children’s connections between 

oral and written language and drawing, she identified learning goals that she had set for herself: I 

am interested in learning about relationships among various languages in children’s literacy 

development. David expressed frustration with teacher education that is decided by school 

administrations. He was deeply concerned that in planning teacher development, teachers’ 

voices are often silenced and their concerns are ignored. And, while Yu’s teacher education 

stories occurred on the other side of the world, he said much the same as David had said: 

teachers’ needs are not assessed, their voices are marginalized, and inquiry questions are not 

addressed. He argued that just as his students needed to have some say in what and how they 

learn, that teachers need this too in terms of their own personal and professional growth. Mijung 

echoes these sentiments. She described how teachers’ voices are less heard in the planning or in 

the operation of the [teacher development] workshops themselves. This left her with the feeling 

that her learning needs, questions, and concerns related to [her] own classroom situation had not 

been resolved.  

The teachers’ collective plea to be treated as professionals willingly to take 

responsibility for their continuing learning cannot go unheeded. These teachers are demanding 

that they be viewed as active agents in their continuing learning. They seek to be respected as 

learners with varied interests, backgrounds, points of view, goals, concerns, needs and 

aspirations.  They are not satisfied with cookbook recipes from experts who cannot imagine their 

own and their students’ needs, concerns and dilemmas.  
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Active, Critical Inquiry as a Central Component of the Teacher Education Experience 

Over the last decade, a number of researchers have stressed the centrality of teachers’ 

own inquiries to their teacher development. This is in contrast to the usual expectation of 

teachers being primarily passive consumers of university researchers’ expertise. I believe that a 

teacher’s own inquiry can provide them with insight into the relationship between their 

theoretical and values assumptions and practices. As teachers inquire, in the context of their own 

classrooms, they have the potential to learn more about their students’ needs and how they can 

modify their teaching to best support the particular learners gathered around them.  

Through active inquiry, teachers develop their voices as reflective learners and 

researchers. David tells us that his professional understandings have come from his reading and 

talking with others, but also from observing and reflecting on what the children are doing in our 

classroom and by reflecting on how my practices support or interfere with children’s learning. 

Audrey agrees: I enjoy being involved in ongoing research in my own classroom.  This is one 

way that I keep learning. Yu connects the practice of observation and reflection to his 

involvement in theory-construction: while I know that what I believe as a teacher affects my 

actions in the classroom, I also recognize that my actions inform what I believe. Mijung takes 

Yu’s statement a step further. She locates the usual separation of teaching theory and practice in 

the traditional hegemonic relationship of theoreticians to practitioners. Mijung argues that 

researching one’s own practice enables a teacher to participate in the knowledge production 

process. Doing this, she points out, could potentially challenge existing power relationships and 

situate university researchers and teacher researchers in a new relationship where one another’s 

ways of knowing were both validated.  
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Active, inquiry is about coming to understand the classroom learning environment in 

detail. But it is also more than this. Inquiry is as Mijung and David suggest, a way of entering the 

conversation about education--a conversation that has often in the past excluded teachers’ voices.  

The Sharing of Multiple Views Through Teacher Education Experience 
 

Yu’s hopes for teacher education in China are pinned on their being more opportunities 

in the future for teachers to learn from one another. Mijung too, is hungry for social learning. She 

sees technology as perhaps creating a safe place to share ideas and to examine alternative, 

teaching choices. David describes himself as seeking collaborative relationships. He is not 

looking just for someone to confirm his beliefs, but rather, he is interested in authentic dialogue. 

He welcomes diversity rather than shunning it. David appreciates that the differences help us to 

re-examine what we believe in a new light. For David, it is the sustained dialogue with 

colleagues over time that will provide him with opportunities for professional renewal. He told 

me: Whenever I have had opportunities for teacher education in partnership with another teacher 

or as part of a group it has been so much easier to keep going. This solidarity is really important. 

David saw this sustained collegial relationship as supporting his risk-taking. Audrey was also so 

attracted to the potential of learning with and from her colleagues that she thought she might 

pursue a position as a resource teacher some day, so that she could have such conversations. 

All of the participants in this study felt isolated. There was little time for these teachers to 

share their questions, findings, or concerns. These teachers were desperate for a supportive space 

in which their ideas could be heard, respected and valued. In the increasingly pluralistic, global 

community in which we live, there was a recognition among the teachers that sharing views 

would, in turn, enhance their abilities to accommodate the diversity of student needs within their 

classrooms.  
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Ongoing Reflection as a Major Component of Teacher development 

From the teachers’ point of view, I have already addressed the idea of ongoing reflection 

within my discussion of teacher inquiry. I do not believe that there can be effective action 

research without accompanying critical reflection. After interviewing the four teachers, I now 

better understand the notion of praxis--theoretical practice/practical theorizing. Theory and 

practice may be different acts, but each reciprocally informs the other. In this section, I will 

confine my remarks to the research literature. 

Schön (1987) contends that being reflective is a critical feature of being a professional (p. 

161). The research literature is absolutely filled with voices (Newman (1987); Goswami and 

Stillman (1987); Lester and Miller (1987); Schindele, (1985); Iano (1986); Skrtic, (1986); Schön, 

(1987); Barton, (1988); Heshusius, (1989); and Ainscow (1991), among many others) advocating 

that teachers assume the role, and see themselves as, reflective practitioners. Patterson and 

Shannon (1993) describe such a role as involving teachers in: 

moments of reflection and inquiry in order to take action that will help their 

students learn better. In a sense, then, all good teachers participate in teacher 

research because they reflect about students’ learning (and their own), inquire 

through multiple data sources (observations, analysis of artifacts, conferences, and 

the like), and then act on their new conclusions. (p. 8) 

Of course, teachers need time if they are to do this. Darling-Hammond and McLaughlin (1995) 

support this contention. They write that it is critical that times be specifically set aside for 

teachers to reflect critically on their practice and to fashion new knowledge and beliefs about 

content, pedagogy, and learners. And yet, from all that we heard the teachers say, it seems as if 

their reflective voices were not welcome at all or were less welcome than they once were (in the 
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case of the two Canadian teachers). The research literature values and advocates what seems to 

be not valued in practise. This remains an unresolved contradiction. 

Discussion 

In both my conversations with the teachers and my reading of the professional literature, 

there was unanimity. I also believe that like knowledge construction is a social practice, wherein, 

learners freely contribute their ideas to create mutual understandings. If we talk with others about 

what we have learnt, we can revisit views we would not have had on our own. Sometimes, in 

discussion about teacher development, we make connections we had not previously put together. 

Or, at other times, others confirm what we thought or felt about teacher development. In this 

way, teacher and students become co-learners in the reading process. As teachers, we can think 

together as collaborators (Woodward & Serebrin, 1989; p. 394).Participants in this study saw a 

role for teachers and children together as co-learners.  

Often researchers address theoretical issues and assume that it is an easy step to apply 

theory in practice. Schwab (1969) writes: Curricularists in particular and educationists in general 

have become so infatuated with theory and with intellectual respectability that they fail to 

recognize that the practice of education was not a theoretical undertaking but a practical one (p. 

52). According to Clandinin and Connelly 2000, “People by nature lead storied lives” (p. 416), 

the participants supported this contention. As a narrative inquirer while listening and telling the 

teacher education stories of my participants I realized that there are similarities in their 

experiences of learning and teaching across borders. All four teachers mentioned that throughout 

their careers they would be engaged in an ongoing professional struggle to fit theory to practice. 

And, as I have already pointed out, several of the participants described how theory too was 

informed by practice.  
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The lack of fit between what the teachers understood about the teacher education process 

and what curriculum documents or standards and standardized tests required them to do, created 

enormous professional tensions. Teachers, as literate persons, ought to be involved in discussion 

and debate of curriculum texts, as the same way that they would respond to any other text. 

Curriculum documents ought to reflect the best of what we know in both theory and practice. 

They ought to support teachers in their work, rather than restricting their professional roles. The 

purpose of sharing my participants less heard voices of teachers across borders in literacy 

education is to “create a new sense of meaning and significance with respect to the research 

topic” (Clandinin & Connelly, 2000, p. 42).Through their conversations with me, the four 

teachers in this study heard and read their own stories for the first time. Each of them told me 

that story telling in itself was an empowering experience. 

Stories are powerful research tools. They provided us with a picture of real people with 

real situations, struggling with real problems… They invite us to speculate what might be 

changed and with what effect… Most important, they invite us to remember that we are 

in the business of teaching, learning and researching to improve the human condition 

(Noddings & Witherall, 1991, p. 280). 

Through the story telling process they came to better appreciate their knowledge, their 

struggles, their plans, and their hopes. In reading each other’s stories, they each heard similarities 

to their own story. We recognized that geography, traditions, and politics alter the context of a 

teacher’s story, but much of this story is universal. Teaching is about establishing and nurturing 

learning relationships. When teachers are learners, their learning needs to be supported and 

nurtured too. The teachers taught me through their stories that teaching is firmly rooted in values 

and beliefs. They believe that teachers are learners and recognize the essentiality of teacher 
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development. They want other voices heard with which to think for it is through others’ voices 

and stories they grow. This study was not conducted with the intent of presenting final answers, 

solutions or recipes for change. Rather, I want teachers’ voices and stories to be heard and 

valued.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

2008 HICE Proceedings 
Page 3139



 14

Bibliography  
Ainscow, M. (1991). Effective Schools For All. David Fluton Publishers Ltd.  
 London. 
Arizona English Bulletin. (Winter 1995). “Editorial” by Carol Williams Volume  

37 Number 2. 

Arizona English Bulletin. (Winter 1996, Fall 1995). Fredman, L. & Fox, L. D. 

“Promoting Democratic Classroom Communities” Volume 37 Number 2. 

Barth, R. S. (1990). Improving  Schools From Within. California: Jossy-Bass. 

Barnieh, Z. (1989). Understanding Play Writing For Children. University of  

  Calgary, Press. 

Calkins, Lucy McCormic. (1986). “The Writing Reading Workshop.” In: The 
 Art of Teaching Writing. Portsmouth, NH: Heinmann Educational Books. 
 (pp. 243-257). 
Clandinin, D. J. & Connelly, F. M. (2000). Narrative inquiry: Experience and story in 
 qualitative research. San Francisco: Jossey Bass. 
Creswell, J. W. (2005). Educational research: Planning, conducting, and evaluating quantitative 

and qualitative research (2nd ed.). Upper Saddle River, NJ: Pearson Merrill Prentice Hall. 
Darling-Hammond, L. (1993). “Reframing the School Agenda,” Phi Delta  

Kappan. (pp. 753-761). 
Darling-Hammond, L. (1993). The Right to Learn. San Francisco: Jossey-Brass. 

Hargreaves, A. & Fullan, M. (eds.) (1992). Understanding Teacher Development. 
Cassell and Teachers College Press: London and New York.  

Irvine, J. L. (1993). “What do we understand professional development to mean?” 
Faculty of Education, University of Manitoba. (Unpublished paper). 

Little, J. (1992). Teachers Development and Educational Policy. In Fullan, M.and  
Hargreaves, (Eds.). Teacher education and Educational Change. 
Falmer Press. 

Little, J. (1993). Teachers Professional Development in a Climate of Educational Reform. 
Educational Evaluation and Policy Analysis. 15.2, (p.129-151). 

Morrow, L. M. (1997). Literacy Development in the Early Years: Helping 
  Children Read and Write. Allyn & Bacon, Toronto. 
Newman, J, M. (1991). Interwoven Conversations. Toronto, ON: OISE Press. 

Schon, D. (1983). The Reflective Practitioner. New York: Basic Book. 
Short E. C. (1991). Forms Of Curriculum Inquiry. Albany, NY: State 
Woodward, V. A. & Serebrin, W. G. (1989). “Reading between the signs: the  

social semiotics of collaborative story reading.” Linguistics and Education, 1,  
(pp. 393-414). 

Young, J., & Barnet, T. (1998). “Professional Development in Manitoba: A  
Discussion Paper for the Manitoba Council for Leadership in Education,” 
Department of Educational Administration & Psychology, Faculty of Education, 
University of Manitoba & Seven Oaks School Division # 10. 

 

2008 HICE Proceedings 
Page 3140



 15

 

2008 HICE Proceedings 
Page 3141



Engaging the Online Learner through a Dynamic, Interactive Learning 
Environment 

 
Kathleen Bacer, Ed.D 

Director, Online Master of Arts in Educational Technology 
Azusa Pacific University http://www.apu.edu  

701 E. Foothill Blvd. Azusa, CA 91702 
kbacer@apu.edu 

 
Abstract: This workshop addresses the unique challenge of 
creating online learning environments that allow the learner to 
not only construct knowledge in meaningful ways, but stay 
focused, engaged, and connected to the facilitator and colleagues 
throughout the collaborative journey. Strategies for designing 
dynamic, interactive elearning environments, along with the 
utilization of online tools/technologies that have been 
successfully implemented, will be shared.  

 
 

Introduction 
 

Critical to any teaching/learning environment is the ability to engage and connect 
the learner to the content, the instructor, and their colleagues, thus transforming the 
knowledge into a personal educational experience. While this is essential for any learning 
community, the online community poses a new set of challenges as the dynamics of the 
human interface are changed and facilitated by methods of telecommunication rather than 
the physical presence/interactions of students and teachers. As e-learning continues to 
sweep across the business and educational marketplace, many of the complexities of 
creating an effective interactive environment for the learner, continue to challenge us. 
Without the visual clues from the e-learner, the online educator must acquire a new set of 
instructional design and delivery methods to promote interaction. It is an exciting and 
daunting challenge. The purpose of this paper is to provide strategies and tools to engage 
the learner within an online arena.  
 
Understanding the Dynamics of the Online Learner and the Role of the Instructor 
 

The online learner enters the virtual classroom with the same basic learning needs as 
the face-to-face (f2f) learner. They are usually on a quest to acquire new knowledge and 
skills, to validate who they may already be by obtaining a degree, and/or to connect to 
colleagues for camaraderie and collaboration as they embark on their learning journey.  

Expectations pose another dynamic of the online learner. There may be the 
expectation that they will have a lot more free time and/or the journey will be much easier 
because they chose the online paradigm. Coupled with those expectations may be many 
apprehensions about their ability to function online without the physical presence of an 
instructor should problems or questions arise.  

The online learner also has to acquire a unique set of skills independent of the 
familiar f2f learning environment. E-learning not only requires a higher level of 
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responsibility and independence on behalf of the learner, but also an ability to attain 
proficiency in the utilization of technological tools to facilitate the participatory and 
collaborative process.  

On the forefront though, the e-learner enters the online environment in isolation, 
surrounded by their own distinctive time, physical and virtual space. While the connection 
to their immediate world is a high priority, they still seek to learn outside of that isolation in 
collaboration with a learning community.  Thus, utilizing effective instructional design and 
delivery strategies becomes essential to engage the online learner.  

The instructor’s role moves into what it should always be – that of a facilitator –one 
who designs and delivers the curriculum to create an interactive learning partnership 
within the community of learners. With the advent of web 2.0 technologies (see 
http://en.wikipedia.org/wiki/Web_2) there are now many tools available to assist in 
engaging the elearner.  
 
Strategies and Tools for Engaging the Online Learner  
 

Designing virtual spaces for interactivity is at the core of effective online teaching. It 
is an art that requires the educator to effectively utilize tools within the e-learning 
environment to 1) deliver the curriculum 2) actively engage and sustain the e-learner and 3) 
provide a venue for collaboration with the other e-learners. These three components require 
selecting and utilizing an effective delivery system (commonly referred to as a course 
management system [CMS] coupled with strategies and tools to create an interactive 
learning environment (asynchronous and synchronous) that engages the learner .   
 

1. Select an effective delivery system (CMS)  
 
Every e-learning environment has a delivery system, whether it is as simple as a 

series of newsgroups, or as complex as a multi-dimensional learning portal. Although the 
purpose of this paper is not to focus on the many types of delivery systems currently 
available, it is essential to implement and utilize a system that will allow for a variety of 
interactive activities that will fully support your desired student learning outcomes. I 
currently utilize eCollege http://www.ecollege.com and TappedIn 
http://www.tappedin.org for the delivery of an Online Master of Arts in Educational 
Technology degree program. Some things to consider when selecting a CMS are: 

 Is it relatively easy to set up, edit and utilize? 
 Whose server does the content reside on? Is it stable? 
 What tech support services are available for the student and instructor? 
 What collaborative tools are available for asynchronous and synchronous 

discussions? 
 Is the interface transparent or is transparency easy to master? In other words, 

is it user-friendly and intuitive so that the interface doesn’t hinder the 
learning? After several sessions, will students no longer think about the 
delivery system, but focus on the learning? 

The goal of any effective delivery system should enable the  creation of  multi-
dimensional interaction between the curriculum, colleagues, and instructor.  
 

2. Design an interactive curriculum. 
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 Within an e-learning environment, how you utilize the capabilities of the interface 
becomes your vehicle for communicating the content of the course. This involves first and 
foremost the use of instructional design elements in a manner that we as educators have 
never been asked to implement before. We so often depend on the “lecture” modality in 
higher education. A modality I have always scrutinized in relation to an effective 
teaching/learning environment.  Moving instruction online actually forces us out of the 
lecture mode and into the interactive mode. A much more effective teaching pedagogy! 
Thus, I consider the instructional design of the curriculum within the interface, the most 
critical element. Your instructional design becomes your presence and voice online. It also 
facilitates how the learning evolves and is constructed. The e-learner formulates many first 
impressions when they “walk” into the environment, and often decide what kind of a 
learner (active, passive, engaged, disengaged) they want to be in the environment. In 
creating online learning spaces, ask yourself:  

• What will you do to promote inquiry and learner-construction of the knowledge 
instead of reading pages of text driven online materials?  

• How will you design an instructional environment that stimulates and encourages 
the learner to take the learning to the next level?  

• How will you engage the learner continuously? It is very easy just to click past 
something online!  

 
In designing and delivering online curriculum, utilizing the wealth of resources and 

tools available in the e-world are essential.  I cringe when I see instructors scan pages of 
lecture notes, post what I call “scroll down marathons”, videocast whole lectures, and post 
pages of text driven information. Resist the temptation to take your current teaching 
strategies in the f2f classroom and transfer them online, unless they are dynamic and 
interactive! 

  
Things to consider in designing and delivering an interactive curriculum: 

• Are you utilizing a variety of ways to present the information such as 
visually stimulating presentations with graphics, colors, bulleted lists, 
graphs, audio and video clips, interactive pdfs (portable document format), 
web resources, etc…? Of course I refer to utilizing them with effective design 
elements (see reference list for some resources) 

• Does your content have built in student accountability? In other words, is 
there a communication system that allows the learner to interact and respond 
to the content, thus demonstrating learning and continued construction of 
knowledge? I call this my online eyes and I build in “learning land mines” so 
I know they “heard” me and grabbed the learning.  

• Is the content in sizeable learning chunks? Since e-learning is no longer 
bound by time and space, content needs to be “resized,” to maximize 
flexibility and empowerment for the learner.  Believe it or not, brevity 
utilized online actually reinforces attentiveness. The attention span online is 
short (the same as a f2f classroom) it is just that students don’t have to 
pretend they are engaged.  

• Are there ample spaces for “A-hahs” (sharing discoveries), primary and next 
level questioning? 
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• Are the assignments/activities hands-on, real world, and directly connected 
to meaningful outcomes? 

 
Just as crafting the art of teaching f2f takes time and experience, so does mastering 

the art of designing and delivering instruction to the online learner. “Listen” to your 
learners! 
 

3. Nurture and sustain an individual and collaborative learning environment 
 

 Imbedded and infused within any effective curriculum is an interactive learning 
environment. This is obviously the heart and soul of effective teaching pedagogy. The online 
environment poses a special challenge of requiring a much different time and teaching 
commitment on the part of the students and instructor. In the online environment, visual 
cues are almost non-existent and gaining a sense of teacher/learner presence is much more 
challenging. Both may have a sense of blindness and deafness! Thus, investing in the learner 
and communicating effectively, develop a sense of community and becomes essential for 
nurturing and sustaining the environment. It is important to note that the online 
environment needs to include a high level of interaction from you as an instructor, and the 
students together, otherwise you will have for example, twenty isolate e-learners.  

There are many ways to make your presence “visible” without interrupting the 
learning. At times I don’t want to comment on some discussions, as it will hinder the 
construction I want to take place, but it is important to “show myself” so students don’t feel 
the class is on auto pilot! After all, they are paying big bucks for my engagement. Showing 
yourself online can be done in this situation with brief postings of affirmation, 
encouragement, and postings to let them know you are reading their constructions. 
Although at times teaching may appear to be a 24/7 task, out of an effective interactive 
online classroom, the learner may experience a depth of learning and application that is 
sometimes not obtainable in a f2f environment. E-learners cannot “hide” behind other 
learners, they have much more time to reflect on their “verbal” contributions, and they have 
access to a non-threatening, virtually risk-free learning environment in which the hierarchal 
levels of instruction become an equal playing field.  

 
 
4. Effectively utilize tools and strategies for asynchronous and synchronous 

interactions 
 
Within this learning arena are many effective tools to engage the online learner. As 

more and more learners come online, more resources are developed to assist engagement. 
It’s a win-win!  

There are two main types of interactions that occur within an online learning 
community – synchronous and asynchronous. I believe you need both. For clarification, 
tools that facilitate synchronous engagements, allow the participants to interact at the same 
time within a common, shared virtual space. Tools that facilitate asynchronous engagements 
allow interaction in a shared space (as in threaded discussions), but at different times. Note 
that space is virtual, not physical.  

Outlined below are some of what I consider the most effective interactive tools 
available to the e-learner and online facilitator, along with utilization strategies. 
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A. Synchronous tools and strategies  

 
 Telephone and/or Voice over Internet Protocol (VOIP) 

Many forget this simple and effective interactive tool for the online 
environment. I find it essential to connect with each of my students via phone in the 
beginning so we can “hear” each other’s voices and establish a connection with a 
familiar modality.  Since the online environment is sometimes initially invisible to 
the learner, a simple phone call is very helpful in getting them started.  I also 
encourage the students to have phone numbers of several other colleagues for those 
times when other interactions fail.  With the increased use of VOIP, which routes 
voice conversations over the internet, affords us now a valuable and inexpensive 
way to accomplish the voice connection. My favorite VOIP tool is Skype – 
http://www.skype.com/download. It is free if each participant has it installed. It 
also has video and group functions.  

 Chat spaces 
An effective delivery system should include a “chat” area where 

synchronous conversations and collaborative work can take place. This is a great 
way to virtually meet and work with students. Within them, many have white 
boards and capabilities of recording the conversations (creating logs, so that learning 
can be revisited and shared.  I have found it best to utilize chat spaces within a 
secure environment where only students can participate. This maintains a 
professional and productive learning environment. One of the advantages of this 
interaction allows groups of students to share their collaborative work for everyone’s 
learning through the archived logs. For time zone challenges, group students 
according to their respective time zones.   

 Virtual Classrooms (different than course management systems) 
My personal favorite is Tappedin – http://www.Tappedin.org. This is a 

dynamic, professional, educational environment linked to a whole community of 
educators and teaching resources. Although there is a little bit of a learning curve to 
be able to function within the environment, there are powerful teaching tools 
throughout to enhance synchronous and asynchronous online instruction. Setting up 
interactive spaces within a synchronous classroom in conjunction to an 
asynchronous interactive environment, can create a dynamic way to address 
multidimensional learning experiences. If your CMS is tied to your university’s 
academic calendar, and the course content is not available to students after the term 
is over, the creation of virtual classrooms is excellent for sustaining valuable learning 
components and program requirements over a longer period of time. I also utilize 
TappedIn to connect all the cadres together for their global learning projects.  

 Instant Messaging and IM private group rooms 
Much like the telephone, instant messaging actually provides a unique mode 

of connection to the learner/s while you are working asynchronously online. AOL 
instant Messenger (AIM – http://www.dashboard.aim.com/aim) is a free, cross 
platform utility. Ichat (http://www.apple.com/macosx.features.ichat.html ) which 
comes free with Mac, easily interfaces with AIM also. I create “buddy lists” for each 
of my classes so that students, when online can have a sense of connection to not 
only the instructor, but to each other for support and collaboration. It is helpful to 
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have each student create their “buddy” name as their first and last name, and if 
using groups, their group number. This makes it easier for a whole faculty team to 
easily help and identify students online. The nice feature with Instant Messaging is 
that you can choose when you want to be available/visible to others and when you 
don’t want to be disturbed. Students can also set up private group IM rooms in 
conjunction with being able to multitask within the main classroom environment.  

Suddenly the sense of aloneness and isolation that can easily occur in the 
online learning experience disappears! 

 Video conferencing 
Within the last few years, much has advanced in the area of video 

conferencing to finally enable a powerful interactive component. Ichat and AIM now 
have built in features that include voice and video as long as a camera and 
microphone are connected. For effective utilization, always keep bringing the 
interaction in alignment with desired student outcomes. 

 
Since synchronous communications can potentially require more time, it’s 

harder to say goodbye for example, it is very important to find a workable balance 
with you and your students.  
 

B. Asynchronous tools and strategies 
 

Asynchronous tools provide flexibility between individual students, groups, 
and the instructor. These tools make the online learning environment most attractive 
as the learning becomes anytime, anywhere.  

 
 Email   

While email may be simplest form of interaction, it is important to limit the 
use of email to answer questions, as the total learning community cannot benefit 
effectively. You will maximize interaction energies by providing question areas in 
each on your content sections. Due to the dynamic nature of questions, I encourage 
my students to email me their question if it requires a fast response with the promise 
that they will post the question and my answer in our online classroom.  

Email can be effective for personal interactions to build community, for 
issues that may intimidate students if broadcasted, and as an easy way to 
communicate announcements and information. Email is a form of “push” 
technology – right there in your face, so to speak. The key to effectively utilizing 
email as an interactive tool, is to implement an efficient organization, management, 
and possibly filtering structure to handle the volume of email. A good e-delivery 
system has an internal communication center that facilitates the ease of individual 
and group emails. Email becomes a quick and easy way to interact.   

 Podcasts 
Within the last two years, podcasting has made it’s presence known in all 

sorts of learning environments. While I could write a whole article just on their 
utilization, I have found a wonderfully simple and effective way to utilize them in 
the online environment. At the end of each session, I create a simple podcast of my 
reflections and reactions to the collective learning, any necessary clarifications, and 
encouragement for the session ahead. They can be emailed to the students or built 
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into a website in which their subscription to the site enables instant delivery when 
they turn on their computers.  Podcasts can be a welcome relief to the text weary 
eyes of an online learner, and the instructor who is tired of typing emails! See 
http://web.mac.com/drkb4u/EDTC518/518_FI07/518_FI07.html for an example. 

 Threaded discussions/newsgroups/discussion boards/wikis/blogs 
Acting as the hub of classroom issues, learning, and conversations, these 

collaborative tools allow for adequate reflection and interactive discussions. While I 
prefer the discussions to be housed within the main course management system, 
blogs and wikis can also be set up. Just keep in mind that going to many places to 
engage in learning, can get confusing to the student.  

Threaded discussions allow the learner to interact with the progression of the 
learning. There are many different types of threaded discussion tools. I have found 
the most effective ones enable the reader to view all conversations/threads at the 
same time, view read/unread postings, and allow for easy viewing/tracking of the 
topics/threads. While this can be an important forum for teacher/student 
interaction, it can also be utilized to keep the learner on task, move the learning to 
the next dimension, and allow the learning community to construct knowledge in 
new and meaningful ways. Remember though – create your interactive 
environments carefully, as too many threaded discussions can cause unnecessary 
redundancy and off topic focus to occur.  The key is to teach students how to interact 
effectively within threaded discussions.  I created the following guidelines to assist 
students in these types of engagements: 

On posting: 
  Keep your posts (that is what a response is called) short and to 

the point : 
o Short Sentences or  
o Powerful Paragraphs  

 Write complete thoughts.  
 Make sure you read the articles/explore the appropriate URLS 

before you post.  
 Reference the article/URL you are responding to, especially when 

there are multiple resources we are using for our discussion.  
 Staying on topic is essential! I have created lots of other places (off 

the course home) where you can dialogue about other issues. 
 When replying to a post if the thread starts to get confusing, cut 

and paste the comment you are responding to. Include your 
response after that.   
 Don’t type “I agree, yes, etc..” your posts should meaningfully 

add to the discussion.  
On Participating: 
 You are required to post to each threaded discussion topic.  
 Revisit the threads at least three different days per module to offer 

your responses and engage in the collaborative learning process.  
 You are required to respond to your colleagues to add depth to 

the conversation.  
 There will be times when you won’t need to respond to each 

other’s postings depending on the question. You will be able to 
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figure this out.   
 As in any meaningful discussion, keep it ongoing by asking your 

colleagues further questions pertaining to the central topic and if 
clarification is needed.   
 Be considerate and enjoy the wealth of each other’s contributions. 

 Online Journals  
     Some delivery systems have a method within the interface in which students 
and instructors can interact privately. Much like what can be done in email, e-
journals provide an environment within the virtual classroom for one-on-one 
personal reflection and interaction with the instructor. They are private and I have 
found them to be an excellent tool in establishing an effective relationship while 
gaining valuable insight into individual learning and perspectives. A dynamic e-
learning experience allows both instructor and student a new sense of shared space. 
This type of interaction can add a depth to the learning journey that rarely occurs in 
a f2f environment.  

 Data collection/sharing resources 
Sharing is a vital part of interacting, researching and processing new 

information. Utilizing a space in the online environment for resource sharing allows 
for the next level of networking. eCollege, for example, has a collaborative 
webliography where the instructor can set up categories and students can enter web 
resources and annotations.  Web 2.0 tools have brought us “social bookmarking” 
services that provide great tools to share resources within an online learning 
environment.  A few of my favorites are: Portaportal (http://www.portaportal.com)  
Del.icio.us (http://del.icio.us) ikeepbookmarks(http://www.ikeepbookmarks.com). 

 Document sharing 
 Sharing documents within an online learning environment can be a valuable 
interactive tool that is all part of collaborating, reflecting, and learning from each 
other’s work. While this should be a dimension of online learning, an important 
factor to consider is how you would like your students to share their documents 
whether it be as word documents, portable document format (pdf), PowerPoint 
presentations, web sites, or all of the above. If your delivery system has a document 
sharing area, it greatly facilitates this form of communication versus having students 
send their work as attachments with emails. Student work becomes an expression for 
all to benefit from when appropriate and when the interaction is promoted.  

 Assessment, Feedback, Online gradebooks   
In the online environment, I find it most effective to provide feedback 

immediately so that the learning is interactive and fluid. Initially some of the 
assignments may not be as visible and because expectations are new, providing 
timely feedback is an essential part of the communication process. If the CMS 
supports a variety of interactive assignments and activities, a good online gradebook 
(with a comments section) that links to each assignment, becomes a dynamic 
interactive learning process.  In ecollege, the online gradebook is linked directly to 
the threaded discussions, dropboxes, doc sharing, etc.. and facilitates a truly 
collaborative process between the student and professor. Does this help 
engagement? Absolutely! 

 Dropboxes 
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One of my favorite tools for interaction around assignments and projects is 
the dropbox. Students can upload their work into designated dropboxes that are 
linked to the gradebook. From the instructor’s perspective, the assignment appears 
in a specific assignment “inbox” which allows you to interact (comment by using 
collaborative tools such as acrobat and word) and return (instructor’s outbox)  The 
work then appears in the students “inbox” thus providing a great interactive 
learning experience. A good dropbox enables the work be passed back and forth 
from student to professor multiple times if needed, to facilitate learning. 

 Special spaces: Community café, questions, ahhs 
It is very important to create special virtual places to facilitate multiple types 

of interactions needed by the learning community. For example, I create a 
“community café” area where students can get to know each other, celebrate 
accomplishments and share off topic areas of interest. I have found it very beneficial 
to have questions spots easily accessible in each content module and a place for “A-
hahs” – special discoveries. One student’s interactive sharing leads to another 
student’s learning! 

 Acrobat PDFs (portable document files) 
An investment in learning basic Adobe acrobat (http://www.adobe.com) 

skills is well worth the collaborative benefits this tool can bring to interaction. I 
require all my students to become proficient with acrobat in the beginning of their 
program so we can capitalize on its capabilities for the rest of their learning journey. 

 
 

c) Other helpful strategies  
 

 Timelines 
One of the common challenges in the online environment is time 

management. Since there is a newfound flexibility, and what I refer to as “out of 
sight, out of mind” syndrome can take over. I have found it most effective to divide 
the modules (sessions, weeks, workshops) into segments that are “time released.” I 
have tried many different strategies of when to open and close modules.  I foudn the 
most effective method has been to open the session on Saturday, so students can use 
weekend time to get ahead, and then close on the next Friday (if working with a 
weekly timeframe). It is also very beneficial to set participation so that there is 
adequate collaboration and construction of learning. For example, require students 
to post at least 3 different days within a week. Posting in a discussion area for the 
first time on the last day of the session, should not receive full credit since others 
(including the instructor) can’t adequately have time to respond. The amount of 
interaction needs to take into consideration the size of the group.  Too much 
interaction can actually get very overwhelming and defeat the effectiveness of your 
learning outcomes.  

 Office Hours 
Being available online in a virtual office can be beneficial if you have not 

established sufficient interactions elsewhere. I have found as I increased interactions 
in a variety of different venues, the need for online offices hours diminished. A word 
of caution -  since teaching online requires more than showing up to class once a 
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week and then not interacting until the next week; managing your time becomes 
critical to your welfare! 

 Useful Software  
The web has provided us a wealth of resources recently. A good word 

processing software, and virus protection utility serves as a baseline requirement. As 
mentioned previously, Adobe Acrobat is also a powerful tool for sharing work as 
portable document files (pdf) preserving the fonts, graphics and the look the author 
intended for their work. It is also beneficial to invest in utilities such as Stuffit Deluxe 
(http://www.stuffit.com/mac/deluxe/index.html) [Mac platform], and WinZip  
(http://www.winzip.com/index.htm ) [PC platform] 

 Class size 
May times there is a preconceived notion that because a class is online, space 

is no longer an issue, thus class sizes can be limitless. If you are to engage the 
students in a truly interactive environment, I have found this to be far from the truth. 
The ideal manageable online class size for both instructors and learners tends to be 
12-15 depending on the subject taught. Take into consideration the increased level of 
interaction, responses and collaboration that occur within the virtual classroom – 
much higher than a f2f classroom. To adequately service each learner and also 
provide him or her with a manageable environment, class size is a much-debated 
issue. There are many misconceptions that it is much less time consuming to teach 
online – simply not so if done effectively and dynamically. But remember, the 
rewards are amazing! 

 
A final word about tools of engagement! 

 
When creating an engaging online learning environment, it is essential to focus on 

effective utilization and implementation of the online tools. The barrier between the 
curriculum, instructor, and colleagues can be dissolved through the engagement and 
enrichment of the empowered learner. Students, whether interacting synchronously or 
asynchronously, can have an equal voice and chance to participate, learn and grow. While it 
is sometimes a timely investment, your presence and being available for interaction, is 
extremely important to the success of any online environment. I have always found it well 
worth the effort! 

 May your interactive environment be rich with constructive opportunities to engage 
the whole community in the learning process!  
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   Editme http://www.editme.com/  
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Classrooms. Thousand Oaks, CA: Corwin Press 
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The basis of Four-Color Analysis is William Torbert’s four territories of attention 
described in Power of Balance (1991), a foundational text in transformative learning 
theory. According to Torbert: “Consciousness in the midst of action [is] a special kind of 
widened attention that embraces all four territories of experience” [intuition, reason, one’s 
own action, and the outside world] (1991, p.221). Four-Color Analysis provides the writer 
with a simple and accessible tool for practicing widened attention to “text”. 

 
Based on William R. Torbert’s “four territories of human experience,” Four-Color 
Analysis was created in 1996 by Carol Welsh and is being used by many educators. 
Four-Color Analysis is a learning tool, which supports inquiry in action in the 
classroom, builds student self-confidence, and expands methods available to both 
classroom teachers and change agents in other settings. Four-Color Analysts apply four 
colors as metaphors for four philosophical categories. In the simplest terms the 
metaphors make the four–color system available to learners of all ages.  
 

Metaphors for the Philosophical Territories of Attention  
 
• Red – Intuition remembered as Red – Heart and Feelings 
• Blue – Reason remembered as Cool Blue – Facts 
• Purple – One’s own actions remembered as Purple – Personal Story 
• Green – The outside world remembered as Green – Global Issues and Worldview 
 
For complex cognitive and affective reasons, students from elementary through college 
and adult level often stumble when trying to write in response to text. They may be 
entirely blocked or simply use “habitual, limited, distorted, and arbitrarily selective 
modes of perception and cognition” in their writing, as Jack Mezierow (1991, p.5) 
indicates would characterize some learners. Four–Color Analysis grew out of Welsh’s 
desire to bridge the gap between whole language teaching strategies which left her 
students floundering and teacher directed techniques that denied them the opportunity to 
think for themselves. 
 
Four-Color Analysis is a “pragmatic constructivist” (Perkins, 1999) tool and a 
“liberating structure” (Torbert, 1991) for reading comprehension, and a metacognitive 
tool for teaching and learning. Four-Color Analysis develops the critical framework and 
skills needed by students to access knowledge within themselves. Four-Color Analysis 
is a tool for thinking. According to Jack Lochhead,  
 
Thinking is not a simple, straightforward process that can be learned in one uniquely correct manner. 
Thinking is always a matter of balancing alternatives and selecting between options with incomplete 
information. Thinking involves going beyond the tried and proven paths to investigate possibilities that 
may go where no mind has ever gone before (Lochhead, 2000, p.23). 
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Four-Color Analysis creates an environment for that kind of balance and selection 
by making various points of view explicit to the learner. 
 
For teachers it provides a simple framework to build on for breakthrough learning based 
on “text”. Text may be printed text, an experience, a piece of visual art, a song or 
musical composition, or a gathering such as this International Conference on Thinking. 
In fact, in The Power of Balance (1991) Torbert focuses on paying attention at 
meetings, so in this sense, a meeting may be the text. As Paulo Freire stated, “You read 
the word to read the world.” (1998). A process of paying attention is appropriate for 
reading the world, either written text or experiences, which come into the reader’s 
consciousness. 
 
The concept of “liberating structure” was defined and described by Torbert (1991) as 
one which, “if it works, will become unnecessary (p.100). He described “liberating 
structures” as both constraining and empowering by potentially maximizing opposing 
values. “Liberating tasks are epistemologically transparent. The product and the process 
congruently embody and reflect purpose. A person cannot successfully complete 
liberating tasks unless they challenge their usual ways of doing these tasks” (p.102). 
 
Four-Color Analysis challenges a student’s habitual and possibly limited way of 
responding to text by using lenses of attention to four metacognitive territories: 
intuition, reason, one’s own experience, the outside world (Torbert, 1991, p.221). Then, 
writing from four perspectives instead of one, the writer chooses where to begin, from 
the territory most natural to himself. The writer moves to the other territories in an 
informal and organic way, as attracted to them. At first, students might underline or 
highlight territories in color, or may identify the territories with words actually written 
in colored pens. Some learners find it effective to use a four-quadrant grid “tool.” 
Eventually though, it can become unnecessary to “color” the writing. Students may 
“think write” (Whimbey, Lochhead, Linden and Welsh, in press) by reviewing the color 
system, letting go of all visible evidence of the metacognitive process and may tend to 
dance between the territories. All traces of the Four-Color tool can vanish into 
expressions written in the dialogue between the territories of attention. The Four-Color 
structure liberates the writer to think and write more than she thought she knew. Mihaly 
Csikszentmihalyi describes that “When a person has learned a symbolic system well 
enough to use it, she has established a portable, self-contained world within the mind.” 
(1990, p. 127) Four-Color Analysis provides a portable, self-contained mind tool.  
 
When teachers apply Four-Color Analysis to student work, they can see if students have 
explored all of the possible territories and how well they have integrated them into their 
writing. For a teacher, using Four-Color Analysis makes it easy to see what might be 
suggested to strengthen student reflection and writing. The application of Four-Color 
Analysis as a teaching tool makes it a liberating structure for both students and teachers.  
Four-Color Analysis provides a strong structure for paying attention to all that is known 
about a text through asking questions linked to four paradigms of philosophical thought 
and ways of knowing (Morse, Guba & Lincoln, in Dennison & Lincoln, 1994; Perkins, 
1999; Torbert, 1991). These lenses mirror common research paradigms and genres of 
literature and may be thought of as paradigms of constructing knowledge which are 
listed below. 
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Paradigms of Constructing Knowledge in Color 
 
Blue – Facts (reason, strategy)  

The basis of positivism, informational text. Western orthodox science, 
reductionism, rational, textual analysis, experimental and positivist, active 
constructivism. 

 
Purple – Personal Story (one’s own action, operations)  

The basis of narrative ethnography, narrative text, heuristics, narrative inquiry, 
pragmatic constructivism. 

 
Red – Feelings (intuitions, vision, mission)  

The basis of arts based research, descriptive text and poetry. The subjective, 
organic, heuristic, feminine and intuitive, creative constructivism. 

 
Green – World View (the outside world, outcome essence)  

The basis of phenomenology, persuasive text. Postmodern, historical narrative, 
ethnography, social constructivism. 
 

These color territories when applied to the analysis of text reveal to the reader and 
writer a rich inner resource, which as a Pennsylvania educator put it, resembles 
“walking around inside the text” (D. Skiffington-Dixon, personal communication, 
October, 1999), and outside the text too. By collecting the relevant pieces and 
constructing the analogies and connections to prior knowledge which makes the text 
memorable, a Four-Color Analyst is provided with a structure for paying attention to all 
which he or she knows about the text. Students at various levels can keep the colors in 
mind while adding to their knowledge of all the philosophical territories over time. 
Torbert and Fisher note that people at earlier developmental levels tend to move through 
the four territories “sequentially” whereas at higher developmental stages, people may 
inhabit the four territories “simultaneously” (Fisher and Torbert, 1995, p.129). 
 
Four-Color Analysis can provide breakthrough expansion of one’s awareness in a 
deliberate sequential process that may lead to later more integrated simultaneous 
practice. A primary student may think in terms of the simplest version of the colors, 
while a college student might use the color territories to develop critical thinking and 
philosophical basis for constructing knowledge in various paradigms. Carol often finds 
herself in the four territories simultaneously, while June notices herself deliberately 
moving from one to the next -–however the timing proceeds, the Four-Color way is a 
dance of expanding and transforming one’s own learning. 
  
To greater and lesser degrees, students in our classes have broken through some of 
Mezierow’s “habitual, limited, distorted, and arbitrarily selective modes of perception 
and cognition” (1991, p.5) in their reading/writing by the gentle stretching of the Four-
Color Analysis tool. Some have experienced breakthrough learning about their own 
previously limited actions and underlying assumptions. One college student from June 
Gillam’s class said: 

I AM LAZY. When I read the first assignment for [Four-Color] journal entries I was ready 
to skip out! Too much work!! Is she kidding?! But I trudged through it. So the first one was 
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nothing more than work for me. But by the second journal assignment I was starting to get 
a hint of how powerful this method could be. First writing about that goofy guy who needed 
a job recommendation and then reflecting on the guys having pizza and their reaction to 
someone who was “other,” I began to see that perspective shift according to my mindset. 
Mindset? That is not quite it. More like, mindopen. Yes, according to my mindopen, I was 
able to see the very different elements and pieces of truth that surfaced as the important 
issue, thought or idea. 

 
Another college student wrote: 

I have to admit that when I first started using the four territories it was more than a little 
bit uncomfortable and awkward for me. My first instinct was to question why the teacher 
wanted me to write about the same subject four different times and in four different styles 
when I could express my thoughts and feelings on the subject with one style. It is not 
until you utilize Torbert’s method that you understand that that is the whole point. It is 
easy to see and write from your own limited perspective. It is quite another thing to stop, 
step back and take the same subject from different angles. I don’t think there is another 
method I have used in the past that has opened my eyes, or that has helped improve my 
writing as much as utilizing the four territories. I am now using …Four-Color Journals in 
all of my current projects. And I dare say I will continue to do so. My niece is in eighth 
grade and has had a lot of trouble with her book reports. I was joking around with her and 
showed her what I had to do in my English class. You won’t believe this but using the 
four territories seemed to come as second nature to her and she is now doing much better 
in her classes. 

 
By responding to multiple philosophical possibilities, a Four-Color Analyst remains 
open to connections between the cognitive and the emotional. This widens the 
perceptual net so that interpretations and analogies between the territories become 
transparent. As Mezierow says, “Overcoming limited, distorted, and arbitrarily selective 
modes of perception and cognition through reflections on assumptions that formerly 
have been accepted uncritically is central to development in adulthood.” (1991, p.5) We 
have also witnessed transformational development in childhood with this breakthrough 
generative Four-Color Analysis tool. 
 
Four-Color Analysis brings the reader-writer of whatever age or location into the 
moment, checking “text” against present subjective and objective conditions. Dancing 
through Torbert’s four territories, he or she creates a form of inquiry. By writing out 
relevant facts, stories, intuitions and whatever surfaces through this balanced attention, a 
learner can see his or her own worldview made more apparent; the issues in “text” can 
resonate with the experience of the Four-Color Analyst to support his or her learning 
journey. 
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Green: Worldview or 
Global Idea –The most 
important  idea 
 

What is the 
most 
important or 
essential 
thing about 
this text? 

Blue: The cool blue  
facts or “quotes”  
from the text. 
 

What quotes 
or statements 
of fact are the 
most 
interesting in 
the text? 

   
Red: The heart 
or emotion 
 

What 
intuition or 
feelings do 
you have 
about the 
text? 

Purple: Personal Story 
 

What 
personal 
story of mine 
is like the 
text? 
  
  Four-Color  

Analysis 
Carol.welsh@millersville.edu 

2008 HICE Proceedings 
Page 3157



 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 
 

Green: remember this as 
 global worldview  
or issue 

 
The worldview is the over all idea.  You 
might think of an umbrella, which is 
above the story and describes what it is 
about.  Phenomenology is this philosophy 
which searches for the meaning of the text.

 
Questions you might ask: 

• What is important about this 
story? 

• What qualities make my story and 
the author’s story about the same 
thing? 

• What is the main idea or what is 
the important issue of the text? 

 

• What is the essence of this text? 
 

Blue:  remember this as  
cool blue facts 

 
Blue is the scientific method thinking and 
quantitative analysis.  Facts, strategies, 
statistics, and quotes directly stated from 
the author are important. The 
philosophers who apply this thinking are 
called positivists. 
Questions you might ask are:  

• What quotes or statements of 
facts from the text seem to be 
the most important things that 
were written? 

• What facts from the text are the 
most surprising or the most 
challenging?  

• Is there something that is new 
to me in the text? 

• What literary elements are 
evident in the text? 

 

Red: remember this as  
heart or emotion

 
Red is the thinking of arts based research.  
Metaphor and descriptions in beautiful 
language describe characters and ideas.  
Emotions and feelings are important. 
Questions you might ask are: 

• What feelings do the characters 
in the text have? 

• What feelings do you have 
about the text when you read? 

• Are there descriptions of times 
when the characters/people in 
the text had difficulties, or 
surprises, or strong emotions, 
which stand out for you? 

• Are there images in the text of shapes, 
colors, sounds, smells, touch, taste, 
emotions, or a combination of these 
described in words you like or dislike?

Purple: remember this as  
personal story 

 
Purple is the color for thinking about 
history and ethnography.  Philosophers 
who collect stories of people do so to save 
them and pass them down.  The name for 
this is narrative story inquiry or 
ethnography.   By connecting your own 
story to the text, you will be able to 
remember it better. You may be making 
an analogy. 

 
Questions you might ask: 

• What personal story of mine 
reminds me of a part of the text? 

• Has something from the text 
happened to you or been 
experienced by you or someone you 
know? 

Four- Color-Analysis Carol Welsh 
Carol.welsh@millersville.edu 
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Economic Benefits for the Community 

 
Jay Dubner 

Columbia University 
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ABSTRACT 
 
 
While there are many causes for the current deficiencies in science education, one of the most 
fundamental is inadequate professional development of science teachers. Schools that focus on 
teacher professional development demonstrate the largest improvements in student achievement. 
For these reasons, Columbia University’s Summer Research Program for Science Teachers, 
founded in 1990, focuses on teacher professional development. The Program’s basic premise is 
simple: teachers cannot effectively teach science if they lack firsthand experience doing science, 
hence the Program’s motto, “Practice What You Teach.” The teacher becomes immersed in 
science by working in a University research laboratory as full-time members of a research team 
for eight weeks in each of two consecutive summers. 
 
Ongoing evaluation since the Program’s inception evidences a positive impact on student 
achievement and interest in science. Our studies indicate that while science teachers may have 
done some cookbook labs in college or graduate school, the vast majority have never used the 
tools of science, hands-on, to solve a scientific problem. Lack of experience with the practice of 
science, and with its practitioners, limits teachers’ capacity to communicate the joy of discovery 
to their students, to raise their students’ interests in science, and to develop their students’ 
critical-thinking, problem-solving, and team-working skills. 
 
The author will demonstrate the correlation between a high quality teacher professional 
development experience and student motivation and achievement. Data from state standardized 
exams will be used as part of the presentation. The author will also provide evidence of increased 
student achievement’s benefits for the economy. 
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Abstract: 
The increased use of online Learning Management Systems (LMS) provides students 
with the opportunity to stay connected with their instructors and classmates over the 
internet. LMS may be a component of some or all of a student's courses as either a 
supplement to the course, as an element of a hybrid course or as structure for a 
completely online course.  As a Supplement to the course, LMS may provide a method 
of receiving class material, checking grades, as well as administering on line quizzes and 
discussion boards.  These LMS have been very popular on the California State 
University, Long Beach  (CSULB) campus.  We are a large, diverse, urban university of 
nearly 35,000 full time equivalent students (FTE).  According to student surveys, nearly 
100% preferred classes offered in the LMS system to their more traditional counterparts.  
Although the advantages and student popularity of this e-learning environment are clear, 
it remains highly under used by faculty, particularly those in the Science, Technology, 
Engineering and Math (STEM) areas.  As a sustained measure to increase faculty 
participation in this e-learning environment, a new program was instituted in the Fall of 
2005 at CSULB that gave release time to University faculty to serve as Faculty e-
learning Consultants.  These select faculty demonstrated advanced use of LMS and other 
e-learning activities in their courses and organizations.  Continued best practices will be 
shared by this group to increase the quality and use of the LMS e-learning environment 
by all faculty users.  This work in progress will share new faculty and student survey day 
relating to the use and effectiveness of e-learning. 
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Abstract 
 

The purpose of this case study is to compare new teachers’ perceptions of preparedness to 

teach and personal teaching views across teacher certification pathways (undergraduate program 

and alternate certification program). 

The intent of this study is to help a higher education institution design experiences in 

both the traditional and alternative certification pathways that provide the teaching candidate 

with the best training and the highest perception of teacher preparedness, thereby strengthening 

teacher retention efforts.  

The population for this case study focused on the completers of teacher preparation 

programs offered at one higher education institution in a southern U.S. state from fall 2003 to 

spring 2007.  Each participant in this study, regardless of certification pathway, currently teaches 

and was certified to teach within the last four academic years. 

Data for the study was collected as part of a two-phase process and includes both primary 

and secondary information.  Primary data collection was the information provided by the 

respondents to questions listed on the New Teacher Survey.  Secondary data was obtained from 

the official data base of the State Department of Education’s reporting website, Facebook, and 

emails. 

The demographics reported in the study describe the respondents’ gender, ethnicity, and 

age. In analyzing the responses concerning teachers’ self-perceptions about their preparedness to 

teach, factor analysis was used.  Sixty-eight percent of the variance in the teachers’ responses 

was attributed to these three constructs: 1) differentiation of instruction 2) planning and 

assessment; and 3) personal/professional characteristics.  Statistically significant findings were 
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found for each of the constructs varying between teachers trained in an undergraduate program 

and teachers trained in an alternative certification program. 

Factor analysis was also completed on the 8 Likert items concerning each new teacher’s 

personal views on teaching.  Upon completion of factor analysis the construct, Expectations of 

Students, consisting of three items encompassing the areas of classroom discipline, students’ 

learning styles and ability to reach all children.  From the analysis of data, there is no significant 

difference in the personal views of teaching between teachers trained in an undergraduate 

program or teachers trained in an alternative certification program. 

This case study limits itself to the culture and demographics of the region in which the 

state institution is located.  The results from this study are limited to teachers’ perceptions of 

preparedness; therefore, additional research could be conducted to further examine variables 

impacting teacher preparation.  To increase the generalizability of the study, it is recommended 

that future researchers consider the culture of the schools where program completers are hired. 

Additional research should be completed concerning how teachers trained in different pathways 

affect student achievement. 

 

 

Keyword:  alternative certification, teacher certification 
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Introduction 

All teacher education programs aspire to prepare candidates to enter the classroom as 

confident, prepared professionals.  Research is divided concerning the expectation of new 

teachers and their feelings of preparedness. Darling-Hammond, Chung and Frelow (2002) 

indicate that beginning teachers prepared in an undergraduate teacher education program feel 

better prepared to teach than those teachers who enter the profession through alternative 

programs with little pre-service training or prior experience.  Similar findings are reported by 

Imbimbo and Silvernail (1999) stating “completing an education program made a difference in 

teachers’ overall feeling of preparedness” (p. 4).  

In contrast, no significant differences were found in an evaluative comparison between 

alternatively certified and traditionally certified novice teachers in Georgia (Lohmeier, 2000).  

New teacher perceptions of training and self efficacy did not significantly differ in independent 

studies conducted in Texas or Florida (Thompson, 2003; Suell & Piotrowski, 2006). Goldhaber 

and Brewer (1999) maintain that “holding all else constant, there is no evidence that teachers 

with standard certification outperform those with emergency credentials” (p. 95). 

 This case study focused on the completers of teacher preparation programs offered at one 

higher education institution in a southern U.S. state from fall 2003 to spring 2007.  This higher 

education institution offers undergraduate teacher education programs in early childhood 

education (PK-grade 3), elementary education (grades 1-5), health and human performance 

(grades K -12), music education (grades 1-12) and secondary education (grades 6-12).  A 

candidate pursuing an undergraduate degree in secondary education selects a primary and second 

teaching area from the following: business, biology, chemistry, English, journalism, 

mathematics, physics, social studies, and speech.  A completer will be highly qualified in the 
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primary teaching area and encouraged to obtain highly qualified status in the second area.  All 

undergraduate completers successfully pass all portions of the PRAXIS II, Specialty Area 

Content tests and Principles of Learning and Teaching test, prior to the semester of student 

teaching. PRAXIS II is required for licensure in the state of the institution. 

 In addition to the traditional pathway for teacher certification the institution offers an 

alternative certification program.  The philosophy of the alternative certification pathway is to 

train persons who have solid content knowledge to be good teachers.  It is designed for those 

people who have an undergraduate degree in a content area and meet the institutional 

requirements for admission.  In order to qualify for the alternative certification pathway, a 

candidate must have an undergraduate degree from a regionally accredited university with a 

minimum 2.5 GPA (on a 4.0 scale).  Additionally, the candidate must present passing scores on 

the PRAXIS I and PRAXIS II (Specialty Content Area Exams).  The Specialty Content Area 

Exam must reflect the content/grade level in which the candidate wishes to pursue certification. 

Following a prescriptive curricula, candidates are enrolled in an internship course that spans the 

academic year.  They complete this internship in the placement that corresponds to their area of 

expertise as determined by passing scores on the PRAXIS II, and for which they obtained the 

“Letter of Intent to Hire.” 

 Each participant in this study, regardless of certification pathway, currently teaches and 

was certified to teach within the last four academic years.  The intent of this study was to help a 

higher education institution design experiences in both the traditional and alternative certification 

pathways that provide the teaching candidate with the best training and the highest perception of 

teacher preparedness, thereby strengthening teacher retention efforts. 
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Purpose and Objectives of the Study 

The purpose of this case study is to compare new teachers’ perceptions of preparedness to 

teach and personal teaching views across teacher certification pathways (undergraduate program 

and alternate certification program).  The study focused on teachers who completed an 

undergraduate teacher education program or an alternate certification program at one regional 

state university located in the southern United States. 

Research questions: 

1. What self-perceived factors of preparedness differ in teachers who were trained in a 

traditional undergraduate education degree program versus those pursuing an alternative 

certification pathway? 

2. What personal views on teaching differ between teachers who were trained in a 

traditional undergraduate education degree program compared to an alternative 

certification pathway? 

Design of the Research: 

A survey instrument was used to gather data for this non-experimental study. The survey 

instrument was adapted with permission from an instrument used in a similar study conducted in 

another state.  The New Teacher Survey consists of three sections: 1) current teaching and 

demographic information; 2) professional knowledge and skills, and 3) personal views on 

teaching. Participants respond to Likert scale items in each category.  This modified instrument 

consists of 13 multiple choice demographic questions, 28 Likert items on teachers’ self 

perceptions of their preparedness to teach and eight Likert items and five multiple choice items 

on their personal attitudes about teaching. 
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The New Teacher Survey was sent to a convenient sample of three teachers meeting the 

criteria of three or less years of certification and asked to respond to the survey and to provide 

additional comments regarding the design, format, clarity and time required to complete the 

questions on the instrument.  Recommendations were collected and changes made to the 

instrument including shortening several items for conciseness.  Additional changes were made to 

increase clarity in several prompts as well as the layout of section C of the survey.  This process 

established instrument utility. 

Furthering strengthening the reliability of the survey instrument was the Cronbach’s 

alpha test. In general, a good measure of internal consistency reliability would be a Cronbach’s 

alpha score of at least 0.6 and preferably closer to .9.  The internal consistency reliability of the 

survey instrument was tested yielding a Cronbach’s alpha of 0.87.  While reliability of 

perceptions of preparedness appears to be high, it is important to understand the reliability 

estimates might have been attenuated as a function of skewed responses for self reported data. 

Data Collection and analysis 

The population of this study consisted of program completers in teacher education 

programs since fall 2003 at a regional university located in the southern United States.  Program 

completion occurred either through an undergraduate degree program or an alternative 

certification program.  Both pathways resulted in certification from the State Department of 

Education.  The population of this study was 581 program completers.  Completers in either 

certification program from this institution were contacted by mail and asked to complete the New 

Teacher Survey 

A total of 581 surveys were mailed to undergraduate and alternative certification 

graduates. Many were returned due to inaccurate mailing addresses.  Further research was 
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conducted using the state department of education database, Facebook and email to establish 

current mailing addresses.  A total of 43 surveys were determined undeliverable after multiple 

attempts while 83 surveys were completed and returned.  Therefore, the rate of return for the 

New Teacher Survey was 15% if undeliverable surveys are deleted from the total. 

The 83 surveys returned represent a cross section of the state’s teaching population, 

15.6% of respondents indicated their ethnicity as a minority, whereas the state teaching 

population is listed as 18.9% minority according to the 2005-2006 teacher demographics of the 

state (Louisiana Department of Education website, www.louisianaschools.net).  Additional 

information is listed in table 1. 

Table 1: Ethnicity of program completers returning survey 

Ethnicity n=83 Percent Cumulative percentage State teaching population 

n=127,702 

African American  10.8% 

n=9 

10.8% 

Other minorities 4.8% 

n=4 

15.6% 

18.9%,  n=24,219 

*reported as non-white 

Did not report 2.4% 

n=2 

18.0%  

Caucasian 81.9% 

n=68 

99.9% 81%, n=103,483 

 

As shown in Table 2, 73% of respondents indicated their age as above 25 years old. A 

high school graduate that immediately enrolled in a teacher education program and completed a 

college degree in four years would begin teaching at approximately 22 years of age.  This cluster 

of newly certified teachers in the 25-35 age bracket or higher indicates several important items, 

including a growing number of new teachers are obtaining certification via alternative routes; 
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students are waiting to attend college; or students are returning for certification after a break 

from school in either an undergraduate or alternative certification pathway. 

Table 2: Age of program completers returning survey 

Age bracket Percent Cumulative percent 

Above 44 7.2 7.2% 

36-44 16.9 24.1% 

25-35 48.2 72.3% 

Below 25 26.5 98.8% 

Missing 1.2 100% 

  

The participants in this study also reflect the diversity of programs offered at this 

institution.  Respondents report they are certified to teach in a variety of areas, including 33% of 

respondents were certified to teach elementary education; 15.7% in grades PK-3; 7.2% in 

mathematics; and 10.8% in special education. Respondents are certified in a total of thirteen 

different content areas. 

Self Perceptions of Teaching Preparedness Hypotheses 

 In analyzing the responses concerning teachers’ self-perceptions about their preparedness 

to teach, factor analysis was used. This analytic process is used to extract underlying constructs 

that describe a set of variables.  After completing factor extraction and Varimax rotations using 

SPSS 14.0, three factors emerged in the data from teachers as shown in Table 3.  Sixty-eight 

percent of the variance in the teachers’ responses was attributed to these three constructs.  Each 

construct had an Eigenvalue greater than 1.0 and 12 of the 28 survey items were found to 

significantly contribute to one of the three constructs. 
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Table 3: Construct, Eigenvalue, Cumulative Variance, Test items associated in Section B, 
Professional Knowledge 
 
Construct Eigenvalue Cumulative variance Section 2 test items 

Differentiation of 

Instruction 

6.45 49.6% 1, 10, 11, 14, 15, 28 

Planning and Assessment 1.37 60.1% 12, 21, 22 

Personal/Professional 
Characteristics 

1.14 68.8% 8, 25, 26 

Significance Level: p < .05 

 When analyzing the survey items in Section B, Professional Knowledge, the items were 

grouped into factors describing teachers’ sense of preparedness to: 1) differentiate instruction; 2) 

plan and assess; and 3) development of personal/professional characteristics. Separate 

hypotheses were developed with each of the constructs identified with factor analysis.  Once the 

factors were identified, responses of teachers trained in an undergraduate program were 

compared with responses of teachers trained in an alternative certification program.  Using t-

tests, it was found that significant differences existed among pathways to certification. 

 Construct 1, differentiation of instruction, consists of six questions attributed to this 

factor. This construct focused on a new teacher’s confidence in teaching content so students can 

learn, relating classroom learning to real world experiences, and teaching to address different 

learning styles. Statistically significant findings were found with the t-test for construct 1 at the 

0.05 probability level (significance 0.003) for teachers trained in an undergraduate program at 

this institution.  From this analysis, teachers trained in an undergraduate program at this 

institution are more confident than teachers trained in an alternative certification program in the 

area of differentiation of instruction. Additional information is provided in Table 4. 
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Table 4: Mean, Standard Deviation, significance for Construct 1, Differentiation of Instruction 
for all certification pathways 
 

Undergraduate Program Alternative Certification 
Program 

 

Mean SD Mean SD Significance 

25.9 5.1 22.1 5.5 0.003 

Significance Level: p < .05 

 Planning and assessment, construct 2, involved three survey items in the Professional 

Knowledge and Skills section of the New Teacher Survey.  Planning and assessment focused on a 

new teacher’s confidence in using a variety of assessments to evaluate student learning, 

evaluating instruction with teacher reflection, and using content standards to guide lesson 

planning.  Statistically significant findings were found with a t-test for construct two at the 0.05 

probability level (significance 0.000) for teachers trained in an undergraduate program at this 

institution.  This analysis shows that teachers trained in an undergraduate program are more 

confident in planning and assessment of student work than teachers trained in an alternative 

certification program.  Table 5 provided additional data. 

Table 5: Mean, Standard Deviation, significance for Construct 2, Planning and Assessment for 
all certification pathways 
 
Undergraduate Program Alternative Certification 

Program 
 

Mean SD Mean SD Significance 

15.0 2.3 12.2 3.3 0.000 

Significance Level: p < .05 

 Personal/professional characteristics, construct three, involved three items on the 

professional knowledge and skills section of the New Teacher Survey.  Items in this construct 

focused on a new teacher’s confidence in planning and working with colleagues, creating 
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interdisciplinary lessons and taking leadership roles at the school level.  Statistically significant 

findings were found with a t-test for construct 3 at the 0.05 probability level (significance 0.014) 

for teachers trained in an undergraduate program at this institution.  From the analysis of data, 

teachers trained in an undergraduate program are statistically more confident in this construct 

than teachers trained in an alternative certification program.  Table 6 provides additional data 

concerning this construct. 

Table 6: Mean, Standard Deviation, significance for Construct 3, Personal/Professional 
Characteristics for all certification pathways 
 
Undergraduate Program Alternative Certification 

Program 

 

Mean SD Mean SD Significance 

15.0 2.3 12.2 3.3 0.000 

Significance Level: p < .05 

In summary, after completing factor extraction and Varimax rotations, three factors 

emerged in the self-report data collected from traditionally trained teachers and those teachers 

trained in the alternative certification pathways: 1) differentiate instruction; 2) plan and assess; 

and 3) development of personal/professional characteristics.  Traditionally trained teachers were 

significantly more confident than teachers trained in the alternative certification pathway in all 

three constructs. 

Personal Views on Teaching Hypotheses 

 Factor analysis was also completed on the eight Likert items concerning each new 

teacher’s personal views on teaching.  These items addressed such notions as “making a 

difference in a student’s life”, “confidence in handling discipline problems”, and “student fail 

because they do not apply themselves”.  Upon completion of factor analysis and Varimax 

2008 HICE Proceedings 
Page 3173



Perceptions of Preparedness   13

rotations, one factor emerged using a loading factor of 0.6 or higher for the purpose of data 

reduction.  Additional data is provided in Table 7. 

Table 7: Construct, Eigenvalue, Cumulative Variance, Test items associated in Section C, 
Personal Views on Teaching 
 
Construct Eigenvalue Cumulative variance Section 3 test items 

Expectations of Students  2.19 31.4% 1, 2, 7 

 
The construct, Expectations of Students, consists of three items encompassing the areas 

of classroom discipline, students’ learning styles and ability to reach all children.  Once the 

personal view factor was identified, comparisons were made in the responses of teachers trained 

in an undergraduate program and teachers trained in an alternative certification program using a 

t-test.  No statistically significant findings were found when a t-test was used for this construct at 

the 0.05 probability level (significance 0.700).  From the analysis of data, there is no significant 

difference in the personal views of teaching between teachers trained in an undergraduate 

program or teachers trained in an alternative certification program.  Table 8 provides additional 

data concerning this construct. 

Table 8: Mean, Standard Deviation, significance for Construct One, Expectations of Students for 
all certification pathways 
 
Undergraduate Program Alternative Certification 

Program 

 

Mean SD Mean SD Significance 

13.3 1.9 13.1 1.7 0.70 

Significance Level: p < .05 

 In summary, one identified construct was factored in the area of personal views of 

teaching.  The construct, Student Expectations, was not statistically significant among the 
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perceived views of teaching between the traditionally trained teachers and those teachers trained 

in the alternative certification pathway 

Results and Limitations 

Four constructs were identified in the statistical analysis of the survey data.  In three of 

the four instances, statistically significant findings indicate teachers trained in undergraduate 

programs at this institution are more confident than teachers trained in alternative certification 

programs at the same institution in the areas of differentiated instruction; planning and 

assessment; and developing personal/professional characteristics.  

This case study limits itself to the culture and demographics of the region in which the 

state institution is located.  The results from this study are limited to teachers’ perceptions of 

preparedness; therefore, additional research could be conducted to further examine variables 

impacting teacher preparation.  To increase the generalizability of the study, it is recommended 

that future researchers consider the culture of the schools where program completers are hired.  

Moreover, additional research could be completed concerning how teachers trained in 

different pathways affect student achievement.  In the state where this case study was conducted, 

a state-wide system is in development to link student achievement to the teacher and the 

teacher’s certification program.  The release of this data coupled with the research conducted in 

this study could significantly add to the strength and generalizability of this research.  It is 

expected that this “value added” study will be released in October 2007. 
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Abstract 
 

Unfortunately African American males as classroom teachers or as students enrolled in 

teacher preparation programs are sights rarely seen in the United States. Colleges and 

universities have not had widespread success in their efforts to recruit African American 

males to teacher education programs; however, their counterparts across campus in many 

athletic divisions have had monumental gains in recruiting members from this cohort. 

Sadly, few, if any, of these African American males ever matriculate into teacher 

education programs on these same university campuses. As a result, the researchers 

provide findings from three “high-profile” teacher preparation programs at three 

Doctoral/Research Extensive Universities who are part of the Bowl Championship 

Conferences (BCS) to understand the representation of the African American male in 

their teacher preparation programs in comparison with their representation in the “high-

profile” sports program at these same universities. As a result of the findings, 

recommendations are provided to teacher education programs to successfully recruit 

more African American males into the teaching profession.  
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Diversifying Teacher Education: Recruiting African American Males into Teacher 

Preparation Programs from University Athletic Departments 

Introduction 

 Over 50 years since the historic Brown v. Board of Education of Topeka, Kansas 

(1954) U.S. Supreme court decision, a plethora of journal articles, books, monographs, 

policy briefs, dissertations and other publications have documented the need for greater 

equity in the field of education, specifically in the field of teacher education. 

Unfortunately, one issue in the equity discussion that has received little attention, by only 

a few interested scholars (Lewis, Garrison-Wade, Scott, Douglas & Middleton, 2004; 

Lewis, 2006; Lynn, 2006; Milner, 2003; Milner & Howard, 2004), is the dismal 

representation of African American male teachers in teacher preparation programs and in 

the K-12 teaching profession. Even more disturbing is that in an age of the National 

Council for the Accreditation of Teacher Education (NCATE) diversity standards and 

greater strides at Predominately White Institutions (PWIs) to racially diversify their 

respective campuses, very few constituents in the educational community seem to be 

greatly concerned by the lack of African American males in teacher preparation 

programs. This is evident by the lack of scholarship that has been published in peer-

refereed journals to inform the educational community about this crisis in education. 

Further, the limited scholarship that has been published has only documented that a 

shortage of minority teachers exists in this country; however, very few of these 

publications have provided realistic models and recruitment strategies for alleviating this 

dilemma. As a result, we, the authors of this chapter pose pointed questions to the 

education community: Why haven’t colleges of education taken a more aggressive role in 
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recruiting African American males into teacher preparation programs especially at PWIs? 

What type of models or strategies do we even have for recruiting African American 

males or any other students of color into teacher preparation programs? Why haven’t 

more funding agencies provided dollars to support this initiative and increase the 

knowledge base for Schools, Colleges and Departments of Education (SCDEs)? How is it 

that our counterparts in university athletic departments have been successful in recruiting 

African American males to PWIs to play sports and teacher preparation programs can not 

get this same population into our academic departments? What can teacher preparation 

programs do to partner with our colleagues in athletics to allow these student-athletes to 

select a major in our education programs? The previous questions are posed to begin the 

discussion around an equity issue in education that only a few internal and external 

constituents in the field of education seem to be ready to discuss. Further, these questions 

are posed to alleviate the rhetoric around diversity and push teacher preparation programs 

to aggressively recruit students of color, particularly African American male teacher 

candidates. 

 This pointed call for teacher preparation programs to seriously consider ways to 

increase their recruitment of African American males is shrouded by the fact that an 

African American as a student in a teacher preparation program or as a classroom teacher 

is a sight rarely seen in the United States (Gordon, 2000). For example, the research 

literature reports that African American males comprise approximately 2% of those 

enrolled in the 1,300 teacher preparation programs across the country (American 

Association for Colleges of Teacher Education [AACTE], 1999; Lewis, 2006) and 1% of 

the United States K-12 teaching force (Kunjufu, 2004; Lewis, Garrison-Wade, Scott, 
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Douglas & Middleton, 2004; National Center for Education Statistics, 2003). However, 

when we take a trip to the other side of the campus at these same universities that prepare 

teachers to enter the workforce, we find the African American male student-athlete 

represents more than50% of the student-athlete population in the “high-profile” sports of 

football and basketball (Alesia, 2005; Lapchick, 2005). Also, at many PWIs, African 

American male student-athletes represent one out of every four African American males 

on campus (Alesia, 2005). These numbers are startling given that only a handful of 

African American males are even represented on college campuses (Bonner & Bailey, 

2006). As a result of this trend in higher education, the fundamental question then 

becomes: How can we get African American male undergraduates, a significant number 

who are student-athletes, to enroll in teacher preparation programs? An even more 

fundamental question is: What can teacher preparation programs do to get a larger 

percentage of African American males enrolled in teacher preparation programs that will 

lead to teacher certification? 

REVIEW OF RELATED LITERATURE 

 Over the past decade, myriad research has predicted the impact of declining 

numbers of individuals pursuing careers in teacher education: a key prediction has been 

that in the new millennium the field of education would be in a state of crisis, unable to 

attract and retain quality teachers to fill the projected teacher shortages (The Urban 

Institute, 2000). However, the predictions have to date only proven to be partially true. 

On a national level, the numerical shortage of teachers has not yet become a reality due to 

the current supply of qualified teachers exceeding stated demands (Boe & Gilford, 1991; 

National Center for Education Statistics, 2002; Rollefson, 1992). When focusing on 
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supply and demand, disaggregated data illustrates that the shortages of teachers are in 

certain areas, such as poor, urban, and high minority enrollment schools (Ingersoll & 

Bobbitt, 1995; Eubanks, 1996; Landsman & Lewis, 2006). Reasons for these shortages 

have ranged from high turnover rates to the reluctance of teachers to take jobs in poor, 

inner city schools (Adams & Dial, 1993; Jones & Sandidge, 1997; Ingersoll, 1999).  

 Another major issue that has emerged in this discussion is the demographic 

composition of pre-service and in-service teachers that has remained relatively stagnant 

over the 30 years. Currently, an overwhelming majority of teachers are White, female and 

from the lower middle class socioeconomic strata, while their students in many urban 

educational settings have become more racially and ethnically diverse from the lower 

socioeconomic strata (Hill-Jackson & Lewis, in press; Landsman & Lewis, 2006; 

Zimpher, 1999). According to the U.S. Commerce Department (1996), by 2035 students 

of color will constitute a numerical majority of all students. While the major debate 

continues to be made regarding whether teacher background and demographic profile 

impacts the academic achievement levels of students of color (Ehrenberg & Brewer, 

1995; Ehrenberg, Goldhaler & Brewer, 1995), advocates of diversifying the teaching 

force continue to advance compelling arguments in favor of increasing the number of 

male teachers, specifically male teachers of color (Lewis, 2006; Clewell & Villegas, 

1998). As a result, the literature reports that teachers of color are more likely to be willing 

to work in urban school settings and remain in urban schools than their White 

counterparts (Adams & Dial, 1993; Howey & Zimpher, 1996; Natriello & Zumwalt, 

1993; Stoddart, 1993). 
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The Need for the African American Teacher 

The African American teacher in the U.S. educational system has served a unique 

purpose. According to the research literature, “many African American teachers were 

hired primarily to teach African American students (Obidah, Buenavista, Gilersleeve, 

Kim & Marsh, 2007). As a result, teaching in the African American community has 

traditionally been viewed as a noble profession. In the 1950s and 1960s, African 

American pre-service teachers enrolled in teacher preparation programs at Historically 

Black Colleges and Universities (HBCUs) in record numbers because of the lack of 

opportunity in other fields (Clem, 1986). In 1954, the year of the U.S. Supreme Court’s 

decision in Brown v. Board of Education of Topeka, Kansas, approximately 82,000 

African American teachers were responsible for the education of the nation’s two million 

African American public school students (Hawkins, 1994). After graduation, many 

African American teacher education graduates returned to their communities to serve and 

provide for both the educational and social needs of the next generation of African 

American students. Kunjufu (2001) noted that during the 1950s and 1960s, many of the 

best African American minds were denied opportunities of becoming engineers, 

accountants, computer programmers and other professionals. This racism allowed 

African American students the opportunity to be educated by the best minds in the 

African American community. However, a decade after Brown, over 38,000 African 

American teachers and administrators had lost their teaching positions in 17 southern and 

border states (Ethridge, 1979; Holmes, 1990).  

Mirroring history, many African American teachers are employed in school 

districts where they serve a large number of African American students (Obidah et al, 
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2007). According to the National Center for Education Statistics (2002), only 214,000 of 

the nation’s 2.7 million teachers are African American. Obidah et al. (2007) notes, “while 

this is an extremely small percentage of the nation’s teaching force, the majority of these 

teachers are teaching in urban communities with high numbers of African American 

students” (p. 37). An even more disturbing statistic is that while the majority of these 

African American teachers are found in urban communities, many of them are female. 

The research literature reports that African American males comprise a scant 1% of the 

teaching population (Kunjufu, 2005; Lewis, 2006). Unfortunately, this statistic verifies 

that only 27,000 teachers in this country are African American males (National Center for 

Education Statistics, 2007). This is an equity issue that needs greater attention by the 

education community. 

Why Recruit African American Males? 

 The slowly expanding literature base on issues surrounding the recruitment and 

retention of African American males as pre-service and in-service teachers has clearly 

explained that teacher preparation programs and school districts should place this issue as 

a key priority (Lewis, 2006). This issue has become so prevalent that the majority of 

students, particularly African American students in public elementary and secondary 

schools can matriculate their entire K-12 careers without seeing an African American 

male teacher (Gordon, 2000). To place this dilemma in context, former U.S. Secretary of 

Education, Richard Riley (1998) noted: 

Our teaching force should be excellent, but excellence alone is not 

enough. If we are to be responsive to the special demands and great 

opportunities of our nation’s pluralistic makeup, we should develop a 
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teaching force that is diverse, as well….children need role models—they 

need to see themselves in the faces of their teachers. We need teachers 

who can relate to the lives of diverse students, and who can connect those 

students to larger worlds and greater possibilities. This sharing enriches 

and empowers the entire profession and students from all backgrounds. (p. 

19) 

This powerful message lies at the heart of one of the most central issues facing education, 

producing a high quality diverse teaching force. As a service profession, this issue calls 

all constituents (researchers, policy makers, school district personnel, etc.) to do 

everything in their power to ensure that all students are able to see themselves reflected in 

the teaching force of the United States. 

 The most notable program to increase the presence of the African American male 

teacher is the “Call Me Mister” program at Clemson University (Owens & Rutherford, 

2003). This program at Clemson University is a collaborative effort with Benedict 

College, Claflin Collge, Morris College and Voorhees College that actively recruits, 

trains, certifies and places African American male teachers in public school classrooms. 

These South Carolina institutions have been the first in the nation to specifically target 

African American males for teacher preparation programs. This effort has produced 

substantial dividends in the state of South Carolina, particularly with the changing 

student demographics, aging teacher workforce, gender inequity and high teacher 

turnover rates (Owens & Rutherford, 2003). 

 As this chapter seeks to raise awareness about the inequities found to currently 

exist in teacher preparation programs, policy makers, teacher educators, and internal and 
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external constituents should understand the benefits in recruiting more African American 

male teachers. Potential benefits as a result of these efforts include: (a) increase in the 

number of role models for students of color; (b) provide opportunities for all teachers to 

learn about ethnic, racial and cultural diversity; (c) enrich students’ learning because of 

shared racial, ethnic and cultural identities; and (d) serve as cultural brokers, able not 

only to assist students, but also increase the involvement of other teachers and their 

students’ parents (National Collaborative on Diversity in the Teaching Force, 2004, p. 6). 

The Teacher Recruitment Process at Colleges and Universities 

The recruitment process in colleges of education, specifically teacher preparation 

programs have at best been non-aggressive in recruiting African American males. This is 

shown by the fact that currently African American males are only 2% of those enrolled in 

the 1,300 teacher preparation programs in the country (AACTE, 1999). However, the 

research literature highlights that there are four general sources for schools to hire new 

teachers: (1) newly prepared teachers – first time teachers who go straight from college 

into teaching; (2) delayed entrants – other first time teachers who engage in other 

activities between graduating from college and assuming their first teaching job; (3) 

transfers – teachers who transfer from other schools, districts, states or sectors (public or 

private); and (4) reentrants – former teachers reentering teaching after leaving the 

profession (Rollefson & Broughman, 1995). Unfortunately, space limitations within this 

chapter will prevent the authors from discussing the impact of each of these four areas in-

depth; however, the authors will discuss how colleges and universities in their teacher 

preparation programs go about the recruitment process. 
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In many of the 1,300 teacher preparation programs across the U.S., the notion of 

recruitment of teacher candidates is by far merely rhetoric (AACTE, 1999; National 

Education Association, 2001). Oftentimes, as a whole, many teacher preparation 

programs across the country, with no concerted effort usually just sit back and wait to see 

who will apply. While a few universities send recruiters to urban high schools to try to 

recruit students of color, these recruitment initiatives are underfunded, not comprehensive 

and often not valued. Unfortunately, after many teacher preparation programs try this 

non-aggressive type of recruitment, many representatives of these programs often say, 

“we tried to recruit students of color but we can’t find any at all.” Oftentimes, the most 

aggressive form of recruitment by many teacher preparation programs consists of sending 

several copies brochures to high school counselors—many times to minority serving 

schools in an effort to attract a racially diverse student population. Thus, it becomes 

readily apparent that university teacher preparation programs have done little to diversify 

the teacher pipeline, especially for African American males. These actions are a travesty 

and this non-aggressive type of recruitment continues to hamper the pursuit of equity for 

future African American male teacher candidates. 

RECRUITMENT PROCEDURES BY ATHLETIC DEPARTMENTS 

One of the most successful models that has provided African American males 

entrance into many PWIs is the model of recruitment used by athletic departments. The 

recruitment process is dictated by the National Collegiate Athletic Association (NCAA) 

and includes six steps: (1) the dissemination of recruitment materials; (2) telephone calls; 

(3) off-campus contact; (4) evaluation; (5) unofficial visits; and (6) official visits. This 

successful model provides entrance to student-athletes who currently comprise one out of 
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every four African American males at PWIs. In their groundbreaking research, Lewis, 

Mumford and Singer (n.d.) have documented a new framework for recruiting African 

American males into teacher preparation programs using the NCAA model. This 

framework calls for teacher preparation programs to become more aggressive at every 

stage of their framework to bring more African American males into teacher preparation 

programs.  

As teacher preparation programs have tried various strategies to recruit teacher 

candidates of color such as: (a) alternative certification; (b) teacher cadet programs; (c) 

mid-career recruitment programs; (d) pathways to teaching; and (e) a host of other 

innovative strategies within each particular state (The Urban Institute, 2000). In 

examining these particular recruitment strategies, none have proved significantly 

effective in increasing the number of African American males in teacher preparation 

programs. However, one strategy that teacher education programs have neglected to 

pursue is to partner with university athletic programs (i.e., football and basketball) where 

over 50% of the student-athletes are African American males (Hodge, Kozub, Dixson, 

Moore, & Kambon, in press). 

Teacher preparation programs, by partnering with university athletic departments 

will have a larger pool of potential of teacher education candidates who represent diverse 

backgrounds. In an effort to make these partnerships a reality, teacher education 

programs should collaborate with the coaches and academic coordinators within athletic 

departments at several key junctures in their recruitment of African American male 

student-athletes; namely, they should: (1) schedule a time to meet with coaches and 

academic coordinators to discuss the benefit of these African American male student-
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athletes pursuing a career in teacher education (as many student-athletes and other 

college students have no idea of what they want to major in when they get to college); (2) 

work with coaches and academic coordinators to schedule a time to make a formal 

presentation to African American male student-athletes (at this time they can discuss 

future career options for students, especially if they do not make it to the professional 

leagues); (3) bring recruitment materials from the teacher education programs for 

student-athletes to have after the presentation; (4) schedule a time for African American 

male student-athletes to tour the education building where the teacher preparation 

program is housed (oftentimes students do not enter a building where they do not 

normally have classes); (5) allow student-athletes to meet with faculty and administrators 

of the teacher preparation program both formally and informally; and (6) have one 

designated official to serve as a contact person for these student-athletes. 

The steps outlined above are the first to be reported in the literature of how 

teacher preparation programs can achieve greater equity, especially for African American 

males. The next section of this chapter will document the racial makeup of several highly 

ranked teacher preparation programs to document the need for increasing the effort to 

recruit more African American males. Also, the authors will document the racial makeup 

of the football and basketball programs at these same universities to assist the reader to 

understand why teacher preparation programs should make an effort to initiate critical 

dialogue about the numerous opportunities for collaboration to increase the recruitment 

of these potential African American teacher education candidates. 
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Methodology 

To assist teacher preparation programs in understanding the dire need to recruit 

more African American males into teacher preparation programs, the researchers sought 

to provide a descriptive analysis of several high-profile teacher education programs in 

one of the Bowl Championship Series (BCS) conferences. The BCS conferences are the 

six major National Collegiate Athletic Association (NCAA) Division I-A football 

conferences whose champions receive an automatic bid into the Bowl Championship 

Series every year. The six conferences are: (1) Atlantic Coast Conference; (2) Big 12 

Conference; (3) Big East Conference; (4) Big Ten Conference; (5) Pacific Ten 

Conference; and the (6) Southeastern Conference (BCS Conferences, 2007).  

Each of these schools currently has a student body that exceeds 23,000 students. 

Also, each of these schools are classified as Doctoral Research/Extensive Universities 

(formerly referred to as Research One (R-1) Institutions) under the Carnegie 

classification system. The football and basketball programs at these institutions are often 

highly regarded across the nation and are usually competing for high-stakes and high-

profile national championships each year. As a result of these criteria, the researchers 

sought to examine trend data on the demographic makeup of their teacher preparation 

programs specifically highlighting the representation of African American males in these 

programs. Next, the researchers examine the racial makeup of the football and basketball 

programs at these same universities. Based on the findings, the researchers will discuss 

how forging relationships with university athletic departments can be a fertile ground to 

recruit African American males into the teaching profession. 

 

2008 HICE Proceedings 
Page 3190



African American Male Teacher Candidates 15 

Findings 

 As previously mentioned, the researchers sought to examine trend data for three 

“high-profile” teacher preparation programs in the Bowl Championship Conference 

(BCS) to understand the representation inside of African American males in these 

programs at PWIs. To do so, the researchers solicited demographic trend data from the 

2002-2003 school years through the 2006-2007 school years by race and ethnicity in 

these respective programs. For anonymity purposes, these three schools will be referred 

to as: BCS University Teacher Preparation Program #1, BCS University Teacher 

Preparation Program #2, and BCS University Teacher Preparation Program #3.  
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Table 1 

BCS University Teacher Preparation Program #1 Enrollment Data for 2002-2003 through 

2006-2007 by Race/Ethnicity 

Enrollment 
Year 

Gender African American 
Enrollment 

Hispanic 
Enrollment 

White 
Enrollment 

Total 
Enrollment 

 
2002-2003 Male 3 1 97 105 

 Female 7 10 261 291 
      

2003-2004 Male  2 3 88 97 
 Female 6 12 264 293 
      

2004-2005 Male 2 5 106 116 
 Female 5 8 278 306 
      

2005-2006 Male 2 4 110 118 
 Female 5 5 277 304 
      

2006-2007 Male 2 4 113 124 
 Female 6 2 293 318 

 

Note: Data provided by university teacher education department representatives 
bData illustrates total enrollment in teacher preparation program for the specified school year 
 

 In reviewing the data from BCS University Teacher Preparation Program #1, we find 

that in the trend data from 2002-2003 thru 2006-2007 that African American males had very 

little representation inside of this teacher preparation program. For example, during the 2002-

2003 academic school year, there were only three African American males enrolled in the 

teacher preparation program during this year. In the 2003-2004, 2004-2005, 2005-2006, and 

the 2006-2007 academic school years, this university reported that only two African 

American males were enrolled at this time. This is a decrease in the representation of African 

American males from the 2002-2003 school year. Unfortunately, African American males in 

this “high- profile, highly ranked” teacher preparation program only have two African 
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American males that represent only (0.004%) of all students (442) enrolled in this program 

during the 2006-2007 school year. Also, it is interesting to note that this university has a total 

student enrollment of over 29,000 students. 

Table 2 

BCS University Teacher Preparation Program #2 Enrollment Data for 2002-2003 through 

2006-2007 by Race/Ethnicity 

Enrollment 
Year 

Gender African American 
Enrollment 

Hispanic 
Enrollment 

White 
Enrollment 

Total 
Enrollment 

 
2002-2003 Male 3 8 58 72 

 Female 17 105 1717 1839 
      

2003-2004 Male  5 8 65 78 
 Female 18 130 1771 1925 
      

2004-2005 Male 3 11 64 78 
 Female 22 147 1770 1940 
      

2005-2006 Male 6 16 69 91 
 Female 30 172 1721 1923 
      

2006-2007 Male 7 14 55 76 
 Female 27 177 1549 1753 

 

Note: Data provided by university teacher education department representatives 
bData illustrates total enrollment in teacher preparation program for the specified school year 
 

As we examine the data from BCS University Teacher Preparation Program #2, we 

find that this university is nearly double the size of BCS University #1 with a student 

population of over 44,000 students.  However, we still find that males, particularly African 

American males are not greatly represented in this teacher preparation program. While this 

teacher preparation program is much larger with 1,829 students in the teacher preparation 

program in 2006-2007 only seven (0.004%) were African American males. Further, we see 
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from the data, during the 2002-2003 academic school year, there were only three African 

American males enrolled in the teacher preparation program during this year. During the 

2003-2004, 2004-2005, 2005-2006, and the 2006-2007 academic school years, the African 

American male representation went from a low of three African American male students to a 

high of seven African American students in 2006-2007. As a result of these staggering 

numbers, to see an African American pre-service teacher in a teacher education course at this 

institution is a rarity.  

Table 3 

BCS University Teacher Preparation Program #2 Enrollment Data for 2002-2003 through 

2006-2007 by Race/Ethnicity 

Enrollment 
Year 

Gender African American 
Enrollment 

Hispanic 
Enrollment 

White 
Enrollment 

Total 
Enrollment 

 
2002-2003 Male 15 14 509 568 

 Female 24 39 1336 1445 
      

2003-2004 Male  12 18 458 519 
 Female 27 41 1333 1461 
      

2004-2005 Male 16 17 447 1390 
 Female 23 46 1259 504 
      

2005-2006 Male 14 22 418 483 
 Female 26 66 1177 1319 
      

2006-2007 Male 8 20 418 475 
 Female 29 59 1177 1310 

 

Note: Data provided by university teacher education department representatives 
bData illustrates total enrollment in teacher preparation program for the specified school year 
 

Focusing on the data from BCS University Teacher Preparation Program #3, we find 

that in the trend data from 2002-2003 thru 2006-2007 that African American males had very 
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little representation within this teacher preparation program. While still a very low African 

American male presence, this teacher preparation program had nearly four times the number 

of African American male students than the other institutions in this study. For example, 

during the 2002-2003 academic school year, there were only 15 African American males 

enrolled in the teacher preparation program during this year. In the 2003-2004, 2004-2005, 

2005-2006, and the 2006-2007 academic school years, this university reported that a low of 8 

African American males (2006-2007) and a high of 16 in 2004-2005. Unfortunately, the 

number of African American males did not increase from 2002-2003 to 2006-2007. In 2006-

2007, the data reported that there were eight African American males in the teacher 

preparation program which was the lowest number reported in the five-year time span. Given 

that African American males in this “high- profile, highly ranked” teacher preparation 

program only have eight African American males that represent only (0.004%) of all students 

(1,785) enrolled in this program during the 2006-2007 academic school year. Also, it is 

interesting to note that this university has a total student enrollment of over 23,000 students. 

African American Representation in “High-Revenue” Programs 

 To dispel the myth that African American males are not on campus and thus are not 

available to be considered for university teacher preparation programs, the researchers sought 

to examine the number of African American males in “high-revenue” producing sports on 

these same university campuses. As a result, the researchers provide the latest data reported 

by the NCAA on the demographic representation of African American males in university 

athletic programs at the same institutions. Given the findings, teacher preparation programs 

can begin to see a potential pool of African American males that can be recruited to become 

teachers since they are already on the university campus. 
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Table 4 

BCS University #1 Basketball and Football Programs by Race and Ethnicity during the 

2003-2004 academic school year 

 

Basketball N Football N 
 

African American 10 African American 35 
White 0 White 32 
Hispanic 0 Hispanic 2 
Other 3 Other 2 
Total  13 Total 74 
 

Source: NCAA 
Note: Numbers only illustrate only those students receiving scholarships/financial assistance from the athletic department 
 
 According to Table 4, we find that African American males are 10 (77%) of the 13 

players on the basketball team during the 2003-2004 school years at this particular university. 

Given this overwhelming percentage, we found that the basketball team has been very 

successful in bringing African American males on campus. It is interesting to note that the 

total number of African American males on the basketball team at this university during the 

2003-2004 academic school years was higher than the representation of African American 

males in the teacher preparation program during a five-year time span (see Table 1). 

Focusing on the football program at this university, we find that African American males 

were 35 (47%) of the 74 student-athletes in 2003-2004. This representation also illustrates 

that African American males were greatly represented in the football program as well. When 

we focus back on the African American male representation in the teacher education 

program, we find that the representation of African American males has never reached 

double-digits. 
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Table 5 

BCS University #2 Basketball and Football Programs by Race and Ethnicity during the 

2003-2004 academic school year 

 

Basketball N Football N 
 

African American 6 African American 54 
White 3 White 36 
Hispanic 0 Hispanic 1 
Other 5 Other 0 
Total  14 Total 91 
 

Source: NCAA 
Note: Numbers only illustrate only those students receiving scholarships/financial assistance from the athletic department 
  

As we examine Table 5, we find that African American males are six (43%) of the 14 

players on the basketball team during the 2003-2004 school year at this particular university. 

This university has also been effective in recruiting a large majority of African American 

student-athletes to the team. As was the case with BCS University #1, it is interesting to note 

that the total number of African American males on the basketball team at this university 

during the 2003-2004 academic school year was higher than the representation of African 

American males in the teacher preparation program during a five-year time span except for 

2006-2007 (see Table 2) where the teacher preparation program had one more African 

American male than the basketball team. Focusing on the football program at this university, 

we find that African American males were 54 (59%) of the 91 student-athletes in 2003-2004. 

This representation also illustrates that African American males were greatly represented in 

the football program as well. When we focus back on the African American male 
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representation in the teacher education program, we find that the representation of African 

American males has never reached double-digits at this university as well. 

Table 6 

BCS University #3 Basketball and Football Programs by Race and Ethnicity during the 

2003-2004 academic school year 

 

Basketball N Football N 
 

African American 6 African American 46 
White 3 White 34 
Hispanic 0 Hispanic 2 
Other 1 Other 10 
Total  10 Total 92 
 

Source: NCAA 
Note: Numbers only illustrate only those students receiving scholarships/financial assistance from the athletic department 
 

Finally in Table 6, we find that African American males are six (60%) of the 10 

players on the basketball team during the 2003-2004 school year at this particular university. 

Given this overwhelming percentage, we found that the coaches at this university have been 

successful in recruiting African American males for the basketball team. In an examination 

of the data for the football program at this university, we find that African American males 

were 46 (50%) of the 92 student-athletes in 2003-2004. This representation also illustrates 

that African American males were greatly represented in the football program as well. When 

we focus back on the African American male representation in the teacher education 

program, we find that in a five-year time span, the representation of African American males 

has never reached over 16 students (see Table 3). 
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Discussion 

 A number of critical questions were posed at the beginning of this chapter—complex 

questions that defied answers of a singular nature.  From an initial query regarding the role or 

lack thereof that colleges and universities have taken in their attempts at addressing the 

paucity of African American males in teacher education programs, to the concluding 

question focusing on the plausibility of connecting athletic programs with Schools, Colleges 

and Departments of Education (SCDEs) as a means of identifying more of this cohort for 

careers in teaching—what this chapter has attempted to offer is hope and promise for 

addressing one of the most significant challenges in K-12 education.      

 Findings from this study revealed that across the three institutions (BCS University 

Teacher Preparation Program #1, BCS University Teacher Preparation Program #2, and BCS 

University Program #3) under investigation, the average number of African American males 

who participated in teacher preparation programs were (0.004%), (0.004%) and (0.004%) 

respectively.  Figures were reported based on total student enrollment at each of these 

institutions, represented as 29,000, 44,000, and 23,000.  Across these BCS schools, sadly the 

single highest figures for African American males enrolled in a teacher preparation program 

was 16 (.01%) students, a figure compared to a total enrollment of 1,390 male students 

including African American, Hispanic, and White male populations.  

 As a means of generating critical dialogue and offering practical solutions to this 

ever-increasing problem of African American male under-representation in teacher 

preparation programs, a model based on the research of Lewis, Mumford, and Singer (n.d.) is 

presented.  What this model proposes is that teacher preparation programs utilize the same 

recruitment framework that “high revenue” athletic programs are implementing in their 
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efforts.  The most efficacious aspects about the athletic recruitment model are its ability to 

attract significant numbers of African American males.  Clearly, the juxtaposition of the 

dismal numbers of African American males cited above who are enrolled in teacher 

preparation program with the stellar numbers and percentages (as high as 60% in basketball 

at BCS University #3) who are currently participating in “high revenue” collegiate athletic 

programs, readily indicates the success that can be accrued from the utilization of this 

recruitment framework. 

 The problems this chapter uncovers are not new nor are they insurmountable.  What 

the authors suggest as solutions not only aligns with previous research, but also aligns with 

some of the thinking and writings of several scholars in the field of higher education who 

have taken an interest in this topic.  According to one of these scholars, although speaking 

about the lack of African American males who are found among the general ranks of the 

higher education populace as opposed to the focus of this chapter on those who are found in 

teacher preparation programs in particular, Hughes (2005) asserts that, “Faculty and 

administrators need to take some pointers from college coaches who are able to find the 

mythical Black male in such a shallow pool. But perhaps they are better researchers than 

folks in higher education” (p. 1). 

Limitations 

 After completing this study, the findings are limited in a variety of ways. The 

limitations are as follows: 

1. This study was restricted by examining data from three large Doctoral/Research 

Extensive Universities who are a part of one of the major Bowl Championship 

Conferences who have “high-profile” teacher education programs and “high-
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profile” athletic programs; therefore, caution should be taken in generalizing the 

results to other university teacher preparation programs. 

2. At the time of the writing of this study, the university teacher education programs 

did not have an official published document of their teacher education candidates 

by gender and ethnicity. As a result, the researchers relied on data provided by the 

selected university teacher education program representatives. 

Recommendations  

In addition to recruiting potential African American male pre-service teachers within 

university athletic departments, a comprehensive and effective recruitment model must be 

developed by all teacher education programs across the country, similar to the Call Me 

Mister program (Owens & Rutherford, 2003).  As has been discussed, PWIs have been 

successful in recruiting African American males into higher education via aggressive athletic 

recruitment and it stands to reason that teacher education programs can learn from these 

athletic recruitment models.  This model should possess several key components: (a) early 

identification of academically successful African American males by schools and 

communities; (b) contact with student and parents using campus visits as early and often as 

possible; (c) continuous correspondence from college deans and faculty; (d) financial support 

using new and existing financial aid sources; and (e) use current African American male 

students to recruit prospective undergraduate students. 

 High school athletes who are recruited by college athletic programs are identified and 

contacted early in their high school career.  Initial identification of these students is made 

through contact with high school coaches and through web-based recruitment services.  

Teacher education programs can use this same process by asking high school principals, 
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counselors and teachers to continuously identify promising African American males who 

have the potential to become excellent teachers.  Teacher education programs can also 

identify students by purchasing prospective student lists from the College Board and other 

services.  The earlier these candidates can be identified, the more time institutions will have 

to recruit these individuals to not only enroll in their program, but to also consider teaching 

as a career.  All contact made by colleges and universities should lead to a campus visit with 

the student, but also the parents or guardians. 

 Contact with the student should not just be limited to advisors or academic recruiters.  

Deans and faculty of the teacher education programs must become involved in the process.   

Potential students want to become familiar and comfortable with their academic surroundings 

before making their college decisions.  Through involvement and correspondence with key 

personnel, teacher education programs can provide continuous encouragement and support to 

increase the matriculation yield of admitted students of color.  This contact will lead to 

mentoring and collaborative undergraduate research opportunities and will ultimately 

improve student retention. 

 Along with the academic support, programs must seek out funding for undergraduate 

financial support.  Scholarship and financial aid opportunities must be provided to entice 

qualified students to consider teaching as a career.  Promising African American students are 

pursuing professions other than education because they have expanded career options and 

teaching is not as attractive (Wilder, 2000).  To compete with other academic majors, 

programs must use existing financial support such as Federal Stafford Loan Forgiveness and 

continue to search for new funds to encourage African American males to become teachers. 
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 Finally, teacher education programs must use their current students to recruit others 

into the teaching profession.  Students can be used to not only serve as hosts for prospective 

candidates, but also serve as a focus group to learn what recruitment techniques they found to 

be effective and to improve existing programs (Cunningham & Watson, 2002). 

Conclusions 

 The lack of African American males becoming teachers has become a crisis faced by 

all teacher education programs in the United States.  Although there have been successful 

recruitment gains through initiatives such as the Call Me Mister program, these models have 

not been widely implemented to provide a significant increase in African American male pre-

service teachers.  Teacher education programs must look towards major college athletic 

programs as a source for a steady supply of African American male students, but also for 

ideas on how to successfully recruit for greater teacher diversity. 

 A high quality diverse teaching force is absolutely necessary for the development of a 

student population that can grow to compete on the world stage.  Teacher education 

programs can no longer take a wait and see approach with teacher recruitment.  These 

programs must develop more aggressive methods to attracting African American males for 

the teaching profession both from existing populations such as athletic departments and from 

prospective student pools such as high schools and community colleges.   
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ABSTRACT 
 
Title: The impact of an open distance learning model to upgrade the 
qualifications of un- and under qualified teachers in the rural areas of 
South Africa. 
 
Since the dismantling of apartheid in South Africa in the middle nineties, one of 
the biggest challenges of the new South Africa has been to upgrade the huge 
numbers of un- and under qualified teachers, an estimated number of 85 000 in 
1995. The North-West University, a traditional residential university, decided to 
be a partner of the South African Education Department in the challenge. A 
separate unit was established to accommodate these teachers. An open distance 
model was developed with unique structures and systems to serve the students, 
especially those in the rural areas for whom it was impossible to attend classes 
at a university campus. Part of this new structure is contact classes and vacation 
schools and 36 tuition centres in South Africa, each with a small library, internet 
connection and a part time academic staff of between ten and fifteen lecturers. 
For the smooth running of administrative matters, a private collaborator is used. 
 
At the moment the North-West University has an enrolment of more than 20 000 
teachers busy upgrading their qualifications at three levels (NPDE, ACE and 
Hons. B. Ed.). Success and throughput rates are among the best in South Africa 
and the model was also evaluated by an international auditor who compared the 
model with the best in the world. The conclusion can be made that the model that 
is used by the North-West University to upgrade the qualifications of in-service 
teachers can effectively be used by other countries that are in the same position 
as South Africa, with special reference to the delivery of programmes in rural 
areas. This model has also been implemented in Namibia since 2006. 
 
The open distance learning model of the North-West University focuses on: 
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• Preamble (short video to enhance important information) 
• The open learning model, as implemented by the North-West University 
• Student enrolment 
• Student retention, throughput rates and programme impact 
• Programme reviews, SWOT analysis and improvement plan 

 
In conclusion, by using an open distance learning model, the North-West 
University has succeeded in equipping and upgrading in-service teachers over 
ten years at NPDE, ACE and Hons. B. Ed. level. The use of sound instructional 
design, competency based outcomes, instructive learning, student support and 
reliable assessment has contributed to the success of the programmes. The 
increase in student numbers proves that a dire need is being provided for by 
these programmes. In this way, the North-West University will continue to 
contribute to the improvement of education in South Africa.     
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Abstract 
 

In-service teachers who are asked to write reflective journals in teacher 
education programmes are usually required to be as reflective as possible. 
However, seldom is guidance given as regards what is meant by reflective and 
how to be critically reflective. Ho and Richards (1993) have developed a 
framework for measuring critical reflectivity. This study attempts to put this 
framework into practice and investigates whether training in-service teachers 
in a university teacher education programme to reflect within this framework 
helps all teachers to be critically reflective. Results show that the framework is 
useful in helping teachers to be reflective though different teachers show 
different degrees of critical reflectivity through their teacher journals. 
Implications will be discussed. 

 
 
1.  Introduction 

 
Many in-service teacher education programs aim at engaging teachers in a process 
of critical reflection on their teaching. Reflection gives the teachers the opportunity 
to think about what occurred in the classroom, about what it may mean, how the 
teachers feel about the experiences and revisions that they may want to make in the 
lesson or changes in their teaching methods. According to Bush (2002), reflection 
is a most useful tool to help teachers learn more profoundly what works and what 
does not. The deliberate reflection will result in growth and empowerment as a 
teacher. 
 

Journal writing is a common practice in teacher education programs and is often 
used to promote critical reflectivity (Ho and Richards 1993). Writing reflective 
journals is seen as an opportunity for teachers to describe and explore their own 
teaching practices through the process of writing (Ho and Richards 1993). 
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Reflective journals of practicum students can identify viable topics of concern. 
They are able to “think about their attitudes, beliefs and assumptions to promote 
self-evaluation and change” (Doyle 1997).  
 
Teachers who engage in journal writing in teacher education programmes are 
usually required to be as reflective as possible. However, seldom is guidance 
given as regards what is meant by reflective and how to be critically reflective. Ho 
and Richards (1993) have developed a framework for measuring critical 
reflectivity. However, no attempt has been made to use this framework to measure 
the degree of reflectivity in the journals written by the teacher. This study attempts 
to put this framework into practice and investigates whether training in-service 
teachers in a teacher education programme to reflect within this framework helps 
all teachers to be critically reflective. 

 
2. The framework for measuring critical reflectivity 
  
   The concept of critical reflectivity in relation to teaching is clearly explained by 
   Barlette (1990:205), who thinks that critical reflection involves the following 
   process: 

        Becoming critical means that as teachers we have to transcend the 
technicalities of teaching and think beyond the need to improve our 
instructional techniques. This effectively means we have to move away 
from the ‘how to’ questions, which have a limited utilitarian value, to the 
“what” and “why” questions, which regard instructional and managerial 
techniques not as ends in themselves but as a part of broader educational 
purposes. Hence we need to locate teaching in its broader cultural and 
social context. 

 
The purpose of journal writing is therefore to engage teachers in a deeper level of 
awareness and response to teaching than they would obtain by merely discussing 
teaching in terms of teaching procedures and lesson plans. Ho and Richards (1993) 
classified journal entries as those that are primarily descriptive and those that are 
primarily reflective. The level that is primarily descriptive and procedural does not 
involve the teachers in critical reflection. The other level which involves evaluation, 
self-analysis, theory building and planning is described as a more reflective one. 
The entries that are at the two levels can be seen in the table below 
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Table 1  Two levels of reflectivity 
   
Topics Primarily descriptive entries Primarily reflective entries 

Theories and beliefs about 

teaching and learning 

-  A belief                  

-  An expert’s view          

Theories and beliefs about teaching and 

learning 

-  A justification for something 

-  A personal opinion 

Theories of teaching 

Applying theories to classroom 

practice 

-  How a theory was applied 

Applying theories to classroom practice 

-  Contradictions between theory & 

practice 

-  How theories changed 

Approaches and methods in 

teaching 

The teacher’s knowledge 

-  Pedagogical knowledge 

-  Knowledge and experience 

The learners 

Approaches and methods 

The content of a lesson 

The school context 

 Evaluating lessons 

-  Positive evaluations of lessons 

-  Negative evaluations of lessons  

 Diagnosing problems 

-  Student’s problems 

-  Classroom interaction 

-  Teacher’s problems 

Evaluating teaching 

Solutions to problems 

- Seeking solutions from 

the tutors 

Solutions to problems 

- Alternative ways of presenting a lesson 

- Deciding on a plan of action 

 Perceptions of themselves as teachers 

- Their teaching style 

- Comments on their language 

proficiency 

 Recognition of personal growth 

Self-awareness 

 Setting personal goals 

Questions about teaching Asking for advice and 

suggestions 

Asking for reasons 

 
3.  The background of this study 
 

Reflective journal writing in the present study is an activity which is part of a 
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     course in the PGDELE programme offered by a university in Hong Kong. The 
     course was aimed at primary, secondary and tertiary English teachers who need 
     to complete a variety of courses on theory and practice in TESOL. The teachers 

enrolled in a course entitled “Reflective Teaching in the Language Classroom” 
were required to engage in an eight-week practicum in which they had to carry 
out an action research (AR) project in a double lesson each week. Each of them 
had to write a reflective journal on each of the AR lessons each week.  

     
4. Research method 
 

4.1  The training provided 
 
These teachers were asked to write their journals in as critically reflective a 
manner as possible. A lecture was given to the teachers to demonstrate to 
them how to write their journals reflectively using the framework developed 
by Ho and Richards (1993). They were given the article written by the two 
authors for reference when they wrote their journals.  
    

 4.2  Data collection and analysis 
        

     The journals written by all teachers were collected at the end of the semester. 
Their journal entries were analysed based on the framework developed by Ho 
and Richards (1993). Frequency counts were made by the researcher and her 
research assistant on the entries that fell into different categories within the 
framework. The inter-rater reliability was 99.6%.  

 
5. Results 
 
Results show that the teachers though trained in the same way differed in the extent to 
which their journals evidenced traits of reflectivity. Different teachers were seen to be 
engaged in different levels and degrees of reflectivity. The trained teachers could 
range from being reflective to almost non-reflective. However, no teacher was 
entirely non-reflective. There were individual differences in how reflectivity was 
manifested in the teachers. The profiles of six teachers who ranged from reflective to 
almost non-reflective are now presented to illustrate the difference in degree of 
reflectivity in each teacher. 
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In terms of degree of reflectivity,  
- Teachers 1 , 2 and 3 were reflective because what they wrote was all under 

the “primarily reflective” instead of the “primarily descriptive” category in 
the framework.  

- Teachers 4 and 5 were semi- reflective because what they wrote fell under 
both the “primarily descriptive” and “primarily reflective” categories in the 
framework. 

-   Teacher 6 was almost non-reflective because what she wrote mainly fell 
under the “primarily descriptive” category. 

 
In terms of descriptions,  

- Teachers 1 and 3 did not have any lengthy procedural descriptions.  
- Teacher 2 mentioned the aims and structures of the lesson in each journal 

entry but they were not descriptive. They were merely put there as a lead-in 
to the reflections that followed.  

- Teacher 4 often had lengthy and detailed descriptions of the reactions or 
problems of her students (5 entries), thus making a large part of the entry 
very descriptive.  

- Teacher 5 often described the reasons for the design of the activities (8 
entries) and the procedures for carrying out the activities (8 entries) in detail. 

- Teacher 6 followed a structure in every entry . She described the objectives  
(8 entries), procedures (8 entries) and plans (8 entries) in detail. The plans 
were the same in each entry and were cut and pasted on the entries. 

 
In terms of the evaluation of lessons,  

- Teacher 1 often evaluated her lessons. Most of the comments were very 
positive (29 entries) and the comments became more and more positive in the 
later entries, indicating that there was improvement after each lesson. 
Sometimes, she gave both positive and negative comments (2 entries) and a 
few were negative (5 entries).  

- Teacher 2 evaluated his lessons most of the time. Most of his comments were 
positive (6 entries). Sometimes, he gave both positive and negative comments 
(4 entries) and a few were negative (4 entries). On one occasion, he could not 
decide whether an activity was successful or not (1 entry).  

- Teacher 3 often evaluated her lessons. Most of the comments were very 
positive (10 entries) with lengthy and detailed explanations as regards why 
her lessons were successful. This shows that she had great confidence in what 
she was doing. Most of what she mentioned confirmed that the methods she 
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was using were effective. She only needed improvement over minor areas. 
Once, she gave both positive and negative comments (1 entry) on one part of 
a lesson with only one comment being negative (1 entry). 

- Teacher 4 did not evaluate her lessons as often, but when she evaluated her 
lessons, most of her comments were positive (3). Only once did she give both 
positive and negative comments (1) on one part of a lesson. 

- Teacher 5 sometimes evaluated her lessons. Most of the comments were 
either positive (6 entries) or both positive and negative (6 entries). She only 
gave negative comments once (1 entry). 

- Teacher 6 did not evaluate her lessons in the first few entries and only 
described problems, but she began to give positive comments (6 entries) in 
the later entries showing that there was improvement in her teaching. Once, 
she gave both positive and negative comments (1 entry). 

 
In terms of problems and solutions, 

- Teacher 1 frequently mentioned the problems of the students (6 entries), and  
once mentioned classroom interaction (1 entry) and twice mentioned the 
teacher (2 entries). After identifying each problem, she immediately 
suggested alternative ways to teach (7 entries) and she often decided on a 
plan of action (14 entries) which she actually carried out in the next lesson (1 
entry). 

- Teacher 2 often identified the problems of both students (6 entries) and the 
teacher (6 entries). He even went beyond the items on the list of reflective 
elements and came up with something original. He pointed out an equipment 
problem (1 entry) and problems related to task design (2 entries). After 
identifying each problem, he immediately suggested alternative ways to teach 
(8 entries) and often decided on a plan of action (17 entries). 

- Teacher 3 did not raise any problems. Sometimes, she decided on a plan of 
action (6 entries), which was usually to continue with what she was doing 
indicating that she had been very successful. Only once did she suggest 
alternative ways to teach (1 entry). 

- Teacher 4 did not mention any students’ problems, but based on the teacher’s 
problems (3) that she experienced, she often gave lengthy reflections on 
different topics. For example, she picked on a topic “ how to build up the 
students’ confidence”, on which she reflected at length (7 entries). She also 
referred to theories of other experts in her reflections on a topic (3 entries). 
However, she mainly played with theories and ideas. What she reflected on 
was rarely applied to her lessons thus indicating that she had no plan of action 
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for the future. 
-   Teacher 5 identified many students’ problems (9 entries) and only one 

teacher’s problem (1 entry). She usually described how she solved the 
problems on the spot (7 entries). She did not suggest alternative ways to 
teach but did include some plans of action (9 entries) 

-    As for Teacher 6, in the first few entries, she gave lengthy descriptions of the 
students’ problems (5 entries) but sounded at a loss. However, she began to 
see one of her problems (1 entry) in the later entries. She was unable to arrive 
at her own solutions but cited a number of solutions given to her by her 
supervisor (1 entry). Occasionally, she decided on some plans of action (6 
entries), but in the first few entries, the plans of action were the same. 
However, they were cut and pasted in her entries without any indication that 
they would be carried out in subsequent lessons. 

 
In terms of theories, 
- Teacher 1 used theories to justify some of the things she did (5 entries). She 

even went beyond the items on the list of reflective elements and came up 
with something original, e.g. She came up with a new theory or realization (2 
entries); she had new observations while evaluating her lesson (2 entries) 

- Teacher 2 also came up with new realizations or theories from his 
observations (2 entries) 

- Teacher 3 also came up with new realizations or theories from her experience 
(3 entries). 

- Teacher 4 referred to theories of other experts in her reflections on a topic (3 
entries) 

- Teacher 5 did not mention any theories. 
- Teacher 6 came to a new realization in a later entry (1 entry). 
 

In terms of lengthy reflections, 
- Teacher 1, 4 and 5 did not have any lengthy reflections on any topic. 
- Teacher 2 had lengthy reflections and discussions on 5 topics. 
- Teacher 3 had one such reflection. 
- Teacher 4 often gave lengthy reflections on different topics (7 entries) based 

on the teacher’s problem (3) that she experienced. For example, she picked 
on a topic “  how to build up the students’ confidence” on which she 
reflected at length. She also referred to theories of other experts in her 
reflections on a topic (3 entries). However, she mainly toyed with these 
theories and ideas and these reflections were rarely applied to her lessons, nor 
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did they result in plans of action for the future. 
 
6. Discussions 
 
   In this study, though teachers showed different degrees of reflectivity in their 

journals, the training provided was still helpful because it gave the teachers the 
direction and motivation to embark on the course of developing reflectivity.  

 
Journal writing provides an opportunity for teachers to write reflectively about 
their teaching. It seems that engaging teachers in writing reflective journals can 
really help teachers to reflect. No matter how non-reflective the teachers might be 
by nature, all teachers would make an effort to reflect when undertaking the 
journal writing activity. As a result, none of them remained non-reflective after 
doing this assignment. On the other hand, teachers who were reflective by nature 
could be helped to be even more reflective through journal writing.  

 
   Even though teachers differed in the extent to which they wrote reflectively and 

the training did not help all teachers to be equally reflective, some initial training 
in reflective writing is still necessary as a preparation for journal writing 
Improvements can be made if teachers are taught how to use a reflective 
framework to help them reflect critically before they are asked to write reflective 
journals. This will enable them to be guided to write on the topics that are oriented 
towards reflectivity and subsequently be more able to exercise their critical 
reflectivity when writing the journals. It would also be advisable to include a 
session in which teachers are trained to reflect critically before they are asked to 
write reflective journals. Besides merely giving a lecture on how to write in a 
critically reflective manner, some examples might need to be given and the 
students could be given some practice to help them master the necessary skills 
before they were asked to write their own journals.   

 
   It seems that none of the teachers trained in this study possessed all the traits of 

reflectivity and none of them had no reflective traits at all. Especially those 
teachers who were almost non-reflective might become totally non-reflective if no 
training was given to them. As seen from the study, the training gave such 
teachers the direction and motivation to embark on the course of developing 
reflectivity.  
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7. Conclusion 
 
   Reflective journals entries can help reveal individual teachers’ capacity for critical 

reflection, allowing the journal writers alternative procedures to be employed 
where necessary. It is clear that for teachers to fully benefit from the reflective 
journal activity, a careful structuring and monitoring of journal writing is required. 
It was demonstrated in this study how the framework developed by Ho and 
Richards (1993) could be put into practice as tools for measuring the teachers’ 
degree of critical reflectivity. It is hoped that with more thorough training 
provided, this framework can more effectively help teachers develop their ability 
to reflect critically and the teachers’ growth and empowerment will thus be 
enhanced.                                      
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Introduction 
 

The status of STEM education in the United States has been well publicized and documented.  The 
United States is not meeting its current or projected needs for scientists, technicians, engineers, and 
mathematicians with ominous portents for our nation’s future and posterity.  
 
Headquartered at Garrett College in McHenry, Maryland, CASE was established in June 2006 with 
funding from the U.S. Department of Defense.  CASE is a response to President Bush’s 2006 State 
of the Union Address during which he announced the American Competitiveness Initiative (ACI) to 
encourage American innovation and strengthen our nation’s ability to compete in the global 
economy.  This ambitious strategy will increase federal investment in critical research, ensure that 
the U.S. continues to lead the world in opportunity and innovation, and provide American children 
with a strong foundation in math and science.   
 
CASE will provide comprehensive teacher training using the latest technology and cutting-edge 
best practices to better prepare teachers for the 21st-century classroom.  The youth of today are 
completely comfortable with every aspect of technology.  These “Millennials” are technically 
literate like no generation before them.  Thus, classrooms can’t be conducted as they were in the 
past.  Teachers have no choice but to fully integrate technology into their activity-based curriculum 
if they hope to keep their students excited about learning. 
 
CASE is working with partners from around the country, including Key Press, Inc., to create 
teacher training programs that will immerse the teachers and students in activities associated with 
inquiry- and design-based learning that supplements the normal science curriculum. 
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Preparing for 21st-Century Education 
 

Our vision is to increase the interest and engagement of young people in science, technology, 
engineering, and mathematics (STEM) by providing resources to schools, teachers and students.  
We are working with communities across the United States to provide select teachers with a 21st- 
Century vision to impact the instruction process.  The culture of the classroom must change from 
teacher-centered to student-centered.  The purpose of this program is to change the learning 
experience of America’s students through the use of inquiry- and design-based instruction. 
Through hands-on instruction centered on real-life problems, inquiry and design hooks students on 
the natural wonders of their worlds, propelling them to high levels of academic achievement.  The 
activity selected for this program (How Much Tape Is Left?) is but one example of a classroom 
activity that is enhanced by technology and used in the classroom of the future.    

 
Activity:  How Much Tape Is Left? 

 
Activity Question: 
 
How do you use the diameter of a roll of adding machine tape to tell how much tape is left on the 
roll without unrolling the entire roll? 
  
Data Collection: 
 

1. Measure the diameter of the full roll and the diameter of the core.  Be really careful 
and precise.  You need to do it exactly the same way three times.  Take the average 
of the three measurements.  Record the metric system average.  

Dr ________   Dc_______ 
 

2. Before you start unrolling, draw a graph of your prediction for length pulled off (L) 
as a function of diameter (D).  Scale and label your axes as well as you can.  For 
example, when L = 0, D is the diameter of the roll.  As L increases, D gets smaller.  
The question is, how?  Is it straight?  Curved?  If so, which way?  Don’t do any 
algebra---yet, just think about the situation.  Sketch your “prediction” graph here. 

                                                
 

3. Make your measurements and record them in the table shown here.  Measure out a 
few meters and record the total length unrolled so far under L.  Then measure the 
diameter carefully and record it under D.  Stop when the roll is about half unrolled.  
For a typical roll of paper tape, you’ll unroll about 25 meters of tape and have about 
8 data points. 

 
 
                                                                         

L (average) D (average) 
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4. Enter the data into Fathom and make a scatter plot.  If you’re like us, the data will 

look straight at first glance. 
5. With the graph selected, choose Least Squares Line from the Graph menu. 
6. How good is the fit?  Choose Make Residual Plot from the Graph menu.  Show us 

your graph here. 

                                                                       
 

7. Compare what you have in your graph so far to your prediction in Step 2.  Which 
aspects of it are the same and which are different? 

 
Notice:  Even though the least-squares fit has an r2 close to 1.00, there is something systematically 
wrong with the line as a model.  The residuals form an obvious and consistent bow, which you can 
barely make out on the first graph. 
 
Making the Fit: 
At this point, you could use some reasoning to figure out the best thing to do next, but we’ll guess-
and-check here in the instructions.  We’ll return to reason in a moment. 
 

8. You look at the residuals and say, “Looks like a parabola.  I should try squaring 
something.”  But you don’t know whether to square D or L.   So you make two new 
attributes, DD and LL, which are the squares of those two attributes. 

9. Now plot all different combinations of Ds and their squares (on the horizontal) 
against Ls and their squares (vertical).  One combination (DD versus L) will be 
close to a straight line if everything has gone well.  Verify that by trying them all 
with least-squares lines.  Sketch your four residual plots here.  Label and scale the 
vertical axes. 

                                              
 
10. Write the equation for the least-squares line on the DD versus L plot here: 

 
11. When you’re out of tape, D will be the diameter of the core.  What will DD be at 

that time?  (Refer back to Step 1 for your measurement.) 
 

12. Plug that into the formula you got in Step 10.  That predicts the value of L when D 
is equal to the diameter of the core—in other words, how much tape you’ve pulled 
off when there is no more tape on the roll.  It’s the total length of the roll of tape.  
(a)  What do you get for the total length?  (b)  How much is left? 
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13. We got lucky with that squaring trick—or maybe it wasn’t luck.  Work with your 

group—and anybody else you can get to help—to come up with at least one sound 
mathematical reason (preferably more) why the D should be squared.  Write your 
reasons here. 

 
Conclusion 

 
Inquiry- and design-based curriculum units that bring together STEM content materials 
such as those described in this paper, afford achievement of the National Science Education 
Standards (NSES) (National Research Council, 1996).  At the program level, these 
standards convey that such coordination “provides opportunity to advance instruction in 
science beyond the purely descriptive” and “reinforces the perspective of investigation and 
experimentation that is emphasized in the National Council of Teachers of Mathematics 
Standards.”  Furthermore, How Much Tape Is Left provides an authentic context for 
learning science and mathematics and the opportunity to develop student understanding 
within the NSES content standards.  Applications of the graphing calculator and the use of 
Fathom computer software in this context contribute to both teachers’ and students’ 
competence in the use of digital technologies. 
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COLLEGE OF EDUCATION LEADERSHIP DEVELOPMENT  
                                   PROJECT  2000-2002 

 
 
INTRODUCTION 
 
The Leadership Development Project is a non-traditional outreach project that helps 
students pursue higher education and prepares them to get ready for college.   
 
BACKGROUND INFORMATION 
 
Why is the recruitment of diverse students an important national and regional 
concern? 
 
Present and future trends in population growth and in participation in Higher 
Education reveals that people of color in the U.S. are a dramatically increasing 
but seriously an undereducated segment of the U.S. society.  According to Harold 
Hodgkinson, U.S. demographer twenty-seven percent or more of all public school 
students in the 24 largest city school systems in the U.S. are minorities   
Yet nearly all minority groups, high school graduation rates are significantly 
lower than the majority, and entry of college-age minorities into higher  
education numbers are shrinking to new record lows. 
 
Government and industry alike have noted the potential economic effect of 
these alarming trends in education.  Of major concern is the potential shortage 
of qualified workers equipped to meet the needs of the market is a serious 
concern given the present low level of minority education and projected 
increases in the minority population.   Institutions of higher education are being  
called upon to exercise leadership in helping to address these problems before 
they take on even more critical proportions.  The recruitment of minority 
students must therefore not only focus on more aggressive strategies to recruit  
those students who are already well prepared but also encompass long-term  
initiatives to improve existing educational conditions. This means important 
out reach projects like College of Education’s s Leadership Development 
Project and initiatives should be implemented early to get students thinking and 
 preparing for higher education.  
 
On November 16, 2005, a meeting will be held at the Radisson in Minneapolis 
Report on the Itasca Project’s Economic Disparities Task Force which is a group 
comprised of Chancellor McCormick, Twin Cities business and community leaders 
responding to the region’s next generation’s workforce and about the growing  
economic disparities among race, etc.  (See Appendix A for Announcement). 
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According to a recent report “As America Becomes More Diverse:  The 
Impact of State Higher Education In equality,” discusses the projected  
demographic trends of the work force and the current gap in educational 
attainment between white and minority workers.  The decline in educational\ 
attainment could put the United States at a competitive disadvantage, and 
according to Patrick M. Callan, President of the National Center for Public 
Policy and Higher Education “we must focus on making education more accessible 
for all groups, and on better preparing students for college.” “There are serious 
consequences to not educating this population,” such as the outsourcing of 
 high-end jobs “, he said. (Standing of American Workers Will Decline Unless 
Minority Education Becomes a Priority, Report by Anne K. Walters in 
Chronicle.com/daily/2005/11/2005).   A very low percentage of minority 
students enroll in college. 
 
 
Who Should Recruit, When and Where and How? 
 
Because the ultimate goal in recruiting minority students must be graduation, 
recruitment is not an objective that can be pursued in isolation.  The better 
integrated it is with the College of Education educational programs, services,  
as is the case with the Leadership Development Project, the more opportunity 
students will have for success.   Admissions and financial aid policies, scholarship 
information, leadership workshop, strategies for retention, and career 
opportunities in the field of education are some of the areas intricately tied 
to the Leadership Development Project. 
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THE LEADERSHIP DEVELOPMENT PROJECT 
 
The Leadership Development Project provides the following services to 
assist students in their preparation for college: including information  about 
the admissions process, assistance with college entrance; these activities 
are designed to generate the necessary motivation for success in secondary 
education, classroom visitations are offered, SCSU Husky Hunt and the 
Waving Game.  
 
 
 tool for recruiting diverse underrepresented students because it is coordinated 
 with many different areas of the university and enlists the participation of people 
from different departments of various levels of responsibility, working 
together as part of a comprehensive plan. For example, working with 
SCSU Alumni Foundation on fund raising for scholarship for the Teachers 
of Color Project which would have substantial impact on our ability to 
recruit students of color. 
 
The Leadership Development Project could be highly successful because 
 it is located within the College of Education organizational structure and 
this shows the commitment of the College of Education to improving  
the education of minorities and the teachers it produces for the state of 
Minnesota and the nation.  (The College of Education is the 12th largest 
producer of teachers in the nation). 
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LEADERSHIP DEVELOPMENT PROJECT IMPACT ON STUDENT’S 
ENROLLMENT AT SCSU 
 
This assessment focused on “How many students enrolled at SCSU as a result 
of the Leadership Development Project experience from the years 2000-2002? 
 
Enrollment seemed more appropriate and feasible and could be documented as 
an outcome, 
 
Procedure 
 
Data was first obtained from the Leadership Development Project documented 
records which use cognitive and non cognitive admissions criteria for attendees 
such as high school, grade point average. Non cognitive variables: race/ethnicity,  
career aspirations and leadership ability.  (See Appendix B) 
  
The second source of data was obtained from SCSU Admissions Office 
who have coded inquiries and  students enrolled/graduated as a result 
of the Leadership Development Project experience through a coding mechanism  
they have established.  The Admissions Office have been coding students since  
the inception of the Leadership Development Project in 1997-present.  In this 
analysis we are only going to be looking at the years 2000-2002. (See Appendix C) 
 
Figures 1, 2 gives the total number of students attending the Leadership Development 
Project events from 2000-2002.  A total of 716, students participated in the Leadership  
Project events from 2000-2002.  Out of 716, students, seventy percent were 
female and 30 percent male participated in the project. 
 
Figure 1    Total Number of Participants 2000-2002 
 
Year         Total# Participants        Percent% 
 
2000               179                               25 .0% 
2001               253                               35.3% 
2002               284                               39.7% 
 
Total               716                               100% 
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The Leadership Development Project wants to more effectively follow up with 
this population of students to enhance our recruiting effectiveness. More 
Information on this will be in the recommendation section of this report. 
 
In Figure 2 it gives a graphic view of student participants from   2000-2002 
 
 
 
Figure 2                      Leadership Development Project Participants 2000 – 2002* 
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*Note: Data for 2003-2005 is not included because these students are currently seniors 
            And juniors in high school and not yet available to recruit. 
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Figure 3 shows the ethnic background of students attending the Leadership Development 
Project based on data obtained from the Leadership Development Project and SCSU 
Admissions. The project has crossed many cultural and ethnic boundaries and has served 
students from a broad range of cultures. These data represent years from 1999 through 
2005 rather just the data from those eligible by graduation from high school. 
. 
 
 
Figure 3            Ethnic Backgrounds of Students Who Participated from 1999-2005 
 
Ethnic                           Number                        Percentage% 
 
African American           417                                30% 
 
Hispanic                          151                                10% 
 
Asian American              729                                 53% 
 
Native American               31                                   3% 
 
Caucasian and Other*        50                                   4% 
 
 
Total                               1,378                              100% 
 
 
 
*Note:  The category Caucasian and other includes those who choose not to 
report race/ethnicity. 
 
It is important to recognize that many of the minority populations look largely 
homogeneous and should not be referred to as a single group.  For example:  There 
are many distinctions between African Americans, African descent, Caribbean’s. 
This is also the case with Hispanics, and Asians.  These groups are in no way monolithic, 
they consist of an enormous variety of people from different, racial, ethnic, language and 
cultural backgrounds.   As a group, clear distinctions – social, economic, and educational 
– can be made between minorities and the majority.  Additionally, the obstacles they 
encounter include some that are not part of the experience of most majority students, 
even those who are disadvantaged.   Limited proficiency in English and racial and ethnic 
prejudice are two examples. 
 
Recognizing and understanding the differences within and among the various minority 
populations are an important preface to the larger goal of achieving cultural diversity in 
the College and University. 
  

2008 HICE Proceedings 
Page 3232



 10

The Leadership Development Project success can be contributed to the fact that the 
Project has established many partnerships with various high schools, counselors and 
community groups to make the Leadership Development Project activities worthwhile  
for students.  The project reaches out to students while their in high school and serves 
students 10-12 grades. The Leadership Development Project is a good tool to help make 
minority students get better prepared for college whether they come to SCSU or not.  
Also, the project is good public relations for the College of Education and SCSU. 
 
The average grade point average of participants is 3.58 based on data from the 
Leadership Development Project on each student’s grade point average. 
 
Over 1,378, students have been served by this project from years 1999-2005.  
Students’ represent the following target High schools located in the St. Cloud, St. Paul, 
Minneapolis, Cold Springs, and etc. areas in counties of Ramsey. Sherburne, Stearns and 
Hennepin. 
 
Students attending the Leadership Development Project represented thirty- four (34) High 
Schools and Middle Schools in Minnesota.   These schools are listed below in 
alphabetical order in Figure 4. 
 
Figure 4         High Schools Represented by Students 
 

1. Arlington H.S.                                
2. St.Paul Central 
3. Tech 
4. Washburn 
5. Arlington 2 Budde 
6. Arlington/Humbolt 
7. Anoka 
8. Apollo 
9. Armstrong 
10. Blaine 
11. Central 
12. Champlin Park 
13. Como Park 
14. Como Serian High 
15. Coon Rapids 
16. Hands on Cedar Hill 
17. Harding 
18. Highland Park 
19. Highland Park Sr. 
20. Hopkins Middle 
21. Humbolt 
22. Johnson 
23. Johnson, Jr. 
24. Humbolt 
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25. Johnson 
26. Johnson Jr. 
27. Johnson Sr. 
28. Long Prairie Grey 
29. Maplewood 
30. Nay Ah Shing 
31. Osseo Sr. High 
32. Rocori 
33. Sanford Middle 
34. Sauk Rapids Rice 
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Based on the data Admissions provided we found that out of 1,378, students  
attending The Leadership Development Project seventy six percent (1,045) of the 
students had made contact with Admissions through the Leadership Development 
Project event by filling out the contact cards developed by the Office of Cultural 
Diversity.  A follow-up process has been developed with the SCSU Admissions 
Department. 
 
Out of the seventy six percent (1,045) who made contact with the admissions through 
The Leadership Project beginning with years 2000-2002, sixty nine percent (716) of 
the students were actually available for admission.   Ten percent (74) actually applied to 
St. Cloud State University. Two percent (16) of the students actually enrolled at St. Cloud 
State University.  Today one percent (8) of the students enrolled is still enrolled at St. 
Cloud State University and one percent (8) has graduated. 
 
 
Figure 5   Students Who Enrolled As A Result of the Leadership Development Project 
 
                                                             2000-2002     716  
 
 
Description                                        Number                                   Percentage% 
 
Total Number of Students        1,045                                             76.0% 
from Leadership Development Project        
who made contact with 
admissions out of 1,387. 
 
Out or 1045 students who                          716                                            69.0% 
made contact with admissions 
only 716 students were available 
for admission. 
                                                              
Number of Students who                           74                                               10.0% 
applied to SCSU out of 716. 
 
Number of Students who actually              16                                                 2.2% 
enrolled at SCSU. 
 
Number of Students who presently 
enrolled at SCSU.                                         8                                                 1.1% 
 
Students who enrolled and who                    8                                                 1.1% 
have graduated from SCSU. 
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Results: 
 
The Leadership Development Project is highly effective in helping participants gain 
access  to higher education. Specific guidelines and procedures for outreach recruitment 
processes have been implemented to help ensure that the project will serve as a  
benchmark for recruiting diverse student for SCSU.  The project assists students  
early in preparing for college so that students will have a good head start in the  
process of discovering their own potentials. 
 
This project is an excellent recruitment tool for the college and university.  The 
Leadership Development Project has done an outstanding job to reach these 
underrepresented populations and the goal of a diverse student body that reflects our 
multi-faceted nation.   SCSU will surely reap the benefits of many talents a diverse 
culture has to offer. 
 
Recommendations: 
 
More communications with students after their visit on campus by Admissions.   
This should be done aggressively.  Students and parental contact is essential when 
recruiting diverse populations with special needs and concerns.  Parents need 
to understand what is involved when applying to college. 
 
A follow up study of participants needs to be done to look at the long-term impact 
How they felt about the project, what they learned and how the project helped prepare 
them for college. 
 
The Leadership Development Project needs to evaluate and periodically modify its 
activities to reflect changing conditions and to capitalize on aspects that emerge as being 
particularly successful with students for recruitment efforts. 
 
For example: The Waving Game, by seeing students of the same ethnic background 
reinforces in students that I can do it too! This can be very motivating and inspiring 
whereby students will want to attend College at SCSU and experience it as a friendly and 
welcoming place. 
 
A panel could be offered to discuss the many different careers one could 
pursue in the College of Education.   There will be a dire need for teachers 
from underrepresented groups and this is  good time to get students thinking 
about future careers (Teacher of Color Program).  Members of the panel 
could include representatives from the Advance Placement Program Director 
Study Abroad Program, Scientific Discovery Program, Advanced Program in  
Technology and Science. 
 
 
 
A Teachers of Tomorrow project was successfully done in 2003.  This program involved 
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a visit to SCSU by young people thinking they might be interested in teaching as 
a profession.  The project would include financial support and mentoring through to 
graduation. 
 
 
Scheduling of visitations could be coordinated so that students can attend a major 
event while on campus for example:  a hockey, basketball, football game, or 
major celebrity on campus or special event.  Students at the high school level  
really get a thrill out of these kind of experiences and they really leave a good 
impression on them so that they want to come to St. Cloud State University, 
students want to connect to a university before they enroll.   This Leadership 
Development Project is a good vehicle for that.  The Project can do this because the 
students are high caliber and they are looking for a university where they will fit in. 
 
In summary the Leadership Development Project does assist students early in preparing 
for college based on the analysis of the data on enrollment of participants from 2000-
2002 and the data provided by SCSU Admissions.   This project has had significant 
success as a recruitment tool in helping students of underrepresented groups prepare and 
gain access to higher education.    
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Abstract 

This paper reports on the initial findings from a study called the Computer for Every 

Child project (CFEC), which provided families from disadvantaged backgrounds with 

computers. The aim of the project was to address some of the issues associated with 

the digital divide for disadvantaged families. The program involves students in Years 

three and five (ages ranging from eight to 11 years) of schooling in the Western 

suburbs of a major metropolitan city in Australia. This paper details the findings from 

two in depth case studies. These studies examine the ways in which two students and 

their families’ used their personal computer and Internet connection (provided to them 

as a part of the project) to become multiliterate in the information age.  

 

Introduction 

The Australian Computer for Every Child project (CFEC) is based on an existing 

CFEC project that was conceived of and implemented in Israel in 1995. The Israeli 

CFEC project was developed in response to what was identified as a widening socio-

economic and digital divide in Israeli society. The CFEC initiative aimed to enhance 

the intellectual development and self-esteem of disadvantaged children by providing 

them with computers, training in basic computer skills and free access to the Internet. 

The computers are placed in the individual’s home with the intention to encourage 
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parents and siblings to learn collectively about technology and the benefits it can 

bring to their lives.  

 

As of May 2007, 121,000 children and their families, from all over Israel, had 

received computers. Through their participation in the sixty hours of computer 

training and instruction these children have also gained basic technical computer skills 

and learnt how to utilize various software packages.  

 

The digital divide  

When the Internet was first made available to the public it was hoped that it would act 

as a political, social and economic equalizing force. It was postulated that the unique 

capacity of the Internet to impart knowledge and information indiscriminately to a 

large audience at a low cost would have a democratising effect (Anderson et al. 1995; 

Hauben and Hauben, 1997). However, this initial optimism was not sustained as, 

given time, it became apparent that the Internet was causing yet another divide within 

society; this divide came to be known as the digital divide. Rather than reducing 

social divisions the introduction of the Internet could thus be said to have exacerbated 

and extended existing disparities caused by technology and socio-economic factors 

within society. This occurred as the groups where were on the privileged side of this 

divide turned out to be the people who were already advantaged by greater education 

(Hoffman & Novak, 1998; 1999) greater economic wealth (Rogers 1983) and access 

to traditional media (Robinson, Barthj and Kohut 1997; Robinson, Levin and Hak, 

1998).  

 

The primary concern regarding the digital divide was initially related to the unequal 

distribution of computers and Internet (NTIA 1995,1998,1999; Novak and Hoffman 

1998). In this way the digital divide was traditionally described in relation to physical 

availability of the computer and Internet as a fixed object. Scholars responded to this 

understanding of the computer and Internet and developed a binary approach to this 

digital divide which distinguished between those who had physical access to a 

network in their home or work place and those who did not (Hargittai, 2003). 

‘Access’ was literally to refer to whether a person had the means to connect to the 

Internet if she of he so desired. (DiMaggio and Hargittai et. al., 2001, p.2) Those who 
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did have the means to use a computer and Internet were called the ‘haves’ and those 

who did not were referred to as the ‘have nots’. The common belief thus became that 

to breach or eliminate the digital divide energy needed to direct towards providing 

machines for people (Yelland, 2007, p.11).  

 

Rethinking the digital divide 

Although, as DiMaggio and Hargittai noted, the binary understanding was a natural 

and appropriate initial understanding of the divide it became apparent that the Internet 

is not a fixed object and thus could not be treated as such (DiMaggio and Hargittai, 

(2001, p.2). The digital divide, as it was initially conceived, thus began to be re-

construed and a more refined approach to this idea emerged.  

 

It became clear, as time progressed, that more people had access to the Internet than 

use it (NTIA, 1998). This prompted scholars to start looking beyond statistics that 

documented how many people were using the Internet and address questions that 

related to the nature and quality of this use. It was thus widely recognized by scholars 

that there needed to be an understanding of inequality that continued to exist even 

after physical access to the medium became relatively universal. (DiMaggio and 

Hargittai, 2001). As DiMaggio and Hargittai describe:  

As the technology penetrates into every crevice of society, the pressing question will 
be not ‘who can find a network connection at home work, or in the library or 
community centre from which to log on?’, but instead, ‘what are people doing, and 
what are they able to do, when they go on-line?’ (DiMaggio and Hargittai, 2001) 

 

The focus of the literature, which aimed to re-working the idea of the digital divide, 

became the reassessment of the term ‘access’. It was decided that the idea of ‘access’ 

needed to be redefined in social as well as technological terms (Hargittai, 2003). 

 

DiMaggio and Hargittai (2001) suggest that the focus should be taken away from 

access to the physical medium of the computer (or Internet) and placed on the issue of 

skills. They describe ICT skills according to the following four components: a) 

technological, b) social support, c) autonomy of use, d) experience (multi-literacy).  
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Hargittai (2003) notes that it is useful to draw parallels between the use of 

technologies (in particular the Internet) and literacy (specifically the ability to read). 

Likewise Warschauer (2004, p.38) writes that literacy and ICT competence are similar 

in a number of ways as: ‘ICT and literature access are both means of knowledge 

production’ and are both pre requisites for ‘full participation in the information age of 

capitalism’.  

 

DiMaggio and Hargittai (2001), also provide a flowchart that illustrates how the 

education, income, gender, race, occupation, industry, and region ultimately affects 

the social and human capital of the given individual. They note how education and the 

like influence an individual’s access to hardware and software, his/her skill level and 

the support networks he/she can utilize. This, in turn, is believed to impact, directly 

and indirectly, the extent to which an individual uses his/her computer and his/her 

quality of use. It has a directly impact as it effects the ‘use friendliness’ of the 

computer and has indirect power as it enhances learner satisfaction, enthusiasm and 

persistence. These factors then influence an individual’s socio economic status, skills 

and employability social and human capital and other social and human benefits.  

 

 
Figure 1. Impact of Internet access on life chances. 

(DiMaggo and Hargittai, 2001, p.39). 

 

Closing the digital divide  

Hornbeck, (1992) asserts that ‘the single greatest obstacle faced by poor and minority 

students is the low expectations most adults have for their performance. Expectations 

are powerful, self-fulfilling prophecies.’ If one is to accept this logic than it follows 
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that what is expected of disadvantaged individuals, in relation to their Internet use, 

needs to be examined and perhaps altered.  

 

Other suggested ways of closing the digital divide include the following: meeting 

people’s basic needs, supporting and encouraging people’s use, increasing the 

expectations placed on disadvantaged individuals, addressing people’s interests, 

teaching ICT in a way that is relevant to students. These elements were incorporated 

and presented in the CFEC project based in Australia. 

 

The Australian pilot study 

The Australian pilot project was initiated in 2006. It was believed that access to 

computer and Internet technology at a young age has become a critical requirement 

for every child so they can fulfil their true potential. Aligned with this notion was the 

belief that developed economies, such as Australia's, are increasingly becoming 

knowledge-based economies in which information in all its forms plays a crucial role 

in economic processes, including growth and job creation. It is also evident that 

particular groups of people in Australian society are at high risk of poverty. These 

groups have limited or no access to computers or the Internet. Having no access 

creates a digital divide between children that have access and those that do not. This 

in turn places additional barriers to their ability to improve their lives. The mission for 

the computer for every child (CFEC) project is to target the digital divide in Australia. 

The children, and their families, that have no access to either computer or Internet 

technology are the beneficiaries of the scheme. CFEC is providing eligible children 

with a computer for use in their home. The package includes software, Internet 

connection and access to a Help Desk. Basic computer training is also provided to the 

student and a family member. CFEC is endeavouring to make a major difference to 

the future of those children in our society who need it the most. Participation in the 

project will empower participating children and their families to compete in our 

modern economy equipped with the computer and Internet literacy they require to 

succeed. 

 

This project is currently in the pilot phase and the initial goals are related to provision. 

Early information gained via the case studies illustrates that once access to computer 
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use is provided the students and their families primarily use the computer for 

discovering what is available on the Internet, playing games that come with the 

computer, (e.g. Solitaire) and using it for homework tasks that require the use of a 

word processor. However, as time proceeds one of our goals is to ensure that the 

quality of this use is scrutinized so that we are confident that children from 

disadvantaged homes are afforded the same opportunities to build higher order 

thinking skills that their more affluent counterparts. 

 

A panel was created by a steering committee to establish guidelines that would be 

used to determine who out of the school applications would participate in the project. 

The major eligibility criterion is that each family was recognized as being of low 

income. It was decided that people who were receiving the education maintenance 

allowance (EMA) would meet this criteria. Other criteria included: 

1. The child had to be currently enrolled and attending one of the pilot project state 

primary schools and in grades 3 and 4;  

2. Currently the family had no home computer able to run Windows 2000;  

3. The household was unable to afford a computer;  

4. The parent/guardian of the student (child) resided with the child and promised to 

attend the four compulsory training modules;  

5. The household had a connected land telephone line; and  

6. The family agreed to make a payment of $50 per year over two years for Internet 

access.  

 

School Students and their Family Background  

The CFEC pilot project was based in two schools in the Western Metropolitan region 

of Melbourne. The two schools provided the forum to inform potential students and 

their families to participate. The families in this project were primarily English-as-

second-language speakers and a high percentage of them were unemployment. The 

computer skills of the families, involved in the project, were identified as being very 

low, as was expected at this stage of the project. Only about one third of the students 

involved initially had access to a computer. Playing games, Internet searching and 

word processing were the three main computer applications used at home and at 

school.  
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The initial two training sessions provided the participants with a basic introduction to 

the features of the machines and peripherals. Participants were also shown how to use 

some essential programs like Word and Internet browsers. Many of the children were 

familiar with these programs, as they had used them on their school computers, and 

were in a position to assist their parents.  

 

The Survey 1 & 2 1 

An initial survey was administered so that the initial level of the participants’ attitude 

towards a range of technologies could be compared to a follow up survey six months 

into the project. In order to obtain baseline data detailed information about current use 

of new technologies and computers in particular in school, home and community 

settings was ascertained. This was needed to determine the impact of the CFEC 

programme over time.  

 

In the first instance (survey one (S1)), 60 survey responses were completed and 

analyzed from the children and the family member who attended the first training 

session with them. Twenty children in the sample were from one Primary and 40 were 

from the other. There were 27 females and 33 males recognized as student 

participants. Of the initial sample of 60, 40 children completed a follow up survey 

response. Comparisons between the baseline survey (S1) and the follow-up survey 

(S2), were made by selecting participants who had provided responses to both 

surveys. Participant attrition was due variously to eight children moving schools and 

to 12 surveys not being comprehensible. Their responses indicated that they did not 

understand the nature of the questions and the response required. For example, they 

marked more than one of the options provided for individual items, and thus we could 

not accurately determine their meaning and had to exclude them.  

 

The results of S2 indicated that family members demonstrated a significant increase in 

the average frequency of their computer use for all items. Over 66 percent of family 

                                                 
1 For further statistical information see (Yelland, Beris, Davidson and Neal, 2007.)  
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members indicated that they now used a computer with some degree of frequency. 

This is a considerable result given the majority of training participants did not 

previously use a computer with any sort of frequency (over 74 percent for each 

category determined from totals derived from ‘less than once a month’ and ‘never’). 

We conducted a number of case studies to go deeper into the context and to attempt to 

understand the impact of the computer on the family in a more detailed and accurate 

way.  

 

Case Study: Sarah  

Sarah has always lived in the Western Suburbs of Melbourne. The family has lived at 

its present rental house, in Ardeer for two years. The rooms of the house are cramped 

and cluttered with DVDs, photographs, ornaments and toys. The computer is located 

on a cupboard in the family dining room. To reach the computer Sarah needs sit on 

the dining table.  

 

Sarah is the main user of the computer, and uses it for approximately two hours, about 

two times a week. Sarah’s mother Kylie occasionally uses the computer to play 

Microsoft Solitaire. Sarah’s maternal grandmother also plays Solitaire with Sarah 

when she visits. Sarah’s favourite computer games are SIMS, Shark Tale and Zoo 

Tycoon. Kylie prefers that Sarah plays the computer games that require the most 

reading, such as SIMS. When playing these games, Sarah seeks assistance from her 

mother when she comes across words that she does not understand. Sarah also asks 

her mother for help if anything goes wrong with the computer, however, on occasions 

she will ask one of her brothers or sisters. Kylie has also purchased some educational 

games for Sarah. These include: Reader Rabbit, a maths game, and a game called 

Invaders all of which she hopes Sarah will play. 

 

Sarah has also created and saved many worlds using the Kahootz program. Kahootz is 

a 3D multimedia program for children, which was designed to encourage creativity 

and exploration. In Kahootz children are able to use a variety of simple tools to create 

their own virtual worlds. These worlds may feature a wide range of supplied objects 

and backgrounds, as well as different animations and sounds. They can also use the 
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Kahootz program to write stories and add text to their created environments. 

(http://www.schoolzone.co.uk/resources/evaluations/evaluation.asp?evalid=4498) 

 

One of the worlds made by Sarah is a school with many students. The school has 

various rooms including a music room equipped with pianos. Sarah also created a 

fantastical world in which each of her families had their own house. She proudly 

showed the researcher around her house, which had a television, a bed, a sandwich (in 

case she got hungry), and a bunny rabbit. She also built herself another smaller 

separate house that she referred to as her cubby house. The house she made for her 

mother has a pond out the front with a duck. Inside is a bunk bed, and Sarah explained 

that this was the only two-person bed available on the program. Sarah and her brother 

(Sam) made up a competitive game out of the Kahootz program. In this game Sam or 

Sarah hides an object in one of the worlds, and the other tries to find the hidden 

object. Sarah also uses Kahootz for school projects.  

 

Sarah noted that her computer skills have improved since she received her computer, 

and she said “I am much better than I was last year. Then I got better when I went into 

the class, and now I am pretty good at it. And now sometimes I tell my mum what to 

do on the computer!” 

 

Sarah likes using the Internet to play online games such as race games and dress-up 

dolls; a game in which you dress celebrities in various outfits. She also enjoys playing 

with pictures of cats and other animals that she downloads from the Internet. She 

opens the pictures in Microsoft Paint, then colours them in by using the program to 

‘paint’ or ‘draw’ over the images.  
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Figure 2. An example of Sarah’s ‘drawings’ 

 

Another computer program Sarah uses is called Prehistoric Park. The program is 

based on a series that Sarah had previously seen on television. Sarah told us that she 

downloaded the Prehistoric Park program from the Internet (www.CITV.co.uk). The 

Prehistoric Park program consists of pre-historic animals that wander across the 

computer screen while Sarah uses other programs. The program console allows her to 

send the animal to ‘sleep’, ‘feed it’ and other activities. One of the animals was a 

Smilodon, a pre-historic sabre tooth cat. 

 

School  

Gina (the school computer teacher) believes that Sarah now has a more positive 

attitude towards learning and school and that her standard of work has generally 

improved since she received her computer. She says that she has witnessed Sarah 

“take the next step” and has noticed, “her confidence has increased.” Sarah is now 

confident enough to work independently on the computer, whereas before she would 

rely on friends to complete the computer tasks for her.  

 

In the past Sarah was slow to complete required tasks and often fell behind the rest of 

the class as she could only follow one or two instructions. Sarah’s low cognition 

together with her limited confidence meant that she put up barriers and disengaged 

from the learning process, in many instances. She would not ask for help, but rather 

would just sit there doing nothing. When she was assigned computer work with a 

friend she would let the friends take over and do the work, and she did not retain what 

she had learned from class to class. This disengagement meant that she was unable to 

remember and recall how to do simple tasks such as saving her work. 

 

Now, as Gina stated, she “moves on and keeps up with the class”. Gena also said that 

Sarah “is now up to the next level, which can be described as being average.” As her 

confidence increased she started letting down the barriers that were stopping her from 

learning. She can now follow instructions in her computer class and can go through 

whole lessons alone. She now appears to retain the information she learns from week 

2008 HICE Proceedings 
Page 3253



 11

to week, and overall she has greatly improved. Gina believes that Sarah is a prime 

example of how having a computer at home can reinforce the learning that occurs at 

school.  

 

Summary  

Having a computer at home has increased Sarah’s confidence and self-esteem. This 

demonstrates how owning a computer can have a deep impact on a child’s education 

and self-image in general. Sarah’s use of the computer in her home has facilitated her 

progress in school with the teachers describing this as moving from ‘below average’ 

performance to ‘average’ in her computer class for example. There is still the 

propensity for Sarah to use the computer for lower order skills such as those required 

for Internet dress-up games. However, Sarah’s creation of microworlds using the 

Kahootz programme and the extension of this into the games project that she created 

with her brother indicates that she is both willing and able to expand her intellectual 

capacity. The Kahootz programme provides one context for Sarah to become 

multiliterate via the incorporation of visual, sound and textual features to create 

electronic texts that represent her thinking and understandings. Sarah now has the 

opportunity to build on this important work in diverse ways in the home 

environment—a context that was not available to her prior to receiving the computer 

as part of the CFEC project. 
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Case Study: Paulo 

Gulai (Paulo’s mother) went to school in Sudan and learnt Arabic, English and Moru. 

Gulai later relocated her family from the Sudan to Kenya. In Kenya they lived in a 

comfortable flat where they owned a television, but did not possess either a mobile 

phone or a computer. In Kenya Gulai worked in office administration. The older 

children (Sittina and Shamfa) went to school in Kenya where they learnt English. Jaja 

was two and Paulo was three when the family came to Australia. Gulai, her partner 

and their children all came to Australia together, however, Gulai is no longer with her 

partner. The family has resided in Australia for six years.  

 

Not long after the family first received the computer, they drew up a timetable for its 

use, as earlier all the children were fighting to use it. Arguments would break out if 

one sibling had used the computer for slightly longer than their allotted time. The 

family decided to use the Internet successively (that is not to log off and on when 

changing users) to avoid the cost of dialling up more than was necessary. 

 

All of the children are allowed to use the computer once they complete their 

homework or when they have some spare time. Shamfa told the researcher that “if we 

need it for a computer or just to look for some research the person who is using it for 

games has too come off for a while so you can do your project and then they can go 

back on.” The children also often bring friends around to play on the computer. 

Shamfa brings one or two friends around most frequently, to play on the computer and 

use the Internet.  

 

School 

Jenny (the disability officer) said that Paulo is autistic and receives disability funding 

via the school. He underwent a transition to move to St. Albans from a western 

Autistic school a couple of years ago. He has a photographic memory and is very 

advanced in some areas but not in others. He has strong literacy skills but his 

mathematic abilities are not very good. He requires good routine. He has social 

difficulties and is physically quite awkward. 

2008 HICE Proceedings 
Page 3255



 13

 

Computer usage 

Paulo 

Paulo primarily uses the computer for homework and has many projects saved on his 

desktop. One of these projects is about the Sudan, as Paulo’s class was given a project 

to research about and write an essay about a their country of choice in Africa. Paulo’s 

project included a border of palm trees and a multicoloured bubble text heading, 

which he created with Shamfa’s help.  

 

 
Figure 3. Paulo’s project on Sudan 

 

Paulo likes to use Microsoft Word to write on the computer. He is currently writing a 

play, he type parts of it occasionally, but he primarily writes it by hand on paper. On 

one research visit Paulo was writing a story and was typing: ‘One morning at 4.25am 

a black helicopter landed on a grass plot…’  

 

Sittina 

Sittina explained how she uses the computer to burn music CDs. She said, “I borrow 

CDs from the library or from friends and then I just copy it on Windows Media 

player. And then I can save it there then I can either burn it as a CD for myself or just 

keep it on the computer.” Sittina also watches DVD movies on the computer. When 

her mother is watching something on the other television she often puts a DVD on in 

her room and watches it before she goes to sleep.  

 

Shamfa 
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Shamfa attends additional computer lessons run by one of the school teachers. In 

these classes she learnt how to manipulate fonts and include boarders in a Word 

document at school. In this class Shamfa was required to complete a PowerPoint 

presentation about herself. The PowerPoint program is installed on the home 

computer so Shamfa used this computer to finalize her project. Shamfa also uses the 

USB she received with the computer. She saves her projects on the USB drive and 

takes them to school, where she can show her teacher and/or print them out.  

 

Jaja 

On one research visit Shamfa was looking for Jaja’s project that she had saved for him 

on the desktop. She explained “this is Jaja’s project that he did for school. You had to 

choose a country in Africa and Jaja chose Egypt…He wrote about the country’s 

history.” Jaja’s project included information about the population of Egypt the food 

they eat in Egypt and the type of animals that live in this region. He retrieved most of 

the information from the Internet and also obtained some information from books.  

 

Internet Usage 

Paulo 

Paulo said “The best thing [about having a computer] is because the last one didn’t 

have any Internet and this one has Internet because it has everything on this one, it has 

Microsoft Word, Internet Explorer and cards and movies.” It doesn’t have any movies 

but this is a DVD player so we can get DVDs from the living room and put them here 

if someone is watching TV in the living room.” 

 

Paulo uses the Internet to chat on MSN to friends. He generally talks to his friends 

about school. He also plays education games such as Fun Brain, which he has 

downloaded from the Internet. The Fun Brain program includes maths games for 

children and Paulo said that he usually plays the maths games. He described the game 

as follows, “You usually see sums and you usually click on the answer or write it 

down.” Paulo also likes to research on the Internet. He primarily looks for information 

about entertainment and movies such as Superman. He also enjoys games such as 

Superman that he has downloaded from the Disney Channel on the Internet.  
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Sittina 

Sittina said, “I normally use the computer for research because I am doing childcare at 

a TAFE college. It helps me get information and photos. I usually go to Yahoo and 

get pictures from there…If I need pictures of little kids I just write ‘children’ and then 

I click on the images and press search and it helps me find kids more easily, and 

everything and it saves me time instead of going to the library and everything. You 

can get like really good pictures of little kids.” A few weeks ago Sittina had a college 

project which specificied that she had to design a multicultural poster. She used the 

Internet to find pictures for this poster.  

 

Sittina also informed us that having a computer with Internet connection in the home 

was much more convenient than having to go to the library. She also noted that in the 

library you can only use the computer for one-hour time slots, and she said that it is 

often difficult to find and download the information you need within this timeframe. 

 

Sittina also uses the Internet to job search. “I go on the Job seek, the website, for the 

jobs I apply for jobs and all that it saves me time than to go to the job people and 

asking them. So I just find all the jobs I need on this page.” 

“It’s much quicker!” Two weeks ago she applied for a job on Friday and received a 

phone call from the employer the next day. She was excited that the response was so 

quick. She could not accept the job, however, as the employer needed someone to 

work full time and Sittina has college commitments.  

 

Shamfa 

Shamfa can access the computer whenever she wants to and does not need to ask her 

mother for permission to log onto the Internet. She said that the best thing about 

having a computer at home is “using the Internet and talking to friends on MSN.” 

Shamfa does research on the Internet for school. Presently she is completing a project 

on endangered animals. She showed the researcher the Google search engine page and 

said “we usually go here to search websites…so we can search for the requests that 

we are looking for on the computer for school so I find information.” She searches 

through the various sites until she finds the information she needs. Shamfa also emails 

2008 HICE Proceedings 
Page 3258



 16

her friends in Kenya. She also told the researcher, “Sometimes I use MSN, sometimes 

I just play games. I play chess on the Internet and checkers and Hooligans.”  

 

Jaja 

Jaja uses the Internet to go onto the Disney Channel. This is his favourite website. 

Paulo and Jaja watch the Disney program on the television and then go on the 

computer and play the games. They play games such as, The Impossible, High School 

Musical, and Lilo and Stich.  

 
Summary 

Paulo’s family is an example of a family whose computer usage extends beyond the 

basic functions and skills, such as game playing. There were many examples of 

opportunities to become multiliterate using the features of the computer software that 

incorporated the use of visual materials, electronic texts, sounds and animations. All 

members of the family displayed fluency with the Internet and were able to conduct 

(Google) searches effectively in order to research a topic and select appropriate 

material for incorporation into the summary. Furthermore, Sittina’s use of the Internet 

to source potential jobs opportunities is an example of how the CFEC project works to 

provide low-income families with a pathway to finding employment.  

 

Conclusion 

This paper has outlined the salient features of the CFEC project and described some 

of the ways in which two students and their families have become increasingly 

familiar and confident with their use of information and communication technologies 

(ICT). It has outlined the positive impact that the computer has upon the home life 

and schooling of the children, as in both of these examples their teachers have 

commented on the students’ increased academic success. The computer has also been 

shown to have a wider impact on siblings and parents. The case studies have enabled 

us to describe the ways in which the students can experience a wide variety of 

contexts in order for them to become multiliterate. Increasingly, in the 21st century, it 

is not enough to know a language in one mode – that of the written text. Students 

today have to know how to make sense of a myriad of modalities of meaning and 
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these are naturally embedded in their use of new technologies such as the computer 

and the associated use of the Internet. Having a computer at home have enabled these 

children to explore such modalities and provided contexts for them to link this to their 

school work as well as seek out activities for their own leisure purposes.  
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How New Teachers Learn to Teach the Integration of Technology  

through Mentoring 

 

Meonghee Jin (Gwangju University in Korea) 

 

Due to the proliferation of technology at home and in schools, technology use is 

a new challenge in every teacher’s daily life. New tasks such as curriculum development, 

instruction, and technology use are a challenge for all teachers. However, few teacher 

education programs exist that provide teachers with the experience of technology use in 

the classroom, and school systems tend to be non-supportive in this regard (Chen & 

Chang, 2006; Cuban, 2001; Haugland & Wright, 1997). Therefore, more appropriate 

support is needed to assist teachers who are challenged in the form of a new model of 

teaching requiring them to learn to apply new skills and methods in the classroom. The 

question is how teachers should be supported to ensure that they become proficient in 

technology use and able to integrate technology into the classroom.  

Mentoring programs have begun to support beginning teachers in their new 

teaching careers and to affect their retention (Feiman-Nemser, 2003; Ingersoll & Smith, 

2003). Most new teachers confront new challenges in their first teaching year and hence, 

a supportive atmosphere is needed for them as new learners to master new and complex 

thoughts and actions (Odell & Huling, 2000). From a social-cultural perspective, 

Vygotsky stated that knowledge and learning are transformed from the intrapersonal to 

the interpersonal dimension. Mentoring is based on the assumption that new teachers 

need to be supported by experienced teachers so that new teachers become accustomed to 

their new life in both affective and cognitive terms. Therefore, it would be important to 

examine how more sustained and systematic support could be provided to new teachers 

to empower them to integrate technology in the kindergarten classroom. 

The goal of the study is to identify how new teachers understand and apply 

technology in their teaching practice, and how mentor teachers support new teachers’ 

learning to teach in terms of technology integration in the classroom. To achieve the goal 

of the study, the research questions are presented as follows:  
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1. How do new teachers use computer technology in the classroom?  

2. What do new teachers learn from the mentoring process about the integration of 

technology in the classroom?  

3. How do mentor teachers support new teachers’ learning regarding technology 

integration in the classroom?  

The purpose of this study is to identify the concerns and growth of beginning 

teachers who work with mentor teachers, and the role of mentors, in technology 

integration in the classroom. Five beginning teachers and five experienced teachers 

participated in a mentoring process that included technology integration in the classroom.  

The mentoring program was conducted for six months from October 2006 to March 2007. 

The mentoring process is composed of three parts as follows: 1) Introduce the purpose of 

the research and the initial mentor workshop; 2) Conduct coaching cycles for five 

months; and 3) Provide a mentor training program for coaching strategy such as feedback 

and questioning, data collection, and conferencing skills. 
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Abstract 
 
 

Reading comprehension skill is one of the main skills which need to be acquired by primary 
school pupils in Malaysia. This research is aimed at developing an instrument to measure 
the reading comprehension level for primary school pupils. With this instrument, the 
comprehension level for primary school pupils can be identified. Moreover, this research is 
also aimed at developing a matrix table of  reading comprehension level amongst these 
pupils. The reading comprehension model for this study is derived from the model 
suggested by Dagostino & Carifio (1994). This model is based on the principle that the 
evaluation process is integrated into reading comprehension. The comprehension process 
moves from one continuum of the literal comprehension to the inferential comprehension 
parallel to the information in the texts which are explicit or implicit. The result shows that 
the reading comprehension level for Phase I pupils was low while the level for Phase II 
pupils was moderate. This finding ascertains the reading comprehension level for primary 
school pupils in Malaysia and can be used as a guide for teachers to stress upon the 
teaching of the skills which were less acquired by primary school pupils. 

 
 
INTRODUCTION 
 

Reading skill is one of the main skills which need to be acquired by primary school 
pupils. In the early stage of the primary school, which is Phase 1 (Year 1 to 3), the teaching 
of reading skill stresses the ability to decode, whereas at Phase II of the primary school, 
most of the Years  4 to 6 pupils are expected to achieve the necessary level of reading 
fluency based on the prescribed syllabus. In a survey of Year 5 pupils, the research findings 
indicated that the pupils involved in the research were able to read fluently but could not 
comprehend what was being read (Nor Hashimah Hashim, 2000a). In a case study which 
observed the teaching of reading skill in a primary school, the findings indicated that 
teachers did not stress on the acquisition of basic comprehension skill (Nor Hashimah 
Hashim, 2000b and 2001). 

 
The findings from both research demonstrated that the skill to decode was stressed but 

the comprehension skill was given less attention at the primary school. If pupils were able 
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to decode successfully, then they were assumed to be able to use their reading skill and the 
knowledge of the language to read and comprehend texts. In addition, there were not many 
teaching and evaluation resources prepared for pupils to apply their reading skill, which 
was to comprehend what was being read. 

 
The problem of pupils not being able to comprehend what is being read and the fact 

that there is no specific approach which stresses the acquisition of comprehension skill 
ought to be given serious attention. Without having understood what is being read, the 
potential for students to acquire knowledge might be jeopardized. As comprehension is a 
complex intellectual process (Dechant, 1981 and; Rubin, 1991) which involves several 
categories and comprehension skills, an instrument to measure the reading comprehension 
level in the Malay Language needs to be developed. The development of such instrument 
needs to include the specific criteria so that the pupils’ level of comprehension could be 
identified. With the identification of the level of comprehension amongst primary school 
pupils, further actions and efforts could be implemented in order to ensure that pupils 
acquire the comprehension skills successfully. 

 
Based on the problem discussed above, this paper  aim to discuss the development of an 

instrument in order to measure the reading comprehension level in the Malay Language for 
the primary school pupils in Malaysia. Thus, the comprehension level (literal, inferential, 
critical-creative) for the primary school pupils could be identified. Apart from that, this 
research was also aimed at developing a matrix table of reading comprehension level 
amongst primary school pupils in Malaysia.  
 
COMPREHENSION MODEL 
 

The reading comprehension model derived from the model suggested by Dagostino and 
Carifio (1994) was chosen. This model was arranged based on the principle that the 
evaluation process was integrated into the reading comprehension. The evaluation occurred 
frequently and on-going, along with the interaction between the reader and the text. In this 
model, the components of the reading comprehension involved the message evaluation, 
message interpretation and message extraction which moved freely and interactively. 

 
The evaluation of a certain text is a part of the reader’s response towards the matters 

that are comprehended and this represents a part of the message interpretation. The 
interpretation could influence the evaluation and this is a dynamic process. 

 
The interpretation of a certain text is the mediatory response in the evaluation process 

about the matters that are comprehended by the reader. The interpretation of texts has two 
directions: 

 
i) Closed convergent thinking is a text processing style which limits the direction in which 

a reader makes a conclusion. The text is explicit and the interpretation becomes closed 
and literal. The term ‘closed’ here means certain expectations and specific criteria 
influence the thinking according to certain ways. 

 

2008 HICE Proceedings 
Page 3265



 3

ii) Open divergent thinking is a text processing style which diversifies the directions in 
which a reader makes a conclusion or develops an explanation and interpretation of a 
certain text. The text is implicit and open which lends itself to various interpretations or 
predictions. The terms ‘open’ and ‘divergent’ focuses on other possible 
comprehensions or interpretations which are creative in nature (information 
organization). 
 
The texts refer to the writer’s information through the texts which have the level of 

explicitness to the implicitness. The level of explicitness or implicitness of a text influences 
the reader’s comprehension and interpretation of information from the texts. Every reader 
is different from another reader from the context of his or her experience in general or 
specific, style and development as well as the integrated knowledge of topic and ability to 
comprehend the texts. 

 
The comprehension process moves from one continuum of the literal comprehension to 

the inferential comprehension parallel to the information in the texts which are explicit or 
implicit. The evaluation of critical comprehension, however, occurs in an on-going and 
integrated with the interpretation. The characteristics of maturity, character, attitude, 
knowledge and experience, and the intellectual ability of an individual influence his or her 
ability to read critically. 

 
Dagostino and Carifio (1994) stressed that most views on the teaching-learning are 

categorized according to the behaviorist, cognitive or the integration of these two opposing 
theories. They explicated that the behaviorists believed that learning occurred when the 
teaching was organized according to its stages. On the contrary, the cognitivists viewed 
knowledge as a web of concept which had been organised in the minds, and the learning 
was the attaining of the structured knowledge. Therefore, the fact that the reading 
comprehension was a synthesis of the two elements from the points of view from both the 
behaviorists and cognitivists became the focus in the development of instrument in order to 
measure the reading comprehension which consisted of three categories; literal, inferential 
and critical-creative. Each category had several skills. All these skills were measured 
through the series of questions that were developed and arranged according to the skills, 
from easy to difficult. 
 
RESEARCH METHODOLOGY 
 

This was a quantitative study (Gay and Ariasian, 2003) employing a survey technique. 
The reading comprehension research of the primary school pupils was implemented in 
three stages. Stage One involved the development of the instrument, which was the 
Reading Comprehension Test of ML for Phase I and II. Stage Two was the implementation 
of the research in order to identify the reading comprehension level for the Phase I and II 
primary school pupils. Stage Three was the development of the matrix table of reading 
comprehension level for the Phase1 and II primary school pupils.  

 
The population of the study comprised of primary school pupils in the Peninsula 

Malaysia, the Phase I pupils (Years 2 and 3) and Phase II (Years 4, 5 and 6).  In order to 
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obtain the research samples who would truly represent the population, cluster sampling 
technique was used. Cluster sampling technique was the sample selection based on a group 
and not random individuals (Gay and Ariasian, 2003).  All members in the selected group 
had the same characteristics. In this study, the primary school pupils had the same 
characteristics from the aspects of the curriculum practice and system. In addition, the 
primary school teachers had the same training and academic qualifications. 

 
Furthermore, Gay & Airasian (2003) explained that the cluster sampling was easier 

when the population was big and scattered widely geographically, and the researcher could 
not obtain the name list and the number of all the population for random sampling. The 
cluster sampling technique could also be employed in stages, which involved the selection 
of the sub-group from the original group (Gay & Airasian, 2003). In this research, the 
population was focused on the national primary school pupils who were selected based on 
the zone (North, East, Middle, South), state (Kedah, Terengganu, Selangor and Johor), 
location (urban and rural), school (National Primary School), level (I and II) and year of 
schooling (Years 2, 3, 4, 5, 6).    

 
The selection of Phase I and II pupils was according to their intact groups as the class 

or pupils from a certain school were difficult to segregate to the research group and the 
non-research group. The segregation of the class or pupils who were not able to read from 
the research group caused administration problems and involved permission from the 
school. Therefore, all Phase I (Years 2 and 3) and Phase II (Years 4, 5 and 6) primary 
school pupils from selected schools were chosen as the samples for this study. As a result, 
the number of classes and pupils from each selected school and location was not balanced. 
In addition, the enrolment of the rural schools was smaller compared to the enrolment of 
the town schools. Therefore, the number of rural schools (9 schools) was more than the 
number of urban schools (7 schools). Overall, 2763 Phase I and 4101 Phase II pupils were 
involved in this research.  

 
Two instruments were developed; the Reading Comprehension Test for Phase I Pupils 

and the Reading Comprehension Test for Phase II Pupils. The development of the contents 
of the instrument focused on the following four aspects: a) the selection of 
taxonomy/category and the comprehension skill, b) the selection and the design of the 
reading texts, c) the development of items/questions or ‘stem’, and d) the design of the 
selection of answers. 

 
Taxonomy or comprehension categories 
 

The taxonomy or comprehension categories modified from Barrett’s Taxonomy (1976) 
that were selected for this research were the literal, inferential and critical-creative.  The 
literal comprehension refers to the memorization of facts in the reading texts. Pupils were 
required to identify and memorize the subject which was discussed by the writer explicitly 
in the text and in the excerpt. In other words, the literal comprehension involved pupils’ 
ability to obtain the overt information from the texts. The literal comprehension needed the 
low level of thinking which would be the basic for the higher level thinking (Rubin, 1991). 
The focused skills involved were as the following: 
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• Identifying the meaning of a word (L1A), a phrase (L1B) or a sentence (L1C. 
• Identifying the main idea (L2). 
• Identifying the important point (L3)  
• Making comparison (L4). 
• Identifying the cause-effect (L5). 
• Identifying the sequence of ideas/events (L6).  
 
The inferential comprehension refers to the ability of pupils interpreting meaning. 

Pupils are able to summarize, interpret, and make a generalization, a conclusion and a 
prediction. The inferential comprehension needs to use the overt information together with 
the intuition and experience. Apart from that, the inferential comprehension needs the high 
level thinking as the questions involve answers which are not explicitly stated in the text. 
The inferential comprehension skills include the following: 

• Interpreting the main idea (F1) 
• Interpreting the important point (F2)  
• Interpreting comparison (F3). 
• Interpreting cause-effect (F4). 
• Making a conclusion (F5)  
   
The critical-creative comprehension integrates the pupils’ ability to do overall 

evaluation towards a certain information or idea which is read, make a conclusion about the 
precision or suitability of the given information or idea, apply the information, and 
emphasize the production of a new idea. The critical-creative comprehension needs a 
divergent thinking, which is the thinking skill outside the literal and inferential 
comprehension (Rubin, 1991), which depends on the knowledge and personal experience 
of the pupils. The skills that were in focus include the following: 

 
• Evaluating (K1)  
• Making a conclusion (K2)  
• Internalizing (K3) 
• Identifying the moral of the story/lesson (K4) 

 
Selection and development of the texts 
 

In the selection and development of the texts, each text was aimed at measuring one 
comprehension category (literal, inferential or critical-creative category) which comprised 
of several skills. However, the texts which tested more than one comprehension category 
were also developed so that there were varieties in the ways of testing.  The types of texts 
selected included expository texts, fictions, reports, letters, poems, biographies, speeches, 
dialogues and news reports. Overall, there were 12 texts selected for the Phase I and 12 
more texts selected for Phase II. The contents of the texts consisted of various fields or 
subjects such as science, literature, language, history and fiction. As some of the fields of 
knowledge were inter-dependent, the reading texts were classified into more than one 
subject. The texts that contributed to the existing knowledge and cultural-bias that were 
expected to give priority or privilege to certain pupils were avoided. The texts used 
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consisted of short and long texts, with less than 100 words for Phase I and more than 100 
words for Phase II.  
 
Instrument items and questions 
 

The instrument items and questions developed consisted of various forms which 
includes  sentences from the text that needed the completion with choice of answers, items 
that needed the choice of answers (multiple-choice), and instructions and blanks to be filled 
in with multiple choices. The Item Specification Table for the Reading Comprehension of 
ML for Phase I and II were also developed. In this study, fifty items of the multiple-choice 
were developed to represent the skills in the literal, inferential and critical-creative 
comprehension categories. 

 
In the development of the items, several things needed close attention. First, the 

arrangement of the item developed was based on the comprehension skill and not 
necessarily indicated the level of difficulties. In the multiple-choice items, the factors 
which influenced the level of difficulties were given close attention, for example the forms 
of the item, style of the reading texts, and the pupils’ existing knowledge on certain subject 
and the background of the subject. 

 
Second, the implicit information and the inferential definition. The implicit information 

was based on two sources; the explicit information which was present in the texts and the 
pupils’ existing knowledge. The inferential concept for Barrett (1976) referred to the 
integrated synthesis of the selected literal content with the existing knowledge, intuition, 
and readers’ imagination. On the other hand, Pearson and Jackson (1978) differentiated 
between the items that needed information form the texts but were not too apparent 
(textually implicit) with the questions that needed readers to use the script in order to get to 
the answers (scripturally implicit). 

 
The objective for developing the items was to measure pupils’ comprehension towards 

printed texts. Therefore, the development of items needed meticulousness so that the 
answers for the: 

a. literal items could be found explicitly in the texts. 
b. inferential items did not depend on the texts or the information could not 

necessarily be found in the texts but the information from the texts could guide 
pupils to interpret their answers. 

c. critical-creative items did not depend on the texts and the information was not 
found in the texts but they needed pupils to think beyond the texts by giving 
opinions and making predictions. 

 
Design of the selection of answers 
 

The point that needed to take into account in developing the choice of answers for the 
items was the suitability of the choice of answers with the cognitive task that was related to 
the content and the texts. The syntax and semantic forms of the items too needed to be 
different from the texts so that pupils understood the contexts and not only recognized the 
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form in order to answer the items correctly. Besides, the multiple-choice items were the 
only most objective and able to measure the reading comprehension skill among primary 
school pupils in a large number. There were four options for the answers; A, B, C, and D 
for each item. In the process of developing the answers for each item, the functions for 
each option were considered and assigned whether it is a correct answer, a distracter or a 
wrong answer. 
 
RESULTS 
 
1. The reading comprehension level of the Phase I pupils was low, with the mean score of 

37.31 (refer Table 1 in Appendix 1). 55.6% of the overall research samples (n = 2763) 
scored less than 36%.  The literal (39.46) and critical-creative comprehension 
categories (39.04) were at the average level, whereas the inferential comprehension 
category (34.10) was at the low level. 

2. The reading comprehension level of the Phase II pupils, however, was average, with 
the mean score of 42.1 (see Table 3 in Appendix 2). 53.7% of the overall research 
samples (n = 4101) scored more than 41%. The literal comprehension category level 
was 47.55, which was at the average level, whereas the inferential and critical-creative 
comprehension categories were at the low level. 

3. The reading comprehension skill which were acquired by the Phase I primary school 
pupils was the skill of identifying the main idea (L2). On the other hand, the skill that 
was least acquired was the skill of recognizing the meaning of word/ phrase/ sentence 
(L1). Other skills in the literal, inferential and critical-creative categories which were 
acquired by the Phase I pupils were at the average and low levels (refer Table 2 in 
Appendix 1). 

4. The reading comprehension skills which were acquired by the Phase II primary school 
pupils were the skills of identifying the cause-effect (L5) and important points (L3) and 
identifying the moral of the story/ lesson (K4).  All these three skills were at the high 
level of acquisition. However, the skills of making a comparison (L4) and making a 
conclusion (K2) were at the very low level for the Phase II pupils. Other skills in the 
literal, inferential and critical-creative comprehension categories were acquired at the 
average and low levels (see Table 4 in Appendix 2). 

5. Based on the Matrix Table, the pattern for the reading comprehension level for Phase I 
pupils were at the low level (refer Table 2 in Appendix 1). Year 3 pupils acquired the 
comprehension skill at the average level, whereas the Year 2 pupils at the low level. 

6. The pattern for the reading comprehension level for Phase II pupils was at the average 
level (see Table 4 in Appendix 2). There was an increase in the score for each skill for 
Years 4, 5 and 6. This indicated that the reading comprehension level for Year 6 pupils 
was higher than Years 4 and 5, and vice versa. 
 
This research finding could ascertain the reading comprehension level of primary 

school pupils in Malaysia and could be used as a guide for teachers to stress upon the 
teaching of the skills which were less acquired by the Phase I and II primary school pupils. 
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Appendix 1 
 

Table 1:  The Reading Comprehension Level for Phase I Pupils  
 

Comprehension 
Level 

Range Score 
(0 – 84 %) 

No. of Pupils 
(n=2763) 

Pecentange  
(100 %) 

Very Low (VL) < 25 501 18.1 
Low (L) 26 – 36 1035 37.5 
Average (A) 37 – 46  615 22.3 
High (H) 47 – 56  319 11.5 
Very High (VH) > 57 293 10.6 

 
 
 

Table  2:  The Matrix Table for Reading Comprehension Level  
For Phase I Pupils in Primary School 

 
Comprehension 

Category & Skills 
Overall 

Mean Score 
Mean Score 

Year 2 
Mean Score 

Year 3 
Literal (L) 
Main idea (L2) 
Comparison (L4) 
Cause and effect (L5) 
Important point (L3) 
Sequence of ideas/events (L6) 
Meaning of word/phrase/sentences 
(L1) 

39.46 (A) 
57.18 (VH) 
44.48 (A) 
37.20 (A) 
33.77 (L) 
31.29 (L) 
29.22 (L) 

34.00 (L) 
51.49 (H) 
36.65 (A) 
31.51 (L) 
27.40 (L) 
27.09 (L) 
25.52 (L) 

44.72 (A) 
62.67 (VH) 
52.03 (H) 
42.68 (A) 
39.91 (A) 
35.35 (L) 
32.78 (L) 

Inferential (I) 34.10 (L) 29.06 (L) 38.97 (A) 
Conclusion (F5) 
Cause and effect (F4) 
Comparison (F3) 
Important point (F2) 
Main Idea (F1) 

42.86 (A) 
38.13 (A) 
30.52 (L) 
29.87 (L) 
28.97 (L) 

36.65 (A) 
31.27 (L) 
25.35 SR) 
26.50 (L) 
25.79 (L) 

48.85 (H) 
44.74 (A) 
35.49 (L) 
33.12 (L) 
32.04 (L) 

Critikal-Creative (K) 
Evaluating (K1) 
Internalizing (K3) 
Moral of the story (K4) 
Conclusion (K2) 

39.04 (A) 
37.62 (A) 
36.57 (A) 
32.54 (L) 
31.45 (L) 

33.55 (L) 
33.90 (L) 
30.90 (L) 
28.61 (L) 
26.20 (L) 

44.33 (A) 
41.20 (A) 
42.04 (A) 
36.32 (L) 
36.51 (A) 

                 Comprehesion Level:  VL = < 25,  L = 26- 36,  A = 37 - 46,  H = 47 - 56, VH = > 57 
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Appendix 2 
 

Table 3:  Reading Comprehension Level for Phase II Pupils  
 

Comprehension 
Level 

Range Score 
(0 – 76 %) 

No. of Pupils 
(n=4101) 

Pecentage 
(100 %) 

Very Low (VL) < 30 925 22.6 
Low (L) 31 – 40 974 23.8 
Average (A) 41 – 50  1093 26.7 
High (H) 51 – 60  820 20.0 
Very High (VH) > 61 289 7.0 

 
 
 

Table 4:  The Matrix Table for Reading Comprehension Level of ML   
For Phase II Pupils in Primary School 

Comprehension Level:  VL = < 30, L = 31 – 40, A = 41 – 50, H = 51 – 60, VH = > 61 
 
 
 

Comprehension 
 Category and Skills 

Overall 
Mean Score 

Mean 
Score 
Year 4 

Mean Score 
Year 5 

Mean Score 
Year 6 

Literal (L) 
Cause and effect (L5) 
Important Point (L3) 
Main idea (L2) 
Sequence of ideas/ events (L6) 
Meaning of  word/pharase/sentences 
(L1) 
Perbandingan (L4) 

47.55 (A) 
55.57 (H) 
54.72 (H) 
50.69 (A) 
49.16 (A) 
38.89 (L) 

27.92 (VL) 

39.59 (A) 
44.35 (A) 
43.24 (A) 
43.29 (A) 
40.03 (L) 
37.32 (L) 
24.81(VL) 

47.63 (A) 
56.29 (H) 
54.23 (H) 
52.44 (H) 
50.13 (A) 
38.35 (L) 

26.86 (VL) 

55.32 (H) 
65.91 (VH) 
66.52 (VH) 
56.25 (H) 
57.17 (H) 
40.97 (L) 
32.05 (L) 

Inferential (I) 
Cause and effect (F4) 
Comparison F3) 
Conclusion (F5) 
Main Idea (F1) 
Important Point (F2) 

38.35 (L) 
46.47 (A) 
42.65 (A) 
34.63 (L) 
31.09 (L) 
30.95 (L) 

33.37 (L) 
42.89 (A) 
34.09 (L) 
29.36 (L) 

27.14 (VL) 
31.28 (L) 

38.28 (L) 
46.42 (A) 
43.29 (A) 
34.58 (L) 
31.71(L) 
31.02 (L) 

43.32 (A) 
50.04 (A) 
50.04 (A) 
39.88 (L) 
34.38 (L) 

30.35 (VL) 
Critical-Creative (K) 
Moral of the story (K4) 
Evaluating (K1) 
Internalizing (K3) 
Conclusion (K2) 

38.84 (L) 
51.76 (H) 
41.66 (A) 
38.43 (L) 

27.69 (VL) 

35.51 (L) 
46.86 (A) 
37.20 (L) 
33.52 (L) 

27.57 (VL) 

38.86 (L) 
53.05 (A) 
42.30 (A) 
37.89 (L) 

26.59 (VL) 

42.12 (A) 
55.28 (A) 
45.42 (A) 
43.81(A) 

28.91(VL) 
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ABSTRACT 
 

Writing is one of the central issues in second language learning. The importance of 
writing is it reinforces the grammatical structures idioms and vocabulary we have been 
teaching our students. When students write they also have the chance to be adventurous 
with the language. In order for students to achieve this ability, what teachers must 
consider in teaching wiring? The aim of this study to observe what transpire during the 
classroom teaching and learning process of writing. This study involved two classes (3K 
and 3A) in rural secondary school in the Kuala Muda Yan District in Kedah. Ten 
observations were conducted for each class. Documents such as teachers’ record books, 
respondents’ exercise books were also analyzed. The findings from these instrument will 
be discussed in the following subtopics: teachers’ preparations, teachers’ mode of 
instructions, respondents’ reception and activities, teachers’ mode of evaluation, 
amendments of the writing made by respondents and the summary of findings. From the 
findings, the researcher came to a conclusion that the teaching and learning process that 
had been practiced in the two classes involved in this study failed to guide and assist the 
respondents in acquiring the writing skills needed and thus the respondents failed to 
perform well in the writing component of the PMR English Language Paper. 
 
 
Introduction 
 
Writing is often considered a difficult skill to acquire due to its complex characteristics 
which involve not only knowledge of linguistics but also sociolinguistic.  According to 
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Hughey et al. (1983), the complex and dynamic process of transforming thoughts into 
language demands an active involvement of the writer at several level of activities both 
solitary and collaborative, conscious and unconscious, physical and mental – all working 
in harmony with one another. In other words, becoming a writer is a complex and 
ongoing process and becoming a writing teacher is no less complex. Furthermore, writing 
in ESL is even more sticky and difficult. This is because “a second language writer has to 
face an additional problem of writing in another language and culture” (Zaharah Pilus, 
1992:22).  Thus, it is not surprising that many Malaysian students find writing in English 
a difficult task.  They have to comply with all the conventions and cope with the 
language at the same time.  The aim of this study is to observe what transpire during the 
classroom teaching and learning process of writing.  For teachers, this study intends to 
observe ‘how’ writing lessons are conducted  whereas for students is in terms of their 
understanding of the writing skill taught. 

 
Sample and Methodology  
 
The population for this study is Form Three students in rural secondary schools in Kuala 
Muda Yan District in Kedah.  The sample for this study is sixty-two Form Three students 
(2002 PMR candidates) in SMK X.  The sample for this study is chosen based on 
probability samples.  It is sometimes referred to as representative sampling, which means 
that “the sample is taken as representative of the population” (Robson, 1993:136). 
 
The classes chosen for the research are 3K and 3A.  3K is included in this study even 
though they are considered good in English because when it comes to learning English as 
a second language, they still commit errors in their works.  Furthermore, if writing 
problems occur in 3K, we can expect that the students in other classes are producing the 
same type of mistakes or worse.  As for 3A, the average class, it is incorporated in this 
study because this is where the struggle to overcome errors is critical in ensuring that the 
students pass the English Language paper.  Most of the students who pass the 
examination, not only in PMR but also in school based examinations, fall within the ‘C’ 
band, which is categorized as average.  ‘C’ band or average is the most populated band.  
In other words, we find that most of our students are trapped in this band.  Therefore, the 
researcher believes that to include this class, 3A, is essential to this study.  Sixty-two 
students are involved in this study.  For the interviews, about 16% of the subjects, that is, 
ten respondents, will be chosen from the sample.  Interviews will also be conducted with 
all the five English Language teachers in the school. 
 
Method and data Collection  
 
According to Robson (1993:290),  

‘…with a single method, some unknown part or aspect of the results 
obtained is attributable to the method used in obtaining the result. 
Because we can never obtain results for which some method has not been 
used to collect them, the only feasible strategy is to use a variety of 
methods.’  
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The advantage of using multiple methods is it permits triangulation. Triangulation is the 
use of multiple sources of data, settings and methods of data collection to support 
emerging themes and to explain the research findings.  Since this study deals with 
different types of data as well as multiple analyses of various kinds, it will therefore 
impose various instruments in collecting the data.   

 
Classroom Observations 
 
Non-participant observations will be conducted during the writing class.  The English 
Language writing class is held two periods per week, and it is usually conducted during 
the double periods.  Since two classes are involved in this study, the researcher will 
observe the writing class once a week for each class for the period of three months. The 
researcher conducted two types of classroom observations, which were general 
observation and focus observation.  During general observation, the researcher observed 
the whole process of teaching and learning to get a general idea of what transpires in the 
classroom.  Whereas for the focus observation, the researcher observed certain aspects of 
the teaching and learning process which are relevant to the objectives of the study.  The 
focus of these observations is the teaching and learning of writing in the English 
Language classes.  Observations were made on the following aspects : 

a. the mode of instruction used by the teacher in teaching writing; 
b. the respondents’ reactions to the instructions given; 
c. the respondents’ activities during the lesson;  
d. the teacher’s responses to students’ questions and errors; 
e. the teacher’s mode of evaluation; and 
f. amendments of the writing made by the respondents. 

 Observation were also made in terms of how much time is actually spent on teaching 
writing to the class, that is, whether the writing class is consistently held every week, and 
whether the double period is used fully for the teaching and learning of writing.  
 
Document Analysis 
 
Another technique used in this study was Document Analysis, which involved the 
collection and analysis of a number of documents.  The researcher first has to decide 
what are the documents that will disclose information and provide evidence in relation to 
the objectives of the study.  During the conceptualization of the study and after the site 
visits, the researcher came to the conclusion that the following documents may reveal 
important information and evidence to the study.  They are : 

a. the Malaysian Secondary School English Language Syllabus;  
b. Form Two English Language Curriculum Specifications; 
c. Form Three English Language Curriculum Specifications; 
d. the teacher’s Record Book;  
e. the school files: school’s PMR examination results; 
f. PMR examination results for Kedah and national level from Unit Penilaian 

dan Peperiksaan (Assessment and Examination Unit), Kedah State Education 
Department. 
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g. PMR examination results for KMY District from KMY District Education 
Office. 

h. Respondents’ English Language composition exercise books.   
 

Method of Data Analysis 
 
The method of data analysis of this study can be divided into five categories.  They are 
document analysis, inductive analysis, descriptive analysis, error analysis and needs 
analysis. Document analysis was applied to analyze teacher’s preparation, amendments of 
the writings made by respondents, mode of teacher’s instruction and evaluation.  The 
sources of these analyses were the teacher’s record book and students’ exercise books. 
For teacher’s record book, the execution of the lesson plan and adherence to the 
objectives will be scrutinized.  For students’ exercise books, the teacher’s comments, 
grading and treatment of errors will be given particular attention. 
 
Discussion of Findings 
 
Teacher’s Preparation 
 
The teacher wrote her lesson plans as required by the Ministry of Education in her 
Record Book.  When teaching guided / parallel writing, most of the time, she prepared 
handouts for her students. During the interview, she explained that she got different types 
of essay questions from several resources such as commercial workbooks sold in 
bookshops, modules provided by the District Education Office and the State Education 
Department, and past years’ PMR questions. 
 
The researcher noted that in terms of the written plans in the teacher’s Record Book, the 
teacher was well prepared for her writing classes.  However, when further analysis was 
made, it was discovered that the plans involved more or less the same process. After a 
number of observations, the researcher began to understand the modus operandi. Initially, 
the respondents were given a reading text which was in the form of the essay to be taught 
in that particular writing lesson.  Classroom discussion was then conducted on the 
meanings of words and main ideas in the text.  Occasionally, the teacher would ask for 
the respondents’ opinions regarding the ideas expressed in the text.  Through the 
classroom observations conducted, the discussions were mostly teacher cantered.  The 
teacher was inclined to answer her own questions if the respondents were taking too long 
to response.  
 
Next, the respondents would copy the model essay / reading text in their composition 
exercise books.  The respondents were then asked to get into groups (usually four or five 
students in a group) and discuss the task given to them and finally write an essay by using 
the reading text previously given to them as a guide.  Each group was supposed to come 
up with one essay. 
   
Looking at the lesson plans, it seems almost like a ritual.  It is noticeable that the teacher 
prefers this particular process of teaching writing which she calls parallel writing or 
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guided writing (as written in the questionnaire given to her). At the end of each lesson 
plan, the teacher wrote ‘reflections’, which is basically her thought on what had happened 
throughout that particular lesson.  Here, the teacher recorded the respondents’ abilities 
and performance during the lesson.  She specifically focused on the respondents’ 
weaknesses.  
 
However, it was noted that in the subsequent lesson plans, the teacher did not concentrate 
on the respondents’ weaknesses as previously mentioned in her ‘reflections’.  Instead, the 
teacher planned her following lessons based on what was stated in her scheme of work.  
In other words, it seemed like the teacher was ‘chasing’ time to complete the syllabus i.e. 
she had to comply with the syllabus as stipulated in her scheme of work.  Thus, it can be 
assumed that the teacher’s lesson plans were devised according to what she wanted to 
teach or what she thought the respondents should learn next, without referring to the 
observations she had recorded in her ‘reflections’ earlier. Consequently, it can be 
concluded that the teacher did not seem to take into consideration the respondents’ needs. 
 
Nevertheless, attention must also be given to the situation the teacher is in. During the 
interview, she explained that she had to ensure that her students were introduced to all the 
types of essays they should have learnt since Form One.  This is due to the fact that the 
respondents were not taught essay writing when they were in Form One and Form Two.  
Through the interviews with the respondents, all the five respondents from 3K said that 
they were not taught essay writing at all when they were in Form One and Form Two.  
Whereas for 3A, they admitted that they have written only two essays when they were in 
Form Two.  The teacher explained further that respondents were taught mostly grammar 
and sentence structure in Form One and Form Two. The rationale given was these are the 
basics that the students have to master in order to write good essays.  They believed that 
the respondents would be able to write essays only after they have mastered grammar and 
sentence structure skills. 
 
The teacher expressed her concern that the limited time she had forced her to rush 
through the writing lessons in order to introduce all the types of essays that the 
respondents need to know before the PMR examination.  Thus, the time constraint should 
be taken into consideration.  She believed that the routine process of teaching writing to 
her classes is the best way to ensure her objective is met.  
 
 
Teacher’s Mode of Instruction 
 
As acknowledged earlier, the teacher was devoted to parallel writing.  Where writing 
lessons are concerned, the classroom observations did not reveal any other distinctive 
methods or techniques used by the teacher.  Basically, the teaching and learning process 
in the writing classes were as follows : 

a. Teacher gave the respondents a reading text. 
b. Classroom discussions on the meanings of words and the main points in the 

text. 
c. Occasionally, the teacher asked for respondents’ opinions regarding the text. 
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d. Respondents were given a writing task which required them to write in the 
same format as the reading text given earlier. 

e. Respondents used the text as a guide to write the essay. 
 
From the twenty classroom observations conducted for the two classes involved in this 
study, the researcher noted that seven writing exercises were assigned to the respondents 
in each class.  Out of the seven writing activities given, five were completed by the 
respondents in groups.  The teacher rationalized that by writing in groups, students can 
discuss and correct each other’s errors.  Each group was required to hand in only one 
final copy for the teacher to check.  The teacher checked the essays in detail by 
identifying, indicating and correcting the errors committed by the respondents.   
 
Through the questionnaire and the interviews with the teacher, it was evident that the 
teacher was very keen on asking her students to do parallel writing.  In such situations, 
she gave reading passages similar to the essays the students were going to write.  The 
reading passages were used as a basis to discuss vocabulary, the main points and 
elaboration of points.  Later, in the subsequent sessions, the teacher assigned the guided 
writing questions.  While writing the essays, the respondents used the reading passages as 
a guide.  In this aspect, the researcher felt that by relying on the passages, it might 
somehow impede and limit respondents’ creativity especially in terms of points and 
writing style.  
 
During the interview, the teacher repeatedly mentioned the fact that she had to teach all 
the types of essays respondents should know before the upcoming PMR examination.  
Consequently, she was confident that by giving model essays, she could overcome the 
time constraint.  Time was the essence of the teacher’s activities because she had to cover 
the Form Three syllabus as well as the writing components that should had been taught in 
Form One and Form Two.  In other words, she had to resort to this style of teaching so 
that the respondents can learn the various types of essays before the PMR examination.  
She stressed further that because her students were not proficient in English, this method 
would assist them in writing in the language. Moreover, by asking the respondents to 
write in groups, she would have only six to seven essays to check after each writing 
assignment.  It was observed that she managed to check the essays in detail, marking and 
correcting all the errors committed by her students. The students would then copy the 
corrected version and the teacher hoped that along the way, they would notice the errors 
she had corrected and avoided committing them in the future. 
 
Through the classroom observations and the interviews with the teacher, the researcher 
concluded that writing skills were not specifically taught to the respondents. The teacher 
just focused on respondents getting the main points, know what they were going to write 
about, and then use the model essay/reading text as a guide.  In short real creative writing 
was never encouraged.  Furthermore, the researcher believed that the process of teaching 
writing is almost non-existing in these writing classes.  What had occurred were merely 
to ensure that respondents were introduced to all the essays they ought to know and learn.  
Knowing all the types of essays is important to the teacher because in the upcoming PMR 
examination, the respondents will be tested on any two types of the essays.  
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Respondents’ Reception 
 
It is difficult to determine how much the respondents were able to absorb the 
explanations and illustrations given by the teacher mainly because of the internal nature 
of cognition.  As such, the researcher decided to concentrate only on the behavioral 
aspects as this is more practical and observable. 
 
It was observed that few respondents in 3K participated in class discussions. However, all 
of the respondents showed signs of understanding of what were expected of them.  Some 
of the respondents asked for clarifications individually after the class discussions.  As for 
3A, only a few respondents participated in the class discussions, while the others just 
listened passively.  In the questionnaire administered to the respondents, when the 
statement “You always contribute ideas on the points for the essay during classroom 
discussions” was presented to them, 40.32% of the respondents agreed with the 
statement, 1.61% (1/62) strongly agreed, while 38.71% partly disagreed.  The other 
19.25% (12/62 respondents) disagreed with the statement.  These findings implied that 
41.93 % of the respondents thought that they were active participants in the classroom 
discussions and that they had significantly contributed ideas in the discussions.  
Nevertheless, with regard to this particular item, the responses given by the respondents 
were not supported by the findings through observations. Through the observations, 
approximately 10 to 15 percent of the respondents participated in the discussions, and 
most of their responses in the discussions were basically on meanings of words asked by 
the teacher.  Furthermore, quite a significant number of the responses were given in their 
L1 (Malay Language). Below are some of the responses to the questionnaire pertaining to 
respondents’ reception. 
 

Table 1: Responses to Item No. 2 – 9, Section B 

Item 
No Questions 

%  
Strongly 

Agree 

% 
 Agree

%  
Partly 

Disagree

%  
Disagree 

%  
Strongly 
Disagree

2 Do you understand what 
you have to write? 8.06 59.68 29.03 3.23 0.00 

3 Do you understand the 
topic of the essay? 12.90 56.45 25.81 4.84 0.00 

4 Do you know the main 
points of the essay? 3.23 30.65 61.29 4.84 0.00 

5 Do you know how to 
elaborate the points? 3.23 19.35 66.13 11.29 0.00 

7 Do you know the steps of 
essay writing? 9.68 48.39 37.10 4.84 0.00 

8 
Do you understand 
clearly explanations given 
by your teacher? 

11.29 45.16 40.32 3.23 0.00 

9 Can you write an essay as 
requested by the teacher? 3.23 37.10 53.23 6.45 0.00 
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For item no. 2, more than half of the respondents (67.74%) agreed and strongly agreed 
that they understood what they were supposed to write.  Majority of the respondents said 
they understood the topic or the question given to them.  Only 4.84% admitted that they 
do not understand.  However, 66.13% of the respondents responded that they did not 
have the main points to write the essays.  
 
An overwhelming 77.42% confessed that they did not know how to elaborate on the 
points.  This is very disturbing since elaboration of points is an essential requirement in 
the writing component of the PMR English Language Paper.  However, since 66.13% 
have chosen ‘partly disagree’, it can be assumed that there are times when they know 
how to elaborate certain points, for example, when dealing with familiar and experience 
based points.   More than fifty percent of the respondents admitted that they know the 
steps to be taken in writing essays, whereas 43.55% of the respondents claimed that they 
did not understand clearly the explanations given by their teacher. As for item no. 9, more 
than half of the respondents (59.68%) affirmed that they could not write the essays as 
requested by the teacher.  This is in line with the results of Paper 2, whereby majority of 
the respondents failed the guided writing section.  
 
Thus, this data raise another concern.  There is no doubt that the teacher performed her 
duty to teach, but did the students learn?  It seems like the teacher assumed that the 
respondents know how to write the essays especially since they worked in groups.  It was 
observed that during the writing classes, the teacher went around the class asking whether 
the respondents understood what they were supposed to do.  Almost all of them said yes, 
dutifully.  However, when the written products were submitted and checked, numerous 
errors were detected especially in terms of the three major areas mentioned before – 
grammar, sentence structure and vocabulary – as well as the absence of elaborations of 
points.  According to the teacher, she would address these errors during her grammar 
lessons. 
 
What might be concluded here is that at one end, the respondents cannot internalize what 
was not taught to them namely the writing skills on how to go about writing the essay. On 
the other end, the respondents seem to know what should be done but do not know how 
to do it.  They were merely asked to use the model essays as guidance. They understood 
that and what is expected of them but they do not have the skill to go about it. 
 
Writing Activities 
 
The activities in the writing classes are pretty much a formed routine.  The respondents 
would read the text/model essays given by the teacher and participate in the classroom 
discussions. Sometimes the respondents provided the meanings of words put forward by 
the teacher, even though most of the responses were in the Malay Language (BM), which 
were then translated by the teacher.  After discussing the main points in the text and 
understanding them, the respondents would copy the model essay into their composition 
exercise books. Then the respondents were given the writing task where they were 
instructed to work in groups.  They would have discussions in their groups regarding the 
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main points to be included and also the production of the written assignments.  Each 
group will have to submit an essay to the teacher. 
 
During the discussions, the researcher noticed that the students used their mother tongue 
(BM) to communicate with each other.  Occasionally, English words were heard, 
especially when they were trying to determine which words or form of words they should 
use, or when they were trying to construct the sentences. They seem able to voice the 
English words in chorus but not individually. This perhaps suggests lack of confidence or 
simply shyness.  It was observed that the same activities went on in every writing class.  
The respondents understood what they were supposed to do because of the ritual, but not 
the skills of writing. 
 
Evaluation of Learners’ Performance  
 
In evaluating respondents’ works, the teacher resorted to several modes of evaluation. 
First, all the essays in the respondents’ composition books were checked thoroughly. 
Respondents’ errors were identified and corrected.  Second, while in session with the 
respondents, the teacher checked respondents’ previous essays while they were writing 
the new one.  She went from one respondent to another.  This was done when she had 
assigned her students to write essays individually.  Third, in group work activities, the 
teacher collected one essay from each group and checked them. 
 
Since most of the writing assignments were completed in groups, there were usually 
around six to seven essays for the teacher to check.  Thus, the teacher will scrutinize 
these essays, identifying every error committed by the respondents.  Later, the 
respondents would just copy the corrected version of the essay into their exercise books 
and that is the end of that. During the interview with the teacher, she said that when her 
students worked in groups, there would be fewer essays for her to check.  Since there 
were lots of essays for her to teach, time is not on her side.  To check and mark quite a 
number of individual essays coupled with a lot of errors committed by the respondents 
will definitely deprive her of her precious and limited time. 
 
However, through this type of evaluation the teacher would not know each respondent’s 
weaknesses.  For example, what type of errors he or she made because the written work 
was a product of a group work. Through checking the respondents’ composition exercise 
books, the researcher noticed that the teacher wrote the word ‘seen’ below the corrected 
essays - to indicate that she had looked through the work – even though many errors were 
still present. So what have the teacher ‘seen’ ? 
 
Writing Amendments 
 
As repeatedly mentioned earlier, the respondents copied the corrected version of the 
essay written in their respective groups. Through examining respondents’ exercise books, 
it was discovered that correction of the writing errors was by copying the whole essay as 
corrected by the teacher. This is supported by the responses given by the respondents to 
Item No. 10 in the questionnaire, as shown in Table 2 
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During the classroom observations, there was no evidence of the teacher explaining and 
discussing the errors committed by the respondents.  The teacher however, did mention 
the fact that there were lots of errors present in the respondents’ written products.  When 
the corrected versions of the respondents’ essays were returned, they were not informed 
of the errors they had committed.  No explanations were given.  The teacher had checked 
the essays, identified all the errors and wrote down the correct words, phrases or 
sentences.  Her job is done.  The respondents would now have to copy the corrected 
version wholesale into their composition exercise books.  
 

Table 2. Responses to Item No. 10, Section B 
“You did correction for every mistake made” 

Scale No. % 
Strongly Agree                5 6 9.68 
Agree                              4 25 40.32 
Partly Disagree               3 17 27.42 
Disagree                         2 12 19.35 
Strongly Disagree           1 2 3.23 
                                 Total 62 100 

 
For this question, the response was; 40.32% agreed and 9.08% strongly agreed with 
statement.  The classroom observations revealed that individual corrections and guidance 
were not practiced.  Respondents were not given any personal attention in terms of the 
errors committed by them.  Apparently, this was not quite possible because most of the 
essays were the product of a group of students.  The few essays that were individually 
written did not have the benefit of being thoroughly checked by the teacher due to the 
number of essays she had to check. Thus, we can conclude that the amendments made by 
the respondents were merely ‘photocopying’. So, whose product is it ? 
 
Summary of Findings of the Classroom Teaching and Learning Process  
 
This study has found out a few disturbing facts.  First of all, the teacher’s preparations 
and planning for her lessons did not seem to consider the respondents’ needs.  Second, it 
was noted that the teacher was fixed on using one particular mode of instruction, which is 
parallel writing.  The teacher also preferred her students to write essays in groups, stating 
that group work provide the respondents with the opportunities to discuss and correct 
each other’s errors.  However, the observations revealed that the respondents wasted 
these ‘chances’.   
 
Third, the classroom observations and interviews with the teacher resulted in the 
researcher’s conclusion that the teacher did not specifically teach writing skills to her 
students.  Her focus was mainly on introducing all the essay types (genre) the 
respondents ought to know and learn before the PMR examination.  Fourth, it was 
discovered that the respondents basically understood what was taught to them and what 
they were supposed to do.  In short, they seemed to have mastered the technical aspect of 
writing essays.  However, through the questionnaire, the majority of the respondents 
admitted that they did not have the main points to write the essays and they did not know 
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how to elaborate on the points.  Consequently, the respondents failed to perform well in 
the writing component of the English Language Paper. 
 
Fifth, the observations on respondents’ writing activities in the classroom revealed that 
the activities were the same in every lesson.  The respondents would copy the model 
essay (reading text) into their exercise books and then work in groups to complete the 
writing task given to them.  Finally, each group will submit one essay to the teacher.  
This contributes to the assumption that the respondents understood what they were 
supposed to do because it had been instructed in every lesson, not because of their skills 
in writing.   Sixth, in terms of evaluation, the teacher was able to identify and correct 
each error committed by the respondents. There were only a few essays to be checked 
since most of the essays were written in groups. However, the teacher could never 
ascertain each respondent’s weaknesses from the errors identified because the essays 
were a product of group work.  
 
Finally, when the researcher examined the respondents’ composition exercise books, it 
was noted that the corrections were done through wholesale copying of the corrected 
essays.  Throughout the classroom observations, the researcher also noticed that the 
teacher did not explain and discuss with the respondents the errors committed by them.  It 
was also evident that the respondents were not given any individual and personal 
guidance in dealing with the errors they made in writing. 
 
From the above findings, the researcher came to a conclusion that the teaching and 
learning process that had been practiced in the two classes involved in this study failed to 
guide and assist the respondents in acquiring the writing skills needed and thus the 
respondents fail to perform well in the writing component of the PMR English Language 
Paper.   
 
Conclusion 
 
From the findings, the researcher came to a conclusion that the teaching and learning 
process that had been practiced in the two classes involved in this study failed to guide 
and assist the respondents in acquiring the writing skills needed and thus the respondents 
failed to perform well in the writing component of the PMR English Language Paper. 
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Abstract 
                 The purposes of this research are: 1) to develop an 
instructional model based on the integration of  Scaffolded Reading 
Experiences and local culture to enhance English reading 
comprehension ability and attitude towards local culture of Rajabhat 
University students; and, 2) to examine the effectiveness of  the 
instructional model based on the integration of  Scaffolded Reading 
Experiences and local culture by comparing the students’ English reading 
comprehension ability and students’ attitude towards local culture before 
and after learning through the developed model. 
 The research procedure will be divided into 2 phrases.  The first 
phase involved developing an instructional model synthesizing the 
notions of  the Scaffolded Reading Experiences and Local Culture into 
key components, and merging the synthesis with the instructional model.  
The second phase will be evaluating the effectiveness of such 
instructional model by implementing it with 40 EFL students at Nakhon 
Ratchasima Rajabhat University. The samples were purposively selected 
from the second year undergraduate EFL students.   The study will be 
part of a regular English course curriculum and encompassed 30 of the 
regularly-scheduled hours for the term.  The experiment group will be 
tested for English reading and comprehension abilities, as well as for 
attitudes towards local cultures before and after the experiment. This 
research will use both qualitative and quantitative methods.  The 
implementation phrase will be quasi-experimental and one group pre-
test-posttest design. 
 The developed instructional model consists of four principles, three 
objectives and three main steps of instructional activities.  The three 
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steps of instructional activities are: 1) prereading (preparing students to 
read), during reading (engaging the text) and postreading (responding). 
 
 
 
 
Introduction 
  

Although reading is considered as the most often used modes to 
which EFL students are exposed when learning English, it still causes 
difficulties for EFL students.  The difficulty lays in that reading in a foreign 
language is more complex than reading in the first language.  It is, 
therefore, crucial that a reading instructional model to help EFL readers 
improve their reading ability.   Scaffolded Reading Experiences (SRE) as 
related to reading instruction.  An SRE is a set of prereading, during 
reading, and postreading activities specifically designed to assist 
English-language learners in successful reading, understanding, and 
learning from particular selections.  An SRE has two phrases, the first 
phrase is the Planning Phrase, which takes into account the students, the 
reading selection, and the reading purpose.  The second phrase is the 
Implementation Phrase.  The possible components are pre-reading, 
during-reading, and post-reading activities.  As is the case with the three 
factors considered in planning, the three components of the 
implementation phrase are interdependent. (Graves and Graves, 2003) 

Scaffolded Reading Experiences : SREs is a teaching framework 
for planning and implementing reading activities in a wide array of 
situations of ELLs.  The creation of an SRE considers students, the text 
they are reading, and what you want them to gain from their reading.  
Main purposes of a  SREs is to help ELLs better understand, learn from, 
and enjoy each and every text they read.  The SREs helps students learn 
about many aspects of reading such as helping them use relevant 
background knowledge, broadening their meaning-vocabularies, 
ensuring that they use the many strengths they already have, building 
background knowledge, and helping them become an integral part of the 
classroom community of learners.  The SREs framework can be used at 
all grade levels, use of a variety of materials, including narratives, 
expository materials, and high interest easy reading texts.   

The SREs considers meaningful and enjoyable reading 
experiences, in order to enjoy reading and to get the most out of what 
students read, they need to be actively involved with the text, and need to 
both understand and make some connections with the text.  Effective 
reading are having the pre-required skills and background knowledge to 
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deal with the selection students are reading, being motivated and 
prepared to read, and having some purpose for reading.  (Fitzgerald and 
Graves, 2004) 
 Scaffolding can be a powerful instructional technique in 
classrooms.  Essential attributes of effective scaffolding are the 
temporary and supportive structure that help students or groups of 
students accomplish a task they could not accomplish (or could not 
accomplish as well) without the scaffold.  Scaffolding must place the 
learner in the Zone of Proximal Development.  The teacher must 
gradually dismantle the scaffold and transfer the responsibility for 
completing tasks to students.  The SREs framework suggests possible 
pre-reading, during-reading, and post-reading opportunities and 
experiences to empower ELLs to successfully read, understand, and 
learn from and enjoy a particular selection.  (Fitzgerald and Graves, 
2004) 
 The role of culture in EFL teaching has also become one of the 
main issues in language teaching.  One of the rationales for culture 
learning is that culture is necessary because it is really an integral part of 
the interaction between language and thought.  Cultural patterns, 
customs, and ways of life are expressed in language.  (Brown, 1996, 
cited in McKay, 2002)  English is an important tool to impart local 
traditions and cultural values.  The teaching of English is becoming more 
closely aligned with the host culture as countries use local characters, 
places, and issues as the content for teaching materials. (McKay, 2004)  
The materials then need to be inclusive of representations of the 
learners’ own culture from different perspectives and explicitly relate their 
culture to other cultures in various ways, regardless of the level of 
English that is being taught.  (Greil, 2004)  We may then conclude that it 
is clear that local culture component in English language teaching can 
promote both international understanding and one’s own culture. In turn, 
this can be directly linked to the role of EFL. 
 Teaching and learning about acculturation involves teaching and 
learning the language and terms that come with it.  (Weiss, 1997 cited in 
Moran, 2001).Language cannot be separated from the products, 
practices, perspectives, communities, and persons of the culture.  In the 
culture, the language is literally everywhere.  Anyone immersed in the 
culture sees and hears the language all around.  In this context, 
language and culture are clearly fused; one reflects the other.  To 
practice the culture, we also need language.  We need to be able to 
express ourselves and to communicate with members of the culture as 
we engage with them in the myriad practices and products that make up 
their way of life (Moran, 2001).  Language is the central means of 
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learning culture in the language classroom.  The four language functions 
needed in the classrooms are: Language to participate in the culture, 
language to describe the culture, language to interpret the culture, and 
language to respond to the culture.  The acculturation process is a 
specific component of the curriculum, which means teaching the 
necessary language that language skills are part of the culture learning 
process. We then need to aim for the integration of language and culture 
learning.  

Most researchers have shown the relationship between language 
and culture learning.  They widely concluded that language and cultures 
are inseparable, therefore, the integration of culture into language 
classroom is widely employed.  In most countries, such as the United 
States, Australia, and Thailand, culture has been advocated as an 
integral part of the curriculum.  Many approaches –such as interviews, 
observations, folklore, videos, et cetera- have been used to deepen the 
understanding of student’s own culture and other cultures.  Therefore, it 
is very interesting to conduct a research that integrates local cultures into 
English reading in the context where English is taught as a foreign 
language. 
 It is important to investigate the effects of integrating SRE and local 
cultures on the reading comprehension and attitude towards local culture 
of EFL students.  The importance of the study lies in terms of an attempt 
to find an instructional model to aid EFL students improve their reading 
comprehension. 
 
Figure 1  Framework in developing of the Instructional Model based on 
the Integration of  

  Scaffolded Reading Experiences and Local Culture 
 

 
      Social constructivist view of collaboration 

          Scaffolded reading experiences for ELLs & EFL learners          
      Language teaching and culture     
      Meaningful learning theory 
    
                       Planning Phrase   
 
         The Students          The Reading Selection        The Purpose (s)  

        of the Reading 
 
 

                Implementation Phrase 
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Students’ Role                  Prereading Activities:   
- actively involve with the text           -  Motivating and setting purposes  

                
- set purposes for reading           - Activating prior knowledge and   
- ask questions              building background knowledge 
- collaborate with group work          - Presenting local culture to students

                         
- control reading to purposes          - Suggesting strategies                  

Learning Outcome          
- try to learn by themselves            During Reading Activities              - 

Reading Comprehension 
Teacher’ Role          - Reading to students                 

abilities 
- planning for reading            - Supported Reading                - 

Attitude towards Local 
  activities              - Silent Reading                     Culture 
- motivate and prepare                   Postreading Activities 
  students to read              - Sharing and learning 
- select the text for reading            - Concluding   
- provide much of the needed            - Making Applications 
  support               - Evaluating 
- activate students by using               
  questions                
 
Methods and Procedures 
 

        Research design  
 The research process consists of   2 phrases; 1) the instructional 
model development  
2) the implementation of the instructional model.  This research uses 
both qualitative and quantitative methods.  Qualitative methods are used 
to gain an in-depth understanding of the on-going process of the 
instructional model implementation. Quantitative methods are used to 
score the pre- and post-tests of students’ English reading, 
comprehension, and students’ attitude towards local culture.  The 
implementation phrase is quasi-experimental and one group pre-test-
posttest design.   
 

        Population and sample of the study 
 The population will be derived from undergraduate English major 
students enrolling at the Faculty of Humanities and Social sciences, 
Nakhon Ratchasima Rajabhat University, Thailand.  
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 The samples will be purposively selected from the second year 
undergraduate English major students.  There will be 2 groups and 
approximately 70 students in the main study.  The study is part of an 
English course in the regular curriculum and is conducted in 30 hours. 
 

 Research instruments 
         There are 2 main types of instruments in this study: The 
instruments for a needs-analysis stage and the instruments for the 
implementation of the model.  Instruments for needs analysis consist of  
questionnaires, interviews, observation and diagnostic reading test, and 
the instruments for the implementation of the model consist of the 
following : 1) used-copy of TOEFL paper-based tests used only reading 
part to measure students’ English reading ability,  2) Attitude towards 
local culture test,  3) Lesson plans,  4) Think aloud, and 5) Observation. 
 
 The data collection and data analyses 
  Data collection will be entirely conducted in the main study. 
The entire period will encompass 3 months.  It will be conducted during 3 
contact hours per week, and the total period will be 30 hours.  Data will 
be gathered with varied methods;  1) pre-and post tests : students will 
take the used-copy of TOEFL paper-based tests (reading part) and 
attitude test when the class starts and again after the main study is 
finished, 2) Observations will also be conducted to assess students’ 
think-aloud protocols. These observations will be assisted by the 
utilization of video recordings. 

Data analysis: Analyzing the effectiveness of the instructional 
model requires qualitative and quantitative methods. 

   
 
 
Conclusion 
 Based on the grounded concepts and theories, notions used in 
constructing the model and the results from the back-up research, it is 
hoped that the model will lend itself to the benefits to Thai University 
students as well as the teachers.  For teachers, it will be an alternative 
way of teaching in reading classes, which is worth trying and 
experiencing.  As for the students, it is believed that through the support 
from teachers and their collaborative efforts in group discussions, they 
will not only improve their reading performance, but also increase attitude 
towards local culture.  This instructional model is in the process of 
implementing in the classroom for verifying the model.  The data 
collected will be analyzed to show the effectiveness of the model later. 
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   A. Statement of the Issue:    This proposal will discuss the wilderness experiences 
encountered by a HBCU (Historic Black College and University) state school and a rural 
church-related liberal arts University in their partnered attempts to model expected 
behaviors for their education students regarding diversity and meeting Standard 4 of 
NCATE accreditation. 

    Both schools have mostly homogeneous faculty and students in their teacher education 
programs.  Several curricular programs were established, including a technology 
component, to model the expected behavior by the two schools for their students.  These 
curricular programs looked at the real questions that were on the minds of the students in 
both institutions as they dealt with diversity issues.  Some of the curricular programs 
established were an ongoing dialogue, in person and with technology between the 
students as well as with faculty.  Other programs provided opportunities for relationship 
building which were an integral part of this model as well. 

      Academically, this model could successfully be used by colleges who find themselves 
in isolated settings or who have more homogeneous student/faculty populations, not only 
to meet Standard 4 of NCATE, but to consistently model the expected behavior for 
students as they train for teaching diverse populations.  

Literature Review:  

A review of the literature shows some concerns from smaller colleges in meeting 
NCATE’s diversity requirements in Standard 4 due to location or historic enrollment 
patterns.  Also cited in the literature is the ongoing need for teachers to understand 
students from diverse settings, especially in the urban setting.  Documented as well in the 
literature is the plight of many HCBU’s struggles financially which impacts their ability 
to meet accreditation standards.   However, in a cursory review of the literature nothing 
can be found regarding the forming of partnerships between schools which find 
themselves isolated geographically, historically or culturally to model and achieve 
behaviors regarding diversity and thus meet NCATE standard 4. 
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        Though no article or research directly addresses the model we are presenting, 
numerous articles do relate to the need for such a model, some of which are briefly 
synthesized here.  In an article entitled “Cultural Diversity and the NCATE Standards”( 
2001) the challenge of addressing the composition of the candidates for licensure and the 
composition of the faculty, though dealing with larger universities attempt to meet these, 
the article does provide some background on this issue for smaller colleges.  

In a survey conducted by Mitchell and Yamagishi regarding “What Deans and NCATE 
Coordinators Think About the NCATE Unit Standards” respondents commented on the 
difficulty of meeting Standard 4 as well as the need to emphasize the knowledge and 
skills of candidates over counting the number of diverse faculty members and finally the 
need that institutions have to learn about what other institutions are doing.  Many 
respondents indicated that they have difficulty meeting the latter three elements of 
Standard 4, related to units having diverse faculty and candidates and ensuring field 
placements in settings with diverse P-12 students.  Because of their institutions’ 
geographic isolation in relatively homogeneous settings and their inability to attract and 
keep diverse faculty members and candidates, many deans and NCATE coordinators 
indicated that these latter three elements of Standard 4 are impossible to meet. 

Baltodano, in his article in the Journal of Critical Methodologies (2006) addresses in 
depth the appropriation of diversity and the accreditation of schools of education.  
Though not dealing with a partnership situation, he does give insight into some of the 
problems with achieving diversity in some schools of education.   

Melnick and Zeichner in an article in Theory into Practice (1998) cite the responsibility 
for teacher education institutions to address diversity issues including becoming familiar 
with student’s backgrounds, being sensitive to their own prejudices and values and 
actually becoming prepared with skills to perform effectively in a diverse classroom.   
This article relates well to the model we established.  It’s been our experience that true 
understanding of diversity doesn’t occur in a school classroom or being placed with a 
minority teacher for a few hours a semester, but rather is developed more appropriately 
when discussed openly about issues central to educating diverse populations. 

       Futrell in the Journal of Negro Education cites the challenge of developing highly 
qualified teachers to teach our nation’s diverse student population.  Gloria Ladson-
Billings (2000) cites similar concerns in her article regarding providing a quality 
education for African-American students with teachers who are prepared to understand 
this culture.  Millicent and Swell in the Journal of Education Research (1999) cite and 
comment on the numerous studies reported regarding the burnout and stress of teachers in 
the urban setting.  We realize that most of our graduates will find employment for their 
initial teaching year in urban schools and we need to prepare them for this challenge, so 
that they can make a difference.   

      A noteworthy study related to this model appears in the Urban Education journal in 
2004 regarding the differences in efficacy by African American and European American 
pre-service teachers at a Historically Black University.  This article has broad 
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implications for what we are doing in combining education students from totally different 
backgrounds in this unique model we’ve established. 

      Other articles that relate in part to our model, but have less significance are listed in 
the references.    

C.  Contribution:   This workshops deals with the practical outworking of two teacher 
education programs in meeting the Diversity Standard of NCATE. This model will 
demonstrate the attempts of this partnership between a HBCU and a Church-related 
University to move the element of achieving an understanding of diversity from an 
academic understanding to an actual working relational reality.   

D. Relevance:  In order to have successful teachers of all populations in the classroom, 
students need to move beyond textbook information and faculty presentations to actually 
working with and understanding diverse populations.  Though many attempts are being 
made to provide some diverse experiences for teacher education candidates in the P-12 
setting, and with diverse faculty, little is being done in creating learning environments 
where actual diverse teacher education candidates come together to talk, work together 
and share from their backgrounds as well as their educational experiences.  
  

E:  Implication for Action:   

1. The establishment of more educational partnerships with universities which are 
diverse in their background and experiences to provide opportunities for their 
teacher education students to dialogue and work together in order to increase their 
understanding of diversity.  

2. Research needs to be conducted to see whether this model actually does created 
better teachers for the urban schools or schools with diverse populations.  

3. This model could easily be expanded internationally, especially with the use of 
technology.   

A. Learner/participant outcomes:   Participants will see how the model was implemented 
and the wilderness experiences encountered by each school.  The ongoing refinement of 
the model and the initial outcomes from the model towards achieve better results towards 
an understanding of diverse learners.  Also participants will hear some of the real 
questions teacher education students from both universities asked.  

B. Methods:   Presentation of the Model with PowerPoint, presentations from 
representatives from both universities presenting different aspects of the model regarding 
the growth of the students and the instructors in piloting the program as well as ongoing 
refinement of the program.  An answer and question time will also be provided at the end 
for participants.  
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Abstract: Large-scale assessments at the high school level typically involve written 
expression as a major component of the assessment (Educational Policy Research Reform 
Institute, 2002; Bond, Braskamp, & Roeber, 1996). Twenty-four states currently use 
summative, high-stakes evaluations as a determining factor for graduation (Thompson & 
Thurlow, 2003). For students with learning disabilities, this type of assessment is often 
grueling due to difficulties with processing, organization, and the physicality of writing 
using paper and pencil (Harris & Graham, 1996). There has been growing interest to 
replace traditional paper and pencil assessments with alternate forms using word 
processors. This change in mode may allow students with disabilities to participate in 
statewide assessments and equal the playing field with their peers. In this review of the 
literature, an overview of the process leading to accountability for schools, teachers, and 
students will be reviewed. Assessments used in the accountability process and how 
students with disabilities may need to adapt to high-stakes assessments by using 
accommodations will be highlighted. The literature search focuses on studies that 
evaluated the effectiveness of word processors as an accommodation. Given the increased 
number of students with disabilities who will participate in state assessments, research is 
needed to examine the role of various test accommodations. 
 
New Accountability Mandates 

In previous years, schools often neglected to establish meaningful educational 

goals for students with disabilities and the students were not given the same opportunity 

to learn as their more advantaged peers (Heubert & Hauser, 1999). Furthermore, students 
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with disabilities were often excluded from large-scale, standards-based assessments 

because they were not being held to the same standards or feared that district tests scores 

would decrease (Elliott, Braden, & White, 2001). Most statewide accountability programs 

in the early 1990s included less than 10% of students with disabilities (Thurlow, 

Ysseldyke, Silverstein, 1993). Arguably, the nonparticipation in summative evaluations 

frequently resulted in minimal expectations for students with disabilities and often these 

students perform only to the expectations held for them. Nonparticipation is also 

problematic because it causes great difficulty in truly getting an accurate measure of 

where these students are performing and what they are capable of achieving. 

Growing national interest in educational accountability for all students has 

contributed to the emergence of high stakes decision making through the use of 

assessments. As assessments are often viewed as a catalyst for reform, they can be used 

as a measure to check the performance of schools, local school systems, and states to 

ensure students are being held to the highest possible standards. The reauthorization of 

the Individuals with Disabilities Education Act (IDEA) of 1997 contains new provisions 

concerning the access to the general curriculum. The mandate states that schools must 

demonstrate that “children with disabilities are included in general state and district-wide 

assessment programs, with appropriate accommodations and modifications in 

administration, if necessary” (Sec.612(a)(17)). If these students are required to take part 

in assessments, they must also be exposed to the curriculum, which is being assessed. 

Moreover, the recent passage No Child Left Behind Act of 2001 (NCLB) also 

significantly impacts the provision of educational services to students with disabilities. 

The purpose of this act is to “ensure that all children have a fair, equal, and significant 
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opportunity to obtain a high-quality education and reach, at a minimum, proficiency on 

challenging state academic achievement standards and state academic assessments which 

can be accomplished by ensuring that high-quality academic assessments” (Sec.1001(1)). 

Accountability is maintained by requiring that all levels of education must test a 

minimum of 99% participation rate for each disaggregated student group including 

students with disabilities. NCLB necessitates that students will participate in assessments 

and their scores will be recorded in the public reporting of scores. For the first time, 

students in special education will be held to the same standards in content areas as 

students without disabilities and they will be mandated to take part in educational 

assessments. 

Although some states differ on policy, most decisions regarding assessment 

participation are decided upon through the Individual Education Plan (IEP) process 

(Thurlow, Lazarus, Thompson, & Robey, 2002). Some students will participate in high 

stakes assessments without accommodations while others require accommodations in 

order to participate. With necessary accommodations, most students with disabilities will 

be able to participate in the regular assessment process. IEP teams must now consider the 

full range of accommodations, including but not limited to, those utilized in the child’s 

classroom instruction. IDEA requires the IEP team to choose accommodations based on 

the student’s individual needs, and leaves the decision about which accommodations are 

appropriate for an individual child to the IEP team. Participation and accommodation 

decisions are now based more on the student’s ability level rather than on the disability 

category they are placed in (Thurlow, House, Boys, Scott, & Ysseldyke, 2000). 
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To fulfill the new legislation requirements, most states and districts need to 

expand the type and range of accommodations provided for testing. Issuing restrictive 

lists of approved accommodations would be inconsistent with the current federal policies 

as it would remove the decision about accommodations from individuals who are most 

knowledgeable about the child. Most states have policies in place that allow for the 

provisions of a range of accommodations across the four common accommodation 

categories: presentation, response, timing/scheduling, and setting (Thurlow, Lazarus, & 

Thompson, 2002). An example of presentation is having the test read aloud, which 

Thurlow, Seyfarth, Scott, & Ysseldyke (1997) claim is the most controversial 

accommodation. Response accommodations comprise of an oral response, typing an 

essay rather than compose a handwritten response, and having answers dictated. The 

most common accommodation used on assessments is allowing students to have extended 

time (Thurlow & Bolt, 2001). Many studies have been conducted to determine if this is a 

beneficial accommodation, which has resulted in mixed outcomes (Runyan, 1991; Zuriff, 

2000). Alternate settings and small group administration is used frequently for students to 

help limit distractions and common for students requesting extended time. Although the 

states allow for accommodations, the states have varying policies about which 

accommodations permit standard administrations (Cahalan-Laitusis, 2003). For example, 

scribes are allowed for the Georgia High School Graduation Test, but Minnesota’s Basic 

Skills assessment classifies the use of a scribe as a modification. 

Word Processors as an Accommodation 

It was not until the 1970s that computers began having a presence in schools and 

since then the use of computers in education has increased dramatically (Zandvliet & 
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Farragher, 1997). Most of the studies researched occurred prior to this influx of 

technology. The percentage of students using computers more than doubled from 1984-

1993 (Snyder & Hoffman, 1990). The Digest of Educational Statistics reported that in 

2000, schools on average had 110 computers available for student use (Synder & 

Hoffman, 2002). The total usage rate of high school students at school was at 70% in 

1997. As computers become more common in schools, many of today’s students are 

accustomed to using computers in their daily work. Students often write and calculate on 

computers as easily and with more speed and efficiency than previous generations could 

on paper. 

Because federal legislation permits the use of test accommodations within 

statewide accountability programs, researchers are investigating the effects of word 

processors on written compositions of students with learning disabilities (Cochran-Smith, 

1991; Bangert-Downs, 1993). Thirty states currently allow the accommodation of using a 

computer as a mode of response for an exam without any kind of restrictions (Thurlow, 

Lazarus, Thompson, & Robey, 2002). Nine states have some restrictions, one state 

completely prohibits the use of computers, and ten states have no mention of computers 

in their participation and accommodation policies. The restrictions are often related to 

disabling spell and grammar checkers. 

The goal is to have assessments that reflect student achievement and not a 

disability; therefore, test accommodations should be made if a student’s disability 

impacts performance in that it invalidates the score. For example, Russell and Plati 

(2001) conducted a study of 8th and 10th grade students taking the language arts portion of 

the Massachusetts Comprehensive Assessment. This study indicated that the paper and 

2008 HICE Proceedings 
Page 3301



pencil based writing assessment underestimated the performance of students who are 

accustomed to writing on a computer. 

Concerns with using word processors as an accommodation on high stakes 

assessments are centered on maintaining the validity of the assessment. Previous research 

on assessment validity found that computer-based testing could have a significant impact 

on examinee performance if the students could not review and revise responses, adapt 

fonts and graphics as necessary, and have previous computer experience (Wise & Plake, 

1989; McKee & Levinson, 1990). It is important to note that assessments based on 

composing essays do not require adjustments for review and revise responses or for 

displaying graphics. Font size and color can easily be adapted for each individual student. 

Another concern is that computer-based validity research is limited for students at the 

primary and secondary level as most of the literature reviewed on high-stakes written 

assessments currently relates to college-level and employment testing. It will also be 

difficult to generalize the validity of one computerized test, as they all are different and 

test specific (Kolen & Brennan, 1995). As tests are converted to computerized versions, 

validity studies will need to be conducted to establish effectiveness. 

Overall, there is inconclusive evidence on the impact of word processing and the 

overall quality of student writing, however, there is considerable impact on length and 

revision. Unfortunately, most of the research has been centered on students without 

disabilities on writing assessments or students using word processors during instructional 

time. Minimal research has been conducted on students with disabilities and the impact of 

word processors used during high stakes testing. Findings on the impact of word 

processors on writing tests are inconclusive. 
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Length  

Word processors have the potential to make a great influence on the length of 

essays written by students. All age ranges and students with and without disabilities have 

been impacted by being allowed to type essays rather than handwrite them. Hawisher and 

Fortune (1989) conducted a study using college students, Cochran-Smith (1991) used a 

group of elementary students, while MacArthur and Graham (1987) examined students 

with disabilities. All of these studies revealed that texts tend to be longer when written on 

computer. Only Owston, Murphy, and Wideman (1992) were unable to find a difference 

in length when comparing similar expository essays, one by hand and one on the 

computer. Daiute (1986) hypothesized that higher ratings were given to computerized 

papers as a result of the greater average length relative to handwritten compositions.  

Revisions 

The use of word processors alters the process of revision previously established 

by the paper and pencil modality of writing a first draft and then recopying for a final 

product. Revising using paper and pencil can be time consuming and tedious when 

students have to recopy, which often leads to frustration. Word processors, on the other 

hand, allows for an easier time through deletions, insertions, and/or reordering passages 

using simple key strokes. Consequently, writers may make more revisions, and it is 

possible that this ease of revision will encourage students to concentrate on content while 

writing a first draft and editing for mechanics later (Daiute, 1986). 

Revisions made by the use of word processors allows for more flexibility when 

writing compositions. Typing, rather than printing encourages students to write without 

as much concern, because they know they can go back and easily change errors (Daiute, 

2008 HICE Proceedings 
Page 3303



1985). Their focus can be centered on getting their ideas onto paper knowing they can 

make corrections or insertions easily. While some students make revisions after 

completing a draft, other students make revisions editing as they write using the computer 

(Daiute, 1986). This flexibility is more difficult using paper and pen due to the limited 

amount of space to add text or the distractibility of marking through words or phrases. 

Using word processors for revision can have a positive impact on the number of 

edits made to compositions. Teachers who observed student writers noted that they wrote 

more and revised more when they used computers than paper and pens (Daiute, 1983; 

Womble, 1985; Rosegrant, 1984). Word processors also have positive effects when used 

by students with disabilities. Vacc (1987) found that when students with mild intellectual 

disabilities were administered statewide writing assessments by computers, they made 

substantially more revisions than compared to when writing with paper and pencil. 

Not only are students making more revisions, but the final products have a higher 

accuracy rate for grammar, spelling, and punctuation. Owston (1991) studied expository 

essays written by 8th graders on computer and handwritten and found that computer 

papers were significantly higher in competence and mechanics than those compared with 

paper and pen. Hawisher and Fortune (1989) and Cochran-Smith (1991) also concluded 

that the computerized version of the finished products contained fewer mechanical errors. 

Revisions using word processors can be important to the overall quality of a 

composition if used in meaningful ways. MacArthur and Graham (1987) reported gains 

in the number of revisions made on computer and the proportion of those revisions that 

affected the meaning of the passage. When compared to paper and pen compositions, 

Moore (1987) found that students using word processing made more meaning-related 
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changes in text. Unfortunately, students with LD, in particular, have a limited conception 

of revising as being an opportunity to correct errors. Their revisions are restricted 

primarily to surface level changes that do not affect the overall meaning or quality of 

writing (MacArthur, Graham, & Schwartz, 1991). 

The potential impact of word processing on revising is significant, as revision is 

an important aspect of the composing process that distinguishes expert writers from 

younger and less skilled writers (Fitzgerald, 1987). It is a complex cognitive process 

requiring writers to evaluate their writing, diagnose any problems, and figure out what 

changes to make. If students do not possess these cognitive skills or the experience, 

easing the physical revisions will not help (Flower, Hayes, Carey, Schriver, & Stratman, 

1986). In turn, students with higher cognitive abilities and more experience in revising 

find that using word processors allows them to revise more extensively (Bridwell, 

Nancarrow, & Ross, 1984). Word processing, however, has limited impact on revision by 

inexperienced writers (Daiute, 1986; MacArthur & Graham, 1987). Developing writers 

may not know the strategies to use during revision.  

Physicality 

The physicality of typing is substantially different from handwriting and can be 

beneficial to students with disabilities. It provides students that have handwriting 

difficulties another mode for communication. The ready availability of neatly printed, 

legible output may increase students’ pride in their composition by eliminating any sense 

of failure generated by poor penmanship (MacArthur, 1988). This ability of producing a 

neat, printed copy may increase student motivation to compose (Graham & Miller, 1980). 
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Secondly, word processors take away the burden of having to recopy 

compositions for final drafts. Often, the physical aspect of recopying may be a serious 

impediment to critiquing and improving compositions (Calkins, 1980; Daiute, 1983; 

Levin, Reil, Rowe, & Boruta, 1985). Daiute (1986), however, suggests that certain 

physical burdens such as recopying requires that the writer interact more closely with the 

text than he or she does when there is no reason or guidance to read the text on computer. 

One could argue that recopying and focusing on every word would make a student loose 

focus on the big picture of what they are writing and they would make less substantive 

quality revisions. 

Not only does typing provide students with a neater mode of composing and 

possibly an easier time with revision, but it could possibly affect the way the paper is 

scored. Markham (1976) reported that when comparing various handwritten papers, the 

essays with better handwriting consistently received higher scores than those with poor 

handwriting regardless of the quality. When comparing typed to handwritten essays, 

Russell and Plati (2001) found that raters possibly judge typed essays stricter because 

errors are more noticeable and a typed essay appears to be more of a final version. 

Whereas responses presented in hand-written form can be interpreted more loosely 

because the rater feels that the author would have corrected the errors had they more 

time. If raters are reacting to appearance, the validity of assessment is lowered because 

handwriting ability is not reflecting an accurate measurement of writing ability. 

Text Quality 

The most contradictory research results can be found when trying to distinguish a 

difference in the quality of the essays the students are producing between those that are 
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handwritten and those typed. Improvement in text quality has been most consistently 

found in studies that use college-age subjects (Bernhardt, Wojahn, & Edwards 1988; 

Sommers, 1980; Teichman & Poris, 1989). Williamson and Pence (1989) looked at the 

writing of 184 freshmen in college and found that the quality of papers significantly 

increased for the students using word processing. Middle and high school students would 

be next on the order of most consistent studies. Owston (1991) found higher competence 

in the writing produced by 8th graders using a computer than those compared with paper 

and pen. Studies including students at the elementary level, however, resulted in the most 

contradictory results. Gredja (1992) and Nichols (1996) both studied sixth graders and 

they found no difference in the overall quality of the writing between students who used 

pens and those using computers. 

Several studies conducted focused on students with disabilities and the quality of 

writing they produced using word processors. When students with learning disabilities 

were given similar expository essays to compose, one by hand and one on the computer, 

the work created by using the computer was rated significantly higher in quality in each 

of the four areas – overall competence, focus, support, and mechanics (Owston, Murphy, 

& Wideman, 1992). Similar results were found by Hannafin and Dalton (1987) who 

found that writing on computer for high achieving students did not lead to better quality 

writing. But for low achieving students, on the other hand, texts produced on the 

computer were of a higher quality than those produced on paper. Opposite results were 

found by Hollenbeck, Tindal, Harniss, & Almond (1999) when they compared students 

with and without disabilities using the two modalities of composing. All students were 

asked to write an essay over a three day period and classes were randomly assigned 
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conditions. The results concluded that students performed significantly worse when using 

a computer. Students with more intellectual disabilities did not present a significant 

difference in the quality of writing between the two modes of writing (Vacc, 1987). 

Familiarity with Computers 

Word processors can be complicated tools, and ineffective for composing if 

students are unfamiliar with the proper usage. However, it can be a potentially efficient 

way for students with poor handwriting skills and/or processing issues to express their 

thoughts. Recent research on writing with computers has centered around the comfort, 

familiarity, and examinee performance (Rusell & Haney, 1997; Russell, 1999; Russell & 

Plati, 2001). These studies found that not only are some students more comfortable and 

accustomed to writing on computers, but it may provide a better mode than traditional 

paper-pencil testing for assessing writing ability. Despite regular use of computers by 

many students to produce writing, most state testing programs currently require students 

to produce responses to open-ended questions using paper and pencil (Thurlow, Lazarus, 

Thompson, and Robey (2002). However, there is increasing evidence that tests that 

require students to produce written responses on paper underestimate the performance of 

students who are accustomed to writing with computers (Russell & Plati, 2001). 

Although word processors may be effective for some students, it may actually 

hinder other students’ ability to compose if they have poor keyboarding skills. When 

typing is not automatic, it can interfere with expressing one’s thoughts and can make a 

crucial difference in the quality of compositions. The lack of typing skills may impede 

higher order processes involved in composing, adversely affecting students’ writing 
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(MacArthur, 1988). The slowness of typing can also be frustrating for students and 

interfere with motivation (Daiute, 1985). 

Russell (1999) conducted a study using middle school students with a variety of 

skill levels in word processing. Open-ended questions previously administered in state 

and/or national testing programs were utilized. The study found students who keyboard 

about 20 words per minute or more, performing open-ended language arts test on paper 

substantially underestimated their level of achievement. However, for slower 

keyboarders, performing open-ended tests on computer adversely affects their 

performance. Students who can use the keyboard at a moderate level should be allowed 

to use the computer for open-ended items. Students that are more familiar with using 

computers may have their work underestimated if made to write with paper and pencil. 

Students’ Opinion 

The age of computers has reached almost every household and school in the 

United States. Students are increasingly required to use computers for school, work, or 

even for leisure activities. In studies conducted about students’ perception of computer 

use, overwhelming results indicate that students would rather use a computer for 

composing than to handwrite. Cochran-Smith (1991) reported that elementary students 

have positive attitudes toward word processing, however, the more familiar they were 

with computers, the more they liked using them. Interviews with other writers indicated 

that writing on the computer was more fun and was easier because they did not have to 

spend additional time to recopy (Daiute 1985; Womble, 1985). 

Many students with learning disabilities have difficulties expressing their 

thoughts onto paper (Harris & Graham, 1996). The use of word processors provides a 
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different mode of writing that could assist these students and increase their motivation to 

write. In a survey of computer use by students with disabilities in Germany, Ommerborn 

and Schuemer (2001), found that the greatest advantage to students was the ease in which 

computers allowed them to write essays. Brown-Chidsey and Boscardin (1999) 

interviewed students with learning disabilities and found that the computer helped them 

deal with limitations that often interfered with the completion of their work. In an 

evaluation of testing experience, students overwhelmingly preferred computerized testing 

to paper/pencil testing (Brown & Augustine, 2001). Most students, regardless of group or 

ability, believed that the computer was easier, faster, and more fun. Students should be 

given the opportunity to choose between composing written responses for assessments on 

paper or with a word processor.  

Advantages/Disadvantages 

There are numerous advantages and disadvantages to administering a written 

assessment via the computer rather than paper and pencil format. First, computer-based 

tests can be administered to individuals or small groups of students in classrooms or 

computer labs. This can accommodate students with disabilities that require a small 

group setting for testing purposes. It eliminates timing issues caused by the need to 

administer paper and pencil tests in large groups in single sittings. This format also 

allows students to take different tests simultaneously in the same room. 

Despite the potential advantages offered by computer-based testing, there remain 

several challenges. Although computer-based testing allows for a small group setting, this 

can also be a disadvantage. An obstacle in administering assessments using a computer is 

that it is often difficult to accommodate large quantities of students at one time. 
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Computers can increasingly be found in schools; however, they still remain in small 

proportion compared to the student population (Synder & Hoffman, 2002). Ommerbon & 

Schuemer (2001) surveyed students and teachers and found that the cost of acquiring and 

using computers as the greatest barrier to computerized testing. The availability of 

resources, such as quantity of computers and well-trained staff that could provide 

services to students could potentially be a problem to widespread computer assessments. 

This is important for teachers to also realize that assessments administered on the 

computer will not take the place of content mastery. Hollenbeck, Tindal, Harniss, and 

Almond (1999) strongly caution that the use of a computer, in and of itself, does not 

improve the overall quality of student writing. Students that cannot master concepts in the 

classroom will probably not perform well on any test, whether it is administered on 

computer or paper and pencil. With the recent passage of NCLB, more students with 

disabilities will have the access to the general curriculum in hope that they will be 

exposed to all content and have an opportunity to learn the material being tested. 

Another concern with computerized testing is equity in skill level for all students. 

Not all students have access to computers in schools and at home. The gap in access to 

technology is continuing to grow. While over 80 percent of families with incomes of 

$100,000 or more have computers at home, only about 25 percent of those households 

with annual incomes under $30,000 have home access to computers (Bolt & Crawford, 

2000). Since the positive effects may only be beneficial for students familiar with 

computers, state computerized tests might under-represent the difference in academic 

achievement between students with varying degrees of computer skill level. 
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Although some schools may not be able to provide the full range of technology to 

all students, those students with disabilities should be provided with the access to use a 

computer during testing if the accommodation is needed. Some states do not allow for 

adjustments in the administration of statewide assessments (Thurlow, Lazarus, 

Thompson, and Robey, 2002). For instance, some students have access to a word 

processor during instructional time; however, they are not allowed to use them come time 

in the administration of state and local assessments. The solution should be to allow 

students the ability to demonstrate their knowledge in the assessment process as they 

have in the learning process. 

The Need for Additional Research  

The literature researched provides many inconsistencies in determining if word 

processors are effective for students when taking written assessments. The studies 

reviewed generally support that typing essays promote longer essays and more revision, 

however, the quality of the essays varies. Students overall, want the chance to use 

computers more often on assessments. 

There are several limitations to the current research on word processors as an 

accommodation on writing assessments. First, most research focuses on nondisabled 

populations at the elementary level. Only limited studies focus on students with 

disabilities. Even fewer studies reviewed deal with students with disabilities at the high 

school level. Second, the studies generally center on students writing essays using word 

processors during instructional time. Very little research has been conducted on written 

assessments for high stakes purposes. Finally, most state assessments are conducted 
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under timed conditions. No studies were found that included this criterion as part of the 

assessment. 

The study findings suggest that additional research is needed in the area of 

accommodations on high stakes assessments. In particular, studies need to be conducted 

for students with disabilities and the impact of word processors compared to handwritten 

essays. With the advent of the requirement of most high school students to pass a written 

assessment as a graduation requirement, a better understanding of the underlying 

usefulness of accommodations is needed. Additional attention should be focused on the 

skill level of students using word processors and the effect it has on the overall quality of 

the final product. Although the literature provides inconsistent effects, research in the 

area of accommodations is needed in order to obtain valid results for students with 

disabilities on high stakes assessments. 

Conclusions 

The use of computers is a promising accommodation for students with disabilities 

on assessments that involve writing. With the increased participation of students with 

disabilities in high stakes assessment, investigation of accommodations that accurately 

reflects their ability and not their disability are needed. Alternate modes of writing 

through the use of a computer may aid educators obtaining a more accurate assessment of 

the ability of students with disabilities. 
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Abstract: The purpose of this study was to investigate the effects of Inspiration 6 
software, a graphic-organizing software program for students in grades 6-12, compared to 
Microsoft Word to increase students’ comprehension of declarative social studies 
content-area knowledge. The participants included four middle school students with mild 
disabilities, including specific learning disabilities (SLD), emotional and/or behavior 
disorders (EBD), and attention deficit hyperactivity disorder (ADHD), who received 
social studies instruction in a self-contained resource classroom. An adapted alternating 
treatments design (Alberto & Troutman, 2003) was used to evaluate the effectiveness of 
the graphic organizers, with the integration of Inspiration 6.0 software. The participants 
were taught to use either the Inspiration 6 software program, Microsoft Word, or used no 
computer and completed daily quizzes over the reading passages. Dependent measures 
included the percentage of correct responses on the daily quizzes, as measured by a 
multiple-choice assessment. Results indicated that all four students performed highest 
when using the Inspiration 6 software program, followed by the Microsoft Word 
condition, and then no computer use. 
 
Introduction 
 

Students with mild disabilities in secondary social studies classes are 

frequently challenged to meet increasing academic demands (DiCecco & Gleason, 

2002). These students often experience difficulty with reading and comprehending 

2008 HICE Proceedings 
Page 3322



material independently and often lack effective strategies, study skills, and necessary 

background knowledge (Lederer, 2000; Boyle et al., 2003; Kim, Vaughn, Wanzek, & 

Wei, 2004). They also have difficulty identifying the main idea, supporting details, 

determining meaning from the textbook, and with understanding how the textbook is 

organized (Jitendra, Hoppes, & Xin, 2000). Despite these difficulties, expository 

textbooks are still the most common tool used to present information to students in 

secondary social studies classrooms (Harniss, Dickson, Kinder, & Hollenbeck, 2001). 

In regards to student learning, several concerns have arisen based on research 

on the study of social studies textbooks (Paxton, 1999). Background knowledge of 

important ideas and historical events is often not built (Beck, McKeown, & Gromoll, 

1989), clarity is often lacking and important events and relationships are not explained 

thoroughly enough (Beck & McKeown, 1988), and too much information is briefly 

covered, frequently lacking depth (Woodward, 1987). As an aid to help students both 

organize and understand textual information, cognitive mapping is a strategy that has 

proven effective (Barenholtz & Pinchas, 1992). Rather than using more traditional 

methods of instruction, research indicates that students may respond better to 

instruction using a computer (Higgins, Boone, & Lovit, 1996). 

Recently there have been multiple studies that have examined the effectiveness 

of using the Inspiration software program to increase reading comprehension in 

students with disabilities. The effects of using computer-generated maps to evaluate 

student learning instead of handwritten maps in a middle school life science class was 

examined by Erickson (1999). It was found that students improved from pre-to posttest 

using the computer-generated maps. Positive effects were found in regards to students' 
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study skills when the effects of computer-based study strategies was investigated with 

thirty students with learning disabilities (LD) from one high school and two middle 

schools (Anderson-Inman, Knox-Quinn, and Homey, 1996). Content-area learning in 

world history with the software use on three high school students with emotional and 

behavioral disorders was investigated and was found to increase retention and 

comprehension of content-area information (Blankenship, Ayers, and Langone, 2005). 

The purpose of this study was to investigate the use of graphic organizers, with 

the integration of the Inspiration 6 software, to increase social studies content-area 

learning for middle school students with mild disabilities.  

Method 

Participants/Setting: Four eleven and twelve year old sixth graders, three boys and 

one girl, from a suburban area middle school in the southeastern part of the United States 

with about 1,920 students, participated in the study. Two of the students were identified 

as having a specific learning disability (SLD), one student was identified under the other 

health impairment category (OHI) for diagnoses of ADHD, and one student was 

identified as having an emotional behavior disorder (EBD). All students were served in a 

resource social studies class for difficulty with reading comprehension. All students had a 

noted history of difficulty with reading comprehension, thus making them unable to 

participate in general education social studies classes. 

All four students had previous experiences with using the computer for basic word 

processing tasks, and two of the students had used the Inspiration program previously in 

fifth grade. Both parental permission and student consent forms were signed before the 

study began. Parents and students were given a letter detailing the study prior to it 
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beginning. Full-scale IQ scores from the students on the Cognitive Abilities Test-CogAT 

and the Weschler Intelligence Scale for Children-WISC-III and WISC-IV ranged from 79 

to 105, with a mean score of 95 and a median score of 99. Reading comprehension scores 

on the WJ-III and KTEA ranged from 72 to 104, with a mean score of 95 and a median 

score of 102. All four students exhibited behaviors in the general education setting that 

greatly interfered with their performance. As a result, they participated in a resource 

special education social studies classroom to receive content support as well as social 

skills training to help to get them ready to participate and demonstrate appropriate 

behavior in a general education setting. 

Materials: All materials were readily available for teacher use within the school the 

study took place in. To create individual graphic organizers, the Inspiration 6 computer 

program was used. The Microsoft Word program was also used during parts of the study. 

Every teacher in the county in which the study took place had access to both computer 

programs. Students used computers in one of the school computer labs during each phase 

of the study involving computers. The sixth grade general education textbook was used 

by students during the study. Individual sections were broken down into smaller sections 

for students to read. All quizzes used during the study were teacher created from the 

general education textbook. The teacher created quizzes were used to measure key 

concepts presented in the individual sections. Twenty-one ten question quizzes were used 

in the study. Data collection sheets were also used throughout the study to record data 

and student scores on each passage. Students also received a highlighter and pencil each 

day of the study. Highlighters were used for students to locate and highlight key 

information in passages. A pencil was provided for each student by the researcher 
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because several of the students frequently did not have needed school supplies, such as 

pencils. It was thought that this would help to eliminate time spent by students searching 

for materials and to lesson student frustration in not being prepared for class. 

Students participating in the study were taught to use the TRAVEL strategy, (Boyle 

1996). The TRAVEL strategy is a mnemonic strategy that teaches students step by step 

how to construct graphic organizers to use during reading activities (see Figure 1). 

Students received a teacher created note card with the TRAVEL strategy typed on it for 

use on days involving use of the Inspiration 6 computer program. Reinforcement tickets 

were also used in the study to help motivate students and reward them for participation in 

the study, as they received no grade for their participation in the study. For each question 

answered correctly on the quiz, students received a ticket. Students could receive a 

maximum of ten tickets each day. At the end of each class period, two tickets were drawn 

from the bucket of tickets Monday through Thursday and five tickets on Friday. If a 

student's name was drawn, he or she was able to choose a piece of candy from the candy 

bucket in the classroom. As the study progressed however, the number of tickets drawn 

Monday though Thursday had to be increased from two tickets to four or five tickets in 

order to keep the students motivated, on task, and demonstrating appropriate behavior 

during each session. 

TRAVEL 
1 Topic: Write down the topic and circle it.  
2 Read: Read a paragraph.  
3 Ask: Ask what the main idea and three details are and write them down.  
4 Verify: Verify the main idea by circling it and linking its details.  
5 Examine: Examine the next paragraph and Ask and Verify again.  
6 Link: When finished with the story, link all circles.  
Figure 1. Graphic organizer strategy.  
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Dependent Variable: The dependent variable in the study was the percentage of 

responses that were correct on each of the twenty-one, ten question quizzes that students 

took after reading a passage each day. The content of the quiz questions mirrored the type 

of information that students would be responsible for comprehending in a sixth grade 

general education social studies course. Each phase and condition of the study followed 

exactly the same procedures. Students were given exactly fifteen minutes to 

independently read, highlight key information, and either create a Microsoft Word 

document, create a graphic organizer using Inspiration 6, or read the passage without use 

of the computer. Students were then given exactly two minutes to review and study their 

Microsoft Word document, graphic organizer created using Inspiration 6, or to study the 

information in the passage without the use of the computer. Each student then had exactly 

five minutes to complete the ten question quiz. If a student finished before the five 

minutes were up, they had to sit quietly until the time was over. If a student did not finish 

the quiz in the allotted time, the quiz was taken away. The researcher immediately issued 

reinforcement in the form of tickets to each student as his or her quiz was graded after the 

five minutes had elapsed.  

Independent Variable: One independent variable in the study was the student's 

individual creation of graphic organizers using the computer, after reading each 

individual passage. Students were trained to use the Inspiration 6 program through 

participating in a demonstration from the Inspiration company website and then creating 

a graphic organizer about themselves using the computer program. The teacher and 

paraprofessional were also available during this time to guide students and to answer any 

questions that may arise. Each student was said to be proficient in using the Inspiration 6 

2008 HICE Proceedings 
Page 3327



computer program when their graphic organizer about themselves was printed and met 

the criteria given on the creation of the organizer about themselves. Two of the four 

students had previously used the Inspiration program in fifth grade, but only a few times, 

and had very little recollection of how to use it correctly. 

Another independent variable was the student's individual creation of a word 

document using the computer, after reading each individual passage. Students received a 

brief training session on the use of the Microsoft Word program and then created a short 

paragraph about themselves using the computer program. Again the teacher and 

paraprofessional were available during this time to answer any student questions that 

came about. Proficiency was again gauged when students successfully printed out a 

Microsoft Word document that met the criteria given. All four students were already 

familiar with how to use the Microsoft Word program.  

Research Design: The design used in the study was an Adapted Alternating 

Treatments Design (Alberto & Troutman, 2003). Three baseline sessions were included, 

which showed that students were unable to successfully read, comprehend, and complete 

a ten question quiz following the passage without the aid of intervention. A comparison 

phase was included next, in which there were three alternating conditions: baseline or no 

intervention, use of the Microsoft Word program, and use of Inspiration 6 software to 

create graphic organizers. Conditions alternated randomly, allowing for no more than two 

consecutive days of anyone condition. Five sessions of each of the three conditions were 

taken, making for a total of fifteen comparison sessions. After the fifteen days of 

comparison, three days of the best alone condition were taken. The best alone condition 

included three more days of using the condition that proved to best aid in student 

2008 HICE Proceedings 
Page 3328



comprehension during the comparison phase, Inspiration 6.  

Procedures 

Pretest Procedures: At the beginning of each phase of the study, including 

baseline, intervention, and best alone, students were given a packet to complete, as a 

pretest, containing all questions from each of the quizzes during that phase in order to 

gauge if they had any prior knowledge. Students completed the pretests independently by 

writing down their responses directly onto the papers. This was used to determine if 

students had any prior knowledge of the content contained in the passages. Prior 

knowledge will be identified as scoring at or above 30% on any given pretest. Thirty 

percent was chosen as criteria because a student may correctly answer two questions on a 

pretest by chance, but it is not likely that the student will answer three or more questions 

correctly on the pretest without demonstrating prior knowledge of the content. Student 

pretest scores on the three pretests ranged from 0 to 10.  

Baseline Procedures: Baseline was used to establish if students could retain 

information presented from independently reading the passage, without the use of either 

Inspiration 6 or Microsoft Word. Three days of baseline was conducted prior to 

beginning the intervention phase of the study. Students independently read each passage 

and highlighted key information during the fifteen minutes. They were then given two 

minutes to independently review highlighted information before taking the corresponding 

quiz. Students then had exactly five minutes to complete the ten question quiz. Student 

responses were immediately scored and reinforced after the five minutes had elapsed. 

Five additional days of baseline were conducted during the comparative phase of the 

study, to allow for viewing of the effects of each intervention. Students read each of the 
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twenty-one passages during the sessions, one per session. Length of the text was 

predetermined by the teacher based on a reasonable amount that students could read and 

then create a graphic organizer on in a twenty minute time period. Text length varied 

from one to three pages, which included pictures, graphs, and text. Passages that were 

selected for use could not contain content that the students were being taught during their 

regular sixth grade social studies instruction. All passages were of the same reading level, 

as they were all chosen from the same textbook. All teacher-created quizzes contained ten 

open-ended questions that were directly covered in the passage's content. Each question 

contained information that was explicitly found in the text, allowing for no implicit 

information.  

Intervention Procedures: Fifteen days of comparison data was collected, five days 

of Inspiration 6 use, five days of using Microsoft Word, and five days with no computer 

usage. Each student had their own individual space in which to work in the classroom and 

their own computers that were spread far apart from other students in the computer lab, as 

to allow for less distraction. During this phase of the study, students had fifteen minutes 

to read the passage and create either a graphic organizer using Inspiration 6, to type a 

document using Microsoft Word, or to read without the use of the computer. If a student 

did not finish creating the graphic organizer or Microsoft Word document within the 

fifteen minute time period, that student was stopped and then given the quiz to complete. 

Students then had two minutes to study over the graphic organizer, Microsoft Word 

document, or the passage, depending on the condition. After the two minutes, students 

had exactly five minutes to independently answer the quiz questions, without being able 

to view the graphic organizer, Microsoft Word document, or to look back in the reading 
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passage. Quizzes again were graded and correct answers were reinforced as soon as the 

quiz was graded. No student questions were answered during this time, unless it was 

directly related to how to complete something using either computer program. 

Best Alone Procedures: At the end of the intervention phase of the study, the 

condition that had the highest percentage of correct scores, either Inspiration 6, Microsoft 

Word, or no computer use, was implemented again for three consecutive days during the 

best alone condition. Inspiration 6 had the highest percentage of correct scores during the 

intervention phase, with a class mean of 55. During the best alone phase of the study, the 

class mean for the three days was 62. 

Reliability 

Procedural Reliability: A procedural reliability checklist was completed during 20% of 

the sessions during each phase of the study to ensure that the researcher was consistent 

with procedures across conditions and that all steps were followed correctly. The 20% is 

equivalent to one day during the three days during baseline, three of fifteen days during 

the intervention phase, and one of three days during the phase of best alone. The observer 

completing the checklist was the paraprofessional in the classroom (see Figure 2).  

Procedural reliability during the one day of baseline was 100%, 97% during the 

intervention phase, and 100% during the best alone phase. One of the three days of 

procedural reliability was 90% because one student had to be redirected and moved to 

another computer in the lab due to inappropriate behaviors and distracting the other 

students, thus allowing for question number six to be answered with a no. Question six 

asked whether or not the independent reading time was disruption free by the researcher 

and teacher control of other student behaviors.  
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Procedural Reliability Checklist  
Date: ___________________  Researcher: _____________________ 
Observer: ________________ Condition/Day: __________________ 
 
Please indicate with a yes or no if each of the following procedures were followed during 
the session observed  
1 Did the researcher already have all materials ready upon session beginning?  
2 During independent reading time, was the researcher within proximity to the 
student to allow for independent work, yet, available to answer questions?  
3 Were student questions dealt with as to not facilitate content area learning?  
4 Were students kept on task during the session by the researcher as needed?  
5 Did the independent reading time and either note taking time/ Inspiration creation 
consist of exactly 15 minutes?  
6 Was the independent reading time disruption free by the researcher and teacher 
control of other student behaviors?  
7 Was the student given 2 minutes to review notes/Microsoft Word 
outlines/Inspiration organizer before taking the quiz?  
8 Was the student given no more than 5 minutes to work on the quiz?  
9 Was the quiz scored immediately following the quiz?  
10 Was reinforcement delivered immediately following the quiz being scored?  
 
Percent of procedures followed: __________ out of 10possible points = __________ 

Figure 2. Procedural Reliability Checklist 

Name: __________________________ Date: ___________________________ 
Social Validity Questionnaire 

Answer each of the following questions regarding what you liked the most during the 
study and why.  
1. Which part of the study did you like best?  

A. reading without using the computer  
B. reading and using Microsoft Word  
C. reading and using Inspiration  

2 Why did you like your choice from number 1 the best?  
3 Which part of the study did you like the least?  

A. reading without using the computer  
B. reading and using Microsoft Word  
C. reading and using Inspiration  

4 Would you want to use the Inspiration program for other classes to help organize 
information?  

5 Why or why not?  
6 What other ways could a teacher use Microsoft Word or Inspiration to help you?  
7 Would you ever use Inspiration or Word again in the future to help you? 

8. Why or why not? 
Thank you very much for participating in this study. 
Figure 3. Social Validity Questionnaire  
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Social Validity: Social validity was evaluated through the use of a student 

questionnaire containing eight questions regarding student preference for each condition 

in the study, as well as questions pertaining to future use of the interventions used in the 

study. The questionnaire was given to students to complete following the last 

administration of the quiz on day number twenty-five of the study (see Figure 3). 

Fifty percent of the students responded that reading and using Inspiration 6 

was the part of the study they liked best. Fifty percent of the students responded that 

using Microsoft Word was the best part of the study. No students enjoyed reading 

without the use of the computer the best. Responses as to why using Inspiration 6 

was the best were that it was easy to use and much easier than just reading and 

remembering information. The two students who enjoyed using Microsoft Word the 

best stated that they were able to type faster and fit more details on the paper and that 

using it allowed for more information to be seen. Seventy-five percent of the students 

responded that they liked reading without the use of the computer the least. Twenty-

five percent of the students responded that they least liked using Inspiration 6. No 

students responded that using Microsoft Word was the least. Responses as to why 

reading without the use of the computer was the worst included that using a computer 

was more fun and that it helps you to learn more information. The one student who 

least liked using Inspiration 6 noted that she was not able to fit as much information 

on her Inspiration graphic organizer as she could using Microsoft Word. Students 

decided that a teacher could use Inspiration 6 or Microsoft Word to help them if they 

were brainstorming ideas for a paragraph or to help them with a project. All of the 

students said that they would like to use Inspiration 6 or Microsoft Word again in the 
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future because it is easier and not as difficult as reading without the use of a computer 

and that it can really help you. 

Results 

Descriptive Statistics: During the baseline condition, Jamie had a mean score of 

33.3, a median score of 20, no mode, and a range from 10 to 70. During the intervention 

phase using the Inspiration 6 program, Jamie had a mean score of 64, a median score of 

70, a mode of 70, and a range from 40 to 80. During the intervention phase using 

Microsoft Word, Jamie had a mean score of 52, a median score of 60, a mode of 60, and 

a range from 30 to 60. During the intervention phase with no computer usage, Jamie had 

a mean score of 56, a median score of 50, a mode of 50, and a range from 40 to 80. 

Finally, during the best alone phase of the study, Jamie had a mean score of 80, a median 

score of 80, no mode, and a range from 70 to 90. 

During the baseline condition, Jake had a mean score of 6.67, a median score of 0, 

a mode of 0, and a range from 0 to 20. During the intervention phase using the Inspiration 

6 program, Jake had a mean score of 56, a median score of 60, a mode of 60, and a range 

from 50 to 60. During the intervention phase using Microsoft Word, Jake had a mean 

score of 38, a median score of 30, a mode of 30, and a range from 30 to 60. During the 

intervention phase with no computer usage, Jake had a mean score of 36, a median score 

of 50, a mode of 50, and a range from 0 to 60. Finally, during the best alone phase of the 

study, Jake had a mean score of 53, a median score of 50, a mode of 50, and a range from 

50 to 60. 

During the baseline condition, Matt had a mean score of 13.33, a median score of 

10, a mode of 10, and a range from 10 to 20. During the intervention phase using the 
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Inspiration 6 program, Matt had a mean score of 52, a median score of 60, a mode of 60, 

and a range from 30 to 60. During the intervention phase using Microsoft Word, Matt had 

a mean score of 30, a median score of 30, a mode of 30 and 40, and a range from 10 to 

40. During the intervention phase with no computer usage, Matt had a mean score of 24, 

a median score of 20, a mode of 20, and a range from 10 to 50. Finally, during the best 

alone phase of the study, Matt had a mean score of 53, a median score of 50, no mode, 

and a range from 40 to 70. 

During the baseline condition, Chris had a mean score of 20, a median score of 

20, no mode, and a range from 0 to 40. During the intervention phase using the 

Inspiration 6 program, Chris had a mean score of 48, a median score of 50, no mode, and 

a range from 10 to 80. During the intervention phase using Microsoft Word, Chris had a 

mean score of 32, a median score of 30, a mode of 30 and 40, and a range from 20 to 40. 

During the intervention phase with no computer usage, Chris had a mean score of 30, a 

median score of 30, a mode of 30, and a range from 0 to 50. Finally, during the best alone 

phase of the study, Chris had a mean score of 60, a median score of 50, a mode of 50, and 

a range from 50 to 80. 

During baseline for all students, there was a mean score of 18.33, a median of 15, 

a mode of 20, and a range from 0 to 70. During the intervention phase using Inspiration 6 

for all students, there was a mean score of 55, a median of 60, a mode of 60, and a range 

from 10 to 80. During the intervention phase using Microsoft Word for all students, there 

was a mean score of 38, a median of 35, a mode of 30, and a range from 10 to 60. During 

the intervention phase using no computers for all students, there was a mean score of 

36.5, a median of 40, a mode of 50, and a range from 0 to 80. Finally, during the best 
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alone phase of the study again using Inspiration 6, there was a mean score of 62, a 

median score of 55, a mode of 50, and a range from 40 to 90. Mean scores in all 

conditions during the intervention phase of the study, Inspiration 6, Microsoft Word, and 

no computer use, are higher than the baseline score mean of 18.33.  

Discussion 

Student behavior was a factor that interfered with performance on several days 

during the study. One student received ISS, in school suspension, four of the days during 

the study, while another student received one day of in school suspension. Two students 

in particular were off-task several times throughout the study. These two students yelled 

and argued with each other across the room, tapped pencils repeatedly, and called out 

frequently to the teacher without raising their hands. This did get the other two students 

off-task as well because they turned around to see what was going on. One student was 

absent six days during the study and had to make up the part that he missed when he 

returned. Having to make up the missed days of the study did have an effect on his results 

because he complained of feeling rushed and of not wanting to make it up. One female 

student did not take her medication two of the days during the study and was singing 

loudly and rolling around in her chair in the computer lab during the study. She also 

screamed out in frustration frequently during the quiz if she did not remember the answer 

to the question. These behaviors are thought to have interfered with the results of the 

study. 

Another limitation of the study was that it was only performed with one SLD 

student, one EBD student, and two OHI students. Although the study showed positive 

results for these four students performing higher using the Inspiration 6 program, a much 
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larger sample containing more students in each disability category would be needed to 

prove that Inspiration did increase reading comprehension scores. The class used in the 

study had access to the computer lab each day of the study because no one used the lab 

during the period in which the study was performed and the paraprofessional in the class 

was also the school's computer teacher. 

In most school settings, this ideal set-up would not be possible each school day. In 

order for students to be able to use the Inspiration 6 program enough to improve reading 

comprehension, a computer lab would have to be available for classes to use on a 

consistent basis. In a large school with over 1,900 students all wanting to use one of the 

school's computer labs, it is virtually impossible to be able to use the computer lab for 

more than two or three days in a row. The four students who participated in the study 

easily grew tired and frustrated with the length and consistency of the study. The novelty 

of using the computer each day quickly faded. By the sixth day of the study, three of the 

four students complained of not wanting to participate in the study. 

Reinforcement began having to be increased each day in order to keep students 

motivated and interested in participating in the study. Although the length of the study 

was necessary in order to prove results, it is not practical to use with sixth grade students 

for extended periods of time. It also cut into the regular instructional time for students 

each day. By the time students returned from walking down to the computer lab and 

completing that day's assignment, they had approximately twenty minutes for regular 

instructional time. This frustrated them because the teacher had to try and fit in the entire 

day's lesson into just twenty minutes. This loss of instructional time and frustration was 

shown through their test and quiz scores, which were drastically, lower than the other 
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three social studies classes. 

The results of this study limit the effectiveness of using computer-based graphic 

organizers to aid in reading comprehension to social studies. Further studies would need 

to be done in order to see if computer-based graphic organizers do aid in reading 

comprehension for other subject areas. Although this study does show that using the 

Inspiration 6 program does increase reading comprehension more than using Microsoft 

Word or using no computer at all, class mean scores for using Inspiration 6 during the 

intervention phase and again during the best alone phase were not above a 70, which is 

the cut off for passing. Further studies would need to be done in order to gain more 

information. 

Another limitation of the study was that even though all four students were 

trained in using the TRAVEL strategy and were given a note card with the strategy typed 

on it to use with the Inspiration 6 program, none of the students were observed to be 

using the note card when creating their graphic organizers. Students were much more 

interested in getting the information typed onto the graphic organizers, rather than 

referring back to the strategy. Future studies would need to somehow incorporate the 

strategy more into the creation of the organizers. 

Conclusion 

Computer-based graphic organizers through the use of the Inspiration 6 software 

program did aid students in improving their reading comprehension. The use of the 

program allowed students to have a way to better organize the information that had been 

presented to them and gave them a tool in which to use to increase their comprehension 

of passages read. Using the program also helped students to become more independent 
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learners within the classroom. This is hoped to be a learning tool that students can 

transfer to other subject areas within their individual learning environments and 

throughout their futures. 
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Abstract: The purpose of this study was to examine the effects using the Cover, Copy, 
Compare method to improve the spelling achievement of elementary age students with 
specific learning disabilities (SLD) and emotional and/or behavior disorders (EBD). A 
multiple-baseline design across participants was used to evaluate the effectiveness of the 
intervention (Tawney & Gast, 1984). The baseline, intervention, and maintenance data 
were gathered in a fifth grade language arts resource classroom. Social validity was 
obtained by having an additional special education teacher complete rating scales before 
and after the study. Upon completion of the intervention, maintenance data were 
collected. Results demonstrated all six students’ spelling achievement increased with the 
implementation of the Cover, Copy, and Compare method. 
 
Introduction 
 

Poor spelling is a significant and on-going issue in the writing process especially 

for individuals with special needs. The activity of spelling is an intricate process which 
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utilizes both phonology and orthography. Phonology involves letter sounds. On the other 

hand, orthography involves both understanding and remembering letter patterns. 

According to van Hell (2003), being structured among words with deep orthography, 

such languages as English, French, and Dutch are made up of numerous exceptions in 

their letter patterns. Other languages, for instance Finish and Spanish, have more 

consistent patterns of which they are composed. Therefore, learning the spelling of 

English words can be very difficult. 

Spelling is a highly influential factor in the writing process. When individuals 

cannot spell, their writing may then be composed of errors and become deficient in 

elegance of expression, impacting their ability to communicate via written language 

(Hook, 1979). Spelling often affects written communication because spelling skills are 

often perceived as an indication of a person’s linguistic and/or intellectual abilities (Fulk 

& Stormont-Spurgin, 1995). Poor spelling can influence a writing evaluator’s views 

about an individual’s abilities. It also impacts writing due to problems one might 

encompass in finding the appropriate spelling for each word. This can serve as an 

interference in transferring ideas onto the page when writing (Berninger et al., 1998). 

Although these concerns are influential, the issue really is not with the student being 

unable to spell: all students are teachable with the suitable teaching (Henry, 1998). 

Because spelling is often such an immense challenge for so many, there are 

numerous instructional methods that have been implemented in education. The traditional 

method used in elementary schools in the United States consists of providing students 

with a certain number of spelling words at the beginning of the week; asking the students 

to perform various activities throughout the duration of the week, which require the 
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implementation of those words in context as a way to practice and become accustomed to 

the proper spellings; and then administering a spelling test to the students on Friday over 

the word list. On this evaluation, the teacher usually calls out each of the words which the 

students then write on their individual paper. Upon turning in their tests, the students will 

receive a grade based on the percentage of words they spelled accurately. 

This approach is primarily rule-based and often involves many worksheet 

assignments (Joseph, 2000). However, this has not been proven to be effective. An 

additional step performed in the traditional method is, after calling out each individual 

word, the teachers dictate several sentences using the designated words in context. The 

students proceed to write these sentences on their papers. This is a highly used approach 

in spelling instruction despite the fact that large quantities of students continue to have 

great difficulty in this area. 

The inadequacies in the traditional approach have brought about interest in other 

methods. The use of both “sound out and error only sound out” is one tactic. In this 

situation, the spelling terms are each placed on a different flashcard. The teacher 

pronounces each word and discusses the unique letter patterns involved with the student 

before they pronounce each word together. Once this has been performed, the student 

independently pronounces the word himself/herself. Afterward, the student spells each 

word orally from the card. This is followed by his oral pronunciation and spelling of each 

word without the cards. If there is an error, they will return the card to the stack so that 

the process can be carried out again. According to Dagdag, McLaughlin, and Weber 

(2002), this sounding out approach encourages self-correction of errors for students, 

which is an important aspect in spelling. 
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A derivative of this spelling method is the use of the Cover, Copy, and Compare 

method or “visual dictation.” Using this approach, the teacher dictates a spelling word as 

the student has the list of words covered; the student writes the word the way he/she 

thinks it is spelled. Upon doing this, the teacher instructs the student to uncover the word 

to become visually imparted with it and copy the correct spelling of the word. Once 

he/she has copied the word, the student compares his/her spelling to the accurate one. If 

the two spellings differ, the student corrects it and rewrites the word while it is still 

visible (van Hell, Bosman, & Bartelings, 2003). 

This approach produces higher levels of accuracy in comparison with the 

traditional spelling intervention (Hubert, Weber, & McLaughlin, 2000). By permitting 

students to respond in a way that requires little time and effort the process may become 

more appealing to students. This may then increase their rates of learning based on 

statements made by McLaughlin and Skinner (1996). 

Dyslexia is one type of learning disability in which spelling is affected. Word 

recognition appears to be the locus of difficulty in such an individual (Stanovich, 1980). 

This area significantly impacts the area of spelling due to the same phonological code 

used there as well as in reading (Oakland et al., 1998). Because the majority of learning 

disabilities affect reading, and with reading and spelling being so closely involved, many 

individuals with learning disabilities struggle a great deal with spelling. 

The Cover, Copy, Compare instructional strategy for spelling utilizes many 

different areas of learning, an important aspect in connecting to and finding the best way 

in which a child with learning disabilities is taught. The approach incorporates learning 

visually, kinesthetically, verbally, and auditory, all of which being important to various 
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learners and styles of learning. The method is appropriate to visual learners with the use 

of seeing and examining the word by looking at it. A kinesthetic learner benefits from 

writing the word as well as correcting it. By spelling the word aloud, individuals who 

learn verbally are aided. The method appeals to auditory learners as well through hearing 

the pronunciation of each word by the teacher. 

The research performed in this project involves the effect of the Cover, Copy, 

Compare approach to spelling for students with learning disabilities and behavior 

disorders. The research hypothesis is students with learning disabilities and behavior 

disorders will increase their spelling accuracy after using the Cover, Copy, Compare 

method.  

Rationale for Proposed Research 

This research is important because it examines a method of helping students who 

encounter the common difficulty with spelling. This is pertinent not only to student with 

special needs but also to their general education peers because the use of this spelling 

approach may benefit them too. 

Method 

Participants 

The participants in this study were six fifth-grade students, four of whom were 

diagnosed with learning disabilities and two of who had been identified as having 

emotional and behavior disorders. All six participants received special education services 

under the eligibilities of Specific Learning Disability and Emotional and Behavioral 

Disorder in a suburban school district. Two of the students with learning disabilities 

additionally received occupational therapy services due to fine motor issues. 

2008 HICE Proceedings 
Page 3346



Setting and Materials 

The baseline, intervention, and maintenance data were gathered in a 5th grade 

special education Language Arts resource classroom. This class contained seven students 

with high-incidence disabilities. The teacher utilized 5th grade weekly spelling lists 

provided by the county in which the study took place. The classroom was set up so that 

the teacher could view each student easily as he/she completed each step of the method. 

Every student was given 3 wide-ruled loose-leaf sheets of paper, a plain 4 by 6 inch 

notecard, and the week’s spelling list upon entrance into the classroom. 

Tangible reinforcers were utilized when the student met criteria described below 

in the procedures section. The teacher had each student complete a reinforcer survey prior 

to the intervention in which they ranked and listed items that they wanted to obtain from 

the teacher’s weekly classroom store.  

Dependent Variable 

Each student’s net gain between the daily pretests and posttests during the 

baseline condition served as the dependent variable in the study. In the baseline 

condition, each student received the traditional spelling instruction for five sessions. 

During this time, three sessions of data were collected intermittently by administering a 

pretest prior to instruction as well as posttest upon completion of instruction has been 

completed. 

The consequence delivered for a correctly spelled word was a check mark. This 

was placed beside each correct word spelled on the test. There were also consequences 

provided based on each student’s total performance on the words. If a student accurately 

spelled 90% of the words on the posttest, he/she was given three tickets to add to his/her 

2008 HICE Proceedings 
Page 3347



classroom ticket box. Each student kept his/her own box in his/her desk. At the end of the 

week, the students were permitted to trade in a certain number of tickets for various items 

in the classroom store. 

Another consequence of two tickets was given for improvement of 60% or more 

from the student’s pretest to his/her posttest. If a student receives a 10% on a pretest, and 

goes on to make an 85% on the next one, he/she would be given two tickets. The class 

was already accustomed to these procedures as they had been part of the classroom 

behavior system prior to the study. 

There are also consequences for incorrect spellings, which were delivered to the 

participants during the probe condition. These included a circle around the incorrect word 

on the test, rewriting the word with its correct spelling five times each as the traditional 

spelling method called for, and a lower grade on the posttest, which counted as a spelling 

test grade for the students. After five probe sessions were completed during which data 

was taken intermittently for three of them, the intervention was introduced. 

Reliability 

To ensure reliability in this study, an additional teacher served as an observer. 

This individual was another special education teacher, who had taught or associated with 

each of the participants prior to this study. She received similar training to that which the 

students received but to a more extensive degree. The teacher’s training lasted a duration 

of two hours and required that she act as both the student and the teacher in order to gain 

experience using the procedure as well as administering it. 

Data were collected by the fellow teacher at a minimum of once per condition. 

Interobserver agreement on both student responses and fidelity the teacher had in 

2008 HICE Proceedings 
Page 3348



planning procedures was included. Reliability was estimated based on the point-by-point 

method. This took the number of agreements between the observer and the researcher and 

divided them by the number of agreements plus the number of non-agreements. That 

number was then multiplied by 100 to get the point by point reliability. A minimum of 

90% agreement was required in order to continue to the next condition. 

Reliability data was obtained for about 30% of the sessions during the baseline, 

intervention, and maintenance phases of the study. Inter-rater reliability ranged from 

91.2% to 100%, having a median of 96.6%. 

Procedural Reliability data was collected on the compliance with written 

procedures that the teacher had. The teacher behaviors on which data was collected were 

(a) prompting the students through each portion and (b) providing verbal praise on a VI-3 

schedule. Percentage agreement was reported for each teacher behavior.  

Design and Procedures 

This study was performed using a multiple probe across conditions design. 

Baseline for each participant began preceding the establishment of operation definitions. 

This phase of the study was performed in order to evaluate the initial measure of spelling 

achievement for each student. 

The participants each started the intervention once stable baseline data had been 

demonstrated. This was defined as three consecutive points that fell within 20 points of 

each other. Each student was expected to make a minimum of a 20-point gain from the 

pretest to the posttest for three consecutive days or have received 80% or higher on their 

posttests for 3 consecutive days signally mastery. Intervention began for Participant 2 

once Participant 1 met the mastery criterion. Upon meeting the mastery criterion by 
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Participant 2, Participant Three began the intervention. Intervention began for Participant 

Four once Participant Three met the criterion. Participant Four achieved mastery prior to 

both Participant Five and Participant 6 began the intervention as well. All six students 

continued in the intervention procedures until all had met mastery criterion. Two 

maintenance probes were performed once a week for two weeks once this phase had been 

concluded. 

Once the probe sessions were completed, a training session occurred with the 

student before the intervention, the Cover, Copy, Compare spelling approach, was 

introduced to the student.  The intervention served as the independent variable. The 

training lasted a duration of one hour per session. During this time, the teacher described 

the steps of the intervention, modeled those steps, and then had each student implement 

the procedures on sample list of spelling words. 

Once each student was able to perform the steps appropriately on three words, the 

intervention condition began. This consisted of three different conditions, which were 

comprised of three different sets of twenty words each. At this time, a pretest over the 

twenty spelling words for the set one condition was administered. On the test, after each 

spelling word has been stated orally, each student wrote it down on his/her paper, 

attempting to spell it correctly. Once this has been completed, the intervention was then 

introduced. 

The Cover, Copy, Compare method began with the teacher presenting the student 

with the list of spelling words for the week, three blank sheets of loose leaf paper, and a 

blank notecard with which to cover the list of words. The teacher then said the first word, 

used it in a sentence to provide the students with the word’s context, and then repeated 
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the term once more. Upon hearing the word, the students wrote down the word the way 

they believed it was correctly spelled, while their word list continued to be covered by the 

note card. This was the Cover step of the approach. 

After completing this task, the students moved onto the next step which involved 

moving their notecard down on the word list to uncover that word only. During this time, 

the notecard continued to cover the remainder of the words on the spelling list. Each 

student then copied the word onto his/her sheet of paper. This was the Copy step of the 

procedures. 

The final step of the Cover, Copy, and Compare method was the Compare 

portion. At this time, each student looked at his/her original spelling of the word and 

compared it with the correct spelling of the word he/she copied. If there was a difference, 

the student circled the correct spelling, wrote it correctly again, and repeated this process 

with that word at the end of the session. If his/her spelling was accurate to begin with, the 

student progressed onto the next word. 

Once these steps have been performed on all of the words in the first set, the 

student took a posttest. The posttest was executed in an identical manner to the pretest. 

The scores earned on the posttest were compared to those on the pretest from the same 

session in order to determine the net gain earned for each student from the pretest to the 

posttest. This gain is what was reported as data for each session. 

In the sessions of the intervention condition after this, the same steps were taken 

each time, beginning each one with a pretest, then using the Cover, Copy, Compare 

method to learn the same twenty words, and concluding with a posttest. This was carried 
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out continuously for 5 sessions or until the student had mastered this set of words with a 

net gain of 20 points for three consecutive days. 

Once the student had mastered the first set, he/she began the same procedures 

with the second set of twenty spelling words, beginning with the probe condition and 

continuing onto the intervention phase but without a training session in between. Once 

this process was repeated on the second set of words using the same mastery criteria as 

the first, the student used the same process on the third, and final, set of twenty spelling 

words in both the probe and intervention conditions. The prompt fading strategy which 

will be used involves the student becoming more independent, transitioning from the use 

of this strategy with the teacher to implementing with a peer. 

The teacher supplied verbal praise on a VI-3 schedule. Because the intervention 

was performed within a small group of participants, inappropriate behaviors were not an 

issue. However, when an isolated event did happen, the student was given one warning 

before he/she was given another assignment that was not preferable to the student and 

was unrelated to spelling. This was to complete during that class period. The participant 

then was required to return during his/her recess time to complete the spelling instruction 

that he had missed. The students were provided with this information prior to the 

introduction of the intervention.  

Social Validity 

Social validity was acquired with the use of a survey prior to and following the 

intervention for each student. The first asked the students to discuss their feelings 

regarding spelling and their own spelling achievement. Once the intervention had 

concluded, the students were each asked to complete another survey. This inquired about 
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the same ideas involving spelling but also questioned their ideas about the Cover, Copy, 

and Compare method. 

Results 

Data Analysis 

In order to display the information graphically, line graphs were used to analyze 

data recorded. Both level and trend data were evaluated against each other across 

adjacent conditions. Its length was determined by the number of sessions in each 

condition. The mean, range, and median established the level along with the stability. The 

student demonstrates stability by having to master the set of words with a net gain of 

three points for three consecutive days in order to move on to the next set of words. The 

direction of the trend, data paths within the trend and the stability all are important in the 

inclusion of trend. The split-middle method will be used with variable data because of its 

reliable estimate of trend.  

Observation Results 

The data demonstrated how effective the Cover, Copy, Compare method was for 

the students. All of the participants showed improvement during the intervention from 

their baseline performances. Each student maintained their skills as demonstrated by the 

two maintenance probes conducted once a week for the two weeks following the 

intervention.  

Social Validity 

As a whole, the data exhibited that the intervention was effective in promoting 

student spelling achievement. Further surveying revealed that the students appeared to 

generalize their spelling skills from the classroom spelling test into their writing. When 
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the teachers examined the students’ writing compositions, they found that 81% of the 

words excerpted from the spelling lists and that the students used in their writing were 

spelled accurately. This exhibits how the students spelling accuracy increased from pre-

intervention to post-intervention. When provided with the student post-intervention 

survey, each one of the six participants revealed that they felt that this method of learning 

spelling words was helpful and that they became more successful in their spelling. 

Discussion 

This study expounds on prior research performed regarding the spelling success 

that occurs as a result of the Cover, Copy, and Compare spelling method. Just as van 

Hell, Bosman, & Bartelings (2003) showed in their research, spelling achievement is 

directly correlated with the implementation of the Cover, Copy, and Compare method. 

The present study demonstrated spelling success using this method for students 

diagnosed with learning disabilities and behavioral disorders. 

Based on research done by Hubert, Weber, and McLaughlin (2000), the Cover, 

Copy, Compare approach is a motivating strategy to students over the traditional method 

of teaching children to spell. Because spelling is such an influential part of an 

individual’s writing as well as can be a reflection of his/her intelligence, it is significant 

that the student learn this skill (Fulk & Stormont-Spurgin, 1995). The English language’s 

complicated patterns are full of exceptions, which often make it difficult for learners to 

understand and with which to become proficient (van Hell, 2003). This may be the case 

especially in individuals with learning disabilities and behavior disorders. In order to 

become proficient in this challenging area, it is important for an individual with these 

2008 HICE Proceedings 
Page 3354



obstacles to implement a strategy that will enable him/her to learn the complex rules and 

patterns of the English language. 

The use of the Cover, Copy, and Compare method with spelling was 

demonstrated to be effective and successful in the resource setting. However, in future 

studies it may be beneficial to research the results of implementing this approach to 

spelling in a general education setting as a way to evaluate the generalization of the 

approach. Another manner in which to assess the method’s generalization is by using it in 

a different subject, for instance in learning the multiplication tables in mathematics. 

A primary limitation of this study was the insufficiency of data in how the method 

could be generalized. Although the intervention could be applied in a general education 

setting and/or in a different subject area, a compelling argument for the use of it in such 

environments would have supported the case for the Cover, Copy, Compare’s 

effectiveness. Future students would also be advantageous to study for a longer duration 

to collect data on maintenance of the intervention. Due to limitations involving time, the 

present study was unable to collect an extensive amount of maintenance data. 
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Enhancing Student Learning: Incorporating Webcasting into 
Distance and Distributed Learning Environments 

 
The twenty-first century is the age of information technology. Technology, especially digital 
technology, surrounds us in our daily lives. Emerging technology has transformed work 
and leisure while presenting many opportunities in education as well.  
 
Students of today are different than previous generations. They use mobile phones, digital 
cameras, and MP3 players to stay connected. These tools allow students to browse, 
download and message anywhere and anytime. The current generation of students 
expects seamless technology use. As technology changes, smaller devices travel easily 
with users, who expect wireless environments, the capacity to network with other devices 
and display vehicles, and access to power.  
 
The advent of distance courses has done much to dispel the idea that learning happens 
only in a classroom, yet the reality of how dated our standing assumptions are continues to 
unfold. Podcasting of lectures can both extend the lecture hall and make its spatial 
arrangement far more specialized than normally assumed. Wireless environments in our 
universities allow for flexible learning environments. With wireless technology why do 
students or faculty necessarily need to be in a classroom to interact and learn?  
 
Another characteristic of today’s students is the constraint on their time. The majority of 
today’s students work part time (often 30 or more hours per week), commute, and have 
outside responsibilities. Therefore, as educators how can we create learning environments 
that addresses these issues yet promote learning? 
 
Webcasting at Clemson University 
 
Since the introduction of Webcasting to several faculty members, staff and administrators 
in the College of Health, Education and Human Development (HEHD) at Clemson 
University, a number of creative media rich distributed learning environments continue to 
be developed. The following are examples of these practical and innovative strategies for 
using Webcasting. 
 
Digital Portfolios 
 
Students in some HEHD graduate and undergraduate programs are utilizing Webcasting 
as one component of their digital portfolios. The students utilized Web-based rich media to 
present personal educational experiences. The rich media enhanced portfolios are an 
avenue for students to highlight the skills, abilities, values, and what they have been able 
to accomplish while pursing an undergraduate or graduate degree. 
 
As described above, the Web-based rich media enhanced portfolios are an effective tool to 
use in education. Rich media enhanced digital portfolios provide students and young 
professionals with a dynamic and effective means of creatively displaying their skills. 
Graduates are able to make themselves “stand apart from the crowd” when applying for 
jobs and interviewing. 
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Orientation to Study Abroad Experience 
 
For the fourth year we have provided a study abroad course for Student Affairs 
professionals and graduate students from across the United States. We average twenty-
five participants per year from at least 15 different universities. The instructor has designed 
Web-based rich media mini-lectures for delivering orientation materials, travel information, 
and cultural sensitivity issues. The participants are able to access the Webcasts anywhere 
and anytime on their MP3 player. 
 
Online Site Supervisor Training 
 
The Counselor Education program has developed online training for all of their site 
supervisors who work with graduate students in the field. Since the Counselor Education 
program is accredited by CACREP the program must provide some type of site supervisor 
training. Using Webcasting to deliver mini-modules to educate site supervisors has 
increased the participation rate in the training offerings by 5 to 1. Site supervisors are now 
able to view the mini-modules on their own time and replay the Webcastings as many 
times as needed. The overall satisfaction from the site supervisors with this type of training 
has been extremely positive. 
 
Academic Advising 
 
Many materials presented to students by academic advisors must be repeated over and 
over to numerous groups. The academic advisors are now providing Webcasts of these 
materials to students. The Webcasts allow students to have access to current information 
anywhere and anytime using a Web browser on a computer or handheld device, i.e. IPod. 
 
Laboratory Operations and Orientations 
 
Webcasting has allowed the staff of the different laboratory environments to develop 
orientation and operation guidelines. Now users of these facilities are pointed to the 
Webcasts for this general information, thus allowing the staff the time to deal with specific 
issues and needs. 
   
Summary 
 
Webcasting shows promise for distance and distributed learning environments. From the 
examples provided above, we have explored some creative uses for Webcasting:  

• Web-based rich media supported digital portfolios are providing students with a 
unique way to highlight professional and educational development; 

• Webcasts allow students, staff and other learners to replay content as many times 
as they need, anywhere they may be with their MP3 player; 

• Webcasting allows important information to be shared in a consistent, timely 
manner; 

• Faculty members are able to package information, i.e. orientation sessions and 
online courses, for students dispersed by time and geography; and  

• Webcasting is being well received by the faculty and students alike. 
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Rich media Webcasts allow for the delivery of audio and video synchronized with various 
instructional methods and media. The convergence of information technologies and the 
advances in telecommunication and Web-based delivery systems provide learning 
environment opportunities that are only limited by our imaginations. 
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Abstract 
 

The author explores legal, ethical, leadership and community issues arising from the 

banning of prayer before football games in Alabama past and present.  The modern legal history 

of the elimination of a long-held tradition in many Alabama communities is brought up-to-date. 

The author explores the myriad issues of ethics, school and community leadership that a school 

or district leader must inevitably face when choosing to abide by court decisions that fly in the 

face of community values.  

Additionally, the author explores the Equal Access Act issue of Gay-Straight Alliance 

clubs asking to be recognized by middle and high schools. The author discusses the concept that 

following the letter of the law provides safe ground for school leaders when the law is in conflict 

with strongly held community values. 
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ABSTRACT 
 

 The study identified the current workloading practices in 10 selected colleges and 
universities for the purpose of developing a faculty workload decision-facilitation model for 
higher education institutions (HEIs).  The study utilized the descriptive and the theory building 
research methodology following Eisenhardt’s fundamental steps.  Data on the workload 
distributions of the triple functions: instruction, research, and service were gathered through 
survey questionnaires and interviews with the 234 faculty members and 45 administrators, 
together with data records specifically the faculty manuals of the participant HEIs.  

Analysis of the data shows no uniform policies, guidelines, or prescriptions as regards 
specific activities under each function, as well as unit and time allocations for each function 
within schools belonging to the same type or schools with the same program offering.  No 
uniform instruction-research-service workload credit and time allocation could be prescribed for 
the participant schools.  Within and across schools, differences in weekly time allocations for the 
three functions were generally dependent on the workload credit units assigned by the institution.   

Faculty-related factors such as faculty specialization, educational attainment, and work 
experience, interest, and institutional prioritization of the three functions influenced decision 
regarding faculty workload distributions. 

In consideration of the research findings, it was recommended that the participant HEIs 
spell out required (obligatory) and additional faculty activities under each of the three functions 
for the guidance of both administrator and faculty and to reflect those in the faculty manuals.  
There is also a need on the part of these HEIs to review their policies on the allotment of credit 
units and faculty time for the three functions: instruction, research, and service in the light of 
institutional priorities.  The participant HEIs should consider the problems expressed by their 
faculty members as regards faculty workload distributions and attempt to respond to those 
problems.  This was especially recommended for their concerns regarding heavy teaching loads 
that limit them from engaging in the other two functions. 

The model formulated summarized the descriptive, prescriptive, and predictive 
propositions emerging from the results.  The faculty workload decision-facilitation model 
considered three inputs:  the identification of activities performed by faculty under each function, 
decisions on credit unit and time allocation, and consideration of the factors that influence faculty 
workload distribution.  The propositions that emerged were in consonance with various literatures 
that further suggested external validity of the model proposed in the study.  However, it was also 
recommended that similar researches covering other HEIs and that would cover other degree 
programs be conducted to validate the model.    
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INTRODUCTION 
 

  The performance of the three basic functions: instruction, research, and service 
are mandatory to all institutions of higher learning (A Research Map, 1997).  However, 
based on the institution’s mission/vision and departmental/college goals and objectives, 
there could be prioritization in any one of the three basic functions (Policy on faculty 
workload, n. d.) which comprise faculty workload distributions in higher education. 
 Faculty workload is defined by several authors in varying ways.  In general, 
however, faculty workload means the full range of academic responsibilities including 
teaching-related activities, research and scholarly work, library, extension and 
administration work, all service-related activities (clinical, committee, professional, 
public), and all relevant criteria and standards applicable to faculty probation, promotion, 
and tenure (Dayle, 1999).  Put more simply, faculty workload is defined as all activities 
that take the time of a college or university teacher, related to their professional duties, 
responsibilities, and interests (Mancing, 1994).     

Faculty workload is measured by the time spent in professionally appropriate 
activities.  Three measures were considered by Meyer (1998):  total number of hours of 
faculty work per week in fulfillment of their current job, number of hours spent each 
week teaching or spent on instruction-related activities, and the number of hours spent 
each week on research and other scholarly activities.  

Not much of faculty workload distribution reports have been published, except in 
faculty manuals that are specific to the institutions that own them.  All faculty members 
may have spoken of his/her regular full time load, but no one has specific measures on 
how to account for all other activities he/she is conducting.  A number of faculty 
workload models have been developed for the faculty of health professions in the United 
States, but not in the Philippines.  Furthermore, foreign literature has reported varying 
institutional and departmental/college workload policies.  However, it reports only the 
full time equivalents and the allocation of time for conducting the various activities under 
instruction, research, and service as reported by individual teachers.  To date, there is no 
empirical literature on workload models for faculty in higher education in the country.  
The present study is a response to this research gap.  It attempts to identify the current 
faculty workload practices in selected colleges and universities in the National Capital 
Region (NCR) for the purpose of developing a local empirically-based instruction-
research-service faculty workload decision-facilitation model for higher education.     

The model proposed in the present study could facilitate decisions concerning 
faculty workload distributions that might best serve the priorities and needs of 
universities, colleges, or departments of HEIs in the NCR. This is the study’s contribution 
to research in educational management, particularly as regards policies concerning 
faculty.  It also addresses the research gap in this specific area. 

Objectives of the Study 

 The study aimed at the formulation of a faculty workload decision-facilitation 
model for higher education institutions.   
 Specifically, the study intended to determine the following using Eisenhardt’s 
research methodology: 

2008 HICE Proceedings 
Page 3365



1. How the triple functions of instruction, research, and service are performed in 
each participant HEI in terms of activities and the corresponding time and 
unit allocation for each function.  

2. The similarities and differences within and across types of schools (HEIs with 
COEs, CODs and with Level 3 accredited programs) and degree program 
offerings (education, commerce, and engineering) as regards faculty activities 
under the three functions: instruction, research, and service; unit allocation 
and time devoted to each function; problems encountered regarding faculty 
workloads and how these have been resolved; and the needed improvements 
in faculty workload practices and policies based on the feedback of the 
participant administrators and faculty. 

3. How faculty workloads are determined. 
4. The descriptive, prescriptive, and predictive propositions that may be 

developed using the relevant data and the factors that are likely to influence 
faculty workload distribution. 

5. The model of faculty workload distribution that can be developed  in terms of 
descriptive, normative, and relational propositions may be proposed for HEIs 
in the NCR based on commonalities within and across groups of schools and 
degree program offerings 

 
Conceptual Framework 

 
 This study is anchored on the concepts and ideas of Eisenhardt (1989 cited in 
Ghosh, 1995), Eisenhardt (1995), Strauss (1997), Cohen (1991, cited in Lynnham & 
Torraco, 2001), and Beauchamp (1987) regarding theory-building research.  The 
fundamental steps in building theory from case study research proposed by Eisenhardt 
(1989, cited in Ghosh, 1995) was utilized to guide the study.  The steps consist of getting 
started, selecting cases, crafting instruments and protocols, entering the field, analyzing 
data, shaping and verifying hypotheses, enfolding literature, and reaching closure.  The 
grounded theory approach of Strauss (1997), on the other hand, stresses the use of 
constant comparison as an important component of grounded-theory research.   

 
 

METHODOLOGY 
 

Data were obtained  from 234 faculty members and 45 administrators of 10 HEIs 
that were grouped as Center of Excellence (COEs), Center of Development (CODs) and 
with Level 3 accredited programs in education, commerce, and engineering.   Three 
instruments used to gather the data include a survey sheet intended for faculty members, 
the interview guide for administrators, and the checklist that elicited information from 
records of the respondent HEIs.   
 The model was developed based on the process paradigm adapted in the study.  A 
combination of qualitative and quantitative information formed the database of the study.  
The model was formulated after analyzing the data, shaping hypotheses, and verifying 
them.  The existing faculty workload distributions within and across school types (i.e. 
COE, COD, with level-3 accredited programs) were analyzed quantitatively and 

2008 HICE Proceedings 
Page 3366



qualitatively in terms of the specific activities performed by the individual faculty 
members under the three functions:  instruction, research, and service.  The activities 
were further analyzed in terms of the credit units and amount of time devoted by the 
respondent faculty members for those activities. Frequency counts and percentages as 
well as means were used in summarizing quantitative data obtained from the survey 
questionnaires.  Qualitative analysis was employed to determine commonalities and 
differences in the processes employed in faculty workload distributions in the participant 
HEIs in the problems encountered, and in the recommendations made by the respondent 
faculty members and administrators.  The identified institutional- and faculty-related 
factors were analyzed in terms of their possible influence on decisions concerning faculty 
workload distribution.  Results of data analysis were propositions that emerged from the 
study. 

Propositions were formulated, based on commonalities in findings within and 
across types of schools and of degree programs. A synthesis of the resulting propositions 
made up the proposed model.   The propositions were subsequently compared with the 
extant literature on faculty workload distributions to determine agreements and 
disagreements.  Agreements established the generalizability of the propositions derived 
from the study.  Disagreements pointed out areas that need further verification in future 
research endeavors.  The model was developed based on the propositions made, 
regardless of whether they affirmed or negated the existing literature on faculty workload 
distributions and practices. 
  

RESULTS AND DISCUSSION 
 
 Identifying faculty activities under the triple functions of HEIs should be clarified 
to guide decisions regarding assignments of faculty workloads.  Faculty workload in 
higher education institutions consisted of the triple functions, instruction, research, and 
service. 

Under the instructional function, classroom teaching was the primary task of 
faculty members in HEIs.  Classroom teaching, class preparation whether for lecture or 
laboratory courses, and evaluation of student achievement were likely to be basic or 
essential activities of faculty members under instruction.  Student consultation, academic 
advising of undergraduate and graduate students, new course development, 
communicating with students through e-mail, and thesis and dissertation writing 
supervision were additional activities under instruction.  However, these were not likely 
to be observed by all HEI faculty, and henceforth, did not fall under the basic tasks of 
instruction.   

Research was a required function of faculty members regardless of type of school 
and of degree program offering.  This function generally involved performing the 
following tasks:  library research, preparation of articles for research publication, 
manuscript preparation, research grant preparation, data collection, and data analysis.  
Faculty members are more likely to engage in library research compared with conducting 
and publishing scholarly research.  Faculty members from HEIs with COE were more 
likely to perform research activities compared with those from HEIs with COD and level-
3 programs. Faculty members from HEIs offering education were more likely to perform 
research activities compared with those from HEIs offering commerce and engineering.  
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Faculty engagement in research activities also tended to vary by program offering, with 
those from education more likely to engage in research than those from engineering or 
commerce.   

The third function, service, was comprised of internal service and external 
community service.  Internal service activities covered membership and/or participation 
in school governance and/or committee, peer evaluation of instruction, preparation of 
learning materials for school, and guidance in student clubs and organizations.  External 
community service covered participation in external community projects, involvement in 
professional societies, giving of talks to external community groups, involvement in 
national organizations, and membership in editorial boards.  Extent of faculty 
involvement in internal and external community service tended to vary within and across 
type of schools and program offering. 

Teaching unit allocation varied by school type.  HEIs with COEs were more 
likely to require less teaching units compared with the other types.  Those with level-3 
accredited programs required the most number of teaching units compared with other 
school types.   

HEIs that gave emphasis on instruction tended to allocate 18 to 24 units of 
instruction, but the research function was not included in the workload.  HEIs that were 
geared towards equal emphasis on instruction and research tended to allocate the least 
number of units, i.e. 12 units for instruction, with research either as part of the load and 
considered an overload. Unlike instruction and research, external community service is 
not likely to be allocated credit unit equivalence.  

Percentage of time devoted to each of the three functions varied according to type 
of HEIs and program offering.  Faculty in HEIs with COEs were more likely to spend 
less time for instruction and HEIs with level-3 accredited programs the longest time for 
the same function.  Faculty in HEIs with COEs were also likely to devote higher 
percentage of their time to research and those HEIs with level-3 accredited programs the 
lowest.  In addition, faculty in HEIs offering education were more likely to devote greater 
percentage of their time to research and service and those offering engineering, the 
lowest.   

Faculty in HEIs which required less load and time for research tended to be more 
engaged in research.  Hence, all things being equal, lower instructional load was likely to 
result in greater faculty engagement in research. 

Decisions regarding faculty workload were generally influenced by faculty 
specialization, educational attainment, and work experience.  Institutional prioritization 
was another major factor influencing decisions regarding assignment of faculty workload 
distributions. Academic rank and faculty interest might have also influenced workload 
assignment but to a lesser degree.  The vision-mission and the departmental or college 
objectives and goals were other factors that tended to influence such decisions.  

The formulation of the faculty workload tended to be a joint activity of the 
administration and the faculty members.  In cases when conflicts would arise between the 
administration and the faculty regarding faculty workload, there would be a mechanism 
for resolving such conflicts.  The foremost problem encountered as regards faculty 
workload was generally more research-related.  Problems concerning faculty workload 
were more likely to be in the area of research with time constraint, owing to heavy 
instructional load, being a major cause.  Lighter faculty loads tended to be viewed by 
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faculty as a needed improvement in faculty workload distribution to allow them more 
time to conduct research.  Unless specific time and unit allocations for the service and 
research functions were specified in the faculty manuals of the participant schools, the 
two functions were likely to continue to be given less priority by the faculty.    

All of the propositions that emerged from the findings of the study were in 
agreement with the extant literature on faculty workload. 

 
 

FACULTY WORKLOAD DECISION-FACILITATION MODEL 
 
There was no general formula that might be prescribed for faculty distributions 

across type of HEIs or across type of program offerings.  Factors that influenced 
decisions concerning faculty workload distributions would continue to prevail in these 
institutions, unless major changes were initiated to provide more faculty involvement in 
the other two functions, research, and service.  Prioritization of research and/or service 
might require corresponding increase in faculty unit and time allocation for those 
functions.  A generalized model for faculty decisions regarding faculty workloads 
appears in Figure 1.  

The figure shows that decisions concerning faculty workload distribution in 
higher education institutions (HEIs) were anchored or based on different considerations:  
a) the functions expected of HEIs and faculty activities under each function; b) credit unit 
allocation for the triple functions; and c) time allocation for those functions.  Aside from 
those considerations, d) there were teacher- and school-related factors that influenced 
decisions concerning faculty workload decisions.  All of those four factors served as 
inputs in the process of deciding faculty workload assignment. 
 Determining the activities under each of the functions and delineating which were 
essential or required of all faculty, together with additional but optional activities was the 
first set of inputs towards making decisions concerning faculty workload distribution.  
Specifications of those two sets of tasks would guide both the administrators and the 
faculty as regards expected tasks of the latter.  Activities which an HEI deemed most 
important in the practice of the teaching profession could be designated as essential, 
basic, or required tasks, while those that were not as important, but which were believed 
to benefit the school stakeholders may be suggested tasks of the faculty.  These sets of 
tasks could vary from one type of institution to another, and variations may also occur by 
discipline, as the results of the study revealed.  What was important was that the faculty 
manual was clear about obligatory and optional or secondary faculty activities under each 
function. 
 A second set of inputs in making decisions concerning faculty workload was 
credit unit allocation.  The prioritized function of an HEI was clearly manifested in the 
unit allocation for each of the three functions.  Hence, if an HEI would desire and intend 
to be a research institution, then that thrust should be reflected in the distribution of work 
units corresponding to the three functions.  These unit allocations communicated the 
institutional prioritization of the three functions.  Correspondingly, the time allocation for 
each of the three functions (the third input) would be greatly dependent on the credit unit 
allocation.  If research were to be given more emphasis than what has been accorded to it, 
then, the faculty needs to devote more of their weekly residency hours on the said 
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function, with a corresponding release time from the performance of the instructional 
function.  Similarly, if service were to be accorded more importance than what it used to 
be, then the faculty need to spend more time for this function than before; and this would 
require a reduction in time in the performance of the other functions.  In general, there 
should be more credit unit allocation for the most prioritized function, and 
proportionately lesser allocations for the other two functions, in the order of priority.  
Moreover as a guide for administrators and faculty, ranges (minimum and maximum) of 
faculty weekly hours for each function should be specified in the faculty workload. 
 

Figure 1 
Faculty Workload Decision-Facilitation Model for Higher Education Institutions 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
  
 
 
 

The last set of input consisted of factors that influenced decisions concerning 
faculty workload distributions.  Faculty-related variables that needed to be considered in 
assigning workloads needed to be identified and communicated to the members of the 
academic community.  Other factors which might be institutional or departmental in 
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nature needed also to be determined, and agreed upon by the academic community, to 
guide and facilitate decisions concerning faculty workload distribution. 
 All of those inputs were considered in making decisions concerning faculty 
workloads.  Moreover, to avoid conflicts or problems between administrator and faculty 
regarding such distributions, there was a need for faculty consultation and a mechanism 
for resolving conflicts that may arise. 
 There was no common standard formula on the ratios of unit and time allocations 
for the functions: instruction, research, and service that may be proposed for HEIs.  Such 
a formula was school specific and may be even be discipline specific.  Moreover it was 
dependent on the factors or inputs that influenced decisions regarding faculty workload 
distributions.  What was important was that whatever the bases were, these should be 
deliberately determined and disseminated accordingly for the guidance and direction of 
both administrators and faculty. 
 In summary, delineation of required and optional/additional activities under each 
function; reflecting credit unit allocations the function that a particular HEI deemed most 
important, and specifying minimum and maximum unit allocation for each function; 
specifying ranges of faculty weekly residency hours for each function on the basis of 
credit unit allocations, and clarifying other factors that should be considered in assigning 
faculty workload distributions were input variables that were proposed by the model to 
facilitate decisions regarding faculty workload distribution. 

The agreement between the propositions that emerged from the results of the 
study and the related literature on faculty workload distributions was suggestive of the 
external validity of the model proposed in the study. However, there were other ways of 
categorizing activities under service and which may guide HEIs in specifying the 
activities that should be performed under the function. 

Recommendations 
  

Findings of the study proposed that the HEIs spell out required (obligatory) and 
additional faculty activities under each of the three functions for the guidance of both 
administrator and faculty and to reflect those in the faculty manuals.  There is also a need 
on the part of these HEIs to review their policies on the allotment of credit units and 
faculty time for the three functions: instruction, research, and service in the light of 
institutional priorities.  If an HEI desires to be a research institution, then it needs to 
allocate more credit units to the said function, with a corresponding decrease in the unit 
allocation for instruction. 

The HEIs should consider the problems expressed by their faculty members as 
regards faculty workload distributions and attempt to respond to those problems.  This is 
especially recommended for their concerns regarding heavy teaching loads that limit 
them from engaging in the other two functions. 

As offshoot of the study, a replication of the study covering other HEIs  to 
validate the model and that similar research that will cover other degree programs be 
done.  
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Title of Session 
 
“Integrative Learning and the Recovery of Inquiry in Higher Education” 
 
Session Description (for publication  in conference program) 
 

Presenter will describe an integrative learning concept for teaching and learning 

in higher education, with particular emphasis on the pedagogy of inquiry teaching. Facets 

of integrative learning include deep understanding, holistic goal structures, cross-

disciplinary liberal arts subject matter, attention to vocational ends, independent learning, 

and synthesis. Participants can interact with the presenter who will present a research 

base for the learning theory and pedagogy of integrative learning, as well as examples of 

inquiry lessons. 

ABSTRACT 
 

Integrated Learning and the Recovery of Inquiry in Higher Education 
Tom R. Rosebrough, Ph.D. 

 
In March 2004, the Association of College and Universities (AACU) and the Carnegie 

Foundation for the Advancement of Teaching (CFAT) jointly released a report entitled, 

“Integrative Learning: Opportunities to Connect,” which called for higher education institutions 

to create more “connected” learning opportunities through first-year seminars, learning 

communities, interdisciplinary programs, capstone experiences, portfolios, advising, student self-

assessment, and more. They view integrative learning as grounded within individual disciplines, 

but going beyond academic boundaries to address real-world problems. The concept embraces a 

changing world in which higher education must connect to students in new ways. Not 

surprisingly, pedagogy is a key to integrative learning (Huber & Hutchings, 2004). 

The CFAT web-site (2007) quotes Mary Huber as she describes integrative learning as 

helping undergraduates develop “habits of mind that will prepare them to make informed 
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judgments in the conduct of personal, professional and civic life.” (p. 1). Lee Shulman (2005) 

has written and spoken extensively about pedagogies of the mind, hand, and heart that will assist 

learners in understanding and practicing knowledge. He refers to a moral obligation of teachers 

in pedagogy, suggesting they take a “Socratic Oath” similar to medicine’s Hippocratic Oath. 

Inquiry is at the heart of this pedagogy and others, like the use of seminars and case studies to 

stimulate deep understanding.  

An important facet of integrative learning is its focus on a more holistic education. 

Rothblatt (1993, p. 28) refers to the classical tradition of educating the whole person, saying that 

liberal education has historically encouraged “breadth of outlook, a capacity to see connections 

and hence an ability to make fundamental decisions and judgements.” Huber and Hutchings 

(2004) describe integrative learning as learning that is greater than the sum of its parts. They see 

it as connecting to responsible participation in civic life, but also linking liberal education to 

vocational ends.  

The link to vocation represents a significant change for liberal arts education. Indeed, 

Huber and Hutchings (2004) assert that today’s students, as global citizens, would benefit greatly 

from taking a “more intentional, deliberative, and reflexive stance toward vocation” (p. 3). 

Global citizens must be aware of complex interdependencies, be able to learn from an array of 

sources and from experience, and, most importantly perhaps, make productive connections 

between theory and practice (Nussbaum, 1997).   

Problems as yet unborn await the inhabitants of this century to a degree that seems 

unprecedented. Louis Pasteur’s reminder is still valid: “Chance favors the prepared mind.” 

Integrative learning has as a goal to develop independent thinkers and learners. No single 

learning theory seems more attuned to this goal than constructivism. The constructivist theory of 
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learning (Alexander, 2006) asserts that learners must be led by teachers to construct their own 

knowledge. Jerome Bruner (1996) comments on constructivism thusly: “The ‘reality’ that we 

impute to the ‘worlds’ we inhabit is a constructed one” (p. 19).  

Constructing individual reality requires a pedagogy that facilitates (a) deep 

understanding, (b) analysis, and (c) synthesis. To teach for understanding is a fundamental 

priority for cognitivists. A teacher has not taught until students have learned. And, one of the real 

attractions of a concept like integrative learning is that learning should be a synthesis as well as 

an analysis of knowledge. No single pedagogy has the potential for combining understanding, 

analysis, and synthesis more than inquiry teaching, an approach to teaching and learning that 

deserves recovery. 

Bruner pioneered the popularity of discovery learning pedagogy, upon which 

inquiry teaching is based. His theory includes the premise that students learn best when 

they use what they know as the basis for new learning, as contrasted with merely telling 

learners what we as teachers believe they need to know (Alexander, 2006). The demands 

on the learners of this century, and an emergent knowledge base on how we learn, move 

us toward recovery of and re-acquaintance with the pedagogy of teaching and learning 

through inquiry. 

Such a theory is based on a cognitive psychology that has the presumption that 

students at all ages and levels have a genuine interest (or innate curiosity, if you will) in 

discovering something new and in seeking solutions to relevant problems. As Ormrod 

(2004) states, “Contemporary cognitivism emphasizes mental processes and proposes that 

many aspects of learning are probably unique to the human species” (p. 183). While 
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expository instruction is often the most efficient means of presenting information, it may 

not be so efficient on the receiver’s end of the transaction.  

Pedagogy that motivates learners to seek and discover solutions to problems and 

reflective questions is called inquiry teaching. Inquiry teaching is an investigative process 

of learning in which students are asked to pose questions, analyze data, and develop 

conclusions or generalizations (Orlich et al., 1998).  Arguably the most effective 

pedagogy (Bransford et al., 2000) for learning how to transfer learning to new problems 

and settings is inquiry teaching. Voss (1987) found that both elementary and secondary 

students can gain from the inquiry model.  

Teachers who utilize inquiry reduce the emphasis on (but not necessarily the amount of) 

content covered and increase the time spent on content taught through process skills like 

problem-solving and critical thinking. Research (Schmidt, 2004; Schmidt et al., 2002) has shown 

that students in high-achieving countries were offered fewer topics coupled with more focused 

content, allowing teachers to delve more deeply into subject matter. Such a focus on coherent 

content and deep understanding is vital and should be seen as part of a balanced approach to 

pedagogy. In other words, there is a time for the “efficiency” of exposition (not coverage for it 

own sake) and traditional methods, and a time for more student-oriented pedagogy like inquiry 

with an emphasis on problem-solving. 

While inquiry has played a strong role in science and the social studies, it can be 

applied to all disciplines because it uses the scientific method of discovery. It is effective 

on a broad base because it relies upon four fundamental ideas: (a) it relies upon 

questions—always the teacher’s best tool—from both the teacher and the students; (b) it 

places the teacher in a facilitator role, a role that includes preparing a good problem to 
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solve, preparing resources for the students to use (it is very important that learners do not 

become so initially frustrated in finding solutions that they give up), and orchestrating the 

inquiry discussion and assessment; (c) it encourages natural curiosity in intermediate 

grades through higher education, which is precisely the time it is needed because of the 

tendency of traditional schooling to discourage question-asking as learners move through 

the grade levels; and (d) it asks students to seek their own information and create their 

own knowledge—so much more sensible than traditional education that is often based on 

memorizing facts in a fast-changing world where knowledge has literally exploded.  

The context of inquiry teaching and learning is important. Educators must not lose 

track of what is to be learned and why. Bruner (1974) warned that “Discovery was being 

treated by some educators as if it were valuable in and of itself, no matter what it was a 

discovery of or in whose service” (p. 15). This is what John Dewey (1938) called our 

dualistic tendency as educators. We emphasize one idea to the demise of another. In this 

case, we fall in love with the process (inquiry or discovery) and forget the product (which 

is knowledge). Inquiry teaching establishes real problems that require searching for 

background knowledge, teacher modeling of good questions, and continual feedback. It is 

a patient process that poses questions or issues, and seeks not answers necessarily, but 

resolutions. It is a pedagogical model that fits comfortably within the concept of 

integrative learning because, for one, it depends upon the intellectual curiosity of the 

learner. 

The model of inquiry teaching not only builds on the curiosity of the learner but also 

initiates the learner into knowledge-making. The intellectual confrontations help students gain a 

healthy respect for knowledge and its dependability (Schaubel et al., 1991). Inquiry teaching and 
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learning presents an adaptable structure of problem-solving for teachers and learners. Sawyer 

(2006) says that one the key ideas in the new learning sciences is engage students in activities 

similar to the daily activities of professionals who work in a discipline. Authentic practice allows 

students to deepen their knowledge of the particular discipline by focusing on a relevant 

problem. 

 The most common way of presenting a good problem is through a question to answer or a 

problem to solve. The question must connect with the learners’ experiences and motivate them to 

want to answer it. Marzano et al. (2001) say that asking students to generate and test hypotheses, 

which is the essence of inquiry teaching, is one of the most powerful and analytic of cognitive 

operations. To formulate a hypothesis is one the most powerful and intuitive exercises we can 

conduct. We are asking students to make educated guesses; i.e., we are asking them to ask good 

questions based on valid evidence.  

There seems to be substantial agreement that relevancy and higher order questions are 

the most important qualities for teachers to consider as they initiate a lesson. Relevancy to the 

subject at hand brings along with it student interest (Alexander et al., 1994). And, higher level 

questions produce deeper learning (Redfield & Rousseau, 1981). When we form a question, we 

want to carefully build in these elements,  

In the subject area of history, for example, learners might be studying the Civil War. This 

topic may or may not have meaning for students initially. Indeed, if the teacher assigns a chapter 

and asks the students to analyze the causes of the American Civil War, the topic may have little 

meaning for them.  

What if, however, the instructor asks, “What was it like to live during the Civil War?” 

This question opens many possibilities, including interdisciplinary perspectives, especially if the 
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teacher follows up with an interesting springboard like an authentic set of letters written by a 

southern family in the early 1860’s. (Elaboration on this example will follow, along with other 

examples as time permits.) 

One of the great challenges in higher education, indeed in P-12 education, is building a 

community of learners as well as a community of educators. Teaching and learning tend to be 

rather go-it-alone experiences by tradition. Inquiry as a pedagogy within the concept of 

integrative learning holds promise for breaking out of isolated learning environments and in 

fostering such communities. Helping students integrate their learning can enhance their abilities 

to make the self-connections and social-connections needed in higher education. 
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Abstract 

The No Child Left Behind requirements can be met by a powerful and research-supported 
information processing principle: CPC Way. It requires learners to work with data in 
quantities that matches their information processing capacity (C), from a pyramid of 
knowledge (P) or outline of keywords, and to chunk (C) everything into a meaningful 
whole for later uses. This principle is incorporated into an early literacy program 
consisting of three courses suitable for children from age two or older and into Improving 
Achievement the CPC Way courses for lower elementary, upper elementary, intermediate, 
and high school/college students.  

Summary 

Suggestions are provided on incorporating  the CPC Way into (a) improving teacher 

competencies and (b) empowering students to become independent learners by acquiring 

study, critical thinking, and self evaluation skills. Prevention is emphasized over 

intervention to surpass the No Child Left Behind (NCLB) standards. 

Prevention 

There are numerous suggestions on how to improve learning afloat in the turbulent 

educational waters, but they have had little or no long-term successes. The National 

Assessment of Educational Progress for 2007 shows a modest gains of  in reading scores 

of fourth and eighth graders. The NCLB is one attempt to improve achievement, but it 

suffers from a lack of understanding of individual differences (IDs) of students that affect 

learning and of an effective learning strategy. What is needed is to identify pertinent IDs 

and to develop a new and dynamic strategy for improving achievement. Such a strategy 
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that accommodates IDs and effectively improves achievement is the CPC Way 

information processing principle. 

The CPC Way asks persons to process at one time units of information that do not 

exceed capacity (C); to develop a pyramid (P) of knowledge or outline of keywords 

consisting of capacity-matching information structured hierarchically, with prerequisite 

knowledge at its base and new knowledge in successively higher layers, and capped by 

an integrating concept; and to chunk (C) or integrate everything into a meaningful whole 

for storage and later recall (e.g., Furukawa, Cohen, & Sumpter, 1982). This principle is 

illustrated in the following reading example (for PowerPoint courses for all subjects in all 

grades, see https://pages.towson.edu/furukawa). 

 

 

The capacity (C) of a three-year-old is 3. Consequently, in beginning reading for 

kindergartners, the pyramid of knowledge (P) can consist of an actual structure as shown 

in the boxed figure. It responds to the demands of both Cs: Capacity (3 for 

kindergartners) and chunking. Therefore, this pyramid provides new information to 

kindergartners in capacity-matching units of 3: 3 shapes, 3 sounds, and 3 letters for 

chunking (C) at the apex into the word fox. 

Several IDs of students that affect learning are accommodated in this illustration: 

capacity, learning experience, learning style preferences (verbal or visual), and 

motivation by increased successes in learning. To supplement the explanation that 

accompanies the boxed figure, it should be noted that VAST processes (V = Visual, A = 

Auditory, S = Speech, and T = relating new to old data) are employed. Additionally, to 

facilitate chunking during reviews, FSAT questions (F = Facts, S = Summary, A = 

Attitude, and T = Thought—applying the new knowledge in novel situations) can be 
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asked. This critical thinking and problem solving questions require greater 

comprehension when moving from F to T, with the T question being the most complex, 

and ensures permanent storage in memory. 

Intervention 

When is the right time for intervention? Interventions should occur as soon as learning 

problems are either discovered or appear possible through diagnostic assessments. One 

such indicator of future problems is a low capacity as measured by either a picture-

capacity test for nonreaders (Furukawa & Sunshine, 1977) and a word-capacity test for 

readers (Furukawa, 1977). 

Instead of intervention, nevertheless, prevention is preferred. In other words, begin in 

preschool to capitalize on the cognitive strengths of each preschooler. 

Improving preschoolers’ cognitive and language competencies 

One method for improving cognitive and language competencies of preschoolers has 

been illustrated (boxed figure and explanation). Evidence collected in day care and 

kindergarten show that reading and arithmetic skills can be developed early with 

instructional materials based on the CPC Way. For example, a class of minority children 

from low socioeconomic families taught the CPC Way surpassed the reading and 

arithmetic test scores of a control group of non-CPC children. More importantly, with no 

further contact with the children, the worst scorer among the CPC-taught children at the 

end of first grade surpassed 68% of the Non-CPC children on a state-mandated test. In 

fact, the high scorers equaled or surpassed the norms for second graders. 

Early identification of learning disabilities or special learning needs 

Children with learning disabilities (CLD) or children who may end up in special 

education classes can be identified in several ways. The children can be administered a 

diagnostic test battery, including the picture-capacity test and other tests to determine the 

extent of prior learning experiences (Furukawa, 1988, 2006). If a child scores low on the 

capacity test, then reading and arithmetic lessons can be adjusted to present information 

in capacity-matching quantities. Also, if the child does poorly on a test of writing 
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legibility—copying letters and numbers to measure eye-hand coordination and physical 

dexterity, then the child can be given additional exercises, including drawing, filling in 

outlined letters, and tracing written words. 

As lessons are taught, however, children that are struggling to learn from the current 

text should be shifted to an easier program. For example, the Early Literacy Program 

(Furukawa, 1988; 2006) consists of three courses (CAT, BEE, and FOX-DOG) that teach 

one, two, or three new things (e.g., letters or words) per lesson. Hence, a child struggling 

with the FOX-DOG course can be shifted down to either the BEE or CAT course. 

Interventions in middle and secondary school 

Interventions the CPC Way in middle and secondary schools are effective for most 

students, but it may not be as effective for low-capacity students. Overall, middle school 

students taught the CPC Way and its applications managed to improve their SAT scores 

on all academic skills by an average of 6.15 points and study skills by a huge 9.15 points. 

These CPC-taught students continued to surpass the non-CPC students in high school 

(Furukawa, Ayson, & Yoshina, 1996). 

In high school biology, students taught the CPC Way and its applications and 

provided with keyword outlines and figures, managed to improve their scores in biology 

(Furukawa, Blenckstone, Dudley, & Hutton, 1980). More impressively, they managed to 

generalize the CPC Way to other academic subjects. Hence, more of their grades 

improved in other subjects. Unfortunately, however, students who were not taught the 

CPC Way scored lower in other subjects. 

In conclusion, a caveat is repeated: Prevention is more effective than intervention. 

Nevertheless, in both cases, the CPC Way information processing principle is equally 

effective. This powerful and universal principle successfully accommodates student IDs 

in capacity, learning experience, learning style, and learning motivation, a contention 

supported by strong and comprehensive research evidence. Therefore, educators are 

urged to adopt the CPC Way for students, teachers, and instructional materials as a means 

of meeting and surpassing the standards set by NCLB. 
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 Teacher attrition, hiring practices, inadequate or nonexistent formal supports, a 

lack of administrative support, dealing with behaviour issues, communicating with 

parents, time constraints, classroom management, assessment, and a general lack of 

confidence are key areas that novice teachers report as most challenging.   I have a 

passion for this specific area of research because, as a novice teacher, I am well aware of 

the challenges that many novice teachers face. With the introduction, in Ontario, Canada,  

of the New Teacher Induction Program (NTIP, 2006) as well as recent recommendations 

by the Ontario College of Teachers (Preparing Teachers for Tomorrow: The Final Report, 

2006), the education system is undergoing redesign from pre-service to in-service.  In 

light of the proposed educational reforms, the need for the novice teacher voice in the 

research has become crucial.  Moreover, it is necessary to consult those for whom 

induction programs are being developed to ensure the efficacy of such programs.  This 

chapter outlines the research context, the purpose of the study and my personal 

reflections, as well as provides an outline of the research proposal.     

Research Context 
 

Over recent decades, several more studies indicated that an alarming number of 

teachers are leaving the profession (Black, 2004; Kardos, 2003; Kirby & Grissmer, 1993; 

Konanc, 1996; McIntyre, 2004, OCT, 2004A).  In effort to shed light upon the attrition 

rates among novice teachers, research studies identify some of the recurring themes and 

patterns in the experiences of teachers entering the profession. One such study found that 

certain indicators proved to be most prominent in leading novice teachers to resign from 

the profession, such as, societal attitude toward teachers, financial issues, time scarcity, 

workload, working conditions, and relationships with students and parents (McCoy, 
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2003).  Other studies cite the teaching profession’s inability to induct beginners gradually 

as a prime reason for the high rate of teacher turnover (Croasmun et al., 1997).  In the 

teaching profession, there exist few opportunities for intern or trainees to fully prepare for 

the challenges they will face.  In fact, novice teachers generally have full teaching 

responsibilities at the onset of their teaching careers.  Generally, they must also attend 

classes simultaneously and have limited expert supervision while teaching (Shulman & 

Colbert, 1989).  

In recent studies by the Ontario College of Teachers, new teachers report high 

levels of stress and job insecurity (OCT, 2003a, 2003b, 2004a, 2004b). The first and 

second year teachers surveyed across Ontario felt the hiring process was both awkward 

and complicated and, in many instances, they reported the need to combine partial 

assignments to create full time teaching jobs. In addition, the novice teachers felt they 

were assigned some of the most challenging teaching positions (OCT, 2003a). New 

teachers who were coping with assignments in combined grades, special education or 

grades with provincial testing reported they were ineffectually prepared for such 

positions and felt unable to teach the new curriculum (OCT, 2003b). Moreover, among 

these 550 first year teachers surveyed, less than half reported satisfactory classroom 

resources and in-service professional learning.  

The issue of whether to provide more practica, longer internships, two-year 

teacher preparation programs and induction and mentorship programs is not a relatively 

new phenomenon.  In Ontario, for example, Fullan and Connelly (1987) recommended a 

two-year induction program followed by a 2-year apprenticeship as part of a nine-year 

training period. Instead of accepting these recommendations, new induction programs for 

2008 HICE Proceedings 
Page 3389



    

 3

teachers, teacher internships, and teacher residency programs are becoming more 

common (Holdaway et al., 1994). Zimpher and Grossman (1992) asserted that thirty-six 

U.S. states instituted the requirement of a new teacher assistance program. 

  In 2005, the Ontario government eliminated the Ontario Teacher Qualifying Test 

(OTQT) and recent legislative developments in Ontario have since mandated that instead 

of the OTQT all new teachers will be required to participate in a New Teacher Induction 

Program (NTIP).  This constitutes a major change in the landscape of teacher preparation, 

certification and training in Ontario and thus presents a large gap in the existing research 

surrounding the induction of novice teachers from pre-service to in-service.   

Purpose of the Study 

The purpose of this research study is to investigate novice teachers’ experiences 

as they move from pre-service to in-service in light of a changing educational landscape 

in the Ontario context.   

In light of a shift toward mentorship and induction as a means of easing the 

transition to teaching for novice teachers in Ontario schools, as well as a need for greater 

research surrounding the Canadian context has created a gap in existing research that 

necessitates consideration.  Moreover, the voice of the novice teacher in the Ontario 

context, with particular reference to the experiences and challenges faced in the first 

years of teaching, ought to be fundamental in creating any program or policy that is 

aimed at mitigating challenges for novices and increasing their opportunity for success in 

the profession.  In essence, understanding the novice teacher reality in a changing 

landscape in Ontario schools ought to certainly include the voice of those for whom the 
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changes are being implemented.  In this light, the underlying research questions for this 

study are as follows: 

1. What challenges are novice teachers experiencing in Ontario that administrators, 

boards, the OCT, and/or policy makers should be aware of?  

2. What do novice teachers say is necessary to prepare them to meet the challenges 

they face? 

3. What supports (formal/informal) do novices find most beneficial in mitigating the 

challenges they face in their first years? 

4. What role has induction/mentorship played in mitigating any challenges you have 

faced as a novice teacher in Ontario? 

5. What do you need in order to be better prepared and more effective in meeting 

your goals as a novice teacher? 

 

 Researcher: Personal Background 

As a recent graduate of OISE/UT’s two-year Master of Teaching (MT) program I 

have an in-depth knowledge of the attitudes and anticipated challenges of pre-service 

teachers.  Sharing similar educational experiences with the participants will provide a 

foundation to inform my research and a basis for the formation of questions in the 

surveys to be administered.  As a researcher who is both an MT graduate and a novice 

teacher, my research offers participants an opportunity to share their successes and 

challenges as a new teacher in a context outside of their school board with the 

understanding that their insights and experiences will provide important feedback for the 

MT program, future graduates, as well as policy makers and administrators.  

As a doctoral candidate in the Curriculum Studies and Teacher Development 

program within the Department of Curriculum, Teaching and Learning at the Ontario 

Institute for Studies in Education of the University of Toronto (OISE), I have gained 

2008 HICE Proceedings 
Page 3391



    

 5

practical experience in junior, intermediate, and special education settings. As a Teacher 

Education Program Assistant (a graduate teaching assistant role) with the Master of 

Teaching Program (2005-06), I have gained hands-on experience working with pre-

service teachers that has provided me with recent insights into prevailing issues 

surrounding their transition to teaching.  Combined with my recent certification as a 

teacher in Ontario and employment with one of the Boards of Education, these 

experiences have also given me the opportunity to be subject to many of the 

circumstances that novice teachers face in the hiring process and in the classroom.  

Inspired by a theoretical knowledge base with a focus on research and inquiry for the 

purpose of informed practice, I have been motivated to conduct further research 

surrounding novice teachers and their transition to the classroom.    

Significance of the Study 

Kardos & Johnson (2007) document the need for research on the effects of 

mentoring and induction programs on new teachers’ experience.  In particular, there is a 

need to know the effect of these programs on their satisfaction, and their sense of 

efficacy. Through an interpretive and naturalistic approach to the novice teacher’s world 

in transition from pre-service to in-service, the intention of this undertaking is not to 

merely reproduce the reality faced by novices participating in induction programs in 

Ontario but rather to incorporate the voice of novice teachers and derive insight and 

understanding from their experiences to inform policymakers, administrators and other 

major stakeholders.    

 From the perspective of a newly certified teacher, the knowledge gained from 

this research may serve administration, school boards, pre-service education institutions, 
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the OCT and other educational institutions by laying the foundation for further research 

into the value of induction and mentorship programs and what supports and training are 

required in order to facilitate a smooth transition from pre-service teacher to novice 

teacher to experienced teacher. 

Limitations of the Study 

This study investigates the experiences of novice teachers in Ontario schools as 

they move from pre-service to in-service.  In particular, it explores the experiences of 

teachers who are in their first two years of teaching and who have graduated from a two-

year pre-service teaching program. Due to the small sample size, the ability to generalize 

the findings is limited to those cases that share similar experiences with the teacher 

participants.  Although the specific experiences and varied personalities of the people 

involved make teaching a dynamic field, the findings in this study with lend themselves 

well to filling the existing gap in current research by including the teacher voice as an 

integral part of understanding the challenges novice teachers in Ontario face and the 

efficacy of induction practices that aim to mitigate those challenges.   
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 Literature Review 
 
Attrition Rate 
 

Between 1993 and 1999, the Ontario Teacher’s Pension Plan reported a 22-33% 

attrition rate over the first three years for new teachers (McIntyre, 2004).  Ontario 

Teacher Pension Plan records also indicate that each year approximately 3,500 teachers 

leave full-time classroom teaching prior to retirement.  Similarly, the results of a 2000 

survey conducted by the Canadian Teachers’ Federation indicated that more than 60% of 

Ontario school boards consider teacher retention to be problematic (OCT, 2004a).   

An American study followed 50 first and second year Massachusetts teachers 

(Black, 2004). Of the original 50 teachers interviewed, only 17 remained in the school to 

which they were first hired, another 17 relocated to jobs in the private school system and 

11 gave up on teaching altogether (Black, 2004).  A study of 486 teachers in California, 

Florida, Massachusetts and Michigan yielded similar results (Kardos, 2003). Of the 486 

teachers in Kardos’ study, over half of them reported receiving no assistance from 

mentors or other school personnel.  Many of the teachers studied reported becoming 

discouraged and giving up on teaching entirely.  This indicates that the problem of 

teacher attrition and retention is widespread.   

An earlier study found that, of 81,000 teachers in North Carolina, one third had 

quit by their fifth year (Konanc, 1996). A longitudinal study of 50,000 teachers over a 32 

year period revealed that half of those studied chose to end their teaching career by the 

end of year four (Kirby and Grissmer, 1993).  

 Additional research attests that first year teachers are 2.5 times more likely to 

quit the teaching profession than are more experienced teachers.  A further 15% of 
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educators will leave after their second year and another 10% will exit after year three.  It 

is not until year five or six that the turnover rate of new teachers stabilizes to 

approximately 6%.   

Hiring Practices in Ontario 

 These alarming rates prompted the Ontario College of Teachers to conduct a 

series of studies on the experiences of first, second and third year teachers who graduated 

from Ontario teacher education programs in 2003, 2002, and 2001 respectively.  The 

Ontario College of Teachers’ Transition to Teaching Report (2004b) provided a plethora 

of insights into the experiences of novice teachers. In particular, the study brought to the 

fore the extensive job trials and tribulations faced by our newest teachers, those in their 

first year.  According to Doug Wilson, Registrar and Chief Executive Officer of the 

Ontario College of Teachers, the research in this field indicates that “in many ways we 

make things toughest for those just starting out - handing them the more difficult 

assignments and asking them to juggle duties – even locations to piece together jobs” 

(Wilson, 2005, website).    

 In fact, many first year teachers report very negative experiences searching for 

and initiating work with Ontario school boards.  In particular, new teachers cited 

confusion, late hiring, poor communication, allegations of unfair hiring practices as 

common experiences at the outset of their career (McIntyre, 2004).  

 Many first year teachers also took exception to the common practices of hiring 

retired teachers for daily and long-term occasional positions. In particular, new teachers 

felt they were passed over for occasional teaching assignments losing jobs to retired 

members who can teach for 95 days without penalty to their pensions (Wilson, 2005). 
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Frequent complaints among new teachers surround the extensive presence of retired 

teachers occupying many of the more desirable occasional teaching positions thus leading 

to new teachers’ underemployment as daily occasional teachers or blocking them from 

moving on to the next step of a long-term occasional appointment (McIntyre, 2004). 

Challenges for Novice Teachers 

 Underemployment or situations in which new teachers are holding down two or 

more part-time teaching jobs are also common occurrences in teachers’ first year in the 

profession (McIntyre, 2004).  Despite eventually being hired, only 41% of first year 

teachers report being hired before the start of the school year.  Late assignment 

confirmations are common even among those with high-demand qualifications such as 

French, physics, chemistry, mathematics, computer studies and technological studies.  

One Junior-Intermediate science teacher surveyed by the report shared her experience 

with late hiring: “I was hired by the board in June but didn’t find out my placement until 

the night before school started! Needless to say I was very unprepared for my first day of 

school” (McIntyre, 2004). McIntyre (2004) reports that of those teachers not yet 

permanently assigned a position by the beginning of the school year, more than one in 

three started on daily occasional teaching lists and, for many, assignments changed 

during the school year.   

 Meister and Melnick (2003) conducted a study on forty-two first and second year 

teachers from the states of Pennsylvania, North and South Carolina and Georgia in 2001.  

The novice teachers they studied reported the following difficulties as primary concerns:  

dealing with behaviour issues and the diverse needs of students, time constraints and 
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immense workload, lack of communication skills when dealing with parents in difficult 

situations (Meister and Melnick, 2003).   

 A survey of 6, 733 teachers revealed a turnover rate of 13.2% (Ingersoll, 2001). 

Specifically, the results of the survey named poor salary, lack of student motivation, 

inadequate administrative support, student discipline problems and inadequate 

preparation time as primary reasons for dissatisfaction among these teachers (McCoy, 

2003).  An American national survey of 3,560 teachers in the public system cited their 

work environment as their main issue (Lewis et al, 1999). In addition, the survey reported 

that only one third of the teachers surveyed felt strongly that they were supported by 

parents.   Yet another study of American school districts in the early 1990s, found that 

beginning teachers’ salaries ranked below every other occupation held by recent college 

graduates including those employed in clerical, technical and labour positions (Feiman-

Nemser, 1996).   

 According to the research of Bloland and Selby (1980), wage dissatisfaction was 

an important factor in the career change of educators but played a more important role for 

male teachers than for their female counterparts.  In addition to wage issues, their 

research mirrored the Ontario College of Teacher’s findings that beginning teachers are 

often assigned the most difficult teaching positions.  Novice educators felt they received 

little or no support and reported that their teacher education programs failed to prepare 

them for the realities of the classroom (Croasmun et al., 1997). 

Support for New Teachers  

 The Ontario College of Teacher’s document on New Teacher Induction: growing 

into the profession (2004b) reports that planned and sustained support for novice 
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educators through an induction program not only eases their transition from pre-service to 

professional but is essential in mitigating teacher attrition. Furthermore, this document 

reveals that the provision of a mentor is the most significant and cost effective 

intervention within an induction program.   

The Teacher Supply and Demand: Report on the Consultation also highlights the 

importance of induction and mentorship relationships for new entrants to the profession.  

According to the document, the systematic, meaningful guidance and support of highly 

experienced and successful teachers are indispensable for the professional development 

of newly appointed teacher education graduates (Teacher Supply and Demand: Report on 

the Consultation, 2001).   

Induction Programs 

According to Feiman-Nemser et al (1999), the concept of induction has multiple 

meanings.   First, the term “induction’ may be used to label a unique phase, or stage, in 

teacher development that is often a time of intense learning and anxiety. Alternately, 

induction may be defined as a process of socialization which focuses on the occupational 

setting and professional community which the novices are entering.   Finally, in recent 

educational policy, induction has come to be defined as some form of formal program for 

beginning teachers which can take a variety of forms. 

Though new teacher induction programs vary from school board to school board, 

in general their purpose is to help novice teachers make the transition from “students of 

teaching, to teachers of students” (Moskowitz and Stephens, 1997).   Induction programs 

may include any of the following initiatives:  school and board orientations, individual 

growth plans, regular seminars on issues of significance to new teachers, regular 
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opportunities to observe and be observed by teacher colleagues, opportunities for action 

research projects with colleagues, additional release time for professional development 

and teacher mentors or mentoring teams (Gordon, 1991, Huling-Austin, 1992, Clement, 

2000). 

In teacher mentoring programs, novice teachers are paired with a veteran teacher 

or at times, a team of veteran teachers for the purpose of providing guidance and support.  

The role of the mentor(s) includes answering questions, observing classes, problem 

solving and conversing with new teachers about issues they may be encountering in the 

classroom.  Mentoring is often a component of a larger induction program though it may 

be used separately in an effort to support and retain new teachers (Brewster & Railsback, 

2001). Essentially, induction programs serve to introduce beginning teachers to teaching 

methods, school policies as well as the “culture of teaching” (Brewster & Railsback, 

2001).  The induction period is widely accepted as the first three years on the job and 

accordingly most school districts provide some level of formal induction or support for 

two or three full years (Gordon, 1991; Stringfield & Wolfe, 1992).   

Research in the field however, suggests that a teacher’s professional development 

occurs in stages that generally continue well beyond their first years in the profession. 

Feiman-Nemser and Remillard (1995) propose that teaching expertise is not achieved 

until the five to seven year mark.  In particular, they characterize a teacher’s development 

as a continuum, moving initially from a period of survival and discovery, to a second 

state of experimentation and consolidation and later to a final stage of mastery and 

stabilization.    
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Teacher competence is achieved at this third stage, which may then serve as a 

solid foundation for future development toward proficiency or true expertise as a 

professional (Conyers, Ewy & Vass, 1999). For the most part, teacher mentoring 

programs implemented by school boards tend to focus on the “survival and discovery” 

stage, providing support to teachers in their first year (Feiman-Nemser & Remillard, 

1995; Huling-Austin, 1992).  During this preliminary stage of the novice teacher’s 

development, the goal is to provide intensive, individualized assistance in order to meet 

his/her immediate needs in adjusting to the demands of teaching and becoming socialized 

to the school organization (Feiman-Nemser & Remillard, 1995; Huling-Austin, 1992).  

Essentially, teaching is the only profession that necessitates novices to fulfill the 

same duties and responsibilities as experienced workers (Tellez, 1992). The reality across 

the vast majority of school boards is that the beginning teacher is responsible for a full 

and often difficult teaching schedule.  The novice is expected to adjust to the school 

facility, routines, board policies and procedures while becoming familiar with curriculum 

and school-or board-adopted instructional strategies and establish for the first time his/her 

own classroom management structure and procedures (Pan and Mutchler, 2000). The 

research indicates that, in this early development stage, two major kinds of support are 

considered necessary: psychological support and instruction-related support (Feiman-

Neser & Remillard, 1995; Huling-Austin, 1992).         

Benefits of Induction Programs 

The benefits of providing quality support for new teachers have been identified by 

research for many years. Gold (1987) conducted a study of New York City beginning 

teachers that used retired teachers as mentors.  Their research found that mentees 
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received more assistance with various daily activities than the non-mentored received 

through normal interaction with colleagues and further demonstrated higher overall 

retention rates.  Sphuler & Zetler’s (1995) evaluation of the Montana Beginning Teacher 

Support Program which matched new teachers with volunteer mentors based on grade 

level and subject area yielded similar results.  The study found that retention rates were 

higher for those who participated in the mentoring program than for the non-mentored 

comparison group.  

A study on the effects of mentoring on beginning teachers in South Texas also 

found positive effects on mentoring programs (Eberhard et al, 2000). Specifically, they 

reported that ninety percent of first year teachers reported they planned to continue 

teaching, while only 61% of their non-mentored had similar plans. A national study of 

beginning teachers found that while most of the induction related activities were linked to 

a decrease in attrition, a few were statistically significant (Ingersoll & Smith, 2003). For 

example, the analysis revealed that the risk of a novice leaving at the end of the first year 

was reduced by about 30% when the novice had a mentor in the same field.  Ingersoll and 

Smith (2003) also found that sharing planning time with other teachers in the same 

subject area also reduced the risk of leaving the profession by 44%.   Novice teachers 

who have participated in induction programs also report that they acquired a more 

extensive and sophisticated repertoire of teaching strategies, stronger classroom 

management skills, greater efficiency in dealing with behaviour and discipline issues, 

increased job satisfaction, lower stress, lower anxiety and frustration levels, as well as 

increased opportunities for self-reflection on teaching practices and philosophy (Pan and 

Mutchler, 2000).   
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Researchers and facilitators of mentoring programs have also recognized that the 

benefits associated with mentoring are not exclusive to novice teachers.  On the contrary, 

mentors derive significant benefits from the mentoring experience (Huling, 2001).  For 

example, in a study of 178 mentor teachers, more than two thirds indicated that their 

participation in mentoring programs “definitely” provided them with positive 

professional growth (Hawk, 1987). When asked to elaborate on their professional growth, 

more than half of those surveyed indicated that acting as a mentor compelled them to 

focus on and improve classroom teaching, increased their awareness of the need for 

educators to communicate with one another and helped them to understand their principal 

and those in other central leadership roles. 

Other research has found that mentor teachers experience a form of professional 

renewal in which they are re-energized and their commitment to teaching is strengthened 

(Ford & Parsons, 2000; Steffy et al., 2000). Mentors further report that the mentoring 

experience obliged them to reflect on their personal beliefs about teaching and provided 

an opportunity to validate their teaching experiences (Ganser, 1997). Furthermore, the 

research shows that, as mentor teachers guide their novice counterparts, their professional 

competency as teachers also improves (Huling, 2001). Studies have also documented that 

mentor teachers consider their work with new teachers as a source of new ideas on 

curriculum and teaching (Ganser, 1997).  For example, mentors in a New York City 

study reported that their relationship with mentee teachers assisted them by providing 

feedback on demonstrations and sharing strategies, literature and resources (Mei, 1993).   

In a study of urban mentor teachers, Freiberg, et al., (1996) found that mentors 

felt increased confidence and maturity in dealing with other adults and that they held 
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more clearly defined beliefs about teaching and curriculum. Their analyses reveal that it 

was common for mentor teachers to move into leadership positions whereby they 

achieved high levels of success because of the training and insight gained from their 

experiences as mentors.  The study found that, as a result of their experience with the 

mentorship program, 100 per cent of the mentors studied were offered unsolicited 

positions, which provided professional opportunities to build on what they had learned as 

mentors (Frieberg et al., 1996). 

The benefits of mentorship programs are not exclusive to teachers. A review of 

the prominent research suggests there are substantial benefits for students, schools and 

school boards. For example, research conducted into California’s Beginning Teacher 

Support and Assessment (BTSA) system, one of the largest statewide teacher induction 

programs, indicates that beginning teacher attrition in school districts participating in 

BTSA programs has dropped to less than 10% (Wood, 1999). A substantial decrease in 

comparison to a statewide attrition rate of 50% during the first five years of teaching 

(Wood, 1999).  Likewise, Breaux (1999) found that, in Louisiana, after three years of 

implementing a Framework for Inducting, Retaining and Supporting Teachers program 

(FIRST), the district established an 88% retention rate of certified new teachers. 

Accordingly, less time and money spent by school boards on recruiting and hiring 

replacements is a benefit associated with providing quality support for new teachers 

(Halford, 1999).    In areas other than new teacher retention, induction programs have 

also been correlated with increased student achievement and test scores, higher quality 

teaching, increased teacher effectiveness, and stronger connections among teaching staff 
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resulting in a more positive and cohesive learning environment for students (Goodwin, 

1999). 

Supports Offered by Induction Programs 

Psychological support entails support of the most immediate personal and 

emotional needs of novices to the classroom.  Such support focuses on providing the new 

teacher with moral support thereby protecting him or her from a sense of isolation.  

Psychological support is also geared at assisting the novice in finding a means by which 

to balance the unfamiliar demands and expectation of the profession.  Essentially, in their 

effort to reduce stress, veteran teachers serve as a “sounding board” for beginners 

offering sympathy, perspective, advice and the assurance that their experience is normal 

(Stansbury & Zimmerman, 2004).  Instruction-related support, on the other hand, 

addresses the fact that beginning teachers encounter a myriad of problems and 

responsibilities that are initially significant hurdles though they eventually become 

standard tasks associated with teaching.  Instructional-related support focuses upon the 

very practical aspects of teaching and may entail locating materials and resources, 

organizing classroom space and the sharing of instructional strategies (Stansbury & 

Zimmerman 2004).    

Because the ultimate goal of teacher induction is for the novice to gain 

independence and expertise as professional, researchers and teacher educators suggest 

that the second function of mentoring programs should encompass “development” (Pan 

& Mutchler, 2000). Development, in this context, entails the building of a personal 

understanding of pedagogy which enables a beginning teacher to refine and adjust 
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teaching practice and thereby develop his or her own professional identity (Feiman-

Nemser & Remillard, 1995).    

A longitudinal study conducted by the National Center for Research on Teacher 

Learning (NCRTL) indicates that there are five significant issues that contribute to the 

success of mentoring programs and in turn to the quality of K-12 teachers in the 

profession (NCRTL, 2000). According to the NCRTL, to contribute to educational 

reform,   

• Mentoring must be connected to a vision of good teaching 
• Mentoring must be informed by an understanding of how one learns to teach 
• For veteran teachers, mentoring must be viewed as a professional practice, not 

simply a new social role for experienced teachers 
• Mentors require time to mentor as well as opportunities to learn to mentor 
• Mentoring is impacted by the professional culture of the school and broader 

policies and values (NCRTL, 2000). 
 
 The foundation of mentoring programs for beginning teachers must be rooted in 

professional knowledge and skill. Mentoring, as a professional practice, necessitates 

resources, specifically in the form of time and training (Pan & Mutchler, 2000). The 

reality unfortunately, is that effective programs geared at supporting new teachers 

continue to be few and far between (Renard, 1999; Weiss & Weiss, 1999).   Though 

programs for novice teachers are popular and somewhat widespread, they are not 

effective because of inadequacies in funding, staff training, administrative support and 

attention to the needs of beginners (Moskowitz & Stephens, 1997).    

 The development of effective supports for new teachers cannot occur until the 

areas in which they need support are clearly identified.  The research indicates that the 

first priority for novice teachers surrounds day to day issues, namely dealing with 

behavioral problems, locating supplies and resources as well as determining specifically 
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what materials and resources they require (Gordon, 1991).  The research also documents 

that beginning teachers need assistance and support with: the learning of school routines 

and procedures, initial classroom setup, lesson plan design, development of classroom 

management, motivation of students, teaching with limited resources, student 

performance assessment, communication with parents, organization and time 

management  (Gordon, 1991; Kestner, 1994; Pan & Mutchler, 2000).  To ascertain 

whether or not induction programs are relevant and worthwhile to participating teachers, 

Danin and Bacon (1999) recommend that program developers inquire about the specific 

areas novice teachers would like covered at program orientations or meetings.   
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 Methodology 

 
Research Procedures and Design 

 Both a qualitative and quantitative approach will be used to gain the 

individualized perspectives and thoughts of novice teachers on the challenges faced in 

their first year(s) of teaching as well as the supports in place to assist them.  In addressing 

the question how have challenges and supports affected your transition to teaching? the 

use of a survey that includes open-ended responses from participants will allow the voice 

of the novice teacher to be heard rather than drawing conclusions based on fixed 

responses   

The use of narrative provides a powerful form for these voices and sheds light 

upon the effects of the induction practices inherent to the novice experience during their 

transition period.   Connelly and Clandinin (1990) note that, "humans are storytelling 

organisms who, individually and collectively, lead storied lives. Thus, the study of 

narrative is the study of the ways humans experience the world (p. 2)."  It is from this 

platform that this study proceeds to tell the stories of novice teachers in the new 

landscape of education in Ontario.   

Sample 

The sample of 86 prospective teacher participants was drawn from graduates 

(classes 2004-2006) of a two year pre-service education program in Ontario.  The 

purpose for choosing participants from this sample of graduate students is threefold.  The 

first reason is to work with a sample of teachers that have had extensive pre-service 

training with a considerable amount of practical experience in a classroom setting.  The 

rationale for this component is to mitigate the lack of sufficient pre-service experience as 
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a factor giving rise to the challenges faced by novice teachers.  The second reason for the 

choice of sample is to provide the opportunity for future research.  Given that current 

research surrounding the study of novice teachers has been conducted primarily from 

samples of graduates from one-year Bachelor of Education programs outside of Ontario 

and Canada, it is my objective to lay the groundwork for a future comparative study 

between the experiences of graduates from both one and two year certificate granting 

programs and between graduates in the Ontario context in relation to those of other 

programs in Canada and/or within North America.  The third reason for researching MT 

graduates is for the purposes of identification and relationship. As a graduate and Teacher 

Education Program Assistant (TEPA) with the pre-service program from which the 

participant sample was drawn (2005-06), I am known by many of the graduates and have 

developed working relationships with a number of them during their tenure in the 

program. This relationship and identity places me in a position that allows me to build 

upon the relational foundation which is not common to most interviewers in the field.  

Moreover, this relationship serves the dual purpose of bracketing and emphasizing the 

value of the shared graduate program experience, and also lends credibility, validity and 

integrity to the undertaking.    

Teaching assignments of the participants span the primary, junior and 

intermediate divisions.  All participants are certified to teach in Ontario and have three 

years or less teaching experience and teach in a classroom setting.   

Data Collection 

Eighty-six graduates of a two year pre-service teacher education program (2004-06) were 

invited to participate in an online survey via e-mail (Appendix A). To ensure the 
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confidentiality of participant information, an invitation to participate in this research 

undertaking will be forwarded to graduates by the current MT Program Coordinator.  

Surveys will consist of open-ended questions as well as questions based on a Likert scale.  

Follow-up face-to-face interviews will be then scheduled with the 6 participants as a 

member check to determine if analyses of the data accurately reflect his or her induction 

experiences. Responses to the initial survey will inform questions on subsequent 

interviews.   

 In explaining the methods of this research study, including how the sample of 

novice teachers was selected, the method of data collection, analysis of data, as well as 

the addressing of validity and reliability constitutes an audit trail. The purpose of this is to 

relate the transparency of method, thereby enhancing the study’s reliability (Merriam, 

2002).   

Data Analysis 

Survey data collected was analyzed qualitatively and quantitatively to determine the 

common challenges that exist among the experiences faced by participants. Benchmark 

challenges (hiring practices, classroom management/behaviour issues, report cards, 

meeting special needs, English as a Second Language, Individualized Education Plans, 

long-range planning, amount of classroom resources, balanced literacy, numeracy, 

communication with parents, in-service professional development, communicating with 

colleagues, communicating with administration, salary, wages) were analyzed using 

various filters to identify correlations among respondents.  The use of narratives was 

employed to delve deeper into the reasons for which participants reported various 

challenges and to augment current research in this field by serving as a compliment to 
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existing quantitatively oriented studies.  Furthermore, in including qualitative analysis in 

data gathering, this study aims to shed light upon novice teachers’ perceptions, beliefs 

and personal narratives of daily experiences and garner insights into the role of 

mentorship and induction practices in the novice teacher reality.   

Denzin (1978, cited in Tashakkori & Teddlie, 1998) discussed several ways in 

which triangulation can be accomplished, including one that is particularly relevant to the 

design of this study: data triangulation. Data triangulation entails the use of a variety of 

data sources to study a problem. For this study, this is evidenced in the collection of data 

through open-ended survey questions and quantitatively coded Likert-scale questions.   

The surveys administered were analyzed to ascertain whether sentiment toward 

certain challenges pervade the research and are common to those in their first, second, 

and/or third year.  Data was analyzed by filtering responses according to years of 

experience to account for challenges that occur over the course of the school year during 

which time novice teachers would have had the opportunity to experience typical 

responsibilities of a teacher.     

 The quality of research was guided through the use of bracketing which served to 

improve the study’s objectivity by allowing the reader to recognize my bias as the 

researcher and allow him or her to draw conclusions about the study.  Coding of the 

questionnaires was approached through whole-text analysis whereby each question was 

read in its entirety several times to assist in the development of the understanding of the 

participants’ experiences, thoughts and feelings.  The role of language in the questions 

and data analysis was analyzed for any limitations that are inherent to language as well as 

the extent to which word choice in the study authentically captured the experiences of 

2008 HICE Proceedings 
Page 3410



    

 24

participants. A pilot group of three respondents provided feedback on questions, word 

choice and the overall design of the survey. 

Internal Validity 

 Much of the internal validity rested with the researcher. A number of  

techniques were used to minimize the impact of the researcher on the project and to 

verify that the perceptions of participants were correctly recorded, including the 

following: 

1. A pilot group of 3 participants provided feedback on questions, word choice and 
the overall design of the survey. 

2. Participants were given an opportunity to review survey analysis notes. 
3. The pilot group vetted data to ensure accurate recording. 
4. Participants were asked to review findings and information specifically provided 

by them in order to ensure that the analysis accurately reflected his or her 
experiences as a novice teacher in Ontario schools.   

 
This strategy constitutes a member check, which according to Hein (2004), and for the 

purposes of this undertaking, is the final step in data analysis.   

 The use of multiple data collection methods (ie. qualitative and quantitative data 

collection) is a triangulation strategy that (also referred to as crystallization of data) 

according to Denzin (1970), strengthens the internal validity of an investigation in that 

data from one method of data collection can be checked against that collected via another 

method employed in the same study.   

 Finally, in accounting for my personal bias as both the researcher and a novice 

teacher, and by allowing for transparency regarding the interpretation of data, this study 

employs the phenomenological practice of “bracketing” (Hein, 2004).  Allowing the 

reader to clearly see my biases as the researcher, he or she can make their own judgments 

about the study.     
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External Validity 

 While this study is based on the experiences of approximately 100 novice teachers 

who are graduates of a two year pre-service teaching program in Ontario, the findings 

and implication from this study will go beyond the participants and may be generalized to 

other teachers. Each teacher participant is a voice that may represent other novice 

teachers in Ontario.  The scientific contribution this study offers is to include the novice 

teacher voice to augment current research in the field of teacher induction.   
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Richard Florida’s recent book The Rise of the Creative Class articulates the 

most effective development strategy in the post-industrial world is developing 

cities and localities that have a high creative class.  He determines that cities with 

a high creative class also have a high level of amenities.  Cities have attempted to 

transform their cities by bringing in specific amenities such as professional sports 

franchises and constructing sports stadia as an engine for urban economic 

development.   

Many civic leaders believe that these amenities will bring back middle-

class “free-spending visitors” which will help generate investment, increase local 

tax revenues, and have a multiplier effect in the retail and hospitality sectors 

(Eisinger, 2000, p. 317).    Sports arenas and stadia are an important amenities 

strategy to attract businesses in the downtown, and bring tourists and patrons 

with the disposable income to spend at the shops, entertainment, and dining 

establishments in and around the arena.   

 For this research paper, I plan to conduct a study and analysis of the 

literature pertaining to the impact of sports stadia construction on economic 

development.  Does the construction of sports stadium as an amenities strategy, 

particularly basketball arenas, stimulate development and yield financial and 

economic benefits to the city, especially an increase in job growth and per capita 

income in the downtown area around the arena?  

 From this question, I hypothesize that the construction of a sports stadia 

or arena in the downtown area will not produce significant impacts in 
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employment growth and per capita income in the downtown area and central 

business district near the arena.   

From this hypothesis, I will examine the literature that measures this 

variables will measure the hypothesis and analyze the empirics.  First, I will 

provide a background of amenities and conduct a review of the literature on 

amenities as a development strategy.   Secondly, I will review the literature on 

sports stadia and economic development as an effective amenities strategy.    

Next, I will analyze and evaluate zip code business patterns from the U.S. 

Census Bureau from 1997-2004 of Memphis, Tennessee and Raleigh, North 

Carolina, two benchmark cities closest to Louisville’s population and 

demographic profile, and analyze the reports and findings on these arena 

projects. Finally, I will review the study of a downtown basketball arena in 

Louisville and review the potential economic impacts of an arena, and analyze 

what the city and its citizens could realistically expect from a downtown 

Louisville arena based on the empirics of the Memphis and Raleigh arena 

projects, and whether it confirms or refutes my hypothesis.  

 

Amenities as a Development Strategy 

An amenity can provide the public the benefits or utility through direct 

consumption of specific aspects of land, natural resources, or human activity 

(Green, 2001, p. 65).  Amenities can also be defined as non-produced public 

goods and non-market transactions that do not have an explicit price and are 

2008 HICE Proceedings 
Page 3421



 3

restricted to a specific territory that distinguishes it from other territories (Clark, 

2002, p. 497, Green, 2001, pp. 65-66).   

Gottlieb (1995) argues that amenities should be classified in two 

categories: those that impact the worksite and those that impact the likely 

residents of the employees at the firms (p. 10).  Such residential amenities affect 

the makeup of the employed workforce of a firm, while agglomeration is an 

important factor in where these firms are located. However, the impact of 

residential amenities in the location decision is largely ignored (Gottlieb, 1994, 

pp. 279-281).  Gottlieb (1995) argues that where employees and firms locate can 

be described as an avoidance of disamenities, such as violent crime and traffic 

congestion, rather than an attraction of amenities, such as parks, museums, 

restaurants, or sports stadia (p. 10).   

Clark, et al (2002) argues that urban growth has led to the rise of an elite 

economic base with a highly educated, highly skilled workforce in finance, 

media, and information technology that aim towards leisure pursuits related to 

their work (pp. 497-498).  Cities such as Chicago, New York, and Los Angeles, 

and smaller middle or larger-size Midwestern and mid-southern cities like the 

ones investigated in this study are guided by the principles of the growth 

machine. Cities develop policies that enhance the neighborhoods and provide 

civic amenities, such as parks, restaurants, shops, museums, convention centers, 

and creating sports stadia as an engine for growth and economic development 

(Clark, 2002, p. 512).   
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Many of these projects for economic development, especially sports 

stadia, are considered a political tool because politicians are forced to 

demonstrate progress and success in economic development, because cities must 

pursue interests to improve the city’s economic base and its competitive position 

in the overall economy.  

Cities pursue these projects because they are bound by their structure and 

are left with little choice but to be competitive and aggressively pursue these 

policies in order to establish themselves among the cities in America.  Cities are 

vulnerable to the relocation threats of businesses and firms, and must provide all 

the basic amenities to maintain a quality of life and ensure jobs that people move 

and remain in the city.  Professional sports stadia and franchises can only 

become a part of the whole amenities strategy that pursues economic 

development policies (Euchner, 1993, p. 21).     

 Amenities do not influence the location decision of firms, especially high 

technology and professional sports franchises. The empirical evidence proves a 

weak linkage between employment, job location and amenities, but the 

agglomeration factor can better explain employment and job growth (Gottlieb, 

1994, p. 279).   Green (2001) cites several empirical studies that measures counties 

and localities with high amenity levels, such as warmer climate and tourist-

dependent locations. These localities experienced an increase in additional 

residential population growth and educational level, but not an increase in 

employment and job growth or the relocation of businesses (pp. 68-70; Gottlieb, 
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1995, p. 2).   For the most part, amenities attract the people, but not necessarily 

the firms, and the only reason that firms locate in a city is due to the economics 

of agglomeration (1995, p. 9).   

 

 

Literature Review on Sports Stadia as an Economic Development Strategy 

Business and political leaders who want to build college or professional 

sports stadia argue that it will increase tax revenue, increases direct spending by 

members of the sports organization, university, and professional players and 

owners, create jobs, improve the infrastructure of the area, and produce a 

multiplier effect that will spawn future economic development in the downtown 

area.    Sports stadia as a development strategy will attract companies and jobs, 

but few economic development officials would view it as the focal point of the 

city’s economic development strategy (Gottlieb, 1994, p. 270).   

The literature acknowledges that cities that use public subsidies to bring 

professional sports franchise and construct stadia will increase their city’s profile 

and prestige.  Cities define themselves by the sporting events and constests they 

bring to the city.  Politicians and economic development officials in a city will 

fight to bring a professional sports franchise and spend public dollars to 

construct a stadium or an arena, in order to boost civic pride and enhance the 

city’s image for economic development, due to the important role of sports in our 

society, our culture, and the media (Rosentraub, 1997, p. 35; Tharp, 2004, p. 32).    
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Many officials say that these facilities will define the city, and make the 

city "big league" and put it "on the map" (Rosentraub, 1997, pp. 58-64; Tharp, 

2004, p. 35).  There is strong symbolism associated with the professional or 

college sports team in a city, creating an emotional benefit to the community, 

where a sense of community is creating with the team, and in turn, the team has 

a greater identification with the community (Euchner, 1998, p. 168; Crouch, 2005, 

p. 25).  

Much of the literature regarding sport stadia and economic development 

has two branches:  the first pertains to economic impact analysis that assesses the 

new franchise’s value to the whole economic region. The second branch focuses 

on time series cross data that evaluates the impact of sports of the economics of 

cities, regions, and metropolitan areas by examining whether sports stadia have 

influenced growth and whether building it is an effective downtown economic 

development strategy (Coates & Humphreys, 199, pp. 604-605).   

Many authors have conducted studies of the contribution of sports 

stadium as a economic development tool for metropolitan areas (Baade and Dye, 

1990; Coates and Humphreys, 1999, Baade, 1996) Using nine MSAs (Cincinnati, 

Denver, Detroit, Kansas City, Minneapolis, New Orleans, Pittsburgh, San Diego, 

Seattle, and Tampa Bay, all of whom have professional football franchises, Baade 

& Dye (1990) argue that new sports stadia have an uncertain and negative impact 

on the local economic development of a region and the downtown area. Public 

subsidies for building stadiums and arenas ultimately bias economic 
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development towards low-wages jobs in the hospitality and food service 

industries (p. 13).  

Baade (1996) conducts a regression analysis using two models, where the 

first measures the impact of sports stadia on net income growth on 48 cities over 

a 30 year period, and the second model examines the impact of sports stadia on 

job growth using 10 metropolitan statistical areas (MSAs).   The first model 

shows negative growth between sports stadia and real income growth, while the 

second model determines that the job growth had little impact on these stadia. 

The second model used a trend-adjusted specification that did not remove the 

economic impact by subtracting the growth rate of all cities with an individual 

city’s growth rate (Baade, 1996, p. 7).    

Revamping the growth rate in the second model makes professional 

sports a greater catalyst for economic development than it actually appears to be, 

citing Indianapolis as an example (Baade, 1996, pp. 7-8).  According to their 

analysis in the second model, professional sports stadia will increase spending in 

relation to the increase in employment and job growth in the region (1996, p. 14).    

Sports stadia and arenas do not significantly increase employment and 

income per capita, because much of the employment growth due to stadiums 

and arenas consisted of low wage seasonal jobs (i.e. restaurants, bartenders, 

vendors) (Baade & Dye, 1988, p. 272).   These jobs are not the highly-skilled and 

highly productive workers that Florida (2005) and Clark (2002) consider to be at 

the heart of an effective amenities strategy for economic development.  

2008 HICE Proceedings 
Page 3426



 8

Baade (1996) concludes that sports stadia and professional sports 

franchises do not bring additional employment and spending, and simply 

realign leisure spending rather than increasing it. The fan base is “insufficiently 

foreign” and not enough patrons from outside the city spending enough to create 

increasing income per capita or induce job growth (Baade 1996, p. 14).     

The substitution effect explains this reality. The average person has a fixed 

leisure budget, and only shifts around spending instead of creating new 

spending.  This can be applied to out-of town visitors who attended sporting 

events, because most of these visitors are not in town attending the sporting 

event.  Even if the stadium or sports franchise were not in the city, the visitor 

from in town and out of town would spend their same fixed leisure and 

entertainment dollars on something else and would shift elsewhere (Siegfried 

and Zimbalist, 2000, p. 105).    

Coates and Humphreys (1999) examines the relationship between 

professional sports stadia and franchises and real per capita personal income in 

37 Metropolitan Statistical Areas (MSAs) that had professional football, 

basketball or baseball franchises between 1969 and 1994 (pp. 601-614).  The 

authors argue that the decline of real per capita income is a compensating 

differential, where a resident is willing to accept lower income and companies 

would offer lower wages to its employees because of the positive “non-

pecuniary” benefits of having a professional sports franchise in that metropolitan 

area (Coates and Humphreys, 1999, pp. 615, 622).  
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Rosentraub, Swindell, et al (1994) study’s compares job growth in the 

sports sector in Indianapolis with all other metropolitan areas, comparing job 

and salary levels with nine cities Indianapolis competes with for jobs, and 

compares growth within downtown and outside Indianapolis with ten other 

cities in the Midwest (p. 227).   

Indianapolis’s downtown and regional economic development strategy 

was well articulated by focusing on creating the city as a center of amateur and 

professional sports (Coates and Humphreys, 1999, p. 605).  This strategy would 

rebuild the city and enhance and define the city’s identity through hosting the 

NCAA Men’s Final Four Basketball Championship, and the construction of 

Market Square Arena and later Conseco Fieldhouse for the NBA’s Indiana Pacers 

and the Hoosier (now RCA) Dome for the NFL’s Indianapolis Colts (Rosentraub, 

et al, 1994, p. 230).   

 The result of the analysis concluded that a sports amenities development 

strategy did not result in more growth and a greater concentration of higher 

paying jobs and higher payrolls, but actually decreased when measured on a 

regional basis, and resulted in little to no substantial shift in economic 

development to attract other economic activity compared to other Midwestern 

cities. Also, the number of people working in downtown Indianapolis did not 

change, even though there was a positive relationship with employment growth 

in the service sector, particularly with the service jobs in the downtown arena 

influenced by the sports development strategy (Rosentraub, et al., 1994, p. 229, 
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232-237; Coates and Humphreys, 1999, p. 606). Despite these results, Rosentraub 

(1994) views Indianapolis’ sports strategy as a good return on its investment, but 

did little to create employment growth in all sectors (pp.  232-237).  

Another major critique of the economic development literature regarding 

amenities and sports stadia is using of multipliers to evaluate the impact of a 

stadium on the city’s economy.   Multipliers are used to project income or 

employment in the future through economic base studies and input-output 

analyses. Multipliers assume that one dollar of additional export earnings will 

have greater impact on the regional economy than one dollar of local earnings. 

Multipliers are useful in projecting the impact of a firm outside the area that 

decides to relocate (Bogart, 1998, pp. 150-151).   

The critique in the literature suggests the multipliers overstate the 

contribution of professional sports to a city, because it assumes that the revenue 

generated by a sports arena would return to the city (Coates and Humphreys, 

2000, p. 17).  That revenue generated by the stadium and team goes to the players 

and owners, and much of that money is not spend in the localities in which they 

play anyway, because many of the players don’t live in the cities in which they 

play.   There is a “leakage of revenue” out of the local economy into remote 

locations where the players live, which does nothing to contribute to economic 

growth, but actually reduces income per capita (Siegfried & Zimbalist, 2000, pp. 

104-106).    
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For the most part, using multipliers in estimating the impact of 

professional sports stadia do not differentiate between the effects of gross and 

net spending and taxes, and are not an appropriate tool for “small, specialized 

projects involving an atypical segment of society” (Coates and Humphreys, 1999, 

p. 603).  

 A major critique of the sports stadium literature is the unit of analysis 

employed by the authors.  Measuring the job growth and per capital income 

growth by MSA does not result in a significant increase in job growth and per 

capita income throughout the whole MSA, but job growth in a specific zip code 

may produce greater relative gains.  Adding 5,000 jobs to an MSA of 15 million 

people with a workforce of 2 million may mot be a significant increase in 

employment growth but if 5,000 jobs were added to a zip code of a population of 

50,000, then it would be a significant impact.  

Comparnig job growth according to MSA is casting the net too wide. The 

results of their analysis demonstrated a bias to disprove the result that 

professional sports franchises and sports stadia and arenas result in negative 

growth in employment and per capita income.  Although the literature suggests 

that sports stadia and arenas cannot be the sole engine for economic 

development, a different unit of analysis would provide a fairer comparison of 

the potential net economic benefits of building downtown sports arena, and may 

conclude more favorable results than the previous studies have revealed.  
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The Empirics of the Arena Case Studies 

For this research paper, I have selected two benchmarks cities close to the 

population of Louisville’s MSA:   Memphis, Tennessee and Raleigh, North 

Carolina.  Memphis, TN is unique and shares some similarities with Louisville.  

Both are river communities with aspirations of becoming centers of commerce 

and industry.  Unlike Louisville, Memphis has had several arena developments 

within the last 15 years (Crouch, 2005, p. 9).  The Pyramid was built and opened 

in 1991 as a multi-purpose facility without the goal of luring a professional sports 

franchise at a cost of $62 million to the city of Memphis and Shelby County, 

Tennessee. The Pyramid was home to the University of Memphis home 

basketball games and numerous concerts.   

When the Vancouver Grizzlies moved their NBA team to Memphis in 

2002, plans were developed to construct a $250 million arena in downtown 

Memphis one block south of the city’s historic Beale Street, a center of culture 

and home of the origins of Blues music.  FedEx’s headquarters is based in 

Memphis, and the company paid the naming rights to the arena when it opened 

in 2004, only 13 years after the Pyramid opened. That year, the University of 

Memphis relocated its games at the Fed Ex Forum in 2004. As of today, the 

Pyramid is vacant.  

Crouch’s (2005) study with regard to the Memphis arena illustrates the 

high externalities costs associated with the arena.  Such externalities can be 

harmful to an economy if private entities like a professional basketball team like 
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the Memphis Grizzlies do not capture the benefits and costs associated with the 

consumption and usage of the arena.  Memphis benefits from positive 

externalities associated with the arena and can justify the huge public subsides to 

finance the arena, despite the difficulty of quantifying the benefits of an arena 

(Crouch, 2005, pp. 18-19).  Crouch concludes that the FedEx Forum did little to 

boost economy in the whole city, but it did increase economic development in 

and around the arena, which the data will reveal later in the paper.  

Raleigh, North Carolina is a benchmark city closest in population size to 

Louisville.   Unlike Louisville and Memphis, Raleigh is a state capital located in a 

rapidly growing region home to three major research universities (Duke 

University in Durham, University of North Carolina at Chapel Hill, and North 

Carolina State University in Raleigh), and Research Triangle Park, a global high-

tech research and development complex situated on 7,000 areas that houses 145 

companies specializing in biotechnology, telecommunications, pharmaceuticals, 

information technology, materials science, etc. (Research Triangle Park Website) 

 The city’s Centennial Authority of Raleigh analyzed the known economic 

impacts associated with the construction of a downtown sports arena in the west 

side of Raleigh, which was completed in 1999 called the Raleigh Entertainment 

and Sports Arena, and it was renamed the RBC Center, a Canadian bank, for $80 

million in September 2002.  

The city of Raleigh, NC, Wake County, the State of North Carolina, and 

North Carolina State University were joint partners in the construction and 

2008 HICE Proceedings 
Page 3432



 14

funding of arena with a total price tag at $158 million (Centennial Authority 

website). The RBC Center’s operations also are shared between the Carolina 

Hurricanes and Gale Forces Sports and Entertainment, the Hurricane’ 

management entity, the state, and NC State University.  

 Wake County in Raleigh approved revenue bonds totaling $48 million, 

which came from interest paid from the county’s hotel tax, and the tax revenues 

totaled $22 million towards the arena’s costs (Centennial Authority website).  

The arena’s seating capacity for basketball is approximately 19,700, and employs 

a workforce of 140 full-time and 1,100 part-time, and schedules 20 NC State 

basketball games, 44 Carolina Hurricanes hockey games, and between 60 to 70 

other athletic events, as well as numerous concerts and other entertainment 

events.    

 

 

Methodological Approach 

Since I concluded in the literature review that the analysis of the impact of 

professional sports arena and stadia using the MSA as the unit of analysis is an 

unfair comparison and assessment of job and per capita income growth, Tharp 

(2004) rectified this by utilizing a shift-share analysis, which decomposes the 

economic base of a city by isolating specific determinants of growth in the local 

economy partitioning specific employment sectors into components that reflect 

the different features of the local and national economies (p.  53). Tharp 
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calculates the shift-share components on an annual basis to avoid potential 

weighting bias problems associated with a normal shift-share analysis.   

For the purposes of our study, I obtained the data form the Zip Code 

Business Patterns from the U.S. Census Bureau to measure the job and income 

growth of two cities have constructed these arenas, Memphis and Raleigh.   The 

FedEx Forum was completed in 2004 and the RBC Center in Raleigh was 

completed in 1999, so I analyzed and compared the business patterns and 

economic activity in the zip code during the few years prior to and after the 

construction of these arenas.  I analyzed the business patterns in FedEx Forum’s 

zip code in downtown Memphis (38103) from 2000 to 2004, and the zip code of 

the RBC Center (27607) from 1997-2003 in Raleigh’s west side.   

Below are the empirics of the employment and annual payrolls in the 

years preceding the construction of the arenas in Memphis and Raleigh.  

Memphis, TN 38103-   Zip Code of FedEx Forum 
 
 2000 2001 2002 2003 2004 
Number of 
Establishments  

1,032 1,008 1,081 1,059 1,053 

Number of 
Employees 

26,360 23,570 23,008 23,204 24,609 

1st Quarter 
Payroll in 
$1000s 

242,852 271,336 255,912 311,148 315.262 

Annual Payroll 
in $1000s 

968,547 1,048,722 1,066,159 1,112,793 1,188,099 

Annual Per 
Capita Income 
($) 

36,743 44,493 46,339 47,957 48,279 

 Source:  U.S. Census Bureau  
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Memphis, TN 38103- Number of Establishments by Category 
 
 2000           2001 2002 2003 2004 

Retail trade 71               81 79 77 76 
finance and insurance 65 65 70 72 70 

Professional, scientific & technical services 281 262 287 287 292 
Management of companies & enterprises 13 11 11 10 8 

Arts, entertainment & recreation 16 17 24 18 19 
                Accommodations & food services  109 106 117 121 115 
Source:  U.S. Census Bureau  

 
Raleigh, NC 27607- Zip Code of RBC Center  
 
 1997 1998 1999 2000 2001 2002 2003 
Number of 
Establishments  

748 749 802 778 778 823 865 

Number of 
Employees 

14,951 13,753 16,286 16,793 19,984 22,017 21,301 

1st Quarter 
Payroll in 
$1000s 

116,596 113,793 140,494 154,730 181,532 200,732 195,017 

Annual 
Payroll in 
$1000s 

497,464 488,913 602,914 674,986 785,253 799,685 801,364 

Annual Per 
Capita Income 
($) 

33,273 35,550 37, 020 40,194 39,294 36,321 37,620 

Source:  U.S. Census Bureau  

 
 

Raleigh, NC-   Number of Establishments by Category 

 1998 1999 2000 2001 2002 2003 

Retail trade 
74 75 75 69 67 72 

finance and insurance 
64 70 63 64 60 71 
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Professional, scientific & technical 
services 

111 130 136 144 134 153 

Management of companies & enterprises 
9 10 10 9 10 24 

Arts, entertainment & recreation 
12 13 15 14 15 11 

              Accommodations & food services 
62 67 63 65 62 70 

Source:  U.S. Census Bureau  

 

 The area around the FedEx Forum has experienced a slight and noticeable 

impact in downtown employment growth and per capita income with the 

construction of the arena, especially the year it opened.  However, it’s difficult to 

determine the impact for 2005 and 2006 because the zip code business pattern 

data is not available for 2005.   Even before Fed Ex Forum opened, especially in 

the two to three year period of construction, the zip code experienced a stable 

number of employees, with a slight drop in 2002 and 2003. 

However, the per capita income increased each year since 2000, with a 

26% increase in annual per capita income between 2000 and 2002, the year the 

stadium began construction and a 34% increase between 2000 and 2004, the year 

FedEx Forum opened.   In terms of the number of establishments, the only 

noticeable increase occurred in the professional, scientific, and technical sector, 

moving from 262 in 2001 to 292 in 2004.  

Raleigh’s Entertainment and Sports Arena opened in 1999 and 

immediately received enormous economic benefits to the area around the arena.  

The number of establishments, number of employees, and per capita income 
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increased, jumping from 13,753 in 1998 to 16,286 the following year, an 18.4% 

increase, while the per capita income jumped from 35,550 to 37,020, a 4% 

increase.  The number of employees reached a peak of 22,017 in 2002, and 

reached a peak per capita income of $40,194 in 2000, but the per capita income 

has decreased as much as 10% between 2000 and 2003.   

 Ernst and Young published a report in 2003 highlighting the arena’s fiscal 

and economic contributions to the Raleigh/Durham area, and much of their 

analysis confirms the analysis of the zip code business data.  Their report 

indicated a total employment increase of 2,719 jobs.  1,003 of these jobs were 

indirectly generated by the development, while 1,716 jobs were contributed as a 

direct result of the arena.  Of those 1,716 direct jobs, 1,144 were with the RBC 

Center and related activities, and 603 jobs were in local restaurants, hotels, and 

other establishments (Ernst and Young Report, p. 6).  

The increase in employment and the decrease in per capita income 

suggests that despite the increase of new establishments and new employees, 

and the steady increase in the number of professional, scientific, and technical 

services and the increase in the number of management companies and 

enterprises, the employment increase is the result of low wage restaurant, food 

service jobs in the arena during games and events, and restaurant and hospitality 

jobs outside and around the arena.  This may provide extra amenities to the 

paying public in the area around the arena, but it actually did nothing to increase 

the per capita income level of the zip code around the RBC Center.  
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How do the empirics from Memphis and Raleigh help Louisville’s downtown 

arena dreams?  

 Louisville, Kentucky recent pursuit to construct a downtown basketball 

arena to serve as the home of a potential National Basketball Association (NBA) 

franchise to the city has failed twice.  In 2001, the city attempted to lure the 

Vancouver Grizzlies to Louisville but eventually settled on Memphis. The next 

year, the city made a bid to the Charlotte Hornets, but eventually settled in New 

Orleans that year.    

 After the University of Louisville men’s basketball team’s successful run 

in the 2005 NCAA Final Four, a task force appointed by Kentucky Governor 

Ernie Fletcher convened a task force of city and state leaders to explore the 

possibility of constructing a downtown basketball arena for the University of 

Louisville’s men’s basketball team as the primary tenant.  

 The Leib’s Group, LLC from the Milwaukee, WI area conducted a study 

on the potential viability of a downtown basketball arena and its potential 

impact on the economic development of the Louisville metropolitan region.    

They argue that the downtown arena will energize its surroundings and bring a 

number of economic impacts and benefits to the downtown and the metropolitan 

region as a whole.  
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 The construction of a new downtown basketball arena will be located on 

Main Street between 2nd and 3rd Streets and the Riverfront in the 40202 zip code, 

which has been labeled by the media and the public as the “LG&E Site.”  The 

Governor’s Arena Task Force voted on this site over the “Water Company Site,” 

the parcel of land (also in zip code 40202) between 2nd and 3rd Streets and Liberty 

Street and Muhammad Ali Boulevard that has surface parking and a Louisville 

Metro Police substation in the vacant Louisville Water Company building.  The 

arena on the LG&E site will have 22,000 seats, a 425 room full service hotel, and 

24,000 square feet in retail space (The Leib Group Report, 2006, p. 5).   

The consultant's report from the Leib Group, LLC suggests that an arena 

in downtown Louisville at the LG&E site would cost approximately $400 million 

The arena structure itself will cost $206 million to construct, $93 million for site 

acquisition and relocation (which includes  $3 million to remove the Humana’s 

Riverview square property, $11 million to acquire the property, and $63 million 

to relocate LG&E’s transmission lines);  $6 million for floodwalls and floodgates; 

$25 million for a parking structure below the arena, and $69.5 million to 

construct the hotel and private retail development (GBBN/360 Architects Budget 

Summary, 2006, p. 5).   

The Governors’ Arena Task Force and the public officials serving on the 

task force believe that the revenues from an arena will have a spillover effect and 

increase economic development downtown and other parts of the community.   

The Leib Groups’ report indicates that the new arena will anticipate $112.2 
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million in new direct spending in the downtown area, and the multiplier effect 

would be 1.75, which is the total economic activity is estimated at 1.75 times the 

estimate of direct impacts, as well as indirect spending at $101.4 million for a 

total of $213.5 million in gross spending.  Despite the gross overestimation of the 

multiplier effect, the Leib Group anticipates $116.7 million of total net economic 

activity in the Louisville metropolitan area. (The Leib Group Report, 2006, p. 12).  

What will the arena’s impact be on the immediate area surrounding the 

arena in the 40202 zip code?   Below are statistics of total business activity for 

2004.  

 

Future zip code of Downtown Louisville Basketball Arena (old LG&E site).  

Total for ZIP Code 40202 
Number of establishments: 1,695 First quarter payroll in $1,000: 673,743 

Number of employees: 54,162 Annual payroll in $1,000: 2,704,763 
 

Louisville Zip Code 40202 Characteristics by Employment Sector (2004) 

Industry Code 
Description 

Total No. of 
Establishments 1-4 5-9

10-
19 

20-
49 

50-
99 

100-
249 

250-
499 

500-
999 

 
 
>  
1000

Total 1,695 861 265 210 192 81 51 23 4 
 

8  

Retail trade 96 52 23 10 7 4 0 0 0 
 

0 
finance and 

insurance 
                         177   88  28   18   20     7       8       5       1    2    

          Professional,  
             scientific & 
technical services 

                         496 311  64   50   42   18       8       2       1    0 

Management of 
companies & 

enterprises 42 16 7 2 6 2 3 5 0 
 

1 
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Arts, 
entertainment & 

recreation 27 11 3 3 3 1 5 1 0 
 

0 
Accommodation 

& food services 117 45 15 14 23 12 6 2 0 0 
 

The Leib Group’s analysis estimates the arena will result in 950 additional 

jobs directly related to arena spending, with a payroll of $22.3 million, and an 

additional 475 jobs indirectly related to the arena with a payroll income 

contribution of $14 million with the Louisville metropolitan area (Leib Group 

Report, 2006, p. 24).   Since the arena has not been constructed and zip code data 

is not available after 2004, it will be difficult to predict what the potential net 

benefits would be for growth in employment and per capita income growth in 

the downtown area around the new arena.    

  

Conclusion 

What should we realistically expect for the Louisville area based on the 

empirics of our case studies of Memphis and Raleigh?  The Memphis arena has 

produced a modest gain in employment and per capita income, while the 

Raleigh arena has increased jobs and the number of businesses and 

establishments, but has experienced a decrease of per capita income.  Louisville’s 

goal of developing a strategy around the arena to stimulate growth must bring 

the right kind of jobs, such as the high paying, highly skilled jobs to the area that 

is necessary to stimulate growth and development in downtown and the 

metropolitan area as a whole.   
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The empirics in this report should suggest that there is a negative on 

sports stadia and arenas on the economic of a metropolitan area, and a minor 

impact in the zip code surrounding the arena.  Louisville's arena should use this 

data to determine if this new ambitious arena project will produce greater 

economic benefits. However, the empirics tell us that building sports arenas or 

stadia as the engine for economic development and increase employment and 

per capita income is either unlikely or will produce minor gains at best.  
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A major concern that saturates the hearts and minds of many African American women 
scholars is the blatant disregard for their contributions to American society.  Specifically, 
the exclusion of contributions of African American women in the academy has emerged 
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as a paramount concern of many African American scholars ( e.g., Gaines, 2004; 
Goucher, 2004; Houston, 2000).  This obvious failure of the academy to appreciate and 
include the contributions of African American women is further intertwined within and 
exacerbated by an obvious flaw in archival systems.   Archival systems document 
scholarship for future generations.  A system that catalogs and archives scholarship yet 
excludes the contributions of certain groups provides an incomplete record from which 
future scholars will be able to draw.    Adding insult to injury, major academic journals 
fail to fully embrace this vista of scholarly activity of leaving it deprived to the masses.  
This isolation is thrown into sharp relief by the mere mentioning of a few contemporary 
contributors such as Vanessa Sidle-Walker, Lisa Delpit, Jacqueline Jordan Irvine, Geneva 
Gay, Joyce King, Gloria Ladson-Billings, Beverly Tatum Alice Walker, Toni Morrison, 
Elsa Barkley Brown, Patricia Hill Collins, Darlene Clark Hine, and Bell Hooks.   But, 
when one considers the enormous contributions made by African American women 
historically, this sampling represents at best scattered snapshots of the overall scholarship 
of African American women. Therefore, the paucity of representation of African 
American female scholarship has served to exclude many women from academic circles 
today and promises to continue the process into future generations. As well, this blatant 
indifference on the part of the academy may severely limit future generations from 
pursuing careers in higher education, thus circumscribing their full participation in U.S. 
society. 
  
Perhaps one might consider the concerns of African American female scholars and the 
academy's exclusion of their work within a framework of an academic compost heap. 
That is, the overall purpose of composting within the environment is to bring together a 
varied mix of elements which brings about the highest point of fertility or productiveness.   
Likewise, in the academic compost, all components or contributions must be documented 
and weighted equally in order to reach peak performance.  That is, equilibrium in 
composting is maintained when all constituent contributions are included and weighed in 
equally, i.e., African American women's participation must be considered among others 
and placed in equal proportion to reach peak performance.   Conversely, disequilibrium 
occurs when the participation of some is absent or when academy officials disregard 
certain contributions. Further, it is crucial to consider the overall function of the 
compost.  That is, fertility or lack thereof must be viewed within the notion of future 
outgrowths ( i.e., in academic circles future outgrowths are students, other colleagues, the 
overall community and the world).  These outgrowths may become flimsy or vibrant due 
to the compost mix. For instance, should a compost lack a variety of ingredients ( i.e., 
exclusion of African American female scholarship), its outgrowths emerge insubstantial, 
uninteresting, lifeless, boring, cloudy, monotonous, dreary, dry, deadly, unexciting, lack-
luster, and dull. Conversely, when extensive variety occurs and is treated equally within 
the academic compost, outgrowths become vibrant, effervescent, alive, lively, vivacious, 
animated, exciting, pulsating, energetic, and bubbly. The compost is cyclical in nature; 
that is, outgrowths fall back into the compost rendering it either stagnant and dull or 
vibrant and alive.  Therefore, one might consider one critical element to the academic 
compost to be the experiences and contributions of African American women. 
Consequently, several questions may surface from the academic compost.  That is, how 
might the quality of learning of future generations who are unaware of or lack 
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appreciation of the contributions of all persons to U.S. society, especially African 
American women, be affected by their omission? Will the academic compost become 
stagnant, less effective, and less productive when African American women's experiences 
are excluded? And, when archival systems fail to be inclusive, what happens to the 
scholarship of future generations? Is the progress of U.S. society hampered when African 
American women's experiences and contributions are excluded? And, what about the 
quality of American life when future generations fail to profit from the experiences of 
African American women?    We argue that the academic compost remains in constant 
disequilibrium when the experiences of African American women are excluded, thus, 
progress in American society greatly suffers from this omission.  
 
Creating equilibrium in the academic compost involves filling in this gap and creating a 
critical mix that features the contributions of African American women.  African 
American female scholarship centers on the participation of African American women 
with documented accounts of their contributions within important social reform 
movements throughout U.S. society and within the academy. But, only recently have 
historians and other researchers pointed to African American women's scholarship and its 
critical role in the battle for racial and gender equality (Evans, 2007; Height, 2003; Hine, 
1994; McClusky & Smith, 1999; Ransby, 2003; Robnett; Shockley, 2004).  We invite a 
group of African American female scholars to share their views surrounding African 
American female scholarship and the contributions of women of African descent to U.S. 
society. 
 
This panel presentation spans a group of African American women in U.S. academies 
whose work documents the African American female experience inside and outside of the 
academy, and their overall contributions to U.S. society from the early colonial period to 
the present. Moreover, these panelists explore the political, social, economic, and 
educational musings of Maria W. Stewart and Anna Julia Cooper to the early ideological 
development of Mary McCloud Bethune, who founded Bethune Cookman College, 
Sojourner Truth who advocated for voting rights of African American women,  Ella 
Baker, who helped found the Student Nonviolent Coordinating Committee in 1960, 
Fannie Lou Hamer's use of her personal anguish to mold her public persona; and Septima 
Clark's creation of a network of "Citizenship Schools" to teach poor black southerners to 
read and write to help them register to vote. These scholars share black women's activism 
in the Mississippi Freedom Democratic Party, the Black Panther Party, the Civil Rights 
Movement, and the Free Joan Little Movement in the 1970s. We also share personal 
testimonies from women who made headlines with their courageous resistance to racism 
and sexism- Rosa Parks, Charlayne Hunter Gault, and Dorothy Height. These African 
American scholars share a detailed analysis of the multifaceted roles played by women in 
civil rights and Black Power organizations, as well as the major political parties at the 
local, state, and national levels, while documenting the formation of a distinct black 
feminist consciousness. We represent the coming of age of African American women's 
history and present new studies that point the way to future research and analysis.  
  
Karen Johnson's paper presentation is entitled, "An Echo in her Soul: Septima Poinsette 
Clark, A Radical Humanist. For over sixty-years, the "echo" in Septima Poinsette Clark's 
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"soul," to use her words, inspired her to work tirelessly to ensure that the unlettered 
disfranchised African Americans were granted their rights to full citizenship, via her 
pioneering adult literacy and citizenship projects, in the racially segregated South. 
Although Clark was one of the key educator activist involved in the Civil Rights 
Movement, she remains a relatively unknown figure in contemporary society. Many of 
Clark's published and unpublished articles as well as her oral southern history interviews 
reveal that she was truly concerned about issues of literacy, freedom, democracy, and 
social justice. For Clark, literacy was the beacon of hope, liberation, and social 
transformation for the unlettered African Americans. This paper locates Septima 
Poinsette Clark as an educator activist and socio-cultural theorist whose race and class 
critiques offer a radical commentary on U.S. democracy and racial oppression, especially 
during the era of de jure segregation.  
  
Drawing on the rarely analyzed unpublished papers written by Clark, as well as her 
interviews, this presentation will perform a soliloquy or reading of a compilation of 
Clark's rarely analyzed unpublished articles. The performance will focus on Clark's 
responses and challenges to entrench structures of institutional racism and classism and 
the struggle for adult literacy in the South. This performance reveals how Clark's 
educational philosophy offers a vision of a more just and democratic society.  
  
Professors Adah Ward Randolph and Mary Weems paper presentation, "Speak the Truth 
and Shame the Devil:"Autoethnographical Experiences of Racism, Classism, and Sexism 
in the Academy, presents the African American female story through research and 
performance.   This paper/performance piece examines how African American women 
are treated within the academy through the auto ethnographical sharing of two African 
American female scholars.   Both scholars examine the social/political context of racism 
in higher education and how it is manifested in institutional practices in the academy.  In 
the end, both authors seek to "speak the truth and shame the devil" by examining 
institutional responses to the racism/classism/sexism they encounter and experience their 
educational courses.   Moreover, they share how educational leaders, particularly chairs, 
deans, and other academics can address racism/sexism/classism institutionally. 
  
Professor Stephanie Evans paper, "Stirring the Sable Sea and Ivory Tower: Applying 
African American Female Intellectual History to Contemporary Academe," examines the 
academic experiences of three women (Lena Morton, Rose Butler Browne, and Pauli 
Murray).  The presentation explores three African American women who wrote about 
and/or established higher education institutions (Anna Cooper, Mary McLeod Bethune, 
and Willa Player). These women exemplify Black women's historic commitment to 
excellence in academe as scholars, teachers, and administrators. Perhaps this history can 
remove the professional and ideological barriers that continue to hamper intellectual 
production and deny a rightful place to the "Other" in the academy.  
  
African American Women in the Ivory Tower exemplify the best of scholarship-activism. 
Their views of education offer a foil to Machiavellian models that don't provide a 
sustainable future for the country or world. By researching black women's academic 
history, we may find hints on how to alleviate inequalities through humane research, 
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culturally sensitive teaching, active learning, and informed service. This history shows 
today's academics how to identify and eliminate barriers that still exist for 
underrepresented populations. For those interested in ensuring that the academy does not 
continue to reify impenetrable social hierarchies, history is instructive. For those who 
demand excellence in higher education, these women's reflections provide inspiring 
paradigms.  

  
  

Professors C. Griffin-Famble and Cynthia Jackson Hammond's presentation is entitled, 
Views from the Bridge: Examining the Barriers to Equitable Leadership Opportunities 
for African-American Female Administrators in Academe.  These scholars report that 
beyond the discourse and rhetoric of equity; African-American female administrators 
experience a bevy of challenges and obstacles in the execution of their responsibilities in 
Academia. The closed bastions of the mid- twentieth century, especially the 50' and 60's 
was challenged by the social and political struggles of ethnic minorities and females; who 
sought equality and opportunity. During the 70's and 80's however the halls of academia 
began to allow both lateral and vertical points of entry for these populations, most 
especially the African-American female. Has this progress been systematically 
dismantled over the past twenty years under the guise of meritocracy and quota rebellion? 
The success of African-American women in attaining administrative positions in the 
upper echelon of the professoriate continues to be fraught with institutionalized biases. 
The persistence of racism, discrimination, structural factors within post-secondary 
education, cultural and linguistic differences appear to plague and stymie the rise of 
African-American females in academia.  
  
Perspectives of the issues and challenges for African American females in the 
professoriate will be examined from two distinct vantage points, the department Chair 
and the academic dean. The daily navigation of institutionalized policies that continue to 
subjugate and marginalize the contribution of the African-American female administrator 
will be explored. The context and politics of the "good-old boy" network will be 
scrutinized, as each of the authors give voice to their story of leadership and 
administration in today's universities.    This paper seeks to flesh out the pervasive issues 
in leadership from the perspective of chairing an academic department to the deanship 
and issues in leveling the playing field for female administrators.  
  
 
Professors Marquita Minot-Jackson and Sibby Anderson-Thompkins' presentation 
explores "Risky Business: The hidden politics of race for African American women in 
the academy." They maintain that many African American female scholars who 
interrogate race in their scholarship reveal a current political and social climate that 
reflects a "new McCarthyism."    McCarthyism emerged as the political notion of 
unscrupulously accusing people of disloyalty by pronouncing them as Communists 
and/or by seeking out certain groups and harassing them as dissenters. For many African 
American female   researchers (e.g., Delpit, hooks, Irvine, King, Ladson-Billings, Perry, 
Reid) the notion of race and McCarthyism has saturated intellectual thought throughout 
many college campuses from large universities in the northeast and the northwest, and 
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onto small colleges in the south.  
 
 
Drawing on our personal experiences at work in two predominantly White campuses in 
the South, we embraced the voices of other African American women scholars. The 
project incorporated in-depth qualitative interviews to penetrate the souls of African 
American women and to better understand their experiences juxtaposing their 
experiences with our own. The overall question that guides the project is "In what ways 
does the current neoconservative climate of the academy create unique challenges for 
African American female scholars? Specifically, in what ways might we effectively 
examine race and social justice in our professional experiences in the classroom? And, 
how might we go about teaching issues of  race and social justice to a primarily White, 
middle class, and privileged audience of  students? Particularly, why is it that within U.S. 
culture, both inside and outside of the academy, that "more" is considered equal for 
African American women?  For us, one ongoing challenge is, the institutional reprimands 
of "silencing and excluding" by many faculty and staff for our challenging the status quo 
while addressing the needs of African American students.  
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Abstract:  The purpose of this paper is to explore diverse leadership among an 
under-represented group.  More specifically the paper will address findings which 
may serve to explain the value of informal education and experiential learning in 
the political life-world of women who serve The Congressional Black Caucus and 
to provide implications for international adult education. 
 

Introduction 
The purpose of this investigation is to explore diverse leadership among 

and under-represented group and in this effort, to extend current research on 
African American political leaders.  There exist minimal information for adult 
educators who want to focus primarily on diversity issues (in theory as well as 
practice) in women’s career development and, who want to address how race, 
class, and gender and/or color impact the issues related to women and their career 
development.  My investigation begins with a critical historical review of The 
Congressional Black Caucus (CBC).  Second, we describe unique features 
associated with The CBC political identity.  Third, we provide a profile of The 
CBC in the 107th Congress and Women Trailblazers of the CBC.  Fourth, we 
discuss methodology and theoretical framework and last we address and discuss 
research findings.   
I. CBC History 

The CBC is perhaps one of the oldest and most well known informal ad 
hoc groups operating in Congress (Champagne and Rieselbach, 1995 and 
Longpree, 1983).     

The term caucus is a derivative of “caulkers,” the corrupt name given to ship 
caulkers in Colonial Boston who worked to advance their influence via common 
economic and political interests (Longpree, 1983).   In an effort to wield greater 
influence in the House of Representatives the group initially formed as the 
Democratic Select Committee and on February 2, 1971, were officially 
recognized as the Congressional Black Caucus (Clay Sr., 1993; Tate, 2003; and 
Swain, 1993).  The founding 13 members of the CBC were:  

Shirley Chisholm (D-New York); Charles D. Diggs (D-Michigan); John 
Conyers (D-Michigan); Robert N.C. Nix (D-Pennsylvania); Augustus 
Hawkins (D-California); Louis Stokes (D-Ohio); George Collins (D-
Illinois); Ronald Dellums (D-California); Ralph Metcalf (D-Illinois); 
Parren Mitchell (D-Maryland); Charles Rangel (D-New York); Bill Clay 
(D-Missouri) and the D.C. delegate, Walter Fauntroy (Clay, 1993; Tate 
2003; and Brown, 1990).   Often referred to as “the conscience of 
Congress,” in its earliest conception the CBC was initially viewed by 
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many as the extension of the civil rights movement and protest movement 
(Brown, 1990; Derfner, 2000; and Newlin Carney, 2002).   
As a voluntary association of Congress, the CBC consists primarily of 

African American members from the House of Representatives who maximize its 
collective influence in representing the concerns of African Americans and the 
poor by promoting “the public welfare through legislation designed to meet the 
needs of millions of neglected citizens” (The CBC Directory 107th Congress, 
2000-2001, p. 10, Tate, 2003, Longpree, 1983).  The CBC is a bicameral, 
bipartisan national constituency caucus comprised of the: 1) LSO-which assists 
members in preparing legislation, handles media relations, constituent 
communication, and operates as liaison and clearinghouse of information for the 
national black community, 2) the political action committee-supports  political 
candidates through fundraising and advocacy in elections, and, 3) the CBC 
Foundation-is a non for profit organization established to conduct non-partisan 
research, technical assistance, training, education and informational activities, and 
programs to advance black political participation (Singh, 1998, Longpree, 1983).  
The executive office of the CBC consists of the last serving former chair as well 
as the current chair, vice-chair, treasurer, and secretary elected every two years.  
When Congress is in session, CBC members meet weekly.  Each CBC member is 
required to represent the CBC in conjunction with their regular legislation 
assignment (Singh, 1998).  
II.  The CBC Political Identity and Legislative Campaigns for Human and Civil 
Rights  
 An essential feature which characterizes the CBC identity is the 
unresolved tension between pragmatism and ideology (Derfner, 2000, and 
Champagne and Rieselbach, 1995).  The tension is whether CBC members should 
operate beyond the parameters of conventional politics or actively engage in 
politics as legislators, which involves active participation in committees, and 
coalition building in Congress.  CBC political style is also shaped by the 
institutional constraints and rewards of Congress, which has its own traditionally 
based system of seniority and other incentives.  Additional interesting 
developments that affect CBC political style include: generational turnover, the 
increasing moderate turn of the Democratic Party, the increased CBC size, and the 
diversification of the constituencies CBC members represent (Derfner, 2000; 
Newlin Carney, 2002; Champagne and Rieselbach, 1995).  Throughout CBC 
history the literature reveals legislative campaigns for human and civil rights.  
Such campaigns are evidenced by the introduction of the CBC Alternative Budget 
in 1981, information exchanges through conferences, forums, hearings, and 
workshops, clemency appeals for political prisoners, and demonstrations, 
boycotts, campaigns for a Martin Luther King Jr. national holiday, support for 
democracy in Hati, sanctions against apartheid in South African and advocacy for 
election reform (Clay, Sr., 1993;The CBC Directory 107th Congress, 2001-2002; 
Singh, 1998; Tate, 2003; Haywood, 1995; Benson, 1980; Kennedy, 1999; Canon, 
1995; Norment, 1984; Milloy, 1997; Greenblatt, 1995; Seelye, 1998; Judis, 2001; 
and Lusane, 1994). 
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III. The CBC In The 107th Congress and Women Trailblazers of The CBC 
Over the course of 129 years of Black political participation in The U.S. 

Congress, a total of 108 African Americans have been elected to Congress, 4 in 
the Senate and 104 in the House of Representatives.  Indeed, caucus members of 
The 107th Congress are as diverse as the constituents they represent.  The 107th 
Congress is a coalition of 38 different personalities (15 women and 23 men-all 
Democrats) serving in the House of Representatives who emerged from a variety 
of professions including law, medicine, nursing, social work, higher education, 
and business.  Representatives come from cities, small towns, and suburbs.  As a 
result, CBC members represent a variety of political bases ranging from majority 
black districts, to white majority districts, to districts comprising Black, Latino, 
and Asian majority (Ruffin and Brown, 1984; The CBC Directory 107th Congress, 
2001-2002; and Tate, 2003).  African American members represent 8.5% of the 
overall House membership and about 14% of the Democratic membership in 
Congress thus, constituting a voting bloc which allows the CBC to strategize in:  
1)placing its members on effective and powerful standing House Committees, 
2)negotiating deals with special interest groups and, 3) supporting or stopping 
bills as they enter the legislative process (Ruffin and Brown, 1984;Lusane 1994; 
and The CBC Directory 107th Congress, 2001-2002). 
 The literature reveals that the structure of Congress is symbolic of the  
power structure of society as Congress has historically been dominated by well-
educated, white males of middle-class or upper middle class status (Berg, 1994; 
Swain, 1997; Ragsdale and Treese, 1990; and Gill, 1997).  Since 1789 Congress 
has changed in that it is beginning to look more like the American people.  Such 
gradual change and diversity is evidenced by the entry of African Americans and 
women into Congress.  Between 1869 and 1901 22 black men served in Congress; 
2 in the Senate and 20 in the House.  Further, in the first fifty-years of the 20th 
century only 4 black men held seats in Congress.  Jeannette Rankin (R-Montana) 
became the first woman to serve in Congress with her election to The House in 
1917.  According to the literature, current data reveals that white women represent 
8.6% of the house, black women represent 3.4% of the house, black men 
represent 5.28% of the House, and white men represent 82.72% of the House 
(Tate, 2001 and The Congressional Black Caucus Directory, 2000-2001). 
  Historically, African American women as political actors have confronted 
racism, sexism, and classism, assumed leadership positions, risked their lives, and 
gained ground for black men and white women and yet, were rendered invisible 
because black progress was considered male and any feminist progress was 
considered white.  Black women would become visible in Congress, 50 years 
after the first white woman was elected and 100 years after the first black man 
was elected.  The civil rights movement, the 1965 Voting Rights Act, and 
redistricting ushered African American women into Congress (Gill, 1997; Tate, 
2003; Ragsdale and Tree, 1990; and The Congressional Black Caucus Directory 
2000-2001).   

Twenty-two black women have been elected to Congress; Carol Moseley 
Braun became the first black woman to serve in the Senate in 1993, while 21 were 
elected to the House.  A composite profile of these 22 women reveal that they 
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were well educated:  86% acquired bachelor degrees, 50% hold graduate degrees, 
and 36% earned a law, doctorate, or medical degree.  86% are married, widowed, 
or divorced, 86% are mothers.  Findings also indicate that out of the 22 African 
American women elected to Congress,  Shirley Anita St. Hill Chisholm was the 
first black woman elected to Congress in 1969.  In 1972, she became the first 
black woman to bid for the Democratic presidential nomination.  Her contribution 
and work in Congress, paved the way for black women political leaders who 
would follow. 
IV. Methodology 

When we begin to address the theoretical base regarding diverse 
leadership development, we find that it is often the education and learning 
received outside the classroom which diverse adults, in the context of hegemony 
and power identify as providing great meaning in their lives (Goodman, 1990; 
Johnson-Bailey and Cervero, 2000; Johnson-Bailey and Tisdell, 1998; and 
Peterson, 1991).   The purpose of this investigation is to explore interpretations of 
learning in the lives of Women Congressional Black Caucus members.  A 
qualitative research design utilizing life history, narrative analysis, and Black 
feminist thought provided the theoretical framework (Hill-Collins, 1986; 
Manning, P.K. & B. Cullum-Swan, 1994; Polkinghorne, 1988; and Merriam and 
Simpson, 1989).  Six African American women were interviewed who had 
served, or are currently serving The Congressional Black Caucus.  While, it is 
understood that African American women officials are not a monolithic group, 
two themes emerged which may serve to explain the value of informal education 
and experiential learning in the lives of these women. Traditional studies of 
leadership include Fiedler’s contingency theory, Stogdill’s trait theory, and the 
“great man” theory popularized by Sir Francis Galton (Steers and Black, 1994).  
These studies however do not consider cultural assumptions, cultural context, 
experiential learning nor, the impact of racism, classism, colorism, and hegemony 
in the lives of women (DeLany, 1999).  My study of the Women of The 
Congressional Black Caucus began in the Fall of 2002, and commenced in the 
Spring of 2004.  The accounts of experiences of women political leaders of The 
Congressional Black Caucus were selected from among a population of the most 
recent membership list as documented by Members of the Congressional Black 
Caucus Listing.  Participants were initially contacted by mail from among a 
listing of 13 identified women of the Congressional Black Caucus  
(http://www.house.gov/ebjohnson/cbcmembers4htm ). 
 Each participant in the study received a package containing background 
information on the researcher, a description of the study, and a participant consent 
form.  Data was gathered via individual interviews.  The interviews consisted of 
open-ended questions centered around issues that addressed family, school, work, 
community, politics, and leadership.  All interviews were face-to-face, video, and 
audio taped.  With the permission of the participants data was collected, and audio 
tapes obtained in the field were transcribed.  Field notes were recorded, following 
each audio and video taped interview, stories, issues, and concepts were written 
and summarized.  Video and audio tape developed and obtained in the field 
facilitated connectedness to the data.  Non-verbal behavior was critiqued, 
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summarized, and filed.  Data analysis consisted of a thematic analysis of each 
interview.  A comprehensive file management system was developed to properly 
document specific research activities associated with each participant during the 
investigation. 

Findings 
 

 An analysis of six transcribed tapes revealed two themes 1)The majestic 
burden inherent with congressional service and 2) revealing secrets about 
leadership and power. 

 
A Majestic Burden:  The Truth About African American Women and 
Congressional Service 
 In their stories the data reveals that the women of the CBC hold positions 
that are highly visible, rewarding, powerful, and yet fraught with burden.  Retired 
Congresswoman Carrie Meeks, (Democrat-17th District, Miami, Florida) shared 
her perspectives regarding the rewards and visibility associated with 
congressional life and the CBC: 

“So we all represent Black America, even though each one of us has a 
district.  suffice to say we belong to Black America.  So, my experience 
with them has been heart warming.  We’ve gone to the president.  We’ve 
gone to every country on the globe.  We have been together to make 
points.  We’ve stood, stepped on the last election.  We lost but we stood 
stepped back…The Congressional Black Caucus helps to make the world 
and the United States understand the Black experience.   It was a 
wonderful place for me!” 
 

Carolyn Cheeks Kilpatrick shared her excitement, visibility, and rewards she 
found as a member of Congress (Democrat-15th District, Detroit, Michigan): 

“I found my 25 year career to be one of excitement.  I’ve been around the 
world and met different people in different cultures.  Um, we are not as the 
media portrays us.  I have very good friends who are Republican, from the 
state as well as in Washington.” 
 

Stephanie Tubbs Jones (Democrat-11th District, Cleveland, Ohio) noted the 
opportunities which Congress afforded her: 

“I have to say that public office…have given me opportunities to influence 
policy as well as an opportunity to do some things that my parents never 
dreamed I would have an opportunity to do.  And the best stories are 
having the chance to  introduce my mother and father to the President.” 
 

Consistent with the fame, celebrity, dignity and power of congress are the burdens 
of congressional life.  Donna Christiansen (Delegate, Virgin Islands) described 
her burden of lacking the capacity to vote on the house floor: 

“We (D.C. Delegate, Eleanor Holmes Norton) do not vote for president in 
the Virgin Islands and the other Territories either.  And the other concern 
that we  have is when legislation is passed, you know a lot of times with 
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territories issues   are not considered.  Because I don’t have a vote.  
Because I am not a state, and so  people marginalize us.  I wouldn’t have 
to be running around after this guy trying    

                        to figure out where he was if I had a vote.” 
 

Sheila Jackson Lee (Democrat, Houston, Texas) revealed the burden of being 
labeled a congressional agitator and trouble-maker; if a black woman brings to the 
table in a serious manner, issues and questions which the people want addressed 
and answered.  She stated: 
 

“I think that the fact that I am here in the United States Congress is truly a 
gift to me and I am truly a beneficiary of people who never got a chance to 
get here and there are constituents of mine who have never left Houston, 
Texas.  For that very reason and, I think that it’s challenged me to do 
things beyond the norm.  In addressing these challenges I am penalized for 
my views.  Why should I be penalized and labeled an agitator for my 
views?” I believe people in Congress are   good people…. one may face 
discrimination in attitudes and you will be labeled as tough, gritty, and 
uncompromising.” 

 
Revealing Secrets: Definitions of Leadership and Power 
As a result of their experiences the women of the CBC openly shared their views 
and definitions of leadership and power based upon what they have learned in the 
course of their life’s journey.  Leadership and power were viewed as divine, 
competing against the odds, and lifting as one climbs. 

 
Congresswoman Carolyn Cheeks Kilpatrick (Democrat, Detroit, Michigan) 
described     leadership as adhering to a higher moral divine contract: 
“…I think first of all think its an oath between you and your God, to represent, to 
speak out, to organize to build.  To offer options and resources to people who 
have no way of  accessing that…But the guide, the drive, the access, the 
coalitions that have to be built  that’s what power is.” 

 
Delegates Eleanor Holmes Norton (D-D.C) and Donna Christianson Christensen 
(D-Virgin Islands) talked about the importance of cultivating the ability to 
compete against the odds.  Holmes Norton stated:   
“Leaders have to take risks and go first.  I work hard against and, despite the odds 
to make things happen 
Christianson Christensen said,“sometimes it’s being willing to stand alone and, to 
take stands that are not always popular.  I mean this is leadership.  I think that it’s 
that you’re willing to chart new courses. 
 
Retired Congresswoman Carrie Meek (D-Florida) and Stephanie Tubbs Jones 
described power in terms of lifting as one climbs.  Carrie noted: 
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“I think power comes from your ability to develop relationships.  And, I mean 
good relationships, not insincere ones.  You get power when you have the ability 
to speak for others and be respected in your position.” 
Tubbs Jones (D- Cleveland, Ohio) stated: 
“…giving, using the power of my office to get other people in office.  Otherwise, 
why am I here?  And also, using the power of the office to influence policies that 
will help….some people take power and beat people with it…I think it’s knowing 
that you have it [power] and you do not have to use it.” 
 

Summary Challenges and Implications for International Adult Education 
  

This analysis also brings to the forefront the importance of informal 
education and experiential learning.  It is through experiential learning we witness 
how African American women learn, negotiate, and navigate dominant culture to 
achieve high ranking leadership positions within the larger community. The 
participants also reveal in their themes that adults face adversity, struggles, and 
challenges which can never be duplicated in a formal setting.  Moreover, findings 
reveal that we as adult educators should pay attention to what gets counted as 
knowledge in a particular learning situation and to broaden our understanding as 
to who has the capacity to become knowledge producers and to place value on 
knowing about life’s struggle among adult leaders and learners at the intersection 
rooted in human experience (Hayes and Flannery, 2001).   

Through the findings of this study, international adult educators witness 
the problems of African American women seeking political and professional 
leadership in a society where they face racist and sexist hurdles daily.  Secondly, 
international adult educators learn how African American women elicit political 
strategies, conceptions of leadership, and power needed to succeed and survive in 
a culture that continually questions their legitimacy in professional practice.  
Thirdly, international adult educators discover how African American women, 
despite the rugged cultural terrain in which they are forced to travel, learn to 
navigate effectively through the various levels of power and social interests in 
order to become the social and political leaders within their professional and 
personal communities.   

Fourth, we encourage international adult educators to study the similarities 
between the professional experiences of African American women in the United 
States and the professional experiences of women-of-color throughout the world.  
One will likely discover that women-of-color experience the same professional 
and cultural challenges globally irregardless of the geo-political system that is in 
place within a specific country.  Fifth, it is equally important for international 
adult educators to identify the strategies that women-of-color use throughout the 
world to influence the direction of their professional practice with respect to 
power and interest.   

The challenge for international adult education programs is to embrace 
practices, which will interface with professional education programs to rectify 
androgogical practices of adult students.  Additional implications include that of 
challenging adult educators to facilitate the formation of networks that connect 
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students-of-color to leaders-of-color and allow for mentoring, role-modeling, and 
personal and political empowerment.  Moreover, we hope that this study will 
encourage adult educators in the global community to re-visit fundamental 
assumptions about rugged-individualism and the individual impetus for learning 
and leadership and to acknowledge the importance of communal components 
(Delany and Rogers, 2004).  
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The Application of “ATDE” Model on Adult 

ESL Learners 
 
I. Introduction 
    In the society of globalization and knowledge-based economy, most adults spend 
a considerable time acquiring information and learning new skills. The rapidity of 
change and the continuous creation of new knowledge encourage adults to learn and 
acquire new knowledge.  In the countries of English as a second language, English 
ability becomes very vital for all to enhance.  English as an international language 
also becomes a key to open the window of the world.  For adult learners, they need 
to prepare themselves with good English to handle their life or work.  The traditional 
English teaching pays more attention to the grammar and vocabulary building.  And 
it always makes students feel bored.  Hence, in this study, “ATDE” creative teaching 
model will be introduced and applied to the adult ESL learners.  
 
II. The characteristics of adult learners     
    According to Lindeman (1961), Tough (1971) and Knowles (1989), the adult 
learners have the following characteristics: 
1. Adult learners understand why they have to learn. 
2. Adult learners can handle what they learn. 
3. Adult learners can take responsibility for their learning. 
4. Adult learners can work on self-directed learning.  
5. Adult learners have the strong motivation to learn. 
6. Adult learners learn for accommodating the changing society. 
7. Adult learners learn for applying the new knowledge to their life or work. 
8. Adult learners learn by the problem centered or task centered orientation. 
9. Adult learners have rich experience of life and work to be the learning sources. 
 
III. “ATDE” model 
    Chen (2006) presented a creative teaching model --- “ATDE” Model.  “ATDE” 
model contains four stages, including stages of asking, thinking, doing, and evaluation 
as shown in Fig 1. 

    
 

 

2008 HICE Proceedings 
Page 3463



    

 

Fig. 1: “ATDE” creative teaching model 
(Source: Chen, 2006, P. 87) 
 

IV. The application of “ATDE” model  
   How does the ESL teacher apply for the “ATDE” model on adult learners? Some 
suggestions are offered as follows: 
1. The English teacher should make a teaching plan following up the “ATDE” 

model. 
2. The teaching plan will contain the four stages: asking, thinking, doing, and 

evaluation. 
3. In the “asking” stage, the teacher should throw out some open-ended or creative 

questions for students to think critically or creatively. In this stage, students should 
be encouraged to speak English with confidence. 

4. In the “thinking” stage, brainstorming used by the teacher is a very important 
strategy for evoking warm discussion between students.  In this stage, adult 
learners should be asked to discuss in English. 

5. In the “doing” stage, every student should be asked to participate in English 
learning activities.  Learning by doing will be the core purpose for this stage.  
In this stage, adult learners are asked to prepare themselves with four language 
skills including speaking, listening, reading, and writing. 

6. In the “evaluation” stage, adult learners are asked to make an English performance 
to show the learning results.  And then, they will be evaluated by the peers and 
the teacher. The purpose of this stage is to examine their learning results and 
improve what they need to make up. 

7. All the stages will be under the teacher’s control and be under the background of 
learners’ knowledge and experience. 

 
V. The learning results 
    Based on the “ATDE” model, some learning results will come out as follows: 

Thinking Doing Evaluation Asking 

Knowledge / experience 
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1. Adult learners can gain new knowledge and experience through the process of 
English learning activities based on “ATDE” model. 

2. Adult learners can develop their imagination and creativity to their English 
learning activities. 

3. Adult learners can build up their English ability through the active learning 
activities. 

4. Adult learners can have more interest and motivation of learning English than 
before based on the “ATDE” creative teaching plan. 

5. Adult learners can deepen their English skills through learning by doing. 
 
VI. Conclusion 
    Nowadays, good teaching means teaching of thinking and teaching for thinking 
(Swartz, 2003).  “ATDE” model applied on adult ESL learners can develop students’ 
imagination and creativity.  Most of all, through the stage of learning by doing, adult 
learners strengthen their English skills and ability.  Finally, the evaluation by 
students and the teacher improve and enhance students’ English performance.    
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Introduction 

The focus of this paper is “coming to our senses” with respect to pre-service 
teacher education.  I want to explore the interconnected and interdependent nature of 
teacher education, and its relationship to a variety of complex contexts.  My goal is to 
share some of my observations about the possibility of reorienting teacher education to 
address sustainability, and provide an underlying notion of hope with respect to teacher 
educators “coming to their senses”. 

 

A Reflective Observation 

I have been on an educational journey, which began at least 20 years ago.  I 
have been hunting for answers as to why we continue to prepare pre-service teachers 
the way we do, considering the global realities of today.  In the same vein, my journey is 
motivated by my desire to try and discover what, if anything, we can do to transform 
current practices in teacher education.   

 
It is challenging to think about how, together, we can change the way we prepare 

pre-service teachers when one considers the importance of sustainability and the 
political and economic realities of the world today.  Re-orienting pre-service teacher 
education to address sustainability is a low priority for many in our society.  Competing 
crises like Iraq and the Middle East, Darfur, HIV/ AIDS, “China Rising,” First Nation 
entitlements, Katrina, landing on Mars, corporate takeovers, fuel prices, and the 
influence of “big box” stores like Wal-Mart, draw attention away from fundamental, even 
radical, possibilities for long-term change.  The process of providing educational 
experiences that augment an individual’s awareness and genuine understanding of 
current and future global circumstances which are inextricably coupled with 
sustainability seems to make sense.  Preparing teachers differently in order that they 
may contribute to this process is most obvious and extremely urgent.  It is important, in 
this sense, that innovative pedagogical experiences for pre-service teachers provide the 
skills and opportunities for heightening an awareness and understanding of 
sustainability.  Such experiences would allow new teachers to engage in an educational 
practice that would reflect a sense and a spirit of “stewardship” that would “come alive” 
in their classrooms.  Aldo Leopold captured what I am stressing in a more profound way 
through his narratives. In “March: the Geese Return” from his work A Sand County 
Almanac (1949), Leopold notes:  

 
A March morning is only as drab as he who walks in it without a glance skyward, 
ear cocked for geese.  I once knew an educated lady, banded by Phi Beta 
Kappa, who told me that she had never heard or seen the geese that twice a 
year proclaim the revolving seasons to her well-insulated roof.  Is education 
possibly a process to trading awareness for things of less worth?  The goose 
who trades his is soon a pile of feathers. (p. 22) 
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Fortunately, there are many scholars who have suggested, and continue to 
suggest, that preparing teachers differently is an important solution to solving the 
problems that beset the world today.  The UNESCO’s ten year mission to re-orient 
teacher education to address sustainability is probably the most obvious.  Another 
scholar, the late Neil Postman, also addressed the problems faced by “spaceship earth” 
(1999).  The works of Aldo Leopold, Charles Bowers, Wendell Berry, Rachel Carson, 
John Kabat-Zinn, Charles Kelbley, Rosalyn McKeown, Charles Hopkins, Regina Rizzi, 
Marrianne Chrystalbridge, Scott Russell Sanders, David Suzuki, and many more 
individuals help enhance our awareness of this important need to change the way we 
“do teacher education.”  David Orr (1992), who’s seminal work: “Ecological Literacy: 
Education and the Transition to a Post-modern World” very boldly reveals what he and 
these other scholars emphasize: 

 
…the crisis of sustainability, the fit between humanity and its habitat, is 
manifest in varying ways and degrees everywhere on earth.  It is not only 
a permanent feature on the public agenda; for all practical purposes it is 
the agenda (p. 83). 
 
This agenda relates to the challenging state of the world in which we live today 

and similarly, reflects the condition of its environment.  The agenda also reminds us of 
the situation our children and grandchildren have directly inherited and will have to deal 
with.  I believe that it has been the educative process in its many forms over the 
centuries which have brought us to this moment in time.  I suggest the “agenda” that Orr 
speaks of requires innovative thinking concerning preparation for pre-service teachers 
which enables them to fashion learning experiences for children that provide the skills 
and knowledge necessary to confront and solve the sustainability issue, both for 
themselves and future generations.  In short, it means that in a most courageous and 
profound way we must “come to our senses” with respect to teacher education practice.  

 
It seems rather frustrating to think that 30 years ago we were closer to “coming to 

our senses” in teacher education than it appears we are today.  Back then, the 
educational experiences of pre-service teachers in many ways reflected an orientation 
that embraced experiential, interdisciplinary, and multi-sensory learning as a means of 
heightening an understanding and awareness of connectedness and integrality1.  It 
seems to me that the significance of creating unique learning environments was 
reinforced in order to improve a new teacher’s understanding of the importance of inter-
relationships and the notion of “best place, best practice.”  At this moment in time, the 
picture is unclear as to why teacher education has shifted away from a practice, which 
seemed to be a holistic and more ecologically sensitive approach to pre-service 
education.  I surmise that the fears of litigation and provincial budget decisions linked to 
policy initiatives demanding outcome-based learning at both the elementary and 
secondary school levels influenced this shift.  

 
To clarify this observation, it is not news that many school programs, which 

emphasised “best place/best practice” and which were receptive to, and incorporated 
                                                 
1 The state of being total and complete. 
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the “natural” environment as one of many classrooms, were marginalized.  Those 
programs in various ways were considered “elite,” and were sacrificed first, for at least 
two reasons: to reinforce a form of educational accountability through use of 
standardized tests and second, to avoid liability lawsuits.  These more “wary” 
approaches to the provision of educational experiences paralyzed teachers who had 
previously engaged in innovative experiential learning opportunities. 

    
Unfortunately, teacher education programming followed suit and minimized 

opportunities for pre-service teachers to engage in experiences, which would have 
improved their conceptual understanding of connectedness and integrality and allowed 
them to feel comfortable teaching in different learning environments.  As a result of this 
move, the opportunity for teacher education programs to address sustainability has 
been deflected and has made doing so, more difficult. 

   
As teacher educators we presumably help pre-service teachers understand that 

they are what they teach and further assist them in the process of learning how to learn.  
My work, locally, nationally and internationally reinforces this belief as I am convinced 
that teachers and teacher educators continue to play a most significant role in the lives 
of children, society and the educative process; I am sure I am not alone in this way of 
thinking.  It is disturbing to me as a teacher educator, however, that most, if not all 
faculties or colleges of education in Canada, and in many other countries, are not 
assuming a more proactive role in re-orienting teacher education programming to 
address sustainability.  In recently surveying many teacher education programs across 
Canada I am hard pressed to find any programs, let alone education classes, which 
focus directly on the notion of sustainability2.  I was also unable to find programs and 
classes which assist pre-service teachers to understand connectedness and integrality 
in a conceptual way.  This may be in part due to the “shift” I mentioned earlier or to 
educational tradition, leadership, and/or organizational structure and behaviour.  Most 
certainly it is not due to teachers and teacher educators not trying. 

 
It seems that some faculty find themselves once more attempting to articulate a 

pedagogical orientation, seriously taking into consideration alternatives to the way we 
do things now, which heightens the awareness of their own colleagues and that of the 
students to the importance of sustainability and the welfare of the earth.  The typical 
solution, however, is usually to add an elective class here or there that addresses 
sustainability and conclude that the problem has been adequately solved.  It is obvious 
to me that offering yet another three credit elective will do little to create a profound 
change in the attitudes and behaviours of the next generation of teachers.  I agree with 
Leopold (1949) who recognized that such an approach was “on the contrary [like] 
merely water poured into the already-thin soup” (p. 290). 

 
Future educators need to be in touch with the ecophilosophical roots of education 

if they are to address the goals of sustainability; they must be critically aware of how a 
dominant paradigm drives society, and understand the role of education as an agent of 
social change.  Many scholars and practitioners have suggested that education for 
                                                 
2Courses usually in Science Education.  York University, University of Regina being exceptions. 
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sustainability encompasses a vision for society that is ecologically, socially, culturally, 
economically and politically viable.  As Paden (in Wheeler, and Bijur (Eds.) 2000) 
explained:  

 
… education for sustainability demands that the environment [eco-justice], equity 
[social justice] and economics be considered as a whole and its values promoting 
all three together” (p. 8).  
 

Redressing teacher education with these fundamental features in mind seems for some 
reason to be a tall order, but so necessary. 
 

An Institutional Observation 

During my journey I have been fascinated by the way education as an 
“institution” operates and have come to believe that complexity theory (Rosenhead 
1998, Wheatley and Crinean, 2004,) with its link to chaos theory is very much alive and 
seems to describe educational practice very well.  The theory helps explain the 
unpredictability of education and reinforces the notion that educational institutions 
eventually and decisively affect, in many different ways, human understanding.  Bearing 
in mind this view and considering the state of the world today, one wonders whether 
such unpredictability in the educational sector has in effect limited our ability to make 
sane and rational decisions designed to ensure the long-term wellbeing of the planet.  

  
One would never have predicted that education, as a global institution, would 

continue to reinforce an educational practice, which in many ways disenfranchises 
individuals from “nature.”  The strategy of discipline specific learning as one example 
has impeded the ability of children, teachers and even teacher educators to capture and 
understand the concepts of connectedness and integrality.  For David Orr, this strategy 
amongst others has created a crisis.  For him, knee-jerk solutions just do not solve or 
even address the implications of past and current practice of educational institutions.  
Orr (1992) reinforces his belief by stating:  

 
The content of our curriculum and the process of education, with a few notable 
exceptions, has not changed … what is apparent … is that we do not worry about 
what our children and young people learn and how well they learn it until a crisis 
happens along.  The crisis cannot be solved by the same kind of education that 
helped create the problems (p. 83). 
 
I believe that teacher education programs have also disconnected the notion of 

sustainability from its curricula and indeed diminished any opportunities for pre-service 
teachers to become even speculatively familiar with the concepts of connectedness and 
integrality.  To me, and as I have already stressed, to many others, this 
phenomenological absence of knowledge in programming and practice is an “insane” 
way of doing teacher education “business”.  I believe we may have stepped into the 
1962 institutional world of Ken Kesey (1962).  “One Flew Over the Cuckoo’s Nest” 
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demonstrated complexity theory in action where the “insane” trials and tribulations of 
McMurphy in due course determined his fate.  Even though educational institutions 
have much regularity, like McMurphy’s life, they too defy prediction and on a grander 
scale have, in my opinion, decisively influenced the fate of the earth.  Let me first, 
however, explain my Ken Kesey analogy and then get to the crux of the matter.   

 
I am at a point where I believe that many institutions, as we know them in the 

western world at least, are in some way “chameleon” like.  That is to say some 
institutions are created to accomplish unique and/or specific outcomes, but end up 
doing nearly the opposite of what they were intended to accomplish.  They 
metaphorically change their colours.  Complexity theory may explain this unpredictable 
behaviour; however, examples at this juncture may serve a better purpose and assist in 
clarifying this analogy. 

 
Contemporary prisons in Canada are designed to rehabilitate offenders of the 

law, but in many respects do not do as well as expected.  The recidivism rate of federal 
offenders, while slightly decreasing over the last decade, has hovered around forty-five 
percent (45%).  The proviso associated with this statistic is that many crimes go 
undetected and there is uncertainty as to whether crimes were committed before the 
expiry of a sentence and the period of supervision or after sentence completion.  For 
some, including myself, the question arises as to whether prisons rehabilitate or “de-
habilitate;” they do both to some measure I suspect, but do not rehabilitate offenders to 
the satisfaction of society at large (Bonta, et al, 2003). 

 
In considering financial institutions as a second example, our assumption is that 

they are designed to assist individuals understand the ebb and flow of their personal 
finances.  The complexity of financial life today, however, is more daunting than ever 
and in many respects is incomprehensible to the average individual.  For those 
individuals, financial literacy is simply not a core competency.  It could be suggested 
that the chameleon colour camouflage or “deception” (Watson, 2000) adds to the 
confusion while at the same time assisting in the monetary gains of the various financial 
institutions.  Keeping consumers baffled is a sure way of adding to institutional coffers.   

 
Examples of financial entities confusing consumers, sometimes to the point of 

widespread suffering, include Enron where, in California alone, banks and law firms 
were pivotal in executing securities fraud (Levin, 2002).  H and R Block and the 
Government of Canada, as examples, exacerbate the financial mystifying situation by 
making it more difficult for individuals to remain informed about new income tax laws 
and regulations.  Correspondingly, the financial credit card world reinforces this financial 
de-education process as it befuddles thousands of consumers monthly (McFeat, 2004). 

 
To accentuate this later point, the number of credit cards (Visa and MasterCard) 

in circulation in Canada in 2003 was 50.4 million (in 2004 – 74 million), or more than two 
cards per Canadian adult with Canadians owing on those cards by the end of 2003, 
$49.8 billion dollars. The Canadian household-debt-to-income ratio at that time 
(household credit as a percentage of disposable income) was 105.2% as compared to 
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55% in 1983.  And of all those financial institutions issuing credit cards, the interest rate 
ranged from 9.90% to 28.80% with the Hudson’s Bay Company retail card topping the 
list (CBC, 2006).  In 2004, 41% of Canadian credit card holders were not aware of the 
interest rate charged by their main credit card company (CBC, 2006).  In this context, 
any inference to connectedness and integrality means “sticking” to the “bottom line” 
plan, which unfortunately creates social, political and environmental collateral damage.   

 
When addressing sustainability, educational institutions, like prisons and financial 

institutions may well be thought of as falling prey to this “chameleon like” stereotype.  
The crux of the matter is that our educational institutions, curricula, and approaches to 
teacher education are “de-educating” our children.  They unintentionally provide 
structures and learning opportunities, which disenfranchise children from capturing an 
understanding the concepts of connectedness and integrality, which are foundational to 
behaviours and habits of mind that would ensure sustainability.  This “educational 
detachment” is subtle, but present nonetheless and dramatically infringes upon 
children’s educational experiences.  I suggest that such infringement does not ensure 
them the opportunity of living a life, which demonstrates their place and role in 
preserving, caring for, and embracing the notion and importance of the inter-relationship 
of all things on this planet.   

 
I will expand on this observation later in this paper. 
 

A Global Perspective 

I am fortunate to have gained international experience as a direct result of my 
work as the Director for the Office of International Cooperation and Development and 
the Center for International Training and Education at the University of Regina.  The 
past sixteen years have allowed me to be involved in teacher education related 
initiatives in Europe, the Americas, indirectly in Africa and most certainly in Asia; 
particularly the People’s Republic of China.  My observations and research in these 
different regions of the world have reinforced in my mind that the subtle detachment that 
impedes a person’s conceptual understanding of connectedness and integrality is not 
limited just too Canadian educational practice.  It is alive and well in many countries. 

 
My fifteen years of work in northeast China as the director of a Canadian 

International Development Agency project afforded me the opportunity to witness 
educational change in a most profound way.  Since my involvement in 1990, the 
schools, school systems, and the training of teachers and educational administrators in 
China have changed significantly.  In the last eleven years the country’s national school 
system has been “lapped” by private school enterprises with escalating pressure for 
them to compete for larger profit margins.  Add to this commercially driven educational 
shift, the disturbing fact that these educational systems have placed excessive stress on 
students to “meet the grade” or fail in the eyes of their family and peers. This 
contemporary educational environment has limited or in some cases even shattered any 
opportunity for education practice to address sustainability. 
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In 2000, at the International Symposium on Educational Change and the 21st 

Century held in Changchun, Jilin Province, P. R. China (Pickard and Lin, 2000) the 
concepts of connectedness and integrality emerged as one of many themes.  Both 
concepts related to educational initiatives discussed in Jilin Province and to the 
Canadian International Development Agency (CIDA) role in addressing and solving 
major global issues.  At that time I spoke of the significant function CIDA played in 
addressing the environment, women in development and gender equity, basic human 
needs, and human rights, democracy and good governance.  I do not have to go into 
details about the implications of these problems except to mention that it was 
emphasized, at the outset, that the issues were all inter-related.  

  
Whether one accepts the “Cuckoo’s Nest” theory or not, it is obvious that 

humans, mainly through their education and deeds with unknowingly the support of their 
institutions, have created a global situation of “insanely” huge proportions.  Throughout 
the world today pesticides continue to contaminate ground water, and soil continues to 
be salinized through irrigation practices.  Agriculture and logging remain the major 
factors in the destruction of large tracts of tropical and non-tropical forests.  Teeming 
cities continue struggling with waste management, air pollution, and a shortage of clean 
water.  Local environmental problems persist in exacerbating other worldwide trends 
such as global warming, acid rain, desertification, and loss of biodiversity.  Rectifying 
this global situation most certainly depends upon individuals grasping the significance of 
and applying their understanding of connectedness and integrality.  

   
During that Symposium, while I emphasized all four CIDA issues, I addressed 

more specifically the seriousness of the environmental problems facing the world and 
the role of education.  Population growth, continuing poverty, intense migration to 
already crowded cities, industrialization, and resource harvesting without proper 
conservation and restocking have placed, and continue to place enormous pressures on 
human kind and threaten the sustainability of ecosystems of the earth.   

 
At that Symposium I suggested four questions: what role does education play in 

solving what is currently our environmental reality; what do we teach; how must we 
teach it; and, what skills and knowledge do teachers, educational administrators, and 
teacher educators need in order to assist others in understanding and addressing the 
issue?  Today it is uncertain whether those questions have truly been addressed or 
answered in China or in Canada for that matter.  Suffice to say that there is hope and a 
continued will by many to do just that. 

 

 

Connectedness, Integrality and Teacher Education 
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My granddaughter Bailey is three years old and she sees things as they are.  
What I mean by this is that while she is able to distinguish differences between one 
thing and another, her perceptions are absolute.  For her, a tree, her doll, and her 
“masterpieces,” once she has finished finger-painting them, are “unbroken” or complete 
appearances of the forms they symbolize or represent to her.  You might say that my 
granddaughter’s view of things is not made up of pieces.  Putting Humpty-Dumpty 
together again is a non-issue for her as she sees and remembers the “whole” of Humpty 
rather than the “parts” of Humpty.  Figuratively and conceptually, connectedness and 
integrality are present in her perceptual world without her understanding their meaning 
or even knowing that they are.   

 
As she grows up and as she learns to recognize the similarities and differences 

in what she sees and understands, it is uncertain as to whether she will be mindful of 
the significance of connectedness and integrality in influencing her own view of the 
world.  This uncertainty is predicated on her formal and informal learning experiences, 
which either do or do not recognize the subtle nature and significance of these 
concepts.  It is predictable unfortunately, that the subtleness of an educational system, 
which unknowingly is more prone to discriminate rather than assimilate subject 
disciplines, for example, will prevail.  By the time Bailey begins Kindergarten she alone 
will already have to grapple with trying to understand what inter-relationships truly exist 
with little guidance from the “educational institution.”  

 
The problem begins when one disregards connectedness and integrality early in 

a child’s educational life.  Without intention, our schools begin a slow process that takes 
to pieces the “Humpty Dumpty” of curriculum and for some reason fails to demonstrate 
the importance of connectedness and integrality in order to put the “Humpty Dumpty” 
curriculum and the learning that has taken place, back together again in the minds of 
the school children.  In this regard, it is my contention that we need to re- educate all the 
King’s horses and all the King’s men in the “education business” if we are to attend to 
education’s “new agenda” that so many advocate for. 

 
I raise this because I have discovered a disproportionate number of pre-service 

teachers who have a difficult time understanding that everything is interconnected; 
subject disciplines (again) as an example.  To suggest to students that; English 
education is Physical education, that Physical education is Science education and that 
Science education is History education, and so on, seems initially somewhat 
incomprehensible to them.  The idea that gymnasium classrooms are places to teach 
any curricula seems also quite peculiar.  Similarly, thinking in terms of teaching 
interdisciplinary content through physical movement as opposed to current 
interpretations of Physical education3, for example, is mind numbing for pre-service 
teachers.  The same holds true for them understanding that educating through English, 
Mathematics, the Arts and so on, can be interdisciplinary and conceptually reinforcing 
connectedness and integrality.  Understanding the complexities of Shakespeare, for 
example, most certainly could be augmented through understanding human movement. 

 
                                                 
3Usually low organizational games or sports. 
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It is no wonder that pre-service teachers grapple with these notions.  The 
concepts of connectedness and integrality as David Suzuki (2004) and others would 
attest to, do not seem to carry any weight or even exist within a four-year undergraduate 
teacher education program.  Their inclusion also does not seem to appear in any two-
year undergraduate after-degree teacher education program.  Most faculties and 
colleges of education still select students by subject interests, organize programs by 
disciplines and create and maintain an organizational structure and culture, which in 
disproportionate ways establishes a discipline hierarchy.  

  
These learning environments do little to ensure that the students grasp the 

integrity of the related concepts of connectedness and integrality.  In many cases 
students “majoring” in different disciplines do not, for all intents and purposes, have the 
opportunity to share their knowledge with others in an effort to enhance their awareness 
of the common linkages among their disciplines.  Teacher education programs tend to 
reinforce the discipline status quo. 

 
If, like me, we believed that pre-service teacher education needs to prepare 

professional teachers who understand sustainability, and are grounded in what 
connectedness and integrality truly mean, we have to “come to our senses.” 

 
Teacher preparation programs need to immediately be prepared to risk, and to 

shift willingly in the way they prepare pre-service teachers.  The leadership they can 
offer in this regard will profoundly influence every sector of education in understanding 
and contributing to sustainability and the welfare of the earth.  Bower (2001) and others 
have addressed the challenge, which to others seems most elusive.   

 
To conclude, I would like to share some thoughts related to connectedness and 

integrality that challenge all teacher educators to address educating for ecological and 
social-justice.  Time does not provide an opportunity for us to discuss what steps must 
be taken.  Let me, therefore, end by referring to Bower (2001) and an earlier 
observation by Leopold (1949), which I would suggest Bower knew about before he 
penned his own words.  In Bower’s thinking:  

 
The traditions of the [educational] community must be eliminated, with modern 
‘anti-tradition traditions’ becoming the basis of a society of consumer-dependent 
individuals…stated in the contemporary political vocabulary, and eco-justice 
pedagogy must combine a responsibility for contributing to social justice (in the 
domains of both culture and natural ecology) while at the same time helping to 
conserve traditions essential to communities that retain the mutuality and moral 
reciprocity of the commons. (p. 21) 
 

 Aldo Leopold mused that: 
 

Few educated people realize that the marvellous advances in technique made 
during the recent decades are improvements in the pump, rather than the well … 
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the most serious obstacle impeding the evolution of a land ethic4 is the fact that 
our educational and economic system is headed away from, rather than toward, 
an intense consciousness of land. (p. 260-261) 

 
It is my hope that we will demonstrate how together we have “come to our 

senses” and reflect upon a blueprint for new ways of thinking about the preparation of 
new teachers.  As for me, it just makes common sense to act and collectively accept the 
challenge. 

 

 

 

                                                 
4 Land ethic implicitly recognizes connectedness and integrality 
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Hawaii International Conference on Education Proposal 
 
Title of Research Paper:  “What Happens to Students Who Are Adjudicated Delinquent 
by the Legal System and Placed at the Red Wing Correctional Facility in Minnesota?” 
 
Background:  Most superintendents and school principals do not know what happens to 
students that leave their school systems and are adjudicated delinquent by the courts and 
placed in a correctional facility.  Most students spend twelve to fourteen months at the 
facility before they are eligible to transition back into their local school systems.  The 
return of students to school systems is often met with some hostility and concern which 
tends to make the transition more difficult if not impossible.  Most school educators do 
not have any knowledge about the treatment programs in which the students were 
required to participate.  If educators better understood the level of treatment and 
rehabilitation programs the students completed successfully, it would make the 
transitions easier on the returning students and the school system personnel.  This 
presentation is the result of research conducted by the author at the Red Wing 
Correctional Facility in Red Wing, Minnesota.  Data was gathered from interviewing 
students, correctional staff and educators at the correctional facility.  The presentation 
will consist of following students for fourteen months in the treatment programs and how 
they transitioned back into their local school and communities.  Handouts of the 
presentation will be available and there will be a question and answer session and the 
conclusion of the presentation. 
 
Presenter:  Dr. Ronald P. Weiss, Associate Professor 
                  Minnesota State University, Mankato 
                  115 Armstrong Hall 
                   Mankato, Minnesota 56001 
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Using Bibliotherapeutic Strategies to Help Children and Young Adults 

Understand Disabilities 
 

For years, librarians, teachers, and school counselors have been using 

children’s literature to help students deal with stressful issues such as abuse, 

adoption, death and divorce. Children’s literature has also been used 

successfully to address disability issues with children and adolescents. 

Bibliotherapy appears to be a useful strategy for addressing the needs of students 

with disabilities in addition to helping those without disabilities to understand 

the lives of children with special needs.  

The objective of developmental bibliotherapy is to promote and maintain 

mental health and to foster self-actualization (Rudman, Gagne, & Bernstein, 

1993). Effective bibiotherapy sessions begin and end on a personal note with the 

reasons that the student found the literature either helpful or unhelpful 

(Gladding & Gladding, 1991). According to Forgan (as cited in Iaquinta & 

Hipsky, 2006) a bibliotherapy lesson should include the following elements: (a) 

pre-reading, (b) guided reading, (c) post-reading discussion, and (d) problem-

solving and reinforcement activities.  Thus, the goals of bibliotherapy, which 

include providing information and insight into a specific experience or situation, 

providing alternative solutions to the problem, stimulating a discussion of what 

the actual problem is, communicating new values and attitudes with regard to 

the problem, and helping students understand how experiences impact 
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understanding of individual differences, support curriculum-based instruction 

that is specifically designed to teach children about disabilities (Cook, 2006). 

Using children’s literature on disabilities can help teachers to effectively 

teach empathy, acceptance, and understanding of diversity. Implementing 

instructional activities that include literature about individuals with special 

needs assists teachers as they help their students develop thoughtful insights on 

the strengths of differences and an appreciation of the unique gifts and talents of 

all individuals.  To this end, we share a selected bibliography and webliography 

(Appendix 1) that can aid educators in selecting appropriate children’s and 

young adolescents’ literature and websites dealing with understanding 

disabilities.  
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Appendix 1 
 

A Selective Bibliography of Books for Children and Young Adults  
about Individuals with Special Needs 

 
Attention Deficit Disorder  
Gantos, Jack. (1998). Joey Pigza swallows the key. New York: Farrar, Straus and 

Giroux. Joey is a young boy who takes medicine for his hyperactivity. He 
tries to keep his life from degenerating into chaos. Others in the series: 
What Would Joey Do? and Joey Pigza Loses Control. 

Parker, Roberta N. (1993). Slam dunk: A young boy’s struggle with Attention Deficit 
Disorder. Plantation, FL: Specialty Press.  
A realistic story of a young boy’s efforts to overcome problems associated 
with attention-deficit disorder.  

 
Autism 
Choldenko, Gennifer. (2004). Al Capone Does My Shirts. New York: G.P. Putnam’s 

Sons.  
A twelve-year-old boy, Moose moves to Alcatraz in 1935 when guards’ 
families were housed and contends with his new environment in addition 
to life with his sister with autism.  

Haddon, Mark. (2003). The curious incident of the dog in the night-time. New York: 
Doubleday.  
Despite his overwhelming fear of interacting with people, Christopher, a 
fifteen-year-old boy who is mathematically gifted and has autism, decides 
to investigate the murder of a neighbor’s dog and uncovers secret 
information about his parents.  

Lears, Laurie. (1998). Ian’s Walk: A Story About Autism. Morton Grove, IL: Albert 
Whitman.  
Ian, who has autism, takes a walk with his sisters and demonstrates how 
he sees, hears, smells, and tastes things differently.  

 
Cerebral Palsy 
Mikaelsen, Ben. (2000). Petey. New York: Hyperion Paperbacks for Children.  

In 1922 Petey, who has cerebral palsy, is misdiagnosed as an idiot and 
institutionalized; sixty years later, still in the institution, he befriends a 
boy and shares with him the joy of life.  

Slepian, Jan. (2001). The Alfred summer. New York: Philomel Books.  
Four preteen outcasts, two of them with cerebral palsy, learn lessons in 
perseverance when they join forces to build a boat.  

Trueman, Terry. ( 2000). Stuck in Neutral. New York: HarperCollins Publishers. 
Fourteen-year-old Shawn McDaniel has severe cerebral palsy and he 
thinks his father wants to kill him.  
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Deaf and Hard of Hearing 
Dowell, Frances O’Roark. (2001). Dovey Coe. New York: Aladdin Paperbacks. 

Accused of murder in her North Carolina mountain town in 1928, Dovey 
Coe, a twelve-year-old girl, comes to a new understanding of others, 
including her deaf brother, as she attempts to clear her name.  

Litchfield, Ada B. (1976). A button in her ear. Chicago, IL: Albert Whitman.  
A girl relates how her hearing deficiency is detected and corrected with 
the use of a hearing aid. 

Millman, Isaac. (2000). Moses goes to school. New York: Frances Foster Books. 
Moses and his friends enjoy the first day of school at their special school 
for the deaf and hard of hearing, where they use sign language to talk to 
each other. Also, Moses Goes to a Concert, Moses Goes to the Circus, and 
Moses Sees a Play.  

 
Developmental Disabilities 
O’Connor, Barbara. (1999). Me and Rupert Goody. New York: Farrar, Straus and 

Giroux.  
Eleven-year-old Jennalee is jealous when a slow-thinking black man 
arrives in her Smoky Mountains community and claims to be the son of 
Uncle Bea, the owner of the general store and Jennalee’s only friend. 

Shriver, Maria. (2001). What’s wrong with Timmy? New York: Little, Brown, and 
Co. Making friends with a boy who has mental retardation helps Kate 
learn that the two of them have a lot in common. 

Shyer, Marlene Fanta. (1978). Welcome Home, Jellybean. New York: Charles 
Scribner’s Sons. Neil’s life turns upside down when his parents take his 
sister, who has mental retardation, out of an institution and bring her 
home to stay.  

Weeks, Sarah. (2004). So B. it. New York: Laura Geringer Books.  
Upon spending summer with her mother who has mental retardation and 
her neighbor who has agoraphobia, twelve-year-old Heidi sets out from 
Reno, Nevada, to New York to find out who she is. 

 
Down syndrome 
Carter, Alden R. (1983). Big Brother Dustin. Morton Grove, IL: Albert Whitman.  

A boy with Down syndrome helps his parents and grandparents get ready 
for the birth of his baby sister and chooses the perfect name for her.  

Dodds, Bill. (1996). My Sister Annie. Honesdale, PA: Boyds Mills Press.  
Dealing with an older sister who has Down syndrome is the toughest 
challenge that eleven-year-old Charlie has to face.  

Fleming, Virginia M. (1993). Be Good to Eddie Lee. New York: Philomel.  
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Although Christy considered him a pest, when Eddie Lee, a boy with 
Down syndrome, follows her into the woods, he shares everal special 
discoveries with her.  

 
Dyslexia 
Betancourt, Jeanne. (1993). My name is Brain Brian. New York: Scholastic. 

Although he is helped by his new sixth grade teacher after being 
diagnosed as dyslexic, Brian still has some problems with school and with 
people he thought were his friends.  

Gehret, Jeanne. (1996). The don’t give up kid and learning differences. Fairport, NY: 
Verbal Images Press. Alex, a child with dyslexia, finds out about learning 
problems and what is done to solve them.  

Polacco, Patricia. (1998). Thank you, Mr. Falker. New York: Philomel Books.  
At first, Trisha loves school, but her difficulty learning to read makes her 
feel dumb, until, in the fifth grade, a new teacher helps her understand 
and overcome her problem.  

 
Epilepsy 
Lears, Laurie. (2002). Becky the Brave: A story about epilepsy. Morton Grove, IL: 

Albert Whitman.  
Nothing seems to scare Sarah’s big sister Becky, until having an epileptic 
seizure makes her reluctant to return to school, and so Sarah summons her 
own courage to explain the disease to the other students.  

Moss, Deborah M. (1989). Lee, the rabbit with epilepsy. Kensington, MD: Woodbine 
House.  
Lee is diagnosed as having epilepsy, but medicine to control her seizures 
reduces her worries and she learns she can still lead a normal life.  

 
Physical Disabilities 
Calvert, Patricia. (1999). Picking up the pieces. New York: Aladdin Paperbacks.  

A girl who has suffered a paralyzing spinal cord injury begins the process 
of emotional healing.  

Schaefer, Lola M. (2001). Some kids use wheelchairs. Manakato, MN: Capstone 
Press.  
Simple text and photographs discuss the challenges of using a wheelchair, 
why some children cannot walk, and the everyday activities of children 
who use wheelchairs. 

Schaefer, Lola M. (2001). Some kids wear leg braces. Manakato, MN: Capstone 
Press. 
Simple text and photographs describe some of the reasons children might 
be required to wear leg braces and how they are helpful. 
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Speech Impairments 
Gleitzman, Morris. (1995). Blabber Mouth. San Diego: Harcourt Brace.  

An Australian schoolgirl who is unable to speak is embarrassed by her 
father’s outlandish dress and behavior.  

 
Lester, Helen. (1999). Hooway for Wodney Wat. Boston: Houghton Mifflin. "Walter 

Lorraine books."  
All his classmates make fun of Rodney because he cannot pronounce his 
name, but it is Rodney's  speech impediment that drives away the class 
bully.  

 
Visual Impairments 
Fraustino, Lisa Rowe. (2001). The hickory chair. New York: A.A. Levine.  

A boy who is blind tells of his warm relationship with his grandmother 
and the gift she left for him after her death.  

Garfield, James B. (1994). Follow my leader. New York: Puffin Books. After being 
accidentally blinded by a firecracker, Jimmy learns to live a normal life 
with the help of Leader, his seeing-eye dog.  

Karim, Roberta. (1994). Mandy Sue Day. New York: Clarion Books. Using her 
senses of taste, hearing, touch, and smell, a girl who is blind enjoys a 
special day on the farm.  

 
Other Related Titles 
Philbrick, W.R. (2001). Freak the Mighty. New York: Scholastic.  

At the beginning of eighth grade, Max, who has a learning disability, and 
his new friend Freak, whose birth defect has affected his body but not his 
brilliant mind, find that when they combine forces they make a powerful 
team.  

Thompson, Mary. (1992). My brother, Matthew. Rockville, MM: Woodbine House. 
Though David knows frustration and resentment at times, he feels he 
understands his disabled little brother even better than his parents and 
together the two boys experience a great deal of joy.  

 
Webliography 

 
All Kids Can 
 http://www.allkidscan.com/about.htm 

A website hosted by the ARC of Dallas that helps children and young 
adults understand and respect diversity in others. Includes ideas for class 
projects. 

Bibliotherapy Bookshelf: Disabilities 
http://www.clpgh.org/kids/booknook/bibliotherapy/disabilities.html 
Includes books regarding disabilities from the Carnegie Library at 
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Pittsburgh that might be useful for teachers, librarians, and parents to use 
with children. 

Checklist to Evaluate Children’s Literature That Addresses Disability as Part of 
Diversity 
 http://circleofinclusion.org/english/books/section1/cklistblk.html 
 A list of nine criteria for evaluating children’s literature with characters 
who have disabilities.  
 Developed by Derman-Sparks & the ABC Task Force (1989) 
Disability Social History Project  
 http://www.disabilityhistory.org/people.html 

Contains biographical sketches of famous (and not so famous) people in 
history who have had disabilities. Entries include links to further 
information.  

Dolly Gray Children’s Literature Award  
http://www.dddcec.org/secondarypages/dollygray/Dolly_Gray_Childr
en’s_Literature_Award.html 
Provides a list of books that have received the Dolly Gray Award for 
Children’s Literature in Developmental Disabilities. 

Inclusive Stories: Teaching about Disabilities with Picture Books 
http://www.readwritethink.org/lessons/lesson_view_printer_friendly.a
sp?id=1011 
A lesson plan for grades 9-12 that encourages students to explore a variety 
of disabilities with the goal of teaching them to think critically and 
sensitively about differences. From the Read, Write Think Lesson Plan 
Website. 

LD OnLine: LD Basics 
http://www.ldonline.org/ldbasics  
LD OnLine offers accurate and up-to-date information about learning 
disabilities and related issues. 

Meet Some Special Children 
http://www.misd.net/SEHome/MeetSome/SEKidsHome.htm  
Hosted by the Macomb Intermediate School District in MI., this website 
provides children and young adults with an opportunity to learn about 
students with a variety of learning disabilities. 

Seeing Disabilities from a Different Perspective 
http://library.thinkquest.org/5852/homepg.htm 
A ThinkQuest website created by six elementary students. The site focuses 
on the abilities of children with learning disabilities. 

 

Adapted from Gavigan, Gavigan, K. (2007). Teaching resources center: 
Bibliographies. Retrieved October 17, 2007, from 
www.http://www.uncg.edu/soe/trc 
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Abstract 

This article considers Craft’s (2001) understanding of ‘possibility thinking’, a key 

component of her conceptualisation of creativity, as a means of fostering and 

promoting creativity in education. Embedded in what Craft describes as the ‘enabling 

context’ of learning and teaching are the following seven features of ‘possibility 

thinking’: posing questions, play, immersion, innovation, risk-taking, being 

imaginative and self determination. This article will provide empirical examples of 

each of these and locates them in the research literature in order to extend our 

understanding of the ways in which we can encourage young children to be creative 

in diverse and innovative ways.  

 

Introduction 

The paper begins by providing rationale for the need to promote creativity in 

contemporary society. It then interrogates the idea of a ‘knowledge society’ in order 

to locate the central role that creativity can play in a knowledge society. A review of 

the literature related to creativity and the need to focus on process rather than product 

is undertaken and this provides a context for the subsequent discussion of Craft’s 

model of ‘possibility thinking’. 

  

The need for a Creative Society 
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Craft (2001) contends that since the mid 1990s there has been a growing recognition 

from policy makers and commentators that education and educators need to view 

creativity as a core feature and function of education. She notes that this rise in 

creativity’s profile can, in part, be attributed to the economic imperative to foster 

creativity in business. In Investing in cultural capital: a new agenda for a creative 

and connected nation (Addendum to the MITA Green Paper, 2002, p.2) it was noted 

that, ‘Creativity, defined as the ability to connect the previously unconnected so as to 

produce something original and of value, will be the key to new wealth creation’. 

Similarly, in Culture and creativity: the next ten years (2001) it was stipulated that 

‘Creativity will increasingly be the key to a country’s cultural identity, to its 

economic success and to individual’s well-being and sense of fulfilment’. Creativity 

has thus, to a large extent, taken centre stage. Similarly, specifically in relation to 

Australia, scholars have noted that ‘to be globally competitive, Australia needs to 

formulate a comprehensive approach to fostering creativity’. (Imagine Australia, p.5) 

Given the identification of this need to enhance creativity in our population it is 

essential that the term creativity be defined in a manner that allows educations to 

effectively promote the creative capacity of our children.  

 

Knowledge defined  

Craft (2001), Cropley (2001) and Yelland (2007) have argued that within our 

contemporary ‘knowledge society’ creativity is critically important. In a consideration 

of what this denotes we need to conceptualize and clarify what we mean by 

‘knowledge’. In Knowledge and the social sciences: theory method and practice, 

Goldblatt writes that knowledge may, in part, be described as accumulated and 

organized information. He adds that knowledge is not however confined to this 

description as it can also take the form of a body of skills, practices and 

understandings that an individual possesses and uses in practical ways, and in this 

sense knowledge is characterized by its doing rather than by its thinking or reasoning 

(p.2). Knowledge is also described by Goldblatt (2004) as something that is plural and 

diverse and he writes: ‘knowledge includes the ideas, practices, ways of thinking and 

doing in more or less organized forms that range from sophisticated academic 

knowledge embodied in high regarded texts … to common sense, routine practices of 

our daily lives...’ (p.122). Knowledge thus comes in different forms, from tacit 
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knowledge through to explicit and theoretical knowledge. It is this understanding of 

knowledge that will be employed throughout this paper. In defining knowledge, 

however, questions that relate to the nature of the relationship between societies and 

the truth or falsity of knowledge invariably arise.1 The primary concern here is, 

however, to think about how creativity can support the acquisition of knowledge in 

contemporary times (our ‘knowledge society’) and how we might assist learners in 

their capacity for critical thinking.2  

 

The knowledge society  

Stehr (1994) writes that the idea of a ‘knowledgeable society’ or ‘age of knowledge’ 

was coined by Lane (1966). He also notes that the idea of the knowledge society can 

be traced back to Druckers’ (1969) The age of discontinuity and Bell’s (1973) Post-

industrial society (cited in Peters, p.5). Stehr (1994, pp.6-7) applies the label of 

‘knowledge society’ to the society of the third millennium, as he notes that in today’s 

society ‘the constitutive mechanism or the identity of modern society is increasingly 

driven by ‘knowledge” and “knowledge’ … challenges as well as transforms property 

and labor as the constitutive mechanism of society’ (cited in Peters, p.5). Similarly in 

this paper we will adopt the phrase ‘knowledge society’.  

 

Stehr writes that the industrial society is coming to an end and the skills and know-

how that were needed to maintain social order during the industrial age can no longer 

retain their power or effect. The status that capital and land enjoyed during the 

industrial age has largely diminished and knowledge is taking its place; thus a 

knowledge society is emerging (Stehr p.4 & 6). He notes that in a knowledge society, 

knowledge is increasingly relied upon as the source of economic growth and claims 

that the ‘significance of knowledge grows in all spheres of life and in all social 

                                                 
1 There are a myriad of opinions on this issue, predominate ideas have been advocated by thinkers such as 
Foucault, Popper, Kuhn and Fox Keller. Michel Foucault argues that there is no ‘truth’ or ‘reality’ outside 
the processes through which knowledge is created and in accordance with this line or thought it is held 
that knowledge is created and produces rather than discovered or revealed. Comparatively, Popper claims 
that knowledge is rationally constructed by human beings. Kuhn puts forward a different argument again, 
claiming that scientific knowledge is influenced by social change and is social content. Fox Keller wrote 
that knowledge production is gendered and shaped by social power relations such as patriarchy. (Goldblatt) 
2 The concept of the ‘knowledge society’ has been critiqued from many view points, such as: economic, 
political management and communications and IT. This article primarily focuses on the idea of the 
‘knowledge society’ from the perspective of sociology and education. 
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institution of modern society’ (Stehr, p.3). The number of professions that involve 

working with knowledge, also rapidly increase as the demand for low cognitive skills 

decrease within such a climate (Stehr, p.7). Knowledge, within a knowledge society, 

is thus not just a feature of the economy but rather a basic organization principle that 

greatly impacts upon the way in which individuals within such as society live their 

lives (Stehr, p.5). We have therefore entered into an era where the future will be 

essentially determined by our ability to effectively use knowledge, which may be 

regarded as a precious global resource that is the embodiment of human intellectual 

capital and technology (Shariq, 1997, p.2).3  

 

This increased reliance on knowledge has prompted scholars and politicians alike to 

instate (or perhaps reinstate) creativity as a trait that can, potentially, aid in the 

creation of new knowledge that is unique, and thus competitive on a global level. To 

identify how creativity can enrich knowledge, however, it is first necessary to identify 

the nature of the relationship between creativity and knowledge.  

 

The relationship between creativity and knowledge  

There are various approaches towards the relationship between creativity and 

knowledge. Robinson (2001) has argued that creativity needs to be regarded as an 

essential element of knowledge. In this sense creativity can be viewed as being 

situated in knowledge. Comparatively other scholars, most notably Weiserg (eg. 

1999) propose that creativity builds on knowledge. Weiberg termed this the 

‘foundation’ view of creativity. (Weiserg, 1999, p.226, cited in Craft, 2005, p.3). If 

we contend that creativity builds upon knowledge, than creativity needs to be viewed 

as desirable and critical asset within a knowledge society. On the other hand if it is 

accepted that creativity is an essential element of knowledge than the assumption that 

follows is, if knowledge is to prosper then creativity must thrive. In the second 

scenario creativity thus must be woven into the structure of any knowledge society. 
                                                 
3 Similarly Goldblatt (2004) describes a knowledge society a society in which knowledge (which includes 
ideas, ways of thinking and practices) is the instigator of change and development, within the fields of 
economic, social, cultural and political life. He further notes that in knowledge societies access to 
information, ideas and new practices acts as the catalysis for change. Another defining characteristic of 
knowledge in contemporary societies is the speed at which knowledge is produced and disseminated and 
Goldblatt further claims that it is the knowledge of new technologies that permit the developments that are 
taking place in our everyday lives as well as in global organizations. (p.120) 
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This paper argues that creativity is a central part of knowledge and thus an intrinsic 

component of any knowledge society.  

 

If we accept that creativity is a central part of knowledge, it is essential that in a 

knowledge society the creative potential of individuals is fostered and promoted. To 

achieve this the term creativity needs to be viewed in a way that allows educators to 

promote contexts in which their students can have opportunities to be introduced to 

and extend the knowledge, skills and dispositions that are regarded as being 

fundamental to being creative and imaginative.  

 

Creativity as process rather than creative object 

Many scholars have advocated that educators need to place emphasis on the creative 

process rather than a creative product. For example Michael and Wright (1989) noted 

that, in relation to the performing arts, the ongoing process, which may result in a 

final recorded product is what needs to be evaluated. They suggest one reason for this 

(as history has revealed) that only too often, that what critics of one generation have 

judged as a mediocre work becomes, in a later generation, a classic that my endure for 

centuries as an example of truly creative contribution to world culture (Glover et. al., 

1989, p.47). In a similar vein, Hendrick (1980, p136) writes, in relation to preschool 

children, that the process is more important than the polished outcome. Martindale 

Glover et. al. (1989) claims that creativity may be enhanced by a more circular way of 

thinking which focuses on relationships, possibilities and recursive patters rather than 

a linear causality and single outcomes or events. He further notes that when this 

approach is adopted hasty evaluation should be avoided and “mistakes” can be 

viewed simply as progress markers towards ultimate success (pp.239-240). Similarly, 

Amabile (1989 cited Glover et. al. 1989) writes that external evaluation or expectation 

of evaluation works to lower the creative productivity (on verbal and artistic tasks) for 

both children and adults. Andrews (1999) believes that one can differentiate between 

a persons’ creative ability and the innovativeness of his output and this may provide 

an additional reason for placing emphasis on the creative process rather than the 

creative object.  
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Elliott (1971) argues that what he refers to as a ‘new’ understanding of creativity, 

which takes the emphasis away from the creative product, has superseded the 

‘traditional’ concept of creativity, which he notes is deeply influenced by The 

Creation myth (of the Judo-Christian tradition) and the idea that God created the 

world (and object) from nothing (ex nihilo). Thus, in the traditional sense, in order to 

be creative a person had to produce some object of a sufficiently impressive kind, not 

merely come to know something or get someone to do something (p.147).  

 

With regard to his ‘new’ concept of creativity Elliot writes that it is not necessary to 

make or create anything in order to be creative. Rather he claims that creativity is 

imaginativeness or ingenuity successfully manifested in any valued pursuit (Elliott, 

versions of creativity, pp.139-140). Elliott extends his argument by writing that 

according to the new concept of creativity a person is considered creative simply 

based upon his or her use of novel ideas, and in this way he claims that creativity is 

nothing but a part of our existing concept of imagination or imaginativeness. As he 

writes, ‘…the concept of creativity is chiefly a value for the imagination and the 

reflective spirit…’ (p.151). Elliott thus offers an understanding of creativity that is not 

necessarily reliant on the production of a creative object (or product) furthermore he 

argues that creativity without the product is equal to imagination. 

 

Accepting the argument that creativity is enhanced when the focus of teaching and 

learning is placed on the process rather than the product, it is useful to identify a 

framework that assists with this implementation of this idea. Craft’s idea of possibility 

thinking, is one such framework as it offers a tangible way of encouraging creativity 

without demanding outcomes. Craft views creativity as not necessarily being linked 

with a product-outcome. Rather, Craft holds that creativity involves the following: 

‘…being imaginative, going beyond the obvious, being aware of one’s own 

unconventionality, being original in some way’ (Craft 2000). 

 

Possibility thinking 

Craft (2005) states that she is interested in what she terms a democratic (rather than 

elite) understanding of creativity, and refers to this as ‘little c’ creativity. She 

describes ‘little c’ creativity as the type of creativity that guides the every-day choices 
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and decisions of life. Craft writes that ‘at the core of creative activity [little c 

creativity], I [she] would posit the engine of ‘possibility thinking’… (Craft 2000, p.3). 

  

Craft conceptualizes possibility thinking as the posing of the question “What if?’ in a 

multiple ways, in relation to both problem finding and problem solving. As she 

writes: 

It [possibility thinking] involves the posing of questions, whether or not these are 
actually conscious, formulated or voiced. The posing of questions may range from 
wondering about the world which surrounds us, which may lead to both finding and 
solving problems; and from formulated questions at one end of the spectrum, through 
to nagging puzzles, to a general sensitivity at the other. Possibility thinking, also 
involves problem finding. Being able to identify a question, a topic for investigation, 
a puzzle to explore, a possible new option, all involve ‘finding’ or ‘identifying’ a 
problem (using the work problem in a loose way, to mean ‘other possibilities’) (Craft, 
2002, p.111) 
 

Craft also claims ‘‘Possibility thinking’ is implicit in the learner’s engagement with 

problems as the shift from ‘what is this and what does it do?’ to ‘What can I do with 

this?’’ (Craft 2006). Furthermore she notes that ‘Possibility thinking encompasses an 

attitude which refuses to be stumped by circumstances, but uses imagination, with 

intention, to find a way around a problem.’ (Craft, 2002, p.111) It is important to add, 

however, that possibility thinking is not automatically creative as Craft writes that 

possibility thinking is only creative when it involves an exploration of resources, 

ideas, mediums and patters (Craft, 2003, p.7).  

 

The following diagrammatic representation of possibility thinking (Figure 1) was 

conceived of in response to a study conducted by Craft et. al. (2006) intended to 

refine the understanding of possibility thinking. In relation to this diagram Craft 

writes:  

The overlapping domains of teaching and learning were set within a wider circle 
which sought to profile the significance of the enabling context both in the classroom 
setting and in the wider school environment. The external and internal enabling 
factors clearly influenced and surrounded the playful endeavours of teachers and 
children. (Craft, 2006, pp.257-258)  
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Figure1. An evidence-based model of ‘possibility thinking’ (Craft 2006) 

 

Implementing the features of possibility thinking: Some examples 

As illustrated in Figure 1, Craft contends that possibility thinking involves the 

following: posing questions; play; immersion; innovation; risk-taking; being 

imaginative; self determination. These are not exclusive categories but rather 

conditions that can support young children to be creative and to extend their creative 

thinking in new and dynamic ways. In the rest of the paper we provide examples of 

learning scenarios with young children to illustrate the ways in which they support the 

features of possibility thinking and highlight the ways in which we think they fulfil 

the various aspects. 

 

Science talks 

True dialogue occurs when teachers ask questions to which they do not presume to 

already know the correct answer. 

Lemke, 1990, p.55 cited in Gallas, 1995, p.25 
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In her book ‘Talking Their Way into Science’ (1995) Karen Gallas, a teacher from the 

Boston, USA, documents her conceptualisation and implementation of what she 

termed ‘Science Talks’.4 Over an extended period of time Gallas observed that when 

the children where not in formal lessons they would often spontaneously raise 

questions about and discuss issues of a scientific nature. In response to this Gallas 

resolved to create a method of teaching science that encourages natural and realistic 

questioning and dialogue. 

 

Gallas begins each of the science talks by asking a focusing question that ‘frames’ the 

talks: such as ‘Why do the leaves change color?’ (Gallas, 1995, p.19) or ‘Who made 

the first clock?’ (Gallas, 1995, p.25). Gallas has learnt that the questions that spark the 

most meaningful and fervent conversations are those that are open ended and have 

many possible answers. She has also discovered that questions need to be phrased 

carefully in language that can be understood by all members of the class. She notes 

that for example the question ‘what is gravity? automatically excludes children who 

do not know the meaning of the word gravity from the discussion. Gallas asserts that 

children generally ask questions that that are either based on observations of a natural 

phenomenon or are, what she terms, ‘big picture’ questions (Gallas, 1995, p.26). 

 

Gallas provides the following example of one of the science talks she conducted with 

her class: (The following is transcribed from a tape recording of the discussion).5  

‘How did the moon begin?’- Grades One and Two 

T: Today we’re discussing Holly’s question, ‘How did the moon begin?’ meaning, 
how did it get made? Okay, and last time, really a lot of people helped out here. Let’s 
see what happens this time… 
HOLLY: I think that the moon is made because there’s like a lot of stars put together. 
Like during the day sometimes the moon’s not out because the stars come away from 
the moon, or something, and, and at night when it gets a little darker, it turns into a 
moon, and, and then, there’s a whole moon, and then, some stars would go away and 
stay out out so, it could be, so some people could see the stars.  
SHELLY: I think maybe, this is partly what I think, that um, I think partly some of it 
is some rock, like formed as a, a big circle out of the moon you know, so maybe… 
T: You agree to that part of Holly’s, but you think it might have something to do with 
rock? 
DONALD: I think maybe it’s like, uh, it’s like some kind of planet, plant or 
something, or star or something. Um, exploded or something, and like a white dwarf.  

                                                 
4 Since 1989 Gallas has witnessed over 100 Science Talks that have taken place in her own classroom with first 
and second graders, and in other classrooms with third and fifth grade students.  
5 T= teacher, ?= unknown voice 
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AMY: I think the moon got made by many little, sticky, lie stuff that’s called 
particles… 
?: Yeah.  
… 
TOM: I think that stars are shiny white things.  
BRANDY: I think that, um, a long time ago, there was a rock, and something like, 
maybe something from outer space, the air or something, came down and pulled I 
tout, and the stars got mixed in with it you know, and it was like rocky, and the stars 
got mixed in with it you know and it made circle shapes.  
… 
HOLLY: I think that…a lot of crystals came out of it [a rock] and then crystals turned 
into the moon.  
(long pause) 
ELLEN: I think the moon was made out of gasses 
?: Oh, yeah.  
… 
TOM: Then how can you walk on the moon? 
T: Let her talk. 
ELLEN: Like the sun. 
ANDY: Then how can you walk? You can walk on the moon.  
SHELLY: Yeh, it’s probably gases and rocks formed together. 
… 
T: Did you know that? Amy? 
AMY: I know how the moon’ slight is made. 
T: Could you tell us that ‘cause I don’t know. 
AMY: The sun shines through the moon and makes the light.  
SAM: Oh yeah, you’re right.  
DONALD: I know that. Yeah, it says so in my book…It, like, reflects on the 
moon…like, the sun shines on the moon and the moon shines down.  
… 
AMY: If there wasn’t any sun, the moon wouldn’t shine. 
T:…Now sometimes these questions are really hard, so why don’t after we’re done 
talking about this, we think of ways that we can find out the answer to these 
questions. If we want to find out the answer to the question “How did the moon 
begin?” how should we find it out, what are some of the ways we could find out?  
… 
ELLEN: Ask a scientist.  
T…What else could we do? Donald says, Andy, that the has a book at home. Can he 
bring in some books? Okay, any other ideas?  

 
This excerpt from just one example of Gallas’ science talks reveals how immersed the 

children become in the discussions around the question and the ways in which they 

are able to be imaginative about the possibilities regarding the origins of the moon. 

They continually take risks in articulating their ideas and are quite clear in their self 

determination not only about the source of the question but also regarding their 

explanations and descriptions about the topic under review. In this way Gallas has 

provided a learning environment that supports the young children’s explorations and 

inquiries to be creative and imaginative. The level of documentation around the 

discussions is determined by the learner, as are the questions that are explored. Such 
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contexts afford the opportunity for young children to represent their ideas in 

multimodal ways that incorporate the use of new technologies such as camera, 

computers and digital recording devices so that they are able to revisit their 

deliberations and extend them when they determine it is necessary. Gallas herself has 

noted, ‘I have found that [it] prepares the children for consideration of new ideas. It 

also enables me to assess the kinds of knowledge they bring to their work.’ (Gallas, 

1995, p.23) 

 

Nailah: Painting and playing with ideas 

Learning takes place best through play and play situations  
& 

Lessons have been invented for the merest infants to learn, by way of play and fun 

Plato in The Republic in 370 B.C. cited in (Humphrey, 2002, p.39) 

 

Pellegrini (1991 cited in Yelland, 2007, p.50) outlined three characteristics of play: 

disposition, context and observable behaviour. Disposition involves desire, attention, 

exploration, non-literal behaviour, variety, and active engagement. The context of 

play is ordinarily selected by the child and is informal and relaxed. Pellegrini frames 

his understanding of observable behaviour around Piaget’s three stages of play: 

functional, symbolic and games with rules and concludes that the degree of 

playfulness is directly and positively related to how prominent each of these stages 

are.  

 

Nailah (aged 3.5 years of age) says that her favourite activity on the computer is using 

the paint program. She has already watched her older brother and sister play with this 

software on many occasions. She often copies the images her brother and sister 

produce and by doing so demonstrates the capacity to use the programme effectively 

and that her ability to copy and represent spatial arrays with accuracy. In addition, 

through her first hand experimentation and play on the computer paint program 

Nailah acquires skills that relate to using a computer, such as how to control the 

mouse and how to click on buttons on the computer screen to activate tools and 

functions. She also gains a sensibility towards line and colour.  
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Figure 2. Examples of Nailah’s ‘drawing’ on the Paint program  

 

By playing in this environment Nailah shows that she is able to play for a substantial 

amount of time in a self determined way and continually sets challenges for herself to 

design imaginative creations that represent her understandings of the world in which 

she lives. Nailah, does not attend school as yet but already shows that she is not only 

able to create these ‘paintings’ but also that she is able to articulate a narrative around 

them in order to share the story that they inspired. 

 

Problem solving and innovation: Jesse figures it out 

Rogers identifies five characteristics of an innovation (2003 cited in Craft 2005, p.20). 

They are Relative advantage; compatibility; complexity; observability; and 

‘trialability’. Similarly Wood (1995, p.1) describes innovation as something that may 

extend the boundaries of the conventional. He writes that it can either result from the 

new combination of known factors of from the introduction of a new factor. 

According to Jeffery & Craft (2003, p.4) innovation results in the creation of 

something new. They specify that this could be the creation of a new skill, a new 

insight, a new understanding, or the acquisition of new meaningful knowledge.  

 

Jesse (aged seven) gained new insight when he was participating in an activity that 

aimed to teach children about the relationship between numbers and distance. In the 

activity, a screen based computer turtle had to be moved down a path to a baby turtle. 

When the game was played the number of steps needed to reach the baby turtle 
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depended on what step size the turtle had. For example, turtle one had a step size that 

was half of that of turtle two and three times smaller than turtle three. So each time 

you played this game you could just randomly put numbers in to move the turtle or 

you could in fact figure out mathematically the amount of steps required by using the 

scaffolds inherent to the game which were dots that matched the step size.  Jesse 

participated in three of these turtle tasks. He then watched as a turtle travelled a given 

distance in eight steps. A new turtle, whose steps were three times smaller than the 

original turtle was about to travel the same given distance. With teacher scaffolding, 

in the form of asking questions about the number of steps previously taken Jesse 

attempted to calculate how many steps needed to be taken by the new turtle. He then 

came to realize that the steps taken by the original turtle were connected to the steps 

taken by the new turtle by a factor of three: 

Jesse: Because see every step is three times bigger and it equals three…so and ours is 
three of little ones, that’s how, that’s how I was working it out.  
Teacher: So for every step… 
Jesse: Eight times three.  
Teacher: So for every step, there’s three little ones in it. 
Jesse: So I reckon it’s twenty-eight. 
Teacher: So how could you do it on the calculator? 
Jesse: Three times eight. 
Teacher: Okay, do you want to try that, Jesse? 
Girl: Three times eight [pause]…twenty-four…he said twenty-eight! 

 

In this example Jesse gained a new insight and understanding of the relationship 

between numbers and distance. He was able to state the relationship and even extend 

it to create a mathematical number story that he used as the basis for his follow up 

moves that successful resulted in the turtle reaching its destination. Again, this 

learning scenario reveals how play and problem solving in a scaffolded environment 

can lead to the discovery of new insights, in this case pertaining to mathematical 

relationships which are the essence of much of the number work that young children 

are required to perform in primary schools. This activity engaged Jesse to such an 

extent that he was subsequently able to finish a mathematical table that showed the 

relationship between the number of steps taken to reach the baby turtle and the step 

size of the turtle who made the journey. He was then able to talk to the teacher about 

how the relationships between the numbers varied according to step size and the final 

realisation that the bigger the steps the smaller the number was made! 
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George the builder: Imagining new constructions 

Scruton (1974 cited in Craft, 2005, p.18) stated that imaging and imagining are 

mental acts that can be conjured at will. Comparatively, being imaginative may not 

always be a mental act, and is not necessarily conjured at will. Passmore (1980 cited 

in Craft, 2005, p.18) builds on this distinction between imaging, imagining and 

imagination. He describes being imaginative as the generation of a novel outcome. 

 

In one preschool we observed as George at four years of age displayed an advanced 

sense of spatial awareness. Spatial awareness (or spatial intelligence) refers to being 

able to think and communicate successfully in the spatial domain (Diezmann and 

Watters 2000 cited in Yelland, 2007, p.39). George’s teacher (Louise) observed that 

George was largely self-efficient in the areas of building, planning and construction 

work. Louise noted that he had a clear vision of how his constructions were to look 

and a definite idea of how he would approach the task of building his constructions 

and she exclaimed: ‘…his mind is just going all the time. Thinking about what he can 

do...’ (Yelland, 2007, p.39). Likewise George’s mother noted that George would ‘find 

anything and create’ (Yelland, 2007, p.40). George was thus encouraged by his 

teacher and mother to express his imaginative ability through his construction.  

 

Such advanced use of spatial skills plays an important role in becoming numerate and 

scientifically literate, especially with regards to using visually orientated new 

technologies (Diezmann & Watters, 2000). The teacher created a classroom climate in 

which George was encouraged to experiment with his constructions and 

investigations and she scaffolded his learning with strategic questions as well as 

extending the repertoire of material with which he could work with. In doing so she 

noted that she was exploring her own conceptions about how to transform her 

teaching from viewing her preschoolers as beginning literacy learners (often from the 

deficit view) to that of viewing the children as multiliterate, and already 

demonstrating competencies and skills in different media. 
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Figure 3: George builds a skyscraper. 

 

Conclusions 

This paper has provided evidence for the need to promote and support creativity in 

contemporary society. It has also examined the idea of a ‘knowledge society’ to locate 

the central role that creativity can play in it. In addition we have attempted to 

reinforce the notion that it is important to increase the focus on the creative process so 

that we are not always concerned with a product of the creative process. We do 

realize however, that outcomes are significant to both teachers and children, but 

suggest that they should be generated in learning environments characterized by the 

aspects of ‘possibility thinking’ that were conceptualized by Craft in her model. In 

this paper we have presented four learning scenarios that exemplify a varied mix of 

posing questions, playing, being immersed, imaginative and innovative, taking risks 

and being responsible for your own learning, to illustrate the ways in which young 

children can be encouraged to be creative and have highlighted the specific features 

that each one illustrates. These scenarios have focussed on thinking about new 

possibilities for learning for young children as we proceed through the first decade of 

the new millennium and reflect a view of young children as active learners who are 

able to be creative and imaginative in a myriad of ways. 
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ABSTRACT: 

The purpose of this paper is to exam the current status of music teacher 
education and teacher qualification at the elementary school level in Macau and 
Taiwan in order to promote music education efficiently in the both mentioned Chinese 
societies. By analyzing the teacher education in the both societies, the researcher 
reveals the different systems, requirements and promotions of teacher’s training for 
the current music teachers. By analyzing the teacher’s qualification and the 
perspective of music courses in the societies, the researcher introduces the different 
requirement of recruiting music teachers which causes the effectiveness of music 
teaching in both Macau and Taiwan. 

  
Despite the Macau government encourages all current teachers at the elementary 

schools to have teachers’ training in general every year, the system did not specifically 
require music-related subjects for the current music teachers and cause the fact that 
music teaching has been remaining the same level as it has been in the past years 
without any progress in Macau. In order to balance all subjects and have the best 
result of effective teaching, the Macau government should require certain professional 
development hours of teacher education for all teachers in all subjects at elementary 
school level. Moreover, lacking of qualified teachers with professional music 
background causes the unqualified teachers teach music courses inefficiently at 
elementary schools in Macau. The author suggests that the Macau government can 
learn from the experience of Taiwan to encourage current music teachers with raising 
their salaries and/or promotion as the rewards of completing the required two-year 
music teacher training courses. Furthermore, music has been considered as a minor 
subject outside the so-called “core course” at elementary schools could cause the 
irresponsible attitude and ineffective teaching by the unqualified teachers. The 
elementary schools in Macau need to adjust the perception of music course and have 
qualified music trained teachers to teach music in order to promote and encourage 
music education efficiently in Macau.  
 
The Main Thrust and three learning outcomes: 
 

This paper analyzes music teacher education and teacher qualification at the 
elementary school level in Macau and Taiwan, the two different Chinese societies.  

The author suggests that in order to balance all subjects and have the best result 
of effective teaching, the governments should require certain hours of teacher 
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education for all teachers in all subjects at elementary school level. As well, the 
government can learn from the experience of Taiwan to encourage current music 
teachers with raising their salaries and/or promotion as the rewards of completing the 
required music teacher training courses. At last, the elementary schools in Macau need 
to adjust the perception of music course in order to promote and encourage music 
education efficiently in Macau.  
 
 
The Proposed Methodology: 

 
This paper analyzes music teacher education and teacher qualification at the 

elementary school level in Macau and Taiwan, the two different Chinese societies.  
 

The author will investigate the current problems at the elementary school in 
Macau. The questionnaire, statistical data, and the government's educational reports 
are the data sources for this essay.  The statistical data pertaining to the 
music-education system in both Macau and Taiwan within the past ten years are the 
central point of the essay.  The essay also gives recommendations for establishing a 
complete and efficient system of music education in Macau. The researcher will 
collect all of the most current music education-related statistical data from the 
Ministry of Education and other educational departments of the government in both 
Macau and Taiwan. At last, the author will review and draw conclusions from current 
data to compile complete and updated music education-related statistical data.  
 

Questionnaire  
The purpose of this research is to exam the current status of music teacher 

education and teacher qualification at the elementary school level in Macau and 
Taiwan in order to promote music education efficiently in the both mentioned Chinese 
societies. The purpose of the questionnaire is to determine the current status of music 
education at elementary school in Macau according to one hundred music teachers. 
One hundred music teachers from thirty elementary schools in Macau will receive this 
questionnaire. 
 The questionnaire seeks four types of information: (1) Personal Information, (2) 
Music Curriculum and Methods, (3) The Current Music Curriculum and Facilities at 
elementary school, and (4) The Current Music Teacher Professional Development 
Training and Policy in both Macau and Taiwan. The author believes that the responses 
of teachers from the best-known thirty elementary schools in Macau will provide the 
most reliable and current status of teacher’s professional development and training for 
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music teachers in Macau. Not only are the questions of current music programs' status 
will be included, the teachers' expectations for the future of music education will also 
be included in this questionnaire. Further, the answers to the questionnaire will reveal 
whether the government and schools encourage music education.  These responses 
will show both the current condition as well as the weaknesses of the music-education 
system in Macau.                    
 
            Statistical Data 

To understand the current music curriculum, teachers’ educational background, 
and the policies of music teachers’ professional training, the author will get the 
statistic data from the Ministry of Education in both Macau and Taiwan.  Moreover, 
the researcher will counsel with the director of Department of Education in order to 
understand the current music teachers’ professional development plan and policy in 
both mentioned cities. Visiting with the director of Department of Elementary 
Education, the writer could understand the progressive growing data of music class at 
elementary schools in the past ten years.  
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Literacy Across the Curriculum:  

Using an Interdisciplinary Curricular Framework & Award-Winning Literature to Learn about 

the Man Who Solved One of the Greatest Problems of the 18th Century 

 

“It’s not that I’m so smart;  

it’s just that I stay with problems longer” (Albert Einstein) 

 

 Throughout recorded history different centuries and eras have often been defined by the 

problems they face and ultimately solve. The 21st century is faced with a host of problems related 

to energy and the environment like global warming. Likewise, the 20th century was faced with 

problems that required vaccines and antibiotics to a variety of infectious diseases like HPV, 

AIDS, polio, and chicken pox, etc. Many mathematicians and scientists worked diligently to 

solve these and other problems, including even politicians like Al Gore who published 

“Inconvenient Truth,” an award-winning documentary about the problem of and potential 

solutions for global warming.  

Within this background this article focuses on one individual who solved one of the 

greatest problems of the 18th century. Interestingly enough, this individual is not widely 

recognized or considered a world renowned mathematician or scientist. Rather, we describe a 

little known carpenter and clockmaker named John Harrison, whose series of five sea clocks 

built over a period of forty-three years solved one of the greatest scientific problem of his time 

(Sobel, 1996). The problem was longitude. This article is his story and how we teach his story to 

students.  
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We begin with some background about how we learned about this most remarkable 

person. Then, we provide a brief historical account that describes the problem of longitude, the 

prize that was offered to solve the problem, and the clocks built by John Harrison - the last one, 

of which, did just that. Next, we share a curricular framework that we use to develop 

interdisciplinary curriculum, like the story of John Harrison, and support differentiated 

instruction in the classroom. We end with lasting impressions.  

Background 

 We share an interest in using award-winning literature to teach content area material 

across the curriculum. Consequently, we spend much time searching bookstores, swapping titles, 

and browsing websites of professional organizations who list and describe award-winning books. 

The National Science Teachers Association (NSTA) is a good example. Each year, this 

organization gives awards to books at the elementary, middle grades, and high school levels for 

their accurate content, interesting format, and potential to teach science in engaging and relevant 

ways. These books are listed in a section on the website entitled “Outstanding Trade Books in 

Science.”  In 2004 NSTA identified The Man Who Made Time Travel (Lasky, 2003) as an 

outstanding trade book for students. It’s a story about the life and work of John Harrison. Here’s 

a precise: 

The Man Who Made Time Travel retells the story of John Harrison, an eighteenth-

century carpenter who spent his life designing timepieces so that sailors can 

determine longitude at sea. Harrison’s quest to build a reliable sea clock, or 

chronometer, and win the Longitude Prize, covered over 35 years and five 

prototypes. These prototypes came to be known as H-1, H-2, H-3, H-4, and H-5. 
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It was H-4 and H-5 that successfully solved the longitude problem and won him 

the prize.    

This is a fascinating, informative, and inspirational book. After reading, we were all so 

struck by the fact that we knew so little about this wonderful story. Why haven’t we ever heard 

of the story of John Harrison? What else has been written about this man and his life’s work? We 

began to read more and more about the fascinating problem of and ingenious solution to the 

greatest problem of the 18th century – longitude (Bintz & Moore, 2004).   

The Problem of Longitude 

 Longitude deals with the question, “Where in the world am I?” Historically, this question 

has always been important. Determining where we are has always been a concern to astronomers 

who sought to trace the heavens, stars, and months of the year; cartographers who wanted to 

create detailed maps of their own, as well as other people’s, homelands; navigators who needed 

to chart distances and directions at sea; military officers whose mission was to capture and 

colonize new territories; and, even pirates who sought to capture and loot ships filled with gold, 

spices, and silk. In each case, not having an answer to the question “Where in the world am I?” 

or, even worse, having a wrong answer to the question can be a real problem with serious 

repercussions. Here’s one example.  

 In 1707 twenty-one ships of the Royal Navy, under the command of Sir Clowdisley 

Shovell, sailed from Gibraltar home to England. As the fleet approached what Shovell and his 

navigators thought was the entrance to the English Channel, based on their calculations of 

latitude, four ships suddenly wrecked on the reef off the Scilly Isles, approximately 20 miles 

west of Cornwall. These ships sank and anywhere from 800-2000 sailors drowned (Dash, 2000, 

pp. 7-8). It was obvious that having the wrong answer to the question “Where in the world are 
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we?” had dire consequences for England and its Royal Navy. It was also obvious that the 

problem of longitude had to be solved. The longitude prize was intended to do just that.  

The Longitude Prize 

 At the time determining latitude, a location north or south of the equator, was not a 

problem. Navigators used a celestial clock – the location of the sun at noon and the North Star at 

night – to calculate latitude (Borden, 2004). Determining longitude – a location east or west of 

the prime meridian – was a problem yet to be solved. In response the Board of Longitude passed 

The Longitude Act of 1714. It read:  

“…for providing a publick reward for such person or persons as shall discover the 

longitude…to a sum of ten thousand pounds, if it determines the said longitude to 

one degree of a great circle, or sixty geographical miles, to fifteen thousand 

pounds, if it determines the same to two-thirds of the distance (a degree), and to 

twenty thousand pounds, if it determines the same to one-half of the same 

distance (a degree)” (Sobel & Andrewes, 1995, pp. 65-66).  

 

 Not surprisingly, a prize of 20,000 pounds (worth several million dollars today) attracted 

many proposals. Many were unusual at best. Two of the most unusual were the Powder of 

Sympathy and Lightships. In the former Sir Kenelin Digby proposed that: “Before sailing, every 

ship should be finished with a wounded dog. A reliable observer on shore, equipped with a 

standard clock and a bandage from the dog’s wound would every hour, on the dot, immerse the 

bandage in a solution of the powder for sympathy and the dog on shipboard would yelp the hour” 

(Sobel & Andrewes, 1995, pp. 51-52). In the latter William Whiston and Humphry Ditton 

proposed that: “A number of lightships be anchored in the principal shipping lanes at regular 
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intervals. The lightships would fire at regular intervals a star shell timed to explore at 6,440 feet. 

Sea captains could easily calculate their distance from the nearest lightship merely by timing the 

interval between the flash and the report” (Sobel & Andrewes, 1995, pp. 58-59). Neither 

proposal was seriously considered.  

 Some proposals were seriously considered. These proposals used the heavens and stars – 

the celestial or universal clock – to solve the longitude problem. It was reasoned that if the 

celestial clock solved the latitude problem, it could solve the longitude problem as well. This line 

of thinking went virtually unquestioned until Sir Isaac Newton suggested that maybe the solution 

would be found, not in a celestial, but in a mechanical clock. That a watch, not the stars, might 

be the solution to longitude represented a radical departure from conventional thinking. What is 

ironic, however, is that while the highly educated and internationally renowned astronomer, Sir 

Isaac Newton, started a new line of thinking about navigation, an uneducated and little known 

carpenter and clockmaker named John Harrison had not only already made this shift in thinking 

to a watch, but in actual fact had already been working on a clock that hopefully would solve the 

problem of longitude and, as a result, make him a very wealthy man.  

Harrison’s Clocks 

 John Harrison was born in 1693 in Yorkshire, England. He was the son of a 

carpenter and eventually learned the same craft from his father. Harrison eventually 

turned to clock-making, building his first clock in 1713 before he was twenty years old 

(Sobel & Andrewes, 1995, pp. 75-78). Then, he turned to winning the Longitude Prize, a 

quest that eventually involved building five different prototypes of marine timekeepers. 

This quest consumed approximately forty years of his life and was replete with pitfalls, 

rivalries, and inequities.  
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 Harrison knew that building a sea clock that would satisfy the criteria set by the 

Board of Longitude to win the Longitude Prize would be challenging. Unlike stationary 

clocks, a sea clock would have to take into account undulating waves, rolling of the ship, 

and changes in temperature. Nevertheless, Harrison worked tirelessly over the next four 

decades to build a sea clock that would accurately determine longitude. His first clock, H-

1 took five years to make. Unfortunately, it was too big and too heavy (75 pounds) and 

“erred more than a few seconds in twenty-four hours” (Sobel & Andrewes, 1996, p. 101). 

His second clock took two years to make but it also was too heavy (86 pounds, 11 pounds 

more than H-1). It took Harrison nineteen years to finish H-3. The technology on this 

clock was revolutionary, incorporating a “bi-metallic strip that compensates immediately 

and automatically for any changes in temperature that could affect the clock’s going rate” 

(Sobel & Andrewes, 1996, p. 126). Near the completion of H-3, however, Harrison 

shifted his thinking from clocks to watches. He now believed, as hinted earlier by Sir 

Isaac Newton, that a watch, not a clock, would solve the problem of longitude. He started 

building H-4. Unlike large, heavy clocks, H-4 was only five inches in diameter and 

weighed a total of three pounds. It was accurate to within seconds a month, and 

eventually won Harrison the Longitude Prize. Afterwards, despite winning the prize, he 

set out to build H-5. Harrison completed H-5 in 1772. He was 80 years old at the time. 

He died in 1776. Without question, his clocks and watches solved the problem of 

longitude and also changed the world. 

Interdisciplinary Curricular Framework 

 In this section we present an interdisciplinary curricular framework (ICF) 

designed to provide an organizational structure that teachers can use to develop 
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interdisciplinary instructional units. The following is a brief description of the ICF, 

shown in the graphic below (see Figure 1). 

 The ICF is a two-dimensional framework. One dimension involves core elements, 

illustrated on the inner portion of the graphic. These elements include: content standards, 

learning processes, and pedagogical beliefs.  

 Dimension #1: Core Elements 

 Content Standards: Standards-based teaching has become prominent in American 

education because of federal initiatives like No Child Left Behind (NCLB). Consequently, many 

professional organizations have developed content standards for their respective disciplines. 

Among others, these include: The National Research Council (1996), in conjunction with the 

National Science Teachers Association (NSTA), developed the National Science Education 

Standards (NSES); the National Council of Teachers of Mathematics (NCTM) developed 

Principles and Standards for School Mathematics (2000); the National Council for the Social 

Studies (NCSS) developed Expectations of Excellence: Curriculum Standards for the Social 

Studies (1994); and the International Reading Association developed Standards for Reading 

Professionals (2003). Content standards are intended to answer the question: What standards do 

we need to teach? In addition to this question, content standards is a core element that addresses 

one other: “How do content standards relate to each other?” The ICF provides a functional 

framework within which schools can adapt and augment standards to meet the needs of their 

students. 

 Learning Processes: This core element addresses the question: “What’s the best we, as 

individual teachers, as members of this team, and as a teaching profession, currently believe 

about how people learn? Theoretically, the ICF is grounded in learning processes including: 
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learning is a social activity; learning is integrated; learning is an instance of inquiry; learning is 

understanding; learning involves active engagement; and learning involves reflection (National 

Research Council, 2004). Operationally, the ICF is designed to help teachers put these beliefs 

into action in the classroom. 

 Pedagogical Beliefs: This core element addresses the question: “What’s the best we 

currently believe about good teaching? Theoretically, the ICF reflects the notion that good 

teaching involves meaningful interaction with students; creating interdisciplinary curriculum that 

is rigorous, meaningful, and relevant: understanding the power and potential of seeing 

curriculum from both a disciplinary and interdisciplinary perspective; and understanding how 

people learn and in what kinds of contexts that learning takes place. Operationally, the ICF is 

designed to be a functional framework that enables interdisciplinary teams to put these 

pedagogical beliefs into action. 

 Dimension #2: Curricular Engagements 

 A second dimension of the ICF is a set of interrelated curricular engagements, illustrated 

on the outer portion of the graphic. Curricular engagements are meaningful experiences that 

support and promote social interaction, personal learning, and active engagement. These include 

the following:  

 Text Clusters: A text cluster consists of a collection of interrelated texts. Specifically, this 

collection consists of a set of interrelated books that address specific content and process 

standards. The purpose of text clusters is to enable teachers, other team members, and students 

take an interdisciplinary perspective on learning, and make intertextual connections. 

 Learning Strategies: Text clusters are designed to be used with research-based learning 

strategies. These strategies are comprehension-based engagements that integrate reading, writing, 
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speaking, listening, and visually representing and are intended to help students create and share 

personal meaning from texts (IRA/NCTE, 1994). One particular aim of learning strategies is to 

help students make intertextual connections across texts and across content areas. 

 Hands-on Engagements: The ICF is based on the notion that using text clusters with 

learning strategies can be enhanced with hands-on engagements. These engagements in math can 

include manipulatives like meter sticks, geoboards, pattern blocks, xy coordinate pegboards to 

teach concepts and attributes about angles, shapes, and dimensions. Likewise, hands-on 

engagements in science can include telescopes, microscopes and dissections in science. The ICF 

helps interdisciplinary teams to integrate hands-on engagements with text clusters and learning 

strategies.  

 Reporting & Representing: Students can not only actively collect, organize, and analyze 

data from scientific experiments, but also report and visually represent these data in different 

ways. This part of the ICF helps students learn about graphs, graphing, interpreting data, making 

inferences, reporting results, and drawing conclusions. 

 Learning Extensions: In the ICF learning extensions are intended for teachers to provide 

differentiated instruction to students. These extensions can include follow-up curricular 

engagements that reinforce or extend student understanding of particular themes like the 

scientific method and experimental design or specific topics within these themes. 

Assessment of &Assessment for Learning: The ICF recognizes the important role 

assessment plays in teaching and learning. Assessment is conceptualized as a process by which 

teachers and students are involved in collecting and analyzing data for the purpose of enhancing 

learning in the classroom. This process involves summative and formative assessment. 

Summative is viewed as assessment of learning and formative as assessment for learning (Black 
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& William, 1998; William and Black, 1996). Summative assessments occur at regular intervals 

and are administered to provide snapshots of performance across large populations. They are also 

used to determine which students have met or not yet met minimum national and/or state 

standards. Results of summative assessments are most useful to the public, politicians, school 

boards, building administrators, and parents. They are less useful, however, in providing 

“sufficient evidence to inform many crucial, more frequently made instructional decisions” 

(Stiggins & Chappuis, 2006, p. 10). 

 The ICF also recognizes that teachers and students are also major stakeholders in 

assessment and need to be actively involved in the process. It also recognizes that assessment is 

ubiquitous, occurring before, during, and after learning experiences. Formative assessment, or 

assessment for learning, addresses this issue. It is based on several principles including: 

assessment is intended to promote improvement and learning; students and teachers are partners 

in the assessment process; assessment tasks are based on a clear definition of achievement and 

provide specific data about specific students; assessment activities enhance descriptive feedback 

between students and teachers; and assessment activities help students understand and talk about 

their learning (Stiggins & Chappuis, 2006). These principles are the basis for engagements that 

students experience throughout the ICF. Reflection strategies are also included. These strategies 

enable teachers and students to pause at different times throughout the framework and reflect, 

discuss, and adjust their learning. In sum, assessment of learning occurs at the end of the ICF; 

assessment for learning is continuous throughout the framework. 

Differentiated Instruction 

 The opportunity to provide differentiated instruction is an important potential of the ICF.  
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The term differentiated instruction refers to instruction which is adapted to meet the needs of 

individual students. One strategy for differentiation is the process of developing tiered lessons 

(Adams & Pierce, 2006). In creating tiered lessons, teachers develop a set of interrelated lessons 

about a single concept which differ from each other in a meaningful way. These differences 

might reflect differences in learning style, in readiness or content background, or in student 

interests. Here, we share a tiered lesson about longitude and latitude which is differentiated by 

reading level - all the texts shared teach about longitude and latitude, but the texts which are used 

are of different levels of complexity.  This lesson draws on the text cluster we have developed 

around Harrison’s work.    

 Longitude and latitude are related to the mathematical idea of locations on a coordinate 

plane. We choose to open the lesson reading The Fly on the Ceiling (Glass, 1998), a 

mathematical myth which teaches about the Cartesian Coordinate System. From this story, 

students come to understand that location can be confirmed on a flat plane by a set of two 

numbers, x and y coordinates. The system is more complex on a sphere (the Earth) but works in 

a similar way. Any location on the planet can be specified by a pair of coordinates, longitude and 

latitude. After the entire class discusses this story, students are divided into three groups based 

on reading level.  Each text referenced below could be paired with learning strategies to support 

readers in the group to understand the text most fully.   

 The least sophisticated readers now read about longitude and latitude in the book 

Longitude and Latitude (Aberg, 2003). This small book uses clear language paired with 

photographs and drawings to show what lines of longitude and latitude are and how they behave 

on Earth. In this reading, key terms are defined and described using familiar examples like half 

an orange for hemisphere. A pictorial glossary appears at the back of the book.   
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 More sophisticated readers in the class can read the chapter All Those Lines in the book 

Maps: Getting from Here to There (Weiss, 1995). This selection is six pages taken from a longer 

book; they stand alone well. The language is more complex than in the first selection and the 

examples are more sophisticated - students are asked to read longitude and latitude coordinates 

from a map, for example. There is also a reference to the Pythagorean Theorem and distance 

formula in a cartoon within the selection. This would be a nice mathematical extension for 

students within this lesson.   

 The most sophisticated readers can read the section What is Latitude and Longitude? 

from The Dangerous Book for Boys (Iggulden & Iggulden, 2007). This is a short selection (just 

over two pages) of text which again defines the terms and shows how latitude and longitude lines 

behave differently at different places on the planet (e.g., at the Equator vs at the poles). This 

selection also discusses John Harrison’s work and how time helps us measure longitude. The 

language is more complex, there are fewer illustrations, and the concepts are presented in more 

abstract ways in this selection.  

 After reading these selections, students are ready to begin to explore the differences 

between flat maps (Cartesian systems as discussed in The Fly on the Ceiling) and spherical 

planets (Earth). Students can be placed in groups of three students for this task, where each 

student has read a different text. The students can be asked to discuss their learning from the 

reading before completing the task. In this hands-on engagement, we give students a small 

photocopy of a map of the world; outlines of the continents provide sufficient detail. The length 

of the map is the circumference of a tennis ball. The challenge for students is to mount the flat, 

rectangular map on the tennis ball.  This can be done only if portions of the paper map are cut 
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away or folded over near the poles and shows students in a practical way how flat maps distort 

the appearance of land on our planet. 

Lasting Impressions 

Developing interdisciplinary learning experiences, like this one on John Harrison and the 

problem of longitude, has made many lasting impressions on us. Perhaps the most important is 

that Harrison exemplifies the important role of perseverance in learning. He spent four decades 

solving one of the most important scientific problems of his day. He succeeded. Was he ahead of 

his time? Undoubtedly. Was he a genius? Perhaps. If so, his genius was rooted in passion and 

perseverance, as much as intelligence and ingenuity. We hope his story and this article will help 

others experience the passion and perseverance that characterizes real learning.
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Figure 1. Interdisciplinary Curricular Framework 
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Abstract  
In its third year, College Access Project for Rural Alaska (CAPRA), funded in part by the 
US Department of Education–Office of Post Secondary Education, provided training and 
technical assistance to adjuncts and full-time faculty on six extended rural campuses to 
increase the capacity of those university programs to provide students with disabilities a 
quality higher education. Adjunct faculty, who comprise more than 80 percent of faculty 
on the small, rural/remote campuses within the University of Alaska system, receive few 
professional development opportunities despite their contributions to certificate and 
degree programs. To rouse systemic change in the direction of accessibility, faculty 
members require instruction and support to design curriculum, expand classroom delivery 
methods, and adapt instruction. 
 
This collaborative project of University of Alaska Anchorage’s Center for Human 
Development and Disability Support Services prepared teams of local experts, using a 
train-the-trainer model, to facilitate on-site workshops for adjuncts, full-time faculty and 
staff. Site-based teams of Disability Support Services Counselors, campus CAPRA 
Coordinators, Faculty Experts, and Information Technology personnel, receiving support 
from grant personnel, utilized various training schedules, delivery models and technical 
assistance strategies to realize the primary goals of the project: improving (a) educational 
outcomes for students with documented disabilities and (b) classroom instruction of 
adjunct and full-time faculty at UAA’s very small higher educational institutions. 
 
This session reports the success of grant efforts on stakeholders: adjuncts and full-time 
faculty and students with documented disabilities. Results of training and technical 
assistance activities, specifically the impact on (a) trained faculty (e.g., modification of 
syllabi and instruction, satisfaction with training/technical assistance, and perception of 
own teaching), and (b) success of students with documented disabilities (i.e., enrollment, 
retention, course completion rates and course satisfaction). Presenter will offer a candid 
discussion of training accomplishments, faculty and student suggestions, and future 
implications. 
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Introduction 
The College Access Project for Rural Alaska (CAPRA) is a collaborative effort of the 
University of Alaska Anchorage (UAA) Center for Human Development (CHD) and 
Disability Support Services (DSS). The project has been funded in part by the US 
Department of Education’s Office of Post Secondary Education and has served to 
enhance accessibility and implementation of Universal Design (UD) principles on smaller 
campuses. Now in its third year, the focus is on taking momentum achieved during the 
grant cycle and translating those gains into sustainable returns. The goals of the project 
are as follows: 
 

1. Design curriculum and develop a “train–the-trainer” system for rural campuses 
whose classes include students experiencing disabilities. 

2. Provide training to rural/extended campus adjunct and full-time faculty and other 
invited CAPRA participants on the use of practices that increase the quality of 
education for students with disabilities. 

3. Provide sustainable statewide, multi-modal technical assistance and outreach. 
4. Evaluate effectiveness of training and technical assistance. 

 
University of Alaska Anchorage Campus Partners 
Three of four UAA rural colleges participated in CAPRA.  Kenai Peninsula College 
(which has two campuses), Matanuska-Susitna College, and Prince William Sound 
Community College (with three campuses), partnered with the Center for Human 
Development and Disability Support Services to provide professional development 
opportunities for faculty, staff, and community members.  
 
Historically Disability Support Services in Anchorage has served as a resource for the 
DSS points of contact on the smaller rural campuses. This support has included campus-
wide training in the accommodation process, provision of site packets with forms and 
guidelines, assistance in troubleshooting specific student, staff, and faculty concerns, 
provision of alternate format materials, temporary or long-term loan of Assistive 
Technology, and other assistance as needed.  
 
With CAPRA, a more strategic and systematic approach to delivering consistent and 
ongoing support evolved with an expanded focus on training adjunct faculty and other 
key personnel in the principles and practice of Universal Design. The broader focus 
aimed to create more accessible learning environments from the design stage, thus 
minimizing the need for retroactive accommodation. 
 
CAPRA Grant Funding 
The University of Alaska Anchorage was one of 23 colleges and universities to receive 
awards during the third cycle of Office of Postsecondary Education project funding.  In 
October 2005, UAA CHD was awarded approximately $750,000 over three years to 
provide professional development opportunities for adjuncts, full-time faculty, staff, and 
community agency representatives serving each participating college service area.  
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The project aimed to increase the capacity of rural university campuses to provide 
students with disabilities a higher quality postsecondary education by training faculty 
members. The expectation was that training faculty would improve educational outcomes 
for students with documented disabilities and classroom instruction. 
 
Facilitator Trainings  
The CAPRA Coordinator and Disability Support Services Director prepared site-based 
teams of facilitators. Each campus training team consisted of a campus coordinator, 
disability support services point of contact, faculty expert, and technology specialist. On 
some campuses individuals wore multiple hats.  
 
Facilitator trainings brought these campus-based training teams together for two days at 
the beginning of each grant year.  Teams of facilitators also met via audio conference on 
a monthly basis throughout the development and implementation of grant activities.  
Facilitators received compensation for their time spent on grant activities.  
 
In addition to preparing and facilitating the faculty workshops on their campuses, the site 
based teams needed to assist the grant effort by gathering and submitting data. 
 
Advisory Board 
During Year 1 (October 1, 2005-September 30, 2006), representatives from different 
areas were brought together to form an Advisory Board. The Advisory Board convened 
once each semester throughout the life of the grant.  
 
The CAPRA Advisory Board was composed of grant personnel and site-based team 
members including CAPRA campus coordinators, Disability Support Services (DSS) 
points of contact, and faculty experts, as well as college representatives including 
students with documented disabilities and college administrators, and representatives 
from the community including K-12 educators, vocational rehabilitation counselors, and 
individuals representing independent living centers. 
 
Faculty Workshops 
Faculty workshops were facilitated by site-based teams on the participating rural 
campuses once or twice each year. The faculty workshops were designed to advance 
faculty knowledge and understanding of disabilities, legal mandates, universal design, 
accessible course delivery methods, and assistive technology devices and applications.   
 
Faculty received a stipend for their participation. Faculty participation included 
attendance in the workshop and completion of syllabus or course modifications. 
 
Evaluation Activities 
Evaluation focused on three key groups: 1) Faculty, 2) Students with documented 
disabilities, and 3) Facilitators. It is important to note that CAPRA is one of only a few 
projects to gather and evaluate data on students as well as faculty. 
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Evaluation tools were developed and used to analyze CAPRA’s impact on each group.  
Evaluation instruments and procedures addressed five research questions: 
 

1. Course Completion Rate: What are the differences between the rates at which 
students with documented disabilities complete courses taught by faculty trained 
in project activities compared to the rates at which they complete courses taught 
by faculty who have not been trained?  
 

2. Faculty Implementation of Concepts: What percent of faculty trained in project 
activities incorporate elements of training into their classroom teaching?  
 

3. Student Satisfaction: Are students with documented disabilities more satisfied 
with their classroom experiences for courses taught by faculty trained in project 
activities than those taught by faculty who have not been trained in project 
activities? 
 

4. Increased Enrollment: Have the number of students with disabilities enrolled in 
courses increased on campuses involved in project activities? 
 

5. Building Participant Capacity/Participant Satisfaction: How effective were the 
technical assistance and training in increasing the capacity of faculty to support 
students with disabilities in their classroom? 

 

Group Information Source Research Question  

Students DSS Records 
University Database 
Student Satisfaction Survey 

1, 2, 3, and 4 

Faculty Faculty Workshop Evaluations 
Syllabus Review 
Faculty Implementation Survey 

2, and 5 

Site-Based Teams Facilitator Training Evaluations 5 

 
Preliminary Evaluation Summary  
The first goal of this project was to design and deliver facilitator workshops for campus 
teams. To date, all members of the site-based training teams have reported satisfaction 
with the training materials and workshops.   
 
The second goal was to provide training on rural campuses for adjunct and full-time 
faculty with a focus on practices that increase the quality of education for students with 
disabilities. Preliminary results of the faculty workshop evaluations indicate the majority 
of the participants who answered the survey question were satisfied with the training. and 
the majority of them are also implementing elements of the training into their teaching. 
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The third goal was to provide multi-modal technical assistance and outreach on a 
sustainable basis. In addition to regular CAPRA workshops, individual and small group 
workshops have been held by Disability Support Services as part of its ongoing services. 
CAPRA has helped to increase the level of participation in these DSS led offerings. 
 
The fourth goal was to evaluate training and technical assistance based on effectiveness 
measures.  Several evaluation tools were developed and used to collect and analyze data.   
Interim reports on individual campus workshop evaluations were given to individual 
campuses throughout the project and a formative evaluation report is being prepared. 
 
Current Status  
This grant funded effort is in its third year. Additional workshops are being held on each 
of the six participating campuses and additional data is being collected and analyzed. The 
preliminary evaluations have helped to focus the efforts in significant ways.  
 
Workshops in this third year are being reformulated based on feedback from workshops 
conducted during the first two years. Examples of modifications include: a) more time for 
hands-on application of Universal Design Principles to course activities, and b) more 
follow-up meetings. Specifically follow-up will focus on low-tech UD implementation, 
strategies for document accessibility, and low-cost technologies that improve access. 
 
Ongoing Technical Assistance 
Participating campuses have been provided information and access to several national, 
regional, and locally hosted follow-up training opportunities. Webinars, audio 
conferences, online discussions, and forums are some of the means by which campus 
communities will be able to engage in continued learning.  
 
Workshops and training opportunities offered through Disability Support Services have 
been and will continue to be available on rural campuses as part of the broader university 
responsibility to ensure equal access. Also important to note is that activities facilitated 
by DSS occur on all rural campuses, not just those participating in CAPRA. 
 
Plans for Sustainability 
The facilitator teams for each campus have worked to identify plans for sustainability. 
Additional efforts are being made by the Director of Disability Support Services. There 
have been many ideas and only time will tell which are implemented. Some strategies 
that have been suggested include the following: 
 

• Monthly adjunct support meeting  
• Participation in webinars, and audioconferences  
• Bringing already trained CAPRA faculty back to guest present for new faculty 
• Distributing a once per semester UD newsletter 
• Infiltration of Assistive Technology in key locations used by students  
• Implementation of UD principles into student, staff, and faculty orientations 
• Strategic funding for continued workshops and evaluation activities 
• Collaboration with Instructional Design Specialists  
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Closing 
The University of Alaska Anchorage has taken a collaborative approach to providing 
professional development opportunities on rural campuses. Through grant funded efforts, 
teams of facilitators have provided training for adjunct faculty and other key personnel. 
The training methods and materials that are being developed will ultimately be used to 
sustain institution-wide efforts to make college accessible for a wide range of learners 
including those with documented disabilities.  
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Abstract 
 

Throughout the 20th century, practitioners have posited that organizational change 

follows predictable patterns (Bridge, 1980; Musselwhite, 2003; Osborn, 2006; Scott, 1998). The 

challenges around these patterns deal primarily with the fact that organizational change often 

revolves around initiatives that garner both support and resistance (Osborn, 2006). 

This case study that employs phenomenology examines a major change event in an 

organization; School X (grades 6-8). School X is a public school organization located in a low-

income, unincorporated area of Los Angeles County that was identified by the State of California 

education system as not having met academic requirements. A major change event that occurred 

at School X was examined in this study through the perspectives of three individuals who were 

instrumental to the change process.  

After holding a 97% student attendance rate and meeting the State of California 

requirement for a minimum of 95% student participation in taking State of California exams, 

School X, still did not meet the Academic Yearly Progress (AYP) growth targets in the areas of 

Language Arts and Math. As a result, the school organization entered a mandatory program 

improvement. During the 2005-2006 school year School X was in year five of the program 

improvement process. According to institutional theory, the drive to change is primarily external; 

in an effort to survive, an organization is forced to respond to the pressures of its environment 

and stakeholder norms (DiMaggio & Powell, 1983; Zucker, 1987). During year five of program 

improvement efforts, the school district submitted a plan to the State of California for a  
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governance change at the school choosing to restructure School X and create an autonomous 6th 

grade school (School Y) separate from the 7th and 8th grades. School Y would have its own 

administration, budget, and faculty and would be divided into small learning communities.  

Change in an organization is typically initiated and guided by change agents who 

implement strategies and ideas that facilitate the change process. Organizational change can be 

episodic or continuous (Mintzberg & Whestley, 1992; Weick & Quinn, 1999). Implementing this 

type of change involves moving from the existing organization state to the desired future state 

(Anderson & Ackerman Anderson, 2001; Cummings & Worley, 2001).  

The purpose of this study is to identify effective strategies for change in an education 

based organization. This study was guided by the research question: What are the effective 

strategies for change used by key participants in the restructuring of School X? Through the 

qualitative research process, this is a case study that employs phenomenology. Quintanar (2002) 

described phenomenology as a study where the experiences of humans are examined through 

narrative and details provided by those being studied. A purposive sample was selected based on 

the following criterion: 1) the subjects must have had a role in the change process within School 

X and Y, and 2) the subject must have been with the organization prior to it entering program 

improvement. Three subjects were interviewed and a textual analysis of data was conducted. The 

three subjects were identified as change agents and leaders within the organization.  

Seven major themes emerged from the data: awareness, commitment, community, 

growth, involvement, power, and relationships. Through the structural, human resource, political, 

and symbolic frames, as referenced by Bolman and Deal (2003), leaders and organizations are 

able to generate possibilities that can have a positive impact on a community. The leaders in this 

2008 HICE Proceedings 
Page 3538



Organizational Change 5 
 
 

change process used all four frames in order to create a strategy for successful change. The 

strategy that emerged was a step-approach of 1) research, 2) support, 3) implementation, 4) 

reinforcement, and 5) sustainment. It was concluded that throughout the step approach strategy 

mentioned above several elements were essential to lead change at School X. It was concluded 

that having a clear vision and purpose, shared knowledge, a passionate leadership, an enrolled 

team, and involved stakeholders are essential to effectively lead change at School X through the 

step-approach strategy mentioned above.  

Limitations to this study include data collection methods via telephone as opposed to face 

to face. The number of participants and interviews conducted was also a limitation. Additionally, 

a female perspective may have provided greater possibility to generalize the findings. Future 

studies might consider evaluating the accomplishments of School X and Y by State of California 

education standards, investigating the sustainability of the change, and monitoring stakeholder 

involvement. 

Introduction 

 “Change is good” (Participant 3, personal communication, March 17, 2007). This statement 

can be polarizing. Not all necessary changes turn out to be good ones because change is contingent 

upon factors that include individual circumstances, the people involved, and those affected. 

Change, or change events occur on the organizational as well as the individual level. Change on 

the organizational level, depending on the magnitude of the change process, will likely alter 

several aspects of the organization including the structure, culture, and productivity. A controlled 

change event in an organization is typically initiated in an effort to stimulate advancement of the 

organization. Implementing this type of change involves moving from the existing organization 
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state to the desired future state (Anderson & Ackerman Anderson, 2001; Cummings & Worley, 

2001). Similarly, Anderson and Ackerman Anderson (2001) write, “Transformation, ultimately, is 

the journey from where the organization is to where it chooses to be” (p. 150). 

This study examines a change event that occurred at School X through the perspectives of 

three individuals (participant 1, participant 2 and participant 3) who were instrumental to the 

change event. The perspectives were examined to identify strategies utilized in the change 

process.  

 A review of literature on organizational change was conducted. Data from three 

individual interviews was collected, combined, and coded for analysis. Further, findings were 

analyzed thematically with reference to organizational change theories. Finally, conclusions were 

drawn from the analysis that will contribute to the body of knowledge regarding change 

management strategies. 

Organizational Background 

School X is a public school located in a low-income, unincorporated area of Los Angeles 

County. The School X student population is roughly 2,100 (6th, 7th and 8th grades) and 

predominantly Latino. Further, School X is led by a district administration and district school-

board.  

Leading to the change event, school X as a whole (84% of students) did not meet the 

California standards for mathematics. Those students (73% of students) classified as “English 

Learners” (51% of total students) and “Students with Learning Disabilities” failed to meet the 

California standards for Language Arts. School X holds a 97% student attendance rate and while 

the school does meet the State of California requirement for a minimum of 95% student 
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participation in taking State of California exams, the organization does not meet the Academic 

Yearly Progress (AYP) growth targets in the areas of Language Arts and Math. As a result, the 

school organization entered mandatory program improvement. As a result, the school district 

made a choice of action to attempt to improve student academic-proficiency as opposed to 

releasing responsibility of the school to the State of California. During the 2005-2006 school 

year the middle school was in year five of the program improvement process. At that time, the 

school district submitted a plan to the State of California for a governance change at the school. 

Thus, the decision was to restructure and create an autonomous 6th grade school separate from 

the 7th and 8th grades. The new 6th grade school, (School Y) would have its own administration, 

budget, and faculty. Further, school Y would be divided into small learning communities. This 

school was expected to demonstrate dramatic learning improvements specifically in the areas of 

mathematics and language arts. A Learning Director (similar to a Principal) was appointed by the 

district to lead the 6th grade school and the change process involved.  

Learning Communities 

The learning community is an organization in which all members take part in the 

responsibility of developing and maintaining the organization (Hiatt-Michael, 2001). A learning 

community is based upon the concept of creating desired results by contributing to the elements 

that enable the results to take place. Four facets to a learning community are servant leadership, 

shared moral purpose, trust, and collaborative decision-making (Hiatt-Michael, 2001). Hiatt-

Michael’s (2001) definition of a learning organization follows that “members work together, 

mutually understanding each other, yet respecting the diversity of one another” (p. 115). 

According to Hiatt-Michael (2001), “The characteristic that creates the strongest learning 
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environment is caring” (p. 115). Similarly, Love is one gift presented by Bolman and Deal 

(2001), who stated, “A big part of love is caring enough to find out what really matters to others” 

(p. 89). Thus, learning through investigation of others thoughts and objectives to find out what 

really matters to them is a part of love that can also help to create a learning community and 

maintain balance. Learning of one’s objectives and moral purpose can help to bind relationships 

together to provide further balance.  

According to Hiatt-Michael (2001), trust and mutual respect among all members are 

significant elements of a learning organization. With trust and mutual respect, possibility for 

learning and growing is more prominent. Further, trust and mutual respect among leaders and 

subordinates in an organization can provide the fundamentals for empowerment. It is essential 

that the leader in a learning community share a common moral purpose with subordinates, and 

other leaders in order for all leading attempts to be successful and fulfilling. Hiatt-Michael 

(2001) stated, “The educational leader’s role is to translate the essence of the purpose in a 

manner that is understood by all members of the school community” (p. 118). 

Additionally, Hiatt-Michael’s (2001) fourth element essential to a learning community is 

collaborative decision-making among members. Although difficult to accomplish, collaborative 

decision-making among members is often well worth the effort. The outcome will likely be a 

learning community with a sense of significance, with love, shared moral purpose, authorship, 

trust and mutual respect and empowerment; all ingredients for success. 

Literature Review 

 Educational institutions have particularly unique challenges achieving organizational 

change because of the amount of stakeholders potentially affected and who must be considered. 
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Change agents attempt to alter the status quo but are often met with resistance. School X was no 

exception. A review of the literature confirms that resistance is a natural part of change 

management. The literature also identifies strategies for overcoming resistance. 

 Throughout the 20th century, practitioners have posited that organizational change 

follows predictable patterns (Bridge, 1980; Musselwhite, 2003; Osborn, 2006; Scott, 1998). The 

challenges around these patterns deal primarily with the fact that organizational change often 

revolves around initiatives that garner both support and resistance (Osborn, 2006). 

 The frequency and extent in which an organization is confronted with the necessity to 

change varies. Organizational change can be episodic change or continuous (Mintzberg & 

Whestley, 1992; Weick & Quinn, 1999). Leaders of an organization are in the position to access 

problems and determine the need for change. 

Resistance to Organizational Change 

 For the purpose of organizational change, resistance is defined as employee or 

stakeholder behavior that seeks to challenge, disrupt, or invert prevailing assumptions, 

discourses, and power relations (Collinson, 1994). Change can generate skepticism, reluctance, 

and resistance in people, which makes change difficult to implement (Folger & Skarlicki, 1999; 

Jager, 2001). Resistance from both the organizational perspective and the individual perspective 

may occur in an organization when top management struggles to relinquish control to the 

subordinates during times of change (Noether, 2005). More contemporary organizations are 

moving toward the concept of creating a learning community to advance change. 
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Measures taken to limit resistance to change are increasingly common. One method is to 

establish a guiding coalition to lead the change process. “Because major change is so difficult to 

accomplish, a powerful force is required to sustain the process” (Kotter, 1996, 51). “A guiding 

coalition that operates as an effective team can process more information, more quickly. It can 

also speed the implementation of new approaches because powerful people are truly informed 

and committed to key decisions” (pp. 55-56). The key characteristics identified by Kotter (1996) 

for the ideal guiding coalition are: (1) position and power, (2) expertise, (3) credibility, and (4) 

leadership. “You need both management and leadership skills on the guiding coalition, and they 

must work in tandem, teamwork style. The former keeps the whole process under control, while 

the latter drives the change” (p. 57). 

Organizational Change Process 

The literature on organizational change suggests that the change process can take 

different forms. According to Kurt Lewin (1947), organizations are similar to a flowing river in 

that both are constantly changing at different rates and in response to the surrounding 

environment.  

Culture Construct 

 A shared vision is the focal point of the culture construct model, which seeks to maintain 

a balanced culture despite the external and internal forces that may lead to change (Beckhard & 

Harris, 1987; Oliver, 2003; Smith & Elmes, 2002; Rosenburg, 2003). Kotter (1996), asserted that 

vision plays a key role in producing change by helping to direct, align, and inspire actions on the 

part of large numbers of people. According to McAleese and Hargie (2004), leaders “must: 
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articulate a compelling vision and guide employees to make it a reality; set realistically high 

expectations; encourage excellence; and model consistent behaviors” (p. 163).  

Chaos Theory 

Chaos theory suggests that a midpoint between too much balance and not enough balance 

exists. This midpoint is known as the “edge of chaos” (Grobman, 2005, 370). Frederick (1998), 

described the edge of chaos as the point at which an organization “can let its autocatalytic forces 

generate new adaptive skills…then and there is where it maximizes its future possibilities and 

can realize its inherent potentials” (p. 368).   

 The theories, strategies and models reviewed demonstrate similar and contrasting views 

in the realm of change management. Overall, this review provides insight to the vast literature 

and significance of organizational change in our global society. 

Research Design and Methods 

 Through the qualitative research process, this study employed a phenomenological design 

in an effort to understand the perspectives of three change agents through their own frame of 

reference. Quintanar (2002) described a phenomenological study as a study where the 

experiences of humans are examined through the narrative and details provided by those being 

studied. Phenomenological research examines the experiences of humans (Creswell, 2003). 

Participants 

 A purposive sample was selected based on the following criteria: 1) the subjects must 

have had a role in the change process within School X, and 2) the subject must have been with 

the organization prior to it entering program improvement. The subjects were selected through a  
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snowballing process of recommendations. One subject works with the 6th grade school, one 

works with the 7th and 8th grade school, and the other works in the district administration. All 

were male subjects.  

Data collection 

 Semistructured, individual, audio taped interviews, which varied from 25 minutes to 75 

minutes, were the primary data collection method. Two face-to-face and one telephone interview 

was conducted. Researchers noted observations of behavior, body language, and tone when 

possible. The researchers took written notes during the interviews when necessary. Each 

researcher interviewed one participant. Interviews were conducted within a two-week period in 

March, 2007. The interviews were transcribed for data analysis purposes. 

The interviews commenced with the respondent completing a study consent form and 

demographic information form. The interviews were guided by five open-ended questions from 

the Planned Change Event interview questions (see Appendix I). The established interview 

instrument was approved by a panel of experts to secure validity of the research data. After 

approval of the instrument the interviewing process began. 

Data analysis and interpretation  

 A textual analysis of data was conducted. Transcripts of each interview were coded to 

extract meanings (topics). Inter-rater reliability was established by the comparison of 

individually coding to the collective coding. The researchers chose to highlight common themes. 

The primary strategy to ensure internal validity was subject verification. The data from this study 

was interpreted thematically. The researchers interpreted the responses according to seven 

common themes that emerged. Data was triangulated with related literature to justify themes. 
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Findings 

The findings of this study were divided into two sections based on the analysis of 

interview data: (1) the nature of planned change from the subject viewpoints, and (2) strategies 

employed to lead the change process. 

Nature of Planned Change 

The school-leadership of School X chose to restructure by creating a 6th grade learning-

community separate from the 7th and 8th grades. There were both internal and external reasons 

for the change decision. Externally, the State of California mandated the change. Internally, the 

school leadership wanted to create a more productive environment to meet student needs. 

Meeting student needs would be evidenced by demonstrations of growth in proficiency levels as 

well as overall attitude and satisfaction of the students and their parents. 

The data collected revealed that research and the constant acquisition of knowledge and 

data were key factors of the change management. Participant 1 played a significant role in 

orchestrating the research methods for restructuring and for creating small learning communities. 

The administration, teachers, parents, and students all actively participated in creating the new 

learning communities. Smaller learning communities enabled teachers to interact with the 

students more since there were fewer students to instruct. With the change in process, new 

expectations were effectively communicated to teachers and school personnel. Participant 1 

created a monthly meeting structure where teachers meet as a team after school to discuss issues 

related to their respective school teams. Teachers involved in the small learning communities 

collectively examine how well students are doing, the targets they should set to improve learning 

and the strategies that might get them where they want to go (Fullan, 2001). Through 
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collaboration, teachers of School Y “generate ideas of how to motivate students” (Participant 1, 

personal communication, March 12, 2007). The new structure provides parents with the 

foundation for a more comprehensive and timely report on their student’s progress and also 

empowers teachers and parents to have an active role in the outcome of the planned change.  

All of the interviews indicated that the immediate goal of creating small learning 

communities was to increase student proficiency. Small learning communities of School Y are 

more in line with this district’s college-advocating culture than the traditional large learning 

community of School X. Further, School Y exemplifies the four essential elements of a learning 

community as noted above (Hiatt-Michael, 2001). Participant 1 is a servant leader that acts as 

nurturer to the organization. The shared moral purpose of the school is to meet student needs by 

improving their skills and proficiency. Finally, developing the learning communities was a 

collaborative effort that included the administration, staff, faculty, parents, and students.  

Strategies for Planned Change 

Each of the participants stated their view of the necessary steps taken to research, 

implement, and maintain the change of structure. At each stage in the change process the 

participants expressed the necessity and value of involving the stakeholders. This was a key 

factor in alleviating resistance to change.  

Research. According to the participants, a great volume of research was conducted on 

small learning communities prior to implementing the change event. The District Office 

provided School X with the initial information on restructuring options, of which, one was 

developing a smaller learning community. School X began its own review of literature and a 

committee of educators was created to research and visit other school sites that had successfully 
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implemented small learning communities as a part of a permanent curriculum. Participant 3 

reflected on the actions of the committee: “They went out to these school sites and asked 

essential questions, guiding questions. They came back with answers and reported back to that 

committee and that kind of created a learning environment that determined what direction to 

take, and what the school would look like” (Participant 3, personal communication, March 22, 

2007). The data gathered helped to build the foundation for the change process to begin.  

 Support. Creating small learning communities was achieved through efforts of 

collaboration. The school district administrators, teachers, parents, and students all offered 

support toward the school’s restructuring. The district administrators allowed teachers to receive 

pay for meeting on the weekends with Participant 1 and gave permission for substitute teachers 

when salaried teachers went out to research other school sites. Participant 2 credited the support 

of the teachers as the most effective step in the change process; “obviously you have to have 

100% teacher buy in to have this thing be successful” (Participant 2, personal communication, 

March 19, 2007). Participant 1 invited all the parents to a meeting at the very beginning of the 

process. This act generated interest and excitement in the community and among all 

stakeholders. 

 Implementation. In determining what a small learning community would look like at their 

school site, the staff and administration devised elements that would cater to the specific needs of 

the School Y student. Participant 1 recalled that “the district as well as the board also felt that if 

we are going to do this lets capitalize and do something different” (Participant 1, personal 

communication, March 12, 2007). The committees created two major elements that made up the 

School Y learning communities; (1) teams and (2) thinking maps. The learning community at 
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School Y was structured around six learning teams named after a local university to promote the 

college-advocating culture. Participant 1 introduced thinking maps, which are a type of mental 

mapping that promotes critical thinking. Thinking maps are used to assist the students in 

achieving and maximizing improvement and proficiency.  

 Reinforce. Reinforcement required continuous engagement of all stakeholders. Likewise, 

Participant 1s’ staff development over the next few years will include thinking maps; he even 

persuaded his teachers to attend training on thinking maps to reinforce the concept in School Y. 

Additionally, the teachers of each small learning community in School Y meet every month with 

Participant 1 to discuss the collective progress of each student on the respective team. It is during 

these monthly meetings that every student who is revealed to be performing at below proficiency 

is targeted to receive an intervention by Participant 1, the teachers and parents.  

Sustain. The entire School X community is responsible to carry on and expand the 

changes that have been put into action. School Y is looked upon as “being that autonomous 

structure that would stimulate change or create even a positive competition or the one that’s 

going to pilot things that if they work lets adopt them to a bigger step” (Participant 1, personal 

communication, March 12, 2007). Creating an environment where the talents of everyone can 

flourish is vital to sustaining this type of change. In addition, the guiding coalition that was 

established to implement and design the change event will contribute to sustaining the change 

progress. 

Analysis 

 “The ability to reframe and use multiple lenses helps you advance while feeling less 

strain and confusion along the way” (Bolman and Deal, 2003, 333). Through the structural, 
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human resource, political and symbolic frames, as referenced by Bolman and Deal (2003), 

leaders and organizations have the ability to advance change and generate possibilities that can 

have a positive impact on a community.  

 According to institutional theory, the drive to change is primarily external; in an effort to 

survive, an organization is forced to respond to the pressures of its external environment and 

stakeholder norms (DiMaggio & Powell, 1983; Zucker, 1987). Due to the inability of School X 

to reach certain goals in regard to AYP scores, the leaders in the change process used all four 

frames noted above to create strategies that were designed to enable School X to meet necessary 

requirements for California Public Schools.  

Structural Frame 

The structural frame is used when a leader tries to design and implement a process or 

structure appropriate to the circumstances (Bolman and Deal, 2003). Creating a separate school 

(School Y) with small learning communities was an appropriate design given the culture of 

School X. All participants in this study agreed that research was essential in the change process 

of School X. Participant 2 commented, “We did a lot of learning and research on smaller 

learning communities and what are the plusses and minuses” (Participant 2, personal 

communication, March 19, 2007). Without structure, people are unsure of specific tasks and 

goals during change. From this lens, the themes of Awareness, Community, and Growth 

emerged. In order to ensure everyone in the learning community was aware of the planned 

change, all stakeholders were informed of the research, reasons for change, and decisions to 

transition School X into a small learning communities within a smaller school (School Y).  
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Human Resource Frame 

The human resource frame is used when the leader believes that individuals are the focal 

point of any organization. In reference to this frame, the Learning Director of School Y, 

explained,  

Everyone knows that even if I’m busy if a parent comes to school and wants to talk to 

me, they have to notify me. Just to give that parent the importance that I’ve 

acknowledged them; most of the time, even if I’m in a meeting, I’ll walk out and say I’m 

in a meeting, leave your name and number with my secretary I’ll call you back 

(Participant 1, personal communication, March 12, 2007).  

Bolman and Deal (2003) believe that the job of the leader involves support and empowerment. 

Encouraging participation, gaining enrollment and being passionate and active throughout the 

change was clearly an advantage demonstrated by the change agents of this change process. The 

ability to connect and interconnect all the stakeholders was evident in the themes of 

Relationships, Community, and Involvement. 

Political Frame 

It is evident that the Learning Director actively used the political frame throughout the 

change process. He stated, “I think something that is underscored in some of these questions is 

commitment” (Participant 1, personal communication, March 12, 2007). Commitment was 

expressed by all participants in conjunction with this change process. Enrolling the political 

sector in the change vision can be difficult, and the level of support and success of this change is 

due in part to the decision-making by the Learning Director that will not only be beneficial to the 

new School Y, but the entire district. “If you are going to make a change, you need to go to the 
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source and study the people affected by that change. You need to do whatever it takes to meet 

their needs” (Participant 1, personal communication, March 12, 2007). Bolman and Deal (2003) 

explained that the leader is to recognize major constituencies, develop ties to their leadership, 

and manage conflict. The political frame supported the themes that surfaced during this study; 

Awareness, Commitment, Power, and Relationships. 

Symbolic Frame 

 Finally, through the symbolic frame the leader believes that the most important part of 

the job is inspiration (Bolman & Deal, 2003). Through this frame the themes of Awareness, 

Community, Growth, and Involvement are supported. Through the creation of small learning 

communities School Y was able to move in the direction, which would allow students to excel. 

The presence of use of the symbolic frame can be evidenced by Participant 2’s passion for the 

student’s success, “The academic focus is ever present in everything that they do, an attempt to 

build a college going culture, a college going environment at that school” (Participant 2, personal 

communication, March 19, 2007). 

Summary 

A planned change program such as the one at School X may be viewed through different 

lenses as explained by Bolman & Deal (2003); structural, human resource, political and 

symbolic. The seven themes that emerged in this study are indicative of the strategies used to 

carry out the change process. The researchers of this study did not expect to find that such 

intensive research was a significant strategy for this change process. While the focus of the 

change process was to empower and educate students, parents, and community, a political  
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foundation remained present throughout the process. The researchers did not expect to find that 

efforts to involve parents and community were a significant strategy employed during the change 

process.  

Limitations to this study include data collection methods via telephone as opposed to face 

to face. The number of participants and interviews conducted was also a limitation. The number 

of participants and interviews conducted was also a limitation. Additionally, a female change 

agent perspective may have provided greater prospect to generalize the findings. It may be 

difficult to generalize findings and conclusions of this study to other organizations. Finally, since 

the change was made relatively recent, hard data on progress and improvement has yet to be 

processed. Future studies might consider evaluating the accomplishments of School X and Y by 

State of California education standards, investigating the sustainability of the change, and 

monitoring stakeholder involvement. 
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Appendix I – Planned Change Event interview Questions 

 Please describe the nature of the planned change? 

(Prompt questions only) 

• What was it? 

• What were the reasons for it? 

• Who led it?  

• Who participated in it? 

• Who would be affected by it? 

• What was the goal of it? 

• Was it accomplished) 

 Could you list the steps that were undertaken in the planned change?  

 Which steps were most effective? Explain why you believe they were most effective. 

 What did you learn from the experience? 

 Do you have anything you would like to add? 
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Title: Linking to Success: Creating Industry Partnerships to Build the Workforce in Early Childhood 
Education 
 
Names and Contact Information of Presenters:  
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Ford Roosevelt, President and CEO 
ProjectGradLA; San Fernando High School 
froosevelt@projectgradla.org  (818) 760-4695 
 
Abstract: 
This session will use three workforce development programs within the LAVC Child Development 
Department as models to present methodologies and best practices to encourage and support high school and 
college students to explore a variety of career options in early childhood education. Included in the 
presentation will be methods to build community and industry partnerships to support the student’s successful 
transition from high school through university completion in a career related to young children. All three 
programs focus on recruitment, retention, completion, transfer, and job placement.  
 
1.  Career Technical Education/Economic and Workforce Development Pathways 
LA Valley CHILD Project is a regional collaboration group consisting of high school counselors and child 
development/careers teachers, LAVC Child Development Instructors and industry professionals.  This 
collaboration group is developing a comprehensive articulation agreement between LAVC and each of the 
high schools. Students explore careers, which survey a broad array of jobs that involve young children - from a 
variety of industry sectors including law, multimedia, healthcare, fashion design, and others, to create career 
pathways for high school students. 
 
2. California State Chancellor Industry Driven Regional Collaborative 
The LAVC Infant Toddler Special Needs Training Project is a two year program designed to enhance the 
skills, knowledge and expertise of incumbent workers in child care centers and family child care homes and 
also to develop a pipeline of trained new entrants in the workforce.  This project addresses both the critical 
shortage of well-trained infant and toddler child care workers and the need for incumbent workers, as well as 
new entrants to the field, to have specialized high quality training in the area of caring for infants and toddlers 
with special physical, behavioral or emotional needs.   
 
3. Los Angeles Universal Preschool 
The Career and Academic Success Team (CAST) is a program addressing the needs of Child Development 
students and the Early Childhood Education industry by focusing on recruitment, retention, completion, 
transfer, and job placement. The philosophy behind our model support program is a “team” approach, with 
CAST staff providing comprehensive resources to students as they enter LAVC from our high school 
pathways, matriculate and graduate, and as they continue their education at a 4-year institution and/or enter the 
workforce. The CAST Program will enrich the early childhood education industry by producing more 
ethnically and culturally diverse professionals with advanced education and training. Our comprehensive 
academic and social support program with a “team focus” and our skilled team of “coaches” will have a 
positive impact on our students.   
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TEACHERS’ PROFICIENCY AND PUPILS’ ACHIEVEMENT IN 

MATHEMATICS IN THE DISTRICT OF INDANG II IN INDANG, CAVITE, 

PHILIPPINES 

 

Maria Darela P. Kasaysayan and Leonora A. Mojica 

 

 

ABSTRACT 

 

 This study was conducted mainly to determine the relationship between the 

teachers’ proficiency and pupils’ achievement in Mathematics in the district of Indang II, 

Indang, Cavite, Philippines. Specifically, it aimed to: 1) present the socio-demographic 

characteristics of elementary teachers in the district of Indang II; 2) find out the 

elementary teachers’ level of proficiency in Mathematics;  3) determine the elementary  

pupils’ level of achievement in Mathematics;  4) ascertain the relationship between the 

socio-demographic characteristics of elementary teachers and their proficiency in 

Mathematics; and 5) ascertain the relationship between the teachers’ level of proficiency 

in Mathematics and the level of achievement in Mathematics of their pupils. 

 Data were gathered through the administration of questionnaires and the 

Teachers’ Proficiency Test in Elementary Mathematics to 52 elementary teachers in the 

district of Indang II. The results of the Mathematics Achievement Test given to 2,779 

pupils, from 11 schools in the same district, were also gathered and used as secondary 

data. 

 The statistical tools used were the mean, standard deviation, frequency count, 

percentage, Pearson Product Moment Correlation Coefficient, Point Biserial Correlation 

Coefficient, Contingency Coefficient and Chi-square Test. 

 Findings revealed that majority of the teachers were characterized by the 

following:  a) young; b) female; c) with MS/MA units; d) took up General Curriculum as 

their field of specialization; e) had one to ten years of teaching experience; f) had a  

permanent employment status; g) did not attend trainings; h) was a member of 

organizations; and i) had teacher eligibility. 
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 Findings revealed that almost two-thirds had “very satisfactory” to “excellent” 

levels of proficiency in Mathematics. 

 Results showed that, except for the Grade IV pupils, majority had a “fair” level of 

achievement in Mathematics. Only the Grade IV pupils were found to have a 

“satisfactory” level of achievement. 

 The study also showed that the socio-demographic characteristics of the teachers 

such as age, membership in organizations, teaching experience and field of specialization, 

were found to be significantly related to the teachers’ level of proficiency in 

Mathematics. 

 Findings also revealed that the teachers’ proficiency was significantly related to 

the pupils’ achievement in Mathematics. 
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Education in Bhutan: 

Cultural Preservation and the Transition to Modernity 
 
 

As Bhutan embarks on their 9th five-year development plan and continues to 

move towards a more modern society, some of the most evident and far-reaching changes 

can be seen in the country’s system of education. Traditionally, education in Bhutan took 

place only in the monastery and with the singular goal of spiritual enlightenment. Since 

the introduction of English-medium primary and secondary education in the 1950’s, 

Bhutan has experienced an education “explosion” and has done in “25 years what most 

countries take centuries to accomplish” (Solverson, 1995, pg.19). Secular education has 

grown from just a few private primary schools into a comprehensive system of free 

education which includes 143 primary schools, 92 community schools, 17 junior high 

schools, 8 high schools, 2 teacher training institutes, 2 technical schools, and a college 

(Solverson, 1995, pg.19).  The rapid expansion of education has affected all sections of 

society. Experience suggests that even the most geographically isolated ethnic groups, 

such as the Lhops, who have been living in a barter society, are currently being taught the 

concept of money and provided a basic education in an effort not to leave anyone behind 

as the country implements its plans for educational and national development.  
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In this paper, I will provide an overview of traditional education. I will then 

explore the evolution of Bhutan’s system of modern education in order to make clear how 

the two systems differ. Knowledge of traditional education is essential to understanding 

and appreciating the path of development that the modern system of education has taken. 

Finally, I will discuss some of the challenges facing education as the country moves 

toward modernity.  

A Brief History of Bhutan 
 

The Land of the Thunder Dragon, or Druk Yul as it is called by the Bhutanese, is 

a small, landlocked, independent country located in south-central Asia. Bhutan is almost 

entirely surrounded by the Himalayas, possesses a pristine environment, and is home to 

some of the rarest floral and faunal species in the world (Powdyel, 2005). Twenty six 

percent of the country’s land is dedicated to national parks (Wheeler, 2001).  It is 

exceptional geographically as well, situated at an elevation of 160 meters in the south and 

rising up to 7550 meters in the north (Powdyel, 2005).  The stunning landscape and 

distinctive culture makes it one of the most fascinating countries in the world.  Yet, 

unlike neighboring Nepal, tourism was prohibited until the last decades of the 20th 

century and is currently highly regulated for the purpose of cultural preservation. 

Currently, the government allows only a limited numbers of foreigners to enter the 

kingdom as tourists and only a handful of aid agencies to assist with development. 

Bhutan chose to remain isolated from the rest of the world from as far back as 

2000 B.C. It was not until 1959 that the country entered into diplomatic and trade 

relationships with other countries and joined various international organizations including 

the United Nations (Wangyal, pg. 106). Because of its self-imposed seclusion, the 
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country was able to develop and maintain a unique national identity and lifestyle. Less 

than 700,000 people currently reside in the Kingdom, yet despite the small size of the 

country, a variety of ethnic groups, speaking 16 different dialects, reside in the Kingdom.  

The country’s two official languages are English and Dzongkha, which translates to 

“Language of the Dzong or fortress” (Aris, 1994, pg. 12). From the time that the first 

Dzong was constructed in 1629, these grand structures have always included 

ecclesiastical quarters for monks, as well as a section where government offices, which 

handled everything from storage of currency to government transactions, were located 

(Aris, 1994, pg. 32). While Dzongs serve as centers of political and religious affairs, they 

are also educational institutions and the birthplace of traditional scholarship. 

In Bhutan, a connection has always existed between religion, education, and 

government affairs. The founder of the country, Shabdrung Ngawand Namgyel (1594-

?1651), claimed to have been the incarnation of the great Drukpa scholar, Pema Karpo. 

The Shabdrung founded Bhutan in 1616 and was the originator of many cultural legacies 

which still survive today, including the country’s national dress (Aris, 1994, pg. 27). The 

Shabdrung instituted a theocracy, and ruled the country through divine guidance. In 1907, 

the Wangchuck dynasty began ruling Bhutan, and the government now comprises both a 

King and a central monk body (Aris, 1994, pg. 11). It is the last remaining country in the 

world with Mahayana Buddhism as the state religion. As a result, Buddhist values such as 

compassion, social harmony, respect for nature, and the prevalence of spiritual growth 

over economic development are an inherent part of policy making (Mathou, 2000, 

pg.230).  
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The country’s unique plan for development, the Gross National Happiness policy 

(GNH), reflects these values by promoting sustainable economic development, 

environmental preservation, cultural and social promotion, and “good governance” 

(Zangmo, pg. 1). While Bhutan’s monastic system of education once served as the 

primary vehicle through which values were disseminated, now the onus is now on the 

modern system of education to promote and preserve national identity. It is the promotion 

of the country’s cultural values through education that will be the focus of this paper. 

 
Education in Bhutan 
 

While a monastic education was once the only form of education in Bhutan,   

modern schooling is now the more popular form of instruction and completing a secular 

and technical education is a more highly sought objective than pursuing spiritual studies. 

In the year 2000, there were 107,792 students enrolled in modern schools and only 

10,035 enrolled in monastic schools (Wangyal, 2001). The purpose of education has been 

shifted from a system emphasizing spiritual development to a system which emphasizes 

employability and the creation of skills necessary for economic development (Phuntso, 

2001, pg. 122).  

Now that Bhutan has ushered in the modern era, the country faces special 

challenges as it continues to implement its plans for development and continues to 

integrate a Western model of education into its traditional society. Given the fact that 

approximately 80 percent of society is still dependent on traditional livelihood based on 

subsistence agriculture, it is important that traditional values are not undermined as the 

country continues to develop the modern system of learning (Wangyal, 2001, pg.107). As 

Bhutan embraces change, one of the major challenges facing the country today is how to 
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develop socially and economically, while ensuring that the countries unique heritage 

stays intact. The primary way that Bhutan is ensuring that the country’s Drukpa culture, 

rooted in Buddhist traditions, continues to be passed on is through education as well as 

the government’s Gross National Happiness Policy.  

In order to provide an understanding of the evolution of education in Bhutan and 

the ways that traditional values are being taught in a modern curriculum, I will first 

describe the traditional system of monastic schooling.  

Traditional Education 
 

Until the establishment of primary and secondary education in the 1960’s, the 

only form of schooling available in Bhutan was a monastic education. The country’s 

epicenter of traditional higher learning was, and still is, Bumthang valley, with over 500 

monasteries, and with monks in place of professors as the leading scholars of the country 

(Wheeler, 2001). The Bhutanese word for monastery, Gompa, means solitary place, and 

each one has a sense of being completely isolated from the outside world, with many 

requiring several days and even weeks of hiking to reach. Each monastery includes a hall 

which functions as a college and houses monks pursuing their religious studies.  

Men began their studies from as early as 6 years of age; however, it is possible to 

undertake a monastic education at any time in one’s life. Women were almost entirely 

excluded from monastic studies with the “exception of a few nuns” (Penjore, 2005, pg.5). 

Furthermore, a traditional education was exclusive and available to a small number of 

privileged families (Penjore, 2005). Education in a monastery included 4 years of ritual 

training followed by 9 years of philosophical lessons and three or more years of isolated 
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meditation. Many students from the lower strata of society sought informal religious 

lessons from a private master (Phuntso, 2000, pg. 114). 

A monk’s education is holistic and includes academic, spiritual, and practical 

training. Academic lessons centered on acquisition of basic math, logic, metaphysics and 

astrology. A monk also gained mastery of the 13 traditional arts and crafts and monastic 

music (Powdyel, 2005). Monasteries provide practical training in areas such as building 

construction, animal husbandry, and the thousand-year old tradition of Tibetan healing 

practices (Collister and Etherton, 1991). These skills allowed the monks to assist not only 

with spiritual development, but also with the practical aspects of the development of their 

community’s or monasteries. Regardless of the subject taught, the emphasis of a monastic 

education is always on religion and is aimed at bringing the student closer to 

enlightenment. It is interesting to note that the Vajrayana tradition of Buddhism, which is 

the form of Buddhism originally practiced in Bhutan and which is still practiced in the 

eastern regions of the country, is “suspicious of intellectualization and seeks 

enlightenment through sudden flashes of inspiration that come from Lamaist instruction” 

(Collister and Etherton, 1991, p.).   

The study of Buddhist scriptures, the Chokey script, and dharmic lessons 

comprised the spiritual component of a monk’s education (Collister and Etherton, 1991). 

“Each session of dharmic lessons begins with the imperative to generate the noble 

intention (kun slong) of Bodicitta (byang chub sems), the benevolent thought of seeking 

enlightenment for the sake of all sentient beings” (Phuntso, 2000, pg.108). These lessons 

serve as a way for teachers to impart spiritual training which will “culminate in 

omniscience” (Phuntso, 2000, pg.108). Achieving enlightenment for the sake of mankind 
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is the goal of every monk. In practice, a fully trained monk will serve his community by 

first improving his own morals and later by offering moral guidance to his community 

(Dyenka, 1999). In sum, a monastic education promoted the Buddhist ideals that are an 

intrinsic part of Bhutanese national identity.  

Evolution of Modern Education 
 

Western education first made its appearance in Bhutan in the Ha valley in 

approximately 1914. The small, government assisted elementary school was founded 

under “the auspices of the Prime Minister” (Collister and Etherton, 1991, pg.13). The 

school’s basic curriculum included English, Dzongkha, Hindi, and Arithmetic (Dorji, 

2003).  Between 1914 and 1960 the number of schools gradually grew to 11 with 400 

students in attendance. However, it was the 1960’s that marked the inception of a modern 

system of secular education in Bhutan which quickly grew from a handful of elementary 

schools into a comprehensive system of education (Ministry of Education, 2006).  

In 1961, the third King, the late Jigme Dorji Wangchuck, created the first five-

year plan for development. The goal was for planned economic growth with an emphasis 

on achieving self-reliance (Chakravarti, 1980). It became obvious that a system of 

education must be established in order to produce educated individuals who would be 

prepared to take on new jobs as the economy grew and also to increase the quality of life 

of the Bhutanese.  The king set up a central education authority that organized and 

oversaw the founding of the education system. Bhutan’s department of education also 

became responsible for producing and attaining textbooks and course syllabi, training and 

recruiting teachers, arranging study abroad programs, and negotiating foreign assistance 
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(Matles Savada, 1993). Free, universal primary schooling was made available in the 60’s 

and students attended preschool and through grade five (Matles Savada, 1993).  

One of the first decisions faced by the Ministry of Education was the choice of a 

language of instruction. Initially, materials in Hindi were used out of convenience.  

Teachers and instructional materials were both brought over from neighboring India. 

Instruction in Hindi facilitated the pursuit of a secondary education in India because 

secondary education had not yet been established in Bhutan. However, in 1963, Father 

Mackey, a Canadian Jesuit priest was invited to assist with the development of education. 

Father Mackey had been the headmaster of a school in Darjeeling, India, and therefore 

had taught several Bhutanese students from some of country’s most elite family’s. After 

primary education had been established in Bhutan, the King asked Father Mackey to 

build the secondary school in Kanglung, Bhutan.  The curriculum of this new school was 

based on a Western model and as a result, English became the official language of 

instruction (Solverson, 1995, pg. 107). Solverson explains Bhutan’s adoption of English 

as the primary language of instruction in the following quote:  

Bhutan had no completely indigenous written language. Chokey 
was a foreign classical language used mostly within the Buddhist religion 
and for government documents. English, while also foreign…was an 
international language. Even India recognized English as one of its 
languages and used it officially and quite generally. Adopting English 
would not involve any perceived threat of cultural influence from a 
neighboring country (Solverson, 1995, pg.110). 

 
An obvious advantage of an English language education, over instruction given in 

Hindi or Dzongkha, is the ease of communication, trade, and interaction with other 

countries (Dorji, 2003, pg. 3). Graduates of a school where courses are taught in English 

allows students to pursue University level studies outside the country in places where 
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English is the medium of instruction. Many of the country’s highest ranked students have 

gone on to complete higher education at some of the top schools in the world (Powdyel, 

2005) in countries such as India, Singapore, Japan, Australia, Britain, Germany, and the 

United States (Matles Savada, 1993). In addition to providing its citizens a free system of 

comprehensive, English language education, Bhutan has also sought to produce skilled 

workers to fill the current employment gap. 

While the training and education of skilled workers is still a relatively recent 

undertaking, statistics show that the country is progressing towards its goals. In 1999, the 

Asian Bank Development Report stated that an estimated 85 percent of the labor force 

was mostly younger people (with a median age of 19.5 years), skilled mostly in the rural 

and agricultural sectors. The sectors highly lacking skilled workers include maintenance, 

manufacturing, and construction. In 1999, 40,000 out of 50,000 of the previously 

mentioned jobs were staffed by expatriate workers. The ministry of education is 

addressing the shortage of skilled national workers by developing employable skills 

training (Asian Development Bank Report, 1999, pg.1). Experience suggests that skills 

based training is presently being facilitated by an increasing number of technical training 

and vocational institutes.  

In June 2006, the Institute for Zorig Chusum in the capitol city of Thimpu, 

introduced vocational programs in such areas as carpentry and plumbing. Private 

technical colleges in Thimpu, which seek to create graduates qualified for positions in the 

private sector, have also grown in number and in popularity. The Rigsum Institute of 

Technology and Management, founded in 2000 by my former employer, Mr. Chen Chen 

Dorji, saw its total number of students grow from four at its inception to over 400 in 
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2006. Courses in Office Management, Dzongkha Unicode, Computer Graphics and 

Animation, and Accounting are among the most popular courses, and enrollment 

numbers are expected to continuously increase. 

Enrollment in all schools, institutes and non-formal education programs has 

grown at an impressive rate. In 2003 the overall rate of enrollment was at 145,249 in, a 

large increase from the total of 100,609 students who were enrolled in 1998.  Primary 

school enrollment rates jumped from 72% in 1998 to 81% in 2003. Annual enrollment 

has continued to grow at the rate of 8% a year, and female enrollment rates are now on 

par with those of males (Bhutan National Human Development Report, 2005). The rate 

of literacy stands at 81% (Powdyel, 2005). The government is also expanding community 

schools in rural parts of the country and is working to ensure that female enrollment is on 

par with that of males. In 1999, female enrollment was estimated at 60 percent. Since that 

time, it has been increasing steadily toward the government’s goal of having 95 percent 

of the female population enrolled by 2007 (Asian Development Bank Report, 1999).  

Increasing the quality of teachers has also become a priority. The amount of 

school faculty has doubled from 2,785 in 1998 to a total of 4,746 today (Bhutan National 

Human Development Report, 2005). The quality of the staff has also improved with 93% 

of all teachers being fully trained and certified (Bhutan National Human Development 

Report, 2005). The government’s goal of creating a system of quality, universal 

education has been quite successful and the rapid increase of enrolled students 

demonstrates this. The Ministry of Education has also achieved many of its objectives for 

education, which are as follows: 

• To provide basic education to all Bhutanese. This should 
equip citizens with the basic literacy skills and functional 
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knowledge and values required for living. Education should 
be cost-effective and sustainable, and ensure that people are 
not uprooted from their rural background. 
 

• To provide general secondary education on a selective basis 
to help build the necessary human capacity for further 
specialized education and training in the various 
professional fields of science, technology, business and 
education, amongst others. 
 

• To provide higher education in selected fields so as to 
prepare key people to man and continuously upgrade the 
various services and industries in the country, as well as to 
enable Bhutan to engage in the continuous search for 
knowledge. 
 

• To establish an enabling environment for wholesome 
education for our children and youth. 
 

• To provide opportunities, especially for those who have 
missed out on formal education, to attain basic and 
functional literacy through non-formal and adult literacy 
programs. 
 

• To promote a system of continuous and lifelong learning 
(Powdyel, 2005, pg.47). 

 
Considering that education has thus far been successful in its plans for 

development in the short span of 46 years since the first government primary school was 

opened in 1940, the current goals do not seem out of reach. The Ministry of Education 

has already made great strides in the provision of universally available education, 

expanding the amount of enrolled students, and creation of vocational and non-formal 

programs. Underscoring all of the ministry’s current plans, is the desire to blend cultural 

and national values with new advances in technology and a curriculum that reflects 

Bhutan’s goal to become a society prepared to maintain its unique identity in an 

increasingly globalized world.   

The Current Challenge: Culture and Curriculum 
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The shift from monastic to modern education, along with the introduction of the 

first five-year development plan created by His Majesty Jigme Dorji Wangchuck in the 

late 1950’s, marks the beginning of a shift in Bhutanese culture; the transition from 

tradition to modernity. The modern system of education was developed in order to 

address basic education needs and to develop the human resources necessary for the 

socio-economic development of the country around the same time that the first five-year 

plan for development was created (Ministry of Education, 2006). Because Bhutan hopes 

to maintain its unique identity, born from a strong Buddhist heritage and a history of 

isolation, the modern system of education is challenged with continued improvement of 

the modern system of education, while working to preserve and promote traditional 

culture. 

 The Ministry of Education states that values are central to the curriculum, 

however, they cannot be taught like any other subject. The Buddhist ethics that were 

formerly learned through years of monastic study and imparted to community members 

from highly educated monks are now being taught through a program called “wholesome 

education” (Ministry of Education, 2006).  While limited information is available on the 

wholesome education plan, the Ministry of Education does explain that they are “learnt in 

the day to day working of the school, and through a whole school approach” (Ministry of 

Education, 2006).  Wholesome education also encompasses the instruction in the national 

language Dzongkha. Currently, Dzongkha is being learned through literature that conveys 

Buddhist values and includes traditional folklore. These Dzongkha courses are the ideal 

platform for ensuring that traditional learning is transmitted to the country’s youth 
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because many Dzongkha texts published in Bhutan convey Buddhist morals and values 

(Wangyal, 2001). 

However, instructors must take care that it is not just values and ethics are not the 

sole focus of  wholesome education. It is important that students gain enough proficiency 

in Dzongkha so that they can appreciate and understand the content of their textbooks. “It 

is also equally important that the method of teaching provokes thought and reflection 

rather than merely focusing on the language aspect alone” (Wangyal, 2001, pg.19). 

Currently, students are more literate in English than they are in Dzongkha. “A recent 

survey shows that around 80% of the educated Bhutanese (have a knowledge of Chokey 

that can be) ranked as semi-literacy” (Phuntso, 2000, pg.125). Schools are now facing the 

challenge of developing more effective methods for teaching Dzongkha. Rather than 

relying on rote memorization, a method popular in many Asian countries, instructors 

must emphasize understanding and retention. In an ongoing effort to bridge the gap 

between memorization and learning, the following quote describes the ways in which 

indigenous language and traditional values are being taught.  

English and Dzongkha textbooks taught in primary schools 
have some space for folktales and stories. This is further 
reinforced by the ‘values education’ initiated in the late 
1990’s to provide holistic education. This initiative 
incorporates values as an “integral part of teaching and 
learning like all other areas of learning.” Textbooks and 
teacher’s manuals have been developed to ‘help teachers in 
schools to impart values education explicitly to our youth,” 
with a clear aim “to realize our roles in imparting true 
values, become role models, steer the young minds and 
show them the true Bhutanese way of life,” and “leave no 
room for misguided and misinformed individuals in our 
country.” (Penjore, 2005, p.67) 
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Imparting traditional values in the school curriculum not only reinforces oral 

traditions that might be lost as the country modernizes, it is also an important part of 

promoting national identity. Bhutan’s classrooms serve as a vehicle for transmitting 

culture and values to the country’s youth. While the integration of culture into the 

curriculum has been monitored and implemented by the ministry of education, the Gross 

National Happiness Policy is equally important for the survival of traditional culture in 

Bhutan. 

Created in the 1980’s by His Majesty Jigme Singye Wangchuck this unique 

policy, born from the country’s Buddhist ideals, was created to ensure that the well being 

of the people comes before economic development. It is in contrast to Gross National 

Product which is a more common indicator of a country’s success. Most importantly, it 

promotes traditional spirituality. The document Bhutan 2020 explains the role of GNH in 

the development of spiritual values. 

The concept (GNH) places the individual at the center of all 
development efforts and it recognizes that the individual 
has the material, spiritual and emotional needs. It asserts 
that spiritual development cannot and should not be defined 
exclusively in material terms of the increased consumption 
of goods and services. (Bhutan 2020, p.45) 
 

The GNH policy guides the development of all public and government affairs. 

The King recognizes that in order for Bhutan to maintain its identity amidst changing 

times, an emphasis must be placed upon making spirituality a mandatory part of school 

curriculum. With the current efforts to include Buddhist texts written in Chokey script as 

a way to teach Dzongkha, students are learning both their indigenous language and 

cultural values simultaneously. However, more efforts are needed to promote 

transmission of cultural values. Promotion of modern Dzongkha novels, magazines, 
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cartoons, and other reading material is essential in ensuring the popularity of the language 

among young people. “While education is important, it is in itself not sufficient to enable 

the transmission of values” (Wangyal, 2001, p. 22). 

 

 

Conclusion 

Bhutan is at a critical point in its history. The 1960’s marked the beginning of this 

turning point as Bhutan did away with its isolation policy and shortly thereafter, began its 

first 5-year plan for development. The country also made the switch from an esoteric 

system of education to a modern school system. The goals of modern schooling, adopted 

from models used in the west for the purpose of enabling the Bhutanese people to 

participate in world society, was not inline with the traditional national culture. The 

country’s cultural heritage has been of utmost concern for the Kingdom and the current 

Gross National Happiness policy requires that development be both economically and 

socially sustainable. GNH considers tradition and spirituality necessary elements of the 

Bhutanese national identity.  

Culture is now included in the curriculum in the form of Dzongkha courses which 

teach the indigenous language as well as Buddhist values. The current goals of the 

education system are important both for the development of the country as well as for the 

preservation of Bhutanese culture. However, the country is now seeing a drastic decline 

in enrollment at traditional institutions. It was once the dream of every parent to see their 

child complete a monastic education and become a monk. Today most parents in Bhutan 

dream that their child will complete a college education and secure a higher position in 
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society and a more comfortable existence. As Bhutan develops, and modern values are 

embraced, the government must continue to develop new ways to ensure that the 

country’s unique identity is not compromised.  

By incorporating values education into its curriculum, Bhutan’s school system 

aims to validate and promote indigenous culture, knowledge, and wisdom. An English 

language curriculum taught through a western model allows students to better participate 

in the international world of learning and research. Balancing tradition with modernity, 

the goal that underscores all aspects of development in Bhutan including the expansion of 

education, is reflected in the country’s Gross National Happiness policy. While Bhutan’s 

modern system of education is not without problems and challenges, the country’s 

distinctive approach to development may have a positive relevance to any nation hoping 

to maintain cultural integrity while also participating in an increasingly globalized world.  
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Abstract 
 

A classroom teacher and a college professor collaborated to create an action research 
project for providing preservice teachers with exposure to authentic high school student 
reading and writing samples, while reciprocally providing high school students with the 
benefits of the preservice teachers’ efforts.  Fifty-six preservice teachers in an entry-level 
Educational Psychology class practiced theory applications in two authentic assessments: 
1) constructing selective reading guides (reading road maps) on text readings, and, 2) 
analyzing writing samples, giving feedback, and constructing remediation plans for 
secondary social studies students. Empirical (reflective analysis and student achievement 
data) and conceptual techniques (recollections regarding teacher preparation on campus) 
will be combined to offer support for conclusions. Discussion includes reflective 
responses of preservice teachers to these authentic classroom assessments, as well as their 
implications for teacher preparation programs.
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Using Authentic Assessments with Preservice Teachers 

 Preservice education programs strive to prepare college students for professional 

success in the classroom by focusing on the delivery of content-area material, classroom 

management, and encouraging reflection.  In our zeal to help preservice teachers respond 

to managing their classrooms, we may, however, overlook the teaching of the reading and 

writing process—daunting tasks even for veteran teachers due to their ongoing nature and 

demand for individual student attention.   Clement (2007) explains that unlike many other 

professionals, teachers are not provided a “break-in” period.  Instead, they are 

immediately expected to competently perform all duties of the job, while in front of an 

audience of students daily.  Since reading and writing are fundamental and necessary 

skills for every subject area, the responsibility of teaching reading and writing in today’s 

classrooms falls on the shoulders of all teachers, regardless of content areas.  As Pool and 

Knight (2007) noted, especially since the implementation of No Child Left Behind 

(2002), content-area specialists feel pressured to meet ever-increasing content 

requirements, neglecting communication of ideas to the detriment of the students’ basic 

linguistic skills development.  

 Reading and writing skills are becoming increasingly more important for teachers 

to address because upcoming generations live in a world in which these essential 

communication skills are practiced in a different way.  Instant messaging (IM), texting on 

cell phones, and email have created a new linguistic culture in which standard English 

grammar, syntax, and style are not only not required, but not encouraged.  Lewis and 

Fabos (2005) found that since 2000, when IM became widely used on the Internet, young 

adults have developed their own patterns of language use which involve manipulating the 
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tone, voice, word choice, and subject matter of their messages to fit specific 

communication needs and their multiple intended audiences.  They also explain, though, 

that while these literacy manipulations are deliberate and astutely used to serve the young 

adults’ digital linguistic needs and online social networks, schools need to spend more 

time focusing on other forms of reading and writing that students are less capable of 

mastering on their own time, but still need to learn in order to succeed in school, work, 

and society. 

Moreover, in a society that oftentimes focuses on extrinsic rewards, today’s 

elementary and secondary teachers must attempt to not only scaffold and improve student 

reading and writing skills, but to foster enthusiasm for these skills and to create pride in 

finished projects.  Preservice teachers must be exposed to these challenges, as well as the 

most basic one: reading and writing are metacognitive processes demanding consistent 

modeling of organization and revision methods in order to produce a successful product.  

Snow, Griffin, and Burns (2005) report that cognitive and metacognitive strategy 

development specifically improves reading comprehension; instruction in strategies is 

possible and useful, particularly when it is linked directly to content learning.  Effective 

instruction includes modeling the strategy, explanation of purpose and opportunities for 

application with guidance from the teacher.  Sams (2003) describes this challenging 

process as the artistry of teaching.  She suggests that skillful teachers know how to design 

activities that help build students’ competence gradually by ensuring thinking that fosters 

comprehension and insight through reading, writing, and informed revising.   

 We, the co-authors, worked over the past year to provide preservice teachers with 

exposure to authentic high school student reading and writing samples, while reciprocally 
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providing high school students with the benefits of the preservice teachers’ efforts.  At 

the outset of this action research project, our initial goals were to focus on encouraging 

the college students to grapple with how to scaffold students’ reading skills and provide 

feedback on their writing skills authentically.  As the project progressed, we realized that 

we wanted to start a dialogue between the secondary and collegiate levels that would 

begin to address the pressing issue of how content-area specialists can both meet district 

and state content benchmarks while simultaneously dealing with student reading and 

writing problems.  Throughout our project, it became clear to us that it is vital for 

preservice teachers to be made accountable for their learning through the use of authentic 

student reading and writing materials prior to their student teaching experience. The 

purpose of our inquiry into preservice teacher programs and high school reading and 

writing skills is to analyze the importance of teaching reading and writing through 

providing preservice teachers experience in working with authentic student reading and 

writing.  Ultimately, this effort will develop the opportunity for preservice teachers to 

create and experience feedback for their designs to improve reading comprehension and 

writing skills for their future students.  

 
Methodology 

Participants  

 Our study took place in four sections of Educational Psychology classes, one of 

the introductory courses in the teacher education program at a small liberal arts college.  

The sample consisted of 56 students; 72 per cent were female and all but two students 

were Caucasian.  Educational Psychology is the second class in the course sequence for 

teacher certification and is a required course for all students seeking teacher certification.  

2008 HICE Proceedings 
Page 3586



 
6

All students except one were traditional students beginning their second year of college, 

and they represented a wide range of content areas for certification.   

 While a ninth semester student teaching option is available, most students 

complete our teacher education program within four years. Students seeking certification 

complete an academic major and minor or concentration in education.  Our program is 

competency based and accredited by the Pennsylvania Department of Education.   

Pennsylvania standards consider all certificated professionals teachers of reading and 

writing. We also use standards developed by the New Teacher Assessment and Support 

Consortium (INTASC, 1992) as exit criteria for the program. 

 Educational psychology students prepared work for six sections of two different 

social studies courses at a high school in the northeast suburbs of Detroit, Michigan.  The 

high school serves approximately 1,800 students, and it is located within a school district 

comprising 25 schools.  The two courses in which the study was completed were 20th 

Century World History (10th grade students) and Current Issues (11th and 12th grade 

students), both of which are required courses for graduation.     

Collaboration 

To implement our work, the coauthors, a professor (Jonelle), and a 2005 graduate 

and secondary social studies teacher, (Molly), partnered to design and implement 

authentic materials in social studies, a subject area that is both reading and writing 

intensive. Our collaboration during the year included two authentic tasks for both reading 

and writing. 

Data Sources 

Reading Road Map Assessment 
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 As part of our study of cognitive processing and higher level thinking, we 

arranged for the Educational Psychology class to construct a selective reading guide 

(reading road map) for the 10th,  11th , and 12th  grade students on two of their social 

studies reading assignments during the school year (the Gulf of Tonkin incident and the 

8th Amendment/death penalty).  Reading road maps offer instructional support to students 

so that they can interact with difficult texts more meaningfully.  According to Vacca and 

Vacca (2002), tools like the reading road map make content more accessible to students 

through teacher scaffolding and modeling that cues readers about how to acquire and 

process information in the content area.  Class discussions about information processing 

theory gave preservice teachers the theoretical base for the assignment they were about to 

complete, but not the actual application for classroom practice.   As Ormrod (2006) 

states, many contemporary cognitive theorists recommend the use of authentic activities 

to construct and integrate a deeper knowledge base and to solidify understanding of 

theory.  Reading road maps show young readers how to think with text by modeling the 

reading behaviors necessary to read text effectively.  Used in combination with effective 

questions that combine factual and higher level thinking, struggling readers are alerted to 

the location of important facts and they are encouraged to make meaningful connections 

to their experience. Requiring preservice teachers to construct a reading road map seemed 

an ideal marriage of the application of cognitive concepts and classroom practices 

designed to enhance student achievement.  Giving the maps to struggling readers in a 

classroom provided an authentic focus with feedback from the classroom teachers on 

preservice teachers’ products. 
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 Educational Psychology students mapped assigned text passages and were 

assessed on their ability to articulate a clear and behavioral purpose statement for the 

reading (Appendix A). In addition, preservice teachers applied cognitive skills such as 

activating prior knowledge, constructing graphic organizers along with questions about 

the reading to probe reader knowledge at lower and higher levels of thinking while 

modeling personal reading practices.  We also looked for creative and artistic 

presentation formats that would engage the reader.  After Jonelle assessed the road maps 

on campus, she emailed electronic versions to Molly for use with her secondary students.  

  Writing Assessment Task 

 Jonelle used the final examination for the Educational Psychology class to focus 

on the assessment of student writing.  Our experience as teachers revealed that preservice 

teachers need more opportunities to give feedback to students on communicating their 

ideas well in addition to accurately (Pool & Knight, 2007).  We realize that mechanics 

take much practice and that effective practice and feedback are essential for skillful 

writing. In reality, however, it can be very difficult to help students improve on their 

mechanics and grammar unless one can diagnose problems, organize the task well, and 

give effective corrective feedback. We used a take home assignment on the Cuban 

Missile Crisis developed for the 10th grade students as the vehicle for Educational 

Psychology students to practice assessment of student writing (Appendix B). 

Preparing for the Final 

 In preparation for the final examination, Jonelle designated one class period to 

focus on the question: how can teachers effectively improve student writing and 

thinking?  She started the class with a simple review requiring students to give each other 
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feedback on a quick quiz comparing and contrasting alternative versus traditional 

assessments.  The activity gave students an opportunity to score, give feedback, and make 

some connections about the process of grading student work. 

At this point, Jonelle transitioned the class for the analysis of student writing 

using an authentic work sample from a middle level student.  In small groups, educational 

psychology students examined a brief constructed response paragraph describing mood 

and identified strengths and weaknesses present in the student’s writing, concluding with 

a general discussion for planning further instruction for writing improvement.  As a final 

step, students completed three analysis tasks on an authentic good example of the Cuban 

Missile Crisis assignment.  Students first read the paper for content fact accuracy, then 

read the paper for assignment requirements, and lastly, the students read the paper to 

analyze student writing (Appendix C).  She followed the small group activity with a 

whole class discussion where students classified and discussed their thoughts and 

comments according to content, requirements, writing skills, and a plan for improvement.  

Students struggled with these preparation tasks, but were highly motivated to learn as 

they realized their final exam would take this format.  We did not anticipate that students 

would be so critical of our most exemplary tenth grade example.  We realized after this 

class that our preservice teachers were badly out of touch with developing writers’ skills.  

They were good writers themselves and had given little thought to how they had learned 

to write, adding more validity and authenticity to our idea for the final examination.   

The Final Exam 

The final exam structure included a take-home written portion and an audio-taped, 

15 minute interview (Appendix D) where Educational Psychology students analyzed 
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another less proficient writing sample on the Cuban Missile Crisis.  Jonelle used thirteen 

different writing samples that received similar final scores from Molly.  The written 

portion of the exam required students to analyze the strengths and weaknesses present in 

the assignment.  Students also created a theory-based plan to address writing and thinking 

problems presented, and reflected on their personal learning about the development of 

writing skills from their analysis of student work.  The written portion of the exam was 

due over a week in advance of the interview.  The written portion was graded and 

returned with feedback comments to students along with their individual elaboration 

questions to be discussed at the interview.  

Jonelle interviewed students for fifteen minutes during the final exam scheduled 

for the class and on institutionally-scheduled reading days. The interview focused on the 

preservice teacher’s analysis of the authentic work sample, including organization, 

fluency, word choice, conventions, presentation of ideas, and recommendations and 

theory-based justifications for improving the student’s writing.  The interview format 

provided a perfect opportunity to probe points in the written response that were unclear or 

needed further elaboration.  We constructed at least three individualized “elaboration 

questions” for every student in the study for discussion at the interview.  Preservice 

teachers planned for their comments and ideas to be shared with Molly and her students 

to improve the students’ writing competence.  Like the reading road map assignment, 

preservice teachers took this assignment very seriously because someone besides the 

course instructor would be seeing the final products and because of the authentic 

opportunity to positively impact student learning.  

Results and Discussion 
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Data Analysis 

We determined the value and success of the two authentic assessments in multiple 

ways.  First, Jonelle evaluated the accuracy of the product, judging how well the 

Educational Psychology students met requirements for the assignment by examining 

student final grades.  Secondly, Jonelle explored student self reflections on their learning 

regarding the assignment itself and also noted how often the authentic assignments were 

named as demonstrations of proficiency for meeting the Pennsylvania and INTASC 

standards for the class.  Finally, Molly noted the response and achievement of secondary 

students who used the products and artifacts the Educational psychology class generated. 

Lessons from Campus 

 All students in this sample reported that they learned something significant from 

the completion of these assignments and all but two students designated either their road 

map or the writing assessment to include as artifacts for mastery of program standards.  

As artifacts are self-selected and reflections are self-reported measures, it is possible that 

our results may be inflated by a Hawthorne effect or a need to cast one’s learning in the 

most positive, desirable light.  However, examination of final student grades on the 

reading road map and the writing task assessments reveal higher class averages on these 

assessments as compared to most other assessments of the semester (road map task 

=95%) and writing assessment final (average 93%).  A number of factors could account 

for these results including interest, familiarity with content by the time of the final 

examination, difficulty level of the assessment, etc., but from examination of student 

comments, we feel that a significant reason for preservice teacher achievement on these 

tasks may be because they took these assignments more seriously and spent more time 
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thinking about their construction because secondary students’ achievement ultimately 

would be impacted.  About one-third of the students in the sample wrote unsolicited 

comments on the final course evaluation regarding how much they appreciated authentic 

tasks which “provided insights into teaching” and “made me feel like a real teacher.” 

Reading Road Maps 

 From the road map assignment our preservice teachers who studied a thorough 

educational psychology curriculum during the semester learned how to apply theory to 

enhance student learning.  In this assessment, preservice teachers began to realize what is 

required for effective scaffolding of diverse learners and higher level thinking to occur:  

Reflection on the reading road map assignment from Kaitlyn and Stephanie demonstrate 

well articulated, but rather typical, theory-practice connections.  The students realized the 

practical application of theory to aid student learning: 

 
“Creating a reading road map was a very challenging assignment for me. The 
article I used was about the 8th Amendment and it was for a Current Issues class. 
The most challenging aspect of this assignment was deciding what was most 
important for the students to learn and trying to scaffold effectively, especially for 
students who have difficulty with reading comprehension. The reading road map 
challenged me to develop a variety of ways to test the students’ understanding of 
the article through questions that would make students process, apply, and make 
inferences about the information presented in the article. I tried to create the 
reading road map keeping in mind the diverse population of students that are in 
the Current Issues class; therefore I included many higher and lower level 
thinking skills [questions]. Also I tried to activate prior knowledge through 
relating the 8th Amendment to something the students could more easily relate 
because I knew that some students may have had little, if any previous knowledge 
on the subject. The use of graphic organizers and pictures also would help 
students with special needs or lower reading comprehension abilities to visually 
organize the major concepts from the reading and the pictures would help to keep 
the students involved.”  [Kaitlyn, Math major] 
 
“Through this assignment I learned how to apply proper and effective scaffolding 
techniques to ensure that diverse learners, especially those with difficulty reading, 
can learn the content of the lesson. The reading road map supports reading 
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development by serving as a model to be a good reader.  I ask both higher and low 
level questions to promote understanding and to help students know what 
information is most important to the course [learning] objectives.  Using graphics 
and by activating prior knowledge and experiences, I was able to create a learning 
experience with meaning for students.  This project [reading road map] also uses a 
variety of instructional strategies, such as a textbook, the supplementary 
scaffolding map, and a graphic organizer. I prompted students to say certain parts 
aloud to further comprehension and memory storage.  The map is also a good 
informal assessment: a teacher can check it to see how students are coming along 
in the classroom.  Through this work, I have used my knowledge on cognitive 
development and motivation to create a guide for all students to learn the lesson 
better.  I also have accommodated struggling readers in this assignment.” 
[Stephanie, Biology major] 
 
Whatever we can do in teacher preparation programs to assist preservice teachers 

 in developing metacognitive strategy skills to enhance learning will enhance their 

students’ achievement.  We cannot assume however, that because preservice teachers 

have read about cognitive theory, they will be able to apply it in meaningful ways. Using 

tools to best advantage for student learning is not automatic for either preservice or K-12 

students, (Pool and Knight, 2007), and creative tasks developed in collaboration with 

practicing professionals provide an exceptional opportunity for practice.  Furthermore, 

preservice teachers need coaching and multiple opportunities to experience how their 

students may struggle with difficult expository text.  Many preservice teachers in our 

program mastered reading and writing without difficulty and therefore they really do not 

understand the problems many of their students may exhibit. Creating a reading road map 

gave preservice teachers the opportunity to develop a graphic organizer appropriate for 

the facts of the text passage and to pilot their product in a classroom.  While there was 

some initial resistance to this assignment, it evolved into one of the class favorites, and 

students spent much time and energy to create an accurate, visually appealing product for 

the secondary students to use. 
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The Final Exam Writing Assessment 
 
Like the reading road map assessment, preservice teachers also resisted  

our plan for the final exam insisting that it was too difficult and out-of field (only English 

teachers teach writing!).  However, after students experienced in-class preparation 

activities to prepare for the final, they realized the source for the content came from 

social studies curriculum—not English, and they became more willing to accept the fact 

that all teachers are responsible for reading and writing.  It was very clear as well that 

preservice teachers needed opportunities like this to practice giving feedback and develop 

remediation plans for students.  Preservice teachers noted that scaffolding student 

attempts to write clearly required some thought: 

“As nerdy as this may be, I really enjoyed this final exam (don’t tell anyone!). It 
was, as you stated in class, an extremely authentic task.  The ability to diagnose 
student writing and format a plan for the student’s success is a skill that will be of 
utmost use to me as a teacher.  Not only will I consistently need this skill in an 
informal context as I teach my students, but I am sure that it will also be 
necessary for me to diagnose student writing in formal contexts as well; for 
instance, if I were recommending student assessment for a learning disability. 
When originally presented with this task, it seemed daunting.  The writing level of 
this ninth grade student shocked me.  In fact, although I hate to admit it, I 
described the task to one of my roommates as “hopeless” and even jokingly 
suggested demoting the student back to third grade as the solution to my problem.  
Yet once I looked past the illegible penmanship and started to assess the 
composition for strengths and weaknesses, I realized that there were many 
specific points that could be fairly easily addressed; for instance, content and 
conventions that would significantly improve the quality of this work.  Once I had 
dissected the various aspects of the writing and overcome my original 
reservations, the assignment was actually quite enjoyable.  I am definitely glad 
that my first experience with this kind of situation was within the context of my 
own education and my “this kid is hopeless” thoughts were not regarding one of 
my own students in the future.” [Heather, Environmental Studies major] 
 
“After reading the student’s writing, I felt really torn!  I could tell that the student 
had followed the guidelines for the assignment and felt that all of the issues had 
been addressed.  Unfortunately, his ideas were unclear, unfocused, and lacking in 
details.  I really suspect that that this student may have learned English as a 
second language.  His writing reminds me of my high school friend’s writing (she 
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was not a native English speaker).  She was very intelligent but she could never 
get her subjects and verbs to agree….Whether or not Student #8 is a native 
English speaker or not, he needs some intensive help with grammar.” [Desiree, 
English major] 
 
“I have learned through this exercise that I will have to acquire the necessary 
strategies and methods in order to effectively instruct my students regarding 
writing and language arts skills…..I will need to consider planning for the long 
term needs of both my current and future students with regards to writing.  I 
would assume that incorporating general remediation and enrichment activities 
would benefit most students, but long term intervention strategies require more 
specific, targeted, and goal-directed mastery.” [Tony, nontraditional student] 

   
“By analyzing this student’s work, I was also able to fully understand how 
important writing skills are for a student to be able to express themselves in a way 
that others can comprehend what they are trying to say.  Before doing this 
assignment, I thought that writing skills should be something just taught in 
English class.  I felt as a physical education or health teacher, I should be focusing 
on the components of fitness, the psychomotor aspects of sport, the cognitive 
aspects of health, and strive to get my students to adopt a life full of 
wellness….However, from this assignment, I came to the conclusion that I will 
have to analyze students writing as a health teacher, and it shouldn’t solely be the 
English teacher’s role to encourage writing…This challenging assignment made 
me realize how important it is for all teachers to analyze student writing in order 
to promote writing skills, because the students’ ability to write coherently is 
essential for all classes and in their every day life.” [Cody, Health Science major] 

  

 We were excited to see that many of our Educational Psychology students began 

the process of thoughtful diagnosis.  A majority of students realized that graphic 

organizers would help students organize thoughts and most came to the interview with a 

sample they had constructed for the student.  Many were exceptionally thoughtful 

examples.  A second plan of attack identified by about a third of the Educational 

Psychology students included the process for peer revisions.  When students mentioned 

peer revision strategies in their written portion of the final, we required a thorough 

explanation (as the following example demonstrates) for how the peer revision process 

needed to be organized to be most effective:  
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“You will need a pen or pencil that is a different color than the text.  Follow these 
steps:   
1. Read paper. 
2. Re-read paper answering these questions: 

a. Are all of the questions from the writing prompt answered? 
b. Do any facts sound vague? 
c. Is there any information that should be removed? 
d. Is the information accurate? 
e. Is each section of the paper easy to follow? 
f. Are there transitions connecting ideas? 
g. Is the writing appropriate for the intended audience? 
h. Is the paper legible and presentable? 
i. Any further suggestions? 

3. Check grammar. 
Please look for any errors in spelling punctuation, capitalization, verb usage, and 
tense agreement.  If something does not sound right to you, place a question mark 
or write a short comment in the margin. 
4. Meet with your partner to discuss your comments and suggestions.” [Stacey, 

Sociology major] 
 
When preservice teachers suggest specific methods, tools, and procedures for  

their professional practices, we can see how well they apply theoretical concepts and how 

they defend their choices.  Every new professional makes choices to organize the learning 

environment, but can they justify the decisions they make?   In scheduling the interview 

followup, we identified where preservice teachers were strong and where they still 

needed to grow.  As a group, our preservice teachers demonstrated excellent application 

of theoretical conceptualizations studied in Educational Psychology, but most still needed 

much cueing to articulate a solid justification, suggesting that even more practice in 

identifying theoretical ideas and sources is essential for developing an enduring 

understanding of how learning occurs. 

Lessons from the Classroom 
 
From Molly’s perspective, the educational psychology students’ efforts were both 

directly useful in daily teaching and informative for her future practices as an educator.  
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The preservice teachers’ practical applications of theoretical concepts regarding reading 

and writing not only improved her students’ learning this year, but provided a framework 

for which she can improve her future instruction of both reading and writing in the social 

studies classroom.   

The preservice teachers had been confronted with the difficult task of taking a 

complex and lengthy piece of text and constructing a concise, usable scaffolding tool.  

While some of the road maps bordered on being too long, thus appearing daunting to a 

high school student struggling with reading the text as well as completing the road map, 

the vast majority of them were concise and visually inviting.  In her social studies 

courses, Molly utilizes several different reading strategies, but none are as successful as 

the reading road maps.  Simply assigning text to read will result in many students not 

completing it or reading it without the ability to recall or discuss it afterward.  Assigning 

a text accompanied by questions results in the students skimming the text until they find 

the answers to the questions, thereby limiting their overall understanding of main ideas 

and concepts.  Assigning a text and giving a reading quiz afterward ensures that the 

students will focus on the details they assume will be asked but they are unable to engage 

in a discussion of analytical or ethical questions relating to the text.  The reading road 

maps, by progressing from lower-level identification questions to higher-level evaluation 

questions, and by incorporating prior knowledge, self-reflection, and graphic organizers, 

actively engaged and scaffolded her students on topics generally viewed as complex so 

that they had a firm grasp of both details and overarching concepts during subsequent 

class discussions.  The class debates we had on the death penalty and the legitimacy of 
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the U.S. involvement in Vietnam were among the most effective and high-level we held 

during the year. 

Just as Molly was surprised as a new teacher by her students’ varied reading 

skills, she was similarly out of touch with developing writers’ skills and impediments 

when she began her teaching career.  Like most of us, she struggled to find the 

appropriate scaffolding, modeling, and assessment techniques that would not only 

evaluate student writing accurately, but support future improvement.  Upon receiving the 

final exams from the preservice teachers, Molly immediately recognized how difficult, 

yet instructive, the assignment had been for the preservice teachers.  They were 

encountering the process of diagnosing student reading and writing skills in their second 

or third years of college, while Molly did not encounter that process until she was already 

in a classroom during her student teaching experience.  The Educational Psychology final 

exams consistently advocated the implementation of writing processes that were 

theoretically-based, but practically applicable in various content-area classrooms.   

Many of the preservice teachers initially appeared to be naïve about the time 

involved in implementing their strategies.  Multiple final exams, for instance, 

recommended one-on-one student-teacher conferences, but for a class of more than thirty 

students, this becomes difficult to realistically apply considering district and state content 

requirements.  At the same time, though, many preservice teachers astutely designed peer 

editing models that allowed students to complete an editing process together using self-

guided checklists for grammar and content.  One “Seven Pass Revising Plan” guided 

students through seven specific aspects of editing, which was especially effective for 

higher-performing students.  Still other preservice teachers designed handouts with 
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examples of basic grammatical errors and correct use of verb tenses so that students could 

self-edit more effectively at home.   

Every preservice teacher also noted that directions and rubrics must be clarified at 

the time the assessment is assigned.  For the Cuban Missile Crisis newspaper assignment, 

one preservice teacher also suggested that the teacher provide a detailed visual example 

of the setup of the newspaper on the rubric so that visual learners, ELL students, or 

students who lack familiarity with the setup of daily newspapers would be easily guided 

toward the teacher expectations for the assignment.  For the next writing assessment in 

her class, Molly ensured that she not only provided a clear rubric, but that she offered a 

visual example of the setup of the assignment on the board, encouraged students to write 

it down, and left it on the board while the students worked with the portable computer lab 

on their assignments.  Then, as they worked—either individually or cooperatively on 

developing and editing their assignments—she met with students to check, at a minimum, 

their opening paragraphs and thesis statements to ensure that they had a basic 

understanding of the assignment guidelines.  The grades on this writing assignment, not 

surprisingly, increased significantly from the previous one.     

Another recommendation the preservice teachers included was one that classroom 

teachers often times neglect: informal assessment of understanding prior to formal 

evaluation.  After teaching a unit on the Bay of Pigs and the Cuban Missile Crisis using 

photos, maps, primary source analysis, and class discussion, for instance, classroom 

teachers wrongly assume that their students have gleaned at least the basic knowledge 

required to meet rubric guidelines on the assessment.  The preservice teachers, however, 

emphasized the necessity of ensuring that students grasp the content before they 
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attempted to tackle their writing.  The preservice teachers took this theoretical concept of 

informal assessment and designed authentic modeling and organizational tasks to put into 

practice.  Their graphic organizers included cause-and-effect charts, flow diagrams, and 

brainstorming webs, which provide students the opportunity to organize the content, as 

well as for the teacher to quickly check for understanding prior to formal evaluation.  

Furthermore, these graphic organizers were clear and succinct, so they could be assigned 

as homework, taking up little additional class time.     

As a classroom teacher, Molly continues her quest to balance implementing 

effective methods for improving student reading and writing while also meeting content 

requirements.  These tasks are augmented as a new teacher because one is continually 

developing new lessons, assessments, and classroom tools.  By exposing preservice 

teachers to these processes authentically, teacher preparation programs are giving future 

teachers a firm platform from which to continue their improvement once they reach their 

student teaching and first professional assignment.  The result of these efforts can only 

increase student learning and performance, the goal for which we are all striving.    
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Appendix A 
 
Reading Road Map Evaluation  
Point Opportunity 3 (15 points) 
 
 
 
Name______________________ 
 
Points Criteria Comments 
     /2 Clear purpose statement(s) that scaffold student 

interaction with text are written as behavioral  
objectives outlining what students should glean 
from reading  

 

    /2 A pre-reading section organizes & activates 
prior knowledge 

 

    /2 Graphic organizers, concept maps, diagrams or 
charts organize content from the article 

 

    /2 Clear mission statements at both higher and 
lower levels of thinking organize chapter 
content 

 

    /2 Personal reading practices including speed and 
strategies for understanding the passage are 
modeled for the reader 

 

    /2 Specific location cues are provided for the 
reader 

 

    /2   The map uses creative presentation, excellent 
visuals, color, effective scaffolding, artistic 
design & neatness to aid the learner 

 

    /1 Statements are clear, grammar and spelling are 
accurate 
 

 

     /15 Total 
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Appendix B 

Cuban Missile Crisis Take-Home Assignment (40 points) 
 
What would have happened if Kennedy had chosen a different course of action during the Cuban 
Missile Crisis?  Would we have been attacked?  Would the world exist today?  Would the entire 
crisis have fizzled out altogether? 
 
Your task is to create the front page of a newspaper that shows two possible scenarios: What did 
happen and what could have happened during the Cuban Missile Crisis.  Your assignment—in 
total—should cover the front side of one 8 ½ x 11 sheet of paper.   
 
You must address the following questions… 
 
The Header… 

• How did the U-2 Crisis (3 points), the Bay of Pigs (3 points), and the Berlin Wall (3 
points) lay the foundation for the Cuban Missile Crisis to occur?  Briefly explain what 
occurred in each of these events, as well as the effect each of these had on the U.S.-
Soviet-Cuban relations. 

 
• Why was the presence of Soviet missiles in Cuba considered such a threat to the United 

States?  (1 points) 
 

The Real One… 
• What course of action did Kennedy choose and why? (5 points) 
• How was the crisis ultimately resolved?  Explain! (5 points) 

 
The Fictional One… 

• Choose one course of action Kennedy could have taken and explain what it involves. (5 
points) 

• What would have happened if he had chosen this course of action? (5 points) 
 
Spelling and Grammar (5 points) 
Ensure that your spelling and grammar are correct!  If you would like me to edit a draft, please 
turn it into me by Tuesday at the latest. 
 
Inclusion of at least two photos, pictures, or drawings relating to the events (5 points) 
Don't forget to include the website at the base of the photo or picture if it is not original! 
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Appendix B (continued) 
 

Cuban Missile Crisis Take-Home Assignment Rubric (40 points) 

The Header… 

 How did the U-2 Crisis (3 points), the Bay of Pigs (3 points), and the Berlin Wall (3 

points) lay the foundation for the Cuban Missile Crisis to occur?  Briefly explain 

what occurred in each of these events, as well as the effect each of these had on the 

U.S.-Soviet-Cuban relations. 

o U-2 Crisis 
 

o Bay of Pigs 
 

o Berlin Wall 
 

 Why was the presence of Soviet missiles in Cuba considered such a threat to the 

United States?  (1 point) 

The Real One… 

 What course of action did Kennedy choose and why? (5 points) 

 How was the crisis ultimately resolved?  Explain! (5 points) 

The Fictional One… 

 Choose one course of action Kennedy could have taken and explain what it involves. 

(5 points) 

 What would have happened if he had chosen this course of action? (5 points) 

Spelling and Grammar (5 points) 

Inclusion of at least two photos, pictures, or drawings relating to the events (5 points) 
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Appendix C 
 

The Cuban Missile Crisis Assignment 

(Analyzing and fixing up student writing) 

Tasks to complete in your small group: 

1. Read this student’s project for the following content: 

a. Determine the important facts that contributed to the Cuban Missile Crisis. 

b. Determine why Soviet missiles in Cuba were a threat to the United States. 

 

2. Read the paper for the requirements of the assignment: 

a. Does the student include the real course of Kennedy’s action with an explanation? 

b. Does the student include a possible alternative with an explanation? 

c. Does the student include two photos, pictures or drawings related to the Cuban 

Missile Crisis? 

 

3. Read the paper to analyze writing: 

a. Use the writing analysis sheet to assess organization, fluency, word choice, 

conventions, and ideas. 

b. Decide what feedback you would give and your plan for student improvement. 
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Appendix D 

Educational Psychology Final Exam—Analyzing student writing 
 

Format: 
 
Your final exam will consist of two parts, a take home written component due by 12-1-06 
and an individual oral component that will be scheduled during the exam period for your 
class, December 8 during field experience lab, and at other mutually satisfactory times. 
 
The task: 
 
For the written component, you will be given a student writing sample and will be asked 
to analyze what strengths & problems are present in the student’s writing.  Your task in 
the performance component will be to discuss in a brief interview with the instructor your 
reasoning and justification for your feedback to the student for improving his/her writing. 
 
Objectives to be assessed: 

1. TSW apply thorough and accurate use of theory-based learning & instructional 
strategies to fix-up student writing. 

2. TSW will use effective feedback techniques for improving student writing 
performance. 

 
 Take-home written component (15 points): Due on or before____.  
 

1. Read the student’s writing assignment; analyze the strengths & weaknesses that 
you note in the writing (grammatical misconstructions, clarity, organization, use 
of text support, etc.). 

2. Suggest instruction that would assist the student in improving his/her writing 
skills.  Discuss why your plan would address student weaknesses. 

3. After analyzing student writing, reflect on your learning from this assignment. 
 
Performance component (15 points):  During Friday field lab and final exam period 
(scheduled individually) 
 

1. In an interview, you will present your feedback and how you might present it to 
the student on the piece of writing you analyzed in the take-home written 
component. 

2. Feedback encompasses both critique & accolade (don’t forget about the role of 
motivation in learning); critique should be clearly articulated & designed so that 
student performance will improve. 

3. Feedback can take the form of direct questions as well as statements for helping 
students improve.   

4. Student feedback should be organized; consider using scaffolding and/or 
modeling to provide relevant examples for improving writing.  Your scaffolding 
must be clear enough to be helpful to a novice. 
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Appendix D (continued) 
 
Final Exam Evaluation                                                                    
 
Scoring for Take-home Written Exam (15 points) 
Criteria Comments Points awarded 
Correctly diagnoses strengths &  
weaknesses in student writing & 
thinking 

       /5 

Creates a theory-based plan for 
working with the student to 
address writing problems 

        /5 

Reflects on what was learned 
about writing skills from 
analyzing student work  

         /5 

Total                                                                                                                                                  /15 
 
 
Scoring for Writing Analysis Interview (15 points)  
Theory-based Performance 
Criteria 

Comments Points Awarded 

 1.Organization  
Central theme well introduced  
Details logical & effective 
Thoughtful transitions 
Audience & purpose align 
Closure provides resolution 

        /2 

2.Fluency 
Flow 
Smooth phrasing 
Varied sentence lengths & 
readability 

        /2 

3.Word Choice 
Precision  
Interesting, engaging 
Choices in language enhance 
meaning 

        /2 

4.Conventions 
Spelling 
Punctuation 
Capitalization 
Grammar & usage 
Paragraphing 

        /2 

5.Ideas 
Relevant quality details 
Clear focus 
Accurate details support thesis 
Fresh & original ideas 

        /2 

6.Provides feedback regarding 
strengths & weaknesses  
Recommends & justifies multiple 
fix-up strategies for improving 
writing 

        /5 

Total                                                                                                                                               /15 
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Appendix D (continued)    
                                                                                                                                                 
Cuban Missile Crisis Assignment Writing Analysis  
Theory-based Performance 
Criteria 

Comments 

  
1.Organization  
Central theme well introduced  
Details logical & effective 
Thoughtful transitions 
Audience & purpose align 
Closure provides resolution 
 

 
 
 
 

 
2.Fluency 
Flow 
Smooth phrasing 
Varied sentence lengths & 
readability 
 

 

 
3.Word Choice 
Precision  
Interesting, engaging 
Choices in language enhance 
meaning 
 

 

 
4.Conventions 
Spelling 
Punctuation 
Capitalization 
Grammar & usage 
Paragraphing 
 

 

 
5.Ideas 
Relevant quality details 
Clear focus 
Accurate details support thesis 
Fresh & original ideas 
 

 

 
6.Provides effective feedback 
regarding strengths & weaknesses  
Recommends & justifies multiple 
fix-up strategies for improving 
writing 
 

 

                                                                                                                                             
Justifications: 
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Abstract 

Candidates in the College of Education at Northwestern State University of Louisiana complete 

research projects as part of their undergraduate curriculum. In their first education course, EDUC 

2020: Foundations of Multicultural Education, candidates identify current topics faced by 

teachers and candidates in today’s public schools. Candidates also collect three empirical studies 

in their first education course. As part of their course assignments, they write summaries of the 

studies and reflect on the importance of the research findings. Candidates then enter either 

Educational Psychology 3010, 3020 or 3030. The focus of each course is on child development. 

Before the start of these courses, the instructor identifies research teams and potential research 

team leaders. The instructor invites interested research team leaders to an informational meeting 

about the course and research projects. Candidates willing to serve as team project leaders help 

complete paperwork for an undergraduate research grant and required Institutional Review 

Board forms. Once the semester begins, candidates in EPSY 3030, 3020 and 3030 learn about 

research methodologies that can be used to study the research topics. Candidates then enter the 

public school system to collect data. After analyzing the results, candidates discuss the findings 

in reflection papers. They complete end-of-semester assessments to determine their knowledge, 

skills and dispositions involved in completing the research projects. Finally, faculty and 

interested candidates continue to develop manuscripts for publication based on the research 

studies and reflection papers.   

 

KEY CONCEPTS: undergraduate research, research process 
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A Model for Incorporating Undergraduate Research into a Teacher Education Program 

The College of Education at Northwestern State University involves undergraduate 

candidates in research throughout several of their required education courses. In general, 

candidates tend to be eager to discuss and research problems that they find relevant to their 

future careers. This is especially true when they select the research topics and continue to 

examine the topics throughout multiple courses. Research projects in the teacher education 

program are based on two courses that all candidates are required to take.  

Candidates start their program of study with an introductory education course, EDUC 

2020: Foundations of Multicultural Education, which discusses basic aspects of being a teacher 

and laws regulating public education in America. In this course, candidates are introduced to 

serious problems affecting public school education in America. Topics include, but are not 

limited to, high-stakes testing, appropriate teacher-student relationships, parental involvement 

and classroom management strategies for novice teachers faced with difficult situations.  

Candidates move to a second class, either EPSY 3010: Child and Adolescent Psychology, 

EPSY 3020: Development in Early Childhood and Elementary School or EPSY 3030: 

Development in Middle School and High School, where they learn about child development and 

theories of teaching and learning. In this course, all candidates complete a research study by 

working together in research teams of approximately five to seven candidates with one of the 

team members serving as the research team leader. They use the topics discussed in their first 

education course as the basis for their research projects.  

Objectives of the Model for Undergraduate Research  

Three central objectives guide undergraduate research in the teacher education program: 
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1. Knowledge: Candidates gain a conceptual understanding of how to conduct a research 

study and the terminology associated with research. They also explore and analyze 

current trends and best practices in education 

2. Skills: Candidates engage in research activities by (a) identifying research problems, (b) 

analyzing past research, (c) determining an appropriate research methodology, (d) 

gathering and analyzing data and (e) discussing the results of a study.  

3. Dispositions: To keep candidates motivated, they research topics relevant to their 

educational interests and professional goals.  

Each of these objectives is imbedded in course assignments. Also, the objectives are assessed 

at the end of the research projects to ensure that candidates learn new information, can conduct 

research and enjoyed the research process. Data collected for each of the objectives helps the 

teacher education program make needed modifications to the model for undergraduate research 

and provides documentation for accreditation reviews.  

The Conceptual Framework  

 The teacher education program uses a conceptual framework to guide students’ learning. 

The conceptual framework is called Models for Learning. The ultimate goal of the conceptual 

framework is to prepare candidates to be effective teachers and role models for their future 

students. To accomplish this goal, instructors model appropriate teaching and learning skills and 

behaviors to candidates. Specific skills and behaviors include: a) decision making, b) 

responsibility taking, c) problem solving and d) critical and creative thinking. Each element of 

the conceptual framework is imbedded in the model for undergraduate research discussed below. 
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Explaining the Model for Undergraduate Research 

With the objectives and conceptual framework in mind, candidates use a model of 

research to guide their acquisition of knowledge, skills and dispositions (see Appendix A). The 

first step in the model is to identify a research problem relevant to the education discipline. 

Research problems often relate to areas where candidates feel that they will experience 

difficulties when they begin teaching. For example, candidates often want to study effective 

teaching methods, classroom management strategies or appropriate evaluation activities.  

This first step of the model begins with EDUC 2020, Fundamentals of Multicultural 

Education, where candidates will explore research topics. The final outcome is for candidates to 

identify approximately five to seven research problems for the students to explore throughout the 

semester and in a future course. The topics emerge from discussions of current trends in 

education and best practices that may parallel with chapters from the course textbook. To 

facilitate the basis for research, candidates engage in robust brainstorming sessions with the class 

and instructor in addition to an exploration of possible topics of interests by visiting the library 

and internet links using descriptors that both instructor and candidates determine. The first step 

of the model for undergraduate research encourages candidates to model decision making skills 

and critical and creative thinking as part of the conceptual framework in the teacher preparation 

program.  

The EDUC 2020 course will be structured using Metaplan to guide candidates to 

developing topics that can become research problems. The instructor will also apprise candidates 

of necessary terminology associated with research; however, in the first and second steps of the 

model for undergraduate research, candidates are not expected to have an in-depth command of 

research terminology.  
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Candidates are encouraged to explore the following potential topics: 

1. Factors Affecting Teachers Leaving the Profession 

2. Effective Classroom Management Models 

3. Employing Culturally Responsive Teaching 

4. Impact of High-stakes Testing on Student Achievement 

5. Computer Assisted Learning 

6. Effect of the No Child Left Behind Act on School Reform 

7. Use of School Uniforms to Offset School Violence and Negative Behaviors  

8. Effect of Active Parent Engagement on Student Achievement 

9. Effects of Bullying on School Climate 

10. Equitable Treatment of all Candidates 

11. Exploring Cultural Differences and Learning 

The second step in the research model allows candidates to analyze existing research 

studies that are published in academic journals. This step occurs once candidates have 

determined a research problem. Candidates then engage in analysis of the current literature. They 

will choose three research articles and identify a distinctive stance or approach to the research 

problem. The final outcome for the second step is for candidates to develop a summary that 

compares and contrasts the three research articles. In addition, the candidates will summarize the 

three articles including method of research, data collection, results and final discussion. 

Ultimately, candidates’ experiences in EDUC 2020 will provide impetus to more rigorous 

activities expected in subsequent steps of the model. This second step in the model allows 

candidates to demonstrate problem solving skills and critical and creative thinking as part of the 

conceptual framework for the teacher education program. Students must also demonstrate 
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decision making and responsibility taking skills as they collect empirical studies and discuss 

each study in a paper.  

The third step in the model occurs when the instructor of the second course, either EPSY 

3010, 3020 or 3030, clusters candidates into approximately five groups consisting of five to 

seven candidates based on topics researched in first education course. Once the groups are 

established, the instructor identifies potential research team leaders based on student 

performance in EDUC 2020. Grouping the candidates and identifying potential research team 

leaders occur before the start of the semester based on preliminary rosters. Groups are finalized 

during the first week of the semester. The instructor invites the potential research team leaders to 

an informational meeting about the course and research projects a few days before the start of the 

course. Willing research team leaders help with the next part of the model by preparing 

documentation for the studies. This step and the next step in the model allow some candidates to 

demonstrate responsibility taking as they assume leadership positions.  

In step four, research team leaders prepare documents to apply for undergraduate 

research grants through internal funding sources and complete Institutional Review Board 

applications to ensure that the research projects are conducted in an ethical manner. The deadline 

for internal grants is before the start of the semester, so it is imperative to recruit team leaders 

early and seek their assistance. The grants provide up to $2,500 per research team to purchase 

supplies and travel to teacher workshops or regional conferences to present their findings.  

Step five in the research model includes a lesson of different types of research designs 

that can be used to conduct the studies: descriptive, correlational, causal-comparative, 

experimental and qualitative designs. Both quantitative and qualitative methodologies are 

presented to the class early in the semester from the second chapters in the textbook. The class 
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learns about research methods that are often used in the field of education and discusses an 

appropriate methodology to address the research problem that each group is studying. After the 

lesson, candidates select the best methodology for their particular study. A mixed methods 

design is encouraged so that candidates practice qualitative and quantitative data collection 

procedures. Determining an appropriate methodology helps candidates demonstrate decision 

making, problem solving and critical and creative thinking as part of the conceptual framework 

for the teacher education program.  

Before the next step in the model can be accomplished, the Institutional Review Board 

must approve each research project. The instructor and research team leaders submitted the 

appropriate documents in step four before the start of the semester. However, the Institutional 

Review Board often needs additional information before granting approval for research studies, 

such as permission from a principal or school board.  Ensuring that ethical standards are met 

encourages candidates to demonstrate responsibility taking behaviors as part of the conceptual 

framework within the teacher education program.  

Step six includes the collection of data in public schools and the analysis of the data with 

help from the instructor. Since minors are often involved in the research projects, through 

observational techniques or survey research, parents or guardians need to provide written 

permission before their children can participate in the research studies as subjects. This is known 

as assent. Obtaining a signed assent form is a requirement of studies involving minors.  

As part of the sixth step, candidates also learn how to interpret the results of their study. 

This is accomplished with help from the instructor who teaches research team leaders how to 

enter data into the computer. The instructor conducts all statistical tests with the software 

program called SPSS. The instructor prints the results of the study for the each research team and 
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teaches the teams how to interpret the results from the statistical tests. Step six encourages 

candidates to take responsibility for collecting data and critical and creative thinking as 

candidates analyze and explain results from the studies.  

For the seventh step in the model, candidates discuss the meaning of the results for their 

particular study, identify limitations of within their study and suggest future areas that need to be 

researched in light of the findings. Candidates are also asked to reflect on how the findings relate 

to their future careers as educators and on the knowledge, skills and dispositions gained by 

conducting a research study. This part of the model encourages candidates to use critical and 

creative thinking and decision making as part of the teacher education program’s conceptual 

framework. Candidates also model responsibility taking as they complete a written reflection 

based on the study.  

Once the research projects are complete, the next step in the model allows instructors to 

assess the three main objectives of the research projects: knowledge, skills and dispositions. 

Questionnaires, including qualitative and quantitative items, are used to gather assessment data. 

Data is used to make modifications to the model for undergraduate research and for accreditation 

reviews. Candidates model responsibility taking and decision making skills as they provide 

feedback to faculty members.  

The last step in the model includes continued work on the research project with interested 

candidates. Monies from internal grants are used to travel with candidates to regional 

conferences and teacher workshops to share findings from research projects. Faculty members 

continue to work with interested candidates to publish the research studies in academic journals. 

The last part of the model for undergraduate research allows candidates to model responsibility 

taking behaviors.  
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Assessing the Model for Undergraduate Research 
 

Assessment of this initiative will be multi-faceted and require tracking across several 

semesters. Within the EDUC 2020 course, candidates will be assessed on their participation in 

the identification of current trends and best practices for class research topics. In addition, 

candidates will be assessed on the selection, summary and presentation of the research problem 

to the class.  All performance assessments will be scored with the use of a rubric. Data will be 

collected from each section of EDUC 2020 implementing the model for research. This data will 

be disaggegated to use with each candidate as they matriculate to the EPSY course. 

In the child or adolescent educational psychology course (EPSY 3010, 3020 or 3030), 

candidates will be assessed on their ability to gather, analyze and share data findings with 

classmates concerning the identified research problems. Moreover, candidates will be assessed 

concerning their research knowledge, skills and dispositions.   

In addition to course assessments, this model for research will allow the College of 

Education to collect data concerning our candidates’ knowledge of current research trends in the 

field. As candidates’ progress to program completion, the research skills gleaned in these early 

education courses will assist them in conducting action research in the student teaching semester. 

Beginning in fall 2008, data will be collected for the first cohort in EDUC 2020. The researchers 

will continue to follow cohorts of candidates to program completion. Candidates participating in 

the model for research will be compared to all College of Education candidates in the following 

areas: 1) PRAXIS II Principles of Learning and Teaching scores (knowledge), 2) action research 

grades in student teaching (skills) and 3) completion/retention rates (dispositions). This data will 

be useful in making program changes as well as accreditation documentation. 
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Mentoring Assistant Professors to use the Model for Undergraduate Research 

As a group of assistant professors, we developed a set of specific strategies that combine 

teaching, service to our discipline and research to help us earn tenure and promotion. While the 

previous parts of the paper discussed the model for undergraduate research and how it is 

assessed, this part of the paper builds upon the previous sections by discussing a) approaches for 

assistant professors to meet research requirements by engaging undergraduate candidates in 

research, b) strategies to mentor new faculty to achieve their teaching and research goals and c) 

strategies to obtain internal and external funding for research with undergraduate candidates. 

Engaging Undergraduates in Research  

The assignments in the model for undergraduate research are geared toward helping 

assistant professors collect data and write manuscripts for publication while working with 

undergraduate candidates and colleagues. Assistant professors can use any course to engage 

undergraduate candidates in research by adding research components to syllabi and course 

assignments. There are several simple approaches that can be employed to incorporate 

undergraduate research into a course, such as class discussions about education-related topics 

that are currently researched or in need of research. Assistant professors can add assignments to 

courses that ask candidates to find several qualitative and quantitative research studies in 

academic journals on a particular topic and write a summary and reflection of each study. 

Candidates can share their findings with the class, and the class can point out limitations in 

studies and brainstorm directions for future research. These are simple approaches to include 

undergraduate research into courses. More in-depth and imbedded models for incorporating 

undergraduate research into teacher education programs can be used, such as multi-course 

researcher projects. Assistant professors can benefit from research-based course assignments and 
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class discussions as candidates suggest new research ideas and provide empirical studies that can 

be used in preparing a review of related literature for a study.  

Mentoring for New Faculty 

Multiple mentoring strategies are helpful in guiding assistant professors and leading to 

the publication of manuscripts. As new faculty join the College of Education, a mentor is 

assigned to help them achieve their teaching and research goals. Specifically, we start by 

schooling them concerning the model for undergraduate research embedded in departmental 

syllabi. We also train new faculty to use the undergraduate research assignments in their courses. 

Throughout each semester, assigned mentors are available to new faculty if they have questions 

about teaching and research. Another mentoring strategy involves the use of collaborative 

research projects among faculty members in the College of Education. Faculty members can 

work collaboratively in a variety of ways. For example, faculty members with similar 

methodological preferences might choose to work together. If a mixed methods research study is 

underway, faculty with qualitative and quantitative expertise might work together to complete 

research studies. Mentoring new assistant professors is important to the success of the 

undergraduate research model.  

Sources of Funding for Research   

Assistant professors are encouraged to seek internal and external funding to support all 

types of research, including research with undergraduate candidates. Assistant professors are 

encouraged to apply for multiple internal grants to conduct research with undergraduate students. 

The internal grants tend to be less competitive that externally funded grants. This allows assistant 

professors to practice writing grants with candidates before applying for external funding. 

External grants are available through the government and businesses. Most information can be 
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accessed online. Once assistant professors are comfortable writing grants, they should seek 

external funding to ensure the success of undergraduate research.  

Summary 

 Undergraduate research is a growing trend within universities, especially those that serve 

primarily undergraduate students and have limited or no masters or doctoral level students. 

Undergraduate research can be implemented in courses on a small scale, with discussions and 

research papers, or on a large scale, with multiple projects conducted in several required courses. 

Conducting research with undergraduate candidates helps assistant professors accomplish their 

tenure goals, especially in teaching and research. Additionally, numerous funding opportunities 

are available for instructors and their candidates to conduct undergraduate research.  

2008 HICE Proceedings 
Page 3622



  A Model 14

Appendix A 

A Model for Undergraduate Research in the Education Discipline  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Identify a Research Problem 
EDUC 2020: Class discusses and selects research problems that will be used as a basis for 
research in the current course and EPSY 3010/3020/3030. 

Analyze Past Research 
EDUC 2020: Candidates each collect 3 empirical studies, write a one-page summary of 
each study and share findings with the class. 

Determine Appropriate Methodology 
EPSY 3010/3020/3030: Candidates discuss multiple research methods to use in addressing 
the research problem early in the semester. 

Create Research Teams 
Prior to start of EPSY 3010/3020/3030: Cluster candidates into approximately 5 groups 
consisting of 5-7 candidates based on topics researched in EDUC 2020. Identify one 
candidate as the research leader in each group.

Apply for Undergraduate Research Grant and IRB Approval 
Prior to start of EPSY 3010/3020/3030: Contact candidates identified as research leaders. 
Invite them to an informational meeting about the research projects and the grant. With 
their assistance, complete the paperwork for an undergraduate research grant and IRB 
approval.   
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Collect and Analyze Data 
EPSY 3010/3020/3030: Candidates gather data in area public schools through the use of a 
mixed methods design. Candidates analyze the data and share the findings with the class 
late in the semester.  

Discuss Results 
EPSY 3010/3020/3030: Candidates write a paper to identify limitations of the study, 
discuss directions for future research and reflect on the research process at the end of the 
semester. 

Assessment 
EPSY 3010/3020/3030: Candidates complete end-of-semester assessments on their 
research 1) knowledge, 2) skills and 2) dispositions. Faculty members analyze data and 
make modification to the research model as needed. 

Presentations and Publications 
1. Faculty members continue to work with interested candidates to analyze research 

papers on the research topics studied in the EDUC 2020 and EPSY 
3010/3020/3030. 

2. Faculty members use assessment data in the previous step to draft research papers 
about the successes and limitations of the undergraduate research model. 
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Background 
 
San Bernardino Valley College (SBVC) is a comprehensive community college that serves the 
residents of the Inland Empire. The college is one of 108 locally governed California community 
colleges, and as such, is regulated by the California Education Code and is subject to the 
decisions of the California Legislature and the California Community College Board of 
Governors. The college is responsible to its local constituency through an elected Board of 
Trustees, which is the principal policy-making body for the college. Students of the college are 
drawn, for the most part, from the local community. In addition, specific programs at the college 
attract students from throughout the state and world. Students range in age from under 18 to 
over 80 years, and reflect the ethnic and cultural diversity of the region. 
 
The Division of Student Development (DSD) assumes a leadership role in creating a campus 
environment that integrates the learning experience which complements the academic 
curriculum. DSD provides programs and services to enhance students' ability to learn and 
develop the life skills necessary to become productive and caring members of our global society. 
The office provides structured activities, programs, services, resources and facilities to 
accomplish this mission. 
 
San Bernardino Valley College is committed to the idea of Collegial Consultation as assured in 
AB1725.  The College acknowledges the rights and responsibilities accorded to all parties 
within the District to participate effectively in District consultation and support the 
establishment of procedures whereby faculty, staff, and students are ensured of appropriate 
consultation on matters affecting them. The College believes that groups of individuals working 
together to pool their knowledge, experience, and perspectives are an integral part of the 
decision making process at Valley College, and that the development of policies and procedures 
for college governance benefits greatly by involving those with appropriate expertise and those 
who will be most affected by those policies and procedures. 
 
The following flowchart represents the current shared governance structure of SBVC: 
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The committees represented on the lower branch of the flowchart reflect those that require 
student participation, as well as the College Council, Enrollment Management Committee and 
Matriculation Committee.  Below is a list of the SBVC committees and a description of each: 
 
ACCREDITATION STEERING COMMITTEE 
Charge 
The Accreditation Steering Committee prepares the self-study, prepares for the site visit, follows 
up on implementation of accreditation recommendations, performs assessments as needed, and 
prepares any follow-up reports or documentation.  
 
Membership 
Membership is comprised of the Dean of Research, Planning, & Development, eight faculty, 
four administrators, four classified staff, two students, the faculty union president or designee, 
and the classified union president or designee. 
 
BUDGET COMMITTEE  
Charge 
The Budget Committee reports to the Vice President of Administrative Services and serves in 
an advisory capacity to the President regarding all aspects of the college’s budget. The charge of 
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the budget committee is to articulate and clarify the budget process for the campus community 
taking into account the campus planning process, interpret and distribute budget-related 
information, develop annual assumptions that apply to the development of the budget, develop 
strategies for reviewing and funding plans, create processes and make recommendations for the 
distribution of unspent funds, identify budgeting issues that need to be resolved, and periodically 
review the status of the institution’s budgets. 
 
Membership 
Membership is comprised of the Vice Presidents of Administrative Services, Instruction, and 
Student Services, the Dean of Research, Planning, & Development, the chair of the and 
Program Review Committee, the Dean of Occupational Education (VATEA) the chair of the 
Senate Financial Policy Committee, 1 faculty member from each instructional and student 
service division, the ASB Treasurer, and two classified staff. 
 
CURRICULUM COMMITTEE  
Charge 
The Curriculum Committee is authorized by the Academic Senate to make recommendations to 
the Board of Trustees about the curriculum of the college, including approval of new courses, 
deletion of existing courses, proposed changes in courses, periodic review of course outlines, 
approval of proposed programs, deletion of programs, review of degree and certificate 
requirements, assessment of curriculum as needed, and approval of prerequisites and co-
requisites.  . 
 
Membership 
Membership is comprised of the Vice President of Instruction (or the Vice President’s designee) 
and the Dean of Occupational Education, a Curriculum Chair appointed by the Academic 
Senate, the Articulation Officer, the Matriculation Coordinator, at least two faculty members 
from each division,  two students, and three classified staff: the Instructional User Liaison, the 
Curriculum Secretary, and the Catalog Data Specialist.  
 
DIVERSITY & EQUITY COMMITTEE – [combined Student Equity and Student Equity 
Plan] 
Charge 
The Staff & Student Diversity Committee is responsible for the development and monitoring of 
the College Student Equity Plan as a sub-committee, assessing and promoting an understanding 
of diversity (gender, race, ethnicity, age, disability) among faculty, staff, students, managers, and 
the community.   The committee supports the inclusion of a diversity element in curriculum and 
program development and oversees the implementation of programs including but not limited to 
educational, cultural, recreational, and social events and activities. 
 
Membership 

Membership is comprised of three Vice Presidents, the Dean of Counseling & 
Matriculation Services, the Dean of Learning Resources, Instructional Dean, Dean, 
Workforce Development, CalWORKS, & Career College, Chair of Enrollment 
Management Committee or committee designee;  Chair of Director of Admissions & 
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Records and Records, Director of DSP&S, Matriculation Coordinator, Coordinator of the 
Transfer Center, two classified staff members, the AS President and two additional 
students. 

 
 
 
ENROLLMENT MANAGEMENT  COMMITTEE  
Charge 
The Enrollment Management Committee services in an advisory capacity to the President 
regarding enrollment planning.   The Committee is responsible for reviewing internal and 
external trend data (assessment) as it applies to enrollment planning, researching and reviewing 
successful models of recruitment and retention programs, projecting enrollment growth / 
decline, projecting academic and student support service needs based on enrollment trends, 
making recommendations regarding recruitment and retention strategies, for producing an 
annual Enrollment Management Plan, inclusive of these components. Sub-committees may be 
formed as needed. 
 
Membership 
Membership is comprised of the Vice President of Student Services, the Vice President of 
Instruction, the Dean of Student Development, Dean of Counseling & Matriculation, Director 
of Admissions & Records, Director of Financial Aid; chair of Diversity Committee; chair of 
Student Equity Sub-committee; Learning Resource Center faculty member, Matriculation 
coordinator, Public Relations Director, Director of Institutional Research, two instructional 
deans appointed by the VP Instruction, three classified appointed by CSEA, four faculty 
appointed by Academic Senate, at least two student service faculty, a representative from 
Professional Development, two student representatives, and any other interested parties. 
 
FACILITIES & SAFETY COMMITTEE  
Charge 
The Facilities & Safety Committee serves as an advisory committee for all aspects of the 
college’s business services and operations including, but not limited to, safety training, facilities 
assessments, the appearance of the campus, prevention of campus crises, emergency 
preparedness, space utilization (as needed as a sub-committee) and campus safety, particularly 
regarding hazardous materials.  Reviews and submits the Facilities & Capital Outlay Plan.  
Subcommittees reporting to this committee are the Emergency Preparedness Committee and 
the Hazardous Materials Committee. 
 
Membership 
Membership is comprised of the Vice President of Administrative Services, the Director of 
Maintenance and Operations, the College Police Supervisor, Dean of Counseling & 
Matriculation, DSPS Director, a representative from Professional Development, two students, 
eight faculty, and two classified staff. 
 
MATRICULATION COMMITTEE  
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Charge 
The Matriculation Committee is authorized by the Academic Senate to develop the college 
Matriculation Plan, propose the budget for categorical matriculation funds, advice on policies, 
procedures, and implementation of matriculation components: admission, orientation, 
assessment, counseling, prerequisites, follow-up, training, and research. 
 
Membership 
Membership is the Vice President of Student Services, the Director of Admissions & Records, 
the Matriculation Coordinator, Chair of Enrollment Management Committee or committee 
representative; Dean of Counseling & Matriculation, Dean of Student Development, 
Institutional Researcher, a representative from Professional Development, Dept. Chairs from 
English, Reading, and Math,  two students, and any interested faculty members. 
 
PROGRAM REVIEW COMMITTEE 
Charge 
The Institutional Program Review Committee is authorized by the Academic Senate to develop 
and monitor the college Program Review process, receive unit plans, utilize assessments as 
needed to evaluate programs, recommend program status to the college president, identify the 
need for faculty and instructional equipment, and interface with other college committees to 
ensure institutional priorities are met. 
The purpose of Program Review is to: 

 Provide a full examination of how effectively programs and services are meeting 
departmental, divisional, and institutional goals 

 Aid in short-range planning and decision-making 
 Improve performance, services, and programs 
 Contribute to long-range planning 
 Contribute information and recommendations to other college processes, as 

appropriate 
 Serve as the campus’ conduit for decision-making by forwarding information to 

appropriate committees  
Membership 
Membership is comprised of the Vice Presidents of Instruction, Students, and Administrative 
Services, the Dean of Research, Planning, & Development, two faculty representatives from 
each division, three members of the classified staff, two additional managers, and two students. 
 
RESEARCH COMMITTEE  
Charge 
The Research Committee supports the accreditation, assessment, and planning  processes of the 
institution. The committee prioritizes and filters requests for research consistent with campus 
goals, establishes a research/data collection calendar, and publishes and disseminates an annual 
report of research and data information.  In addition, the committee assists in the development 
of a research agenda and advises on the prioritization of research tasks. 
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Membership 
Membership is comprised of the Institutional Researcher, all vice presidents, Dean of Research, 
Planning, & Development, representatives from Curriculum, Matriculation, Program Review, 
and Basic Skills; at least four faculty, and any interested administrators, faculty,  staff, or 
students.   The Institutional Researcher and a faculty member will serve as co-chairs. 
 
 
TECHNOLOGY COMMITTEE  
Charge 
The Technology Committee writes the Technology Plan for the College, to be submitted to 
College Council. The plan includes:  

1.  methods to assess, explore and encourage innovative uses of technology both in 
administrative and academic computing,  

2. goals for training faculty, staff, and administrators in the use of technology  
3. guidelines for the dissemination of funds for hardware and software,  
4. guidelines for the dissemination of recycled computers and other hardware,  
5. recommendations for the minimum specifications for the purchase of technology  
6. standards for technology infrastructure  
7. standards for technology related building construction 
8. guidelines for purchase and installation of technology in new construction 
9. guidelines to maximize the effective use of District network resources for the SBVC 

Campus Community 
10. accessibility to technology will be considered  when developing goals, methods, 

recommendations, guidelines and standards  
 
The Technology Committee members serve on one of two subcommittees: Academic and 
Administrative Technology. 
  
Membership 
Membership is comprised of the Vice President of Instruction, Administrative Services, and 
Student Services, or their designees, an Instructional Dean with an interest in technology, a 
representative from District Computing Services, a member of the  Distributed Education staff, 
at least one representative from the college Network Specialists, at least two faculty teaching 
online courses, at least two faculty utilizing instructional technology in the classroom 
environment, and any interested students. 
  
OPERATIONAL / FUNCTIONAL COMMITTEE LIST 
 
A number of committees exist that have a specific purpose or function, but are not part of the 
formal collegial consultation process within College Council.  These include: 
 
OFFICE OF INSTRUCTION 
 
ARTS AND LECTURES COMMITTEE 
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Charge 
The Arts and Lectures Committee plans and promotes a series of lectures and cultural events 
designed to enrich the instructional environment of the college. 
 
Membership 
Membership is the Dean of Learning Resources, and interested faculty, classified staff and 
students. 
 
OFFICE OF STUDENT SERVICES 
 
DISABLED SERVICES 
Charge 
This committee serves as an advisory committee for all aspects of the college’s Disabled Services 
Program. 
 
Membership 
Membership is the Dean of Counseling & Matriculation, the Coordinator of Disabled Student 
Services, the Director of Health Services, eight faculty, one classified, no less than one student 
and one community representative. 
 
TRANSFER CENTER COMMITTEE 
Charge 
The Transfer Committee is responsible for the development and monitoring of the Transfer 
Center plan for the College.  The committee further supports transfer functions through active 
involvement in attendance at events and advertising of transfer opportunities. 
Membership 
Membership of the Transfer Committee is comprised of the Dean of Counseling & 
Matriculation, Transfer Center Coordinator, five faculty representing different instructional 
divisions, one classified staff member, and two students. 
 
STUDENT PARTICIPATION IN SHARED GOVERNANCE COMMITTEES 
In the past, student participation in shared governance committees at SBVC has been minimal. 
There was no formal process or protocol to recruit student representatives to serve on such 
committees. Typically, student representatives were recruited by the respective chair persons of 
each committee by word of mouth or students that they may have known from class or other 
activities on campus. The student representatives provided feedback in shared governance 
meetings; however, they did not communicate with the Associated Students (the recognized 
student government of the college), nor did they provide regular reports about the committees 
concerns and issues. 
 
In addition, consistency with student representation was a challenge. Many community college 
students face various barriers to their retention, such as finances and family obligations. 
Therefore, maintaining student representation on shared governance committees was a common 
problem. 
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EXECUTIVE SUMMARY 
 
Major Finding: Based on research obtained through student surveys, focus groups and staff 
interviews, student participation in shared governance can be improved by increasing student 
awareness of the benefits of participating in shared governance committees. 
 
We have concluded based on our audit of the collection of survey data, interviews with key staff 
members and  focus group responses, that there is currently a low level of participation due to 
the numerous factors listed in section three (Factors that Inhibit Student Involvement in 
Collegial Consultation/Shared Governance). A survey sample of 120 students was examined, in 
addition to the staff interviews and live focus group responses from active student committee 
members. 
 
The summary recommendations listed below are for the management of San Bernardino Valley 
College (SBVC) to consider as viable solutions in which to take action on. For full disclosure of 
recommendations; see section four (Recommendations for Improving Student Involvement in 
Collegial Consultation/Shared Governance). These recommendations (if implemented) as 
intended, could greatly improve the participation rate of student involvement at SBVC. 
 
Management recommendations to help improve student participation in shared governance at 
SBVC: 
 

1. Clearly articulate the intangible benefits that result from participation. 
2. Offer leadership training to students involved in AS/Collegial Consultation. 
3. Create tangible benefits/financial incentives for participation. 
4. Remove the perception that special skills are required. 
5. Encourage administrators to become more actively engaged in recruitment of committee 

members and student leaders. 
6. Expand overall marketing efforts. 
7. Open committee meetings to the public and ensure they run more smoothly by adopting 

parliamentary procedures. 
 

Conclusion 
 
The summary findings of this report are meant to emphasize how critical increasing the student 
awareness of AS/collegial consultation and shared governance is to the success of the program 
going forward. These recommendations (if implemented) will build student leadership skills, 
improve the overall campus experience and allow students to contribute and make a difference 
for the student body through increased participation. 
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Factors that Inhibit Student Involvement in Collegial Consultation/Shared Governance 
 
Based on the results of the surveys (Appendix A), insights gained from a focus group with 
student leaders (Appendix B), and interviews with faculty and staff (Appendix C), several 
factors clearly emerged that inhibit student involvement in the shared governance process at 
SBVC.  Those factors can be summarized in the following statements:   
 
I’ve got so much going on in my life right now, so I’m just too busy…             
 
As with most Americans today, students at SBVC have full schedules, busy lives, and a number 
of competing priorities that demand time and attention.  In many cases, students are juggling 
school, part-time or full-time employment, family obligations, social relationships, and 
community service.  In some cases, SBVC students are caregivers for their own children, 
siblings, or other family members.  Students responding to a survey question that asked them to 
identify barriers to participation in extra-curricular activities stated that family life (53.5%) 
limited their involvement in school activities.    
 
In the majority of cases, SBVC students have significant financial needs that make involvement 
with unpaid extra-curricular activities seem like a luxury.  Nearly half of all students that 
responded to a survey reported that work was a barrier that prevented them from participating 
in extra-curricular activities.  In short, for most students it appears that a lack of time and 
money may be factors that limit student involvement in the shared government process.   
 
I don’t even know what “shared governance” means? 
 
Our research revealed that most students do not understand the shared governance process.  
Specifically, only 43.3% of students responding to a survey were even aware of shared 
governance committees.  This feedback, coupled with comments made by student leaders during 
a focus group session, suggest that students do not understand what collegial consultation or 
shared governance is, why there is a need for it, and how students can play a role in it.  For 
most, the term “shared governance” is new and somewhat mysterious.  The concept is not 
intuitive and there is simply no frame of reference from which students can draw.  Some focus 
group participants seemed to think that their peers related “governance” to “government” which 
for some has a bad connotation.    
 
Although not necessarily a barrier to participation, this lack of knowledge seems to contribute 
to a lack of interest on the part of students.  When asked whether they had an interest in 
serving on a shared governance committee, only 26.6% responded affirmatively.  As a result, as 
students plan their academic experience and seek balance in their busy lives, service on one or 
more of the shared governance committees is generally not a priority, something they would 
actively seek out, and in most cases, an activity most students would naturally consider.   
Student leaders interviewed in the focus group related that they had no conception of what 
shared governance was about until they were actively engaged and experiencing the process for 
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themselves.  However, these students soon discovered that they played an important role in the 
college community and most felt as though they were making a contribution to campus life.  
The problem is that their stories are not widely known in the broader campus community.   
 
 
 
 I don’t have the qualifications necessary to be part of this… 
 
There is a sense from some students that special qualifications are necessary, or at least desired, 
for membership on a shared governance committee.  Because the role of students in the shared 
governance process is not widely known, there is an assumption that those students who are 
involved are somehow different or special when compared to the typical student.   
 
I’m not sure that the faculty, staff, and administrators even want me on those committees… 
Will my voice be heard? 
 
According to student feedback, there is the impression that some faculty and administrators may 
not value student participation in shared governance.  They see evidence of this in the fact that 
some administrators are not actively engaged in recruiting students for shared governance 
committees.  Some students suggested that administrators should be more visible at recruiting 
events like the Week of Welcome and energetically engage students who do not understand the 
service opportunities that exist.  Similarly, students suggested that faculty could more actively 
promote involvement in Associated Students and shared governance during classes and explain 
how these organizations provide excellent opportunities to apply knowledge and skills learned in 
the classroom in a real world environment.   
 
On the other hand, students offered high praise for faculty members and administrators who had 
embraced student involvement with shared governance.  Students offered specific examples of 
administrators who met with student participants, actively listened to their ideas, and responded 
with constructive feedback.  As a result, these students felt that their contributions were valued, 
that they were “making a difference,” and that they were learning important lessons in the 
process.  
 
How do I get involved? 
 
The pathway to involvement is not well known by many students.  Focus group participants 
described a variety of access points and circumstances that led to their involvement with 
Associated Students and service on shared governance committees.  Some received personal 
invitations from faculty, staff, administrators, or friends who were already involved, some 
responded to classroom announcements in classes that had particularly relevancy to certain 
committees, others were engaged through an informational booth, and one student reacted to a 
flyer that was posted on a bulletin board.   
 
While there is value in having multiple access points, there seems to be a lack of consistency 
and structure in recruiting efforts.    
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What’s in it for me? 
 
Students who are already actively involved with shared governance committees noted that they 
were receiving several important benefits.  Some thought that they were developing valuable 
job skills, others enjoyed the camaraderie that came with being part of a team, and all seemed to 
take great pride in the fact that they were advocates for student interests and making an impact 
on college life.  Students also seem to recognize that participation in shared governance is an 
opportunity to develop and demonstrate leadership and communication skills.  All of the 
students interviewed in the focus group appeared to be pleased with their decision to become 
involved with one or more shared governance committees and no one expressed regret or 
disappointment in the process.   
The benefits experienced by students presently involved in collegial consultation seem to 
correspond to student desires.  In response to a survey question that asked students to identify 
the reasons that they would participate in extra-curricular activities, the top three reasons given 
were:   
 

• Genuine interest 
• To make a difference at SBVC 
• Leadership experience 
 

These intrinsic reasons ranked slightly ahead of extra credit and significantly higher than class 
credit, to enhance my resume, and to enhance my transcript.  Interestingly, financial 
remuneration ranked lowest among the nine factors. 
 
Student already involved in collegial consultation did not believe the benefits they receive as a 
result of their participation were widely recognized by their peers, however.  Some of the 
students in the focus group related conversations they had had with friends in which they tried 
to describe their positive experiences on the shared governance committees.  The students 
interviewed indicated that their friends did not naturally recognize the potential return on their 
investment of time in the program.  Therefore, focus group participants recommended that the 
benefits of participation be loudly proclaimed in all promotional efforts and endorsed by faculty, 
staff, and administration.   
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Recommendations for Improving Student Involvement in Collegial Consultation/Shared 
Governance 
 
Based on our research, we recommend the following actions to improve student participation in 
shared governance at SBVC: 
 
Clearly articulate the intangible benefits that result from participation.  For students who are 
not already involved with shared governance, the benefits associated with shared governance 
are invisible.  Faculty, staff, administrators, and students who are currently involved must work 
together to clearly articulate the intangible benefits associated with participation.  Through 
marketing materials and face-to-face recruiting, all of the potential benefits should be presented.  
These may include opportunities to: 
 

• Refine and practice leadership skills  
• Gain leadership experience 
• Develop skills that will transfer to one’s chosen career field  
• Enhance one’s resume 
• Network 
• Supplement one’s academic experience by applying classroom lessons in a real-world 

setting 
• Learn about college operations and the decision making process 
• Enhance one’s academic record and create stronger transfer applications for four-year 

colleges or universities 
• Make new friends 
• Be part of a team 
• Interact with faculty, staff and administrators on a different level 
• Build communication skills 
• Solve problems 
• Become a person of influence on campus 
• Advocate for student concerns 
• Become an agent of change 
• Make a positive impact  

 
Offer leadership training to students involved in AS/Collegial Consultation.  Based on the 
results of our research, students involved or considering involvement with shared governance 
committees want to develop their leadership abilities.  While the experience of serving on 
committees and interacting with college staff will undoubtedly serve to develop these skills, 
more formalized training or workshops focused on leadership would accelerate this process and 
potentially provide an incentive for other students to participate.  Training that gives students 
the opportunity to gain greater self-awareness, develop coaching skills, better manage their time, 
build teams, and the ability to more effectively manage conflict would all be desirable.  There 
are a number of training programs and workshops commercially available that teach these skills.   
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Create tangible benefits / financial incentives for participation.  Although a number of 
valuable benefits of participation have already been listed, the creation of immediate and 
tangible benefits for those who actively participate in shared governance committees would be a 
powerful incentive.  Some examples of these benefits may include: 
 

• Financial stipends / fee waivers based on level of participation.  For example, the free 
textbook loan program is perceived as a valued benefit.  Other examples might include:  
free or reduced tuition, free parking, or monetary remuneration for services rendered 
(i.e., $25 for each committee meeting attended).  

 
• Because 47.4% of students responding to a survey stated that homework was a barrier to 

participation in extra-curricular activities, encourage course instructors to give 
assignment credit for participation in student governance.  For example, a student who 
actively participates on the Budget Committee throughout the semester might be 
exempted from a major project or final exam in a math or accounting course.  Similarly, 
a student who serves on the Diversity Committee might be exempted from a major 
assignment in a sociology or anthropology course.  This could easily be justified by 
recognizing the opportunity to apply classroom lessons in a real-world environment that 
committee work offers.  Provide reserved and preferred parking for those who participate 
on shared governance committees. 

 
• Offer a substantial discount on food (i.e., 50%) in the campus cafeteria to student 

participants. 
 

• Give a certificate of participation and special recognition at graduation for students who 
participate in shared governance.  The President, Dean, or one of the vice presidents 
might also write letters of appreciation to all student participants.   

 
Clearly, most students do not get involved in AS or shared governance activities for financial 
gain.  However, student leaders told researchers that they invested between 15 and 40 per week 
in their roles.  Since many, if not most, students at SBVC have significant financial needs, 
asking them to spend this much time, without any sort of financial remuneration, is a big 
request.   
 
Remove the perception that special skills are required.  The criteria for participation in shared 
governance should be clearly stated and the misconception that special skills are required or 
that only special people are welcomed should be addressed.  Through general marketing and 
individual recruiting, these false impressions, if they exist, must be corrected.   
 
One powerful way to do this is to provide forums for current student leaders to tell their stories.  
The students who currently participate in shared governance are a diverse group who could 
serve as powerful examples of how a variety of perspectives, backgrounds, and interests are 
welcomed in the shared governance environment.  SVBC should create a promotional platform 
that would allow these participants to be positioned as real students doing important work that 
benefits the entire college community would be appropriate.  This approach, coupled with 

2008 HICE Proceedings 
Page 3639



 16

endorsements from respected campus leaders would be helpful in overcoming the 
misconceptions that presently exist.   
 
Encourage administrators to become more actively engaged in the recruitment of committee 
members and student leaders.  Students have great respect for administrators; however, they 
perceive that some administrators could do more to engage students in the shared governance 
process.  This might include one-on-one meetings with students, a larger presence at recruiting 
events like the Week of Welcome events. 
 
Expand overall marketing efforts.  Create greater visibility for shared governance opportunities 
in all campus publications – print and electronic.  Examples include:  student handbook, 
school’s Internet site, school newspaper, flyers, with registration materials, etc.  
 
Open committee meetings to the public and make them run more smoothly.   
Allow members of the campus community to observe the proceedings of committee meetings to 
allow interested students to observe how the meetings are conducted.  Ensure that they run 
smoothly by adopting parliamentary procedure that force speakers to stay on topic and work 
within allotted times.   
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Marketing Assessment and Suggested Strategy 
 
In speaking with current student participants of Shared Governance, it was apparent that the 
students were aware of the importance of marketing as a means for informing and thus recruiting 
more students to join Shared Governance (SG).  Their current strategy consisted of several 
components which included personal recruitment, posting flyers and participating in club 
booths.  We acknowledge that person recruitment is crucial and very effective, thus it is 
recommended that the current participants continue these efforts and encourage others to do 
the same.  What follows are recommendations for implementing a marketing strategy which will 
focus on: (1) Developing marketing literature and advertising campaigns and (2) formal-
recruitment efforts for club booths at “Week of Welcome” and other similar school functions.   
 
Marketing Literature Strategies 
 
The main purpose of Marketing Literature is twofold, first to make students aware that Shared 
Governance exists and thus to recruit new members; second to educate students of how SG 
works, and why their participation is important.  Further, it is important that the marketing 
material convey to the students that they need not be intimidated about participating, and that 
SG is a “safe-place” for students to voice their concerns without risk of ridicule or harsh 
judgments.  It is also important to convey that this is an organization that values and welcomes 
diversity; and that their opinions are not only important but that through involvement they can 
make a difference. 
  
What is currently being used as a marketing flyer, is really the rules and regulations for applying 
and belonging.  First, this “flyer” is not really a flyer but rather several pages which consist of 
small font and is lengthy and very detailed, which makes it difficult to catch the attention of 
students walking by.  In certain sections, the literature is written in language which is both 
formal and may be perceived as intimidating. Further, the areas explaining the application 
process and eligibility, appears stringent and the requirement of “applying” inherently implies 
the possibility of rejection as well as perpetuates possible negative bureaucratic connotations.   
Lastly, the listed requirements appear to require extraneous time commitments.   Rather, than 
using these rules and regulations as a form of recruitment, we recommend the development of a 
one-page flyer which: 
 

1. Reassures students that it does not take too much time to make a difference. 
2. Informs the student that Shared Governance is the forum in place which values student 

involvement and allows students’ voices to be heard.  
3. Showcases diversity, and reassures the student that previous experience is not required. 
4. Communicates that student participation in SG allows students to make a difference. 
5. Informs students why and how they can get involved. 

 
The purpose of this flyer is to get students interested and motivated to inquire about this 
program.  Since the most affective method of recruitment is one-on-one, the purpose of the flyer 
should be to get students to stop by the Student Government office and speak to a member who 
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is both passionate and proud to be in the program.  Such a representative can then explain to 
the interested party, how they can proceed to join and then provide them with the necessary 
paperwork.   
 
 
 
 
Advertising Strategies 
 
In an effort to inform students of the existence of Shared Governance, the help of the entire 
school is needed to proliferate the message to students.  Some suggested methods are the 
following: 

• Take up an advertisement in the Student Catalog.  
• Include an advertisement in each semester’s Course Schedule especially near the pages 

surrounding government classes, pre-law, and business classes. 
• Post tri-fold in transfer center, counseling center, and student center. 
• Encourage admission counselors to inform the students upon conducting entrance 

assessments. 
• Include informative tri-fold with acceptance paperwork mailed to students 

 
 Formal Recruitment Booths 

• Get faculty participation:  assign various faculty 20-30 minutes shifts to “work” the 
recruitment booths.  Allowing the students to meet the faculty will make working with 
them seem less intimidating. 

• Get students currently involved in SG who can share their experience thus far and could 
further emphasize the need for more volunteers. 

•  Distribute handouts about social events that have taken place and future events planned 
for the up coming year. 

• Present samples of Letters of Recommendations that other SG participants have earned. 
• Have faculty shared future incentives being considered for SG participants such as 

Institutional Recognitions, Possible Federal Work-Study, and sitting up with the Podium 
Party at Graduation.  

 
Suggestions for future growth 
 
One identified major factor inhibiting marketing communications is the current limited use of 
student email.  With regard to general marketing strategies, it is recommended that attempts be 
made to inform students of the importance of their student email accounts.  Similar strategies as 
recommended above could be used to communicate and inform students of the importance of 
checking their student email accounts and reminding them that they can set up their accounts 
to forward correspondence to their existing preferred email address.  If greater student 
participation in Valley-email was achieved, this would be another avenue for Shared 
Governance marketing communications.  Second suggestion, would be the enhancement of the 
information regarding Shared Governance on the website.  It would be recommended that the 
suggested marketing materials and information also be available on the website.  Further, 
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because there appears to be some difficulty differentiating between Student Government and 
Shared Governance, having clear and separate delineations between the two on the website, 
may help limit the possibility for confusion.  And finally, the use of text-messaging should be 
implemented to remind students of upcoming meetings and events while student response would 
be used as an RSVP to better determine participation.   
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 Abstract 
 
The impracticality of expecting teachers to create their own electronic learning aids is discussed. 
 

Introduction 
 
The species H.sapiens (Romero et al, .3), has survived and multiplied as long as it has for one single 
reason: communication.  Without the ability to communicate, cavemen would not have been able to 
capture and eat large woolly mammoths or even tiny agile shrews. 
 
Communications technologies have enabled great changes in the ability of the species to influence 
its members and the environment.  From speech to smoke signals to blackboard and chalk to postal 
services to electromagnetic radiation transmissions, communications technology developments have 
been seven-league boots (Perrault, 16..) leveraging the effectiveness of cooperative human activity. 
 
We stand at the threshold of one more such development: the merging of duplex telephone-style 
channels with simplex television-style channels through the technology of computer networks and 
Internet in particular.  The development is more than a simple merging of styles, for at one end of 
the communication link can stand, not a member of the species H.sapiens Sapiens, but one of the 
species Machine.electronic (or M.e for short).  Arguments still rage as to whether M.e will ever 
deserve the subspecies qualification “Sapiens”, but that is not the issue under discussion here. 
 
Even the most jaundiced stick-in-the-mud must concede that M.e is an information processor, 
whether or not they see any merit in talking to one.  Whether introducing M.es en masse to an 
educational system's communications infrastructure can improve the quality of its manufactured 
products (ie, its graduates), and if so, how such introduction can be practicably achieved are the 
subjects that are discussed herein. 
 

Preconceptions Cause Perceptions 
 
From a neurophysiological point of view, there is no distinction between belief and knowledge. 
Both are represented by configurations of neural structures oiled by endocrine secretions.  From a 
psychological point of view, there is little distinction either, as witness the statement of a friend of 
the author in the context of a discussion on mankind's place in the great scheme of things: “You are 
talking about science; I am talking about facts!”. 

                                                 
1 The term "professorial" is used here in its original etymological meaning, ie a teacher, one who professes to know 

something. 
2 Programmes of instruction of pupils, as opposed to programs of instruction of machines. 
3 One evidence for the difficulty of assimilating new memes is the tortuous rules that have been formulated by various 

authorities for www citations.  Given the sociological and political significance still attached to the date of a 
publication, where a www publication is undated, the date designation "." is used here to signify "the year dot", ie. 
today. 
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In their splendid treatise on the power of pre-existing beliefs upon how we see new things in the 
context of explaining the moon illusion whereby the rising moon looks much bigger than when it is 
high in the sky, Kaufman and Kaufman (2000) conclude that “perceptions cause perceptions”.  It 
does not require a metamathematical proof to justify the logical intension of this observation to the 
lemma that preconceptions cause perceptions just as much as does what the preconceiver is 
perceiving. That preconceptions underpin predispositions is surely tautological. 
 
One does not need to reflect for long upon Kaufman and Kaufman's key finding to see how it 
explains how different religions that evolved from the same root can, in just a few (on the 
evolutionary scale of things) generations, diverge in their weltanschungs (PI, 2007) so much that far 
from celebrating their common ancestry in displays and pronouncements of brotherhood, they turn 
around and face off against each other in a battle for hearts and minds and geographical dominion - 
that one often observes the same behaviour among some familial siblings might offer a clue as to 
why this sociological phenomenon occurs, but discussion of  its pathology is beyond the scope of 
this paper. 
 
That the power of preconception upon perception prejudices the collective mind's-eye(s) of social 
groupies (sic) also explains why the Internet is plastered with scholarly articles singing the praises 
of computer-mediated learning and the print media is peppered with scholarly articles claiming the 
exact opposite.  Each with its scaffolding of statistical evidence purportedly supporting its (probably 
preconceived) position.  To paraphrase the noted physicist Richard Feynman quoted by Fernanda 
(.), to discover a new theory (substantiate a preconceived opinion4), you first make a guess - no, 
don't laugh - and then make (up) experiments to 'test'  (support/prove/justify) it.  Whereas Feynman 
goes on to explain that if the experiment does not fit the theory, the theory is wrong, no matter what 
the name is of the man who invented it, few people apply his principle to their own theories or those 
of their gurus or those they acquire by memetic osmosis from the cultural pond in which they swim. 
 

Producing Infoware5 
 
In 1965, one of us, then 16,  joined Marconi Research Laboratories in Gt Baddow, England as a 
Junior Programmer, largely because he did not want to endure another 2 years of schooling to get A-
levels.  A few months later, he enrolled on the beta-test of Marconi's first week-long residential 
Myriad Assembly language programming course, along with a dozen or so heads of Marconi 
research divisions around the country as guinea pigs. 
 
At the end of the course, a half-day test was sat. The youngster finished in a quarter of the time it 
took his senior colleagues and came first in the assessment.  This youngster was no genius; his IQ is 
pretty ordinary, nor does he possess unusual progamming propensities.  His advantage was quite 
simply this: youth. 
 
In 1979, one of us moved into a block of staff flats at Ohio State University.  One of his neighbours 
was a Frenchman in his mid-thirties who had just started his job as an Assistant Professor of 
Mathematics. He spoke comprehensible, though heavily-accented, English, whereas his 10-year-old 
son spoke not a single word.  After 9 months, the Professor's verbal English was unchanged. His 
son spoke perfect midwest American! 

                                                 
4  Cf. NewSpeak (Orwell, 1949) 
5 Infoware: ware for processing information.  Software (Mware) and Brainware (Hware) are two physical realisations 

of inforware.  To produce Mware, one must first develop the requisite Hware to learn and use Mware to endow an 
M.e with the required functionality. 
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Language is language.  H.sS languages and M.e languages are all languages.  Learning to speak a 
new language requires a flexibility of mind, something found only among the youth of H.sS.   
 

Promoting Productivity through Peergroupware 
 
The leverage of the communicativity of telephone and television by Internet is greater than the sum 
of their parts, for as well as introducing M.e correspondents to the social network, M.e bodies have 
rather good memories.  This means that multi-person conversations can be conducted 
asynchronously, enabling people to interact when they are not in the same temporal and spatial 
location, as is necessary to attend a boring lecture or committee meeting. 
 
There is a substantial body of evidence (Moroney, 2007) that the learners who benefit most from 
engaging in groupware such as Moodle forums (Moodle, .) are those that write, rather than those 
that read.  Not only is their learning is at a higher, more cognitively-retentive, level in Bloom's 
taxonomy (Bloom, 1984), but using peergroupware also is more conducive to learning itself, for the 
language and memes of a peer group are more efficient as communication and hence learning 
vehicles among its membership than those of their generationally and sometimes culturally distant 
professors or teachers. 
 
An experiment by the author's colleagues in using peergroupware to decide their departmental 
equipment annual budget request was an outstanding success - in less than three weeks a 
convergence of opinion and identification of key components was achieved.  Its asynchronicity of 
operation enabled participants to go away and read up on stuff before committing trousers to mouth. 
More progress was made in those few weeks than had been made in the preceding five years.  
Secondly, perhaps because the medium was written, rather than aural, and therefore not ephemeral, 
people were variously more considered in their comments and more participative than they tended 
to be at formally-minuted synchronous meetings. 
 

Conclusions 
 
Two swallows do not a summer make, and there are counterexamples, but if one takes into 
consideration the evidence (Hoff and Hunt, 2006) that the human mind physically grows new neural 
structures until around the age of 19, whereafter few new neurons are grown, it can be seen that the 
ability of a person to acquire new languages (whether H language or M language) diminishes 
rapidly (perhaps exponentially) with age.  The same is probably true of meme acquisition - 
notwithstanding the successes of universities of the third age, not so many old dogs learn new tricks 
and even fewer change their politics. 
 
It is therefore unreasonable to expect people, no matter how natively intelligent or so-called well 
educated, over the age of, let's say, 30 or so, to learn the new trick of programming a computer, no 
matter how user-friendly the development environment. 
 
It is therefore unreasonable to expect mature teachers to be able to create their own e-programmes 
to promote the performance of their pupils.  Much better to employ teenage programmers to build 
the M.e to the design requirements of professors, even if the latter are unable to elaborate what they 
want without considerable trial, error and finger-pointing. 
 
An experiment conducted by the author on letting his students in a 2nd year undergraduate 
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computer science project class loose on the production of e-programmeware for a freshman non-
specialist computer class was an outstanding failure; they did not possess the necessary pedagogical 
nor the M.e language skills - what they produced was a .html version of 19th Century style 
dogmatic authoritarian proscription. 
 
Technology is no panacea. In the hands of the illiterate, it can even be a retarding influence. 
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French Immersion in Canada is a content-based approach that allows students from K to 
12 to study their second language where most of subjects are taught in French.  It has 
been extensively studied over years since its implementation in the 1960's (Calvé, 1991; 
Rebuffot 1993).  Nowadays, the context of French Immersion is changing.  The Canadian 
model was put in place for English speaking families to acquire the other official 
language in Canada.  In 2007, students in French Immersion are coming from diverse 
linguistic and cultural backgrounds.  
 
The French Immersion model in Canada is still considered the best way to develop high 
levels of bilingual proficiency.  It could also create the best conditions for language and 
cognitive development.  Recently, Lyster (2007) suggests that a more counterbalance 
instruction where content-based and form-focused instruction is integrated will constitute 
better results for students.  Several other issues are emerging in French Immersion such 
as how to deal with diverse classrooms (learning styles, disabilities, cultural and 
linguistic differences) and why parents and teachers don't think that students in French 
Immersion are bilingual after several years.  
 
The objective of this article is to look at who is considered better language teachers and 
who is considered the best students in French Immersion. From a critical sociolinguistic 
and ethnographic research (2004-2007) in French Immersion schools in Alberta, Canada1, 
I will demonstrate that the best teachers are not necessarily the best speakers of the 
language and the best students are usually those who are considered speaking the 
language, not as bilingual speakers with bilingual linguistic practices, but as native like 
speakers.  The competencies of teachers and the view of language learners bring some 
challenges for the future of bilingualism in Canada.  
 
The ethnographic research  
The data for this article is taken from my sociolinguistic and ethnographic research in 
three junior high schools in Alberta, Canada.  I collected data from November 2004 to 
June 2007 which means that students started at 12 years old and finished at 14 years old.  
I did classroom observations of every day classroom lives and during special events, such 
as the debate day in order to capture linguistic practices and discourses.  I recorded 
classroom work when students were working in teams.  I also interviewed students, 
teachers, administrators and parents on their views regarding French Immersion in 
                                                 
1 I thank the Social Sciences and Humanities Research Council of Canada for their funding.  
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relation to their life trajectory.  I also looked at the historical implementation of French 
Immersion in Alberta and I collected documents written in schools.  
 
Who are the best teachers?  
In the past, first native language speakers were the ones teaching in French Immersion. 
With more and more demands for teachers in French Immersion and because French 
Immersion students are becoming teachers themselves, the language competencies of the 
teachers in the field are different than before.  More teachers are second language 
learners themselves.  What are the discourses regarding the competencies of teachers in 
the field?  There is a critique in the field that teachers are not competent enough to teach 
in French Immersion anymore, or they make mistakes because it is not their first 
language.  However, other discourses come to say that who will better understand the 
students than the teachers that have encountered the learning of the language?  
In the next excerpt, I provide a view of a conversation with a second language teacher:  
 
K: When I teach it is with a lot of tricks, little tricks that Mrs. Bertrand (native speaker) 
doesn't use  In fact, she provides the language and I teach the strategies, she teaches the 
concepts (…) she communicates the connotation of the language; I communicate the 
ability to communicate. 
S: What is the result?  
K: I think it gives a good balance.  If we had too many first native language teachers it 
would be too much (my translation from French). 
 
This teacher is demonstrating how students in French Immersion can benefit from having 
a second language learner as a teacher and a native speaker.  In Canada, the view of being 
bilingual is seen as being able to speak two languages as native speakers.  There are 
several studies conducted in different provinces that support this claim (Heller, 2002).  
As the same teacher mentioned in her extract:  
 
K: People that speak French in Canada think that if we are learning French it has to be 
perfect because if we live in a country where five languages are spoken it is obvious that 
nobody will master each language and they will accept little mistakes.  Here in Canada 
when we have one language or maybe two languages we are asking people to speak them 
perfectly (my own translation from French). 
 
This view of being able to speak two languages perfectly contradicts the fact that learners 
and bilingual speakers have behaviors that are far from being a unilingual.  Bilingual 
people code-switch, transfer and play with the languages they know.  This ideology is the 
same for the students as we can see in the next section.  
 
Who are the best students?  
Most of the students in French Immersion should be successful because there is a social 
selection of the best students that enter French immersion.  So why are some considered 
successful and others not as successful in French Immersion?  The best students are the 
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ones that are able to reach a high level of competency in French.  These students usually 
put more work into learning French.  However, these students often don't see themselves 
as the best, because they don't speak the language like a native speaker.  In the following 
excerpt, one of the best students (considered the best by his teachers and in the school) 
mentioned to me that:  
 
S: Do you think you are competent in French? 
N: Hmm yes. 
S: Yes, ok at what level? 
N: Hey I don't know… if I like I don't think that I am Francophone or something, but I 
think I am trying.  I do my best.  Like in my mind here what do I need more?  If I 
understand what people are saying I understand what the language is doing so it is 
difficult to explain. 
 
The level of bilingualism is a very interesting subject in French Immersion, as often 
students will compare themselves to Francophones (native language speakers of French 
in Canada are called Francophones).  Two years later, when I interviewed him again he 
mentioned: 
 
S: What is the difference between grade 7 and grade 9? 
M: Between 7 and 9, I think I can speak more… (he is looking for a word). 
S: Fluently?  
M: Fluently, yes, sorry.  I have a bigger vocabulary now.  I have also a better 
understanding of the grammar and all that.  I feel comfortable to speak with a 
Francophone now…  
S: That you didn't have in grade 7?  
M: No, not really.  I could talk but I wasn't very comfortable doing it. Now… 
 
It is interesting to notice that students think that they need to speak like a Francophone in 
order to be competent in French Immersion.  Most of the students in French Immersion 
and their parents don't believe that their kids are bilingual after several years of learning 
French because they need more practice, they need to know more of the language in order 
to become more fluent and to sound like a native speaker.  
 
Conclusion  
As the field of French Immersion is changing, issues related to language competencies 
and the view of bilingualism continually emerge.  Teachers who are teaching in French 
Immersion are second language learners themselves.  The view of who is better in French 
is still the one that focuses on being bilingual and being able to speak the two languages 
as native speakers.  In order to continue to have the best French Immersion programs in 
the world, stakeholders have to continue to talk about how we can allow teachers to 
perfect their language skills to teach in French Immersion without putting them down and 
asking for them to speak like native speakers.  The same for the students; if students think 
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that they are welcome with their language skills as second language learners, more 
students will use their French and contribute to the bilingual Canadian society.  
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ABSTRACT 

 

How can I make it if you don’t expect me to?: A Qualitative Examination of the Role of 

Teachers as Support Networks for Secondary Students  

 

This study examines student-teacher relationships within the schools college going 

context. We investigate the role of teachers as networks for privileged and disadvantaged 

students as a means to understanding their access to resources and college preparation. 

Furthermore, we consider the role of teachers as institutional agents of transmitting institutional 

resources and opportunities to students, and the extent to which teachers serve as significant 

influences in students’ college academic preparation. This qualitative study aims to fill an 

empirical void in our understanding about teacher-student relationships that positively influence 

student participation in college. We expect to learn the contexts and strategies used by teachers 

and students to promote a college going culture and influence college preparation and 

participation.
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 How do teacher-student relationships affect students’ access to resources for college preparation? 

The California Postsecondary Education Commission (CPEC) reports that UC and CSU eligibility rates 

for the year 2003 vary substantially between racial and ethnic groups. The eligibility rate for African 

American and Latino graduates continue to be significantly lower than Asians and whites. Only 6.2 

percent of African American graduates and 6.5 percent of Latino graduates were eligible for UC, 

compared with over 31 percent of Asian graduates and 16 percent of White graduates. The eligibility rates 

for CSU show a similar pattern. Only 19 percent of African Americans and 16 percent of Latino graduates 

were eligible, compared to 48 percent of Asians and 34 percent of whites (CPEC 2004). 

College Choice 

 The college choice literature demonstrates that varying circumstances factor into different 

experiences in students' access to higher education (Chapman 1981; Hossler 1989; Litten 1982). Students 

with college educated parents are more likely to participate in higher education and develop a co-

navigated college roadmap with parents who possess the expertise to successfully aid in their children’s 

college preparation and transition (McDonough 1997). Students benefit from parents able to serve as 

liaisons between their school and home life. Moreover, students are provided with a large and 

sophisticated network of resources, strategic academic options, access to costly college test-taking courses 

and perhaps equally important, parental testimonies of successful college experiences (Carpenter 1987; 

Hossler 1999; McDonough 1994). This privileged wealth of information shapes students' understanding 

of their role in higher education, perceiving college to be a natural progression and a right of passage 

afforded them by their parents (Bateman 1996; Yang 1981).

First generation college students have not had an equal opportunity to develop the necessary help-

seeking skills or academic support systems that can lead to a successful college future (Fordham 1986; 

Jensen 1973; Karabel 1975). Research shows that disadvantaged ethnic minority students receive poor 
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and conflicting academic mentorship from high school institutional agents such as high school guidance 

counselors resulting in gatekeeping of college resources (Stanton-Salazar, 1997; 2004). As a result,  
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minority students are vulnerable to develop an inadequate frame of reference from which to base their 

college expectations, and without open access to information and resources. 

Theoretical Framework 

 Social capital theory suggests that disadvantaged students can seek instrumental relationships at 

school that carry the potential to gain access to resources (Stanton-Salazar 1997). Relationships with 

teachers, coaches, academic counselors and other school personnel play the important role of 

"institutional agent" and transmit to students the knowledge, experiences, and opportunities that lead to a 

successful college transition (Coleman 1988). These relationships function as vehicles of social mobility 

and fill the gap normally satisfied by resources available to high SES-families. For this reason, we 

examine the nature of teacher-student relationships as support networks to understand student access to 

college preparation and resources. The goal of this investigation is to understand more fully the dynamic 

relationship between social support systems and student outcomes. 

Teachers as Institutional Agents 

  Teachers often fill the role of friend, mentor, counselor, psychologist, parent, coach, and role 

model for their students. Teachers fill multifaceted roles and responsibilities and serve as “institutional 

agents,” individuals who have the capacity and commitment to transmit directly, or negotiate the 

transmission of, institutional resources and opportunities (Stanton-Salazar 1997; Stanton-Salazar 2001). 

Teachers as gatekeepers and holders of information can provide and deny access to valuable information. 

This notion of supportive and instrumental relationships means that teachers also serve as advocates and 

provide resources in the school environment. 

Academic success is dependant on effecting teaching that incorporates interpersonal context 

(Irvine 1990). Examples of effective instruction include student-centered instructional methods, providing 

safe environments conductive to learning (Garcia 1997), and culturally relevant teaching (McClafferty, 
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McDonough and Nunez 2002).  The notion of a culturally relevant teacher encourages students to 

positively identify with their culture, but also “views the content of the curriculum critically and is 

passionate about the content” (McClafferty et al. 2002). Moreover, it is important to understanding the 

contexts in which teachers work, how teachers create opportunities to learn their students and themselves, 

how the work of teachers is organized and structured (Ladson-Billings 1995). 

The goal of this investigation is to understand the role of teachers for positive outcomes in a 

racially diverse school setting. We examine the role of teachers as networks for privileged and 

disadvantaged students as a means to understanding their access to resources and college preparation. 

Through focus group interviews, this study examines the student-teacher relationship given the schools 

‘college going’ culture. Furthermore, we examine the extent to which teachers serve as significant 

influences in students’ college academic preparation. 

Data Source and Analysis  

 This study is part of a larger research project aimed at addressing educational access, equity, and 

diversity issues in higher education. Overall goals of the project are to identify key factors and processes 

related to ethnic minority students' educational and career successes. The project uses a multi-method 

approach to explore the academic experiences, college access, and support networks of high school 

juniors and seniors residing in Southern California. Qualitative and quantitative data from high school 

students, teachers, counselors, and parents are used to construct a more complete perspective of the social 

and institutional challenges facing underrepresented college students. Data were collected on the high 

school campus from September 2001 through June 2002. Interview sessions are analyzed using ATLAS 

software to identify recurring themes in the data. 

This qualitative study aims to fill an empirical void in our understanding about teacher-student 

relationships that positively influence student participation in college. We expect to learn the contexts and 

strategies used by teachers and students to promote a college going culture and influence college 
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preparation and participation. This study will provide evidence on the impact of individual and contextual 

factors, and identify key differences in student social background and aspirations, as well as behavior of 

students and teachers. The data has been collected and the paper will be complete mid-November.
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ABSTRACT 
 

 
This paper seeks to provide examples, demonstrations and illustrations on how Google 

search engine can be integrated to perform grammar and spelling check. In addition, the 

author strongly hopes that this study serves as a useful reference for learners and 

teachers of English to take advantage of this already available technology namely 

Google search engine.     
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GOOGLE SEARCH ENGINE: A GRAMMAR AND SPELLING  

CHECK TECHNOLOGY 

 

Introduction 

It is universally accepted that technology has changed the way we learn and teach. 

In addition, it is safe to state that Microsoft Word has probably been the most popular [if 

not, one of the most popular] word processing technologies around up to this point. 

 However, Harry McCracken, Editor in Chief of PC World, envisioned the use of 

browser-based word processors in the future by stating that: 

Microsoft Office is doomed. Eventually. Maybe. The prediction may be vague, 

 tentative, and subject to dispute, but you hear it more and more. The reason is 

 simple: Web-based services are duplicating--and, in some cases, surpassing--

 many of the features that have been the domain of desktop productivity 

 applications. (PC World, 2006, ¶ 1) 

Moreover, Krishnamurthy (as cited in Bishop, 2005) did not believe that Microsoft is 

doing everything it can to improve its Word’s grammar checking features. Christopher 

Manning, assistant professor of linguistics and computer science at Stanford University 

(as cited in Bishop, 2005) stated that “there is room for Microsoft to make incremental 

improvements in Word's grammar checker” (Seattle Post, ¶ 12) and “it appears possible 

for Word's grammar checker to improve” (Seattle Post, ¶ 14). Karen Jensen, a retired 

Microsoft researcher who led the company's Natural Language Processing research group 

as it developed the underlying technology for the grammar checker (as cited in Bishop, 

2005) voiced that it is very difficult, yet the grammar checker technology offers the users 
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“all kinds of respect for a human being's native ability to learn and understand in natural 

language” (Seattle Post, ¶ 7).  Responding to the inquiry related to Krishnamurthy's 

concern, the Microsoft Office group said (as cited in Bishop, 2005) in a statement that the 

grammar checker “was created to be a guide and a tool, not a perfect proofreader” 

(Seattle Post, ¶ 15).   Therefore, the purpose of this study is to present another alternative 

technology or way to check for grammar and spelling errors. 

Illustrations and Examples 

Illustration and Example of Preposition 

 Person A wrote, “I’d like to shop on/in 7th Street”. She was not sure if she was 

supposed to use “on” or “in” in this sentence. As shown Figure 1.1, the correct 

preposition can be determined by using Google search engine.  In this case, Person A 

could just type phrase like “shop in 7th Street” or “shop on 7th Street” to determine the 

correct preposition in the Google search engine.  

 

Figure 1.1 Illustration and example of preposition 
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Illustration and Example of Correct Subject-Verb Agreement 

 Person B wrote, “She has/have no time”. He was not sure if he was supposed to 

use “has” or “have” in this sentence. As shown Figure 1.2, the correct subject-verb 

agreement can be determined by using Google search engine.  Person B typed “She have 

no time” in the Google search engine, and “She has no time” appears in the result section. 

 

 

 

 

 

 

 

 

 

Figure 1.2 Illustration and example of correct subject-verb agreement 

Illustration and Example of Correct Tense Usage 

 Person C wrote, “She did/does it yesterday”. She was not sure if she was 

supposed to use “does” or “did” in this sentence. As shown Figure 1.3 and 1.4, the correct 

verb can be determined by using Google search engine.  Person C typed “She does it 

yesterday” in the Google search engine, and “She does it yesterday” did not appear in the 

result section as shown in Figure 1.3. However when she typed “She did it yesterday”, 

“She did it yesterday” appeared, as seen in Figure 1.4. 
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Figure 1.3 Illustration and example of correct tense usage 

  

Figure 1.4 Illustration and example of correct tense usage 
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Illustration and Example of Correct Usage of Punctuation 

 Person D wrote, “Her brother studies English, but she studies German,” and “Her 

brother studies English; but she studies German.” She was not sure if she was supposed 

to use “,” or “;” before “but” in this sentence. As shown Figure 1.5, the correct verb may 

be determined by using Google search engine.  Person D typed “English; but she” in the 

Google search engine, and “; but” did not appear, but “, but” did in the result section as 

shown in Figure 1.5.  

 

Figure 1.5 Illustration and example of correct usage of punctuation 
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Illustration and Example of Spelling Check 

 As shown Figure 1.6, a correct spelling can be determined by using Google search 

engine.  Person E typed “encyclopeadia” in the Google search engine, and the correct 

spelling “encyclopedia” was suggested as seen in Figure 1.6.  

 

Figure 1.6 Illustration and example of spelling check 

Discussion 

 This section provides tips and suggestions in using Google search engine to check 

for grammar and spelling errors. First of all, users need to keep in mind that, in respect to 

using Google search engine to check for grammatical errors, Google search engine 

matches the phrase or sentence which is typed in the search engine to the phrases or 

sentences composed on the existing web pages worldwide. There are phrases or sentences 

in those web pages composed by non-English speakers, and even they are composed by 

native English speakers, there is no guarantee that the phrases or sentences composed on 

the existing web pages around the world are grammatically correct.  This presents a 

limitation. Consequently, while checking for grammatical errors, users need to check if 

the phrases or sentences were composed on legitimate/professional web pages.  Usually 
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legitimate/professional web pages contain phrases or sentences that are grammatically 

correct to reflect their organizational legitimacy and professionalism.   

 Noticeably, users need to be more cautious when the search engine matches 

phrases or sentences composed on web forums, blogs, comments posed to the web 

forums or blogs, or any other informal/unprofessional web pages.  Figure 1.7 illustrates 

the limitation mentioned above. For instance, Person F typed “she have no time” which is 

grammatically wrong in the Google search engine, and the “she have no time” appeared. 

In this case, the first “she have no time” was posted as a comment to a legitimate website; 

the second “she have no time” was composed in the web page of a professional 

organization.  

  

Figure 1.7 Illustration and example of the limitation of grammar check using Google 

Furthermore, phrases, when typed in the Google search engine, should be typed within 

the parentheses, and sentences should be typed in the Google search engine without the 

parentheses. 

1 

2
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Conclusion 

 It is likely that web-based processing is going to replace desktop word processing 

such as Microsoft Word in the future. This occurrence is due to the fact that people, 

especially young people, are spending more and more time interacting with one another 

online compared to the past. Likewise, people may prefer web-based processing to 

desktop word processing since they mostly work online.  This study seeks to contribute to 

this phenomenon. In addition, the author strongly hopes that this study serves as a useful 

reference for learners and teachers of English to take advantage of this already available 

technology namely Google search engine.     
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Abstract 
 

Introduction 

In the past, the people of Taiwan adhered to the traditional ideas of their forefathers 

which prepared children to take care of seniors in their homes. In the past, this social 

concept w as considered a treasure. According to Taiwan’s Senior Citizen Welfare Act of 

1998, adult children were regarded to fulfill a salutatory raising obligation, which 

mandated that they support one or more seniors in their homes. 

Under this obligation statue, violators were fined of they did care for their aging 

parents until their death. 

Purpose of the Study 

     The purpose of this study is to determine if the education level of Taiwan senior 

citizens affects their attitudes and perceptions of Taiwan senior citizens toward Long-

term Care service systems. 

Methods 

     The instrument used in this study is a questionnaire developed by the researcher. The 

researcher will collect the data from the interviewers. These face-to-face interviews are 

called “in-person interviews”. By using the Likert scale in the questionnaires, participants 

will mark their personal perceptions in the item stem (Johnson and Christensen, 2000). 

The subjects in this study are senior citizens 65 years and older, the study will 

randomly select 1,030 participants in Taiwan. 

 

Results 

According to the result of a preliminary of the investigation by the researcher, 259 

(25 %) of seniors were illiterate, and 771 (75%) of them had received education. As 

indicated by this data, the education level does not affect the ideas of monetary support of 

seniors; nevertheless, the education level affects the perception of seniors that they expect 

to live with their adult children. 
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Conclusions  

     The benefits for the participants are the opportunity during the interview and survey 

process to express their opinions regarding their needs from long-term care services and 

to help the Taiwanese government understand what long-term care services are best for 

Taiwan senior citizens.   The study results will help adult children identify the best long-

term care services for their aging parents.  Because the study will be conducted in Taiwan, 

the research data from this study may be used to develop further research topics, 

including ways to improve Taiwanese Long term care service systems. 
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Abstract 

Due to the projected shortage of teachers in high needs areas, many states took drastic 

measures to recruit teachers through alternative certification programs. For nearly twenty 

years, proponents and opponents have debated the effectiveness of alternative 

certification programs to provide highly qualified teachers in math, science, and special 

education classrooms. Despite the volume of literature regarding alternative certification 

programs, the one unanswered question is whether alternative certification programs 

affect the shortage of teachers in these critical areas. This article examines the alternative 

certification program of a university in south Texas. From 1996 through 2001, the 

attrition of fifty-five special education teachers certified through alternative programs 

was examined. The results indicate that alternative certification programs have not 

curtailed the shortage of teachers in critical areas, and may have exasperated the problem 

by drawing attention away from the real causes of the teacher shortage. 

 

 

 

 

 

 

 

 

 

 

2008 HICE Proceedings 
Page 3676



                                                                         Special Education ACP 3

The Alternative Route to Special Education: 

Do Alternative Certification Programs Meet the Needs? 

For over twenty years, the shortage of teachers in high needs areas has been a 

concern of school districts across the country. It has been projected that an additional two 

million teachers will be needed over the next ten years (Southworth, 2000), and the 

largest increase in demand will be for special education teachers (Pipho, 1998). Despite 

calls from reform groups to strengthen and expand teacher preparation programs 

(Darling-Hammond, Chun, & Frelow, 2002), many states took drastic but largely 

ineffective measures to recruit teachers through alternative certification programs 

(Baines, McDowell, & Foulk, 2001). The first alternative certification programs (ACP) 

were initiated through the New Jersey Provisional Teacher Program in 1984, and through 

the Houston Independent School District in 1985. Currently, more than 40 states have 

established alternative certification programs for individuals who have completed a 

bachelor’s degree (Feistritzer, 1998). The primary purpose of alternative certification 

programs (ACP) was to meet the growing demand of teachers in the high need areas of 

math, science, and special education. Proponents and opponents have debated the virtues 

of ACP, and whether alternative certification programs produced the highly qualified 

teachers touted as a cornerstone of No Child Left Behind, and the Individuals with 

Disabilities Improvement Act of 2004. Yet, the question that remains. Did the national 

ACP programs accomplish what they set out to do:  provide teachers in high needs 

classrooms.  
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The Development of Alternative Certification Programs 

During the mid-1980s, many school districts across the country experienced a 

shortage of qualified teachers in critical, high need areas. Teacher preparation was at a 

critical junction. Reform groups like the Carnegie Task Force on the Future of Teaching 

(1986), and the Holmes Group (1986) of education deans encouraged universities to 

strengthen teacher preparation programs by requiring more coursework and longer field 

experiences (Darling-Hammond, Chun, & Frelow, 2002). Conversely, New Jersey and 

Texas began developing alternative routes to teacher certification to attract individuals 

who wanted to teach in critical areas of shortages. Instead of examining work 

environment, salaries, and administrative support to attract and retain new teacher, 

political and education leaders applied supply and demand economics to education. 

Instead of strengthening teacher preparation programs, the increasing numbers of 

alternative programs has perverted teaching from a profession into a trade, and the 

controversy surround alternative programs has not subsided. Forty-one states now have 

some type of alternative certification program that replaces the need for individuals to 

pursue and undergraduate degree in education. Two-thirds of the 1,354 colleges and 

universities that have teacher preparation programs also have alternative certification 

programs (Berry, 2001). 

The research surrounding alternative programs has demonstrated mixed results. 

Several studies have indicated traditional teachers are better qualified than alternative 

certified teachers (Darling-Hammond, 1997; Everston, Hawley, & Zlotnik, 1985; 

Laczko-Kerr, & Berliner, 2002). Due to the nature of alternative certification programs, 
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many individuals have mastered the basic skills in the content areas due to their previous 

bachelor’s degree, but they were unable to explain fundamental concepts to students 

without the training in pedagogy (Rubino, Soltys, Wright, & Young, 1994; Wilson, 

Floden, & Ferrini-Mundy, 2002). On state-mandated examinations, children taught by 

traditional teachers perform better than children taught by non-traditional teachers 

(Darling-Hammond, 2000).  Teacher preparation and experience are “significantly” 

related to student achievement, and pedagogy makes the difference in student 

achievement (Fetler, 1999; Laczko-Kerr, & Berliner, 2002; Wayman, Foster, Mantle-

Bromley, & Wilson 2003; Wenglinsky, 2002). Many alternative certified teachers teach 

in critical areas such as special education where the pedagogical skills necessary to meet 

the needs of children with disabilities are essential (Darling-Hammond, 2002). Because 

these teachers are not as effective as traditional teachers, the students that need quality 

teachers the most are not receiving the best possible education. 

The Attrition Rate of Alternative Certified Teachers 

A recent study in Texas showed that attrition costs school systems at least $8,000 

for each teacher who leaves within the first few years of teaching, and it is estimated that 

the high attrition of beginning teachers cost the state of Texas more than $200 million per 

year (Texas Center for Educational Research, 2000). Dill (1996) states that little evidence 

exists to determine whether alternative certified teachers lower the attrition rate in 

teaching, yet many beginning teachers in Texas are from alternative certification 

programs. The purpose of alternative certification programs is to provide teachers in the 

classrooms of high needs areas. If these teachers are not staying in the classroom, then 

alternative certification programs are not fulfilling their stated intentions. 
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The attrition rate of special education teachers is compounding the shortage and 

erodes the current teaching force (TEA, 1999). Within the first five years, 30 to 50 

percent of teachers leave their positions  (ACE, 1999; SBEC, 1998). Along with math 

and science, special education has the highest turnover of teachers (Boe, Bobbitt, & 

Cook, 1997). However, special education teachers are more likely to leave teaching than 

any other teacher group (Ingersoll, 2001), and special education teachers are ten times 

more likely to transfer to the general education setting (Boe, et al., 1997). Too often, 

schools lose as many teachers as they hire each year. Individuals who were certified 

through an alternative certification program fill these vacancies. Unlike individuals who 

have math and science degrees when they enroll in alternative certification programs for 

math and science, most of the alternative certified teachers educating children with 

disabilities do not have a background in special education. As a result, those with the 

least preparation teach students with the greatest needs. Along with the decline of teacher 

quality, the affront to the No Child Left Behind Act and the Individuals with Disabilities 

Improvement Act, student achievement declines (National Commission on Teaching and 

America’s Future, 2003).  

The bottom line is whether alternative certification programs influence the high 

attrition rate of special education teachers. Proponents argue that there is little evidence to 

determine whether alternative routes show more or less success than traditional programs 

at lowering attrition rates for the first five years of teaching (Dill, 1996). Conversely, 

research has shown teachers certified through an alternative route leave the field at higher 

levels than traditional teachers (Harris, Camp, & Adkison, 2003), sometimes as much as 
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30 percent within the first five years (Darling-Hammond, 2001). Many of these 

individuals feel that they are insufficiently prepared to teach, and have chosen to leave 

the field rather than struggle with issues of pedagogy and methodology (Darling-

Hammond, 2001; Freytag, 2002; Wayman, Foster, Mantle-Bromley, & Wilson 2003). 

The purpose of this research, however, is not to debate the quality of alternative 

certification programs or the affect alternative certified teachers have on student 

achievement, but whether those individuals choosing alternative certification routes 

remain in special education classrooms. 

Methodology 

Texas A&M International University has been producing special education 

teachers through alternative certification programs since 1995. A majority of the 

individuals are Hispanic, a population targeted by alternative certification programs. This 

study followed individual special education teachers produced by Texas A&M 

International University from 1996 through 2001. Certification records from the Texas 

State Board of Educator Certification (SBEC), degree records from Texas A&M 

International University, and teacher listings from local school districts were utilized to 

determine if special education teachers certified through alternative routes were still 

teaching in special education classrooms. Those teachers who left to teach in another area 

or state could not be tracked; however, due to the nature of the population in south Texas 

where many individuals do not leave the area because of cultural and familial ties, this 

limitation was negligible. The attrition rate of traditional special education teachers were 

not examined because the purpose of this research was to determine the efficiency of 
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alternative certification programs, programs that were specifically created to curtail the 

shortage of teachers in the classroom. 

 The following research questions were examined: 

1. What is the attrition rate of special education teachers certified through alternative 

routes? 

2. How soon do special education teachers certified through alternative routes leave 

the classroom?  Many proponents of ACP will state that if these individuals were 

still in the education field, not necessarily in the classroom, then the ACP was 

successful. 

3. If special education teachers certified through alternative routes leave the 

classroom, into what field did they go? 

Results 

 From 1996 through 2001, fifty-five individuals completed the alternative 

certification program for special education at Texas A&M International University. Of 

the 55 individuals, 85.45% (n = 47) were Hispanic, 12.73 (n = 7) were white, and 1.82 (n 

= 1) was Nigerian. Only 78.18% (n = 43) of the candidates received their teacher 

certification in special education. The remaining twelve candidates (21.82%) were never 

certified due to failing the state mandated examination for certification (see Table 1). Of 

the remaining forty-three teachers, 58.14% (n = 25) left the special education classrooms 

within a five-year period, and 48% (n = 12) of those leaving the classroom left within the 

first three years (see Table 2). Of the 25 that left the special education classroom, 32% (n 

= 8) became educational diagnosticians, 24% (n = 6), became administrators, 24% (n = 6) 

left the teaching field, 12% (n = 3) became school counselors, 8% (n = 2) went into 
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bilingual education, and 4% (n = 1) went into math education. Overall, of the 55 

individuals who completed the alternative certification program, only 32.73% (n = 18) of 

the candidates are in the special education classroom after five years. 

Discussion 

 The primary purpose of alternative education programs was to meet the teacher 

shortage in the critical needs areas of mathematics, science, and special education. 

Despite the merits of alternative certification programs, little research has been conducted 

as to whether alternative certification programs fulfill their primary purpose. From 1996 

to 2001, the alternative certification program at Texas A&M International was examined. 

Of the fifty-five individuals who completed the alternative certification program for 

special education, 67.27% (n = 37) are no longer teaching in special education 

classrooms. Of those individuals who were certified, nearly 60% left the classroom 

within the first five years. This is significantly higher than the 30% attrition rate within 

the first five years reported by other research (Darling-Hammond, 2000).  If the attrition 

rate holds true for individuals certified through alternative routes throughout the nation, 

then alternative certification programs are not the solution to the teacher shortage in 

special education. Conversely, alternative programs may do more harm than good. As 

teachers certified through alternative routes leave en masse, students with the greatest 

needs are left with teachers who are under prepared, teaching out-of-field, provisionally 

certified, or full-time substitutes with out any certification (National Commission on 

Teaching and America’s Future, 2003).  
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Conclusions 

Alternative certification programs do not provide teachers in special education, 

and may actually amplify the problem by providing insufficient preparation. As in 1986, 

the Carnegie Corporation suggested a major overhaul of teacher education and called for 

a clinical model complete with a two-year residency program (Hines, 2002). The call to 

strengthened teacher preparation programs is aligned with the highly qualified teacher 

components of the No Child Left Behind Act of 2001 and the Individuals with Disabilities 

Improvement Act of 2004. Alternative certification programs are not a quick fix to 

providing teachers nor do they provide quality teachers. Research illustrates that nearly 

30 percent of teachers certified through alternative routes leave the classrooms within the 

first five years (Darling-Hammond, 2001). While this research presented here is limited 

due to the low numbers of alternative certified teachers examined, it does supports the 

conclusion that teachers certified through alternative routes leave the classrooms at an 

alarming rate. Alternative certification programs are intended to attract minorities into the 

field of education (Dill, 1994; Shepherd, 1999); however, while nearly 86% of the 

population in this study was Hispanic, very few alternative certified teachers remained in 

the classroom after five years. 

Alternative certification programs may inadvertently do more harm to the 

teaching profession by disguising the real issue of the teacher shortage. The issues of 

teacher shortage and teacher attrition are twofold. Teaching must be viewed as a 

profession. If we want high quality teachers in the classroom teaching our children, 

teachers must be treated as professionals.  Like doctors and lawyers, teachers must 

receive specialized training provided by strong, traditional teacher preparation programs. 

2008 HICE Proceedings 
Page 3684



                                                                         Special Education ACP 11

This training cannot be compromised (Berliner, 2000). If we want professional teachers 

in our schools, our schools must become professional workplaces (National Commission 

on Teaching and America’s Future, 2003). Second, the work environment must be 

examined. Special education teachers feel overwhelmed by excessive paperwork, a lack 

of support from both administrators and general education teachers, and from a lack of 

resources. Multiple studies have indicated that teachers are more satisfied with teaching 

as a career when they received support from administrators, cooperation from their 

colleagues, and the resources needed to teach (Boe, Bobbitt, & Cook, 1997; CEC, 2001; 

Herke, Xianglie, & Geis, 2000; Ingersoll, 2001; NCES, 1997b; Perie, Baker, & Whitener, 

1997). School districts must target the areas of concern expressed by overwhelmed 

special education teachers before correction and change can take place, and they must 

provide the appropriate inservices needed for special education teachers to meet the 

growing needs of students with disabilities. 

As state and local education authorities continue to issue emergency credentials 

and to assign teachers into subjects they are not qualified to teach, higher standards will 

be a fiction (Feldman, 1998). Until special education teachers are accorded the pay they 

deserve, receive support from all levels, and treated like professionals, the shortage of 

special education teachers is likely to continue even with the allusive promises of 

alternative certification programs. The current perceptions of public schools leads to 

failure for both teachers and students, and despite all the rhetoric of alternative 

certification programs, the high-quality individuals needed for teaching special education 

simply will not be there. 
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Table 1 
 
Number of Special Education Teachers Provided by ACP (Five Year Period) 
 

  Never      Remaining 
Certified  Attrition Rate     Teachers 

 
Number of        12 (22%)              25 (45%)              18 (33%)        
Teachers 
 
N = 55 

 

 

Table 2 
 
Certified ACP Teachers Attrition Rate 
 

           Teacher Leaving Within 
First Year   Second Year   Third Year   Fourth Year   Fifth Year    Total 

 
Number of        5 (11%)         4 (9%)        12 (26%)       4 (9%)        0          25 (53%) 
Teachers 
 
n = 47 
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Abstract 

 

This study was aimed at the development of a framework for the effective 

management of preschools. Bases for the framework were the conceptual literature on 

the Revised Head Start Performance Standards (RHSPS) and actual management 

practices in selected top performing preschools in Metro Manila. Descriptive multi-

site case study approach was employed in the study. Results showed that the 

participant schools observed most of the practices in all the management areas 

covered by RHSPS. No management practices other than those covered by the 

RHSPS are observed in the participant schools. Replication of the study in other 

preschools is recommended to validate the proposed framework. 
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A PROPOSED FRAMEWORK FOR THE EFFECTIVE MANAGEMENT OF 

PRESCHOOLS 

 

                   Introduction 

 

Research conducted for more than two decades proved that the first few years 

of life are the most crucial in life. Children learn more during this stage than at any 

other time in their lives (Larose, Terrisse, Bedard & Karsenti, 2001). Research has 

also shown that the benefits of quality preschool education can be long lasting 

throughout adult life (Australian Education, 2001). A good preschool is therefore 

important in today’s world (Stratos, 2003) for it lays the foundation of good 

education. 

 It sets the foundations for cognitive, physical, emotional, social, and language 

development and provides children with an invaluable foundation for their entry into 

formal schooling (Guerrero, 1997; Hohmann,2002; Philippine Department of 

Education {DepEd}, 2003; Strandell,2000). Moreover, it enables detection of 

impediments to learning, which if not attended to could affect a child’s learning 

potentials for the rest of his or her life (Australian Education, 2001). Research over 

the last twenty years (Reeves, 2000) has evidence that children who attended high 

quality preschool programs performed better in reading and in mathematics 

(High/Scope Educational Research Foundation, 1998). They have better self-esteem 

and greater internal locus of control, more sports participation, and higher future 

aspirations for their future (Bredekamp, 1999; Marcon, 2002; Raposas, 2000; 

Swanson, 2001). It is therefore important that preschools be managed effectively. 

2008 HICE Proceedings 
Page 3695



 4

The significance of good management for the effective operation of preschools 

has been increasingly acknowledged during the 1980’s and 1990’s (Bush, 2003). The 

extant literature on preschool education identified some effective management 

practices. Some of those studies revealed that effective preschools have strong 

instructional leaders who can encourage the involvement of the school community in 

achieving common goals (Jamentz, 2002; Haskins, 2003; Kouzes & Posner, 1997; 

National Research Council, 2002; O’Sollivan, 1997; Walters, 1992). Moreover, 

effective schools offer a safe, efficient, and effective learning environment for 

children (Khim, 2003; Lambert, 1998; OFSTED, 2001; Quisumbing, 1997; The 

Consultative Group of ECCD, 1999; Vonta, 2003). The literature likewise reveals that 

effective preschools have clear educational purposes, high aspirations for the 

educational attainment of all pupils, and a concern for them as individuals 

(Sergiovanni, 1992). They have qualified and competent faculty with special training 

in early childhood education (Epstein, 1999; Katz, 1994); appropriate, workable, and 

ideal teacher-child ratio (Frede, 1998; Howes & Steward, 1997), and active working 

relationship between parent and school (Espinosa, 1995; Kontos & Fiene, 1998). 

A number of authors posited that the quality of preschool education is 

dependent on effective management in areas that are likely to influence a child’s 

overall development. These include organizational structure, capital budget, location, 

philosophy, curriculum, daily routine, facilities, teaching-learning environment, 

profile of teachers, staff training and development, relationship with parents, and 

student assessment (Alberta Teachers Association, 2003; Keating, 1998; Lambert, 

1998; and Murphy,1998). Moreover, in effective preschools, pupils, parents, and 

teachers are engaged in the achievement of common goals (Miller & Bizzel, 1994). 

Furthermore, regular assessment of a child’s developmental progress and the 
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curricular program’s strengths and weaknesses are observed (Fu, 2002; Jerald, 2002). 

Through the introduction of the Head Start Performance Standards in 1996,the 

important role played by preschool education in the lives of children, provided the 

impetus for ensuring quality public preschool education in the United States. Those 

Standards were formulated and prescribed by the American government to ensure 

excellence in management practice that supports the provision of quality services for 

children of lower-income families (NAEYC, 2003). Since 1996, these standards have 

been used in most preschools in the United States, including those that are private. 

Moreover, those standards have found applications in other countries such as Puerto 

Rico, the Pacific Trust Territories, and the Virgin Islands (Hohmann, 2002), but not 

yet in the Philippines. 

To the knowledge of the researcher, no study has yet been done on the 

development of a model or a framework on effective preschool management in the 

Philippines. Moreover, the applicability of the Head Start Performance Standards in 

the local setting has not yet been tested. Hence, the study was aimed at the 

development of a framework of effective management of preschools, based on the 

analysis of the conceptual literature, primarily of the Head Start Standards and on the 

management practices in reputed top performing preschools in Metro Manila. As 

such, it extends the literature on educational management, especially at the preschool 

level. 

This study was primarily anchored on the Revised Head Start Performance 

Standards (Federal Register, 1996), and on concepts on preschool management 

propounded by organizations and individuals who are concerned with promoting 

effective preschool management (e.g. Alberta Teachers’ Association, 2003; 

Australian Curriculum Studies Association, 1995; Boyer, 2001; National Association 

2008 HICE Proceedings 
Page 3697



 6

for the Education of Young Children Position Paper, 1996; Epstein, 1996; Khim, 

2003; Schweinhart, 2002; Swanson, 2001; and, Vonta, 2003). The study was aimed at 

the development of a framework for managing local preschools through the 

identification and syntheses of benchmarks for these schools. Broadly, a benchmark is 

defined as a standard of excellence or achievement, used to compare and measure 

similar things (Alsete, 1995). It is a technique identifying measurable successes of 

others, which may be used as standards for evaluation purposes by another 

organization or for their adoption. According to Splendolini (1992), benchmarking is 

a process that enables the design of a new system or model. The present study was 

based on the premise that the intended framework could be developed from two 

sources of benchmarks: (a) standards identified from the conceptual literature 

(conceptual benchmarks), and (b) actual management practices in selected top 

performing local preschools (empirical benchmarks). 

 

Conceptual Benchmarks 

The Revised Head Start Performance Standards (Federal Register, 1996) 

prescribe and recommend twelve areas under which exemplary practices that 

preschool managers should engage in, to effectively manage preschools have been 

grouped. These areas are: organizational structure, capital budget, location, and 

philosophy under program management, curriculum, learning environment/ physical 

facilities, daily routine, adult-child interaction/teaching-learning environment, parent 

relationship/involvement, profile of teachers/staff qualifications, staff training and 

development, and assessment. According to the Federal Register (1996), the Revised 

Head Start Performance Standards provides practitioners with standards on how to set 

up and equip the learning environment, how to provide activities and experiences for 
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children, how to support and interact with children to promote their total 

development, how to support staff members in their initial training and ongoing 

implementation of the program, and how to continuously assess program quality. 

RSHPS defines program processes and content, shapes staff training and supervision, 

and allows meaningful assessment of program quality and effectiveness. 

           

Empirical Benchmarks 

It was hypothesized in the study that the top performing schools included 

would tend to practice the Head Start standards. It was further hypothesized that some 

of these schools would be observing all of those standards while some may not. These 

hypotheses were based on the model building studies of Batocabe (1998) on effective 

school management practices and of Reyes (2002) on teaching expertise. In those 

studies, practices common to their participants formed part of their respective 

proposed models. In the case of Reyes, practices that were not common across her 

participants, were considered by the researcher as contributory to teaching expertise. 

She included those in the emergent model, and labeled them as “enhancers”. On the 

other hand, she labeled those that were common across the participants as “essentials” 

to teaching expertise. Thus, the present researcher also looked into practices common 

to the participant schools, as well as practices that might not be common to all, but 

were practiced by some of them. 

The researcher also looked into particular school characteristics that could 

probably explain the performance of the participant schools, such as: structure, 

enrolment, clientele, and years of existence. The researcher verified whether those 

characteristics would account for the participant schools’ performance. The 

conceptual and empirical bases of the study are summarized in Figure 1. 
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Figure 1. A conceptual paradigm on the development of a framework on the effective 

management of preschools in Metro Manila. 
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Research Problem 

Specifically, the study addressed the following problems: 

1. Based on the conceptual literature, what are the standards or ideal practices in 

effective preschools in the following areas? 

a. organizational structure 

b. capital/budget 

c. location 

d. philosophy 

e. curriculum 

f. daily routine 

g. physical facilities/learning environment 

h. teaching-learning environment/adult-child interaction 

i. profile of teachers/staff qualification 

j. staff training and development 

k. relationship with parents/involvement 

l. assessment 

2.  What is the profile of the participant schools as regards the following? 

a. structure 

b. enrolment 

c. clientele 

d. years of existence 

3. Based on the feedback of administrators, teachers, and parents in the participant top 

performing schools, which of the conceptual benchmarks are practiced in their 

schools? 
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a. Which of the practices in the participant schools conform with the standards 

or ideal practices identified in the literature? 

b. Which of the practices do not conform with those standards, but are 

common across the participant schools?                                                  

4. Which of the following variables under school profile explains the performance of 

the participant schools? 

a. structure 

b. enrolment 

c. clientele 

d. years of existence 

5. Based on the synthesis of the results relative to the preceding problems, what 

practices may be proposed under each of the following areas? 

a. organizational structure 

b. capital/budget 

c. location 

d. philosophy 

e. curriculum 

f. daily routine 

g. physical facilities/learning environment 

h. teaching-learning environment/adult-child interaction 

i. profile of teachers/staff qualification 

j. staff training and development 

k. relationship with parents/involvement 

l. assessment 

m. others that may emerge 
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       Method        

   

Descriptive multi-site case study approach was employed to come up with a 

framework of effective management for preschools. Audet and d’Amboise (2001) 

describe a multi-site case study as a qualitative research approach designed to gain an 

in-depth knowledge through the scanning of an organizational phenomenon that had 

barely been researched on. It involves the observation and analysis of several sites 

using cross-case comparisons and explanation building techniques to analyze data 

(Patton, 1990). While it seeks to describe and understand similar case studies in order 

to compare and contrast findings across the cases, it also increases confidence in the 

overall findings and conclusions (Miles & Huberman, 1994). 

Six preschools in Metro Manila, specifically in Manila, Makati, Mandaluyong, 

and Parañaque were included in the study (Table 1). Selection of these schools was 

through the recommendations of three consultants of preschools. Bases of their 

recommendations were: a learning- centered educational philosophy, parents’ active 

involvement in school activities, schools’ catering to middle and high socio-economic 

families, having qualified administrators and teachers, teacher-student ratio of at most 

1:20; presence of teacher-aides, at least six years of existence, and comfortable 

facilities. 

Table 1. Distribution of the Participants by School 

Participant Schools Administrators Teachers Parents Total 
A 1 2 0 3 
B 1 8 0 9 
C 4 3 0 7 
D 1 2 1 4 
E 2 6 2 10 
F 1 2 1 4 
Total 10 23 4 n = 37 
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Interviews and checklists developed by the researcher were used to gather the 

needed data. The instruments were based on the standards and ideal practice identified 

from the related literature, it reflects “ the best management practices “ in early 

childhood education (High/Scope Educational Research Foundation, 1998). The same 

instruments were utilized during the on-site observations in determining management 

practices in the participating preschools in Metro Manila.  

 The interview guide/checklist has twelve sections that cover all the 

management areas in early childhood schools (High/Scope Educational Research 

Foundation, 1998) (Table 2).  

Table 2. Grid of the Interview Guide/Checklist 

Area  No. of Items  No. of Sub-items 
Organizational structure 3 5 
Capital/Budget 6 7 
Location 4 0 
Philosophy 5 4 
Curriculum 9 0 
Daily routine 5 0 
Facilities 12 0 
Teaching-learning environment 8 0 
Profile of teachers 4 3 
Staff training and development 2 3 
Relationship with parents 1 7 
Assessment 5 8 
Total 63 40 
 

Responses to each item, together with the assigned weights were: yes ( 3 ), maybe ( 2 

), and no ( 1 ). These responses corresponded to the assessment of the participants 

regarding their school practices. 

 

Development of the Framework 

The framework developed in the study consists of benchmarks.  The 

procedural paradigm followed in coming up with the benchmarks was adopted from 
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the benchmarking continuous improvement cycle developed by the Educational 

Benchmarking Incorporated  (1995).  

The cycle, which consists of the following steps, are operationalized in the 

study, as indicated: 

1. Identify performance measures.  In the present study, the performance 

measures are the standards or ideal practices identified from the related 

literature. These performance standards are grouped into the following areas:  

organizational structure, capital budget, location, philosophy, curriculum, 

daily routine, facilities, teaching-learning environment, profile of teachers, 

staff training and development, relationship with parents, and assessment.  

2. Design data collection instruments (surveys).  In this study, an instrument, 

which served as checklist and interview guide designed by the researcher, 

based on standards or ideal practices identified from the related literature, was 

used for the purpose.  

3. Administering data collection instruments.  This involved answering the 

checklist/ interview guide by the participant administrators, teachers, and 

parents.   

4. Analyze data.  This involved comparison of the management practices of the 

participant schools as gathered through checklists, and the standards identified 

from the conceptual literature.  This step also included identifying actual 

practices that are congruent, and those that are not congruent with the 

standards. 

          The actual management practices congruent with standards, whether common 

or not common to all participant schools served as the inputs to the proposed 

framework.  Additional components of the proposed framework were school 
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characteristics that appeared to explain the performance of the particular schools. The 

proposed framework consists of propositions, grouped by the management area. 

 

                                          Results and Discussion 

 

 The results of the cross-case analysis of management practices as revealed 

from the interviews, checklists and on-site observations are summarized. Specific 

management practices commonly observed, as reported by the participant schools 

across the six schools (n = 6), and those that are practiced in some, but not in all those 

schools (i.e. n < 6) were revealed. Based on the percentage of practices per area, 

which are common across schools, the management areas were ranked from 1 (i.e. 6 

out of 8 or 75% of the listed criteria are commonly practiced across the six schools) to 

12 (where none of the criteria is commonly practiced across schools). Rank 1 is the 

area on philosophy, while rank 12 is the area on school budget/capital. 

              Results likewise revealed that the majority (n=4) of the participant schools 

are part of the basic education department. These preschools are administered by the 

basic education principals, but the preschool units are directly under the leadership of 

the preschool coordinator. These findings suggest the possibility that preschools 

attached to basic education departments may be a characteristic of a top performing 

preschool. This may perhaps be explained by the presence of the next higher 

curriculum level (i.e., the grade school) and the articulation in curriculum and 

instruction that can possibly prepare the preschool graduates to the grade school 

(Marcon, 2002). In this context, the structure of a preschool (independent / part of 

basic education) is included in the model proposed in the study.       
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 Another significant finding   is that 4 of the 6 participant schools have existed 

for at least 30 years. This indicates that the length of existence of a preschool may be 

another indicator of a top performing preschool. This finds support in Raposas (2000) 

who found in her study that parents consider the length of school’s existence when 

choosing a school for their children. Across the six preschools, teacher-student ratio is 

low. This finding indicates that families are likely to enrol  their   children in such 

preschools. This finding finds support   from the study of DeBoard (2001), which 

showed a strong relationship between the number of children assigned to a teacher 

and child management. Findings in another study (Hayes, 2000) revealed that small 

ratios between teachers and children allowed for more constructive, positive 

interaction opportunities between teachers and pupils.    

An additional salient finding is that all the participant schools cater to children 

of the middle or higher - class families. This characteristic is also suggestive of a top 

performing preschool. Parents who are financially capable are willing to pay the 

tuition fees of preschools that offer quality programs and services (Kagan & Cohen, 

1997). These schools give parents the assurance of quality care and education for their 

children (Quisumbing, 1997). On account of the findings of the study and the 

supporting literature, socio-economic class of the student population was adopted as 

another characteristic of a top performing school in the present study.   

The three areas, which are common across the six schools, are in the following 

order: (1) school philosophy, (2) parents school relationship, and (3) physical 

facilities. Those findings indicate that the participant preschools are clear about the 

educational philosophy of schools that offer early childhood education. Their 

practices under school philosophy find support in the conceptual literature  (Federal 

Register, 1996). Effective preschools according to Sergiovanni (1992) have clear 

2008 HICE Proceedings 
Page 3707



 16

educational purposes. This contention is verified among the top performing 

preschools covered in the study. Moreover, adherence of these schools to the ideal 

practices concerning parents-school relationships implies their recognition of the 

central role played by parents in the education of their children. As proposed by Frede 

(1998), Kagan, Moore & Bredekamp (1995), Khim (2003), and Schweinhart (2002), 

there should be close collaboration among parents, preschool managers, and teachers. 

Physical facilities area was also found to be one of the three priority areas in 

the participant schools. This observation is supported by the literature regarding the 

need to provide young learners with a learning environment that provides them with 

physical safety and emotional security (Decker, 2001; Levine & Lezotte, 2001).  

On the other hand, the three areas where the criteria are practiced by fewer 

participant schools are: (1) school capital/budget, (2) teacher profile, and (3) staff 

training and development. These findings have implications for management practice 

in the schools covered by the study. There is a need on the part of these schools, to 

review their practices under this area, in the light of the RHSPS benchmarks, as 

results indicate that the ideal practices under school capital/budget are mostly not 

observed in the participant schools. In most cases, only the owner/director and the 

treasurer, if any, of local schools have access to financial information. One 

disconcerting finding is that only a minority of the participant schools is able to 

adhere to the educational requirements for preschool teachers. Another observed 

weakness in the majority of the participant schools is inadequate provision for faculty 

development. These findings can serve as eye openers for the participant preschools 

owners and administrators, if they wish to further improve the performance of their 

respective schools. It was further observed that the participant administrators, 

teachers, and parents somehow varied in their responses to the various items of the 
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checklist. This implies inadequate information dissemination or communication 

concerning school practices in management areas where such variations were noted. 

 Generally, the standards in the RHSPS are being practiced in the participant 

local top performing preschools covered by the study. This finding indicates that these 

participant local schools can match foreign schools in terms of effective preschool 

management. However, this inference is tentative, and needs to be verified with the 

use of outcome variables (e,g. children – related outcomes), which were not included 

in the study. 

From the data presented, a framework for the effective management of 

preschools in Metro Manila was developed. The framework presents two sets of 

management practices. The first set consists of practices common across the 

participant schools as reported by the participants (i.e. based on the modal responses) 

and as verified by on-site observations and interviews made by the researcher. The 

second set consists of management practices, which are observed by some, but not by 

all of the participant schools, based on the same data source. These are referred to in 

the proposed model as additional practices. 

 

        Philosophy  

Common practices. The philosophy of an effectively managed school is 

related to, or is anchored on the school vision. This philosophy spouses the promotion 

of a happy environment, and encourages active involvement of children with people, 

material, ideas, and events. It focuses on the physical, emotional growth and social 

growth of the children. 
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Additional practice. A school philosophy, which focuses on child-centered 

education, and promotes the cognitive growth of the children, contributes to the 

effective management of a preschool.  

 

       Relationship with Parents  

Common practices. In an effectively managed preschool, parents are 

considered partners of the school in the total development of children. In this light, the 

school provides multiple opportunities for parents to volunteer as teachers or tutors in 

the classroom; to bring instructional materials from home (e. g. books, toys); to attend 

parents meetings and workshops, to discuss their children’s progress with teachers, 

and to participate in school gatherings and event that involve parents/families. 

           Additional practices. Opportunities to serve on policy-making and advising 

committees, and to contribute articles to the school newsletter/news bulletin can serve 

to strengthen school-parent relationship.  

 

       Physical Facilities /Learning Environment 

Common practices. As children’s safety in school is an utmost priority of all 

parents and school staff, schools’ facilities characterized by a safe and healthy 

environment is a “must” in an effectively managed preschool. Provisions for outdoor 

space, and for a play space near the classroom are available; and classrooms are 

divided into interest areas that address all aspects of children’s play and development. 

Pieces of furniture are low and all children can reach non-dangerous materials. 

Moreover, facilities promote independence and efficacy on the part of the children. In 

addition, the learning environment offers materials that promote and reflect diversity, 

as well as the positive aspects of the pupils’ homes and communities. 
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Additional practices. Practices contributory to the effective preschool 

management include provision of physical facilities that are accessible to all children, 

including those with disabilities, provision of an adequate space in each interest area 

for children to play together, and provision of equipment so arranged as to allow 

children to move freely from one learning area to another. An additional practice 

contributory to the effective management of preschools is provision of materials that 

are naturally incorporated into the daily school routine, and not just brought out for 

special holiday events.  

 

       Teaching-Learning Environment 

Common practices. Aside from providing physical facilities and learning 

environments that are safe and facilitative of learning, effectively managed preschools 

have teachers who create a warm and caring atmosphere characterized by a positive 

regard for the learners. These teachers acknowledge learners’ accomplishments, and 

allow children to display their self-initiated work throughout the classroom. Children 

receive encouragement for their efforts and ideas, and teachers use many strategies to 

encourage and support the development of children’s language and communication. 

           Additional practices. Provision of opportunities for children’s exploration and 

use of learning materials enhance the teaching-learning environment. Provision of 

opportunities for teachers to share control of conversations and acknowledgements 

when children talk, and to serve as partners in children play by taking cues from 

children are two other practices that can improve the teaching-learning environment. 
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      Organizational Structure        

 Common practices. An effective school is characterized by an organizational 

structure that clearly describes and defines the positions, duties, responsibilities, and 

limits of authority of administrators, teachers, and staff. Likewise, its organizational 

structure shows the working relationships between the management and staff, among 

the governing body, and among the teachers/staff. 

Additional practices. The management of a preschool is enhanced if aside 

from the essential practices under organizational structure, the management sees to it 

that the school’s organizational structure is clearly illustrated through a chart, and 

specifies the working relationship among parents and children. 

 

      Curriculum  

Common practices. The curriculum of an effectively managed preschool 

reflects careful planning aimed at developing the child socially, emotionally, 

physically, and intellectually. For this purpose, the curriculum has provisions for 

activities that promote the holistic progress of children. The curriculum’s goals and 

objectives are specific, achievable but challenging, and include developmentally 

appropriate indoor and outdoor activities supportive of spontaneous learning. 

Additional practices. Curriculum management in a preschool is enhanced, if 

the curriculum addresses the goals for children’s development and learning, and if 

there is a system for observing and documenting children’s progress in all areas of 

development. A curriculum that is child-initiated and characterized by a more play-

oriented program is also contributory to effective school management. 
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       Location 

Common practices. In an effectively managed school, a ‘home life feeling’ of 

the facility is maintained. This gives the learners the feeling that the school is not a 

strange place but rather, is just like home. Moreover, an effectively managed school is 

conveniently or easily accessible to the children, and is not near another big school. 

Additional practices. Aside from the common practices under school location, 

there are other considerations, descriptive of management concern for pupils, in so far 

as location is concerned. These are: proximity to children’s residence, and absence of 

traffic during drop-off and pick-up time. 

 

      Assessment 

Common practices. An effectively managed preschool has instruments that 

gauge children’s developmental progress and reflect the school’s best practices, 

philosophies, and policies. This school also has tools for assessing all other areas of 

operations like: classroom teaching, service to families, and staffing. 

Additional practices. The management of a preschool is enhanced if a 

preschool has an instrument for assessing the strengths and weaknesses of its 

programs, and if the results are used to document program strengths and areas of 

improvement. The use of the assessment results to support children’s development, to 

identify staff training, and to demonstrate high quality programs (i.e. preschool 

programs and training programs), also contributes to the effective management of 

preschools. 
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      Daily Routine  

Common practices. In effectively managed preschools, daily routine is well -

planned by the teachers. This routine is consistent enough to enable children to 

anticipate what will happen next, and allows an appropriate amount of time for each 

type of class activity. 

 Additional practices. Management of daily routine is enhanced if the school 

provides time for small and large group learning experiences, as well as time for play 

outside the classroom. A good daily routine, which provides for a daily balance of 

child-initiated and adult-initiated activities, and helps children succeed, and assume 

responsibilities in school, are other practices contributory to the effective management 

of preschools. A daily routine that enables children to make a plan, carry it out, and 

reflect on the results is an added daily routine practice that is likely to improve the 

management of these schools. 

 

      Staff Training and Development  

Common practices.  Another essential characteristic of an effectively managed 

preschool is the provision of staff training and development that allows teachers to 

actively participate in curriculum design. 

Additional practices. Staff training and development in preschools are 

enhanced if it is responsive to the needs of teachers, and if it allows them to actively 

participate in classroom observation visits and in multi-session distributive learning 

on trendy/current topics. 
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       Profile of Teachers 

Common practices.  In effectively managed preschools, completion of units in 

education is a necessary requirement for hiring teachers.  

Additional practices. Completion of elementary education or of early 

childhood education, passing the Licensure Examination for Teachers, special training 

in child development and childhood education, and experience in working with 

children are additional requirements that can enhance the quality of the teaching staff. 

 

      Capital/Budget         

 Additional practices. The management of a preschool is also enhanced if the 

school has provision for all elements of the preschool’s program like staff 

development, instructional resources, physical facilities, and other support services, 

enrolment projection, tuition and other fees. Another practice contributory to the 

effective management of a preschool is the provision for teachers’ discretion with 

funds expended for food and other expected revenues.  
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Conclusion and Recommendations 

          

     The framework proposed in the study consists of practices that are 

found in foreign standards, the RHSPS. It may therefore be inferred that the RHSPS is 

comprehensive enough to cover all the management practices in the participating  top 

performing schools. It may also be concluded, based on these findings, that the 

RHSPS standard is applicable to the local setting. For this reason, it is recommended 

that preschool owners, managers, and consultants use the framework proposed in the 

study as a reference in evaluating and improving their current school management 

practices. Prospective preschool owners may also refer to this framework before 

establishing their own preschools. 

             Particular characteristics of the majority of the preschools covered in the 

study are suggestive of school performance. It may therefore be included, subject to 

the limitations of the study, that differences in preschool performance may be partly 

explained by teacher-pupil ratio, length of existence of the school, structure 

(independent or attached to the basic education department), and socio-economic 

status of the school clientele. However, due to the limited sample size of the study, 

replications in other settings, with bigger sample sizes are called for. More important, 

future researchers may conduct similar investigations among other local preschools to 

validate the framework proposed in the study. 
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Abstract 
Chapter length in a history textbook is a variable that is easily overlooked concerning the 
magnitude of problems that plague history textbooks.  A total of 167 10th and 11th grade students 
who were enrolled in either World History or U.S. History classes were surveyed.  Survey 
findings showed while the majority of the students indicated that chapter topic, rather than 
chapter length affects their achievement in the class.  Their performance with regard to their quiz 
scores showed the contrary, however; chapter lengths directly correlated with their performance, 
except in the sheltered (limited English) class.  The qualitative component of the study discusses 
students’ opinions with regard to the textbook.  Other teacher implementation pointers are also 
discussed.  
 
 Introduction 
 History is a subject often associated with boredom, especially at the secondary levels of 
education. History textbooks have long been under scrutiny, especially with regard to content.  
According to Loewen (1995), textbooks often provide irrelevant and even false details while 
offering students no opportunity to apply their understanding of the past to present concerns.  
This is indeed a legitimate concern and there is no dearth of literature on the topic. The interest 
of this study is the relationship between chapter length and achievement. Chapter length is a 
variable that can easily be overlooked concerning the magnitude of the other problems that 
plague history textbooks, but could conceivably be a confounding variable in our attempts to 
understand academic achievement in the subject of history.  
 

Theoretical Framework 
The research most pertinent to the effects of chapter length on student interest and 

achievement concern student interest and perception with regard to history textbooks, history 
learning, and reading—in general and in the context of historical texts. In looking at how 
multiple text resources influence learning to read American history in fifth grade, Van Sledright 
(1995) identified six patterns in the data, two of which are most relevant to the current study:  1) 
that the students preferred to use the trade books first; they found these more interesting and 
informative, and enjoyed reading them more than their textbook, and 2) that the students 
frequently used an information-quantity criterion to evaluate the different types of books 
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available in terms of quality as well as the different perspectives and material presented—this 
was ultimately due to the school district’s curriculum objectives that viewed history and history 
books as fact repositories.  Unfortunately, as limiting as these objectives are, they seem to be the 
general trend with regard to history. 
 On the other hand, Walker & Bean (2003) traced the decisions teachers make about texts 
and their impact on students and found that, with regard to history, the teacher under study 
considered a voluminous book or handouts to be rather threatening to students.  This finding has 
implications with regard to the current study concerning the length of history textbook chapters 
(and ultimately, the length of the book itself).  In addition, Walker & Bean found that the 
textbook used in the class was important in terms of student engagement, but they also suggest 
that the textbook by itself does not adequately encourage or inspire students’ interest. Weiten, 
Deguara, Rehmke, & Sewell (1999) showed similar findings, in which students were more 
enthusiastic about pedagogical aids that help them master terminology, efficiently review text 
content, and practice for exams rather then the textbook. There was, in fact, very little evidence 
of a positive correlation between student attitudes or the use of pedagogy and academic success.  
The pedagogical aids that helped students master terminology, efficiently review text content, 
provide chapter summaries, chapter reviews, etc., also showed to enable students to get through 
the chapter more quickly, and without suffering any loss of useful material.  What about the 
effects of chapter length of the text in mastery of information? 
 In Crawford and Carnine (2001), it is indicated that publishers of history textbooks (U.S. 
History specifically) sacrifice historical context in trying to cover every possible topic that would 
be valued by teachers, resulting in a historical text that is largely incoherent. Students indicated 
in interviews that they favored conceptually-organized text for easier comprehension.  Why then, 
do textbook publishing companies insist on making textbooks that are factually dense but 
contextually sparse?  Wakefield (2006) states, in fact, that current U.S. History textbooks “seem 
better adapted to the assimilation of knowledge and skills rather than the development of new 
understanding.” While my study is not a critique of history textbooks per se, these studies are 
pertinent as they imply that reading frustration (in terms of comprehension) is high among 
garden-variety textbooks.  It is within this implication that one may find the confounding 
variable of chapter length, as density of information is determined by the quantity of facts 
relative to the amount of space devoted to it. 
 More specifically related to the effect of chapter length in terms of their treatment of 
reading are the works by VanSledright and Afflerbach (2001) and Rasinski (2000).  
VanSledright and Afflerbach (2001) looked at the challenges posed by innovative history texts in 
particular with regard to how students think about and read history. The students in the study 
were interviewed about their reading habits, interests, and experiences, given two reading tasks.  
VanSledright and Afflerbach (2001) found that embedded historical texts (historical texts with 
primary sources) contributed to students’ overall reading experience.  

While any history teacher I have spoken to understands the importance of primary texts, 
there is often an incompatibility between engendering a natural and critical curiosity about 
history and preparing students for standardized tests.  Innovative texts make history more 
interesting to read (VanSledright and Afflerbach, 2001), and thus more tolerable, but do not 
necessarily fit the bill in the context of testing.  When faced with a plethora of facts, events, 
dates, etc., students often get frustrated.  Reading frustration is implicitly associated with chapter 
length, and is addressed in a review of reading research by Rasinski (2000), who focused on 
reading speed as a factor in reading frustration.  In fact, it is stated that “[e]xcessively slow 
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reading leads to reading frustration” (Rasinski, 2000) and can be an indication of poor word 
recognition or lack of understanding with regard to the meaning of a text.  Slow reading may also 
be an indicator of a lack of interest, as often seems to be the case with historical material.  “Even 
with adequate comprehension, slow and labored reading will turn any school or recreational 
reading assignment into a marathon of frustration for nearly any student” (Rasinski, 2000).  What 
then of chapter length?  If for lack of interest, or poor reading fluency, a student reads a chapter 
in a history book slowly, it is logical to assume that longer chapters will result in a greater degree 
of reading frustration.  In combination with slow reading, chapter length certainly has an effect 
on students’ reading of history.   

The question is then raised as to the possible confounding effect of chapter length in 
these various studies mentioned above, as they take into account various factors regarding 
student opinion, and preferences. 
   
Methodology 
 A total of 167 10th and 11th grade students who were drawn from the Los Angeles Unified 
School District, from a diverse urban environment who are enrolled in either World History or 
U.S. History classes comprised the sample for this study. The majority (82%) of the respondents 
identified themselves as Hispanic, followed by 6 % Asian.  Among them 19% (32 students) were 
in a sheltered history class, and the rest in either U.S. History or World History classes. The 
demographics of the sample reflected the demographics of the population and surrounding 
community which is low income and low SES background.  
 A student survey included direct questions on whether or not the length of a chapter has 
any influence on interest, achievement, and retention of information.  The survey was based on a 
scale of 1-6:  1 = Strongly Disagree, 2 = Disagree, 3 = Somewhat Disagree, 4 = Somewhat 
Agree, 5 = Agree, and 6 = Strongly Agree.  The study controlled on students of limited English 
proficiency.  These (sheltered, as identified by the school) students were looked at separately and 
were not included in the main analyses. In order to establish correlations between chapter length 
and achievement, quiz scores and their corresponding reading section (the number of pages of 
reading assigned), were tracked through data provided by the participating teachers. 
 
Findings and Conclusions 
 Survey findings showed that the overall grade in the history class had significant 
correlations to the their interest in reading in general (.322, p<.01), and reading history books in 
particular, (.307, p<.01). From the sample, while 30% indicated that the length of the chapter 
does not necessarily affect their interest level in history, 70% of the students indicated that 
chapter topic affects their interest in history. In terms of achievement, 53% indicated that chapter 
topic affects their achievement in the class, while 48% indicated that chapter length affects their 
achievement. This seemed to contradict their performance. Among regular (non-sheltered) 
students, the chapter or section lengths (the amount of assigned reading) for the quizzes were 
directly correlated to the percent correct on the scores. However, among sheltered students, there 
was no significant correlation. 

In addition, in a qualitative component of the study in terms of students’ opinion of what 
would help them improve in their academic performance in the history class with regard to the 
textbook, the major theme had to do with shortening the chapters of the sections of reading for 
each quiz. The second important theme was to have review or summary sections in the chapters. 
Others suggested supplemental materials to help them understand the contents. In terms of what 
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would help them do better in classroom activities/teaching styles, they suggested more hands-on 
activities to make history more fun. Other teacher implementation pointers were also discussed. 

In sum, while the majority of the students indicated that chapter topic, rather than chapter 
length affect their achievement in the class, the participating students’ performance in their quiz 
scores showed the contrary; chapter lengths directly correlated with their performance, except in 
the sheltered (limited English) class. This has implications for history teachers and their reading 
assignments and teaching styles, as well as for the publishers of history textbooks. 
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Abstract 

 
I intend to utilize my experiences as an international student in order to advise other 
students on how to best deal with integrating into a new culture and experiencing 
Quarterlife crises. Through the use of Scholarly Personal Narrative writing, I will also 
advise student affairs professionals about how to best reach international students facing 
such difficulties and crises. This paper uses some of Arthur Chickering’s Seven Vectors 
in order to outline how an international student can be supported through his/her 
development. I will connect my story and experiences to student affairs development 
theory in order to enable student affairs professionals to appreciate the importance of 
becoming a global citizen and to enable them to best help international students.   
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Introduction 

To be like a river that flows silent through the night, not fearing the 
darkness and reflecting any stars high in the sky.  
And if the sky is filled with clouds, the clouds are water like the river, so 
without remorse reflect them too in the calm deep. 

           --Manuel Bandeira, The River 
 

“A river never passes the same place twice,” says a philosopher. “Life is 
like a river,” says another philosopher, and we draw the conclusion that 
this is the metaphor that comes closest to the meaning of life. 
Consequently, it is always good to remember during all the year to come.”  
          --Paulo Coelho, Be Like A River Flowing 
 
Don’t fight, don’t flee. Flow, glow and let it go… 

---Robert Nash, “Processor” 
 

Many people are walking and seeking on their life paths, and most of the younger 

ones are discovering their purpose of life. Everyone has a difference direction, meaning 

that their results will be different, but the individual patterns could be the same. Many 

people might finally discover the path after they have passed it by. They might just find 

the way to make the best time out of their life after they have graduated, retired, or even 

just before their life ends.  

The past will not repeat itself and the future has not even been experienced yet. If 

we only use our own experiences, we will not have enough to fill in the failures and 

damages from the past.  We will not have enough to create a bright new future. If we let a 

person personally experience and reflect upon every single step, the price would be 

tremendous. Is there a more efficient solution to create a beautiful and meaningful life? I  

believe that there is a solution. The solution is to learn from others. I believe we must 

learn other people’s lessons, grasp the wisdom of their life experiences, and use these to 

direct our own life.  
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I invite you to join with me to review my past nine years of adventure as an 

international student. We can pick up some treasures, and perhaps they will shine on your 

journeys too. 
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THE DEPARTURE 

At the age of eighteen, I was young and optimistic, open-minded and curious 

about the outside world. I carried a dream of freedom and I waved goodbye to my parents 

as they watched me walk towards the airport gate, without knowing the conditions of my 

roads ahead. 

Under the light of the sunset, I was in a little car with a British driver who had 

picked me up from Heathrow Airport.  He was driving on the left side of the road.  He 

was driving me towards my first destination, Swanage, a small tourist town in Dorset in 

the United Kingdom, Everything there was fresh and colorful for me. The town had a 

sunny, blue sky in the summer.  In the distance I could see three colors in the ocean: dark 

blue, light blue and light green. I could hear the sound of seagulls from distance while 

walking on the street, sitting in the classroom and jogging along the beach. I often could 

see people walking barefoot on the street, and there were flowers placed by the walk 

button of the traffic light.  

First Friend—A Stranger 

“When you are moving toward an objective, it is very important to pay 
attention to the road. It is the road that teaches us the best way to get 
there, and the road enriches us as we walk its length.”  

----Paulo Coelho, The Pilgrimage 

When we pay attention, life becomes full of adventure. Swanage is one of those 

winding little towns where all the streets look the same. When I first arrived there, I came 

back from school one day and stopped in front of the 25 degree hill that led to my host 

family’s house. There were many houses on that hill and I realized that I forgot to bring 

the address where I lived. I tried to walk up the hill once and look for my house, but none 

of the houses seemed like the right one. I came back down the hill again. I did not have a 
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phone number, and I did not want to ask someone for help. I could just imagine trying to 

ask a stranger in English, “Hi! Would you please tell me where I live?” I walked around 

trying to pick up some hint or identifying feature. Finally, an old English gentleman 

walked up to me slowly while I was standing alone at the corner of the street. He said that 

he had noticed me passing by the same place many times, and he offered his help. We 

started talking, and I found out that he owned a tiny little jewelry shop on the corner. I 

was thrilled to find out that he had been to Tian Jin (a city in China) when he was 

younger and that he had a great amount of respect for Confucius (one of my favorite 

philosophers). There on the street, we became friends. After talking with him, I was not 

frantic as I had been before, and I was able to remember what my house looked like. I 

returned safe and sound because of the kindness of that elderly gentleman.  

The following weekend, I visited his shop. We talked more about my host family 

and he showed me some of his jewelry collections from China. My English vocabulary at 

that time was so limited, that I did not even know how to spell Confucius, and so he 

taught me how. He also helped me to figure out my lucky number from my birthday. As 

we talked more, he invited me to his house later on in the week to meet his wife. From 

that point on, I visited the elderly gentleman often, and even had tea with his wife and his 

wife’s lady friends one Saturday morning. One time, he trusted me to take care of his 

garden while he was away.  When he returned from his trip, he took me on the last 

steamboat in the world that still ran on steam. Later on, he delivered a birthday present to 

my house, and it took me a long time to figure out that he had remembered my birthday 

from our first conversation at his jewelry shop, when we had figured out my lucky 
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number. His present was a packet of different flavors jam in five small jars. I valued it so 

very much, that I never ate them, in the result of that they developed mold after a year. 

Not being merely a tourist on vacation, I immersed myself in the warmth and 

welcome of the European culture for two years. I think that my time in Europe was made 

much more meaningful for me because of some of my core beliefs and values: 

1. The kindness of strangers is important.  

2. It is important that one remains open and respectful to meeting new people, 

extending kindness to strangers when you are in a new country.   

3. Friendships can develop out of nowhere, and you can connect to other humans 

everywhere. Always be prepared for unexpected things to happen and be ready to 

talk to strangers, since a stranger could potentially become your next friend. 

4. Student affairs professionals should advise students who are going abroad for the 

first time that each should be armed with a map of the area when they arrive.  

 

Looking at the websites of various universities that offer information for 

international students, I found that the majority of information was about visa status, 

social security and taxes. Although this information is necessary for every international 

student to know, I think that it would be important to outline what it is like to emerge into 

a new culture and become involved in a new community. 

 

Breakdown of Professional Barriers with Students 

My first English teacher was a lady in her fifties, from Dundee, Scotland. She not 

only provided me help with learning English but also provided me the warmth of a home. 
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Right after I enrolled in her class, she invited me to her house to meet with her family. 

During the semester through our many interactions, she began to explain to others that 

she thought of me as her own son. I gained confidence from her, and she helped me break 

down the barriers of communicating with the locals. 

I think the breakdown of professional barriers between student affairs 

professionals and students is important. Students should be invited into professionals' 

homes and families. This interaction between students and professionals will encourage 

students to develop interpersonal relationships. It also will help international students to 

better understand and merge into a new culture.  

During the two years of study in England and Scotland, with the support of my 

friends and English teachers, I started to open my mouth to speak in English. Being able 

to speak different languages was also a surprising gift, as later on it allowed me to sing 

classical music (my personal passion) in a much more authentic way.  

First Step to Independence—Working At a Retirement Home 

I would advise international students that developing independence is a required 

lesson. In my experience, gaining employment was one such lesson.  I went to a 

multitude of different stores, restaurants and hotels to look for a job. One day, I entered a 

Retirement Home called the Shore House and asked for a job. The friendly nurse took me 

to the head nurse who subsequently gave me a part time job. 

 My job consisted mainly of dishwashing and cleaning rooms for the elderly. I 

had conversations with the patients while I was sweeping the floors or pushing them in 

their wheelchairs. Sometimes I assisted the nurses to feed the patients and change their 

clothes. I liked to share my feelings and stories with the people in the retirement home, 
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and they, in turn, liked to share their stories with me. I quickly found that I had become 

tightly bound to the residents and staff there. Gradually, I felt that everyone treated me as 

if I was their own child or friend. I received their warmth and caring just as if it was from 

my own family.  

Caring for the elderly is a universal ethic. I learned this from Confucianism and 

from my own culture. Confucius believed that all parents hoped to be cared for and 

respected at their older age. (Confucius, Lun Yu—Wei Zheng) Mengcius, another 

Chinese philosopher, said, “Love my elderly, and extend to love others’ elderly: love my 

children, then extend to love others’ children.” (Mengcius, King Hui Liang) I believe that 

if we were to let the love between parents and children grow, one day it would reach to a 

point that it would influence the whole society. 

This belief may also be my mother’s influence. My mother used to be a 

pediatrician, a career for which she was very passionate. After the end of her career as a 

pediatrician, she worked as the Executive Director of two different retirement homes and 

then moved on to the government welfare office. Her career choices were based on her 

love for others. This love has been passed on to me.  Her actions and words influenced 

my values, even in ways that I may not yet recognize.  

I treated every patient in the retirement home as if they were my own parents. I 

believe that being a respectful, open, trustful and caring person made it easy for me to be 

accepted in the community and immersed in a different culture. 

I would like to suggest that international students in a new country: 

1. Find ways to connect to others, wherever and whenever. 
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2.  Be willing to share of yourselves and serve, as they are crucial in order to build 

connections to others.  

3. Accept that aging is a part of every society. No matter where you go, elderly 

people still want respect and connection to them.  

Overcoming Hardships  

Even while I enjoyed the beautiful scenes and the wonderful people, I also faced 

difficult times during my two years of studying in England and Scotland.  

Communicating with parents 

Every time I was on the phone with my family, the conversation was intense. I 

was frustrated because calling home was so expensive and I wanted to use the shortest 

sentences while still explaining in detail what life was like in UK. It was difficult to 

quickly translate specific words from English into Chinese. My parents were so far away 

from me, and yet they cared about every aspect of my life. When I look back now, I wish 

I could have understood more about them then, and had more patience for them. I still 

cannot imagine how worried they must have been, as they listened to me on the phone 

from the other side of the Earth. 

Students (particularly international students) need to learn the importance of 

having understanding for their parents.  Student affairs professionals need to discuss this 

with students, in order to reduce and prevent the frustrations students will likely 

experience.  Student affairs professionals should also be aware of a number of 

economical ways that international students can call home. For example, student affairs 

professionals should recommend webcams, which are free if a student can have access to 

a computer or the possibility of sending text messages via cell phone, buying reliable 
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phone cards over the internet (such as www.phonecardforsale.com). I have found that 

many phone card companies provide a very reasonable rate to call overseas. 

Moreover, student affairs professionals should remind and encourage students to 

contact their families often. When I first arrived in England, I did not contact my parents 

right away and so my mother and father went out at midnight to knock on the door of a 

hotel in order to send fax to my school to ensure that I had arrived safely. 

Loneliness 

Feelings of loneliness and homesickness are commonly experienced by 

international students. I was lucky that I attended an international college, and was 

greatly supported by school staff, my host family and my friends. Many international 

students, however, come to colleges without such support structures in place. Such 

students are far away from their family members, struggling to communicate in a 

different culture.  They experience challenges even in some of the seemingly simple 

tasks, like having a larger appetite than is expected by their host family, or having trouble 

finding a laundry mat. To make things even more difficult, many of them have very little 

experience speaking in the native language of the new country. Reacting to others in a 

non-native language, having a hard time understanding jokes, and other such scenarios 

can make international students struggle to really be themselves in this new culture.  

Therefore, student affairs people must work harder to better reach such students, 

consistently encouraging them to come out of their room, attend events, and go on 

excursions, so that they can exchange information, meet new people and find more 

support.  

The Privilege of Being an Only Child 
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Since I was an only child, most of the topics talked about at home revolved 

around me. I never felt that I was spoiled at home, but it was my first time living without 

parents when I was in the UK.  I also did not feel comfortable with my roommate at first, 

as it was the first time that I had to live with someone who had such a different 

personality, a different way to do things, and a different background. I was arrogant and a 

bit self-centered. When I look back now, I very much appreciate those two years of 

studying in Europe. I feel as though that time was a mirror reflected how I was and took 

away the privilege of being an only child. For example, it took me a year to realize that I 

was not, in fact, as wise as I had believed.  

I also realized that in both the Eastern and the Western Worlds, people respect 

those who are independent, self-respected, polite, helpful, talented and mentally tough.  

Knowing this, I have worked to develop those qualities so that I can better fit into 

different cultures.  

 

 

THE BIG APPLE AND PARADISE 

I was 20 years old in the year 2000. The new Millennium was a historically 

significant year for me. An amazing part of my life started that year in New York City. I 

came to New York City to visit my aunt and to see if I liked the environment. I once 

again saw skyscrapers and the vehicles running on the right side of the wide open road. I 

worked at 7-Eleven, in restaurants as busboy and waiter, and even handed out flyers on 

the street. I felt that this country was full of opportunities for young people, so I decided 

to stay.  
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After preparing for the language test, I passed with a score high enough that I 

could gain admittance to a number of schools. I was accepted by a few universities, and I 

have stayed in America ever since.  

On December 31, 2000, I was standing in Times Square with my friends as we 

watched the ball drop. By the next day, with the toll of the New Year, I arrived at one of 

the wettest and yet one of the most gorgeous places in the world. I was 21 when I started 

as a freshman in Hawaii.  I spent four and a half years on the Big Island, finishing my 

undergraduate studies in Psychology at the University of Hawaii at Hilo.  

When I look back now, I miss Hawaii for her honest, simple and unsophisticated 

local people, and the easy and comfortable lifestyle.  I miss the warm, damp climate, the 

fictitious land of peace and happiness, the magnificent scenery, unlimited outdoor 

activities and the global community.  

Involvement in the Community  

The people I met in a church in Hawaii led me to discover divine light in my 

heart. It became clear to me that I should be the steward of my talents. The church I 

attended was a small church with about fifty people in regular attendance. The church 

was originally built by missionaries for the local first generation Chinese immigrants in 

Hilo and the first pastor was a woman. The church has had many female pastors in its 

history. I did not know that it was uncommon to have female pastors in traditional 

Christian churches, especially Evangelical and Catholic ones. I received a lot of help and 

support from the caring people of my church.  

I consistently had financial problems as a student. The local church would often 

give me clothes and make food for me, without ever asking anything in return. I deeply 
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felt their sincerity and generosity. For example, a lady from my church who knew that I 

needed transportation donated me her car after she couldn’t drive any more and later, 

even put it in her will. At her funeral, in remembrance of her, I sang her favorite songs 

with my sincerest gratitude. I also met my first American music teacher in my church. 

She thought that I had musical talent and she taught me for four years almost completely 

for free. My university, my church, and the local Chinese community provided me many 

opportunities to enhance my opportunities to sing. I gave my first solo recital debut in 

2005, and the posters for the concert were all over the downtown sections of the city. I 

was also interviewed on the radio, and I later found out that this had all come to fruition 

as a gift to me for my departure. It is from this church community that I learned to use my 

singing to express my gratitude for my loved ones, and to express my love for God, the 

Up Sky (as non-Christian Chinese call the mystical provider in China). Even today, I still 

remain a close relationship with the caring people of my Hawaii. 

At my graduation ceremony from the University of Hawaii, I was asked to 

perform the Star Spangled Banner. I look back on it now, and still see it as a great honor. 

Even though I am from China, I have developed a great appreciation for this country 

because of all of the people here that have given me such hope. People here have 

consistently treated me as if I was their own Ohana (family). 

Developing Professional Competence 

Working as a student staff member at the University of Hawaii was one of the 

highlights of my life there. The university provided me a tremendous amount of 

opportunities and privileges that enabled me to offer my support, knowledge, and 

experiences to students. I not only learned how to help the university to enforce 
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university policies but I also learned the basic principle of American higher education: 

“Serve students and see students as the center of the institution.” 

I remember one situation in which I was able to help. Two students were lost on 

the way back from a trip organized by a residence hall. One of their mothers called our 

office. I was not working that day, but I picked up the phone. (This was my responsibility 

even when I was not scheduled to work.) I was actively involved in communicating with 

the local hotels, managers and parents. We finally brought back the two lost students. The 

student’s mother felt relieved and later wrote a complimentary letter about me to the 

university.  

Such instances allowed me to find peace in the act of helping. I understood some 

basic student affairs knowledge such as how to accommodate students’ daily needs, and 

how to encourage students to accept and understand the university policies.  

Developing Interpersonal Relationships 

I established great interpersonal relationships with friends in the school and the 

local community in Hawaii. Every day on the way between the classroom and my room, I 

would greet or have a chat with a number of students. I found that in order to become a 

student leader as an international student, developing interpersonal relationships was 

absolutely essential.  

Developing interpersonal relationships affords international students a number of 

new opportunities.  For example, when I decided to run for the Senior Resident Assistant 

(S.R.A.) position, students volunteered to gather 200 signatures and take photos to 

support me. I presented them in my interview, which I believe was one of the assets that 

enabled me to become a Senior RA.  
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With the support of educators and peers, international students can also contribute 

to the community as a student leader. I was able to develop interpersonal relationships by 

being open, understanding and helpful to others.  This helped me to later develop and 

receive help from the community, and then create more mature interpersonal 

relationships under the influence of my mentor, Keith Miser.  

 

Being with my Mentor 

I was extremely fortunate to meet Keith Miser, as he has become an honored man 

in my life.  We became good friends when I worked for him. I admire him as a friend, 

family, and respected educator. He has shown me what a role model and educator should 

be. I learned that a good educator works consistently to inspire and discover the best 

qualities of both students and colleagues. I watched him as he developed friendships with 

students and gave people encouragement when it was needed. He shared his life 

experiences, both good and bad, with students. He introduced me to a lot of the history of 

student affairs and higher education.  He shared what seemed to be unlimited interesting 

stories from his youth, like the time he trained pigs to do tricks, or when he fell off the 

chair on the stage in front of the entire congregation at his church.  He even personally 

demonstrated to me some of the pranks that he learned from his college experiences. 

Although I was in a different country, he became someone I could trust and depend on, so 

much so that he has become like my own family.  

From him, I have learned how to be a real friend. He showed me the value of 

loyalty and how to stand by a friend until the end. He exhibited his skill at knowing when 

it was the best time to address something and when it was off limits. He would think from 
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my perspective when giving me advice. He would point out my mistakes and weaknesses 

clearly, but never force me to accept his idea. If I made a mistake over again, he would 

remind me over again (and again.). Later on during the second year, I gave up on what he 

had hoped I would do.  Although I disappointed him, he never gave up on me. He still 

thought the best of me and he believed in me that I will make a difference.  

Dr. Narbeth “Nobby” Emmanuel, Vice Chancellor for Student Affairs at Southern 

Illinois University, described Keith: 

“His deep commitment and almost zeal-like passion to find ways to assure that 

these young minds achieved their hopes, dreams and aspirations has made a profound and 

lasting impact on the lives of many forever indebted students…. Keith’s gentle nature and 

warm personality made the Miser residence a home away from home for those who were 

in need of additional caring and support.” (Emmanuel, 2007) 

From the friendship that I have developed with Keith, I want to highlight for 

international students that they have many opportunities to connect with Americans, and 

in particular, educators in American institutions.  In my experience, great educators are 

always easy to talk to. The more successful they are, the more they appeared to be 

humble, ordinary and unperturbed. The distance that I sometimes felt between myself and 

others in America was often only created by my mind. I learned that by letting myself be 

open to others, sharing my feelings and worries, I also allowed myself to learn more, and 

develop more positive and mature relationships. Worrying about how other people 

perceived me meant that I ignored the fact that from an educator’s perspective, I was like 

a child in which an educator invested his time and energy, in order to watch me grow.   
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Great educators like Keith typically understand the crises experienced by 

international and non-international students, because students all over the world face 

similar crises. Ultimately, these educators’ main goal is to help us to achieve our own 

goals.  

 

 

 

VERMONT 

With the best wishes of my mentor and the people in Hawaii, I came to the 

University of Vermont (UVM) for the graduate program in Higher Education and Student 

Affairs Administration (HESA).  To me, Burlington seems like a cold weather town with 

a warm community. In winter, the trees here seem like coral reefs, just like the ones the 

scuba divers can see in the ocean in Hawaii. When blizzards hit the town, people help 

each other to shovel out their front doors, walkways and cars. Even though the scenery is 

beautiful and people here are as friendly as people in Hawaii, I did not enjoy myself 

during my first year. In Vermont, I have encountered the greatest professional and 

personal challenges in my life. My emotions fluctuated drastically. When I look back 

now, the first year in graduate school was like a rolling river with great waves. I saw the 

river and I made myself jump into it.  I let the waves torture me that first year of graduate 

school. Going through these past two years of graduate school has been a class in and of 

itself.  

In Vermont, I was bothered with living on my own, a lack of international 

community, a lack of performing opportunities and a lack of recognition of my talents. I 
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wanted to be loved. Though many mentors were very caring, everyone seemed too busy 

to really be involved in my life. I was a little lost and frustrated. I could not find people 

who had something in common with me. I felt I could not show my best self to others. 

Though I knew I had some things that others probably did not, I just could not use my 

skills and talents. Instead, I felt there were rules here and these rules wanted to force me 

into a certain shape. Heavy loads of homework and working in the office until early 

morning hours was almost a daily routine. A few times I walked to my office after 

midnight in tears. I lost a tooth at the end of first semester due to the stress of it all. One 

day, suddenly, a vision appeared to me: a piece of sizzling red steel had been put into 

cold water. My ambitions were all frozen. The coldness gradually permeated into my 

body. That coldness made me question myself, “Am I able to provide my best value to 

others at here? Am I really meant to be here?”  

In my second semester in Vermont, I hesitated about which way to go at the 

crossroads.  Was I going to study singing or study student affairs? These two ideas had 

been switching back and forth every single day, yet I could not make up my mind. I was 

exhausted from thinking about the decision so that I sometimes slept on top of my newly 

washed laundry on my bed. 

For me the first year of my HESA graduate studies was like carrying two rockets 

while trying to walk on a balance beam.  I felt as though I could not look at my feet too 

often, yet I had to walk step by step across the beam. What made this walk so much more 

difficult for me was the fact that the two rockets wanted to launch me in two different 

directions. 

2008 HICE Proceedings 
Page 3746



Guan, Jian      Page 

 

21

One of the rockets would launch me in opera singing, and the other rocket would 

launch me into a career helping others to succeed. Since I was in Hawaii, I feel as though 

I have already lit the rocket for opera singing.  In my mind, I feel it burning; it is ready to 

launch. Yet, in my other arm, is my other rocket.  This other rocket has also been with me 

since I was a child. In HESA, I realized that student affairs administrators help students at 

a critical stage in their life to explore, determine and achieve their dreams. The big 

problem for me is that I could not make up my mind well enough to point the rockets in a 

particular direction. While walking in the middle of the beam, the two rockets straddled 

each other, and under this pressure, I fell off the beam.  

During the second semester, a person from Belgium offered to introduce me to the 

studying music in Europe. After a visit to Belgium for spring break, I quit my job and 

decided to take a year off from my graduate program to leap for my dream of being an 

opera singer. The situation in Europe, however, was not as I had originally believed. 

Having to change my immigration status, dealing with language problems, and suffering 

from an unbearable relationship, all became huge obstacles for me.  

Having no alternative, I went back to my long-separated home of eight years. 

Mom and Dad have both been graying on the temples. They were no longer strong 

enough to hold back their rebellious kid. Dad took an overnight train to Beijing to pick 

me up. He could not help crying when he and I hugged at the airport. I came back to 

China with bare hands and a tired heart, yet I experienced again the warmth of my own 

family.  

When I saw my childhood toys still lying in my room, I realized that I had been 

apart from home for too long. I wish I had been by my parents’ side all these years. What 
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a happy and united family we could have! However, because my ambitiousness, 

dissatisfaction and stubbornness, I was not able to be with them when they needed me.  

Despite this, they never stopped worrying about me.  

I realized I had made the wrong decision by leaving my graduate program. My 

parents had suffered great hardships to support me. My mentors, friends, and some of the 

best faculty members in the world had great expectations for me.  The university had 

invested a lot in me and provided the best facilities and the best study environment. My 

heart told me that I should go back to my graduate studies if I could. I contacted my 

professor and my mentors with mixed feelings, like a child who had made a grave 

mistake. When they heard about my situation, they did more than enough to support me 

and finally offered me another opportunity to return to HESA. Without their help, I 

probably would have missed this opportunity for life.  

I was lucky to be able to make it back with the support from so many great 

educators in the field. My mentors, faculty members, and parents had given me another 

chance to develop myself to discover another passion of mine: using my experiences and 

knowledge to help international students to achieve their goals, and learn to incorporate 

my experiences and talents to contribute to the larger society.  

The following Zen Buddhism proverb sums up my feelings: “Before 

enlightenment, chopping wood, carrying water. After enlightenment, chopping wood, 

carrying water.”(Dyer, 1989) That person is still going to chop wood and carry water in 

the same fashion, yet only the awakened person is no longer going to curse the wood and 

the water or even his or her own lot in life.  
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I analyzed a number of ideas for my transition that I would like to pass along to 

my generation, and I believe these answers are appropriate for my age and they are also 

useful for international students and student affairs professionals to have. 

Dealing with Quarterlife crisis 

Abby Wilner, co-author of “Quarterlife Crisis” and “Quarterlifer's Companion”, 

coined the phrase of “Quarterlife Crisis” in 1997 after she graduated from college, moved 

back home, and could not figure out what to do with her life. She defines Quarterlife 

crisis is essentially as “a period of anxiety, uncertainty and inner turmoil that often 

accompanies the transition to adulthood.” (Wilner, 1997) 

Po Bronson, the author of “What Should I Do With My Life?” correctly observes 

that of all the gifts our modern society gives us, the ultimate privilege is choice.” 

(Bronson, 2002) 

I have been one of those young people. With the option of building a life and 

career out of music or higher education, I felt those opportunities were a curse.  I had 

never had so many dilemmas as I did in the last year and a half. These dilemmas 

happened in almost every aspect of my life. I worried about every decision I made and 

desperately looked for the magic formula to find the right way. I worried that I would 

choose the wrong decision and not be able to handle the negative consequences. I felt I 

was driving a car and could have missed several entrances to get on the high way.  I felt 

as though I ended up having to drive across the grass divider lane. Once I got on this 

road, I was not able to accelerate fast enough as I saw the other members of my cohort 

race by. This start was not pleasant, as there were just too many of those “could haves.”  

“I could have. What does this phrase mean? At any given moment in our 
lives, there are certain things that could have happened but didn’t. The 
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magic moments go unrecognized, and then suddenly, the hand of destiny 
changes everything.”  

  --Paulo Coelho, By the River Piedra I Sat Down and Wept 
 

I was confused and I did not know how to make a choice. I felt as though I was 

straddling two very different cultures. And I was straddling between the world of music 

and rest of the society.  I argued with my parents, and I resisted what was right. I resisted 

the environment with my whole heart. I did not want to be someone else. No matter how 

much others tried to pressure and persuade me, my stubbornness prevented me from 

changing. I also hurt people’s feelings, just like a nail being pulled off, with the hole 

being there still. I think this is my own form of “Quarterlife crisis.” 

 

The Decision-Making Process 

“Most of us will get to choose what we do with our lives — what jobs we 
take and whether and in what way we either contribute to society or take 
away from it….But today we do choose, and that is both a tremendous 
opportunity, and at the same time, a great burden. This process of choice 
is not just about choosing where we make our money; it is choosing our 
identity, about deciding who we are.  And that demands both deliberative 
thought, and difficult decision-making.” 

--William Brody, John Hopkins University 
2006 Commencement President Remark 

 
According to Robbins and Wilner, the world has been hard on the 

twentysomethings of our generation. There is little sympathy for recent graduates who 

are under pressure to make life-long decisions on career, adult relationships and money. 

For these recent graduates, the stress of this decision-making process, coupled with the 

pressure from others that they experience, can lead to depression. 

“Where is this going, am I maximizing my education, skills, and desires?” 
“How to find those things that I love to do that I won’t get tired of and be 
able to support myself financially?” 
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“Should I make decision where the only factor was self-interest?” 
“What if it ended up being the wrong choice?” 
“There seem to be so many choices out there for what to do, where to go, 
what to give your life’s energy away to.” 
“What happen if I silence my passion?”  

         --Robbins & Wilner, Quarterlife Crisis  
 
My mind, too, was filled with this kind of questions. To choose a travel departure 

date, where to live, even to decide what to throw away—these all could bring 

consequences, links, and adventures. I worried that they could negatively affect the 

course of my life. I struggled with every decision before choosing one.  In the book 

“Quarterlife Crisis” described this experience:  

“The smaller-scale doubts regarding specific decisions twentysomethings 
have to make, however, can occur on an ongoing, month-to-month or 
even day-to-day basis. Recent graduates often agonize over their 
decisions; they can spend months trying to figure out the proper choice—
or procrastinating so they don’t have to make it in the first place.”  

        --Robbins & Wilner, Quarterlife Crisis 
 

During the straddling process of my Quarterlife crisis, I met many interesting 

people, even monks, an ice-cream business man, and an opera singer. These people gave 

me comfort and helped to guide me along my way. Through ongoing deep reflection and 

attempts to rationalize my decisions, my rational side finally won over my emotional 

side. Everything gradually all began to make sense. I realize now that I have grown in 

ways that would not have been possible had I just moved on to a new place. I finally 

admitted to myself that I was in the right place. It was a mistake to leave graduate school 

and go to Europe for music. Since the people who loved me and wanted to educate me 

offered me a second chance to review myself, I had no excuse not to seize it.  

As my mentor, Keith often told me that we needed to make the best decisions 

based upon the information we have, and then move on. I now better understand this. I 
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believe that we need to make decisions based upon what is right for us at that particular 

point in our lives. I think rationalizing our decisions in life and conducting self-

evaluations are important. I find it is important for me to figure out my mistakes and then 

move on from there. If people offer us a second chance at something, then we must take 

that opportunity for gratitude. We should expose ourselves to new opportunities. A 

positive attitude and by taking new opportunities will lead us to new adventure, even 

when we make mistakes. My great passions, I realized, will remain with me through 

everything. Sometimes I had to let the situation choose me, and take the choice that was 

just most convenient. I found that trying too hard, ruins everything. 

 

Developing Purpose 

“You can bear any how if you have a why.”  
–Nietzsche, “Unknown” 
 

“It is difficult to construct a plan that balances life-style considerations, 
vocational aspirations, and avocational interests. Many compromises 
must be made, and clearer values help the decision-making process.” 
           --Chickering & Reisser, Education and Identity 
 
“A person can only live in the applause, who must be unable to stand the 
test.” 
     ---Unknown, Buddhism Proverb 
 
“Whoever think they own the wealth, the wealth owns them.” 
     --Unknown, Buddhism Proverb 
 
 
When I read Nietzsche’s quote, I interpreted the “why” as my goals and the 

reason for my goals, and the “how” as the process by which to achieve them.  If I had the 

reason for my goals, I would more easily deal with the obstacles in order to achieve my 

dream.  

2008 HICE Proceedings 
Page 3752



Guan, Jian      Page 

 

27

I have loved singing since I was a child. People never need to check on me or 

motivate me to sing, as I truly sing for the joy of it. When I sing, I forget about myself 

and transform into another person. It is a feeling of elation when I feel as though I have 

touched the deep parts of people’s hearts with my energy. Singing was, and still is, a way 

for me to bring happiness to others.  

We cannot overcommit ourselves to any single path, however, because what we 

are doing at a particular time will not necessarily be the perfect fit forever. I do not think 

that I just have one passion throughout my entire life and that I can only do one thing in 

an entire lifetime. My parents and Keith Miser, Pat Brown, Robert Nash, David Nestor, 

Deb Hunter, Kathy Manning, Pamela Gardner and many mentors have given me a lot of 

hope and provided me the best environment to develop myself. My schools have invested 

a lot in me to develop my skills, because they took the time to get to know me well 

enough to see my potential. 

We should foster and develop several different specialties and, if we can, blend 

them. This is just like overcoming the passagio for a singer. When a singer trains his/her 

voice to homogenize the column of sound, so that two or three different voices will 

emanate from the same throat, so too should we incorporate and sing our many passions 

in our life. 

If I develop an avocation and blend it with my current specialty, it makes me a 

more unique person. In fact, the more I can integrate my talent into my work, the more 

flexible and fully-developed I will be. If I start to depend on my passion for music for my 

livelihood, I would probably lose the joy for singing. Even if I cannot have all my 

vocations be what I love, I would have my passion as my avocation. Not everyone can do 
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the same, but we can be unique individuals. We can all work to find different ways to 

incorporate passion into our daily lives.  

 “The greatest action is transmuting the passions.” 
--Atiśa Shrijnana, 866 BCE 

  
Becoming a singer will probably help me to develop internally and possibly 

become self-actualized. The question remains for me, though, “Will I be able to provide 

my best value to others?” Pursuing music in Europe was an experience that helped me to 

understand that singing without education is like a radio box without power, and singing 

without training would be only dreaming to be self-actualized. Maslow stated that only 

2% of the general population and 1% of the college population is self-actualized, and 

most among this self actualized group are mystics and are unrecognized by others. 

(Maslow, 1970) Self-actualization means a person has exceeded his/her own potential, 

and knows that s/he is the best.  S/he lives as and among ordinary people. A self-

actualized person does not need to gain approval from others.  

“If you live the sacred and despise the ordinary, you are still bobbing in 
the ocean of delusion.”  

      --Lin-Ji, Lin-Ji Lu  
 

 Being an educator will allow me to make connections with and for students and 

help more people to become self-actualized. There are so many talents that lie dormant in 

each individual. Everyone can become self-actualized in their own unique ways. I would 

like to be an enlightened person to light up their passions and talents, as well as to help 

them find a good purpose and a way to enjoy their lives.  

Fr. Maxim, a monk from a Monastery in Europe used to tell me, “There are rules 

in the society; we need to fill those rules first.” 
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I can understand his words better today than when I was in the Monastery. 

Society is created to protect people and to enable them to have a stable life. We need to 

have a better understanding of the society. Just imagine, if we live in a society without 

order, we couldn’t even survive and protect our families. Therefore, we indeed should set 

our goal around the needs of the society; enrich it instead of breaking away from it.  

Paulo Coelho said in his reflective writing, 
 
“Although we are one, soon we shall be many. As we travel on, the waters 
of other springs come closer, because that is the best path to follow. Then 
we are no longer just one, but many – and there comes a moment when we 
feel lost. However, as the Bible says, “all rivers flow to the sea.” It is 
impossible to remain in our solitude, no matter how romantic that may 
seem.”        ---Paulo Coelho, Be Like A River Flowing 
 
All rivers end at the ocean. The ocean stays in the lowest place, and its broad 

heart makes it able to accept streams and rivers from all over the world. As long as the 

rivers and streams do not dry up on the way or stop moving forward, ultimately they will 

reach the destination—the ocean. Taoism says, “best of virtue is like water.” (Lao Tzu, 

Dao De Jing, Chapter 8) Lao Tzu suggested people should be like water, and our 

destination is like the ocean—to be a person with a broad heart to contain others is a great 

purpose to have. President of John Hopkins University, William R. Brody, told his 

students on 2006 Commencement Address,  

“It’s not what you can do, but rather who you want to be.” He also added 
that “it is not the destination you are choosing that matters, it is the 
journey to getting there that will count.”  

--- William Brody, John Hopkins University 
2006 Commencement President Remark 

 
I believe that we should set our purpose on a broader and higher position, rather 

than on any particular job. As Confucius told his students, “self-cultivate one’s moral 

2008 HICE Proceedings 
Page 3755



Guan, Jian      Page 

 

30

character rather than limiting oneself to one particular skill.” (Confucius, Lun Yu—Wei 

Zheng)  

Therefore, I have found a purpose for the two rockets that I am holding. I strive to 

develop more talents and contribute my energy to society. I believe with the two rockets 

pushing me forward towards the same direction, I will be able to move faster than those 

who believe they only have one rocket.  

Establishing Identity 

“Establishing identity (also) includes reflecting on one’s family of origin 
and ethnic heritage, defining self as a part of a religious or cultural 
tradition, and seeing self within a social and historical context.” 

--Arthur Chickering, Education and Identity 
 

Living in a new environment is another chance to re-develop oneself, and 

international students can truly benefit from that experience. International students have 

their own authentic background, and have the advantage to expose themselves to another 

culture.  If we master our self-cultivation, and have a more open mind when we arrive in 

a different country, we need to be competent to merge all kinds of different cultures and 

values together, in order to achieve our personal goals. This is far more important than 

our grades earned from colleges and our profession.  

American educational philosophy promotes the individual development of each 

student, and international students should take the advantage of this philosophy as an 

opportunity to learn about your talents. International students should utilize their talents 

to blend into the culture, and then you will become a pluralistic and global person. For 

me, I am a singer and I am working towards utilizing all my resources and talents to 

enlighten others’ passions and help them to achieve their dreams.  
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International students may worry about losing their sense of self, thus it is 

important that international students remind themselves about what their reactions would 

be in their home country, and try to stay true to what they feel is their own authentic self.  

I see myself as a person from a country where Confucianism has been taught and 

used for thousands of years. Filial Piety is the No.1 kindness in the Confucius ethic. I 

understand that the love from parents to their children is instinctive and unconditional. If 

the heart of appreciating parents would grow and expand, one day it will be embedded in 

a person’s sense of caring for others.  

Moreover, I do not just belong to myself; I belong to a large family. For example, 

my parents never just thought about themselves. They have also carried a lot of 

responsibilities for me and others and I should do the same for them. Therefore, my value 

of being Chinese also affects my decision making: I do not want to make my decisions 

only based upon my self-interests.  

The Significance of a Global Environment for International Students 

“The significance of the quality of the environment is very important. It 
may both directly and indirectly affect performance and persistence. 
Experiences of alienation, lack of comfort, and isolation not only deprive 
students of access to information, support, and programs but can also 
produce stress and a general lack of commitment that the rigors of an 
education necessarily require. These issues can be important for any 
member of the community who feels different but particularly for new 
students who at the same time are experiencing the transition to a new 
environment.” 

                                                   --Smith and Wolf-Wendel, Challenge of Diversity 
 

I did not have much in common with my cohort members other than my age and 

the knowledge of the student affairs profession. One thing I miss from my past is that I 

had appreciative friends with which I shared experiences and common interests. It was 
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hard to meet anyone outside of graduate school. There was a community for international 

students, however, which was 30 miles away. The people from my cohort are diverse, but 

they do not seem to have the same interests as me. I used to attend every cohort 

gathering, and tried to involve myself in this community, but people kept turning their 

backs on me to talk to others. I felt alienated and I became resistant to the community.  

This resistance left me to experience some incredibly lonely times. In school, I was 

negatively affected because of the lack of an international community. 

International students should know how to help ourselves. I concluded a few 

things after my crisis, especially in New England: 

1. Do not cop-out.  Or as Robert Nash says “Don’t flee!” Let the miseries and 

mistakes all become short-term memory. I try to think: “There is a reason for 

me to be here, because I am here.”  This allows me to focus on making the 

best experience possible. 

2. Use the local resources that are available, such as bus systems and trains to go 

out for excursions to historically significant places and beautiful scenery. 

3. Join the on-campus activities and local community activities when you have 

some downtime. The local community is very welcoming and global thinking. 

4. Support and assist the university to create a global community that would 

fulfill your needs, by involving yourself in activities that allow you to share 

your experiences. 

The Process of Finishing Graduate School is a Class in and of Itself  

My HESA graduate program is a class, in and of itself. By experiencing different 

teaching methods, I understand that each individual personality has its own learning style.  
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I understand that a master’s degree and special skills are the hardware 

qualifications, and the software will determine one’s life, then the software runs the 

hardware. The software, in my case, is my personality, attitude and values and culture 

background.  

Through graduate school, I strengthened my inner qualifications. I learned how to 

be a team player. I learned to become a self-starter, how to think critically, how to respect 

another culture, and how to handle pressure. Working with great mentors has changed my 

thinking towards society and leadership. In his article “Dynamics of Leadership,” Jack 

Gibb stated, “People must be led. People perform best under leaders who are creative, 

imaginative, and aggressive—under leaders who lead.” (Gibb, 1974) Everyone is 

contributing their energy to the society. 

I believe these experiences improve my values and attitudes. In some ways, these 

experiences are even more valuable than the knowledge I have learned in classes.  

COMPARING THE STUDY ENVIRONMENT OF CHINA AND THE U.S. 

Looking back on my path as a student, I have been surviving for 20 springs and 

falls. Through twelve years from elementary to high school in China and nine years in the 

United Kingdom and the United States, I personally experienced how different higher 

education systems have impact me differently.  

In the U.S., young people have extraordinary power in choosing their own 

destiny. Young people are not as limited by outside forces in terms of their career, 

spouse, place or residence, etc. (Robbins & Wilner, 2001) 

In China, society had become dramatically competitive while I was gone. Because 

of social pressure, people are more realistic and more concerned with money. Most 
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students are choosing to study Business or Engineering. I feel many Chinese students will 

not be able to have the same opportunities that I have been offered, to develop myself as 

a unique individual. 

I studied 12 years from elementary to high school without a proper break. My 

heart for study had already been torn and tired for a long time. A lot of my peers’ 

situations in China were very similar to mine. Research in China shows that an 

elementary school student’s backpack for school is 11-17 pounds on average, which is 

the heaviest among such student populations in the world! (Da Lian Daily, 2006) 

MY HOPES FOR STUDENT AFFAIRS IN CHINA 
 
Switching the Mindset from “Institution-Centered” to “Student-Centered” 

China currently does not have a program in higher education and student affairs. 

Though people have realized the importance of student affairs for student’s development, 

most of the research in China is in the form of articles, exchange scholars and presidents 

of Chinese universities who have visited the United States. The universities, however, 

still focus on academic performance, judicial affairs, and university policies were still 

made in light of “institution-centered” rather than “student-centered.”(Li, 2004) 

Therefore, I hope Chinese universities will learn from American higher education and 

student affairs.  I hope that Chinese universities will switch from the mindset of 

“institutional-centered” to “student-centered.” Students will be treated as citizens, and 

their right as a citizen will be better protected and their motivation for learning will be 

increased. 
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Establishing Higher Education and Student Affairs Graduate Programs  

The first step is to have our own programs in fostering student affairs 

professionals. At the end of the program, it will be important to send specialists to come 

to the United States to study. This could be a short-term course, and yet it needs to be 

comprehensive and inclusive. It will help them to learn from a variety of experiences in 

American Higher Education and when these professionals return to China, they can use 

their knowledge to apply the ideas and theories to Chinese education.  

MY HOPES FOR STUDENT AFFAIRS IN THE UNITED STATES 

U.S. still has the largest attraction for international students in the world. 
As stated in the article “A Test of Leadership”, 
 

“Much of our nation’s inventiveness has been centered in colleges and 
universities, as has our commitment to a kind of democracy that only an 
educated and informed citizenry makes possible. It is not surprising that 
American institutions of higher education have become a magnet for 
attracting people of talent and ambition from throughout the world.”  

     --Margaret Spellings, A Test of Leadership 
 

The number of international students enrolled in the U.S. has declined for the last 

two years and now remains steady at 564,766. International enrollments have stabilized 

and are poised to rebound. (IIE, 2006) As the international student population increases, 

the needs of international students have become more demanding. Expanding support 

systems, such as hiring international programming staff, creating a specialist position for 

international students with disabilities, will better serve this unique student population’s 

needs.  

I also hope that higher education institutions in the U.S. will increase the 

programming staff and specialists for international education, especially for those with 

disabilities. 
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Services for International Students with Disabilities  

During my seven years of study as an international student in the United States, I 

have received a lot of support from international student services. I did a practicum at the 

Students with Disabilities Office, and I discovered that there has not been a support 

system for international students with disabilities throughout the country, especially for 

students with learning disabilities. A native student is able to receive documentation of 

such disabilities from their physicians, and faculty members can give certain 

accommodations based on these documentations. In many countries, such as China, 

however, there is a lack of awareness of the importance of serving students with 

disabilities. Many international students discover that they have learning disabilities 

while studying in the U.S. A non-native student with learning disabilities is not covered 

by the insurance to take examinations. It is also very difficult to determine whether 

symptoms are due to language barriers or a real learning disability.  

Students Going Out and Foreign Experts Coming In 

I would suggest that universities in the U.S. encourage every student to study 

abroad. Students will better understand the situation of minority groups in their own 

country, once they experience for themselves what it is like being a member of a minority 

group in a non-English speaking country.  

Although American Higher Education is one of the most advanced Higher 

Education and Student Affairs Administration systems, looking at how other countries 

have been doing this important work will help to broaden the vision and better serve 

students with different needs. By inviting foreign student affairs professionals to visit and 

exchange their experiences will connect higher education around the globe.  
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CONCLUSION 

To summarize my advice to international students, I would tell them: “It is all 

about respect. Respect people, both those in the majority and the minority, respect their 

culture, be polite and develop various interests.” In much the same way, Confucius said, 

“People would not mind the over-politeness.” Confucius highlights the importance of 

ways of communicating with people, and we should illustrate our caring and respect 

through verbal and non-verbal behavior. I feel that international students must follow the 

advice of Confucius while all the while endeavoring to be social, make themselves open 

and spend time with everyone (not just the people from their own country.)   

I have learned that it is important to ask people for clarification or to repeat their 

words if I do not understand something that they have said. Also, I believe that living in a 

new environment is another chance to re-develop ourselves. I would caution international 

students to keep in mind that people may perceive their personality differently when they 

are using a non-native language. In order to avoid losing themselves in an attempt to fit 

into a new culture, it is important to imagine what they would do if they were in their 

own country. When people make offers to international students, I would recommend that 

they accept these offers with sincere appreciation. I believe that it is important to help 

others while you can. I think a person with many interests would find it easier to get to 

know more people.  

When encountering challenges, I found it is helpful by keeping a positive attitude 

and seeing new opportunities as new adventures. Trying not to overcommit myself to any 

single path has been something crucial to my success, since I know that what I am doing 

now will not be a perfect fit forever. 
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International students should be able to know how to help themselves, or be 

willing to look for support. We need to know how to survive even in the lack of services 

and community. We need to endeavor to avoid stubbornness. It is important to look at 

things from a larger picture and higher place that will allow us to have perspective, in 

order to prevent us from focusing on one tree and ignoring the whole forest.  I hope that 

other students will learn from the mistakes of those who have come before them. 

I realize that our biggest obstacle in life is to overrun ourselves. The only people 

who can truly conquer us are ourselves. We should not fight the nature and our current 

living environment. Someone said that 80 percent of our lives will be spent experiencing 

hardships, but we should remember that we are like a piece of hot steel, in that when it is 

put into cold water, it will turn solid. Fredrick Nietzsche said “What does not destroy me, 

makes me stronger.” (Nietzsche, 1899)  

We should root into the ground rather than escaping and moving from place to 

place.  It is important that we admit that we are normal persons, and try to do what a 

grounded person would do. We should utilize all that we have, and find clear values 

within our heart in order to guide us to success. Finally, we should ensure to minimize the 

amount of worry that parents will experience while we are away.  

International experiences can change your life, and there are gifts given to each 

international student from each country in which they live.  The implication of this for 

student affairs and higher education professionals is that we need to encourage more 

students to experience new cultures.  Better enabling students to deal with the hardships 

of building a life in a new culture is crucial to better helping international students and 

promoting internationalization. 
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Abstract 
 

This research adds to the literature of classroom based action research as a self-sustaining K-

12 educational process after taking university action research methods classes.  Areas of focus 

include a profile and behaviors of K-12 teachers using the systematic principles of action 

research.  The results indicate that K-12 teachers who use action research feel student learning is 

impacted in a positive way and that it also informs their teaching in a positive way. More 

professional development time, financial support and collaboration with colleagues would be 

motivators for more teachers to actively engage in classroom action research.  
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Classroom Action Research:  Does it Work? 

 

As state and federal laws (NCLB, 2002) concerning education become more and more 

demanding and schools transition to more concentrated student focused curriculums, there is a 

greater need to combine pragmatic and theoretical philosophies into university teacher education 

programs. Teacher education programs are challenged to meet these demands by producing 

professionals who are equipped with knowledge and expertise that is student centered, data 

driven and affects, in a positive way, a diversified student population.  One of the ways teacher 

education programs address these challenges is through classroom research, often referred to as 

action research or practitioner research.  Universities teach classroom (action or practitioner) 

research methods as a way to measure student learning, evaluate programs, curriculum, and 

pedagogy while providing data useful for school accountability and accreditation reviews.  

Hence, this type of educational research has become the conventional and respected way to 

address learner-centered curriculum standards.  There is evidence that supports this type of 

research as a tool that works in the classroom (see Anderson, Herr, & Sigrid-Nihlen, 1994; 

Parsons, & Brown, 2002; Glanz, 2003; Mills, 2003; Stringer, 2004).  However, there is little 

evidence that demonstrates educational research as an ongoing self-sustaining process in schools 

once the K-12 teacher is no longer a student in the university’s teacher education program.  With 

little evidence that supports educational research away from the university setting, the purpose of 

this research is to explore educational research as a self-sustaining educational model.  More 

simply put, do K-12 classroom teachers continue to embrace the principals of educational  
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research after they have successfully completed a university educational research methods 

program?    

Methodology 

The respondents in this research were K-12 teachers who had successfully completed a 

Master of Education program from a small private religious University.  All of the respondents 

had been instructed by the same professor and they were taught with the same action research 

curriculum and principles. The principles of action research, think, identify a problem, act, 

reflect and share are based on Stringer’s, (2004) “Systematic Process of Inquiry…which includes 

the following elements…design the study, gather data, analyze the data, communicate the 

outcomes, and use the outcomes” (p10).  Based on this systematic process of inquiry, the K-12 

teachers engage in an action research project that is to be of educational benefit by improving 

student learning in a positive way, important to their individual schools and enhances their 

professional growth.  Respondents in this research are teachers who had taken the action research 

classes and had completed the university’s Master of Education requirements one to two years 

prior to the data collection for this research.  

Research (Questionnaire) Design 

The research design is mixed-method using an electronic questionnaire gleaning both 

qualitative and quantitative data. The electronic questionnaire design uses four types of 

questions, questions to gain basic demographic information, questions to gain information about 

behaviors as related to action research, closed ended and open-ended questions.   
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Basic demographic information such as (a) how long it had been since taking the action 

research classes, (b) grade level currently teaching, (c) name –optional, and (d) name of school 

or work site—optional, identifies the personal characteristics of the respondents.   

Questions related to action research behaviors are written as yes—no –too soon to tell. These 

questions are then followed by open-ended questions allowing the respondents to elaborate on 

responses.  Samples of these questions include: (a) was taking action research a valuable part of 

your educational experience?  If you answered yes, elaborate on how it was valuable, and (b) do 

you continue to use the principles of action research (think, identify a problem, act, reflect, 

share)?  How have these principles impacted student learning?  Finally, close-ended questions 

such as, what would motivate you to use or continue using action research as part of your daily 

practice, with pre-set responses such as more professional development time, support from 

school administration, engaging in action research with colleagues, support from the university, 

financial support and other, are used to compare like responses from all respondents. 

The open-ended questions are included to obtain rich evaluative information on the 

university’s action research curriculum, assess the utilization of action research principles as they 

relate to student learning, and to review the action research principles as they relate to teacher 

pedagogy.    More simply put, the questions on the electronic questionnaire are designed to see if 

the action research curriculum that is taught in a particular university program is useful, practical 

and a usable way of improving student learning and impacting teaching in a positive way on a 

continual and daily basis. 
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Results and Discussion 

The quantitative data was analyzed using SPSS for descriptive statistics indicating frequency, 

percentages and cross-tabulations.  Since an electronic questionnaire was used which 

incorporated open-ended questions, the qualitative portion of the research was pre-categorized by 

response.  Responses were then organized by interpretation of answers that expressed 

universality to the open-ended question.   
There were 22 teachers or 78% who responded to the questionnaire.  Of the six teachers who 

did not respond, two had moved out of state and the e-mail address that the researcher had on file 

was no longer valid.  The remaining four did not respond to the questionnaire. No additional 

attempts were made to contact the teachers who did not respond.   

Teacher profile 

There was a question on the questionnaire that asked if the respondent was willing to take 

part in future research, if so, they were to supply name and contact information, 64% of the 

respondents responded to that question.  Of the 64% who responded (n=16), 81% were 

female and 19% were male.   

When this questionnaire was written it was felt that most students were newly graduated 

with a Master’s degree, but additional years of action research classes were added to the 

questionnaire as a way of gathering information on whether or not students had taken 

previous action research classes. The majority of respondents (82%) had been out of the 

graduate action research classes for one year while 18% had been out of the action research 

classes two years.  There were no respondents who had been out of the classes more than two 

years.   
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Most of the teachers (86%) continued teaching full-time in K-12 education, while 14% were 

not full-time K-12 teachers.  One of the respondents, who was not a full time teacher was 

looking for full-time employment as a teacher, but was substitute teaching while seeking 

employment, another became a district employee in the role of mentor teacher consultant and the 

last non-full time K-12 employee was on leave for one year. 

As part of the voluntary demographics 18 of the 22 respondents entered the grade level that 

they taught.  The highest representation was found in the elementary grades (K-6) where 67% 

were elementary school teachers.  Grades 4 and 5 were evenly split with 44% of the respondents 

in each grade.  Middle schools (grades 7-8) were represented with 6% respondents and high 

school (grades 9-12) had a 22% representation.  Hence, a general profile of the teacher who 

responded to this research questionnaire was a female, fourth or fifth grade teacher who had 

completed the action research classes one year prior to data collection. 

 

Participant behaviors 

One of the ways of evaluating the usefulness and practicality of connecting theory to practice 

in the university action research classes was to simply ask the respondents if the action research 

classes were a valuable part of their educational experience. One respondent said,  

The action research project gave me an opportunity to truly look at a specific area of my 

teaching. My project was math related and it gave me an opportunity to demonstrate a 

successful program and implement it throughout the school. Bottom line is that all of the 

students of the school eventually benefited by my research. 
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Another teacher felt she “…gained a great deal of insight as to how students learn and improve 

their learning skills, particularly in writing.”  While 82% said the experience was valuable, 18% 

said it was too soon to tell if the experience was valuable.  None of the respondents answered  

that the experience was not valuable.  All of the respondents who said it was too soon to tell if 

the experience was valuable completed the classes one year prior to data collection.  

Continuing to gather information on the usefulness of the university action research classes, 

respondents were asked if they currently continued to use the principles (think, identify a 

problem, act, reflect, share) of action research as taught in the university classes? 

I have brought the principles of action research to my grade level meetings. As a grade 

level, my colleagues and I identify a problem that our students are having and brain storm 

strategies we could use to improve the students’ performance in that area. We try the 

strategies out for a selected time period and then analyze students’ performance. We 

share our successes and failures. The process is on-going throughout the entire school 

year. 

Another teacher writes “As the Lower Division Director of my school, I encourage the K-2 

teachers that I work with to use the principles of action research in their own practice, even if a 

full-blown project is not possible.”  When cross tabulated, two of the respondents who said it 

was too soon to tell if action research was a valuable part of their educational experience are 

currently using the principals of action research.  In essence, the data shows that 68% of the 

respondents who are currently using the principles of action research, also thought that taking the 

action research courses were a valuable part of their educational experience. More importantly  
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9% of the respondents who felt it was too soon to tell if taking the action research course was a 

valuable experience are currently using the principles of action research.   (See Table 1) 

 
Was Taking Action Research Valuable? * Currently Using Action Research 
Principles? Cross tabulation 
 

Currently Using Action 
Research Principles? Total 

    Yes No 
Too Soon 

to tell Yes 
Count 15 1 2 18Yes 
% of Total 68.2% 4.5% 9.1% 81.8%
Count 2 0 2 4

Was Taking Action 
Research 
Valuable? Too Soon to tell 

% of Total 9.1% .0% 9.1% 18.2%
Count 17 1 4 22Total 
% of Total 77.3% 4.5% 18.2% 100.0%

Table 1 

 Results from this research which addressed student learning and pedagogy were qualitative.  

The qualitative summaries were based on the knowledge, observations, reflections and 

collaboration of the K-12 respondents.  In other words, student learning and pedagogy depended 

heavily on the professionalism of the classroom teacher.  When the teachers who were currently 

using the principles of action were asked how these principles have impacted student learning 

one respondent wrote from his professional observations that, “Students are more focused, think 

more reflectively and on a higher level of cognition and logic while retaining their creativity and 

individual strengths.”  Another respondent addressed the statement on the questionnaire by 

comparing his students to a colleague’s students.   He said, “Student achievement in my research 

area has stayed higher than my grade level average (using my peers' classrooms and students as 

the "average").”  While another respondent judged at student achievement based on the 

California Standardized Test (CST) scores.  
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We haven't seen CST scores yet, but we did see an increase in percentile and grade level 

equivalent in math scores for the students who used the math program. We anxiously await 

the standardized tests to see if they show the same results. 

From a research perspective it would be interesting to see if there was an increase in percentile 

and grade level equivalency in math for this teacher’s class , but the data for this research project 

was collected before CST results were shared and the teacher responded anonymously so there is 

no way to follow-up with this teacher. 

One of the teacher behavior questions asked teachers who continued to use the principles of 

action research, how it informed their teaching practice?  There were 15 qualitative responses to 

this question.  The responses fell into two primary categories curriculum development and 

professional or colleague development.  When addressing curriculum development one teacher 

said, “I am currently applying what I learned from my action research in all phases of the 

curriculum and have seen significant improvement in my students' motivation and learning.”   

Another responded “I am more aware of how to identify problem areas and find possible 

solutions that will help improve my teaching and my students learning experiences.”  The 

responses that emphasized professional and colleague development seem to highlight the “share” 

portion of the action research principles.  “The research, more than anything else, has assisted me 

in working with/helping other teachers who have children with disabilities in general education 

class rooms.”  Another teacher wrote, “I am able to share my findings with new teachers and 

give them some insight into different forms of parent communication.”  

The final teacher behavior data that was gathered was a cross tabulation of teachers who 

were currently using action research and also teaching in the same school they were in when they  
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took the action research university classes.   Fifty nine percent of the respondents who were 

currently using action research were teaching in the same school they were teaching in when 

they took the action research classes.  Fourteen percent of the respondents who were not in the 

same school were continuing to use the principles of action research, One respondent did not 

indicate if she or he is in the same school, but did indicate that he or she was using the principles 

of action research. However, what seems to be most important is that 77% of the respondents 

were using action research to impact student learning and inform their practice whether they 

remained employed in the same school or not.  (See Table 2) 

 
Teaching in the Same School? * Currently Using Action Research Principles? Cross 
tabulation 
 

Currently Using Action Research 
Principles? Total 

    Yes No 
Too Soon 

to tell Yes 
Count 13 0 4 17 Yes 
% of Total 59.1% .0% 18.2% 77.3% 
Count 3 1 0 4 No 
% of Total 13.6% 4.5% .0% 18.2% 
Count 1 0 0 1 

Teaching in the 
Same School? 

  
% of Total 4.5% .0% .0% 4.5% 
Count 17 1 4 22 Total 
% of Total 77.3% 4.5% 18.2% 100.0% 

 
Table 2 

Although these results seem quite affirming to the action research curriculum taught in the 

university, it does not fully address the question of whether action research is self-sustaining. 

Several times on the questionnaire respondents choose “too soon to tell” as a response which 

might indicate reluctance or some type of uncertainty on the part of the K-12 teacher to fully 

engage the principles of action research.  When asked “What would be motivators for you to  
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continue to used action research?  Three responses were paramount, time, money, and engaging 

in research with colleagues (see Figure 1).  As stated by one respondent, 

It comes down to time. Teaching is a job that is never "done." I could work in my classroom 

late each day and during the weekends and still feel there is more to do. Balancing my life as 

a professional competent educator and as a mother, person, etc. is difficult. While action 

research is very valuable, I don't know how much time I would be able to devote to it without 

taking away from other important responsibilities in my life.  Another respondent wrote, “I 

would if it would be paid for because I am paying off student loans currently…” while 

another indicated the frustration of not being able to engage in research with colleagues, “I 

have found that over time, there are fewer interested individuals for me to share with”.    

More prof 
devel time

26%

AR with 
colleagues

20%
support from 

university
10%

financial 
support

25%

Supprt from 
school admin

17%
other
2%

 

Figure 1 
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In these times of “high-stakes testing” accountability and assessment it is imperative that 

school administrations make available professional development time, financial incentives and 

opportunities for colleagues to collaborate on action research projects.  The research supports 

classroom action research as a way to influence student learning in a positive way while also 

affecting pedagogy. 

 

Summary 

This research indicates that teachers who actively engage in the principles of action research 

see positive results in student learning and in themselves as professionals. They willingly share 

this information with colleagues and as one respondent earlier said “bottom line is that all of the 

students of the school eventually benefited by my research.”   Literature on action research 

methods state that when teachers engage in action research projects it validates the reflective 

process and stresses the importance of life-long professional development through the 

recognition of educational issues, data gathering, learning and teaching strategies, and 

implementation (Creswell, 2002; Mills, 2000; Stringer, 1999). The results of this research project 

affirm those findings. The teachers who took part in this research are willing to use classroom 

action research as a self-sustaining educational model.  Their continued use of classroom action 

research supports the university’s methods classes and its curriculum.  However, teachers would 

like a stronger infrastructure to support them as they engage in classroom action research.   
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Appendix 

 

M.Ed. Post Action Research Questionnaire, 2003-2005-2 
Dear colleague, I am striving to refine and further develop the action research classes through 
your experiences, comments, and recommendations. Please take 10 to 15 minutes to respond to 
the following questionnaire. Your participation will greatly enhance the quality of current and 
future action research classes. Thank you, Dr. Travick-Jackson  
 

1. When did you complete your formal action research project and thesis?  

  One year ago  

  Two years ago  

  Three years ago  

  Four years ago  

  Five or more years ago  
 

2. Did you complete the action research project as part of your Master's degree?  

  Yes  

  No  
 

3. Was taking action research a valuable part of your educational experience?  

  Yes  

  No  

  Too soon to tell  
 

4. If you answered "Yes" to the previous item will you elaborate on how action research was 
valuable to your education experience?  
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5. Are you currently a classroom teacher?  

  Yes  

  No  
 

6. If you answered "Yes" to item 5, what is the grade level you are currently teaching?  

  

 

 
 

7. If you answered "No" to item 5, please indicate your current professional status.  

  

 

 
 

8. Are you teaching in the same school, as you were when you were doing your action 
research project?  

  Yes  

  No  
 

9. If you are using what you learned in action research how has it impacted student learning?  

  

 

 
 
10. If you are using what you learned in action research how has it informed your teaching 

practice?  
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11. Do you continue to use the principles of action research (think, identify a problem, act, 

reflect, share)?  

  Yes  

  No  

  Too soon to tell  
 
12. If you have comments from the question above, please use the space provided.  

  

 

 
 
13. Would you engage more in action research if you had university support?  

  Yes  

  No  

  Too soon to tell  
 
14. If you have comments from the question above, please use the space provided.  

  

 

 
 
15. What would be motivators for you to continue to use action research? (You may check 

more than one answer.)  

  More professional development time  

  Support from school administration  

  Conducting action research with colleagues  

  Support from University  
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  Financial support to conduct research  

  Other  
 
16. If you have comments from the question above, please use the space provided.  

  

 

 
 
17. How might the university help you to continue using action research?  

  

 

 
 
18. Would you take another formal action research class?  

  Yes  

  No  

  Too soon to tell  
 
19. If you answered "No" to item 18, what would need to happen for you to take another formal 

research action class?  

  

 

 
 
20. What is your name? (Optional)  

  

 
 
21. What is the name of the school where you teach? (Optional)  

2008 HICE Proceedings 
Page 3784



Classroom Action Research: Does it Work? 
Cecelia Travick-Jackson 
California Lutheran University 

19

  

 
 
22. Are you willing to be interviewed at a later date?  

  Yes  

  No  
 
23. If you answered "Yes" to item 22, please indicate a telephone number where you can be 

reached.  

  

 
 
24. Please include any additional thoughts, comments, or suggestions to improve the action 

research program at CLU.  

  

 
 
 

 

 

2008 HICE Proceedings 
Page 3785



                                                   Effectiveness of RESA-II Professional Development 1  

Title:    The Effectiveness of RESA-II Professional Development on  
    Teacher Success 
 
Topics:   Higher Education, Teacher Education, Educational Psychology 
 
Presentation Format  Research Paper Session 
 
Primary Author  James Sottile Jr. 
Affiliation   Marshall University 
Department   Educational Foundations and Technology 
Address   119 Jenkins Hall 
    One John Marshall Drive 
    Huntington, WV 25755 
E-mail    sottile@marshall.edu 
Phone Number  304-696-2870 
Fax Number   304-696-2866 
 
 
Secondary Authors  Kelly Watts 
Affiliation   Regional Educational Services Agency II 
Department   Program Development Director 
Address   2001 McCoy Road 
    Huntington, WV 25701 
E-mail    kwatts@access.k12.wv.us 
Phone Number  304-529-6205    x24 
Fax Number   304-529-6209 
 
 
Secondary Authors  Melinda Backus 
Affiliation   Marshall University 
Department   School of Education 
Address   131 Jenkins Hall 
    One John Marshall Drive 
    Huntington, WV 25755 
E-mail    backus5@marshall.edu 
Phone Number  304-696-2877 
Fax Number   304-696-2866 
 
 
Secondary Authors  Janet Dozier 
Affiliation   Marshall University 
Department   School of Education 
Address   130 Jenkins Hall 
    One John Marshall Drive 
    Huntington, WV 25755 
E-mail    dozier2@marshall.edu 
Phone Number  304-696-3102 
Fax Number   304-696-2866 

2008 HICE Proceedings 
Page 3786



                                                   Effectiveness of RESA-II Professional Development 2  

 
 

Running head:  EFFECTIVENESS OF RESA-II PROFESSIONAL DEVELOPMENT 

 

 

 

 

The Effectiveness of RESA-II Professional Development on Teacher Success 

 

 

 

 

Marshall University 

James Sottile Jr., Melinda Backus, and Janet Dozier 

 

Kelly Watts 

Regional Education Services Agency II 

 

 

 

 

Paper presented at the 6th annual Hawaii International Conference on Education 
 

January 5 - 8, 2008 
 

Honolulu Hawaii, USA 

2008 HICE Proceedings 
Page 3787



                                                   Effectiveness of RESA-II Professional Development 3  

Abstract 

 Current reform efforts call for teachers to teach in new ways. In order for teachers to 

remain current with new theories and practices based on present literature and research, they 

must become students of education themselves. This often requires teachers to change behaviors, 

alter pedagogical beliefs, and/or increase their willingness to step out of their comfort zones and 

take risks in their practice. If professional development is to have an impact on teaching practice, 

it must be viewed as a vital component of the duties and practices of the individual teacher. The 

goal of this research is to extend the literature in the area of professional teacher development 

and the impact on teacher self-efficacy and effective professional development training related to 

Regional Education Service Agency II (RESA II). The research question was, How effective is 

RESA II training on teacher development? 

 The participants completed seven sessions of the Lenses on Learning workshop and two 

sessions for the Substitute Training workshop. The two separate groups of participants were 

given identical questionnaires. On the Substitute evaluation form, 75.9 percent of the participants 

ranked the "usefulness" of the training as the highest possible ranking with a mean of 4.72 out of 

5.0. 81.0 percent of the participants ranked the "quality" of the training as the highest possible 

ranking with a mean of 4.78 out of 5.0. 100 percent of the participants stated they found the 

information related to the training useful in enhancing their leadership skills. On the Lenses on 

Learning evaluation form, 78.4 percent of the participants ranked the "usefulness" of the training 

as the highest possible ranking with a mean of 4.77 out of 5.0. 93.2 percent of the participants 

ranked the "quality" of the training as the highest possible ranking with a mean of 4.93 out of 

5.0. 
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The Effectiveness of RESA-II Professional Development on Teacher Success 

 Current reform efforts call for teachers to teach in new ways—ways that are often very 

different from how they were taught and how they learned to teach. Postmodernistic views of 

education have changed the way the field of education, as well as the public, regard teaching 

practices. In order for teachers to remain current with new theories and practices based on 

present literature and research, they must become students of education themselves. Often, this 

requires teachers to change behaviors, alter pedagogical beliefs, and/or increase their willingness 

to step out of their comfort zones and take risks in their practice. Fullan (1990) and Joyce and 

Showers (1980) assert that teacher behavior can be changed through professional development in 

which new knowledge, concepts, strategies, teaching approaches, and skills are introduced and 

implemented. 

 The professional development of teachers not only has an influence on teacher quality by 

enhancing pedagogical proficiency, but it can also have a great impact on teacher motivation to 

grow professionally, with the assumption that such growth will lead to quality teaching. “School 

boards recognize the connection between well-prepared and supported teachers, teacher 

competency, teacher efficacy, and student success” (Hirsh, 2003, ¶3). According to Hirsh (2003), 

50% of new teachers leave a district in the first three to five years of their career. Yet, those 

districts that successfully retain a higher percentage of new teachers are cognizant of the support 

that new teachers require. Ongoing professional development throughout a teacher’s career can 

provide knowledge, skills, and the support necessary to produce competency. The National 

Commission on Teaching and America’s Future (1996) found that teachers who feel more 

empowered to succeed with students are more successful and dedicated than those who feel 

unsupported in their learning and in their practices within the classroom. “Those who have 

access to new knowledge, enriched professional roles, and ongoing, collegial work feel more 

2008 HICE Proceedings 
Page 3789



                                                   Effectiveness of RESA-II Professional Development 5  

efficacious in gaining the knowledge they need to teach their students and more positive about 

staying in the profession” (National Commission on Teaching and America’s Future, 1996, p. 

82). 

 John Dewey, one of education’s most prominent philosophers and theorists, once asked 

an interview question of an applicant that has become famous in its own right, “Have you taught 

ten years or one year ten times?” (Thies-Sprinthall & Sprinthall, 1987, p. 66). This simple 

question addresses a crucial issue in today’s view of professional development: a teacher’s 

motivation to grow professionally. Under No Child Left Behind (NCLB) legislation, all teachers 

must become highly qualified through the attainment of content knowledge. But what happens 

after that? What motivates an educator to grow professionally year after year? One answer is 

quality professional development that produces feelings of efficacy, empowerment, and 

competence. 

 One goal of professional growth is to increase the competency of each individual teacher 

(Cook & Fine, 1996). Teacher competency refers to “any single knowledge, skills, or 

professional value position held by the individual teacher, which is relevant to successful 

teaching” (Cresap, McCormick, & Paget, 1984, p. 31). Such competency refers to the specific 

knowledge, actions, or beliefs of the individual teacher. Competence describes a person’s ability 

to “take the initiative and capably act upon his/her environment rather than remaining passive 

and allowing the environment to control and determine his/her behavior” (Wlodkowski, 1984, p. 

134).  

The competency of an administrator may also be increased through effective professional 

growth activities. Administrators have the responsibility of providing teachers with the capacity 

to increase the quality of the performance that they demand from the teacher; and, for the 

administrator and director’s investment in the teacher’s skill, the teacher has the responsibility to 
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demonstrate an increase in performance. The practice of improvement becomes the ability to 

move individuals as well as whole organizations toward the structures that support quality 

professional development in the service of student learning (Elmore, 2002). It is the job of the 

principal or building administrator to develop the atmosphere, support, guidance, and 

opportunities needed for effective professional development experiences (Miller & Verduin, 

1979). The principal becomes the facilitator who sets and maintains the stage for continuous staff 

learning and improvement. He/she also acts as resource provider for sound instructional 

professional growth that supports student achievement. In order to accomplish this, the principal 

must seek improvement and renewal simultaneously with his/her teachers (Foster, Loving, & 

Shumate, 2000). According to Foster, Loving, & Shumate (2000), the principal should be a 

leader, model, teacher, cheerleader, and one who is “down in the trenches” (p. 90) with the 

teachers and staff members. 

 Another goal of professional growth is to instill a sense of self-efficacy in the participant. 

The acquisition of new knowledge and mastery of a set of objectives, which provide the 

foundation for professional development activities, lead to the development of confidence in 

one’s ability and skill level, known as efficacy. Bandura (1993) asserts that a teacher’s belief in 

his/her own efficacy to support student learning affects the types of teaching and learning 

environments created as well as the level of academic progress made by his/her students. Thus, 

confidence in one’s ability supports the efforts to acquire and master new knowledge and skills, 

the mastery of which, in turn, promotes confidence (Wlodkowski, 1984). The attainment of self-

confidence is a product of competence growth, providing the basis for taking risks and 

expanding one’s level of skill and performance into new areas (Sparks, 1988; Wlodkowski, 

1984). Experimental research has indicated that people strive to behave in manners consistent 

with their view of themselves (Wlodkowski, 1982). 
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 The ultimate goal of professional development is an improvement in student 

achievement. Investing in the professional growth of teachers is a valuable tool of school 

improvement. The most effective way to improve student achievement and advance school 

success is to increase the quality of teaching occurring in the school through quality professional 

growth activities. According to research, increasing the education of teachers is the investment 

that yields the greatest increase in student achievement (31st Annual Phi Delta Kappa, 1999). 

Educational entities recognize a connection between teacher improvement and student 

achievement (Cook & Fine, 1996; National Commission on Teaching & America’s Future, 1996; 

National Education Association [NEA], 1998; National Staff Development Council [NSDC], 

2003; US Department of Education [USDE], 2003). 

 An integral component in the improvement of student achievement is an increase in 

teacher effectiveness (USDE, 2003). According to research by Ferguson (1991), the 

qualifications of the teacher constitute 44% of the impact on student learning. With the teacher’s 

ability playing such a crucial role in student achievement, professional development that 

improves the qualifications of the teacher can have a direct impact on the improvement of 

student learning. 

 Key elements of quality professional development have been identified by many 

educational entities: No Child Left Behind (NCLB) legislation, the National Staff Development 

Council (NSDC), the U. S. Department of Education’s Professional Development Team, the 

National Education Association (NEA), the National Foundation for the Improvement of 

Education (NFIE), the North Central Regional Educational Laboratory (NCREL), the 

Appalachian Educational Laboratory (AEL), the Southern Regional Education Board (SREB), 

and state departments of education. High quality professional development consists of activities 

that are 1) targeted to the specific needs of the individual teacher and the school/organization; 2) 
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collaborative in nature; 3) considered an ongoing process that is conducted in a long-term 

sustained manner; 4) “time-friendly” and job-embedded in the daily experiences of the teacher; 

5) opportunities for reflective thinking; and 6) systematically evaluated for their impact on 

teacher effectiveness and student achievement. 

Quality professional development encompasses activities that are targeted toward the 

needs of the individual teacher as well as the school and/or organization. Teachers must 

participate in learning experiences that are pertinent to their educational situations. Teachers find 

value in information that is directly applicable to their everyday classroom experiences and 

linked to specific instructional objectives and learning concepts (NFIE, 2003). Brown (1992) 

recognized that educators have a hard time connecting what is presented through professional 

development activities to their day-to-day practices. The perceived usefulness of professional 

development is critical to the validity of such experiences and to the motivation of teachers to 

participate in such experience. 

Professional development must also be organized to create effective learning 

communities. The underlying premise of establishing learning communities is that “members 

learn best from one another and grow through interaction with other members” (Newell, 

Wilsman, Langefeld, & McIntosh, 2002, p. 2). One of the recommendations of The National 

Commission on Teaching & America’s Future (1996) is to link teachers to larger learning 

communities so they can bring in expertise and ideas to complement their work. Likewise, two 

of the context standards and one of the process standards of the NSDC’s standards for 

professional development call for the organization of adults into learning communities whose 

goals are aligned with those of the school and/or district, for the support of collaboration through 

resources, and for the acquisition of knowledge and skills needed to collaborate (NSDC, 2003). 
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Bowskill, Foster, Lally, and McConnell (2000) have found a growing trend of collaboration 

among individuals, departments and universities in professional development experiences. 

 Experience has shown that problem posing is greatly enhanced when educators 

communicate with other educators who are familiar with the particular problem under study 

(Kuhne & Quigley, 1997). In 1996, the NEA (as cited in NFIE, 2003) published the results of a 

two-year nationwide study on high quality professional development. The report concluded that 

“when teachers analyze and discuss instructional practice and the resulting samples of student 

work, they experience some of the highest caliber professional development available” (¶9). 

Thus, one of the recommendations for quality professional development suggested by the NEA is 

to provide teachers with opportunities to mentor with colleagues (NEA, 1998). 

Within the process standards of the NSDC’s standards for professional development, 

collaboration is acknowledged as a means of providing educators with knowledge and skills. 

Quality professional development provides time for teachers to interact with peers, to share 

views and experiences, and offers mentoring opportunities (Abdal-Haqq, 1996; Gibbons & 

Kimmell, 1997; Kelleher, 2003; NFIE, 1996). Through the use of collaborative professional 

development, teachers can “develop stronger voices to represent their perspectives, learn to 

exercise leadership with their peers, use their firsthand experience to create new possibilities for 

students through collaborative work, and develop a community of shared understanding that 

enriches their teaching and provides intellectual and emotional stimulation” (Lieberman, 1995, p. 

595). Through the process of collaboration, teachers become sensitive to their contexts and 

concerns and are more empowered to be leaders as well as learners (Lieberman, 1995). 

Quality professional development must go beyond the traditional one-shot events and 

contain a more continuous form of application, communication, and reflection. A long-term plan 

that is focused and ongoing is one of the key elements of quality professional development as set 
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forth by NCLB (USDE, 2003). Likewise, the U. S. Department of Education’s Professional 

Development Team calls for leaders to guide continuous instructional improvement for teachers 

(NSDC, 2003). Sparks & Loucks-Horsley (1989) contend that in study after study, appropriate 

professional development experiences with continual, follow-up assistance that allows time for 

new behaviors to be integrated into a teacher’s everyday practice are a part of effective 

professional development. One of the NCREL’s goals for professional development is that 

experiences are “considered an ongoing process and are conducted in a long-term, sustained 

manner” (Cook & Fine, 1996, ¶10). 

Reflection of one’s practice is also recognized as a key element of quality professional 

development (Abdal-Haqq, 1996; Gibbons & Kimmell, 1997; Hilliard, 1997; NEA, 1998). In 

Hilliard’s (1997) study of effective professional development practices, one commonality found 

was time set aside for deep reflection by the participant and the developer of the professional 

development experience. Professional development should begin with the targeting of specific 

goals and end with reflection on how the goals have been met (Kelleher, 2003). 

According to Denzin & Lincoln (2000), the mark of a professional teacher is the ability to 

take reflective action. Teachers who use cases written as self-reports of personal experiences 

suggest that they are a great tool to develop habits and techniques of self-reflection, as well as a 

stimulus to analytical thinking (Kleinfeld, 1992). Therefore, professional development practices 

that allow teachers to study their unique situations cause them to step back and critically reflect 

how and why they teach in a particular way. 

 If professional development is to have an impact on teaching practice, it must be viewed 

as a vital component of the duties and practices of the individual teacher (National Commission 

on Teaching and America’s Future, 1996). In order to be viewed as a vital component of one’s 

career, professional development must prove to be a worthy and valuable experience. The goal of 

2008 HICE Proceedings 
Page 3795



                                                   Effectiveness of RESA-II Professional Development 11  

this research is to extend the literature in the area of professional teacher development and the 

impact on teacher self-efficacy and effective professional development training related to 

Regional Education Service Agency II (RESA II). How effective is RESA II training on teacher 

development?  The first research question was, "What is the effect of Lenses on Learning 

training on teacher development?" The second research question was, "What is the effect of 

Substitute training on teacher development?"  It is hypothesized that the Lenses on Learning and 

Substitute training professional development will increase teacher self-efficacy.  It is further 

hypothesized that the RESA-II training is an effective form of professional development as 

evaluated by the participants. 

 

Methods 

Procedures 

 The participants completed the training and surveys at the RESA II office.  Surveys were 

given at the end of each session. The participants completed seven sessions for the Lenses on 

Learning workshop and two sessions for the Substitute Training workshop. The participants were 

given 30 minutes to complete the survey and the reflection requirement. The reflection 

requirement asked the participants to state how they will incorporate the material learned in each 

of the professional development workshops. 

 

Description of Regional Education Services Agency II (RESA II) 

 There are eight Regional Education Service Agencies established in West Virginia by the 

Board of Education under WV Code 18-2-26 in 1972. As mandated, each RESA will provide:  

Assessment of educational needs; computer basic skills support; computer information systems; 

cooperative purchasing; cost effective programs; equal educational opportunities; exemplary 
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teacher recognition; feasibility studies; instructional models; and legislative evaluation reports. 

RESA II will also provide the following general services: Coordinate regional planning for 

cooperative purchasing for region II counties in the areas of instructional, custodial, and 

computer supplies, transportation, and food services; assist/coordinate county and consultative 

personnel in the development of regional feasibility studies; and serve as a liaison among local, 

regional, and state agencies in the exploration and development of appropriate regional cost 

effective programs. The Executive Director of RESA II provides leadership in developing 

cooperative regional programs which provide cost effective educational opportunities for the 

educational community. RESA II serves K-12 public education in Cabell, Lincoln, Logan, 

Mason, Mingo and Wayne counties in the south-western region of West Virginia. The mission of 

RESA II is to advance the quality of education while focusing on cost-effective measures in the 

Region II counties of Cabell, Lincoln, Logan, Mason, Mingo, and Wayne. RESA II strives to 

promote cooperative efforts among the counties, promote excellence in administrative practices 

and teaching strategies, and consolidate resources in an effort to provide quality educational 

opportunities. 

 

Description of Lenses on Learning Sessions 

 Lenses on Learning is a series of three modules developed with the support of the 

National Science Foundation by the Education Department Center in Newton, Massachusetts. 

RESA II is supporting this model in a Principal Leadership Series that started in February 2006 

and continued through the 2006-2007 school year to provide all principals the opportunity to 

attend and earn 42 continuing professional development credit hours. This research-based project 

is designed to provide administrators with the opportunity to experience growth in their roles as 

instructional leaders.  Participants have experienced the opportunity to think through ideas about 
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learning, teaching, assessment, and mathematics content that underlie standards-based reform 

and will relate those ideas to their own practice. 

 In the Supervision Module, participants will consider how these (learning, teaching, 

assessment, and mathematics content underlying standards-based reform) ideas relate to 

classroom observation and evaluation. While the program focuses on the mathematics classroom, 

the Lenses on Learning concepts, skills, and tools can be adapted to any grade level or subject 

area. In each session participants will complete mathematic problems together, view and discuss 

videos of teachers and students in the classroom, and read and discuss relevant research articles. 

As the course progresses, participants will reflect on their views of teaching and learning in light 

of current administrative practice. Most importantly, Lenses on Learning will provide 

participating administrators a peer group that supports intellectual exploration and risk taking. 

 

Description of Substitute Training Sessions 

 Classroom Management is addressed through the development of the effective classroom 

utilizing behavior management techniques. The professional development focuses on five 

techniques to ensure that participants have a sense of understanding of the effective classrooms. 

The five techniques are the ability to teach expectations, the ability to get and keep students on 

task, the ability to maintain a high rate of positive teacher-to-pupil interactions and risk-free 

student response opportunities, the ability to respond noncoercively, and the ability to avoid 

being trapped or "set-up" by students. The professional development continues with a strong 

focus on teaching strategies that will support the participants in any situation. Brainstorming, 

concept mapping, K-W-L chart, cooperative learning, questioning and effective implementation 

of audio visual materials are several of the topics that the participants are engaged in regarding 
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hands-on learning environments that will support their understanding of the effectiveness of each 

strategy. 

 Three of the 12 hours are focused on special education. With the inclusion model being 

used across the West Virginia counties, it is important that the participants have at least an 

awareness of the needs of the classroom learner as well as the important issues that may arise in 

any classroom. The twelve hours of professional development continues with topics concerning 

state initiatives such as policies, 21st Century learning, WV Content Standards and Objectives, 

and the state administered accountability test (WESTEST). 

 

Participants 

 The Lenses on Learning (LOL) participants were primarily principals in the elementary-

middle school environments. There were 117 LOL participants who completed the training.  

Two percent of the participants were academic coaches and lead teachers who were asked by the 

principal to attend the training. The gender division was 72 percent female and 28 percent male. 

The participants ranged in age from 30 years to 50 years old. The tenure of the participants was 

one year of experience to 25 years of experience and all of the participants had at least a Master's 

degree. 

 The Substitute sample (participants) had to meet the state requirements to be defined as a 

substitute. West Virginia State Policy 5202 states that the minimum requirements for the 

licensure of professional/paraprofessional personnel and advanced salary classification is the 

policy set in place for counties to hire substitute teachers that do not possess a Bachelor of Arts 

in teacher education. All participants must have a bachelor’s degree and a minimum overall 

acceptable GPA of 2.00. Participants wishing to acquire another type of license must meet the 

2.5 overall GPA standards prior to receiving subsequent license. In order for participants to 
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obtain a short and or long term substitute certificate they must first be recommended by their 

county superintendent and then complete 18 hours of professional development designed through 

the RESA. 12 of the 18 hours consist of class sessions whereas the other six are through 

observations in a certified teacher’s classroom. Professional development topics that are 

addressed in the 12 hour sessions include:  classroom management, teaching strategies, special 

education, school policies, 21st Century, West Virginia Content Standards Objectives and 

WESTEST. 

 The gender division was 60 percent female and 40 percent male. There were 79 

Substitute training participants who completed the sessions. The participants ranged in age from 

22 years to 50 years old. The tenure of the participants was one year of teaching experience and 

all of the participants had a Bachelor's degree. Two percent of the participants were still in the 

process of taking the certification test (PRAXIS II Content Knowledge test and the Principles of 

Learning and Teaching test) to obtain a teaching certificate. 

 

Instrument 

 The evaluation instrument was identical for the Lenses on Learning and Substitute 

Teacher training sessions. The evaluation form had three quantitative questions and three 

qualitative questions. The participants had to rank on a scale of one to five, with the five being 

"very useful" and one being "not useful."  For the first question the participants were asked, 

"Will you be able to make use of ideas provided in this presentation?" The second question 

states, "Do you feel the presentation was organized and presented effectively?" To the third 

question the participants were asked to respond with either "yes" or "no." The question states, 

"Will this information be useful in enhancing your leadership skills?" For the fourth question, the 

participants were asked to provide comments regarding the training. The fifth question asked the 
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participants, "What was the most valuable aspect of this training session for you?" The last 

question asked the participants, "What could have made this session more effective?" 

 

Results 

 The two separate groups of participants were given identical questionnaires. Each of the 

questionnaires were identical but were given to the two separate groups. On the Substitute 

evaluation form, 75.9 percent of the participants ranked the "usefulness" of the training as the 

highest possible ranking with a mean of 4.72 out of 5.0. 81.0 percent of the participants ranked 

the "quality" of the training as the highest possible ranking with a mean of 4.78 out of 5.0.  100 

percent of the participants stated they found the information related to the training useful in 

enhancing their leadership skills (See Figure 1 for Substitute Teachers RESA II Training 

Evaluation). 

 On the Lenses on Learning evaluation form, 78.4 percent of the participants ranked the 

"usefulness" of the training as the highest possible ranking with a mean of 4.77 out of 5.0.  93.2 

percent of the participants ranked the "quality" of the training as the highest possible ranking 

with a mean of 4.93 out of 5.0.  100 percent of the participants stated they found the information 

related to the training useful in enhancing their leadership skills (See Figure 1 for Lenses on 

Learning RESA II Training Evaluation). 

 

Figure 1 

Substitute Teachers RESA II Training Evaluation 

Question    % Highest Rank  Mean 
 
Usefulness (Will you be able to make use of the  75.9   4.72 out of 5.0 
ideas provided in this presentation) 
 
Quality (Do you feel the presentation was  81.0   4.78 out of 5.0 
organized and presented effectively) 
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Leadership (Will this information be useful in 100.0   1.0  
enhancing your leadership skills?) 
 
 

Figure 2 

Lenses on Learning RESA II Training Evaluation 

Question    % Highest Rank  Mean 
 
Usefulness (Will you be able to make use of the  78.4   4.77 out of 5.0 
ideas provided in this presentation) 
 
Quality (Do you feel the presentation was  93.2   4.93 out of 5.0 
organized and presented effectively) 
 
Leadership (Will this information be useful in 100.0   1.0  
enhancing your leadership skills?) 
 

 The participants were asked to complete limited responses to three questions. This set of 

data was analyzed taking into account a qualitative process that was thematic in nature. When the 

participants who completed the Lenses on Learning training were asked, "What was the most 

valuable aspect of this training session for you?," numerous themes emerged from the data.  The 

following themes represent direct quotes from the participants. The participants stated that the 

training taught them how to "support staff and teachers," "obtain a visual image of change and a 

change process," "improve problem solving," "understand standards-based instruction," "develop 

a community in the schools," "share ideas," and "learn from case studies." The general theme 

garnered from this data dealt with the application of the material learned from the training 

sessions. When the participants were asked, "What could have made this session more 

effective?" one main theme developed from the data. The participants felt the sessions contained 

too much information and the training should have been extended in order to have more time for 

knowledge integration. 

 The qualitative data for the Substitute training sessions was analyzed in the same process 

as the data for the Lenses on Learning sessions. When the participants who completed the 

2008 HICE Proceedings 
Page 3802



                                                   Effectiveness of RESA-II Professional Development 18  

Substitute training were asked, "What was the most valuable aspect of this training session for 

you?" numerous themes emerged from the data. The participants stated that the training taught 

them about "classroom management," "hands-on activities," "different teaching strategies and 

instructional strategies," and "psychological aspects of teaching."  The general theme from this 

data dealt with the application of practical classroom techniques. When the participants were 

asked, "What could have made this session more effective?," three main themes emerged from 

the data. The participants felt there needed to be "more time for each session," "more role play of 

actual classroom behaviors and situations," and "more interactions." The participants wanted 

more time to engage in real life classroom situations that dealt with classroom management 

techniques that were interactive in nature. 

 

Discussion 

 There were two reasons for conducting this study. The first was to extend the body of 

knowledge regarding professional development for teachers and the impact on teacher self-

efficacy specifically as it relates to RESA II. The second was to determine the perception of 

effectiveness of this training by the participants. Overall the findings of the study suggest that 

even given the difference in the demographics of the two participating populations, both groups 

perceived the training to be highly useful, of good quality and significant to enhancing their 

leadership skills. Almost 76 percent of the “Substitute” participants ranked the presentation at the 

highest level for usefulness, and 78.4 percent of the “Lenses on Learning” participants rated the 

training as useful. Both groups also perceived the presentations to be high quality presentations, 

with 81 percent of the “Substitute” population rating the training in the highest rank for quality 

and 93.2 percent of the “Lenses on Learning” population rating it as so. Both populations rated 

the presentation as highly useful for enhancing their leadership skills. Though the ratings were 

2008 HICE Proceedings 
Page 3803



                                                   Effectiveness of RESA-II Professional Development 19  

slightly higher for usefulness and quality among the “Lenses on Learning” population than for 

the “Substitute” population, both groups overwhelmingly found the training to be both of high 

quality and useful. Experimental research confirms a connection between a high sense of self-

efficacy and high levels of confidence and commitment in one’s career (Bandura, 1993). Quality 

staff development can increase one’s teaching competency. 

The perception of Lenses on Learning training was overall very positive. The only noted 

criticism of the training was the perception of too much information in the time given. 

Participants expressed a need to have more time to integrate the knowledge. The perception was 

that the “Lenses on Learning” participants felt overwhelmed by the body of information given in 

the timeframe. The “Lenses on Learning”  participants expressed appreciation and benefit for the 

topics such as supporting staff and teachers, obtaining a visual image of change and its process, 

strategies for addressing problem solving and standards-based instruction, building community, 

sharing ideas and learning from case studies. 

The perception of the Substitute training was also very positive. The participants 

expressed appreciation for topics such as classroom management, hands-on activities, different 

teaching and instructional strategies and psychological aspects of teaching.  Similar to the 

“Lenses on Learning” participants, the Substitute participants also expressed a need for more 

time to fully integrate the knowledge of the sessions as demonstrated by a request for more time 

for role play and interactions with other participants. They further requested more hands-on 

experience with classroom management techniques. 

Crucial to the present reform process, the professional growth of the educator must not 

only be viewed by researchers and theorists as vital to school and student success, but it must 

also be seen as critical and deemed a worthy activity by its recipients. The findings suggest the 

training was of high quality and it was perceived as useful and beneficial in developing 
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leadership skills among the participants. The study also suggests that participants desire time to 

integrate the knowledge of such a training so as to process the information given into a useable 

and practical package. Knowles (1980) recognized characteristics of the adult learner and his/her 

learning experiences. Adult learners desire immediate application of learned knowledge, shifting 

their focus from subject-centered to problem-centered learning. 

When teachers are involved in quality professional development experiences, their 

motivation to further their involvement in such growth activities and continue to grow in their 

profession is increased. Owens (1991) claimed that a motivational need greater than pay, 

security, and advancement for teachers is to “achieve feelings of professional self-worth, 

competence, and respect; to be seen…as people of achievement, professionals who are 

influential in their workplaces, growing persons with opportunities ahead to develop even greater 

competence and sense of accomplishment” (p. 113). These feelings of competency and self-

worth are reflective of relevant professional growth opportunities. All of the participants 

involved in this study found the training to be useful for enhancing their skills as leaders in 

education. 
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Abstract 
 

This presentation will demonstrate how prospective teachers can use technology to 
analyze and solve application problems.  This session will focus on activities for problem 
solving with the use of hand-held technology in middle and high school mathematics 
courses.  Requirements for prospective mathematics teachers include mathematical 
modeling, problem solving, effective use of technology, and communicating 
mathematics.   
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Felonious Fairy Tales: Are They Detrimental to Children? 

 We have all believed in myths at one time or another.  As children, we believed in 

Santa Claus, the tooth fairy, or the boogey man.  Our parents often encouraged our 

beliefs in some of these fabrications, and we willingly followed their endorsements.   

 As any good educator knows, reading books to children is one of the most 

important activities to promote literacy.  All kinds of folk tales and fantasy books are 

read to children including legends, tall tales, and fairy tales all of which can include 

some rather unsavory characters.  When children listen to and understand these plots 

and themes, do they become perverted, damaged, and warped for life? 

Pros and Cons 

 In 1952, C. S. Lewis wrote the following: “About once every hundred years some 

wiseacre gets up and tries to banish the fairy tale.  Perhaps I had better say a few 

words in its defense, as reading for children” (Lewis, 1966, p. 28).  Bettelheim (1976) 

supported this premise, but took an extended analysis of its foundation.  He affirmed 

that fairy tales provide a safe setting for children and also promote the use of 

imagination, creativity, and emotional release.  Bettelheim stated that “Each fairy tale is 

a magic mirror which reflects some aspects of our inner world and of the steps required 

by our evolution from immaturity to maturity” (p. 309).  Other theorists (Biblow, 1973; 

Opie and Opie, 1974; Nodelman, 1996; Singer, no date given) provided additional 

affirmations regarding the benefits of fairy tales.  Even Albert Einstein allegedly 

responded to the question of what children should read by saying: “If you want your 

children to be intelligent, read them fairy tales.  If you want them to be more intelligent, 

read them more fairy tales” (Cech, 2007; pages unnumbered).  
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In contrast, several arguments (Sale, 1978; Tater, 1993; Kawa, 2002; Ng, 2007) 

have disdained the use of fairy tales because of violence, racism, and sexism.  These 

arguments have deprecated fairy tales due to the risks causing disturbance, trauma, 

and distress.  Sale (1978) countered Bettelheim's (1976) positive analysis of fairy tales 

and contended that, with the extreme viciousness and ferocity in these stories, children 

should not be reading them.  Several of the traditional fairy tales have been revised to 

eradicate some of the felonious aspects of the story as well as incorporating diversity 

elements in a positive manner.   

  However, the question remains if the drama of these enchanted stories is 

indeed detrimental to young learners.  Several fairy tales elicit alarm and contain 

complex perspectives; older children are better able to comprehend these intricacies 

(Kohlberg, 1966; Spock, 1976).  According to Tunnell (1994), the main opposition to 

traditional fairy tales includes violent behavior, terrifying exploits, and a misuse of focus.  

Sawyer (2000) softened this opinion by stating that “Listening to stories about the 

devotion of the good characters and the destruction of evil forces can reassure children 

that their own inner conflicts and fears will likewise be settled and resolved positively” 

(p. 91).  A closer look illustrates how a few of these tales were originally written and 

updated for a sanitizing or outcome. 

Murder 

 Murder is indeed a felony and is evident in several fairy tales.  Several stories 

incorporate murder as a method of eliminating an evil character, but the manner and 

explicitness of the homicide can take different formats. 

 The original story of “Snow White” (Brothers Grimm, no date given) concluded in 
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a lethal way by having the wicked stepmother attend the wedding wearing “red-hot iron 

shoes, in which she had to dance until she fell down dead” (p. 338).  Retellings of the 

story have alleviated the ending in various ways.  Chorao (1990) told of the witch 

becoming very enraged at the great ball that she had to be removed, and then “she died 

soon after” (p. 18). Young (1995) stated that queen was so enraged that Snow White 

was the fairest in the land that she shattered the mirror and the glass penetrated her 

heart which caused her death. The Disney book version (Werner, 1952) told of the 

dwarves chasing the queen into the shadows until she fell into a endless pit and 

vanished. 

 Another Brothers’ Grimm tale (Brothers Grimm, no date given) related the fate of 

“Hansel and Gretel.”  The witch planned to fatten Hansel for her dinner and told Gretel 

to see if the oven was hot.  Gretel turned the tables on the witch by asking her to 

demonstrate how to test the oven; “Then Gretel gave her a push, so that she went in 

farther, and she shut the iron door upon her, and put up the bar.  Oh, how frightfully she 

howled!  But Gretel ran away, and left the wicked witch to burn miserably” (p. 107).  In 

several retellings of this story, the witch’s demise is similar, but not as graphically 

written.  Marshall’s (1990) cartoonish version showed Gretel in front of the closed oven 

door and the text expressed that “The horrid witch roasted to a regular crisp” (pages 

unnumbered).  Bell’s (2002) adaptation detailed that “The old witch burned to death, 

screaming and howling miserably” (pages unnumbered).  Lesser’s (1984) rendering of 

the tale used Zelinsky’s Caldecott Honor illustrations to represent Gretel’s slamming of 

the oven door.  De La Touche (2003) employ a caricature drawing of the witch’s feet 

sticking out of the oven and included the simple text of “The witch was dead and they 
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were free” (p. 18).   

Fraud 

Fraud is the felony of acquiring funds or other gains through purposeful 

dishonesty by swindling another person.  Fraud is fairly common in fairy tales, and can be depicted in 

many ways. 

Although Perrault is usually credited with the original story of “Cinderella,” the German version 

by the Brothers Grimm (Brothers Grimm, no date given) utilized a grisly atmosphere.  In order to 

defraud the prince into thinking that the slipper belonged to each of them, one stepsister removed her toe 

and the other cut off her heel so that the shoe would fit; the footwear in this version was made of gold (pp. 

85-86).  In this particular rendition, the prince was deceived and began to take each stepsister to be his 

bride until two pigeons warned him of the duplicity.  McClintock (2005), in her adaptation of the French 

tale, simply stated that the two stepsisters were not successful in their attempts to wear the slipper.  The 

Karlin (1989) retelling of the story described one stepsister’s “long, skinny foot” as she attempted to wear 

the shoe, but could get only her toes into it; the other stepsister’s “pudgy foot” would not fit even though 

she “pushed and shoved, grunted and groaned” (pages unnumbered).  The fraudulent claims by the 

stepsisters only work in the story by the Brothers Grimm. 

“Rumpelstiltskin” is tale in which a miller fraudulently proclaimed his daughter’s talent for 

spinning straw into gold.  Because the king was skeptical of this claim, he demanded proof of this feat.  

The daughter in this case was the primary victim because of her inability to produce the boasted results; 

however she was a willing conspirator in the deceitful allegation.  In different versions of the story 

(Brothers Grimm, no date listed; Zelinsky, 1986; Borgenicht, 1997), the fraud is perpetuated in the same 

way with the text and illustrations being the main basis for variances in retelling.   

Hans Christian Andersen (Andersen, 1990) originated the story of “The Emperor’s New Clothes” 

which has remained an enduring chronicle of fraudulent practice.  The weaver imposters explained to the 

greedy king that their special cloth had an unusual quality.  The original translation stated that “the 
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clothes made from such magic cloth had the peculiar property of being invisible to every man who was 

either unfit for the position he held or was just plain stupid” (p. 65)  The version retold by King (1996) 

indicated that “the clothes were made so that they were invisible to anyone who was stupid” (p. 11).  

Perlman (1997) recounted the same story with the same falsified claim but included a cast of penguins as 

the perpetuators as well as the king victim and the obsequious townspeople. 

Battery 

In criminal law (Encarta World English Dictionary), battery is the illegal use of any 

bodily force on another person, including beating or antagonistic physical contact without that 

individual's assent.  This felony is propagated in several fairy tales as a means to punish a malicious 

character or to create obstacles for a quest. 

“The Tinder Box” by Andersen (1990) depicted the main character, a soldier, as not only a 

murderer, but also one who committed battery upon those who wanted him hanged for the kidnapping of 

the princess.  When he called for the three dogs by striking the magic tinder box, “the dogs rushed upon 

the Judges and the whole Council, took some by the legs and others by the nose and flung them up high 

into the air so that they fell down and were dashed to pieces” (pp. 163-165). 

The story of “Rapunzel” portrayed different facets of battery.  When the girl inadvertently 

revealed that the prince had been visiting her in the tower, the Brothers Grimm revealed the witch’s great 

rage in her actions: “In her anger she seized Rapunzel by her beautiful hair, struck her several times with 

her left hand, and then grasping a pair of shears in her right—snip, snap—the beautiful locks lay on the 

ground” (p. 96).  The edited version of the tale illustrated by Heyer (1992) conveyed the cutting of the 

hair, but not the corporal attack; however, the graphic rendering confirmed the distress of the girl.  

Zelinsky’s retelling (1997) of the story provided a different reason for the haircut when Rapunzel 

beseeched the sorceress to help her with her dress that had become too tight; “Instantly the sorceress 

understood what Rapunzel did not” (pages unnumbered).  The award-winning illustrations clearly 

captured the anguish of the distraught girl, and the text narrated that she “gave birth to twins, a boy and a 
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girl” (pages unnumbered. 

Recommendations 

 The reading of fairy tales to children does not mean that small listeners will automatically assume 

the characteristics of a felon.  Adults seeking appropriate material for reading to children must first read 

the books for themselves to discover the developmental appropriateness of the ideas.  For example, when 

Jacob and Wilhelm Grimm issued their first volume of German tales, they did not intend for children to 

read it. (Huck & Kiefer, 2004).  Many original tales were extremely violent and too sexist for actual use 

in children’s learning, and several authors have retold the stories in a more sanitized style.  Too much 

graphic informational text and/or violence in illustrations has been toned down in more recent books for 

more appropriate utilization by young audiences. 

 The recommendations for selecting fairy tales is simple and sensible: 

1.  Always read the book for yourself BEFORE reading it to others or  

     recommending it to someone else. 

2.  Consider the appropriateness of the main concepts—are they suitable  

     for the audience?   

 3.  Assess the illustrations—are they grisly or frightening? 

 4.  Think about the vocabulary—are the words too difficult or mature for the  

     audience? 

 5.  Decide if you like it or not—reading a disliked book rarely fools an  

     audience no matter how young.     

Reading fairy tales can be a developmentally beneficial and highly pleasurable 

experience.  These traditional stories provide structured patterns that can be enjoyed 

from a safe environment and afford many opportunities to sample the delights of 

fantastical worlds.
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Preface to this paper:  It was very hard to title this piece, eventually I settled on the term 
“revolution” because it signifies a great change born of conflict.  I am a middle school 
seventh grade teacher of science and it has been difficult to discuss the topic of evolution 
with students because of the conflict created by many religious groups in America.  
Evolution has never been about saying where life originated or about denying the 
existence of any God.  It is about how organisms on our planet have changed or not 
changed through time. With this paper I hope to fill in some of the gaps about our 
understanding of speciation so that all religions might drop their “war with science on 
this issue” and join us in the pursuit of knowledge that will benefit a new generation of 
students. For it is only by understanding the changes in life forms from the past and 
present that we will be able to understand and perhaps play a role in changes that are sure 
to come for future life forms on this planet. 
 
 
 
Evolution Revolution (ER Theory) 
An Explanation of Biodiversity Patterns within Organic Groups on the Planet 
J. Gail Armstrong-Hall Ph.D., Abigail Armstrong Hall, Joseph Sheridan Duszynski 
 
Abstract 
Movement, size, radiation and behavior are the cornerstones of genetic change through time. 
Combinations of these factors determine diversity rates of different organic groups on the planet. 
This should help answer the question as to why some organic forms evolve and others do not 
change significantly through time. I will attempt to go beyond the fitness model explanation 
(some animals are adapted to their environments and therefore do not change) and introduce the 
variables involved in speciation changes. To date the explanation for speciation has centered on 
the fourth component “behavior” in the ecological theory of adaptive radiation put forth by 
Dobzhansky, Lack and Simpson and reviewed in 2000 by Dolph Schluter.(Harder, 2001)  This 
theory depicts adaptive radiation as the combined outcome of three things that foster phenotypic 
diversification: adaptation to local environments,( organisms establishing themselves in new 
niches); second competition for resources (organisms competing for food resources) and last the 
increase of genetic diversity when two diverging groups have genetic exchange (organisms from 
separate groups mating with each other)  All of these processes involve the behavior of the 
organism and do not fully explain diversification patterns for all organic groups.  
 
My main area of research for the past decade has involved human brain changes, 
“The Big Organized Brain Theory” (Armstrong-Hall, 2005) and human spatial skills 
development defined as the mind and body working together to respond to the interaction 
between space and objects, their positions and movements. (Armstrong-Hall, 2002)  In 
the “BOB Theory” I wrote about navigational singing amongst Australian Aboriginals 
causing an increase in brain size, this phenomenon can also be observed in some marine 
forms, like the dolphins that have large brains due to navigational singing.  A study by 
DeVoogd and Nottebohm (1981) linked bird singing with brain expansion by adding 
neurons.  While studying spatial differences I discovered some researchers suggest that 
hormones can play a significant role in the spatial abilities of men and women. (Kimura 
and Hampson, 1990))  I mention this as a prelude to my discussion of “Movement” 
because it sets the stage for my understanding of nature in terms of the physics and 
physiology of organic forms.    
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 My attention was first turned to this problem of diversity pattern differences when I 
wrote an abstract for SVP with my daughter about carboniferous sharks. She was going 
to describe a shark from the Mississippian of the Bayport Limestone in Michigan and I 
was going to try to discuss why sharks were so diversified back then and indeed remain 
fairly diversified today.  The shark description and geological data will be published 
separately as I have decided to expand upon my original thoughts for this paper. Size and 
Movement are inextricably linked and must be discussed together.  Flight whether it is 
in the medium of water or air significantly increases genetic diversity in organic 
populations. The speed, direction and distance of this flight movement are all 
components in the success rate of genetic transfer.  The size determines the speed of the 
life form in general the smaller it is the faster it can go.  The more abstract the movement 
capabilities of the organism the more potential it has for genetic diversification.  Insects 
have many species and they are small flying objects that can move in any direction any 
distance even mating in midair. The conditions for assortative mating are dramatically 
increased in populations that can fly into isolated niches and assortative mating has been 
linked to rapid evolution in birds (Bearhop, et al., 2005) and insects (Nosil, 2005) 
Conversely, if one saw the movie about the Emperor Penguins you were probably struck 
by the uniqueness of this group moving in a linear pattern across the ice towards an 
isolated breeding ground away from its food source and predators.  We do not have a 
wide variety of emperor penguins because they breed on land in very hostile conditions. I 
was amazed at how much more movement ability they had in the water as opposed to on 
land.  Whether on land or in the water turtles move in a slow linear fashion that does not 
promote genetic change.  Sharks of the past and in the present move quickly in water 
because of their fusiform shape this tied with their aggressive behavior both are factors 
that enhance their genetic change potential.  Physical locking mechanisms during gene 
flow further enhance the chance for successful gene exchange.  Claspers in sharks and 
dual claws with suction pads on the terminal tarsi in insects would be examples of such 
“locking mechanisms”. 
 
 Movement does more than determine how quickly and how frequently organic 
forms connect, it also triggers genetic change by the release of chemicals within the 
form. Aggressive movement in many forms releases hormones which can turn genes on 
or off depending on the amount of chemical released.(Meisler, 2005)  I do not know what 
happens to genes that never get turned on perhaps they are lost, but surely those that are 
continually turned on are passed on to the next generation. Our DNA has more plasticity 
to it than we realize, perhaps our actions can modify our genetics. Science writer, Sharon 
Begley published a piece on the ability of the mind to think about an action and this 
would in turn cause the production of a hormone that would turn on or off a portion of 
our DNA. (2002) If navigational singing can increase brain size and thinking and 
movement can release hormones that change the expression of our genes this puts a 
whole new twist on what can effect genetic change.  A recent study is suggesting that 
these protein hormones can act like dimmer switches instead of just off and on and that 
these proteins have fixed structures and parts that are randomly positioned in space. 
(Graves and Pufall, 2005)  Another wards these features were not fixed in space, but 

2008 HICE Proceedings 
Page 3823



flexible and changing. This is a brand new frontier for genetic research and a great place 
to look for genetic change. 
 
Radiation exposure has played a role in genetic change in the past and will continue to 
play a role in our future. (Rohde, 1978, 1992)  When well documented magnetic 
reversals in the geologic record have taken place we were exposed to significantly 
more radiation from our sun than at other times in our planets history.  Life forms 
closest to the exposure, like sharks that swim the surface of the seas and terrestrial life 
forms would get the heaviest exposure and be subject to more genetic changes.  It turns 
out that the polarity of the geomagnetic field during the carboniferous was reversed and 
this magnetic reversal would have allowed more radiation to hit the surface at this time. 
(Palmer, et al., 1985)  Paleontologists have long marveled over the diversity of shark 
forms during the carboniferous period.  Forms at the bottom of the ocean (clams) or 
underground, even slightly as a crocodile that holes up under the bank of a river would be 
the least effected by this exposure.  Turtles carry a protective shell on their backs that 
could protect them from excess radiation, especially if most of their movement was not 
during peak radiation times.  Many researchers wonder how so many small mammals 
survived the end of the cretaceous extinction and all the dinosaurs died out.  Well the 
answer is that the small dinosaurs did not die out they evolved into birds and the small 
mammals survived by going underground.  Those bird-like dinosaurs that could fly were 
the most successful and high speciation rates amongst extant Passeriformes further 
supports increased diversity when flight and small size are factors in the process.  A 
fascinating study by Muller and Rohde (2005) suggests 62 million year and 140 million 
year biodiversity cycles on our planet with both extinctions and originations. Physically 
speaking something has to cause magnetic reversals and flood volcanism. It seems 
perfectly logically to me to suspect that astrophysical events like our solar system 
traveling through galactic arms might trigger geophysical forces here on earth.  Traveling 
through a galactic arm might just increase our chances of receiving more extraterrestrial 
impacts from space. How long ago did that last big one hit in the Yucatan?  
 
The ecological theory of adaptive radiation explains observable behaviors very well with 
one minor exception.  Polyandrous or Monandrous behavior in organic populations 
can significantly effect species diversity.   In insect populations many males mate with 
a single female this increases the gene pool diversity dramatically. One researcher found 
that insect groups where females mate with many males exhibited speciation rates four 
times as high as in related insect groups where females mate only once. (Arnqvist, et.al., 
2000) Polyandrous copulations by females in a single mating event are common in some 
sharks and batoids. (Carrrier et al. 1994; Yano et al. 1999; Pratt & Carrier 2001; 
Chapman et al. 2003) Some sharks have even been known to store sperm for delayed 
fertilization. (Pratt 1993; Manire et al. 1995).  Conversely, when one male mates with 
several females’ diversity is limited. Multi-Male aggression can work to limit speciation 
in any group where only the dominant male is allowed to mate in a group (wild horses 
would be a good example) or it can increase speciation if multiple males pursue a single 
female separately without male to male conflict (as in some insect groups) .  Oddly 
enough religion has helped to slow human evolution in that polyandrous behavior is 
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frowned upon but conversely change does occur because more males are allowed to mate 
in each generation (even the unfit ones).  
 
No paper would be complete on diversity if it did not discuss the stationary forms on the 
planet or plants.  In my travels around the world I have been struck by the similarity of 
plants worldwide and their relatively low speciation rates as compared to animals.  Their 
success on this planet has been tied to the movement of insects on land and fish in the sea 
to spread their genetics.  In addition, many land plants have developed delivery systems 
that simulate flight to spread their genetic capsules.  Since plants rely on animals for the 
mixing of genetic materials they are passive recipients of genetic change and are not 
actively involved in triggering genetic change.   
 
The smallest organisms, microbes like bacteria and viruses rely on their minute size to 
“fly” through the air on dust particles.  Dinosaur mass extinction has been linked to an 
asteroid impact that put tons of dust into the air for a long period of time and a renegade 
avian virus has also been suggested as a reason for dinosaur extinction.   Perhaps both 
ideas are closer to the truth in that a virus requires its miniature flying saucer the dust 
particle to ride on so that it can spread.  Pandemics may follow volcanic eruptions and 
alien object impacts that put extra dust into the air thus contributing to the major 
extinctions our planet has suffered through its history. 
 
An organism’s movement, size, behavior and exposure to radiation all determine the 
degree to which they can participate in genetic change through time. Organic change is a 
given so now we can look for ways in which to drive positive changes for future life 
forms. 
 
Please see the Addendum for a preliminary mathematical model for expressing genetic 
exchange potentials that effect biodiversity rates.  
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Abstract: 
            The objective of this study is to develop a scale and 
indicators of a learning organization being for schools. The 
framework of this study based on Peter Senge’ s learning 
organization disciplines such as mental models, personal 
mastery, systems thinking, building shared vision and 
team learning together with other important factors such 
as knowledge management and technology which are in 
concepts of learning organization. The character of this 
scale is evaluation checklist to reflect strong and weak 
points of schools in a learning organization being. 
Evaluation checklist has two categories for school 
administers to check in school level and teachers to check 
in individual level. The steps of developing this scale use 
quantitative and qualitative research such as survey 
research, interview, factor analysis etc. The reliability and 
validity of this scale are also included in this development 
of learning organization being scale for schools in order to 
examine quality of this scale.  School administrators and 
teachers can use this developing scale as information to 
improve learning organization being in their schools 
among individual, group and organizational levels 
Keyword: Learning organization, Evaluation checklist 
 
Introduction 

Learning organization concept is interested to apply 
for schools in order to counter global change and help 
administers, teachers and people related in school work 
effectively and efficiently. The famous concept in learning 
organization, the fifth discipline by Senge (1990), is 
brought to use in this research. Five disciplines are (1) 
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personal mastery, (2) systems thinking, (3) mental models, 
(4) building shared vision and (5) Team learning including 
other important factors such as knowledge management 
and technology Marquardt (2002) that transform school to 
be a learning organization. Schools as organization needs 
scale to measure learning organization being to get 
information about factors that lead school to be a learning 
organization.  

This research is to develop scale measuring 
learning organization being for schools. The scales are 
evaluation checklist and have two categories, one for 
administrators in school level and another for teachers in 
individual level. Information getting from scale can reflect 
strong and weak points in the content of learning 
organization being in schools, so administrators and 
teachers use this information to improve their schools to 
be a learning organization. 
 
Objectives 

1. To develop indicators for learning organization 
being for schools using learning organization and 
evaluation checklist concepts. 

2. To develop scale, evaluation checklist, for 
learning organization being for schools. Scale for 
administrators to measure learning organization being in 
school level whereas scale for teachers to measure 
learning organization being in individual level. 

3. To examine quality of scale such as reliability and 
validity. 
 
Methodology 

Steps to develop scale are four steps: 
1. Understand framework of learning organization 
2. Develop and make decision in items for scale 
3. Design and refine scale 
4. Final decision about scale of learning 

organization being for schools 
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Understand framework of learning organization 
Study theory and literature of learning organization 

and related research. Researcher is finding that learning 
organization support and reinforces individual, teams and 
organization to be learning and create knowledge 
continuously and efficiently. In addition, collaborative team 
can learn and share vision together including develop 
cognition and build learning culture systemically and other 
important factors that make school as a learning 
organization. 
Develop and make decision in items for scale 

1. Establish table of content of factors for learning 
organization being for schools 

2. Make scale items for using in examining learning 
organization being for schools in form of evaluation 
checklist. 

3. Define professionals and make criteria to choose 
professionals to be interviewed for making scale items 

4. Choose famous schools to interview and collect 
data from administrators and teachers to make scale items 

5. Content analysis from interview and literature to 
develop scale. 

6. Develop scale items and send to professionals for 
correcting item wordings, examining content validity using 
item objective congruence, illuminating criteria and 
interpreting quality levels 
Design and refine scale 

1. Pilot testing and choose schools classified by size 
and bureau schools or non-bureau schools in Bangkok 
and suburban by using purposive random sampling. 

2. Design method of collecting data to be used to 
examine factors for learning organization being. 
Population and sample are from school district in 
samutprakarn province using multi stage sampling for 
collecting data. 

3. Exploratory factor analysis to develop indicators 
and refine scale items for learning organization being 
scale. 
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Final decision about scale of learning organization being 
for schools 

1. Examine quality of scale by calculating internal 
consistency reliability by using Cronbach’s alpha and 
construct validity by using confirmatory factor analysis. 

2. Examine inter-rater reliability using ANOVA from 
Generalizability theory 

3. Establish level of quality in evaluation checklist 
which are 3 level such as good, fair, improve. Define level 
of quality to interpret level of quality and make score rubric 
in 3 levels for evaluation checklist. After that, making score 
range for level of quality. 
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Introduction 
 

“If an unfriendly foreign power had attempted to impose on America the mediocre 

educational performance that exists today, we might well have viewed it as an act of war. 

As it stands, we have allowed this to happen to ourselves.... We have, in effect, been 

committing an act of unthinking, unilateral educational disarmament.” 

—A Nation at Risk (1983) 

 

Although this statement was written almost a quarter of a century ago in the 

introduction to the 1983 Reform Initiative, A Nation at Risk, one could argue that we are 

still at war. One may also contend that President Bush’s focus on No Child Left Behind is 

an attempt to address the mediocre educational performance of all children, especially 

ethnic and racial minorities. The United States Senate approved the No Child Left Behind 

Act”(NCLB) on December 2001 and the President signed this historic education reform 

initiative, into law on January 8, 2002. This Act was a reauthorization of the 1965 

Elementary and Secondary Education Act and provided 26.5 billion dollars to education. 

NCLB elaborates and redefines the federal role in education policy. Specifically, this 

education policy mandate proposes a systemic testing program for students in grades 
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three through eight. The primary goal of NCLB is to narrow the achievement gap 

between disadvantaged and advantaged children attending public schools. This federally 

sponsored policy attempts to eliminate gaps in achievement by balancing the public 

values of excellence, choice, adequacy, efficiency, and equity. This Act seeks to 

accomplish this objective by emphasizing four principles: accountability for results, 

increased local control, increased emphasis on successful teaching methods, and 

increased parental involvement. As educators and social scientists continue to debate the 

merits of NCLB, the achievement gap between minority and nonminority children 

continues to exist. Many continue to believe that this high stakes testing driven reform 

initiative does not adequately provide the resources that will allow educators to address 

the achievement gap. The proposed reauthorization of NCLB has generated extensive 

discussions among education policy makers and educators. On April 23, 2007, Secretary 

of education, Margaret Spellings presented a reauthorization proposal to the public. This 

document outlines five policy priorities: 

1. Strengthen efforts to close the achievement gap through high 

standards, accountability, and more information for parents; 

2.  Give States flexibility to better measure individual student 

progress, target resources to students most in need, and improve 

assessments for students with disabilities and limited English 

proficiency; 

3. Prepare high school students for success by promoting rigorous 

and advanced coursework and providing new resources for schools 

serving low-income students; 
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4. Provide greater resources for teachers to further close the  

achievement gap through improved math and science instruction, 

intensive aid for struggling students, continuation of Reading First, 

and rewards for teachers in high-need schools; and 

5. Offer additional tools to help local educators turn around 

chronically under-performing schools and empower parents with 

information and options; (Spellings, April 23, 2007) 

Under policy priority 1, states are required to narrow the achievement gap 

between minority and nonminority students. The reauthorization proposal details 

specifics for measuring the progress of all students and stipulates that all students and 

student sub-groups should be performing at or above grade level by 2014. The blueprint 

also requires states to be accountable for performance in science, reading/language arts, 

and mathematics. Many are expecting the reauthorization of the No Child Left Behind 

Act to play a crucial role in reducing the achievement gap between minority and 

nonminority students.  

Achievement Gap Research 

A review of student performance in mathematics, science, reading, and other 

content areas suggests that there is much work to be done in our nation’s schools. Data 

from the United States Department of Education indicated that between 1970 and 1980, 

the African American–European American achievement gap declined by 50%; however, 

the gap began to increase in 1988 (Haycock, 2001). An analysis of data from the National 

Center for Educational Statistics (2001) reported that standardized achievement test 

scores of African American students increased significantly in the 1970s, and into the 
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1990s. The results suggested that the reading achievement test scores of 17-year-old 

African Americans increased throughout the 1980s and 1990; however, the achievement 

gap between African Americans and European Americans increased in the 1990s. 

Findings further indicated that the mathematics achievement test scores of 13-year-old 

African Americans and European Americans decreased significantly in the 1980s. 

A review of findings from the National Center For Educational Statistics (2001) 

suggested that only 1 in 100 African American 17-year-olds can read and interpret 

technical data as compared with 1 in 12 of their European American counterparts. 

Analyses of these data also found that only 1 in 100 African Americans can solve 

multistep word problems and elementary algebra as compared to 1 in 10 European 

American students. It was sad to note that only 3 in 10 African Americans have mastered 

the computation of fractions, common percents, and averages, while 7 in 10 European 

Americans have mastered these skills. The gaps between these two groups continue to 

drive research agendas. Findings show that by the end of high school, African Americans 

have acquired skills in reading and mathematics that are the same as those of 8th grade 

European American students. Perhaps even more revealing, the statistics indicated hat 

African Americans are half as likely to complete a four-year college as European 

Americans. Further analyses of data from NAEP (2007) reported the following in 

mathematics, the average achievement gap between 9-year-old African American and 

European American students was 35 in 73 and declined to 23 points in 2004. Data also 

indicated that the average mathematics scores for 13-year-olds decreased from 46 points 

in 1973 to 27 points in 2004. Additionally, the gap between African America and 
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European American 17-year-olds was 40 points in 1973 and declined to 28 points in 

2004.  

Analyses of mathematics and science achievement indicated that performance 

declined in the 1970s and increased during the 1980s and early 1990s. Findings suggested 

that most gains were evident in mathematics. The average science scores for 17-year-olds 

declined between 1969 and 1982; however, they began to increase slightly until 1992. 

The data also indicated that although the average science score was higher than the scores 

reported between 1977 and 1990, the score was lower than the average score in 1969. 

Data suggested that the science gap between African American and European American 

students has narrowed since 1970 for 9- and 13-year-old students. This was not true for 

17-year-olds. 

 

Research Setting 

The city of Norfolk is located in the southeastern region of the state of Virginia 

along the Elizabeth River and is home to the world’s largest naval base. Its strategic 

location along the mouth of the Chesapeake Bay makes it both a cultural and financial 

regional power. The city has long been the center of trade, transportation, and military 

operations., Historically, the Norfolk Naval Base shipyards and seaport have been the 

city’s major employers and have provided economic stability. According to the 2004 

census, 241,727 individuals reside in the city and are linked by an elaborate network of 

highways, bridges and tunnels that connect the cities of Norfolk, Virginia Beach, 

Newport News, Hampton, Chesapeake, Portsmouth, and Suffolk. These seven 

independent municipalities have a population of just over 1.5 million and are located in a 
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region known as the Hampton Roads metropolitan area. A review of Norfolk’s 

demographic data revealed the following divisions: European Americans, 48.4%; African 

American, 44.1%; Latino American, 3.8%; American Indian, 0.5%; Asian American, 

2.8%; Biracial or Multiracial; 2.5%; Native Hawaiian and Pacific Islanders, 0.1%; and 

Other Race, 1.7%. 

  The Norfolk Public Schools is the largest urban district in the state of Virginia and 

ranks 70th in size among urban districts nationally. An analysis of 2002 enrollment data 

indicated that approximately 37,565 students were enrollend in grades Pre-K through 12. 

Additionally, less than 10 percent of the school age children in the city attended private 

school. However, just before the desegregation of the Norfolk Public Schools in 1970, 

57% of the district’s 56,830 students were European American and 43% were African 

American. However, after more than 15 years of mandated desegregation, enrollment 

dropped to 34,803 students. Of this number, 42% were European Americans and 58 % 

were African American. As a result of this shift and a loss of more than 18,000 students, 

the Norfolk School Board suggested a new approach to desegregation. The school board 

voted to abolish cross-town busing for elementary school children. The revised 

desegregation plan assigned students to neighborhood schools, creating 10 elementary 

schools that were more than 99 percent African American. By 2001, 67.1 percent of the 

37,349 students were enrolled in the Norfolk Public Schools.  

 Currently, there are approximately 37,000 students enrolled in 62 educational 

facilities in the districts. These facilities include: 35 elementary schools; 9 middle 

schools; 5 high schools; auxiliary facilities, alternative magnet and specialty programs: 

These specialty programs include: world studies; technology; communications, arts, 
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languages; military science; International Baccalaureate; Medical/Health professions, 

Engineering; Gifted and special education and numerous others (Norfolk Public Schools 

Division Performance, 2006).  

 

History, Politics, and the Achievement Gap 

 Historically, resistance to integrated schooling is not new. It is believed that the 

doctrine of “separate but equal” originated in 1849 (Levy & Phillips, 1951). One of the 

earliest challenges to segregated schooling can be traced to an African American 

community in 18th century Boston, Massachusetts. After the American Revolution, the 

city of Boston developed the first urban school district in the nation (Schultz, 1973). This 

urban school district established three writing schools and three reading schools for all 

children between the ages of 17 and 14. During this time, African American children 

were allowed to attend school with their European American counterparts (Cubberly, 

1947). Although the schools were integrated, the parents of African American children 

contended that European American teachers and students were treating their children 

unfairly (Shultz, 1973). Due to the perceptions of unfair treatment, parents of African 

American students requested that the city of Boston provide publicly funded, separate 

educational facilities for their children (Schultz, 1973). In 1787, Prince Hall delivered a 

petition on behalf of the African American parents to the Massachusetts Legislature. This 

petition requested that the Boston School Committee establish a separate school for 

African American children in the community (Aptheker, 1969). The Commonwealth 

rejected this petition; however, the African American parents continued their fight for 

separate and equal schools. 
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 In 1798, Elisha Sylvester established a school for African American children in 

the home of Prince Hall (Woodson, 1919). Two years later, the African American 

community requested funding from the Boston School Committee in order to support the 

separate schools for their children. The committee refused to fund these racially 

segregated schools; however, the board members agreed to fund a private school 

established by African American parents. By 1830, a segregated school system for 

African American children was in place in the city of Boston (Schultz, 1973). Although 

the request for separate schools was granted, the parents of African American children 

were not pleased. They complained that these schools were inferior in every way to those 

attended by European American children. In essence, the separate schools were unequal 

(Schultz, 1973).  

 During the 1840s, the city of Boston established one grammar school and two 

primary schools specifically for African American children. In 1883, the Boston 

Committee conducted a study to examine the effectiveness and quality of education in the 

city’s schools. The results of the study indicated that the salaries of African American 

teachers were significantly less than those of their European American counterparts 

(Schultz, 1973). The African American schools were also found to be underfunded, and 

many courses offered by the European American schools did not exist at the African 

American schools (Schultz, 1973). This study also found that African American children 

were being deprived of the resources needed to achieve a quality education. 

 In 1844, more than one hundred years prior to the Brown decision, Thomas 

Dalton, along with 70 of his neighbors, led a protest demanding that their children be 

allowed to attend European American schools in the district. Benjamin Roberts tried to 
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enroll his daughter in an all-European American primary school (Schultz, 1973) Sarah C. 

Roberts was a five-year-old African American girl who applied for admission to the 

public primary school nearest her home. Sarah walked past five other schools each day 

before she reached the school for African American children in Smith Court. A Boston 

city ordinance was passed in 1845, which stated that any child unlawfully excluded from 

the city’s public schools could sue the city for damages. Sarah petitioned the all-

European American school closest to her home for admission. The school rejected the 

plaintiff’s application and sent her case to the Boston School Committee. The committee 

reaffirmed the school’s decision. Although the committee denied admission to Sarah, she 

did not let this stand in her way. Sarah’s parents attempted to enroll her in the school 

designated for European Americans. She was again rejected, and as a result of the 

school’s actions, Sarah’s father filed a suit claiming that the Boston School Committee 

had violated the Massachusetts statute, which stated that qualified children could not be 

excluded from public education. The trial court ruled in favor of the school district. 

 In response to this ruling, city reformers sued the city of Boston in the 

Massachusetts Supreme Court on behalf of an African American child, Sarah Roberts. In 

1850, the Supreme Judicial Court ruled that the Boston School Committee had a right to 

maintain separate schools for African American and European American children 

(Roberts v. City of Boston, 1849). The Massachusetts Supreme Court ruled that Sarah 

Roberts had not been excluded from public education; however, her father had denied her 

admission by refusing to send her to the designated African American school The parents 

of African American children did not give up, and in 1855, the Massachusetts General 

Assembly passed a law making segregation illegal. 
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 Prior to the end of the Civil War, there were no public education systems for 

African Americans in the South. It was during the Reconstruction Era that public schools 

for African Americans were established in the South. The Southern states did not 

mandate the segregation of schools; however, only two states—South Carolina and 

Louisiana—had laws against segregated schools. Although these states forbade 

segregated schooling, it was generally the rule that African Americans and European 

Americans attended separate schools. Only the University of South Carolina and some 

elementary schools in Louisiana were desegregated. From 1880 to the early 1900s, state 

laws known as Black Codes were enacted in the South to “keep the black man in his 

place” (Barth, 1974, p. 26).  

 From 1865 to 1935, the school desegregation laws were challenged 37 times; 

however, only nine were successful. In each of these 37 cases, the “separate but equal” 

doctrine was upheld by the court (Bardolph, 1970). This became evident in 1899 in 

Cummings v. Board of Education. In this case, a school board in the state of Georgia 

decided to close a public high school and convert it into an elementary school for African 

American students. Converting the school to an elementary school left the African 

American students without a high school. The court decided that the fact that European 

American students were able to attend high school while their African American 

counterparts were left without a secondary school did not violate the equal protection 

clause of the 14th Amendment. Justice Harlan decided that closing the European 

American high school would only deprive European American students of an education 

and would not help the African American students at all. 
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 In the 1930s, the NAACP devised a plan to legally dismantle segregation in the 

nation's public schools. Against the backdrop of the New Deal Era, the attorneys for the 

National Association for the Advancement of Colored People (NAACP) decided that the 

political climate in the country had become a bit more liberal and therefore the time was 

right to challenge the doctrine of “separate but equal.” The Roosevelt Administration 

recognized the potential and actual political power of African Americans. The 

assumption was that the public would support public policies that sought equal access to 

educational opportunities; however, these same individuals would not support the social 

integration between African Americans and European Americans (Wexler, 1993). In 

1933, Nathan Margold, a European American Harvard law school graduate, published a 

report that outlined legal strategies for challenging the application of the doctrine of 

“separate but equal” as it applied to public schools (Wexler, 1993). The lawyer’s 

challenge was based upon the fact that the justices based their decisions on the ruling 

handed down in Plessy v. Ferguson. This case law predated the Civil War and the 14th 

Amendment  

   The challenges to segregated schooling began in higher education. These cases 

signaled the beginning of a new activism by African Americans. The United States 

Supreme Court ruled in several decisions that the doctrine of “separate but equal” 

violated the equal protection clause of the 14th Amendment. These cases also had a direct 

influence on the 1954 Brown decision. In Gaines v. Canada, 1938 and Sipuel v. Board of 

Regents, 1948, the United States Supreme Court invalidated school desegregation 

because the facilities provided for African Americans were found to be unequal to those 

provided for European Americans. In 1950, the United States Supreme Court stipulated 
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that the physical structures and other facets of a school program were not the only 

considerations in determining educational opportunity; the entire educational experience 

needed to be considered (Report of the United States Commission on Civil Rights, 1975).  

    The Brown decision resulted in the court ruling that legally compelled that 

segregation of students by race is a deprivation of the equal protection law as guaranteed 

by the 14th Amendment. Although the ruling in Brown was directed against legally 

sanctioned segregation, the language in the Brown decision supported a broader 

interpretation. The court recognized the inherent inequality of all segregation, noting only 

that the sanction of the law gives it greater effect. 

 This ruling reflected a concern for segregation resulting from factors other than 

legally mandated policies. De jure segregation refers to deliberate, official segregation of 

students on the basis of race, as in the school districts represented by the Brown decision 

and other school districts operating under state law requiring separation. De facto 

segregation refers to racial segregation that results from illegal actions of school 

officials—for example, through gerrymandering or attendance boundaries.  

 The May 17, 1954, Brown decision declared that segregation in public education 

was unconstitutional. This ruling was followed by the May 31, 1955, Brown II decision, 

which stated that “all provisions of federal, state or local law requiring or permitting 

segregation in public education must yield to the principle announced in the 1954 

Decision.” The 1954 Brown decision provided the avenue through which the public 

schools could begin to desegregate their districts voluntarily. One year after the Brown 

decision, strategies for the elimination of segregated schools were argued before the 

United States Supreme Court. The court established a standard for the implementation of 
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desegregation. The 1954 Brown II decision required a “good faith” start in the 

transformation from a dual to a unitary education system, under the jurisdiction of district 

courts, “with all deliberate speed” (United States Commission on Civil Rights, 1975). 

The court also permitted limited delays in achieving complete desegregation if a school 

board could establish that such time was necessary in the public interest (350, U.S. 413, 

1954). 

During the early 1950s, United States Senator Harry F. Byrd was the most 

influential political figure in the state of Virginia. Senator Byrd was the chief supporter 

and developer of the state’s massive resistance policy. He believed that the federal 

government had no right to interfere with state and local issues, and he utilized the 10th 

Amendment to the constitution to support his contentions. He referred to the 1954 Brown 

decision as “the most serious blow that has been struck against the rights of states” 

(Muse, 1961, p. 5). Byrd’s position reflected an extremely Southern conservative view 

that African American and European American students should not be mixed; therefore, 

he strategically developed plans of massive resistance that would keep Virginia’s public 

schools segregated. 

 On August 3, 1954, Governor Stanley of Virginia appointed state senator Garland 

Gray as chair of a 32-member committee charged with investigating the impact of the 

1954 Brown decision on state-level education policy. This committee was asked to 

identify policy implications and make recommendations to the governor (Campbell, 

1960). The committee, known as the Gray Committee, released its findings on November 

11, 1955. The committee suggested that the governor should require: (1) public school 

districts that allow European American and African American students to attend school 
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together to not receive any funding from the state of Virginia to support public education; 

(2) local school boards be allowed to transfer and utilize funds to award grants to students 

attending private nonsectarian schools; (3) the placement of students in the public schools 

and school attendance districts be determined by a special state board appointed by the 

governor; and (4) the state to mandate segregated public schooling, and any district 

attempting to desegregate be removed from the public school system (Muse, 1961). The 

state of Virginia began to develop and implement policies designed to avoid the United 

States Supreme Court’s mandate in the 1954 Brown decision. The state developed a 

program that was described as “massive resistance.”   

 The philosophy of the massive resistance program reflected the philosophy that 

racial segregation was socially desirable and should be perpetuated. As Campbell (1960) 

noted, as soon as one plan of avoidance was successfully defeated, another plan was 

developed and implemented. Philosophically, the advocates of the resistance platform 

contended that the 1954 Brown decision violated the United States Constitution and was 

therefore void (Ely, 1976). 

 The 1956 session of the Virginia Assembly signaled the beginning of the Era of 

Massive Resistance in the state of Virginia. Norfolk was considered one of the most 

liberal cities in the South and was not viewed as a primary player in the massive 

resistance movement. However, the city would become an important player in the 

massive resistance struggle. In 1954, Norfolk was the most populated city in the state and 

about one-third of the population was associated with the Navy, home of the North 

Atlantic Treaty Organization (NATO). On August 18, 1958, the Norfolk school board 

met to consider the applications of 151 African American junior and senior high school 
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students for admission to the public schools within the city. Prior to this time, no African 

American children were allowed to attend school with European American children. At 

the August 15, 1958, meeting, the school board rejected the applications of the African-

American students (Muse, 1961). The school board cited the possibility of racial 

confrontations as the primary rationale for rejecting the applicants. United States District 

Judge Walter E. Hoffman rejected the validity of the school board’s decision and ordered 

the students admitted. The Norfolk school board admitted 17 African American students 

to six all-European American junior and senior high schools (Campbell, 1960). The 

judge’s actions presented what many contended was a conflict between state and federal 

law in the state of Virginia. The laws of the state of Virginia required the governor of the 

state to seize control and close any public schools that were required to admit African 

Americans. On September 28, 1958, Governor Almond closed Norfolk’s six European 

American high schools, which had an aggregate enrollment of 10,000 students. These 

schools were closed in pursuance of an act of Virginia Legislature. More than 3,000 

children were deprived of any schooling at all, and 4,000 attended tutorial classes (Muse, 

1960, pp. 158–162). On January 19, 1959, the three-judge federal district court of 

Norfolk listed the school closing statutes and the governor’s school closing order in 

violation of the 14th Amendment to the United States Constitution and therefore void 

(Muse, 1960, p. 182). The United States Supreme Court’s decision on May 17, 1954, 

declared that the practice of segregating students in public school districts was 

unconstitutional.  

In 1956, African-American parents in the city of Norfolk sued to integrate the 

schools. However, the city resisted, and the litigation continued until 1971 when a federal 
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judge approved a desegregation plan that required cross-town busing between paired 

schools. Almost 50 percent of the students were transported to new schools. Busing 

eliminated the all-African American schools; however, the percentage of African 

American students in some of the schools was between 65 percent and 70 percent. 

 As a result of this decision, the Norfolk school district was required to 

desegregate. The court placed the primary responsibility for eliminating segregated 

schools on the local boards of education. The public schools in Norfolk did not 

desegregate until January 1970. The school district utilized clustering and pairing 

techniques as methods of desegregation. Busing was instituted to facilitate the integration 

of the public schools.  In February 1975, the United States District Court of Virginia 

declared the district a unitary school system:  

 

It appears to the court that all issues in this action have been disposed 

of, that the school Board of the city of Norfolk has certified its 

affirmative duty to desegregate, that racial discrimination through 

official action has been eliminated from the system and that the 

Norfolk School System is now unitary. 

 

 Given the hands-off approach to school desegregation from the federal 

government, the Norfolk school board met during the 1981-82 school year to consider a 

reduction in cross-town busing for integration. Numerous meetings were held with 

citizens throughout the city to discuss proposed plans. The primary issue concerned the 

status of African American children in the city of Norfolk who were assigned to all-
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African American schools. Many parents contended that African American children 

would suffer educationally and socially in these segregated schools. The school board 

members sought to eliminate such fears by proposing an expansion of pre-kindergarten 

programs to include four-year-olds from lower income homes; a program to increase 

parental involvement in schools attended primarily by African American children; a 

school effectiveness program to ensure that poor children would learn at the same rate as 

the more affluent students. 

 It is important to note that just before the desegregation of Norfolk public schools 

in 1970, 57 percent of the system’s 56,830 students were white and 43 percent were 

African American. However, after more than 15 years of mandated busing for 

integration, enrollment dropped to 34,803 students. Of this number, 43 percent were 

White and 58 percent were African American. As a result, they experienced a loss of 

more than 18,000 students. The Norfolk school board suggested a new approach to 

desegregation. The school board voted to abolish cross-town busing for elementary 

school children. The revised desegregation plan assigned students to neighborhood 

schools, creating 10 elementary schools that were more than 95 percent African 

American. 

 This new neighborhood school plan was challenged in the United States District 

Court for Virginia. On May 6, 1983, Paul Riddick, Jr., filed a suit on behalf of all the 

African American elementary students in the city of Norfolk. The Norfolk school board 

was named as defendant in the suit. The plaintiffs charged that the school board 

intentionally adopted an elementary school assignment plan that was unconstitutional and 

that discriminated against African American students because of their race. The plaintiffs 
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demanded that the court declare the Norfolk public schools student assignment that was 

adopted on February 2, 1983 as unconstitutional.  

 In 1984, a Virginia district court ruled that the Norfolk public schools could end 

court-mandated cross-town busing of elementary students for the purpose of 

desegregation. The court held that the neighborhood school plan adopted by the Norfolk 

school board on February 2, 1983, did not discriminate against African American 

students because of their race. Additionally, the court ruled that the plaintiffs had failed to 

show that the school board’s assignment plan was motivated by race. 

 Riddick et al. appealed the decision in the Fourth Circuit Court of Appeals. In 

1986, the circuit court upheld the ruling of the district court. The Fourth Circuit Court of 

Appeals’ rationale for the decision was that although the court originally ordered the 

district to utilize busing as a means of desegregating the public schools, it withdrew from 

the case in 1975. In 1975, the court ruled that the Norfolk public schools system was 

unitary. However, the plaintiffs contended that the system had become more segregated 

since 1975. The court did not agree, and the judge ruled: “we do not think that this is a 

case which a school board upon obtaining judicial decision that is unitary, turns it back 

on its minority students. If such were the case, we would not approve Norfolk’s new 

assignment plan.”[ In 1986, the plaintiffs attempted to get the United States Supreme 

Court to review the circuit court’s findings; however, the court refused to hear the case. 

The ruling of the Fourth Circuit Court of Appeals was left intact without approval or 

disapproval by the high court. The ruling in Riddick has had a significantly impact on 

African American elementary students in the city of Norfolk. This ruling left many 

African American students in racially isolated schools. 
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Purpose of Study 

 

 In 2002, Section 22.1-18 of the Code of Virginia was amended by the General 

Assembly (HB 884), Hamilton and SB 350, Howell). In essence, this code required all  

public schools in the state to list standards of quality along with a justification for each of 

the eight standards (Annual Report on the Condition and Needs of Public Education in 

Virginia, 2003). Standard 3 of this Code:  

 

...authorizes the Board of Education to establish 

Course and credit requirements for graduation,  

And to prescribe Standards of Learning (SOL) 

Assessments including end- of courses and end 

Of grade Standards of Learning tests for english, 

Mathematics, science, history and social science  

(p.49.) 

 

  The purpose of this Standards of Learning testing initiative was to improve the 

quality of instruction for children in the state of Virginia and to eliminate the 

achievement gap between disadvantaged and advantaged children. Therefore, the purpose 

of this study is to describe the trends in the mathematics and science achievement gaps 

that continue to exist between African American and European American students in the 

Norfolk Public schools. 

2008 HICE Proceedings 
Page 3850



 20

  

 

 

Research Question 

What are the trends in the (science/mathematics) achievement gap between African 

American and European American students at the elementary, middle and high school 

levels? 

Sources of Data 

  Data were obtained from the Norfolk Public Schools Department of Research, 

Testing and Statistics. Specifics relevant to Standards of Learning (SOL) test reslts were 

gathered from the Norfolk Public Schools Division Performance Report (February 9, 

2006). The SOL testing program was adopted by the school district in June 1995. The 

Virginia Board of Education approved Standards of Learning testing in four core content 

areas: mathematics; science; English; history and the social sciences; and in computer 

technology. The 3rd, 5th, 8th and 11th grade SOL scores in science and mathematics were 

utilized in this study. The SOL achievement gap scores of African American and 

European American students in science and mathematics from 2000-2005 were analyzed.  

   

Findings 

Figures 1, 2 and 3 summarize mathematics and science achievement gap trends (2000-

2005) between African American and European American students in Grades 3, 5, 8, and 

11. The Virginia SOL test results were utilized as the achievement measure. As indicated 

in Figure 1, the third-grade mathematics achievement gap between the two groups 
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declined by 11 points between 2000 and 2005. The Grade 5 mathematics gap also 

continued to shrink and decreased from 21 in 2000 to 14 in 2005. A more extensive 

narrowing of the mathematics gap can be found at Grade 8 (-14 points); however, the 

mathematics (Algebra I) gap at the high school level only declined by 1 point between 

2000 and 2005. 

-15

-10

-5

0

5

10

15

20

25

30

Gap Score

2000-01 2001-02 2002-03 2003-04 2004-05 5 Yr. Gap
Year

Figure 1
Math Gap  Scores

Gr 3M
Gr 5M
Gr 8M
Gr11M
Gr 3M
Gr 5M
Gr 8M
Gr11M

 

 

Trends in the science achievement gap between the two groups can be found in 

Figure 2. The Grade 3 science gap declined from 24 points to 12 points during the same 

five year period. This 12-point decrease was significant; however, the achievement gap 

between Grade 5 African American and European American students was only 4 points 

during this same period. Achievement gap trends indicated that the decline remained 
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constant at Grade 8 (4 points) and Grade 11 was unchanged at the end of the five-year 

period. (0.2 points). 

 

 

Figure 2
Science Gap Scores
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As indicated in Figure 3, the most significant decreases during this five-year period were 

noted in Grade 8 mathematics (-14 points); Grade 3 science (12 points); and Grade 3 

mathematics. The declines were less evident in Grade 11 mathematics (1 point) and 

Grade 11 science (0.2 points).  
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Summary 

In 2004, 43% of all school age children were members of a racial or ethnic 

minority group. It is also interesting to note that the European American population has 

decreased from 78 percent in 1972 to 58 percent in 2004 (National Center for Educational 

Statistics, 2006). As the demographic composition of our schools change, educational 

institutions must be redefined and restructured. As is the case with many previously 

desegregated public schools, these shifts have resulted in resegregation. Although 

economically driven global and sociopolitical forces have impacted the demographic 

changes in our public schools, educators must realize that the 21st century school cannot 
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survive and thrive if our children are not academically prepared. As is the case with many 

resegregated schools across the country, the Norfolk Public School District continues to 

develop strategies that will address the needs of increasingly diverse racial and ethnic 

minority students. The district has implemented accountability systems and continues to 

utilize data-driven decision-making to narrow achievement the science and mathematics 

achievement gaps.  

  The district’s success in narrowing the achievement gap was recognized on 

September 23, 2005 when it was awarded the Broad Prize for urban education This 

coveted prize is given annually to the urban school district that has made significant 

progress in reducing the achievement gaps between ethnic and racial minorities as well as 

economically stratified students. The Broad Foundation’s charge is to assist districts in 

improving “K-12 urban public education through better governance, management, labor 

relations and competition” (Broad Foundation, 2007). The organization seeks to 

accomplish these goals by: training a broad, deep bench of current and aspiring school 

leaders in education; redefining the traditional roles, practices, and policies of school 

board members, superintendents, principals, and labor union leaders to better address 

contemporary challenges in education; attracting and retaining the highest quality talent 

to leadership roles in education; equipping school systems and their leaders with modern 

tools for effective management; providing tangible incentives for educators to advance 

academic performance; and honoring and showcasing success wherever it occurs in urban 

education. Prior to winning this award, the district was a finalist in 2002, 2003, and 2004. 

Results from the science and mathematics Standards of Learning Tests indicated that the 
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district is meeting the challenge of narrowing the achievement gap between African 

American and European American students. 

 

Implications for K-16 Leadership 

 

1. Superintendents should mandate professional development sessions for 

principals, teachers and instructional leaders that emphasize leadership and 

capacity development. Those in leadership positions must be given adequate 

resources to address the complexities involved in addressing individual 

differences related to teaching and learning. 

 

2. Policymakers at the state and local levels should collaborate with colleges and 

universities in dveloping teacher training programs. Together these entities must 

develop curricula that are relevant, rigorous and global so that future teacher 

leaders will be prepared to teach in a racially/ethnically diverse society. 

 

3. In order to narrow the achievement gap, educators must have high standards and 

high expectations for all students. They should: 

  become philosophically committed to the belief that all children can learn if they 

are given appropriate opportunities; 

  have high expectations for students, faculty, staff, parents and others;  

  develop creative shared governance strategies with external and internal actors; 
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  utilize the most talented educators in lower grades and with special needs 

students; 

  provide rigorous curricula for all students; and 

  accept and model the vision of equity and excellence as interrelated public 

values for all. 
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Abstract 
6th Annual International Conference on Education 

 
1. We Answered the Call: Building the Crown Jewel of Afghanistan 
2. Dr. James Wilhite 
3. Northeastern State University  
4. Tahlequah, Oklahoma 74464 
5. wilhite@nsuok.edu 
6. Summary of Conference Program: 

Called to active duty with the Army Dr. Wilhite was assigned to build a 4 year 
university using the model of the United States Military Academy at West 
Point.  He had ten months to accomplish his mission.  End result: Mission 
Accomplished! 
 

I. Description of Presentation: 
 

Dr. James Wilhite was called to active duty and became COL James Wilhite from 

April 2004 until June 2005.  During that time he was sent to Kabul, Afghanistan and 

was assigned as:  Chief of the National Military Academy of Afghanistan 

Implementation Team.   His mission was to build a four year university using the 

model of the United States Military Academy at West Point.   Originally having a 

$65,000,000.00 budget which was cut to zero and an eight member staff cut to zero 

COL Wilhite began what many thought was an impossible mission.  What the 

military didn’t know was an Oklahoma Teacher was in charge.  A teacher who is used 

to having budget cuts and not enough personnel to handle the wide variety of needs 

was about to embark on the biggest challenge of his life. 

 Not a lot had to be done to accomplish this mission.  All he had to do was: Write 

policy and doctrine, establish a curriculum, establish a schedule for four years, work 

out admission and retention issues, hire a superintendent, hire faculty, train faculty, 

train recruiters, get the students to a common location, assess the students to verbal, 

written, and physical examinations, make selections that were ethnically balanced for 
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the country, find money through donations and other means to build facilities, obtain 

equipment to include lodging, books, supplies, food and clothing for incoming cadets,  

rid the facilities of the mines before students arrive (1800 were removed) and prepare 

for a grand opening.  The time line for this mission was ten months.  Not unrealistic 

for at teacher right?   Bottom line:  Mission Accomplished!   

 Everything he learned in the military and education was put to task during this 

deployment.  Only a teacher could have accomplished such a feat.  He will return for 

their graduation in 2009 as the key note speaker and has earned the title, “The Grand 

Father of the National Military Academy of Afghanistan”. 
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ABSTRACT 
The classroom instruction in mathematics often tends to be abstract and drill-routinized. An 
action research and development exercise was undertaken to provide the mathematics laboratory 
experiences to students (N=30; Grade: 8; Urban setting) through guided discovery involving 
number patterns and operations. The instructional material in the form of activity-sheets was 
developed and transacted in laboratory setting .The students’ comments and reactions (N=30; 
df=2; chi-square= 16.8; p< 0.01) were found favorable to the experience. The students’ reactions 
to 14 laboratory activities were significantly positive.  

 

 

Introduction 
 Many educators (Davis, 1966; 1971; Farewell, 1980, Charles & Lester, 1982 
Kishore, 1989; Srinavasan, 1990) have emphasized the exposure of students to 
laboratory learning to discover mathematics. In the school situation, the guided 
discovery could be useful as a systematic way of developing insights into the number 
system and operations through complementary roles of induction and deduction for 
mathematics learning. 

 

 According to Devault and Kriewall (1969), there are evidences that discovery 
techniques are more successful if learners are allowed to speculate; hypothesize; and 
make errors without embarrassment. Mathematics instruction, thus, at the school level 
is such an area in which teachers require continually to take new initiatives to move 
out of the folds of textbooks of mathematics and it related frills. 
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 In India, of late various examination boards have also urged the schools to 
provide the laboratory experiences in mathematics to school students as a part of the 
interval assessment scheme. However, it has been left to the schools to develop their 
own interventions.  An action research was done by the investigator to develop and 
implement laboratory exercises in mathematics at upper – primary level.  

Objectives  
1. To collate, extend and format mathematical experiences in laboratory 

activity sheets. 
2. To undertake an interventionist action research to introduce guided 

mathematical laboratory activities at upper primary level and study 
students’ reaction to it. 

Procedure 
 A few guided laboratory exercises were to take a lead and some more were 
developed in the format of laboratory experiments. The laboratory experiment was 
formatted as activity sheets having the following elements: (i) Objective; (ii) Activity 
procedure and observations; and (IV) Conclusion. 

 

 The features of intervention were (i) guided discovery through activity sheets; (ii) 
teacher in the role of a guide; (iii) systematic implementation of activities; and (iv) 
students seen as active learners. Further, an implementation plan was developed and 
carried out to systematize the implementation of the intervention. A student activity 
manual was prepared before the transaction in the classroom setting. The following 
main steps was used to take the intervention to students; (i) Introducing he project and 
conveying the expectations from students; (ii) Carrying out one guided laboratory 
activity per class period per day per week; (iii) Monthly review of the experience; (iv) 
collection of student's comments and reactions; and (iv) Preparation of action 
research report. 

 

 

 

 

 

 

 

\ 
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Laboratory Activity Sheets: The Exemplar Material 
 In all, fourteen activity sheets for grade eight students were prepared. Two 
examples of the activity sheets are as follows.  

 

Exemplar Activity 1: 

 Objective: To study the addition series of odd numbers Activity and observations 
complete the following table and observe the pattern. 

 

 

S.No. Series Number of addends Sum 

1  1   

2  1   +   3   

3  1   +   3   +   5   

4     

5     

6     

7     

8     

9     

10     

 

Conclusion: 

 ……………………………………………………………………………….. 

 ……………………………………………………………………………….. 

 ……………………………………………………………………………….. 

 ……………………………………………………………………………….. 

General Formula: ………………………………………………………………… 

 

Exemplar Activity 2: 

 Objective: To study the divisibility of three – digit numbers divisible by 7 when 
repeated twice activity and observations: Complete the following table and observe 
the pattern. 
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Is it divisible by 
…? 

S.No. A three-digit 
number 

divisible by 
seven 

Number repeated 
twice 

11 13 

1  15  X  7 = 105 105105 Yes/No Yes/No 

2  16   X  7 = 112 112112 Yes/No Yes/No 

3      

4      

5      

6      

 

Conclusion (In terms of if and then statement)………………………………. 

…………………………………………………………………………………….. 

 The following guided discovery activities were included in the intervention kin 
view of the age and grade level of the students. 

1. To study the addition series of consecutive numbers. 

2. To study the addition series of odd numbers. 

3. By which biggest number from 2 to 9 are the products of any three consecutive 

numbers are divisible? 

4. To study the addition series of even numbers.  

5. What is the nature of the number obtained by adding to the product of any four 

consecutive numbers? 

6. To study the product of numbers of the product number of the multiplication table 

of nine? 

7. To study the product of numbers consisting of nines and sixes exclusively? 

 

 

8. To study the divisibility of three digit numbers divisible by 7 when repeated 

twice. 

9. To study the divisibility of three-digit numbers divisible 3 when repeated thrice. 

10. To study the divisibility of four-digit numbers divisible by 3 when repeated thrice. 

11. To study the series of triangular numbers using the dot pattern. 
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12. To study the series of V-shaped numbers using the dot pattern. 

13. To study the series of diamond – shaped numbers using the dot pattern. 

14. To study the series of hexagonal numbers using the dot pattern. 

 

 The interventionist action research was completed in four months. 

Analysis and Results: 
 The students (N=30, Grade level: 8, Urban setting; Age 13 – 14 years) reactions 
to the intervention elicited and analyzed to know its efficacy. The student's reactions 
are summarized in the following table. 

 Table: A summary of the student's reactions (N=30, DF=2) 

Frequency of responses Reaction 

Expected Observed  

Chi-square 

Favorable 10 20  

Neutral 10 8 16.8** 

Unfavorable  10 2  

**Significant at 0.01 level 

 

 Thus, the reactions of the students to the intervention were significantly positive. 

 Further, the student's comments to the intervention were gathered and their typical 
comments were as follows. 

 I liked the activities since they mode me discover the patterns in numbers which 

were not familiar to me earlier.  

 I found the activities mentally stimulating and revealing. 

 I appreciate the interest of my teacher in mathematics and its teaching by 

preparing the activity sheets. 

 Aft time, I use to find the description of number patterns in some books but it use 

to be a piece of information. But working on such patterns through activities was 

personal experience of playing with numbers and hence more relevant. 

 A different but interesting side of mathematics got revealed through this project. 

 I found that mathematics in not mere numbers but real mathematics is hidden in 

the number patterns to be discovered and realized. 

 The discovery method of learning has given me a new angle of looking at 

numbers. 
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Career and Technical Education Administrators’ Perceptions of Teachers’ Dress as 
Indicated by Selected Professional Attributes 

 
Abstract 

 
The primary purpose of this study was to assess the perceptions of career and technical 

education (CTE) administrators toward teachers’ dress as indicated by 10 occupational 
attributes. The population of this descriptive study consisted of 78 CTE administrators employed 
by West Virginia Department of Education during 2006-2007 academic school year. Data for the 
study were collected by mailed questionnaire. The top three attributes perceived by CTE 
respondents as influencing women’s and men’s traditional clothing were: professionalism, 
responsibility, efficiency. In the leisure dress category, the top three attributes for women’s and 
men’s clothing were: responsibility, honesty, and knowledgeability. Commonalities existed 
between women’s and men’s business casual clothing on the following top two attributes: 
responsibility and professionalism. Business casual was perceived by CTE respondents as the 
dominant category of dress on their campus. Leisure attire was not perceived by CTE 
administrators as the recommended attire for their teachers. Overall, CTE administrators 
perceived that teachers’ dress does affect the professionalism of teachers. 

 
Introduction 

 
Many times in life situations a person may be judged upon how well dressed they appear. 

The same holds true for teachers, whether in the classroom setting, during a job interview, for a 
teacher parent conference or open house. Delisio (2006) reported that “dressing appropriately” 
used to be a phrase with universal meaning. However, in an age where flip flops appear in White 
House photos, some school districts want to make it clear how they expect all staff members – 
including teachers – to dress” (p.1). 

 
According to Storm (1986), dress is defined as “a body covering, attachment, or 

treatment; it is essentially our appearance” (p.vii). A study by Underwood, Kenner, and McCune 
(2002) suggests that an individual’s appearance is essentially non-verbal communication and 
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influences the perception and validity of the spoken word. Failure to dress appropriately can 
impact the way administrators, teachers, students, and parents perceive the teacher in question. 
Saiki (2006) reported that: 
            In recent years there has been confusion about what is appropriate to wear at work.   
            A whole generation has been raised in jeans, t-shirts, and sweats. Popular media  
            has described a shift back to a preference for formal dress in the workplace as 
            many companies are attempting to change expectations of work place attire. 
            The CEO of Managers Recruiters International said that managers, when surveyed,  
            were upset with the open-toed shoes, tank tops, and sweat pants worn to work. 
            Companies have been calling in fashion experts to teach their employees about 
            appropriate workplace dress. (p.1) 
 
 

 
It appears that selection of professional attire enhances occupational attributes of 

teachers. Dress is important and can give a degree of authority, even in today’s casual school 
environment (Underwood, et al., 2002). In this era of teacher accountability, career and technical 
education administrators should be in the forefront in setting the standards for dress in public 
schools. Appropriate dress has become extremely important in many professions.  The clothing 
industry has been quick to meet the symbolic need for attire that translates into power, success, 
and desired outcomes (Kwon, 1994).  This trend appears to be true in today’s more casual world 
and increasingly diverse environment.  Although professional dress is, in fact, of major 
importance in winning respect in the classroom and in conveying the appropriate public image of 
what happens in schools, little has been written on the subject.  According to Underwood, et al. 
(2002), all of the research in this area was prior to the business casual dress-down movement in 
the 1990’s. The review of literature revealed a dearth of information regarding career and 
technical education administrators’ perceptions of teachers’ dress at the secondary level.  

  
Theoretical Base/ Conceptual Framework 

 
Many initial and enduring perceptions are formed by simple observation and evaluation 

of the clothing he/she wears (Roach, 1997).  Perception is the process of taking in data through 
our senses and transmitting that data to the brain where it is selected and identified and given 
significance through organization and interpretation (Storm, 1986). Perception is determined by 
our unique life experience such as our culture, the people significant to us who have formed our 
frame of reference, and our education (Storm, 1986). Rosencranz (1972) suggests that the 
association of greater clothing awareness with higher socioeconomic level, higher educational 
level, and higher participation in more social groups, reflects opportunities for building more 
command of the language of dress. 

 
Lucas (1979) reported that women mine workers in Britain were more likely to wear 

trousers (similar to those worn by male miners) during the mid – nineteenth century.  Since that 
time period, women laborers have often adopted masculine work dress.  Occupational dress, such 
as uniform, may be worn for quick identification. However, they are often a way to differentiate 
employees by specific role or rank. This differentiation may ultimately influence interpersonal 
interactions within the occupational environment (Lafferty and Dickey, 1980). Lafferty and 
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Dickey (1980) found that those nurses who viewed nursing most traditionally were more positive 
toward traditional dress symbol of nursing and wore them more frequently: cap, school pin, 
white uniform. Nurses who viewed nursing nontraditionally, especially those with a B. A. 
degree, were the most negative toward these symbols and wore them least frequently (as cited in 
Storm, 1986). 

 
According to self- perception theory (as cited in Kwon, 1994) individuals evaluate 

themselves just as they evaluate others. Specifically, the processes people use to infer their own 
attitudes and other internal states from the observation of overt behavior are not substantially 
different from those they apply in inferring others’ attitudes. Self-perception theory suggests that 
variables, such as appearance or clothing, affect perceptions of others, and may affect 
perceptions of self (Kwon, 1994). Clothes often become external cues which are accessible to us 
and others for observation (Kaiser, 1990). Researchers (Asch, 1946; Scheneider, 1973) suggest 
that people often infer particular traits of a person based on other characteristics possessed by 
that individual. This tendency to infer some traits from knowledge about other traits has been 
termed “implicit personality theory” (Bruner & Tagiuri, 1954; Scheneider, 1973). Kwon (1994) 
suggests that individuals tend to form mental constructs concerning proper modes of dress over a 
period of time and embodies a range of situations based on experiences. 

 
Many people experience the positive psychological effects of wearing an appropriate 

outfit in a work setting. Morale can be boosted when an outfit elicits positive comments and 
compliments from others. Conversely, the feeling of being inappropriately dressed for a job can 
generate fear of negative evaluations and reactions from others, leading to an undermining of 
self-confidence (Solomon & Douglas, 1985). Research has shown that first impressions are 
primarily based on demeanor, including posture, behavior, and dress (Storm, 1986). The 
importance of dress in first-impression formation is so significant that the “universe of 
appearance may, in fact, be regarded as the guarantee, foundation, or substrate of the universe of 
discourse” (Stone 1970, p.231). Evidence also suggests that when people dress according to their 
role expectation(s), others are more likely to respond to them as the roles would dictate. Thus, 
students have been found to work harder for teachers who are more formally attired (Storm, 
1986). 

 
People have been found to be more cooperative with other individuals whose appearance 

is similar to their own. Thus, they have been found to be more likely to talk with, sign a petition 
for, or provide information to an individual dressed similarly to them (Suedfeld et al. 1971, 
1972). First impressions and dress cues are generally more important in urban than rural or 
small-town settings. Urban contacts are brief and infrequent. Rural or small-town contacts are 
more repetitive and longer, and some things about the other individual have usually already been 
ascertain. For these reasons, it is also easier to use dress to mislead others in an urban setting 
(Storm, 1986). 

 
Men’s dress has been found to be a less important cue than women’s, although dress 

seems to be used as a cue by men more than women. Evaluations of others appear to be more 
extreme when made about individuals of the opposite sex (Storm, 1986). In fact, it appears “that 
dress is one of the most salient cue sexes stereotyping… [and this] is so marked that sex 
stereotype origins may be a result of the predominance of dress as a cue in early socialization” 
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(Hamid, 1969, pp.193-94). Several researchers (Forsythe, Drake, & Cox, 1984; Kelley, Blouin, 
Glen, Sweat, & Arledge, 1982), have investigated women’s employment attire and perceptions 
of appearance related to career orientation. Forsythe, et al. (1984) reported that career dress had a 
positive effect on the perception of selected personal characteristics. Such studies indicate people 
perceive “dressing well and appropriately” as important for career advancement. 

 
According to study by Singer and Love (1988) which investigated gender differences in 

self-perceptions of occupational efficacy in law enforcement workers, females indicated less 
favorable self occupational images than male officers. Both sexes reported similar levels of 
psychological well-being, job satisfaction, and job involvement. Research has found certain 
items of dress are associated with specific stereotypes. Some of these associations are glasses 
with intelligence, religiousness, shyness, naiveté, lack of physical attractiveness, conventionality, 
and dullness; make-up, bright colors, and high hemlines with sophistication, immorality, and 
physical attractiveness (Storm, 1986). Mathes and Kemper (1976) reported that “people do 
believe that certain kinds and styles of clothing are indicative of liberal sexual attitudes and 
behavior” (p.497). These items were, for men, tank tops, bare feet, open shirts. For women, they 
were, cut-offs, hip-hugger pants, hoop earrings, tops exposing midriffs, work shirts, T-shirts, 
blue jeans, short shorts, halter tops, sun dresses, sandals, sweaters, and bare feet. 

 
 
 

 
 

Purpose and Objectives 
 
The primary purpose of this study was to assess the perceptions of CTE administrators 

toward teachers’ dress as indicated by selected attributes.  The specific objectives of the study 
were to: 

 
1. Determine   male and female CTE administrators’ level of satisfaction regarding 

teachers’ dress. 
2. Describe impact of selected issues and trends on teachers’ dress as perceived by CTE 

administrators. 
3. Ascertain factors most influencing teachers’ dress as perceived by CTE administrators. 
4. Describe CTE administrators’ perceptions toward leisure, business casual and traditional 

category of dress. 
5. Assess CTE administrators’ perceptions regarding teachers’ dress as indicated by selected 

professional attributes. 
 

Limitations of the Study 
 

1. Due to the small sample size, findings and conclusions should be inferred only to the 
selected participants of this study and not CTE administrators in general. 

2. Because of the scant research data available on CTE administrator’s perceptions of 
teachers’ dress, the study sought to develop important baseline data. Thus, the entire 
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population of CTE administrators was surveyed.  Consequently, the data do not lend 
themselves to tests of statistical significance. 

 
Procedures 

 
The population for this study consisted of 78 career and technical education 

administrators employed by West Virginia Department of Education during 2006 – 2007 
academic school year. Due to the small number (N=78) of individuals in the population, a census 
was used for this study.  In order to control frame error, a current list of CTE administrators and 
their mailing addresses were requested from West Virginia State Department of Education. 

 
The research instrument consisted of a questionnaire tested by Kenner, Underwood, and 

McCune (2002a). Appropriateness and permission for the use of this instrument was discussed 
with the primary author.  The questionnaire consisted of two parts.  Part I consisted of line 
drawings of dress modes: traditional, business casual, and leisure for both male and female.  
Participants were asked to rank the three sets of styles per gender according to ten occupational 
attributes (Kwon, 1994) on a five- point Likert scale.  Part II consisted of selected demographic 
variables and background information.  Content and face validity of the instrument was assessed 
by a panel of experts in career and technical education and educational administration. 
Cronbach’s alpha was used to estimate the internal consistency of the instrument.  The reliability 
coefficient was .98 for the instrument used in this study. 

 
Data for the study were collected by mailed questionnaire.  The questionnaire, along with 

a cover letter and a stamped return envelope, was sent to all CTE administrators (N = 78) in this 
study.  After 10 days, a second mailing was sent to all non-respondents.  Ten days after the 
second mailing, a reminder letter was sent to all non- respondents stressing the importance of 
participation.  Approximately 10 days following the third mailing, telephone calls were made to 
non- respondents.  Fifty seven CTE administrators completed and returned the questionnaire for 
a final useable response rate of 73 percent.  Babbie (1998 p. 262) argues that a response rate of 
70 percent is regarded as “very good.”  Non- response error was controlled by comparing late 
respondents to on – time respondents as outlined by Krushat and Molnar (1993) who noted late 
respondents tend to reply similarly to non- respondents.  A comparison of these groups revealed 
no differences in the responses of late and on – time respondents.  

 
Data were analyzed using the Statistical Package for Social Sciences (Version 14.0 for 

Windows).  Descriptive statistics were used to describe the distribution of the data. 
 

Findings 
 

Individual characteristics for CTE administrators participating in the study are presented in Table 
1. 
  
Table 1 
Characteristics of CTE Administrators Participating in the Study 
(N = 57) 
Characteristic Category n (%) 
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Gender: 
 
 

Female 
Male 

23 
34 

(40) 
(60) 

Age: 25-49 years 
50-55 years 
56 and above 
 

19 
22 
16 

(33) 
(39) 
(28) 

Education: Master 
Doctorate 
Other 
 

53 
2 
2 

(93) 
(3.5) 
(3.5) 

Years as an Administrator: 1-5 years 
6-10 years 
11-20 years 
Over 20 years 
 

14 
13 
22 
8 

(24) 
(23) 
(39) 
(14) 

Location of School: Rural area/less than 5,000 
Rural area/5,001 – 10,000  
Town of 10,001 – 50,000  
Town of 50,001 – or more 

20 
19 
15 
13 

(35.1) 
(33.3) 
(26.3) 
(5.3) 

 
Objective 1. Determine male and female CTE administrators’ of satisfaction regarding teachers’ 
dress. 
Forty seven percent of the CTE administrators were somewhat satisfied with teachers’ dress on 
their campus. Male participants indicated a higher level of satisfaction of teachers’ dress on their 
campus when compared to their female counterparts (Table 2). 
 
Table 2 
CTE Administrators’ Perceptions of Dress Satisfaction by Gender 
(N = 57) 

Gender 
Dress Satisfaction Female 

% 
Male 

% 
Total 

Satisfied 
 

16 28 44 

Somewhat Satisfied 
 

19 28 47 

Not Satisfied 
 

5 4 9 

Total   100 
V = .132    
 
Objective 2. Describe impact of selected issues and trends on teachers’ dress as perceived by 
CTE administrators. 
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Table 3 lists selected issues and trends impacting teachers’ dress as perceived by CTE 
administrators. 
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Table 3 
CTE Administrators’ Perceptions about the Impact of Selected Issues and Trends 
on Teachers’ Dress 
(N = 57) 

Question 
Yes 

n 
% 

No 
n 
% 

In the last year, has a teacher been required to leave campus due to 
inappropriate dress? 
 
Do you have dress exceptions for certain faculty? 
 
 
In your opinion, does dress affect the professionalism of teachers? 
 
 
Have you encountered problems with body piercing and/or tattoos 
among teachers? 
 
Do you foresee current trends in body adornment becoming 
problematic in teachers’ dress? 
 
Do you think your teachers would benefit from a workshop on 
professionalism which includes dress and business etiquette? 
 
Would you like to see teachers on your campus in a required 
uniform? 

2 
3.5 

 
26 

45.6 
 

54 
94.7 

 
10 
18 
 

38 
67 
 

37 
65 
 

23 
40 

55 
96.5 

 
31 

54.4 
 
3 

5.3 
 

47 
82 
 

19 
33 
 

20 
35 
 

34 
60 

 
A majority (94.7%) of the respondents reported that dress does affect the professionalism of 
teachers. However, just over two-thirds (67%) foresee current trends in body adornment 
becoming problematic in teachers’ dress. Over three-fifths (65%) of CTE administrators 
perceived that teachers would benefit from a workshop on professionalism which includes dress 
and business etiquette. Almost 4% of the respondents reported cases of inappropriate dress. 
 
Objective 3. Ascertain factors most influencing teachers’ dress as perceived by CTE 
administrators. 
 
Choices of comfort, school setting, lack of knowledge of appropriate dress, and lack of income 
were listed as the factors influencing teachers’ dress. Table 4 lists comfort as the number one 
factor in apparel selection. 
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Table 4 
Rank Order of Factors Most Influencing Teachers’ Dress as Perceived by CTE 
Administrators 
Factor Rank M SD 
Comfort 
School Setting 
Lack of Knowledge of Appropriate Dress 
Lack of Income 

1 
2 
3 
4 

3.64 
2.96 
1.85 
1.59 

0.64 
0.94 
0.78 
0.72 

 
Objective 4. Describe CTE administrators’ perception toward leisure, business casual and 
traditional category of dress. 
 
Three-fifth (60%) of CTE administrators reported that the current teachers’ dress on their 
campus was business casual. Over two-thirds (66.7%) of CTE administrators indicated their 
dress preference as a teacher was business casual (see Table 5) 
 
Table 5 
CTE Administrators’ Perceptions Toward Leisure, Business Casual, and 
Traditional Dress 

Category of Dress 
Leisure Business Casual Traditional

Statement 
n 
% 

n 
% 

n 
% 

In general, the current teachers’ dress on my 
campus is: 
 
The dress code on my campus should be 
more: 
 
I foresee teachers’ dress on campus 
becoming: 
 
When I was a teacher, my dress was: 
 
 
As an administrator, my dress is: 

24 
40 
 
7 

12.3 
 

28 
49.1 

 
4 

7.0 
 
2 

3.5 

33 
60 
 

41 
71.9 

 
26 

45.6 
 

38 
66.7 

 
11 

19.3 

0.0 
0.0 

 
9 

15.8 
 
3 

5.3 
 

15 
26.3 

 
44 

77.2 
 
A majority (49.1%) of the CTE respondents perceived leisure dress as becoming the current 
dress on their campus in the future. Over two-thirds (77.2%) of the respondents wore traditional 
attire as an administrator. 
 
Objective 5. Assess CTE administrators’ perceptions regarding teachers’ dress as indicated by 
selected professional attributes. 
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The means for the top three attributes (Table 6) for females were: traditional dress: 
professionalism (M = 4.00), responsibility (M = 3.89), and efficiency (M = 3.66); for business 
casual: responsibility (M = 4.01), professionalism (M = 3.89), and efficiency (M = 3.77); for 
leisure dress: responsibility (M = 2.56), honesty (M = 2.42), and knowledgeability (M = 2.40). 
The means for the top three attributes for males were: traditional dress: professionalism (M = 
4.07), responsibility (M = 3.89), and efficiency (M = 3.66); business casual: responsibility (M = 
4.01), professionalism (M = 3.87), and competence (M = 3.79); leisure dress: responsibility (M 
= 2.57), knowledgeability (M = 2.45), and honesty (M = 2.45). 
 

Table 6 
aMeans and Standard Deviations of Professional Attributes of Teachers’ Dress as Perceived by CTE 
Administrators 

Women’s Clothing  Men’s Clothing 
Traditional Business 

Casual 
Leisure  Traditional Business 

Casual 
Leisure 

Professional Attributes: 

M SD M SD M SD  M SD M SD M SD 
1. Responsibility 3.89 1.20 4.01 0.95 2.56 0.96  3.89 1.22 4.01 0.97 2.57 0.94 
2. Competence 3.64 1.30 3.77 1.05 2.40 0.92  3.66 1.32 3.79 1.11 2.43 0.94 
3. Knowledgeability 3.54 1.31 3.66 1.10 2.40 0.90  3.54 1.32 3.63 1.09 2.45 0.94 
4. Professionalism 4.00 1.16 3.89 0.77 2.24 0.95  4.07 1.09 3.87 0.82 2.26 0.97 
5. Honesty 3.40 1.29 3.54 1.15 2.42 0.96  3.36 1.31 3.49 1.18 2.45 1.00 
6. Reliability 3.63 1.24 3.71 1.01 2.29 0.90  3.59 1.26 3.66 1.05 2.35 0.97 
7. Intelligence 3.54 1.33 3.61 1.14 2.33 0.98  3.49 1.35 3.59 1.16 2.42 1.01 
8. Trustworthiness 3.47 1.35 3.52 1.19 2.33 0.95  3.42 1.36 3.56 1.16 2.40 0.97 
9. Willingness to work hard 3.59 1.36 3.71 1.03 2.26 0.95  3.61 1.37 3.73 1.06 2.35 1.02 
10. Efficiency 3.66 1.27 3.77 0.98 2.29 0.98  3.66 1.28 3.71 1.01 2.29 0.92 
aScale: 1 = None; 2 = Little; 3 = Some; 4 = Very Much; and 5 = Excellent. 

 
Discussion and Conclusions 

 
The typical respondent in this study was 50 years and older (67%), completed a master’s 

degree (93%), served in the capacity as a CTE administrator for 6 years and above (76%), and 
worked in a secondary school district located in a rural area (68.4%). Female CTE administrators 
were less likely to be satisfied with the perceptions of secondary school teachers’ dress when 
compared to their male counterparts. This finding suggests that women are socialized to pay 
more attention to appearance than men are. On the other hand, males’ perceptions of clothing are 
probably connected to social status and hierarchy (Kwon, 1994). In a multistate (Texas, North 
Carolina, Nebraska, Pennsylvania, and Utah) study by Kenner, Underwood, and McCune 
(2002b), over two-fifths of the principals were somewhat satisfied with faculty dress on their 
campus. 

 
The following issues and trends were perceived by respondents as impacting teachers’ 

dress: professionalism of teachers, current trends in body adornment becoming problematic, and 
the need for a workshop on dress and business etiquette. Parkay and Stanford study’s (as cited by 
Simmons, 1996) revealed that parents and teachers alike are counseling some of our most able 
young people not to go into teaching. The reasons range from low salaries to lack of status. 
Noesfirwan and Crawford (1982) perceive the manner of one’s dress as critical to the way in 
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which the public regards their profession, and Molly (1975) noted that teachers are not paid like 
professionals because they do not look like professionals. 

Comfort was ranked as the most important apparel selection affecting teachers’ dress. 
This finding is supported by a multistate study done by Kenner et al. (2002b). It appears that the 
variable “comfort” is likely to be a good predictor as a factor contributing or accounting for the 
choice of dress attire as perceived by CTE administrators. 

 
CTE administrators perceived business casual as the dominant category of dress on their 

campus. In contrast, traditional attire was worn by most (77.2%) CTE administrators. However, a 
surprising finding revealed that over two-fifths (49.1%) the respondents perceived teachers’ 
dress on their campus becoming “leisure.” Simmons (1996) reported that teachers’ dress is a 
touchy subject because of the legal implications of the possible infringement on personal 
liberties. Simmons (1996) further argues that teachers’ dress has become a matter of individual 
choice. CTE administrators perceived that if traditional attire is worn, the teacher is perceived as 
being overwhelmingly professional, responsible, and efficient. This finding is similar to a study 
reported by Kenner et al. (2002b). However, in their study, the three attributes were: 
professional, responsible, and competence. Rollman (1980) reported that teachers dressed 
formally were rated “most organized.” Leisure attire accounted for a reduction in mean scores, 
when compared to traditional and business attire. This finding suggests that leisure attire was not 
perceived by CTE administrators as the recommended dress attire for their teachers. If business 
attire is worn, the teacher is perceived as being overwhelmingly responsible, professional, and 
competent. The “responsibility attribute” was the only common attribute in the top three means 
for both men’s and women’s clothing across all three modes of dress attire. The explanation of 
this finding is probably associated with underlying concepts of self-perception and implicit 
personality theory (Kwon, 1994). 
 

Recommendations 
 
Qualitative research targeting students and parents’ perceptions of teachers’ dress should 

be done. Research of student’s misbehaviors based on teachers’ attire should be examined at the 
secondary level. Beginning secondary level CTE teachers should be encouraged to participate in 
a series of pre-service workshops on: dress and business etiquette, current trends in body 
adornment, and general professionalism in the classroom. 
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findings from one part of a larger Canadian interdisciplinary study on the future of the 

practicum or clinical component of undergraduate education for the professions (e.g., 
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Law, Medicine, Education, Social Work, Pharmacy, Forestry, Dentistry, Nursing or 

Theology). In this paper, we the researchers of this investigation (a) synthesized key 

responses of post-practicum students regarding their views of their recently completed 

clinical or field-experiences; and (b) draw inferences from these early findings for 

practicum administrators interested in examining these results to inform their 

deliberations to enhance the experiential learning component of pre-service professional 

education. 

Methodology 

Because the clinical or practical phase of professional preparation is highly 

regarded by professionals-in-training, we wanted to include, as part of our broader study, 

the voice of post-practicum students regarding the value of their field-experiences. For 

this portion of our investigation, we solicited written responses from students in three 

disciplines (i.e., Education, Engineering, and Nursing), who had recently completed their 

practicum/clinical/internship programs. 

The survey consisted of two printed questions that solicited students’ views of the 

most positive and the most negative aspects of their practicum experience s. 546 students 

anonymously and individually completed the survey, either online or in post-practicum 

classroom situations. 

Using a mixed qualitative/quantitative approach, we analyzed these students’ 

responses, and categorized these data into interim themes or patterns that were suitable 

for ongoing analysis, synthesis, and interpretation. We compared and contrasted these 

emerging categories with the preliminary data we had been gathering, both from the 

relevant research literature, and from the other practicum participants whom we had been 

interviewing in our pan-Canadian study.  

Early Findings  

 We were not surprised to see that although each of the practicum programs in the 

three disciplines were distinctive in terms of their unique subject-matter and 

organizational structure, the students identified certain strengths and weaknesses of their 

respective field experiences, many of which seemed to be common across the three 

professions.  
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We also found that the positive aspects they identified confirmed earlier research 

results that emphasized the opportunity for practicum-students to accomplish such goals 

as: applying their academic knowledge in real-world settings; honing their professional 

skills; being able to provide authentic help to their respective clients/patients/pupils; 

engaging in the multi-faceted experience of actual professional work; beginning to 

understand the complexities of the entire social/emotional/moral dimension embedded in 

professional practice; confirming their choice of a profession; or making a productive 

contribution to society at large.  

Some of the negative aspects that these post-practicum students identified across 

the three disciplines dealt with such concerns as: the program disjuncture between 

academic and field-based phases; the weaknesses in the practicum-placement process; the 

presence of uninterested mentors/supervisors; the existence of miscommunication or 

misunderstanding between stakeholder sub-groups; the lack of adequate supervisory 

preparation for some mentors; the inordinate number of seemingly-unimportant tasks 

assigned to some students; or the unreasonable expectations that some of their more 

veteran colleagues placed on the students.  

Implications 

We were impressed with the students’ forthright comments regarding what they 

--being the direct recipients of and participants in the practicum/clinical program--both 

valued and disparaged in their clinical-education settings. We believe that practicum 

organizers from various professional disciplines should objectively collect, analyze, and 

share their respective students’ input with one another. Such a process would exemplify 

inter-disciplinary collaboration, which is what some post-secondary educators have been 

advocating for years. We would also hope that this kind of inter-professional dialogue 

would continue to inform practicum organizers’ decisions to create innovative 

clinical/practical programming, regardless of the discipline.  
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Abstract: 
 
Adults aged 25 years and older have historically enrolled in colleges and universities 
and have been categorized as non-traditional students.  Furthermore, as students 
with vast and varying life experience, this population has been placed in the same 
classes and taught using the same strategies as “traditional” students entering 
directly after high school graduation.    This session provides a fresh look at 
programming that focuses on the unique talents, skills, and experiences that the 
adult learner brings to the university setting.     
 
The panel will provide an overview of “androgogy” as defined by the father of Adult 
Education, Malcolm Knowles and then discuss examples of programming designed 
for adult learners that successfully embrace and apply this theory. 
 
Participants will hear about baccalaureate and master programming as well as 
about a doctorate that prepares future adult educators (students who are adult 
learners themselves).   Panelists will engage the audience in dialogue around the 
topic while emphasizing the benefits of andragogical instructional techniques in 
contrast to pedagogical strategies in the successful education of adult 
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Abstract: 

 
Preparing educational leaders to serve as local school principals and central office 

administrators is a challenging process confronted by factors such as outdated curriculum and 
inadequate clinical instruction.  During the past two years, faculty at the University of South Alabama 
have worked collaboratively with personnel from local school districts in a bi-county area of southern 
Alabama to develop an educational administration program that prepares exemplary leaders for local 
school and central office administrative positions.  This innovative program is characterized by strong 
partnerships between local school district personnel and higher education faculty, an accompanying 
administrative residency focused on school improvement and student achievement, and alignment of 
coursework with Interstate School Leaders Licensure Consortium Standards (ISLLC).   
 

This poster session will present results of this collaborative effort and offer suggestions for 
educational administration faculty and local school districts to initiate a curriculum review process and 
develop a residency that offers prospective educational leaders opportunities to bridge the gap between 
theory and practice as they focus on strengthening classroom instruction and improving student 
achievement.   
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Wikipedia defines a mash-up as "[the seamless combining] of content from more 

than one source into an integrated experience." (2006) Because so much information and 

media is freely available online via the World Wide Web, students familiar with Web 2.0 

applications have often already experienced the concept of mash-ups, and have 

demonstrated proficiency at creating a seemingly endless variety of mix-ups and match-

ups of multimedia content.  

These students take content, mash it up, and serve it in new ways, to an audience 

of a few friends, or a few hundred million strangers. Mash-ups in education are all about 

students taking the lead and designing their own education. 

Not only are college students proving that they are willing and able to mash-up 

content to create knowledge, they have shown that they are decreasingly brand-loyal to 

their universities. In this sense, students take advantage of Distance Education, 

Continuing Education, and matriculation agreements to mash-up their course of study 

using multiple institutions to create their own educational experience.  

According to David Warlick (2006), a noted consultant, speaker, and author, this 

is nothing new, teachers world wide have been integrating their curriculum for centuries, 

crafting interdisciplinary projects that allow students to learn within more authentic 
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contexts. For Warlick academics need to realize and embrace that “how students learn is 

as important as what they learn -- perhaps even more important” (Warlick, 2006).  What 

is new though, are the technologies with which we can re-mix and re-use our course 

content with. 

In an Xplanazine podcast Rob Reynolds of Xplana Learning stated that: 

we talk about mashups, when we talk about not just one application, but taking 

pieces of all kinds of things and putting them together in new and creative ways -- 

it really parallels what we're talking about in education. Instead of just a standard 

curriculum, start with a core, but a flexible core, to which we can add things of 

personal interest, creative ideas, etc (2006). 

The most successful educational institutions of tomorrow will offer the most 

relevant and rewarding educational content, and will facilitate student-centered learning, 

including student-designed mash-ups.  

Imagine an objective based lesson that presents the core of the material but then 

allows students to add to the course by exploring two or three more topics.  How much 

more meaningful will that learning be for the students?  It allows students to take 

ownership over their own learning. 

For Clearance Fisher (2006) this allows us to place more responsibility on the 

students as this is finally about them, it is about the information that they produce, want 

to use, and can play with.  It is about the remix culture and bringing us to new places. 

George Seimens (2006) states that: 

We can now acquire our information in any manner that we desire. Learning, seen 

as content consumption, doesn't fit this model anymore. Learners piece together 
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(connect) various content and conversation elements to create an integrated 

(though at time contradictory) network of issues and concerns. Our learning and 

information acquisition is a mashup. We take pieces, add pieces, dialogue, 

reframe, rethink, connect, and ultimately, we end up with some type of pattern 

(meme?) that symbolizes what's happening "out there" and what it means to us. 

And it changes daily. Instead of a CD with the songs of only one artist, we have 

iPods with a full range of music, video, audio files/books, images, etc. Our 

classrooms, instead of the pre-packaged views of an instructor or designers should 

include similar diverse elements. As educators, we are not grasping (or prepared 

for) the depth of the change that is occurring under our feet. If it's happened 

(breaking apart the center) in every other industry - movies, music, software, 

business - what makes us think that our educational structures are immune? And 

what does it mean to us? What should we be doing now to prepare our 

institutions? Ourselves? Our learners? 

So how about it? What should we be doing now to prepare our institutions, 

ourselves, our learners?  Extending the example of an objective based lesson to an entire 

course where students are responsible for not only learning but designating what they 

want to learn on top of the core curriculum, we begin to see that it is no longer about the 

professor but it really is about the student, as it should be. 

According to Warlick (2006) rather than graduating finished students who are 

ready for the world, it is important that we produce people who are raw material, capable 

of not only adapting to a rapidly changing world, but also able to continue to learn, 

unlearn, and relearn, so that they can shape that world into something that is better. 

2008 HICE Proceedings 
Page 3888



 

It is my hope and contention that educators should allow their students to take 

more ownership of their own education.  If you are thinking of ways in which you can 

allow them the take what you have and reuse, remix, and resubmit it to you as an 

alternative form of assessment then I believe that  you are on the path to preparing 

academia for the transformation that will surely ensue.  Remember the successful schools 

of the future will be those that provide models and mentors so that the mashups those 

students create will have value and add to their knowledge base. 
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Abstract 

This paper presents how to leverage the use of WIKIs for learning data analysis and 

statistics in a non-traditional setting. The presenters will share their collective reflection and 

experience using WIKIs to learn statistics in a combined face-to-face doctoral and distance 

educational technology and leadership program. Other topics presented include: the effective 

uses of WIKI when combined with other tools such as Blackboard, TappedIn, and Skype, and 

teleconferencing; best practices for implementing a WIKI, and how they can implemented as 

internal communication tools in the workplace (Ward, 2006; BBC, 2006; Nakata, Fukuda, 

Fukuda, & Suzuki, 2005). 

WIKIs allow users to author, edit, and revise its content in a collaborative, asynchronous 

forum. They have great learning potential as they encourage critical thinking, self reflection, and 

supports scholarly communication all while creating a collective knowledge base. For doctoral 

students who collaborate on group projects virtually 40% of the time, there is a need for a means 

of idea sharing and co-creation of knowledge through a content management system (CMS). 

Wikis can fill the need for a tool that promotes research collaboration and coordination. 

  A CMS wiki provides a platform to provide a dynamic collaborative, shared knowledge 

base and to foster knowledge co‐construction. Unlike other Web 2.0 tools, such as a podcast, 

where information can be transmitted via audio files, syndicated online and published over the 

web (Torrone, 2005), a WIKI is an editable website which allow authors to easily edit and revise 

its content (Stafford & Web, 2006). It not only provides a platform to “learn something from 

each other” (p. 33) but it also allows constituents to contribute something to each other (Gordon 

and Stephen, 2007; Quiggin, 2006). WIKIS enable constituents to trust, learn and know about 

one another, through collective activity and social production of meaning (Wenger, 1998). 
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Members can moderate or endorse contributions (L. Polin, personal communication, March 7, 

2007); hence their learning becomes interdependent of one another (Engestrom, Lompscher, and 

Ruckriem, 2005). Wikis put the focus on collective learning, and as the sites are collaboratively 

maintained, they remove the need for a webmaster to manage the site.  
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Abstract  
Background 
Self-assessment is suggested by Taras (2001) as a means by which learner confidence and 
independence may be fostered. A self-assessment dialogue document (SADD) is a means by 
which a student is encouraged to reflect on their learning from undertaking a piece of work at 
the point of assessment. This not only fosters breadth and depth of reflection, but allows 
dialogue between the student and assessor (tutor or peer) that feeds forward into the 
student’s learning continuum. In addition, a dialogue-approach may allow an opportunity for 
the student to clarify and verify with the assessor what is being said (Nicol and Macfarlane-
Dick, 2006). This is crucial if learning is to be maximised as students often do not understand 
the feedback being given to them.  
 
Objective 
To establish the perceived value of a self-assessment dialogue document (SADD).  
 
Research Question 
What is the added value of a SADD to the assessment, learning and teaching experience for 
students and tutors? 
 
Method  
A mixed methods approach was used with student data collected via a 2-phase questionnaire 
and tutor data by a focus group.  
 
Results  
92% (n=24) of students perceived the SADD as a useful tool to demonstrate refection, 
corroborated by tutor feedback. The research also shows that it is essential that specific and 
detailed feedback is given to students in a language that they understand if it is to be useful.  
 
77% (n=20) of students felt the SADD was a useful tool to identify ongoing learning needs 
and 70% (n=14) of those felt that it was also a useful tool to plan strategies to address those 
needs. Thus, the remit of the SADD could be wider than pure reflection. 
 
Conclusions 
Students perceived the SADD to be a useful tool by which to demonstrate refection, a view 
corroborated by tutor feedback. More than 80% of students who received tutor feedback on 
the SADD found the feedback helpful but it is essential that feedback is given to students in a 
language that they understand if that feedback is to be useful.  
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In addition, the majority of students felt the SADD was a useful tool to identify ongoing 
learning needs and plan strategies to address those needs. Thus, the remit of the SADD 
could be wider than the initial concept of pure reflection. 
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Abstract:  

Research has shown that the teacher is a key factor in student learning. To 
ensure that each teacher has the knowledge and skills to be effective, appropriate 
assessment measures must be developed.  This action research study analyzes the 
knowledge and skill levels of six primary teachers-ranging from declarative to 
procedural to conditional knowledge. In the study, each teacher completed a 
running record and was asked to analyze the results during a personal interview.  
Each teacher’s results were compared to a developmental rubric that consisted of 
three areas: descriptions of reading cueing systems, an analysis of running record 
information, and the implementation of instruction based on the miscue analysis.  
The study showed the diversity of knowledge and skills among the six teachers.  
Critical factors were additional staff development opportunities, additional 
college coursework, and the grade level taught. A staff development rubric was 
developed to provide an effective means of analyzing different levels of teacher 
knowledge and to support their professional development. 

 
Our insights from this study using rubrics include critical knowledge for 

schools and school  districts. Schools and school districts have long understood 
the need for accountability with regard to the learning and achievement of their 
students. Long before NCLB, our nation looked at student achievement on the 
school, state, regional, and national levels. More recently, the link between the 
professional knowledge of teachers and the achievement of their students has 
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been explored and verified. The greater knowledge teachers possess, the more 
likely their students are to achieve.  

 
 A significant aspect of the student/teacher achievement link is the 

evaluation of the professional knowledge of teachers. After participating in this 
action research project, we believe that the evaluation of teachers’ professional 
knowledge, in this case literacy knowledge, deserves much more attention. The 
information obtained in the study pointed to widely varying degrees of knowledge 
within the same school. Because the teachers’ levels of knowledge varied, each 
needed a different type of support. It would have been difficult to know this 
information without the action research study and the subsequent development 
and use of the rubrics involved. A further thought is that we not only need to look 
at the knowledge of the teachers but also at the knowledge of those who train the 
teachers in our substantial efforts to increase student achievement and meet the 
goals of NCLB.  Educators on all levels need to see themselves as part of a 
growth continuum and as part of the staff development team within a school.  
This study pointed us to a long term/continuous staff development model that 
looks at the incremental growth of both students and teachers.  

 
 The need to differentiate staff development for teachers is as critical as 

the need to differentiate instruction for students. Partnering with other 
professionals on the school, district and/or higher education level can provide the 
support to make that goal a reality. Such partnerships and the above evaluation 
skills that they generate can support the transition from staff development to 
professional development, a needed insight for all of those involved with literacy 
in the schools.  In these days of NCLB and accountability, we need to be 
absolutely sure that those working to develop literacy in children be given 
maximum support to meet the literacy needs of a changing society. 
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Abstract 

This study was conducted to determine how students would describe their group-only 

cooperative testing experiences in terms of key elements of cooperative learning often cited in 

the literature. Written comments of 159 graduate students were analyzed and 26 related 

categories of comments were derived from 495 statements of students enrolled in two graduate 

classes offered during nine months of a regular school year and two five week summer terms. 

Students mentioned all five of the selected elements of cooperative learning within various 

contextual statements they wrote to describe their cooperative testing experiences. The results of 

this study indicated that positive experiences occurred more often than negative types of 

experiences across categories defined as (1) Positive Interdependence, (2) Face-to-Face 

Interaction, (3) Individual and Group Accountability, (4) Appropriate Use of Social Skills, and 

(5) Group Processing within in this study. Students also reported predominantly positive psycho-

social benefits such as lowered stress and test anxiety levels, friendships made, increased 

learning, and a strong preference for the group-only testing format. Teachers in the class also 

indicated a willingness to use this testing format in their own classrooms as a result of their 

group testing experiences. Moreover, higher achievement gains also were reported as part of the 

experiences of students during the cooperative group testing arrangement featured in this study. 
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 Qualitative Aspects of Group-Only Testing 

Over the years, the classroom practice of testing students alone has been the familiar 

method used to determine student achievement. This choice, however, is not the only option 

open to teachers. For example, when key principles of cooperative learning research (Johnson 

and Johnson, 1999; Slavin, 1990; 1995; Jacobs, 2000) are integrated within a cooperative group 

testing format (Hanshaw, 1976;1982; 2006), student achievement levels have been observed to 

be significantly higher for students who worked in a cooperative testing environment compared 

to the traditional alone condition (Hanshaw, 1982; 2006; Meinster and Rose, 1993; Skidmore 

and Aagaard, 2004; Zimbardo, Butler, and Wolfe, 2003). Cooperative learning principles, 

therefore, are the foundation of effective cooperative testing arrangements. A listing of the 

important principles that have been developed into instructional methodologies is shown in 

Table 1 and a brief summary of the specific principles most applicable to this study is presented 

in Table 2. Readers may gain, therefore, an appreciation of the instructional uses of cooperative 

learning arrangements developed by others or they may choose to explore further the application 

of cooperative learning principles to classroom testing by examining Cooperative Classroom 

Testing (University Press of America, 2006).  

Since students involved in cooperative testing arrangements work in complex social 

environments that are driven by the principles of cooperative learning (Jacobs, 2000; Vygotsky, 

1978; Johnson and Johnson,1999), then the extent to which these principles help to foster 
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positive experiences other than achievement is also of interest. Hence, an examination of what 

students say that they experienced during cooperative testing episodes is of primary interest to 

this research. 

 Purpose 

The primary purpose of this paper is to present the comments of students who 

experienced group-only cooperative testing; most of them for the first time. Because many of 

these students are classroom teachers, and others intend to teach, their comments become an 

important barometer of the extent to which cooperative testing principles might be used by 

teachers who personally experience cooperative testing. A secondary purpose of this paper is to 

(a) connect the selected element(s) of cooperative learning that are mentioned in the literature 

with those elements of cooperative learning that students felt most contributed to either a 

positive or a negative cooperative testing experience; (b) determine the frequency of occurrence 

of those  elements of cooperative learning students commented about as a result of experiencing 

several cooperative testing episodes (i.e., elements such as learning, achievement, social and 

psychological factors, etc.); and (c) provide qualitative evidence (i.e., from students’ statements) 

that experience with cooperative testing events may be a key factor in teachers’ decisions to 

utilize this form of assessment as either the preferred mode of testing or as the mode of testing to 

be used in conjunction with traditional alone testing.  

In a broader context, other educators who either have not personally experienced 

cooperative testing or who may not have tried this format in their classrooms, may be persuaded 

to explore the use of cooperative testing.  Doing so may produce not only higher student 

achievement outcomes (Hanshaw, 2006; Zimbardo, Butler, and Wolf, 2003; Slavin, 1995), but 
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also may produce outcomes beneficial to the social and psychological development of students 

(Vygotsky, 1978; McKeachie, 1988; Kauchak and Eggen, 2005; Johnson and Johnson, 1999). 

The learning that takes place within cooperative testing groups is directly influenced by the 

many benefits students gain from manipulating the thinking strategies presented by others. These 

gains are realized from the psycho-social processes that support and enable better decision-

making and effective critical thinking prior to and during testing (Vygotsky, 1978; Armstrong 

and Savage, 1998; Johnson and Johnson, 1999; Jacobs, 2000).   

 Methodology 

   During the Fall, Spring, and Summer terms of the 2005-06 school year, 36 students in a 

graduate measurement and evaluation class (i.e., EDCI 503) and 123 students in four sections of 

a graduate curriculum, theory and practice class (i.e., EDCI 601) were asked to give their 

opinions about having experienced cooperative testing as part of the overall evaluation system in 

these classes. Students in each class were randomly assigned to groups that ranged in size from 

three to six members. Additionally, tests taken by students were regular classroom examinations 

made by the instructor. Each examination in all classes lasted an entire class period or 165 

minutes. Although most classes had three examinations, some students had a minimum of two 

examinations due to time differences between summer classes and regular term classes. Except 

for a small number of students who either took classes taught in earlier years or were 

simultaneously enrolled in current classes taught by this author that featured the same testing 

format, all students had at least two opportunities to form their perspectives regarding 

experiences with cooperative testing.  

The comments examined in this research were produced by 159 graduate students. 
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Understandably, some students wrote a few lines, while others wrote paragraphs about their 

experiences. As mentioned earlier, these statements were read and interpreted with regard to  

key aspects of cooperative learning that are shown in Tables 1and 2. Within the context of 

explaining cooperative learning’s principles to students, the work of Slavin (1995) provided 

additional evidence of research outcomes about instructional methods involving cooperative 

learning in the classroom and the work of Jacobs (2000) was useful for helping students to frame 

additional cognitive and psycho-social understandings associated with defining and 

distinguishing cooperative learning groups from groups that just work together. 

On the other hand, the five characteristics summarized in Table 2 were chosen over other 

information about cooperative learning because most students were already more familiar with 

the work of Johnson and Johnson as a result of enrollment in various undergraduate and graduate 

courses. Because graduate students and practicing teachers have instructional responsibilities, 

there also was interest in determining the nature of their experiences, since they might, in turn, 

most likely use cooperative testing sooner in their classrooms. Hence, it was decided to track 

their comments about cooperative testing first. By reading all students’ comments and then 

interpreting their meaning in relation to the five characteristics shown in Table 2, a variety of  

comments about various aspects of cooperative testing (i.e., see Table 3) evolved. 

Where any statements derived in this study were judged to be a reference to the same key 

element of cooperative learning experienced by students, an alphabetical code was used to 

cluster  students’ comments. For example, items 1, 4, 7, and 10 were judged to be related to 

psycho-social factors and, therefore, were labeled using the letter “A”. Other statements 

expressing similar aspects and inter-related aspects of the five characteristics shown in Table 2 
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were labeled “B”, “C”, and “D”, etc. This was done to make it easier for readers to track related 

or similar comments presented in Table 3, if desired. Otherwise, the labeling has no other 

significance. 

 

Table 1 

Elements of Cooperative Learning that Support Cooperative Testing 

_______________________________________________________________________________ 

Author     Summary of Cooperative Learning Principles  
_______________________________________________________________________________ 
 
(Johnson and Johnson,    (1) Positive Interdependence 
1999, p. 75)     (2) Face-to-Face Promotive Interaction 

(3) Individual and Group Accountability 
(4) Appropriate Use of Social Skills 
(5) Group Processing 

 
Slavin (1995, pp. 12-13)   (1) Group Goals 

(2) Individual Accountability 
(3) Equal Opportunities for Success 
(4) Team Competition 
(5) Task Specialization 

 
Jacobs (2000, p. 1 of 20)   (1) What makes cooperative learning groups 

         distinctive from groups that just work together? 
(2) What is the effectiveness of cooperative learning 
      in promoting thinking? 
(3) What conditions in cooperative learning help to     
        promote thinking? 
(4) What are the theoretical perspectives that               
        support the Acooperation-thinking@ link? 

_______________________________________________________________________________ 
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Table 2 
 
Descriptive Statements about Key Elements of Cooperative Learning 
 
_______________________________________________________________________________ 
 
Key Element    Description*       
_______________________________________________________________________________

   
Positive Interdependence   Clear measurable task assigned to groups. Members of groups know what they 

ar
e 

      supposed to do in order that they believe they can reach their goals, if and only if 
     group mates reach their goals. Cooperation enhanced by celebrating group 
      success with various types of positive interdependence (i.e., positive reward  
     system, division of labor, and assigned roles that are independent and 
                                                                               inter-dependent, etc.).       
 
Face-to-Face Promotive Interaction               Ensuring that group mates meet face-to-face to work together to complete 

assignments and to promote each other’s success. Promotive interaction 
exists when individuals encourage and facilitate each other’s efforts to 
complete tasks in order to reach the group’s goals. 

 
Individual and Group Accountability Require that students learn task-related work and, simultaneously, learn 

interpersonal and small group skills needed to facilitate teamwork as part 
of a group. Individually group members know that they cannot 
“hitchhike” on the work of others. Group members know that the group’s 
performance is measured against a standard and all members know how 
the team is performing through team assessment. 

 
Appropriate Use of Social Skills  Students must learn to do task work and teamwork simultaneously as they 

get to know and trust each other, communicate accurately and 
unambiguously, accept and support each other, and resolve conflicts in a 
constructive manner. 

 
Group Processing                 As part of how the group works together and how it might improve itself, 

members of a group should reflect on helpful and unhelpful actions within 
the group, make decisions about what actions to change or to continue 
and then work to clarify and improve the effectiveness of the members of 
the group in the spirit of collaborative efforts made to achieve the group’s 
goals. 

_______________________________________________________________________________ 
*Note: Adapted from Johnson, D. W. and Johnson, R. T. (1999). 
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            Learning together and alone: Cooperative, competitive, 
            and individualistic learning, 5th ed. Needham MA: Allyn and Bacon. 
 
 
 
 
 
 
 
Table 3  
 
Comments of Graduate Students and Practicing Teachers Regarding Cooperative Testing 
_______________________________________________________________________________ 
 
Item/     Descriptive          Frequency  Interpretation of Comments  
Code     Comments (N=495)        and (%)  Relative to Cooperative Testing 
 
1-A     Recommend/enjoyed/loved        85 (17.2)  Psycho-social 
factors  

group testing; positive experience; 
takes practice to get use to this  
form of testing but later you like it.   

 
2-B Learned more information; helped 21 (4.2)  Group Processing 

my memory; alternative way of  
learning. 
      

3-C Group success intensified by co- 12 (2.4)  Group Processing; Common 
operation; test score higher; cuts    Goal Orientation; achievement 
study time; watch out for false 
confidence just because you have 
partners. 

 
4-A Unique/first-time experience; 15 (3.0)  Psycho-social factors 

innovative; great alternative  
compared to traditional testing; 
made me a fan of group work. 

 
5-B Cooperative testing great idea; 51 (10.3)  Group Processing 

two minds or more better than  
one; very effective; beneficial 
for those taking more than one  
class/test preparation/learning 
material; learned something new 
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each test; glad to experience co- 
operative testing. 

 
6-B Team improved focus beyond   7 (1.4)  Group Processing 

bits and pieces I knew; in-depth 
answers given more often even 
though lots of information tested. 

 
 
Table 3 (continued).   
_______________________________________________________________________________ 
 
Item/     Descriptive          Frequency  Interpretation of Comments  
Code     Comments (N=495)        and (%)  Relative to Cooperative Testing 
_______________________________________________________________________________ 
 
7-A  Doubts at first about cooperative 17 (3.4)  Psycho-social factors  

testing, later liked it; may try it in 
my classes now that I have experi- 
enced it. 

 
8-A  Group testing reduced my stress, 34 (6.9)  Psycho-social factors 

test anxiety; more relaxed. 
 
9-B  Learned to work well with my  10 (2.0)   Group Processing 

peers; helped with other aspects of  
life; learned more from group than 
just class material. 

 
10-A  Have tried/will use cooperative 25 (5.1)  Psycho-social factors; 

testing in my classroom; method     achievement 
will reduce children’s stress; will  
help my students’ achievement. 

 
11-C  Liked working with other edu- 21 (4.2)  Face-to-face Interaction; 

cators; active discussion/feedback;    Group Processing 
interaction with professionals; form 
of team teaching of peers; group  
learning; learned to respect others’ 
ideas. 

 
12-C  Everyone had something to contri- 37 (7.5)  Face-to-face Interaction; 

bute; CT (cooperative testing) pro-    Group Processing 
moted communication and critical 
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thinking; interacting/pooling of  
knowledge; did not rely on one per- 
son=s answers; method wealth of 
education; must consider many justi- 
fications/answers. 

 
13-D     Felt obligated to study more; group  
                makes you accountable to learn  
Table 3 (continued).  
_______________________________________________________________________________ 
 
Item/     Descriptive          Frequency  Interpretation of Comments  
Code     Comments (N=495)        and (%)  Relative to Cooperative Testing 
_______________________________________________________________________________ 
 

material; counted on for answers; 12 (2.4)   Individual Accountability; 
makes you study harder as if     Common Goal Orientation 
taking test alone; put forth effort 
for myself/group. 

 
14-E  Got to know classmates better; 13 (2.6)   Face-to-face Interaction 

made life-long friends; met new  
people; professional contacts made; 
unlikely personal contacts made, if 
working alone. 

 
15-C  Learned to look at material from  8 (1.6)  Face-to-face Interaction; 

more than one view; able to under-    Group processing 
stand other interpretations. 

 
16-C  Working in groups helped me to 17 (3.4)  Face-to-face Interaction; 

construct/decide my final answer;    Group Processing 
permitted freedom to share indivi- 
dual opinions; learned to listen to 
others; learned to overcome “don’t 
talk during testing”. 

 
17-A  I believe in cooperative testing; CT 10 (2)  Psycho-social factors 

makes sense; in real world we work 
together; second experience even 
more proof of how well cooperative 
testing works. 

 
18-B  Cooperative testing builds social 7 (1.4)  Group Processing 
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skills; communication skills. 
 
19-C  Sometimes weight not pulled  25 (5.1)   Individual Accountability; 

equally within group; frustrating    Group Processing 
when some people did not come to  
every class; some just copied from  
teammates/not fair to those who  
studied; leech in my group was a  

Table 3 (continued).  
_______________________________________________________________________________ 
 
Item/     Descriptive          Frequency  Interpretation of Comments  
Code     Comments (N=495)        and (%)  Relative to Cooperative Testing 
_______________________________________________________________________________ 
  

negative aspect; people not  
taking an active part missed out 
on a different learning experience. 

 
20-B  Team effort absorbs temporary indi-  30 (6.1)  Group Processing 

vidual shortcomings; discussion of  
questions aids understanding;  
learned more than when studying/ 
testing alone; learning from peers  
essential; team effort helps inter- 
nalize information. 

 
21-C  Everyone pulled their own weight; 14 (2.8)   Individual Accountability; 

CT prevented too heavy a reliance    Group Processing; Common 
on group members; team answers    Goal Orientation 
helped me to double check my  
answers. 

 
22-C  Assigning groups early promotes 2 (.4)  Group Processing  

getting to know one another; speci-     
fic roles within groups may help 
groups to be better. 
 

23-C  Sometimes offended when others 3 (.6)  Group Processing; Psycho- 
shunned my answers; but overall,    social factors 
a good experience. 

 
24-D  Peer pressure forces group mem- 10 (2.0)  Individual Accountability; 

bers to learn material individually     Common Goal Orientation 
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in order to fit into/stay in group; 
good insurance against those who 
don=t study consistently/come to  
test and just copy answers. 

 
25-C  Large groups operate differently 2 (.4)  Group Processing; Psycho-social 

than smaller groups (my second    factors 
CT experience); large groups make 

Table 3 (continued).  
_______________________________________________________________________________ 
 
Item/     Descriptive          Frequency  Interpretation of Comments  
Code     Comments (N=495)        and (%)  Relative to Cooperative Testing 
_______________________________________________________________________________ 
 

contributing more difficult than 
smaller groups (too many voices); 
points hard to follow; n<5 seems  
to work best for me. 

 
26-A Thank you for this experience;  7 (1.4)   Psycho-social factor 

wished more classes like this one.   
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 Results 

The results of analyzing the various student comments shown in Table 3 indicate the broad 

spectrum of ways in which cooperative learning=s elements were operationalized within the context of 

cooperative testing events students experienced as they worked cooperatively on regular classroom 

examinations. Individual Accountability and Common Goal Orientation (i.e., statements 13 and 14) 

accounted for 7.7% of the 26 types of comments students wrote; six of the 26 types of comments, or 

23.1%, only referred to aspects of Group Processing (i.e., statements 2, 5, 6, 9, 18, and 20); seven of 

the 26 statements, or 26.9%, identified various psychological factors and achievement gains by 

students (i.e., statements 1, 4, 7, 8, 10, 17, and 26); 1 of the 26 statements, or 3.8% referred to Face-to-

Face Interaction alone (i.e., statement 14); and 10 of the 26 statements (or 38.5%) discussed, in an 

interrelated way, Group Processing, Common Goal Orientation, Face-to-Face Interaction, and various 

Psycho-social Factors (i.e., statements 3, 11, 12, 15, 16, 19, 21, 22, 23, and 25). 

Relative to the potential transfer of this testing format to K-12 classrooms, items coded 7-A 

and 10-A indicate a willingness among teachers and teachers-to-be to use cooperative group testing in 

their own classrooms and/or to continue its use in their classrooms. 

 Conclusion 

Given the large percentage of graduate students and teachers that indicated very positive 

experiences regarding the cooperative testing format used in this research (Items 1, 2, 4, 5, 8, and 
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17), it is likely that the overall experiences of these teachers and graduate students may, in turn, 

influence their use of a cooperative testing format within their K-12 classrooms (Items 2, 3, 7, 8, 

and 12). Secondly, students’ comments about cooperative testing’s positive influence on learning 

(Item 2), enhancement of communication and critical thinking skills (Item 12), and building and 

use of social skills (Items 7, 12, 13, 14, 16, 20, and 21) offer evidence of the powerful influence of 

cooperative testing as an alternate testing format. Finally, using a cooperative testing  arrangement 

is also important to students because it aids their memory and learning (Item 2), decreases their 

test anxiety (Item 8), enhances listening skills (Item 16), and enriches various dimensions of social 

interaction (Items 13, 14, 15, and 20-21). Overall, therefore, the experiences presented here appear 

to strongly endorse the conclusion that: (1) there are far more positive than negative outcomes that 

can be gained from exposing students to cooperative group-only testing episodes and (2) after 

experiencing cooperative group testing, there is a willingness among teachers to use this testing 

format in their own K-12 classrooms. 
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Abstract 

Social entrepreneurship takes an entrepreneurial approach for addressing social challenges, 

where impact on society determines success (Alvord, Brown, et al, 2004; Elstrodt, Schindler, et 

al, 2004; Srivastva, 2004 Barendsen & Gardner, 2004).  This paper introduces social 

entrepreneurship and explores the possibilities of applying these concepts for developing and 

implementing sustainable outreach initiatives for workforce development the information 

technology industry, such as student computer clubs. As a cyclical conduit between academia, 

the workforce, and continuing professional development, computer clubs can be a vehicle for 

change and reform (Riel, 1993; Jonassen, D., Peck, K. & Wilson, B., 1998; Fulton & Riel, 1999; 

Riel & Polin, 2004), providing informal learning environments distinct from the traditions of 

formal educational institutions (Jenkins, Clinton, Purushotma, Robison & Weigel).  
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‘We have to Learn English to Make it Here’: The Journey in and Around 
the Education System for Young Refugees in Australia 
 
 
Jen Couch  
_________________________ 
 

Without language, one can never truly enter a culture1 
 

The best thing about Australia is the opportunity for education2 
 
There can be no doubt that for most refugee young people, learning English 
on arrival in Australia is a prime objective. English represents the key to a 
possible future containing education, employment and a reasonable 
standard of living. English as a Second Language (ESL) programs for new 
arrivals to Australia have a crucial role to play in providing young refugees 
with the necessary English skills to be able to make a successful transition into 
mainstream education and employment. The central role that English 
proficiency plays in determining the successful integration of migrants into 
Australian society has been well documented (for example DIMIA 2003; 
O’Loughlin & Watson 1997). Indeed, the Commonwealth Government has 
recognised that ‘the most significant indicator of settlement need is English 
language proficiency. English is Australia’s national language, used in 
commerce and everyday life. A good command of the English language is 
essential for full participation in Australian society’ (DIMIA 2003:91). 
 
Research undertaken in late-2006 by the Centre for Multicultural Youth Issues 
(CMYI) and the South East Local Learning and Employment Network (SELLEN) 
explored the adequacy of ESL provision for newly arrived young refugees in 
light of concerns raised that many young people exiting the ESL New Arrivals 
Program were struggling to cope with mainstream education and were either 
‘dropping out’ or achieving low outcomes, and few were finding 
employment in areas other than casual, low-skilled labour (Olliff 2004). This 
was despite evidence that suggests newly arrived young people have 
extremely high expectations of educational outcomes and experience 
immense family pressure to succeed (Olliff 2004). In particular, concerns were 
raised by those working directly with newly arrived young refugees that ESL 
provisions were not adequately catering to the needs of recent cohorts from 
the Horn of Africa and Middle East with histories of severely disrupted 
schooling.  
 
Methods 
 
Due to the pivotal importance that initial intensive language learning 
experiences play in the settlement trajectory of newly arrived young people, 
the central focus of the research was an analysis of the ESL New Arrivals 
Program in the City of Greater Dandenong, the Local Government Area with 
the highest proportion of humanitarian entrants settling in Victoria. In 2003-04, 

                                                 
1 Report of the Canadian Task Force on Mental Health Issues Affecting Immigrants and Refugees 1998, p.23 
2 Sudanese refugee cited in Wealth of All Nations, p. 45 
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the City of Greater Dandenong hosted over 31 per cent of all humanitarian 
youth entrants to Victoria, with the largest groups coming from Sudan, 
Afghanistan, Iraq and Ethiopia (DIMIA 2004). 
 
The ESL New Arrivals Program (NAP) is provided in the context of 
Commonwealth government funding and guidelines through government 
primary and secondary schools and is one of three government-funded ESL 
programs that target newly arrived young people.3 Educational jurisdictions in 
states and territories receive once-only per capita funding for each eligible 
new arrival student. The purpose of the funding is for the provision of the 
student’s initial course of intensive instruction. The Commonwealth Guidelines 
state that eligible students are expected to receive a minimum of 6 months 
intensive English language instruction either in language centres/units or in 
schools. In the latter case it is expected that students will be provided with a 
minimum of ten hours of ESL assistance per week. Students are entitled to stay 
up to 12 months in the ESL NAP, although further Commonwealth funding is 
not provided after the initial 6 months. 
 
The methods employed for this qualitative research involved a review of 
national literature and a series of semi-structured interviews with 19 service 
providers in the City of Greater Dandenong and 8 young people from 
refugee backgrounds. Service providers were selected on the basis of their 
direct work with refugee young people and included representatives from 
migrant welfare organisations, ESL New Arrivals Programs, mainstream 
secondary schools, TAFE ESL programs, community organisations, government 
departments and employment services. Young people were selected on the 
basis of being aged between 12 and 25, having already exited the ESL New 
Arrivals Program and been in Australia for less than 24 months. 
 
In reviewing transition pathways from the ESL New Arrivals Program, the 
research focused predominantly on young refugees of post-compulsory 
school age (16+). Young refugees aged between 12 and 15 have a 
compulsory pathway into secondary school and thus the ongoing English 
language learning needs of this group can only be accommodated through 
the special needs and ESL index funding provided through schools, an area 
not explored in any depth in this research. The post-compulsory school age 
cohort, however, have very different and varied needs in terms of transition 
pathways and it was gaps in existing and potential pathways that provided a 
central focus for this research. 
 
One of the main issues arising from the literature review was that there is a 
lack of any substantive and current research on how English language 
acquisition and ESL learning environments impact on the settlement trajectory 
of refugee young people, particularly with regards to newly arrived and 
emerging communities in Australia. Research undertaken on earlier refugee 

                                                 
3 The other two major programs – ESL in schools and the Adult Migrant English Program – were not 
investigated in any depth through this research. ESL in schools, is provided through index funding to 
individual schools for the ongoing provision of ESL programs to eligible students, including refugee young 
people who have transitioned out of the ESL New Arrivals Program. The Adult Migrant English Program 
(AMEP) targets young people of post-compulsory school age (16+) and is provided in a non-school setting 
for a standard 510 hours. 
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communities from Indochina suggests a strong correlation between lack of 
English, long-term unemployment and socio-economic disadvantage 
(O’Loughlin & Watson 1997). 
 
Background of refugee young people in Australia 
 
Although young refugees are not a homogenous group and there is 
considerable diversity in the precise nature of their experiences (Coventry et 
al 2002:15), there are some key features of the refugee experience which 
determine their support needs as they build a new life in Australia. It is likely 
that most refugee young people will have had harrowing and extremely 
stressful experiences, including persecution, oppression and violation of 
human rights. For most refugees, the events surrounding them fleeing their 
country of origin are traumatic, with many young people experiencing 
‘considerable psychological pressure as they attempt to cope with an abrupt 
dislocation from their previous life’ (ibid.). Considerable numbers of refugee 
young people have spent prolonged periods in countries where service 
infrastructure is poorly developed or disrupted as a result of conflict. As a 
result, many experience various psychological symptoms that limit their 
capacity to adjust to the changing circumstances around them, affecting 
their sense of safety, trust and their physical and mental health. 
 
Young refugees’ resettlement experience often involves them confronting a 
number of barriers. Newly arrived and emerging communities are often at risk 
due to limited family and social support and existing support within their 
communities being less developed and with minimal infrastructure. 
Mainstream services and programs are not always culturally appropriate and 
lack flexibility, preventing young people from participating, and there are few 
specialist refugee youth services to cater for those with high and complex 
needs. There is often little co-ordination between government departments 
and community and education sectors in relation to planning to meet the 
needs of refugee young people. Due to the impact of State-sanctioned 
violence that young people from refugee backgrounds may have witnessed 
or experienced, many are suspicious of government authorities or those 
perceived to be in authority roles. 
 
Young people with refugee-like experiences are faced with multiple 
challenges in resettling in the community. They must adjust to a community 
with a different value system and there is often pressure placed on the young 
person to adapt. Young refugees often balance varying understandings and 
levels of familiarity with their own cultural heritage and community while also 
having to negotiate broader Australian culture.  Assumptions are often made 
about young refugees’ stages of life, roles within the family, and connections 
to community and religion. Other factors that may effect resettlement within 
the community include: media depictions and community attitudes, events 
happening in a young person’s country of origin, and poverty. 
  
While often resilient, refugee young people are contending with resettlement 
in an unfamiliar social system, and have to cope with a new language, 
culture and social expectations, while also dealing with the impacts of their 
refugee experience. They often search for their identity in this new context, 
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and many find this task difficult within the context of adolescent 
development.  
 
Many young refugees are geographically and socially isolated and lack 
opportunities for recreation and other ways to form new friendships. 
Education and employment issues are often of high importance to refugee 
young people, many of whom find it hard to find pathways that cater for their 
needs following disrupted or no previous education before arrival.  
 
Findings and discussion 
 
The educational and ESL needs of a young refugee in Australia will depend 
greatly on their past experiences, especially their educational background. 
The current high intakes in Australia’s Humanitarian Program from the Horn of 
Africa and Middle East provide challenges for ESL programs in terms of 
catering to the needs of significant numbers of young people with severely 
disrupted schooling and little formal education. English teachers have 
commented that it is not unusual in recent arrivals of refugee young people 
to have students in their mid teens who have only attended formal schooling 
for one or two years. When one of the authors recently attended an ESL 
school she witnessed teachers trying to contain a situation in which a young 
man was trying to destroy a computer. It was commented that such events 
are not unusual with young refugees who are frustrated by the difficulty of 
learning a new language combined with the other stresses resettlement 
brings.  
 
One of the major findings of this research was that, while the ESL New Arrivals 
Program may have been adequate for earlier intakes of refugees (e.g. those 
from the former-Yugoslavia, where education levels were generally 
comparable), extra provisions need to be made for those young people 
arriving in Australia with limited or no formal education. That is, one of the 
main reasons identified by interviewees for the difficulties experienced by 
young refugees in both education and employment was the low English 
proficiency being achieved by those exiting the ESL New Arrivals Program. As 
one secondary school welfare coordinator suggested, ‘If you tracked kids you 
would be astounded at the lack of success and that’s a very, very sad 
situation… because there are lots of kids that come through the [ESL NAP] 
and into our school with heaps of potential but they don’t have the time or 
the skills to be able to succeed.’ 
 
While six to twelve months in an ESL New Arrivals Program may be adequate 
for someone who has received equivalent schooling prior to arriving in 
Australia, it may be grossly inadequate for those who have not experienced 
formal learning before and are not literate in their first language. Setting a 
standardised timeframe, regardless of whether this is seen as only an initial 
stage in language acquisition, introduces an expectation that young people 
can achieve sufficient English language proficiency in this timeframe to make 
the transition into mainstream education and employment.  
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The experiences of young refugees that have made the transition out of the 
ESL New Arrivals Program and into mainstream secondary school are 
frequently negative. Anecdotally there is evidence to suggest that many 
young people are not coping with this transition and are falling through the 
gaps. As one secondary school teacher describes:  
 

‘If you ask me the biggest problem, the possibilities for success are 
very low, because generally kids are coming into our secondary 
school not at Year 7 or Year 8; they’re coming in at Year 10 level 
and Year 9 level […] and having to cope with VCE very quickly and 
so it’s a recipe for disaster. And if you haven’t got the skills to cope 
in the classroom you’re not going to feel good about yourself. And 
that’s what happens. […] You see it happen a million times: kids 
start skipping school, they meet kids outside at the internet cafes 
and they’re easy fodder.’ 

 
Another teacher notes: 
 
  ‘We are in real danger of having a significant amount of young people 

who have a very low level of English proficiency. I have absolutely no 
idea where these young people will end up or how they can possibly 
effectively resettle.’ 

 
It becomes essential in this instance that course providers perceive this initial 
period of language learning as creating an opportunity for each individual 
young person to address many issues. Many teachers acknowledge that the 
delivery of formal language classes also provides an environment where the 
young person receives personal, social and language skills. 
 
In terms of program challenges, the enormity of the task lies in equipping 
students from diverse backgrounds with not only English language skills, but 
also curriculum knowledge and an understanding of general school 
behaviours, as well as ensuring that appropriate support is given during their 
transition out of the ESL New Arrivals Program into different education and 
employment pathways.  
 
A major concern that arose through the research centred on the inadequacy 
of education and training pathways open to, and utilised by, refugee young 
people of post-compulsory school age (particularly those with a history of 
disrupted schooling). Even where teachers from English Language 
Schools/Centres recognise that a young person has not attained the 
necessary skills to be able to cope with secondary school, the standardised 
program structure and funding limitations necessitates that the young person 
moves out of the ESL New Arrivals Program in 6 to 12 months. This transition is 
often at the behest of the families or young people themselves, whose 
expectations of educational outcomes are frequently unrealistic and who see 
VCE and university as the only valid pathway to success. 
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A point of contention among service providers interviewed was whether a 
level of English proficiency should be an expected outcome of the ESL New 
Arrivals Program. As one refugee welfare worker put forward,  
 

‘English level has to be an outcome of an English language 
school… I mean, that’s what the name implies, that it teaches 
English! So it definitely needs to be stricter around that… I think they 
need a further six months of intense English and they need to be 
stringently tested at that stage so that we know that these young 
people are ready to go into this school. The comments from the 
teachers when they’re exiting is: ‘Oh, can you please chase up this 
young person because their English is not enough?’ …I mean, the 
teachers are saying their English is not enough, so I think that’s 
enough for us to be worried.’ 

 
Other workers interviewed suggested that some young people of post-
compulsory school age with little or no formal education would struggle to 
achieve benchmark proficiency within the ESL New Arrivals Program, and it 
would not benefit them to be kept within the program indefinitely. A number 
of workers suggested that the focus should be on developing or promoting 
suitable alternatives to secondary school and VCE so that these young 
people can move into education and training pathways that are better 
suited to their skills. 
  
In identifying positive practices in the ESL New Arrivals Program, it was found 
that the English Language Schools and Centres (ELS/C) have commanded a 
great deal of respect among service providers working with refugee young 
people and among young people themselves. The high quality and caring of 
teachers at the ELS/C’s was given particular commendation. Other positive 
practices included: orientation/information sessions given to different service 
providers about newly arrived communities; African settlement workers 
working within the ELS/C’s; the Kaleidoscope Programme run by Foundation 
House; excursions and camps during the ESL New Arrivals Program; and, the 
Parents Program at Noble Park English Language School. 
 
There were a number of possible recommendations that came out of the 
research for ways to improve the success rate of newly arrived refugee young 
people in education and employment. These included:  
 

 piloting a new intermediatory framework for supporting and integrating 
new arrivals into appropriate education, training and employment 
pathways in which young people can achieve success. This may 
include introducing or promoting different phases for young people to 
learn English (e.g. TAFE phase, VCAL or VET in schools with literacy 
focus, AMES pilot project);  

 allowing greater flexibility in the ESL New Arrivals Program for young 
people to move in and out of the program;  

 developing a strategic framework for ESL in schools;  
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 providing a minimum 12-month entitlement to young refugees in the 
ESL New Arrivals Program, with the possibility of extending for a further 
six months;  

 ensuring the infrastructure needs of the ELS/C’s are being met in line 
with the numbers of new arrivals settling in the Greater Dandenong 
area;  

 reviewing existing frameworks and engaging in greater debate about 
how to ensure adequate English proficiency levels are reached 
through the ESL New Arrivals Program;  

 developing a comprehensive transition program for young people 
exiting the ESL New Arrivals Program and moving into mainstream 
schools; and  

 developing a targeted approach to engage and inform parents of 
newly arrived young people about the education system and culture 
in Australia.  

 
This snapshot analysis also highlighted the need for further longitudinal 
research into the education and employment pathways taken by refugee 
young people who have exited the ESL New Arrivals Program. Anecdotally at 
least, there is evidence to suggest that many refugee young people are 
falling through the gaps, however there has been no longitudinal study that 
has tracked the pathways taken by this group. As such, there is no way of 
evaluating the ESL New Arrivals Program and its impact on the settlement 
trajectory of refugee young people. 
 
The importance of providing adequate settlement services to young refugees 
– including the provision of English language programs – cannot be 
understated. As one interviewee suggests,  
 

‘if these kids are to get out of their poverty trap and the welfare 
trap, they have to have every opportunity to pick up English and to 
be able to succeed in the education system and to be able to 
access pathways, and they need language to do that. So I would 
say one hundred percent, if you want to see the successful 
integration of new immigrants into our society, and not being a 
social security burden, then you’ve got to set them up with the tools 
from the start.’ 

 
Young refugees are not a homogenous group and not all will be affected by 
the same constraints or learning difficulties. It is clear, however, that for many 
young people ‘the conditions which made them refugees in the first place 
have far reaching consequences’ (University of Dublin 2000). Young refugees 
as a group are already at risk due to the combined effects of traumas 
experienced in their home country as well as traumas associated with exile, 
migration and resettlement (NSW Department of Health 1997). Many young 
refugees measure their resettlement in Australia by their ability to attend and 
cope with the school environment.  However, there is a shifting constellation 
of relevant and pertinent issues that have an affect on refugee young people 
and that have a bearing on education and school that differs from migrants. 
For a refugee young person suffering from a variety of problems related to 
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displacement and loss of the patterns and routines of their normal existence, 
the pressure to learn English can be intensified.  
 
It therefore requires foresight and commitment to ensure that refugee groups 
(especially refugee young people) are given the opportunity to realise their 
full potential. Indeed, history has shown us the incredible contribution that 
migrants from refugee backgrounds can make to Australian society. Having 
already demonstrated resilience and resourcefulness in the face of enormous 
difficulties, it would be at a substantial loss to society if current waves of 
refugees were not given the opportunities to apply their determination and 
skills in Australia.  
 
____________ 
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Abstract 
A Distance Education project for primary schools in Papua New Guinea was analyzed for near future 
improvement. So far, Department of Education manages satellite ITV as only the way that can support students’ 
learning equally to all the country. However, it needs to elaborate project system to ensure effects on receiving 
classrooms. Then, the author introduced QFD analysis and discussed about connotation elements behind required 
target quality. In the analysis, benchmark technique and AHP method were used to scale, and these procedures 
enabled to modify hidden tacit knowledge and experience of staff into explicit knowledge. 
As results, quality content was the most important target quality and covered 61% of importance in quality 
planning. And, it found that elements of instructional skill and subject area knowledge affect (69% of importance 
in connotation elements) to improve the project. 
 
1. Introduction 
The Department of Education (education Ministry) of Papua New Guinea implemented a pilot distance education 
project through satellite TV in 2000. The project aimed to support rural primary classrooms by Instructional 
Television (ITV). From the beginning, the project cooperates with Japan International Cooperation Agency (JICA), 
and delivers daily science and mathematics TV programs for grade 8. Totally 324 rural schools in nine selected 
provinces are involved in this project. Coverage is about 10% of primary schools of the country, and increasing 
steadily. 
Education Media Center is the head quarter of the project and produces indispensable ITV programs. Teachers in 
rural classrooms run their lessons together with a ITV program (Figure 1). 

 
This project is not aiming to expand non-formal education or informal education, but one of the dominant projects 
of the Department that challenges to achieve universal basic education in the primary education (Grade3-8). On 
the other side, this project has following underlining emphases that spring out from dismal budget shortage of the 
Department, rural isolation by insufficient access road, and functional difficulties of providing in-service training. 
1) Revised curriculum aims “student centered principle,” but there is no textbook in some subjects, such as 

science. Also, rural schools suffer from serious shortage of educational resource as well (Hopkins et al., 2005). 
Then, the program must accommodate lesson materials to explicit examples of new way of pedagogy. 

 
Figure 1: TV Lesson in a Rural Classroom 
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Therefore, ITV should be contextual. 
2) About 25% of rural teachers are still substandard (Department Education, 2002), then they have aspirations of 

assistances to dissemination of quality education across the country. Therefore, ITV content must be standard 
quality of instruction. 

3) In-service training is cost and time consuming in rural areas in Papua New Guinea, then ITV must contribute 
to OJT as well. 

As a consequence, the project produces ITV programs in its own studio classroom (Figure 2) and uses the live 
classroom shooting method where tele-teachers conduct their lesson with students by scripted instruction. 

 
Structure of the project organization is shown in Figure 3. More than 20 permanent staff members work for the 
Education Media Center, and also rural educational staff members join the project as well. The administration 
section has massive responsibility to band sections inside the center and sites in rural areas together.  

 

 

Figure 3: Part Chart of the Project System 

 
Figure 2: Studio Classroom 
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2. Distribution of ITV  
Official survey of rural schools in two selected provinces was done by the Department. Access data of rural 
teachers were shown in Table 1 (Department of Education, 2007). It can be found that about 40% of receiving 
classrooms are using ITV in daily base. 

 
Besides, rural teachers mentioned the following plausible reasons to be obstacles. 
1) Blackout or power generator trouble 
2) TV signal interference 
3) Incompatibility between revised activity based curriculum and academism based former curriculum that is 

still used in the national exam 
Since ITV project launched, the attendance of classrooms and involvement of students are still the issue to be 
solved. 
 
3. Perceived Problems 
The author joined in this project as a JICA expert from initial planning, and has had repeated chances to visit 
Papua New Guinea. So far, from logging of the observed events and discussed issues, the following problems are 
perceived subjectively in the project. 
1) While tele-teachers strived to develop scripts for ITV programs, there are still substandard of quality in terms 

of academism and instruction design. 
2) Fatal shortage of educational resources is not only in rural, but also in capital. In addition, leading Education 

Media Center is out side cyberspace. Without worldwide educational viewpoint of staff, no seeds of creative 
education sprout up. 

3) Poor perspective of stakeholders toward the systems view in the mediated DE project because of no 
experience to manage public TV channel and production in the country. 

Although assumptions made about ITV make it seem ideally suited for supporting rural schools in Papua New 
Guinea, there are questions concerning the use of DE as the standard lesson that have yet to be answered. Then, 
the study report in this article addresses to recognize exactly which types of connotation elements best lead the 
project improvement. 
 
4. QFD for the System Improvement 
Quality Function Deployment (QFD) is a proactive systematic analysis process to be able to focus on project 
improvement. QFD has been successfully employed in a wide variety of industrial and service companies and in 
many different types of product planning and improvement. It is also used in educational institution to improve 
educational system (Chan and Wu, 2002). Despite the many quality control (QC) benefits associated with the use 
of QFD, there are limited examples seen in DE projects because of limited systematical QC approach.  
A prerequisite to QFD in DE system is to seek out spoken and unspoken cases verbatim from any process of the 
project by a study team. Here, positive opinions are uncovered. Then, the team translates gathered cases into 
design characteristics, and builds near future project targets as outcome qualities by focusing the DE functions 
toward achieving better project quality. 
Results of QFD analysis is summed up a style of the deployment, called as house of quality; HOQ.  
On the other hand, HOQ provides a chance to think how well different DE projects that address project functions 
are perceived to perform. This is the crucial part of scaling and used benchmark technique. 
In addition, QFD not only facilitates efficient analysis for measures, but also modifies tacit knowledge of staff 
members into transferable explicit knowledge with the style of the deployment. 

Table 1: Using ITV in Rural Classrooms (%) 
province every time often not much N.A. 
a (N=34) 47 32 9 12 
b (N=41) 32 44 9 17 

(N=number of schools) 
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5. Method 
Since the focus of QFD in uses of private sectors was on the “Voice of Customer”, QFD has a quite different 
feature from omnipresent dominant-defined evaluation. The improvement initiatives are the dependence on the 
locally-defined target quality. In addition, systematic process for characterizing priorities may help sharpen the 
importance. 
In an educational institution, data for QFD are collected from variety of sections that include students, teachers, 
administrators, community people, and volunteers by a study team (Kushner et al., 1994).  
5.1. Team Study 
Original data were style of cases. Those involve confirmed issues, problems, opinions, and suggestions. Then, the 
data were modified as outcome quality items by a team study. It was similar to the triangulation technique of the 
action research, by joint work of different experts that included science, mathematics, distance education, 
production, and management professionals, confirmed validity of each item.  
5.2. Data Collection 
ITV involves various sections from planning to evaluation stage. Moreover, it covers nationwide rural schools. 
Then, the author executed following activities to collect data (Table 2). 

 
5.3. Data Processing 
In this study, QFD software; Visio QFD Tool v1.2 developed by xKnowledge was used to analyze data 
(xKnowledge, 2007).  
Analysis procedure was as follows, 
1) Describing output quality items that define required target quality from considerations of confirmed cases 
2) Using KJ (Kawakita Jiro)-method and making groups of output quality items in three hierarchical levels 
3) Making comparison among output quality items and rating (1-9) between items 
4) Conducting an analytic hierarchy process (AHP) sheet. For the rating in AHP, geometric mean is used to 

compare different outcome quality items. This changed qualitative data into quantitative data. 
5) Quality planning by putting number in target quality with benchmark scaling (1-5) 
6) Listing up connotation elements of each output quality item 
7) Using KJ-method and making groups of connotation element items in three hierarchical levels 
8) Valuing and rating (1-4) cells of matrix in HOQ 

Table 2: Activities of Data Collection 
activity period place method 

reconnaissance Aug. 06- Mar. 07 Education Media Center, 
studio classroom, 
monitoring classroom, 
rural schools 

site observation,  
interviews,  
discussion meeting 

organization 
system study 

Mar. 06 Education Media Center, 
Department of Education 

study meeting, interviews, 
discussion 

program 
review 

Apr. 07- Jun. 07 Chiba Univ., Japan monitor and review of ITV by 
the team 
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Table 3 shows the arranged output quality items in three hierarchical levels. Following analysis to AHP was 
processed based on second level, and also second level of connotation elements were used (Table 4) in the 
continuing analysis to HOQ. 
 

 
 
6. Results 
Table 5 is the HOQ that shows output qualities in rows and connotation elements in column. 

Table 3: Grouped Output Quality 

  

Table 4: Grouped Connotation Elements 
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As results, quality content overwhelmingly covers 61% of the importance in quality planning, and which also 
related 4/6 of connotation elements. In addition, this quality content (61%) effects prevails over the quality of a 
tele-teacher (quality S teacher, 25%). A subject area knowledge element relates 5/6 of outcome quality items and 
effects 38%. 
Subject area knowledge element plus instructional skill element effect 69% of importance in connotation 
elements. 
There are characteristics that 2/3 of the importance in connotation elements (A subject area knowledge element 
and instructional skill element) can cover 4/5 of items of outcome quality items. 
From benchmarking, facilitation appears to be rather steady comparing with other foreign projects. It is also found 
same view in the benchmark of role of R teacher. 
 

 
 
7. Conclusion 
There are three major findings in this study that warrant discussion. 
a) Tele-teachers designed ITV lessons so far, but quality content of ITV is more important to achieve. 
b) Enhancement of academic and instructional elements would produce significant effects in improvement of the 

DE system. This also provides synergistic effect on rural teachers and technical section as well. It might be 
assumed that designing a training of related human resource development would be the most effective way for 
introducing this to different sections. 

c) The results imply up-grading functions of Education Media Center are optimum than treatments of rural sites. 
Practical skills and knowledge of education should be exposed to even technical staff. It would avoid 
impractical production and achieve convergent team work in ITV. 

It might be assumed that satellite ITV, by virtue of its strong coverage and provision of uniform quality of 
education, would be the most effective support to rural primary education. However, this assumption was not 

Table 5: House of Quality 
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supported by this study for two principal reasons. First, ITV was only the resource in rural classrooms. 
Observation made during the reconnaissance indicated that students were directly influenced wrong information 
from ITV components and a facilitating teacher was also unaware it. In addition, unclear or inconsistent scenes 
distracted students’ concentration. Second, it must have sophisticated measures to involve messages both to 
students and to rural teachers, or else teachers in rural classrooms may have given opportunity to drift and not 
actively accommodate with ITV. 
However, most important finding of this study is a transferable document that is based on cross designing, and 
shows clearly how the elements relate with different sections. Specifically, educational elements scored 
disproportionately even in production activities. Then, we could account for these elements as domain specifically, 
and these would have a chance to break sectionalism orientation. 
The team members chosen to participate in this study have different expertise, and then we could elaborate target 
quality with different views and procedure of QFD well guided us to avoid emphasizing stigmatizing cases. The 
findings of this study support the notion that a great deal of measures is warranted in the systems improvement, 
and elements connected with human capacity are in general, if substandard content is to be avoided. 
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Abstract 
 

Students with Asperger’s Disorder face special challenges in preparing for and 

participating in postsecondary education.  The usual accommodations provided for 

students with disabilities must often be extended in order to accommodate the unique 

social and communication deficits that are characteristic of adults with Asperger’s 

Disorder. The severe deficits in social interaction and communication impair the 

imagination and result in consistently inflexible thinking and speaking, which in turn 

renders the individuals socially dysfunctional.  The inability to interact socially results in 

behaviors that can have a significant negative impact on college life.  Disability Service 

Providers (DSPs) must be aware of the social and cognitive needs of the student, in 

addition to the academic strengths and deficits. Service Providers can assist in the 

transition process and prepare the incoming students and the university community 

(faculty and administrators) by being well informed about the unique nature of the 

disability and its impact on the individual.  The cases in this study illustrated the 

importance of individualized guidance and academic and social accommodations for 

college students with Asperger’s Disorder. 

The two primary objectives of this study were to 1) assess the students’ 

perceptions of effective accommodations and services and 2) collect data to inform 

stakeholders about participation of college students with Asperger’s Disorder in the 
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social and academic environment of college.  Data were collected via responses to a 

survey-questionnaire and in semi-structured interviews with individual students.  All 

students in the study had been assessed by the Regents’ Center for Learning Disorders 

(RCLD) and diagnosed with Asperger’s Syndrome and/or related learning disabilities. 

All of the students were enrolled in postsecondary institutions in southeast Georgia.  

Hypothesis 

The usual accommodations provided for students with learning disabilities should be 

altered, extended or altogether changed in order to accommodate the unique social and 

communication deficits that are characteristic of adults with Asperger’s Disorder.  

 
Introduction 

 
In February 2007, the Centers for Disease Control (CDC) released data from an 

Autism Spectrum Disorder (ASD) surveillance project that reported an estimated 6.7 

children out of 1,000 had an ASD.  These new data included studies from multiple 

countries with different methods of data collection, and showed an increase in the 

numbers of children diagnosed with the disorder each year.  While those reporting were 

unable to determine whether or not the increase in numbers from studies conducted 

less than a year earlier were true data, researchers and physicians agreed that the 

disorder was affecting “too many children.” (CDC Press Release, 2007).  Autism 

Spectrum Disorders [or Pervasive Developmental Disorders] range from the most 

severe form to mild, and from those with significant delays in cognitive ability to 

intellectually gifted individuals.  Disorders along the spectrum include autistic disorder, 

Rett Syndrome, Childhood Integrative Disorder and a growing number of youth with a 

“mild form“ of autism known as Asperger’s Disorder. 

Asperger’s Disorder is defined by qualitative impairment in social interaction and 

communication skills and the presence of restricted, repetitive behaviors, interest and 

activities (DSM-IV, 299.80).  The disorder is named for a German scientist (Hans 

Asperger) who first described the symptoms among children in his practice in 1944. 

Most persons with Asperger’s Disorder have average to above-average intelligence. 
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Background 

 
Access to higher education is significant not only as a means of access to 

college, but also as an avenue to participation in other aspects of life.  During the mid-

1980s, the National Center for Educational Statistics data showed an increase in the 

numbers of students with disabilities enrolled in colleges and universities.  Attorneys in 

the Department of Education, Office for Civil Rights speculate that the factors that led to 

the increased numbers of students with disabilities on college campuses during that 

period included 1) special education mandates to identify students in the K-12 sector, 2) 

increased awareness of disability issues among the general population and 3) 

increased awareness of the legal rights for students with disabilities.  These and other 

factors led to larger numbers of high school graduates with disabilities, increased self-

advocacy, and more and more high school graduates being willing to apply to college 

and seek admission to higher education and all the bonuses education has to offer to 

those who can attain in American society (Rothstein, 1984). 

Towards the end of the decade that saw a tremendous growth in the numbers of 

college students with disabilities (1985-1995), the American Psychiatric Association 

(APA) defined a new disorder among those on the Autism Spectrum.  The APA 

identified the essential diagnostic features for Asperger’s Disorder and provided 

guidelines for professionals making the diagnosis in the Diagnostic and Statistical 

Manual of Mental Disorders (DSM-IV, 1994).  More than ten years later, among those 

students with disabilities who are “otherwise qualified” to participate in higher education 

(29 USC, Section 794) colleges are admitting a growing number of students identified 

with Asperger’s Disorder.  
Students with Asperger’s Disorder vary tremendously in the services and 

accommodations they will need to participate effectively in college. It is the responsibility 

of each admitting postsecondary institution to meet the needs of these students while 

balancing individuals' legal rights to equal access and full participation with the 

institutions' legitimate interest in preserving the integrity of programs. Disability Service 

Offices (DSO) at the college level are a key resource and provider of services for the 
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incoming students with Asperger’s Disorder and their parents.  DSOs also play a vital 

role in educating higher education faculty and staff regarding the unique nature of the 

disability and its impact on the individual. 

College students with Asperger’s Disorder face special challenges in the higher 

learning environment. Some exit secondary school with a history of services in special 

education but limited knowledge or understanding of their disability and the way in 

which it impacts their individual learning needs, social needs and independent living 

requirements.  Others arrive on campus undiagnosed, misdiagnosed or both, and easily 

become confused by the differences between secondary and postsecondary education, 

and the new academic requirements of the university. One of the major changes that 

occur for students with disabilities as they transition from secondary school to college is 

the differences in the laws that support and inform access to services.   

Parents of students graduating from high school know about individual Education 

Plans (IEP) and a “free and appropriate education” in the least restrictive environment 

that is the student’s right under the Individuals with Disabilities Education Act (IDEA), 

which provides education guidelines for students with disabilities in public schools 

(Rothstein, 1984).  In postsecondary education, however, the major laws applicable to 

students with disabilities are the Americans with Disabilities Act of 1990 (ADA) and 

Section 504 of the Rehabilitation Act. The primary differences between K-12 law and 

higher education law are as follows:  

 
IDEA (K-12 System) ADA/504 Postsecondary System 

Free, Appropriate, Mandatory Education Optional, Appropriate, Education 

Entitlement Law Civil Rights Law 

Remedial Learning Tools Aids and Accommodations 

Outcome Oriented: successful learning Equal Access 

Federally Funded State and Local Funds 

 

In college, more so than high school, students are responsible for their own 

learning, and for informing and educating others about their needs…both in the 

classroom and in other more social aspects of college life.  In addition, the IDEA and 

public schools encourage and support the participation of parents or guardians in the 
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planning of their child’s IEP.  Conversely, a postsecondary law known as FERPA 

(Family Educational Rights and Privacy Act) prohibits the involvement of parents in the 

young adult’s college education.  College students are asked to sign consent forms in 

order to allow college administrators to communicate with parents about admission 

status, grades, conduct and any aspect of college life. Researchers are finding that for 

students with Asperger’s Disorder, the involvement of parents in the college experience 

can be very important.  Parents know their children and can usually provide a history 

and wealth of information that many times the student has but is unable to 

communicate. 

Objectives  
 

1) Explore perceptions of effective accommodations and services.  

2) Identify ways in which to increase the effectiveness of accommodations and 

services. 

3) Identify service needs in the disability offices and institutions at large. 

 

Major Findings  
 

1) Disability Service Offices provide support for the emotional well being of the 

students.  

2) Students reported feeling “lost” outside of the Disability Services Office.  

3) Students expressed a need for earlier, accurate diagnosis of the disorder. 

4) Students learned self-advocacy skills from their parents—not the schools. 

5) Students had not learned sufficient strategies to deal with the social demands 

of college. 

6) Students chose to live at home for parental support and family household 

structure—not to save money. 

7) Students required minimal academic accommodations (e.g. extra time, 

reduced-distraction test area, note taker). 

8) Students expressed the need for non-academic accommodations and 

services.  

9) Students expressed feelings of loneliness, social isolation. 
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10) Parental involvement can benefit both the students and the Disability Service 

Providers. 

Discussion 
 

 As is true for the general population of persons with Asperger’s Disorder, the 

majority of participants in this study were male. While the sample size was much too 

small to make generalizations, the presenting problems among the male participants 

were consistent, whereas the female participant introduced new issues and concerns 

that researchers are only now beginning to address for women with Asperger’s 

Disorder. Authors Grandin and Attwood present practical solutions to address the 

different set of challenges unique to girls with Asperger’s Disorder (e.g. puberty and 

hormonal changes, social graces, female sexual identity) in their new book entitled 

“Asperger’s and Girls” (Attwood & Grandin, 2006). 

 Themes emergent from this study are discussed below in terms specific to this 

particular investigation. Archival evaluation records, semi-structured interviews, and 

participant responses to a questionnaire [developed specifically for this research] 

provided multiple sources of data collection. The analysis of themes presented below 

relate directly to the identified objectives. Results are presented from the perspective of 

social investigation.  The clinical and diagnostic aspects of Asperger’s Disorder are 

briefly mentioned to provide greater understanding and clarity, and as relative to data 

collected from the college students participating in this study.  

Early Diagnosis  

 All of the features characteristic of Asperger’s Disorder can be found in varying 

degrees in the normal population.  Variations in motor skills, different levels of social 

interaction abilities, special interests, and degrees of literal thinking can all be found 

among the “neurotypical” population.  So stated, Wing (1984) cautioned that any 

diagnosis of Asperger’s Disorder must be based on the full developmental history and 

presenting clinical picture, and not on the presence or absence of any individual item. 

Parents normally capture the child’s developmental history and it is important that 

parents observe and participate in the evaluation process.  

2008 HICE Proceedings 
Page 3942



 7

Asperger’s Disorder is a pervasive developmental disorder defined by 

impairment in social interaction and social communication skills, repetitive and restricted 

patterns of behavior and interests, impaired motor coordination, cognitive inflexibility 

and impaired social imagination. In contrast to autistic disorder, there are no clinically 

significant delays or deviance in language acquisition and no delays in cognitive 

development during the first three years of life in children with Asperger’s. Additionally, 

persons with Asperger’s Disorder usually have average to above-average IQ (DSM-IV, 

1994).  

The ways of thinking and learning for students with Asperger’s Disorder are 

characterized by excessive focus on details, difficulty combining and integrating ideas, 

difficulty shifting attention or making generalizations and problems with organizing and 

sequencing ideas.  Most have difficulty with auditory processing and make better use of 

visual skills for learning. Most have limited concept of time and time passage and 

common differences in their learning styles when compared to their neurotypical peers 

include being characterized as: 1) visual vs. auditory learners, 2) individual vs. group 

learners, and 3) rote, routine vs. incidental/spontaneous learners. The nature and 

character of the disorder itself indicates potential challenges in college for these 

students. A list of difficulties identified among the participants in this study is noted 

below. 

1) Difficulty with the social environment of a college setting 

2) Difficulty understanding instructions from faculty and requirements of 

courses 

3) Difficulty with group projects and interactive learning 

4) Difficulty finding the right housing and living situations 

5) Lack of involvement with peers, professors etc. 

6) Difficulty speaking in front of the group or class 

7) Significantly high levels of anxiety and stress 

8) Difficulty managing activities of daily living  

9) Difficulty making good financial decisions 

10) Difficulty with being organized and meeting deadlines 
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In addition to difficulties inherent in the nature of students with Asperger’s 

Disorder, these students generally have specific strengths that they bring to the college 

setting as well. Many of the college students with Asperger’s Disorder have superior 

intelligence, and most have good academic abilities, fluent speech, good language 

skills, abilities to learn factual information, areas of special interest in which they excel, 

and most, to their credit fail to respond to the negative pressures from neurotypical 

college peers. 

 The age of diagnosis for participants in this study ranged from age five (pre-

kindergarten) to age 17 (high school senior). One apparent advantage of early 

diagnosis was the years of self-learning and knowing that the students brought with 

them to college, after years of managing themselves within the requirements of the 

public school system.  All of the students seemed to have a clear understanding of their 

strengths and deficits, but those diagnosed early in life were more keenly aware of how 

the disorder impacted their activities of daily living and had learned strategies to help 

them better manage themselves in different situations.  For example, while they all 

expressed concern about being “picked on” or mistreated by other students, those who 

had been diagnosed early in life could state examples of what to do and how to manage 

themselves when given potential scenarios. They cited strategies that had been taught 

to them by their parents. 

The students expressed concern that people in general did not seem to know 

much about Asperger’s Disorder. They also agreed that most of the time they could not 

find ways and words to explain themselves to their neurotypical peers, even though they 

felt the need to do so, almost daily. One of the students expressed a true dislike for 

being place in the position of “explaining myself to others”.  She stated,  “I don’t like it.  

In fact, I resent it!”  Even with the heightened level of attention that Asperger’s Disorder 

has received in recent months and years, the Disorder remains a perplexing and 

challenging disability with much conjecture and little empiric data to support early 

diagnosis and intervention.  Professional awareness of the symptoms of Asperger’s 

Disorder, continued research, and the development of new screening and diagnostic 

tools will support early, more accurate diagnosing and inform the general public about 

the presence and character of Asperger’s Disorder (Safran, Safran and Ellis, 2003).   
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Self-Advocacy 

The students talked about self-advocacy, being in college and the importance of 

being able “to stick up for myself more than ever before.”  One student explained, “as I 

become more self-dependent, and less dependent on my parents, I have to advocate 

more for myself and for what I want and need.” Another student noted, “As my disability 

decreases, I am more independent.” He went on to explain that he felt less and less 

“disabled” with each time that his academic abilities were recognized, and with each 

time that he was able to meet someone new and have a casual conversation, “without 

making a mistake”.  A third student remarked, “When I have a problem I have to know 

where to go to get things worked out.”  Many of their concerns were echoes of the same 

things about which the majority of college freshmen reported anxiety.  The students 

explained that the “anxiety for us is more and different, because other people see us as 

different.”  They concluded that every day was a trial and every morning they had to 

“start all over again.”   

 The need to educate others and to de-stigmatize Aspergers Disorder was evident 

in the students’ conversation and responses to the survey questionnaire. While the 

students verbally advocated for increased education and information sharing about 

Asperger’s Disorder for other students and their professors, they also agreed that being 

in college was “an easier environment to deal with” than high school because of “the 

maturity level of my peers” and people being “more accepting of my differences.”   

Self-Identification at college 

 As adults, students with disabilities are encouraged to self-identify with the 

designated disability service providers as early as possible in their transition from high 

school to college.  The Disability Services Office (DSO) is a key resource and link for all 

students with disabilities. The DSO is also a resource for parents of students with 

Asperger’s Syndrome who struggle with releasing their children to a new and 

unexplored environment and harbor fears of the young adults’ abilities to thrive in the 

social atmosphere of college. The parents in this study agreed that the primary 

concerns for their children in college centered not on academic abilities, but on social 

etiquette and lack of skills to reciprocate in social communication with their peers.   
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The parents worried about the students’ abilities to understand assignments and 

adapt to schedule changes—not their ability to perform academic tasks.  They worried 

about the student’s inability to hold a conversation—not their ability to speak or express 

themselves.  Parents worried about the students’ abilities to get up, dress appropriately 

and make it to classes on time, without forgetting to eat meals or take a prescribed 

medication during the day. Parents and students may address these and other 

concerns with the Disability Service Provider on campus as early as appropriate after 

the student’s self-identification and application for accommodations and services. The 

parents and service providers agreed that some parental involvement during the 

transition period benefits both the students and the institution.  With early self-

identification, students can expand their support network by adding a new player from 

the higher education arena to the existing network that includes family, therapists, 

physicians, pastoral advisors and vocational rehabilitation counselors. Outside the “safe 

area” of the Disability Services Office, however, students reported feeling alone, lost 

and at times unsafe.  

Social Isolation  

 Difficulty with reciprocal social interactions, impairment in language skills, narrow 

interests and set routines are the characteristics of Asperger’s Disorder that interfered 

with the students’ abilities to make friends, get along with roommates, establish dating 

relationships and participate fully in the social aspects of college life. None of the 

students reported any involvement with social activities, fraternities or sororities on 

campus.  Perhaps this was due in part to the living arrangements, as all except one of 

the students still lived at home with family and commuted to school every day.  

The one student living on campus appeared to more involved socially, but only in 

activities that were directly related to his area of restricted interests.  He told of his 

participation in an academic club and his role as a peer counselor.  With an interest 

numbers and above average cognitive abilities in math, the student found a niche in the 

club by serving as a financial counselor to his peers.  He spoke of financial planning and 

noted that most of the students had no interest or knowledge of “how money works”, 

how to save it and how to invest for the future.  He explained that most of the students 

did not take money seriously and seemed perplexed that they just did not seem to care 
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about saving money or financial planning at all.  He noted that most college students 

“don’t care that when they graduate they will already be deep in debt.”  

This student’s interest in finance had provided him an opportunity to use his skills 

to meet peers, but inflexible thinking on a topic that consumed his interest interfered 

with his ability to make friends with peers who found the subject of money of no 

interest…except to spend it. He talked about meeting new students every month, but 

stated that he had made no friends and never saw the students again outside of the 

club meetings.  He could not understand their disinterest in saving money and found no 

new topics of interest in which to engage them.  

For the student living on campus, term one had been very difficult.  He reported 

numerous problems with a roommate that “made me miserable.”  The roommate 

complained that he forgot to do his part of the chores and was messy.  The roommate 

complained to resident advisors that the “talking computer” provided as an 

accommodation [along with other assistive devices] was too loud and unfair.  “I am not 

very organized,” our participant reported.  “I have to work hard at being organized, at 

making a scheduling and then following it.”  He noted that living with this new person 

was too hard, even though he liked not being alone “all the time.”  But, due to roommate 

differences, he requested and was granted a dorm room of his own. He explained that 

the new living arrangement was better because he didn’t have to clean up or do laundry 

unless he chose to do so and he had the much needed quiet and solitude he needed to 

rest at the end of the day and “to do my work.” He believed that the new arrangement 

was overall better, “but I do get lonely a lot.”   

For this student and others with Asperger’s Disorder, the desire to be socially 

active and make friends seems apparent. Jurecic (2007) reported that students with 

Asperger’s are keenly aware of their social difficulties and are sensitive to the reactions 

of others. For many, however, the complications of social interactions (e.g. body 

language, facial expressions, turn-taking in conversations) serve only to reemphasize 

features inherent in the character of Asperger’s Disorder (e.g. inflexible, concrete 

thinking, lack of social reciprocity skills, difficulty combining or integrating ideas, shifting 

attention and sequencing ideas).  The students’ attempts to interact ended too often in 

continued social isolation on campus. As such, the disability services office had become 
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a place of social contact for the study participants.  Service providers reported that 

students would “just drop in” to chat, usually without appointment and often to the 

interruption of all else that might be going on in the office.   

In a past era not so long ago children were taught social etiquette and manners.  

Children were taught how to engage successfully in society at large, as social 

functioning skills were important to the child’s ability to grow up, become independent 

and achieve success.  Today, as a society, we no longer teach children social 

functioning skills.  A lot of emphasis has been placed on emotional relating to the 

exclusion of making sure that all children (especially those with “high functioning 

autism”) are equipped with basic social skills.  “It’s social skills, not academic success, 

that determines how well children with Autism Spectrum Disorders will be able to 

function as independent adults (Grandin and Barron, 2005, p. 220)”.  

 The desire to share the common bond of friendship with others and have friends 

is a normal desire among all human beings. Most view making friends as a simple, 

natural process, but for students with disabilities the ability to make and keep friends 

can be difficult. Because the process of “friend-making” involves social interactions, and 

skillful use of social perception and self-regulatory behaviors, those with Asperger’s 

Disorder find making friends with their neurotypical peers difficult.  Their problems with 

expressive, receptive and nonverbal language and the inability to recognize the 

subtleties of interpersonal communication make friendships a challenge.  However, 

friendship and social functioning can be taught and colleges may need to address these 

concerns directly for the growing number of students on campus with Asperger’s 

Disorder (DeGeorge, 1998).  

Documentation, Accommodations and Services 

As high school students with disabilities begin the transition from secondary to 

postsecondary education, it is important to address the students’ disability 

documentation, review the currency of the information it contains,  and when needed, to 

request updated information regarding the current level of functioning relative to the 

students’ disability and the requirements of academe. Evaluations completed when a 

child is young often contain data that represents functioning at an earlier age than might 

be expected for cognitive maturity. Disability service providers need current levels of 
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functioning in order to determine reasonable accommodations and recommendations to 

support individual college success.  

Reasonable accommodations are adaptations aimed at providing equal access 

to education and services in higher education by mitigating the impact of the disability 

without compromising the integrity of the academic course or program. 

Accommodations can 1) aid a student in meeting essential course requirements, 2) 

empower a student to meet technical standards, and 3) help individual students based 

on unique and demonstrated need. Accommodations should not 1) create an unfair 

advantage, 2) fundamentally alter the essential elements of the course or educational 

program, 3) reduce the academic standards, 4) create an undue burden on the 

institution or 5) consume extra personal time from the professors to re-teach or tutor the 

student. 

A number of factors must be considered when determining recommendations for 

specific, individual accommodations.  These factors include the 1) cognitive profile 

(strengths and weaknesses), specific goals, academic and personal history, personal 

strategies for self-accommodations, internal and external levels of control and the use of 

assistive technology and computer-aided instruction.  

 Section 504 of the Rehabilitation Act (USC, Section 794) provides that no 

“otherwise qualified” individual with a disability shall be excluded from, denied the 

benefits of, or be subjected to discrimination in programs at a college or university that 

receives federal funds. Students are responsible for presenting themselves as 

“qualified” by meeting the academic and technical standards requisite for admission to 

the university and /or participation in the specific program or activity. Once admitted to 

the institution and based on the disability and presenting functional limitations, students 

may be eligible for special services and academic accommodations in order to receive 

adequate access to academic and related institutional services (Rothstein, 1984).  

College students with Asperger’s Disorder require minimal academic 

accommodations. The academic accommodations requested most often by students in 

this study were 1) extended time to complete in-class assignments and tests, 2) a 

reduced-distraction environment for taking exams, 3) use of computers and appropriate 

assistive technology and 4) note-taking assistance. These requests are not unusual and 
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are used by many students with various learning disorders (e.g. Dyslexia, AD/HD). In 

addition, students may request and be provided priority registration and “up-front” 

seating in the classroom.  However, these accommodations alone are almost never 

enough to effectively support the college student with Asperger’s Disorder. Additionally, 

these students need instruction or guidance in study skills strategies, organizational 

skills, time management, and issues of independent living (personal care, money 

management, home safety).  

All students need to have certain life skills in order to be successful in college, 

whether they choose to stay at home with parents or to live away from family in a 

college dorm.  They all need to know how to manage time and organize their schedules 

so that they can get to class on time, complete assignments in the timeframes allotted, 

study, and take care of personal needs such as taking medications, eating, sleeping, 

bathing and dressing appropriately. Students also need time [and the skills] to integrate 

themselves appropriately into the social atmosphere of college. 

 
Conclusion 

 
 The results of a 20-year longitudinal study of youth with learning disorders 

identified six “success attributes” that may have a greater influence on successful life 

outcomes than academic achievement, gender, socioeconomic status, ethnicity, or even 

IQ.  The predictors of success identified by researchers at the Frostig Center were self-

awareness, pro-activity, perseverance, goal-setting, effective support systems, and 

emotional coping strategies.  These factors are mentioned here because numerous 

studies of college students (with and without disabilities) have identified the same or 

similar factors as major contributors to the academic success of postsecondary students 

(Frostig Center, 2004).  

The success attributes identified by Frostig were recognized among students in 

this study.  These students talked about self-advocacy (self-awareness), early self-

identification as a college student with a disability (proactivity & goal-setting), effective 

use of support systems (e.g. DSOs, VR, family, church), and the students’ abilities to 

learn and use emotional coping strategies (roommates, life skills).   
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As the numbers of college students with disabilities continue to rise, so will the 

number of college students with Asperger’s Disorder. As the numbers increase, the 

variations that occur from student to student remain apparent.  The numbers may not be 

as large as those for other disability groups; however, because of the nature of their 

differences, and the uniqueness of each individual with Asperger’s Disorder, questions 

of pedagogy, non-academic accommodations, and support services will have to be 

addressed. “We are only beginning to sense the challenges before higher education as 

it recognizes neurological difference as a difference worth fully accommodating (Jurecic, 

2007, p. 436.)” 

The results of this study indicated that reasonable “accommodations” might need 

to extend beyond the usual academic aids to include additional support services for 

college students with Asperger’s Disorder.  The students suggested that making small 

changes in the ways in which academic information is presented in the classrooms 

could be extremely helpful.  They suggested more visual cues and fewer lectures; more 

structured individual activities and fewer group projects; a strict adherence to the syllabi 

or schedule and fewer “last-minute” changes. They felt that these simple changes in 

teaching strategies could be made very easily.   

Disability service providers indicated a need for certain offices to operate on a 

flexible schedule that might include some weekend hours.  To do so could increase 

“access” for the total student population. They indicated the need to work more closely 

with other departments and offices e.g. the registrar, academic advising, counseling, 

housing and residence halls.   

Parents expressed a desire to be more involved with the college, in spite of 

current FERPA guidelines.  Parents should be informed about the law early on and 

students made aware of the need to give written consent for parents to receive as well 

as provide information about their child. Parents reported that no amount of self-

advocacy training ever seemed to be enough and expressed the need for peer 

mentorship programs to help students learn social skills and to introduce them gradually 

to college life. Parents  were willing to work closely with disability offices to provide 

accurate, current documentation about the student’s disability and helpful information 

and insight on how best to work with their individual child (Palmer, 2006). 
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For most college students with Asperger’s Disorder, the most important piece to 

support of inclusion, involvement and overall success in college life involves the need to 

enhance communication skills and social competence.  This emphasis reflects the fact 

that most persons with Asperger’s Disorder are not loners by choice.  Many battle 

clinical depression as a result of increasing awareness of personal inadequacy in social 

situations, and after repeated experiences of failure to make and retain relationships. In 

addition to the necessary academic accommodation colleges must be encouraged to 

consider “reasonable” social, interpersonal and communication accommodations and 

services to support increased access and success for the growing number of college 

students with Asperger’s Disorder (Klin & Volkmar, 1995)..  
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Rasch Model Diagnostics And Scale Analysis: Measuring Nursing Educators’ Beliefs 
About Diversity In Personal And Professional Contexts  

Bourke, Mary RN, MSN, PhD Indiana University Kokomo, USA, E-mail: mbourke@iuk.edu 
 

Nursing in the United States lacks diversity in regard to ethnic background, and for that reason 
an examination into possible causality is imperative. For example, in the U.S. the RN population 
is 88.4% white and 8.3% non-white, which is in stark contrast to the U.S. general population of 
67.9% white and 27.9% persons of color. Non-white students experience higher nursing program 
rejection rates, higher attrition rates and lower graduation rates. Research needs to focus on the 
attitudes and beliefs of the dominant group within the social structure of nursing schools as it 
relates to diversity. The goal is to identify if faculty are contributing to the current imbalance. 
This study used the Rasch Model to run diagnostics and analysis on two established instruments, 
the “Personal and Professional Beliefs Toward Diversity Scales,” in order to refine a tool that 
can be used for assessment purposes. One thousand surveys were sent to nursing faculty using a 
50 state, multi-stage sampling method. Results identified problems with item constructs 
measured as well as item construction. The scales were originally designed using classical test 
theory. The Rasch Model allowed for a more appropriate analysis of the data; as a result, 
providing further detailed information about the psychometric properties of the scales. Based on 
these analyses, modification of the scales were completed leading to improved estimates of 
faculty attitudes towards diversity for use in assessment of substantive issues.  
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Abstract 
                 
Perspective & Research Objectives                                           
 
 Five intermediate Language Arts teachers’ first year experiences with the 

implementation of reader response journals in their classrooms is the focus for this 

presentation.  During their teacher education program, the English educator/researcher 

introduced pre-service teachers to the strategy of reader response journals in two courses:  

junior/intermediate Language Arts and the Intermediate English elective. Examining the 

transition between pre-service teachers acquiring Language Arts theory in an Education 

Program and their practical application of it in a school setting during their first year as 

intermediate teachers is a purpose of this study.  How was the theory put into practice?  

What were the challenges of introducing a teaching strategy for the first time?  The 

researcher asked the participants to reflect on their practice through interview questions 

which explored the novice teachers’ beliefs about the effectiveness of approaches they 

implemented to introduce reader response journals in their Language Arts/English 

classrooms.   
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Methodology  

Although this presentation focuses on five participants, the full study involves 

eight participants.  The study participants were first year Language Arts teachers who 

introduced reader response journals to their students.  They were also pre-service teachers 

in either the junior/intermediate Language Arts or Intermediate English elective courses 

taught by the researcher in a northern Ontario Faculty of Education.  One 50 minute 

interview was conducted with each participant and used for data collection. A prepared 

set of questions served as a guide during the interviews. The constant comparative 

method was used to generate categories and properties.   

Results of Study 

 Preliminary analysis of Christine, Andrea, Amanda, Vicki, and Nancy’s interview 

transcripts reveals several categories which include:  approaches used, references to pre-

service language arts course, participants’ understanding of the theoretical basis of reader 

response journals, challenges faced to meet students needs, and attitude of first year 

teachers about using a new strategy in classrooms.   

 The researcher is currently analyzing the data by comparing and contrasting the 

contents of five transcripts.  During the presentation, through use of overhead 

transparencies, each of the determined categories will be explained and transcript 

excerpts revealed to illustrate these findings.    

Educational Importance of the Study 

 The preliminary study results enhance one’s understanding of how novice 

intermediate Language Arts/English teachers implement reader response journals in 

classrooms.  Their reflection on the process reveals insights into how they have attempted  
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to incorporate theory from the pre-service program into classroom practice. Some 

approaches were deemed to be more effective than others and their learning experiences  

will enhance classroom practice as they plan for the second year program.  Belief in the  

value of employing reader response journals by the study participants clearly assisted 

with the implementation process.  Through examination of this study, other intermediate 

Language Arts/English teachers may reflect on their own practice. 

 An opportunity to enhance the classroom practice of Language Arts/English 

educators occurs when they consider the study findings. As they assist pre-service 

teachers in acquiring approaches for implementing reader response journals in their 

classrooms, they can be guided by the findings of this study.  Articulating theory and 

implementation of an instructional strategy based on that theory is an issue explored and 

is of significance in pre-service teacher education. 
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Abstract 
 

Wright State University-Lake Campus is a small regional commuter campus located in 

Celina, Ohio.  At this time, education students can obtain their four-year degree and 

teaching license in Early Child Education.  As can be predicted, there are times when the 

staff encounters at-risk students, especially when the students are doing their Phase Work 

(college students assigned to participate in various classrooms around the county) and 

student teaching.  Because the staff and class offerings are limited, if a student fails a 

class or experience, they are out of sequence and may have to wait several quarters to 

make up the class.   In addition, the student cannot proceed with the program until the 

failed class or experience is made up.  Through creative and flexible scheduling, the 

classes can usually be re-scheduled, but how does the student go through the same 

experience without making the same mistake?  How does the small university maintain 

its program yet raise the bar to prepare teachers for today’s standards? By utilizing 

concern conferences, stringent supervision, and a unique self-reflection tool developed by 

one of the faculty, students are able to complete their work, and often come through the 

experience a much stronger teacher candidate.  The student is then able to proceed with 

the normal sequence of classes. 

 

2008 HICE Proceedings 
Page 3961



                                                                                                               At-Risk Students     3

INTRODUCTION 

 Academically, most students at the Wright State University - Lake Campus meet 

the GPA requirement of a 2.5, pass PRAXIS I, and easily succeed in the education 

interview, all of which are assessment gates they must pass in order to enter into the 

College of Education and Human Services.  The major stumbling block some of our 

students encounter is when they go out to do field experience in the schools, which at 

Wright State University - Lake Campus is called phase work and student teaching.  Some 

of the students would experience several negative issues; they would receive their Mid-

Quarter Evaluation, usually due the fifth week of the quarter, with three or more “Needs 

Improvement” checked.  This would result in the students failing the phase work/student 

teaching.  The characteristics the students are rated on are as follows: 

• Develops good rapport with students 
• Develops good rapport with school personnel 
• Displays good rapport with parents 
• Takes initiative/is resourceful 
• Accepts mentoring with positive attitude 
• Invests time wisely 
• Displays sense of responsibility 
• Is punctual 
• Displays appropriate accepting, inclusive attitude 
• Appropriate personal appearance 
• Uses correct, professional verbal communication skills 
• Uses correct, professional written communication skills (see Appendix A) 

 
Becoming an influential teacher means more than knowing the academics and 

having a substantial GPA.  In their book Linking Teacher Evaluation and Student 

Learning, Tucker and Stronge state the following: 

While licensure or certification is a significant 
indicator of teacher quality, these factors alone are 
insufficient for teacher effectiveness.  As discussed earlier, 
teacher effectiveness is characterized by a far more 
complex set of qualities that one’s professional preparation.  
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It includes dispositions and an array of planning, 
organizational, instructional, and assessment skills.  
Effective teachers are able to envision instructional goals 
for their students and then draw upon their knowledge and 
training to help students achieve success. (2205, p. 6) 

 
  The ability to develop a relationship with the students, parents, and staff is 

crucial in today’s school.  For this reason, Wright State University - Lake Campus is 

adamant about placing students in classrooms once they are admitted into the College 

of Education and Human Services.  It is the hope of the university staff that the 

students learn to take initiative to become excellent time managers and to be 

responsible to all those involved with educating children.   

Questions began to surface when unacceptable mid-quarter evaluations began to 

occur.  Because a student is receiving a poor mid-quarter evaluation, does that mean 

he/she will not be a successful educator?  Although the possibility exists, the 

educational staff at Wright State University – Lake Campus had to explore other 

possibilities.  It was felt that the students had to be given the opportunity to turn this 

negative event into a positive one, but how?  How does the educational staff, 

1. Provide a successful intervention 

2. Give recognition to the cooperating teacher for pointing out the flaws 

3. Present the student with choices in making any educational decisions 

4. Afford the student the opportunity to self-reflect 

5. Scaffold the student during the entire process (usually for ten weeks), 

knowing that this will take more than a week or two to rectify.) 

After much deliberation, it was decided that three steps were necessary to help the 

college student:  1) have a Concern Conference, 2) place the student under strict 
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supervision with college faculty, and 3) develop a self-reflection tool, which also 

affords the cooperating teacher the opportunity to participate.  A Concern Conference 

is not unique to the university curriculum.  The Wright State University Supervisor’s 

Handbook, which is edited by Donna Cole, states:  

When a cooperating teacher/clinical faculty, supervisor, or 
Wright State professor has a particular concern about a 
student, a concern conference is encouraged to take place 
(i.e., attendance, professionalism, classroom management, 
preparedness, etc.). If the student has a concern, the 
appropriate chain of command for organizing a concern 
conference is to approach his/her university supervisor or 
site liaison. The supervisor is to resolve the conflict by 
speaking with the site liaison, cooperating teacher/clinical 
faculty, school principal or program advisor (whomever is 
appropriate), and arrange a concern conference if 
necessary. The Office of Professional Field Experiences, as 
well as the Chair of the Teacher Education Department, 
should be notified if the supervisor, site liaison, and 
program advisor are unable to resolve the situation. At the 
conference, a representative of OPFE (for taking of 
minutes/notes) should be present. The cooperating 
teacher/clinical faculty may be invited to be a participant if 
they feel their presence is valid; if so, it is encouraged that 
the conference take place at the school site for the 
convenience of the cooperating teacher/clinical faculty (and 
possibly WSU student). The group will discuss the 
concerns and how to resolve them. If a concern with a 
student is noted, we ask that the concern conference take 
place early in the term, so as to resolve the situation and 
provide the student with an opportunity to complete their 
practicum experience successfully.  
Please make the Office of Professional Field Experiences 
(OPFE) aware of the student’s dilemma. OPFE will attempt 
to prepare the concern conference paperwork prior to the 
planned meeting. During the concern conference, the 
concern should be described/explained, and anyone who 
has pertinent information is encouraged to present that 
information. We ask that objectives be set for the student 
with concrete evidence provided, along with deadline dates, 
verifying the objective(s) to be met (i.e., written 
documentation from the cooperating teacher/clinical 
faculty, review and written reflection from the student, 
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additional meetings including specific discussions with the 
supervisor, etc.).  The student is required to reconvene the 
group at the end of the time period identified.  
The parties involved are to provide signatures on the 
concern conference form with copies distributed 
appropriately. It is up to the student (and supervisor) to 
review the paperwork or bring attention to OPFE upon 
completion of objective(s); many times a follow up meeting 
is asked to take place (arranged by the student) to review 
and document objective(s) that are met. Objectives that are 
met will verify the passing grade for the practicum. 
An outstanding concern conference, where the objectives have 
not been met and signed off on, may prevent a student from 
Student Teaching/Internship or graduating.  (p. 3)  
 

 This intervention is extremely important. If the education department at 

Wright State University – Lake Campus cannot help the student develop the 

appropriate teaching behaviors, the future career of the student teacher could be 

adversely affected.  Intervention is taught to the students by examining parts of 

the word.  Inter means between; vention comes from the Latin word venire, which 

means to come.  Thus, intervention is to come between, specifically to modify or 

change an outcome.  Nell Noddings, in her article in Educational Leadership, 

states that “In a democratic society, schools must go beyond teaching fundamental 

skills” (page 8).  It is usually not the fundamental skills that the at-risk student 

lacks.  Instead, it is discovered that the student lacks natural pedagogical skills.  

With proper intervention, this deficiency can be corrected.  

The strict supervision is usually accomplished by stating it as one of the 

goals of the Concern Conference.  Each student participating in this remediation 

is required to meet with a faculty member once a week for an entire quarter.  In 

addition, if the situation warrants, direct visitations are made to the student’s 
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school in order to offer input.  In rare cases, weekly meetings could be 

accomplished via e-mail.  During the weekly meetings, three issues are discussed: 

1. The reflection tool  

2. Academics at the university 

3. Any personal issues which might be an influencing factor. 

This three-pronged attack was launched with the first student who received a 

negative mid-quarter evaluation, and the same approach has been  used with subsequent 

students.  It is important to state that this supervision is not a punishment, but a tool to 

stress the importance of the classroom teacher.  The product of any school is the child, 

and educating this child is more than producing excellent test scores.  This information 

directly correlates with Elliot Eisner’s article (2005) in Educational Leadership where he 

asks the question “What happened to teaching the whole child?”  In his article, Eisner 

went on to state that any reform in the school is directly related to educational testing, not 

the well-being of the student. 

The reflection tool (see Appendix B) is called the Classroom Checklist.  Each at-

risk student develops his/her own tool, based on the deficiencies stated on the midterm or 

final report from the cooperating teacher and university supervisor. Zemelman et al. 

(1993) identified thirteen interlocking principles that characterized a paradigm of Best 

Practices, one of which was reflection.  He stated that the student needs to be reflective, 

which means, “balancing the immersion in direct experience must be opportunities for 

learners to look back, to reflect, to debrief, and to abstract from their experiences what 

they have felt and thought and learned” (p. 7).  It is very important the tool be based on 

reflection.  
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By having the student personalize the tool, the at-risk student is given choice.  

Daniels and Bizar (1998) stated that, “Student ownership and initiation of learning have 

always been tenets of progressive education.  By letting the at-risk student compose their 

own reflective tool, using a model suggested to them, the student must make meaningful 

decisions and choices and live with the results and consequences that having choice 

entails.” 

Early Childhood Education majors at Wright State University – Lake Campus 

spend considerable time studying educational theorists including, but not limited to, Jean 

Piaget, Lev Vygotsky, Erik Erikson, and Uri Bronfenbrenner.  Of particular interest for 

this paper are the works of Piaget.  Piaget, whose name we associate most with 

Constructivism, maintained that children grow through a series of states in their cognitive 

development, and that development is dependent on active interaction with their 

environment.  Judith Meece (2002) states that Piaget said knowledge is a building process 

in which children take what they already know and add new information to it in a process 

called assimilation, accommodation, and equilibrium. 

Vygotsky believed that learning is dependent on interaction with one’s 

environment.  But Vygotsky took it further when he said that learning is co-constructed 

(Meece, 2002) between people as they interact with their environment.  Vygotsky spoke 

of scaffolding, providing temporary supports, (Meece, 2002) to children as they learned, 

and of the necessity of gradually removing those supports as learners are more able to 

stand on their own.  After students complete their reflection tool and meet on a regular 

basis with a faculty member, they are able to begin the next quarter on their own. 
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Finally, one of Vygotsky’s greatest contributions to education is the idea of the 

Zone of Proximal Development.  Based on this, we know we can learn things without any 

help from others, and sometimes, we cannot learn something because we are not in the 

right time and place to learn it. (North Central Regional Educational Laboratory, para. 1) 

The Zone of Proximal Development is the place where, with the scaffolding of capable 

others, learning can take place.  The checklist is an example of a way the at-risk students 

are supported. 
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                 METHODOLOGY 

 In their chapter on evaluation research, Borg and Gall stated, “Educational 

evaluation is the process of making judgments about the merit, value, or worth of 

education programs, projects, materials, and techniques” (1983, p. 733).  Many times, 

evaluations are done to help administrators/managers make reliable decisions relating to 

program design.  Since the purpose of this study was to determine the effectiveness of 

working with the at-risk education students, the effects may result in working with future 

education students. 

 The research tool that was used was a questionnaire.  Kuman (1966) defined a 

questionnaire as “a written list of questions, the answers to which are recorded by 

respondents” (p. 110).  The questionnaire was developed in an interactive style so the 

respondents felt as if someone was talking to them.  The instrument was divided into two 

sections: a brief note of reason and confidentiality and a list of nine questions that dealt 

with the Concern Conference and Observation Checklist (see Appendix C). 

 Included with the questionnaire was a cover letter which contained the following: 

1. Introduction 

2. A description of the objectives 

3. General instructions 

4. A statement of option and confidentiality 

5. Contact information for questions 

6. A stamped, addressed envelope that could be used for the return of the 

questionnaire (see Appendix D). 
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The population of the study was the students who were recipients of the 

intervention, that is, the Concern Conference and completion of the Observation 

Checklist.  The data analysis consisted of recording the responses to each of the 

questions and determining if the responses were positive or negative.  Since the 

research is qualitative, actual verbiage will be examined. 
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PRESENTATION OF DATA 

 Five instruments were sent out, and of the five instruments, five were 

returned, representing a response rate of 100% as represented in Table 1. 

Table 1 

Demographic Questionnaire Return 

_________________________________________________________________ 

 Participants    Sent Returns Usable Returns 
 
 At-risk Students       5       5                             5 
 
             
 
  In Table 2, Summary of Responses, each response of the questionnaire is 

listed.  This table is very critical to the study because it clearly represents the beliefs of 

the at-risk education students.  Conclusions from this study will be based on this table.   

Table 2 

Summary of Responses 

Question #1 
In your own words, why do you think your cooperating teacher and/or supervisor or Lake 
Education faculty thought a Concern Conference was necessary? 
 

a. A concerned conference was necessary in my case due to lack of communication. 
I needed to open up to my CT more instead of just observing what she did. 

b. My CT was a sub and didn’t understand how to do my paperwork. 
c. I think the concern conference was necessary for personal conflict as well as my 

physical situation at the time. I was 5 months pregnant and trying to complete my 
observance and student teaching. 

d. I feel as though I was put into a situation where I was compared to another student 
observer and because maybe I didn’t take as much initiative as the other student, 
my co-op teachers thought it necessary. 

e. The Concern Conference was initiated by some complaints my cooperating 
teacher had about my field experience. I believe we had personality conflicts. 
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Question #2 
In your opinion, what brought about your Concern Conference? 
 

a. My concerned conference was brought about by the number of unsatisfactories I 
had on a final evaluation. The supervisors at Wright State and Education faculty 
wanted to keep me on task. 

b. Me being withdrawn from my Co-op group. 
c. In my opinion it was the personal conflict and pregnancy. 
d. I felt as though I was brought to a concern conference under false opinions. My 

co-op teacher couldn’t even back up some of her low scores because she didn’t 
know what some of the words meant. 

e. The cooperating teacher mainly thought that I did not take initiative, did not 
follow classroom rules and lacked common sense. I believe she felt threatened by 
me in some way. In my opinion, I do not believe that what my cooperating 
teacher said was truthful. I believe the Concern Conference was held to help me 
make the cooperating teacher happy and make the quarter smoother for me. 

 
 
Question #3 
In addition to the observation checklist, what other goals did you set for yourself to 
resolve your Concern Conference? 

a. I had to make my own goal of aiming to be a leader. This was important to me in 
trying my best and showing myself I could do it. 

b. Interact more with peers. 
c. Other goals I incorporated were more communication with the cooperating 

teacher and staff at Wright State. I also worked on time organization and 
reflection of my observations weekly with Dr. Rosengarten. 

d. I set a goal to be less of an observer and more of a helper in the classroom so that 
I could develop myself professionally. 

e. I had to meet with my supervisor, cooperating teacher to go over my midterm. In 
addition, I had to meet with Paula once a week and fill out a checklist of concerns 
daily. 

 
 
Question #4 
In what ways, positively or negatively, did the checklist affect your phase/student 
teaching experience in school? 

a. I think the checklist played a critical role in my observations. I already was trying 
hard but the checklist helped me work on some of my weaknesses. I wanted the 
checklist to be filled out by the end of the week to show my CT and myself I 
could meet my goals. 

b. Gave me goals to shoot for, and was like a blueprint for success. 
c. The checklist was a positive reflection of how the various experiences helped me 

during my in-school observations. The checklist showed me the strengths and 
weaknesses during the week. 
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d. Because of the fact that the concern conference came as a big shock and surprise, 
I felt like I really had to walk on eggshells. 

e. I have mixed feelings about the checklist. In some ways it benefited me because I 
learned how to make her happy and how to “play the game.” On the other hand, I 
felt that I took initiative, followed classroom rules, and have common sense so I 
was filling out a checklist for things I already have. (plus—It helped keep my 
cooperating teacher happy and learned how to “play the game.”) 

 
 
Question #5 
In regards to your cooperating teacher, positively or negatively, did the checklist affect 
your phase/student teaching experience? 

a. Most of the CTs that saw my checklist really liked the idea. They also thought 
every phase student should participate in the checklist process. 

b. No 
c. Yes, I believe the checklist helps us both see where each others viewpoints were. I 

believe it is a positive idea and aid me to further understand the teaching 
community communication and teamwork is a plus/must. 

d. I came into my next field experience after the conference with a positive attitude 
towards my co-op teacher. I knew that this was going to be a fresh start and I 
knew that her opinion could be totally different. 

e. I think my cooperating teacher realized that the concerns were not that severe and 
she probably made a big deal out of nothing. I think she also realized that Wright 
State University will help a cooperating teacher/student when necessary. 

 
 
Question #6 
Would all education students benefit from using this checklist? Why or why not? 

a. I think all education students would benefit from the checklist. The checklist 
could have definitely helped me out that first quarter. I do not use a checklist now 
and have come, so far, but in my mind I do???????????????  

b. Yes, it gives a blueprint for success. 
c. Yes, because the checklist will allow you to determine your strengths and 

weaknesses and be given positive alternatives for improvement. 
d. Yes because I think it makes you more accountable and it makes you set goals. 
e. I think if a student is having real concerns that are affecting the students and/or 

school in a negative way then a checklist is beneficial. It may allow the student to 
rethink and reflect on what he/she is doing wrong and right. 

 
 
Question #7 
If you would, to whom would you recommend it? 

a. I would recommend the checklist to all students beginning their phase work. I 
think they should all use one for the first few quarters, and like I had stated before 
now I set goals on my own and continue to meet them. 

b. All education students. 
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c. I would recommend it to all students observing in the classroom at least one time 
during the phase work. 

d. I would recommend it to anyone who felt they needed a guide to help through 
field experiences. It always feels good to check something off when you’ve 
completed it or met that goal. 

e. Can’t think of anyone right now. I would say students who fit the description 
above. 

 
Question #8 
Do you agree that your Lake Campus Education Faculty offered you the checklist as a 
support tool? Why or why not? 

a. Yes, I think this was a great tool for me and it helped me get back on track. As a 
future teacher, I can see myself using many checklists with my students because 
you really learn a lot about yourself. 

b. Yes, it helped me make sure I was doing what I was in the class to do. 
c. Yes, the checklist really helps organize the phase as well as gave an excellent 

opportunity to communicate with your cooperating teacher and get positive 
feedback. 

d. I felt that the checklist was very beneficial and it gave me the mindset that if I can 
just do everything on the checklist and set goals for myself then I was going to get 
through this field experience. 

e. I do believe Lake Campus Education Faculty offered me the checklist for support. 
I believe they wanted me to have a smoother quarter, to learn from the experience, 
and they put me in a favorable environment for learning. They placed me at 
Shawnee and I believe they truly wanted to help me not only get through the 
quarter but to become the best future teacher possible. 

 
 
Question #9 
Do you have additional comments on the support you received during the Concern 
Conference experience and/or related to the use of the observation checklist? 

a. Yes, I think Judy Brewer did an excellent job helping me through the few quarters 
after my concerned conference. I am glad I had someone to rely on. She and I 
would e-mail each other a few times a week and also talk in person quite a bit. I 
think all students that have been through a concerned conference need that 
additional support. I’m very glad Judy helped me and I know if I would have a 
problem now or in the future I could still come to her for advice. 

b. No answer 
c. All the staff at Wright State truly wants to do whatever they can to help you 

succeed. They really do know what they are talking about. I am privileged to have 
the opportunity to work under them and allow them to give me such excellence 
guidance. 

d. Going into the conference, I was very upset because I felt like I was sent there 
falsely, but I got tons of support and I was never made to feel like I wasn’t going 
to be a good teacher. 

e. No answer 
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Summary, Conclusions, and Recommendations 

 

 To summarize, having identified increasing numbers of Wright State University - 

Lake Campus Education students experiencing problems in field experiences, Lake 

Campus Education Faculty restructured the concern conference framework already in 

place, to include stringent supervision and a unique self-reflection tool. 

Questionnaires were sent to students who have completed this process, and the 

following conclusions have been drawn: 

From question one -- In your own words, why do you think your cooperating teacher 

and/or supervisor or Lake Education faculty thought a Concern Conference was 

necessary? 

1. All of the concerns were initiated by cooperating teachers. 

2. Four of the five students felt that the concerns were the result of personality 

conflicts. 

From question two -- In your opinion, what brought about your Concern Conference? 

1. Students see the cooperating teacher as the primary reason for the concern 

conference. 

From question three -- In addition to the observation checklist, what other goals did you 

set for yourself to resolve your Concern Conference? 

1. Students reported the need to be more actively involved in the classroom. 

2. Students reported the need to be more reflective concerning their interaction 

in the classroom. 
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3. Because each reflection tool was personally designed, the university advisor 

was able to target the individual needs of each participant. 

From question four -- In what ways, positively or negatively, did the checklist affect 
your phase/student teaching experience in school? 
 

1. Three of five student responses were positive. Those students saw the use of 

the checklist as an effective tool that scaffolded them through the experience. 

From question five -- In regards to your cooperating teacher, positively or negatively, 
did the checklist affect your phase/student teaching experience? 
 

1. Four of five students agreed that the checklist did positively affect their 

phase/student teaching experience. 

2. Overall, the students indicated that their cooperating teachers expressed 

appreciation of the extra support for both the students and the CT during the 

concern process. 

From question six -- Would all education students benefit from using this checklist?  
 
Why or why not? 
 

1. All students thought other students would benefit from the use of this 

checklist. 

From question seven -- If you would, to whom would you recommend it? 
 

1. Four of five students replied that they thought the checklist should be added to 

the Early Childhood program plan for all students. 

From question eight -- Do you agree that your Lake Campus Education Faculty offered  
 
you the checklist as a support tool? Why or why not? 
 

1. All agree that the faculty offered this as a tool to support them in goal-setting, 

implementation, and reflection during the concern process.  
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2. The checklist served as a graphic organizer for the students. 

From question nine -- Do you have additional comments on the support you received  
 
during the Concern Conference experience and/or related to the use of the observation  
 
checklist? 
 

1. Three of the five students responded in a positive manner.  

2. Students were able to see the tool as an instrument of support, not one of 

remediation or punishment. 

3. The Education Staff was viewed as team members who worked with the 

students and the cooperating teacher in their efforts to resolve the concern 

process.  

Based on the conclusions, recommendations are as follows: 

1. Additional research needs to be done regarding the effectiveness of the tool 

2. More definitive data would result from increased use of the tool with follow-

up survey information being submitted. 

3. Cooperating teachers need to be surveyed. 

4. The Education Department at Wright State University - Lake Campus needs 

to investigate implementation of the checklist for all education students. 
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Appendix A 

WRIGHT STATE UNIVERSITY 
Early Childhood Education Licensure Program 

Mid Quarter Evaluation 
____EDE 221   ____EDE 223  ____EDE 225  ____ EDE 321  ____EDE 323 ____EDE 419 

Please use the following scale: 
Displays Unusual strength: Interpret this rating as exceptional for this teacher candidate’s level of experience.  
Performs Satisfactorily: Interpret this rating as average for this teacher candidate’s level of experience. 
Needs Improvement: Interpret this rating as marginal performance for this teacher candidate’s level of experience. Please 
cite specific reasons for concern.  
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Documentation of Rating 

 
Develops good rapport with students 

      

 
Develops good rapport with school 
personnel 

      

 
Displays good rapport with parents 

      

 
Takes initiative / is resourceful 

      

 
Accepts mentoring with positive 
attitude 

      

 
Invests time wisely 

      

 
Displays sense of responsibility 

      

 
Is punctual 

      

 
Displays appropriate accepting, 
inclusive attitude 

      

 
Appropriate personal appearance 

      

 
Uses correct, professional verbal 
communication skills 

      

 
Uses correct, professional written 
communication skills 

      

Comments: 
 
______________________________________           ______________________________________ 
Cooperating Teacher Signature         Date                Teacher Candidate Signature             Date  
Make two copies of this evaluation. Save one for your records and give one to your practicum supervisor. Give the 
original to OPFE by 12:00 noon on Friday of the 5th week of quarter.  
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Appendix B 
 

Classroom Participation Checklist  
Spring 2006 

Week of: _______________________________ 
 
 
1)  Designed and executed and/or helped design and/or execute appropriate lesson plans  

and activities. Examples:  
a.  
b.  
c.  

 
 
2)  Used instructional and planning time effectively. Examples:  

a.  
b.  
c.  
 

3)  Follows through with classroom management system. Examples: 
a.  
b.  
c.  

 
4)  Monitored for understanding of procedures, concepts, and goals. Examples:  

a.  
b.  
c.  

 
5)  Tried to model professional language. Examples:  

a.  
b.  
c.  

 
Comments:  
 
 
 
 
Name: _________________________________________  Date: ____________ 
 
Cooperating Teacher ______________________________             Date: ____________ 
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Appendix C.1 
 
This communication is privileged and confidential. Your input will be appreciated, and 
your identity will be protected. Dr. Rosengarten, Paula Bryan, and Judy Brewer believe 
that the observation checklist that has been developed during a series of Concern 
Conferences is a valuable support tool for Teacher Education students. We would 
appreciate your input/feedback on the following survey that we will use in further 
research efforts. Thank you in advance for your help - and for your assistance in making 
the future of Teacher Education programming at the Lake Campus even better! Please 
feel free to attach extra sheets if you need more space.  
 
1.  In your own words, why do you think your cooperating teacher and/or supervisor or 

Lake Campus Education faculty thought a Concern Conference was necessary?  
 
 
 
2.  In your opinion, what brought about your Concern Conference?  
 
 
 
3.  In addition to the observation checklist, what other goals did you set for yourself to 

resolve your Concern Conference?  
 
 
 
4.  In what ways, positively or negatively, did the checklist affect your phase/student 

teaching experience in school?  
 
 
 
5.  In regards to your cooperating teacher, positively or negatively, did the checklist 

affect your phase/student teaching experience?  
 
 
 
6. Would all education students benefit from using this checklist? Why or why not? 
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Appendix C.2 
 
7.  If you would, to whom would you recommend it?  
 
 
 
8.  Do you agree that your Lake Campus Education Faculty offered you the checklist as a 

support tool? Why or why not?  
 
 
 
9.  Do you have additional comments on the support you received during the Concern 

Conference experience and/or related to the use of the observation checklist?  
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Appendix D 
 
February 28, 2006  
 
 
 
Dear  
 
The Wright State University - Lake Campus Education Department, specifically Judy 
Brewer, Paula Bryan, and Ken Rosengarten, are researching the learning/reflection tool, 
the Classroom Participation Checklist. If you remember, you filled out several of these 
sheets while doing your phase work/student teaching.  
 
The results of this survey will be used in a research project that will result in a paper. 
Eventually, this paper will be presented at several conferences, including the Hawaii 
International Education Conference, the International Reading Association Conference 
and the National Association for the Education of Young Children Conference.  
 
If possible, the Wright State team would like to ask you to take a few moments to 
complete the enclosed questionnaire, which will serve as the data for our paper. 
Anonymity is guaranteed. If you would rather orally complete this questionnaire, please 
see Judy Brewer, Paula Bryan, or Ken Rosengarten for a brief interview.  
 
For your convenience, we have enclosed a stamped, addressed, envelope that can be used 
for the return of the questionnaire. If you have questions, please contact Ken Rosengarten 
at 419-586-0315 or kenneth.rosengarten@wright.edu. Thank you very much for helping 
us out with our research.  
 
Sincerely,  
 
 
 
Ken Rosengarten              Judy Brewer           Paula Bryan 
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Abstract: 

When asked “Where Do Students Study?” we looked to our students for answers.  The 

answer they demonstrated was referred to as: “studying anywhere with wireless 

connectivity & a power outlet”. This is a Case student of utilizing an Interior Design 

Student to Design Wireless Student Study Areas.  

 

Statement of Problem: 

After the College of Business began requiring students to purchase & bring wireless 

laptops to class, and the successful creation of a wireless dome over our core campus; the 

question was where to go from there?  What is the Next Evolution for our campus 

wireless laptop initiative?  Where are students using their wireless laptops to study, both 

in an individual setting, as well as in a collaborative setting with other classmates?  Is it 

possible to convert “areas that students walk through, to areas that students walk to”. 

 

Description of activity, project, or solution:  
In 1988, the College of Business laptop initiative was given the go-ahead, after much 

debate & discussion. At that time, wireless technology was becoming more price 

competitive.  The decision to go wireless propelled the campus into many innovative 

initiatives: wireless classroom design, casual collaborative classroom, faculty 

development & teaching lab, and universal printing. 

After many successful years, questions arose “What’s the Next Evolution” for our 

campus wireless laptop initiative. We looked to our students for answers.  We went 

around campus at various times of the day & observed where students were using their 

laptops.  What campus resources were they using with their wireless laptops?  How can 

the wireless laptop experience be enhanced for the students?  Can campus facilities affect 

the learning behavioral of students, & encourage them to work more collaboratively? 

 

Observations were noted (& pictures taken) on students sitting on the floor outside of 

their classrooms, clustered in small groups close to the nearest available electrical outlet, 

in comfortable seating with their feet propped up, outside enjoying a sunny day & in 

quiet corners hidden from interruption. 
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Recently, we became aware of an Interior Design student “in our midst”.  A student was 

already working for us as a Student Technical Assistant in our largest computer lab.  She 

needed an internship to graduate, and we needed expertise in designing attractive, 

engaging, functional student learning spaces. 

 

With pictures of our students study habits & locations in hand; an Interior Design Student 

already working for us as a Student Technical Assistant; and the need to further enhance 

the wireless laptop initiative; we started the “Student Study Areas Redefined” project. 

 

This presentation will be an exhibition of before & after pictures. It will show students 

making due with whatever resources are available & then how the space is enhanced for 

student studying. The resources provided will be discussed.  It will be a case study of  the 

study areas: The Art Bistro; The Wicking Retro Collaboration; The Performing With 

Class; The Admissions Welcoming study area; and The Informational Hub; 

 

People that participated in this concept included the students (through the Student Senate 

Association). They agreed to the need to enhance study areas & helped to fund it through 

their technology fees.  The Academic Computer Center led the remodeling of the areas 

and funded the Interior Design student.  

 

Outcome: 
The success of these projects can be easily observed via student usage rates.  Pictures can 

demonstrate the higher usage. A simple walk around campus will now find students 

heavily utilizing every study area. As importantly, they are using their wireless laptops in 

those study areas, working collaboratively in groups.  Anyone can easily see that our 

campus is a successful wireless laptop environment and that the students are making use 

of the technology.   

 

The success of the study areas can be directly associated with the work & expertise of the 

Interior Design student Intern.  She was able to bring & match colors to areas that were 

not possible before. Bringing this color to the areas provides both a welcoming invitation 

to come study here, as well as a calming/relaxing feeling, that allows students to be 

comfortable studying there.  Her technical background ensured that the study areas were 

technology friendly. 

 

An example of the success of these projects is in a significant picture showing about 10 

students using a study area to collaborate on projects. The interesting point of this picture 

is that the study area was not completely built at that time. The students themselves 

arranged the furniture & hooked up their electricity to make use of the area.  This, in my 

opinion, is a shining example of success, through student acceptance of what was being 

built for them. 

 

The study areas for students are important to the academic success of students taking 

introductory courses in Information Systems.  Even though many students have their own 

personal computers and laptops there are many students who don’t have the resources to 

purchase a personal computer. This is especially true for those students attending the 
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University from developing countries. Furthermore with the release of the new Microsoft 

Office Suite (Office 2007) and Microsoft Vista, more students are using these spaces for 

working on their assignments. Having spaces that are student friendly is an important 

element in insuring the student has an opportunity to succeed. 

 

If the environment the student is working in is devoid of the physical tools necessary, 

(adequate light, power, seating, etc ) the student will be distracted and may concentrate 

more on the environmental issues rather than on the course topics, assignments, 

exercises, etc.  An environment that is conducive to learning is important.  The recent 

redesign of the study areas on campus to accommodate those students who either have a 

laptop or those who don’t have one is an example of creating an environment conducive 

to students’ academic success.  

 

In addition to redesigning the study areas, creating spaces which facilitate collaborative 

activities will allow our students an opportunity to work in spaces which are similar to 

those they will find in business and industry. Many of the courses in the Information 

systems major require students to work collaboratively on projects assigned by faculty. 

Having a setting which closely replicates those found in business and industry is a great 

plus. Working a setting which has sufficient work space which allows for spreading out 

charts, graphs, flow charts, supporting documentation, documents cameras, monitors, 

projection equipment gives the students an experience similar to what they can expect 

when they enter the “world of work”.  

 

The benefits that the students will derive from the redesigned study areas and the addition 

of group study areas (conference rooms) are immeasurable.  

 

 

Importance or relevance to other institutions: 
During two recent national accreditation visits, the visitation teams noticed our efforts to 

enhance the wireless laptop initiative & large number of students in the study areas using 

technology. They included the benefits of the technology in their accreditation reviews & 

praised our efforts.  Minnesota State University, Mankato passed both accreditations with 

high marks. 

 

 

 

Pictures of projects follow.
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Old Student Study areas 
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This “Thinking Man” was sitting here to access electricity.  

 
 

Our Gem of a student:  Interior Design Student Melissa Stinson, sitting in the space that 

she turned into an exciting student study area. 
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Melissa’s Wiecking Student Study 

 
 

Computers & wireless networking provide access for students with or without laptops. 
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Lots of color was used to blend the confluence of 3 hallways. 
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Wissink Flexible Conference / Group Study Rooms 

 
 

Divider folds to allow for larger groups 
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Tables spin on center access (where power cables are hidden) to perfectly meet in the 

middle & form one long conference table. 

 

 
 

“Performing With Class”  Student Study areas in the Performing Arts bldg. 
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Custom designed “grand piano” tables, fit well in this Performing Arts lobby. 

 
 

 

Custom stools symbolically feature the Music & Theater departments that share the 

space. 
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Kiosks are heavily utilized & snuggled into an unused space by stairs. 
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Small study settings sprinkled throughout the Performing Arts Lobby, captures 

previously underutilized floor space.  This encourages students to study together & large 

performance day crowds to spread out & be comfortable. 

 
 

Copyright 2007, Wayne Sharp, Dr. Gregg Asher, Minnesota State University, Mankato. 
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Abstract: Relational leadership is one that focuses on the nature of the 
relationships that exist between the leader and those led; for example; principals 
and teachers. This view of leadership states that the leader-follower relationships 
have certain characteristics that will promote high trust and productivity. This 
view of leadership and its relationship to the development of trust is explored in 
this study. A 30-item relational leadership questionnaire and a 29-item trust scale 
were administered to 434 teachers. The findings of the study showed a 
moderate support for the view that the higher the relational leadership, the 
higher the perception of trust and the data also indicated that factors such as 
gender, school level, and teaching experience had a more significant impact on 
perceptions of trust.  
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STRATEGIES FOR TEACHING CHORAL COMPOSITION  
IN THE FOURTH AND FIFTH GRADES 
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THE RESEARCH OBJECTIVE 
 
 Since the introduction of computers in music education in the twentieth century, many 
questions surrounding their use continue to develop. Are computers designed to replace 
teachers? Are they meant to teach students facts about music or drill them in musical skills? How 
can students be guided to discovering the power of their own individual ideas with computers? 
What role does computer technology play within a curriculum? The approach to music education 
from a constructivist perspective is one important way to address these questions and to focus 
them more closely upon the questions surrounding how the use and design of computer 
technology might be deepened to address the student’s power over his or her own ideas.  Within 
this mode of exploration, a further line of inquiry can be forged: how can teaching and learning 
environments be created to encourage critically reflective thinkers and musicians? 
 The union of technology and students’ vocal and choral development is an important one; 
particularly in view of the dual paradigms of the music classroom involving sung choral or vocal 
music and the computer lab. This research is developed from a view of joining text and music in 
choral composition as it can be encountered and created using multimedia computer technology 
in the elementary school grades. This work develops an ongoing investigation of the question: 
“How can music educators using technology in a constructivist learning environment develop 
students’ intuitive compositional capacities leading them toward critical, independent thinking?” 
 The two eight-week segments of this study were conducted in weekly class meetings that 
combined both an applied music classroom involving singing, instruments and music making 
with music making in the computer lab where the work involved the internet and computer 
applications for music. By keeping a journal of the classroom and planning activities surrounding 
the design of both 8-week music composition projects, the processes of integrating constructivist 
philosophy into a curriculum involving music technology are monitored, reflected upon, and re-
conceived based on that very meta-reflection. 
 The first part of this research task is to investigate the connection between technology 
and the current roles it plays in music education. The idea of how to design of a learning 
sequence involving the use of music education technology to teach choral composition, viewed 
through the lens of constructivism is the starting point for this. Driven by a phenomenological 
perspective, the next part of this research investigation looks at the concept of musical 
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knowledge in relation to choral composition; these paradigms form the main theoretical thread 
binding the work of leading scholars in music education philosophy with the two eight-week 
experiments themselves. The conclusions this research project suggests are formed from a view 
of teaching and curriculum design rather than student experience and work, and open up further 
questions for future research. 
 
 
 
RESEARCH QUESTIONS 
 
 At a more specific level, this research addresses how the integration of music education 
computer software applications like Morton Subotnick’s Making Music, Music Ace I and Music 
Ace II can be used in the creation of teaching environments designed to develop critically 
reflective music makers who engage synthesis, evaluation and critical reflection in cognitive 
processes. It explores how the integration of such representative computer applications can assist 
in the development of teaching strategies designed to lead students to compose a text-based 
choral composition, an essential element of a general/choral curriculum.  This problem is 
interrogated by creating a study involving a “meta-journal” monitoring the progress of the design 
of a text-based choral composition project using computer technology to assist in the creative, 
intuitive compositional process with the philosophy of constructivism engaged as a lens through 
which to view the educational setting. The curricular design of this project is geared toward 
students in a fourth and fifth grade music class who are assigned an eight-week composition task 
guided by the creative, intuitive design of the computer applications within the school lab 
available to them. All performing forces available within the school are engaged, and the goal of 
the text-based multimedia choral composition project is shaped by the students’ imagination and 
interaction with the educational computer software as well as their vision for the creation of 
ideas that are their own and the empowerment of those ideas with the, sometimes almost 
invisible, assistance of technology allowing student-driven content and creation. Tweaking the 
computer technology and the use of traditional performing forces is highly encouraged in this 
experiment. 
 Constructivism itself has played and active role in the ideas behind tweaking thinking in 
relation to teaching and learning and has played a major role in the development of new 
technology for such use in music education. As Peter Webster observes, “ the final force that 
underscores much of the more contemporary research on music technology is the interest in 
constructionism1 as a basis for learning” (2002, p. 418). Perkins, in addressing instructional 
design of technology, stresses two major points: “American education is failing to prepare our 
students to be successful in today’s world and, in order to remedy this situation, instruction must 

                                                 
1 Constructivism and constructionism are two distinct terms, often mistakenly used interchangeably with each other. 
These two terms are sometimes confused with each other. “Constructivist” theories of Jean Piaget are based on the 
notion that knowledge is not simply something transported to the student from the teacher, but actively constructed 
by the mind of the learner. The root “construct” is an obvious active component in this definition. 
“Constructionism,” on the other hand suggest that learners are especially prone to come up with new ideas when 
they are actively engaged in creating some external artifact—an essay, an electrical gadget, a painting, or a clay 
pot—which can be reflected upon and shared with others. Therefore, constructionism involves two highly connected 
forms of construction: the construction of knowledge in the context of building personally meaningful artifacts 
(Kafai & Resnick, 1996). 
 

2008 HICE Proceedings 
Page 3998



 3

focus on retention, understanding and active use of what is learned” (1992, p. 92). Recognizing 
that there exists a great disconnect between classroom learning and music lab learning that has 
yet to be bridged is the starting point for the pursuit of this complex research problem. 
In this twenty-first century, computer technology has become commonplace in all levels of 
American education. In this work, I explore processes music educators and curriculum 
developers go through when designing learning experiences that integrate current computer 
technology into curricula. This, in order to forge ways for music education practitioners and 
researchers to apply constructivist philosophy to the use of computer technology in the music 
classroom. Moreover, my investigative research explores ways students can be empowered to 
form content and create ideas that are their own rather then disempowered ideas fed to them 
through a prescribed curriculum. Specifically, the research focus draws on the use of Morton 
Subotnick’s “Making Music” integrated into a constructivist environment; linking together the, 
too often parallel and disconnected, pedagogical paradigms of the applied music classroom and 
the computer lab. Integral to the structure of this doctoral thesis is the design of a student-
centered project embedded within a curriculum spanning the academic year. The primary focus 
is a computer composition project, however, the year-long curriculum supplies the landscape out 
of which this project is drawn.  This curriculum embeds information and communication 
technology (ICT) into a music education program for primary school grades. Specifically, this 
work focuses on composition, an essential component of this curriculum and a particularly strong 
design feature of Subotnick’s work. In addition to narrating the process of this design, I address 
important issues identified both in music education literature as well as problems that arise in the 
implementation of my curriculum in the pre-kindergarten through sixth grade general choral 
music program I teach. 
 Drawing from current literature in the areas of (1) philosophy of music education, (2) 
music education technology, (3) cognitive development and (4) learning theory, this research 
project focuses on how students learn music best with technology in music instruction (TMI), 
how TMI coincides or departs with commonly established philosophies of music education (a 
praxial philosophy, or an aesthetic philosophy, for example), and how TMI addresses current 
theories in the field of cognitive psychology related to learning and development (for example, 
Howard Gardner’s theory of multiple intelligences, or Robert Sternberg’s theory of successful 
intelligence).  
 The use of computers in music instruction is a broad-based concept that could potentially 
take many directions. Computers can be used to access the internet, for example, opening up 
possibilities for distance learning (synchronous and asynchronous), and collaboration (Rees, 
2002). They can also be used in a variety of ways with software applications designed for 
composition, theory, and performance using the artificial intelligence (AI) capabilities of a 
computer (Rowe, 2001). Each are large areas of inquiry. This study, however, focuses on the 
integration of computer and internet technology that is available in a typical music classroom 
situation involving readily available applications on standard computer equipment. 
 Too often, music educators view music theory and composition as skill-based 
components of music curricula rather than explore the possibilities constructivist perspectives 
might lend to the engagement of student-centered problem solving in collaborative learning 
environments. The guiding research question here is: “what effect would a computer-based 
learning experience grounded in composition have on students’ abilities to critically problem 
solve as they are guided to approach the study of choral composition?” As a qualitative 
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investigation, this guiding question may evolve through the process of research but returns to its 
original form, bearing fruitful insights into the nature of this curriculum. 
 
 
 
NEED FOR STUDY 
 
 Computer technology has become an increasingly integral aspect of music education. 
Many teachers use computers for instruction in school, and many students have access to 
computers and internet technology in their homes. This is nothing new and has been discussed in 
great detail elsewhere. A key issue for music education, however, is how to use this technology 
most effectively to teach music. As Peter Webster writes: 
 
 “Music technology is more than designing a hardware solution to a 

music performance problem, more than learning how to use a 
music notation program. It is more then designing a multimedia 
presentation for a music history class or using an intelligent 
accompaniment program to help learn a new work. It is all these 
things, plus a way of engaging with music in an effort to improve 
the musical experience while always respecting the integrity of the 
art” (2002, p. 417). 

 
 An important part of this study involves critically analyzing recent music education 
research on technology in music instruction for insights into the nature and value of technology 
in the music classroom. Computer technology, when carefully integrated into a curriculum, 
enables students to achieve clearer access to the concepts, skills, thought processes, and ideas 
being taught. Moreover, internet authoring programs and computer technology enhance a 
philosophy or method of music education, rendering the objectives more effectively attained by 
students. But computer technology goes even deeper than that. It empowers students to explore 
ideas that are purely their own, and to form content that is meaningful to them, encouraging 
independent, critical music-makers and thinkers. 
 Changes in technology are happening more quickly now than ever before. The powerful 
tools we possess to teach our students are continually expanding, changing, and improving. This 
can be seen everywhere in technology from some of the most commonly used applications such 
as desktop publishing programs to more complex web-design applications like FlashMX. It is 
essential that educators are aware of the enormous implications technology affords us. Fred Rees 
develops ideas for the handling of distance education and collaboration using computer and 
internet technology. “The music education community has been slow in adopting these 
processes,” he writes, “probably because of a combination of skepticism, lack of access to the 
technology and discomfort with learning how to use computer-based applications” (Rees, 2002.) 
 As we move further into the twenty-first century, the frequency of the use of computers is 
increasing in school curricula. As Peter Webster states: “if the dollars that will be spent in this 
decade are to be considered a wise investment, we need the best information possible on how to 
use these resources for maximum effectiveness” (2002). 
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 Donald Bohlen (2004) writes:  
“Albert Einstein brutally observed that everything of lasting 
consequence in human history has been achieved by less than two 
percent of the total accumulated population.  Arguable as that may 
be, in the non-linear universal sense of organic change, all of 
humanity, and humanity’s total environment, is impacted, is 
altered by that albeit embarrassingly tiny percentage of quest and 
contribution.  Perhaps each of us has the responsibility to 
vigorously create the environment within which the Einsteins 
might occur.” 

 
 A caveat for educators, however, is that it is important to understand that computer 
technology needs to be carefully and strategically placed within the objectives of a curriculum. If 
computers are used simply to cajole our students into a given subject matter, then we loose sight 
of the focus they can offer. Direction is lost for their specific use and they become accessories or 
playthings for students. At best, they become esoteric echoings of lessons given in the classroom 
that could just as easily be done with a filmstrip; and at worst they reinforce contradictory or 
confusing information for students. Careful intention must be behind planning the objectives of 
technology in music instruction, recognizing the role of technology as far more than a new 
vehicle for old material, but rather an integral partner in the objectives leading to critically 
reflective listening and thinking musicians. 
 
 
 
CHORAL CURRICULUM 
 
 An important component of this research is the integration of an applied general choral 
curriculum program (traditional classroom music making) along with a computer lab music 
program. Too often these run parallel to each other with little connection between them. For 
example, teachers may plan one set of curriculum and projects in the applied classroom and then 
completely separate projects for the computer lab. At best, this approach can waste time; at 
worst, it can create dangerous contradictions or conflicting approaches that can stifle students’ 
learning or confuse them. The challenge for my curriculum is to place these two curricular 
components side by side and draw important connections so that they supplement one another 
rather than exist as discrete, disconnected components of a music education curriculum. 
 
 
 
INTEGRATION OF RESEARCH APPROACHES 
 
 This research methodology engages a synthesis between a critical theory approach, an 
empirical approach, and a philosophical interpretive approach to my research. These, in addition 
to action research. In the words of Walford, “action research [a term] often used to describe 
activities carried out by teachers and other education professionals where they examine practice 
within their own classrooms” (2001, p. 3).  Rideout and Feldman state: “action research can be 
thought of as an extension of the reflective practitioner movement” (pp. 881-882). They identify 
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action researchers as “seek[ing] to improve their own teaching while improving their teaching 
situation” (p. 882). They fail, however, to acknowledge that action research also can have a 
direct effect on the improvement on the teaching practice and subsequent research of others. 
Within music education, many research philosophies have been formed with roots in both 
modernism and post-modernism (Elliott, 2002). Even the most empirical studies emphasizing 
quantitative statistical research require a measure of interpretation when drawing conclusions 
about the evidence presented. My research is intended to allow readers to draw their own 
conclusions in relation to their own research, experience, and teaching situations. A critical 
theory approach can be engaged at every point of the research with questions as fundamental as: 
“can CAI make a viable contribution to performance-based programs in music learning?” 
 This synthesis of research approaches is especially important when considering the 
multiple connections of technology to culture, social relations, politics, and economics. Cornford 
and Pollock (2003) write, “historians and sociologists of technology have argued that there is 
little analytical purchase to be gained from continuing to talk about the ‘social’ and ‘technical’ as 
if they were separate entities” (p. 17). 
 The action study component of this research is integral to the nature of the research 
problem in this thesis because it is grounded in the practice of engaging music technology in a 
real-life classroom situation. Zuber-Skerritt (1996) writes, “…emancipatory action research [is] 
collaborative, critical and self-critical inquiry by practitioners (e. g. teachers, managers) into a 
major problem or issue or concern in their own practice” (p. 3). A research approach is then 
described as “a cyclic process of strategic planning; action, i.e. implementing the plan; 
observation, evaluation and self evaluation; and critical and self-critical reflection on the results 
of points 1-3 and making decisions for the next cycle of action research, i.e. revising the plan, 
followed by action, observation and reflection, etc.” (Zuber-Skerritt, p. 4). 
Phenomenology 
 In a most general sense, phenomenology, as defined by Wordreference.com is “a 
philosophical doctrine proposed by Edmund Husserl based on the study of human experience in 
which considerations of objective reality are not taken into account.” The Oxford English 
Dictionary presents the following definition: "Phenomenology. a. The science of phenomena as 
distinct from being (ontology). b. That division of any science which describes and classifies its 
phenomena. From the Greek phainomenon, appearance." In philosophy, the term is used in the 
first sense, amid debates of theory and methodology. In physics and philosophy of science, the 
term is used in the second sense, albeit only occasionally.” (2003). Bachelard (1960) examines 
images in poetry. For him the value of phenomenological method can be perhaps best expressed 
with his analogy of dreams. “ ‘A dream visited me.’ That is certainly the formula which indicates 
the possibility of great nocturnal dreams. To convince ourselves that they are really ours, we 
must inhabit those dreams (p. 11). The inhabiting of our dreams comes from a re-examination of 
them. 
 Phenomenology has been a complex philosophical tradition that has led to other related 
movements like existentialism, poststructuralism, postmodernism, feminism, culture critique and 
various forms of analytical theory. Max van Manen (2002) distinguishes various traditions or 
orientations of phenomenology such as transcendental, existential, hermeneutic, historical, 
ethical and language pheneomenologies, all probing and drawing from different sources of 
meaning. 
 Svend Hvidfelt Nielsen points to a central tenant of Goethean phenomenology: “the 
observer must not simply observe the world, but actively participate in it.” (Nielsen). In his 
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discussion of the composer, Per Nøgård, Nielsen observes the importance of listening in the 
compositional process:  

 “A composer, for example, cannot learn the reasons behind the effect 
produced by music on the listener by making acoustic studies of sound 
waves or purely physiological studies of the human ear. Only by 
becoming a listener and experiencing the music for himself can he 
acquire the skills required to register the impressions made and to 
begin to create music on his own account.” (Nielsen) 
 

 Nielsen continues to explore Nøgård’s work, particularly his inclusion of Goethean 
phenomenology in his writings and composition: 
 

 “The foundation of Goethe's phenomenology is the idea that the 
direct perception of physical phenomena can form the basis of 
an understanding of them. In other words, there is no need to look 
for a deeper, concealed truth behind phenomena. 

 
  Nørgård himself explains Goethean phenomenology as follows: thinking along Goethe’s 
lines "means letting phenomena speak for themselves without looking for some explanation 
'behind' them." (Vækst....).” (Nielsen). 
 The idea letting phenomena speak for themselves is an important one when approaching 
the teaching of music using music technology.  A central idea in constructivist teaching shared 
with phenomenological philosophy is the observer (in this case, student) must not simply observe 
the world, but actively participate in it. 
 Andrew Anderson (1995) examines many of the writings of the German 
phenomenological philosophy Martin Heidegger focusing especially on investigations into the 
question of Being. These ontological investigations are essential for the foundations of 
phenomenological inquiry, particularly when the phenomenological perspective emphasizes 
questions related to the existence of music in our world, and in particular, teaching and learning 
situations where a clear music education philosophy must be in place. 
 
 
 
THEORETICAL GROUNDING 
 
 Constructivism (and, to varying degrees, constructionism) and Praxialism are underlying 
philosophies informing the thinking of many researchers interested in cognitive psychology, 
theories of development and their bearing upon innovative technologies implemented in music 
education. For the purposes of my research, a broader view of in the areas of (1) education, (2) 
philosophy of music education, and (3) cognitive psychology are embodied in the works of Paulo 
Freire (1970), David Elliott (1995), Howard Gardner (1999), and Seymour Papert (1980, 2000). 
The theoretical groundwork established by these major figures informs the more specific work 
implemented in music education technology research and applications by David Williams, 
(1999), Peter Webster (1999), and Morton Sobotnick (1996, 1998). The theoretical grounding 
explores a broad view of the literature surrounding research in music education technology, but 
in view of this research experiment, draws more specifically on the work of these scholars. The 
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thinking of these innovators plays a central role in grounding the theoretical work of my 
research. While their ideas contribute in different ways, there are also various relationships their 
work has to each other. These relationships are useful to examine in light of my 16-week 
classroom experiment. 
 The Noble (1999), Rowe (2001), Schwaegler (1984) and Spiro (2003) make valuable 
contributions into the investigation of historical, pedagogical and cognitive perspectives on 
computer assisted instruction in music education. David Noble (1999) discusses the impact of 
religion on technology and provides a perspective of the history of technology in western 
society. His views bear fruitful insights into how we conceptualize computer and internet 
technology as tools for education today.  This societal context is echoed in Robert Rowe’s 
assertion that “beyond the pedagogical and practical value, I believe that there are compelling 
musical reasons to emulate human musicianship with computers” (2001).  From an educational 
perspective, it is important to consider the intentions of composition, performance and analysis 
in computer-assisted instruction, elements that form the basis of Rowe’s research. He states, “the 
training of musicians begins by teaching basic musical concepts, a collection of knowledge 
commonly known as musicianship” (2001).    
 As Romiszowski (2004) observes, since the advent of computers in education, there have 
been a plethora of terms used to describe the various computer and internet vehicles for learning: 
OLL (online learning), WBT (web-based training), TBT (technology-based training), and CAI 
(computer assisted instruction) to name only a few. These are used in addition to larger terms 
surrounding computer technology such as AI (artificial intelligence). Hodges uses the term, ICT 
(information and communication technology), as he investigates the use of technology within 
music teaching in Great Britain (2001, p. 170). All have been used in varying ways and in 
different contexts. For the purposes of my research, I will be engaging these terms within the 
specific context that arise. For example, much of the work will focus on the use of computer 
applications installed to the students’ computer desktop eliciting the term “computer 
applications;” in other instances students work may turn to the internet in which case “web-based 
training’ will apply. Whatever the term used, the focus here emphasizes a constructivist view of 
learning with technology that will engage terminology appropriate to the given teaching and 
learning situation and the particular role computer technology plays within it. 
  These sources are examples of beginning points into a complex research endeavor that 
seeks to position computer assisted instruction into a viable choral curriculum. Many more arise 
in the coming pages as research into the development the learning environment unfolds. But 
central to the research into the application of computer assisted learning will be constructivist 
ideas of teaching and learning developed such researchers as Bruner, Vgotsky, Piaget and 
Gardner. Much of this research is based on the spiral concept of learning in which knowledge is 
developed sequentially, often within highly collaborative learning environments, and holds the 
student at the center of the curriculum. 
 
 
 
MUSICAL KNOWLEDGE AND CONSTRUCTIVIST THEORY 
 
 Jerome Bruner (1966) develops a view of constructivist learning theory in which the 
teacher is aware of the structures students bring to the learning experience.  Educators then build 
on those structures in a spiral fashion, revisiting concepts at increasingly higher levels, as the 

2008 HICE Proceedings 
Page 4004



 9

student is ready.  Embedded in Bruner’s theory are the pursuit of excellence and the emotional 
connection of the child to the learning experience. In Bruner’s (1979) words, “How can I know 
who I am until I feel what I do?” (p. 43) This mode of thinking has clear applications in the 
choral curriculum and is closely tied to Elliott’s (1995) views.  In Music Matters (Elliott, 1995) 
Elliott writes, “we don’t hear music as it is, we hear it as we are.”  This points to the importance 
of the student as the center of planning in curricular development. 
 
 
 
PHILOSOPHY IN CHORAL PRACTICE 
 
 A reflection on the many aspects of praxial theory, as developed by David Elliott (1995) 
in his groundbreaking volume Music Matters, is beyond the scope of this research.  However, 
there are several that seem essential as they relate to a choral curriculum based on computer 
technology.  Most significant, is the role of listening in the choral curriculum.  Elliott introduces 
the idea that “music listening is a complex form of thinking that can be taught and learned….  
[Choral] students can achieve competent, proficient, and expert levels of music listening.  But 
teaching and learning this kind of thinking effectively requires that its development be embedded 
in efforts to develop musicianship through choral performance, improvising, composing, 
arranging, and conducting” (p. 106).  
 Recently I led a choir rehearsal of an arrangement of a Thomas Tallis canon.  One of the 
tenors raised his hand and asked if a phrase sung by the women was to be immediately connected 
to a phrase sung by the men, or if there was to be a break between the two.  I responded that this 
was an excellent question and asked several members to take turns coming up to the front to 
listen to the passage both ways.  Based on the reaction of the listeners, it became clear that in an 
acoustical situation such as ours (relatively dead in the heavily carpeted room) the phrasing was 
far more pleasing when connecting without the break. In doing a “meta” reflection on the 
planning and “doing” in relation to my choral rehearsal experience, I recognized how my own 
philosophy is embedded in the practice in the following ways: (1) the choir members were 
expected to be critical participants in musical problem-solving (2) active music making was 
central to the learning experience (rather than inactive listening to a recording), (3) the choir was 
not becoming so dependent on me (their teacher) that they would go out into the world ill-
equipped to face problem-solving situations on their own. 
 Musical knowledge can be easily misconstrued to imply that the nature of music study 
involves merely learning skills related to performance or the rote memorization of facts about the 
music.  The nature of musical knowledge is complex and includes critical and reflective 
cognitive processes such as thinking, knowing, and listening far beyond mere facts and skills.  A 
praxial approach, as pioneered by David Elliott (1995), assists choral conductors to successfully 
write curriculum that informs their practice by placing music making as the central value in their 
philosophy and subsequent practice. 
 
 
THE COMPOSITION PROJECT 
 
 The structure of the two eight-week classroom experiments is recorded in journals found 
in the appendices. The essence of the phenomena from these sixteen weeks of computer 
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classroom planning, teaching, composing and learning is captured in meta-reflection here and 
distilled by a critically reflective discussion organized around the structure of this process. 
 
 
EXEMPLARS FOR STUDENTS: MULTIMEDIA PERFORMANCES AT NYU 
 
 The study began with showing students rather than simply telling. There were several 
important performances that took place around the same time as this doctoral research and these 
provide rich examples for students as they begin to conceive ideas for their choral compositions. 
These performances, well documented on the internet, also serve as examples for other 
researchers and teaching seeking to create multi-media performances. One of the most important 
relationships these performances bear upon each other is the variety of approaches to computer 
composition they represent. For example, the first, Lubricious Transfer, was conceived as a 
collaborative performance between the University of Santa Cruz and New York University. This 
collaboration started in the early planning stages and continued through the final performance. It 
was also a performance that was created as an entire entity with each group working together 
(dancers, musicians, narrators, tech people) to create one seamless whole performance. 42nd 
Street, on the other hand, was distinguished by its focus on individual scenes over which 
different people had charge. These performances represent compositions and improvisations of 
great value for students in this composition project: they cannot not only view the finished 
version, but also learn from the organization of the process. Many other examples exist on the 
internet and elsewhere and I, as music educator and principal researcher, welcome my students 
finding them and bringing them into the classroom for us all to learn from. 
 The initial phase of the classroom experiment began by sending my students to the 
following websites to review the possibilities collaborative internet composition. Though the 
research experiments I conducted are conceived with the classroom hardware and software, the 
presence of the internet and the subsequent connection of global information to each student’s 
computer screen is inextricably linked to any endeavor involving technology. And in this twenty-
first century, further linked to almost any act of teaching and learning. The sending forth of my 
students to the internet provides them with a greater model of the goal of seeking and critically 
evaluating the great amounts of information available to all of us. 
 
 
 
LUBIRICIOUS TRANSFER 
http://www.nyu.edu/classes/gilbert/collaboration/ 
 
 As the introductory page of the website states:  
“This course meets simultaneously with a class at the University of California, Santa Cruz. These 
courses have as their objectives the development of projects in the performing arts through 
collaborative work made possible by connecting through Internet II and other manifestations of 
the web” (Gilbert, 2005). 
 Later I will discuss modeling behavior according to Albert Bandura’s theories of learning 
and development. For now, though, this archived collaborative performance project serves as a 
model in many ways for the students in my study who are conceiving ideas about how to put 
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together their choral composition. The adage: “a picture paints a thousand word,” is appropriate 
here. It assists me to answer questions students may have that I have not thought to answer. 
 While Lubricious Transfer included dance, narrative and many multimedia elements such 
as digital manipulation of images and sound and projection, this performance also provides many 
examples of choral composition, which could be built upon by students. 
 
 
 
42ND STREET 
http://www.nyu.edu/classes/gilbert/collaboration/ 
 
 This production differed greatly from the others. This multimedia event involving 
dancers, singers, instrumentalists, projectionists, and “technologists” was conceived with a 
structured script governing the scenes over which select individuals were given control. This 
presents yet another model to students working in a collaborative environment as to how a large-
scale composition project might be planned. 
 
 
 
SUMMER SOLSTICE 
http://www.artscollaborative.com/solstice/ 
 
 This summer 2005 production that took place at New York University represented yet 
another cutting edge multimedia production spearheaded by Dr. John Gilbert, Professor of Music 
Education. The distinctive approach, while involving highly trained composers, teachers and 
performers with complex capabilities within multimedia technology, nonetheless provides a 
valuable model to primary school students for whom much of the same technology used is 
available even if their “tweaking” abilities are at a more elementary level. 
 The process of conceiving and implementing the Summer Solstice performance leads to 
ways the lessons learned in this university production apply to the 4th and 5th grade classes of 
this research experiment.  This “translation’ process that takes us from a model based on a 
professional performance to an elementary school music class/computer lab raises important 
criteria regarding what I as a teacher select as models for students. 
 Summer Solstice began as a meeting of faculty members, doctoral students and interested 
musicians, composers, artists and dancers all associated in some way with the university 
community. This collaborative meeting was left open-ended with simply the rubric that the 
performance would be held on the Summer Solstice and that music composition, multimedia 
work, streaming video, visual arts, dance, vocal and instrumental performance and improvisation 
would all be geared toward this common theme. Many of the composers and performers 
involved had material conceived prior to this meeting that could be modified to fit the theme, and 
others began composing or structuring improvisations directly following the meeting. It is 
interesting to note here that the timeframe for this project was just a little over a month. 
 
 
 
 

2008 HICE Proceedings 
Page 4007



 12

APPLICATION CHOICES 
 
 With numerous music-learning computer applications on the market, the question, “why 
Making Music for this study” is an important one. The reasons are many, but specific to this 
study, framed in constructivist philosophy, are the intuitive aspects this application affords. 
Making music is organized within the following main areas: building blocks, games, melody and 
rhythm maker, and mix and match. Subotnick’s intention behind Making Music is to provide 
students with the same basic format in music that crayons and paper provide for the visual arts. 
He noted that most instruction in music does not allow students to interact with the subject 
matter in intuitive and exploratory ways until they have mastered a certain level of music theory. 
His application allows this work to occur before this complex foundation is laid. For my study, 
this opens up many possibilities for studying the ways students are able to learn and how critical 
reflective thinking and problem solving can be engaged when the focus of the software is 
connected carefully to constructivist teaching philosophy.  
 Duffy and Jonassen (1992) argue that theories of instruction are implicit in the design of 
software. They state, “while instructional designers typically may not have the time or support to 
explicitly apply a theory of learning during a design or development task, the theory is 
nonetheless an integral part of the instruction that is produced” (p. 1). Clearly, a connection 
between instructional designers and the theorists that implement software is an essential 
component of successful interface packages that accomplish the goals teachers set through the 
technological means designers conceive. 
 
 
 
MAKING MUSIC’S BUILDING BLOCKS 
 
 An essential and valuable component of the making music application is the building 
blocks section in which students gain familiarity with the structural aspects of music and begin to 
connect them to some of the structural aspects of language. Sobotnick uses two examples, Mary 
Had A Little Lamb and Twinkle, Twinkle, Little Star to demonstrate how the student can change 
the order of the sections of the songs, alter the notes of any one section, and create their own 
section to insert. This is an ingenious setup with actual multi-dimensional music block icons to 
access the various sections of the composition which, when clicked, take the user to a staff with 
musical notation represented by birds sitting on power wires. The capacity for creating rhythm 
tracks is below the staff with icons designed as hatching chicks, which can be selected as 
individual beats or sustained. Every aspect of the application captivates the interest and attention 
of the students, a very valuable tool, especially in the lower elementary school grades. 
 
 
 
COMPOSITION 
 
 The music created by moving the birds (notes) on the power wires (staff lines) can be 
easily translated with the click of a mouse into the palate screen in which the user, with the aid of 
various tools, can create notes on the screen with no staff of varying pitch and duration. This is a 
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virtual blank piece of paper and crayons for the student, once he or she is carefully guided to 
understand the role of the tools on the composition palate. 
 
 
 
CLASSROOM ACTIVITIES 
 
 Initially, the work of this project focused on two primary issues (1) the acquisition or 
creation of students’ texts for use in their choral composition (2) the connection between that text 
and the music. The primacy of music making is emphasized in the introductory activities of this 
unit. Students are asked to focus on improvisation in the first class with an activity geared toward 
listening as an active component of music making. The students in this study are well versed in 
Kodály solfege which is a necessary prerequisite for this exercise. A leader is selected to come to 
the front of the class and create an improvisation by leading the class via Kodály hand signals. If 
this is cumbersome for weaker students, they may opt to use the staff already drawn out on the 
board. This class sings the improvisation as the leader conceives it, and when each one is 
complete, the student leading chooses his or her own successor. It is important to note here that 
the students have been well versed in a corpus of traditional Kodály song repertory, which has 
been geared according to Kodály principals: (1) prepare, (2) make conscious, (3) reinforce, and 
(4) assess. This has led, among many other things, to the student’s being fluent in solfege.  
 Another important classroom activity involves sending students in a guided fashion on a 
web search that engages them with encounters with sound on the internet. Though they will be 
free to be creative about this search, they will also be provided with some examples of where to 
start. For instance, I suggest my website as a beginning. On it, I provide a link to the 
collaborative internet research project I participated in between the University of California at 
Santa Cruz and New York University. The sound and visual files my students observe 
demonstrate improvisatory possibilities between voice (both sung and spoken) synthesizer, 
piano, flute, violin, and digital voice manipulation, all on the web. It is important that it be 
emphasized all of this improvisatory work connects music with text, as they will be expected to 
do in their own forthcoming projects. 
 
 
 
ADDRESSING “DISINTERESTEDNESS” 
 
 In many instances, music educators face the dilemma of how to spark interest in the 
subject matter on the part of their students. Regelski writes: 
 
 “One of the frustrations of teaching most subjects is that students 

rarely have the same interest in the subject as led the teacher to 
study and teach it.  A prime reason for this is that the structure-of-
the-discipline curricular paradigm characterizing much of 
schooling teaches subjects as self-contained disciplines rather than 
for their direct relevance to life. The goal of curricular 
scholasticism, then, is to develop a ‘disciplined mind’.  If anything, 
students’ lack of interest in the information studied is prerequisite 
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to developing the intended mental discipline.  The 
disinterestedness of such study is underscored, in any case, 
because contemplation of the subject matter for its own sake is said 
to be the main value of learning it” (2003).  

 
 Very often, the value of a given subject as it can be applied to the real world is not clear 
to students. This is due, in large measure, to the structure-of-the-discipline curricular paradigm, 
but also to curricular models that point to teacher-centered teaching rather than student-centered 
teaching. It would be an easy target of criticism to posit that students should assume complete 
control of the direction of their learning; that teachers sit idly by while students meander through 
activities or material without the guiding hand of their experienced mentors. But, on the other 
hand, it is a danger that teachers neglect the structures students bring with them to the classroom 
situation, including experiences from home and from their daily lives outside of school. 
 
 
 
THE FIRST EIGHT-WEEK EXPERIMENT 
 
 There are several themes that reoccur throughout the first eight-week experiment that 
bear examination. This section integrates observations about my teaching (action research) from 
reflections on the journal (phenomenological approach). These observations and the reflections 
on them bear important connections to the theoretical grounding of this work. 
 One of the themes that continually crops up in the experiment journal is the difficulties 
that arise when teaching in a constructivist platform. There is a sort of “cognitive dissonance” 
that I am asking my students to become comfortable with and that I must therefore myself begin 
to become more comfortable with.  
 For example, in week III of the first experiment (see appendix A) there is a class exercise 
focused on learning notation with MusicAce 2. This is straightforward and involves little critical 
thinking from the students. They need only read the information on the page, interact with it and 
become familiar with the information provided by doing the exercises. Many students are 
comfortable with this, though many are bored. The next exercise goes much deeper and students 
are asked to go to the music sketchpad and create a composition. This is the cognitive dissonance 
I ask my students to enter into. They are not given instructions that are specific, rather then are 
called upon to be creative, compose and come up with a composition they will perform for the 
class. This exercise leads some students to ask questions and express uncertainty, while others 
are happy for the freedom to create on their own and not simply follow rubrics from the teacher. 
 This study has not focused on the ontology of music teaching and learning. I am not 
disputing that music is a concrete paradigm in our universe, and I am likewise not disputing that 
the teaching of it follows certain generalizable patterns and structures. But rather I am focusing 
on music and teaching as phenomenae that occur daily in the music classroom, but more 
commonly in the broader world within which we live. Said differently, I have asked my students 
to assume a task of broad proportions going beyond many of the activities to which they are 
commonly accustomed. I have not given them a list of information to memorize, nor have I given 
them an assignment to read followed by a quiz. The work of this composition project has 
transcended the paradigm of the western canon of education: to be smart you must know facts. 
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 This work has operated quite the contrary. Students have open-ended possibilities in front 
of them as they approach a blank score richly laden with possibilities. The constructivist view I 
am urging with this research encourages students to look to the past experiences and exemplars 
for inspiration and direction. While much of that inspiration comes from the teacher and the 
educational environment, to a much larger degree, it comes from the real world the students live 
in- both within the school and outside of it. 
 But technology brings us all far deeper than just that. 
 Technology in music instruction opens up a virtual world running parallel to, but not 
disconnected from, the real world. A click onto a browser allows students access to a world of 
composition. They can hear, see, download, print, and more importantly, through chatting and 
blogging, for example, share ideas and perspectives about their compositions. 
 There was a transformation I noticed in my student’s perspective when them began to 
notice the reality of the transfer of their work from the computer desktop to the choral rehearsal. 
Suddenly, this work becomes far more tangible in the sense that they were now beginning to 
perform something that they had created. Seymour Papert (2000) offers insights into the effect of 
this cognitive dissonance with his discussion of the bigness of ideas. 
 

“The most neglected big idea is the very idea of bigness of ideas. I 
want to argue that the neglect of big ideas- or rather the bigness of 
ideas- has become pervasive in the culture of School to the point 
where it dominates thinking about the content of what schools 
teach, as well as thinking about how to run them. 
“ (Papert 2000, p. 720). 
 

 This perspective resonates within my own classroom when I think about a dual scenario: 
(1) the music class without the inclusion of interactive computer technology and (2) the music 
class with computers. This scenario begins with a concrete story. 
 A group of students were in one of my music classes where they were expected to learn 
about solfege. I was explaining that if we become fluent in sight singing, we can use the tones 
and motions to compose. Several of the students were unclear about the usefulness of this 
material and began to haphazardly repeat after me the song and accompanying solfege hand 
signals. The idea was disempowered for them. They had no ownership or discovery of the theory 
material. 
 This same group when engaged in the computer lab, came in contact with the possibility 
of creating their own content. The main contrast between the two scenarios was that students 
who were not able to see the relevance of the classroom solfege exercise, when in the computer 
lab, were able to then recognize possibilities for real-world engagement with the application and 
process of composing happening in a collaborative environment. 
 
 
 
ENCOUNTERS WITH CHORAL COMPOSITION 
 
  It became increasingly clear to me through this study, that the more decisions students 
were able to make in relation to their choral composition, the more interested and actively 
engaged they were in the process. When guided to create a text they owned because it was theirs, 
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students were functioning as actual writers in the real world. When told to write a composition 
assignment a certain way, they seemed stifled and bored. And more importantly, when students 
were encouraged to connect their texts to meaningful aspects of their own lives, the creative 
process was engaged in a very real way: they were motivated to work from within rather from 
the teachers in their school. 
 Naturally, students were reluctant to read something they had written out loud to the class 
when they felt ridicule was possible. This made it essential that I create an environment of trust 
and one way to accomplish this was to work with the students, composing and reading my own 
choral text along with theirs. This created a far more collaborative environment where we were 
all in this together rather and set up a scenario where the teacher is adjucating; silently scribbling 
grades or evaluations on a pad while a performance is going on. 
 
 
 
TRANSFORMATIVE TERM USAGE 
 
 The language of this research project has been heavily grounded in constructionism and 
constructivism. And as such, there have been many terms used from these areas of educational 
theory: teacher-centered vs. student- centered teaching and learning, spiral theory,  “sage on the 
stage” vs. “guide on the side,” to name just a few. These terms and phrases have been employed 
here not just to illuminate constructivist teaching and learning concepts, but also to frame them 
against the historical backdrop of behaviorism against which constructivism, at least in its initial 
conception, was conceived as a reaction. While this notion is now an oversimplification at best 
(and at worst imprecise), the use of words in this study have served this dual purpose. But 
beyond that, they have, in their descriptions of students, learning, teaching, curricular design, 
composition and all the other conceptual components of this work, begun to transform 
themselves. For example, teacher-centered teaching begins to take on both a more dangerous 
shape when applied to composition, and at the same time a friendlier one. The danger has been 
previously explained at length in the pages—from Gardner’s “dipstick” theory to Friere’s 
“banking concept” of education, my perspective and the subsequent starting point of the study 
have been made clear. I am urging educators to expand their thinking beyond a pipeline approach 
to learning. One in which students memorize, mimic, pass a test and then forget. I was certainly 
guilty of adhering to this approach for many years before entering a doctoral program in music 
education whereby I began to challenge some of these assumption. But the friendlier side to 
teacher-centered teaching is necessarily one that needs to be at least acknowledged, if not 
thoroughly examined. That side moves the term out of the category of “dirty words” we want to 
avoid as constructivists, and into a category that I adhere to here as “synergistic.” 
 While I’m not suggesting changing the title of this paper to “synergism in music 
education technology” (though a next research project title may well contain it), I am pointing to 
a transformation that has occurred here, one that is in the form of a bridge between the gap of 
behaviorist thinking and constructivism. I call it a “synergistic” approach, not because I am 
engaging a purely behaviorist perspective, but rather because a purely constructivist perspective 
may not always take into account the wealth of knowledge and experience the teacher is bringing 
to the classroom experience. In particular, I am interested in developing the idea that the passions 
of the teacher be an integral component of a curriculum. The danger with this statement is that 
too often this leads to the “conservatory” approach in which students are regarded a miniatures 
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of the teacher. I have been an organist all of my professional life, for example, and if I were to 
view all of my students as little “organists in the making,” I would be up against a brick wall a 
far as getting through to the future scientists or literary scholars, for example. Or even just the 
flutists or vocalists for that matter. This is an extreme case, but this is where synergy comes in, a 
terms, for me at least, born of this research study. I am teaching to a larger group 
 An example of an extreme behaviorist might be made in the following story between a 
teacher and two students: 
 Student 1 “Teacher, what was this unit supposed to teach us?” 
 Teacher: “Based on your test score, you really didn’t learn anything at all.” 
 Student 1: “But what was I supposed to learn?” 
 Teacher: “ Well, why don’t’ you ask your colleague here who got a very 
   good grade on the test? 
 Student 1 to student 2: “Ok, what did you learn?” 
 Student 2: “I don’t know, I forgot it all after the test.” 
 
 This scenario points to a very behaviorist perspective, one in which the students are 
consumers of a product rather than creators of something. It is a lot like the two behaviorists who 
slept together with the one stating, “I know it was good for you, but how was it for me? 
 
 
 
FLEXIBLE LEARNING 
 
 Fung (2005) explores the distinction between flexible learning and “open learning” or 
“distance learning.” He explains “open learning attempts to remove barriers that prevent 
attendance at traditional courses,” while “distance learning implies geographical distance 
between the learner and the providing institution.” Flexible learning is a paradigm with a 
multifold implication. First, it refers to schedule flexibility for adult learners pursuing a degree 
program who might have constraints due to work. Flexible learning in this case allows such 
learners to pursue online learning, for example who might otherwise not be able to accommodate 
coursework into their schedules. But within the context of the elementary school music class, 
flexible learning can take on another dimension. With technology at the disposal of the learning 
in the classroom, he or she is able to allocate time across a broader spectrum than simply the 
class period at hand. Almost like letting a dish marinate in the refrigerator, students can save 
their desktop in a flash and return to it the next day or the next week with a fresh perspective, 
perhaps from other classes within the curriculum or, as in the case of this research study, from 
the applied music classroom to the computer music classroom, now informed with new 
experiences, many of them aural, to inform the composition progression. 
 
 
 
REVISITATION OF THE PROJECT DESIGN 
 
 From a phenomenological standpoint, it is essential to run this project a second time, 
investigating now the nature of meta-reflection and its impact on the teaching and learning that 
follows. Said another way, the second classroom experiment is changed based on the first run, 
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and the themes that developed within the journal and experience of it. In a certain sense, this 
becomes a 16-week project, but on the other hand this remains an 8-week project repeated twice. 
This repetition is based on some very core findings within the first run that are more deeply 
investigated in the second. 
 It is also necessary to provide some definitions to terms used in this investigation. For 
example, what is meant by “Epistemological Pluralism?” What is meant by “Computer 
Literacy?” 
 But first a new beginning to the project design based on the ways students interacted with 
the first 8-week run. 
 
 
 
THE SECOND EIGHT-WEEK EXPERIMENT 
 
 Below are descriptions of the structure of each of the eight weeks of this research project. 
Each week is divided into two sections: the classroom and the computer lab. I want to stress here 
that each of these weeks is a progression; each week deepens the work from the previous and 
plants seeds for the upcoming week. This is the same general format as the first 8-week run: 
 
 
Week 1 
 Classroom: Laying Groundwork for Choral Performance 
 Computer Lab: Relationship of Voices 
Week 2 
 Classroom: Choral Repertory as Example 
 Computer Lab: Sound in Collaboration 
Week 3 
 Classroom: Solo Voice and Text 
 Computer Lab: Creating for Voice using Words 
Week 4   
 Classroom: Deepening Sung Text Delivery 
 Computer Lab: The Relationship of Text to Music 
Week 5 
 Classroom: Progressing to Multiple Voices 
 Computer Lab: Creating for Duet 
Week 6 
 Classroom: Deepening Choral Sound 
 Computer Lab: Instrumental to Choral 
Week 7    
 Classroom: Using Previous Material to Create Choral Works 
 Computer Lab: Listening and Reflecting Critically” 
Week 8 
 Classroom: Compiling Final Composition 
 Computer Lab: Performing and Collaborating 
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A CHANGING OUTLOOK 
 
 It seems anyone interested in engaging technology into his or her practice as a teacher, 
performer, composer, or any other area of music, necessarily needs to be able to constantly 
change the way he or she goes about doing things. From a daily routine, to the planning of a 
yearly curriculum, to the choice of computer applications, changing oneself is a necessary 
component to the planning and implementation of technology. 
 The first part of this study was conducted in the fall semester, the second in spring. 
During that time the number of applications called Making Music has multiplied enormously on 
the internet. Whereas at the beginning of the study a google search would reveal Morton 
Subotnick’s application in the first several entries, by the second run of the composition project, 
the same search reveals pages of applications with the name Making Music. This demonstrates 
the need for music educators to be not only extremely discerning in their critical analysis of 
software, balancing, as I suggest in this research, the behavioral versus constructivist qualities, 
but also extremely willing to change the way they go about teaching and thinking about learning. 
 When I was an early student of the organ in the late 1980’s, I remember Russell 
Saunders, Professor of Organ at the Eastman School of Music in Rochester, New York, 
addressing The American Guild of Organists at a regional convention in Syracuse, New York 
and stating that this new “explosion” of information available to us is going to forever change the 
course of academic research. In truth, he could not have foreseen the enormous changes before 
us, just as it is impossible for us to clearly see the changes we are on the brink of. 
 
 
 
REVISITING THE STUDY 
 
 As an action study, I was most interested in exploring what happened in my teaching 
when I attempted to target those students for whom the idea of music class seemed 
“disinteresting.” Though there are many potential sources of disinterest for many different 
students, I was mostly interested in forming an investigation into ways of overcoming disinterest 
that might be symptomatic of the lack of financial privilege and the inability of music curricula 
to break out of the western art music mold that not all students have easy access to. One of the 
goals of the study is to open up ways students might form possible routes to musics within their 
area of interest, and thus take them from a position of disinterest to one of interest in the subject 
matter. Further, I sought to forge ways in this curriculum for students in the classroom to be 
functioning on level playing fields; addressing the distinction between those students for whom 
western art music was readily available economically, culturally and socially and those for whom 
it was not. Said differently, my curricular project was going to operate at two levels: (1) 
Allowing all students the same access to information and music and (2) Structuring creative 
ways for students to construct compositions based on knowledge and experience (structures) they 
brought with them to the classroom. The complexity of the research endeavor became clearer 
when I saw there was little way to establish at an individual level how music students arrived at 
various levels of interest in the subject matter. It was clear, however, that, in large measure, the 
disinterest stemmed from the large disparity between the creative musical process and the large 
body of factually information and knowledge necessary to command western notation. 

2008 HICE Proceedings 
Page 4015



 20

 Before I can begin to describe how I structured this study, I need to talk about a 
conversation I had with several seventh grade students of mine. It was in a piano lesson and they 
were describing a ‘formula.’ Earlier in that day, they had been given a word problem in their 
math class. A student in that class had apparently persisted in his or her desire to solve the 
problem differently than the formula the teacher had prescribed and my students were describing 
to me how the teacher irately insisted all the students use the algebraic formula to solve the 
problem in order to most quickly and safely pass the upcoming standardized test. 
 The issue of the existence and usefulness of standardized testing aside (and, clearly, such 
tests are not going away anytime soon), this episode caused me to feel very strongly that I did 
not want my teaching to be so test centered or, said in more common usage, “teacher-centered.” I 
wanted my students more present in their own learning. 
 
 
 
GATHERING 
 
 In order to begin establishing connections to structures of knowledge and experience 
students were bringing to me in the classroom, I started to think of ways to tap into their musical 
experience. I did this be sending them out of the classroom with an assignment to go into the 
world and find a piece of music an adult in their lives knew well. It could be from a parent, 
grandparent, aunt, uncle, family friend or other teacher. They had to note the text of the song, 
establish its origin, how it was taught (oral transmission or written, for example), what the 
language of the song was, and establish the cultural context out of which this piece was 
composed. The students were also instructed to search for something that was personally 
meaningful to them, a piece connected to themselves or their social structure. 
 
 
 
CREATING 
 
 Using the application Making Music by Morton Sobotnick, I asked the students to begin 
composing a piece of music that used an accompanimental figure with a solo voice.  The solo 
voice could be whatever they decided: anything from flute to electric guitar. And likewise the 
student could choose the accompaniment, though we discussed how accompaniment works so 
they were aware of the secondary, supportive role it played in the composition. 
With numerous music-learning computer applications on the market, the question, “why Making 
Music for this study” is an important one. The reasons are many, but specific to this study in 
constructivist philosophy are the intuitive aspects this application affords. 
 Making music is organized within the following main areas: building blocks, games, 
melody and rhythm maker, and mix and match. Subotnick’s intention behind Making Music is to 
provide students with the same basic format in music that crayons and paper provide for the 
visual arts. He noted that most instruction in music does not allow students to interact with the 
subject matter in intuitive and exploratory ways until they have mastered a certain level of music 
theory. His application allows this work to occur before this complex foundation is laid. For my 
study, this opens up many possibilities for studying the ways students are able to learn and how 
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critical reflective thinking and problem solving can be engaged when the focus of the software is 
connected carefully to constructivist teaching philosophy.  
 Duffy and Jonassen (1992) argue that theories of instruction are implicit in the design of 
software. They state, “while instructional designers typically may not have the time or support to 
explicitly apply a theory of learning during a design or development task, the theory is 
nonetheless an integral part of the instruction that is produced” (p. 1). 
 
 
 
CONNECTING 
 
 The summing up task of the assignment was to ask the students to compose music in a 
style of their choosing, encouraging them to consider the style of the piece they initially chose 
for their assignment finding a piece from an adult in their lives. They were connecting their 
experience in the real world to the virtual world created by Making Music in a way that would 
never have been possible if I had expected them to posses a high degree of music theory 
 The engagement of aural, written and research skills on their computer desktop was done 
in a way that resembled the way real composers actually work. This type of work can most easily 
be seen in comparison between Making Music which I used in this study and Music Ace, another 
very commonly used representative piece of software for instruction in music at the elementary 
school level. This example points to a far more teacher-centered approach to music instruction. 
The students are expected to begin learning the notes of the staff and begin a process that will 
take many years before they will be able to compose. Embedded in pedagogical philosophy of 
this software is that all students are on a conservatory track, a falsehood and problem. Most 
music students at this level are not headed to a music conservatory, and this approach limits them 
to thinking they cannot compose because they are not worthy—they don’t have the knowledge or 
skills. This problem doesn’t exist in the visual arts: we can give our students crayons and paper. 
 Making Music, another representative software I use for this study, engages the students 
in a far more intuitive way. It solves the problem of how we can allow young students to 
compose on the computer. 
 
 
 
META-REFLECTIONS AND FINDINGS 
 
 Some very unexpected and interesting things happened during this research process that 
had less to do with the planned study and more to do with the spontaneous nature of children. 
Before I can tell you about some of these events, I have to relay the events of this particular day 
in school and what a snowstorm caused. As I was walking down the hall to retrieve my music 
class from their homeroom, I noticed the second graders working on a Valentine’s Day project in 
their classroom. They were creating drawings on paper which they then traced with glue over 
which they were sprinkling colored sparking “sprinkly things” which dried on and created very 
colorful and interesting pieces of visual art for display. A snowstorm was beginning outside and 
the buzz in the school was that the principal would soon be announcing an early dismissal. The 
teacher explained it would be too complicated to get into the usually scheduled math lesson, so 
an art project ensued. I entered the room a few minutes before our scheduled music class and was 
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walking around admiring their work. I noticed this project was completely engrossing the 
students as they were compared their work, stopped to reflect on it and were otherwise obviously 
deep in thought about the next stage of each of their projects. When their teacher called attention 
to the fact that Mr. Bower was now here and it was time for music, pointing out that last week 
when it was time for music they were perfectly happy to leave behind their math lesson; now this 
week they barely noticed I was there. 
 I realized I wanted my teaching to do the same thing this art lesson was doing: the 
students were going about their work as actual artists. They were planning ideas, implementing 
them with their creations, stopping to reflect on what they had done, comparing their work with 
their colleagues, and altering their work based on reflection and dialogue. I wanted my students 
to go about their work in my music class as actual composers do. 
  As we went through the composition process in the 8-week study, invoking 
constructivist ideals connected deeply to the technology, I recognized that the ability for students 
to control their work environment and assume the level of influence over their own 
compositional process was enabled by the technology they were engaged with. For example, 
students usually would not be expected by their teachers to be able to produce a composition 
until after years and years of complex music study. Jerome Bruner’s (1966) view of 
constructivism in which the teacher is aware of the structures students bring to the learning 
experience and then builds on these at increasingly complex levels as learners are ready, posit the 
pursuit of excellence and the emotional connection of the child to the learning experience. In 
Bruner’s (1979) words, “How can I know who I am until I feel what I do?” (p. 43) The students 
in this art lesson (and in the choral music composition project) seemed to be feeling what they 
were doing. By the reactions I saw in the classroom, this was obviously a very different kind of 
learning experience for many of the children. This allowed them to direct the progress of their 
own creations and to collaborate freely with their colleagues. 
 
 
 
CONNECTION TO LITERATURE 
 
 A re-examination of the literature that laid the theoretical foundation for this research 
project reveals a deepening of the understanding of that corpus of work in light of the “action 
“dimension of this study, just as the action research was illuminated by the review of literature 
that preceded it in an effort to set the stage for the composition project. 
 When Peter Webster reflects on technology in music instruction as “engaging with music 
in an effort to improve the musical experience while always respecting the integrity of the art” 
(p. 417, 2002), this observation becomes clarified when looking at the work produced by groups 
of fourth and fifth graders in an elementary school computer lab and in their corresponding 
applied music classroom. It is a gratifying experience for students to recognize that what they 
have produced as composers makes a viable contribution to performable repertory. For example, 
a teacher’s comment such as “you have composed a piece with notation that real musicians use” 
allows them to feel their work is of lasting value and that the integrity of their artistic 
contribution is preserved beyond the scope of their time in a given music class. 
 This active process engaging students in real world situations is made clearer in Perkin’s 
statement "that American education is failing to prepare our students to be successful in today's 
world and, in order to remedy this situation, instruction must focus upon retention, understanding 

2008 HICE Proceedings 
Page 4018



 23

and active use of what is learned (1992, p. 92)." The research undertaken here has urged the view 
that students not only actively participate in the use of what is learned, but also actively engage 
that knowledge in situations that replicate real-world scenarios. For example, when students are 
going through the process of composing, publishing, rehearsing, and performing compositions of 
their own creation, they are facing the same problems that "real musicians" face in their creative 
processes. The term "real musician" is one that points to active use of the knowledge students are 
acquiring and has been an important and active term throughout this study. In other words, they 
are not simply performing tasks as students in an artificial environment, but rather are acting as 
real musicians themselves. Moreover, they are facing the problems that exist in real life: coming 
up with creative ideas to compose, being sure scores are accurate and readable by performers 
(this part may involve many struggles with software and hardware), preparing their performers to 
interpret their composition as they intended and perhaps at the same time allowing leeway for the 
performer's own creative, interpretive ideas. Colwell observes, "assessment depends upon a clear 
definition of the discipline" (2004, p. 1). And in this case, the discipline is defined by the work 
done in the real world: the composer’s study, the music publisher's office, the stage, and the 
rehearsal hall. This process continues as the student's critically reflect upon what they have done 
at every stage of this process. As Bohlen writes, "each of us has the responsibility to vigorously 
create the environment within which [the] Einsteins might occur (2004)." Meta-reflecting leads 
us closer to the brilliance of Einstein, whose theories were grounded in the real world effects 
they promoted. And this meta-reflection leads our students to alter their approaches and thinking 
as they revisit both the processes they applied to their creative process as well as the content of 
their creative result. 
 Echoed in Bohlen and Colwell’s perspectives are Cornford and Pollock’s (2003) views, 
“historians and sociologists of technology have argued that there is little analytical purchase to 
be gained from continuing to talk about the ‘social’ and ‘technical’ as if they were separate 
entities” (p. 17). The active use of technology in real life situations necessarily engages social 
interaction. 
 And the social interaction in the music classroom, whether the traditional applied 
classroom or the computer lab, is modeled first by the teacher to the students. Albert Bandura 
emphasizes modeling and its impact on teaching and learning. He identifies an important 
problem with behavior theories and the assumptions they hold. Most theories of behavior hold 
that subjects must “perform a response and experience prompt response-contingent reinforcing 
consequences” (Bandura, 1965). Said another way, theories assume that people must perform an 
activity that will somehow provide them with an instant piece of feedback as to how successful 
their performance of that activity was. This “requires the subject to perform some approximation 
of the response before he can learn it.”  This is a problem for teachers when we are expecting our 
students to perform tasks the expected outcome of which is unclear. It is the modeling aspect of 
Bandura’s theory that is so important to our teaching; a clear, expected intention synergistically 
balanced with student’s freedom to explore and construct knowledge, which they use in real-
world situations. 
 Piaget urged the view that freedom and exploration are connected to development. He 
looked inside the individual to account for development by assigning stages of development, 
which are reached as the child modifies internal structures through accommodation, assimilation 
and adaption. Thus, the large distinction between the two schools is grounded largely in a view 
of development as an inward concept by the developmentalists, and an outward one by the 
environmentalists/behaviorists. This composition research study has deepened our understanding 
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Piaget’s stages of development by observing directly how students interact with the software and 
assimilate the structures it presents them with. They learn to accommodate these structures and 
paradigms into their internal cognitive process, thereby engaging in higher thinking skill that 
lead to complex musical problem solving, and even deeper than that, creating compositions in 
the world. 
 Broomhead (2005), using a “problem-solving approach” posits, “constructivism can 
provide the key to helping choral students become independent, expressive singers.” Developing 
one’s own mode of expression, and doing so in a critically collaborative environment where a 
culture of recognizing real-world applications of the class’s work is present, is an application of 
constructivist teaching and learning ideals which challenges the assumption that just because 
something ‘is” means that that it “ought” to be. Observing a classroom situation where students 
are not able to perceive the relevance of that being studied is a common paradigm in many 
educational settings. It is certainly a scenario early teachers observe when first entering the 
profession. But because this “is” does not mean it “ought” to be. The main thrust of this research 
endeavor urges we challenge this major problem in music education armed with constructivist 
teaching perspectives along with technology to begin to move students in music classrooms to 
engage in work relevant to their lives. When students are clearly able to perceive this relevance 
through the production of work to be shared with their colleagues and creative community, the 
need for advocacy is diminished. 
 The role of listening in this study has opened up some ideas about how humans hear in 
relation to the evolving question of how machines hear. Burgoyne and Saul (2005) examine the 
evolution of machine-assisted digital representations of paper scores in harmonic analysis 
through a historical evolution into a more audio-based model for computer analysis. Their 
approach attempts to teach machines to hear recordings and scores and analyze them the way 
humans do. Through a complex study involving the analysis of Mozart symphonies, they 
transform audio files into an ordered series of normalized pitch class profile vectors which are 
encoded in a transition matrix. A hidden Markov model is used with this transition matrix to 
train Dirichlet distributions for major and minor keys on the PCP vectors. Burgoyne and Saul’s 
work opens up a new dimension for studying how students might best learn, specifically in 
relation to harmonic analysis. The constructivist view urged in this research would suggest that 
teaching students to program a machine to “hear” in the ways humans do, may open up valuable 
ways for engagements in the complex cognitive process of human hearing and listening. 
 
 
 
END DISCUSSION AND FUTURE WORK 
 
 This research project has opened up some questions that go beyond the scope of this 
inquiry. The limitations of time and space have necessarily required a focus on the essential 
elements of this project. There have however, been important issues that have been raised and 
yet not fully explored here; seeds that have been planted in hopes of further research projects 
tackling these questions.  Some of the seeds that have been planted include: 
 

I. Leveling the playing field within a given student body between “talented” and 
“non-talented.” 

II. Action over inactivity 
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III. Increasing opportunity for those not versed in the “western canon.” 
 
 This research cannot leave it’s focus and delve into these other important issues 
surrounding the constructivist perspective when engaging technology. However, this research 
opens us these issues and begins to supply a background for their further exploration. 
 Likewise there are some methodological limitations to this research project. While I do 
not doubt the integrated research approach is the most practical and appropriate means of going 
about this study, I find it important to acknowledge that quantitative research methodologies can 
be successfully applied to studies such as this, though they would not work well in this instance. 
 Establishing exactly why certain students were more or less interested in music as a 
subject matter is highly complex and would be the focus of a far more quantitative study which 
this is not. The questions of what the backgrounds, maturity levels and learning styles of 
individual students were would be a very different kind of study. This research has sought to 
answer in a more specific sense, the questions surrounding how music education technology 
might begin to bridge very obvious gaps between the socio-economic and cultural backgrounds 
of the students and the content of the music programs being taught in American public and 
private schools at the elementary and secondary levels. 
 Another most difficult question this research is unable to answer in a current American 
economy when health care costs are rising and hard-working individuals are finding it 
increasingly impossible to make ends meet, is “how can technology be distributed in a more 
equal fashion to school systems of various economic means?” Said differently, how can schools 
in impoverished urban areas receive the same level of computer hardware and software as 
schools in wealthy areas? This question goes unanswered at the writing of this as we hope for 
and work toward a better world ahead in our future. 
 This research project has addressed the use of technology in music instruction. For many 
musicians, teaching is one of several activities along with composing, performing and 
researching. So while this research has addressed the use of technology in teaching, these other 
essential areas remain areas for further investigation. 
 While many computer applications to teach music are designed according to a 
constructivist philosophy of teaching and learning, knowledge of how to apply this technology in 
ways that develop independent thinkers and critically reflective musicians is largely yet 
unexplored among music educators. This exploration into processes music educators and 
curriculum developers go through when designing learning experiences that integrate current 
computer technology into their curricula suggests new ways for music education practitioners 
and researchers to apply constructivist philosophy to the use of computer technology in music 
education programs. 
 This study has operated at two levels. First, it has explored the act of composition and 
revealed ways technology in music instruction can be optimally used in the interest of 
developing young composers. But second, it has unearthed certain related problematic issues in 
music education in general and suggested ways the implementation of technology, when 
carefully used, can address these issues. For example, a major problem of our western music 
education system is that there are a select few regarded as the “elite” amongst our student bodies. 
Those students that come to us already interested in music and equipped with what we perceive 
as exceptional “talent” and the ability to excel above their contemporaries in the courses of study 
we structure for them. Technology can even out the playing field in music education, allowing 
those whom might be perceived as “non-musical” or “untalented’ to function in a virtual musical 
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reality developing their skills ontologically so they can take musical thinking in the computer lab 
and apply it to the real world. 
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APPENDIX A 
JOURNAL FOR THE FIRST EIGHT-WEEK EXPERIMENT 
 
 
Pre-Study Set-up 
 Some of the practical realities of preparing a composition project of this scale present 
enormous challenges to music educators or music education researchers with already full 
teaching and research loads. These include logistics of the computer lab, consultations with 
hardware professionals, meetings with teachers and the IT faculty, and student record-keeping 
among a host of other day-to-day responsibilities. Failure to properly attend to these important 
issues can easily lead teachers to contretemps and could hamper the environment of the 
classroom “laboratory” and therefore the research itself. The description below is very specific to 
my teaching situation, but reflects problems common to a wider range of academic situations.  
 Maintaining an orderly and congenial environment for learning in a computer lab is 
paramount to the success of a curriculum. Placing two students in positions of responsibility as 
“computer lab monitors” relieves the teacher of the stresses of dealing with the high number of 
requests for help during a computer class. Monitors can be instructed to deal with start-up 
problems, machine freeze-ups as well as keeping an eye out for students who stray from the 
activity at hand and may, for example, wander off to internet sites or other applications on the 
desktop that may not have to do with the current assigned classroom music activity. I teach three 
groups of roughly fifteen students each. Over the course of three weeks, I see all three groups. 
 Several preliminary activities incorporated into planned lessons provide students with 
familiarity with some of the basic tools they will need when their project begins. These tools, of 
course, are also necessary for their general knowledge. First, I send them to my web page, which 
provides a link to a collaborative project I am participating in between the University of 
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California at Santa Cruz and New York University. This basic assignment ensures all the 
students are able to perform the basic tasks of opening a browser, carefully typing a URL, and 
manipulating sound adjustments on their machines. Assigning experienced monitors to the task 
of assisting students with difficulties frees the teacher to observe and guide those students who 
have already reached the website and have the sound files playing. Monitors can also be sure 
students are concentrating on the assigned task at hand rather than opening up non-assigned 
applications on their machines or visiting non-assigned websites. 
 The above introduction to the composition project, or as I call it, “Pre-Study Set-Up,” 
focuses on some preliminary activities that may seem practical items that needed to be covered 
before this research could be conducted, however, each of them opens up certain larger common 
“threads” that are woven through the early part of this study. One of these larger “threads,” is the 
issue of modeling. Modeling in several senses. First, based on the work lf Albert Bandura (1965) 
the ideas of showing our students ways we work—how we compose, write or perform in effort to 
provide them with a range of possible ways for them to approach their own work. But modeling 
behavior in this pre-study set up, operated at another level in this research. Designing a curricular 
project that includes examples of completed compositions at the outset sets up a culture or 
climate or creativity that is fueled by a common sense of possibilities. Students, while allowed to 
tweak the choral composition assignment, nonetheless have exemplars that that they can aspire 
toward, or perhaps more importantly strive to modify or even work against. 
 
 
 
PREPARATION 
 
Summer Work 
 The summer is typically a time when teachers catch their breath from the previous year 
and begin planning for the upcoming academic year. Contact with the computer specialist on 
staff is necessary to ensure the hardware and software needed for the choral composition project 
are in place and will be ready to go when students arrive for the first day of school in September. 
 Meeting with the computer teacher and school computer specialist, I described to them 
my research questions and detailed my investigation into the nature and value of technology in 
music instruction. 
 Several meetings have taken place in which it was decided to install Making Music on 
each computer in the lab rather than have the students load a disc at each computer music class 
meeting. There is a program the computer teacher wished to install that will allow instructors to 
show their desktop on all the computers in the room. This should assist me to overcome the issue 
of excessive noise when each student runs Making Music and has their own sound running. 
 
 
Week 4 of July 
 There are multiple issues to attend to in order to be prepared for the first week of school. 
One is the ability of the computer lab web browsers to be set so students can go onto the NYU 
website to visit the Lubricious Transfer, 42nd Street and Summer Solstice performances. This 
will require meetings with the computer specialist to be sure these capacities are available. 
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Week 1 of August 
 As I think about the kinds of questions I would ask if I were a student in my own class, I 
recognize the importance, as a teacher preparing a composition project, of going through the 
module exercised I will be asking my students to do. While I am many times surprised by the 
questions my students asked and likewise surprised by those they don’t, I am also aware of how 
much more clearly I will understand their questions if I have gone through the same process of 
working with the software I will be asking them to. 
 
 
 
 
Week 2 of August 
 I am very aware of the questions surrounding how constructivist perspectives affect this 
research project, but also how they bear on our music education practice in general. I am also 
thinking about the use of the terms constructivism and constructionism. Seymour Papert (1991) 
frames these in terms of the “V” word and the “N” words. These are useful to me here and I want 
to thread and re-thread them through the text of the journal and especially the meta-journal as I 
examine their complex relationship to each other and to the research project at hand. 
Constructivism, as related more to the constructs of knowledge within the learner, has more to 
do, in my study, with the processes my students are going through as they approach composition. 
This “V” word affects the meaning of knowledge, or musical knowledge as it were, and furthers 
the basic tenet of student-centered teaching and learning with its implications for internalized 
structures brought with the learner into new, collaborative learning situations. On the other hand, 
but also in a parallel fashion, the “N” word, constructionism deals, especially in my choral 
composition project, with the actual construct ontologically in the world. 
 
 
Week 3 & 4 of August 
 The semester is just about to begin and I am starting to consider the established program I 
have been teaching for many years and how that will be influenced by new aspects of this 
research project. Said differently, how will the planning and research I am doing affect my 
curricular design for this new academic year. And more specifically, how will one of the 
foundational components of my program be influenced: the voice. 
  
 
 
THE START OF THE PROJECT 
   
Week 1 of September: Project Week I 
 The start-up of the school year, including faculty meetings, meetings with parents, 
assessment of musical equipment (including computer hardware), are all usually attending to 
during this first week after Labor Day. 
 Likewise, also the writing of letters to parents, students, choir members and other faculty 
members about start-up dates, schedules, special events, etc. This annual process got me thinking 
about the actual teaching that goes on in the writing of letters or emails to students. What 
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examples are we as educators offering our students when we write for them? In what ways can 
we inspire students to take creative leaps in their own composition by the creative leaps we take 
 Keeping a cool head is not always easy with a computer lab full of students who would 
rather ask the teacher for help than try to figure out a problem on their own. As I observed my 
students in class this week, I was aware how difficult it can be to try to keep the entire class at 
the same point in a computer application tutorial like Making Music.  Some of my students, 
when asked to go through a tutorial were able to complete the work quickly and were waiting for 
further instruction. Others were having problems and had special needs that I had to attend to 
myself. It seems this experience brought up two major issues: (1) encouraging independent 
thinkers and (2) encouraging a constructionist environment whereby students’ learning is not 
governed by teacher or classroom limitations. Giving students the necessary micro tasks of going 
through a tutorial, for example, works for some but not others. On the other hand, giving a larger 
instruction such as “who can figure out how to print a screen in Making Music,” might be a way 
to get some of the students to tackle a problem on their rather than wait for the teacher to 
approve their moving on to “step b” from “step a.” This discussion gets into Papert’s (1991) 
ideas of constructionism vs. instructionism in which he encourages “Vivent les difference!”  The 
differences, however, while to be encouraged, also need to be addressed. Gardner’s perspectives 
on multiple intelligences provides and important perspective from which to address this: 
 
 In the heyday of the psychometric and behaviorist eras, it was 

generally believed that intelligence was a single entity that was 
inherited; and that human beings - initially a blank slate - could be 
trained to learn anything, provided that it was presented in an 
appropriate way. Nowadays an increasing number of researchers 
believe precisely the opposite; that there exists a multitude of 
intelligences, quite independent of each other; that each 
intelligence has its own strengths and constraints; that the mind is 
far from unencumbered at birth; and that it is unexpectedly 
difficult to teach things that go against early 'naive' theories of that 
challenge the natural lines of force within an intelligence and its 
matching domains. (Gardner 1993: xxiii) 

 
 
 The ways we approach our interpretations of these terms are in a constant state of flux 
and development. As I walked down the hall in school, I looked in a room and noticed a group of 
my students working on their math project. I was observing the students work during their study 
hall period and entered into a conversation with two students. One was trying to figure out an 
algebraic problem presented in a paragraph format her own way, another, her partner was 
admonishing her that their teacher had told them to follow a set formula. This formula would be 
quickest and, most importantly, would be the safest way to quickly accomplish multiple 
problems on the upcoming exam. The first student had successfully completed the math problem 
the “teacher’s way,” but the other student was intent on solving the problem another way. I 
immediately thought about how I did not want my music teaching to be geared toward 
completing problems for an exam. It seemed there were two very different approaches going on 
here. One concentrated on passing a test and memorizing a formula that might be applied to this 
problem and other like it in the future. The other approach was centered on creatively 
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approaching a problem and forming strategies for solving it based on real-life experience, much 
the way a group of mathematicians might approach problem solving. The first seemed to close 
out all possibility for creative thinking in general, but creative approached to individual problem 
solving in specific. 
 This scenario made me continue to think about Seymour Papert’s  (1991) view of 
instructionism vs. constructionism and the constant state of flux these are in for educators. I 
returned to the computer lab and began to form a vision for the next class, I realized the students 
themselves need to see the real world value of their work; and in the real world, tests do not 
come in the form of “bubble in the answers.” 
 
 
 
Week 2 of September: Project Week II 
 A main consideration in this specific research endeavor is a glance at the overall work I 
do. This work contributes to the overall music program as experienced by students who will be 
benefiting from this choral composition project. 
 As director of music, I spend a fair amount of time arranging hymn tunes and 
compositing alternate harmonizations for use in the church and school services. I do this using a 
program called MusicTime Deluxe which is far simpler than Sibelius or Nightingale, more 
powerful programs I encourage the students to ultimately use if they wish to have a professional 
looking result publishing their compositions. This brings up the issue of older verses newer 
software applications and how our use of them might change the approach to our work teaching 
or composing. Additionally, this opens up the question of some of the notation issues students 
will need to face when bridging that connecting point from the virtual world of music making in 
the computer lab and issuing copies of their creation to the ensemble in the music classroom. 
There is almost a synergistic approach engaged here between constructionist ideas of student-
centered teaching and the extreme view of the “pipeline approach” to instilling “knowledge” in 
our students that could be measured with Gardener’s “dipstick” analogy. 
 The below figure is the interface students become familiar with in the early stages of this 
project. The intention behind this part of the study is to introduce the notation skills they will 
need to transmit their compositions from desktop to performer. 
 Several of the students in this class period remarked how familiar they already were with 
the material in this application, MusicAce, since they had been taking lessons on an instrument 
outside of school for some time. When I asked the others how familiar they were with the 
material they were experiencing on the application interface, many said they recognized the staff 
and notes from previous years in music class, but when I pressed them further, it became clear to 
me only a small number were familiar enough with the notation to be able to read music on an 
instrument or with the voice. 
 
 
Week 3 of September: Project Week III 
 I am preparing now to engage the student’s in the choral composition project beginning 
the first week of October in the computer lab. An important pre-cursor for this aspect of the work 
is the continuation of theory work: 
 In a certain sense, this application as reflected in the above interface addresses two 
important dimensions of a synergistic approach: (1) the doodle pad allows creativity by 
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providing the learner with the capacity to intuitively place sounds an any order he or she wishes 
and (2) the theory lesson, if used carefully, provides some of the “nuts and bolts” knowledge 
necessary for becoming conversant with standard notation of the western “common practice 
period.” The quarter rest lesson could easily become the main focus of a teaching strategy in a 
purely behaviorist environment. Too often, educators have typically structured most teaching and 
learning around a scenario where the students are asked to exclusively learn this type of 
information and are required to reproduce it on a test. While I do not suggest notation is 
unimportant, I am pointing out that the immediate use of that information in a real world way 
such as demonstrated in this short lesson above, provide the learner with an immediate 
application. In other worlds, while standard notation from the western common practice period 
will eventually need to be learned for those on track to become composers, it is not the prime 
focus of this curriculum, though certain seeds need to be planted during the 4th and 5th grade 
years.  
 
 
 Week 4 of September & Week 1 of October: Project Weeks IV and V 
  I had successfully collaborated with the computer specialist in our school to be sure 
Sobotnick’s Making Music had been successfully installed on the new computer system put in 
over the summer. The new set-up of the computer lab this year helped me to realize that the 
positioning of students in relation to the teacher and to each other is essential. The old set had the 
teacher facing the students. This had seemed to me and to the rest of the faculty the best set up. 
After all, this is how we had been accustomed to being in a class not only since our earliest days 
of teaching, but also since our earliest days as students in school ourselves. But how much better 
it is for the teacher to sit behind the class in order for him or her to observe the computer screens 
and be able to see what the students are doing. 
 
 
Week 2 of October: Project Week VI 
  This week I’m thinking a lot of about constructivism and exactly what it means for my 
teaching. I think the idea of a student-centered environment is most important in my work in the 
classroom. This is actually one of the most difficult things to strive for in a learning environment 
given the very different way most of us have been trained. We (performers or music educators) 
are trained from an early age to be “gate-keepers” of the great organ or choral masterworks; 
allowing only the most talented or interested students through. This type of training requires that 
I impose on my students their ideas about quality music or what is valuable. But the kind of 
teaching I’m working toward, this type learning environment I want to create, is one where the 
students exist more in a democracy and are free to decide for themselves what they love and how 
they are going to create. I’m trying to get my students more comfortable with cognitive 
dissonance; which for me means uncertain ground; and this is most fertile for problem solving, 
critical thinking and intellectual growth. 
 
  
Week 3 of October: Project Week VII 
  The activities in class today centered on allowing the students to explore the tutorial for 
the tools in Making Music and then have some time to work on their own composing. I noticed 
many of the students would try to write their name on the score, orchestrating it in various ways 
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and playing it back. This made me think of Franz Liszt’s Fantasie sur le Nom BACH for organ 
as well as similar works by other composers including Max Reger. This might be an interesting 
exercise in the future.  
 I recognize allowing the students to intuitively go about this application balanced with 
my being sure they are covering the tutorials is hard. On the one hand I want them to explore, 
have fun and discover the possibilities; but on the other hand I have feeling that if they do so too 
soon without going through the tutorial process, they will not get as much out of the application. 
 The first composition task I assigned them was very open ended: I simply asked them to 
begin composing. Once I saw they knew how to select instruments from the tone palette, and 
once I saw they were familiar with the basic tools on the floating composition palate, I simply let 
them go. Without becoming what Seymour Papert (1991) refers to as “instructivist,” I began to 
think that because they were grasping so quick a command of this application, that I would begin 
to set some parameters in this early stage; this because, among other reasons, it would give them 
a sense of working in comparative arenas with their peers. For example, I structured an exercise 
where I wanted students to create a solo line (flute, clarinet, etc.) with an accompanimental 
figure (piano, guitar, etc.). I found they responded to the task in interesting ways and at the same 
time, I began to receive ideas for future classes based on their work 
 
 
Week 4 of October: Project Week VIII 
 The initial cycle of group 1 through 3 from the 4th and 5th grades meeting with me for 
computer time is now complete. Each group has now had their first meeting in the computer lab 
with an introduction to Making Music. Certain groups were more successful than others in this 
initial work. For example, groups one and two were very good at following the directions which 
included logging in, opening the Making Music application and starting the initial overview and 
tutorial to the composition tools, turning off their individual speakers, and listening as I played 
the sound through the master speaker at the front of the room at my teacher’s desk station. Group 
three required far more attention to directions and seemed to need more help getting started. 
 
 
Week 1 of November: Post-Project Week IX 
  A break from teaching (and my research study) to attend the College Music Society 
National Conference in Quebec City. Several lectures were very interesting and applicable to my 
work. One was given by Tracy Heavner (University of South Alabama) called The Choral 
Ensemble: Teaching Students Incorporating Principles of Comprehensive Musicianship in which 
a very teacher-centered approach was suggested. He develops the idea that many of the elements 
of musicianship can be taught using one choral piece. In other words, one piece can be an entry 
point into teaching history, theory, conducting, performance, ear training, etc. The problem with 
his work is that he does not value essential elements of constructivist teaching. There is no value 
placed upon developing independent problem solving thinkers. 
 On the other side of the coin, Barbara O’Hagin (Central Michigan University) in her 
paper called Designing an Authentic Learning Environment: The Teaching Lab with the Early 
Childhood Music Methods Course, describes a learning situation she has set up whereby her 
undergraduate music education majors are working with her to teach an early childhood music 
class. While guiding her students, she also lets them independently explore their teaching and 
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allows them to formulate their own vision to accomplish their goals. She views herself less as the 
gatekeeper to allow teachers in or not, but rather a guide towards that gate. 
 
 
Week 2 of November: Post-Project Week X 
 A return to my research project after time away at a College Music Society Convention; 
and now my students will prepare their final composition and we will do an in-class 
performance. There have been so many unexpected results from this work. It seems the more I 
teach and teach, and the more my students learn and learn, I recognize they are not necessarily 
learning what I am teaching them. This recognition can be rewarding. It is a result of teaching 
that meets an essential goal I set for my students: to become independent musicians, and 
specifically in this research, composers; but more importantly to become independent thinkers. 
APPENDIX B 
JOURNAL FOR THE SECOND EIGHT-WEEK EXPERIMENT 
 
 
Week 1 of May/Project Week I  
 
Classroom: “Laying Groundwork for Choral Performance” 
 The classroom work is focused on choral performance. Students are formed in rows 
according to vocal ability, strength of reading ability and timbre of sound. Of course, behavior 
and other factors influence how I situate the choir, and it is understood that adjustments may be 
made during the singing as far as position. The repertory selected at this point in the academic 
year is focused on a chorale from J. S. Bach’s Saint Matthew Passion, an anthem by John Rutter 
called God Be in My Head, an Anglican-styled four-part chant titled Lord on the Day I Called 
for Help, You Answered Me, a Native American Navajo piece called Now I Walk in Beauty and 
a Natalie Sleeth Anthem Christ Arose, Hallelujah on an Easter Day.  Since this school music 
program spills over into the sacred music program I direct next door in the church, much of the 
repertory is sacred in order that the students who sing in the choir outside of music class are 
familiar with the repertory they will need for church. 
 I approach this class situation also from the perspective of piano performance as well. 
While part of the time I envision the class as a choir, another part of the time I view the class as 
an audience whose active listening skills are being developed. For example, I attempt to critically 
engage the listeners in a performance of Beethoven’s Tempest Sonata in d minor by playing 
several different interpretations of it and asking for observations. Much of David Elliott’s work 
in which listening is viewed as a complex activity involving higher cognition skills is applied 
here. 
 All of this classroom repertory has been prepared for several months before the onset of 
phase two of the computer choral composition project. The intent of the choral and instrumental 
repertory is to provide students with points of reference as they begin to enter the progression in 
the computer lab. For example, when we get into the computer lab and I begin to ask them to 
compose choral compositions, it will be very important to have had concrete examples of 
repertory with which we are all commonly and intimately acquainted. This assists with a 
common language we can all access. When I describe a concept, a compositional situation or 
technique, it is important I can also provide an example for students. 
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Computer Lab: “Relationship of Voices” 
  Today I asked each student to write a short composition on the computer that involved 
two instruments. The parameters of the assignment were designed according to the following: 
Think about the relationship of each instrument to one other. 
What role does each play in the composition? Are they equal in a duet form? Is one more 
accompanimental? Do they play at the same time? Do they take turns? 
Compose the piece in twenty minutes. 
Perform the piece for the class. 
Prepare to announce a title for your piece. 
Prepare to describe you piece according to the process you when through in making the musical 
decisions you did as a composer. 
 This exercise was done using the first of Morton Subotnick’s Making Music applications 
and involved this music sketchpad. As we performed this exercise (and I always compose along 
side my students), I began a conversation with the class. I asked them to think of situations in the 
music classroom where we had more than one voice going on at a time. They began to reflect on 
some of the Kodály canons commonly used on a weekly basis in our music program. At first, I 
guided this conversation by asking all the members of the class to think of canons we had used. 
But then, I began to ask them to think about whether or not it was necessary to have two voices 
together that perfectly imitated each other or could they perhaps approximate each other or even 
depart completed and contrast each other. This opened up some thinking and planted an 
important seed for the coming weeks of the choral composition progression. 
 
 
Week 2 of May/Project Week II 
 
Classroom: “Choral Repertory as Example” 
 This class meeting served as a follow-up to the last computer lab session; a sort of 
debriefing in which the students had the opportunity to reflect on several questions I posed to 
them: 
 How did you decide on the title for your composition? 
 What effect did your choice of instruments have on you composing? 
 How did you decide on these instruments? 
 
 There appeared a decided difference in a class where the students were at the forefront of 
activity as opposed to one where they were spectators watching and waiting for the teacher to 
raise his baton and issue an elocution. 
 The work of this segment connects to Seymour Papert’s ideas about the communication 
between student and computer. “It is possible,” he writes, “ to design computers so that learning 
to communicate with them can be a natural process (1980, p. 6).” He had developed the notion 
that children can tap into their own passions more naturally with computers. In his discussion, he 
likens learning math on a computer to learning French in France. There is no more valuable way 
to experience a language than to be immersed in the daily culture surrounding it. This caused me 
to think of my own experiences as a college junior living and studying in Vienna. Though I had 
studied German for some time prior to my year abroad (and rather intensely too), when I got to 
Austria, the rate of language absorption increased at an incredible rate 
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Computer Lab: “Sound in Collaboration” 
 This week I issued a simple instruction at the beginning of class: “Today we are going to 
imagine ourselves and artist colony for composers. I want you to work on your own or with 
others as you like and discuss you composition as you go.” 
 It seemed there was a different tenor in the room as students felt free to speak with their 
neighbors and walk about the room observing what others were doing. This class was definitely 
different for all of us. It was not a typical “class” where the students were expected to work 
quietly on their own, but rather more of a workshop in which ideas were being shared and 
composition commenced in a collaborative way. 
 Another change in this class meeting was the introduction of the language of 
“progression” in view of composition. 
 I am noticing that there is an established routine that has evolved in the computer lab. It is 
a tri-partite structure that starts with an instruction from me, goes into class composition at each 
individual computer and ends with performances of the work from that week. For example, today 
I structured an exercise according to the following: 
 
 Select three (not two, not four) instruments from the tone palate. 
 Compose a trio for them 
 Perform the piece for the class 
 
 I noticed many of my 15 students in group one seemed concerned with the visual aspect 
of the three instruments on the screen. Many of them filled up the whole score with such a thick 
texture that my comments to them were things like “you are destined to become a film 
composer” or “you should compose for underwater sea-diving documentaries on the Discovery 
Channel.” The observations I made in this class tempted me to add additional instructions the 
next time I ran the class for group two. But I decided against it. I did not want to direct my 15 
young students into a uniform way of approaching the composition exercise. At first, I began to 
think I would try to direct them away from the “visual” approach which resulted in such thickly 
textured scores and try to get them to think more about the concept of trio as three separate and 
distinct voices moving forward in relatively similar rhythm. I then began to realize, however, 
that in order for my students to understand the concept of trio, I want them first to go through the 
discovery process in which they ended up with what they did. It is after that, that we can best 
reflect on a more independent shape to each voice. 
 
 
Week 3 of May/ Project Week III 
 
Classroom: “Solo Voice and Text” 
 An interesting and useful activity today centered on the continued use of an exercise 
designed to develop solo singing within a group context. The emphasis in this exercise was 
deepened, however, to include not just solo singing, but also noticing the differences in voices 
(timbre, quality, range, etc.). 
 By this point in the academic year, most students are comfortable with the following 
game in which one soloist is chosen to be the fox while the class pretends to be chickens: 
 Class (chickens) sings: “Where are you going?” sol, sol, sol, la, la 
 Soloist (fox): “To the woods.” Sol, sol, la 
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 Class: “What for?’ 
 Soloist: “To get some sticks.” 
 Class: “What for?” 
 Soloist: “To make a fire.” 
 Class: “What for?” 
 Soloist: “To boil some water.” 
 Class: “What for?” 
 Soloist: “To boil some chickens.” 
 
 This is a basic Kodály-based classroom activity that encourages solo singing. For this 
composition project, however, I have deepened its use to also include the development of critical 
listening; not from the standpoint of individual performance, but from the vantage of individual 
voice type. The question does enter in here, however, “what about the input that is negative?” 
How can this be put to constructive use in the classroom? This leads to a larger question, “how is 
fair assessment addressed in a constructivist learning environment?” 
 
 
Computer Lab: “Solo Voice and Text” 
 The language of this project encourages the use of “progression.” As such, students are 
reminded to consider the former activity in light of the new task as hand. Moreover, they are 
urged to deepen their capacities as choral composers each time they set out to work, whether 
starting a new assignment, working on a piece in progress, or critically evaluating the work of 
their peers or their own music. But paramount to this work is the notion that we each hold a 
vision for where we are ultimately going. And this vision need necessarily remain infinitely 
endless in its possibilities. 
 This class harkened to the work done earlier in the week in the applied classroom when 
students used their singing voices. The various timbres of the voices lend themselves to different 
musical moods. As such, I asked the class to form melodies appropriate for their selected voiced 
ranges. 
 
 
Fourth Week lf May/Week IV 
 
Applied Music Classroom: “Deepening Sung Text Delivery” 
 Earlier in the progression, students had been asked to collect music from their own 
experience to bring into the music classroom. This was to be music from an adult in their lives 
and they brought back historical information on the transmission of the words and song, who 
wrote it and how it came to them. 
 In this class meeting, we revisited the collection of “class songs’ and began to explore the 
relationship of the text in each to the melodies. 
 
Computer Lab: “The Relationship of Text to Music” 
 In this computer session, I asked students to capture the essence of the pieces they had 
brought in from home and begin to re-create the mood or character of that piece in a new 
composition on the computer. The goal of this was to enjoy the process, but also to continue the 
progression of their development as composers. At the end of the segment, I asked them to take 
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out a sheet of paper and write for 10 minutes about how the felt their composition process was 
developing. 
 It became clear to me during this activity that there was a certain form lacking specifics 
in the work of this project. On the one hand, students were able to achieve a high degree of 
intuitive, creative control over their work, but on the other hand, the elements from the common 
practice period of theory, harmony and notation were not present enough to produce something 
publishable. But this is most likely an advantage specific to the age level. To be able to work 
with text and music at this high level of aural and conceptual ability is too often hampered by the 
need to focus on the basic elements of notation. With this suggested synergistic, constructionist 
approach, a bridge seems to be gapped and students can explore choral composition long before 
the need to be skilled theorists is developed. 
 
 
Fifth Week of May/Week V 
 
Applied Music Classroom: “Progressing to Multiple Voices” 
 Some students will be ready to use more than one voice in their choral works; others will 
content themselves to use just one. Either approach is acceptable for this curriculum and in order 
to model my own composition process and style, I have composed a four-part harmonization of 
the chant Tantum Ergo Sacramentum which the students are familiar with. I showed them my 
four-part choral setting and explained what I was thinking and hearing as I composed it. I 
especially emphasized my weekly (sometimes daily) work with the choir and score preparation 
and how my practice as a performing musician influences my work as a composer. 
 The work of the day showed how much the ear is needed in composition. In order for 
some students to achieve their desired goal, it became clear to them they needed to listen 
carefully and be guided by what they were hearing as they progressed into multiple voices. 
 
 
Computer Lab: “Progressing to Multiple Voices” 
 An important component to this lesson is the notion of parallel voicing and contrary 
motion in voicing. To begin this idea, I have the students think about an earlier part of the 
progression when we were using the composition notepad to write in two contrasting voices. I 
asked them to think about what types of things happened when the voices ran parallel to one 
another as opposed to what went on when the voices ran contrary. With the ideas we 
collaboratively came up with, we then turned to the computer and began to compose short 
examples of both types 
 
 
First Week of June/Week VI 
 
Applied Music Classroom: “Deepening Choral Sound” 
 Exactly what is choral sound? These questions guided our collaborative discussion in this 
class meeting which reflected on some of the earlier classroom activities within the experience of 
the group. At an earlier point the students had done a unit involving “boomwhackers” which are 
oblong pitched tubes producing sounds across two octaves when struck on a hard surface. We 
had experimented on various ensemble uses of these instruments including melodic and 
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harmonic applications in larger groups and in smaller ensemble situations. After a certain point, 
it became clear these instruments could also fulfill accompanimental roles in class compositions. 
With many of the Kodály-based pieces there is a clear sense of dominant-tonic relationships, a 
certain sol-do feeling that is easy to emphasis in the rhythmic boomwhacker accompaniment. 
Once we had established this as a class, another venue for scoring our compositions was opened 
up. 
 
 
 
Computer Lab: “Deepening Choral Sound” 
 Once back in the computer lab, I asked students to begin connecting their work from the 
previous class meeting to our now virtual world. Below are several of the interfaces from the 
Making Music application. These are the choices students initially face and can implement 
according to the direction of their composition. For example, some students may be interested in 
continuing their piece by now laying a rhythm track under previously composed melodies. In 
other cases students may start with a rhythm and a melody evolves from there. 
 
 
Second Week of June/Week VII 
 
Applied Music Classroom: “Using Previous Material to Create Choral Works” 
 This class meeting started out with come chaos but began to shape itself into far greater 
order as we began collectively to attend to one element at a time of the integration of previous 
material into our current compositions. An important question that arose in this session is that of 
style. Some students wanted to know if the compositions they were working on should resemble 
more the Bach “St. Matthew Passion” model or if they could resemble more the Arnold 
Schoenberg model. Always remembering that answering one question well for one student 
individually can answer that same question and others for the rest of the class, I pointed to the 
simpler Kodály-based canons and contrasted them with our twentieth-century examples. Some 
students seem more comfortable being told, “it is up to you,” while other students persist in 
asking for direction from the teacher. While I felt it was important to allow students to work in 
their own style and pursue a creation that is purely their own, I also wanted to provide immediate 
suggestion and assessment to students in order to increase their productivity. But assuring 
someone he or she is on the right track, they are far more able to proceed confidently rather than 
fear they would put in a lot of work only to be told to start again. 
 
 
Computer Lab: “Listening and Reflecting Critically” 
 Remembering that a phenomenological inquiry emphasizes a naturally occurring even 
without any kind of preconceived idea to explain it, the activity today focuses on the music each 
student was hearing and encourages them to listen without trying to define what they are hearing, 
rather to be free of preconceived notions and judge as objectively as possible. 
 The activities today focused completely upon listening to the compositions of each 
student in the class. I modeled good listening behavior by starting each post-performance 
discussion with a positive comment about the piece. The format of the class period was 
organized as follows 
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 (1) An introductory rubric was given to advise the students that today they would have 
the opportunity to polish their composing to later share with the group. 
 (2) Students were given time on the computer to work on a piece. 
 (3) Ample time was given around the halfway point in the class for students to play their 
pieces for the class on the computer. 
 
 
 
 
Third Week of June/Week VIII 
 
Applied Music Classroom: “Compiling Final Composition” 
 It becomes increasingly difficult to assess student work the greater the freedom students 
are given. And as such, it is very important to examine the process a students has gone through to 
viably come up with a composition that has progressed through the various stages of the project 
and endured the changes, revisions and reactions to the environment out of which the piece is 
born. Attempting to asses a piece apart from these criteria is not a fair assessment of a learner 
going from point a to point b if you do not begin assessment at point a. 
 This class meeting addressed the work of the students in a class context. Each student 
performed his or her work with the performing options available ranging from computer-only 
accompaniment with sung text in group or solo format, to instrumentally accompanied 
compositions to choral text. This was a fascinating way to see what students came up with as 
their final project. 
 The atmosphere of trust directly affected the level of risk and subsequent creativity. 
 
 
Computer Lab: “Performing and Collaborating: The Blogging Option” 
 Now the summer is close but I do not want the composing to end here. And so we have 
formed a class blog site where it is possible for the classroom collaboration to continue with the 
members of the class, but also to branch out to others who share similar creative interests. The 
blog site forms a connection to different composition projects as well. 
 The recent suggestions of a “fast and slow lane” in internet delivery has caused me to 
think about the implications for education sites such as the blog connections I’m suggesting here. 
Recent suggestions by legislators and companies that provide internet services have led to the 
consideration of a faster internet (such as we have now) that delivers sites in a search engine that 
are paid for by large companies, along with a slower internet for non-paying smaller sites. The 
implications for this are huge. It would be a form of censorship that would allow rich powerful 
companies an unfair advantage, eliminating a democratic system on the internet. 
 
 
Survey to Students 
 At the end of an academic course it is useful to gather anonymous information from 
students in order to improve the way a class was taught. I distributed the following survey near 
the end of the academic year in order to gain some insights into the students’ experienced with 
music education technology. 

1.) What did you find most interesting about the use of music education technology? 
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2.) What seemed different about using computers in music class instead of just having 
music in the classroom? 
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ABSTRACT: This paper presents a framework for strategic planning for higher 
education institutions. The paper discusses the various elements of the framework within 
the context of Philippine higher education institutions.  The practical aspects of the 
various components of the framework are illustrated based on the analysis of data from 
strategic plans of selected higher education institutions. 
 
Introduction 
  

Let me begin my presentation by greeting you with an old Jewish proverb: “May 
you live in exciting times”.  I extend this greeting because this wish has certainly come to 
pass for us who are in higher education and who live in what some futurists describe as 
one of the most exciting decades of our lives.  For truly, the onset of the new millennium 
has seen powerful economic, technical, and social trends – enabled by technology – 
revolutionize traditional concepts of economics, business, education, and learning (Quinn 
2001).  In the international higher education scene, Quinn (2001) posits that the most 
important  economic trends affecting higher education  are:  a) the shift from a 
“materials” to a “services and knowledge” base, b) the resulting disaggregation and 
globalization of technology and economic activity and its effect on educational needs in 
all fields, c) the preeminence of intellect, innovation, technology and software – not 
capital or products – as economic drivers, and  d) the explosion of knowledge generation, 
innovation, and technological progress rates dynamically and constantly resulting in the 
rapid obsolescence of past knowledge and constructs.  These trends have had and will 
continue to have severe implications on the way we view and interpret higher education. 
 
 As we plan for higher education in the new millennium, we need to reflect on the 
fundamental questions:  What is higher education for?  For whom is higher education?  
How and where will higher education fit in society?  (Or what is the role of higher 
education in society?  Where will it make a difference?) 
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 Given the rapid developments in technology and their impact on education, and 
learning, we cannot focus solely on the economic trends. To assess the impact of 
technology on the possible directions of our institutions, we can ponder on the following 
questions: What should higher education institutions and subsequently educational 
programs and offerings look like in an era where information is available everywhere?  
Where will educational institutions be in the age of technology when the entire notion of 
place and space has changed?  What roles will administrators and teachers play in a 
situation where diffusion of knowledge is rapid and seemingly limited only by the 
availability of hardware and software and the technical readiness and competence of the 
user?   
 
  

 
In a world where geographic boundaries have become permeable resulting from 

the rapid development and application of technology, the Philippines will not be immune 
from the impact of these changes.  While institutions in the various parts of the country 
will be affected in varying degrees, these trends will affect the way we communicate, the 
way we relate, the way we teach, and the way we learn, among others.  These will 
certainly have an impact on the way we plan and shape our respective institutions as we 
move into the new millennium. 
 
The Context of Higher Education 
 
 To plan meaningfully, we need to define clearly higher education’s reason for 
being in a society that has rapidly changed and will continue to change.  Discussions on 
the core purpose of higher education usually focus on addressing a version of the “age-
old education-versus-training debate; where education usually is considered as attaining 
critical reasoning skills and training is considered as attaining specific practical skills” 
(Kirk 2000).  Kirk argues further that this attempt at distinction is “one of purpose as  
well as content,  with civic-oriented education presumed to better prepare the individual 
to play a citizen’s role in society, whereas commercial-oriented education is presumed to 
better prepare the individual for an economic role in a market economy”. Discussion of 
these two views on the core purpose of higher education is particularly relevant for 
Philippine higher education institutions because what is at stake in this distinction is “the 
ability to create a common curriculum and define the ways in which the institution will 
intersect with other sectors of society, and where the institution fits in to society” (Kirk 
2000). 
 
 This reflection on the core purpose of higher education must be viewed within the 
context of Philippine higher education as enunciated by the Commission on Higher 
Education in the Long-Term Higher Education Development Plan, 2001 – 2010.  As 
contained in the vision-mission statement of this document, the higher education system 
of the Philippines is envisioned as  “a key player in the education and integral formation 
of professionally competent, service-oriented, principled, and productive citizens”.  In the 
light of this vision, higher education through its functions of teaching, research, and 
extension service is expected to serve as “a prime-mover of the nation’s socio-economic 
growth and sustainable development”. This definition of core purpose shows that 
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Philippine higher education institutions are expected to be responsible for the formation 
of graduates who are educated (professionally competent, service-oriented, principled) 
and trained (competent and productive). 
 
 Any effort to respond to this vision for Philippine higher education must take into 
account the issues, concerns and the challenges that the system faces.  It would be 
beneficial for us to be cognizant of the fact that the concerns identified by the 
Congressional Commission on Education (EDCOM) in 1992, namely:  a) large 
enrolment, b) imbalanced distribution, c) under-investment and poor quality, d) mismatch 
between programs and graduates, and between employment and society needs, and 5) 
limited and underdeveloped graduate education have not been addressed fully by the 
Commission on Higher Education (CHED).  While programs to address these concerns 
have been designed and implemented by CHED since its creation in 1994, the CHED 
Long-Term Plan for Higher Education 2001 – 2010 contain strategies designed to address 
these same concerns in addition to newly identified issues.  To quote from the plan (p. 
21) :  “the higher education system continues to be challenged by the following issues 
and concerns: 
 

a.  rationalization of  the public higher education system in terms of programs, 
campus locations, and per capita cost with the end in view of modernizing and 
making operations more efficient and responsive; 

b.  need to improve the regulatory and policy framework for higher education; 
c. need to strengthen system and institutional effectiveness and efficiency; 
d. identification of alternative sources of revenue; 
e. upgrading the quality of higher education programs and institutions to levels 

comparable with international standards; 
f. ensuring the relevance of programs and services; 
g. adapting and utilizing appropriate technology and other innovations in 

education; and 
h. broadening access to quality education at affordable costs to a consistently 

increasing educable population”. 
 
In addition to these concerns, the Philippine Education Sector Study (PESS) 

conducted by the World Bank and the Asian Development Bank in 1998 showed four 
major issues that higher education must address.  These issues are a) the need to sort out 
the respective roles of the public and private education sectors; b) expanding high quality 
education to meet the challenges of globalization; c) mobilizing additional financial 
resources and using them more efficiently in the public sector; and d) fixing problems in 
the external governance of higher education.   

 
As part of the government’s efforts to address these concerns, the Presidential 

Commission on Educational Reform (PCER 2000), offered specific courses of actions.  
Specific reforms pertinent to higher education are as follows:  a)  rationalization, within a 
moratorium period, of the creation and conversion of state universities and colleges, b) 
re-orienting the premises of financing public higher education, c) faculty development, 
and d) establishing common standards for accreditation per discipline. 
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These are some of the realities in the national context that we need to reckon with 

as we plan to define directions for our respective institutions as we move into the 
remaining years of the new millennium.  While the odds seem to be insurmountable, we 
must recognize the programs initiated and implemented by CHED to address these 
concerns.  Programs to support regional centers of excellence and development in various 
disciplines, financial support for research, involvement of private and public educational 
leaders in decision-making, identification of autonomous institutions, are but a few 
examples of the commendable achievements of CHED.  A major project that would be of 
great benefit to higher education, once its program components are implemented, is the 
Higher Education Sector Development Project that has been submitted to the Asian 
Development Bank for funding.  Three projects envisioned to make a difference in the 
development of higher education institutions are: a) Faculty Development, b) 
Management Development, and c) Strengthening of the Higher Education Development 
Fund (HEDF). 

 
In the global arena, a major concern that higher educations must address is the 

impact of technology.  The Information Age will usher in an era where colleges and 
universities and colleges will no longer have sole domain of the teaching enterprise.  
Instead there will be many education and learning providers.  While this may be a threat 
due to the resulting greater competitiveness, this may also be an opportunity for higher 
education institutions as substantial opportunities will be available to serve the legion of 
learners with varied needs.  In his article “Services and Technology:  Revolutionizing 
Higher Education”, Quinn (2001) noted that “the role of higher education institutions in 
the knowledge-services society is, must be, and will be changing rapidly.  Because of 
Internet capabilities, the traditional roles of the college or university as the leading (1) 
research source and knowledge creator, (2) archivist and gateway to knowledge, (3) 
disseminator of advanced knowledge, and (4) referee and evaluator of truth have already 
been overturned”.  In their seminal work “Transforming Higher Education:  A Vision for 
Learning in the 21st Century”, Dolence and Norris (1995) posed the following questions 
for administrators who wish to begin the process of charting the future of higher 
education: 

 
a. Is today’s educational model appropriate for the learning needs of the 

Information Age? 
b. Is society willing to pay for education founded on 20th century assumptions in 

the 21st century Information Age? 
c. Can academe afford to miss the opportunity of reshaping itself to serve the 

needs of Information Age learners? 
 

Given the economic situation of the country and the manifold issues that higher 
education institutions are confronted with in the national context, some of you may argue 
that it may be useless to start talking about the impact of technology on the institution’s 
directions.  I wish to reiterate, however, that the rapid development and diffusion of 
technology will affect all of us, regardless of the size, status, and location of our 
institutions.  What is important as we plan is to define what and how much technology is 
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appropriate for the institution.  This should result from a well thought out institutional 
technology development strategy anchored on a vibrant vision-mission that is the 
foundation for successful higher education. 

 
While there are other issues confronting higher education, I decided to focus on 

the issues that I believe will have the greatest impact on directions of higher education 
institutions.  By addressing these issues in our plans, we will enhance the chances that 
our institutions will make a difference in society. 

 
 
 
 
Framework for Planning 
 
 To respond to these challenges, institutions of higher learning must seek new 
paradigms of operation that will enable them to address their traditional roles with greater 
effectiveness.  If they are to be relevant and responsive to societal needs and 
expectations, while ensuring their survival and viability, colleges and universities can not 
continue to plan the way they always have which often times has been characterized by 
an excessive concern for internal efficiency and an emphasis on the quantitative measures 
of educational development. 
 
 Strategic planning has been heralded from the late 1960s through the early 1980s 
as the visionary process through which managers can steer their organizations through 
increasing environmental turbulence (Grundy and King 1992).  While it is still 
considered as an appropriate approach, we must remember that it typically arises out of 
concern about changes in the environment that might affect the organization as a whole.  
As such it is not done routinely, and because it is supposed to involve the entire 
organization, concerns on  the role of various stakeholders and the need for a process that 
is sufficiently broad and inclusive are often raised (Rodeheaver 1998).  
 

Effective planning and institutional leadership require more than historical 
knowledge and the ability to forecast the future; the require a sense of how past and 
future are part of a coherent life course (Rodeheaver 1998). Our planning efforts, 
therefore must reflect a balance between quantitative analysis and our understanding of 
the institution’s identity and reason for being. The strategic planning processes that we 
employ must be accompanied by transformational approaches particularly in managing 
academic and administrative culture.  This approach must empower academic and 
administrative units down the organization, focus on new partnerships and external 
relationships, (Norris and Poulton 1991) and emphasize the link between strategy 
formulation, implementation and ownership (Giles 1991).  For while quantitative analysis 
can guide strategic thinking, it will not necessary provide a vision or sense of direction.  
As most educational managers will attest, the process of planning and implementation are 
the most powerful vehicles for bring about organizational development; but without 
ownership there can be no effective implementation.  To be successful in the new 
millennium, management approaches must tap people’s commitment, allow people to 
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continually expand their capacity to create the results they truly desire, and enable them 
to be part of the institutional journey (Mintzberg 1994).  A planning framework that 
reflects a balance between the quantitative and qualitative elements in an educational 
institution is presented in Figure 1. 

 
 
 
 
 
 
 
 
             
 
 
                                      Figure 1  
Proposed Strategic Management Model for Educational Institutions 
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The Institutional Vision 
 
 Institutional planning efforts should emanate from the institution’s vision.  
Elements of the vision are:  a) identity definition, b) core values, c) core purposes, and d) 
institution’s desired future.   
 

The concept of identity requires a clear understanding of the institution’s life 
course.  Rodheaver (1998) suggests that a critical question in gaining that sense of life 
course, is “Who are we”?   How do we describe the institution to ourselves and to others? 
Understanding an institution’s sense of self is a critical component of addressing 
questions of what to do and how to do it.    

 
Core values on the other hand refer to the organization’s essential and enduring 

tenets – a small set of timeless guiding principles that require no external justification.  
They have intrinsic value and importance to those inside the organization.  They define 
what the organization stands for, its beliefs and moral principles.  These values are 
enduring and stand the test of time. 

 
Core purpose defines the organization’s fundamental reason for being.  It  

captures the soul and the deeper reasons for an organization’s existence.  The core 
purpose is like a guiding star on the horizon – forever pursued, but never reached.  While 
it does not change, it inspires change.  The very fact that purpose can never be fully 
realized means that an organization can never stop stimulating change and progress to 
live more fully to its purpose. 

 
 The most important element of the vision is the institution’s concept of its desired 
future.  Keller (1995) suggests that this image of a desired future should be an inspiring 
picture of a different future, something that seems slightly out of reach but achievable if 
enough people work on it.  While this concept of the desired future is tangible, it should 
not be too definite and detailed, but vivid enough to allow persons to imagine a new and 
better set of conditions and services and to strive toward their fulfillment.  This element 
of the vision should enable the institution to combine its tradition, culture, and core 
values with the emerging conditions in society and with the public’s expectations about 
higher education’s role and behavior in the new environment. 
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 The vision statement of the College of the Immaculate Conception (2005) is 
presented below as an example of a statement which contains the above-mentioned 
elements is presented below:  
 

Vision 
Statement 

College of the 
Immaculate 
Conception 

 
CIC is a 
diocesan 
Catholic 

educational and evangelizing institution imbued with Christ-centeredness, 
excellence, and service for the integral formation of persons towards a just, 
humane and peaceful society.  

 
 Table 1 shows the key concepts for each element of the vision statement of the 
college. 
 
 Table 1. Key Concepts for the Elements of the Vision Statement of the College of 
Immaculate Conception 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Elements Key Concepts 
 
Identity Definition

 
- diocesan Catholic educational and  

evangelizing institution 
 

 
Core Values 

- Christ-centeredness 
- Excellence 
- service 

 
Core Purpose 

 
- integral formation of persons 
 

 
Envisioned Future 

 
- just, humane and peaceful society 

 

2008 HICE Proceedings 
Page 4048



Planners must remember that a vision is not created but discovered.  It is not 
derived by looking to the external environment; you get at it by looking into the 
organization – its history, traditions, significant moments in its organizational life, and 
the bedrock principles upon which it was founded.  Collins and Porras (1999) note that an 
institution’s vision or self-identify generally remains consistent through time and 
transcends product/market life cycles, technological breakthroughs, management fads and 
individual leaders.  It provides the bonding glue that holds an organization together as it 
grows and goes through the different phases of organizational development.  Keller 
(1995) posited that visions have emotional power and they help people in higher 
education institutions organize their knowledge by supplying hope, passion, and direction 
and giving meaning to life. 
 
External Environmental Analysis 
 
 Guided by the vision, the institution can undertake an analysis of the forces in the 
external environment that will have an impact on institutional directions.  The main end 
of the analysis is to identify forces in the environment that can serve as threats or 
opportunities.  Threats are factors in the external environment that hinder the institution 
from realizing its vision, while opportunities enhance the institution’s ability to realize its 
mission.  External environmental analysis should focus on the past, present and the 
future. Areas for analysis can include: social, technological, political, economic, 
educational, and legal trends. 
 
 A case in point is the external environmental analysis done by the Notre Dame 
University (2005) which “focused on the forces of change that impact on the education 
sector” (p. 6).  The forces that were analyzed included the country’s Millennium 
Development Goals, the population demographics of the region, the economic and 
technological trends,  job opportunities in the local, national and internal levels, changes 
in the education systems and consortia programs with external partners.   
 
 Among the opportunities identified by the university are the following:  cultural 
diversity, the on-going peace process, access to information technology and the 
burgeoning commerce and trade in the region.  Threats, on the other hand, included the 
unstable peace and order, the prevalent culture of violence, the high incidence of poverty, 
cultural diversity and the presence of competitors who charge lower tuition fees. 
 
 For its part, the Siena College of San Jose (2005) analyzed the political, 
educational, socio-economic and technological trends of its external environment to 
provide a context for its strategic directions. Opportunities that were identified included 
the following:  competitive labor force, inclusion of the city in the Megalopolis of Metro-
manila urban expansion, increasing investor catchments areas and business parks 
development, increasing number of residential subdivisions, and increased support from 
the government for education and social services.  The threats that were identified were 
the improved transportation infrastructure which makes other colleges and universities 
outside of the city accessible and the mushrooming of competitor institutions in the area. 
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Organizational Assessment 
 
 Guided by the institution’s vision, an institution’s planning team can undertake 
organizational assessment to identify the institution’s strengths and weaknesses.  The 
main purpose of the analysis is to identify factors that have contributed to the 
organization’s success in the past, and the conditions that are required to ensure that the 
organization will continue to succeed into the future.  In undertaking organizational 
assessment, planners must remember that conditions that may have contributed to past 
successes do not guarantee anything as the organization goes into the future. The end 
result of the organizational assessment is an inventory of the organization’s capacities, its 
resources, current capacities and future needs and a shortlist of its strengths and 
weaknesses. 
 
 The organizational assessment of Notre Dame University (2004) dealt with “the 
institution’s output indicators of performance in licensure board examinations, 
employment, institutional mage as well its institutional climate and organizational 
resources - - human, physical plant, information technology and finance” (p. 6).  The 
identified strengths of the institution included its human resources, physical plant and 
facilities, institutional image, research services and the strong respect for religious 
freedom and culture.  The weakness recognized were the weak organizational values, 
decreasing school media projection, organizational succession, linkages with other 
institutions, and the decline in Catholicity.  
 
 In the case of Siena College of San Jose (2005), the organizational analysis 
focused on the socio-economic profile of parents, alumni, institutional programs, human 
resources and physical plant and facilities.  The strengths that were identified included 
the newly formulated vision-mission statement, the willingness of the institution to 
undergo accreditation, the continuous improvement of physical plant and facilities, the 
active involvement of the academic community in outreach programs, commitment of the 
faculty towards professional development, and the concern of faculty for the academic 
growth of their students. 
 
 The analysis of internal data revealed the following weaknesses: the need for 
deeper internalization of the vision-mission statement, need to improve employee 
compensation and benefits, and overlapping of student activities. 
 
The Institution’s Mission Statement 
 
 Data from the external environmental analysis and the organizational assessment 
should be matched with the key elements of the institution’s vision to provide the bases 
for formulating the institution’s mission statement. While the vision statement defines an 
institution’s ideal, the mission statement identifies the means by which this ideal will be 
fulfilled. Unlike the vision, the mission has a clear finish line to enable the organization 
to know when it has been achieved. As a concept related to but distinct from the vision, a 
well-written mission statement is one that has the following elements (Borromeo 2005): 
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a)target or the situation/position the organization should aim for if it were to realize its 
vision; internal transformation required to realize the target, c) products, services or 
general strategies to be employed to realize the vision, and d) distinctive competency or 
competencies that will set the organization apart from other organizations. Elements of 
the mission statement can include the following:  a) target clientele, b) major programs 
and services, c) required internal transformation, and d) desired core competence. 
 
 Target or desired situation/position defines where or how the organization wants 
to see itself at the end of the planning period.  Internal transformation defines how the 
organization will reinvent or re-engineer itself to meet the challenges and emerging 
realities in the internal and external environments.  For educational institutions, products 
services and general strategies can define the distinctive attributes that its main programs 
will have or need to have to realize the institutional vision.  Distinctive competency or 
competencies refer to the areas that the institution is particularly good at or wishes to be 
distinctively good at.  This can also encompass the distinct areas in society where the 
institution is making or intends to make a difference. 
 
  The mission statement of the College of Immaculate Conception is 
presented below and the key concepts for each of the four elements of the statement are 
shown in Table 2. 
 

 
 
 

Mission Statement 
College of the Immaculate Conception 

 
In the spirit of the Gospel and guided by our patroness, the Immaculate 
Conception, we commit ourselves to become a leading Catholic educational 
institution and center of excellence, renowned for innovation and dissemination 
of new knowledge. 

  
In a collaborative, disciplined, respectful, and God-loving community, we offer 
relevant and value-laden programs and services to form competent men and 
women of character who serve as agents of social transformation and stewards 
of creation. 

 
Table 2. Key Concepts of the Mission Statement of the College of the Immaculate  

Conception 
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In drafting a mission statement, planners must ensure that the statement is one that 

is clear and compelling and requires little or no explanation.  It must fall outside the 
comfort zone of institutional stakeholders, and be so bold and exciting in its own right 
that it would continue to stimulate progress even if the organization’s leaders disappeared 
before it has been realized. 
 
 

Strategic Directions 
 
 With the vision, data from the external and environmental analysis and the 
mission statement as main inputs, planners can identify institutional key results areas or 
areas of concern.  These are areas that the institution must concentrate its attention and 
resources on for it to realize its mission and vision.  These key results areas are then 
translated into strategic directions for the institution.  Strategic directions define the 
thrusts, desired situation and goals for major key results areas within the institution.  
Aside from providing directions for the major areas within the institution, these 
statements serve as the main elements from where operational plans of the various units 
emanate.  Strategic directions in colleges and universities are usually defined for the 
following areas:  Academics, Institutional Culture, Human Resources, Finances, Physical 
Resources, and Institutional Advancement and Linkages. 

Elements Key Concepts 
 
Target or  
Desired Situation 

- become a leading Catholic educational 
   institution  
- center of excellence, innovation,  
   dissemination of new knowledge 

 
Internal Transformation

 
- collaborative, disciplined, respectful 
   God-loving community 
 

 
Attributes of Programs 

 
- relevant and value laden 
 

 
Core Competence 

- competent men and women of character 
- agents of social transformation 
- stewards of creation 
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Examples of strategic directions in the area of “Academics” taken from the 

strategic plan of De La Salle University-Manila (2003) are presented below: 
 
“Develop and utilize processes that will enhance instructional effectiveness in 
developing critical/analytical thinking, learning skills, and integration of values in 
the present and future roles of students”. 
 
“Expand and enhance opportunities for students to apply theories learned in the 
classroom to real life situations.” 
 
“Confirm instructional standards of University programs through accreditation by 
international agencies.” 
 
As may be gleaned from these examples, strategic directions are broad but at the 

same time maintain a certain degree of specificity.  They define specific parameters 
within which operational programs can be defined. 
 
Strategic Plans 
 
 The outputs from the earlier phases of the planning process become the inputs for 
the next phase of the process.  The strategic plans that are formulated are more detailed 
and immediate than the mission and the strategic directions.  The overlap between the 
processes at each level allows the transfer of ownership to cascade down throughout the 
organization (Giles 1991).  This helps in ensuring a balance between the “top-down” and 
“bottom-up” features of the planning process by identifying the components of the 
process that are to be centrally directed and which could provide subtly but firmly a top-
down direction (Norris and Polton 1991) while adhering to the spirit of the academic 
ethic of faculty participation in those areas where participation is critical.  Faculty 
participation is the main feature of the this phase of the planning process which deals 
with the formulation of programs and activities by each college, department and service 
units to operationalize a university’s mission and strategic directions. 
 
 Strategic plans should include the following elements:  a) program goals and 
activity objectives which indicate clearly their link with the specific dimensions of the 
mission, and strategic directions, b) specific activities to be performed to achieve the 
goals and objectives, c) performance standards stated qualitatively and quantitatively to 
inform planners whether the activity has been implemented successfully, d) person 
responsible for implementing the activity, e) timetable for implementation, and f) cost 
implications.   
 
Plan Implementation 
 
 Plan implementation refers to the execution of selected courses of action as 
contained in the strategic plan.  As involvement of people is critical in plan 
implementation, it is important to involve them in the various aspects of planning.  In 
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implementing programs and activities, everyone in the organization must remember that 
these are not EXTRA things to do, but are the THINGS to do. 
 
Performance Evaluation 
 
 Performance evaluation refers to the comparison between actual results and 
anticipated results.  This phase of the planning process keeps the planning and 
implementation phase on target.  It also serves as a system for monitoring use of 
resources and extent of achievement of desired results.   
 
 Performance evaluation should be an integral part of the planning process.  A 
specific time should be identified during which information on the status of plan 
implementation of the various institutional units will be gathered and analyzed.  Results 
of the evaluation should be fed back to the various phases of the planning process as may 
be appropriate. 
 
Concluding Statements 
 
 The world around is changing rapidly, and we should continuously evaluate and 
define relevant plans to ensure that resources of higher education are contributing to the 
long-term interests of society.  Higher education must be able to respond to a changing 
world as it pursues its commitment to education and training to respond to the need for 
creative, technically trained, productive and responsible citizens.  The strategic plans that 
we produce must reflect that we take our social responsibilities seriously to inspire our 
students with a purpose large enough to fill their lives with meaning and do the best they 
can to make and Philippines and the world better and happier places to live in. 
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Background 
The stigmatizing aspects of HIV are widely recognized, and the impact on the 
lives of those with HIV or AIDS has been widely researched. HIV or AIDS 
stigma and discrimination continue to influence people living positively with 
and affected by HIV or AIDS (PLWHA), as well as their health-care providers. 
Stigma is perceived as a major limiting factor in primary and secondary HIV 
and AIDS prevention and care. This led to a five year Africa research project 
entitled Perceived AIDS Stigma: A Multinational African study.  The first phase 
of the project followed a qualitative design. Although the focus of the focus 
groups was on stigma, a spontaneous additional theme regarding “disclosure 
of HIV status” emerged, forming a significant dimension of understanding the 
experience of stigma.  
 
Most people with HIV or AIDS have disclosed their status to someone, often 
with mixed results. Regardless of how well disclosure experiences have gone 
in the past, many people with HIV or AIDS fear the risk of a stigmatizing 
response with each disclosure. Most health literature seems to favor 
disclosure by PLWHA. But it could be that to disclose is not always a good 
thing. Disclosure is stated as the greatest concern about being diagnosed with 
HIV or AIDS. The choice to conceal one’s status remains that of the infected 
person. Cultural differences do play a role in disclosure. In the study it was 
found that the barriers to disclose, however, far outreached the reasons to 
disclose. It became evident that health care workers should be much more 
aware of the implications of the guidance they give PLWHA as to whether or 
not to disclose their status. Health care workers should be careful not to 
assume that disclosure of status is always a good thing as there is some 
“normalcy” in the experience of people not talking about the illness. The 
situation is much more complicated and is not automatically a good thing to 
disclose one’s status. The level of discrimination is an important factor to 
consider. Health care workers should weigh up the therapeutic effect for the 
PLWHA and the benefits for the community with the stress for the PLWHA as 
well as the negative consequences.  
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Aim 
This paper do not only focus on the research findings but more on a 
discussion of the challenges faced by both the health care worker when 
having to guide PLWHA tot make the choice to disclose and the PLWHA 
when having to make the choice of whether to disclosure or not. 
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Place-based education is an approach to teaching that is designed to develop a sense of 
connectedness to where one lives by grounding learning in the local community. The 
characteristics of place-based learning that make it a distinctive approach to education, as 
summarized by Woodhouse and Knapp (2000), are the emergence of education from the 
particular geography, ecology, sociology and politics of a local community, a focus of 
study that is inherently multidisciplinary and experiential, and the connection of place 
with self and community. Place-based learning serves as a “comprehensive framework 
for learning in all areas: general and disciplinary knowledge; thinking and problem 
solving; basic life skills and interpersonal communication; as well as developing an 
appreciation and understanding of natural and social systems” (Chin, 2001). 
 
Two programs conducted by university professors who model place-based education 
practices for classroom teachers are: 
 

1. Teaching the Underground Railroad – Using historic places and heritage 
education is the foundation for this class. Teachers visit local grassroots 
museums, examine primary documents at a court house, tour historic homes that 
were stops on the Underground Railroad, read cemetery markers, and listen to 
experts in the field to make the past come alive.  We hold class in historic 
churches, eat lunch on the Ohio River overlooking historic places, walk the streets 
where abolitionists help enslaved people escape, and gather information at homes 
on the Historic Register from the states of Kentucky and Ohio. By using the local 
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historical sites, this course helps link the history facts to the emotional affect that 
history holds.  Being out in the field lets teachers recognize the important role our 
local history played in the larger context of the national movement, the 
Underground Railroad. 

 
2. Reading the River - Teachers are engaged in an in-depth study of their watershed 

by traveling from the headwaters to the mouth of a 310-mile river. Traveling by 
van and canoe, teachers are challenged to view the river and its watershed with 
“new eyes” -- making observations and learning about the biology, geology, land 
use, history and the culture of the watershed. Water quality data is collected by 
teachers at several sites along the river through biological, physical, and chemical 
water monitoring techniques. This data is analyzed as the group moves 
downstream and conclusions are drawn about the patterns evident by the data. 
Community members and content area specialists representing several state and 
local agencies are scheduled throughout the course to share their expertise on 
water quality in relation to land use, history, and culture.  

 
These two programs are presented as models for training teachers to incorporate place-
based education in their K-12 classrooms. Both programs are taught during a one-week 
summer workshop with follow-up sessions during the academic year. Teachers develop 
units of study that are aligned with state and national education standards. 
 
Salient aspects of the placed-based teaching approaches used in these programs were: 1) 
using the local community as an integrating context across disciplines; 2) collaboration 
between program leaders, participants and members of the community;  
3) reflective learning; 4) experiential learning; 5) relevancy to real life and current 
societal issues; and 6) citizenship education.  
 
Research was conducted to determine the impact of these programs on the classroom 
practices of teachers. The research methods and results of this research show significant 
gains in an understanding of content and the use of effective methodology.  
 
The websites for each program which contain further resources to make learning more 
real and relevant are: http://readingtheriver.nku.edu and 
www.nku.edu/~dallmerd/undergroundrr 
 
 
 
Chin, J. (2001). All of a place: A Funders’ institute on connecting schools, youth and 
 community. Institute Report: Funders’ Forum on Environment and Education. 
 http://www.charityadvantage.com/f2e2/Place-BasedLearning.asp 
 
Woodhouse, J. & Knapp, C. (2000). Place-Based Curriculum and Instruction: Outdoor 
 and Environmental Education Approaches.ERIC Clearinghouse on Rural 
 Education and Small Schools. (ERIC Document Reproduction Service No. ED 
 448012). 
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LEARNING GOALS: 
1. To raise consciousness about the influence of popular culture and it=s affect on our own 

stereotypes, personal and professional relationships and on personal and public health; 
2. To explore the images of women in popular culture disseminated through the mass media and 

how these integrated patterns and beliefs are transmitted to succeeding generations;  
3. To identify how these images influence basic assumptions about societal roles and expectations 

of women, and therefore, on female development;  
 
OUTLINE:  
Using an empowerment model of awareness, analysis, reflection and action, this discussion of popular 
culture will enable participants to investigate the collective value system in media that influences female 
development and will include selected readings on female development and popular culture and excerpts 
from print media and video.  Areas of female development will include, but are not limited to, societal 
roles, beauty, body image, behavior, sexuality and aging. 
 

1. Introduction 
• Women and Television – a brief historical perspective 
• Media Influence Pre-test 
• Review of learning objectives 
• Defining Media (exercise) 

 
2. Awareness  - This segment of the workshop will challenge participants to raise their 

consciousness about their own cultural background, world view, and biases and the complex role 
that culture plays in their lives and the lives of their students. 

• Defining Culture 
• Kids and Media facts 
• Act Like a Woman (exercise) 
 

3. Analysis – This segment of the workshop will prompt participants to move from passive to active viewing 
of media and learn how to analyze the meaning of images. 
• “Mickey Mouse Monopoly” – A look at Disney Princesses and Gender roles 
• Alien Analysis (exercise) 
• The Power of Advertising 

 
4. Reflection  - This segment of the workshop will prompt participants to begin thinking critically 

about media influences and gain an understanding of the role media plays in imparting values, 
particularly in relation to gender roles, self esteem and life choices. 
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•  “What a Girl Wants” – Girls talk about their experiences with media. 
• Themes and Implications (exercise) 

 
5. Action – This segment of the workshop will give participants an opportunity to translate learning 

into appropriate action. 
• Action Planning (exercise) 
• The Experts Respond 
• Wrap up and evaluation 
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Abstract Title: 
Tradition and Transition: Kindergarten in the Russian Federation and in the United States 
 
 
In the Russian Federation today, many young children attend Kindergarten, which refers to the 
Russian child care system for children between birth and age six or seven years old.  These 
programs are less common in recent times because of financial issues.  When children nowadays 
attend Kindergarten, usually their families pay some tuition and fees. 
 
A typical Kindergarten may include more than 150 children that meet in a large school building.  
Each class is grouped together by age level.  The environments are especially designed for small 
children and may include an art room, a gymnasium, a music room, a game room, a television or 
theater room, bedrooms, cloakrooms, bathrooms, kitchen, and display areas for exhibits of 
teachers’ and children’s works. 
 
Kindergarten staff members include: administrators and secretaries, teachers (two for each 
group), helpers (to make meals, keep things clean, and assist teachers during lessons), a sports 
coordinator, a music teacher, speech and language teachers, a nurse, and a cook.  Once a week, 
the psychologist may give advice on child-raising issues during a parents’ meeting. 
 
Kindergartens may open early, about 7:00 a.m., and children may arrive between then and 9:00 
a.m.  Children have morning exercises, wash their faces, brush their teeth, and eat their breakfast.  
About 9:00 a.m., lessons begin.  Young children may have only one lesson each day, while older 
children may have two to three lessons.  Lessons may include math and communication skills, as 
well as ecology, music, drama, drawing, modeling, appliqué work, sports, and language lessons.   
 
Outdoor activities are important year-round.  During the summer, children go outside to play and 
ride tricycles.  During the winter, children go outside to skate and to ski.  Children go on 
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supervised walks to observe nature and to play.  They also go on excursions to theatres, 
museums, and expositions. 
 
At midday, children have lunch and take a long nap (between 1-1/2 to 3 hours).  Then children 
have breathing and health-improvement exercises, as well as gymnastics.  During the afternoon, 
children might play or have special organized activities, such as art and craft class, dancing club, 
etc.  Children usually eat dinner at Kindergarten.  Parents arrive between 5:00 p.m. and 6:30 p.m. 
to pick up their children for home. 
 
Teachers in the Russian Federation are going through tremendous changes in their political, 
social, and economic situations.  Educational reform requires fundamental shifts in philosophies, 
values and goals throughout the entire educational system and even throughout the entire society. 
In spite of serious economic issues, teachers are creatively addressing their challenges and 
maintaining their commitment to rethinking and redesigning curriculum and instruction.   
 
Teachers and teacher educators are beginning to consider ways of reasoning, questioning, and 
talking about assumptions of knowledge and culture.  These discussions are difficult when 
decisions cause stress, loss of faith in the government, and alienation from the community among 
teachers. 
 
Education curriculum in the Russian Federation, as elsewhere in the world, may benefit from 
international partnerships for action research in the real-world of teaching and learning.  
Collaborative field studies will help educators engage in self-examination and mutual exchange 
of best practices that consider the social, economic, and political dimensions of education in the 
next period. 
 
Dr. Elizabeth Sandell has taught in MSU’s department of Elementary and Early Childhood since 
2005.  She teaches courses in early childhood education, teacher-parent relationships, and 
classroom planning and management.  She has a keen interest in cross-cultural understanding 
and, especially, in early education in the Russian Federation. She has traveled to 49 of the 50 
United States and to 5 of the 7 continents.  She has visited Russia ten times since 1993, including 
leading a group during the summer of 2006.  For more information, send her an email at 
elizabeth.sandell@mnsu.edu. 
 
Adapted with permission from E. J. Sandell.  (2008).  “Curriculum Development in the Russian 
Federation.  In J. Kirylo and A. Nauman. (Eds.)  (2008).  Curriculum development: Perspectives 
from around the world.  Washington, DC: Association for Childhood Education International.  

2008 HICE Proceedings 
Page 4064



 

A. L. Johnson 

 
 
 

6th Annual Hawaii International Conference on Education 
January 5 – 8, 2008 

Honolulu Hawaii, USA 
 
 

 “Students with Disabilities in Postsecondary Education:  

Barriers to Success and Implications for Professionals” 
 
 

Adrianne L. Johnson, Ph.D., NCC, LPC 
 
 

Associate Professor 
Counselor Education, Mount Mary College, Milwaukee WI 

 
7439 W. Harwood Ave. Ste. 305 

Wauwatosa, WI 53213-2666 
adriannejohnson@gmail.com 

 
 
 
 
 
 
 
Abstract: 
Research and literature-based presentation addresses the culture of the disabled higher education 
student in relation to attitudinal, physical, and support barriers encountered in the postsecondary 
educational environment which impact the psychosocial adjustment of this diverse population 
and thereby influence academic achievement. Comprehensive presentation focuses on how a) 
physical barriers, b) use of student services, c) faculty attitudes, and d) peer attitudes impact the 
postsecondary adjustment of students with disabilities, and is designed to disseminate useful and 
relevant information for student affairs and counseling professionals regarding how to better 
address the needs of students with disabilities in postsecondary institutions and the needs of their 
families, specifically regarding legislation, retention issues, transition services, and multicultural 
considerations.  
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Students with Disabilities in Postsecondary Education:  

Barriers to Success and Implications for Professionals 

Introduction 

The increase in the enrollment of students with disabilities in postsecondary institutions 

requires counselors and postsecondary education personnel to become familiar with the issues 

that emerge during the educational career of students with disabilities (Lynch & Gussel, 1996). It 

is important to fully understand the interplay of dynamics with this population so that their 

educational experience can be maximized. Often, these dynamics include: faculty attitudes; peer 

attitudes; physical barriers in the higher education environment; the use and accessibility of 

student services; and type of disability, all which impact the postsecondary adjustment of this 

population and thereby decrease their likelihood of success.  

The enrollment of students with disabilities is increasing in higher education, due in part 

to strict federal laws such as the Americans with Disabilities Act (ADA; 1990) regarding the 

right to accessibility, political support, work of disability groups, as well as media coverage 

(Hirschhorn, 1992). Medical and technological breakthroughs, along with laws requiring equal 

access and attitudinal changes in society, have allowed people with disabilities to become more 

active, visible, and given them greater access to educational and counseling services (Corrigan, 

1998). English (1993), however, conducted a survey and found that students did not feel as 

integrated into their social systems, and institutions’ support services did not contribute to social 

integration. This research is disturbing; while laws are in place to help contribute to the welfare 

and development of the disabled student population, it appears that students with disabilities are 

still facing discrimination that detracts from their educational experience. 
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Despite the passing of laws such as ADA (1990) and Section 504 of the Rehabilitation 

Act of 1973 which have increased postsecondary enrollment and graduation rates of students 

with disabilities, current literature and research shows that these students have lower overall 

enrollment rates than their nondisabled peers at institutions of postsecondary education. 

Fairweather and Shaver (1991) estimate that of high school graduates, only 21 percent of the 

students with disabilities attend postsecondary institutions as compared to 64 percent of non-

disabled learners. Further, research shows that high school graduates with disabilities are much 

less likely to be enrolled in postsecondary education programs than their non-disabled 

counterparts (Singh, 2003). This difference may be due to a negative campus climate 

exacerbated by gender bias, racial bias, and bias toward type of disability. 

Research shows that successful college completers can expect careers and incomes 

comparable to those of their non-labeled peers, and it is even suggested that educational 

achievement is the most effective means for individuals with disabilities to achieve financial 

independence and equality (Task Force on Post Secondary Education, 2002). Literature suggests, 

however, that students with disabilities in the postsecondary environment encounter barriers that 

impede their educational achievement. Therefore, it is incongruent to believe that students with 

disabilities may achieve successful academic careers when their needs as students and 

individuals are subsumed to the general needs of the able-bodied student population. It is also 

incongruent to believe that students with disabilities are as well adjusted to postsecondary 

environments as their nondisabled peers when the literature supports otherwise. With students 

now comprising a substantial population on college campuses, it is of growing interest to 

professionals in the postsecondary environment as to how students with disabilities are adjusting 

to the campus environment academically and socially.  
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General Background Information 

 Smith, Polloway, Patton, and Dowdy (1998) defined students with disabilities as those 

who exhibit one of several specific conditions that result in their need for special education and 

related services to facilitate academic, social, and emotional development. The number of these 

students is growing in the postsecondary environment at an unprecedented rate. According to 

current literature, youths with disabilities who had graduated from secondary institutions are 

three times as likely to enroll in higher education programs compared to their nondisabled peers 

(Brown, 1992; Gartin, Rumrill, & Serebreni, 1996).  

 According to the American Council on Education’s HEATH Resource Center, the 

proportion of first-time, full-time freshmen with disability attending college increased more than 

threefold between 1978 and 1994, from 2.6 percent to 9.2 percent (Henderson, 1995). Wilson 

(1992) estimates that disabled students now account for 10.5 percent of the entire college student 

population, and estimates that nearly 40 percent of the 10.5 overall percentage are reported as 

having visual impairments and 20 percent are reported as being deaf or hard of hearing. This 

number has increased in recent years; of freshmen students surveyed at a stratified random 

sampling of 434 four-year public and independent institutions in 2000, the proportion of students 

reporting disabilities averaged six to eight percent between 1988 and 2000 (Henderson, 1992).  

 Further studies support this substantial growth in the growing numbers of students with 

disabilities in postsecondary education. The National Center for Education Statistics (NCES) 

(1999) and Thomas (2000) report an increase from 29 percent in 1986 to 45 percent in 1994 of 

persons 16 years old or older with a reported disability that had either attended some college or 

had completed a bachelor’s degree or higher. In 1996, roughly 6% of all undergraduates reported 

having a disability (NCES, 1999). The different disabilities reported were learning disabilities 
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(29%), orthopedic impairments (23%), hearing impairment (16%), vision impairment (16%), and 

speech impairment (3%). In addition, one in five undergraduates with disabilities reported having 

an additional “health-related” disability or limitation (NCES, 1999, p. 7). Hebel (2001a) asserts 

that these numbers are due mostly in part to the enrollment of students with learning disabilities; 

the U.S. Department of Education (2000) reports that the 1995-1996 National Postsecondary 

Student Aid Study found that of all students with disabilities, 29 percent reported having a 

learning disability.   

Legislation 

The Americans with Disabilities Act 

 Public Law 101-336, or the Americans with Disabilities Act (ADA), was signed into law 

in 1990 and extends the mandate for nondiscrimination on the basis of disability to the private 

sector and the nonfederal public sector (i.e. state and local governments). The ADA definition of 

a person with a disability refers to “someone with a physical or mental impairment that 

substantially limits one or more major life activities. A person is considered to be a person with a 

disability if he or she a) has the disability; b) has a record of the disability, or c) is regarded as 

having the disability” (Lynch & Gussel, 1996, p. 352).  

Colleges are required under the Americans with Disabilities Act to provide equal 

opportunities for students with disabilities; the institutions typically agree to pay for many 

academic-specific accommodations, such as removing architectural barriers from classrooms and 

providing computer software designed to assist disabled students on campus (Hebel, 2001b). 

Before the passage of this law, universities often reasoned that it was too expensive to renovate 

to remove architectural barriers, or too costly to purchase and install the specialized software, so 

students with disabilities were often forced to “make do.” Benham (1997) asserts that passage of 
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the Americans with Disabilities Act “has and will continue to impact institutions of higher 

learning in regards to funding, services provided, and entrance requirements” (p. 124). 

Section 504 

 Section 504 of the Rehabilitation Act of 1973, which went into effect in 

1977, prohibits discrimination based on disability in all institutions that 

receive federal funds; this includes most colleges and universities. Section 504 of the 

Rehabilitation Act of 1973 states that “no otherwise qualified individual in the United States 

shall, solely by reason of disability, be excluded from participation in, be denied the benefits of, 

or be subjected to discrimination under any program or activity receiving federal financial 

assistance” (Rehabilitation Act, 1973, 29 U.S.C. 794).  

 This law is a civil rights law designed to prohibit discrimination on the basis of disability 

in programs and activities, public and private, that receive federal financial assistance, such as 

postsecondary institutions (Kidsource Online, Inc., 1997). Section 504 mandates the following 

requirements regarding postsecondary education institutions and students with disabilities: a) 

access to facilities and activities; b) admission policies and practices that do not discriminate on 

the basis of disability, c) testing procedures with appropriate accommodations, and d) provision 

of auxiliary aids and services (Jarrow, 1993). 

The ADA and Section 504 in Postsecondary Education 

 The Americans with Disabilities Act of 1990 strengthened Section 504 of the 

Rehabilitation Act of 1973 and extended the protection of civil rights of people with disabilities 

to include public and private entities (Henderson, 1992). Over the last few decades, Section 504 

of the Vocational Rehabilitation Act of 1973 and ADA of 1990 have ensured that people with 

disabilities who traditionally had limited access to means to making choices for themselves are 
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now able to speak for themselves or have advocates for support (Rao, 2004). Additionally, they 

have increased access to services, more visibility, and more opportunities for participation and 

inclusion. While true, this is still somewhat elusive.  

Paul (2000) exerts that as the number of students with disabilities seeking to complete 

their college education increases across the country, these that students still face both physical 

and attitudinal barriers within the university environment. Katz, Haz, and Bailey (1988) 

concluded that there is still a strong societal conflict in the majority’s feelings and beliefs about 

persons who have disabilities, which points up the potential that exists for either support or 

opposition by public with respect to government policies for ensuring equality of opportunity for 

disabled people in employment, education, and housing.  

Disclosure Issues and Accommodations  

Disclosure may be broadly defined as “an intended release of personal information by 

individuals regarding their tastes, interests, work, money, education, attitudes, opinions, body, 

and personality” (Jourard & Lasakow, 1958, p. 91). Disclosure of hidden disabilities, such as 

learning disabilities, psychiatric disabilities, or HIV/AIDS, pose ramifications that may be 

particularly emotional (Lynch & Gussel, 1996). Quick et al. (2003) found in their research that 

self-advocacy related to disability documentation and disclosure was a major issue for many 

students. Moreover, some students elect not to disclose their disabilities in order to avoid being 

labeled as “disabled” while on campus. Even today, this label carries with it significant 

stereotypes and societal stigmatization. Students may better advocate for themselves and enlist 

the support and aid of others if they disclose their disabilities; however, the risk of harmful 

stereotypes, biases, and ostracism are a realism for students with disabilities and often dissuade 

them from disclosing their disability-based needs. 
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Lynch and Gussel (1996) assert that self-advocacy and appropriate disclosure are 

ultimately the responsibility of a postsecondary school student with a disability in order to access 

the services necessary to complete an advanced education; unfortunately, students who fail to 

identify themselves as disabled are often unable to access many of the supports designed to get 

them closer to having equal access to education (Gordon & Keiser, 1998). Skinner and 

Lindstrom (2003) suggest that many freshmen consider college a new chapter in their life and 

make a decision that their disabilities will no longer be an issue for them. As a general rule, an 

individual may make considerable effort to keep a hidden disability private. If accommodations 

are needed within a college setting, a student is required to disclose the disability and disability-

related needs. Multiple dilemmas arise for the student, including when to disclose, how to 

disclose, how much to disclose, and to whom to disclose (Nutter & Ringgenberg, 1993).  

Rothstein (2003) asserts that due to these this, “the challenges that colleges and 

universities face concerning individuals with disabilities are increasing in complexity” (p. 38). 

The complexity most often arises from accommodations requested by students with disabilities 

and the attitudes that those students encounter as a result; some students request academic 

accommodations such as extra time on exams, while other students encounter physical barriers 

upon entering buildings, which can be expensive to renovate. Rothstein (2003) suggests that 

colleges and universities are obligated only to ensure nondiscrimination and reasonable 

accommodation to a student’s disability.  

Higher education institutions typically agree to pay for “many academic-specific 

accommodations, such as removing architectural barriers from classrooms and providing 

computer software designed to assist disabled students on campus” (Hebel, 2001b, p. 44). In the 

college environment, “all campus programs, activities, buildings, and communications must 
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reasonably accommodate people with disabilities” (Corrigan, 1998, p. 182). What is considered 

“reasonable,” however, is what Universities are currently trying to decide on a case-by-case 

basis, and many students find that it is an uphill battle, and many more do not receive appropriate 

accommodation services at all.  

Student Services and Campus Climate 

Postsecondary institutions have responded to the needs of the growing segment of 

students with disabilities entering their institutions by increasing the availability of services to 

the perceived need of those services. According to Yost, Shaw, Cullen, and Bigaj (1994), support 

services on the nation’s college campuses have increased by 90 percent. Despite this increase, 

however, administrators need to be aware that although students may report a disability, those 

students may not necessarily request an accommodation or identify themselves on campus as 

having a disability to avoid labeling or stigmatization. Accordingly, campus disability support 

services report that between one and three percent of all students on campus request 

accommodation services (Hartman, 1993).  

Regrettably, there is virtually no current research regarding the differential effects that 

various accommodations services, supports and programs have in relation to postsecondary 

education access, participation, and long-term outcomes such as student retention, graduation 

rates and high quality employment opportunities (Tindel, Heath, Hollenbeck, Almond, & 

Harniss, 1998). What is currently known and supported by the literature, however, is that the 

transition from secondary to postsecondary education for students with disabilities is complex 

and challenging (Stodden & Dowrick, 1999). Weiss and Repetto (1997) assert that support 

services have attempted to identify the needs to be shared with students, parents, teachers, and 

guidance counselors at the secondary level, but students with disabilities are often unprepared to 
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move from the protected environment of the high school setting to one that places the burden on 

the student to notify the school of any needed services and supports.  

Support services may impact the academic success and adjustment of students with 

disabilities. A qualitative case study by Synatschk (1994) examined the experiences of five 

college students with learning disabilities who successfully completed their studies at a major 

research university to determine what factors and processes were perceived as influential in 

successful adjustment. Individual and group interviews were conducted with these participants. 

Results indicated that the interaction of the perceptions of life-event stressors, individual 

abilities, and disabilities influenced the types of actions taken by successful college students with 

learning disabilities. The students expressed a conflict between their desire to be independent and 

their desire to use services and accommodations available to them. Despite their academic 

success, it may be assumed that they encountered disclosure issues and attitudinal barriers in 

their postsecondary environment which may have influenced their desire to utilize the support 

services available.  

Further, support services may influence social and psychological adjustment as well. In a 

survey research study intended to find any possible relationship between academic success and 

university accommodation, Keim (1996) examined the academic achievement and the use of 

various academic support services among 125 university students with learning disabilities. The 

results supported the effectiveness of university support programs toward academic achievement 

for these students. Similarly, English (1993) conducted a survey research study to determine the 

role of institution's disability support services in the integration and retention of 35 hearing 

impaired college students and found that support services had a direct effect on academic 

integration, and an indirect effect upon intent to stay in school. There was no effect of support 
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services upon social integration, however. Students felt moderately integrated into their 

academic systems, but students did not feel as integrated into their social systems, and 

institution's support services did not contribute to social integration.  

Lastly, Allison (1994) examined the utilization of reasonable accommodations for 

university students with disabilities and their relationship to graduation rates in a large suburban 

university, and although there were no substantial differences between graduates and disenrollees 

in terms of accommodation usefulness, there were significant differences in terms of social 

support network. Drop-outs indicated lack of social support (family, friends and teachers) as one 

contributing factor. According to Collins (1995), a successful university life experience goes 

beyond the university into the community; building confidence and the necessary social skills of 

students with disabilities are of equal priority to the necessary academic skills, which prepare 

people to meet future challenges.  
The student services in postsecondary institutions are growing in numbers to meet the 

demands of the growing numbers of students with disabilities attending these institutions. Based 

on these studies, however, it appears that while students with disabilities feel academically 

supported by student support services in postsecondary institutions, their overall psychological 

and social needs are not being adequately addressed by these support services, which may 

contribute to a lack of adjustment to the higher education environment overall.  

Attitudinal Barriers in the Postsecondary Environment 

The attitudes of faculty, staff, and other students have an impact on disclosure decision 

making and methods (Lynch & Gussel, 1996). While the population of students attending college 

has come to include more individuals with disabilities, societal and educational attitudes have 

been slow to change. These attitudes often reflect preconceived opinions as to what a person with 
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a disability can and cannot do (Benham, 1997), and are often based on societal biases regarding 

that individual’s ability and stability. Deshler, Ellis, and Lenz (1996) further assert that the 

increased presence of students with disabilities in postsecondary education has also exposed the 

existence of faculty-student perceptual divides within the classroom, and suggest that while 

universities often profess to encourage a diverse student population, the reality as experienced by 

students with disabilities is somewhat different.  

Rao (2004) states that “attitudinal barriers are recognized widely as an impediment to 

success of persons with disabilities” (p. 191). Zascavage and Keefe (2004) go on to say that 

attitude barriers are exhibited via reduced expectations and limiting of opportunities, and this can 

be assumed to greatly impact the student’s self-esteem and self-efficacy within the classroom. 

Attitudes that persons with disabilities need assistance in all areas or that physical limitations 

imply mental limitations are potentially the most hazardous barriers for integration of students 

with disabilities in postsecondary educational settings (Lynch & Gussel, 1996). Rauscher and 

McClintock (1997) define these attitudes as “ableism,” and give an explanation of the term: 

Ableism is a pervasive system of discrimination and exclusion that oppresses people who have 
mental, emotional, and physical disabilities. Like racism, sexism and other forms of oppression, 
ableism operates on individual, institutional, and societal/cultural levels. No word perfectly 
describes what the range of people with disabilities experience. We use the terms ableism or 
disability oppression because they reflect the viewpoint that people with disabilities or physical 
or mental limitations are considered to be inadequate in meeting social and economic roles (p. 
198).  

 
This definition explains the negative attitudes of faculty, officials, and peers perceived by 

students with both visible and invisible disabilities, which ultimately may impact their 

adjustment in the postsecondary environment. For example, a study by Bailey (1994) surveyed 

45 disabled and 33 nondisabled college students to assess whether the way disabled students 

value college education differs from that of nondisabled college students. The results showed 
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that the disabled students were more eager to improve their value to society through successful 

involvement in college education than their nondisabled counterparts. The need to “improve 

one’s value in society” in reaction to a disability may be due in part to ableism, biases, and 

attitudes. These attitudes, however, are equally pervasive on university campuses.  

 A recent study by the Institute for Higher Education Policy found that students with 

disabilities face serious obstacles in achieving their educational goals (Bagnato, 2002). 

 Gearheart, Gearheart, and Weishahn (1996) stated that students with disabilities have 

certain limitations as a result of their disabilities that may give rise to some special needs, e.g. 

visual impairment, hearing impairment, and physical disability. Due to these special needs, it can 

be assumed that students with disabilities encounter many barriers during their educational 

experience. Hebel (2001a) states that “services for those students have improved [over time], 

although some faculty members and officials remain skeptical about accommodating them” (p. 

24). This is not only true for faculty members and officials; the topography and student services 

also may present obstacles to adjustment and eventual success in the postsecondary environment.  

 Even at large public universities, Hebel (2001a) notes that progress has varied, depending 

on the level of student activism, campus approaches to compliance, and specific challenges 

faced, including topography and historical campus attitudes toward fostering diversity. West, 

Kregel, Getzel, Zhu, Ipsen, and Martin (1993) surveyed 40 college and university students with 

disabilities to identify potential barriers to higher education and improvements in services. They 

found that the majority of the students surveyed indicated they had encountered barriers to their 

education, including a lack of understanding and cooperation from administrators, faculty, staff, 

and other students; lack of adaptive aids and other accommodations; and inaccessibility of 

buildings and grounds.  
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Faculty attitudes. 

As with all students, students with disabilities have concerns about how to relate to their 

professors. Students who have disabilities, however, may experience such concerns more 

frequently and the problems they encounter with courses may relate to their specific 

impairments. Barnes (1994) asserts that faculty with positive attitudes toward students with 

disabilities are more readily able to accommodate to the students' needs. Further research 

findings indicate a positive connection between faculty awareness and accommodation, their 

familiarity and experience with students with disabilities and their knowledge about disability 

laws and rights (Bowman & Marzonk, 1990). Therefore, interacting effectively with professors 

is particularly important for students with disabilities (Fichten & Goodrick, 1990). Because 

students with disabilities underestimate the appropriateness of requesting assistance from their 

professors, they may request less consideration from their professors than they actually need, or 

they may present their needs in an ineffective manner. This situation could impede the student’s 

academic progress and turn the disability into a handicap (Fichten & Goodrick, 1990).  

The successful integration of college students with disabilities requires receptive attitudes 

of members in the entire college community (Fichten, 1988). Faculty attitudes toward students 

with learning disabilities are an important influence in students’ adjustment to college, and 

although staff may not overtly express negativity toward these students, they may at the same 

time lack adequate understanding of specific needs (Satcher, 1992). Some faculty question the 

nature of reasonable accommodations and doubt their ability to teach effectively to students with 

disabilities (Fichten, Goodrick, Tagalakis, Amsel & Libman, 1990).  

Additionally, lack of understanding of reasonable accommodations and self-doubt among 

instructional staff can become barriers to the educational participation for students with 
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disabilities (Enright, Conyers & Szymanski, 1996). Faculty may find it difficult to accommodate 

students simply because they lack an understanding of these students’ needs or familiarity with 

campus services. It is [student’s] responsibility to inform school officials of their disability, 

provide documentation of the disability and propose viable options for meeting the unique 

accommodation needs specific to their disability (Stodden & Dowrick, 1999), but Junco (2002) 

asserts that negative attitudes of instructors, may prevent students with disabilities from using 

those very self-advocacy skills required to disclose a disability and request the appropriate 

reasonable accommodations. Beilke and Yssel (1999) argue that postsecondary institutions may 

be willing to make physical accommodations for students with disabilities, but that does not 

necessary translate into positive attitudes on the part of faculty members in higher education.  

In a study of faculty awareness about students with disabilities, Baggett (1994) found that 

77% of the faculty had taught five or fewer students with disabilities during the last four years. 

Faculty additionally indicated that they could identify only students who disclosed their 

disability, and lacked experience teaching students with disabilities, were unfamiliar with the 

various disability rights and laws, and were unfamiliar with the various university-wide services 

available to these students with disabilities. Among the disability groups, the faculty were more 

familiar with teaching learning disabilities than the other groups of disabilities.  

Elacqua (1996) surveyed 37 college students with various disabilities to assess their 

perceptions of the accommodation process at a medium-sized Midwestern university and found 

that while the majority of students felt satisfied with the accommodations they received, they felt 

that requesting a classroom accommodation was often stressful. Further, while the students 

surveyed felt they were familiar with the referral procedures and support services available, they 

felt that their professors were not familiar with their disabilities or available services to aid in the 
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referral process. The study went on to emphasize the need for inservice training about students 

with disabilities in higher educational institutions.  

 A survey conducted by Norton (1997) which targeted feelings of faculty and students 

regarding examination accommodations indicated that faculty are very receptive to a variety of 

accommodations and that they are sensitive to students’ feelings. Although students used the 

exam accommodations, many reported being apprehensive about asking for accommodations. It 

was concluded that the professors’ level of acceptance of the students and their requests was 

greater than the students’ level of comfort in asking for accommodations.   

 A similar but qualitative study by Farbman (1983) explored the experiences of a select 

group of science faculty members from a large urban university. Analysis of in-depth interviews 

revealed that the faculty members had contact with mostly mobility impaired or visually 

impaired students. The approaches of the faculty members appeared to be polarized; some 

faculty were willing to modify their teaching styles, to give out copies of their notes, and to 

spend extra time outside of class, while other professors refused to do those things. 

Accommodations seemed to be related directly to how the students approached the faculty 

members, and the more articulate and precise the student was about his or her needs, the better 

he or she fared. Based on the findings, the researcher concluded that the degree of autonomy 

afforded to professors by academic freedom may be detrimental to students with disabilities and 

preparing these students with advocacy and negotiation skills would best enhance their 

educational opportunities. 

 Beilke and Yssel (1998) studied the relationship between faculty and students with 

disabilities and assert the importance of the faculty-student relationship as a means of 

establishing one’s identity within the classroom and university. The researchers found that this 
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relationship was instrumental to establishment of caring, mentoring, relationships within the 

context of the classroom. Beilke and Yssel (1999) later interviewed ten students with disabilities 

to investigate students’ perceptions of faculty members’ attitudes, and it was concluded by the 

researchers that students often found faculty willing to make instructional accommodations, but 

encountered a negative classroom climate.  

Minner and Prater (1984) surveyed faculty on their academic expectations on perceived 

student ability, and concluded that university faculty may be susceptible to frequently held 

stereotypes, which may in turn be a barrier for students’ success (as cited in Houck, Asselin, 

Troutman, & Arrington, 1992). Vogel, Leyser, Wyland, and Brulle (1999) have concluded the 

following in their research: a) faculty indicated a slightly greater willingness to provide teaching 

accommodations as compared to examination accommodations; b) faculty members were least 

willing to provide supplementary materials such as an outline of their lecture or to provide 

assignments in an alternative format; c) faculty members were most willing to allow extended 

time for exams and to allow exams to be proctored in the office of support services for students 

with disabilities; d) faculty were least willing to alter the format of examinations; and e) factors 

that may have influenced faculty attitude include age, academic discipline, experience teaching 

students with learning disabilities, years of teaching experience, and professional rank. 

Interestingly, Vogel et al. (1999) assert that although institutions of higher education are 

accepting more students with learning disabilities, very little has been reported in the literature 

regarding graduation and attrition rates. 

The awareness of professors regarding the special needs of students disabilities and 

professor’s responses to the concerns of students are vital to students success (Fonosch & 

Schwab, 1981). Fichten and Goodrick (1990) found that some professors were enthusiastic and 
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optimistic when they first found out that they would be teaching a student with a disability. Most, 

however, were somewhat dismayed; they worried about how to talk to the student, wondered if 

they would be able to teach the student effectively, and were concerned about the impact of the 

student with a disability on the rest of the class. The Institute for Higher Education Policy 

(Bagnato, 2002) found in a recent study that faculty often resented being told how they had to 

meet the needs of a disabled student, and may not have the training necessary to deal effectively 

and fairly when faced with such a situation. Many faculty are also concerned about the extra time 

and work involved.  

An additional and vitally important area that has not been specifically addressed in the 

ADA deals with the professors and their knowledge of the needs of disabled students; their 

knowledge of the legal requirements of the ADA; and their willingness to make the necessary 

accommodations (Benham, 1997). Thompson and Leslie (1997) surveyed four hundred faculty 

members in a survey designed to measure their knowledge of disability laws; of faculty 

respondents, less than 18 percent indicated that they were familiar with Section 504 of the 

Rehabilitation Act, while only 50 percent said that they were familiar with the Americans with 

Disabilities Act. It was concluded that the majority of the faculty were only marginally aware of 

their rights and the legal rights of students with disabilities to reasonable accommodations and 

modifications of institutional policies. 

The attitudes of faculty are important to the academic success of students with 

disabilities. These attitudes directly impact the classroom climate and adjustment of these 

students, and while some faculty exhibit a willingness to provide classroom accommodations to 

this population, there is a greater proportion of faculty who do not, based on lack of legislative 
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knowledge and negative attitudes derived from negative stereotypes. These negative stereotypes 

are also pervasive among student peer groups in the postsecondary environment. 

 Peer attitudes. 

 Assessing how students with disabilities think their peers without disabilities would rate 

them is an important step toward understanding how these students may feel about themselves in 

a college environment that is dominated by students without disabilities (Kelly, Sedlacek, & 

Scales, 1994). A better understanding is needed of the perceptions that students with disabilities 

and students without disabilities have about themselves and each other (Fichten, Robillard, Judd, 

& Amsel, 1989). 

 Amsel & Fichten (1988) have concluded from their research exploring the effects of 

previous contact with people who have a physical disabilities on the thoughts of ablebodied 

students concerning interaction with their disabled peers that a) college students who had had 

contact with individuals who have a physical disability are more comfortable during interaction 

and more at ease with their disabled peers, and b) students with and without contact have 

different patterns of thoughts concerning interaction with such individuals.  

 Further, Fichten, Robillard, Judd, and Amsel (1989) have attempted to isolate the reasons 

behind these barriers by conducting a series of studies, and their findings suggest the following 

conclusions: a) college students without disabilities are more uncomfortable interacting with 

peers with disabilities than with peers without disabilities; b) when a socially acceptable way of 

avoiding contact with students with disabilities exists, students without disabilities will choose 

this option (Fichten, 1988); c) students with disabilities are more comfortable interacting with 

peers with similar disabilities (Fichten et al., 1989); and d) Mere contact between students with 

and without disabilities does not necessarily improve the quality of social interaction between 
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these groups (Coryell, Holcomb & Scherer, 1992; Enright, Conyers & Szymanski, 1996; Fichten 

& Bourdon, 1986; Stovall & Sedlacek, 1983).  

 Additional research completed by Kelly, Sedlacek and Scales (1994) suggested that 

students with and without disabilities tended to rate each other in a stereotypical manner on a 

personality rating scale designed to measure attitudes and perceptions. Students with disabilities 

were seen as more conscientious and cultured than were students without disabilities, whereas 

students without disabilities were seen as more extraverted and emotionally stable than were 

students with disabilities. Further, it has been found that students with learning disabilities are 

more likely than students without disabilities to experience problems with interpersonal 

relationships with peers and faculty (Deschler & Lenz, 1989; Deshler & Schumaker, 1983; 

Mercer, 1997; Skinner & Lindstrom, 2003).  

 Studies suggest that ablebodied students interact with students with disabilities based on 

attitudes and preconceived stereotypes, which vastly affect the social adjustment of these 

students in the postsecondary environment. Student services are designed to address the social 

integration needs as well as the academic success of these students, but do not always do so 

effectively. 

In addition to faculty attitudes and services availability, students with disabilities face a 

host of systemic, sociocultural, financial, and personal factors that contribute to low 

postsecondary enrollment rates (Stodden & Dowrick, 1999). Even when students overcome 

barriers to enrollment in postsecondary education, evidence suggests that many of them 

experience difficulty staying in and completing their programs of study (Blackorby & Wagner, 

1996). 

Type of Disability in Postsecondary Education 
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Loewen (1993) exerts that many students have experienced frustration with their 

postsecondary experiences stemming from attitudes, a lack of appropriate services, programs, 

and funding, and the nature of the disability which impacts attitudes, services, and 

accommodations in the postsecondary environment. This can be especially true of students with 

invisible disabilities such as learning disabilities, certain mobility disabilities, auditory 

disabilities, and psychiatric disabilities. 

A study by the Institute for Higher Education Policy (Bagnato, 2002) recently found that 

approximately 40 percent of first-year students with disabilities have learning disabilities, and 

thus have the benefit of special accommodations. The report found that faculty and 

administrators often resisted helping these students with their disability, however, because the 

disabilities were invisible.  

Beilke and Yssel (1999) suggest that students with learning disabilities or psychiatric 

disabilities often encounter resistance based on the perception that such students use their 

diagnosis as an excuse for poor performance. Mowbray and Megivern (1999) suggest that 

students who struggle with mental illness in particular, a prolific invisible disability on campuses 

today, may not be finding the specific supports they need to overcome barriers to the completion 

of their education. Further, Loewen (1993) found that this population of students faced a lack of 

awareness or understanding of mental illness by faculty and peers which contributed to their 

struggle in the postsecondary environment. Moreover, institutional discrimination exists on some 

campuses in the form of mandatory psychiatric withdrawal policies (Hoffman & Mastrianni, 

1991).  

Physical disabilities prove additionally problematic in the postsecondary environment; 

one of the many negative consequences of having a chronic physical health problem is the 
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increased likelihood of experiencing physical activity limitation, which refers to difficulties an 

individual may have in executing everyday activities (Wang, Badley, & Gignac, 2004). 

Therefore, it is especially problematic for nonablebodied students to navigate a postsecondary 

institution that is inaccessible.  

Buildings constructed or altered after June 3, 1977, have had to comply with the relevant 

accessibility code required by Section 504 of the Rehabilitation Act and, after January 26, 1992, 

by ADA (Stodden & Dowrick, 1999). This code mandates that all programs within existing 

facilities must be accessible, and all new construction must be built accessible to all persons with 

disabilities (Council of Educators for Students with Disabilities, Inc.). Providing this accessible 

environment across complete campuses, however, is restricted by both architectural and 

budgetary constraints, and postsecondary institutions often implement this code within these 

constraints, which often do not take into account the immediate individual needs of students with 

disabilities. Studies suggest that students with disabilities often encounter physical barriers in the 

postsecondary environment which remain unaddressed concern by these institutions.  

Further, Hart and Williams (1995) assert that often, students with physical disabilities are 

treated differently in the classroom, and thus receive a different level of education. It may be 

inferred that students with physical impairments encounter additional postsecondary issues, 

including both topographical and attitudinal barriers. For example, Anderson (1993) surveyed 26 

students with disabilities and 66 non-disabled students regarding social support and barriers to 

higher education, and found that students with disabilities on average expressed concerns related 

to physical barriers within the university which were not readily identified by the non-disabled 

students. 
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Additionally, a survey by Singh (2003) sent to Directors of services for disabled students 

of 137 randomly selected institutions of higher learning resulted in only seven percent of the 

institutions of higher learning provide total or full accessibility as defined by this study to the 

students who have orthopedic disabilities, and it was concluded that it is only a small minority of 

sample institutions who offer structural, academic, and dorm accessibility as well as recreational 

opportunities for students with orthopedic disabilities. The following results were also indicated: 

a) academic accessibility provided by institutions of higher learning is significantly greater than 

any other types of accessibility investigated by this study; b) size of an institutions of higher 

learning has nothing to do with it s structure accessibility; c) only a small proportion of the 

institutions of higher learning which offer structure academic, recreational and residential life 

accessibility to students with orthopedic disabilities; d) it is only a small proportion of the sample 

institutions that have entrance ramps, elevators, and automatic doors and other accessibility 

features in all the campus building. Most of the institutions are not structurally accessible; e) 

only a small proportion of the sample institutions have wheelchair accessible dorm rooms and 

other accessible residential facilities and services for students with orthopedic disabilities. 

Implications for Professionals 

Framework 

An important implication for professionals working with students with disabilities is to 

view the issue within an appropriate framework which will guide proactive interactions within 

the higher education environment. One such framework may be conceptualized from the 

viewpoint of critical theory. Denzin and Lincoln (2000) define critical theory: 

A critical social theory is concerned in particular with issues of power and justice and the ways 
that the economy, matters of race, class, and gender, ideologies, discourses, education, religion, 
and other social institutions, and cultural dynamics interact to construct a social system. It 
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analyzes competing power interests between groups and individuals within a society—
identifying who gains and who loses in specific situations (p. 281). 

 
This theory focuses on how injustice and subjugation shape people’s experiences and 

understandings of the world, and maintains that the material world is structured from that 

subjective reality based on the imposed structures of those who have power, and those who are 

perceived as powerless. Critical theory assumes that values shape the frame of interaction with 

the subjugated population, and based on literature in both the counseling and higher education 

fields, it may be appropriate to assume the position that students with disabilities are historically 

and currently underserved by postsecondary institutions. Therefore, this theoretical framework 

conceptualizes this issue in terms of power structures that impact the postsecondary adjustment 

of students with disabilities. 

Suggestions 

In fully understanding our roles in interactions with students with disabilities in the 

postsecondary environment, we are more fully able to comprehend the impact of our advocacy 

for this population. Higher Education professionals and student services personnel maintain vital 

roles in providing transition services, retention, increasing and maintaining enrollment in a 

diverse student body, and foster diversity within the higher education environment. College 

Counselors and Counselor Educators maintain a critical role in helping students learn effective 

coping skills, helping students to develop skills to appropriately address stereotypes of 

capabilities, help foster self-advocacy skills, and help to develop communication between 

students and the academic community.  

Together, Higher Education and Counselor Education professionals can promote a more 

aware higher education environment. The following are suggestions of programs in 

development: Sensitivity training for faculty, staff, administrators, and personnel; diversity 
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awareness programs; higher education programs aimed at accessibility, social inclusion, 

awareness, career and employment; participation in local and national advocacy networks; 

counselors placed specifically within disability service centers; specific counselor education 

training courses, seminars, and workshops with focus on working with disabled populations; and 

further research contributions to all fields included in the higher education infrastructure. 

Conclusion 
 

 Based on the literature, students with disabilities in the postsecondary environment may 

be assumed to be less well-adjusted than their nondisabled peers due to negative attitudes from 

both faculty and peers, physical barriers in the postsecondary environment, and non-use or non-

accessibility of support services, which may be due to disclosure issues. Students with 

disabilities have increased in numbers since the passage of the Americans with Disabilities Act 

of 1990 and Section 504, but still face unique issues and barriers within the higher learning 

environment which challenge their success. Professional staff in the higher education 

environment maintain critical roles in providing positive, proactive interactions with students 

with disabilities in the postsecondary community, and have an obligation to be involved in 

promoting knowledge and awareness on this issue within the fields of Counselor Education and 

Higher Education.
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Players were also asked to self‐rate according to ability level. Results indicated a significant difference 
overall between male and female sportspersonship levels. Females (74.69) registered significantly higher 
at the *p=.001 level than males (70.58).  Also, sportspersonship values were significantly higher early 
(74.19) in the season when compared to later (70.09) in the season when compared at the *p=.001 
level. There was no significant difference in sportspersonship values between junior varsity (72.71) and 
varsity (72.88) players at the p=.01 level.  And, there was no significant difference in sportspersonship 
levels between offensive (71.71) and defensive (73.76) players at the p=.01 level of significance.  Lastly, 
there was a significant difference in sportspersonship levels between players who rated themselves very 
good (70.86) and players who rated themselves average (74.81) at the *p=.01 level of significance.  From 
this data coaches should be aware that a gender difference exists between male and female 
sportspersonship levels.  As coaches decide which genders to work with, it is now evident that more 
attention to sportspersonship must be given to male players than female players.  Coaches should also 
be aware that as the season progresses levels of sportspersonship drop.  Care should be given to 
maintain the early level of sportspersonship and possibly improve on it as the season transpires and not 
accept the overall drop.  Finally, coaches should be aware that higher skilled players tend to display less 
sportspersonship values than lower skilled players.   The higher the self‐rating of the player the lower 
the sportspersonship values.  Higher skilled players may need to be reminded that written and 
unwritten rules apply equally to all ability levels throughout the soccer season.      
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 The issue of school choice has been a topic of debate in recent years in the wake 

of No Child Left Behind legislation and a growing chorus of political voices demanding 

education accountability.  We are often presented with anecdotal stories about individual 

bright students trapped in failing schools.  “Why,” the voices ask, “should parents not be 

allowed to move their children away from failing schools and into ‘better’ institutions?”  

On the surface, these cries for choice make a good deal of sense.  If schools are not 

meeting the needs of their students, then why not allow students to attend schools that 

do?  But here is where I take issue with arguments supporting school choice because it is 

at this point that the debate always seems to end.  Many supporting school choice often 

operate on the illusion that a system such as vouchers is a solution.  In my years as an 

educator and researcher I am concerned by the supporters of such initiatives as the 

voucher system who simply refuse to address the consequences such a policy would have 

on struggling districts.  The most important questions need to ask why academic 

achievement appears to be lacking in a disproportionate number of lower socioeconomic 

urban schools.  Until we are ready to seriously face these questions—honestly 

considering the answers—and offer constructive criticism based on issues specific to the 
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crisis facing many inner cities, we will continue to fail the students in most need of our 

efforts. 

 In this paper I wish to explore the perception of education within low 

socioeconomic neighborhoods and begin to address some of the societal and cultural 

differences that interfere with traditional forms of education.  My emphasis will address 

the changing landscape of the American inner city and the perception of education from 

both those living in poorer urban centers and those in the more affluent suburban 

neighborhoods. 

 This paper is a partial chapter of a book-in-progress that will address the changing 

nature of societal identity and education within lower socioeconomic urban centers. 
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Teacher and Graduate Teaching Assistant Socialization: A Review of Literature and Critique 

The socialization of teachers and graduate teaching assistants (GTAs) is an area of 

research that has received limited attention from instructional communication researchers. While 

other disciplines developed programmatic research examining socialization, the instructional 

communication discipline has numerous unanswered questions about the role of communication 

in the socialization process (Staton & Hunt, 1992). The purpose of this paper is to highlight 

relevant literature and propose reasons why socialization has received limited attention by 

instructional communication researchers.  

Review of Literature 

Socialization occurs when “people selectively acquire the values and attitudes, the 

interests, skills and knowledge—in short the culture—current in groups to which they are, or 

seek to become, a member” (Merton, Reader, & Kendall, 1957, p. 287). Primary and secondary 

socialization are two types of socialization that people experience. While primary socialization is 

the process a person goes through from birth to adulthood to become a member of society, 

secondary socialization is a subsequent process a person goes through to become a member of a 

smaller culture within the society (Berger & Luckmann, 1966). Teachers and GTAs experience 

secondary socialization as they adjust to their roles and to the specific school in which they teach 

(Johnston, Wetherill, High, & Greenebaum, 2002).  

As teachers and GTAs experience secondary socialization, they go through three phases 

(Deal & Chatman, 1989; Staton, 1990). Porter and Hackman (1975) explained each phase as it 

relates to a newcomer entering an organization. In the first phase, called anticipatory, the 

individual chooses to enter a particular organization. In the second phase, called encounter, the 
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person realizes the complexity of organization. In the third phase, called change or acquisition, 

the person makes the necessary changes to remain in the organization. Teachers and GTAs go 

through each of these phases to become socialized to their instructional roles and to the particular 

organizations/cultures in which they work (Staton, 1999; Staton-Spicer & Darling, 1986). 

Preservice Teachers 

 When prospective teachers receive formal teacher education they are referred to as 

preservice teachers (Staton & Hunt, 1992).  Research examining preservice teachers typically 

focuses on student teachers who are under the guidance of university supervisors and 

cooperating teachers (Johnston et al., 2002; Staton & Hunt, 1992; Staton-Spicer & Darling, 

1986). Based on interviews with 12 student teachers, Staton-Spicer and Darling (1986) found 

that none of them went through a formal orientation program at the secondary schools where 

they were interns. Additionally, all but one of the student teachers experienced a “reality shock” 

in which they realized that teaching was time consuming, required large amounts of work, and 

was emotionally stressful. Despite these obstacles to socialization, student teachers were able to 

discuss their teaching with the cooperating teachers, other teachers at the site, significant others, 

and other interns.  

The previous finding confirms an earlier study that identified numerous agents who help 

student teachers become socialized (Friebus, 1977). First, in a process of coaching, a person 

guides or advises student teachers. Cooperating teachers, university supervisors, and other 

teachers at the site were the most influential agents of socialization involved in coaching student 

teachers. Second, in a process of legitimization, student teachers seek confirmation as an 

instructor. Students were the primary agents involved in the legitimization of student teachers. 

Third, in a process of identifying successes and failures, student teachers try to determine the 
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tasks involved in the teaching profession. Again, students were the primary agents helping 

student teachers identify their successes and failures.  

Preservice teachers are more concerned about the task of communicating information 

correctly than the impact their communication has on students (Staton-Spicer & Bassett, 1979). 

Specifically, they tend to worry about delivering lectures, leading discussions, asking questions, 

and using appropriate vocabulary to teach students. Besides these teaching concerns, preservice 

teachers also experience classroom management concerns, such as anxiety about disciplining 

students, student-teacher relationships, and role discrepancies (Staton-Spicer & Darling, 1986). 

Preservice teachers are active agents in their socialization (Friebus, 1977; Staton, 1999; Staton & 

Hunt, 1992). In addition to having concerns, they actively seek out information and agents to 

help them socialize (Staton-Spicer & Darling, 1986).  

Inservice Teachers 

After student teaching, the subsequent years of teaching are referred to as inservice 

(Staton & Hunt, 1992). Inservice teachers’ concerns tend to focus on the impact their 

communication has on students and if students are developing intellectually, socially, and 

emotionally (Staton-Spicer & Bassett, 1979). Additionally, Ziechner and Tabachnick (1985) 

identified four areas of dilemmas faced by inservice teachers. First, inservice teachers experience 

difficulties with knowledge and the curriculum. For example, they must learn to reconcile 

discrepancies between their personal knowledge and public knowledge. This also includes 

identifying the hidden curriculum present in classrooms (Staton, 1990). Second, they have 

difficulties with teacher-pupil relationships, such as knowing when to control students’ behavior. 

Third, inservice teachers struggle with their role as teacher. For example, they must determine 

what and how to teach based on school rules and regulations. Fourth, they have difficulties with 
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student diversity, such as seeing each student as unique. These areas of dilemmas serve as 

obstacles inservice teachers must respond to in order to become socialized.  

One way of coping with such dilemmas is called practice-generated theories (Jordell, 

1987). Teachers develop theories and beliefs about classroom behaviors based on their 

experiences that allow them to cope with different situations. Another way of coping with 

dilemmas occurs when inservice teachers seek information to reduce anxiety (Staton, 1990; 

Staton-Spicer & Darling, 1987). Inservice teachers tend to seek information from individuals 

who can evaluate them, such as the school principal, colleagues, mentors, students, and parents 

of students (Staton & Hunt, 1992; Staton-Spicer & Darling, 1987).  

Just as preservice teachers rarely receive orientation training, beginning inservice 

teachers rarely go through orientation programs when they begin teaching at particular schools 

(Deal & Chatman, 1989). To help beginning teachers socialize, Deal and Chatman (1989) 

suggest that school officials pay attention to the school culture and develop effective orientation 

programs based on the unique culture. Additionally, beginning teachers should be assigned 

mentors and be allowed to have regular, informal interactions with colleagues. Mentors play an 

important role in socializing beginning teachers by proactively meeting with them, disseminating 

information to them, and helping them (Angelle, 2002). 

Graduate Teaching Assistants 

Like preservice and inservice teachers, GTAs have concerns about communication in 

their teaching role (Darling & Dewey, 1990; Feezel & Myers, 1997). Staton and Darling (1989) 

emphasize the importance of training programs to help GTAs socialize into their new roles as 

advanced learner and teacher. Training programs help GTA develop new friendships, obtain 

information, learn rules, and discuss teaching and research. Additionally, when peer leaders 
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facilitate training programs, new GTAs accept or challenge information in order to adjust to the 

role of teaching assistant and work through their concerns (Darling & Dewey, 1990).   

Although training programs help GTAs become socialized (DeBoer, 1979; Staton-Spicer 

& Nyquist, 1979), beginning GTAs also gather information through informal interactions with 

other GTAs (Darling, 1987; Myers, 1994). Additionally, beginning GTAs are more likely to 

share their concerns with other beginning GTAs, rather than experienced people in the 

department (Darling, 1987; Myers, 1994). Departmental secretaries also serve as useful agents of 

socialization for GTAs; whereas, campus-wide training programs are the least effective in 

socializing GTAs (Myers, 1994).  

Many GTAs experience turning points that help them become socialized (Kirk & Todd-

Mancillas, 1991).  For example, they feel socialized into their roles as students when their 

intelligence in confirmed by others. GTAs feel socialized into their roles as teachers when they 

receive support from peers and faculty. Turning points for GTAs also include feelings that they 

have settled into the department and are part of a community (Bullis & Bach, 1989).  

Limitations 

 Research examining teacher and GTA socialization has received limited attention in the 

field of instructional communication. Several reasons provide possible explanations for the lack 

of programmatic research examining socialization in the instructional communication discipline. 

First, research examining socialization tends to focus on a dialectical perspective, rather than a 

functional perspective (Staton & Hunt, 1992; Staton-Spicer & Darling, 1987). The functional 

perspective studies socialization as more of a linear process, whereas, the dialectical perceptive 

studies socialization as an interaction or transaction (Staton-Spicer & Darling, 1987). Studies 

employing a dialectical perspective are more time consuming for researchers. They involve the 
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examination of agents and activities of socialization, teachers’ biographies and concerns, the 

context of teaching and numerous other factors. Instructional communication researchers might 

avoid studying teacher and GTA socialization because it is a complex construct. 

 Second, since socialization is a complex process, no simple surveys exist in the 

communication discipline to study the variable. Consequently, researchers tend to use qualitative 

methods and triangulation to gather data. Many of the studies outlined in this paper use a variety 

of methods to gather data, such as observation, interviews, and having teachers answer open-

ended questions. While combining these methods helps to increase the reliability and validity of 

the research and study socialization from a dialectical perspective, the methods are time 

consuming. Interviews have to be prepared for, transcribed, and content analyzed. Observations 

and answers to open-ended questions have to be coded. The time required to conduct a 

qualitative study might deter some researchers from examining socialization, especially if they 

have to “publish or perish.”  

Third, numerous studies in instructional communication examine convenient samples of 

students and their perceptions of teachers. Researchers will likely have a more difficult time 

accessing a sample of teachers. For example, small colleges are less likely to have numerous 

GTAs or student teachers. Even at larger universities, supervising faculty members only have a 

few preservice teachers student teaching in a given semester. If researchers do not have trouble 

finding student teachers, they might have trouble conducting longitudinal studies with them since 

student teachers typically graduate and move away from the college after their internship.  

 Fourth, many of the studies reviewed in this paper had small samples (e.g. Darling, 

1987). Consequently, the findings have limited generalizability. This might deter some 

researchers from studying socialization. They might think, “socialization might vary from person 
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to person, and small samples will not reveal this variability.” Staton-Spicer and Darling (1986) 

acknowledge this limitation; yet encourage researchers to continue conducting qualitative studies 

examining socialization. They argue that meaningful findings be discovered even with a small 

sample.  

Conclusion 

 Although programmatic research examining socialization is lacking in the instructional 

communication discipline, researchers should recognize the role of communication involved in 

the socialization process. Since socialization is complex, researchers should continue to identify 

factors that influence teacher and GTA socialization. Staton and Hunt (1992) identified questions 

for future research that have yet to be empirically examined. Hopefully, researchers will not 

avoid examining socialization because the construct is too complex or the research is too time 

consuming.  
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ABSTRACT 
 
 
 

Results from standardized assessments reveal substandard mathematical 

performances by African-American students. Many theories have been posited to address 

this age-old phenomenon.  Through the lens(es) of Sociocultural Theory, Self-Systems, 

and Critical Theory, this qualitative study sought to determine factors that impact the 

learning experiences of African Americans who have been successful in mathematics. 

Four African-American mathematics teachers (three females and one male) were 

interviewed and completed a questionnaire for this qualitative document. The investigator 

was also a participant. All four participants were educated in public schools and teach in 

urban school districts. Three of the four participants are currently pursuing doctoral 

studies; the other has a Master’s Degree.  All four teach high school; two of them have 

also taught at the college level. Three of the participants were involved in an earlier 

related pilot study which served as the initial phase for this inquiry. 

Participants offered their mathematical biographies through data collection 

protocols. Even though expected themes occurred, there was one unexpected common 

thread which surfaced. Learning opportunities outside of school, nurturing environments 

at home and at school, family expectations, extracurricular involvement, a connectedness 

with the church, self-regulatory behaviors (i.e., persistence and confidence) perceived 
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utility of mathematics by significant others, African-American instructors at an early age, 

and the ability to adapt to nonsynchronous environments, were among those factors that 

influenced the learning experiences of these participants.  The fact that all four of these 

particpants encountered challenges in Geometry and not Algebra was unexpected yet 

noteworthy.    
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Abstract Title: 
Russian Education: From Kindergarten to the Space Age / 
A Short-term Study Tour 
 
A Russian parable tells the story of Alyosha, a boarding school student, who rescued a little 
black hen from being the main course at dinner.  The hen belonged to an underground kingdom.  
The king rewarded Alyosha for his good deed with a magic seed of corn that enabled him to 
know his school lessons without having to study.  Alyosha was sent back to his regular life with 
a warning from the underground king: “If you tell anyone about our underground kingdom, you 
will destroy our happiness and bring us much hardship.”  Alyosha was confident in his lessons, 
with the magic seed in his pocket, but he betrayed the kingdom.  Eventually, Alyosha learned his 
life lessons about the importance of studying to learn and of treating others well.  Alyosha 
returned to school and was determined to set a fine example in the future.  (Pogorelsky, 1829). 
 
During the past 200 years, Russian society (and therefore, education) has gone through many 
changes that are similar to those of American society: living in urban environments instead of 
rural settings, working with knowledge more than with one’s hands, and using computers and 
media more than pianos or farm tools.  Russians have learned the lesson of the Little Black Hen 
very well and are careful to study hard and get along with others. 
 
Since the fall of the Soviet structures, education programs and schools in the Russian Federation 
are making transitions from the systems and practices that existed during periods of centralized 
decision-making, including more than three hundred years of Tsarist rule and more than seventy 
years of Soviet authoritarianism.   
 
The Department of Educational Studies: Elementary and Early Childhood, in the College of 
Education at Minnesota State University, is sponsoring a 21-day short-term study tour to Russia 
in June, 2009.  The tour will allow participants to experience local culture and gain international 
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perspective.  The tour is open to undergraduate and graduate students, as well as teachers and 
other community members who need graduate-level continuing education credits.    
 
Participants increase in their awareness and knowledge of Russian education and curriculum 
development, instructional strategies, and integrated curriculum for young children.  In three 
major Russian cities, participants are introduced to the development of kindergarten and of 
elementary education.  In Magadan, Moscow, and Saint Petersburg, participants reside in 
university-sponsored housing and join in educational conferences alongside university faculty 
members and students from local community colleges and universities. 
 
Dr. Elizabeth Sandell has taught in MSU’s department of Elementary and Early Childhood since 
2005.  She teaches courses in early childhood education, teacher-parent relationships, and 
classroom planning and management.  She has a keen interest in cross-cultural understanding 
and, especially, in early education in the Russian Federation. She has traveled to 49 of the 50 
United States and to 5 of the 7 continents.  She has visited Russia ten times since 1993, including 
leading a group during the summer of 2006.  For more information, send her an email at 
elizabeth.sandell@mnsu.edu. 
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ABSTRACT 

Building a Total Communication Classroom 

By 

Mary Garripoli 

 Presently, the literature examining communication strategies for children with 

autism spectrum disorders advocates using multi-modal teaching strategies in 

collaboration with a visual support system. As defined in this project, the modalities will 

be treated as a whole, and subsequently referred to as a Total Communication Model of 

instruction and support (TCM): a complex, multi-component model that addresses the 

child's areas of strength and need across natural settings.  

 When building a Total Communication Classroom, two distinct areas of 

concentration should be explored: strategies to increase language and communication, 

and communication aids to support these language and communication strategies. With 

this in mind, this project was undertaken to define and create a teacher's guide for the 

construction of a Total Communication Model in the classroom. 
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Chapter 1 

Introduction 

The Project 

 Autism, a neurological, biochemical disorder at the brain level occurs on a 

continuum from mild to profound and is specifically characterized by deficits in 

communication, and socialization, and by repetitive patterns of behaviors or interests 

(American Psychiatric Association, 2000). Additionally, persons with autism spectrum 

disorders (ASD) are sensory challenged as well. As delineated by Occupational 

Therapists, the sensory systems extend beyond the five senses that we have come to 

understand and acknowledge. According to their definition, ASD affects the 

proprioceptive, vestibular, and tactile sensory systems that, along with the auditory and 

visual senses, establish a person's relationship to the world around them (Ayres, 1973). 

Because of this, persons with ASD may interpret sound as color, touch as sound or depth 

as a mere sensation.  

 For these children, sensory miscues can make the world a difficult place to 

traverse. Walls and floors may appear to fall away as they walk past, rendering the 

children unsure of their own steps. Light may dance as it bounces across a room, 

manipulating the visual field and making the give and take of communication almost 

impossible. Sound, sight, touch, and even emotions are filtered through a sensory prism 

that distorts, magnifies and mutes reality (Williams, 1994). The range of sensory 

interpretations in persons with autism is so varied that not only do these students perceive 
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a different world than that of the teacher, their unique viewpoints can also isolate them 

from their peers (Grandin, 1995).  

 Sensory integration is the nervous system's ability to process input from our 

sensory systems for functional use (Ayres, 1973). The brain must choose, make sense of, 

balance, and provide order to the information it receives from the senses. The visual and 

auditory senses are widely understood; the proprioceptive, vestibular and tactile systems, 

less so. Our proprioceptive sense tells us where our body is in space, where we are in 

relation to others, and how we are moving. It responds to active muscle and joint 

movement. Proprioceptive seeking behaviors can manifest as self stimulation or 

hyperactivity, both of which are frequently observable in persons with autism, and both 

of which can adversely affect a person's ability to interact and communicate with peers.  

 The vestibular system is located within the canals of the inner ear. It is responsive 

to gravity and changes in head position. Vestibular difficulty will result in poor motor 

planning and a distorted body perception. For persons with autism who experience 

deficits in this area, it can manifest as a problem with proximity, one of the issues 

inherent with poor pragmatic communication skills (Mailloux, 1993).  

 And finally, the tactile system provides understanding of the input derived from 

physical touch. Ranging from mild textural discomfort to severe revulsion at the slightest 

touch, some degree of tactile dysfunction is common. The world is a textured place, and 

for persons with tactile aversion, it can be overwhelming. Tactile, proprioceptive, and 

vestibular difficulties are cumulatively referred to as Sensory Integrative Dysfunction 
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(DSI) and are the root cause of communicative and socialization deficits for persons with 

autism spectrum disorders (Mlyniec, 2000). 

 Communication is an area of primary and significant deficit for children with 

moderate to severe ASD (Cafiero, 2001). Challenged by their skewed sensory 

perceptions and often additionally afflicted with oral motor apraxia, children with ASD 

have difficulty in every area of speech and language, from sound production to the use of 

pragmatic speech and the ability to utilize joint attention, a fundamental and critical skill 

in which two people agree to share attention to an object or event (Jones & Carr, 2004). 

Language is, in fact, learned during episodes of joint attention. Shared experience and the 

ability to respond to another person are the basis of communicative interplay (Morales, 

Mundy, Delgado, Messinger, Neal, & Schwartz, 2004). A child who lacks joint attention 

skills has difficulty responding to the overtures of family and peers. When presented with 

classroom instruction, how can that child be expected to learn what is being presented if 

he/she cannot share the teacher's point of focal interest? How can that child communicate 

what they know and feel? 

 Communication is the intentional exchange of ideas between two or more 

participants. In order to successfully communicate a person must want to express an idea, 

intentionally express that idea by making a communicative effort, and have that effort be 

recognized and understood by a receptive second party. This exchange of expressive and 

receptive language forms the basis of pragmatic speech, a primary function of language 

for all people.  
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 Pragmatic awareness allows us to interpret social cues, understand personal space 

and proximity, and pick up emotional cues in conversation. Children with deficits in 

pragmatics have difficulty reading the intention of others. They can appear emotionally 

detached, unfriendly, or even passive because of their inability to make choices or reject 

that which is presented to them (Martin, Drasgow, Halle, & Bricker, 2005). Socialization 

becomes labored, and language for them is literal, lacking irony and wit. Children with 

ASD have deficits in pragmatics that range from moderate to severe.   

 Unable to adequately express their thoughts and feelings, children with ASD may 

want to connect with others, but because they lack the pragmatic skills needed to express 

themselves, they resort to inappropriate behaviors in lieu of successful communication. 

Sadly, these anti-social behaviors serve to further isolate them, and they may become 

trapped in a cycle of loneliness and marginalization that can only be broken by providing 

them with a means of appropriate, functional communication. 

 Socially isolated by these areas of deficit and concern, children with moderate to 

severe ASD require focused and intensive scaffolding in order to interact with teachers 

and peers. Strategies that access multiple modalities and are taught across natural, 

ecological settings such as home, classroom and familiar community areas, have been 

shown to increase the likelihood of communicative success for this population 

(McCathren, 2000). A compilation of diverse, yet complimentary strategies is the 

hallmark of the Total Communication Model of instruction and support (TCM). 
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 In particular, two areas of concern affect all persons with ASD: deficits in speech 

and language and a lack of social skills. These areas of difficulty, coupled with a visual 

learning style, must be addressed in order to facilitate communication. An effective TCM 

should include strategies that teach and support social interaction, as well as a strong 

visual support component (Savner & Myles, 2000). Additionally, the use of alternative 

communication devices, visual aids, and voice output technology is employed.  

 The goal of this project is the creation of a Total Communication classroom: a 

program that combines multi-modal strategies and scaffolding in order to encourage 

communicative success for students with moderate to severe speech and language 

impairments. At present, there is little empirical data on the efficacy of the TCM in its 

entirety. The ERIC, Academic Search Premier, Education Abstracts, and PsycINFO, 

databases were searched for the complete phrase "Total Communication", but relatively 

few articles came up and of these none were suitable to the needs of this project. 

Following this, the databases were again searched, this time using keywords pertaining to 

language, communication, autism and communication strategies. This effort produced a 

substantial number of articles, many of which are referred to herein, but ultimately, the 

Total Communication concept could not be accessed full cloth. To achieve the goal of 

this project, articles were chosen that framed each of its components separately and then 

combined by this author in support of the premise. 

 But ultimately, the implementation of individual strategies, however 

complimentary they may be, does not necessarily translate to success in the classroom. A 
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comprehensive, coordinated program of strategies that are fully integrated with 

scaffolding is necessary to ensure optimum communication. This project is being 

undertaken to construct a communication model whose breadth will address the unique 

and varied needs of a K-3 class of children with moderate to severe disabilities.  

Review of Literature 

 In order to be an effective communicator, a person needs to have at least a 

rudimentary comprehension of social interaction, and because children with autism 

spectrum disorders require substantive support in this domain, teachers should 

incorporate strategies that increase communication through socialization (Lerman, 

Vorndran, Addison & Contrucci, 2004, and Prizant, Wetherby, Rubin & Laurent, 2003). 

A variety of strategies known to increase communicative competence in children with 

autism are reviewed here. 

Strategies 

The Natural Language Paradigm 

 The Natural Language Paradigm (NLP) is a multi component intervention that 

delivers instruction across all of the student's natural environments throughout the course 

of their entire day. Also known as milieu or incidental teaching, the NLP incorporates 

instruction into every aspect of the child's life: home, school and community based 

environs (Goldstein, 2002). Educational opportunities are taken whenever and wherever 

they present themselves. The NLP stresses peer interaction and parental involvement, and 
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is easily generalized because it is embedded into the child's everyday life. But, perhaps 

most importantly, it is child centered and child driven.  

 Choice and preference are the currency of the NLP. The child is encouraged to 

communicate through interaction with the most important people in their life, to freely 

express needs and desires and to seek out connection with others because it is gratifying 

to do so. Also, the natural delivery of the NLP allows each student to learn at a pace that 

is comfortable for him or her. This gives the child a measure of control in the educational 

process, and for children with ASD, a population that historically has had little say in 

what happens to them, this is very empowering. The following NLP strategies will be 

discussed here: Pivotal Response Training, the Integrated Playgroup Model, and the 

SCERTS Model of Communication.  

Pivotal Response Training 

 Pivotal Response Training (PRT), also known as Pivotal Response Intervention  

(PRI), was developed by Koegel, O'Dell and Koegel in 1987. To increase motivation and, 

consequently, learning in children with ASD, PRT utilizes turn taking, task variation, 

child choice, natural reinforcers and consequences to teach important skills to children 

who are difficult to reach (Stahmer, 1995). The focus in PRT is on teaching pivotal skills, 

those ability sets that are defined as, "… areas that when changed, generally produce 

large collateral improvements in other areas" (Koegel, Koegel, Harrower, and Carter, 

1999. Page 174.). The criteria for determination of a skill's importance is simple: mastery 

of the skill that is needed in order to move on to other skills.  
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 PRT is delivered in a mand-response model. The pivotal skill is first broken down 

into teachable components. Each component is then put in sequential order and modeled 

by teachers and/or peers acting as a facilitator. The child is presented with a selection of   

items or tasks. This provides an opportunity for choice and gives the student a greater 

role in the interaction. Through all of this, the student is prompted verbally, and even 

physically if need be, with a mand, (a request), to take an action. If the student doesn't 

respond, the mand is repeated. Responses are reinforced with either preferred items or 

praise, in a 1:1 ratio at the onset that is faded as soon as possible. All rewards are varied 

to sustain student interest in the process and turn taking is used to teach social skills. Two 

additional, pivotal areas that impact communication are self-initiation and symbolic play.  

 A cornerstone of pragmatic speech, self-initiation is a skill that impacts 

communication at all ability levels and ages. Without at least a rudimentary ability to 

initiate communication, the child with ASD is a passive observer of social interaction as 

opposed to being an active participant with peers (Martin, et. al., 2005, and Koegel, 

Koegel, Shoshan and McNerney, 1999). The Koegel team conducted a two-phased study 

on ten children with autism in which initiations were modeled for the students. 

Researchers increased motivation by hiding preferred objects around the environment and 

guided the children to find the reinforcers in what was essentially a game. Not only did 

this teach the desired skill sets of initiation and social communication, it increased the 

desire for socialization by encouraging child-friendly choices and natural behaviors. The 
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children wanted to participate because the game was fun, and this made the intervention 

highly effective.  

 Symbolic play is an activity in which the child uses one object as if it were 

another object (a banana is used as a microphone). In a symbolic play strategy, imaginary 

scenarios are enacted, stimulating the skill areas of pragmatic language development and 

metacognitive growth in the child. The importance of these communication skills 

qualifies symbolic play as a pivotal skill area (Stahmer, 1995). 

 Since the literal thought processes of persons with ASD make it difficult for them 

to engage in pretend activities, methods that promote the stimuli of abstract thinking are 

needed to ensure optimum language acquisition (Stahmer, 1995). Using a PRI model, 

researchers have shown that children with ASD are capable of performing symbolic play 

actions, thus ensuring them the additional benefit of increased language development 

(Lewis & Boucher, 1988). When symbolic, creative play is modeled and taught to 

children with ASD, they acquire another skill necessary to the communication process. 

The Integrated Playgroup Model 

  Play is a natural vehicle through which children learn and grow socially and 

cognitively. Through play they increase fine and gross motor skills, establish patterns of 

interaction and learn appropriate behaviors (Yoder, Warren & Hull, 1995). This makes 

"play" a pivotal area. Students with ASD have deficits in multiple areas needed to engage 

in appropriate play. Among other concerns, pragmatic deficits and difficulties with joint 

referencing can negatively impact a child's ability to engage with non-disabled peers in a 
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social setting (Sansosti, Powell-Smith, & Kincaid, 2004). Understanding this, a play 

based strategy could be effectively implemented for students with ASD. 

 Based upon Vygotsky's social constructionist theory, the Integrated Playgroup 

Models, or IPG, teaches children to interact and communicate through guided play in 

child-motivated, natural settings (Laniz, Nelson, & Loftin, 2004). Play-based scenarios 

are facilitated on a continuum of support in five models of delivery:  

 Structured play sessions - Play and the communication necessary to interact with 

peers is modeled at every step. The child is given a limited choice of activities and 

tasks are broken down into their most discrete components to insure success. 

 Monitored play sessions - The facilitator or therapist models the child-chosen 

activity and then prompts the child to interact with peers in that activity. At the 

point of engagement, the facilitator steps back to observe and monitor progress. 

 Scaffolded play sessions - Communicative support is prompted as needed during 

child driven play sessions. 

 Social-communication guidance - During the course of play, social interaction is 

encouraged and minimal prompting is offered only after the child either 

experiences difficulty or makes a request for assistance. 

 Guided play - The child is given choices, allowed freedom with peer interaction 

and only re-directed when absolutely necessary. This is the least restrictive and 

most independent play on the continuum of the IPG. 
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The SCERTS Model 

 The SCERTS Model is deserving of note because it offers individualized support 

in a discrete, intensive, and individualized delivery of instruction. The level and method 

of assistance offered is based on the child's assessed strengths and weaknesses. Research-

based behavior and communication strategies are then chosen to maximize learning 

potential. Developed by Prizant, Wetherby, Rubin, and Laurent, (2003), Social 

Communication, Emotional Regulation, and Transactional Support, or SCERTS, is a 

family-centered, natural strategy that focuses on supporting the child in natural settings, 

among family and peers.   

 The model specifically addresses two challenges of social communication for 

children with autism and other moderate to severe communication disorders: 1) joint 

attention, defined as the ability to share focus, reciprocal exchanges and intentionality of 

thought, and 2) symbolic use, the capacity to understand the meaning embodied in 

gestures, words and more advanced linguistic forms. Put more succinctly, joint attention 

allows us to recognize the communicative intent of another person, and symbolic use of 

language provides us with the insight to understand the subtext of that communicative 

exchange.  

 One of the main components of the SCERTS model is emotional regulation. The 

model seeks to develop self-regulatory skills through both sensory-motor and higher level 

cognitive-linguistic strategies delivered in one-on-one instruction. The objective is a well 

maintained state of emotional arousal that enables children to remain organized and 
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available to learn. The child is continuously assessed to ascertain emotional balance or 

lack thereof. If the child is in low arousal, sensory stimulation is provided by the 

instructor to increase focus and attention. If the child is cycling in a high state of arousal, 

sensory integration strategies that diminish agitation are used to alleviate distress. The 

SCERTS model maintains that once the child is in control of his/her feelings, behaviors 

that are incompatible with successful learning fall away. 

 While this area of focus contributes to the overall success of the SCERTS model, 

it also makes it less accessible for students who have more pronounced difficulties in the 

area of emotional, self-regulation. Children with moderate to severe ASD often have very 

low frustration thresholds. For these children, regulating their emotions requires control 

of too many impulses and feelings. It cannot be done simply or easily. In a moderate to 

severe setting, the SCERTS model might be more difficult to implement for the 

classroom teacher simply due to the amount and level of support that would be required 

in order to successfully facilitate instruction.  

Supporting Communication with Alternative Aids 

 As defined by this project, a Total Communication Model is a much more 

complex structure than is the use of individual strategies in isolation, and in fact, once the 

framework of NLP strategies is in place, the TCM needs to be fleshed out with the 

inclusion of modalities that support and encourage speech, language, and communication. 

Success lies in providing the students with three supporting elements: multimodal 

opportunities for expression, embedded speech and language and assistive technology. 
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 Multimodel opportunities for expression utilize the child's kinesthetic sensibilities 

by tapping into visual, sensory, and auditory stimuli. The child is scaffolded across 

multiple domains. This holistic approach to language acquisition is very stimulating, and 

subsequently, very effective. Scaffolding is facilitated by teachers and peers in the 

classroom, and is offered continuously, providing the child with a full sensory pallet and 

stimulating the child's communicative centers sufficiently to elicit responses and motivate 

initiations.  The student is given multiple opportunities to communicate with either signs, 

gestures, sounds, or technology, or a combination of these modalities.  

 Manual signing enhances communication by reinforcing receptive and expressive 

vocabulary to children with limited or no functional speech (Mirenda, 2003). Signing is 

an easy and accessible modality that supports verbal cueing, and simultaneous use of 

American Sign Language (ASL) with a visual system has been proven to stimulate 

speech and language acquisition in children with autism. However, there is a caveat. 

Much of the research on manual signing for children with ASD has centered on teaching 

labels as opposed to vocabulary. Since children with autism have a concrete appreciation 

of the world, learning nouns and labels is easier for them than learning other language 

functions, such as understanding the perspective of another, or asking questions (Jahr, 

2001). These other functions of language must not be overlooked when teaching in sign 

or in any other communication domain. The subtler uses of language may be more 

difficult for persons with ASD, but with strategies and supports in place, they are not 

entirely out of reach.  
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 Not all children with autism perform equally well in sign language skills, and this 

has to do with fine motor ability. For much of the moderate to severe population of 

persons with ASD, fine motor coordination can be an area of deficit due to apraxia 

(Schuler & Prizant, 1987).  

 Apraxia is defined as a nueromotor disorder that prevents or impedes purposeful 

movement. Children with oral motor apraxia do not process sensory motor feedback from 

their speech attempts in the same way as their non-disabled peers. This feedback sends 

essential messages to the muscles that produce oral speech. The concern exists that 

apraxia may be an underlying cause of spoken language deficits for children with severe 

ASD (Schuler & Prizant, 1987). Additionally, limbic apraxia, the impediment of fine 

motor movement, occurs when sensory feedback is blocked to arm and hand muscles. 

Subsequently, although it may be appropriate to teach children with poor fine motor skills 

simple, functional signs, they may require assisted tech support as well (Tincani, 2004).  

 Iconicity is also an issue. Signs that resemble the words they represent are easier 

to learn for visual, literal learners. ASL is used more extensively than exact finger 

spelling precisely because it is a language whose vocabulary frequently approximates a 

visual cue for the idea being communicated. Signs are easier to prompt than verbal 

production, and the amount of support provided by signs used in tandem with gestures or 

a visual system can provide enough scaffolding to ensure some measure of 

communicative success for a child with severe language delay (Goldstein, 2002). Yet 

even in ASL, many functional signs bear little resemblance to their meaning. This limits 
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sign language acquisition for many children with moderate to severe language delays 

whose receptive skills may be an area of deficit. Graphic symbols can fill the void for 

these children. 

 Embedded speech and language is a defining characteristic of any NLP method, 

with the idea being that communication should be spontaneous and ubiquitous. 

Successful communication takes place naturally across environments and with little 

fanfare. Modeling and prompting are used when requested, but speech is encouraged at 

every opportunity. The child is praised and acknowledged for every responsive action or 

utterance made, and no communicative effort is ever ignored. Teachers and peers offer 

continuous interactive support throughout the day.  

 Working with pre-school age children over four years in a classroom setting, 

Schwartz & Garfinkle (1998) studied the Picture Exchange Communication System for 

children with ASD. They trained their subjects to communicate with teachers and peers in 

an embedded program, throughout the school day using picture symbols or PECs. 

Originally developed by Bondy and Frost (1994), PECs gave students the ability to label 

the objects in their environment, identify the names of peers, follow a visual schedule and 

make simple requests. Based on their findings, PECS would be a worthy communicative 

strategy for the classroom. However, the PECS system is a highly structured program 

requiring extensive, longitudinal support of personnel and materials that cannot always be 

implemented given the confines of different educational settings. Should the teacher be 
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unable to implement PECS as a strategy, picture icons can still be used as visual, 

communicative supports across environments. 

 Assistive Technology (A.T.) can be as sophisticated as a computer generated 

voice simulator or as simple as a pencil grip. A.T. adaptations and modifications should 

be tailored to a specific student or population and implemented to the appropriate level of 

need. Successful A.T. can transition with a child from setting to setting throughout 

his/her life. A perfect example of this is a visual schedule, an A.T. support that may begin 

as a picture on the wall that a young child can point to, and ultimately evolve into a 

calendar uploaded into a palm pilot that this now grown student can use for school and 

work. In this and many ways, A.T. can help the student to maintain order and structure in 

their education, home life and work (Hagner & Cooney, 2005). The defining 

characteristic of affirmative, assistive technology is that it addresses the unique needs of 

each child by providing support as needed, and to the degree or level of need. With A.T. 

in place, the non-oral, non-verbal communicator need not rely on sound production to be 

understood.  

 Assistive Technology in the form of Voice Output Communication Aids (VOCA) 

is invaluable. Many children with autism, particularly in the moderate to severe range of 

the continuum, have oral motor apraxia which renders verbal speech problematic, if not 

impossible. And since limbic apraxia often coexists with this condition, efforts to use 

sign language fail for lack of ability. Given these limitations, a voice output device would 

provide the child with ASD with an avenue of communication that would otherwise be 
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blocked off to them. And there is a growing body of evidence to suggest that aided 

techniques may actually stimulate speech development by providing accessible support 

that takes the pressure off speech production and places the emphasis on communication 

(Romski, Sevcik & Adamson, 1999). Mirenda (2003) concludes that use of VOCA 

potentiates generalization among settings because it is accessible and socially acceptable 

to the non-disabled population, and easy to understand for all users. VOCA use is also 

one of several viable options for remedying communication breakdowns (Sigafoos et al, 

2004). In the educational setting a VOCA gives students the ability to interact with many 

people. It is an effective communicative tool. 

Conclusion 

 The Total Communication Model is proactive, natural and positive. It employs 

multi-modalities and multiple, complimentary strategies and focuses on each child's 

unique strengths, rather than on solely compensating for their areas of deficit. This 

honors the viewpoint of the child, and child-choice is integral to the success of this NLP 

model. Children with ASD are predominantly visual learners and the TCM is a visually 

rich model. Language is embedded, visual cueing is a given, and students are offered 

communicative choices that are preferential and highly motivating.  

 This project will provide educators with procedures for constructing a Total 

Communication Model to promote maximum communicative success in their classrooms. 
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Chapter 2 

Procedure 

Development and Design 

 This project resulted in the creation of a teacher's handbook entitled, Building a 

Total Communication Classroom. The purpose of this handbook is to provide both 

general and special education teachers with a hands-on, how-to guide for the construction 

of a total communication model of classroom instruction. The handbook is designed to be 

easily accessible and user friendly; making information readily available to assist 

educators in the implementation of their classroom communication plans.  

 The process employed to develop this handbook included research of empirical, 

peer reviewed data on the efficacy of communication strategies and supports, and the 

subsequent development and use of the TCM in my own classroom, which was the basis 

of my work on the teachers' handbook.  

Step 1 - Organizing the Data 

 Because the literature on the Total Communication Model of instruction as a 

whole concept is scant and difficult to find even with the assistance of university research 

librarians, I was ultimately compelled to dissect the model and research its components 

individually. While this approach seemed counterintuitive at first, it soon became 

apparent that studying the various elements that comprise a TCM -  the strategies, 

adaptations, modifications and supports - on an individual basis, informed the research 
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process in a greater depth than would have been possible with a focus on the model as a 

whole. And the results were illuminating.  

 Each component of the TCM as conceptualized in this project has merit in its own 

right and each is frequently used on its own to measurable degrees of success, as is 

indicated in the literature. However, the key to maximizing communicative success lies in 

discerning which strategies and supports to employ, which are complimentary with each 

other given the perimeters of the needs of the classroom, and what level of assistance will 

need to be provided in order to facilitate learning. Appropriate strategies and supports, 

utilized in concert and delivered in a balanced, natural model has the potential to achieve 

the greatest benefit to the students.  

 Having chosen the elements of my TCM, the next step was to put the plan into 

operation in my own classroom. 

Step 2 - Taking the Plan from the Paper to the Classroom 

 Taking my TCM design from research based theory to concrete reality involved 

designing what amounted to a unit lesson plan on communication. As in any lesson plan, 

task analysis enabled me to maximize productivity by putting my ideas into an orderly 

plan. 

 Assess the students to determine which strategies and supports will be needed. 

(To the extent possible, assessments should be conducted in collaboration with the 

speech therapist. His/her expertise in determining which assessment tools to use 
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will proactively contribute to your choice of strategies in the classroom. 

Following this, ongoing teacher observation will ensure success.)  

 Define the areas of the classroom to best accommodate learning. Classroom 

design can enhance, or detract from, learning readiness. You will want to 

maximize the potential for communicative opportunities, and establishing distinct 

areas in your classroom that encourage and support these opportunities, will 

support your goal (Downing, 2005).  

 Create visual cues such as picture icons for non-oral learners and make them 

available to all students. 

 Create kinesthetic cues to support language in alternate modalities. These will be 

used for students with low visual acuity or for students whose learning style 

requires more sensory input.  

 Procure and program appropriate Voice Output Communication Aids to provide 

oral language support. 

 Use computer software to create picture symbols for school items, needs and 

activities. 

 Label items that the students will most likely want or need and provide pictorial 

referents (picture exchange symbols) to ensure clarity.  

 Create a visual schedule chart for the classroom.  
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 Non-visual learners can benefit from the use of realia: three dimensional object 

cues that can support language and communication. Create a tactile based, 

kinesthetic schedule chart for the classroom.  

 Label and identify areas - bathroom, library, art area - with both words and picture 

symbols or photographs, to assist in developing transition skills. 

 Prepare Picture Exchange boards for use in all school environments and make 

these accessible to all students. This creates a safety net of language prompts that 

will support everyone.  

 Train classroom aides in communication strategies and techniques. 

 By taking this course of action and setting up the instruments needed for 

facilitation, I was ready to implement my TCM.  

Step 3 - Taking the Plan from the Classroom to the Paper 

 Once the TCM was in use in my own K-3, SDC classroom, I was ready to 

compose the cornerstone of my project: the teacher's handbook. The handbook as I 

envisioned it, needed first and foremost to be an easy read for teachers on the go. With all 

of the paperwork, assessment and testing demands, and the extra qualifications now 

required of teachers today, we have very little free time and energy (or interest) to devote 

to a dry tome with minimal classroom resources. This project strives to give teachers an 

accessible, fun guide to total language facilitation for their students with moderate to 

severe speech and language impairments.  
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Chapter 3 

Summary 

 This project resulted in the creation of a user-friendly, easy to read handbook for 

teachers, Building a Total Communication Classroom.  The aim of this handbook was 

to provide educators with an accessible, content-rich guide to teaching 

communication skills in the classroom. Drawing from a review of empirical data and 

working collaboratively with my Masters advisory team as well as professionals and 

colleagues in the field, I constructed my own template, (my own TCM classroom), 

and set about the work of teaching communication skills to children with moderate to 

severe language disabilities. With my own TCM classroom up and in motion, I had 

the wherewithal to begin the writing of this book, a process that proved to be 

demanding, and even sometimes laborious, but one that also changed my perspective 

on both the profession of teaching and my place in it. It is this hard earned 

enlightenment that has informed my life in unexpected ways. 

 Because of the work I did on this project, I now feel more prepared to create 

individualized communication plans for the students in my charge. I have become 

conversant with the latest strategies and ideas, and have come to appreciate that the 

teaching of communication is a complex undertaking that demands our focused 

commitment to connect with others in a meaningful exchange of ideas and feelings. 

Teaching communication to children with moderate to severe language disabilities is 

much more than merely applying strategies, providing prompts and using assistive 
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technology in the classroom. The successful teaching of communication requires us to 

think collaboratively and creatively, and to willingly immerse ourselves in the multi-

component, multi-modal, person sensitive methodology that is the essence of the 

Total Communication Model. 

Evaluation 

Since the primary goals set for the project were that the handbook be accessible, user 

friendly, and rich in empirically validated content, I sought outside commentary from 

peers to assess the effectiveness of my work and ensure that these outcomes were 

met. The assessment tool used was a five question survey of my own design which I 

submitted to six colleagues for their evaluation and critique. Their insights proved 

very useful in the final editing of the handbook.  

 The survey results were gratifying and the overall impression of the teachers' 

handbook was very positive. Every one of the assessing teachers liked the format, 

style and voice chosen for the project. And happily, every one of them wrote that not 

only did they enjoy reading the book, but that they would use it and recommend its 

use to other teachers. The strategies and supports contained in the handbook were 

deemed to be very clearly defined and appropriate for use with their students. And, 

while some of the strategies were familiar to the majority of the assessors, several of 

the strategies and supports were new to all but one of the evaluating teachers, and all 

of the teachers said that the strategies and supports were explained in a way that 

would make facilitation easy.  
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 As a result of this evaluation, changes were implemented that I feel strengthened 

the book. Clarifications of the text and additional references were requested by two of 

the evaluators, and a third teacher asked that I expand the section on classroom 

supports to emphasize the importance of collaborative work habits and methods. All 

of these suggestions were excellent and when implemented, all of them improved the 

text.  

Conclusion 

 Finally, the creation of this project has helped me to grow as a teacher. I am more 

committed than ever to empowering the communicative efforts of a population of 

students that has for too long, been without a voice. Teaching a child to communicate 

is essentially building a bridge that connects them to all of humankind. I cannot think 

of a better use of my talents. 
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Appendix 

Building a Total Communication Classroom 

A Handbook for Teachers 

Mary Garripoli 

Teacher Survey 

1. What was your overall impression of the teachers' handbook? 
 
 
 
 
 

2. Do you think that the strategies and supports contained in the handbook would be 
useful in your classroom?  

 
 
 
 
 
3. How accessible was the handbook? What was your impression of the style of 

writing? 
 
 
 
 
 

4. Would you use this handbook as a teaching tool? Would you recommend its use 
to other teachers? 

 
 
 
 
 

5. What would you like to see added to - or deleted from - this handbook that would 
increase its value to teachers? 
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Chapter I 

You Can't Build Anything without a Good Set of Blueprints 

 

 Anybody who's ever had an addition built onto their house will tell you the same 

thing - don't even think about picking up a hammer unless you have a good set of 

blueprints. Otherwise, your dream of luxuriating in a first rate master bathroom could 

dissolve into the nightmare of languishing in a second rate outhouse. Without a solid plan 

of action in place, things can go terribly wrong. Consider this an unwritten rule of the 

building trade.   

 The same rule applies to your Total Communication Classroom, with one caveat - 

the better the blueprint, the better the educational program.  Let's start the process by 

drawing up your blueprints; deciding what you need and how you want your classroom to 

run. As this manual unfolds, we will set up your environment, list the tools and supports 

that will best help you teach communication, define your terms and levels of classroom 

assistance, determine what strategies are best suited for your students, and finally, put 

your TCM in motion.  

Mapping Out Your Environment 

 A TCM classroom should be a visually colorful, texturally rich banquet for young 

learners; a place that inspires communication by stimulating the senses and providing 

ample opportunities for communication to take place. Because they manifest deficits in 

both receptive and expressive speech and language which negatively impact auditory 
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processing and oral-motor speech production, children with moderate to severe 

communication disorders rely on other modalities to make sense of the world around 

them. The Total Communication Model incorporates multi-modal, visual and kinesthetic 

referents to provide a maximum level of language cues to all learners. For the moderate 

to severe population, the substantial support provided by these cues is intrinsic to their 

communicative success.      

 The first thing your blueprint needs to do is to define and enrich communication 

areas within the classroom (Downing, 2005). Whatever your teaching delivery is - 

whether you set up your classroom in a cooperative, station based model, or make use of 

a more traditional, lecture driven model, with desks placed in rows along the length of the 

room - you will increase communication opportunities for all students by making 

available a good number of varied language prompts throughout the education 

environment. In my classroom for K-3 students with autism and other moderate to severe 

disabilities, this translates into the display of many levels of prompts throughout the 

room.  

 My TCM classroom is word and picture rich. Every area of the room has visual 

cues up on the walls and on the tables. Students have only to look around them to see 

either a visual or solid referent for the things that they may want to ask for, or for the 

ideas they may want to express. For children who have little to no oral vocabulary, easy 

access to these referents increases the likelihood that they will be able to participate in 

communicative exchanges with teachers and peers.  
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A Picture's Worth a Thousand Words 

 If You Can See It, You Can Do It - (Labeling) A visual schedule is a 

fundamental organizing tool for your classroom. Without at least a rudimentary 

ability to sequence the events of their day, students with moderate to severe 

language disorders will frequently manifest difficulties in attending, and 

organization. A visual schedule anchors them in what would otherwise be a sea of 

confusion and gives them a tool with which to participate with their non-disabled 

peers. To be effective, this schedule can and should be modified to suit the 

specific needs of your students and staff. In my classroom the schedule is 

presented in list form with a picture icon on a laminated card, labeling each 

activity in sequence for each student. Since my students this year are able to 

visually discern picture approximations of activities, this system works best for 

us. However, in the past I have had students with Visual Impairments in my 

classroom, as well as students who were functioning at a pre-symbolic level and 

so could not attribute meaning to pictures. In both instances, I opted to make 

kinesthetic modifications to their schedule boards. For the student with V.I. 

concerns, the pictorial images were replaced by tactile, sensory referents that the 

child could access by touch. And in the case of the student for whom pictures held 

no meaning, realia, or object representations, were presented in the order in which 

they would be used. In both these instances, the modifications made were case 
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specific, and in both cases, they were appropriate and measurably successful to 

varying degrees. 

 Charades Anyone? - (Animation) Nouns by their nature are easiest to teach and 

understand. A noun has its own, built in visual referent. When referring to a book, 

you show a picture of a book. Point to a book. Hand someone a book. Teaching 

nouns isn't rocket science. But language is more than labeling, and this is where 

you, as a teacher, get to be creative. Reaching a child with moderate to severe 

language delays will require you to think outside the box. You will need to 

provide communication cues that present syntax in context and hint at pragmatic 

meaning. For example, act out a simple action such as sitting down next to a 

friend. Then, present icons that show that action being taken and support both 

these efforts with gestures, signs and oral language. As you expose the students to 

more and more intricate scenarios, they will gradually accept and understand 

larger pieces of knowledge. In other words, sometimes teaching communication is 

just like playing Charades. What you can't spell out in pictures, you will have to 

make clear in other modalities.      

 The Snack Pack - (Reinforcements and highly motivating activities) Take it from 

an Italian, eating is one of the most satisfying and reinforcing activities there is. It 

is a fundamental need: we all do it and our need to do it can spur the least 

loquacious among us to ask to do it. Putting it another way, snack and lunch times 

are great opportunities for communication. Children get to ask for the food they 
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want, offer to trade the food they don't want, and express their feelings about the 

food they ended up with. Every child, no matter their level of function, can 

communicate these ideas in some way shape or form, and we need to be there to 

provide enough support and a willing listener. In our class we use several modes 

of communication at the lunch tables. The students are seated in small groups of 

no more than three children, and each group of children is facilitated in speech 

and social interaction by a classroom aide. The intimacy of the small groups 

allows everyone to have their fair share of attention and input. Wooden boards 

with laminated icons and VOCA (Voice Output Communication Aids) are at hand 

to allow the children opportunities to communicate when they feel the need or 

desire to do so, and also to introduce children to communication skills by 

initiating conversation with them. And because eating is such a reinforcing 

activity, the children always want to talk, if for no other reason than to ask for 

more food.  

 Play's the Thing - (Interaction) Social awareness may begin with eating, but it 

takes flight in play. Playing is necessary to all children. Through play, children 

learn a wide range of skills and social behaviors. This is why play is a pivotal area 

for children; it is an area that affects many other areas and as such, is a prime 

motivator for communication success. Set up your classroom play areas with toys 

that need to be shared. In order to share, you have to communicate. Toys that 

allow the children to act out different scenarios, and toys that inspire the 
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wonderment of pretending will also prompt them to connect with others in a 

meaningful way. Even a child with autism, for whom non-literal thought is 

challenging, can be guided in play to interact with peers in make believe games 

and situations. An example of this would be a play tea party. To get the kids 

talking, put real cookies on a platter and guide them to ask for what they want 

from peers. On the playground, the modeling of communicative exchanges by 

non-disabled peers is a proven motivator for language acquisition. Play really is a 

great leveler for children; there is a role for everyone in the game - and everybody 

needs to be part of the whole.  

 And Behind Door # 1 - (Visual cues) What does a child do when a desired toy or 

puzzle is locked away in a closet, out of sight and unavailable to be grabbed? If 

that child has autism, a meltdown may take place, replete with dropping to the 

floor, kicking and screaming in frustration. Because children with moderate to 

severe language disorders cannot ask for the things they want and need, we as 

their facilitators must support their communication needs by prompting speech in 

multiple modalities. One way to visually cue language needs is to set up a 

pictorial list of the contents inside a cabinet, on the outside of that cabinet. The 

child can choose from a picture menu and point to the desired object. It's a simple 

fix that takes the mystery out of the question, "What do you want?" And with an 

appropriate level of assistance offered, the teacher can either model or prompt the 

students to make choices by using the pictures. This adaptation to the classroom 
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environment can free the students from the anxiety of their language limitations 

and inspire them to make requests - and even demands - of their environment. 

 Tell Me How You Feel - (Behavioral support) One of the most difficult things for 

children with moderate to severe communication disorders is the expression of 

their feelings. Without the ability to explain their feelings, these children are 

trapped in a no-man's land of loneliness and frustration. To support the needs of 

this population we must provide them with an emotional vocabulary. In terms of 

referents, this vocabulary can be visually displayed throughout the classroom 

environment using picture icons, and graphics. But since feelings are complex, 

more support may be needed to fully explore the depth of emotions felt by the 

student. Multi-modal cueing can fill in where visual cues leave off. In my room I 

support emotional expression with social stories picture books, token-exchange 

charts that show faces etched in various emotional expressions, and puppets that 

make visual the facial expressions of a range of human emotions. We talk about 

our feelings using the emotionally vibrant language of ASL, sing out our feelings 

at music circle time, and express ourselves through art and dance. In every way 

available, we acknowledge the emotional life that exists within each of us. And 

we are the better for it. 

 People Who Need People - (Social safety net) Speech and language are best 

learned naturally, in everyday situations and settings. Opportunities for interaction 

and communication arise throughout the child's day, and one of the most effective 
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ways to make the most of these opportunities is to encourage communicative 

interplay with the people that matter most to the child. An emotional connection is 

an open door into the heart of a child. Children thrive in an atmosphere of love. 

Nothing matters more to a child than being emotionally connected to someone, 

and nothing is more motivating than expressing love for another person. Once you 

have developed communicative aids for use in your classroom, it would be 

beneficial for your students and their families to duplicate a few of these supports 

and send them home to be used by parents and family members. Providing parents 

and family with communication assistance will help children maintain progress 

and generalize what they are learning. And their parents will revel in the ability to 

communicate with their children. It's all good. 
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Chapter 2 

Check Your Toolbox 

 

 With blueprints in hand, you're just about ready to get started on construction, and 

having the right tools will make your job a whole lot easier along the way. It's common 

sense. If you're going to build a house, you're going to need a hammer. Teachers are a 

resourceful bunch, but if you need a hammer you can't "make do" with a chainsaw. It 

doesn't work that way. Before you go a step further, check your toolbox and make sure 

you've got the goods. For your TCM toolbox, there are some essential tools that will 

make your classroom work that much better.  

 

Visuals: The Basics 

 Developed by Bondy and Frost, Picture Exchange Communication Symbols are a 

"must have" for every total communication classroom. You may know them by their 

trademark name, PECs, an excellent product that is clear, accessible for students and 

relatively easy to use with training. The PECs brand symbols are made on the computer 

with Boardmaker software, but there are other picture icon vocabularies available to 

teachers as well. Remember, affordability, accessibility, and user-friendly visuals are 

what you're looking for in a symbol system.   

 PECs as a strategy must be facilitated, implemented and supported within the 

classroom by trained staff and assistive personnel in a set manner. Due to the substantive 
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requirements of its implementation, using PECs isn't always possible. However, the 

Picture Icons that are the centerpiece of the strategy are important communication tools, 

and should be used as much as possible in your classroom for visual support and 

language interaction.   

 Start off with icons for items the students need. Food, books, a break, the 

bathroom - if a child is going to talk about anything, they will communicate to get their 

needs met. Children with ASD and other moderate to severe language disabilities, have 

difficulty with pragmatic speech. The idea of conversation simply for the sake of 

socialization is a concept that eludes them. By motivating these children with things that 

they very much want or need, you increase the likelihood that you will elicit 

communicative efforts from them.   

 Once you have chosen a set of picture icons, it's time to present the visuals in 

accessible formats. One of the best ways to facilitate communication for all students is to 

construct picture exchange books that are tailored to the vocabulary needs of each 

student. Each book should be portable. Remember, a child needs to carry this around all 

day. My students do best with books made with small, 3 ring binders. (Helpful hint: The 

more compact the binder - 5x7 or 6x8 is your best bet - the more likely that your student 

will actually carry it around. An 8x10 binder is too bulky for a K-5 student to tote 

around, and though older students may be able to handle the extra bulk of a bigger book, 

the smaller sized books simply travel better. As this 5 foot tall Italian girl can tell you, 

bigger is not always better.) Plastic dividers are lined with Velcro strips and then tabbed 
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to delineate an array of vocabulary categories. The student can choose from a variety of 

different picture icons; snack (meal) time, circle time, needs, language repair, people, 

free time - each one of these possible categories will answer communication needs in a 

variety of situations throughout the day. Of course, your schedule and the needs of your 

individual students may inspire or require other categories. Fly with it - build your books 

to succeed for you. Here are a few ideas for your Picture Icon Library: 

 Snack (Meal) Time - Obvious choices for icon inclusion should be an assortment 

of food and drink pictures. You'll want to include pictures of the child's favorite 

snack foods, (hopefully a few of which have some relationship to nutrition) and 

symbols for foods that either mom or the nice cafeteria people will be providing. 

This gives the child options at meal time, and for a population whose opinions are 

not sought out as a rule, choices are very empowering. But don't stop there. While 

you're at it, include pix of utensils, napkins, lunch time pals and the ever 

important 'clean up time' symbols. Snack time is chock full of choices for 

everybody, and you have to make the most of all those educational opportunities. 

Carpe Diem. 

 Circle Time -  An integrated learning strategy like circle time is rich in 

opportunities for language and socialization. (If you are teaching older students, 

this translates into group dynamic instruction - bigger circles and not so much 

singing, but lots of great interaction!) So many skill sets are utilized in group 

dynamic instruction, that even the most recalcitrant learner is bound to pick up 
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something. For this activity, the students would benefit from having a vocabulary 

that allows them to participate to the fullest of their individual potentials. Picture 

icons to include here are not just the obvious nouns - i.e. calendar responses, class 

schedule information, or curricular visual supports - but also the responses that 

the child might want to make during a song ("and on his farm he had a goat…" 

provide a picture of a goat), or the words to the Pledge of Allegiance, sequenced 

over a series of picture icons for easy communicative access. The idea with all of 

your presentation choices is to maximize the child's ability to interact and 

respond. You know your lesson plan for circle time. Provide the vocabulary to 

support the lesson.    

 Needs - This is a no-brainer. Getting one's needs met is what communication is all 

about. What does the child need over the course of the lesson, the day, the week? 

The majority of pictures here will be nouns, but it wouldn't hurt to include icons 

for the words more, please, thank you, and I don't want that on the list. After all, 

we're not all greedy Neanderthals; good manners still count. 

 Language Repair - What do you do if you don't understand something? Unless 

you're my husband and the information you seek is the directions to the interstate, 

you ask for help. But what if you don't know how to ask for help? In fact, what if 

you don't know how to ask for anything? Children with moderate to severe 

language disabilities, particularly children with ASD, have compromised 

pragmatic skills that make it difficult for them to navigate the intricacies of a 
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communication exchange. Additionally, their sensory gauges misread the world 

around them. Spoken language can seem like a meaningless hum; a blah blah 

blah of white noise that distorts and mutes the world around them. Extra 

communication support must be made available to these students to minimalize 

this area of deficit. Visual or multi-modal cues that express confusion, concerns, 

or a need for clarity, help the students to mend their language needs. We will refer 

to these cues as language repair skills. In a way, these repair skills may be one of 

the most important components in any communication exchange. People rely on 

each other, and our connection to our fellow human beings is the weave that binds 

the fabric of our society. When we ask for help, we invest in our connection to 

another person, and this ability to reach out to others is one of the most vital and 

fundamental communication skills we can give to a child.  

 Gossip Mongers - Whenever my kindergarteners come in from recess, I can count 

on our three girls to give me a full account of every infraction committed by the 

boys on the playground. Even with their limited speech and language ability, 

those little girls manage to rat out their male counterparts. They do it with 

gestures, signs, pictures, VOCA - and unrestrained glee. Such is the power and 

satisfaction of gossip. Recognizing this, my aides and I take photographs of 

everybody that interacts with our students for use in story telling, conversation 

and just plain old gossip. Your TCM classroom would be well served by 

providing your students with photos of the folks that inhabit their world. Parents 
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and relatives are first on the list of course, as well as teachers, classroom aids and 

peers. But don't forget that second tier of school personnel from the principal and 

the school nurse, to the bus drivers and crossing guards. All of these people are 

also very much a part of the day to day life of a child, and each of them brings 

something special to the children they serve. Picture icons representative of this 

wide cast of characters allow children to express thoughts and feelings about the 

many different people that impact their lives, because like all of us, children want 

to talk about the people they know. Just listen to the girls after recess sometime.  

 Free Time - Teachers and parents may share a sneaking suspicion that free time is 

a myth, but I am here to tell you that not only does it exist, it is in fact a 

fundamental human need. Let's face it, after a fun filled, three-IEP day, it can boil 

down to a clear choice between a melt down or a lay down. (Helpful hint: if it 

comes to that, pour the champagne bubble bath and get out the chocolate.) For 

children with moderate to severe ASD, the idea of having nothing to do is almost 

impossible to understand. Many children on the autism continuum, particularly at 

the most severe end, simply do not know how to unwind. They like order, 

schedules and routine. Their extreme sensory needs bombard them with 

misinformation about the reality the rest of us share, so that when they get a few 

minutes off, they fill them with repetitive, self stimulatory behaviors. We can help 

these children communicate their personal choices and learn to enjoy their 

independence by setting up modality areas in the classroom. These areas should 
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reflect the interests of your students, while offering tactile-based motor activities 

that supply proprioceptive, vestibular, and kinesthetic input while the children 

play. (Another helpful hint: swings, balance beams and crawl tunnels are not only 

wonderful gross motor tools, they also inspire lots of happy communication. And 

buckets of sand, beans, or dried pasta, as well as shaving cream or soap bubbles 

are fun ways to hone fine motor skills while children increase focus and learn 

social interaction skills through tactile reinforcement.) When working in these 

modalities, draw out responses from the students - for example, ask them how 

they like the feel of the beans in their hand; do they feel cold, hot, are they 

smooth? Or, where did the bubbles go? Did they go up? The students will want to 

communicate because they will enjoy the process of interaction. This guided 

recreation can inspire communication between teacher and student, and students 

and peers.  

 

Sensory Integration Techniques: Beyond the Basics 

 Before you close the lid on your TCM toolbox, make sure you have your sensory 

integration techniques handy because you're going to need them. Sensory Integrative 

Dysfunction (DSI), the inability to process sensory input for functional use, is one of 

the hallmarks of autism spectrum disorders. Children with ASD simply do not make 

use of the input from their senses in the same way as do their non-disabled peers. For 

these children, the gentle touch of a caress might be painful, even torturous. Lighting 
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may appear to be animated, bouncing against the walls or fracturing into shards as it 

flies across a room, and the soft hum of a bumble bee can assault the ears like the 

siren on a fire engine. Is it any wonder that these children cannot respond to us on 

command? What do they hear when we say "I love you"? What do they see when we 

smile at them? How does a hug make them feel? In order to successfully teach these 

students to communicate, we cannot ignore their sensory needs.  

 A great architect sizes up the terrain and the materials at hand before deciding on 

structure. You wouldn't think of building an igloo in the desert. Since each person is 

different, each comes with their own unique set of building materials. So although 

your students may each benefit from the same strategies and supports, they will each 

benefit differently. Like any great builder, you will find yourself adjusting the design 

to fit the materials you are given.  

 Your TCM must be multi-leveled because the needs of the students that you teach 

are complex. Communicative success is dependent upon behavioral success, which is 

dependent upon sensory integration, which is dependent upon the right amount of 

support being delivered appropriately, and so on and so forth. And all of these factors 

depend on who the child is and to what extent they need assistance. In your moderate 

to severe classroom, some of your students may need sensory support. 

 Everybody knows about the five senses. But what we may not be aware of are the 

sensory systems that guide our inner worlds. For children with ASD, these systems 

are also compromised in many diverse ways.  Whenever possible, collaborate with 
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the Occupational Therapists at your school site. Their expertise will prove invaluable 

in coordinating sensory integration strategies for your students. At the very least, your 

TCM classroom should have supports in place to assist the students with the 

challenges they experience as a result of their sensory disintegrative problems.  

 The proprioceptive sense tells us where our body is in space, where it is in 

relation to others, and how we move. It is activated by muscle and joint use. 

Proprioceptive seeking children often exhibit hyperactivity, clumsiness and/or 

self-stimulatory behaviors such as rapid hand flapping, spinning and twirling 

around in circles, and rocking back and forth. To an outside observer, these 

behaviors may appear peculiar, disjointed and purposeless, yet many times 

these 'stims' actually help the child to focus and diffuse anxiety. In fact, self 

stimulatory behaviors are a lot more common than you might think. Imagine 

yourself suffering through a two hour presentation by a speaker who really 

should be working for a sleeping pill company. You might not flap your hands 

in front of your face or pace around in small circles, but  you just might find 

yourself toe tapping, doodling, or gum chewing - anything to keep from 

nodding off at your desk. Potato-Potata. We all self-stim in order to maintain 

our focus and remain present in the world. For children with ASD, these 

behaviors overwhelm their lives and interfere with their ability to 

communicate and connect with others. In your TCM classroom, self-stims 

need to be channeled into appropriate communicative behaviors. Direct 
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instruction of short, highly motivating lessons will help pull the student's 

attention into the classroom and away from the stims. The goal is that with 

multiple repetitions and prompts over time, the child will learn to replace the 

self-stimulatory actions with purposeful self-expression. Also, intersperse 

academic work with mini breaks of sensory gratifying movement. These short 

reprieves from mental work will refresh and focus the students. As you would 

with any undesirable behavior, the best thing to do is redirect attention. 

(Helpful hint: Have a few sensory based objects in the classroom - spinning 

tops, squishy toys, magnetic balls, and puzzles work especially well - for use 

as reinforcements and rewards. Your students will enjoy the chance to let 

loose, and as long as you're in control of the situation, the stims won't take 

over.) One other thing, keep in mind that to the child, self-stimming is the gift 

that keeps on giving: it's fun, it's relaxing, and it packs a sensory punch. That's 

a lot to compete with, so if you're going to succeed in replacing self-

stimulatory behaviors, you're going to have to do some fancy footwork.   

 Vestibular difficulty causes poor motor planning and a distorted body 

perception. This system is located in the inner ear and controls our response to 

gravity and our ability to coordinate head and eye movement. Vestibular 

disintegration manifests in dizzy spells, motion sickness, toe walking and 

problems with proximity - all of which are also areas of concern in children 

with ASD. In the classroom, these children may move too close to their peers, 
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stumble into everyone and everything, or perform every physical stunt in their 

repertoire to get the attention of their classmates. With limited awareness of 

personal space and physical boundaries, they don't know how to engage with 

peers without crowding them. Sadly for them, the surest way not to get close 

to somebody is to get too close to somebody without their permission. In your 

TCM classroom, facilitating gross motor activity such as rolling on a giant 

ball or ambling through a maze helps to reconfigure a sense of self. Weighted 

vests and blankets will calm these children, swinging and jumping on a 

trampoline will help them become or remain alert. The goal with all of this is 

to recalibrate the canals of the inner ear so that they can adjust to changes in 

position. Once the children feel more in balance, you can move on to the 

social communicative objective of learning where I end and you begin.  

 Ranging anywhere from mild textural discomfort to profound revulsion at the 

slightest touch, some degree of tactile dysfunction is common in children with 

ASD. The tactile system provides us with information about our world and 

our place in it. Pain, comfort, heat, cold - our attunement to sensations such as 

these, helps to keep us safe. A child who is tactilely disintegrative is 

vulnerable to harm. When this system is compromised, the child may not feel 

or react appropriately to different sensations. They could be physically hurt 

and not even be aware of it. Oral motor massage and exercises can arouse the 

tactile system and stimulate facial muscles that would otherwise be non-
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responsive to communicative efforts. And as with any other set of muscles, 

exercise is a good thing. 
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Chapter 3 

Laying a Solid Foundation 

 

 There are days when an outside observer couldn't tell the difference between my 

K-3, SDC classroom and a bee hive. We follow the daily schedule, work through our 

lesson plans and our IEP goals, facilitate a multitude of therapies, and of course, address 

the many diverse physical and emotional needs that come with the different diagnoses of 

the students. Grass doesn't grow under our feet.  And all of the myriad things we do are 

done with one goal in common: to provide the right amount and level of support that each 

student will need in order to succeed in the classroom. 

 I have been blessed with a great classroom crew. (This came about after several 

years of painful trial and error, so don't lose heart if your own crew hasn't meshed yet.) 

My assistants are dedicated, hard working, and invaluable. I couldn't run the kind of 

classroom I want to run without their help. But our success is built on more than just 

good intentions. What most people don't realize is that there is a world of difference 

between feeling compassion for someone and feeling sorry for them, and the first rule of 

providing good support is to give appropriate support, no more, no less. There is a 

difference between empowering and enabling.  

 Because the moderate to severe population needs a great deal of assistance, the 

temptation for teachers and aides is to do most of the work for them. You have to admit, 

it would streamline things. But once you snap out of it and come to your senses, you 
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realize that taking over and doing the work for the students transforms a teacher into a 

caretaker - which is not an ignoble profession, but it is not the teaching profession, and 

we are educators first and foremost.  

 

Follow the Iron Rule: 

"Never do for others, what they can do for themselves." 

 Every communicative effort should be honored. If the only response a student can 

make to your questions is a grunt, don't dismiss it. By definition, communication 

is the intentional interaction of two or more people. Everybody involved has to 

want to communicate, and everybody has to respond in some way. It's a two way 

street. As long as that grunt is a conscious, deliberate communicative effort, it is 

also a starting point on the communication continuum, and it can be built on to 

increase successful speech and language skills.  We should support our students in 

the give and take of communication until they independently realize that what we 

help them to do, they can at least attempt to do on their own. Communicative 

attempts are the first level of success. In a TCM classroom, you definitely get an 

"A" for effort.  

 Don't hover. Space really is the final frontier. Nobody performs well with 

someone breathing down their neck. You have to be willing to stand back and 

give the students room to do the work for themselves. Visual cues and multiple 

prompts are important, even necessary, but once you've prompted the students, 
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you have to give them a chance to figure out the answer for themselves or at the 

very least, to reply in some way on their own. Independence is always the 

ultimate goal, and there is no other way to instill independence other than to give 

a person the freedom to speak for themselves.  

 Allow opportunities to communicate to arise out of everyday experiences. 

Language is best learned in natural environments when people are interacting in 

everyday circumstances. We all communicate to get our needs met, and we 

communicate best in the places where we feel safest. Besides, everybody wants a 

say in what happens to them. The one thing we each own unequivocally is our 

own life. Have the students weigh in on everything that happens to them, and 

especially, on everything that matters to them. No detail is too small. To a child 

with a disability who rarely, if ever, has a say in what happens to them, the choice 

to run for class president is just as important as the choice of which sandwich to 

order for lunch. The choice belongs to them and them alone, and the 

empowerment they feel making that choice is worth its weight in gold.  

 Create opportunities to communicate from the wealth of everyday experiences. 

School is made up of many separate environments. (Classroom, playground, gym, 

speech room…) Each environment is natural for the students and each is 

meaningful in terms of its own function in their lives. Our students need to learn 

to communicate in every environment, in order to be appropriate in every 

environment. This is because students with language disabilities usually have 
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multiple issues of concern. Pragmatics and syntax are among the areas that are 

most affected as a rule and both of these areas make the generalization of speech 

and language skills very difficult. When these issues come up, we may need to 

give our students a communicative leg up as it were. You and your aides should 

be prepared to create communicative opportunities as needed. Ask questions, 

draw focus to things that may not otherwise be obvious, pretend; when you spark 

the interest of the students, communication will follow. Interest, need, desire: the 

dominoes of language.  

 Communication is much more than just asking for food. Sure it's great that the 

child who used to say nothing, can now request a snack. But ask that child how 

they feel about the snack and then wait for a response. When they let you know 

how they feel about that PB & J sandwich - that's communication. 

 Children like animation, so animate your face when you speak to them. A flat 

affect isn't going to induce a child to respond to you, they need to see some signs 

of life before they take you seriously enough to want to talk to you. You needn't 

bounce off the walls like you have your finger in a light socket, but a big smile 

can be very reassuring to a child who has trouble processing receptive language.   

 Personal relationships cannot be underestimated or undervalued. Speaking for 

myself, I'd rather pour my heart out to friends than to complete strangers. 

Friendship weaves its own safety net. Friends listen, respond and care about what 
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we have to say. When we help our students establish and maintain personal 

relationships with peers, we open the world to them. 

 My son will talk about ANIME with anybody who will listen. My daughter talks 

books non stop. And then of course, there are those people whose favorite subject 

is themselves. Children will be most inclined to speak about things that interest 

them. In my K-3, SDC classroom, one can never know too much about "The 

Wiggles". It's all relative. 

 Play time is chock full of opportunities to chat. There's the interaction of the 

games, sharing toys and, and children are most inclined to share their thoughts 

when relaxed and happy. Let your inner kid loose and see what shakes out. Your 

students will need lots of support in play. Even if playing with the students doesn't 

elicit more communication (which it will), at the very least, it will definitely help 

to keep you young. There's no down side to being playful.  

 Half of honoring another person's right to have a voice is being willing to listen 

while they exercise that voice. Wait for the answer. Children with moderate to 

severe speech and language impairments have difficulty expressing themselves. 

Oral motor muscles don't always respond on cue, and the brain doesn't always 

process a desired communicative attempt in a timely manner. By giving the child 

extra time to respond, you are giving them the opportunity to succeed. You are 

letting them know that you value what they have to say and that they will be 
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heard. There's nothing that makes a person more willing to speak than the 

knowledge that somebody is listening.  

 Students aren't the only people who need a support system. Weave your own 

safety net of communicative support. Collaborate with Speech Therapists, 

Behaviorists and other professionals who work with your students. They are 

experts, too. Remember, everybody brings something different to the table, and 

when these diverse viewpoints come together, we create a feast.  

 And finally, mistakes are a good thing. I should know, I make them all the time.  

We learn from the mistakes we make - as long as we aren't learning to be 

humiliated for making them in the first place. But the real deal about mistakes is 

that they are educational opportunities disguised as defeats: lemons and 

lemonade. 

2008 HICE Proceedings 
Page 4180



 63

Chapter 4 

ABC's and 2 by 4's - The Walls Go Up 

 

 Okay, with your foundation in place and your toolbox at your side, the only thing 

left to do is build! But before you swing a hammer, check your building materials. 

Ask any contractor, wood and bricks will go up easily, but if the wood is worm ridden 

or the bricks are half-baked, they will also tumble down before the paint is dry. If you 

want your TCM to stand, build with the best materials available. 

 Strategies are the building blocks of a Total Communication Classroom. Teachers 

rely on good strategies to guide our instruction and provide the students with the type 

and level of support that they need in order to learn. Because we teach a population of 

students with varied and unique needs, we need to choose the strategies that work for 

the specific children we teach. Each class is different because all children are 

different, so strategies that work beautifully for a child with visual impairments may 

not work the same way, or get the same result for a child with developmental delays.  

 And remember, the same is true for teachers. Each of us is different, so each of us 

should create a 'strategy comfort zone' in which we can perform at our best. Think 

stand-up comedy. Some teachers deliver a snappy repartee, and some get you with a 

slow punchline. But all teachers are top notch artists who perform day in and day out 

to a tough and critical audience - their students. Techniques that suit one teacher's 
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personal performance style may not fit another teacher without a few alterations. You 

have to make the strategies work for both you and your students.  

 Children with severe language impairments experience communication 

difficulties across the speech and language spectrum. Not only do they have trouble 

expressing their ideas, but the subtleties of receptive communication elude them as 

well. This is why pragmatic speech and socialization are areas of genuine concern and 

difficulty for these students. Incorporating strategies that increase communication 

through socialization is a dynamic way to give them both communication tools and 

the skills they will need to interact with their peers and family. 

 A successful TCM functions in what is called the Natural Language Paradigm. 

Also known as incidental or milieu teaching, the NLP is a multi component delivery 

system for the strategies that you choose for your classroom. Child centered choice 

and natural delivery are the currency of the NLP.  

 In an NLP, instruction is woven into every part of the child's life and across all of 

the student's natural environments. Home, school, and the community at large are the 

educational arena in which to teach language and communication. Peer and parent 

involvement is needed to support the child's ability to generalize communication 

skills - which, let's face it, is what communication is all about: sharing your ideas 

with all people, everywhere you go. Also, people have to want to communicate in 

order to communicate. If the spirit doesn't move you, you aren't going to get there. 
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The students we teach will be most likely to want to connect with the people they 

love.   

 Everybody wants to interact with the people that matter most to them and in the 

life of a child the most important relationships are those with parents, relatives, 

friends and finally, teachers. Communication that is supported by the desire to 

connect with another person is usually successful in some way. The NLP stresses 

connection with the people that matter, in the environments where those people 

interact with each other. For a Total Communication approach to language 

instruction, nothing could be a more perfect fit. 

 As for child centered choice, by letting the students choose the activities that they 

want to participate in and the reinforcements that they want to earn, NLP delivered 

strategies are much more likely to engage them. When children have a say in what 

happens to them, they become much more invested in the outcome of their activities. 

Once again, it's all about emotional investment. The way that they feel about making 

their own choices makes them want to communicate. This population of children has 

historically had very little say in what happens to them. As marginalized as they are,   

the power of choice is a heady thing indeed. 

If They Won't Learn the Way I Will Teach Them,  

I Will Teach Them the Way They Will Learn. 

 Children with ASD share a disability that is so broadly defined, each child is 

unique within the spectrum of this disability. And, since no two children with ASD 
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are affected in the same way or to the same extent, no two children respond exactly 

the same way to instruction. Every class has a different balance of needs, so in 

addition to matching your own teaching style and finding strategies that enhance the 

lessons that you will be teaching within the curriculum, your choices of strategies 

need to reflect the spectrum of abilities and deficits exhibited by the students in your 

class. It's no mean feat, but don't lose heart. Here are some of the strategies that I have 

found most effective. 

Pivotal Response Intervention 

 Developed by Koegel, O'Dell and Koegel, PRI (also known as Pivotal Response 

Training or PRT) focuses on teaching skills that are necessary to the learning of other 

skills. These are called, appropriately, pivotal skills, because they act as keys that 

unlock the doors to other areas of learning. For example, self-initiation is most 

definitely a pivotal skill. If a person cannot take independent action on their own 

behalf, the quality of their personal life is really diminished. Teaching a child to self 

initiate communication is an important step in teaching socialization and language. 

Without at least a basic ability to self initiate, a child with moderate to severe 

language disabilities is effectively a passive observer of the social interactions going 

on around them. PRI takes an important skill like self initiation, breaks it down into 

teachable components, sequences those components, and models them for the student. 

Mastery of each small part of the skill is necessary in order to move on to the next 
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piece of the sequence. When every part of the chosen sequence has been learned, the 

skill is drilled in its entirety and the introduced into the child's everyday life.  

 A few things to note about PRI: 

 It is delivered in a mand-response model - a command is delivered to the 

student, the facilitator holds for a response, and the student completes the 

cycle by making a communicative effort;  

 The teacher provides the child with choices whenever possible; 

 Responses are reinforced on a 1:1 ratio, with reinforcements faded as soon as 

possible; 

 Communication increases as the child becomes better able to navigate the 

skills needed to interact with others. 

The Integrated Playgroup Model 

 What's not to like about playing? Running, throwing, jumping, catching - every 

physical and mental skill area is explored and strengthened through play. And in terms of 

communication, playing teaches children how to share, take turns, and interact with each 

other. The breadth of skills that children hone during play is so vast, that the act of 

playing is probably the single most important thing a child can do.  

 For children whose areas of deficits exist in the communication, social, motor and 

cognitive domains, the art of playing has to be taught, practiced and consistently 

supported. Paralleling their levels of deficit, it (initially, at least) takes a moderate to 

maximum level of scaffolding to support their efforts in the classroom. Based on 
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Vygotsky's social constructionist theory, the Integrated Playgroup Model (IPG), teaches 

children to interact and communicate through guided play in natural, child-centric 

settings. It is a wining strategy that will make a great building material for your TCM.  

 The IPG modus operandi is simple. The basic how-to's of play are first modeled 

by the teacher and non-disabled peers. The child is then given the amount of support they 

need to navigate the physical and communicative demands of the game. The amount and 

intensity of support is child-driven, so play based instruction is delivered on a continuum 

of support. 

 Structured Play Sessions: This is the most supported type of play. Every step of a 

play interaction - and the communication that takes place during that interaction - 

is modeled over and over until the students feel comfortable enough to participate. 

The child gets as much support as needed, as often as needed. Since the child is 

given only a limited number of choices during the game, the teacher is completely 

in control of the situation. (Helpful hint: Because this model is so confining, keep 

your communicative exchanges simple. If your play skills are such that you need a 

substantial level of support just to get in the game, it's much easier to learn a one-

step response than to engage in full out chatter.)  

 Monitored Play Sessions: Here we give the child a little bit of independence 

through choice. The student decides what to play and with whom, while the 

teacher stays close enough at hand to prompt interactions. The trick to this lies in 

stepping back every once in a while and leaving them to their own devices. Sure, 
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that could make for a bumpy time of it, but once the children are really playing 

together, you get to stand back and watch the connections fly. A good time is 

usually had by all. 

 Scaffolded Play Sessions: Now that the child has at least a basic idea of the 

interaction and communication of play, the teacher offers communicative prompts 

only as needed. (Helpful hint: Ask leading questions like, "What do you think Ann 

wants to do?" This prompts the children to see the world from another person's 

viewpoint which is key to communicative success.)  

 Social-Communication Guidance: During play, social interaction is encouraged 

and cheered. For our part, we offer only minimal prompting if the child either has 

trouble or asks for help. 

 Guided Play: Guided play is essentially a sink or swim proposition, only, by the 

time the child is ready to move to this level of support, they most always swim 

like guppies. During Guided Play the child is given tons of personal space in their 

peer interactions, and only supported or re-directed when absolutely necessary. 

This is the least restrictive and most independent level of play on the continuum 

of the IPG. 

The SCERTS Model 

 Developed by Prizant, Wetherby, Rubin and Laurent, Social Communication, 

Emotional Regulation and Transactional Support, or SCERTS, is another family-

centered strategy that focuses on providing the amount of support the child needs in 
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the settings in which the child needs them. The reason I like to use it in my classroom 

is that it offers individualized support in both communication and self-regulation, and 

it does this via a discrete, targeted delivery of instruction. Each student is assessed 

against their own progress and each one grows at their own pace. For my students, 

this is a recipe for success. 

 Because this strategy targets each child's needs at any given moment, one-on-one 

delivery of instruction is the key here. In the SCERTS model, the objective is to keep 

the child in a well maintained state of emotional arousal. The teacher or facilitator is 

always checking in with the student to make sure that they are ready to learn. If the 

student is in a state of low arousal (flat affect, daydreaming, lack of motivation), 

sensory stimulation is provided that will increase focus and attention. Conversely, if 

the child is in a high state of arousal (agitated, frenetic, aggressive), sensory stimulus 

that relieves stress is used to calm the child to the point where they can resume class 

work. Once the student is in control of his/her feelings, they can jump off the see-saw 

of emotional upheaval that keeps them from learning. 

  With the child's emotional state in balance, communication can be much more 

easily facilitated. The SCERTS model is especially effective in addressing two areas 

of communicative deficit: joint attention, defined as the ability to share focus, and 

symbolic use of language which is the capacity to understand the meaning behind 

gestures, words or sentences. Given the focused, constant attention provided to the 

student throughout the day, these more difficult and complex areas of need can be 
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supported at the level the individual needs in order to make communicative progress. 

Discrete, individual attention delivered with appropriate support and reinforcement is 

a rock solid method for a population that needs so much assistance. The deliberate 

and thoughtful balance of emotional adjustment, sensory input and attention to 

communication needs is what makes SCERTS proactive and classroom worthy. 

Multi-Modal Supports 

 An interesting metaphysical idea may be hitting you right about now: your Total 

Communication Classroom appears to be a lot more complex in design than the sum 

of its parts. I can't say for sure whether or not that's true, but I can tell you, running a 

TCM classroom is a lot more complicated than it sounds. This is because now that the 

framework of strategies is in place, it is time to weave in different supporting 

elements that make these strategies work effectively in your classroom with your 

particular students. In other words, it's time to raise the roof! 

 Multi-modal supports for communication are exactly what you need. Give the 

students multiple opportunities to communicate, in multiple settings, with multiple 

people, and with multiple methods of communication, and you provide them with 

every possible chance to interact with others. As complicated as it sounds, it's also 

very natural and logical once you have everything in place. 

 The most important of these supports are Picture Icons. These icons are not to be 

confused with PECS, a trademarked method of communication and a product that is 

not only excellent, it can and should certainly be explored for your classroom use. 
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However, the PECS brand of visual cues must be facilitated and taught in a very 

specific manner. Since this is not always possible given classroom and staffing 

constrictions, picture icons other than PECS can also be used successfully.  

 Your picture communication icons should be presented in many different ways 

and in as many different school settings as are available to your students. In my 

classroom, we keep lots of visual symbols on hand so that our students don't have far 

to go when they need to communicate.   (Helpful hint: There are so many catalogues 

now that with a wide range of visual support accessories. If you cannot afford these, 

you can always go "homemade" - which also gives you a chance to stretch your 

creative muscles: 8x10 slabs of wood, affixed with Velcro strips, make great 

communication boards, and you don't have to worry about the kids breaking them 

when they get tossed around. And large, wooden paint stirrers are the absolute 

perfect size, shape and length to use as sentence strips.)  

 You will find that these picture icons can be used to label all manner of things, 

illustrate basic feelings and make simple requests and observations. By themselves, 

they are a wonderful communication tool. Used in tandem with language building 

strategies, they are essential scaffolding. 

 Another communication modality that is easy and accessible is Manual Sign 

Language, and in particular American Sign Language (ASL) which is frequently used 

in our schools. Because it is a language in its own right, ASL not only gives students 

a way to communicate, it also supports and stimulates speech and language 
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acquisition in children with ASD when used simultaneously with other modes of 

visual cueing. So having at least some basic ASL vocabulary in use in your TCM 

classroom will really support your students in their journey toward being 

communicators.  

 But as rich and wonderful as sign language is as a mode of communication, for 

the student with moderate to severe language deficits, there are some drawbacks to 

using it. First of all, signs that resemble the words they represent are easier to learn 

for visual, literal learners. But this isn't always possible. Even in ASL, many 

functional signs bear little resemblance to their meaning. Also, many children with 

oral motor apraxia also grapple with some degree of gross motor limbic apraxia. 

Their awkward hand and arm movements make the forming of signs very difficult. 

Lacking the motor control needed to sign clearly, these students may not be easily 

understood. For this sub-population of students, sign language communication might 

not be the best choice of a first mode of communication.  

 Still, even though their signs may not be clear, if your students are attempting to 

sign, then they are initiating communication with another person and this is our 

ultimate goal. A lot of sweat goes into every communicative effort, and every 

communicative effort is a success. 

 And finally, Assistive Technology (A.T.) is an important and powerful tool in the 

construction of your TCM classroom. It is accessible to all learners and can be used in 

all social settings shared with the non-disabled population.  Because of our society's 
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easy rapport with all things technical, use of A.T. doesn't stigmatize a person by 

shining a spotlight on his/her learning differences. In it's own way, A.T. is a great 

equalizer. 

  A.T. can be as sophisticated as a computer generated voice simulator or as simple 

as a picture on the wall that can be pointed to. The unique strengths and needs of your 

students should be your guide in choosing what kind of A.T. you should incorporate 

into the classroom. In the form of Voice Output Communication Aids (VOCA), A.T. 

can provide a child who essentially has little to no vocal language, with the ability to 

speak aloud. True, a computer is making the sounds for him/her, but the child 

controls the computer. Think, act, and speak.  And aided techniques like VOCA may 

actually stimulate speech development by taking the pressure off oral speech 

production and putting the emphasis on independent communication. Assistive 

Technology is a must have for your classroom.  
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Chapter 5 

Ready, Set, Communicate! 

 

 Anybody who's ever re-modeled a kitchen or added a den will tell you pretty 

much the same thing: the best part of having construction done to your home is 

watching the crew hammer in the last nail and go away. Believe me, after you've 

spent the better part of six months inhaling a couple of gallons of sweat and sawdust, 

and scrambled to find a clean pair of socks amid the knee high pile of debris that you 

used to call your bedroom, there is no sight as sweet as the contractor's taillights 

careening down your driveway and into the sunset. There are a few things in life that 

need to be over to really be enjoyed, and construction is one of them. 

 So, now that your construction is complete, and your blueprints and toolbox are  

stowed away, now that you've finished building your TCM classroom, stand back, 

take a look around and enjoy the fruits of your labor.  

 What you will see as you look around you is a classroom that is alive with 

language. All the tools, all the opportunities for interaction are in place. You have 

created an environment in which children can and will learn to communicate to the 

best of their abilities. Your TCM is your gift to the students you will teach.  

 A few helpful reminders: 

 Everybody wants and needs to communicate. Even people who have no idea 

how to communicate, eventually want to communicate.  
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 Since it is our nature to communicate, treat all communication naturally. 

Immerse yourself and your students in the give and take of language. 

 Don't expect your students to recite "Hiawatha" right off the bat. Start with 

getting them to make a few simple requests and build on that.  

 Not every strategy will help every child. And not every strategy will help 

every child in the same way. Expecting the exact same results from two 

different children is a setup for failure. 

 Compel your students to speak. Everybody finds a way to communicate when 

they need something.  

 All behavior is communicative, so watch closely for meaning. It's always 

there, just sometimes hard to interpret. 

 You're not going to use all your strategies and all your supports in one day - or 

for that matter, you're not going to use your entire bag of tricks on any given 

day. It isn't humanly possible. (It strikes me that there may be those of you 

reading this that are superhuman; if this is the case, this hint does not apply to 

you.) Work at a steady pace, one lesson at a time. Even if you aren't flying 

around the classroom at warp speed, you'll still get where you're going. 

 When in doubt, call in an expert! The people you work with are invaluable to 

your program. Get to know the Assistive Technology Director and the Speech 

Therapist at your school site. Collaboration is a powerful tool for success.  
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 Know your students! Ongoing teacher observation and assessment are the 

only ways to ensure that your students are learning what you are teaching. 

There are many terrific assessment tools out there and your SELPA office or 

online websites will guide you on this path. But I always suggest going to the 

well for water - ask your speech therapist to recommend the best assessment 

tools for your class. Individual student will respond better to certain tests 

because of need and ability levels. Your speech therapist can be a tremendous 

resource when choosing evaluation methods. 

 Know your staff. People work best in a supportive environment, doing work 

that they feel well trained for, and capable of doing. 

 Know yourself. You may have your doubts at times, but you undoubtedly 

have more areas of strength than deficit. Appreciate and take care of yourself. 

We nurturers need to be taken care of, too. 

 Celebrate every communicative attempt. 

 Celebrate every communicative initiation. 

 Celebrate the work that you and your students are doing - your TCM 

classroom is the helping hand they need to connect with the world around 

them. There is nothing more important in the life of a child. 
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Rate Yourself: 

Are You "TCM Ready"? 

 Okay, you've hung I with me this far, now rate your TCM readiness by answering 

the following simple questions: 

 

Chapter 1 

You Can't Build Anything without a Good Set of Blueprints 

1. Are objects visually labeled throughout your classroom? YES NO  

2. When visuals don't do the trick, do you use other modalities? YES NO 

3. Is lunch time also a time for teaching communication?  YES NO 

4. Is communication embedded during play time? YES NO 

5. Do you facilitate the emotional expression of the students? YES NO 

 

 

Chapter 2 

Check Your Toolbox 

1. Do you use either PECs or picture icons in the classroom? YES NO 

2. Do you provide visual support during snack time? YES NO 

3. … during circle time? YES NO 

4. … during free time?  YES NO 

5. Do you provide students a means by which they can ask for help? YES NO 
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Chapter 3 

Laying a Solid Foundation 

1. Do you applaud every communicative effort? YES NO 

2. Is communication embedded throughout the day and across environments?  

YES NO 

3. Are you animated - or is your teaching style ripped from Night of the Living 

Dead?  YES NO 

4. Are you listening to the students?  YES NO 

5. Do you collaborate with all team members?  YES NO 

 

 

Chapter 4 

ABC's and 2x4's - The Walls Go Up 

1. Is communication facilitated naturally in the classroom? YES NO 

2. Do you recognize at least 3 pivotal areas of communication for each student? 

YES NO 

3. Do you provide appropriate levels of support as needed? YES NO 

4. Are the students in a state of learning readiness?  YES NO 

5. Do you employ multi-modal strategies and supports? Yes NO 
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Chapter 5 

Ready, Set, Communicate! 

1. Do you assess behavior to understand its communicative intent? YES  NO 

2. Are you pacing yourself and your program? YES NO 

3. Are you collaborating with all the experts in your district? YES NO 

4. Is assessment ongoing in the classroom? YES NO 

5. Do you appreciate yourself for everything you do?  YOU SHOULD! 

 

If your answers to these questions are YES, congratulations, you are TCM Ready! Now 

go out there and communicate! 
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Abstract 

 

Through the experience of graduate studies, I was challenged to bring my ‘self’ 

more fully into the experience of curriculum.  This narrative, seeks not to generalize but 

to share personal experience from an elite athlete involved in high level sport.  The 

deconstruction of the athletic curriculum: planned, enacted and hidden, exposes the 

embedded realities of elite sports curricula, societal influences on sport, and how these 

impact the self-actualization of the trained athlete.  These realities are embedded in 

theory and practice of curricula, and recognizing that teaching is at the very core of 

coaching, calls educators to be attentive to the subtle, yet powerful influences we bring to 

our learning spaces each day. 

 

Key words:  curriculum, lived experience, athletics 

 

Introduction 

Sport has many positive benefits in society and I do not intend to devalue these 

positive outcomes.  I have been an elite athlete for the last 10 years of my life and have 

reaped many of the rewards of athletics for which I am very grateful.  However, my 

experiences have caused me to consider that the lived experiences of an elite athlete can 

be potentially harmful. The focus of sport is often the “cover story” and the level of 

success that surrounds a team.  The experiences of athletes living within an athletic 

curriculum appear glamorous and desirable: 
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I remember receiving Player of the Game awards several times in my first year as 
a university athlete, feeling so important and adored by those who mattered…my 
coach, my teammates and the fans.  I recall thinking how great it was to be a 
university athlete.  Publicity, respect, recognition, jerseys, team clothing and a 
scholarship…I was in the position of those I admired as a child; those who I 
waited in line to talk to or to get a picture with.   
 
 It is important to acknowledge the positive impact sport has on one’s 

construction of self; however, it is time to consider other parts of the athletic curriculum 

that perpetuate and follow a systematic, culturally accepted curriculum that impacts the 

lives of those who are experiencing and “living the dream” of being an elite athlete.  Karl 

Lindholm (1979) states that “At the very core, coaching is teaching” (p. 734).  It is 

essential to take into account all aspects of the curriculum being taught by the “teachers” 

of competitive sport in order to protect athletes from underlying detrimental experiences.  

As teachers teach; students experience learning.  My athletic experiences have taught me 

a great deal and it is through this paper that I share some of the teachings that have 

directly influenced my life as an athlete, a teacher, a coach, and as a human being. 

 

Aims and Goals of the Athletic Curriculum 

I believe that first and foremost, that the ultimate aim of an athletic program is to 

be successful.  Goals within this aim are created based on the operant definition of this 

word success.  Since the nature of sport is competitive, success ultimately means 

winning.  Karl Lindholm (1979) supports this definition of success in athletics when he 

states that “It is a common though unfortunate tendency for one to look merely at a 

coach’s won-lost record to judge his success” (p. 735). Along with this need to win, 

several other related goals arise. 

Although I have not seen a written curriculum for elite athletics I have 

experienced several.  These experiences have been conceptualized through a model I call 

The Circle of Success (Figure 1) consisting of four main goals: Developing Athletes, 

Financial Support, Winning, and Publicity.  In the centre of the model is the ultimate aim, 

which is “success”.  
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Figure 1. “The Circle of Success” 

A Conceptual Diagram of Aims and Goals of the Athletic Curriculum 

 

 I believe that success can be defined in the athletic curriculum as meeting these 

outer four goals which all influence the other.  Financial support is essential to success 

because donations are needed to provide jerseys, equipment, team clothing, meals, travel 

expenses, and scholarships.  Without money for traveling, competition is not feasible 

which eliminates the chance for success.  In addition, scholarships are dependant on 

financial support.  In turn, scholarships are crucial to developing athletes and 

consequently the other aspects of the circle of success.  Scholarships allow universities to 

recruit athletes; providing an incentive.  Clearly the link between money, skilled players, 

and winning is strong.  Publicity relates closely to the other aspects in that winning 

attracts publicity, high profile players attract publicity, and with publicity comes more 

 
Winning
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financial support.  If any piece of the Circle of Success is removed, the cycle is broken; 

thereby hindering success.  The development of great athletes is arguably the most 

important factor related to success.  How this is accomplished is embedded in the 

experiences of the lived athletic curriculum.  Athletes are not considered as holistic 

beings although the underlying objectives of developing discipline, commitment, self 

worth, physical skills, tactical skills, leadership, a competitive attitude, physical strength, 

emotional strength, and mental strength might suggest otherwise. Some of these 

objectives are deliberately planned and enacted, and others are enacted and experienced 

unintentionally.  Whether they are deliberate or unintentional, each outcome has a 

significant impact on the individuals living the athletic curriculum that is widespread in 

present and historical society.  

 

Three Types of Curriculum Experiences 

Within the athletic system, I see evidence of the three types of curriculum Marsh 

and Willis (2003) describe: planned, enacted, and experienced.  The planned curriculum 

includes the objectives of becoming the best athletic team through improved skills, 

perfection and tactical execution during play.  There is a plan for the team over a season.  

Each practice is scripted in time slots and coaches prescribe what is intended to be 

covered in a given practice time.   

The choices that the coaches, support staff, and team leaders make about the 

planned curriculum, becomes the enacted curriculum and is the bridge between the 

planned and the experienced curriculum.  These choices along with the interactions he or 

she has with each athlete all play a significant role in the transfer of knowledge leading to 

the experienced curriculum.   

The experienced curriculum is often the curriculum that is devalued or ignored. I 

believe that it is the experienced curriculum that needs to be the focus in order to really 

make athletics both successful and a positive experience. I question why the experiences, 

opinions, feelings, and suggestions of each athlete are not considered an important part of 

sport?  As an athlete, I reflect back on all of my experiences on teams or in try-outs, and 

it was very rare to be consulted as to how I felt at any point in the experiences.   
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Athletes rarely have a say in how practices are run, in how coaches approach 

winning or losing, or in how they are spoken to in a coach-player relationship.  In 

essence, athletes can be considered pawns that will be manipulated in many ways, by the 

coach, to achieve the ultimate goal of success for the team.  In fact, in my experience, 

“good” athletes were the ones who almost appear emotionless through adversity and pain, 

with feelings and opinions numbed for survival. 

Athletics also delivers a hidden curriculum that subversively teaches inadequacy 

and influences the self-concept often in negative ways.  I was only 14 years old when I 

learned fear through athletics.  Being naturally very hard on myself in general, I learned 

that I was not good enough: 

I remember waking up lying on the gym floor wondering what had just happened.  
And then I heard it again…the beep.  Momentarily lost memories came flooding 
back, nausea, dizziness, a burning chest.   I was running the beep test.  So what 
happened? “You fainted” I heard in a gruff voice as I looked into the eyes of the 
person who I resented so much.  This poor person was already in my memory as 
one who I hope to never see again…because it will mean the beep test. I knew I 
had physical testing the afternoon I ran the beep test.  But I didn’t know how 
awful it would actually be.  I had to get to level 7, which was where the coach 
expected us to be.  I was living in fear already of not being “up to par” in the eyes 
of my coach.  To make things worse, I fainted at level 5.5, which wasn’t even 
close to what he had expected.   
 
All of a sudden all of my confidence from making this elite provincial team as the 

starting setter was in the back of my mind as my “incompetence” was brought to the 

surface.  Intentionally, or not, this was my learned experience. 

For individuals who are supposed to be in top notch physical condition, I was 

taught to play through serious injuries because that is what “good” athletes do.  

Regardless of the dangers it may pose for one’s future health and well-being, one is 

considered heroic, tough, committed and dedicated if he/she plays through injuries and 

pain.  You are obviously a “band aid,” a “suck,” trying to get attention or find the easy 

way out if you decide you can’t ignore the pain.  Somewhere along the line, this has been 

socialized into those involved in athletics to be the norm.  As prestige and caliber of play 

increase, there is a direct correlation in the increase in pressure to perform regardless of 

physical health.  This has an interesting connection to what Armstrong (2003) describes 

as an outdated theory generated by German philosopher Christian Wolff (as cited in 
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Armstrong) regarding mental discipline which places students in uncomfortable 

situations in order to make their will stronger.  This parallels with a coach or senior 

player approaching an athlete with an in-your-face confrontation about his or her 

performance, their expectations of you; all under the umbrella of making you stronger or 

tougher:  

The coach told me, “You have to expect to be hurting to be tired and to be sore.  
You have to expect to be frustrated with yourself.  That is how you get better.”  
So, I guess this is normal.  I suppose pain now will make something a little less 
painful seem not so bad at all.  When I am feeling belittled or unworthy and 
incompetent…I should see this as a good thing, an acceptable thing, even helpful 
in making me a good athlete.  But it hurts. 
 
So although elitism, self-worth, incompetence, and “toughness” are not so much 

part of the intentional, planned curriculum in the sense that they are written into the 

planned curriculum as discussed above, they are still part of the hidden, experienced 

curriculum with very real ramifications. 

I believe we must be attentive to culturally accepted norms and their subtle 

influences on the athletic curriculum.  Professional sports teams and individuals have an 

impact on athletic curricula.  Whether a young football player, or an avid adult fan 

observes a star quarterback playing a game with a damaged knee, and the media draws 

attention to the heroic aspects of this action, the athlete is undoubtedly being socialized to 

believe that this is what has to be done to become a good athlete.  The media and 

commercialism also have an influence on the curriculum.  It isn’t uncommon to see large 

advertisements to “come watch Monday night football on our big screen” or “UFC 

tonight…drink and wing specials.”  Through media and commercialism, humans are 

taught which sports are important, which ones aren’t, and who is big and important at this 

particular place and time.  Financial supporters also have an influence.  Typically where 

the money is invested is also where the media, commercialism, and success reside.   

During my tenure as a female university athlete I experienced rejection and 

elitism from a male university athlete who emphasized what he believed to be a cultural 

bias in his favor.  He damaged my pride and my dreams when he said: 

It was his sport that brought fame, recognition, and revenue to the university…not 
mine.  Somehow, I didn’t need any logic or reason to strengthen his statement and 
my belief that suddenly I wasn’t as important as I had originally thought.  How 
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arrogant of me, how ridiculous.  I should have known…there is an NHL and not 
an NVL. 
Beyond practice, heat of the moment reactions, meetings and confrontations that 

occur during games, in the off season, or simply on a daily basis also contribute to the 

hidden experiences of each athlete and a team as a whole.  The outlying interactions that 

become part of the lived experience have the potential to influence team dynamics, coach 

and athlete relationships and self-perception that impact outcomes that lead to the valued 

notion of “success”. 

Power and Hierarchical Decisions 

There are several contributing sources that guide the athletic curriculum.  

Ultimately, coaches decide what is taught; influenced by their biases and beliefs and what 

they have come to know as important for the success of their team.  Included in this 

curriculum are skills, strategies, defensive and offensive systems, as well as morals and 

values.  I have played on many teams in my athletic career and I have been taught to act 

very differently in a variety of situations; each dictated by a unique set of coaching 

values.  One must comply with the coach’s expectations in order to make the team, stay 

on the team and fit into the team.  Coaches dictate what is important and what the team’s 

priorities are.  This approach to coaching is closely linked with the managerial approach 

to curriculum development (Ornstein and Hunkins, 2004).  This approach reflects a top 

down pyramid of supervisors, administrators and principals who define the role of the 

teacher and the curriculum; thereby, affecting the experiences of the learner.  The coach 

also resides at the top of the pyramid, changing and organizing the delivery of curriculum 

that affects the lived experiences of the athletes. The goals, objectives, aims and 

outcomes can vary greatly between athletic teams.  For example, the first university team 

I played for, athletes were not monitored for cardio shape, muscular strength, or muscular 

endurance.  I never experienced working with a personal trainer, nor had I been subjected 

to fitness tests.  The second team I played for focused on intense physical testing.  At one 

university, performance on the court was where time was spent and value was placed; the 

second university’s priority was off court training and physical fitness.  These were 

influenced by the coach’s beliefs in each case. 

 I experienced the hierarchy of being a new player in different ways on several 

different teams.  Senior players, favorite players, statistics, and current friendships among 
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players are part of the hidden curriculum that can influence player acceptance and 

perception of self.  One particular negative experience lives in my mind: 

So, there I was, standing with hardly any clothes on, my hand tied to another 
girl’s wrist. We walked outside together and in a brief moment we both tumbled 
down a flight of stairs to the asphalt of the parking lot.  There on the very deck we 
had started our tumble were our “elders” giggling.  My friend cried, pleading to 
be cut apart from me as I lay there in humiliation. Who were these girls and why 
were they doing this to us?  I didn’t know.  All I knew was we didn’t have a choice 
because they were our superiors. 
  

Today, as I reflect on this particular experience I believe these are ways other 

individuals use to create power structures inside social contexts.  It could be an act of 

revenge because those who subjugate others to humiliating experiences have been there, 

too, but why does this persist and why do athletes cooperate?  Socially accepted norms, 

hazing rituals and rookies being on the bottom of the totem pole are some of the accepted 

reasons to perpetuate these unacceptable experiences.  Rookies who wish to gain the 

respect of senior players and coaches comply with the vision of climbing the ladder and 

one day being at the top and so, the cycle continues. 

 

Connections to Curriculum Theory 

I believe the athletic curriculum is based largely in behavioral theory.  This theory 

focuses on student performance and measurable outcomes (Posner, 1995; Ornstein and 

Hunkins, 2004).  Behaviors are taught, skills are learned and tests can be applied to 

measure efficiency and productivity.  In athletics, measurements are frequently used in 

terms of game statistics including wins, loses, hits, goals, tackles, etc.  Physical testing is 

also a priority for some coaches in their curriculum as previously mentioned: 

I couldn’t sleep the night before.  Knots in my stomach were unable to be relaxed.  
Why was I so worried?  I can’t be cut because of the test results…can I?  I slowly 
approached the room.  Everything seemed a little sharper in there.  The smells, 
the colors; it seemed as though my senses were painfully alert. The headset was 
put on, the tubes attached, the mouthpiece sharply digging into my lips.  I was 
told to run.  Just relax.  Just jog normally, you can do it.  Don’t give up, that’s all 
we ask”.  Easy for you to say…you are standing there watching me.  Jog 
normally?  I have never run with tubes and wires attached to me, how can I run 
normally?  Tunnel vision starts to invade my tear filled eyes.  “Keep going, you 
can’t give up now”.  Give up?  What makes stopping ok?  Throwing up?  
Fainting…because it’s going to happen if I don’t get off.  My mind was foggy for 
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the next few minutes.  My legs were jell-o underneath me as they slammed into the 
solid, unmoving ground that I have never been so happy to feel underneath my 
feet.  Suddenly, I hear, “Your score is a 40”.  Who knew a number could have so 
many direct ties to my heart, my mind, and my emotions?  I knew I wasn’t good 
enough regardless of the other outstanding qualities that I possessed as an athlete 
recognized through:  media interviews, feature articles about my top performance 
during games, fan appreciation, kindness to my team members and mentoring 
new players.  These obviously weren’t valued as a part of the curriculum. 
 
Other behaviors that are measured in terms of observable and measurable 

outcomes on physical tests include the VO2 Max test, jump tests, sprint times, medicine 

ball throws, and bench press maximums.  The focus on success is another objective 

measured by “how did you do”?  which translates into “did you win”?  Winning is the 

observable behavior that meets the primary aim of success. 

Traditional theory which focuses on skill and drill (Posner, 1995; Ornstein and 

Hunkins, 2004) is also part of the lived athletic curriculum.  Coaches transmitting 

information through training is a common mode of learning as part of an athletic team as 

they represent the knowledge keepers.  Charts drawn, diagrams depicting visual 

representations of strategies and play are taught through drill and skill.   

 Punishment is often used as a form of motivation, believing that performance and 

intensity of play will increase through humiliation, productivity, and conformity.  I recall 

many similar experiences with the coach dictating from the sidelines: 

“To the end line”!  The coach had fury and frustration written all over her face 
and in her body language.  What had we done?  I wasn’t sure.  We had just 
scored a point in the drill against the other half of our team.  But, as good, rule-
abiding, obedient followers, we all trudged toward the line.  “Quickly”!  She 
shoved us hard with her tone of voice.  “Two sets of double backs, and trust me, 
you don’t want to finish last”.  I don’t think she even noticed that I finished first. 
 

 We were just like school children who are expected to conform to the test.  

Scoring well on the test is valued as knowledge which is then recognized as a result of 

good coaching/ teaching.  In athletics one is constantly examined by coaches, fans, other 

teammates or scouts.  Evaluative judgments ultimately decide whether or not the athlete 

is worthy of making or remaining as a part of the team. 

 As I reflected on these experiences, Maslow’s Hierarchy of Needs Theory 

(Donatelle, R., Davis, L., Johnston Munroe, A., & Munroe, A., 2003 and Maslow, 2006) 
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seemed to support my journey.  According to Maslow, four physiological human needs 

must be met before the higher level psychological, self-actualization needs can be met: 1) 

physiological needs (eat, drink, sleep, shelter, warmth; 2) feelings of safety (feeling 

secure, health and well-being, security of employment); 3) feeling loved (friendships, 

family, belonging and acceptance); 4) feelings of esteem (self-esteem, confidence 

building, recognizing achievement, respect of self and others).  

 Meeting these primary needs, according to Maslow allows the individual to then 

reach the state of self actualization, which is an innate human desire to make the most of 

one’s abilities and being the best one they can be.  Self actualized persons are 

characterized as spontaneous, good problem solvers, moral, objective, have good human 

relations with others, and have reached one’s potential (Maslow, 2006). 

The lived athletic curriculum has the potential to contribute positively to the 

hierarchy of needs; however, there can also be detrimental, stunting, and negative 

outcomes from this lived curriculum depending on its design and implementation. Living 

in fear, never feeling like you can achieve the expected goals, and feelings of intimidation 

do not draw an individual closer to fulfilling positive higher needs and self actualization: 

Walking into the gym I quickly scanned to see if he was there.  He was so quiet, he 
never yelled.  Why was I so afraid?  As he addressed the group I noticed that 
everyone looked him right in the eye.  I couldn’t.  If he saw my eyes I was afraid 
he would see my fear…fear of him, of incompetence, of inexperience, and fear of 
other people knowing I was afraid. 

Conclusion 

 I am not afraid of hard work, dedication, giving myself to a team, sacrifice, and 

showing respect to players and coaches.  I was, however, unable to reach my potential as 

a human being and as a respected team player while living under the umbrella of 

insecurity, conditional love based on performance, fear, and feelings of incompetence.  

Why I allowed myself to feel this way is part of who I am.  I suggest that building self-

esteem, love, security and the belief that your efforts are appreciated and in progress 

would build healthier players, a stronger team and increase the chances of meeting the 

goals of success.  These objectives didn’t appear to be part of the athletic curricula that I 
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experienced and for me it would have made a difference if these had been important and 

valued.  

Athletic curriculum creates social truths for players, teams, and society.  

Examples of these truths include which sports are most important and valued, which 

sports are acceptable for girls, who are the valued players, what time the girl’s and boy’s 

games should be played, and how athletes should conduct themselves to name a few.  

Above all, the athletic curriculum affects athletes’ lives.  Identity and self worth are 

regulated by the planned, enacted, and hidden parts of the curriculum and every athlete 

lives within the curriculum in his or her own way.  I have shared my journey and the 

impact that elite sports has had on my life. 
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This study was to investigate the perceived effects of teacher self-disclosure on 

student learning, teacher-student relationship, classroom communication, and classroom 

participation. The Teaching Effects of Teacher Self-Disclosure Scale was administered to 509 

Chinese preservice teachers in two Chinese universities. Results showed that Teacher-Student 

Relationships and Communication (M = 3.86, SD = 0.54) as one dimension of effects of 

teacher self-disclosure received the highest acceptance; Classroom Learning (M = 3.55, SD = 

0.59) ranked the second; and the Classroom Participation (M = 3.26, SD = 0.61) ranked the 

third. There was no significant difference between male and female preservice teachers in 

their perceptions of the effects of teacher self-disclosure. Chinese preservice teachers’ science 

majors had significantly higher acceptance on the effects of teacher self-disclosure on 

classroom participation compared with those of social science majors. The significance of 

educational globalization and educational reform in China was discussed.    

Keywords: Teacher self-disclosure; Chinese preservice teachers; Classroom learning, 

Teacher-student relationships and communication; Classroom participation   

 

Introduction  

With the social and economic development, education is becoming internationalized 

and globalized. China is actively responding to the global changes and challenges not only in 

economic development but in education as well. The changes in China exerted strong 

influences on its educational policy and educational practices. In 1983, the former senior 

leader, Deng, Xiaoping proposed an educational goal named “Three Fors”, which means that 

education in China should be set for the world, for the modernization and for the future. His 
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proposal has made education in China dramatic changes. The changes involved “the full 

range of educational experiences from kindergarten through university graduate studies 

(Winchester, 2002, p. 105),” and both curriculum and instruction (Ouyang, 2004, p. 145; 

Winchester, 2002, p. 106). One of the changes and challenges in instruction is teacher 

authority. Traditionally, Chinese teachers tended to teach in a formal way in order for them to 

establish authority that should be respected by students (Winchester, 2002). Educational 

reform called for instructional strategies that enhance positive and respectful teacher-student 

relationship and classroom interaction. One instructional strategy that is connected with 

classroom communication and teacher-student relationships is teacher self-disclosure (Cooper 

& Simonds, 1999). While teacher self-disclosure was found to be an effective instructional 

strategy in American classroom teaching, it is motivating to study teacher self-disclosure in 

Chinese classroom teaching under the changed and changing educational context. This study 

was intended to examine how Chinese college students perceived the effects of teacher 

self-disclosure on teacher-student relationships and classroom communication as well as 

classroom learning and classroom participation.     

Sorensen (1989) defined teacher self-disclosure as “teacher statements in the 

classroom about self that may or may not be related to subject content, but reveal information 

about the teacher that students are unlikely to learn from other sources (p. 260).” According 

to Sorensen (1989), teacher self-disclosure is a unique instructional tool because it originates 

from a teacher rather than a textbook. The information disclosed from a teacher serves as a 

part of informal teaching materials and as an informal instructional tool for student learning 

as well. The personal information, no matter whether it is directly relevant to the teaching 
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content, may produce certain effects on student academic learning, teacher-student 

relationships and classroom communication, and student classroom participation.  

Several studies in the U. S. investigated the use of teacher self-disclosure as an 

effective instructional tool for enhancing students’ cognitive learning (Cayanus, Martin & 

Weber, 2003; Hartlep, 2001; McCarthy & Schmeck, 1982). In addition to academic 

achievement, researchers found that teacher self-disclosure has positive effects on students’ 

affective learning (Nussbaum & Scott, 1979; Sorensen, 1989; Walker, 1999), and even 

classroom participation (Goldstein & Benassi, 1994). Zhang (2007) conducted a study and 

documented that both American preservice and K-12 teachers believed that teacher 

self-disclosure enhances classroom learning, creates a more positive classroom environment, 

establishes a more caring and respectful teacher-student relationship, and students’ active 

classroom participation. Based on Zhang’s (2007) study, three dimensions of effects of 

teacher self-disclosure were examined. The effects of teacher self-disclosure on classroom 

learning were examined through the statements that may directly or indirectly relates to 

student learning outcomes. The so-called classroom learning was measured from the 

preservice teachers’ perceptions of effects of teacher self-disclosure on understanding lectures, 

helping students to memorize and retrieve information, broadening students’ knowledge, 

enhancing teaching clarity, getting students interested in learning the subject matter, making 

teaching more vivid to students, and providing different ways for students to understand the 

content. 

The measurement of effects of teacher self-disclosure on Teacher-Student 

Relationships and Classroom communication in this study was based on the preservice 
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teachers’ perceptions about whether teacher self-disclosure creates teacher-student 

relationships, helps students open up to their teachers about the problems they may be having, 

helps students feel comfortable about communicating with their teachers, and contributes to 

developing teacher-student trusting relationships. 

Classroom participation as one dimension of effects of teacher self-disclosure was 

measured from the following statements: Teacher self-disclosure contributes to classroom 

discipline, contributes to students’ willingness to learn, makes students enthusiastic about 

classroom activities, makes students’ learning experiences more engaging, and reduces 

students’ misbehavior.  

Several factors such as audience size, setting, age, gender, race, culture, and 

nationality influence self-disclosure (Cooper & Simonds, 1999, p. 35). This research 

examined male and female preservice teachers’ perceptions of teacher self-disclosure. This 

examination may reflect their attitudes toward the use of teacher self-disclosure and the 

different perceptions may lead to their different uses of teacher self-disclosure in their future 

teaching. China has several thousands of years of feudal history. While the women’s 

liberation movement dramatically changed people’s mentality about gender, gender 

stereotypes may still exist in such a male-dominated society. The examination of differences 

between male and female teachers may mirror the reality of equality in education. 

Subject may be one factor that influences the perceptions of teacher self-disclosure. 

The first author conducted classroom discussions about this problem while teaching a teacher 

education course in a southwestern state university in the U.S. Some preservice teachers 

believed that teachers teaching social science courses such as English, history, and education 
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may use self-disclosure more than teachers who teach science courses. One argument was, 

according to the preservice teachers, that teachers who teach social science courses may 

connect their personal information with the teaching content. This argument sounds 

reasonable. According to Sorensen (1989)’s definition, however, teacher self-disclosure is the 

statement that may or may not be relevant to the teaching materials. Therefore, we assumed 

that teacher self-disclosure may occur in science classes as well as in social science courses. 

The examination of this assumption may help find the significance of the use of teacher 

self-disclosure that is irrelevant to teaching materials and provide the evidence that teachers, 

whatever subjects they teach, they may use teacher self-disclosure or other instructional 

strategies to educate their students.    

Through Chinese college students’ self-reported survey, this study was intended to 

help Chinese teachers recognize the importance of use of teacher self-disclosure, especially 

help them with the removal of their image of “authority of teachers”, especially the emphasis 

of establishing caring and respectful teacher-student relationships in teacher education. 

Furthermore, this research evokes educational researchers in other countries to explore the 

effects of teacher self-disclosure in their specific educational contexts.   

Purposes  

The purpose of this study was three-fold: (1) to examine which of the three 

dimensions of effects of teacher self-disclosure is most accepted: Teacher-Student 

Relationships and Communication, Classroom Learning, and Classroom Participation; (2) to 

investigate whether gender affects preservice teachers’ understandings of effects of teacher 

self-disclosure on the three dimensions; to investigate whether preservice teachers’ subject 
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areas influence their perceptions of effects of teacher self-disclosure on the three dimensions. 

In this study, social science refers to the preservice teachers’ majors such as English, Chinese, 

political science, and history while science refers to the majors such as mathematics, 

chemistry, physics, biology, and information technology.       

Literature Review 

Several studies found that teacher self-disclosure is connected with cognitive learning.   

McCarthy and Schmeck (1982) examined the effects of a male teacher’s self-disclosure on 32 

female and 32 male college students’ recall of lecture material. Results showed that teacher 

self-disclosure lowered the female students’ recall but raised the male students’ recall. On the 

basis of the findings, the authors suggested that teacher self-disclosure encourages 

self-reference in the student and self-reference improves memory. Hartlep (2001) also 

investigated the effects of teacher self-disclosure on improving students’ retention of lecture 

material. Participants included sixty-three students at California State University enrolled in 

an undergraduate course in life-span developmental psychology. Hartlep found that lectures 

with teacher self-disclosure led to better exam performance than lectures without teacher 

self-disclosure. These two studies indicated that teacher self-disclosure may help students 

learn better. While the two studies revealed a positive relationship between teacher 

self-disclosure and students’ academic achievement, one study produced the opposite results. 

Nussbaum and Scott (1979) investigated the relationship between perceived teacher 

communication behaviors and classroom learning, and they intended to investigate whether 

students’ perceptions of teacher self-disclosure, together with communicator style and 

solidarity, are related significantly to the cognitive, affective, and behavioral learning in the 
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classroom environment. Among the five dimensions of teacher self-disclosure, and the other 

variables such as general evaluation of communication style, competence of communication 

style, and solidarity, Nussbaum and Scott found that perceived honesty of instructor’s 

disclosure, general communication style, and competence of communication style contributed 

positively to affective learning (r = .87, p < .001) and behavioral learning (r = .61, p < .001), 

but they were negatively associated with cognitive learning (r = -.56, p < .001). Nussbaum 

and Scott (1979) synthesized the research findings and considered that the negative 

relationship between teacher self-disclosure and cognitive study results from too much affect 

between teachers and students because “too much homophily between teacher[s] and 

student[s] may detract from cognitive learning ” (p. 579). The inconsistent findings suggested 

that it may be more appropriate to examine the effects of teacher self-disclosure on student 

learning using several statements as a tool for measuring learning effects instead of using 

cognitive assessment tools such as tests. One reason for doing so is that many factors 

contribute to student learning and that teacher self-disclosure is only one of the factors. 

Accordingly, statements that indicate relationship between teacher self-disclosure and student 

learning outcomes may be an effective way, especially with a self-reported survey.  

In addition to cognitive learning, several studies also found that teacher 

self-disclosure was related to teacher-student relationships and communication. Rouse and 

Bradley (1989) investigated whether teacher self-disclosure produces more student 

self-disclosure in reading instruction. Rouse and Bradley found that teacher self-disclosure 

was very effective in creating such a classroom communication climate conducive to 

personally relevant talk that students revealed themselves in a way that fostered a strong 
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sense of mutual understanding and human bonding. Accordingly, Rouse and Bradley argued 

that teacher self-disclosure appeared to be a factor that created “a warm and emotionally safe 

classroom environment, in which students are willing to open up through self-disclosure and 

consequently teachers and students understand each other better. Rouse and Bradley (1989) 

further pointed out that this feeling of emotional warmth may help students learn better. They 

stated that when the artificial barriers between students and teachers are broken down, 

students are also provided with a stronger sense of personal involvement in the educational 

process. Deiro (2005) observed six carefully selected secondary teachers’ classroom teaching 

for three days, interviewed each teacher four times for ninety minutes each time, and 

interviewed two students from each teacher’s class. From her observations and interviews, 

she identified six effective strategies for teachers to make healthy connections with students: 

creating one-to-one time with students, using appropriate teacher self-disclosure, having high 

expectations of students while conveying a brief in their capabilities, networking with parents, 

family members, and friends of students, building a sense of community among students 

within the classroom, and using rituals and traditions within the classroom. Deiro found that 

teacher self-disclosure helps establish caring and respectful teacher-student relationship. 

These studies suggested that teacher self-disclosure may not only enhance students’ learning, 

it may also help establish a positive classroom communication environment and a caring and 

respectful teacher-student relationship. Based on these studies, Zhang (2007) included these 

findings in his survey to examine the perceived effects of teacher self-disclosure on 

teacher-student relationship and classroom communication, and results showed that this 

perceived effect was more accepted by American preservice teachers (M = 4.15, SD = .44) 
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and inservice teachers (M = 4.27, SD = .55) compared with the pervceived effects on 

academic learning and classroom participation.      

Scholars also studied the effects of teacher self-disclosure on classroom participation; 

however, the results were inconsistent. Goldstein and Benassi (1994) hypothesized a positive 

relation between teacher self-disclosure and classroom participation and found that teacher 

self-disclosure was positively associated with students’ classroom participation in a natural 

classroom setting. However, Wambach and Brothen (1997) questioned Goldstein and Benassi 

(1994)’s study and conducted another study. Wambach and Brothen found no relation 

between teacher self-disclosure and classroom participation. Zhang (2007) investigated the 

180 inservice and 135 preservice teachers’ perceived effects of teacher self-disclosure on 

classroom participation. The results indicated that both preservice teachers (M = 3.38, SD 

= .57) and inservice teachers (M = 3.66, SD = .64) did not consider the influences of teacher 

self-disclosure on student classroom participation so much as its effects on another two 

dimensions: Classroom Learning, and Teacher-Student Relationships and Classroom 

Communication. The inconsistent results casted doubts about whether teacher self-disclosure 

may enhance more classroom participation. The problem that existed in the studies is the 

different definitions and research methods.  

As mentioned in the first section of this study, gender was a factor that influences the 

use of teacher self-disclosure (Cooper & Simonds, 1999). Zhang’s (2007) study also 

investigated whether teacher gender affected their understanding of effects of teacher 

self-disclosure. He found that gender did not affect their preservice teachers’ (Wilks’ Λ = .99, 

F = .23, p =.88) and inservice teachers’ (Wilks’ Λ = .96, F = 1.78, p =.16) perceptions of 
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effects of teacher self-disclosure on the three dimensions.  

A brief review of studies on teacher self-disclosure showed that scholars either studied 

its effects on one of the three dimensions: Classroom Learning, Teacher-Student 

Relationships and Classroom Communication, and Classroom Participation. Zhang (2007) 

investigated all these effects of teacher self-disclosure in his study. Since no systemic study 

on teacher self-disclosure was conducted in China, it seemed significant to conduct the initial 

study based on Zhang’s study.     

Method 

Participants 

Participants consisted of 509 preservice teachers in one southeastern coast university 

(n = 383) and one northern university (n = 126) in China. The second and third researchers 

were the faculties in the two universities. In addition, 162 (31.8%) participants were male 

students and 347 (68.2.0%) were female students. They were enrolled in undergraduate 

teacher education programs ranging from freshmen to seniors in the departments of history, 

English, Chinese, political science, math, chemistry, physics, biology, and information 

technology. Two hundred and seventy-eight (54.6%) were social science major and 231 

(45.4%) were science major.   

Instrument 

Based on Zhang’s (2007), the Teaching Effects of Teacher Self-Disclosure Scale, the 

Teaching Effects of Teacher Self-Disclosure Scale (See attachment for Chinese preservice 

teachers was developed in both English and Chinese by the first two researchers.    
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The Teaching Effects of Teacher Self-Disclosure Scale investigated how preservice 

teachers perceived effects of teacher self-disclosure. Participants responded to items using the 

following scale: 1-strongly disagree, 2-disagree, 3-undecided, 4-agree, and 5-strongly agree. 

An exploratory factor analysis was conducted to examine the loading of each item. An 

exploratory principal components analysis with Varimax rotation of the items produced three 

components. By deleting 7 items which loaded ≤ .40 or had similar loading in two 

dimensions, three components were rotated among 17 items with Eigenvalues 6.28, 1.42, and 

1.12, respectively, accounting for 51.87% of the variance (see Appendix I). Results of the 

factor analysis revealed the three components as assessed: Classroom Learning, 

Teacher-Student Relationships and Communication, and Classroom Participation. In this 

current study the internal consistency reliability check (Cronbach’s coefficient alpha) for all 

subscales of the measure showed acceptable results, for Classroom Learning, α = .85 (8 

items); for Teacher-Student Relationships and Communication, α = .71 (4 items); and for 

Classroom Participation, α = .77 (5 items).  

Procedures 

Two of the researchers conducted data collection in China in spring 2007. Each of 

them brought the survey to the preservice teachers in their schools before class and asked the 

participants to complete and return the survey within 15 minutes. Researchers explained the 

purpose of this survey and then read the instructions and gave necessary explanations to 

supplement the directions for completing the survey successfully. The preservice teachers 

were asked to sign their names on the informed consent letters before they began the survey. 

In the process of survey, the researchers walked around and answered the questions that the 

2008 HICE Proceedings 
Page 4223



 13

preservice teachers may have. Each survey was examined by the researchers to ensure the 

completion when returned. They delivered 531 questionnaires, 509 of which were completed 

the return rate was 95.85%.  

Data Analysis 

A 2 x 2 MANOVA was conducted to analyze the interaction between gender and 

major, and gender and major’ s main effects on three dimensions of effects of teacher 

self-disclosure. Meanwhile, the mean scores and standard deviations for each of the three 

dimensions (Classroom Learning, Teacher-Student Relationships and Communication, 

Classroom Participation) were reported to examine the rankings of the three dimensions.      

Results 

The descriptive analysis results revealed how Chinese preservice teachers considered 

the effects of teacher self-disclosure on Classroom Learning, Teacher-Student Relationships 

and Communication, and Classroom Participation. Teacher-Student Relationships and 

Communication gained the highest mean (M = 3.86, SD = 0.54); Classroom Learning ranked 

the second (M = 3.55, SD = 0.59); and the Classroom Participation ranked the third (M = 3.26, 

SD = 0.61. The means and standard deviations for gender and major were presented in Table 

1.  

Table 1  

Means and Standard Deviations for Preservice Teachers on Teaching Effects of Teacher 

Self-Disclosure 

Variable N Classroom 
Learning 

Teacher-Student 
Relationships & 

Classroom 
Participation 
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 Communication
Gender  M SD M SD M SD 
Male  162 3.54 .56 3.81 .55 3.54 .58 
Female   347 3.55 .60 3.88 .53 3.47 .57 

Major        
Social Science 278 3.53 .58 3.82 .57 3.42 .58 
Science 231 3.57 .61 3.91 .50 3.58 .55 

 

A 2 x 2 MANOVA was conducted to evaluate the effects of gender and major on 

perceived Classroom Learning, Teacher-Student Relationships and Communication, and 

Classroom Participation. The means and standard deviations for the three dependent variables 

as a function of gender and major are presented in Table 1. The MANOVA results indicated a 

nonsignificant gender by major interaction, F(3, 503) = 1.20, p = .309, partial η2 = .007; a 

nonsignificant gender main effect, F(3, 503) = 2.18, p = .089, partial η2 = .013; and a 

significant major main effect, F(3, 503) = 4.41, p < .001, partial η2 = .026. 

The follow-up test results showed that science major preservice teachers obtained 

significantly higher score (M = 3.58, SD = .55) in dimension of Classroom Participation than 

did social science major preservice teachers (M = 3.42, SD = .58), F(1, 505) = 11.60, p < .001; 

however, no significant differences in Classroom Learning (F(1, 505) = 1.82, p = .178), and 

Teacher-Student Relationships and Communication (F(1, 505) = 5.61, p = .018) were found.  

Discussion 

Previous investigations have studied effects of teacher self-disclosure on students’ 

classroom learning, teacher-student relationship and communication, and classroom 

participation in the U. S. Our study used a self-reported survey to investigate preservice 

teachers’ perceived effects of teacher self-disclosure in China. Because our study included 
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social science and science courses of nine departments, our sample was quite representative. 

Consistent with studies (Deiro, 2005; Rouse & Bradley, 1989; Zhang, 2007), the 

results indicated that effects on Teacher-Student Relationships and Communication were 

most accepted and Classroom Participation was least accepted. This finding suggested that 

Chinese preservice teachers believed that teacher self-disclosure may create teacher-student 

relationships, help students open up to their teachers about the problems they may be having, 

help students feel comfortable about communicating with their teachers, and contribute to 

developing teacher-student trusting relationships. There is lack of evidence showing the 

exclusion of teacher self-disclosure in traditional classroom teaching. Nonetheless, before 

1980s, it was common that teachers attempted to be formal in their teaching and keep an 

image of being authoritative so teacher self-disclosure may be excluded in teaching. It 

perhaps is likely that educational globalization and educational reform in China influenced 

preservice teachers’ appreciation for some informal teaching strategies such as teacher 

self-disclosure. Further logical reasoning is that the preservice teachers’ educational 

philosophy may influence their classroom teaching practice. In other words, if the preservice 

teachers believe that teacher self-disclosure may lead to positive and caring teacher 

relationship (Deiro, 2005) and contribute to establishing productive classroom community, 

they may be willing to use their teacher self-disclosure in their teaching. This argument 

suggests the necessity of the study on inservice teachers’ perceptions or use of teacher 

self-disclosure in order to find out whether inservice teachers use teacher self-disclosure.      

 Another finding was consistent with Zhang’s (2007) study. Chinese preservice 

teachers also believed that teachers used teacher self-disclosure to interest students because it 
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is more vivid to them and they also believed that teacher self-disclosure provided different 

ways for students to understand content knowledge and to enhance teaching clarity. Therefore, 

students may understand lectures more easily, and memorize and retrieve information 

(Hartlep, 2001; McCarthy & Schmeck, 1982).  

Similarly, Chinese preservice teachers also did not accept the effects of teacher 

self-disclosure on student classroom participation so much as other two aspects that were 

previously discussed. One reason that may account for this result may be the problems of the 

items in this dimension. This finding suggested that it could not be concluded that teacher 

self-disclosure may enhance classroom participation. Maybe classroom participation need to 

be redefined or another research need to be designed to restudy the relationship between 

teacher self-disclosure and classroom participation. One flaw that may have existed in this 

study is the statement that teacher self-disclosure may reduce students’ misbehavior. Students’ 

misbehavior may be quite far from classroom participation.   

Another finding of this study was nonsignificant difference in the perceived effects of 

teacher self-disclosure between male and female Chinese preservice teachers. It seems to be 

safe to conclude that male and female preservice teachers had the same degree of acceptance 

of the effects of teacher self-disclosure. This result was consistent with Zhang’s (2007) study 

in which both male and female preservice and inservice teachers did not differ in their 

perceptions of the effects of teacher self-disclosure, and showed that preservice teacher 

gender does not influence their acceptance of teacher self-disclosure. This finding added 

initial literature to the study of teacher self-disclosure in China.  

Another contribution of this study to the research of teacher self-disclosure was the 
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exploration of influence of subject area on perceptions of teacher self-disclosure. Science 

major preservice teachers reported significantly higher acceptance of the effects of teacher 

self-disclosure on Classroom Participation than did social science major preservice teachers. 

No empirical evidence could be found to support this finding; however, it may be tentatively 

assumed that preservice teachers of science majors were more confident that teacher 

self-disclosure may enhance student classroom activities and involvement. The reason for this 

result remained unexplained.   

Conclusion 

Our research suggests that Chinese preservice teachers held beliefs about effects of 

teacher self-disclosure on classroom learning, teacher-student relationships and 

communication, and classroom participation. Results showed that, of the three dimensions of 

effects of teacher self-disclosure, teacher-student relationships and classroom communication 

was most accepted. The findings may have resulted from the educational globalization and 

educational reform which weakened the teacher authority in teaching and emphasized the 

caring and respectful teacher-student relationship and positive classroom communication. 

The study found that gender did not influence preservice teachers’ perceptions of the effects 

of teacher self-disclosure. The study also found that Chinese preservice teachers of science 

majors had significant differences in their understandings of effects of teacher self-disclosure 

on classroom participation. The reason for this result need to be investigated in the future 

study.   
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Appendix I 

Factors Loading of Teaching Effectiveness of Teacher Self-Disclosure Scale  

Items 1 2 3 

TSD allows students to understand the lecture easily. .769   
TSD helps students to memory and retrieve information. .691   
TSD broadens students’ knowledge. .662   
TSD helps students understand teachers’ lectures. .642   
TSD enhances teaching clarity. .638   
TSD makes students get interested in learning the subject matter. .616   
TSD makes teaching more vivid to students. .552   
TSD provides different ways for students to understand the class 
content. 

.547   

TSD creates caring relationships between teachers and students.  .738  
TSD helps students open up to their teachers about problems they 
may be having. 

 .697  

TSD helps students feel comfortable about communicating with 
their teachers.  

 .688  

TSD contributes to developing trust between teachers and 
students. 

 .598  

TSD contributes to classroom discipline.   .745 
TSD contributes to students’ willingness to learn.   .738 
TSD makes students enthusiastic about classroom activities.   .638 
TSD makes students’ learning experiences more engaging.   .539 
TSD reduces students’ misbehaviors.   .516 

Note: 1. Classroom Learning  2. Teacher-Student Relationships and Communication  

3. Classroom Participation 
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Taiwan is located on the southeastern Asia. She blend multi-culture and
multi-tribes. As known two major trips are at the east in there, as Taitung, a remote
area in Taiwan. One big tribe, Han. Of which the customs are simple, some traditional
family cultures are conservative. For example, the father is a symbol of authority in
their family. The other is consisted of some tribes of aboriginals living in the eastern
Taiwan. Here elder aboriginals were dominated by Japanese 60 years ago. At that time,
though showing some resistance, the overall fight after all didn’t happen. Therefore,
both Han and aboriginals tribes had the dominated experience by the authority.
Because of above reasons, we select the eastern Taiwan populations to study authority
leadership effect in elementary schools in Taiwan. We will study the authority
leadership effectiveness in elementary schools of Taiwan.

For the past few years, about authority behavior research, University of Taiwan
has a domestic study that is so-called ‘patriarchal leadership’. The leadership behavior
was based on Chinese culture and patriarch centrality. It constructs the patriarchal
leadership including authority, benevolence and morality through case study and
database analysis. Authority means managers control and require members from their
power. ‘Benevolence and morality’means endure members making mistakes and
teach them and exemplify correct behavior.

Although ‘patriarchal leadership’has had many studies supporting it, the results
could have been changed from the educational reform in Taiwan in 1995. The reform
has eliminated principals’power. For example, in the past, the elementary school and
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junior high school principals were assigned by educational administration department,
without limitation on the term of their position. Now, principals need to be voted by a
committee that composes of the educational administration bureau, teachers and
society representatives. If they pass the vote, they just can lead the school 4 years. In
the fourth year, they once again need to pass the second vote. So, their power is
getting eliminated from being assigned to being voted that many principals start
considering how to play the role of principal? At that time, the ‘servant leadership’
behavior had been shown in some scholarly journals and later it was popularized to
Taiwan. Many principals apply it to be accustomed to the position. According to
social exchange theory, principals’think if the servant behavior for teachers is nice,
and teachers will work hard as feedback.

In short, the past research and theory showed that the authority, benevolence and
morality, and servant behavior had positive effects to school effectiveness but few
other researches explore which was the most important. Therefore, the study hopes to
compare above three behaviors with school effectiveness relations and results, hoping
the results are valuable suggestions for now principals’leadership behavior in Taiwan.
Above the so-called school effectiveness includes the job effectiveness,
environmental effectiveness, communicational effectiveness, students’learning
performance, students’behavior effectiveness, and so on.

The study can show which leadership behaviors are better to school effectiveness
in eastern Taiwan. We believe the results can refer to valuable recommendation for
educational study. Is it the patriarchal leadership from Chinese traditional culture
better than the servant leadership from western journals?

In the study, we conduct differential level random sampling and get 372 valid
data from teachers in eastern Taiwan. The analysis methods include Factor, Reliability,
ANOVA, Regression, and SEM.

The primary results show the principals the more ‘benevolence and morality
behavior’they apply, the better school effectiveness perception on teachers in eastern
Taiwan. It means that ‘the benevolence and morality’behavior (β=.60) superior to
the ‘servant behavior’(β=.29) and authority (β=.18) on school effectiveness, though

the servant behavior and authority affect simultaneously significantly school
effectiveness. In other words, the patriarchal leadership behavior that is based on
Chinese culture and the servant leadership behavior that is based on Christianity are
effective to school effectiveness. But, the eastern Taiwan teachers like more ‘the
benevolence and morality’than ‘authority’and ‘servant’behavior that principals can
do the better to exemplify and endure for teachers and therefore the school
effectiveness perception works best. The result reveals that teachers think the effective
leadership still is affected by Chinese culture. The principals having high reputation in
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the society Taiwan, if they put down their respectability to serve teachers, cannot still
be able to get directly highly influential effect to school effectiveness. Meanwhile, the
principals apply authority just a bit of school effectiveness. Therefore, the best
leadership behavior to promote school effectiveness is ‘the benevolence and morality,
as the exemplified correct job-attitude and behavior to teachers and endured them
making some faults.

According to the results, we refer some recommendation for continuing study
and school leadership how to do.
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This paper analyzes Thomas Jefferson’s democratic wards or hundreds as his most thoughtful 

design for implementing his understanding of classical republicanism.  While his formal educational plans 

were to provide citizens with requisite knowledge, these small republics were expected to provide a 

practical education in preparing citizens for self-government.  While Jefferson’s formal educational 

proposals are widely known, I have chosen to focus on the informal and applied learning Jefferson 

expected to take place at the local level –for it is one thing to become knowledgeable of republican virtue 

and quite another to carry out those principles in practice.  His little republics were expected to 

complement formal instruction by facilitating the actualization of democratic governance.   

Jefferson's wards were intended to be small geographical areas (made up of about 100 families 

and also known as “hundreds” at the time) to cultivate and maintain active democratic citizenship.  Only a 

couple of scholars have examined his ward system, and their analyses have merely touched the surface of 

Jefferson’s democratic plan and the educational significance of his wards.1  Accordingly, a more thorough 

analysis of Jefferson’s ward system will provide us with a better understanding of his hopes and 

expectations of these “little republics,” and how they promoted practical learning environments.  A close 

analysis of his ward system, including his belief that citizens should govern themselves locally by voting 

on day-to-day matters of public concern, taking part in jury duty, militia training and service, taking care 

of the poor, serving in public office on a rotating basis, maintaining knowledge and awareness of (Whig) 

history in evaluating the laws and policies of government, and the actions of representatives at the state 

and national levels, illustrates Jefferson’s inimitable contribution to the democratization of republican 

thought.   

The Philosophy Behind Jefferson’s “Little Republics” 

Unlike many of the founders, Jefferson believed that a genuine republic must be established on 

more than mere consent, and many of his republican proposals were considered by his critics to be of the 

“levelling” sort.  But Jefferson understood what Daniel Elazar has stressed more recently.  That is, “for a 

res publica to exist…appropriate publics” must be established for its support.  In other words, the 

principle strength of a republic does not rely upon federal institutions managing conflict among 
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individuals pursuing their self-interest; rather, it serves more appropriately as “a public characterized by 

its civic character and political expression,” which accentuates “the necessity for republican virtue.”  This 

suggests an enormous community responsibility in providing both public education and sites for political 

involvement, and by accentuating civic virtue, both academically and concretely, republican theory 

presupposes a constantly changing political identity.  How else could a revolutionary spirit remain intact? 

A republic that lives up to its name must remain open to change –a continually shifting (Jefferson’s 

generational sovereignty) and commonly established moral sense that balances the defense of individual 

rights and the protection of the common good.  This moral sense is perpetually seeking equilibrium when 

citizens remain free to deliberate in a democracy.  This notion of democracy is akin to what Alan Keenen 

refers to as “render[ing] everything provisional and open to question, and what Jacques Rancière 

considers momentary civic action perpetually “on the shore of its own disappearance.”2  A democracy 

could not be simply defined as representative government, and the burgeoning democratization of 

republican thought during Jefferson’s lifetime included an appreciation for Aristotle’s allusion to man’s 

political instincts.   

Much like the ancients Jefferson believed that virtue must unite knowledge with action, which is 

revealed most powerfully in small local neighborhoods where citizens can meet face-to-face.  George 

Sabine has described this accurately when he asserts, a res publica “cannot exist permanently, or at least 

cannot exist in any but a crippled condition, unless it depends upon, and acknowledges, and gives effect 

to the consciousness of mutual obligations and the mutual recognition of rights that bind its citizens 

together.”3  Without frequent action informed by conscious reflection on the part of citizens who hold 

their representatives accountable, republican institutions lose their democratic character, and become 

arbitrary and isolated from citizens who ultimately relinquish their allegiance and support as they sense 

their own political efficacy diminishing.  The significance of political relationships lie in maintaining a 

comprehensive and substantive civic virtue committed to the creativity and spontaneity that emerges 

when citizens are free to re-conceptualize, and therefore transform, their community – a basic and under-

appreciated phenomenon related to what we often refer to today as grassroots politics.  It is this locally 
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constituted and eruptive insurgency that has been eclipsed by emphases on systematic design and 

institutionally managed access to electoral politics.  Jefferson had similar suspicions in mind as he was 

reflecting on his “little republics…where every man is a sharer in the direction of his ward…and feels that 

he is a participator in the government…not merely at an election one day in the year, but every day.”4  

Jefferson intended these small republics to secure the revolutionary spirit that had flourished in the New 

England townships, the Sons of Liberty, and Committees of Correspondence during the war. 

The best way to maintain republican virtue, Jefferson believed, was to firmly anchor all federal 

and state institutions to local wards, out of which each generation could be free to actively pursue its 

definition of the public good; a common good defined not by a few distant and powerful elites, but by an 

active local citizenry scrutinizing and delegating the actions of representatives based on informed 

judgments developed from public deliberation.  Without being continually open to criticism, Jefferson 

believed, political, as well as social and religious institutions, would become authoritarian, self-serving, 

and non-responsive to local concerns, which is why he was critical of those who unquestionably adhered 

to custom (qua Burke) and why he advocated generational sovereignty (qua Paine).  Representation at the 

national level was simply viewed as a practical necessity after 1787 requiring keen observation by 

constituents and thoughtful responses to state and national legislators. 

“We of the United States,” Jefferson explained to DuPont de Nemours,  

are constitutionally and conscientiously democrats.  We consider society as one of 
the natural wants with which man has been created; that he has been endowed 
with faculties and qualities to effect its satisfaction by concurrence of others 
having the same want; that when, by the exercise of these faculties, he has 
procured to regulate and control, jointly indeed with all those who have concurred 
in the procurement, whom he cannot exclude from its use or direction more than 
they him.  Action by…citizens in person, in affairs within their reach and 
competence…constitutes the essence of a republic.5    
   
Jefferson’s wards were expected to help man reach his potential; that through informed 

political action and deliberation, men could achieve their highest virtue and sharpen their 

collective moral sense.  Jefferson often described his understanding of social and political 
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relationships less objectively than, say, de Nemours or Hamilton who frequently viewed society 

from a functionalist perspective.  For Jefferson, the purpose of establishing political society went 

beyond the protection of life and property – these were becoming common sense notions - and 

included a means of securing the fundamental nature of human relationships, namely, enlarging 

the sphere of man’s moral agency.  His wards were to provide a moral education in republican 

virtue by molding citizen character. 

After the colonies declared independence, Jefferson asked his friend Edmund Pendleton 

about the “restitution of the ancient Saxon laws,” asserting, “Is it not better now that we return at 

once into that happy system of our ancestors, the wisest & most perfect ever yet devised by the 

wit of man [?].”6  He endeavored to recreate that “happy system” by dividing “the counties” in 

Virginia “into wards of such size as that every citizen can attend, when called on, and act in 

person.”  Individuals within their respective wards of about “six square miles” were to be 

minimally responsible for choosing “a justice of the peace and constable, a company militia with 

its officers, an elementary school, the care of their poor, their own portion of the public roads, 

the choice of jurors to serve, and the delivery, within their own wards, of their own votes for all 

elective officers of higher sphere,” the system of which was expected to make “every citizen an 

acting member of the government…in the offices nearest and most interesting to him.”7  

Jeffersonian federalism decentralized power in a manner similarly described by Whig historians 

in their description of ancient Saxon England, including James Harrington’s Oceana and Paul 

Rapin’s History of England, among others.  This federalist gradation, according to Harrington, 

who was interested in the political relationships of ancient Israelite tribes, was as necessary “in a 

well-ordered Common-wealth, which stairs are in a good house.”  These “lead you naturally and 

necessarily into all the Rooms of this Fabric.”8  Situated at the foundation of this “fabric” were 
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local tithings followed by larger and larger geographical areas, consisting of hundreds, shires or 

counties, and the largest governmental unit known as the Wittenagemot or national legislature.   

In order to fully appreciate the rationale behind Jefferson’s formal educational plans, we 

must understand his view of republicanism, which was demanding of its citizens.  He wanted 

citizens to appreciate republican theory the way he had come to know it, and behind many of his 

ideas and legislative proposals lay an effort to mimic the Whig historical canon. 

Citizenship Responsibilities: The Militia  

Jefferson served as a member of the Committee to Prepare a Plan for a Militia appointed in 

March 1775 by the Virginia assembly.  During that same month “the Convention resolved ‘That a well 

regulated militia, composed of Gentlemen and Yeomen, is the natural strength, and only security, of a free 

government.’”  Committees were to be established in each county for self-taxation.  They were to tax 

“every titheable person…as they may think best” in order to provide for necessary provisions.9  Jefferson 

also viewed the militia as an important Saxon feature of securing liberty and independence, and he 

viewed standing armies analogous to all other institutions of concentrated power –dangerous and 

potentially oppressive.  “The only force which can be ready at every point and competent to oppose [an 

enemy], is the body of neighboring citizens as formed into a militia,” explained Jefferson in his first 

annual message.  The opposition to standing armies and concomitant support of citizen militias was 

emphasized in Whig literature, including a popular abstract of ancient Saxon England described by 

Demophilus in 1776.  Likewise, the militia operated in a rather democratic fashion as commanding 

officers were to be chosen by ballot and rotation among those who they were to command.10    

Radical Whigs distinguished the militia from soldiering since it was based on civil foundations.  

At the local level, where security was a minor concern, the militia was foremost a security against foreign 

invasion.  Because the militia embodied local citizens who had a vested interest in defending their wards 

–families, friends, and property- they were preferred over standing armies and the hiring of mercenaries 

that often came with them.  A standing army often had no ties to the nation let alone a locality, and was 
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dependent solely on the financial and political emoluments promised by a king.  Serving in the militia, or 

what was sometimes referred to as “WATCH and WARD,” was expected to operate through election, 

rotation, not to mention the decrease in national expense it would bring.11  Organized by county and to 

include all able-bodied men between the ages of sixteen and fifty who could, upon call, leave their farms, 

citizen militias would form and be formed by affection for the public good.   

Juries: The Republic’s Ephori and Tribuni 

“I consider trial by jury as the only anchor ever yet imagined by man, by which a government can 

be held to the principles of its constitution,” Jefferson explained to Thomas Paine in 1789.12  Unhappy 

with the independence of the judiciary and the separation of the Senate from popular consent, Jefferson 

wrote to Judge Spencer Roane in 1819, complaining that “the Constitution…is a mere thing of wax in the 

hands of the judiciary, which they may twist and shape into any form they please.”  His concerns over the 

Constitution made Jefferson depend on the people all the more.  “It should be remembered,” he explained, 

“as an axiom of eternal truth in politics, that whatever power in any government is independent, is 

absolute also,” and “independence can be trusted nowhere but with the people in mass.”13 

In a letter to his friend Du Pont de Nemours, Jefferson described his optimistic view toward man, 

asserting that, “experience has proved it safer, for the mass of individuals composing society, to reserve to 

themselves personally the exercise of all rightful powers to which they are competent, and to delegate 

those to which they are not competent to deputies named, and removable for unfaithful conduct.”  The 

idea of competency, used here and elsewhere by Jefferson, appears to be connected not only to capability, 

but also to proximity.  As you move from the apex of the federal pyramid toward the base, for example, 

the competence of ordinary citizens is better facilitated, exercised, and understood.  It is at the base or 

within the ward system that individuals can best exercise their obligations and make known their ideas 

through face-to-face communication.  Accordingly, the term competency is used by Jefferson to mean 

that a citizen’s republican role is best accomplished when the propinquity of one’s actions are considered.   

Jefferson explained his definition of republicanism to John Tyler in relative terms, asserting, it is 

“a government by its citizens in mass, acting directly and personally…and that every other government is 
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more or less republican, in proportion as it has in its composition more or less of this ingredient of the 

direct action of the citizens.”14  Although federal representatives were expected to be a well-educated 

“natural aristocracy” produced from the neighborhood up, their presence did not relieve the notion 

commonly held, that public officials will forget their attachment to the people as they move further away 

from the base and closer to the apex.  “In proportion as [representatives] are more and more sublimated,” 

Jefferson explained to de Nemours, that is, the “farther removed” they are “from the control of society,” 

the more likely they are to neglect their constituents’ concerns.  This distance between the governors and 

the governed, he explained, “requires in general constant and immediate control to prevent…the 

seductions of self-love.”15  In America, he further explained, “the people (by which is meant the mass of 

individuals composing society)” are considered “competent to judge of facts occurring in ordinary life,” 

and “they have retained,” therefore, “the functions of judges of facts, under the name of jurors…[as they 

are viewed] as competent judges of human character.”16  This is why Jefferson’s philosophy gave 

considerable discretion to juries in determining fact and law.  He referred to them as “the true tribunal of 

the people,” whereby “the inhabitants of every precinct may meet at a given time and place...to elect 

among themselves some one to be a juror,” and “that from among those so chosen in every county, some 

one may be designated by lot, who shall attend the ensuing session of the federal court within the state, to 

act as grand and petty jurors,” a system of which, he declared, may “preserve the trial by jury [in] its pure 

and original spirit,” an ancient birthright according to legal scholars, including Edward Coke.17  “And if 

the question relate to any point of public liberty, or if it be one of those in which the judges may be 

suspected of bias, the jury undertake to decide both law and fact.”  Furthermore, he explained, “this 

division of the subject lies with [the jury’s] discretion only.”18  When the law was not clear, Jefferson 

argued that juries should possess the power to determine fines and sentences.  “Leave the juries free to 

follow their own judgment,” he declared in a letter to John Tyler in 1810, as they are most capable of 

judging local circumstances.19  Indeed, it is logical to conclude that juries should have such discretion 

within the wards where they have been educated in republican principles, remain politically active, and 

protective of their liberties and neighborhoods. 
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In an earlier letter to the Abbé Arnoux in 1789, written from Paris, Jefferson recommended a set 

of books on the subject of jurors,”20 and illustrating his commitment to the wisdom of ordinary citizens, 

Jefferson wrote in Query XIV: “The common sense of twelve honest men gives still a better chance of a 

just decision, than the hazard of cross and pile.”21  One of the books Jefferson recommended was written 

by the radical Leveller William Walwyn in 1651 and titled Juries Justified.  In it Walwyn defends against 

criticism the ability of ordinary Englishmen serving as jurors within the ancient “Hundreds” or 

“Parishes,” the service of which considered to be “the most essential Liberty of England” since “before 

the Conquest.”  In addition, Walwyn challenges objections to a jury’s competence and ability to 

understand the facts presented during trial, claiming they have both the practical judgment and sense of 

justice, as well as conscience, “in delivering the Captive, and setting the Oppressed free…and in faithfully 

keeping all promises and compacts amongst men.”  And in language Jefferson would utilize over a 

century later, Walwyn concluded that juries served as the principal means of preserving liberty “as ever 

the wit of man devised.”22  Like John Hawles and John Somers, works also recommended by Jefferson, 

Walwyn believed jury nullification a potential requisite in protecting liberty.   

According to The Present Practice of a Justice of the Peace; and a Complete Library of Parish 

Law, “Trial by juries is the Englishman’s birthright, and is that happy way of trial, which, 

notwithstanding all revolutions of times, has been continued, beyond all memory, to this present day…it 

being cotemporary with the foundation of this state, and one of the pillars of it, both as to age and 

consequence.”23  Jefferson asserted,  

Grand juries are the constitutional inquisitors & informers of the country, they are 
scattered everywhere, see everything, see it while they suppose themselves mere private 
persons, and not with the prejudiced eye of a permanent & systematic spy. Their 
information is on oath, is public, it is in the vicinage of the party charged, & can be at 
once refuted. These officers taken only occasionally from among the people, are familiar 
to them, the office respected, & the experience of centuries has shewn that it is safely 
entrusted with our character, property & liberty. A grand juror cannot carry on systematic 
persecution against a neighbor whom he hates, because he is not permanent in the 
office.24 

 
In order to actualize republican principles and to protect liberty, the juridical system must include 

avenues for popular participation, such as jury service, and this particular means of participation must not 
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be superficial, but must require the active, thoughtful, and engaging processes that make citizenship 

meaningful, relevant, and empowering.”  Indeed, the influence upon Jefferson’s thought with regard to 

this point is found in A Guide to English Juries, which he also recommended to the Abbé Arnoux.  In it 

the unknown author assigns extraordinary power to grand and petit juries, wherein he described judges as 

“unessential and needless in a trial by jury,” with the exception of assisting “it [the jury] by answering 

and conforming what the Law is where difficulties arise.”  In fact, the author begins his treatise asserting 

that, “jury-men…are England’s Ephori and Tribuni,” which served “the Boundaries of Prerogative and 

Privilege, and the living Bulwark of the Laws.”25 

It was through jury service that Englishman first exercised a form of local popular power 

in government as far back as the twelfth century, a precursor to the House of Commons.26  

Because he viewed juries as an important protection of republican liberty, Jefferson petitioned 

the Virginia legislature “to reform its method of jury selection so that both grand juries and trial 

juries remained ‘the tribunal of the people,’” and he outlined a system of jury selection to take 

place within the local confines of his proposed educational wards.  Juries provided a local means 

for citizens to exercise popular prerogative, a democratic “safeguard at the bottom…level” 

considered by many to be more effective in guarding against executive or judicial tyranny than 

legislative representation.27  Juries provided a popular venue for citizens to decide what was right 

or just in spite of or in opposition to legal technicalities imposed by a distant or obscure 

government.  The incredible power Jefferson was willing to give juries accentuates the 

importance of his formal educational proposals.  

Caring for the Poor 

“The poor, unable to support themselves,” according to Jefferson, “are maintained by an 

assessment on the titheable persons in their parish,” the “assessment” of which, “is levied and 

administered by twelve persons in each parish, called vestrymen, originally chosen by the house-keepers 

of the parish, but afterwards filling vacancies in their own body by their own choice.”  Jefferson goes on 
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to explain that, “these are usually the most discreet farmers, so distributed through their parish, that every 

part of it may be under the immediate eye of some one of them.”  They are qualified to discern the needs 

of their local poor, because “they are well acquainted with the details and economy of private life, and 

they find sufficient inducements to execute their charge well, in their philanthropy, in the approbation of 

their neighbors, and the distinction which that gives them.  Rather than leaving them to the care of a 

centralized facility, Jefferson believes the poor, “who have neither property, friends, nor strength to 

labor,” should be “boarded in the houses of good farmers, to whom a stipulated sum is annually paid.”   

Comparing colonial society again to Native American tribes, Jefferson asserts, “I never yet saw a 

native American begging in the streets or highways,” since “a subsistence is easily gained,” and “if, by 

misfortunes, [one is] thrown on the charities of the world, those provided by their own country are so 

comfortable and so certain, that they never think of relinquishing them to become strolling beggars.” It is 

easy to understand why Jefferson blamed the presence of poverty on social conditions.  Laws, for 

example, had been responsible for creating and maintaining a “pseudo-aristocracy” at the expense of the 

poor, prompting him to introduce agrarian and public educational reforms, which were to be paid 

primarily by the wealthy.  And in an additional effort toward equal opportunity, Jefferson desired that 

farmers and the poor pay no taxes.      

Likewise, Jefferson further explained in his Notes that ailing persons ought to be housed “in the 

family of a good farmer, where every member is emulous to do them kind offices, where they are visited 

by all the neighbors, who bring them the little rarities which their sickly appetites my crave, and who take 

by rotation the nightly watch over them, when their condition requires it, is without comparison than in a 

general hospital.”  While recognizing the need for hospitals and surgeons to be provided to specific 

patients, the advantages of closeness in governing a neighborhood are not unlike the personal and caring 

relationships that are developed among those who care for the needy.  Jefferson concluded that, “nature 

and kind nursing save as much greater proportion in our plain way, at a small expense, and with less 

abuse,” than institutions created for such purposes. 28  
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Jefferson believed that the worst enemies of the poor were wealthy persons who sought to exploit 

political, social, and legal advantages.  “Experience declares that man is the only animal which devours 

his own kind,” he explained to Edward Carrington.  “I can apply no milder term to the governments of 

Europe, and to the general prey of the rich on the poor.”29  Like many of the evils he perceived in 

European society, Jefferson understood poverty to be primarily a consequence of feudal associations and 

institutions.  Unlike Europe, Jefferson thought the poor in America were few in number.  The vastness 

and availability of land, in connection with his efforts to establish republican governments, reveals 

Jefferson’s faith in eradicating or diminishing poverty.  Jefferson’s attempts to lessen the effects of the 

feudalistic features inherited from Britain included his eliminating primogeniture and entail, as well as his 

proposal to provide fifty acres of land to all white males (“the best of all agrarian laws”), his attempts to 

establish universal education, religious freedom, and a significant role for citizens in local government, all 

assume the necessary support for and expanding number of persons who could enjoy independence and 

happiness.  Jefferson believed the answer to poverty lied to a large extent in creating a democratic 

republic.   

Conclusion 

Jefferson knew that all men were potentially corruptible without a proper education, and 

patriotism could not be instilled through violence and force, but only through education, participation, and 

legitimate and wise rule.  The republican virtues admired by centuries of adherents included moderation, 

devotion to the polity, fortitude, selflessness, pragmatism in one’s actions, political equality, knowledge, 

and the love of liberty, relationships to be nurtured by republican laws and decentralized institutions.  

Jefferson’s plan was to revise or eliminate “the laws which were in force during the monarchy,” the 

“principles” of which, he considered inconsistent with republicanism.”  Accordingly, “the plan 

of…revisal” included reestablishing “that part of the English law which was anterior to the date of the 

oldest statutes extant,” namely, prior to the Norman Conquest.30  Jefferson was attempting to supplant the 

old Federalist argument that ordinary citizens should not take part in governing because they were 

uneducated.  Rather, he recognized the discrepancy in this circular reasoning and attempted to fulfill the 
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revolutionary spirit by nourishing the democratization of republican thought that began before the 

Revolution.   
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Abstract 

 

Peer Mentoring: The Emerging Search for Practicality in a Doctoral Program 

 

Doctoral programs are often faced with high levels of attrition.  Some students 

become overwhelmed and overburdened with the workload, which is traditionally much 

more arduous than what they have previously been exposed to in a masters program.  

Others feel lost and alone as they attempt to navigate doctoral classes, curricular and an 

emerging research paradigm. A small California Christian Liberal Arts university sought 

to be proactive in its newly approved doctoral program.  The university’s School of 

Education engaged its doctoral students in peer mentoring as a way of addressing 

attrition, collegiality and educational leadership.  

The mentoring process can be traced back to early Greek literature in Homer’s 

Odyssey.  Mentoring continues to be a process where a person of greater expertise guides 

a person of lesser expertise. Kram’s work (1985) revealed two primary functions that 

mentors provide: career development, including coaching, sponsoring, and providing 

challenging assignments; and that of psychological and emotional support, including 

friendship, acceptance, counseling, and role modeling. Research on mentoring in higher 

education revealed that mentoring increased scholarship, improved leadership skills, 

enhanced collegiality and developed networking systems (Bass, 1985, 1996; Bass & 

Avolio, 1990; Blasé, 1990; Brenden, 1986; Burns, 1978; Caruso, Rice, and 

Schwartzkopf, 1988; Fullan, 2001; Good, Halpin et al. 1998; Greenleaf, 1996; Johnson  
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1996; Leithwood, 1992; Kouzes & Posner, 2000; Packard 2003; Sergiovanni, 2000; 

Starratt, 1995).  Luna and Cullen, in their 1998 research on graduate students and the 

mentoring process, found that 90 of the 109 respondents reported that it was important 

for graduate students to have mentors.   Role-modeling, guidance and support, listening, 

and building self-confidence were noted as important mentoring functions by 53% of the 

respondents.    

The purpose of this research was to assess if doctoral candidates who were 

instructed in various models of mentoring, coaching and collaborative inquiry as part of 

the leadership component in their doctoral program, would voluntarily mentor and coach 

new doctoral students in developing the knowledge, skills and dispositions that are 

needed for the new students to become successful doctoral students and future 

educational leaders?   

The research methods were straightforward and uncomplicated.  Doctoral 

candidates, enrolled in their 3rd year of a four year doctoral program were required to take 

a class in Organizational Change and Development.  A large part of the course 

curriculum focused on various models of mentoring, coaching, and collaborative inquiry. 

These models included protocols used for the California School Restructuring Initiative 

(Allen & McDonald, 1993) such as the Consultancy, Charrette, and Critical Incidents 

Protocol models.  Candidates were also introduced to the conferencing techniques of 

Costa and Garmston’s Cognitive Coaching (1994). The candidates were then assigned an 

activity requiring them to mentor a beginning doctoral student as part of their learning 

activities.   The partnering process was facilitated at a joint doctoral class session at the  
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beginning of the semester. At this session, the mentors as well as the mentees met one 

another.  They described their research interests as well as career information and 

aspirations.  They also discussed their doctoral experiences.   The mentors and mentees 

were then asked to write on a piece of paper their top three choices as partners.  The 

papers were given to the researchers and the researchers partnered the pairs based on the 

doctoral student’s and candidate’s choices.  Every attempt was made to make sure both 

mentors and mentees received their personal preferences.  The doctoral candidates and 

doctoral students were notified the following week of their mentor and of their mentee.   

The partners were then encouraged by the researchers to meet throughout the semester.  

However, there were no set requirements on the number of times mentors and mentees 

were to meet and there were not stipulations on mentoring techniques doctoral candidates 

were to use when they met with their mentees.   

The researchers hypothesized that third year candidates would use some of the 

strategies and models introduced in the Organizational Change and Development Class to 

mentor his/her mentee.  The researchers also hypothesized that based on the mentoring 

models professional friendships and collegiality would occur between mentors and 

mentees.  In addition, the university’s doctoral program would be strengthened with little 

or no attrition and doctoral graduates would have in place professional networks that 

would help strengthen them as future educational leaders. 

To ensure the participants’ anonymity and confidentiality, since the researchers 

were also doctoral professors, the researchers employed two research assistants.  At the 

end of the semester the researchers held separate focus group interviews with both  
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mentors and mentees.  One of the research assistants facilitated and tape recorded the 

focus groups.  The research assistant asked the mentors and the mentees the following 

questions, (1) What have been the strengths of the mentoring project and in what ways 

might it be improved? (2) Has the mentoring project helped create community in your 

cohorts and, if so, please give concrete examples? (3) Do you think this mentoring project 

is important to the success of doctoral students at this university? If so, how?  Participants 

were encouraged to respond with candor and integrity during the focus groups.  A 

different research assistant transcribed the comments from the focus groups.  By using 

different research assistants, it was less likely that the researchers would be able to 

identify a mentor or mentee.   In addition to the focus group interviews an electronic 

questionnaire was sent to both mentors and mentees.  The electronic questionnaire was 

set-up so that the participants’ responses were anonymous to the researchers.  

The mentors (doctoral candidates) were asked the following questions in a likert 

scale format of strongly agree, agree, no opinion, disagree or strongly disagree. (1) Has 

being a mentor been a valuable experience for you? (2) Have you learned more about 

yourself from being a mentor?   

The mentors were also asked the following open-ended questions on the 

electronic questionnaire. (1) How many times they met with their mentee?  (2) What 

form of communication did they use when they met with their mentee, such as Email, 

Phone, Face to face? (3) Did they see the mentoring process as being helpful in future 

leadership roles, if so, how? (4) Did the mentors feel they were adequately prepared to 

take on the role of mentor to a first year doctoral student? If not what additional  
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information or training might be helpful? (4) Would structured time as part of a course 

requirement be helpful for mentors to meet with their mentees? 

Mentees were also sent an electronic questionnairee.  The same likert scale format 

from strongly agree to strongly disagree, and open ended questions were used on their 

questionnaire.  The following four questions were measured from strongly agree to 

strongly disagree. (1) Has the mentoring project been helpful to you as a first year 

doctoral student? (2)Have you gained valuable information from your mentor? (3) Do 

you believe mentoring will help you remain in the doctoral program? (4) Do you expect 

to continue to communicate with your mentor after the current semester?  

          The mentees were asked how many times they met with their mentors and how 

they met with them, via e-mail, phone, or face-to-face. There were three open-ended 

questions, and like the mentors, the mentees were encouraged to be candid and forthright 

in their responses. The mentees were asked if they felt the mentoring process would help 

them in future leadership roles. Second, did they feel the mentoring project had been 

established in a way that made the process comfortable for them to participate? Finally, 

would they like additional professor mandated sessions for the sole purpose of them 

meeting with their mentors? 

The Likert scale data was coded using frequencies.  The open-ended questionnaire 

questions and the focus group interviews were coded, cross-referenced and analyzed 

based on three guiding questions, did scholarship improved for both mentor and mentee 

during the peer mentoring process,  second was there evidence of increased collegiality  
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between the mentor and mentee and finally did the mentors practice the leadership skills 

taught during classroom instruction? 1 

The research reveled that it was difficult to ascertain if scholarship had increased 

because of the mentoring process.  Although no doctoral students withdrew from the 

program during the research period, a clear baseline to measure success had not been 

established by the researchers prior to the research, so it was difficult to tell if students 

remained in the doctoral program, because of peer mentoring, or because of other 

variables such as dedication, employment motivation, family, etc.  

Next, there was evidence of increased collegiality, but not between mentor and 

mentee as has been predicted by the researchers. Rather, the increased collegiality was 

lateral and not vertical.  Mentors became more collegial with other mentors rather than 

with their mentees.  Conversely, mentees became more collegial with other mentees.   

Although mentors and mentees willingly and enthusiastically shared information 

during their initial meeting there was no evidence to suggest that the sharing of 

information continued throughout the semester. Finally, as with collegiality, the data 

suggests that when leadership skills were practiced they were practiced laterally rather 

than vertically.  While doctoral candidates identified the act of mentoring with leadership 

and professional development, peer mentoring with doctoral student mentees did not 

spontaneously occur without faculty direction. 

The findings from this research mirrored the literature concerning peer mentoring, 

group cohesiveness, and persistence.  However, group cohesiveness, leadership, and  

                                                 
1 A more detailed description of the coding and analysis process can be found in the complete paper rather 
than the abstract. 
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persistence happened among doctoral candidates rather than between doctoral candidates 

and doctoral students.   

In conclusion, although mentoring programs guided by faculty provide some 

useful insights on mentoring protocols, the researchers felt that this research project was 

limited by the confines of the research paradigm.  A richer and deeper understanding of 

the peer mentoring process can be experienced when doctoral candidates and doctoral 

students volunteer to mentor and to be mentored.  
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Messages from Course Syllabi

HUI-CHUAN LIAOand MEI-LING LEE

Chienkuo Technology University
Changhua City, Taiwan

College EFL language learners are often encouraged by faculty members to deconstruct
authority and to become active decision makers and true participants of the learning
processes. Do college programs tell the same story? Are EFL language learners true
participants in the processes or simply subjects of the teaching program? According to
Pinar and Reynolds (1992), any text is embedded with “purposes and crosspurposes, 
motives and countermotives—what is stated and what is not.” Many aspects of the 
curriculum can be examined to determine the roles EFL students play or are allowed to
play. They include but not limited to course materials, class lectures, and class
organizations. This study chose to analyze the syllabi of all of the listening and speaking
core courses required by the batcher’s program at the Department of English in a
university in Taiwan to find out what the syllabi tell about the curriculum and power
relationship between faculty members and language learners. A critical discourse analysis
(CDA) of the syllabi of these required courses was conducted to understand whether the
texts correspond with the teaching philosophy of instructors. CDA techniques used in the
study included semantic roles, negative versus positive word choices, explicit versus
implicit agents, and agents of specific verbs.
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Non-native English learners are often encouraged by their college instructors to

become true participants of their leaning processes. Since Asian students tend to be quiet,

shy, and restrained in class, instructors, especially those who teach English speaking,

often encourage students to break the teacher-student boundary, to see their teacher as a

friend rather than an authoritative figure, to feel free to express their opinions, and to be

the decision makers of the own learning. Nevertheless, do our the English programs tell

the same story? Are EFL students true participants in the processes or simply as subjects

of the teaching programs? According to Pinar and Reynolds (1992), any text is embedded

with “purposes and crosspurposes, motives and countermotives—what is stated and what

is not.”Many aspects of the curriculum can be examined to determine the roles students

play or are allowed to play in their EFL classrooms. The aspects include but not limited

to course materials, class lectures, and class organizations.

The last decade has seen increasing attention given to the notion of critical discourse

analysis and its application in language instruction and learning. The study chose to

analyze course materials, with a focus on course syllabi. The objective of the study was

to find out what the syllabi tell about the curriculum and power relationship between

language teachers and language learners.

Research Method

This study chose to analyze the syllabi of all of the listening and speaking core

courses required by the batcher’s program at the Department of English in a university in

Taiwan to explore the power relationship between instructors and language learners and

to see what messages could be found from the syllabi about the curriculum. The core

courses selected for data analysis were English Listening and Speaking, Fundamental
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English Oral Communication, Intermediate English Oral Communication, English

Business Communication, and Business Meetings and Presentations. A critical discourse

analysis (CDA) of the syllabi of these required courses was conducted to understand

whether the texts correspond with what students are often encouraged to do.

The five syllabi were numbered and referred as Syllabus One to Five. The numbers

are for easy reference only and were assigned to the corresponding syllabi randomly.

CDA techniques were used to explore the texts in the syllabi. The techniques this study

employed included semantic roles, negative versus positive word choices, explicit versus

implicit agents, and agents of specific verbs.

Text Analysis

The results of text analysis are presented in the following sections.

Instructor’s Information

The study first examined how the faculty members present themselves on the syllabi.

Out of five instructors, three added the academic title “Dr.” or “Ph.D.” before or next to

their names. It seems so natural and necessary in the institution of academia, but if we

deconstruct the way we used to look at the text, defamiliarize taken-for-granted

perceptions and make the familiar strange (Kaomea, 2003), the texts give out a message

to the readers of the syllabi that qualification, expertise and authority are important in

these courses, which in turn signifies the instructors as authoritative figures instead of the

students’ “friends.”It is alsoprobably fair to assume that by adding the word “Dr.”or

“Ph.D.”in front of or after their names on the syllabus, the instructors wish to gain

respect from the students. They want the students to value their expertise as well as
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authority. It also implies that the different status might create a hierarchical structure

where the students are subjects, instead of participants, of the teaching program.

Course Policy

In three of the syllabi, the most salient part to the readers is the course policy.

Syllabus One lists twenty class policies, which take up more than thirty percent of the

whole syllabus space. Syllabus Three lists eleven course rules, which occupy

approximately twenty-five percent of the whole syllabus. Syllabus Four lists nineteen

class rules, which take up more than thirty-five percent of the syllabus. The semiotic

structures of these three syllabi together show rules as an indispensable component of a

language course.

I am not arguing that policies and rules are insignificant. I believe that having a

sense of what is expected should be an essential part of a course. Yet, the semiotic

structures made me wonder if rules have been overstressed. They also reminded me of

Crowley (1989), who seems to suggest that reading has been overemphasized. According

to Crowley, people have spent most of their time in reading throughout their school lives.

They try to read the teacher’s mind to find out what the teacher want, they read the books

or articles the teacher has assigned to learn what he or she wants them to know, they read

the syllabus carefully to make sure that they do what the teacher wants or disallows them

to do. Instead of being independent thinkers who know the rationale of their behaviors,

many Asian students tend to accept the role of obedient students and wait for the teacher

to tell them what to do. I think Crowley might be implying that independent thinking is

not adequately encouraged and fostered in our existing curriculum. And the semiotic

structures of the three syllabi reveal no such encouragement either.
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Process vs. Product

In Syllabus One, the course description states that the course is designed to facilitate

inquiry into the learning “process.”As foreign language majors, students are often

reminded during most of their language courses that learning “process” should be more 

vital than “product.”However, the importance of learning process seemed to be undercut

by the importance of “product,”as is indicated by the statement the instructor makes in

the section of Goals and Objectives in the same syllabus.Instead of “In the process of

this course, the learner will learn X, Y and Z,” the instructor chose to say, “As a result of

this course, the learner will . . .” (emphasis added).

Section Headings

The analysis of the other four syllabi yields no such finding. Yet, the instructor’s 

power over the students is still evident. Table 1 lists the headings of the syllabi that show

the instructor’s power over the students.

Table 1. Section Headings Showing Instructor’s Power over Students

Goals Activities Grade Course Policy

Syllabus 1 Instructor’s Goals
and Objectives

Course
Requirement

Evaluation
and Grading

Course Policy

Syllabus 2 x Requirements x x
Syllabus 3 x Assignments Grading Class Rules
Syllabus 4

x
Required
Activities

Grading
Procedure

Class Rules

Syllabus 5 x x x x

In Syllabus One, the goals and objectives are presented as “Instructor’sGoals and

Objectives for Course” (emphasis added).The presence of the instructor’s voice and the 
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absence of the students’ opinions and options show the instructor as the one holding 

power. It is the instructor who sets the goals, not the students who are often strongly

encouraged to be creative and responsible of their learning process.

Headings on “Course Requirement” and “Evaluation and Grading” of thisand other

syllabi reveal the same thing. Althoughthe nominalization of “requirement,” 

“assignment,” “evaluation” and “grading” makes both Agent(Doer) and Patient (Doee)

absent, a more careful examination of the headings indicate the instructor as Agent and

the students as Patient.The instructor’s powerover the students is clearly demonstrated

here once the nominalization is transformed into a complete sentence with Agent and

Patient:

Requirement → The instructor requires the students to perform specific tasks.

Assignment → The instructor assigns tasks to the students.

Evaluation → The instructor will evaluate the students.

Grading → The instructor will grade the students according to the rubrics.

Once nominalization is transformed into a complete sentence, it can further be

transformed into a passive sentence:

Requirement → The students are required to perform specific tasks.

Assignment → The students are assigned tasks.

Evaluation → The students are evaluated by the instructor..

Grading →The students are graded by the instructor according to the rubrics.

Now these passive sentences clearly show the students as subjects of the teaching

program instead of true participants of the process. The instructor’s authority and power

surface in the above examples while no sign of invitation for creativity is spotted.
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Grading

Syllabus One shows strict rules on evaluation. In this syllabus, the frequency and

due dates of assignments are clearly defined. The rubric is explicitly stated without

flexibility offered. The use of the modality “must”(For a grade of A, student must

participate in all aspects of the course including written work, discussions, productions,

and presentations of high quality) reveals and emphasizes the instructor as an authority

with power over the students instead of as a friend who shares the power.

Plus, the use of the quantified adjective “all” designates the instructor as the decision 

maker of the curriculum. It implies that the instructor, not the learners themselves, knows

what is utmost important for the students’ learning.This quantified adjective and the

well-defined rubric with fixed percentage of grading seem to denystudents’power in the

decision making process.

Fortunately, other syllabi tell a different story. Although Syllabus Four also lists

specific grade percentage to “each requirement,” it yields more power to the students than 

Syllabus One by stating, “Approximate weighting for each requirement is as follows.

This may be altered during individual conferences as each student sets personal goals for

the semester.”While the instructor is still the one with power who can “require” the 

students to perform certain tasks, s/he leaves flexibility for the students to exert their

power as well. As to the other three syllabi, the instructors appear to allow room for the

students’ creativity and decision making.As stated in Syllabus Three,

I believe that you, as a participant in a language course, are the person who is
best suited to assess the degree to which you did or did not succeed in getting
the most out of this learning experience. While I will provide you with ongoing
guidance, support and feedback, I will ask you to judge what grade you deserve
for the progress you have made in meeting the course expectations.
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Even though the instructor still “reserve[s] the right to overturn this grade,” the above 

statement has yielded much power to the students by giving Agentivity to them. While

the students are still subjects of the teaching program, they also become Agents and

therefore participantsof “assessing” their own level of success, “getting” something out

of thelearning experience, “judging” their own grade and “making” progress.

“We live, Daignault says, in a flattened world in which our insistence on accuracy

destroys fantasy and pleasure” (Pinar and Reynolds, 1992, p. 11).I am glad that the

analysis of the five syllabi on the grading policy only finds one syllabus that shows strict

rubric and inflicts a “flattened world” upon the students.

Findings and Discussions

The analysis reveals two opposing findings: (1) The writers of the five syllabi, with

the exception of the instructor who constructed Syllabus One, appear to be trying to give

power to their students by allowing flexibility in determining their learning goals and

ways of assessment; and (2) Many of the linguistic elements, including nominalization,

modality, quantified adjective, subject positions/agentivity and semiotic structures, on the

syllabi strongly indicatefaculties’ authoritative roles over the students. The opposing

findings make me wonder what makes the syllabi so contradictory within themselves. In

addition, language learners are urged to be critical thinkers and to deem themselves as

“friends” of the instructors. One of the above findings supports this phenomenon while

the other does not. Why?

I think it is unfair to declare that the language instructors are insincere in what they

say merely based on the above analysis. One possible reason for the contradiction within

one single syllabus and the inconsistency between what is said and what is written could
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be that people are so used to formality of certain genre of writing. It is like whenever

people write a letter, they begin with the word “dear”whether the recipient is a friend or

a total stranger. Because of formality, people take it for granted and give little thought of

what could be communicated through the text. That is the power of genre. It might be the

same for syllabus construction. The faculty members received syllabi from their

professors that were written in the traditional way; their colleagues also construct syllabi

in the similar fashion; they even receive the format of syllabus writing from the

University. Therefore, it becomes so natural for them to make syllabi based on the

convention, and so natural for them not to think about what kind of messages might be

delivered from their syllabi. They become unaware that some texts of the syllabi is

contracting with what they encourage their students to become of.

But how can it be otherwise? If that is what people are used to all their school lives

and professional career, how can they make a change? A good start would be doing what

I have just done to the text--Do what Derrida does: to deconstruct the text by making the

familiar strange and the strange familiar. Kaomea (2003) argues that the familiar texts

and dominant appearances often need to be peeled back to allow us to get a more broad

spectrum of perspectives. I think that it could help if the taken-for-granted tradition is

explored and somehow disturbed.

While I hope the analysis of the five syllabi will bring some awareness to the

representation of authority in language programs, I do not think that authority can totally

disappear. Delpit (1988) believes that the power of the teacher over the student is enacted

in classrooms.“[T]o act as if power does not exist is to ensure that the power status quo 

remains the same,” but “[t]hose with power are frequently least aware of—or least

willing to acknowledge—its existence.”I totally agree. Therefore, it is not my intention
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to use the findings of the analysis to criticize the content of the syllabi or the way they

have been constructed. Nor is it my intention to advocate the total elimination of power.

Rather, I hope that by presenting the analysis and findings of this project, I can

demonstrate that, if one is willing to take a look at a familiar text “with a very high level 

of awareness” (Kaomea, 2003),power issues could surface, and taken-for-granted

designs of our syllabi or curriculum could be detected and maybe improved.

I think that if language instructors can become aware of the power issues embedded

in the texts and are willing to acknowledge them, and if a self-reflection of their own

syllabi is able to show them how one’s true teaching philosophy might be buried and 

disappear under the formality of traditional syllabus writing and choices of words, then

they might want to make some adjustment to give more power to their students, let them

become true participants of their own learning process, and foster their critical thinking

and creativity.

There is a fine line between making the familiar strange and making it

uncomfortable (Kaomea, 2003). As the syllabus writer of one of the syllabi analyzed in

the study, I have to admit that the process of analyzing and deconstructing the syllabus

written by myself not only has made me feel strange but sometimes uncomfortable as

well. The process of deconstructing my own texts made me realize I was not as that much

a liberal and open-minded English instructor as I thought I had been. But in the

meanwhile, I know that this deconstruction process has helped me see what I could not

have seen if I looked at the text with my everyday taken-for-granted attitude. Therefore, I

think that if a faculty member is willing to take a fresh look at the taken-for-granted

viewpoints on the curriculum, and venture a little into the “uncomfortable” zone to 
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re-examine their own writing and the whole system, he or she will not only gain personal

growth but also help achieve curriculum improvement.
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Abstract  
 
Divergent learners are a growing and often misunderstood population in today’s 
classrooms.  Divergent learners possess unique characteristics and personality traits that 
are often times in conflict with a traditional, teacher-centered classroom. This population 
poses a particular challenge for educators who are unfamiliar with their specific learning 
styles and needs.  If teachers are to succeed in reaching and teaching divergent learners, 
they must be able to identify divergent learners in their school settings, to comprehend 
what makes these students at risk in the traditional classroom, and to incorporate 
strategies to successfully accommodate these students’ individual needs.  Divergent 
learners have strong learning preferences and affinities that dictate their success in the 
classroom.  In addition, the presence of divergent learners impacts the dynamics of the 
classroom environment where both global thinkers (divergent learners) and analytic 
thinkers (traditional learners) are attempting to learn side-by-side. Teachers must have an 
understanding of these classroom dynamics and must be able to manage this kind of 
classroom in order to create an environment in which divergent learners can flourish.   
A final, and likely the most important factor in reaching divergent learners, is the 
teacher’s willingness and ability to form a meaningful relationship with these students.  
The presence of a relationship between the divergent learner and the teacher is catamount 
to the divergent learner’s success in school. 

2008 HICE Proceedings 
Page 4270



 

SUBMISSION ID : 423 

Presentation Title:  

Why rural students have lower educational aspirations than urban ones? 
An explanation based on sociological and motivational models.   

 

Authors and affiliation  

Litalien, D., Poitras S.-C., & Guay F., Université Laval 

 

Address and e-mail adresses of the authors 

David Litalien 

Université Laval, Pavillon des Sciences de l'éducation bureau 922, 
Département des fondements et pratiques en éducation, Québec, 
Québec, G1K 7P4 David.Litalien.1@ulaval.ca 

Sarah-Caroline Poitras 

Université Laval, Pavillon des Sciences de l'éducation bureau 926, 
Département des fondements et pratiques en éducation, Québec, 
Québec, G1K 7P4 Sarah.Poitras@fse.ulaval.ca 

Frédéric Guay 

Université Laval, Pavillon des Sciences de l'éducation bureau 942, 
Département des fondements et pratiques en éducation, Québec, 
Québec, G1K 7P4 Frederic.Guay@fse.ulaval.ca 

 

2008 HICE Proceedings 
Page 4271



Abstract 

Several studies indicate that rural students have less educational 
aspirations than urban ones (M. L. Arnold, J. H. Newman, B. B. Gaddy & C. 
B. Dean, 2005). Sociological models usually explain this difference in terms 
of socioeconomic status (SES) and educational aspirations that parents 
have for their children. In the present study, we tried to complement these 
sociological models by using a motivational theory, namely Self-
Determination Theory (E. L. Deci & R. M. Ryan, 1985). Specifically, we have 
developed a motivational model that tries to understand this 
phenomenon. Our model posits that rural students comparatively to 
urban ones, experience disturbances in motivational resources which lead 
to lower levels of educational aspirations. Further, lower levels of 
motivational resources in rural students are expected to be explained by 
lower educational aspirations that parents have for their children, SES, and 
lower quality of relationships with parents and peers. Participants were 582 
college students (365 women, 216 men, one without gender 
identification) from urban (n= 182) and rural (n = 400) regions. Consistent 
with expectations, results indicated that rural students have lower 
educational aspirations than urban students and that parent’s 
educational aspirations were also lower for rural students than for urban 
ones. In contrast to our initial contentions, rural students do not differ in 
terms of quality of relationships with their friends and parents.  
Furthermore, results from structural equation modeling showed that the 
predictors of educational aspirations are the same for both regions (urban 
vs. rural) and both genders. Specifically, educational aspirations do not 
seem to be affected by motivational resources, but are rather influenced 
by parental incomes, parental educational aspirations for their children 
and the student’s achievement scores. Thus, few of the predictions based 
on our motivational model were supported. Results are discussed in light 
of Self-Determination Theory, the rural education literature, and the 
sociological perspective. 
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Abstract 
 
In the light of the forthcoming wave of baby-boom retirements, dropout rates from the 
early years in teaching are worryingly high (Ingersoll, 2002; Berg, et al, 2005; Jamieson, 
2003). This can result when the individual finds the job not to be what is expected, a 
mismatch between person and context or a lack of early mentoring (Branham, 2004). 
Would retention rates be higher if university programs were able to identify, select and 
mentor those individuals who were best suited to the working realities of teaching? 
Current practice emphasizes academic standing, most commonly measured by grade 
point average for selection and admission, even though, at best, it is weakly correlated 
with professional success. In order to select candidates who demonstrate potential for 
teacher education, a partnership was formed between the Alberta Teachers’ Association 
and the University of Lethbridge. Over more than 25 years, this collaboration has 
developed policies and practices for a workplace-based University course that identifies 
suitable candidates for admission. This course is a required pre-requisite for admission to 
the teaching degree program. The students spend 60 hours in a classroom-based 
practicum so they can experience  teachers’ working realities. This experience is 
supported by a 39-hour, University-based seminar that facilitates cycles of critical 
reflection on professional workplace learning. Theoretical aspects of contemporary 
education issues are integrated with the students’ experiences within the workplace. 
Thus, workplace learning, the core process for successful professional and organizational 
improvement, is a major requirement of the course.  
 

Introduction 
 
Abundant anecdotal evidence and student evaluations appear to support the efficacy of 
the Introduction to Teaching Course.  The combination of the high dropout rate from 
teaching and four years of development to update the course to reflect the latest research 
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requires, however, a more formal research inquiry to assess its efficacy.   Thus, an 
ongoing research study was initiated to gather  data which addressed the following 
questions:   

1. Do students’ perceptions of their experiences of the course indicate that the course 
meets its objectives related to career exploration and selection?  

2. Does the course predict success in teacher education?  
3. Does the course predict success in teaching?   

This paper documents previous results of an analysis of  qualitative data from over 300 
students in regard to the first question and statistical analysis of quantitative data gathered 
over five years  from over one thousand students in response to the second question. 
Research plans are being developed for question three.   
 
Orientation to Teaching (Ed 2500) has four purposes: to explore contemporary education, 
to help each student to assess the personal suitability of teaching as a career, to assist the 
Faculty of Education, in partnership with the teaching profession, to evaluate students’ 
potential for teaching and for admission to the B.Ed. program and to assist the student in 
beginning to make the transition from student to professional educator. Students must be 
in their second year of University with 30 credit hours completed with a minimum 
C.G.P.A. of 2.5. 
 
The seminar (20 students) includes many interactive and experiential elements. Seminar 
content may include the nature of children, learning, teaching, curriculum, instructional 
materials, professional ethics and career expectations examined as separate themes or 
through discussion and reflection on practicum experiences and overall inquiry into 
contemporary educational issues. The class also requires students to interact and present 
within groups and individually plan and teach a microteaching lesson to peers. Within the 
practicum, under the supervision and guidance of their Teacher Associate, students 
observe and analyze classroom interactions, tutor individuals, provide short periods of 
instruction for small groups, assist teachers in supervision, marking, preparing materials 
and in many other aspects of the teacher’s job. They may work with the whole class for 
simple tasks like opening exercises, reading stories, assist with exceptional children and 
extracurricular activities and if ready, teach occasional lessons. They may also attend 
staff meetings and professional development activities with their teacher.  
 
Students keep a logbook and professional journal within which they document, interpret 
and reflect on their practicum experiences. These journals are used within the seminar. 
The logbook also includes a beginning portfolio of what the student brings to teaching, 
beliefs about teaching, personal professional goals, evidence of professional learning, and 
an assessment of their personal professional attributes, strengths and weaknesses, and 
emerging teaching style. They use all of their personal, professional and academic 
experiences in assessing their own suitability for teaching in a final paper for the course.  
 
Students are required to complete Ed 2500 and be recommended for admission to the 
program by both their professor and practicum Teacher Associate prior to application for 
admission. Students may complete Ed 2500 at the University of Lethbridge or its 
equivalent at other institutions. It is also possible to receive a waiver of Ed 2500 if 
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students have been Teacher Assistants or have done extensive volunteer or applied 
studies work in an Alberta classroom. Students are also able to claim credit for Ed 2500 
as an elective in other degree programs should they decide not to pursue teaching as a 
career.  
 
Partnerships 
 
The Ed 2500 course came into existence in the late 70’s through the collaborative efforts 
of the Faculty of Education of the University of Lethbridge, Provincial Executive of the 
Alberta Teachers’ Association (ATA), the Lethbridge Local of the A.T.A., as well as 
Lethbridge School Districts and Boards. Ongoing monitoring of the course, program and 
policy development is maintained through a Teacher Education Advisory Committee 
(T.E.A.C.) which includes representatives of all stakeholder groups (A.T.A., School 
Boards, School Superintendents, and the Faculty of Education). The Faculty of Education 
Field Experience Office, under the supervision of the Assistant Dean of Field 
Experiences, and a Faculty of Education Standing Committee of elected Faculty members 
(Ed 2500 Committee) also contribute to this process, and, with the Coordinator of Ed 
2500, provide administrative support for the Ed 2500 Instructors’ Group. An Ed 2500 
Handbook (2006) of policies, practices, roles, relationships and course content and 
procedures guides activities for all participants.  
 
Recently, the Ed 2500 committee engaged in two cycles of a collaborative course review 
(from 2002 to 2006) which involved all stakeholders. In addition to the above groups, an 
Ad Hoc Ed 2500 Committee (a sub-committee of T.E.A.C.) was established which 
consisted of representatives of our Teacher Associate partners. Through this focus group 
process, issues related to Ed 2500 were identified and addressed, policies, practices, roles 
and relationships were reviewed, renewed and improved.  
 

Literature Review and Conceptual Framework for the Course 
 
Attrition 
 
Attrition figures for the first four or five years of teachers’ careers for the U.S.A. and 
Ontario approach an annualized figure of 10% per year (Ingersoll, 2002; Berg, et al, 
2005; Jamieson, 2003) meaning that perhaps 40% to 50% of new teachers may be lost in 
the first five years. We must also add to that figure those who don’t enter teaching 
following graduation (up to 25%). The three top reasons cited (Branham, 2004) as to why 
employees leave within the first year of the job are: the job was not what the employee 
expected; a mismatch between job and person; and, too little coaching or feedback. Ed 
2500 is designed to enable students to experience the realities of teaching as work and as 
a career (know what is expected), determine whether and how they are suited to teaching 
as a career (person-context match) and to provide mentors (faculty, instructors, teacher 
associates and peers) to assist in career exploration, and early professional and workplace 
learning. 
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Professional Learning 
 
Schon’s (1983; 1987) seminal work of the nature and sources of professional learning 
and knowledge clearly established that professionals create their post-graduation 
knowledge and practices through both implicit and explicit reflection-in-action and 
reflection-on-action as they apply both their formal and informal personal theories to 
their work contexts. Data from life course research, teachers life stories and collaborative 
autobiography (Butt and Raymond, 1989) have also established that – together with 
biographical dispositions which professionals bring to their careers – the workplace, work 
experience and workplace learning are major sources and means of professional learning 
and professional knowledge. Huberman’s work (1988) and that of Retallick (1994. p.38 
et passim.) has shown that workplace colleagues are also a major influence on and source 
of professional learning. Other research into teachers’ work lives has also shown a strong 
relationship between professional learning and intercollegial relations with peers and 
administrators. Taken together this work stresses the importance of the relationships 
which foster a social learning community as an ideal context within which professionals 
(individually and collectively) thrive, learn, grow and develop effective organizations 
(Retallick, et al, 1999). The process of workplace learning is a core element in this 
process. Given this understanding of how professionals learn and develop the Faculty of 
Education B.Ed. Program attempts to provide a context conducive to collaborative 
professional learning, including Ed 2500, which enables students to both observe and 
directly experience teaching and simple workplace and professional learning as a means 
of career exploration.  
 
There are two core challenges for each student in Ed 2500 which relate to professional 
conduct and professional learning. As soon as the student enters Ed 2500, he/she is 
regarded as a potential member of the teaching profession. Students are expected to be 
professional in attendance, appearance, demeanor, behaviour, language, conduct and 
ethical behaviour. As future professionals, students are responsible for their own 
professional learning and to begin to construct their own professional knowledge and 
style through the Professional/Experiential Learning Cycle of activity, experience, 
reflection and professional learning which is documented in their logbook and portfolio.  
 
To say that the seminar only addresses the reflective and theoretical elements of teaching 
and that the practicum only addresses the experiential elements of the professional 
learning cycle would be untrue and a stereotypical categorization of what we do in regard 
to workplace praxis. Our Teachers’ Associates live, understand and discuss contemporary 
educational issues (and many have, or are, pursuing post-graduate studies). Our 
University Instructors, whether retired professionals or regular university faculty 
members are or have been, intricately involved in professional practice in schools and use 
many experiential strategies for professional education in the University-based seminar. 
The professional learning cycle is used, therefore, in a complete manner of activity, 
experience, reflection and documentation of professional learning in both contexts. They 
also, however, interact and inform each other so that both University and practicum 
learning become integrated in personal, collegial, practical, professional and academic 
ways. The process is work-embedded and workplace-focused. It attempts to reflect what 
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research suggests works best with professional learning – it attempts to be personal, 
social, interactive, experiential, concrete, constructivist, hands-on, reflective, emotional 
as well as cognitive and intellectual (Butt, 1995). It tries to provide a variety of 
relationships and contexts which reflect the richness of the learning communities within 
which the fully professional teacher learns best. When we evaluate students, we are 
assessing how well they can engage in professional workplace learning in context as a 
measure, not only, of what they can do in a substantive sense, but what career long 
potential they might have through their own prowess in professional learning.  
 
Evaluation 
 
As part of the review process, the evaluation rating scales for both the seminar and 
practicum were updated to reflect current research as to what predicts success in teaching. 
This included items related to  reflective practice, workplace learning, the work of 
Schechtman related to leadership, human interaction, and communication skills 
(summarized in Byrnes, Kiger and Shechtman (2003)), and teaching dispositions which 
help children learn best (Butt, 1995).  
 
In regards to performance in Ed 2500, those admitted to the B.Ed. program either 
received an R grade (Recommended for admission) or an HR grade (Highly 
Recommended for admission) based on both Teacher Associate and Seminar Instructor 
ratings of their performance on the 57-item rating scales. Students deemed unsuitable for 
teaching but who complete the course, may receive a pass for course credit but are not 
recommended for admission (NR). Students compete for admission on the basis of 
successful completion of the Ed 2500 Introduction to Teaching Course with a 
recommendation for admission in combination with their overall grade point average – in 
addition, HR students receive a boost in their C.G.P.A. 
 

Previous Findings 
 
In order to address the question as to whether students were experiencing the course as 
intended both quantitative and qualitative data was gathered from over three hundred 
students (see Butt, Grigg and Dyck, 2005). From the quantitative data we learned that 
90% of students’ attitudes regarding teaching were positive and those who wanted to 
enter teacher education moved from 88% to 96% as a result of their experience of the 
course. 
 
Interpretation of qualitative data from over 300 Ed 2500 students as to what they had 
learned from the course yielded a thematic structure of five major themes. The most 
pervasive theme, Course Effectiveness, was characterized by sub-themes related to the 
richness of the professional and work experiences both in the practicum and seminars as 
well as the effectiveness of mentorship relationships. Understanding Teachers’ Work 
related to how students “eyes were opened” to the nature of teachers’ working realities 
and the amount of time, energy, flexibility, different teaching styles and the complexity 
of teaching required and resultant stress produced within the political context of teaching.  
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In contrast to teaching as work, eyes too were opened in regard to Teaching as a 
Profession with its major responsibilities, the degree of caring, accountability for 
children’s learning and impact on children’s lives. Students’ respect for teachers and 
teaching grew significantly as did their appreciation of the professional values and skills 
of good teachers. A fourth major theme attested to the fact that students began Personal 
Professional Learning as they engaged in an important role transition from student to 
teacher, as the semester progressed, as well as their learning about “self as teacher” as 
they learned and developed skills relating to children, learning, curriculum and teaching. 
Lastly, the fifth theme of Career Commitment revealed student realizations that, despite 
its challenges, teaching is a rewarding and exciting career; that they had increased in their 
confidence; that they could teach and wanted to teach; and, for some, they were able to 
discern their preferred teaching context.  
 
From the thematic structure of qualitative data solicited from a non-directive general 
request to comment on the most important learning students gleaned from the course, 
there appears to be a reasonable degree of congruence between what students experience 
and learn and course objectives and intentions to enable them to engage in a realistic 
exploration of teaching as a career. 
 

Research Questions and Methods 
 
The research question investigated for the purpose of this paper is:  

• Does student performance within the Ed 2500 Introduction to Education course 
predict success in teacher education?  

 
Since we are eventually interested in the degree to which the course predicts student 
success in teaching, we operationally defined success in teacher education as successful 
completion (without difficulties) of the B.Ed. Program including all three teaching 
experiences in schools. These consist of: 

• Professional Semester I:  a 5-week practicum focusing on generic teaching skills 
• Professional Semester II:  a 6-week practicum focusing on teaching in the 

student’s major  
• Professional Semester III: a 15-week culminating internship.  

 
Unsuccessful completion of practica/internships included two groups of students:   

• those who received an Incomplete designation – that is they experienced some 
difficulties in the practica which they were required to remediate through further 
teaching in schools  

• those who Failed the practica or Withdrew due to lack of success. 
 
This study is a preliminary investigation of the research question – an exploration as to 
whether a more in-depth study is worthwhile at this stage in the development of Ed 2500 
- using simple categorized data. A  comparison of students who received a Highly 
Recommended designation as compared to their peers who received a Recommended 
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designation for Ed 2500 was conducted both in regards to students who experienced 
teaching practica/internship success (pass) versus those who experienced difficulty 
(incomplete) or failure (W/F). A chi-square analysis was used to determine whether there 
were significant differences among the groups of students in each category. 
 
Data Tables 1, 2 and 3, show the results of these comparisons. (Note: Students who were 
given incomplete or withdrew for medical or other reasons unrelated to inadequate 
performance, were excluded from the analysis.) 
 
Table 1:  Ed 2500 
Program Completion/Non-completion (W/F) and HR / vs. non-HR Designation 
(Fall, 2000 to Spring, 2005) 
 

Field Experience  
Completion 

Field Experience  
Non-Completion Designation Number 

# % # % 
Non-HR 
Students 879 822 93.5 57 6.5 

HR  
Students 234 234 100 0 0 

TOTAL 1113     

* Chi Square  x2  = 14.16, sig @ 0.01 Level 
 
 
Table 2   
Field Experience Difficulty (I) / Success and HR/Non-HR Designation 
(Fall, 2000 to Spring, 2005). 

 
Field Experience Field Experience Difficulty Designation Number # % # % 

Non-HR 
Students 879 831 94.5 48 5.5 

HR  
Students 234 234 100 0 0 

TOTAL 1113     
* Chi Square  x2  = 10.50, sig @ 0.01 Level 

 
 
Table 3   
Program Completion plus Field Success / Program Non-Completion / 
Field Difficulty and HR/Non-HR Designation 
(Fall, 2000 to Spring, 2005) 

 
Field Experience 

Completion 
Field Experience  
Non-Completion Designation Number 

# % # % 
Non-HR 879 774 88.0 105 12.0 
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Students 
HR  
Students 234 234 100 0 0 

TOTAL 1113     

* Chi Square  x2  = 26.35, sig @ 0.01 Level 

Conclusion 
 
The data analysis indicates that significantly more students whose performance in 
Ed 2500 was rated as Highly Recommended by their Teacher Associates and Seminar 
Instructors experience success in the program than their colleagues whose performance 
was rated as Recommended for admission to the Faculty of Education. 
 
This provides prima facie evidence that level of performance in Ed 2500 predicts and has 
some significant impact on success in teacher education. Since students’ performance in 
teaching practica was a measure of success, it also suggests that Ed 2500 may predict 
success in teaching. 
 
Given these findings, it seems worthwhile to, firstly, improve and fine tune those aspects 
of Ed 2500 which are deemed important in predicting success in teacher education and 
teaching followed  a more intensive research study which uses scores on  seminar and 
practicum  rating scales (as determined by trained observers) as a measure of 
performance. 
 

2008 HICE Proceedings 
Page 4280



Selecting Candidates for Teaching …  Page 9 of 10 

References 
 
Berg, J. H. et al (2005, April). Grading the mold. Paper presented at A.E.R.A, Montreal, 

Quebec, Canada. 
 
Branham, L. (2004). The 7 hidden reasons why employees leave. New York, AMACOM, 

American Management Association. 
 
Butt, R. L. and Raymond, D. (1989). Study of the nature and developments of teachers’ 

knowledge using collaborative autobiography. International Journal of 
Educational Research. 13:4, 403 – 419. 

 
Butt, R. L. (1995). Facilitating teachers professional learning: An evaluation of the 

Southern Alberta professional development consortium. Faculty of Education & 
SAPDC, University of Lethbridge, Lethbridge, AB. 

 
Butt, R. L., Grigg, N. C. and Dyck, M. (2005). A workplace learning partnership for 

selecting candidates in the professions. In P. Hager and G. Hawke (Eds.)  
Proceedings of the 4th International Conference on Work and Learning. Sydney: 
Oval Research, U.T.S. (ISBN: 92054 970). 

 
Butt, R. L. and Raymond, D. (1989). Study of the nature and developments of teachers’ 

knowledge using collaborative autobiography. International Journal of 
Educational Research. 13:4, 403 – 419. 

 
Byrnes, D. A., Kiger, G. and Shectman, Z. (2003, March – April). Journal of Teacher 

Education. 54:2, 163-172. 
 
Croasmun, J., Hampton, D., & Herrman, S., (1999). Teacher Attrition: First time running 

out. (http://horizon.unc.edu/projects/issues/papers/Hapton.asp). 
 
Faculty of Education (2006). Ed 2500 Handbook. University of Lethbridge,  Lethbridge, 

Alberta, Canada, University of Lethbridge. (www.uleth.ca/edu/undergrad/fe/ 
ed2500/index.cfm). 

 
Glaser and Strauss. ( 1967). The discovery of grounded theory: Strategies for qualitative 

research. Chicago, Illinois, Aldine Publishing. 
 
Huberman, M. (1988). Teachers careers and school improvement. Journal of Curriculum 

Studies. 20:2, 119 – 132. 
 
Ingersoll, R. M. (2002). U.S.A. Today. (www.usatoday.com/opinion/2002-08-14-

opled_x.htm). 
 

2008 HICE Proceedings 
Page 4281



Selecting Candidates for Teaching …  Page 10 of 10 

Jamieson, B. (2003). Transition to teaching study. Toronto, Ontario College of Teachers 
(www.oct.ca/en/collegepublications/news-archive/20030529asp.0529) 

 
Retallick, J., Cocklin, B. and Coombe, K. (Eds.) (1999). Learning communities in 

education. Routledge, London and New York. 
 
Retallick, J. (1994). Workplace learning in the professional development of teachers. 

Commissioned report No. 24. National Board of Employment, Education and 
Training. Government Publishing Service, Canberra, Australia. 

 
Retallick, J. & Butt, R. L. (2004). Professional well-being and learning: a study of 

teacher-peer workplace relationships. Journal of Educational Enquiry, 5(1), 85 – 
88. 

 
Schon, D. A. (1983). The reflective practitioner: How professionals think in action. Basic 

books; New York.  
 
Schon, D. A. (1987). Educating the reflective practitioner. Jossey-Bass: San Fansicso.  
 

2008 HICE Proceedings 
Page 4282



FACTORS THAT INFLUENCE FIRST-YEAR STUDENT RETENTION AT 
SELECTED HISTORICALLY BLACK COLLEGES AND UNIVERSITIES 

 

Tracey D. Moore 
Arkansas Baptist College 
1621 Dr. Martin Luther King Jr. Drive 
Little Rock AR  72202 
tmoore@arkansasbaptist.edu 
tdmoore07@aol.com 
 

The purpose of this study was to measure the extent to which academic, social, and 

institutional factors influence first-year student retention at selected historically black 

colleges and universities. A review of literature related to student retention and attrition 

revealed that limited research exists on factors affecting retention of African-American 

students. Although several models exist that have been applied to the departure of 

African Americans from higher education, none exist that relate specifically to the 

departure of African Americans from higher education or the role historically black 

institutions play in student retention. 

The sample population included 42 individuals enrolled as sophomores at Arkansas 

Baptist College and Philander Smith College, two, small, private, historically black 

institutions located in the state of Arkansas. Data for the study were gathered utilizing a 

survey instrument entitled, “Student Questionnaire.” The Statistical Package for the 

Social Sciences (SPSS), version 13.0, was utilized to perform descriptive statistical 

analysis on the data collected. 

Study results indicated that social integration, especially interaction between 

students and faculty, are an important aspect of first-year student retention. Faculty that 

express a genuine interest in teaching as well as a genuine interest in students help to 

determine whether a student returns to the current institution for a subsequent semester. 

Study results also indicated that students desire to persist until degree completion. 

Therefore, it is vital for postsecondary institutions to provide the necessary resources for 

student retention and successful degree completion. 
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ABSTRACT: 
 
Data was collected on 155 high school tennis players from a northwestern Montana community (m=75, 
f=80). The Competitive Attitude Scale (Lackie, 1964) was used to measure sportspersonship values of 
each participating tennis athlete.  Data was collected once during the last two weeks of the regular 
season.  Players were also asked to self‐rate according to tennis ability level and to designated if they 
won or lost more than 50% of their matches during the present season.  Results revealed there was a 
significant difference in sportspersonship values between junior varsity (75.71) and varsity (70.71) 
responses from players at the *p=.01 level of significance. Results also indicated a significant difference 
in sportspersonship levels at the *p=.001 level between those players who won less than 50% of their 
matches (75.02) and those who won more than 50% of their season matches (70.16).  There was a 
significant difference in sportspersonship levels between players who rated themselves very good 
(71.01) and players who rated themselves average (74.73) at the *p=.01 level of significance.  Results 
indicated no significant difference overall between male (72.25) and female (73.83) sportspersonship 
levels at the p=.01 level. From this study, coaches should be aware that junior varsity players display 
higher levels of sportspersonship than varsity players and as players matriculate to the varsity level, care 
and attention must be given to maintain or increase levels of sportspersonship.  Also, coaches should be 
aware that higher skilled players tend to display less sportspersonship values than lower skilled players.   
The higher the self‐rating of the player the lower the sportspersonship value.  Higher skilled players may 
need to be reminded that written and unwritten rules apply equally to all ability levels throughout the 
tennis season.  The significant difference in sportspersonship values between those players who win 
more than 50% of their matches and those who win less than 50% of their matches is a concern.  Are 
players winning more because they have less sportspersonship and are players losing more because 
they have more sportspersonship?  There seems to be evidence this exists.   Also, coaches should be 
aware that a gender difference does not exist between male and female sportspersonship levels and 
quite possibly each gender can be treated the same dealing with sportspersonship. 
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Second language pedagogy..... 

Living the language by using songs to teach language and culture (Italian). 

by Pamela Burns 
The principle objective of language study is to attain communicative competence, or 

“knowing what to say to whom in what circumstances and how to say it” (Hymes 1972), that 

is, to be able to communicate with others who speak the language (either L1 or L2).  It is 

therefore essential to be able to extract meaning from an expression rather than labour over 

the lexicon. 

Learning expressions that are particular to the Italian culture signifies a more complete 

acquisition of the language.  Language without culture is barren and lacks the essential 

nuances that the culture offers.  Imagine studying the Italian language without ever having 

the opportunity of seeing the gesti!  Video clips offer the student authentic experiences in 

language learning. 

The purpose of this paper is to present an innovative approach for language teachers, 

specifically of Italian, L1 or L2 by presenting the essential issue of the value of using songs 

as a pedagogic tool.  This paper will identify the need to group words for meaning in order to 

live the language and appreciate cultural differences.  Songs should be chosen and used 

together with the traditional text according to the topic area and the cultural significance. 

The importance of teaching language in a meaningful way, in context, rather than teaching 

vocabulary and grammar in an isolated manner is imperative. Acquiring a language through 

culture requires an understanding of how emotion, tone, mood, passion are present and 

essential to expression and meaning and these are all offered in songs.  A student needs to 

make cultural connections when acquiring the L2.  Word groupings that express culture, such 

as those in songs, should be recognised for their meaning as a unit and not by individual 

vocabulary and a teacher of Italian should recognise and impart the importance of the cultural 

significance intrinsic in expressions so that the student will acquire and live the language. 

The use of songs as a mode of teaching is not new.  People such as the Ancient Greeks, 

Romans, Australian Aboriginals and, of course, the minstrels in medioeval times, all used 

songs to tell stories, pass on new information and to teach and reinforce their culture. A 

difficulty in teaching a second language is finding authentic material with a structure that the 

student can easily follow.  A song is brief, easy to listen to, fun and contains feelings and 

emotions that the student will find clear and straightforward.  It is important that a teaching 

activity is brief because, as Vernon (1953) states, acquisition diminishes after approximately 
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half an hour and an optimum learning time is of around 6-7 minutes.  Therefore, a song of 

about 3-5 minutes would be ideal for successful language acquisition. 

The concept of Contextualised Linguistic Input (Jane Crawford, in Richards & Renandya 

2000) outlines the importance of second language acquisition in a natural context which 

facilitates communication.  Multimedia offer a learning environment which is rich in cultural 

and linguistic information.  Songs can be presented with video and the student is able to 

examine the gestures, movements and facial expressions of the singer.  This total production 

offers the teacher countless possibilities to create well structured lessons comprising of all the 

features necessary for valid language acquisition.  In this world of globalisation songs are 

becoming more and more international.  Constant advances in technology offer myriad means 

of sharing authentic intercultural experiences and material.  MP3, Ipod, Podcast, video clips... 

language teachers and students need no longer endure the few songs that are offered with the 

text book, indeed they can access more and more authentic material using technology as an 

aid to language acquisition.  

Songs provide a stimulus for language acquisition and are a diversionary adjunct to texts and 

visuals.  Songs reinforce vocabulary and help to create meaning in context.  The snatches of 

colloquial language and phrases in context can be used in the classroom as stimulus for 

speaking activities and written tasks.  A song's lyrics can be part of a listening activity with 

comprehension questions about both the grammatical content and the cultural content.  

Songs offer the student variety and fun in the acquisition of a second language.  A child in 

early infancy listens to nursery rhymes and hears the tone and emotion of the person singing - 

happiness, sadness, love, tenderness - together with the lyrics that tell the story.  Nursery 

rhymes also offer full sentences, sometimes with precise meaning, sometimes without sense, 

but always with humour and pleasure and it is the repetition and rhyme, the tone and the 

emotion that remain with the child for life. Nursery rhymes can be used in the adult 

classroom as well as the traditional place they hold in elementary and middle school.  

Sometimes adults have much fun hearing a nursery rhyme in another language and 

recognising the melody,  many of which are cross-cultural.  

The objectives of a songwriter and a singer are to express and share their feelings and 

emotions through lyrics and music.  They tell stories of the complexities of their lives, of past 

experiences and of hopes and dreams.  Emotions that are expressed include joy, hope 

discontent, desperation, love and nostalgia and these are expressed for various reasons and to 

diverse groups;  individuals, couples, communities, nationalities and international groups.   
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Songs should be chosen for the linguistic and cultural content and aimed at students of 

different levels of acquisition and age groups.  The main intention of using songs is to 

motivate students and encourage them to appreciate the culture that is being presented 

through lyrics and music.  There are text books that offer samples of songs, usually within a 

particular topic area, however, these are not always current and often can be used only once 

or twice because they refer to that topic.  Content can be carefully chosen by the teacher who 

is able to create a collection of material suitable for the four skill areas:  listening, speaking, 

reading and writing.   

The paper presents six main areas that should be considered in using songs as a teaching tool.  

These cover the important features of grammatical content, communication and cultural 

significance.   

1. Atmosfera (background) 

2. Ascoltiamo (listening and translating meaning)  

3. Riflettiamo sulla lingua (reflecting on the grammar)  

4. Comunichiamo (speaking)  

5. Cultura (intercultural activities)  

6. Scriviamo (a chance to write) 

In Atmosfera (background) the activity consists of listening to the song for the first time.  

This is to stimulate interest and curiosity about the song and the theme and to motivate the 

student.  Various techniques can be used to examine the background of the song;  multiple 

choice questions, cloze sentences, linking images with words/lines.  These exercises will 

develop the theme of the song and lead to the next stages of examining the song. 

Ascoltiamo (listening and translating meaning) is to verify the accuracy of the preceding 

activities.  The students should listen to the song a few times to become familiar with the 

vocabulary and the expressions in the target language.  Students will translate the song to 

verify the theme and to extract significance through reflecting on the lyrics in context.  

Vocabulary should not be considered in isolation from meaning, rather, vocabulary 

acquisition will be more significant in an authentic context.  Activities and exercises should 

also encourage the students to hypothesize about the title of the song and the subject. 

Riflettiamo sulla lingua (reflecting on the grammar) consists of structures and tables to 

complete to stimulate reflection on the language.  The questions will be posed in the target 

language to further encourage acquisition of the language in context.  This will also assist in 

preparation for later activities and assessment tasks. 
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In Comunichiamo (speaking) students are encouraged to use the lyrics as stimulus to create 

dialogues.  These activities will focus on the topic area being taught at the time.  Students can 

also use the song itself and create imaginary interviews with the singer/writer, discussing the 

theme and the feelings and emotions inherent in the song. 

Cultura (intercultural activities) is concerned with cultural elements that can be extrapolated 

from the song.  These could be in areas such as emotion (love/hate), family, relationships, 

self-identity, goals and aspirations and even sport and leisure.  Exploring authentic and 

current material means that the teacher can create a range of realistic activities pertaining to 

the target language in context.  Webquests are an excellent resource in exploring cultural 

themes. 

Scriviamo (a chance to write) presents the opportunity to take the vocabulary and expressions 

acquired and compose various text types; letters, emails, recounts, narratives.  The preceding 

activities provide a solid base for the student to bring to a close the acquisition of the target 

language in context through a current and authentic text.. the song. 

In this century of rapid technological change songs in all languages are easily obtainable on 

the internet.  Teachers can download songs onto computers and work on the music and lyrics, 

creating exciting and up-to-date worksheets and activities.  Students can download songs 

onto their own personal storage devices and have easy access at any time.  In this way an 

activity can be presented in class to a group of students with teacher direction, or given as 

part of an assessment task to be completed at home.  An activity can be simple or difficult 

dependent upon the level of the students and, indeed, can be easily modified to be presented 

to various groups. 

In many countries around the world immigration is an important issue in the education 

system.  A person may leave their country of origin for various reasons;  unrest due to war, 

economic difficulty or simply to seek out a different lifestyle.  The most important skill to 

acquire for a migrant is to learn the language of the new country.  The migrant who has 

recently arrived will feel more able to function and socialise on a day-to-day basis if 

communication is facilitated.  The migrant is motivated to become part of the community and 

an ideal means to feel a sense of belonging are songs and music in the new language;  the 

rhythm, poetry, repetition and cultural elements. 

In the same way, in countries where Italian is taught as a foreign language, the students of 

Italian are encouraged to appreciate the cultural significance of songs and music which, in 

turn, contribute to the richness of their own language. 
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Italian is a language which is rich in history, deriving from Latin, but it has been further 

enriched by lexicon from other languages, introduced both through the myriad invasions of 

the past and the more recent immigration of Italians overseas - to the USA, South America, 

South Africa and Australia.  Today standard Italian includes many 'international' words and 

in this new century globalisation has modified languages suddenly and profoundly, 

sometimes desirable, sometimes not. 
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Presentation Description 
This presentation will use a poster format and photography display to examine the 
curriculums and the teaching methods currently employed in a rural Kenyan government 
school. Then it will examine the effects of teacher training in the use of constructivist 
methods and materials on students enrolled at the Nyumbani Village Primary School 
using the same curriculums. It will discuss specific changes in behavior, number 
recognition, and language skills observed in individual students (AIDS orphans) as a 
result of the use of constructivist methods and materials. Visual and written 
documentation will be shared with the audience to support specific changes observed in 
the levels of attention, positive behavior, motivation, and developmental growth in 
students enrolled in the baby class, pre-school class, and class one when compared to the 
effects on the same students when more traditional instructional methods were used. The 
presentation will also include a brief description about the vision and the current role of 
Nyumbani Village as a more effective structural home model that may be used to better 
address the needs of Africa’s AIDS orphans. 
 
Presentation Abstract  
 
In November 2006, the first 50 orphans and 12 grandparents moved into Nyumbani 
Village, the first experimental village in East Africa created to address the requirements 
of children and the elderly as a result of the AIDS pandemic in the country of Kenya. 
Built in a remote and arid section of Kenya, Nyumbani Village was the dream of 
Father/Doctor Angelo D’Agostino , an American Jesuit priest and psychiatrist. By June 
of 2007 there were 163 children and adolescents and 24 grandparents housed in the 
village. Part of the plan of this village was to build its own primary school within the 
Village and to educate the children and adolescents there. One of the educational goals of 
the Village is to send all qualifying orphans to college/university as well as train the 
others to develop vocational careers in the areas of construction and farming through 
courses at a polytechnic institute which has also been established at the Village. 
 
The creation of this village has not been an easy venture but it certainly has been a 
meaningful one. Nyumbani Village is still evolving. It is now a physical reality that has 
grown monthly and which may become recognized as a viable solution for those 
individuals left behind as a result of the AIDS pandemic in East Africa. According to the 
Global Health Reporting Organization (2005) in Kenya alone there are an estimated 
1,100,000 children less than 18 years of age who have been orphaned as a result of the 
AIDS crisis. The African Medical and Research Foundation (2006) estimated that by 
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2010 there will be 18,000,000 orphans living in Africa. There have been no formal 
statistics gathered as of yet on the number of elderly who have lost their adult children to 
AIDS and who have been left with no one to care for them in their senior years but 
according to the 2005 statistics from The Global Health Reporting Organization 140,000 
adult deaths in Kenya were due to AIDS.  These are the adults who would traditionally 
provide and care for the eldery in their old age.  
 
The idea of housing orphans and elderly together in family units that formed a new 
village rather than caring for these children/adolescents in more traditional orphanages 
began as the vision of Reverend Father Angelo D’Agostino, founder and director of The 
Children of God Relief Institute Fund. He had previously founded and maintained a very 
successful orphanage for about 100 children and adolescents in the suburbs of Nairobi 
called Nyumbani.  After much searching and networking, the Bishop of Kitui interceded 
for Father D’Agostino and the Kitui District County Council awarded 1,000 acres of land 
to The Children of God Relief Institute Fund for the construction of Nyumbani Village.   
 
The Village itself is about 14 kilometers in from the main road at the small town of Kwa 
Vonza.  Kitui is a county district located in the Eastern Province of Kenya. It is a very dry 
and arid desert region which has historically suffered from severe water shortages and 
droughts for long periods of time. The tribe that populates this district is called the 
Akamba and the Kikamba language (a local dialect) is spoken in the surrounding areas 
along with Kiswahili and English.  Nyumbani Village is located in the poorest sector of 
Kitui District and has the highest number of AIDS orphans and elderly in the county.  
One hundred family houses have been planned in the Village and each family unit will 
consist of one elderly resident and up to 7-10 children.  When it is completed between 
1280 -1600 family members will call this Village home.  
 
 
The mission of Nyumbani Village is to harness the energy of youth and blend it with the 
wisdom of the elderly to form new family units that will help foster healing, hope, and an 
opportunity for young and old to become productive citizens of Kenya.  The Village has 
created and implemented a strategic plan that identifies and provides the necessary 
support services to ensure that all members of the Village live safe, comfortable, and 
valuable lives.  
 
The Village is now in its second stage of construction. So far 42 family houses have been 
constructed and in the third stage another 30 houses will be added for a total of 72 units.  
 
One of the critical structures in the village is the school, Hot Courses Primary School; 
constructed in 2005 by funds provided by Jeremy Hunt, a British MP.  It currently houses 
classes (grades) 1 through four, the Baby class (nursery), and the Pre-Primary class ( 
Kindergarten). There are now plans to bring grades five through eight back to the primary 
school. These classes currently attend the local school, Kithiani Primary School also in 
the Kitui District. 
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Since 2002, primary education has been free in Kenya but not all children have had the 
opportunity to attend.  Many of the orphans now housed in the village have not been able 
to regularly attend local schools and some had never attended school before. Many had to 
nurse their parents as they succumbed to illnesses and diseases related to the AIDS virus 
or they did not have the money for hidden school costs such as registration fees, 
textbooks, or uniforms. Most of the adolescents and some of the children had to take care 
of younger brothers and sisters. Children as young as six found themselves heads of 
families forced to assume primary responsibility and become the sole provider for their 
younger siblings.  
 
In December of 2006 Hot Courses Primary School was opened and by June 2007 
approximately 80 students were enrolled in the six classes there. All of these students are 
residents of the Village and so are AIDS orphans. Many of these students have brothers 
and sisters living with them in their new families in the village. The goal of Sister Mary 
Owens, current director of The Children of God Relief Institute Fund which includes the 
Village is to adhere to the Kenyan Government Curriculum but to do so using 
constructivist techniques such as the development of problem solving skills through 
hands-on activities and the introduction of motivational techniques which promote the 
retention of information. This was the assignment that I was given at the Village; to make 
materials for the teachers and to train the teachers to use constructivist methods in the 
teaching of the Kenyan curriculum.  
 
Presentation Summary 
 
This presentation/paper will describe this remarkable evolution from sticks to scissors. 
This was not my first but my third summer in Kenya where I had previously served as an 
educational psychologist at the Nairobi orphanage. In May 2007, I arrived with three 
other professors from Salve Regina University to begin a Masters Degree program in 
Educational Psychology/Counseling at The Catholic University of East Africa in Nairobi, 
Kenya. We each presented our courses for 5 consecutive weeks. Then I went to 
Nyumbani Village in Kitui, a very remote and seldom visited area of Kenya to complete 
my Village assignment. This paper/presentation is a summation of my experiences, 
professional services, and the effects of constructivist techniques on the students. 
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TEACHERS’ CONCEPTIONS OF NATURE OF SCIENCE:  A CONTINUED 
STUDY USING THE VIEWS ON SCIENCE AND EDUCATION (VOSE) 

QUESTIONNAIRE  
The purpose of this descriptive pilot study was to determine the conceptions of 
the nature of science (NOS) held by in-service teachers enrolled in a week-long, 
masters-level, summer course by administering and analyzing the results of 
Chen’s (2006) recently developed Views on Science and Education (VOSE) 
Questionnaire and student daily electronic journal reflections.  In doing so, the 
study also attempted to evaluate the usefulness of the VOSE instrument coupled 
with a reflection-on-action (Schon, 1983; 1987) journal writing activity for use 
with in-service teachers. The results show that while participants entered the 
course with informed views of four out of the seven NOS aspects identified with 
the VOSE questionnaire, a positive shift occurred for each aspect.  Two weeks 
after completion of the course the majority of participants exhibited informed 
views of all but one NOS aspect.  Additionally, participants focused daily 
reflections on all but one NOS aspect.  One year after completion of the course, 
the teachers completed the Stages of Concern questionnaire and provided written 
feedback regarding their implementation of NOS concepts in the classroom. 

 
Kathleen A. Fadigan, Penn State University 
David M. Majerich, Queens College, City University of New York, Temple University 
Penny L. Hammrich, Queens College, City University of New York 

 

Introduction 

Science literacy continues to take center stage in discussions of science education reform 
initiatives (AAAS, 1993; NRC, 1996; Siebert & McIntosh, 2001). It is generally accepted 
that science is a way of knowing about and understanding the natural world.  However, 
knowing what science is about is [italics in original] prerequisite to science literacy 
(Shamos, 1996).  It has been suggested that "we will never get the mass of our population 
to understand science in detail, but we may be able to instill some understanding of how 
the enterprise works and how scientists practice their discipline - enough" (p. 45).  This 
same sentiment is also featured in reform initiatives (AAAS, 1993; NRC, 1996; Siebert & 
McIntosh, 2001).   It has been offered that in order "To gain some insight into the 
problem of achieving a common literacy in science, we must first examine the nature of 
science itself" (Shamos, 1996, p. 45).   
NOS and how to inculcate it in students continues to be a topic of great interest and 
concern for science educators.  An urgent need is realized for developing grade level 
appropriate conceptions of NOS in light of upcoming and ongoing standardized state 
science assessments.  This urgency extends across the nation as many districts are 
uncertain as to how the NOS concepts will be assessed, and in turn educators are unsure 
and confused with respect to how to focus their pedagogical practices when aiming for 
the NOS learning outcomes in their curriculum.  The National Science Teachers 

2008 HICE Proceedings 
Page 4297



 2 

Association’s Nature of Science: Position Statement of NSTA (2000) and other similar 
reform documents (AAAS, 1993; NRC, 1996) stress that all science teachers must hold 
an accurate view of NOS.  A fully accurate understanding of NOS, presumably, may lead 
to scientific literacy, a common goal for most school districts. 

Although there remains no consensus on the one meaning that should be ascribed to the 
monolithic NOS term (Abd-El-Khalick & Lederman, 2000; Farber, 2003), this construct 
consists of some generally agreed upon aspects (Abd-El-Khalick & Lederman, 2000; 
Chen, 2006).  In specific, the NOS is comprised of seven aspects: (1) tenativeness of 
scientific knowledge;  (2) the nature of observations;  (3) scientific methods;  (4) 
hypotheses, laws, and theories;  (5) use of imagination and creativity;  (6) validation of 
scientific knowledge; and (7) objectivity and subjectivity in science (Chen, 2006). This 
study targeted the seven NOS aspects as understood by Chen (2006) for their relevance to 
K-12 science education. 

NOS Instruction 
More often than not, explicit NOS instruction is absent from science content and science 
methods courses (Backhus & Thompson, 2006).  Instructors frequently assume that 
through active learning of science content, students will implicitly learn about the various 
aspects of NOS as well as the importance of understanding science in this way.  Recent 
research has repeatedly shown that inquiry alone is insufficient for students to gain an 
adequate understanding of NOS (Abd-El-Khalick and Lederman, 2000; Hanuscin, 
Akerson, & Phillipson-Mower, 2006; Lederman, 1999). 
In order to ensure student understanding of NOS, instruction must be both explicit and 
reflective (Abd-El-Khalick, 2001; Abd-El-Khalick, & Ledeman, 2000;  Akerson, Abd-El-
Khalick, & Lederman, 2000;  Backhus & Thompson, 2006; Lederman, 1999; Scharmann, 
L. C, Smith, M. U., James, M. C., & Jensen, M., 2005).  Lederman and Abd-El-Khalick 
(1998) have developed a comprehensive and widely-utilized set of activities designed to 
improve NOS understanding.  Bachus & Thompson (2006) indicated “a nature of science 
course that has an explicitly pedagogical dimension for engaging pre-service teacher 
candidates with NOS activities may have the greatest promise for effectively closing the 
continuum between teacher preparation and achieving the NOS learning outcomes 
desired in real-world classrooms" (p. 75). 
Not only does NOS instruction need to be explicitly taught to students using concrete 
examples, but it also must be presented along a continuum moving from decontextualized 
to contextualized using episodes of instruction that are integrated, entangled, infused 
(Clough, 2006). When implemented, the initial activities developed by Lederman and 
Abd-El-Khalick (1998) were shown to “provide participants with a NOS framework by 
introducing and, in a sense, sensitizing them to the target NOS aspects” (Akerson, Abd-
El-Khalick, 2000, p. 300).  Such content-generic activities confronted students’ 
idiosyncratic conceptions of the NOS and afforded them multiple opportunities “to 
develop and clarify their understandings of each of the NOS aspects” (Hanuscin, 
Akerson, & Phillipson-Mower, 2006, p. 927).  
A variety of experiences and resources will increase the likelihood of teachers 
incorporating NOS throughout the science curriculum. “Teachers need to know a wide 
range of related examples, explanations, demonstrations, and historical episodes.  They 
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should be able to comfortably discourse about various NOS aspects, contextualize their 
NOS teaching with some examples or “stories” from HOS (history of science), and 
design science-based activities to render the target NOS aspects accessible and 
understandable to K-12 students.” (Abd-El-Khalick and Lederman, 2000, p. 1059). 

 
In terms of science teacher education, most instances addressing the improvement of 
NOS views have occurred at the preservice level, mainly as part of a traditional science 
methods course (Akerson, Abd-El-Khalick, and Lederman, 2000).  There remains a 
dearth of research reported about graduate level courses for in-service teachers that 
explicitly attempt to improve NOS conceptions.  The course in this study was designed in 
part to fill this void. 
According to Loucks-Horsley (1996), individual teachers exhibit a range of concerns in 
response to the implementation of their new knowledge and skills acquired through 
professional development experiences.  Gaining a better understanding of teachers’ 
concerns about utilizing the course materials will, in turn, enable the researchers to 
design more effective methods for helping teachers explicitly incorporate NOS into their 
science curriculum.  One year after completion of the course, the teachers comprising the 
sample completed the Stages of Concern questionnaire (Hall, George, & Rutherford, 
1979) and provided written feedback regarding their implementation of NOS concepts in 
the classroom. 

NOS Assessments 
The validity of measuring students’ and teachers’ conceptions of NOS has been 
questionable due to the complexity of the subject matter. (Lederman, Wade, & Bell, 
1998).  Some of the older, more traditional, quantitative instruments oversimplify and 
over-generalize the subjects’ perceptions and interpretations (Chen, 2006).  Instruments 
incorporating in-depth individual interviews are time consuming and impractical with 
large sample sizes (Chen, 2006, p. 805). 
Chen’s VOSE instrument was initially based upon Aikenhead’s and Ryan’s 1992 Views 
on Science-Technology-Society (VOSTS) instrument.  The goal for creating the VOSE 
instrument was to address the oversimplification and overgeneralization of traditional 
NOS instruments.  According to Chen, the VOSE questionnaire “is aimed at increasing 
validity and minimizing interpretation biases” (2006, p. 805).  Chen reported that the 
survey can be completed by an adult in approximately fifteen minutes, thus requiring less 
time to complete it when compared to other NOS instruments.  Chen concluded that the 
VOSE instrument is an improvement over traditional instruments by allowing subjects to 
express their conceptions in greater detail. 

In addition to questions designed to assess the subject’s NOS conceptions, Chen’s VOSE 
questionnaire also includes five additional questions designed to assess teaching attitudes 
related to the tentativeness of scientific knowledge, the nature of observation, the 
scientific method, the relationship between theories and laws, and the subjectivity of 
NOS.  These particular aspects were included in the VOSE questionnaire as a result of 
Chen’s findings in a pilot study, which indicated preservice teachers “avoided teaching 
the informed NOS views that they possessed and, ironically, proposed to teach topics 
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about which the had naïve concepts” (Chen, 2006, p. 807).  For the purpose of this study, 
the five additional questions were completed by participants, but were not included in this 
analysis. 

Theoretical Framework 

A review of the literature reveals that science education has undergone significant 
changes in the epistemology that undergirds all pedagogical practices in the discipline, 
whereby shifting from what are commonly referred to as traditional strategies toward 
constructivist approaches to include epistemology and learning theory (Cooper, 1993; 
Fensham, Gunstone, & White, 1994; Fosnot, 1993, 1996b; Mintzes, Wandersee, & 
Novak, 1998; Perkins, 1999).  While constructivism has gained significant attention in 
the science education community, there remains lack of consensus on one specific 
meaning assigned to the term (Fosnot, 1996b; Mintzes, Wandersee, & Novak, 1998; 
Perkins, 1999).  Identified as a broad conceptual term with many meanings, 
constructivism has also been further categorized as a theory of teaching and a theory of 
learning and knowing (Mintzes, Wandersee, & Novak, 1998; Perkins, 1999).  For the 
purpose of this research, the view of constructivism as a theory of teaching is rejected.  
Rather, we espouse the perspective that the manner in which science educators think 
about knowledge and reflect upon what it means to know a body of knowledge directly 
inform and impact all teaching practices. 

The view of constructivism that we espouse is best described by Fosnot (1996b): 
Constructivism is a theory about learning, not a description of teaching.  No 
'cook-book teaching style' or past set of instructional techniques can be abstracted 
from the theory and proposed as a constructivist approach to teaching.  Some 
general principles of learning derived from constructivism may be helpful to keep 
in mind, however, as we rethink and reform our education practices. (p. 29) 

Within the literature describing the constructivist epistemology/learning framework, there 
are several principles that are identifiable among all perspectives.  Fosnot (1996b) 
articulates the five most salient principles that are commonplace to this perspective:   
• Learning is not the result of development; learning is development. 

• Disequilibration facilitates learning. 
• Reflective abstraction is the driving force of learning. 

• Dialogue within a community engenders further thinking. 
• Learning proceeds toward the development of [conceptual] structures. (pp. 29-30) 

In other words, the process of learning requires a deliberate effort on behalf of the 
learners to invent, organize, and categorize information that is presented to them 
(Ausubel, 2000; Mintzes, Wandersee, & Novak, 1998).  During the learning process, the 
learners and the teacher uncover the learners' prior knowledge structures that are 
idiosyncratic and in conflict with those views held by professionals in the field.  As part 
of the process, the learners' conceptions of knowledge (naïve, incomplete, incorrect, 
alternate) need to be acknowledged, illuminated, explored and discussed.  As personal 
meanings are made increasingly public, the learners and the teacher work together as a 
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community of learners to replace and/or develop more robust understandings of 
information via the process of conceptual change (Mintzes, Wandersee, & Novak, 1998).  
However, none of the above can transpire unless the learners remain engaged in the 
processes of learning and reflection (Ausubel, 2000; Dewey, 1938; Mintzes, Wandersee, 
and Novak, 1998).   
The reflection process is a critical component of the learning process.  Reflection requires 
that the learners continue to organize and make sense of new information learned in light 
of their past learning (Dewey, 1938; Schon, 1983; 1987).  Schon (1983; 1987) has 
identified two types of reflection that are important for teaching professionals who are 
also learners.  Reflection-on-action is whereby a practitioner thinks back on an 
experience that has already occurred or pauses in the midst of an action to consider the 
next step that should be taken.  The other type of reflection is entitled reflection-in-action.  
In this case, the practitioner frequently stops to think about the next step to be taken 
concomitantly while a practice is being undertaken.   Reflection-in-action is conceptually 
more complex when compared to reflection-on-action.  Since this study has taken place 
during the summer months when the practitioners were not responsible for 
teaching/managing classrooms, reflection-on-action prevailed as the form of reflection as 
the teachers were prompted to think about their past teaching experiences in light of new 
information learned in the course.  The results of active and deliberate engagement with 
the reflection-on-action are the construction of new conceptual structures containing 
central organizing principles of knowledge which are mediated between instructor of the 
course and the reflective practitioners.  Furthermore, continued conceptual development 
is contingent upon the practitioners' engagement in the learning process and with 
continued reflection on making meaning from past and new experiences.  However, 
learning cannot occur if the practitioner chooses not to do so (Ausubel, 2000; Schon, 
1983; 1987).  In addition, the effectiveness of the learning experience depends upon the 
social interactions of all involved in the learning and reflection processes (Schon, 1983; 
1987). 

In summary, this study's theoretical substrate is based upon the theory of constructivism 
(Fosnot, 1993; 1996b), conceptual change learning theory (Ausubel, 2000; Mintzes, 
Wandersee, & Novak, 1998), and reflection-on-action (Schon, 1983; 1987).  The notion 
that knowledge of interest to teacher practitioners is often created through a "kind of 
knowing inherent in intelligent practice" (Schon, 1983, p. 50) is also is a tenet in this 
framework.  In other words, active and deliberate engagement during the process of 
reflective practitioners continued learning, including reflection on meanings derived from 
prior and new experiences, are vital aspects of the constructivist learning paradigm 
presented here.  For teacher practitioners enrolled in a graduate course, the reflection-on-
action might include an exchange of dialogue with the instructor and other reflective 
practitioners in the community.  In this present research we emphasize that we designed 
our theory of practice in consonance with the design and the teaching of the course under 
analysis. 
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Research Design/Procedure 

Research Design 
The research design for this pilot study was a pre- and post-test design predicated upon 
the use of quantitative and qualitative methodologies.  This study used Chen's VOSE 
questionnaire to measure seven aspects of the participants' conceptions of the NOS.  The 
instrument was administered to the participants prior to and again two weeks after the 
completion of the course.  In addition, a total of five daily reflection-on-action (Schon, 
1983; 1987) journal entries were also used to capture the participant's conceptions of 
NOS. One year after the completion of the course, the participants completed the Stages 
of Concern instrument (Hall, George, & Rutherford, 1979) and an open-ended question 
sent through electronic mail. 

Sample 
A total of sixteen individuals participated in this pilot study.  Each participant was 
enrolled in the same graduate-level science education course entitled, The Nature of 
Science and Evolution. The course was offered by a graduate school campus of a large, 
mid-Atlantic, public university.  The course served to meet an elective requirement 
toward the completion of either a M.Ed. in Curriculum and Instruction, emphasis on 
science education, or a graduate certificate in Leadership in Elementary Science 
Teaching.  The participants’ classroom teaching experience ranged from kindergarten, 
middle school, or high school science.  One of the participants was a pre-service 
elementary teacher.  The remaining students were in-service teachers who worked in 
either a suburban or rural school district. 

Research Questions 
This study attempted to answer the following questions: (1) What were students' 
conceptions of NOS, as measured by VOSE prior to the start of the course?; and (2) What 
differential effects occurred in the students’ NOS views as measured by VOSE as a result 
of their participation in the one-week intensive NOS course, using evolutionary concepts 
as the contextual basis and NOS activities organized along a decontextualized to 
contextualized continuum, and daily reflection-on-action journal entries? 

Course Description 
In light of recent controversies regarding the teaching of evolution in our nation’s 
schools, this course was conscientiously designed to provide in-service science teachers 
with a solid, scientific-based foundation of the nature of science and evolution.  In 
planning the course the researchers addressed the critical need for teachers to first 
understand NOS prior to encountering evolution topics.  Since it was unlikely that the 
class participants had received in-depth NOS instruction in their pre-service preparation 
beyond their methods course work (Backhus & Thompson, 2006), the researchers 
deliberately structured the course curriculum to follow a continuum from 
decontextualized to increasingly contextualized NOS activities (Clough, 2006), whereas 
evolutionary concepts served as the contextual basis.   
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As topics of study in science education, NOS and evolution possess a somewhat 
symbiotic relationship, with both content areas enhanced by the inclusion of the other.  
Abd-El-Khalick and Lederman (2000) recommend assisting students with their NOS 
understanding prior to presenting historical material so that students are better prepared to 
relate historical narratives to the current NOS conceptual framework.  They found that a 
greater change in NOS views was evident for participants entering history of science 
courses with more adequate views than participants with less adequate NOS views.  In 
light of their findings, this course was designed with this sequence in mind. 

The course was intentionally designed so that the students could experience first-hand 
that the development of conceptions of NOS and the development of conceptions of 
evolution are symbiotic (Bybee, 2000). Similarly Farber commands that, “it is necessary 
that those teaching evolution (or any science) have an adequate conception of the nature 
of science if they expect to teach their students effectively,” (2003, p. 349).  Thus, the 
broad goal of the course was to present to the university students a sequence of content- 
and NOS-based activities, as well as an arsenal of teaching strategies, to be deployed 
concomitantly in their own classrooms when teaching the concept of evolution to and 
inculcating NOS aspects in their own students.  The rationale behind this course sequence 
was to immerse the participants in discussions, readings, and activities that would be 
certain to challenge their idiosyncratic conceptions of the nature of science using 
evolutionary concepts as the contextual basis.  Supporting Farber’s assertion, 
Friedrichsen, Hanuscin, and Hutchins (2006) recently found that pre-service biology 
teachers’ views of NOS influenced their understanding of evolutionary theory, as well as 
their approach to learning to teach about evolution. 
Evolution tends to be a challenging topic for teachers on multiple levels. The National 
Science Education Standards (NRC, 1996) recognize several misconceptions students 
may hold regarding the basic tenets of evolution. In the K-12 curriculum, evolution often 
remains a separate unit rather than a unifying central thread running throughout the entire 
curriculum (Farber, 2003).  This tendency can create a disconnect between evolution and 
other biological concepts. 
In addition to difficulties with the scientific content of evolution, teachers also frequently 
encounter the controversial nature of the topic, specifically conflict with their own and 
with their students’ religious beliefs. Teachers benefit from strategies to assist students in 
“understanding that science and religion are two different ways of knowing the world,” 
(WGBH Education Foundation, 2001, p. 31).  Bybee (2000) recommends teachers avoid 
debating creationist viewpoints, and instead focus on increasing students’ understanding 
of inquiry and the nature of science.  With this in mind the course was constructed to 
explicitly address the above issues. 
The summer course lasted for five consecutive days in the last week of June 2006.  The 
class met for eight hours each day.  The course included several black box activities such 
as those described by Lederman and Abd-El-Khalick (1998).  In addition to a multitude 
of activities, an in-class research project, field trips, and classroom discussions, students 
wrote daily reflection-on-action journal entries at the end of each day and completed 
assigned readings during out-of-class time in preparation for subsequent classes. 
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Course Scope and Sequence 

Day One 
This day began with introductory activities included a writing assignment highlighting 
the diversity of job requirements for careers in science, a review of the National Science 
Teachers Association’s position statement on the nature of science, and an activity 
utilizing a jigsaw puzzle to give students’ practice using evidence to make inferences.  
Also, the participants visited a local indoor shopping mall during the lunch hour in order 
to survey shoppers to determine the general public’s perceptions of science. The group of 
in-service teachers employed the Survey About Science, a ten-item questionnaire included 
as part of WGBH Educational Foundation's Evolution program (2001). Upon return to 
the classroom the participants entered their data into the computer using a spreadsheet, 
analyzed the data, and then discussed their results.  A 20-30 minute discussion of 
pseudoscience ensued.  
 

Day Two 
This day began with an in-depth hour-long discussion of McComas’ (1996) “Ten myths 
of science: Reexamining what we think we know about the nature of science” article. The 
class thoughtfully dissected and discussed each myth and how each contributes to poor 
learning outcomes in the teaching and learning of science. The remainder of the day 
included NOS activities suggested by Lederman and Abd-El-Khalick (1998) such as 
Tricky Tracks, The Hole Picture, Young? Old?, The Aging President, Tubes, and Cubes. 
Additional NOS activities included several contained in WGBH Educational 
Foundation’s Evolution Teacher’s Guide (2001). In the afternoon the class viewed the 
first hour of the WGBH Educational Foundations' Evolution video. A discussion of the 
public’s lack of understanding of the history of Charles Darwin and his contemporaries 
ensued.  

Day Three 
This day focused solely on an inquiry–based project on ultra-violet radiation. The 
students were introduced to the science of ultra-violet light and its effects on humans. In 
dyads or triads, the students were afforded an opportunity to design their own scientific 
investigations incorporating ultra-violet sensitive beads to further explore and extend 
what they had learned about the science of ultra-violet radiation. In the afternoon the 
class viewed the second hour of “Darwin’s Dangerous Idea” (2001), followed by a 
discussion of the ideas presented. 

Day Four 
The venues for this day's class took place at two local science museums where NOS and 
evolution concepts in an informal science education setting were experienced first-hand. 
The first museum visit enabled students to examine some of the historical aspects of 
health science, including practices that are no longer scientifically accepted today such as 
phrenology. The second museum visit included a behind-the-scenes tour of the vertebrate 
paleontology collections, as well as an opportunity to meet two reputable and practicing 

2008 HICE Proceedings 
Page 4304



 9 

paleontologists. In his laboratory, one of the scientists offered an exclusive presentation 
of the latest evidence which supports the theory of evolution, Tiktaalik roseae, the 375-
million-year-old, recently discovered Devonian fish that represents a key transition 
between fish and land animals. The paleontologist also provided a 45-minute talk on his 
research team’s recent discovery and his efforts to prepare the transitional fossil for the 
scientific community to further study. The purpose of this talk was to reveal to the 
students that the NOS is a dynamic concept, as well as to show how these concepts are 
understood and implicitly practiced in the work of scientists. 

Day Five 
On the final morning of class the students summarized their experiences with the 
museum visits, followed by the articulation of their ultra-violet radiation research plans. 
Participants were encouraged to emulate scientists by using creativity throughout their 
investigations, while at the same time acknowledging potential subjectivity in their 
research.  Each dyad and triad communicated their research results to their peers during 
an informal in-class symposium format.  Integral to this symposium a question-and-
answer sessions commenced after each discussion during which the research teams' 
reflected upon the how they incorporated the various aspects of NOS into their projects. 
The final afternoon’s topics included intelligent design, evolution, and classroom 
controversy. Students viewed the final video in the WGBH Educational Foundation's 
Evolution series, “What About God?” (2001).  This was followed by a discussion where 
the students addressed the topic of how they could effectively assist their own students in 
understanding evolution and its importance as a foundation for biological science. 

A final project was designed so that teachers must not only reflect on the aspects of NOS 
as they relate to their science teaching, but also prepare to put their new understandings 
into practice through planning new material for the upcoming school year.  Enabling 
teachers to transform their understanding of NOS into classroom practices that explicitly 
address the NOS is a critical next step in promoting NOS understanding among K-12 
students.  Abd-El-Khalick and Lederman (2000) stressed that: 

Teachers need to know a wide range of related examples, explanations, 
demonstrations, and historical episodes.  They should be able to comfortably 
discourse about various NOS aspects, contextualize their NOS teaching with 
some examples or “stories” from HOS (history of science), and design science-
based activities to render the target NOS aspects accessible and understandable to 
K-12 students. (p. 1059) 

In order to accomplish this, the teachers selected a small portion (an extended lesson or a 
small unit) of their current curriculum and redesigned the material to explicitly infuse one 
or more NOS aspects into the lesson(s).  Students also described the specific pre- and 
post-assessments they would implement in order to determine their own students’ 
understandings of the NOS aspects inherent in their lessons.  The due date for this 
assignment was two weeks after the completion of the course.  This afforded them ample 
time for the planning and reflection of content.  Lin and Chen (2002) found that a similar 
activity utilizing historical cases significantly impacted preservice chemistry teachers’ 
understanding of NOS. 
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Data Collection 

VOSE Instrument 
The final version of Chen’s Views on Science and Education (VOSE) questionnaire was 
used to assess the participants’ views of the seven, targeted NOS aspects prior to and two 
weeks after the conclusion of the course.  The questionnaire contains 15 questions and 85 
items.  The format allows participants to rank each item on a five-point scale (Strongly 
Disagree to Strongly Agree using a score range of 1 to 5, respectively).   
Prior to the start of class the VOSE questionnaire was posted electronically as a 
downloadable Microsoft WordT file on the university course management web site.  
Participants were sent email notices instructing them to complete and submit the survey 
before the start of the first class.  The participants received very little information about 
the course prior to the first day of class in an attempt to prevent the published course 
description from influencing their initial conceptions to the NOS-related questionnaire 
items.  Also, none of the course readings were posted until the first day of class for the 
same reason. 

Daily Reflection-on-Action Prompt 
As a built-in feature of the course, during the last 20 minutes of class the participants 
were asked to type their reflections regarding the day's activities.  Several examples of 
what the students should consider when writing the reflection were offered.  For instance, 
the students were encouraged to include a discussion of the daily content covered, their 
thinking' when their prior knowledge structures were challenged by the content or others 
in the learning community, and any implications and to what extent that the new material 
learned may have in shaping/reshaping their current teaching practices.  However, in 
order to prevent any short-circuiting on behalf of the participants' thinking, they were 
also afforded the opportunity to include and write about any other topic that they deemed 
important for themselves.  The reflections were submitted via email to the instructor at 
the end of class.  In an attempt to create a safe haven for the students to express their 
ideas freely, they were advised that the content and grammar of the reflections would not 
be graded. 

Analysis 

VOSE Instrument 
Raw scores of the participants' conceptions of the NOS were ascertained from Chen's 
VOSE questionnaire for the pre- and post-test were entered onto an ExcelT spreadsheet. 
For the purpose of this paper, only the participant's responses to the ten questions directly 
ascertaining their conceptions of the NOS were ascertained and analyzed.  The five 
questions (items 10-14), ascertaining the participant's attitudes toward teaching NOS 
issues, were not included in this research.  Any changes to the teachers’ conceptions of 
NOS were calculated and summarized in the form of descriptive statistics (percentages) 
due to the small sample size. 
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Daily Reflection-on-Action Prompts 
The daily reflections produced sources of qualitative data.  The codes used for this data 
were the seven NOS aspects delineated by Chen (2006).  The data were analyzed and 
coded independently by the researchers.  Coded data that was agreed upon by the 
researchers was included in this study. The qualitative data was then quantified (Bogdan 
& Biklen, 1998), and descriptive statistics (percentages) were calculated and summarized 
for each of the NOS aspects identified in the students' reflections. 

Results 

Since we were interested in whether the participants possessed an accurate view of the 
NOS and not to the extent that they held their convictions, we felt a modification to the 
VOSE Likert-scale scoring rubric (Strongly Disagree=0, Disagree=1, Undecided=0, 
Agree=3, Strongly Agree=4) was made by the present researchers.  We combined the 
original VOSE 'Strongly Disagree/Disagree' categories in one category that we labeled as 
'Disagree'.  Similarly, the 'Strongly Agree/Agree' categories were replaced with our 
'Agree' category.  Using our modified Likert-scale scoring rubric, we then coded the 
participant's questionnaire responses as 'Informed View'=3, 'Naïve View=2', or 
'Uncertain=1'. On the VOSE questionnaire each of the seven targeted NOS aspects 
included anywhere from three to fifteen separate items.  Because of the uneven 
distribution of items assigned to each category, we calculated an average item score per 
NOS aspect and subsequently reported the percentage of students who possessed each 
view.  Table 1 shows the pre-and post-test percentages of the participants who possessed 
views of the NOS that were informed, naïve, or uncertain. 

VOSE Pre-test 
An analysis of Table 1 shows that majority of participants entered the course already 
possessing informed views of four out of seven of the NOS aspects [Nature of 
Observations (65.0%); Use of Imagination and Creativity (63.8%); Validation of 
Scientific Knowledge ( 59.4%); and Objectivity and Subjectivity in Science (54.4%)].  
With respect to these same NOS aspects, a greater number of students possessed naïve 
views compared to those who were uncertain about them.  Table 1 also shows that the 
majority of students (60.4%) possessed naïve views of the NOS aspect of Scientific 
Methods.  However, more students possessed informed views (27.1%) of the Scientific 
Methods aspect compared to those who maintained uncertain views (12.5%) about it.  
With respect to the Tentativeness of Scientific Knowledge aspect of NOS, a greater 
number of participants possessed naïve views (45.8%) when compared to equivalent 
numbers of participants who presented informed (27.1%) or uncertain views (27.1%).  
More participants had naïve views (41.7%) of Hypotheses, Theories, and Laws when 
compared to the other views (informed, 38.8%; uncertain, 19.5%) .  The results clearly 
show that a greater number of students possessed informed views of this NOS aspect 
when compared to those who were uncertain about it. 

VOSE Post-test 
Table 1 reveals that the majority of participants possessed informed views of all NOS 
aspects when measured two weeks after the completion of the course, with the exception 
of the Tentativeness of Scientific Knowledge component.  Excluding this one category, a 
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greater number of students possessed naïve views of all NOS aspects compared to those 
who were uncertain about them.  With respect to the Tentativeness of Science Knowledge 
aspect, a greater number of students (45.8%) possessed a naïve view of this NOS aspect 
compared to participants who possessed an informed view (31.3%) or were uncertain 
(22.9%) about it. 
While the emphasis of the course and daily reflection-on-action journal writing activities 
were designed to confront students' conceptions of NOS via the conceptual change model 
using explicitly NOS instruction and specific NOS-related activities, we wanted to further 
examine the percentage of students whose NOS conceptions shifted to an informed level 
by the courses' end.  In order to highlight these differential shifts of NOS from pre- to 
post-test, a percentage difference was determined for each aspect.  A summary of these 
results appears in Table 2.   
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Table 1.   
Participants’ NOS Views from Pre-test to Post-test using VOSE (Expressed as 
percentages, n = 16) 

Nature of Science 
Aspects 

 

Informed 

  

Naïve 

  

Uncertain 

 Pre-test Post-test  Pre-test Post-test  Pre-test Post-test 
Tentativeness of 
Scientific 
Knowledge 

 

27.1 

 

31.3 

  

45.8 

 

45.8 

  

27.1 

 

22.9 

The Nature of 
Observations 

 
65.0 

 
67.5 

  
26.3 

 
27.5 

  
8.7 

 
5.0 

Scientific Methods 27.1 66.7  60.4 29.2  12.5 4.1 

Hypotheses, 
Theories, and 
Laws 

 
38.8 

 
64.6 

  
41.7 

 
13.8 

  
19.5 

 
21.6 

Use of 
Imagination and 
Creativity 

 

63.8 
 

 

83.8 

  

21.2 

 

13.8 

  

15.0 

 

2.4 

Validation of 
Scientific 
Knowledge 

 
59.4 

 
61.6 

  
26.6 

 
23.4 

  
14.0 

 
15.0 

 
Objectivity and 
Subjectivity in 
Science 

54.4 61.6  26.3 23.2  19.3 15.2 
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Table 2.  
Differential Percentage Shift in Participants’ Informed NOS Views from Pre-test to Post-
test using VOSE and Rank Order (n = 16) 

Nature of Science Aspect Informed Views 

 Differential Shift 
(%) 

Rank  

Tentativeness of Scientific Knowledge 4.2 4  

The Nature of Observations 0.5 5  
Scientific Methods 39.6 1  

Hypotheses, Theories, and Laws 25.8 2  
Use of Imagination and Creativity 20.0 3  

Validation of Scientific Knowledge 2.2 6  
Objectivity and Subjectivity in Science 7.2 7  

 
Table 2 reveals that the greatest shift in the participants' views (39.6%) occurred for the 
Scientific Methods aspect of NOS.  The second greatest shift in participants' views 
occurred for the Hypotheses, Theories, and Laws aspect of the NOS construct.  The Use 
of Imagination and Creativity aspect of the NOS is shown to have the third greatest shift 
participants' views (20.0%).  In addition, the table reveals that fewer changes in the 
participants' views with respect to the remaining NOS aspects occurred. 

Reflection-on-Action Journal Entries 
With respect to the daily reflections, Table 3 summarizes the NOS aspects that they 
participants chose to focus their attention.  

After the first class, the majority of students (62.6%) focused their written reflections on 
the Tentativeness of Scientific Knowledge aspect of NOS.  In so doing, these students 
included in their writing the process of administering a survey to the public at a local mall 
and the results of their efforts. 

I thought that surveying random people at the mall was an excellent activity, in 
that we were able to see how little people know and understand about what we 
consider to be pretty fundamental science issues and ideas.  The astronomy v. 
astrology results were especially startling to me.  I truly thought most people 
would be able to differentiate between them, but a number of people did not know 
what astrology was when asked. [Participant G] 

I was shocked at the lack of content knowledge many people had with science in 
general.  The responses to the question about the differences of astronomy and 
astrology were most amazing to me.  I wonder if it is because of our test subjects’ 
lack of background knowledge or familiarity of the terms. [Participant A] 
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Table 3.   
Summary of Participants' View of NOS in Daily Reflection-on-Action Journal Entries 
(n=16) 

Nature of Science Aspects Participants' View 

Day of Course 

 1 
 

2 3 4 5 

Tentativeness of Scientific 
Knowledge 

62.6     

The Nature of Observations 6.2  18.8   
Scientific Methods  6.2 31.2 100.0  

Hypotheses, Theories, and Laws 25.0 93.8 25.0  31.2 
Use of Imagination and Creativity 6.2    68.8 

Validation of Scientific Knowledge      
Objectivity and Subjectivity in 
Science 

     

 

In addition, other participants (25.0%) focused their reflections on the Hypotheses, 
Theories, and Laws aspect of NOS in their writing which evidenced the group discussion 
that occurred in the class. 

We were debating over the terminology of “theory”.  After listening to some 
secondary teachers battle between the string theory and something else, it sounded 
to me as if we were truly talking about a technicality in terminology.  Little did I 
realize that by offering that explanation to the argument, my naive and simple 
mind had definitely hit a sore spot with some of my more scientifically literate 
colleagues.  I quickly learned that as an elementary, Jane-of-all-trades teacher, I 
possess some of the misconceptions that the “other” (non-scied) teachers possess.  
Those traits quickly distinguish me from the secondary teachers, thus furthering 
the gap between elementary and secondary teachers.  I know that I already feel 
inferior to them simply because I have more broad base knowledge about more 
subject areas than I do in in-depth content knowledge in science content areas. 
[Participant R] 
During our discussion of the nature of science I learned something that I didn't 
realize I was incorrect about. I was one of those who confused facts, theories, and 
laws. I learned that there is a difference between laws and theories. [Participant 
K] 

An equivalent number of students (6.2%) only described The Nature of Observations or 
the Use of Imagination and Creativity aspects, thus departing from the minimum 
requirements of the reflection-on-action activity. 
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At the conclusion of the second class, the majority of students (93.8%) emphasized the 
Hypotheses, Theories, and Laws aspect in their journal entries.  In their writing, the 
participants made references to the McComas (1996) article that was assigned to them as 
required reading and discussed in class. 

I thought the discussion this morning on the 10 myths of science was rousing.  I 
was thinking about hypotheses, and how I teach it to my students, who are usually 
confused after McComas' article.  Typically, what I do is drop, say, a pen, and ask 
the students what happened (the pen dropped).  I then pick up the pen and ask 
what will happen if I let it go (The pen will drop), which I say is a prediction.  
Then I ask them to come up with a principle based on what they've observed 
(Pens drop).  So, we have a hypothesis or provisional law that says that pens drop 
when released above the ground.  This allows us to make testable predictions with 
any number of pens, but we don't really have a large body of evidence to support 
the principle yet, so it's not yet a law, but it should be in the form of a law (or a 
theory).  I still don't really buy the discovered v. invented arguments that were 
posed.  For instance, with the shapes we drew for that activity you had us do, did 
we invent those shapes or discover those shapes?  I say we invented them (they 
certainly weren't the ones that you put in there), and because we can never be 
100% certain that we are seeing the "shape" of the natural world, we must be 
inventing all the laws and theories. [Participant G] 

Today started off with an interesting discussion of the 10 myths.  It allowed us to 
realize that our class of teachers struggled with many of the myths.  Finding a 
definition of hypothesis was very difficult.  It was rather frustrating because I 
want students to leave high school understanding terminology correctly but I 
realized that everyone needs to be on the same page through the grade levels.  We 
talked about how we all phrase the definition differently and I am sure the PSSA's 
use "educated guess" as their definition which is not entirely correct. [Participant 
J] 

One participant (6.2%) only described the Scientific Methods aspect of NOS, departing 
from the minimum requirements of the reflection-on-action activity. 

On the third day, the majority of students (31.2%) focused their reflections on the 
Scientific Methods aspect of NOS in relation to the Charles Darwin-related video that 
was observed and discussed in class. 

I really enjoyed the 1st evolution video that we watched.  As we watched it, I was 
able to develop a video guide so that I can use it with my class (if I transition to 
teaching biology in a few years).  I especially liked the first hour of the Darwin 
video (that we actually watched yesterday), more than the segments we watched 
today.  I feel that students would gain a lot from watching it, not only about the 
idea of natural selection, but also about the man behind the scientist Darwin and 
the scientific processes and struggles that he underwent.  I also think it would lead 
to some really good discussion regarding religion, politics, society, etc.  For me, 
the combination of all these different factors made this an exceptional 
video. [Participant M] 
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I was captivated and intensely interested in the final half of the Charles Darwin 
film. I gained a new appreciation for his dedication, attention to minute detail, 
thoroughness and the degree to which he accumulated evidence to support his 
theory. [Participant D] 

The remaining students only described the Use of Imagination and Creativity ( 25.0%) or 
The Nature of Observations (18.8%) aspects, departing from the minimum requirements 
of reflection-on-action activity. 
The majority of students (100.0%) incorporated the Scientific Methods aspect of NOS in 
their reflection-on-action journal entries.  In their reflections, the students focused on the 
impact that the trip to the museums had upon their idiosyncratic NOS views. 

It was exciting to have the city of Philadelphia as our classroom!  That was my 
second time to the Mutter Museum and I learned so much more.  Sometimes 
museums are so overwhelming because there are so many things to look at and 
learn.  The mutter museum would be interesting to have a field trip to when 
talking about Genetics, mutations, and cancers.  I also love the herb garden and 
think it is so cool to learn what plant has chemicals in it to help with different 
illnesses.  
The Academy of Natural Science was AWESOME!!!  I wish I had more time and 
energy to explore it more in detail.  The experience with the guy that works with 
[the paleontologist] was very interesting to talk to.  Learning about the process of 
how the fossils are collected in the field then analyzed in the lab was very 
informative.  I also thought it was interesting to learn the "science etiquette" of 
returning the fossil to the country it was found in after researching it.  You can tell 
from talking with the that guy that he truely loves what he is doing and has a 
passion toward finding new information through fossil research.  Being in the 
presence of such a cool fossil was a weird feeling and learning information that 
was so new to our knowledge gave me chills!!!  I want to go back soon and wish I 
lived closer to actually get some hands on fossil drilling. [Participant J] 

I especially enjoyed the Academy of Natural Sciences and the opportunity to see 
the “fish fossil” that we discussed in class on several occasions.  I particularly 
liked to hear about how the fossils were retrieved and how each person performed 
a little different job.  The opportunity to speak with Fred certainly helped to clear 
up some of my misconceptions about archeological digs.  I always assumed that 
the fossils were extracted on sight and taken to another location for 
reconstruction.  I failed to realize that to find fossils, archeologists cut out big 
chunks of rock and transport them in whole sections to another location.  How 
amazing to realize that people extract these fossils bit by bit to discover past life 
on Earth!  I also felt surprised to learn that the workers touched this fossil without 
gloves or something else to protect the fossil.  I believed that the oils in our hands 
could damage it, but I guess that is not the case.  When we passed around the 
fossil, I felt especially excited to be part of the early group to view this fossil.  I 
learned so much today! It was also neat to learn about the dinosaur fossils.   

 I also enjoyed the Mutter Museum and especially liked to see the bones of the 
person with “Giantism.”  I remember reading something recently about a woman 
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in China with this disorder, who recently underwent surgery to make her stop 
growing.  The skeleton of the person who wore the corset really caught my 
attention, because the ribcage was so perfectly rounded.  I have to say that the 
skeletal ribs were so perfectly round that they seemed to look better than a 
person’s regular ribcage. [Participant D] 

On the last day of class, the majority of participants (68.8%) focused their journal entry 
writing on the Use of Imagination and Creativity aspect of NOS.  In their writing, they 
discussed the UV experiment that they had developed in small groups. 

This morning each group presented the results of their findings from our UV 
beads inquiry. Some of what I gained from listening to the presentations includes: 

o it’s an excellent exercise to put teachers ‘in their students’ shoes’ so that 
we actually go through the process of designing a scientific inquiry even 
though it may be at a simple level 

o it was amazing how varied the experiments were in terms of what was 
tested (sunscreen, water, colors, glass) without there being any intentional 
design to do so 

o each group recognized the limitations of their experiments (I think 
students would also be able to recognize these limitations if they carried 
this out) 

o this simple inquiry illustrated much about the nature of science which 
students could be asked to reflect on such as designing a research 
question, the need to collect real data, how to analyze data and drawing 
inferences and conclusions. [Participant D] 

Today was the last day of class, and this week actually went by pretty quickly.  
First thing this morning we were given time to make final revisions on our UV 
inquiries.  Once all were complete, we had the chance to share our findings with 
the class.  I really enjoyed listening to the other groups present.  One thing I 
learned from this project was the impact that available materials have on any type 
of project or inquiry.  Our decision to test effects that glass has on UV rays was 
highly based on available resources.  It made me appreciate how important it is to 
make the classroom environment rich in resources to keep the projects from 
becoming too limited.  I thought it was particularly interesting to learn about the 
quality of different SPFs. [Participant S] 

The remaining participants (31.2%) wrote about the Hypotheses, Theories, and Laws 
aspect of NOS.  Their views contained elements from the discussion about the Darwin-
related and What about God? (2001) videos observed and discussed in class. 

I have been grappling with my religious beliefs and their opposition to the 
scientific theory of evolution.  As a scientist I fully understand the difference 
between a belief and a theory.  I also appreciate the need to build a theory which 
is based on a body of evidence, is testable, and has held up to scrutiny.  I realize 
that Darwin’s theory of evolution has held up under a tremendous amount of 
scrutiny for a long period of time.  However as a Catholic I was raised to have 
faith in god and the creationist’s view of the creation of the universe and the 
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development of humans.  I had a good deal of difficulty trying to hold these two 
views in harmony with one another.  After watching today’s video and listening to 
another of the people on the video I saw that I was not alone in dealing with this 
problem.  I also enjoyed listening to the scientist who was a conservative 
Christian yet was lecturing on the evidence which supports evolution. [Participant 
S]  

I really liked the What about God? video too.  It really got my mind racing about 
the dialogue that takes place (or lack thereof) in the classroom, as well as the 
attentiveness of teacher's to their student perceptions.  I see the room for conflict 
in discussion, but still hold that teachers have to create an accepting atmosphere, 
where students feel comfortable sharing.  That way the teacher can accurately 
assess their interpretation of the information.  [Participant M] 

 
The researchers are currently in the process of analyzing the Stages of Concerns one-year 
follow-up data.  This analysis will be presented in a forthcoming publication. 
 

Discussion 

The graduate students entered the course with idiosyncratic conceptions of NOS as 
addressed in the VOSE questionnaire.  This finding is not surprising since the students 
did not receive the same training in science methods and specific content areas prior to 
this course. In this way, the students' conceptions of NOS were shaped by their unique 
academic training and personal experiences with science phenomena. More importantly, 
no student in this course had a prior course for which NOS was explicitly taught by itself 
or in conjunction with science content. 
With respect to the seven aspects of NOS as measured using VOSE, at the onset of the 
course a majority of students possessed "informed" views for only four aspects (The 
Nature of Observations; Use of Imagination and Creativity; Validation of Scientific 
Knowledge; Objectivity and Subjectivity in Science).  In addition, a majority of students 
maintained "naïve" conceptions for only one NOS aspect (Scientific Methods).  The 
students' views for the remaining two NOS aspects (The Nature of Observations; 
Hypotheses, Theories, and Laws) were unevenly distributed on our 
"informed/naïve/uncertain" ranking system.  However, at least seventy-two percent of the 
total number of views possessed by students on these two aspects were either "informed" 
or "naïve." 
As a result of the students' participation in the course, shifts of students' initial views of 
NOS toward more appropriate views were noted for all aspects except one (Hypotheses, 
Laws, and Theories).  In this one instance, there was a relatively small shift of views 
toward an uncertain view of the aspect. Overall, the greatest shift in students' views of 
NOS toward more appropriate conceptions occurred for three NOS aspects (Scientific 
Methods; Hypotheses, Theories, and Laws; Use of Imagination and Creativity).  The fact 
that these three aspects showed the greatest changes may be linked to the design of the 
course. This particular course was predicated upon NOS-inculcating and science content-
based activities, strategically selected and sequenced along a decontextualized-
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contextualized continuum throughout the week, along with daily reflection-on-action 
journal writing.   

During the first class, the students were introduced to NOS activities that were 
decontextualized.  In this first class, the students were exposed to variety of activities and 
discussions aimed at sensitizing them to the various aspects of the NOS.  At the 
conclusion of that day's class the students were asked to reflect on their experiences.  In 
total, the students' written reflections focused on at least one of the seven NOS aspects 
that related to one of the many activities experienced in class.  As the week progressed, 
the activities that were experienced with the students became increasing more 
contextualized as several NOS aspects were explored in depth each day along with 
concepts of evolution.  Since the students' experienced and discussed specific aspects of 
NOS in class, it is not alarming that they wrote about the same aspects in their reflections.  
Learning specific concepts in class and then focusing upon these concepts in writing has 
been shown to improve students' learning and development of conceptual understanding 
of the course material (Schon, 1983; 1987). 
Although we report the development of more appropriate conceptions of NOS as a result 
of the course, we offer these results with caution. The results of this study are limited to 
the nature of the context due to the small sample size and the one week course duration.  
In addition, the sample consisted of students who had different academic and professional 
interests. Additionally, potential wording problems on the VOSE, even with experienced 
science teachers may arise in when administering the VOSE questionnaire.  This may be 
attributed to the translation of the questionnaire from Chinese to English. 

Conclusions/Implications 

Targeting the goal of science literacy for all students is a challenge extended to all 
science educators at all grade levels.  Achieving this goal requires that the students 
develop appropriate conceptions of the NOS from instruction that is explicit and 
reflective (Abd-El-Khalick & Lederman, 2000; Backhus & Thompson, 2006).  In order 
for teachers to teach the NOS explicitly, they must first confront their own 
conceptualizations and develop appropriate understandings of NOS that are in alignment 
with the science education community and scientists in the field (AAAS, 1994; NRC, 
1996).    The week-long summer course described in this pilot study was intensive, and 
predicated upon NOS instruction that was both explicit and reflective.  Furthermore, the 
course activities were arranged on a decontextualized-contextualized continuum whereby 
the activities became increasing more contextualized throughout the week as NOS 
aspects and evolution concepts were concomitantly explored in activities, discussed as a 
group or in groups, and reflected upon individually.   
Although the students were provided a structure and suggestions for the reflection-on-
action journal entries, most chose to write about topics of concern to them when relating 
the day's content.  The students focused their attention on only five of the seven NOS 
aspects.  In this way, the students did not devote any of their time on the remaining 
aspects.  To better accommodate the learning and development of appropriate 
conceptions of NOS, we recommend that the students should be given specific prompts 
used to address each of the NOS aspects.  This may also require the selection of different 
NOS activities to accommodate any deficit in the present course. 
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A course protracted for several months, as opposed to one week, can afford the students 
more time to confront, replace, develop, and reflect on their prior and newly developing 
conceptualizations of NOS and science content learned.  In addition, a longer time frame 
would also allow for the instructor to include more out-of-class readings on the subject 
matter. Across the United States the majority of science education programs do not offer 
a NOS course designed for pre-service science teachers (Backhus & Thompson, 2006).  
The participants of this study might have benefited from such a course during their initial 
training, or at least a methods course that contains a greater emphasis on NOS. 

The VOSE questionnaire takes only several minutes to complete.  However, it is 
important to note that there is not an equivalent number of items that address each of 
seven aspects of NOS.  In addition, some problems may also arise during the 
administration of the instrument due to the fact that the instrument was translated from 
Chinese to English.  "The English version may need further revision and input of local 
context" (Chen, 2006, p. 15). 

While the results of this study suggested that the teachers developed appropriate views of 
NOS, the seven NOS aspects were not affected to the same extent.  However, the 
combination of NOS-inculcating activities, content on evolution, reflection-on-activity 
assignments, class discussions, and reading assignments selected for this course 
illuminated the certain aspects of NOS that did change.  The effects of the course on the 
students' views of NOS need to be further probed and tracked over time. In addition, the 
extent of what the students learned and how it transfers to their own NOS instructional 
practices in their own science classrooms is a point of departure for our continued 
research. 
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Junior High School Success Coach: Supporting the children who fall between the cracks 
 

Background 

Adults who provide friendship, guidance, and support for children and youth outside of 

their own immediate families often are called mentors.  The process of mentoring is viewed 

widely as having a positive and valuable impact on how children and youth develop (Grossman 

& Tierney, 1998; Jekielek, Moore, Hair, & Scarupa, 2002; Sipe, 1996), and programs designed 

to create and nurture these relationships have grown rapidly in recent years (Sipe & Roder, 

1998).  

The evolution of the practice of mentoring has been diverse enough that no single 

definition of mentoring exists in the literature, as each application is subjective (Kartje, 1996) 

and changes over time.  The word mentor originally comes from Homer’s Odyssey (800 B.C.E), 

in which Mentor is appointed by the king of Ithica to raise the king’s son, Telemachus.  This 

account regards the mentor as a person with many roles (e.g., father, teacher, friend, advisor, 

supporter) who must balance being an authoritarian and egalitarian figure in the youth’s life.  

Further contributions have come from youth organizations such as Boy Scouts, who emphasize 

skill and personal development under the supervision and support of adults, striving to “create 

modern American character in children (especially boys)” (Deloria, 1998, p. 96).  Within the last 

few decades, mentoring literature and programming have become specialized within three 

settings—academic, corporate, and social (personal)—each with its own goals and strategies 

(Kartje, 1996).  These mentoring specializations have focused on end goals of, respectively, 

career advancement (Zey, 1984), academic achievement (Lyons et al., 1990), and personal 

development.   

 Of these three types of mentorship, however, the most broad in its scope is social or 
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personal mentoring, a practice that has entered the mainstream as an alternative to government-

run social programs for addressing the social problems of children and youth (Bein, 1999). 

Personal mentoring occurs within organizations that initiate and support personal relationships 

between at-risk youth and volunteers from the community.  Increasingly, the mentor’s role in 

social mentoring has shifted from being authoritarian, such as a parent, to egalitarian, such as an 

older sibling or a friend.  This trend towards greater respect for the mentee’s goals is evidenced 

in The Mentoring Center’s description of the mentor’s role as providing “support, guidance, 

learning and concrete help as needed (emphasis added)” (Jacks, 2000, p.1) – in essence the 

mentor becomes an important part of the child’s life providing opportunity to meet an important 

human need: attachment to another person. 

The attachment literature is not a new body of knowledge, in fact, as early as 1958, John 

Bowlby was writing about the importance of infant attachment, essentially the very strong ties of 

affection between a very young child and his or her parent or parents. Attachment bonds are not 

necessarily reciprocal, Cassidy (1999) argued that “it is instead a bond that one individual has to 

another individual who is perceived as stronger and wiser…. A person can be attached to a 

person who is not in turn attached to him or her” (p. 12).  Over the past decade a new area has 

emerged within the attachment literature, this area is devoted to the importance of attachment for 

adolescents. Attachment for children in their second decade of life is different from that of 

infants. Adolescence signals a time during which children need to remain connected with their 

parents while simultaneously increasing their autonomy and deepening connections with peers. 

“Attachment reflects one’s degree of confidence that significant others, usually family members, 

will provide support and protection and will remain within emotional proximity” (Liddle & 

Schwartz, 2002, p. 456). But what happens to youth who lose all connection to their immediate 

2008 HICE Proceedings 
Page 4322



 4

families such as when they run away from home or are moved out of the family home by child 

protective services?  

Those who run away from home often fall through the cracks, forming unhealthy 

attachments with others whose motives for forming any sort of relationship are often 

questionable and can lead to use and abuse of the adolescent. For others, Alberta children’s 

protective services has to intervene in the lives of children and youth by removing them from the 

family home when, clearly, the home life led by these children and youth is dysfunctional or 

dangerous to their well-being. Some of these children are fortunate enough to be placed in foster 

homes with caring families, some are not so fortunate; often, a lack of foster home placement 

opportunities or a large variety of other reasons necessitates children and youth be placed in 

group homes staffed by paid workers – often these people are not well paid and, as a 

consequence, are somewhat transient in their employment with the group homes.   These 

children still have to attend school and they have social lives, however they lack the intense 

support network provided by the nuclear family. They are also, out of necessity, often moved 

from their regular schools where they have peers with whom they have attached.  

In an effort to meet the social and academic needs of junior high school age children 

living in group homes, administrators in three City Centre Education Project (CCEP) junior high 

schools created a new support mechanism for these students right in the schools, the Success 

Coach. This person serves the role of adult friend and mentor; characteristics distinguishing the 

success coach program from other mentoring programs are: 

1. the intensity and frequency of the meetings with individual students (thus 

necessitating a paid, non-volunteer position); 
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2. the advocacy role played among the key institutions in the child’s life, namely the 

school, children’s protective services, and the group home; 

3. an understanding of how the three key institutions can work together for the social 

and academic benefit of the child as well as the protection of the child.  

The Success Coach’s main role is to help students succeed in their studies and social lives so 

that they are more likely to complete junior high school and then experience success in high school. 

The current study addresses the question: How have youth working with the Success Coach been 

impacted socially and academically?  

Method 
 

The data collection method employed in this study was multifaceted using open-ended 

questions in conversational style, face-to-face interviews as well as electronic (email) interviews 

with: (a) the Success Coach, (b) students in the program, (c) teachers of students in the program, (d) 

school principals of students in the program, and (e) group home workers (see table 1 for end of 

2003/04 academic year data sources and table 2 for middle of 2004/05 academic year data sources). 

Interview questions focused on student social and academic growth as well as the nature of the role 

played by the Success Coach (see appendix A for interview guiding questions). In addition to the 

interview data collected, student report cards for all students working with the Success Coach were 

collected in June and in November of 2004. 

Table 1. Data sources and data types collected and analyzed at the end of the 2003/04 school year.  

Respondent Data source Number of 
respondents 

Number of 
interviews each Length of interviews 

Success Coach Face-to-face Interview 1 2 60 minutes 
Teachers Face-to-face Interview 3 1 30 minutes 
Teachers Email interview 4 1  
Principals Face-to-face interview 2 1 30 to 60 minutes 
Students Face-to-face interview 4 1 10 to 20 minutes 
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Table 2. Data sources and data types collected and analyzed at the end of the fall term of the 2004/05 school 
year.  
 

Respondent Data source Number of 
respondents 

Number of 
interviews each 

Length of 
interviews 

Success Coach Face-to-face Interview 1 2 60 minutes 
Teachers Email interview 4 1  
Principals Email interview 2 1  
Students Face-to-face interview 5 1 10 to 20 minutes 

Group Home Worker Face-to-face interview 2 1 30 minutes 
 

 Interviews were transcribed and report card data were tabulated in preparation for analysis. 

Data analysis was conducted using an inductive approach in which emergent themes were identified 

and synthesized from the various data sources.  

After explaining the right to withdraw from the study at any time, written consent was 

sought and obtained from each participant.  With the exception of the Success Coach, all 

participants’ identities are masked. Ethics approval was received from the University of Alberta 

research ethics board prior to any data collection. 

Findings 
Youth in the Program 
 
 To give a sense of the backgrounds of the youth working with the Success Coach, profiles of 

four young adults were developed for inclusion in this report by the Success Coach. These accounts 

are based on the actual lives of four youth drawing on Children’s Services reports as well as 

information shared by the youth with Simon Barnes (a pseudonym), the Success Coach. In order to 

protect the children’s identities, some specific, identifying characteristics have been slightly altered 

or left out and pseudonyms have been used. Although every child working with the Success Coach 

has a very different set of specific circumstances surrounding his or her life path, the commonalities 

are equally striking: these children often come from socially and educationally impoverished 

backgrounds in which physical abuse and drug abuse are prevalent. The first three stories are those 
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of students who participated in the program during the second half of the 2003/04 school year and 

then moved to new schools for the following school year. The fourth story is of a student who 

started the program in the 2003/04 school-year as a grade seven student and continued in the 

program at the same school when he moved to grade eight the following year. This final story 

illustrates the frailty of these children’s emotional states and the significant effect their emotions 

have on academic success. 

Bill’s story. Bill was born and raised in the Edmonton area. His parents were both “Crack 

users,” and Bill lived in “crack houses” all his life.  Growing up, he watched his parents buy, sell, 

and use the drug on a daily basis.  His father was abusive, and his mother was often ill with heart 

trouble.   By the time Bill was 13, he was actively engaging in “breaking and entering” in his 

community to support his own growing drug addiction.  After about 27 “break and enter” incidents, 

Bill was finally arrested and convicted of his crimes which resulteed in his placement at the 

Edmonton Young Offenders Centre.  After his stay there, he was placed in the care of Child and 

Family Services, with permanent guardianship order (PGO) status.  Over the next year, Bill 

proceeded to move from group home to group home. During this time he attempted to deal with his 

addictions through voluntary participation in Alberta Alcohol and Drug Abuse Commission 

(AADAC) counselling and other supports.  When Simon first started to work with Bill, he was 

struggling with attendance; academic performance was not even on his mind.  A few months after 

Simon met him, Bill’s mother passed away due to a drug-induced heart attack.  Mat was able to 

provide support to him through that time, and from then on, Bill came to Simon’s office 

immediately upon reaching school every morning, and numerous times throughout the day.  

Attendance continued to be an issue, with almost 50 absences and almost 40 tardy arrives to various 

classes between January and June 2004. Bill did achieve grade level in Mathematics, Health, and 
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Physical Education although several of Bill’s grade nine teachers emphasized, in his report card, 

that they were unable to satisfactorily assess his level of achievement by the end of the year. Given 

his experiences during his grade-nine year, the fact that he was able to achieve grade level in any of 

the core courses is, itself, a noteworthy accomplishment. Despite the difficulties, Bill was able to 

finish the school year with a recommendation from the school to proceed onto Grade 10 studies.   

Sam’s story.  According to his records, Sam began to have attendance issues in grade one.  

He grew up on a rural reserve in a dysfunctional family and had established a strong disdain for 

school and mainstream culture at an early age.  When Sam registered at school late in the school 

year, he had no intention of attending and he did not for over a month.  When the group home staff 

ran out of options for inducing him to attend school, they began to force him to attend.  With 

Simon’s input, staff at the school was able to be very flexible with him, and set up a “transition 

program,” involving reduced class time, low pressure and expectations, and considerable time in the 

“shop” (Career and Technologies Studies, and Construction programs) and in physical education in 

the gymnasium.  Before long, Sam’s attendance had improved greatly and he was attending school 

of his own accord. Sam was able to achieve a grade of “B” in Construction 7.  He appeared to have 

become part of the school engaging with a good group of peers and having developed healthy and 

strong relationships with staff. Registering at the school partially through the third, and final, term, 

Sam’s report card still showed 11 absences and 2 tardy arrivals to classes. With the exception of his 

Construction 7 teacher, most of Sam’s teachers were unable to assess his level of achievement due 

to the nature of the transition program designed to improve his attendance.  For the coming school 

year, Sam was eligible for placement in a district literacy site for special needs. 

Jim’s story.  Jim was apprehended and put into the permanent custody (PGO) of Child and 

Family Services several years prior to his arrival in Simon’s program. Details surrounding Jim’s 
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background and family were not available to Simon.  Jim displayed mental health issues, however, 

Simon was not privileged to the nature of these.  Jim was approximately 4 years behind his peer 

group developmentally. Although he was registered in grade nine, Jim worked on grade 5 materials 

appropriate to his developmental level.  He experienced success at school throughout the first part of 

the year, but as the year went on Jim was moved from group home to group home. His group home 

life gradually deteriorated. Observing his deteriorating state, Jim’s doctor started to change his 

medications.  Jim began to lose control at school, becoming highly disruptive and obnoxious both in 

classes and outside of classes.  He had frequent displays of, what Simon described as, “explosive 

behaviour” for which the school was forced to send him home.   As this behaviour climaxed, his 

Social Services Service Team decided to let him return to living with his mother on a trial basis.  

Jim worked closely with Simon at this time; and, with much counselling and an incentive program, 

Jim was able to gain control of his behaviours and finish the year successfully. His ability to return 

home to live with his mother was a powerful motivator for him. At the end of his grade nine year, 

he was recommended for promotion to grade ten. 

 Mike’s story. Mike came to Simon’s school after he was moved by Children’s Protective 

Services to a nearby group home. For the first two weeks, he didn’t attend school at all. After a 

meeting with his group home worker and Simon, Mike agreed to go to school. Although he spent 

most of his time, initially, doing school related work in Simon’s office. Then, with Simon’s 

support and the support of others at school, Mike began to attend classes regularly.  Mike 

completed his grade seven year successfully; although he had not attended enough classes to be 

able to earn passing grades, or, in some cases, any grades from his teachers. He did, however, 

engage in learning and became a contributing member of his school community.     
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During the summer following grade seven, Mike attended the summer programming 

provided by Mat for the youths on his caseload.  Participation in these activities seemed to foster 

a sense of belonging in the school for Mike (and for others who participated).  When classes 

resumed in September, Mike expressed an interest in attending classes regularly. Indeed, he 

followed through fully with his intentions. Mike and Simon continued to spend considerable time 

together; this included both “drop-in” visits at Simon’s Forest Hills School office and outings 

into the community outside of school hours. Early in his grade-eight school year, Mike began to 

share his feelings regarding personal issues with Simon – a connection had been made.   

As the year progressed, Mike began to exhibit depressive traits and anxiety related to 

family issues that were heightened as Christmas approached.  Although he seemed to feel 

comfortable at the school, engaging in learning began to be problematic because of his emotional 

state.  Mike began to visit Simon in his office more often to spend time with him to process his 

feelings during school time.  Simon’s in-depth knowledge of Mike’s situation led to him to 

undertake advocacy work on Mike’s behalf. Simon initiated actions with Mike’s caseworker and 

group home worker to attempt to have his living and family situation stabilized.  Because of the 

close nature of the relationship – predicated on daily interaction – between the two over the fall 

school term, Simon was able to share insights regarding Mike’s emotional condition with the 

child’s Service Team.  Mike’s November report card showed that he is extremely capable 

academically having achieved a 70 percent average across all of his grade eight subjects. By 

December, Mike’s emotional state was such that he was unable to concentrate on his school-

work and his attendance was, once again, suffering. Although Mike was not being academically 

successful during the weeks leading up to the Christmas break, he did continue to arrive at Forest 

Hills School to access the supports available to him (e.g., Success Coach, Commitment Coach, 
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and Therapist). Simon continued to work closely with the group home and caseworker to ensure 

that Mike’s family situation became stabilized so that he could engage in learning upon returning 

to school in January. It was clear to Simon that Mike’s academic success could only be ensured 

if his emotional state was stabilized with respect to his family situation. 

 
The Success Coach Role 
 
 The position of “Success Coach” is clearly one that is new and evolving in the Edmonton 

Public Schools jurisdiction. Reviewing the existing literature did not reveal the existence of 

similar work being done in other school jurisdictions provincially, nationally, or internationally. 

A 2003 document from the Region 6 Edmonton and Area Child and Family Services Authority 

envisioned the Success Coach role as consisting of the following: 

 
1. Establishing therapeutic relationships through the process of role modelling and 

mentoring.   
2. Providing support and assistance for young people who are in transition.  Such as, 

placement, family reunification, apprehension, family/foster-home breakdown. 
3. Strengthening and promoting relationships by empowering the nurturing and emotional 

attachments between the child/youth and their parents, extended family, caregivers, peers, 
and in the community. 

4. Advocating on behalf of child/youth and teaching them how to be their own advocate. 
5. Teaching daily living skills, hygiene/self-care, boundaries, healthy sexuality, social skills, 

communication, problem-solving, positive decision-making, anger management 
techniques, and independent living skills. 

6. Facilitating real-life, teachable moments for concrete learning and growth, such as social 
events/groups, sports/recreational teams, employment/education/volunteering. 

7. Identifying resiliency capacities and coping skills for child/youth to build upon and 
providing teaching and support to promote healthy lifestyle choices and positive decision 
making. 

8. Mentoring quality and meaningful relationships with peers and girl/boy friend for better 
results in school and community. 

9. Assisting Aboriginal child/youth to explore their cultural background and have access to 
elders and traditional knowledge keepers. 

10. Encouraging child/youth to discover and develop their own identity. 
11. Acting as a liaison with involved participants who may include the child/youth, family, 

professionals, school and community. 
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12. Connecting to beneficial, affordable, and sustainable community resources, such as 
recreation centers, cadets, community leagues, clubs. (p. 16) 

 

Indeed, interviews with Simon, the Success Coach, revealed that, with the exception of 

bullet nine which had been assigned to a different position specifically addressing the needs of 

Aboriginal youth at risk, these were the roles he performed. What made his position particularly 

unique was his constant presence in the school and connection with the students assigned to him. 

Because of the very large numbers of children living in group-homes, over 80% of the Success 

Coach caseload, in the Forest Hills School catchment area, Simon established an office at the 

school. Underpinning the work done by the Success Coach was the understanding that the role 

entails a child centred, holistic orientation to “Get[ting] the students to come to school, get[ting] 

them to stay in school, get[ting] them to finish school” (Simon, interview). 

Establishing meaningful connections with the at-risk youth hinged on a variety of non-

quantifiable, very aesthetic personal qualities of the Success Coach. Students described Simon as 

“fitting in” with them, “being cool,” “being easy to talk to,” “caring” about them. Reviewing my 

field notes regarding my first impression of Simon, when I first met him, I noted that  

except for having an office at [the school], he does not look like he is connected to any 
establishment, he is non-threatening and does not appear to be an authority figure, he 
dresses similarly to the students in the school, he looks young enough that he can easily 
fit into their peer group. 

 
Using these qualities as a starting point, Simon seemed to establish and build his relationships 

with students based in genuine caring for their well-being. In the field notes I wrote following 

my first interview with Simon, I noted:  

it is clear Simon does his work and knows how to do his work because he wants the best 
for these children, his dedication to the well-being of the kids is obvious…it can’t be 
faked. 
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When asked directly, in an interview with me, “how do you connect with students?”  Simon 

replied: 

I’ll take them out and play some ball… sports, go for walks, go for ice cream, go for a 
burger once a week, twice a week depending what their situation is, if they’re interested. 
 
Tell [them] to pick up the guitar, play me a tune if [they] know any, 
 
I do my best to stay connected.  The biggest part there is to maintain the rapport, maintain 
the connections. 

 
Questions asked of Simon regarding his work as Success Coach near the end of the first 

four months of the position focused on (a) how his position had evolved, (b) how his goals for 

the program had changed, (c) the challenges and opportunities he had faced or addressed since 

the previous academic year, and (d) anything else he thought was important.  

As was expected, start-up for the Success Coach program was easier in September of the 

second year of the program been in the first year. This was due to two reasons, first, many of the 

processes, procedures, and expectations had already been developed by Simon and were easily 

re-implemented at the beginning of the next school year. Second, Simon had organized sports 

activities over the summer and had continued to meet with many of the students who had been in 

the Success Coach program at the end of the previous school year. While only four students 

returned to school from the previous year, these students not only developed deeper sense of 

belonging in their respective schools, but they also served to let other students, coming into the 

program at the beginning of the school year, know that the Success Coach was there to help and 

that he could be trusted. Simon noted that students were coming into his office “to hang out” 

much more quickly than had been the case when he initially started the program. 

Given the success noted by Simon of having students already familiar with the program 

help to build trust in new students identified to participation the Success Coach program, Simon 

formalized the experience into a “group program” (implemented in the second half of the second 
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school year the Success Coach program was in place) in which students already familiar with the 

program provide support to students new to the school who also live in group-homes. 

From a logistic point of view, Simon noted he had to be more accessible to students in the 

two schools where he did not have an office. Some of the approaches for dealing with this issue 

included: (a) establishing a regular schedule with each of the satellite schools and reminding 

students of his schedule, (b) making more use of communication devices such as cellular 

telephone and e-mail so that teachers, caseworkers, and students could contact him easily. 

One challenge Simon shared centred on his discomfort as a male Success Coach working 

with teenage girls who may mistake his support and caring, as a professional, for personal 

interest in their well being. The very qualities making him an excellent choice for the Success 

Coach role – that of caring, advocating, fitting in with and being accepted by adolescents – also 

place him at risk of having young adolescent girls perceive him as having romantic potential. 

Another challenge faced by Simon emanated from being the only “Success Coach” in the 

city; indeed, anywhere. The difficulty posed here is similar to that described by teachers in the 

teacher professional development literature, that of professional isolation. Although Simon had 

many educators, social workers, and other support staff with whom he could speak, he couldn’t 

interact with another Success Coach who faced the same “workplace reality” (i.e., day-to-day 

problems) and fully understood the context within which his work was conducted. 

 
Student Views of the Work of the Success Coach 
 
 Students recognized, or choose to talk about, two main roles performed by the Success 

Coach; first, that of confidant, and second, that of advocate. All of the students interviewed saw 

Simon as someone who genuinely cared about their well-being and advocated on their behalf. 
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Simon helped to make school a place the students he worked with want to be; it became a place 

that was safe and even desirable. When asked how Simon helped at school, one student said: 

[without Simon,] it’d be a lot more stressful and I think I’d, I think I’d probably make 
some dumb choices other than going to see him…. Basically he’s just like a friend. He 
helps a lot in other areas but it’s kind of cool cause he’s so young and you can just go in 
there and hang out and not be scared to open up to him. ‘Cause if it was some, like, old 
lady in there, … it wouldn’t be fun opening up to that person.  
 

This student went on to talk about bullying in school and how Simon helped him deal with it, he 

continued, 

It’d be nice, I think, if other junior highs had someone like [Simon] there as well…. I 
noticed one of the frustrating feelings you get when you’re getting bullied, you feel very 
alone and that’s when you make a stupid choice. I think every school would benefit with 
a person like [Simon] there. Because you’re not alone. If you’re pissed off or anything 
you can go into his room and there’s someone there for you….you sit down and you walk 
out of his room, like, like a different person…. It’s happened to me a few times, I was 
ready to just knock someone’s head off and I will come out of there, I just don’t care. 
Like, he told me “don’t do anything stupid, you got too much to lose and so don’t mess it 
up over someone, he’s not worth it, don’t do anything.” …it’s pretty hard now-a-days, 
kids are pretty harsh to one another, and friends come and go and even your best friends 
will say something that will make you mad. That’s why I try not to, like, connect with 
anyone around here ‘cause it will get broken, like, tomorrow. So, if I feel alone that’s just 
me, that’s my choice. I don’t feel down if someone doesn’t like me, but if I ever feel 
alone, it’s really nice to have him there to talk to. I think a lot of people would benefit 
from [Simon]. 
 
Simon was also seen as someone who would use creative techniques to encourage 

students to come to school, this included developing and using incentive programs tailored to the 

individual student’s needs and interests. One student, who had had chronic attendance problems 

since early primary school, described an incentive program Simon developed to help get him to 

school, 

… so if I came to school for four days he’d take me out for lunch. If I came to school for 
two weeks, he’d take me out to a movie, and I came to school for the whole two weeks. 
 

Another student described an incentive program tied to his keen interest in “shop class.” 

Basically, milestones were negotiated between him and Simon. Every time one of these 
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milestones was met, the student was entitled to receive a small hand tool. This student’s 

attendance and attitudes toward classes and teachers became very positive after the introduction 

of the incentive program. 

 With respect to the role of advocate, several students articulated their perceptions, but 

one student was particularly clear about what he had observed, 

Yeah, he goes and talks to my teachers…. He just usually talks to them about what my 
grades are at and what I’ve been doing in class…. He’s really in tight with the 
teachers…the teachers kind’a report to him anyway. I think he talks to our social 
workers…. It would be nice if there were more people like him. It’s kind’a like a school 
youth worker…he’s so approachable. 
 
In the second round of interviews held with students in November of the second year of 

the program, the same themes shared earlier re-emerged and were re-affirmed. In addition to 

these, many of the children spoke very positively of their experiences over the summer during 

which they played sports and “hung out” with Simon. They felt safe speaking with Simon and 

they felt that he was there to help them without being judgemental.  

As I interviewed the five student respondents from two schools in late November I paid 

close attention to the manner in which the students interacted with Simon. It was clear that these 

students saw Simon as someone they could joke with and trust. Both the students and Simon 

initiated “high fives,” asked about each others’ weekends, and talked about spending some time 

together after school. The relationships cultivated by Simon were genuine and held in high 

regard by both the students and by Simon. On multiple occasions, my research notes mention 

“the genuine friendship” between the student and Simon and the fact that a relationship of this 

nature “takes considerable time to build, trust is hard to develop and even harder to maintain 

over the long term.”  
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Teacher Views of the Work of the Success Coach 
 
 All of the teachers interviewed (both face-to-face and via email) in both data collection 

rounds were very positive about the improvements they were seeing in their students since the 

Success Coach program started. However, all were cautious in directly attributing any changes, 

or lack of the same, to the very short timeframe (only four months at the time of the first 

interviews and ten months at the time of the second interviews) the Success Coach program had 

been in place. Comments such as the following were quite common from the teachers: 

I know that [Simon] has been working with one of my grade 8 students. She is more 
willing to help out around the classroom and school when asked, and she regularly 
volunteers to help out in the school store. Work improved for a large period of time, but 
during the past 2 weeks I have noticed a dramatic decrease. When questioned she replied 
she had “changed her meds,” in the past, she would have exploded [instead]. I see this as 
a huge improvement. 
 
I have certainly noticed some changes in a few of the kids. I can’t say I have noticed a 
change in every individual…. Of the students who I have noticed a change with, there is 
more involvement by [them] in my classes. 
 
I have seen improvements in my student. Are they attributed to [Simon] working with 
him? I have no idea. With this particular student, relationships take a long time to 
develop. I am beginning to see that relationship build, but it is surely in its infancy. 
 
I think I’m seeing improvements in some of the kids [Simon] is working with, but I can’t 
know for sure that it’s because of [Simon] … I think it is. For the ones I haven’t seen any 
changes in, I just don’t think we can expect all kids to respond to a few months of help 
from one person when they’ve had 15 years of people letting them down and not caring. 
 

 Teachers also noted that in the Success Coach role, Simon had helped their students (a) to 

“get organized,” (b) to identify “another avenue for discussion,” and (c) improve “attitude about 

self.” The Success Coach was seen, by teachers, as another important advocate for the students 

he worked with. 
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Poor organization skills are quite common in students who do not perform well in school. 

Lack of organization often leads to learning materials and assignments becoming lost, forgotten, 

or simply not completed and submitted for feedback and grading. 

The Success Coach is in the unique position of advocating for students and helping them 

cope with the expectations imposed on them by adults in schools and society in general without 

needing to be seen by students as being part of the institution that imposes, seemingly, 

unreasonable rules and expectations. One teacher noted, “I really like that the students have a 

person who is not a teacher working with them. Many of them have such a negative frame of 

reference towards schools.” The physical appearance and attitudes, to the students, of the 

Success Coach as someone who is not part of the institutional system they often dislike, fear, or 

distrust is particularly important to the success of the role. A teacher commented, “[Simon] is 

also the perfect fit for these kids.” 

The first three cases provided early in this report serve to illustrate the backgrounds 

students bring to school as they try to learn curricula, while the fourth case serves to illustrate the 

potential of the success coach role to assist students. Often the children living in group-homes do 

not have long-term relationships with caring adults. Providing someone who is willing to listen 

to students’ issues and remind them that they are worthwhile, that they are important enough for 

an adult to spend significant portions of time listening and talking about alternative approaches 

to dealing with problems is necessary to bolster self-esteem and sense of self-worth. This sense 

of self-worth is augmented when students observe an adult advocating, on their behalf, with 

other adults (e.g., teachers, school administrators, group-home workers, social workers). Two 

teachers noted that students in their classes, with whom Simon is working, are more positive 

about themselves and their abilities to control their lives. 
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In electronic (i.e., e-mail) interviews with teachers held in fall term of the second year of 

program operation, teachers were still very reticent to claim any academic growth had been 

realized as a result of the success coach program, however, three of the four did address at length 

the social and behavioural gains they had seen in students working with Simon. One teacher, 

whose response was similar to the others, wrote: 

I can speak to the fact that I have seen definite social, behavioural and attitudinal growth 
in the student that [Simon] works alongside. [Simon] is very non-confrontational and an 
empathic, non-judgmental listener. The student I am speaking of, in particular, really 
benefits from having the ability to vent and talk about his feelings with someone like 
[Simon]. 

 
 In terms of suggested improvements or changes to the Success Coach program, as was 

the case a year earlier, at the end of the second school-year of operation, responses still fell into 

two distinct categories, those in the school housing the Success Coach office (Forest Hills School 

had over 80% of the Success Coach caseload in June of 2004 and over 50% of the caseload in 

December 2004) and those in the two satellite sites. These comments came in spite of Simon 

allocating time proportionally by caseload at each of the three schools. In the end it was still 

impossible for one person to be able to address students’ needs which arose spontaneously and 

occasionally simultaneously at three different school sites.  

Teachers at Forest Hills talked about the importance of the work Simon did with the 

students outside of class and of the need to continue to cultivate those very necessary 

connections. At the end of the second year of the Success Coach program, one of these teachers 

wrote: 

It would be interesting to see the results of spending some time with the kids outside of 
school pursuing team-building, confidence building and allowing some of these young 
people to develop a sense of pride, value and success. 
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Some evidence of the potential of this sort of relationship came through in Mike’s case provided 

earlier – this child came to Forest Hills School in September already feeling connected to the 

school community. 

The main concern shared by teachers from the schools only visited by the Success Coach 

centred on the lack of access students had to the supports provided by Simon. One teacher 

shared, “there needs to be more time spent with students. Once a week for 15-30 minutes just 

doesn’t cut it. It doesn’t allow any relationship building, which is needed with kids in order to 

promote success.” Another wrote, “more time with my student would help build the relationship 

quicker and potentially expand what could be done to improve my student socially and 

academically.”  In November of the second year of program operation, a teacher from one of the 

satellite schools wrote simply, “I would love for [Simon] to be around more.” Despite 

proportionally – according to caseload – scheduling time at all three schools, this view of lack of 

time stood in stark contrast to that shared by the Forest Hills School teachers. 

 
Principal Views of the Work of the Success Coach 
 
 All of the principals in the CCEP junior high schools were interviewed regarding their 

perceptions of the effects of the Success Coach role in their respective schools. All were 

optimistic of the Success Coach benefits for children living in group-home settings. However, as 

was the case with the perceptions held by the teachers, the administrators in the satellite schools 

felt that having Simon present in their schools for more time would be of greater benefit. 

The main benefit seems to be anchored in the fact that the Success Coach advocates on 

behalf of the students from a holistic point of view. That is, he is in the unique position, because 

of his caring and trusting relationships with students, of understanding the needs of the school, 

the group home, social services, and most importantly, of the students. The Success Coach takes 
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on the role of a well-informed parent in dealing with the social and academic needs of the 

children with whom he works. One principal shared the difference she had seen in children’s 

behaviours and attitudes as a result of Simon’s work. She described the role as one of helping 

children understand that school is not simply a place where unfair and inconsistent expectations 

abound; that school is not a place where children’s identities and social realities are ignored or 

simply forgotten. This principal captured the essence of the Success Coach role with the 

following words: 

for me, as a principal, working with the kids coming out of the group homes, it has made 
a world of difference in looking at how these kids can cope in our building, can deal with 
our structures, can handle some of the consequences and messages that they maybe don’t 
want to hear, because the school staff are authority figures in our roles.  Particularly, 
myself as the principal, but also teachers tend to have expectations of kids about 
homework and expectations about a behaviour and attendance and rules and that’s sort of 
the basis to the relationship and, though we try to get know the child, all those other 
things have to be in place as well.  
 
[Simon] can come in as sort of a neutral figure, that if I’ve had a discussion with a kid 
and I put some things on the table and some expectations and raise some concerns, he 
goes away and he can help that kid make sense of it in their world.  He can have the 
dialogue at a different level because he’s not the one demanding those things or expecting 
those things.  And so we’ve been able to get through some layers.  
 
We often tag team, [Simon] … sits in with me and I go through the heavy message and 
the expectations.  I sometimes have a consequence that’s getting given to a student as 
well, and then he takes the child back to his office and works with that information and 
works with the kid to have it make sense.  Instead of the kid just walking out the front 
door being angry.  It’s good cop, bad cop.  But it’s working because … , we give the 
message to the kids, we give the consequences, we try to work with the group home, 
group home staff, they work shifts, they come they go, you never talk to the same worker 
two times in row.  And the kid just ends up resentful because there’s not that sense of 
[care], “no one cares who I am, no one cares about my point of view,” and no one’s 
helping the kid understand.   

 
That’s what [Simon]’s doing.  He’s bringing a level of understanding and a sense of 
compassion for the kids. And the kids come back; this feels like a safer place. The 
messages that the teachers and I give the kids make more sense, so they’re more willing 
to try to follow them. And they also have a strong connection with Mat. For some of these 
kids, they don’t have an adult in their life right now that they have a strong connection 
with because they all live in care.  That’s the common factor to all of them. 
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In an email interview one principal noted that “[Simon] has the right personality for this 

kind of position – he is young and funky, so the students relate well to him.” This comment 

speaks to Simon’s ability to be accepted as an older peer for the students. As is noted in the 

attachment literature, normal adolescent maturing involves attaching to peers as a step in 

preparation for healthy adult relationships. 

When questioned about improvements to the success coach program, one principal noted: 
 
Students would benefit further if [Simon]’s office were situated in [my school]. It would 
help [students] to feel that they could come down to see him whenever needed. It would 
help maintain a consistent relationship…it is obvious when we visit [Forest Hills] School, 
that he has a physical presence in the school. 
 

On this same topic but presenting a slightly different perspective, the principal of the other 

program satellite school noted that: “In an ideal world, where resources are not limited, we 

would have a [Simon] in every school … but that just isn’t going to happen.” 

Group Home Workers 

Two group home workers were interviewed in early December of the second year of the 

program’s implementation to solicit their perceptions of program’s effectiveness. Both spoke 

about how they perceived the communication between the home and the school to have vastly 

improved since Simon had started. Not only does he keep group home personnel informed of 

what is going on at school with the children in their care, he also invites them to come into the 

school thereby reinforcing the schools’ message that they are welcome there. The two group 

home respondents both emphasized that Simon was in telephone contact with them twice per 

week, every week, to communicate how their children were doing. One of the two respondents 

also shared, as a result of Simon’s initiatives, several examples of how the group-home, social 
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services, and the school coming together to discuss issues regarding how to better meet the needs 

of children. 

Both group home workers were able to identify students who they perceived to have 

demonstrated phenomenal growth since beginning to work with Simon – one student was Mike, 

the other was a student who also initially did not want to attend school regularly, but working 

with Simon enabled this child bring up his grades. In fact, he had even earned an academic 

achievement award at school. 

Quantitative Assessments 
 
 Two types of quantitative data were collected at the end of the first school year, (a) 

student report cards and (b) Success Coach Student Assessment forms. Student report cards were 

again collected for students in December of the second year. For different reasons, these data sets 

have severe limitations.  

Of the eight students for whom report cards were available1 at the end of the first school 

year, only three had grades assigned for at least the winter and spring terms in all core subject 

areas, the other six typically only had comments indicating that assessment of progress was not 

possible.  This was due mainly to poor attendance or lack of submission of assignments. 

However, it should be noted that teachers did not feel the need to hold back any of these eight 

students. All of the students were recommended to move onto the grade 10 curriculum. For the 

fall term of the second year of the Success Coach program, four report cards had been completed 

by teachers2; of these, three students were new to the school so no previous report card data were 

available for comparative purposes. The one report card for which comparison data were 

                                                 
1 The other students were in the schools for such a short period of time that no report cards were completed by 
teachers. 
2 The other students were in the schools for such a short period of time that no report cards were completed by 
teachers. 
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available belonged to Mike. From these data, Mike appears to be a success story! As was 

mentioned earlier in his story, Mike went from having no grades assigned by teachers at the end 

of grade seven because of his extremely poor attendance to achieving a 70% average overall on 

his first report card in grade eight. 

The second data set, consisting of Success Coach Student Assessment forms, was limited 

by the very small numbers of students, only ten, who started in the program and left sometime 

between the admission date and the end of the same school year. Other students either started 

and left too quickly for the Success Coach program to make a difference, or they were expected 

to continue in the program for the remainder of second year of the Success Coach program.3  

Of the eight areas assessed, on the Success coach Student Assessment forms (e.g., social 

skills, knowledge of gender role, ability to form healthy relationships, manage life in community, 

demonstrates increased life skills, displays feeling of confidence and competence, awareness of 

resources in community, and displays positive identity), for the ten students for whom final 

assessments were completed, could be judged to generally have improved in all areas except 

knowledge of gender role (see table 3). However, the reader is reminded that the sample size is 

very small and the differences, both positive and negative, displayed below are not significant. 

For this reason, these results can only be taken at face value and conclusions should not be drawn 

based on these particular data. 

 

                                                 
3 Success Coach Student Assessment forms are only completed when a student leaves the school and an adequate 
length of engagement time has occurred. 
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Table 3. Success Coach Student Assessment, pre- and post measures of 10 students who have left 
the program. 
 

 Aggregate results pre 
mean (sd)

post 
mean (sd) difference

1 Social Skills 3.2 (.60) 3.6 (.73) +0.4 
2 Knowledge of gender role 3.9 (.60) 3.7 (.87) -0.2 
3 Ability to form healthy relationships 2.7 (.88) 3.3 (.67) +0.6 
4 Manage life in community 2.4 (.53) 2.9 (.78) +0.5 
5 Demonstrates increased life skills 2.6 (.53) 3.3 (.83) +0.7 
6 Displays feeling of confidence and competence 2.2 (.33) 2.9 (.93) +0.7 
7 Awareness of resources in community 2.1 (.93) 3.0 (1.12) +0.9 
8 Displays positive identity (self esteem, purpose) 2.3 (.44) 2.8 (.67) +0.5 
     
 Average length of time spent in program (sd)  143 (64)  

 

 
Conclusions and Recommendations 

 
1. The ability of the Success Coach to relate to the students, in terms of interests and 

physical appearance, is crucial to the success of the position with respect to the person’s 
ability to “connect” with students living in group home settings. Candidates for such 
positions should be able to relate to young teenagers in terms of interests and physical 
appearance. This is in keeping with attachment theory, which suggests that adolescents’ 
attachment to peers is a normal and healthy step in social development. 

 
2. Attachment theory also suggests that adolescents typically develop healthy attachments 

with a members of both sexes, however, “in middle to late adolescence, the best friend 
becomes someone of the opposite gender [or same gender for homosexual adolescents], a 
romantic partner, with whom adolescents experience sexual desire” (Crittenden, 2002, p. 
2). The concerns about working with students of the opposite sex expressed by the 
Success Coach must be heeded. This can be particularly problematic for adolescents who 
have not experienced much attention, or appropriate attention paid to them for most of 
their lives suddenly finding themselves in a program having a very young-looking, 
physically attractive person of the opposite sex paying very close attention to their well-
being. A female Success Coach should be brought into the schools to work in tandem 
with the male Success Coach already in place.  
 

3. Most of the students who are at the centre of the work done by the Success Coach come 
from particularly difficult home life backgrounds; these young people are, for the most 
part, simply trying to have their most basic needs met on a daily basis. Formal school 
learning is often not the primary priority, although improvement of grades needs to 
remain a steadfast goal for all students, grades cannot be allowed to drive the work of the 
Success Coach. Mike’s experience serves to highlight this point; as long as his emotional 
state was stable he was able to perform very well academically, the moment it became 
emotionally unstable his academic performance declined severely.  
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4. In addition to academics, a goal of any education system is to enable young people to 

become productive members of society. This can only be achieved by instilling, in its 
young people, a sense of self worth, of respect for and of belonging to that society. The 
Success Coach appears to provide one of the bridges to enable this process to take place. 
 

5. Given the nature of the work, it may be impossible to know the impact the Success Coach 
will have on students for many years. Students living in group-homes are very transient, 
only a small number of students in the program at the time of inception were still present 
in six months later, and even fewer were present one year later. Affirmation of student 
success is, of necessity (because of small numbers of students and because of the 
transient nature of the students), grounded in anecdotal evidence. 
 

6. Students see the Success Coach as someone who can help them sort through socially 
acceptable alternatives as they deal with life and school issues. They also see this person 
as someone whom they can have confidence will advocate on their behalf. The Success 
Coach is someone who will provide them with support and protection when they need it. 
 

7. Teachers and principals concurred that many students seem to be less “explosive” in the 
behaviours they exhibit since the Success Coach began working with them. The evidence 
gathered suggests that the Success Coach introduces and encourages students to use a set 
of conflict resolution tools that they typically lack. The Success Coach allows school 
personnel, teachers and administrators, to “enforce” the norms of schools without 
completely alienating many of the students who lack the required conflict resolution 
tools. The Success Coach works with students to help them understand the reasons 
underlying the rules and the consequences; furthermore, he helps students develop 
socially acceptable courses of action. 

 
8. The quantitative data collected were not particularly useful. School report cards are not 

useful because of the small numbers of students who actually completed their coursework 
and were assigned grades. This is not surprising; report cards are designed to meet the 
needs of a large number of students within a jurisdiction. The students working with the 
Success Coach are in no way typical or average; the standard report card simply does not 
meet their needs. The Success Coach Student Assessments collected at the end of the 
school year were not particularly useful because only two students had completed the 
program after having spent sufficient time in it to have had some effect.   
 

9. To be effective, the Success Coach needs to have a constant presence in the school. It is 
not sufficient to have a limited, but regularly scheduled time to be in a school to work 
with one or two students. Students, particularly teenaged ones, can experience social or 
academic difficulties at any time of the day or week. When these difficulties occur they 
need to be dealt with immediately, they cannot wait. This immediacy of service can only 
be accomplished by a resident of the school. Having more than one Success Coach in a 
group of schools would also mitigate the problem of not having professional peers to 
discuss mutual issues. 
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Appendix A 
Guiding Questions for Interviews 

Success Coach Interview 1 (five months after program inception) 
1. Tell me about your position. 
2. What are you trying to accomplish in your role? 
3. What challenges have you faced in your role? 
4. What are your perceptions about how you are affecting students in terms of: (a) academic 

achievement, (b) socialization skills, and (c) attitudes towards school? 
5. Is there anything else you feel I should know about to better understand what you are 

working towards? 
 
Success Coach Interview 2 (eight months after program inception, fall term of second academic 
year). 

1. Tell me about how your position has evolved since last February. 
2. Have your goals changed? 
3. Tell me about the challenges and opportunities you’ve faced since we last spoke. 
4. What else do you think I need to know in order to understand what you’ve been up to? 

 
Student Interview 1, (1 year-4 months after program inception, spring of second academic year) 

1. Tell me a little about yourself. 
2. How many schools have you been to since you started school? 
3. What do you like about this school that you didn’t have at your last school? 
4. What do you miss at this school that you had at your last school? 
5. Who’s your favourite teacher? Why do you like him/her? Do you get along with [success 

coach name]? 
6. What’s it like where you’re living now? What sort of help do you get with your school 

work? 
7. Where do you think you’ll be next year? 

 
Student Interview 2 (1 year-10 months after program inception, fall of third academic year) 

1. How’s your year gone? Are your grades as good as you would like them? Could you do 
better if you wanted? 

2. Do you like this school? Do you get along with your teachers? Do you stay out of the 
principal’s office? 

3. What’s it like to have [success coach name] here to talk to? 
4. How do you like where you’re living? Do you get help with your school work there? 

What do you hope to be doing next year? What do you see yourself doing in about ten 
years? Has this changed since you started working with Mat? 
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Core Subject Teacher Interview 1, (2 years-4 months, spring of third academic year) 
1. As you know, [name of success coach] has been working with [names of students in 

class] for the past several months as part of a CCEP initiative to help these kids 
academically and socially (including attitudes and behaviour), have you seen any changes 
in the students? 

2. What do you really like about the success coach initiative? Can you give me some 
examples of how the success coach has helped students in your classroom? 

3. How have you had to change what you do to make use of the work done by the success 
coach? 

4. What would you change about the initiative? 
 
Core Subject Teacher and Principal (Electronic) Interview 2, (2 years-10 months, Fall of forth 
academic year) 

1. What seems to be working well in the success coach initiative? 
2. Do you have any students working with the success coach this fall who were also part of 

the initiative last spring? What sorts of growth (academic, social, behavioural, attitudinal, 
etc.) have you seen that you would attribute to the work with the success coach? 

3. Has the initiative facilitated your communication with the children’s caseworkers? Has it 
improved communication with the group home workers? Can you provide an example of 
this? 

4. How would you change the success coach role so that students can benefit further?  
 
Principal Interview 1, (spring of second year) 

1. Tell me about the work of the success coach in your school. 
2. What sorts of effects do you perceive the success coach to be having on the students 

he is working with? 
3. Now that the success coach has been working with students in your school for three 

months, what sorts of changes would you make to the program? 
4. Is there anything I haven’t asked that I should know about in relation to the work of 

the success coach? 
 
Group Home Worker Interview (fall of second year) 

1. What seems to be working well in the success coach initiative? 
2. Do you have any residents working with the success coach this fall who were also 

part of the initiative last spring? What sort of growth have you seen that you would 
attribute to the work with the success coach? 

3. Has the initiative facilitated your communication with the school? What about other 
agencies? 

4. How would you make the success coach role even better, so that students can benefit 
further?  
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Abstract:  

 Aligning strategic teaching and exemplary literacy practices with instruction in the 

regular classroom becomes an ongoing professional development experience for the 

teachers involved in the process.  Through coaching, teachers need to internalize and 

put into practice a number of specific understandings. On the primary level, one of 

these understandings is the ability to describe the reading cueing systems (meaning, 

structure, visual cues) that readers use, and to complete and analyze running records 

utilizing the miscue analysis of those records to guide instruction.  Even when there is 

no specific school-mandated early literacy support program, teachers trained in sound 

techniques such as those found in Reading Recovery, implement them in their 

classrooms.  Because such changes in teacher knowledge and procedures are tied to 

student outcomes and achievement, knowing the developmental nature as well as the 

depth and breadth of those changes becomes important. 

2008 HICE Proceedings 
Page 4350



Typically, teacher knowledge develops from declarative knowledge (knowing what 

the strategy is and is meant to do) to procedural knowledge (knowing how the strategy 

works) to conditional knowledge  (knowing when and why to use the strategy). 

Therefore, understanding any links between changes in different types of teacher 

knowledge (declarative, procedural, or conditional) and student outcomes becomes 

critical in planning for future literacy support. 

Schools continuously evaluate changes in student knowledge; often they fail to do 

the same for teacher changes and rarely establish the link between the two.    However, 

teacher learning and student learning are the measures against which efficacy and 

accountability are currently assessed.  Fortunately, schools can do this by evaluating the 

level of literacy knowledge and application to instruction by their teachers. This type of 

assessment leads to a more personalized and individualized staff development. 

The initial part of this workshop shared the process used to evaluate teachers’ 

literacy knowledge in one South Carolina school. The development of rubrics as 

evaluations tools, the resulting case studies, and the process used to develop this 

school’s particular rubric were examined.  The manuscript describing this study (based 

on a Master’s Thesis completed by Allison Crawford at the College of Charleston) 

appears in the February 2008 issue of the Reading Teacher. 

The second part of the workshop coached workshop participants through the 

development of rubrics to evaluate desired teacher literacy behaviors. Workshop 

participants were encouraged to bring information about areas of literacy training that 

have been addressed in their own school-wide staff development sessions as well as 
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state/district standards.  These ideas were used to develop rubrics to evaluate levels of 

teacher knowledge. All activities took place in small group settings. 

The information gained from this hands-on workshop allows educators to gain the 

skills necessary to encourage professional development to be focused, personalized, 

and tied to student learning. Teachers can then set incremental goals and evaluate 

themselves on a regular basis, just as they evaluate their own students’ growth over 

time. To link teacher knowledge to student achievement, the growth of each teacher 

needs to be viewed as an individual effort over time supported by a collaborative effort 

within the school and school district. This requires clearly defined expectations of 

professional knowledge and skills for all teachers.  Clarity in setting goals for both 

teachers and students is essential in any school improvement plan. Meeting those goals 

for teachers helps staff development evolve into individualized professional 

development. 
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Rethinking Professional Development for School Leaders: Possibilities and Tensions 
 
 

Abstract 
 

Although arguments in the educational literature claim that the leadership of the principal is 
critical in the development and maintenance of effective schools and underscore the importance 
of professional development for principals, there is ambiguity surrounding approaches that 
successfully meet the professional development needs and preferences of school principals.  This 
case study reports on a year-long investigation of principals’ perspectives of the strengths and 
limitations of the Reflections on Practice Institute for School Leaders (ROP Institute) and how 
this experience impacted their understandings and practices of leadership. Based on the findings 
and conclusions of this study, nine recommendations for practice are provided . In addition, 
theoretical recommendations are outlined focusing on: (a) the need for further research 
problematizing traditional understandings of, and approaches for, professional development; (b) 
reconceptualizing leadership at the school level rather than the individual level; and (c) 
investigating specific conditions supporting and addressing the professional needs of principals 
charged with improving teaching and learning.  
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Introduction and Purposes 
Current education reform reflects pervasive social change and rapid globalization, 

thereby creating “a pressing need both for different conceptualizations of staff-development 
programs for principals and for a wider variety of interventive models for promoting principals’ 
professional growth” (Barth, 1986, p. 485). Principal succession and training is a prominent issue 
and recent government interest demonstrates unprecedented interest in professional development 
as a means for developing leaders responsible for school improvement. Whereas there have been 
numerous calls for reform requiring principals to become effective leaders, there is a relative 
paucity of empirical research and discussion entailing in-depth examination of practices and 
procedures for professional development specific to school administrators (Day, 1999; Foriska, 
1994; Levine, 2005; Wanzare & da Costa, 2005).  

The purpose of this study was to address the need for more evidence of professional 
development addressing principals’ learning needs and impact on principals’ understandings and 
practices of leadership. This was explored through an investigation of the perspectives of a group 
of principals involved in the Reflections on Practice (ROP) Institute.  The research question 
guiding this investigation was: How effective was the ROP Institute as a professional 
development program that supported and addressed principals’ professional needs? A secondary 
question explored was: How has this professional development experience impacted principals’ 
understandings and practices of leadership? In order to address these research questions, a case 
study of one school jurisdiction that participated in a year-long professional development 
program (2006-07) has been conducted.  Specifically, the study documents and analyzes 
principals’ (a) perceptions of the professional development approaches that are supports for, and 
barriers to improved leadership practice; and (b) constructions of the concept and practice of 
leadership and how their understandings changed as a result of participating within the ROP 
Institute.  

 
Theoretical Framework 

Within the context of current reform, professional development is critical for school 
administrators who continuously face and navigate technological, societal, economic, and 
political changes to achieve school improvement (Barth, 2001; Osterman & Kottkamp, 2004). As 
the aim of this investigation was to examine what principals perceive as strengths and 
shortcomings of the ROP Institute professional development experience, it was decided that a 
constructivist orientation would be most appropriate to document “how the culture or context 
shapes leadership” understandings and practice (Heck & Hallinger, 1999, p. 146). Heck and 
Hallinger (1999) argue that the strength of a constructivist orientation lies “in illuminating that 
which is little known or hidden from view” (p. 147). A grounded approach “begins with the 
collection of evidence about some aspect(s)” of professional development to build a “defensible 
conception of professional development” (Leithwood & Duke, 1998, p. 32). According to 
Erlandson (1994) and Krug (1993), greater attention must be given to examining the views of 
principals if professional development is to become a means of developing leaders for schools 
which must meet diverse needs of learners. To address what Heck and Hallinger (1999) have 
described  as “blank spots” and “blind spots,” deeper understanding of professional development 
enhancing school leadership was garnered through descriptive methodologies such as 
longitudinal observations, interviews and case studies to ascertain the “quality of activity and its 
consequences” (Timperley, 2005, p. 417). Evocative cases viewed through a multiplicity of 
perspectives and comprised of rich descriptions of integrative practices elucidated deeper 
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understanding of professional development that enhances school leadership (Leithwood & Duke, 
1999; Young & Lopez, 2005; Yukl, 2002).   

 
Review of the Literature 

 
School Leadership 

Many principals report diminishing levels of quality and satisfaction with their 
professional lives. This appears to be derived from conflicting demands and expectations of 
accountability that may be attributed to the assignment of blame on principals, from the general 
public and policymakers, for alleged inadequacies within the educational system (Lewington & 
Orpwood, 1993). This erosion of confidence in the current state of school leadership has resulted 
in numerous government interventions and reform policies focusing on controlling curricula, 
standardizing assessments, and quantifying school outcomes (Levin, 2005; Taylor, 2001; 
Wallace, 2005).  This perceived "leadership crisis," or loss of confidence in school leadership, 
demonstrates a lack of confidence in school leaders’ abilities to make transformational changes.    

This lack of confidence, often felt by principals, is acerbated by ambiguity and confusion 
around the meaning of leadership.  Leadership has become a popularized conception fraught 
with numerous and conflicting assumptions around its definition and roles.  Much contemporary 
educational literature, although attempting to define the concept of leadership, acknowledges the 
fact that there is no commonly agreed-upon definition for leadership (Yukl, 2002).  However, 
Yukl (2002) argues that most definitions emphasize leadership as a process whereby influence is 
exerted by one person (or group) over other people (or groups) in an effort to structure and 
facilitate activities and relationships within an organization (p. 3).  Definitions differ in regard to 
“who exerts influence, how influence is exerted, the purpose for the exercise of influence, and its 
outcomes” and whether leadership should be viewed as a specialized role or as a shared 
influence process (Leithwood & Duke, 1999, p. 46).   

Multiple perspectives of leadership for the purposes of practice, professional 
development, or research (that exist in the acceptance of definitional diversity) are problematic 
(Barth, 1986b; Leithwood & Duke, 1998). In fact, one theory of leadership has not dominated 
the study or practice of leadership for any period of time (Bass, 1990). These enigmatical 
understandings of leadership result in “a proliferation of competing theories” (Wallace, Foster & 
da Costa, 2007). Leithwood and Duke (1999) identify six major categories of leadership that 
dominate contemporary research about school leadership: instructional (e.g., Blasé & Blasé, 
1999; Hallinger, 1992; Sheppard 1996), transformational (e.g., Burns, 1978; Leithwood & Duke, 
1998), moral (e.g., Greenfield, 1991; Hodgkinson, 1991; Starratt, 2004), participatory (e.g., 
Leithwood & Duke, 1991; Murphy & Hallinger, 1992; Yukl, 2002), managerial/strategic (e.g., 
Bass, 1985; Bolman & Deal, 1994; Leithwood & Duke, 1999), and contingency style (e.g., 
Leithwood & Duke, 1999). Although Leithwood and Duke (1999) clustered leadership concepts 
into separate categories (sharing the same focus and key assumptions), definitional diversity still 
exists within each category – making it difficult to assume the extent to which leadership means 
the same to those writing about it.  It is apparent that these conceptual theories of leadership both 
intersect, and at times, compete with each other. Despite being presented as separate approaches 
to leadership, the approaches are in no way "pure types” that are mutually exclusive (Leithwood 
& Duke, 1999).  In fact, principals may enact different approaches, or combinations of 
approaches, when confronting different situations or leadership challenges.  
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Hallinger (2003) states that "over the past two decades, debate over the most suitable 
leadership role for principals has been dominated by two conceptual models: instructional 
leadership and transformational leadership" (p. 229). To a great extent, the “top down” emphasis 
of instructional leadership requires the principal to influence others to work toward 
organizational goals.  One impediment to this approach revolves around the principal’s burden of 
independently assuming all leadership responsibilities (Hallinger, 2003; Spillane, 2006). 
Principals often report growing concerns about increased responsibilities and isolation and 
decreased authority and autonomy (Barth, 2001).  

In the late 1980s, tension and conflict existed between hierarchical approaches of 
instructional leadership and the emerging democratic and participatory nature of schools. 
Furthermore, with the notable proliferation school reform, the transformational leadership model 
has emerged as an alternative model to instructional leadership.  Marks and Printy (2003) further 
argue that "when transformational and shared instructional leadership coexisted in an integrated 
form of leadership, the influence of school performance, measured by the quality of its pedagogy 
and the achievement of its students, is substantial"  (p. 370). Therefore, caution must be 
exercised when promoting a single leadership approach within school principals’ professional 
development. Foster and St. Hilaire (2004) state that narrow conceptions of leadership may 
undermine efforts to understand successful school improvement. This was echoed by Hallinger 
(2003) who conceptualized leadership as a "developmental process" (p. 347) and surmised that 
polarized concepts of leadership do not take into account the unique realities of schools and the 
changing times. 

In Levine's 2005 report, Educating School Leaders, he highlights that the need for 
"outstanding" leaders has never been greater as school leadership is the most crucial catalyst for 
school improvement. Due to prolific reform and an era of great social, economic, and 
technological change, there is an ever-increasing demand for new leadership skills and 
knowledge within the principalship. In addition, large numbers of senior educational leaders 
(e.g., principals and superintendents) are predicted to soon leave their positions (Levine, 2005).  
Given these changing demographics and the complexity of leading within the current educational 
context, aspiring and practicing school leaders need to engage in high-quality preparation and 
ongoing professional development.   
 
School Leader Professional Development Needs 

Wanzare and da Costa (2005) suggest that the majority of studies about principal 
professional development have exclusively used survey questionnaires, giving little attention to 
qualitative approaches to yield rich descriptions of principal needs, experiences and perceptions.  
Wanzare and da Costa (2005), in the Survey of School Administrator Professional Development 
in Alberta, indicate that the major professional development preferences of Alberta school 
principals focus on areas of instructional leadership, staff development, and developing school 
climate.  In addition, school leaders perceive curriculum instruction, management of staff, and 
general administrative or leadership issues as the major foci that should be addressed within 
professional development.  To effectively determine the foci, strategies, and duration of principal 
training programs, the needs of school principals, as adult learners, must be clearly identified and 
should form the basis of professional development planning (Wanzare & da Costa, 2005).   

Often, school leaders are neglected in efforts to evaluate professional development as 
they are not perceived as directly influencing student learning. However, Guskey and Sparks 
(1996) suggest that the knowledge and practices of principals indirectly influences students 
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through interactions with teachers (through the creation of climate, culture, or interactions that 
support experimentation and continuous improvement) and through the leadership role 
undertaken when defining policy (policies addressing organization, curriculum, assessment, 
discipline, and resources directly impact how and what students learn).  
 
Adult Learning and Reflective Thought 

John Dewey’s (1939) theory about the nature of human experience suggests that 
experience arises from interaction of the principles of continuity and interaction.  Continuity is 
each experience that an individual has will ultimately impact future behavior.  Interaction refers 
to situational influence on experience.  Subsequently, any present experience is a function of 
interaction between past experiences and the present situation.  Therefore, the value of an 
experience is judged by each individual and poses significant implications for the design of 
professional development programs. 

Experiential learning, through the writing of Kurt Lewin (1948) and Malcolm Knowles 
(1980, 1989), has contributed to changing conceptualizations of professional development. 
Lewin advocates for the establishment of learning environments in which participants have a 
sense of belonging, security, and freedom to make choices; whereas, Knowles’ contributions 
center on “andragogy,” a learning theory recognizing specific pedagogies that distinguish adult 
learners from student learners. Knowles (1980) identifies four critical concepts within adult 
learning: (a) changes in self-concept – creation and of an environment conducive to self-
directedness and learner choice; (b) the role of experience – past experiences provide a rich 
knowledge base that commingles with new experiences; (c) readiness to learn – the provision of 
"choice" enables learners to focus on what is deemed important at a particular point in their 
development; and (d) orientation to learning – seeking information and skills that can be readily 
applied, adult learners engage in problem-solving to address gaps in their knowledge or to 
increase their level of competence.  Knowles (1980) emphasizes the importance of these 
elements within professional development programs: (a) creating an environment conducive to 
adult learning; (b) involving adult learners in mutual planning to attend to specific learners’ 
needs and interests; (c) involving adult learners in defining program goals and objectives; (d) 
engaging adult learners in program implementation; and (e) including adult learners within 
program evaluation. Many scholars argue that when consideration is given to adult learning 
preferences and how adults makes sense of experiences, professional development has potential 
to become transformative (Glickman, Gordon & Ross-Gordon, 1998; Knowles, 1980).  

Similar to Dewey, Schön (1983) recognized that professional development relied 
exclusively on formal knowledge that was detached from the real concerns and experiences of 
practitioners. Schön (1987) described reflection as the integration of theory and practice through 
“dialogue of thinking and doing to which I become more skillful" (p. 31). Reflection takes the 
form of problem-solving and theory building that appreciates each unique situation through 
different perspectives or lenses. Building upon Dewey's work that describes reflective practice as 
a critical inquiry beginning with a problematic situation, Schön (1983, 1987) argues that when a 
leader faces a complex problem that extends beyond the technical knowledge and rules of the 
organization, the problem must be analyzed and interpreted.   

Schön (1983) describes how “competent practitioners usually know more than they can 
say. They exhibit a kind of knowing-in-practice, most of which is tacit" (p. vii).  Identifying 
discrepancies requires principals to uncover and address differences between espoused theory 
(what one believes and articulates at a conscious level) and theories-in-use (unconscious thinking 
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and beliefs are manifested in predictable and ingrained responses or practices).  Schön (1983, 
1987) conceptualized the role of the practitioner as practicing “reflection in action” (that which 
occurs while one experiences and constructs a new theory within the present moment) and 
“reflection on action” (that which occurs after the action has taken place, this is an interrogation 
of personal theories underpinning the basis of one's actions to change future actions or decisions) 
to facilitate change by challenging thinking, decisions, and actions at all levels and contexts. 
Through the development of new theories-in-use, leaders engage in second-order change that has 
potential for radical transformation or behavioral change (Osterman & Kottkamp, 2004). 

Organizational learning theories do not specifically address reflective practice for school 
leaders (Osterman & Kottkamp, 2004; Short, 1997). However, reflective practice is prevalent in 
literature related to teaching, including: “teacher as inquirer” (Day, 1999); “teacher as 
researcher” (Stenhouse, 1983); and “teacher as reflective practitioner” (Schön, 1983). Consistent 
with Schön (1987), Short (1997) and Senge (1990), claims in the research suggest that reflective 
practice (a) may challenge tacit and explicit assumptions, processes and structures to deliberately 
build feedback loops that maximize individual or organizational learning; (b) shows promise in 
supporting principals’ professional needs; and (c) allows for meaningful, sustainable change 
within the context of current reform.  

 
Context  

Within Alberta, the instructional leadership role of school principals is emphasized in 
educational policy. The School Act (Province of Alberta, 2002, Part 2, Section 20) states that the 
principal of a school must (a) provide instructional leadership; (b) ensure that the instruction is 
consistent with provincial courses of study; (c) evaluate or provide evaluation of programs; (d) 
ensure that students have the opportunity to meet educational standards in the province; (e) 
maintain order and discipline; (f) promote school-community cooperation; (g) supervise 
evaluation and advancement of students; and (h) take responsibility for the evaluation of 
teachers. Other provincial (Alberta’s Commission on Learning, 2003) and local jurisdictional 
policies also describe the principal as an instructional leader who, directly and indirectly, 
influences teaching and learning. As Alberta actively works towards principal certification, the 
associated rhetoric in the Principal Quality Practice Standard (PQPS) provides yet another 
description of the principal as an instructional leader who requires “in-depth knowledge of 
curriculum and pedagogy” to ensure that “all students have access to quality teaching and have 
the opportunity to meet the provincial goals of education” (Alberta’s Commission on Learning, 
2006, p. 5). Alberta principals are expected to meet this standard, in addition to other legislated 
requirements and policies, through the duration of their careers. Recognizing that Alberta 
Education is actively working towards principal certification, this study focused on informing 
understandings of professional development that enable principals’ growth towards some or all 
of the defined standards. 

During the 2006-2007 school-year, as a strategy to enhance instructional leadership, the 
Alberta Teachers’ Association in collaboration with the University of Alberta and one school 
jurisdiction piloted a new professional development program for school principals. The ROP 
Institute comprised a cohort of school leaders and central office personnel who engaged in face-
to-face workshops,  online discussions, and action research throughout the school year.  This 
intensive learning experience focused on principals’ growth as instructional leaders in relation to 
Alberta’s PQPS by incorporating reflective practice, collective inquiry and action research 
(Wright, da Costa, & Peters, 2007).   
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ROP Institute goals emphasized that school leaders would enhance leadership practice by 
engaging in effective, personal, collaborative and professional reflection by critically examining 
theory and making effective use of multiple sources of data. Key understandings underpinning 
the ROP Institute included: (a) principals are members of the teaching profession and, as such, 
have a responsibility to on-going professional growth; (b) the development of leadership practice 
is a personal journey, is situational (contextual) and a career-long process; (c) reflection is a 
critical factor in the development of leadership practice; and (d) effective professional 
development is collaborative, research-based and grounded in practice. Within the ROP Institute, 
there were three major foci: (a) the introduction of the concepts of reflective practice in the 
development of the repertoire of reflection strategies and skills; (b) the creation of a professional 
learning community supported by face-to-face interaction and sustained by ongoing, online 
learning; and (c) the development of personal, professional development action research projects 
to enhance leadership practice. This professional development program was modeled on the 
Ontario Elementary Teachers’ Federations’ pilot program (for teachers) entitled Reflections on 
Practice: A Woman's Leadership Institute. Professional development topics covered within the 
ROP Institute workshops and online meetings are outlined in Appendix A.  

 
Method 

              This investigation began September 2006 and data collection was completed in early 
June 2007. To carry out our research, a collective case study approach (Merriam, 2001) utilizing 
comparative thematic analysis (Stake, 2000) was used. Underpinning these approaches are 
constructivist assumptions (Guba & Lincoln, 1985) based on the notion that the study of 
individual perceptions is instrumental in understanding how professional development enhances 
leadership practice.  

The respondent group consisted of seventeen principals in an urban district within 
Alberta. The Hillview Public School District (pseudonym) was selected because of the 
jurisdictions’ desire to be involved in the ROP Institute. This small, urban jurisdiction within 
Alberta has fewer than 20 schools in total and comprised secondary (grades 7 to 12) and 
elementary (kindergarten to grade 6) schools. During the 2006-2007 school year, fewer than 
10,000 students were enrolled in this jurisdiction from Kindergarten to Grade 12.   

Convenience sampling was used within this study.  Participants were invited to 
participate in a focus group and an individual interview. Some chose to participate in one or the 
other, or both. Participants represented a wide range of demographics (based on varying ages, 
experiences, background, and qualifications).  Because the main purpose of this study was to 
document the perspectives of school leaders, the principals of each school were the key 
informants. Data were collected primarily through individual, semi-structured interviews as 
described by Stake (2000) and semi-structured focus group interviews as outlined by Noonan 
(1997). Other sources included field observations (onsite and online workshops), questionnaires 
(Likert-type and short-answer format), and a researcher journal. Two focus groups with 
principals were held – each lasting 60 minutes. Focus groups were conducted after 
questionnaires were completed and before individual interviews commenced. Individual 
interviews (lasting approximately 60 minutes) were semi-structured to allow for the inclusion of 
individual differences and were based on information or questions that emerged from the focus 
groups. Both focus groups and individual interviews were audio-recorded with transcripts and 
initial interpretations of interview data returned to respondents for a member-checking prior to 
final analysis (Guba & Lincoln, 1985).  
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 The first stage of data analysis occurred while data were being collected; the second 
stage was undertaken immediately after the completion of data collection (Bogdan & Biklen, 
2007). Through thematic analysis, we coded and categorized data according to patterns and 
emergent themes related to the purpose of study and research questions (Berg, 2004; Merriam, 
1998).  Data were examined for symbolic language, interactions, and objects that elucidated 
principals’ understandings of the value inherent in the ROP Institute (Hatch, 2002). 
Consideration was also given to disconfirming evidence, counter-interpretations, and patterns 
emerging from an absence of data or lack of patterns.  

Methodological triangulation was used to enhance trustworthiness. In addition to member 
checks, prolonged engagement at workshops and on a ROP Institute website provided 
opportunities to capture salient issues and note divergent information and themes (Guba, 1981).  
Regular peer debriefings, in addition to sharing emerging insights and seeking external critique 
at conferences, allowed for consideration of new perspectives and presented opportunities to 
challenge biases when engaging in data analysis. Continued use of a researcher journal also 
supported practices of reflection and reflexivity (Guba, 1981).  

 
Findings 

We were interested in exploring two main questions in this study. The first focused on the 
effectiveness of the ROP program as a professional development approach for supporting 
principals professionally and for addressing their professional needs. The second question 
focused on the extent to which the ROP experience impacted principals’ understandings and 
practices of school leadership. These questions are explored in more detail below. 
 
Effectiveness of the ROP Institute as a Professional Development Approach 
 
Collaboration 

Although change is enhanced through an individual’s deliberate intentions to confront 
existing (invisible and unobtrusive) structures unexamined assumptions, arguments in the 
educational literature also purport the value of collaborative learning and reflection (Leonard & 
Leonard, 2001).  Most participants spoke readily1 about the benefits of small group collaboration 
and "teambuilding” that fosters stronger and more “open relationships.”  When asked on the 
questionnaire to indicate the degree to which “collaborative dialogue was beneficial and 
supported my learning,” respondents agreed or strongly agreed that the collaborative dialogue 
within the ROP Institute was valuable.  Participants felt that the "collaboration was excellent. We 
worked together and pushed each other" and over time "the conversation has become 
increasingly meaningful and personal.” 

Participants felt that there was much to be learned from their colleagues.  In fact, it was 
recognized that "We all had something that we had learned in the research. But keeping it to 
ourselves doesn’t improve your practice.” At times, the principals admitted, "we weren’t always 
necessarily completely on topic about professional growth plans [their action research project], 
but as you’re talking about administrative issues those things are also as valuable.”  Describing 
how principals initially collaborated to address problems, one principal observed how "the 
principals’ group came together in a more positive kind of way” to engage in proactive reflection 
and the sharing of ideas for "better teaching and learning.”  These findings exemplify the work 
of Schön (1987) who claimed complex problems extending beyond technical knowledge and 
                                                 
1 Participant responses are italicized throughout the “Findings” section of this paper. 

2008 HICE Proceedings 
Page 4361



10 
 

organizational rules must be analyzed through different perspectives by (a) clearly describing 
what one does, (b) considering what it means to practice professionally, (c) confronting how 
practice has evolved, and (d) reconstructing practice for improvement.  In addition to reducing 
isolation and fragmentation, collaboration allowed for sharing different perspectives that 
deepened understanding.  

Principals clearly indicated a preference for face-to-face collaboration.  In the majority of 
interviews and focus group discussions, principals reinforced that "the key to anything being 
effective is relationship, and the least effective form of relationship has to be e-mailing.” They 
questioned, “Why do we need to go online when we can talk face-to-face?”  Emphatically 
arguing that online discussions failed to enhance their professional learning, several principals 
indicated that online meetings evolved into conference calls that were better "in regards to 
sharing information, talking about ideas.”  All of the principal respondents felt that the online 
discussions were contrived – particularly because “we are all so geographically close” and that 
"it is way simpler just to phone each other.”  

For some, the benefits of collaboration included an increased awareness of differing 
needs, contexts, and issues within their own district. Principals recognized that social relations 
may enable or restrain productivity, thinking, and learning. Findings suggest that the 
collaborative network with the ATA and the University of Alberta promoted new learning by 
creating access to external expertise and new and potentially challenging information. One 
principal suggested,  

There is always a place for external people to come in, and for another set of eyes, and 
the perspective of those that are affected by your work.  Those are really legitimate. We 
have to be listening and be informed by those people and hear those perspectives. 
 

Another principal felt that dialogue with facilitators prompted meaningful reflection as "you 
[representative from the University of Alberta] kind of helped us think about some things that are 
important to us. We thought ‘OK, how can we do this and how can it help us?’” The collective 
and coordinated endeavours of a variety of professional development providers seemed to 
support the career needs of principals.  

 
Time 

Working in the current policy environment, most principals felt pressed for time – 
struggling to balance work demands, professional learning, and home responsibilities. Some 
ROP participants “felt really rushed” attending multiple sessions and engaging in action research 
projects.  Others appreciated engaging in the projects; however, they felt that “the timeframe of 
one year doesn't fit the cycle of an administrator’s life.” They recommended “a two-year period 
would make more sense.  The sessions you engaged in and some of the discussion around 
projects should happen so that you are really ready for the project the following year.”  One 
principal disagreed "because the longer the timeline you have, the longer its homework hanging 
over your head…. I don’t think you would do any more or any less.”  There was no evidence that 
indicated that an extended timeframe would enhance or detract from professional learning.  

One participant illuminated a questionable assumption made by program developers who 
expected professional learning to occur outside of work hours: 

You’re going to meet as a group with your facilitator for one hour every two weeks…. 
We’ve also structured how they are going to do some homework and that involves making 
a commitment on a Sunday night to meet with the facilitator. 
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Principals expressed frustration with expectations to engage in professional learning outside of 
work hours.  This was viewed as acerbating the already diminishing quality and satisfaction 
within principals’ personal and professional lives.  Suggesting that "this process has probably 
more rigor and expectation than many of us would have been use to in a professional 
development model”, this facilitator recommends making "sure that the participants felt that it 
was reasonable and that the timelines afforded” were manageable.  
 
Establishing and Communicating Program Goals 

The arguments in the professional development literature suggest that learning is 
enhanced when participants contribute to clear statements of goals for professional development 
and are actively engaged in ongoing evaluation of the program in relation to established goals 
(Guskey, 2002; Knowles, 1989).  Although there were principal and central administration 
representatives on the Steering Committee, there appeared to be a lack of clarity around program 
goals as we interviewed the participants.  The majority of participants felt "un-involved" in the 
development of program goals.  However, principals felt that their involvement and feedback 
was warranted because "we’re an important cog …we can give input from the perspective of 
what really matters because we’re closest to the kids.”   

Several principals suggested the need to "conduct needs assessments" to ensure that the 
program is supporting the professional needs of principals within a given context.  Several 
principals added that the Steering Committee, "needs to engage in formative assessment and 
make necessary changes and adaptations to the program" on an ongoing basis. This becomes 
particularly important "when you’re coming from the outside you don’t know the district and 
what their specific needs are and what information needs to be covered.”  

Miscommunication was also derived from what principals perceived as conflicting 
interests and motives of stakeholders within the ROP Institute.  For example, one participant 
described:  

The ATA was interested in participating and helping to fund it… The University was 
interested in being a part of it to give it some academic rigor and to help with the actual 
research. The District was committed to it. But, the “it” that we were talking about was 
two different things. 
 

Many participants expressed feeling “like we were in a graduate studies program rather than 
what we had just described as ‘roll up your sleeves and let’s get to work’” program.  Such 
findings demonstrate that “communication is key” and elucidated how motivation and confidence 
is increased when participants are actively engaged and able to identify the process and outcomes 
of learning.   

 
Action Research Projects 

Although many participants expressed that the action research project approach was time-
consuming, several participants indicated that the "benefits of the project and rigor may not be 
realized initially” and in fact, "some of them [benefits] you don’t realize that they are useful until 
you’re finished.” When considering if “the action research projects enabled thoughtful data 
analysis that assisted in determining progress towards my professional/school improvement 
goals,” the majority of respondents to the survey questionnaire agreed that action research 
advanced their professional leadership practice as well as supporting school improvement efforts.  
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Most participants agreed that the choice and flexibility within the program was valued, 
including the flexibility to select the research topic, grouping, and research methodology.  When 
speaking about his action research project, one participant suggested: 

The strength of the program is to make it very real for the participants and relevant.  I 
mean this can’t be an add-on for anybody…. Making it contextual, and making it so that 
the people that are involved in the project and see value in their participation. 
 

These findings illuminated the importance of providing participants with the freedom to choose 
the type and purpose of professional development opportunities that meet their needs and 
interests. 

Principals were eager to share their learnings with colleagues and others.  Within the 
questionnaires, all but one respondent indicated that they agreed that the “action research 
projects provided an opportunity for other staff, students, and parents to be engaged in learning 
and school improvement efforts.”  For example, one principal described her project as a 
"paradigm shift” that illuminated “the way people think” – an understanding that would not have 
been discovered if she had not engaged in her action research project.  One secondary principal 
shared how his action research findings transformed his beliefs about leadership.  

For some principals, action research allowed them to conceptualize professional learning 
in alternative forms.  They noted that new images of professional development, departing from 
top-down training, enhanced their professional learning. For example, one principal indicated 
that he initially "wanted more of an in-service”, but based on the results of his action research , 
he plans to use the collaborative reflection component of action research next year as "we really 
hit on something that we just honestly all believe in… it’s gonna be part of our culture.” Another 
principal acknowledged that the literature review allowed her to expand her knowledge of 
different resources within the educational literature.  She valued using educational research to 
inform her practice. She explained that "I didn’t know Joyce Epstein before … so now I have 
another name that I can pull up now in my head if I need something for a parent meeting or I 
want some information.” These findings demonstrate that the action research data collection and 
analysis served as a tool to inform practice and as a powerful motivator that sustains momentum 
through school improvement efforts. 
 Recognizing that educators are lifelong learners, principals highlighted that engaging in 
action research modeled: 

We don’t sit on our laurels, that we’re trying to do something different to learn something 
more about a topic we’re interested in. We’re willing to put the time and energy into 
doing it. 
 

The role of the principal as the leader within a learning community was also explored in the 
questionnaire. Respondents generally agreed that the “Institute had an appropriate emphasis on 
the principal as nurturing and sustaining a school culture that values and supports learning.” 
Similarly, participants generally agreed that the “Institute served as an effective means for the 
principal to model a desire to engage in continuous improvement and lifelong learning.”  
 
Overall Participant Perceptions of the Effectiveness of the ROP Institute 

During interviews, participant perceptions varied when asked, “How effective was this 
program as professional development that supported and addressed principals’ professional 
needs?” Interestingly, three weeks after the interviews, the insights shared during a large group 
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session regarding the benefits of the ROP as a professional development experience were very 
positive from the group as a whole. Interview responses from participants seemed to cluster into 
three broad groups. 

For the first group of participants, engaging in the ROP Institute was not perceived as 
“transformational learning.”  Rather, participation reaffirmed and validated existing practices.  
For example, one principal indicated “my view of leadership and my practice as a leader hasn’t 
been significantly altered from this experience."  Another principal shared how “my current 
practice has been confirmed as being appropriate.” In these cases, the ROP Institute often 
reminded participants of important information about leadership practice.  One principal 
explained, “I don’t know if the effect has been powerful.  I guess probably it’s caused a lot more 
reflection for me and some practices have changed but it wasn’t transformational.” 

For a second group of participants, they expressed indifference or a degree of negativity 
regarding the ROP professional development experience.  One principal reported, “I don’t really 
know if it has changed me as a leader, like my philosophy in leadership.  I don’t think it has.”  
For some of the participants, “the low-light of the program was the additional workload, 
particularly with the online meetings and the additional burden on those of us [principals] that 
come from smaller schools.” 

The third group of participants recognized the value of the ROP program as a model to 
support the professional learning of principals.  One principal suggested “I am more 
passionate…than I was before.  I think the reflective practice thing really solidified that vision.” 
For another, the ROP Institute was: 

A perfect fit …we didn’t really pay attention until this happened. We didn’t really 
evaluate what we had until we started doing this and then we started thinking about what 
we’re actually doing. …With Reflections on Practice we started reflecting on this 
practice and … now it’s become who we are. 

 
As noted in our research journal, one of the newly-appointed principals felt that the collaborative 
practice derived from his leadership team’s participation (the team comprised the principal and 
assistant principals) in the ROP project was just what his team needed to “survive.” The 
collaboration and “constant dialogue kept us alive and healthy. This has influenced the culture of 
the school and how we treat each other, how we determine what is best for kids, and how we 
include everyone in decision-making.” Reflecting on the reason he continued to participate in the 
project, another principal suggested: 

If it had become nothing but an academic exercise, or if it had really started to interfere 
with our capacity to carry out our responsibilities, we would have all stepped back one at 
a time, or as a group.  And so, the fact that we’re here is evidence that this has been 
worthwhile. 

 
 At the final large group sharing session, several quotes were recorded from participants 
further describing how they “appreciated the time to get together with professional colleagues 
on a regular basis in a collaborative manner” and that they “valued and appreciated the 
supportive and constructive feedback from colleagues, the ATA and University” as they worked 
collaboratively through “impromptu issues and emergent problems.” For another principal, as 
recorded in our notes, “the ROP program was a stretch. It was good for me. It got me talking 
more about what we are doing with my colleagues, parents, and the school’s faith-based 
partners.” Participants valued having “another pair of eyes and ears to reflect on our practice 
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with our colleagues and it was very helpful.” In addition, one central administrator elaborated, 
“We had authentic critical friends who helped us see reality and keep our feet on the ground. 
They helped us identify and work on best practices. We became teams characterized by warmth 
and empathy.” One of the newly-appointed principals mentioned, “As a new administrator you 
are always assessing yourself and what you have done. I walked away with new information 
every time we met. We can only succeed if we are constantly reflecting on how we are doing.” 

When asked about overall impressions about the degree that this professional 
development experience met the professional learning needs of school leaders, one participant 
asserted that the ROP Institute:  

was an effective means to support principal and vice-principal professional growth by 
reinforcing professional practice, increasing KSA’s [knowledge, skills, and attitudes] 
around Principal Quality Practice Standards, increasing skills in action research, 
involving administrators in educational research, and requiring reflection on practice for 
improvement of practice. 

 
In the large group sharing session, as noted our journal, one participant asserted that “to move 
forward, we must be honest about where we are and where we want to go to. We have learned 
that we are always in a state of continuous improvement.” Another principal added that “it has 
raised our level of consciousness.” The journal also depicts the comments of another participant 
who recalled the “power of collaboration” resulting from the sharing of project learnings. He 
questioned how the district could extend the collegiality and inquiry established in the ROP 
project so that “we can build exceptional teams across the system.” Yet another colleague framed 
it more simply – “For me, as a principal, to be connecting with other principals around practice 
has been phenomenal.”  

 
Principals’ Understandings and Practices of School Leadership 
 
Problematizing Notions of School Leadership 

Most participants expressed altruistic motivations for entering the principalship (e.g., 
"making a difference" or providing "broader support and influence"). They often emphasized the 
importance of the principal’s leadership in school improvement.  One participant shared, “The 
principal sets the tone for the whole building.  Whether you like it or not, they are looking at you, 
right?” Another principal stated, "We don't want the captain spending all the time in the 
mechanical room.  Every now and then, the captain needs to get out and move to the front of the 
ship and steer the vision." Although the principal was often deemed to be the “catalyst” for 
school improvement, most participants readily highlighted the contributions of informal leaders 
such as teachers and counselors.  

Many principals described how increasing workloads, expectations for accountability, 
and implementation of school improvement reforms demand a reconceptualization of traditional 
school leadership roles. Principals reported that the structural changes brought about by school-
based decision-making and the ROP Institute action research projects have resulted in shared 
decision-making, distributed forms of leadership, and more inclusionary processes.  

Expressing dissatisfaction with approaches of instructional leadership that focus on the 
principal as the center of knowledge, power and authority, one principal stated, “I don’t set 
myself up as the big guru…Why would I set myself up as knowing any more or any less than they 
[teachers] do?” Participants disputed role-bound theories of leadership. They felt it was 
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unrealistic for the principal to be viewed as an “expert” in all matters. Principals welcomed 
multiple and distributed sources of leadership that naturally emanated out of complex social and 
situational contexts. Distributed leadership seemed to flourish when principals supported 
“capacity building” (Lambert, 1998) and developed professional learning communities. When 
asked about their affinity for these non-hierarchical approaches, principals explained that social 
trust and collective agency was enhanced when principals relinquished control and shared 
authority with teachers. One principal explained how leadership is enhanced “with 
teams…Everyone is a teacher, everyone is a learner.” Throughout the ROP Institute, it appeared 
that cooperation, over competition, was increasingly to be valued as a means for improving 
schools and professional practice. Principals often considered how to strategically involve others 
in school leadership. One principal explained:  

When [the assistant principal] and I are away from the office it is an opportunity for 
teachers to come in and take our place…We’ve intentionally tried to create different 
kinds of opportunities for leadership. A lot of times, we say, “Here’s an opportunity. If 
you want to avail yourself of it, you can.” 

 
Leadership was viewed as a choice open to school members in a range of situations and at 
different times.  
 
Relational Aspects of Leadership 

As principals engaged in school improvement initiatives, they placed great importance on 
relational aspects of leadership and the development of learning communities. For example, one 
principal suggested the importance of being “supportive of teachers.  All of it comes back to 
relationships.”  Many participants described interdependencies existing within “healthy” 
relationships: 

Everyone’s playing a role…everyone’s buying into it right now and we really love the 
culture. We’re hoping to sustain it. So hopefully it’s something that will continue to grow. 
You know on staff you’ll have a group of back benchers who are you know … well some 
of those [backbenchers] have really come forward and are strong members of our 
community now… They’re not talking in the parking lot about what’s going on. They’re 
coming and talking to us and saying, “There are some things we’d like to work on” and 
they feel like they’re a part of the picture. 

 
Emphasizing relational aspects of leadership within his school, this newly-appointed principal 
described his weekly administration meeting: 

We have humour in the workplace. In four and a half hours, you know an outsider 
looking in [where the principal and assistant principals are collaboratively planning and 
reflecting] would think, “All they do is laugh in there. Don’t get any work done.” It’s 
amazing how much work gets done in that time.  Monday used to be the worst day of the 
week for me and Monday is the one day I look forward to the most ‘cause I know we’re 
gonna have four hours of laughing and getting work done…. If I need something I know I 
can just ask anybody.  

 
Our findings suggest that principals’ perceived leadership as occurring within the context of the 
community and in between individuals, rather than as a mere function of one's position.  

2008 HICE Proceedings 
Page 4367



16 
 

Principals’ understandings also reflected a belief that leadership is enhanced when it 
occurs within and across schools and even other school jurisdictions. One principal shared how 
leadership occurred spontaneously from the activities of educators working together to improve 
schooling: 

We kind of get excited about it [use of distributed leadership]…because we’re proud of it. 
I think it’s expanding to our teachers…to other schools. With the other principals of 
Cranbrook Heights, McCoy and…now we meet monthly and more so at [one of the high 
schools]. The principal and I meet monthly or every second month…and we’re just 
sharing ideas and we feel like we’re a team. So now when there are things that come up 
and I need advice from somebody who has that kind of experience, and you know that 
none of us in our school have that kind of experience, I can go to them [other high school 
principals].  
 

In these cases, collective agency naturally emerged in a “bottom-up” manner rather than being 
something “imposed” by the formal leader “on others.”  

Implicit in the constructions of the principal respondents’ belief about leadership was that 
performance is negatively impacted when people feel alienated and powerless. Fostering 
ownership was described as enabling others to contribute more effectively to school 
improvement efforts. Arguing that school improvement was enhanced through the authentic 
involvement and participation of others, one principal stated, “There’s just ownership on every 
aspect of the way the school is run. There are more people buying into that ownership. We’ve 
now included our counsellors…and other staff members are also coming into our meetings.” 
School-based decision-making and professional learning communities were viewed as 
broadening the involvement and ownership of others within school improvement efforts. 
Considering how all stakeholders may potentially enhance student learning, one principal 
declared that the ROP Institute illuminated how problems are better solved collectively because 
"the parents are part of the answer. The teachers are part of the answer. Everyone feels like 
they’re contributing to the whole … So it’s a total team approach."    

 
Barriers to Leading School Improvement  

Many principals reported diminishing levels of quality and satisfaction with their 
professional lives and described numerous disincentives associated with the principalship that 
made it challenging to engage in focused and sustained school improvement. One principal 
stated, “I don’t know if that’s the case in the entire province, but I can tell you in our District 
that we get onto too many bandwagons.  Everyone is going in so many directions.” The ROP 
Institute reinforced principals’ beliefs that efforts to improve teaching and learning need to be 
focused, manageable, and sustainable. 

Principals suggested that within the current policy context, they faced many social, 
economic, cultural and political barriers. Principals indicated that they have little latitude to 
initiate change and to be reflective within improvement efforts despite the opportunity to 
participate in the ROP Institute. Other participants expressed frustration navigating stakeholder 
views and policy directives that were in conflict with their own personal values and professional 
beliefs. One principal shared his own questions about recently mandated reforms: 

How do I really feel about what I’m being asked to do?  I think the bigger challenge is to 
work and get some kind of common understanding of how we feel about what it is we’re 
being asked to do with kids. 
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Several principals described ethical dilemmas associated with being "asked" or “mandated” to 
engage in certain improvement initiatives that were in opposition to their own, or their school 
community’s values (Hatcher, 2005). Nonetheless, the commitment or “buy in” of teachers was 
secured more quickly when school members, other than the principal, actively promoted school 
reform initiatives. Hillview principals often described how their identity as instructional leaders 
was clearly shaped by policy. Although many principals aspired to be transformational leaders, 
they seemed to believe that this was unattainable within the current context of educational 
reform. 

Management and leadership were viewed by most participants as competing and distinct 
conceptualizations. With the evolution of school-based decision-making, ROP principals 
struggled as they tried to balance new management roles with their leadership responsibilities.  
Participants indicated that their work responsibilities had increased at a time when provincial 
funding had decreased or remained constant.  As a result, many Hillview principals assumed 
classroom teaching assignments (as much as 0.6 FTE), in addition to the full-time principalship.   
Offering his own perspective about the tension between transactional and transformational 
responsibilities, one principal reflected:   

Stephen Covey has some really interesting ideas on that.  He differentiated between 
urgent and important.  Sometimes they are one and the same and sometimes they are not.  
That is always stuck with me as I continued to struggle with the whole issue of leadership 
versus management. 

 
Although principals felt they had some control over the extent to which they pursued certain 
priorities, they often described a lack of physical and metaphorical space to address the specific 
needs, goals and priorities of their schools. 
 
Understandings of Reflective Practice 

Throughout the ROP Institute, participants engaged in a variety of reflection activities 
that aimed to enhance leadership practice. On the questionnaire, most respondents agreed that 
“the Institute deepened my understanding of the value of reflective practice” for school leaders. 
Participants generally agreed that “the Institute provided opportunities for reflection on my role 
as school leader.”   

During the individual and focus group interviews, participants were asked to share how 
they experience and understand reflective practice as a school leader. Definitional diversity was 
evident in respondents’ descriptions.  Reflective practice was described as being "proactive, not 
reactive.  Anticipate pitfalls and avoid them.” One principal suggested that as a reflective 
practitioner, “you reflect on how you’ve done things and try to make it better the next time you do 
it.” One participant declared that reflection is "moving towards careful and deliberative actions – 
reflecting, questioning before moving forward.  A culture of inquiry is key to developing a 
community of learners." Both individual and collective reflective practices were deemed 
important for effective school leadership. However, at the end of the ROP Institute, most 
principals espoused the benefits of collective inquiry.  This was emphasized by one principal 
who shared:  

Reflection at its best is when you’re reflecting with others. It’s not … something that you 
do by yourself. By being introspective and thinking and just sort of keeping things to 
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myself I’m not gonna learn … I like to have some validation about what I’m thinking, I’m 
doing. I don’t want to… go off on a tangent. 
 
During the ROP Institute, principals came to recognize how diverse viewpoints prompted 

reflection. One principal suggested, “We need one another's ideas for stimulation and we need 
one another's perspectives to enrich our own.” An ROP participant agreed and suggested:  

It would almost be nice to have someone come in and look with you and almost ask 
questions that you haven’t asked. … There may be a gap that is pretty clear if you are 
looking from the outside, but because you are so internal, you haven’t thought about it 
and you are so immersed in it.  
 
Participants felt that behaving as a reflective practitioner required having knowledge of 

one’s self as a leader.  It is a “personal reflection on ‘Who am I?’ ‘What skills do I have?’ ‘What 
do I need to be able to do?’  And ‘what are the results of my actions?’ This is a big piece of 
being able to grow.”  Most principals recognized that reflection continuously impacts identity, in 
addition to changing and improving professional practice.  The notion of identity as evolving 
through “continual re-skilling” (Biggs, 1999) and “re-creation” (Senge, 1990) was evident in our 
findings.  

 
Conclusions:  Possibilities and Tensions 

 School leaders have the right and responsibility to engage in continuous professional 
development. As such, the ROP Institute has considerable potential to serve school principals, 
including assistant-principals, and school jurisdiction central office administrators as a means for 
addressing their professional development needs. Key to the success of this approach is the 
recognition of the very different needs of each school leader. Specifically, newly-appointed and 
aspiring leaders enhance knowledge and skills within the principalship through both flexible and 
structured learning opportunities, as well as ongoing mentoring within authentic settings.  As 
they learn about and become socialized into a new community of practice, these new leaders 
benefit from opportunities to gain managerial and technical understanding of the principalship, in 
addition to developing a professional leadership practice as described in the PQPS. 

A central theme emerging through this research is the importance of being able to spend 
time networking with other principal colleagues to share ideas, re-affirm existing knowledge and 
practices, and explore new ideas for better meeting the needs of learners. This “gift of time” was, 
in the eyes of the majority of school principals, made available by participating in the ROP 
project; normally most school leaders feel guilty to take time to devote to their own professional 
development. As participants described the effectiveness of the ROP Institute as a program to 
meet their professional needs, they identified the conditions they perceived as the supporting 
professional learning, namely:  

1. choice of time or type of professional development opportunity;  
2. involvement in professional development program design;  
3. ongoing and open communication between stakeholders;  
4. accessibility to professional development;  
5. availability of time, structures, and space;  
6. personal and professional motivation;  
7. individual readiness and need to engage in learning or problem resolution;  
8. alignment of individual, school, and organizational needs;  
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9. an environment characterized by social trust, respect, and collegiality;  
10. organizational support;  
11. opportunities for meaningful collaboration; and  
12. reasonable expectations and goals.   

Professional development was observed to influence and be influenced by the organizational 
contexts in which it takes place. 
 It appears that two general views emerged in this study as a result of the ROP experience. 
One view is that existing understandings of leadership were simply re-affirmed. The main 
benefits cited by participants in this category of the ROP experience focused on the ability to 
share knowledge about the craft of school leadership. A second view emerging from the ROP 
experience embraced notions of distributed leadership. These principals saw great benefit in 
sharing decision-making responsibility and leadership opportunities by drawing on expertise 
where-ever it existed in the organization (e.g., other principals, teachers, and parents). This 
second view of leadership does not envision “the principal” as the singular leader in the school; 
in essence it serves to broaden the group who make decisions and set direction for an 
organization such as a school. Recognizing and welcoming varied and multiple sources of 
leadership with their schools, these principals questioned notions of instructional leadership in 
which the principal directly manages and controls teaching and learning. 

The ROP-style framework provides an effective model to support the professionalization 
and learning of school leaders in relation to the PQPS.  Gleaned from this study, is recognition of 
a convergence of ROP practitioners, academics (e.g., Barth, 2001; Darling-Hammond & 
McLaughlin, 1995; Valli & Hawley, 2002), and policy makers’ (Alberta Teachers’ Association, 
2006; National Staff Development Council, 2007) understanding of the features of effective 
professional development.  A variety of approaches and delivery formats (gleaned from the 
literature on teacher professional development, clinical supervision, and adult education) were 
used in the ROP Institute design and show promise in enhancing the education of school leaders. 
It appeared that software limitations, in addition to the close proximity of participants, impacted 
the effectiveness of the online website.  Participants indicated that the collaborative endeavours 
of school leaders, the jurisdiction, the ATA, and the University contributed to enhanced learning 
and reflective leadership practice. Findings from this study also illuminate the need for adequate 
supports and resources to support the sustainable and long-term professional learning of school 
leaders. 

The ROP framework emphasized reflection and reflexivity as critical attributes of ethical 
leadership practice.  Professional development that best meets the needs of school leaders is 
comprised of academic and theoretical learning that complements or is embedded within 
practical school-based problems or administrative issues. In particular, using action research as 
the instrumental focus of a principal professional development approach enables school leaders 
to focus on a concrete issue of importance to them (e.g., the foci of such action research projects 
could emerge from the PQPS). Critical in the success of an ROP style professional development 
model is the authentic ownership, from the participants’ perspectives, of the learning process. 
This is made possible through flexibility to (a) identify action research projects deemed 
important to the individual, (b) collaborate with trusted and respected colleagues, and (c) identify 
appropriate resources, including expertise outside of the immediate group.  The process of 
sharing their insights and of coming together to discuss leadership issues related to their action 
research specifically, and to leadership generally, serves as a useful mechanism for thinking 
about leadership through a variety of lenses. Over an extended period of time, individual and 
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collective reflection and reflexivity is enhanced through the development, implementation, and 
the unfolding of the action research projects. 
 

 
Recommendations 

Based on the findings and conclusions of this study, we offer the following nine 
recommendations for practice and five recommendations for further research. 
 
Practice 
1. Continue to use the ROP model to support the ongoing professional learning of school 

leaders in relation to the PQPS.  Although all school administrators should consider the 
importance of the leadership dimensions and be held accountable for these, involvement in 
and ROP program and action research should be viewed as a means to support the 
professional growth of already competent leaders.  Participation should not be used within a 
“deficit model” for the remediation or evaluation of school leaders. 

2. Ensure involvement of school leaders in defining goals for professional development 
programming.  Input from principals provides valuable information about learner needs and 
preferences, as well as jurisdictional context.  

3. Provide greater involvement of practicing principals and others school leaders in the 
leadership of program planning, as well as delivering content and sharing craft knowledge 
and skills. Consider the use of multiple presenters or facilitators to support theoretical and 
practical learning. 

4. Ensure flexibility within professional development programming. Although content should 
be framed within the Alberta context, consideration must be given to differing school and 
jurisdictional contexts. Professional development must be flexible to meet diverse needs and 
skill sets of principals at all career stages and ability levels. The existing ROP framework 
must be customized (informed by the involvement of school principals) to best meet the 
needs of different groups of learners. School leaders should have the option of focusing on 
specific dimensions within the PQPS. In addition, provide choice and flexibility in groupings 
for professional development activities and collaborative projects. Groups should not be 
predetermined, rather participants should be allowed to select or change groups based on 
action research project similarities and personalities of group members. 

5. Recognize the school leaders’ social responsibility and moral imperative to improve schools.  
ROP programming should emphasize reflective/reflexive thinking and action research to 
allow school principals to: (a) engage in vigilant critique of ethical, ideological and political 
commitments; (b) actively influence policy and other educational directives; and (c) hold 
themselves and teachers accountable for student learning.   

6. Allow for voluntary participation in specific professional development programs. Although 
school leaders should self-initiate and choose which professional development program best 
meets their individual needs and circumstances, there would be an expectation that all school 
leaders are engaging in continuous professional development. For example, principals 
actively involved in other forms of ongoing professional development, such as graduate 
studies or district leadership development and preparation programs, should not be required 
to engage in additional professional development programming unless they choose to do so. 
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7. Extend ROP professional development opportunities beyond formal-designated leaders 
(principals and assistant/vice principals), to include informal leaders such as teachers and 
councilors. 

8. Garner input from principals regarding supports that would reduce isolation and provide time 
and support to leave schools to engage in professional development.  

9. Continue to incorporate online learning into professional development pilot programs to 
ascertain how new technologies may create leadership networks that facilitate collaborative 
endeavors and provide opportunities to share expertise among school leaders. The use of 
technology may be most valuable in jurisdictions spanning large areas making frequent travel 
impractical. 

 
Research 
1. Engage in sustained narrowly-focused inquiry through the use of a multiplicity of 

methodologies, including rich descriptions of principals’ reflective and reflexive practices, to 
to reconceptualize school leadership by fostering deeper understanding of the how and why 
of effective school leadership. Consideration must be given to implications for the study of 
school leadership, including: (a) analyzing leadership practice at the school level, rather than 
emphasizing traits or roles of individuals (Spillane, Halverson & Diamond, 2001; Yukl, 
2002); and (b) engaging in systematic and in-depth inquiry into routines and artifacts that 
enable or constrain leadership practice and professional learning (Spillane, 2006).   

2. Problematize traditional notions of professional development perceived to support school 
improvement. Garner principals’ views and understandings to examine the degree to which current 
professional development models (a) draw on theories of educational administration and leadership 
that equate leadership with the roles of the school principal, (b) reflect contextually-varying 
environments that cultivate conditions for varying leadership strategies, (c) construct leadership as a 
shared influence process, and (d) allow participants to define and evaluate professional development 
goals. 

3. Investigate affective and motivational dynamics that impact group interactions and individual 
motivation and capacity to reflect. Explore how physical and metaphorical space supports dialogic 
interactions that enhance individual and organizational learning.  

4. Engage in an investigation of the current state of school administrator preparation programs 
and certification in Canada, the United States, and abroad to examine (a) how administrator 
preparation programs incorporate contemporary education theory and research (e.g., 
leadership, education reform, school improvement), (b) the extent to which the curriculum 
and course work reflect local educational legislation and policy, and (c) program graduates’ 
experiences and perceptions of the particular preparation programs. 

5. Explore how normative discourses inherent in the organizational, social, political, cultural, 
and ethical contexts of schooling may repress and constrain principals’ efforts to provide 
leadership for school improvement. Specifically consider:  (a) the tension and conflict 
between authoritative and personal communities of discourse; (b) the role of the principal 
and for whom the principal speaks; (c) how the principal negotiates dissonance between 
competing ideologies and conflicting criteria; and (d) to what extent principals consider their 
own voices to engage in dialogic discourse that elucidates new possibilities for schooling.  
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Appendix A – ROP Institute Program Plan for 2006 - 2007 
 

Dates 
 

Face-to-Face Workshop Topics Dates Online Tasks  
(ROP Web Site) 

Early 
October 
 

One full day: 
• Program overview 
• Professionalism 
• PQPS 
• Role of school 

administrator/leader 
• Instructional leadership 
• Reflective practice 
• Journaling 

  

Late 
October 
 

One evening and one full day: 
• Online learning communities 
• Collaboration within a 

professional learning 
community 

• Trust 
• Overview of action research 

October • Hands-on web site tour 
and logging in 

• “Getting to Know You” 
activity 

• Developing online 
protocols 

• Use of focus 
conversation method to 
reflect on principals’ 
use of time over the 
course of one week 
(and the impact of 
activities on 
instructional 
leadership) 

Late 
November 

One full day: 
• Review orientation of the 

ROP web site 
• Literature review 
• Research ethics (Code of 

Professional Conduct, FOIPP, 
ethical research practice) 

• Action research data sources 
• Action research proposals  
• Peer review process  

November 
- Mid-
January 

• Developing a good 
research question 

• Exploring the link to 
Federal Ethics web site 

• Accessing online 
professional literature 
databases (area of 
interest) 

• Posting literature 
reviews 

Late 
January 

One half-day: 
• Peer review of action research 

project proposals 

January-
February 

• Posting draft action 
research proposals  

• Review critical friends 
protocol 

• Use ROP peer review 
template to provide 
feedback to group  
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• Ongoing feedback 
regarding projects 

Late 
February 

  • Discussion and 
problem solving related 
to action research 
projects and progress 
(cancelled) 

Mid-April 1 day (optional): 
• Work on completing action 

research report 

  

Late May One half-day: 
• Presenting action research 

findings 
• Celebration of professional 

learning.   

April-May • Preparation of research 
reports 

• Feedback on research 
reports, from team 
members 
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Abstract 

 Although arguments in current educational literature claim leadership to be a critical 
factor in school improvement, there is ambiguity surrounding the role and sources of leadership, 
and minimal research documenting understandings of school principals. This article reports on 
principals’ perceptions of distributed leadership gathered through interviews with school 
administrators in an Alberta jurisdiction. Grounded in the everyday work of schools, the study 
explores the merits and limitations of Spillane’s (2006) notion of distributed leadership. 
Conceptualizations underpinning distributed leadership are examined in light of principals’ 
experiences and understandings. The latter section of the article considers persistent issues or 
controversies in the education field that yield implications for the practice and study of 
educational leadership.   

2008 HICE Proceedings 
Page 4381



 

 2

Introduction and Purposes 

Current educational research underscores the importance of the principal’s leadership in 

school improvement (Hallinger & Heck, 1998; Leithwood & Jantzi, 2000; Sergiovanni, 1992; 

Sheppard, 1996).  While there are extensive studies about what structures, roles and processes 

impact school improvement, relatively few studies explore how leaders make decisions and 

undertake actions for school improvement. Heck and Hallinger (1999) substantiate this claim 

through a review of the educational literature – citing many “blank spots” (i.e., shortcomings 

such as “in-depth description of how principals and other school leaders create and sustain the 

in-school factors that foster successful schooling”) and “blind spots” (i.e., epistemological and 

theoretical biases that limit understanding, such as scholarly preoccupation with principals’ 

leadership that “ignored other sources of leadership within the school") (p. 141). 

Spillane (2006) adopts a cognitive perspective when offering the distributed framework 

as a diagnostic and design tool to help practitioners explore how the practice of leadership is 

“stretched over” leaders, followers, and the situation.  The situation is an integral and 

constituting component of leadership practice. Within this paper, the concepts underpinning 

Spillane’s (2006) notion of distributed leadership are examined in light of Alberta principals’ 

perceptions of leadership. In addition to critically examining the merits and limitations of 

Spillane’s framework, I will consider persistent issues or controversies in the education field that 

yield implications for the practice and study of educational leadership.   

Context 

Education reform has been a dominant topic of debate in policy arenas over the past 

decade (Levin, 2000). Trans-national studies identify similarities in reform, including “the 

devolution of financial and managerial control to more local levels, promotion of parental 

choice, increasing diversity of provision, and a change in the role of governments” (Taylor, 

2001, p. 8). Having to respond to ideologically-driven reform, the work of school principals 

continues to intensify and become more complex (Wallace, Foster & da Costa, 2007).  

Within Alberta, provincial (Alberta’s Commission on Learning, 2003) and local 

jurisdictional policies (Edmonton Public Schools, 2007) describe the principal as an instructional 

leader who, directly and indirectly, influences teaching and learning. The School Act (Province 

of Alberta, 2002, Part 2, Section 20) states that the principal of a school must (a) provide 

instructional leadership; (a) ensure that the instruction is consistent with provincial courses of 
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study; (c) evaluate or provide evaluation of programs; (d) ensure that students have the 

opportunity to meet educational standards in the province; (e) maintain order and discipline; (f) 

promote school-community cooperation; (g) supervise evaluation and advancement of students; 

and (h) take responsibility for the evaluation of teachers.  

Currently, Alberta and other Canadian provinces are actively working towards legal 

certification of school principals. The associated rhetoric in Alberta’s draft Principal Quality 

Practice Standard (PQPS)  provides yet another description of the principal as an instructional 

leader who requires “in-depth knowledge of curriculum and pedagogy” to meet provincial 

educational goals (Alberta Education, 2006, p. 5). Alberta principals are expected to meet this 

standard, in addition to other legislated requirements and policies, through the duration of their 

careers. 

During the 2006-2007 school year, as a strategy to enhance instructional leadership, the 

Alberta Teachers’ Association in collaboration with the University of Alberta and one school 

jurisdiction piloted a new professional development program for school principals. The 

Reflections on Practice - An Institute for School Leaders (ROP Institute) was comprised of a 

cohort of school leaders and central office personnel who engaged in interactive workshops, 

online discussions, and action research throughout the school year.  Participants were challenged 

to reflect on their professional practice as school principals, question their assumptions and 

practices, and engage in collaborative learning with other school leaders.  This intensive learning 

experience focused on principals’ growth as instructional leaders in relation to Alberta’s PQPS 

by incorporating reflective practice, collective inquiry and action research (Wright, da Costa, & 

Peters, 2007).   

Theoretical Framework 

While there are extensive studies about what structures and roles impact school improvement, 

relatively few studies explore how and why leadership is undertaken by multiple leaders in diverse 

contexts (Elmore, 2000; Heck & Hallinger, 1999). As the aim of this investigation was to examine how 

principals conceive of leadership, it was decided that a constructivist research orientation would be most 

appropriate. As argued here and elsewhere, a constructivist orientation allowed the researcher to “examine 

how leaders and others in the organization create shared understandings about their role and participation 

in school” (Heck & Hallinger, 1999, p. 146). The strengths of a constructivist orientation, Heck and 

Hallinger contend, “is in illuminating that which is little known or hidden from view” (1999, p. 147). 
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Through examination of the unique nature of each school’s culture and context, the participants’ 

experiences and understandings reveal “how leadership unfolds within school settings as a shared, 

constructed phenomenon” (Heck & Hallinger, 1999, p. 148).  

Method 

This investigation began September 2006; data collection was completed by early June 

2007. To carry out this research, a collective case study approach (Merriam, 2001) and 

comparative thematic analysis (Stake, 2000) were used. The respondent group consists of 

seventeen principals in an urban district within Alberta. Participants were invited to participate in 

a focus group, individual interview, or both. Participants represented a wide range of cases 

(based on varying ages, experiences, background, and qualifications).  Although convenience 

sampling may not always be the most desirable sampling strategy, this non-probability-based 

sampling strategy reduced the more subjective nature of some selection processes (Mertens, 

2005).   

Because the main purpose of this study was to document the perspectives of school 

leaders, the principals of each school were the key informants. Data were collected primarily 

through individual, semi-structured interviews as described by Stake (2000) and semi-structured 

focus group interviews as outlined by Noonan (1997). Other sources included field observations 

(onsite and online workshops), questionnaires (Likert-type and short-answer format), and a 

researcher’s journal. Both focus groups and individual interviews were audio-recorded with 

transcripts and initial interpretations of interview data returned to respondents for a member 

checks before final analysis (Guba & Lincoln, 1985).  

 The first stage of data analysis occurred while data were being collected; the second 

stage was undertaken immediately after the completion of data collection (Bogdan & Biklen, 

2007). Through thematic analysis, data were coded and categorized according to patterns and 

emergent themes related to the purpose of study and research questions (Berg, 2004; Merriam, 

1998).  Data were examined for symbolic language, interactions, and objects that elucidated 

principals’ experiences and understandings of distributed leadership (Hatch, 2002). 

Consideration was also given to disconfirming evidence, counter-interpretations, and patterns 

emerging from an absence of data or lack of patterns. Methodological triangulation was used to 

enhance trustworthiness. In addition to member checks, prolonged engagement at workshops and 
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on the website provided opportunities to capture salient issues and note divergent information 

and themes (Guba, 1981).   

Merits of Distributed Leadership 

The following section provides a discussion of school principals’ experiences and 

understandings of leadership. These findings elucidate the merits of Spillane’s (2006) distributed 

leadership theory. 

Disputing role-bound theories of leadership  

Many principals told me that increasing workloads, expectations for accountability, and 

implementation of school improvement reforms demand a reconceptualization of traditional 

school leadership roles. Although the principal was often deemed to be the “catalyst” for school 

improvement, most participants readily highlighted the contributions of informal leaders such as 

teachers and counselors.  

Expressing dissatisfaction with approaches of instructional leadership that focus on the 

principal as the center of knowledge, power and authority, one principal stated, “I don’t set 

myself up as the big guru…Why would I set myself up as knowing any more or any less than 

they [teachers] do?” One of the impediments to instructional leadership, as described by 

principals during the interviews, was the principal’s burden of independently assuming 

leadership responsibilities.  

Participants felt it was unrealistic for the principal to be viewed as an “expert” in all 

instructional matters. Several principals admitted to having less expertise than the secondary 

teachers they supervised. Principals preferred leadership approaches premised on people leading 

when and where they have expertise and espoused the benefits of teachers serving as 

instructional leaders. “Maybe that’s what the instructional leader means – it’s not doing it all 

yourself,” reflected one principal who challenged traditional conceptualizations of instructional 

leadership. Although there was definitional diversity among principals’ constructions of 

leadership, there was a high degree of consensus that instructional leadership models 

(emphasizing the principal’s role in directly defining mission and managing curriculum and 

instruction) were problematic.  This principal stated, "It puts me in a position where I’m 

supervising teachers. I’m not comfortable doing that because I’m a classroom teacher, as well as 

an administrator, and I would never put myself above another teacher professionally."  
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Principals welcomed of the informal leadership that naturally emerged in different 

situational contexts. Distributed leadership seemed to flourish when a principal supported 

“capacity building” (Lambert, 2002) and developing learning communities (Leonard & Leonard, 

2001). Principals relinquished control and shared authority with teachers because of their deep 

belief in the notion that “Everyone is a teacher, everyone is a learner.” Cooperation, over 

competition, seemed to be valued as a means to improving schools and professional practice.  

Principals described how they tried to strategically and authentically involve others in 

school leadership. One principal explained:  

When [the assistant principal] and I are away from the office it is an opportunity for 
teachers to come in and take our place…We’ve intentionally tried to create different 
kinds of opportunities for leadership. A lot of times, we say, “Here’s an opportunity. If 
you want to avail yourself of it, you can.” 

 
Analyzing how tasks are “stretched over” the practice of multiple players, distributed leadership 

is focused on who takes responsibility for a task and how the task is accomplished through 

interactions of multiple leaders and followers (Spillane, 2006).  Leadership was a choice open to 

school members in a range of situations and at different times. The ROP Institute principals 

reported that structural changes previously brought about by school-based decision-making also 

resulted in broad-based involvement of others through shared decision-making, distributed forms 

of leadership, and other inclusionary processes.  

Recognizing certain “blank spots” and “blind spots,” Spillane’s (2006) distributed 

framework offers insight into the practice of school leadership.  Promoting multiple and 

distributed sources of leadership stretching over complex social and situational contexts, Spillane 

disputes positivistic and bureaucratic leadership theories emphasizing specialized roles, 

behavioral traits, and unilateral functions. He presents a compelling view of leadership as a 

shared, social influence process whereby intentional influence is exerted by leaders and 

followers over other people “to structure activities and relationships in a group or organization” 

(Yukl, 2002, p. 3).  Considering schools operate within complex open systems, Spillane also 

argues that it is unrealistic for principals to be “experts” in all matters.  Supporting Elmore’s 

(2002) principle of comparative advantage, distributed leadership is premised on people leading 

when and where they have expertise. Spillane makes a compelling case for more manageable and 

effective practice “stretched over” multiple appointed and de facto leaders.  Moreover, leaders 
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are dependent on followers and followers are equally crucial in creating practice and 

understanding leadership dynamics.  

The situation aspect 

Considering recent dissatisfaction with models of instructional leadership focusing on the 

principal as the center of knowledge and authority, Spillane’s (2006) distributed framework 

conceptualizes leadership  “as a product of the interactions of school leaders, followers, and their 

situation” rather than “as a product of a leader’s knowledge and skill” (p. 144).  Considering the 

socio-cultural context of leadership that constitutes and defines leadership practice and 

influences interactions between leaders and followers, one principal in this study described how 

the teacher evaluation format that he selected would focus his attention on different aspects of 

teaching (i.e., generic checklists to monitor components of lesson plans defined his practice 

differently than when he made anecdotal observations of student learning). He purposefully 

chose to write anecdotal notes in an effort to engage teachers in an ongoing dialogue and to 

prompt reflective practice and professional growth.  In this case, the principal’s hands-on 

negotiation of the situation (i.e., the use of the evaluation tool) defined his interactions with the 

teacher, as well as the outcome of the evaluation process.  

Principal respondents believed that new and enhanced learning occurred as a result of the 

concerted action that emerged through the dynamic interactions between individuals or the 

group, as well as the given situation. This is further illustrated when a principal described how 

report cards could be used strategically to engage teachers in professional and collaborative 

dialogue about teaching, learning, and assessing student progress, rather than serving just as a 

summative achievement record. When asked about school improvement, the principal indicated 

that teacher practice and ultimately organizational change was enhanced through collaboration.  

These findings were indicative of Spillane’s (2006) distributed leadership theory that 

elucidates how the socio-cultural context of leadership (situation) constitutes and defines 

leadership practice and influences interactions between leaders and followers.  Situation includes 

designed routines, tools, artifacts, and structures through which people act – the how of 

leadership practice is fundamentally enabled or constrained by situation. For example, Spillane 

provides a similar example whereby achievement data could be analyzed for curricular coverage 

or test preparation, or on the other hand, the same achievement data may frame professional 

discussions about future learning priorities.  Although the importance of situation is documented 
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in contingency theories, Spillane asserts that situation is not an independent, external variable, 

but rather it must be “identified as a constitutive and influential component of leadership 

activity” (Timperley, 2005, p. 417). 

The relationship between distributed leadership and school improvement 

As principals engaged in school improvement initiatives, they placed great importance on 

relational aspects of leadership and the development of learning communities. For example, one 

principal suggested, "One of those great services that we give to children is to be supportive of 

teachers.  All of it comes back to relationships.”  Many participants described interdependencies 

existing within “healthy” relationships: 

Everyone’s playing a role…everyone’s buying into it right now… You know on staff 
you’ll have a group of back benchers who are you know … well some of those 
[backbenchers] have really come forward and are strong members of our community 
now… They’re not talking in the parking lot about what’s going on. They’re coming and 
talking to us and say, “There are some things we’d like to work on” and they feel like 
they’re a part of the picture. 
 

Emphasizing relational aspects of leadership within organizations such as schools, one principal 

described the benefits of distributed leadership: 

We have humour in the workplace. In four and a half hours, you know an outsider 
looking in [where the principal and assistant principals are collaboratively planning and 
reflecting] would think, “All they do is laugh in there. Don’t get any work done.” It’s 
amazing how much work gets done in that time.  Monday use to be the worst day of the 
week for me and Monday is the one day I look forward to the most because I know we’re 
gonna have four hours of laughing and getting work done. We’re stupid busy – but it’s 
fun because we care about each other and we help each other out. If I need something I 
know I can just ask anybody.  

 

In my reading of the data, principals perceived leadership as occurring within the context of the 

community and in between individuals, rather than as a mere function of one's position or 

authority.  

Spillane (2006) argues that it is the interactions of people or the “reciprocal 

interdependency between their actions” (p. 146), not solely the actions and expertise of heroic 

principals, that construct leadership practice.  Building on organizational theory, Spillane 

identifies collaborated, collective, and coordinated forms of distribution.  In each case, Spillane 

presses leaders to look beyond who takes responsibility for particular functions and routines and 

points out how leadership practice exists in the intersection of leaders, followers and their 

2008 HICE Proceedings 
Page 4388



 

 9

situations. Similarly, Smylie and Hart (1999) emphasize how “attention shifts from people’s 

actions to their social interactions” (p. 435).  Principals often described how different school 

members emerged and assumed leadership functions as dictated by the situation and their own 

interests and expertise. 

Human and social capital theory suggests that social relations enable or restrain 

productivity, thinking, and learning (Smylie & Hart, 1999).  Distributed leadership is premised 

on recognizing communal and relational aspects of leadership.  Dialogue, as described by 

Spillane (2006), multiplies the original, individual act of leadership by bringing people, 

materials, and organizational structures together in a common cause. Through dialectic 

engagement, principals validated conflict as means to deepening understanding.  As evident 

within this study, and as described by Spillane, collective inquiry potentially created shared 

vision and accountability and reflected the dynamic interdependence and influence that occurs 

between individuals and groups as they engage in a continuous pattern of co-construction 

(Copland, 2003; Greenfield, 1993; Yukl, 2002).  

Distributed leadership was described by respondents as offering opportunities for 

principals and teachers to learn from each other by interrogating assumptions and sharing 

practices. One principal shared, “By being introspective and thinking and just keeping things to 

myself I’m not going to learn.” During the ROP Institute, principals came to recognize how 

diverse viewpoints prompted reflection. One principal suggested, “We need one another's ideas 

for stimulation and we need one another's perspectives to enrich our own.” Another participant 

agreed and suggested:  

It would almost be nice to have someone come in and look with you and almost ask 
questions that you haven’t asked…There may be a gap that is pretty clear if you are 
looking from the outside, but because you are so internal, you haven’t thought about it 
and you are so immersed in it.  
 

Principals’ understandings also suggested that leadership is enhanced when it occurs within and 

across schools and even other school jurisdictions. In these cases, collective agency naturally 

emerged from the “bottom-up” rather than being imposed, by the formal leader, on others.  

Distributed leadership appeared to be a non-hierarchical and inclusive leadership 

approach that fosters collaborative and ethical practice (Ryan, 2003; Starratt, 2004). Implicit in 

the constructions of the principal respondents’ belief about distributed leadership was the 
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importance of fostering ownership in order to enable others to contribute more effectively to 

school improvement efforts. One principal stated: 

There’s just ownership on every aspect of the way the school is run. There are more 
people buying into that ownership. We’ve now included our counsellors…and other staff 
members are also coming into our meetings. 
 

Recognizing that performance is negatively impacted when people feel alienated and powerless, 

Spillane’s distributed framework emphasizes the critical relationship between motives, 

resources, leaders, and followers.  

Conceptualizing leadership “as an organizational entity rather than the property of a 

single individual” (Hallinger, 2003, p. 338), Spillane acknowledges the managerial imperative 

dominating principals’ work and argues that transactional routines (macro and micro) also 

constitute practice – even if technical tasks protect and legitimize institutionalized structures.  

Therefore, leadership is inevitably distributed in schools; however, the distribution may or may 

not be transformational in nature (Timperley, 2005). Hence, distributed leadership places great 

emphasis on both social interaction and situation simultaneously (Spillane, 2006).  Emphasis is 

placed on “how the leadership activities are distributed and the ways in which this distribution is 

differentially effective” (Timperley, 2005, p. 397).  

Limitations of Distributed Leadership  

Educators must assume a critical attitude to consider how new theories play out in 

problematic and contradictory ways.  Without intending to diminish the merits of Spillane’s 

(2006) distributed framework, I offer the following discussion of school principals’ experiences 

and understandings to explore the potential limitations of Spillane's theory of distributed 

leadership.   

Leadership in a time of educational reform 

The notion of distributed leadership was used interchangeably by principals with shared, 

participatory, democratic and collaborative leadership approaches, as well as professional 

learning community, teamwork, and collegiality. Although these constructs were often used 

synonymously with distributed leadership, one participant emphasized that distributed leadership 

is the product of interactions between people and the situation (e.g., environment, artifacts and 

routines) and it should not become another “innovation” or “thing that is added to the principal’s 

plate.” 
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Within the current context of educational reform (e.g., standardized testing and schools of 

choice), many principals reported diminishing levels of quality and satisfaction with their 

professional lives. The participants described numerous disincentives associated with the 

principalship that made it challenging to engage in focused and sustained school improvement. 

One principal stated, “I can tell you in our District that we get onto too many bandwagons.  

Everyone is going in so many directions.” This was echoed by a newly-appointed principal who 

indicated that the distribution of leadership helped him delegate tasks and shift administrative 

responsibilities (to others) to make his work more manageable. On two other occasions, 

distributed forms of leadership were identified as critical to “survival” within the current climate 

of reform. Such comments left me wondering if distributed leadership served as a guise for the 

mere delegation of administrative responsibilities and tasks. It appeared that discussions of 

distributed leadership ended prematurely with acknowledgment that multiple individuals take 

responsibility for leadership.  In some cases, it was challenging for practitioners to understand 

the extent that situation actually constitutes and defines leadership practice through interactions 

between leaders and followers.   

Despite a desire to distribute leadership among school members, principals lacked the 

means to recognize teacher-leaders (e.g., providing remuneration or incentives such as release 

time from teaching responsibilities or appointments to formal leadership positions). Principals 

had little autonomy in regard to staffing decisions. For example, several participants reported 

having unsuccessfully protested a local policy that prevented the expansion of formal leadership 

networks within their schools: 

We have a policy here on vice-principalships and there are thresholds …It doesn’t 
acknowledge the realities…. But what’s the difference when you administer a school of 
180 and 220 [students]?  There is no difference, but that threshold is there.  
 

Principals suggested that within the current reform context, this was one of many structural, 

cultural and micro-political barriers they faced.  

Despite dispelling notions of the “heroic” principal, tension existed as principals 

navigated between “top-down” and “bottom-up” approaches to building leadership capacity. One 

participant shared, “The principal sets the tone for the whole building.  Whether you like it or 

not, they are looking at you, right?” Another principal stated, “Every now and then, the captain 

[principal] needs to get out and move to the front of the ship and steer the vision." With 
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expectations to magnify organizational potential and improve student achievement, principals 

were not always confident that pooling the expertise of school members was more effective and 

efficient than relying on more directive leadership approaches. 

Problematizing the principalship 

Spillane's (2006) assumption that principals understand how position and relationships 

may be used positively or negatively is problematic.  Even as principals extended opportunities 

for distributed sources of leadership that stretched over differing social and situational contexts, 

principals, by virtue of legal authority and designated position, were still "managers of 

organizational meaning" (Anderson, 1990, p. 43). Principals indicated that they had little latitude 

to initiate change and be reflective within school improvement efforts.  One principal 

maintained, “I really can't see how my day could be structured differently, as it really isn't 

‘mine.’”  Illuminating the inevitably value-laden nature of leadership, several principals 

described ethical dilemmas associated with being "asked" or “mandated” to engage in certain 

improvement initiatives that were in opposition to their own, or their school community’s values. 

Once principal questioned: 

How do I really feel about what I’m being asked to do?  I think the bigger challenge is to 
work and get some kind of common understanding of how we feel about what it is we’re 
being asked to do with kids. 
 

Nonetheless, the commitment or “buy in” of teachers was secured more quickly when school 

members, other than the principal, actively promoted school reform initiatives.  

Principals were generally reluctant to respond to my questions about what happens in the 

absence of positive working relationships. However, one principal indicated that those teachers 

within his school, who are on the periphery, choose to challenge his decision-making by 

circumventing established protocols: 

They just go out of the building right away and it turns into the parking lot chat or it ends 
up coming down [to central office].  And, if it’s given any merit [by senior 
administrators], then they tell the next person that has an issue, “You just do this, it 
worked for me last time.” 
 

As I reflected on this data, I discovered that these “teachers on the periphery” also assumed a 

leadership role with other school members – albeit in opposition to the principal’s perspective or 

directive. 
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Principals expressed feeling of vulnerability when speaking about people or situations 

that threatened the coherence that they deemed essential to school improvement. They often 

spoke about distributed leadership as an effective strategy to create “buy in” or “build 

consensus” around school mission and plans. However, shared vision was more likely, one 

principal argued if the formal leadership team held common beliefs and goals and if the team 

communicated consistently. He explained how “We stick up for each other.…Now we do so 

much tag teaming that people feel like it doesn’t matter who they take a problem to – they know 

what they’re gonna get.” In this instance, I discovered that few opportunities and space existed 

for those school members who challenged the leadership team’s vision – only those who 

supported the principal’s vision or the team’s plans were invited to actively participate in school 

improvement efforts.  

Within Spillane’s distributed framework, limited consideration is given to analyzing 

ethical issues and micro-politics inherent in change or school improvement reforms (Anderson, 

1990; Bourdieu & Wacquant, 1991).  Subsequently, my analysis of the data revealed that 

principals themselves were barriers to distributed forms of leadership that may foster school 

improvement. For example, by holding tightly to power and control, refraining from nurturing 

alternate leaders, and choosing to involve only those who support their agenda, principals 

intentionally distributed and limited leadership opportunities (Hatcher, 2005). At times, it 

appeared that principals created conditions for “unchosen” teachers to surreptitiously lead, or for 

followers to influence leadership through subtle insubordination.  Moreover, the study raised 

important ethical considerations around use of distributed leadership to inadvertently or 

explicitly secure and coerce commitment of teachers to improvement interventions and 

government reforms (Hatcher, 2005).   

Social trust and cohesion was viewed as critical to building instructional leadership 

capacity. Although different school members assumed leadership roles as dictated by the 

situation and their own interests and expertise, principals readily admitted that some teachers 

questioned the extent of their discretionary decision-making abilities. One principal explained: 

It’s really hard because when you’re on a committee, they always think because you’re 
the administrator, your chairing…you make all the decisions.  We like to be the ex-
officio member of the committee but we like to be on…like part of me wants to be there 
to see what’s going on.  
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Despite attempts to distribute leadership, this principal was still perceived, by teachers, as 

holding and seeking the “real power.” Yet, with the exception of one principal who viewed his 

role as more of an “authoritarian figure,” the other principals indicated a commitment to 

reciprocal learning and inclusive leadership. In fact, one principal stated that school leaders need 

to continually ask, “Do teachers perceive that you are behaving properly?"  

Ignoring how principals participate “as unequal subjects” fails to make “explicit the 

political nature of education and how power operates to privilege, silence, and marginalize 

individuals” (Anderson, 1990; Ng, 2003, p. 214).  Although Spillane (2006) discusses the “myth 

of individualism” (p. 103), he rarely acknowledges the need for school principals to examine 

their educational values and practices by examining their own role in each act of 

power/knowledge that may pervasively and silently operate to monitor, classify, and control. 

During the interviews, only a few principals emphasized how reflection could challenge 

the routine and insular context of the formal principalship. However, one participant noted, “You 

need to hold up the mirror to yourself … What do I need to do differently to change? … You’re a 

big variable in the equation.” Rarely did participants interrogate ethical issues inherent in school 

improvement reforms – the role of the principal and micro-politics were not subject to critical 

analysis. 

Exploring alternate roles and sources of leadership 

Spillane presents an alternative to hegemonic management models that limit widespread 

participation.  However, insufficient attention is paid to the redistribution of power beyond 

teaching staff to include students and parents (Foster, 1989; Foster, 2004).   

During the course of the year, I observed the principals in interactive workshops and 

online discussion groups. I noted that the majority of principals generally selected like-minded 

colleagues and mentors to discuss leadership challenges and unanticipated administrative 

problems. In such cases, Spillane’s (2006) notion that closed social structures enhance leadership 

practice is questionable.  Smylie and Hart (1999) would concur and explain the importance of 

balance between openness and closure of social structures and internal and external ties. Closed 

structures “limit access or receptiveness to new and potentially challenging information” and 

reinforce “problematic knowledge and assumptions and lead to inferential errors, poor decisions, 

and unproductive behaviors” (Smylie & Hart, 1999, p. 425).  
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One participant argued that school improvement was enhanced through the authentic 

involvement and participation of others. Considering how all stakeholders may potentially 

enhance student learning, this principal declared that problems are better solved collectively 

because "the parents are part of the answer. The teachers are part of the answer...So it’s a total 

team approach."   However, it was observed that non-traditional perspectives of school 

leadership (beyond teacher leadership), related to influence and inclusion, were rarely considered 

within school improvement efforts despite numerous claims about the importance of parental 

involvement.   

Social relations seemed to exemplify “collaborative, but exclusionary professionalism” 

(Hatcher, 2005, p. 263).  This may “spawn and sustain parochial beliefs and unproductive 

practices” if an “open exchange and critique of ideas and assumptions, multiple referents and 

sources of information, and equitable distribution of authority” is lacking in interactions of 

leaders, followers and their situation (Smylie & Hart, 1999, p. 437).  Spillane’s (2006) 

framework rarely considers how closed forms of distributed leadership may potentially limit the 

collective and democratic management of schools through exclusion of certain individuals or 

groups from full participation (Hatcher, 2005; Shields & Sayani, 2005).  

Questioning the extent that distributed leadership impacts student learning 

Most principals provided ambiguous and simplified descriptions of how distributed 

leadership potentially impacts teaching and learning.  Most comments reflected common rhetoric 

espousing student learning as a priority, “Kids come first…Any decision that I ever make in the 

building is for the betterment of kids.” Pondering, "What kinds of things can we be doing to 

support teachers in their efforts to increase student learning?" a one participant stressed: 

Continually looking at what we are doing and what we can do to improve our practice 
that ultimately serves children. In my mind, we should always be questioning what we 
are doing – Are we doing this well? Effectively?  But ultimately for children?  
 

The emphasis on interactions between leaders and followers is well-developed in 

Spillane’s distributed leadership framework, yet connections to student learning are vague. 

Spillane (2006) concludes that “leadership practice connects with instructional practice” and that 

“teaching and learning should be a central concern" (pp. 90-91). Whereas, “student achievement 

ought to be the dominant criteria on for assessing leader[ship] effectiveness” (Heck & Hallinger, 

1999, p.158; Timperley, 2005), Spillane (2006) purports that “figuring out the nature of the beast 
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is imperative before making any attempts to measure its effectiveness on teaching and student 

learning” (p. 102). Furthermore, Spillane's emphasis on multiple people and situations tends to 

blur and reduce student learning to oversimplified representations. Timperley (2005) emphasizes 

how “increasing the distribution of leadership is only desirable if the quality of the leadership 

activities contributes to assisting teachers to provide more effective instruction to their students" 

(p. 417). 

Implications for Practice and Future Study of Educational Leadership 

Although distributed leadership provides a theoretically-grounded framework, the 

concept is relatively new, lacks a widely-accepted definition, and has a limited empirical 

research base (Copland, 2003; Timperley, 2005).  Researchers should build upon Spillane's 

(2006, p. 89) work by “understanding leadership practice as a basis for thinking about its 

improvement.” The analysis of principals’ perceptions raise several implications for the practice 

and study of educational leadership.  

Firstly, traditional understandings of school organization and leadership need to be 

problematized. Principals’ views may provide a context to examine the degree to which current 

models of leadership (i) equate the principalship with leadership in school improvement 

(Spillane, 2006), (ii) reflect contextually-differing environments that cultivate conditions for 

varying leadership strategies (Heck & Hallinger, 1999), (iii) construct leadership as a shared 

influence process (Yukl, 2002).  

Secondly, further empirical research needs to be undertaken to elucidate the strengths and 

limitations of distributed forms of leadership. Using Spillane’s (2006) distributed framework as a 

lens to generate insight into leadership practice, principals’ views need to be considered when 

examining how distributed leadership may potentially  (i) emphasize leadership practice at the 

school level, rather than merely emphasizing role-bound theories; (ii) recognize situation as a 

defining element of practice (Spillane, 2006); and (iii) promote more “socially critical” 

leadership (Shields & Sayani, 2005). Further research needs to be conducted to examine how 

distributed leadership becomes problematic when (i) limited consideration is given to analyzing 

the ethical issues and micro-politics inherent in school improvement (Anderson, 1990), and (ii) 

the exclusion of certain individuals or groups from full participation limits the collective and 

democratic management of schools (Hatcher, 2005; Shields & Sayani, 2005). Additional 

research is also required to understand issues of teacher leadership, including observations of 
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those who actively resist or passively avoid leadership (Burns, 1978) or those who effectively 

create coherence through boundary spanning (Timperley, 2005). 

Many principals in this study argued that we need to reconceptualize leadership for 

school improvement. However, these participants expressed an unwillingness to reflect on and 

critique the contradictory nature of their role as defined and produced by current reform 

discourses. Based on interpretations from this case study, I urge further examination of how a 

distributed perspective impacts student learning and teacher performance (Hatcher, 2005; 

Timperley, 2005).  

To address Heck and Hallinger’s (1999) “blank spots” and “blind spots,” a more nuanced 

understanding of distributed leadership may be garnered through descriptive methodologies such 

as longitudinal observations, interviews and case studies to ascertain the “quality of activity and 

its consequences” (Timperley, 2005, p. 417). Evocative cases viewed through a multiplicity of 

perspectives and comprised of rich descriptions of integrative practices may elucidate deeper 

understanding of school leadership (Leithwood & Duke, 1999; Young & Lopez, 2005; Yukl, 

2002).  Also, the use of different methodologies that aim to seek the informative voices of school 

principals, who are largely ignored within contemporary educational research, may provoke 

alternative ways of thinking about leadership for school improvement in terms of both theory and 

professional practice. The need for broadening conceptualizations of leadership has never been 

greater because (i) many reform efforts have failed to improve student achievement and to 

reduce the educational and income gap in Canada (Fullan, 2007; Levin, 2005), and (ii) large 

numbers of senior educational leaders (i.e., principals and superintendents) are predicted to soon 

leave their positions (Levine, 2005).  

Conclusion 

Within the content of the ROP Institute and this study, many principals saw great benefit 

in sharing decision-making responsibility and leadership opportunities by drawing on expertise 

where-ever it exists in the organization (e.g., other principals, teachers, and occasionally 

parents). The principals’ views of leadership does not envision “the principal” as the singular 

leader in the school; in essence their view of distributed leadership served to broaden the group 

who make decisions and set direction for an organization such as a school. Recognizing and 

welcoming varied and multiple sources of leadership with their schools, these principals 

2008 HICE Proceedings 
Page 4397



 

 18

questioned notions of instructional leadership in which the principal directly manages and 

controls teaching and learning.  

Providing a useful lens to reflect on practice, rather than prescribing a blueprint that 

defines and limits practice (Schön, 1987), Spillane's (2006) distributed leadership framework 

validates Greenfield's (1993) premise that organizations are created through human intention and 

decision-making and maintains that principals have a great degree of autonomy regarding 

leadership practice. Grounded in the everyday work of real schools, Spillane’s (2006) cogent 

analysis of distributed leadership generates insight into “how leadership unfolds within school 

settings as a shared, constructed phenomenon” (Heck & Hallinger, 1999, p. 148). At a time when 

there is consensus among practitioners, policy makers, and academics for the need to 

fundamentally rethink school leadership, I emphasize that, notwithstanding these criticisms, 

Spillane’s (2006) theorization of distributed leadership makes the “black box” of leadership 

practice more transparent by illuminating how and why leadership is naturally undertaken by 

multiple leaders in diverse educational contexts. 
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After Considering the History, the Voices, and the Roles of Graduate Students in Higher 

Education Governance: 

The Need of a Longitudinal, Mixed-Method Research Study 

 

Introduction and General Overview: 

 This research study proposal provides for a chance at a discussion that, while it has not 

appeared much in the literature, can bring tremendous insight into the subject of governance in 

higher education.  Governance issues tend to be equated with the structural roles of institutional 

governing boards such as boards of trustees or boards of regents (Brown II, 2000; Marcus, 1997).  

This proposal would emphasize the roles and voices of students by examining and interpreting 

their descriptions and roles in governance.  Students are a key constituent. 

 . . . they {graduate students} want a voice in the decisions that affect their lives” and “. .  
. to assert their dignity and power in the face of downsizing, casualization, and the  
infiltration of the profit-motive into the professional world . . . 

         (http://cgeu.org/faq.php) 
 

Students and higher education have been close partners in the process of both personal 

and community development since the inception of the first institution of higher education in 

America.  The two are inexorably intertwined.  Students are the central core and reality of the 

existence and purpose of higher education (AAUP, ACE, & AGB, 1966).  Yet, on several issues, 

students regularly maintain a limited role.  One such issue is higher education governance.  

Gaining an understanding of students is critical for all active persons involved in education.  

Students are perhaps the most important component of higher education and act as the recipients 

of knowledge, skills, and development (Eaton, 2002).  The gaps in the research of the topic are 

substantial and offer tremendous opportunity for further delineation and study.  This is not to  
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assert that other functional components of institutions are not as valuable.  Faculty members, 

administrators, donors, board members, and many others serve in key roles (Brown II, 2000).  

Students, however, in essence, represent the present and the future of higher education. 

The importance of gaining a more complete understanding of student involvement with 

higher education governance cannot be emphasized enough.  Initially, students can gain real 

skills from their involvement.  Communication, leadership, and political skills are three such 

skills (Altbach, 1973).  Students are an invaluable constituent for governance at the university.  

And, this is more than representational importance.  Students, particularly those that have a few 

years of experience with the university learning environment, likely could have the aptitude and 

the ability to provide productive service in governance.  Student input in institutional decisions is 

critical. 

Consider faculty in the context of higher education governance.  Faculty members have 

powerful roles in higher education governance yet lament their understanding of their own roles 

in this process (Tierney & Lechuga, 2004).  A hypothetical example may help to elicit context.  

Could it be reasonably argued that the following example of what Kezar (2006) would 

characterize as an insider perspective situation is any more or less ideal for an institution of 

higher education?  A faculty member from the English department becomes recently appointed 

to a university-wide committee on determining where to make considerable, system-wide budget 

cuts.  Now, remove the words ‘faculty member from the English department’ and replace with 

‘graduate student majoring in communication.’  Arguably, either the faculty member or the 

student could be relatively equally effective on the committee.  How could either constituent 

have a full understanding or even significant experience related to the university budget system  
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prior to their recent committee involvement?  This example demonstrates one more argument for 

allowing students an active role in the governance of higher education.   

Participation in higher education governance should include those that are the key 

constituents: 1). faculty members, 2). administrators, 3). students, and 4). staff members.  

Differing opinions and styles of communication often tend to provide more well-rounded 

decisions and direction for an organization (Bolman & Deal, 2003).  This probable diversity of 

opinions and backgrounds should only make the process more complete and effective. 

It is critical to define important terms within this proposal.  The words ‘students,’ ‘higher 

education,’ and ‘governance’ elicit broad, general constructs open to much debate.  It is 

necessary to further outline and limit the scope of these three in order to proceed with a succinct, 

analytical discussion.  Concerning students, the focus will be on graduate students and, 

specifically, their voice in higher education governance.  While the subject of students is 

abundant in the literature of higher education, the topic of students and governance issues 

becomes much less apparent.  The systematic study of governance issues for students in relation 

to graduate students and establishing employee work unions is a relatively new addition to the 

field and one that seems to be gaining momentum (Rhoads & Rhoades, 2005; Julius & Gumport, 

2002; Rhoads & Rhoades, 2002).  Union growth will be discussed in more detail in the 

subsequent literature review.  

Additionally, higher education will be limited to a review of American higher education 

as opposed to international higher education and most of the focus will be at settings of large, 

public research universities.  Again, this reflects the current state of the literature.  There seems 

to be little research on the roles and voices of students at small or private institutions.   

2008 HICE Proceedings 
Page 4406



          After Considering 5 

Governance will be defined in terms of the concept of shared governance – in essence, 

the constituents who participate actively in the decision making processes of institutions 

(Simplicio, 2006; Rosser, 2002; Mortimer, 2003).  Rosser (2002) defines the term ‘governance’ 

as “. . . the structure and process for college and university decision making at the institutional, 

systemwide, or state level” and further describes that “Decision making is a complex 

organizational process that involves communicating, planning, deciding, acting, and reacting 

through information processing or coordinating” (Rosser, 2002, p. 279).  Knowing the basic 

definitions, it is important to now delineate the main foci of the study – the proposed research 

questions to be examined. 

 

The Research Questions: 

 Taking into account potential questions to study, there are many opportunities for 

exploration within this topic given the current composition of the literature within higher 

education.  With the literature being limited on graduate student governance participation, it is 

logical to plan a study that attempts to provide basic description.  The researcher chooses to 

concentrate on the roles and perceptions of students in higher education governance.  These 

questions match both the methods and the methodology that will be described in greater 

specificity later.  Methods and methodology allow for rich, descriptive data to materialize in 

combination with more predictive, quantitative data.  The three research questions to be initially 

explored are: 
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 What are the types or roles for graduate students in the governance of higher education? 

 Over time, are graduate students more aware of and better able to articulate issues of 

higher education governance? 

 What are the factors that encourage or discourage graduate students from participation in 

higher education governance? 

As the study incorporates a mixed-method inclusive of qualitative and quantitative strategies, it 

is possible that another research question(s) or a variation of the above listed research questions 

could be added – something that can be common in qualitative research particularly (Jones, et. 

al., 2006; Creswell, 2007).  This is also not uncommon in constructivist epistemological studies 

where the focus often becomes how reality is determined.  The researcher embraces 

constructivism as a central worldview and believes strongly that knowledge is constructed, in 

social groups, piece by individual piece. 

 

A Discussion of the Conceptual and Theoretical Framework(s): 

 Now that there has been some discussion on the import of the topic in relation to higher 

education governance and higher education in general, one must now turn to how to better 

understand and consider it.  It is imperative that the conceptual and theoretical frameworks 

correspond to the research questions and the overall analytical approach to the data (Jones, et. al., 

2006).  There must be congruent practices for each step in the research process.  Conceptual and 

theoretical frameworks guide the research process in higher education.  They become the way 

that scholars contextualize and evaluate both data and researcher findings and assertions.  These  
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frameworks permit a level of familiarity and a level of congruence and reliability, validity, and 

trustworthiness to individual studies.   

 Adriana Kezar (2006) posits one such conceptual or theoretical frame that is specifically 

intended for increasing knowledge about student voices and roles in higher education 

governance.  This framework she entitles the insider – outsider perspective or paradigm (Kezar,  

2006).  The insider perspective section describes formal, structured roles such as a designated 

membership position on a board of trustees or an ad hoc university committee.  For the other 

section, Kezar (2006) outlines the outsider perspective section as those roles outside of the 

formal processes and often considered as various types of student activism (Altbach, 1973).  This 

paradigm aims to help better understand all portions of the intended research study.  Stated in 

another way, the insider – outsider perspective paradigm provides a common lens of 

understanding for the qualitative and the quantitative data collected over the course of this study. 

Other conceptual and theoretical frames can be considered for future examinations of this 

research topic or other, related topics.  One might use the theory of academic capitalism authored 

by Slaughter and Leslie (1997), especially in conjunction with resource dependency theory.  

Using this lens to understand student voice and roles in governance, one could examine if student 

backgrounds have any relevant affect on student interactions in higher education governance.  

Essentially, academic capitalism posits that those students who have backgrounds where higher 

education is emphasized in multiple, direct ways will tend to succeed in post-secondary 

education environments more so than other students. Yet, more options exist in the service 

learning framework and then, tangentially, to the student involvement theory as outlined by 

Astin (1993).  Students seem to be participating more in service learning opportunities and the  
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various governance positions, whether informal or formal, could be viewed as benefiting from 

this relatively recent interest (Bergan, 2003).  Astin’s (1993) research could also serve as a solid 

model for how various environmental variables on college campuses can affect how, and how 

often, students participate in higher education governance.  Astin focuses on how many distinct 

and quantifiable variables affect or predict student success in higher education.  Kezar’s (2006) 

insider – outsider perspective is, however, the best selection for the current, proposed research 

questions, methods, and analysis of the data for this specific study. 

  

A Review of the Literature: 

A review of the literature becomes the first stage of investigation of the topic.  The six 

themes found in the literature will be individually discussed.  It becomes initially obvious that 

several principal players and issues exist.  This intersection of constituents and functions can be 

further divided into themes based on historical events and empirical data gathered from several 

research studies.  These two areas of history and research represent the first two themes in this 

literature review.  Following the consideration of the recent research studies, this review will 

examine the tensions between the possibly competing definitions and characteristics of graduate 

students as either ‘apprentice’ or ‘employee’ (Vaughan, 1998; Smallwood, 2001b).  Next, 

comparative and historical scrutiny will be provided for two key groups in the shared governance 

model: faculty members and graduate students (Julius & Gumport, 2002).  Details will bring 

forth how these two groups are alike and different, yet ultimately similar.  A concise inspection 

of the apparent growing voice of the graduate student as representative of an also growing social 

movement will follow (Rhoads & Rhoades, 2002; Eaton, 2002; http://cgeu.org/faq.php; Kemerer  
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& Baldridge, 1981; Altbach, 1973; Lee, et. al., 2004; Bastedo, 2005; Blair, 2001).  Finally, this 

literature review will advocate for the importance of understanding graduate student voice and 

roles in higher education as that of an evolutionary movement gaining impetus. 

A Brief Historical Overview: 

 It is logical to begin the dialogue with a brief, yet still analytical, historical overview of 

key dates and events.  From the beginnings of higher education in America, students have not 

had an active role in the governance (Altbach, 1973).  Dynamic student voice and role within 

governance in higher education has a relatively short history in comparison to the centuries of 

American higher education as a whole (Altbach, 1973; Eaton, 2002).  To attempt to cover all 

mention of student voice and roles in the field of higher education would be one of such a length 

as to preclude this conversation.  Many tangential references of students and governance are 

present in the literature of higher education.  This paper will spotlight a few significant historical 

works in combination with several recent studies and documents on governance and graduate 

students.   

One must first understand the structural roles of students at most institutions of higher 

education prior to evaluating the extent of student voice in governance decisions.  Kezar (2006) 

details an insider-outsider perspective paradigm as a means in which to understand student voice.  

Students have, and many continue to remain, as outsiders to the governance process as they 

possess few or no formal, structural participatory positions on governing boards or membership 

on significant decision making committees.  Knowing that American higher education had its 

beginnings in the late 1700s, the initial examples of formal, outsider student participation in 

governance occurred in the 1930s with free speech strikes and additional activism related to anti- 
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war and Civil Rights sentiments during the late 1960s and early 1970s (Eaton, 2002; Altbach, 

1973).  Again, the students participate and try to influence the decisions of the institutions while 

remaining outside of the established structure of governance.   

The dual perspective paradigm model of Kezar (2006) illustrates the insider perspective 

for students noting that this is when students act in the capacity of a formal, structured role.  

Governing board and committee membership represent the two most prevalent insider roles 

(Kezar, 2006).  Although prevalent within many institutions across the country, the roles are 

minimal in actual number.  From a review of all state, public governing boards, only three states 

or territories (District of Columbia, Indiana, and Louisiana) note student membership on its 

governing board of which two are coordinating boards versus governing boards by type 

(Ehrenberg, 2004).  National data on private institutions are not readily available.  There are 

potential benefits to either perspective and students have managed to exert occasional great 

influence and power through each (Kezar, 2006; Altbach, 1973).  A comparative, national 

examination of both public and private institutional governance might better explain differences 

and potential affect.   

Rhoads and Rhoades (2002) compare the nature of the earlier student voice and roles in 

governance activities with those of the more recent.  The authors espouse a new “consumerist” 

student mindset consistent with the general description of the larger market as a form of 

academic capitalism (Slaughter & Leslie, 1997).  Students now tend to be “polite” rather than the 

traditional, abrasive, or even physically violent impressions and actions of previous student 

activists (Rhoads & Rhoades, 2002; Altbach, 1973).  It may be that this is greatly influenced by 

the tendency to study the formation of employee unions.  In summary, students, by and large,  
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tend not to demonstrate proclivity for acts of violence either to objects or people as they attempt 

to participate in the governance of higher education. 

A noteworthy and contemporary related subject is that of graduate student employee 

unions as illustrative of student voice and role in higher education governance.  During the 

fifteen year timeframe between 1990 and 2005, membership in graduate student employee 

unions increased over 175% across the nation (Rhoads & Rhoades, 2005).  The first recognized 

graduate student employee union was at the University of Wisconsin at Madison in 1969 

(http://cgeu.org/faq.php).  Student employees expanded their participation in unions in order to 

garner basic employment gains such as better salary and benefits (Rhoads & Rhoades, 2005).  

The majority of student unions are comprised of graduate employees who are teaching assistants 

(TAs).  Some states do not allow for unionization of TAs while all states differentiate between 

public and private educational settings for the ability to form unions (http://cgeu.org/faq.php).  

Interestingly, the State of Hawai‘i is one such state that is capable of forming a graduate student 

employee union, yet has not done so to date.  The Coalition of Graduate Employee Unions 

(CGEU) outlines a historical summary of recognized graduate employee unions in the U. S. and 

Canada in Appendix A (http://cgeu.org/faq.php). 

 Graduate student voice and roles in higher education governance encompass then three 

broad possibilities: 1). activist-oriented behaviors or the outsider perspective, 2). formal, 

structured membership on boards and committees or the insider perspective, and 3). work in the 

establishment of a third option, the employee union, to conceivably improve the effectiveness of 

the two previous perspectives.  Next, the discussion turns to investigating the current  
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methodological status of these three avenues of student voice and roles in higher education 

governance.  It is in this area that clear gaps in the literature exist. 

A Lack of Methodological Scope, Review, and Understanding in the Literature: 

 Clearly, there is a substantive lack of research studies on the topic of graduate student 

voice and roles in higher education governance.  What few studies that comment specifically or 

even partially on the topic in the literature are mostly limited in scope to qualitative, single or 

multiple case studies (Rhoads & Rhoades, 2002; Julius & Gumport, 2002; Rhoads & Rhoades, 

2005; Eaton, 2002).  There is no single regional, national, or international study in scope.  

Qualitative studies are critical in providing an in-depth analysis of a phenomenon, case study, or 

situation.  Data is rich in both description and in answering research questions focusing on the 

how or the why (Merriam, 1998; Jones, et. al., 2006; Creswell, 2007).  Overall, quantitative and 

empirical studies apparently are lacking. 

 The literature review discovered six qualitative studies (Rhoads & Rhoades, 2005; Lee, 

et. al., 2004; Scheuerman, 2004; Eaton, 2002; Julius & Gumport, 2002; Rhoads & Rhoades, 

2002).  In each study, appropriate methodology, methods, and analysis provide congruence 

beginning with the research question(s) and concluding with a discussion and recommendations 

for future studies (Jones, et. al., 2006).  The studies are bounded by either institution or by 

interviewees.  Document analyses are also present as a manner in which to triangulate data 

(Jones, et. al., 2006; Fraenkel & Wallen, 2003).   

The few qualitative case studies tend to describe subsequent recommendations for several 

future efforts including an increase of scope and the use of quantitative methods and 

methodology.  Quantitative methods and methodology could, theoretically, expand the rich, yet  
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mostly descriptive, data from the previous studies.  Quantitative methods help provide predictive 

models of the many possible variables within the research design (Kranzler, 2007).  Thus, 

researchers could begin to make statements about affect (Kranzler, 2007; Fraenkel & Wallen, 

2003) if solid quantitative studies are enacted.  Taken apart, the two types of research offer 

distinct and effective ways in which to better understand and examine situations.  Mixed method 

and mixed model efforts are two other possible examples that are at the disposal of researchers 

(Jones, et. al., 2006; Creswell, 2007).   

 Scholars have a great opportunity now to begin and to complete research in this topic.  

The field must move beyond the scope of description and the previously mentioned qualitative 

single case study designs.  Quantitative studies become the next logical choice and predictive 

models of understanding student voice and roles in higher education governance could truly 

benefit all involved constituents at the institutional level.  Given the slight number of structural 

student representations in governance, a national study could be conducted – whether qualitative, 

or not.  Clearly, several crucial opportunities exist. 

Beyond Semantics of a Defined Role of Graduate Student Employees: 

 The role and scope of the student voice in higher education governance tends to be 

defined more by specific constituents other than students.  This is not wholly unexpected given 

that scholarly, educational literature most often is the product of scholars or faculty members.  It 

is important to first consider these other constituent viewpoints. 

Scholars, generally as faculty members, possess the most opportunities and likely 

produce the most literature on higher education governance.  Administrators, students, and other 

community members tend not to submit articles for publication on higher education governance  
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issues.  Rosser (2002) and Mortimer (2003) define the basic tenets of shared governance – those 

being how institutions ultimately make significant decisions.  The AAUP serves as a central and 

national representative for faculty members across the country.  The AAUP was “the first 

organization to formulate an official policy on the governance of higher education based on 

principles of democratic values and participation” 

(http://en.wikipedia.org/wiki/Higher_Education:_University_Governance).  In 1967, the AAUP  

collaboratively developed a “Joint Statement on Rights and Freedoms of Students” with four 

other entities: the United States Student Association (USSA), the Association of American 

Colleges and Universities (AACU), the National Association of Student Personnel 

Administrators (NASPA), and the National Association of Women Deans and Counselors 

(http://www.aaup.org/AAUP/pubsres/policydocs/stud-rights.htm).  Under the “Student Affairs” 

section, point number three, is a sub-section entitled “Student Participation in Institutional 

Government” which suggests that “. . . students should be free, individually and collectively, to 

express their views . . .” 

(http://en.wikipedia.org/wiki/Higher_Education:_University_Governance).  What is not outlined 

becomes more important in this sub-section – that of clearly defined and legitimate and formal 

student representation in higher education governance.  This point is further developed in the 

2000 AAUP “Statement on Graduate Students.”  The AAUP policy charts a list of ten 

“recommended {institutional} standards” 

(http://www.aaup.org/AAUP/pubsres/policydocs/statementongraduatestudents.htm).  Point 

number four states that “Graduate students should have a voice in institutional governance at the 

program, department, college, graduate school, and university levels”  

2008 HICE Proceedings 
Page 4416



          After Considering 15 

(http://www.aaup.org/AAUP/pubsres/policydocs/statementongraduatestudents.htm).  Voice does 

not equate to formal opportunities in governance. 

Yet, it is how students consider their own roles and voice in governance that is the most 

interesting or most intriguing.  One must ponder more than semantics in this subject.  Vaughan 

(1998) and Smallwood (2001b) state that a key distinction in the defining functions of graduate 

students is whether or not the student represents an ‘apprentice’ or an ‘employee.’  Some 

scholars would prefer to categorize graduate student employees as apprentices rather than 

employees (Vaughan, 1998).  This is a critical distinction as traditional views of apprenticeship 

focus on learning knowledge and skills from recognized masters in their fields.  In theory and 

possible function, an apprentice would be more concerned with acquiring these skills and 

dispositions from, in this case, the faculty members.  Employees, then, would presumably be 

interested in maintaining more awareness of and maintenance of strict hours of work during each 

week and general concerns for salary and benefits as much as, or even more than, knowledge and 

skill acquisition. 

The actual consequences of this divergence of thought seem to result in valuing the 

employee more so than the apprentice (Vaughan, 1998).  By and large, students have not 

possessed many clear, formal roles within student governance (Bergan, 2003; Lee, et. al., 2004; 

Simplicio, 2005).  And, Bergan (2003) notes that, for students, “. . . and from a practical point of 

view, a student representation of 10 – 30 per cent does not seem to be widely contested {by 

students}” (p. 14).  At this time in history, students may not fully appreciate the possibilities 

offered by formal or informal roles and voices in higher education governance.   
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Both Bergan (2003) and Barba (1994) additionally emphasize that student interest in 

higher education governance has a tendency to wax and to wane over time.  In general and 

historically, interest wanes and is difficult to sustain (Eaton, 2002).  This is especially true during 

the 1980s and early 1990s (Eaton, 2002; Bergan, 2003).  This timeframe can be characterized as 

having generally productive economic and political circumstances which might have perpetuated 

this lack of interest in challenging or changing the apparent status quo.  Students, then, might 

seem predisposed to have little curiosity or interest in active participation in institutional 

governance affairs.   

One possible disparity in this lack of concern would be student interest, specifically 

graduate students, in the creation of graduate student employee unions.  Graduate student 

employee unions have had a marked growth in the past fifteen years (Rhoads & Rhoades, 2005; 

http://cgeu.org/faq.php).  Yet, even with the tremendous growth in development and 

membership, graduate students consider the benefits of the unions to be in more practical matters 

such as increased pay and benefits in employment (Rhoads & Rhoades, 2005; Julius, 2002; 

Rhoads & Rhoades, 2002).  So, again, students typically sustain a minimalist view of their own 

formal roles in higher education governance.  To have students attempt to author definitions of 

their roles and voice within higher education becomes then a difficult problem to discuss and 

address currently. 

Modeling the Mentors Model: 

 Perhaps it is the students’ reflection of and connection to their faculty mentors that will 

allow for an improved understanding of student voice and roles in post-secondary governance.   
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Graduate student dealings with third-party employee unions are plain examples of how students 

are choosing to follow the lead of faculty members from across the nation.  Faculty members 

have a long and fruitful history of employing union membership (Devanitz, 2001; Bastedo, 

2005).  The beginnings of faculty unions focused on the basic needs of faculty: higher pay, better 

benefits, and job security (Rhoads & Rhoades, 2002; Julius, 2002; Scheuerman, 2004; Lee, et. 

al., 2004).  Faculty unions are beginning to transform in espoused function as they are starting to 

concentrate on matters of quality and access (Rhoads & Rhoades, 2005).  This seems to be a 

natural progression of a certain hierarchy of needs.  Faculty unions and the institutional collegial 

model are, arguably, the two main tools that faculty members have historically utilized to garner 

voice and formal roles in higher education governance.  Why should graduate students not 

follow in the path of the mentor – particularly when the mentor has proven to be seemingly 

successful in both words and action?  Faculty member unions are often listed as a key reason as 

to why faculty members maintain their role in shared governance (Devanitz, 2001).  Students can 

understand and appreciate this as they pursue more roles and voices in higher education 

governance. 

 As higher education for students, faculty, and staff proceeds into the twenty-first century, 

one can make an argument that student voice and roles in governance will continue to expand 

and develop.  Graduate students have shown new interest and active participation in formal 

forms of higher education governance such as unions can offer (Julius, 2002; Rhoads & 

Rhoades, 2002).  Graduate students essentially emulate the earlier behaviors of faculty members.  

Over time, and as success is achieved, it is possible that more students will similarly participate 

in this movement with, hopefully, a similar level of success.  
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A Growing Social Movement: 

 There is no doubt that the topic of graduate student voice and roles in higher education 

governance has demonstrated stronger signs of sustained growth in the past two decades (Lee, et. 

al., 2004; Eaton, 2002; Kezar, 2006).  This sustained expansion of interest is marked by an 

increased fascination on the ideals and the opportunities of employee unions 

(http://cgeu.org/faq.php).  Students are also recently shown to be more active in serving as 

volunteers both on and off campus (Lee, et. al., 2004).  It can thus be imagined that volunteer 

positions for various levels of campus student government positions are a portion of these 

volunteer opportunities.  

The movement is social in nature and follows the general principles of sociological 

reform.  People, through the sharing of ideas and expertise and values, slowly work to bring 

changes to organizations and society, in general (Rhoads & Rhoades, 2002).  This is sociological 

reform.  It is difficult to determine relative productivity or even if the changes are positive in 

nature.  Sociological reform becomes, rather, a gradual development of a particular social 

movement into a more complex form.  Hopefully, it is an improved form – an evolution.   

An Evolution Acquiring Momentum: 

 The measured progression of the voice and roles of graduate students in higher education 

governance can be described as a recent, expanding evolution.  Arguably, some can claim that 

the movement of the evolution has not produced enough change to be even considered an 

evolution (Bergan, 2003; Simplicio, 2005).  It is certain that, today, the majority of graduate 

students in the majority of institutions of higher education have limited or even non-existent 

voices and roles in governance (Ehrenberg, 2004; Bergan, 2003).  Additionally, Bergen (2003)  
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depicts how student representation remains both limited in terms of numbers and seemingly 

largely uncontested by the students themselves.  This is not to state that change is not happening.  

Evolutionary change typically consumes a great amount of time.   

The evolution continues for graduate students in their efforts to establish an increased 

role in the governance of higher education.  Will graduate students and all students in general 

garner more active participation in the shared governance model?  If not, will other constituents 

such as local business owners, elected officials, or private, corporate entities supersede the 

student voice and claim some of the formal and informal roles and voice instead?  Some scholars 

might suppose that the student voice and roles within higher education governance will dwindle 

as they had during the 1980s and early 1990s as described by Eaton (2002) and Bergan (2003).  

Certainty is difficult to assume in any aspect of higher education.  “Change is constant {in higher 

education}” (Rhoads & Rhoades, 2002).  Graduate student voice and roles in governance 

continues to expand, mirroring in several ways the historical paths of the faculty voice and roles 

in governance.  Student membership in graduate student employee unions has increased and 

other indicators exist that could presuppose one to feel that graduate student energy and interest 

in higher education governance grows as well.  Ultimately, it would be hard to presume that the 

momentum for graduate students will falter significantly in the next couple of decades.   

 

Methods and Methodological Aspects of the Study: 

 Several important distinctions can be emphasized for both methods and methodology of 

this study.  This study will employ a longitudinal, mixed-method (qualitative and quantitative) 

study at the site of a single, four-year, public, research-emphasis university located in the United  
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States of America.  This choice of design is taken with extreme caution and care.  A detailed 

description of the methods and methodological aspects will follow and justification for the 

design will conclude this section of the proposed study. 

First, it is clear that the majority of the previous and current studies utilize a post-

modernist or qualitative epistemological framework (Rhoads & Rhoades, 2005; Lee, et. al., 

2004; Scheuerman, 2004; Eaton, 2002; Julius & Gumport, 2002; Rhoads & Rhoades, 2002).  

This is a marked difference from many other topics within the greater topic of higher education 

governance which tend to focus on the structural components (Brown II, 2000; Ehrenberg, 

2004).  The qualitative methodological worldview highlights the critical importance of the 

personal, individual voice of participants (Jones et. al., 2006; Creswell, 2007; Fraenkel & 

Wallen, 2003).  Qualitative studies such as what exist now can create a strong initial starting 

point for further research studies.  This study intends to build upon the data gathered from these 

various qualitative studies. 

 Being one part of the mixed-method design, qualitative methods will be used to gather 

data.  The two main actual methods of data collection are individual interviews and document 

analysis.  Various participants (students, faculty, and staff member) will be interviewed.  

Interviews will be conducted at three intervals in the study: 1) during the first semester of year 

one, 2) during the first semester of year four, and 3) during the second semester of year six.  The 

three semi-structured interviews will consist of mainly open-ended questions about higher 

education governance issues.  The interviews will be particularly tailored to the role of the 

participant.  For example, students will receive questions intended for students and faculty 

members will receive questions intended for faculty.   
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Documents will also be analyzed which should help to improve the trustworthiness and 

triangulation of the qualitative data (Jones et. al., 2006).  The researcher will examine and 

evaluate several potential documents at the research site including: the Board of Regents various 

governing documents, and the many written bylaws and constitutional manuscripts for numerous 

significant internal university organizations.  The researcher will analyze the documents by 

means of content or content analysis.  Content analysis focuses upon the essential words and can 

offer an either similar or divergent set of data to what the spoken interview data provides 

(Creswell, 2007; Jones et. al., 2006).  Document analysis will take place two times during the 

study: 1) immediately prior to the first set of interviews, and 2) immediately following the last 

set of interviews.  It is hoped that this will best allow for increased and consist triangulation of 

the data.  The researcher can better understand how the structure of governance at the university 

has been developed and can then craft the interview questions appropriately. 

 Quantitative methods will also be used in conjunction with the qualitative methods thus 

establishing a mixed method research design.  These quantitative components appear in two 

distinct portions of the study.  One such portion will be pre- and post-questionnaires distributed 

and collected as the first and final stage of data gathering for the study.  The questionnaires will 

include several demographic variables questions that could hopefully then provide significant 

findings in relation to the other data.  The second quantitative portion will be embedded inside 

the series of the three interviews mentioned above.  These quantitative-type questions will be 

composed of a Likert scale based on six points.  It is anticipated that the six point Likert scale as 

opposed to a five point scale, will in essence force participants to have an opinion other than 

neutral as there is no point offered where it could be considered dispassionate such as a selection   
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of a ‘3’ on a five point Likert scale.  Participants will have to choose whether they tend to agree 

more or less with or are satisfied more or less with the supplied questions.  Again, the questions 

will be specifically designed for each category of participant (student, faculty, and staff).  

 Once each set of interviews are conducted, the researcher will employ a quantitative tool 

to further analyze the possible predictive nature of the data.  The initial tool will be a linear 

regression.  As the research design does not include two separate groups of participants (a 

control group and an affected group), many of the quantitative tools such as t-test and Chi-square 

are not appropriate quantitative selections.  T-tests and Chi-squares measure differences in group 

means and while there are arguably groups in the study (students, faculty members, and staff 

members), no specific treatment or interaction is given to any particular group(s).  Linear 

regression provides a solid form of analysis in this study as it attempts to demonstrate predictive 

behaviors of two or more variables within the environment.   

Alexander Astin’s (1993) research of student involvement on college or university 

campuses utilizes, generally, a similar design and linear regression.  Astin (1993) considers 

variables ranging from student satisfaction to environmental factors.  The amount of variables 

posited by Astin are more than one hundred total, however.  The researcher supposes that the 

amount of variables will be less than one hundred in this initial research design. 

For the purposes of this study and before any data collection is accomplished, two 

constructs will be mapped and hopefully developed.  The two constructs will attempt to target 

the two perspectives as outlined by Kezar (2006) – insider and outsider student roles and voices.  

The insider and outsider constructs are defined mostly in a structural sense.  Insider roles are 

formalized, functional student representative positions that exist in bylaws and constitutions and  
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in formal and ad hoc committees (Kezar, 2006).  Outsider positions include those that have no 

defined roles within the structure of the university (Kezar, 2006).  Again, the conceptual 

framework provided by Kezar (2006) is one that matches well to the intended design and data 

collection. 

This study will continue to examine the student voices and interpersonal intricacies 

within the qualitative and the quantitative contexts, yet it will be done so in a longitudinal 

fashion – over time.  Data will be gathered from students and other participants over the course 

of a six year study.  The researcher chose six years as the timeframe as it represents the often 

espoused current national average for students in terms of the number of years to graduate from a 

four-year institution of higher education.  The potential benefits of longitudinal studies are many: 

more data, better ability to consider change over time, and more time to determine if change 

occurs (Fraenkel & Wallen, 2003).  It seems likely that participants, as they spend more time in 

the campus community and environment, would become more cognizant and knowledgeable on 

issues of higher education governance.  Hence, the longitudinal design is likely consistent with 

both the methodological choices and the true reality being studied.  

It is paramount that the researcher must consider and appropriately utilize the mixed-

method (qualitative and quantitative) design.  This selection is made only following careful 

consideration of the several choices of research designs.  It is essential that the researcher “. . . 

needs to be attentive to paradigmatic issues in order to manage the potential tensions in mixed 

method research” (Jones et. al., 2006).  Paradigms, rather than methods, are the key factor then.  

Here again the previously discussed conceptual and theoretical frameworks are vital to the 

research itself.    
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This is a historical list of the twenty-three recognized graduate employee 
unions in the USA. See the Contact List for a list that includes active 
campaigns in the USA and unions in Canada. 

Retrieved from http://www.cgeu.org/faq.php on February 25, 2007  

UNION and SCHOOL DATE 
RECOGNIZED 

AFFILIATION 

TAA (Teaching Assistants' Association)  
University of Wisconsin-Madison 

1969 AFT 

GEO (Graduate Employees Organization) 
University of Michigan 

1975 AFT 

GTFF (Graduate Teaching Fellows 
Federation)  
University of Oregon 

1976 AFT 

GAU (Graduate Assistants United)  
University of Florida 

1981 AFT & NEA 

GAU (Graduate Assistants United)  
University of South Florida 

1981 AFT & NEA 

GAU (Graduate Assistants United)  
Florida Agricultural and Mechanical 
University 

1981 AFT & NEA 

University of California System 1988 & 1999** UAW 

GEO (Graduate Employee Organization)  
University of Massachusetts-Amherst 

1990 UAW 
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GSEU (Graduate Student Employees 
Union)  
State University of New York 

1992 CWA 

MGAA (Milwaukee Graduate Assistants' 
Association)  
University of Wisconsin-Milwaukee 

1992 AFT 

GEO (Graduate Employee Organization)  
University of Massachusetts-Lowell 

1993 UAW 

GTAC (Graduate Teaching Assistants' 
Coalition)  
University of Kansas-Lawrence 

1995 AFT 

COGS (Campaign to Organize Graduate 
Students)  
University of Iowa 

1996 UE 

GEOC (Graduate Employees Organizing 
Committee)  
Wayne State University 

1998 AFT 

CGE (Coalition of Graduate Employees) 
Oregon State University 

1999 AFT 

GSOC (Graduate Students Organizing 
Committee) 
New York University 

2000 UAW 

GEO (Graduate Employee Organization) 
University of Massachusetts-Boston 

2000 UAW 

TUGSA (Temple University Graduate 
Students Association) 
Temple University 

2001 AFT 
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GEU (Graduate Employees Union) 
Michigan State University 

2001 AFT 

Graduate Assistants United / URi-AAUP 
University of Rhode Island 

2002 AAUP 

Graduate Employees Organization / AFT 
University of Illinois -- Urbana-
Champaign 

2002 AFT 

GRADUATE STUDENT EMPLOYEES IN UNIONS WITH FACULTY: 

Rutgers Council of AAUP Chapters  
Rutgers University 

1972 AAUP 

Professional Staff Congress  
City University of New York 

1968 AFT / AAUP 

• AAUP = American Association of University Professors  

• AFT = American Federation of Teachers, AFL-CIO  

• CWA = Communications Workers of America, AFL-CIO;  

• NEA = National Education Association;  

• UAW = United Auto Workers, AFL-CIO;  

• UE = United Radio, Electrical, and Machine Workers.  

**Recognized for readers, tutors, and acting instructors at Berkeley in 1988; 
recognized for other classifications on all campuses in 1999; UAW 2865 is an 
amalgamated local union comprised of eight collective bargaining agents: 
AGSE-UAW at Berkley; AGSE-UAW at Davis; SWU-UAW at Irvine; SAGE-
UAW at UCLA, CASE-UAW at Riverside; ASE-UAW at UCSB; ASE-UAW at 
UCSC; and ASE-UAW at San Diego.  

      

Retrieved from http://www.cgeu.org/faq.php on February 25, 2007     
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Description 
 
In this session, we share written and verbal responses of middle school teachers reasoning 
distributionally during a professional development intervention, including video of the 
intervention and interview excerpts. Audience members will analyze the tasks we used, make 
conjectures about how our subjects responded, and discuss our interpretation of the findings. 
 
Abstract 

 
 Research over the years has steadily painted a picture about how people reason on a 
variety of elements of statistical literacy, but because relatively more of the research has been 
conducted on the thinking of precollege students than on their teachers, relatively less has 
published about the way teachers reason distributionally. Therefore, the purpose of this paper is 
to report on findings from research that considered how middle school teachers reasoned about 
distributions in a sampling context. The findings from our study provide insight into strengths 
and barriers that middle school teachers have concerning their distributional reasoning within a 
sampling environment. 
 Three key elements comprising distributional reasoning are a consideration of center 
(average), variation, and shape. A synthesis of these elements helps enable a richer picture of a 
distribution to emerge. In examining the distributional reasoning of our subjects, we looked at 
notions of shape and center, and of particular interest was the role that variation, or variability in 
data, played in the subjects’ conceptions of distribution. This interest stems from the primacy 
that variation holds within the discipline of statistics, and reflects the concerns of other 
researchers. 
 The nineteen middle school teachers who participated in this study were a part of a 
professional development grant that included a week of full-day instructional interventions. For 
the topics of probability and statistics, these interventions comprised a series of small-group and 
whole-class activities and simulations. The specific intervention relating to the results of this 
paper is a sampling activity that called for making written predictions of sampling results in a 
pre-intervention task and carrying out physical simulation of sampling by hand. This was 
followed by computer simulation to aggregate results and run repeated trials efficiently. Teachers 
also completed a written post-intervention task that presented a hypothetical sampling 
distribution supposedly derived from an identical environment as in their own sampling activity. 
The participants explained their reasoning in determining whether the given distribution was real 
or fake. Data informing our research was largely qualitative and came from written artifacts 
(including the predicted and actual results, the posters that were made in class, and the 
assessment of the real or fake distribution) as well as audiovideo analyses of the small-group and 
whole-class discussions. Collectively, the corpus of data provided evidence for how our subjects 
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reasoned distributionally about the sampling experiment, including their use of shape, center, and 
variation. 
 Consistent with results found by others who looked at preservice teachers and middle 
school students, we also found that most of our subjects made predicted results that were 
unlikely to occur. Using a rubric analogous to that used by other researchers, only 5 of the 19 
teachers had reasonable predictions – The other subjects’ predictions were either too wide, too 
narrow, or otherwise unduly influenced by the center. All of the small-group graphs of predicted 
results showed a monotonic increase up to the mode followed by a monotonic decrease, a shape 
inconsistent with the actual sampling results the subjects obtained. The teachers’ discussion of 
their predictions revealed a duality between an inclination to see results anchored to the 
underlying proportion and the intuitive sense that results would vary. In comparing differences 
and similarities both within the actual results and between the actual and predicted results, the 
overall sense from the class was one of surprise that actual results varied in such an apparent way 
from their expectations. Shapes, centers, and spread – All elements exhibited a far greater 
disparity than teachers had expected. The use of Fathom to run computer simulations which 
extended the sampling the teachers had just done by hand seemed to reinforce the surprise factor 
held by the class.  
 Having seen multiple repetitions of actual sampling results (generated by their own hand, 
plus those done in Fathom), it was somewhat surprising to us that only 9 of the 19 teachers 
correctly identified the hypothetical distribution on the post-intervention task as a likely fake. 
The hypothetical distribution showed all results contained within an extremely unlikely narrow 
range, yet none of the teachers’ own actual results nor any of the Fathom results yielded such a 
narrow range. Some teachers explicitly used their earlier experience in class as a justification for 
arguing that the hypothetical distribution was most likely a fake. However, other teachers also 
relied on class experience as a justification that the distribution was most likely real, For 
example, Jim mentioned how “just like us, if this data was made up, [the data] would be more 
spread out.” And Frida commented that “the range is small, which was in line with what we saw 
with the 70/30 split”. These responses help illustrate the difficulties in reconciling the pull of the 
center (thinking that results would be close to the underlying proportion) with the anticipation of 
variation. Jim thinks that having results “more spread out” would be akin to his own set of 
predicted results, which were too wide. Meanwhile, Frida’s response shows a reaction against a 
too-wide prediction, recalling that actual results were generally narrower than those predicted. In 
small-group and whole-class discussions, throughout the physical and computer simulations, all 
aspects of distribution (shape, center, and variability) were attended to by the participants with 
minimal prompting. Their use of informal language to describe intuitive notions of variation 
reflected the findings of other researchers who reported on non-standard statistical descriptions 
used by preservice teachers.  
 In order for teacher educators to better design professional development experiences that 
promote an understanding of distribution, it makes sense to look deeply at how inservice teachers 
reason. This session will include audience participation as they themselves reason about the tasks 
used in the research, make conjectures about how our subjects responded, and discuss our 
interpretation of the findings. We’ll share written responses as well as audiovisual clips that 
include vignettes from the class intervention and some interview excerpts. We also include 
recommendations for future work in developing the distributional reasoning of both middle 
school teachers and their students, and especially for the inclusion of technology such as Fathom 
in enhancing overall statistical understanding. 
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Introduction 

The purpose of this research project is to study the development and use of Mathematical 
Knowledge for Teaching (MKT) by secondary mathematics teachers as they participate in 
professional development. The project has developed an analytic tool, the Guide for Accessing 
Mathematical Understanding for Teaching (GAMUT), designed to deepen teachers’ MKT, and 
their dispositions toward unpacking mathematics prior to entering a lesson study cycle.  
Mathematics educators and mathematicians developed the tool as part of a partnership between 
several universities and school districts in the northwest United States. This proposal addresses 
one component of the study focused on elaborating the characteristics of MKT and evaluating 
how the GAMUT provides opportunities for teachers to develop MKT. 

This workshop session will give participants the opportunity to experience one of the 
GAMUT tasks, and to explore nature of secondary mathematics knowledge for teaching. 

Theoretical Perspective 
The following is an abbreviated version of the frameworks used in the development of this 

tool; more elaboration will be included in the workshop. The research team uses a sociocultural 
perspective to examine the conditions under which MKT and dispositions toward unpacking 
mathematics develop. Sociocultural theories apply since collaborative communities of teachers 
engage with the mathematical content of secondary mathematics by negotiating norms of their 
work, sharing solutions, and discussing their interpretations of student understanding from 
student work (Cobb, Boufi, McClain, & Whitenack, 1997; Putnam & Borko, 2000). Teachers 
then incorporate processes similar to those they used while engaging in the GAMUT to 
collaboratively plan, teach, and revise a research lesson, providing mathematical reasons for 
teaching decisions.  

Frameworks for MKT also inform this work. Mathematical knowledge for teaching can be 
distinguished from mathematical knowledge used in other professions or used by average adults 
in their daily lives (Ball, Lubienski, & Mewborn, 2001; Hill, Sleep, Lewis, & Ball, 2007). In 
particular, a deep and connected understanding of mathematics is useful in the many tasks of 
teaching, including but not limited to: determining goals and objectives, motivating content, 
developing lessons (connectivity and sequencing), analyzing student methods and solutions to 
determine their adequacy or to compare them, unpacking mathematical ideas, procedures, and 
principles to make them more accessible to students, choosing representations, and designing and 
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modifying tasks (Kahan, Cooper, & Bethea, 2003). MKT is mathematical knowledge situated in 
teachers’ practice and teaching experiences available for use in tasks of teaching.  

Additionally, while designing this project we adhered to what is currently known about 
effective professional development. In a large nationwide study, teachers reported that the most 
effective professional development included a focus on content knowledge, opportunities for 
active learning, and relevance to teachers’ other work (Garet, Porter, Desimone, Birman, & 
Yoon, 2001). Each of these facets of professional development is included in this project, since 
the GAMUT and research lesson focus on mathematical content and provide opportunities for 
teachers to engage in active learning.  

Mode of inquiry  
The questions addressed by this project focus on the nature of mathematical knowledge for 

teaching, and how and whether teachers develop and use this knowledge in the work of teaching. 
Participants include two groups of four high school teachers each teaching in the same school 
and using standards-based curricula in a mid-sized city in the Northwest. Pilot studies have 
included similar groups although the participants in the pilot groups had broader ranges of grade 
levels (6th through 12th grade mathematics teachers and special education teachers). The 
researchers are mathematics educators whose roles will initially be as facilitators of the 
GAMUT, but evolve as the teacher communities develop so researcher roles become observer/ 
knowledgeable others.  
Research questions: 

1. What is the nature of secondary mathematics knowledge for teaching?  
2. What is the nature of the mathematics in the teachers’ participation around the GAMUT 

and research lesson? (That is, describe whether and how teachers use mathematical 
knowledge for teaching and describe the nature of the mathematics.) 

3. What factors are associated with the enactment of the mathematical discussion? 

As we focus on the first question above, our initial mode of inquiry is to connect the 
features of the GAMUT to mathematical knowledge of teaching. To elaborate the results, we 
provide an example of one GAMUT and how mathematical knowledge for teaching is addressed 
in that feature. 

Data sources 
The data sources for the initial question are the GAMUT itself, teachers’ written work, and 

observations of teachers’ interactions while participating in sessions. In the results, we discuss 
particular features of the GAMUT and detail their purposes while one GAMUT, the Staircase 
problem is used as an example. 

Data sources for the larger project will include researcher field notes, videotaped 
observations, interviews, and teacher work and written reflections. Throughout teachers’ 
interaction with each other during the GAMUT and planning the research lesson, we will ask 
teachers their mathematical reasons for decisions (such as choices for tasks, questions to ask, 
assessment, ways of explaining, representations). 

Results 
Mathematical knowledge for teaching is elaborated through the use of a specific GAMUT, 

the Staircase GAMUT, as an example. The Staircase GAMUT includes three tasks: Growing 
Dots, a pattern of dots that grows linearly; Staircase, a pattern of squares that grows 
quadratically; and, Robots, a growth problem with an exponential pattern. The GAMUT was 
formed around these three tasks to encourage teachers to make mathematical connections and 
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distinctions between linear, quadratic, and exponential patterns. Each task elicits both recursive 
and closed form formulas, allows an investigation of strategies to find formulas from given 
patterns, and encourages a deeper understanding of variables and equality.  

The nature of MKT involved in this GAMUT includes mathematical connections: between 
different solutions, between operations in recursive and closed formulas describing the same 
pattern, between the task characteristics and solutions, and between representations. Other 
mathematical content arises as teachers consider students’ prerequisite knowledge, common 
misconceptions, and the mathematics students will encounter in the future. For example, as 
participants developed solution strategies for each of the tasks, typical solutions included 
creating a table and looking at finite differences. The finite differences of each of the patterns 
can be connected to the first derivative of each function when the closed form rules are written as 
functions. The first difference can be considered a rate of change, connecting the idea directly to 
the derivative. Similarly, given a sequence, if the second difference is constant, the closed form 
is quadratic. The connection between a constant second derivative (the rate of change of the rate 
of change) and the constant finite difference can be made so that teachers have a better 
understanding of why the strategy of finding finite differences works.  

Another characteristic of MKT is that it is mathematical knowledge that teachers may use 
as they attempt to connect what students have learned previously to new concepts. For example, 
each of the tasks in the Staircase GAMUT can be written both in recursive and closed forms. 
Understanding the connections between the two forms, amounts to understanding connections 
between operations (e.g. multiplication as repeated addition and exponents as repeated 
multiplication). Additional connections and distinctions arise when teachers are asked how 
different representations of the pattern of the staircase task might elicit different ways of thinking 
about the mathematics. For example, the current form of the Staircase task is: 
The following diagrams represent the first four stages of a pattern. How many small squares are 
in the 5th stage? The 10th stage? Any stage?  

Stage 4Stage 3Stage 2Stage 1
 

 
The reader may notice that the values of the sequence are the triangular numbers: 1, 3, 6, 10,…, 
and the stage numbers are given below each figure. This particular representation and the given 
stage numbers elicit specific ways of looking at the pattern, including several geometric ways. 
For example, one can make a copy of the figure at any stage and turn it so that when it is 
attached to the original figure, a rectangle is created whose length is the same as the stage 
number and whose width is one more than the stage number. Thus, the number of squares at a 
given stage can be found by multiplying the stage number by one more than the stage number, 
then dividing by two (since we doubled the number of small squares in the figure to create the 
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rectangle). There are many other ways this sequence and its related formulas could be explored. 
A sampling: 

1. Find a formula for the following sequence: 1, 3, 6, 10, 15,…. Then, find the 100th term. 
2. Find a formula for the rule given in the table: 

 
n 

nu  
1 1 
2 3 
3 6 
4 10 
5 15 
6 21 

 
3. Examine the number of dots in each figure. 
 

 
 
 
Draw the fifth figure. How many dots are in the fifth figure? How many dots are in the sixth 
figure? Find a formula for the number of dots in the nth figure, and then find the number of dots 
in the 100th figure. 
 
4. In the following sequence of diagrams, the nth figure contains n+1 non-collinear points, every 
two of which are connected by a line segment. 

 
 
Draw the sixth figure. How many line segments are in the sixth figure?  
Find a formula that will give the number of lines in any figure, and then find the number of line 
segments in the hundredth figure.  
 Although each of these questions contains the same sequence, each provides different 
supports and different representations, which may elicit different ways of finding solutions. For 
example, there does not seem to be much difference between questions 1 and 2, but question 1 
does not pair each term in the sequence with its corresponding natural number, so students tend 
to focus on differences between consecutive terms and will most likely see a recursive pattern. 
Question 2 includes a table which pairs each term in the sequence with a natural number, helping 
students connect each term to the natural number it corresponds to and may better support a 
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closed form formula. By including the stage number, the Staircase problem also included this 
support. Question 3 is likely to elicit some of the same thinking as question 1, but because of the 
triangular arrangement, some students may see the differences between consecutive terms more 
quickly. Question 4 may elicit a combinatorics approach since this representation illustrates that 
for any two dots, there is one line segment, so a formula could emerge from finding 
combinations of choosing two dots from the total number of dots. The differences between the 
numbers of segments between consecutive terms are not nearly so obvious as in the triangular 
arrangement. Many students will also create tables when given the last two questions, so these 
forms would be worthwhile if the teacher’s goal was to have students do mathematics by 
creating alternate representations while solving problems. Providing students with a coordinate 
axis system could further alter these problems. After graphing, some students (depending on 
their experiences) may immediately see the quadratic nature of the sequence.  

In this proposal, we have only discussed a few characteristics of MKT and how this 
knowledge may be used in the tasks of teaching. A deeper discussion of the results will be 
included in the final paper. 

Educational importance of the study 
The characteristics of teachers’ mathematical knowledge has been shown to make a 

difference in the effectiveness of their teaching; and the way they hold this knowledge affects 
their ability to use it in teaching (Hill et al., 2007). As researchers and teachers learn more about 
MKT and how dispositions toward unpacking mathematics develop among high school teachers, 
changes may need to occur in higher education and teacher preparation and teacher inservice to 
appropriately prepare future teachers with the kinds of mathematical knowledge necessary for 
teaching. Thus, it is necessary to characterize and articulate the nature of MKT at the secondary 
level and understand how teachers develop this knowledge.  
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PROBLEM  
With an emphasis on the standards-based movement, one Pacific Northwest 

state has made considerable gains improving student performance at the elementary 
levels. However, a significant challenge remains as student performance consistently 
decreases between middle and high school, and graduation rates remain 
disproportionately low for ethnic minorities and low socioeconomic status (SES) 
students. According to the State Department of Education, in 2005, the percentage of 
students meeting the grade 10 standard on the state mandated assessment was 72 
percent in reading, 65 percent in writing and 47 percent in mathematics (Shannon & 
Bylsma, 2006, p. 2).   

Although the graduation rate for state high school students is estimated at 70 
percent, many graduating seniors will require remediation before they are able to enroll 
in college level courses. The negative consequences for the estimated 25-30 percent of 
students who drop out of high school are significant in an increasingly technical 
marketplace, with clear linkages between earning a high school diploma and “…earning 
power, unemployment, civic involvement and physical well being” (Shannon & 
Bylsma, 2006, p. 13).  

This paper reports on the work of a professional development project embedded 
in a large urban school district in the Northwest, which struggles to address this 
problem of disproportionality. The project district recognizes that if 2011 State 
academic performance requirements for high school graduation were applied 
today, well over half of the district’s students would not meet State standards and 
would not graduate. Currently, only 64 percent of the district’s students graduate on 
time. Recognizing that meeting standard is an indicator of preparation for post-
secondary education and careers, more than half of students will leave school without 
the preparation they need to succeed. Further, there is a disturbing pattern of 
disproportionately low scores for ethnic minorities in all of the content areas (See Table 
1).  In particular, district scores on the statewide test show significant gaps in the 
area of mathematics.  

 
 

Table 1 
District Level:  10th Grade Trend Data by Ethnicity for 2005-06 (% met  standard) 
Content Area American Indian Asian Black Hispanic White 
Reading 58.0% 90.3% 64.4% 78.9% 82.9% 
Math 19.4% 66.7% 29.5% 40.4% 54.5% 
Writing 46.4% 77.0% 66.7% 76.3% 79.6% 
Science 13.9% 41.0% 12.7% 21.4% 38.2% 
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This intentional focus on data and the current research on race reveal a pattern of 
inequity that caused district administrators and staff to evaluate underlying values and 
educational practices, resulting in a deepening belief throughout the district that  

…the most devastating factor contributing to the lowered achievement of 
students of color is institutionalized racism, which we recognize as the 
unexamined and unchallenged system of racial biases and residual White 
advantage that persist in our institutions of learning (Singleton & Linton, 2006, 
p. 33). 

There has been a conscious shift in the district leadership’s thinking and re-framing of 
the moral imperative that guides the district’s work. After viewing data that showed 
how institutionalized racism is manifested in schools, the district is aggressively seeking 
solutions to the revealed disproportionality. 
 
 The district’s goal is to better serve the needs of students. And yet, how do we 
affect this change? Clearly, the institutionalized beliefs that underlie and determine 
teacher practice will not change by district fiat. Only through a systematic 
examination and deep understanding of the issues that affect individual schools and 
classrooms will change occur. How does a school come together to reframe around 
evolving beliefs, in order to reach consensus and begin to affect positive change?  
According to Wenger (2002), “[c]ommunities of practice create value by connecting the 
personal development and professional identities of practitioners to the strategy of the 
organization” (p. 17).  It is clear to us that we must create a community of learning, in 
which all students feel connected to each other, connected to the teacher, and connected 
to the content. 

 
This session reports on a mathematics professional development project 

designed to reframe an educational system in a way that moves beyond district-wide 
initiatives that are only moderately effective at initiating change in a localized 
manner to a concerted, district-wide effort to rethink and restructure high school 
mathematics classrooms, and the roles individuals assume within them. 

  
THEORETICAL FRAMEWORK 

The project serves the following goals: 1) create a professional learning 
environment that validates teacher professionalism and connects to district/state-wide 
educational standards, 2) define content knowledge for teaching (CKT) needed to 
successfully teach secondary mathematics, 3) create an analytic tool to measure CKT, 
and 4) create sustainable learning communities to increase teachers’ CKT in the natural 
setting.  

 
It is increasingly accepted that “teacher effects on student achievement are driven 

by teachers’ ability to understand and use subject-matter knowledge to carry out the tasks 
of teaching” (Hill, Rowan, & Ball, 2005). What is not known is how to foster teachers’ 
ability to understand the underlying organization of the mathematics taught in 
schools in a manner that effectively transfers to classroom practice. Research 
suggests that professional development is most effective when it includes components 
embedded in the work of teaching and increases teachers’ theoretical understandings of 
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their work (Miller 1995). These understandings include knowledge of mathematics 
content and knowledge of pedagogy. Deborah Ball (2004) further identifies a third 
essential characteristic of effective teaching, content knowledge for teaching 
mathematics, and suggests that “…at least in mathematics, how teachers hold knowledge 
may matter more than how much knowledge they hold” (p. 332). Effective teaching 
requires deep understanding of procedural and conceptual knowledge, and “…the 
interplay between teachers’ knowledge of students, their learning, and strategies for 
improving that learning” (Ball, 2004, p. 332). Both the project work and products focus 
on this third domain, researching the content knowledge needed for teaching secondary 
mathematics and teachers’ abilities to transfer their growing understanding to practice to 
more effectively meet the needs of traditionally underserved students. 

 
Professional learning communities provide the framework for collaborative 

professional development in a manner that expands Lave and Wenger’s (1991) concept of 
communities of practice, to Wenger’s (1998) further definition of a community, which 
“coheres through ‘mutual engagement’ on an ‘indigenous’ (or appropriated) enterprise, 
and creating a common repertoire” (Cox, 2005, p. 531). Thus, we create a context that 
supports the need for innovation and change, is more likely to be sustained, and result in 
improved teacher practice and concurrently, student learning (Cox, 2005). 

 
 A key component to effective learning communities is a focus on 
mathematical content and ability of the groups to identify a mathematically relevant 
and significant instructional problem that furthers their understanding of 
mathematics teaching. The research team has developed and piloted an instrument to 
help guide teacher teams to identify a “rich” mathematical problem that lends itself to 
deep study of content and pedagogy and may result in a true shift in teacher 
thinking/practice as it “...depends not on abstraction of formulation, but on deepening the 
negotiation of meaning” (Wenger, 1998, p. 268). As teachers grapple with understanding 
a mathematical problem from within the complexity of their lived experience, they are 
better able to transfer newly understood mathematical knowledge to their classrooms. 

 
METHODOLOGY 

This project researches the potential for change when mathematics teachers actively 
engage in focused, intentional collaboration. The research framework employs a learning 
community model and creates a unique tool for evaluating content knowledge for teaching 
mathematics. The research design evaluates the efficacy of the collaborative model as a 
means to develop the potential for reflective praxis and concomitantly, a true shift in teaching 
practice that results in improved student learning.  The project design is exceptional in 
three areas: 1) intentional development of an analytic tool to identify growth of content 
knowledge for teaching secondary mathematics.  2) plan which leverages the 
collaborative learning community model, partner resources and generates new 
materials linked to State standards for broad public dissemination, and 3) sustained 
focus on reflective practice situated within each teacher’s building. 

 
The project employs a quasi-experimental design with three categories of participants 

using the project-developed instrument. The instrument is administered to the first group 
during project-sponsored release time within the content collaborative community. A second 
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group uses the instrument at the beginning and the conclusion of an outside professional 
development cycle. The instrument is also administered to a third group, not participating in a 
professional development program.  

 
 The project utilizes a mixed-methods approach. Data collection spans five years of 

the project, and includes the following qualitative data: researcher field notes, videotaped 
observations of individual/group work as well as study sessions and classroom lessons, 
teacher work and written reflections. Quantitative data will be gathered on student 
achievement in the form of end-of-unit assessments tied to district curriculum and the 
State standards-based exam, as well as teacher CKT growth as measured by the analytic 
tool.  

 
Throughout teachers’ interaction within the professional learning environment, 

we ask teachers their mathematical reasons for decisions (e.g. choices for tasks, questions 
to ask, assessment, ways of explaining, representations). Data analysis reveals the degree 
to which participants demonstrate a deep, connected understanding of mathematics as 
seen in the many tasks of teaching, including: determining goals and objectives, 
motivating content, developing lessons (connectivity and sequencing), analyzing student 
methods and solutions to determine their adequacy or to compare them, unpacking 
mathematical ideas, procedures, and principles making them more accessible to students, 
choosing representations, and designing and modifying tasks (Kahan, Cooper, & Bethea, 
2003). 

 
RESULTS 

This is a documentary account of year one of the project. To date, university staff 
created and piloted the tool with a range of secondary mathematics teachers across four 
school districts statewide. A facilitator cohort training occurred in August 2007, which 
provided school-based group facilitators with the necessary experience to “guide” 
collaborative group sessions. University faculty are embedded at the school sites in order 
to 1) administer the tool in schools, 2) press teacher thinking around the mathematical 
discussions, and 3) enact the data collection process. The research team will explicate 
claims about characteristics of how CKT is different from other mathematics, and build 
an argument for the relationship to teaching practice. Of particular interest are aspects of 
mathematics that teachers attend to, and what norms, habits of mind, and dispositions 
have become apparent over time through the work of the learning communities.  

 
SUMMARY & EDUCATIONAL IMPORTANCE 

“The research, then, is clear: teachers cannot teach what they do not know, and they 
cannot teach what they know if they do not have the skills to do so. Changing teaching is the 
single most powerful way to improve science and mathematics competency in the United 
States” (Sanders, 2004). Moreover, “intensive professional development programs can help 
teachers to increase their knowledge and change their instructional practices” (Borko, 2004, p. 
5). Effective professional development relies on authentic classroom activities (Ball 1996; 
Rosebery and Puttick 1998; Garet 1999; Wilson and Berne 1999) and a rigorous examination of 
the concrete and site-specific challenges of teaching (Goldenberg and Gallimore, 1991).  
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The project uses collaborative communities embedded in schools to provide specific, 
classroom-based assistance to teachers on the issue of pedagogy. For professional 
development to make an impact, it must be wedded to specific, articulated gaps in content 
outcomes (King 2004). Since our collaborative communities occur in a natural setting – the 
classroom rather than a hotel conference room – observation, learning, and experimentation 
can occur in situations teachers see as legitimately tied to their classrooms (Neufeld and 
Roper 2003). The Annenberg report (Kronley and Handley, 2003) concurs that the strength 
of collaborative communities is grounded at school and classroom level, allowing teachers to 
work as responsive, constructivist models for professional learning. This focus promotes the 
development of leadership skills, professional learning, and support for teachers that target 
ways to improve student outcomes (Lyons and Pinnell 2001). Supports for improved teaching 
and learning are more effective when they are tailored to needs identified by teachers and 
when their approach to learning is collaborative and inquiry-based (Darling-Hammond and 
McLaughlin 1995). The work of this project serves to advance the research community’s 
understanding of how effective collaboration recognizes and adapts to the structural, 
cultural, and instructional differences of different school levels (Kronley and Handley, 
2003) when the focus of study presses teaching understanding of mathematical content 
and the content knowledge needed for teaching.  
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Abstract 

This paper tried to use the context of education history in Taiwan as the axis to 

make a lateral comparison among American, Japan, and Taiwan in the traits of education 

systems.  On one hand is about the rising, transforming and declining historical 

background of normal Schools or Colleges. On the other hand are the developmental 

differences of the relationship between teacher professional ethics and teacher education 

in America and Taiwan as well as the differences in the cultivation of moral education of 

their teacher-training students individually.  According to the above comparisons to 

analyze what has to be improved in teacher education of Taiwan, and to know what 

improvement could be backward.  If the improvement only put practice on the surface, 

the inside problems will not be able to touch; if it is revolution, not only education will 

lose its bases but people will be afraid that the disadvantages come before the advantage. 

The turning point or the crisis is a “present tense,” depending on where the helmsman is 

sailing.  

Keywords: teacher education, teacher professional ethics, education reform, 

Comparative historiography of education. 
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I.   INTRODUCTION 

The rise of normal schools education system was because nation-states desired to 

develop compulsory education. By the way of free compulsory education, they hoped to 

upgrade the quality of lower-class people, accelerate productive efficiency of industry 

and business, and concentrate people’s national ideology.  From the beginning of 

eighteenth century, Prussia advocated actively compulsory education for preparing his 

people with the spirit of national ideology.  In the middle of eighteenth century, French 

Enlightenment thinkers Rolland and Condorcet preached the establishment of national 

education system. The United States, in the beginning of nineteenth century, founded 

public basic education in Massachusetts. United Kingdom, from the middle of nineteenth 

century on, promoted the system of national basic education. Along the establishment of 

national or public primary schools, the demands of teachers followed. The normal school 

began booming in the middle of nineteenth century, as a cradle of teacher training for 

public school education（Cubberley,1948）.  

    Japan promulgated“school system”in 1873, Imperial Rescript on Education in 

1879, Imperial Rescript for all level of schools in 1886, and Imperial Slogan on 

Education in 1889 for training thoughts of emperor and loyalty. The education framework 

of compulsory primary school was gradually completed in 1900（Hsu,2001：4-6）. Taiwan 

was ceded to Japan by Ching Dynasty in 1895. Next year Japan started the plan of 

universal education, with the purpose of fulfilling its colonialism. In the year 1898 

Colonial Government made use of the national training program of normal schools to 

control the establishment of centralized compulsory education. Currently teachers 

training policy in Taiwan is mainly influenced by American thinking and system, and 

Taiwan is planning to entirely abolish the tradition of normal teachers education designed 

exclusively for that person. Is the teacher training policy with big change based on the 

professional thinking from the comparative debates between globalization and 
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localization？ Is the educational reform lost in the reform which is just for the sake of 

reform？ Has the education reform in Taiwan turned to revolutionary polar of education 

reform？ Does it need more observations and thinking from different views？ Above 

questions are worth rethinking. 

 

II.   THE RISE OF NORMAL SCHOOLS EDUCATION 

With a review of western historical development, Prussia first promoted public 

primary education in early eighteenth century, so the institutes of teacher training 

gradually followed. In the middle of eighteenth century, French Enlightenment thinkers 

Rolland and Condorcet preached the establishment of national education system, and 

Government founded école normale（normal school）in 1795. The United States founded 

the first American normal school in Massachusetts in 1839. After the middle of 

nineteenth century, American began promoting normal schools education. The name 

“normal” school was adopted with an expectation to teach youngsters of normal schools 

the characters of good morality, obeisance and agility （ Altenbaugh,1999:260 ; 

Quartararo,1995:23）. In the year1872 Japan founded the first normal school in Tokyo to 

promote the educational system of national compulsory education（Lincicome,1995:1）.  

Japan occupied Taiwan in 1895.  Next year Taiwan Government General founded a 

normal school department of Japanese-language school for preparing the teachers of 

public primary schools.     

To take an example from the development of American normal school, in the year 

1839 Massachusetts first founded the first American state normal school. Other states 

followed. Among the states Oswego in New York begun to pay attention to free and 

universal education problem of lower-class children, and founded Oswego Primary 

School Training School which paid much attention to normal student’s character and 

object teaching, eventually became a good model of American normal education during 
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the years 1861 to 1866（Dearborn,1925:1,13-15）. Till 1870 there were 18 states out of 37 

states in USA founded at least one state normal school, and total up to 39 state normal 

schools. In 1890 there were 35 states out of 44 states in USA founded state normal 

schools, and total up to 103； in 1910 there were 42 states out of 46 states in USA 

founded state normal schools, and total up to 180.  During the 1910s to 1920s state 

normal schools were slightly increasing, but there were  4 states which didn’t found 

state normal schools（Ogren,2005:1-2）. The above data shows American state normal 

school is more prosperous in the second half of nineteenth century. Japan in Meiji 

Restoration period began to advocate National compulsory education and normal schools 

education. 1880 Imperial Rescript on Education Article33 said all counties must build at 

least one normal school for fostering primary school teachers. In 1896 there were 47 

normal schools in Japan, in 1913 increased to 86 normal schools and 33 girl’s normal 

schools, in 1929 increased to 105 normal schools and normal education, reached its 

zenith（Ministry of Education, Culture, Sports, Science and Technology,2004）. 

The foundation of Taiwanese normal school education was laid in Japanese colonial 

period. In order to entrench it’s sovereignty in Taiwan, at the beginning Japan annihilated 

anti-Japanese conduct with the military, on the other hand it set up public primary school 

system to assimilate Taiwanese and had them loyal to Empire of Japan. Izawa Shuji

（1851-1917）, the first chief official of Education Bureau of Taiwan Government 

General was sent to Taiwan for planning all level of school systems and developing 

common education（Tsurumi,1977:13-17）. In 1896 Taiwan Government General set up a 

normal school department of Japanese-language school for preparing the teachers of 

Japanese Language Teaching and Learning Institute. At the beginning the teachers of 

Japanese Language Teaching and Learning Institute were invited from graduates of 

Japanese normal or secondary schools. Taiwan Government General eventually found 

that native nomal school was necessary to foster the public universal education in Taiwan.  
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In 1898 Taiwan Government General implemented Common School in replacement of 

Japanese Language Teaching and Learning Institute to advocate the system of basic 

compulsory education. Next year it established three normal schools in Taipei, Tai-chung, 

Tai-nan for teacher training at public fund, and announced the rules of teacher’s and 

staff’s certification. Before the end of World War II, there were four normal schools and 

two branch schools in Taiwan（Wu,1983）. 

The Kuomintang (KMT) government took over Taiwan after World War II, it paid 

much attention to get rid of Japan’s evil influence on curriculum and teaching, and 

embarked on Chinese thinking and Mandarin movement. However the school system 

basically inherited from the framework in colonial period of Japan. Compulsory 

education and increasing normal schools were its priorities. In 1945 Taipei Normal 

School was split into Provincial Taipei Girl’s Normal School and Provincial Taipei 

Normal School. Next year Hsin-chu branch school and Ping-tung branch school were 

upgraded to independent normal schools. The KMT government created Provincial 

Hua-lien Normal School in 1947, Provincial Tai-tung Normal School in 1948 and 

Provincial Chia-yi Normal School in 1957 respectively.  In the period there were nine 

normal schools responsible for teacher training of primary school teachers. Since 

Japanese colonial period to 1950s, both higher education and social economy were at 

starting stage; normal school graduation was pretty high social status at that time. 

 

III. The transforming and Declining of Normal Education 

American normal schools faced transformation in the end of nineteenth century.  

The number of public secondary school was increasing, the normal schools with 

secondary education had to upgrade their level.  New York and Michigan states first 

changed the school system to normal college with a bachelor’s degree from normal 

school. The new system was named “teachers college” which reached its zenith during 
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the 1920s to1930s. After World War II, American higher education began booming, but 

teachers college faced the crisis of transformation and combination. After World War II, 

American Government encouraged veterans to receive higher education. They all thought 

even a liberal college was better than teachers college designed exclusively for teacher 

training. During the 1940s to 1950s teachers college was either transformed to state 

comprehensive university, or merged into state university or college. In 1943 the number 

of Japanese normal schools was decreased to 56. One reason was due to a sluggish 

economy, the other reason was due to Japanese educational policy which would upgrade 

the qualification of primary school teachers to a bachelor’s degree（Ministry of Education, 

Culture, Sports, Science and Technology，2004）. After World War II, Under American 

control, Japanese normal education were transformed to independent comprehensive 

university, or merged into state university or college. Presently there are 11 teachers 

universities designed exclusively for teacher training（Japanese Wikipedia,2006）. In view 

of tends of normal education development, the conditions that normal schools 

transformed to or merged into comprehensive university happened both in America and 

Japan. 

Along the stable development of Taiwanese economy, the higher education in 

Taiwan was rising gradually. From the year 1960 on KMT government continuously 

upgraded normal schools to 3-year junior normal college. It represented in post-war the 

quality of primary school teachers in Taiwan was upgraded to junior college level from 

secondary school level. In 1963 three 3-year junior normal colleges in Taipei, Tainan and 

Taichung first annually changed their school systems to 5-year junior normal college. 

This wave of system-changing paved the way mainly for the implement of 9-year 

compulsory education （6- year primary school, 3-year junior high school）. The normal 

university was for preparing secondary teachers, and the normal college for primary 

teacher. Viewing the international stream of upgrading the qualification of primary school 
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teachers to a bachelor’s degree, all Junior Normal Colleges in Taiwan were upgraded to 

teachers college in 1987. In 1994 Ministry of Education promulgated Teacher Education 

Act to replace Normal Education Law. It represents monopolized “Normal” system has 

been shifted to pluralism. General universities or colleges are allowed to set up teacher 

training institute for preparing primary teachers. The number of Normal education 

students at government expense was decreased at a large scale. Normal education 

students at own expense have to compete with the students prepared by teacher training 

institute. The most direct factor to influence the competition of normal college is 

oversupply of teachers and rapid decrease in neonates. The qualified primary teachers 

have been facing the very low percentage of teacher’s employment. In July 2005 due to 

the fierce reform, normal colleges were forced to transform to universities of education, 

and dropped the proportion of students prepared for teaching. One the other hand, 

Ministry of Education hopes universities of education could combine with nearby 

comprehensive university, following American policy in this direction. In the future 

whether Taiwanese universities of education are able to survive independently will be a 

severe test.   

 

IV. STATUS OF TEACHER AND MOBILITY OF SOCIAL CLASS 

The teacher’s social status affects motivation, quality and future performance of 

normal school students. The first American state normal school was founded in 

Massachusetts. At the beginning State government had a negative attitude and even 

expressed opposition to it. Because Horace Mann（1796-1859） received a private 

donation, State government reluctantly agreed to open a part of budget to set up state 

normal school（Culver,1969:113）. Due to the low social status of primary teacher, 

American normal schools were academically low-level institutions. Before the beginning 
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of twentieth century, most of primary teachers were female. There were few male 

teachers（Albisetti,1993:491-492）. Man didn’t enter the teaching field because of low 

salaries, low social status, poor teacher’s quality and short stay to the task

（Kaestle,1983:131） . In the second half of nineteenth century, many states had 

established normal schools that mainly attracted female students. Although every state 

had his own standard for teacher certification, but the standard was actually not very high

（Ravitch,2002）. Normal schools usually attracted lower-class students. At the time 

universities or colleges were given little opportunity of enrolment to female; furthermore 

female students conformed to social expectation. This was why most of normal school 

students were female（Downs,1974:45；Pulliam & Patten,2003:147-148）. Before the 

beginning of twentieth century, low achievement, general quality, lower-class background 

were the stereotype of normal school students（Ogren,2005:4）. Normal schools in some 

regions were eager to transform their schools to college just because they desired to get 

rid of the embarrassing laugh（Woodring,1975:5）. In the late nineteenth century, if the 

minority e.g. black or immigrants wanted to upgrade to somewhat erudite level, so called 

between to labor physically and to labor mentally, entering normal schools or being a 

teacher were the import social ladders for their social mobility（Carter,1989:58）. The 

social status of teachers could not be mentioned or discussed with those of doctor or 

lawyer; it always viewed as a semi- profession（Rury,1989:10）. Due to low-level position, 

State government didn’t cultivate lots of normal school students, the proportion of 

primary teachers from normal schools was not high（Kaestle,1983:131）. The teaching 

was open to the students with secondary education or higher education. After the middle 

of twentieth, American teacher candidates for primary school must have a university level 

or even a graduate level. Every state also makes the rules about practice teaching and 

teacher certification. Teacher’s salary and status are much better than the salary and status 

before World War II, but the salary of beginning teachers is still lower than the average 
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salary of college graduates（American Federation of Teachers,2004:8-10）.  

The development of normal schools in Japan and Taiwan are far different from that 

of American normal schools. Japan set up Tokyo Normal School in 1872, and Tokyo 

University in 1877. The years manifest Japanese Ministry of Education paid much 

attention to normal schools. In Japanese Emperor Meiji Period the professions of teacher, 

doctor and lawyer were mentioned and discussed as the same level（Lincicome,1995：

148）. Japanese Normal schools introduced Johann Pestalozzi’s education ideas and 

object teaching. The normal school management of Oswego in America was applied to 

Japanese curriculum and teaching. Japan also established experiential model school to 

connect educational theory and practice（Dearborn,1925:100）. In 1875 Meiji Government 

first sent students to study abroad at government fund. Among the students Izawa Shuji 

was sent to Bridgewater Normal School in Massachusetts to study normal education. 

After his return from America, he advocated Japanese normal education and teaching 

profession development （ Lincicome,1995 ： 38-49,105-106 ） . It appeared Meiji 

Government paid much attention to normal education and actively received the western 

policy and attitude.    

In view of education act, Japanese central government prescribed, according to 

Education Act in 1800, that every county had to establish at least one public normal 

school, curriculum outline and qualification of primary teacher. In 1883, Ministry of 

Education prescribed all normal schools supported and teachers dispatched by 

government. Ministry of Education promulgated Normal School Act in 1886, amended it 

in 1897. Japanese Ministry of Education didn’t abolish Normal School Act until 1947, 

and made School Education Law to cover the school organization and practice for all 

levels. Although the salaries of primary teachers are inferior to those of doctors, layers 

and technocrats, their average salaries are at middle level, and higher than American 
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teacher’s（Ministry of Health, Labour and Welfare,2006; National Science Board,2001）. 

Their teaching profession is highly recognized and esteemed. 

Taiwanese traditional culture respects teachers. In Japanese colonial period, Taiwan 

Government General also respects normal education policy. In 1898 Japanese colonial 

government set up three normal schools in northern, central and southern Taiwan. It 

didn’t establish Taipei Empire University until 1928. It appeared the normal education in 

Taiwan being equally considered by domestic Japanese Government. Japan Colonialism 

somewhat repressed Taiwan elites to study in political and law domains of higher 

education, so they turned to the study of medical science, and some of them in great 

percentage turned to study in normal schools. Taiwanese normal schools were supported 

by Japanese colonial government. All expenses and fees including tuition, housing and 

living were at government expenses. Graduates were dispatched to schools by 

government too. Among the students from upper-class homes were included. There were 

three social elites in Taiwan in Japanese colonial period; they were layer, doctor and 

teacher. Therefore, going to normal schools was one of ways to become social leading 

elites. The teacher of Common School wore the uniform of civil servant and katana, 

which was a symbol of social ruling class at that time. Normal school students envied and 

worshiped the symbol very much. Some students joined the entrance examination of 

normal school for the sake of it（Wu,1983:104-111）.   

The KMT government followed the normal education policy in Japanese colonial 

period - teacher training at government expense and graduates dispatched to school by 

government. The 'Normal Education' systems had monopolized the market of teacher 

training. KMT Government didn’t provide public teachers with the uniform, which 

symbolized privileged class, and Taiwanese higher education and economy were 

gradually going up. However, normal schools and normal colleges still attracted talented 
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students from middle and lower classes and it was very difficult to pass the entrance 

examination. Normal schools or colleges played an important role to help the students 

from middle and lower classes enter the white-collar class. Before 1990s the salary for 

primary school teachers weren’t high but they enjoyed a high social reputation. In 1990s 

Government gradually raised the salaries of soldiers, government employees and teachers.  

After the year 2000 although Taiwan are facing slow economic growth and a sluggish 

economy, the salary of beginning teachers is higher than those of general university 

graduates; furthermore teachers have the good welfare and retirement fund. The 

percentage of passing teacher’s employment test in 2006 was lower than 8 ％0 （National 

Teachers Society,2006）. It shows that primary school teacher is a tenured profession, 

which a lot of people try to get.  

The role of normal education in compulsory education, the teacher’s status defined 

by the value of his country and the social mobility urged by normal education were 

analyzed above. Here we would like to think some questions:  

 “Taiwanese and Japanese governments were eager to implement compulsory education 

by means of normal schools. Is it a right or wrong policy?”  “Our traditional culture 

respects teachers. What are its advantage and disadvantage to the development of the 

country?” “Normal schools played an important role in social mobility. What are its 

positive contributions to our society? ”  Supposing that there were no universal 

compulsory education and good quality of normal education,  Is it possible for Taiwan 

with a lack of resource to keep its economy rapidly growing, and to become a developing 

country? ” The great progress in Taiwan is closely connected with the excellent human 

resource which is based on quality compulsory education. Our society respects the 

teacher and offers him or her a good salary. There will be a lot of positive benefit to 

upgrade compulsory education if talented persons are willing to enter teaching field.  
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Lots of American scholars think ignoring teacher’s quality and status and being unable to 

recruit excellent teacher is one of defects in American education reform. This problem 

has been existing since nineteen century（Herbst,1989:213-233; Johnson,1989:237-253; 

Pulliam & Patten,2003:215-218,316-318; Hwss,2004:102-107）. Foreign policy may or 

may not be better ours. Reforms may or may not go to the positive; we have to put the 

relative conditions of our historical culture into consideration. To imitate awkwardly 

makes the imitator even more awkward and nauseating. Don’t blindly imitate and don’t 

ignore the mentioned awkwardness. 

 

V. Teacher Training and Teacher’s Professional Ethics 

Does education reform positively improve and upgrade quality? This question is a 

core item to inspect whether reforms are successful or not. Taiwan is reforming 

traditional “Normal Education” systems, and stepping forward an open and pluralized 

market of prospective teacher preparation, and decreasing the proportion of students 

prepared for teaching in “University of Education” system. According to the question 

mentioned above, will the reforms upgrade teacher’s professional ethics and moral 

education? This question is worth thinking. Traditional Confucian culture influences 

teacher’s status in Taiwan. Due to their high social status, at the same time Taiwanese 

teachers are acclaimed to be a social model: “As being a teacher, a teacher has to teach 

morality, classics and dispel doubts.”  A teacher is not only a teacher of classics, but also 

a teacher of morality. From the perspective of teacher professional spirit, Taiwanese 

educators think that a teacher’s model is resorted to teacher’s conscience. It is an active 

and initiative attitude, which comes from teacher’s subjectivity, and which is the 

performance of so called “ to respect teaching work” and “to enjoy teaching work”. The 

United States gradually paid attention to teaching professional development after the 
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beginning of the twentieth century.  In1929 National Education Association passed Code 

Ethics of the Education Profession, which prescribes American teacher’s duty to students 

and education professionalism, and emphasizes self-discipline principle. As analyzed in 

the passage, Taiwanese teachers see this issue from the perspective of teacher’s 

professional spirit. Teacher’s Law Article17 Item6 and Teacher Education Act Article 2 

bring the teacher’s professional spirit into fully play. 

  National Educational Academy Association Annual Meeting in 1977 passed 

“Teachers Believes” proposed by Republic of China Education Association. We didn’t see 

ethical regulations for teacher’s association until National Teachers Society passed Code 

Ethics of the National Teachers in 2000. The content of Code Ethics of the National 

Teachers inherited the traditional perspective on teacher’s professional image e.g. 

teacher’s noble personality, a leading model of good custom and a teacher of both classics 

and morality. However, there is no clear definition about the relationships among parents, 

school colleague and school administration（National Teachers Society,1990）. 

From its establishment in 1999, National Teachers Society has been working on the 

legislative protection to teacher’s work and right and the negotiation of policy-making.  

It even suggests teachers to set up unions, try to get the right of work stoppages. This 

suggestion caused a debate among legislatures, departments of education administration 

and parents. From American history of education perspective, during the 1960s-70s 

National Education Association（NEA）and American federation of Teachers（AFT）

caused a large-scale of teachers’ strike for higher salaries and better working conditions

（ Johansen, Johnson & Henniger, 1993:140-141 ） . As analyzed above, presently 

Taiwanese teacher’s salary and status are superior to those of American teachers. 

Taiwanese National Teachers Society desires to legally set up a teachers’ union and to 

have the right of strike and work stoppages. Are these appeals suitable for the image of 
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teachers in the social public mind? Taiwanese education reforms have empowered 

teachers the professional autonomy, and encourage them carry out professional research 

and action research. Is it still necessary for teachers to devalue their status to a labor class?  

Is stoppage the only way to get the professional autonomy?  In 1960s-70s American 

teachers’ association went on a large-scale strike because American had ignored primary 

teacher’s salary, status and working circumstances in the long run（Moss, Glenn and 

Schwab,2005:20-21）. The teachers had been viewed as the labor class, so they took strike 

action. By comparison with American history, the suggestions that teachers desire to 

legally set up labor unions and have the right of work stoppage are worth re-thinking.    

Of course social change may conflict with ethics. We can’t habitually follow the 

traditions, and don’t want to cope with the change in times.  Primary teachers’ working 

conditions in Taiwan e.g. the ratio of students to teachers, teacher’s administration duty, 

traffic-directing duty, deserve further discussion. During 2003-2004, the ratio of students 

to teachers in American public schools was 14.21 versus Taiwan 18.4. The ratio of 

students to staffs in American public schools was 114.73 versus Taiwan 277.56（Bureau 

of Statistics of Ministry of Education, Taiwan,2006；National Center for Education 

Statistics,2006:13,35）. The difference in the ratio of students to teachers between Taiwan 

and America was largely decreasing. In August 2006 Administration Yuan announced the 

number of class student would be lowered to 32 from 35 from next school year, to 29 

within four years（United Daily News, August 2,2006）.  Taiwan is facing the problem of 

rapid decrease in neonate. To lower the number of class student is in fact inevitable.  

Teachers are more concerned with how to decrease teacher’s administrative workloads. 

American ratio of students to staffs is two times of Taiwanese ratio, it manifests that 

primary teachers in Taiwan are unable to concentrate all their efforts on teaching.  In 

order to decrease teacher’s additional administrative workloads, Government should 
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increase administrative staffs in organic structure. This will be a right way to teacher’s 

professionalism if Government views teacher’s professionalism as priorities and 

Government finance is available. 

Do primary teachers have to perform the traffic-directing duty before Government 

is able to increase staffs in organic structure of primary schools?  Teachers’ associations 

have been taking about this issue for a long time. This is a headache for school 

administrators. Is teacher’s traffic-directing duty a legal regulation or a usual practice? 

Ministry of Education said on press communiqué dated October 15th 2003 that 

“Teacher’s traffic-directing duty is not a legal regulation; it is traditionally based on 

teachers’ love to their students. Teachers’ association, local authorities and parent’s 

association could make their own decision after negotiation.”（My E-Government,2003）

This clarifies the position traffic-direction duty, but local authorities are responsible for 

this issue. Presently there is no substantive solution, which is entirely available for 

schools. Although it is important to protect teacher’s right, at the same please consider 

whether or not it is helpful to upgrade students’ quality. Regarding this issue, author 

interviewed the s alumnae at Hsin-Chu Normal School. They said mostly that“The 

teaching circumstances at their time are harder than now. Administrative works are 

viewed as one of their duties. Youngsters now are more concerned with their rights. By 

comparison with normal school graduates, youngsters carries out the less professional 

spirit e.g. to respect teaching work and to enjoy teaching work than normal school 

graduates did at their time.”（Peng,2006） The views of alumnae may reflect the 

recognition difference due to social change. However, have the professional ethics or 

spirit been relatively upgraded along with the social change in times? This is really a 

serious issue that deserves a further discussion in the fields of educators and teachers. 
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VI. CONCLUSION 

A  proverb said “Another’s good quality whereby one can remedy one’s own 

defects.”Another’s good quality is adaptable, but the condition is that another’s good 

quality fits our circumstances. Rapid and blind education reform is worrying because to 

imitate awkwardly might make the imitator even more awkward and nauseating. At the 

time when we import pluralized teacher training systems from American, at the same 

time we have to pay attention to American teachers’ traditional status and think why The 

United States can’t recruit most talented students to enter the teaching field. The United 

States, with rich natural resources, an open and wealthy society, attracting elites from the 

world, and a competitive free economy market, still has negative problems happened in 

the education of public schools. Education reform should not be ignorant or vague or 

stayed at the low level of common sense talks. Reformers should look at subjectivity of 

education, then make an international comparison from historical context, finally try to 

find a joint debate between globalization and localization. 

Due to teachers’ high social status in Taiwan, in the long run“Normal”education 

system had attracted talented students to enter teaching field. There’s no denying that 

“Normal”system plays an important role in social mobility and universal compulsory 

education. More importantly, normal schools had supplied excellent human capital that 

lays the foundation of economic development in Taiwan. There’s no denying that 

“Normal”system, monopolized and controlled by authoritarianism, was viewed as a 

spiritual national defense. On the other hand, the collective management with strict rules 

and disciplines was relatively lack of the space for open, free, democratic and creative 

thinking. Social changes inevitably influence the trends of education reform. The current 

“Normal”education system is unable and unnecessary to return to previous models.  

Not only the operational pattern of Teacher Education Programs is not corresponding to 
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the trends of American education reform, but also the curriculum of Teacher Education 

Programs is gradually far from the curriculum of Normal Education which paid much 

attention to teaching methods and practice teaching. Teachers don’t necessarily follow the 

image of sage, but they can’t abandon the role expectation that the teacher is a teacher of 

both classics and morality. 

We expect that the teachers could bring their professional spirit and consciousness 

into fully play. On the other hand, we could prescribe teachers’ professional ethics 

according to rules and regulations. When trying to get more professional autonomy and 

welfare, teachers can’t ignore that upgrading education quality is teachers’ duty to 

students. “Normal”education system had traditionally paid much attention to teachers’ 

self-restraint personality, ethical value from the interaction between teachers and students, 

and their professional spirit e.g. respect and enjoy teaching work. If above value and 

practice disappear together with the abolishment of “Normal”education system, no 

doubt it is a crisis. 

Due to high status and salary, teachers are acclaimed as 'norms' for the whole 

society, and normal schools attracted talented students to enter teaching field so that they 

supplied excellent human capital for the demands of Taiwanese economic development.  

If the tradition could be maintained, it is a turning point. If we take no actions to 

following problems e.g. unbalance between primary teachers’ supply and demand, slow 

replacement of the old with the new, department of education recruiting ordinary talented 

students, the top-quality and qualified teachers shifted to other fields, then it is a big crisis.  

For sake of unbalance between teachers’ supply and demand and the rapid decrease in 

newborn baby, Universities of Education have to lower the proportion of students 

prepared for teaching, even might abolish the departments related to education. 

Traditional Taiwan normal educations paid much attention to the primary school teaching 
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methods and practice in order to connect theory with practice. If Taiwanese universities 

of Education abolish the professionalism in teaching methods and then develop the 

science knowledge in department of non-education, furthermore if department of 

education weaken the professionalism in teaching methods and ignore practice teaching.   

Not only the most excellent achievements of normal schools in teaching methods will be 

abolished, but also it is against American teachers training curriculum development, 

which pay much attention to teaching methods and practice teaching.  

To abolish own excellent achievement of normal schools is a fetal crisis. If the 

improvement only put practice on the surface, the inside problems will not be able to 

touch; if it is revolution, not only education will lose its bases but people will be afraid 

that the disadvantages come before the advantage. The turning point or the crisis is a 

“present tense,” depending on where the helmsman is sailing. 
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Research Paper 
 

Teaching as a career choice is analogous to the childhood story of The Little Red Hen. In 

that story, the hen needs quality assistance in order to create a product everyone can enjoy; 

however, no one can be enticed to do the work in order to taste the delicious bread. Likewise in 

the education profession, where there is a tremendous need for highly qualified teachers, too few 

high school graduates are opting for teaching as a career choice. The result, like the childhood 

story, is that too few are selecting the career that is necessary to produce quality schools and 

knowledgeable citizens across the nation. This is especially true in rural communities.  

Approximately 150,000 public school teachers are hired each year to replace departing 

teachers for one reason or other (Hussar, 2000). The greatest areas of need are urban and rural 

communities who will need to hire 700,000 additional teachers of the predicted need of 1.7-2.7 

million teachers by 2007-2008 (Hussar). The present study addressed an aspect of the problem 

of recruiting teachers for rural communities.  

This study was particularly concerned with the crucial need for highly qualified educators 

in rural, eastern North Carolina. The practical problem addressed is the need to identify more 

teachers of high quality from rural areas willing to teach in rural communities. A strategy for 

enticing individuals to teach in rural areas is to grow them from the local community, ensure their 

education and have them return to the community to teach. One specific group for focus using 
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this strategy is high school students. A problem for research, then, is to identify the main factors 

that influence rural high school students’ career choice decisions and to understand what factors 

influence rural high school students’ decisions about whether to enter the teaching profession.   

This study was based on the theory that the intent of high school students in teaching in a 

rural community is built on the influences of guidance activities, social networks, the 

positive/negative effects of school experiences, and the desire to stay in or leave the rural 

community to live and work.  The results of this study can add to the very limited research on 

teacher recruitment in rural communities. Additionally, identifying factors that positively influence 

rural high school students in eastern North Carolina to select teaching as a career choice could 

increase the number of students entering and completing teacher education programs, thus 

increasing the pool of potential teachers as opposed to redistribution of the current teacher 

workforce.  The results may also have significant implications for policymakers, school district 

administrators, and institutions of higher education as they address the issue and develop 

strategies for attracting teachers to rural communities in eastern North Carolina.   

The overall question addressed in this study was: What factors influence the intent of 

high school students from rural communities in eastern North Carolina to teach in a rural 

community?  Data were collected from seniors who were purposely selected from the school 

database.  A total of 90 students, including 40 males and 50 females, took part in the focus 

groups conducted at high schools located in seven rural school systems.  

This study investigated the factors that influence the intent of high school students from 

rural communities in eastern North Carolina to teach in a rural setting. To address the research 

questions, the study focused on (1) the processes that students go through when selecting a 

career, (2) factors that influence the decision to stay in or leave their rural community and (3) how 

these factors affect career choice decisions, and their perceptions about postsecondary 

education and teaching as a career choice.   

A majority of the students in the study plan to pursue postsecondary education.  Sixty-

four percent of these students would be first generation college students.  Students believe that 

knowledge and skill gained from postsecondary education will provide them mobility out of what 
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they regard as their “dead end” communities, greater opportunities for advancing their career 

goals and a stronger financial security for their future.  Students also credit family influence as a 

strong factor for entering college. 

When deciding on career, students in this study looked at personal strengths and desires 

as well as their financial goals for the future. Beyond this, students have molded career 

perceptions and decision making based on career development experiences..  Students at all but 

one of the schools have participated in some form of structured guidance activity related to career 

development. The one school exception had not had a guidance counselor for the past year and 

a half and therefore offered no structured career development experiences. The quality of the 

experiences in the remaining schools; however, has been quite varied.   

Students also listen to influential individuals speak about careers and career choice.  

These individuals have a relationship with the students and serve a role in the students’ lives.  

Family members, especially mothers, are talking the most with students regarding careers and 

career choice. Mothers, followed closely by teachers, are providing the most advice.   

 The advice teachers gave appears to be either in the form of guidance for students who 

are unsure about career direction, or affirmation for students who have made a career decision. 

There is little evidence that teachers specifically encouraged students to select teaching as a 

career choice.  For students in this study who were unsure or undecided about career choice, 

teachers had enormous opportunities to talk positively about the profession. Communicating 

relevant information about teaching such as salary, roles and responsibilities, impact on learning, 

working environment and collegial support might have been a considerable influence on students’ 

career choices. 

 Twenty-nine of the total participants selected teaching as a career choice and did so 

because of intrinsic motivators commonly associated with the choice:  desire to help others, 

personal strengths, and the belief they have the ability to teach. The remaining participants 

selected other careers based on the desire to own a business, greater financial rewards, personal 

interest, and the desire to help others.   
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Students in the non-teaching focus groups and the three undecided students were asked 

to talk about teaching as a career choice, whether they have ever considered teaching, what 

deterred them from the choice, and finally, what factors would influence their decision to select 

teaching as a career choice.  Twenty-eight of the 61 students who do not plan to go into teaching 

(46%), including the three undecided students, admitted that they have at one time or other 

“considered teaching” or “thought about teaching.”  Reasons given for considering teaching at 

some point included watching teachers take time with students in order to increase learning, 

financial assistance in the form of scholarships, and the desire to impact younger students in the 

community. 

 Deterrents to teaching, as given by these same students included discipline in the 

classroom, salary, lack of patience, advice from mother, and other.  Other reasons included not 

wanting students like themselves, not wanting to be stuck in a monotonous routine, and not liking 

school now.  Factors that would encourage these students to teach included helping someone 

else learn, and influencing others. Students also talked about being “a leader” and “a role model” 

for students. Others want to “broaden their horizons” and “to better them for the world.” Finally, 

students want to help the community where they have grown up and attended school. 

The occupations of parent/guardian were compared to students’ career choices to 

determine whether there is a relationship between the two. This comparison worked on the 

assumption that professional occupations were the most highly valued by the students based on 

their discussions.  Although the students did not specifically state their intent to “move up” based 

on parent/guardian occupation, after combining all parent/guardian occupations that were not 

categorized as professional, the result was that 78% of the students had selected professional 

careers which will allow them to do so. This does not include students who reported the 22% 

parent/guardian occupations that are currently categorized as professional. 

 Although the majority of the students in this study appear poised to leave the community, 

it is interesting to note that their decision to return or not return to the community impacts career 

choice. For instance, if they are going to return to the community, 38% of the total participants 

said they would have to change their career choice and of those, 10% said they would pursue 
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teaching. For the 58 students who have not selected teaching as a career choice, if they were 

going to teach - hypothetically – 84% stated they would return to their community.  

New issues were raised around the overall research question during the course of this 

study and recommendations for future research were given based on these issues.  First, a 

follow-up study on the students from this study is recommended to determine whether (a) they 

followed through with postsecondary plans, (b) received an undergraduate degree and (c) 

continued on their selected career path.  Because a large number of these students are first 

generation college students, a follow-up study would add to the body of knowledge related to 

academic and personal success of first generation college students.   

A second issue raised was the value and quality of structured career development 

opportunities that these students experienced.  Future research on the development of high 

interest programs in middle school, specifically related to teaching as a profession, would be 

valuable in determining the effect of such programs on career choice.   

A third issue raised was the question of why teachers in these rural communities do or do 

not encourage teaching as a career choice.  Research that focuses on factors that influence 

teachers to encourage students to teach or discourage students to teach and the impact of that 

on recruitment of high school students into the teaching profession would be significant in the 

recruitment of middle and high school students into the teaching profession.  Teacher education 

programs might be prudent to examine their curricula to determine how teacher as recruiter fits in 

with teacher as leader.  A recommendation is that teacher education programs assume 

responsibility for educating pre-service and graduate students on the role of teacher recruiter as 

well as the methods necessary to interest younger students in the education profession. 

A fourth and final issue raised was the perception of the students that the economic, 

social, and cultural values of their rural communities have little significance to them.  A feasibility 

study that might support the development of community programs fostering student civic 

engagement would provide use information for the communities in this study.  Institutions of 

higher education, economic development councils, communities and school systems could use 
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this baseline information to then collaborate on development of youth civic engagement programs 

in these communities.   
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Abstract  
 
 Senate Bill 2042 mandates teacher performance assessments (TPA) in all California 
teacher education programs by 2008. Numerous teacher credentialing programs 
throughout California are piloting the Educational Testing Services’s TPA and others are 
using an alternative TPA, which was created by a consortium of universities, 
Performance Assessment for California Teachers (PACT). Scant attention on the affects 
of PACT on preservice teachers has been examined. Therefore, this session presents the 
findings of a pilot study on the preservice teachers’ views on PACT at the University of 
California, Davis. The study was designed to gain preservice teachers’ perspectives on 
the affect of PACT in their lives within and outside the teacher education program. The 
purpose of the session is to further the knowledge of teacher educators and administrators 
who are connected to the PACT process.  
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Abstract 

This study explored the difference between two different background patriarchs about 
scientific knowledge and epistemologies in the context of parent-child book-reading 
interaction. Two children, one girl with her mother and one boy with his father, all living in 
Tainan, participated this study. The mean age of the children was four. The subjects were 
visited in school, where the father and the mother were asked to read a Chinese-language 
book entitled “Moon．Earth．Sun” to their children. And entire parent-child interaction was 
audio-taped and video-taped and transcribed into words. In addition, the father and the mother 
was asked about the belief of scientific teaching, scientific learning, nature of science. And 
parents’ beliefs about teaching, learning and nature of science were respectively categorized 
as either “traditional”, or “process”, or “constructivist”. Results of this study showed that 
there were some difference about the correctness and diverse of scientific knowledge. And it 
was found that the science background father held “Constructivist” belief in science teaching 
and nature of science, “Process” belief in science learning. And the un-science background 
mother held “Traditional” belief in science teaching, science learning, and nature of science. 
 
 
Keywords: epistemology, Parent-Child Book-Reading , mother-child interaction,  
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Introduction 
 

Webfolios and ePortfolios have been highly vaunted as the next great innovation 
in education (Kilbane & Milman, 2003; Educause: NLII, 2002; Gathercoal, Love, Bryde 
& McKean, 2002).  

 
Webfolios may have the most significant effect on education since the 
introduction of formal schooling. When fully matured and implemented by 
capable professional educators, throughout every discipline within an 
educational institution, webfolios promise an authentic alternative to high 
stakes testing that currently focus’ education on test-taking rather than on 
teaching and learning.  This promise that webfolios hold for a richer 
educational experience for all will not be realized unless educators 
embrace webfolio concepts and apply them at their highest level of 
maturation.  (Love, McKean & Gathercoal, 2004, p.24).   

 
From the earliest days of the World-Wide Web, the authors of this paper have 

been involved in collaborative efforts with students, faculty, supervisors, researchers and 
administrators in tertiary institutions and K12 schools regarding webfolios in teaching 
and learning, assessment and reporting.  Over the course of conducting hundreds of 
implementation workshops and presentations in a variety of professional forums, the 
authors have learned that educators involved in leading efforts to implement WWW 
portfolios often “begin at the end,” a recipe for disaster.  This compulsion to begin at the 
“end” (an unrealistic goal) is often fueled by visits from national or state accreditors who 
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command institutions to include authentic evidence in their assessment and evaluation 
reports.  Consequently, educational leaders awkwardly turn to WWW portfolios in hopes 
of quickly obtaining “authentic” data to be used in accreditation reports.  “Beginning at 
the end” fails because the incremental steps for full implementation are missing.  It is like 
trying to leap from one side of the river to the other, and implementing webfolios is a 
complex and difficult leap.   

This paper will share California Lutheran University’s (CLU’s) School of 
Education’s (SOE’s) Teacher Education Department’s (TED’s) journey toward full 
implementation of two webfolio systems, with particular emphasis on how CLU 
aggregates data to ascertain student achievement of the California Teaching Performance 
Expectations (TPE’s) and how this aligns with teacher candidate performance on the 
Teaching Performance Assessments (TPA’s).  In addition to pre-service teacher 
assessments, the webfolio system also aggregates data from its in-service teachers who 
are students in a Master of Education program.  The data from the Master’s program 
aligns to the California Standards for the Teaching Profession (CSTP).   

Educators who are planning to implement a webfolio system program-wide in 
their schools, colleges or departments of education will find this paper provides a context 
and a vision where a single program can be responsive to state and professional standards 
for preparing students for the teaching profession and supporting educators who are 
already in the teaching profession.  This paper will familiarize participants with what a 
webfolio system can do and convey and what we have learned about implementing web-
based portfolios.  It will articulate critical factors for successful implementation and share 
how CLU has used the webfolio systems to secure and then aggregate and quantify the 
data to support changes made in SOE programs.   It will also show how CLU uses its 
webfolio systems to facilitate assessment, evaluation and reporting in a single web portal 
and how the SOE maintains that data for life. 

To fully comprehend the current use of webfolios within CLU’s TED, the reader 
must first be grounded in TED’s culture and past experiences with webfolio systems.  
Discussing TED’s history and its developing webfolio culture in terms of Levels of 
Maturation and Critical Success Factors will provide the reader with a conceptual 
framework for understanding CLU’s SOE webfolio journey and help the reader to 
contemplate strategies they might employ on their journey to webfolio implementation. 

In 2004, Love, McKean and Gathercoal utilized eight physical and eight 
theoretical qualities inherent in the portfolio/webfolio processes and applications to 
determine five levels of implementation, which they called Levels of Maturation.  The 
levels are: 

• Maturation Level 1 – Scrapbook 
• Maturation Level 2 – Curriculum Vitae 
• Maturation Level 3 – Curriculum Collaboration between student and 

faculty 
• Maturation Level 4 – Mentoring Leading to Mastery 
• Maturation Level 5 – Authentic Evidence as the Authoritative Evidence for 

assessment, evaluation and reporting 
The levels of maturation provide a conceptual guidance system for taking the next step on 
the path to full implementation of webfolio systems in teaching and learning.  
Concomitantly, explicitly knowing about the five levels of maturation empowers 
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educational innovators with a vocabulary for developing a shared vision for webfolio 
implementation and presents them with a way of measuring progress towards that vision.  
In chronicling the TED’s progress toward full implementation of webfolios the authors 
will refer to these levels of maturation and how the TED has moved from one level to the 
next. 

When implementing a webfolio system, webfolio project champions must also be 
mindful of the Critical Success Factors, articulated below, and concentrate on 
implementation strategies that begin at the beginning (Maturation Level 1), instead of at 
the end (Maturation Level 5).  Knowledge of Levels of Maturation and Critical Success 
Factors assist educational institutions to prepare the foundation for full-scale 
implementation by establishing a framework that empowers possibilities without 
demanding radical changes (that make no sense) from the faculty and other stakeholders.   

Gathercoal, Love, Bryde & McKean (2002) articulate Critical Success Factors, in 
Table 1, below, that must be present and active in the institutional culture in order to 
implement a webfolio system.  The first column on the left enumerates the critical 
factors, but this enumeration does not indicate importance since all factors listed are 
required for success.  The second column describes the factor; the third provides sub-
descriptors and the fourth indicates by using a check mark ( ) whether the factor is 
needed if only one faculty member is using a webfolio system, e.g., an early adopter with 
no colleagues onboard, yet.  All factors listed are needed for successful implementation 
by an entire academic unit (department, school, or college of education). 

 
Table 1. Critical Factors for Successful Webfolio Implementation 

 
# Critical Factor Sub-descriptors and Needed Operators   
1 Information 

Services 
Cooperation 

Information Services can support the Internet traffic to and 
from the webfolio server. 

 
 

Administration rewards participants.  

Faculty participants are not punished for negative impact 
on student evaluations of teaching. (A small portion of 
students will "punish" teachers for new course 
requirements involving technology) 

 
 

2 Administrative 
Support 

Dollars are committed to the various requirements 
indicated in the checklist. 

 

All participants have Internet access.  3 Technology 
Infrastructure All classrooms have Internet access with computer display 

projection units 
 

Students complete paper portfolios as a program 
requirement. 

 

Students complete paper portfolios as requirements in 
courses.  The portfolios carry a significant weight in 
determining the course grade. 

 
 

4 Portfolio Culture 

The student's work in the portfolio "defines" the student to 
faculty and recruiters. 
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  Multiple faculty/supervisors/mentors read and comment on 
students portfolio work. 

 

Faculty members routinely give students assignments in 
written form. 

 

Students routinely address unstructured problems.  

5 Student Learning 
Centered Culture 

Faculty grade and provide feedback on students work.  

The push for adoption and implementation of webfolios 
comes from faculty. 

 6 Implementing 
force and project 
champions There is a group of faculty members who have the 

commitment and stamina to make the webfolio system 
work. 

 

7 Implementation 
milestones 

An implementation plan with reasonable milestones that 
are measurable and that collectively lead to full 
implementation. 

 

Open computer lab assistance available for students and 
faculty. 

 

Faculty/Mentor training (multiple times and places).  

8 Training and Help 
Resources 

Webfolio documentation available for faculty/mentors and 
students. 

 

Faculty commit to casting course assignments into a 
uniform format such as: 

 Statement of standard 
 Student Assignment 
 Detail/Help/Internet Resources 
 Assessment Description 

 
 
 

9 Faculty members 
believe webfolios 
will make a 
difference in the 
quality of 
education and 
they understand 
their role and 
commit to it. 

Teams of faculty agree to cast program standards into a 
uniform format including an artifact producing activity 
demonstrating mastery of program standard modules. 

 

10 Standards or 
Competency 
Based Curriculum 

The academic unit has explicit program standards.  Law 
may mandate these standards or they may be recommended 
by professional organizations or the academic unit may 
define them independently. 

 

Faculty teams periodically review and revise the content of 
the curriculum and are aware of the content of courses 
making up the entire program. 

 
 
 
 

11 Integrated 
Curriculum 
developed by 
teams of faculty 

Courses and/or program requirements are designed and 
sequenced to build student mastery of standards. 

 

12 Supervisors and 
Mentors use the 

Multiple perspectives are represented in the feedback to 
students. 

 

2008 HICE Proceedings 
Page 4485



 5

Students value the varied feedback received from multiple 
sources. 

  webfolio to 
provide feedback 

Students and Mentors thrive on ambiguity as feedback 
defines more shades of gray than defining lines. 

 

 
In The Beginning 
 

A webfolio system was developed at Illinois State University (ILSTU) in 1995 
and the developers described it to users as:   
 

The Student Portfolio System allows students to combine text, sound, 
video, and images into an organized “hyperlinked” collection of World 
Wide Web documents that shows how each student is interweaving career 
planning, formal classroom work, and student life activities into a unique 
educational experience at Illinois State University.  While these sections 
can be searched or accessed easily by mentors (faculty or industry) as 
well as recruiters, the portfolio contains two additional sections of 
particular interest to recruiters: the “Interview” and the “Resume.”  The 
interview section contains the student’s responses (text and/or video) to 
questions commonly asked during interviews while the resume presents 
the brief summary of student career preparation in a format familiar to 
recruiters.  A major objective of the system is to provide students with a 
planning tool as soon as they enter Illinois State University.  The student 
portfolio becomes a basis for interacting with advisors and faculty who 
counsel them in terms of career preparation.  The portfolio guides the 
student in the most effective use of his or her time and assists the students 
in understanding why their intended profession values these school 
experiences.   

 
The system’s use of a database backbone provided for dynamic portfolio content and 
advanced search capabilities. 

In 1997, the webfolio system was completely rewritten taking advantage of new 
technology.  This system allowed students to control access to individual parts of their 
portfolios by assigning viewing rights to the following groups of users: faculty, mentors, 
recruiters, other students, and all Internet users.  In addition, for each standard or 
competency in the webfolio faculty could provide assignment, help, Internet resources, 
and assessment rubrics.    

It was at this point in webfolio system development that the Curriculum & 
Instruction program in CLU’s SOE first began using the webfolio system.  Initially the 
C&I program tapped into the ILSTU webfolio server, using the webfolio system like any 
other Internet resource.  The initial vision at CLU was limited, thinking that the webfolio 
system would simply be a hardcopy portfolio that was displayed on the WWW.  As a 
result, the use of the webfolio system was at Level One Scrapbook where students kept a 
collection of selected assignments completed in their courses at CLU.  It was envisaged 
that the webfolio system would be used simply to house student papers and other artifacts 
generated in response to course assignments. 
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In July 1997 The California Commission of Teacher Credentialing (CCTC) and 
the California Department of Education adopted the California Standards for the 
Teaching Profession (CSTP).  The standards were jointly developed by the two agencies 
to facilitate induction of beginning teachers into professional roles and responsibilities. 
The standards provide teachers and teacher educators a common language and structure 
to describe the complexity of teaching and are intended to guide teachers as they develop 
their professional practice. 

The standards were organized around six interrelated categories of teaching 
practice. In summary, they are, 1) Engaging and supporting all students in learning, 2) 
Creating and maintaining effective environments for student learning, 3) Understanding 
and organizing subject matter for student learning, 4) Planning instruction and designing 
learning experiences for all students, 5) Assessing student learning, and 6) Developing as 
a professional educator. The list was not intended to be sequential, and did not indicate 
priority or value among the items, but they were merely numbered to facilitate 
identification and discussion.  The 6th standard did not describe specific classroom 
conduct but was more a reminder of the need for ongoing professional development and 
relationships.  

The six categories provided a developmental, holistic view of teaching intended to 
serve the needs of the diverse student and teacher populations in California. The overlap 
evident among the standards communicates the interrelationships and complexities of 
teaching that require continued development of professional judgment. The standards 
were designed to support work in diverse classrooms in a variety of ways, and not to 
force a single approach on all practitioners. Use of the standards is intended to stimulate 
reflection on practice, formulation of goals, and assessment of growth.  Therefore the use 
of these criteria was flexible.   

In 1998, the TED in the SOE at CLU adopted the CSTP’s as organizing principles 
for its teacher credential programs. Curriculum and assessment approaches were now 
based on these state standards, with an emphasis on providing evidence of progress on 
the first five. Preservice teachers were held accountable for these standards and they 
developed hardcopy portfolios that were used for summative assessment by faculty, 
cooperating teachers and supervisors each semester.   

Students’ hardcopy portfolios were housed and displayed in binders.  At times, 
the hallways of the SOE Building were lined with teacher candidate portfolios stacked on 
the floor as they were rotated amongst faculty and supervisors for comment and 
assessment.  Occasionally, portfolios were misplaced and even lost, as faculty passed the 
portfolios around.  Portfolios ranged from Level One, Scrapbook portfolios to Level Two 
Curriculum Vitae portfolios in which teacher candidates demonstrated personal 
competencies that met the CSTP’s.  

At this time, CLU’s SOE had in place seven of the twelve Critical Success 
Factors in place, #1 Information Services Cooperation, #2 Administrative Support, #3 
Technology Infrastructure, #4 Portfolio Culture, #5 Student Learning Centered Culture, 
#10 Standards or Competency Based Curriculum, and #11 Integrated Curriculum 
developed by teams of faculty.  The SOE TED was poised for the transition from 
hardcopy portfolios to webfolios. 

In 1999, CLU enabled the remaining Critical Success Factors, #6 Implementing 
force and project champions, #7 Implementation milestones, #8 Training and Help 

2008 HICE Proceedings 
Page 4487



 7

Resources, #9 Faculty members believe webfolios will make a difference in the quality of 
education and they understand their role and commit to it, and #12 Supervisors and 
Mentors use the webfolio to provide feedback, when the SOE was awarded a million 
dollar grant from the US Department of Education for Preparing Tomorrow’s Teachers to 
Use Technology (PT3).  This provided the resources and implementing force needed to 
enable the TED to transition from hardcopy portfolios to the ILSTU webfolio system.   

The (#6) implementing force was the successful PT3 grant from the U.S. 
Department of Education.  Prior to submitting the grant, the authors of the grant took its 
contents to a TED meeting and presented all the goals and objectives of the proposed 
grant for faculty approval.  Each goal was read and displayed and every faculty member 
was asked whether he or she could live with the goal or objective or whether it needed 
changing.  One of the objectives read: To establish and use throughout the undergraduate 
and graduate programs an electronic portfolio system that addresses specific 
competencies in the various disciplines and in the Teacher Preparation Program.  This 
objective passed the meeting unchallenged.  This tacit approval from faculty and 
concomitant grant award provided the SOE with its (#6) implementing force and (#9) 
belief system that the webfolio would work to benefit the education of all its students.   

In this first instance it was imagined that the webfolio system would eliminate the 
hardcopy binders that teacher candidates prepared to demonstrate competencies showing 
they had met the CSTP’s.  This vision was simply a Level Two Curriculum Vitae use of 
the webfolio system as represented in figure 1.   
 
Figure 1. A Teacher Candidate’s Benchmark Check Point CLUES C in the 
Webfolio System from April 2001. 
 

 
 
In Figure 1, above, the left frame (A) displays the CLUES benchmark “C” 

standard modules. The main frame (B) holds the student’s response to the standard 
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module “Philosophy Statement” which is displayed by clicking on the link by the same 
name in the left frame (A).  As with the previous example, the standard module 
containing the Student Assignment, Detail/Help/Internet Resources, and Assessment 
Description can be obtained by clicking link (C) and the program documentation for 
“CLUES C” can be viewed by clicking on link (D).  With the exception of the instructor 
and mentor feedback logs, everyone in the world with the correct URL and student-
granted access rights can view this teacher candidate’s webfolio.  

Webfolio implementation in the TED began with two classes of preservice 
teachers.  The first semester, both students and faculty learned much about the webfolio 
and they were able to apply what they learned while advancing the effort the following 
semester.  The next semester, involved twice as many students and faculty, and by the 
end of the second year of the PT3 grant all full-time students and faculty in the TED were 
using the webfolio system in their courses and this led to the use of the webfolio system 
at Maturation Level Three, Curriculum Collaboration between student and faculty.  
Faculty began to display their syllabi and their course assignments in the webfolio system 
and students would respond to the assignments by placing their papers, projects, and 
presentations in the webfolio system.  As students prepared their responses, they would 
often find resources that were useful to faculty and other students.  Faculty would use 
these resources to augment their coursework and display these newfound resources in the 
webfolio system, as they were made aware. Faculty found that as soon as they updated 
their courses in the webfolio with the newfound resources all students in their class had 
access to the resources through their side of the webfolio system. As a result, the course 
offerings only became richer with time.   

In 2000, the SOE purchased its own webfolio server and the CLU database was 
transferred from ILSTU to CLU where student webfolios are kept for life.  Soon after the 
server purchase, TED began using the webfolio system at level four, Mentoring Leading 
to Mastery.  Teacher candidates used the webfolio system to display artifacts showing 
they had met the CSTP’s in program benchmarks labeled CLUES (California Lutheran 
University Education Students) and in there department courses labeled EDTP.  Faculty, 
supervisors, and cooperating teachers then provided the teacher candidates with feedback 
regarding their work in the webfolio system.  As a result of this feedback from multiple 
sources, the teacher candidates were able to redeem their work and again seek feedback 
from their mentors. As Bartell, Bryde, Mahler, Murray-Ward, & Gathercoal (2001) later 
testified: 

 
Implementation of a web-based electronic portfolio system throughout the 
teacher preparation program complements the student-centered approach 
CLU takes to preparing teachers for the classrooms of tomorrow.  The 
portfolio system is analogous to a relational database that is cooperatively 
developed by faculty, students, cooperating teachers, supervisors and 
employers.  It enables a grand conversation between these parties, 
focusing around the student’s professional development.  The [California] 
state standards and the School of Education’s conceptual framework of 
reflective, principled practice serve as a scaffold around which teacher 
educators and preservice teachers weave their dialog. (p.1855). 
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Resource allocation and reallocation was critical to the implementation process.  
The implementation process must have institutional backing and credentials.    The 
administration needs to “anoint” the process and its people and ensure that all who are 
involved know that the implementation process is “approved.”  Although the 
implementation process had many “champions” at CLU, including the Dean, the chair of 
the department, and dedicated faculty, it helps to give the process a name.  At CLU, the 
grant was called, “MAGNETIC CONNECTIONS” and the “newly named” process 
champions were called “Director,” “Clinical Faculty,” “Curriculum Coordinator” and 
“Open Lab Assistant.”  When the implementation process and its people were given titles 
and names they were immediately recognized by the institution and the process finds a 
quick way of explaining away things that may not make immediate sense.  For example, 
when it is announced that the Clinical Faculty will be team-teaching with TED faculty, 
there are few questions asked about why or what.  Simply mentioning the name Clinical 
Faculty brings back visions of a commitment made to the implementation of the webfolio 
system. 

Successful implementation demanded that regular meetings were held to provide 
faculty with the concepts and skills for successful implementation.  All faculty members 
in the TED were encouraged to attend these professional development meetings, and 
there were multiple sessions to accommodate the varied schedules of faculty.  The 
meetings addressed both theory and practice.  The meetings were held during regular 
teaching hours and faculty members in attendance were compensated for their 
participation.  Webfolio implementation at CLU’s TED involved consultants providing 
inservice training twice a year on the use of the webfolio system in teaching and learning, 
assessment, evaluation, and reporting.  As well, technology workshops and curriculum 
revision meetings were held throughout the year.  Faculty participated in an average of 31 
hours of professional development meetings and they were paid for their time and their 
work on the grant initiatives. 

In 2000, the TED also implemented the use of a K-12 webfolio system that 
featured teacher candidates as faculty and their K-12 students as respondents to their 
lessons.  Webfolio developers built into this K-12 webfolio system supervision that safe-
guarded the K-12 student’s work and allowed the teacher candidate (faculty) the ability to 
authorize who would see what artifact and what would be uploaded to the WWW.  This 
K-12 system has been used by teacher candidates and partner K-12 schools.   

Teacher candidates completed at least one assignment during their teacher 
preparation program where they were the faculty in the K-12 webfolio system.  The 
assignment in EDTP520 Leadership & Management in Diverse Elementary Classrooms 
course read in part: 

 
Develop an idea for utilizing technology in teaching and learning in the 
elementary classroom. Write an NTEQ lesson plan to go with the 
technology idea. This may be something you have observed in your room, 
elsewhere in your educational experiences, or something that you have 
read about or found on the Internet. Then, teach the lesson to students 
(class or small group or individual). Develop a place in the K-12 webfolio 
system for your students to display an artifact as a result of the lesson. 
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Have at least one student display her or his artifact in K-12 webfolio 
system and share that artifact with the instructor. 
 

Teacher candidates were further directed to place their unit plans, lesson plans, 
help/resources and assessment rubrics in the K-12 webfolio system and to have at least 
one of their K-12 students respond to and deposit some work sample in response to the 
lesson/assignment in the K-12 webfolio.  The teacher candidates would then enter the K-
12 webfolio system as faculty and provide feedback, both formative and summative, to 
their student(s).  Then teacher candidate’s EDTP department course instructor entered the 
K-12 webfolio system and gave feedback to the teacher candidate on their work and the 
K-12 student response to the assignment.  

In 2002, the webfolio system was completely rewritten taking advantage of new 
technology, but building on the existing database.  The existing student webfolios 
contained all content but had an improved look.  As a result, teacher candidates now had 
the ability to create e-portfolios from their webfolios.  Students could export their 
webfolio to a business card-sized CD that could be passed out to recruiters at job 
interviews.  The teacher candidate selects the work samples to include in the exported 
portfolio and these work samples along with the underlying assignment or activity 
description are organized and exported.  Once burned on the CD and given to a recruiter, 
the CD contents cannot be changed.  But this e-portfolio CD has a twist; its table of 
contents contains a link to the on-line webfolio.  Regardless of the currency of the CD 
contents, the holder of the CD can click a link to view the teacher candidate’s current 
webfolio.  Of course the teacher candidate can also give the recruiter or anyone else the 
WWW pointer to their webfolio. 

The system also included an assessment module that allowed faculty to assign 
metadata (goals and standards) to the assignments and assign a summative assessment 
which was linked to the assignment and the metadata.  This metadata could then be 
downloaded and analyzed for program evaluation and triangulation with other measures. 

These technological advancements and faculty and student training enabled TED 
to move to Maturation Level 5 Authentic Evidence as Authoritative Evidence for 
assessment, evaluation and reporting, and the promise webfolios hold for a richer 
educational experience.  At this level, faculty were involved in summative assessments of 
students work samples or artifacts and those summative assessments were linked to 
academic content standards (CSTP’s) associated with the students work sample or 
artifact.  The students also had multiple opportunities to master the content and were now 
being held accountable for their work in relation to the academic content standards 
addressed by faculty, supervisors and cooperating teachers who were guided by the 
CSTP’s.   

Implementation at Maturation Level 5, involved the TED faculty cooperatively 
developing a department rubric that they would apply to the teacher candidates work 
samples or artifacts.  This rubric is displayed inside the webfolio system and assigned to 
the department. Faculty determined that they would use a three point rubric where 0 = not 
met, 1 = Minimally Met, and 2 = Met.   

The faculty had to do two things; first, they had to assign metadata to each 
assignment that teacher candidates responded to in the webfolio system.  This metadata 
included assigning relevant TED goals and standards to the specific assignments when 
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faculty set up their courses and department benchmarks in the webfolio system.  The 
second thing faculty needed to do was provide a summative assessment for student work 
displayed in the webfolio system.  That summative assessment was automatically linked 
to the standards and goals faculty assigned to the competencies when they set up the 
“caption” in the webfolio system.   

At strategic periods, usually the end of each semester, the summative assessments 
were downloaded from the webfolio system with the metadata linked to goals and 
standards.  This data was then synthesized and reported to TED faculty for analysis and 
needs assessment.  All assessment comments and scores are maintained for each student 
on each artifact over time.  Both quantitative and qualitative assessments are available.  
Since standards are associated with learning activities and with student work samples, the 
assessments attached to the student work samples can be used to provide a wealth of 
information regarding program and instructor evaluation.  This simple act involving a 
few mouse clicks combined with the assessment scores faculty assign to each student’s 
response to the learning activity can be used to address critical assessment and evaluation 
questions, like:   

 
 Overall, have program goals and standards been met or improved?   
 Are there holes in the fabric of the curriculum? 
 Have specific program goals and standards been met?   
 What is the inter-rater reliability for scoring assignments by different faculty? 
 Are individual students meeting goals and standards?   
 Is the curriculum designed for success?   

 
Graphs were generated to indicate the percent of student work assessed, meeting, 

and exceeding faculty expectations for multiple years.  Charts were produced that showed 
how mastery of a standard was being developed throughout the curriculum.  The visual 
impact immediately conveys whether there is proper scope and sequence within the 
curriculum to meet state and institutional standards and whether the curriculum is helping 
students to achieve those standards. 

 
The Present 
 

Currently, the TED continues to operate at Maturation Level 5, integrating 
webfolio system assessment, evaluation and reporting capabilities throughout the teacher 
candidate’s teacher preparation program.  The webfolio system is at the center of much of 
the assessment process, both formative and summative, and an important component in 
the triangulation of data for program evaluation.  It is also instrumental when evaluating 
teaching effectiveness, and student challenge and engagement, and as a vehicle for 
authentic reporting of teacher candidate professional growth and development. 

Since 2002, many changes have occurred as a result of the analysis of data 
collected in the webfolio system and changes that have occurred at the California 
Commission for Teacher Credentialing (CCTC).  At the state level the CSTP’s have been 
enhanced with the further articulation of Teaching Performance Expectations (TPE’s) 
which now are the stated program goals of the TED.  The Master of Education program 
continues to use the CSTP’s as program goals.   
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At the program level, one of the many changes was to generate a new five point 
department rubric to match other measures, including student ratings on self-assessments 
and exit interviews.  The rubric now reads: 

1 = not met 
2 = minimally met 
3 = met 
4 = met above average 
5 = met with excellence 

This five point rubric is used throughout the School of Education to avoid comparing 
“apples to oranges.”  As a result, the TED is closer to comparing “apples to apples” and 
“oranges to oranges.”  The need to change the rubric was simply not an issue until faculty 
began to triangulate data from the webfolio system with student self-assessments and 
other data, e.g., CBEST results, personal and focus group interviews, transcripts, faculty 
advising sessions, webfolio defense assessments, student logs, university and site 
supervisor observations, and exit interviews.  Then, it became apparent that the TED 
needed to use the same Likert scale in its summative rubric as other measures applied to 
self-assessments, comprehensive exams, etc… 

Both the TED and the M.Ed. programs assess candidates and teachers using a 
series of benchmarks. The TED uses six benchmarks applied over time throughout the 
teacher candidate’s program to assess the teacher candidate’s readiness for teaching and 
concomitantly to evaluate the teacher credential program.  In short, the six benchmarks 
are: Admissions, Completion of Course Work (three check points at Foundations, Block, 
and Student Teaching), Field Experiences (two check points at CLUES C & D), Program 
Exit (CLUES D), Credential, and Employment.  The webfolio system is actively involved 
in assessment, program evaluation and reporting at the first four benchmarks.  Table 2, 
below, articulates where and how the webfolio system is used. 
 
Table 2. The first four benchmarks in the Teacher Preparation Program and how 
the webfolio system is involved in assessment, evaluation and reporting. 

 
Benchmark Webfolio System 

Benchmarks 
Data Collected and 
Synthesized 

Admission CLUES B Student Self-Assessment is 
assessed by faculty, used 
for program evaluation and 
as baseline for student 
reports on professional 
growth and development. 

Completion of Course 
Work 

EDTP Courses (Taught in at 
the Foundations, Block & 
Full-time Student Teaching 
level – usually three 
semesters or more) 
 

Assignments addressing the 
TPE’s assessed, synthesized 
for program evaluation and 
students use work to 
represent their professional 
growth and development. 

Field Experiences CLUES C & D (Usually 
two semesters of student 

Assessment of Growth, 
Lesson Plan, Observations, 
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teaching) and Videotape Analysis 
assessed, synthesized for 
program evaluation and 
students use work to 
represent their professional 
growth and development. 

Program Exit CLUES D (usually the final 
semester of student 
teaching) 
Webfolio Defense (usually 
at the end of Foundations, 
Block & Full-Time Student 
Teaching) 

Lesson Plan, Observations, 
and Videotape Analysis 
assessed by university and 
site supervisor who make 
final recommendation, 
synthesized for program 
evaluation and students use 
work to represent their 
professional growth and 
development.  

 
The webfolio system and teacher candidate assessment 

 
Assessment of teacher candidates is driven by a well-defined curriculum that 

addresses the goals and objectives of the teacher preparation program within the TED.  
As mentioned earlier, the TED uses the California Teaching Performance Expectations 
(TPEs) as its program goals.  The TPE’s describe what California teachers need to know 
and be able to do before receiving a Preliminary Credential.  The thirteen TPE’s are 
displayed in Table 3. 
 
Table 3. The Teaching Performance Expectations 
 

Making Subject Matter Comprehensible to Students. 

• TPE 1 – Specific Pedagogical Skills for Subject Matter 
Instruction 

Assessing Student Learning. 

• TPE 2 – Monitoring Student Learning During Instruction 

• TPE 3 – Interpretation and Use of Assessments 

Engaging and Supporting Students in Learning. 

• TPE 4 – Making Content Accessible 

• TPE 5 – Student Engagement 

• TPE 6 – Developmentally Appropriate Teaching Practices 

• TPE 7 – Teaching English Learners 
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Planning Instruction and Designing Learning Experiences for Students. 

• TPE 8 – Learning About Students 

• TPE 9 – Instructional Planning 

Creating and Maintaining Effective Environments for Student Learning. 

• TPE 10 – Instructional Time 

• TPE 11 – Social Environment 

Developing as a Professional Educator. 

• TPE 12 – Professional, Legal, and Ethical Obligations 

• TPE 13 – Professional Growth 
 
All admissions, course work, field experiences and program exit procedures are driven by 
teacher candidate proficiency as measured by the TPE’s.  When teacher candidates 
complete the teacher preparation program and exhibit competency in all thirteen TPE’s, 
the SOE will recommend that teacher candidate for a Preliminary Teaching Credential. 

The webfolio system is used by the TED to assess teacher candidate competency 
with the thirteen TPE’s.  The thirteen TPE’s are addressed throughout the program with 
teaching and learning activities and field experiences that require teacher candidate 
responses.  The TPE’s and standards are conveyed to teacher candidates through the 
webfolio by displaying a syllabus, complete with standard modules addressing all TPE’s 
in multiple ways and with multiple opportunities for teacher candidates to display their 
competencies.  A teacher candidate's response to a standard module is manifest in a 
multimedia artifact that is displayed in their webfolio and that artifact represents the 
teacher candidate's level of competency with that TPE.  When the teacher candidate 
allows faculty or supervisor access to the artifact, the faculty member and/or supervisor 
provides feedback in the form of a narrative (inclusive of both quantitative and 
qualitative comments) and this feedback is displayed in a comment log that can be 
viewed by the teacher candidate and possibly other faculty members and/or supervisors.  
Such feedback can be displayed as multimedia comments, too.  Multiple faculty and 
supervisors and other mentors, e.g., cooperating teachers, may also view the artifact and 
add feedback to the log, but only if the student has given them access to the artifact.  
Based on the feedback given by the faculty members and other mentors, the teacher 
candidate can revise his or her work resulting in a modified artifact.  Then, the faculty 
members and other mentors can view each other’s feedback and make additional 
comments on the modified artifact. The process can be iterated until the student, faculty, 
and mentors are satisfied that the teacher candidate has met the TPE through the assigned 
work.   

Like the credentialing program for pre-service teachers, the M.Ed. program also 
uses benchmarks to assess teacher growth and professional development. There are four 
benchmarks in the M.Ed. program: Admissions, Completion of Coursework, Action 
Research project and Educational Colloquium. 
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Table 4. M.Ed. benchmarks in Master’s program and how the webfolio 
system is involved in assessment, evaluation and reporting. 

 
Benchmark Webfolio System 

Benchmarks 
Data Collected and Synthesized 

Admissions Students sign on to webfolio 
with first class in Master’s 
program and remain on 
webfolio throughout 
remainder of program 

Student assessed by M.Ed. program chair 
for completion of credential program, 
employment in K-12 school and readiness 
to engage in rigors of educational 
research while maintaining full-time 
teaching position.  

Completion 
of 
Coursework 

EDTP courses taught in 
Educational Measurement 
and Assessment, Action 
Research methods, and 
Thesis writing.  These 
courses are usually taught 
over a three semester 
timeframe in sequential order

Assignments addressing the CSTPs 
assessed, synthesized for program 
evaluation and students use work to 
represent their professional growth and 
development. 

Action 
Research 
Project 

One semester of data 
collection, data analysis, and 
interpretation  

Assessment of growth, research design 
and implementation assessed and 
synthesized for program evaluation and 
students use Action research thesis  to 
represent their professional growth and 
development 

Educational 
Colloquium 

Visual display of authentic 
assessment placed on 
webfolio 

Performance based assessment where 
students visually display their Action 
Research projects and results to the wider 
academic audience and community 
consisting of colleagues, school 
administrators, University faculty, K-12 
students, parents, family and friends. This 
synthesizing of research is a way for 
students to display their professional 
growth and development. 

 
The Master of Education program, like the credential program, uses clear and 

comprehensive standards, goals and objectives to guide the curriculum.  
The webfolio process supports both formative and summative assessments of 

student work at a course and program level.   For each standard module, faculty and/or 
supervisors generate: 

1. a statement of the standard, i.e., TPE, 
2. an assignment for the teacher candidate or in-service teacher that demands 

a competent response consistent with the TPE or CSTP being assessed, 
3. detail/help/Internet resource links, 
4. an assessment description, and   
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5. metadata.    
The standard module is structured in such a way that when completed by the 

teacher or master’s candidate, each response results in an artifact that becomes a part of 
the candidate's webfolio.  The artifact indicates the level of the candidate's competency 
on a specific TPE or CSTP.   

The following example shows how the teacher candidates’ webfolios are 
developed and assessed by faculty.  Masters candidates abide by similar processes and 
protocols.  The (1) statement of the standard gives a title to the standard, e.g., the 
Classroom Management Plan caption would represent TPE11 Social Environment.  
Faculty and supervisors commonly use this title in their syllabus to refer to specific 
assignments.  Figure 2 displays the captions generated by the faculty member (green 
folders) and those generated by the student (blue folders) for an EDTP520 Leadership & 
Management in Diverse Elementary Classrooms course from Fall Semester 2004. 
 
Figure 2. Classroom Management Plan (TPE 11) in the EDTP520 Leadership & 
Management in Diverse Elementary Classrooms from Fall Semester 2004. 

 

 
 
The (2) teacher candidate’s assignment is a piece of expository text that gives 

students direction as they continue their study and generate an academic response to the 
TPE.  These, too, are generally embedded in the syllabus or field experience handbook or 
other professional program documentation.  The (3) Detail/Help/Internet resource links 
section provides additional detail about the teacher candidate’s assignment.  It may 
include relevant lecture materials (PowerPoint presentations, pictures, diagrams, audio 
and video, notes and outlines).  It can display links to resources found on the Internet. 
This section of the standard module allows the vast resources of the Internet to be mined 
and exploited as faculty, supervisors and teacher candidates identify links specific to the 
TPE.  This benefit of the webfolio database’s organization cannot be overstated.   As 
Internet resources are identified, the faculty and supervisors can update them at any time 
and all teacher candidates will have instant access to the updates.  Figure 3 displays the 
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assignment, help and resources for the Classroom Management Plan in EDTP520 
Leadership & Management in Diverse Elementary Classrooms from Fall Semester 2004. 

 
Figure 3. Classroom Management Plan (TPE 11) assignment, help and resources in 
the EDTP520 Leadership & Management in Diverse Elementary Classrooms from 
Fall Semester 2004. 
 

 
 

The (4) assessment description section of a standard module conveys how the 
artifact can be used to self-assess the teacher candidate's mastery and/or how faculty and 
mentors will assess the level of teacher candidate competency.  The assessment 
description may display a formative rubric that is different from the department rubric 
used for summative assessment.  Figure 4 displays the formative assessment rubric for 
the Classroom Management Plan assignment in EDTP520 Leadership & Management in 
Diverse Elementary Classrooms from Fall Semester 2004. 
 
Figure 4. Classroom Management Plan (TPE 11) formative assessment rubric for 
the Classroom Management Plan caption in the EDTP520 Leadership & 
Management in Diverse Elementary Classrooms from Fall Semester 2004. 
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The (5) metadata (data about a standard module) are variables pertinent to a 

particular faculty member, supervisor, or academic unit.  They are indications from 
faculty and supervisors as to how specific standard modules fit within a curricular 
context.  For example, on the faculty level, the faculty member nominates how the 
standard module matches a particular level in Bloom's taxonomy and on the academic 
unit level; faculty and supervisors indicate how a particular standard module relates to 
measures of mastery aligned with a professional program’s conceptual framework.   
Figure 5 displays the metadata assigned to the Classroom Management Plan assignment 
in EDTP520 Leadership & Management in Diverse Elementary Classrooms from Fall 
Semester 2004. 
 
Figure 5. Classroom Management Plan (TPE 11) metadata assigned to the 
Classroom Management Plan caption in the EDTP520 Leadership & Management 
in Diverse Elementary Classrooms from Fall Semester 2004. 
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The purpose of adding metadata to the standard module is that it can be used to generate 
hierarchical listings of standard modules based on Bloom’s taxonomy, or an academic 
unit can analyze its curriculum to determine if its conceptual framework is incongruent 
with the curriculum at work.  This curriculum analysis represents a point in time or the 
curriculum over time since all standard modules are maintained over time within the 
same database.  This aspect of the standard module development simplifies compilation 
of curriculum and assessment documentation.     

When a teacher candidate enrolls in a course or adds a field experience, he or she 
adds the course’s syllabus and associated standard modules to his or her webfolio.  Then, 
the teacher candidate responds to the standard modules.  The teacher candidate’s 
competency with a particular TPE is formatively assessed by faculty and/or supervisors 
and other mentors.  Figure 6 displays formative feedback for the Classroom Management 
Plan assignment in EDTP520 Leadership & Management in Diverse Elementary 
Classrooms from Spring Semester 2003. 
 
Figure 6. Classroom Management Plan (TPE 11) formative feedback for the 
Classroom Management Plan caption in the EDTP520 Leadership & Management 
in Diverse Elementary Classrooms from Spring Semester 2003. 
 

2008 HICE Proceedings 
Page 4500



 20

 
 
In summary, the major elements of the web-based student portfolio system are the 

faculty and supervisor provided syllabus/field experience handbook and associated 
standard modules addressing TPE’s or CSTP’s, the teacher or master’s candidate 
produced artifacts, the logs of faculty and mentor formative feedback, and the faculty and 
supervisor summative assessments.  Figure 7 displays the summative assessment for the 
Classroom Management Plan assignment in EDTP520 Leadership & Management in 
Diverse Elementary Classrooms from Spring Semester 2003. 
 
Figure 7. Classroom Management Plan (TPE 11) formative feedback for the 
Classroom Management Plan caption in the EDTP520 Leadership & Management 
in Diverse Elementary Classrooms from Spring Semester 2003. 
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The webfolio system and instructor and program evaluation. 
 
All assessment comments and scores are maintained for each teacher candidate 

and each artifact representing competency of TPE’s over time.  Both quantitative and 
qualitative assessments are available.  Since TPE’s are associated with assignments and 
field experiences and with teacher candidate artifacts, the assessments attached to the 
student artifacts can be used to provide a wealth of information regarding program and 
instructor evaluation.  

The webfolio system allows a system administrator to export selected information 
that is needed to answer critical assessment and evaluation questions.  This information 
can then be imported into Microsoft EXCEL and other analysis and graphical 
presentation packages.  Figure 8 presents some of the over 5,000 records of metadata that 
were imported from the webfolio system into EXCEL. 
 
Figure 8. metadata records extracted from the webfolio system. 
 

 
 
Graphs are then generated to indicate the mean scores of student work assessed by faculty 
and compared to other measures and expectations for multiple years and semesters.  
Charts can be produced that show how mastery of a TPE is being developed throughout 
the curriculum.  The visual impact is to immediately convey whether there is proper 
scope and sequence within the curriculum to meet Teaching Performance Expectations 
and whether the curriculum is helping students to achieve those standards.  Figure 9 
displays a PowerPoint slide representation of the mean score for faculty summative 
assessments collected from the webfolio system, the mean score for CLUES C teacher 
candidate self-assessments and the mean score for CLUES D teacher candidate self-
assessments for TPE 11. 

 
Figure 9. TPE 11 comparison of mean scores for faculty summative assessments and 
teacher candidate self-assessments. 
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Also reported in the Figure 9 are the number of times faculty designated a particular 
assignment as addressing TPE 11 and the number of times faculty provided a summative 
assessment for that assignment.  Clicking on the “action button” inserted over the word 
“Faculty” generates a list of faculty who provided the assessments and the courses and 
assignments where they were requiring teacher candidates to respond to their 
assignments.  All of this information is shared with the TED faculty and supervisors and 
other mentors and used for program and faculty and supervisor evaluation.   
This information is collected over time and displayed to make comparisons between 
semesters and teacher candidate cohorts at both the program and individual course level.  
Figure 10 displays a PowerPoint slide representation of mean scores and a comparison of 
percentages of students scoring at each assessment level for the Classroom Management 
Plan assignment (TPE 11) in EDTP520 Leadership & Management in Diverse 
Elementary Classrooms from Spring and Fall Semesters 2006. 

 
Figure 10. Summative TPE 11 comparison of mean scores and percentages of 
students scoring at each assessment level for the Classroom Management Plan 
assignment in EDTP520 Leadership & Management in Diverse Elementary 
Classrooms from Spring and Fall Semesters 2006. 
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Note too, that Figure 10 displays a hyperlink to the “Student Artifact = Classroom 
Management Plan.”  This hyperlink goes to a webpage displaying the assignment, help, 
resources and assessment that is displayed in the webfolio system (previously displayed 
in Figure 3).  That webpage is then hyperlinked to student examples that represent the 
“Partially Met,” “Met,” “Above Average,” and “Met with Excellence” responses from 
teacher candidates in the various courses over time.  Such a dynamic display of 
assessments, both quantitative and qualitative, over time allow faculty and supervisors to 
solicit feedback from colleagues and reflect upon their assignments, rubrics for 
assessment, teaching strategies and resources and the ever-changing dynamics of the 
teaching and learning relationship. 
 

The webfolio system and teacher candidate authentic reporting. 
 
Finally, the TED uses the webfolio system as a vehicle for students to report on 

their professional growth and development.  The webfolio system allows teacher 
candidates to house and display both growth and showcase portfolios.  A teacher 
candidate's webfolio contains a myriad of multimedia artifacts produced over time.  
Consisting of formal course assignments, student life activities, and career planning 
initiatives, a teacher candidate’s webfolio demonstrates competencies of TPE’s and 
course standards as he or she builds an organized omnibus of multimedia artifacts on the 
World-Wide Web.  Each teacher candidate’s webfolio illustrates how he or she is 
interweaving formal course work, career planning, and student life activities and 
developing his or her own unique educational experience.  Teacher candidates use a built-
in web-based “What-You-See-is-What-You-Get” (WYSIWYG) HTML editor that is as 
simple to use as word processing.  They determine what artifacts are displayed in their 
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own webfolio.  They can also add to their own webfolio work samples and artifacts that 
faculty did not require in their course.  Program standards, course competencies, and 
guidelines enhance the student’s artifacts and all are automatically organized as 
contextual reference points and they are all viewable as links attached to their work.  
Figure 11 exhibits a typical webfolio as viewed in the “display mode” on the student-side 
of the webfolio system.  Also displayed are the links that allow students to generate “New 
Caption,” “Modify Caption,” and “Delete Caption,” that enable teacher candidates to add 
their own content to the webfolio system. 
 
Figure 11. a student webfolio as viewed by everyone on the WWW. 

 

 
 
After just a few assignments, teacher candidates see the potential value of the webfolios 
they are producing and want to know how long they will be kept after they graduate.  
Those graduating and/or leaving with a preliminary teaching credential understand that 
their webfolios are powerful marketing tools when they look for their first teaching 
position, or even that second or third teaching position.  CLU’s SOE often receives 
emails from past students requesting information about their ID and password for the 
webfolio system, as they are pursuing another teaching position and would like to use it 
to secure an interview with a principal.  Teacher candidates particularly like being able to 
individually set access to each section of their webfolio so that faculty and supervisors 
can view the entire webfolio, but a recruiter, mentor, or significant other may only see a 
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subset of artifacts in their webfolio.  By the way, the TED vision is that the teacher 
candidate’s webfolio will be kept online for life.  Figure 12 displays the oldest webfolio 
in CLU’s School of Education webfolio system and it was generated ten years ago. 
 
Figure 12. a student webfolio from Fall Semester 1997. 
 

 
 

The K-12 webfolio system and teacher candidates 
 

The K-12 webfolio system is still being used by teacher candidates as assigned in 
their EDTP courses and by CLU’s SOE partner schools.  In many regards the K-12 
webfolio system works exactly like the higher education webfolio system, except 
supervision of student work is required by the teacher and nothing reaches the WWW 
unless it is “approved” by the teacher.   

The K-12 webfolio system allows teachers to assign State and Program Standards 
to each assignment students complete. At the beginning of school teachers can key-in or 
copy and paste unit plans, along with assignments, activities, and projects into the K-12 
webfolio system.  They use a built-in web-based “What-You-See-is-What-You-Get” 
(WYSIWYG) editor that is just like word processing.  Each assignment includes a brief 
description of the actual task along with sections providing additional assignment detail, 
pointers to helpful Internet resources, and criterion referenced measures for assessment (a 
rubric).  The teacher also ties each assignment to curriculum standards, goals, learning 
categories and assignment types.  This simple act involving a few mouse clicks combined 
with the assessment scores the teacher assigns to each student’s artifact can be used to 
address critical assessment questions, like:   

 Overall, have program goals and standards been met or improved?   
 Have specific program goals and standards been met?   
 Are individual students meeting goals and standards?   
 Is the curriculum at work designed for success?   
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The K-12 webfolio system exports selected information needed to address critical 
assessment questions.  This information can then be imported into Microsoft EXCEL and 
other analysis and graphical presentation packages.  The Figure 13, below, shows how 
the teacher sets up the assignment with a caption that appears in the K-12 student’s 
webfolio and how that assignment can be linked to state standards. 
 
Figure 1. Teacher sets up an assignment by providing a caption and linking it to 
State and Program Standards. 
 

 
 
 

After the initial use the K-12 webfolio system, the teacher gets ready for an upcoming 
term by taking a few seconds to have the system copy materials and assignments from the 
previous term to the new academic term.  He or she then updates the course or unit of 
work as needed.  The K-12 webfolio system maintains the teacher and student content 
both as it existed for the previous term and as it exists for the new term. This assures that 
someone looking at a student’s work sample (artifact) several years later also will be able 
to see the actual assignment as it existed when the student created the artifact.  As an 
intended by-product of the process, the teacher’s course work continuously improves 
with the updates and curricular modifications over time.  The entire K-12 webfolio 
process begins with the teacher preparing course and unit content for their students before 
they arrive at school. 

On the first day of class, students add the new courses and units of work prepared 
for them to their webfolios by selecting from a list of teacher-generated courses and units 
of work.  When registered for the course, the student can then see every assignment, 
activity, and project listed in his or her webfolio’s table of contents.  That is, unless a 
teacher has decided to use the automatic scheduling feature to hide the assignment from 
students until some later date.  In that case, the assignments will appear in the students’ 
webfolios throughout the year on the teacher’s predetermined dates for specific 
assignments to appear.  Either way, when an assignment appears in the table of contents 
the description, models, resources and rubric for assessment for each assignment are just 
a click away for every student in the class.   

Invariably at least one student asks if the teacher will show the class examples 
from past students’ work.  Some students appear surprised at the glee with which teachers 
grant these requests, as they simply call up past students’ work from the webfolio and 
orally comment on the qualities of the work done by previous students.  Although more 
subtle in approach, the teacher’s goal is the same as that of the early twentieth century 
industrialist who took a piece of chalk and scrawled the night shift’s production number 
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on the factory floor for the morning shift to see how productive they had been that night.  
By sharing past students’ work with current students, the teacher conveys and raises 
expectations as students will want to work hard to meet or beat the previous piece of 
quality work.  The Figure 14, below, displays how the teacher can provide qualitative 
reflective feedback to the student and then click on the “Assessment” button to provide 
summative feedback by completing a department approved rubric for assessment. 
 
Figure 14. A student artifact in the Webfolio system with teacher feedback inserted 
below the work. 
 

 
 
 

The figure 15., below, illustrates how the teacher can provide a summative assessment of 
a student’s work in the webfolio. 
 
Figure 15. A departmental rubric used for summative assessment of students’ work 
in the K-12 webfolio system. 
 

 
 

The teacher selects a lock out date when she or he creates an activity.  This is a 
date when the system will “lockout” and no longer allow students to add content or 
modify their work in that section of the webfolio. This “lockout” date is set for each 
artifact.  After the “lockout” date, in order for the student to be able to add or modify 
artifacts, the teacher has to go into the system and change the date to the current day.  
Then, after the student has modified the artifact and the teacher has completed the 
assessment of all students’ work, the students are finally “locked out” of the system so 
they cannot adjust their work again.  When all is finalized, the K-12 Webfolio 
administrator can export the data from the webfolio system and prepare it for analysis. 
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It is the TED vision that this K-12 webfolio system will be invaluable to the 
assessment process as the department makes the transition from TPE’s to include 
Teaching Performance Assessments (TPA’s). 

 
The Future: The Next Generation - Paradigm Shift 

 
Illinois State University began using the webfolio system in 1995 and CLU in 

1997.  The last decade has produced thousands of students, teachers, administrators, 
supervisors and faculty members who have been not only introduced to webfolios but are 
well versed and comfortable in using them.   

As part of the required coursework at CLU, teacher candidates were assigned to 
use the webfolio system in their K-12 school setting. Although this is certainly a 
beginning to using webfolios in a wider context, the consistency of use has been 
inconsistent.  As stated earlier administrative support, resources, training for K-12 
students and faculty members who believe the webfolio will make a difference are some 
of the critical factors needed for successful implementation of any program. 

Schools of today are not the same schools of 15 or 20 years ago.  There is a 
greater emphasis on standards, demonstrating authentic student learning and 
accountability.  Webfolios are a proven tool to assist in all of these areas.  At the 
university level webfolios are used primarily for formative and summative assessment, 
but at the K-12 level its value increases.  Webfolios are a tool for four common 
assessment procedures which not only include formative and summative assessment, but 
placement and diagnostic assessment as well. 

The technology makes it possible for educators and students to share in wider and 
more diverse academic communities.  Teachers and students from across the street, 
across the county, across the state, across the nation and across the world are able to 
inform pedagogy, share curriculum, standards, evidence or data, triangulate information 
thus making a more comprehensive educational experience for teachers and students.  
There is no longer a need for teachers and students to work in the isolation.  With 
webfolios they are able to build powerful learning communities that connect around the 
world.   

Just as the PT3 grant was instrumental in transitioning CLU to full 
implementation of the webfolio system, the authors of this paper are working on a grant 
that will transition K-12 education into full implementation of the webfolio system.   
Such a grant will assist the implementation of the California Teaching Performance 
Assessments (TPA’s) in teacher education and generate a closer relationship between the 
Beginning Teacher Support Assessment (BTSA) and universities offering master’s 
degrees in education and curriculum and instruction. 

In the first instance, the California Teaching Performance Assessments (TPA’s) 
measure the Teacher Performance Expectations (TPEs) that describe what California 
teachers need to know and be able to do before receiving a Preliminary Credential.  As 
teaching is both complex and interactive, the TPA’s are multidimensional.  There will be 
four inter-related yet separate assessment tasks that increase in complexity and depth in 
order to progressively measure a teacher candidate’s growth and competency.  Presently, 
there are three tasks prepared and ready.  All teacher preparation institutions in California 
are required to implement the TPA’s by July 2008.  The fourth TPA task is being revised 
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and will be ready for implementation, soon.  Each task measures aspects of a number of 
TPEs and many TPEs are measured in more than one task.  Collectively, the TPA’s will 
measure the candidate’s knowledge, skills and abilities as she or he demonstrates 
competency of all TPE’s through their responses to the four TPA’s.    Table 4 displays 
the relationships between the three known TPA tasks and the TPE’s. 
 
Table 4. The three known TPA tasks and their relationship to the TPE’s. 
 

TPA Task 
Designing Instruction 

 
Candidates will 
demonstrate their ability 
to learn important details 
about a classroom of 
students, an English 
learner, and a student who 
presents a different 
instructional challenge.  
Candidates plan 
instruction that is shaped 
by those student 
characteristics.   

TPA Task 
Assessing Learning 

 
Candidates will demonstrate 
their ability to  
select a unit of study and 
learning goal(s) and to plan 
standards-based, 
developmentally appropriate 
student assessment activities 
for a group of students. 
Candidates will demonstrate 
their ability to assess student 
leaning and diagnose student 
needs from particular 
responses to the assessment 
activity.   

TPA Task 
Culminating Teaching 

Experience 
 
Candidates will 
demonstrate their ability to 
design a lesson based on 
state-adopted academic 
content standards for 
students, implement that 
lesson making appropriate 
use of class time and 
instructional resources, 
meet the differing needs of 
individuals within the 
class, manage instruction 
and student interaction, 
assess student learning, and 
analyze the strengths and 
weaknesses of the lesson.   

1. Student Contextual 
Information 

2. Lesson Design        
 
       TPE 1, 4, 6, 7, 8, 9, 

13 

  
 

 1. Learning Goals and 
Student Context 

2. Assessment of the 
Student Learning Goals 

3. Analysis of Assessment 
and Student Responses 
 

       TPE 3, 6, 7, 8, 9, 13 
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Note:  The candidate’s 
response to each task will 
be judged on the clarity, 
consistency, and evidence 
submitted as described 
through a 4-level rubric.   

 1. Class Contextual 
Information 

2. Instructional Plan 
3. Implementation of the 

Lesson Plan with 
Analysis of Student 
Work 

4. Reflection after 
Instruction 

      TPE 1, 2, 3, 4, 5, 6, 7, 
8, 9,  10, 11, 13 

 
 

 
As the TED prepares for the implementation of Teaching Performance 

Assessments (TPA’s) there will need to be several changes in the architecture of the 
higher education webfolio system and a new role for the K-12 webfolio system.  These 
decisions will be collaboratively determined over the next year and the process will 
involve every member of the TED in the decision-making process.  Realizing that things 
may be different, we will nonetheless speculate about possibilities and decisions for 
implementation of the TPA tasks and webfolio system use in this paper.   

The TED will probably develop a separate TPA assessment department in the 
higher education webfolio system.  This TPA department will house the TPA tasks, 
providing students with step-by-step directions, prompts, help, Internet resources and 
state developed rubrics for assessment. The TPA department will exist along side EDTP 
courses and CLUES field experiences in the teacher candidate’s webfolio.  The TPA 
department will house the tasks that teacher candidates will respond to at various times in 
their teacher preparation program.  Their responses will be assessed multiple times by 
trained TPA assessors.  Their summative assessments will then be extracted from the 
webfolio system and compared with TPE assessments and self-assessments extracted 
each semester.  This triangulation of TPE mean scores extracted from courses and field 
experiences, with TPE self-assessment mean scores, and TPA mean scores will be 
invaluable as the TED reflects upon the implementation policies and practices for both 
the TPA’s and the current teacher education curriculum.  No matter what the 
configuration of events and circumstances, the higher education webfolio system will 
play a central role in assessment, evaluation and reporting in the TED. 

As well, the K-12 webfolio system will probably be used by teacher candidates 
and teachers in CLU’s SOE partner schools.  The vision is that teacher candidates would 
begin using the K-12 webfolio in Foundations level courses, continue with it in Block 
and use it systematically throughout their final semester of student teaching.  Such use 
would provide the TED with both quantitative and qualitative data that will be used to 
provide that elusive response to the national and state accreditation question, “How do 
you know your teacher candidates are effective teachers of their K-12 students?”   

It is also the vision of the TED that teachers who are recommended for a 
preliminary credential from CLU’s SOE would be encouraged to continue their use the 
K-12 webfolio system with their K-12 students in their first years of teaching.  This 
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would allow the TED faculty and supervisors to remain in contact with our graduates and 
to continue to mentor them through their first years of teaching.  It would also provide the 
qualitative and quantitative data needed to respond to the question, “How do you know 
your graduates are effective teachers of their K-12 students?” 
 
Final Thoughts 
 

Although technology has facilitated successful implementation of Level 5 
webfolio use, it has not caused successful implementation.  The success has been 
achieved by people (faculty, administrators, and students) sharing a common vision 
working diligently to achieve that vision.  There is no portfolio technology that can 
overcome deficiency in vision or lack of determination.   

The webfolio system used by CLU’s SOE has been viable and operational for ten 
years (how many technologies can make that claim?); and the webfolio system has 
experienced many changes and challenges throughout its lifetime.   

CLU’s SOE has experienced personnel changes and challenges; over the last ten 
years there have been four Deans and five Chairs of Teacher Education Department.  
There are only three of the twenty-five original full-time faculty members who can 
remember the incipient use of the webfolio system ten years ago, and only six full-time 
faculty members who can remember the successful PT3 grant which served as an 
implementing force for webfolio use in the TED.  It is important to note, too, that over a 
ten year period, feedback in the form of comments and summative assessments entered in 
the webfolio system is still maintained and can still be viewed even though the feedback 
and assessments come from faculty, supervisors and mentors who may have retired, 
moved on to other positions, or passed away.   

In terms of curriculum changes and challenges, the TED has undergone 
significant revision and major shifts in goals from CSTP’s to TPE’s and now to TPA’s.  
The webfolio system has gone from Level One Scrapbook implementation to Level Five 
Authentic Evidence as Authoritative Evidence for assessment, evaluation and reporting.   

The Internet and electrical infrastructure at CLU has brought changes and 
challenges to the webfolio system several times, including a major electrical surge that 
“blew out” the higher education webfolio server’s operating system, router problems that 
sporadically denied the server access to the WWW, and there has always been minimal 
ISS administrative support over the last ten years, as ISS does not view CLU’s SOE 
webfolio servers as funded university supported projects.   

There have been changes and challenges in financial resources to keep the 
webfolio system going (currently there is no budget at CLU to maintain the webfolio 
system); and there have been changes and challenges emanating from faculty members’ 
philosophical postures in the classroom.  There are still faculty members who believe that 
the webfolio system does not make a difference in teaching and learning in CLU’s SOE.   

Ostensibly, every Critical Success Factor articulated in the beginning of this 
paper has been significantly challenged or compromised over the last ten years, and yet, 
the webfolio system is still operating and active in CLU’s SOE teaching and learning 
culture.  We can wax poetic about the webfolio system with metaphors like:  

it is “the little engine that could,”  
it is “the underdog winning a bowl game against a national powerhouse,”  
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it is “Cousin Eddie who parks his RV in your drive making you the 
embarrassment of the neighborhood,” and yet, when it comes down to it 
the metaphor that makes perfect sense is, 
it is an integral part of the way we do teaching and learning in CLU’s 
SOE.   

If the webfolio system were to somehow disappear tomorrow, it would be dearly 
missed by almost every administrator, faculty member, supervisor, cooperating teacher 
and student in the School of Education, both past and present.  How many of us can say 
the same about ourselves? 
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Abstract 
 
International postgraduate students in business at Australian Universities face a 
number of challenges to academic and employment success that are heavily bound-up 
with three actual or perceived communication skills deficits. Firstly, students from 
China, India and other Asia-Pacific countries who have an educational background 
based on rote learning and a passive mode of learning find difficulty in embracing a 
far more interactive mode of education which features extensive group-work. 
Secondly, these students have problems in dealing with job interview processes which 
are becoming increasingly about demonstrating competencies with inter-personal 
communication. Thirdly, there is a perception by a significant body of employers that 
international students may not be able to network with, and relate to, internal and 
external clients in a manner which will provide continuity of patronage. This paper 
outlines teaching and learning practice in a newly constructed communications 
subject that is specifically designed to deal with these three issues. Using a series of 
video clips we describe how the subject harnesses the diverse skills of: a polar 
explorer for teamwork and conflict resolution; a theatre director for verbal and 
physical engagement, and an accounting practitioner for client networking and 
reporting strategies. 
 
 
Introduction. 

As an indication of the severe shortages in the accounting profession in Australia, big 
accounting firms are recruiting talented high school students for free accounting 
degrees (Rout 2007). First-year students are also being poached by companies to work 
full-time with sign-up bonuses of up to $10,000 for each student.  Universities are 
ramping up post-graduate conversion courses where students who studied a non-
accounting first degree can qualify as accountants in just one year.  Latest figures 
show there are four vacancies for every one accountant and the shortage is expected to 
get worse because not enough school-leavers are choosing to study the field. In 
addition, universities and accounting professional bodies are running advertising 
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campaigns to make accountancy more appealing to students by changing perceptions 
that it is just ‘number crunching’.  

So in the context described above, is both surprising and troubling that international 
postgraduate students who complete accounting degrees in Australia are having 
difficulty in achieving job placements in a context that should be a ‘sellers market’. 
Also many of these students have difficulties in coping with the subjects required for 
their qualification to a greater extent than would be anticipated given their successful 
undergraduate educational background at respected overseas universities, and their 
strong tested pre-enrolment English language levels. These issues were highlighted in 
round-table and individual interviews with employers and students as part of course 
reviews conducted in 2006 and 2007 (Demediuk 2007). 
 
These interviews highlighted the challenges to academic and employment success that 
are heavily bound-up with three actual or perceived communication skills deficits. 
Firstly, students from China, India and other Asia-Pacific countries who have an 
educational background based on rote learning and a passive mode of learning find 
difficulty in embracing a far more interactive mode of education which features 
extensive group-work and class participation. Secondly, these students have problems 
in dealing with job interview processes which are becoming increasingly about 
demonstrating competencies with professional and inter-personal communication. 
Thirdly, there is a perception by a significant body of employers that international 
students may not be able to network with, and relate to, internal and external clients in 
a manner which will provide continuity of patronage (Demediuk 2007).  
 
Communications skills in the financial services industry 
 
The necessity for communication skills in the financial services industry is well 
documented. In groundbreaking research, Birkett (1993) developed a framework for 
competency based standards for professional accountants in Australia and New 
Zealand that echoed the accounting profession’s call for development of students’ 
communication skills. Students who exhibit strong communication skills have a 
decided advantage in the marketplace and are more likely to excel in their careers. 
Strong communication and teamwork skills can lead to better job placement, more 
responsibilities, greater work satisfaction, higher job performance evaluations, and 
faster career advancement (Fleet 2004).  Employers often consider graduates to be 
unprepared for employment and lacking in vocational skills. A common demand from 
them is that the curriculum should include communication skills, as specific attributes 
in their own right and also because of the central role that such skills can play in 
developing other desirable attributes (Hassal, Joyce et al 2005). 
 
Recent research has reinforced this centrality of communication skills and the 
challenges that Universities have had with teaching and learning a wide range of 
competencies in this area including conflict resolution (Jones and Petocz 2007; 
Whitefield and Kloot 2006). Paisey and Paisey 2007 also argue that accounting 
education should better address opportunities for accounting students developing 
interpersonal skills and allowing students to tailor their degrees. 
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This recent research is consistent with contentions which have abounded since the 
1980’s. In the ‘Big-8’ endorsed paper, Kullberg and Gladstone 1989 asserted that 
colleges and universities should provide curricula developing and supporting the 
communication skills of accounting students: “Practitioners must be able to present 
and defend their views through formal and informal, written and oral, presentation. 
They must be able to do so at peer level with business executives.”  

Similarly, the American Institute of Certified Public Accountants (2004) lists key 
elements relating to communication skills and these are typical of pronouncements by 
professional bodies in Australia like CPA Australia and the Institute of Chartered 
Accountants:  

Organizes and effectively displays information so that it is meaningful to the receiving 
party. Expresses information and concepts with conciseness and clarity when writing 
and speaking. Receives and originates direct and indirect messages as appropriate 
when listening, reading, writing and speaking. Uses interpersonal skills to facilitate 
effective interaction. Places information in appropriate context when listening, 
reading, writing and speaking. Selects appropriate media for dissemination or 
accumulation of information. 
 
Technical skills are not enough; accountants must be able to communicate effectively 
and graduates have a high proficiency with sound written and verbal communication 
skills are increasingly in demand within a large number of organisations (Hirsh, 
Anderson and Gabriel 1998). In fact, from a list of 22 critical skills, accounting 
practitioners ranked written communication as the most important skill for professors 
to develop in students (Albrecht and Sack 2000). Communication skills form part of a 
broader raft of knowledge, skills, and abilities that includes: communication skills, 
interpersonal skills, general business knowledge, accounting knowledge, problem-
solving skills, information technology, personal attitudes and capabilities, and 
computer skills. Not only do financial services professionals need to accomplish 
technical tasks, they must also communicate efficiently and effectively with internal 
and external customers. Each of these areas should be institutionalised in University 
curricula and in hiring evaluation by industry (Palmer, Ziegenfuss, and Pinsker 2004).  
 
The acquisition of such skills cannot be left to chance or happenstance, as it is vitally 
important that the client and the finance professional can relate to each other, and 
understand each other and the content of discussions (Stinson and Asquith 1997).  
 
Reviewing Course Content 
 
Prior to the initiatives that flowed from the round table and interview discussions with 
accounting and finance practitioners about the future directions of financial services 
industry postgraduate courses, there was no formal segment in the postgraduate 
financial services courses at Victoria University that dealt with communication skills.  
 
The literature and our stakeholders confirmed that in large and complex organisations 
the necessity to liaise at all levels within our organisation requires an ability to 
communicate effectively verbally and in writing. With business being fast paced, to 
communicate effectively means to build rapport quickly, converse succinctly, openly 
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and honestly, and be able to work co-operatively in ways that ameliorate conflict. In 
fact a number of stakeholders valued excellent communication skills over excellent 
grades since the ability to communicate openly with people is critical to all but a 
minority of ‘back room’ roles, and it is much harder to teach people interpersonal 
skills than assist in building their technical skills.  
 
Whilst all students require such communication skills, it was a perception that 
overseas students were particularly lacking in this area (Demediuk 2007). Firms who 
were desperately searching for accountants were reluctant to employ international 
students who graduated in Australia as there were fears – founded or unfounded – that 
a lack of rapport and communication between the employee and client could cause a 
loss of business in an arena where each firm could offer a similar service at a similar 
price – and the key differentiating factor was relationship-based.  This key theme 
about the reluctance to employ graduating international students because of 
perceptions of a lack of ability to relate to clients was the main catalyst for the 
development of a new communications skills unit. In addition, both local and 
international students were increasingly facing recruitment processes which heavily 
relied on displays of communications and interpersonal skills. For example, a student 
may be invited to an ‘interview’ which turns out not to a traditional formal ‘around 
the table’ affair. In this new mode there may be a number of applicants invited to 
attend what turns out to be an afternoon tea, where the firms partners and other 
employees move around the room and engage with applicants – and evaluate them 
more for ‘fit’ within the organisation than for technical skills – the latter being 
decided on their transcripts in the short-listing process. In this scenario what is the 
applicant to do? How much do they speak or listen? How to mix the ratio of 
accounting and personal issues?  This is a very confronting methodology and requires 
rather special and nuanced communication skills. 
 
Besides for the need to provide communication skills to get the job and to use on the 
job, another incentive in developing a new subject was the feedback from students 
and staff that the interactive nature of the teaching and the wide use of group 
assignments required a level of communication and teamwork skill that some local 
and many international students did not possess (Demediuk 2007).  For example, 
newly arrived international students who were suddenly immersed in assignment 
groups that constituted a large part of their assessment - but often had limited skills in 
dealing with conflicts that may arise through uneven role sharing or timeline 
achievement. Also, students are expected to vocal and active in class in a way that is 
add odds with much of their traditional home-country methodology.  
 
The subject  
 
The video clips outline teaching and learning practice which harnesses the diverse 
skills of: a polar explorer for teamwork and conflict resolution; a theatre director for 
verbal and physical engagement, and an accounting practitioner for client networking 
and reporting strategies. 
 
Insert video clip 1 here 
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The theatre director - focuses on oral communication skill development in business 
contexts including public presentations and listening. Students learn to cast-off some 
of their natural inhibitions and think and act in a freer way. 
 
Insert video clip 2 here 
 
The polar explorer - focuses on effective group decision making. Students are 
immersed in a rural setting and must herd sheep and cattle and competitively.  
 
Insert Video clip 3 here 
The accountant - focuses on the job interview and client communications. Students 
learn about how to mix ‘small talk’ like sports and ‘professional talk’.  
 
These video clips give some concrete examples of how we approach an ambitious list 
of objectives: 
 To develop an awareness of the complexity of the communication process.  
 To develop effective oral communication skills that enable you to speak 

interpersonally and in large groups.  
 To develop effective listening skills that enable you to comprehend 

instructions and become a critical listener.  
 To develop communication skills that enable you to work with people of 

different cultures, particularly in small group (team) settings.  
 To develop effective communication skills that enable you to express yourself 

via electronic media.  
 To develop an understanding of the importance of correct communication in 

business in terms of legal liability and organisational image;  
 To develop effectiveness in group projects by increasing understanding of the 

group process.  
 To identify areas of difference and similarity between how people of various 

cultures communicate. 
 
Presentation Conclusion 
 
The video clips reveal teaching and learning processes and student reactions which 
suggest that important dimensions of communications skills can be imparted through 
formal teaching programs. In particular, the reaction of international students captured 
in the videos suggests that they are especially appreciative of ability of the program to 
assist with educational group-work and provide at least some increased confidence of 
their ability to ‘sell’ their ability to communicate and network in a professional 
setting.  However, it would be extremely difficult to find one presenter who could 
cover all of the elements brought by having three very different experiential 
backgrounds of the polar explorer, the theatre director and the accountant.  
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Abstract 
 
The paper outlines an approach to financial literacy education that is designed to 
meet the financial management needs of indigenous students. The teaching and 
learning strategies and processes attempt to provide an environment where 
Australian Aboriginal participants can feel comfortable, ready to learn, prepared to 
take risks - whilst at the same time being mindful of the integrity of maintaining a 
robust and practical content.  In particular, content relevance requires a balancing 
of concepts of financial capital with paramount concerns for social, human and 
other capitals.   
 
Introduction 
 
The Financial Literacy Foundation is a federally funded body in Australia which has 
taken a leading role in initiatives to improve the financial literacy of indigenous and 
other stakeholder groups within the Australian Community. Financial literacy is a 
contested term, but is concerned with “ … the ability to make informed judgements 
regarding the use and management of money” (Financial Literacy Foundation, 
2007). The concept therefore has two key themes. Being informed can come from 
prior experience or education, and the behavioural element is about applying the 
knowledge in practical situations to make efficient and effective financial 
decisions (O’Connell, 2007). 
 
Indigenous groups have been particularly disadvantaged through a relative lack of 
experience in financial management and the want of systems of education which 
can transfer knowledge in the way that is relevant to their customs and context, 
and focused educational initiatives are required to address this imbalance (DOT, 
2007). 
 
If financial literacy education is to give citizens effective financial management 
tools for individual, societal or work applications, then the learning must relate to 
the mindsets and contexts of the participants (Financial Literacy Foundation, 
2007) or else conventional accounting and financial management training seeks to 
impart may be incompatible with the perceptions, values and needs of those outside 
the mainstream (Demediuk, 2006). The way one perceives the impact of a phenomena 
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can be viewed through the lens of models of capital (Sullivan, 2000), and with 
indigenous financial management education this involves not only relating skills and 
knowledge to impacts on financial capital, but also to impacts on the broader fabric of 
social capital and human capital . Here social capital can be conceptualised as “ … the 
resources available within communities as a consequence of networks of mutual 
support, reciprocity, trust and obligation” (ABS, 2000, p. 2) and human capital is the 
skills, knowledge and motivation that individuals can leverage for individual, societal 
or organisational benefit  (Sullivan, 2000). Indigenous managers in the public sector 
not only use their skills in the workplace, but are regularly called upon to supply the 
same in participative activities in their communities. Putnam (2000) argues that 
participation by individuals in community affairs develops the social capital necessary 
in effectively building and maintaining the social fabric. If that participation is 
bolstered by human capital that has financial competencies, then rational and cost 
effective solutions to problems are more likely to occur. But in turn the objectives of 
the financial education and techniques imparted must align with societal issues for it 
to have cultural and contextual relevance to indigenous groups  (Demediuk, 2006) if 
their participation is to empower them and facilitate change (Kathi & Cooper, 2005) 
and give citizens an increased measure of freedom and control (Roberts, 2004). 
 
Koori Programs 
 
The programs involved adapting a financial management training course designed 
originally for mainstream finance officers in a State Public Service to meet the 
needs of Australian Aboriginal (Koori) managers in general and program 
management positions. Most of these indigenous participants had limited 
experience or formal training in financial management. The Koori participants 
were drawn from a range of State government agencies as diverse as Tourism, 
Education, Consumer Affairs, Agriculture, and Community Services, and had been 
recently exposed to a number of general management training programs as part of 
an accelerated professional development program for indigenous officers. We 
were given a high degree of flexibility in the content, timing and course materials 
within a broad content framework but the significant difference between programs 
was that for one no assessment was required. Before commencing the projects we 
were initially very conscious of our lack of expertise and experience in educating 
or training aboriginals and realised the need for a strategy for successful 
implementation of the program. We had also had strong feedback from pre-
interviews with participants and course administrators indicating that some 
previous training delivered by consultants in earlier streams was not perceived to 
have met participants' needs because of, at least in part, inappropriate teaching and 
learning styles and a lack of content relevance. 
 
Research into participants' backgrounds, needs and expectations 
 
To enable cultural match of governance systems, non-Indigenous governments need 
to refrain from reproducing dominant society processes and practices into particular 
Indigenous contexts and instead invest in the institutional capacity of those 
communities to construct and own workable solutions that have cultural fit (Cornell, 
2003; Cornell & Begay, 2003)).  Best practice organizations in the Indigenous sphere 
achieve appropriate financial management systems by internal choice rather than 
external imposition and can make  real progress towards the common goal of 
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developing self-sufficiency by “… the cultural match or balance between 
organisational processes and culturally appropriate practices” (Armstrong, 2003, p. 7).  
Armstrong (2003) gives the positive example of responsive resource management at 
the Yarnteen community in Australia which is predicated on addressing the needs of 
the community whilst being accountable to both the government and that community - 
and requires community participation in determining better ways of doing things and 
decisions based on assessments of impacts.  So cultural match is about what is 
measured and how that choice is determined.  For example performance priorities 
need to shift from input and output targets to community outcomes such as 
employment and economic development (Aucote, 2003) and the particular priorities 
need be determined in a representative way within communities (Armstrong, 2003).  
Cultural match is also about how information is measured and presented and how 
financial management skills are taught.   
 
A fundamental principle is that educators must know their target group, their 
backgrounds (Chew, A & Greer 1997), needs and expectations in respect of the 
training. It is equally important to know the expectations of their supervisors and 
employers.  As cultural outsiders we realised the need to conduct extensive 
research into the target group, beyond what we would normally expect to 
undertake for mainstream courses. Rather than attempt to gain insights into 
aboriginal culture, lifestyles and education through the literature it was decided the 
best approach was to start with the people. This required significant contact with 
aboriginal public servants in their places of work and their communities. The 
single most influential strategy in making the course work was to move amongst 
the Koori community, and to move as many decisions about the course as possible 
into the hands of future participants who made good use of the opportunity to have 
a genuine input into how the program would be developed and run. 
 
As an indication of the extent of our research we: 
 
• Stayed for a week (with our families) at a former Koori mission site, now 

owned and managed by a community group; 
• Visited Koori regional co-operatives, Koori cultural centres and business 

ventures and interviewed managers and staff 
• Interviewed a number of potential participants and their supervisors; 
• Interviewed funding authorities 
• Examined annual and other reports of relevant government agencies and 

business concerns 
• Appraised other aboriginal training materials from various government 

agencies, educational institutions and consultants. 
• Collected and examined literature on aboriginal culture and learning styles – 

much of which is quite dated (see for example Coombs et al, 1983; Nungalinya 
College, 1992) 

• Visit the Northern Territory where indigenous communities are prominent, to 
speak to educators, community members and co-operative managers, park 
rangers and public sector managers to gain further insights into aboriginal 
culture, financial management issues and teaching strategies. 

 
The insights gained cannot be distilled into a convenient list of do's and don'ts, but 
certainly afforded the benefits of: 
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• being comfortable in interacting with Kooris having had limited prior contact 
• knowing and being known by a range of Kooris from different communities 

and making participants comfortable with us through direct contact prior to the 
course or indirectly via an astonishingly rapid and wide-ranging 'grapevine' 

• gaining credibility and trust through a genuine attempt to make the design and 
development an inclusive process 

• understanding that there is a business culture amongst non-Kooris that comes 
from connections (e.g. networks of relatives, friends or acquaintances who are 
bank managers, solicitors, accountants etc., which have tended to be less 
available to Kooris) 

• realising the rich source of financial management examples, anecdotes and 
cases existing within Koori community groups and businesses with potential 
for use in increasing the relevance of teaching to Koori managers (for example, 
Koori tourism ventures, cultural centers, community housing programs and 
business enterprises such as Emu farms.) 

• familiarity with and understanding of participants' job requirements and 
working environment 

• perceptions on relative importance of issues/topics, teaching and learning 
styles relevant to Kooris 

• recognising the complexities of aboriginal funding, which even for a single 
project often comes from a range of different government departments from all 
three levels of government, and the complex accountability networks which 
exist as a result 

• understanding that much of the financial management focus in Koori 
communities and business enterprises was at narrowest focus around how to 
get access to funds and then basic budget monitoring and control (often done 
by non-Kooris), and that there was little apparent sharing of 'best practice' 
between communities and businesses. 

• appreciating that many funding authorities and the Auditor General have 
viewed a lack of accountability in some Koori programs to be due to 
inadequate financial management expertise, and this situation affected or 
threatened future funding. However authorities were often by no means certain 
about range of outcomes desired for Koori programs which they fund, or how 
to measure success in these programs 

• being aware of the potential conflict between a participant's expectations that 
focused on the practical benefits from the training, and expectations of 
supervisors and participant's sponsoring agencies which in terms of wanting 
completion of the 'optional' assessment to gain formal academic award 

• highlighting the need to ensure the delivery is interesting and relevant to 
Kooris as many participants have neither experience nor inherent interest in the 
area of financial management 

• appreciating the role and importance of relationships within and between Koori 
communities and the strong internal political dynamics and tension operating, 
and the realisation that the views and attitudes can vary widely within and 
between communities. An example is whether the funding for a building 
program is best spent on a tourism facility with the potential for future 
community income and employment or to immediately improve existing 
community accommodation 
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• realising that in any political scenario - be it a Koori community group or a 
public sector agency program - decisions are not likely to be solely based on 
'accepted' financial and resource management criteria that financial 
management courses promote 

• understanding that the bottom line with many potential Koori participants is 
that they are willing to vote with their feet if a course is not delivering the 
goods. 

• appreciating that whilst the literature reinforced in a general sense the 
impressions gained from personal contact, the depth and intensity of the 
personal responses is what stayed with us and gave us the directions and 
priorities which are outlined in this paper. 

 
Strategies for moving towards a cultural match with course delivery and content  
 
Contact with participants highlighted the characteristic of strong Koori 
involvement in community groups and projects, and reinforced the need to 
actively sell the value of financial and resource management training in terms of 
multiple benefits in being able to better justify, attract and maintain funding for 
projects, and manage and control with better information. Our strategy was 
therefore to constantly emphasise the worth of each component of the program in 
the context of their world view and their own experiences - whether to do with 
participants' work in a public sector program, or interests in a Koori business 
venture or a community co-operative 
 
Whilst having to cover all the necessary areas within the course as specified and 
constrained by our contractual obligations, the existing resource materials and our 
own professional judgment, the content clearly needed to be modified to maintain 
interest and relevance to participants. Some strategies adopted were: 
• having local indigenous leaders to offer a traditional welcome  
• highlighting the applicability of financial management competencies 

to Koori communities in addition to their public sector management 
roles 

• reasons were explicitly given for inclusion of content, and the undertaking of 
cases and exercises in terms of relevance to them, rather than formal course 
assessment requirements or because it is common practice in business. 

• examples taken from the public sector were either changed to increase 
relevance or replaced by community based examples. For example a case study 
addressing 'user pays' issues based on public transport ticketing systems was 
recast based on revenue earning Koori cultural activities. Exactly the same 
issues were addressed, but with a much higher level of immediacy and interest, 
with a consequent benefit to learning outcomes. Other cases used Koori 
community emu farming business ventures and tourism operations 

• a conscious decision was made to utilise anecdotes and examples from areas 
that the Kooris had an interest in or strong views on: police, health, housing, 
education, social security and road safety. For example as an illustration of the 
political power of good objective documentation the objectives for Fred 
Hollow's trachoma project were used because of the strong connection to 
aboriginal society and their quality - jargon free, simple, unambiguous, 
socially, politically and economically persuasive. 
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• an interactive approach in financial management training helps to elicit 
anecdotal examples from participants, sharing of experiences and 
reinforcement of theoretical content. This was especially important with the 
Koori groups who saw anecdotes as providing a vital degree of verification to 
theoretical material. 

 
The fundamental approach was to be ever conscious of the need to continually 
draw on Koori participants' professional and community experiences and interests. 
 
Another imperative was to recognise the participants' strong oral tradition by 
emphasis on large or small group discussion rather than individual work. With the 
increased emphasis on this interactive approach the distinction between presenters 
and participants tended to disappear, a fact which was commented upon and 
greatly appreciated in participant evaluations at the end of the course. 
 
Key strategies included: 
• creating an informal learning environment with multiple presenters and an 

interactive team approach 
• using a tag-team approach to maintain a level of energy, variety and 

enthusiasm necessary to sustain a full day which would be difficult, if not 
impossible, to match as a solo presenter 

• acknowledging the importance of humour in maintaining interest and 
enthusiasm and fun in the learning process; and encouraging a mix of laughing, 
ribbing, relaxing and seriousness by presenters working as a team. One 
presenter would often be up-front with the other sitting amongst the group 
interjecting to add or clarify and sometimes offering a conflicting view or an 
aside. This mirrors our observation of Koori interaction 

• recognising the importance of mutual support provided by group work in 
problem solving. Group work was used heavily in mainstream courses, and 
participants to form different groups for different activities. Koori groups were 
keen for group work, but were often reluctant to change groups, presumably 
for family, political or other reasons 

• stressing that individual success or career path can be aided by the mastery of 
the material, but also stressing the benefits accruing to communities through 
applications of principles discussed 

• having a flexible approach to the sequencing of and time taken to complete 
activities. Whilst small group work and interactive whole group discussion 
seemed to be a better way of building confidence, maintaining, and achieving 
quality response, some activities take a significantly longer time to resolve than 
with a more traditional approach, and at times discussion inevitably drifts off the 
track. However in many cases digressing comments can be used as a catalyst to 
attend to issues which would have been discussed later. In our view the 
improvement in outcomes of a flexible approach far outweighs the need to either 
reorder or modify other parts of the course at short notice. In the final analysis all 
the planned material had been covered but not in the same order or way as we 
could have preplanned or anticipated. The benefits of spontaneity and immediate 
interest far outweighed the disadvantages of a more disjointed operation than 
planned 

• having an intimate knowledge of the material would be essential to enable the 
management of the required flexibility without unintended omissions or loss of 
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• control over content. It was only because we had delivered the material several 
times that we could confidently respond to the dynamics of the participant 
interaction understanding the need for all groups to be fully heard on 
completion of tasks, even if this leads to significant repetition in reporting 
back. In contrast mainstream groups became impatient if reporting back 
became at all repetitive 

• ensuring that interest in topics was engaged at the start by case or illustration, 
that over the top diagrammatic overheads or verbose overheads were dropped. 
It was apparent that if interest could be raised at the start of a topic, exercise or 
case, then it would be invariably kept right through the task 

• encouraging mapping/diagrammatic techniques to be built into responses rather 
than point form written responses. Supplying coloured textas and overhead 
pens allowed groups to utilise colour, natural shapes and objects (eg trees, 
beetles and animals) to show groupings, orderings and connections 

• appreciating that relatively few participants would opt for the written 
assessment required for the formal award qualification, but those that did 
would need significant encouragement and support. Conflicts arise between 
participants' desire for learning for its own sake and other stakeholders' desire 
for formal assessment. 

• choosing a residential mode in a semi-rural setting thus allowing participants 
important separation from both work demands and the ongoing family and 
community relationships/requirements 

• getting to know participants and presenters better over meals and recreation 
• being able to cover the required quantity of material without having to cram it 

into a 9-5 day. Learning outcomes were seen to be better where a more 
comfortable pace could be adopted with more frequent breaks, in the 
knowledge that work could be continued in the evening if necessary. 

• allowing participants to "grab a smoke in company without having to go down 
17 floors and out on the street" 

• providing the possibility of engaging in some form of physical activity during 
meal breaks (e.g.) impromptu ‘chip and put’ in the grounds 

• where assessments are necessary give credit for the quality of participation and 
discussion and factor in oral assessment rather than necessarily written exams 
or tasks. 

• validation at the workplace by supervisors (preferably over a longer time 
frame as effects may not be immediately noticeable). This may require the 
development of a comprehensive list of competencies as a validation 
framework. 

• asking participants direct questions is appropriate provided they are open 
ended (i.e. not seeking a correct or incorrect response or a yes or no answer) 
For example rather than "what is the budget monitoring procedure at your 
agency?" a better approach might be "what do you think about the way 
budgets are monitored in your agency?" 

 
Conclusions about the program 
 
In the two programs conducted, very positive and appreciative feedback was 
received on the strategies and approach adopted and on the outcomes for 
participants. A number of indicators were used to gauge program success: 
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 our perceptions of participants' confidence, enthusiasm, and quality of 
responses and discussions over the duration of the course 

 frequent unsolicited and spontaneous comments from participants during and 
after activities noting what had worked for them 

 comments made during informal 'wrap-up' sessions, at the end of each day, 
and at the end of the course 

 formal written evaluation sheets at the end of each day, and at the end of the 
course 

 
Financial management systems are distinguished by the nature and source of the 
performance information contained, and to whom it is communicated.  Performance 
management systems are distinguished by the way the performance information is 
used to influence decisions, or provide accountabilities, for policy and action. A 
proposition argued in the accounting literature is that if dominant Western systems are 
allowed to be influenced by indigenous societal cultures in Australia, New Zealand, 
and North America, they might provide balanced and communally derived 
information on economic, social and environmental factors that are critical to those 
communities and to society at large.  Our evidence on this proposition is described in 
general observations that contrast the approaches of the participants in our indigenous 
case study programs to those of general programs that we have conducted for the 
private and public sectors and which were almost exclusively populated by non-
indigenous participants. 
 
In private sector, the focus of performance management is on maximizing shareholder 
profitability, growth and consequently wealth.  Unsurprisingly in programs for the 
private sector it is financial capital that is the centre of attention – and it is this capital 
that shareholders have at risk.   But it is also true that these programs also extend 
discussion into non-financial areas such as the drivers of financial performance (such 
as intellectual) and areas of social and environmental responsibility.  In public sector 
programs, the emphasis is very much on efficient and effective service delivery.  
Things like well being and social capital are capital compete well with issues of 
financial capital for prominence – with success in the former fundamentally defined 
by a mix of professional judgement and rational planning and control models.  The 
indigenous groups more in tune with a multi-capital model where financial capital is 
important to the extent that facilitates social and stakeholder factors, and service 
delivery requirements and success are defined by the user/community rather than 
managers & policymakers. It is a matter of stewardship and a sense of identity versus 
a property ownership and financial maximisation perspective - different capitals at 
risk in each approach, and the performance management and financial management 
must be capable of ameliorating the level of risk.  
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The Effects of the Louisiana Comprehensive Curriculum 
 

on High-stakes Testing Scores in Mathematics and English-Language Arts  
 
 

ABSTRACT 
 

 With the changes brought about by the No Child Left Behind Act of 2001, 

schools across the country have implemented changes in curriculum to improve test 

scores and meet yearly accountability standards. Louisiana developed a new curriculum 

document, Louisiana Comprehensive Curriculum (LCC) for grades K-12.  Rarely is a 
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system fully functional in the way it was intended when first brought forth.  This study 

will look at the Louisiana state scores for the high stakes Louisiana Educational 

Assessment Program (LEAP 21) in Math and English/Language Arts for grades four and 

eight and the Graduate Exit Exam (GEE) scores in Math and English/Language Arts of 

students in the tenth grade across the state to determine to impact on the scores as a result 

of the implementation of the LCC. 
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INTRODUCTION 

 The state of Louisiana, in compliance with the No Child Left Behind Act 

(NCLB), created the Louisiana Comprehensive Curriculum (LCC) to be used in schools 

across the state.  In an effort to homogenize the content being taught across the state and 

narrow the focus of teachers, this curriculum includes content standards and benchmarks, 

grade level expectations (GLEs), activities, and assessment suggestions for teachers for 

mathematics, science, social studies, reading, and English-language arts at K-12 grade 

levels.   

As teachers become more familiar with the flow of the LCC and its activities and 

students have more years experience with the more challenging concepts and hands-on 

teaching methods, their scores on LEAP 21 and GEE should increase. An improvement 

in test scores is specifically required by the No Child Left Behind Act’s mandate that 

each school makes adequate yearly progress on increasing their test scores (Paige, 2002). 

However, if scores are simply being maintained or are dropping, then an evaluation of the 

curriculum and its implementation should be undertaken.  This study will look at scores 

across the state determine if there is correlation between the implementation of the LCC 

and test scores.  

 NCLB aims to have all students achieving higher levels of competency and to 

close the achievement gap between races and children of different socioeconomic status 

by the year 2014 (Quesinberry & Colby, 2005).  In order to reach this goal, the states 

have created standards which have been implemented through curriculum changes in 

their various school districts. Louisiana has implemented a system of content standards, 
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benchmarks, and GLEs that are expected to be taught by each teacher numerous times 

throughout the year as work through the LCC progresses.  

 Standards such as these are important in measuring student progress. Gandal and 

Vranek (2001) state that standards are ways of setting clear, achievable goals, and 

allowing follow up as to whether students achieved those goals.  Parents, schools, and 

government all look to standards to see if students have met the targets that have been set 

for the students. However, in order for standards to work correctly, they must be 

implemented correctly. If the government raises standards but schools do not change their 

curriculum and teachers do not change their methods of teaching, the new standards can 

be ineffective. With Louisiana’s adoption of the LCC in accordance with the No Child 

Left Behind act of 2001, many teachers were left flustered and frustrated by standards 

they believed were set too high for their students, teaching to the test, and a distinct lack 

of funding to accompany the many new expenses associated with the curriculum.     

  In Louisiana, the Board of Elementary and Secondary Education (BESE) 

requested that a curriculum be created based on National standards. The content 

standards and benchmarks were created by teachers from across the state of Louisiana. 

School districts from across the state submitted their curricula to be overviewed and 

possibly adopted as part of the LCC (GLE handbook, 2004).  Activities in the LCC were 

created by Edvantia. These content standards, benchmarks and activities were gathered 

into a document called the Model Curriculum Framework, the pilot version of the 

Louisiana Comprehensive Curriculum (Easley, et. al. 2006). 

 The LCC breaks each subject and grade level into specific units, and supplies 

benchmarks, GLEs, activities, and sample assessments for each unit. Suggested time 
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limits are given for each unit. Each school in Louisiana was to have a copy of this 

curriculum, and begin implementation of it in the 2005-06 school year. Some districts 

required literal implementation of the LCC while other districts implemented the LCC as 

a set of guidelines (Easley, et. al., 2006).  

 According to a study performed by Easley, et. al. in the 2005-06 school year, 

many teachers found the curriculum to be acceptable and usable, while some found it 

vastly lacking.  Responses about the activities ranged from “not relevant or realistic” to 

“activities are GREAT” (Easley, et. al. p. 4). One of the main concerns was the lack of 

funding for materials for activities, and the lack of time allowed for implementation. 

Many teachers stated that the timing of the curriculum needed to be more flexible, as did 

the order of the units.  Other complaints stemmed from the fact that schools did not 

implement the curriculum in the same way across the state. Professional development 

geared towards appropriate implementation was mentioned in the study as being 

necessary. 

If there is to be a curriculum that is relevant to what students need to know to pass 

high stakes tests, and if it is to truly work, it must be one that has been used, tracked, and 

compared against the test scores for those very tests for which it is supposed to be 

preparing.  If it is working well and scores on tests are improving through every year that 

the curriculum is in place, then we can show a correlation between the LCC use and 

improved test scores.  If there is no correlation, the document should be reviewed and 

perhaps changes made. Therefore, the purpose of this study is to determine if there have 

been improvements in high stakes testing scores (LEAP 21 and GEE) after the 

implementation of the LCC. 
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METHODOLOGY 

Causal-comparative research was used for the purpose of determining the 

correlation between use of the LCC on students’ scores on the GEE/LEAP21. Gay (2006) 

defines causal comparative research as “a type of descriptive research … [that] attempts 

to determine reasons, or causes, for the existing condition” (pg. 217). This type of 

research will be used because the LCC is already in use in schools, and a valid set of tests 

is already in place to measure the outcome of such teaching.  Benefits of this type of 

study are that the information is already being measured, and therefore research will be 

inexpensive.  The main limitation of causal-comparative studies is that it is difficult to 

control the independent variable, and therefore the study may not be completely reliable. 

The target population for this study included all students taking the LEAP21 in English-

language arts and mathematics in grades four and eight and students taking the GEE in 

English-language arts and mathematics in grade ten during the years 2004-2007 across 

the state. Additionally, the researchers decided to look at random selection of six school 

district performance scores on the LEAP21 and GEE to see if there were significant 

increases in score after the LCC implementation. Because the students were already in 

their testing groups as determined by their year in school, randomization could not occur.  

There is also the possibility that educators did not follow the curriculum as closely as 

could be hoped, in which case, validity cannot be assured. 

The composite score for the state and six school districts over each of the four 

years was considered.  The information was gathered from a public access database and 

shows only state and district scores, no individual student scores were used. 
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The instruments used to collect the student achievement data were the LEAP 21 

and the Graduate Exit Exam (GEE). This test is given by Louisiana schools each year, 

and is the basis upon which pupil progression is determined. The test is considered both 

reliable and valid (LEAP Alignment, 2003, p. I-ii). 

Data from four years of LEAP 21 and GEE testing were examined. The mean of the 2004 

and 2005 scores, the years just prior to the full implementation of the LCC, serve as the 

baseline. These scores were compared to the mean of the scores of 2006 and 2007, the 

two years immediately following the implementation of the LCC. These data were 

collected from the Louisiana State Department of Education website and the scores used 

were the Spring State School reports for the years 2004-2007. 
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Results, Comments and Recommendations 

 Inferential statistics was used to determine the probability that the null hypothesis 

is untrue, or false. The data were analyzed using a mean comparison Independent 

Samples T-test to determine if the mean scores on the LEAP21/GEE for 2006-2007 are 

significantly different from the mean scores of 2004-2005. The test measured the 

probability associated with the difference between the groups using a two-tailed test of 

significance at the .05 level. The two samples share some variable of interest in common, 

but there is no overlap between the memberships of the two groups. 

  Table 1 indicates the level of significance for rejecting the null hypothesis in the 

mean scores for eighth grade ELA and tenth grade Math. While there were increases in 

the mean scores for the other grades levels and subject areas, there was not a level of 

significance to allow the research to reject the null hypothesis. Based on the data 

collection it appears that the LCC is a factor in the increased achievement scores for 

students participating in high stakes testing in Louisiana. 

Table 1.  Mean Comparison Grade Level/Subject by Years  
 
Grade Level/ Subject 

2004/2005 
Mean 

2006/20007 
Mean 

 
Sig. (2-tailed) 

4th Grade – ELA 83.5 86.0 .516 
4th Grade – Math 78.5 83.0 .214 
8th Grade – ELA 82.5 89.5 .010* 
8th Grade – Math 74.0 78.5 .130 
10th Grade – ELA 78.5 80.0 .853 
10th Grade – Math 76.5 81.0 .050 * 

*significance p < .05 

Comments/Recommendations 

Even though the scores increased from 2004/2005 to 2006/2007, it is statistically 

premature to conclude that these increases are solely due to the implementation of the 

LCC.   The results of this study establishes a baseline increase of high stakes testing 
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scores across three grade levels and content areas on LEAP21 and the GEE. It can 

reasonably be inferred that there is a correlation of the increase in the achievement scores 

and the LCC. The limitation of this conclusion is the considerations of the difference 

within districts as to the level of implementation that is required. It reasonable to 

conclude that the variability of the groups is by chance alone. However, research by 

Easley, et. al. (2006) has established that this variability is affected by the statue of the 

implementation of the LCC during the 2005 -2006 academic year. Data has not been 

collected for 2006-2007 to determine rigor of implementation related to the possible 

deviation from prescribed guidelines. The achievement scores (Table 1) shows an 

increase in scores for all grade levels and subject areas which further supports the 

inference that the implementation of the LCC may be a factor in increasing the scores on 

high stakes testing.  

It is reasonable to also acknowledge that there will be schools within each district 

that will not have an increase in achievement scores balanced with those school that 

report substantial increases.  Further research must be conducted to collect data on a 

random selection of school districts in the state in an attempt to determine the extraneous 

variables that may be skewing the results or to provide the validity of the data collection 

thus far.  
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Title:  The outcomes of NCLB policy and state licensure standards on initial K-12 
teacher preparation and professional development in Vermont 
 
Paper Presenter: Russell Agne, Ph.D., The University of Vermont 
 
 
Interest categories: Educational Policy and Leadership 
                                Teacher Education 
 
Methodology: Case Study 
                        Analysis of state licensure and teacher preparation data  
 
     Abstract 
 
This paper describes how the NCLB Act (2002) has led Vermont to develop educational 
policies and practices that substantially changed initial K-12 teacher preparation and 
licensure.  Federal expectations of HQT (Highly Qualified Teacher) have also resulted in 
significant re-consideration of teacher re-licensure regulations and professional 
development.  Issues analyzed are: (1) Effect on initial  (Pre-service) teacher licensure, 
(2) Effect on currently teaching K-12 educators (Relicensure), (3) Policy formulation by 
the Vermont Standards Board for Professional Educators (VSBPE), (4) Positive 
outcomes in Vermont (5) Ongoing challenges faced by Vermont in addressing the 
directives of NCLB/HQT.  
 
Questions to be addressed in the Paper 
 

1. What specific dimensions of the federal NCLB and HQT initiatives have had 
significant teacher preparation implications for Vermont? [URL links: 1,2,3,4] 
 

2. In what ways are various Vermont client groups affected by the far-reaching 
policy initiatives of NCLB and HQT? 

 
2.1 Pre-service candidates seeking initial teaching licensure 

2.1.1 Vermont Licensure Requirements as found in the Results Oriented 
Program Approval (ROPA) process used by all teacher preparation 
programs 

2.1.2 Rigorous licensure policies at The University of Vermont (UVM) 
where national NCATE accreditation is required [URL link: 5] 

2.1.3 The prominence of portfolio assessment and documentation of 
teaching performance using such commercial software as Teacher’s 
Workplace and TaskStream 
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2.2 Currently teaching K-12 educators (Relicensure candidates) 
2.2.1 Local and Regional Standards Boards (LSB’s, RSB’s) 
2.2.2 Individual Professional Development Plans (IPDP’s) and School 

District Action Planning 
2.2.3 Level I and Level II licenses, endorsements for various teaching 

specialties [URL link: 6] 
 

2.3 The general public (taxpayers, citizens, communities, parents of K-12 
children) [URL link: 7] 

 
3. What contributions has the Vermont Standards Board for Professional 

Educators (VSBPE) made in the implementation of federal policy mandates 
associated with teacher licensure and professional development?  

 
3.1 The Vermont Standards Board for Professional Educators (VSBPR) as the 

architect of policy development in collaboration with the Vermont 
Department of Education (VDE)   [URL link: 8] 

3.2 Census data for teacher preparation units in Vermont and description of 
teachers prepared per year [URL link: 9] 

3.3 Collaboration between VSBPE, Vermont National Education Association 
(VNEA), Vermont Department of Education (SDE), and higher education to 
provide leadership to improve learning outcomes for all K-12 students  

 
4. While much commentary is critical of standards-based teaching, evaluation and 

the NCLB Act, what are some positive contributions from these initiatives seen in 
Vermont? [URL links: 10,11] 
4.1 Research based instruction 
4.2 HQT and CTQ collaboration with VBSPE/SDE/VNEA, higher education 
4.3 Participation at national forums on CTQ 
4.4 Action Planning 
4.5 Literacy initiatives, special education-general education integration 
4.6 Documentation of performance of licensure candidates and teacher 

professional development 
 

Background references (URL’s correct 10/5/07) for the Paper: 
 
1.1 The No Child Left Behind Act        An informed 5 page description which 
includes topics such as teacher quality, student testing, scientifically-based research, 
public school choice, claims made in favor of the Act, claims made in criticism of the 
Act, proposals for reform, references, external links.      While you may not be a fan of 
Wikipedia, the free encyclopedia, this is an excellent place to become informed on NCLB  
[5 pages] 
http://en.wikipedia.org/wiki/No_Child_Left_Behind_Act    
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1.2 Standards-Based Education Reform          If you will forgive just one more 
citation from Wikipedia, this piece provides informed commentary on outcomes based 
education and constructivism (learning theory) [4 pages] 
http://en.wikipedia.org/wiki/Standards-based_education_reform    
 

2 U. S. Department of Education website describing the dimensions of NCLB 
This is a useful place to find access to much information from federal officials on the 
development and implementation of the No Child Left Behind Act, which was signed 
into law by President Bush on January 8, 2002.  It states the “The law helps schools 
improve by focusing on accountability for results, freedom for states and communities, 
proven educational methods, and choices for parents.” 
http://www.ed.gov/nclb/landing.jhtml      
 
3 Mid-Continent Research for Education and Learning perspective on standards-
based education        McCREL is a nationally recognized leader in standards-based 
education.  They work with educators to review, revise, or develop new standards; 
prioritize standards to ensure balanced and realistic curricula; design classroom activities 
and assessments aligned with standards; and integrate performance standards into 
classroom instruction.  They have developed a Compendium of K-12 Standards which 
can be downloaded from their website. 

http://www.mcrel.org/standards/      
     

4 Vermont Educator Licensing: Highly Qualified Teacher (HQT) Information 
(updated 4/20/07) The federal No Child Left Behind Act (NCLBA) requires that 
all K-12 public school teachers of core academic subject meet the “highly 
qualified teacher” (HQT) requirements of the Act.   This website provides 
information on how Vermont implements that federal responsibility. 

http://education.vermont.gov/new/html/licensing/hqt.html 
 
5 Teacher Preparation Programs at UVM have chosen the Taskstream management 
system for tracking licensure candidate’s progress through their preparation program. Try 
the following URL for a quick tour:  www.uvm.edu/cess/taskstream     
 
6  Vermont Level I Licensure Portfolio         This is a rather lengthy document of 77 
pages, which defines the Vermont Results Oriented Program Approval Process (ROPA) 
which all teacher preparation programs (including alternative route) must follow.   While 
it has been in use for several years it was revised in March 2007 and posted on following 
URL on 7/26/07:  http://education.vermont.gov/new/html/maincert.html     
 
7 Another McREL paper of commentary on the NCLB Act describes initial 
outcomes on the use of Standards-Based Education and was intended to encourage public 
dialogue on this topic.  It was based on a research report prepared for the Kettering 
Foundation.  Title: Digging Deeper: Where Does the Public Stand on Standards-based 
Education?    By Bryan Goodwin (July 2003) 
http://www.mcrel.org/topics/products/141/      
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8    Vermont Professional Standards         Vermont Professional Standards Board for 
Educators (VSBPE) This website provides information on the function and operation of 
the VSBPE which is responsible for decision making on teacher relicensure and standards 
setting for the profession.  Russell Agne serves on this Board representing The University 
of Vermont 
http://education.vermont.gov/new/html/pgm_prostandards.html   Updated 6/26/07 
 
 

9  Comparisons between Vermont and national trends in school performance can be 
found on this 10-page website from School Matters, a service of Standard and 
Poor’s www.SchoolMatters.com          

 
10  Issues related to the implementing of standards-based education.  You can find 

champions for all sides (pro and con) on the merit of this federal initiative.  Here 
is one peer-reviewed electronic journal article that you can judge for perspective: 
Eight Questions about Implementing Standards-Based Education, by Robert J. 
Marzano, Mid-continent Research for Education and Learning.                                                             

http://pareonline.net/getvn.asp?v=5&n=6       
 
 
11 From Cradle to Career: Quality Counts 2007           This is a data rich document 
from Ed Week that compares Vermont with a national average on such “success 
indicators” as family income, parent education, parental employment, linguistic 
integration, preschool enrollment, kindergarten enrollment…  It also has “Achievement 
indicators” in 4th and 8th grade math and reading for Vermont and the nation. 
http://www.edweek.org/ew/toc/2007/01/04/index.html  
 
Russell Agne, Ph.D. 
Professor of Education  
534 Waterman 
85 Prospect Street 
The University of Vermont 
Burlington, Vermont 05405 
 
Telephone: 802 656 3356 
FAX: 802 656 0004 
E-mail: Russell.Agne@uvm.edu       
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3.  Abstract  
 
Session provides a Program overview, strategies for integrating science, language and 
social studies context and pedagogical strategies for student inquiry, pre-service teacher 
Globe certification, and educational research opportunities.  

 The session begins with an overview of the K-16 GLOBE Program (www.globe.gov).  
GLOBE (Global Learning and Observations to Benefit the Environment) is a worldwide 
hands-on, primary and secondary school-based multi-disciplinary education program 
with a science core. GLOBE's vision promotes and supports students, teachers and 
scientists to collaborate on inquiry-based investigations of the environment and the Earth 
system working in close partnership with NASA and NSF Earth System Science Projects 
(ESSPs) in study and research about the dynamics of Earth's environment.  GLOBE's 
mission is to promote the teaching and learning of science, languages, and social studies, 
enhance environmental literacy and stewardship, and promote scientific discovery within 
the context of social issues from various international perspectives..  Program Goals 
include: 

    * Improve student achievement across the curriculum with a focus on student research 
in environmental and Earth system science; 
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    * Enhance awareness and support activities of individuals throughout the world to 
benefit the environment through communications in seven languages, including English, 
Spanish, French, Russian, Arabic, German and Dutch. 

    * Contribute to scientific understanding of Earth as a system; 

    * Inspire the next generation of global scientists. 

 Next will be discussed strategies for integrating GLOBE environmental and Earth 
system sciences context and pedagogical strategies for student inquiry into both 
elementary and secondary UG science, language and social studies methods courses 
including a discussion specific applications with pre-service field and student teaching 
experiences. A template (with handouts) for integrated GLOBE into methods course will 
be discussed including time-frame and time-line suggestions, student assignments and 
projects, and evaluation procedures including rubrics.  Specific examples of how GLOBE 
has been integrated into methods courses will be provided. 

The presenters also will outline the steps that need to be taken to certify pre-service 
teachers as full-fledged GLOBE teachers ready to integrate GLOBE protocols, activities 
and projects into their instruction as student teachers (if the site is a GLOBE school) and 
in their first school assignments.  He will also discuss action research strategies for pre-
service teachers related to improving GLOBE projects and activities as well as 
investigating their implementation of inquiry-based instructional strategies.     

 Finally, all the presenters will discuss GLOBE's needs for masters and doctoral level 
research studies conducted on various aspects of the Program.  For example, research 
questions focused around understanding the effects of instructional strategies on student 
learning, including the impact of investigations on research skills, communication skills, 
language skills, attitudes, values and career choices; factors that impact how GLOBE 
trained teachers implement and sustain the Program; and issues associated with adoption 
of GLOBE by under-served populations of teachers and students. Information will be 
provided for graduate students and major professors concerning potential sources of 
funding to conduct research studies. 
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The Contribution of Good Oral Language Skills to the Reading Achievement  
of African American Students 

 
Holly K. Craig, University of Michigan, hkc@umich.edu 

 
Stephanie L. Hensel, University of Michigan, potters@umich.edu 
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1111 E. Catherine St. 
Ann Arbor, MI 48109-2054 

 
Despite the potentially bleak educational picture for African American students as a 

whole, many individuals beat the odds. The purpose of this study was to compare the oral 

language skills of elementary-grade African American students who were Able or Struggling 

readers. Participants were 144 African American students residing in low or middle 

socioeconomic status (SES) homes in either a large urban center or a mid-size central city in 

southeastern Lower Michigan. All students were speakers of African American English (AAE), a 

rule-governed variety of English which differs phonologically and morpho-syntactically in 

systematic ways from Standard American English (SAE).  All students had standardized reading 

scores from a variety of tests administered by the school districts. Approximately three-quarters 

of the students were designated Able readers (within 1 SD of the mean or above) and one-quarter 

were Struggling readers (–1 SD or lower). Oral language skills were evaluated using measures 

that are part of an established protocol for non-discriminatory assessment of African American 

students and included vocabulary, syntax, and dialect measures. Dialect density measures 

(DDMs), calculated as rates of AAE feature production per total words, were calculated for a 

short oral and written narrative for each child.  

SES and the oral language variables were entered into a preliminary logistical regression 

model to examine their relative potential as predictors of reading achievement group membership. 

The final model revealed that oral vocabulary and DDM during writing were strong predictors of 

Able or Struggling reading achievement group status, and that language skills played a larger role 

in determining reading achievement group status than SES. The final model indicated that the 
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 2

likelihood of a student being an Able reader was inversely related to his/her written DDM. 

Considered together, these findings provide strong evidence that all students were shifting toward 

SAE in writing, but the Able reading group was more adept at making this shift.  
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Table 1. Standard scores (SS) on the Peabody Picture Vocabulary Test (PPVT-III), the number of 

correct responses on a Wh-questions task (Wh-q), the rates of complex syntax (Csyn), and AAE 

feature production rates during the oral narration (oral totDDM) and written story generation 

(Written totDDM) for the two groups  

Measure Able 

(N = 110) 

Struggling 

(N = 34) 

 

t df p da 

 M SD M SD     

         

PPVT-III SS 102.77 10.512 90.94 9.538 -5.838 139 < .001 1.12 

Wh-q total score 105.95 4.679 102.36 5.941 -3.599 45b .003 0.72 

Csyn rate 0.682 0.292 0.476 0.305 -3.556 142 .001 0.71 

NDW rate 0.484 0.078 0.482 0.070 -.131 142 .896 0.03 

         

oral totDDM 0.090 0.065 0.114 0.060 1.899 142 .060 0.37 

Written totDDM 0.030 0.037 0.059 0.062 3.299 41b .014 0.66 

 

aEffect size was measured in Cohen’s d.  

bWh-q total score and written totDDM evidenced unequal variances, so the independent t test for 

unequal variances was calculated in which the df were rounded to the closest integer. 
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Table 2. Logistic Regression to Predict Reading Group Membership 

Variables B S.E. p Odds 
Ratio 1 

95% CI of the 
Odds Ratio 

Preliminary Model      

 SES (LSES vs. MSES) -.850 .525 .105 .427 (.153, 1.196) 

 PPVT SS .103 .030 .001 1.108 (1.045, 1.176) 

 Wh-q total score .046 .051 .360 1.047 (.949, 1.156) 

 Csyn rate .068 .053 .201 1.070 (.965, 1.188) 

 Oral totDDM .070 .229 .759 1.073 (.685, 1.679) 

 Written totDDM -.483 .273 .077 .617 (.361, 1.054) 

Final Model      

 PPVT SS .103 .026 .000 1.109 (1.054, 1.166) 

 Written totDDM -.495 .234 .034 .609 (.385, .963) 

1 Odds ratios should be interpreted based on every 0.05 increase in the corresponding variables.  

 

2008 HICE Proceedings 
Page 4551



 

 

 

Adventure Based Counseling: 

Implementing Experiential Programs in the Schools 

 

 

 

J. Scott Glass 

East Carolina University 

 

 

 

 

 

 

J. Scott Glass is an assistant professor in the Department of Counselor and Adult 
Education at East Carolina University.  All correspondence regarding this article should 
be addressed to J. Scott Glass, ECU, 223-B Ragsdale Hall, Greenville, NC 27858 
(glassj@ecu.edu; phone:  252-328-5670; fax 252-328-5114) 

2008 HICE Proceedings 
Page 4552



Abstract 

Each year school counselors are faced with the similar situation of getting new 

classes of students to work together as a group. Due to class size and time constraints, 

school counselors often must work with groups of young people, rather than working 

with individual students.  Therefore, school counselors are in constant need of programs 

that are effectively with groups.  This article examines how adventure based counseling 

may serve the needs of school counselors, as well as persons who participate in such 

groups. 
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Adventure Based Counseling: 

Implementing Experiential Programs in the Schools 

Each year school counselors deal with new classes of students, trying to get them 

to work together as a group.  Class size and time constraints often force school counselors 

to work with groups of young people, rather than having the luxury of working with 

individual students.  Much of a school counselor’s work occurs in a group counseling 

environment because of the importance of the peer group for young people (Nassar-

McMillan & Cashwell, 1997).  Belonging to a group can be an important step in the 

improvement of a child's self-esteem.  Research has shown that self-esteem of young 

people is improved when group interventions are activity oriented (Page & Chandler, 

1994).  One potential way to facilitate group membership is through the use of adventure 

based counseling (ABC). 

Adventure based counseling has grown in popularity in both the private and 

public sectors.  ABC programs are implemented for a wide variety of uses including 

serving as an aid in rehabilitating juvenile delinquents (Kelly, 2006), a form of therapy 

for individuals and families in crisis, a method for promoting growth for persons with 

disabilities, and a motivational team-building technique for corporate professionals 

(Harris et al., 1993; Herbert, 1996).  The author of this article believes that the usefulness 

of experiencing personal growth and cohesiveness also extends to the classroom setting.  

Adventure Based Counseling 

Adventure based counseling uses noncompetitive tasks and depends upon group 

interaction for completion (Nassar-McMillan & Cashwell, 1997).  There are a number of 

significant aspects to the activities used in adventure based approaches.  They occur in a 

group setting using novel, noncompetitive activities and are created so that success 

cannot be reached individually (Wick, Wick, & Peterson, 1997).  The sequence of 

activities uses readily available equipment and typically progresses from low-risk 

exercises through tasks that are more physically and mentally challenging (Alexander & 
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Carlson, 1999).  This requires students to improve their social skills and abilities to work 

together in order to successfully complete the activities.  After the completion of each 

activity, it is critical that school counselors take an adequate amount of time to process 

the experience with group members, so participants are able to relate the activity to 

problems they are currently facing or to draw metaphors from their experience (Harris et 

al., 1993).  Adventure based approaches are helpful for school counselors given that they 

can easily be incorporated into classroom and small-group school activities (Nassar-

McMillan & Cashwell 1997). 

Many of the classroom and small-group skills taught as part of a developmental 

comprehensive counseling program are inherent to adventure based approaches (Moote & 

Wodarski, 1997).  Skills such as cooperation, communication, problem solving, and 

decision making are learned, practiced and processed in adventure based counseling.  

Programs using adventure based counseling allow group members to become aware of 

the perspectives of others and incorporate this information into the decision-making 

process by working as a team on a common goal.  In addition, these activities foster 

caring, trust, and tolerance (Alexander & Carlson, 1999) and, therefore, may be useful in 

reducing violence and increasing prosocial skills and behaviors. 

Adventure based counseling consists of a series of exercises, called elements.  

The elements used in these programs are designed for use with groups rather than 

individuals.  The group exercises used typically make fewer physical demands on the 

participants and require them to share responsibility and solve problems as a team (Harris 

et al., 1993).  Successful solutions to these problems depend upon the extent to which 

group members cooperate, trust, and communicate with one another.  In addition, these 

group exercises are designed to teach lessons to the participants that they can then 

directly relate back to their individual lives outside of the group. 

A school counselor facilitating an adventure based counseling program initiates 

an activity by framing or staging the element for participants.  An element is staged after 

the leader establishes a scenario and describes the task to the group.  After the task is 
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completed, successfully or not, the leader takes time to process what has taken place.  

The processing provides an opportunity for group members to discuss in detail what they 

have experienced, to relate the activities to their everyday lives outside of the group, and 

to apply meaning to what has occurred within the context of adventure based counseling. 

Processing the Experience 

Since the goals of adventure based counseling activities are to improve self-

esteem among participants and promote group cohesion and interpersonal skills, 

participants are taught ways to facilitate growth toward these goals regardless of the 

outcome of the challenges.  Using the PARS (Processing: Activity, Relationships, and 

Self) model (Glass & Benshoff, 1999) after each activity, participants learn how to focus 

more on promoting the positive aspects of the group and on illuminating strengths of the 

members rather than focusing on task completion.  The PARS model (Glass & Benshoff, 

1999) helps group members identify and examine what happened in the group and their 

individual experiences of the event as well as how the event occurred and how different 

members reacted to it.  This model of processing includes the stages of Reflecting, 

Understanding, and Applying.  Reflecting allows group members to retrace the steps of a 

particular activity.  During this stage, group members share their perceptions of what 

took place, come to an agreement about what happened, and begin to explore issues that 

may have developed as a result of the experience (Miller, 1995).  Understanding, the 

second stage, involves the group leader's facilitation of member insight into group 

processes that occurred during the exercise.  The primary task in this stage of the PARS 

model is for group members to identify, investigate, and analyze group processes.  In the 

final stage, Applying, group members are challenged to apply what they have learned 

through the group experience to their relationships and activities outside of the group.  It 

is during this time that the relevance of the program is examined, and members are 

helped to apply the information from the previous two stages to their daily life away from 

the group. 
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Jacobs, Harvill, and Masson (1988) described the processing component as the 

most important phase of group work.  Without qualified leadership in the processing 

component, an adventure based experience provides fun for its group member but offers 

little or no therapeutic or educational value (Harris et al., 1993).  Beginning group 

facilitators often make the mistake of emphasizing the activities themselves rather than 

the processing stage.  Processing of activities becomes the "bridge" from exercise to 

insight.  Effective processing with groups involves skills in helping members process the 

thoughts, feelings, and reactions associated with a particular exercise in the context of the 

experience shared by all group members.  The learning that is intended to take place 

through the exercise may be lost on the group members without proper leadership, and 

would, therefore, limit the impact of the exercises. 

Facilitating Adventure based counseling 

Although counselors often encourage students to change behaviors through 

assignments to be completed between sessions, Nassar-McMillan and Cashwell (1997) 

explained that behavioral, cognitive, and affective changes can all be implemented, 

practiced, and processed within adventure based counseling activities and processing.  

While adventure based counseling was originally operated as programs in wilderness 

settings, adaptations can be made to make the activities and benefits accessible to a 

variety of settings, including schools.   

It is critical in adventure based counseling for group leaders to help participants 

process what they experienced in the adventure based programming.  Corey (2000) 

suggested that one of the most important group leadership skills is "assisting group 

members in transferring what they have learned in the group to their outside 

environments" (p. 128).  As with any counseling situation, members need to be given 

adequate time to discuss what has taken place.  In the final session, it is important that 

members are allowed to examine their experience.  Group members are challenged and 

helped to apply to their relationships and activities outside the group what they have 

learned through the experience in the group.  Students are asked to identify strengths of 
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the group as well as themselves.  The emphasis is placed on what has been learned, not 

on the completion of the activities. 

Summary 

Participation in adventure based counseling activities is an effective way for 

participants to build self-esteem, experience group cohesion, develop trust among group 

members, learn problem-solving techniques, and develop effective communication skills.   

Furthermore, the development and implementation of adventure based counseling can be 

done inexpensively and within the framework of a school environment.  When 

facilitating an adventure based counseling program, the school counselor can emphasize 

or introduce concepts that are deemed important for that particular group.  After 

determining the specific needs of a group, the school counselor could initiate dialogue 

that would focus on specific topics.  A real positive of adventure based approaches is that 

they are flexible and, therefore, designed to more closely address the needs of their 

participants than other programs might (Harris et al., 1993).  In addition, adventure based 

programs are designed to be fun for participants.  It is a method that allows group 

members to work with their peers on issues that are important to them in a manner that 

hopefully helps them feel comfortable in the setting and allows them to enjoy the process.  

School counselors can benefit from using programs that introduce themselves to students 

as someone who encourages them to have fun while also helping them deal with some 

potentially difficult issues. 

Although adventure based counseling is easily adapted to a school setting, it is 

important to note that its ease of use does not suggest that no training is required.  It is 

important for group leaders to spend adequate time becoming familiar with the concepts 

and exercises used so that participants can maximize their opportunities to learn.  It is 

through processing that students are able to attribute meaning to the exercises and 

understand how the lessons learned apply to their individual lives.  Without effective 

processing the individual group member's ability to transfer meaning from the group to 

his or her personal life may be lost. 
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ABSTRACT 
 
In contemporary content area classrooms, matching readers’ abilities to the readability of 
texts is of critical importance.  In the recent past, teachers have relied on readability 
formulas to aid in making this match, yet formulas that designate grade-level 
appropriateness have proven to be inadequate – even for traditional texts; analyzing 
additional text cues, sources of information used by readers, ensures a better match. The 
five-cuing system provides a framework for teachers who take responsibility for ensuring 
readers are capable of yet challenged by contemporary texts. 
 

 
 
 
INTRODUCTION 
 
Contemporary content area classrooms are environments rich for fostering literacy. For 
teachers whose legacy is providing students with lifelong literacy across the disciplines, 
matching readers to text is of critical importance – ensuring the reader is capable of yet 
challenged by the reading task, functioning at the level where their reading can be 
scaffolded.  To make the match, a teacher must be able to effectively judge both the 
reader’s ability and the text’s readability.  
 
 
THE PROBLEM 
 
In the recent past, teachers have relied on readability formulas (like the Dale-Chall, 
Flesch-Kincaid, Frye, FOG, SMOG, and Spache) to aid in matching readers to texts, yet 
formulas that designate grade-level appropriateness by performing calculations based on 
word and sentence length have proven to be inadequate when used as the only measure of 
readability.  These formulas do not take into account the complexity of ideas represented 
by words and sentences, the structure within sentences, the organization of sentences into 
paragraphs, the accompanying graphics, or the match to readers.  Even the Lexile 
Framework (MetaMetrics, 2002-2007), gaining in popularity and usability because it 
measures student reading ability and text readability on the same scale, does not 
adequately measure the additional characteristics of text that serve as important sources 
of information for readers: 
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The Lexile measure of a book refers to its text difficulty only. A Lexile measure 
does not take the subject matter or content of the book into consideration. Lexile 
measures are based on two well-established predictors of how difficult a text is to 
comprehend: word frequency and sentence length. Many factors other than these 
affect the relationship between a reader and a book, including its content, the age 
and interests of the reader, and the design of the actual book. The Lexile measure is 
a good starting point in your book-selection process, with these other factors then 
being considered.  (MetaMetrics, 2002-2007, ¶ 6) 

 
Resources abound for a teacher seeking a grade-level designation for a traditional test: 
professional aggregations and publishers often provide the grade levels or grade-level 
ranges for texts.  However, the readability formula employed in making a calculation is 
not always identified and rarely explained; hence, users are not aware of the problems 
associated with or the potential for the use of readability formulas.  Due to inherent 
failings, a readability formula should not be used as the singular tool for analyzing the 
readability of a text; however, it can be used as a starting point for a usable analysis.  
Once teachers understand how readability formulas work – their problems and their 
potential, a formula can be used as a quick guide for estimating the reading levels of 
materials then can be combined with an analysis of text cues to help teachers determine 
the appropriateness of a variety of contemporary texts for individual readers.  
Subsequently, teachers must be knowledgeable of the characteristics of contemporary 
text and the cuing system that can be applied to all types of text – traditional and 
contemporary. 
 
 
TEXT: BROADLY DEFINED 
 
The term text has a variety of definitions – further complicating efforts to analyze 
readability.  Once used to mean only textbooks, text more recently refers to both narrative 
and expository writings that vary by definition, by type, and by difficulty.   In 
contemporary content area classrooms text is broadly interpreted to include all materials 
read - everything from fiction, nonfiction, and reference books to newspaper articles and 
pamphlets, brochures, journal and magazine articles, articles posted on the Web, and Web 
sites that include tutorials, editorials, and games. 
 
The variety of texts read in today’s content area classrooms creates a special challenge as 
the readability formulas, originally designed for use with narratives, are routinely applied 
to a broad variety of expository writing.  These characteristics are even more problematic 
for teachers and readers today who routinely seek information in forms other than 
traditional text (i.e., black-on-white print with some accompanying tables, figures, 
illustrations, or photos).  In New Horizons for Learning, Hassett (2005) aptly defines 
contemporary text that poses additional challenges for readers:  
 

The books that children play with and read today contain cues for reading that 
extend beyond the letters and words on the page, requiring readers to actively focus 
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on aspects of the text beyond the decoding of print. The computerization of type 
design and the photomechanical printing technologies available today make it 
possible for alphabetic text to intermingle with graphics and images. New 
technologies make it possible to provide interactive, nonlinear, and hypertextual 
forms of communication that rival the printed word.  (¶1) 

 
It is clear that today’s students are learning with and from new technologies (Jetton & 
Alexander, 2001).  Analyzing this variety of texts demands more than the application of a 
readability formula, for the cues or sources of information utilized by the reader should 
be considered when selecting student readings. 
 
 
THE FIVE-CUING SYSTEM 
 
Commonly, in the field of reading, reference is made to the three-cuing system.  The 
origin of this system is obscure, yet it was widely disseminated.   Early versions of the 
model identified the cues or sources of information available to readers in text as 
graphophonic or spelling-sound cues, semantic or meaning cues, and syntactic or 
grammar and structure cues (Adams, 1998).  However, as the view of reading and 
reading instruction has changed to be more holistic and interactive, recent versions have 
changed: one of the three cues – graphophonic has become phonological awareness; 
some systems have included pragmatics (the use of language), graphics (representing all 
visual cues – from letters to graphic organizers or illustrations), and schematics 
(representing the knowledge the reader brings to the task).  Current views of reading are 
colored by the No Child Left Behind Act and its Reading First program; hence, the use of 
the term phonological awareness pertains when applied to Reading First, for it is focused 
on K-3 beginning reading.  However, when analyzing content area texts – typically used 
in grades 4 and above, the five cues explained below are more generalizable.  
 
 
CUES: DEFINITIONS AND EXAMPLES  
 
Cues are the sources of information in text utilized by the reader to make sense of print: 
graphic, semantic, syntactic, and text structure cues are within the text, and schematic or 
experiential background is within the reader [Neubert & Wilkins, 2004).  Definitions and 
examples for each of the five reading cues follow: 
 
GRAPHICS are the visual representations of sounds or spoken words; this includes 
print legibility (i.e., the alphabet - typographical features - spacing, font/style/size 
[Johnson, 1998]), and pictorial elements (i.e., images, like photos or icons; graphic aids 
like bar graphs or pie charts; and graphic organizers like Venn diagrams or webs or other 
graphic representations that may convey information specific to a discipline).  
 
SEMANTICS are the meanings represented by concepts and words; this includes 
general vocabulary - words that don’t change meaning from discipline to discipline (e.g., 
remiss: lacking care or attention), nonspecific vocabulary - words that change definition 
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by discipline (e.g., charge: to demand an amount for a service rendered or to accuse 
someone of an offense of the law), and technical vocabulary - words specific to a 
discipline, generally involving a concept (e.g., plie: a move in ballet).  
 
SYNTAX is the order of words in sentences, clauses, and phrases; this enables a 
reader to predict or use word substitutions - like using an appositive to explain a subject 
(e.g., Freeman, the director of the show, spoke.) The syntax of a language can be divided 
into two parts: syntactic classes such as noun, verb, and adjective, and syntactic 
functions, such as subject and object (SIL International, 1999).  Furthermore, the 
sentence types (simple, compound, complex, and compound-complex) and sentence 
functions (declarative, interrogative, exclamatory, and command) affect reading. 
 
TEXT STRUCTURE represents the thought pattern required in reading; a narrative 
tells a story and has a setting, characters, and a plot or conflict; expository text 
presents information and may have a recognizable text structure that allows readers to 
predict subsequent actions or elements: description, enumeration/simple listing, 
sequence/chronological order, comparison and/or contrast, cause and effect, or 
problem and solution (e.g., health/illness = cause and effect) (Fischer, 2000; Venekamp, 
2003).  Furthermore, the links provided in hypertext require readers to think about 
connections, patterns, and text structure across Web pages. 
 
SCHEMATICS represent the reader’s past experiences with the topic; these 
experiences establish the reader’s knowledge base or expertise (i.e., according to 
Rumelhart [1980], the building blocks of cognition) that contributes to reading 
comprehension and impacts his/her motivation and interest (e.g., knowledge of sports: 
participation in gymnastics) (Guthrie, 2001). 
 
 
READABILITY AND TEXT CUES IN PRACTICE 
 
In preparing teacher candidates in a course on Content Area Reading Strategies in the 
Wartburg College Teacher Education Program, readability formulas are explored and 
analyzed.  As a result, the candidates come to realize that readability formulas have their 
limitations, but they can serve as quick guides upon which to base further analysis of text.  
Teacher candidates are directed to heed the grade-level designation given by a respected 
publisher or educational aggregation or calculate one using the following directions as a 
starting point.  (The Flesch-Kincaid grade-level readability is the most frequently used 
formula in word processing software according to the Institute of Education Sciences 
[2002-2005]).  The focus then becomes the analysis of each of the five cues in the text, 
explaining how each cue affects reading demands and alters the grade-level readability of 
the text.  Finally, the candidate proposes an adjusted grade-level readability. 
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     DIRECTIONS:  
 
1.  Type or copy/paste three 100-word passages from the text into word processing.  
Calculate the Flesch-Kincaid grade level for each passage and type the number below the 
passage. 
 
This test is automatically calculated on documents using Microsoft Word for MAC: 
 

• Highlight the selection to be analyzed. 
• Use the pull-down Tools. 
• Select Spelling and Grammar (and do not make changes, but at the end of the 

check, the Readability: Flesch-Kincaid grade-level will appear). 
• IF the readability statistic does not appear, use the pull-down Word, select 

Preferences, select the Spelling and Grammar bullet at the left, and check the 
Show readability statistics option.  

  
 NOTE: Flesch-Kincaid provides a maximum of grade level 12. 
 
2.  Average the three grade-level readabilities and type the grade-level average below the 
three passages. 
3.  Analyze the text for each of the five cues, explaining how each cue alters reading 
demands & affects the grade-level readability of the text. 
4.  Propose an adjusted grade-level readability.  Consider using grade-level ranges, 
remembering that the higher the grade levels, the narrower the range of difficulty 
between levels: i.e., the difference between grade levels 3 and 4 is greater than between 8 
and 9.  
5.  Return to one of the passages, and boldface the general, nonspecific, or technical 
vocabulary words you would need to teach before students read the passage.   Add any 
concepts or terms the readers may need to know but may not be in the passage.  Although 
this represents only one cue – semantics, it is a first reminder that the reading of a CA 
text should be facilitated by classroom direct, strategic, or differentiated instruction.   
 
6.  Remember, for many students, grade-level placement does not match reading ability, 
and further modification of text and instructional scaffolding must occur.   
 
 
     A TEACHER CANDIDATE MODEL: 
 
The following model is adapted from a Readability Plus Cues Text Analysis prepared by 
teacher candidate Kelsey Steffens: 
 

 
Paulsen, J.  (2005).  Jasper’s origami primer.  In Origami Diagrams on the Web 
(Techniques.)  Retrieved September 23, 2007, from http://www.folds.net/tutorial/ 
index.html#techniques 
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Paragraph 1: 
The valley fold is indicated by a dashed line without any dots. Reference creases are 
sometimes indicated by straight lines, and sometimes they are not indicated at all. Begin 
by rolling the bottom half of the paper up in front of the top half. Line up the top edge of 
the paper, as closely as is reasonable. If you can barely see one paper's width of paper at 
the top edge, that is probably good enough. Center the paper along the line. If the paper is 
not perfectly symmetrical, you can adjust for that flaw here. If there is a reference 
crease, it should line up.  (7.4) 
 
Paragraph 2: 
The valley fold is the simplest of origami folds. Often folders just slap it together very 
roughly, and sharpen up the crease. This easy method usually works well. But if (like me) 
you are a perfectionist, here is a way to make an almost perfect diagonal crease. The 
valley fold is indicated by a dashed line without any dots. Reference creases are 
sometimes indicated by straight lines, and sometimes they are not indicated at all. Begin 
by rolling one corner of the paper on top of the opposite corner. Like so. Line up part of 
an edge. Line up parts of two edges.  (7.3) 
 
Paragraph 3: 
A mountain fold is just an upside down valley fold. One way to make it is to turn the 
paper over and make a valley fold: either horizontally, vertically, or diagonally, as 
appropriate. The mountain fold is indicated by a dash-dotted line. In this example, we 
will fold the left edge behind to the centerline. First, we turn the paper over from side-to-
side, or book-fold, as appropriate. We valley fold on the dashed line, which corresponds 
to the mountain-fold line on the other side. After completing the valley fold, we either 
turn the model back over, or undo the book-fold. (7.5) 
  
Average: 7.4  
Additional terms:  origami, mountain fold 
 
 
Graphics:  There are graphics, or visual representations, of the final 
valley folds.  There are step-by-step graphics that correlate to the 
directions for the mountain fold. Students have the option of 
enlarging their graphic. The quality of the graphics is questionable. 
With editing technology, the graphics should be clear and precise. 
The font is easy to read and the directions are appropriately spaced 
which makes it easy to follow.  
 
Semantics:  The semantics, or the meanings of words, for this Web site are reasonable 
for sixth-grade students.  Before constructing the origami, the teacher would have to give 
the students some background on the technical vocabulary (diagonal and horizontal 
valley folds and mountain folds) and the general vocabulary (origami and symmetrical). 
On the first passage, I took out the last two sentences (eliminating symmetrical and 
reference) and the Flesch-Kincaid reading level was 5.4.  
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Syntax:  The syntax, order of words and phrases, focuses on the folding process and 
makes this Web site easy to follow.  Most sentences are simple sentence, and many have 
introductory prepositional phrases (like “in this example”); also, there are some 
compound sentences (with “and” as the coordinating conjunction); finally, there are a few 
complex sentences (starting with dependent clauses, often with the subordinating 
conjunction if). Many sentences are commands, have assumed subjects, and start with the 
verbs – the actions the origami folder is to take: for example, “Line up part of an edge.”  
 
Text Structure:  The text structure, or thought pattern required for reading, for this Web 
site is an expository text because it describes how to construct origami; it is 
informational.  The information is organized in a logical manner because the directions 
are listed in sequential order.  Perhaps the reading level is high because it is in listed 
form, not in story form.  
 
Web site example: 
Like so. 
Line up part of an edge.  
Line up parts of two edges. 
 
Within the folding directions, there are very few hyperlinks, and they are not essential to 
completing the folds; also, there are not menus of links to facilitate return to previous 
pages, and the back arrow must be used. 
 
Schematics: The schematics, past experiences with the topic, will be used to interest the 
students in constructing origami.  Students are often intrigued at how origami is 
constructed; therefore, the students will be engaged with the origami because it is 
interactive, and the students will be able to take home their designs.  Students will be 
eager to show other students their work, thereby creating excitement about reading.  
 
According to the Flesch-Kincaid grade-level readability, this Web text is readable for 
students in the seventh grade; this is appropriate for independent reading, and sixth 
graders should be able to read this text instructionally – with teacher scaffolding.  In 
order to construct origami, the students will have to apply their knowledge about the 
folds, and teacher support will correct errors and answer questions as they arise.    
 

• Despite the dark graphics, they will aid the students and help guide them through 
the origami. Students would be able to complete the folds by reading and looking 
at the photos and drawings. 

 
• The origami can become frustrating for the students if they cannot follow the 

directions independently.  If used instructionally, the students will have gone over 
the vocabulary prior to the origami activity, and if the students are interested in 
completing their own origami, they will be willing to work through the semantic 
cues. 

 

2008 HICE Proceedings 
Page 4567



 
• The straightforward instructions are listed in chronological order, so that will help 

create simplicity for readers. The simple sentences allow the students to work 
efficiently both at reading and constructing the origami simultaneously. The text 
structure of the Web site will allow the students to complete their origami 
successfully. 

 
When considering Flesch-Kincaid and the support provided by the graphic, semantic, and 
text structure cues, I think 6-7 is an appropriate grade-level readability range for this text.  
The Web site is a great resource for both students and teachers (who may provide 
direct/strategic instruction or make connections between reading and math).  

 
 
CONCLUSION 
 
Grade-level readability formulas, controversial for using mathematical calculations based 
on sentence length and word difficulty, can serve as quick guides upon which to build  
more usable readabilities for contemporary texts.  Next, to more adequately judge the 
readability of any text and facilitate the match to the reader, additional text cues should 
be analyzed; the five-cuing system (analyzing graphics, semantic, syntax, and structure of 
text as well as the schematic background of the reader) offers a better alternative when 
thoughtfully employed by content area teachers.  Following an analysis of text using a 
readability formula, in depth analysis of text cues, and a professional estimation of a 
more accurate grade-level designation for a text, one variable remains to make the 
literacy match complete: context, including the instruction that will support learning the 
content or learning to read the content.   
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Abstract 

This research study explores first-year teachers’ emotions.  Its significance resides 

in the need to retain and satisfy highly qualified teachers. Through interviews, this study 

examines incidents that elicited emotional responses from teachers who just completed 

their first year of teaching. The findings illustrate that first-year teachers experienced 

negative emotions when they did not feel supported by students, parents, colleagues, 

and/or administrators, or when their students did not show academic and/or social 

growth.  Conversely, support from these groups and students’ academic and/or social 

progress elicited positive emotions and raised teachers’ confidence in their teaching 

ability.  This study provides a glimpse into the areas of support needed by first-year 

teachers.  Further research is needed to identify specific ways to provide this support.   
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American classrooms are faced with an urgent challenge: the retention of teachers 

in relation to high-stakes testing (Darling-Hammond, 2003). Although lawmakers, school 

administration and teachers understand the importance of both student and teacher 

accountability, implementation of legislation like No Child Left Behind (NCLB) has 

added a significant level of pressure for first-year teachers. This added pressure may 

positively or negatively affect first-year teachers’ emotions and job satisfaction, with 

serious implications for teacher retention (Carlyle & Woods, 2002; Cockburn, 2000; 

Shen, 1997a, 1997b; Tye & O'Brien, 2002). If first-year teachers become dissatisfied 

with their work due to restrictions imposed by accountability measures, their negative 

emotions may influence whether they choose to remain in the profession.  

This study aims to illustrate the impact of specific educational reform initiatives, 

guided by NCLB, on first-year teachers’ work. The importance of this study resides in the 

relationship of first-year teachers’ emotions to teacher job satisfaction. Hargreaves (2005) 

emphasized that teachers who have negative emotional experiences early in their career 

tend lose sight of their training, moral purpose in teaching and often leave the teaching 

profession within three years. While researchers Hargreaves (1998a, 1998b, 2000, 2001, 

2004, 2005), Jeffrey and Woods (1996), Ria, L., Save, C., Saury, J., Theureau, J., & 

Durand, M. (2003), and Van ven and Sleegers (2006), examined teachers’ emotions in 

educational reform research has largely ignored the emotional experiences of first year 

teachers. Emotions are a crucial aspect of teaching that must be investigated further if we 

hope to retain new, highly qualified teachers.  
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Methods 

This study employed the theoretical framework of symbolic interaction in an 

effort to understand the views of the participants. The 10 participants were identified 

through network sampling. The sample consisted of teachers working at 3 first year 

teachers working at high poverty (Title I) schools and 7 first year teachers working 

middle- to upper-class public schools. The one-hour interviews focused on critical 

incidents that evoked emotions for first-year teachers (Fivars, 1980; Flanagan, 1954; 

Kain, 2004).  

After the interviews were transcribed, transcripts were imported into the Atlas.ti 

data analysis software.  The transcripts were analyzed using inductive analysis 

(LeCompte et al., 1993). The three analysis questions are: 1) What are the incidents that 

elicit emotions from first-year teachers? 2) What are the first-year teachers’ specific 

emotions in response to these incidents? and 3) How do the emotions and critical 

incidents relate to first-year teachers’ job satisfaction?  

Findings 

 In response to the interview questions, first-year teachers primarily discussed their 

students and interactions with parents.  Nine of the 10 first-year teachers described 25 

positive and negative emotional experiences related to student behavior and saying good-

bye to their students at the end of the school year while the 10 participants discussed 

other incidents. In their descriptions of parents, the nine first-year teachers described 16 

incidents.  Negative emotions resulted from anxiety about conversations with parents and 

encounters with parents who were unsupportive of their children. Interactions with 

parents who supported their children and the teachers themselves elicited positive 
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emotions. In addition to interactions with students and parents generating emotional 

responses, five of the teachers expressed emotional responses to interactions with 

administrators and coworkers. 

Interactions with Students 

All but one of the first-year teachers provided a combined total of 25 incidents 

related to their students.  In the discussion of their students, incidents that evoked 

emotion included negative student behavior, poor student progress, improved student 

progress, saying good-bye to their students, and contemplating their students’ future.  

Emotions ranged from anger and frustration to amazement and excitement.  

 Seven of the teachers described how their students’ negative behavior evoked 

emotions of frustration, anger and irritation. Nicole illustrates this response when she 

says of a student, “He was an extremely intelligent individual, which really upset me. He 

had the potential but no motivation to try. No willingness to put forth any effort.”  The 

first-year teachers experienced negative emotions when observing that their students had 

the ability to exhibit positive behavior, but chose not to. 

 In addition, when students made poor progress, two of the teachers felt 

disappointed and saddened.  Sandra described, “the emotions of feeling like, you know, I 

should have done more, could I have done more. Or, you know, it’s my fault that she may 

not being doing as well.”  Unlike the responses to students’ negative behavior described 

above, these teachers felt responsible for their students’ academic progress, and a lack of 

progress caused the teachers to be disappointed in themselves. 

 Conversely, when the students made academic and/or social gains during the year, 

six of the first-year teachers described emotions of excitement, amazement, shock, and 
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pride.  Betsy explained, “When we came back from Christmas I was like, “Wow, this is 

really clicking for them, they are getting what I am telling them. It is surprising because I 

have never done this before.” These first-year teachers experienced positive emotions in 

response to the strides their students made, leading some teachers to express shock at 

their own ability to influence this growth. However, whereas teachers felt excitement and 

joy when seeing their students improve socially and/or academically, they responded with 

anger when they felt their students were not helping themselves and sadness when they 

perceived their own inability to help their students improve. 

Interactions with Parents 

Nine of the first-year teachers discussed positive and negative emotions 

associated with parent interactions while the 10th described a different area. Five teachers 

expressed fear about conversing with parents and three felt anger in response to parents’ 

lack of support for their children.  Three first-year teachers described a sense of relief and 

a boost in self-confidence when parents supported their teaching efforts. 

 Five of the teachers expressed fear and anxiety regarding their conversations with 

parents. Some of the emotions came in anticipation of the conversations and some of the 

negative emotions remained during the parent interaction.  Tiffany shared, “There was an 

angry parent on the phone yelling at me and I just remember crying, I mean I get 

flustered easily, and it was in the middle of the announcements and I was trying to talk to 

her on my cell phone.” In general, first-year teachers found themselves overwhelmingly 

concerned about their interactions with parents. 

Negative emotions also emerged when three of the teachers saw parents not 

supporting their child; in such cases, fear of the parents turned to anger and frustration.  
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For example, Kim, a kindergarten teacher, had a student who lacked oral and written 

coherence.  When Kim held a conference with child’s mother to recommend testing the 

child for entry into speech therapy classes, the mother refused, stating that the teacher 

should ignore the issue. Kim explains, “It was such a frustrating experience. I could only 

do so much for her [the student] in the classroom.” Kim and the school social worker 

contemplated taking the mother to court on charges of neglect.  Kim further explained the 

dilemma she faced by stating, “It was so frustrating because in the back of my head I was 

thinking I don’t respect that you are not doing the right thing for your kid. So that was 

hard to find the difference between just being a teacher and really being an advocate for 

these kids when the parents didn’t want to work with you very much.”  

 Conversely, when parents provided support for their child’s education teachers 

described positive emotions of relief and an increase in self-confidence. Renee shared 

stories of parents sending notes saying, “Thank you for everything you do. You made a 

difference in my child’s life.” Other participants echoed similar sentiments as they 

discussed how parents provided various types of support for the classroom.  

 Negative emotions were evoked in first-year teachers when parents did not 

provided the support the teachers needed and expected for themselves and their students. 

However, when the parents did support their child and the teacher, positive emotions and 

an escalation in confidence ensued. 

Interactions with Administration and Coworkers 

Similar to the emotions related to parents, first-year teachers felt positive 

emotions when administrators and coworkers supported them and negative emotions 

when they did not. The positive emotions included joy, an end to frustration, amazement, 
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and gratitude. When teachers did not feel supported they experienced negative emotions 

of frustration and helplessness. 

 Four of the first-year teachers described instances in which they felt supported by 

their administration and/or coworkers.  Renee described the effects of supportive 

collaborations with her coworkers, saying, “Sharing ideas, information and time on task 

when we meet is valuable…It makes it a lot easier. It makes you feel stronger as a 

teacher…It just makes you feel that much stronger like you have that much support.”  

Support or lack thereof, first-year teachers felt, had a significant impact on positive or 

negative emotions. 

 When six of the teachers did not feel supported by their co-workers or 

administrators, they experienced frustration.  Tiffany explained, “You’re supposed to 

support your staff and their decisions, you know, their decisions as a professional . . . It 

was frustrating that [the principal] wouldn’t support me.” This frustration was also 

expressed in response to a lack of support from colleagues. 

 The emotional ups and downs of first-year teachers described as a result of their 

interactions with students, parents, colleagues, and administrators varied depending on 

the teachers’ perception of support. When students, parents, administrators, and 

coworkers, were perceived to be unsupportive teachers found themselves frustrated, 

disappointed, and/or angry. However, when they felt supported they experienced a boost 

in self-confidence and enjoyment of their work.  When students showed growth, teachers 

experienced emotions of joy and pride as a result of the students’ and their own success.   
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Conclusion 

 The emotional ups and downs experienced by first-year teachers results largely 

from the perception of support and student growth.  The results of this study reinforce the 

findings of previous research and highlight the importance of providing various types of 

support for first-year teachers. Previous research suggests that teachers experience 

negative emotions when administrators or parents are intrusive (Jeffrey & Woods, 1996). 

The teachers in this study expressed frustration and anger when parents ignored what the 

teachers believed was in the child’s best interest.  Subsequently, in this study, teachers 

experienced a decrease in job satisfaction when they felt they could not uphold their 

moral purpose in becoming a teacher.   

 Part of teachers’ job satisfaction resides in their professional identities. The results 

of this study support Van veen and Sleegers’ (2006) finding that “teachers who 

experience a congruence between their professional orientations and the current changes 

will react more positively, and experience their professional identities as being 

reinforced” (p. 106). The first-year teachers in this study expressed positive emotions 

when their experiences supported their view of what it means to be a teacher.  

This study also supports previous literature on teachers’ emotions related to career 

status. Hargreaves (2005) found that “It was the insecurities surrounding job tenure rather 

than insecurities concerning education reform that were most pressing for early career 

teachers” (p. 973). Similar to the above research, the teachers indicated that their day-to 

day activities have a much more significant impact on their emotions than any piece of 

legislations like NCLB.  
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This study provides a glimpse into the areas in which first-year teachers need 

support; however, this study is limited in its ability to identify the specific kinds of 

support that are most needed. Future research identifying specific types of support would 

help teacher preparation programs and school administrators learn how to meet teachers’ 

needs for support.  What we know from this study and previous literature is that the first 

year of teaching is a rollercoaster ride and that first-year teachers need more support to 

improve their job satisfaction and remain in the teaching profession. 
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Abstract 
 
This workshop is designed for general and special education teachers to become familiar 

with the philosophy and procedures related to teaching language to ELD and Dyslexic 

students. It is designed for those working in remedial settings to supplement their skills 

with information and activities to enhance remediation for all EDL and Dyslexic 

students. 

Learner Objectives 

1. Become familiar with the Reading from Scratch program; 

2. Define Dyslexia; 

3. Address issues and concerns that students have in the learning process; 

4. Demonstrate examples of methods and practices that can be used by teachers 

who work in remedial settings.  

 
Proposal 

 
Students who are ELD or Dyslexic have difficulties achieving in the classroom. 

Reading from Scratch is a program that has proven to be an effective method of 

combining best practices to help students learn to read, write and comprehend what is 

being read. 

A simple way to know if a student is dyslexic is when he/she has high intelligence 

yet struggles with either reading or writing. ELD students and those with dyslexia can’t 

sound out phonics, remember syntax and grammar rules and struggle with writing For 

dyslexic students, this is because of an anomaly in the brain where the left side of the 

brain is not being programmed to read. Neurons need to be fired and this is done with 

stimulation of sounds. The brain of the dyslexic student needs to be retrained with 

sounds, grammar and phonics. Dyslexia is genetic and developmental. Research from the 

International Dyslexia Association reports one out of five individuals has dyslexia. 

Research by Patricia Kuhl , Co-Director of the University of Washington’s Institute for 

Mind, Brain and Learning, reports that babies begin sorting sounds during infancy. 

Toddlers need to be exposed to language so when they begin preschool and kindergarten, 
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they are developing their brains to understand phonics: including writing, grammar and 

syntax. If they are exposed to sounds and their brains aren’t sorting, they need 

intervention early! The brain is ready for corrective methodology by second grade. 

For a struggling English-speaking student or one with dyslexia, an IQ test will 

determine if he/she is a candidate for this program. When the student is typically 

advanced, his or her IQ score will be 100 or higher to qualify. This would be followed by 

a general reading test to get a starting point. Furthermore a screening is done touching the 

fingertips on a student’s hand with a soft paintbrush tip to see if the student can match the 

touch on the opposite hand without looking. If the corpus callosum is not doing its job by 

transferring the information, the student will make many errors. 

Since the right side of the brain is the problem area, students occupy this side with 

music so the left side can be trained to read. The student enjoys listening to music in an 

earphone in the left ear that crosses to the right side of the brain. Simultaneously, the 

student listens to phonics words and sentences in a tape through an earphone in the right 

ear that crosses to the left side of the brain. The corpus callosum is totally bypassed. This 

is called enhanced lateralization.  

The practice of enhanced lateralization, created by Dorothy van den Honert, 

founder of Reading from Scratch, is based and supported on the research by several 

renowned individuals; Roger Sperry (who won the Nobel prize in 1981) and Michael 

Gazzaniga, two neuroscientists who studied patients who had surgery for epilepsy. The 

prize was given specifically for Sperry’s work on the "split–brain," in which he stated the 

two sides of the brain could either work independently or in concert.  The unusual 

behavior of the split-brain patient has revealed many differences between the two brain 

hemispheres.   

Doreen Kimura introduced a dichotic method of learning where she did studies 

using headphones sending information to separate sides of the brain.  Her book 

Neuromotor Mechanisms in Human Communication (New York: Oxford University 

Press, 1993) outlines the evidence that the left cerebral hemisphere's communicative 

function is closely related to its capacity for complex motor control; that language and 

certain non-language motor skills are tightly associated in the brain; and that brain 
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organization for such functions is somewhat different in left- and right-handers, as well as 

between men and women. 

ELD students will not use the mechanics of music and tapes but will listen to 

tapes through both ears, unless they too are dyslexic (determined by IQ and finger touch 

tests). 

 

Audience Participation 

The first half of this workshop will be presenter-driven defining dyslexia and explaining 

the pre-testing and teaching techniques used in the Reading from Scratch program.  The 

second half of this workshop will be audience-participatory as the attendees have hands-

on experience (1-on-1 or small group) with the techniques described by the presenter.  

Those who attend this workshop will be given a “toolbox” of ideas and techniques to take 

away and to implement in their teaching settings. 
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REMOTE Abstract 
 

REGIONAL EDUCATION MASTER’S ONLINE TRAINING IN EVALUATION  
FIRST-YEAR RESULTS 

The National Science Foundation (NSF) awarded the Pacific Resources for Education and 
Learning (PREL) a grant to develop an online Master’s degree in Educational Foundations with 
an emphasis in evaluation. In collaboration with the University of Hawaii (UH), PREL has 
created an online curriculum. This curriculum—the Regional Education Master’s Online 
Training in Evaluation (REMOTE)—was created to assist Pacific region residents in overcoming 
the barrier to higher education they typically confront because they live so far away from most 
institutions of higher education.   

The purpose of the program is to build evaluation capacity in the Pacific region. Participants who 
complete the program are expected to aid their member communities in the practice, 
commission, and interpretation of program evaluation. Years of experience with the cultural and 
social diversity that characterizes the region has brought an understanding of the difficulties and 
opportunities that cultural diversity presents to distance learning (Rao, 2007). Therefore, 
REMOTE incorporates instruction in the cultural and social context of evaluation and places the 
cultural aspects of professional practice in the foreground (Zepke, 2002; Ziegahn, 2001).  

PREL will conduct a panel to review the program, its purpose, and progress during its 1st-year of 
implementation. Preliminary results and lessons from the initial implementation of REMOTE 
will be shared. We will seek feedback from interested audience members and working 
relationships with those who have similar interests in distance learning. The information 
presented about the implementation so far will include how well participants are coping with the 
joint demands of study, job, and family; whether the delivery format for the course is working; 
and what hard lessons have been learned from the 1st-year implementation of the program. Other 
aspects that affect the success of distance learning that emerge during 1st year of implementation 
will be shared. 

The panel members and their presentation areas are as follows: 

Dr. Scott Keir, Executive Director, Center for Accountability, Research and Evaluation (CARE). 
REMOTE project history and update of current status of the project. 

Ms. Kavita Rao, Distance Learning Specialist. PREL’s past experience with distance learning 
and how this knowledge informed and was integrated into the present effort. 

Dr. Charles Giuli, Principal Investigator, REMOTE. Evaluation design for REMOTE and early 
results of the program evaluation. 

The program participants come from 9 states in the Pacific region that are affiliated with the US: 
American Samoa, the Commonwealth of the Northern Mariana Islands (CNMI), the Federated 
States of Micronesia (FSM) (Chuuk, Kosrae, Pohnpei), Guam, Hawaii, the Republic of the 
Marshall Islands (RMI), and the Republic of Palau. Among those nominated by decision makers 
from these jurisdictions, 15 were selected by the graduate division of the UH and accepted the 2-
year commitment involved in the program. As part of the provisions of the grant, these students 
receive tuition. In addition, for the summer institute of 2007, the grant provided transportation, 
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food, and lodging while in Hawaii for the inaugural two weeks of in-person contact held in July. 
Another four students joined the cohort and were supported by one of the states in the region, 
bringing the number to 19 participants in the REMOTE cohort. 

CURRICULUM 

REMOTE represents a specialization in evaluation that is built into an existing Master’s degree 
in Educational Foundations from the UH. The program is 30 credits and takes place over 2 years, 
with two 3-unit courses taken in each of five semesters (including the summer of 2007). The 
courses that constitute the program and the semester in which they are taken are shown in Table 
1. 

Table 1. Sequence of Courses for REMOTE 

Semester Course      

Summer 2007 (in 
person) 

1. Introduction to Evaluation 
2. Educational Statistics 

Fall 2007 3. Introduction to Educational Research 
4. Social and Cultural Contexts of Education  

Spring 2008 5. Survey Research Design and Analysis  
6. Foundations of Evaluation Theory 

Fall 2008 7. Seminar in Educational Psychology: Educational Evaluation 
8. Seminar in Educational Foundations 

Spring 2009 9. International Development Education 
10. Directed Research (Evaluation project) 

 
The course of study began in summer 2007 and will end with the close of the spring semester in 
2009. The summer institute offered in 2007 was the only time the students will be together for 
REMOTE and the only time they will receive instruction in a traditional classroom setting.  

INSTRUCTIONAL FORMAT 

Instruction will combine synchronous (real-time) and asynchronous interactions between 
instructors and students. As a culminating project, students will produce an evaluation design, 
analysis of data, and a report of an evaluation they conduct.  

Most of the course will be presented over the Web using WebCT and Elluminate Live! In 
addition to presenting an opportunity for participants to receive training in a critical field 
understaffed in the Pacific region, REMOTE offers an opportunity to learn how such a course is 
best presented. Although the technological possibility of providing distance learning offers a 
huge increase in providing access to those who live far from institutions of higher education, 
distance learning brings problems that have not been studied thoroughly (Larreamendy-Joerns 
and Leinhard, 2006). REMOTE, then, offers an opportunity for extended study of the strengths 
and weakness of distance learning. The resulting knowledge will lead to improvements in the 
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design and delivery of distance learning. We believe this knowledge will, in turn, result in a gain 
in access to education that will play a major role in democratizing education in the 21st century 
(Anagnostopoulos, Basmadjian, and McCrory, 2005; Larreamendy-Joerns and Leinhard, 2006). 
The purpose of this session will be to review midterm evaluation results from the summer 2007 
through part of spring 2008 and to discuss the lessons learned and resultant midcourse 
corrections.  

EVALUATION DESIGN 

The purpose of the overall program evaluation is to address three main questions: (a) Does 
participation in REMOTE build evaluation capacity in the region, (b) Was the particular 
technical and social configuration used for REMOTE successful, and (c) What role did culture 
play in instructional success and subsequent practice? Because the course of study involves 
training in evaluation, a fourth meta-component will be included in the evaluation. We will share 
the evaluation design with program participants, ask for their feedback, and report this effort as 
part of the outcomes of the evaluation. The question being addressed is, (d) Is the evaluation 
design and execution strengthened when participants participate in its design. We believe the 
potential for a positive answer to this question is high because self-reflection can enhance 
learning by augmenting motivation to learn (Ames and Ames, 1984; Deci and Ryan, 1984; de 
Charms, 1968). 

The most immediate evaluation interest is to assess the initial implementation of the program in 
the summer and fall semesters of 2007. We will determine the optimal balance between 
synchronous and asynchronous delivery of instruction (Boulos and Breton, 2005), the best 
technological configuration (computer, bandwidth), the importance of in-person exposure 
(Ausburn, 2004; Donnelly, 2006; Walker and Berardino, 2005), and whether it is better to 
present courses in sequence or at the same time. Closed- and open-ended responses from the 
summer and fall terms will be available. Written and interview formats will be used as follow-up 
inquiries once students return to their sites and participate in the online aspects of the program. 

The summer session included two courses which ran simultaneously each weekday for the 10-
day period between June 25 and July 6, 2007. Additionally, instruction was given in how to use 
the technology involved. Instruction was given about for about 8 hours a day. These were the 
instructional foci of the summer evaluation. Rather than running concurrently, as did the summer 
courses, the fall courses have been run consecutively. Experiencing these two formats one after 
the other will give students an opportunity to evaluate their relative strengths and weaknesses.  

Preliminary results from four evaluation questionnaires given at the completion of the two-week 
summer session and a written probe given three times during the summer session indicate the 
students valued the experience highly, but experienced difficulty with the instructional load 
presented in the summer. Because they were able to allocate their waking hours to the 
instructional experience provided in the summer, and because they will be working when they 
return home, there is interest (on their parts as well as ours) in how they will manage the 
subsequent instructional demands when their school time competes with work and family (Rao, 
in press).  
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Abstract 
 The objectives of this study were 1) to evaluate the need assessment of 
strategic planning participatory development at RMUTL, 2) to study the factors 
related to the strategic planning participatory development of RMUTL, 3) to develop 
the strategic planning participatory development of RMUTL and 4) to evaluate the 
result of the strategic planning participatory development of RMUTL. The research 
methodology were employed Need Assessment Research, Descriptive Research, and 
Participatory Action Research (PAR), AIC (Appreciation Influence Control) and 
Development Circle, which consists of planning, activity and observation, and activity 
reflection by using Focus Groups Discussions, SWOT Analysis, and Share Vision. 
The population of this research consisted of 15 administrators, 45 strategic planning 
committees, 1641 teachers and staff of RMUTL, 8 stakeholders, and 9 connoisseurs. 
The instruments of the research are test, record, questionnaires, and evaluation form. 
The researchers would collect data for the cooperation from universities in RMUTL 
by providing questionnaires to the population and the sampled groups. The data 
obtained were analyzed by using frequency, arithmetic mean (µ), standard deviation 
(σ), Pearson Product Moment Correlation Coefficient, Multiple Regression Analysis 
using Stepwise Method, Content Analysis, Analysis Induction, T-Test, and Item of 
Congruence. 
           The study has evaluated real condition and need assessment of strategic 
planning participatory development at RMUTL and found that real condition of 
strategic planning participatory development was in medium level and need 
assessment of strategic planning participatory development was in the highest level 
which had need assessment in knowledge, attitude, and strategic planning skills. 
Strategic planning participatory development for RMUTL, the researchers processed 
by using participatory process to do strategic planning.For the factors,which related to 
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strategic planning participatory development and strategic planning development 
evaluation result, the researchers expected that the result would follow objectives 
which could use to decide for determining policy and process planning appropriately 
that related to university’s trend and balance to changes of internal and external 
environments which affect to the administration and the educational management and 
achieve targets effectively and efficiently due to the educational reformation.  
 

 
Background 

 The education in Thailand has changed greatly from the announcement of 
National Education Act B.E. 2542, 19th July and National Education Amendment Act 
(No. 2) B.E. 2545. This change caused the movement of target system, principal of the 
educational management, and educational structure management. The educational 
management propose is to provide unlimited education for people and the society 
should participate in the educational management and learning method continuously. 
The structure management and the management process focus on the unique various 
policies and indicate the higher education to be a legal juristic entity. It could develop 
the official system and have academic freedom by the control of each council   
 The higher education has a role to prepare people into work and is a power of 
the country development that can adjust to internal and external change such as 
education, economy, society, politic, technology and culture. The education reform 
does not happen only in Thailand but also in many countries. The important factors 
which cause the education reform are the increasing number of students, economy 
growth, human resource needs, globalization, technology, information technology, 
budget and economic system change. The last factor of education reform is the clear 
vision to develop higher education especially for new university.   
 During that change, it would cause rapidly and the adjustment to the 
institution which could get along with the change condition and apply for the work 
direction. So the administrators should have the realization for the organization 
related to the internal and external situation. The administration should depend on 
strategic planning to use this opportunity and avoid the risk, so it should find the 
benefit from the strength and opportunity and avoid the weakness and obstacle by 
planning the strategy. The strategic planning is the important instrument 
administration which is the best and appropriate. 
 The planning is an important process to develop human resource effectively 
and efficiently. The planning is the basic of each organization unit due to the 
education reform by everybody and every part in the society respond to the 
educational management to have high standard and satisfy people. We have good 
teachers, excellent teachers and standard quality of educational management process 
that everyone can examine. So the machinery that helps the administration effectively 
is strategic planning which is the important mission that the administrators and related 
people cannot ignore. Every staff should realize to the principal mission of the 
institution to achieve the target and administrative effectiveness that cause the suitable 
development. The commission of higher education attempts to have strategic planning 
for guiding the plan and mission which is the development responding to the policy 
and course, and emphasize every part of the organization and bring this strategic 
planning to be an instrument. 
  Rajamangala University of Technology Lanna (RMUTL) is the vocational 
higher education from the result of education reform that is necessary to develop the 
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university continuously for effectiveness. The main factors determining the university 
development relating to the changed condition that are university management, 
teaching management, professional development, academic service and effective use 
of resource. Because of limited budget, this is a challenge to motivate RMUTL to 
adjust, but there are some questions: what do we adjust? How? How to manage and 
achieve the successful educational management? And what is the way or 
methodology of action plan for achieving the target and related to the whole country’s 
administration management that has the same direction and related to country 
development plan and vocational higher educational management efficiently, so that 
we decided to bring the strategic planning process to be the important rule to 
determine the direction, target or objectives. The strategic planning is the process 
depending on the administrator’s vision to approach the internal and external 
environmental changes. The strategic planning is the systematic decision making that 
has clear direction process related to the environment of related people to make the 
organization able to compete in the future. The strategic planning is very important to 
organization and its member because it helps both of them to face the future change, 
understand the organization’s direction, determine target, objective and the way to 
process that achieves the objective of the organization. Because RMUTL just starts by 
including the Northern campuses, which are Northern, Chaing Rai, Lampang, 
Lampang, Tak, Nan and Pitsanulok. Now there are 20,109 students, 1,113 teachers 
and 732 staff, the education is individual into 2 levels: vocational education and 
bachelor education which each of campuses has the same and different education 
management. Besides, the university does not determine the strategic planning of the 
administration management so RMUTL needs to determine the direction clearly by 
planning the educational management strategy for achieving target due to the mission 
of the university and adjusting the new vision. They should emphasize the rule of 
mission by planning strategic process related to target, policy and country 
development plan. They should support in every part of society to participate in 
strategic planning in the way of educational reform and related to educational 
management clause 11 of National Education Act B.E. 2542 and National Education 
Amendment Act (No. 2) B.E. 2545 which states that society should participate in 
educational management and staffs should participate in the process or action that will 
bring the success to the future organization. 
 So the researchers are interested in studying strategic planning development at 
RMUTL by using the participatory process to give an opportunity to teachers and 
staff to participate in determining the direction, target and the way to process for 
achieving the objectives effectively.                                                             
 
 

Objectives 
 The objective of this study was 1) to evaluate the need assessment of strategic 
planning participatory development of RMUTL, 2) to study the factor related to the 
strategic planning participatory development of RMUTL, 3) to develop the strategic 
planning participatory development of RMUTL and 4) to evaluate the result of the 
strategic planning participatory development of RMUTL.  
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Conceptual framework 
The importance of Higher Education we have seen from the world conference 

“The higher education in 21st century: vision and action” for the change and the 
development of higher education. Declaration of higher education in 21st century has 
three principles which are Missions and Functions of Higher Education, Shaping a 
New Vision of Higher Education and From Vision to Action. The mission of Higher 
Education is not only the vocational education or the professional development but 
also giving and the educational opportunity in higher education. Besides, higher 
education should support the opportunity of admission and development to increase 
the social level. 
 RMUTL is the result of administration reform and educational management by 
Rajamangala University Act B.E. 2548, which states that the university is the higher 
vocational education and technology. The objectives are to support the vocational 
education focused on the action such as teaching, research, producing vocational 
teachers and academic service in science and technology, preservative art, culture and 
environment by giving a higher education opportunity to the vocational students. 
RMUTL consists of six campuses: Chiang Rai, Northern, Lampang, Nan, Tak and 
Pitsanulok.  
 To qualify the educational management, National Education Act B.E. 2542 
and National Education Amendment Act (No. 2) B.E. 2545 have focused on social 
participation to educational management. The effective administration is that the 
organization should have the culture and ideology which can create the cooperative 
organization and achieve the purpose. The organization has learned and adjusted to 
the situation appropriately. Besides, it should create the motivation to staff 
participations in the organization change to the effective action by supporting to have 
team work. Likert (1967: 166) agreed that if staff participated in the administration, it 
would bring the efficient result to organization. The participatory administration is the 
concept that gives the importance to decentralization and the participation of staff 
which will be beneficial to the organization. 
 The University Administration Development is to achieve the purpose related 
to the whole country’s administration management which determines strategy to 
reform the official system to increase the high capacity of the organization or the best 
organization due to Thai Official Development Strategy B.E. 2546-2550. The best 
organization should have the ability of the strategic administration which is the 
important instrument in movement. This movement depends importantly on staff so 
that staff should have the ability and personnel’s competencies that are the ability, 
attitude and appropriate skill. There are 3 factors for effective strategic administration, 
which are 1) Strategic Determination 2) Strategic Change into the Action and 3) The 
Evaluation of Strategic Process. So there is a need to bring the strategic planning to 
determine the direction of the present organization management to be effective and 
the best due to the strategy of official reform. 
 The strategic planning is the systematic decision process that affects the 
organization, so the strategy is not the future decision but it is the present decision 
which affects the future. The strategic planning depends on the leader’s vision that 
approaches to the change in the future in the short term, middle term and long term 
for determining direction and process and bringing the organization to face the change 
and growth by the participatory of related people for maintaining and be able to 
compete in the future. For the best strategic planning, the administrator should have 
wide vision and give a decision opportunity to related people due to strategic 
planning. The strategic planning has the importance for both organization and staff 
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because they help the organization and staff ready to face the future change and 
understand the organization participation in the target, objective determination and the 
process for achieving the organization’s objective 
 So that we give the importance to the participatory process of the 
administrators, teachers, staff and stakeholders in suggestion, opinion, decision 
making, process, beneficial, and process result examination for supporting the 
participatory or participatory official administration for developing official system 
due to official system development strategy B.E. 2546-2550. Besides, it will focus on 
the increasing level of staff capability and work standard to get high standard. From 
the royal decree stated about the rule and good city administration methodology B.E. 
2546 clause 11 which stated that the official has a responsibility to develop 
knowledge and build the participatory culture that causes the exchanging of 
knowledge for developing the organization effectively and make the capability in high 
competition. 
 The theory and the research related to strategic planning participatory 
development at RMUTL reflects the organization which has high capability, and 
should have staff that have knowledge, attitude and strategic skills which are the 
important factors to cause strategic planning participatory development. So in this 
research, the researchers give importance to these factors: knowledge, attitude and 
strategic skills which are the basic need assessment in strategic planning participatory 
development. Moreover, the factors which are educational level, administration 
position, work experience, organization relationship, work satisfaction, important 
realization, reliability self ability, beneficial expectation and information requirement 
are the related factors of strategic planning participatory development. Furthermore, 
we found that the support causes the participatory so the researchers decided to use 
Participation Action Research: PAR and AIC. The strategic planning participatory 
development application use of Kemmis and McTaggart consists of 3 steps: planning, 
action and observation, and reflection (Kemmis and McTaggart, 1990). Because of 
this process, the researchers used planning and development continuously and 
managed strategic planning process including Focus group Discussion, SWOT 
Analysis, Professional Development and Share Vision. 
 From the research, we analyzed and synthesized related theory into 
proposition in the following: 
 1. The factor which relates to strategic planning participatory development is 
education level, administration position, work experience, organization relationship, 
work satisfaction, important realization, reliability self ability, beneficial expectation 
and information requirement related to strategic planning participatory development. 
 2. Learning process in strategic planning causes participatory habit which is 
the important condition of strategic planning development for RMUTL.  
             3. Strategic planning evaluation of RMUTL is the item of congruence 
evaluation that evaluates the appropriation, possibility, and organization acceptance. 
            However, the result of development  causes strategic  planning  participatory 
development and gets the appropriate strategic planning of RMUTL and has the 
possibility  and  the organization acceptance for developing  RMUTL. Besides, 
strategic  planning   is  the important   instrument  to  move  the  organization  to be 
the  best in the future. The  researchers  show  the correlation of  needs assessment 
factor of  strategic  planning  development, correlation factor of strategic planning 
participatory development  and  learning  process  of  strategic  planning  
development participatory of RMUTL as explained in figure 1 shown below.
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Methodology 
 In the research for strategic planning participatory development for RMUTL, 
the researchers processed this research by using the following methodologies: Needs 
Assessment Research, Descriptive Research and Participatory Action Research: PAR, 
and by the process of AIC (Appreciation Influence Control) and Development Circle 
which consists of planning, activity and observation, and activity reflection by using 
Focus Groups Discussions, SWOT Analysis, and Share Vision. 
 

 
Population 

 The population of this research consists of 12 administrators, 45 strategic 
planning committees, 1641 teachers and staff of RMUTL, 8 stakeholders, and 9 
connoisseurs. 
                                                       

Research Instrument 
 The research instruments are evaluation form of reality and needs assessment, 
factor correlated questionnaire, record of SWOT analysis, observation record and 
open record, aptitude test in strategic planning, skill observation, attitude test, 
evaluation of participatory strategic planning, evaluation of appropriateness, 
possibility, and the organization acceptance for strategic planning participatory 
development for RMUTL.     
            The experiment and validity of instrument test: Content Validity by the 
professional and Reliability by α- coefficient of Cronbach and using the theory of 
Kuder Richardson: KR-21, Power of Discrimination and Difficulty using 27% 
technique of Chung-The-Fan. 
 
 

Data Collection and Analysis 
 The researchers have applied the data collection technique by using Focus 
Group Discussion, Workshop Conference, SWOT Analysis, and Share Vision. For the 
records, questionnaires, and evaluations, the researchers have collected data and asked 
for the participation of campuses in RMUTL by providing questionnaires to the 
population and the sampling groups. The researchers have used SPSS for Windows 
Version 11.5 to analyze data which are the frequency, arithmetic mean (µ), standard 
deviation (σ), Pearson Product Moment Correlation Coefficient, Multiple Regression 
Analysis using Stepwise Method, Content Analysis, Analysis Induction, T-Test, and 
Item of Congruence. 
 

 
Conclusion 

                The proposed of this research as presented were expected that the 
administrator of RMUTL would see the administration by presenting the strategic 
planning in which the data could be used in the decision making for university 
development policy planning that was related to the their works, the appropriate 
process planning connected to the future movement and equal to the change of an 
internal and external environment. Furthermore, the image of strategic planning 
participatory development at RMUTL and the successful condition would guide the 
administrators, teachers, staffs, and every part of society to do participative mission 
and strategic planning which could achieve the purpose of administration and 
educational management efficiently and effectively. 

2008 HICE Proceedings 
Page 4598



 9

References 
Bryson, John M. (1995). “Strategic Planning for Public and Nonprofit 

Organizations: A Guide to Strengthening and Sustaining Organizational 
Achievement”. Revised Edition  San Francisco: Jossey-Bass Publishers. 

Burg, Bruce L. (2001). Qualitative Research Methods for the social sciences.  
U.S.A.: Allyn & Bacon. 

Certo, Samuel C.; & Peter, J. Paul. (1991). Strategic Management : Concept and  
Applications. New York: McGraw – Hill. 

Chaffee, E. E. (1985). The concept of strategy: From business to higher education.  
In J.C. Smart (ed.), Higher education: Handbook of theory and research. New 
York: Agathon. 

Cohen, John M. and Uphoff, Norman T. (1977).  Rural Development Participation :  
Concepts and Measures for Protect Design, Implementation and 
Evaluation. New York : The Rural Development Committee center for 
International Studies, Cornell University. 

Dess, G.G. and Miller, A. (1993).  Strategic Management. New York: McGraw Hill.    
Greenley, Gordon E. (1989).  Strategic Management. UK: PrenticeHall, 405p.  
Keller, G. (1986).  Academic Strategy.  Balimore: The Johns Hopkins University. 
Kemmis, S.and Mc Taggart, R.(1990).The Action Research Planner. 3rd ed. Victoria 

: Deakin University. 
Kotler, P. and Murphy, P.E. (1981). Strategic Planning for Higher Education.  

Journal of Higher Education. 52 (5): 470-489.  
Likert, R. (1967). The Human Organization. New York: McGraw – Hill. 
Maslow, A.H.(1970). Motivation and Personality. 2nd ed. New York: Harper &Row. 
McClelland, Clarence, David. (1985). Human Motivation. Glenview, I11.: Scott,  

Foreman. 
Mintzberg, Henry. (1994). The Rise and Fall of Strategic Planning. UK:  

PrenticeHall, 458p. 
Noorderhaven, Neils.(1995).Strategic Decision Making.UK: Addison-Wesley, 246p. 
Patrick J. Below, George L. Morrisey and Betty L. Acomb. (1987). The Executive  

Guide to Strategic Planning. San Francisco: Jossey – Bass. 
Park, John Ellis.(1997). “ A case study analysis of strategic planning in continuing  

higher Education Organization.” University of Pennoylvania, Disseration  
           Abstracts  International,(Volume 5805). 
Pearce II, John A. and Robinson Jr., Richard B. (1988). Strategic Management:  

Strategy Formulation and Implementation. Illinois: Richard D.Erwin, INC, 
987p. 

Sanyal, Bikas C. (1999). Strategies Management in Higher Education. Regional  
Workshop by Center for Professional Development in Higher Education, 
Faculty of Education, Chulalongkorn University and Semeo Rihed. 

Somyos Naveekarn. (1998). Strategic Management. Bannakit Publisher, Bangkok. 
Thompson, JohnL. (1990). Strategic Management: Awareness and Change. UK:  

Chapman & Hall, 757p 
Thomson, A.R. and Strickland, A.J. (1996). Strategic Management: Concepts and  

Case. 8th ed. New York: Business Publication. Page 4.  
United Nations. (1981). “Department of International Economic and Social  

Affairs. Popular participation as a strategy for promoting  community     
level action  and  national  development  report  of  the meeting or the ed   
hoc group of expert”, held at UN. Headquarter from May 22–26,1978. 
New  York : United Nation. 

2008 HICE Proceedings 
Page 4599



                                                                                                       Women in Leadership 1

Running head:  WOMEN IN LEADERSHIP 

 

 

 

 

 

 

 

 

Women in Leadership:  What Some Politicians Really Think 

Michael Patterson, Matthew Boyne, and Marc Fawaz 

Pepperdine University Graduate School of Education and Psychology 

 

 

 

 

 

 

 

 

 

 

 

2008 HICE Proceedings 
Page 4600



                                                                                                       Women in Leadership 2

Abstract 

Politicians and public sector leaders play powerful and influential roles in American 

society.  However, their real views on important issues are often veiled by public rhetoric 

designed to appeal to voters.  In this study, a number of leaders at the local, state, and 

federal level shared candid thoughts on the role of women in leadership.  The findings 

reveal that women are aware of gender’s role in the leadership equation because of 

societal expectations, but they do not subscribe to any specific leadership style solely 

based on those expectations.  Much as a personality descriptor can be applied to men and 

women equally and without gender definition, leadership styles come from the individual 

and are formed by experiences, skills and personalities. 
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Women in Leadership:  What Some Politicians Really Think  

 A case could be made that politicians and those who influence politicians are 

among the most powerful people in our country.  After all, these are the men and women 

that make and enforce our laws, declare wars, control the massive budgets of far-reaching 

government bureaucracies, and perhaps most importantly, have the ability to levy and 

collect taxes.  In fact, there are relatively few areas of modern life in which government 

does not have some control.  Following this logic, this would make those relatively few 

individuals who control government rather potent forces in our lives.   

During competitive campaigns, candidates for powerful positions often speak in 

platitudes about their vision for the future and extraordinary ability to lead.  In some 

cases, the candidates’ most vigorous rhetoric is reserved for commentary on their 

opponents’ inability to effectively guide our future, wrongheaded views on major issues, 

and how they, through their ineptitude, are failing large segments of the population.  

Many times, the heated oratory suggests that a candidate, through past actions or 

statements, have in some way denigrated a particular voting block or group of 

constituents.  In the worst cases, we find what some would refer to as smear campaigns 

filling the airwaves in an attempt to sway voters.     

Cynics would argue that in the end, it all really comes down to votes.  One 

commonly used strategy is often geared toward gaining the support of large voting blocks 

like women, labor unions, minority groups, or other segments of the population.    

Candidates approach this by presenting their positions in ways that they believe will 

particularly appeal to or impress the targeted group.  Again, the more cynical among us 

might call this pandering.  Realists and well paid operatives call it smart politics.  
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 With this political strategy in mind, when it really comes down to it, what do we, 

as members of the public, know about our government leaders’ candid views on an 

important topic like the role of women in leadership?  Beyond the talking points, stump 

speeches, and what we’re told on television commercials, we really know very little.  So 

with this sense of mystery as a motivator, the authors of this research set out to discover 

some of these views by interviewing political and public sector leaders from the local, 

state, and national levels.  The responses we received were, in many cases, consistent 

with previous reports in the general literature of leadership, and certain patterns did 

emerge.  There were some unique suggestions that warrant further consideration, but in 

general, we find the candid comments of these public sector leaders an insightful and 

refreshing journey behind the veil of campaign rhetoric and press releases.   

We believe that an understanding of how office holders and other public sector 

leaders view women in leadership roles could potentially change the way constituents 

view them.  At a minimum, these insights offer us, as students of leadership, additional 

perspective on an important and developing topic.   At the outset, however, a review of 

the leadership literature is offered to lay the theoretical foundation for our current work.       

Women in Leadership 

General Literature 

 Scholarly study of the role of women in leadership is a recent phenomenon.  

However, since the 1970s, researchers have more carefully considered the important role 

that women played in organizational leadership (Northouse, 2007).  Now there is an 

abundance of empirical research to address the differences between men and women in 

terms of leadership style, effectiveness, or how they are received by followers.  In 
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general, this research reveals that men and women can both be effective in a variety of 

positions, although each gender may have some slight advantages in certain leadership 

roles.  Women have been shown to use more effective styles in some situations due to 

their greater use of the participatory and transformational styles of leadership (Northouse, 

2007). 

 As noted, research has found little impact of gender on leadership effectiveness 

(Rice, Instone, & Adams, 1984).  The evidence indicates that similarities in styles 

between men and women, as well as the resultant effectiveness, are extremely close.  Van 

der Engen, Van der Leeden, and Willemsen (2001) showed that where minor differences 

do occur in research results women are rated higher by subordinates, bosses, and 

superiors in areas such as goal setting, communication, and results.  Women tend to lean 

towards a more democratic, open and communicative style, showing a greater willingness 

to share power and information.  Men tended to lean towards more of a command and 

control style within the small variations observed.  

 A notable point for both these studies was the small female leadership population 

available to conduct these studies.  Rice et al. (1984) used the United States Military 

Academy as a research group, but out of 1000 cadets, only 130 were female.  Van der 

Engen et al. (2001) noted that a commonly encountered reason given by organizations for 

the lack of female leadership candidates is that females lack appropriate leadership 

fundamentals.  This dichotomy between research results and real world female leaders 

show social forces to be more of a factor than leadership performance.  

 One older study of how sex role stereotypes influence the assessments of 

leadership behavior was “Sex Effects in Evaluating Leaders,” published by Bartol and 
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Butterfield in a 1976 edition of the Journal of Applied Psychology. Their research 

involved 235 male and 57 female business students at the University of Massachusetts 

who responded to written questions about four stories depicting different leadership 

behaviors.  The names of the characters in the stories were altered in two versions of the 

questionnaire to suggest that the managers described were either male or female.   

 The students’ responses to evaluative questions revealed that the sex of the 

manager affected their appraisal of his or her performance.  Bartol and Butterfield (1976) 

noted that “female managers received more positive scores than male managers on the 

consideration style [and] initiating structure behavior was valued more highly when 

engaged in by male managers” (p. 446).  On two of the styles depicted, production 

emphasis and exhibiting a tolerance for freedom were not significantly different for male 

or female managers (Bartol & Butterfield, 1976).  As a result, the authors concluded “the 

fact that identical leader behavior was evaluated differently depending upon whether the 

leader was male or female… indicates the existence of strong sex stereotypes for 

managers” (p. 452).  To further understanding in this area, Bartol and Butterfield  

acknowledged the need to expand this gender-based stereotype research to non-student 

populations.     

Building on this base of knowledge, Gary Powell, in his 1990 review article, “One 

More Time:  Do Female and Male Managers Differ?”, recognized that these differences 

were found more often in laboratory-based studies than in field-based studies.  

Accordingly, he concluded that there are really no differences in how subordinates 

respond to male and female managers in organizational settings (Powell, 1990).  This led 

him to recommend that organizations be “gender-blind in their decisions regarding open 
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managerial positions… and to try to minimize differences in the job experiences of their 

male and female managers, so that artificial sex differences in career success do not 

arise” (Powell, 1990, p. 71).  If this is done and women are offered the same 

opportunities for career enriching experiences, there could eventually be more women in 

senior management positions. 

Eagly and Carli (2003) addressed the question of whether women are better 

leaders than men in “The Female Leadership Advantage:  An Evaluation of the 

Evidence.”  Through their review of the literature, they recognized that women perform 

very competently as leaders, but are often disadvantaged in “roles that are male-

dominated or otherwise defined in masculine ways…[these] challenges that women face 

arise from the incongruity of the traditional female role and many leader roles” (Eagly & 

Carli, 2003, p. 825).  To overcome these challenges, the authors recommended that 

women adopt transformational approaches that emphasize supportive, considerate, and 

inspiring behaviors (Eagly & Carli, 2003).  The strong performance of women in 

leadership roles increases the frustration of those who cannot understand why more 

women do not occupy senior leadership positions in many organizations.   

The Glass Ceiling  

So despite this evidence supporting the ability of women to lead effectively, there 

remains a glass ceiling in corporate America.  Although women make up about half of 

the workforce and occupy about half of all management positions in this country, women 

represent only 15.7% of the total number corporate officers and 1.4% of the CEOs in the 

Fortune 500 (Black, 2003; Catalyst, 2002).  Women are also poorly represented in the 

most senior positions in government, high elected office, and the military’s highest ranks 
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(Northouse, 2007).  This barrier has also been the subject of considerable academic 

research. 

The lack of women and minorities in senior management positions has been 

related to a so-called glass ceiling that continues to exist.  Morrison and Von Glinow 

(1990) explained several theories that have been offered in the literature.  The first of 

these theories suggests “deficiencies in underrepresented groups are largely responsible 

for their differential treatment in management” (Morrison & Von Glinow, 1990, p. 201).  

The second group of theories offers discrimination of white men against women and 

minorities as a possible reason.  The third category of theories proposes that systemic 

discrimination against women and minorities is occurring and is embedded in the social 

system (Morrison & Von Glinow, 1990).     

After surveying the literature that falls into each of these categories, the authors 

considered a broad range of remedial actions that could be taken to bring more women 

and minorities into senior-level leadership roles.  The possible actions included 

aggressive affirmative action programs, special training programs for women and 

minorities, support groups, and active exposure of men and women to one another in the 

workplace.  Morrison and Von Glinow (1990) ultimately concluded that career 

management and access to developmental assignments may be the key approach to 

breaking through the glass ceiling.   

One common explanation as to why relatively few women attain senior leadership 

positions is related to the greater role they play in raising children and caring for family 

responsibilities.  This issue was considered by Kaufman and Uhlenberg in “The Influence 

of Parenthood on the Work Effort of Married Men and Women,” published in Social 
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Forces in March 2000.  Using evidence from the 1992-93 National Survey of Families 

and Households, they found that married women with children work 4.6 hours per week 

less when compared to the hours that childless women work.  This gap widens an 

additional 2.7 hours for mothers with three or more children (Kaufman & Uhlenberg, 

2000, p. 938).  Although the data also showed that many men with children worked more 

hours per week and men without children, there was evidence to suggest that some men 

were taking a greater interest in child rearing and beginning to share these duties with 

their wives. 

The study of women in leadership and more specifically, attempts to understand 

the glass ceiling, will likely continue for some time.  In fact, as long as women have less 

than full representation in the senior executive ranks of corporations, non-profit 

organizations, and government, scholars will seek to understand why.  Although this 

present study certainly does not propose to answer these questions definitively, it does 

shed new light, from the perspective of a few governmental leaders, on this important 

issue.   

Research Methodology 
 

Interviewee Selection Process 

 The researchers initially contacted several political leaders at the local, state, and 

national levels of government via electronic mail to invite them to participate in the 

research project.  Working under the premise that politicians would be more inclined to 

grant time to their constituents, most of the leaders initially identified were officials who 

currently represented one or more of the authors as an elected official.  With this process, 

a member of the United States House of Representatives, a California State 
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Assemblyman, 2 current and several former mayors of southern California municipalities, 

and 4 city council members agreed to participate in the research.   One of the United 

States Senators from California, Diane Feinstein, provided brief written responses to the 

protocol questions.   

In addition to the leaders currently serving in elected office, the authors sought to 

expand their pool of data by requesting interviews from former elected officials and those 

involved in politics in capacities other than elected office.  Under this category, a former 

state assemblyman and the current Chairman of the Republican Party for Orange County, 

California was contacted via electronic mail and agreed to participate in the research.  

The former head of the San Diego Water Authority and former mayor of large 

midwestern city readily agreed to be interviewed, as well.  Finally, the head of the 

District of Columbia’s subway system, called the Metro, was interviewed for this 

research at a strategic symposium in Long Beach.  Overall, 12 public sector leaders 

provided input for this project. 

 

Interview Methodology 

 With the exception of Senator Feinstein, the researchers interviewed each of the 

leaders in person or via telephone for 30-60 minutes.  The in-person interviews were 

conducted in either the leader’s office or in a public setting like a coffee shop.  Each 

interviewee was asked several questions as part of a larger research project, but the focus 

of this current study is the question: What role do you see women playing in leadership 

and what advantages or disadvantages do women face in leadership positions?   

The respondents were then given the opportunity to speak freely on the issue, 

although some follow-up questions were asked by the interviewer to gain clarification or 
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expand upon a theme.  Where names or identifying information is used, written 

permission to do so was granted by the interviewee using an informed consent form.   

Profiles of Interviewees 

 With three exceptions, all of the participants in the study are presently serving as 

an elected official at the local, state, or national level or have previously held elected 

offices.  A brief profile of each of the interviewees follows. 

Dianne Feinstein is California’s senior United States Senator.  She is presently 

Chairman of the Rules and Administration Committee, and a member of the Judiciary 

Committee, Appropriations Committee, and Select Committee on Intelligence.  Prior to 

her election to the Senate, Ms. Feinstein was Mayor of San Francisco and a member of 

the San Francisco County Board of Supervisors.   

John Campbell, a second-term Republican member of the United States House of 

Representatives, represents California’s 48th Congressional District.  A former member of 

the California Assembly and California Senate, Mr. Campbell now serves on the House 

Committees on Financial Services, the Budget, and Veterans’ Affairs.   

  Republican Chuck DeVore represents California’s 70th Assembly District and is a 

lieutenant colonel in the California Army National Guard.  He currently serves on the 

Revenue and Taxation, Veterans Affairs, and Budget Committees.  Prior to winning 

election to the State Assembly, Mr. Devore served as former Congressman’s Chris Cox’s 

senior assistant, City Commissioner for the City of Irvine, and Special Assistant for 

Foreign Affairs in the Pentagon.   
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John Doe (pseudonym) is a city councilman and former mayor of medium-sized 

suburban municipality in California.  He is a member of the Green Party and emphasizes 

environmental issues in all public policy discussions.       

Scott Baugh is the Chairman of the Republican Party of Orange County 

(California), Chairman of the Orange County Marathon, and a practicing attorney in 

Irvine, California.  Previously, Mr. Baugh represented California’s 67th Assembly District 

from 1995-2000.  

Bill Phillips has been a member of the Aliso Viejo (California) City Council since 

2001 and served as the city’s mayor in 2004.  Prior to these offices, Mr. Phillips served 

on the Aliso Viejo Community Association’s Planning Advisory Committee and Parks 

and Recreation Committee.   

Harry Marks (pseudonym) is a member of the City Council in a southern 

California coastal community.  Prior to assuming his present position, Mr. Marks served 

on the City’s Planning Commission, the Economic Development Committee, and the 

Local Coastal Plan Committee.   

Carmen Cave is Mayor Pro Tem of Aliso Viejo, California.  She is also a former 

two-term mayor of Aliso Vejo and member of the City Council.  In addition, she is the 

Chair for the San Joaquin Transportation Corridor Agency, a representative to the Great 

Park Advisory Council, and an alternate Board Member for the Orange County Fire 

Authority and El Toro Reuse Planning Authority.   

Kathy Brown (pseudonym) is in her second term as mayor of large suburban 

community in California.  Mayor Brown also serves on several regional boards and 

represents her city in the U.S. Conference of Mayors and the National League of Cities.   
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Cynthia Adams is currently the Mayor of Aliso Viejo, California and a board 

member for the Orange County Fire Authority.  Prior to her election as Mayor, she was a 

member of the City Council and a board member for the Aliso Viejo Community 

Association. 

Steve Haines is a Naval Academy graduate, business executive with the Marriott 

Corporation, and formerly head of the Montgomery County (Maryland) Regional 

Planning Authority and the San Diego Water Authority.  He is currently a change 

management consultant specializing in municipal and educational organizations.  He 

holds a doctorate in educational psychology from Temple University.  

Tania Walker is a self-described techie.  She also is a Naval Academy graduate 

with degrees in operations management and information systems.  Upon completion of 

her active service, she was selected to manage the Metro’s Information System’s 

Department.  After several years, her responsibilities were expanded to include the 

maintenance and overhaul departments.  She currently reports to the General Manager of 

the Washington Transit Authority and is responsible for the operations of the entire 

Metro system. 

Interview Results 

 All of the respondents felt women played an important role as leaders in the 

public sector.  Although not unanimous, many believed that women have unique skills 

that sometimes give them advantages over their male colleagues.  Several of the 

respondents offered that women appear to have better relational skills, are more sensitive, 

more approachable, and better listeners than their male counterparts.  Several 

interviewees listed examples of women who have been or are presently effective leaders 
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in the public sector.  Some of the examples given were Margaret Thatcher, Dr. 

Condoleezza Rice, and Hillary Rodham Clinton.  One respondent thought it was 

outrageous that the United States Senate was not made up of at least 50% women.  One 

female member of the Senate, Dianne Feinstein, offered “…women do not get too 

wrapped up in politics, but instead are focused on finding the best solution to the problem 

in front of them” (personal communication, February 13, 2007) 

 Mr. DeVore (personal communication, January 19, 2007) suggested that due to 

personal decisions to leave the workforce to care for children, women often fell behind 

their peers when competing for higher level leadership positions in later years.  He went 

on to describe how it would not be unreasonable that his wife, a teacher who left the 

profession for several years to raise their children, would not be as competitive for a 

position as a school administrator as her colleagues, male or female, who had stayed in 

the system for the entire time.  Mr. DeVore viewed this not as an injustice, but as a basic 

reality driven by personal decisions.     

Congressman Campbell (personal communication, January 22, 2007) suggested 

that at times, women in politics have a unique challenge in that they must be perceived by 

the public as both feminine and strong.  If they come across as too strong, they sometimes 

lose male supporters.  If they come across as too feminine or weak, they may lose female 

votes.  Women in politics must walk a fine line.   

Mr. Campbell (personal communication, January 22, 2007) suggested that this 

was an ongoing issue for Hillary Rodham Clinton and was always a matter of concern for 

her advisors.  He suggested that there were frequent attempts to soften her image by 

having her wear dresses more frequently and pant suits less often and appear on camera 
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in sets that resembled living rooms with overstuffed furniture and flowers in the 

background.  The problem then becomes that for some people, she is going too far and 

starting to appear too soft.  When asked which female politicians did a good job at 

balancing their femininity with strength, Congressman Campbell suggested that Senators 

Dianne Feinstein and Elizabeth Dole seemed to be doing a good job in this area.  On the 

other hand, House Speaker Nancy Pelosi always comes across as very harsh.    

Mayor Brown (personal communication, February 9, 2007) acknowledged that 

women in politics face unique challenges.  She felt that because image and physical 

appearance are so important, women have a harder time appearing energetic and vibrant 

as they get older.  This makes it harder for them.  She also thought that men often attempt 

to monopolize leadership positions and should do more to open the doors of opportunity 

for women.  Mayor Brown claimed that she had to fight harder for all of her political 

victories than she should have simply because she was a woman.      

Mayor Pro Tem Cave (personal communication, February 20, 2007) also felt that 

women in politics are still at a disadvantage on some of the larger political stages because 

politics is “still a boy’s club.”  Despite this concern, she discussed an interesting 

phenomenon that exists in south Orange County, California.  She called it the “Rich 

White Woman’s Syndrome” that led several wealthy, formerly stay-at-home moms, to 

get involved with their communities and the political process.  She offered several 

examples of women who were affluent, did not need to work outside of their homes, and 

as a result, had the time to get involved with community affairs.  Despite a relative lack 

of experience and skills, these women stayed involved, worked hard, and now held 

positions of significant power in local, county, and state government.   Cave concluded 
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that these female politicians were actually fortunate to have had successful husbands who 

financially supported their political campaigns and gave them the opportunity to serve in 

low-paying government posts. 

Ms. Cave (personal communication, February 20, 2007) also discussed the fact 

that she was a polarizing figure in local politics in part, she believed, because she is a 

woman.  As an example, she offered, “Some people call me ‘bitchy,’ yet if I were a man, 

they would consider me ‘forceful.’  It’s a double standard for women in politics.”  She 

complained that seldom do her critics attack her politics or policies; rather, “the attacks 

are always personal and that hurts.”  So far, however, she has been willing to rise to the 

challenge, but she has no desire to pursue higher office. 

Ms. Cave dismissed the idea that women are uniformly more sensitive, better able 

to understand family issues, and are better listeners.  Instead, she offered that there are no 

longer “women’s issues” because all issues now relate to women.  Women are involved 

in all aspects of life.  She said, “[We’re] not only moms now; we’re also business 

owners” (personal communication, February 20, 2007).  Ms. Cave suggested that a good 

example of this concept was represented in the membership of the California Women’s 

Leadership Association (CWLA). 

Interestingly, Cave’s colleague on the City Council, Bill Phillips (personal 

communication, February 22, 2007) disagreed.  He felt that women were uniquely 

equipped to relate to people and understand certain issues.  For example, he thought that 

a woman leader could better understand the needs of a single mother who was concerned 

about child care issues.  Phillips offered that the current Mayor of Aliso Viejo, Cindy 
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Adams, was very good at connecting with constituents and understanding their issues on 

a human level.   

Chairman Baugh (personal communication, February 19, 2007) did not emphasize 

particular ways in which women were better than men; rather, he suggested that people 

simply have differently strengths.  He offered an example of a female colleague from law 

school that was brilliant in a particular field of law that he had no interest in.  For Baugh, 

this was nothing more than recognition that she had different strengths and interests than 

he did.  He suggested that it was unwise to make broad generalizations about women 

because it was almost always dangerous to categorize.  He preferred to invite women to 

positions of leadership based on their abilities and could think of no job that a woman 

could not do. 

Steve Haines (personal communication, February 28, 2007) hopes we’ve gotten 

beyond this concept.  In his own organizations he has emphasized a gender neutral view, 

basing promotions and positional changes on performance and skill sets.  More than half 

his current senior partners are women, with male and female direct reports, and he has 

seen no indication that gender is a leadership differentiator. 

Tania Walker (personal communication, February 22, 2007) takes the exact 

opposite view.  As a young African-American female public sector executive, she feels 

her “motherly” approach to management has its own advantage.  She has seen male 

leaders in the Navy and the public sector take the command and control approach with 

generally negative results.  By being herself, which she feels is authentically feminine 

and gentle, she thinks a non-threatening, dialogue based organizational culture is created.  

This is not to say that she accepts substandard performance or any form of dereliction of 
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duty, instead she maintains high standards and trains her constituents to meet those 

standards. 

Common Themes and Key Lessons 

 Several themes began to appear as past and present political leaders from different 

levels of government and across the political spectrum were interviewed as part of this 

research.  The results of this research reveal that women play an important role in 

political and public sector leadership.  The number of women represented in this small 

sample is even a telling indication of how many women are now involved in public sector 

leadership at a number of levels.   

It is also rather telling that the senior government official offering input for this 

research, Senator Feinstein, is also a woman - a strong statement about how far women 

have come in this realm of leadership.  This fact, coupled with the comments offered by 

the other interviewees, support the idea that women are no longer relegated to token 

positions that hold no real power.  Rather, according to this research, women are equal 

partners with men in the process of public sector leadership.  This finding differs with the 

glass ceiling phenomenon described by Powell and Graves (2003).   

 What is less clear from the research is whether women leaders are considered to 

be at an advantage or disadvantage, or are considered to be more or less effective, relative 

to their male colleagues.  The perception from several men interviewed suggests that they 

view their female counterparts as having superior skills and as a result, greater leadership 

effectiveness due to their ability to listen, show empathy, and connect with constituents.  

This favorable view of women seems to be inconsistent with role congruity theory (Eagly 

& Karau, 2002), yet some of the female leaders noted that they have faced gender-based 
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prejudice as described in the Eagly and Karau’s (2002) research.  Some women 

respondents were also not as quick to identify stereotypical feminine qualities as unique 

strengths for themselves or other female leaders in government.  However, some of the 

respondents clearly noted that women are devalued when they displayed what are 

typically viewed as masculine tendencies.    

 Conclusions 

   Participants in the interview process detailed the positive attributes of what are 

seen as feminine leadership characteristics:  communication, compassion, empathy, 

active listening and facilitation.  Collaboration is a recurring theme throughout this 

exercise, followed closely by boundary crossing and inclusiveness.  Gone are the days of 

top down command and control decision processes with limited input for line and staff 

government workers.  These public sector leaders, regardless of gender, have full 

realization of the importance of their roles as servant leaders in a service profession.  

Further, these leaders have seen the benefits of a feminine approach by leaving a 

reduction mindset that seeks to dissolve problems into simple linear steps.  Instead, they 

are applying systematic teaming and collaborative approaches to leadership.  They are 

carving a path in a paradoxical world, using discourse and dialogue to embrace the 

diversity of thought that exists within their staffs and colleagues.   

 Rather than finding a specific feminine style or even a situational, contingency, or 

trait approach this exercise gives rise to path-goal and leader member exchange 

approaches that couple a vision with the drive to create transformation inside the political 

process.  The leaders’ primary mission is to enhance their constituents’ value, making 

them all part of the in group while simultaneously clearing their paths so that they can 
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obtain constituent goals.  This is not a gender-based approach, but rather an approach 

based on developable skills any motivated leader is able to consciously acquire.  The 

lessons are that society has changed to become expectant of those inclusive leadership 

skills that have historically been attributed to woman, such as nurturing and compassion.  

These skills are not specific to women and can be developed by anyone that takes a great 

interest in their constituents.  

 Perhaps the best approach to capture leadership from the perspective of this study 

is Conger’s (1998), and this lesson is not dependent upon gender or traits.  Emphasizing 

four traits of credibility, communication skills, compelling language and emotional 

connection, these public leaders use persuasion as a necessary art to develop enthusiastic 

followers.  That is the essential lesson learned; persuasion creates better results with 

collaboration and compromise than theoretical grids and single frame directive 

approaches.  
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Abstract: 
With the growth of sports as a major industry, there is an increased need and opportunity 
to better train students who study sport by providing them with the kinds of learning 
environments necessary to produce citizens with the capacity to solve real –world 
problems by connecting hands-on learning with classroom knowledge.  The purpose of 
this presentation is to examine how students can use knowledge and skills learned in 
sport management classes to design and implement service learning projects that help 
solve critical health challenges.  Specifically, this presentation addresses service learning 
design that can be applied to any health problem. The example used in this presentation is 
fundraising for malaria mitigation projects that utilize bednets as a low cost means of 
prevention. It also discusses ways to encourage students to become more fully involved 
in civic engagement to meet critical community and global needs. 
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Abstract 
 

This study examined students’ level of resiliency and two kinds of interactions: 1) 
institutional activities offered by the college 2) various social activities within this 
college.  Fifty-two low-income, first-generation students from a college on Long Island, 
New York, completed a survey that measured the level of engagement in institutional and 
social activities offered by the college. Two one-way ANOVAs were performed to 
contrast first, the interaction of resiliency and institutional activities, and second with 
social activities.  Findings indicate that students who actively participated in the 
institutional activities offered at the college were significantly more likely to demonstrate 
resiliency than those students who did not participate. On the contrary, between social 
activities and resiliency, no significant difference was found.  
 

Introduction 
 

 The purpose of this study is to determine how institutional activities and social 
activities contribute to resiliency in low-income, first-generation college students. 
According to Bean and Vesper (1990), non-intellectual factors play a significant role in 
dropout decisions among college students. Tinto (1975) stated that a student’s ability to 
overcome obstacles and graduate is called resiliency.  The differences between the 
institutional and social interactions of students have been considered by researchers to be 
important when considering student resiliency (Tinto, 1987; Miller author of this study, 
2006; Rezeback, 1999, Cabrera, Nora, and Castaneda, 1993). This study intends to 
address the following questions:  
 
1. Does the mean change in the level of resiliency among students who report a high level  
    of engagement in institutional activities?  
2. Does the mean change in the level of resiliency among those students who report a  
    high level of engagement in social activities?  
 

Addressing these areas can possibly assist college administrators in identifying 
strategies that can improve students’ retention and ultimately resiliency.  
 

Literature Review 
 

 Many colleges are seeking ways of retaining students and providing the 
necessities for students to battle any obstacles that may interfere in completing their 
degree. Thus, it is important to investigate resiliency and the factors that lead to it. In a 
mixed methodology study consisting of fifty-two college students, Miller (author of this 
study 2006) defined resiliency as the ability to overcome obstacles. The study examined 
the association of family and cultural history towards persistence in college. One of the 
areas of this study investigated the association between family knowledge and resiliency.  
It was found that the item analysis measuring student resiliency provided the most 
unanimity among all the constructs of the study. Another study (Rezabek, 1999) 
considered the topic of resiliency among 210 students enrolled in an Iowa community 
college. Among the findings, this study notes that a strong sense of determination or 
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resiliency was a factor which allowed students to participate in college. Among the 
support offered by the college, support from the staff helped students develop resiliency. 
The purpose of resiliency is what? Why study overcoming obstacles; what does this lead 
to for students, college faculty, college administrators, society a whole etc.? As you 
articulate the inferences, be careful not to be too far reaching. That is, make sure the 
inferences are supported with either your data or the literature. Depending on what you 
write, you might want to put this information in an implications section at the end of the 
paper. 
 As the previous studies indicate, there are factors that play a significant role in 
resiliency. One of those factors is institutional engagement. Institutional engagement 
consists of faculty outside of class, administrative and staff personnel, clubs, and campus 
activities. In a study conducted by Cabrera, Nora, and Castaneda (1993), 466 college 
students were surveyed in a longitudinal study to determine the most critical factors in 
retaining students. Using a combination of the Student Integration Model and the Student 
Attrition Model, the researchers assessed the factors most important in preventing college 
students from dropping out of school. The researchers focused on to what extent the two 
models could be combined to improve the understanding of the core process of 
perseverance in college. Results indicated that when the models were merged, the effect 
of environmental factors far surpassed the one envisioned in the single models. The 
researchers concluded that environmental factors are extremely important and should be 
taken into account in the persistence processes of college students.  

In a study conducted by Tinto and Goodshell-Love (1993), two collaborative 
learning programs, the Freshman Interest Group program at the University of Washington 
and the Coordinated Studies Program at Seattle Central Community College were studied 
in order to address whether collaborative learning programs actually make a difference 
among college students. The study surveyed students using questionnaires from members 
in the programs and non-members within the institution. Results indicated that students 
who participated in the programs were more successful academically and adjusted better 
to the college environment. The results also demonstrated that the students in the program 
were more likely to continue with their education. Being a part of the program allowed 
the students to become involved in the institution in working with their peers and faculty. 
This shows that institutional involvement in creating the right atmosphere could assist 
with resilience. The authors suggests, “that we need to give serious attention to the 
argument that the attainment of the goals of enhanced student involvement and 
achievement is possible only when institutions alter the settings in which students are 
asked to learn” (Tinto and Goodshell-Love, 1993,  p. 5).  

In another study examining 350 minority and low-income college students in 
four-year colleges in New England, researchers found that student involvement at the 
institution was important for students to face obstacles and overcome difficulty. Results 
indicated, “for first-year students, getting involved on campus and taking advantage of 
support programs is vital” (O’Brien and Shedd, 2001, p. 20). Findings indicated that 
those students who reported a high level of involvement at their respective college were 
more satisfied with their overall college experiences. Focusing on campus activities, 
clubs, and faculty-student relationships, the researchers concluded from their results that 
high level of campus involvement led to a connectedness to the institution and a greater 
chance that the student would stay at the college (O’Brien and Shedd, 2001). This 
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suggests that students who are more engaged in institutional activities indicate a positive 
attitude towards their institution and thus may increase their resiliency.  
 The next variable that may contribute to resiliency is social engagement which 
consists of recreational athletics, “hanging out” in the cafeteria, “hanging out in the 
computer lab, and studying in the library. According to Miller (author of this study 2006), 
resiliency, “the ability to overcome obstacles, is important in college persistence” (p.3).  
The paper looked at how social engagement relates to resiliency and the success rate of 
college students.  Miller describes social engagement as “interaction with peer groups, 
participation in campus activities, and interactions with faculty and advising (p. 34). 
 Kasworm (2003) examined collegiate involvement among adults who had an 
interruption in their college enrollment.  “Thus, from the traditional assumptions of 
collegiate persistence, the adult student…should have significant problems in both their 
academic involvement and their successful completion of collegiate studies” (p. 7).  
Kasworn states, “adult learners are presumed to be less engaged, because they don’t 
spend their out-of-class time on the campus and engage in collegiate activities” (p. 11).  
Kasworm suggests “that adults are highly selective about involvement beyond their in-
classroom attendance…they typically choose only those activities directly connected to 
their involvement in the classroom…” (p. 12).  They “look to the classroom world 
for…potential engagement with experts (faculty) and for their goals of career 
enhancement…and professional interests” (p. 13). This study indicates that social 
engagement does play a role in resiliency.  
 In  Filkins & Doyle’s (2002) study, first-generation college students “differ 
from their traditional peers in the types of activities they engage in” (p. 4). They 
“engaged less in activities that detracted form the GPA, such as involvement in social 
activities” (p. 4).  According to Terenzini et al. (as cited in Filkins & Doyle, 2002), “first-
generation students tended to benefit more from their classroom involvement…” (p. 5).  
Filkins & Doyle (2002), suggest “that students with low SES are more likely to engage in 
and benefit from involvement in such practices” (p. 5) as collaborative learning and 
student-faculty interaction. 
 In a study by Hayek & Kuh (1999), 17,541 college seniors completed the 
College Student Experiences Questionnaire which examined college activities and “gains 
in the capacity for continuous learning” (p.1).  This study indicated that “some of the 
activities that are widely believed to “matter” in preparing student for life after college 
contributed very little to enhancing continuous learning” (p. 13).  One of the conclusions 
in this study was that “certain college activities and environmental factors appear to be 
important, including amount of effort students devote to classroom activities…and 
experiences with faculty…” (p. 10).  
 As demonstrated in the above studies, it does appear that institutional activities 
may indeed play a significant role in resiliency while social activities may not. 
 

Methods and Subjects Involved 
 

 Subjects of this study were 52 low-income, first generation college students 
attending a private college in Long Island, New York. You might want to provide a 
limitation here because 52 students is a small sample and you cannot generalize to a 
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larger population. Therefore, if you state “up front” that you are aware of this reliability 
issue, it will calm any ideas about generalizability. 
 The original questionnaire was distributed to 60 students of which 52 responded 
(Miller, author of this study 2006). The survey was a five point Likert-type scale. There 
was also a qualitative component which consisted of anecdotal references of family 
history and its associative qualities with resiliency.  
 For the purpose of this study, eight items regarding institutional and social 
engagement were analyzed and ten items regarding resiliency were also analyzed as the 
dependent variable (see Table 1). To form the two independent variables, institutional 
activities and social activities, the eight items from the original study which measured 
institutional commitment were divided into two categories consisting of four items each. 
The following question was used to obtain students’ interaction in activities at the 
institution:  “Please circle all the items indicating the way you interact with others at 
_______ College” (Miller, author of this study 2006). 
 

1. faculty outside of class   5. recreational athletics 
2. administrative and staff personnel 6. “hanging out” in the cafeteria 
3. clubs     7. “hanging out” in computer lab 
4. campus activities    8. studying in the library  

 
Table 1 Item Analysis of the Resiliency Construct alpha level = .75 

Item 

I am determined to reach my goals. 

I can usually overcome obstacles. 

I am proud of my ability to juggle home, work, and school schedules. 

I would find a way to pay expenses in order to stay at my college. 

I try harder if a task is very difficult.  

I want to graduate from the college I am currently attending. 

I am the one in control of my life. 

I like to try new things. 

I ask for help when I need it. 

I have learned to overcome obstacles from my relative’s stories. 
 
 For the purpose of this study, we divided the items into the following categories: 
institutional activities and social activities (see Table 2). Items concerning the students’ 
working on or off campus were eliminated, as those items did not clearly fall within the 
institutional or social engagement framework.  
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Table 2 Items in the Independent Variables 
 
Categories Institutional Activities Social Activities 

Items 1. faculty outside of class 
2. administrative and staff 

personnel 
3. clubs 
4. campus activities 

1. recreational athletics 
2. “hanging out” in the 

cafeteria 
3. “hanging out” in the 

computer 
4. studying in the library 

 
 Students’ level of engagement were measured based on the number of items they 
participated in within the two categories (see Table 3). For example, students who did not 
participate in any institutional activity would be considered as 0 = no institutional 
engagement, whereas a student who participated in four institutional activities would be 
considered as 4 = high institutional engagement. 
 
Table 3 Institutional and Social Activities 
 
Institutional Activities Social Activities 
0 = no institutional engagement 
1 = low institutional engagement 
2 = medium-low institutional engagement 
3 = medium-high institutional engagement  
4 = high institutional engagement 

0 = no social engagement 
1 = low social engagement 
2 = medium-low social engagement 
3 = medium-high social engagement 
4 = high social engagement 
 

 
Data Sources 

 
 This data was taken from a larger study conducted by Miller (author of this 
study 2006). The original study, “The Association of Family Knowledge and Cultural 
Change with Persistence among Undergraduate Low-Income, First-Generation College 
Students” was conducted in 2005-2006 at a private college in Long Island, New York 
(you need to maintain anonymity). Miller’s study concerned itself with family history 
knowledge, persistence factors of resiliency, institutional engagement, and institutional 
commitment, as well as cultural changes in first generation students.  The current 
researchers were interested in seeing if offerings by the college and if student 
participation in these offerings impacted resiliency. 
 

Results 
 

 To determine the mean change in the level of resiliency for students who 
reported a high level of engagement in institutional activities and those students who 
report a high level of engagement in social activities two one-way ANOVAs were 
conducted. A one-way ANOVA was performed to answer the research question if the 
means of student resiliency differ between five levels of engagement in social activities 
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within the institution.  The dependent variable, resiliency, was a measure of the students’ 
persistence in completing a bachelor’s degree.  As shown in Table 4 the test was not 
significant F (4, 46) = .892, p = 0.476. 
 
 
Social activities 
 
Table 4 Social Engagement and Resiliency: Tests of Between-Subjects Effects 
 
Dependent Variable: resiliency  

Source 

Type III 
Sum of 
Squares df 

Mean 
Square F Sig. 

Partial 
Eta 

Squared 
Corrected 
Model 60.566(a) 4 15.142 .892 .476 .072

Intercept 51912.268 1 51912.268 3059.868 .000 .985
Social 
Engagement 60.566 4 15.142 .892 .476 .072

Error 780.414 46 16.966     
Total 96521.000 51      
Corrected 
Total 840.980 50      

 
a.  R Squared = .072 (Adjusted R Squared = -.009) 
 
 
Institutional activities 

 
The results of analysis are shown in Table 5, including the means and standard 

deviation, the homogeneity-of-variance test, and the one-way ANOVA F test. The test 
indicated a tendency between the means of institutional activities and resiliency, F (4, 46) 
= 2.226, p = .08.  
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Table 5 Institutional Activities and Resiliency: Tests of Between-Subjects Effects 
 
Dependent Variable: resiliency  

Source 

Type III 
Sum of 
Squares df 

Mean 
Square F Sig. 

Partial Eta 
Squared 

Corrected 
Model 136.367(a) 4 34.092 2.226 .081 .162

Intercept 86760.204 1 86760.204 5664.05
9 .000 .992

Instact 136.367 4 34.092 2.226 .081 .162
Error 704.613 46 15.318     
Total 96521.000 51      
Corrected 
Total 840.980 50      

 
a.  R Squared = .162 (Adjusted R Squared = .089) 
 
 Because the overall F test showed a tendency, follow-up tests were conducted to 
evaluate pairwise comparisons between means.  The results from the pairwise 
comparisons are shown in Table 6.  The mean difference was significant for those 
students who show the highest level of institutional activities and resiliency (4), when 
compared to the lowest level of institutional activity (0 or 1), p = .02, and p = .017.   
 
Table 6 Institutional Activity Pairwise Comparisons 
 
Dependent Variable: resiliency  

95% Confidence 
Interval for 

Difference(a) 

(I) 
instact (J) instact 

Mean 
Difference 

(I-J) Sig.(a) 

       
Lower 
Bound 

Upper 
Bound 

.00 4.657 .020* .775 8.539 4.00 
   
1.00 4.255 .017* .812 7.697 

 
Based on estimated marginal means. 
 
*  The mean difference is significant at the .050 level. 
 
a  Adjustment for multiple comparisons: Least Significant Difference (equivalent to no adjustments). 
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Conclusion 
 

To answer the question if a difference in resiliency existed between students who 
engaged in institutional and social activities, a one-way ANOVA found no significant 
differences in the students.  However, a tendency towards resiliency exists for those 
students who participate in institutional activities. Pairwise comparisons showed 
significant differences in resiliency among students who show a high level of engagement 
in institutional activities when compared to those students who do not take advantage of 
such institutional activities.  Although, the current research is limited to the sample who 
participated in this study, these findings may be important to college administrators who 
wish to improve student resiliency and retention of students.   

The findings of this study also echo other studies concerning resiliency, 
institutional activities and social activities.  Rezeback (1999) found that students who 
reported input from staff and faculty, helped students develop resiliency.  Cabrera, Nora, 
Castaneda (1993) found that institutional engagement was a factor in developing 
resiliency.  Tinto and Goodshell-Love (1993) found that student participation in 
institutional activities created an atmosphere which produced resiliency in students.  
Other findings concerning social activity and resiliency were also reinforced by this 
study.  Kasworm (2003) found that institutional activity was important towards forming 
resiliency in students, but that social activity was not important.  As indicated in the 
literature review, involvement within the institution is important to students adjusting to 
college and overcoming obstacles, particularly first generation from lower economic 
strata.  This study suggests a guideline for institutions to follow in that the focus on 
institutional activities is more important than focusing on social activities.  Further 
studies should investigate the individual institutional activities that may contribute to 
students’ resiliency. 

While the findings of this study support previous findings concerning resiliency 
and offer information concerning student resiliency and their participation in institutional 
activities which support their academic pursuits, care should be taken to generalize these 
findings beyond those fifty students who participated in this study.  Further 
recommendations for study would be for the variables considered in the current research 
to be performed upon a larger sample of students, students from a different location and a 
different college setting. 
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Abstract 

Leading smart and successful people often presents a unique set of challenges.  Using a 

case study approach, the author provides a humorous and insightful look into some of the 

leadership issues encountered when a group of 27 doctoral students travel to China for an 

international study program.  Weaving personal annotations with leadership literature and 

best practices, the author reflects on his experiences as a participant in the group and 

offers several key principles for effectively leading intelligent and high performing 

people in a variety of settings.     
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Herding Cats:  Lessons in Leading Smart People 
 

Anyone who has ever been part of a cross-functional team filled with high-

powered players or has ever served on a faculty committee, non-profit or community 

board knows that there are often more than a few challenges offered along the road to 

success.  In fact, those who have had particularly difficult experiences might suggest that 

these can be some of the most frustrating times of one’s professional career.  Why is this 

so?  The uninitiated might reasonably think that surely a group of intelligent and 

successful people could readily work through any organizational challenge or relational 

issue that impeded progress, right?  Wrong.     

The reality is that the accomplished people who make their way into these groups 

frequently have strong opinions, personal agendas, competitive streaks, and big egos.  

Unfortunately, as if this were not enough, there are always a few in every group who 

seem to have an overwhelming compulsion to express these aforementioned 

characteristics in undesirable ways and at the most inopportune times.  Moreover, some 

members of these groups seem to always feel that they are smarter or better equipped to 

lead than the designated leader.  Occasionally, this view is vocalized in ways that 

negatively impact the effectiveness of the chosen leader or group overall.  Under these 

conditions, task accomplishment can be particularly difficult and painstakingly slow.  It is 

also a pretty unpleasant environment in which to work – people sniping at one another 

and offering an endless parade of sarcastic comments.  When this sort of contagious 

discontent appears, life can get tough for all involved.       

 Leading such a group can be particularly tricky.  Through the years, social 

commentators and those clever enough to think of such things have offered a number of 
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appropriate clichés to describe such challenging times.  Expressions like too many cooks 

in the kitchen and too many chiefs, too few Indians have been offered as apt descriptions 

of these circumstances.  Yet there is one expression that I have heard for many years that 

seems to fit best.  Leading smart people is like herding cats.   

 Please understand that I am not positioning myself as an expert on feline 

behavior.  To be honest, I am nothing more than a distant observer of the species as I 

have never owned a cat, cat sat, or cleaned a litter box.  However, my general 

observations encourage me to suggest that cats are relatively independent creatures as far 

as domesticated animals go.  Most cats seem to operate by their own set of rules and one 

rarely sees a cat performing tricks or other acts of obedience.  Yet somehow, cats seem to 

be quite savvy relative to other household pets.  In fact, it seems that cats pretty much do 

what they want to do without regard for the desires of others in their household.  That is 

why I think leading smart people can feel a bit like trying to a groups of cats all moving 

the same direction at the same time.   

 Recognizing the power of this linguistic device, the data management company 

Electronic Data Systems (EDS) created a funny and memorable television commercial 

for the Super Bowl in 2000.  Producer Fallon McElligott (2000) used a classic western 

setting, hard riding cowboys, and what appeared to be hundreds of house cats being 

pushed toward some distant destination to demonstrate the ability of EDS to effectively 

manage computer systems.  Needless to say, the ad was a big hit as it powerfully made 

the point that it is extraordinarily challenging to coordinate complex tasks, sophisticated 

machines, and quirky people that all seem to operate on their own terms.  When we think 
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about it, most of us have, at one point or another in our professional lives, been either a 

cowboy or a cat in one of these sorts of drives. 

A Herd of Cats Visits China 

From June 5-14, 2007, I was part of a herd of cats, also known as doctoral 

students, on an international study trip to China.  By design, doctoral students are pretty 

smart people and as such, readily meet our previously established criteria for cat-like 

behavior when part of a group.  While the overall experience was very positive, this cat-

like behavior made certain aspects of the trip difficult at times.     

These highly educated travelers may have also felt uniquely equipped to critique 

the trip organizers and guides as most of them were students of organizational leadership 

or educational administration.  As one might expect from a group of budding scholars, 

these leadership “experts” did not hesitate to provide running commentary on the 

structure of the trip, critiques of every dining experience, and a constant stream of 

suggestions for ways in which the guides and faculty leaders might enhance their 

performance.  These critics also had a tendency to wonder away from the group from 

time to time and would arrive late for designated meeting or departure times.  This 

behavior kept the rest of the group waiting, frustrated the guides, and created a general 

sense of discontent among the road weary travelers.  On top of this, add the adversities of 

jet lag, gridlocked traffic, innumerable hours in a tour bus, and for some, homesickness, 

and you get a sense for the cohort’s morale and productivity at times.  

As an observant member of the herd and sincere student of leadership, I also drew 

some conclusions about leadership from this experience.  Not surprisingly, many of these 

ideas are grounded in the literature of leadership and offer guidance for those who may 
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find themselves herding cats in the future.  Using lessons learned and observations from 

my trip, I offer the following basic suggestions for those who want to effectively lead 

really smart people.    

Give People a Vision for the Future – Even if it is Just One Day at a Time 

During a campus meeting the Saturday before our departure, our professors 

warned us that we would need to be flexible and open to new experiences if we were to 

enjoy our trip to China.  The women were given special warnings about the unfamiliar 

toilets they might encounter in some of the public restrooms and this led to comments 

and conversations I never expected to hear in an academic setting.  However, everyone 

seemed to be up for the adventure and a sense of excitement seemed to spread throughout 

the group. 

After an 11-hour flight, we arrived in Beijing, boarded our tour bus, and met our 

local tour guide, Lilly.  During her introductory remarks to the group, Lilly emphasized 

that our established itinerary might change from time to time and that flexibility on our 

part would be necessary.  If we could keep an open mind and remain flexible, she 

guaranteed a good time for all and a great trip.  Although we were all tired from our flight 

and were starting to feel a bit of jet lag, we all nodded politely and assumed that the 

alterations to the plan would be minor. 

At that point, Lilly announced our first change.  Rather than go to the hotel for 

showers, a change of clothing, and a little rest after our long flight, she strongly suggested 

that we go directly to our Beijing’s Temple of Heaven, one of the most famous 

architectural sights in China, because we were fairly close and this would free up some 

time on the next day’s agenda for other activities.  Again, being new to the situation, all 
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of us politely accepted her suggestion and away we went to the Temple.  About 3 hours 

later, we arrived at the hotel exhausted, ready only for a quick dinner and bed. 

Without going through the details of each of our 9 days in China, I will simply 

summarize by emphasizing that those who prophetically spoke about the need for 

flexibility were right on target.  It seemed that every day something or several things 

were different than the very general itinerary we had been given by the tour company 

several weeks before.  Our guide would typically only announce the time we needed to be 

on the bus in the morning and once everyone was on board and the bus was moving, she 

would announce where it was going.  On occasion, she would tell us the night before 

what she hoped to accomplish the next day, but this often changed due to circumstances – 

some of which were clearly out of her control.  More often than not, the activities of each 

day involved a mix of sightseeing, academic experiences, shopping, and eating – all in 

rapid succession and in proportions that rarely pleased all of the program participants.   

The cats soon became restless with this arrangement.  While some grudgingly 

complied with the most recent set of instructions, others began to rebel by not returning 

to designated meeting points on time or separating from the group whenever possible.  

Kouzes and Posner (2002) predict this sort of response when external motivation, based 

on reward and punishment, is the driving force.  For example, following the tour guide’s 

instructions so that one is not left behind in a foreign country is motivation driven by a 

desire to avoid the negative consequences of being stranded in a strange city where 

relatively few people speak your language.  At best, the leader gets compliance.  Often, 

whether traveling with a group in China or trying to get unpleasant tasks accomplished on 

a team, this approach often yields minimally acceptable results.    
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On the other hand, superior results come about when intrinsic motivation drives 

action.  In essence, had the members of our group truly believed that they would have a 

better travel experience if they always remained with the group and arrived on time for 

bus departures, they would have willingly done everything in their power do those things.   

As positive as this may appear, self-motivation is created within each person or in our 

case, each cat.  Buying into the vision is a key component of this and without a vision to 

latch on to, intrinsic motivation is a hit or miss game.   

Craving this vision, many of the cats went looking for one and encouraged our 

leaders to provide it.  Several even offered practical suggestions.  One person volunteered 

to type the next day’s agenda on her laptop, print it, and distribute it the first thing each 

morning.  Someone else suggested that we find a portable white board on which we could 

post key objectives and important information for the day.  Both of these suggestions 

seemed reasonable and easy to implement, but were not even acknowledged by our 

leaders. 

This lack of response from our leaders seemed to raise the frustration level of the 

group.  To be clear, most of the cats were not demanding a precise itinerary for our entire 

time in China, although I am sure that no one would have rejected an itinerary, had it 

been offered.  Instead, I think most in the group would have been content with a clear 

plan for what was in store for us in the coming 12 hours.  We all remembered the sermon 

on flexibility we had heard upon our arrival, so everyone knew that things would change 

from time to time.  In other words, we would have been fine with modifications as the 

situation developed.  But as smart people, we were not fine with the uncertainty of our 

situation and our complete dependence on our guides and bus driver.  This attitude, 
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coupled with what seemed to most of us to be a pretty quick fix, made more than a few in 

our group wonder why our good ideas were ignored.  Some wondered aloud whether the 

guides really had a solid plan or a good grasp on the situation.  The negative undertones 

that rippled through the bus seemed to undermine to the effectiveness of our guides.    

Whether they were unaware of our concerns due to cultural differences, 

misunderstanding, or were simply unwilling to respond to them, is hard to say.  So 

instead of pursuing any of the new suggested approaches, our leaders continued to 

provide all information by word of mouth on an as needed basis.  Usually, these 

announcements, presented through the bus’ public address system, had to compete with 

the rumble of the bus engine, traffic noise, and myriad conversations.  Unfortunately, this 

approach led to misinterpretation and confusion.  Layer on some language issues and 

accents that were new to our ears and many in the group were left guessing about where 

and when we were meeting next. This led to stragglers, late departures, and frustrated 

travelers.  In other words, the grumbling cats began to stray from the rest of the herd.         

All of this anxiety may have been alleviated had our leaders clearly presented 

their vision to us.  Kotter (1996) defines vision as “a picture of the future with some 

implicit or explicit commentary on why people should strive to create that future” (p. 68).  

And for us, the lack of this was exactly the problem.  We often did not know the future 

our leaders wanted to create with us, so it was difficult for us to enthusiastically support 

them.    

With the limited information we were given, the best we could do was merely 

comply with specific instructions and as a result, we were not motivated to take action in 

the right direction (Kotter, 1996) or apply any sort of critical thinking that might alleviate 
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the minor problems we encountered.  Instead, some in the group experienced a sense of 

powerlessness that led to frustration.  This, in turn, led to the grumbling and sarcastic 

remarks.  As a result, in this situation in which we were heavily dependent upon very 

specific instructions for survival, the breakdown in communications had immediate 

impact.  In our case, we began to lose people.  Moreover, it really had the potential to 

become a serious downward spiral.   

The lesson for me in this was that cats need to know the leader’s vision - even if 

the vision is in flux and may only address the next few hours - in order to allow them to 

move toward it and make good decisions.  In the absence of a clearly defined plan of 

action, cats will stray and pursue their own agendas.  Alternatively, “a compelling vision 

helps people forget themselves” (Blanchard & Stoner, 2004, p. 21).  Based on my 

observations, I did not see any convincing evidence to suggest that anyone in our group 

had lost themselves in selfless service to the group.  In fact, there were times when a few 

of our cats seemed to be more selfish than selfless.  This is when we could have used a bit 

more accountability. 

Keeping the Cats in Line:  Setting Boundaries and Creating a Culture of Accountability 

As just mentioned, throughout our time in China, members of our group would 

fail to be at designated meeting places at the appointed times.  This would always cause 

the punctual people to have to wait – sometimes in sweltering heat – for their traveling 

companions before we could move on with the day’s activities.  Not only was this an 

inconvenience and a source of frustration, but in some cases, these late departures would 

throw us off schedule for the rest of the day.  Since certain historical sites have limited 

operating hours, we were sometimes at risk of missing that once-in-a-lifetime opportunity 
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to see some incredible wonder of China – all due to a few late people who could not seem 

to find there way to join the rest of the group at the appointed time.   

While some of this might be expected as even the most conscientious people can 

lose track of time when immersing themselves in the sights and sounds of a foreign 

country, our group seemed to have a few repeat offenders that consistently operated on a 

schedule that was convenient for them, but not necessarily the rest of the group.  Adding 

insult to injury, some of these tardy cats did not seem to even acknowledge the fact that 

they had inconvenienced dozens of people and relatively few stopped to offer anything 

resembling a sincere apology for their rude behavior.  During the latter half of the trip, 

some of us began to take wagers, complete with Las Vegas style odds, on who would be 

the last person on the bus.  More times than not, the odds makers were right.   

Many in the group took these frustrating incidents in stride – perhaps thinking it 

the cost of doing business when traveling with a large collection of disparate 

personalities.  Others in the group became very upset by this conduct.  But other than a 

few sarcastic remarks as the latecomers marched down the aisle of the bus swinging 

shopping bags filled with souvenirs, no one directly confronted the issue.   

On the surface, this seemed rather curious.  After all, one might reasonably think 

that in a group of accomplished, articulate, and highly trained professionals, someone 

would surely step forward to address those who were letting us down.  But the reality was 

that no one among us seemed willing to have these difficult conversations.  This inaction 

was likely the result of the thorny dilemma we face when trying to determine whether to 

ignore the problem or confront it head on and risk even worse consequences (Stone, 

Patton, & Heen, 1999).  In the end, our desire to avoid confrontation apparently 
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prevented any of us from pulling our peers aside and discussing how their bad behavior 

was impacting the rest of the group.  In short, we all chose to tough it out and live with it.   

Unfortunately, our leaders did not seem to be any more proactive in their 

approach either.  In fact, unless something more decisive was happening behind the 

scenes, the guides and our professors’ response was to simply preface their general 

announcements with the phrase, “Now seriously, we all really need to be on the bus on 

time…”  While these requests were usually made with great sincerity and a grim 

expression, they seemed to have little impact on the repeat offenders.  

Regrettably, this sort of thing is not reserved for large groups of people traveling 

thousands of miles from home.  In my experience, this happens in meetings with 

colleagues, customers, and even friends – and smart people are often the worst offenders.  

Whether it is the result of broken watches, bloated egos, or simply poor manners; people 

are not on time and make no apologies for being late.   

In some organizations, it seems to be the same people who are late all of the time.  

Whether it is the harried executive who always seems to be 15 minutes behind schedule 

or the social butterfly who can’t seem to pull himself away from the break room gossip 

factory, there are always those who march to the beat of their own drummer.  This 

drumbeat often has them strolling into meetings well after the designated start time. 

Sadly, bad behavior in meetings is not limited to tardiness either.  Rather, it is 

boundless in scope with many diverse examples that include:  distracting sidebar 

conversations, disrespectful or unprofessional comments directed at other members of the 

team, and lack of preparation for the tasks at hand.  On many teams, there is also the 

cynic who likes to play up his role as the devil’s advocate by finding fault with every 
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suggestion.  In some cases, these critics take pride in their uncanny ability to find a dark 

cloud in even the brightest of forecasts.  All of these people tend to suck the positive 

energy right out of the room, slow the team’s momentum, and drive others in the group to 

pray for a speedy end to - the meeting, the project, or their relationship with the 

organization.   Unfortunately, it rarely seems that these offenders are truly held 

accountable for their bad behavior and nothing seems to get better as long as these folks 

are part of the team.       

So what is a cat herder to do when the cats go astray or simply behave badly?  We 

know from experience that ignoring the problem usually doesn’t make the problem go 

away.  We have also observed that general, heartfelt announcements don’t have much 

impact either.  It seems that the answer is pretty clear.  For our group in China, as well as 

most organizations, the establishment of clearly defined expectations and then holding 

everyone accountable for meeting those commitments is the starting point.   

For a group of students who traveled half way around the world and back and 

spent a considerable amount of time together over a 2-week period, we really spent no 

time establishing a set of shared expectations.  Our professor told us a bit about what we 

might expect during the trip in terms of food and bathroom facilities, and of course, since 

this was an academic class, what sort of papers we would have to write to document our 

participation, but there was no discussion about what behaviors the group would accept 

or reject.  In other words, we did not establish or articulate norms for our community.      

In hindsight, this was extremely problematic.  Since we did not clearly develop 

any shared expectations, we were left to make assumptions about was and was not 

acceptable.  For some of us, being on time meant being 5 minutes early.  For others, the 
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designated departure time seemed more like a suggestion that could be accepted or 

rejected based on the competing priorities of the moment.  Without clarification and 

commitment, the cats were doomed to bump into each other. 

When developing expectations for a group, the Stephen Covey’s (1989) classic 

advice rings true:  “Begin with the end in mind” (p. 97).  As a group of intelligent and 

educated professionals, we should have had the foresight to know that we can create, or 

certainly, influence our future, if we decide in advance what we want it to be.  Had we 

taken the time to discuss what acceptable and unacceptable behavior meant for our team, 

what was really important for our group, and the kind of travel experience we wanted to 

share, we might have avoided some of the behavior that created our frustration with one 

another.  For example, if before we had arrived at the airport for our departing flight, we 

had already decided, by mutual agreement, that to be on time for all meetings was 

supremely important to us if we wanted the trip to run smoothly and for everyone to have 

the best possible experience, then we all may have been more attentive to the schedule 

during our stay in China.   

Of course having this conversation as a group before our departure would have 

taken time, effort, and a sense of openness to the ideas of others.  In their book, Crucial 

Conversations, authors Kerry Patterson, Joseph Grenny, Ron McMillan, and Al Switzler 

(2002) refer to this process as filling the pool of shared meaning and this requires there to 

be a sense of safety if all are to contribute.  There are skills associated with this process 

of dialogue and creating a safe environment for communication, but all the skills can be 

developed with training and effort.  Our group did not make the effort to do this before 

our departure and the consequences were clear in our performance. 
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Naturally, it is hard to confront someone for violating rules that are not clearly 

established or agreed upon up front, yet I believe that even our group of cats could have 

done better at creating accountability.  Essentially, accountability is feeling the 

consequences of our actions.  Using the Bible as their source document, Cloud and 

Townsend (1992) refer to the law of sowing and reaping or cause and effect as a basic 

principle of life.  In other words, our actions bring about consequences.  Sometimes those 

consequences are good and sometimes the consequences are bad, but there are always 

consequences that result from the things we do.     

Perhaps our little herd of tardy cats should have been presented with some 

consequences for their actions as a means to reflect this reality.  While no one would 

have wished any real harm for members of our group in China, it probably would have 

been a real wake-up call for the latecomer who had to arrange alternative transportation 

to the next destination because he had missed the tour bus.  In fact, I would contend that 

after the first person was left behind or at a minimum felt some sort of discomfort for 

making the rest of the group wait, the likelihood of that person or any person being late 

again while on the trip would have been dramatically reduced.      

In other environments where tardiness or bad behavior exists, it may be wise to 

allow the natural consequences of that behavior to be fulfilled.  A simple, but real, 

example might be to begin class, start the meeting, or drive away at the appointed time – 

without regard for who is there or not there.  In other words, don’t penalize those who are 

on time by waiting for those who are late.  Everyone’s time is valuable.  Of course, there 

are complicating factors that make this rather simplistic advice difficult to carry out in 

every situation, but as a general rule, it makes sense.   
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Eddie Powell (cited in Wooden & Jamison, 2005), one of legendary basketball 

coach John Wooden’s assistants, shares a story about Coach Wooden’s emphasis on 

timeliness and keeping his word.  According to the story, the team’s bus to a game 

against the school’s archrivals was scheduled to leave the school at 6:00 p.m., sharp.  At 

the appointed time, all of the players were present and ready to go with the exception of 

his team’s two co-captains and stars.  After verifying the time with the driver, Coach 

Wooden did not hesitate to order him to take off and leave the two tardy starters behind – 

even though one of the boys was the son of the Coach’s boss.  This story was told for 

years and the point was always the same:  Coach Wooden meant what he said and he 

would allow everyone involved to experience the consequences of their actions (Wooden 

& Jamison, 2005).  

Obviously there are a number of reasons for why people do what they do – too 

numerous to address in the scope of this brief case study.  Similarly, there are a number 

of reasonably effective leadership responses to behavior that disappoints.  In our 

situation, it was clear that our leaders were trying to use a more collegial style with a 

group of mature adult students and avoid anything that resembled a heavy-handed 

approach.  However, the reality in our case was that there was very little done to address 

the behavior that fell short or to establish boundaries as to what was or was not 

acceptable.   

Cats and Curveballs:  How to Handle Changing Situations 

 Almost everyone who has experienced international travel recognizes the need for 

flexibility.  For a host of reasons, the best laid plans often must change when in a foreign 

country.  Further, the degree of flexibility one may need to practice is often greater in 
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non-western countries.  This was certainly our experience in China.  Due to nearly 

gridlocked traffic in Beijing and Shanghai, the time it took to get from one meeting or 

site to the next was often longer than anticipated.  We also experienced situations in 

which one part of the group needed to be in one part of the city, another faction in 

another location, and the rest of the group simply wanted to relax at the hotel – all at the 

same time.  With only one bus and one driver, this created some problems. 

 So the issue of how leaders respond to a changing situation became an important 

matter for us on this trip.  In our case, the issue seemed to be twofold.  One issue was the 

actual decision making process; in other words, how would we make our decisions?  The 

other issue related to the command structure or who had the authority to make the 

ultimate call.  In short, who was in charge?  Was it the lead professor from our university 

or was it our Chinese tour guide? On a few occasions, it seemed as though we had not 

really thought through these two issues and this created some points of tension during our 

trip.  

There are four basic methods for making decisions (Patterson et al, 2002).  Each 

of these options represents more or less involvement on the part of group participants and 

offers advantages and disadvantages depending on the situation.  For example, voting or 

a democratic approach, allows each person to cast a vote in favor of one option over 

another.  Voting is certainly quick and efficient, but it sometimes does not create the best 

outcomes.  It also creates a group of losers – an experience with which many cats are not 

familiar and do not enjoy. 

On the other end of the spectrum is the command approach.  This means that the 

leader makes the decision – period.  Of course, this is an efficient way of doing things, 
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but most decisions made by edict do not please everyone either.  Consultation allows 

members of the group to share their opinions and potentially influence the decision, but 

the leader still makes the final call.   This gives some of the group members an 

opportunity to have their say, but leaves the final decision in the hands of the leader.  

Consensus is the process of getting everyone involved to agree on the course of action.  

This is potentially the most difficult approach as it takes a lot of time and energy to get 

everyone to concur, but when the stakes are high and the issue is complex, getting 

unanimous support is often one of the keys to successful execution. 

 During the course of the trip, it seemed that we used nearly all of these methods, 

although it is hard to determine whether each method was the best choice in each 

situation.  On a couple of occasions, a straight vote was used to determine the group’s 

interest in visiting a particular site.  It seemed to make sense to allow the majority to do it 

their way.  Yet strangely, in our case, the guides also worked to accommodate the desires 

of the minority.   

At other times, a loose consensus was developed around certain actions.  For the 

most part, that seemed to work as well, although some of the details of the decision were 

disregarded during actual execution.  There were a couple of situations in which it 

appeared that there was some confusion about whether our leaders were using a 

command or consultative approach and this was where we almost had some big 

problems.   

 In these tough spots, it came down to a question of who made the final decision – 

the lead professor or our Chinese guides.  On a couple of occasions, neither seemed 

willing to defer to the other and this led to a few tense moments during which our fate 
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seemed somewhat unclear.  Apparently, the chain-of-command had not been discussed at 

the outset of the trip, so when we entered these times of mini-crisis, there was confusion.  

This confusion created opportunity for the cats to get restless and the cat herders to 

appear confounded.  Ultimately, we seemed to muddle through these situations with some 

consideration given to everyone’s point of view.  In reality, however, it was probably the 

Chinese guides who were always making the final decisions because they were the ones 

who controlled the information (i.e., the language, knowledge of the various sites we 

wanted to visit) and an extremely important resource (i.e., the bus and driver).  Another 

word for this might be power. 

My big lesson from this is that the decision making process should be carefully 

considered and discussed before it is necessary to make any significant decisions.  When 

this is not done, there is a gap or void that can be filled with distracting and non-

productive activities like power struggles, a back-and-forth conversations that do nothing 

more than frustrate those involved, and potentially, rash decisions that lead to poor 

outcomes.  Had the question of how we were going to decide been decided before our 

departure, we may have avoided some of the minor controversies we encountered while 

on the trail.  This may also be the case for cross-functional teams where the chain-of-

command is less than clear.  For this reason, deciding how to decide must be a key 

consideration early on in the life of any group.   

Allow the Cats Some Freedom of Expression 

 With the exception a few big cats that star in Las Vegas shows and the center ring 

of circuses, furry felines are generally not known for their ability to do tricks and 

entertain their owners.  Conversely, they are well known for independent streaks and a 
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desire for a bit of space.  Now that I think about it, I don’t recall seeing too many cats 

being led around on leashes or happily climbing into their crates for the trip to grandma’s 

house.  This also seems to be the case with intelligent and high performing people. 

 After several days following a strict schedule and spending countless hours on a 

bus (our crate with windows), we started to crave a bit of freedom.  That may be one 

reason that some cats strayed from the herd on occasion.  As the days went on, there 

seemed to be a sense of building frustration as we all just wanted a little time to ourselves 

as most of us were not comfortable with someone controlling our every movement for 16 

hours each day. 

Our wishes were granted when, upon our arrival in Shanghai, we checked into our 

hotel and were given just a little over 2 hours of free time to explore, shower, relax, or 

simply do whatever we wanted to do before dinner.  Although this doesn’t seem like a lot 

of time or a big deal, it was amazing how this little break from our routine seemed to 

refresh everyone and elevate our spirits.  That night at dinner, nearly everyone had 

showered, changed clothes, and was in a great mood as we laughed and enjoyed a 

wonderful dinner together.  There even seemed to be a sense of unity and team that had 

started to fade as we plodded through the previous days on the road.   

There are probably a number of reasons for this, but most of the reasons are 

probably related to the importance of the emotions and how we influence the emotions of 

others.  Daniel Goleman (1998) writes extensively on this topic:  “We influence each 

other’s moods…the transmission of mood is remarkably powerful” (p. 164).  In short, 

Goleman (1998) notes, “emotions are contagious” (p. 165).  With this in mind, we should 
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not have been surprised by the fact that our emotional economy was in a bit of decline as 

the trip wore on and our energy was depleted.   

Similarly, we should recognize the importance of rest and refreshment as a means 

of raising the spirits.  In fact, any small gesture that serves to elevate the mood of the 

group can spread and encourage the collective heart.  As Goleman (1998) writes, “Good 

feelings spread more powerfully than bad ones, and the effects were extremely salutary, 

boosting cooperation, fairness, collaboration, and overall group performance” (p. 166).  A 

key skill of a leader then is being able to recognize the group’s mood and influence it.   

With our group of cats in China, it was a couple of hours of down time that did 

the trick.  At another point in the week, the microphone in the bus that was normally used 

by the guide to give us historical facts about passing sites was given over to a brief 

karaoke contest.  This, too, brought some laughter and raised our collective spirit.  During 

the course of our 9 days together, we probably could have used even more of these mood 

lifters to rejuvenate our group of tired travelers.   

In the workplace, there are likely other token considerations that a leader might 

use to free the cats from the daily grind.  From allowing casual attire in the office to an 

off-site outing or an unplanned afternoon off, cats appreciate a bit of freedom.  In some 

cases, creating opportunities for expression – taking the time to allow everyone to state 

their opinion freely in meetings – might bring a sense of openness, energy, and 

cooperation to the team as cats like to be heard.  The larger lesson in this seems to be that 

the emotional state of the group must be considered and influenced if the leader is to get 

the most from her cats. 

 

2008 HICE Proceedings 
Page 4653



                                                                                            Herding Cats  22

Conclusions 

In no way do I want to imply that that our professors, guides, or anyone involved 

with our educational adventure to China performed poorly.  My observations merely 

suggest that we all could have all performed better had we practiced some of the lessons 

we had so carefully learned in the classroom during our previous year of study.  With that 

in mind, perhaps the greatest lesson then is that it is sometimes easier to comprehend 

leadership theory than it is to translate the theory into sound practice – a pretty profound 

insight for a budding scholar.  This recognition, coupled with the fabulous opportunity 

we had to experience Chinese culture made this an extraordinary event.     

Would I recommend international travel with cats?  Absolutely.  But only if 

leaders constantly share the vision, clearly define and articulate expectations, establish 

boundaries, cultivate a culture of accountability, determine how decisions will be made, 

and create opportunities for individual expression.  When the leader takes these actions, 

the cats – whether doctoral students in China, members of a faculty committee, 

volunteers on a non-profit board, or the talented people assigned to a newly formed 

project team – are much more likely to enthusiastically work toward the goals of the 

group and do so in such a manner that the experience is positive for all involved.    
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Abstract 

Thirty older adults aged 65+ completed tasks investigating their communicative abilities. 

Specifically, older adults’ abilities to understand what they hear, understand what they read, and 

their abilities to accurately speak and write were measured. All are important skills that older 

adults need as they increasingly choose to participate in lifelong learning opportunities during 

retirement. Findings from this preliminary study indicate that older adults completed the 

activities with a high degree of accuracy. More specifically, participants were able to accurately 

follow simple and multi-step directions, understand short stories they read, name pictured items, 

and accurately write biographical information and generate sentences on their own. Participants 

had the lowest performance when answering questions after hearing a short story read aloud, but 

still had generally high scores. Future research should include stimuli that better represent 

scholarly activities older adults would likely encounter in lifelong learning institutes. 
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Introduction 
 

As the number of aging adults continues to increase dramatically in the U. S. (Burke & Mackay, 

1997), so have the options for their leisure and scholarly pursuits. Many who retire enjoy being 

lifelong learners (Lamb & Brady, 2005) and are increasingly taking courses affiliated with 

universities (Jamieson, 2007) or other organizations specializing in programs for the aged, such 

as Elderhostel (Eisen, 1998). Older adults may require some alterations in lifelong learning 

courses as they can also be slower to process what is being said (Federmeier & Kutas, 2005), 

particularly if listening situations are noisy (Gordon-Salant & Fitzgibbons, 1999) or if speakers 

talk fast or have an accent (Burda, Scherz, Hageman, & Edwards, 2003; Gordon-Salant, 2005). 

What is not as well documented, however, is if older adults experience specific age-related 

communication changes or declines. Older adults who pursue various learning activities (e. g., 

taking formal courses, Elderhostel travel) need a multitude of communication skills. They need 

to understand what the instructor is saying and must be able to follow directions, and they may 

need to read and understand books or articles (Champley, Scherz, Apel, & Burda, under review). 

Aged learners need and want to be able to participate in discussions with their instructor and 

peers. There may also be writing activities as part of course requirements. By knowing what the 

communication abilities are of adults aged 65 and older, professionals who teach older adults can 

modify their instruction, if needed. In order to address the lack of information in the literature, 

the following research question was addressed in this study: What is the mean level performance 

of older adults’ on listening, reading, speaking, and writing tasks?  

Methodology 
 

Thirty-one adults aged 65+ participated in this study and ranged in age from 66-98 years with a 

Mage = 80.0 (SD = 8.77). All completed at least 8th grade, had no neurological or speech-language 
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deficits, and passed a hearing screening. Participants also completed communicative and 

cognitive screening measures which included the Mini Mental State Examination (Folstein, 

Folstein, & McHugh, 1975), working memory subtests of the Wechsler Memory Scale-3rd edition 

(Wechsler, 1997) and shortened versions of the Revised Token Test (Park, McNeil, & Tompkins, 

2000) and the Porch Index of Communicative Ability (Disimoni, Keith, & Darley, 1980).  

Following the screening measures, participants completed several informal, non-

standardized activities that measured listening, reading, speaking, and writing skills. Tasks 

ranged from very basic to more complex and were selected from the Language Activities 

Resource Kit (Dressler, 1999), the Speech and Language Rehabilitation-4th Edition (Keith & 

Schumacher, 2000), the Workbook of Activities for Language and Cognition-6 (Bilik-Thompson, 

2004), and the Workbook of Activities for Language and Cognition-11 (WALC-11; Tomlin, 

2007). Listening tasks consisted of following one-step and multi-step directions, and answering 

questions after hearing a short story being read aloud. Reading activities were comprised of 

participants answering questions after reading short stories. Speaking tasks consisted of 

participants naming pictured items and objects and listing items that fit into a specific category 

(e. g., listing items that are cold). Writing tasks required participants to write biographical 

information, write the names of pictured items, and generate written sentences given a word. 

Items were counter-balanced to avoid order effects, and the total number of correct responses 

was obtained. Testing occurred in a quiet room and the majority of participants completed the 

experimental task within 90 minutes, although some participants needed up to two hours.  

Results and Implications 

 Descriptive statistics were calculated for all tasks. Table 1 includes mean listening and 

reading comprehension scores. Table 2 provides mean speaking and writing scores. As can be 
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observed by the data in these tables, the older adults completed all tasks with a high degree of 

accuracy. Participants had the lowest scores when asked to answer questions after hearing a short 

story, and the highest scores on following one-step directions and verbally naming objects.  

Table 1 
 
Mean Performance for Listening and Reading Comprehension Tasks. 

 
       

                  Auditory Comprehension     Reading Comprehension      
           
Task   Total*  M SD   M SD       
 
    
1-step commands    10  10.0 0.00      N/A N/A 
 
Multi-step commands    10         9.71 0.59     N/A   N/A 
        
Short story questions    10   7.35 2.02       9.50 .90 
 
Note: * refers to the total number of points possible.   
 
Table 2 
 
Mean Performance for Speaking and Writing Tasks. 

 
       

                    Speaking           Writing 
           
Task   Total  M SD        M   SD            
 
    
Picture naming     10  9.84 0.45      9.90    0.30        
 
Object naming      10               10.0      0.00       N/A        N/A        
 
Listing category items     50            49.45 0.96      N/A        N/A 

Biographical information  9  N/A N/A      8.87    0.56       

Generating sentences       10  N/A N/A       9.39    0.99        
______________________________________________________________________________ 
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 Overall, this preliminary study indicates that aging adults should have adequate 

communication abilities needed for lifelong educational opportunities. More specifically, older 

adults in general should be able to accurately follow simple and complex directions, read and 

understand short stories, and have little difficulty with word-finding or completing basic written 

activities. The one exception in this study is that participants did have the lowest mean scores 

when answering questions after hearing a short story read aloud. This is not necessarily 

surprising as older adults are slower at processing information they hear (Federmeier & Kutas, 

2005). Participants still did generally well overall despite the fact that the stories were read only 

once. One way to increase the likelihood that older adults will understand what they hear is for 

the speaker to simply repeat what was said (Pichora-Fuller, Schneider, & Daneman, 1995). Since 

many older adults are now opting to pursue lifelong learning opportunities, universities will need 

to be “senior-friendly” (Weaver, Dunn, Ingman, & Lusky, 1998) and providing appropriate 

instruction for these courses and experiences will be necessary. Further research is needed in 

which more academic and scholarly tasks are included that better parallel older adults’ activities 

in lifelong courses.  
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Abstract 

This research provides a comprehensive analysis of factors predicting job retention (JR), job 
satisfaction (JS), and job performance (JP) of workers with mental retardation (MR). The 
findings highlight self-determination as a critical vocational skill in influencing three important 
employee’s outcomes, JR, JS, and JP, for workers with MR. This manuscript provides a 
background to the problem, purpose, hypothesis, theoretical framework, method, and results of 
the study. Insights are discussed based the study findings. Implications for theory and practice 
and the limitations leading to future research concerning adult workers with MR are presented. 

 

Background to the Problem 

Job retention for individuals with mental retardation (MR) is a critical component in the 

effort to assist individuals with MR move from dependency to self-sufficiency (Rusch, 1990). 

Work and job retention plays a central role in adult life, crucially affecting self-concept and 

wellness. A person’s involvement in the mainstream labor force fulfills both individual and 

societal expectations (Super, 1990). Employment statistics, whether they address the overall low 

employment rate of people with MR or their ability to stay employed over time, document the 

need for more intensive job retention efforts (Roessler, 2002).  

The problem is that government and state initiatives alone cannot solve the employment 

challenges of many people with MR. Rehabilitation providers and human resource (HR) 

professionals need to increase the effectiveness of placement and job retention services 
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(Gilbride, Stensrud, Vandergoot, & Golden, 2003). This requires a better understanding of the 

relationship between personal and work characteristics of working adults with MR and their 

ability to remain employed. The intent of the study was to develop job retention strategies, 

through a proposed job retention model, that could offer rehabilitation and HR professionals a 

useful structure for understanding and implementing job retention interventions for people with 

MR.  

The Purpose and Research Questions 

The purpose of the study was to test a hypothesized job retention (JR) model for adult 

workers with MR by examining the predictive relationships between such factors as work-related 

social behaviors (WRSB), self-determination (SD), person-job congruency (PJC), job 

performance (JP), job satisfaction (JS) and job retention (JR).  

The overarching research questions were: (a) Are work-related social behaviors, self-

determination skills, person-job congruency, job performance, and job satisfaction related to job 

retention in workers with MR? (b) Are job satisfaction, retention, work-related social behaviors, 

self-determination, and person-job congruency related to job performance in workers with MR? 

(c) Are these same variables related to job satisfaction in workers with MR? 

Hypothesis 

To explore the relationship among the various variables, three research hypotheses were 

tested using multiple regression analysis. 

 H1. In working adults with MR, a linear combination of the variables WRSB, PJC, SD, 

JP, and JS would account for a significant amount of variance in the dependent variable, JR. 

  H2. In working adults with MR, a linear combination of the variables WRSB, PJC, SD, 

JS, and JR would account for a significant amount of variance of the dependent variable, JP. 
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  H3. In working adults with MR, a linear combination of the variables WRSB, PJC, SD, 

JP,  and JR would account for a significant amount of variance in the dependent variable, JS. 

 

 

Conceptual Framework 

  The framework for this study was derived from theories and concepts relevant to long-

term employment of individuals with MR. A literature review provided insights into the reasons 

low JR might exist and identified work variables related to JR of individuals with MR. These 

variables include work-related social behaviors, person-job congruency, self-determination, job 

satisfaction and job performance.  

Work-Related Social Behaviors 

 The work-related social behaviors required for successful job retention include: (a) social 

awareness (Chadsey-Rusch, 1992; Rosenberg & Brady, 2000), (b) temperament (Wehman & 

Kregel, 1998), and (c) personality characteristics (Brady & Rosenberg, 2002). Social awareness 

includes appropriate interaction with supervisors and co-workers, offering assistance, and 

understanding of the work environment (Martin et al., 1990). Temperament includes adaptive, 

subordinate, and aberrant behaviors (Hill et al., 1986), ability to deal with the pressures and 

stress of the job, and self-control (Salzberg, Lignugirs-Kraft, & McCuller, 1988). Personality 

characteristics include one’s approach to personal appearance and hygiene (Greenspan & 

Shoultz, 1981; Martin et al., 1990) and the ability to cooperate, accept constructive criticism, 

manage time, express appreciation, value honesty, and conform to socially acceptable standards 

of truthfulness (Rosenberg & Brady, 2000). Appropriate work-related social behaviors are 

important factors for long-term employment of individuals with MR. Lack of work-related social 
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behaviors is found twice as often as performance factors as reasons for unsuccessful job retention 

in adult workers with MR. Good work-related social behaviors affect job satisfaction and job 

performance, which leads to successful job retention (Callahan & Garner, 1997; Chadsey-Rusch, 

1992; Rosenberg & Brady, 2000).    

Person-Job Congruency 

Person-job congruency is the match between a person’s interests, characteristics, skills and 

abilities (both behavioral and cognitive) with the job requirements and work environment. Successful 

person-job congruency requires careful planning and increases employee job satisfaction and job 

performance leading to higher job retention (Holland, 1996; Leach, 2002; Lofquist & Dawis, 1991; 

Roessler, 2002; Super, 1990).   

Self-Determination 

SD is the “capacity to choose and to have the choices, rather than reinforcement 

contingencies, drives, or any other forces or pressures, to be the determinants of one’s actions” 

(Deci, 1992, p. 38). Self-determined behavior is also defined as a primary causal agent in one’s 

life and making choices regarding one’s quality of life free from undue external influences or 

interferences (Wehmeyer, 1996). Self-determination emerges from learning across the lifespan and 

empowers individuals to plan and make choices about their careers, work, and life moving these 

individuals to community-based work and independent living environments. SD refers to actions that 

are identified by four essential characteristics: (a) the person acts autonomously, (b) his/her 

behaviors are self-regulated, (c) the person imitates a response to the event in a psychologically 

empowered manner, and (d) the person acts in a self-realizing manner (Wehmeyer, 2001). 

Higher self-determination and increased capacity of the four essential characteristic result in 

better work outcomes for individuals with MR (Field, Martin, Miller, Ward, & Wehmeyer, 1998; 

Wehmeyer & Palmer, 2003). When individuals with MR capitalize on their self-determination, they are 
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more likely to find competitive employment opportunities and achieve job satisfaction, job performance, 

and job retention (Wehmeyer, 1999, 2001; Wehmeyer & Palmer, 2003).   

 

 

Job Performance 

Job performance depends on job responsibility and task production. Job responsibility is one’s 

commitment and dedication to a job and involves work endurance, work motivation, work initiative, and 

work attitude. Task production refers to the ability to perform specific work tasks that require certain 

quality and quantity of work. Quality of work is an employee’s ability to work at the accepted standard 

for accuracy and quantity of work is an employee’s ability to work at an accepted rate and pace of 

productivity. For an individual with MR, job performance improves job retention and increases job 

satisfaction (Rosenberg & Brady, 2000; Roessler, 2002).    

Job Satisfaction 

Job satisfaction refers to the degree to which people like their jobs and the feelings about their 

jobs or job experiences in relation to previous experiences, current expectations, or available alternatives. 

Job satisfaction increases intrinsic motivation and personal well being and lowers work-related accidents, 

stress, and discord within work groups. Job dissatisfaction has been related to absenteeism, tardiness, 

grievances, and turnover, which is costly to the organization. Job satisfaction affects work attendance, 

maintenance of quality standards, and willingness to search for improved work methods and to cooperate 

with other employees. Job satisfaction affects job retention in the population with MR (Balzer, Kihm, 

Smith, Irwin, Bacheochi, Robie, 2000; Spencer, 1997; Tett & Meyer, 1993) and job performance 

(Mueser et al., 2001; Cranny, Smith & Stone, 1992; Rosenber & Brady, 2000; Roessler, 2002). 

A Hypothesized Job Retention Model 

Based on the literature, the hypothesized job retention model suggests that if adult 

workers with MR maintain appropriate work-related social behaviors (Rosenberg & Brady, 
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2000), make their own decisions (self-determination; Wehmeyer & Palmer, 2003), and work at 

jobs that are congruent with their interests and abilities (person-job congruency; Holland, 1985); 

they will have high job satisfaction, good job performance, and long-term employment (job 

retention). Furthermore high job satisfaction in individuals with MR predicts job performance 

and job retention (Mueser, Becker, & Wolfe, 2001). High job performance predicts job 

satisfaction and job retention (Brady & Rosenberg, 2002). Job retention will continue to predict 

high levels of job satisfaction and job performance, sustaining a circular performance/job 

retention model for workers with MR. 

Method 

The following section discusses the method including the sample, measurement 

instruments, and procedure for data collection and analysis. 

Participants / Sample.  

A convenience sample was used due to the limited access to and availability of the MR 

population (Harlow, 2004). The sample for this study included 100 adult workers with MR, both 

males and females; that had been employed for at least 3 months. They were selected from 

supported employment and workforce development agencies. 

Measurement Instruments.   

A test battery of four standardized instruments was used for the study. The Jobs 

Observation Behavior Scale (JOBS:OSD) (Brady, Rosenberg, & Frain, 2006) was used to 

measure job performance and work-related social behaviors. The Job-in-General (JIG) Scale 

(Ironson, Smith, Brannick, Gibson, & Paul, 1989) was used to measure job satisfaction. The 

Arc’s Self-Determination Scale (Wehmeyer, 1996; Wehmeyer & Palmer, 2003) was used to 

measure self-determination. Holland's (1985) Self-Directed Search (SDS) measured person-job 
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congruency. Job retention was measured by the number of months the participant was employed 

continuously at the same job in the open labor market earning a competitive wage. All 

instruments are standardized tests and were chosen for their ease of comprehension and use, 

theoretical base development, high reliability, and validation with populations with MR (Brady 

et al., 2006; Holland, 1985; Ironson et al., 1989; Wehmeyer, 1996).    

Data Collection – Procedures 

The battery of tests were administered to and completed by each participant. All 

instruments were designed for individual or group administration. For those participants that 

were able to read, the instruments were administered in small groups of 3 to 4 individuals. 

Questions were read orally to each group as participants followed along. For those individuals 

unable to participate in group administration, due to specific disabilities that require more 

individualized explanation of questions, instruments were administered one-on-one. Participants 

were allowed to ask for clarification of questions they did not fully understand, and assistance 

was provided by the administrator. It took 60 to 90 minutes for participants to complete all four 

instruments. To avoid fatigue, the instruments were administered in two separate sessions. The 

first session consisted of the JIG and ARC. The second session consisted of the SDS and 

JOBS:OSD. No more that 48 hours lapsed between the two sessions. Participation was voluntary 

and confidentiality was maintained (e.g., participants were identified by a code number). All 

participants were informed about the purpose and nature of the research. 

Results - Analysis of Data 

  An alpha level of .05 was used for all statistical analysis. Bivariate scatter plots, tests of 

normality, and preliminary multiple regression analyzes were run to check for outliers, non-

normality, nonlinear relationships, and multicollinerity. Two cases with extremely low z scores 
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on SD scale, or more than 3 standard deviations from the mean, were found to be univariate 

outliers and deleted. Four questionnaires were excluded due to substantial missing data or 

participant drop out. Thus, from the original sample of 100 participants, 94 were included in the 

analysis. No violations of assumptions were found other than evidence of multicollinearity 

between JP and WRSB. Multicollinearity occurs when variables are so highly correlated with 

each other that it is difficult to come up with reliable estimates of their individual regression 

coefficients (Cohen & Cohen, 1983). When two variables are highly correlated, they are 

basically measuring the same phenomenon. 

Evaluations of multicollinearity showed a high correlation coefficient of .953 between JP 

and WRSB. This multicollinearity may be due to the work related behaviors being performance 

driven. Thus, WRSB and JP were combined in one variable and referred to as job performance 

(JP). Table 1 presents the descriptive statistics and intercorrelation among variables with the 

combination variable – JP. All 11 correlations were significant at p < .05.  

Table 1 

Descriptive Statistics and Intercorrelations among variables (N = 94) 

 M SD 1. JR 2. JP 3. JS 5. PJC 6. SD 

 

1. Job retentions 

2. Job performance 

3. Job satisfaction 

4. Person-Job congruency 

5. Self-determination 

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

 

27.40 

138.18 

29.07 

  1.86 

96.63 

 

28.25 
 
 14.47 
 
 6.03 
 
 0.74 
 
15.87 

 

-- 

.416** 

.428** 

 .275** 

.494** 

 

  

-- 

.324** 

.533** 

.579** 

 

  

 

-- 

.228** 

.460** 

 

 

 

 

-- 

.515**

 

 

 

 

 

-- 
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To examine the relationship between variables, three multiple regression analyses were 

performed to analyze significant relationships (Tabachnick & Fidell, 2001). In all three 

hypotheses the null hypotheses were rejected due to the linear combination of predictor measures 

being significant. Beta weights and hierarchical multiple regression analysis were used to 

determine the percentage of the predictor variables contribution to the total variance of the 

selected criterion variables (Cohen, 1992; Tabachnick & Fidell, 2001) of JR, JP, and JS.  

 Hypothesis One – Regression Analysis One 

Entering all variables simultaneously, the linear combination predictor measure (PJC, 

SD, JP, and JS) was significantly related to job retention, F (4, 89) = 10.295, p < .05 and 

considered significantly better than would be expected by chance. The multiple correlation 

coefficient (R) was .562, and R2 was .31 indicating that approximately 31% of the variance of job 

retention in the sample could be accounted for by the linear combination of the predictor 

variables, PJC, SD, JP, and JS. The effect size of .31 is characterized as a large effect size 

(Cohen, 1988). 

  Table 2 presents indices to indicate the relative strength of the individual predictors by 

examining the significance, partial correlations, R, R2, adjusted R2, and the change in R2. All the 

bivariate correlations between the predictor measures (JP, SD, PJC, and JS) and the job retention 

(JR) measure were positive as expected. Two of the four work measures (JS and SD) were 

statistically significant at .05 (p < .05). On the basis of these correlational analyses, it was 

concluded that the only useful predictors for predicting job retention of adult workers with 

mental retardation (MR) were SD and JS. These predictors alone accounted for 28% (.28 +.25 = 

0.53 squared) of the variance of the job retention scale. A stepwise hierarchical regression was 

used to assess whether a variable substantially added to prediction by examining the R2 and the 
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change in R2. In the sample, it could be concluded that SD was the most important predictor of 

JR and accounted for 24% of the variance of the job retention scale. JS accounted for 5% of the 

variance; PJC and JP were not significant and together accounted for 1% of the variance. 

Table 2 
 
Partial Correlations and Hierarchical Regression for Job Retention  
 
          Sig Partial     R        R  Adjusted        R Square         
             Correlations              Square  R Square Change 
                                           
SD      .000 .28**  .494   .244       .236       .244  
  
JS         .012 .25**  .544  .296  .280  .051  
 
JP.  .107 .17  .562  .315  .293  .020   
  
PJC .789 .02       .562  .316  .286  .001   
   
*   p < .05,      ** p < .01 

Hypothesis Two – Regression Analysis Two 

Entering all variables simultaneously, the linear combination predictor measure (PJC, 

SD, JS, and JR) was significantly related to JP, F (4, 89) = 16.881, p < .05, and was considered 

significantly better than would be expected by chance. The multiple correlation coefficients (R) 

was .657, and R2 was .431, indicating that approximately 43% of the variance of job performance 

(JP) in the sample could be accounted for by the linear combination of the predictor variables 

PJC, SD, JS, and JR. The effect size of .43 is characterized as a large effect size (Cohen, 1988).  

  Table 3 reports indices to indicate the relative strength of the individual predictors by 

examining the beta weights, partial correlations, R, R2, Adjusted R square, and the change in R2. 

All the bivariate correlations between the predictor measures (SD, PJC, JS, and JR) and the job 

performance (JP) measure were positive as expected. Two of the four work measures (SD and 

PJC) were statistically significant at .05 (p < .05). On the basis of these correlational analyses, it 
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was concluded that the only useful predictors for predicting JP of adult workers with mental 

retardation (MR) were SD and PJC. These predictors alone accounted for 41% (.34 +.30 = 0.64 

squared) of the variance of the job performance scale. A stepwise hierarchical regression was 

used to assess whether a variable substantially added to prediction by examining the R2 and the 

change in R2. In the sample, it was concluded that SD was the most important predictor of JP and 

accounted for 33.5% of the variance of the job performance scale. PJC accounts for 7.5% of the 

variance. JR and JS were not significant and together accounted for only 2% of the variance. 

Table 3 
 
Partial Correlations, Hierarchical Regression for Job Performance  
 
    Sig. Partial     R        R  Adjusted        R Square         
             Correlations   Square  R Square Change 
  
                                                             
SD .000 .30**    .579   .335      .328       .335  
  
PJC .001 .34**  .640  .410  .397  .075  
 
JR .077 .17     .656  .430  .406  .020  
  
JS .686 .04          .657  .431  .411  .001  
 
*   p < .05,      ** p < .01 

Hypothesis Three – Regression Analysis Three 

  Entering all variables simultaneously, the linear combination of predictor (SD, PJC, JP, 

and JR) measures was significantly related to JS, F (4, 89) = 8.035, p < .05, and was considered 

significantly better than would be expected by chance, and there was a linear relationship of Y to 

the predictor variables. The multiple correlation coefficient (R) was .516, and R2 was .267, 

indicating that approximately 27% of the variance of JS in the sample could be accounted for by 

the linear combination of the predictor variables, SD, PJC, JP, and JR. The effect size of .27 is 

characterized as a large effect size (Cohen, 1988).  
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  Table 4 presents indices to indicate the relative strength of the individual predictors by 

examining the significance, partial correlations, R, R2, adjusted R square, the change in R2. All 

the bivariate correlations between the predictor measures (SD, PJC, JP, and JR) and the job 

satisfaction (JS) measure were positive as expected. Two of the four work measures (SD and JR) 

were statistically significant at .05 (p < .05). On the basis of these correlational analyses, it was 

concluded that the only useful predictors for predicting job satisfaction of adult workers with MR 

were SD and JR. These predictors alone accounted for 26% (.26 +.25 = 0.51 squared) of the 

variance of the job satisfaction scale. A stepwise hierarchical regression was used to assess 

whether a variable substantially added to prediction by examining the R2 and the change in R2. In 

the sample, it could be concluded that SD was the most important predictor of JS and accounted 

for 21% of the variance of the job satisfaction scale. JR accounted for 5% of the variance. PJC 

and JP were not significant and together accounted for less than 1% of the variance. 

Table 4 
 
Partial Correlations, Hierarchical Regression with Job Satisfaction  
  
              Sig. Partial     R        R  Adjusted        R Square         
             Correlations   Square  R Square Change 
  
                                     
SD .00 .26**  .460  .211  .203  .211   
 
JR .01 .25**        .515   .265      .249       .054  
  
JP .64 .04     .515  .266  .241  .001   
  
PJC     .85 .00     .516  .267  .232  .001   
 
*   p < .05,      ** p < .01 

Discussions of the Results  

The findings of the three multiple regression analyses confirm that not all the variables in 

the hypothesized JR model were statistically significant and the overall model fit was not fully 
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satisfactory. Findings consistent and inconsistent with the hypothesized JR model lead to a 

revised model. 

 

Findings that support the hypothesized JR model. Consistent with the hypothesized JR 

model, JS and SD are the only predictors of JR; SD and PJC are the only predictors of JP; JR and 

SD are the only predictors of JS. Additionally, there is a predictive relationship between PJC and 

SD (see Figure 2).  

 

 

 

 

Findings inconsistent with the hypothesized JR model. Inconsistent with the hypothesized 

model and previous research, there was no significant relationship between JR and JP nor 

between JP and JS. The results also showed no significant relationship of PJC with JS and JR, 

which suggests a limited fit between the hypothesized model and the study’s findings. 

To improve the overall model fit, the model was modified by eliminating direct relationships 

between JR and JP, JP and JS, PCJ and JS, and PJC and JR as illustrated in Figure 2. 

Although only two of the study variables (SD and JS) were significant predictors of JR, 

SD revealed a unique and strong predictive capability for all three work outcomes (JR, JP, and 

JS). Conclusions and interpretations drawn from the results of this study are discussed by each 

criterion variable or work outcome JR, JP, JS.  Since SD has been identified as an important 

predictor of JR, JP, and JS, a discussion of SD will follow. 

Predictors of Job Retention 

JS 

SD 

PJC JP 

JR 
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As expected, and consistent with the hypothesized model, H1 supported the existence of 

a positive relationship between SD, JS, and JR of adult workers with MR. SD accounted for most 

of the variance, 24%, and is the major predictor of JR. Although significant, JS accounted for 

only 5% of the variance, and the correlations were low to moderate. This indicates that JS is only 

a small part of the influence on JR in workers with MR (see figure 11). 

     24% 

 

     5% 

Figure 11 – The conclusion of H1. 

SD – JR relationship. The significant relationship between SD and JR adds to the current 

body of knowledge around SD and positive outcomes for young adults with MR transitioning 

into community life (Wehmeyer, 1996). Individuals who possess high self-determination are 

more independent and more likely to find competitive employment (Wehmeyer & Palmer, 2003). 

These individuals are significantly more likely to be working for higher wages and receive more 

company benefits (Wehmeyer & Schwartz, 1997). This leads to longer job retention and 

financial independence. These individuals are more likely to maintain community-based work 

and live in independent environments (Wehmeyer & Bolding, 2001; Wehmeyer, Agran, & 

Hughes, 2000). This successful job retention helps people with MR establish social relationships, 

develop self-confidence, and further self-determination skills, improving their quality of life 

(Roessler & Rubin, 1998).  

JS – JR relationship. The significant positive relationship between JS and JR supports the 

hypothesized JR model and Roessler’s (2002) 3M Job Retention Model which suggests that 

individuals with disabilities who are satisfied with their job and their work environment are 

SD 

JS 

JR 
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employed longer. Satisfaction occurs when the job provides activities that reinforce personal 

preferences. Job satisfaction refers to the degree to which people like their jobs (Spector, 1997) 

and the feelings about their job or job experiences in relation to previous experiences, current 

expectations, or available alternatives (Balzer, Kihm, Smith, Irwin, Bacheochi, & Robie, 2000). 

Poor job satisfaction leads to job loss (Roessler & Rumrill, 1998).   

 PJC - JR and JP – JR relationship. Results indicated that both PJC and JP failed to 

demonstrate significant predictive relationships with JR. These results are inconsistent with the 

hypothesized JR model’s prediction and with Roessler’s (2002) 3M Job Retention Model. The 

3M Job Retention Model suggests that the appropriate person-job match is a prerequisite to 

improving job retention and performance outcomes (Roessler, 2002). This inconsistency may be 

because supported employment is a controlled environment where workers with MR are placed 

on the job if they perform well and have good work related behaviors regardless of their interest 

in the job (PJC) and work environment. Therefore, whether people are employed 3 or 36 months, 

they have good work performance and work behaviors. Thus, in a supported employment 

environment the JP-JR and the PJC-JR relationship are difficult to measure. Further research is 

needed to understand if person-job fit is related to levels of job satisfaction and job tenure and if 

new work behaviors and skills relate to improved levels of job satisfaction and tenure (Roessler, 

2002).   

 Predictors of Job Performance  

In the second regression analysis JP was the criterion variable. Consistent with the 

hypothesized model, SD and PJC were significant and positive predictors of JP in adult workers 

with MR. SD was the strongest predictor of JP and accounted for the most variance, 33.5%. 
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Although PJC was significant, it accounted for only a small portion of the variance 7.5%; see 

Figure 12. JR and JS were not significant and together accounted for only 2% of the variance. 

   33.5% 

                      7.5% 

 

Figure 12 – The conclusion of H2 

SD – JP relationship. The significant positive relationship between SD and JP adds to the 

current body of knowledge around SD and positive outcomes for working adults with MR. 

Workers who were more self-determined preformed better on the job (Bradley & Rosenberg, 

2002; Wehmeyer & Palmer, 2003), and are more independent (Wehmeyer & Palmer, 2003). 

Self-determination empowers individuals to plan and make choices about their careers, work, 

and life (Biklen, 1988; Wehmeyer, 2001). Enhanced self-determination of adults with MR moves 

these individuals to community-based work and independent living environments (Stancliffe, 

Abery, & Smith, 2000; Wehmeyer & Bolding, 2001). 

PJC – JP relationship. The significant relationship between PJC and JP further confirms 

Roessler’s (2002) and Leach (2002) in that careful job match or person-job congruency results in 

good job performance. Additionally, proper placement, support, and careful job match that take 

into account individual interests, skills, and abilities results in good job performance (Rosenberg 

& Brady, 2000). With proper job match and support, workers with MR perform their jobs equal 

to or better than non-disabled workers at entry-level positions (Rosenberg & Brady, 2000).  

JS – JP relationship. Results indicated that JS failed to demonstrate significant predictive 

relationship with JP. This result contrasts Roessler’s (2002) model but is consistent with research 

(Iaffaldano & Muchinsky, 1985; Tett & Meyer, 1993) in non-disabled populations. It has been 

PJC 

JP 
SD 
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found that no relationship exists between JP and JS for individuals without MR (Iaffaldano & 

Muchinsky 1985). Thus, this study supports the research on the workers without MR in that JP is 

not predictive of JS and vice versa (Iaffaldano & Muchinsky, 1985; Tett & Meyer, 1993). 

Predictors of Job Satisfaction 

In the third multiple regression analysis, JS was the criterion variable. Consistent with the 

hypothesized job retention model, SD and JR were significant and positive predictors of JS. SD 

accounts for most of the variance in JS (21%), but JR accounted for only 5% of the variance (see 

Figure 13). PJC and JP were not significant and together accounted for less than 1% of the 

variance. 

   21% 

 

                         5% 

Figure 13 – The conclusion of H3 

SD – JS relationship. The SD- JS relationship is consistent with Roessler’s (2002) 3M 

Model and Ironson & Smith (1981). When individuals with MR capitalize on their self-

determination, they are able to solve unpredictable problems (Ironson & Smith, 1981).  In the 3-

M Model, the mastery component involves workers’ abilities to adjust to inevitable and 

unpredictable problems on the job. Resolving unexpected problems on the job requires self-

determination skills to define problems accurately, generate feasible options, and implement the 

steps required to solve the problem. This self-determination skill of problem solving promotes 

job satisfaction as well job retention (Ironson & Smith, 1981). 

PJC – JS relationship. Results indicated that PJC failed to demonstrate significant 

predictive relationship with JS that is inconsistent with the literature and the hypothesized job 

JR 

JS 
SD 
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retention model. Roessler (2002) purports a high correlation between job match or person-job 

congruency, and job satisfaction and quality of life satisfaction (Roessler & Rubin, 1998). One 

possible explanation for this inconsistency might be internal motivation of individuals with MR 

and their aim to please and do a good job no matter what the job is (Rosenberg & Brady, 2000). 

Additionally, the inconsistency may also be because supported employment is a controlled 

environment where workers with MR are placed on the job regardless of their interest in the job 

(PJC). Thus in a supported employment environment, the PJC-JS relationship is difficult to 

measure. Roessler (2002) does suggest further research is needed to understand if person-job fit 

is related to levels of job satisfaction. Since job satisfaction has also been associated with life 

satisfaction and mental and physical health (Balzar et al., 2000; Spector, 1997), improved 

satisfaction has become an important outcome of work. 

Self-Determination – The Main Predictor of Important Work Outcomes (JR, JP, JS) 

Given that SD is the main predictor variable of our hypothesized model it is now 

discussed in detail. Self-determination theory (SDT; Deci, 1992) is a general theory of human 

motivation concerned with the development and functioning of personality within social 

contexts. The theory focuses on the degree to which human behaviors are volitional or self-

determined or the degree to which people endorse their actions at the highest level of reflection 

by engaging in the actions with a full sense of choice (Ryan & Deci, 2000). “To be self-

determining is to engage in an activity with a full sense of wanting, choosing, and personal 

endorsement” (Deci, 1992, p. 44).  

 Self-determination is viewed as a fundamental human right to govern or direct one's life 

without unnecessary interference from others, and the focus on promoting self-determination in 

education has certainly been influenced by this empowerment focus (Deci, 1992). Documenting 
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the impact of self-determination on lives of individuals with disabilities helps to focus resources 

on this effort and to better understand how much self-determination contributes to educational 

and work goals to increase self-sufficiency, autonomy, and valued adult outcomes like 

employment, community integration, or independent living. 

 Opportunities to learn and practice skills related to self-determination for individuals’ 

with disabilities are often limited because their intellectual capacity is underestimated by their 

co-workers, supervisors, and parents (Wehmeyer, Agran, & Hughes, 2000). While there is no 

doubt that intellectual ability contributes to one's capacity to become self-determined, 

intelligence level does not account for differences in self-determination (Wehmeyer & Bolding, 

2001; Wehmeyer & Palmer, 2003; Wehmeyer & Schwartz, 1997). Levels of self-determination, 

autonomy, and life satisfaction, and opportunities to make choices depend on the type of 

environment: (a) community-based (e.g., independent living or competitive employment), (b) 

community-based congregate (e.g., group home or sheltered employment), and (c) non-

community based congregate (e.g., institution or work activity program; Wehmeyer & Bolding, 

2001). Persons similar in mean age and mean IQ scores have more adaptive levels on each 

measure if they live or work in non-congregate community-based settings (Wehmeyer & 

Bolding, 2001). Multiple variables that go beyond intelligence test scores should be considered 

to examine successful outcomes, including self-determination, for individuals with disabilities. 

Self-Determination Theory (Deci, 1992) is based on the assumption that people are active 

organisms, with innate tendencies toward psychological growth and development, who strive to 

master ongoing challenges and to integrate their experiences into a coherent sense of self. These 

natural human tendencies do not operate automatically, but require ongoing supports from the 

social, educational, and work environment to function effectively. Each of these environments 
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can either support or thwart the natural tendencies toward active engagement and psychological 

growth. Given that this dialectic between the active organism and the environment serves as 

basis for SDT's predictions about work behavior, experience, and development (Deci, 1992), it 

should be a major focus of HRD and rehabilitation professionals. HRD and rehabilitation 

professionals are in the position to support the natural tendencies for workers with MR to master 

self-determination skills and professional growth.  

Implications HRD and Vocational Rehabilitation 

Contributions made by this study are that self-determination and person-job congruency 

are particularly relevant in predicting long-term employment, good job performance, and job 

satisfaction for people with MR. While vocational rehabilitation (VR) services encourage 

independent behavior and learning self-determination skills (Wehmeyer, 2001), HRD and 

organizations rarely provide services to address the training and development of these skills in 

workers with MR. Given similarities in the goals of both VR and HRD, there is a natural fit 

between these two disciplines regarding workers with MR. 

A central goal of HRD professionals is to broaden understanding of the complex 

activities involved in assisting individuals and organizations to improve their abilities to develop 

themselves and others in the organization (McLean & McLean, 2001). HRD is any process or 

activity that has the potential to develop work-based knowledge, expertise, productivity, and 

satisfaction for individual or group gain or for the benefit of an organization, community, nation, 

or the whole of humanity (McLean & McLean, 2001, p. 313). HRD is comprised of four primary 

functions: training and individual development, career development, organizational 

development, and performance improvement (Gilley & Eggland, 1995). Similarly, vocational 
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rehabilitation focus on individual development through skill training and career counseling to 

enhance work performance and satisfaction.  

Vocational rehabilitation (VR) offer individuals with mental or physical disabilities 

services that are designed to enable participants to attain skills, resources, attitudes, and 

expectations needed to compete, get and keep a job. Vocational rehabilitation services prepare 

qualified applicants to achieve a lifestyle of independence and integration within their 

workplace, family and local community (Wehman, 2001). 

To ensure long-term employment, job satisfaction and good performance of workers with 

MR considerable planning and facilitation of their participation in the workforce should include 

coordination between HRD and VR. Areas to consider for individual and organizational 

performance improvement are: assessment and training for individual development and career 

development/counseling strategies that encompass person-job congruency and self-determination 

skill development  

Individual Development 

“Individual development refers to the development of new knowledge, skills, and/or 

improved behaviors that results in performance enhancement and improvement related to one’s 

current job (training)” (Gilley & Eggland, 1995, p. 15). While both HRD and VR professional 

uses training to provide new skills and knowledge, prior to training an assessment of current 

skills and behaviors must be conducted by the HRD or VR professional. Individual development 

is focused on individual assessment and training. 

Assessment for individual development. The purpose of assessment is to give employees 

an opportunity to review the work they have accomplished; to identify and illuminate 

particularly successful activities, and to identify and define areas that need improvement (Cook 
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& Cripps, 2005). An individual assessment must be proficient in assessing a workers weakness 

as well as their strengths and interests. VR conduct assessment to identify transferable skills and 

job readiness (Rubin & Roessler, 1995).  The ultimate end of the assessment process should be a 

set of goals that the supervisor and employee mutually agree upon for the subsequent period. 

Validation of the revised job retention model developed in this research could lead to the 

development of a diagnostic tool to assess performance and satisfaction of adult workers with 

MR. A diagnostic tool will allow HRD and rehabilitation professionals the ability to identify the 

strengths and limitations of workers with MR. This knowledge of the strengths and weakness of 

a worker with MR will allow for more focused training. 

Training. Training includes learning that is provided in order to improve performance on 

the present job (Gilley & Eggland, 1995) or a method to stimulate individual change (Sredl & 

Rothwell, 1987). Training is also an experience or a regimen which causes people to acquire 

new, predetermined behaviors (Laird, 1978). Skill acquisition as a result of either formal 

education, vocational training, or on-the-job training is a significant employability and 

performance factor (Rubin & Roessler, 1995). While there are many descriptors of the training 

function the common denominator is that all pertain to a skill or knowledge necessary to do 

one’s current job. Training that promotes self-determination can enhance workers’ performance 

and promote their capacity to progress in the job that may enhance the overall organizational 

performance. HRD and VR professionals that help managers, supervisors, and co-workers teach 

individuals with MR self-determination strategies and goal-setting skills improves their critical 

learning skills and community involvement (Gilberts, Agran, Hughes, & Whemeyer, 2001; 

Gumpel, Tappe, & Araki, 2000; Woods & Martin, 2004). Give the similarities in goals and 
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objectives of HRD and VR professional, VR could provide assistance to HRD in both training 

and career development. 

Career Development 

Career development is an organized, planned effort comprised of structural activities or 

processes that advance employees within an organization and result in their optimal utilization 

(Gilley & Eggland, 1995). Similarly to person-job congruency, career development focuses on a 

strategic effort to create a balance between the individual’s interests, values, skills, strengths 

abilities, abilities, and career aspirations (Leibowitz, 1987). Thus, career development should 

encompass person-job congruency strategies. HRD and VR professionals that provide career 

development strategies that encompass self-determined choices based on person-job congruency 

may assist workers with MR to perform better, be more satisfied on the job leading to long-term 

employment.  

Career development is frequently equated with upward mobility which is a 

misconception that should be clarified. Organizational information regarding other opportunities 

for job movement should be shared and explored with worker with MR, such as job enrichment, 

job rotation, lateral moves, and realignment moves. VR professional can assist HRD professional 

in designing career development strategies that align a worker with MR in a lateral or 

realignment move versus termination.   

To enhance workers with MR self-determination skills, career development should 

encompasses a career planning sub-component or career development. Career planning refers to 

individual processes and intent to meet individual needs (Gutteridge & Otte, 1983). Career 

planning programs should focus on enhancing the following competencies in workers with MR: 

self-appraisal and career exploration and career goal setting. 
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  Both individual and career development strategies should encourage a natural supported 

environment. Natural support is any assistance from supervisors and co-workers that allow 

people to secure, maintain, and advance in a job of their choosing. This support corresponds to 

the typical work routines and social actions of other employees (Rogan, Hangner, & Murphy, 

1993). Natural supports lead to two complementary outcomes for individuals with MR, 

extending individual competence and promoting social acceptance. Extending employee 

competence requires focus on co-workers teaching individual strategies that they can use to 

adapt to their roles as employees. Extended individual competence requires the use of procedures 

that promote acceptable work behaviors and performance. By extending employee competence, 

employees adapt to changing expectations for performance and increasing responsibilities and 

opportunities on the job.   

Social acceptance is promoted in a work environment where employees with and without 

disabilities work together. HRD professional manage social acceptance by teaching workers the 

skills that enable them to be more self-determined, helping to facilitate more effective interaction 

with co-workers and the community.  

This study provides HRD with the understanding of the importance of developing 

individuals with MR to be self-determined and allowing them to work at jobs that meet their 

interest and abilities, leading to better job performance, satisfaction, and longer employment of 

individuals with MR 

Limitations and Direction for Future Research 

 This section identifies limitations of this study to guide future research. One limitation is 

the self-report nature of the instruments used in this study that creates the potential for common 

method variance to bias the results. The research design employed two different measurement 
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periods in an effort to control for common method bias. This time lag helped to control for 

several potential sources of common method bias, such as consistency motif, transient mood 

state, context effects, and demand characteristics (Podsakoff, MacKenzie, Lee, & Podskoff, 

2003). There is some evidence that these efforts may have been successful. For example, several 

of the observed relationships were non-significant, suggesting that an overall response bias does 

not account for the findings. Nonetheless, future research can benefit by including measures 

from a variety of sources, based on observational measures of co-workers and/or supervisors.   

Secondly, those placed in supported employment are generally prescreened for good job 

performance and appropriate work-related behaviors. Since all participants were in a supported 

employment environment, a type I error could have occurred, rejecting the null hypothesis when 

it should have been accepted. Future research should include employees in a natural support 

setting to verify the results. Looking at the study’s variables in two different environments, 

natural support and supported employment, may ascertain different results. 

The effect of economic conditions was not tested. Other external factors (e.g., economic 

issues, level of support, and vocational transition) may contributed to the job retention of 

individuals with MR. Thus, future research should include these external variables to add to the 

body of knowledge around workers with MR. A useful extension of this research would be a 

predictive model that includes not only proximal outcomes of job retention, like personal 

characteristics, but also distal outcomes such as economics and other work related issues such as 

support. Links between economical factors could be used to inform a JR model for workers with 

MR. The literature suggest links between various support strategies, such as natural supports of 

coworkers, outside job coach support, vocational support, and job retention. These support 

strategies could be examined as distal outcome variables of job retention.   
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Another limitation is the predictive research method. Correlational studies may show a 

direct relationship between two or more factors but cannot prove causation (Green, 1991). As 

this study is correlational, the research was unable to ascertain whether the various variables 

cause JR, JP, and JS. For example, there may exist a positive correlation between 

training/development initiatives and performance, but this does not imply a causal linkage. 

Training may increase employee motivation that, in turn, causes improved performance. If 

motivation is the key performance factor, other less costly means can be used to improve 

employee motivation. Nevertheless, the theoretical underpinnings of the model development and 

testing provided support for the study’s results. Future research that includes a causal model will 

add to the body of knowledge.   

  The findings from this study support ongoing efforts to enhance self-determination in 

relation to more positive work outcomes. The next step in evaluating the impact of such efforts, 

in addition to replication of these findings, would be to examine longer term outcomes for 

workers with MR who receive specific interventions that promote self-determination, compared 

with those who do not receive similar work training experiences. Such an examination would 

provide the causal link between self-determination and positive outcomes missing in this study. 

Conceptions of personality and motivational processes in persons with MR are only 

loosely related to theoretical models derived from mainstream psychology, virtually none of the 

available knowledge is based on any sustained systematic study of people with MR (Switzky, 

1997). Prior, research on people with MR focused primarily with identifying the cognitive 

deficits rather than personal characteristics (Switzky, 1997). Despite the evidence that 

personality and motivational aspects are equally important to positive outcomes for people with 

MR, the importance of the level of intelligence remains over emphasized (Merighi, Edison, & 
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Zigler, 1990). More research needs to focus on providing evidence that IQ and life success are 

not as strongly correlated as previously presumed and de-emphasize the intelligence factor as the 

dominate determinant of positive outcomes for people with MR.  

Self determination and person-job congruency has shown to predict long-term 

employment, good job performance, and job satisfaction for people with MR. Employment and 

successful job placement of individuals with disabilities has personal, economic, organizational, 

and societal benefits (Grossi, Schaaf, Steigerwald, & Mank, 2002). Successful work promotes 

gains in self-esteem, self-confidence, adds meaning to one’s life, community tenure and 

integration, and overall quality of life (Wehmeyer & Palmer, 2003). Work produces the 

opportunity to contribute toward one’s own financial independence, decreasing dependence for 

support from families and taxpayers (Anthony, 1994; Rosenberg, Cheyney, & Greenberg, 1991), 

creating new opportunities for community participation (Griffin, Rosenberg, Cheyney, & 

Greenberg, 1996). Organizations that include people with disabilities in their diversity programs 

increase their competitive advantage. As a large segment of the labor pool that is largely 

untapped, they add to the variety of viewpoints organizations need to be successful in bringing 

effective solutions to today’s business challenges (Konig & Schalock, 1991). If approached with 

an open attitude, the results of employing individuals with disabilities can be mutually beneficial. 
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The Neurology of Autism: Bridging the Gaps Between Identification,  
Effects and Educational Therapies. 

 
 
 Most people’s lives have been touched by a person with autism. In fact with the 
autism rates today, if you do not know someone with autism, you soon will. Although 
autism and Asperger’s syndrome were first described as far back as the early 1940’s, 
there still seems to be more questions than answers (Department for Education and Skills 
United Kingdom , 2004). 
 In order to answer these questions researchers have focused on three core areas. 
These areas are: 

1) What is autism? 
2) What is the cause or causes of autism?  
3) What are the effects of autism? 
4) What should be the focus of future therapies? 

There have been many significant findings within all four of these areas, but as research 
has advanced within individual areas, a void of information has been created. That void is 
connection. An example of this void would be that although there have been many 
research findings demonstrating the exact neurological abnormalities of autism, as well as 
the exact effects or identifiable characteristics of autism, there has been little information 
offered as to how specific neurological abnormalities cause specific effects or 
characteristics. If we do not have much information relating these two factors, then one 
must ask are the therapies that are currently utilized with autism treating the effects of 
autism (identifiable characteristics) or the specific neurological abnormalities that cause 
those characteristics. Therefore the purpose of this paper is to connect these four areas of 
research thereby filling some of this informational void while creating new questions for 
future research.  
 
What is Autism? 
 The key to offering appropriate therapies for any disorder is to first understand 
exactly what that disorder is.  After all, an effective therapy should not just focus on 
treating or changing a behavior, it should focus on treating the underlying cause of the 
behavior. This is one of the key mistakes often made with autism. When most people, 
even those well educated about autism, are asked what autism is, their reply tends to 
focus on a description of characteristics such as language delays and social interaction 
issues and so on. In actuality, these are identifiable characteristics or effects of autism and 
in no way answers the question of what autism is. The only reply usually given, that even 
scratch the surface of what autism truly is, would be a brief statement that autism is a 
neurological developmental disorder.  
 It is true that autism is a neurological developmental disorder with structural and 
functional abnormalities within the brain itself (Palmen, van England, Hof, & Schmitz, 
2004). To give a clearer explanation of these brain abnormalities this paper will divide 
them into the three categories of size, structure and chemical abnormalities. 
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Brain size abnormalities 
 Abnormalities in brain size can be seen as early as the first year and continue 
throughout life. Within the first year of life autism is marked by brain overgrowth 
(Courchesne, Carper, & Akshoomoff, 2003). This can range from a slight abnormal 
increase in head circumference to identifiable macrocephaly (Palmen, van England, Hof, 
& Schmitz, 2004). Even though autism is a non-curable, life long disorder, this increase 
in overall brain size is not. Within the first two years of life the brain of a child with 
autism is approximately 100-200 grams heavier than the brain of a typical developing 
child (Bauman, 2007). By age twelve total brain size is smaller than a typically 
developing child. In fact there is a 25% decrease in the total grey matter and as well as a 
significant reduction (20%) in total white matter. The only increased level that is still 
found at age twelve is a significant increase in cerebral spinal fluid (McAlonan, et al., 
2005). By age 18 the brain of an autistic individual is approximately 100-200 grams 
lighter than typical. Although it appears that there may be some sort of degenerative 
process at work, there is no evidence to support this (Bauman, 2007). Throughout all of 
these developmental periods some sections of the brain remain abnormally sized 
compared to typical populations. These six key areas are the amygdala, hippocampus, 
prefrontal and parieto-temporal cortices, cerebellum, and the motor cortex. To better 
understand the size abnormality as well as the impact these areas have on the autistic, a 
more in-depth understanding of the structural abnormalities of these areas must be 
obtained.  
 

Brain structure abnormalities 
 Within the limbic system the amygdala and hippocampus are enlarged in the 
brains of the autistic. They are also structurally abnormal. The cells within these two 
areas of the brain are reduced in size by one third and the density of axons and dendrites 
is also well below normal (Bauman, 2007; Palmen, van England, Hof, & Schmitz, 2004). 
This brings about the question of how can these areas be enlarged in size with such small 
cell size and axon/dendrite density? The size increase is due to an increase in cell packing 
density (Palmen, van England, Hof, & Schmitz, 2004). Therefore the amygdala and 
hippocampus are enlarged with too many undersized and underdeveloped neurons that 
are limited in functionality. 
 The prefrontal and parieto-temporal cortices are two more areas of the brain that 
are structurally immature in the autistic. The main structural abnormality in these areas is 
found in a reduction of white matter (McAlonan, et al., 2005). This reduction also causes 
functional limitations within these areas. 
 The final two areas of the brain that have significant structural abnormalities are 
the motor cortex and the cerebellum. The motor cortex of many autistic children has an 
increase in white matter. In typical populations this increase would increase functionality, 
but in the autistic the increase causes functionality decreases (Mostofsky, Burgess, & 
Gidley Larson, 2007). Within the cerebellum there are major structural abnormalities 
caused by a reduction of Purkinje cells. These cells bond with olive cells to create neural 
circuits. This bond takes place between twenty-eight and thirty weeks of gestation.  
 Purkinje cells often show signs of damage in the autistic brain. If these cells are 
damaged after they bond with olive cells the neural circuit dies back. If the Purkinje cells 
are damaged prior to this bond, the olive cells can then bond with another Purkinje cell. 
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Therefore damage to the Purkinje cells in the cerebellum of the brains of autistic children 
indicates that this took place prenatally (Bauman, 2007). 
 The cerebellum is not the only area of the brain affected by damaged Purkinje 
cells. Neural circuits are created throughout the brain by the bonding these two types of 
cells. It is not surprising to see underdeveloped networks throughout the brain as there is 
a 60% reduction of Purkinje cells in the brain of autistic children (Bauman, 2007). 
Therefore autism is identified as structural abnormalities due to functionally deficient 
neural circuits within the amygdala, hippocampus, prefrontal and parieto-temporal 
cortices, cerebellum and motor cortex. 
 

Brain chemical abnormalities 
 Almost all chemical abnormalities within the brain of autistic children occur due 
to synaptic abnormalities that affect chemical transmission. These synaptic abnormalities 
are caused by genetic mutations that alter proteins (neurexins) that are supposed to fold, 
pair with neuroligins and adhere to create a synapse. The mutated pair fails to properly 
align thus limiting the synaptic ability to transfer important chemicals like serotonin, 
dopamine, and melatonin (Structure of Protein Altered in Autism, 2007). This chemical 
abnormality is magnified as children with autism already have abnormal serotonin and 
melatonin function and selective reuptake inhibiters (Kolevzon, Mathewson, & Hollander, 
2006). Melatonin is important for sleep as it allows the brain to more or less shut down 
and allow the individual to sleep. Serotonin allows us to feel calm, relaxed, positive, and 
helps with impulse control and control of self stimulation activities (e.g. hand flapping, 
rocking and toe walking), as well as emotional outbursts or shut downs,  depression, and 
puts our brain in a state which is best for learning experiences. 
 
Cause of Autism 
 A great deal of time and economical resources have been spent in an attempt to 
find the cause of autism. No single answer has been found throughout this quest as there 
is no single cause of autism. In fact autism has a combination of causes. This 
combination can de divided into two categories: 
 1)  Heredity or initial neurobiological insult, and  
 2)  Post Birth neurological insult.  
Although each of these categories alone have an impact on neurological development, it 
is not realistic to think that either one alone can cause autism. 
 As previously discussed, the autistic brain is limited in the number of Purkinje 
cells that are needed to bond with olive cells to create neurons (Bauman, 2007). Often 
this limited number of cells is further affected as they become damaged during gestation. 
These factors are hereditary in nature and increase the risk of autism if further damage is 
caused during or after birth. 
 The damage caused due to heredity factors can be advanced to a level causing 
autism by the interaction of a post birth neurological insult (McAlonan, et al., 2005). 
Generally this insult can be a traumatic event (e.g. a period of oxygen shortage, or an 
abnormally traumatic or premature birth), or an exposure to a number of environmental 
contaminates known to cause nerve damage (e.g. inhalants, lead, aluminum, or mercury). 
One of the most common and yet controversial environmental contaminants which shows 
a high level of consistency with the time frame of the onset of autism is a mercury based 
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preservative (thimerosal) in vaccines (Geier & Geier, 2006)Although this controversial 
environmental contaminant has been met with much offense by the medical community, 
new research published within the medical field supports the connection between 
mercury and autism. 
 It is well known that mercury causes damage to nerve cells, even in very low 
concentrations. This is very concerning as over a ten year period (1989-1999) the number 
of vaccines that were required for children before the first grade went from three to 
twenty-two. This increase exposed children to a combined amount of mercury that is 
“187 times the EPA daily exposure limit” (Geier & Geier, 2006). This averages out to 
each single vaccine having 8 times the EPA exposure limit. The first of which 
vaccinations is administered as early as the first 24 hours after birth. 
 With this amount of contamination, it is not surprising to see that more recently 
research published in the Journal of American Physicians and Surgeons found that when 
the majority of mercury was removed from vaccines the increasing rate of autistic 
children as well as children with other neurological disorders not only stopped, but 
dropped as much as 35% (Geier & Geier, 2006). These findings as well as others have 
motivated a shift within the medical field. The Institute of Medicine that at one time 
attempted to stop all research investigating the connection between mercury and autism 
by releasing a statement “that such a relationship was not biologically plausible and that 
no further studies should be conducted to evaluate it” more recently released a statement 
“to remove thimerosal from U.S. vaccines as soon as possible” (Geier & Geier, 2006). 
Despite such urgency, mercury is still used in some influenza vaccines that are given to 
infants as well as several other vaccines used in older children (Geier & Geier, 2006). 
 
Effects of Autism 

As previously identified autism is a structural abnormality due to functionally 
deficient neural circuits within the amygdala, hippocampus, prefrontal and parieto-
temporal cortices, cerebellum and the motor cortex. The effects of these abnormalities 
can be understood by associating the brain structure with its function and this association 
will explain the typical characteristics or effects that we see with autism. 

 
Amygdala 

 The amygdala is an emotional center of the limbic system. It forms an interface 
between emotion and cognition (Rolls, 2004). Often thought of as a human’s ‘elephant 
brain’ the amygdala never forgets an emotional experience and associates new 
experiences with past prior to higher level cognition. Bauman also describes the 
amygdala as the part of the brain that deals with learning from experience (2007). 
Structural abnormalities in the amygdala will have a major impact on socialization skills 
such as learning what is and is not socially acceptable, learning how people react to ones 
actions and changing those behaviors based on those past experiences, and impulse 
control. Imagine talking to a close friend that is very sad and begins to cry. In this 
example you have difficulty associating this experience with past experiences such as 
understanding that when someone is sad they cry, or when a close friend is sad you try to 
console them. Therefore you do not understand the situation, you have no emotional 
response to it and you, of course, do not act appropriately. It is possible that children can 
learn to act appropriately and pat the person on the back and say “its ok” without 
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knowing why they are doing and saying it. They can watch this type of interaction with 
others (i.e. a sibling gets hurt and they see a parent tell the child that “it’s ok.” They may 
not understand the situation, but they may get conditioned to a point where they see 
someone crying and they do not understand it, they have no emotional response to it, but 
they have been trained socially to make a physical response to a stimulus without any 
understanding as to why. Of course there are different levels of functioning within autism 
and this will also have an impact on how well the amygdala can function and how well 
they can associate new experiences with past emotional memories. 
 

Hippocampus 
 Although the human brain is basically unlimited in storage capacity the 
hippocampal complex which in charge of processing input and output is not (Bauman, 
2007). The hippocampus is more or less like a postal service. Based on how and which 
senses collect information, the value of importance that an individual places on that 
information and response that information receives when compared to past experiences in 
the amygdala, the hippocampus controls how and where information will be input into 
the brain and how the brain will search for previously stored information. As the 
hippocampus is overloaded with structurally and functionally immature neurons, it has 
trouble inputting and outputting information which makes learning and memory difficult 
in many situations. Depending upon the severity of the structural abnormality this could 
cause problems with imagination or lack of the ability to imagine, it could cause reflexive 
response, problems with certain areas of attention, and of course limit the speed, 
consistency and appropriateness of mental and cognitive processing (Bauman, 2007). 
This would also have a traumatic impact on language skills as all communication 
information must be processed in this center prior to higher level processing within the 
brain.  
 The hippocampus of a child with autism can easily be overloaded if a high 
amount of processing is required for the hippocampus to determine which higher brain 
centers the information must go to for further processing. Therefore things that are 
concrete facts are easier for the hippocampus to process as they do not require the 
hippocampus to send the information to multiple centers to process interpretations, 
justifications and/or applications of non-concrete ambiguous information thus causing the 
autistic child to seek out concrete facts and avoid ambiguity. Basic sensory stimulations 
are also easily processed. Therefore many autistic children will seek out stimulation such 
as rocking, hand flapping, toe walking and so on. These activities are also impacted by 
the autistic brain’s impaired ability to transmit serotonin.  
 In social situations the abnormalities in the hippocampus will make it very 
difficult for the autistic child as there is a large amount of ambiguity in typical social 
interactions. The hippocampus is forced to attempt to process not only the words within 
conversation, but the context with undertones, the voice fluctuations, the facial 
expressions, body language and so on. This is an unrealistic amount of information for 
the hippocampus to process and get to the brain centers that actually determine meaning 
of all of these items. Combine that with non-useful associations in the amygdala and 
language and social skills become even more impaired. 
 

Prefrontal and Parieto-Temporal Cortices 
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 After input information has been associated with past experience by the amygdala 
and processed by the hippocampus for routing in the brain most of the previously 
mentioned social interaction information is sent to the prefrontal and parieto-temporal 
cortices for processing of meaning. Since these locations in the brain are also structurally 
and functionally abnormal they too have an effect. These two areas are “considered to 
underpin social cognition” (Brothers, 1990) and language (Binder, 1997; Binder, Frost, 
Hammeke, Cox, Rao, & Prieto, 1997). They impact the autistic child’s ability to 
recognize and process facial expression (Haxby, Hoffman, & Gobbini, 2002; Schultz, 
Grelotti, Klin, Kleinman, Van der Gaag, & Marois, 2003). These areas also form an 
interface between emotion and cognition (Rolls, 2004), make social judgments and 
empathy (Farrow, et al., 2001), and helps the individual develop an understanding of the 
mental states of others (Fletcher, et al., 1995; Frith & Frith, 1999). Therefore depending 
on the level of functioning or the degree of the structural abnormality in these areas an 
autistic child will have difficulty processing the most basic information needed for social 
interaction. The majority of these effects are collected by way of visual information (i.e. 
looking at someone’s face and/or making eye contact).  The prefrontal and parieto-
temporal cortices’ inadequate ability to process the limited information that is sent from 
the inefficient hippocampal complex and the brains limited ability to transfer serotonin 
puts the brain in a state of stress which will cause the child to avoid eye contact all 
together.  
 

Cerebellum and Motor Cortex 
 The Cerebellum is the area of the brain that is responsible for maintaining muscle 
tone, balance, and coordination (Bauman, 2007). Depending upon the level and location 
of the abnormalities in the cerebellum the autistic child may appear clumsy and fall a lot. 
Even with many falls an autistic child may not develop a normalized fear of falling and 
getting hurt even though they have experienced this repeatedly.  This fear is actually a 
fear of the possibility of falling and the effect that falling may cause. When placed in a 
situation with a high probability of falling and getting hurt the child will first associate 
the information that they are collecting with past experiences in the amygdala which may 
not associate all the past falls to warn the child of the possible danger. After the amygdala 
the hippocampus has to process this ambiguous probability information and determine 
where to send that info for further processing. This cycle in conjunction with general 
clumsiness may either leave the child with no fear of falling at all even in very dangerous 
situations or may create the opposite, an abnormally high fear even of safe situations.  
 The motor cortex does just as its name suggests. It controls motor movement, 
recruitment of appendages, muscle groups and even individual muscle fibers. As stated 
previously, the abnormal increase in white matter in the motor cortex of the autistic brain 
can cause poor motor skill in gross and/or fine motor activities. This can also be impacted 
by the hippocampus as visual information that must be collected as a requirement of the 
motor skill, can be slowed or even processed inaccurately in the hippocampus causing the 
performance of that motor skill to further diminish. 
 
The Focus of Future Effective Therapies 
 Currently there are many effective therapy modalities that can be offered for 
autism. Many of which were designed based on an educational approach to learning 
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and/or behavioral change. Historically the success of these programs has been based on 
the program’s ability to help children develop coping skills in relation to the effects of 
autism. As this paper has clarified the difference between what autism is and what the 
effects of autism are, it could be said that current therapies are designed to treat the 
effects of autism but not the autism itself. With the current technology advancements (e.g. 
fMRI) that are being applied in brain research on typical population brain development  it 
is now feasible that the same applications can be focused on autism. 
 It is well known that early intervention is the key to success for children with 
autism. This is due to the fact that the areas of the brain that are structurally and 
functionally immature are still developing. Future intervention programs that are created 
to treat autism, not just the effects of autism, will also need to be applied within this time 
frame.  It is in this period of early childhood that the brain has its highest level of 
plasticity. The brain of a child has a great ability to strengthen connections within the 
brain, increase the density of axons and dendrites, as well as create neural networks 
specifically designed for certain purposes (Huttenlocker, 2002). Therefore more research 
needs to be done on the neural plasticity of the autistic brain to learn more about how 
therapies can be created to treat autism thereby treating the effects of autism.  
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ABSTRACT 

This study was conducted to compare the developmental tasks of 3 years-old boys 

and girls. The study was delimited to only one private school of Lahore city. Sample of 30 

boys and 30 girls were selected randomly from a single section of playgroup. A checklist 

was developed by reviewing related literature and adapting Portage Early Education 

Programme Checklist Published by Nfer Nelson for 0-6 years-old children. The checklist 

was comprised of three categories such as motor development, cognitive development 

and social development. Each category was consisted of 33, 16 and 19 items respectively. 

Students were observed, interviewed and were asked to perform tasks in order to collect 

the data. Data were analyzed in terms of percentages and t-test. Results of the study 

revealed that there was no difference among 3 years-old boys and girls in motor 

development, cognitive development and social development.  

_______________________________________________________________ 

Introduction:  

According to Uhlendorff (2004) the term “developmental task” was introduced by 

Robert Havighurst in the 1950’s. The term refers to tasks, which arise in a social context 

during an individual’s lifetime. Havighurst and Gesell began a tradition of testing and 

observing large number of children and then describing averages or typical behavior for 

children at each age level. These descriptive age norms were used to determine “typical” 
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child behavior at various ages, which were then termed as developmental tasks. King 

(2004) further explains that Havighurst believed that developmental tasks are defined as 

skills, knowledge, functions, and attitudes an individual has to acquire at a certain point 

in his or her life. Developmental tasks were those things a person must learn if he is to be 

judged and to judge himself to be a reasonably happy and successful person. He 

explained that the process of living, from birth to death, consists of people working their 

way through from one stage of development to another, by solving their problems in each 

stage. If the individual fails to complete the task, it leads him to unhappiness, disapproval 

by society and problems in later tasks. On the other hand, if the individual completes the 

task successfully, it leads him to happiness and success with future tasks.  For example in 

the second stage, Early childhood for the behavior category of developing a conscience 

the preschool child’s tasks are, first, to develop the ability to take directions and to be 

obedient in the presence of an authority figure and second to develop the ability to be 

obedient in the absence of an authority figure. According to Sugarman (2001) Havighurst 

identified three sources of developmental tasks such as biological maturation, cultural 

pressures (the expectations of society) and the individual’s desires, aspirations and 

values.  

Brewer (1995) further elaborates that Gesell also believed that each child’s 

physical, social, emotional and intellectual development follows an individual schedule 

that is basically predetermined. Lerner (2002) explains that if one does not develop in a 

given stage, one will never have another chance for such development. 
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After a review of related literature, it was found that no such study has ever been 

conducted. Most of the work reported on developmental tasks by the researchers and 

scholars is focused on the periods of adolescence and adulthood. Some recent studies 

focusing developmental tasks concept include: 

 Lindenmann (2006) presented a cross-cultural and intercultural study comparing the 

developmental tasks of adolescents of native and foreign origin in France (French and 

North African origin) and Germany (German and Turkish origin). The results of the study 

suggested that developmental tasks are not identical for adolescents in the national 

cultures (France and Germany) and furthermore that they are not the same depending on 

the acculturation framework to which adolescents of foreign origin are exposed in these 

two European countries. Bowen (2005) examined the developmental task attainment 

histories of 554 children (6 to 12 years) receiving mental health services and their 

association with aggressive behavior in middle childhood. Children who did not 

encounter difficulty attaining any of the examined tasks or who had difficulty with tasks 

only in middle childhood had better functioning than children with task difficulties that 

began in infancy or early childhood. Walsh, Shulman, Feldman, and Maurer (2005) 

scrutinized the impact of immigration on the internal processes and developmental tasks 

of emerging adulthood. The findings of this study points to the complex and unique 

process that emerging adult immigrants undergo while coping with developmental tasks 

in their new environment. Roisman, Masten, Coatsworth and Tellegen (2004) 

investigated the predictive links from 3 salient (friendship, academic, conduct) and 2 

emerging (work, romantic) developmental tasks during the transition years around age 

20. The results of this study confirmed the utility of salient developmental tasks for 
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predicting adult success.  Schulze, Harward, Schoelmerich and Leyendecker (2002) 

undertook the study to compare middle-class Anglo and Puerto Rican mothers' beliefs 

and self-reported practices related to infant feeding, sleeping, and toilet training. Results 

showed that Puerto Rican mothers emphasized instrumental independence, or the ability 

to perform tasks without help, whereas Anglo mothers focused on emotional autonomy, 

or concern about the child's inner self. Glover (2000) reviewed major developmental 

tasks of adults during early adulthood along with issues associated with transition into 

middle and later adulthood and he also provided suggestions for community college 

counselors working with these individuals. Ruth (1998) empirically investigated the 

relationship of several developmental tasks to the developmental outcomes of life 

satisfaction, moral reasoning and occupational attainment at age 28. Structured 

retrospective interviews of 62 midwestern men and women in their late twenties were 

converted to variable scores and submitted to quantitative analyses. The results indicated 

differing patterns of influence on each of the outcomes, clarifying the relative importance 

of each developmental task, and also highlighting the multi-faceted nature of human 

development. Sittiwong (1998) described the developmental tasks of expectant fathers 

during the pregnancy of their wives. He investigated five developmental tasks which 

were:  accepting the pregnancy; establishing a relationship with the unborn child; 

adjusting to changes in self; adjusting to changes in the couple relationship; and 

preparing for labor, birth, and early parenthood. The findings showed that the mean 

scores of all five developmental tasks of the subjects had moderate levels but the task of 

establishing a relationship with the unborn child was the highest mean of all.  

Schulenberg, Bryant and O'Malley (1996) examined how successes and difficulties with 
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various developmental tasks of early adulthood relate to the course of well-being. Study 

investigated the progress in seven domains of developmental tasks: education, work, 

financial autonomy, romantic involvement, peer involvement, substance abuse avoidance, 

and citizenship. Fanos (1996) highlighted the importance of genetic testing of children 

and adolescents with disorders to improve their ability to achieve developmental tasks. 

Hw suggested that testing of adolescents may alter the achievement of developmental 

tasks, including seeking freedom from parental figures, establishment of personal 

identity, handling of sexual energies, and remodeling of former idealizations of self and 

others.  Johnson, Wilkinson and Mcneil (1995) designed a study to assess the impact of 

parental divorce on young adult’s development. Results indicated that parental divorce 

and family conflict significantly affects the developmental tasks attainment of young 

adulthood. The interactions between sex and age and family structure (i.e., single-parent 

or stepfamily) were also significant predictors of post-divorce developmental tasks 

attainment of young adulthood. 

Purpose of the study was to explore and compare motor, cognitive and social 

developments of 3 years-old children. For this study age group of 3 years has been 

chosen because of its uniqueness as preschool starts at this age. Preschooling is the first 

and most important stage in the lifelong learning continuum as it provides the 

developmental foundation for all later learning. The basic knowledge, skills and 

dispositions that lie at the heart of adult role performances can be traced back to early 

childhood learning experiences. There is a strong connection between the development a 

child undergoes early in life and the level of success that the child will experience later in 

life. It has a very important and fundamental bearing on the format of child education. 
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Through this study it has been attempted to explain that 3 years old children have certain 

developmental tasks, which they have to master during a specific period of time. It is 

important for parents and other caregivers to understand these developmental tasks in 

order to help children grow and develop appropriately.   

Objectives of the Study: 

 The major objectives of the study were: 

1. To explore motor, cognitive and social developments of 3 years-old children. 

2. To compare the developmental tasks of 3 years-old boys and girls.  

3. To investigate any significant difference in the developmental tasks of 3 years-old 

boys and girls.  

Hypothesis of the Study: 

It was hypothesized that there was no significant difference among 3 years-old 

boys and girls in motor, cognitive and social developments.  

Method 

Design: The present study was descriptive in nature. It covered the comparison of 

developmental tasks of 3 years-old boys and girls. 30 boys and 30 girls were 

randomly selected from a single section of playgroup of a private school. They 

were asked to perform the tasks to collect the desired information.   

Subjects: Out of 90 students 60 (30 boys and 30 girls) were randomly selected from a 

single section of the playgroup class of a private school of Lahore City 

(Qurban & Suraya Educational Trust Walton Road Lahore).  
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Instrument: A checklist developed by reviewing the related literature and adapting 

Portage Early Education Programme Checklist published by Nfer-Nelson 

for children aged 0 to 6 years was used as instrument.   

Procedure: Portage Early Education Programme Checklist published by Nfer-Nelson 

was adapted and related literature was also consulted to develop a checklist 

for the assessment of developmental tasks of 3 years-old children. Checklist 

was divided into three categories such as, motor development, cognitive 

development and social development. Each category was consisted of 

suitable number of relevant items. Items were grouped to their affinity and 

nature. Motor development category was consisted of 33 items which were 

grouped under leg-skills, hand-skills and self-help skills. Cognitive 

development category was consisted of 16 items which were grouped under 

knowledge, comprehension and application and social development 

category comprised of 19 items which were grouped under social skills with 

adults, social skills with peers, social ethics and general social skills. The 

checklist was shown to 10 experts (university teachers, early childhood 

teachers, subject experts and psychologists) to determine its content validity. 

In the light of their opinion, the checklist was revised. The researcher 

observed and interviewed 30 boys and 30 girls of 3 years old children. The 

researcher herself administered the checklist and spent one full week in 

playgroup during summer session from 8:00 am to 12:30 pm. Researcher 

interviewed and observed the students. They were also asked to perform 

some tasks in order to collect the desired information.  
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Data analysis: To reach certain conclusions t-test and percentages were computed to 

compare the developmental tasks of 3 years-old children. The norm for 

acceptance or rejection of statement was α 0.05 level of significance.   

      Results: Results of the study are shown as under:  

Table 1 
Comparison among boys and girls in motor development 

 
Gender Mean Std. Deviation df T-value P-value 

Girls 5 3.6672 

Boys 4.5 3.2669 
58 0.558 0.579 

 

Table 1 indicated that there was no significant difference in motor development 

among 3 years-old boys and girls. The P-value was 0.579, which was greater than 

level of significance at α 0.05. It means the difference of motor development between 

boys and girls was statistically insignificant.  

Table 2 
Cumulative percentages on different aspects of motor development 

 
 Boys  Girls  

Leg-skills   88% 78% 

Hand-skills 86% 86% 

Self-help skills  85% 85% 

 

Table 2 indicated that 88 percent of boys and 78 percent of girls performed 

developmental tasks related to leg-skills. Hand-skills were demonstrated by 86 

percent of boys and girls. 85 percent of boys and girls could do the self-help skills.     
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Table 3 
 
 

Comparison among boys and girls in cognitive development 
 

Gender Mean Std. Deviation df T-value P-value 

Girls 6.4 4.2718 

Boys 6.5333 3.2877 
58 -0.135 0.893 

 

Table 3 indicated that there was no significant difference in cognitive 

development among 3 years-old boys and girls. The P-value was 0.893, which was 

greater than level of significance at α 0.05. It means the difference of cognitive 

development between boys and girls was statistically insignificant.  

Table 4 
Cumulative percentages on different aspects of cognitive development 

 
 Boys  Girls  

Knowledge  57% 60% 

Comprehension 73% 64% 

Application  46% 62% 

 
Table 4 indicated that 57 percent of boys and 60 percent of girls had 

knowledge.73 percent of boys and 64 percent of girls demonstrated comprehension skills. 

46 percent of boys and 62 percent of girls could apply the knowledge.  
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Table 5 
Comparison among boys and girls in social development 

          
Gender Mean Std. Deviation df T-value P-value 

Girls 4.4333 3.0926 

Boys 4.6 2.9665 
58 -0.213 0.832 

 

The table 5 indicated that there was no significant difference in social 

development among 3 years-old boys and girls. The P-value was 0.832, which was 

greater than level of significance at α 0.05. It means the difference of social 

development among boys and girls is statistically insignificant.  

Table 6 
Cumulative percentages on different aspects of social development 

 
 Boys  Girls  

Social skills with adults  74% 78% 

Social skills with peers  70% 70% 

Social ethics  71% 70% 

General social skills  85% 86% 

 

Table 6 indicated that 74 percent of boys and 78 percent of girls showed social 

skills with adults. 70 percent of boys and girls demonstrated social skills with peers. 

71 percent of boys and 70 percent of girls exhibited social ethics. General social skills 

were demonstrated by 85 percent of boys and 86 percent of girls.   
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Table 7 
Cumulative percentages of motor, cognitive and social development 

 
 Boys Girls 

Motor development 85% 83% 

Cognitive development 59% 61% 

Social development 75% 76% 

 

Table 7 indicated that there was no significant difference among cumulative 

percentages of 3 years-old boys and girls in motor, cognitive and social developments as 

85 percent of boys and 83 percent of girls performed developmental tasks of motor 

development. Developmental tasks related to cognitive developments were exhibited by 

59 percent of boys and 61 percent of girls. 75 percent of boys and 76 percent of girls 

demonstrated tasks related to social development.  

 Above mentioned results do not show any significant difference among 3 years-old 

boys and girls in motor, cognitive and social developments. So the hypothesis is 

accepted. 

Conclusion and discussion 

On the basis of findings, following conclusions were drawn:  

Cumulative percentages and statistical analysis showed that there was no 

significant difference among 3 years-old boys and girls in motor, cognitive and social 

developments, although there was a slight difference in percentages of few items. More 

boys showed leg-skills than girls. Mostly boys could ride tricycle as compared to girls. 

The reason behind this might be that mostly boys had the opportunity to ride tricycle at 

home as compared to girls. Girls are mostly considered to play with dolls and engaged in 
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indoor activities. Mostly boys play with vehicles, construction toys and action games 

such as football or soccer. Girls prefer art activities like doll play and dancing.  

Data related to cognitive development showed that boys had more comprehension 

ability but girls applied the knowledge more. There are many studies which suggest that 

there are no astronomical differences among boys and girls in cognitive development and 

many studies suggest that gender influences the cognitive development. Leahey (2001) 

states that boys' mathematical skills are superior to girls' has been a controversial topic 

among social scientists for decades. There are many other factors which could be 

influencing the performance of children. Experience and environment are one of them. It 

is suggested that parents and teachers should have the knowledge of developmental tasks 

of certain age. They should be meticulous about experience child is having and 

environment in which child is interacting. They should use appropriate methods to 

actuate and help children master appropriate developmental tasks. Creation of various 

situations for acquisition of a specific developmental task for children is must. It is 

further emphasized that astute observation and individual attention is necessary in 

identification of any atypical behavior of child. 
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Teacher Hiring Practices: Illinois Principals’ Perspectives 
 

  
If you meet with almost any group of school administrators and ask them to 

identify the most critical factor in improving schools and increasing student achievement, 

they would most likely say having an outstanding faculty is the key. Common wisdom 

among principals is that nothing is more important to the overall success of the school 

than selecting excellent teachers. In fact, most principals would probably say that making 

faculty selection a top administrative priority often translates into increased school-wide 

success. These perceptions are indeed well supported by a growing body of research 

which has established a direct link between effective teaching and increased student 

achievement (Tucker and Stronge 2005; Stronge 2002; Marzano Pickering, and Pollock 

2001; Fullen 2001; Danielson and McGreal 2000). 

School administrators today are under a great deal of pressure from multiple 

stakeholders not only to ensure that students are provided a high quality educational 

program but also to document their achievement (Kersten and Israel 2005).  Whether this 

pressure emanates from parents and school board members or governmental authorities 

who attempt to force accountability standards on educators, principals recognize that their 

success is often tied to school improvement and increased student achievement. 
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Consider for a moment the most recent extension of federally driven educational 

reform, No Child Left Behind (NCLB). Not only does NCLB mandate increasing student 

achievement, but it also includes provisions designed to raise the quality of teaching by 

directing school districts to employ “highly qualified” teachers: those who are fully 

certified and have proven subject area competence (Mosley 2006; Beyer and Johnson 

2005). These NCLB requirements are supported by research which shows that a 

significant portion of the difference between high and low achieving students is teacher 

quality (Stronge 2002). Given the pressures principals feel to improve student 

achievement and the growing evidence which links effective teachers to increased student 

learning, is it any wonder that the selection of teachers is such an important responsibility 

of the principal?  

 

Employment Outlook for Teachers 

 Since teacher selection is a significant priority, principals need to understand the 

teacher employment market. Unlike the administrative market which, in general, has 

more demand than supply (Kersten 2006), the teacher candidate market varies widely 

depending upon subject area or grade level and type and location of the school district. 

Consequently, administrators who seek to employ outstanding teachers can enhance their 

recruitment and selection practices if they understand both current and projected teacher 

employment market data. 

What is the employment outlook for teaching? Overall, candidates seeking a 

teaching position will find a favorable market. In fact, the Bureau of Labor Statistics 

([BLS] 2006) reports that teaching opportunities throughout the United States are 
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projected to range from good to excellent over the next ten years with variances in some 

localities, at certain grade levels, and in particular subject areas.  

 Several factors are driving the overall teacher employment market. One of the 

most important is population growth, which is area specific. In the west, particularly in 

Arizona, Alaska, California, Hawaii, Idaho, Nevada, New Mexico and Arizona, the 

growth of teaching positions parallels the growing population as more people move into 

these states ([BLS] 2006). In fact, Clark County School District officials in Nevada report 

that they began the 2006-2007 school year short 400 teachers and as of spring 2007, 

teacher applications were down approximately one-third from the same period last year 

(Richmond 2007).  

  The Bureau of Labor Statistics (2006) notes that many southern states are 

experiencing enrollment growth similar to the west but are a slower rate. However, two 

states in particular have strong demand for teachers. In  Florida, the Florida Department 

of Education reports a projected teacher shortage for 2007-08 of 22,000, which represents 

12% of the classroom workforce (King 2007), while in North Carolina the need for 

teachers in most areas is particularly high (Schultz 2007). 

 In other parts of the country, including the northeast and midwest, population 

growth is slow or in some instances even declining as more people move south and west. 

As a result, fewer teaching opportunities are available. It is interesting to note that some 

increase in teaching vacancies is expected in specific subject areas, but these are being 

driven by other factors beside enrollment growth ([BLS] 2006).   

 One of these factors is teacher retirements. The Bureau of Labor Statistics ([BLS] 

2006) reports that the majority nationwide teaching vacancies will result from the 
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anticipated retirements of large numbers of teachers through 2014. Contributing further to 

this candidate friendly employment market are individual state retirement provisions, 

such as Illinois’, which allows teachers who have completed 35 years of public school 

service to retire with full pension benefits as early as age 55 ([TRS] 2007). As state early 

retirement plans coincide with the large numbers of teachers presently in their 40s and 

50s, the need for more teachers over the next decade will increase (College Grad 2007).       

Finally, teacher turnover, particularly those who leave the profession after just a 

few years, is responsible for a significant portion of the vacancies. Graziano (2005) 

reports that over 200,000 teachers are hired nationally, and that approximately 14% leave 

the profession after their initial year. The attrition rate climbs to 33% after three years. 

Although this turnover rate is high, it is important to note that the greatest percentage of 

turnover is primarily in urban and rural areas where half or more of the students receive 

free or reduced lunches (Graziano 2005). 

 

Market Demand 

 Even though the overall demand for teachers is positive, actual vacancies vary 

depending upon the grade level and subject area. Both the Bureau of Labor Statistics 

(2006) and the American Association for Employment in Education (AAEE) (2007) 

report that nationally, school districts generally are experiencing a shortage of teacher 

candidates in special education, bilingual/English as a Second Language, chemistry, 

physics, and mathematics. These shortages are driven primarily by a small candidate 

pool. 
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 The ([AAEE] 2007) which tracks nationwide teacher employment market needs 

annually highlights several additional areas. These include: general science, biology, 

reading, languages particularly Spanish and Japanese, and speech pathology. This 

candidate shortage is reported by AAEE even in the Midwest and northeast where overall 

demand is weaker. 

 

Market Supply 

 What characterizes the teacher employment market is variance. While school 

administrators must often select teachers from a small candidate pool in certain subject 

areas or grade levels, in others the number of candidates exceeds the demand. The AAEE 

(2007)  identified an oversupply of candidates in social studies, physical education, and 

primary elementary grades. Other subject areas are projected to remain relatively 

balanced with most differences a function of local factors. For example, urban and rural 

school districts will have teaching opportunities even in subject areas where nationally 

the supply of candidates either meets or exceeds the demand ([BLS] 2006). 

Demographics are also a factor in candidate marketability. The National 

Education Association reports that the number of male teachers in the United States is at 

its lowest point in 40 years and that men comprise only nine percent of elementary 

teachers (Chmelynski 2006). Similarly, the ([BLS] 2006) projects intensified efforts to 

recruit minority candidates as minority enrollments surge and teachers remain in short 

supply. Both groups can expect to find a candidate friendly employment market.  

 

Problems and Purposes 
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 As the demands for school improvement and increased student achievement 

continue to grow, principals will need to recruit and select teachers who have the 

knowledge, skills, and commitment to excellence necessary to meet these demands. 

Given the realities of the teacher employment market, principals who understand the 

latest best practices in the teacher selection process will be at a distinct advantage. Failure 

to make the hiring process a high priority or the use out-dated faculty recruitment and 

selection practices may result in the employment of teachers who are not prepared to 

respond to the challenges inherent in the educational improvement process. 

 Through a thorough understanding of hiring process best practices, principals will 

be better prepared to develop teacher selection processes which lead to the employment 

of outstanding teachers, particularly those with the knowledge and skills to make a 

significant difference in student learning. This study was designed to identify Illinois 

principals’ insights into the latest practices in teacher employment. As a result, this study 

seeks to answer the following questions: What recruitment strategies do principals 

employ in their teacher selection processes? What candidate application materials do they 

require? What components do they include in their selection processes? Who makes the 

final hiring decision?  

In addition to the selection process components, both principals and teacher 

candidates would benefit from understanding what principals have observed about both 

successful and unsuccessful candidates. This study also seeks to investigate the following 

questions: What qualities do principal look for in successful teacher candidates? What do 

candidates do that hinders their chances for selection?  
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Finally, since principals typically lead the teacher selection process, their unique 

perspectives on how candidates can best prepare and present themselves would be 

beneficial. As a result, this study seeks to identify the following: What advice would 

principals offer teacher candidates to enhance their chances of selection? 

 

The Research Study 

Context. Illinois is a state characterized by large numbers of school districts and a 

diverse population. Approximately 2,111,706 Illinois public school students are served 

by 873 school districts configured as K-8 elementary, 9-12 high school, or K-12 unit 

districts in rural, suburban, and urban settings. These include 44.6% minority students 

(Ruiz and Koch, 2007). 

 This study, which was conducted from February through May, 2007, surveyed 

398 Illinois principals who were randomly assigned to the research sample from all 

public school principals in the state. A state-wide versus local study was selected to 

provide richer, more useful data reflecting greater school district diversity. 

  

Participants. A one-stage simple random sample was chosen for the study (Fowler, 

2002). Of the 398 principals surveyed, 142 participated which represented a 35.7% 

response rate. This included 84 elementary, 30 middle school, 23 high school (9-12), and 

3 K-8/K-12 principals. These principals averaged 7.24 years of experience with a range 

of 1 to 44. 
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Questionnaire. A three-part self-administered survey was developed and tested with a 

panel of school administrators, all of whom are either practicing principals or former 

principals now serving as central office administrators. After modifying the instrument 

and procedures, the questionnaire was approved by the university Institutional Review 

Board. 

 Part I asked principals to provide demographic data including position, type of 

district, years of principal experience, enrollment of the school and district, and percent 

of free/reduced lunch students. 

 In Part II, principals rated their perceptions of the quality of their current teachers 

as well as the preparation of those hired in the past two years using a five point Likert 

scale with 1 strongly agree, 2 agree, 3 no basis for judgment, 4 disagree, and 5 strongly 

disagree. In addition, they were asked to identify their teacher recruitment strategies, 

required application materials, and selection process components.  

 Part III included six items. Principals were asked: 

 Who makes the actual hiring decision; 

 What qualities do they look for in successful candidates;  

 What do candidates do to hinder their selection; 

  What advice would they offer candidates to enhance their chances for success;  

 What one interview question would they be sure to ask; and, 

 What improvements would they suggest for teacher preparation programs?  

 

2008 HICE Proceedings 
Page 4725



 9

Data Collection. A web-based survey method was used for data collection. Principals 

who were randomly selected from an email list of all principals in Illinois were emailed a 

survey and cover letter, which included contact information of the researcher. 

 

Data Analysis. Data were entered into Microsoft Excel 2002 to obtain frequencies and 

percentages of closed-end responses. Data were analyzed to identify any trends that 

might appear within the categories (Maxwell 1996). Through an inductive analysis 

(McMillan and Wergin 2006) “data are gathered first and synthesized inductively for 

understanding. Conclusions are grounded from the bottom up” ( 94). In the results 

section, any unique differences attributable to one of the underlying demographic 

characteristics are reported. 

 Open-ended qualitative responses were analyzed through data reduction, display, 

conclusion creation, and triangulation to identify trends (Berkowitz 1997). Both the 

researcher and a school administrator independently completed data reduction, display, 

and triangulation to develop conclusions. They shared their data identified themes with 

each other following this process. While this does not guarantee reliability and validity, it 

does provide “dependable results” (Guba and Lincoln 1981, 146) which can be replicated 

and retested to increase reliability and validity (Merriam 1998). 

 Some data proved non-relevant. As a consequence, principals’ perceptions of the 

quality of their current teachers and the preparedness of their newer faculty members, 

interview questions they would ask, and suggestions for teacher preparation programs 

were not included in the results.  
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Results 

 For each of the survey items, results represent all participants. Principal responses 

are reported as a percentage of total respondents for each item rather than of total 

responses. Since participants often provided multiple responses, the higher the 

percentage; the more frequently it was mentioned. In instances in which unique 

differences were identified after inter-data analysis based on demographic figures, these 

are noted.  

 

Recruitment Strategies. Principals reported that advertising on the school district 

website (68.0%) and job fairs (63.1%) are their most common recruitment strategies 

(Table 1). Rural and school districts under 1000 students, in particular, were the least 

dependent on the district website as a recruiting tool. Urban and suburban as well school 

districts with 4,000 or more students relied most heavily on job fairs. Similarly, middle 

and high schools and school districts with free and reduced student populations greater 

than 50% advertised vacancies more frequently through university career centers. Over a 

quarter (27.9%) of the respondents identified the local newspaper as a recruitment tool; 

however, this was primarily in rural districts and those with 4,000 students or less.  

National publications such as Education Week (0.8%) and search firms (0.8%) were 

rarely used to recruit teachers.  

 

Table 1. Recruitment Strategies 

 

Strategy     Responses of Principals 
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District Website        68.0% 

Job Fairs      63.1% 

University Placement Center    43.4% 

Local Newspapers     27.9% 

Other Websites     22.1% 

Solicitation Calls to Other Districts/Colleagues 23.0% 

Solicitation Calls to University Professors  18.9% 

Professional Associations    14.8% 

Solicitation Letters to Other School Districts   1.6% 

National Publications      0.8% 

Recruiting Firms      0.8% 

 

 

Required Application Materials. A substantial number of school districts still require 

candidates to submit their resumes, transcripts, and credential files or letters of reference. 

Also common are online and paper applications (Table 2). Online applications, however, 

are most prevalent in suburban and urban school districts while paper applications are 

still widely used in rural areas. The continued use of credential files, particularly at the 

high school level, is worth noting. School districts still do not require traditional 

portfolios (3.3%) and rarely ask for digital versions (0.8%). Clearly these are not yet seen 

as valuable tools in the selection process even though university teacher preparation 

program often require students to develop them. The most often mentioned additional 

items were teaching certificates and criminal background checks. 
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Table 2. Required Application Materials 

 

Strategy     Responses of Principals 

Resume         82.0% 

Transcript      77.0% 

On-line Application     55.7% 

Cover Letter      52.5% 

Credential File      46.7% 

Paper Application     44.3% 

Letters of Application     41.0% 

Paper Portfolio      3.3% 

Digital Portfolio      0.8% 

 

Selection Process Components. To a large extent, school districts continue to employ 

traditional selection processes (Table 3). However, candidates can expect to participate in 

multiple interviews with various stakeholders ranging from phone (20.5%) and regular 

screening (65.6%) to building-level administrative (82.0%) and central office (28.7%) 

interviews. Of particular interest was the high percentage of school districts which 

include teachers in interviews (79.5%). This may reflect the growing prevalence of 

decentralization and collaborative leadership. Central office administrators were most 

likely to participate in the interview process in smaller and rural school districts. 
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 In contrast, principals reported very little parent or community (0.8%), school 

board (0.8%), or student (0.3%) involvement in faculty selection. Faculty hiring decisions 

are primarily the purview of the professional staff. 

 The use of demonstration teaching lessons was reported by only 2.4% of the 

principals. At this point, candidates are only occasionally expected to complete a 

demonstration lesson as part of the process.  

 Principals who offered additional comments most often indicated that they 

utilized one of the two most well known structured interview tools: Ventures for 

Excellence or Gallup’s the Teacher Perceiver. A few referenced the use of site-based 

interview teams and candidate site visit observations. Others said that they employ on-

line interview screening questions to sort candidates prior to the screening interview 

stage. Finally, in a few instances, candidates are expected to complete an on-site writing 

sample. 

 

Table 3. Selection Process Components 

 

Components     Responses of Principals 

Interview with Building Administrator(s)  82.0% 

Interview with Faculty    79.5% 

Screening Interview      65.6% 

Interview with District Office Administrator(s) 28.7%      

Phone Interview     20.5 % 

Demonstration Teaching Lesson     7.4% 
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Interview with School Board      2.5% 

Interview with Parents/Community     2.5% 

Interview with Students      0.8% 

 

 

Open-Ended Responses. In Part III of the study, principals were asked to respond to 

several open-ended questions. For the first item, they were asked to identify the final 

hiring decision-maker. For the remaining three items, principals were asked to draw upon 

their experience to identify what candidates typically do to enhance and hinder their 

selection and to offer advice to candidates on what they can do to increase their chances 

for employment success. The higher the percentage; the more often it was mentioned by 

respondents.  

 

Final Decision-Maker. Although it is common for a variety of groups to participate in 

the interview process, an important consideration is to understand who actually makes the 

final hiring decision. Table 4 shows that the primary responsibility for teacher selection 

remains with the principal. However, in over 40% of the searches, someone other than 

the principal either selects the teacher or shares in the employment decision. What was 

particularly noteworthy was that teachers served on teams (8.4%) which had the decision-

making authority and in almost 2% of the processes were completely responsible for 

selecting their colleagues. This level of increased delegation of responsibility for teacher 

selection is a trend which will warrant additional monitoring over the next several years 
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as school administrators continue to bring other stakeholders more frequently into school-

based decision-making. 

 

Table 4. Responsibility for Hiring Decision 

 

Strategy     Responses of Principals 

Principal      57.9% 

Superintendent     10.3% 

Board of Education     10.3% 

Principal with Superintendent/Personnel Director   8.4%  

School-Level Team       8.4%  

District Personnel Director      2.8 % 

Teacher Team        1.9% 

 

 .  

Qualities of Successful Candidates. The most frequently identified quality was their 

ability to demonstrate during the interview that they were knowledgeable and up-to-date 

in the field (22.3%). Principals want teachers who know the latest research, trends, and 

best practices in the field and can explain how they have used this knowledge in either 

their student teaching or regular classroom experience. These candidates when asked 

about educational issues such as balanced literacy or standards-based instruction, can link 

their knowledge to their personal experience. The best candidates also have a strong 

grasp on best practice instructional methodology and the subject matter most effective at 
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their respective levels. In addition, these candidates not only understand successful 

classroom management but can explain how they have incorporated strategies into their 

teaching experience. 

 Principals (13.7%) want teachers who present themselves as hard workers with a 

strong work ethic. They prefer to hire teachers who are highly self-motivated, 

enthusiastic, and energetic as well as willing to who invest the time and energy necessary 

to make a difference both with students and in the school. As one principal noted, they 

will do whatever it takes to get the job done including accepting extra duties. 

 In addition to being well prepared and invested, principals want to employ 

teachers who have strong interpersonal skills.    Ten and one half percent said that 

candidates who appear friendly, caring, tactful, and empathetic as well as show a sense of 

humor are desirable. During the interview process, these individuals tend to be outgoing, 

people-centered, and personable. Often they are self-reflective and eager to be part of the 

school team. 

 Mentioned almost as often as people skills was the importance for candidates to 

be student versus self-focused (9.4%). Those who discuss how much satisfaction they 

feel when they help students succeed and express a commitment to children as well as an 

unwavering belief that all children can learn were highly valued by principals. The 

strongest candidates truly respect children and enjoy being around them.  

 Principals also value team players (7.2%). They are looking to hire teachers who 

see themselves as part of the school team and have the positive personality necessary to 

collaborate with colleagues. Not only must they exhibit a willingness to work in a team 

setting, but also must see themselves invested in the best interests of the school. 
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 Nearly as important as a team perspective was skillful communication. Seven 

percent discussed the value of strong verbal and written communication. Candidates who 

are articulate, show that they can express themselves well with adults and children alike, 

and can focus their responses during the interview enhance their candidacy. 

 Finally, two other qualities emerged. Candidates who presented themselves as 

having a passion for and commitment to children (4.6%) and those who appeared to be 

self-learners (4.3%) were valued.  

 

Hindrances to Success. While some candidates enhanced their chances, others hindered 

their selection. Sixteen percent of principals identified personal appearance as one of the 

two most common reasons that candidates were unsuccessful. Casual or distractive dress, 

unkempt clothing and appearance, gum chewing, and revealing clothing were mentioned 

most often. The same percentage also said that those who were unprepared hindered their 

employment success. Most had not researched the school district or position or were not 

prepared to answer even the most basic questions. When asked questions, they either had 

little to say, provided vague or “cookie cutter” answers, or tended to ramble. These 

individuals often did not answer the questions that were asked or failed to elaborate on 

their responses.  

 The next most frequently mentioned hindrance was lack of knowledge (15.1%). 

Candidates who were not up-to-date on the latest best practices and emerging trends 

provided shallow responses to instructional methodology, curriculum, or assessment 

questions, were unfamiliar with how to work with student diversity, and had a poor 

undergraduate academic record were often rejected. 
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 In addition to a lack of knowledge, principals reported that communication skill 

problems exclude a candidate (10.7%). Examples of common mistakes were: 

 Poor use of written and oral language; 

 Limited vocabulary; 

 Immature language choice; 

 Inability to create a positive dialog with the interviewer or interview committee 

members; 

 Inarticulate responses;  

 Over talking; and, 

 Poor body language. 

Finally, principals noted that unprofessional comments during the interview stage led 

to early rejection (3.4%). Examples included: 

 Speaking negatively about former students, teachers, administrators, districts, or 

student teaching; 

 Commenting that they do not like to work cooperatively; 

 Presenting a negative attitude and being critical of authority; and, 

 Inflexibility. 

 

Advice to Candidates. Since principals are the primary employment decision-makers 

and are integral to the teacher selection process, they are in a unique position to advise 

those seeking a teaching position. When asked for advice they would offer aspiring 

teachers, principals suggested the following.  

2008 HICE Proceedings 
Page 4735



 19

 Add teaching endorsements in such areas as bilingual/ESL, special education, 

mathematics, and science to provide maximum employment flexibility. 

 Build your professional knowledge base to ensure that you are as up-to-date as 

possible in order to respond fully to interview questions. Areas for particular 

focus may include those such as the latest best practices in special education, 

classroom management, instructional strategies and student assessment; state 

curriculum standards; balanced literacy; guided reading; and technology. 

 Research the community, district, and position as thoroughly as possible including 

the school’s website and its Illinois State School Report Card. 

 Carefully prepare all application materials. 

 Identify three or four themes to emphasize during the interview process and stay 

with them; 

 Practice your interviewing skills to hone your responses and develop confidence. 

 Dress and groom professionally. Particular items to avoid include facial jewelry, 

gum chewing, and suggestive or casual clothing.  

 Prepare questions to ask at the end of the interview which show your knowledge, 

professional judgment, and interest in the position. 

 Be on time for the interview.  

 Be personable and genuine as well as project confidence and humor during the 

interview process. 

 Show you have a team player attitude. 

 Always speak well of prior school districts or student teaching experiences. 
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 Provide direct, succinct responses to questions while answering the question 

asked. 

 Be honest, particularly if you don’t know how to respond to a particular question. 

 Provide specific versus generic responses which are grounded in your experience. 

 Express your own views rather than what you think the interviewer wants to hear. 

 Maintain a focus on students and student learning. 

 Show a willingness to participate in extracurricular activities. 

As one principal wrote, employers are looking for teachers who truly see teaching not as 

a job but a calling. 

 

Limitations  

 Since this survey which was distributed to a random sample of Illinois principals, 

generalizations are limited to Illinois.  Cautioned should also be exercised in drawing 

conclusions from the study data which had a response rate of 35.7% response rate. Those 

who did not complete the survey may have responded differently to particular items. 

Also, qualitative responses may be somewhat inconsistent. Only through replication of 

this study in other states and with broader samples may transfer of findings be possible. 

 

Summary 

 The primary purpose of this study was to understand Illinois principals’ 

perception on best practices in teacher selection. Results of the study may be useful for 

both school administrators who seek to employ outstanding faculty members and teacher 

candidates hoping to find a position. As the employment market data have indicated, the 
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need for teachers varies substantially depending upon grade level and subject as well as 

the type and location of the school district. With principals under great pressure today to 

improve schools and increase student achievement (Kersten and Israel 2005), the 

selection of faculty members in this highly competitive employment market is crucial to 

their success particularly in certain areas of the country and at grade level or in subject 

areas where the candidate demand exceeds the supply. Both employers and candidates 

must recognize and weigh these market factors if they are to be successful in the 

employment market.  

 In addition, this study was designed to identify the latest best practices in teacher 

selection. Principals who hope to attract and employ outstanding teachers must not only 

know the employment market but also understand how best to recruit and select faculty 

members if they hope to build a highly competent, professional faculty. A thorough 

understanding of best practices in teacher hiring, including recruitment strategies and 

interview process components, can facilitate faculty selection.  

 The wisdom offered by experienced principals can provide valuable information 

to those hoping to find a teaching position. By understanding what candidates do to either 

enhance or hinder their selection is useful information for those preparing to enter the job 

market. In addition, the advice principals offer candidates may make a substantial 

difference in their employment success.  
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Single-Gender Schools Revisited:  Further Research Information 
On The Pros and Cons of Single-Gender Schools 

In America 
 

Fred Parker 
Henderson State University 

 
 In a presentation to the 5th annual Hawaii International Conference on Education  
 
In January of 2007, research was presented (to be included at the end of this paper)  
 
regarding single-sex education and whether or not academic achievement was being  
 
helped.  This current paper presents new research on single-gender schools in America,  
 
including specific pros and cons of these schools. 
 
 New information has been found, the majority of it revealing a positive attitude  
 
toward the single-gender school.  A few negatives have been found as well.  For example,  
 
in a newspaper article from Cleveland, Ohio (The Plain Dealer, July 12, 2007), same sex  
 
or single-gender schools were opposed by the ACLU (American Civil Liberties Union).   
 
The primary ACLU argument is that single-gender schools are discriminatory – that  
 
separate in not equal when it comes to education.  The ACLU has also reportedly  
 
threatened legal action to force a school district in Louisiana (Plain Dealer).  Interestingly  
 
enough, single-gender schools across the nation have risen from three districts in 1995 to  
 
over three-hundred schools nationwide in 2007 (The Hartford Courant, June 12, 2007). 
 
  Proponents of single-gender schools say the segregated environment produces  
 
greater numbers of high achievers because the single-gender school eliminates the  
 
possible distraction of the opposite sex.  We know, from research that boys and girls  
 
learn differently.  Most researchers on sex differences find that biological, social and  
 
experiential factors contribute to learning differences.  This research shows that the  
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female brain develops more quickly.  Girls are generally better in language and reading  
 
skills, social control and attention spans.  Boys are better in spatial performance and also  
 
have higher basal metabolism rates which might be why they might have a more difficult  
 
time sitting still when they are younger and why their play is typically more physical than  
 
girls (Meehan, 2007). 
 
 Some studies show that single-gender schools give girls more freedom to pursue  
 
studies in male dominated specialties such as science and technologies and give boys  
 
more freedom to seek out courses in the arts.  In a report from Hartford, Connecticut  
 
(Hartford Courant, 2007), it mentions that the “demand for single-gender public  
 
education is mushrooming across the country.”  As gender separated classes have been  
 
popular and successful for many years – both parochial and private schools – there is  
 
every reason to believe that it can have the same effect on public school children.  
 
 The positives seem to outweigh the negatives when it comes to single-gender  
 
schools.  As an example, in a report from the Hartford Courant (2007) and article states  
 
the popularity of single-gender classes is soaring.  The article continues by saying that  
 
educators in the increasing number of schools with single-gender classrooms claim that  
 
tailoring lessons to gender helps them breaking down stereotypes and eliminate  
 
distractions.  A principal, Kathy Russell, says that the “single-gender class creates an  
 
environment where learning is more focused.”  Other successful single-gender school  
 
reports come from Arkansas and Texas.  In the Dallas Morning News (May, 2007), a  
 
headline reads:  A Formula That Works.  This tells of a Dallas Independent School  
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District school, Irma Rangel School that is highly successful.  The school houses over  
 
300 girls ranging from grades 6-10 and will be expanding to the 12th grade by the 2008- 
 
09 school year.  The demographics of this school are 27% Black girls, 61% Hispanic  
 
girls, 11% White girls and 1% of American Indian and Asian girls.  Sixty-two percent of  
 
these girls, as of the 2005-06 school year came from low income families.  In the TAKS  
 
(Texas Assessment of Knowledge and Skills) test , students from this school performed  
 
well above average in comparison to students in the Dallas District and at the state level.   
 
Below are the percentages of those 7th, 8th and 9th graders who passed specific tests verses  
 
the other two (Dallas and State) scores. 
 
                                READING                 MATH         WRITING    SOC.ST.  
 
RANGEL                 99%                             90%                 99%           99% 
 
DALLAS                  78%                             65%                 80%           73% 
 
STATE                      87%                            75%                 91%           84% 
 

One comment from a student at Rangel school, a 13 year-old, was “you get to be  
 

yourself.  When you’re in a school with guys, you worry about what guys think.”   
 

Important areas that seem to surround all single-gender schools, both boys and girls,  
 
seem to be that of Partnership – all areas of the community working together.  Parents  
 
Roles – that parents seem to drive the school’s growth. 

 
Though further research on single-gender schools is needed, it appears that there  
 

will continue to be tremendous growth of these schools.  Both boys and girls seem to feel  
 

at ease and more comfortable in single-gender classrooms.  Perhaps American public  
 
education needs to look further into the success rate of single-gender schools of Australia  
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and the United Kingdom where single-gender or single-sex education is readily available.                               
 
There have been major studies in England (2002) and Australia (2001) regarding single- 
 
gender schools.  In the England study, it was concluded that “in order to maximize                                          
 
performance, public schools should have about 180 students per cohort and be single- 
 
gendered.  The Australian report concludes that:  “Evidence suggests that coeducational  
 
settings are limited by their capacity to accommodate the large differences in cognitive,  
 
social and development growth rates of boys and girls aged between 12 and 16.  Boys  
 
and girls in single-sex schools were more likely to be better behaved and to find learning  
 
more enjoyable and the curriculum more relevant. 
 

As in the classroom, ceilings should not be placed on learners.  Like the  
 

classroom, it appears that fewer ceiling would occur in a single-gendered class or school.   
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Teaching the Teacher:  Thinking Out of the Box for All Students 

By 
Carol Oberg, Ph.D. 

Professor, Special Education 
University of La Verne 

 
Finding adequate and meaningful assessments is a constant challenge for all 

teachers. (Rulon, 2002)   This challenge occurs both in the public K-12 environment, as 
well as in graduate education courses for teacher candidates. Traditional paper pencil, 
forced choice assessment procedures may be limiting for students in all levels of 
education.  In the K-12 arena, students with special needs  as well as students from non-
dominant cultures and language groups,  possibly already limited in their reading ability 
and understanding of  English, are “negatively impacted” by traditional assessments in 
due to format and content styles. Estrin (2002)  Teacher preparation programs may also 
be stretched to think “out of the box” for assignments and tests while providing model 
approaches for students to practice and create. Alternative assessments, however, may 
provide just the right mixture of creativity, motivation and structure to allow credential 
candidates to learn new ways to test their students, while practicing in the University 
classrooms different formats. Alternative assessments may reveal not only what students 
know, but also how students learn, what motivates them to stay attentive and what areas 
require more attention.  

Alternative assessment may be considered any assessment of information that is 
non-typical, or rather different from the traditional true/false, multiple choice, short 
answer, or fill in the blank (or bubble) type of test.  Alternative assessment may consist of 
teacher observation, interviews, surveys, speeches, etc.  One specific type of alternative 
assessment is the performance assessment.  

 Performance assessments vary in style and content and are limited only by 
purpose and teacher creativity. Examples of performance assessments are: learning logs, 
posters, experiments, dance, debates, mock interviews, art works, and writing/performing 
music, among others.  In developing performance based assessments teachers need to 
consider the following:  1) what content is important for students to know, 2) how can 
students demonstrate their knowledge, 3) what are the criteria for competence and what 
will mastery look like, 4) how will feedback be provided, and 5) how will the results be 
used for further curriculum and instructional purposes. (O’Neil, 1996; Hall & Salmon, 
2003)  For example, teachers wanting to learn students’ knowledge about the federal 
government may have students work in groups creating posters describing the three 
branches, their history and purposes.  To learn about students’ money skills, teachers may 
create a store experience or a mock restaurant asking students to count money, give 
change, etc.; or older students may review stock prices and make judgments about a stock 
inventory.  In reviewing literature, students may create a brochure describing theme, 
character development, and plot construction.  These are examples of uses within the K-
12 setting.  What types of assessments, however, can be created at the adult level for the 
teacher credential students to: a) learn new methods of assessments, b) learn new 
methods of scoring the assessments, and c) practice these methods within their college 
classes? 
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The purpose of this workshop is to demonstrate how students in a special education 
credential program learn various forms of performance assessments, practice and model 
these assessments and then continue these methods within their own classes.  Participants 
will be offered various types of assessments formats and scoring formats, and also guided 
to create their own performance assessments for their classes. 
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The Effect of Role Play in Creative Drama Teaching 

on Adult Learners 
Abstract  
   Role play is one type of creative drama teaching. The role play programs are 
applied to the curriculum of English conversation class. The aim of the study is to 
explore the effect of role play in creative drama teaching on adult learners who have 
rich life and work experiences. Adult learners are involved in experiential learning 
activities, including improvisation, short play and story drama. Data of questionnaires 
gathered from thirty-six adult learners who go through one-semester creative drama 
teaching shows the effect as follows: (1) the role play programs can encourage adult 
learners to take responsibility for their actions by considering the implications and 
consequences of any decisions they might have to make; (2) the role play programs 
can provide adult learners with the continuity between their own thinking and 
language; (3) the role play programs can build up adult learners’ English ability; (4) 
the role play programs can help adult learners lower their language anxiety; (5) the 
role play programs can evoke adult learners’ imagination and promote their creativity; 
(6) The role play programs can reinforce the values of adult learners’ social awareness 
of how to cope with the problems in the play; (7) the role play programs can enhance 
the cooperated relationship among adult learners who work together and work for 
each other; (8) the role play programs can help adult learners with low proficiency not 
left behind; (9) the creative role play activity is more interesting and efficient to 
develop their imagination and creativity than the traditional teaching and learning; (10) 
creative role play activities strengthen adult learner’s confidence and self esteem. 
Key words: role play, creative drama teaching, adult learners 
 

1. Introduction 

    The curriculum of this study provides “role play” activities to develop students’ 

creativity.  The goal of the curriculum is to infuse creative learning into the life of 

adult learners through their imagination and creative problem solving process.  Also, 

how to use English fluently through role play activities is another core competence for 

adult learners in creative dramatic curriculum. 

2. Literature research 
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2.1. The Importance of Creativity on education 

At present, knowledge is the primary source of the new economy.  Yet while the 

underlying economic structures of society are undergoing a dramatic transformation, 

our educational structures are lagging behind (Seltzer and Bentley, 1999:9).  A 

central challenge for the education system is therefore to find ways of embedding 

learning in a range of meaningful contexts, where students can use their knowledge 

and skills creatively to make an impact on the world around them (Seltzer and Bentley, 

1999:10).  That is to say, educators should pay more attention to restructuring school 

curricula to develop students’ creative ability.  

    The definition of Creativity is hard to identify.  As Csiksentmihalyi (1996: 8) 

stated, “creativity is any act, idea, or product that changes an existing domain or that 

transforms a domain into a new one.”   As Sternburg stated, creativity, to a large 

extent, is a decision (Sternburg, 2003).  The theory, called the investment theory, 

concerns the decision to be creative.  It is based on the notion that creative people 

decide to buy low and sell high in the world of ideas (Sternberg and Lubart, 1995).  

Besides, creativity is the application of knowledge and skills in new ways to achieve a 

valued goal.  To achieve this, creative learners must have four key qualities (Seltzer 

and Bentley, 1999: 10-11): 

1. the ability to identify new problems, rather that depending on others to define 

them 

2. the ability to transfer knowledge gained in one context to another in order to solve 

a problem 

3. a belief in learning as an incremental process, in which repeated attempts will 

eventually lead to success 

4. the capacity to focus attention in the pursuit of a goal, or set of goals 

    Schools and colleges should know how to incorporate the key skills or 
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competences above into their teaching process.  Also, students should be expected to 

learn how to develop the skills such as communication, application of knowledge, 

working with others, use of information technology, problem solving and improving 

one’s own learning and performance. 

    Creative process is referred as “progressive problem-solving (Bereiter and 

Scardamalia, 1993)” or “learning your way around (Perkins, 1995:256)”.  Learners 

who meet the challenges will be capable of solving the problems.  So the most 

creative learners are not necessarily the persons adept at the answers but the persons 

able to identify the problems and know how to deal with them. 

 

2.2. Creative Drama Teaching  

Creative drama is an improvisational, non-exhibitional, process-centered activity 

where participants are guided to imagine, enact and reflect upon human experiences.    

The strategy clearly interfaces with adult learning research which advocates "teacher 

as facilitator" who guides learners toward enhanced self-direction and growth more 

than acquisition of information (Graves, 1991).  Creative drama includes dramatic 

play, story dramatization, improvisational drama, informal drama, and creative play 

acting (Ward, 1974).  

Creative drama teaching is different from theater classes.  Creative drama 

teaching pays more attention to the experience of participants and emphasizes the 

process instead of the product which is the main objective of theater classes in which 

preparation for performance is the most important of all.   

Creative drama teaching can help students develop imagination and creative 

expression.  The teaching goal is to help learners acquire language communication 

and cooperative skills, social awareness, problem-solving abilities, and self-concept 

enhancement.  As Rowland’s (2002) research, creative drama emphasized play as a 
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powerful way to learn, strengthened students’ self concept and increase self esteem.  

Hence, educators have to foster an environment where can make learners feel easy 

and comfortable in creative thinking and doing. 

 

2.3. Creative drama and creativity  

      Creativity is a form of interaction between the learner and his or her 

environment (Seltzer and Bentley, 1999: 10).  How to develop students’ creativity 

through creative drama is the main teaching goal in education.  The best way for 

educators in ESL class is to foster a good environment and to put learners in place 

where they can contribute to changes through creative drama teaching.   

     Here are some studies by researchers to prove the close relationship between 

creative drama and creativity.  According to Nunez‘s (2003) research, the use of 

creative drama techniques to train mental imagery in students has been suggested to 

help students find deeper meaning and provide understanding of complex 

relationships.  Through the imagination cultivation, students develop their creativity.              

Danner (2003) offered a creative drama enrichment program for arts school 

students and Rowland (2002) analyzed that the utilization of creative drama with 

students can strength students’ self concept and increase self esteem.  In a word, if 

teachers can provide a good learning environment for students, creative drama 

teaching really can arouse and develop students’ creativity.   

 

III. Method 

In class, researchers also as teachers made a good teaching program in which the 

short play, “The seven kids and the wolf”, was enacted by the role play.  After the 

role dramatic play, questionnaires were investigated.  The teaching program started 

with three stages.  The first stage was story introduction.  The second stage was the 

2008 HICE Proceedings 
Page 4751



brainstorming in which warm discussion and discourses between students aroused.  

The third stage was the enactment through good performance of role play.  

The questionnaires contained ten questions for 40 students to answer. The 

questionnaires checked if the students could take responsibility for their creative role 

play, learn by himself or herself, transfer his or her life experience to the learning, 

share creative ideas with others, use imagination, develop critical thinking, and do a 

good job in the role play.  Also, the questionnaires checked if the role play activities 

were able to arouse students’ interest and motivation to learn English, help develop 

students’ creativity, and build the learning confidence.   

 

IV. Result and Discussion 

     Questionnaires in this study were completed in class after all of the students 

finished the role play performance.  The recycling rate of questionnaires reached 100 

%.  All the data is valid.  The results of this study showed the effect of creative role 

play activities as follows:   

1. All of the adult learners consent that the role play programs can encourage adult 

learners to take responsibility for their actions by considering the implications and 

consequences of any decisions they might have to make. 

2. Most of the adult learners agree that the role play programs can provide the 

continuity between their own thinking and language. 

3. All of the adult learners the role play programs can build up adult learners’ 

English ability. 

4. Most of the adult learners agree that the role play programs can help adult learners 

lower their language anxiety. 

5. Most of the adult learners consent that the role play programs can evoke their 

imagination and promote their creativity 
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6. Most of the adult learners agree that role play programs can reinforce the values of 

the social awareness of how to cope with the problems in the play 

7. All of the adult learners agree that the role play programs can enhance the 

cooperated relationship among adult learners who work together and work for 

each other. 

8. Most of the adult learners agree that the role play programs can help adult learners 

with low proficiency not left behind. 

9. Most of the students agree that the creative role play activity is more interesting 

and efficient to develop their imagination and creativity than the traditional 

teaching and learning. 

10. Most of the students agree that creative role play activities strengthen their 

confidence and self esteem. 

 

V. Conclusion 

     Based on the creative drama teaching, creative role play activities enrich adult 

learners’ soul and life.  Most important of all, creative role play activities make 

language not only being as a symbol but a concrete situation and process (Chang, 

2007).  

    This study is only a case study which still has some limitations in there.  

Therefore, the further research is suggested to use more samples to make a 

comparison and more complicated statistics or tools to analyze the dada.   
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Abstract
In Taiwan, there is difference in vocational environment between kindergarten

teachers and childcare center teachers, in which, generally, public are superior to
private ones. Meanwhile, teachers’treatments differ in different private schools. For
example, some private schools offer well-design policies of reward and punishment,
reasonable workload, and a good relationship between principals and their members.
On the contrary, some ones haven’t sensible treatment as above. For the reasons,
therefore, the kindergarten teachers and childcare center teachers’job satisfactions
were affected by the treatments, and the lower job satisfactions affect children’s
learning.

In Taiwan, there is a lack of nationwide samples to study about kindergarten
teachers and childcare center teachers’job satisfaction, and so is the model of
integrated theories and variables. For this reason, we hope through nationwide
samples (in Taiwan) to explore the kindergarten teachers and childcare center
teachers’job satisfaction, and the effect of the social exchange, value fitness,
distributional fairness based on justice theory, exchange theory, and fitness theory.

For the representational concern, we conduct a random sampling in three different
levels, which are 1.kindergarten and childcare center, 2.urban and rural, 3.public and
private. According to the percentage of the numbers of kindergarten and childcare
center, if the schools are sampled, every teacher has to fill in the questionnaire. The
valid samples are 1424 from 22 counties and cities, and 229 schools.
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The results show: the average score on job satisfaction is 3.35 (ranged from 1 to 5),
which is a little higher than the middle level. It means the kindergarten teachers and
childcare center teachers’job satisfaction is not high. The feeling exchange, material
exchange, value fitness, distributional fairness are at a middle degree, although feeling
exchange is a little higher but has not reached the average, 4. The workload is
reasonable because it is not yet overloading. The average salary for kindergarten
teachers and childcare center teachers is N.T. 28000 every month and it is not good in
Taiwan. The kindergarten teachers and childcare center teachers like to work closer to
their homes because they only need fewer than 18 minutes to commute.

Meanwhile, according to the past literature, we generalized some variables which
relate to teachers’job satisfaction. They are types of schools (such as public/private,
kindergarten/childcare center, classes), teachers’characteristics (such as marriage,
educational degrees, seniority, types of classes), and job treatment (such as salary, the
time from home to work, feeling exchange, material exchange, value fitness,
distributional fairness, workload). In this study, we have controlled all variables above
through OLS regression to figure out the pure effect on every variable to job
satisfaction. The results show public teachers have a higher job satisfaction than
private ones; the more seniority that teachers have, the higher job satisfaction they get;
the higher feeling exchange with principal that teachers feel, the higher job
satisfaction they get; the higher value fitness with principal that teachers feel, the
higher job satisfaction they get; the higher material exchange and distributional
fairness that teachers feel, the higher job satisfaction they get; the higher workload
that teachers have, the lower job satisfaction they get. Of all the results above,
material exchange is the most important variable because it has the strongest effect to
job satisfaction. The second is distributional fairness and the third is value fitness.
Therefore, to rise material exchange is the most important way to rise teachers’job
satisfaction.

Generally, people think the kindergarten teachers and childcare center teachers
have low satisfaction because of salary but the empirical analysis reveals the salary no
significant. The reason is these teachers’salary has no much difference to private
schools when we contrast on antecedent interview study and then we can understand
it. As we know, if schools can provide better rewarding, it can encourage teachers and
rise job satisfaction. Meanwhile, the results show social exchange, value fitness,
distributional justice based on the theories have interpretable effect for the
kindergarten teachers and childcare center teachers in Taiwan. R2 of the model in this

study is .44 so that the result has valuable reference to understand job satisfaction of
the kindergarten teachers and childcare teachers in Taiwan.
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Abstract 
  
        The purpose of this research is to answer two questions: 1) What are the advantages and 

disadvantages of appreciative inquiry (AI) as a change intervention; and 2) What are the 

implications of AI for workforce education and development? Based on the hypothesis of David 

Cooperrider (Salopek, 2006) that human systems move in the direction of questions asked, AI is 

widely used throughout the world as an individual and organization development (OD) tool for 

designing and progressing to a preferred future. AI involves a series of interrogatories, stories 

and discussions that bring to light life forces within individuals and bring to the surface aspects 

of what energizes individuals on-the-job.  

Historical Perspectives 

          The concept of AI was identified by doctoral student David Cooperrider and his academic 

supervisor, Suresh Srivastva, during a consulting assignment in which the shortcomings in the 

human side of the organization were identified at the Cleveland Clinic (Philips, 2004). In a 

discussion with Salopek (2006), Cooperrider stressed the need for inquiry rather than 

intervention, stating his hypothesis that human systems move in the direction of questions asked. 

Further, Cooperrider defined change as moving from positive to positive. He viewed 
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organizations as centers of human relationships, linked to strengths rather than entities with 

deficiencies requiring fixing. 

       Cooperrider, Srivastva and others developed AI to complement the standard use of the 

action research (AR) approach to organization development by focusing on the positive and 

giving more importance to participation and collaboration (Van der Haar & Hosking, 2004).  

In contrast to traditional change theory and its focus on problem solving, AI stems from research 

into what gives life to an organization rather than problem solving (Loty, 2005).   

      AI is an exploration of the best in individuals (Van Oosten, 2006).  According to Mantel and 

Ludema (2000), AI is a method of discovery into what gives life to the system when it is at its 

best economically, socially and environmentally. Ramsey (2006) called AI a visioning process 

that formulates actionable goals by building on the existing vision. Philips (2004) posited that the 

questions we ask and our conversations influence our perceptions of the world. Kello (2006) 

considered AI to be a form of positive psychology used to improve organizational effectiveness 

by analyzing what is working and how to expand the positive. 

        Success is a key topic within the AI literature. Johnson & Leavitt (2001) posited that AI is a 

tool for transforming organizations by focusing on success and on learning from success.  

Cooperrider and Whitney (as cited in Mujtaba, 2006) expanded this concept to include learning 

from both past and present successes. Cooperrider and Whitney viewed AI as a search for the 

reason for success rather than a search for the cause of the problem.  

      From their personal experiences, Ludema, Whitney, Mohr and Griffen (as cited in Bushe & 

Kassam, 2005) listed more than 75 governments, communities, businesses and organizations that 

have significantly used AI. A worldwide portal for sharing academic resources and AI tools may 

be accessed at http://appreciativeinquiry.cwru.edu  (Loty, 2005). 
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AI  Principles 

       Cooperrider and Srivastva (as cited in Bushe & Kassam, 2005) enunciated four principles 

for AI. The first principle is that the inquiry must begin with appreciation rather than problem 

solving. The second principle is that the inquiry must be applicable to the system so that action 

can be taken. The third principle is that the inquiry must be provocative in order to create images 

that are compelling to system members and provoke them to action. The fourth principle is that 

the inquiry must include participation from all system members.  An additional five principles 

were added by Cooperrider and Whitney (as cited in Bushe & Kassam) in response to concerns 

about the place of problem-solving in change efforts. According to Van Oosten (2006), these 

next five principles suggest that positive imagery generates positive action. These five principles 

are more frequently found in the AI literature than the previous four.  

        The fifth principle is the constructionist principle. Bushe and Kassam (2005) posited that 

this principle is based on the theory that what we know and what we do are closely interwoven 

and that organizations are socially constructed realities. The first questions asked in a change 

intervention create the future (Van Oosten, 2006). Whitney and Trosten-Bloom (as cited in Van 

Vuuren & Crous, 2005) posited that reality is created socially via language and conversations. 

Philips (2004) stated that individuals create reality individually and collectively because there is 

little, if any, objective reality. 

     The sixth principle is the simultaneity principle and according to Bushe and Kassam (2005), it 

is based on the belief that inquiring into human systems changes those systems. Inquiry and 

change are simultaneous events (Van Oosten, 2006). Whitney and Trosten-Bloom (as cited in 

Van Vuuren & Crous, 2005) posited that change begins when the question is asked. Asking 
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questions influences what people give attention to by drawing attention to the subject of the 

question (Philips, 2004).  

    The seventh principle is the poetic principle. According to Bushe and Kassam (2005),   

organizational life is expressed in the stories members tell each other so that the organization’s 

story is constantly co-authored. Like good poetry, the organization’s story is evolving and co-

authored (Van Oosten, 2006). Bushe (as cited in Bushe & Kasaam) posited that storytelling 

enables members to make sense of their experiences in organizations. Whitney and Trosten-

Bloom (as cited in Van Vuuren & Crous, 2005) felt that what we choose to study creates the 

world as we know it. 

    The eighth principle is the anticipatory principle. According to Bushe and Kassam (2005), 

what we do today is guided by our image of the future. The reality is that leaders are continually 

anticipating or planning their futures (Van Oosten, 2006). Whitney and Trosten-Bloom (as cited 

in Van Vuuren & Crous, 2005) theorized that the more positive and hopeful the image of the 

future is, the more positive and hopeful will be the present day’s actions. 

      The ninth principle is the positive principle.  Bushe and Kassam (2005) defined it as 

momentum and sustainable change that requires positive affect and social bonding. The more 

positive the intervention, the more effective the change (Van Oosten, 2006).  Hope and 

inspiration are two examples of dedicating energy to change (Van Oosten). Whitney and 

Trosten-Bloom (as cited in Van Vuuren & Crous, 2005) posited that positive questions lead to 

positive change.   

     Whitney and Trosten-Bloom (as cited in VanVuuren & Crous, 2005) added another three 

principles. The tenth principle is the wholeness principle, which posits that bringing all 

stakeholders together stimulates creativity and builds collective capacity. The eleventh principle 
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is the enactment principle, which posits that positive change results when a living model of the 

ideal future is the process used to create the change. The twelfth principle is the free choice 

principle, in which free choice stimulates excellence and positive change. 

    Philips (2004) contrasted AI with typical training and development methods. If one 

understands the specific steps involved in the method, one is able to provide the necessary 

training and development effectively. Philips considered AI to be as much a belief system as a 

method. Therefore, he concluded that if one wished to use AI in  training or development, one 

would need to believe the AI principles (previously mentioned in this paper) and the assumptions 

of AI (which follow). 

AI Assumptions 

           Murrell provided these AI assumptions: 1) People have more confidence to journey into 

the future (the unknown) when they carry parts of the past (known); 2) AI depends on a life-

affirming position rather than a problem-focused one - herein lies the foundation of hope; 3) In 

all human societies and organizations there is much that is good but overlooked; 4) Accepting 

the people as fully human means not attacking their views; and 5) Reality is a social 

construction, not necessarily objective or verifiable (1999). Hammond (as cited in Lewis & 

Tiem, 2004) suggested that AI operates from these seven assumptions: 1) In every organization 

or group, something works; 2) What one focuses on becomes reality; 3) Reality is created in the 

moment and there are many realities; 4) The act of asking questions influences the group or 

organization in some way; 5) If carrying parts of the past forward, carry the best of the past; 6) 

Valuing differences is important; and 7) Reality is created by the language used. 

        Cooperrider (as cited in Loty, 2005) contrasted the AI assumption that an organization is a 

mystery waiting to be embraced, with the problem solving assumption that an organization is a 
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problem to be solved.   Assuming the organization is a solution waiting to be embraced calls for 

different processes and language than the usual managerial organizing function of a problem 

waiting to be solved (Fry, 2000).  Van Oosten provided to AI the assumption that the positive 

core in people and organizations is largely untapped and beholds endless inspirational stories of 

people or organizations operating at the peak (2006). Examples of excellence can be found in 

people, organizations and social relationships and can be magnified to enhance health and 

vitality (Mantel and Ludema, 2000). 

Advantages of AI 

Minimizes Resistance to Change 
 
      According to Cooperrider, Sorensen, Yaeger and Whitney (as cited in Lewis & Van Tiem, 

2004), AI has been used successfully, within the field of OD, to minimize resistance to change 

and to build on best practices. Since AI focuses on what people feel is working, the resulting 

change is not seen as externally enforced but rather embraced as desirable (Carter, 2005). Also, 

because the staff have the opportunity to provide input into the AI process, they are more likely 

to buy-into the final change. The staff is more likely to feel less threatened because AI does not 

seek to tear down current systems (Mujtaba, 2006).   

Creates an Upbeat Mindset 

      Along with action research (AR), AI is an approach used to improve organizational learning 

and performance (Egan & Lancaster, 2005). However, Fry (2000) called AI an exercise in 

anticipatory learning rather than problem solving for the organization. AI is inspiring and open-

ended and creates an upbeat mindset which energizes the whole organization (Ramsey, 2006). AI 

gives people new ways to think and talk about their organization (Bushe & Kassam, 2005).  

Individuals and organizations utilizing the AI approach are opened to new ways of thinking 

2008 HICE Proceedings 
Page 4763



                                                                                                                                        7

(Lewis & Van Tiem, 2004).  Loty (2005) described AI as an intervention that taps into creativity 

and innovation to produce the best within the organization.  AI fosters imagination and 

innovation rather than criticism and negativism (Mantel & Ludema, 2000). 

Builds Appreciation and Cooperation 

      In a qualitative study Egan and Lancaster (2005) interviewed 14 OD practitioners, who 

responded that AI invites workers at all levels of the organization to participate in the change 

process. By working the AI process together, workers at all levels discover the strengths of the 

system and develop an appreciation for the strengths of those around them. AI improves 

cooperation among workers and tends to improve self-development as well as interpersonal 

skills.  

Motivates Change based on Past Achievements 

            Faure (2006) cited motivation for change as originating in employee pride in the 

organization’s past achievements. Don’t most people want to be part of a success story? 

Katzenbach (as cited in Faure) considered pride to be the world’s greatest motivational force. 

AI’s focus on an organization’s past achievements opens new paths for change, produces 

confidence in the outcomes and yields positive emotions. Faure cited as an example an unnamed 

company with a CEO who departed from the usual top-down approach, opting instead for an 

inquiry into which leadership behaviors best build pride. Faure reported this approach can be 

effective in achieving transformational change.    

Brings out the Best 

     Mantel and Ludema (2000) posited that the AI approach to finding, magnifying and 

amplifying excellence, courage, hope and resilience within the person, organization and culture 

is contagious. AI seeks to highlight those unique points of personal and organizational peak 
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experience rather than focusing on deficits. The AI approach brings out those human qualities 

that enable organizations to thrive in their own locations and cultures. Consequently, AI attracts 

people and brings out the best in people and organizations. The realization of another’s strengths 

and their mutual traditions and practices strengthens relational bonds and builds community, 

even across race, culture, geography, religion and wealth (Mantel & Ludema).  

Awakens Common Higher Values 

        Mantel and Ludema (2000) viewed AI as a tool for connecting organizations to something 

Cooperrider and Whitney (as cited in Mantel & Ludema) called the “positive core”, which is the 

imagination, strength, tradition and passion of the organization. AI inquiry brings that positive 

core into evidence so it can be articulated. The members of the organization can focus on their 

common higher values, such as cooperation, respect or awareness of the divine, and use those 

shared values to design their preferred future.   

Maximizes Process and Results 

     Mantel and Ludema (2000) posited that AI maximizes process and results simultaneously 

because it addresses strategy, process and implementation. The positive questions that AI asks 

generate new learning about resources that make organizing actions possible. Putting the locus of 

inquiry into the hands of the local unit and inviting affirmation of the positive core shifts power 

relationships without shirking accountability for results (Mantel & Ludema). 

Encourages Creation of a Preferred Future 

         Through inquiry AI compels participants to co-create a preferred future (Ramsey, 2006). 

Why is creating a preferred future important? According to Whitney and Trosten-Bloom (as 

cited in Van Vuuren & Crous, 2005), the more positive and hopeful the image of the future, the 

more positive and hopeful will be the present day’s actions. Based on the AI assumption that 
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people would rather do a good job than a bad job, AI enables people to dream about what could 

be and thereby release energy to perform even better (per Whitney and Trosten-Bloom, as cited 

in Williams, 2004). As a psychotherapist, Pullen (2001) postulated that whatever one focuses on, 

expands. Therefore, positive approaches such as AI enable people to repeat their successes. 

Encourages Collaborative Improvements 

        Cooperrider and Whitney (as cited in Mujtaba, 2006) reported that AI opens an avenue for 

conversation among staff regarding what does and does not work so they can together devise 

ideas for changing the systems and processes into their dream systems and processes. AI can 

improve an organization’s affirmative competencies, or collective ability to shape positive 

images and respond to challenges in creative ways (Fry, 2000).  

        In a world of change, improving processes is required to remain competitive.  Used 

extensively in the field of OD, AI minimizes change resistance and builds on best practices 

(Lewis & Van Tiem, 2004). 

Disadvantages of AI 

Power Issues are not Addressed. 

    AI may be the change intervention chosen more often by executives because it focuses on the 

positive rather than the problems (Egan & Lancaster, 2005), thus building on what the executives 

have already implemented. Lewis and Van Tiem, (2004) agreed, citing as a frequent criticism the 

fact that AI fails to clearly address organizational power issues. Newman and Fitzgerald (2001) 

disagreed arguing that the AI process actually shifts power dynamics because every voice is 

recognized and included. These authors argued that with AI, meaning is created in language 

rather than reflected in statistics or forms that require external interpretation.   

Problems are not Solved 
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        AI does nothing to solve problems. Its Pollyanna-like approach is based on naïve optimism 

that refuses to see reality (Whitney and Trosten-Bloom, as cited in Williams, 2004). If truth 

comes in objective and subjective varieties, some of the positive support for AI may stem from 

the ease with which people can accept oversimplifications (Golembiewski, 1999). Murrell (1999) 

countered this negative by positing that far from being just a happy-face philosophy, AI is a 

recognition of what forces will help move people and organizations toward taking positive 

actions.  

Limited Literature about AI Difficulties 

     In his review of the 2003 book by Whitney and Trosten-Bloom titled The power of 

appreciative inquiry, Williams (2004) cited a case study in which an AI intervention, spanning 

months, actually failed because the designers were so enthralled with the possibilities that they 

failed to ascertain whether the change was something wanted or needed. Preskill and Coghlan (as 

cited in Lewis & Van Tiem, 2004) found that some studies indicating successful implementation 

of AI failed to adequately discuss the difficulties encountered during the process. 

AI Affirmative Topics and Appreciative Interviews 

      Pullen (2001) recommended selecting a topic one wants more of before beginning the AI 

process.  Fry, (2000), called these “affirmative topics” and suggested affirmative topics that 

include integrity, high quality, self-confidence, teamwork and customer responsiveness. Faure 

(2006) called these topics compelling objectives, which must be articulated and communicated.   

Faure believed the affirmative topic or compelling objective should necessarily be narrow in 

focus. He reasoned that participants in the process always broaden the focus to include other 

aspects of organizational life. In addition, a broad focus makes it difficult to be specific about 
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desired outcomes. Lewis and Van Tiem (2004) suggested conducting an interview focused on 

what happens within the organization when the organization is at its best.  

         Appreciative interviews are a critical tool in the AI process and should never be eliminated 

from the process (Faure, 2006). Appreciative interviews should focus on the central theme of the 

change effort to engage and energize the participants right from the start. These appreciative 

interviews present every person the opportunity to tell his or her story of success and often 

include the opportunity to express hopes and dreams for the future. According to Faure (2006), 

appreciative interviews can set a positive tone, make current challenges seem more manageable, 

value the participants, create personnel connections, reduce differences.     

AI 4D Model 

        The best known and often-used model of AI is the 4D model (Anonymous, 2004).  The four 

distinct phases or cycles of the AI 4D model are discovery, dream, design and destiny.  

4. Destiny

Vision
implementation

2. Dream

What is our
ideal?

1. Discovery

What makes us
feel alive?

3. Design

How can we
make our dream

the reality?

 
 

Figure 1. Appreciative Inquiry’s 4D Model 

      Discovery. In this first phase, people are asked to relate their experiences with the affirmative 

topic at its best (Bushe & Kassam, 2005). We discover the best traits and strengths (Babcock, 

2005) and appreciate and value the best of the person or organization by addressing questions 

about what gives life (Van Oosten, 2006) and asking questions that provide a framework to 

facilitate participants’ positive engagement in the change process (Mellish, 1999). Anonymous 

(2004) asked participants in this phase to interview one another about high points of experience 
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and to then sift the articulation of themes and patterns. Identification of themes and patterns 

enables the group to understand what causes these highpoint experiences. Fry (2000) wrote about 

discovering those occasions when the commitment of the organization was the highest and what 

factors caused those high points, while Lewis and Van Tiem (2004) viewed this phase as an 

effort to discover what is going right within the organization.  

          Dream. In this second phase, we expand thinking beyond normal possibilities (Babcock, 

2005) and imagine a desired future by addressing questions about the possibilities (Van Oosten, 

2006). In this phase, we dream and envision what might be (Fry, 2000). We dream of optimal 

organizational performance. Anonymous (2004) called this phase a process in which the group 

takes those themes and patterns from the Discovery phase and begins to identify and articulate 

their shared ideals for the future. These dreams are expressed with passion and thought through 

with analysis (Anonymous, 2004). Cooperrider and Whitney (as cited in Mujtaba, 2006) believed 

this phase includes envisioning what might be and should result in the creation of a result-

oriented vision and purpose. 

      Design. In this third phase, we develop plans about which resources should be used to make 

those dreams come true (Babcock, 2005) and construct the imagined future by addressing 

questions about what should be (Van Oosten, 2006). Anonymous (2004) asked the group to 

translate the essence of those shared dreams into everyday organizational factors such as policies 

and cultural norms, asking questions about what needs to change to bring the dreams to reality. 

Fry (2000) called for engaging in dialogue to build consensus regarding possibilities. Fry viewed 

this phase as a time for discussing what could be. Lewis and Van Tiem (2004) recommended 

envisioning the organization design based on vocalized discoveries and dreams. Cooperrider and 
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Whitney (as cited by Mujtaba, 2006) believed that this phase included dialoguing about what 

should be, and resulted in a roadmap people can follow to achieve the shared dream. 

        Destiny. In the fourth and last phase, we find ways to fulfill the identified goals (Babcock, 

2005). We sustain the change by questioning how can we use what we have learned to learn, to 

improvise, to empower in the future (Van Oosten, 2006). We shape and sustain the 

organization’s potential (Lewis & Van Tiem, 2004). Anonymous (2004) allows participants in 

this phase to choose an area exposed by the dream and design phases for a mini change project. 

Fry (2000) called for using innovation to construct the future in this phase. Cooperrider and 

Whitney (as cited in Mujtaba, 2006) believed that this phase should strengthen the whole system 

in the hope of sustaining momentum for ongoing change and performance. Van Vuuren and 

Crous (2005) recommended a valuation rather than an evaluation be held at the end of the 

process to allow participants to share their positive experiences of the sessions and their results. 

Johnson and Leavitt (2001) believe that this final step presents the greatest challenges and 

requires a real commitment from top leadership to provide resources and time to implement the 

vision. Because the Destiny phase leads to new discoveries, AI is an ongoing process of finding 

strengths on which to build (Van der Haar & Hosking, 2004). Egan and Lancaster, (2005) 

indicated that AI 4D models are circular, implying a continuous return to new discoveries or to 

another affirmative topic choice.  

      Cooperrider posited that the key to successful AI process implementation is the crafting of 

unconditional positive questions (Salopek, 2006). In fact, Cooperrider (as cited in Bushe & 

Kassam, 2005) said that the more positive the questions asked, the more long lasting and 

successful the change effort. According to Ludema, Whitney, Mohr and Griffin (as cited in 

Bushe & Kassam), sentiments like hope, joy and camaraderie are essential to any change 
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process. In an interview with Salopek, Cooperrider revealed that he spent two weeks planning 

five questions to ask the Dalai Lama at a summit for religious leaders.  

Current AI Practices in the Workplace 

         According to Bushe and Kassam (2005), the practice of AI is growing exponentially. These 

authors mentioned Cap Gemini Ernst Young, one of the largest consulting firms worldwide, as a 

company using AI as the core of its human systems consulting practice. Egan and Lancaster 

(2005) cited Avon, the Manitoba Skowman First Nation Project, John Deere and The MYRADA 

project in southern India as companies or organizations using AI. The city of Hampton, Virginia, 

used AI to re-energize the workforce and bring its desired vision to the 21st century (Johnson & 

Leavitt, 2001). McDonalds, Habitat for Humanity and the United States Navy are listed by Loty 

(2005) as users of AI. British Airways has used AI since 1998 to promote customer service 

excellence (Lewis & Van Tiem, 2004). 

      World Vision, an international relief and development agency, first used AI to address the 

challenge of bringing together the intellectual, political, logistical and economic resources 

necessary for solving the crisis of Romania’s orphans (Mantel & Ludema, 2000). After ABC TV 

broadcast a segment on World Vision’s efforts to address the plight of orphans in Romania, 

offers of help in the form of gifts, money and volunteers poured in from many places. Other 

agencies began duplicating the efforts of World Vision and it became obvious a sophisticated 

methodology for coordinating and refining efforts was needed. AI was used to identify, contact 

and discover the strengths, assets and resources of the various agencies and to design a preferred 

approach to solving the orphan problem, built on their collective strengths (Mantel & Ludema) 

According to Bilamoria and Cooperrider (as cited in Mantel & Ludema), a global change 

alliance of more than 125 organizations was mobilized, resulting in $25 million worth of aid, 
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supplies and professional services. Mantel and Ludema reported that World Vision, in 

partnership with Romanian universities, that first year saw training offered to 60 orphanage staff 

and 250 medical students and academic personnel, benefiting 40,000 children.         

     Vision Chicago, a multi-organizational alliance, was formed and mobilized by World Vision 

to address domain-level issues, such as housing, education and racial reconciliation (Mantel & 

Ludema, 2000). The AI inquiry process was used to discover the positive core of strengths, 

assets and shared values across boundaries of race, faith and class. Vision Chicago mobilized 

more than 1,500 organizations, resulting in $6 million in direct aid, $13 million in donated 

products and 12,000 volunteers to invest in a preferred future (Mantel & Ludema). This model, 

developed in Chicago, has also been used in Los Angeles, New York City, Washington, and 

D.C. (Mantel & Ludema).    

         Similarly, Yballe and O’Connor (2004) responded to the problem of balancing the need to 

draw on the wellspring of students’ experiences for insight into organizational life with the time 

constraints of presenting lessons to collegiate classes. The response of these professors was to 

massage the AI organizational change approach into an appreciative pedagogy (AP) that can be 

used by the professor in determining which materials to use, what activities to include, and 

which aspects of student experiences to tap. AP seeks students’ peak experiences. These 

professors found it easier to guide students in developing competencies with the tight AP 

connection to personal experiences. In addition, the observed benefits of AP in the classroom 

range from more energized and sustained interactions to students experiencing less fear when 

speaking out publicly. These professors also noted their students exhibited a more positive 

attitude toward other students as knowledgeable and trustworthy.  
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Indicators Needed for Positive Results 

       According to Philips (2004), factors affecting the success of the AI approach fall into either 

the commitment or the environment category. Sincere commitment to initiatives driven from the 

bottom upwards and commitment to inquiry, exploration and regeneration are favorable 

conditions for an AI approach to yield positive results. Environments that provide support for 

active involvement throughout the organization, ongoing commitment to change and leadership’s 

belief in their people and the appreciative process are favorable conditions for an AI approach to 

yield positive results. Faure (2006) added that members of the executive team need to sincerely 

wish to engage their people in finding the best way forward and be willing to support and accept 

the outcomes.  

      Johnson and Leavitt (2001) posited that the organizations best suited for AI seek to be 

inclusive, collaborative and genuinely care for both the people in the organization and the people 

served by the organization. Based on his international AI experience, Faure (2006) posited that 

with minor local modifications, the AI results are no different across national cultures. But he 

stressed the culture of the organization and the culture of the organization’s management can 

determine the success or failure of the AI process.        

         Philips (2004) identified three situations deemed unsuitable for the AI approach. The AI 

approach would not be recommended when defined outcomes are required, when there is an 

unwillingness to let go of problem focus, when there is an unwillingness to let individuals off-

the-leash. Each of these conditions tends to rein in imagination and innovation, which are basic 

to the appreciative approach.  
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Implications for Workforce Education and Development 
 

         The related literature presents a wide variety of uses for the AI process. Each of these uses 

is very attractive to the human resource professional interested in improving performance and 

developing personnel. AI is used worldwide to guide mergers, resolve conflict, create 

organizational renewal and change the culture of an organization or community (Van der Haar & 

Hosking, 2004). These applications draw on what is already working to produce more of the 

same now and in the future. Additional AI applications include strategic planning, team building 

and human resource practices, such as diversity (Cooperrider et al., as cited by Lewis & Van 

Tiem, 2004). Other AI applications include mission/vision development, quality improvement 

initiatives, and conflict resolution (Philips, 2004), as well as performance enhancement and 

change management (Loty, 2005). Would you agree that these are all “hot topics” in today’s 

world, among firms who seek to remain competitive in the marketplace? The development of 

leadership and leaders at every level of the organization seems an obvious application of AI 

(Philips, 2004).  

        Cooperrider believed that anyone can do AI without training by simply asking the right 

questions (Salopek, 2006). On the other hand, Williams (2004) advised not attempting to apply 

AI yourself alone, but to hire good consultants. Williams recommended reading Charles Elliott’s 

Locating the energy for change: An introduction to appreciative inquiry, for an understanding of 

AI’s strengths and weaknesses. A free downloadable copy is available via the Institute for 

Sustainable Development’s website  <http://www.iisd.org/pdf/appreciativeinquiry.pdf > 

       Since the assumptions under-laying the AI change intervention model are all built on hope 

(Murrell, 1999) and the expectations that examples of excellence can be found in all people and 

can be magnified to enhance health and vitality (Mantel & Ludema, 2000), working through the 

2008 HICE Proceedings 
Page 4774



                                                                                                                                        18

AI model could prepare workers for good job performance. Whitney and Trosten-Bloom (as 

cited in Williams 2004), stated that good job performance is achieved by having people focus on 

their aspirations and dreams of what could be. Good performance should affect the bottom line.              

        In today’s global environment, competition for success is keen. Cooperrider and Whitney 

(as cited in Mujtaba, 2006) viewed the AI process as a valuable tool for managers and group 

leaders to use in engaging the hearts, minds and souls of the employees and consequently in 

moving both people and organizations upward on the ladder of success. For example, Wright and 

Baker (2005) found that AI interventions can reduce absenteeism related to sickness. 

       Finally, Cooperrider et al. (as cited in Lewis & Van Tiem, 2004) through evaluations of AI 

results compared to results of traditional OD methods, found that AI groups developed more 

team-oriented behaviors, performed at higher levels and had more positive images of future 

interactions. An AI focus produces quantifiable results. 
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6.   Abstract 
 
 
The online advisement model provides a planned sequence of strategies, procedures and policies 

for student advising at every phase of a student's life, from prospective student to graduate.  

Participants will analyze the components of an effective online advisement program, develop, 

and apply ideas to their own setting. During this session, topics to discuss will include:  the 

importance of effective online advising, characteristics of online learners, types of student 

questions and concerns addressed by the model, customer service implications, orientation to 

online learning – tutorial for students, Orientation and Assessment Course, integration of library 

services, and the advisement shell and its services.   

 

2008 HICE Proceedings 
Page 4778



Biographical Sketch of Presenters: 

Dr. Lizbeth Gillette 
Dr. Lizbeth Gillette serves as director of two of Cal U’s educational leadership programs  - the 
Administration for Principals Program (ADP) and the Superintendent Letter of Eligibility 
Program (SLE) - and is Department Chairperson of the Educational Administration and 
Leadership Department.  She has over 30 years of experience as an educator, including public 
school teacher at Westinghouse and McKeesport High Schools and assistant principal at Fox 
Chapel High School in Pittsburgh, PA.  She has taught graduate level classes on many 
administrative subjects, but has a particular interest in school law. Prior to coming to Cal U, Dr. 
Gillette developed and conducted training programs and consulted for health care facilities at a 
for-profit operating company affiliated with a multi-institutional health care system. She holds a 
Doctor of Education in Administrative and Policy Studies from the University of Pittsburgh, a 
Master of Public Management from the Heinz School of Urban and Public Affairs, Carnegie-
Mellon University, and a Master of Education from the University of Pittsburgh.  
 
Dr. Silvia Braidic 
Dr. Silvia Braidic serves as an Associate Professor in the Administrative Program for Principals 
at California University of Pennsylvania.  Currently she is teaching online for the Principal’s 
Program.  Previously she served as an Assistant Professor and Coordinator of Graduate and 
Undergraduate Secondary Education at Duquesne University.  Her research interests include 
teacher/principal leadership, mentoring/coaching, and differentiated instruction.  In addition to 
her work at the university level, she has experience as a principal and assistant principal in the 
Mt. Lebanon School District in Pittsburgh, Pennsylvania.  She also served as the district’s 
coordinator for strategic planning.  Prior to her work in administration, she taught middle school 
mathematics.  She holds a Doctorate of Education in Administrative and Policy Studies – 
Educational Administration from the University of Pittsburgh, K-12 Principal Certification from 
Carnegie Mellon University, M.S.Ed. in Elementary Education and B.S.Ed in secondary 
education – mathematics.   
 

2008 HICE Proceedings 
Page 4779



Using the Internet to provide interactive physical activity and nutrition education to 
fourth-grade students. 
 
Laurel Lambert, PhD, RD, Assistant Professor, Consumer Sciences, University of Mississippi 
lambertl@olemiss.edu 
Scott Owens, PhD, Associate Professor, Exercise Science, University of Mississippi 
sgowens@olemiss.edu 
Mark Loftin, PhD, Professor, Exercise Science, University of Mississippi 
mloftin@olemiss.edu 
Suzanne Lacey, PhD, Instructor, Exercise Science, University of Mississippi 
Kenneth Green, BS, Computer and Information Science, University of Mississippi 
kjgreen@olemiss.edu 
 
University of Mississippi 
P.O. Box 1848  
University, MS 38677 
 
ABSTRACT: 
 
Introduction: On average, youth less than 11 years of age access and interact with electronic 
media a minimum of three hours per day. This is cause for concern due to research findings that 
number of hours of daily computer use and TV watching are independently associated with 
obesity in children. Rather than focusing on reducing children’s use of electronic media, this 
project sought to capitalize on their popularity and use them as an aid in obesity prevention by 
redirecting a portion of their use towards behaviors that involve physical activity and healthy 
eating.  
 
Research Objective: To pilot test methods for implementing an obesity intervention to fourth-
grade students via the Internet and at-home access to the Dance, Dance, Revolution (DDR) 
interactive video game.  
 
Methodology: A 4-week pilot study tested methods for implementing an obesity intervention 
using electronic media with fourth-grade students in one classroom. The Internet was used for 
sending lessons that encouraged physical activity and provided nutrition education via daily at-
home emails. Students who did not have Internet access were provided access with a personal 
data assistant electronic device (PDA). Additionally, students were provided with at-home access 
to the Dance, Dance, Revolution (DDR) interactive video game. Students who did not have the 
equipment to play the DDR were provided with PlayStations®

. Embedded in each email was a 
web-page that students would access to receive their daily interactive lesson. At the end of each 
lesson, students were prompted to answer questions and/or report physical activities completed 
and submit their information through the web-page. Evaluation of methods included percent of 
student participation; assessing logistics of providing home Internet access to those students who 
needed it; number of students provided a PlayStation®; number of times students logged onto the 
webpage; and number of times students used the DDR per week. 
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Discussion of Outcomes: Seventeen of 22 students (77%) submitted parent consent and student 
assent forms to participate in the electronic media intervention. The 77% participation rate 
compares favorably with other school-based interventions. Six of the 17 students (35%) required 
PDAs for obtaining Internet access. Providing PDAs and a tutorial to students proved 
challenging both logistically and economically and appears unfeasible in an intervention 
involving more than a single class. Eight of the 17 students (47%) required PlayStations®. 
Researchers believed this was a reasonable expense since PlayStations® can be reused by the 
school for physical activity programs. There were a total of 222 days of potential student 
interaction with the electronic media intervention. Actual participation was 142 days (64%). This 
percent compares favorably with participation rates seen in other Internet-based interventions. 
On average, students used the DDR 2.5 times per week. This number can serve as a baseline for 
future interventions. This pilot study identified a viable methodology for providing fourth-grade 
students with an Internet-based, interactive obesity intervention that encouraged increased 
physical activity and provided nutrition education. An economically and logistically feasible 
means of providing this experience to students without home Internet access is still needed.  
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6.   Abstract 
 
As today’s professionals in the field of education become more advanced in the area of  

technology, the desire for online leadership development increases.  This presentation  

addresses the relevancy on best practices for developing educational leaders by creating  

an online environment that is effective and built upon the ISLLC and ELCC standards, so  

that we may train future leaders at a state, national and international level. The  

development of a totally online program for leadership training at the school and district  

level reflects an evolution in instructional mindset and learning.  This session will  

describe the Educational Programs in Administration and Leadership available online at  

Cal U and how our standards based program can help you develop as an educational  

leader.   
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ABSTRACT 

 

ENRICHMENT CURRICULUM:  

ESSENTIAL FOR MATHEMATICALLY GIFTED ELEMENTARY STUDENTS 

by 

Brooke Anne McAllister, M.Ed. 

Lee A. Plourde, Ph.D. 

 

 Research shows that mathematically gifted students learn differently from their 

same age group peers. They require curriculum to be differentiated to meet their specific 

learning styles (Johnson, 2006). Studies have shown that formal instruction in elementary 

school classrooms often lacks challenge for the gifted learner since courses in regular 

classrooms sometimes have a relatively narrow range of topics, minimal investigation of 

concepts, repeated drill and practice, and yearly repetition (Fello, 2004). This paper 

highlights the need for an enriched elementary math curriculum that takes the regular 

classroom curriculum to a more contextual level. Inquiry-based, discovery learning 

approaches that emphasize open-ended problem-solving with multiple solutions or 

multiple paths to solutions are what mathematically gifted students need to be successful. 
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Does the Strategy of Problem Based Learning Prepare The Student 
Nurse For Their Role In Clinical Practice?  

 

Dr Karen Ousey PhD, RGN, ONC, DPPN, PGDE, BA, MA, Principal Lecturer, Department of 

Nursing, Centre for Health & Social Care Research, University of Huddersfield, Queensgate, 

Huddersfield, West Yorkshire, UK k.j.ousey@hud.ac.uk 

 
 
There has been much written regarding nurse education and the socialisation 
of student nurses in clinical areas in the past (Olesen & Whittaker 1968, 
Orton, 1981, Melia, 1987, 1997, Ogier, 1989, Castledine, 1995, Bradshaw 
2001, Spouse, 2003). This paper will discuss and explore whether or not the 
implementation of the Making a Difference curriculum (DoH, 1999) and the 
strategy of Problem Based Learning (PBL) have made a difference to the 
ability of the students to socialise into their clinical roles and effectively meet 
their ultimate aim of becoming ‘real nurse’. An ethnographic approach to data 
collection was used, with an unstructured format of interviewing with fifteen 
(15) students, fifteen (15) student mentors, five (5) ward managers, one (1) 
practice placement co-ordinator and one (1) senior nurse for practice 
development. In addition, the students were observed in practice for a period 
of two (2) hours prior to their interview. 
 
The data suggests that the new curriculum and PBL has offered some 
solutions to help overcome the perceived boundaries of professionalism, 
power, inequalities and culture but by no means provides all the answers. 
However, the use of PBL and small group teaching methods has provided the 
students with the skills to integrate into the ward teams and understand their 
student role. Through their experiences the students have learnt how to 
overcome boundaries and to fit in with the culture of clinical areas thereby 
enabling them to learn the role of the student nurse. Overall the study has 
highlighted the importance of clinical skills development and effective delivery 
of them by students in learning to become a ‘real nurse’. 
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6. Abstract  

 
The focus of this workshop is to assist faculty in higher education to better meet the 

needs of a changing student population. Faculty members today are working with a “new 
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type” of students: curious and inquisitive with clear goals for “bettering” themselves, 

while at the same time lacking in what might have been considered to be basic skills 

necessary for success in a college or university setting. Using a cyclical pattern of 

activity-reflection-assessment-action plan, the presenters will introduce participants to 

valuable strategies and practical techniques for developing inclusive college classrooms 

that promote the learning of all students. Handouts provided. 
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Abstract: 
 
Making the transition from using narrative text to learning from expository text provides 
a challenge for elementary learners. This presentation addresses why children have such a 
difficult adjustment. Classroom-based strategies, techniques, and methods would be 
presented. Participants would receive practical activities to implement immediately. 
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Abstract 
 
 This paper highlights important links between child health and child development.  
Although we have long been aware of a connection between child health and child 
development, these connections have only recently begun to be investigated in detail. The 
world of children and of child development is changing. The current child population is 
the largest in human history, yet child populations are actually in decline and the biggest 
increases in the future will take place in regions where child health is currently poorest.  
It is important to establish a working knowledge of the connections between child health 
and child development for those preparing to work with children in both the modern and 
the developing world. Teachers, nurses, counselors, and other child development 
professionals, as well as parents, will benefit from learning about the time sensitive 
changes that influence health and development at each specific developmental period the 
practical suggestions for applying this knowledge. 
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     In recent years we have come to realize that health plays a vital role in child 

development. In childhood, more than at any other time of life, good health across all 

domains of development is of utmost importance. We know that children everywhere 

follow the same sequence of development while facing the unique challenges of their 

culture and environment.  These challenges influence the health of children through 

biological and personal traits that affect the ways that infants and children respond to 

their culture and environment at various developmental stages. Regardless of the path our 

students envision--nurse, teacher, care provider, family counselor, or parent, awareness of 

the link between child development and child health, in all its broad associations, helps to 

strengthen their skills of observation and evaluation of the health and developmental 

status of children in their care. 

     The goals of this presentation are; 1) to describe the big picture of infant and child 

health worldwide and familiarize participants with global child health statistics and 

international child health research; 2) to introduce the concept of links between child 

health and child development and identify several specific links that are particularly 

useful for teachers and child care professionals; and 3) to present some practical 

applications of this knowledge that can be applied in many settings and be of great 

benefit to all children.  Information is most helpful when people can see a way to use it.  

To accomplish this, we will have a workshop session directly following this presentation 

in order to develop some practical, common sense, hands-on applications of this 

knowledge.   
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The Big Picture of Infant and Child Health 

      The new millennium offers a unique opportunity to study the links between child 

development and health in children’s lives. The world now has more children than ever 

before in human history.  Yet, overall, in the developing world as well as the modern 

world, child populations are in decline and are unevenly distributed. In some countries, 

such as Italy, the birth rate is already below the replacement rate. In some entire regions, 

such as the African region, children and adolescents make up 50 percent of the total 

population, yet child populations are also in decline in this region.  

     The African region deserves our attention because it is unique in several ways; Africa 

has 90 percent of the world’s AIDS orphans, 50 percent of the world’s maternal 

mortality, and the world’s youngest overall population.  The African region loses millions 

of children each year from malaria, HIV/AIDS, malnutrition, tuberculosis, and 

displacement trauma.  We, as child development specialists, may well ask what this set of 

statistics means for the future. Africa is also a center of child health and development 

research.  In a region where a child dies every 30 seconds from malaria, one of the 

research priorities is a malaria vaccine.  This research is funded by such US based 

organizations as the Bill and Melinda Gates Foundation.   Malaria, Tuberculosis, and 

HIV occur together and each increases the severity of the other disease. We may wonder 

how a vaccine developed in Africa can benefit children in the USA.   Many diseases are 

caused by viruses and genetic dynamics related to viral activity, including cancer and 

leukemia, which strike children everywhere, including the USA. Developing a vaccine 

for a disease such as malaria is likely to lead to an effective strategy for development of a 

vaccine to eliminate cancer and leukemia because genetic mechanisms for those diseases 
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bear some similarity to the mechanisms of AIDS and malaria. Tuberculosis is another 

disease that respects no international boundaries.  Knowing about the relationships 

among these diseases may lead to beneficial therapy and genetic techniques that could 

eliminate them in a manner reminiscent of the advent of penicillin and polio vaccine not 

too many decades in the past.   

     International child health also offers new areas of investigation as a wider array of 

research is launched in the developing world.  Worldwide, the state of child health ranges 

from extremely poor to excellent, and is reflected in two important statistics.  The Infant 

Mortality Rate (IMR) and the Under-five-mortality rate (U5MR), which also reflects the 

overall health of a region, are key indicators of the health of children in specific regions 

(UNICEF, 2007, WHO, 2007). The lowest infant and child mortality rates are in 

Scandinavia and the highest are in the African region. The United States, with the fourth 

largest population in the world and high rates of immigration, is 28th in terms of 

worldwide infant mortality. The big picture of child health in the new millennium is 

encouraging.  Worldwide, child health has improved in the last two decades and child 

deaths have declined for every region except the African region.   

A Unified Global Effort to Improve Child Health 

      Global child health initiatives through organizations such as UNICEF, WHO, and the 

United Nations provide a glimpse at the benefits of diversity and a broader perspective of 

child health and development.  Child health has improved greatly since the signing of the 

Convention on the Rights of the Child in 1990 and the Innocenti Declaration 

guaranteeing every woman the right to breastfeed her child.  Population dynamics also 

change the picture of child health and development.  Where children in developing 
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countries once were born into large families in which many siblings died,  parents in 

developing regions now have better access to contraceptives and birth control 

information.  Families in Asia, South America, and Africa are electing to have fewer 

children so that they can care for them in better ways.  At the same time, for the first time 

in history, since 1990, when The Convention on the Rights of the Child took shape, the 

global community is joined together in an effort to reduce poverty and improve infant and 

child health worldwide.  

     The eight UN Millennium Development Goals (MDGs), developed in 2000 to take 

positive action to eliminate extreme poverty in the new millennium, range from halving 

extreme poverty to halting the spread of HIV/AIDS and providing universal primary 

education, all by the target date of 2015. All of the MDGs are connected to child health 

and development in myriad ways, from providing such basic needs as clean water and 

immunizations to equalizing opportunities to attend school and providing preventive 

health care education.  Worldwide, women’s health and child health are linked to 

education and developmental goals such as literacy.  Girls who are sent to primary school 

rather than being kept home to work and care for siblings make a long-term contribution 

to the health of their society by becoming better informed about diseases such as 

HIV/AIDS and the benefits of breastfeeding, immunizations, and good nutrition.  

Educated girls become the wives and mothers of the future and are leaders in their 

communities.  One of UNICEF’s primary goals in the past decade has been education for 

girls.  This priority has resulted in a drop in HIV infection rates in areas where girls are 

sent to school and has also changed the attitude of adults toward gender equality in many 

other domains of development.  Global child health initiatives through organizations such 

2008 HICE Proceedings 
Page 4795



Brown and Davidson HICE Conference Paper 
The Vital Link Between Child Health and Child Development 

 6

as UNICEF, WHO, and the United Nations provide a glimpse at the benefits of diversity 

and a broader perspective of child health and development.  Programs such as the UN 

School Feeding Program have helped narrow the gender gap in education and made it 

possible for more girls to receive an education.   

Infant Health Issues 

      An infant cannot grow and develop unless it can survive.  Survival is the infant’s 

most important priority and developmental task.  Unfortunately, millions of infants still 

die in the first month of life.  Most infant and child deaths worldwide occur in the 

developing world and are the result of mainly preventable diseases such as pneumonia, 

diarrhea, tetanus germs gaining entry through the umbilical cord, and lack of 

immunizations (UNICEF, 2007).  Many of these conditions are a result of maternal 

ignorance.  Educating women is an effective strategy to save the lives of infants and 

children and it is most effective when it begins in childhood.  Men, too, have important, 

culturally based roles as defenders and nurturers of women and children. Men’s attitudes 

toward women and children play a key role in the short and long term survival and 

quality of life of women and children.  In societies where men value and care for women 

and children, not only are infant and maternal mortality rates reduced, but the overall 

health of the people is improved.  Men need to be recognized for these important roles 

and involved in programs to help improve infant and child health.  Many good husbands 

and fathers stay quietly in the background.  Recognizing them as important players in the 

child health and development picture has the potential to benefit from men’s particular 

strengths and leadership roles.   
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More Specific Links Between Child Health and Child Development 

       Much exciting research in areas such as brain development, nutrition, and genetics 

has added to our body of working knowledge.  Brain imaging technology now allows us 

to see how normal and healthy children’s brains function during learning activities and 

bonding and attachment behaviors.  Brain imaging has shown that there are physiological 

reasons for the ways that children and adolescents differ from adults in their thinking, 

behaviors, and learning ability. Hormones released during certain experiences at specific 

stages of development actually affect the construction of critical brain pathways that will 

be used in the child’s future, particularly in the areas of social development and 

emotional regulation. Research has shown that the hormone cortisol is released during 

stress and when children are subjected to chronic, enduring stress and abuse, this 

hormone interferes with learning, emotional regulation, and social development by 

destroying beneficial pathways in the brain.  Research has also shown that cuddling a 

baby and wearing a baby tied to the mother’s body with a sling is beneficial for brain 

development, social development, attachment, and learning.   The hormones oxytocin and 

vasopressin are released during cuddling and breastfeeding.  These hormones help build 

pathways of trust, social recognition, and emotional regulation in infant’s brains.  Women 

in rural, agrarian, hunter-gatherer, and non-Western societies have been wearing their 

babies, breastfeeding, and sleeping next to their babies for centuries.  Science and 

research now underscore this wonderful instinctive behavior with biochemical validation 

that it works on a cellular level.   

      In terms of practical applications of this knowledge, these findings indicate that 

children’s learning takes place best in emotionally calm environments and that emotional 
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and physical health of children is influenced by the way adults respond to them and 

model behavior in various roles such as teachers, mentors, coaches, and parents. 

Knowing about these specific differences in children’s brain structure and function is 

helpful to adults as they manage their relationships with children on a daily basis.  The 

knowledge that cuddling a baby is helping to build trust and emotional regulation 

pathways in a baby’s brain makes it possible to do what comes naturally with a good 

heart, knowing that what feels right to do really is right.  Science and research in many 

cases serves to back up instinct and validate that we often behave naturally in the right 

ways toward our infants and children. 

Applications: What We Can About Two Big Problems 

     Look around you in the mall, at the soccer park, at church, or in the fast food 

restaurant at any hour of the day.  What do you see?  How many overweight people do 

you see?  How many overweight children are present?  You will probably see that at least 

one out of every five children is noticeably overweight and one in four is actually obese 

enough to be disabled by their excess weight. They cannot run, jump, tumble about, and 

enjoy the feel of aerobic exercise.  In fact, aerobic exercise for obese children can be 

dangerous. Worst of all, most obese children don’t know how they got fat or how to 

change their diets without help.   

     While children in Darfur are experiencing a desperate famine, children in America and 

other high tech, developed countries in the world are experiencing an unprecedented 

childhood obesity epidemic (Green & Reese, 2006).  It is as if a bad spell has been cast 

on the world’s children.  Both famine and obesity are forms of severe malnutrition.  

Famine kills because the body cannot intake enough calories of any kind to keep running. 
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Obesity kills more slowly by adding fat cells where they are least needed, eliminating the 

child’s desire and ability to exercise, and in the long term causing physical diseases such 

as high blood pressure, stroke, heart disease, and diabetes.  Obese children also suffer 

from depression and low self-esteem, loneliness, and sometimes suicide.  Where did this 

extraordinary set of circumstances originate? Who is to blame for the condition of our 

children?  We have only to look at the media messages telling children to get out and 

play with the latest toy, followed by an advert for an ultra rich milkshake to chase down 

the triple burger and extra large fries to become completely confused about this issue. 

Placing blame, however, is counterproductive when compared to recognizing the problem 

and working to conquer it.  Since we are not in Darfur, let us look at the problem in the 

USA. 

     School is the ideal place to teach nutrition and establish good eating habits. Children 

are in school all day, usually for one or two meals and a snack.  Teachers are in an 

influential position to accomplish the goal of redirecting children’s eating habits to 

healthy ones. Best of all, teachers have all school year to accomplish this goal, painlessly, 

patiently, one day at a time.  This does not mean that teachers should criticize children’s 

weights or the contents of their lunch boxes.  But simple gestures such as a veggie and 

fruit sharing basket at the doorway to the classroom can gently remind students of the 

joys of eating right.  If every child brought one fruit or vegetable each day and placed it 

in the basket, every child in the classroom would be getting part of the minimum daily 

requirements for fruits and vegetables.  All the teacher has to do is assign a few students 

to help prepare the food in some interesting way, toss in a little lesson on hygiene and 

food preparation, and while everyone is enjoying a mid-morning or mid-afternoon fruit 
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and veggie break, the topic of conversation can include the nutritional benefits of the 

garden.  It is that simple. One does not have to close down the fast food restaurants, 

change the menu in the school cafeteria, or make a child feel bad about their choice of 

lunch items to accomplish gradual beneficial change in the diets of the children. You can 

bet that those same children will go home to their parents and talk about the nice food 

and the delicious salad they made in school today, too.  And with good food, the energy 

to exercise is also easily found and incorporated into a day without recess.  Did someone 

say a day without recess? 

      A look at the public schools reveals an alarming pattern that has somehow crept into 

existence. Recess is disappearing! Someone, somewhere, promoted the idea that 

standardized test scores would surely rise and academic achievement would definitely 

increase if recess time were decreased or eliminated altogether. In other words, children 

should not waste time playing outside. This wrong idea has resulted in alarming cutbacks 

in recess and physical education time in schools (US Dept of Health and Human 

Services, 2002).  Children need to engage in 30 minutes of aerobic activity and at least 1 

hour of walking per day to maintain good health (Pangrazi, 2004).  Recess times are the 

only opportunities for children to engage in free play and significant exercise during the 

school day. Physical activity is important for its own sake and it also supports children’s 

development beyond the health of their bodies by enhancing cognitive and social skills, 

self-esteem, and a positive frame of mind. Yet, schools in the US have continued to 

provide less, rather than more recess time in the past decade. The average American 

elementary school child receives only 20 minutes of physical education time per week 
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and Canadian children receives about 2 hours per week (US Dept of Health and Human 

Services, 2000).  In US and Canadian schools, days without recess are all too common.  

     Computer software and game manufacturers have recently become aware of the lack 

of recess and the possibilities of combining physical exercise with computer games 

indoors.  Dance Revolution is an example of one of these combinations, of which there 

are many more.  It fits in a classroom and all it requires is a TV for everyone to 

participate.  All children love music and dance.  It is aerobic, invigorating, and releases 

endorphins, the hormones of happiness.  Endorphins are the reason joggers are always 

out on the road, cyclists can’t stay off their bikes, and children, once turned loose on a 

playground, can’t stop laughing and playing.  If you are in a school where recess is 

disappearing, there are still many kinds of exercise to invent (without bringing down the 

house).  In Hawaii our cultural heritage promotes dance and music. In your classrooms 

and homes, you may wish to incorporate an experience in cultural diversity to kick start  

exercise sessions. 

      Did you know that children in rural America are least likely to get proper exercise 

and nutrition?  One would assume that children living in the countryside would get more, 

not less, exercise, but somehow it is not true.  Save the Children addressed this problem 

with a successful program called CHANGE (Creating Healthy, Active, and Nurturing 

Growing-up Environments) Program in 2005 to increase rural children’s access to regular 

physical activity and a healthy snack in the after school environment.  It works! 

      Schools and parents have an influential role in promoting healthy life habits in 

children such as eating healthy and exercising as part of a normal day. The recent trend 

toward eliminating or cutting back on time allotted for recess in US schools can be 
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reversed.  School is the ideal place to reshape children’s health and fitness, teach good 

health habits, and instill a love of exercise. Parents and teachers can advocate for children 

by making their views known and supporting healthy programs for children.  The 

National PTA Council and Cartoon Network have launched a 1.3 million dollar 

campaign, called Rescuing Recess, to save recess time from being eliminated or cut back 

in elementary schools (Pytel, 2006). This is one example of successful advocacy for child 

health in the US.    

     These connections are a small part of the myriad benefits of good health practices and 

developmental progress.  Applying such common sense information while linking 

theoretical concepts of brain development and research findings with real life 

applications is helpful to all professionals in the field of child development.  Research has 

shown that math and music circuitry in the brain are related; it is beneficial to provide 

many music activities in early childhood because later on, math will be easier to learn as 

a result of working with music.  For example, knowing that the brain needs constant 

hydration helps people working with children to use this knowledge to make sure to 

provide a constant supply of clean water, both indoors and outdoors.  Nutrition has a 

significant impact on brain development and learning. Armed with nutritional research 

that underscores the benefits of certain foods that feed the brain, such as leafy green 

vegetables, salmon, and yogurt, we can encourage schools and parents to serve meals and 

snacks that benefit not only bones and muscles, but children’s brains as well.  

A Word about Povert, Resilience, and Recovery 

    Through many studies of poverty, we know that poverty, particularly long-lasting 

poverty, negatively affects all domains of child health and development. Children of 
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poverty are the children of sorrow, on the outside, looking in at a world in which they 

cannot participate, without knowing why.  They need emotional support, opportunities to 

succeed, and good food to start with in school.  A chronically hungry, depressed child 

who is worried about not eating again tomorrow is unable to focus on schoolwork 

because it is no longer a priority. Poverty triggers parental unresponsiveness, which in 

turn depresses and angers children and turns their attention away from positive aspects of 

their physical, social, and intellectual environment.  Intellectual capabilities fall, interest 

in learning disappears, and is replaced by depression. Teachers and parents can help 

break the cycle of poverty in many practical and easy ways, as easy as the veggie and 

fruit basket at the doorway to the classroom. 

           The last decade has provided multiple opportunities to study the mechanisms of 

resilience and recovery in children who face extreme challenges to their physical and 

mental health. The AIDS pandemic, natural disasters such as the Indonesian tsunami in 

2004, Hurricane Katrina in 2005, earthquakes, floods, and drought, and man-made 

disasters such as 9/11, the war in Iraq, and other armed conflicts have all included 

children as primary victims. The child survivors of these challenges have developed 

workable strategies for survival, resilience, and recovery. These strategies for resilience 

and recovery may be applied to many situations and are worth investigating.  

     Information is most useful to students and teachers when they can see a way to use it. 

In our workshops with teachers and students we emphasize group learning and hands-on 

activities, and provide tools such as evaluation checklists, websites to visit, and projects 

to plan. We emphasize a common sense approach to using the information we gain 

through study and research.  The UNICEF website, for example, provides links to 
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podcasts, streaming videos, photo essays, and articles that pertain to ongoing global child 

health projects. Some podcasts and videos are by child citizens of developing countries 

and represent a connection with peers for children and an opportunity to help.   

      On an individual level, in our own classrooms, homes, and communities, there is 

much to be addressed in terms of child health.  The obesity epidemic is a wake-up call to 

all educators, parents, and child development professionals that something is far wrong 

with the way our children are living their daily lives. Good nutrition and a healthy 

lifestyle is more than avoiding fast food restaurants and cutting back on sugar.  Good 

nutrition needs to become a reflex of lifestyle established early in childhood and carried 

out in concert with exercise and free play. All children will play if given the chance. 

Adults should show their support, approval, and enthusiasm for children’s play.  They 

should organize play materials, play days and public statements of support through these 

activities.  Schools, too, should unify in their efforts to support children’s play. By play 

we do not mean organized sports, but free and spontaneous games made up by the 

children themselves. Exercise should not be something that is a special occasion 

requiring a uniform and the right shoes and hat. Organized sports are beneficial and 

children should enjoy them, but going to soccer practice twice a week does not amount to 

adequate exercise.  Exercise should be available in many forms; bikes, balls, skates, 

swings, and other equipment should be available at all times, along with appropriate 

safety equipment and information.  

      All children will eat healthy if given the opportunity and the information about which 

foods are good and why. If the pantry at home and at school only contains healthy food, 

then the opportunity to eat right is reinforced and the habit is easier to establish.  It is a 
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question of availability and convenience as much as decision-making.  Children will 

choose what is easy and what tastes good.  If the options are all healthy, then the decision 

is always a good one.  After the first two weeks without cookies and chips, it’s all 

downhill, we promise. 

     Finally, we have become aware that parents fear for the safety of their children in 

public parks and playgrounds.  Children are encouraged to go home and stay inside for 

their own safety.  What does this fear say about our society?  It is dangerous.  How are 

we going to change it?  We do not have answers to all the questions we pose, but we feel 

that by posing the questions, the process of thinking of some solutions is begun. Our 

responsibility as adults, parents, educators, and good citizens is to help communities 

make safe play places for children and advocate for more recess time and more play 

equipment in schools.  Parents have a great opportunity to contribute to their children’s 

health and development by modeling a love of exercise, play, and good food to their 

children. These suggestions are common sense options that we believe can work to 

restore child health and benefit development across all domains.  There are many more 

options to consider as we explore the vital connection between child health and child 

development.  Your own ideas about these issues are extremely valuable and we look 

forward to hearing from you in the future as we strive for a healthier childhood for all the 

world’s children. 
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Background  

 Crime is on the rise in many cities across the 

country.  In a large city in Southern California, the crime 

statistics are well above the national average in the 
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following areas: a) murder, b) rape, c) robbery, d) 

aggravated assault, e) burglary, f) larceny/theft, and g) 

automobile theft.  The only area of crime that is below the 

national average is arson (2004 Crime Data, State of 

California).  According to the 2004 Crime Data for the 

State of California, 7,051.2 people per 100,000 people are 

victims of violent crimes and property crimes as compared 

to the national average of 3,982.6 per 100,000 people. 

 While these numbers are quite disturbing, even more 

unsettling is the fact that many of these crimes are being 

committed by juveniles under the age of 18.  In 2004, 

59,871 juveniles were arrested in the above-mentioned city 

in Southern California. Of these arrests, 49,304 were male 

offenders and 10,567 were female offenders (2004 Crime 

Data, State of California). Because of their age, the 

majority of these juveniles have been in classrooms within 

the public school system thus making them an issue for 

educators, community members and students alike. It is the 

hope of the researchers to develop a meaningful literacy 

intervention program for incarcerated juveniles that will 

serve to promote their successful transition back into 

school, and into society in general.  The long-term goal is 

to provide the teens with the skills to make positive 
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choices in life that will allow them to enjoy long, happy 

lives.  

Purpose of the Study 

 The purpose of the study was to determine the most 

viable instructional model for providing high quality, 

relevant literacy instruction to incarcerated adolescents 

who were housed in a minimum security juvenile facility. In 

the spring of 2005, the local county probation department 

for juveniles contacted the College of Education (COE) at a 

local state university to determine what services were 

available for adolescents struggling with literacy 

acquisition.  After two months of meetings between COE 

faculty and probation department staff, site visits and 

email conversations, a collaboration was formed between 

Camp Myers (pseudonyms), the Regional Youth Education 

Facility and the COE’s Literacy Center to provide 1:1 

literacy tutoring on a weekly basis at the university 

campus. It was decided that it would be best to bring the 

adolescents to the university as a means of opening up new 

doors for them in the future. Many of the adolescents had 

never been to a college campus and did not have background 

experiences that promoted the idea of college attendance. 

It was our belief that by immersing the adolescents in 

educational experiences on the college campus, they would 
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become a part of the university environment and thus see 

college as a viable option. 

 Through our initial discussions, we formulated the 

following list of issues to consider when developing a 

university-based tutorial program for incarcerated youth: 

 Supervision, 

 Transportation, 

 Classroom location, 

 Tutor recruitment and training, 

 Assessment, 

 Appropriate instruction, 

 Affective components of literacy instruction, 

 Exit criteria, 

 Follow-up. 

 While this was our preliminary list of discussion 

points, several new issues arose as we progressed through 

our two year collaboration. This paper presentation will 

document the two-year collaboration from the point of view 

of the tutees, tutors, university instructors and probation 

department officials engaged in the program. Additionally, 

the study will present quantitative and qualitative data 

showing the academic progress made by the tutees attending 

the program. A more detailed description of the study is 

given in the methodology section of this proposal. 
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Theoretical Framework 

 While Sociocultural Theory (Vygotsky, 1962; Wertsch, 

1984; Rommetveit, 1974; Jennings & Di, 1996) provided the 

overall framework for the study, Activity Theory (Engestrom 

& Middleton, 1996; Leont’ev, 1978; Rogoff, 1990), provided 

the lens through which to view and understand the 

interactions taking place within learning context. Together 

these theories allowed the researchers to interpret the 

data within the situational context of the Literacy Center. 

No one piece of data stands alone, rather the data can only 

be interpreted within the confines of tutoring sessions.   

Methodology 

Participants:  

 The following study took place over the course of two 

academic school years beginning in the fall of 2005 and 

concluding in the spring of 2007.  Adolescents, ages 14-18,  

housed in a Regional Youth Educational Facility in Southern 

California participated in the literacy tutorial program. 

The adolescents were transported to a local state 

university on a weekly basis for individualized literacy 

tutoring provided by graduate students completing a Masters 

degree in reading and language arts.  The tutees attended 

the tutoring program for one, two or three 8-week sessions 

across a nine month time period.  Both male and female 

2008 HICE Proceedings 
Page 4812



 6

tutees participated in the tutoring program though the 

males outnumbered the females each session 2 to 1.  Tutees 

were selected based on need, with priority being given to 

those who were performing at least two years below grade 

level in reading comprehension. Additionally tutees had to 

reach a sufficient security level in order to travel from 

the facility to the university. In total, sixty-eight 

tutees and tutors participated in the study across a two 

year time period.   

Data Collection & Analysis:  

 The study utilized a mixed method design that 

incorporated both qualitative and quantitative data 

sources. To begin with, each tutee was pre-tested using an 

electronic standardized reading assessment called the STAR 

Reading Assessment. The STAR provided the tutors with a 

grade equivalent level, normal curve equivalent level, 

independent reading level, and percentile ranking in the 

areas of reading comprehension and reading vocabulary.     

These results were then combined with data from the 

following assessments in order to determine a baseline from 

which to start instruction: 1) The Johns Basic Reading 

Inventory, 2) The Test of Written Language III (TOWL-3), 

and 3) a researcher-created interest and reading/writing 

attitude survey. Together the qualitative and quantitative 
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assessments provide a more meaningful picture of the 

tutee’s current level of reading ability than would any one 

assessment. Additionally, the tutors discussed the 

assessment results with the tutees and together they 

developed 2-3 instructional learning goals for the quarter.  

It is important to note that the tutees were involved in 

all of the major instructional decisions made regarding 

their tutoring sessions. Additionally, work samples and 

other written artifacts were collected to triangulate the 

achievement data described above. 

 Descriptive data was collected in the form of 

transcripts of weekly tutor debriefing sessions, along with 

written lesson plans and written tutoring reflections 

prepared by the tutors.  Additionally the tutors prepared 

summative tutoring reports detailing the strengths and 

needs of the tutees at the end of the quarter.  

Observational data was collected by the researcher in the 

form of written tutoring observations substantiated by 

follow up tutor interviews. Structured interviews were also 

conducted with the participating probation officers 

regarding the impact of the tutoring program on the tutees, 

both emotionally and academically.  

 The data were analyzed, categorized, compared and 

contrasted using a methodology designed to “elicit meaning 
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from the data” (LeCompte & Preissle, 1993, p. 235), rather 

than simply codifying and computing it. Through the use of 

a domain analysis (Spradley, 1980) the researchers were 

able construct domains reflective of the literacy practices 

taking place within the tutoring sessions that allowed the  

“big picture” to emerge. Carolyn Frank (1999) describes 

this method of data collection as one in which the 

researcher views the situational context with “Ethnographic 

Eyes”.   

 In summary, the presentation/paper will recount the 

curriculum, assessments and progress made by the tutees 

across time.  It will also discuss the implications of 

conducting such a program for the juvenile justice system 

as well as the cooperating university and all involved 

participants. Additionally it is necessary to describe the 

challenges faced by the participants as they worked 

together in rather uncharted territory.   

Findings 

 At present, the researchers are compiling the data.  

Initial results indicate that overall the tutees are 

showing significant improvement in the area of reading 

comprehension and vocabulary acquisition.  Some of the 

tutees have shown growth in the area of written language 

but it is not statistically significant.  Qualitatively the 
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tutees are using more varied language when writing but the 

length and grammar usage has not significantly improved. 

The main area of growth is in the tutee’s level of efficacy 

in relationship to reading and academics.  Tutees have been 

shown to read more often and express a higher level of 

confidence when reading.  The final results will provide 

more information related to the tutors and their 

experiences when working with the adolescents.  

Significance of the Study 

 With the high level of crime among adolescents in 

urban areas of the United States as well as a high drop out 

rate for adolescent males from the African American and 

Hispanic population, it is imperative to find culturally 

relevant ways of educating our youth.  If educators can 

find meaningful teaching practices that capture the minds 

of adolescents, we may be able to prevent crime and help 

our teens to have more choice in their futures.   
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Abstract  

Research clearly indicates that minority students continue to fail in public school 
system. One way to address this problem is to improve classroom instruction. This 
study examined the beliefs, knowledge, and practices of three Taiwanese Elementary 
teachers who taught Indigenous student in three different cultural settings (urban city, 
near city villages, and Indigenous areas). Data collection techniques involved 
classroom observations, semi-structured interviews, and analysis of pertinent 
documentation. Findings revealed that teachers with different cultural contexts 
manifested distinctive teaching characteristics. This study suggests that teacher 
educators consider cultural contexts when preparing teachers to teach Indigenous 
students. 
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Abstract 
Urban Indigenous students encounter many adjustment problems in Taiwan. 

Those problems impose radically different educational, social, and psychological 
demands on them. This qualitative study examines an exemplary Taiwanese teacher’s 
beliefs and practices of teaching urban Indigenous students. Data collection relies 
upon periodic semi-structured interviews and classroom observations. This research 
revealed that the teacher’s methods showed characteristics of critical-pedagogy model. 
This study suggests teacher education and school administration embed and link the 
model of critical pedagogy for teachers working with urban Indigenous students in 
culturally diverse classrooms. 
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Test Anxiety 3 

Meeting the Academic Domain of ASCA National Standards as a Real Counselor:  Text 

Anxiety Desensitization 

Present State of Academic Domain 

Because ASCA National Standards are relatively new, they are still being 

articulated into counselor curricula.  Most of the counseling interventions that have been 

advanced for the academic domain either cast the counselor as tutor, teacher's aid 

(teaching study skills), or motivator (Rowell & Eunsook, 2002).  

As high as 1/3 of all students, when informed of the symptoms of test anxiety, 

report that they suffer from panic symptoms when faced with tests. And as high as 1/2 of 

them report avoidance behaviors, the definitive sign of phobia (Downs, 2001).  

Considering that the performance of test anxious individuals is significantly impeded, any 

intervention that would succeed in alleviating the symptoms could substantially increase 

test scores.  This during an age when test scores, whether classroom bound or education 

reform generated could be dramatically bolstered.   

Since it is easily within the sphere of counselor expertise, it would seem that the 

potential contribution to academic success should come from the pupil personnel services 

community.  With protocols clearly laid out for the intervention (Meichenbaum, 

Henshaw, & Himel, 1982) the skill is easily adapted to the school counselor skill set 

(Meichenbaum & Novaco, 1985). 

The advantage of dealing with psychological barriers to learning with the distinct 

population that evidences test anxiety is it can produce immediate results without 

prolonged interventions, and, unlike other counseling interventions that may require 

motivating extrinsically motivated students, the intervention is welcomed by the anxious 
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client because of the experienced relief.  Desensitization also does not require learning a 

new set of teaching skills while it reinforces perceptions of counselors as psychological 

change agents.  Further, because there is presently so much pressure for all entities in the 

educational community to contribute to results measures of academic success and be able 

to measure those outcomes, text anxiety reduction has the most likelihood of reinforcing 

increase in scores/academic success. 

Diagnostic Features of Test Anxiety 

There are three levels of anxiety in any anxiety disorder.  The first is simple anxiety, 

which is characterized by excessive worry, obsession with, compulsion toward tests.  The 

second level is panic disorder, with accompanying symptoms including physical 

reactions to anxiety (spells or attacks of heart racing, etc.).  The highest level of anxiety is 

phobia, which includes not only the most pronounced of the panic symptoms but also a 

strong fear with avoidance of the test or test environments. 

There are distinct physiological features that accompany test anxiety.  When an 

individual experiences anxiety body reacts with an immediate adrenalin rush. This results 

in increased focus on and heightened mental and physical activity related to concern.  

However, beyond the immediate and short duration interjection of adrenalin, the highly 

anxious individual also experiences an increase in Corticotrophin (cortisol), a stress 

hormone in brain (Ableson, Khan, & Liberzon, 2007). The presence of the long duration 

hormone (lasting for up to 72 hours in some cases) blocks neurotransmitter relay in 

prefrontal lobe and increases activity in limbic system, which is responsible for emotions.  

Research has shown that victims of psychological trauma have a difficult time with 

cognitive function during a period of heightened anxious emotionality. 
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Stress Inoculation Intervention Procedures 

Identification of test anxious population and measurement of extent of anxiety is 

the first order of business. Severity determines nature of intervention. Simple anxiety 

easily treated in groups. More severe cases need intensive (individual) stress inoculation 

sessions. 

There are two methods of identification possible for the school counselor.  One 

possibility that lends itself to collaborative work with teachers in a classroom setting is 

discussion of text anxiety in groups, educating students as to the nature and levels of 

anxiety with the goal of self identification and self referral on the part of students. 

Another possibility is to target a specific problem population and, using a symptoms 

based identification instrument (Downs, 2002), measure the existence and extent of any 

anxiety problems that may exist in that low test results population. 

Once the population is identified, the counselor should proceed to help each 

student identify and define the nature and extent of the anxiety and its effects on behavior 

and outcomes.  The use of the Subjective Units of Distress Scale (SUDS) allows each 

student to track the various events that cause stress and to put a subjective value, with 

accompanying identification of levels of anxiety or panic that exist.  The counselor 

should guide students through anticipatory as well as in situ stress levels. It is also helpful 

to develop and record incremental increases in distress by both nature of test and its 

environmental factors and by symptomatic response. 

For counselors unfamiliar with SUDS levels, a scale from zero to one hundred is 

developed with the student.  Zero represents no stress existing and one hundred is 

indicative of the highest anxiety in the most stressful situation that the student 

2008 HICE Proceedings 
Page 4825



Test Anxiety 6 

experiences.  For shorter term stress inoculation with groups, SUDS levels may be 

developed with increments of twenty-five points.  For individual intervention with 

panicked or phobic students, it is helpful to have more detailed levels of symptomology 

so that a more gradual desensitization procedure may be enacted.  This requires no more 

than ten point increments, with ten distinct levels of stressors and accompanying 

symptoms. 

At each level, a full set of experienced symptoms, emotions, reactions and 

catastrophizing statements should be identified and documented.  These are used for two 

purposes.  First, they are used in sessions to practice stress relief, and, second, they are 

used for follow-up measurement of outcome with the student for relapse control.  

In session use of SUDS levels can be done with inventory instrument, but it is 

best done with guided imagery. Guided imagery starts with the student in a relaxed 

position in a chair, eyes closed. The student captures an image of and describes a 

situation.  It is important to start at the lowest levels of anticipatory stress, because in any 

cognitive behavioral technique reinforcement is found in the successful relief of 

symptoms.  Winning is everything. 

The student inserts her or himself into the image, experiences it, and describes 

thoughts, emotions, and physiological responses.  He or she then identifies the 

accompanying SUDS level achieved and the counselor records that SUDS level along 

with whatever experiences and responses the student reports.  The more detail that is 

obtained the more likely the guided imagery will continuously achieve both heightened 

SUDS levels as counseling continues as well as identification of stress relief. The 

counselor must be familiar with symptoms and understand situation details to help - the 
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more the counselor knows, the more vivid the experience.  In group versions of the 

procedure, students are instructed to develop their own methods for cataloguing and 

remembering SUDS levels and symptoms so that the counselor can, without need to 

know details, guide imagery and counseling procedures for the whole group. 

 Once the student has a full range of SUDS scale experiences to draw on, the 

counselor directs the students to relax at zero SUDS level.  This will also require an 

inventory of muscle groups with a clinch and release method of gaining control of those 

muscle groups and deeper relaxation.  Breathing includes deep and slow breaths with the 

client instructed to breath out as if blowing a spoonful of hot soup without spilling it. 

Then, the student identifies feelings, thoughts and physiological responses to deep 

relaxation. 

 After relaxation is achieved, the lowest level of anticipatory stress is reintroduced. 

Unlike other relaxation techniques, stress inoculation interventions require that the 

student hold the image of the stressor while practicing physical stress reduction 

techniques to lower SUDS levels and then attending to cognitive messages of impending 

catastrophe with disputational messages.  As counseling continues, higher levels of the 

SUDS scale are dealt with by the continued goal that the student will achieve dramatic 

reductions in identified stress while holding the image of the stressful situation.  At the 

end of each procedure and at the end of each session, the counselor should check SUDS 

levels of students. Once the whole protocol is enacted, the student and counselor discuss 

use of the techniques in real life situations, and follow-up, post test sessions are 

scheduled to reinforce further symptom control. 
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 Lower level anxieties may be dealt with, in group, within a few sessions.  More 

anxious students may require as many as five sessions to achieve substantial symptom 

reduction.  Follow-up should occur at two levels.  Follow-up with each student cements 

gains and reinforces successes, but accountability measures should also be attended to, as 

counseling results in test scores should be made a part of accountability reports (Johnson, 

Johnson, & Downs, 2005). 
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Abstract 
 
Introduction: Despite a plethora of evidence and clinical guidelines the management of 

complex chronic wounds is a challenging area of clinical practice for all practitioners involved 

in tissue viability. Nurses and podiatrists are frequently involved in the assessment and 

management of complex wounds on the lower extremities. Despite evidence demonstrating 

the benefits of inter-professional team working, the reality remains there is often little 

collaboration between nurses and podiatrists in the care of patients with chronic wounds on 

the lower extremity. This partly stems from a lack of awareness of each others roles and 

inconsistent educational strategies at pre-registration and post-registration levels. The 

University of Huddersfield, United Kingdom, has begun to address this issue by developing an 

inter-professional strand to undergraduate/ pre-registration wound care education. 

Aim: To develop a web-based learning resource to convey evidence-based concepts and 

best practice in wound care to undergraduate/ pre-registration nursing and podiatry students.  

Methods: A web-based e-learning tool has been developed utilising a problem based 

learning format bringing “theory to life” with the use of real life case scenarios centred on the 

assessment and management of common wound types; diabetic foot ulcers, pressure ulcers 

and infected wounds. This format allows students to select care options in a virtual 

environment and receive generated feedback based on current best evidence and research. 

Users will be encouraged to interpret findings from clinical investigations, test their knowledge 

at regular intervals and additionally students will be encouraged to consider the role of 

different professions in the virtual case. Qualitative statements from experienced nurses and 

podiatrists are included that highlight perceived perceptions on the benefits and barriers to 

interprofessional collaboration in wound care. 

Purpose: This e-learning tool will provide an innovative approach to wound care education 

that will bridge the theory to practice gap, highlight the importance of interdisciplinary working 

and raise awareness of each others roles.  

Conclusion: This initiative aims to introduce an IT resource to undergraduate nursing and 

podiatry students to encourage students to embrace evidence based concepts, appreciate the 
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importance of an interprofessional approach and better prepare students for independent 

practice.  
The e-learning tool will be formally evaluated after 12 months to assess whether the 

anticipated learning outcomes have been achieved by students of both disciplines. 

Funding: This project was funded, following a successful bid for School of Human and Health 

Sciences, University of Huddersfield innovation funding. 

Declaration of interest: None 
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The Department of Health (DoH) (2000) presented their NHS workforce 

strategy calling for education and training to be “genuinely multi-professional” 

promoting: 

• Teamwork 

• Partnership and collaboration between professions, between agencies 

and with patients 

• Skill mix and flexible working between professions 

• Opportunities to switch training pathways to expedite career 

progression 

• New types of workers 

 

Inter-professional education is defined by the Centre for the Advancement of 

Interprofessional Education (CAIPE) (1997) as being: 

 

‘Occasions when two or more professions learn with, from and about 

each other to improve collaboration and the quality of care’. 

 

Wound care is an area that is truly inter-professional in nature and as such it 

is important that all professions allied to medicine have in-depth training and 

education into the subject area to allow a holistic approach to patient care.   

 

This paper will discuss the development of an inter-professional Tissue 

Viability Masters Programme, aimed in the first instance at nurses and 
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podiatrists. The programme will offer both traditional and distance learning 

teaching methods to allow students the freedom to study within the confines 

of clinical commitments. Integral to the teaching will be the learning strategy of 

Problem Based Learning that will aid in the development of the students 

critical analytical and problem solving skills, while encouraging them to work 

in mixed professional groups.  

 

An interprofessional approach to tissue viability education will encourage an 

awareness of professional roles and the need for liaison and referral to ensure 

optimum patient care and enhance professional practice. Nurses and 

podiatrists are frequently involved in the assessment, diagnosis and 

management of complex wounds; however despite evidence demonstrating 

the benefits of interprofessional working (Foster & Edmonds 2002), in 

academic settings and in clinical practice the reality remains that there is little 

collaboration between the two professions.  The development and subsequent 

implementation of this Masters programme will offer students the opportunity 

to learn with and from each other while overcoming professional boundaries. 

It will allow students to reflect on their current practice an d to develop future 

practices within a truly inter-professional team.  
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 2

Abstract 
 

 
In response to the need to train teachers to effectively integrate technology into 

elementary and secondary education, a teacher professional development program funded by a 

federal grant provided a selection of instructional technology integration courses to PreK-12 

teachers.  The present study investigated the impact of the program on its participants’ stages of 

concern toward instructional technology integration into curriculum.  The study also explored 

potential differences in the concern levels among the participants from different age groups and 

school levels. The data analyses of the pre-/post-/follow-up survey responses revealed that 

overall the participants (teachers) had more external concerns in technology integration, and that 

the program was quite successful in reducing teachers’ internal self-based concerns while 

increasing their external impact-based concerns. Teachers’ age was shown to reflect differential 

concern levels at some stages, especially for those under 25, whereas school levels taught was 

not a factor. 
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The Effects of a Teacher Professional Development Program  
on Teachers’ Stages of Concern toward Technology Integration 

 
 

Introduction 
 

The importance of training teachers to use educational technology has been recognized 
for more than two decades. Hagey (1985) noted that trained teachers usually provided their 
students with more computer time and showed more confidence in their ability to use computers. 
According to Johnson (1988, cited in Atkins & Vasu, 2000), hands-on training with peers on 
relevant topics is the preferred type of stimuli for incorporating computer use in schools. It was 
recommended nationwide by the CEO Forum (1999) that every professional development 
program should integrate technology as a part of all training components, and that new teacher 
and administrator licensure and certification programs should require proficiency in integrating 
technology into the curriculum by 2003.  Galagan (1999) also argued that many teachers were 
unable to integrate the technology into their lessons because of a lack of training. Rogers (2000) 
posited that the application of technology could be complicated and time consuming until it has 
been mastered through training. The 1999 FRSS (Fast Response Survey System) survey revealed 
that teachers who spent more time in professional development activities were generally more 
likely than teachers who spent less time in such activities to indicate they felt well prepared to 
use computers and the Internet for instruction, and that teachers who reported feeling better 
prepared to use technology were generally more likely to use it than teachers who indicated that 
they felt unprepared (Smerdon et al., 2001). 
 

In response to the need to train teachers to effectively use educational technology in 
elementary and secondary education, the Federal No Child Left Behind initiative included 
Enhancing Education through Technology (NCLB-EdTech) five-year competitive grants, one of 
which was awarded to the Consortium for Interactive Instruction (CII) anchored by WHRO—a 
National Public Television Station and Norfolk Public Schools, a Mid-Atlantic urban school 
system. Now in its fourth grant year, WHRO has been managing the distribution of a series of 
curriculum-based instructional technology integration courses to K-12 teachers, most of which 
are delivered as six-week asynchronous online courses.  The grant enables any teacher or 
administrator in the regional consortium of 16 school divisions to enroll in the courses free of 
charge.  The courses can be used for teacher professional development requirements. The authors 
were contracted to evaluate the program, which led to the present study. One of our evaluation 
components was to examine the effectiveness of these courses by tracking and comparing course 
participants’ stages of concern before and after the training.  
 

The Stages of Concern dimension, which originated from a conceptual framework known 
as the Concerns-Based Adoption Model (CBAM) based on work by Fuller (1969), quantifies 
how individuals or groups perceive an innovation and how they feel about its use in their work 
(Hall & Hord, 1987). Concern is defined by Hall, George, and Rutherford (1977) as "the 
composite representation of the feelings, preoccupation, thought, and consideration given to a 
particular issue or task" (p. 5). According to Hall and Hord, there is a set of developmental stages 
of concern that teachers move through as they become increasingly sophisticated and skilled in 
using new programs and procedures, from early “self” concerns, to “task” concerns, and finally 

2008 HICE Proceedings 
Page 4836



 4

to “impact” concerns. Correspondingly, seven sequential stages are identified: 1) Awareness, 2) 
Informational, 3) Personal, 4) Management, 5) Consequence, 6) Collaboration, and 7) 
Refocusing. The first three stages are “self” types of concerns, focusing on internal concerns of 
teachers, such as, personal knowledge, involvement, ability, and impacts relating to the 
innovation, the fourth stage is “task” oriented, addressing the logistics and scheduling 
arrangements with regard to the use of the innovation, and the last three stages are “impact” 
kinds of concerns, dealing with external concerns of teachers as to how the innovation may affect 
their students, colleagues, and future work. 
 

Teachers’ stages of concern are affected by various factors. For example, age might be 
negatively related to the stages of concern. Atkins and Vasu (2000) found that younger teachers 
tended to score higher on the teaching with technology instrument (TTI), and that those who had 
elevated scores on latter stages of concern about computers (SoCC) also had higher mean scores 
on the TTI. Therefore, it is very likely that younger teachers would have more intense concern at 
higher stages of concern. Along the same line, Ayersman and Reed (2001) reported that the most 
recent college students usually had lowest concerns in almost all stages except awareness. The 
results from a qualitative study by Goodwyn, Adams, and Clarke (1997) suggested that the older 
teachers belonged to the “fearful” group for whom technology is generally a threat and the cause 
of much anxiety. Teachers’ stages of concern might also be associated with the grade levels they 
teach. Cheung and Ng (2000) investigated teachers’ concerns about the Target-Oriented 
Curriculum (TOC) project in Hong Kong and found that most primary school teachers had peak 
concerns at the Management stage. They were most worried about issues such as efficiency, time 
demands, organization, scheduling and the best use of resources. However, there is no literature 
comparing teachers’ concerns at elementary, middle, and high school levels. Perhaps the most 
important factor that determines the stages of concern is one’s confidence and competence in an 
innovation. Atkins and Vasu (2000), after examining middle school teachers' concerns, 
knowledge, and use of technology in teaching, concluded that teachers with more computer 
confidence are at higher stages of concern.  The study by Cheung, Hattie, and Ng (2001) 
indicated significant interaction between teaching experience with Target-Oriented Curriculum 
(TOC) and the stages of concerns: non-users had more intense concern at Stage 0 (Awareness), 
while experienced TOC teachers expressed more intense concerns at higher stages. 
 

Clearly, for innovations to be used effectively, users must be provided with opportunities 
to help them lower their internal concerns and increase their external concerns so that they can 
become confident and competent. This is one of the challenges confronted by teacher 
professional development programs. With the ever increasing use of computer technology in 
every part of life and in education in particular, training teachers to be confident and competent 
in effective technology integration in the classroom has become a focus for many teacher 
professional development agents. The WHRO-NCLB-EdTech consortium is one of such agents. 
 

The purpose of this study was to investigate whether these six-week online instructional 
technology courses provided by the WHRO-NCLB-EdTech consortium had positive impact on 
course participants’ confidence and competence in using technology in classroom by examining 
the changes in participants’ stages of concern toward instructional technology integration into 
curriculum as a result of the course training. Specifically, we were interested in finding out 
whether these grant-funded courses had helped lower the course participants’ internal self-based 
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concerns while increasing their external impact-based concerns toward instructional technology 
integration. The study also investigated potential differences in the levels of concerns among 
teachers from different age groups and grade levels. Essentially, directional changes in various 
concerns would indicate a related change in confidence and competence and thus serve as an 
indicator of successful intervention. Four research questions framed this research: 
 

1. What impacts do WHRO-NCLB-EdTech online instructional technology courses have on 
participants’ stages of concern about technology integration in the classroom? 

2. What were the top concerns of the participants in technology integration? 
3. Are there differences in participants’ stages of concern about technology integration 

between different age groups? 
4. Do participants’ stages of concern toward technology integration vary based on the grade 

levels they teach? 
 

Method 
 

This study is mainly a quantitative design with pre-/post-and follow-up measurement. 
Participants were K-12 in-service teachers from 16 participating school divisions in southeastern 
Virginia who chose to take one or more grant-funded courses. The Stages of Concern 
Questionnaire (SoCQ) developed by Hall et al. (1977) was used to measure changes in 
participants’ concerns about technology integration as a result of enrollment in these courses. 
The questionnaire consists of 35 items, measuring seven stages of concern with five items for 
each. Each item has a 0-7 response range, with 0 indicating a very low concern or irrelevance at 
the present time and 7 indicating a very high concern. The instrument has been proven reliable 
with alpha coefficients varying from .64 to .83 (Hall et al. 1977). Ideally, participants should 
progress from the internal self-based concerns to the external impact-based concerns toward 
technology integration as they become more knowledgeable and experienced. The original 
version of the questionnaire used the word innovation in all items, which for the purpose of this 
study was replaced with course specific word(s) based on the content of each course, as intended 
by the authors (Hall et al.). For example, the original item “I am not concerned about this 
innovation” was changed into “I am not concerned about the use of graphic organizers” for one 
of these courses.   
 

All participants were required to complete an online SoCQ survey before they were 
exposed to any course activities. They completed the same instrument immediately after the 
course, and again several months after the course ended. Participants’ responses to the pre-
survey, post-survey and follow-up survey were compared to identify the concern change pattern 
at the three points. To further examine whether age and grade level played a role in participants’ 
stages of concern toward technology integration, namely, whether these online instructional 
technology courses were more efficient with participants of a particular age group or teaching a 
particular grade level, participants were grouped according to their age (< 25, 25-30, 31-40, 41-
50, and over >50) and the grade level they teach (elementary, middle, and high). Their responses 
at the post-survey measure were analyzed statistically with the pre-survey measure as a 
covariate.  
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Results and Discussion 
 

To answer the first two research questions “What impacts do WHRO-NCLB-EdTech 
online instructional technology courses have on participants’ stages of concern about technology 
integration in the classroom” and “What were the top concerns of the participants in technology 
integration”, seven one-way analyses of variance (ANOVA) were performed to assess 
participants’ levels of concern on the seven dependent variables (seven stages)—Awareness, 
Informational, Personal, Management, Consequence, Collaboration, and Refocusing, with pre-
survey, post-survey and follow-up survey as the three independent variables. 
 

Significant differences were found for all the seven dependent variables in the Stages of 
Concern measures. Post-hoc tests (Dunnett’s) showed significant differences between the pre-
survey and post-survey for six dependent measures. The only non-significant difference was for 
the 5th stage, Consequence. There were significant differences between the pre-survey and the 
follow-up survey for the dependent measures of Information, Personal, and Consequence. 
Significant differences were also found between the post-survey and follow-up survey for the 
measures of Awareness, Management, and Collaboration. See Table 1 for the ANOVA results, 
Table 2 and Figure 1 for the descriptive statistics 
 
Table 1 
ANOVA Results for States of Concern (SoC) 
 

ANOVA 
Dependent Variables 

df F p η2 
Awareness 2 11.34 .00a,  c .02 
Information 2 71.77 .00 a,  b .11 
Personal 2 34.30 .00 a,  b .06 
Management 2 18.20 .00 a,  c .03 
Consequence 2 4.85 .01 b .01 
Collaboration 2 4.76 .01 a,  c .01 
Refocusing 2 3.65 .03 a .01 
Note:   a = significant between pre-survey and post-survey 
 b = significant between pre-survey and follow-up survey 
 c = significant between post-survey and follow-up survey 
 

Table 2 
 Descriptive Statistics for Stages of Concern (SoC) 

 
Pre-Survey Post-Survey Follow-up  Dependent 

Variables 
N = 377 M SD M SD M SD 

Awareness 10.51 5.69 8.87 5.42 10.58 5.61 

2008 HICE Proceedings 
Page 4839



 7

Information 27.64 5.63 23.06 6.62 22.67 6.70 

Personal 25.96 7.42 21.75 8.54 21.54 8.81 

Management 17.89 7.55 14.56 7.35 16.24 7.82 

Consequence 28.59 6.15 28.16 6.73 27.14 6.74 

Collaboration 29.75 6.55 31.07 7.24 29.59 7.74 

Refocusing 28.97 5.75 30.04 5.68 29.11 6.25 

 
 
Figure 1. Mean Distribution of Stages of Concern 
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An examination of the statistical results indicated that overall, participants’ concern 
patterns were quite similar at the three measurement points. The two lowest types of concern 
were Awareness and Management. Awareness concern is indicated by participants’ lack of 
interest in or involvement with the new knowledge/skills/techniques. The low awareness concern 
at all measurement points was supported by the fact that they sought out the course and enrolled 
in voluntarily, which clearly indicated that they already knew about the content and were 
interested in the new knowledge/skills/techniques. Management concern refers to the process and 
tasks of using the new knowledge/skills/techniques, such as, organizing, managing, and 
scheduling within all other time demands. The low management concern was understandable: the 
fact that participants chose to take these course suggested that they were willing and ready to 
make adjustments or changes to incorporate the new knowledge/skills/techniques in their 
instruction. In addition, as in-service classroom teachers, they were confident in their ability to 
manage the instructional logistics required by the new knowledge/skills/techniques. 
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The three external, impact-based concerns were initially high and remained high 
throughout which may be a very positive reflection of the quality inherent in this group of 
teachers. Consequence concern refers to teachers’ concerns about the consequences of teaching 
change as a result of adopting the new knowledge/skills/techniques on their students’ learning; 
collaboration concern focuses on coordination and cooperation with others regarding the use of 
new knowledge/skills/techniques; refocusing concern centers on the exploration of more 
universal benefits from the new knowledge/skills/techniques. The high scores—very near the 
upper end of the scale—on these stages indicate that these educators were concerned about how 
instructional technology affects their students, that they were willing to collaborate with others 
with regard to technology based/enhanced teaching strategies and, finally, that they would 
continually seek new and innovative ways to incorporate available technology into their 
teaching/learning environment.  This line of reasoning is supported by the fact that, even though 
the pre-treatment scores were already high—reflecting the quality of this particular group 
educators—they chose to further their expertise by investing time and effort in these six-week 
courses.  In spite of the fact that the external stages of concern were already very high initially, 
the workshops still succeeded in raising those levels even higher, which was a good indicator of 
the success of the workshops.  Even though the consequence and collaboration stages returned to 
the pre-test levels, the actual differences in means were very small, as indicated by the small 
effect size, perhaps reflecting a ceiling effect.   

 
On the other hand, two of the internal self-based concerns were lowered and maintained. 

An examination of the ANOVA effect size and mean distribution figures revealed that the 
participants’ self-based concerns in Information and Personal dropped tremendously from pre- 
to post-survey, which indicated that these WHRO-NCLB courses were very successful in 
providing participants with relevant information about the new knowledge/skills/techniques and 
alleviating their concerns about how the new knowledge/skills/techniques would affect them 
personally.  Therefore, a reasonable conclusion is that the workshops successfully met their 
objectives in helping participants obtain technology information and making them more 
comfortable with its use. 
 

The third research question investigated whether there were differences in participants’ 
stages of concern about technology integration between different age groups. With participants’ 
pre-survey scores on the seven stages of concern as covariates, and Age as an independent 
variable, ANCOVAs were performed on participants’ post-survey scores on each of the seven 
stages of concern (dependent variables). Significant differences were found on all dependent 
measures except one--Collaboration (Table 3). Post Hoc Pairwise Comparisons were conducted 
to test for group differences on the six significant measures. Results of significant differences 
and the adjusted means of each group from the ANCOVA analyses are presented in Table 4 and 
Figure 2. 
 
Table 3 
Analysis of Covariance of Posttest Stages of Concern as a Function of Age with Pretest Stages of 
Concern as Covariate 

Source df MS F p η2 
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Covariate Pre-Awareness 1 2185.38 97.98 .00* .21 

Dependent 
Variable 

Post-Awareness 4 137.60 6.18 .00* .06 

Covariate Pre-Information 1 1370.61 34.71 .00* .09 

Dependent 
Variable 

Post-Information 4 108.59 2.75 .03* .03 

Covariate Pre-Personal 1 5048.43 86.00 .00* .19 

Dependent 
Variable 

Post-Personal 4 149.04 2.54 .04* .03 

Covariate Pre-Management 1 2822.17 62.20 .00* .14 

Dependent 
Variable 

Post-Management 4 124.76 2.75 .03* .03 

Covariate Pre-Consequence 1 4200.79 124.49 .00* .25 

Dependent 
Variable 

Post-Consequence 4 87.26 2.59 .04* .03 

Covariate Pre-Collaboration 1 712.60 218.32 .00* .37 

Dependent 
Variable 

Post-collaboration 4 38.07 1.17 .33 .01 

Covariate Pre-Refocusing 1 2814.13 114.63 .00* .24 

Dependent 
Variable 

Post-Refocusing 4 58.14 2.37 .05* .03 

Note:   * p < .05 
 
Table 4 
Post Hoc Pairwise Comparisons on Posttest Stages of concern by Significant Age Groups 
 

Source Adjusted 
Mean F p Adj. Mean 

Difference 
25 - 30 8.60 18.38 .00* 5.95 

31 - 40 9.22 16.13 .00* 5.33 

41 - 50 8.25 23.66 .00* 6.30 
Awareness < 25 

Adj. M=14.55 

> 50 8.60 20.86 .00* 5.95 

25 - 30 21.70 6.74 .01* 4.78 Information < 25  
Adj. M=26.48 

41 - 50 22.33 5.78 .00* 4.15 
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31 - 40 24.14 4.81 .03* -2.45 25 - 30 
Adj. M=21.70 41 - 50 22.33 4.02 .00* 1.82 

 

31 – 40 
Adj. M=24.14 41 - 50 22.33 4.02 .05* 1.82 

< 25 
Adj. M=24.95 25 - 30 19.66 5.47 .02* 5.29 

31 - 40 22.90 5.59 .02* -3.21 Personal 25 – 30 
Adj. M=19.66 > 50 22.32 4.16 .04* -2.63 

25 - 30 12.77 8.42 .00* 5.76 < 25 
Adj. M=18.53 41 - 50 13.98 6.06 .01* 4.55 

31 - 40 15.12 3.87 .05* -2.35 
Management 

25 - 30 
Adj. M=12.77 > 50 15.10 4.19 .04* -2.33 

31 - 40 28.41 6.07 .01* -2.54 

41 - 50 28.32 6.39 .01* -2.45 Consequence 25 – 30 
Adj. M=25.87 

> 50 28.95 9.89 .00* -3.08 

31 - 40 30.50 7.03 .01* -2.33 

41 - 50 30.25 6.34 .01* -2.08 Refocusing 25 – 30 
Adj. M=28.17 

> 50 30.47 7.58 .01* -2.30 
Note:   * p < .05 
 
Figure 2. Teachers’ Stages of Concern on Technology Integration by Age 
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The same profile of concerns was observed from the ANCOVA analyses as that of 

ANOVA analyses on the pre-/post-/follow-up surveys.  Participants of all age levels had higher 
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concerns at all external stages than internal stages which, as discussed above, is a very favorable 
condition. 

 
The youngest age group (under 25) exhibited significantly higher internal self-based 

concerns than other age groups. One possible explanation might be that they were new to the 
teaching profession and were experiencing new and/or different technology based/enhanced 
teaching/learning components, and thus it was natural that they were more concerned about 
whether they had the required information/knowledge, whether they had necessary instructional 
management abilities, and whether the adoption of the new knowledge/skills/technique would 
affect them positively or negatively.  

 
The second age group (25-30) had the lowest concern scores on virtually all stages. Their 

low internal concerns were understandable. Like teachers of the youngest age group, this age 
group grew up with the ever-increasing popularity of technology, which likely contributes to 
high confidence levels in various aspects of technology learning and application. But, unlike the 
younger age group, this group of teachers had been in the teaching profession for a number of 
years and have most likely became competent in their professional skills, including the 
implementation of instructional technology. Therefore, that they had lower internal self-based 
concerns is reasonable.  However, we cannot explain why their external concerns were also 
lower than other age groups, reaching significance at the consequence and refocusing stages.  

 
The remaining age groups (31-40; 41-50, & >50) were very similar on all stages. 
 
Finally, to explore whether participants’ stages of concern toward technology integration 

vary based on the grade levels they teach, one-way ANCOVAs were conducted on participants’ 
post-survey scores on each stage of concern, with participants’ pre-survey scores on the seven 
stages of concern as covariates, and Grade Level as an independent variable. The ANCOVA 
failed to yield any significant difference across grade levels on any stage of concern except 
Information (Table 5).  However, the small effect size (.02) suggests that this difference does not 
have any practical significance.  Therefore, this question was not explored any further.  
 
Table 5 

Analysis of Covariance of Posttest Stages of Concern as a Function of Grade Level with Pretest 
Stages of Concern as Covariate 

Source df MS F p η2 

Covariate Pre-Awareness 1 2116.91 94.22 .00* .22 

Dependent 
Variable 

Post-Awareness 4 9.93 .44 .64 .00 

Covariate Pre-Information 1 1114.75 28.17 .00* .08 

Dependent 
Variable 

Post-Information 4 137.32 3.47 .03* .02 
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Covariate Pre-Personal 1 4841.53 79.95 .00* .20 

Dependent 
Variable 

Post-Personal 4 64.41 1.06 .35 .01 

Covariate Pre-Management 1 2644.45 56.86 .00* .14 

Dependent 
Variable 

Post-Management 4 125.47 2.70 .07 .02 

Covariate Pre-Consequence 1 3314.40 98.29 .00* .23 

Dependent 
Variable 

Post-Consequence 4 84.13 2.50 .08 .02 

Covariate Pre-Collaboration 1 6846.45 207.66 .00* .39 

Dependent 
Variable 

Post-collaboration 4 48.11 1.46 .23 .01 

Covariate Pre-Refocusing 1 2228.57 88.54 .00* .21 

Dependent 
Variable 

Post-Refocusing 4 28.31 1.13 .33 .01 

Note:   * p < .05 
 

Conclusion 
 
The findings from this study indicated that teachers were more concerned about the 

external factors (consequence, collaboration, and refocusing) in technology integration and that 
the WHRO-NCLB teacher professional development program was quite successful in lowering 
teachers’ internal self-based concerns while increasing their external impact-based concerns. 
This was a very encouraging profile according to the concern-based adoption model. Teachers’ 
age contributed to the concern changes at different stages, especially for those who were under 
25, whereas grade levels taught was not a factor. 
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Abstract: 
Inexperienced writers encounter problems in writing even after they have acquired basic 
literacy skills.  These include: 
 
• an inability to start the task, because the learner is “overwhelmed by the blank page; 
• the tendency for over use of simple connectives, such as ‘and then…’; 
• a failure to be able to identify the exact requirements of differing types, or genres of non-

fiction writing, for example writing reports, or outlining procedure  
• the absence of the prompts provided by the questions asked by another person in 

conversation, which encourage clarification of ideas. (Lewis and Day,1998, 2002).    
 

These issues become even more problematic if the writer has any degree of difficulty with 
literacy.   It is clearly important to provide appropriate support for all students so that they can 
develop their writing skills to the best of their ability.  This paper reports on a project to 
provide supports for student writing within a collaborative writing environment [CWE] 
developed as part of the Education through Virtual Experience [EVE] project.  It focuses on 
the issues surrounding the development of writing and explores the use of various levels of 
scaffolding designed to foster collaboration between students and the inclusion of students 
with widely varying levels of writing ability and experience. 

Study objectives 

o To develop software designed to enable teachers to create varying degrees of scaffolding 

o To undertake testing of this software within the overall CWE format, with students at 
varying levels of schooling and of varying ability levels to assess: 

o the usability of the software by both teachers and students 

o the effectiveness of such interventions when used in writing projects 

o To identify further possible supports for writing which it would be useful to include in the 
CWE 

Project details 

o The EVE project 

The EVE project combines the use of various analysis tools, a CWE, online resource sharing 
and messaging between pupils, with the facility for teachers to guide the activities of the 
participants via template generation and direct message interaction using a web browser.  
Students work in teams to complete a project and produce a collaborative final report .The 
EVE system has been described in detail elsewhere (Busschots et al, 2006), and the present 
report focuses on the CWE and, in particular on the ability of the teacher to provide 
individually-tailored scaffolds for the writing by individual pupils.   

o Collaboration within the CWE 
 
Each learner within the team is allocated a separate part of the final report to complete.   To 
enable collaboration to take pace all team members (plus the teacher) can see what has been 
written in every section.  Team members are then encouraged to offer advice and comment 
on work via a messaging system.   This enables the type of support to be offered which is 
supplied in dialogue, by probing and prompting the writer. 
 

o The use of scaffolding 
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Initial testing of the CWE in which only the lowest level of scaffolding was provided, i.e. 
section headings, revealed that this level of support was inadequate for students who were 
both inexperienced in the overall report format and also less skilled or experienced writers. 
This testing was undertaken by a group of students aged 14 –15 years from a local secondary 
school.  To provide more formal structure for the writing, the software was modified so that 
the teacher can provide varying degrees of ‘scaffolding’ for the individual section from within a 
designated teacher area within the browser [see Table 1]. 
 
The ‘scaffold’ provided can be seen only by the learner responsible for the section and by the 
teacher, thus avoiding any issue of discrimination by fellow pupils. 
 
Table 1:  Types of scaffolding available with EVE 

Full sentences provided by the teacher,  
randomised, and re-sorted by the student 
Cloze text -missing words supplied 
Cloze text – no missing words 
Starter sentences for each section, with word list, 
such as useful vocabulary or connectives 

Maximum support 
 
 
 
 
 
 
Minimal support 

Section headings 

 

Outcomes to date and on-going evaluation 

Testing has been undertaken in terms of usability by both teachers and students to assess 
and appropriate modifications have been made where necessary.  Students in a primary 
school have been selected by a staff member to participate in these trials.   

Work is currently on-going to assess the use of the CWE in terms of: 
o completion of project by teams using scaffolded version of CWE 
o comparison with work produced by teams using basic CWE 
o comparison with work by those not using CWE  
o potential inclusion of further ‘helps’ within current scaffolding structure 
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Treaty 6 Education: In Search of Her Majesty’s Bounty and Benevolence  
 

 
On December 4 1876, Alexander Morris, Lieutenant Governor of the North-West 

Territories and Her Majesty’s Chief Treaty Commissioner reported he had successfully 

negotiated Treaty 61 “in compliance with the request of the Privy Council that I should 

proceed to the west…. as promised the Plain Crees” (Morris, 1880/1991, p. 180). Treaty 

6, a formal and binding contract between two nations, dealt with the “important matters” 

related to “Reserves, schools, the amount of the money gratuities and annuities made or 

secured to the Indians” (Indian Affairs, 1877, p. xi). Treaty negotiations were held during 

August and September 1876: the Crown representatives and their entourage, numbered 

approximately 100 people while Cree Chiefs, Headmen and their people were estimated 

at 5,000. Together the two entities met, negotiated, and finalized Treaty 6 (Indian Affairs, 

1877, p. xi). It was a process of treaty making between the British Crown and First 

Nations which was repeated as a series of treaties, Treaty 1-11, were negotiated and 

affirmed from 1871-1921.  

Treaties 1-11 are often referred to as the numbered or post confederation treaties.  

Each “treaty is unique in terms and scope of application [and] Aboriginal understandings 

of the treaties are relatively uniform” (p. 152). Henderson (1994) argued the numbered 

treaties “were consensual arrangements between nations for the sharing of a territory and 

creating a new order” (p. 53), however, over the past century, First Nations and Canada 

have often debated the “original intent and spirit” of the treaties and found little 

consensus in their understanding of the treaty commitments (Treaty 7 Elders & Tribal 

Council, 1996). Opepokew (1994) argued that cultural and linguistic differences 

                                                 
1The treaty meetings were held at Forts Carlton and Pitt.   
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“compounded the divergent interpretations of what was negotiated by [the] treaty-making 

parties” (p. 196).  

First Nations were oral societies who relied upon their word and the word of those 

with whom they negotiated to be their “document” – at the Treaty 3 negotiations, the 

Saulteax tribal members “selected…an Indian reporter, whose duty was to commit to 

memory all that was said” during the negotiations (Morris 1880/1991, p. 48). In contrast, 

representatives of the Crown, as was their custom, prepared written documents to itemize 

and define the negotiations. The Crown identified the purpose of the Treaty negotiations 

was to:  

Obtain the alliance and promot[e] the welfare of the Indian tribes in the North-

West of Canada, and …open…up the Territories for settlement, by obtaining the 

relinquishment of the natural title of the Indians to the lands of the Fertile Belt on 

fair and just terms. (Morris, 1880/1991, preface)  

The Canadian courts called upon, from time to time, to determine the meaning of the 

treaties, have affirmed each party negotiated in “good faith.” In R. v. Badger, 1996, the 

Supreme Court of Canada stated:  

 [I]t must be remembered that a treaty represents an exchange of solemn promises  

between the Crown and the various Indian nations…[the Crown] always intends 

to fulfill its promises. (As cited in Elliott, 1994, p. 45) 

Promises to First Nations within the numbered treaties were for  “allowances…to 

count upon and receive from Her Majesty’s bounty and benevolence” (Morris, p. 351) 

not just “for today or tomorrow only but should continue as long as the sun shone and the 

river flowed” (p. 208). The Queen’s “bounty and benevolence” was to “promote the 
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welfare of the Indian Tribes” and to enable “the people…to live and prosper and provide 

like the white man” (p. 28). In order to fulfill such promises, the Crown undertook to 

provide educational services on each reserve whenever requested to do so by First 

Nations communities. Furthermore, not only the written words recorded by the Crown 

representatives but the oral history of the First Nations give force to the “true intent” of 

the treaties. Within this context, in 1997, the Supreme Court of Canada decision on 

Gitksan and Wet’suwet’en Aboriginal title stated:    

Notwithstanding the challenges created by the use of oral history as proof of 

historical fact, the laws of evidence must be adapted in order that this type of 

evidence can be accommodated and placed on an equal footing with the types of 

historical evidence that courts are familiar with, which largely consists of 

documentary evidence. (As cited in Pape & Salter, 1998, p. 3) 

Written documentation and oral history relating to each of the numbered treaty 

negotiations, confirm that education was raised by both parties during the treaty 

negotiations. Furthermore, the Crown committed to provide such services whenever an 

individual reserve demanded such (Morris, Cardinal). While there are similarities relating 

to the treaty discussions on education, the specific area of focus of this paper is the 

provision of education within the context of Treaty 6, 1876. This research situates the 

treaty right to education within historical and present-day formal and Indigenous 

educational understandings, practices and delivery. The author argues that (a) despite the 

Crown’s constitutional responsibility to provide western education, it failed to honor its 

commitment to provide educational services “equal to the whites;” and (b) the Crown’s 

educational policy of assimilation negated its treaty commitment that educational services 
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would not impinge upon Indigenous teaching and learning practices (Morris, 1880/1991; 

Carr-Stewart, 2001; Macklem, 2002).    

Treaty Making 

Historically, both European and Indigenous peoples entered into treaties with 

their respective neighbors for a variety of purposes, including economic agreements, 

military alliances, establishing territorial boundaries and other for specific mutual 

benefits. First Nations people established diplomatic and political protocols for reaching 

peace and economic agreements or treaties with other First Nations (Ray, Miller & 

Touch, 2000, p.5), similarly, nations in Europeans treated with each other. In 

international law, a treaty is defined as a “compact made between two or more 

independent nations with a view to the public welfare… [and] establishes rules” (Yogis, 

1995, p. 227). The word treaty is synonymous with or used to mean “agreement, pact, 

protocol, charter, statute, act, covenant, or declaration” (p. 227).  

Britain and the Indigenous people residing in the vicinity of the eastern seaboard 

entered into military alliances and peace and friendship treaties from the time of contact 

and in so doing establishing a nation-to-nation relationship. In 1754, Britain appointed 

two officials to manage its relationship with the tribes on the eastern seaboard. A decade 

later King George lll issued the 1763 Proclamation, which recognized Aboriginal right to 

the land and established that First Nations people “had a pre-existing interest” in the land 

(Elliott, 1994, p. 23) and furthermore land set aside for Indians “could be purchased only 

by the Crown” (p. 23). Such tenets formed the basis of the Crown’s treaty making with 

Indigenous people across Canada as Euro-Canadian entrepreneurs and settlers moved 

westward.  
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Throughout time, the Cree whose traditional lands were situated within much of 

the present day western provinces adapted their lifestyle to the changing environment and 

economic opportunities. Trade for the Cree was a reciprocal arrangement. Thus with the 

arrival of Euro-Canadian fur traders on their lands, the Cree formed new trading alliances 

particularly with officials of the Hudson Bay Company (HBC), which enabled them to 

exchanged furs and their services for European tools and supplies – incorporating such 

into their own daily life. They also diversified their trading patterns by trading European 

goods with other First Nations (MacGregor, 1966/1998, p. 54). As a people, they were 

instrumental in the success of the fur trade and respected in their role as the middlemen 

between the HBC and the western tribes (Dempsey, 1979/1997, p. 59). 

In 1868, the Hudson’s Bay Company relinquished its royal title to the vast lands 

of the North West and the Imperial Order-in-Council dated June 23, 1870 instructed 

Canada: 

That upon the transference of the territories in question to the Canadian 

Government, the claims of the Indian tribes to compensation for lands required 

for purposes of settlement will be considered and settled. (As cited in Cumming & 

Mickenberg, 1972, p. 148) 

The numbered treaties 

The Cree Chiefs cognizant of the Queen’s representatives treating (Treaty 1-5) 

with other tribes (Christensen, 2000), sent a message to  

His Excellency Governor Archibald, our Great Mother’s representative at Fort 

Garry, Red River Settlement…. we invite you to come and see us and to speak 

with us…when we come to settle treaty with you. (Ray, 2000, p. 171)  
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In response, the Privy Council instructed the Lieutenant Governor “to convey to these 

Indians [the Cree] the assurance that Commissioners would be sent this summer, to 

negotiate a treaty with them” (p. 172). The negotiations associated with each of the 

specific numbered treaties varied in length from a number of days to weeks and were 

concluded amidst solemn ceremonies and pageantry: Chiefs and Headmen smoked the 

pipe with the Treaty Commissioners, the Union Jack flew above the celebrations, and the 

band of the North-West Mounted Police played. It is these events, which help to establish 

the totality of treaty making. Isaac (1995) wrote, “In addition to actual terms of a treaty, 

the minutes of meetings at which negotiations took place and events leading up to the 

signing of a treaty have been interpreted to convey rights” (p. 236). To support his 

argument, Isaac referenced R. v. Taylor, 1981, whereby the Ontario Court of Appeal 

found that  

Although the written terms of an 1818 treaty did not contain a guarantee of 

hunting and fishing rights, the minutes of the council meeting between the Deputy 

Superintendent of Indian Affairs and the chiefs of the six tribes who were parties 

of the treaty reveal that hunting and fishing rights on Crown lands in areas 

covered by the treaty were retained by the tribes. (p. 236) 

The numbered treaties and education 

 Both the oral history and the written treaty documents indicated that specific 

discussions relating to education formed a part of each of the numbered treaty 

negotiations. In 1975, Treaty 6 Elder Fred Horse recounted his father told him 

“Education was discussed” at the treaty negotiations (Price, 1980, p. 125). At the Treaty 3 

negotiations, “the Chief of the Lac Seul band…stated [his people] wished a school-
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master to be sent them teach to their children the knowledge of the white man” (Morris, 

1880/1991, p. 49). In response, Morris assured the Chief “I have the authority to make 

reserves…and establish schools whenever any band asks for them” (p. 58). Ahtahkakoop 

one of the Treaty 6 negotiators identified that he wanted his “people to be taught how to 

read, write, and farm” (Christensen, 2000, p. 202). The Crown representatives identified 

their commitment to provide education in their written documents: “You ask for school 

teachers…I had already promised you that when you settled down, and there were 

enough children, schools would be maintained” (p. 217). The Minister of Interior, David 

Mills, noted in his 1877 report that the Cree asked “for teachers and for persons to 

instruct them” (Annual Report, 1877, p. xii).  

While each of the numbered treaties contained a written reference to education, 

the specific wording varied. The Crown committed in Treaty 1 and 2 (1871) “to maintain 

a school on each reserve hereby made, whenever the Indians of the reserve should desire 

it.” The Qu’Appelle Treaty, Number 4 (1874) confirmed: “Her Majesty agrees to 

maintain a school in the reserve, allotted to each band, as soon as they settle on said 

reserve, and are prepared for a teacher.” Treaties 5 and 6 stated:  

Her Majesty agrees to maintain schools for instruction in such reserves hereby 

made as to her Government of the Dominion of Canada may seem advisable, 

whenever the Indians of the reserve shall desire it.   

Defining such benefits has remained elusive (Cardinal 1969), however, the British 

Columbia Supreme Court provided guidance in defining the this area in its ruling on 

Claxton v. Saanichton Martina Ltd:    

2008 HICE Proceedings 
Page 4856



Treaties must be construed, not according to the technical meaning of their words 

but in the sense that they would naturally be understood by the Indians. (As cited 

in Isaac, 1995, p. 104) 

Regardless of the words or phrasing in the written treaty documents, the Crown’s 

obligation and fiduciary responsibility for education was identified: from Treaty 1 

onwards, the Crown’s commitment established both the treaty right to and the policy 

context for the provision of formal educational services – services to be provided 

whenever requested by First Nations.  

The Future: Formal Education  

 The Crown’s commitment to the provision of formal education was additional to 

traditional educational practices, which were “interwoven into the life of the tribal 

society” (Snow, 1977, p. 6). Mista-wa-sis at the Treaty 6 negotiations stated “the Great 

White Mother has offered us a way of life when the buffalo are no more” (Christensen, 

2000, p. 252). At the negotiations, Red Pheasant informed the Commissioners, “he was 

glad to see the Government coming…as it would improve his means of living” (Morris, 

p. 193) and Sweet Grass wished to thank the Queen for the treaty since it would “help my 

children so that they may prosper” (p. 191). First Nations representatives informed the 

Treaty Commissioners they desired “instruction” and the “knowledge of the whiteman” 

(p. 49) in order to be prepared for the changing economy. Cree Chiefs’ negotiated the 

opportunity “to send their children to school” (p. 204) and Morris (1880/1991) noted he 

“was agreeably surprised to find so great a willingness on the part of the Cree to 

commence…to have their children instructed” (p. 194). Morris informed the Cree “Your 
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children will be taught, and then they will be as well able to take care of themselves as 

the whites around them” (p. 213).  

 The two treaty partners each, to varying degrees, understood the purpose of 

formal education. The Treaty Commissioners, all who spoke, read, and wrote English and 

had attended western educational institutions, were cognizant of the purpose and 

practices of formal education. Their formal education had enabled them to secure 

employment and a comfortable lifestyle and they understood the Crown’s commitment to 

provide formal education. Contact and relationships with explorers, fur traders, and 

missionaries provided the Cree people, albeit to a lesser degree, with an understanding of 

the practices and purpose of formal education. As the Cree met and guided explorers such 

as Anthony Henday, Peter Fidler, and David Thompson, they taught them “in the Indian 

manner” (Belyea, 1994, p. 241) and as they shared their food and teepees with the 

explorers, they observed the western practice of keeping written accounts of their travels. 

Contact between First Nations people and Euro-Canadians increased with growth of the 

fur trade. As did other Indigenous people, the Cree visited the trading posts to sell furs 

and buy European goods and in so doing observed a variety of signs itemizing goods for 

sale, and as HBC storekeepers maintained Company logs itemizing goods traded the 

custom provided direct experience of the western practice of maintaining written records. 

The HBC trading posts established a system of communication by which information and 

correspondence were sent from one post to another, the Cree and other First Nations 

people were hired to deliver the mail between posts – HBC journals record numerous 

entries of “Indians on horse back with letters” arriving and leaving for various forts in the 

mid-west (As cited in Carr-Stewart, 2001, p. 89).  
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 From the 1800s onward, diverse groups and various individuals journeyed across 

the prairies. In 1840 the Hudson’s Bay Company invited the Wesleyan Methodist Church 

in England to send missionaries to the western outreaches of its territory (Nix, 1960, p. 

9). For the next eight years, Reverend Robert Terrill Rundle divided his time between (a) 

conducting religious services and teaching children of Company employees at Fort 

Edmonton; and (b) traveling among the Cree, Stoney and Blackfoot people (Dempsey, 

1977). Initially, Rundle used interpreters and later learned Cree. He taught lessons from 

the scriptures and prepared individuals for baptism: once adults successfully passed the 

“examination,” he baptized them and presented them with baptismal certificates written 

in a combination of Cree syllabics and English and distributed hymnbooks among 

adherents (United Church, 1940, p. 20). He also taught children and wrote to his fellow 

missionaries asking, “Could you send me, if you pls [sic], a few small children’s books” 

(Dempsey, 1977, p. 149). Rundle recorded in his Journal that he often instructed groups 

of 20 or more both during daytime and in the evening and “held English school” or “read 

a chapter in English” to his pupils, taught groups to sing – particularly women and 

children – and taught children and adults “to read” and write “small words” (United 

Church 1940, p. 31). He became “accustomed to hold[ing] a kind of school during five 

days a week” and wrote “several things for Indians” (pp. 111-123). Instruction was 

related to his mission to baptize children and adults, yet his religious activities were not 

separate from the teaching of the rudiments western education of reading and writing. 

 A decade after Rundle returned to England, the Palliser Expedition, 1857-1860  

surveyed the prairies, and noted that the Cree “were well disposed towards the 

[Expedition] party…[and] education had made some progress with them, thanks to the 
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Wesleyan missionaries” (Spry, 1995, p. 172). A steady stream of religious representatives 

traveled across the prairies and by the 1860s they had established a number of schools.  

In teaching the young and old alike, missionaries taught in a mode similar to the Cree 

concept of life long learning. Writing from Battleford, two years after the signing of 

Treaty 6, David Laird, Lieutenant Governor of the North-West Territories stated: “Quite 

a number of Crees have been taught by the Missionaries to read and write syllabic 

characters [and they] correspond with each other in their own languages and with the 

missionaries” (Indian Affairs, 1879, p. 64). While certainly the majority of Cree could 

neither read nor write, they nevertheless gained an ever-increasing knowledge of western 

educational practices and by the time of the Treaty 6 negotiations, the Cree people 

understood and were involved in the duality of education: utilizing both Indigenous and 

western educational practices to benefit their people in a changing economic and social 

environment.  

Legislative authority for First Nation education 

 The British North America Act, 18672, gave each of the newly created provinces 

jurisdictional authority in relation to education, while constitutional responsibility for all 

matters (including education) relating to “Indians, and Lands reserved for the Indians” 

(Section 91:24), was a federal area of jurisdiction. A decade after Confederation the 

Canadian Government enacted the Indian Act, 1876, as the administrative mechanism to 

fulfil its constitutional responsibilities relating to First Nations people. There is no record 

that the 1876 Indian Act was ever discussed during the Treaty 6 negotiations of the same 

year, yet the Act would have profound effect on the Cree people as well as all other First 

Nations people across Canada. The Indian Act unilaterally established a Canadian Indian 
                                                 
2 Constitution Act, 1982 
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policy of “protection, civilization, and assimilation” (Tobias, 1992, p. 207) and 

determined the level and type of services to be available to Indian people thus ignoring 

the Crown’s treaty numbered treaty.   

Day Schools 

Following Treaty 6 negotiations, the promise of education and the opportunity to 

participate in the new economic order faded as prairie First Nation people not only faced 

starvation and disease but also the Crown’s indifference in implementing its treaty 

obligations. Two years after the signing of Treaty 6, reserve lands had “not been allowed” 

or surveyed (Indian Affairs, 1878, p. 46). Gradually, reserves were set aside and Chiefs 

from the Assiniboine, Cree and Blackfoot nations (Indian Affairs, 1879, p. 76) demanded 

farming implements and schools as promised in the treaties.  

Although “different bands of Indians…[demanded] to have schools erected on 

their reserves, to educate their children,” Canada left the construction of schools to 

religious organizations (Indian Affairs, 1880, p. 102) and furthermore, Indian Affairs 

gave “any religious denomination that be carrying on mission work upon a Reserve a 

reasonable quantity of land for buildings” (Glenbow, Dewdney Papers, Vol. V, pp. 1119-

1120). This practise was in contrast to land set aside for provincial school construction. 

The 1872 Dominion Lands Act specified that when land was surveyed for settlement, 

separate parcels of additional land were to be set aside for provincial/territorial 

educational endowment in Manitoba and the North West Territories (Statues of Canada, 

35 Victoria, Chap. 23, Sec. 22). 

Indian Affairs initiated a data base of schools attended by First Nations’ 
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students (the forerunner of today’s Nominal Roll). Utilizing the data, Indian Affairs noted  

that the only schools in the Treaty 6 “superintendency…are Mission schools” (p. 57) 

established “by various religious denominations” (Indian Affairs, 1878, p.xiv): while 

White Fish Lake School, in Saskatchewan was praised for its efforts, it was noted 

however that the School “does not receive Government aid, though attended by a large 

number of pupils” (Indian Affairs, 1880, p. 106). Mike Mountain Horse, a member of the 

Kainai First Nation, which signed Treaty 7 in 1877, recalled in his 1935 memoirs “After 

we settled on reserves, missionaries visited our Indian camps periodically to enrol pupils 

[in] the day schools opened by some of the churches” (Mountain Horse, 1979, p. 5).  

As early as 1873, the federal government announced a policy of providing grants 

to on-reserve schools in eastern Canada if  “the requiste [sic] average attendance there [of 

25 students] has been attained” (Indian Affairs, 1873, p. 17): it was a policy, which 

adversely affected prairie First Nation communities and nullified the treaty commitment 

to provide a school on each reserve. Often First Nations in Treaty 6 were too small to 

warrant such enrolments as indicated by 1890 the population of Ermineskin and Louis 

Bull First Nations was 127 and 71 respectively (Indian Affairs, 1890, p. 209). The $300 

annual federal grant was, however, only a contribution towards the operation of schools, 

missionary organizations were required to continue to raise funds for operation and 

maintenance of schools. The Acting Superintendent for Battleford wrote to the Minister 

responsible for Indian Affairs that “schools should be established on several reserves, but 

the Government cannot expect to get capable teachers for $300 or less per annum” 

(Indian Affairs, 1880, p. 106). Six years after the signing of Treaty 6, Indian Affairs 
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questioned whether the $300 granted to schools resulted in a “fair return…for the 

expenditure” (Indian Affairs, 1884, p. 103 

By 1882, 22 schools had been established in the North West Territories, of which 

13 were located on Treaty 6 reserves. Securing the establishment of a school on reserve 

was difficult, however, it was also difficult in wintertime for Cree communities to 

support their children’s attendance at school “owing to a lack of proper clothing” (Indian 

Affairs, 1885, p. 160). Despite the hardships, children were attending and mastering the 

school curriculum, which comprised of instruction in: reading and spelling, writing, 

arithmetic, grammar, history, music and singing, and drawing (Indian Affairs, 1882, p. 

215).  

From Day Schools to Institutions 

The Cree neither relinquished self-determination nor parental and community 

responsibility for their children’s education. In 1896, the Samson First Nation school was 

inspected by the Inspector of Indian Agencies and Reserves, who noted “wood was 

regularly supplied by the parents” and the school “had been plastered and whitewashed 

and was [made] more comfortable” by community members (Indian Affairs, 1896, p. 

304). Nevertheless, the Department of Indian Affairs argued “more real benefit was 

accrued to the Indian children from the expenditure…in assisting boarding schools than 

from…our expenditure upon day schools (Indian Affairs, 1888, p. 196) and unilaterally 

decided day schools were not “a successful medium for imparting instruction (Annual 

Report, 1896, p. xxii). By 1891, the Department recommended “the system of absorption 

of Indian children by boarding and industrial training schools should be widely extended” 

to facilitate the closure of day schools (Indian Affairs, 1891, p. xiii): thus “industrial and 
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boarding schools [located] at a distance from” the reserves were the “substitute” for the 

Crown’s responsibility for establishing “schools on each reserve” (Indian Affairs, 1896, 

p. xxii).  

 Cree parents were reluctant to send their children away from home and even when 

parents were persuaded to allow their children to move away to Industrial schools “some 

parents…demand[ed] a return of their children” (Indian Affairs, 1884, p. xi). By 1893, 20 

boarding schools and 5 industrial schools were in operation across the prairies compared 

to 2 boarding schools and 6 industrial schools in Ontario (Indian Affairs, 1893, p. xiii). 

The school day was from 9:00 to 4:00 and consisted of instruction in reading, geography, 

arithmetic, composition, dictation and history (Indian Affairs, 1895, p. 175). While the 

chores varied from school to school, students who attended boarding or Industrial schools 

were required to work half days in order to maintain “a large herd of cattle (fifty 

head)…some oats were grown…several acres of turnips and potatoes, also a large supply 

of cabbages, onions, beets” (Indian Affairs, 1885, p. 229): as in other schools “most all 

the work on the premises [was] done by the pupils” (Indian Affairs, 1897, p. 334). 

 The Treaty Commissioners on behalf of the Crown had promised Her Majesty’s 

“bounty and benevolence” but the financial cost associated with operating an educational 

program was of considerable concern to Canada – “the cost of educating Indian children 

is too high, and that it is too doubtful…whether the results achieved have been 

commensurate with the outlay” (Indian Affairs, 1897, p. 292). The Department practiced 

a “rigid economy…in the management of all schools” (p. 294) and an “Order-in-Council 

introduced ‘forced system of economy first by the assignment of per capita 

[for]…industrial schools…and then by formulations of regulations for the more efficient 
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operation of the schools” (Milloy, 1999, p. 62). Concerns regarding the cost associated 

with Industrial schools also arose because of the student’s success in the schools:  

The question as to the object of industrial training has a very distinct bearing upon 

the justification of incurring its cost. If it be merely the good of the individual 

pupils, and to improve their position in life, it has to be carefully considered how 

far the country can properly be burdened with the cost of giving them superior 

advantages. (Indian Affairs, 1899, p. xxvii) 

Reductions in funding led to the reduction in industrial school programming and 

ultimately the schools were simply closed or became boarding schools. 

 By the 1920s, the all-encompassing terminology – residential school – was 

officially adopted (Titley, 1986, p. 87) and social and moral education became the focus 

of the curriculum in these schools. Boarding schools were intended not only to replace 

Industrial schools, but also to facilitate the closure of the lingering day schools; 

“gradually boarding schools were built along [side] day schools enabling the closure of 

the latter” (Indian Affairs, 1896, p. 131), despite opposition “still experienced from 

parents who object[ed] to the removal of their children from the reserves” (Indian Affairs, 

1898, p. 217).  

By the early twentieth century, boarding schools were the delivery agent for the 

Crown’s obligation to provide educational services. By 1926, the Annual Report stated: 

Five years ago the Indian Act was amended to provide for the compulsory 

attendance at school of all physically fit Indian children from 7 to 15 years of age. 

This action…resulted in residential schools being filled to the limit of their 

capacity. (Indian Affairs, 1926, p. 13) 
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Although Indian Affairs Annual Reports identified the “provincial curricula” 

was followed in residential schools (Indian Affairs, 1927, p. 14), there was a significant 

difference in daily curriculum offered in the two systems. Unlike provincial schools in 

which students pursued academic subjects during the entire school day, residential 

schools operated on a half-day system. Students split their school day between the 

classrooms and working in or around the residential school – a process, which enabled 

the school to produce enough food to feed the children, and also lessen the requirement 

for staff members – and certainly reduced the time residential students spent on the 

academic programs.  

Following the World War l, “a special effort [was] made…to improve the 

program and expand the educational activities” (Indian Affairs, 1926, p. 14) enabling 

“Indian children throughout Canada [to study] more advanced work than in the past” (p. 

13) but the half-day system did not change. By 1927, Indians Affairs’ reported “high 

school work is now being taught at several of the day and residential schools,” however; 

the levels indicated only went “to grades Vl, V, and Vl” (Indian Affairs, 1927, p. 13). As 

indicated in the table below, the numbers of students attending school and advancing 

through the elementary grade levels increased between 1919 and 1925: 

   

Table 4. Enrolment across Canada 1919-20 to 1924-253  

Standard 1 2 3 4 5 6 Total 

1919-20 5869 2162 2018 1258 618 271 12196

1924-25 6251 2707 2250 1692 836 486 14222

                                                 
3 Annual Report, 1926, p. 13 
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The increased enrolment was due to (a) the requirement of all children from 7 to 

15 years of age to attended school4, and (b) the “slight increase in the Indian population 

as compared with previous records” (Indian Affairs, 1926, p. 25). Minimal changes 

occurred in type or focus of education provide by Indian Affairs within the Treaty 6 area 

or elsewhere in Canada until the mid-twentieth century. Funding and acquiring staff 

continued as major issues in the operation of schools.  Canada continued to rely on 

religious organizations to fulfill its treaty obligation to establish and maintain schools and 

stated in order to “secure efficiency…the four Canadian churches, that are associated 

with [Indian Affairs] in the conduct of these institutions have all adopted a measure of 

centralized control which, of course, makes for efficiency” (Annual Report, 1927, p. 15).  

It was not until fifty years after the signing of Treaty 6, the 1929 Annual Report recorded  

The year under review is the first that all expenditure for education has been 

provided by parliamentary appropriation. The program of free education is now 

extended to all Indians in Canada. (p.18) 

 The decade between 1921-22 and 1921-32 saw an increase in total student 

enrolment from 13, 021 to 17,163 students; and in 1931 in Alberta for the first time six 

First Nations students were indicated as having reached grade 9 in the residential system 

and four students attained grade 7 in day school. However, the increase in student 

numbers and academic attainment did not result in increased funding, rather 

“Parliament’s Appropriation for Indian Education was materially reduced” though it was 

noted that “the Department has been able to maintain its educational services in full” 

                                                 
4 In 1931 compulsory age increased from 7-16 years and in special cases a pupil may be kept in school until 
18 years of age. Annual Report, 1931, p. 12. 

2008 HICE Proceedings 
Page 4867



(Indian Affairs, 1932-33, p. 10): Despite financial reductions “it is hoped to prescribe, in 

the near future, a complete course of students for Indian schools in Canada” (p. 11).  

The Struggle for Education 

In 1926, the Deputy Superintendent General of Indian wrote, “in many parts of 

Canada, the present younger generation of Indians is clamoring for an education” (Indian 

Affairs, 1926, p. 14). The Indian Act, however, mandated a system of education, which 

eradicated the very essence of Cree life (p. 231) and was used as an effective tool to 

eliminate the Cree “mode of living” – the Cree language, culture and spirituality. Hayter 

Reed, Deputy Superintendent General of Indian Affairs stated: The acquisition “of the 

English language was a necessity…[the student] must be taught the English language” at 

the expense of their Indigenous language (Indian Affairs, 1896, p. xxii-xxiv). Residential 

schools were thus “regarded as the chief factors of the great transformation” by which 

Cree children would become “English speaking Indians” (xxiv). Two decades after 

signing the Treaty 1-6, the treaty right to education which Chiefs and Headmen had 

sought as additional to their own Indigenous learning was dismissed and one system of 

education was imposed on their communities. Furthermore, the right of First Nations to 

exercise authority over their children’s education was disallowed as was their right for 

their children to participate in their cultural, linguistic, and spiritual practices (Macklem, 

2001, p. 56).  

Unequal  Educational Opportunities   

The system of education provided by Indian Affairs did not provide students, 

other than a select few, with an option to pursue high school and tertiary education. 

Edwards (2005) argued: “the quality of education at the schools was generally poor…at 
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best, most students acquired little more than a basic literacy education” (p. 122). By 

1930:  

It was reported that three quarters of all Aboriginal pupils in Canada were in the 

grades one through three, and only three in every hundred advanced beyond grade 

six. In comparison, the general average at non-Aboriginal public schools in all the 

provinces in 1930 indicated that well over half were beyond grade three, with a 

third studying at levels above grade six. (p. 122) 

Following the conclusion of World War ll, the 1946-1948 the Joint Committee of 

the Senate and House of Commons was appointed to (a) review the Indian Act; and to (b) 

recommend appropriate administrative and policy changes – including the operation of 

day and residential schools. The Indian Association of Alberta’s (IAA) submission drew 

the Joint Committee’s attention to the requirement for “academic education” within First 

Nations schools, for unless “the Indians are to be intentionally maintained as an inferior 

race” it was essential for the federal government “to acknowledge its duty and 

responsibility” for First Nation education and fulfill its commitment as “promised in the 

Treaty” to provide “free education” (Special Joint Committee, 1946, p. 803). The IAA 

stated: “much work is to be done” and argued the provision of education by Canada was 

“inadequate for the needs of people in a changing world” (p. 803). The Member for 

Yorkton added to the bleak picture of on-reserve education when he spoke in the House 

of Commons: 

While there are 130,000 Indians in the country, our education and training of 

these people take care of only about 16,000. Of this number enrolled, only 883 

reach grade 7, 324 reach grade 8, and seventy-one reach grade 9. I notice in three 
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of the provinces there are no grade 9 students.  (Castledean, House of Commons 

Debates, 1946, p. 5489) 

The Indian Act was revised in 1951 and established a  

system of Indian day schools operated on Indian reserves, and residential schools 

conducted under joint departmental and religious auspices…and the provision for 

entering into agreements with provincial authorities, public or separate school 

boards, and religious or charitable organizations, for the education of Indian 

children” (Indian Affairs, 1951/52, p. 43).  

In 1959, the Joint Committee of the Senate and House of Commons on Indian Affairs 

once more studied First Nations education. Appearing before the Joint Committee, the 

Deputy Minister of Indian Affairs noted: 

I am sure that if Indians were given similar chances in becoming education and 

trained in trades and professions and were treated as equals they would…[be] able 

to achieve. (p. 13) 

On June 1969, the Minister of Indian Affairs stated, “Indian people have the right  

to full and equal participation in the cultural, social, economic and political life of 

Canada” (Chretien, House of Commons Debates, 1969, p. 10582): Chretien proposed 

transferring responsibility to provincial governments for all programming  – including the 

provision of education – to the various provincial governments (p. 10482).  First Nations’ 

reaction was swift. The Indian Association of Alberta (IAA) stated: “To us who are 

Treaty Indians there is nothing more important than our Treaties” (Indian Chiefs of 

Alberta, 1970, p. 1) and argued: “Our education is not a welfare system. We have free 

education as a treaty right because we paid in advance for our education” by sharing our 

2008 HICE Proceedings 
Page 4870



lands and by so doing “we expect that the promises made when we signed the 

treaties…will be honoured (p. 14-15).  

A treaty right to education 

As noted above, the 1928-29 fiscal year was the first time that Indian Affairs 

acknowledged, “all expenditures for education had been provided by parliamentary 

appropriation” (Indian Affairs, 1928-1929, p. 18). Not only did Parliament re-iterate its 

obligation to provide the financial costs associated with educational services, it 

recognized that by doing so it was covering the costs “heretofore borne by Indians” and 

religious organizations (p. 14). Fifty-three years after the signing of Treaty 6, Canada 

recognized that free education for the Indians was imposed by treaty in some provinces 

and by usage in others and that “in future the education of those Indians shall be carried 

on with out cost to them, thus completing a system of free education to all the Indian 

wards of the Crown of Canada. (p. 14).  Canada’s policy proposal initiative in 1969, to 

transfer responsibilities to the provinces for all matters relating to First Nations negated 

the Crown’s treaty right to education obligation and aroused “swift and potent” reaction 

by First Nations people across Canada (Villeneuve, 2001, p. 6). The proposed change in 

federal policy served as a catalyst for First Nations to join together in their demand for a 

new era in education. Together, First Nations prepared and endorsed Indian Control of 

Indian Education (National Indian Brotherhood [NIB], 1972, p. iv) and presented the 

document in December 1972 to the Minister of Indian Affairs and was accepted in 

principle by Canada.   

 Indian Control of Indian Education identified the roles of parents in setting 

educational goals for their children: goals which not only provided “the training 
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necessary for students to make a good living in modern society but also reinforced 

children’s Indian identity” (NIB, 1972, p. 3). Parental involvement reflected the 

traditional role of parents and the “right of treaty Indians to choose an appropriate 

education system for their children” (Henderson, 1995, p. 245). Furthermore, Indian 

Control of Indian Education demanded the federal government take the required steps to 

transfer to local Band Councils the authority and the funds in order for First Nation 

communities to be involved in and/or gain administrative responsibility for: 

 Establishing educational priorities 

 Determining the types of school facilities required to meet local needs 

 Managing educational financial resources 

 Hiring educational staff (NIB, 1972, p. 6)  

The Department of Indian Affairs within existing federal legislation and administrative 

arrangements and without any significant increase in budgetary levels embarked upon 

devolving schools to First Nations administration. What was devolved to First Nations 

was the “specific operation of the school [teacher salaries]. What was not devolved was 

an [educational system] which would support the school” (INAC, 2002, p. 5). 

           In 1982, a century after representatives of the Cree people and the Crown’s Treaty 

Commissioners negotiated Treaty 6; Canada re-affirmed its commitment to the numbered 

treaties and its fiduciary obligation to provided educational services as a treaty right. 

Canada’s Constitution Act, 1982,  recognized the rights of the Aboriginal peoples of 

Canada: 

Section 35. (1). The existing aboriginal and treaty rights of the aboriginal 

peoples of Canada are hereby recognized and affirmed.  
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The Royal Commission on Aboriginal Peoples (RCAP), 1996, echoing the Chiefs 

and Headmen who negotiated the numbered treaties, stated First Nations “want two 

things from education…the skills they need to participate fully in the economy…[along] 

with the knowledge of their languages and traditions necessary for cultural continuity” 

(RCAP, 1996, p. 82). It has, however, been a difficult struggle. In 2000, the Report of the 

Auditor General, stated: “Canada cannot demonstrate that it meets its stated objective to 

assist First Nations students living on reserves in achieving their educational needs and 

aspirations” (Auditor General, 2000, p 4.5) and noted further: 

Closing the education gap for Indian students living on reserves has been 

unacceptably slow. At the current rate of progress, it will take over 20 years for 

them to reach parity in academic achievement with other Canadians. (p. 4.5) 

Four years latter, 2004, the Auditor General argued: “the gap has increased slightly” 

(Auditor General, 2004, p. 1) and added “education is critical to improving the social and 

economic strength of First Nations individuals and communities to a level enjoyed by 

other Canadians” (p. 2).   

It is time for Canada, to fulfill its numbered treaty obligation for education to First 

Nations people and fulfill the ‘spirit and intent’ of the treaty negotiations. Profound 

educational change is required. Canada cannot provide educational services within its 

own parameters of the Indian Act but rather must honor its commitment to ensure 

elementary/secondary and tertiary education is available in order for First Nations people 

to pursue educational opportunities and participate in “bounty and benevolence” of 

Canada.   
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Abstract: 

 
There has long been a belief within education that much effective learning takes place when 
students are actively involved in the experience.  Within geography and other environmentally-
focussed subjects, this active learning has involved the use of fieldwork and other types of 
projects working in the ‘real’ world.  However, it is also accepted that the benefits of this type of 
work are limited unless students are helped to link the actual ‘doing’ with a clear ‘understanding’ 
of the experience.  The link between these two aspects is reflection (Kolb, 1984, Hinett, 2004). 
 
While a number of studies have reported favourably on both of these aspects, the issues which 
arose in the present study related  particularly to their development in a situation where the 
overall class size was approximately 280 and there were only two staff members, plus 
postgraduate student assistance to lead the work. 
 
This paper documents an action research project carried out in a university in the Republic of 
Ireland, in which work was carried out with a group of 2nd year undergraduate students of 
geography.  This had two basic objectives: 
• to develop and evaluate a module designed to enhance transfer of learning, facilitating 

development of life and generic skills in addition to subject-specific ones.  This also 
addressed both the objective of developing active citizenship and the university’s objective of 
community service, by working with a local community group; 

• to investigate the effectiveness of encouraging student reflection and the degree to which ICT 
would facilitate this process. 

 
The research was carried out by: 
• carrying out a project designed by the students, the teaching team and a local community 

group; 
• the use of ‘blogs’ to facilitate a weekly, focussed reflection by each student 
• the development of a variety of ways of ‘using’ these weekly reflections to integrate them into 

the overall project framework 
• involvement of an external evaluator, to collect and analyse data on the usage and 

effectiveness of the reflective process.  Data were collected using focus group interviews, 
questionnaires, and short answer questions. 

 
Results of the first cycle revealed that students were actually reflecting (as represented by their 
‘blog’ entries and as shown in focus-group discussion.  Also a CV building exercise at the end of 
the year showed that the students were much more aware of the skills which they had used than 
previous groups who had not been asked to reflect.  Unfortunately, the students  were often not 
clear about why they were doing the reflection tasks.  For example, a number felt that the ‘blog’ 
was to provide feedback for staff, while others considered it to be a bureaucratic exercise.   
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Changes were made in the second cycle of the project and the results of these interventions, 
which generally revealed  a clearer appreciation of the purposes of reflection, are also reported. 
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Influence of Alternatively Certified Teachers’ Background Experiences 
on Their Support Needs 

 Triggered by state and national accountability standards involving high-stakes 

testing of increasingly diverse student populations and a serious teacher shortage, the 

twenty first century has begun with conspicuous demands for educators at all levels to 

produce more student learning and, moreover, be held accountable for more student 

learning.  Twenty-first century teachers are licensed to enter the profession through 

traditional programs and a number of alternative programs.  Increasing numbers of 

teachers are entering the profession through expedited licensure or certification programs 

known as alternative certification, non-university, non-traditional, or fast-track programs. 

Alternative program proponents believe that persons with certain characteristics and 

subject matter expertise can learn to teach on the job with certain specific training and 

support.   

 The focus of this study was to investigate the significance of the alternatively certified 

novice bilingual and special education teachers’ background experiences on the amount 

and type of support they require.  Specifically, this study was designed to investigate how 

the participants perceive that their need for support during the first 1-3 years of teaching is 

influenced by their background experiences. For purposes of this study, background 

experiences were described as  

   a) life experiences such as social or cultural background;  

   b) work experiences; or  

   c) pre-service training from the non-traditional teacher preparation program; or  

      d) pre-service academic training prior to entering the program. 
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This mixed methods research study was developed to determine how the background 

experiences of novice bilingual and special education teachers from alternative 

certification programs influence their support needs.  These nontraditional students from 

fast-track teacher certification programs bring widely varying career and life experiences 

that may particularly influence the distinct support needs of new teachers. 

The study employed a mixed methods design beginning with survey data.  The 

purpose of the phenomenological approach is to illuminate the specific, and to identify 

phenomena through the perceptions of the actors themselves in a particular focusing on 

how individuals interpret their experiences and the meaning of those experiences 

regarding the phenomenon.  Thus, the main concern is to understand the meaning the 

participants construct from their experiences and developing an in-depth understanding 

of each case. 

 The target population for the present study was novice (first, second and third year 

teachers) bilingual and special education teachers from alternative certification programs.  

The sample was self-selected and voluntary. Participants in this research were anonymous.  

Sample size was 98 participants.  

 Potential participants were identified by contacting professional colleagues - teachers, 

principals and teacher educators - who were currently or who had recently been connected 

with alternative certification entities. Participants were recruited using both E-mail and 

paper flyers. An invitational flyer containing the purpose of the study, description of the 

incentive, and a link to the online survey (psychdata.com) was E-mailed to researchers’ 

colleagues. The electronic invitation also asked participants to refer others by forwarding 

the invitation to others. Thus, referrals from study participants might also be provided to 
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the researcher, constituting a snowball sample. Invitational flyers were sent to other 

educators via U.S. mail and handed out at informal social gatherings. The flyers contained 

the purpose of the study, description of the incentive, and a link to the online survey 

(psychdata.com).  

 The invitational flyers directed participants to an internet link for an online survey 

(psychdata.com). The online survey included an online participant information letter  that 

contained the participant consent form.  The online participant information letter and 

consent form described the nature and purpose of the study, potential risks, and provided 

contact information if participants have any questions about the research project.  

 Via the participant information letter and consent form, each participant was invited to 

become an anonymous participant in the study. When the participants indicated that they 

understood and agreed to participate, they were taken by electronic link to the 

questionnaire. The questionnaire included questions to collect demographic information 

and questions regarding the background experiences and support needs of the teachers.  

The  questionnaire took a maximum of 45 minutes of the participant’s time. 

 The website containing the study survey was housed on a secure server accessed only 

by the researcher through a protected user name and password (see psychdata.com for 

security details).   The quantifiable data was then be entered into a file for data analysis 

using the Statistical Package for the Social Sciences (SPSS), Version 12 software program.  

Answers to open ended questions were transcribed and coded for themes in accordance 

with qualitative data analysis techniques.  

 Preliminary data review provides an interesting description of the 98 novice teachers’ 

support needs and their perceptions of the influences of their background experiences.  
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Data Analysis will be completed by November, 2008. Findings, results and implications 

are being drafted at the time of this proposal submission. 

 Although there is an emerging body of research about the support needs of new 

teachers, there is much controversy about the effectiveness of alternative/nontraditional 

teacher preparation programs.  Very little has been written about the effectiveness of the 

widely varying pre-service preparation programs.   Moreover, little is know about how 

the minimal preservice training influences the alternatively certified, novice teachers’ 

need for support and professional development.    This information can help educators 

design support systems to meet the needs of teachers entering the profession with widely 

varying professional knowledge and training. 
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Abstract 

This paper is the lead presentation for the workshop titled “Engaging Students in 

Peace Education Through Democratic Classroom Management.”  As an introduction to 

the tone and topic of the workshop, the paper reviews behaviorist classroom management 

practices that work in opposition to peaceful school climates. Management in classrooms 

around the globe is largely dominated by behaviorist strategies that place students at odds 

with each other and, even more tragically, at odds with their teachers.  Competition, 

public embarrassment, and “three strikes and you’re out” policies do little to support  

creating and sustaining democratic classrooms that foster peaceful, respectful learning 

environments.   

The volume of absenteeism, fighting, bullying, and other behavior problems faced 

by schools today must be addressed.  The question is how best to address it?  How can 

the welfare and dignity of students be preserved while ensuring schools are safe for 

everyone?  Punishment is not the answer.  Despite increasingly severe punishments, the 

problems continue to grow, and schools spend ever-increasing amounts of time, money 

and effort on mostly ineffective solutions. A number of current practices will be 

discussed and evidence presented as to how these practices mitigate against modeling and 

promoting democratic citizenship, respectful interactions, and peaceful conflict 

resolution. 
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Introduction  

“Judging by the increasing dropout rates and widespread lack of student 

engagement in learning, it seems that too many young people are turned off by the 

punitive methods being used to make them better students.  Some of the blame must be 

laid at the door of educators who have lost their sense of purpose.  At a time when young 

people crave mentoring by adults and want some clarity about values in their lives, 

schools give them drill-and-kill education.” (Lewis, 2006)   

It is a sad situation that American public schools find themselves in.  Legislation 

commonly known as No Child Left Behind (NCLB) exhorts educators to believe that 

testing is the only meaningful and accurate measure of educational achievement.  As a 

result, test preparation curricula characterized by drills, memorization, and worksheets 

dominate classrooms from Kindergarten to 12th grade.  And in an effort to control 

behaviors so students will submit to endless test drills and practice worksheets, “quick 

and dirty” management strategies have become the order of the day in most public 

schools.  Where democratic management was once at least partially if not fully embraced, 

there is now a shift to behaviorist practices emphasizing rewards and punishments. 

Behaviorism is based on submission to rules.  If students follow rules, they receive some 

sort of reward.  If they resist, their names are written on the board, they are suspended, or 

even expelled—all of which are common forms of punishment.  Behaviorism has lately 

begun to emphasize citizenship as a way to define appropriate behavior.  Student 

obedience is conflated with good citizenship and disobedience equates to one being 

labeled a bad citizen. 
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The point of this paper is not to accuse this teacher or that administrator of poor 

judgment in the choice of management policies.  No.  This article intends to present an 

overview of current trends in behaviorist management and a justification for a renewed 

effort to implement democratic citizenship approaches to classroom management such as 

Judicious Discipline.  The value of managing democratically lies not only in helping 

young people appreciate and practice participatory citizenship but it also teaches the 

skills of peaceful conflict resolution. 

The Absence of Democratic Citizenship Education Under NCLB 

 “While students seem to be gaining in their factual knowledge of American 

history and civics, they have demonstrated no progress in acquiring civic skills and 

dispositions, necessary prerequisites for their becoming the critically minded, engaged 

citizens we so desperately need.” (Webb, 2007) 

The No Child Left Behind act has had an enormous impact on what does and 

what does not get taught in our schools.  If it is on the test, it gets taught.  If not, it 

disappears. Gone, for the most part, are the fine arts, music, and physical education. As 

the pressure builds for more instruction time to improve test performance, even recess is 

on the chopping block in some places.  After all, the value of social interaction, fresh air, 

and running around for the sheer joy of movement are all unquantifiable and therefore all 

too easy to eliminate.  

At this time, Math, Reading, and Writing are the focus of the standardized tests 

and therefore the forces driving curriculum under NCLB.  Science is just about to be 

added to the tested subjects but many educators fear the effect of that will be to reduce 

the complexities and wonder of the subject matter to what can be tested by true/false and 
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multiple guess questions.  And a similar fate is in store for the Social Studies.   In a few 

years it too will be added to the list of tested subjects.  As a consequence it will be 

shoehorned back into the curriculum in elementary schools—where it is now all but  

absent—and similarly reduced to a multiple guess exercise with questions that ignore 

social dynamics and historical intrigue in favor of the date the Civil War began.   

With Social Studies in decline, citizenship education has increasingly been 

relegated to classroom management programs and most of those programs have a 

behaviorist agenda.  In other words, management programs emphasizing citizenship 

would have young people believing that the characteristics of a good citizen are the 

ability to follow rules and be nice. One example of this was seen on a poster displayed in 

a first grade classroom.  The poster’s title was “I am a good citizen.”  The descriptors of a 

good citizen were listed as being “I volunteer, I help my neighbors, I keep my community 

clean, I follow the laws, I fly my nation’s flag.”  (TREND Enterprises, 2001) Such 

programs profoundly misinform young people about the meaning of citizenship in a 

democracy. Another program put out by the Center for Civic Education defines 

citizenship as,” Status of being a member of a state, one who owes allegiance to the 

government and is entitled to its protections and political rights.”  (2001) The substitution 

of “political rights” for “inalienable rights” speaks volumes about the agenda of this 

program. 

Citizenship is about so much more than obedience to the rule of law and 

allegiance to the state.  It is also about the exercise of individual liberties and social 

activism for the common good. But research indicates some educators would much prefer 

that students remain ignorant or misinformed about their constitutional rights under our 
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democracy. In fact, students who know about their citizenship rights and how to 

peacefully exercise them are nonetheless perceived as potential threats to school order. 

(Landau, 2002)   

A national legacy of peacefully exercising free speech and expression to combat 

oppression and rigid authority need never be addressed if citizenship programs misinform 

students by promoting the idea that Rosa Parks did not move from her seat on the bus 

because she was tired and the only reason to know about Dr. King is because he gave a 

speech titled “I Have A Dream.”  What students need to know is that our nation has a 

history of peaceful and, at times, more violent resistance to oppression. (Terkel, 2006) 

The teaching of citizenship must include understanding the ways everyone can peacefully 

exercise individual freedoms as well as assume the responsibilities owed to our greater 

society.  But one reason for resisting democratic management and its emphasis on rights 

and responsibilities is the concern that too much time might be needed for instruction and 

problem solving.  Somehow the idea of investing time to help students improve their 

social interactions seems an anathema in education circles.   

The Appeal of Behaviorism 

Behaviorism’s widespread appeal is typically explained by citing a few of its basic 

principles.  First, it lends itself to quick and easy implementation. It gives teachers the 

sense that they are in charge.  It does not require a great deal of strategizing to carry out. 

Rather than valuing the educational experience of helping students learn effective self-

management and how to responsibly carry out the role of citizen, most educators appear 

to accept the premise that behaviorism comprises the more desirable means of achieving 

order.  
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One widespread example of this is the way many elementary students are required 

to move around their schools and classrooms. In schools on the mainland and in 

Hawai’i one can often observe young children required to walk with their hands behind 

their backs. Teachers and administrators justify the practice with the claim that if 

children have their hands free they will poke, prod, and otherwise disrupt each other 

when they are in line.  Having them walk with their hands behind their backs is 

considered safer.  But even a cursory examination of this practice renders the argument 

invalid.  Having children walk with their hands clasped behind them puts them at risk 

for physical harm and does nothing to improve the way they treat each other. 

The immediate concern with school children moving around from one place to 

another is that they do it safely without harm to themselves, to others, or to school 

property.  Children need to learn how to move safely from one place to another.  As is 

true with so many management issues, the lessons that should be taught are life lessons.  

For the rest of their lives, these young people will move around in crowds, wait in lines 

with groups of people, walk and run over varying terrains and through a variety of 

settings.  Children need to learn to watch where their hands and feet are going in all of 

these situations.  They need to look around to see any potential dangers and they need to 

have their hands free to protect themselves if they stumble.   

Teachers can help their students learn these life skills through modeling, instruction, 

problem-solving sessions, and practice.  They abdicate the opportunity to teach these 

skills when they require that children walk with their hands behind their backs.   
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Behaviorism Begins With The Rules 

Behaviorist practices such as walking with hands behind backs serve the purpose of 

teaching students who is in charge.  Rather than helping students learn to practice 

peaceful self-management, clear lines of authority are established.  Who is in charge 

begins with the way classroom rules are created. One example of behaviorist rules 

comes directly from a PowerPoint created by Harry Wong (1998) and available to 

teachers on the World Wide Web.  

• Raise your hand and wait for permission to speak. 

• Follow directions the first time they are given. 

• Stay in your seat unless you have permission to do otherwise. 

• Keep hands, feet, and objects to yourself. 

• No cursing or teasing. 

Initially, these rules may seem reasonable.  After all it is understandable for teachers 

to want students who listen to directions, stay in their seats, and refrain from 

inappropriate language.  The problem is that this approach makes the teacher responsible 

for every student’s behavior.  The teacher decides what does and does not fall within the 

parameters of appropriate behavior and must take the time and energy to enforce every 

rule.   

But in classrooms practicing democratic management teachers work with students to 

establish expectations and procedures for the year.  For example, students and teachers 

might agree that they will be able to bring water bottles with them to class.  The 

agreement would include a plan for what happens if there is a spill.  Working together 
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students and teachers develop procedures for getting paper towels and cleaning up a spill 

without disturbing the rest of the class.   

In one instance observed by this author, a student accidentally tipped over his bottle.  

The teacher was explaining a math concept and never had to interrupt the lesson to 

address the problem.  The student rose quietly from his desk, retrieved some paper towels 

from the sink area, and cleaned up the water with a minimum of disturbance.    But if that 

teacher used the rule “Stay in your seat unless you have permission to do otherwise” the 

resulting scenario would have been very different.  

Students deserve opportunities to engage in problem solving that will help all class 

members build and sustain peaceful, safe, and productive learning environments rather 

than classrooms where students must be the passive recipients of imposed rules.  

Nevertheless, Harry Wong’s strategies for management are widely disseminated during 

teacher professional development training sessions on classroom management, and often 

are the primary resource given to teachers during school district orientations. 

Money Management 

 As stated earlier, behaviorist management relies on some system of rewards to 

encourage obedience and is enforced by predetermined punishments.  The reward 

systems encourage the sentiment of “be good because it will get you something”, rather 

than act appropriately because to do so benefits everyone.  When behaviorism combines 

with citizenship education, those students who are “caught being good” are labeled “good 

citizens” and given tokens such as certificates, trinkets, and even candy. Some 

classrooms have instituted economic systems under the guise of teaching responsibility, 

good citizenship, and appropriate work habits.  The following, describing a monetary 
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point system, was taken from an article titled “Reward Systems That Work:  What to 

Give and When to Give It.” 

"…’ the children get a sense that they are at school to do a job, not just to play.  

Most of my students have someone in their family who goes to work and earns a 

paycheck. I do my best to let them earn their salary…My students have to earn a salary to 

be able to buy items from my store,’ [the teacher] stated. ‘I keep a running tab of their 

points on a sheet such as a page from my grade book. Each student starts with 100 points. 

The students lose points when they misbehave. I take 10 points for fighting, hitting, doing 

anyone physical harm, or cheating; 5 points for rudeness, disrespect, loud noises, and 

anything along those lines; and 1 point for minor things. At the end of two weeks, I give 

them their salaries.’ " (Bafile, 2003) 

Students in this classroom and others using similar systems typically get to 

“purchase” erasers, pencils, and other such items at a classroom store.  But, as is evident 

in the quote above, the trick lies in hanging on to their money.  Teachers have a good deal 

of latitude when it comes to taking away money, as evidenced in the above description of 

how points are deducted. And that is the problem with such systems.  If students 

demonstrate what the teacher deems to be appropriate behavior, they get to keep their 

money.  If they don’t, they don’t.   

The common justification for using this system is that it prepares students for the 

job market.  Leaving aside the question of whether this is an appropriate goal for public 

schools, it is evident that these students are being prepared is a lifetime of punching the 

clock.  Professionals do not work in jobs where money is deducted for the occasional 
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mistake or inappropriate comment.  People who work menial jobs or on assembly lines 

are the ones most likely to experience such treatment.   

It is no great leap to imagine that students who are already at a disadvantage 

because of hunger, lack of sleep, and dysfunctional or even violent home situations are 

the most likely to be penalized by this and similar token economic systems.  For them, 

this is their life experience times two.  They get to experience economic hard times in the 

classroom as well as at home, providing them with multiple opportunities to know 

discouragement and despair early in their lives.  Their discouragement in school—

potentially leading them to drop out and lose the opportunity to master academic basics—

results in poorly educated individuals conditioned to accept low-wage jobs from which 

they are likely to never escape.   

Changing Demographics 

There is a documented increase in the diversity of students and a growing 

disparity between the race, class, and culture of teachers and that of their students.  

(Lapkokk & Li, 2007; US Department of Education, 1999-2000)  Educators tend to 

create classrooms that favor young people whose needs, learning styles, language, values, 

and interests most closely match their own.  Those who are not match are the ones most 

likely to be described as problems or even troublemakers. (Landau, 2004)  

 Statistics on dropout rates, suspensions, and expulsions all reflect the fact that 

classrooms and schools are managed in ways that are least forgiving to those students 

who fall outside whatever parameters define the majority culture. Students are sent to 

detention, suspended, or expelled for breaking rules but rarely are students given the time 

to examine why they broke the rules, engaged in a power struggle, or blew off an 
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assignment.  Both teachers and students are frustrated and confused by the cultural gaps 

in our schools and students end up being punished for many reasons that too often boil 

down to the fact that they do not look like, sound like, or act like their teachers.  

Behaviorist rewards are showered on those favored by their teachers, while 

punishments are doled out to those teachers do not favor.  Statistically students being 

punished are far more likely to be students of color, students from low socio-economic 

backgrounds, and students whose family values are different from their teachers. (Finn 

1999) Our schools must stay focused on creating learning environments that welcome all 

students and model respectful, peaceful interactions.  Ensuring the equal educational 

opportunity of every student goes a long way toward teaching what democracy is all 

about. 

Conclusion 

 A discussion of how students are treated is not an exercise in finger pointing.  

Teachers need support for the very difficult work they do every day and they also need 

opportunities to reflect on and improve their practices.  When we examine the forms that 

support might take, one might well be seeking appropriate opportunities to help them 

create and sustain peaceful classroom environments that welcome all students.  This is 

much more than an intellectual exercise.  From a practical perspective, democratic 

classrooms reflect the heart and soul of what public education should be all about.  

Struggling students desperately need a caring, supportive, and empathetic adult in their 

lives.  They deserve nothing less. 

 If a democracy is to succeed, it can only do so by conscientiously preparing 

young people for participatory citizenship.  Employing classroom management that 
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teaches the rights and responsibilities of democratic citizenship on a daily basis, through 

every interaction, and in every circumstance is an effective, peaceful, and productive way 

to help young people sustain the vision of democracy that is our national legacy.    
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Media Education and 21st Century Literacies 

Donna J. Grace 

The media have a profound influence on the daily lives of children and youth. 

Technology is increasing at a rapid rate and electronic images have as much presence in 

our culture as the printed text. Film, television, videos, DVDs, computer and video 

games, and the internet all hold a prominent and pervasive place in our culture. Although 

literacy has traditionally been associated with the printed word, today, print literacy is not 

enough. Children and youth need to learn to  read, interpret, and critically analyze visual 

images as well.  

As David Buckingham (2003 ) contends, the media have become the major means 

of cultural expression and communication in society today. It is unrealistic, and probably 

impossible, to ignore the media or to shield children from it. It is not going to go away.   

Like it or not, children are going to encounter the media either in their own homes, other 

people’s homes, or in public places. For this reason, the acquisition of media literacy 

skills is a necessity for children and youth today. We need to provide youth with 

knowledge about and experience with the media so that they can be informed and 

selective consumers, and creative and constructive media producers. If we are to have an 

informed and critical future citizenry, today’s youth need to know not only how to use 

new technology, but also how to critically assess its influence and impact. This involves 

reflecting upon personal use of the media, learning about media construction and 

conventions, and developing understanding of how media texts convey particular 

messages, values, and points of view. This is exactly what media literacy is about -  the 

ability to access, analyze, evaluate, and produce information for specific outcomes.  
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As part of a wider move towards democratization in the classroom, media 

education seeks to develop a critical autonomy in students by enabling them to make 

informed judgments about their engagement with the media (Buckingham, 2003). To 

date, however, media education has been largely neglected in classrooms in the United 

States. We lag far behind Canada, Australia and Great Britain in this regard. Although the 

U.S. produces more media than any other country, we fall short in devoting time and 

resources to teaching about media in our schools, despite the fact that media education 

appears increasingly in state and national curriculum standards. The National Health 

Education Standards, for example, state that “Students will analyze the influence of 

culture, media, technology, and other factors on health” (Joint Commission on the 

National Health Standards, 1995). The National Standards for the English Language Arts 

also call for students to “apply knowledge of language structure, language conventions, 

media techniques, figurative language, and genre to create, critique and discuss print and 

non print text” (International Reading Association & National Council of Teachers of 

English, 1996). 

When and where media education has made its way into the classroom, it has 

typically been structured around a deficit model of teaching and learning that portrays the 

media as harmful, kids as passive and helpless victims, and media literacy as the key to 

help students to see the error of their ways. This protectionist stance stems from long 

standing societal fears and anxieties related to the relationship between children, youth, 

and the media.  

Among other things, the media has been blamed for seducing youth away from 

reality, contributing to delinquency, amorality, acts of aggression, declining literacy 
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skills, obesity, and a desensitization to crime and violence. However, after more than a 

half century=s worth of studies, David Buckingham (1993) asserts that there is actually 

little convincing research to back up the theories and speculation about the dangers of the 

media. Alphie Kohn (2000) concurs, and reports that following a review of more than a 

hundred empirical studies, “There is very little about television viewing, per se, that is 

cause for alarm, according to the available evidence” (p.168). He concludes that TV will 

affect any two children differently, depending on age, gender, race, personality, patterns 

of family interaction, who else is watching, what programs are being watched and why 

they are being watched. It is always a relationship between a certain child, a certain type 

of television show, and a certain type of situation. As argued by Kathleen McDonnell  

(1994), the majority of children who watch violent programs do not act out what they see. 

Researchers generally agree that media effects account for only a small part of the 

variance in aggressive behavior, and it is not likely to result from a single cause (Grace, 

2006). Human aggression is a complex and multi-faceted phenomenon, and media 

messages do not operate in a socio-cultural vacuum. Parental influence, home and 

community environment, mental and emotional health, socio-economic status and peer 

social group affiliations are all important influences. Each of us brings a unique set of 

beliefs, values, traits, and social, cultural, and personal history to the viewing experience. 

The combination of these individual characteristics affects what we view and how we 

make sense of it. As stated in the Surgeon General=s 2001 report on youth violence, the 

best predictor of future aggressive or violent behavior is past history of aggression and 

violence.  Needless to say, it is the responsibility of family members to monitor the 

amount and type of media with which their children are engaged.   
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Earlier research in the area of cultural studies has demonstrated that, contrary to 

popular belief, children are active viewers and do not absorb the messages of the media 

like sponges. For instance, children and youth have demonstrated their ability to interpret 

media texts in varying ways including acceptance, negotiation and resistance to their 

intended meanings (Hall, Hobson, Lowe & Willis, 1980). In addition, there is increasing 

evidence that dispels many of the fears about adverse media effects. Although positive 

research findings about the media do not make the headlines as often as negative reports 

do, there is a growing body of research suggesting that the media may actually contribute 

to children=s learning (Grace, 2007).  

Regarding young children’s literacy development, Neuman (1988) found that 

young children who watched television between two and three hours per day had higher 

reading scores than those who watched one hour or less. In a study by Gentzkow and 

Shapiro (1996), findings revealed that students who watched television during their 

preschool years scored well on standardized verbal and reading texts later in life, 

especially children from homes where English was not the primary language, for children 

whose mothers did not complete high school, and for non-white children. Naiome 

Browne (1999) reported an Australian study in which children with access to two 

television channels read more books than children in communities with one channel or no 

television. In addition, Margaret Mackey (2001) found that spin-off products from 

popular books such as Harry Potter, including movies, video and computer games, board 

games, internet sites, and toys, do not replace the reading of the book, but actually 

support it. Along similar lines,  Marsh & Millard (2000) reference a 1997 study in which 

Muriel Robinson reports that although Thomas the Tank Engine books have been around 
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a long time, book sales increased after the television series appeared. The fact that 

children are frequently motivated to buy books related to their favorite shows and movies 

demonstrates that the media and popular culture may enhance, rather than diminish 

children’s interest in reading.  

Video games have also been the subject of recent research. The findings of 

several studies call into question the commonly held assumption that children=s 

involvement in this activity is basically mind numbing and without redeeming value. 

Greenfield (1984), one of the first researchers to investigate this topic, asserted that 

playing video and computer games held potential to positively impact retention, spatial 

skills, parallel processing, motivation to learn, critical viewing, problem-solving skills, 

eye-hand coordination, cognitive development, motor skills, and an understanding of the 

narrative genre. Gee (2003) has produced what is probably the most comprehensive 

investigation of young people’s use of video/computer games, and has identified more 

than 20 principles of learning that can be developed through engagement with them. 

Comic books, typically considered to be a less valued form of reading, have also 

been reported to provide entry points into literacy for students. John Lowe, department 

chair at the Savannah College of Art and Design, recalls that as a young boy, he Astarted 

reading comics and then got into other types of fiction and literature,@ and that he would 

not Ahave made the leap into literature if it weren=t for comics@ (Council Chronicle, 

2005, p. 2). In a similar vein, Jason Ranker (2004), writes about his work with an 8-year 

old boy who lacked confidence and interest in writing. By allowing him to pursue his 

interest in superhero comics, the child turned a corner in his writing, producing his own 

series of comics. As his writing drew the attention and appreciation of several of his 

2008 HICE Proceedings 
Page 4908



 7

peers, he developed confidence and a positive identity as an author.  

 Others have also suggested that the media and popular culture provide topics for 

children to talk about and to base play upon, and thus can be particularly beneficial for 

language development, vocabulary building, and confidence in language use, especially 

for children for whom English is not their first language (Arthur, in Marsh, 2005; Marsh & 

Millard, 2000). In this context, popular culture can potentially serve to bridge cultural 

diversity in the classroom. 

 Students also learn a lot about genre, plot, character development, setting, and 

narrative structure from the films, television shows, and videos which they watch that can 

transfer to print literacy (Braggs, 2002; Browne, 1999; Neuman, 1997). Evans (2005) 

reports on a study where students learned about structuring and sequencing stories from 

their engagement with media that transferred to the classroom. In a Hawaii study that 

focused on integrating student video production into the literacy curriculum (Grace, 

2007a), the participating teachers all reported that student growth had been demonstrated 

throughout the project in reading, writing, vocabulary, and story grammar. In addition, 

pre-and post-test in sequencing skills were conducted. Following the video intervention, 

the students’ post-test scores greatly surpassed the pre-tests scores for each grade level. In 

addition, all post-test scores were consistently higher than the pre-test scores of the 

succeeding grade level, indicating that the growth in sequencing skills was over and above 

that which would be expected to occur during the course of the school year without the 

intervention. 

As these studies demonstrate, students bring a lot of knowledge about media to 

the classroom. Although student-centered pedagogy emphasizes connecting the world of 
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school to the everyday lives and experiences of student, what children know about 

television, movies, and popular music is under-utilized in the classroom. In contrast, an 

assets and acquisition model of media education recognizes and builds on students’ 

interests and experiences with the media in ways that are positive and educationally 

sound (Buckingham, 1990, 2003; Desmond, 1997; Goodman, 2003; Tobin, 2000; Tyner, 

1998). In this strengths-based approach, teachers view the knowledge students have about 

the media as a foundation for helping them to acquire new skills and abilities. Although 

students may be more media-savvy than we often give them credit for, there is still much 

for them to learn and understand about technology, the production process, the key 

concepts of media, and the analytical skills needed to help them become more astute 

encoders and decoders of media.  

As discussed elsewhere (Grace, 2007a), there is a growing body of evidence 

demonstrating that incorporating students’ out-of-school interests and experiences with 

the media and popular culture into the classroom provides (i) pathways into classroom 

literacy practices for reluctant readers and writers; (ii) opportunities for the transfer of 

children=s knowledge of the media and popular culture to literacy in school; (iii) spaces 

for children to rework some of the messages of the media; (iv) sites for the exploration of 

identities; and (v) contexts for developing critical literacy skills necessary for analyzing 

and evaluating media.  

 Without a doubt, critical media literacy skills are needed. The media are certainly 

not neutral carriers of content. They convey many stereotypical, derogatory and 

discriminatory messages regarding gender, race, ethnicity, culture, class, age, body-

ableness, and body size and type. Despite the multitude of experiences students have had 
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with the media, they have rarely spent much time in thinking critically about these issues. 

Given the growing presence of media in our lives, students have both a need and a right 

to develop these skills in school. Furthermore, children will not come away from their 

media experiences with the same meanings as each other’s. Thus, there is a need to 

provide time in school for structured reflection upon the media, evaluation, dialogue, and 

the consideration of multiple perspectives.  

 The goal of media education is to develop a critical autonomy in students by 

enabling them to make informed judgments about the media texts that they engage with 

as both consumers and producers of media, and to hold high standards for its quality 

(Buckingham, 2003). We need to keep in mind that today=s youth are the media makers 

of tomorrow!  

Incorporating the goals of judicious discipline (Landau, 2007), the asset and 

acquisition model of media education contributes to a more democratic learning 

environment in at least four important ways. First, the home-school disconnect is 

lessened by acknowledging and validating the students’ everyday interests and 

experiences with the media. Second, media education contributes to a more informed and 

critical citizenry by developing the skills that will allow children and youth to analyze the 

influence and impact of the media on themselves and on society (Buckingham, 2003). 

Third, while producing their own media, students are actively engaged in projects that are 

motivating, meaningful and relevant to their lives. In the process, collaborative and 

problem-solving skills are enhanced while respect for others is fostered. Students 

typically alienated from their schooling may also be motivated to engage with the 

curriculum. Fourth, through the production process, students are able to give voice to 
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their own interests, issues, and concerns. A student produced comic book or short video, 

for instance, can provide opportunities for humor, pleasure, and parody on the students 

own terms (Grace & Tobin, 2002). A class magazine, a public service announcement, or 

video documentary project can empower students to research issues in their community 

and to become advocates for change. 

Media projects can be incorporated into any content area, and can take many 

different forms, as seen in the list below. Elsewhere, I have included additional media 

literacy activities in greater detail (Grace, 2007b).  

• Class newspaper, magazine, or comic book 
• Public service announcements 
• Documentaries and research projects 
• Closed-circuit school news show, talk show, cooking show 
• Parodies of advertisements 
• Interviews with community members, government officials, people in 

different careers 
• Video year book, Open house video 
• Video poetry, student created stories and plays 
• Biographies, autobiographies 
• Video pen pal tapes to share with other students 
• Music and dance videos 
 

In media projects, students gain an understanding of the purpose, structure, and 

style of different media genres. Critical viewing skills are developed in ways that emerge 

naturally and authentically from the production process. As students construct criteria to 

evaluate the media they create, they acquire the interest and ability to transfer these skills 

to the media they view. Providing students with the opportunity to have ownership over 

this process is much more effective than teacher lectures on the motives and 

manipulations of the media, or time spent deconstructing students’ out-of-school media 

pleasures. Through hands-on, active learning, students construct knowledge about the key 
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concepts of media literacy (Leveranz & Tyner, 1993): 

• Industry - industrial/commercial aspects; sources of finance; power & profit 
motives 

• Genre - different types of media texts; different features and expectations 
• Technology - tools and materials needed to produce media texts 
• Language - words, images, music, camera shots & angles; how and why they 

are used 
• Audience  - targeted audience; ways in which they are constructed; potential 

media effects 
• Representation - stereotyping; bias; values; point of view 

 

 In conclusion, we need to move away from viewing children=s engagement with 

the media and popular culture as a problem. Instead, we need to utilize and build upon 

these experiences in the classroom. The very notion of literacy in school needs to be 

broadened to include reading, evaluating and creating media texts as well as print. These 

skills are essential if we are to prepare students with the critical, analytical, and 

technological skills needed for productive and responsible citizenry in 21st century life. 
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Abstract 

According to NASA, geospatial technologies will change the way Americans live and 
work more than the personal computer.  Geospatial technologies include GPS, Remote 
Sensing and GIS.  Geospatial technology increases our ability to solve simple and 
complex problems.  Applications of the technology include everything from mapping the 
patterns of pandemics to rerouting traffic in times of catastrophe to obtaining directions 
using Mapquest.  This, high growth, high technology industry faces a serious workforce 
challenge.  How will America supply the workers needed now and in the future to meet 
and sustain the future of this industry?  One way is to introduce geospatial technology to 
students as a viable career option by designing curriculum to include the technology.  A 
3-day workshop introduces K-16 teachers to the technology and takes them through a 
series of activities resulting in several lesson plans that integrate geospatial technology 
into existing curriculum. 
 
Importance 
 

High growth industries are important to the future of the United States because of the 
competitive advantage they bring to the economy (ETA, 2003).  Based upon DOL’s high-
growth, high technology industries’ projections, specialized skills training curricula need to be 
developed or upgraded to ensure workers have the right skills for the right jobs at the right time 
to meet United States economic development needs.   

One significant workforce development challenge in an emerging high-growth, high 
technology industry exists in the United States in the geospatial technology industry, as defined 
by the United States Department of Labor’s Business Relations Group (ETA, 2003).  Gaudet, 
Annulis, & Carr (2001) define geospatial technology: 

 
Geospatial technology is defined as an information technology field of practice 
that acquires, manages, interprets, integrates, displays, analyzes, or otherwise uses 
data focusing on the geographic, temporal, and spatial context.  It also includes 
development and life-cycle management of information technology tools to 
support the above (p. 7). 
 
Geospatial technology includes remote sensing, geographic information systems (GIS), 

and global positioning systems (GPS).  Remote sensing acquires information about an object 
without being in direct physical contact with it.  Satellite and aerial photography are examples 
(Korte, 2001).  GIS is the software utilizing aerial and satellite imagery to create easy-to-read 
maps.  GPS is a system of satellites enabling users to pinpoint locations on the earth’s surface 
(Kennedy, 2001).   

Consumers use geospatial technologies in a variety of ways.  Applications of the 
technology include everything from mapping the patterns of pandemics to rerouting traffic in 
times of catastrophe to obtaining directions using Mapquest. Other examples include community 
development agencies such as foresters, farmers, law enforcement agencies, and engineers who 
rely on these technologies to address everyday challenges.  OnStar, a satellite-assisted 
navigational system for automobiles, allows motorists to easily find their way to destinations 
using computerized maps.  Hunters and fishermen use hand-held GPS as tools to navigate to 
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more bountiful catches.  The use of geospatial technology as a decision support tool can result in 
significant positive economic impacts.   

Just as the personal computer revolutionized business practices and everyday life in the 
latter part of the twentieth century, geospatial technologies have the promise of impacting the 
next millennium to an even greater extent (Mapp, 2003).  A shortage of a qualified and skilled 
workforce exists to meet the demands of this dynamic industry (NASA, 2001).  Solving today’s 
workforce issues requires new and innovative methods and techniques for this high growth, high 
technology industry.   
 
Geospatial Technology Competency Model (GTCM) 

 
Organizations and educational entities “…can use the Geospatial Technology 

Competency Model© to describe the kinds of workers needed in the geospatial information 
technology industry; improve employee recruitment and selection; manage the performance of 
existing employees; and design geospatial information technology training and education 
programs and curricula” (Gaudet et al., 2001, p. i).   

The Geospatial Technology Competency Model© resulted from the 2001 NASA-funded 
study at The University of Southern Mississippi (Gaudet et al., 2001, p. 9) and includes the 
following: 

 An Industry Definition for the geospatial technology profession; 
 A list of future forces likely to impact future geospatial technology work in 

the next 3-5 years; 
 Relevant ethical issues facing individuals in their geospatial technology roles; 
 Twelve functional Geospatial Technology roles that define areas of geospatial 

technology work; 
 Key deliverables or outputs that the geospatial technology workforce must 

produce or provide to others; 
 Competencies required to produce geospatial technology outputs; 
 The Geospatial Technology Competency Model©, defining major areas of 

geospatial technology practice; 
 Role Profiles for each geospatial technology role that describe the outputs for 

the role, the quality requirements for each output, the competencies needed to 
produce the outputs, and the relevant ethical issues facing individuals in each 
role 

 
How will America’s workforce supply the workers needed now and in the future 

to meet and sustain the future of this high growth, high technology industry? One way is 
to introduce geospatial technology to students as a viable career option.  Another way is 
to utilize the GTCM to help teachers design curriculum to include geospatial technology.  

 
Geospatial Technology Workshop Design 
 

A 3-day workshop introduces K-16 teachers to the technology through a series of 
activities resulting in several lesson plans that integrates geospatial technology into their existing 
curriculum.  The workshop was built upon the NASA-funded Geospatial Technology 
Competency Model research developed by The University of Southern Mississippi that 
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identified 12 geospatial work roles, 39 competencies required for geospatial work, and 138 
unique outputs/deliverables produced by geospatial professionals.  Workshop participants use the 
Geospatial Technology Competency Model (GTCM) to better understand the knowledge, skills, 
and abilities required for specific geospatial work roles.  This information gained by teachers 
helps them articulate how geospatial technology skills translate to career paths and lattices in 
their academic disciplines.   

Teachers from elementary and secondary schools participated in the Integrating 
Geospatial Technology into Existing Curriculum workshop in the summers of 2006 and 2007. 
Participants included teachers from various disciplines and grade levels ranging from 2nd grade 
to community college. 
 

Objectives for the workshop were to:  
 

1. Develop a lesson plan to integrate geospatial technology into existing curricula;  
2. Identify resources for successful implementation of geospatial technology into 

discipline-specific curricula;  
3. Develop a geospatial technology module that integrates geospatial technology 

into existing curricula; and  
4. Present the discipline-specific geospatial lesson plan developed during this 

workshop. 
 

Outcomes 

The final deliverable of the workshop provided teachers with the opportunity to 
demonstrate the discipline-specific geospatial technology modules created as part of the 
Integrating Geospatial Technology into Your Curriculum workshop.  In a week long pre-
workshop, teachers were introduced to geospatial information system (GIS) software and taught 
to create maps. This introductory session introduced teachers to key concepts of GIS and the 
“buttonology” of the industry’s software.  During the subsequent 3-day workshop, Integrating 
Geospatial Technology into Your Curriculum, teachers participated in hands-on activities such as 
a “geocaching” activity where participants learned to use hand held devices and to find 
“treasure.”  Many teachers incorporated a “geocaching” activity into their final module.  
Teachers worked in teams to discuss best practices on how to create a learning environment that 
would help this new information “stick” for students.  Learning theories were also discussed to 
ensure appropriate techniques were incorporated into the lesson.  In an effort to link their subject 
with geospatial technologies, they identified websites containing information about viable career 
options utilizing geospatial technologies and the subject area.  Teachers also identified online 
resources including existing geospatial lesson plans.  Teachers ultimately wrote objectives for 
their lesson, identified the timeframe for the lesson and identified the resources required for the 
planned activities.  At the conclusion of the workshop, participants made 20-minute 
presentations designed to tell the story of the teaching module. Workshop participants offered 
suggestions for improvements to the modules.  This final activity demonstrated the teachers’ 
ability to successfully integrate geospatial technologies into their existing curricula.  By the end 
of the 3-day workshop teachers had a lesson plan ready-to-go for the start of the school year.  
Teachers also created assessment rubrics for the lesson.   
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Table 1 represents the disciplines present in the work shop and the topics or titles of the 
lesson plans created during the workshop. 
 

Table 1. Lesson Plans Developed 
Discipline Lesson Plans Developed 
Biology Cell Organelles 
Geography Climatology 
Computer Science Computer Service  
Drafting Drafting and GIS 
Science Environmental  
Funeral Service Funeral Service  
Gifted Studies Geocaching 
Math Geodesy 
Math Geospatial Geometry 
Geography GIS and Databases 
Biology Human Services 
Marketing Marketing 
Math Metric Mania 
Computer Science Network Administration 
Geography Precision Farming 
Computer Science Process Technology 
Turf Management Turf Grass 
Geography Weather Forecasting 
Biology West Nile Virus in Mississippi 
Computer Science Wireless Networks 
Computer Science Wireless Security 
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Geospatial Technology Integrated Lesson Plan for Geometry 
 

Example of Lesson Plan Created during the Integrating Geospatial Technology Into Existing 
Curricula Workshop 
Subject: 
Geometry 

Grade Level:  
10th-11th 

Technology/Equipment/Supplies Needed: 
Computer with internet access 
GPS unit 
Poster showing tracking map of area 
Longitude/Latitude coordinates 

Lesson Length: 
No. of Sessions:  2 

Collaboration (w/media specialist, other staff): 
Sped teacher will collaborate with Regular Ed 
Geometry teacher  

Task/Objectives: 
Using GIS data, students will locate, identify and find area of a specific polygon (tract of land) 
   - Using GPS Unit students will capture points mapping out a specific area of land. 
   - Using esri.com, students will place points on a map and identify polygon and divide into     
     triangles 
   - Using the distance formula, students will compute the distance between two coordinate points 
       on the map and find length of each segment (x,y) coordinate 
    - Find the area of the triangles using the Pythagorean Theorem  

 - Find the area of the Polygon 
   

Lesson Prerequisite: 
Tech Discovery 
Algebra 1 
Distance Formula 
Formula for finding area of a Triangle 
Pythagorean Theorem 

Resources:  
Arcgis.com software 
Esri.com 
Googlearth,com 
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Rubric Assessment for Technology Integrated Lesson Plan for Geometry 
 

 4         (90 – 100) 3        (80 – 89) 2       (70 – 79) 1   (<70) 
 
Map layout  
 
 

Map layout is clear and 
colorful with all 
information detailed and 
easily understood.   
Legend is present with all 
needed information 
displayed w/ compass 
rose.  

Map is clear and 
colorful with in-
formation present. 
Legend is present 
with a compass 
rose 

Some details are 
not present and 
map has little use 
of color, and not 
interesting. 

No details are 
present on 
map and no 
legend. 

Geometry : 
Mathematical 
Concept 
 
 

Explanation shows 
complete understanding of 
the mathematical concepts 
used to solve the problem 

Explanation shows 
substantial under- 
standing of the 
concepts used to 
solve the problem 

Explanation 
shows some 
understanding of 
the math 
concepts 

Very little 
understanding 
of the math 
concepts 

 
Mathematical 
Reasoning 

Uses complex and refined 
mathematical reasoning 

Uses effective 
mathematical 
reasoning 

Some evidence 
of mathematical 
reasoning 

Little 
evidence of 
mathematical 
reasoning 

 
Procedure 
and 
Conclusion 
 
 
 

Uses Distance Formula 
and The Pythagorean 
Theorem in an efficient 
and effective strategy to 
solve the problem 

Uses an effective 
strategy to solve 
the problem 

Sometimes uses 
an effective 
strategy to solve 
problem, but 
does not due it 
without cues 

Rarely uses 
an effective 
strategy to 
solve 
problems and 
could care 
less. 

 
Alignment to Content Standard(s): 
 
Geometry, Geography, Biology 
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Family Life Education from a Distance, from Two US Landgrant Universities 

 
John W. Engel, Ph.D. 

University of Hawaii at Manoa 
 

 
 
This paper assesses, describes and evaluates Family Life Education programs and courses 
offered via various distance education delivery methods by/from the University of 
Minnesota, Minneapolis, and the University of Hawaii, Honolulu, over the past 30 years.  
Both overall programs and specific courses are described at these US land grant 
universities.  Various distance education delivery methods are compared and evaluated; 
and distance education delivery of a specific Family Life course is compared with 
traditional on-site delivery of the same course.  Students evaluate Family Life courses 
offered from a distance very positively.  Faculty who teach Family Life courses via 
distance education struggle with issues and challenges in their efforts to provide high 
quality college level education.  Issues may arise in teaching Family Life courses that do 
not ordinarily arise in courses of other content areas, due to the applied, personal, 
interpersonal and interactional nature of Family Life Education.  Institutional support for 
distance education holds great potential for continued growth and development in Family 
Life Education. 
 
“Distance education” means, to most people today, educational services made available 
via on-line world-wide-web based computer technology.  But distance education can be 
construed as having a much longer history, and as developing out of traditions of 
educational “outreach” that made substantial contributions to American educational 
endeavors long before computer technology became available.  The Morrill Land Grant 
Act passed by Congress in 1862 (and amended in 1883 and 1926) provided funding to 
establish and support colleges and universities in each state to provide practical education 
in “agriculture and the mechanic arts . . . in order to promote the liberal and practical 
education of the industrial classes in the several pursuits and professions in life” (Ohio 
Agricultural Research and Development Center, OARDC, n.d.).  Universities established 
or supported by this act are called “land grant universities.”  In 1914, Congress passed the 
Smith-Lever Act, establishing the Cooperative Extension Service to partner or 
“cooperate” with land grant universities in diffusing or “extending” “useful and practical 
information . . . to persons not attending or resident in said colleges . . .” (Alabama 
Cooperative Extension System, ACES, n.d.).  As a result, land grant universities have 
been providing various “extension” and “outreach” educational services, which can be 
construed as forms of “distance education,” for many years prior to the invention of the 
world wide web.  This paper describes and evaluates efforts at two land grant 
universities, the University of Minnesota and the University of Hawaii, to provide formal 
(i.e., yielding academic credit) instruction in “family life education” via various modes of 
distance education. 
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The definition of “family life education” has been somewhat problematic over the years 
(Arcus & Thomas, 1993), as the term was sometimes used as a euphemism for sex 
education in primary and secondary schools (Engel, Saracino, & Bergen, 1993; Engel, 
2003).  However, more recently, family life education has become a profession in its own 
right, with educators and training programs certified by the National Council on Family 
Relations (NCFR).  According to the National Council on Family Relations (NCFR, 
n.d.), family life education (FLE) is the educational effort to strengthen individual and 
family life through a family perspective.”  It includes “knowledge about how families 
work; the inter-relationship of the family and society; human growth and development 
throughout the life span; both the physiological and psychological aspects of human 
sexuality; the impact of money and time management on daily life; the importance and 
value of education for parenting; the effects of policy and legislation on families; ethical 
considerations in professional conduct; and a solid understanding and knowledge of how 
to teach and/or develop curriculum for what are often sensitive and personal issues.”   
 
At the University of Minnesota, there is a long history of academic courses being offered 
off campus, or via correspondence, and/or more recently online, through the College of 
Continuing Education (formerly Continuing Education and Extension Division).  Courses 
were being offered via correspondence by the 1960’s, and continue to be offered via this 
medium today, through a program in Independent and Distance Learning (IDL).  While 
family life education (FLE) courses have been offered off campus for many years, it 
wasn’t until 1975 that the first dedicated FLE (Family Social Science) course, “Dynamics 
of Marriage and Parenthood,” was offered as a correspondence course (Engel, 1975).  In 
1976, another FLE (Family Social Science) course, “Human Sexual Behavior” was added 
to the University’s distance education course offerings (Engel, 1976).  In both cases, 
these courses were considered equivalent to courses offered on campus and satisfying 
requirements for a degree in Family Social Science.  By 2000, “Human Sexual Behavior” 
had been revised to Family Social Science 4101, “Sexuality and Gender in Families and 
Close Relationships” (Engel, 2003).  Although designed and offered as a correspondence 
course for 30 years, this course became increasingly “web-enhanced” over the years, as 
students preferred to do their work, submit lessons and get instructor feedback online.   In 
2003, IDL offered its first totally online FLE course, Family Social Science 3101, 
“Personal and Family Finances.”  As with other courses offered through Independent and 
Distance Learning, FLE Family Social Science courses appear to be following a pattern 
of change, from correspondence to “web-enhanced” correspondence to completely online 
course offerings.  By Fall semester, 2007, Independent and Distance Learning offered 71 
correspondence courses, 6 web-enhanced correspondence courses, and 52 completely 
online courses. 
 
At the University of Hawaii, informal (i.e., non-credit toward degree) outreach programs 
have been offered by Cooperative Extension; and some formal (i.e., earning credit that 
may be applied towards a degree) programs have been offered by the University’s 
Outreach College.  While no independent study correspondence course program was ever 
developed, the Outreach College did offer some courses via cable television, some via 
interactive television; and it offered the first online Family Resources course in 2002.   At 
about the same time, online course delivery methods were being gradually incorporated 
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into courses offered regularly on/from campus by other colleges.  By Fall semester of 
2007, at least 6 Family Resources courses had been offered online at least once, including 
FamR 230 (Human Development),  FamR 332 (Childhood), FamR 333 (Adolescence & 
Early Adulthood), FamR 340 (Intimacy, Marriages & Families), FamR 350 (Leadership 
and Group Process), and FamR 442 (Marriage Development).  
 
Family life education from a distance, via correspondence or world wide web, holds 
potential advantages over traditional classroom instruction.  In some cases, family life 
education courses focus on very personal, potentially intimate topics, such as human 
sexuality.  Some students appear to need and appreciate the privacy, safety and/or 
confidentiality afforded by distance education compared with traditional classroom 
instruction where there is face-to-face interaction with others.  Yet others miss the face-
to-face interaction with others that can contribute to their learning experience.  Chat-
room like options in online courses can offer some opportunity for students to learn from 
interacting with other students.    
 
Students evaluate distance education family life education courses, both correspondence 
and online courses very positively.  They appreciate the freedom to study and do their 
course work when the time is best for them, as opposed to being required to attend 
classes at set times.  They appreciate being able to study and work in places other than 
the traditional on-campus classroom, from across town or across country (Engel, 1983).  
University of Minnesota distance education courses are taken by students from locations 
around the world, including Europe, Africa and Asia.  University of Hawaii distance 
education courses are taken from other islands as well as across island.  Students save 
time and money, as they avoid the cost and difficulty of transportation and parking. 
 
Scheduling of course work can be an issue in distance education.  Correspondence 
courses at the University of Minnesota are offered on an “extended” 9-month term, to 
accommodate the time required for lessons to be submitted and returned with feedback to 
students via “snail-mail”.  When students take courses from foreign countries, 
particularly third world countries, correspondence can be very slow; and even the 9-
month term might need an extension.  However, as students were given the option to 
submit lessons online in courses originally designed for correspondence, they invariably 
chose the online option.  Thus, correspondence courses are increasingly “web-enhanced” 
and soon become online courses, in response to student preference.  In the latter case, 
communication becomes nearly instantaneous, and students can work as fast as they like. 
 
While students tend to appreciate the extra time to complete their coursework provided 
by extended 9-month terms, there are potential disadvantages.  Students may not be 
skillful in budgeting their time, leaving work go until they have run out of time.  Further, 
students taking coursework on an extended 9-month term schedule may not be eligible 
for financial aid based on traditional quarter or semester terms.  Distance education 
programs organized around the traditional quarter or semester term can avoid this 
problem. 
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While most outreach and extension efforts at both universities have in the past been home 
based in organizational units dedicated to outreach, extension, or independent and 
distance learning, online courses are increasingly offered from departments and units 
previously focused entirely on traditional on-campus in-classroom delivery.  Thus the 
University of Minnesota now lists courses as “partially internet-delivered” or “internet-
delivered,” and the University of Hawaii lists “online” courses along with all other course 
listings.   It appears that distance education will soon be so ubiquitous that it need not 
have special organizational home-bases in institutions of higher learning.   
 
Both Universities of Minnesota and Hawaii appear committed to increasing their 
outreach via online delivery of courses.  The University of Minnesota’s College of 
Continuing Education plans to contribute to the University’s outreach mission by 
“utilizing delivery systems and technologies that expand access” (CCE, n.d.).  Similarly,  
according to the 2005-2010 Strategic Plan for the College of Tropical Agriculture and 
Human Resources of the University of Hawaii (CTAHR, n.d.), “the college needs . . . to 
provide . . . learning experiences outside the Manoa classroom” and plans,  to “expand … 
distance education and distributed learning offerings” as a “strategic action” to strengthen 
its academic programs.   
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Democracy and Education: The Nineteenth 
Amendment 

 
Ronald G. Helms, Ph.D. 
Wright State University 

 
The Nineteenth Amendment - Women's Suffrage Rights provides for the following: 

Section 1. The right of the citizens of the United States to vote shall not be denied or 
abridged by the United States or by any State on account of sex.  (National Archives and 
Records Administration). 
Section 2. Congress shall have power to enforce this article by appropriate legislation. 

 
One cannot study the history of democracy in the United States without investigating the 
courageous vision of Alice Paul.  In From equal suffrage to equal rights, Christine Lunardini has 
written the definitive history of Alice Paul’s contribution to equality and democracy. Lunardini 
(xiii) documents the efforts of Susan B. Anthony, Elizabeth Cady Stanton, and Carrie Chapman 
Catt of the National American Woman Suffrage Association (NAWSA), and Lunardini observes 
that Carrie Chapman Catt, as leader of NAWSA in 1913, thought that woman suffrage would not 
be attained in her lifetime. 
 
Historically, women have always been involved in leadership in America.  One can explore the 
prehistoric Native American matriarchies to the historical Native American matriarchies to 
revolutionary times to find evidence of women’s influence and leadership.  Joseph Ellis in 
Passionate Sage explains influence of women in democracy with the historical letters of John and 
Abigail Adams.  Fisher Ames noted “that the good Lady his wife (Abigail) has often been as 
talkative in a similar strain, and she is as complete a politician as a Lady in the old French Court 
(21).” 
 
The influence of Abigail Adams has been well documented by historians.  During the Jefferson 
presidential campaign both Adams argued that Jefferson has placed party above principle. Joseph 
Ellis in Founding Brothers  (210-211) summarizes the Adams’ view as follows: 

We can be reasonably sure that Abigail was speaking for her husband as well as herself in 
this brief volley of letters.  The Adams team, then, was charging Jefferson with two 
serious offenses against the unwritten code of political honor purportedly binding on the 
leadership class of the revolutionary generation. The first offense, which has a quaint and 
anachronistic sound to our modern ears was that Jefferson was personally involved in his 
own campaign for the presidency and that he conducted the campaign with only one goal 
in mind-namely, winning the election…. His second offense was more personal.  Namely 
he had vilified a man whom he claimed was a long-standing friend.  He had sponsored 
Callendar’s polemics against the Adams administration even though he knew them to be 
a gross misrepresentation. 

 
Joseph Ellis in His Excellency: George Washington laments the historical destruction of letters 
between George and Martha by Martha (42), and observes that history records over a thousand 
letters between John and Abigail Adams, “ the most fully revealed marriage of the age.”  
McCullough (2005, 43) supports the influence of Abigail Adams in recounting that when John 
Adams described Washington as “ amiable and brave”, Abigail wrote to John that “he has hardly 
said enough” about Washington. 
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Ellis (2003, 72-73) explores the effect of Abigail on Jefferson as follows: 
… the deep emotional bonding of the two men occurred in France in 1784-85…. Abigail 
was the link between questions of foreign policy and family priorities, probably the first 
woman Jefferson came to know well who combined the traditional virtues of a wife and 
mother with the sharp mind and tongue of a fully empowered accomplish in her 
husband’s career. 

 
In another account describing the influence of Abigail Adams on John, McCullough (2001, 479) 
writes that during the Adam’s Presidency concerning the affair with the French, Adams 
“confessed to being totally exhausted and begged her to come to his rescue:” 

I must go to you or you must come to me.  I cannot live without you…. I must entreat 
you to lose not a moment’s time in preparing to come on, that you may take off from me 
every care of life but that of my public duty, assist me with your councils, and console 
me with your conversation…. The times are critical and dangerous, and I must repeat this 
with zeal and earnestness.  I can do nothing without you. 

 
However much women had influence, neither the constitution nor the Bill of Rights granted 
women the franchise and formal political power and influence. Democracy was extended to the 
U.S. with the ratification of the Nineteenth Amendment on August 26, 1920 
(http://caselaw.lp.findlaw.com/data/constitution/amendment19/).  The dramatic challenges faced 
by Alice Paul in the ratification process are a vital component of the university’s Democracy and 
Education courses and the social studies method courses (http://www.alicepaul.org/alicep.htm). 
 
Fareed Zakaria in The Future of Freedom notes, “in 1900 not a single country had what we would 
consider a democracy” (Zakaria, 13).  The Alice Paul movement resulted in a real American 
democracy as well as the successful suffrage campaign that resulted in the right to vote for all 
American women. Alice Paul truly applied issues of race, ethnicity, class, and gender in her life’s 
work for social equality.  
 
Lunardini bridges the historical gap between the suffrage movement led by Susan Anthony and 
Elizabeth Cady Stanton to the National American Woman Suffrage Association led by Carrie 
Chapman Catt to Alice Paul and the National Woman’s Party (ix-xiii).  
 
Kraditor (41) summarizes the prevailing view of Elizabeth Cady Stanton as follows: 

Here is the classical natural right theory on the verge of change.  Unlike the eighteenth-
century Robinson Crusoe, the female Robinson Crusoe of the nineteenth century could 
not create her own destiny.  Equal in natural right, she was unequal in condition.  Her 
equality was in the future, not something given but rather a potential to be developed.  
Mrs. Stanton was demanding for woman not the right to manifest her equality but the 
right to become equal.  For this she needed education and the vote.  Hence the claim to 
equality; it required concrete demands for specific social and political rights. 

 
Gurko (303) in writing The Ladies of Seneca Falls observed that the fears of Mrs. Staunton and 
Mrs. Catt were realized: 

In later decades of the twentieth century, women were still regarded as a second sex, 
inferior or “different” in a sense that implied inferiority.  And this in spite of the visible 
advances-the vastly expanded and vocational opportunities, the larger social and sexual 
freedoms (sic).  Though the pressures were subtler, girls were still being steered into 
exclusive domestic lives and attitudes, or made to think that they were less than their 
brothers in everything from playing tennis to the capacity for abstract thought.  And 
being less implied an automatic confinement to the kitchen or typists’ pool. 
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Eleanor Cliff in Founding Sisters and the nineteenth amendment illustrated the typist 
opportunities (4-5).  Cliff recounts her career: 

My own career parallels the women’s movement.  I started at Newsweek as a secretary in 
1963, with no expectation of becoming a reporter or writer.  With rare exceptions, 
women at the newsmagazines were confined to clerical and research positions.  I was 
grateful to work in a place where what I typed was interesting.  When feminist Gloria 
Steinem appeared on the cover of Newsweek in March 1970, there was no woman of staff 
whom the editors would entrust to write about her.  An outsider brought in, journalist 
Helen Dudar, who did a first-rate job interpreting the new feminism sweeping the country 
as a long-lasting movement with consequences for men and women alike.  But the fuse 
was lit.  The women at Newsweek brought a class action suit against the magazine for 
discrimination.  Nora Ephron, a Newsweek researcher, was among the plaintiffs.  The 
Washington Post owns Newsweek, and when publisher Katherine Graham learned of the 
lawsuit, she asked, “Which side am I supposed to be on?  She was management, but she 
was also a woman.  The case was settled out of court, and Newsweek agreed to a system 
of goals and timetables to advance women at the magazine.  I applied for an internship, 
and the biggest hurdle I had to get over was convincing the chief of correspondents that I 
could handle out-of-town assignments because I had young children.  Soon after my 
internship, I was assigned to cover Jimmy’s Carter’s first presidential campaign.  When 
he won, I was named White House correspondent for Newsweek.  I call it my Cinderella 
story. 

 
Too often both men and women of all races and classes take voting and democracy for granted.  
Democracy and Education courses must take care to review the vital history of women suffrage 
and study issues of race, ethnicity, class, and gender as core components of social justice. 
 
Women have outnumbered men on college campuses since 1979, and on graduate school 
campuses since 1984.  More American women than men have received bachelor's degrees every 
year since 1982.  Undergraduate levels rose from 41% to 56% between 1969 and 2000.  Issues of 
race, ethnicity, class, and gender are core components of a course on Democracy and Education.  
 
I have found that many university students simply have little knowledge of Alice Paul and the 
ratification of the Nineteenth Amendment on August 26, 1920.  The results found that many 
university students simply have little knowledge of women’s history, women’s issues, and 
women’s leadership roles.  
 
The history of American education is linked with the history of democracy in the U.S.  In 
teaching the Education and Democracy course, the author found both men and women were 
fascinated with the study of Alice Paul.  Many students commented in class and in private that 
this was the very first time that they had any idea of the 1912-1920 suffrage movement.   
 
Sections of the recent film, Iron Jawed Angels were viewed and discussed (Iron Jawed Angels 
and http://www.hbo.com/films/ironjawedangels/) 

Iron Jawed Angels recounts for a contemporary audience a key chapter in U.S. history: in 
this case, the struggle of suffragists who fought for the passage of the 19th Amendment.  
Focusing on the two defiant women, Alice Paul (Hilary Swank) and Lucy Burns (Frances 
O'Connor), the film shows how these activists broke from the mainstream women's-rights 
movement and created a more radical wing, daring to push the boundaries of political 
protest to secure women's voting rights in 1920.  Breathing life into the relationships 
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between Paul, Burns and others, the movie makes the women feel like complete 
characters instead of one-dimensional figures from a distant past. 
Although the protagonists have different personalities and backgrounds - Alice is a 
Quaker and Lucy an Irish Brooklynite - they are united in their fierce devotion to 
women's suffrage.  In a country dominated by chauvinism, this is no easy fight, as the 
women and their volunteers clash with older, conservative activists, particularly Carrie 
Chapman Catt (Angelica Huston).  They also battle public opinion in a tumultuous time 
of war, not to mention the most powerful men in the country, including President 
Woodrow Wilson (Bob Gunton).  Along the way, sacrifices are made: Alice gives up a 
chance for love, and colleague Inez Mulholland (Julia Ormond) gives up her life. 
The women are thrown in jail, with an ensuing hunger strike making headline news.  The 
women's resistance to being force-fed earns them the nickname "The Iron Jawed Angels." 
However, it is truly their wills that are made of iron, and their courage inspires a nation 
and changes it forever. 

 
Given this history Alice Paul (Lunardini, 5) emerged fresh from suffrage experiences in England 
to assume leadership of NAWSA’s Congressional Committee.  Alice Paul was born on January 
11, 1885 to Tacie and William Paul, a Quaker family residing in Moorestown, New Jersey.  It 
was from this Quaker background that Paul acquired the values of equality between the sexes.  
Alice Paul earned a number of college degrees (Lunardini, xiv) including two law degrees and a 
Ph.D.  Lunardini concludes (xiv-xv) the following: 

Yet Paul was an extraordinary personality, perhaps the single truly charismatic figure in 
the twentieth-century suffrage movement.  Certainly she was the engine that powered the 
militant suffrage movement.  She successfully mobilized both impatient and younger 
women and discontented older women.  To these women, Paul represented the force that 
made them willing to take uncommon risks, including imprisonment and possible 
estrangement for family, friends, and peers.  In the Sociology of Religion, written in 
1922, Max Weber might have used Paul as his model in developing the concept of the 
charismatic leader. 

 
Political scientists and historians have long observed the necessary role of education in a 
democracy.  While it is logical for educators to discuss democracy and education, it seems that 
few colleges of education have taken the opportunity to provide a general education course on 
democracy and education. At a recent National Conference on Race & Ethnicity in American 
Higher Education in New York City the author (presenter) asked an if any other universities 
provided a general education course on democracy and education; the answer was a resounding 

“no” (Helms, 2005). In Baltimore at the 84th Annual Conference of The National Council for the 
Social Studies the author (presenter) again found the same response (Helms, 2004).  It is vital that 
students realize the importance that a single person of group of people may have in changing 
American society.  The success of women in education is largely dependent upon the successes of 
women in American democracy. 
 
For a review of electronic resources on leadership of women in education please refer to Finegan 
and Helms, On the Net: Multicultural education pages 102-105.  The author recommends 
Advancing Women: Women's Role in Education at 
http://www.advancingwomen.com/womedu.html 
This site found the following: 

Women who wanted to teach, historically, faced the same struggle as women who wanted 
to vote, and those today who want to become tailhook pilots, or to join the top echelon of 
leadership in education. Just as throughout the rest of society, in education patriarchal 
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systems prevail, and male models for leadership dominate. The laws may exist on the 
books, but in the real world, support often evaporates, and those making it to the top are a 
token minority of the capable women available for those positions which will shape the 
future of education and ultimately, the future of our children and therefore the future for 
all of us. 

 
Both female and male university students are quite engaged and thoughtful when presented with 
the story of Alice Paul and the ratification of the Nineteenth Amendment on August 26, 1920.  
Perhaps the student’s interest is engaged because Iron Jawed Angels “recounts for a 
contemporary audience a key chapter in U.S. history.”  Perhaps the plot, storytelling, and 
dynamic acting engaged the student’s interest.   
 
At any rate university students may become very engaged with women’s issues, and women’s 
leadership roles given a thought blending of history and contemporary issues, the time to write 
reflective papers, and appropriate guidance in class discussion. 
 
There is little question that women have made enormous strides in American society, 
government, and education.  There is also little question that the youthful voters of today have the 
smallest voter turnout of any age cohort.  It is as if the gains of the past 150 years are being taken 
for granted.  Unfortunately, colleges of education may not depend on liberal arts colleges to 
engage students in the study of women’s rights, education, and leadership. 
 
At best professional educators must realize that women studies and leadership programs are 
primarily elective courses.  There is every reason to infuse the goals and achievement of Alice 
Paul and others into education foundations and education methods courses.  The NCATE strand 
of diversity must include education concerning women in leadership positions.  Somehow, the 
current cohort of teacher educators must assume their responsibility to promote and cherish the 
hard-won values of gender equity and female leadership into future generations. 
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Affiliation: Wyoming Department of Education 
 
Addresses:  Hathaway Building, 2nd Floor 
                  2300 Capitol Avenue 
                  Cheyenne, WY 82002 
 
E-mail: bhayes1@educ.state.wy.us 
 
Abstract: 
 
WeTip is a non-profit organization that has been helping school districts 
prevent and solve crimes through an anonymous tip line system that has 
proven itself over the past 35 years. There has never been a breach of 
caller anonymity. Tip lines have saved lives and lowered some on-campus 
crime by as much as 90%.  
 
Topics covered: Information and features regarding our provider (WeTip),  
start up history, oveall budget, funding source, cost per student, ease of 
administration, tentative examples on projected costs for two or three 
mid-sized states, and why we went with a 501c(3) organization instead of 
home-growing our own process. 
 
It is surprisingly simple and cost-effective for a state to launch such a 
system.  There are favorable economies of scale. In this age in increasing 
debt and shrinking budgets, this program provides an excellent benefit to 
cost ratio. 
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6. Abstract of paper: 

 
The purpose of this study was to determine the effects on student perceptions 

when a course in “Introduction to Special Education” is co-taught by two instructors, one 
of whom, Dr. Harper, has a lifelong, severe disability.  The study compared survey 
responses from students in traditional classes with survey responses from students in the 
class that was co-taught.  The surveys addressed students’ perceptions of the following 
issues before and after taking the class:  1) understanding of the nature and characteristics 
of various disabilities; 2) understanding of the reasons behind legislation to protect the 
rights of students with disabilities; 3) understanding of the role of the general education 
teacher in working with students who have exceptional learning needs; 4) level of 
preparedness to teach students with disabilities; 5) level of comfort in interacting with 
individuals who have disabilities; 6) understanding of how to make co-teaching an 
effective component of inclusion; and 7) belief in the impact that a teacher can have on a 
student with disabilities. 
 
 With the intervention class, the instructor who has quadriplegic cerebral palsy 
shared her educational and life experiences as an individual who was school-age before 
the passage of the Education for All Handicapped Children Act of 1975. She shared her 
experiences of being institutionalized, denied admission to public schools, and finally 
accepted into regular classrooms. She shared how it felt to be excluded, and then 
included.  
 

To assess changes in students’ perceptions for the intervention and control groups, 
all participants in the study were administered an anonymous survey at the end of the 
semester. Survey results were analyzed using the chi-square (two-way or crosstabs) 
statistical method of analyzing ordinal data.  This method was used to determine whether 
survey results differed by group (traditionally taught versus co-taught). 

 
There were no statistically significant differences between the two groups’ 

perceptions before taking the class. With regard to their perceptions after taking the class, 
only one area (level of comfort in interacting with individuals who have disabilities) 
yielded statistically significant differences between the two groups. After taking the class, 
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83.3% of those who were co-taught strongly agreed that they felt comfortable interacting 
with individuals who had disabilities, as opposed to 34.6% of those who were taught 
using the traditional method. 

 
There were notable, though not statistically significant, differences in other areas 

as well. A notably higher percentage of the co-taught versus the traditionally taught class 
(75.0% versus 46.2%) strongly agreed that they understood a lot about students with 
disabilities after taking the class. In addition, a higher percentage of the co-taught class 
(91.6% versus 64.0%) agreed or strongly agreed that they felt prepared to teach students 
with disabilities after taking the class. After taking the class, two-thirds of the teacher 
education candidates in the co-taught class, in contrast with half of those in the 
traditionally taught class, strongly agreed that they believed they could have a great 
impact on students with disabilities.  

 
The “Introduction to Special Education” course is required of all education 

majors at The University of Mississippi. Its purpose is to prepare future teachers to work 
effectively with students who have exceptional learning needs. Results from this study 
indicate that a co-teaching arrangement, in which one instructor has a substantial lifelong 
disability, helps to promote teacher education candidates’ understanding of, and ability to 
interact with, students who have disabilities. In addition, qualitative information revealed 
that an unexpected byproduct was the willingness of students to participate in a 
community in which they felt free to share personal struggles. Admittedly, the 
opportunities for such teaching arrangements are not abundant, but these results may 
suggest that “Introduction to Special Education” courses (as well as other introductory 
education courses) may benefit from inviting individuals with various disabilities to serve 
as guest speakers and for encouraging the students to share relevant experiences. 
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A Comparison of Methods of Teaching “Introduction to Special Education” 
By 

Maxine Harper, Ed.D. 
Diane Lowry, M.Ed. 

 
Purpose 
 
 The purpose of this study was to determine the effects on student perceptions 
when a course in “Introduction to Special Education” is co-taught by two instructors, one 
of whom, Dr. Harper, has a lifelong, severe disability.  The study compared survey 
responses from students in traditional classes with survey responses from students in the 
class that was co-taught.  The surveys addressed students’ perceptions of the following 
issues before and after taking the class:  1) understanding of the nature and characteristics 
of various disabilities; 2) understanding of the reasons behind legislation to protect the 
rights of students with disabilities; 3) understanding of the role of the general education 
teacher in working with students who have exceptional learning needs; 4) level of 
preparedness to teach students with disabilities; 5) level of comfort in interacting with 
individuals who have disabilities; 6) understanding of how to make co-teaching an 
effective component of inclusion; and 7) belief in the impact that a teacher can have on a 
student with disabilities.  
 
Literature Review  
 
 Although inclusion in K-12 education is widely addressed in the literature, 
indications are that general and special education teachers lack knowledge of special 
education laws and components of Individualized Education Programs (IEPs) 
(Brookshire & Klotz, 2002). Burke and Sutherland (2004) found a statistically significant 
relationship between prior experience and knowledge of persons with disabilities and 
attitudes toward inclusion. Schrock (2003) found that student teachers who complete a 
structured, year-long case study with a child with special needs may experience a positive 
influence on their attitudes toward inclusion and efficacy for teaching children with 
special needs.  
 
 Despite evidence that teachers need more knowledge of special education and 
despite research indicating that prior experience with persons with disabilities has a 
positive impact on teacher attitudes toward inclusion, there is a paucity of research 
dealing with courses in special education taught by higher education instructors with 
disabilities. 
 
Research Design 
 
 The research design compared the survey responses of two groups of students 
enrolled in the Spring 2007 semester of EDSP 308 (“Introduction to Special Education”) 
at The University of Mississippi.  The control group consisted of 26 students taught in the 
traditional manner (with one non-disabled instructor).  The intervention group consisted 
of one class of 12 students co-taught by two instructors (the same non-disabled instructor 
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and one instructor who had quadriplegic cerebral palsy).  Both instructors had advanced 
degrees in special education.  
 
 With the intervention class, the instructor who had cerebral palsy shared her 
educational and life experiences as an individual who was school-age before the passage 
of the Education for All Handicapped Children Act of 1975. She shared her experiences 
of being institutionalized, denied admission to public schools, and finally accepted into 
regular classrooms. She shared how it felt to be excluded, and then included.  
 
 In recognition of the importance of the social history of special education, the co-
teaching arrangement allowed the students to hear a personal perspective on the sequence 
of legislation that brought special education from its archaic origins to its present day all-
inclusive policies. The students heard first hand why laws were needed to protect the 
rights of children with disabilities.  
 
 The intervention class also had the benefit of being a part of a co-teaching 
environment in which both instructors contributed their areas of expertise. The goal was 
to demonstrate the process of co-teaching and its impact on students.  
 

To assess changes in students’ perceptions for the intervention and control groups, 
all participants in the study were administered an anonymous survey on the day of final 
exams.  A volunteer student was asked to collect the surveys and deliver them to the 
researcher after grades had been posted. Survey results were analyzed to determine 
whether student perceptions of issues related to teaching children with disabilities varied 
according to the type of teaching method (traditional versus co-taught, with one instructor 
having a disability).  Because the survey asked students to recall their perceptions before 
taking the class, the results may not be totally accurate representations of their initial 
perceptions.  
 
Data Analysis Methods 
 
 Survey results were analyzed using the chi-square (two-way or crosstabs) 
statistical method of analyzing ordinal data.  This method was used to determine whether 
survey results differed by group (traditionally taught versus co-taught). 
 
Results 
 
 Figures 1-7 illustrate the results for each area of the survey in terms of the 
perceptions of the respondents before and after taking the “Introduction to Special 
Education” course. Response abbreviations are as follows: SD = Strongly Disagree, D = 
Disagree, N = No Opinion, A = Agree, SA = Strongly Agree.  
 
 There were no statistically significant differences between the two groups’ 
perceptions before taking the class. With regard to their perceptions after taking the class, 
only one area (level of comfort in interacting with individuals who have disabilities) 
yielded statistically significant differences between the two groups; however, there were 
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notable differences in all areas except understanding of the reasons behind legislation to 
protect the rights of students with disabilities, where both groups agreed they had gained 
understanding.  
  

There was not a statistically significant difference in the two groups’ 
understanding of students with disabilities after taking the class (Pearson Chi-Square = 
2.917, p = .233), but a notably higher percentage of the co-taught versus the traditionally 
taught class (75.0% versus 46.2%) strongly agreed that they understood a lot about 
students with disabilities after taking the class. These percentages were up from 0% who 
strongly agreed with this statement before taking the class (see Figure 1). 
 
Figure 1 
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 After taking the class, 100% of both groups agreed or strongly agreed that they 
understood why laws were needed to protect the rights of students with disabilities. 
Before taking the class, fewer than 50% of both groups agreed or strongly agreed that 
they understood why these laws were needed. (See Figure 2.) 
 
Figure 2 
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Although there was not a statistically significant difference in the two groups’ 

understanding of the role of the general education teacher in working with students who 
have exceptional learning needs  (Pearson Chi-Square = 1.846, p = .397), a notably 
higher percentage of the co-taught class (75.0% versus 53.3%) strongly agreed that after 
taking the class they understood the general education teacher’s role. These percentages 
were up from 0% of the co-taught class versus 3.8% of the traditionally taught class who 
strongly agreed that before taking the class they understood the general education 
teacher’s role (see Figure 3). 
 
Figure 3 
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Although the difference in the two groups’ perception of their preparedness to 

teach students with disabilities was not statistically significant  (Pearson Chi-Square = 
4.421, p = .342), a notably higher percentage of the co-taught class (91.6% versus 64.0%) 
agreed or strongly agreed that they felt prepared to teach students with disabilities after 
taking the class. These percentages were up from 33.3% of the co-taught class versus 
19.2% of the traditionally taught class who agreed or strongly agreed that before taking 
the class they felt prepared to teach students with disabilities (see Figure 4). 
 
Figure 4 
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With regard to feeling comfortable interacting with individuals who have 

disabilities, there was a statistically significant difference between those who were co-
taught and those who received traditional instruction (Pearson Chi-Square = 7.849, p = 
.02).  After taking the class, 83.3% of those who were co-taught strongly agreed that they 
felt comfortable interacting with individuals who had disabilities, as opposed to 34.6% of 
those who were taught using the traditional method. Only 8.3% of those who were co-
taught and 19.2% of those who were taught using the traditional method strongly agreed 
that they felt comfortable interacting with individuals who had disabilities before taking 
the class. (See Figure 5.) 
 
Figure 5 
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 All of the co-taught class agreed or strongly agreed that after taking the class they 
understood how to make co-teaching an effective component of inclusion, while 84.6% 
of the traditionally taught class expressed this opinion (see Figure 6.) 
 
Figure 6 
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 After taking the class, two-thirds of the teacher education candidates in the co-
taught class, in contrast with half of those in the traditionally taught class, strongly agreed 
that they believed they could have a great impact on students with disabilities.  
 
 

Changes in Candidates' Perception of Their Ability as a Teacher 
to Have a Great Impact on Students with Disabilities 
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Qualitative Information  
 
 Students in the co-taught class were interviewed by a news writer for the Ole Miss 
Educator newsletter. One student “said the class has broadened her horizons, particularly 
with a teenager with cerebral palsy whom she might have been afraid to approach before. 
‘Before this class, I probably would have avoided her. Not because I thought less of her, 
but because I didn’t really know how to behave. But as I got to know her, I learned she’s 
very funny. I’ve gotten more comfortable because of this class.’” 
 
 Another student commented, “Just because someone has a disability doesn’t mean 
they can’t learn. I mean, Dr. Harper is just brilliant. And working with her this way just 
reminds you to look at someone’s possibilities instead of their disability.” 
 
 Throughout the course, the instructors witnessed a transformation in the level of 
engagement of the students. Their initial reservations gradually changed into an openness 
that is not commonly seen in higher education classrooms. The instructors observed the 
walls of fear and separation crumble as the students were allowed to enter the real world 
of the lifetime struggles and triumphs of someone with a pronounced disability.  The 
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students began to share their own personal struggles to a degree that is not typical in the 
higher education environment. The instructors believed that a true community of learners 
had been formed and that the students desired to create a similar environment in their 
own classrooms.  
 
Summary and Conclusions  
 
 The “Introduction to Special Education” course is required of all education majors 
at The University of Mississippi. Its purpose is to prepare future teachers to work 
effectively with students who have exceptional learning needs. Results from this study 
indicate that a co-teaching arrangement, in which one instructor has a substantial lifelong 
disability, helps to promote teacher education candidates’ understanding of, and ability to 
interact with, students who have disabilities. In addition, an unexpected byproduct was 
the willingness of students to participate in a community in which they felt free to share 
personal struggles. Admittedly, the opportunities for such teaching arrangements are not 
abundant, but these results may suggest that “Introduction to Special Education” courses 
(as well as other introductory education courses) may benefit from inviting individuals 
with various disabilities to serve as guest speakers and for encouraging the students to 
share relevant experiences.  
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ABSTRACT 

 The objectives of this study were 1) to study the ideal graduate qualification of the Rajamangala 

University of Technology Lanna, 2) to analyze the student affairs administrative model of the Rajamangala 

University of Technology Lanna (analyze the administrative structure, the composition and human resources 

of the student affairs, mission and scope of duty of the student affairs department and the student 

development division, analyze the mechanism in the student affairs administration, analyze problems and 

obstacles in the student affairs administration), 3) to develop the student affairs administrative model in 

response to the ideal graduate development of the Rajamangala University of Technology Lanna, and 4) to 

evaluate the student affairs administrative model in response to the ideal graduate development of the 

Rajamangala University of Technology Lanna. 

 

Background 

 The Rajamangala University of Technology Lanna is the university that His Majesty the King had 

kindly signed his name in the decree of B.E. 2548(2005), making it one of the nine Rajamangala University 

of Technology whose former name was the Rajamangala Institute of Technology.  Comprised of 35 

campuses, 2 research institutes, and 15 academic faculties, the Rajamangala University of Technology 

spread itself in all regions countrywide.  Earlier, its center of administration was at Klong Luang Sub-District, 

Thanyaburi District, Bangkok.  Today, the Rajamangala University of Technology Lanna comprised of 6 

regions (formerly called campus) in northern Thailand which included Payap Region (Chiang Mai), Lampang  
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Region, Chiang Rai Region, Nan Region, Tak Region, and Phitsanulok Region.  The nature of the students 

enrolled in the university were 12th grade high school graduates and primary vocational education graduates 

who will take the four-year under-graduate curriculum, and the advanced vocational education graduates 

who will take the two-year under-graduate curriculum.  The current teaching and learning curriculums 

covered the academic lines of agriculture, engineering, arts, designing, and architecture.  Due to the ever 

changing society and diversity of inputs, the model and mechanism of producing university graduates to go 

out and serve the society or for the labor market made the study and research on the ideal graduate 

qualification the university agenda of which the study and implementation must be accelerated. 

 

 Today, the world is in the age of no frontier.  Each nation has its own developmental direction 

towards universality which creates a connecting system derived from physical connection and cultural 

connection, causing interactions of the economic, social and political systems of all the nations worldwide 

(Burachai Sirinahasakhon: 2003, 40-42).  The borderless world impacts on the condition of national 

economy, society, culture, science and technology, as well as the university graduate production.  

Educational management to create men to cope with the globalization current is therefore necessary.  

Preparation of men to be ready to face all kinds of crises in the future with full consciousness and 

understanding is the true means to solve the problem (Burahcai Sirimahanakhon: 2003, 53-54). 

 

 Earlier, the national economic and social development plans 1 to 6 emphasized principally on 

economy as the indicator in measuring the success of national development.  Later, during plan 7, it started 

to see the necessity to establish the concept of sustainable development by means of designing the 3 

dimensional development objectives with the emphasis on creating the balance among the economic growth, 

the income break-up, and the development of human resources, quality of life and environment.  Therefore, 

in the national economic and social development plan 8, significant deviation of the planning concept took 

hold and lent importance on the development where “men” is at the center which meant the development to 

increase the potentiality of men with the emphasis to make sure that men receive direct benefit from the 

development.  Economic development would only be a “tool” of the development of “men” (Office of the 

Commission of National Economic and Social Development, 2007: On-line system).  In the national 

economic and social development plan 9 (2002-2006), implementation continued from plan 8, with the 

development concept where men was at the center wholly in all dimensions.  The importance was also given 

to balance development of men, society, economy and environment, especially the establishment of the 

constructive internal management system at all levels which would create sustainable development where 

“men” was truly at the center. 

 

 Higher education institute or university has its main duty of making the graduate the full man in 

intelligence, body, mind, emotion, and society.  In other words, the graduate produced must have 3 idealistic 

qualifications: morality, quality and value (Ministry of University Affairs, 3530, referred to in Chaloemchai 

Manusawet, 2002: 68).  While society was confused between competent men and good men, His Majesty 

the King delivered his speech for all universities to apply it in educating their students so that they were not 

totally intent on producing “competent men” but also “good men.”  An excerpt from His Majesty’s speech said 
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“one important will of a university is an intention to train its students to be competent, to be excellent, but 

competence alone could lead to many weak points in a person, especially the weak point in ethics and 

conscience, because everybody aims only to increase their personal benefit, and therefore tend to commit 

vicious and evil things without fear or guilty feeling (Chaiyong Phromwong, 2007: On-line system); whereas 

Prawet Wasee (2004: 5) who had the same viewpoint with the King stated that the current Thai society had 

moral crisis and without basic morality, there would be no prosperity for the country.  Education which 

included high level education has to contribute to solving this problem.  Therefore, the heart of our homeland 

development is development of the heart of its people first.  When the heart of the people is good then other 

things would also be good.  Society will survive when its members superintend their conduct with ethnics.  

 From the problems on morality, ethics, and various social problems that overflowed along the said 

current of the borderless world, the Office of the University Commission (OUC), formerly the Ministry of 

University Affairs, realized that Thai graduates should have keen knowledge in academy and profession 

along with morality and ethics, so that they could apply their knowledge to develop community, society and 

nation; and could compete with all other nations (Suphap Na Nakorn and Colleagues, 2004: 1); and it would 

be the root cause for many high level educational institutions to specify their ideal graduate qualification.  So, 

if a university wanted to produce graduates with all 3 ideal qualifications, teaching and learning of academic 

courses in classrooms alone could not develop and create such qualifications for ideal graduates according 

to the relevant context, by considering the qualification of being good person or having ethnics leading 

knowledge to correspond with the concept of the Thai Ideal Graduate Sub-Committee that specified strategy 

and vision to create the graduates who are good men, employed, and leading quality with morality (Suphap 

Na Nakorn and Colleagues, 2004: 2).  Such concept corresponds with the concept of producing graduates of 

the Rajamangala University of Technology Lanna that needs the graduates whose “goodness” leads 

“competence” (Rerai Tharawijitkul, 2007: interview).  From the above concept, Wijit Srisa-an (1978, referred 

to in Chaloemchai Manusawet, 2002: 68) gave his opinion toward system and mechanism in university that 

the high level educational curriculum in general tended to have academic limit for it did not correspond with 

the promotion of the all around development of university students.  Due to regulations and limitation of time, 

it could not respond to the requirement and interest of university students in full.  Therefore, in order to 

develop university students to be the graduates in full physically, socially, emotionally, and intelligently, with 

responsibility toward self and society, it would be extremely necessary to develop new and proper model of 

development for the students, to help casting and reforming their conduct toward being the graduates of 

ideal qualification. 

 All above statement was a reflection which pointed out that the model and mechanism in developing 

graduates in high level educational institution today did not respond to the development of university 

students in full.  Actual problematic status lacked cooperation, understanding, absolute side division, and 

sometimes the image of the academic department and the student affairs department were viewed as being 

rivals because the model and mechanism in developing the students were different.  The academic 

department was responsible for registration, learning, teaching, examination, etc, while the student affairs 

department or the student development division today was responsible for servicing and developing the 

students in person in other aspects besides the activities stated in the curriculum, for example, activities of 

the student affairs, activities of the various student clubs, helping to develop the students in various aspects, 

such as social, emotional, physical, and intelligence.  But if looking at the goal, both departments had the 

same goal which was to produce university graduates by developing the students to become the graduates 
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of ideal qualification.  The stated problem of various model and mechanism influenced the derivation of the 

qualification of ideal graduates.  The development of the students of Thai university was therefore short of 

total development, short of full development.  The output was therefore not yet the ideal graduate 

(Chaloemchai Manusawet, 2002: 69); and today it was understood that the competence in academy alone 

was not enough for the graduates for them to receive the opportunity or consideration for employment in the 

market job; if the graduate was not developed in other aspects, such as, participation in non-formal-

curriculum activities or receiving any kind of development from the model and mechanism of the university 

while being student in the university (Jamaladin, 2004: 137). 

 Development of students in high level educational institutions of Thailand stemmed from joint 

responsibilities between academic function and student affairs function as the structure of the administration 

of the university whereas the two functions had different models and mechanisms which resulted in 

misunderstanding and non-coordination between the mission of the student affairs department and the 

academic department.  Moreover, giving unequal importance, on human resources who are lecturers: there 

was lack of the philosophic understanding of the student affairs function and the development of the 

students, for they had to be able to perform both student affairs function and academic function; on teaching 

and learning curriculum: most emphasized on theory and means of teaching was lecturing, there were some 

addition of field work but not clear (depended on the lecturer); on evaluation: it took place only on theory or 

academy resulted in the imbalance development for the graduates; and on national development policy that 

emphasized on development of economy and industry yet neglected the body of knowledge on rural study 

resulted in the students lack of understanding of the true condition of society and overlooking the local 

wisdom. 

  

 From the concept and phenomenon stated above, the Rajamangala University of Technology Lanna 

was now in the middle of the beginning of reforming the structure of the organization, so all structures and 

mechanism were under scrutiny at the moment.  It was therefore necessary to accelerate the study for 

suitability in developing the graduates with ideal qualification, of the Rajamangala University of Technology 

Lanna, with the concept of studying the model in developing the graduates according to the responsibility of 

all departments concerned.  The university had 4 principal duties which were teaching, researching, carrying 

on arts and culture, and academic servicing for community and society.  In the production process of the 

graduates of the university, the principal department directly responsible for the students was the Education 

Department/Division and the Student Development Department/Division.  The Education Division had 

subordinate organizations that were responsible for teaching and examining for various faculty courses and 

department courses.  The principal role duty of the Academic Department/Division in the learning of the 

students emphasized on the development and evaluation in the cognitive domain which was the 

development of their ability in intellectuality, knowledge, memory, and professionalism, for example, all of 

which were functions and activities in the curriculum, and there might be some interference of curriculum 

support activities, however, the time condition for carrying out such activities was quite limited. 

 

 Therefore, the development on psychomotor domain and affective domain were the main role duty of 

the Student Affairs Department/Student Development Division.  The development of the students on both the 

psychomotor domain and affective domain was totally considered non-formal- curriculum activities or non-
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formal-classroom activities.  The affective domain is the inner process of mankind that responds to outer 

stimulants, such as, emotion, feeling, interest, norm, belief, development of self identify, and motivation, 

while the psychomotor domain means the human conduct in the form of movements. 

 

 From the role and accountability of today’s student affairs function that had to develop the students 

as stated earlier, the university had to develop the students to be the graduates of ideal qualification, to 

correspond with the change of society and the world in the globalization age, in the world of competition, the 

age of strong consumerism, the diversity of culture, the complex society of complicated problems, the 

diversity of the input with high degree of differences in personality, skill, ability and as well as the problem on 

morality and ethics.  Therefore, the organization of education at the present time, the university must be 

ready to face such environments stated above.  It could be said that the university today had to produce new 

breed of graduates who must have the qualification that is different from the earlier ones, with clear self 

identity, in order to create differences in the similarities from the graduates of other universities.  Viewing it 

from the point of competition, the production of the graduates of the Rajamangala University of Technology 

Lanna had the aspiration to be the university of invention with the vision in organizing the education toward 

the excellence in profession, with the emphasis on creating good men, men of quality, hard working, expert 

in technology and self dependable.  The production of the graduates of the university must correspond with 

the standardization of the qualification of the university level which said that the university must produce 

graduates in the bachelor degree level with expectation of the outcome that the graduates must be 

developed in morality and ethics, knowledge, ability, skill, intelligence quotient and thoughts, personal 

relationship and responsibility, and the ability to analyze and communicate (Office of the University 

Commission, 2007: On-line system).  Preliminary study revealed that the model of administration of the 

student affairs function of the Rajamangala University of Technology Lanna today could not yet respond to 

the concept of production of the said graduates of ideal qualification. 

 

 Therefore, if viewed by the system approach, the development of the students to be the graduates of 

ideal qualification as stated above must require the total management and the new model that is suitable 

with today’s context, in the administration of the student affairs functio0n, in order to respond to the 

production of the graduates of ideal qualification.  Thus, it would be necessary to study the model in order to 

be used as a guideline in the administration for developing the students through the model of the 

administration of the student affairs function of the Rajamangala University of Technology Lanna as a driving 

mechanism in order to achieve the objective as such. 

 

Objective 

 This research is a research and development by applying the outcome of the study learned to 

develop appropriate model for the administration of the student affairs function in order to respond to develop 

ideal graduates of the Rajamangala University of Technology Lanna, with the following research objectives: 

 1)  To study the qualification of the ideal graduates of the Rajamangala University of Technology 

Lanna, 
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 2)  To analyze the model for the administration of the student affairs function of the Rajamangala 

University of Technology Lanna, 

2.1) Analyze the structure of the administration, components of the organization and 

human resources in the student affairs function, 

2.2) Mission, scope of duty of the student affairs department and the student 

development division, 

2.3) Analyze the mechanism of the administration of the student affairs function, 

2.4) Analyze problems and obstacles in the administration of the student affairs function, 

 3)  To develop the model for the administration of the student affairs function in order to respond to 

the development of the ideal graduates of the Rajamangala University of Technology Lanna. 

 4)  To evaluate the model for the administration of the student affairs function in order to respond to 

the development of the ideal graduates of the Rajamangala University of Technology Lanna. 

 

Expected Results 

 The study on the suitable model for the administration of the student affairs function in order to 

respond to the development of the ideal graduates of the Rajamangala University of Technology Lanna 

expected to receive the following benefits: 

 1)  Those directly involved with the development of the students understand the model for the 

administration of the student affairs function in order to respond to the development of the graduates of ideal 

qualification which did not rest upon the common sense basis but upon the research work basis which had 

the concept and theory that could explain the questions of the phenomenon occurred. 

 2)  The ideal qualification of the graduates of the Rajamangala University of Technology Lanna 

discovered would be used as a road map for the development of the students to the organizations concerned 

such as the management, the academic department and the student development department; and used in 

specifying tactics for implementing all works that were related with the various function systems in order to 

achieve the set objectives. 

 3)  The model for the administration of the student affairs function in order to respond to the 

development of the ideal graduates of the Rajamangala University of Technology Lanna obtained from the 

research would be the concept for the administration of the student affairs function and the student 

development work for the 6 regions of the university. 

 4)  The suitable model for the administration of the student affairs function in order to respond to the 

development of the ideal graduates of the Rajamangala University of Technology Lanna would lend direct 

result toward the ideal qualification of the graduates of the Rajamangala University of Technology Lanna. 
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Operational Definition 

 The suitable model for administration meant objective, mission, scope of duty, administrative 

structure, organizational components, and human resources in the student affairs function including the 

mechanism for the administration of the student affairs function in order to respond to the ideal graduate 

development of the Rajamangala University of Technology Lanna in the student development division level 

and the student affairs department of 5 regions and the student affairs function in the faculty. 

 The qualification of the ideal graduates meant the qualification of the graduates of the 

Rajamangala University of Technology Lanna that had been specified with the 5 general components which 

were knowledge, attitude, personality, skill and ability, and morality and ethics, with the qualification that 

manifested clear specific identify in working or being practitioner graduates. 

 The student affairs function meant the organization established according to the structure of the 

Rajamangala University of Technology Lanna, covering the student development division level, the student 

affairs department of 5 regions and including the student affairs function in the faculty, with the missions in 

servicing the students and developing the students in accordance with the policy of the student development 

division, and functioning the coordination with the various departments concerned. 

 The administration of the student affairs function meant the role duty for servicing the students 

from the beginning when the students started to be the students for the first time of the first year by studying 

in the university with 2 years and 3 years consecutive curriculum, and the 4 years or 5 years curriculum.  The 

student affairs function was divided into 3 levels which were the student affairs division level, the regional 

student affairs department level, and the faculty level.  The servicing process for supporting the production of 

graduates included the disciplinary function, the Reserved Officer Training Course function, the nursing 

function, the welfare function, the sports function, and the student affairs function.  Besides the supporting 

role, the student development function was the mission that the student affairs function had to carry out.  The 

concept in developing the students considered the differences of the students and of individual academic 

year.  The first year students must be developed in personal adjustment and how to live a life in university, 

the etiquette and the self disciplinary.  The second year students must be aimed for personality 

development, courage of expression, and the respect for being human.  The third year students must be 

aimed for building up self capability in leadership, sacrifice, and responsibility for self and others.  The fourth 

year students must be aimed at preparing the students ready for employment, creating realization of being a 

university graduate, and ethics to be applied when employed or carried out one’s own profession and how to 

live a life. 

 

Conceptual Framework 

 From the background and importance of the problem which connected to the research objectives in 

studying the model of administration for the student affairs function that would be responding to the ideal 

graduate development of the Rajamangala University of Technology Lanna.  The study of philosophy, 

concept and theory related with the research revealed problem issue, various philosophy and principles that 

could be narrated in sequence which would lead to the conceptual framework of the research as follows: 

 Today, the administrative model for the student affairs function, according to the new structural 

layout of the Rajamangala University of Technology Lanna, the student affairs function of each individual 
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region (6 regions) were gathered in the Educational Division, whereas the director of the educational division 

of each individual region was the superior, and the student affairs function supervised by the chief of the 

student affairs function who was also responsible for coordination with the various academic faculties of 

which inside each academic faculty, there was an official responsible for the supervision of the student 

affairs function who was also coordinating with the student affairs department of its own region.  The study 

revealed that today the Rajamangala University of Technology Lanna was under the reformation of the 

organizational structure and at the same time the human resources assigned to the various organizations 

were exchanged and transferred in many positions.  In the factor conditioned in the ideal graduate 

development, it was discovered that the Rajamangala University of Technology Lanna today had not yet 

specified clearly the image of the ideal graduate as a practical guideline in specifying the model and various 

mechanism in response to the concept of ideal graduate.  Today, the production of graduates of the 

Rajamangala University of Technology Lanna, after detached as 1 of the 9 Rajamangala University of 

Technology, the administrative model of the university was different from the earlier one in the field of the 

faculty structure that lent to the concept of dissolving the earlier various faculties into all together 4 faculties 

which meant there would only be 4 deans and each faculty would have 3 assistant deans, whereas the 

assistant dean for academic department and student affairs department would be the same person.  That 

was copied from the university structure that combined together the positions of the vice president for 

academic department and the vice president for student affairs department and the two departments were 

run by the same person.  Today, the academic function of every region continued to receive students and 

arranged the teaching and learning in the various curriculums whereas the student affairs department 

supervised the various non-formal-curriculum activities in order to promote for the stronger academic 

function and emphasize on the creation and development of the students so that they were good (moralful) 

and competent men (academy and profession). 

 As for the identify of the graduate of the Rajamangala University of Technology Lanna, the study 

revealed that in the eyes of the general public, graduates of the university were practitioners, keeping their 

feet on the ground, and hard workers, which resulted in large scale employment of the university graduates.   

Yet they were lack of skill in foreign languages and courage in expressing their opinions.  However, their 

morality and ethics were at the satisfactory level.  As for the identity development, the student affairs 

department could help building the environment for the students to interact with the others and fellow 

students of the same university in order to create self learning and self identity development which the said 

environment image could be created through the mechanism of the student affairs function such as the 

student organizational function (i.e. the student organizational function, the student club function, the club 

function, the student council function) or through the activities of various trainings functioned by the 

arrangement of the student affairs department, various academic faculties or student development division 

with the objective for developing the students in various aspects and developing by suitability or by the year 

based.  The above concept corresponded with the basic philosophy of the student affairs function that was 

referred to in both the student services and the student development in the various aspects as well as the 

creation of the academic atmosphere and democracy that they were worth more than the exercise of power.  

Educational philosophy of education institution or university would reflect the model of the student affairs 

function of that university (Samnao Khajornsilp, 1982: 11).  Therefore, the student affairs function must 

correspond with the requirement and potential of each individual student.  The study revealed that today the 

direction of the function of the student affairs of the Rajamangala University of Technology Lanna had not yet 
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considered much of the student requirement as well as the appropriate development of the students 

according to the year based. 

 From the concept and philosophy of the curriculum that gave meaning for curriculum as the 

collection of all experiences organized by the university for development of the learner to have the required 

qualification (Thongkhun Hongphan, 1999: 11).  However, other concepts viewed that the learning was not 

necessarily depended on classroom education or formal school education, for example, the group that had 

the liberal view of belief or philosophy who were not attached to the rigid content nor exact pattern like the 

conservative view people but considering about new knowledge and experience of the learner like the 

progressivism, the reconstructionism, and the existentialism, whereas the curriculum lent importance on 

humanities and emphasized on arranging experiences as a tool for the learner to learn how to think, choose, 

and decide.  There was arrangement of learning experiences, an unforced arrangement, opportunity opened 

to the learner to freely choose experience, teacher and learner had equal rights which was correspond with 

the concept of educational philosophy of Phra Dharmpidok (Phra Maha Banjong, 1996: Khor) who lent equal 

importance to teacher and student in duty but with different point of view from western philosopher who said 

education was not separated from religion, the application of Lord Buddha’s Teachings made education the 

development of life and could solve problem of life.  The educational concept of Phra Dharmpidok leaned 

basically on Lord Buddha’s Teachings which had the characteristic that could be applied to every situation.  

From the stated concept, there was thus no formal teaching centered around the requirement of the learner 

as A.S. Neil, the Englishman, applied this concept to a liberal school (Summer Hill), whereas the emphasis of 

this philosophy was freedom of individuals, freedom in carrying out one’s life and responsibility over one’s 

personal decision.  Such liberal concept also corresponded with the deschooling concept which basically 

believed that formal school education system or formal institutional education system could not offer the best 

or the most suitable education for an individual, and believed also that the best education for an individual 

must only stem from one’s own learning, and in the environment outside school or educational institution 

where the learner chose its own educational place (Wikipedia, 2007: Online).  The concept corresponded 

with concept of education, learning, and student affairs function; especially when the activities of the student 

affairs could be carried out by using the mechanism of the student affairs function on the conceptual basis of 

non-formal-curriculum activities and freedom, by giving opportunity and create choices for the students in 

performing their own activities and spending their lives mostly in the university. 

 However, on the conceptual basis of freedom of choice for learning, like the above concept, the 

university administration should securely consider the conceptual framework and philosophy of graduate 

production, because it was like the goal in leading the university vessel full loaded with students to the set 

goal.  The way the Rajamangala University of Technology Lanna wanted to produce pragmatist graduates 

whose qualification in goodness led competence, the model and mechanism for student affairs 

administration and implementation must correspond with the concept of both poles which were the freedom 

of learning and individual difference concept and the concept or frame of image of the ideal graduates that 

the university wanted to create or specified with the participating process of all stake holders for graduate 

production.  Therefore, it would be necessary to look for the right administrative model for the student affairs 

function under the administration of the 6 regions and the new organizational structure of the university that 

must be downsized and concise with the number of academic faculty and the administrative position of each 

level. 
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 The student affairs function, if viewed with the system approach, the graduate production by 

considering from the process of looking for the input and the graduate production process until the students 

graduated from their education, left the university and became alumni, there were other passive university 

departments concerned who did not have direct involvement with the students, while the function of the 

student affairs department or division was the means that led to the ends and mostly acted directly on the 

students in person or in other words the students were directly being acted upon, such as the student affairs 

function which impacted directly to the student development.  Therefore, the study for the suitable model for 

the administration of the student affairs function, in response to the production of ideal graduates, of the 

Rajamangala University of Technology Lanna, whose accurate conceptual basis according to the various 

theories or principles concerned, specification of all the activities throughout the period of time that the 

students studied in the university whose concept corresponded with the student development principle, the 

product or the graduates would be achieved as dreamed for or as imaged as the ideal graduates of the 

university.  In summary, the student affairs function today must clearly set its own stance, in philosophy and 

role of the current student affairs function that emphasized on the student development which would 

influence the mission and the implementation of the student affairs, as the determinant of structure, 

organization, role, mechanism, and human resources in the student affairs function, so that the process of 

the student development would lead to the graduates of ideal qualification according to the set objectives. 

 From all that was stated above, the researcher therefore carried out the presentation as the 

conceptual framework in the research study to create suitable model for the administration of the student 

affairs function that covered the aspects of mission, role duty, administrative structure, and the components 

of the student affairs function that covered in all the student development division level, the regional student 

affairs department level, and the student affairs function faculty level, in order to respond to the ideal 

graduate development of the Rajamangala University of Technology Lanna, as follows:      
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Figure 1: Conceptual Framework in the Research Subject of Suitable 

Model for the Administration of the Student Affairs Function  

in Response to the Ideal Graduate Development  

of the Rajamangala University of Technology Lanna: 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Structure / Component 

(Student Affairs Division/Department) 

- deputy rector for academic and student affairs
department 

- assistant rector for student affairs department 

- various departments of student affairs function included:

• student activity function 

• student development function 

• guideline, advice function 

• scholarship, job provision function 

• student dormitory function 

• health and hygiene function 

• sports and recreation function 

• personality and disciplinary development
function 

• academic and plan function (on student
affairs) 

• alumni function 

Structure / Mechanism (Administration of Student Affairs
Division/Department) 

- making the student development the university agenda

- using the quality guarantee mechanism as a tool for
supervising student development function 

- inserting morality and ethics into curriculum, making it
a compulsory subject 

- planning for clear and continual activity function
throughout the length of time the students would be in
the university 

- making handbook on student affairs function  

- making handbook on the advisor’s function on student
activity 

- making handbook on the ideal graduates of the
university 

- propagating the ideal graduate concept to the lecturers

- creating incentive for the human resources on student
affairs (awards, meritorious certificate) 

- accelerating the understanding on the potential of the
student affairs function to the human resources for
student affairs 

- implementing the student development by the year
based 

 

Qualification of Ideal Graduates of the Rajamangala University of
Technology Lanna (in General of Various Aspects) 

- knowledge aspect (knowledge in profession, ability in
work performing) 

- morality and ethics aspect (honesty, industry,
responsibility, positive sense toward the whole) 

- skill and ability aspect (technology usage, foreign
language, team work, thinking skill) 

- personality aspect (leadership, humble, emotional
control ability) 

- attitude aspect (toward profession, self dependability) 

Qualification that manifests specific self identity of the graduates of
the Rajamangala University of Technology Lanna 

Suitable Model for the Administration of the Student Affairs 
Function in Response to the Ideal Graduate Development 

National Qualifications Framework (NQF)       

 -  participation, decentralization, 

Philosophy and Vision of the RMUTL 

Structure / Mechanism (Administration of Student Affairs
Division/Department) 

- having advisor for student affairs department 

• scholarship consideration committee 

• consumer’s protection committee 

• dormitory administrative committee 

• student development committee 

• student affairs committee 

• coordination committee 

- using the student participation mechanism in organizing
activities through the student organization (student council,
student organization, faculty student clubs) 

- ensuring that all project functions of the student
organizations must support and correspond with the
philosophy and aspiration in producing ideal graduates of
the university 

- using data base of the students and alumni association for
graduate development 
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Methodology: Population and Sample 

 This research study on suitable model for the administration of the student affairs function to respond 

to the ideal graduate development of the Rajamangala University of Technology Lanna was carried out in the 

form of research and development.  Therefore, in order to make the implementation of the research 

correspond with the objectives and answer the questions of this research, the researcher had carried it out 

with the research process that could answer the objectives of this research respectively as follows: 

 

 1st Stage: To study the ideal qualification of the graduates of the Rajamangala 
Univeersity of Technology Lanna. 

 

1.1 Seminar and Brainstorming: 

 The research study in this stage was a meeting seminar to brainstorm for the qualification of the 

ideal graduates from those concerned with the graduate production of the Rajamangala University of 

Technology Lanna.  Experts on student development expressed their ideas to the stakeholders participating 

in the seminar which included the management groups of high and middle levels, the lecturers, current 

students, entrepreneurs and alumni.  The sample groups of this research used the purposive sampling by 

studying from the administrative structure of the university and the alumni by having each individual region 

come up with name list of qualified alumni who would be invited to participate in the seminar.  

 

 1.2 Focus Group Discussion – FGD:  

 After the seminar in the first stage, with the set primary qualification of the ideal graduates, a review 

would be carried out along with opinions by qualified scholars who participated in the meeting.  Application of 

the focus group discussion, in this second stage, had 3 objectives as follows: 

2.1 To critique the qualification of ideal graduates of the Rajamangala University of 

Technology Lanna obtained from the first stage seminar. 

2.2 To learn the policy guideline and mission of the current student development 

division toward the concept of 2 issues: the first issue was mainly the concept of 

student development participation, and the second one was supporting the graduate 

production. 

2.3 To specify the duty mission between the academic department and the student 

affairs department by considering from the qualification of the ideal graduates in all 

aspects summarized from the first stage. 
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 3rd Stage: Interview and draft the administrative model of the student affairs function in 
response to the ideal graduate development of the Rajamangala University of Technology Lanna: 

 In this stage, the researcher divided it into 2 stages as follows: 

 1.  Carry out interview with the administrators who were responsible for the student affairs function of 

each region to inform them on the concept of the student administrative model in response to the ideal 

graduate development of the Rajamangala University of Technology Lanna, which covered the following 

issues: 

1) Structure of administration of the student affairs function. 

2) Role duty of the student affairs division, the student affairs department, and the human 

resources in the student affairs function. 

3) Various mechanisms in the administration of the student affairs function in response to 

the ideal graduate development of the Rajamangala University of Technology Lanna. 

 2.  The researcher drafted the administrative model for the student affairs function in response to the 

ideal graduate development of the Rajamangala University of Technology Lanna by considering the data 

obtained from the seminar in the 2nd stage and the interview in the 3rd stage together. 

 

 4th Stage: Focus Group Discussion - FGD: 

 Upon completion of the 3rd stage, the researcher presented the administrative model for th student 

affairs function to respond to the ideal graduate development of the Rajamangala University of Technology 

Lanna, to the experts on student affairs function and related administrators, from 2nd stage, for critique and 

correct.  If the model was accepted by the experts, the researcher would bring the approved administrative 

model for the student affairs function in response to the ideal graduate development of the Rajamangala 

University of Technology Lanna to implement in the 6th stage for the seminar participants to present tactical 

plans for the ideal graduate development of the Rajamangala University of Technology Lanna. 

 

 5th Stage: Seminar and Brainstorming: 

 In this stage, the research presented the administrative model for the student affairs function to 

respond to the ideal graduate development of the Rajamangala University of Technology Lanna from the 3rd 

stage for another seminar and brainstorming.  Seminar participants were to voice their opinions on the 

administrative model for the student affairs function which covered the following issues:  

 1) Structure of the administration of the student affairs function of the Rajamangala University 

of Technology Lanna. 

 2)   Role duty of the student development division, regional student affairs department, and 

faculty student affairs function. 

 3) Human resources in the student affairs function, student development division level, regional 

student affairs department level, and faculty student affairs function level. 
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 4)   Various mechanisms in the administration of the student affairs function in response to the 

ideal graduate development of the Rajamangala University of Technology Lanna at the student development 

division level, the regional student affairs department level, and the faculty student affairs function level. 

 

 6th Stage: Seminar for making tactical plan for student development of the student 
development division, regional student affairs department, and faculty student affairs function: 

 In this seminar, the objective was for the stakeholders in the student production of the university to 

be informed about the suitable model in the administration of the student affairs function in response to the 

ideal graduate development of the Rajamangala University of Technology Lanna that had been through the 

seeking process for the suitable model for the administration of the student affairs function in response to the 

ideal graduate development that had been critiqued and improved by the experts in the 2nd stage and the 5th 

stage; this stage would be the final one to present the suitable model for the administration of the student 

affairs function in response to the ideal graduate development of the Rajamangala University of Technology 

Lanna, whereas the seminar participants would present their tactics in the following  levels: 

1. Tactical plan for student development at the student development division level. 

2. Tactical plan for student development at the regional student affairs department level. 

3. Tactical plan for student development at the faculty student affairs function level. 

 

 

Research Instruments 

 This research, the researcher, besides studied theoretical concepts from various documents and 

textbooks related to student affairs function, the administration of the student affairs function, and the ideal 

graduates, for the next step, the researcher used the seminar and brainstorming model, the focus group 

discussion, and the in-depth interview to obtain data from experts and from direct stakeholders for achieving 

the qualification of ideal graduates of the Rajamangala University of Technology Lanna, and the suitable 

model of  administration for student affairs function in response to the ideal graduate development of the 

Rajamangala University of Technology Lanna. 

 

Data Collection and Analysis 

 From studying various documents, research works, concepts, articles, interviews and writings in the 

stage of secondary stage data collection, the data collection which was the primary stage data which were: 

 1. Data collection with seminar and brainstorming technique whereas the researcher would 

implement the followings: 

  1.1)   Contact each expert in person for giving lecture on ideal graduate.  When the expert 

accepted, university official invitation would be sent to the expert enclosed with the seminar schedule. 

2008 HICE Proceedings 
Page 4965



  1.2)  For the brainstorming seminar and the focus group discussion, there must be note 

taking and sound recording throughout the brainstorming seminar and focus group discussion for reviewing if 

uncertain of the note taking or the summary. 

 2.   Data collection with the in-depth interview technique whereas the researcher would 

implement the followings: 

  2.1)   Contact the celebrities who were the target group and carry out appointment by 

scheduling date time and place. 

  2.2) Prepare equipment for data collection, like tape recorder or digital sound recording 

system.  Before carrying out the interview, the interviewer must ask for permission from the celebrity first in 

order to establish good feeling and rapport during the interview. 

 

 

Data Analysis 

 For this research, the researcher divided the data analysis approach into 3 parts which were: 

 1. Data from the seminar would be analyzed, categorized and summarized into important 

issues on the administrative model for the student affairs function in response to the ideal graduate 

development of the Rajamangala University of Technology Lanna. 

 2. Data from the focus group discussion would be analyzed, categorized and summarized into 

important issues on the administrative model for the student affairs function in response to the ideal graduate 

development of the Rajamangala University of Technology Lanna. 

 3. Data from interviewing the supervisor of the student affairs function would be analyzed and 

summarized into important issues and gathered for contemplation basis for drafting out model for the 

administration of the student affairs function that would be suitable for the ideal graduate development of the 

Rajamangala University of Technology Lanna. 

 

Result of Data Analysis 

 Result of the data analysis would be presented in the manner of narration and image in order to 

answer the 4 research questions which were: 

 1)   What would be the suitable qualification of an ideal graduate that reflected the self identity of 

the graduate of the Rajamangala University of Technology Lanna? 

 2) How was the current model of the administration of the student affairs function? and whether 

it corresponded and in response to the ideal graduate development of the Rajamangala University of 

Technology Lanna or not? And how? 

 3) How could we develop the administrative model for the student affairs function that would be 

in response to the ideal graduate development of the Rajamangala University of Technology Lanna? 

 4) What kind of administrative model for the student affairs function in response to the ideal 

graduate development of the Rajamangala University of Technology Lanna should it be? 

2008 HICE Proceedings 
Page 4966



Figure 2:  Research Process 
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Figure 3:  Research Methodology 

 

 

 

     

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Research Method Response to Research Objectives Research Questions 

Stage 1-2: 

- brainstorming 

seminar 

- focus group

discussion 

- study related

documents, 

theories, 

concepts 

Stage 3-4: 

- brainstorming 

seminar 

- focus group

discussion 

- interview 

State 5-6 

- focus group

discussion 

- brainstorming 

seminar 

 

Objective 1 

- to study the ideal graduate

qualification of the graduates of the

Rajamangala University of

Technology Lanna 

Objective 2 

- analyze administrative model for 

student affairs function in response 

to ideal graduate development

Objective 3 

- to develop model and mechanism

for student affairs function in

response to ideal graduate

development of the Rajamangala

University of Technology Lanna 

Objective 4 

- to evaluate administrative model for

student affairs function in response

to ideal graduate development of

the Rajamangala University of

Technology Lanna 

 

- What would be the

qualification of an ideal

graduate of the Rajamangala

University of Technology

Lanna? 

- How was the current model

and mechanism for graduate

development and production

of the Rajamangala

University of Technology

Lanna? 

- What could the model and

mechanism for ideal graduate

development of the

Rajamangala University of

Technology Lanna be? 

 

- What kind of administrative

model for the student affairs

function in response to the

ideal graduate development

of the Rajamangala

University of Technology

Lanna should it be? 
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Abstract 
In an era of globalization and increased global competition (Friedman, 2005), students 
from different cultures need to understand each other to learn to work together in an 
optimal way.  Creating experiences that help students gain perspective on collaboration is 
a means to achieve this understanding. To this end, undergraduate and graduate students 
in art and design curriculums from a university in Korea and one in the USA completed 
an in depth educational and cultural program lasting 1 ½ years. The project involved both 
a hands-on and minds-on component because the initial objective was for the partners to 
create something that would reflect their respective cultures.  This paper addresses the 
evaluation by the students and faculty of this focused and extended learning experience 
including reflections one year later.  We address the value of such experiences, how to 
improve collaboration, and how the experience could be improved and made sustainable.  
 
In Phase I, a class was scheduled to meet simultaneously in each country considering the 
time difference, and students signed up to partner according to their declared interests. 
Partners created a project using the Internet to communicate using words, data, and 
images.  The objective was to address a common theme significant in both countries.  
Themes selected included masks, disguise and identity; child’s play and childhood; 
terrains and the local landscape; and the effects of war.  The collaborative design process 
followed was a form of research used in design curricula and included ideation upon the 
theme, problem analysis, selection from alternative solutions, development and 
execution, and evaluation. Because visual language /visual thinking is fundamental to the 
design process, images sketched and scanned were often used as shorthand in 
communication.  This aided in thinking in terms of the form related to cultural meaning. 
 
Phase II involved travel to each other’s country for additional experiences related to their 
projects.  In the fall, Korean students traveled to the USA to display their work, alongside 
their USA partners, in an exhibition and catalog.  The following spring, the USA students 
traveled to Korea to participate in a day-long symposium, in which partners presented 
formal papers that reflected upon their creative work, resulting in a bound proceedings.   
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During the exchange visits students worked together and were invited to participate in 
cultural and professional opportunities. 
 
Interviews with the involved students (#25) and faculty who participated in this cultural 
exchange were conducted pre-and post-travel.  In addition data were gathered from 
questionnaires, student’s journals, and reflections upon their experiences one year later.   
Responses gave insights as to student’s early perspectives and motivations to join the 
project, the value of the project midway and at the end.  The interviews and 
questionnaires provided documentation of the meaning of the cultural exchange 
experience and the influence of the collaboration using both hands-on and minds-on 
components to deepen the exchange.  
 
From an analysis of the responses of students in the interviews and questionnaire, we 
gained insights about the diversity in the student partnerships and the potential benefits 
and pitfalls of such extended and in depth programs.  Issues addressed include the need to 
establish open communication and a self reflective framework among the partners.  We 
concluded that students were more attuned with each other when they had the opportunity 
to communicate using both visual and verbal language.  The hands-on project was the 
perfect tool to help bridge the initial gaps in communication.  We also found that learning 
occurred on many levels:  cultural, technological, professional, and personal.  In their 
responses students describe the turning point when they felt drawn into their projects and 
attuned with their partners. The project evaluation resulted in a discussion of suggested 
best practices for global learning experiences. 
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Abstract 

 
 

In this article, the author examines two sets of complex relationships at school: 

one between gay teachers and their students and another between the same gay teachers 

and their colleagues at school. Some researchers have maintained that gay teachers fail to 

advocate for gay and questioning youth because they fear showing support for these 

students places their jobs in jeopardy. The author found, however, that the gay teachers in 

this study responded to gay students’ needs and demonstrated support in a variety of 

ways, despite working in school environments that were often hostile toward the GLBT 

community. The author also discusses an array of relationships found between gay 

teachers and their heterosexual colleagues at school. These relationships uncovered no 

particular pattern, but reinforced the idea that gay teachers must negotiate each faculty 

interaction and make decisions about revealing their sexual orientation accordingly. The 

author closes with recommendations for school administrators and teacher educators, and 

strongly suggests that all faculty members take responsibility for the well being of gay 

and questioning students. 
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Gay Teachers’ Negotiated Interactions with Their Students and (Straight) Colleagues 

 

Introduction  

Much is written about gay and questioning students, their coming out processes, 

and the challenges they face in today’s public schools (Edwards, 1997; Eisen and Hall, 

1996; Griffin, 1992; Munoz-Plaza, Quinn, and Rounds, 2002; Rofes, 1994; Talyor, 2000; 

Unks, 1994). This growing body of literature includes data related to educational 

institutions, community-based programs, and structures of support found within schools 

for gay and questioning youth (Grossman, 1995; Lee, 2002; MacGillivray, 2004; Rofes, 

1989; Uribe, 1994). While there is still much more to learn about the experiences of gay 

and lesbian students, far less has been written about the group of adults at school who 

often feel obligated, and yet powerless, to help them: gay teachers. 

Sanlo (1999) writes extensively about a group of gay teachers in northeast Florida 

gripped by fear and living in a culture of silence. As a direct result of the fear felt by 

these teachers, they experienced strained relationships with the groups of people that 

most of them hoped to embrace.  The teachers described “self-imposed distance from 

their students and deep anxiety about answering questions students normally ask all 

teachers about their private lives” (pp. 95-96). The teachers discussed their reluctance to 

reach out to anyone in the public school system in northeast Florida, and none of them 

perceived their students’ parents as allies. They described their gay students as an at-risk 

population in need of assistance and wished to help them, but “expressed an 

unwillingness to be available to them for fear of discovery and ultimate job loss (p. 100). 

Like most school districts in Florida, the counties located in the northeastern part of the 
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state do not include sexual orientation as part of their non-discrimination policy for 

teachers. This lack of protection exacerbates the gay teachers’ feelings of fear and 

powerlessness, making it impossible for them to act. 

 The fear felt by gay teachers in northeast Florida is not unique to that region of 

the country. Kissen (1996) found that gay teachers from many areas across the United 

States had similar fears and concerns, although these concerns varied in intensity from 

place to place and depended heavily upon the degree to which the teachers were open 

about their sexual orientation. Using the Lesbian and Gay Educators Identity 

Management Strategies Model developed by Griffin (1992), Kissen found that all the 

teachers in her study ranged from being totally closeted, hoping to be viewed by others as 

heterosexual, to “explicitly out,” actively affirming their gay and lesbian identities and 

feeling comfortable knowing that others knew about their sexual orientation. Notably, the 

teachers less comfortable with their degree of openness at school expressed higher levels 

of anxiety about losing their jobs and being an ineffective educator and role model, 

particularly for students who are questioning their sexual orientation. Even though Lipkin 

(2004) believes that gay teachers may serve as excellent role models for gay students, 

Kissen (1996) found that gay teachers believed that their personal fears kept them from 

performing as positive role models, and this caused tremendous feelings of guilt and 

anxiety among them. 

 The studies mentioned above confront many of the issues faced by gay teachers at 

school. Whether focused on one particular region of a particular state or more inclusive 

of many areas across the country, researchers find common fears among gay teachers: job 

loss and being an ineffective educator and poor role model for students. Kissen (1996) 
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and Sanlo (1999) also cited a reluctance on the part of gay teachers to reach out to 

students they perceived as gay. Rofes (1989) believes that the lack of courage on the part 

of adults, including gay teachers, is a key barrier for gay and lesbian youth to overcome. 

As a former middle school teacher who struggled with coming out in the late 1990s, I 

agree that fear among adults at school is a serious and difficult barrier to overcome on 

many levels. Part of overcoming this fear includes engaging in conversations with and 

sharing information about teachers who face similarly challenging scenarios, thus 

breaking the silence reported in earlier research. 

This article shares two important characteristics with research conducted earlier.  

Like Sanlo’s (1999) study, it examines the lives of gay teachers in one specific area, 

instead of casting a wide research net over a large part of the country. In addition, I 

conducted this research in an area that is potentially hostile to gay and lesbian teachers at 

school. Like the school districts in the northeastern part of the state, local school districts 

do not include sexual orientation as part of their non-discrimination clause for hiring new 

employees. Within this setting, the study examines the relationships of seven gay male 

teachers with both their heterosexual colleagues and their students who they perceived as 

gay. It also examines the gay teachers’ reported day-to-day interactions with colleagues 

and students and the meaning(s) attached to those interactions. Given the number of years 

that have passed since the data collection for the studies previously mentioned, this article 

reports some new insights and uncovers current complexities in terms of the fears and 

concerns faced by gay teachers, particularly as they relate to relationships with their 

students. 
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Methodology 

 Qualitative research methods were used to gain an understanding of the 

relationships between gay male teachers and their heterosexual colleagues and students 

they perceived as gay. Given the potentially hostile environment and the unspoken code 

of silence around gay issues in this part of the country, locating participants was the first 

challenge to overcome. Fortunately, two former colleagues from a local university who 

work in area schools knew individuals who they thought might be interested in 

participating in the study. Once they contacted me, I employed a network sampling 

technique as suggested by Miles and Huberman (1994) to locate other teachers for this 

study. Once participants were located, safety and trust were key elements to establish and 

maintain as the research went forward. In order to facilitate these feelings, the 

participants chose the sites where the hour-long, audio-taped interviews took place. Most 

participants chose to be interviewed in the comfort of their homes. In addition, all 

participants agreed to have their stories told as long as their names were changed and 

their individual school sites were never mentioned.  

 

Participants 

 The seven participants in this study all live nearby their teaching sites. All seven 

are males between the ages of 26 and 54 and teach in either public or private secondary 

schools, grades 6-12. Their teaching experience varied from 1-35 years and the subjects 

they taught included English (Special Education), history, math, psychology, Spanish and 

theatre. The participants all identified as gay, but only one of them was openly gay to 

colleagues and students at school.  On Griffin’s (1992) Lesbian and Gay Educators 
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Identity Model, the other teachers in this study considered themselves completely 

closeted, or “passing,” at school or “implicitly out” because they were sure that some 

faculty and students assumed they were gay without any form of verification. Four of the 

teachers were White and the other three were Latino, of either Mexican or Puerto Rican 

descent. All seven participants also identified as members of the middle class, and chose 

to live in comfortable, suburban neighborhoods. 

 

Data Analysis 

 The analysis of the qualitative data was exploratory in nature, and I employed a 

constant comparison procedure as described by Lincoln and Guba (1985). The categories 

that emerged from the data were initially specified in no particular order because new 

information from the participants continuously modified the categories and their contents 

throughout the 6-month duration of data collection. As a means of solidifying the 

categories, I produced a series of analytic notes while reading the transcribed data as 

outlined by Miles and Huberman (1994). A color-coding scheme was employed to place 

data within the categories, and I participated in scheduled data workshops with 

colleagues at a local university to further reflect upon data placement and the naming of 

categories. In the end, the categories selected for this article were identified by the 

authority of the researcher, but were influenced by the data workshops, the literature, and 

the informants themselves (Constas 1992). Continuous member checking with the 

informants took place throughout this process as described by Lincoln and Guba (1985), 

and each individual was given the opportunity to read the transcribed audio-tapes to 

suggest changes or make additions for clarification. This combination of member 
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checking, consultation with colleagues in data workshops, and my thorough coverage of 

the literature enabled me to successfully triangulate the data and decrease the incidence 

of bias, which is inherent in any qualitative study. 

 

Discussion 

 In this section, I discuss and summarize some of the key findings of the study, 

present some of its limitations, and outline some of the study’s implications for teachers, 

administrators, and teacher educators.  

  

Interactions with Gay Students 

The seven participants in this study – Adam, Ben, Chris, Donald, Eric, Frank, and 

Gary – all described various interactions with colleagues and students at school, but they 

were most passionate about their interactions with those students they perceived as gay or 

questioning their sexual identity. Some teacher-to-student encounters resulted in a student 

revealing his/her sexual orientation to the teacher, while at other times nothing was 

confirmed. Although the interactions differed each time, the teachers reported making an 

effort to extend themselves in a caring and understanding manner. Sometimes caring 

meant pulling the student aside and giving him/her friendly words of advice or caution, 

while at other times it meant watching over students with a protective eye from afar. 

Chris, who described himself as “the only visible gay person on campus,” 

employed the watchful eye approach. For years, he has noticed the need for some type of 

safe zone, an area designated as gay-friendly, for the students struggling with their sexual 

identities. Often safe zones are indicated by the presence of pink triangles, rainbow 
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stickers, or the Human Rights Campaign insignia. Each time he mentioned this need to 

school administrators, however, the idea was “shot down” and the “many cries for help” 

he has noticed went unanswered (Chris, interview, February 1, 2005). At another high 

school in the same large school district, Adam has observed many young girls over the 

last ten years that he perceived as lesbian. Unlike in years past, however, he currently 

knows of “at least two and maybe three or four guys that are open [about their sexual 

orientation].” Two of these young men have prompted him to take action in terms of 

looking out for their well being at school. Adam remembered, 

 

I thought about whether I should do this for a long time. After school, these two 

guys would wait in front of the school for someone to pick them up and the one 

will sit on the other one’s legs and they’ll hold hands and hug and that kind of 

stuff. Well, they walked by me once on the way to the car and – I don’t know if 

this was a wise thing to do or not – I just told them that they needed to be careful, 

and that there were a lot of crazy people out there. I didn’t go into anything 

explicit, but I do worry about them being some place with the wrong Cracker at 

the wrong time. I think they needed an adult to tell them, but I don’t know. I think 

I felt better when I said something” (Adam, interview, February 2, 2005). 

 

Like Chris and Adam, the other informants recall encounters with students they 

perceived as gay or questioning their sexual identities. In those cases, they responded to 

the students in similar ways. When these teachers met students who officially “came out” 

to them, however, they displayed a different level of concern and this prompted a greater 
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array of responses. Frank and Gary chose to engage in personal interaction with the 

students, giving them advice, while closely monitoring the students in the halls and in the 

classroom setting. Gary recalled that while teaching in a special program designed to help 

high school dropouts attain their General Education Diploma, one of his male students 

gradually “came out” to the other students in the program: 

 

Little by little, he started acting more and more flamboyant. He started getting 

comfortable, getting to know the girls. I guess he finally admitted it [that he was 

gay] to the girls, and the girls accepted him. He just went off! And the rest of the 

kids were clueless about how to treat [him] or act around a gay person, and it was 

very distracting to them. They did not know how to treat that kind of person 

because they felt like he was pressuring them to accept him that way. They just 

wanted to be left alone. They did not want him bringing up what he had done last 

night. They did not want to know who he thought was good looking. So, I had to 

set him aside. I told him, ‘it is ok that you have accepted and outted yourself, but 

don’t push it on other people because you don’t know if they’re comfortable with 

it. You just can’t assume that everybody’s going to accept it.’ I told him he had to 

be mature and responsible about it, and at that time, he was not being mature or 

responsible. I also told him, ‘if I see or hear of something that I think you should 

handle differently, I will let you know.’ And that’s how I handled it (Gary, 

interview, February 9, 2005). 
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Gary chose to sit down with the student, give him advice, and monitor the 

behaviors of the young man who had revealed to his classmates that he was gay. Frank 

made similar decisions with one of his middle school students in another local school 

district. After hearing the rumor around school that Bobby was gay and “letting it go” for 

a few days, it was later confirmed that Bobby had come out of the closet. When this 

happened, Frank contemplated having a closer relationship with Bobby and decided to 

keep a watchful eye on him. “I basically told him to please be careful about who you tell 

because everyone knew in like two days and I said, ‘that’s great but what if you 

accidentally tell the wrong person? Not everyone is as accepting as the people here who 

are your friends.’ Please be careful” (Frank, interview, January 15, 2005). Later that year, 

Frank was deeply moved by a note he found in his mailbox that he assumed had been 

written by Bobby, which read, “Dear Mr. __________, I want to thank you for letting me 

be able to express myself and for all your help and guidance. You’re one of my favorite 

teachers” (Frank, interview, January 15, 2005). 

Ben and Donald chose a more multi-layered approach to the students who 

revealed their sexual orientation to them because the circumstances presented were a bit 

more complex. While he has not had a student come out to him at his current school, 

Donald has had two previous coming out experiences during his teacher preparation 

process. As an undergraduate student at the University of Pittsburgh, Donald was 

required to observe teachers in the field prior to his student teaching assignment. He 

recalled: 

We had to observe a teacher four separate times and when I was doing that, I got 

to teach a couple of lessons on certain days. On one of the last four days, I had a 
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student come up to me and basically come out, and he said he was afraid because 

his parents were very much against it. Because I am so young, I felt 

uncomfortable, and so what I did was refer him to a guidance counselor that I 

knew. I referred him to the guidance counselor because I didn’t think that I was a 

good authority to talk to on this issue as young as I was, and I knew this guidance 

counselor was open-minded. I figured this would be a good person for him to talk 

to (Donald, interview, February 2, 2005). 

 

Because of his youth and inexperience, Donald chose to refer the student to a guidance 

counselor, following the protocols set forth by the school. A few years later as a graduate 

student conducting his final internship as part of the teacher education program at the 

University of South Florida, Donald had another experience with an openly gay student. 

In this case, the student sent Donald an electronic mail message and asked him if he was 

gay. A bit startled, Donald remembered: 

I basically didn’t answer the email at first because I was interning. The teacher I 

worked with was actually very conservative, so I didn’t want that [his sexual 

orientation] to be an issue. So I waited until the end of the semester and replied to 

the email just to say ‘I’m sorry I didn’t respond to you earlier, but, yes, I am gay.’ 

This student was a senior. He was 18 and he was actually taking classes at USF at 

the same time. One of the reasons this made me uncomfortable is because this 

student actually sent this message to my USF e-mail account while I was finishing 

my degree there. I didn’t want him to think for a second that I viewed him as 

anything but a student. I got the impression from his interactions with me in class 
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like he might be ‘interested’ in me in that way, so I didn’t want to respond to it 

until the end of the semester (Donald, interview, February 2, 2005). 

Given that Donald sensed some form of attraction from this student and because Donald 

perceived a conservative nature from the cooperating teacher, he chose to ignore the 

openly gay student’s message until such time that he was no longer a student in Donald’s 

class. This does not indicate a lack of caring, but instead demonstrates an appropriately 

high level of prudence given his age, the student’s age, and their common designation as 

college student.  

Ben’s interactions with openly gay students also exemplified complexity, but for 

reasons unrelated to similarity of age or student crushes. For Ben, the type of interaction 

depended on the role he played in the student’s life and on whether or not the revelation 

about a student’s sexual orientation occurred at school. During his years in the classroom, 

Ben has had interactions with two or three students that he perceived to be gay, but none 

of those perceptions were confirmed while the students were in high school. He does, 

however, have a plan in place should a student ever “come out” to him at school: 

 
I would ask about how they feel. You know, I don’t know if they’re telling me 

because they’re upset. I don’t know if they’re telling me that because they’re 

happy. I don’t know if they’re looking for help, so I would sort of let them lead 

the conversation. ‘Why are you telling me this?’ So, I’d let them explore that. 

‘How do you feel? So, what now? Have you told your friends? Have you told 

your family?’ I’d let them explore those issues, and then I would leave them with 

some available resources. ‘Here are some websites. I know some groups. We even 

have a GSA [Gay-Straight Alliance] at our school.’ So, I’d be like, ‘Have you 
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heard of that? Do you know that they meet? Or, what do you want to do?’ I would 

listen – sort of classic Psyche stuff – I would listen, I’d reflect, and then provide 

them with some resources (Ben, interview, January 8, 2005). 

 
Ben indicated that as a school employee, he did not feel any particular duty to help 

students who may be questioning their sexual orientation. On this issue, he commented, 

“I have to be careful I think – because it conjures up sex. It conjures up inappropriate 

contact. I would treat someone coming out to me just like [I] would treat someone saying 

he/she is being abused at home or ‘I’m addicted to drugs.’ I hate to group it with all these 

other things, but there’s a procedure and I feel like I have to follow that procedure” (Ben, 

interview, January 8, 2005). While clearly indicating the need to follow school protocols, 

Ben quickly commented that outside of school, “it would be different. I might share my 

stories or I might tell them, ‘Look you have to read this book.’ If they were no longer a 

student, it would be different” (Ben, interview, January 8, 2005). 

Ben’s differentiated behavior was evident when he volunteered for a local 

organization in the gay community. Meeting at a nearby church, Ben recounted the night 

a 12-year-old boy came out to him:  

This particular night there were only ten kids present. Some had already come 

out. Others would just come and sit and listen. We don’t ask for labels. We don’t 

ask you to identify [your sexual orientation]. If you want to, you may, but 

otherwise we were just talking about whatever issues everyone wished to talk 

about. This one day, everyone was talking and sharing, and we were watching a 

movie and talking about kid stuff like Brittany Spears and Madonna, you know, 

stuff like that. Later on as we were wrapping up, this one kid comes over and he 
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was like, ‘Hey, Ben.’ And I was like, ‘Hey, what’s going on? How did you like it? 

Are you making any friends?’ Stuff like that and he was like, ‘Yeah, I think I’m 

going to come back. This is the first time I’ve ever felt comfortable saying it … 

that I’m gay. I’m gay.’ I’m so glad we created an environment where he could say 

that, and I invited him to come back the following week and bring somebody if he 

wanted to (Ben, interview, January 8, 2005). 

 

To a greater extent than the other informants, Ben and Donald indicated how each 

individual situation dictated their responses to students who revealed their sexual 

orientation to them, either directly or indirectly. They, like the other teachers in this 

study, chose a variety of methods to respond to an openly gay student or one perceived as 

gay. None of them sat idly watching from afar as a gay student struggled: they took 

action.  Whether it meant pulling students aside, giving students advice, watching over 

perceived gay students with caring eyes, or following strict school protocols, each of 

these gay male teachers responded to perceived gay or openly gay students in a manner 

they believed to be most appropriate. Notably, each of these teachers reacted differently 

depending upon the location and/or setting where a student’s sexual orientation was 

revealed, thus highlighting the complex nature of their interaction. 

 

Interactions with Colleagues 

Only one of the gay male teachers in this study is out as an openly gay person to 

his entire school, to both students and faculty members alike, but all of them have chosen 

to come out to their colleagues to varying degrees. This means that for some of them, 
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only one or a few select colleagues know about their sexual orientations, whereas in other 

cases, the entire faculty is fully informed or at least wonders about it, thus creating a 

complex set of relationships between the informants and their many colleagues at school. 

Overall, the informants perceive guarded, cordial relationships with their colleagues, 

where professionalism and teamwork, combined with privacy and discretion, have 

become the norm at school. Certainly, some of those relationships are better than others, 

but only rarely did an informant report a poor relationship with colleagues or, conversely, 

refer to his colleagues as friends. 

In the rare case where a teacher referred to colleagues as friends, he attributed this 

exceptional relationship to having a particularly open-minded department chair, one that 

shared a belief in student-centered pedagogy with him. About his colleagues and the 

relationship he shares with them, he said, “I get along with them very well. I guess my 

colleagues are pretty friendly, and my department head is pretty awesome! The people I 

work with in the department have become such good friends over the last year. We help 

each other, and the students know that we care about them. We go to their sporting 

events. We go to their basketball and football games. We chaperone dances. We 

chaperone the prom, and I think that really makes a difference” (Donald, interview, 

February 2, 2005). Unfortunately, this ideal relationship shared by Donald and the 

members of his department was not the norm described by the other teachers in this 

study.      

At the other extreme of possible relationships a gay male teacher may expect to 

have in this area is the one Gary endured in his school district. Having recently moved 

from one educational facility where he described his relationship with fellow teachers as 
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“excellent,” he described the relationship at the current facility as “rocky.” He justified 

his current feelings saying, 

 

I have two female co-workers who want to know all my business. And since I was 

always in my office, and according to them, anti-social, there was a problem. One 

day we were all sitting in one of the classrooms and gay issues came up. I think 

they were trying to put me on the spot. Later, I picked up on the fact that they 

were just trying to get me to say that I’m gay (Gary, interview, February 9, 2005). 

 

The scenario described above soon escalated. After the two women engaged in 

more explicitly sexual conversation with the hope of exposing him, Gary told me that he 

turned the conversation back at them causing one of the female teachers to storm out of 

the room because her efforts had been thwarted. Gary then described other evidence to 

support his belief that certain colleagues were determined to know his personal business. 

The following exchange between he and two teachers’ aides sheds light on a reason, 

perhaps, why his new colleagues did not embrace him. 

I have met two African American teachers’ aides [at the new facility], and I share 

an office with them. Any questions I have concerning curriculum or anything – 

like problems I might have – they know the answers. But the other teachers were 

having a problem with that because I was not going to them.  So then they [the 

other teachers] were talking all this junk about me … adding the fact that I’m gay. 

And then, one of the teachers’ aides goes, ‘Do you know that the other teachers 

think you’re gay?’ I said, ‘you know what, if they do, I don’t care. I really don’t 
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care,’ I said, ‘because my sexuality has nothing to do with my professionalism 

and what I’m here for.’ She was like, ‘Amen! You’re right’ (Gary, interview, 

February 9, 2005). 

  
After learning that some of his colleagues were asking questions about his sexual 

orientation behind his back, Gary decided to confront one particular person he identified 

as a ring leader to describe his feelings on the matter. He shared that experience, saying, 

“And so, you know, I confronted one of the teachers and said, ‘Look, if you want to ask 

me about my sexuality, ask me. Don’t assume. Don’t ask other people. Go to the source. 

I’m not going to bite. I will tell you ‘yes or no’. Simple as that’” (Gary, interview, 

February 9, 2005). Because Gary chose not to share certain aspects of his personal life 

with his new colleagues right away and because he sought advice from non-traditional 

sources, he perceived resentment from his colleagues. From his perspective, that 

resentment fueled inappropriate conversations about him and his sexual orientation. As a 

result, the relationship that Gary had with colleagues was, indeed, “rocky” much unlike 

the friendships Donald described at his school. Both men described relationships with 

colleagues in their new work environments that perceive them as gay, yet those 

relationships exemplify two extremes.  

Somewhere between the polar-opposite work environments and colleague 

relationships Donald and Gary described above, lays the norm described by the majority 

of the informants in this study. One of the informants, who is officially out to his 

administrator, but not to members of the faculty, described his interactions with 

colleagues in the following manner. “It [being out to faculty] has never presented itself. 

And I don’t know if it’s because some of them already know because nobody ever asks 
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me. Nobody is ever like, ‘What did you do this weekend?’ Or maybe they don’t want to 

go there” (Ben, interview, January 8, 2005). When I asked Ben how close he felt to his 

colleagues, he responded, “They’re colleagues. They’re not friends” (Ben, interview, 

January 8, 2005). Ben indicated that many of his colleagues are much older than he and 

some were, in fact, his former teachers. This could explain some of the professional 

distance he feels at work. 

Other informants sought opportunities to promote collegial ties with their fellow 

faculty members in an effort to combat feeling isolated. During his second year of 

employment, Frank had a chance encounter in the media center that allowed him to come 

out to a faculty member for the first time. “There was a conversation that I had heard 

while I was coming to photocopy some stuff and this lady was talking about her friend 

who had just told her she was a lesbian. The conversation was going on when I came into 

the room” (Frank, interview, January 15, 2005). Previously, Frank had sensed that some 

other teachers were curious about his sexual orientation, so he took this opportunity to 

come out once he sensed that the teacher’s aide in the copy room was an ally.  

Later that year, Frank, experienced another chance encounter while working with 

a group of teachers at a district training session. This time, he came out to a male gym 

teacher who, himself, was perceived as gay by some of his students because he was 

“young, right out of college, and unmarried.”  Given the positive response he received 

from the individuals with whom he was working at the district-wide training session, 

Frank concluded, “But no one cares. The teachers don’t care” (Frank, interview, January 

15, 2005). 
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The next memory that Frank shared, however, centered on a particular science 

teacher who taught in the classroom next to his during his first year teaching at a rural 

middle school. Frank described her as “a very Evangelical Right Wing Christian” who 

was “nice” and with whom he “could kid around a lot,” but, said Frank, “I don’t think I 

would’ve told her” (Frank, interview, January 15, 2005). Clearly, Frank made conscious 

decisions about who would officially know his sexual orientation, which calls into 

question his belief that “no one cares” about this issue. Indeed, Frank’s decisions have led 

to a complex array of faculty interactions and relationships for him at school. 

Unlike some of his younger gay colleagues, Adam felt no need to seek 

relationships with fellow faculty members. Now in his thirty-first year as a teacher, he 

feels “fairly well accepted and respected” by the teachers at his school and insisted, “I 

don’t have any trouble with colleagues. I don’t worry about being gay and teaching, and I 

don’t worry about whether the kids think I’m gay or not. I mean it just almost never 

enters my mind” (Adam, interview, February 2, 2005). 

Upon further reflection on this issue, however, it became quite clear to me that his 

colleagues’ perceptions of his sexual orientation were certainly on his mind and, to this 

day, they influence the kind of interactions and relationships he has with fellow faculty 

members. With some, like Kelly, a trusted colleague and department chair at his school, 

he openly uses the name of his long-time companion saying things like, “X does this and 

X does that,” but he has never taken X to a faculty party, even those held at Kelly’s house 

“where the rest of the faculty is going to be present” (Adam, interview, February 2, 

2005). So despite the comfort Adam feels with some colleagues, he still refused to 

socialize with the majority of them, and he offered this explanation. “The fact that I don’t 
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socialize with the rest of the faculty is probably due mostly to the fact that I wouldn’t feel 

comfortable. I don’t trust some of them” (Adam, interview, February 2, 2005). Like many 

of the other informants, Adam did not face open hostility from his colleagues at school, 

but at the same time, he did not wish to interact with them like friends. As Ben so 

succinctly observed about the people with whom he works, “They’re colleagues. They’re 

not friends.” 

 

Limitations  
 
 Although this study offered some new insights in terms of the relationships gay 

teachers form and maintain with students and other faculty members, it covers a 

relatively small area of one state. In addition, its small sample size might cause some to 

wonder if its findings are truly representative of the feelings of other gay teachers around 

the nation. These limitations cannot be denied, however, this does not negate the 

thoughts, feelings, and experiences of these seven gay teachers. They indicate that gay 

teachers care deeply about the students perceived as gay and that despite the obstacles 

they face, these teachers take action to watch for the students’ best interest. These 

teachers also indicate the complex nature of their student/colleague interactions, 

reminding us all that no situation or relationship is the same. Each one is based on a 

series of factors that gay teachers must negotiate on a daily basis.  

 

Implications for School Administrators and Teacher Educators 

The energy consumed by the daily negotiations described in this study can be 

immense and potentially inhibits gay teachers’ primary roles at school: teaching the 
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curriculum and managing student behaviors. Therefore, it is imperative that school 

administrators promote professional, inclusive work environments where all faculty 

members can perform at their best, free from unnecessary, peer-relationship issues. They 

need to require all faculty members to attend diversity training for professional 

development that not only includes race, gender, and religion, but also sexual orientation. 

Within this setting, heterosexual teachers can examine and reflect upon their feelings on 

homosexuality as suggested by Frieman, O’Hara, and Settel (1996) and Taylor (2000). 

Self-reflection on difficult issues helps us to respond more rationally when we are 

confronted by challenging issues in the classroom.  School administrators should 

encourage all school personnel to support in-school structures, like GSAs or diversity 

clubs/committees, which raise awareness and provide a space for diverse populations and 

their allies to engage in meaningful dialogue. Because principals’ actions affect overall 

school climate (Sanelli & Perreault, 2001), it is imperative that they use their influence to 

promote acceptance for all members of the school community. 

The safety and well being of students are two primary concerns for all teachers. 

No sub-set of teachers should be held primarily responsible for any given sub-set of 

students, despite individual feelings to the contrary. Just as teachers of color should not 

feel personally responsible for students’ of color academic success, gay teachers should 

not feel personally responsible for the safety of students they perceive as gay. All faculty 

members need to be responsive to the needs and challenges students face at school. 

Therefore, it is imperative that teacher education programs provide pre-service teachers 

the knowledge and skills they will need to teach diverse populations of students. Issues of 

diversity, including sexual orientation, must be confronted in the safe confines of college 
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classrooms before pre-service teachers join various faculties. Mathison (1998) 

encourages teacher educators to examine their course syllabi, class activities, and 

discussion topics for GLBT inclusiveness. I agree with these suggestions and encourage 

teacher educators to invite organizations within the GLBT community to speak with their 

students and to use GLBT resources found on campus. This will allow pre-service 

teachers direct contact with members of the gay community and give them an opportunity 

to have their questions answered before entering the classroom. These practices will 

increase pre-service teachers’ comfort level with issues of sexual orientation and 

empower them to help their future students. Gay teachers’ primary responsibilities at 

school are teaching the curriculum and managing students’ behaviors. Removing the 

burden felt by many gay teachers to act as gay students’ “protectors” will make them 

better teachers for all students.     
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Abstract 
 

How can continuing professional educators set the stage to successfully transfer 
skills and knowledge offered in their programs to the practice of the professional? This 
study investigates how training and working environments, attitudes, and experiences 
influence transfer of learning for professionals who work for the government welfare 
system.  The study looks at variables during three phases: the planning of continuing 
education programs, the presentation of the training, and the professional's application of 
the training after returning to the work setting. This study includes interviews of financial 
service specialists of the US welfare system and compares the results with data on 
transfer of learning gathered from several other professional groups.  
 

Introduction 
 

The issue of transfer of learning for professionals — that is, embedding newly 
gained skills and knowledge into practice, praxis, — is of interest from boardrooms to 
factories. Organizations spend billions of dollars annually on training and education of 
their employees, with millions spent by state child welfare departments on training 
programs (Curry, et al, 2005). Add to the cost, training to maintain skills and knowledge 
to compete in the global market, and organizations are looking at large investments in 
training and education for their employees. Expectations from the training are high. 
However, with an estimated transfer of information amounting to 10% or less among the 
professional groups, (Awoniyi, 2002), doing training “right” becomes critical for all 
organizations.  Merriam and Leahy (2005), in their review of the literature on learning 
transfer tell us that much attention is now focused on the factors that hinder or help 
transfer to practice for professionals. 

 
As organizations struggle to determine what their return on investment is for their 

training dollar, their program designers and trainers may wonder what they can do to 
insure transfer. Merriam and Leahy say adult educators can facilitate transfer by putting 
what is known about adult learning into context for program designers. This study 
suggests the context that program developers and trainers can establish and identifies the 
positive variables within the program developer's control that affect transfer of learning 
outcome. Although there are various terms used for the transfer process like “transfer of 
training” or “transfer of learning, ” we use Broad's (1997, p.2) definition of transfer of 
learning for this study, “the effective and continuing application by learners – to their 
performance of jobs or other individual, organizational, or community responsibilities – 
of knowledge and skills gained in learning activities.” 
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The variables identified for this study mirror the findings of Cervero (1985), who 

posed the question of effectiveness of continuing professional education (CPE). The 
model considers variables in the training program itself, individual characteristics of the 
trainee, the nature of the proposed change, and variables within the work environment  
where the learning is to be applied. Cervero’s model has been examined and adapted 
within the transfer of training and learning literature and was used as a model for this 
study. 

 
The purpose of this study was to make specific suggestions for planning, 

designing, and implementing programs for government welfare employees to maximize 
transfer of learning.   In her latest program planning book for adult educators, Caffarella 
(2002, p. 203) added a segment of  "devising transfer of learning plans" to her interactive 
program planning model.  Caffarella says that educators have not paid much attention to 
how professionals could integrate what they learned at a continuing educational program 
into their practice.  She provides techniques for the adult educator and lists potential 
barriers that could be overcome for transfer to take place. 

 
In this study, the suggestions for planning, designing, and implementing programs 

for professionals result from variables identified when government welfare employees 
indicated that they were able to transfer the skills and knowledge acquired in continuing 
education classes to their work practice. The results are then compared to those of several 
other professional groups. Transfer of learning is identified as a change in attitude, a 
demonstration of the acquisition of new knowledge, or a change in behavior. 

Method 
The participants in the study were professional civil servants who work for a state 

government welfare agency. The participants voluntarily attended a statewide conference 
and were asked for their thoughts about the conference  Fifteen interview questions were 
crafted to assess the variables present when learning was transferred. The interviews 
identified the variables in place in the program-planning stages, during presentation of 
the program, and when the professionals returned to their jobs.  A total of 20 specialists 
responded to the questions. 

 
  The interview questions were grouped into four parts: the program-planning 
process, the delivery of the program, the post-program phase, and suggestions to help 
with transfer of learning to practice. The questions were adapted from previous studies on 
transfer of learning of professional groups by Daffron. The questions were designed to 
measure: 

• Variables within the pre-program process, including the planning process and the 
characteristics and mind-set of the individual trainee before the training. 
 

• Variables within the delivery of the program, including program design, methods 
of delivery, and involvement of the trainee in the learning process. 
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• Variables in the post-training experience, including informal learning methods 

with immediate application, the environment within the workplace, support from 
the institution, and peer support. 

 
• Variables to overcome barriers to successful transfer, and suggestions for 

increasing the likelihood of transfer of learning. 
 

Study Results 
 
Findings indicate that several variables strongly influence successful transfer: 

involvement in the pre-program planning process; self-motivation to participate; use of a 
variety of delivery approaches; involvement of the trainee in the learning process; and 
immediate application of post-training experiences with organizational support for the 
transfer of learning. The majority of the participants confirmed they thought the 
conference workshops were relevant to their life and jobs. They expressed the need for 
various styles of learning and many said they wanted the learning to be fun.  It is very 
interesting to see the enthusiastic responses of the participants who were supported by 
their managers and who were encouraged to share their learning with staff that could not 
attend the conference. It is also interesting to see how many of the participants who were 
not encouraged to share their learning did so anyway in informal situations. Surprisingly, 
too, were the varied suggestions from the participants about ways to ensure new 
information is used back at work. Some participants thought headquarters should monitor 
and confirm that the new learning was implemented while other participants thought 
individuals should simply have more job aids. 
 

The data suggests that the professionals would have experienced a higher level of 
transfer if there had been more expectations that the professional would share the skills 
and knowledge with others and be allowed time on the job for implementation. This 
result is similar to several other studies conducted by Daffron and others. Of 20 studies of 
professional groups on transfer of learning, almost all groups state the lack of 
reinforcement by their organization once the worker returns to his or her job.  The data 
from all the various studies also suggests that the different professional groups have a 
context for learning unique to their profession. It is interesting to compare the results of 
this study of government welfare employees to four other groups. 

 
In a study of Palestinian law professors, they told us they changed their attitude 

about their teaching styles as a result of observing and modeling law professors from 
other countries.  The Palestinian law professors demonstrated new knowledge or transfer 
of learning by teaching new subjects and teaching research, decision- making, and 
problem solving skills to their students.  They exhibited a change in behavior by 
engaging their students in group activities, question and answer at the end of class, and 
through dialog.  Their classrooms have changed from a traditional Middle Eastern 
classroom of lecture only, to classrooms that engage the students and encourage the 
students to begin to question what they read.  Students are actively conducting legal 
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research.  All of this happened in spite of the almost insurmountable barriers set in place 
by the conflict surrounding the law schools.  

 
In another study of company software professionals , they responded to the 

interview questions by saying they had meaningful learning experiences in their 
programs, and the majority said the newly learned skills and knowledge would transfer in 
some way to their practice. Those who responded positively about transfer said the 
following:  
• They were motivated to attend the training programs.  
• They had preconceived expectations to learn and apply the information to their jobs. 
• They felt their needs were represented in the planning process. 
• They learned best when delivery methods used in the program were varied and 

interactive with the participants.  
They also said that though they had been encouraged to attend the training sessions by 
their supervisors, there was no expectation of sharing the information when they returned 
to their jobs. Barriers to transfer were issues of time and applicability.  

 
In a study of state court judges, the judges responded in the interviews that for 

learning to transfer, they had to put the general knowledge provided from the conference 
into the context in which they worked.  They had to discuss the concepts presented at the 
conference with other judges (their peers) at the conference site and to rationalize an 
approach to their practice before they made the changes at home in their work 
environment. Then when they returned home to their courts, they had to believe in the 
change because it had to be introduced in a systemic approach with "the team" that is the 
juvenile court context.  They also said they were motivated to attend the conference to 
learn new information and they had preconceived expectations to learn and apply the 
information.  The judges felt their needs were represented in the planning process through 
an advisory board. 

 
In a fourth study of staff appellate attorneys, even though they have a legal 

background like judges and law professors, they have yet a different context than the 
other two groups.  Staff appellate attorneys engage in research on the law and the 
application of the law.  Their duties include searching the state and federal laws, 
interpreting the laws, reviewing rulings on the application or the laws, and writing briefs 
and opinions for the appellate judges.  Their work is usually solitary with occasional 
discussions with other appellate attorneys and judges.  This group responded that they 
learn best through lectures on the most recent rulings by the US Supreme Court, 
interpretation of rulings by law professors, lawyers and judges, and reports of 
interpretations of similar laws in other states. For this group, transfer occurs when they 
use the information they gained from their learning experience in their writing.  Unlike 
the other groups mentioned here, Staff appellate attorneys say they may use information 
gained from their conference 6 months after the program.  Learning doesn’t have to be 
immediate for them to transfer to practice. Unlike state court judges, these attorneys do 
not have the need to sit in meetings to discuss rulings with others.  Their learning context 
is fairly solitary and the use of information also occurs within their own setting and is not 
shared with others. 
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These studies and those of Cheetham and Chivers (2000) of twenty professions in 

the UK, each conclude that both formal and informal learning is important to transfer and 
sometimes interrelated. It is also important to the professionals, who have hands-on 
experiences, to create learning into practice.  

 
This study of the government welfare employees and the other studies by Daffron, 

et. all,  found the following practices important for program designers and trainers: 
 

• Use a follow-up check-in with assignments for in between programs. 
• Provide some take-home labs. 
• Use follow-up exercises after the program 
• Send an e-mail once a week for a while to program attendees that reviews a main 

point from the program 
• Engage the managers of program attendees to send attendees a note that says, 

“let’s talk about what you learned at the program.” 
• Be prepared to work after the program with trainees one-on-one. 
• Require some sort of activity or project that puts the skill into use. 
• Check back with the trainees to see how integration is going; offer some support 

for them for at least a few weeks after the program 
• Management should recognize the training, talk about it, and lead by example if it 

is actually important to put the training into practice. Then it should be measured 
and incorporated into reviews, and the results should be evident in the public 
reports of the division. Require application of the training 

• Listen to questions with a mind to incorporate them into the training the next time 
the training is presented. 

• Require refresher courses. 
• Provide time to reflect on how best to use the information — both during and 

after the learning event. 
 
A second Cheetham and Chivers (2001) study found five factors considered important by 
professionals in becoming a “competent professional.” They are: 

• The opportunity to experience a wide range of developmental experiences. 
• The motivation to acquire the necessary competencies and to improve these 

continuously. 
• Adequate practice in carrying out the various key tasks and functions to master 

the requisite competencies. 
• Persistence in overcoming difficulties and in persevering when things are not 

going well. 
• The influence and support (when needed) of others. 

 
Cheetham and Chivers would add, “Having the opportunity to put something into 

practice immediately” as a sixth factor gleaned from the results of the study of more 
formal training.  
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Implications of This Study for Future Practice 
 

From studying the government welfare employees and these other  4 professional 
groups, we were able to identify four variables in place for those who reported transfer of 
learning to their jobs. First, they felt their interests were represented during the planning 
process so the topics for the program were the topics they wanted. They were self- 
motivated to participate in the training. They wanted the information, skills and resources 
provided. Second, the instructors used a variety of delivery approaches and the learners 
reported that they were involved in the learning process. Third, the skills offered in the 
training in most cases had immediate applicability to the job. There was organizational 
support for attending the training, although a significant number reported there was little 
expectation from their supervisors to share or report the information. They said transfer 
of learning would have been greater with more organizational support for reporting skills 
learned. Fourth, the majority reported having a lack of time to implement the skills they 
learned into their practice.  

The participants made valuable suggestions for program planners to use through 
the planning process, during the presentation of the program, and after the completion of 
the training to help with the learning transfer. The program designer and trainer can 
easily incorporate these four variables and the suggestions provided by these professional 
groups into their program planning strategies.  
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Collaboration Between an Urban Education Academy and a Teacher 

Preparation Program to Pique Minority Students’ Interest in Teaching 

 

Topic Areas: Secondary Education, Teacher Education, Diverse Teaching Force  

Presentation Format: Poster Session 

 

Introduction and Rationale 

Addressing the mandate of the No Child Left Behind Act of 2001 for highly 

qualified teachers in every classroom has been particularly challenging for urban school 

districts where teacher shortages are the norm (Banks & Banks, 2005; Gay & Howard, 

2000). With the baby boom generation retiring, the demand for recruiting highly qualified 

teachers for America’s classrooms will most likely exceed the number of teachers 

entering the profession (Atwell, 2007; National Commission on Teaching and America’s 

Future, 2003; National Governors Association Center for Best Practices, 2000). As our 

classrooms have become more diverse, the call for minority teachers has likewise 

increased but there have been too few minority teacher candidates available (Atwell, 

2007; Gay & Howard, 2000; Milner, 2006, Nunez & Fernandez, 2006). The shortage of 

minority teachers is evident from a National Center for Education Statistics (NCES) 

report (2007), entitled The Condition of Education 2007, which identified the 

race/ethnicity of America’s teachers as 83% white and 17% minority in 2003-2004 

compared to 85% white and 15% minority in 1999-2000. In a recent survey of veteran 

teachers, NCES reported that 70% of white teachers versus 37% of Black teachers plan to 

teach until retirement (2007). 
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This poster session will feature a partnership between an Urban Education 

Academy and the teacher preparation program with the purpose of piquing and sustaining 

minority students’ interest in a teaching career. In 1969, the Philadelphia Urban Coalition 

aimed to address high drop out and unemployment rates by opening the first Academy of 

Applied and Electrical Sciences at Thomas Edison High School in partnership with Bell 

of Pennsylvania and the Philadelphia Electric Company. By 1986 there were career-

focused Academies in 10 high schools and spread to 19 high schools and an enrollment 

of 5000 students in 1999 (Philadelphia Academies, Inc., 2007).  The mission of the 

Philadelphia Academies, Inc. is to expand students’ “life and economic options . . . 

through career-focused programming that prepares young people for employment and 

post-secondary education” (Philadelphia Academies, Inc., 2007). The Academy of Urban 

Education introduces high school students to the teaching profession and other careers in 

education through service projects in schools and further introduces them to the 

“academic rigor and culture of a college campus” through partnerships with area 

colleges. A “long-term goal of the Academy is to help fill the need for teachers in the 

city” of Philadelphia (Philadelphia Academies, Inc., 2007). 

Collaboration Between the Philadelphia Urban Education Academy and 

 Penn State Delaware County 

Over the last three years, a partnership has developed between the Philadelphia 

Urban Education Academy at Parkway West High School and the teacher preparation 

program at Penn State Delaware County. Students from Parkway West gain first hand 

experience in teacher preparation as they visit and participate in the math/science 

methods course demonstrations conducted by seniors at the college campus.  In fall 2004 
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and 2005, students from Parkway West’s Urban Education Academy spent a day at Penn 

State Delaware County.  In the morning, they observed and participated in demonstration 

lessons designed by seniors in the math/science methods course to teach mathematics 

using manipulative materials, e.g., geoboards, snap cubes, Cuisenaire rods, tangrams, and 

pattern blocks.  Both the high school and college students had explored the use of 

manipulative materials to teach math prior to this visit.  Each student group was also 

engaged in field work in elementary schools in Philadelphia, as a high school service 

project or college level internship prior to student teaching. Hence, they exchanged views 

and perspectives related to the demonstration lessons and their own field experiences 

during the campus visits. The college seniors received valuable feedback and experience 

teaching their math lessons and all were better prepared to use math manipulative 

materials during field work in their elementary school classrooms.    

In fall 2006, we decided to expand to two campus visits and multiple opportunities 

for high school students to experience a college level math/science methods course. 

Freshmen and sophomores from Parkway West’s Urban Education Academy participated 

in the demonstration math manipulative lessons described above. A month later, Parkway 

West’s juniors and seniors observed and provided feedback to the college seniors who 

demonstrated each activity in the math/science thematic learning centers they had 

created. When the learning center demonstrations were completed, we allowed time for 

each high school and college student to share thoughts about their current field work in 

elementary schools. This format proved to be very productive and beneficial for all 

participants. The high school students raised questions about situations or methods they 

had encountered in their placement schools and the college seniors responded and shared 
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their perspectives and knowledge gained through three semesters of field and course 

work in the teacher preparation program.  Faculty did not intervene or interject comments 

unless it was necessary to do so. It was a very exciting and gratifying exchange. This fall 

2007, the first graduate of Parkway West’s Urban Education Academy will begin studies 

at the Penn State Delaware County campus with elementary education as her intended 

major. 

The poster session will outline components of this collaboration between the Urban 

Education Academy and the Penn State Delaware County campus. Pictures of the math 

manipulative lessons and learning center demonstrations will be featured. 
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The Gaining Early Awareness and Readiness for Undergraduate Programs 

(GEARUP) pre-college initiative at North Carolina Agricultural and Technical State 
University (NCA&TSU) invoked a summer camp to introduce low-income students to 
basic physics. During the five-day camp, Parametric Technologies Corporation’s (PTC) 
Pro/DESKTOP 8 software was used to demonstrate the feasibility of using design 
technology to teach low-income students practical applications of scientific concepts.  
Several concerns were manifested by teachers/school personnel when the idea of using 
design technology to teach science was broached, including:  

1) Time taken away from the curriculum  
2) Cost of the software  
3) Training for the teachers 
4) Cost of supplies/materials to build designs 
5) Concerns about student-ability to understand the software 
 

Curriculum 
The No Child Left Behind legislation has resulted in few allowances for projects 

not yet proven to correlate with enhanced tests scores. Schacter (1999) suggests that 
design software is a viable way to boost teachers’ ability to integrate technology into their 
curriculum while simultaneously increasing scores on standardized and national tests. 
Clearly, the most likely way to alleviate teacher fear and gain approval was to apply the 
design concept to science classes. Because students were not enrolled in physic courses, 
the GEARUP staff had the added task of convincing school personnel that the design 
technology was beneficial to students in their current science classes.  More specifically, 
design technology helps students develop critical thinking skills and to solve 
multidimensional problems- skills applicable across course content.  

 
Cost of Software 

Fortunately, PTC offers its Pro/DESKTOP free of charge to secondary schools. 
There is a charge for the professional training required for using the software; however, 
schools can share the costs of training or attend regional training workshops. Upon 
completion of training, 300 licenses are issued for use of the software.  
 
Teacher Training 

The NCA&TSU GEARUP project paid for professional development for several 
classroom science teachers, math teachers, graduate engineering students, and GEARUP 
staff. Furthermore, the project utilized the skills of graduate engineering student to 
supplement/reinforce teacher training in the use of the design software.   
 
Cost of Supplies/Materials  
 The cost of all materials listed below (excluding the computer) was less than $50 
for all 30 students. The most expensive item was the drill. Expenses were further reduced 
by using old CDs/DVDs instead of purchasing new ones. 
 

• Computer • PTC Pro Desktop 8 Design 
Software 
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• Balsa wood (1 plank & 1 dowel) 
• Foam board (1 plank) 
• 1 Mouse trap 
• 1 Lever arm 
• 1 Aluminum wire 
• 4 Hook screws 
• 4 Spacers  

• 4 Washers 
• 4 Wheels 
• 4 CDs/ DVDs 
• 1 Instant Krazy Glue© 
• Tape measure 
• Exact-o Knife 
• Ruler 

*Other materials and tools students will have access to: Drill, pliers, string, fishing line, 
graph paper, tape and wire 
 
 
Concerns about Students Understanding Software 

Few will argue the merits of using a practical application to understanding 
scientific skills as a means of increasing retention. Male and female students alike spoke 
of a greater “understanding” of how a car works after completing their designs. While not 
all students equally understood the concepts of torque, friction, inertia and energy when 
taught during the first class, every student was able to explain select concepts after 
discussing them within their group. Even students who struggled with reading could 
express their ideas through their designs. Teachers reported here-to-fore unseen student 
collaboration in building and testing the selected design.   

  
Mouse Car Design Project 

(Extracted and modified from“SECME: 21st Century Pioneers – Dreaming Today To Discover 
Tomorrow” 2004-2005 National Student Competition) 
 

 
Objective: Students will design and construct a moving vehicle, powered only by the 
energy stored in a spring from a standard mouse trap that is capable of traveling at least 
300 cm. 
  
Skills: Knowledge of mathematics, physics, and other engineering principles, such as: 
energy, torque, friction, and inertia; as well as problem solving, critical thinking, 
cooperation & communication. 
 
Goals of Project: Introduce students to engineering concepts and design so they have the 
opportunity to experience the world of engineers. 
 
Level: High School           
 
Type of Competition: Team (Groups of 3 or 4 students) 
 
Timeline: Class is 1.5 hours except for Day 5 when class is for 2 hours 
 
Day 1  

1. Background (Design process, engineering concepts) 
2. Select group members (Create group name) 
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Day 2  
1. Introduce physics concepts  
2. Design & construction tips for mouse trap car  

Day 3  
1. Design cars and select best design based on applied physics 

Day 4  
1. Construct car 
2. Measure car dimensions 
3. Work on presentation 

Day 5  
1. Test mouse trap cars 
2. Final presentation 
 

Competition Guidelines:  
1. The Engineering Design Competition requires participation in each of these two 

areas: 
• Mousetrap Car (construction and run) 
• Oral Team Presentation with judges           

2. This is a team competition and should reflect the coordinated efforts of all 
members.  

3. At least three (3) students must be on each team.  
4. Each team member is expected to be able to serve as a spokesperson and be fully 

involved with all aspects of the project. 
5. A standard mousetrap--usually about 4.5 X 10 centimeters and weighing about 25 

grams—must be used to build the car.   
6. Components of the mousetrap are: base (on which other components are 

mounted), spring, bail, locking lever, and bait hook (see component sketch).  
7. Cars will be tested on a smooth flat surface.  Distance is measured from the 

starting line to the farthest point of travel, utilizing a straight line to connect the 
two points. 

8. There will be two runs for each car; the better run will be used for final scoring of 
the mousetrap car’s performance. Each group has an allotted time of 6 minutes to 
accomplish the two runs. The order will be picked at random. 

 
Constraints:  
 

1. The mousetrap spring must be the sole source of power.  (You may NOT use 
rubber bands, CO2 boosters, or any other agent or element for extra power). 

2. In design and construction of the car, the original mousetrap spring and 
wood base MUST remain intact. These two components may NOT be cut or 
altered in any way - physically, chemically, or thermally.  Only the locking lever 
and bait holder may be removed from the base, if desired. The bail must remain as 
a component of the completed car.  

3. The spring must be visible and/or accessible to the judges for inspection. 
4. The car must have a minimum of three wheels and can be made as long or short 

as desired as long as requirement #2 above is met. 
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Performance Calculation:  
The formula used to judge the performance of the car will give the best score for the 
shortest, lightest, and farthest traveling car. 
 
The formula used to calculate the Performance score for the car run: 
 

2















=

L
DX

W
wN

 
 where: 
 
N....is the score.   

To ensure that cars actually perform and not just be small and light, 
N=0 if D is LESS than 300 centimeters  

w...… is the mass of the original mousetrap (always taken as 25 grams).  NOTE: This 
standard value will be used in calculating the Performance score. 

W........ is the total mass of the completed car in grams. 
D......... is distance measured in a straight line from the starting point to the stopping point 

in centimeters.  D=2,500 if the car travels 2,500 centimeters or more.  
L......... is the car’s longest dimension in any direction (not necessarily the length) in 

centimeters, measured with the bail extended or retracted, whichever is greater.*    
 
*Judges will measure “L” (see illustration on following page) and “W” prior to  
  the mousetrap car Performance runs.  These measurements, together with “D” 
  (determined by the car’s run), are used to calculate “N” in the formula above. 
 
Note*- If there is a tie in the Performance score of groups, there will be a quiz 
competition between the groups to determine the winner.  
 
Helpful Links: 
http://www.docfizzix.com/design-help/index.shtml 
http://www.educationcentral.org/usi/secme.htm 
http://cpphysics.homestead.com/mousetrap.html 
http://users.bigpond.net.au/mechtoys/mouse.html 
http://www.docfizzix.com/mouse_trap_cars_tips.htm 
 
 
 

Reference Sketch of Original Mousetrap with 
Component Identifications 
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Measurement of “L,” the Mousetrap Car’s Longest Dimension 
In Any Direction—Not Necessarily the Length, Width, or Height 
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“L” is the car’s longest measurement along one of the three basic dimensions—length, 
width, or height—in centimeters with the bail extended or retracted, whichever is greater. 
The length of the car is defined as the distance from the furthest point at the rear of the 
car to the furthest point at the front.  Likewise, the width of the car is defined as the 
distance from the furthest point on one side to the furthest point on the other.  The height 
of the car is defined as the distance from the travel surface to the highest point of the car. 

L (for this example) = 16.7 cm 
 
Oral Presentation Guidelines: 
 

1. The oral presentation will be 5-10 minutes including questions from judges. 

16.7 cm

SCALE 
1.0:1.38
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2. The oral presentation will be for a panel of three judges. The judge’s scores will 
be averaged to determine the final presentation score. 

3. The categories that each group will be judged on are: 
a. TEAMWORK - All three members contributed with identifiable 

individual roles in final products and preparing car to run in competition. 
(1-10 points)    

b. APPLICATION OF TECHNICAL PRINCIPLES - Members analyzed 
requirements for car to perform and efficient means to transfer energy 
from spring to propel car. Members also show an understanding of the 
design process.  (1-10 points)   

c. KNOWLEDGE OF DESIGN - The design reflects knowledge of the 
formula used to judge performance and systematic efforts to maximize 
score. The team should also discuss the design process.  (1-10 points) 

d. TECHNICAL DRAWINGS – The technical design drawing should take 
into account resemblance to actual prototype, scale, and dimensions. The 
team should discuss any changes that were made to the prototype in 
contrast to the design drawings. (1-10) 

e. ORAL COMMUNICATION SKILLS - Team members each can speak 
clearly to the basis for their car’s design and how that was applied in 
construction and testing. (1-10 points) 

4. The score is based on a rating scale from 1-10, where 1 is the lowest possible and 
10 is the highest possible score in increments of 1, for each category. Therefore 
you can an overall maximum score of 50. 

 
Note*- If there is a tie in the Oral Presentation score of groups, there will be a quiz 
competition between the groups to determine the winner.  
 
Questions for Thought: (Some things you may want to think about and be ready to 
discuss during your presentation.) 
 

• Can you identify the steps you used in designing your mousetrap car as it relates 
to the design process? 

• What part of the design project to you find most challenging? 
• If anything, what was something you learned from this design project? 
• If there was something you could change about the project, what would it be? 
• Would you consider becoming an engineer? Why or why not? 

 
What is engineering? 
The word engineer means to design or devise. The design process involves the following 
activities, all of which must be completed. 
 

1. Identify need 
2. Define problem 
3. Search for possible solutions 
4. Identify criteria and constraints 
5. Develop alternative solutions 
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6. Analyze alternative solutions 
7. Decide on the ideal design 
8. Specify design  
9. Communicate design 

 
  
 
 

 
 
 
 
 

Search for 
possible 
solutions 

Identify criteria 
and constraints

Develop 
alternative 
solutions 

Analyze 
alternative 
solutions 

Decide on 
the ideal 
design 

Specify design 

Communicate design Define 
problem 

Identify 
need 

Fig. 1 
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Conclusion 
 

Students were excited about completing their designs as well as explaining the 
problems they encountered when building their cars. Although teachers were not 
comfortable with their design skills after a two-day training workshop, they were willing 
to accept tutoring from graduate engineering students. Of the 30 high school students that 
participated in the summer camp, all reported greater understanding of the scientific 
concepts taught and three students chose engineering as a career-interest.  
 

The idea of designing mouse trap cars is not unique to engineering students in 
university settings. However, the use of design software to teach science in secondary 
schools is much rarer. The GEARUP project at North Carolina A&T State University 
sought to demonstrate to teachers that science acumen is attainable, practical, and cost-
effective using Pro/DESKTOP 8 design software; and that low-income students are 
capable of understanding and using design software.  Further the project sought to 
address the Netday (2001) recommendation that teachers participate in focused 
professional development on ways to integrate technology into their instruction. 
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This case study examines the strategies for creating and nurturing a Professional Development 
School (PDS) partnership between two paired-site elementary schools and a 4-year, 
comprehensive state university located on the Eastern Shore of Maryland.  A number of 
strategies contributed to the ongoing success of the partnership.  Among the strategies examined 
are the impact of initial planning, the relationship of the paired-site partnership to a regional 
PDS, the role of communication in establishing and maintaining the relationship between school-
based and campus-based PDS educators, collaborative team-teaching between mentors and 
interns, and assessing the professional growth and development of knowledge, skills and 
dispositions of future teachers. 
 
Initial planning contributed in a significant manner to the overall success of the partnership.  
Planning for the PDS partnership began in Fall 2000.  Meetings with public school 
administrators, teachers, university administrators and faculty ensured commitment to the 
partnership.  A 3-day continuing professional development conference was held for mentor 
teachers from the two paired site elementary schools in Summer 2001.  Prospective elementary 
education teacher candidates enrolled in foundations courses, teacher candidates enrolled in 
methods courses, and student teaching interns enrolled in an internship course were placed in the 
PDS schools since Fall 2001 to the present date. 
 
Another strategy contributing to the overall success of the two-site elementary school partnership 
was the formation of a Regional Professional Development School (RPDS) Council.  Initially, 
the RPDS was formed to coordinate PDS activities between the university and seven schools in 
four school districts on the lower Eastern Shore of Maryland.  As the number of PDS schools and 
school districts grew, there has been a corresponding increase in professional development 
activities within and between participating PDS educators.   
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Increased communication between school-based and campus-based educators is another strategy 
contributing to the success of the PDS partnership.  A university liaison works directly with 
school-based administrators and staff.  Monthly meetings are scheduled with a Coordinating 
Council that includes the school principal, school-based site coordinator, mentor teachers, and 
university liaison.  Communication also takes place via email and visits by university supervisors 
of student teaching interns, the RPDS Coordinator, and the Field Experiences Coordinator. 
 
One of the initial professional development activities provided mentors was the introduction of 
collaborative team-teaching between mentors and interns.  Thirty mentors from the two paired-
site PDSs observed and participated in professional development activities designed to foster 
collaborative team-teaching in Summer and October 2001.  Mentors and interns have 
demonstrated their collaborative team-teaching lessons in annual RPDS conferences.  The 
university’s RPDS Coordinator created and promoted mentor training materials that were 
delivered by school-based and campus-based educators in Fall 2007. 
 
A final strategy that has nurtured the PDS partnership is assessing the professional growth and 
development of knowledge, skills and dispositions of interns.  Student teaching interns have 
grown professionally as a result of daily feedback from mentors, frequent observations by 
university supervisors, and 3-way conferences between mentor, supervisors and interns midway 
through and at the end of each 7-week internship placement. 

2008 HICE Proceedings 
Page 5025



1.  Title of Submission: Using what we Know to Get What We Want: Tenure 

 and the Knowledge Base of Literacy     Submission ID 624 

2.  Name of Author:  Pamela F. Summers 

3.  Affiliation of Author: SUNY Cortland, Cortland, NY 

4.  Address of Author: B-110C Van Hoesen Hall, P.O. Box 2000, SUNY 

 Cortland, Cortland, NY 13045 

5.  E-mail Address of Author: summersp@cortland.edu 

6.  Abstract and Full Paper:  Abstract is below.  Full paper is on the other 

attachment entitled Using what we Know to Get What We Want ID624 

 

Abstract 

Using what we Know to Get What We Want: 

Tenure and the Knowledge Base of Literacy 

 The tenure and promotion process can be a mystifying and sometimes (many 

times, most times?) a frustrating experience.  With the increase of part-time and 

non-tenure track faculty, the changing landscape in academia presents many 

challenges for junior faculty. The three areas of faculty responsibility have 

certain issues attached to them and it appears that what we know from the 

knowledge base of literacy can help us get what we want which is tenure and 

promotion. 
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Using what we Know to Get What We Want: 

Tenure and the Knowledge Base of Literacy 

The tenure and promotion process can be a mystifying and sometimes (many times, 

most times?) a frustrating experience.  With the increase of part-time and non-

tenure track faculty, the changing landscape in academia presents many challenges 

for junior faculty (those who are pre-tenure and/or pre-promotion). 

 The 3 areas of faculty responsibility have certain issues attached to them 

and it appears that what we know from the knowledge base of literacy can help us 

get what we want which is tenure and promotion. 

 

 First I will discuss the tenure and promotion issues surrounding the big 

three: Teaching, Scholarship, Service.  Then I will identify some aspects of the 

literacy knowledge base that can further our tenure and promotion efforts and 

invite you to use your literacy expertise to identify more literacy aspects.  Finally, 

you are all invited to share how you can use your literacy knowledge to  navigate 

the tenure and promotion process in an attempt to share the wealth and support 

through our stories. 

A.Teaching Issues 

Institutional Factors: 

-what is the interplay between the institutional mission and the reward system? 

-what is the institutional culture that relate to the teaching-research balance?  

Look in the mission, organizational structure; physical environment; student and 

faculty characteristics 

-what is the message sent about teaching and students? 

-how much credence is given to student evaluations? 

-how much do teaching evaluations count? 
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-do you publish to the detriment of your teaching and availability to students?  Not 

good at tenure and promotion time 

-are your teaching scores so high that “you must be spending too much time on 

teaching” 

Personal Factors 

Unrealistic Expectations on Self:  there’s a difference in knowing a subject and 

knowing how to teach it.  Also teaching adult learners is different than teaching 

children 

 

Anxiety and Time Pressures: not having clear goals so we don’t know how much is 

enough.  Teaching gives more immediate feedback that publishing so we spend more 

time on it. 

 

Isolation and Lack of Collegial Relationships: expected a sharing of ideas and values 

with like-minded individuals. Instead found loneliness and isolation 

 

Comfort and Confidence in the Classroom: feel vulnerable in front of the class, 

especially knowing you are being judged by the students and their judgments may 

cost you your job. 

B.  Scholarship Issues 

 

 Oh lucky junior faculty member.  You have the opportunity to determine 

which activities on which to spend your time!   

1. You get to build your own research agenda,  

2.  design classes you never taught before,  

3.  provide a variety of service to the academy and larger communities,  
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4.  advise and mentor others,  

5.  all the while building a vita that will lead to tenure.   

 If you get advice on how to make effective use of your time and efforts,  

6.  it is to focus on publications and grant writing and to minimize time spent on 

other activities. 

 So the tension, the main issue regarding scholarship is 

 

how can I remain true to myself, pursue my interests and passions and still be a 

successful scholar who receives tenure and promotion? 

 

 Historically, though not always, the definition of scholarship was restricted 

to publications as defined by books, peer-reviewed articles and grants.  In 1990 

E.L. Boyer published Scholarship Reconsidered: Priorities for the professoriate in 

which he challenged the academy to embrace a more inclusive definition of 

scholarship.  This inclusiveness recognized the full range of faculty roles and the 

needs of the larger world. 
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Boyer’s Forms of Scholarship–overhead 

E. L. Boyer’s Forms of Scholarship 

 

The Scholarship of Application/Engagement 

 application of knowledge and skill to help address important societal and 

institutional problems 

 

 

 

The Scholarship of Discovery 

 acquire knowledge for its own sake and presentation/publication of that 

knowledge 

 

 

 

The Scholarship of Integration 

 emphasizes the importance of interdisciplinary research.  Key question: 

What do the findings mean? 

 

 

 

 

The Scholarship of Teaching 

 the process of disseminating and transforming knowledge for both the 

audience and the instructor 
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C.  Service Issues 

 

  You need to find out how much service counts in your kind of institution.  

I’m going to sound very cynical here.  The purpose of committees is to network 

with people who can write letters of support for you during the tenure and 

promotion process.  Consider whether it will increase your visibility and connection 

to a key person in the tenure process. 

 You need to make connections--connections  at the departmental, 

institutional, regional, national level. 
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GOLD STANDARD OVERHEAD 

Conception of Scholarly Work 

 

1.  Research is the central professional endeavor and focus of academic life. 
 
2.  Quality in the profession is maintained by peer review and professional 
autonomy. 
 
3.  Knowledge is pursued for its own sake. 
 
4.  The pursuit of knowledge is best organized by discipline (that is, by discipline-
based departments). 
 
5.  Reputations are established in national and international professional 
associations. 
 
6.  Professional rewards and mobility accrue to those who persistently accentuate 
their specializations. 
 
7.  The distinctive task of the academic professional is the pursuit of cognitive 
truth. 
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 Some historical context 
 The renewed discussion of tenure and promotion started with the publication 

of Scholarship Reconsidered by Ernest L. Boyer in 1990.  This slim report, less 

than 150 pages, addressed the strains that were building in higher education about 

what was central to the scholarly work of faculty and what should be valued and 

rewarded.   It was meant to generate fresh conceptions of faculty work that would 

reintegrate personal and institutional priorities and bring a new kind of wholeness 

to what it means to be a scholar while at the same time responding more 

adequately to the changing educational needs of society. 

 What defined scholarship or scholarly priorities was the events leading up to 

WWII and the Cold War.  Refugee scientists from Eastern Europe migrated to US 

and brought their traditions; Sputnik and losing that space race.  GI bill bought the 

need for many more professors.  There was funding and grants for that kind of 

scholarship. 

.  

 

 And eventually that kind of scholarship was the only kind that was rewarded           

 

In the 1970's concerns began to be raised 

1.  Questions by stakeholders, legislators, trustees, parents, students, others 

about the quality of undergraduate teaching 

 

2.  1980's extent to which scholarly work professors engaged the nation’s critical 

societal issues.  Faculty scholarship was seen as too narrowly specialized. 

 

 Discontent with neglect of undergraduate teaching, disconnect from large 
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societal problems, lack of integration in highly specialized differentiated systems 

of higher education all cried out for a different way of looking at faculty 

scholarship.  The sure way to engender change is to change the reward system, in 

other words the tenure and promotion process. 

 

 Since educators are by definition, change agents, we can help our 

institutions by using what we know to get what we want.  Here is a chart of the 

issues I outlined and ideas from the literacy knowledge base that do two things.  

One, they teach us to look at our work in “gold standard” terms that will be 

amenable to promotion and tenure committees.  Secondly, reframing our work will 

help teach the academy the broader view of scholarship that is so realistic. 
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Overhead 
P. Summers.  Using what we know to get what we want.   
 
Issues      Literacy Learnings 
Teaching 
unrealistic expectations    instructional strategies 
anxiety and time pressures   having clear objectives 
isolation/collegial relationships   Vygotsky/social learning 
comfort & confidence  
in the classroom     critically reflective practice 
 
 
 
 
 
 
 
Scholarship 
remain true to self and be tenable   authentic assessment/ 
        alternative assessments 
frame scholarship to be acceptable   portfolio assessments 

matching goals (missions) to 
assessments 

 
 
 
 
 
Service 
increase visibility      cooperative learning 
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Introduction 
This paper builds on the initial research presented at WestCAST 2007 in Winnipeg, 
Manitoba. WestCAST is an annual conference that focuses on issues of teacher 
preparation.  Since that conference (Winter 2007), the project has moved from a pilot 
initiative to a core, program element.  In September 2007, all incoming preservice 
students (400+), their university field instructors (25+), and school-based partner 
teachers (400+) were subscribed to the e-Journal environment.  This paper reports on 
the original philosophy, initial findings from the pilot, as well as early findings from the 
scaling up process. 
 
Background 
The Master of Teaching (MT) Program at the University of Calgary is grounded in the 
principles of learner-focused, field-oriented, and inquiry-based teaching and learning 
(http://www.educ1.ucalgary.ca/dtp/).  When we began to conceptualize electronic 
portfolios within our program, we thought they might be a way of promoting, extending, 
and assessing the development of inquiry-based teaching and learning.  Further, we felt 
they might help generate concrete evidence that our students are becoming thoughtful, 
rigorous, and reflective teaching professionals – what Dewey (1904) called disciplined 
“students of teaching” (p. 15).   
 
Our decision to use electronic rather than paper-based portfolios was consistent with our 
desire to integrate technology authentically and meaningfully throughout our program, 
creating consistent and rich learning opportunities for faculty and students.   We knew 
that in order to engage in inquiry and to assess it, we needed to develop the ability to 
ask good questions and develop a process by which we could document the responses 
to those questions in a manageable, sustainable, and meaningful structure (Black & 
Wiliam, 1998).  This view is consistent with Eisner’s (1998) notion that “there is nothing 
so slippery as a thought …. the process of externalization is a process for stabilization.  
Working with a form of representation provides the opportunity to stabilize what is 
ephemeral and fleeting.  It gives students an opportunity to hold onto their thinking” (p. 
27). 
 
The work of Reggio Emilia educators suggests that we must help learners to find 
meaning in what they do, encounter, and experience.  This meaning making involves 
“making connection, giving meaning to … events, to … fragments … gathered over the 
course of many and varied experiences” (Giudici, Rinaldi, & Krechevsky, 2001, p. 79).  
Important to the act of meaning making is the documentation of a student’s learning path 
and the process and the formation of rich, sustained relationships created through 
reflection upon the documentation.  In this sense, the documentation process does not 
create a definitive end product but leads to a portfolio that is open to continual reflection 
and reexamination. In describing the importance of documentation for reflective practice, 
Dahlberg, Moss and Pence (1999) note that it  “enables us to see how we ourselves 
understand and ‘read’ what is going on in practice; with this as a base, it is easier to see 
that our own descriptions as pedagogues are constructed descriptions.  Hence, they 
become researchable and open for discussion and change” (p. 147).   
 
Consistent with Alberta Learning’s (2004) focus on inquiry-based teaching and learning, 
we viewed the introduction of e-Portfolios within our pre-service teaching programs as 
an opportunity to engage pre-service teachers in “assessing the process as well as the 
product” (p. 73) of their inquiry into learning to teach. 
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Introduction To The Project 
In March 2005 we received funding from Alberta Education, our provincial ministry of 
education, to see how we might make visible and intentional our program principles in 
such a way that all participants (pre-service teachers, partner teachers, and faculty) 
could deepen their collective understanding and engage in on-going deliberations about 
what constitutes meaningful inquiry-based teaching and learning.  
 
We believed that the use of electronic portfolios would help us to 1) assess inquiry 
based through the use of technology, 2) strengthen our ability to formatively assess pre-
service teachers’ learning in the MT Program, and 3) enrich the discourse among faculty 
in the MT Program, pre-service teachers, and classroom teachers around inquiry-based 
teaching and learning and ‘teaching for understanding with technology’ (Wiske, Franz, & 
Breit, 2005).   
 
Further, we believed e-Portfolios would be consistent with the Alberta’s Commission on 
Learning Recommendation 65 (2003, p. 110) stating that teacher preparation programs 
should conduct research into conditions and practices that prepare pre-service teachers 
to integrate technology effectively into teaching and learning.  
 
The following questions guided our initial project: 
 

• How can the use of e-Portfolios assist in the documentation of inquiry-based 
teaching and learning? 

 
• How can e-Portfolios help university instructors and practitioners in the field 

assess the knowledge, skills, and attributes of pre-service teachers who are 
participating in an inquiry-based teacher preparation program?  

 
• How can e-Portfolios help pre-service teachers better understand their growth 

and development as the “disciplined students of teaching” suggested by Dewey?  
 

• How does technology enable documentation practices that would otherwise be 
impossible?  

 
• What hardware, software, and professional development opportunities will best 

support the use of e-Portfolios within the context of the MT program? 
 
Interesting Findings 
As we conclude the second year of the project, we have been able to reflect on and 
analyze a number of issues that emerged from the work.  Our attention has been drawn 
to 1) journals vs. portfolios (process and/or product); 2) value of digital documentation as 
evidence of student ownership of learning; 3) value of a unifying project to build program 
coherence; and 4) the notion of “finishing with a place to start.” 
 

Adding the Journal Component 
Electronic portfolios are not new.  They have been used in any number of contexts, 
including pre-service teacher programs.  The innovation / contribution we felt we might 
make to the field was in the area of using portfolios to support inquiry-based teaching 
and learning.  Therefore, we launched the e-Portfolio project in Fall 2005.  Faculty and 
students were encouraged to document their experiences in K-12 classrooms (during 
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their initial practicum placements) and reflect on those images.  We felt that this process 
would encourage communication, collaboration, and reflection.  We introduced a Flash 
based web authoring tool (Pachyderm) to organize the images and reflections.  This 
software was developed at the University of Calgary for museum / archive purposes1.  
As well we used DRUPAL (blogging software) to support field journals and 
communications. 
 
By placing our emphasis on reflection for professional practice while focusing on 
portfolio development, it appeared that we confused our students and limited the 
success of the first year of the project.  In a focus group during the summer 2006 we 
learned from our students that the name of the project had been misleading.  The 
emphasis on portfolio tended to explicitly privilege product over process, while our focus 
on reflection asked students to spend the majority of their time in the process of 
journaling.   
 
To remedy that situation, we shifted our attention to the journals, stressing the 
importance of DRUPAL as an electronic field journal and a site to collect and organize 
digital artifacts.  In essence, because of the keyword searching within DRUPAL, the 
journals became individual electronic learning object repositories.  As the students 
noted, the success of the e-Journaling process depended on the willingness of 
individuals to embrace new technologies (partner teachers, field advisors, student 
teachers) and the ability of the student teachers to collect meaningful evidence of their 
own learning.  In terms of embracing new technologies, students commented that they 
needed to learn new skills through the exploration of creative technologies (e.g. iMOVIE, 
digital photo software, social software – Google pages, Del.icio.us, web authoring).  
Further, this encouraged our students and their partner teachers to become fluent with 
the technologies that many of the K-12 students already knew as well as become more 
resourceful in how they used digital resources. 
 

Value of Digital Documentation 
Students commented that documenting demands a particular kind of attention to 
teaching and learning.  Documentation involves selection, and the results of early 
documenting efforts leads to deeper understandings and other possibilities for practice.  
With evidence of “what happened” in hand (e.g. stories, journal entries, images, 
classroom work), student teachers were able to be more purposeful and focused about 
making meaning from the classroom experiences. Documentation requires a conscious 
focus on what is happening as well as the opportunity to reflect on those happenings 
through the shared viewing of images.  It is that intentionality in terms of collection and 
reflection that allows student teachers and their advisors to consider what might 
otherwise remain unobserved or overlooked.   
 
Further, it is the selecting and collecting of “best” work that allows students to consider 
what is important and to support claims made in text-only reflections and / or resumes. 
Because it is digital, it can be re-used / re-purposed as evidence of growth and 
developing understanding – as well as being shared for collaboration and feedback.  As 
the student teachers became involved in the selective process of documenting their 
learning, they acquired and reinforced skills they will need to assess their own students’ 
learning.  The question of exemplars becomes concrete and personal as the students 
                                                 
1 See the Glenbow Mavericks site or the San Francisco Museum of Modern Art as sample uses of 
Pachyderm. http://www.glenbow.org/mavericks/ or http://www.sfmoma.org/  

2008 HICE Proceedings 
Page 5040



 5

refine their understanding of what work constituted excellence.  Their exemplars, 
captured digitally, were conveniently shared with fellow students in e-Journal postings.  
This promoted peer-community standards, and for some, a re-thinking of “best work”.  In 
one further extension, this same documentation becomes a support to resume / CV 
claims.  Because it is digital, it can be re-used / re-purposed as evidence of growth and 
developing understanding – as well as being shared for collaboration and feedback. 
 

Value of A Unifying Project 
Consistently, the students reported the value of the e-Portfolio as a unifying project 
allowing them to link pre-service program elements into a cohesive, personal learning 
experience.  By drawing from their e-Journals, students were able to review their 
experiences, reflect on previous entries / activities, and see their personal growth.  They 
found e-Portfolios encouraged goal-oriented thinking and planning, inviting them to 
consider audience, intention, and structure.  Developing portfolios resists the traditional, 
fragmented university experience of independent courses that eventually lead to a 
degree, without necessarily promoting synthesis.  Further, this unity of thought, activity, 
experience and multiple perspectives, helps students to begin to build their cohesive 
“beginning teacher” identities, allowing them to consider what was important and 
meaningful.  Because the portfolios are electronic, they are easily modified and 
shareable, allowing students to invite others to view content and regularly join in the 
ongoing conversation. 
 

Finishing With A Place To Start 
As our students leave us and begin their careers, they are taking with them rich 
experiences and technology skills, a sustainable online community of support and 
collegiality, and structure for a dynamic professional portfolio.  They know they can 
maintain their connections with their mentors and peers through their e-Journals and 
they can continue to modify and add to their e-Portfolios.  We know they will continue to 
develop to their ability to reflect on their early work and experiences, and we look 
forward to being able to stay in contact with these new professionals as they take our 
place in schools. 
 
Already the students recognize their increasing growth and professional maturity during 
the four semesters of our program because we have digital evidence of teaching and 
learning.  We know these skills of reflection and documentation will serve them well in 
their practice. 
 
When the students leave our program, we typically ask them to share exit projects 
– a form of closure from one aspect of their journeys to becoming a teacher.  Part of the 
exit presentation in Spring 2007 was their e-Portfolios.  Astoundingly, each portfolio 
exceeded our expectations giving us a glimpse into who the students are as people, as 
students, as beginning teachers, and who they may become as educational leaders, 
colleagues, members of society, and parents.  As we reviewed their work, we realized 
we have all come to know these novice professionals in rich and wonderful ways – 
transcending previous classroom interactions and field experiences.   
 
Scaling Up the Pilot – Becoming a Program Element 
The decision to include e-Journals and e-Portfolios as mandatory elements within our 
program was not taken lightly.  To support findings from the pilot, the project’s name was 
changed from the e-Portfolio project to e-DOL (electronic documentation of learning).  
Within considerable input from the students and instructors in the pilot, an 
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implementation document was prepared. It outlined (1) suggested locations for the 
journals and portfolios within the existing program components, (2) suggestions for 
professional development and training (both workshops and supporting documents – 
mini manuals and user guides), and (3) budget needs.  Based on these documents, an 
additional grant from the university was received.  
 
The following table illustrates the suggested component parts. 
 
e-DOL Components by Semester  
 
SEM 1 – Field  
Learners & Learning / Teachers & Teaching 
 
INTENTIONS: 
• To create meaning & understanding from 

significant field experiences 
• To begin to understand how theory & 

practice are linked 
• To begin to understand how learning & 

teaching are linked 
• To begin to see that teaching is more than 

technique  
 
SKILLS: 
• Ability to read the field as a living text – 

collecting artifacts & reflections 
• Ability to recognize and collect critical 

incidents and reflect on them 
 
ACTIVITIES (E-JOURNAL): 
• Create and maintain e-Journal & 

participate in online discussion w/ partner 
teacher and field advisor  

• Draw from program elements to support e-
Journal entries 

• Begin child studies 
• Begin to document the classroom 

environment and the types of relationships 
that are emerging 

• Draw from discussion / literature / case / 
lectures, etc. to inform e-journal entries in 
all aspects of the program  

• Pick an issue from the e-Journal and put it 
out into the larger group for discussion / 
elaboration  

 
 

SEM 2 – Field 
Curriculum Content & Contexts 
 
INTENTIONS: 
• To deepen understandings of significant 

field experiences 
• To deepen understandings of how theory 

and practice are linked 
• To provide evidence of knowledge of key 

concepts and theories of curriculum and 
how they link to classroom practice 

• To begin to define one’s own emerging 
approach to teaching 

 
SKILLS: 
• Ability to draw on theory and practice – 

documenting classroom experiences & 
collecting related artifacts that illuminate 
core concepts 

• Ability to begin to analyze journal entries 
and documentation for emerging questions, 
issues & themes 

• Deepen ability to recognize & collect critical 
incidents & reflect on them 

 
ACTIVITIES (E-JOURNAL & Initial Portfolio): 
• Maintain e-Journal and participate in online 

discussion w/ partner teacher and field 
advisor 

• Draw from program elements to support e-
Journal entries 

• Continuing child studies 
• Draw on e-Journal data to inform 

Curriculum Inquiry Case A & B  
• Draw from all sources of data from Sem 1 

and 2 to develop a summative reflection 
which is the initial e-portfolio  

• Develop an action plan for next year to be 
posted in the e-Journal 

• Draw from discussion / literature / case, 
etc. to inform e-journal entries in all 
aspects of the program 

 
SEM 3 – Field & Case Pro SEM 4 – Identity, Diversity and 
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PRAXIS 
 
INTENTIONS:  
• To build the experience of becoming a 

teacher through thoughtful practice & 
reflection on that practice 

• To theorize about the experience & what it 
means to become a teacher 

• To understand the relationship & resulting 
tensions & contexts of the interactions of 
teacher / student / curriculum 

• To provide a platform of that work that 
informs inquiry for Sem 4’s work on 
inclusive practices  

• To bring significant experiences into the 
case tutorial as living cases 

 
SKILLS: 
By the end of the semester, provide evidence 
of the ability to take on the responsibilities of a 
beginning teacher – continuing to document 
classroom experiences, collect related artifacts 
that illuminate core concepts, & construct a 
portfolio that illustrates the evidence. 
 
ACTIVITIES (E-JOURNAL & PRAXIS e-
Portfolio): 
• Maintain e-Journal and participate in online 

discussion w/ partner teacher and field 
advisor  

• Draw from program elements to support e-
Journal entries 

• Draw from e-Journals to support living 
cases 

• Draw from e-Journals and other sources 
for Themes of Teaching which form the 
intermediate e-Portfolio 

Inclusion 
 
INTENTIONS: 
• To understand the importance of ambiguity 

and uncertainty and how it supports life-
long learning across one’s career 

• To understand how previous experiences 
inform the ongoing inquiry into the 
complexity of learning and teaching  

• To deepen reflection and enhance practice 
and consider the possibility of diversity in 
inclusive practice  

• To develop capacity for cultural responsive 
teaching 

 
SKILLS: 
By the end of the semester, provide evidence 
of the ability to begin to teach – continuing to 
document & collect related artifacts that 
illustrate and construct a portfolio that supports 
one’s start in the profession. 
 
ACTIVITIES (E-JOURNAL & Exit e-Portfolio): 
• Draw from the e-Journal to demonstrate 

emerging professionalism 
• Draw from e-Journals and e-Portfolio for 

exit presentation 
• Draw from e-Journal / discussion / 

literature / case / lectures, etc. to inform 
writing in all aspects of the program 

• Draw from program elements to support e-
Journal entries 

• Submit exit e-Portfolio 
 
 

 
Prior to the start of the Fall 2007 semester, the research team and IT support people from the 
Faculty of Education worked closely to modify the e-Journal software (DRUPAL – an open source 
blogging environment).  Modifications included a login in process, drawing student email accounts 
into the system.  Additional modules were added to the pilot environment for added security and 
ease of use.  Workshop materials, in the form of mini manuals and user guides were developed.  
Instructors were invited to a two-day workshop were they were able to experience the software, 
practice mentoring students in it by experiencing the software from the perspective of the student 
and the instructor.  Further, they were given the opportunity to explore actual journals and 
portfolios from the two years of the pilot. 
 
The launch has basically gone well.  Additional mini manuals have been developed, responding 
to instructor needs (for example, things related to ethical use of photographs and other content).  
While the software is within the Faculty of Education, it is stored within the University’s IT services 
department.  This has generated excellent support and security functionality, but is has also 
created a few challenges.  Fixes and support are timely but not immediate.  Security concerns are 
not always immediately recognized.  As this paper is being written, a phone tree is being 
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established to alert program principals to problems as well as establishing a protocal for 
addressing them. 
 
Initial Findings from the Scale Up  
Instructor feedback suggests the training that was provided was essential.  They 
commented positively on the mini manuals and user guides 
(http://education.ucalgary.ca/eDOL), noting the value of just in time support and ongoing 
access to information.   Further, they observed (1) students were able to use the 
software with little or no problem, (2) students wrote more – reflecting more deeply on 
their experiences, and (3) partner teacher comments were richer as well.  Because our 
teacher preparation program is inquiry-based, reflection and professional conversation 
are essential components.  The e-Journal has encouraged both as well as providing an 
individual learning object repository for students across the four semesters of the 
program.   
 
By using the keyword feature within the blogging software, students can organize their 
postings and attachments.  This allows them to search for specific content at a later date 
and use that content in their portfolios.  
 
While still in the early stages, we believe eDOL offers (1) an interactive, personalized 
teaching and learning environment that supports the core principles of our program, (2) 
infuses technology authentically and meaningfully, and (3) provides university 
instructors, partner teachers, and student teachers a rich online professional learning 
community.    
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Profiles of motivation about career decision making: A Self-Determination Theory Perspective 
Poitras, S.-C., Guay, F., Litalien, D. & Chanal, J; Laval University, Québec, Canada 

 
INTRODUCTION: 
 

It is well known that behaviors are driven by motivational sources. For example, tenants of the self-

efficacy perspective (Bandura, 1987) posit that self-efficacy percepts are important predictors of behavior. 

Self-efficacy: “…refers to people’s beliefs about their capabilities to organize and execute courses of action 

required to attain designated types of performances” (Bandura, 1986, p.391). In the career education 

literature, self-efficacy towards career decision making activities has been found to be an important 

predictor of career indecision (Betz & Luzzo, 1996; Betz & Voyten, 1997). Students with high levels of self-

efficacy usually experience lower levels of career indecision (Guay & al, 2003). However, according to Self-

Determination Theory (SDT; Deci & Ryan, 1985), self-efficacy will predict low levels of career indecision 

only if career decision making activities are performed for autonomous motivations rather than for controlled 

ones. The aim of this study was therefore to test this prediction. 

 

SDT posits that there are different types of motivation that vary according to their level of self-

determination (the way that behaviors are freely endorsed by people; Deci & Ryan, 1991, 2002). The more 

an individual will feel autonomous to adopt a behavior, the more he/she will be self-determined. The most 

self-determined type of motivation is intrinsic motivation. Intrinsic motivation refers to the way that people 

adopt a behavior for the pleasure and the satisfaction. There is also another type of motivation which is less 

self-determined named extrinsic motivation. This motivation refers to the way people adopt a behavior for 

reasons that are external to the behavior itself. Extrinsic motivation can be divided into three forms: 1) 

external regulation (when individuals’ behavior is controlled by external sources such as to obtain a reward 

or to avoid a punishment), 2) introjected (when individuals’ behavior is adopted to decrease their guilt or 

their anxiety or to maintain a positive image of themselves) and 3) identified (when individuals’ behavior is 

adopted because of the importance or the value associated to it; Deci & Ryan, 1991, 2002). Studies showed 

that individuals who are more self-determined (i.e. acting by intrinsic motivation or identified regulation) are 

well adjusted and present more positive outcomes in many contexts (such as education, sports, health), 

whereas those who are less self-determined (i.e. acting by introjected or external regulation) present less 

positive outcomes.  
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Even though these kinds of conclusions are helpful to understand motivated behavior, previous 

studies do not offer the possibility to verify if different individuals who have the same levels of self-efficacy 

may have different types of intrinsic and extrinsic motivation. For example, a student can have high levels of 

self-efficacy but at the same time be motivated highly by introjection. This student may not experience the 

same career outcomes than a student who perceived himself or herself as self-efficacious but who is 

motivated by intrinsic motivation rather than by introjection.  

 

GOAL OF THE STUDY: 

This study had two goals: 1) The first goal was to identify different motivation profiles towards 

career decision making by using in a cluster analysis the four types of motivation outlined above and self 

efficacy postulates. 2) The second goal is to test if each profile is differentiated on the level of vocational 

indecision.  

 

PARTICIPANTS AND MEASURES: 

In 2000, 2 300 students were asked in their college classrooms to complete a questionnaire about 

their school motivation and their college students’ experiences. A research assistant went to college classes 

to explain the procedure and distribute the questionnaire with a prestamped envelope addressed to the 

university. A total of 834 French-Canadian college students sent back their questionnaire (36% of response 

rate, similar to that in previous studies; Guay, Vallerand, & Blanchard, 2000). 236 of them are men, 580 are 

women and 18 did not specify their gender. Participants’ ages vary between 16 and 36 years old, with the 

mean being 17.7 years old. 97% of the participants were born in the province of Quebec (Canada). The 

mean family income was between $30,000 and $40,000.  

  

 Participants had to complete three measures about career decision making. 1) The Career Decision 

Making Autonomous Scale (CDMAS; Guay, 2001), assesses motivational constructs posited by SDT in the 

context of career decision making. The short form of the Career Decision Making Self-Efficacy Scale 

(CDMSE; Betz- Klein & Taylor, 1996) was used to measure the individual’s degree, or belief, that he or she 

can successfully complete the tasks necessary to make career decisions. Finally, the Career Decision Scale 

(CDS; Osipow, 1987) assesses the extent and nature of career indecision. Psychometrics qualities are 

good for these three scales. Cronbach’s alpha values for the four subscales of the CDMAS ranged between 

.91 and .94, the ones for the CDMSE-SF was .92, and was about .90 for the CDS. 
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Results: 

 Two sets of analyses were conducted to test our goals. First, we performed a cluster analysis to 

estimate students’ motivation profiles and perceptions of self-efficacy about career decision making. Four 

clusters emerged (see Figure 1). Cluster 1 and 2 are characterized by the same levels of self-efficacy but 

differed on other motivational components. Specifically, cluster 1, comparatively to cluster 2, has lower 

levels of motivation on all SDT motivational types except on identified regulation. These two clusters 

constituted respectively 27.9% and 20.3% of the sample. Second, cluster 3 and 4 are also characterized by 

the same levels of self-efficacy. These motivational levels are also similar (not significantly different) except 

that students of cluster 4 have higher levels of introjection. Cluster 3 and 4 constituted respectively 39.5% 

and 12.3% of the sample.  

 

Secondly, we performed a one-way analysis of variance to test mean differences across the four 

clusters on level of vocational indecision. First, a significant test F (F [3,709] = 21.43; p < .01) suggested 

that motivational profiles toward career decision making were associated with distinct levels of career 

indecision. Specifically, results suggest that the cluster 2 presents the highest level of indecision 

comparatively to cluster 4, 1 and 3, respectively (see Table 1). Cluster 3 is significantly different from the 

cluster 4. No significant difference was obtained between cluster 1 and cluster 3, between clusters 1 and 4, 

and neither between clusters 2 and 4. Overall, these results provide support for the hypothesis positing that 

self-efficacy will produce the most positive outcomes if the behaviour is done for autonomous reasons. 

Indeed, students that show the lowest levels of career indecision are those who not only believe that they 

are self-efficacious but also those who express their career exploratory behaviours in a fully volitional 

fashion. These results will be discussed in the light of self determination theory and the literature in career 

decision making.  
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Figure 1.  Profiles of motivation and perceptions of self-efficacy about career decision making 
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Table 1. Multiple comparisons for each profile on career decision making 

 

CAREER DECISION MAKING 

 CLUSTERS Mean difference Std. Error Sig. 
    

1 2 

3 

 4 

 -.3071* 

.1454 

-.1114 

.06169 

.05232 

.07186 

.000 

.053 

.494 

Mean C1: 1.8418    
 

2 1 

3 

 4 

  .3071* 

  .4525* 

.1957 

.06169 

.05770 

.07587 

.000 

.000 

.085 

Mean C2 : 2.1489    
 

3 1 

2 

 4 

-.1454 

  -.4525* 

-.2568* 

.05232 

.05770 

.06847 

.053 

.000 

.003 

Mean C3 : 1.6964    
 

4 1 

2 

 3 

.1114 

-.1957 

  .2568* 

.07186 

.07587 

.06847 

.494 

.085 

.003 

Mean C4 : 1.8607 
 

   

* p < .05 
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ABSTRACT 
 
 
 There have been a number of comparative case studies in recent years of how 
various countries fund their higher education institutions.  One of the most recent of such 
studies, sponsored by OECD, is a nine-country comparative study entitled, “Funding 
Systems and Their Effects on Higher Educations Systems (OECD, 2007).  Another recent 
study is a World Bank Working Paper on financing higher education in eight new 
European Union nations (Canning, et. al., 2007).  This article presents brief summaries of 
these and other recent research, provides an assessment of these projects as major pieces 
of comparative research, and places the studies in the context of the long-standing 
movement toward performance-based funding models worldwide.  Finally, the paper 
discusses key issues such as the impact of performance funding on governance 
arrangements and conclusions with respect to lessons learned and some of the more 
successful models, the prevalence of mixed allocation models, revenue diversification, 
and directions for future research.  
 
 
INTRODUCTION 
 
 All countries, or their constituent states in federal systems like the U.S. or 
Germany, periodically examine and change the way they fund their higher education 
institutions (HEI).  Over the past decade, however, there has been a spate of interest and 
activity in changing the way state funds are given to HEI and a concomitant level of 
interest in comparative studies by scholars analyzing these activities looking for trends 
and patterns.  This paper reviews the results of these comparative studies and provides 
commentary on their common themes, conclusions, and the research agenda ahead. 
 
 The paper will first review briefly the major studies undertaken with a much 
greater emphasis being given to the more recent OECD and World Bank studies.  After 
providing some commentary on the research designs being used in these and earlier 
studies and the general trends observed, I will then focus on selected issues that these 
studies raise, viz., What are we learning from these studies; interest in and prospects for 
performance budgeting; the relationship between shifts in allocation modes and 
governance; and finally, some conclusions. 
 
RECENT COMPARATIVE STUDIES ON FUNDING 
 
OECD Nine-country Study 
 
 The most recent OECD study, concluded in 2006, but final publications available 
this year (OECD, 2007), looks at national or state-level government funding mechanisms 
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for higher education in nine countries:  Austria; Czech Republic; Denmark; Germany; 
Ireland; Latvia; Norway; Portugal; and the Slovak Republic.  The central research 
questions, common across the nine different country research teams, were as follows: 
 

• What are the main features  of the funding system of higher education? 
• Are there formal, explicitly stated interrelationships between the funding 

system and national higher education policies? 
• What are intended and unintended effects of the funding system on higher 

education in general and on the core tasks of teaching and research? 
• Does the funding system influence institutional strategies? 
• What are the various stakeholders’ points of view concerning strengths 

and weaknesses of the funding system? 
 
The particular research design and data collection methods and analysis were left to each 
county team.  Cross-case analysis and summaries were the responsibility of the lead 
researchers at the Institute of Strategic Management at Johannes Kepler University in 
Linz, Austria.   
 
 The principal findings, reported in much more detail including individual country 
reports available through OECD, are as follows: 
 

• Some form of performance agreement are characteristic of seven of the 
nine counties (all except Norway and Portugal) and substantial variation in 
legal obligations and conent; 

• “Global” or essentially lump sum or block grants characterize seven of the 
countries (all except Latvia and Portugal) and range from 20% to 90% of 
total budgets from the state; 

• Formulas are operative for some portion of direct state funding in all 
countries and constitute 20% to 90% of the overall budget;  

• Tuition or study fees have been introduced to some extent in six counties 
(all except Czech Republic; Denmark; and Norway); 

• Funding mechanisms increasingly incorporate the tenants of New Public 
Management including state-specified goals and priorities, devolved 
responsibility and increased flexibility for institutions, and increased 
accountability and reporting; 

• Funding reforms lack overall harmonized models and general under 
funding reduces real flexibility at the institutional level; 

• High stakeholder consensus on devolution and direction of funding 
mechanism changes but huge differences in views on what institutions 
really do. 

 
One of the limitations of the OECD study, as well as the CHEPS study referred to 

below, is that they limit their inquiry to direct government subsidies of institutions of 
higher education in the public sector.  Funding mechanisms are therefore limited 
essentially to the direct governmental funding of the teaching and research functions.  
Excluded from the scope of these studies are important indirect governmental funding of 
student loans and other forms of student subsidies as well as increasingly important 
sources of HEI funding in the form of “cost sharing” or tuition/fees charged to students 
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and their parents.  The Australian study, also referred to below, is more expansive in its 
scope by its inclusion of how the countries studied provided for student grants and loans.   

 
Distinctiveness of the OECD Study.  Two of the distinctive features of the OECD 

study are its use of stakeholder analysis and its focus on the impact of national funding 
mechanisms on institutional-level strategies.  Stakeholder analysis is an increasingly 
common tool used in various contexts.  In a strategic planning context, stakeholder 
analysis can be a very powerful tool for gauging political feasibility of a planning 
strategy; for identifying what various stakeholders regard as critical organizational 
performance criteria; and for assessing stakeholders’ views on organizational 
performance on these criteria (Bryson, 2004). 

 
Stakeholder analysis often involves surveys or interviews and is subject to some 

of the same weaknesses as public opinion surveys, viz., the limited knowledge of the 
particular issue on the part of those surveyed; the value of such data over time; and the 
importance of the frame of reference or context of those being surveyed.  This last point, 
the highly contextual nature of the world of stakeholders, constitutes a key 
methodological issue of the OECD study and comparative case studies in general.  
Stakeholders in one country may be responding to a changed funding mechanism in the 
context of moving (even slightly) from a highly centralized, control-oriented ministry 
model to a more de-regulated model with some degree of greater institutional flexibility.  
Stakeholder satisfaction, particularly those at the institutional level, may be very high in 
this context.  But comparing that high level of satisfaction with responses in a very 
different context becomes problematic.  Many German stakeholders responded very 
positively to this type of devolution and to funding agreements struck with the 
government that provided some measure of stability in a time when budgets were very 
unstable.  They were also responding within a context where personnel decisions have 
been very centralized and outside the control of HEI even though these budgets constitute 
as much as 80 percent of the operating budget. Variation in context therefore makes 
stakeholder responses difficult to compare across counties. 
 
 The meaning of high, or low, stakeholder consensus even within a particular 
country is sometimes difficult to determine.  One finding in the OECD study, fairly 
consistent across countries, was a high degree of stakeholder consensus that changes in 
funding mechanisms were seen as an important element in achieving national goals and 
priorities.  This may be a vote for “intended rationality,” i.e., we are all in favor of some 
overarching national goals and funding mechanism “should” be used to achieve those 
goals.  This type of question carries with it a strong normative element. 
 
 In addition to its distinctive feature of stakeholder analysis, the OECD study 
looked explicitly at the impact of national or state funding mechanism on institutional 
strategies.  Its cross-country analysis concludes that such mechanisms are a major 
influence on institutional strategies; both funding mechanisms and resource scarcity are 
increasingly driving the focus on performance; and that incentives to enroll more students 
are still strong.  One interesting dimension of this component of the study is whether the 
national or state funding mechanism is carried down to internal allocations within the 
institutions.  Some countries such as Austria and Germany (although there is substantial 
within country variation here) report a very direction connection between the two spheres 
whereas other countries such as Denmark report a disconnect.  This raises an interesting 
question of whether the state and institutional funding paradigm should be the same.  
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Having them connected or the same would, on the one hand, drive the intended 
incentives deep down in the institution.  Doing so, however, might violate a principle of 
New Public Management, i.e., letting the agency or institution in this case determine the 
most effective means of achieving certain goals.   
 
 One of the trends observed in this and other studies of higher education funding is 
the increased attention being paid at the institutional level to seek non state funds—
diversifying the funding base.  As this is happening, different types of institutions and 
different units within institutions are achieving higher levels of non state funds.  This 
differentiation between institutions and units within them creates a diverse set of 
strategies, i.e., it becomes more difficult to think accurately in terms of “institutional 
strategy” as different units pursue various strategies in order to maximize their own 
funding opportunities.  The capacity to pursue diverse funding sources create centrifugal 
forces within an institution and make analysis, let along management, of institutional 
strategies more complex.  
 
 Finally, and related to this last point, institutional strategies associated with state 
funding mechanisms may or may not be weakened by reductions (absolute or relative) in 
state funding.  Institutions or their constituent units, may conclude that core state funding 
is either stable or in decline and that their best prospects for marginal increases in 
revenue lie elsewhere.  They may, therefore, do what is minimally necessary to secure the 
state funding base, and put more energy into securing other funds on the margin.  
Marginal revenue is a powerful motivator and the incentive structure is influenced 
substantially by where the possibility of funding growth lies.  Competitive pools of 
government funds, even relatively small pools, can provide powerful incentives.  Too 
often, however, governments think in terms of changing the entire set of funding 
mechanisms when in fact they may achieve as much change in behavior with smaller 
changes. 
 
 A Challenging Research Design.  The OECD study represents an ambitious and 
challenging research design in its attempt to capture institutional level empirical data 
across nine countries.  Having read all the country studies and the overall summary, I can 
sympathize with the Linz research group in the difficulty of capturing the variety and 
trying to make any conclusions beyond fairly high level generalities.  Another challenge 
in this type of research is making assessments of a moving target, i.e., in many of the 
countries studies, funding mechanisms either changed very recently (Ireland in 2006) or 
were still in the process of a multi-year implementation.  Funding mechanisms by their 
very nature are normally in a constant state of rebalancing and change.  Assessments of 
their impact are therefore very difficult because the effects are not yet known and because 
there are often multiple changes being made.  This is especially problematic in a 
stakeholder approach because various stakeholders may be responding to different 
variables or factors being changed. A related complication, and one cited by several of 
the country research teams, is that many stakeholders made specific reference to the 
general under funding of higher education in the country rather than the particular 
funding mechanism(s) under study.   
 
Other Recent Studies 
 
 Samli and Hauptman Taxonomy and Assessment.  Jamil Salmi, Coordinator of 
the World Bank’s Tertiary Education Thematic Group, and Art Hauptman, a consultant to 
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the World Bank, recently published their own taxonomy and assessment of various 
allocation mechanisms for the funding of higher education around the world (Salmi and 
Hauptman, 2006).  This ambitious and comprehensive project provides the higher 
education and policy communities with the most inclusive and detailed taxonomy to date.  
It is a taxonomy that includes the more traditional modes of higher education funding, 
folds in the most recent mechanisms from various types of performance budgeting to 
vouchers, and the wide variety of cost sharing and loan mechanisms (see Appendix A for 
a summarized version of the categories in their taxonomy).  The emphasis in this report is 
on defining and discussing components of the comprehensive taxonomy with only brief 
examples from selective countries provided.  The OECD study, by contrast, lacks any 
such comprehensive taxonomy for comparative purposes, but it focuses on in-depth 
country cases. 
  
 Salmi and Hauptman compare the typical traditional modes of allocation, such as 
politically negotiated budgets, categorical funds, and staff-based or enrollment-based 
formulas, to the more innovative, emerging mechanisms such as performance contracts, 
competitive funds, and use of various output measures.  They propose an assessment 
framework of these various funding mechanisms based on three policy objectives: (1) 
increasing access and equity; (2) increasing external efficiency—improving quality and 
relevance; and (3) increasing internal efficiency and sustainability.  Subsets of criteria are 
developed for each of these overarching policy objectives as a basis for assessment.  This 
framework for assessment, like their taxonomy, provides a systematic basis for 
conducting comparative assessments.  Salmi and Hauptman’s research is an important 
step forward in laying out a very comprehensive and useful framework for future 
empirical studies.  It does not attempt empirically to fill in all the possible cells of the 
taxonomy or assessment matrix with descriptive details.  But developing the taxonomy 
and policy matrix is a significant contribution in itself.  
 
 Salmi and Hauptman make several insightful and important conclusions about the 
experiences of various countries in funding higher education.  While some of their 
conclusions will be elaborated on later in this paper it is worth noting here that they 
recommend the continued use of multiple allocation mechanisms or policy instruments 
because each has it own strengths in promoting certain types of policy objectives.  
Consistent with this argument is the point that the challenge to policy makers is to select 
the most appropriate mix of allocation mechanisms to achieve these various policy 
objectives.  They also caution against hard wiring or too closely linking allocation 
mechanisms with quality assurance, preferring instead allocation mechanisms that are 
more flexible.  
 
 EU-8 Study.  A very recently published World Bank study of higher education 
financing in newly emerging European Union member states (Canning, et. al., 2007) 
draws together recent research on higher education funding in eight new EU member 
countries, viz., the Czech Republic, Estonia, Latvia, Lithuania, Hungary, Poland, 
Slovenia, and Slovakia. In this monograph, these “EU8” countries are compared 
statistically with the longer standing EU member countries, referred to as the “EU 15,” in 
terms of their enrollment rates, expenditure patterns, extent of private higher education 
provision, barriers to access, autonomy given to HEI and many other dimensions.  In 
terms of scope, this research is quite different than the OECD funding allocation 
mechanisms study in that two of Canning’s primary points of focus are on the extent of 
cost sharing and the development of private higher education in the overall financing 
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picture in these countries.  This focus is consistent with the World Bank’s interest in 
moving toward greater cost sharing and development of the private sector in these and 
other emerging market economy countries. Relatively little is said about the kinds of 
funding mechanisms used in the allocation of state subsidies outside of student loan 
programs.   
 
 One of the central issues identified across the EU8 is the existent of “dual tuition” 
systems wherein the state finances selected student places, usually based on a certain 
level of entrance score, thereby allowing high merit students to attend tuition free and, in 
addition, enjoyed subsidized living expenses.  The other half of the dual system consists 
of those students who do not achieve sufficiently high entrance examination scores and in 
order to attend HEIs must pay full tuition costs.  There are many variations on this dual 
system, e.g., full tuition is charged for English or other nonnative language programs or 
tuition is charged to students attending on a part-time basis. Canning and her co-authors, 
as well as other researchers (Barr, 2004), recommend abandoning this dual tuition system 
on grounds of equity and achieving a greater degree of cost sharing.  The Canning 
volume also tracks the growth of private higher education institutions and enrollments in 
EU8 countries, noting a very uneven pattern and the highest proportion of students 
enrolled in private HEIs in Poland, Latvia and Estonia. 
 
 One other issue that this volume brings into focus, although relatively little 
commentary is provided here, is governance, i.e., the varying degrees to which countries 
have begun to provide greater autonomy to HEIs to manage resource related issues at the 
institutional level rather than having to gain ministry approval.  As Canning and many 
other authors, including those in the New Public Management tradition, have advocated, 
HEIs cannot be expected to operate in more market-like and efficient ways unless they 
are given sufficient managerial authority. 
 
Earlier Studies of Funding Mechanisms 
 

In 2001, the Center for Higher Education Policy Studies (CHEPS) at the 
University of Twente published an important study of how 10 countries allocated their 
resources for higher education (Kaiser, et. al., 2001; Jongbloed and Boosensteyn, 2001). 
The countries studied included Australia, Denmark, Flanders, France, Germany, New 
Zealand, Sweden, the Netherlands, the State of Tennessee in the U.S., and the United 
Kingdom.  In the CHEPS study, the common taxonomy used and analysis employed 
present a much more unified set of conclusions than did the OECD study. As is the case 
in most comparative studies, the CHEPS group focused their inquiry on government 
funding of teaching and research activities but did include some data on student support 
and tuition fees.  The CHEPS study however relied on published secondary data and 
therefore lacks the depth and institutionally-based data of the OECD study. 

 
One of the most intriguing analyses and conclusions in the CHEPS study is its 

classification of the 10 countries along continua of input- or output-oriented teaching and 
research funding systems.  The UK, Germany, France, Flanders, Australian, New 
Zealand and Tennessee funding systems are characterized as overwhelmingly input 
oriented.  Sweden and the Netherlands are characterized as midpoints on an input-output 
continuum.  Denmark, with its funding of students based on their graduation or exam 
passage, is the only country to fall on the output end of the continuum.  They also array 
countries along a second continuum of the extent to which funding is enrollment driven.   
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Denmark, universities in the Netherlands and Germany fall on the very low end of this 
continuum whereas hogescholen in the Netherlands, Australia, France and New Zealand 
fall on the almost wholly enrollment-driven end of the continuum.  

 
 In 2003, an Australian study (Productivity Commission, 2003) also employed a 

more unified research design of a single research group than was the case in the OECD 
study. The Australian Productivity Commission studied nine countries and its 
comparative tables use a common set of terms and reflects a common methodology.  The 
countries studies were: Australia, Canada, Hong Kong, Ireland, New Zealand, Sweden, 
the Netherlands, the UK and the U.S.  In the case of Canada, the study focused only on 
British Columbia.  The U.S. case is only used where federal funding plays the dominant 
role, i.e., in research and student aid funding.   

 
The Australian study provides very succinct but useful tables that compare a 

broad range of important dimensions, viz., sources of funding and expenditure patterns; 
how government support flows to HEIs, students and even indirect support; commercial 
activities; and governance including performance reporting and monitoring of 
effectiveness.  It is a daunting task to summarize such complex comparison in these 
tables but a comprehensive set of footnotes helps.   
 
 
WHAT ARE WE LEARNING FROM COMPARATIVE STUDIES? 
 
Overview of Trends Observed 
 

Comparative studies of funding of higher education confirm a contining high 
level of interest on the part of governments in the principles of New Public Management, 
its emphasis on output or performance funding, establishing more market like 
mechanisms such as competitive pools of funds, and devolution of greater institutional 
managerial discretion.  But these studies also clearly demonstrate that this interest is 
tempered by the reality of multiple goals or policy objectives and therefore multiple 
funding mechanisms are operative simultaneously.  In country case studies, we see a 
mixture of funding mechanisms—base or core funding that is often formula based and 
sometimes just historically based; some portion of recently introduced performance 
funds; and increasing pockets and amounts of competitive funds.  The circumstances in 
each country vary and are in a constant state of flux as are policy goals.  Germany, for 
example, has gone through a period of significant budget reductions and reallocation in 
recent years and funding mechanisms there reflect these circumstances.  HEIs are willing 
to enter into performance contracts in return for funding stability and greater institutional 
discretion over faculty hiring. Yet simultaneously with these reforms, Germany has also 
introduced a major competitive funding initiative, the “Initiative for Excellence” funded 
at about 1.9 billion Euros from both federal and state funds over five or six years (Kehm, 
2006), in order to achieve a new governmental goal of increasing the country’s 
competitive position.  

 
Despite the New Public Management rhetoric of strategic goals and performance 

measures to gauge progress in meeting those goals, comparative and single country 
studies reveal that the performance measures or indicators used reflect practicality more 
than strategy, i.e., they consist of the “same ‘tool box’ of standard indicators (Orr, et. al., 
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2007, p. 13) that are easily measured and widely used for many years (such as 
enrollment, graduates, various activity and input measures).   
 
 Another trend evident is that the reforms characterized by the introduction of 
more market mechanisms, greater participation by stakeholders, more institutional 
flexibility and significant de-regulation from ministry controls have, as Guy Peters has 
shown, undergone a counter reformation of sorts in some countries.  Peters characterizes 
the surge of reforms in the 1990s as Wave I reforms—reactions against overly 
hierarchical and centralized governance systems.  But after some experiments and 
experience with deregulation, governments began to see problems of insufficient 
coordination and accountability and developed a set of modified reforms or what Peters 
calls “Wave II reforms” that re-introduced some regulation and especially performance 
management mechanisms (Peters, 2001; also see OECD, February 2006).   
 
Underlying Assumptions of Funding Mechanisms. 
 
 Long time observers and students of the history of budget reforms will see 
similarities in the issues that current funding mechanisms raise and those raised by past 
attempts.  In a conversation with the author in 1978, Charles Hitch, who was the principal 
architect of the Planning, Program and Budgeting System (PPBS) at RAND Corporation 
for the U.S. Department of Defense, made the observation that PPBS was never intended 
to be applied as widely as it was.  Hitch, then President of the University of California, 
was appalled to think that some policy makers would apply this highly rational system, 
intended to be used only where measurable outcomes were available, to organizations 
like the University of California where most outcomes were highly immeasurable. The 
planning and programming of weapons systems were, in Hitch’s mind, fundamentally 
different from teaching and discovery of knowledge activities at the University of 
California.   
 
 This story illustrates that the root assumptions embedded in various funding 
mechanisms are often not considered in their application to various functions and 
contexts. At their core, the principal variations of rational-based decision-making in 
resource allocation share fundamental assumptions about the policy environment and 
decision-making capabilities.  Goal-based and performance funding models share basic 
assumptions and those assumptions carry with them certain strengths and weaknesses 
(Morgan, 1984). Planning-Programming-Budgeting Systems (PPBS), the epitome of 
goal-based or performance approaches to funding, was anchored in the assumption that 
core organizational activities have outputs or outcomes which can be reasonably captured 
in measurable ways and compared across competing and potentially alternative programs.  
 

PPBS and performance contacts applied to various fields of human endeavor such 
as higher education are susceptible to problems of goal specificity, goal conflict, goal 
stability, reasonably valid and reliable measurement, and high transaction costs.  On the 
other hand, there are, as Hitch also noted, certain types of activities within universities 
which can in fact be captured by such highly rationalistic means.   
 
 Funding allocation formulas, whether cost- or norm-based, assume that you can 
estimate or mirror in a simplified way the cost structures of delivering instruction and 
other routinized activities.  Formulas have been and continue to be most commonly 
applied to the teaching function in higher education.  But even here the tendency is to 
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move from simplicity, and therefore greater transparency and understanding by a broad 
set of stakeholders, to greater complexity as organizational units contend that the existing 
formula does not accurately reflect the nuances and complexity of their respective 
disciplines.  OECD country studies confirm this continuing tension in revising formulas 
to capture the complexity of cost structures in various disciplines. 
 
 So whether one examines PPBS, enrollment formulas or the performance 
contacts, they all struggle with their root problems of appropriate measures, goal stability, 
complexity, transparency and the incentives they contain.   
 
Lessons from Previous Experience in Performance Funding 
 
 As countries move toward variations of performance funding, there are valuable 
lessons to be learned from past efforts in this direction.  Policy makers’ interest in 
measuring outputs comes and goes and it is important for us to glean from the past what 
has and has not worked, under what circumstances, and why (Birnbaum, 2000). From 
various experiments with performance funding in the U.S., here are some of the lessons 
learned (Burke, 2002; Burke, Minassians and Young, 2002): 
 

• Performance funding is easier to start than sustain;  
• It is difficult to agree on a limited number of indicators or measures; 
• In a context of declining funding, the interest in performance indicators 

also tends to decline and institutional incentives to engage in performance 
evaluation also declines; 

• There is often a trade-off in funds available between base funding and 
performance funding; 

• Changing goals and priorities present a stability issue for building longer 
term performance measurement; 

• The ultimate performance measure is learning outcomes which has proven 
to be particularly elusive. 

 
Some attempts to enact policy reform in performance funding could have 

benefited from what we have learned from policy implementation in general and 
performance funding in particular.  In 1996 the South Carolina legislature, for example, 
mandated 100 percent performance budgeting for higher education, outlined themselves 
the nine critical success factors and 37 indicators for measuring success.  By FY01, the 
proportion of the state budget for higher education affected by performance measures was 
three percent (South Carolina Legislative Audit Committee, 2001). They backed off in 
large measure because of the lessons learned from policy implementation studies listed 
above. The Legislative Audit Council concluded that performance funding had little 
effect on the elimination of waste and duplication.  Substantial time, effort and money 
could have been saved by learning from experience elsewhere. 
 

The Stages of Implementing Performance Funding.  Joseph Burke (2002), a long-
time observer of performance budgeting systems, has noted that there is a certain 
similarity between performance funding and the stages of death and dying (Kubler-Ross, 
1997): 
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 Stage I:   “Disbelief and Denial.”  This is the stage where institutional leaders 
and faculty look at proposals for performance measurement with the disbelief of innocent 
victims and deny the need for any such program. 
 
 Stage II:  “Anger and Antagonism.”  State enacted performance funding measures 
produce angry institutional reactions and provoke first passive and then active resistence. 
 
 Stage III:  “Acceptance and Adaptation.”  This stage might better be labeled as 
“acquiescence” and is often characterized by institutional gaming. 
 
 Stage IV:  “Challenge and Competition.”  This is the creative stage, which in a 
parallel to individuals moving on in creative ways with their lives, where institutions 
compete and improve their performance. 
 
 In Burke’s research, none of the U.S. states studied reached Stage IV.  He also 
notes that state government officials often go through a reversal of these four stages.  
They start off expecting institutions to accept the challenge of performance funding and 
compete for funding pools.  But as institutions resist and begin to engage in gaming 
tactics, officials gradually move to “acceptance and adaptation, then anger and 
antagonism, and finally disbelief and denial of the value of performance funding. 
 
Longer-term Successful Cases.  

 
One of the interesting cases with outcome-oriented funding is that of Denmark 

(OECD, Denmark Country Study, 2007; Kaiser, et. al., 2001).  In contrast to U.S. states 
and most countries worldwide, Denmark allocates state funds for the teaching function 
based on what it calls “the taximeter principle” or a funding formula based on the number 
of students who pass exams rather than the number of students who merely enroll in HEI.  
The taximeter system has been in effect for many years and evaluations conducted have 
concluded very few negative effects.  Quality control, one potential negative effect, has 
been largely controlled through an independent process administered through the Danish 
Evaluation Institute and through a system of external examiners.  Research is funded 
through a different system of basic grants and competitive grants.  Denmark represents, 
in the author’s opinion, one of the most “radical” and interesting funding mechanisms, at 
least for the teaching function.  Its focus on outputs in the form of “graduates,” or exams 
passed rather than enrollments, embodies a very different set of incentives that deserves 
wider spread emulation in other countries. 

 
 Germany is one among several other OECD countries that has been working at 
the development of indicator or performance based funding since the early 1990s.  While 
there is substantial variance among the 16 Lander or states, states generally use four 
funding allocation components: (1) indicators or formula-type allocations; (2) project-
based funding; (3) mission-based funding; and (4) discretionary funding (Orr, et. al., 
2007).  The performance or indicator component tends to look, in many cases, like 
formula budgeting where enrollment serves as the primary budget driver.  In addition, 
like performance based funding in many other countries, the proportion of funding 
allocated through performance indicators is relatively low.  Orr reports that only one in 
ten universities uses indictor-based instruments for more than seven percent of funding 
and for most universities this figures is below three percent (Orr, 2007, p. 10).  
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 One of the interesting characteristics of the German case is that Lander 
ministries have increasingly wrapped these kinds of indictor or performance mechanisms 
in contracts that use parameters as policy targets, introducing management instruments 
such as target agreements and cost and activity accounting as means (OECD, Germany 
Country Study, 2007).  These “innovations,” appear to the author, however, to be more 
like input-based formula funding dressed in new clothes—the clothes of New Public 
Management with terms like “targets” and “contracts”—but not substantively different 
from what in the past has characterized some formula funding states.  
 
 
Governance: Who Decides and How Will Decisions Be Made? 
 
 Any system of resource allocation involves answers to the important question of 
who decides and how.  Policy discussions and even some research on resource allocation 
systems often overlook this important dimension although institutional policy watchdogs 
are often more attuned to potential shifts in decision making involved in new allocation 
mechanisms.  
 
 But one of the important lessons we’ve learned from the collective experience of 
performance funding is that it is intimately intertwined with governance issues.  What 
types and degrees of central direction and control does a nation or state want to have over 
its higher education institutions?  Is there a history or a current climate for more highly 
directive, centralized strategic planning?  Or, on the other hand, is there a disposition for 
building institutional capacity and decentralized or “discovery” of directions?  This latter 
approach to strategic planning or steering, epitomized in the writings of Henry Mintzberg 
(Mintzberg, 1987), can be a source of discomfort to some but ironically comes closer to 
“market mechanisms” in the public and nonprofit sector than many are willing to 
acknowledge. 
 
 Some policy makers in government are more comfortable with very direct 
mechanisms for state steering than they are with more indirect means of capacity 
building.  They believe that the most effective way to induce change in education is to 
mandate specific means directly.  Articulating state goals without legislating specific 
implementing means, so the argument goes, is hollow rhetoric.  Yet one interesting study 
of higher education in Flanders demonstrated that the values and norms expressed in 
national goals did in fact influence in more indirect ways the values and norms of faculty 
in institutions of higher education (van Heffen, et. al., 1999). 
 

Conflicting Agendas?  The OECD study, particularly in the detail of its country 
reports, reflects the expectation on the part of governmental stakeholders for greater 
efficiency from higher education institutions.  Institutional-level stakeholders, on the 
other hand, express frustration over what they perceive to be inadequate funding levels 
and hope that performance contracts and other funding mechanisms will result in higher 
levels of government investment.  The struggle over funding mechanisms may, in part at 
least, reflect these conflicting agendas.  Institutions of higher education feel they need 
more resources and are “willing” to comply with government requests for performance 
measures in the hope of increased marginal revenues.  Governments, on the other hand, 
generally want to reduce funds going to higher education as pressures mount for funding 
health care, pensions and other high priorities.  The expectation of reduced funding for 
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higher education is particularly felt in those countries where demographic trends 
portend reduced enrollment demand and presumably therefore reduced funding needs.  
 
 Buffering Role of Institutional Leadership.  It is often the case that national 
political agendas for higher education call for large scale and rapid change.  Yet the 
historic role of university rectors and presidents has been to “buffer” or protect the 
academic core from impetuous politicians—to devise ways to satisfy external pressure 
for change while preserving the prerogatives and flexibility of the professional guild that 
enables them to pursue knowledge.  In this age of increasing external interest in 
performance, rectors and presidents very commonly provide mountains of accountability 
reports in an effort to both demonstrate performance but also to deflect intrusion.  On the 
other hand, the professionalization of leadership and the development of a managerial 
class and culture in higher education may be eroding this classic role of institutional 
leaders in favor of a greater degree of managerialism including greater accountability that 
coincides with the interests of politicians. 
 

Finally, the continuing mix of various funding mechanisms, with performance 
funding growing but in most cases still very much a minority component, may in fact 
reflect political compromises, past and present, between the expectations of many 
external stakeholders including the interests of institutional leaders in arguing for 
adequate base support.   
 
 
CONCLUSIONS 
 
 The key trends and conclusions that I draw from these comparative studies of 
higher education funding are as follows: 
 

1. Despite the attention being given to various types of performance budgeting 
of state funds, the predominant mode is in fact very much a mixed model and 
in most cases performance funding is a very small portion of that mix.   

2. Key components of the mixed model include direct government funding of 
institutions in a variety of modes, greater cost sharing with students and their 
parents through the imposition and rapid rise of tuition fees, and attempts to 
implement a variety of student loan systems.  Many comparative studies limit 
their focus on modes of direct state funding and neglect the latter two. 

3. Despite the very mixed record of success of previous performance-type 
budgeting methods, there remains perennial optimism at the state level for 
new variants.  Policy makers in many states seem to be unaware of or not 
particularly interested in learning from previous attempts to implement similar 
policies. 

4. State funding is still primarily enrollment driven, reflecting policies of reflects 
growth, in most countries.  With significant shifts in demographics occurring 
in many countries, these historical policy assumptions and allocation 
mechanisms will be called into question. 

5. Revenue diversification and growth has become the principal preoccupation 
of funding policy discussions at both national and institutional levels. 

6. Tuition fees have become the source of greatest revenue growth and political 
concern. Over reliance on tuition revenue for growth has given rise to in 
equitable and dysfunctional dual tuition systems in some countries.  
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7. Discussion and implementation of student loan systems to ease the burden 

of rapidly rising tuition have lagged behind rises in tuition. 
8. Except in countries with well developed tax systems, need based financial aid 

in either grant or loan forms has encountered significant problems.   
9. There has been a very significant increase in private higher education 

enrollments in some areas of the world, especially in the former Soviet Union, 
but the pattern is uneven in EU8 countries. 

10. One of the most “successful,” long term output-oriented allocation models is 
that of Denmark which bases it teaching function state subsidies on number of 
students who pass examinations rather than students enrolled. 

 
Lessons from Research on Policy Implementation.  We can often learn from the 

experiences and conclusions drawn from different but relevant lines of research—for 
example, on an issue like policy implementation.  Policy innovations, such as 
performance funding, are often proposed and undertaken without drawing from lessons 
learned from previous attempts to enact innovative policies and government reform. 
Academic research on the implementation of government policies provides an example of 
where such lessons might be helpful.  Research on policy implementation is, surprisingly, 
a relatively recent phenomenon. Aaron Wildavsky and various colleagues (Wildvasky 
and Pressman, 1973) pioneered this work in the early 1970s and it has produced models 
of greater sophistication and complexity since then.  Policy implementation studies in 
higher education are not plentiful but they are helpful (Gornitzka, 1996; Ceryh and 
Sabatier, 1986).  From relatively simple investigations of how policies developed by 
governments were “modified” by the time they reached operating levels to more 
sophisticated studies explicating a complex array of forces, many lessons have been 
learned in these studies that are instructive in thinking about performance funding and 
other funding mechanisms in higher education. 
 

• Large changes across many functional areas are risky; 
• Reforms are too often based on bad assumptions; 
• Clarify of policy goals does not necessarily result in higher 

implementation success; 
• There is typically too much focus on implementation as a technical 

process, i.e., on picking and controlling the “right” variables; 
• When in fact implementation is overwhelmingly a complex, political 

process. 
 

Policy makers and policy analysts too often overlook what can be learned from 
past policy reform efforts, allowing their enthusiasm for the prospects of change or even 
their ideologies to drive through mandated reforms. Does this mean that all reforms are 
doomed to fail? No, but naïve in thinking about reforms can waste resources and result in 
negative attitudes about reform. 
 
 Using a Mixed Model of Allocation Mechanisms.  There is a tendency, as 
exemplified in the case of South Carolina, to make performance funding or another 
approach the only allocation mechanism for higher education funding.  The tendency is 
understandable in that if you want the effects of performance incentives to achieve 
maximum impact, then you want to more toward 100 percent rather than the more typical 
three to five percent of the budget being allocated under this type of incentive.  
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Empirically, the reality is that countries and states rely on a mix of allocation models, 
i.e., simultaneous use of formulas, competitive pools of funds, performance-based 
funding, and others.  Samli and Hauptman (2006) conclude that countries in fact should 
rely on a mix of allocation mechanisms because some mechanisms, such as a formula, are 
better for allocating core resources but are typically not the best mechanism for targeting 
equity or quality.  Some mechanisms are much more effective and efficient in order to 
achieve certain policy objectives.  There are also political realities that often dictate 
compromises among types of mechanisms.   
 
 Developing Multiple Sources of Funding and the Limits of Revenue Growth.  
HEI in the U.S. have long been envied for the multiple sources of revenue that they are 
able to attract.  In most parts of the world, HEI rely almost wholly on government 
funding and their fortunes are therefore almost wholly a function of government revenues 
and policies.  With the proportion of total revenues derived from government declining 
worldwide, diversification of revenues has been the dominant trend in financing higher 
education over the past couple of decades.  While tuition and fees has been the principal 
source of revenue diversification for HEI, other sources include private gifts, revenue 
generating services, technology transfer and research parks, rents from use of facilities, 
international contracts and international students, etc.  HEI’s ability to diversify their 
revenue bases has allowed continued growth in expenditure rates beyond what would 
have been possible if they continued to rely primarily on government funding.  But how 
long can diversified revenue growth continue to sustain such expenditure growth?  Are 
there limits to revenue diversification and growth?   Jim Hern (2003) and Bruce 
Johnstone (2004) have provided descriptions of various strategies for diversifying 
funding but Johnstone in particular raises the important question of limits to continuing 
high revenue growth rates. 
 

One of Howard Bowen’s lasting insights into the economics of higher education 
was his “revenue theory of costs” (Bowen, 1980).   Bowen wondered why there was such 
greater variation in costs among similar academic programs and in his research concluded 
that the primary reason was the differences in revenues available, i.e., cost in large 
measure was a function of revenue available.  Some legislative bodies seem to have an 
intuitive understanding of this principle when they conclude that the best way to reduce 
escalating costs in higher education is to reduce expenditures by cutting revenues.  State 
revenues as a proportion of total revenues have been declining in most countries but total 
expenditures have continued to escalate as HEIs have diversified their funding bases and 
been very successful in developing new sources.  One of the most important questions for 
the future of higher education finance is when limits on revenue growth will occur and 
impose significant restraints on expenditure growth.    
 

 Future Research.  Comparative studies are inherently difficult in achieving 
the depth and detail needed for contextual cultural understanding on the one hand and 
developing common categories and conclusions useful for policy recommendations 
across cultures on the other.  The OECD study exemplifies this dilemma.  The country 
case studies provide a greater degree of in-depth description yet absent a common set of 
definitional categories, it is difficult to make comparisons across countries. If future 
research on funding mechanisms adopted the Samli and Hauptman taxonomy, it would 
provide a set of standard categories that would facilitate descriptive work and 
comparative analyses.  There has been a tendency in higher education research, however, 
for researchers to build their own categories rather than attempt to bring a greater degree 

2008 HICE Proceedings 
Page 5065



 

 

15
of standardization in the field.  In addition, most comparative studies are sufficiently 
limited in their funding and scope to preclude examining all of their categories but at 
least these studies could use the categories appropriate to the scope of their particular 
study. One of the limitations of some of the major comparative studies on funding higher 
education, such as the OECD and CHEPS studies, has been their narrow scope of what 
constitutes “funding.” What the field badly needs is a more systematic accumulation of 
data that other researchers can build upon.  There will always be limitation of changes in 
context over time, but a greater degree of systematization and standardization would help. 
 
 A Personal Postscript—the Case of Hungary.  While I have been involved in 
higher education reforms in many countries ranging from Russia to the Balkans, my 
longest involvement, totally some 15 years, has been in Hungary.  My involvement there 
has been through the Citizens for Democracy, the Mellon Foundation, and the World 
Bank. I have been involved in the overall design of higher education reform at the 
national level but have also been involved in many aspects of reform at the institutional 
level as well.  My comments here are limited to those reform issues dealing with resource 
allocation and governance and are given with the intent of illustrating some of the issues 
and difficulties cited in this paper. 
 
 My initial explore to Hungary resource allocation system was in 1993 where I 
encountered a system very typical in Eastern European wherein budget allocations from 
the state were negotiated by each institution and were based on long-standing 
relationships between key institutional leaders and key ministry officials.  The initial 
reforms that we designed were that of relatively simple “normative” or enrollment-driven 
formula budgets.  These reforms were intended to reduce the level of personal and 
institutional politics, to bring a greater degree of funding equity among institutions, and 
to provide HEI an incentive to substantially increase enrollments (since one of the 
overarching national goals was to bring higher education participation rates in line with 
Western Europe).  There was substantial institutional resistance to the introduction of and 
then the specifics of the formula but eventually the reforms did result in rapidly 
increasing enrollments.  Canning (2007) reports that Hungary has had the fastest rate of 
enrollment increase over the period 1991 to 2003 of any EU8 nation.  Its gross enrollment 
rate in 2003 was 51% compared to the EU15 average of 58% (Canning, 2007, Table 1, p. 
7). One of the funding related reforms that encountered the most institutional resistance 
was raising the student-to-faculty ratio.  When I first started working in Hungary, the 
typical ratio was 6:1 and was fiercely defended as the cornerstone of academic quality.  
That ratio now stands at 15:1 just slightly below the EU15 average of 16:1 (Canning, 
2007, Table 1, p. 7).  
 
 One other important resource-related reform was to bring an overall strategic 
planning base to major new allocations of funds at the national level.  This was to be 
accomplished through the development of an overall strategic direction for higher 
education through the Ministry of Education and through individual institutional strategic 
plans coordinated by a new intermediary, coordinating body for higher education.  
Included in the overall strategic direction was a series of institutional mergers in order to 
bring highly specialized, fragmented institutions back to their more comprehensive forms 
that existed prior to Communist take over of the country some 50 years ago.  These 
reform were implemented although the Ministry of Education resisted any significant role 
for the coordinating agency and a change of national government significantly delayed 
and changed the overall strategic direction.  In terms of resource allocation, however, the 
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formula or normative basis for the bulk of operating budgets continued and most major 
new funding initiatives, including infusions of capital facility funding, were guided by 
both national and institutional strategic plans that had been approved. 
 
 At the institutional level, these institutional strategic plans (“Institutional 
Developments Plans”) were to focus of both strategy for merged institutions, capital 
facilities, and program planning.  The new governance structure to help guide these 
institutionally based processes, and form the basis for more decentralization of 
managerial authority, was a new board of trustees composed of institutional 
representation, lay appointments from leading industries in the region and representation 
from the Ministry of Education or Ministry of Finance.  This component of reform ran 
into considerable opposition—largely from the institutions who did not want to share the 
powers of their academic councils with outsiders.   
 
 Despite this setback in governing structures, there has been considerable 
devolution of authority to manage financial and other key managerial concerns at the 
institutional level.  Canning reports that Hungarian HEI now enjoy much more autonomy 
in spending their authorized budgets, setting academic structures and course content, 
employing and dismissing academic staff and deciding the size of their enrollments.  
These represent major shifts from Ministry control to HEI (Canning, 2007, Table 8, p. 
19).   
 
 The introduction of tuition fees and need-based student loans were two other 
components of funding reforms proposed in Hungary.  Another related funding reform 
was to reduce various student subsidies, such as housing, meals, and books, in order to 
increase the extent of cost sharing and increasing sensitivity to equity of funding among 
those able and not able to support themselves.  Attempts to introduce tuition fees met 
with substantial student protests and the government backed off these proposals.  Need-
based student loans encountered problems common to such programs in transition 
countries, i.e., the difficulty of getting reliable information on family financial needs due 
to a large gray market and unreported income and assets (Johnstone, 2004).  In addition, 
while a significant portion of still goes to various forms of student subsidies, these 
subsidies have been eroded significantly by inflation (Johnstone, 2004).  Overall, 
Canning reports that in Hungary as of 2001, financial aid in various forms to students in 
HEI stood at 19.5% of total public expenditures for education compared to 12.8% in all 
EU8 countries and 13.8% in EU15 countries (Canning, 2007, Table 5, p. 12).  
 
 One final dimension of reforms was the introduction of competition to public HEI 
with the founding and growth of private HEI.  Hungary was one of the more 
entrepreneurial countries within the old Soviet sphere and so private HEI were relatively 
easy to grow.  Canning reports that only four of the EU8 countries have more than 14% 
of their higher education enrollments in private HEI (Canning, 2007, Figure 2, p. 13).  
Hungary’s private sector enrollment stands at about 15% of total enrollments and like 
other countries in this part of the world these enrollments are concentrated in business, 
foreign languages and other highly marketable skills. 
 
 Overall, reforms in Hungarian higher education have moved a long way.  
Changing the funding mechanism for HEI from politically negotiated to largely 
enrollment driven formulas was a powerful policy instrument that resulted in substantial 
enrollment growth and changes in the distribution of enrollments by types of institutions.  
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Tuition fees and loans have been much more difficult to implement but as more and 
more countries in the broader region have made these changes, the political environment 
is changing.  Governance changes have also proved difficult, reflecting how challenging 
it is to disturb existing power relationships.  As a participant in these reforms, I was at 
times very discouraged by the pace of change and the obstacles encountered.  Yet with a 
longer term perspective now, I can see substantial change over a longer period of time 
than was originally envisioned.  In the early reform years, one leading Hungarian 
reformer said to me that these changes would take a generation—at least.  His knowledge 
of Hungarian culture and politics proved insightful and more nearly correct.  At a dinner 
with leaders of the early reforms in 2005, I lamented that much of our collective work 
had been put aside and apologized for the long hours of work that I had put them through.  
But these leaders had a different perspective and said that these early reform years had 
been the best professional experience they have had and that, in reality, most of the 
reforms that we had collectively envisioned and proposed had now been implemented 
albeit in somewhat different forms. 
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APPENDIX A 
 

TYPOLICY OF ALLOCATION MECHANISMS 
(Summary of Salmi and Hauptman Typology) 

 
 

I. Direct Public Funding of HEI 
 

A. Funding instruction and investment 
1. negotiated budgets 

a. line-item budgets 
b. block grants 

2. formula funding 
a. based on inputs 
b. based on enrolments and costs per student 
c. chargeback arrangements 
d. priority-based funding 
e. performance-based funding components 
f. student-based allocations 
g. organizations developing formulas 

3. demand side vouchers 
4. performance-based funding 

a. performance set-asides 
b. performance contracts 
c. payment for results 

5. funding for specific purposes 
a. categorical funds 
b. competitive funds 

B. Funding of research 
1. instruction and research funded together 
2. block grant funding 

a. specific research proposals 
b. institution demonstrated capacity 

3. project funding 
a. matching funds 

 
II. Funding of students 
 

A. Government grants and scholarships 
1. program administration 

a. administered by institutions 
b. student aid vouchers 

2. eligibility and coverage 
a. means tested 
b. merit-based aid 
c. need-based and merit-based 

B. Tax benefits 
1. current tuition fees 
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2. family allowances 
3. incentives for savings 
4. prepaid tuition plans 

C. Student loan models 
1. mortgage-type loans 

a. source of capital 
b. expenses covered 
c. eligibility and level of subsidy 
d. private sector eligibility 
e. graduated and extended repayment plans 

2. income contingent repayments 
a. mandatory income contingent repayment 
b. optional income contingent repayment 
c. graduate tax 
d. human capital contracts 
e. loan forgiveness 

3. internally financed student loans 
a. deferred payment plans 
b. privately financed and serviced 
c. part grant/part loan 

 
 
Source: Salmi, J. and Hauptman, A.M.(2006) 
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Introduction 

 

In his book, Ministers of Reform, historian Robert Crunden described progressivism as a 

secularized version of fundamentally religious impulses.  Analyzing the lives of progressives such 

as Theodore Roosevelt, author and politician Brand Whitlock, and social scientist Richard Ely, 

Crunden theorized that many reformers were subject to powerful religious influences, but were 

unable to adhere to the theological tenets held by their parents or grandparents.  Instead, they 

secularized their religious impulses and devoted themselves to social and political reform. 

Gertrude Himmelfarb described this drive to do good apart from religious doctrine as ‘secularized 

evangelicalism’ (1991).  Crunden wrote that many reformers “found that settlement work, higher 

education, law, and journalism all offered possibilities for preaching without pulpits" (Crunden 

1982, 15).  He might have added progressive education to his list of causes that the reformers 

tackled because attempts to reconcile the religious experiences of their youth with their 

increasingly secular worldviews influenced the work of many progressive educators.  Making 

peace with one’s childhood religious experiences is a key factor for healthy growth into adulthood.  

Explorations of biographies, correspondence, personal reminiscences, and other source 

documents reveals three ways in which progressive educators dealt with their youthful religious 

experiences later in their lives and careers, integration, denial, and reinterpretation. 

The Integrators are those scholars and school people who held firm religious beliefs and 

actively incorporated their beliefs into their educational thought and practice.  Progressive 

education owes much of its humane character and its crusading zeal to the Integrators, and no 

figure better embodied the characteristics of an Integrator than did Jerry Voorhis of California.  

Voorhis was a school master and, later, a United States Congressman from California.  His 

Voorhis School for Boys brought together his Episcopalian faith with progressive politics and 

progressive education. 

The Deniers are those scholars and school people who rejected religious experience in their 

educational pursuits, but not necessarily in their personal lives.  Progressive education owes 

much of its scientific character to the Deniers, and William Heard Kilpatrick, originator of the 

Project Method of instruction, exemplifies the major characteristics of this group.  Kilpatrick 

denied any religious belief, yet employed religious ceremony in all the milestone events of his life.  

He criticized religion harshly, yet peppered his speeches and writings with Biblical texts, and he 

drew heavily on Judeo-Christian concepts for ethics and morals. 

The Reinterpreters are those scholars and school people who converted their religious 

energies into educational pursuits.  They often used religious terms, but with new meanings.  

Progressive education owes much of its quasi-religious aura to the Reinterpreters.  John Dewey 

represents this group.  Biographers make much of Dewey’s decades-long struggle with religious 

belief.  Neil Coughlan wrote that "until he was almost thirty years old, the greater part of Dewey’s 
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intellectual life was concerned with mediating between that core of evangelicalism that his mother 

had given him and life as men lived it” (Coughlan 1975, 5).  Likewise, Thomas C. Dalton wrote 

that reading Hegel provided Dewey” a way to transform his mother’s spiritual idealism into a novel 

philosophy of social reconstruction” (Dalton 2002, 27).  Ultimately, Dewey reinterpreted his 

religious experience into purely secular terms and gave new secularized meanings to traditional 

religious words and phrases.  This process of reinterpretation shaped Dewey’s thought and 

impacted his contributions to education. 

In the end, religious experience is too powerful a force to ignore.  This paper draws from a 

larger work that investigates how progressive educators engaged  with their youthful religious 

experiences in their adult lives and careers and the ways in which this engagement shaped 

progressive education.  Each style of mediating between religion and career is illustrated in the 

life and work of a scholar or practitioner of progressive education.    

 

Jerry Voorhis and the Integrators 

 

In spring of 1928, Jerry Voorhis submitted his master’s thesis, The Education of the Institution 

Boy: A General Outline of Policies for the Voorhis School for Boys, to his graduate advisor and 

earned the first Master of Arts degree in Education awarded by the Claremont Graduate Schools.  

Far more than the policy manual implied by the title, the thesis outlined Voorhis’ thinking on the 

relationship between education, religion, and social reconstruction and constituted a blueprint for 

the development of a remarkable school.  Voorhis’ plan called for a confluence of progressive 

educational methods, political theory, and religious instruction to train a cadre of boys as a 

vanguard for a new social order.  Voorhis told a reporter that “this school makes no concealment 

of the fact that it intends, as its biggest work, the preparation of young men for leadership in a 

new social order where justice and fairness for the majority shall be the rule of the nation” (Neville 

1930, 571).  For ten years, from 1928 to1938, Voorhis’ vision took shape as a residential school 

for orphaned boys in San Dimas, California.  During those years, the school served as a proving 

ground for such progressive educational concepts as the project method of instruction, the school 

as a community center, and the school as a laboratory for social reconstruction.  It became a 

model in Southern California of educational practice based on a belief in the innate goodness of 

mankind.  In the process, hundreds of needy boys were rescued and set on the path to 

productive citizenship.  In many ways, Jerry Voorhis was the kind of secular missionary described 

by historian Robert Crunden (1982), and his educational experiment stands as an example of the 

deep idealism that motivated many progressive educators.             

 

The Making of a Man 
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Horace Jeremiah Voorhis, commonly called Jerry, was born on April 6, 1901 in Ottawa, 

Kansas, the son of Charles B. and Nell Smith Voorhis.  Some of his most vivid childhood 

memories focus on religious activities, and particularly the community life of the small Episcopal 

church to which his family belonged.  As a youth he displayed an attitude of sober devotion, even 

when he did not quite fathom the mysteries of faith, “I am sure I did not precisely understand what 

prayer was, but I would tenaciously remain in an attitude of prayer even when the boys around 

me were whispering and giggling under their breath”  (Voorhis 1978, 2).  His early religious 

experience provided the guiding principles for the rest of his life; simplicity, community, and 

service.   

Voorhis’ father was a gifted businessman who rose steadily through the ranks of several 

companies, often requiring the relocation of his family.  Prosperity sparked a crisis of faith for the 

sensitive young Voorhis.  He took quite literally Biblical passages contrasting the virtues and the 

fate of the rich and the poor, and he came to believe that “if I were to have any chance of living a 

truly Christian life, we ought to be poor” (ibid.).  He scuffed his new shoes and crumpled new suits 

out of a sense of guilt for what he had.  In a telling incident, while on a walk one Sunday, Voorhis 

was attacked by a group of boys who he judged to be from the ‘poor’ section of town.  He did not 

defend himself, but ran away because, “I felt I they had a right to attack me…I felt I had no 

defense against what seemed to me then-and to a degree still does-their justified resentment 

against my more fortunate station in life” (ibid, 8.). 

Jerry Voorhis entered Yale University in the fall of 1919.  Once again, he was troubled by the 

conflict between the privilege that this educational opportunity represented and his perception of 

the Christian message.  To compensate, he threw himself into the work of the Young Men’s 

Christian Association (YMCA) on campus and in the surrounding community.  Away from his 

family, he adjusted his personal lifestyle to accommodate his religious convictions.  When he read 

about hardships endured by students in Europe, he turned off the heat in his room and 

determined to feed himself on less than a dollar per day.  He spent one spring vacation in a room 

rented in a slum dwelling from an Italian family and took great pride that “they never suspected 

that I was a Yale student” (ibid.,11). Voorhis felt that all social injustice was his personal 

responsibility and that his redemption depended on his work to alleviate suffering in the world.  

He wrote, “I believe deeply in individual responsibility for social sin and until that social sin has 

been erased, I must bear my share of that responsibility… [emphasis his]”  (ibid., 8).  This 

conviction became the core motivation for his actions for the rest of his life.    

Sometime during his years at Yale, Voorhis settled on a career as a teacher of 

underprivileged youth.  So, upon graduating Phi Beta Kappa in 1923, he rented a room in a 

working class boarding house in New Haven and went to work in the shipping department of the 

Winchester Repeating Arms Company.  The days were long, and the pay was poor, but Voorhis 
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found fulfillment in the friendships he made at work and in the boarding house.  As he described 

these days later, “…I was at peace with myself….I could pray with a whole soul” (ibid., 16). 

During this period, Voorhis’ political philosophy solidified, as well.  He described his thinking 

sometime later in a letter to his millionaire father.  He wrote, “I believe fundamentally and 

sincerely that the social order must be radically changed, that the profit system must be entirely 

done away with…I hope it may come peaceably with a minimum of maladjustment, but the 

essential thing is that it must come and I am for it [emphasis his].”  Although his understanding of 

the religious gospel formed the basis for his concepts of social justice, he had no patience for 

religious belief that endorsed the status quo.  He told his father, “I am left cold by the religious 

movements which attempt to justify our present world order and which pretend to be satisfied with 

it.” (Voorhis 1932). 

 

The Making of a Schoolteacher   

 

Jerry Voorhis and his new bride, the former Louise Livingston, arrived in Lake Villa, Illinois, in 

early 1925 to take a position at the Allendale Farm School .  Each morning, he delivered a short 

sermon at the daily chapel service, often after helping with early morning chores on the farm.  

Then, he taught fifth, sixth, and eighth graders a variety of academic subjects, followed by 

coaching athletics or working on the farm in the afternoons.  His evenings were spent preparing 

for classes and correcting student work.  Despite the hard work, Voorhis’ time at Allendale was 

exhilarating and fulfilling as he gained professional competence and confidence. Soon an offer 

came to start his own school in Laramie, Wyoming.  Voorhis gladly accepted. 

The Voorhis’ arrived in Laramie in August 1926, and within a few weeks Dray Cottage 

opened with thirty boys.  The boys attended local schools and performed all the household tasks 

needed to keep their large one-story group home functioning under the supervision of Voorhis 

and his wife.  Voorhis’ tenure at Dray Cottage taught him about the administration of an 

institution, and in early 1927, he received an offer to move farther west.  Charles Voorhis and Nell 

had retired to Pasadena, California determined to invest their golden years and considerable 

funds in the creation of a school for orphaned boys.  Charles Voorhis insisted that the school 

could only succeed if his son and daughter-in-law took up the reigns. 

 

The Making of a School 

 

The Voorhis Memorial School for Boys was established on a ranch consisting of 150 acres in 

the foothills of the San Gabriel Mountains in eastern Los Angeles County near the town of San 

Dimas.  Jerry Voorhis was delighted with the setting.  He wrote, “A more ideal location could 

hardly have been conceived, let alone found for a home and school for homeless boys” (Voorhis 
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1978, 28).  Throughout 1927-1928, Voorhis worked at an exhausting pace in graduate study, 

caring for his household and building the new school. 

In keeping with the progressive notion of the school as an integral part of community life, 

Voorhis worked to build a foundation of good will in the local community.  He hosted a dinner for 

local business leaders and met with school officials to place the boys who would not be taught on 

site.  Voorhis explained the school’s mission to reporters and invited them to the site.  A local 

newspaper declared that, with the school’s opening, “San Dimas takes its place among those 

American communities which are attempting to do their part in solving some of the country’s 

problems by working out new and, it is hoped, better practices in the training of the ‘citizens of 

tomorrow’” (San Dimas Press, Mid-winter 1929).  Throughout its years of operation, the school 

hosted Halloween parties, dances, lectures and recitals, religious services, and other events for 

the local community. 

Voorhis was very careful in choosing boys for the school.  He felt that the natural idealism of 

adolescent boys would best suit the school’s philosophy, “they are seeking a guide of life and a 

few principles to which they can give unqualified devotion” (Voorhis n. d.a).  He preferred orphan 

boys because he felt an obligation to offer this opportunity first to “such boys as, without schools 

of this type, would never know it” (ibid.), but also because “no sort of boys, except those who 

have known some great sadness or loss, could seize upon an ideal and work for it…” (Neville). 

Voorhis was also conscious of the need for ethnic and religious diversity.  The selection process 

was evidently effective.  Once a boy came to live at the school, he tended to stay until he 

graduated high school. (Voorhis 1971). 

The school opened in August 1928 with a classroom building, a dining hall/kitchen, three 

residential cottages, and a chapel, “the center of our community life” (Voorhis 1978, 28).  Six boys 

lived in the Voorhis’ cottage, and twelve each lived in the other two residences.  In future years, 

more residences would be added, to house up to sixty boys, along with offices, shops, a 

swimming pool that doubled as an irrigation cistern, and faculty housing.  In addition, citrus and 

avocado groves, vineyards, fruit and nut orchards, and vegetable gardens were eventually 

planted.  On August 15, Voorhis called the school together at his residence and delivered an 

impassioned speech outlining his vision, which included providing boys with a home life they had 

missed, a superior academic education, and marketable skills with which to make a living, but 

also something loftier.  Voorhis hoped for the dawn of a new social order founded on cooperation 

and social justice, “ I am eager to build a school community which will be a germ of the new 

world, which will combine Chrisitianity with a socially just and absolutely cooperative community 

life…I am not interested in teaching boys to be ‘successful’ in the sense in which the world terms 

success.  I want them to know God, and I think they can’t know him unless they are on fire for 

social justice [emphasis his]” (Voorhis1932). 
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School was seen broadly as the classroom, the field and workshop, and extra-curricular 

pursuits, each element playing its part in the development of worthy citizens. The school 

curriculum represented middle ground in the debate then raging among progressive educators 

over whether schools should serve the individual primarily or society.  Voorhis declared that the 

curriculum would comprise  “a synthesis between the life-needs and vital interests of the boys on 

one hand and the aims set up by educational theorists from a study of society on the other.” 

(Voorhis 1928, vi-vii). 

Mornings were set aside for the traditional academic subjects.  Science courses focused 

heavily on health, biology, and ‘nature study’ utilizing the campuses wild areas for field study.  

The school employed the social sciences to communicate values of social justice. ‘Industrial 

Geography’ was taught in 7th grade, ‘Modern Civilization’ and ‘Community Civics’ in 8th, and 

‘Social Science’ in 9th.  The latter course, taught by Voorhis himself, focused on social problems 

in American history.  The aims for the course included “1. A grasp of the big facts of American 

History and an understanding of where our present problems have come from…in the light of a 

developing concept of social justice.  2. Active citizenship.  3. Appreciation of the ideal of 

unselfish cooperation and value of dramatic sacrifice.  4. Social problems.  5. Development of a 

few well-considered ideals of needed social reform” (Voorhis n.d.b).  Harold Rugg’s textbooks 

were among the materials used. 

Afternoons were devoted to “Education for the World as it Might be” (Voorhis 1971). The 

academic curriculum was heavily project-based as the boys explored art, music, creative writing, 

mineralogy, foreign travel, drama, journalism, photography, aviation, and many other interests 

through a myriad of school clubs.  In addition, they gained practical experience in the school’s 

gardens and shops.  Through work, boys could make their “willing contribution to the life of the 

group…” or to earn money.  Voorhis had seen abuses of the work programs at other institutions 

and vowed that “a boy’s work will not be made his punishment, neither will the administration 

seek to save money by excessive employment of the boys at work which has no educative value 

for them” (Voorhis n.d.a).  Afternoons might also be spent in organized sports.  Like all other 

aspects of school life, though, the sports program existed to promote social reconstruction.  

Voorhis believed that, “in those games much can be done to strengthen the ideal of cooperation 

which the school aims to teach as the great principle of the society of the future as opposed to the 

present idea of competition” (Neville, 571).  

Appreciation and conservation of the natural world was another tenet of progressive 

education incorporated into the life of the Voorhis School.  Between the spring and summer 

terms, Voorhis took the boys camping in the Sierra Nevada Mountains, and there were regular 

climbing trips to Mt. Whitney, outings to the coast, and numerous other outdoors adventures for 

the boys.  The school eventually built a permanent camp on the eastern slope of the Sierras.  

There were  
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Religious instruction, both formal and informal, was a major factor in the weekly schedule.  

The school day included courses in New Testament at all grade levels, and student-led chapel 

services were held on Monday, Wednesday, and Thursday evenings, in addition to regular 

Sunday morning services.  Although religious ceremony was drawn from Episcopalian traditions, 

the school was not strictly denominational.  Instead, the school’s religious outlook reflected Jerry 

Voorhis’ understanding of the gospel as a force for social justice.  He explained, “The sort of 

Christianity in which the school believes is the Christianity which will never rest nor be satisfied 

until the nation and the world are made over into a society wherein all men are secure and the 

man who labors and cooperates with fellow members of the laboring class will be honored 

instead of the one who succeeds in getting ahead of and beating down his fellows.  In other 

words, the religion of this school insists upon a world in which men will not only dare to love one 

another and act as if they did, but one where the social forces will tend to encourage if not almost 

force them to do this” (Neville, 571-2).  The boys willingly gave up meals in order to raise money 

for social and religious causes, building a dormitory for lepers in India and funding missions work 

in Japan.  They provided Christmas baskets to needy families in the community, and even walked 

picket lines with striking workers.  Voorhis took pride in their activities, and in his part in their 

social education, “I believe our boys are the most religious school group in America.  I think the 

reason is that they have heard a religion preached which went fearlessly through all the ways of 

life today under a social system of organized selfishness and came out with a definite courageous 

philosophy of social transformation” (Voorhis 1932). 

 

Jerry Voorhis’ Legacy 

 

 The Voorhis School closed in 1938 due to Jerry Voorhis’ departure in 1936 to serve as 

the representative from California’s Twelfth Congressional District and financial reverses suffered 

as a result of the Great Depression.  Although imitators of the school did not spring up across the 

country as hoped, it did serve as a model for enlightened management of residential institutions, 

and for progressive educational practice in a region that had little of either.  It also laid the 

foundation for what has become the California State Polytechnic University at Pomona, whose 

motto, “learn by doing,” embodies the spirit of progressive education.  Perhaps its greatest 

legacy, though, was the school’s impact on the lives of the Voorhis Vikings themselves.  Jack 

Crippen, former mayor of El Monte, California, said “I have patterned my entire life around the 

principles Jerry Voorhis taught me at the Voorhis School”  (San Gabriel Valley Tribune, 10 

February 1980).  As a group, the Voorhis alumni lived out those principles.  Through their alumni 

association, they raised money for scholarship programs, lectureships, and other charitable 

works, but in Jerry Voorhis’ estimation, “they are just good citizens” (Voorhis 1971). 

 

2008 HICE Proceedings 
Page 5080



William Heard Kilpatrick and the Deniers  

 

William Heard Kilpatrick was born to James Hines Kilpatrick and Edna Perrin Heard on 

November 20, 1871, in White Plains, Georgia.  James Kilpatrick was the minister of the local 

Baptist Church and had five other children by his first wife.  Young Heard, as he was known in the 

family, was powerfully influenced by traits of both of his parents. 

His mother, having attended a Presbyterian school, had a more diverse religious 

upbringing than did her husband. Kilpatrick considered her more socially adept than his father. He 

credited her example of gentleness, kindness, and encouragement with much of his success as a 

teacher: “It was my mother, I think, who most made me what I am. The sympathetic regard for 

other people’s feelings lies at the basis of my teaching, both intellectually in understanding how 

the other person thinks and sympathetically in knowing how he feels and wishes to be treated” 

(Kilpatrick 1938).  However, Edna Kilpatrick also had firm moral convictions and did not hesitate 

to discipline her oldest son. Kilpatrick counted this discipline as a key factor in developing his own 

moral compass. He wrote, “My mother occasionally used a hairbrush or a peach switch. She was 

very kind otherwise and indeed never punished in anger … We learned from her well how to 

distinguish right from wrong on a better than authoritarian basis” (1943).  Mother and son shared 

an especially close bond, writing each other weekly once Kilpatrick left home for college.  Shortly 

after her death in 1925, Kilpatrick dedicated his book, Foundations of Method, to her as “Earliest 

and Best of My Teachers.”   

 His father was a more distant figure in Kilpatrick’s life, but no less influential. The Rev. 

James Kilpatrick was a serious-minded man of considerable intellectual power. His son ranked 

him with John Dewey and Edward L. Thorndike for quality of mind. James Kilpatrick engaged in 

“no light talk, no banter, no frivolity” (ibid., 7). He did not readily engage with his family, preferring 

scholarly pursuits or to work alone in his garden. Kilpatrick later wrote,  “If I have any fault to find 

with my father, it would be his lack of association with his children. I cannot now recall any 

familiar personal conversation between the two of us at any time” (n.d.).  As much as Kilpatrick’s 

mother contributed to his moral development, his father influenced his intellectual growth. He 

modeled incisive inquiry for his son. Kilpatrick recalled, “If anyone used bad thinking or bad logic, 

he caught the error and pointed it out” (Tenenbaum, 8). He credited his father as “the second 

great formative influence in my life. He helped me to believe in careful thinking as the great 

resource in all vicissitudes. He taught me, too, how to think and his stalwart integrity showed me 

what a strong personality can be” (Kilpatrick 1944, 323). 

Family life centered on religious observance. James Kilpatrick led family devotions at 

breakfast and dinner each day, and the children were required to memorize and recite Bible 

verses. Throughout his lifetime, William Heard Kilpatrick used Biblical allusions to illustrate points 

he wished to make, declaring that “the bible is a part of literature and it is therefore well to know 
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it” (1951a). Of course, the family attended church together regularly, where the lessons and 

songs learned at home were reinforced.  Sabbath observances were especially austere.  There 

was no playing for the children, no visiting friends, and no cooking. Meals were served cold. 

Still, the influences in Heard’s life were not entirely consistent with his father’s beliefs. As 

his half-brothers grew into adulthood, each had a strained relationship with his father. Kilpatrick 

reflected that they “inherited from their mother (the first Mrs. Kilpatrick) a seeming antipathy to 

asceticism and were in constant collision with the severe spirit of the household”  (Beineke 1998, 

16). Several of the brothers renounced their faith after leaving home, and one even named his 

children Darwin and Huxley to underscore the point. 

 In the summer of 1886, two events focused Kilpatrick’s attention on spiritual matters. Two 

of his half-sisters died of typhoid fever on the same day in August, and then a devastating 

earthquake hit Charleston, South Carolina, in September. When the Baptist Church held revival 

meetings shortly thereafter, Heard and a number of other teenagers professed their faith and 

joined the church. 

 Schooling in White Plains was traditional. Girls were seated away from the teacher and 

boys nearer the front. They learned to read using a phonics method that favored those with verbal 

intelligence.  Kilpatrick’s high school curriculum followed the classical college preparatory courses 

of the day. He studied Latin and Greek, algebra, geometry, English, and rhetoric. In 1888, at the 

age of seventeen, he joined one hundred other students entering Mercer University in Macon, 

Georgia. 

 

Higher Education 

 

At Mercer, Kilpatrick excelled at math and physics and considered engineering as a 

career. Then, during his junior year, he read Charles Darwin’s Descent of Man. Kilpatrick 

explained that “it gripped me, I found myself accepting it in full. This meant that I accepted fully 

the doctrine of evolution and … had to give up contrary doctrines which I had accepted from my 

youth” (n.d.). Kilpatrick recalled, “I did not have anything to put in its place … I now had no 

theology, but my social and my moral life continued in exactly the same way” (Tenenbaum, 14). 

In fact, to spare his father further pain from apostasy in the family, Kilpatrick never told him of his 

changed beliefs, and continued to follow the outward forms of religion. Throughout his life, 

despite his self-description as “a distinct and almost militant atheist” Kilpatrick advocated 

traditional Christian morality and even took part in religious services when convenient (Kilpatrick 

1919).  

 Kilpatrick graduated second in his class in 1891 and delivered his salutatorian address in 

Latin. He followed his half-brother Macon to Johns Hopkins University in Baltimore, where he 

encountered many bright young Southerners like himself.  He also encountered a new style of 
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instruction. In one math class, instead of leading students through a set of problems, the 

instructor allowed students to work on any problem they found difficult while he moved around the 

room to lend assistance. Kilpatrick was delighted. He recalled, “with this man we felt we were 

being considered and helped, which made a difference” (1965, 126).  Kilpatrick also first 

encountered Biblical higher criticism at Johns Hopkins. Higher criticism was a new approach to 

theology that analyzed the Bible by the same standards as any other work of literature. The 

practice cast doubt on centuries of accepted dogma. It must have accelerated Kilpatrick’s 

departure from his traditional faith. 

 

Teaching and Learning 

 

 By the end of the 1891-92 term Kilpatrick found himself short of funds, so he returned to 

Georgia to take a position at the newly constructed Blakely Institute in fall 1892. Kilpatrick taught 

mathematics, Greek, and Latin to grades eight through ten and served as superintendent of 

Sunday School at the Baptist Church in Blakely.  As supervisor of the school’s curriculum, he 

sought to implement the progressive ideas of Herbert Spencer, Frederick Froebel, Johann 

Pestalozzi, and Colonel Francis Parker. He organized student field trips, teacher seminars, 

abolished academic honors and report cards, and rejected authoritarian classroom management 

practices. Kilpatrick’s wit, penetrating mind, and humane approach left an indelible mark on his 

students. Eighty years later, he was still remembered fondly in the community (Chipman 1977, 

414). In his three years at Blakely, he also managed to save enough money to return to Johns 

Hopkins.  

 Kilpatrick’s second sojourn at Johns Hopkins was not as stimulating for him as the first. 

Restless, he took a course in the history of philosophy that profoundly affected his thinking on 

religion. The course caused him to realize that philosophical thought throughout the ages has 

been devoted to questions about God. He later explained that this realization “opened up a whole 

new world of thought to me, and it became, as I look back, a dominant part of my life … there was 

a time when I had cast out all such supernatural words as soul and God, but now I had to 

reintegrate these new ideas into my thinking” (Tenenbaum, 27).  By placing religious concepts in 

the respectable intellectual tradition of philosophy, the course dignified such thinking and allowed 

Kilpatrick to consider religious questions once more.  

 Still, philosophy was not enough to hold Kilpatrick at Johns Hopkins and by 1896 he was 

the principal of an elementary school in Savannah, Georgia. He spent that year experimenting 

with new ideas in schooling. He took steps to reduce class sizes in primary grades, abolish report 

cards, provide individualized instruction, and have teachers relate to students with sympathetic 

understanding rather than authoritarian punishments.  In short, Kilpatrick’s humane approach 
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blended progressive thought with the Biblical principle of the dignity of the individual learned in his 

home and church. 

 Toward the end of the school year, the president of Mercer University, Dr. Pinckney D. 

Pollock, visited Kilpatrick and invited him to teach at Mercer. Concerned about rumors of 

Kilpatrick’s unorthodox religious views, though, Pollock questioned him about his beliefs. 

Kilpatrick responded that, although he had once rejected religion, his time at Johns Hopkins 

caused him to reassess the place of religion in his life. He said that he did not accept church ritual 

or ceremony, but was strongly committed to a belief in the spiritual nature of man and the 

universe. Apparently this response satisfied Pollock, and Kilpatrick returned to Mercer in 1897 as 

professor of mathematics and astronomy. 

     Mercer once more expanded Kilpatrick’s horizons. He entered university 

administration, participated in an informal discussion group on educational issues, and he often 

attended summer schools to improve his knowledge of mathematics and pedagogy. In these 

venues he encountered John Dewey, with whom he was unimpressed, and G. Stanley Hall, who 

“has stirred me much in many matters” (ibid., 44). He also met Charles De Garmo, whose book 

Interest and Effort, Kilpatrick recalled, “opened up a whole new world to me, as no book ever 

before” (ibid., 37). De Garmo’s presentation persuaded Kilpatrick that “the starting point in all 

education-the crux of the educational process-is individual interest; further, that the best and the 

richest kind of education starts with this self-propelled interest” (ibid.). 

 Kilpatrick also led a student group, the Magazine Club, which became a vehicle for 

investigating his restless religious thinking. The group studied the relationship between science 

and religion, and questioned the nature of Christianity. They read Plato, Descartes, and Hume, 

and they compared the tenets of different religions. The result for Kilpatrick was the adoption of a 

form of Neo-Hegelianism in which the universe is seen as expanding, evolving, and 

fundamentally spiritual. The philosophy appealed to Kilpatrick because it endorsed goodness, 

morality, ethics, and spirituality without embracing a particular theological position. 

 By 1905, Kilpatrick was invaluable to Mercer University. Students saw him as a friend 

and intellectual authority. He also proved an able administrator, serving as university Vice-

President and taking over as Acting President for the ailing Dr. Pollock in 1903. However, he was 

still young, so when Mercer needed a permanent replacement for Pollock, the Board of Trustees 

chose Dr. Charles Lee Smith, formerly of William Jewell College in Missouri. Their decision 

precipitated Kilpatrick’s departure from Mercer University. 

 

The “Heresy Trial” 

 

 A backlash against the liberalization of traditional Protestant Christianity was brewing in 

the first decade of the twentieth century, culminating in the 1917 publication of The 
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Fundamentals, and fundamentalist sensibilities were active in Macon. In May 1905, the Mercer 

trustees dismissed three professors in favor of “men of more active piety” (Kilpatrick 1905a). 

Kilpatrick’s own religious thought came under attack the following school year. An impolitic 

remark to the fundamentalist minister of the local Baptist church indicating skepticism towards the 

doctrine of virgin birth seems to have begun the controversy. Rumors sprang up about the 

content of philosophical discussions between Kilpatrick and his students, possibly begun by 

jealous students who felt excluded from the talks. Students in the Young Men’s Christian 

Association sent Kilpatrick a letter demanding to know his position on basic Christian doctrines. 

Jealousy was not limited to students, however. Some Mercer faculty members, envious of 

Kilpatrick’s popularity with students, spread the rumors, and even President Smith may have 

been involved. 

The two men fell out almost from the start. Kilpatrick thought of Smith as an “egotist and 

lacking in deeper spirituality” (1905b). For his part, President Smith was wary of Kilpatrick. He 

had been warned that “you think you’re going to be president of Mercer. You won’t be. It’s that 

young Kilpatrick there; he’ll run Mercer” (Kilpatrick 1965, 15). Kilpatrick resigned as vice-president 

of Mercer, but the fall of 1905 was marked by continued skirmishes between the two. 

Events came to a head in spring 1906. In February, Kilpatrick caught Dr. Smith’s son 

cheating in class. Howell Smith denied the accusation, and the President defended his son. A 

faculty council investigated the charge and found that the younger Smith had indeed cheated and 

expelled him from Mercer. The remainder of the term was marked by tension and unconcealed 

contempt between the Kilpatrick and Smith, occasionally erupting in shouting matches. By the 

end of the term, the conflict with Smith and the rumors about his infidelity to Baptist doctrine 

weighed so heavily on Kilpatrick that he tendered his resignation to the Board of Trustees. Their 

three-day deliberation amounted to a heresy trial for Kilpatrick. 

One entire day was devoted to hearing Kilpatrick’s defense against charges of 

unorthodox belief. When asked his view of the deity of Christ, Kilpatrick spent half an hour 

quoting scripture in support of one side, then another half hour doing the same for the other side, 

finally concluding, “Gentlemen, I must be honest and tell you that I don’t know what the answer is” 

(Tenenbaum, 53). In the end, despite Kilpatrick’s honest defense and deep support among the 

faculty and the student body, the Board accepted his resignation. 

Kilpatrick was disappointed, and unemployed. His prominence in Georgia and his 

network of friends across the South gave him reason for confidence in his future, but the taint of 

his “heresy trial” had damaged his reputation. After much searching, Kilpatrick finally landed a 

position as a high school principal in Columbus, Georgia. 

Typically, Kilpatrick threw himself into his work, but he was not happy. He saw his 

position as beneath his achievements to date. In late May, his wife, Marie, succumbed to 

tuberculosis. Her passing left him distraught. He wrote in his diary, “Oh, the bitterness of leaving 
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her!  I weep aloud when I am by myself” (1907). Like many grieving widowers, Kilpatrick decided 

to make a radical life change. He moved to New York City to pursue his Ph.D. at Teachers 

College. 

 

Teachers College 

 

Kilpatrick recalled that “my entrance to [Teachers College] in September 1907 

represented what might be called an open break with my previous life work” (1965, 54). Among 

the trappings of his earlier life he shed was regular church attendance. Initially, he attended 

services at the Cathedral of St. John the Divine and joined a Sunday School, but he soon 

dropped these outward signs of religion. Kilpatrick’s departure from his own past accelerated the 

following spring when his father died. Reflecting on his father’s career, he concluded that James 

Kilpatrick’s intellectual potential was stunted by his religious beliefs (Kilpatrick 1908). This 

reflection evidences Kilpatrick’s increasing alienation from his religious roots, but it was his 

reacquaintance with John Dewey that changed the course of his life and thought.  He later wrote 

that “I myself came [to Teachers College] as a neo-Hegelian, but after studying under John 

Dewey, I shifted from that to the other thing [experimentalism]” (1965, 80). In time, Kilpatrick also 

saw a role for himself as “an interpreter of Dewey. He needs one” (1910). Kilpatrick grew to fill 

that role, translating Dewey’s ideas into principles for classroom practice. For his part, Dewey 

eventually considered him a collaborator, declaring “it has been a great satisfaction to me 

personally to have been associated with Dr. Kilpatrick in the effort to develop a philosophy of 

education” (Tenenbaum, x). 

 

Religious Elements in Kilpatrick’s Life  

     

By 1911, Kilpatrick had earned a Ph.D. and a spot on the Teachers College faculty as an 

assistant professor. He had also consciously rejected orthodox Christian theology. He wrote in his 

diary, “I have definitely given up all religion in the revealed or theological sense. I see no God of 

any sort anywhere” (1911). However, he remained ambivalent about religious elements in his 

personal life. The Christian morality learned in his childhood remained a hallmark of his character 

throughout his life. Despite his prominence in later years, he refused to engage in the egotism so 

prevalent in academia, retreating instead into Christian modesty. He wrote, “In some quarters I 

am even counted a great man, but I know better, and hope I always let it be seen that I know 

better” (1927).  

Kilpatrick was also conflicted about outward religious observance. Throughout his life he 

engaged in religious ceremony when it seemed easier to do so than to oppose it. When visiting 

family in Georgia, he consented to attend religious services rather than embarrass them, even 
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though he worried that this desire to please others might tempt him to hypocrisy.  He also 

employed religious ceremonies to mark the important events in his life.  When he married 

Margaret (Rita) Pinckney in 1908, the wedding was held in New York’s Church of the Holy 

Apostles and when Rita died three decades later, her body lay in Saint Luke’s Chapel in New 

York before being transferred to Charleston, South Carolina, for a burial service presided over by 

the minister of Saint Michael’s Episcopal Church. When Kilpatrick married Marion Ostrander two 

years later, the ceremony was taken from the Episcopal Book of Common Prayer. Even his own 

funeral in 1965 was held in White Plains Baptist Church, complete with prayers, Bible readings, 

the hymn “Abide with Me,” and a minister from Mercer University officiating.  Despite his claims of 

unbelief, Kilpatrick employed traditional religious ceremonies to mark life’s milestones.  

 Kilpatrick was also of two minds about religious instruction for children. Although he once 

advised the superintendent of Minneapolis schools to prohibit the distribution of New Testaments 

to elementary students, he allowed his daughter Margaret to receive “a mild form of Biblical 

theology with the hope that it will the more readily go away” (Kilpatrick 1911). He even composed 

a prayer for New York schools, which included a pledge to uphold the Golden Rule.       

 Growing up in the rural South, Kilpatrick had been exposed to religious bigotry, and this 

bigotry occasionally resurfaced in diatribes against the Catholic Church. After a discussion with a 

number of Catholic educators, he described their educational philosophy as “simply bad thinking 

that couldn’t make a stand outside the authoritarianism of the sheltered cloisters of the R.C 

schools … Whatever thinking these people do, they have to do it in spite of their philosophy” 

(1951b). Although he usually criticized Catholics for a certain rigidity of thought derived from 

obedience to church dogma, later in life, Kilpatrick’s criticisms turned to dark suspicion. He wrote, 

“The ambitious aim of the Roman Catholic Church is to capture America … and the hierarchy is 

very ambitious and not too scrupulous” (1950). He termed Catholicism “the most active enemy to 

intelligent civilization we have” (1949). 

 Despite Kilpatrick’s disparagement of traditional religious thought, he frequently used 

religious imagery and Biblical allusions in his work. He described the goal of education in Biblical 

terms as “the abundant life” (1916). When asked by a group of teachers thirty years later how to 

implement his ideas, he responded, “You do what the greatest of all teachers said to do, ‘I came 

that you might have life and that you might have it abundantly’” (Beineke, 252).  Even the 

noteworthy Kilpatrick Discussion Group was limited, consciously or not, to twelve members, the 

number of Christ’s apostles.    

Certainly, the Christian worldview suffused Kilpatrick’s mindset from an early age. 

Kilpatrick himself acknowledged the profound impact of past experience on present life. He wrote, 

“Our nature at any given time is what we have learned to be under the coercion of our past 

circumstances” (Bartlett 1943, 123). Kilpatrick’s past religious experiences influenced his 

professional as well as his personal life. 
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Religious Elements in Kilpatrick’s Work 

 

Kilpatrick’s personal moral commitments also influenced his opinions about the goals of 

education. Scrupulously honest in his own affairs, Kilpatrick insisted that honesty was an integral 

part of the curriculum. In his landmark Foundations of Method he asked readers, “Do you think 

truth telling less essential to life than certain words in the spelling list?” (1925, 365). In fact, 

Kilpatrick saw the development of proper attitudes and character as a key educational task, and 

he frequently addressed these issues in his speeches and writing. In Selfhood and Civilization 

(1941), he argued that the “good life” was based on ethical character, service to humanity, nobility 

of outlook, and other values found in Judeo-Christian social thought. 

The influence of Kilpatrick’s religious upbringing goes even farther than his advocacy of 

traditional morals and values. It appears in his most fundamental views of learning and human 

nature. Kilpatrick adopted the Biblical view that human nature was fixed. He may not have 

described it as essentially evil, as in traditional Christian anthropology, but he rejected the 

progressive notion that children were naturally good. He wrote that some children possess, “a 

pathological self-centeredness” (1941, 8-9). He even advocated traditional means of child rearing. 

In his Source Book in the Philosophy of Education, he quoted John Wesley: “Break your child’s 

will in order that it may not perish … It should be forced to do as it is told, even if you have to whip 

it ten times running. Break its will, in order that its soul may live” (Kilpatrick 1923, 334). Kilpatrick’s 

prescription for taming selfish and stubborn children was education. In his Philosophy of 

Education, he quoted John Ruskin, “Education does not mean teaching people what they do not 

know. It means teaching them to behave as they do not otherwise behave” (Kilpatrick 1951c, 

314). 

Kilpatrick asserted that “the psychology of the Bible was extraordinarily true,” and 

adopted a Biblical conception of knowledge (Kilpatrick 1928, 135). Throughout the Bible, 

knowledge is associated with the ability to do, not just say. A classic formulation of this idea is 

found in the Book of James: “Even so faith, if it has no works, is dead, being by itself. But 

someone may well say, ‘You have faith, and I have works; show me your faith without the works, 

and I will show you my faith by my works.’” Kilpatrick felt that western education had gone astray 

by emphasizing thought over practice. Instead, Kilpatrick believed that students must internalize 

their lessons and then practice them in the real world. This conception shaped his view of the 

nature of learning and teaching. “Ideals, attitudes, appreciations, correlative habits,” he wrote, 

“can be acquired only in life situations where they will find their natural habitat” (1929). This 

dictum formed the basis of Kilpatrick’s Project Method. 

Two other prominent elements in Kilpatrick’s work also seem to arise from his early 

religious training. First, Kilpatrick’s educational thought was grounded in recognition of the 
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importance, dignity, and value of the individual. His pedagogical approaches considered the 

needs of the individual learner first, and the subject matter to be taught second. Kilpatrick’s 

individualism may stem from his early exposure to Baptist theology. Baptist soteriology posits the 

necessity of a unique, individual encounter with God. More broadly, the conception of man as a 

creature uniquely fashioned in the image of God, and therefore individually valuable, is found 

throughout the Judeo-Christian ideological consensus. The concept appears in Kilpatrick’s 

definition of selfhood as “the sanctity of the human personality,” drawn from “the Hebraic-

Christian outlook” (Kilpatrick 1941, 60). Later, he argued that valuing the individual was vital to 

democracy, “When we so treat another that he too can set up ends and live and develop himself 

… then we are treating him as an end in himself” (1951c, 114).  Second, as a child Kilpatrick 

learned about the interconnectedness of humankind as he heard the Church described as a 

“body” with constituent members each integrally related to the other. In Foundations of Method he 

reflected this idea in claiming that children must learn to “put the common good ahead of 

everything else, and to subordinate it to all mere private or personal advantage” (1925, 126-7). 

The Judeo-Christian emphasis on both the individual and the community is clearly seen in 

Kilpatrick’s thought and work. 

 Kilpatrick’s ideas were so compatible with Christian thought that Christian publications 

touted them. The Christian Leader lauded Kilpatrick’s educational philosophy and the call for 

reform that sprang from it. Congregationalist praised his Education for a Changing Civilization for 

the “freshness, power, and originality of much of [his] analysis” (1927). 

 

William Heard Kilpatrick’s Legacy 

 

 Religious influences experienced in childhood help to shape the worldviews we carry into 

adulthood. These influences reveal themselves in our professional as well as our personal lives. 

For his part, William Heard Kilpatrick was a Denier, declaring religion to be “bad science, doubtful 

philosophy, and improbable history” (1921).  He advised others to find another foundation for 

religion than “God, the bible, or immortality” (1920). Yet, he freely embraced religion as a source 

of morality. Kilpatrick’s focus on the learner as well as the subject matter arose from his 

commitment to the Judeo-Christian belief that each individual has value. His efforts to 

communicate subject matter through real life experience has its base in the Biblical concept of 

knowledge. These two thrusts of Kilpatrick’s work are inextricably embedded in present-day 

school practice. 

Ultimately, Kilpatrick himself recognized his inability to escape religious influences. 

Reflecting on his ability to juggle the religious elements in his work with his anti-religious 

sentiments, he wrote, “All my life it has been easy for me to live a divided existence” (1959).  
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Many progressive educators like Kilpatrick chose to make peace with the religious truths they had 

faithfully accepted as children by living such divided lives. 

 

John Dewey and the Reinterpreters 

 John Dewey was born on October 20, 1859 in Burlington, Vermont to Archibald Sprague 

Dewey and Lucina Rich Dewey, the third of their four sons.  His mother seems to have been the 

largest influence on his early spiritual life.  Lucina Dewey was from a venerable New England 

family whose religious life, in the words of one Dewey biographer, “had evolved into a 

comparatively cool, urbane Universalism” (ibid., 3-4).  On a family visit to Ohio while she was a 

teenager, though, she discovered the hot passion of revivalism.  She soon converted to 

evangelicalism and carried that devotion into her marriage and her parenting.  Late in life, John 

Dewey recalled his mother quizzing her sons to ensure that they were “right with Jesus” (Hook, 

264). 

The family attended the First Congregational Church of Burlington, a staid, quiet 

congregation, more given to an intellectualized orthodoxy than emotional revivalism. John Dewey 

joined the church at eleven years of age, with a membership application written by his mother.  It 

stated, “I think I love Christ and want to obey him.  I have thought for some time I should like to 

unite with the church.  Now, I want to more, for it seems one way to confess Him, and I should 

like to remember Him at the Communion” (quoted in Dykhuizen, 6).   

Reverend Lewis O. Brastow led the Burlington congregation, and his teaching helped 

mold John Dewey’s early worldview.  Brastow taught an orthodox interpretation of the nature of 

Christ and personal salvation and sanctification, but he also stressed the power of human intellect 

in understanding spiritual matters.  He wrote, “ . . . human intellect may venture to deal with the 

facts of revelation and of religious experience and bring back valid results” (Brastow, 188).  This 

view departs from the traditional Calvinist doctrine of the total depravity of man, meaning that all 

of man’s faculties were influenced by the Fall and none can be trusted.  Rather, it leans toward 

the Thomist theory that only the intellect remains unstained by the Fall, and is thus able to truly 

understand spiritual things.  Early on, then, Dewey was encouraged to engage his mind in 

transcendent things. 

Brastow also emphasized the communal nature of spiritual development.  Redemption 

and sanctification, he wrote, “ . . . are not wholly of individual men in their isolation from their 

fellows, but of men in their associate life. . . . No man ever finds completeness in himself. . . .We 

come to the perfect man, to the perfect stature in Christ, only in our associate life” (Ibid., 24-25).  

In addition, Brastow added that redemption is not just for individuals, but for society, “It 

[redemption] is the building in and the building up of men into the body of Christ. . . . Men must be 

won to a common life and built up together in it” (Ibid.).  So, from his youth, Dewey was 

surrounded with the concepts of human development as a socially mediated task, and of social 
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reconstruction as a worthy human endeavor.  These ideas remained central to his work 

throughout his life.  

Dewey seems to have lacked the sense of personal peace and assurance, the conviction 

of one’s own right standing with God, which is essential to the well-adjusted evangelical believer.  

Perhaps his mother’s insistent reminders to seek God’s forgiveness hindered him, or perhaps it 

was Dewey’s naturally introspective nature and penchant for comparing himself to others that 

prevented the formation of this conviction (Dalton, 26).  Both tendencies would seem to focus too 

much on self and too little on the object of faith to develop a healthy spiritual self-image.  Without 

an inner assurance of righteousness before God, evangelical Christianity becomes a vicious 

cycle of moral guilt and fear of condemnation in which few can exist for long.  Dewey had the 

added burden of inculcating through his church an essentially Calvinist theology, which minimizes 

the efficacy of human effort in salvation.  As a result, Dewey spent his youth in anguished 

introspection as he sough to understand his role in his own redemption. 

The strictures of New England social and religious life added to Dewey’s austere 

childhood.  Chief among these was the solicitude of his mother, who seemed to want to 

superintend all aspects of his life.  She forbade her sons from dancing, playing cards, billiards, 

gambling, drinking, and frequenting places that featured these activities.  She constantly 

questioned them about their behavior and their motives (Dykhuizen, 6).  

At the same time, Dewey and his brothers were permitted to read as broadly as they 

chose, and they ranged as far as the public library allowed.  Dewey’s independent reading 

supplemented the classical curriculum track he pursued in the local high school.  He grew 

comfortable in the world of books and ideas, and, after completing high school in just three years, 

he enrolled in the University of Vermont in 1875 at the age of fifteen.  The combination of 

adolescent differentiation from his mother’s pietistic practices, his own restless intellect, and the 

freedom to investigate alternative ideas all served to prepare John Dewey for the intellectual 

journey of higher education. 

 

Philosophizing Religion 

 

At the University, Dewey again followed a classical curriculum, studying Greek, Latin, 

ancient history, and mathematics, and earning only mediocre marks until his junior year (ibid., 

12).  In that term his imagination was sparked by a course in physiology.  The instructor taught 

the course from an evolutionary standpoint and drew heavily from the works of T.H. Huxley.  

Huxley’s portrayal of the unity of organism affected Dewey deeply.  Dewey recalled that he 

“derived from that study a sense of interdependence and interrelated unity that gave form to 

intellectual stirrings that had been previously inchoate, and created a kind of type or model of a 

view of things to which material in any field ought to conform” (1930, 147).  Huxley’s ideas 
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spurred Dewey to read more philosophy, particularly those works dealing with the implications of 

modern science for religious thought.  His philosophical thinking gained steam in his senior year, 

when he took capstone courses entitled “Political and Social Philosophy,” taught by Matthew  H. 

Buckham, and “Mental and Moral Philosophy,” taught by H.A.P. Torrey, who became Dewey’s 

mentor.  Both courses were wide-ranging and challenging, and both reflected the intuitionist 

position accepted by the New England religious establishment.  Simply put, intuitionism states 

that moral right and wrong are self-evident through human intuition.  Popular sayings such as “let 

your conscience be your guide” reflect this belief.  Religious apologists have drawn the 

conclusion that, since all mankind has similar moral intuitions, a conscience, then those intuitions 

must have a common source, God. 

Dewey graduated second in his class from the University of Vermont in 1879.  He earned 

a Bachelor of Arts degree and was elected to Phi Beta Kappa, but had no particularly bright 

prospects for the future.  Eventually, through the auspices of a relative, he landed a position 

teaching high school in Oil City, Pennsylvania in the fall of 1879.  Here, he finally achieved an 

inner assurance that allowed him to make peace between the demands of his religion and the 

reality of his own life, and it came as something of a mystical experience.  One evening, Dewey 

was again questioning the degree of his devotion to God, when he was suddenly flooded with a 

comforting sense of oneness with the universe, and of relief in the attendant conviction that his  

puny concerns did not matter.  He later explained, “I’ve never had any doubts since then, nor any 

beliefs.  To me faith means not worrying…I claim I’ve got religion and I got it that night in Oil City” 

(Eastman 1941, 673).  This was the breakthrough that freed Dewey from his agonies of religious 

introspection and allowed him to follow his restless intellect wherever it led. 

In 1881, Dewey was offered a teaching position at Lake View Seminary in Charlotte, 

Vermont.  The job was only for the winter term, which allowed him the fall of 1881 to continue his 

studies.  He contacted his former professor, H.A.P. Torrey, and the two met frequently that year 

to discuss issues of epistemology and metaphysics.  Torrey had a profound influence on Dewey, 

tutoring him in the philosophy of Immanuel Kant and how it provided a counterbalance to 

scientific skepticism.  Kant allowed that scientific knowledge touched only on areas perceivable 

through the senses.  Therefore, science has no power to assess realms of existence beyond 

nature.  Torrey and others whose philosophy served Christian orthodoxy leveraged Kant to argue 

the validity of revelation as a source of knowledge about supernatural things.  Dewey must have 

taken comfort from these discussions.  He was not yet ready to leave Christian orthodoxy behind, 

and Torrey offered an intellectually defensible basis for faith. 

Dewey determined to continue formal studies in philosophy, and Torrey recommended 

him for admission to Johns Hopkins University.  He wrote that Dewey showed a “marked 

predilection for metaphysics” (quoted in Dykhuizen, 26).  Dewey was accepted for the Ph.D. 

program in philosophy in 1882. 
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Intuitionism to Hegelianism 

        

At Johns Hopkins, Dewey met George Sylvester Morris, a leading neo-Hegelian 

philosopher.  He remembered Morris’ “intellectual ardor,. . .  an ardor for ideas which amounted to 

spiritual fervor” (Wenley, 313).  Letters Dewey wrote during this time to Torrey and to William 

Torrey Harris, the editor of the Journal of Speculative Philosophy, are filled with discussions of 

Morris and his ideas.  Morris introduced Dewey to the philosophy of Georg Wilhelm Friedrich 

Hegel, and Dewey recalled embracing Hegel as an “immense release, a liberation” (1930, 19).  

Hegelianism appealed to Dewey for several reasons.  Dewey was disturbed by dualisms that set 

up walls of separation between, say, the perception of a thing and the thing itself.  This may have 

developed early in his childhood as his theological instruction had underscored the unbridgeable 

gulf between God and man, nature and the supernatural, and the elect and non-elect.  He 

referred to his inculcation of these concepts as an “inward laceration” that arose from a New 

England culture that stressed “divisions by way of isolation of self from the world, of soul from 

body, of nature from God” (ibid.).  He also speculated that “an overemphasis on evangelical 

morals had given me a feeling of alienation from the world” (Eastman 1947, 287).  In any event, 

the Hegelian worldview provided Dewey a way out of the dualism.  Hegel’s view was that reality 

was a unity, an organic Mind differentiated into many interrelated finite minds.  The overarching 

unity of this system appealed to Dewey.  At the same time, Hegel allowed Dewey to stay within 

the intellectual camp of theism, albeit a type of philosophical pantheism.  He was not yet ready to 

completely cut loose the moorings of his religious upbringing. 

Dewey completed his doctoral thesis on the psychology of Kant and was awarded the 

Ph.D. degree in 1884.  In July, he was invited to join the Philosophy faculty at the University of 

Michigan, where George S. Morris had gone to teach.  It was during his time at the University of 

Michigan that Dewey finally reinterpreted Christian theology to match his emerging beliefs about 

the foundations of human thought and morals. 

The University of Michigan in the 1880s was influenced by the religious culture of the 

Midwest.  In fact, students complained that the Philosophy Department purposely avoided certain 

topics and authors “in order to counteract, so far as is possible, the growing skepticism and 

agnosticism” on campus (quoted in Dykhuizen, 45).  Professors in other departments on campus 

remarked that the philosophy department was “pervaded with a spirit of religious belief” (ibid., 47).    

Morris and Dewey responded by adding new courses, but they retained a framework that made 

room for Christian orthodoxy.  Dewey asserted that Hegelian philosophy was essentially “identical 

with the theological teaching of Christianity,” and that the moral cannot emerge from non-moral 

matter.  He concluded that “whatever banishes God from the heart of things, with the same edict 

excludes the ideal, the ethical, from the life of man” (1887).  Even in his emerging work in 
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psychology, Dewey felt the need to defend the supernatural origins of mind.  He argued in “Soul 

and Body” (1886) that the needs of the soul dictate the structure of the brain and nervous system, 

not vice versa. 

In addition to his writing, Dewey’s religious activity at this time serves as a barometer of 

his thought.  Soon after arriving in Ann Arbor, Dewey joined the First Congregational Church, 

teaching Bible classes and participating in other aspects of church life.  On campus, Dewey 

actively supported the Students’ Christian Association, teaching Bible classes for members and 

addressing Sunday morning meetings.  His topics included “The Obligation to Knowledge of 

God,” “Faith and Doubt,” and “The Place of Religious Emotion,” sermon titles to make a New 

England clergyman proud.    

 It should be noted that Dewey began to apply his philosophical conclusions to social 

institutions during this period.  In his essay, The Ethics of Democracy, Dewey asserted that 

society is not a collection of individuals, but a social organism with its members inextricably 

bound together by common beliefs and goals.  He claimed that the individual finds true fulfillment 

of personality only through community.  These assertions are drawn directly from Christian 

ecclesiology, in which each individual member of the Church serves a vital function as part of the 

larger Body of Christ.  At the same time, he rejected socialism as stifling to individual initiative and 

responsibility, opting instead for a humane economic system in which “all industrial relations are 

to be regarded as subordinate to human relations, to the law of personality” (26).  Again, this is 

simply a reinterpretation of the Biblical anthropology that human beings bear the image of God, 

and therefore cannot be treated as mere commodities.  He began to apply these ideas to schools 

as one of the University of Michigan’s Visitors, accrediting high schools throughout the state.  He 

also helped form the Michigan Schoolmasters’ Club as a forum to organize the study of school 

problems.  

 Along with teaching, church life, and his developing interest in schools and in concepts of 

democracy, John Dewey also continued in his quest to harmonize seemingly disparate concepts; 

to overcome the Calvinist dichotomies of his youth.  In this case, Dewey brought together the new 

physiological psychology with neo-Hegelianism to form a unified system of thought.  First in a pair 

of articles published in Mind in 1886, then in his 1887 book Psychology, Dewey argued that 

empirical psychology supports metaphysical idealism.  These writings vaulted Dewey to national 

attention.  Despite scathing criticism from such luminaries as William James and G. Stanley Hall, 

Dewey’s book was adopted as a text at leading state universities and Ivy League colleges.     

 Perhaps the most significant connection Dewey made during this time was his marriage 

in 1886 to Harriet Alice Chipman.  Her grandparents, who were non-conformists, raised Chipman 

and she acquired from them a certain skepticism toward organized religion.  She was reputed to 

have “a deeply religious nature but had never accepted any church dogma” (Schillp, 21).  She 

helped Dewey to see religion in a new way, apart from any particular institutional expression of it.  
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Their daughter wrote that Alice led John to “the belief that a religious attitude was indigenous in 

natural experience, and that theology and ecclesiastic institutions had benumbed rather than 

promoted it” (ibid.).  Alice Dewey’s influence on her husband’s thinking was profound throughout 

his life. 

Due in part to the popularity of his Psychology, Dewey was invited to the University of 

Minnesota in 1888 to serve as professor of mental and moral philosophy.  The move, however, 

did not signal a break from his past.  Dewey taught a course in Natural Theology, which included 

the proofs of God’s existence evidenced in nature and in mankind.  In addition, he wrote an article 

that year, “The Philosophy of Thomas Hill Green,” in which he showed that Green’s philosophy of 

religion was harmonious with Christianity (1889).  He still had not moved from dealing with his 

religious background on its own terms to devising a new interpretation of his experience. 

 

Reinterpretation of Religious Experience 

 

 George S. Morris died suddenly in the spring of 1889, and Dewey was invited to fill the 

vacant post and head the Department of Philosophy.  Upon the family’s return to Ann Arbor, 

Archibald and Lucina Dewey came to live with them.  Perhaps the presence of his mother 

inhibited any headlong rebellion against his upbringing, or perhaps John Dewey simply reverted 

to his accustomed habits in Ann Arbor, but he did not depart drastically from his previous religious 

thought and practice.  Dewey offered a special seminar entitled “The Development of Christian 

Philosophy in the First Four Centuries After Christ” within the Philosophy Department and 

resumed his affiliation with the Students’ Christian Association.  He taught in the Association’s 

Bible Institutes and again spoke at Sunday morning meetings.  In fact, the final lecture Dewey 

gave in Ann Arbor was at a meeting of the Association.  He also resumed membership in the First 

Congregational Church of Ann Arbor.   

 In the absence of Morris’ intellectual leadership, though, Dewey’s thinking was gradually 

changing.  More and more, William James’ biological conception of mind became central to 

Dewey’s thinking, supplanting Hegelian idealism.  He wrote that James’ construct “worked its way 

more and more into all my ideas and acted as a ferment to transform old beliefs” (1930, 24).  His 

writing increasingly reflected the view that logic was not the conformity of the individual mind to 

processes and structures ordained by an absolute Mind, but simply the habits of thought that 

produce meaningful results in the natural world.  Similarly, moral ideals do not transcend the 

human milieu, but arise from it, as “working hypotheses of action” in human relations (1894, 41).  

Here, finally, was the genesis of Dewey’s experimentalist philosophy.  

   Experimentalism began to influence his religious thought.  He declined an invitation to 

join the Students’ Christian Association’s Board of Directors in 1893 when the organization began 

requiring adherence to the tenets of evangelical Christianity as a condition of membership, and 
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although he was active in church, his view of Truth, the Church, and the Christian message was 

changing.  Dewey came to see truth no longer as a body of specific propositions revealed to man 

by God and defended and maintained by the unique institution of the Church, or even as 

conceptions that harmonized with an absolute Mind.  Instead, Dewey reinterpreted the theological 

notion of Truth in experimentalist terms, as knowledge developed by human reason using 

scientific processes. 

Dewey reconceptualized the Church’s historical mission from spreading the gospel to that 

of disseminating knowledge, then dismissed the Church itself as too restrictive to effectively do 

so.  The mystical union of the many into one Body in the Church became the brotherhood of man 

based on a common knowledge base.  In an address to the Students’ Christian Association, 

entitled “Christianity and Democracy,” Dewey called for democratic institutions to supplant the 

Church because democracy creates more suitable social conditions for eliminating “the barriers 

which hold truth from finding expression . . . its movement, its complete distribution or service” 

(1893, 67).  Dewey wrote that the Church, 

can claim no longer to be the sole, or even the preeminent representative in the 
cause of righteousness and good-will on earth; that partly through, and partly 
without, its own activities, the ideal which at the outset it represented, has now 
become a common fact of life; so that its present duty is to take its place as one 
among the various forces of social life, and to co-operate with them on an equal 
basis for the furtherance of the common end (1894a, 153). 
 
So, by reinterpreting the notion of Truth, Dewey effectively revised traditional theology 

and ecclesiology.  If truth is simply scientifically mediated knowledge, then there is no need for 

special revelation or a Revealer.  Neither is there any need for a divine institution to maintain 

doctrinal purity since the scientific method serves that role.  In his reinterpretation of truth as 

knowledge, Dewey had simultaneously developed a unified theory that joined epistemology, 

theology, and political science and managed to make a graceful accommodation with the faith of 

his childhood by retaining its forms and terminology, but imbuing them with new meanings.  

Consequently, Dewey had no more need for religion.  When he moved to Chicago in 1894 to 

chair the Department of Philosophy at the University of Chicago, he joined no church and 

withdrew his membership in the First Congregational Church of Ann Arbor without requesting it 

be transferred to another congregation.  Instead, Dewey himself took on the role of apostle of 

democracy, education, and a progressive social order for the remainder of his life.  

  

John Dewey’s Legacy 

 

Although John Dewey was able to escape his religious upbringing to some extent on a 

personal level, the ideas of Christianity and the cultural consensus it produced continued to 

influence his work.  Fundamental to all that followed was Dewey’s belief in the inherent value of 
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the individual.  In theological terms, human beings have value due to the imago dei  stamped on 

each individual.  All of Dewey’s philosophy begins and ends with human experience as 

encountered by the individual; not an ethereal, generalized ‘human condition,’ but real, practical 

‘life as it is lived’.  In fact, it was the centrality of practical experience in Dewey’s educational 

theory that caused ‘Dewey schools’ to stand out.  By exalting human experience, Dewey retained 

the religious concept of inherent worth of the individual without resorting to theology. 

At the same time, Dewey held that human development happens only in the social 

context, as shared experience.  One biographer of Dewey attributes this idea to the doctrine that 

Dewey learned in his youth that only life lived in community results in moral and spiritual 

perfection (Dykhuizen 8-9).  In The Ethics of Democracy, Dewey claimed that human society is a 

type of organism whose members are bound by internal ties expressed in common purposes and 

ideals.  This idea echoes the Biblical concept of the Church as one Body with many members 

contributing to the whole, but without the theological baggage. 

Dewey’s application of the notion of human development in social context to the 

educative process was a hallmark of progressive education.  First, he applied the concept of 

social learning to the individual child.  He listed “the interest in conversation or communication” 

first among the “fourfold interests” of children that provided the foundation for child-centered 

progressive education (1956, 47-8).  Second, Dewey’s very definition of education is social.  He 

wrote, “I believe that the only true education comes through the stimulation of the child’s powers 

by the demands of the social situations in which he finds himself” (1897, 3).  Indeed, the child 

himself is defined only as a social entity, “If we eliminate the social factor from the child we are 

left with only an abstraction” (ibid., 6).  Finally, the subject matter is social, centering on “the 

child’s own social activities” (ibid., 11).  Dewey reserved his harshest critique for the school that 

“endeavors to prepare future members of the social order in a medium in which the conditions of 

the social spirit are eminently wanting” (1956, 15).  So, Dewey’s entire educational philosophy, 

and the bedrock of progressive education, is the proposition that humankind is inextricably knit 

together in fundamental ways.  A concept originally developed and propounded in the Church 

was stripped of religious meaning and reinterpreted by Dewey.  

Even those elements of his early beliefs that Dewey found distasteful  shaped his later 

work.  The dualisms of Calvinism that Dewey found untenable provided a lifelong impetus for him 

to search for unity and integration.  Dewey applied the concept of integration to education in a 

number of ways.  First, he proposed an integration of subject content.  He wrote, “We must 

conceive of work in wood and metal, of weaving and sewing, and cooking as methods of living 

and learning, not as distinct studies” (ibid., 14).  Second, he called for greater integration of the 

school into the larger community, “. . . the school itself shall be made a genuine form of active 

community life, instead of a place set apart in which to learn lessons” (ibid., 14).  This integration 

was necessary because “. . . the school has been so set apart, so isolated from ordinary 
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conditions and motives of life that the place where children are sent for discipline is the one place 

in the world where it is most difficult to get experience . . . ” (ibid., 17).  Integration of content and 

of the institution into the larger community was vital to Dewey’s grand conception of education as 

integral to all of life.  His famous statement of this conception was, “I believe that education, 

therefore, is a process of living and not a preparation for future living” (1897, 7). 

In a more general way, the habits of faith and work that Dewey learned in his childhood 

found expression even after other things supplanted the objects of faith.  The devotion with which 

he adopted ideas was formidable, whether the ideas were tenets of orthodox Christianity or his 

later substitutes for them.  In addition, the all-encompassing moral nature of life in the Christian 

tradition stayed with Dewey even when he left organized religion behind.  As an apostle of 

democracy and of education, he wrote voluminously on the subjects throughout his life.  He even 

employed religious terminology to promote his ideas.  In arguing for the application of scientific 

methodologies to social policy, he wrote, “Great as have been the social changes of the last 

century, they are not to be compared with those which will emerge when our faith in scientific 

method is made manifest in social works (emphasis mine)” (1931, 330). 

Dewey’s faith in the scientific method was rivaled only by his faith in democracy and its 

moral power.  Jane Dewey wrote of her father’s belief that “democracy is a way of life, the truly 

moral and human way of life, not a political institutional device” (Schilpp 1939, 29).  He also 

imbued the educational practices he espoused with moral power.  In Moral Principles in 

Education, Dewey declared that, “Apart from participation in social life, the school has no moral 

end nor aim” (1909, 11).  Later in the same book, he listed characteristics, including school 

content and methods stressing the active and social natures of the child, that indicated, “so far as 

these ends are met the school is organized on an ethical basis” (ibid., 44).  He reiterated the 

moral dimension of schooling in his landmark work Democracy and Education, although he had to 

redefine morality in order to do so.  He wrote, “All education which develops power to share 

effectively in social life is moral. . . . Interest in learning from all the contacts of life is the essential 

moral interest” (1916, 418). 

 

Conclusion 

 

Making sense of youthful religious devotion and enthusiasm in the sober light of 

adulthood is an important component of growth and healthy adjustment.  Progressive educators 

tended to explain themselves to themselves by consciously integrating their religious beliefs in 

their adult pursuits, by denying the reality of those youthful experiences, or by reinterpreting 

religious experience as something else.  By whatever means they sought to make peace with 

their youthful experiences, though, they could not escape the influences of religion on their 

worldviews.  Progressive conceptions of the social and moral aspects of education grew from 
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religious ideas, and many progressive educators professed these conceptions with a missionary 

zeal akin to that of their more religious forebears.  Paul Hanna, the originator and promoter of the 

progressive ‘expanding communities’ social studies curriculum model, even declared that, ” I 

suppose in another generation, back a generation, I would have been a minister or a missionary” 

(Stallones 2002, 15).  This missionary zeal helped the tenets of progressive education become 

entrenched in American schools.  Also, many progressive educators, consciously or 

unconsciously, carried the moral understandings imparted by religion into the humanistic creed 

that distinguished progressive theory and practice.  In addition, some progressives, the social 

reconstructionists, saw the schools as vehicles for the social and economic redemption of the 

world.  Such redemption is a feature of religious social theory from ancient times.  Finally, the 

religious upbringing of many progressive educators taught them that spirit matters, a conviction 

reflected in the many progressive innovations that sought to feed the human spirit.  
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Full Abstract 

Title: Cultural and Linguistic Considerations in the Effective Implementation of 

Response to Intervention at the School Site Level 

 

Key to the successful implementation of the Response to Intervention (RTI) process is 

the consideration of cultural and linguistic issues that are impacting students who are 

under underachieving or at risk for failing to make academic progress. The 2004 

reauthorization of the Individuals with Disabilities Education Improvement Act (IDEA, 

2004) has given states and local education agencies the option of using a response to 

research-based intervention process as part of the basis for special education 

identification, instead of relying solely on the use of the IQ–achievement discrepancy 

model. The RTI process holds the potential to be a more promising model for preventing 

underachievement in students who are culturally and linguistically diverse. Historically, 

these students have been significantly at higher risk for academic failure and over-

identification for special education services (Klingner & Edwards, 2006). 

 

There have been many meetings, workshops, and dialogue on not only the nomenclature 

of RTI, but also what RTI means in terms of an approach (Vanderheyden, 2005; Fuch & 

Fuchs, 2007). However, in terms of what RTI would look like or how it should be 

implemented or carried out, there seems to be a lack of universally acceptable data driven 

model of RTI given the novelty of the RTI approach (Bradley, Danielson & Doolittle, 

2007; Mellard, 2005). 

What RtI is Not:  
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Response to Intervention (RtI) is not another test or series of tests; it is not a replacement 

of the old Achievement-IQ Discrepancy model. Instead it could be used in addition to the 

old model for LD eligibility determination. 

What RtI Is 

Response to Intervention is an educational process that involves several players such as 

parents, teachers, school administrators and trained assessment professionals. It is an 

educational practice of providing high quality instruction and interventions corresponding 

to student need, monitoring progress often to make changes in instruction or goals and 

applying child response data to important educational decisions. Research shows that it 

supports instruction in general classroom with scientifically proven high quality 

intervention and allows the school to focus on individual student outcome (Gresham, 

2002).  RtI is an educational approach, in which children may be deemed eligible for 

special education if the amount of service is in excess of the scope and resources that the 

general education can provide or support. It is an educational approach, which is based on 

the best practices of pre-referral intervention and “gives school personnel the latitude to 

function within an intervention framework rather than a psychometric eligibility 

framework” (Gresham, 2005, p.331). RTI is correctly described as a “more 

comprehensible path than earlier attempts to actively assist classroom teachers in their 

work with struggling students such as full-inclusion models for students with LD or 

individualized prereferral interventions tailored to the needs of one and only one student” 

(Gersten & Dimino, 2006. p. 106). 

 

Core Concepts of RtI: 

2008 HICE Proceedings 
Page 5105



 4

The core concepts of Response to Intervention include the application, systematically, of 

scientific, research-based interventions in general education; the measurement of student 

responses to the interventions; and the use of the response data to change the intensity or 

type of subsequent intervention. 

Most Response to Intervention models utilize a three-tier problem-solving process to 

address the needs of all learners. This workshop will address issues in each tier that affect 

culturally and linguistically diverse learners.  

Tier 1 

i. Identification of the markers of quality instruction for students who are 

culturally and linguistically diverse.  

ii. Ensuring parental access, training and involvement to support student 

achievement. (For example, the San Bernardino, CA model). 

iii. Development of a data review process that highlights student difficulties that 

may be related to cultural and linguistic issues.  

Tier 1 – According to McCook (2006) Tier 1 seeks to provide quality instruction and 

interventions processes for all students. Some basic elements include utilizing research-

based instructional strategies & materials, high-quality programs, ongoing professional 

development, intervention and research-based curricula approved by your state 

(McCook). Tier I uses information about the students learning styles, experiences, 

heredity, interest, and talents to provide high-quality instruction beneficial to all students, 

but especially to English Language learner student (ELL). ELL students are the most over 

identified group in special education (Richards, Leafstedt, & Gerber, 2006). One 

viewpoint is a lack of effective instruction. Many ELL students have additional risk 
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factors such as poverty and low socio economic status (Richards et al.). In RTI we can 

implement the Comprehensive Support Model (CSM). This model seeks to empower 

students and families. According to (Obiakor, Utley, Smith & Obiakor-Harris) no 

intervention will work if the students are not involved in the process. Families are at the 

cornerstone of CSM. It is essential that the family participates in the school culture 

(Obiakor et al.). 

 

Tier 2  

i. Development of a student profile that specifically isolates cultural and 

linguistic issues impacting a student’s learning. 

ii. Development of a student profile that identifies brain behavior developmental 

variations and strengths-based characteristics. 

iii. Provision of a more significant level of intervention based on these 

considerations. 

Tier 2 which should begin after six to eight weeks of Tier 1 interventions, 

intensifies the instruction and interventions process. Tier 2 begins to focus on computer 

assisted, individual and small group instruction. The group decides learning targets, 

amount of assistance and assessment methods. Tier 2 should focus on students who are 

significantly lower than their peers. In this phase it may be appropriate to seek 

consultation from other professionals. Interventions at this stage are not meant to replace 

the core instruction but supplement it (Gresham, 2002). 

Tier 3  

i. Progress monitoring 
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ii. Identification of the components of a culturally and linguistically appropriate 

formalized assessment and data collection process for the student who 

continues to demonstrate lack of response to intervention. 

Tier 3 is more intense, frequent, and lasts longer. It is recommended that 

interventions be implemented at least daily for an hour (McCook, 2006). It is 

recommended that interventions be implemented for least 12 weeks. Progress monitoring 

is at least once a week. This is considered the last intervention before a child is 

considered for a referral for a disability (McCook). According to McCook this is a 

paradigm shift from general educators using the SST process to get children into special 

education, while RTI aims to do everything to keep the student in the general education 

classroom. Lack of success in Tier 3 does not guarantee eligibility for special education. 

 

The goal of this workshop is to provide participants with an effective process for 

utilizing a RTI model at the school site level to address the academic needs of students 

who are culturally and linguistically diverse. Participants will be provided with a school 

site level implementation process that includes useful resources. 
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Abstract 

 This research examines central curricular elements of the preschool programs of Reggio 

Emilia, Italy and Dr. Maria Montessori’s Casa Dei Bambini in Rome, Italy.  Primary elements of 

the curricular approaches from these programs are compared and contrasted, particularly image 

of the child, role of the teacher and instructional approaches.  Additional curricular adaptations 

for schools in the United States are provided. 

 The researcher studied curricular documents, articles, books, and participated in four 

international study conferences in Italy in 2003, 2005 and two in 2007 to research these 

approaches.  While in Italy, the researcher observed in eighteen infant toddler centers and 

preschools in the municipality of Reggio Emilia and two Montessori preschools in Rome.  Visual 

data, observational notes, interview data, and translated documents were examined in this series 

of studies.  Multiple forms of data collection added to the descriptive processes of the research. 

 This research documents supporting data describing unique features of each approach 

regarding a variety of curricular components: image of the child, the role of the environment as 

teacher, children’s multiple symbolic languages, documentation as assessment and advocacy, 

long-term projects or progettazione, multisensory input in the learning process, manipulative 

problem solving, student independence, the role of teacher as researcher, home-school 

relationships, management of in depth study, support for creative thought, problem solving, and 

cultural contexts for learning and adaptations for preschools in the United States. 

 

Special thanks to the Office of International Programs at West Virginia University for support 

of this research. 
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Abstract 

 

 This research examines a longitudinal implementation of an integrated arts 

approach to learning in elementary grades.  Original integrated arts units of study were 

collaboratively developed for use in a small school in Appalachia.  Two third grade 

classrooms were studied for 11 years as they utilized these integrated arts lessons 

throughout the academic year.   

Students in two third-grade classrooms were exposed to non-traditional, arts-

integrated instruction and traditional, textbook-oriented instruction.  The arts-integrated 

instruction required the third-graders to create original, artistic expressions of knowledge, 

requiring complex thinking skills, which were difficult and time-consuming for the 

children.  The traditional instruction was textbook-oriented and required responses to 

short exercises related to what was being taught in the text.  Although it was described as 

‘more difficult’ by the children, 100% of the children expressed their preference for the 

non-traditional, arts-integrated instruction.  The third-graders used words like "sad" and 

"lonely" to describe traditional, textbook-oriented instruction.  They chose descriptors 

like "amazing" and "exciting" to describe the non-traditional, arts-integrated instruction.  

Meanwhile standardized achievement test scores remained in the highest percentiles 

across content areas. 

This integrated arts instructional approach was then expanded to include 5 

additional classrooms including kindergarten, first, second, third, and fifth grades.  
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Effects on teachers and students were compared across classrooms.  Data collection 

processes included teacher interviews, examination of student projects, school visits, and 

teacher’s curricular notes during implementation. 

An analysis of teacher notes, student work and teacher interviews yielded similar 

findings across classrooms.  Teachers report that they have been renewed in their 

teaching; increasingly used the integrated arts in the teaching of other content areas; 

found it easier and more natural to develop instructional approaches that integrated the 

arts as a result of this experience, and found active involvement of lower achieving 

students increasing in a positive manner during the integrated arts lessons. 

 

Special thanks to the Appalachian Education Initiative and the Claude Worthington 

Benedum Foundation for their support of this integrated arts curriculum project. 
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Abstract 

Many gender and feminist scholars have written about challenges related to 

women’s career lives and the difficulties women face in powerful masculinized positions 

in different areas. There are, however, few comparative studies of the challenges female 

school principals face in two different counties such as Canada and China. The purpose 

of this paper is to present the similarities and differences from a study on the challenges 

aspiring and practicing female principals in Canada and China faced. Data were gathered 

through questionnaires with 20 female principals, 10 from Saskatchewan and 10 from 

China, along with semi-structured interviews with 12 female principals from the two sites. 

The study found that the female principals in both sites experienced similar and different 

personal, professional, social, and organizational challenges when they applied for the 

principal positions, and when they were in the principal positions. The different cultures, 

views of education, and educational systems probably explain the differences. The study 

provides a better understanding of the challenges female principals in the two countries 

face, enabling people to better appreciate the administrative work of female principals. 
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Introduction 

  In 1909, the first woman superintendent of Chicago public schools – Ella Flagg 

Young – stated, “In the near future we will have more women in executive charge of the 

vast educational system” (Pigford & Tonneson, 1993, p. 1). A century later, while 

females make up the majority of the teaching force in both Canada and China, females 

comprise only 42% of the principals in Saskatchewan (SK Learning, 2004). In China in 

2004, female teachers made up 80% of the teaching force. However, females did not 

make up 80% of the principals (Xue Xiao, 2004).  

As more women enter educational leadership positions, the principalship and 

female leadership are becoming important areas of study. Although people in general are 

now much more open to women as leaders (Hill & Ragland, 1995), women continue to 

face challenges as they seek to become principals or are in fact principals (Pigford & 

Tonnsen, 1993; Russell, 1995; Smulyan, 2000).  

In this article, I first briefly introduce the literature about the challenges related to 

women’s educational administration career lives, organizational culture, and a gender 

perspective of female leadership which theoretically guide this study. Secondly, the study 

will be explained in terms of the research methodology, the main research questions, 

participant selection, and data collection and analysis. Thirdly, the research findings of 20 

female principals are presented in terms of the personal, professional, social, and 

organizational challenges they faced as principals or aspirants to the principalship. The 

paper will end with some summary remarks. 
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Review of Literature 

The presence of women in management positions in education is becoming an 

increasing reality and the focus of more of the current literature. Research on female 

leadership is drawing more attention than ever before. The literature on three areas of 

interest to this study is presented. These areas are challenges, organizational culture, and 

gender perspective. 

Challenges 

In this part of the article the literature relating to the challenges of the female 

principal in Saskatchewan and Tianjin is reviewed. Three types of challenges are 

summarized in this section: personal challenges, professional challenges, and social 

challenges. 

Personal Challenges 

Personal challenges are those challenges related to an individual’s personal life 

and sphere of influence as these impact on one’s career. They can be viewed through a 

cultural-social lens and are typically common to caregivers, which generally tend to be 

female. Two challenges are reviewed: home and family responsibilities, and multi-roles. 

Home and family responsibilities.  Home and family responsibilities are one of 

the most significant challenges faced by female principals (Coleman, 2003). Taylor 

(1984) wrote that the social construction of wife/mother roles clearly poses barriers for 

potential female aspirants to the principalship. Pigford and Tonnsen (1993) added that, 

“Unfortunately, many husbands have not been prepared psychologically to offer the same 

kind of support and assistance to wives who need to relocate in order to advance in their 

careers” (p. 25). Shakeshaft (1987) drew a similar conclusion by stating that what 
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appeared to be women’s lack of aspiration “may actually be an accurate reflection of 

reality in light of home and family responsibilities and job opportunities” (p. 89).  

Davidson and Cooper (1992) gave an indication of the personal difficulties faced 

by women in challenging leadership jobs. Choices are being made by some of these 

women about having children, presumably because of the extra difficulties of balancing 

family responsibilities with a leadership position. Most of the women in administration 

have to face obstacles and conflicts related to home and family responsibilities, and long 

work hours. It is hard for women to move into an administrative position because for 

them, it’s never the right time to do so. In China, long school work hours (fourteen hours, 

including Saturday and Sunday mornings) and all kinds of responsibilities and tests 

(examinations) resulted in female principals feeling great pressures in their administrative 

jobs (Wang & Teng, 2003). 

Multi-roles. Female principals perform multi-roles in both their family and their 

work places. Oplatka (2002) and Hammond and Fong (1988) mentioned that being an 

actress of multi-roles led to female principals losing some of their self-identity. The roles 

of mother, wife, teacher, and principal combine together to create additional 

responsibilities and pressures for female principals. Hill and Ragland (1995), Liu (2004), 

Myers and Hajnal (1995), and Shakeshaft (1987) contend that female principals often 

have no time to enjoy themselves, or to pursue their own hobbies and interests. 

Professional Challenges 

The literature indicates that the greatest variety of challenges that aspiring or 

practicing female principals experience are what can be termed professional challenges. 

Professional challenges can be described as those challenges which occur in the 
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workplace or professional arena. The literature talks about seven professional challenges: 

sex roles, lack of administrative experience and support, lack of confidence, lack of role 

models, fear of rejection and isolation, messiahs or scapegoats, and shortage of school 

financial support. 

Sex roles. Pigford and Tonnsen (1993), and Restine (1993) mentioned the 

challenge of sex-role stereotyping women faced when they pursued the principal position. 

Shakeshaft (1987) intimated that, “Most women enter teaching to teach but most men 

enter teaching to administer” (p. 87). In addition, the gate keepers who are in positions to 

hire are men who tend to hire more men than women as administrators. 

Lack of administrative experience and support. Lack of administrative 

experience is a serious challenge for new female principals. Hill and Ragland (1995) 

indicated that women principals were generally more recent in their positions, were 

somewhat more likely to have come directly from the classroom, and had little or no 

experience in an administrative position. In China, male principals and leaders in the 

education commission do not readily wish to take female principals’ advice and few 

leaders support female principals’ ideas (Liu, 2004). Chinese female principals and 

aspirants faced more difficulties and challenges because of their lack of experience and 

support. Sometimes this lack of experience and support made them lose confidence and 

they felt frustrated (Wang & Teng, 2003). 

Lack of confidence. Lack of confidence is common for female principals. There 

are many women who would make excellent administrators but these women do not seem 

to have confidence in themselves as being capable leaders. Pigford and Tonnsen (1993) 

claimed that women were less likely to express a desire to be principals than men. Even 

2008 HICE Proceedings 
Page 5119



                                                                                                                        Challenges 7

those who aspire to positions of leadership often keep their aspirations a secret. They fear 

that people might laugh at them. They usually wait to be asked to become principals. In 

China, some female principals tried to avoid being called leader. They perform the role 

but resist the title (Wang & Teng, 2003). 

Lack of role models. In the female administrative ranks, there is a lack of 

sufficient successful female principals to serve as role models. Restine (1993) stated that, 

“Generally, women have had fewer women as role models and have been mentored less 

than men for certain leadership positions” (p. 41). Witmer (1995) agreed with Restine by 

stating that, “At present, suitable mentors and role models are difficult to find because of 

the limited number of women in educational administration” (p. 11). 

 Fear of rejection and isolation. Pigford and Tonnsen (1993) noted that when 

female teachers became principals, their role changed from that of being a female teacher 

to becoming one of their peer’s supervisors. This change often made their peers feel 

uncomfortable and created a feeling of rejection and isolation for these principals, 

making them feel lonely. Russell (1995) added that all women educators commented on 

their feelings of being all alone, being in a bit of lonely position. 

Role as messiahs or scapegoats. Hill and Ragland (1995) wrote that minority 

women are often provided the opportunity to become principals in a messiah or 

scapegoat role. This means that these minority women are awarded schools that have 

been poorly maintained and badly managed. The school system hopes these women will 

save these troubled schools. 

In China, female principals are often required to play a messiah or scapegoat role. 

According to Wang and Teng ( 2003), Feng Ling, the principal of Tanggu Number Six 
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Middle School, was sent to save a problem school which had been managed by four male 

principals during the previous 12 years. Feng Ling devoted herself to changing the 

school, and worked day in and day out. She finally succeeded in changing the school 

from a lower level school into an advanced school. 

Shortage of school financial support.  Shortage of school financial support is 

another challenge for the school principals both in Canada and China (Hill & Ragland, 

1995; Liu, 2004). In fact, the money problem for schools in China is much more serious 

than in Canada. In China, it is the principal’s duty to get money for paying teachers the 

school portion of their salary and rewarding teachers. Because of this, female principals 

in China have to deal with a unique social challenge (Wang & Teng, 2003). 

Social challenges 

 Aspiring and practicing female principals also face what can be called two social 

challenges in their professional pursuits – communication and connections, and 

misunderstandings. These challenges may arise both within the school and in the external 

community. Although these challenges may appear to have hints of personal and 

professional aspects to them, they can be understood and discussed as a discrete category. 

Communications and connections. Witmer (1995) believed that communication 

and connections are the major activity and most important component engaged in by 

school administrators. Wang and Teng (2003) and Liu (2004) mentioned that Chinese 

female principals need to have good communication skills and friendships with the 

education commission and government officials. However, communication becomes a 

challenge for Chinese female principals as compared to Canadian principals. Long work 

hours result in Chinese female principals having little time to do any social activities. 

2008 HICE Proceedings 
Page 5121



                                                                                                                        Challenges 9

They would rather spend more time on school work or with family than on social things 

(Wang and Teng). 

Misunderstandings. Building relationships in China often means going to a 

restaurant to talk about business and professional matters during a meal. This traditional 

culture-based social routine often brings trouble for female principals. Their husbands 

become jealous or misunderstand them, resulting in their relationship being broken up 

(Liu, 2004). As well, if female principals cannot afford to drink alcohol, cannot consume 

alcohol for health reasons, or simply choose not to drink, that is a big challenge for them. 

The literature review above presented the three types of challenges – 

 personal, professional, and social – which female principals face when they applied for a 

principal position and when they were in this position. The next section will talk about 

organizational culture and a gender perspective of female leadership which acted as the 

theoretical guide for this study. 

Organizational Culture 

Culture is a vital and ever-present facet of organizations. Schein (1995) defined 

organizational culture as: 

A pattern of shared basic assumptions that a given group has learned as it has 
solved its problems of external adaptation and internal integration and that has 
worked well enough to be considered valid and therefore to be taught to new 
members as the correct way to perceive, think, and feel in relation to those 
problems. (p. 279) 
 
Ott (1989) discussed two meanings of organizational culture. First, culture refers 

to sharing the beliefs and patterns of behavior in a group. Secondly, culture provides a 

way to view, to understand, and to interpret the realities that happen in different situations. 

Furthermore, Ott argued that organizational culture showed differences based on different 
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subcultures, different functional and geographical areas, and other factors. Similarly, 

Deal and Peterson (1999) stated, “Cultural patterns are highly enduring, have a powerful 

impact on performance, and shape the ways people think, act and feel” (p. 4). 

The concept of organizational culture is directly related to individual and group 

behaviors and activities, and shared norms held by a group serve to guide and constrain 

the members of the group (Schein, 2004). Schein further explained that there is no 

culture-free concept, because culture is about the meaning of life within a specific context. 

Individual and organizational performance, and the feelings that people in an 

organization have about the organization, cannot be understood unless one takes into 

account the organization's culture. Thus, culture is viewed as a tool kit which provides 

strategies for action that the members of the culture can utilize in a variety of ways 

(Firestone and Louis, 1999). 

A Gender Perspective of Female Leadership 

Regardless of gender, leadership is leadership. Nevertheless, the literature on a 

female perspective of leadership suggests that there is a difference in the way in which 

females and males lead (Hall, 2002). Burn (2005) argued that culture emphasizes 

women’s roles in leading position, and “gender stereotypes are used against women 

leaders. If they are aggressive and decisive, they are chided for being men; if they are 

democratic, they are criticized for being weak and for not being in control” (p. 246).  

Smulyan (2000) believed that the existing stereotypes about the female principals, 

in contrast with women’s traditional strengths and roles, also influenced the hiring of 

women for these positions. Shakeshaft (1987) concluded that the negative attitudes 

toward women continue to be a major barrier. Women were thought to be constitutionally 
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incapable of discipline and order, primarily because of their size and supposed lack of 

strength. This line of thinking led Pigford and Tonnsen (1993) to contend that, “Once in 

educational leadership positions, women found still more barriers to be overcome. 

Although afforded the title principal, women administrators were afforded neither the 

status nor the respect given their male colleagues” (p. 6).  

The same barriers are evident for female principals in China. According to Wang 

and Teng (2003), female principals in their first year on the job are viewed with some 

suspicion by students, parents, teachers, and to some extent, the Education Commission. 

Female principals meet many sex-role stereotyping problems. They are thought to deal 

with things more emotionally than rationally (Liu, 2004).  

Brunner (1997) claimed that female leaders talked about power in a way that 

distanced them from the dominate culture’s definition of power. Their definition of 

power identified with communication, cooperation, and collaboration. However, male 

leaders view power as domination. Griffith and Thompson (1998) believed that women 

bring with them a way of leading that differs from the traditional, transactional cultural 

style typically employed by male leaders. Women are seen to be a unique source of talent 

because of their caring and sharing propensities, communicative and organizational skills, 

and capacity to listen and empathize with the needs of others, and empower others (Beck, 

1994; Blackmore, 2002; Hall, 2002).  

The literature review on challenges, organizational culture, and a gender 

perspective on female leadership provided a background to talk about the challenges 

aspiring and practicing female principals face. The next section will outline the study. 
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The Study 

The purpose of this study was to examine the leadership practices of female 

principals in Saskatchewan, Canada, and Tianjin, China. Their desire to become 

principals, their introduction to the long career journey, the advantages of their 

characteristics of being female principals, the challenges they faced, and their strategies 

for their leadership development in a male-dominated society are considered. The study 

researched the perceptions of female principals in order to investigate the reasons women 

choose to become principals; the ways women prepare for becoming principals; the 

unique advantage of being female principals; the kinds of challenges they face; and how 

they cope with these challenges to develop effective school management. It is the intent 

of the researcher to provide people in both countries with a better understanding of the 

real world of female principals. Providing a realistic picture of the work and challenges 

of female principals may encourage more female teachers to enter leadership positions, 

help to shorten their entry time into administrative positions, and assist female principals 

to develop more effective administrative work in the future. This was a study where the 

focus was on women. But this study can be regarded as a feminist study because both 

Reinharz (1992) and Stacey (1998) (as cited in Strachan, 2002) have argued that for 

research to be called feminist research, it must be carried out by women for women. 

However, none of the female principals in my study admitted that they were feminists 

although their leadership style is the same as described in the literature above on feminist 

educational leadership. 

While this comparative study was primarily a qualitative study, it was a blended 

study in that both qualitative and quantitative methods of data collection were employed. 
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The research questions used, the research methods employed, participant selection, and 

data collection procedures are briefly outlined in the following section. 

Research Methods 

Quantitative and qualitative methods were used in the research. The quantitative 

method of data collection was survey questionnaires. McMillan and Schumacher (2001) 

emphasized that “the goal of quantitative research is to provide statistical descriptions, 

relationships, and explanations” (p. 40). The qualitative method employed was semi-

structured individual interviews. Semi-structured individual interviews helped to explore 

and describe dimensions which the quantitative method would normally not tackle, as 

well as sought understanding.  

The Main Research Questions 

 What are the similarities and differences in the challenges female principals in 

Saskatchewan, Canada, and Tianjin, China face in their role as principal? It includes three 

sub-questions: 

1. What are the similarities and differences of the personal challenges female 

principals in Saskatchewan and Tianjin faced when they were appointed to, and in 

a principal position?  

2. What are the similarities and differences of the professional challenges female 

principals in Saskatchewan and Tianjin faced when they were appointed to, and in 

a principal position?  

3. What are the similarities and differences of the social challenges female principals 

in Saskatchewan and Tianjin faced when they were appointed to, and in a 

principal position?  
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Selection of Participants 

     The study involved 10 female principals from elementary and high schools in 

Tianjin, China, and 10 elementary and high school female principals in Saskatchewan, 

Canada. All 20 of the selected female principals in Canada and China completed a survey 

questionnaire. 12 of these female principals (six from each country) were selected to 

participate in semi-structured individual interviews. 

The ten participants from Tianjin were the researcher’s peer female principals 

whom she knew from her work as a vice-principal in Tianjin, and with whom she often 

sat at meetings, attended conferences, and had work connections. Four initial participants 

in Canada were chosen from the people who were the researcher’s Master’s of 

Educational Administration classmates and acquaintances. The main reason for using this 

type of participant selection was accessibility and convenience.  

Two ways were used to invite six additional participants for the Saskatchewan 

sample: telephoning and e-mails. In fact, the e-mail ultimately proved to be the favored 

method of communication and contact because of its convenience, speed, and simplicity 

as well as being a more effective method for leaving messages than answering machines 

on telephones.  The telephone was used for follow-up purposes when necessary. This 

method of participant selection is referred to as snowball sampling (McMillan & 

Schumacher, 2001, p. 403). The first (original) round of participants was known to the 

researcher. 

Data Collection 

E-mail letters were sent to the female principals to explain the aim of the study. 

Both the Saskatchewan and Tianjin female principals were asked to complete a survey 
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questionnaire. Participants were given three weeks to complete the questionnaires and 

send them back to the researcher by e-mail. No names or other identifying information 

were required on the returned questionnaires. The participants were informed that 

anonymity and confidentiality would be maintained throughout the study by using 

pseudonyms. The researcher contacted the female principals who did not return their 

responses by telephone calls and e-mails after the deadline. The researcher returned to 

Tianjin for one month and completed six semi-structured interviews of the Chinese 

principals. The Saskatchewan interviews were conducted when the researcher returned 

from China. The interviews were tape-recorded; each interview lasted approximately one 

hour and a half. 

Data Analysis 

 The data collected from the questionnaires were set out in tabular form to permit a 

visual and comparative analysis of similarities and differences between the female 

principals from the two settings. The interview scripts were analyzed to uncover 

categories and themes that the data contained, enabling a further comparative analysis of 

similarities and differences between both groups of participants. 

Research Findings about the Challenges 

 The findings of the study will be presented in terms of the research questions and 

the literature review. The findings related to four broad categories of challenges – 

personal, professional, social, and organizational – will be presented. 

Personal Challenges 

What kinds of personal challenges do female principals face? From the data 

collected, it is apparent that female principals in both Saskatchewan and Tianjin faced 
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three personal challenges: home and family responsibilities, misunderstandings, and lack 

of personal time. 

Home and family responsibilities. First, all the principals in the two settings 

experienced a conflict between being good wives and mothers and their busy work 

schedules. They felt they had no or limited time to spend with family members or to look 

after them. They felt guilty about not spending enough time with their families or being 

able to take part in their own children’s activities. One principal added that even though 

she herself was a mother, she was spending more time looking after others people’s 

children than her own. (SI5) 

Misunderstandings. Second, female principals are often misunderstood by their 

families and husbands. The husbands complain and worry that they do not have a place 

in their wives’ lives and that they are getting less attention from them. Some husbands 

become quite distant and the relationship with their wives deteriorates. 

When I first became a principal, he didn’t have that same ambition in life, and he 
became quite distant. . . . He didn’t marry me because I was a principal. He 
married me because I took care of him. (SI3) 

 
When I first decided to do my master degree so as to share information better 
with my colleagues, my husband told me he did not think I was smart enough to 
do that. So he really did not to talk to me for many, many months before I went. 
And in order to do it, I had to take all my three children with me because he 
wouldn’t care for them. So I took my children and we went to V-. (SI3) 

 
Lack of personal time. The third challenge identified was that female principals 

have no time to do what they want to do to enjoy themselves; female principals devote 

all their energy into their administrative work: 

I like to go shopping, even window shopping. I like to go to the beauty shop to 
make myself fresh . . . but as an administrator, it is hard for me to enjoy myself. I 
have to go to school, even Saturday and Sunday morning. (SI6)  
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In summary, the female principals both in Saskatchewan and Tianjin had personal 

challenges of guilty feelings regarding the lack of time to spend with their families, being 

misunderstood by their husbands and students’ parents, and having no time to enjoy 

themselves. 

The researcher discovered one interesting phenomenon from the data collected. It 

appears that some husbands in Saskatchewan are similar to the husbands in traditional 

eastern countries in that they do not seem to like it when their wives’ abilities are stronger 

than their own. These husbands worried that they would lose their main position in the 

family or in the public’s view. This masculine view in some female principals’ husbands’ 

minds of the wife’s lack of time to look after the family made the relationship between 

husband and wives difficult.  

One Canadian female principal recalled that she tried her best to save her 

marriage after being a principal. Two female principals known to the researcher in 

Tianjin who were not participants in this research divorced after they were appointed to 

be principals. From the researcher’s view, the family issue is probably the main, 

outstanding personal challenge compared with the other challenges.  

Professional Challenges  

From the research information gathered from the survey questionnaires and 

interviews, female principals identified ten professional challenges. Four of these 

challenges – gender discrimination, lack of coaching time, administrative work 

challenges, and relationships – were common to both Canada and China. Six challenges 

were found to be exclusive to China: human resources, money, facilities, equipment and 

safety issues, long work hours, ranking of schools, and supervision issues. 
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Challenges Common to Canada and China 

The study found that four of the ten challenges that were talked about were 

common to the principals of both countries: gender discrimination, lack of coaching time, 

relationships, and administrative work. 

 Gender discrimination. Gender discrimination was regarded as the main 

challenge faced by female principals. In response to the question, “Do you believe that 

you have experienced gender discrimination in your role as a school-based 

administrator?”, it is evident from the data in Table 1 that only 20% of the ten 

Saskatchewan participants chose “No” while the other 80% of the principals chose “Yes” 

or “Possibly”. Similarly, in the narrative stories, of the ten Tianjin female principals, 

50% chose “No” while the other 50% chose “Yes” or “Possibly”. This indicates that 

female principals in both settings experienced some form of gender discrimination at one 

time or another as principals. The data indicate that gender discrimination is more 

prevalent in Saskatchewan than in Tianjin.  

Table 1 

Do You Believe That You Have Experienced Gender Discrimination in Your Role as a 

School-based Administrator? 

                 Saskatchewan (SQ) (N=10)      Tianjin (TN) (N=10) 
Answer            N   Percent                        N     Percent 
 

Yes                     4     40                             2       20 

     No                      2     20                             5       50 

     Possibly              4     40                             3       30 
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The female principals in Saskatchewan and Tianjin who answered “Yes” or 

“Possibly” shared their experiences of gender discrimination. One Saskatchewan 

principal said that she felt some gender discrimination in dealing with yard work or 

maintenance issues with men. In addition, one Tianjin principal explained that the 

education commission thought that since males had less responsibility for house work or 

parenting, males were more easily promoted in China. She further stated that at the 

administration meetings held by the education commission, female principals’ advice 

was seldom taken. The other statements related to gender discrimination are: 

If there is already a woman in one of the administrative positions in the school 
then a man would fill the other position. It was not a problem for two males to 
have administrative positions in the same school, but it was for two women. (Q3) 

 
As for the parents, they dared to quarrel with female principals, but seldom yelled 
at male principals. (TI6) 
 
In addition to gender discrimination, another interesting finding emerged from the 

interview data. In response to the question, “Are you treated differently because you are 

female?” one Aboriginal Saskatchewan principal said: 

I feel that I have been discriminated against more because I am an Indian, an 
aboriginal - and more from parents than colleagues - than any of my colleagues or 
any of my students or any of the system division. I feel that it’s been a parent here 
or there saying, “Oh, she is a native”. So I feel that that has been more of a 
feeling than having anything with my being a female. Two different layers. Not 
sure which is, which comes first, which is the heaviest layer. (SI6) 
 
Lack of coaching time. The second challenge in the professional sphere that 

female principals faced is a lack of time. They indicated a lack of time to coach teachers 

in professional areas, especially marginal teachers who do a mediocre job in the 

classroom or lazy teachers who need to be pushed. Principals said that they spent too 
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much time on different kinds of meetings, paperwork, and bureaucracy so they lacked the 

time to do what they really wanted to do in their schools.  

Relationships. The third challenge the participants had to deal with was with 

relationships. The difficulties they experienced were mainly with female teachers and 

male parents. It was interesting to find out in this research that two of the female 

principals found it more difficult to deal with female teachers than with male teachers. 

Female staff members tended to gossip about female principals. Male parents tried to 

bully the female principals when there was a conflict. When male parents accepted 

female administrators, they still did not know how to deal with them.  

The other relationship challenge was that female principals sometimes had 

difficult relationships with female staff members and other female principals because of 

the jealousy of female staff members and other female principals. 

Administrative work. The fourth challenge was related to administrative work 

and could be described as items relevant to school administrative work. Difficulties could 

arise when new female principals tried to implement a different leadership style from 

their predecessors and their staff resisted the change. Another challenge that female 

principals found was resolving complaints by students of teachers who they claimed had 

treated them unfairly or parent-teacher conflicts. Pressures also came from the 

overwhelming and increasing demands on educators, which included dealing with 

initiatives in education, safety, foster children and social workers. 

Challenges Unique to China 

 Female principals in Tianjin indicated professional challenges more or less 

similar to those of the female principals in Saskatchewan mentioned above. However, 
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female principals in Tianjin highlighted six main challenges which were different from 

those for Saskatchewan principals: human resources, money, facilities, equipment and 

safety, long work hours, pressure to attain a high ranking for their school in the district, 

and different kinds of supervision (students’ marks, physical activities, and student 

discipline).  

Human resources. Human resources were regarded as a challenge by the Tianjin 

principals because the school spent time and money on skill development and training of 

teachers. The problem was once these trained teachers became good teachers, they 

transferred to other schools where they could get higher salaries. 

Money. The issue of money was another important challenge for Tianjin 

principals because they were continually challenged as to how to get more money for 

their schools. The government always gave some money to the school according to the 

policy but it was never enough. The ability to make up the shortfall depended on the 

principal’s ability to develop relationships and connections with the education 

commission, government departments, and businesses. Most schools lacked money to 

reward teachers and to pay the school part of the teachers’ salary. 

Facilities, equipment and safety. The next challenge was facilities, equipment 

and safety. The Tianjin principals stated that some schools needed new buildings and 

larger facilities for students’ classrooms and activities and to improve student safety. 

Safety was the most important thing for the “one family, one child” Chinese family. 

Because of the shortage of funds and financial support, schools needed to wait for a long 

time for improved facilities. 
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Long work hours. Long working hours were another challenge for Tianjin 

principals. Unlike the situation in Canada, principals in Tianjin are expected to arrive at 

the school before seven in the morning and leave for home after seven o’clock in the 

evening. In addition, schools add extra classes on Saturday, and sometimes on Sunday. 

For female principals who had families and children, long working hours were a big 

challenge. 

Ranking of schools. The next challenge for Tianjin principals was the ranking of 

schools based on marks. The education commission ranked schools based on student 

marks at least twice each school year to reward schools and principals. The marks and 

ranking numbers decided a school’s fame and whether or not it would receive additional 

(reward) money from the educational commission. 

Supervision issues. Different kinds of supervision were regarded as another 

challenge for these principals. Principals in Tianjin had to deal with different kinds of 

supervision and evaluation such as students’ marks, physical education, and discipline. 

They felt that preparing the materials wasted their time because some supervision was 

ineffective (e.g., checking learning materials, activities, and records). On occasion, these 

records and reports were fabricated. 

Social Challenges 

Three social challenges were identified from the data collected. These were 

communication and connections, misunderstandings, and alcohol use. 

Communication and connections. Female principals in Saskatchewan did not 

have the same social challenges and pressures as their counterparts in China because they 

did not need to have dinner with male officials to maintain good relationships for getting 
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supports from them. However, for Tianjin female principals, dealing with social 

relationships was regarded as a big challenge for them. Male principals could easily go to 

dinner with friends, leaders, and important people but for female principals, it was not 

always acceptable to have dinner with different people every night.  

In addition, in China, being a female principal sometimes presents a difficult 

situation for them; people think they have immoral relationships with male leaders. If a 

male principal and a female principal were always meeting to discuss work, teachers 

would misunderstand and gossip.  

Misunderstandings. A second social challenge is female principal’s husband 

misunderstanding of his female principal wife. One participant mentioned that her 

husband asked her to tell where they had supper, who she was with, and the details of all 

activities they had engaged in. Social activities led four participants to have bad 

relationships with their husbands. 

Alcohol. One of the sensitive social challenges for Chinese female principals had 

to do with dealing with the traditional culture of drinking. Two female principals recalled 

that they could not afford to drink but they had to pretend to drink to try to establish and 

maintain good relationships with the leaders and government officials for their schools. 

This challenge was not reported by any of the Canadian participants. 

Organizational Challenges 

 One organizational challenge was identified in the data. This challenge was the 

process of becoming a principal. Participants in both Canada and China talked about this 

challenge. 
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Becoming a principal. In Canada, women become principals by applying for the 

position, often with the encouragement of their families, the recommendation of the 

leaders of the school division, and the support of principals and teachers in their own 

schools. In China, each school has The Fostering Future Principals Plan. Teachers 

aspiring to the principal position progressed according to the following steps: Excellent 

Teacher – Grade Head – Dean – Assistant Principal – Vice-principal – Principal. The 

education commission in each district of the city collects the names of the assistant 

principals (identified and submitted by the school) and observes them for at least one 

year. The education commission assigns vice-principals and principals to each school 

(Wang & Teng, 2003). The long waiting time and difficult process are a challenge for 

female teachers interested in becoming a principal. 

On the basis of the information shared by the participants, female principals  

 in Saskatchewan and Tianjin face similar challenges such as gender discrimination, lack 

of time, relationships with female teachers, and administrative work challenges. However, 

Tianjin principals faced six additional challenges which differ from those faced by 

Saskatchewan principals. In addition, one Aboriginal female principal faced a unique 

challenge in which gender discrimination was mixed with racial discrimination. 

From the data collected, it was easy for the researcher to see that under the title of 

principal, these female principals had to endure personal, professional, social, and 

organizational challenges to become principals and to remain in that position. The 

Tianjin principals bore gender discrimination which came from the education 

commission when female principals’ advice was seldom taken seriously; it was easy to 

send female principals to poor schools which meant the additional challenge of dealing 
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with poor student behaviors; and female teachers would wait for a longer time than male 

teachers to be promoted. From the parents’ actions, gender prejudice showed that parents 

dared to confront female principals or question the abilities of female principals. 

The researcher found it interesting that it was easier to be jealous and gossip 

about female principals in the city schools rather than in the rural schools in 

Saskatchewan. In Tianjin, however, because all the participants came from the city, two 

principals mentioned they were gossiped about by female teachers. 

The researcher found that female principals in Saskatchewan and in Tianjin faced 

some challenges which were not shared but were rather unique to each setting because of 

the different educational backgrounds and history. For example, an Aboriginal female 

principal endured two layers of prejudice in the form of Aboriginal and female principal. 

However, Tianjin principals did not indicate that they faced this kind of challenge. 

Comparing the professional challenges female principals in Saskatchewan and Tianjin, 

faced the researcher found that Tianjin female principals faced more professional 

challenges than did Saskatchewan female principals. 

When the findings of the study are compared to what the literature has to say 

about challenges, contrasts and differences are immediately obvious. The findings for the 

Canadian principals reflect what the literature has to say about challenges more closely 

than do the findings for the Chinese principals. Whether or not these discrepancies are 

the result of socio-cultural or historic differences is a subject for further study. 

Conclusion 

The purpose of the study was to examine the personal, professional, and social 

challenges of aspiring and practicing female principals in Saskatchewan, Canada, and 

Tianjin. The responses of the participants in this study revealed some valuable insights 
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into the challenges of female principals and relevant aspects both common to and unique 

to each country. 

The result of the data analysis revealed that although female principals in 

Saskatchewan and Tianjin face similar challenges such as gender discrimination, lack of 

time, relationships with female teachers, guilty feelings regarding the lack of time to 

spend with their families, being misunderstood by their husbands and students’ parents, 

having difficult relationships with female teachers and principals, and having no time to 

enjoy themselves, they sought ways to cope with these challenges to build effective 

school management.  

With more opportunities being made available to female teachers to step into 

administrative positions in recent times, it is hoped that this research can provide the 

people of these two countries and the rest of the world with a better understanding of the 

real world of female principals, to understand and support them, and to correct society’s 

prejudices against them. Providing a realistic picture of female principals may make their 

work better in the future, encourage more female teachers to enter leadership positions, 

and help to shorten their entry time into administrative positions. 
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Abstract 
 
This workshop will introduce J – a computer-based mathematical notation –  
and demonstrate its use for teaching mathematics at secondary level.   
Sample topics* include: 
 
 Algebraic Functions 
 Averaging Numbers 
 Gauss’s Formula 
 Pascal’s Triangle 
 Pythagorean Theorem 
 Divisors and Primes 
 Fractals 
 
* selected from Mathematical Computing in J (Research Studies Press, 2004). 
 
Participants will receive J software – free – to use for continuing their own learning as 
well as for teaching their students and sharing with their colleagues after the conference. 
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Family Literacy and Students’ Reading Achievement:  A Case Study of one Thai Fourth-

Grader’s Reading Abilities 
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Abstract 

The purposes of this study were to (1) investigate reading abilities of a fourth 

grade Thai student and (2) to investigate the student’s and his parents’ attitudes toward 

literacy and how they affected the student’s reading achievement.  

The participant was a nine-year-old male student studying in an elementary 

school in Bangkok, Thailand. The methods of data collection in this study were (1) 

classroom and out-of-class observations, (2) twenty one-to-one teaching sessions, (3) 

interviews and (4) documents.  The study was conducted from January to April 2007.  

Results showed that the participant was able to complete skill-based assignments 

but was unable to answer critical questions and was unconfident of his performances. 

Also, results showed that he viewed literacy as important whereas his parents viewed 

literacy second to math. In addition, the findings suggest that family literacy played a role 

in the participant’s reading achievement.  

Key words: Family literacy, reading achievement, reading education, Thai 

1

                                                 
1  The participants’ names are veiled and pseudonyms (Nawat and Sipang) are used.  
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Family Literacy and Students’ Reading Achievement: A Case Study of One Thai Fourth 

Grader’s Reading Abilities 

Reading is one of the important tools to gain information and expertise and it is 

very necessary in everyday life. Due to globalization and advances in technology, reading 

is very significant as it helps us acquire enlightenment, broaden our perspectives, and 

learn more about the world around us. Therefore, reading is viewed as a fundamental skill 

for all students, especially elementary school students. It is generally acknowledged that 

effective readers are likely to be successful learners in other subjects. Consequently, 

Thailand’s Ministry of Education aims to teach Thai students to be independent and 

expert readers. 

According to Glover, Ronning & Brunning (1990) reading ability is also an 

indicator of success and failure in all other school subjects. Without good reading skills, 

students are likely not to be successful in other subjects. Mahakhan, (1987 as cited in 

Chaimanee, 1997) stated that normally, academically successful students tend to have 

high reading ability and academically unsuccessful students tend to have low reading 

ability.  Therefore, the purpose of this study is to investigate reading abilities of a fourth 

grade Thai student and to investigate the student’s and his parents’ attitudes toward 

literacy and how they affected the student’s reading achievement.  

Review of Literature 

Thailand’s Literacy Education 

According to the Thai Ministry of Education’s definition of literacy, a literate 

person is one who can read, write and calculate, as well as know how to solve problems 

through a “being able to think” process, which consists of academic knowledge, self-
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knowledge and environmental knowledge. He or she can make decisions to solve his/her 

problems by considering those three areas of information.  

Teaching Reading to Fourth Graders 

Because teaching literacy to fourth grade students is my focal point, I am going to 

elaborate on Thailand’s teaching philosophy and pedagogy with regard to this grade 

level. According to the Preface in the Fourth Grade’s student textbook (Ministry of 

Education, 1991), the teaching of Thai for fourth graders is based on the theory of social 

interaction. That is, students are encouraged to work and study together. In addition, 

literature-based approach is also focused.  Students are to read literature and later, they 

are expected to be able to find main ideas, supporting details, opinions, facts, and cause 

and effect. In addition, students should be able to retell the story, write a summary, and 

express their ideas about the stories they read.  At the same time, Skill-based approach is 

also focused; students are to practice spelling, writing essays, summarizing, and writing 

letters. 

  Moreover, reading teachers are expected to focus on four specific skills: Reading, 

Writing, Listening and Speaking (Ministry of Education, 1991). According to the 

Reading skill, Thai students should be able to comprehend what they read and answer 

comprehension questions. Reading comprehension skills such as answering questions, 

finding main ideas, looking for detailed, specific information, and sequencing events are 

vital cognitive skills that students should master. Finding causes and effects, 

summarizing, differentiating facts and opinions, and distinguishing reality from fantasy 

are included in the fourth grade teacher manual. For writing, writing for communication 

is emphasized. That is, students are taught how to write letters such as formal and 

2008 HICE Proceedings 
Page 5148



2008 HICE Proceedings                                                                     Family Literacy  

 

5

5

informal letters, invitation letters, and request letters. In addition, creative writing is also 

highlighted, students are to practice writing role-plays, plays and write stories from their 

own personal experiences.  Also, listening for communication is a focal point and 

students should be able to look for main ideas, differentiate between facts and opinions. 

For speaking, students should be able to speak with appropriate voice and tones. Also, 

students should be able to organize their ideas before speaking and use appropriate 

gestures and manners when they speak. 

According to the teacher’s manual created by the Ministry of Education (1991), 

writing for social communication will have long term efficacy by emphasizing one of the 

following skills: writing letters, personal stories from the students' own experiences and 

perspectives, journal entries, and other assorted creative writing exercises. These are 

main goals that students need to achieve in order to proceed to the next stage. In addition, 

students are supposed to use all the four skills they have studied to develop their thinking 

process so that they can think critically. 

 Related research about literacy in Thailand 

With all these rigid guidelines in teaching literacy to Thai students, however, 

many studies showed that the outcome of the Standardized Reading test for Sixth Grade 

students throughout the nation is not satisfactory (Krewpeng, 1998). According to the 

Ministry of Education (1991), the result showed that the average score is only five points 

out of ten points. The question arises as to why the result is not so pleasing and educators; 

policy makers and researchers are trying hard to find solutions to solve this national 

reading problem. In the next section, I am going to talk about research about literacy that 

had been done in Thailand.  
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Srikluab (1996) compared the use of Thai Language reading  strategies among 

groups of sixth graders with high, moderate, and low Thai reading comprehension ability 

according to Oxford’s reading strategies, comprising Memory strategies, Cognitive 

strategies, Compensation strategies, Metacognition strategies; Affective strategies, and 

Social strategies. The findings showed that students with high Thai language reading 

comprehension ability used cognitive strategies and Metacognition strategies the most. 

Students with moderate comprehension ability used Metacognition strategies the most 

and used Memory strategies the least. Students with low comprehension ability used 

Affective strategies the most and used Memory strategies the least. The investigator 

recommended that teachers should directly teach these reading strategies so that students 

can be able to better solve comprehension problems. In addition, students must be taught 

when and how to use those reading strategies. Above all, the researcher suggested that the 

students should be able to use different strategies in different situations.  

Poonpipat (1986) investigated problems in remedial teaching classes and she 

suggested that reading teachers should first examine each student’s reading difficulty and 

then the teacher should plan the remedial class with the students. Poonpipat cited that the 

students must acknowledge that remedial teaching is important. Longlue (1983) 

conducted a study examining the organization and management of remedial classes in the 

primary schools at Nonthaburi school district and found out that the critical problem was 

from classroom teachers. Classroom teachers planned and managed the remedial classes 

by themselves and those interventions were not standardized. Katchanvit (1984) 

investigated lessons plans teachers used for remedial reading classes and she suggested 
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that both good and poor readers should be placed in remedial classes so as to make poor 

readers have more self-esteem.  

Research about literacy in the U.S. 

Li and Christ (2007) investigated how differences in mother’s social networks 

affect their children’s literacy development. A cross-case analysis of the influence of two 

low-SES single-mother’s social networks on their children’s family literacy practices 

suggests that difference in mothers’ social capital has a disparate impact on their access 

to literacy resources and their connection with school teachers and contributes to their 

children’s literacy achievement.  

Like the Li and Christ (2007) that focused on under-privileged family, Morgan’s 

(2005) study explored the shared reading interactions of three mother-child dyads living 

in low income community.  Results showed that the practice of shared reading was 

common in the homes and mothers felt that reading with their children was important. In 

addition, findings revealed that adult and child shared book reading can enhance 

language and literacy development in the early years, although little is known about how 

mothers and children from low SES interact around books.   

After searching and reviewing research studies about literacy, there is no in-depth 

case studies focusing on the relationship of family literacy and student’s reading 

achievement. Studies that are related to family literacy and students’ achievement were 

conducted mostly in the U.S. whose English was their first language. There is no study 

about the effect of family literacy and student’s achievement in Thai context. Therefore, 

this present study was conducted to explore those issues and concerns. 
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Lipson and Wixson (2003) said that knowing conditions that affect students’ 

learning and motivation can help teachers find the ways to help their students overcome 

reading difficulties. Therefore, in this study, I seek to understand the relationship of 

family literacy and student’s achievement and how he feels about literacy learning and 

acquisition. My research questions are: 

(1) What are reading abilities of a fourth grade Thai student? 

(2) What are the student’s and his parents’ attitudes toward literacy and how they 

affected the student’s reading achievement? 

Methods 

This is a single case study and the data collection consists of in-depth and detailed 

multiple sources of data collection methods, including interviews, direct observations, 

documentation and twenty teaching sessions. Creswell (1998) mentioned that in a case 

study, the researcher explores a “bounded system” case extensively using multiple 

sources of information in data collection to provide a detailed in-depth picture of the case 

studied. This present study is a case study of one student involved in twenty teaching 

sessions, interviews and classroom observations. Each teaching session lasted at least one 

hour and each interview was about thirty minutes.  

Participant 

The participant in the present study was Nawat (pseudonym), a nine-year-old 

fourth grade male student studying in the private elementary school in Bangkok’s suburbs. 

Nawat lived with his single mother, his older sisters, his aunt and his grandmother. Nawat 

was identified as an average learner by his classroom teacher. According to the teacher, 

Nawat was not a struggling reader or writer. According to his parent and his teacher, 
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Nawat was referred to as a struggling reader and writer who had major problems in 

spelling and reading comprehension. Both the classroom teacher and the parent described 

Nawat as a healthy, joyful young boy who did not have any mental or physical 

difficulties.  

Observation site 

The observation was approximately one hour. The school I observed was a private 

elementary school located in the heart of Bangkok’s suburban area.  The school was 

awarded one of the most outstanding private elementary schools in Bangkok in 1993.  

The students who went to the school were upper-middle class students who lived in 

Bangkok and the surrounding areas. The teacher was Mrs. Sipang (pseudonym), she was 

in her mid- thirties and she taught general subjects such as Reading and Writing Thai, 

social studies, natural science, and math. 

Tutoring site 

The twenty tutoring sessions were held at the participant’s home in the Bangkok’s 

suburb, each session lasted for one hour. I chose the participant’s house because it was 

comfortable for both the researcher and the participant; the site was also quiet and 

therefore, was considered a good place for tutoring.  

The researcher’s role 

As a researcher, I assumed the role of non-participant observer when I was in the 

classroom gathering data about the participant’s academic setting. As an observer, I 

attempted to interfere as little as possible. I entered the site and sat at the back of the 

classroom silently gathering data. I spent the whole session as a spectator observing and 

taking notes and students do not know my identity or what I was doing.  Spradley (1998) 
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described passive participation as the researcher presents at the scene of action, but not 

participating or interacting with other people to any great extent. The researcher finds an 

observation post from which to observe and record what goes on. 

During the twenty teaching sessions, however, I became a more active observer as 

my major roles were teaching, explaining, describing and interacting with the participants. 

During the interviews, I tried to interrupt as little as possible, however, prompts, 

examples and clear explanations were used to make my questions clear to all 

interviewees. 

Data Collection 

 Data for this study include field-notes from classroom observations, teacher, 

parent, and student’ interviews, and reflections from tutoring sessions. Additionally, the 

student’s reading exercises, and writing samples were gathered and audio-taped records 

of the tutoring sessions were used as means to collect data.   

Field notes and reflection. The method of data collection in this study were field 

notes from observations and twenty lesson plans and reflection notes from twenty 

teaching sessions. Teaching sessions occurred for one hour of the day during the ten 

consecutive weekends from January to April 2007. In addition to the field notes taken 

right after each tutoring session, there were also analytical notes or research memos. Ely 

(1991) mentioned that these devices serve a significant role in moving analysis forward 

and since analytic memos can be thought of as conversations with oneself about what has 

occurred in the research process or what has been learned.  

Interviews. Another method of data collection was interview. The classroom 

teacher was interviewed before the study took place so that the researcher could gain 
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comprehensive information about the participant according to his academic performance 

and other related classroom behaviors. In addition, the participant’s Thai reading and 

writing problems and difficulties were clearly described during the interview. Moreover, 

the classroom teacher also recommended the researcher to look for textbooks, teacher’s 

manual, and related materials.  The interview and talk lasted for an hour.  

Home observations. Another method of data collection throughout this study was 

based on observations. During the tutoring sessions, the investigator tried to observe both 

the participant and the family and later, the investigator wrote down what she found in 

the reflection notes. That is to say, the researcher maintained a moderate participation. 

Spradley (1988) cited that moderate participation occurs when the researcher seeks to 

maintain a balance between being an insider and an outsider, between participation and 

observation.  

Reflection notes from teaching lessons.  In this study, there were twenty teaching 

lessons that were prepared and taught by the investigator to Nawat. All of the teaching 

lessons correspond with fourth grade national reading curriculum and the classroom 

teacher was the person who suggested and guided all the lessons. After teaching each 

lesson, reflection note was written by the investigator. Feedbacks, reactions, attitudes, 

feelings about the teaching and learning outcome and relational behaviors were clearly 

stated.  

Data analysis 

After observing and teaching the participant, first, I developed the process that 

Seidman (1998) calls “classifying” or “coding”. In this study, there was only one 

participant but there were two main research questions. Therefore, I developed profiles of 
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individual questions and grouped them in categories that made sense. I divided my files 

into two different files.  Second, I marked individual passages, grouped them in 

categories, and then studied the categories for thematic connection within and among 

them. In addition, I also used Ely’s data analysis approaches.  

I conceptualized thinking units as broadly framed sorting files. The next step was 

to establish a set of categories that arose from my data. During the data collection process, 

I wrote marginal comments, analytic memos, and analytical thoughts in the field log.  

Results 

 Observations, twenty tutoring sessions, semi-structured interview and document 

were used as means to gather information. In order to answer the first research question: 

What are the participant’s reading abilities?, data gained were analyzed and divided into 

two main categories: literacy abilities and changes.  

Literacy Abilities 

Giving short answers. Unlike reading silently, when asked to talk about what he 

thought about the title, the pictures or the text he read, Nawat only gave short and 

incomplete answers such as “Hermit Crabs” or “Good”. He rarely answered the questions 

using complete sentences and sometimes it made his sentences unclear. However, when 

asked to write his answers about the reading comprehension on the whiteboard, he was 

able to share what he thought in complete sentences. For example, he wrote “The father 

told his two sons to take the bear with them all the times, the bear can be helpful.”  It 

seemed to me that he didn’t like to talk because he showed nervousness and worry when 

he was asked to do the task. That is, he always smiled, paused and said “I don’t know”.  
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Answering Wh-reading comprehension questions.  One of Nawat’s outstanding 

reading abilities is answering Wh-questions. When asked literal reading comprehension 

such as “What, when, where, why, who, and how”, did not have much difficulty 

answering the questions. This is an example of Nawat’s answering from “The Hunter and 

the Bear? 

R Ok, let’s talk about the story. What did the father say to his sons? 

S They should take the bear with them. 

R Good. Where did it happen? 

S In the wood 

R How do you know that? 

S Here (point at the pictures) It’s the woods. 

R Good job. What happened to the older hunter? 

S He is dead. 

Nawat did a good job in answering Wh-questions, He could reply immediately without 

concern or hesitation. In addition, Nawat also used pictures as context clues to answer the 

investigator question. When asked how he knew the answer, he pointed to the pictorial 

clues and could be able to give a correct answer.  

Using Prior knowledge. When asked about reading comprehension questions,  

Nawat often used his background knowledge in answering those questions. This is an 

example of Nawat’s use of background knowledge in “The New House of the Hermit 

Crabs”. 

R So what do you think this story is about? 
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W Um, maybe, maybe, uh, I remember someone told me that hermit crabs 

have to use glass as their home and the picture here, maybe the hermit 

crabs have no homes.  

R Wow, Great! What do you think about it? 

W Sad 

Research findings have consistently showed how background knowledge and former 

experience influence reading comprehension (Lipson, 1982, 1983, as cited in Lipson and 

Wixson, 2003) The example Shown above illustrated how Nawat related what he read in 

the text to what he already knew.  When he was asked what he knew about the text or 

what he could predict from the picture, he used his prior knowledge and could give the 

correct answer about the text. 

Being puzzled asking to think critical. Nawat was puzzled when he was asked to 

think critically. For example, during the tutoring session, I occasionally asked him a few 

questions such as: “How might the story have been different if the setting had been 

different?” and “What questions would you like to ask the author?”  

R Let’s take a look at “The Hunters and the Bear.  Do you think the story 

will be different if the setting is different?” 

W Uh, I don’t know.  

R Let’s say, where did it happen?  

W In the wood 

R Great! Will it be different if the setting is not the wood? For example, how 

about the city? 

W Uh, uh, bears are in the zoo. 
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Throughout the conversation, Nawat was nervous and unconfident when asked unfamiliar 

question “Do you think the story will be different if the setting is different?” It happened 

because he had never been asked those critical questions before, therefore, he showed 

nervousness and anxiety while saying “Uh, uh, bears are in the zoo”. Nawat was not 

familiar with reading between the lines and consequently, it impeded him from being able 

to immediately and confidently answer the questions. The example above showed that he 

was stunned and didn’t say any word except “uh, I don’t know” the first time he was 

asked this question 

Reading Vocabulary.  The significance of vocabulary development as a key 

contributor to reading comprehension has long been recognized (National Reading Panel, 

2000). When asked to read new difficult vocabulary, Nawat eagerly read the vocabulary 

without showing anxiety. However, his reading aloud was not perfect, he read in 

monotone and sometimes, he struggled with a few new difficult vocabularies. From this 

explanation, it can be said that he might not have a clear understanding of the new 

vocabulary he read.  

Identifying Final consonants.  Before the tutoring sessions, Nawat had difficulty 

identifying the eight final consonants; he was not sure which letter belonged to which 

group of the final consonants. For example, there are more than twenty letters that belong 

to the /d/ final consonant but Nawat could not recognize all of them. 

Using finger while he was reading. When asked to read each passage whether 

reading silently or read aloud, Nawat used his finger running along the text. It can be said 

that he run his finger at every word and at the same time, he pronounced a few new 

difficulty vocabularies. 
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Reading Aloud. One of the most outstanding reading performances Nawat made 

was reading aloud. When asked to read aloud, Nawat eagerly and immediately read the 

text without hesitation. It seemed that he was happy reading aloud as he smiled and did 

not show any concern or worry during he was reading. What he was reading during the 

tutoring sessions were vocabulary words containing the final consonants, short and long 

sentences about the final consonants, text, poems, and songs and he did not have much 

difficulty reading aloud.  

However, while he was reading, his speeding and pausing were not perfect but it 

can be said that his reading aloud were acceptable. Sometimes, he made wrong pause but 

he self-corrected his own reading. In addition, it is obvious that he read in a monotone, 

that is, he did not put his emotion in it. For instance, when asked to read an excerpt from 

“The New House for Hermit Crabs”, he read the conversation between two hermit crabs 

in a monotone and it made the story not interesting. Nevertheless, his reading aloud is 

satisfactory as he could pronounce almost all difficult vocabulary words in the text.  

Self-Talk. While Nawat was reading silently or while he was writing summaries 

using his own words, he talked to himself from time to time.  

Writing imaginative stories.  One of Nawat’s weaknesses was that he didn’t enjoy 

creative writing. After reading the text and asked to write his own stories, he smiled and 

said that he could not do it. He always mentioned that it was too difficult for him to 

complete the task. For example, when asked to write a story about the sea or the beach, 

he kept saying that he could not make up the story. He also cited that he didn’t have 

much imagination and preferred to answer Wh-questions. After being given many 

prompts and encouragement, he tried to write his own stories using his background 
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knowledge concerning taking trips to the sea with his family. However, what he wrote 

was so short and there were only a few sentences in his writing. For example, he wrote “I 

love going to the sea with my family, I have a great fun. There are lots of people there.” 

Spelling. Being unable to recognize all the letters consequently lead to misspelling 

and that is why spelling is the major problem Nawat encountered. However, after direct 

teaching and being familiarized with many sight words and that end with the eight groups 

of the final consonants, Nawat’s spelling tremendously improved.  

Changes 

Identifying the Final Consonants 

After studying a few lessons about the final consonants, Nawat’s spelling ability 

improved. At first, when asked to determine the letters that could end with /k/, /d/, he 

could not identify them at all. Moreover, when asked to write difficult vocabulary words 

that end with letters in /d/ final consonant groups, he had trouble doing it. According to 

Thai, there are around twenty-three letters that can be read with /d/. Therefore, it is 

difficult for inexperienced learners to identify and spell vocabulary words that end with 

/d/.  

Sharing Opinions 

At first, Nawat showed concerns, worry and embarrassment when asked to share 

or express his personal opinions about the text he had read. For example, after being 

asked what he thought about the text and the characters in “The Hunter and the Bear”, he 

rarely shared his point of view about each character’s behaviors or wrong doings. In this 

story, there are so many hidden themes and insightful thoughts but Nawat only answered 

“I don’t know, at first.  

2008 HICE Proceedings 
Page 5161



2008 HICE Proceedings                                                                     Family Literacy  

 

18

18

R What do you think about the younger Hunter? 

S (pause) I don’t know. 

R: Tell me more about what you think about this story. 

S: I don’t think it’s real, I don’t know. 

R: Why not? 

S: Here (point at the picture) they are flying. 

This example revealed that Nawat lacked knowledge and experience in sharing his person 

opinion. It can be implied that he was used to answering comprehension question that 

directly from the passage. Nevertheless, after giving many prompts and encouragement 

through twenty tutoring sessions, his performance improved. It cannot be said that it is 

perfect but at least his talking and thinking abilities gradually developed. 

Attitudes 

 Informal and semi-structured interview questions were used to ask the participant 

to discuss his attitudes about literacy learning. The results were from both  interviews and 

twenty tutoring sessions.   

The Participant’s Attitudes towards Literacy Learning 

 Knowing his weaknesses. When asked about his Thai literacy’s problem, Nawat 

said that spelling was his major deficit. He said that he felt comfortable reading and 

writing Thai and he did not hate reading or writing. When asked “Do you like Thai 

subject?” Nawat nodded and replied, “Yes, I like it but my favorite subject is math”. I 

also asked Nawat to explain more about his reading and writing difficulties but he 

concluded that spelling was only his problem and that he really enjoyed studying with 

Mrs. Sipang because she was humourous. 
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Teacher’s teaching style.  Nawat also added that he enjoyed studying with Mrs. 

Sipang because her teaching style was motivating and supportive. What Nawat liked 

most was that Mrs. Sipang was a humorous teacher and she made him laugh all the time. 

Nawat mentioned that he did not feel like he was in a classroom. He also made a 

comment that teacher’s humor played a significant role in students’ desire to learn. 

Opinion about reading aloud.  I also asked him more about his reading aloud and 

his feelings about reading to other students. He mentioned that he felt satisfactory about it. 

He clarified that he was not nervous when he was asked to read aloud in front of the class. 

He also mentioned that he knew his performance in reading and he said that he was not 

worried much about reading aloud to other students.  

Classroom environment.  Nawat mentioned that the lively and fresh classroom 

environment assisted him to be motivated learner. He noted that he was energetic and 

enthusiastic to learn when he was in the classroom. He mentioned that the classroom was 

“fresh” and “lively”. Pictures of animals and real small trees in the classroom made him 

feel fresh and energetic. Because of the lively environment, Nawat said that he didn’t feel 

like he was in the classroom. He noted that he felt as if he was in the zoo or park.  That is, 

the classroom atmosphere played a motivating part in his learning.  

Showing enthusiasm when asked to write sentences.  Paris, Lipson, & Wixson, 

1983 (as cited in Lipson & Wixson, 2003) stated that learning and performance require 

both skill and will. Factor such as interest, the amount of time and effort required, 

willingness to take risks, or perceived competence can influence children’s decision 

whether to use their skills or not (Lipson & Wixson, 2003). When asked to write four to 

five sentences using final consonants that he had studied, Nawat enthusiastically nodded 
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and wrote those sentences without complaining. What he wrote was simple complete 

sentences containing new difficult vocabulary. However, there were a few mistakes in his 

spelling. 

Being excited participating in games, riddles and songs.  When asked to play 

games, riddles or sing songs, Nawat eagerly took part in the activities without hesitation. 

He smiled gaily and followed what the researcher asked him to do enthusiastically. For 

example, he was very excited when he was presented with real teaching materials such as 

shoes, books, skirt and pants; he smiled, laughed and stayed focused on the tasks. When 

Nawat was asked to sing songs and clap his hands, he willingly accomplished the 

activities with big smile on his face. It can be said that different kinds of literacy 

activities such as games, riddles and songs helped him to be motivated.  

Paying attention to tutor’s demonstration. During each tutoring session, when 

asked to look at the tutor’s spelling on the whiteboard carefully, Nawat attentively paid 

attention to the demonstration. His eyes focused on the whiteboard, he never looked out 

of the window or showed boredom.  

Enjoy doing literacy activities alone. When asked to write vocabulary, sentences 

or stories by himself, Nawat eagerly accomplished the tasks without complaining or 

hesitation. When he was writing, he gradually and continually wrote without showing 

nervousness or boredom.  

Reading silently. When Nawat was asked to read the passages silently, he 

enthusiastically and happily read through the passages. He smiled and immediately 

focused on what he was reading. While he was reading, he ran finger along the passages 

and at the same time, he talked to himself while reading.  It seemed to me that he felt 
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comfortable when asked to read silently as he didn’t show anxiety or boredom. In 

addition, he also paid great attention to the story and pictures. When he couldn’t 

understand some parts, he went back to those problematic parts and reread.  

Being unconfident of his performance. The student’s attitude toward reading and 

writing is a central factor affecting reading and writing performance. Research indicates 

that positive self-perception promotes achievement-oriented behavior, whereas low self-

perception leads to decreased motivation (Lipson & Wixson, 2003). When asked to 

perform unfamiliar literacy activities such as summarizing using his own words, 

criticizing each character’s trait, and share his personal opinions about the settings or the 

characters, Nawat often said “I don’t know” or “I can’t do it, it’s difficult.”  

The family’s Attitude towards Literacy Learning 

 Informal and semi-structured interviews were used to obtain data about the 

family’s attitudes about literacy learning. In this study, the participant’s aunt was 

interviewed for half and hour before and after the tutoring sessions. Both interviews were 

triangulated and the data were divided into three sub-groups. 

Low literate home environment.  After close observations during the tutoring 

sessions, I found out that Nawat’s mother rarely talked to him and there were not many 

interactions between both of them. At home, the mother was quiet and she spent time 

alone watching T.V. What I found during the home observations was congruent with 

what the aunt mentioned about Nawat’s mother. That is, the aunt mentioned she rarely 

talked to other family members. In addition, after observation at home throughout the 

study, it could be said that the mother was not engaged much in reading or writing 

activities. For example, the aunt stated Nawat’s mother did not read newspapers, books or 
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magazine much. From the observations, I will say that the mother does not coach, 

scaffold or model many language abilities to her children. Nawat’s aunt, instead, was the 

person who took care of his study; she taught him how to spell some Thai vocabulary 

words and helped him with his homework. At Nawat’s home, there was no children’s 

literature, phonics books, games or educational toys that can assist him to develop his 

literacy skills. In addition, there were no book shelves, with narrative or expository texts 

provided for the participant to enjoy.  Therefore, I would conclude that Nawat was born 

and raised in a poor literate environment. That is, his family members are not active 

readers or active writers and Nawat’s home environment does not encourage him to 

become proficient reader and writer.  

Having negative attitudes toward the participant’s literacy abilities.  When I told 

the mother that I was going to interview her, she said that she didn’t have any thing to say 

and told me to interview Nawat’s aunt instead. I was more surprised when she said that 

she did not want me to teach her son many lessons and she added that my lessons would 

not help Nawat much and it would waste both my time, her time and Nawat’s time. Her 

reason was that Nawat was a lazy boy who did not engage himself in any literate 

activities.  

On the contrary, Nawat’s aunt enthusiastically welcomed me and told me 

everything I wanted to know about Nawat. When asked about Nawat’s reading 

difficulties, she clearly explained how he struggled with reading and writing exercises. 

She mentioned she knew his difficulties in literacy because she helped Nawat doing 

homework everyday. Actually, she was the person who asked me to be Nawat’s tutor. 
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She said that spelling and reading comprehension were Nawat’s principle problems and 

she hoped that I could help him to be better in reading and writing.  

Viewing literacy education second to math. I felt comfortable after the aunt said 

that I could come and teach Nawat anytime I wanted. However, she mentioned that based 

on her education, studying in a privileged Catholic school and earning a Bachelor Degree 

in Accounting, she placed more emphasis on English and math subjects than Thai. Each 

evening, after the school was done, Nawat had personal tutor; one for math and one for 

English.  She said she viewed English and Math as very important skills for his future 

career. She added that Nawat’s math and English scores were good but she wanted him to 

be better.  

Discussion and Conclusion 

According to the Ministry of Education (1991), reading teachers are expected to 

focus on four specific skills: Reading, Writing, Listening and Speaking. Moreover, basic 

reading and writing system such as the eight groups of final consonants are also stressed. 

Additionally, teaching reading comprehension strategies such as answering questions, 

finding main ideas, looking for detailed, specific information, and sequencing events are 

vital cognitive skills that students should master. Finding causes and effects, 

summarizing, differentiating facts and opinions, and distinguishing reality from fantasy 

are included in the manual.  

Moreover, students will be taught to write creatively by using various story 

structures and giving creative titles as starting points. Teachers and students are supposed 

to discuss themes and concepts of the story and students will be encouraged to synthesize 

their ideas by talking, discussing and sharing their subjective opinions using their 
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relevant prior experiences. In order to make students engage in efficacious reading and 

writing, a wide variety of language activities such as games, songs, riddles, role-playing 

and playing strategies are used.  

However, the observation and tutoring session results showed that the Ministry of 

Education’s goals in teaching reading have not been achieved. In this case, the participant 

could only perform some basic reading comprehension skills such as answering questions, 

finding main ideas, looking for detailed, specific information, and sequencing events 

whereas he could not accomplish some higher reading skills such as differentiating facts 

and opinions, distinguishing reality from fantasy and analyzing each character’s traits.  

It is also mentioned that reading teachers are expected to focus on four specific 

skills: Reading, Writing, Listening and Speaking but in practice, students do not have 

much opportunity to speak or interact with their peers and teacher. What they can do is 

listening to their teacher lecturing and working individually. Vygotsky (1978) mentioned 

that young children learn language through social interactions and participations with 

friends, parents, teachers and community. The participant’s lack of interaction with his 

parents and peers mainly affects his literacy development.  

Fountas & Pinnell (1996) cited that children learn about written language in an 

environment that is print rich, learning is a social process, learning is a constructive 

process, an organized environment supports the learning process and powerful 

demonstrations are an important part of the learning process but this study’s findings are 

quite contradictory to these literacy learning theories. That is, the participant does not live 

in a print-rich environment where there is no rich diversity of language and literacy. Also, 
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the participant does not have chance to interact with his peers as partners or in small 

groups. In addition, he does not have opportunity to talk with other.  

Tharp & Gallimore (1988) said that the opportunity to talk with others while 

learning contributes to the rate and depth of understanding.  Moreover, the participant 

does not learn to read and write through active engagement in authentic literacy as the 

teacher-centered approach does not support or move children toward independence. 
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ENHANCING CREATIVE PRODUCTIVITY BY USING  
4E-C LEARNING MODEL FOR SCIENTIFICALLY  

GIFTED AND TALENTED STUDENTS 
 

By:  
Sumalee Waiyarod 

Srinakharinwirot University 
 
 
Abstract 
 

This study was aimed at enhancing creative productivity for 

scientifically gifted and talented (G/T) students by using 4E-C learning 

model developed by the researcher. This new learning model was 

based on the three-ring conception of giftedness, enrichment triad 

model, and modeling method. It consists of 4 phases: encouraging 

issues, experiments for modeling, creation of new model, and 

exhibition. Its activities focus on creating new physics models out of 

the students’ own interest and reading of contemporary physics 

journals. Students also have opportunities to present their creative 

products in order to improve their communication skills. The results of 

this study in which the 4E-C learning model was used as an elective 

physics course for 16 scientifically G/T students in grade 10 for 40 

periods at Mahidol Wittayanusorn School, the first science school for 

G/T students in science and mathematics in Thailand. The results 

indicated that after G/T students had learned through 4E-C learning 

model, their creative productivity and attitudes toward physics were 

significantly higher at the .05 level. G/T students thought that learning 

activities were very interesting and challenging. Moreover, the teachers 

participating in this study had opinions of this learning model that 

students could fulfill their high potential by using this model, 

especially their creative productivity. 

 
Introduction 

 

Thailand’s National Education Act of 1999 has the rights of high ability 

students to develop these students to their fullest potential.   Schools are required to 
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provide an equal educational opportunity for all gifted and talented (G/T) students.  

This means it allows G/T students the right to educational experiences appropriate to 

their level of development.  For truly equal opportunity, a variety of learning 

experiences must be made available, at all levels, so that all children can develop their 

special skills and abilities to the utmost.  All students have individual learning styles, 

interests, motivations, career goals, development levels, and socio-cultural conditions 

so a school needs to have many types of programs to meet the students’ needs.  

However, the serious problem is that teachers do not have a good understanding about 

the design of teaching and learning strategies for nurturing G/T students, especially in 

science. One of important theories that involve with nurturing G/T students in science 

and it is most well known when talking about creative gifted person is Renzulli’s the 

three-ring conception of giftedness (Sternberg; & Davidson. 2005: 53-92; citing 

Renzulli. 1986.).This theory is a theory that attempts to portray the main dimensions 

of human potential for creative productivity.  The name derives from the conceptual 

framework of the theory, namely, three interacting clusters of traits (above average 

ability, task commitment, and creativity) and their relationship with general and 

specific areas of human performance.  Moreover, these three traits are supported by 

environmental and personal factors. Gifted behavior consists of behaviors that reflect 

an interaction among three basic clusters of human traits--these clusters being above 

average general and/or specific abilities, high levels of task commitment, and high 

levels of creativity.  Therefore, this theory believes that if we want to develop G/T 

students to be creative producer, we have to combine the three rings together.  This 

theory also believes that G/T students can have high potential abilities, so we need to 

develop them to high level.  4E-C learning model designed by the researcher is based 

on this theory.  G/T students will be selected from students who have above average 

ability.  Activities in this model will encourage students’ creative productivity.  

The interesting issue in science education presented at the annual meeting of 

National Association for Research in Science Teaching (NARST) Philadelphia, PA 

(NARST. 2003: Abstract), mentioned that physics was the least enrolled course in 

United states high school science.  Similarly, in Thailand physics enrollment is still a 

problem.  Therefore, Physics is a very important field which is still troubled with 

many problems.  For example, Physics teachers still teach physics through rote-

memory and lecturing while laboratory and students’ products that enhance thinking 

skills of students are the least emphasized. 
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Today there are some programs and strategies for the nurturing of giftedness 

and talents in science.  Renzulli (Renzulli. 1994: 147–151) is the one who developed 

the enrichment triad model. This model is the best known and most widely used 

model for guiding what to do for gifted students.  This model consists of three 

interrelated types of enrichment: Type I: general exploratory activities (enrichment), 

Type II: group training activities (process), and Type III: individual and small-group 

investigations of real problems (product). These three types of enrichment in nature 

are always unnecessary to be sequential, but they can flow freely from one to the 

other.  The students may move from a type I activity to type III, and from there back 

to type II. Patricia and Miller (Patricia; & Miller. 2000: Abstract) surveyed the 

practices of teachers of G/T students.  The survey showed that Bloom’s Taxonomy of 

Educational Objectives was used by most teachers, the second most used was 

Renzulli’s Enrichment Triad, the third was Parnes’ Creative Problem Solving, and the 

fourth was Taylor’s Multiple Talents.  For innovative programs, Nina Buchanan and 

Bill Woerner (Buchanan; & Woerner. 2002: Abstract) indicated that in the past the 

comprehensive high school model worked well for many G/T and other students.  

They examined 5 high schools that successfully met the needs of G/T students 

through innovative curricular programs featured with small learning communities and 

supportive structures such as small advisory groups, real world connections, authentic 

assessment, and teachers who facilitate learning.  Schools and teachers should 

understand about what feature programs are available and develop program models or 

strategies that depend on the context of their school and students.  The center for 

Gifted Education at the College of William and Mary (Van-Tassel-Baska. 1998:6) 

has, over the past six years, spent considerable time addressing issues of appropriate 

science curriculum and instruction for high ability students.  They found that one of 

the important components is the emphasis on inquiry.  The more students can 

construct their own understanding about science, the better they will be able to 

encounter new situations and apply the appropriate scientific processes to them. There 

are instructional models based on inquiry method or learning cycle. One of those 

important instructional models that are useful for physics instruction is modeling 

method or modeling cycle. Malcolm Wells and David Hestenes (Wells, M.; Hestenes, 

D.; & Swackhamer, G.  1995: 606-619) showed that this model helped students to 

construct and use scientific models to describe, explain, predict, and control physical 

phenomena.  Also, the modeling method can yield better student’s understanding than 

 4

2008 HICE Proceedings 
Page 5175



alternative methods of instruction. The modeling method has two stages, involving the 

two general classes of modeling activities: Model development and model 

deployment. Stage I is designed to lead students systematically through the four main 

phases of model development: description, formulation, ramification, and validation. 

Stage II is devoted to deployment of the model developed in stage I to a variety of 

new physical situations in a variety of different ways.  This helps free the students’ 

understanding of the model from the specific context in which it was developed.    

 Recently, Carolyn R.Cooper, Susan M.Baum, & Terry W.Neu (Cooper; 

Baum; & Neu. 2004: Abstract) presented a model of talent development titled Project 

High Hopes.  It is highly successful in identifying and developing scientific talent in 

G/T students.  The factor that contributed to the success of the model was that the 

emphasis was on helping students become creative producers. The model also 

featured a strong mentoring component that included role-modeling and problem 

solving within specific scientific domains and provided students with authentic, 

discovery-based, experiential, and advanced level subject matter of the domain.  

Finally, the alternate means of assessing student achievement focused on a student’s 

performance and the product he or she created rather than on test scores.  These 

performances resulted in the students’ shifting their identity from loser to winner.  

Therefore, the purpose of this research is to develop new learning model to 

enhance creative productivity for scientifically G/T students. For this new learning 

model is based on the three-ring conception of giftedness, enrichment triad model, 

and modeling method.  This learning model is the 4E-C learning model.  There are 4 

phases. All phases motivate G/T students, enhance them how to create new models, 

especially in content of energy and life, and give G/T students an opportunity to 

present their product in a real exhibition.  This learning model also guide the teachers 

as well as the schools or organizations that are involved in gifted education to help 

G/T students to improve not only their creative productivity, but also preparing them 

to become a scientist or a specialist in the future.   

This study attempted to answer the following questions: 

1. Is students’ creative productivity higher after they learned by using 4E-C 

learning model?  

2. Is students’ attitude toward physics higher after they learned by using 4E-C 

learning model? 
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3. How are students’ learning reflections after they learned through activities in 

4E-C learning model? 

4. How are students’ opinions toward using 4E-C learning model? 

5. How are teachers’ opinions and roles toward using 4E-C learning model? 

 

Method 

 

The researcher employed both of quantitative and qualitative methods. The 

design was one-group pre- and post-tests design. The 4E-C learning model developed 

by the research was administered to 16 scientifically G/T students in grade 10 as an 

elective physics course, Energy in daily life course, at Mahidol Wittayanusorn 

School , the first science school in Thailand, for 40 periods in the second semester of 

2006.  

The research procedures were as follows: 

1. Developing 4E-C learning model 

1.1 Learning model: the researcher studied related literature that involved in 

developing teaching and learning science, program development for scientifically G/T 

students, program to enhance creative productivity, definition of giftedness, definition 

of scientifically G/T students, identification of G/T students, and assessment 

strategies. Also, the researcher interviewed 5 experts in gifted education on what 

characteristics should be developed in scientifically G/T students and conducted a 

survey 10 teachers’ understanding about G/T services by using Sherry’s G/T service 

questionnaire. Moreover, the researcher conducted a survey 144 scientifically G/T 

students’ opinions of physics content and journals by using questionnaire developed 

by the researcher. Then, the researcher developed the new learning model, 4E-C 

learning model, based on the three-ring conception of giftedness, enrichment triad 

model, and modeling method.  

This learning model consists of 4 phases: encouraging issues, experiments for 

modeling, creation of new model, and exhibition see in figure 1. Its name stands for 

the name of each phase including evaluation used in every phase. In the first and 

second phase, activities consist of discussion about contemporary energy in daily life 

issues and creation of physics models both of mathematical and physical model out of 

the students’ own interest and reading of contemporary physics journals. In the second 

phase, it is guided inquiry. Students are trained to be skillful in modeling method. In 
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the third phase, it is independent inquiry. Students conduct their own projects in small 

groups to create new physics models. Students also have opportunities to present their 

creative products in order to improve their communication skills in every activity, 

especially in the last phase. Students present their projects in the exhibition. The 4E-C 

learning model is shown in Figure 1. 

 

 

 Encouraging Issue                        Experiments for modeling 
 

                                             
 
 
 

 
 
 
 
 
 
Exhibition                                          Creation of new model 

 
   
   Evaluation 

 

 

 

 

 

 

 

 

 

 

 

 

Figure1. The 4E-C learning model 

 

Note: The first and second phase can be switched back and forth until teachers 

think that students are ready to move into the next phase. Before allowing students to 

move further, the teachers have to consider students’ creative productivity by using 

Student Product Assessment Form. 

1.2 Learning units and assessment forms: the researcher developed learning 

units according to the 4 phases of 4E-C learning model. There were totally 6 learning 

units in this model. There were 5 units in the first and second phase of 4E-C learning 

model and the last unit   in the third and the last phase.  For assessment forms, the 

researcher developed student product assessment form based on Renzulli’s Student 

Product Assessment Form and performance assessment form of Institute of Promoting 

Teaching Science and Technology (IPST). It was used for assessing students’ creative 

productivity. The researcher also developed students’ attitude toward physics based 

on questionnaire of Jayne and Kenneth’s an evaluation form for evaluating G/T 
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students’ attitude toward science for summer enrichment program, and students’ 

learning reflection form. Moreover, the researcher developed student interview 

protocol and teacher interview protocol to interview their opinions toward 4E-C 

learning model. 

 

2. Examining efficiency of model and other assessment forms: the researcher 

developed Teacher’s Guide Book and Student’s Guide Book. These books and 

assessment forms were then examined by advisors. After that, 5 experts considered 

content validity and construct validity by using index of correspond (IC).   

 

3. Identifying scientifically G/T students: The researcher followed the 

identifying process of Mahidol Wittayanosorn School, the first science high school for 

G/T students in mathematics and science in Thailand.  Identifying process of this 

school can be accepted as on par with identification process of international level.  

The identifications were as follows: 

1. Students’ GPA: Students must have GPA of science and 

mathematics not less than 3.00, and GPAX of every subject not 

less than 3.00. 

2. Paper-pencil tests: 480 students who pass paper-pencil mathematics 

and science tests are accepted to the academic camp. 

3. Academic camp: 480 students join academic camp for 4 days and 3 

nights. While in the camp students do many science activities and 

also take three tests.  There are unseen mathematics, creative 

science, and problem solving tests. Moreover, students take SAT, 

IQ, SDQ, and YSR test. 

       The criteria for identification as gifted students 

1. T-score from SAT is not less than 60. 

2. IQ score is not less than 110. 

3. SDQ and YSR are not negative. 

4. Top 240 students are selected by experts. 

 

4. Implementing 4E-C learning model: the researcher conducted a preliminary 

study by using 4E-C learning model with 20 scientifically G/T students in grade 11 

for 4 weeks in the first semester of 2006 at Mahidol Wittayanusorn School. After that 
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the researcher revised activities and calculated reliability of assessment forms. Then, 

the researcher conducted main study with 16 scientifically G/T students in grade 10 at 

Mahidol Wittayanusorn School in the second semester of 2006 for one semester or 40 

periods by using 4E-C learning model as elective physics course, energy in daily life 

course. 

 

5. Evaluating 4E-C learning model: scientifically G/T students filled students’ 

attitudes toward physics before and after they learned through 4E-C learning model. 

Students’ creative productivity scores were compared between students’ creative 

productivity average scores in the second phase and their scores in the third phase. 

Students in each group reflected their learning in each activity. After they were done 

in this course, students and teachers were interviewed their opinions toward 4E-C 

learning model.  

 

Data analysis 

 

Data were collected from two major sources: scientifically G/T students and 

participating teachers.  The sources of data from each group were as follows: 

1. Before developing learning model: 

1.1 Students: data were gathered from students’ opinions of physics content 

and journals questionnaire before developing learning model.  

  1.2 Teachers: data were gathered from G/T service questionnaire before 

developing learning model.  

  1.3 Experts: data were gathered from expert interview protocol 

   2. Implementing learning model: 

   2.1 Quantitative data were collected from scientifically G/T students’ creative 

productivity scores and students’ attitudes toward physics. Then, these data were 

analyzed by using SPSS program to calculate reliability of assessment forms and t-test 

for testing hypothesizes. 

   2.2 Qualitative data were collected from scientifically G/T students’ learning 

reflection from each activity, student interview protocol, and teacher interview 

protocol after participation. 
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The findings 

 

The collection of data before developing learning model indicated that creative 

productivity should be developed in scientifically G/T students. Also, the most 

interesting physics content for scientifically G/T students was mechanics. They 

wanted to have opportunities to create their own products and conduct more physics 

laboratories. From all of science subjects, they prefer either biology or chemistry over 

physics. 

For the results of this study after scientifically G/T students had learned 

through 4E-C learning model, the results of this study indicated that their creative 

productivity and attitudes toward physics scores were significantly different at the .05 

level.  The students’ creative productivity and attitudes toward physics scores were 

significantly higher. The comparison of students’ creative productivity scores are 

shown in Graph 1. 

 

Graph 1: The comparison of students’ creative productivity scores between 

average laboratory score and project score 
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Table 1: The results of students’ creative productivity and attitudes toward 

physics 

 

Score 

 

 

Test 

 

X  

 

S.D. 

 

t 

 

P 

Pre-test 26.25 .398  

Creative 

productivity 
 

 Post-test 

 

   

     38.50 

         

       .618 

 

 

19.471*

 

 

.000 

Pre-test  3.88      1.258  

Attitudes 

toward physics 

 

    

   Post-test 

 
      2.66      1.915 

 

 

12.705** 

 

 

 

 

.000 

t*  =  3.182,  t** = 2.131, α = .05 

 

The results of students’ learning reflection were analyzed by using analytic 

induction are as follows: 

 

Learning reflection number 1: Explanation of concept from experiments 

Students could explain concepts correctly and clearly. They could give 

examples to be more meaningful explanation.  

Learning reflection number 2: Modifying experiment if there is no limitation 

of instruments 

Students could adapt their experimental designs by using other instruments. 

Also, some experiments they could incredible and creative design experiments such as 

using light gate sensor to monitor the movement of object and then plot graph to 

calculate its speed. 

Learning reflection number 3: what do you get after learning from this 

experiment? 

Students could explain what enrichment their knowledge, especially how 

scientist work and create scientific model. 
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Learning reflection number 4: How to apply your knowledge from this 

experiment into the new situation 

Students could apply their knowledge into new situations very well such as 

applying chain rule model by using domino for explanation of binary fission. 

 

The students’ opinions of 4E-C learning model were so positive. They thought 

that 4E-C learning model was interesting and challenging. The activities allowed them 

to conduct their own experiments. They could understand how physicist create 

physics model. The most favorite activity was a conducting project in the third phase 

because it was independent inquiry. However, they wanted to have more time for 

conducting experiments and projects in the second and third phase of 4E-C learning 

model. For examples of students’ interviews are as follow: 

 

Question1: The opinions of students toward 4E-C learning model 

                   Student 1: “This learning model is interesting” 

                   Student 2: “This learning model is very good. I like it a lot” 

Question2: The opinions of students toward learning activities 

     Student1:  “The most favorite activity is adapting motor. The first time I  

                        thought that it was easy, but actually it was not easy. And 

                        think that it was very challenging”. 

     Student2:  “I like conducting project because it is the integration of  

                        knowledge and skills into product”. 

Question3: What students got after learned through this learning model? 

        Student1:  “I know the method of creating physics equation” 

        Student2:  “I know how scientist work to create physics model” 

Question4: The opinions of students toward assessment  

 Student1:  “I like this way of assessment because it could really measure 

                    our performance” 

        Student2:  “I like that teachers allowed us to conduct project as the way of  

                                       assessment because it was the one of comprehensive 

knowledge strategies”. 

Question5: Students’ recommendations 

       Student1:  “I know that other physics course can’t have many laboratories  
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                     because there are a lot of content. But for other elective 

physics courses should focus on conducting laboratory like 

this course” 

       Student2: “I think that this kind of course should extend to other subject 

such as chemistry, biology, and other physics course. I want 

other subject to teach by conducting experiment” 

 

For example of teacher interview is as follow: 

 

 “I think that the objectives of 4E-C learning model could encourage 

scientifically G/T students’ creative productivity because they could conduct 

experiment, especially new project. Students’ outcomes were very good and as follow 

expected learning outcomes. For content, it was suitable because this course didn’t 

focus on content, but focused on creating scientific model. The resources of this 

course were good because students could search and find information by themselves. 

The assessment form was very good. They could directly assess students’ creative 

productivity. The results from assessment could identify students’ creative 

productivity” 

 

The teachers’ opinions of 4E-C learning model were also positive. They 

thought that 4E-C learning model was student-centered approach. This model could 

improve scientifically G/T students’ creative productivity. The assessment forms were 

authentic assessment. Also, they could fulfill their high potential in science. 

 

Conclusion 

 

This learning model consists of 4 phases and activities of each phase are 

guided and independent inquiry that should be developed in teaching and learning 

science. All activities in the first and second phase encouraged students to discuss and 

debate contemporary issues in energy and to conduct their own experiments. Not only 

did they design the procedure, but also they analyzed data, made graph, and created 

mathematical model or used that graph to be physical model. Moreover, in the third 

phase students had developed their own physics project about contemporary issues 

that they had discussed in the first phase in small group to create a new physics 
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model. Also, in the last phase students had opportunity to present their projects in the 

real exhibition. So the 4E-C learning model could allow students to fulfill their high 

potential in science, especially in physics. 

Apart from that, this study indicated that scientifically G/T students had more 

positive attitudes toward physics after they had learned through this model. Therefore, 

if teacher teaches either physics or any science subject for scientifically G/T students 

by using 4E-C learning model, they will have more positive attitudes toward that 

subject. The result supports article of Rutgers University (2006: 34-39) that claimed 

the role of model in physics instruction that it was so effective approach in physics.  

Wells; Hestenes; & Swackhamer (1995:  606-619) also found that students who 

learned physic by using modeling method gained significantly higher score and had 

more understanding in mechanics. Also, the result is similar to the finding of Cooper; 

Baum; & Neu (2004, 162-169) which found that G/T student in science who 

participated in project high hope science program that followed three procedures: 

identification, curriculum, and assessment gained higher scores in science. Moreover, 

the result supports Van Tassel- Baska (1998, online) that claimed how to planning 

science programs for high ability learners that should focus on inquiry, higher-order 

thinking, and science process skill.  

   According to the learning outcomes, it is suitable to teach scientifically G/T 

students with 4E-C learning model because this learning model provides them 

opportunity to have independent study, plan and design, conduct experiments, analyze 

data, transform data, make graph from data, and model new physics model from their 

study. Therefore, the learning activities of 4E-C learning model are good activities to 

use with scientifically G/T students to do both experiments and projects in other 

physics courses. 

 

Recommendations 

 

1. General Recommendation 

1.1 Application of 4E-C learning model 

 The 4E-C learning model can be used for other physics courses and also 

other subjects such as biology, chemistry, biophysics, and etc. However, the teacher 

should consider content and objective to be suitable to those topic or subjects. 

 

 14

2008 HICE Proceedings 
Page 5185



   1.2 Application of learning activity 

  For application of this learning model there should be at least two teachers 

because the 4E-C learning model focuses on conducting laboratory. Students should 

therefore have teachers to help them around. Also, students should have expert 

advisor to help them for conducting project. 

1.3 Application of assessment forms 

  For assessment forms of 4E-C learning model, any subject in science that 

have objectives or learning outcome focusing on develop creative productivity can use 

the assessment forms of 4E-C learning model. 

2. Recommendation for Further studies 

   2.1 According to the learning model, the students’ creative productivity 

scores were significantly higher. However, if considering in each phase, there were 

still some problems. For example, the limitation of time of phase 1-3 of learning 

model: students wanted to spend more time in those phase, and the limitation of some 

instruments: they were not enough for students. Thus, further studies should change 

the time of each phase to be more suitable, especially in the third phase it should have 

time at least three-fourth of total time. Apart from that, there should be a larger 

number of the instruments. Since some of them are expensive, the researcher may 

have to buy some, however. 

              2.2 According to content, further studies should change the content from 

energy in daily life to be other physics content or special topic content such as 

nuclear, renewable energy, biophysics, or etc. Additionally, further studies should 

change the content from physics to chemistry, biology, or any science area. 

 2.3 According to assessment, further studies can use the assessment forms for 

any subject in science. The Student Product Assessment Form can be changed some 

of the items of its assessment forms to focus on other lower or higher scientific skill. 
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Abstract

This paper synthesizes results of several small research studies conducted in College Algebra at

West Virginia University. Past and current research projects in the course are discussed and

significant findings from each study are reported.  References for full details on the studies are

given.  Findings include student change on an ACT pretest to posttest in the Fall 2004 semester,

where it was found that all students gained an average of one scaled point. Other research

described involves learning styles, PRS, and online quizzing.

KEYWORDS: technology, learning styles, mathematics, curriculum change and development
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College Algebra: An Overview of  Program Change

West Virginia University (WVU) established the Institute for Math Learning (IML)

within the Department of Mathematics in January 2001. The goal of the IML is  to develop,

evaluate, and implement new and successful approaches to mathematics teaching and learning.

The IML was formed  partly in response to results from the Third International Mathematics and

Science Studies (TIMSS), which showed that the United States trailed most developed countries

in the world on this assessment (Mullis et al., 1998). However, the IML also was established

because in 1999-2000, the average math ACT score in West Virginia was 19, well below the

national average of 20.7  (Average ACT Test Scores, 2000). Since many WVU students are

behind in mathematics achievement both internationally and nationally, faculty members are

developing and implementing new curricula and embracing new teaching strategies.  More

information about the IML can be found in Mayes et al., Mayes (2001), Mayes (2004), Butler &

Butler (2006), and Butler & Butler (2006).

Through the course changes, faculty members have tracked the number of students

receiving a D, an F, or withdrawing (called the DFW rate). Most IML courses historically had

DFW rates of 40%-60%.  Since Spring 2001, there has been a decline in the DFW rate for

College Algebra, which has been significantly restructured since the creation of the IML. Table 1

gives the exact figures. In addition to looking at students’ grades, the College Algebra course co-

coordinators wished to study the effects of the restructuring more carefully, and they have

completed several research studies to do so.  The purpose of this paper is to synthesize results

from these completed studies, as well as to describe current and future research in the course.  It
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is hoped that results from these studies will benefit others who teach, coordinate, or develop

introductory level college mathematics courses.

Table 1
College Algebra  Grade Distributions Trends Spring 2001 - Fall 2006

Semester %A %B %C %D %F %W %D/F/W

Spring 2001 8.1 14.1 16.2 18.9 18.9 NA NA

Fall 2001 8.9 23.3 17.7 10.5 18.4 NA NA

Spring 2002 8.4 18.9 18.9 15.2 12.8 25.0 53.0

Fall 2002 4.9 21.0 27.4 13.7 13.7 18.4 45.8

Spring 2003 12.1 22.1 29.5 11.7 11.7 12.8 36.2

Fall 2003 8.9 24.2 27.5 13.9 11.3 14.2 39.4

Spring 2004 7.9 23.4 23.7 16.5 13.3 15.1 45.0

Fall 2004 10.9 22.7 21.5 14.2 13.1 17.6 44.9

Spring 2005 8.2 20.1 28.6 11.6 13.5 17.9 43.1

Fall 2005 12.5 28.2 23.1 12 10.2 14 36.2

Spring 2006 6.9 22.6 23.7 15.1 15.1 16.6 46.9

Fall 2006 23.5 24.5 20.5 9 11.6 10.8 31.5
     Note. Complete data is not available for Fall and Spring 2001.

Description of College Algebra

It should be noted that WVU offers two versions of on-campus College Algebra, and only

the on-campus version that is part of the IML is included in this paper.  Students are placed into

College Algebra by successfully completing an algebra workshop, by passing a departmental

placement test, or by having scored at least a 23 on the math ACT test. Many IML courses,

including College Algebra, have 200-student sections.  Thus, course coordinators have been

creative in finding ways to help students. For example, since Spring 2003 the College Algebra
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course has included interactive computer laboratory assignments and online homework quizzes,

which students complete on the WebCT course management system. 

Furthermore, a Personal Response System (PRS) has been used in some sections since

Fall 2004. A PRS is a combination of hardware and software that allows instructors to poll

students with multiple choice questions during class.  The students use handheld wireless

transmitters to respond.  Software immediately aggregates the answers and displays a frequency

chart for each answer choice. 

In Fall 2005 a lecture guide was introduced into the course. The guide gives students

outlines of definitions and examples, which are discussed in class.  Students fill in the definitions

and work out the examples, either in class with the instructor, working in class on their own, or

outside of class using their text.  One goal of the guide is to help all students keep organized

notes and identify key concepts in the course.  It is hoped that the guide will be especially useful

for students with learning disabilities.

A web-based College Algebra course has also been offered through WVU and research

into this course has also been conducted.  This course was designed in 1999 when the West

Virginia Higher Education Policy Commission (HEPC) asked mathematicians and mathematics

educators from higher education institutions to help design a mathematics course for high school

students to take for early college credit.  Primary goals of the HEPC are to increase the college

attendance rate in West Virginia (West Virginia Higher Education Policy Committee, 2002) and

to increase the ACT scores for West Virginia students (WVDE, 2001). The course entitled

WvEB Algebra was created and the details of the preliminary outcomes of the project can be
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found in Pyzdrowski & Pyzdrowski (2001). The course is web-enhanced, has a university

professor instructor of record, and has a high school mathematics teacher facilitator. 

Comparisons can be made between the on-campus College Algebra course and WvEB Algebra

because, since Fall 2003, the two courses have used the same syllabi and assessments. Before

that time, due to lower enrollment, the WvEB course used paper and pencil tests that were

developed and graded by the course coordinator. 

Assessments and Grades

Since Fall 2004, a retired version of the ACT math test has been given in College Algebra

and WvEB Algebra, as both a pretest and a posttest, to measure change in student achievement.

Special research versions of the test were purchased from ACT, and this test was chosen for

several reasons. For example, most college-bound West Virginia high school students take the

ACT test, allowing comparisons to be made between the course and state performance results.

Furthermore, there is currently an ACT Math Task force in West Virginia whose goal is to

improve the college attendance rate and student performance on the ACT test. Therefore, results

from the test are readily recognized when secondary and higher education teachers discuss

student performance. Finally, it is intended to extend the research studies done in College

Algebra to other courses, including College Trigonometry, so an instrument that can be used over

time and which measures more than algebra skills is required. In the course, the same version of

the test is used as a pretest and posttest, with approximately 3 months separating the tests.  Each

time students take the ACT test, they earn bonus points based on their score.

Final grades in the course are determined by the course co-coordinators based on several
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course components. There are 4 exams, a cumulative final, and 6 quizzes, all of which are

completed on WebCT and scored electronically by the software. To encourage the students to

learn from and correct their mistakes, the students have until the end of the semester to take three

attempts on each quiz, and their highest score is counted. There are 8 written laboratory

assignments that are graded by course teaching assistants who meet weekly to ensure inter-grader

reliability. Participation is worth 10% of the final grade.  In many of the research studies

discussed in this paper, comparisons among sections on ACT pre-to-posttest scores and on the

course components have been conducted.

Findings from Completed College Algebra Research

Online Quizzing

Several research studies comparing WvEB Algebra and the on-campus course have been

completed.  In particular, WebCT online quizzes are used in both courses and their use has been

investigated in Pyzdrowski & Pyzdrowski (2003), Pyzdrowski & Pyzdrowski (2002), and Butler

& Zerr (2005).  Some findings from these studies are of particular interest.  For example, in

WvEB Algebra final course evaluations for the 2002-2003 academic year, 82% of respondents

indicated that the online quizzes helped them learn the course material, with half of these

students reporting that the quizzes were the course component that most helped them learn.

Furthermore, the correlation between the online quiz average and the score on the final exam was

.83 for the on-campus sections during the Spring 2003 semester (Pyzdrowski & Pyzdrowski,

2003).

In the on-campus course, instructors are struggling to find ways to encourage students to
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use the quizzes to their advantage.  For example, in the Fall 2004 semester, students were

repeatedly reminded in class that they were required as stated on the course syllabus to work on

Quizzes 1 and 2 to prepare for the first exam.  The first exam was taken by 498 students and the

average grade was a 63.1%.  At 10:00 am on the morning of this exam, only 381 students had

completed Quiz 1 at least once and only 252 students had completed at least one attempt on Quiz

2 (Butler & Zerr, 2005).

Personal Response System

In Spring 2004, WVU hosted a seminar on using PRS in science classrooms. Because

faculty and administrators were looking to increase in-class student engagement, PRS use was

implemented in some large sectioned mathematics courses, including College Algebra. During

the Fall 2004 semester, a study was conducted to investigate differences in performance results

between the 3 sections of College Algebra. One section used PRS and PowerPoint presentations;

a second section used only the PowerPoint presentations, while the third section served as a

control. More details on the use of the PRS in College Algebra can be found in Butler (2005) and

complete details on this study can be found in Butler, Pyzdrowski, Walker, & Yoho (2006).  

To compare the sections, quantitative and qualitative analyses were completed.  Quantitative

analyses included statistical comparisons between sections on the course components and on the

ACT tests.  It was found that the quizzes were the course component that had the greatest impact

on the difference in the final grades between the sections.  There was no significant difference

between sections on the ACT tests, but all students gained an average of 1 scaled point. 

Furthermore, it is important to note that the mean scaled math ACT pretest score for students in
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all three sections was 19.93, which is close to the 2005 West Virginia average of 19.3 in 2005

(Average ACT Scores by State, 2005). However, this score is substantially below the math ACT

score of 23 required to take the course. Furthermore, even the mean scaled posttest score of 22.17

is lower than the entrance requirements.

A survey on PRS was also given to students in the section which used PRS.  For

multiple-choice items on the survey, percentages were calculated for each answer option based

on the number of students who answered the question.  For short answer items, two researchers

independently read student responses to identify idea blocks and met to agree on these findings. 

While there were some difficulties using the new technology in the classroom, it was found that

approximately 66% of students wanted to use PRS in future classes and overall written responses

were positive.  There was, however, a notable difference in the amount of class time students

wanted to spend on PRS, which led to other research in the course. 

Learning Styles

While conducting the PRS survey research in the course, it was noted that some students

thought that PRS questions were not worth the class time and that there was a discrepancy in the

amount of time that students thought should be spent on PRS questions.  For this reason, the

researchers wanted to investigate if different student learning styles could explain the range of

student responses on the survey.  Therefore it was decided to study learning styles in College

Algebra in the Fall 2005 semester.  One goal of the research was to see if particular learning

styles correlate with student grades on course components, and if there are any learning styles

which are not addressed by any of the current course components. 
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Students were given a learning styles inventory to complete outside of class on WebCT

for a small amount of bonus points.  The Center for Innovative Teaching Experiences (C.I.T.E.)

Learning Styles Inventory by Babich, Burdine, Albright, and Randol (1976) consists of 45

questions, and was formulated at the Murdoch Teachers Center in Wichita, Kansas to help

teachers determine the learning styles preferred by their students (WVDE, 2006). This inventory

was chosen because it was readily available to the researchers through the West Virginia

Department of Education and it has been used in other projects in the state.  Three primary

attributes are evaluated through its use:  Information Gathering, Work Conditions, and

Expressiveness.

In addition, a survey was written by the researchers to assess which course components

students preferred and to learn more about student learning styles.  The surveys were not

anonymous so that student responses could be tied to the results from the C.I.T.E. inventory.  A

preliminary analysis of this data has been completed and the details of this analysis are given in

Pyzdrowski, Pyzdrowski, Butler, & Walker (in press, 2007).  While there were some correlations

of statistical significance, none of the  learning styles were found to be highly correlated with any

of the course components.  

Although much of the survey data has not yet been analyzed, the results from the section

where the instructor had the most experience using PRS and used the lecture guide to lead the

course are interesting.  Approximately 48 students returned surveys that were at least partially

completed.  In this section, 42 students picked the lecture guide as a helpful course component,

and 31 students picked the lecture guide as the most helpful course component (over 63% of
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students responding). Of the students in this section, 25 picked PRS as a helpful course

component, and 2 picked PRS as the most helpful course component.  When asked if the lecture

guide and PRS worked well with their learning style, 36 and 22 students, respectively, said yes. 

Only 3 students said that the lecture guide did not work well with their learning style, while 10

said this about PRS.

Current College Algebra Research

Learning Styles

Further analysis into the data from the Fall 2005 learning styles study is still being

conducted.  For example, the researchers have grouped the surveys by the learning style reported

for each student on the C.I.T.E. inventory.  The researchers are reading each group of surveys

individually, and then discussing the results as a group, to identify common idea blocks for each

learning style. 

WvEB Algebra Matched Pairs Study

Preliminary research into College Algebra and WvEB Algebra led the researchers to

question why the WvEB Algebra students seemingly outperform the on-campus students so

significantly, with higher course grade averages and lower DFW rates.  To study this question, in

the Fall 2004 semester 50 WvEB Algebra students were paired with on-campus students based

on age, gender, high school background, and ACT scores.  Comparisons between the students on

the course components and the ACT tests are still ongoing.  Preliminary results show that, when

matched, on-campus students perform as well on pre to post-ACT measures as the WvEB

students. In addition, the paired students are being tracked to the Spring 2005 semester. Data will
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be collected on which mathematics or statistics course, if any, these students took in Spring 2005.

Furthermore, students who took WvEB Algebra may have taken WvEB Trigonometry. The

Spring 2005 WvEB Trigonometry students also took a post-ACT test, so the results from the

analysis of this additional data will be included.

PRS and Peer Collaboration

When reading research articles to prepare the College Algebra study on PRS, the authors

encountered several articles on PRS and peer instruction. Several studies ( Fagen, Crouch, &

Mazur, 2002; Judson & Sawada, 2002) support the idea that PRS is most effective as a teaching

tool when it is used in collaborative learning situations. For this reason, during the Fall 2006

semester in College Algebra a study was conducted to explore the differences between individual

and collaborative PRS use. In Fall 2006, there were 3 sections of College Algebra. Section A

served as a control by not including PRS and was taught by a senior instructor. Sections B and C

were taught by a course co-coordinator, and both sections will use PRS. One of section B or C

will be randomly chosen to use PRS collaboratively, while students in the other section will use

PRS individually. The ACT continued to be used to measure change in student achievement and

to allow for comparisons across sections. Finally, due to the results of the College Algebra

Learning Styles study, the authors hope to continue this research in the future with a different

learning style inventory (MIDAS, 2001).

Conclusions

Research in the College Algebra course supports many of the changes that have been

made. In particular, the online quizzes with multiple attempts and interactive computer
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laboratories seem to be successful course components. More work is being done to incorporate

PRS and the lecture guide into the course. For the Fall 2006 semester, for example, the lecture

guide underwent extensive revisions based on student and instructor comments. In addition, it is

hoped the research into learning styles will lead to new course components which will help all

students succeed.

One of the biggest obstacles facing instructors in the course currently seems to be a lack

of student preparedness, as evidenced by student performance on the ACT pretest. The

researchers are also studying student performance on the ACT test in Precalculus, so this

additional data may help guide future curriculum issues. For example, the Department of

Mathematics at WVU is currently revising student placement policies. Furthermore,

administrators and educators at the state level are encouraging students to take more high school

mathematics courses, especially in their final year of high school. Programs such as WvEB

mathematics are also working toward this goal. In addition, it is hoped that information from

College Algebra research can be shared with others who teach introductory level college

mathematics courses. Finding instructional tools that benefit students with a specific learning

style will be useful for course coordinators and developers at many levels.
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ABSTRACT  

Hawaii “Study Abroad” – Immersion Education 

A study abroad program creates opportunities for cross-cultural, multi-disciplinary experiential 

learning.  In addition to being in a unique and novel environment, students are removed from 

many of the common distractions found during a regular college semester and can focus their 

academic efforts on one or two courses.  The advantages to a study abroad program include: 

•    The chance for immersion in environments, cultures, or subcultures different from their 

own. 

•    Environmental and cultural differences in are easy to explain when they are 

experienced first-hand. 

•    Empathetic views can be established for different lifestyles and values. 

•    Learning takes place in a relaxed and enjoyable atmosphere. 

 

My program consists of two courses of study in the Hawaiian Islands.  One is a basic 

evolutionary ecology course.  A physically isolated island environment provides a wide-open 

“laboratory” to examine the accelerated effects of natural selection and the problems of 

introduced species.  The subject of introduced species provides a perfect segue for the second 

course, a study of the many cultural influences found in Hawaii.  The Hawaiian Islands have 

experienced waves of settlers from many different cultures, from the early Polynesians to the 
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establishment of major military bases and a thriving tourist industry.  Each group of people 

brought plants, animals, and customs associated with each of their cultures.  The impact of each 

group on the environment has resulted in changes to the land, extinctions to plants and animals, 

and the introduction of invasive species.  This poster session will discuss how field studies 

(beaches, forests, volcanoes), projects, lectures, and excursions to cultural centers, museums, 

national parks, and other habitats will be used to investigate the history, cultures, and 

environmental complexity of the islands. 
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Abstract 

Based on research about teamwork in human service organizations in Sweden, such as e.g. 

example education, the concept of collegiate health, CH, is introduced and found to be a 

relevant expression in educational psychology for the physical, psychological and social 

health resources that the individual uses in teamwork and that are, simultaneously, influenced 

by the teamwork. 

 Collegiate health is examined in this article through a social constructivistic 

approach and viewed in the perspective of earlier concepts in social psychology and working 

life research, such as psychosocial stress and burn-out. 

 The need for a holistic team theory as a prerequisite for future research in this 

area is emphasized. A core criterion in, and an indispensable part of, this team theory is the 

access to relevant and logical concepts, one of which is collegiate health. 

 The article concludes that the concept of collegiate health has a role to play in a 

relatively new research area. There is even a need for this concept in the complex 

collaborative and co-operative teamwork of education and other human service organizations 

of today. 
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Introduction 

This paper focuses on and introduces the concept of collegiate health (CH), a concept not 

previously used as a theoretical concept in today’s working life research. As far as the author 

is aware, collegiate health has no meaning or independent significance outside the meaning 

given to it in this paper. When scanning for alternative meanings, the closest related concepts 

found in current databases related to references of health status and activities at colleges 

involving students or colleagues/staff. The concept as used in this article has its current base 

in Scandinavian teamwork research published 1995-2006 (Sandberg, 1995; 2004a,b, 2006, 

2007; Berlin & Carlström, 2004), and was first presented in a research report 2004 (Sandberg, 

2004a), with the Swedish term “samarbetshälsa”, and defined as (p. 97) 

 

… the physical, psychological and social health resources that the individual 

uses in teamwork and that are, simultaneously, influenced by the teamwork. 

 

Briefly, collegiate health is synonymous with the health aspects of co-operation within a 

working group of frequently interacting colleagues, i.e. a team of highly professionals, which 

can exist in e.g. education.  

The aim of this article is to describe the findings making the concept collegiate 

health a logic consequence of inductive reasoning and to point out applications for this 

concept as an important theoretical tool. The article is structured primarily by first pointing 

out the inductive reasoning leading to the concept and possible definitions by giving some 

examples. Secondly the concept, originally created by inductive reasoning, is examined 

through a theoretical construction, more precisely a social constructive approach. This second 

step in illuminating the concept of collegiate health is a way of further conceptualising in a 

context-related way by describing the concepts of psycho-social stress and burn-out. Thirdly, 
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the core concept in this article is discussed in terms of justification and usefulness, thereby 

illuminating the arguments behind the creation of the concept and its pragmatic aspects. 

Finally, this article will provide the reader with theoretical reflections that may have 

implications for adequate research areas. 

 

 

Inductive origin of the concept Collegiate Health  

Starting 1995, various research publications have indicated and finally explicitly expressed 

collegiate health (in Swedish: samarbetshälsa) as a conceptualization based on empirical 

studies of teamwork in the welfare sector in Sweden and commented by various theoretical 

studies from working life in general (Sandberg, 2004a; 2006). The studies referred to clearly 

indicate the influence teamwork has upon team members’ wellbeing. Since self-reported 

wellbeing signifies an important aspect of the individual’s psychological health, the link 

between health and teamwork seems to be out of question.  

Looking at the nature of teamwork clarifies which aspects of teamwork have a 

general connection to wellbeing. These connections are found both on a theoretical level, in 

how teamwork is defined, and in empirical studies. On a theoretical level, a core definition of 

teamwork made up of certain criteria is used and the criteria serve as points of reflection. In 

this section I will mention some core criteria, generally accepted as such, and leave other 

more peripheral criteria aside. The criteria are divided into the essential/functionalistic 

qualities, structural qualities and process qualities (Sandberg, 2004b; 2006).  Though it is 

possible to make a distinction between them for analytical purposes, there is no sharp line 

between them, which the following will show. 

The essential qualities are mainly two: The team creates synergies and there is a 

distinct goal-orientation in the teamwork. Without these qualities, there may be an active 
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working group, but it is certainly not a team. Putting those qualities together, I propose the use 

of the term and concept functional synergy (Sandberg, 2006). Theoretically, both synergy and 

a distinct goal-orientation can consume energy as well as provide energy of a psychological as 

well as a physical kind. Which one it is largely depends on the circumstances surrounding the 

teamwork. Below is two examples from Swedish child and youth psychiatric teams entailing 

different consequences for the team members’ CH (Sandberg, 1995).  

The first team is located in a small town. Four therapists work in the team. One 

of them is physician, two are psychologists and one is social worker. They all apprehend their 

resources and patients as well as the organisation as reasonable. They further judge the co-

operation and working climate within the team as a strong support for successful work. CH in 

this team is an obvious resource for the professionals, supporting a successful teamwork and 

manifested in personal well-being. The other team is located in a suburban area of a big city. 

Fifteen therapists work in the team. Six of them are psychologists, two are physicians, five are 

social workers and two are nurses. They apprehend their resources as limited, feel that the 

patients are too many and experience heavy conflicts within the team. The team is often 

divided into formal or informal sub-teams.  

The two teams described above differ according to the way they can create 

functional synergy. Looking at the teams from the outside, an inductive conclusion, supported 

by empirical data, is that their well-being differs in favour of the small town team. The co-

operative prerequisites or premises for co-operation differ between the teams in a way that 

influences the team members’ well-being. It is reasonable to hypothesise that the CH is of a 

significant different kind in the two teams. Kira (2003) investigates and comments upon 

current working life conditions with such possible outcomes.  

Nancarrow (2004) provides an example of one of the aspects of teamwork 

influencing functional synergi. She states that prior research has pointed out overlapping roles 
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as a threat to the confidence within the team, but her study did not confirm this. On the 

contrary, the team members were not threatened by overlapping roles, and recognised 

confidence in their own roles. An understanding of the roles of other workers was necessary 

to avoid feeling threatened. Nancarrow (ibid.) concludes that intermediate care can promote 

role overlap across a range of workers. Team members’ role overlap can enhance clinician 

confidence in their own area of expertise whilst optimising patient care. 

These examples show that achieving functional synergy in teamwork requires a 

set of supporting structural and process factors. These factors are e.g. the mentioned working 

roles and other organizational prerequisites, the patients’ needs, general resources, 

competence, internal support, working climate etc. By using the concept of confidence, 

Nancarrow (ibid.) points to a “well-being direction” associated with co-operative qualities 

within the team. 

Inductive reasoning from another example also makes the concept of CH 

plausible. In this example a university lecturer describes two totally different kinds of co-

operative situations from a working climate perspective (Sandberg, 2004a). In the first 

situation, a group of university teachers discuss the organization and content of a course in 

occupational therapy: We talked in a very open manner. No one tried to prove that she or he 

was right. … We could be critical but constructive. We shared goals and objectives and had 

similar professional experiences. … One did not felt manipulated; one’s knowledge was used 

in the discussion …. One could be oneself. It was very satisfying …. There was an open space. 

The other situation, describing co-operation with the manager, is experienced in a very 

different way: Neurosis combined with bureaucratic thinking. Decisions are implemented 

through manipulation … and opposition leads to isolation and exclusion from courses and 

conferences. … The working group is made to some kind of family. An academic discussion is 

experienced as a way to … destroy good climate. … You have to survive somehow. 
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As shown by these examples there is no doubt that experiences of teamwork and 

the accompanying working climate are a source of well-being. To state that these experiences 

have importance for the team members’ health seems reasonable and logic. However, saying 

that the aspects of health involved in these certain contexts have such specific characteristics 

such as to make it meaningful to isolate a new concept, scientifically and pragmatically, is a 

different statement, which I will discuss at the end of this article. 

 

 

Collegiate Health – a constructivistic approach 

In the previous section, the concept and term collegiate health is “invented”, through 

inductive reasoning, as adequate in relation to empirical studies. There is prima facie no 

known connection to the notion that CH possibly could be a successor of related working life 

concepts. As a way to create a clearer picture of CH as a concept and avoid 

misunderstandings, a comment to such possible connections will be made here. The 

constructivistic approach is a perspective motivated by the fact that the concept is not born in 

a vacuum. It is created in a scientific context where humans express themselves in a way that, 

by inductive reasoning, is adequate for a phenomenon which otherwise would be “silent”. As 

a researcher, I design a research study, and when concluding my findings construct the 

relevant concepts in order to generalize, to make findings visible and communicative and 

create a theoretical reference for further studies. 

The constructivistic or social constructivistic approach refers to the fact that 

society and its organizations with e.g. teamwork are created by humans in interaction. 

Teamwork is not given by nature, but can be seen as a construction in the interaction between 

labour market parties, an interaction which also might use scientific reports and research as 

arguments added to ideological, political and directly labour related points of view. From this 
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perspective collegiate health can be viewed as a construction in the interaction between 

employees in the public sector and me as a researcher, who at the same time interact with 

(texts written by) other researchers and the academic environment. The creation of such an 

idea as collegiate health is depending on the usefulness in the current context consisting of 

teamwork and research upon teamwork (Smircich & Stubbart, 1985). In this context, the 

creation and use of collegiate health is a way of spotting a figure (in Swedish: gestalt). This 

also means that the concept has a power limited not only to a certain physical and social 

context but is also restricted in time.  The concepts we us in everyday life or as scientific 

concepts are ways of making reality comprehensible or understandable. The social processes 

of teamwork and doing research upon teamwork are a basic prerequisites for the construction 

of collegiate health as a concept, and from this perspective an analytic and critical attitude 

follows, based on the contextualisation of CH (cp. Burr, 1995). 

Working life concepts associated to CH in earlier decades were “detected”, 

“constructed” or “invented” depending on the labour market situation, political and 

ideological influences, current research, media priorities etc. Two such concepts have been 

psycho-social stress and burn-out. Stress originated out of Selye (1956) and was 

contextualised in the industrialized countries the following decades as psychological stress or 

psycho-social stress. The working life research tradition with this origin, e.g. in Sweden, has 

an emphasis on the combination of high demands, low control and a lack of social support 

(Gardell, 1986; Theorell & Karasek, 1996).  The concept of burn-out is a signal of the 

transformation from the domination of the industrial sector in the Western countries and into 

the service sector (Freudenberger, 1974; Leiter & Maslach, 1988). Emotional exhaustion has 

been shown to lead to depersonalization which subsequently leads to diminished personal 

accomplishment. Interpersonal contacts with personal in the organization were related to the 

development of burn-out at each stage (Leiter & Maslach, ibid.). For both the above 
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mentioned concepts, social circumstances play a major role, both as causes, symptoms and as 

a way to solve the unwanted situation. By developing team-work over the recent decades, 

these social determinants have become even more important. 

 

Discussion 

Core concepts in behavioural sciences come and go. The need for a holistic team theory in 

e.g. education is understood as a way of giving an injection of energy to the development of 

team research, a field of research that is so far fairly limited since the current team concept in 

working life is a young phenomenon. Olsson (1998) notes that building scientific knowledge 

about group processes requires scientific concepts. These concepts describe important aspects 

of the “invisible construction made up from the group as a whole” (p. 63, authors translation) 

and at the same time are applicable to the concrete and visible. Olsson refers e.g. to 

Cartwright & Zander (1968), Forsyth (1990), Yalom (1975) and West (1996) and “frames” 

the meaning of different kinds of small group research by dropping concepts used in this 

research, e.g. leadership, group-goal, uniformity, attraction, conflict, norms, power, sub-

grouping, climate, communication, feedback etc. It is in a process like this that collegiate 

health (CH) takes place as a concept. 

During the past hundred years of behavioural sciences, concepts such as 

“unconscious”, “conformity”, “mobbing”, “demand-control” and “social support” etc. have 

summarized findings in social psychology and working life research with relevance for the 

educational sector, making us take new perspectives and starting new research traditions and 

debate. Now, what can collegiate health (CH) bring? Teamwork in the welfare sector, in the 

human service organisations, has in general not, or to a limited extent, been described and 

analyzed in a systematic and scientific way. From a pragmatic point of view, the creation of a 

team theory with relevant general and specific context related concepts is a necessary tool in 
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team research to come. CH is a part of this foundation and at the same time offers a bridge to 

earlier more familiar concepts related to health and working life. To focus on CH brings in its 

turn into focus a question of importance for the well-being of the team and each team 

member, as well as for the success of the team. It’s a part of a new discourse relevant for the 

human service organizations. It’s about not only producing welfare for others but also 

achieving welfare for the team member. 

Lawson (2004, p. 234) finds that “collaboration … takes many years to develop 

and even longer to institutionalize. It is very costly”. With reference to Shrader (2001), 

Lawson (ibid.) concludes that collaboration has several costs, which can be viewed as 

transaction costs. From the perspective of the findings in the research described in this article 

collegiate health is undoubtedly a transactional cost, or, using the same terminology, a “gain”, 

with importance for the team member and the teamwork. An important support for the team 

member, if CH has a positive value, and a way to ruin the team member and the team work if 

CH has a negative value.  

 

Reflections and conclusions 

To accept the concept of collegiate health (CH) as a) relevant, b) useful and c) generative 

requires a reliable scientific foundation and insights into the possibilities of further 

applications where this concept plays a major role, both in practice and theory. From my point 

of view and by describing CH the way I do, collegiate health has an important role to play as 

a major health related concept connected to the highly professional team workers in education 

and elsewhere in the human service organizations. The use of the concept of collegiate health 

instead of e.g. co-worker health, points out the fact that empirical data leading to this concept 

are restricted to health issues within a team of highly professionals within human service 

organizations. The major supporting argument is the way an important perspective is 
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emphasised in a relatively new area of research, a research still in search for theoretical and 

methodological tools. In conclusion there is a need for a scientific concept such as collegiate 

health (CH), considering the demands in e.g. education with complex phenomena, focus on 

quality and results, new ways of collaborating and co-operating as well as competing, a need 

for sustainability on a social, economic and environmental level and activities that require a 

high degree of research-based knowledge and competence. 

 

Acknowledgement 

To my lawyer in New York and Stockholm, Sara Axelsson, for her critical and supportative 

comments. 

 

References 

Burr, V. (1995): An Introduction to Social Constructionism. London: Routledge. 

Carlström, E. & Berlin, J. (2004): The Book about Teamwork (in Swedish: Boken om team). 

     Stockholm: Landstingsförbundet. 

Fredudenberg, H.J. (1974): Staff Burn-out. Journal of Social Issues, 30, pp 159-165. 

Gardell, B. (1986) Work Organization and the Nature of Man (in Swedish: Arbetets  

     organisation och människans natur). Stockholm: Arbetsmiljöfonden. 

Kira, M. (2003). From Good Work to Sustainable Development. Human Resources 

     Consumption and Regeneration in the Post-Bureaucratic Working Life. Stockholm:  

     Department of  Industrial Economics and Management, Royal Institute of Technology 

     (PhD thesis). 

Lawson, H.A. (2004): The Logic of Collaboration in Education and the Human Services. 

     Journal of Interprofessional Care, 18 (3), pp. 225-237. 

Leiter, M.P. & Maslach, C. (1988). The Impact of Interpersonal Environment on Burnout and  

2008 HICE Proceedings 
Page 5217



     Organizational Commitment. Journal of Organizational Behavior, 9 (4), pp. 297-308 

Nancarrow, S. (2004). Dynamic role boundaries in intermediate care services. Journal of 

     Interprofessional Care, 18, 2, pp 141-151. 

Olsson, E. (1998). Looking for the Soul of the Group. (in Swedish: På spaning efter gruppens 

     själ.) Lund: Studentlitteratur. 

Sandberg, H. (1995). The Freedom to Breathe and the Ability to Meet. Conditions for Goal- 

     Oriented Work in Out-Patient Child and Youth Psychiatry. (in Swedish: Att få andas och 

     kunna möta. Förutsättningar för målorientering inom öppen barn- och ungdomspsykiatrisk 

     verksamhet.) Uppsala Studies in Education, 60. Stockholm: Almqvist & Wiksell (PhD 

     thesis). 

Sandberg, H. (2004a). Working climate and teamwork. Final Report in the Project Working 

     Climate and Problem Solving. (In Swedish: Arbetsklimat och teamarbete. Slutrapport i 

     Projektet Arbetsklimat och problemlösning.) Eskilstuna: Mälardalens Högskola, Centrum  

     för Välfärdsforskning rapport B, 31. 

Sandberg, H. (2004b). University Continuing Education as Teamwork, Journal of Adult and 

     Continuing Education, 10 (2), pp 114-134. 

Sandberg, H. (2006): The Good Team – About Teamwork, Working Climate and Collegiate 

     Health. (in Swedish: Det goda teamet – om teamarbete, arbetsklimat och 

     samarbetshälsa.) Lund: Studentlitteratur. 

Sandberg, H. (2007). Collegiate Health and Sustainability – Birth of a Concept. 13th Annual 

     International Sustainable Development Research Conference. Critical Perspectives on 

     Health, Climate Change and Corporate Responsibility June 10-12, 2007, Västerås, 

     Sweden.  

Seyle, H. (1956): The Stress of Life. New York: McGraw-Hill. 

Smircich, L.L. & Morgan, G. (1982). Leadership: The Managing of Meaning. Journal of 

2008 HICE Proceedings 
Page 5218



     Applied Behavioral Science, 18, pp 257-273. 

Theorell, T. & Karasek, R.A. (1996). Current Issues Related to Psychosocial Job Strain and 

     Cardiovascular Disease Research. Journal of Occupational Health Psychology, 1 (1), pp 9- 

     26. 

 

 
 

2008 HICE Proceedings 
Page 5219



 
 

Abstract 
 

Title:  Etiquette as Process in Online Group Projects: Student Perceptions 
 
Authors:    Cameron, Bruce 
  Department of Family & Consumer Sciences 
  University of Wyoming 
  unsw@uwyo.edu 
 
  Williams, Karen 
  Department of Family & Consumer Sciences 
  University of Wyoming  
  cachevki@uwyo.edu 
 
  Morgan, Kari 
  Department of Family & Consumer Sciences 
  University of Wyoming 
  kmorgan@uwyo.edu 
 
  Kostelecky, Kyle  
  University Extension 
  Human Development & Family Studies 
  Iowa State University 
  klk@iastate.edu 
 
 
Overview:    
 This research project investigated student perceptions of processes  in online 
group projects, and how etiquette contributed to or blocked learning. A survey was 
developed from constructs and theories in Hughes and Hewson (2001), Ouzts (2003), 
Rovai (2002), and Bonk & Wisher (2000). The survey was deployed to 125 students in 
six online classes using an online survey tool. The response rate was 46%. Comments in 
the responses were qualitatively coded for themes and issues. Quantitative responses 
were tabulated and analyzed with SPSS.  For the purposes of this study, etiquette was 
defined as: your participation in the group related to social behavior, conduct, accepted 
group rules, and ethical behavior regarding professional practice. 
 Results indicated that there is a disconnect between student perceptions of their 
roles and approaches to group problem solving and their views of the importance of 
relationships as they relate to etiquette in an online environment.  Students indicated that 
it was important to develop trust, identify specific characteristics of group members, and 
to develop supportive relationships, yet at the same time indicated that they did not see 
creating alliances/boundaries between other members of the group and themselves as 
important. In addition students indicated that they chose to avoid developing deep  
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relationships with the group, initially conformed so as not to cause “waves,” while also 
feeling comfortable with helping to suggest work roles and speaking up to challenge  
another group member’s opinion. Their comfort stopped with being able to let a group 
member know when they were dominating. 
 Students indicated that they felt that it was important to understand and practice  
etiquette including such things as being polite, respecting others’ opinions and expertise, 
showing a positive attitude, being flexible to accommodate members’ needs, following 
agreed-upon rules and roles developed by the group, and giving praise and 
encouragement during the group process. Implications for instructors who incorporate 
online group projects will be discussed. 
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Abstract 
 

Using a mixed method approach, individual and programmatic effects of requiring an 
action research project in a master’s of education program were examined.  Teacher 
graduates and program faculty responded to surveys and individual interviews, indicating 
the anticipated and actual effects of action research on teachers’ professional 
development and application to classroom instruction.  Implications for teacher education 
program development and P-12 classroom instruction are explored. 
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Statement of Problem and Objectives 
 

This study reflects the difficulties of both instructing and evaluating the effects of 

action research on teacher development, teacher self-reflection and professional 

independence and empowerment as they have evolved over the past 15 years (c.f., Green 

& Brown, 2006; Adler, 2003; Noftke & Stevenson, 1995).  The project was designed to 

gauge the effects, both individual and programmatic, of conducting action research as 

part of a graduate teacher education program. We designed a study to identify the extent 

to which master’s degree candidates exhibit teacher voice in their writing and research 

interpretations, the extent to which they apply action research concepts in their teaching 

lives, and the program effects as reported by both faculty and teacher graduates.  

Action research provides a systematic and intentional cycle of constructing 

knowledge through observing, reflecting, planning, acting and evaluating changes to 

solve problems of practice (Glesne, 2006).  Extending this definition, action research has 

been identified as a vehicle to enhance the nature and quality of teacher development, 

both in teacher education programs and in classroom practice (Green & Brown, 2006; 

Mills, 2003).  In the late 1990s, to meet external review requirements and changes in 

program standards, faculty at a large teaching institution designed a research project 

model to replace comprehensive examinations and to respond to literature on teacher 

empowerment.  In the years since its inception, research projects evolved from those with 

emphases on simple literature reviews and historical research, to current goals for 

culminating program experiences which are field-based, classroom-oriented, action 

research projects.  As faculty re-examined the intentions of action research embedded in a 

master’s program, they were interested in whether the graduate program had been 

elevated in rigor, and if candidates’ research activities were meaningful and contributed 

to their teaching abilities. 

Faculty who implemented the action research requirement in this study were 

interested in developing a model for the master’s degree which increased research 

reading, and demonstrated conceptual and stylistic research sophistication focused on 

improving classroom teaching.  Both school-based and community-oriented, action 

research builds capacity among all stakeholders in the educational process and is 
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 3

designed, ultimately, to bring about social change (Bogdan and Biklen, 2003). 

Practitioners of action research are actively involved in the cause for which the research 

is conducted, making them advocates for children in and out of school. In a democracy, 

action research is linked to traditions of citizens' action and community organizing, a 

theme of the 2008 AERA meeting in New York.   

Research Questions 

The study investigated four central questions: (1) Does the completion of a 

Master’s Research Project enhance the development of professional voice in graduate 

students?  (2) How can we identify or observe that significant application of learning has 

occurred for our students as teacher researchers?  (3) What do faculty members perceive 

as the value, purpose and level of effectiveness of action research projects in the master’s 

program? (4) Do data support continued programmatic investment in an action research 

model for graduate teacher education? 

Theoretical Framework and Connection to Literature 

While Dewey pointed to an “unworked mine” of teacher practice as subject for 

self-study as early as 1929, it is only since the middle of the last century, and particularly 

in the last fifteen years, that practitioner research has received growing attention from 

stakeholders in the education process. Just over fifty years ago, Stephen Corey (1953) 

defined action research as a process by which teachers would study their own practice to 

solve personal practical problems. A recent survey of AACTE members found almost 

half require teacher education candidates to participate in action research (Henderson, 

Hunt & Wester, 1999). Action research has been cited as a way of meeting the 

“investigative needs of the educational community” and “encourag[ing] teachers to think 

in more encompassing ways” (Oja & Smulyan, 1988, p. 1). NCATE accreditation 

requirements for teacher education programs are also signaling a shift from an emphasis 

on the processes of teaching to the outcomes of teaching. Teacher education programs are 

required to demonstrate a correlation between their candidates’ work in P-12 classrooms 

and students’ achievements. Accreditation requirements and graduate programs’ 

refocused assessment emphases have also had significant influence on programs’ 

concerns to help teacher candidates collect and analyze data in order to influence specific 

student learning outcomes (Green & Brown, 2006).       
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Action research assumes an inquiry stance, in contrast to what Green and Brown 

(2006, p. 46) describe as a “caring” or “best practices” model.  There are increasing calls 

for knowledge that is “actionable,” especially knowledge related to organizational and 

social problems (Beers, 2001). In addition, with the rise of Cultural Studies as a 

legitimate academic discipline, knowledge is being generated in new and emerging 

settings, settings that are more democratic and characterized by a greater epistemic and 

social diversity than has been true of the more traditional, disciplinary-based knowledge 

creation centers of the last century (Gibbons et. al., 1994; Nowotny et. al., 2001).   

By challenging suppositions that may underlie the dominant narratives that have 

shaped practice, at its most ambitious, action research has the power to transform, 

emancipate and empower teachers who have been socialized to adapt to existing meaning 

structures (Mezirow, 2000; Yorks, 2005). It also encourages the practitioner-researcher to 

dissect the “taken-for-granted world” of the classroom (Adler, 2003), and to examine and 

perhaps fundamentally alter conceptions of knowledge, power and the relationship of 

research to teaching (Adler, 2003).  Concomitantly, action research, which often focuses 

on transforming practice to promote social justice (Cochran-Smith & Lytle, 1993; Noftke 

& Stevenson, 1995), may have the least transparent, yet in some ways the most important 

effect, for pre-service teacher action researchers in teacher education master’s degree 

programs.  In consideration of the significant changes projected over the past decade, our 

study was aimed at substantiating predictions that such research activity might transform 

practice for teacher graduates trained in action research. 

Method     

 This study was conducted at a comprehensive college in the northeastern United 

States. The institution has an enrollment of 7,200 students with large teacher education 

programs, and graduates approximately 300 teachers with master's degrees college-wide 

each year. In the program under study, approximately 30 to 50 students annually 

complete a master's project in literacy and childhood education. These candidates almost 

exclusively achieve master's degrees in pursuit of an advanced teaching certificate 

required by the state. The college has a significant role in providing initial and 

professional preparation for state certification, and is consistently ranked among the 

largest teacher education programs in the nation. 
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Data Sources 

Five primary data sources were employed: document analysis of 298 master’s 

candidates’ projects; surveys of both alumni graduate students and faculty members in 

the program; focus groups of graduate students who had completed a master’s project; 

and a focus group of faculty members who have instructed the master’s project.  All three 

authors participated in the analysis of data, reaching consensus on interpretation of 

outcomes and data summaries. 

Procedure 

  A mixed method research approach was used (Mills, 2003), including document 

analysis and qualitative and thematic analyses of responses to focus groups and survey 

responses.  A Master’s Project Quality Rubric was developed, tested for inter-rater 

reliability, and used to evaluate and classify 298 projects for quality (target, acceptable, 

unacceptable) in three categories: for expression of voice (personal interpretation of the 

study's findings, relevance to their classroom and growth as a teacher); for significance of 

findings; and for contribution to the field.    

 A six-item electronic survey was distributed to graduates of the programs since 

1998, for whom master’s projects were on file (N=298), specifically focusing on two 

critical questions:  What difference has being a teacher/researcher made in your teaching?  

What effect, if any, did doing an action research project on a problem of practice have on 

your teaching?  The survey was distributed via email addresses, and return was requested 

within one week.  Volunteers from respondents to the electronic survey were invited to 

participate in a focus group to discuss questions in more depth.   

 Twenty faculty members were surveyed, and six who served as instructors for the 

projects participated in interviews to discus questions related to the purpose, delivery and 

effectiveness of action research projects in the graduate program. 

Analysis of Data    

All completed master’s projects were analyzed using the rubric; comparisons of 

quality were made over time, based on each category score (some categories were 

collapsed for clearer outcomes analysis).  Student and faculty surveys and focus group 

discussions were transcribed and analyzed to identify themes, and quantification of 

comparative years and teacher cohorts were made using the project analyses.  Constant 
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comparative methods were applied, and results from each of the data sources were 

compared and included in the results and conclusions (Bogden & Biklen, 2003). 

Findings and Conclusions 

 A total of 72 responses (24% of graduates surveyed) were received from the 

online survey.  Nine graduates (seven percent) responded to an invitation to provide 

additional information, and participated in a master’s project focus group.  Twenty 

faculty members participated in an online survey, and six participated in the faculty focus 

group.  Findings from these various data sources indicate several themes and implications 

regarding teachers as researchers and the graduate program. 

Improvement in Quality of Projects  

 Generally, the quality of projects and the development of voice in student writing 

improved over time. Critical problems identified in the project analyses were lack of 

professional writing experience, lack of ability to conceptualize the role of research in 

teaching and learning, and insecurity about access to sources of knowledge and 

participation in creating knowledge for the profession.  Project analyses indicate a 

gradual improvement in student ability to read and conduct research, and general 

improvement in professional style.  As project quality improved, so did attitudes about 

the relevance of research.  

Critical Thinking, Reading and Writing Research  

 The original proposal to require a master’s project did not include the intention to 

provide direct instruction in the writing process beyond stylistic requirements, despite 

general faculty agreement that graduate students lacked adequate professional writing 

abilities.  Results from both student and faculty data indicate a need for greater emphasis 

on developing professional writing skills and establishing program goals specifically 

focused on writing.  Writing skills are inexorably tied to the ability to read and critically 

interpret current literature.  Both areas were indicated as a necessary goal to improve the 

program; greater gains in reading research than in professional writing were recorded in 

the ten-year period. 

One notable result was teachers’ report that they had a better understanding of 

knowledge sources for their profession, and an increased ability to read and interpret 

research findings.  Master’s graduates generally expressed a better facility with reading 

2008 HICE Proceedings 
Page 5227



 7

journals and other professional writing, and an increase in their desire to do so.  

Knowledge of research methods seemingly empowered teachers to increase their reading 

related to classroom practice and development.  Programmatic implications may indicate 

a need for developmental, sustained input about research reading, writing and methods, 

rather than traditional, methodology-focused research courses. 

Teacher Voice  

Evidence of teacher voice--those projects which culminated in a definite Aha! 

moment, or in which the graduate student grasps and interprets well the outcomes of 

research--were infrequent, perhaps only 10 to 20 percent of individual cases.  Students in 

these cases appeared to take ownership of their work in a serious way, communicated 

their insights with confidence and supporting evidence, and acquired a markedly more 

professional writing tone.  While there was an increase in this project characteristic over 

time, noticeably in the last three academic years, the responses of teachers in focus 

groups indicate the applications they find for the classroom are limited.  Nonetheless, 

teachers increasingly reported personal and professional relevance for action research. 

Purpose of Action Research 

 Teacher feedback indicated a dichotomy between the definition of action research 

as a tool for improving teaching, and its perception by graduates as not being applicable 

to what they do.  While a number of projects were identified as publishable by faculty, 

very few graduates followed through to publish their work.  Some respondents clearly 

described generating information in their projects which was applicable to their teaching, 

but few were able or willing to extrapolate the value of that research to other teaching 

situations.  Publishing was generally not considered a relevant action for these teachers. 

Program Identity and Faculty Involvement   

In general, the use of the master’s project is seen as effective in creating a more 

professional program.  Faculty identify the critical importance of graduate students 

understanding research, but identified two obstacles: 1) the difficulty of sustained 

research and writing for part-time students, and 2) the possibility that other alternatives 

for a culminating experience may be as meaningful (e.g., community action or service). 
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Educational Importance and Contribution to the Field 

 Action research, as predicted in the 1980s and 1990s, has had an effect on 

creating higher quality teacher education programs, and to some degree, has affected 

teachers’ empowerment in their own professional development.  In this study, an 

emphasis on individual, research-based action research projects elevated the program’s 

academic and professional perspectives.  Faculty and student responses support 

conclusions that candidates’ writing skills, critical thinking, and teacher voice in writing 

improved during the decade under study.  After using a classroom-based focus for 

methods courses and research projects, teachers who graduated from the master’s 

program indicated an increased degree of investment in using research.   

 The research project empowered teachers to seek and create knowledge about 

their classroom and the students who will benefit from this knowledge.  While little 

evidence was found to establish benefits for P-12 students, further monitoring of the 

cohorts of teachers who have performed action research may provide a connection to 

increased classroom effectiveness.  The participant responses did not identify any effects 

of action research on schools in general, but individual perspectives may be inadequate to 

examine this larger picture.  It is difficult to establish the connection between teachers 

who have been trained in research methods and have conducted action research aimed at 

improving their classroom practice, to subsequent improvements in the quality of 

education for children.  To that end, we will sustain our own research observations and 

continue to monitor action research effects on teachers and classroom learners, 

developing alternative school-based perspectives for future studies.   
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Abstract 

Videotaping classroom teaching is a very challenging but helpful technique to study our 

own teaching or to evaluate teaching practices. We can actually see what our students see 

when we teach. By using the videotaping technique as a self-evaluation tool can show our 

students that we, as teacher educators, value the importance of self-evaluation on our own 

teaching. Self-evaluation and self-reflection are important elements in professional 

development. Through the videotaping experience, it helped teacher educators to identify 

which areas in our teaching we can improve to be more effective teachers.   
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Taking the Next Step: From School Uniforms to “Uniform Schools” 
 
Schools are important for more than what they symbolize—teaching and learning.  All 
too often we lose site of the actual container—the physical properties of a school.  As 
expounded by Hawkins and Lilly (1998), the school site is vital to the overall education 
and all that it entails, but it is also a visible representation of the collective public’s mind 
as to what schools should consist of, and that includes the physical realm.  Parents as well 
as community members expect the site to be well maintained and free of hazards and, as 
the authors noted, middle and high schools should have areas for larger enrollments and 
extra curricular activities.  The relationship between a well maintained school and its 
correlation to overall increased student performance, decreased vandalism rates and 
lower discipline incidents have been explored  by numerous researchers (McGuffey, 
1982; Edwards, 1992; Cash 1993; Lewis, 2000; Stricherz, 2000). In a stream of 
consciousness, the positive findings associated with “well maintained schools” moved me 
to think about the discussion of “well maintained students” and the discussion of school 
uniforms.  The implementation of school uniforms has its benefits, as noted by Hoffler--
Riddick and Lassiter (1996).  The authors count among the benefits: a decrease in 
discipline violations, improvement in instructional ambiance and improved attendance.  
Research has shown that student achievement is enhanced by well maintained grounds 
and we have evidence that student discipline and attendance issues are positively 
influenced through the use of school uniforms.  Therefore, is it not time to take the 
discussion one step further and enter the realm of a new age with dialogue focusing on 
“School Uniforms” or better stated, “Uniform Schools”?  Time has come to extend the 
concept of equality of education to beyond texts and curricula.  It is imperative to extend 
this concept to the actual physical facilities that students attend.  The concept to explore 
is will attending schools that are as well maintained and inviting as our more affluent 
neighbors have a positive impact on students, their teachers as well as the community? 
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Abstract Proposal: Learning language through Drama, Music and Multimedia  

The purpose of this paper is to explore the potential of incorporating Drama, Music and 

Multimedia as a means of promoting multicultural values within the Italian K-6 language 

classroom in New South Wales, Australia.  Connections are made across key learning areas 

which endeavour to engage student interest.  Developments in Technology for education 

purposes offers educators enormous potential to enhance students’ motivation and learning 

within the classroom context.  Educators must confront challenges presented by the rapidly 

changing environment by seizing opportunities which incorporate new technologies in 

language learning where possible.  Utilization of such new technologies will serve to engage 

students and ultimately enhance their language learning experiences.  Proposed strategies can 

be adapted and modified for other languages.   

Advancements in Technology in relation to languages education have proved successful in 

engaging students with language tasks which improve second language acquisition.  There are 

many multimedia language learning packages available on the market and students evaluate 

the learning outcomes achieved through the use of CD-Rom packages developed in 

association with the NSW Department of Education, such as Ottimo, Album Italiano, Quirky 

Comics.   

Through Drama students develop deep knowledge and understanding, skills, values and 

attitudes in creating, performing and appreciating drama as a form of expression.  During the 

creation process, students learn how to investigate the world by devising plays, role-plays and 

imagined situations.  By performing, students develop skills and appreciation of dramatists, 

actors, playwrights, directors and designers in addition to increasing their vocabulary in the 

target language.  Students develop an intercultural awareness of Italian speaking communities 

by “acting it out in Italian”.   

Music enables students to explore traditional aspects of Italian history and culture through 

folk songs from Italy and other countries around the world.  Students from other ethnic 

backgrounds are provided with the opportunity to share aspects of their customs and traditions 

by presenting music from their country of origin.  Students can learn about musical 

instruments specific to the different cultures which co-exist in Australia and around the world.  

Students develop intercultural awareness through exposure to cultural diversity.  The 

integration of Music into a language program allows students to investigate personal interests, 

thereby enhancing student motivation and ultimately contributing to lifelong learning which 

will extend beyond the parameters of school life. 
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Paper:  Learning Language through Drama, Music and Multimedia 

 

The purpose of this paper is to provide an insight into the potential of incorporating Music 

and Multimedia as a means of promoting multicultural values within the Italian language 

program at Oatley Public School, in New South Wales, Australia.  Activities have been 

developed in association with the Quality Teaching Action Learning Project (QTAL), an 

Australian Government funded initiative.  The Project is designed to facilitate collaborative 

planning in association with the support and guidance of an Academic Partner.  Elements of 

the State of NSW, Department of Education and Training’s (2003) Quality Teaching 

Framework (QTF) are incorporated into Connected Outcome Groups (COGs) units, 

developed by the State of NSW, Department of Education and Training, Curriculum K-12 

Directorate (2006), with the objective of implementing Information and Communication 

Technology across the curriculum.  The fundamental purpose of the QTAL Project is to 

enhance students’ learning experiences and identify teachers’ professional development needs 

in relation to implementation of ICT through professional dialogue and reflection about 

quality teaching and pedagogy.  

Consideration is given to the National Statement for Languages Education in Australian 

Schools (2005) which sets out the future direction of languages education from a National 

perspective.  Furthermore, the document entitled “Teaching Languages in the Primary 

School” (2006) published by the Australian Government Department of Education, Science 

and Training, outlines examples from current practice in relation to building and maintaining 

successful and sustainable language programs.  One central issue arising in each of these 

documents is the importance of integrating ICT into all aspects of the curriculum.  Languages 

education provides enormous scope and opportunity for integration of ICT.  Students are 

presented with learning opportunities incorporating available technological tools which 

contribute to their development as an open-minded and more tolerant global citizen, open to 

cultural and linguistic diversity. 

Technological advancements in relation to languages education have proved successful in 

engaging students with language tasks which facilitate second language acquisition.  There 

are many multimedia language learning packages available on the market and students 

evaluate the learning outcomes achieved through the use of CD-Rom packages developed in 

association with the NSW Department of Education, such as Ottimo (2000), Album Italiano 

(2000), Quirky Comics (2004).  The students can use ideas from these resources to develop 
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their own interactive language tasks for other students to access, consolidating their own 

learning experiences by reinforcing language structures and vocabulary while incorporating 

Information and Communication Technology (ICT).  In this way, students are provided with 

meaningful authentic language learning experiences. 

The Australian Government Department of Education, Science and Training in association 

with Curriculum Corporation and Asia Education Foundation (2006), have published a 

document entitled:  Teaching Languages in the Primary School (Examples from current 

practice).  The document is designed to assist primary language teachers, classroom teachers, 

school leaders and curriculum advisers in implementing effective and sustainable language 

programs in Australian primary schools.  Teaching Languages in Primary School (2006) aims 

to stimulate professional dialogue and reflection by presenting various ways educators should 

consider policy development, curriculum planning and teaching and learning practices in 

relation to quality languages education in primary schools.   

The document sets out three focus areas.  These are curriculum; learners and languages; and 

organization and support.  Consideration is given to characteristics which form the basis of 

successful and sustainable language programs.  Language programs must be “an integral part 

of the wider curriculum” (2006:5), thereby creating pathways to higher levels of intercultural 

learning.  Language teachers should work within the school’s overall curriculum context with 

support from all staff to ensure success and sustainability.  Successful language programs are 

dependent upon the language teacher being viewed as a valued member of the school and as 

an integral part of a collegial community whereby skills are developed and pedagogies 

discussed.  Planning time for language teachers enable connections to be made across the 

school curriculum.   

The Quality Teaching Action Learning Project, an Australian Government grant of $20,000, 

provided the Technology Team at Oatley Public School with collaborative planning time to 

effectively integrate ICT into the Connected Outcome Groups (COGs) units.  The Quality 

Teaching Framework (2003) underpinned the objectives of the grant and focused on literacy.  

The primary purpose of this grant was to provide opportunities for collaboration across stages 

with the support and guidance of an Academic Partner.  Language teacher involvement in the 

QTAL Project provided opportunities to reflect on pedagogy and share information about 

effective teaching practices while gaining an insight into colleagues’ classroom practices.    
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The focus of the units of work developed in association with the QTAL Project has been to 

utilize multimedia.  Students are presented with opportunities to develop knowledge and skills 

in relation to downloading images, music and video for the purpose of building a personal 

website accessible only through the Intranet and created using Microsoft Publisher.  Each 

student creates a ‘Mio Spazio’ (MySpace) website on the Intranet.  Students personalize their 

website and build on this by adding digital images of themselves and friends throughout 

various phases of learning.  Digital stories can be created using the target language with 

support of visual literacy.  This personalized website becomes an assessable tool which can be 

evaluated by the teacher and peers. 

Students download a song of their choice, for example, a song from ABC Melody “Sing and 

Learn Italian!” (2005).  The song can be used to develop a digital story around a specific 

theme, for example, “The Weather”.  Many activities including compiling a weather report 

and acting out a role play involving reporting on the weather, a fashion parade presenting the 

latest season’s fashions, or simply introducing vocabulary in the target language related to a 

topic in an interesting and creative way.  The result can then be videoed, edited and then 

downloaded into the students’ My Space website.  Students are required to work 

co-operatively in groups to “invent” and develop interactive learning activities for the 

younger students which they create in their website.  The students are provided with a rubric 

setting out the targeted ICT skills and language structures.   

Music and songs provide an effective means of introducing new language structures and 

vocabulary in addition to introducing intercultural aspects of language education embedded in 

the objectives of the Italian K-10 Syllabus (2003).  By using language in songs students 

develop deep knowledge and understanding while building on listening, reading, speaking 

and writing skills necessary for working towards effective interaction in Italian.   

Participation in activities involving the use of songs provides an enjoyable and safe 

environment where students engage in making linguistic connections.  They are encouraged to 

explore the nature of language as a system by making comparisons between Italian and 

English, leading to an appreciation of the correct application of linguistic structures and 

vocabulary.  Learning language through the use of songs encourages students to move 

between cultures.  That is to say, students develop knowledge of the culture of Italian-

speaking communities and an understanding of the interdependence of language and culture, 

thereby encouraging reflection on their own cultural heritage (Board of Studies NSW, 2003).   

2008 HICE Proceedings 
Page 5239



 

 6

Music enables students to explore traditional aspects of Italian history and culture through 

folk songs from Italy and other countries around the world.  Students from other ethnic 

backgrounds are provided with the opportunity to share aspects of their customs and traditions 

by presenting music from their country of origin, thus promoting multicultural values.  

Students learn about musical instruments specific to the different cultures which co-exist in 

Australia and around the world.  Students develop intercultural awareness through exposure to 

cultural diversity.  The integration of Music into the Italian language program provides 

students with opportunities to investigate personal interests, thereby enhancing their 

motivation and ultimately contributing to lifelong learning which will extend beyond the 

parameters of school life.   

The Italian K-10 Syllabus (2003) addresses the issue of Multiculturalism.  The Italian 

Language Program at Oatley Public School encourages students to reflect on their own 

cultural heritage and on the contributions of other cultures to Australian society.  Activities 

are designed in accordance with the Italian K-10 Syllabus outcomes, providing students with 

learning opportunities where they gain appreciation of people from diverse cultural and 

linguistic backgrounds.  Throughout Kindergarten to Year 6 students are expected to develop 

skills which will enable them to engage directly in cultural activities at school and within the 

local community; recognize ways in which people express their culture ie. through activities 

focusing on music, dance, costume and celebrations; reflect on influences in local culture such 

as restaurants, religions and festivals; and participate in activities associated with Italian 

customs and practices.   

The Creative Arts K-6 Syllabus (2000) provides teachers with a useful starting point for 

singing activities.  The use of the speaking voice through chants, raps, choral speaking, 

singing games and age-appropriate songs enable students to ‘play’ with sounds.  Singing 

plays a central role in each student’s overall musical development.  Singing promotes student 

involvement in making music by using the most accessible sound source – the voice.  Speech 

activities foster rhythmic awareness such as building on students’ recognition of the rhythm 

patterns inherent in their rhymes, songs and language.  

All languages are made up of rhythm.  Students develop phonemic awareness by focusing on 

pronunciation and intonation.  When organizing sound, students aurally discriminate between 

the sounds they select and reject, based on their quality and on the students’ aural imagination 

(the ability to imagine sounds).  By listening to a wide range of repertoire, students learn 

about the music of others and themselves, musical concepts and the ways in which audiences 
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understand music.  Listening and aural skill development underpins all musical activities.  In 

singing, students develop their vocal tone and pitch accuracy from the models they hear.  

Listening provides the key to expressive interpretation of songs, to balanced voice blending 

within a group, and to sensitive performance on instruments and other sound sources (Board 

of Studies, NSW, 2000).   

Activities involving singing serve to provide a safe learning environment where students’ 

self-esteem and self-concept are enhanced.  Students demonstrate enjoyment and improved 

confidence in using new language structures learned through songs.  Performing provides a 

valuable opportunity for students to learn about and learn to use musical concepts.  

Performances, whether it be in area of singing, playing or moving allows students to engage 

in musical repertoire, thus contributing to their understanding of the role that music plays in 

the world and assists them in understanding the role of a performer in both the local and 

international context (Board of Studies NSW, 2000). 

Students are instinctively responsive to movement to music from a very young age.  It is 

important sensory motor preparation and is a tool for understanding musical concepts.  

Moving provides an immediate nonverbal way of developing and demonstrating aural 

awareness and understanding of musical concepts (eg. duration – the feet may provide the 

underlying pulse while the hands clap a rhythm pattern; pitch – the level and direction of 

movement may change in response to pitch contour and direction; structure – different 

sections in the music can be denoted by a change in the types of movement) (Board of 

Studies, NSW, 2000).   

In order to move in various ways, students must develop their locomotor and non-locomotor 

skills, body awareness and spatial awareness.  Movement can be extended through students’ 

invention of sounds to accompany particular movements.  Movement is a useful means of 

reflecting the way in which students listen and their understanding and awareness of musical 

concepts.  Sound sources may include body percussion, found or recycled objects, 

environmental sound sources, instruments constructed by students, electronic instruments and 

melodic and non-melodic instruments from various cultures all provide students with 

opportunities to examine traditional instruments used by different cultures (Board of Studies, 

NSW (2000).   

Students learn to name sound sources while gaining knowledge about the correct way to hold, 

strike, play and suppress sound sources thus fostering creativity in determining beats and 
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rhythms associated with various songs and genres of music in relation to other cultures.  

Organizing sound encompasses a range of creative activities in which students make musical 

decisions.  They organize the raw material of sound in various ways to make music and 

explore the tonal quality and effect of sounds produced from a range of sound sources and 

develop understanding, skills and confidence in making their own music.  Organizing sound 

involves activities such as experimenting, imitating, improvising, arranging, composing and 

notating (Board of Studies, NSW, 2000).  Students discover that musical terms such as 

‘piano’, ‘forte’, ‘crescendo’, ‘andante’ originate from the Italian language. 

The Quality Teaching in NSW Public Schools:  A classroom practice guide (2003) sets out 

three dimensions comprising various elements which provides teachers in New South Wales 

public schools with a framework for delivering quality education.  These have been embedded 

into the language learning activities developed in association with the QTAL Project.  

Intellectual quality – refers to pedagogy focused on producing deep understanding of 

important, substantive concepts, skills and ideas.  Such pedagogy treats knowledge as 

something that requires active construction and requires students to engage in higher order 

thinking in order to facilitate substantive communication about what they are learning. 

Quality Learning Environment – refers to pedagogy that creates classrooms where students 

and teachers work productively in an environment clearly focused on learning.  Such 

pedagogy sets high and explicit expectations and develops positive relationships between 

teachers and students. 

Significance – refers to pedagogy that helps make learning more meaningful and important to 

students.  Such pedagogy draws clear connections with students’ prior knowledge and 

identities, with contexts outside of the classroom and with multiple ways of knowing or 

cultural perspectives. 

Assessment is a critical factor in determining the success of any language program.  The 

Italian K-10 Syllabus (2003) clearly sets out the rationale of Assessment for Learning.  

Assessment for Learning in Italian is designed to enhance teaching and improve learning.  

Assessment provides students with opportunities to produce the work that leads to the 

development of their knowledge, understanding and skills.  Language Teachers should 

provide students with opportunities in the context of everyday classroom activities which 

demonstrate their learning, in addition to undertaking planned assessment tasks.   
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In summary, assessment for learning should be an essential and integrated component of 

teaching and learning.  Students should be fully aware of the learning goals and recognize the 

standards they are aiming for.  There should be opportunity for self-assessment and peer 

assessment.  Feedback will assist students to understand the continuum of learning and 

develop a plan to achieve language learning goals.  Assessment tasks should be designed to 

encourage students to take responsibility for their own learning and progress.   

In conclusion, language learning experiences should be meaningful, relevant and applied in 

order for students to develop intrinsic motivation to continue learning.  The languages and 

cultures that students already possess should be acknowledged and valued.  In this 

environment students are encouraged to value their own heritage and that of others, thus 

contributing to an appreciation of multicultural values.  Connections are made across key 

learning areas which endeavour to engage student interest.  Students should be provided with 

opportunities to explore their own individual interests in relation to the unit or topic 

(Australian Government Department of Education, Science and Training, 2006).   

Developments in Technology for education purposes offer educators enormous potential to 

enhance student motivation and learning beyond the classroom context.  Appropriate music 

and drama activities should be designed to encourage students to think, feel, create, observe, 

adapt, evaluate, assess and motivate themselves and others towards lifelong learning 

experiences.  Educators must confront challenges presented by the rapidly changing global 

environment by seizing opportunities which incorporate new technologies in language 

learning programs where possible.  Utilization of available new technologies engages and 

motivates students and ultimately enhances their language learning experiences.  Proposed 

strategies can be adapted and modified for other languages.   

There are many positive outcomes of learning language through Music and Multimedia.  

Students develop increased confidence in addition to long term retention of vocabulary items 

and sentence structures in the target language through songs and multimedia activities.  

Students engage in a number of significant learning experiences which fundamentally 

facilitate co-operative learning while gaining a sense of autonomy in regards to their own 

learning.  Through activities involving music and multimedia, students not only develop 

knowledge and skills in relation to language as a means of communication but also gain a 

deeper understanding and appreciation of the world around them.   
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Abstract 
 
 Informed science teachers need to continually evaluate their teaching practices and student 
learning outcomes using related literature and empirical research to gauge successful teaching.  
However, the literature and empirical research on using demonstrations are not synchronized.  We offer a 
new perspective on the discrepancy and describe four considerations that now inform our successful 
teaching with demonstrations that help to improve students’ learning of course content. 
 
Introduction 
 

Engaged in selecting and determining the effectiveness of our science teaching methods, we, as 
science teachers, need to continually evaluate our teaching practices in relation to student learning 
outcomes.  One way to accomplish this is by using the scholarly literature on teaching methods and 
supporting empirical research as indicators to gauge our successful teaching.  In doing so, we are 
challenged to continually monitor and revise our teaching methods.  As less effective methods are 
replaced with research-proven methods (NRC, 1996, 2006), our repertoires can be transformed from a 
collection of ideas on how to teach into an arsenal of strategies that promote positive student learning 
outcomes when deployed.   

However, what do we do if the literature indicates that a teaching method is beneficial while the 
empirical research investigating the same method indicates otherwise?  We have uncovered this conflict 
during our investigation of the topic of the demonstration method for science teaching (Majerich & 
Schmuckler, 2006; Majerich & Schmuckler, in press A).  In this paper, we share highlights from our 
journey into the literature and research on the effectiveness of using science demonstrations.  We offer 
what we believe are two fundamental reasons for the conflict on this topic.  In addition, we share some 
ideas discussed in the psychological literature and research on individuals' perceptions of dynamic events 
(e.g. demonstrations) to help us negotiate the existing conflict.  The time and effort expended in reviewing 
the aforementioned literature and empirical research has informed how we now teach science in our 
course. 

We wanted to change the way we taught our chemistry course (holding the curriculum and 
assessments fixed), making it more student-centered and in alignment with constructivist theory (Bodner, 
1986).  A course text book served as a curriculum guide, and assessments were previously designed to 
measure students' content mastery and related meaningful learning (Ausubel, 2000).  Daily quizzes were 
used to monitor the students' progress in the course, as well as to inform instruction.  Though our course 
was intended for non-science majors (grade level 13) was without a laboratory component, our ideas 
generated within this article can easily be adapted by teachers of high school science.  Instruction on 
science topics occurred as students were exposed to science demonstrations (102, in total) and related 
discussions (Majerich & Schmuckler, in press B).  Modifications to how our course was taught were 
informed by science standards (NRC, 1996; 2006), general demonstration literature, and published 
research with high school and college/university science (biology, chemistry, physics) students and their 
subsequent learning from demonstrations. 
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Literature-derived Conceptualization of Science Demonstration 
 
The use of demonstrations in classrooms as a teaching aid is uniquely characteristic of the 

teaching of science (Beall, 1996).  Basically, a science demonstration is a public show where a presenter 
highlights and discusses the prominent feature(s) of an object or an event in front of an audience.  As the 
science demonstration is a method of teaching, it is generally performed by a teacher.  However, 
demonstrations can also be performed by a student or group of students, by both the teacher and 
student(s), or by a guest science teacher/scientist.  Instruction may be performed by induction or 
deduction, and may promote student inquiry through their own questions and explanations, and/or include 
teacher questions and explanation(s) (Chiappetta & Koballa, 2002; Trowbridge, Bybee & Powell, 2000). 
Demonstrations are not limited to physical objects.  For instance, a teacher may ask the students to hold 
an imaginary rope, and then by analogy, proceed to describe concepts related to a standing wave as they 
move their arms.  When viewed in this broader manner, a demonstration can be conceptualized as the 
interplay of language, gestures, and objects and/or events - real or imagined - between a presenter and 
an audience (Ogborn, 1996).  Thus, a science demonstration allows for a unique experience, consisting 
of both concrete and abstract elements, between a presenter and an audience. 
 
Nine (9) Functions and Ten (10) Merits of Science Demonstrations 
 

Teaching of science with demonstrations is widely viewed as beneficial.  As derived from the 
literature (Majerich & Schmuckler, in press C), science teachers identified up to nine academic functions 
of demonstrations in the literature (see Figure 1). 
 
Figure 1.  Nine (9) Academic Functions of Science Demonstrations  
The functions of demonstrations are to:  
1) solve a problem;  
2) explain and make clear by analysis;  
3) verify, substantiate, and review;  
4) supply an application;  
5) evaluate student achievement; 
6) create a problem;  
7) show methods and techniques;  
8) display objects and specimens; and  
9) afford students the opportunity to improve observation 
skills. 

 
Most science teachers endorse this list, either in part or in full. 

When demonstrations function in any of these nine ways, science educators also reported in the 
empirical research up to ten merits (see Figure 2) for the teaching and learning of science (Majerich & 
Schmuckler, in press D). 
 
Figure 2.  Ten (10) Merits Derived from Using Science Demonstrations 
The ten merits derived from demonstration use are:  
1) act as a motivational device/arouse curiosity/gain students' attention;  
2) convey the teacher's attitude toward the discipline;  
3) stimulate the thought processes of students;  
4) challenge students' knowledge claims, naïve conceptions and/or alternate conceptions;  
5) help students to focus their attention and/or increase their attention;  
6) help students negotiate theory and experiment;  
7) help students see abstract science ideas in concrete examples;  
8) enhance students' learning of science concepts;  
9) serve as a substitute for laboratory exercises/experiments that are too costly and/or dangerous 
to students; and 
10) develop creativity in students and promote cooperation among students/teacher. 
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Interestingly, the ten merits reported from using science demonstrations remain highly anecdotal.  This 
point was realized only after we investigated the research of using demonstrations for the teaching and 
students' learning of science at the high school and college/university levels. 
 
Review of Science Demonstration-related Research 
 
 In published research, the use of science demonstrations for science teaching claiming positive 
student outcomes is rather dismal.  From our efforts in reviewing this research, we assembled a 
Compendium of Demonstration-related Research from 1918 to 2006 (Majerich, 2004; Majerich and 
Schmuckler, in press E).  In summary, when the lecture is accompanied by a few science demonstrations, 
the majority of students fail to learn from these science events as typically performed.  Furthermore, when 
a science demonstration was discussed with the students, very few students were able to describe the 
prominent features and importance of it.  In fact, many students could not recall the important information 
from examples involving common laboratory equipment and fundamental science concepts.  Interestingly, 
many students observed aspects of the science demonstrations that were simply not the intended focus, 
or simply not there.  Since 2001, only a few recent studies examining demonstration-related instructional 
modifications have shown otherwise (Ophardt, Applebee & Losey,  2005; Buchanan, Reynolds, Duersch, 
Lohr, Coppola, Zusho & Pintrich, 2004; Majerich, 2004; Majerich & Schmuckler, 2006, Majerich & 
Schmuckler, in press A). 
 
What Can We Learn from the Past? 
 

Our compendium contains the first study published in 1918 and includes almost all other studies 
published up to 2006.  During this time span, educational theorists like Dewey, Skinner, Piaget, Ausubel, 
Bruner, Gagne, Novak, Vygotsky, to name a few, have suggested ways for teachers to improve their 
students' learning of course material in the classroom.  However, a common tenet relating teaching and 
student learning that resides within all of them seems to have been overlooked by many researchers.  
Namely, students will fail to learn from an event when exposed to it only once.  For instance, Ausubel 
(2000) stated that "learning and retention can be demonstrated only rarely in the absence of frequency, 
as for example, when the stimulus (learning) material is exceptionally vivid or unusual" (p. 16).  He also 
maintained this position in his earlier work (Ausubel, 1963).  Most researchers stated directly or implied 
that the students viewed demonstrations only once.  In addition, there is also no indication as to how 
these events were integrated, if at all, into the students’ classroom experiences.  Herein, we believe, 
exposure to a demonstration only once and lack of integration of experiences are two fundamental 
problems linked to the students' failure to learn from demonstrations.  We now share with you four 
considerations we deem as critical for our successful teaching utilizing demonstrations. 
 
Consideration 1: Integrating Sequenced Demonstrations in a Series of Discussions 
 

As the first modification to our course, we challenged the students to connect each demonstration 
and its discussion to the previous one shown and discussed (Majerich & Schmuckler, 2006; Majerich & 
Schmuckler, in press A).  With the teacher as a guide, the students related the discussion of successive 
demonstrations to those previously discussed in class.  We did this as an attempt to transform the single 
demonstrations and respective discussions into a well-sequenced series of demonstrations integrated in 
discussions, within and among topics. Overall, the students observed each science demonstration in the 
series only one time.  However, the discussion of each science demonstration occurred first during the 
class that it was originally presented, and then again discussed as each subsequent science 
demonstration was related to the previous science demonstration.  This was done to increase the 
frequency that individual demonstrations were discussed, giving the students more opportunities to revisit 
their present understandings of each science demonstration.  During these discussions, the students 
could replace, alter, or reinforce their understandings daily.  However, we initially had to acclimate these 
students to this new type of learning environment as described in the literature (Carbone, 1998) and 
confirmed by empirical research (Dufresne, Gerace, Leonard & Mestre, 1996). 

2008 HICE Proceedings 
Page 5247



4 
 
 
 
 
 
 
 

 
Consideration 2: Note taking Procedure and Review 
 

We encouraged the students to participate in the presentations and discussions of science 
demonstrations.  However, we also encouraged them to communicate with others outside of class.  In 
doing so, we offered a note taking strategy to the students in order to better document their experiences 
in class (Majerich & Schmuckler, in press F).  The strategy required that the students systematically 
organize their notes with respect to terms, materials used, processes, procedures, observations, and 
explanations that appeared in discussions.  Outside of class, we recommended that they discuss and 
compare their notes with at least two other classmates. During these student-student interactions, 
students could potentially acquire, confirm, modify, replace and/or create new understandings about each 
demonstration and its related phenomenon.  
 
Consideration 3: Compensation for Inattentional Blindness 
 

To help us negotiate the contradiction between the literature and research on the topic of 
demonstrations and related effectiveness, we directed our attention to the psychological literature and 
research on learning from dynamic events (demonstrations) as a lens to view poor performing student 
outcomes reported in the science education research.  We now believe that the students' failure to 
perceive and learn from single demonstration experiences may also be attributed to what the 
psychological literature and research refer to as 'inattentional blindness.'  In brief, inattentional blindness 
is a process by which an individual sees an object or event, but fails to perceive it (Mack & Rock, 2000).  
To a science teacher, this condition may be frustrating after a large group of students who are exposed to 
a demonstration seemingly can not recall the importance of the event, or the event at all.  In addition, the 
research on this topic shows that when one is intently awaiting for an experience, individuals often see 
and hear things that are not there (Mack & Rock, 2000).  For example, an individual may predict an event, 
and may see it despite that fact that it did not occur.  Empirical research shows that at times all individuals 
are encumbered by the inattentional blindness phenomena.  This occurs when they do not notice 
anything happening in their surroundings while simultaneously being absorbed in the inspection of an 
object or event.  There is a disparity between the richness of their experience and the representation of 
that experience (Simons & Chabris, 1999), real or imagined.  Incorporating our new understanding of the 
inattentional blindness phenomenon, the teacher and students now worked in unison to integrate science 
demonstrations and relate discussions throughout the course.  While it was not feasible to determine the 
precise number of students affected by inattentional blindness for any demonstration, we afforded 
students for whom it was an issue multiple opportunities to revisit and modify their notes and class 
discussions with others.   
 
Consideration 4: Using a 'Window of Observation' and Reducing Unwanted 'Noise' 
 

To further compensate for potential inattentional blindness in our students, we directed the 
students' attention to a designated area (referred to here as 'window of observation') for each 
demonstration during its presentation (Majerich & Schmuckler, 2006; Majerich & Schmuckler, in press A).  
The 'window' boundaries were communicated by the teacher and further demarcated with his/her 
gestures (incorporating the conceptualization of science demonstration described earlier in this article).  
By identifying the 'window' for each demonstration, we worked at minimizing unwanted 'noise' from the 
viewing field (Roth et al. 1997).  We also believe that this would provide a prompt for the students, 
informing them as to when and where to focus their attention, directed at preparing them to perceive the 
science phenomena. 
 
Conclusion 
 

As informed science teachers, we need to remain cognizant of issues and trends, new and old, 
discussed in the science education scholarly literature and related empirical research.  We have shown 
that the scholarly literature and empirical research may not always be synchronized, so science teachers 
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need to view the discrepancy from a new perspective. Without preparing students to both perceive and 
learn from demonstrations, the best we can do is to repeat and confirm the poor performing student 
learning outcomes of the past.  Through our research, we have created a demonstration method that 
shows promising results to include increases in students' participation, attendance, content mastery and 
related meaningful learning, and interest in science, conversations about science topics, and questions 
posed and explanations developed in the classroom.   
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CHAPTER I 

INTRODUCTION 

Need for the Study 

In response to No Child Left Behind (NCLB) mandates regarding highly qualified 

teachers (Paige, 2002; Paige, 2004; Spellings, 2006) and increased scrutiny from higher 

education administrators, the United States is currently witnessing one of its longest 

periods of educational reform (Donaldson, 2006; Levine, 2006).  Currently, there is even 

discussion questioning whether or not traditional, university degree-based routes 

emphasizing both content and pedagogy are any more effective than alternative, non-

university degree-based routes which generally emphasize content as the primary avenue 

toward teacher certification (Berry, 2006; Garland, 2006; Levine, 2006; Paige, 2002; 

Walsh, 2001;).  Levine described this debate as being fundamentally between those who 

believe teaching is a craft as opposed to those who believe teaching is a profession.  

In response, many colleges and schools of education have generally felt their 

professional teacher preparation programs and the teaching profession are under attack 

(Berry, 2006; Weaver, 2004).  However, in addition to these increased pressures from 

outside forces, many colleges and schools of education have also been under internal 

pressure to enlarge program enrollments in light of budget cuts (Trombley, 2003), while 

simultaneously being charged with improving curriculum in order to meet accountability 

demands placed on them by their universities and university systems, as well as 

professional teacher accreditation bodies such as the National Council for the 

Accreditation of Teacher Education (NCATE).  Pressures have been amplified by the fact 
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that as the population continues to grow in the U.S., the need for highly qualified teachers 

consistently increases (Bernstein, 2005; Hussar & Bailey, 2006; Spellings, 2006).   

Thus, there are four major factors currently at play: (a) rapid national population 

growth impacting student enrollment in K-12 settings; (b) NCLB mandates requiring 

highly qualified teachers in all public K-12 classrooms; (c) the political debate between 

traditional and alternative routes toward teacher certification; and (d) university and 

university system pressures.  In response to these factors, the need for colleges and 

schools of education to evaluate their teacher educational programs in order to more 

efficiently prepare highly qualified teachers is coming directly to the forefront 

(Donaldson, 2006; Spellings, 2006).   

The development of a quantitative model that can link pre-admission college 

characteristics to grades earned in undergraduate educational coursework, outcomes on 

teacher certification assessments, and career choice beyond program completion may be 

useful to traditional teacher preparation programs and the school districts with which they 

partner.  Subsequently, this information could then be tied to the standardized 

achievement outcomes of K-12 students who are taught by these program completers.  

This study is the first of its kind in the literature to quantitatively model a teacher 

preparation program’s impact on a program completer.  This study will examine the 

utility and generalizability of a quantitative model in evaluating university teacher 

preparation programs at the program, course, and student level in a large public and a 

small private university in north-central Texas.  This model will also include career 

choice following the first two years beyond graduation.  Further, it will examine the 
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utility of the model in answering additional program-specific questions that may arise by 

participating institutions throughout the course of the study. 

Further dialogue of the aforementioned factors influencing current higher 

education program evaluation efforts at the teacher preparation program level includes: 

Population Growth and Teacher Preparation Programs.  Population growth related to 

the need for this study in the following manner:  as national population growth increases, 

the number of students in K-12 settings increases, and the need for teachers in those K-12 

settings increases in response.  Further, the need to follow and evaluate those teachers 

will become increasingly complex as enrollment numbers rise.  The model could be 

potentially used to analyze larger numbers and provide reliable, data-driven conclusions. 

According to U.S. census data, it is estimated there will be an overall increase of 

29.2% in the U.S. population between 2000 and 2030 (Bernstein, 2005).  More 

specifically, U.S. census data predicts Florida, California, and Texas will experience the 

majority of this growth.  Further, with regard to K-12 settings, it is estimated that 

between 2003 and 2015, 32 states will see an increase in enrollment at public and 

secondary schools, while only 18 states will see a decrease in numbers.  Nevada, Arizona, 

Texas and Georgia are predicted to experience the greatest K-12 enrollment gains, with 

respective increases of 35.7%, 31.8%, 22.6%, and 19% (Hussar & Bailey, 2006).   

Spellings (2006), Secretary, U. S. Department of Education, reported 110,456 

teachers were certified through traditional or alternative means during the 2003-2004 

academic year.  In her annual report, Spellings indicated New York and California 

trained more educators than any other state during that review period, certifying an 
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astounding 31.1% of all new teachers, or 19% and 12.1%, respectively.  Texas was the 

third largest producer of certified teachers during the 2003-2004 academic year, 

generating 8.9% of the nation’s teachers.  Further, 81% of these new teachers were 

certified via traditional means by earning a bachelor or graduate degree in an educational 

field (Spellings, 2006). 

In terms of how many universities are currently offering degrees that lead to 

teacher certification, the Council for Higher Education Accreditation (CHEA) indicated 

there are about 7,000 higher education institutions in the United States offering over 

17,000 associate, bachelors, and graduate degrees accredited by professional 

organizations, CHEA and/or the United States Department of Education (USDE) (CHEA, 

2005).  Subsequently, the Carnegie Foundation for the Advancement of Teaching 

examined the Interdisciplinary Postsecondary Education Data System (IPEDS) Fall 

Enrollment survey of 2005 managed by the National Center for Educational Statistics 

(NCES) and revealed 17,570,060 students were enrolled in undergraduate programs at 

the 4,387 institutions specifically offering bachelors degrees in 2005 (“Undergraduate 

Profile Tables,” 2006).  Of these institutions, U. S. News and World reported 1158 

universities offer bachelor degrees which specifically lead toward initial teacher 

certification (“America’s Best Colleges,” 2007). 

 NCLB Mandates.  NCLB mandates are directly related to the need for this study 

in the following manner:  Legislation set forth by NCLB states public classrooms must be 

staffed by highly qualified teachers.  Currently the basic definition of a highly qualified 

teacher is one who possesses full teaching certification at the state level or one who has 
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passed the state teacher licensing exam and holds a license to teach in that state (Paige, 

2002; 2004; Spellings, 2006).  In addition, a highly qualified teacher will hold the 

minimum of a bachelors degree and has demonstrated content knowledge in the subject 

area(s) relevant to the classroom in which he/she is assigned to teach (Paige, 2002; Paige, 

2004; Spellings, 2006).  The proposed model could offer information about whether or 

not teacher preparation coursework, as well as which coursework, is predictive of 

teaching certification outcomes.  This information could be used to enhance the current 

NCLB’s current definition for highly qualified teachers. 

Political Debate: Traditional vs. Alternative Routes.  The political debate between 

traditional and alternative routes toward certification is directly related to the need for 

this study in the following manner:  Universities and university systems now have 

competition with alternative, non-university teacher preparation programs.  As such, 

universities and university systems are interested in learning more about the strengths and 

weaknesses of their teacher preparation programs so they can better meet the challenges 

presented by competing with alternative, non-university based teacher preparation 

programs.  This model could provide universities with data-driven information from 

which to make program revisions. 

Although content knowledge is paramount to teaching, colleges and schools of 

education hold pedagogical knowledge in similar regard.  However, the current definition 

of a highly qualified teacher by NCLB standards does not mention pedagogy, and this 

omission has sparked discussions between educators and policy makers (Berry, 2006; 

Garland, 2006; Levine, 2006; Paige, 2002; Walsh, 2001).  Further, it is generally 
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assumed traditional, or university-based, routes towards certification stress both content 

and pedagogy, while alternative certification programs are strongly criticized in the 

professional education arena to lack pedagogical focus. 

 However, alternative certification programs are reported to generally attract well-

educated, ethnically diverse, talented, enthusiastic, and life-experienced adults during a 

time when it has been reportedly difficult to attract academically able individuals into the 

educational field (Stoddart & Flodden, 1995).  Further, the rationale behind alternative 

certification programs makes them attractive because they purport on-the-job, easy to 

complete teacher preparation options for individuals already possessing a bachelors 

degree, which affords many the opportunity to earn certification while also receiving a 

paycheck.  However, the recruitment, preparation, and retention of alternatively certified 

teachers is proving to be more complex than originally believed, with retention in the 

field being a number one concern (Zumwalt, 1996).  Further, pedagogy training and 

classroom management strategies are often lacking in alternative certification programs 

and, thus, sometimes considered to blame for alternatively certified teacher attrition.  

Regardless of optimism about the promise alternative certification offers in terms of 

quickly preparing highly qualified teachers, many policy makers believe holes exist in 

alternative certification programs and too many variations among alternative certification 

programs and traditional routes alike have developed. 

In contrast, a recent study of college graduates, surveyed through NCES’s 

Baccalaureate and Beyond 10 years after graduation, revealed 84% of education majors 

felt their undergraduate studies were very important in preparing them for a career in 
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education (Bradburn, Nevill, Cataldi, & Perry, 2006).  In addition, 68% of these same 

educators reported their undergraduate studies had been very important to their lives in 

general, and 91% of educators reported their undergraduate degree was worth the time 

and effort their university studies required.  Interestingly, 59% of survey respondents 

aged 30 years or more reported their undergraduate studies were very important to their 

lives in general ways, as compared to only 46% of survey respondents aged 22 or 

younger (Bradburn et al.).  Further, recent and ongoing research conducted by Noell 

(2006), discussed in Chapter 2, suggests teachers who have pursued certification through 

traditional routes outperform those who pursued certification through alternative routes. 

University and University System Pressures.  In order to increase the stature of 

educational programs, colleges and schools of education can voluntarily seek 

accreditation through professional bodies such as the National Council for Accreditation 

of Teacher Education (NCATE, 2006).  In doing so, NCATE makes a series of campus 

visits to a university seeking accreditation and conducts evaluations of its teacher 

preparation programs.  Also, the Southern Association of Colleges and Schools (SACS) 

conducts regularly scheduled evaluations of all colleges and programs of study in the 

south as well, not just of teacher preparation programs.  However, in NCATE’s system, 

accreditation is based on a university’s ability to demonstrate teacher candidates and 

program completers know both the content, or the subject matter, and pedagogy, or the 

methods by which to teach content effectively (NCATE, 2006).   

Universities that pursue accreditation through SACS alone must adhere to the 

following, more generic guideline: “the institution must evaluate its success with respect 

2008 HICE Proceedings 
Page 5265



Teacher Preparation Program Effectiveness 
 

15 

 

to student achievement in relation to purpose, including, as appropriate, consideration of 

course completion, state licensing examinations, and job placements rates” (SACS, 2003, 

p. 16).  Regardless of whether teacher preparation programs are dealing with NCATE or 

SACS accreditation processes, links between outcomes in individual courses or programs 

and standards maintained by these accrediting bodies is often weak.  Associated 

evaluations often do not provide enough adequate guidance to professors who serve on 

the delivery end of a program (Byrd & Williams, in press).  Thus, there are 

inconsistencies between what is actually evaluated, such as overall program goals, and 

what should be evaluated, such as how individual courses align with the state’s K-12 

educational standards.  As such, colleges and schools of education may not see the utility 

of such evaluations and may be tempted to neglect or even ignore such results and 

recommendations. 

Budget cuts, coupled with aforementioned pressures for accountability, cause 

stress among both higher education institutions and the students they serve (Ovetz, 2003; 

Trombley, 2003).  Aside from students paying higher tuition rates and fees in order to sit 

in classes filled with larger numbers of students, colleges and schools of education are 

charged with tightening the reigns on the academic freedoms they have enjoyed for 

decades in order to deliver more streamlined curriculum to the masses (Trombley, 2003).  

As budget cuts and hiring freezes are on the rise, the use of adjuncts, or part-time 

instructors who typically are unaware of teacher preparation program goals or the 

connection between courses, is becoming more the norm than the exception for 

delivering instruction (Byrd & Williams, in press).  

2008 HICE Proceedings 
Page 5266



Teacher Preparation Program Effectiveness 
 

16 

 

Theoretical Framework 

Historical Perspective of Program Evaluation.  Program evaluation is nothing new.  The 

field is well developed and is used in many disciplines including education, social 

science, business, and science. (McCaffrey, Lockwood, Koretz, & Hamilton, 2004; 

Brinkerhoff, 2006).  In 1949 Ralph Tyler, a pioneer in program evaluation, formulated an 

objectives-based approach to teaching and evaluation (Gagnon & Calloy, 2006). His 

approach focused on: (a) defining appropriate learning objectives; (b) establishing and/or 

organizing useful learning experiences that lead to the best learning outcomes possible; 

and (c) evaluating curriculum to revise ineffective aspects associated with relevant 

content and/or teaching methods (Fitzpatrick et al., 2003). 

 Later, in the 1950s, Bloom, Englehart, Furst, Hill and Krathwohl (1956) published 

The Taxonomy of Educational Objectives, which served as a framework to classifying 

student learning outcomes.  Subsequently, in the 1960s as the federal government became 

more involved in public education, evaluators began to take a holistic view of teaching 

and learning as they collectively examined the interactive impact of student performance, 

overall goals, lesson objectives, and the learning environment on learning outcomes 

(Fitzpatrick et al., 2003).  

 Cronbach (1963) and Scriven (1967) improved evaluation practices in the 1950s 

by conceptualizing a new type of program evaluation: formative evaluation.  Dick and 

Carey (1978) elaborated on this program evaluation model by describing feedback as an 

important element in the process.  They believed both information regarding student 

performance and student attitude(s), as well as information about classroom management, 
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were essential.  Thus, the minimum competency movement of the 1970s, the standards 

movement of the 1980s, and the accountability movement that started in the 1990s and 

continues today have all combined with fundamentals of both instructional systems and 

formative evaluations to shape the current approach to program evaluation in the U.S., 

commonly referred to as outcomes assessments today (Carey & Gregory, 2003).   

 As an extension of earlier pioneering work in program evaluation, Owen and 

Rogers (1999) discussed a range of evaluations and defined them as proactive, 

clarificative, interactive, and monitoring and impact. Proactive evaluations occur apriori 

to program implementation; clarificative evaluations take place when there is confusion 

or misunderstanding and can occur at any time; interactive evaluations are undertaken for 

documentation and incremental improvement purposes along the way; while monitoring 

and impact evaluations occur most often as an end-point analysis.  This study focuses on 

the interactive and impact aspects regarding evaluation of a teacher preparation program. 

Program Evaluation Framework.  Studies in the literature reveal an increased 

preference to use a variety of approaches when evaluating data, using both qualitative and 

quantitative methods.  These approaches address both formative and summative aspects 

of specific programs (Astin, 1993; Fitzpatrick et al., 2003; Lincoln & Guba, 1989; Lynch 

et al., 1996).  When specifically addressing teacher preparation programs, it is essential to 

understand the process, such as teaching, and the impact, such as an outcome on a 

standardized assessment.  However, even with all the attempts to standardize and test 

students at multiple time points, the “big picture” regarding a teacher’s impact on what a 

student actually learns is often blurred, at best.  Astin (1993) stated that in order to 
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understand the relationships between processes and outcomes, researchers must also 

include input variables, which could be attributes pre-service teachers bring with them to 

a teacher preparation program, such as high school variables.  

 For this study, the theoretical framework will be the Input-Environment-Output 

theory regarding education (Astin, 1993).  Although there are a number of models that 

have been formulated and used in the field of education to this end, Figure 1 

conceptualizes the model generated by Astin and is often called the Input-Environment-

Output (I-E-O) Model (1993). 

Figure 1.  Astin’s Input-Environment-Output (I-E-O) Model (1993). 
 

 
 

The reason Astin’s (1993) I-E-O model is preferred is because it allows one to 

segregate, or account for, differences among input variables in order to reveal a more 

objective estimate regarding environmental impacts on educational outcomes.  With this, 

more meaningful choices and decisions may be possible regarding teacher preparation 

program implementation and evaluation.  Astin’s model is both practical as well as 
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simplistic in the sense that all program evaluation choices require comparative 

judgments.  A decision to change something suggests a new element or environment will 

result in a better outcome.  A decision to do nothing implies the status quo is believed to 

be as good as, or better than, other available alternatives.  Either decision requires 

conceptualizing and comparing the alternatives.  Current issues surrounding educational 

debates described above and increased demands for accountability in the name of NCLB 

illustrate it is time for the current educational climate to change.   

 In the state of Texas, pre-service educators are required to take and pass a battery 

of two or more assessments known as the Texas Examination of Educator Standards 

(TExES) in order to become certified teachers. Further, in order for universities offering 

teacher preparation programs to remain in favorable standing with the state, at least 70% 

of their educational students as a whole as well as in subgroups (i.e., ethnic group), taking 

TExES exams required for initial certification must score a scaled score of 240 out of 300 

possible points on each of their exams (Accountability System for Educator Preparation, 

2005).  It is expected the percent of students required to pass these exams will rise in the 

coming years.  Universities that enroll highly diverse populations consciously place 

themselves “at risk.”  For example, assume a program enrolls 100 students, with 10 of 

those being international students, and assume 96 out of 100, or 96% overall, pass their 

TExES exams, resulting in an overall 96% pass rate.  However, if the 4 who did not pass 

were all from the same subgroup of international students that would generate a 60% pass 

rate for that subgroup, and the school or college of education would be in jeopardy of 

losing its ability to train pre-service teachers.  Thus, it is no mystery that universities are 
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aware there is greater reward in admitting students who are most capable of passing 

teacher certification exams and denying those who are not.  This awareness, and even 

practice, is in direct contradiction to the ideals which fuel the current educational reform 

movements.  According to NCLB, K-12 schools and districts are charged with believing 

all children can learn and teaching all children to learn. Thus, the question is: Should 

universities be charged to practice what they preach?  With this premise, can all pre-

service teachers who meet admission requirements be successful, and it is the 

responsibility of the institution to provide evidence to this end?  Thus, the need for an 

enhanced method of evaluating teacher preparation programs is not only relevant within 

the context of current educational reform efforts, it is also a matter of national urgency. 

Purpose of the Study 

Because of obvious shortcomings with many current evaluation processes, the 

purpose of this study is to develop a new model for connecting pre-service teacher 

characteristics to subsequent TExES outcomes and career choice beyond program 

completion.  This model may be capable of providing research-based, data-driven 

conclusions regarding the relationships between individual components of university 

teacher preparation programs and initial certification. 

There are several implications for such a model.  First and foremost, one may be 

able to predict an individual’s success in a teacher preparation program prior to 

admission. Second, one may be able to determine the effectiveness of each course within 

the context of an overall university program, something not accomplished in the past.  

Third, the model may make it possible to generate student ability estimates which may be 
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useful in predicting cumulative undergraduate program GPA.  And, finally, the model 

may make it possible to predict student outcomes on TExES Pedagogy and Professional 

Resposibilities (PPR) exams, which can further serve to flag university students, either 

pre-admission or during teacher candidacy, who may be in need of additional instruction 

or preparation.  A visual representation of this model can be found in Appendix A. 

Although the results derived from specific implementation of the model will not 

be generalizable beyond each program at stake, the model itself can be individualized to 

evaluate any teacher preparation program in order to determine the impact of each 

individual component of a program, the efficacy of the overall program, and the 

likelihood of success in the field. 

 Thus, with the aim of improving program effectiveness, the purpose of this 

project is to advance a model, based on the I-E-O framework, that can be used to evaluate 

educator preparation programs at the program level, individual course level, and at the 

student level to predict subsequent success TExES PPR exams as well career choice 

beyond program completion.  This study will focus on the following research questions: 

Research Questions 

1. Which pre-admission characteristics and pre-program variables are most 

influential in generating ability estimates, and are those ability estimates 

predictive of teacher preparation program completion GPA based on institution 

type? 

2. Do pre-admission, pre-program, and program variables predict success on TExES 

PPR Certification Exams among pre-service teachers based on institution type? 
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3. Do pre-admission, pre-program, program, and certification variables predict 

career choice 1-2 years beyond initial certification based on institution type? 

Limitations 

1. Although the model can be utilized to evaluate any university teacher preparation 

program, the results derived from this study cannot be generalized beyond the 

specific program to which they are applicable. 

2. This model examines to relationships between outcomes on standardized 

achievement tests associated with university program admission (ACT and SAT) 

and teacher certification (TExES PPR).  This research makes no claim to the 

construct validity of the standardized assessments associated with the model.  

However, these assessments are included because they are the only assessments 

currently utilized by teacher preparation programs associated with this study as 

well as the state of Texas. 

3. Research variables discussed may not be the only factors influencing participants’ 

scores. Other factors, including distractions at home or work, personality conflicts 

with professors, and measurement error, may influence results obtained. 

Delimitations 

1. The model, itself, is generalizable and can be used to evaluate any program. 

2. This study will only examine traditional, university-based routes toward 

undergraduate degrees leading to teacher certification from one private and one 

public institution in Texas. 

Definition of Terms 
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Ability Estimate: A standardized estimate of the probability of a person’s ability.  

In this study, ability estimates are based on high school course grades (Young, 1990). 

ACT:  A standardized achievement test commonly used as a measure of academic 

achievement for initial college entrance.  The ACT was initially developed in the 1950s 

and stands for the “American College Test.” 

ANCOVA: An acronym which stands for the Analysis of Covariance, ANCOVA 

is a statistical technique which first controls for a covariate using regression and then 

determines statistically significant differences using ANOVA (Henson, 1998; Williams, 

2005). 

ANOVA: An acronym which stands for the Analysis of Variance, ANOVA a 

statistical technique which determines whether or not the means of 3 or more mutually 

exclusively groups (i.e., ethnic groups, age groups) are statistically significantly different 

at a specified level or on a specific variable (i.e., GRE scores, categories such as income, 

etc.) (Schumacker & Lomax, 2004). 

Confidence Interval:  A confidence interval is composed of two endpoint values 

which compose a range within which, if the same analyses were re-run multiple times on 

samples from a given population, is believed to contain a given population parameter 

(Cumming and Finch, 2001; Fidler & Thompson, 2001).  

Confidence Level:  In the literature, a confidence level often accompanies a 

confidence interval, often reported as a percentage (i.e., 99% or 95%), which indicates a 

confidence interval’s probability value (1 – α) (Cumming & Finch, 2001; Fidler & 

Thompson, 2001). 
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Content:  In educational literature, frequent reference is made to “content.”  

Simply stated, content refers to a specific discipline of certification specialty, such as 

math, science, social studies, language arts, music, physical education, etc. 

Conventional Growth Models: this refers to a class of growth models which 

utilize average means in their calculations and are not preferable to use when sub-

populations of classes exist within a sample or population (Muthén & Curran, 1997). 

Covariate: a pre-existing variable that is naturally a part of a research question, 

but is not the principle focus of an investigation; traditionally these have also been called 

concomitant variables (Maxwell & Delaney, 2004). 

Growth Mixture Modeling: this refers to a family of statistical models that can be 

used to reveal latent traits associated with individual growth trajectories using 

longitudinal data (Muthén & Curran, 1997). 

Fixed Effect: An effect which is fixed in terms of categories or specific levels of 

interest.  An example of teaching experience as a fixed effect would be to categorize 

teaching experience in terms of time categories, such as 1-2 years experience, 5-9 years 

experience, etc.  When fixed effects are specified, results can only be generalized to a 

smaller population, such as the sample (Maxwell & Delaney, 2004). 

Heterogeniety of Variance:  The extent to which a sample is non-normal in its 

distribution on a given variable; the term heterogeneity references the grouping of 

different phenomenon (i.e., students in terms of achievement levels, etc.) (Schumacker & 

Akers, 2001). 

HLM:  An acronym that stands for Hierarchical Linear Modeling, HLM is a 
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multi-level model that allows researchers to exam situations in which levels of variables 

are nested within other variables (i.e., in examining teacher impact on K-12 outcomes, 

children are clustered in classrooms which are nested in schools, which are nested in 

school districts, etc.) (Maxwell & Delaney, 2004). 

IRT: An acronym that stands for Item Response Theory.  IRT is often referred to 

as latent trait theory, true score theory, or measurement theory.  The parameters of a, or 

item discrimination; b, or item difficulty; and c, or the guessing parameter, are associated 

with IRT.  (Hambleton, 1989).   

K-12 Outcomes: Terminology referencing general outcomes in public school 

settings, any or all grades between kindergarten (K) and 12th grade. 

Latent Class Growth Models: These are growth mixture models with reveal latent 

classes of sub-population membership, either continuously or categorically (Muthén & 

Curran, 1997). 

Logistic Regression:  A statistical model used to estimate dichotomous outcomes 

from a set of predictor variables (Stevens, 2002) and is illustrated by the following 

conceptual model:  Logit[Ө (x)] = log[Ө(x)/1- Ө(x)] = a + ß1x1 + ß 2x2 + ... + ß pxp.    

NCLB: No Child Left Behind.  The legislation set in place in 2001 by the George 

W. Bush Presidential administration that currently governs progress of children through 

and across grade at the child, teacher, school, district, and state level.   

Main Effect: The individual impact or effect of a factor on a single level of 

another factor (Maxwell & Delaney, 2004).  

Maximum Likelihood (ML): In logistic regression, ML estimation is interpreted 
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as a test of statistical significance (Stevens, 2002). 

Multiple Regression:  In the family of general linear models, multiple regression 

allows one to predict an actual, continual outcome by using a composite of predictor 

variables and is illustrated by the following conceptual formula (Pedzahur, 1997): 

 Y^ = a + b1X1 + b2X2 + ... + bpXp.    

Ordinary Least Squares Regression (OLS): In OLS regression, the sum of squared 

errors (e = Σe2) is used in the regression equation, Y = a + bX + e, so that the error 

encountered in using X to explain Y will be minimized (Pedzahur, 1997). 

Presage variables: These are pre-existing variables that a teacher or pre-service 

teacher possesses, but that also influence their resulting ability to teach, such as one’s 

experiences, personality, knowledge base, etc. (Dunkin & Biddle, 1974). 

Pre-service teacher: A university student who is enrolled in a university based 

teacher preparation program. 

Random Effect: An effect which is not fixed in terms of levels or categories.  An 

example of an analysis in which teaching experience is considered to be random would 

be to consider years individually, such as year 1 year 10.  When random effects are 

specified, results can be generalized to a larger population.  (Maxwell & Delaney, 2004). 

Reliable variance: Rowan et al. (2002) define this as the additive combination of: 

random school slope variance, random individual student slope variance, and teacher 

impact variance as a measure of variance accounted for in their cross-classified model 

Reliability: Reliability refers to the “quality” of measurement in terms of 

determining the estimated consistency of results if an assessment was administered to the 
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same sample multiple times (Maxwell & Delaney, 2004).               

SAT:  A standardized achievement test commonly used as a measure of academic 

achievement for initial college entrance in the United States.  The SAT stands for the 

“Scholastic Aptitude Test.” 

Teacher candidate: a university student who has been accepted into and enrolled 

in a university-based teacher preparation program. 

Teacher Impact:  For purposes of this paper, teacher impact references the effect 

teachers have on a given result, such as student or K-12 outcomes; teacher impact is 

synonymous with teacher effect. 

TExES: Texas Examination of Educator Standards.  Depending on teaching 

specialization(s), teachers must demonstrate competency on two or more of these exams 

in order to obtain teacher certification in the state of Texas.  A composite scale score of 

240 is the minimum required by the state of Texas in order to pass a TExES examination. 

TExES Content Exams:  In Texas, individuals interested in pursuing EC-12, 4-8 

or 8-12 certification must pass a specific content TExES examination which assesses 

their understanding of all their specific area of specialty, such as science or math, as they 

relate to teaching in their specific grade level(s). 

TExES Generalist (EC-4 or 4-8):  In Texas, individuals interested in pursuing EC-

4 grade or 4-8 teacher certification must pass a specific TExES examination, called the 

Generalist, which assesses their understanding of all content areas as they relate to 

teaching in EC-4 or 4-8 grade classrooms in Texas. 

TExES PPR:  Pedagogy and Professional Responsibilities.  In Texas, individuals 
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must pass a specific TExES examination, called the PPR, which assesses their ability to 

teach effectively and respond appropriately and professionally in a variety of educational 

settings and situations.  There are separate PPR examinations for the following grade 

levels: EC-4, EC-12, 4-8, 8-12. 

Value Added Modeling: With regards to education, value added modeling 

techniques are collections of statistical analyses that are used to estimate school and 

teacher effects or impact on K-12 outcomes (McCaffrey et al., 2003). 

z-score: As used in the Wright, Horn and Sanders (1997) study, the term z-score 

represents a standardized regression estimate of the extent to which an independent 

variable (i.e., teacher variable such as years of experience) impacts a dependent variable 

(i.e., student achievement on standardized tests) (Wright et al.; McCaffrey et al., 2003) 

z-score: As commonly referenced in statistics, a z-score represents the conversion 

of a raw score to a standard score with a mean of 0 and a range of -/+ 1.  (McCaffrey et 

al., 2003; Schumacker & Lomax, 2004). 

Summary 

This chapter provided information on the current status of teacher certification in 

the U.S. via traditional and alternative routes. It also provided a theoretical framework 

and presented the purpose of the model proposed for study.  Finally, the chapter outlined 

research questions, hypotheses, definitions and assumptions that comprise the foundation 

for this proposal. Chapter 2 will review existing literature related to the proposed study. 
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CHAPTER II 

LITERATURE REVIEW 

This chapter is divided into three sections related to the current project.  The first 

section discusses a study in which student ability estimates were generated from course 

grades (Young, 1990).  The second section reviews studies which claimed to model and 

quantify the existence and nature of teacher and classroom impacts starting at the point of 

teaching employment on K-12 outcomes through a variety of statistical techniques 

(Rivkin, Hanushek, & Kain, 2000; Rowan et al., 2002; Webster, Mendro, Orsak, & 

Weerasinghe, 1998; Wright et al., 1997;). The third section outlines the research of Noell, 

who is currently examining the relationships between teacher preparation programs and 

subsequent K-12 outcomes (Noell & Burns, in press; Noell, 2006; Noell, 2005; Noell, 

2004).   This chapter does not cover the broader scope of qualitative studies as they relate 

to program evaluation and/or teacher impact on K-12 outcomes. 

Generating Person Ability Estimates 

Young (1990). This study examined the utility of using traditional pre-admission 

measures to predict academic performance in undergraduate studies.  Inspired by the 

Graded Response Model (GRM) developed by Samejima (1969), Young utilized IRT to 

adjust undergraduate GPA as a means of addressing the predictive validity of high school 

variables in determining academic performance in college.  The sample included 1564 

students from Stanford University who entered college in August of 1982.   

Adjusted, freshman year undergraduate GPA estimates were generated in the 

following steps.  First, grades earned during the freshman year of college were collapsed 
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into A, B, C, D, and F categories (i.e., A+ and A- both became an A).  Second, principal 

factor analysis was used to partition out unidimensional subsets.  Three course factors 

resulted and were labeled as natural science and engineering, social science, and 

humanities.  Courses with enrollments of 15 students or more were included for a total of 

396 natural science and engineering courses, 198 social science courses, and 184 

humanities courses.  An ability estimate was then generated for each student in each 

course set using the GRM formula, as calculated by the GRM: Ordinal program written 

by Muraki in Fortran (Young, 1990). Estimates for the science and engineering courses 

were considered to be more precise due to the fact there was more variability in course 

grades as well as due to the fact that there were more courses in that subset.  Grade 

inflation was said to bias estimates for the humanities subset. 

Following this, validity was examined by conducting two sets of multiple 

regression analyses.  In the first set, SAT verbal, SAT math and high school GPA were 

used to predict GPA at the end of the first year of undergraduate studies.  In the second 

set, SAT verbal, SAT math and high school GPA were used to predict IRT ability 

estimates.  The amount of chance in R2 estimates between the ability estimates and 

undergraduate freshman year GPA was as follows: an increase of .0955 in R2 for the 

natural science and engineering courses (ability estimate R2= .373, GPA R2= .277), an 

increase of .0172 in R2 for the social science courses (ability estimate R2= .297, GPA R2= 

.279), and a decrease of -.0055 in R2 for the humanities courses (ability estimate R2= .262, 

GPA R2= .267).  Again, grade inflation was believed to contribute to the outcomes 

associated with the humanities course set.  Further, in all analyses, high school GPA was 
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reported to never be the best predictor.  SAT verbal and/or SAT math were always better 

predictors of both freshman GPA as well as freshman ability estimates. 

Concerns. Young (1990) pointed out potential limitations to this research.  The 

limitation that appeared most relevant to this dissertation was his concern that student by 

course interactions could exist and were not ultimately known or accounted for.  These 

student by course interactions could make results multidimensional, resulting in biased 

ability estimates. 

Modeling Teacher Impact on K-12 Outcomes Beyond Certification 

The following studies specifically examined the impact individual teachers had on 

K-12 outcomes during a given academic year, the cumulative effect of different teachers 

over time on an individual student, and the impact of teachers on students of differing 

achievement levels.  These studies modeled relationships starting from the time of 

teaching employment and/or initial certification and tested the utility of a variety of 

different types of analyses.  At the time of this study, literature modeling the relationships 

between pre-admission variables, teacher preparation program variables and teacher 

certification outcomes was extremely limited.  However, because several of the issues 

associated with the following research studies are related to the current project, their 

analyses and research designs were considered directly relevant to this chapter.   

Wright, Horn, and Sanders (1997).  Wright et al. (1997) modeled K-12 

achievement gains to determine whether or not standardized K-12 test scores were a 

function of selected student and teacher impact covariates.  Data was organized into two 

samples: (a) 30 school districts including 9,900-11,000 third graders, 9,300-10,500 fourth 
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graders, and 6,500-8,900 fifth graders; (b) 24 school districts including 13,500-14,100 

third graders, 12,300-13,500 fourth graders, and 8,600-10.100 fifth graders.  Wright et al. 

(1997) used Tennessee’s standardized achievement tests to model gains in reading, math, 

language, social studies, and science.  Thirty models were fit across content areas and in 

each of the grade levels. Gains were modeled with student and classroom effects 

specified as fixed effects and teacher effects specified as random.  Four fixed covariates 

were also included.  Results indicated teacher effects were statistically significant in all 

models and student achievement was statistically significant in 26 of the models.  Wright 

et al. (1997) interpreted these findings to indicate teachers are the most important factor 

impacting K-12 outcomes. 

 Concerns.  McCaffrey et al. (2003) identified the following concerns: (a) there 

were a limited number of variables in the study, so it could not be said with solid 

certainty that teacher impact was the sole factor contributing to K-12 outcomes; (b) no 

discussion of the alignment between standardized achievement tests and curriculum 

offered at schools from which data was collected was included; (c) no discussion of 

participating teacher’s perception of the importance of the standardized achievement 

testing was included.  Further, because teachers were never randomly assigned to 

classrooms, this study dealt with intact groups, which violated a statistical assumption of 

the covariate analyses used, which potentially biased estimates (McCaffrey et al., 2003; 

Williams, 2005; Henson, 1998). 

Rivkin, Hanushek, and Kain (2000).   Rivkin et al. (2000) attempted to address the 

aforementioned weakness: covariates do not adequately account for residual effects of 
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schools and/or students, which can result in confounded estimates.   Thus, they estimated 

true teacher impact on K-12 outcomes as separate from all other sources of variability by 

utilizing criterion-referenced mathematics achievement data from results on Texas state 

standardized achievement tests.  Data on over 500,000 students in 2,156 elementary 

schools was collected.  Three cohorts were organized, following students over a 3-year 

period as follows: two cohorts were followed in 4th, 5th, and 6th grades, one cohort was 

followed in 3rd, 4th, and 5th grades. 

 Gain scores were generated and reported as uncorrelated with student, 

neighborhood, peer, and school impact.  Individual averages, Ai, for differences in gain 

scores of subsequent grade levels were generated in order to remove the impact of these 

factors on growth (McCaffrey et al., 2003; Rivkin et al., 2000).  Ai was dependent on 

individual teacher impact for two grade levels as well as residuals from grade-within-

school effects (Rivkin et al.).  Grade-within-school effects were removed by squaring the 

differences between grade levels across cohorts to generate D values. D values were then 

dependent variables in a linear regression model, with teacher turnover rate as the 

independent variable.  Statistically significant relationships were reported between D and 

turnover rates in all models, regardless of whether or not covariates were included.  

Rivkin et al. reported differences in academic gains across cohorts varied based on the 

amount of teacher turnover that existed within each cohort. 

 Concerns.  First, the lower bound estimates of true variance utilized in this study 

removed variance between schools and school districts, which potentially biased 

estimates (McCaffrey et al., 2003).  Second, D functions best when the sample size of 
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teachers is large.  Because schools can only house a smaller number of teachers within 

them, the D estimate will be positively biased if teacher effectiveness and turnover rates 

are correlated (McCaffrey et al., 2003).  Third, because standardized achievement scores 

did not tie to a single developmental scale across grade levels, changes in scores cannot 

be assumed to be directly representative of changes in achievement (McCaffrey et al., 

2003).   

Rowan, Correnti, and Miller (2002).  Rowan et al. (2002) used data from a 

national dataset known as: Prospects: The Congressionally Mandated Study of 

Educational Growth and Opportunity 1991-1994 to test and compare 4 different models 

estimating teacher impact on K-12 outcomes: a 3-level nested ANOVA model, an 

adjusted covariate model, a gain score model, and a cross-classified model as described 

by Raudenbush and Bryk (2002).  Further, their study examined the magnitude and 

stability of teacher impact on K-12 outcomes, explored variables and determined which 

one(s) accounted for classroom-to-classroom differences in terms of K-12 outcomes, and 

discussed ways in which results from K-12 outcomes could be used to improve teaching 

methodology.  Rowan et al. (2002) reported accounting for 60-61% of reliable variance 

in reading and 52-72% of the math variance using the cross-classified model.   

 Concerns.  Rowan et al. (2002) reported covariate models can be misinterpreted 

as they assess teacher impact on achievement status, not on achievement itself.  Also, the 

authors cautioned that when there is little variance among students in rates of growth, 

unreliable estimates will be generated.  Because students are generally grouped in classes 
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of similar socioeconomic backgrounds, the opportunity for truly diverse growth 

trajectories is limited (Henson, 1998; Rowan et al., 2002; Williams, 2005;). 

 McCaffrey et al. (2003) raised additional concerns regarding the way in which 

Rowan et al. (2002) calculated reliable variance estimates for the cross-classified model, 

stating they may have selected an estimate that was positively biased in order to generate 

favorable results.  McCaffrey et al. (2003) discussed the vagueness in which the study 

handled missing data in all analyses, how the covariate model did not account for 

previous year’s achievement, and the omission of potential variables that could have 

contributed to variance.   

Webster, Mendro, Orsak, and Weerasinghe (1998).  In this study, Webster et al. 

(1998) implemented: (a) a two-stage, two-level student-school HLM model to estimate 

school impact on K-12 outcomes and, (b)  a two-stage, two-level student-teacher HLM 

model to estimate teacher impact on K-12 outcomes.  Ten years of data from Dallas 

Independent School District (DISD) were utilized to this end. 

 Although the authors discussed HLM analyses as models of choice in this article, 

what was relevant to this study was their discussion of utilizing ordinary least squares 

regression (OLS).  They reported OLS models are significantly better than analyses based 

on unadjusted test scores or student gain scores.  In fact, the authors stated estimates 

generated utilizing unadjusted test scores or student gain scores are neither informative 

nor fair (Webster et al., 1998).  However, the authors also reported OLS and HLM models 

were moderately (r ≥ .86) correlated in some analyses as well as poorly (r ≤ .58) 
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correlated in others, stating valuable information can be lost in OLS analyses when 

student data was aggregated at the school level prior to analysis (Webster et al., 1998). 

 Concerns.  The authors reported individual student growth curves did not contain 

enough information needed to make non-biased predictions and asserted growth curve 

analyses did not correlate strongly with other OLS analyses conducted (r ≤ .85), and even 

more poorly with HLM analyses (r ≤ .75) (Webster et al., 1998).  Also, the authors did 

not describe, at any point, their samples in terms of numbers of students, teachers or 

schools which were included in the analyses used to substantiate claims.  

McCaffrey, Lockwood, Koretz, and Hamilton (2003).  In their book, Evaluating 

Value-Added Models for Teacher Accountability, the authors reviewed the three studies 

listed above.  Particularly relevant strengths and criticisms as reported by these authors 

were previously cited in this literature review chapter.  In addition, McCaffrey et al. 

(2003) discussed a number of relevant topics which may influence value added modeling 

estimates.  These include: (1) how researchers can select from and specify effects within 

a variety of basic, available value added models; (2) how to deal with missing 

information in longitudinal data, noting the fact no one can be certain any model includes 

all variables which can impact K-12 outcomes; (3) how no standardized test measures 

achievement perfectly, and measurement error can bias estimates; (4) and how errors in 

estimates can result from sample variance as well as inappropriate model selection or 

specification.  Thus, the work of McCaffrey et al. (2003) predominately dealt with 

quantifying links between generalizable teacher preparation variables, such as type of 
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degree or teaching certification, to certification outcomes and ultimately to K-12 

outcomes.   

Modeling Teacher Impact on K-12 Outcomes 

From High School and Through Teaching Employment 

The ongoing research of George Noell (2006) is the first to focus on examining 

the relationships between teacher preparation programs and subsequent K-12 outcomes in 

greater detail by utilizing the statewide public educational K-12 database, LEADS, as 

managed by Louisiana’s Department of Education’s Division of Planning, Analysis, and 

Information Resources (Noell & Burns, 2006; Noell, 2005; Noell, 2004).  As a professor 

and researcher of psychology at Louisiana State University, Noell piloted a data system 

which followed teachers and students in 10 school districts over the 2002-2003 and 2003-

2004 academic years, with 8 of those campuses being the same for both years.   

 Noell Pilot Work (2004; 2005).  Following the 2002-2003 academic year (n = 

286,223), Noell utilized and compared three types of analyses to examine K-12 outcomes 

in the content areas of math and English-language arts in terms of teacher impact:  (1) 

analysis of covariance (ANCOVA); (2) a weighted ANCOVA; and (3) hierarchical linear 

modeling (HLM) or linear mixed modeling.  Student level variables predictors were: free 

and reduced lunch status; ethnicity; gifted/special education status; Title 1 reading 

eligibility; English proficiency status; and student scores on previous year’s state 

standardized English language arts, science, social studies and math exams.  Campus 

level variables were campus averages on state standardized achievement tests from the 
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previous year, the percent of females per campus as well as the percent gifted per 

campus.  Teacher level variables are outlined in Table 1. 

Table 1 
Noell’s Teacher Classification Groups (2004).       
            Group      Criteria     
New Teacher         a.   has less than three years teaching experience  
          b.   holds a C or L1 teaching certificate 
          c.   obtained degree within 5 years of starting 
Emergency Certificated Teacher      a.   those who are teaching on an emergency 
           certificate 
Regularly Certified Teacher       a.   possesses 3 or more years experience 
          b.   has an A, B, C, L1, L2, or L3 certificate 
Other          a.   does not meet any of the above   

Note.   C certificates are no longer issued as of July 1, 2002; Currently, L1 certificates 
are issued after graduation from a university or teacher preparation program; L2 and 
L3 certificates are more advanced than L1 certificates, with both requiring a 
minimum of 150 hours professional development and passing the Louisiana 
Assistance and Assessment Program, and the L3 certificate requiring a masters degree 
(Louisiana Department of Education, 2006). 

 
Noell concluded that although all three analyses yielded generally similar results, the 

HLM analyses were regarded as more flexible and, thus, more desirable for use.  Noell 

(2004) continues to use HLM approaches in ongoing research today.  Byrk, Raudenbush, 

Seltzer, and Congdon (1998) explained the advantages of utilizing HLM analyses over 

regression analyses as follows: (a) HLM analyses can explain K-12 outcomes as a 

function of school and/or classroom variables while accounting for variances in K-12 

outcomes that exist in those schools and/or classrooms; (b) HLM analyses can model and 

explain variance in student characteristics, such as gender or SES, at the school and/or 

classroom level; (c) HLM analyses can model both between and within group variance 

estimates simultaneously, supposedly making them more accurate; and (d) HLM analyses 

can produce better estimates regarding predictors of K-12 outcomes at both the school 
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and classroom levels by utilizing information gathered from other schools and 

classrooms. 

Exploratory results of Noell’s (2004) initial study suggested the strongest 

relationships existed between past achievement and current achievement.  Thus, students 

tended to perform similarly year after year on achievement tests. Further, there appeared 

to be a negative relationship between years of achievement data and demographic 

variables; meaning as number of years of achievement data increased, the relative 

importance of demographic factors decreased.  Further, students in K-12 classrooms with 

experienced teachers generally performed better on standardized achievement tests, but 

not always.  One HLM analysis did reveal new teachers from a particular university were 

more successful at preparing K-12 students for math achievement tests than their 

experienced counterparts (Noell, 2004).  Noell concluded it is possible to quantitatively 

tie K-12 outcomes to teacher preparation programs.  Not surprisingly, subsequent 

analyses by Noell on following 2003-2004 pilot data revealed similar results (Noell, 

2005; Noell, 2006).   

Concerns.  Noell (2004) noted several issues as they related to his pilot research 

as well as his aspirations for subsequent research utilizing the LEADS data.  First and 

foremost, issues surrounding Noell’s initial studies had to do with the fact that the kind of 

research he was interested in doing had not been done before, so actual data as well as 

and a standard analytical approach toward examining said data was non-existent prior to 

his pilot study on the 2002-2003 data.  Further, because NCLB mandates did not at that 

time, or even now, require standardized testing of children in grades PK-3, results could 
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only be evaluated for grades 4-12 (Noell, 2004).  Other concerns included the unfortunate 

reality that in Louisiana students are given different types of standardized tests in 

different grade levels, making results from year to year not directly comparable.  

Although it is possible to standardize these results in a manner which makes them 

comparable, Noell believed the corrections required to do this would ultimately result in a 

weaker longitudinal model over time (Noell, 2004).  Further limitations included the lack 

of options in terms of statistical packages available to analyze data and the issue of 

missing data over time as children and teachers move.  

Noell (2006). Data from the 2004-2005 academic year comprised the first year of 

Noell’s actual value added teacher preparation program assessment project.  Noell 

developed his models by generally following the layered mixed effects models described 

by Tekwe, Carter, M. Algina, Lucas, Roth, Arlet, Fisher, and Resnick (2004; Noell, 

2006). In these analyses, student performance on state standardized achievement tests 

was assumed to be the result of the following: prior student achievement, student 

demographics, classroom context variables, teacher impact, and the school effect.  Noell 

specifically examined impacts on K-12 outcomes at the teacher or classroom level, as 

well as at the school level. 

Noell’s (2006) third year of analyses was different from pilot years in the sense 

that the third year included a third layer whereby teachers were grouped within schools.  

It is important to note that, for these analyses, Noell’s model only estimated the 

contribution of the student’s sole teacher on only the learning assessed during the 2004-

2005 academic year.  For further discussion of ways models can remove prior years’ 
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achievement in an effort to isolate current year achievement, see MacCaffrey et al. (2003) 

and Rowan et al. (2002). 

After identifying the 3-level model described above, the steps by which Noell 

(2006) analyzed his 2004-2005 data as a model of the student level on K-12 outcomes 

were as follows:  (a) students scores on the previous year’s academic achievement tests in 

areas of ELA, math, science and social studies were collectively entered as fixed effects; 

(b) statistically significant main effects were found for all of these and were retained in 

the model; (c) demographic variables were subsequently entered in similar fashion, but as 

dichotomous variables (i.e., free and reduced lunch, section 504 status, LEP, gender, 

ethnicity); (d) demographic variables were removed one by one on the basis of lowest t 

values, until all remaining variables were statistically significant.  It is interesting to note 

demographic variables collectively accounted for only 4% of variance found in 

corresponding achievement scores (Noell, 2006).   

Following this, Noell (2006) developed a model which examined the classroom 

level on K-12 outcomes.  This model followed the student level model, as classroom 

variables were first entered as a collective block, and then individually removed on the 

basis of lowest t values until all remaining variables were statistically significant.  Several 

variables included in the classroom model were similar to the student model: percentage 

of students who were male, minority, who received free and reduced lunch, were in 

special education, were gifted, or were Limited English Proficiency (ELP).  Other 

variables included were class means on prior achievement values of standardized English 

Language Arts (ELA), math, science, and social studies tests.  Again, as found with the 
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student level model, the classroom level model revealed performance on previous 

standardized tests were the best predictor of outcomes on 2004-2005 ELA, science, social 

studies, and math standardized tests (Noell, 2006). 

Using the same data, additional analyzes were run to determine overall teacher 

effects by years of teaching experience.  General trends regarding teacher impact on K-12 

outcomes were identified as:  teacher impact increased dramatically over the first three 

years of teaching, and then leveled off (Noell, 2006).  Results suggest years of experience 

are not necessarily as strongly correlated with K-12 outcomes.   

Table 2 
Noell’s Classification of Teacher Preparation Program Impact on K-12 Outcomes 
(2006).          
            Level                       Description      
Level IV    Statistically Significantly More Effective Than  
     Experienced Teachers 
Level III    Comparable to Experienced Teachers 
Level II    Less Effective than Experienced Teachers 
Level I     Statistically Significantly Less Effective then  
     Experienced Teachers      

  

Looking deeper at Noell’s model, in his examination of teacher preparation 

effects on K-12 outcomes, he identified four levels of impact.  Noell (2006) compared 

new teachers to experienced teachers while controlling for previous achievement, student 

demographic effects, and school effects.  Teachers were further classified into levels 

outlined in Table 2 above.     

The K-12 achievement assessment on which the model was built was the 

Louisiana Educational Assessment Program for the 21st Century (LEAP-21) as the high 

stakes assessment for grades 4 and 8 in Louisiana public schools.  Further, Noell (2006) 
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only included teacher preparation programs that had 10 new graduates out in the field, 

and analyzed traditional as well as university-based programs separately.  Noell reported 

mean adjustments to K-12 outcomes expected based on a standard deviation of 50, as 

well as 95% confidence interval estimates, in his report.   

Results indicated that of the 21 teacher preparation programs included in this first 

year of the project (11 traditional programs; 10 alternative programs), none of them 

generating new teachers were reported to statistically significantly outperform the impact 

of experienced teachers in areas of ELA, math and science K-12 outcomes (Noell, 2006).  

Further, more traditional programs than alternative programs were classified in the Level 

III category across all content areas.  However, several preparation programs were 

reported to generate teachers who were comparable to experienced teachers.  Wider 

confidence intervals were associated with outcomes in the content areas of math and 

science as compared to those of ELA and social studies, indicating less precision of those 

estimates.  In addition, an empirical Bayes intercept residual, also used by Rowan et al. 

(2002) and recommended by Bryk and Raudenbush (1992), was estimated for each 

teacher, each year, to determine reliability at the individual teacher level.  These 

estimates were considered to be lower bound due to the ongoing development of the 

model, and the expectation that subsequent multi-year averages would produce more 

reliable estimates in years to come (Noell, 2006).   

Concerns.  As extensive as Noell’s (2006) work is, more work is needed to tie 

teacher preparation programs to K-12 outcomes.  For example, Noell indicated although 

he desired to correlate teacher program admission variables (i.e., ACT scores) to K-12 
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outcomes, 69% of the teachers in his sample did not report ACT scores.  Further, 

individual program courses were not tied to the model, making it impossible for higher 

education faculty and administrators to be able to pinpoint potential areas of program 

weakness which may be in need of restructuring.  Without this kind of information, little 

improvement in the ways teacher preparation programs admit and educate pre-service 

teachers can be made. 

Summary 

This literature review was presented in three sections.  The first section discussed 

a study in which student ability estimates were generated from course grades (Young, 

1990).  The second section discussed studies which claimed to model teacher and 

classroom impacts on K-12 outcomes from the time point of teaching employment 

through a variety of statistical techniques (Wright et al., 1997; Rivkin, Hanushek, & 

Kain, 2000; Rowan et al., 2002; Webster, Mendro, Orsak, & Weerasinghe, 1998). The 

third section reviewed the research of Noell regarding the relationships between teacher 

preparation programs and subsequent K-12 outcomes (Noell and Burns, 2006; Noell, 

2006; Noell, 2005; Noell, 2004).  This chapter did not cover the broader scope of 

qualitative studies as they relate to program evaluation and/or teacher impact on K-12 

outcomes. Chapter 3 will discuss the methodology proposed associated with the current 

study as it relates to the aforementioned studies. 
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CHAPTER III 

METHODS 

Statistical Issues 

 As with many other statistical models, value-added estimates can vary 

substantially as a result of researcher decisions regarding these issues, and practical 

implications of findings should be considered carefully when interpreting estimates.  This 

chapter begins with a section describing specific, problematic statistical issues discussed 

in Chapter II as well as others encountered regarding analyses associated with this study.  

These issues were of particular interest as the model was implemented and interpreted. 

Power, sample size, effect size, and statistical significance.  University 

administrators were consulted regarding the interpretation of power, sample size, effect 

size, and statistical significance.  They requested the recommendations of Cohen (1988) 

be considered when drawing conclusions and making inferences regarding statistical 

significance, effect size, power, and sample size.  Because sample size could not be set 

apriori as entire populations were included in this study, power could not be selected 

apriori either.  Instead, results were interpreted in terms of statistical significance tests 

and effect sizes measures, with consideration of sample/population size and power 

included in Chapter 4 discussions.  Statistical significance at the p < .05 and p .< .01 

levels was sought.  Effect size measures were interpreted as small, medium and large in 

the following manner: an R2 of .01, .09, and .25 respectively (Cohen, 1988). 

Replicability and Reliability.  ACT, SAT, and ETS companies were each 

contacted regarding reliability estimates.  Reliability estimates at the university level did 
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not exist for ACT, SAT, and TExES examinations.  Further, it was not possible to know 

which test forms students took.  However, because these measures were the primary 

standardized means of assessing teacher qualifications in the state of Texas, they were 

included in this study.   

 In conjunction with reliability, the extent to which study results would be 

replicable was considered.  The discussion of replicability of study results across 

academic years was considered more relevant than information which statistical methods 

such as double cross validation or jackknife could provide.  As such, the stability of 

programs over time was of interest and administrators at Private University and Public 

University, as defined momentarily, were questioned regarding the following issues: 

faculty turnover and ratio of full to part-time faculty, program requirement consistency 

across years, and stability of student type and admission requirements over time.  This 

discussion can be found in Chapter 4. 

Normality. Non-normality was prevalent in many of the course distributions 

associated with both Private University and Public University in the form of grade 

inflation.  As noted in Chapter II, non-normality can bias estimates, especially when there 

is little variance associated with a distribution (McCaffrey et al., 2003; Young, 1990).  

Reasons for grade inflation as they individually related to each institution’s teacher 

preparation programs were discussed with higher education administration.  Normality in 

terms of skewness and kurtosis were considered prior to conducting each analysis 

associated in this study. 
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Omitted, Confounding and Missing Variables. Value-added models use data that 

have been collected in observational, as opposed to experimental, settings.  Because of 

this, two kinds of issues can skew estimates: (a) it is impossible to know that any given 

model includes all possible influences on dependent variables and that there are no 

confounding variables involved; and (b) incomplete data in the context of omitted or 

missing data can make it impossible to differentiate between effects (McCaffrey et al., 

2003).  Models that do not account for differences in student populations, such as 

differences in SES between two schools, can yield biased estimates, even for complex 

multivariate models.  

Further, because the true teacher preparation program impact may be correlated 

with the types of students who are being taught, current value-added models cannot 

separate existing contextual effects from these effects (McCaffrey et al., 2003).  Aside 

from this, effects that result from school environments, school districts, and prior teachers 

are difficult to separate as well.  Further, if these effects are omitted from models, they 

are, intentionally or unintentionally, subsumed by teacher preparation program effects.  

Thus, this may bias what researchers ascertain true teacher preparation program effects to 

be (McCaffrey et al., 2003). University administrators were consulted regarding 

interpretation of results and the possible impacts omitted and confounding variables may 

have had. 

Bivariate Correlations vs. Structure Coefficients. Because this study was 

conducted on existing data and intended to be utilized by universities as such, actual 

bivariate correlations between predictor and outcome variables were interpreted instead 
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of structure coefficients. There were two reasons for this decision.  First, Thompson’s 

stated researchers need to interpret either beta weights with structure coefficients or beta 

weights with bivariate correlations with actual outcomes in order to address suppressor 

variables and multicollinearity issues (Thompson, 1992).  Second, after talking with 

university administrators, it was decided the calculation and interpretation of bivariate 

correlations would potentially be easier to conceptualize as well as explain to faculty. 

Suppressor Variables.  One of the purposes of this study was to provide teacher 

preparation programs with a model which could be useful in revealing key courses which 

have an impact on program completion variables.  As such, bivariate correlations with 

outcomes were considered apriori to many of the multiple regression analyses conducted.  

Although this approach may have made it more difficult to identify suppressor variables, 

the focus of this study was directed at narrowing the list of courses in order to predict 

those 2-3 courses most predictive of program completion outcomes.  With this kind of 

information, program administrators could potentially track student progress in these key 

courses more closely than other courses as an indication of overall student progress.  Still, 

in order to be sensitive to the potential existence of suppressor variables, comparisons 

were consistently made between bivariate correlations with outcomes as well as beta 

weights associated with regression analyses during interpretation as Thompson (1992) 

suggested. 

TExES PPR Outcomes.  Inferences made as based on standardized student 

achievement measures, such as the TExES for teacher certification and the K-12 

standardized assessment known as the Texas Assessment of Knowledge and Skills 
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(TAKS) are limited.  First, no one assessment can give a true picture of all knowledge 

possessed or achievement accomplished, and the anxiety generated in students by the 

very high stakes of K-12 accountability tests introduces different amounts of 

measurement error for each test taker.  Aside from this, other problems: (1) using 

standardized test scores in raw forms can bias estimates (McCaffrey et al., 2003); and (2) 

content exams differ greatly by areas of teaching specialization.  For example, the TExES 

8-12 English Language Arts exam assesses content knowledge very different from the 

TExES 8-12 Life Science exam.  However, both are used to certify 8-12 teachers in the 

state of Texas.  Instead, this study only examined the TExES PPR exams, regardless of 

program or grade level specialization, as all TExES PPR exams purport to assess the 

same domains and competencies related to teaching pedagogy and professional 

responsibilities in the state of Texas. 

 To summarize, statistical issues described above appeared in the literature when 

others have attempted to link a limited number of teacher preparation program variables 

to teacher certification outcomes.  It was expected these issues would surface as this 

study elaborated further on teacher preparation program variables, and added pre-service 

teacher variables.  As such, these issues were carefully considered when examining each 

teacher preparation program and conducting analyses associated with this study. 

Introduction of the Model 

In light of both the strengths and weaknesses associated with current models 

evaluating teacher impact on K-12 outcomes, a new value-added model was proposed 

which could incorporate and expand upon the teacher preparation program level. This 
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model was expected to provide valuable, data-driven information regarding the 

effectiveness of individual components of teacher preparation programs.  

 This model was predicted to have several practical implications.  First, it was 

anticipated the model could make it possible to estimate the effectiveness of an individual 

course within a program, an achievement not previously accomplished.  Further, it was 

expected that if program completers are tracked beyond certification, the effectiveness of 

each course in the light of subsequent teacher impacts on K-12 student outcomes could be 

estimated.  Third, the value-added goal associated with study was to determine how much 

value a teacher preparation program adds to each program completer.  As such, it was 

predicted the model could be used to compare the effectiveness of a variety of teacher 

preparation programs and/or instructors. Finally, it was anticipated a variety of questions 

could be answered through the implementation of this model, such as: “Are additional, 

specific courses needed?,”  “Which courses best prepare teachers?,” and/or “Which 

courses should be restructured?”  

Participants 

 This study examined entire populations of program completers who graduated 

with bachelor degrees and obtained initial certification during the 2005-2006 academic 

year, to include summer matriculation/certification, at two institutions in north central 

Texas referred to only as Private University and Public University.  Only traditional 

routes toward initial certification at these institutions were examined. Programs of study 

from which samples were drawn included early childhood through fourth grade (EC-4), 

middle school (4-8), secondary (8-12), and all level (EC-12) programs at both institutions 
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regardless of area of specialization (i.e., science, math, special education, etc.).  

Sample/populations sizes by program are found in Table 3. 

Table 3 
Program Completer Numbers for Private and Public Universities: 2005-2006   
         Program                   Private University Public University    
 EC-4                46            244 
 4-8     21   45 
 8-12     20   71 
 EC-12     32   99     
  

There were two primary reasons why Texas institutions were selected for this 

study as opposed to out-of-state institutions.  First, only Texas institutions are authorized 

to clear individuals seeking bachelors degrees and initial certification at the same time for 

TExES exams.  Second, teacher preparation programs associated with participating 

institutions prepare teachers to teach in the state of Texas, claiming to align course 

lectures, requirements, and activities with kindergarten through twelfth grade (K-12) 

curriculum standards as well as TExES domains and competencies, both established by 

the Texas Education Agency (TEA).  The K-12 state standards are known as the Texas 

Essential Knowledge and Skills (TEKS) and are assessed in K-12 classrooms via the 

TAKS standardized tests as well as addressed on TExES examinations.   

 Total enrollment at Private University during the 2005-2006 academic year was 

roughly 8,500, with about 125 students graduating from educational programs of study 

which led to bachelors degrees and initial teacher certification. Total enrollment at Public 

University during the 2005-2006 academic year was roughly 26,000, with about 450 
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students graduating from educational programs of study leading to bachelors degrees and 

initial teacher certification.   

Instrumentation, Variables, and Data Collection 

 Data was collected by personnel in each university, stripped by each institution of 

all identifying information, and given to the researcher for examination.  Because this 

study was conducted using stripped, archival data as provided by each institution, 

participants were not known by the researcher and no instrumentation was administered.   

Variables examined in conjunction with this study included: (a) high school 

variables in the form of grades earned in core required high school courses and ability 

estimates generated from them; (b) pre-admission variables in the form of SAT and ACT 

scores; (c) undergraduate variables as GPA on first 60 hours, cumulative completion 

GPA, and grades earned in key educational courses; (d) program completion variables in 

the form of TExES PPR outcomes and career choice beyond graduation.  An exhaustive 

list of associated high school and undergraduate courses associated with this study can be 

found in Appendices A-C. 

Further, assessments examined included the following standardized examinations 

which program completers naturally encountered during the course of their high school 

and/or undergraduate programs of study:  ACT, SAT, TExES EC-4 PPR, TExES 4-8 

PPR, TExES 8-12 PPR, TExES EC-12 PPR.  Brief descriptions of these instruments can 

be found in Chapter II.  Domains and competencies purported to be covered on all 

TExES PPR examinations, regardless of grade level of certification, can be found in 

Table 4. 
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Table 4 
TEA’s Domains and Competencies as Measured on TExES PPR Exams.     
 
Domain 1:   Designing Instruction & Assessment to Promote Student Learning 
 Competency 1:  Understanding Human Development 
 Competency 2:  Diversity, Learning & Assessment 
 Competency 3:  Designing Effective Instruction  
 Competency 4:  Considering a Range of Factors That Impact Learning 
 
Domain II:   Establishing a Positive Climate 
 Competency 5:  Establishing Safe & Productive Classroom Climates 
 Competency 6:  Managing Classrooms 
 
Domain III:   Implementing Effective, Responsive Instruction & Assessment 
 Competency 7:  Strategies for Effective Communication 
 Competency 8:  Actively Engaging Students in Learning 
 Competency 9:  Using Technology in the Classroom   
 Competency 10:  Using Assessment to Monitor & Provide Feedback 
 
Domain IV:   Fulfilling Professional Roles & Responsibilities 
 Competency 11:  Interacting & Communicating with Families 
 Competency 12:  Professional Roles and Responsibilities 
 Competency 13:  Legal & Ethical Requirements for Teachers 
________________________________________________________________________ 

Overview of the Model 

 This model evaluated eight teacher preparation programs housed within two 

separate colleges of education.  There were three primary stages associated with this 

study.  Staging by university can be found in Appendices E and F.  Stage One explored a 

variety of pre-university student input variables to include high school grades, high 

school ability estimates, SAT scores, ACT scores, and their utility in predicting overall 

undergraduate GPA.  Stage Two examined the relationship and impact an individual 

teacher preparation program (i.e., EC-4, 4-8, 8-12, and EC-12 programs) has on pre-

service outcomes on TExES PPR certifications examinations at the course and semester 
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level.  Stage Three examined the career choices of newly-certified teacher preparation 

program completers during the first two years beyond program completion.  Stages were 

carried out independently for each institution, and then compared to look for similarities, 

differences, strengths, and weaknesses. 

Stage 1 

 The research question associated with Stage 1 was: Which pre-admission 

characteristics and pre-program variables are most influential in generating ability 

estimates, and are those ability estimates predictive of teacher preparation program 

completion GPA based on institution type? 

Stage 1 was carried out in four steps: (1) high school transcript data was 

aggregated into usable form, (2) principal components analyses were run on high school 

course grades to identify associated underlying unidimensional components; (3) clustered 

courses identified via principal components analyses were used to generate item response 

theory (IRT) person ability estimates for each program completer; (4) multiple regression 

was used to compare the utility of these ability estimates in predicting  university GPA 

outcomes to the current use of SAT and ACT scores to predict university GPA outcomes.  

Again, an exhaustive list of high school courses can be found in Appendix B. 

 There are two primary exploratory factor analytic (EFA) techniques which answer 

different types of research questions.  The first, principal components analysis (PCA), 

reduces the number of variables in a research study; and the second, principal axis factor 

analysis (PFA), detects structure, or classifies, relationships between variables (Keiffer, 
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1999; Mertler & Vannatta, 2002).  For purposes of Stage 1 in this study, only PCA was 

utilized to specifically collapse variables into components which could collectively 

explain as much variance as possible.  PCA did this by utilizing the following formula 

(Stevens, 2002): 

    y1 = a11x1 + a12x2 + . . . + a1pxp 

Subsequently, PCA identified another linear combination that was uncorrelated, or 

orthogonal, with the first component using variance which was unexplained by the first 

component (Wells, 1999).  This second component accounted for the most of this 

residual variance by utilizing the following formula: 

    y2 = a21x1 + a22x2 + . . . + a2pxp 

 Once components were identified, courses weighing heavily within those 

components were revealed.  High school courses which contributed heavily to these 

components were then used to generate person item IRT ability estimates for each 

individual program completer.   

Rogers, Swarninatan, and Hambelton (1991) stated the abilities as well as the 

parameters which characterize items, or in this study courses, are ultimately unknown.  

IRT is similar to regression, but differs in fundamental ways: (1) regression models are 

usually linear, whereas IRT models are nonlinear; (2) with linear regression, IVs are 

known, but with IRT, Ө is unknown; (3) linear regression models use OLS, whereas IRT 

models use maximum likelihood criterions (Rogers et al., 1991). 

 Although early IRT models were only able to handle dichotomous data (i.e., 

whether or not a student passed or failed a course), models now exist which can handle 
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polytomous data (whether or not a student made an A, B, C, D, or F in a course) (Schulz 

& Whitney, 2005).  A two-parameter, polytomous model was utilized to this end, where 

a, or a course’s ability to discriminate among students, and b, or a course’s difficulty, 

were estimated.  Muraki (1992) developed the following two-parameter model for 

polytomous data:  

  Pjk(Ө) = exp[∑k
 v=0Daj(Ө-bjv)] / ∑mj

 c=0 exp [ Daj(Ө-bjv)] 

 In this model, j is the university course, mj is the number of possible values for j 

(in this case, 5), and k is the response (i.e., grade letters of A, B, C, D, F).  D represents a 

scaling constant, a is the slope, and b item category parameter (Muraki, 1992). 

There are two main assumptions associated with IRT techniques.  The first is 

unidimensionality.  Simply stated, unidimensionality requires that IRT models measure 

only one ability with the application of each model (Rogers et al., 2005).  For this study, 

the assumption of unidimensionality was addressed through the PCA techniques used to 

identify university courses which correlate into components.  The second assumption is 

that of local independence. This means all factors influencing student abilities should be 

included in the model.  Although it is impossible to quantify all factors influencing 

student abilities, this model included all core courses required in high school as reported 

on official transcripts. 

The last analysis associated with Stage 1 involved the use of multiple regression 

as a means of determining whether or not the aforementioned person ability estimates 

were predictive of university GPA at two different time points: end of first 60 hours and 
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cumulative program completion GPA.  In addition, multiple regression was used to 

compare the predictability of person ability estimates to the ability of commonly used 

SAT and ACT scores to this same end.  Details regarding the steps and formula 

associated with multiple regression as an analysis can be found in the description of Stage 

2 below. 

Stage 2 

The research question associated with Stage 2 of the model was: Do pre-admission, 

pre-program, and program variables predict success on TExES PPR Certification Exams among 

pre-service teachers based on institution type? 

Stage 2 of the model was carried out in a series of regression analyses using pre-

admission and undergraduate program variables to predict whether or not a student will 

be successful on TExES examinations.  Both multiple regression and logistic regression 

were compared to determine which approach was a better tool for prediction purposes.  

Multiple regression can be used used to examine the relationship between several 

independent variables (IVs) and a single continuous dependent variable (DV) (Pedzahur, 

1997).  For this research question, multiple regression was used to predict the continuous 

outcomes on TExES examinations.  Although there were concerning statistical issues 

associated with multiple regression as it utilizes ordinary least squares (OLS) in its 

calculations as mentioned in Chapter 2, this study examined the utility of multiple 

regression in the context of predicting TExES PPR outcomes on a single test 

administration using teacher preparation course sections collectively, and not at the 

course section level. 
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The general formula for least squares or ordinary least squares regression with 

one predictor was as follows, where a is a constant, b represents slope (regression 

coefficient or b coefficient), and X reflects a value for the IV, or a grade in a teacher 

preparation program course (Pedzahur, 1997):  

   Y^ = a + bX 

When more than one IV exists, as in the case for this study, the formula is (Pedzahur, 

1997):  

   Y^ = a + b1X1 + b2X2 + ... + bpXp.    

Y^ represents the predicted DV value, or the continuous TExES score predicted 

for each pre-service teacher at the time of graduation.  Analyses were run by teacher 

preparation program at each university examining TExES PPR outcomes.  Courses 

associated with these analyses can be found in Appendices C and D.  

Statistics included for interpretation purposes as associated with multiple 

regression analyses will initially include bivariate correlations between predictor 

variables and outcome variables, the statistical significance F test, effect size measures R2 

and adjusted R2 (Henson & Smith, 2000; Vasquez, Gangstead & Henson, 2000).  

Examination of beta weights will also be considered, as well as sample size and power 

(Cohen, 1988; Thompson, 1992). 

 For logistical regression analyses associated with Stage 2, the purpose was to 

predict whether or not a student will pass/fail a given TExES exam.  Preadmission 

variables will be compared to teacher preparation course variables to this end.  Teacher 

preparation course variables will be entered as categorical predictor variables as 
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recommended by Field (2000).  Logistic regression can be used when dichotomous DVs 

exist, such as the “pass/fail” DV mentioned above.  As with linear regression, a 

relationship between predictor variables and an outcome variable can be estimated in 

logistic regression.  However, in logistic regression, estimates generated reflect the 

probability DVs will assume certain values, rather than estimating the actual value itself 

(Pedzahur, 1997; Kedem & Fokianos, 2002; Peng & So, 2002, Field, 2000). 

 There are several uses and types of logistic regression. Logistic regression can be 

used to (1) predict a DV on the basis of continuous and/or categorical IVs; (2) estimate 

the percent of variance in the DV explained by the IVs; (3) rank the relative importance 

of IVs; (4) to examine/assess interaction effects as well as the impact of covariates 

(Pedzahur, 1997; Stevens, 2002; Peng & So, 2002, Field, 2000).  For this part of the 

study, ordinal logistic regression will be used because it is a preferred logistic method of 

choice due to the rank order nature of the “pass/fail” DV. 

 Further, logistic regression does not use OLS, but uses maximum likelihood 

estimation instead as its statistical significance test.  Maximum likelihood estimation is 

the process by which logistic regression answers the question, “What is the likelihood, 

given our model, that one will observe a particular set of data?”   A logit (Ө) is a log of 

odds where odds are a function of the probability of group membership.  Because Ө is 

ultimately unknown, estimates (Ө^) can be generated reflecting these predicted 

probabilities (Pedzahur, 1997; Stevens, 2002).  Maximum likelihood estimation is an 

iterative algorithm beginning with a "guesstimate" of what unstandardized logit 

coefficients should be.  This step is similar to calculations of principal component 
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analysis.  This first step will determine the direction and size of change in the logit 

coefficients that will increase the log likelihood. Once an initial function is estimated, 

residuals will be used to repeat the process until convergence is reached.  This second 

part of the process is similar to subsequent iterations conducted in factor analysis. The 

conceptual formula for logistic regression involves predicting logit, or log of odds, where 

odds are a function of the probability of group membership (i.e., passing group or failing 

group): 

Logit[Ө (x)] = log[Ө(x)/1- Ө(x)] = a + ß1x1 + ß 2x2 + ... + ß pxp.    

The Chi-Square statistical significance statistic, its associated p-values, and 

changes in the odds ratios between the intercept only model and the model with variables 

were included for examination in logistic regression analyses in this study (Peng & So, 

2002; Field, 2000).  Had these been found to be noteworthy, effect size measures and 

weights would have also been examined.   

Stage 3 

The research question associated with the final stage of this model was:  Do pre-

admission, pre-program, program, and certification variables predict career choice years 

beyond initial certification based on institution type?  Logistic regression was used to this 

end to predict career choice for years 1 and 2 beyond undergraduate program completion.  

Course level data was used as categorical predictors of these career choices. Career 

choice types for which documentation existed beyond graduation were limited.  

Specifically, data regarding whether or not program completers secured teaching jobs or 

continued on to graduate school were utilized as career choices to this end.  
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Threats to Validity 

Internal Validity. Campbell (1963) and Campbell and Stanley (1969) identified 

nine possible sources of internal threats to validity as they relate to research design.  A 

model is internally valid to the extent it reveals relationships between variables.  

Discussion of the ways possible threats to internal validity were addressed as they relate 

to this study included: 

Selection.  To avoid selection as a potential threat to internal validity, this study 

included entire populations of program completers from Private University and Public 

University for the 2005-2006 academic years and made generalizations to those 

populations. 

History.  In order to address potential complications resulting from individual 

backgrounds, high school course grades and pre-admission exam scores such as ACT or 

SAT, were included in this study.  Although these variables were not exhaustive of the 

types of background differences that can exist, they did address history in a manner 

which the literature previously has not. 

Maturation.  Maturation was be explored in Stage 1 by comparing how much 

variance ability estimates and SAT/ACT scores were able to account for regarding 

undergraduate GPA on the first 60 hours to cumulative, final undergraduate GPA.  It was 

expected ability estimates and SAT/ACT scores were more predictive of GPA on the first 

60 hours than of cumulative, final undergraduate GPA. 

External validity.  External validity refers to the extent to which a study can be 

generalized beyond a sample (Gall, Borg, & Gall, 1996).  There are two main types of 
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external validity: population and ecological.  The element of external validity as believed 

to potentially impact this study included: 

Population.   This refers to the extent to which a study can be generalized beyond 

the sample from which data is taken.  This model made no claim to be a “one size fits all” 

and specifically stated results could only be specifically generalized to the universities 

from which data was collected.  Population validity is discussed in greater detail in 

Section 3 of Chapter IV. 

Summary 

 The purpose of this chapter was to highlight statistical issues of concern when 

model development was conceptualized; to provide an overview of the model; to discuss 

the population, sample, and variables proposed to be included in the model; to explain 

specific stages of model implementation; to elaborate on rationales for analyses chosen; 

and to present potential threats to internal and external validity.  This chapter concludes 

the proposal of the aforementioned research study. 
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CHAPTER IV 

Results 

The purpose of this study was to propose and examine the utility of a quantitative 

model in quantitatively linking high school, college, and TExES certification exam 

variables to K-12 outcomes. This model was carried out with actual data for both Private 

University and Public University in three stages: (1) ability estimates were generated and 

evaluated from high school variables and subsequently used to predict cumulative 

undergraduate GPA; these results were then validated by comparing them to SAT/ACT 

scores as predictors of cumulative GPA; (2) TExES PPR outcomes were predicted based 

on high school variables, pre-program undergraduate variables, and teacher preparation 

program variables; (3) career choice was predicted based on teacher preparation program 

variables and TExES outcomes.  See Appendices E and F for a visual regarding key 

stages, steps, and analysis sets associated with testing this model. Private University and 

Public University results are initially discussed independently and then compared at the 

end of Chapter IV.  Discussion regarding descriptives, statistical assumptions associated 

with analyses and the results of testing research questions is included in all sections. This 

chapter concludes with a summary. 

Private University: Stage 1 

 The research question associated with Stage 1 was:  Which pre-admission 

characteristics and pre-program variables are most influential in generating ability 

estimates, and are those ability estimates predictive of teacher preparation program 
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completion GPA?   Stage 1 of the model was carried out in four main steps for Private 

University.   

Stage 1: Private University: Step 1: High school transcripts were only available 

for examination from 46 of the 61 EC-4 program completers at Private University. High 

school courses were included for examination from the following content areas: English, 

mathematics, science, and social studies.  See Appendix B for an exhaustive list of high 

school courses.  Most high school transcripts reported numeric grades.  Transcripts which 

reported numeric grades were converted to categorical grades in the following manner: A 

= 100-90, B = 89.9-80, C = 79.9-70, D = 69.9-60, and F = < 59.9. High school GPA as 

reported on transcripts was not utilized as some schools reported a percentage average for 

GPA as some schools reported GPA on a 5.0 scale while others reported cumulative GPA 

on a 4.0 scale. 

Stage 1: Private University: Step 2:  The research question associated with Stage 

1 was then approached by comparing the predictability of high school ability estimates to 

the predictability of college entrance exams on undergraduate teacher preparation 

program completion GPA.  First, high school course grades were collected and 

aggregated from official transcripts provided by the Certification Director within Private 

University’s College of Education.  Descriptives were generated on high school course 

variables for the EC-4 students attending Private University which were to be considered 

for utilization in the generation of ability estimates. Table 5 displays descriptives in the 

form of total N, averages, skewness, and kurtosis values for each of the associated high 

school course variables under consideration.  
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Table 5 
Descriptives for High School Course Variables       

   High School Course        N     Mean  Skewness Kurtosis  

 Government (hsgovt)      35  89.6143   -.514   -.443 
 Geography  (hsgeog)      30  90.0167   -.548   -.420 
 English 1 (hseng1)      46  88.3152   -.413   -.117 
 English 2 (heeng2)      46  88.6957   -.316   -.644 
 English 3 (hseng3)      44  89.1023   -.030   -.875 
 English 4 (hseng4)      39  89.2308   -.661   -.246 
 Algebra 1 (hsalg1)      43  87.3837   -.463   -.688 
 Algebra 2 (hsalg2)      45  86.2778   -.458   -.611 
 Geometry (hsgeom)      42  86.2381   -.284            -1.157 
 Trigonometry (hstrig)       7  92.8571 -1.760  2.361 
 Calculus (hscalc)      27  88.0185   -.576   -.520 
 Physical Science (hsphysci)  21  89.4048 -1.220             1.342 
 Chemistry (hschem)     44  87.2500   -.485   -.807 
 Physics (hsphys)      23  89.2174   -.395    .789 
 Biology (hsbiol)      45  87.1333   -.479   -.547 
 Physiology (hsphysio)       4  81.7500   -.193  1.521 
 U.S. History (hsushist)     46  88.7717   -.653    .809 
 World History (hswhist)     41  89.0244   -.549   -.469  
              
   
The variables of hstrig and hsphysio were dropped from further analysis due to small n.  

In order to address IRT’s assumption of unidimensionality, principal components 

analysis (PCA) was conducted on the remaining fourteen variables using SPSS and 

Varimax with Kaiser Normalization rotation.  Again, PCA was utilized because the goal 

for this task was primarily to account for variance, not to identify latent traits.  Two 

components resulted: the first component carried an eigenvalue of 9.013, accounting for 

53.34% of variance; and the second component carried an eigenvalue of 6.99, accounting 

for 43.67% of variance.  Collectively, these two components accounted for 97.01% of the 

variance among the fourteen high school variables.   
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Variables loading on the Component 1 were: hseng1, hseng2, hseng4, hsphys, 

hsbiol, hswhist, hsgeog, and hsgovt.  Variables loading on the Component 2 were: hsalg1, 

hsalg2, hsgeom, hscalc, hsphysci, hschem.  Variables loading relatively equal in both 

components were subsequently eliminated from further analyses: hseng3, hseng4 and 

hsushist. Table 6 presents the first rotated pattern matrix.   

Table 6 
PCA1: Rotated Component Matrix: Varimax Rotation with Kaiser Normalization  

   High School Course        Component 1     Component 2   

 Government (hsgovt)   .907   -.421 
 Geography  (hsgeog)   .997   -.076 
 English 1 (hseng1)     .962    .271 
 English 2 (heeng2)        .912    .410 
 English 3 (hseng3)        .686   -.728 
 English 4 (hseng4)   .753    .659 
 Algebra 1 (hsalg1)   .369    .930 
 Algebra 2 (hsalg2)       -.547    .837 
 Geometry (hsgeom)        .101    .995 
 Calculus (hscalc)   -.063    .998     
 Physical Science (hsphysci)    .270    .963 
 Chemistry (hschem)       .103   -.995 
 Physics (hsphys)       .995   -.101 
 Biology (hsbiol)    .993    .121 
 U.S. History (hsushist)   .656    .755 
 World History (hswhist)       .996    .089  
              
Extraction Method: Principal Component Analysis.  
Rotation Method: Varimax with Kaiser Normalization. 
 
 A second PCA was run using only the variables which weighted heavily only on 

one component (i.e., > .600 on one and < .500 on the other).  Again, two components  

resulted: the first component carried an eigenvalue of 7.180, accounting for 55.23% of 

variance; and the second component carried an eigenvalue of 5.820, accounting for 

44.77% of variance.  Collectively, these two components accounted for 100% of the 
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variance among the 14 high school variables.  The resulting scree plot associated with 

this analysis can be found in Figure 2. 

Figure 2. Scree plot outlining components associated with high school course grades. 

    Variables loading on the Component 1 were: hseng1, hseng2, hsphys, hsbiol, 

hswhist, hsgeog, hegovt.  Variables loading on the Component 2 were: hsalg1, hsalg2, 

hsgeom, hscalc, hsphysci, hschem.  Table 7 presents the rotated pattern matrix with 

Kaiser Normalization associated with this second PCA analysis. Although the purpose of 

these analyses was not to identify latent traits, for conceptual purposes Component 1 was 

labeled and referenced as “verbal” and Component 2 was labeled and referenced as 

“analytic.” 
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Table 7 
PCA2: Rotated Component Matrix: Varimax Rotation with Kaiser Normalization  

   High School Course        Component 1     Component 2   

 Government (hsgovt)   .907   -.421 
 Geography  (hsgeog)   .997   -.076 
 English 1 (hseng1)     .962    .272  
 English 2 (heeng2)        .912    .410 
 Algebra 1 (hsalg1)   .369    .930 
 Algebra 2 (hsalg2)       -.547    .837 
 Geometry (hsgeom)        .101    .995 
 Calculus (hscalc)   -.063    .998 
 Physical Science (hsphysci)    .269    .963 
 Chemistry (hschem)       .104   -.995 
 Physics (hsphys)       .995   -.101 
 Biology (hsbiol)    .993    .121 
 World History (hswhist)       .996    .089 
              
Extraction Method: Principal Component Analysis.  
Rotation Method: Varimax with Kaiser Normalization. 
 
 

Missing data for the remaining 13 variables were imputed using a maximum 

likelihood replication algorithm in SAS, and continuous values for course grades were 

converted to categorical outcomes on a 4 point scale in preparation for the generation of 

IRT ability estimates (i.e., a grade of 88 for a particular course became a 3.0).  MPlus was 

utilized to generate adjusted, standardized verbal and analytic ability estimates.  Ability 

estimates were generated for each person in the early childhood program at Private 

University and interpreted in a similar fashion as was done in Young’s (1990) research.  

These ability estimates were retained in the EC-4 dataset to used as independent variables 

for Stage 1: Step 3 of the model. 

Stage 1: Private University: Step 3: Multiple regression was used to determine which 

high school variables were predictive of program completion GPA.  Two sets of three 

2008 HICE Proceedings 
Page 5319



Teacher Preparation Program Effectiveness 
 

69 

 

regression analyses were conducted: the first set included analyses of GPA on the first 60 

hours of undergraduate studies and the second set examined whether or not high school 

variables were predictive of cumulative GPA.  Within each set the following three 

analyses were conducted: first, high school ability estimates were used as predictors; 

second, SAT verbal and math scores were used as predictors; and third, ACT English, 

math, reading, and science scores were used as predictors. Normality, number of variable 

selection, and multicollinearity were considered while conducting analyses (Field, 2000).  

Descriptives found in Table 8 show all high school variables were relatively normally 

distributed, possessing skewness and kurtosis values between -1 and +1, with the 

exception of ACT math scores.  In addition, correlations among these high school pre-

admission variables as well as correlations with cumulative, program completer GPA 

were examined as associated with Stage 1.   

Table 8 
Pre-Admission Descriptives for Private University Stage 1 Variables    
  
    Variable N Mean Skewness Kurtosis    
  
   Analytic 43     0.000     -.334     .811 
   Verbal 43     0.000      .006  -1.206 
   SAT Verbal 36 545.000      .633    1.041 
   SAT Math 36 540.000      .305    -.747 
   ACT English 33   23.697      .463    -.414 
   ACT Math 33   28.546    5.640 32.173 
   ACT Reading 33   23.849      .433     .014 
   ACT Science 33   22.455      .947   1.038 
        
  
 Similarly, a correlation matrix associated with these high school pre-admission variables 

can be found in Table 9. 
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Table 9 
Correlations Between Pre-admission Variables and Program Completion GPA.   
   SAT   SAT ACT ACT ACT  ACT      Final   
 Analytic  Verbal  Math Verbal English  Math  Reading Science GPA  
 
Analytic 

 
1.00  1.000 .010 .594 .585 .027 .258 .536 .224 

Verbal .000 1.00 -.197 .216 .056 -.234 .172 .196 .173 
SAT  
Math .444** -.197 1.00 .404(*

) 
.517(*
*) .172 .279 .627(*

*) .194 

SAT  
Verbal -.096 .216 .404* 1.00 .695(*

*) -.002 .825(*
*) 

.698(*
*) 

.566(*
*) 

ACT 
English .102 .056 .517** .695** 1.00 -.122 .642(*

*) 
.606(*
*) 

.362(*
) 

ACT  
Math .398* -.234 .172 -.002 -.122 1.00 .114 -.044 .185 

ACT 
Reading .210 .172 .279 .825** .642** .114 1.00 .595(*

*) 
.448(*
) 

ACT 
Science .116 .196 .627** .698** .606** -.044 .595** 1.00 .200 

Cumulative 
GPA .194 .173 .194 .566** .362* .185 .448* .200 1.00 

             
**  Correlation is significant at the 0.01 level (2-tailed). 
*  Correlation is significant at the 0.05 level (2-tailed). 

 
Set One.  In assessing the predictability of the first 60 hour GPA of undergraduate 

work, three analyses were conducted.  In the first regression analysis, high school verbal 

ability estimates and high school analytic ability estimates were used as predictors of 

GPA on the first 60 hours of undergraduate work.  Similar to insignificant bivariate 

correlations between ability estimates and GPA on first 60 hours of coursework, this 

regression indicated a relationship that was not statistically significant, F (2, 38) = 1.872, 

p > .05.  These insignificant results were hypothesized to be primarily attributed to 

measurement error associated with students attending different high schools and taking 

coursework from different high school teachers who used different textbooks and 

approaches to teaching. Another possible contributor to these findings could stem from 
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ability estimates being generated from categorical variables instead of continuous 

variables. This finding mirrored and supported those of Young (1990). 

The second and third analyses utilized all SAT domain scores in one analysis and 

all ACT domain scores for the other analysis due to fact that students generally take one, 

but not both, of these pre-college admission exams. In the second analysis, SAT verbal 

and SAT math variables were predictors of GPA on the first 60 undergraduate hours.  

This regression indicated a strong fit (R2
adj = .350) with the overall relationship 

statistically significant, F (2, 32) = 10.145, p < .01. Table 10 displays these results. 

Table 10 
Private University: Regression Coefficients and Confidence Intervals For SAT Verbal 
and SAT Math as Predictors of First 60 Hours GPA              
              95% Confidence Interval for β 
     Variable           b    β     t      Sig.       Lower Bound Upper Bound 
  SAT Math         .000       .081   .562     .578  -.001         .002 
  SAT Verbal         .004       .596 4.148     .000   .002         .006  
F (2, 32) = 10.145, p < .01, R2 = .388, R2

adj  = .350    
 
 

Although both SAT verbal and SAT math possessed statistically significant 

bivariate correlations with GPA on first 60 hours of undergraduate coursework, SAT 

verbal (r = .618, p < .01) carried substantially more weight than SAT math (r = .404, p < 

.05) in this regression analysis, possessing a standardized β of .596.  SAT math received 

little credit to this end (β = .081). 

In the third analysis, all ACT variables were examined collectively: ACT English, 

ACT reading, ACT math and ACT science.  Results were statistically insignificant, F (4, 

26) = 2.356, p > .05.  Additional details regarding results from this analysis can be found 

in Table 11. 

2008 HICE Proceedings 
Page 5322



Teacher Preparation Program Effectiveness 
 

72 

 

Table 11 
Private University: Regression Coefficients and Confidence Intervals for ACT domain 
scores as Predictors of First 60 Hours GPA.              
              95% Confidence Interval for β 
     Variable           b    β     t      Sig.       Lower Bound Upper Bound 
  ACT English        .018        .144   .653     .519  -.038         .074 
  ACT Math        .001        .129         .748       .461             -.003                       .006 
  ACT Reading      .038         .436      1.972       .059             -.002                       .077 
  ACT Science       -.014       -.103 -.507     .616  -.069         .042  
F (4, 26) = 2.356, p = .079, R2

adj = .149 
 

Further, when examining bivariate correlations between GPA on first 60 hours, 

only ACT reading possessed a statistically significant correlation (r = .488, p < .01).  In 

cases where students took both ACT and SAT exams, the subtests of SAT verbal and 

ACT reading were able to collectively account for 39% of the same variance, F (2, 21) = 

8.768, p < .01.  Further, in this equation, SAT verbal carried a standardized β of .630 

while ACT reading possessed a standardized β of .044.  Given these results, SAT verbal 

scores appeared to be the single most practical instrument to use to predict GPA on the 

first sixty hours of undergraduate studies. 

Set Two.  Because verbal-type variables correlated significantly with program 

completion GPA for both SAT and ACT variables, three analyses were conducted: (1) 

one assessed the utility of considering only SAT verbal scores independently to predict 

cumulative, program completer GPA, and (2) one assessed the utility of considering ACT 

reading and ACT English scores to predict cumulative, program completer GPA, and (3) 

one assessed the utility of collectively considering ACT and SAT verbal-type subtests. 

Because only one predictor was associated with the first analysis, regression was 

not conducted. Instead, the SAT verbal correlation (r = .566, p < .01, n = 35) was squared 
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as a variance accounted for statistic in order to predict SAT verbal’s ability to predict 

final, cumulative GPA.  As such, SAT verbal scores were reported to predict 32% of the 

variance associated with final, cumulatively GPA.  

In the second analysis, bivariate correlations of ACT subtests with cumulative 

GPA were considered prior to running regression.  ACT reading and ACT English were 

the only subtests possessing statistically significant correlations with cumulative GPA 

and were included in this analysis.   Regression indicated a moderate effect (R2
adj = .162) 

with the overall relationship statistically significant, F (2, 28) = 3.993, p < .05.    In this 

analysis, ACT reading scores (standardized β = .358) carried more weight than ACT 

English scores (standardized β = .153).  Multicolliniarity was hypothesized as a 

possibility for this discrepancy.  See results in Table 12. 

Table 12 
Private University: Regression Coefficients and Confidence Intervals for ACT English 
and Reading Scores as Predictors of Cumulative GPA             
              95% Confidence Interval for β 
     Variable           b    β     t      Sig.       Lower Bound Upper Bound 
  ACT English        .013        .153   .759     .454  -.023         .049 
  ACT Reading      .022        .358 1.774     .087  -.003         .046  
F (2, 28) = 3.993, p = .029, R2

adj = .162 
 
 

To assess the collective SAT verbal, ACT English, and ACT reading subtest 

predictability of cumulative GPA, regression revealed statistical significance, F (3, 20) = 

4.959,  p < .01, and indicated a large effect (R2
adj = .331).  However, in this analysis SAT 

verbal scores were most influential (β = .556), with ACT scores contributing little to the 

equation, if at all (actread β = .112; acteng β = -.022).  Table 12 outlines greater detail.  

Thus, as with predicting GPA on the first 60 hours of undergraduate studies, SAT verbal 
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scores were found to be the most practical tool to this end.  Additional information can be 

found in Table 13. 

Table 13 
Private University: Regression Coefficients and Confidence Intervals for ACT English 
and SAT verbal scores as Predictors of Cumulative GPA.             
              95% Confidence Interval for β 
     Variable           b    β     t      Sig.       Lower Bound Upper Bound 
  ACT English        .002       .556 1.871     .075   .000         .005 
  ACT English       -.002      -.022        -.103       .919            -.038                      .034 
  ACT Reading       .007       .122   .443     .663  -.026         .039  
F (3,20) = 4.959, p = .009, R2

adj = .331 
 
Stage 1: Private University: Step 4: Because SAT verbal scores appeared to be the single 

most important pre-admission variable associated correlated with cumulative GPA for the 

EC-4 group, correlations between SAT verbal and 4-8, 8-12, and EC-12 programs were 

examined as well. Results indicated that across programs and universities SAT scores 

were strongly predictive of cumulative GPA upon program completion, with SAT verbal 

scores being more predictive than SAT math scores.  Table 14 outlines results from these 

final OLS analyses associated with Stage 1 on Private University data. 

Table 14 
Private University Bivariate Correlations Between SAT Verbal and Cumulative GPA  
by Program            
Program   N     r            r2    Sig.              
Private University: 
     EC-4   46  .566**  .320    .002 
    4-8   20  .550*  .303  <.001 
     8-12   21  .661**  .437    .004 
    EC-12   32  .571**  .326  <.001   
  

Public University: Stage 1 

Stage 1: Public University: Step 1: Stage 1 of the model was carried out in only one step 

at Public University.  Because high school transcript data were unavailable for Public 
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University programs, only the relationships between the pre-admission variables of SAT 

and ACT were examined in conjunction with program completion GPA.  Partial SAT and 

ACT information existed, but only for EC-12 program completers. Specifically, SAT 

verbal, SAT math, and ACT composite scores were available for EC-12 program 

completers. Descriptives associated with these variables can be found in Table 15. 

Table 15 
Public University: EC-12 Program:  Stage 1 Descriptives      
  
    Variable N Mean Skewness Kurtosis    
  
  SAT Verbal 67 543.580      .296    -.249 
  SAT Math 67 541.040     -.003    -.700 
  ACT Composite 39   22.130      .054  -1.025 
  Cum GPA         103     3.328   -3.484 18.365 
             
 
 ACT composite, SAT verbal and SAT math score variables possessed acceptable 

skewness and kurtosis values.  Grade inflation was evident in cumulative GPA (skewness 

= -3.484).  Correlations between these variables can be found in Table 16. 

Table 16 
Public University: EC-12 Program: Correlations between Pre-admission and Cumulative 
GPA         
 Cum. SAT SAT ACT 
 GPA Verbal Math Composite     
 
Cum. GPA 

 
1.00 36 41 38 40 39 

SAT Verbal .464** 1.00 .376(*) .492(**) .609(**) .362(*) 
SAT Math .399** .573** 1.00 .722(**) .513(**) .302 
ACT 
Composite .557** .667** .664** 1.00 .478(**) .315 

        
**  Correlation is significant at the 0.01 level (2-tailed). 
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EC-12 program completers generally took either the SAT or the ACT, but not 

both, pre-admission examinations.  As such, these exams were considered separately.  

Regarding the twenty-five ACT composite scores for which there were also cumulative 

GPA values available, there was a statistically significant correlation with cumulative 

GPA (r = .557, p < .01).  Because only composite ACT scores were available, it was not 

possible to examine ACT English and ACT reading as was done with Private University 

data. 

Multiple regression was conducted to examine the relationship between SAT 

verbal, SAT math, and cumulative GPA.  A statistically significant relationship existed 

between these variables, F (2, 54) = 8.667, p < .01, with SAT verbal and SAT math 

scores accounting for roughly 21% of the variance associated with cumulative GPA 

outcomes.  SAT verbal scores were more influential in this equation, carrying a 

standardized β of .351 (β = .002, CI = .000-.004).  However, it should be noted that 

multicollinearity existed between predictor variables as both SAT verbal and SAT math 

scores were significantly statistically correlated (p < .01) with each other as well as with 

cumulative GPA outcomes (p < .01).  Additional results from these analyses can be found 

in Table 17. 

Table 17 
Public University: EC-12 Program: Regression Coefficients and Confidence Intervals 
For SAT Verbal and SAT Math as Predictors of Cumulative GPA     
              95% Confidence Interval for β 
     Predictor                 b      β     t      Sig.       Lower Bound Upper Bound 
  SAT Verbal               .002      .351     2.409      .019                 .000                        .004 
  SAT Math                 .001      .192     1.319      .192                -.001                        .004   
F (2, 54) = 8.667, p < .01, R2

adj  = .220 
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Private University: Stage 2 

The purpose of Stage 2 of the model was to use pre-admission and undergraduate 

program variables in predicting whether or not a student would be successful on TExES 

examinations.  The research question associated with Stage 2 was:  Do pre-admission, 

pre-program, and program variables predict success on TExES PPR Certification Exams 

among pre-service teachers based on institution type? 

Both multiple regression and logistic regression were intended to be compared to 

determine which approach was a better tool in predicting certification exam outcomes.  

Multiple regression was used to predict anticipated continuous TExES outcomes, 

whereas logistic was to be utilized to predict the likelihood students would pass or fail 

TExES examinations.  At Private University, SAT scores, first 60 hour undergraduate 

GPA, teacher preparation course grades and cumulative GPA were predictors to this end. 

 
Stage 2: Private University: Step 1:  The first step in approaching the research question 

associated with Stage 2 was to determine which program courses were most predictive of 

TExES PPR outcomes.  Descriptives were initially conducted on all teacher preparation 

course level data to determine the breakdown of grades by course.  The EC-4 Program 

provides theory, content and pedagogy courses to its students, and, as a result is more 

broad than 4-8, 8-12, and EC-12 Programs which provide only theory and pedagogy 

courses.  Students in 4-8, 8-12 and EC-12 programs take content specialization courses 

outside of the College of Education.  Table 18 shows coursework and grades earned at 

Private University in teacher preparation courses for 2005-2006 program completers.  
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Table 18 
Grade Distributions in Teacher Preparation Courses at Private University.    
     Program/Course  N  As Bs Cs Ds Fs Pass  
Courses Taken in All Programs 
 EDUC 20003               103  83 19  1  *  *   * 
 EDUC 30113  93  80 13  *  *  *   * 
 EDUC 30143  91  59 28  4  *  *   * 
 EDUC 30123               117                     79         36         2   *  *    * 
 EDSP 30603                         124                     99         24          1   *  *   * 
 
EC-4 Certification  
 EDEC 30001  41   *  *  *  *   * 41 
 EDEC 30014  41  31   9   1  *  *   * 
 EDEC 30023  41  38   3  *  *  *   * 
 EDEC 30033  41  24 17  *  *  *   * 
 EDEC 30103  36  23 13  *  *  *   *    
 EDEC 30143  18  16   2  *  *  *   * 
 EDEC 30203  38  38  *  *  *  *   * 
 EDEC 30213  38  30   8  *  *  *   * 
 EDEC 30223  38  34   4  *  *  *   * 
 EDEC 30233  23  19   4  *  *  *   * 
 EDEC 30234  38  36   1   1  *  *   *    
 EDEC 40013    3    2   1  *  *  *   * 
 EDEC 40023    3    3  *  *  *  *   * 
 EDEC 40033    2    2  *  *  *  *   * 
 EDEC 40133    3     3  *  *  *  *   * 
 EDEC 40154    3    3  *  *  *  *   * 
 EDEC 41103  32  26   4   2  *  *   *   
 EDEC 41113  41  39   1   1  *  *   *   
 EDEC 41123  36  34   2  *  *  *   * 
 EDEC 41143  27  26   1  *  *  *   * 
 EDEC 41153  41  37   4  *  *  *   * 
 EDEC 42213  41  27 14  *  *  *   * 
 EDEC 42223  25  21   4  *  *  *   * 
 EDEC 42233    3    2   1  *  *  *   * 

EDEC 42236  33  *  *  *  *  * 33 
 
4-8 Certification 
 EDMS 30001  21   *  *  *  *   * 21 

EDMS 30013  21  18  3  *  *   *  *  
EDMS 31063    1    *  1  *  *   *  * 
EDMS 40213  18  16   1   1  *  *  * 
EDMS 40633    1    1  *  *  *  *  *  
EDMS 40980  17   *  *  *  *   * 17 

 
8-12 Education & EC-12 Certification 
 EDSE 30001  45   *  *  *  *  * 45  

EDSE 30013  47  40   6   1  *  *  * 
EDSE 30153    3    2   1  *  *  *  * 
EDSE 30163    4    1   2    1  *  *  * 
EDSE 40213  42  31   9    1   1  *  * 

 EDSE 40980 (8-12 only) 19   *  *  *  *  * 19 
 EDSE 50023     6          6  *  *  *   *  * 
 EDSE 50663 (8-12 only) 29  20   8   1  *  *  * 
 EDUC 40966 (EC-12 only) 30   *  *  *  *   * 30 
 * denotes no data reported 
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Set One. Private University EC-4 Program Course Variable Analyses. EC-4 

coursework is blocked at Private University, and students take specific courses each 

semester.  Blocks are known as: Junior1 (first semester of junior year), Junior2 (second 

semester of junior year), Senior1 (first semester of senior year) and Senior2 (second 

semester of senior year).  EC-4 students specialize in either English as a Second 

Language (ESL) or Special Education (EDSP). Blocks were analyzed collectively for two 

reasons: (a) professors teaching in blocks often communicate with one another and 

coordinate or overlap syllabi from different courses, and (b) blocked courses were 

considered complete sets of courses by university administration.  A series of multiple 

regression analyses were conducted as follows: first, by blocked semester to narrow 

down preliminarily predictive coursework variance by program; second, preliminarily 

predictive coursework variables were used to determine which courses, overall, were 

most predictive of TExES EC-4 PPR outcomes.  Correlations between courses recording 

letter grades (i.e., not pass/fail) and with n > 10 reported are found in Table 19. 

Table 19 
Correlations Between Private University Coursework and TExES EC-4 PPR Outcomes 
for EC-4 Program Completers         
      Course    r        Course      r    
 EDSP 30243  -.102   EDUC 20003  .323* 

EDSP 30603  .407**   EDUC 30123  .690** 
EDSP 40243  .349   EDUC 30143  .080 
EDEC 30014  .567**   EDEC 30023  .504** 
EDEC 30033  .185   EDEC 30103  .670** 
EDEC 30143  .418   EDEC 30213  .548** 
EDEC 30223  -.023   EDEC 30233  .694** 
EDEC 30234  .404*   EDEC 41113  .296   
EDEC 41123  .356*   EDEC 41153  .243   
EDEC 42213  .448**   EDEC 42223  .654** 

. EDEC 41103  .328   EDEC 41143  .444*   
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Courses reporting less than ten grades were excluded and normality was 

considered.  Although OLS regression is quite robust to violations of the assumption of 

normality due to grade inflation (Field, 2000), variables reporting skewness greater than 

+3.0 or smaller than -3.0 were also excluded from further examination due the small 

population sizes associated with Private University programs (see Table 20). 

Table 20 
Private University: Skewness and Kurtosis Statistics by Program and Blocked Semester.  
                  Skewness                Kurtosis  
ESL & SPED Sophomore Prerequisites:   
    EDEC 30103: Intro to Early Child Ed              -.604                -1.735       
    EDUC 30143: Child & Adoles. Development      -1.343                 1.036                  
    EDUC 20003: CI: Teaching & Learning           -2.333               5.141        
ESL & SPED Junior Block 1:   
    EDEC 30014: Thinking: Science             -1.695                2.168   
    EDEC 30023: Thinking: Math              -.360               -1.969              
    EDUC30123: Educational Psychology            -2.481             4.359  
ESL Junior Block 2: 
    EDEC 30233: Lang & Lit: ESL              -1.843                  1.522  
   EDEC 30223: Lang & Lit: Elementary            -2.679                5.464                
   EDEC 30213: Lang & Lit: Early Literacy            -1.479                  .195  
   EDEC 30203: Math in Elementary School             0.000             0.000 
    EDEC 30234: Social Studies               -4.850             24.248 
SPED Junior Block 2: 
    EDSP 30243: Promoting Success in SPED          -4.000                  16.000 
    EDEC 30223: Lang & Lit: Elementary            -2.679                           5.464       
    EDEC 30213: Lang & Lit: Early Literacy                  -1.479                              .195  
    EDEC 30203: Math in Elementary School                   0.000                            0.000 
    EDEC 30234: Social Studies                   -4.850                         24.248 
ESL & SPED Senior Block 1:   
    EDEC 30001: Prof. Practice Seminar              0.000                           0.000         
    EDEC 41103: Assessment             -2.254                           4.259 
    EDEC 41113: Foundations            -5.047                          26.197 
    EDEC 41123: Families                                            -4.051                          15.260 
    EDEC 41143: Management                                   -5.196                          27.000 
    EDEC 41153: Practicum                                        -2.817                        6.236  
ESL Senior Block 2: 
   EDEC 42213: Induction: Diverse Learners               -.694                  -1.598     
    EDEC 42236: Induction: Internship               0.000                         0.000 
    EDEC 42223: Induction: ESL              -1.975                           2.061              
SPED Senior Block 2:   
   EDEC 42213: Induction: Diverse Learners                -.694                  -1.598    
    EDEC 42236: Induction: Internship                 0.000                           0.000 
    EDSP 40243: Induction: SPED Application                 .279                  -2.219          
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Once courses with large amounts of grade inflation and small course numbers 

were removed, multiple regression analyses were conducted by blocked semester.  

Sophomore, EC-4 Junior 1, EC-4 Junior 2 ESL, EC-4 Junior 2 EDSP, and EC-4 Senior 2 

ESL blocks all reported statistically significant findings and large effect size measures, 

with individual blocks accounting for 0-62% of the variance associated with TExES EC-4 

PPR outcomes.  Tables 21-27 report greater detail of the aforementioned results.   

Table 21 
Private University EC-4 Program: Block Course Predictors of Scaled TExES PPR 
Outcomes: ESL/SPED Sophomore Prerequsites              
              95% Confidence Interval for β 
     Semester Set         b    β     t      Sig.       Lower Bound Upper Bound 
  EDEC 30103        18.433     .577   2.926      .014   4.567         32.300 
  EDEC 30143       18.667     .309        1.689      .119            -5.657                     42.990 
  EDUC 20003      13.667     .226   1.237      .242 10.657         37.990  
F (3, 10) = 8.708,  p < .01, R2 = .704,  R2

adj  = .623 
 
Table 22 
Private University EC-4 Program: Block Course Predictors of Scaled TExES PPR 
Outcomes: ESL/SPED Junior Block 1          
              95% Confidence Interval for β 
     Semester Set         b    β     t      Sig.       Lower Bound Upper Bound 
  EDEC 30014         8.746     .333   2.403      .022   1.356         16.136 
  EDEC 30033         -.625    -.023         -.194      .847             -7.157                       5.907 
  EDUC 30123      12.936     .452         2.692      .011               3.180                    22.692 
  EDSP 30603          4.973    .126     .842      .405  -7.012         16.959  
F (4, 34) = 10.735, p < .001, R2 = .551,  R2

adj  = .500 
statistically significant multicollinearity existed between all variables 
 
Table 23 
Private University EC-4 Program: Block Course Predictors of Scaled TExES PPR 
Outcomes: ESL Junior Block 2           
              95% Confidence Interval for β 
     Semester Set         b    β     t      Sig.       Lower Bound Upper Bound 
  EDEC 30223         -3.056    -.091   -.609      .550 13.559           7.447 
  EDEC 30233       16.949     .570        3.540      .002              6.928                     26.971 
  EDEC 30213        10.449     .352        2.182      .042                .428                    20.471   
F(3, 18) = 9.054, p = .001, R2 = .588,  R2

adj  = .523 
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Table 24 
Private University EC-4 Program: Block Course Predictors of Scaled TExES PPR 
Outcomes: SPED Junior Block 2           
              95% Confidence Interval for β 
     Semester Set         b    β     t      Sig.       Lower Bound Upper Bound 
  EDEC 30223         -1.650    -.041        -.288      .775           -13.372                      9.971 
  EDEC 30213        10.449     .352        2.182      .042                .428                    20.471   
F (2, 34) = 7.559 p = .002, R2 = .302,  R2

adj  = .262 
no statistically significant multicollinearity existed between variables 
 
Table 25 
Private University EC-4 Program: Block Course Predictors of Scaled TExES PPR 
Outcomes: ESL/SPED Senior Block 1              
              95% Confidence Interval for β 
     Semester Set         b    β     t      Sig.       Lower Bound Upper Bound 
  EDEC 41103        8.020     .345         1.451      .158             -3.286                    19.326 
  EDED 41153        -.987     -.025         -.106      .917           -20.098                    18.124  
F (2, 28) = 1.758, df = 2, p = .190, R2 = .108,  R2

adj  = .047 
ec41103 and ec41153 were statistically significantly correlated (p < .01) 
 
Table 26 
Private University EC-4 Program: Block Course Predictors of Scaled TExES PPR 
Outcomes: ESL Senior Block 2              
              95% Confidence Interval for β 
     Semester Set         b    β     t      Sig.       Lower Bound Upper Bound 
  EDEC 42223     21.012       .654        4.151     <.001            10.539                    31.484  
F (1, 22) = 17.227, p < .001, R2 = .428,  R2

adj  = .403 
 
Table 27 
Private University EC-4 Program: Block Course Predictors of Scaled TExES PPR 
Outcomes: SPED Senior Block 2              
              95% Confidence Interval for β 
     Semester Set         b    β     t      Sig.       Lower Bound Upper Bound 
  EDEC 42213       -2.333    -.078         -.143      .888           -37.514                    32.847 
  EDED 41153      12.222     .418           .769      .456          -22.110                     46.555  
F (2, 12) = .915, p = .425, R2 = .123,  R2

adj  = -.011 
ec42213 and sp40243 were statistically significantly correlated (p < .05) 
  

Following this, course variables weighed heavily in these equations and possessed 

standardized β > .3 in statistically significant regression analyses as well as carried 

statistically significant bivariate correlations with TExES EC-4 PPR outcomes (p < .05) 
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were included in a final multiple regression analysis for the EC-4 Program overall (n = 

46).  There were no outstanding discrepancies between bivariate correlations and 

standardized beta weights, suggesting suppressor variables.  Also, although the courses of 

EDEC 42223 and EDEC 30233 possessed β > .3 in statistically significant block analyses 

and were statistically significantly correlated with TExES EC-4 PPR outcomes, they were 

excluded from this final analysis because they are ESL specialization courses and not 

reflective of the greater EC-4 Program as a whole.  Thus, the final analysis utilized 

EDEC 20003: “Critical Investigations: Teaching,” EDEC 30103, “Introduction to Early 

Childhood Education,” EDUC 30123, “Educational Psychology,” EDEC 30014, “Science 

and Mathematical Thinking Through Play and Creativity: Science,” and EDEC 30213, 

“Language and Literacy: Early Literacy” as predictors of TExES EC-4 PPR outcomes.  

Results indicated statistical significance, F (5, 25) = 7.360 p < .01, with predictors 

accounting for roughly 51% of the variance associated with TExES EC-4 PPR outcomes.  

In this equation, EDUC 30103, “Introduction to Early Childhood Education,” and EDUC 

30123, “Educational Psychology,” were the most influential courses. Confidence 

intervals were wide, indicating the weights could vary greatly.  Table 28 shows results. 

Table 28 
Private University EC-4 Program: Primary Overall Course Predictors of PPR Outcomes  
Final Regression:                  
              95% Confidence Interval for β 
     Semester Set         b    β     t      Sig.       Lower Bound Upper Bound 
  EDEC 30103         8.816     .339         1.974      .059             -.366                     17.997 
  EDUC 20003         4.853    .140           .935      .358            -5.815                    15.522 
  EDEC 30014         5.212     .207           .905      .374            -6.620                    17.045 
  EDEC 30213           .895     .029           .119      .906          -14.586                    16.376 
  EDUC 30123        7.861      .290         1.738      .094           -1.437                    17.159  
F (5, 25) = 7.360, p < .001, R2 = .586,  R2

adj  = .506 
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 A correlation matrix was generated to explore multicollinearity between these 

variables and is presented in Table 29.  A great deal of correlation existed between 

predictor variables.  As such, due to both multicollinearity and large confidence intervals, 

it was decided that, for practicality purposes, EDEC 30103, EDEC 30014, EDEC 30213, 

and EDUC 30123 were similarly statistically significantly predictive of TExES EC-4 

PPR outcomes. 

Table 29 
Correlations Between TExES EC-4 PPR Outcomes and Final Analysis Predictors.   
 EC-4 EDEC EDEC EDEC EDUC EDUC 
 PPR 30103 30014 30213 30123 20003   
 
EC-4 PPR 

 
1.00 36 41 38 40 39 

EDEC 30103 .670** 1.00 .376(*) .492(**) .609(**) .362(*) 
EDEC 30014 .567** .376* 1.00 .722(**) .513(**) .302 
EDEC 30213 .548** .492** .722** 1.00 .478(**) .315 
EDUC 30123 .690** .609** .513** .478** 1.00 .178 
EDUC 20003 .323* .362* .302 .315 .178 1.00 

        
**  Correlation is significant at the 0.01 level (2-tailed). 
*  Correlation is significant at the 0.05 level (2-tailed). 
 

Set Two: Private University 4-8 Program Course Variable Analysis. The 4-8 

Program at Private University is not a blocked program.  This means students receive 

content specialization (i.e., science, social studies, English/language arts, physical 

education, etc.) outside of the College of Education, but take educational theory and 

pedagogy courses within the College of Education in a sequence and at a time of their 

choosing.  Table 30 reports related normality and correlation statistics for courses 

reporting letter grades of 2005-2006 program completers as associated with Private 

University’s 4-8 Program (n = 20). 

2008 HICE Proceedings 
Page 5335



Teacher Preparation Program Effectiveness 
 

85 

 

Table 30 
Private University: 4-8 Program: Descriptives       
Course                                 N  Skewness    Kurtosis       r  
EDUC 30143 Child & Adolescent Dev  15    -1.085    .398   .274 
EDUC 30123 Educational Psychology   18    -2.072         3.849   .492* 
EDUC 20003 CI: Teaching & Learning  20      -.945        -1.242   .409 
EDUC 30113 Intro to Educational Technology 18    -1.461  .137      .328 
 
EDMS 30013 Prof Roles & Responsibilities  17    -2.610          5.440  -.379 
EDMS 50023 Effective Teaching/Classroom Imp. 18    -1.913          2.444      .540* 
EDMS 40213 Promoting Lit in Content Areas 15    -2.919          8.388      .363 
 
EDSP 30603 Study of Exceptional Students   19           -1.170 -.718      .176 
EDSP 50663 Motivating & Managing Students 14    -1.303   .951    .335  
      r represents correlation between 4-8 course grades and TExES 4-8 PPR outcomes 
     * p < .05 
 
 Because courses were not blocked in the 4-8 program (n = 20), only courses 

possessing statistically significant correlations were included as predictors in predicting 

4-8 outcomes on TExES 4-8 PPR exams, with normality and course enrollment size 

considered before conducting regression.  Only courses possessing statistically significant 

correlations with TExES 4-8 PPR outcomes were included in this analysis.  A correlation 

matrix associated with relevant 4-8 courses and TExES 4-8 PPR outcomes can be found 

in Table 31. 

Table 31 
Correlations Between TExES 4-8 PPR Outcomes and Related Course Variables   
 EDUC  EDMS 4-8 
 30123 50023 PPR      
 
EDUC 30123 

 
1.00 36 41 38 40 39 

EDMS 50023 .140 1.00 .376(*) .492(**) .609(**) .362(*) 
4-8 PPR .492* .540* 1.00 .722(**) .513(**) .302 

        
*  Correlation is significant at the 0.05 level (2-tailed). 
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The courses EDUC 30123, Educational Psychology (β = .390, CI = -.828 – 

10.669), and EDMS 50023, Effective Teaching and Classroom Implications (β = .473, CI 

= .181-9.818), collectively accounted for 35% of the variance associated with TExES 4-8 

PPR outcomes.  The large confidence intervals reflect the small sample size associated 

with this analysis. Table 32 outlines additional results associated with this analysis.  

Table 32 
Private University: 4-8 Program: Program Courses as Predictors of TExES 4-8 PPR 
Outcomes:            
              95% Confidence Interval for β 
     Semester Set         b    β     t      Sig.       Lower Bound Upper Bound 
  EDEC 30123          4.920     .390      20.775      .000               -.828                   10.669 
  EDMS 50023         4.995     .473       2.241       .043                .181                     9.810   
F (2, 12) = 5.093, p = .023, R2 = .439,  R2

adj  = .353 
 
 

Set Three: Private University 8-12 Program Course Variable Analyses. The 8-12 

Program at Private University is also not a blocked program.  Table 33 reports related 

normality and correlation statistics for courses reporting letter grades of program 

completers in the 8-12 Program (n = 21). 

Table 33 
Private University: 8-12 Program: Descriptives       
Course                                 N  Skewness    Kurtosis       r  
EDUC 30143 Child & Adolescent Dev  16    -1.278    -.440        .144 
EDUC 30123 Educational Psychology   14    -1.566  .501     .328 
EDUC 20003 CI: Teaching & Learning  19    -1.545  .419        .290 
EDUC 30113 Intro to Educational Technology 13      -.946         -1.339       .257 
 
EDSP 30603 Study of Exceptional Students  18     -1.461  .137        .156 
EDSP 50663 Motivating & Managing Students    8       -.644        -2.240        .438 
 
EDSE 30013 Prof Roles & Responsibilities  17    -2.610          5.440       -.177    
EDSE 50023 Effective Teaching/Classroom Imp 18    -2.072          3.849      .364 
EDSE 40213 Promoting Lit in Content Areas 18    -2.706          5.977      .359 
     r represents correlation between MS course grades and TExES 4-8 PPR outcomes 
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 As with the 4-8 Program, students receive content specialization outside of the 

College of Education, and take educational theory and pedagogy courses within the 

College of Education.  Note that none of the courses shared statistically significant 

correlations with TExES 8-12 PPR outcomes.  As such, three separate regression 

analyses organized by course prefix.  All variables were included as none possessed 

skewness values greater than +3.000 or less than -3.000.  As expected based on 

individual correlations, results indicated none of the course variable sets were statistically 

significantly predictive at the p < .05 of TExES SEs PPR outcomes.  In EDUC analysis, 

SPSS automatically rejected EDUC 20003 and EDUC 30143 due to tolerance issues and 

retained EDUC 30123 and EDUC 30113.   EDUC and EDSE course sets did not generate 

noteworthy findings. The EDSP course set almost generated a statistically significant F 

value, and carried a large effect. Results are displayed by course set in Tables 34-36. 

Table 34 
Private University: 8-12 Program: EDUC Courses as Predictors of TExES 8-12 PPR 
Outcomes:            
              95% Confidence Interval for β 
     Prefix Set                b      β     t      Sig.       Lower Bound Upper Bound 
  EDUC 30123         -9.600    -.404       -.725       .509           -46.388                   27.188 
  EDUC 30113       21.000     .684       1.228      .287            -26.493                   68.493   
F (2, 3) =.758, p = .526, R2 = .275,  R2

adj  = -.088 
 
Table 35 
Private University: 8-12 Program: EDSE Courses as Predictors of TExES 8-12 PPR 
Outcomes            
              95% Confidence Interval for β 
     Prefix Set                 b      β     t      Sig.       Lower Bound Upper Bound 
  EDSE 30013          -3.638    -.098      -.354      .730            -26.283                   19.006 
  EDSE 50023           4.489      .143       .497      .629           -15.406                    24.385 
  EDSE 40213         12.617      .341     1.195      .257           -10.616                    35.850   
F (3, 10) = .865, p = .488, R2 = .191,  R2

adj  = -.030 
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Table 36 
Private University: 8-12 Program: EDSP Courses as Predictors of TExES 8-12 PPR 
Outcomes:            
              95% Confidence Interval for β 
     Prefix Set                 b      β     t      Sig.       Lower Bound Upper Bound 
  EDSP 30603        -16.647     -.792    -2.963     .041            -32.244                    -1.050 
  EDSP 50663         17.353       .826    3.089      .037               1.756                    32.950  
F (2, 3)= 6.471,  p = .056, R2 = .764,  R2

adj  = .646 
 
 
 Note that valid cases were less than 10 for several analyses, further nullifying 

results.  As such, a correlation matrix was deemed unnecessary to examine 

multicollinearity issues. 

Set Four: Private University EC-12 Program Course Variable Analyses. As with 

4-8 and 8-12 Programs at Private University, students take content specialization outside 

of the College of Education and take educational theory and pedagogy courses within the 

College of Education.  With EC-12 certification, students generally take 8-12 courses.  

Before running regression analyses, the normality of required theory and pedagogy 

courses and correlations with TExES EC-12 PPR outcomes were examined.  Table 37 

reports these statistics for 2005-2006 program completers of the EC-12 Program. 

Table 37 
Private University: EC-12 Program: Descriptives          
Course                                 N  Skewness      Kurtosis      r  
EDUC 30143 Child & Adolescent Dev  28    -1.111    .363       .125 
EDUC 30123 Educational Psychology   29      -.990 .067       .450* 
EDSP 30603 Study of Exceptional Students  31           -1.266 .757       .242 
  
EDSE 30013 Prof Roles & Responsibilities   29    -2.442         5.738      .105 
EDSE 40213 Promoting Lit in Content Areas  24    -1.798         3.499      .614** 
EDSE 50023 Effective Teaching/Classroom Imp      27    -1.012           .069  .405* 
   r represents correlation between MS course grades and TExES EC-12 PPR outcomes 
   * p < .05;  ** p < .01 
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 There were 32 program completers from the EC-12 Program in 2005-2006 at 

Private University, and one regression analysis was conducted utilizing only those 

courses which were statistically significantly correlated at p < .05 or better were included.  

All variables possessed reasonable skewness/kurtosis values. Results found in Table 38 

indicated EDUC 30123 (β = .559), EDSE 40213 (β = .510), and EDSE 50023 (β = -.059) 

collectively received the most credit in this equation which accounted for 61% of the 

variance in TExES EC-12 PPR outcomes.  However, the large confidence intervals 

associated with these weights is directly linked to the small population associated with 

the EC-12 Program completers at Private University.  

Table 38 
Private University: EC-12 Program: Education Courses as Predictors of TExES EC-12 
PPR Outcomes:           
              95% Confidence Interval for β 
     Predictor                 b      β     t      Sig.       Lower Bound Upper Bound 
  EDUC 30123         13.023       .559    3.190      .006               4.367                    21.678 
  EDSE 40213           8.785       .510    2.490      .024               1.306                    16.263 
  EDSE 50023          -1.225      -.059    -.252      .804            -11.536                      9.085  
F (3, 15) = 11.086, p < .001, R2 = .675,  R2

adj  = .614 
 
 Set Five: Private University EC-12, 4-8, and 8-12 Program Course Variable 

Analyses. Again, 4-8, 8-12, and EC-12 Programs receive content outside of the College 

of Education at Private University, and receive educational theory and pedagogy within 

the College of Education.  These students will often meet in the same classroom with the 

same professor for the same course, but with a different program (i.e., EDMS 30013 and 

EDSE 30013).  Ultimately, university administrators indicated differences in EC-12, 4-8, 

and 8-12 courses sometimes exist only on paper.  Another similarity between these 

programs is that all TExES PPR examinations cover the same domains and competencies, 
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are written in the same format, and pose similar questions.  In order to attempt to address 

the issue of small sample size and large confidence intervals, one final, aggregated 

analysis was conducted utilizing PPR results from all three programs as the dependent 

variable, and the common courses with statistically significant correlations to TExES 

PPR outcomes associated with 4-8, 8-12, and EC-12 Programs as predictors: EDUC 

30123 (r = .434, p < .01), and EDSP 30603 (r = .322, p < .01). Results were statistically 

significant, F (2, 55) = 7.987, p < .01, with variables moderately accounting for about 

20% of PPR variance (R2
adj = .194).  EDUC 30123 (β = .332) weighted heaviest in this 

equation, while EDSP 30603 (β = .256) also contributed.  However, the range in 

confidence intervals did not improve much as a result of aggregating programs. 

Additional results associated with these variables are reported in Tables 39 and 40.  

Table 39 
Aggregated Descriptives for Private University EC-12, 4-8, and 8-12  Common Courses  
Course                                 N  Skewness          Kurtosis  
EDSP 30603 Study of Exceptional Learners  59    -1.310       .614 
EDUC 30123 Educational Psychology   61    -1.395  1.027  
 
Table 40 
Private University: EC-12, 4-8, & 8-12 Programs: EDSP 30603 and EDUC 30123 as 
Predictors of Aggregated TExES PPR Outcomes:       
              95% Confidence Interval for β 
     Predictor                 b      β     t      Sig.       Lower Bound Upper Bound 
  EDSP 30603         10.409      .256     2.087      .041                 .416                    20.402   
  EDUC 30123        12.235      .332     2.710     .009               3.192                    21.278   
F (2, 55) = 7.987,  p = .017, R2 = .222,  R2

adj  = .194 
 
Stage 2: Private University: Step 2: Logistic regression was originally intended to be the 

final step associated with the research question of Stage 2.  However, all 2005-2006 

program completers in EC-4, EC-12, 4-8, and 8-12 Programs at Private University passed 
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their respective TExES PPR examinations, scoring the required 240 or higher.  In fact, 

the averages for both EC-4 as well as EC-12, 4-8, and 8-12 programs when analyzed 

separately ranged from 267-279, and median values ranged from 269-280 for all 

programs.   

Public University: Stage 2 

Stage 2: Public: Step 1:  The first step in approaching the research question associated 

with Stage 2 was to determine which program variables, or courses, were most predictive 

of TExES PPR outcomes.  For Public University, pre-admission SAT scores and teacher 

preparation course grades were predictors to this end.  Descriptives were initially 

generated and examined using all teacher preparation course level data to determine the 

breakdown of grades by course.  Similar to Private University, the EC-4 Program as well 

as the 4-8 Program at Public University provides theory, content and pedagogy courses to 

its students, whereas the 8-12 and EC-12 Programs only provide only theory and 

pedagogy courses.  Thus, all 8-12 and EC-12 students at Public University take content 

specialization courses (i.e., science, social studies, mathematics, English/language arts, 

etc.) outside of the College of Education.   

Education and pedagogy course level data were not comprehensive for EC-4 and 

4-8 programs for Public University, but were more exhaustive for 8-12 and EC-12 

programs. Table 41 shows data only from reported pedagogy courses and grades earned 

at Public University in teacher preparation courses for 2005-2006 program completers by 

program area.  Table 41 only reports the highest single grade earned by students in these 

courses for each student. 
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Table 41  
Grade Distributions in Teacher Preparation Courses at Public University.    
Program Course  N  As Bs Cs Ds Fs Pass  
EC-4 Certification  
 DFST 3123  240            133  78      28  1  *   * 
 DFEC 4243  244            221  21  1  1   *   * 
 DFST 4233  232            212  18  2  *  *   * 
 EDEE 3320  245            211  26  8  *  *   * 
 EDEE 3380  213            144  64  5  *  *   *    
 EDEE 4340  243            197  41  5  *  *   * 
 EDEE 4350  242            208  29  4  1  *   * 
 EDRE 4450  242            190  43  9  *  *   * 
 EDRE 4860  242            226  13  3  *  *   * 
 EDEE 4101  242    *   *   *  *  * 242 
 EDEE 4102  242    *   *   *  *  * 242 
 
4-8 Certification 
 EDEE 4350  45             29       13  2  1   *  * 

EDEE 3320  44  39  4  1  *   *  *  
EDEE 3380  41  28        12  1  *   *  * 
EDEE 4330  45  33    8   3  1  *  * 
EDEE 4340  45  36   7  2  *  *  *  
EDEE 4103  40   *  *  *  *   * 41 
EDEE 4104  40   *  *  *  *  * 40 

 
8-12 Certification 
 EDSE 3800  71             56  14   1  *  *  *  

EDSE 3830  71  59  12   *  *  *  * 
EDSE 4060  70  64    6   *  *  *  * 
EDSE 4070  70  48  18    3  1  *  * 
EDSE 4108  65   *  *    *  *  * 65 

 EDSE 4118  65   *  *   *  *  * 65 
 EDSE 4840  71          46  20   4  1   *  * 
  
EC-12 Certification  
 DFST 3123               124                    52        36        15   *  *   * 

EDSE 3800             84  49  27   8  *  *   * 
 EDSE 3830             21  14   7   *  *  *   * 
 EDSE 4060  60  52   8   *  *  *   * 
 EDSE 4070             21                    14          7          *   *  *    * 
 EDSE 4108  99    *    *  *  *  *  99 
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Set One: Public University EC-4 Program Course Variable Analyses. As 

previously mentioned, the EC-4 Program at Public University offers content 

specialization, educational theory, and pedagogy courses all within the College of 

Education.  Coursework for the EC-4 Program is only blocked during the senior year 

when students take Professional Development School (PDS) courses.  The first semester 

of the senior year is known as PDS 1, and the second semester of the senior year is PDS 

2.  Thus, this arrangement allows students a great deal of flexibility in determining when 

they enroll in courses prior to their PDS year.  However, once in the PDS year, students 

typically enroll in PDS1 and PDS2 courses consecutively.  Because of this course 

delivery arrangement, selected courses were examined in the following sets as related to 

TExES outcomes: (1) undergraduate educational courses taken prior to admission into a 

teacher preparation program, (2) undergraduate educational courses taken post-

admission, but prior to senior year, (2) PDS1 educational courses, and (3) PDS2 

educational courses.  Correlations between individual courses recording letter grades (i.e., 

not pass/fail) and courses with 10 or more grades reported, as well as correlations 

between courses and TExES PPR scores, can be found in Table 42.  Note that although 

several undergraduate educational courses were statistically significantly correlated with 

one another, none of the undergraduate educational courses associated with Public 

University’s EC-4 Program were statistically significantly correlated with TExES EC-4 

PPR outcomes except for the negative correlation associated with TExES EC-4 PPR 

outcomes and the undergraduate course of DFST 4233: Guidance of Children and Youth 

(r = -.133, p < .05, N = 230).   
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Table 42 
Correlations Between Public University Coursework and TExES PPR Outcomes for EC-4 
Program Completers     
                     DFEC     DFEC   DFST     EDRE    EDRE  EDEE    EDEE     EDEE   EDEE      
                      4243       4233      3123     4450        4860      3320       3380       4340     4350    TExES 

DFEC 
4243 1.00  .841 .214 .053 .947 .906 .736 .807 .856 .177 

DFEC 
4233 -.013 1.00 .040 .081 -.032 .172(*

*) .101 .201(*
*) .125 -

.133() 
DFST 
3123 .081 .040 1.00 .090 .126 .226(*

*) 
.335(*
*) 

.170(*
*) 

.142(*
) .065 

EDRE 
4450 .125 .081 .090 1.00 .169(*

*) .082 .085 .372(*
*) 

.174(*
*) -.010 

EDRE 
4860 -.004 -.032 .126 .169** 1.00 .107 .227(*

*) 
.378(*
*) 

.217(*
*) .118 

EDEE 
3320 .008 .172** .226** .082 .107 1.00 .278(*

*) 
.142(*
) 

.143(*
) .037 

EDEE 
3380 .023 .101 .335** .085 .227** .278** 1.00 .118 .200(*

*) .043 

EDEE 
4340 -.016 .201** .170** .372** .378** .142* .118 1.00 .219(*

*) .005 

EDEE 
4350 .012 .125 .142* .174** .217** .143* .200** .219** 1.00 .091 

TExES 
PPR -.087 -.133* .065 -.010 .118 .037 .043 .005 .091 1.00 

              
**  Correlation is significant at the 0.01 level (2-tailed). 
* Correlation is significant at the 0.05 level (2-tailed). 
 

Similar to the EC-4 Program at Private University, normality in the form of 

skewness and kurtosis was considered apriori to conducting analyses. However, because 

multiple regression is quite robust to the violation of the normality assumption and 

because the EC-4 Program population at Public University was six times larger than the 

EC-4 population a Private University, all undergraduate educational course variables 

were included in regression analyses regardless of normality statistics associated with the 

EC-4 Program at Public University.  Skewness and kurtosis values as associated with 

selected Public University’s EC-4 undergraduate courses (n = 213-240) can be found in 

Table 43. 
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Table 43 
Public University: Skewness and Kurtosis Statistics by Program Status.    
                   N          Skewness                Kurtosis  
Pre-PDS Courses, Prior to Teacher Education Program Admission:   
    DFST 3123: Child Development                   240                -.910                      -.210 
    DFST 4233: Guidance of Children & Youth             232  -3.540    12.901  
    DFEC 4243: Environmental Processes & Assessment           244  -5.369        40.874       
  
Pre-PDS Courses, After Admission to Teacher Education Program Admission:  

EDRE 4450: Reading & Writing Birth Through Grade 4     242 -1.994      2.958 
EDEE 3320: Foundations: The School Curriculum          245               -2.725      6.835 
EDEE 3380: Teaching & Learning in Grades EC-8          213               -1.133                       .230 
        

PDS Block 1:   
    EDRE 4860: Reading & Language Arts in Grades EC-8       242             -4.305                     19.440 
    EDEE 4340: Social Studies in Grades EC-8            243              -2.071                      3.602 

EDEE 4350: Mathematics in Grades EC-8            242  -3.043     10.619                 
                    
PDS Block 2: 
    EDEE 4101: Student Teaching in Pre-K through Grade 4           n/a              n/a  
   EDEE 4102: Student Teaching in Pre-K through Grade 4           n/a             n/a  
 n/a: Student Teaching courses were pass/fail, and students could not graduate without passing  

       them, so there were variations in grades for these courses.                
 

Multiple regression analyses were conducted by program status under the 

rationale that if it were possible to predict TExES EC-4 PPR success or failure 

throughout program progress, one could better target those students who would be in 

potential need of extra TExES EC-4 PPR preparation. However, none of the program 

status course sets were statistically significantly predictive of TExES EC-4 PPR 

outcomes: courses taken prior to teacher preparation program admission: F (3, 219) = 

2.111, p > .05: courses taken post-admission but prior to PDS1: F (3, 202) =.111,  p > 

.05, and PDS 1 courses, F (3, 231) =1.974, p > .05.  PDS 2 courses were not examined as 

they were pass/fail, and there was no variability among these outcomes as all students 

had to pass in order to become a program completer in the first place.  Given the weak 

correlations between individual courses and TExES outcomes, these results were not 

surprising.   
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Following this, an aggregated regression was run using all nine EC-4 courses as 

predictors of TExES EC-4 PPR outcomes regardless of program status.  There were more 

than 200 EC-4 program completers at Public University, so the larger number of 

variables did not violate a statistical assumption (Field, 2000).   Still, statistical 

significance was not obtained.   In addition, the correlation between cumulative GPA and 

TExES EC-4 PPR outcomes was calculated and found statistically insignificant (N = 242, 

r  = .077, p > .05).  Additional results can be found in Table 44. 

Table 44 
Public University EC-4 Program: Aggregated Course Predictors of Scaled TExES PPR 
Outcomes:           
              95% Confidence Interval for β 
     Predictor                 b      β     t    Sig.       Lower Bound Upper Bound 
  DFEC 4243        -3.495       -.092   -1.259      .209              -8.971                     1.980  
  EDEE 4350        5.648        .155    2.040      .043                 .184                    11.112 
  EDEE 3320           .382        .011      .142       .887             -4.920                      5.683 
  EDEE 3380          -.151       -.005    -.065       .949             -4.777                      4.474                  
  EDEE 4340        -2.165       -.063    -.743       .458             -7.914                      3.583 
  EDRE 4860         4.863        .097   1.209       .228              -3.075                    12.801 
  DFST 3123            .902        .042     .528       .598              -2.471                      4.275 
  EDRE 4450           .958        .027     .353       .724              -4.389                      6.305 
  DFST 4233         -7.608      -.153   -2.021      .045          -15.037          -.180 
  EDEE 3320          -1.225      -.059    -.252      .804            -11.536                      9.085  
F (9, 181) = 1.554,  p = .132, R2 = .071  R2

adj  = .025 

Set Two: Public University 4-8 Program Course Variable Analysis. The 4-8 

Program at Public University is very similar to the EC-4 Program in terms of coursework.  

Students receive content specialization within the College of Education as well as take 

educational theory and pedagogy courses within the College of Education.  The 

sequencing of coursework is the same as with the EC-4 program in the sense that there is 

pre-admission set of courses, a post-admission set of courses that must be taken prior to 
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PDS involvement, and then two PDS semesters.  Table 45 reports normality statistics 

associated with courses available for analysis as associated the 4-8 Program (n = 41-45). 

Table 45 
Public University: 4-8 Program: Courses Descriptives      
 Course      N  Skewness Kurtosis  
EDEE 4350: Math in Grades EC-8   45    -2.464   8.328 
EDEE 3320: Foundations: Curriculum  44    -3.195 10.488 
EDEE 3380: Teaching & Learning in EC-8  41    -1.216     .529 
EDEE 4330: Science in Grades EC-8   45    -2.005   3.702 
EDEE 4340: Social Studies in Grades EC-8  45    -2.140   3.907 
EDEE 4103: Student Teaching in Grades 4-8 41        *        * 
EDEE 4104: Student Teaching in Grades 4-8 45        *        *   
 * Note: courses not reporting skewness/kurtosis values were pass/fail, and all program completers passed. 
 
 Consistent with aforementioned EC-4 findings, none of the 4-8 courses were 

statistically significantly correlated with TExES 4-8 PPR outcomes.   Note these courses 

are actually the same courses the EC-4 program completers also took, and both EC-4 and 

4-8 students often enrolled in the same course sections.  The correlation between TExES 

4-8 PPR and cumulative GPA was also calculated (N = 44, r = .081, p > .05).  Table 46 

displays additional bivariate correlations between courses and TExES 4-8 PPR outcomes.   

Table 46 
Public University: 4-8 Program: Correlations Between Coursework and TExES PPR 
Outcomes     
      TExES         EDEE        EDEE        EDEE        EDEE      EDEE 
     4-8 PPR         4350          3320 3380         4330       4340  
 
TExES 4-8 PPR 

 
1.000  .402 .609 .305 .709 .165 

EDEE 4350 .128 1.000 .010 .243 .083 .375(*) 
EDEE 3320 -.079 .010 1.000 .106 .369(*) -.053 
EDEE 3380 .164 .243 .106 1.000 -.030 -.036 
EDEE 4330 .057 .083 .369* -.030 1.000 .530(**) 
EDEE 4340 .210 .375* -.053 -.036 .530** 1.000 

     
*  Correlation is significant at the 0.05 level (2-tailed). 
**  Correlation is significant at the 0.01 level (2-tailed). 
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Because of the lack of statistically significant correlations, only one multiple 

regression analysis was conducted in 4-8 Program outcomes.  This analysis included all 

five courses associated with the 4-8 Program for which letter grades existed and results 

were not noteworthy, F (5, 34) = .423, p > .05. 

Again, examination of associated undergraduate course syllabi and TExES 4-8 

Generalist scores was necessary to determine if these findings were related to the 

misclassification of associated courses as pedagogy when, in fact, they possessed more of 

a content emphasis.  Further, these students enrolled in many of the same courses 

associated with the EC-4 Program, so the issue of multiple instructors teaching multiple 

sections of courses potentially confounded results for the 4-8 Program associated with 

Public University as well. 

Set Three: Public University 8-12 Program Course Variable Analyses. The 8-12 

Program at Public University is not a blocked program.   Similar to the 8-12 Program at 

Private University, students receive undergraduate course content specialization outside 

of the College of Education in a variety of areas, but take the same undergraduate 

educational theory and pedagogy courses within the College of Education.  Unlike EC-4 

and 4-8 data associated with Public University, all required undergraduate educational 

courses were available for examination to this end as associated with the 8-12 Program.  

Table 47 reports related descriptive statistics in the form of skewness and kurtosis values 

for courses reporting letter grades of program completers in the 8-12 Program (n = 65-

71).  Note there were only five courses associate with Public University’s 8-12 Program 

that were available for analysis as associated with this study. 
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Table 47 
Public University: 8-12 Program: Course Descriptives      
Course                                  N  Skewness    Kurtosis  
EDSE 3800:  Legal, Organizational & Professional   
  Issues in Teaching    71      -1.806 2.427 
EDSE 3830  Teaching/Learning Process and    

Evaluation     71      -1.805         1.293 
EDSE 4060 Instructional Strategies and Classroom 

Management     70             -3.025         7.360 
EDSE 4070 Teaching Diverse Populations  70             -1.785         3.378 
EDSE 4108  Student Teaching in 8-12 School                    65            *                * 
EDSE 4118 Student Teaching in 8-12 School           65                   *                * 
EDSE 4840 Content Reading Area-8-12 Schools  71       -1.555  2.318  
 * Note: courses not reporting skewness/kurtosis values were pass/fail, and all program completers passed. 
  
 Similar to Public University’s EC-4 and 4-8 Programs, correlations between 

selected educational courses associated with Public University’s 8-12 Program and 

TExES 8-12 PPR outcomes did not reveal statistically significant relationships.  Further, 

the correlation between Public University’s cumulative GPA and TExES 8-12 PPR 

outcomes was calculated (N  = 71, r = .188, p > .05).  Correlations among selected 8-12 

courses associated and TExES 8-12 PPR outcomes are displayed in Table 48. 

Table 48 
Public University: 8-12 Program: Correlations Between Coursework and TExES 8-12 
PPR Outcomes      
 EDSE   EDSE  EDSE     EDSE     EDSE        TExES 
 3800    3830    4070     4060     4840          8-12 PPR  
 
EDSE 3800 1.000  .369 .016 .128 .432 .750 
EDSE 3830 .108 1.000 -.097 .132 .156 .151 
EDSE 4070 .288* -.097 1.000 .454(**) .551(**) .035 
EDSE 4060 .184 .132 .454** 1.000 .492(**) .082 
EDSE 4840 .095 .156 .551** .492** 1.000 .170 
TExES 8-12 
PPR .038 .151 .035 .082 .170 1.000 

     
*  Correlation is significant at the 0.05 level (2-tailed). 
**  Correlation is significant at the 0.01 level (2-tailed). 
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 One multiple regression analysis was run utilizing all 8-12 courses as predictors 

of TExES 8-12 PPR outcomes to confirm the lack of relationship between courses grades 

and PPR outcomes. As with other multiple regression analyses associated with this study, 

courses which reported pass/fail grades were not included in this analysis.  As expected, 

results were not statistically significant, F (5, 63) = .658, p > .05.  Because 8-12 and EC-

12 students receive content specialization outside of the College of Education, these 

courses associated were believed to be pedagogy courses given degree plan 

classifications which indicated as such.  Further discussion of this classification system 

can be found in Chapter V.  Multiple course sections with various professors teaching 

these sections of courses potentially contributed to lack of statistical significance 

associated with these analyses.  

Set Four: Public University EC-12 Program Course Variable Analyses. The EC-

12 Program at Public University is also not a blocked program, and is very similar to the 

Public University’s 8-12 Program.   In fact, it is so similar to the 8-12 Program that EC-

12 students are required to take a number of courses with EDSE prefixes.  Also similar to 

the 8-12 Program at Private University, EC-12 students receive content specialization 

outside of the College of Education in a variety of areas, but take the same educational 

theory and pedagogy courses within the College of Education.  Unlike EC-4 and 4-8 data 

associated with Public University, all required educational courses were available for 

examination to this end as associated with EC-12 program.  Table 49 reports related 

skewness and kurtosis statistics for courses reporting letter grades of program completers 

in the EC-12 Program (n = 21-103). 
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Table 49 
Public University: EC-12 Program: Course Descriptives        
Course                                  N  Skewness      Kurtosis       
EDSE 3800:  Legal, Organizational & Professional   
  Issues in Teaching    84 -.951  -.234 
EDSE 3830:  Teaching/Learning Process and    

Evaluation     21 -.763  -1.579 
EDSE 4060:  Instructional Strategies and Classroom 

Management     60  -2.213  2.996 
EDEE 4105:  Student Teaching Elementary Schools 99      *                 * 
EDSE 4108:  Student Teaching in 8-12 Schools     99             *                     * 
DFST 3123:  Child Development    103 -.671  -.819 
EDSE 4070:  Teaching Diverse Populations  21 -.763  -1.579  
    * Note: courses not reporting skewness/kurtosis values were pass/fail, and all program completers passed. 
     
 Only one course was statistically significantly correlated with TExES EC-12 PPR 

outcomes: EDSE 3830, Teaching/Learning Process and Evaluation (r = .884, p < .01).  

However, this finding was viewed with caution as only 7 valid cases were associated with 

its calculation.  The correlation between cumulative GPA and TExES EC-12 PPR 

outcomes was also calculated and found statistically significant (N  = 23, r = .722, p < 

.01).  However, only 23 out of approximately 100 EC-12 program completers were 

utilized in this calculation. Additional correlations are displayed in Table 50. 

Table 50 
Public University: EC-12 Program: Correlations Between Coursework and TExES PPR 
Outcomes     
 EC-12   EDSE   EDSE   EDSE   EDSE   DFST 
   PPR      3800      3830     4060      4070      3123  
EC-12 PPR 1.000  .174 .008 .370 .964 .345 
EDSE 3800 .335 1.000 .(a) -.084 .(a) .244(*) 
EDSE 3830 .884** .(a) 1.000 -.158 -.071 -.173 
EDSE 4060 .232 -.084 -.158 1.000 .316 .427(**) 
EDSE 4070 -.021 .(a) -.071 .316 1.000 .346 
DFST 3123 .206 .244* -.173 .427** .346 1.000 

     
**  Correlation is significant at the 0.01 level (2-tailed). 
*  Correlation is significant at the 0.05 level (2-tailed). 
a  Could not be computed as the size of N is too small 
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Multiple regression was utilized to confirm suspicions course grades would not be 

predictive of TExES EC-12 PPR outcomes.  Two courses, EDSE 4070 and EDSE 3830, 

were left out of the equation due to the small number of valid cases associated with 

TExES EC-12 PPR outcomes (n < 10).  Similar to all other results for Public University 

programs, results were not statistically significant, F (3, 5) = 3.079, p > .05.  Again, 

multiple sections of courses as well as small valid cases associated with the sample size 

were believed to contribute to their lack of predictability of TExES EC-12 PPR 

outcomes.  

Stage 2: Public: Step 2:  Logistic regression was the final step associated with the 

research question of Stage 2.   Scale score outcomes on TExES PPR exams for students 

at Public University ranged from 169 to 300.  A scale score of 240 is required to pass 

PPR exams, regardless of certification type.  The aggregated pass rate for program 

completers for the 2005-2006 academic year regardless of program type was 95.58%.  

Students who did not pass their respective TExES PPR examinations scoring the 

minimum 240 scale score were as follows:  EC-4 (n = 9/271), 4-8 (n = 2/45), 8-12 (n = 

6/71), and EC-12 (n = 2/43).  Descriptives associated with TExES PPR outcomes by 

program for Public University are displayed in Table 51. 

Table 51 
Descriptives for TExES PPR Outcomes by Program at Public University    
         Program  n Minimum    Maximum          SD    Mean      Median  
        EC-4           271     169                300            17.474          266           269 

   4-8  45     230    290            13.868      270           273 
 8-12  71     215    292         16.570          262           263 

          EC-12  43            235                290            14.878          264           265  
    

PPR outcomes by program and all associated, graded courses with at least 10 
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valid cases were included in these analyses.  Due to the fact there was not a 100% pass 

rate associated with Public University, the scale score of 250 was selected as the cut-off 

point for prediction purposes under the rationale that any student who was not predicted 

to score at least a 250 would be in need of identification and potential additional tutoring 

prior to taking his/her respective TExES PPR exam.  The breakdown of students who 

scored above/below this 250 scale score by program is found in Table 52. 

Table 52 
Actual Number of Students Scoring Below and Above the 250 Scale Score on TExES 
PPRs by Program for Public University.        
 Program    </= 250  > 250    

EC-4 Program        51      220 
4-8 Program          5        40 
8-12 Program        17        54    

. EC-12 Program         9        34    
 
 Four separate logistic regression analyses were run by program.  However, none 

of these analyses revealed significant improvements from the intercept only model to the 

course predictor model.  This was believed to be due to the following: (1) the lack of 

correlation between courses and PPR outcomes to begin with, and (2) even after selecting 

a stricter minimum pass score, the pass/fail groups were not nearly equitable in size.  

Further results can be found in Table 53. 

Table 53 
Logistic Regression Outcomes by Program in Predicting Whether or Not a Program 
Completer Would Pass Their Respective TExES PPR Exam      
                            Intercept Only %     Model % 
       Program             n         model χ2        Sig.        df             Prediction      Prediction  
   EC-4 Program 192      26.115          .202 21                 82.3                   83.9 
   4-8 Program               41      14.731          .195        11                 90.2                   95.1 
   8-12 Program   71      13.536          .140   9          75.7            77.1 
   EC-12 Program          11        3.929          .560          5          90.9                   90.9  
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Private University: Stage 3 

The purpose of Stage 3 of the model was to use pre-admission, undergraduate, 

and certification variables to predict the career status of a program completer during the 

first four years beyond certification.  The research question associated with Stage 3 was: 

Do pre-admission, pre-program, program, and certification variables predict career choice 

1-2 years beyond initial certification based on institution type? 

 
Stage 3: Private University: Information regarding the status of students beyond program 

completion was only available for students in the EC-4 program at Private University.  

Due to the fact that this study was conducted on subjects who received bachelors degrees 

and certification during the 2005-2006 academic year, only data regarding career choice 

(teaching or graduate school) for years 1 and 2 were available.  Specifically, career 

choices existed for 34 EC-4 program completers.   

TExES EC-4 PPR outcomes and courses which proved to be most influential 

across the program were included in this analysis as predictors of career choice beyond 

program completion (n = 34): EDEC 30103, EDEC 30014, EDUC 30123, and TExES 

EC-4 PPR scores.   Data from year 1 with grades from these courses included 28 alumni 

who immediately took teaching jobs and 6 who continued their education and enrolled as 

a graduate student.  Given the lack of variability in outcomes, the analyses generated a 

model χ2 = .081, which lacked statistical significance.  However, upon examination of 

Rao scores, both EDEC 30103 and EDUC 30123 possessed statistically significant scores 

signifying potential contribution when added to the model (Field, 2000).  As such, a 
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second logistic regression was run utilizing only these two variables, which generated a 

statistically significant model χ2 = .018.  However, there was no improvement from the 

intercept-only to logistic model, as both models predicted group membership correctly 

82.4% of the time.  Again, the fact that 29 out of 34 program completers went directly 

into teaching, with only 6 going on to graduate school, was believed to have contributed 

to the intercept-only model generating statistical significance in the first place, as well as 

explained why the logistic model was unable to improve this null model. 

 
Public University: Stage 3 

No information regarding the status of students beyond program completion was 

available for program completers associated with EC-4, 4-8, 8-12, and EC-12 Programs 

at Public University.  As such, Stage 3 of the model could not be carried out for Public 

University.  Suggestions for strategies which could be used to help collect/compile Stage 

3 data for Public University are discussed in Chapter V.  

 
Summary 

 The purpose of this chapter was to report and interpret findings as they related to 

the proposed model.  Findings were reported separately by stage as well as by university 

in sections of this chapter.  Statistical considerations outlined in Chapter III were 

addressed in each section of these findings.  This chapter concludes the results from this 

study. 
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Chapter V 

This chapter includes three sections: (a) Comparisons, Synthesis of Findings, and 

Conclusions, (b) Program Implications, and (c) Further Recommendations.  The 

Comparisons, Synthesis of Findings, and Conclusions section considers unique findings 

of each institution as well as compares Private and Public University results, drawing 

inferences and conclusions.  The Program Implications section discusses original 

aspirations associated with this model as outlined in Chapter I.  The Further 

Recommendations section provides suggestions for future research as well as discusses 

study findings in the larger scope of subsequent teaching impact on K-12 outcomes. 

This study was carried out in three stages.  One research question was addressed in 

each stage.  Research questions were:  

1. Which pre-admission characteristics and pre-program variables are most 

influential in generating ability estimates and are those ability estimates predictive 

of teacher preparation program completion GPA based on institution type? 

2. Do pre-admission, pre-program, and program variables predict success on TExES 

PPR Certification Exams among pre-service teachers based on institution type? 

3. Do pre-admission, pre-program, program, and certification variables predict 

career choice 1-2 years beyond initial certification based on institution type? 

Comparisons, Synthesis of Findings, and Conclusions 

This section is organized in the following manner: statistical and research design 

issues that impact the larger scope of this study for both institutions are presented first. 

Discussion of the model by stage in comparing/synthesizing Private and Public 
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University findings and conclusions follows. 

 
Replicability and Reliability. Reliability was considered with regard to 

standardized testing variables.  Although aggregated reliability estimates were available 

for nationwide test administrations by calendar year, data regarding when program 

completers actually took ACT or SAT exams or which forms of these exams were taken 

was unavailable.  As such, including these national estimates by calendar year was 

considered inappropriate.   

 Reliability estimates for TExES examinations were not included on the SBEC or 

ETS websites.  An inquiry was submitted to SBEC requesting either statewide or 

university estimates on 2005-2006 PPR examinations, but this inquiry had not been 

responded to by the time this document was written. Regardless, currently the TExES 

examinations are the primary and only standardized means of assessing teacher 

qualifications in the state of Texas, and were, thus, included in analyses. 

 The extent to which study results would be replicable across academic years was 

considered in conjunction with reliability.  To this end, the stability of programs over 

time was of interest and administrators at Private University and Public University were 

questioned regarding the following issues: faculty turnover and ratio of full- to part-time 

faculty, program requirement consistency across years, and student type.  For Private 

University, university administration reported faculty turnover was considered low, 

courses/sections were typically taught by the same full-time professors from year to year 

with few adjuncts, student type was considered consistent across academic years, and 

programs of study remained relatively stable in terms of requirements across academic 
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years.  For Public University, university administration reported faculty turnover was 

considered moderate, courses were taught by both full-time and several adjunct 

professors from year to year, student type was considered consistent across academic 

years, and programs of study were reported to remain relatively stable in terms of 

requirements across the years.  In addition, courses at Public University often had 

multiple sections associated with them, sometimes as many as 9 or more.  With such a 

program delivery setup, it is impossible for any full-time faculty carrying a typical 3-3 or 

3-2 teaching load to be responsible for teaching all sections of any one course during a 

semester.  Utilizing multiple instructors to deliver multiple sections of the same course 

introduces a large amount of error associated with resulting course grades. 

Grade Distributions. Similar grade inflation existed at both universities.  Most 

students made As in coursework.  Although some of this may have been attributed to 

instructors being too lenient, the existence of such a phenomenon ultimately could not be 

known.  What was known was that students must all meet the same requirements in order 

to be admitted into a teacher preparation program, which generated more homogeneous 

populations of students.  As such, one would expect them to earn similar grades in 

educational courses.  Table 54 reports aggregated grades earned in all courses associated 

with this study for Private and Public Universities, regardless of program.   

Table 54 
Undergraduate Grades Earned Regardless of Program at Private & Public Universities.   
      University     As Earned Bs Earned Cs Earned Ds Earned  
Private University  1049 (80%) 244 (19%)   18 (1%)        1 
Public University  2361 (79%)  532 (18%) 105 (3%)        7   
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Upon reflection of discussion with higher education administrators, grade 

inflation appeared to exist within teacher preparation programs in this study for a number 

of reasons.  First, students in colleges of education were a more homogeneous group due 

to the fact students all met the same admission requirements.  Second, students in the 

college of education all possessed the same career passions.  Third, the content 

commonly taught in educational courses was considered subjective in nature, often 

making it difficult for faculty to clearly distinguish between a completely “right” answer 

and a “wrong” answer.  Fourth, several courses within educational programs only 

reported the dichotomous outcomes of pass/fail as course grades. And, fifth, coursework 

associated with these programs of study often included cooperative learning activities and 

projects for which all students participating in a group received the same grade. 

 With regards to this study, grade inflation was found to be a slightly more 

concerning at Private University, especially in light of smaller sample sizes.  This was 

believed to be the result of two factors: (1) the admission rate for Private University is 

extremely low, which further served to make program populations homogenous groups 

(i.e., in 2006, general college admission was only 1 in 8 applicants, and teacher 

preparation program admission was only 1 in 2 applicants beyond this); and (2) program 

populations were small, ranging from 20-46 program completers.  As such, the variables 

of skewness and kurtosis were carefully considered apriori to running analyses associated 

with stages for all programs at both universities, but particularly at Private University. 
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University Comparisons: Stage 1. To answer the first research question, the 

research of Young (1990) was utilized regarding the generation of GPA ability estimates.  

Only data from Private University was available to utilize to this end.  The person ability 

estimates generated in this current study were not predictive of cumulative undergraduate 

GPA, nor were they predictive of GPA on the first 60 hours of undergraduate studies. 

This finding was believed to be attributed to (a) a potential violation of the local 

independence assumption as associated with ability estimates being generated based on 

grades from different courses (i.e., science and math courses collectively used to generate 

just one ability estimate), and/or (b) error introduced from students taking the same 

courses from different teachers at different high schools.  However, the possibility may 

also exist for this study that the use of categorical predictors in the form of letter grades 

instead of continuous predictors in the form of percentage grades also limited the utility 

of ability estimate results as categorical predictors are unable to differentiate between 

students who score an 80% and those who score an 89.8%, etc.  Also, had high school 

transcripts been available for all programs at both universities, it would have been 

expected that any additional ability estimates would have generated similar, uncorrelated 

findings regardless of program size. 

Instead, SAT and ACT scores were the only other variables available for many of 

the program completers at both universities.  Also, most students took either the ACT or 

the SAT, but not both of these admission examinations, regardless of whether or not they 

attended Public University or Private University. The SAT examination was the 

assessment students took more often.  Further, SAT scores proved to be generally more 

2008 HICE Proceedings 
Page 5361



Teacher Preparation Program Effectiveness 
 

111 

 

predictive of cumulative GPA outcomes than ACT scores for Private University.  SAT 

scores were available for all programs associated with Private University, but were only 

available for the EC-12 Program at Public University.  Aggregated correlations between 

SAT verbal scores and cumulative GPA are found in Table 55. 

Table 55 
Private University & Public University Bivariate Correlations Between SAT Verbal and 
Cumulative GPA by Program          
University/Program  N     r            r2    Sig.              
Private University: 
    EC-4   46  .566**  .320    .002 
    4-8   20  .550*  .303  <.001 
   8-12   21  .661**  .437    .004 
    EC-12   32  .571**  .326  <.001  
Public University: 
 EC-12   58  .464**  .215  <.001   
  

These results support current admission practices at both universities which 

require the SAT or ACT entrance exams.  Current general undergraduate admission 

requirements for Public University include an 1180 SAT composite score or a 26 

composite score on the ACT.  At Private University, there is no set minimum for SAT or 

ACT examinations required to get into general undergraduate students as admission 

decisions are decided on a case-by-case basis.  However, the College of Education at 

Private University requires students hold a minimum of 1170 SAT composite 

(minimums: 500 math and 500 verbal) or a 23 on the ACT prior to admission into any 

teacher preparation program of study.   

University Comparisons: Stage 2.  The purpose of Stage 2 of the model was to 

use pre-admission and undergraduate program variables in predicting whether or not a 

student would be successful on TExES examinations.  Due to smaller program sizes at 
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Private University, the EC-4 Program was examined either by blocked semester, if 

applicable, and the 4-8, 8-12, and EC-12 Programs were examined by course prefix (i.e., 

EDSE, EDUC, etc.).  At Public University, the EC-4 and 4-8 Programs were examined in 

courses sets (pre-PDS, PDS1, and PDS2), and courses associated with the 8-12 and EC-

12 Programs were examined collectively.   

To further examine multiple regression analyses where statistical significance was 

not found at Private University, post-hoc power analyses were conducted to compare 

statistically insignificant findings associated with the smallest program population at 

Private University and the largest program population at Public University. Power (1 – β) 

is said to be an analysis’s ability to detect an effect, assuming an effect truly exists, and is 

dependent on effect size, sample size, and the significance criterion selected for an 

analysis (Bell, 2000).  Power is also referred to as the probability a statistical test will 

generate statistically significant results (Cohen, 1998). In social science research, power 

of .80 is commonly, but not always, sought when developing the research design apriori.  

Because this study included entire populations of program completers, sample size could 

not be established apriori to conducting analyses.  Table 56 displays post-hoc power 

calculations generated to further explore regression analyses associated with statistically 

insignificant findings at Private University where sample sizes were smallest. 

Specifically this table reflects power calculations based on sample size of 20 with two 

predictor variables and a statistical significance criterion of .05.  This table shows that 

even if a large effect existed, it would have been difficult for regression analyses to have 

detected it. 
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Table 56 
Post-Hoc Power Calculations Associated with Statistically Insignificant Regression 
Findings with Small Population Sizes, p ≤ .05: Private University     
Anticipated  
Effect (R2)           f2            n     u          V                λ   Power  
   .35          .35/(1-.35)=.54         20      2       20-2-1=17         .54x20=10.76     .79 
   .15             .15/(1-.15)=.18         20      2  20-2-1=17         .18x20=3.53                 .28 
   .02             .02/(1-.02)=.02         20      2       20-2-1=17         .02x20=.40                <.20  
  

Similarly, post-hoc power calculations were generated to further explore 

statistically insignificant findings associated with regression analyses for Public 

University where larger sample sizes and multiple predictor variables were included.  

Specifically, the EC-4 analyses which utilized 242 subjects and 9 predictor variables 

were examined. Table 57 displays associated power calculations and illustrates that with 

this large of a sample size, regression would have been very likely to reveal either 

moderate to large effect sizes had they existed.  See the following section regarding 

coursework correlations with TExES PPR outcomes for further discussion of disparities 

among regression results associated with Stage 2. 

Table 57 
Post-Hoc Power Calculations Associated with Statistically Insignificant Regression 
Findings with Larger Population Sizes, p ≤ .05: Public University     
Anticipated  
Effect (R2)          f2                             n    u           V                λ   Power  
   .35         .35/(1-.35)=.54         242    9        242-9-1=232      .54x242=130.68    >.99 
   .15         .15/(1-.15)=.18         242    9  242-9-1=232      .18x242=43.56           >.99      
   .02            .02/(1-.02)=.02         242    9        242-9-1=232      .02x242=4.84               .29  
 

Another issue associated with Stage 2 of the model was the wide variance 

associated with correlations between course grades and TExES PPR outcomes for both 

universities.  At Private University, 13 out of 22 courses associated with the EC-4 

Program were statistically significantly correlated with TExES EC-4 PPR outcomes (n = 
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18-41, p <. 05); 2 out of 8 courses associated with the 4-8 Program were statistically 

significantly correlated with TExES 4-8 PPR outcomes (n = 18-21, p < .05); none of the 

8-12 courses were significantly correlated with TExES 8-12 PPR outcomes (n = 16-19); 

and 3 out of 6 associated with the EC-12 courses were significantly correlated with 

TExES EC-12 PPR outcomes (n = 24-31, p < .05).  Further, after a series of multiple 

regression analyses, two courses associated with Private University were predictive of 

TExES PPR outcomes regardless of program area and accounted for roughly 20% of the 

variance associated with TExES PPR outcomes: EDUC 30143, “Child and Adolescent 

Development” and EDUC 30123, “Educational Psychology” (F = 4.746, p < .05). 

Coursework at Public University did not prove to be a useful tool in predicting 

TExES PPR outcomes, regardless of program area.  In fact, only two courses were 

significantly correlated with TExES PPR outcomes across all programs.  In the EC-4 

Program, DFST 4233, “Guidance of Children and Youth” possessed a negative 

correlation with TExES EC-4 PPR outcomes (r = -.133, p < .05).  Only one other course 

had a significant correlation with TExES PPR outcomes, but that correlation was based 

on only 7 valid cases and was viewed with great caution: EDSE 3830, 

“Teaching/Learning Process and Evaluation” as associated with the EC-12 Program only 

(r = .884, p < .01).  Neither of these courses generated noteworthy effect size measures. 

One reason for these discrepancies was believed to be related to course delivery.  

At Private University courses are taught primarily by full-time faculty, and faculty 

turnover is low.  In addition, generally there are only 1-3 sections of any one course being 

taught during a semester, and one faculty member is generally responsible for teaching all 
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sections of that course.  As such, sections at Private University were considered to be 

relatively stable/consistent in terms of professors, course content, and delivery.  In 

contrast, the teacher preparation programs at Public University are much larger in terms 

of student population and section offerings, faculty turnover was considered moderate by 

university administration, and the use of adjuncts in teacher preparation programs was 

frequent.   

Although information was unavailable regarding which professors taught the 

various sections of courses associated with the 2005-2006 program completer population, 

current course offerings for the 2007 academic year confirm that there are many sections 

of courses taught by various professors each semester.  For example, in the Fall 2007 

semester, there were 5 sections capped at 40 students each and 5 different instructors 

teaching  EDEE 4340, “Social Studies in Grades EC-8” and 9 sections capped at 30 

students each with different instructors teaching EDEE 4330, “Science in Grades EC-8.”  

Even if syllabi were strictly standardized, error would still be associated with course 

grades as attributed to the differing teaching philosophies, backgrounds, and 

specializations of instructors. As such, this error was believed to have contributed greatly 

to the lack of significant correlations between course grades and TExES PPR outcomes. 

A second possibility for these findings may stem from course classification.  

Upon further examination of Public University coursework, some of the course 

descriptions and course titles appeared to reflect more of a content emphasis than a 

pedagogy emphasis.  For example, the courses EDEE 4340, Social Studies in Grades EC-

8, and EDEE 4350, Mathematics in Grades EC-8, were specifically labeled as pedagogy 
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courses, not content courses.  Results from this portion of Stage 2 bring to question 

whether or not course content associated with these analyses were more predictive of 

TExES EC-4 Generalist scores than TExES EC-4 PPR scores.  Course syllabi for all 

required courses and TExES EC-4 Generalist scores were not available at the time of this 

study to examine and help answer this question.   However, Public University’s Student 

Advising Office confirmed that several of these courses are actually methods courses, but 

because they are taught in conjunction with an internship and student teaching experience 

they are viewed and labeled as pedagogy courses 

Still, in looking at courses at both universities which were significantly correlated 

with TExES PPR outcomes (n > 10), it appeared these courses did have commonalities: 

(1) they were developmental theory driven, and (2) they were taken prior to admission 

into the College of Education (Private University) or PDS blocks (Public University).  As 

such, college administration may want to consider examining grades earned in theory 

based courses more carefully prior to student admission to teacher preparation programs 

or field-based component portions of programs. 

In addition, pass rates for both universities were high during the 2005-2006 

academic year.  All students at Private University passed their TExES PPR exams, and 

95.58% of program completers at Public University passed.  As such, the use of logistic 

regression to predict group membership (passing or failing group) for Private University 

was determined to be inappropriate, even when considering selecting a higher, arbitrary 

pass/fail point (Pedzahur, 1997; Stevens, 2002; Peng & So, 2002, Field, 2000).  Further, 

the dean and assistant deans in the College of Education at Private University were 
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consulted to discuss the utility of utilizing a higher cut-off score for logistic prediction 

purposes of TExES success, but administration felt strongly that being able to predict 

whether or not a student would score the required 240 minimum was good enough.   

At Public University, only 19 of 430 failed their TExES PPR exam.  Such an 

unequitable breakdown of groups also makes predicting group membership based on 

course grades a mute point in light of the fact significant correlations between courses 

and TExES PPR outcomes associated with Public University were almost non-existent.  

Still, logistic regression was run to confirm this lack of practical significance for Public 

University.  Ultimately, this is a good problem for these teacher preparation programs to 

have: their pass rates are so high on TExES PPR examinations that it is not possible for 

logistic regression to be practical tool in predicting which students will pass or fail. 

University Comparisons: Stage 3.  Although some may argue that assessing 

whether or not a teacher preparation program completer chooses to seek a teaching 

position beyond graduation is redundant, university administrators indicated teaching 

employment trends in the metropolitan area associated with Private and Public University 

suggest there is greater supply than there is demand for teachers, particularly for EC-4 

teachers.  As such, school districts may be able to hire those who interview best as well 

have the strongest qualifications as opposed to those who do not.  Following, those who 

do not get hired may be forced to seek alternative career choices.  The purpose of this 

stage of the model was to determine whether or not the existence of this phenomenon 

could be quantified.   

 Because career choice data was not available from Public University, the research 
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question associated with this phenomenon was examined by looking at Private University 

data only.  Further, career choice beyond graduation was limited to EC-4 program 

completers and was only available in terms of two following categories: teaching or 

immediate enrollment into graduate studies.  Career choices were available for 35 of the 

41 EC-4 program completers during the first year beyond graduation, and for 33 of the 

original 41 EC-4 program completers during the second year beyond graduation.  

However, logistic regression analyses did not generate noteworthy findings because the 

division of groups (teaching or graduate school choices) was inequitable.  During the first 

year beyond undergraduate graduation, 29 of the 41 program completers secured teaching 

jobs.  By year 2 beyond undergraduate completion, all 33 program completers for which 

data existed had secured teaching positions.  This discrepancy violated one of the 

assumptions associated with logistic regression. 

Thus, three issues interfered with full examination of the research question 

associated with Stage 3 of the model.  First, only the career choice from Private 

University’s EC-4 Program was available for review.  Second, all of Private University’s 

EC-4 Program completers for which data existed had secured teaching positions by year 

two beyond program completion.  Third, because data did not exist for any other 

programs it was not possible to compare differences in employment trends across 

programs and between universities.  

The next three paragraphs discuss potential avenues for collecting and compiling 

program completer data with regards to career status during the years beyond graduation: 

alumni surveys and strengthened relationships between institutions and TEA. 
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 Upon discussion with college of education deans, it appeared program completers 

generally choose one of four options immediately beyond graduation, in order from most 

often to least often: teaching, graduate school, time off from career to pursue marriage or 

other family obligation, or career change (i.e., training in another career area or beginning 

a non-teaching career).  As such, these categories could be included in alumni surveys.  

University alumni departments as well as colleges of education could be solely or 

collectively involved in generating, distributing, collecting and aggregating data from 

these surveys.   However, alumni surveys are dependent on survey response, and as such 

will not generate complete data for all graduates. 

In cases where alumni relationships are weak or sporadic across time, 

relationships between teacher preparation programs and the Texas Education Agency 

(TEA) and State Board of Educator Certification (SBEC) should be strengthened so that 

teacher preparation programs can have access to the status of program completers 

affiliated with their institutions.  Currently, teacher employment status as well as the 

tracking of TAKS scores at the teacher level exists within TEA/SBEC as well as within 

school districts, but this information has not been shared with universities even though 

universities have asked for it.  A neutral housing authority maintaining this information in 

a database format would ultimately provide the vital link needed to close this gap 

between theory and practice.  From this, institutions could build their own databases from 

which valuable program evaluation decisions could be made.  

Currently the Center for Research, Evaluation, and Advancement of Teacher 

Education (CREATE) is in the process of formulating this very database by developing 
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partnerships between school districts and by-passing TEA and SBEC through a voluntary 

initiative called Performance Analysis System for Colleges of Education (PACE).  

Although this project is still under development, the goal is for school districts and 

colleges of education to provide CREATE with teacher level data that can be used to 

ultimately link teacher preparation program variables to K-12 outcomes. 

Program Implications and Recommendations 

 Although results from portions of this study were inconclusive, it is important to 

note that this is the first attempt in the literature to quantitatively model the impact a 

teacher preparation program has on a program completer.  As such, this study may be an 

important first step towards re-directing current program evaluation practices currently 

used in higher education today.  Implications for this model were discussed in Chapter I 

as follows.  First, it was anticipated person ability estimates may be a useful tool for 

predicting teacher preparation program performance. However, error associated with 

individuals graduating from a variety of high schools where they took core high school 

courses under different teachers resulted in the generation of person ability estimates 

which were not predictive of undergraduate GPA variables.  Instead, supplemental 

analyses indicated that it was, in fact, possible to predict TExES PPR outcomes as well as 

program completer GPA variables as measures of program success by using aptitude 

scores generated via the pre-admission variables of SAT verbal, ACT English and ACT 

reading scores.   

Second, it was anticipated one may be able to determine the effectiveness of each 

course within the context of an overall university program in terms of certification 
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outcomes.  The model was partially effective at doing just this.  At Private University 

where few sections were offered of each course, the model was effective in predicting 

success on TExES PPR outcomes.  However, at Public University the model was not 

effective in revealing these same course-to-certification outcomes due to error introduced 

by multiple sections of courses having been taught by various instructors.   

Aside from general implications for this model, regardless of university or 

program, there were specific implications for each program at Private University and 

Public University as well.  The remainder of this section outlines these. 

Implications for Private University EC-4 Program.  This study examined Private 

University’s EC-4 Program more in depth than any of the other programs due to the 

availability of data.  Stages 1 and 2 of the model proved to be valuable in revealing pre-

admission variables and course variables which faculty and administrators may want to 

consider more closely as they monitor student progress.  Further, the structure and 

delivery of courses which did not prove predictive of program completion outcomes may 

warrant review and/or revision of course syllabi.  However, because it was not possible to 

link program completer data to subsequent K-12 outcomes, caution is warranted when 

interpreting weak correlations between program variables and TExES EC-4 PPR 

outcomes.  The TExES EC-4 PPR examination is just one instrument which only 

measures specific domains and competencies as they relate to pedagogy and professional 

responsibilities.  The possibility exists that courses which correlated weakly with the 

TExES EC-4 PPR actually correlate more strongly with other desirable K-12 outcomes.  

 For example, all sections of EDEC 30033, “Play and Creativity” have been taught 
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by the same tenured professor for several years.  The focus of this course is to encourage 

students to think about issues creatively, critically, reflectively, and thoughtfully.  A 

variety of hands on activities and assignments are incorporated into this course where 

students are actively engaged in complex problem solving and higher order thinking 

tasks.  Still, the correlation between EDEC 30033 and TExES EC-4 PPR outcomes was 

not statistically significant (r = .185, p > .05).  However, because no data existed on K-12 

outcomes, it is not possible to know whether or not skills learned in this course informed 

the teaching strategies of program completers in their own classrooms. As such, weak 

correlations between courses and TExES EC-4 PPR outcomes are not necessarily an 

indication of course ineffectiveness. 

 Regarding career choice of EC-4 Program completers, all participants associated 

with this study for which data existed were able to secure teaching positions within two 

years of graduation from undergraduate studies.  As such, simply looking at career choice 

may not be enough.  It may be useful to examine the types of teaching choices EC-4 

Program completers make.  Questions which may warrant exploration include: Do EC-4 

Program completers seek private or public employment settings?  Do EC-4 Program 

completers seek early childhood (PK-2) or upper elementary (3-5) teaching settings?  Do 

EC-4 Program completers seek urban, suburb, or rural teaching settings?  Do EC-4 

Program completers seek low SES teaching settings?  Answers to each of these questions 

could be used to further shape courses associated with Private University’s EC-4 

Program. 

Implications for Private University 4-8, 8-12, and EC-12 Programs. Results for 4-
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8, 8-12, and EC-12 programs when examined individually were inconclusive. This was 

believed to be due to small program sizes.  Because course offerings in these programs 

are often combined, it was decided to examine these programs collectively.  For example, 

EDMS 30001 (required for 4-8 students) and EDSE 30001 (required for 8-12 and EC-12 

students) meet with the same professor in the same classroom and during the same block 

of time each week.  University administration reported these students generally differ 

only in content specialization (i.e., math, science, social studies) and grade level 

preferences (i.e., 4-8, 8-12, and EC-12 Programs). 

 Further, although 4-8, 8-12, and EC-12 Program completers passed TExES PPR 

examinations, coursework associated with their programs are split between education 

courses housed within the College of Education and content courses housed within other 

colleges/departments across campus.  Because 4-8, 8-12, and EC-12 Program correlations 

with TExES PPR outcomes were generally not as strong as those associated with the EC-

4 Program for the same courses, faculty and administrators may want to examine why 

this phenomenon exists.  For example, consider the course EDUC 30123, “Educational 

Psychology.”  For all programs, this course was statistically significantly correlated with 

TExES PPR outcomes (p < .01).  However, for the EC-4 Program, this correlation was 

.690 (n = 40) whereas the correlation for the aggregate of 4-8, 8-12, and EC-12 Programs 

was .398 (n = 61).  Although both of the correlations are strong, the EC-4 Program 

correlation is much stronger.  Could this be the result of aggregating sections when, 

perhaps, students would do better if 4-8, 8-12, and EC-12 Programs were taught 

separately?  Could this be the result of the EC-4 Program housing both content and 
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pedagogy within the College of Education, while 4-8, 8-12, EC-12 content is obtained 

through other university colleges and departments? 

Implications for Public University EC-4, 4-8, 8-12, and EC-12 Program.  The use 

of multiple regression proved to be problematic for Public University data due to the fact 

courses were taught in multiple sections and that a large number of adjuncts as well as 

full-time faculty teaching course sections.  The use of more complex statistical 

approaches is needed to explore future research involving Public University data.  HLM 

techniques may be able to model section level effects of a course.  However, HLM 

techniques may not have been appropriate for this particular study for the following 

reasons: (a) program completer data existed only for those graduating during the 2005-

2006 academic year; (b) course sections were capped at 30-40 students; (c) participants 

could take several courses out of sequence at Public University, which likely resulted in 

smaller course section sizes available for analysis as associated with this single program 

completion academic year.   

Further Recommendations 

 This study examined 8 traditional teacher preparation programs housed within 

two Colleges of Education at Texas universities and included a variety of variables in 

analyses: high school course grades, pre-admission exam scores (SAT/ACT), 

undergraduate variables prior to teacher preparation program admission, teacher 

preparation program variables, certification outcomes on TExES PPR examinations, and 

career choice beyond graduation. Still, not all of variables contributing to a student’s 

performance were ultimately known. A suggestion for future research is to dialogue with 
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university administration, faculty, and students further to explore additional variables 

which may interact with teacher preparation impact on an individual program completer.  

For example, Private University is a highly selective institution.  And, as noted in 

Chapter III, Private University program completers performed better on TExES PPR 

exams than Public University program completers.  Further, students are more likely to 

receive individualized assistance from full-time faculty and administration at Private 

University than those at Public University.  Does this increased involvement with 

students contribute to better success on TExES PPR outcomes?  Does the selectivity 

associated with Private University admissions contribute to better success on TExES PPR 

outcomes?  

 Another issue in need of attention is that of grade inflation.  The less variation 

there is among grades, the less predictability a course possesses. A suggestion for 

beginning this program improvement dialogue regarding steps to move away from grade 

inflation would be to connect a variety of College of Education administrators and faculty 

with administrators and faculty from other colleges where grade inflation is not 

particularly evident.  As reported by Young (1990), courses which focused on natural 

science and engineering were found to reflect the least amount of grade inflation.  

Connecting administration and faculty between these departments at each institution may 

serve as a useful mechanism to addressing this issue.  In addition, it may be appropriate 

to consider the utility of employing +/- grades as a means to provide programs with 

additional variance regarding about student progress and course utility. 

 Also, it has been repeatedly stated that results from this study cannot be 
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generalized beyond the programs from which they were obtained.  However, it is possible 

to make the following generalizations regardless of program.  First, the nature of course 

delivery impacts the ability an individual course can have in predicting TExES PPR 

outcomes.  Multiple regression does not appear to be appropriate when using course 

grades to predict TExES PPR outcomes at institutions where multiple sections of courses 

are offered and delivered by multiple instructors. especially in cases where adjuncts are 

utilized and who are generally unaware of overall program goals.  This does not 

necessarily indicate students are not learning when course delivery involves multiple 

sections.  However, the error introduced from multiple instructors teaching multiple 

courses makes it impossible to partition variance appropriately.   

 A second generalization is as follows: even in cases were few course sections 

were offered and delivered by the same instructor, it is worth noting that just because a 

course was not statistically significantly correlated with a TExES PPR outcome does not 

necessarily mean the course is not valuable.  It only means, for certain, that the course 

content was not correlated to content covered on the TExES PPR examination.  This was 

illustrated in the EC-4 Program implications above. 

 These two generalizations lead into a main recommendation for future research as 

associated with this study.  In order to be able to determine the true impact any teacher 

preparation course has on an individual, a method for linking teacher preparation 

program variables and the individuals who enroll in them to the K-12 standardized 

achievement exams ultimately associated with the students taught by these same teacher 

preparation program completers is needed.   Although K-12 standardized examinations 
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only represent one measure of academic achievement, currently they are the only 

standardized measure available for all K-12 students enrolled in public school settings.  

As such, these K-12 standardized achievement tests would be a primary variable in these 

supplementary analyses. Including this link this would ultimately add a Stage 4 to the 

model. 

Again, the ongoing work of Noell’s (2004; 2005; 2006) use of HLM shows 

promise to this end.  In addition to his use of HLM techniques as discussed in Chapter II, 

growth mixture modeling may also show potential unto this same end. Growth curve and 

developmental trend analyses regarding human behaviors have been utilized to study 

intra-individual differences in growth trajectories by a variety of researchers (Meredith & 

Tisak, 1990; Rogosa, Brandt, & Zimowski, 1982; Muthén & Curran, 1997; Bryk & 

Raudenbush, 1992; Willett & Sayer, 1996).   Growth mixture models may be useful tools 

for examining student variables which are nested in classrooms, schools, and districts.  A 

common example of an approach used to study longitudinal growth in educational 

research is repeated measures ANOVA where data collected at specific points in time can 

be analyzed via univariate or multivariate techniques (Williams, Nimon & Allen, 2007).   

 Growth mixture modeling techniques could be used to capture the subpopulations 

associated with K-12 outcomes.  Two examples of growth mixture models are finite 

mixture modeling and latent class modeling.  With finite mixture modeling, categorical 

latent variables could be estimated when sub-population membership is not known 

(McLachlan & Peel, 2000).   
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 Similarly, latent class models could be used to estimate sub-population 

membership by estimating both categorical and continuous latent variables.  Through 

latent class modeling, the total population could be partitioned out into distinct, 

unobserved sub-populations which conform to distinct latent structures (Clogg, 1995).   

However, the need for a neutral housing authority of class and K-12 student level data, 

such as PACE shows promise to generate, must exist in the state of Texas before these 

additional analyses can be carried out. 

Summary 

This chapter consisted of three sections: (a) Synthesis of Findings and 

Conclusions and (b) Program Implications and Recommendation and (c) Further 

Recommendations.  Private and Public University results were compared in The 

Synthesis of Findings and Conclusions section with general inferences made.  Original 

hopes for the model’s utility were discussed in the Implications section.  The use of HLM 

and growth mixture modeling techniques were suggested in the Recommendations 

section as a means to add Stage 4 to this model and potentially link teacher preparation 

program variables to the larger scope of subsequent teaching impact on K-12 outcomes as 

related to existing literature. 
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Appendix A 

Teaching Career Cycle 
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Appendix B 

High School Course Variable Names and Dataset Names 

Course Performance in
Teacher Preparation 

Program 
(Appendix C & D) 

Certification Exams: 
TExES PPR Scores 

Career Choice: Teaching 
 

Impact on K-12 Outcomes: 
Standardized Achievement 

Tests (Year 1)

Pre-Service  
High School 

Student Variables  
(Appendix B) 

Career Choice: 
Non-Teaching

Career Choice: Teaching 
 

Impact on K-12 Outcomes: 
Standardized Achievement 

Tests (Year 2)

Career Choice: Teaching 
 

Impact on K-12 Outcomes: 
Standardized Achievement 

Tests (Year i)

Return arrows represent Teacher Impact 
in the form of Teachers inspiring K-12 
Students to become teachers
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English Courses:  

 English 1:  hseng1    English 3:  hseng3 

 English 2:  hseng2    English 4:  hseng4 

 

Math Courses: 

 Algebra 1:  hsalg1    Trigonometry: hgtrig 

 Algebra 2:  hsalg2    Calculus:  hscalc 

 Geometry:  hsgeom 

 

Science Courses: 

 Biology:  hsbiol    Physiology:  hsphysio 

 Chemistry:  hschem   Physical  Sci.:  hsphysci 

Physics:  hsphys           

   

Social Studies Courses: 

 Government:  hsgovt    World History: hswhist 

 Geography:  hsgeog    U.S. History:  hsushist 
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Appendix C 
 

Private University Course Prefixes and Titles 
                 

EDEC 30001 Professional Practice Seminar  

EDEC 30014  Scientific and Mathematical Thinking through Play and Creativity: 
Science 

EDEC 30023  Science and Mathematical Thinking through Play and Creativity: Math 

EDEC 30033  Science and Mathematical Thinking through Play and Creativity :Play 
and Creativity 

EDEC 30103  Introduction to Early Childhood Education 

EDEC 30203  Mathematics in the Elementary School 

EDEC 30213  Promoting Language and Literacy: Early Literacy 

EDEC 30223  Promoting Language and Literacy: Elementary 

EDEC 30233  Promoting Language and Literacy: ESL 

EDEC 30234  Developmentally Appropriate Social Studies  

EDEC 41103  Learner-Centered Teaching: Assessment 

EDEC 41113  Learner-Centered Teaching: Foundations 

EDEC 41123  Learner-Centered Teaching: Families 

EDEC 41143  Learner-Centered Teaching: Management 

EDEC 41153  Learner-Centered Teaching: Practicum 

EDEC 42213  Professional Induction: Curriculum for Diverse Learners 

EDEC 42223  Professional Induction: ESL 

EDEC 42236  Professional Induction: Internship 

EDEC 50143  Early Childhood Curriculum 

EDMS 30001  Professional Practice Seminar 

EDMS 30013  Professional Roles and Responsibilities 

EDMS 40213  Promoting Literacy in the Content Areas 
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EDMS 40433  Senior Seminar in Middle/Secondary Education: Mathematics 

EDMS 40533  Senior Seminar in Middle/Secondary School Education: Science 

EDMS 40633  Senior Seminar in Middle School Education: Social Studies 

EDMS 40980  Student Teaching in the Secondary School 

EDMS 50223  Practicum in Reading and ESL 

EDSE 30001  Professional Practice Seminar 

EDSE 30013  Professional Roles and Responsibilities 

EDSE 40123  Senior Seminar in Secondary Education 

EDSE 40213  Promoting Literacy in the Content Areas 

EDSE 40433  Senior Seminar in Middle/Secondary Education: Mathematics 

EDSE 40533  Senior Seminar in Middle/Secondary School Education: Science 

EDSE 40633  Senior Seminar in Middle School Education: Social Studies 

EDSE 40980  Student Teaching in the Secondary School 

EDSE 50023  Effective Teaching and Classroom Implementation 

EDSP 30243  Academic Success in Special Education 

EDSP 30603  Study of Exceptional Students 

EDSP 40243  Professional Induction: Application of Special Education Processes 
and Programs 

EDSP 40663  Classroom Management 

EDSP 41123  Learner-Centered Teaching: Families 

EDSP 41143  Learner-Centered Teaching: Management 

EDUC 20003  Critical Investigation: Teaching and Learning 

EDUC 30113  Introduction to Educational Technology 

EDUC 30123  Educational Psychology 

EDUC 30143  Child and Adolescent Development 

EDUC 40966  All Level Student Teaching 
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Appendix D 

Public University Courses Prefixes and Titles 

DFST 3123 Child Development 

DFST 4233  Guidance of Children and Youth 

DFEC 3123  Child Development 

DFEC 4243 Environmental Processes and Assessment 

EDRE 4450 Reading and Writing Birth through Grade 4 

EDRE 4860 Reading and Language Arts in Grades EC-8 

EDEE 3320 Foundations of Education: The School Curriculum 

EDEE 3380 Teaching and Learning in Grades EC-8 

EDEE 4330 Science in Grades EC-8 

EDEE 4340  Social Studies in Grades EC-8 

EDEE 4350  Mathematics in Grades EC-8 

EDEE 4101 Student Teaching in Pre-K through Grade 4 

EDEE 4102 Student Teaching in Pre-K through Grade 4 

EDEE 4103 Student Teaching in Grades 4-8 

EDEE 4104 Student Teaching in Grades 4-8 

EDEE 4105 Student Teaching in Elementary Schools 

EDSE 3800 Legal, Organizational and Professional Issues in Teaching 

EDSE 3830 Teaching/Learning Process and Evaluation 

EDSE 4060 Instructional Strategies and Classroom Management 

EDSE 4070 Teaching Diverse Populations 

EDSE 4108 Student Teaching 8-12 School 

EDSE 4118 Student Teaching in 8-12 School 

EDSE 4840 Content Reading Area: 8-12 Schools 
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Appendix E 

Model Staging as Associated with Private University: 

Step 1 EC-4 Program: Aggregate high school transcript data into usable 
form 

EC-4 Program: Run PCA on core high school course variables 

EC-4 Program: Label resulting course components as Verbal and 
Analytic Step 2 

EC-4 Program: Generate Verbal and Analytic person ability 
estimates 

EC-4 Program: Set One: Examine 
the predictability of first 60 hours of 
GPA 

Step 3 

EC-4 Program: Run 
multiple regression and 
compare predictability of 
Verbal and Analytic 
person ability estimates to 
currently used SAT and 
ACT scores 

EC-4 Program: Set Two: Examined 
the predictability of program 
completion GPA 

Stage 1: 

Which pre-admission 
characteristics and pre-
program variables are the 
most influential in 
generating ability 
estimates, and are those 
ability estimates 
predictive of teacher 
preparation program 
completion GPA? 

Step 4 Run multiple regression using SAT verbal scores as predictors of 
cumulative GPA for all programs: EC-4, 4-8, 8-12, EC-12 

Set One: EC-4 Program Analyses 

Set Two: 4-8 Program Analyses 

Set Three: 8-12 Program Analyses 

Set Four: EC-12 Program Analyses 
Step 1 

EC-4, 4-8, 8-12, EC-12 
Programs: Use multiple 
regression to predict 
TExES PPR outcomes 
using teacher preparation 
course grades as 
predictors Set Five: Aggregated Analyses: 4-8, 

8-12, & EC-12 Programs 

 

Stage 2: 

Research Question: Do 
pre-admission and 
undergraduate program 
variables predict success 
on TExES PPR 
Certification Exams 
among pre-service teacher 
based on institution type? 

Step 2 EC-4, 4-8, 8-12, EC-12 Programs: Discuss logistic regression to 
predict the likelihood of passing or failing TExES PPR exams 

Step 1 

 

EC-4, 4-8, 8-12, EC-12 Programs: Use logistic regression to 
predict career choice (teaching or graduate studies) beyond 
program completion 

 

Stage 3: 

Do preadmission, pre-
program, program and 
certification variables 
predict career choice 1-2 
years beyond initial 
certification based on 
institution type? Step 2 

EC-4, 4-8, 8-12, EC-12 Programs: Discuss ways the collection of 
data on program completers can be improved 
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Appendix F 

Model Staging as Associated with Public University: 

Stage 1: 

Which pre-admission 
characteristics and pre-program 
variables are the most influential in 
generating ability estimates, and 
are those ability estimates 
predictive of teacher preparation 
program completion GPA? 

Step 1 
EC-4, 4-8, 8-12, EC-12 Programs: Run multiple 
regression using SAT verbal scores as predictors of 
cumulative GPA. 

Set One: EC-4 Program 
Analyses 

Set Two: 4-8 Program 
Analyses 

Set Three: 8-12 Program 
Analyses 

Step 1 

EC-4, 4-8, 8-12, EC-
12 Programs: Use 
multiple regression to 
predict TExES PPR 
outcomes using 
teacher preparation 
course grades as 
predictors Set Four: EC-12 Program 

Analyses 

Stage 2: 

Research Question: Do pre-
admission and undergraduate 
program variables predict success 
on TExES PPR Certification 
Exams among pre-service teacher 
based on institution type? 

Step 2 
EC-4, 4-8, 8-12, EC-12 Programs: Use logistic 
regression to predict the likelihood of passing or 
failing TExES PPR exams 
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6. Paper 
 
  Special Education Faculty National Need.  Studies over the past decade show an 
insufficient supply of special education doctoral level leadership personnel available to 
meet the demands of preparing special education teachers, implementing research 
which leads to improved practice, and developing 21st century policymakers and 
administrators (Dil, Geiger, Hoover, & Sindelar, 1993; Pierce, Smith, & Clark, 1992; 
Sindelar, Buck, Carpenter, & Watanabe, 1993; Smith, Pion, Tyler, Sindelar, & 
Rosenberg, 2001; Smith & Salzberg, 1994). The demand for faculty in special education 
is greater than the current supply of doctoral level persons available, and 30% of the 
university faculty position vacancies in special education go unfilled (Smith et al., 2001). 
In addition, Smith et al. (2001) report that since 1992, although the number of faculty 
vacancies has not changed, the pool of applicants to fill these vacancies is much 
smaller today. In special education, 255 doctorates are conferred annually, but over 
50% (130) of these doctoral graduates do not become employed as faculty members or 
are only in faculty positions for a short time (Smith et al., 2001).  While special 
education faculty vacancies are increasing due to enlarging programs and faculty 
retirements, the annual number of new special education doctorates is decreasing. This 
causes an insufficient number of doctoral level persons available to fill the faculty 
positions. Smith et al. (2001) conclude that the severe lack of special education faculty 
has a direct impact on students with disabilities in three significant areas.  
 
 First, with an inadequate supply of faculty, fewer teachers can be prepared resulting 
in fewer students with disabilities being served appropriately in the schools. This is 
especially significant since CEC in 2000 found 98% of school districts in the U.S. were 
identifying a shortage of special education teachers, and in some districts nearly 50% of 
the special education teachers were not qualified (Smith et. al., 2001). The U.S. Dept. of 
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Education reported in 1999 that 37,000 special education teachers need to be prepared 
annually to replace uncertified teachers, but only 22,000 special education teachers are 
being produced each year to fill this need. In addition, the Recruiting New Teachers 
Report (2000) indicates that 25% of all teachers will retire in the next 10 years 
producing an even greater shortage of special education teachers. The report indicates 
that these retirements will necessitate training 2.2 million new teachers including many 
in the field of special education.  
 
 Second, the Smith et al. (2001) study points out that the lack of faculty equals fewer 
researchers to generate new knowledge leading to improved identification, assessment, 
and services for students with disabilities. This is critical not only in the K–12 school 
years, but also in the long term to increase the overall ability of special education 
programs to assist students with disabilities in eventually assuming roles as productive 
members of society. An increased supply of university faculty is vitally important to 
improve outcomes for students with disabilities (U.S. Dept. of Education, 2002). New 
faculty are critical not only to conduct the cutting-edge research needed to continue to 
improve special education services and professional development, but they must also 
build a bridge of Research to Practice so that teachers and parents can easily apply the 
research findings directly to students with disabilities. Third, Smith et al. cite that a lack 
of faculty equals a lack of important leadership in the field in the form of special 
education policymakers, administrators, service providers, instructors, and mentors.  
 

 Culturally and Linguistically Diverse (CLD) Faculty Need.  By 2010, the number 
of culturally diverse children ages 6 – 16 will have increased to 20% Hispanic, 17% 
African American, 5% Asian, and 2% Native American (Futrell, Gomez, &  Bedden, 
2003). In contrast, Futrell et al. cite the percentage of culturally diverse university faculty 
as only 5%. Focusing on the need for more Hispanic and Native American faculty, the 
National Center for Education Statistics (NCES) reports in 2001 that there were only 
3.3% Hispanic and .7% Native American full-time instructional faculty and staff at U.S. 
colleges and universities. The Digest of Education Statistics  (NCES, 2000) also reports 
a lack of doctorates conferred for CLD persons with only 3.2% of all doctoral degrees in 
1998 for Hispanics and .5% for Native Americans. Clearly more CLD doctoral students 
and faculty are needed to increase the diversity in higher education compared with the 
growing numbers of diverse students in the school-age population. Related to the field 
of special education, comparatively few Hispanic and Native American students are 
receiving doctoral degrees. For example, in Spring 1998 Smith and Tyler (1998) report 
only 8 Hispanics received a doctorate in special education. Out of 1,015 students 
enrolled in special education doctoral programs, only 46 were of Hispanic background 
(Smith & Tyler, 1998). As of 2003, less than 20 Native Americans hold doctorates in 
special education (R. Gilmore, personal communication, January 20, 2003).  It is 
important to increase the numbers of Hispanic and Native American faculty in special 
education so that they can effectively address diversity issues as well as provide 
mentorship to Hispanic and Native American future teachers who will in turn teach 
students with disabilities from Hispanic and Native American backgrounds (Dieker, Voltz 
& Epanchin, 2002;  McSwain, 2002; Obiakor, 2001).  
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  Rural Need. The national shortage of special education teachers and general 
education teachers with training in special education is especially critical in rural areas 
(Westling & Whitten, 1996). Two major factors exacerbate this problem. First, most of 
the teachers who re-locate to teach in these areas are unfamiliar/uncomfortable with the 
challenges of the rural multicultural classroom and rarely stay long. Second, many of 
the individuals familiar with these types of classrooms (individuals from the community) 
lack the resources and accessibility to courses needed to obtain their special education 
teaching certificate. The recruitment and retention of rural educators, especially special 
educators prepared to serve CLD students, is particularly difficult. Indeed, Izzo (1999) 
reported that 1/5 of all rural special education teachers will leave their jobs annually to 
pursue employment in larger districts and communities.  
 
 Contributing to the problem is the fact that few teacher education programs focus on 
the preparation of teachers for rural and remote areas (Eigenberger, Sealander, 
Peterson, Shellady, & Prater, 2001; Helge, 1984; Helge, 1991; Heimbecker, Medina, 
Peterson, Redsteer, & Prater, 2002; Peterson, Medina, Gilmer, Prater, & Stemmler, 
2002). According to Solop and Hagen (1999), while 42% of special education 
administrators felt recruitment/retention of special education teachers was a significant 
problem, rural school district administrators were more likely to cite this as the primary 
problem than were urban administrators. Over 60% of special education administrators 
indicated universities were not producing enough certified teachers to meet the demand 
for existing and new special education teaching positions. With predictions of even more 
serious teacher shortages in the next several years, there is critical need for additional 
special education teachers for CLDE students in rural areas (Medina, Peterson, 
Showalter, & Gilmore, 2003; USDE, 2002).  In order to meet this need, more special 
education faculty must be trained in doctoral programs, so that they in turn can increase 
the supply of highly qualified rural special education teachers who can serve CLDE 
students in rural and remote areas. 

 
Faculty for Inclusive Rural/multicultural Special-educator Training (FIRST) Program 

Description. The U.S. Office of Special Education and Rehabilitation Services (OSERS) 
has well documented the need for preparing more faculty in the area of Special 
Education, particularly to prepare teachers to serve rural students from Hispanic and 
Native American backgrounds.  The Faculty for Inclusive Rural/multicultural Special-
educator Training (FIRST) program is designed to assist doctoral students, especially 
those from Hispanic and Native American backgrounds, in overcoming some of the well 
documented barriers students face in obtaining the doctoral degree.  Currently there are 
very few doctoral students and faculty in special education who are from these two 
culturally diverse groups. Many potential Culturally and Linguistically Diverse (CLD) 
doctoral students in the Southwest live in rural and remote areas where there is no 
university doctoral program available. NAU has a decade of history of providing rural 
multicultural special education degree programs to Native American and Hispanic 
students.  Many of these programs have utilized distance education to deliver the 
coursework.  One of the primary barriers to doctoral study is the difficulty in giving up 
jobs and relocating into a full-time doctoral program at a reduced student stipend. Most 
students have family responsibilities which preclude their participation because of the 
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relocation necessary to attend full-time programs combined with their ongoing financial 
obligations.  The FIRST program provides a unique combination of distance education 
courses during the academic year and on-site courses during the summer to overcome 
these traditional doctoral program barriers. 
 

Description of the FIRST doctoral program:  
1. Increase capacity to conduct and integrate Research to Practice skills to 

improve academic, linguistic, and social outcomes for Culturally and 
Linguistically Diverse Exceptional (CLDE) students. 

2.  Prepare faculty to offer strategies to future teachers of CLDE students 
focusing on collaborative methods in inclusive settings. 

3.  Prepare highly qualified culturally diverse Special Education faculty. 
4. Prepare faculty who will be able to effectively utilize technology, 

distance education, and web-based instruction. 
 

The FIRST program, funded by the U.S. Department of Education – Office of Special 
Education Programs, provides funding for tuition, books, travel to Flagstaff, Arizona, and 
family campus housing in the summer, and nominal research stipends. FIRST also 
funds faculty research mentors, doctoral student mentors, and enrichment seminars 
with nationally known researchers in bilingual special education.  This innovative 
program allows the Native American and Hispanic doctoral students to keep their 
positions in local school districts or universities during the school year while taking 
courses through distance education.  During the summers the students come to the 
Flagstaff NAU campus for intensive doctoral studies. 
 

Recruitment and Retention.  Challenges:  One of the main difficulties for recruitment 
is the extremely rural nature of the Southwest area of the United States.  Simply 
identifying regions and schools to target recruitment efforts is difficult.  Many of the 
schools do not have secretaries, so it is difficult to establish an ongoing contact person. 

    
Solutions:  Recruitment for the FIRST doctoral program was started in fall 2003.  

Over two hundred and fifty schools were contacted by email and fax.  These included 
public, private, charter, and Bureau of Indian Affairs (BIA) schools as well as all 
colleges/universities in the four corner states of New Mexico, Utah, Colorado and 
Arizona.  Since many schools did not have a secretary for special education, contact 
had to be made through a series of messages.   Individuals from nine tribal education 
departments were sent information and over 175 FAXes were sent to various schools. 
All application/recruitment information was also placed on two national listserves and all 
print and e-mailed information included the nau.edu/ci-doc website which had all FIRST 
recruitment and application materials.  Nine recruitment meetings were held throughout 
the Four Corners area states.  The cities for these meetings were:  Flagstaff, Tuba City, 
Kykostmovi, Yuma, Phoenix, and Nogales in Arizona, Monument Valley in Utah, 
Albuquerque in New Mexico, and Durango in Colorado. There were over one hundred 
individual calls of inquiry regarding the FIRST program.  Inquiries were from as far as 
the East Coast, and a great deal of information dissemination was done by the Advisory 
Committees and Special Education Directors throughout many of the states involved.  
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Twenty eight persons submitted complete application portfolios which were reviewed by 
the Curriculum and Instruction Doctoral Committee, and twelve were selected for 
admission into the FIRST program.   

 
During the beginning stages of the program, one individual wanted many of her past 

professional experiences to count for the courses in the FIRST Cohort program. In 
addition, this student was unwilling to participate in any professional development 
opportunities such as national conferences and wanted to count work hours as the 
Internship (which is against university policy).  After numerous discussions and after 
being given many options which would meet university requirements, the student 
withdrew believing an individually designed program rather than a cohort program would 
better suit her goals. 
 

Within the first weeks of the FIRST program course, ESE 520, two students found 
that they were unable to handle the high demands of doctoral coursework as well as 
juggle family and work.  They were contacted by faculty, mentors, and grant personnel 
to discuss various options.  Additional assistance was offered, and they also were given 
numerous options for continuing in the program.  They both choose to withdraw from 
the program within the first month.  As a result, after 12 students were initially accepted 
into the FIRST program, only 10 decided to continue with the doctoral program. 

 
Many supports are provided for the students to facilitate retention in the doctoral 

program.  Program staff do all the registration, schedule the courses, and mail the 
textbooks to the students. In some semesters, it is possible to schedule one course at a 
time for eight weeks so that students can focus on just one content area.  Program staff 
are always available to answer student questions, brainstorm solutions to problems, and 
provide encouragement throughout the program.  In the Summer Session on campus in 
Flagstaff, program staff arrange all the housing, secure study carrels at the university 
library, and arrange for computer use in the College of Education.  In addition, the 
FIRST program holds several group functions to help students develop community and 
networking such as an opening picnic, dinners, orientation breakfast, and farewell 
social.  Initially, the FIRST program brought the students together in Yuma, Arizona for 
a three day orientation and CLDE conference. This enabled students from diverse 
communities and states to meet each other and faculty members as they embarked on 
their doctoral program studies. 
 

Technology and Distance Education.  Challenges:  Many potential doctoral students 
cannot afford to give up their full time jobs and relocate to a university in a different 
area. In addition, many students are not comfortable and proficient in taking Web-based 
courses even if they were made available to them. 

 
   Solutions:  FIRST students can continue in their full time jobs while taking Web-

based courses during the academic year.  FIRST students take two Web-based courses 
each academic year semester and then come to the Flagstaff campus for four on-site 
courses in the summer.   A WebCT tutorial was developed for the students and 
delivered the first day of web classes during the orientation meeting. During this 
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orientation, all students also had the opportunity to meet with the head of distance 
learning for the Cline Library to discuss web-based research procedures, interlibrary 
loans, electronic data, and other subjects pertinent to their coursework and research 
topics.  In addition, all students received the Endnotes computer software program as 
well as training on its use to facilitate their scholarship and research. 
 

The FIRST program coursework began in Spring of 2004 on the web.  Two Doctoral 
level web-based CLDE courses ESE 520 and ESE 650 were developed, designed, and 
taught during Spring 2004.  All the students received a Technology Handbook as well 
as the in person tutorial training for the WebCT.  In this way, the students could ask any 
questions to be sure they were comfortable working within the electronic medium and 
also have a guidebook to refer to as other questions came up.  In addition, the 
Technology Facilitator is available 24/7 to assist students with any distance education 
and technology issues.  During the summer, the Technology Facilitator delivers in-
person seminars on topics such as Constructivism and Technology, Utilizing Web-
based Resources, and Teaching Web-based Courses. 
  

Scholarship and Research Components. Challenges:  It is often difficult to provide 
on-going opportunities for professional development, scholarship, and research 
throughout the doctoral program.  The focus in many doctoral programs is simply on 
completion of coursework until the students reach the dissertation stage when they are 
expected to conduct and write about their original research. In many cases, students do 
not have the advantage of participating in research projects, grant writing, proposals for 
professional conferences, and developing manuscripts for publication during their 
doctoral program coursework. These are all scholarly activities which they will be 
expected to successfully undertake once they are hired as special education faculty 
members at the university level upon completion of the doctoral degree. 

 
 Solutions: The FIRST program was designed to include all of these scholarly 

activities within the courses and enhanced professional development components of the 
doctoral program.  In this way, the FIRST students will have support and practice in 
these areas before they even reach the dissertation stage of their doctoral program. 

 
 During the orientation, all students attended a Trainer of Trainers conference which 

had 20 presentations on CLDE issues. They heard Dr. Patricia Medeiros Landurand 
give a Keynote session on Needs and Services for CLDE Students and an afternoon 
lecture on Literacy and the CLDE Student.  

 
Each of the students has been assigned a Faculty Research Mentor and a Doctoral 

Student Mentor.  Interactive Instructional Television times were used for students to 
meet their research mentors and will be secured for future meetings.  Students are 
provided Faculty Research Mentors so that each participant is involved in a directed 
research project from inception to dissemination/presentation/publication.  Doctoral 
Student Mentors who are doctoral students near the end of their doctoral program are 
also provided to monitor the progress of the FIRST doctoral students and assist them 
with any difficulties or questions. 
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All of the FIRST students presented papers at national conferences such as Council 

for Exceptional Children, National Association for Bilingual Education, Learning 
Disabilities Association, and National Indian Education Association.  In courses in the 
program, there are assignments to submit a conference proposal on their research 
projects, develop a grant proposal for external funding, and write a manuscript for 
submission to a peer-refereed journal.  In this way, scholarly activities which will be 
required of new faculty members are already integrated into the FIRST program 
coursework to provide the doctoral students with experience in these types of products 
before they become faculty members.  In addition, during the on-site program in 
Flagstaff in the summers, FIRST provides the doctoral students with enrichment 
seminars on current topics conducted by internationally known scholars in the CLDE 
field. 
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Building Capacity for Formative Evaluation of Apparel Production Data Management 

Technology Projects and Computer Applications 
  
Abstract -  In Apparel Production Data Management (PDM) courses, more and more 
students have been utilizing technology to complete their academic assignments by using 
popular office computer programs such as Microsoft Excel, PowerPoint, Paint or Adobe 
Photoshop. The global textiles and apparel business is increasingly sophisticated, 
complex, and technology-driven. Since general computer laboratories are accessible 
today, office computer programs, such as Production Data Management (PDM), have 
greatly increased in popularity as teaching tools. The Production Data Management 
course therefore guided students in developing the skills and competency necessary for 
managing textiles and apparel production and sourcing in a global context. The course 
assisted them in mastering new computer technologies specifically developed for the 
textile and apparel industries.  An oral PowerPoint presentation accompanied each of the 
four projects. Two of the oral presentations were group presentations, each of which 
required an individual presentation from each group member. All student presentations 
identified his/her target customer and price point and described each item in the group 
they are presenting.  The presentations simulated a business meeting, with the other 
students serving as corporate company members or buyers, such as CEOs, production 
managers, or merchandisers, for stores that carry a line for the target consumers the 
presenter identifies.  
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Building Capacity for Formative Evaluation of Apparel Production Data Management 
Technology Projects and Computer Applications 

  
Background - In the past decade, the fashion industry has developed a great variety of 
practical and functional computer programs and technological options.  In our APDM 
courses, more and more students have been utilizing technology to complete their 
academic assignments by using popular office computer programs such as Microsoft 
Excel, PowerPoint, Paint, or Adobe Photoshop. 
 
Problems - Many students who enroll in the textiles and apparel courses enter with very 
poor computer skills, with some students laboring over each new concept. Since 
sophisticated commercial apparel CAD & CAM applications are very expensive, there 
are not always enough workstations for students to develop and practice these skills, 
which will be instrumental in their future careers. Even with a limited number of CAD & 
CAM computer systems, however, faculty should consider incorporating computer skills 
into existing product management curricula by using general office computer programs. 
 
Purpose - The global textiles and apparel business is increasingly sophisticated, complex, 
and technology-driven. Since general computer laboratories are accessible today, office 
computer programs, such as Production Data Management (PDM), have greatly increased 
in popularity as teaching tools. The Production Data Management course therefore 
guided students in developing the skills and competency necessary for managing textiles 
and apparel production and sourcing in a global context. The course assisted them in 
mastering new computer technologies specifically developed for the textile and apparel 
industries.  
  
The course content was organized so as to approximate the actual sequence of product 
data management activities in the apparel industry. This included: (a) introduction to the 
product development process and digital documents used in the product development 
cycle, (b) developing trend forecasts, color stories, and apparel lines in digital formats, (c) 
planning the technical development of products and procedures for translating product 
concepts into tangible goods, (d) developing specification work sheets, costing, and 
product packages for low-end and high-end apparel products using digital formats, (e) 
evaluating sourcing ( i.e. global production) options, (f) evaluating the quality of 
preliminary samples, and (g) preparing project profiles for marketing finished lines.  
  
Content - Students studied the application of the principles of apparel production 
management, including methods engineering (apparel construction details), concept 
pages, story boards and color tables, production measurements, costing, packing lists, and 
PDM computer applications, using the Gerber Garment Tech (GGT) WebPDM software.  
Students built on prior industry operations knowledge and apparel construction skills to 
develop whole product specification packages.  This uncluded the design, manufacturing, 
and sourcing of textile and apparel products using contemporary apparel industry 
computer technology such as Microsoft Paints Excel, Power point, and WebPDM, with 
Adobe Photoshop as an optional choice.  
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All of the course materials focused on guiding the students in developing their business 
management and computer skills. The four course projects involved learning to make 
critical business decisions regarding the development of textile product lines, including 
decisions regarding product design, product specifications, costing ( i.e. determining and 
controlling production costs), sourcing (i.e. securing production facilities in the global 
arena), and inventory management for both high and low-end apparel products. Each of 
the four course projects also involved learning the most up-to-date computer technologies 
used in making these critical business decisions and creating the myriad of internal 
company documents that commonly accompany these activities in the apparel industry. 
These included Gerber Garment Technology (GGT), WebPDM (Web Product Data 
Management), and spreadsheet packages.  
  
Structure - This three-credit course was structured as a small, senior-level seminar 
which met for either two one-hour and fifteen minute sessions a week or for one two-
hour and thirty minute session a week. Course content was delivered through face-to-face 
lectures, individual computer practice sessions, and comprehensive group projects. 
Course materials required that students begin with a comprehensive understanding of the 
fashion process and apparel industry operations, as well as mastery of Excel and 
PowerPoint computer applications. A good deal of class time involved hands-on 
experience working with the Gerber WebPDM software.  
  
Pre-requisites for the course were Basic Apparel Construction and Fashion Forecast & 
Merchandising; the prerequisites for Fashion Forecast & Merchandising are Introduction 
to the Fashion Industry, Apparel & Marketing Aesthetics, and an economics course. 
Students in PDM needed considerable familiarity with the mechanics of the fashion 
industry in order to understand the course materials and build on their prior knowledge. 
 
Criteria for evaluating student work was the competitive value of the work relative to 
other students in the class, in terms of evidence of thorough research, appropriate use of 
concepts, attention to detail in completing and presenting assignments, attention to 
directions, mastery of techniques and technologies, and evidence of commitment to 
excellence in the projects, presentations, and examinations.   There was one midterm 
(10% of the course grade) and a final examination (20% of the course grade).  Attendance, 
participation, and quizzes were 10% of the course grade. 
   
Students were also be evaluated on the basis of four course e-projects (60% of the course 
grade). The first project involved trend forecasting, color, fabric, and story board 
development. The second project consisted of product line development and product 
information worksheets. The third project involved product package development (group 
project). The last project involved using Gerber WebPDM to develop ten pages of GGT 
PDM worksheets with product profile and marketing strategies (group project). Due to 
the limited number of GGT PDM workstations, the last two assignments were designated 
group projects.  All assignments were printed out in portfolio form.  
                        
An oral PowerPoint presentation accompanied each of the four projects. Two of the oral 
presentations were group presentations, each of which required an individual presentation 
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from each group member. All student presentations identified his/her target customer and 
price point and described each item in the group they are presenting.  The presentations 
simulated a business meeting, with the other students serving as corporate company 
members or buyers, such as CEOs, production managers, or merchandisers, for stores that 
carry a line for the target consumers the presenter identifies.  The other students provided 
critiques from their roles, giving evaluations of the soundness and persuasiveness of the 
presentations. The score for the oral presentation was included in the total e-project score. 
The results of all assignments were posted on the course WebCT site.  Success resulted 
from satisfactory completion of the various projects and creative and efficient product 
development.   
 
The PDM course enhanced the hands-on process by reviewing student progress at mid 
semester. Methods for mid semester evaluations included digital story boards and a 
digital tote-bag business plan project and/or lead group process to elicit student opinions. 
All peer evaluation exercises focused on assignments and project development.  In 
addition, presenting on specially selected topic related to the course goals and objectives 
resulted in a mid-semester partial evaluation. Online power point presentations helped 
students develop mutual responsibilities for assessing and achieving course objectives 
midway through the semester.  
 
Student demographics - 10% of the students were non-APDM majors; one-third were 
seniors; 90% expected to embark on careers in retailing or apparel manufacturing. 
Approximately one-third expressed strong confidence in the use of computer technology, 
including Microsoft Powerpoint, Excel, Paint or Adobe Photoshop; three-fourths enjoyed 
new technology; and fewer than one-fifth expressed comfort with finishing real products 
as a final project. 
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Abstract 
 
Mentoring is a means through which a career may be guided from induction into a 
profession or institution through to professional development and promotion with 
positive outcomes not only for the individuals involved but also for their 
organisations. Although informal mentoring relationships may develop naturally 
between colleagues, formal programs are increasingly being established to take 
advantage of the benefits of mentoring. While most successful mentoring programs 
attribute success to the role of mentors and program developers, not many studies cite 
the role of mentees.   This paper looks at the contributions of mentees and analyses 
the reflections of mentees involved in a formal mentoring program. It also considers 
the role of mentees in contributing towards successful mentoring relationships.  
Although the focus in this paper is a formal mentoring program established at a large 
research intensive university, the insights gained from mentees reflections on their 
participation in this program also have implications for those involved in formal 
mentoring programs in teacher education, in the corporate sector and in other 
contexts.   
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Preparing PRISE (Preparing Rural Inclusive Special Educators) to Teach 
Mathematical Thinking to Linguistically Diverse Students 

 
PRISE is a grant that prepares elementary/special education majors to teach 
students who are linguistically and culturally diverse from the dominant population.  
Many of the preservice teachers themselves are second language learners and/or the 
first in their families to attend college.  Teaching these preservice teachers how to 
teach mathematics often requires addressing issues of self-efficacy and mathematic 
deficiency among the preservice teachers.   
 
The teacher at all levels, whether in the elementary or university classroom must 
believe that all children can be successful in mathematics.  The National Council of 
Teachers of Mathematics (NCTM) stressed in the Principles and Standards for 
School Mathematics that “all students should have access to an excellent and 
equitable mathematics program that provides solid support for their learning and is 
responsive to their prior knowledge, intellectual strengths, and personal interests” 
(National Council of Teachers of Mathematics, 2000, p. 13).  Within that same 
document, NCTM established six principles to guide the mathematics curriculum.  
One of these is the Equity Principle that states teachers must have high expectations 
and strong support for all students.  Expecting high achievement from everyone 
sends a powerful message that mathematics is for all.  Research consistently 
supports the knowledge that teacher expectations greatly affect student achievement 
(Koehler and Grouws, 1992). 
 
Even so, students from diverse backgrounds are often underrepresented in advanced 
mathematics courses and in careers requiring mathematics.  Researchers believe 
that students from diverse backgrounds may find mathematics as it is taught in 
school irrelevant to their lives.  “When students experience the mathematics in a 
classroom as not relating to them or their culture, they may feel invisible and 
unconnected from the content” (Davidson and Kramer, 1997, p. 139).  Therefore, it 
is essential that the mathematics relate to the lives of the students. 
 
Teachers/students who are second language learners have special challenges while 
they are teaching/learning mathematics.  They need special support.  The following 
is a list of possible modifications or additions to the mathematics classroom that 
will benefit all learners.  However, they are essential for second language learners. 

• Use demonstrations and modeling 
• Use manipulatives  
• Use pictures and graphic organizers 
• Build on prior learning 
• Create a Mathematics Word Wall” where new terms are posted 
• Use technology 
• Use cooperative learning groups and peer tutoring 
• Simplify, clarify, and paraphrase directions 
• Act out problem situations 
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• Focus on meaning and development of conceptual understanding.  
(Cathcart, 2006). 

 
The effective teacher must promote and model the following teaching principles in 
the elementary mathematic methods classroom. 

• Teachers engage children actively in learning. 
• Teachers encourage students to reflect on their experiences and 

construct meaning. 
• Teachers help children connect mathematics to their lives. 
• Teachers encourage children to communicate their own ideas in 

many forms and settings. 
• Teachers constantly monitor and assess students’ understanding 

and skill. 
• Teachers adjust their instruction to fit the needs, levels, and 

interests of children. (Kennedy, 2008, p. 58). 
 

I have come to believe that the effective mathematics teacher must implement the 
“rule of five”.  That is, every topic should be presented using a variety of 
representations: 

• Oral Language (Talking or Describing) 
• Concrete Models (Manipulatives) 
• Written Symbols (Numeral and Mathematical Expressions) 
• Real Life Settings 
• Visual Representations (Pictures or Graphs) 
(See Diagram 1 p. 3) 

 
Oral Language 
Oral communication in the classroom is an important component in the learning 
process of all students.  This is extremely important for English language learners.  
Limited ability to communicate in English must not be confused with limited 
potential to learn mathematics.  Various teaching strategies are available to bridge 
this communication gap, i.e. Sheltered Instruction, English as a Second Language 
(ESL) and Specially Designed Academic Instruction in English (SDAIE).  
(Cathcart, 2006).  Students should be given the opportunity to explain their answers.  
By so doing, the teacher gets a clearer view of the level of understanding of the 
student and the student is given the opportunity to develop their mathematical 
understandings.   

 
It should also be noted that another aspect of teaching second language learners is 
the words and terms of mathematics.  Many terms have entirely different meanings 
in conversational English, i.e. right, face, median, round.  Native speakers usually 
can discern from the context which meaning is being used.  Second language 
learners may not.  They may need time and additional support, i.e. Word Walls. 
(Kennedy, 2008). 
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Five Ways to Represent Mathematical 

Ideas 
 

(Behr, Lesh, Post, and Silver, 1983) 
     

 
 

 

 
Pictures 

Written 
symbols 

Real Life 
Settings 

Oral  
Language 

 
Concrete 
Models 
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Concrete Models 
The use of concrete models provides a natural opportunity for oral communication.  
Models and manipulatives provide a context for the mathematical concept being 
taught.  The purpose of the model is to provide meaning since mathematical ideas 
and concepts are by nature abstract (Reyes, Lindquist, and Smith, 2007).  Research 
supports the belief that learning occurs best when students have a meaningful 
context for the mathematical knowledge and understand relationships associated 
with this knowledge (National Research Council, 1999).  Certainly, it must be 
understood that the use of manipulatives and models do not guarantee success.  
However, their use can support learning and foster deeper understanding if used 
appropriately.  Ross and Kurtz (1993) provide the following guidelines on the use 
of manipulatives and models. 

1. Manipulatives and models are chosen to support the objectives 
of the lesson. 

2. Children have had experiences with the manipulative. 
3. All children are actively engaged with the manipulative or 

models. 
4. The children are evaluated on their development of reasoning 

and understanding of the concept, not on the simple 
manipulation of the objects. (p, 256) 

 
 Written Symbols 
 Too often, students go to the symbolic representation before conceptual 
 understanding has been attained.  This is extremely problematic with 
  Second   language learners.  Many symbols are not as universally accepted 
 might expect.  A simple expression as 6÷2 is read several different ways in 
 English: 

  6 divided by 2 
  2 goes into 6 
  2 divided into 6 
  6 divided in half. 

 Imagine how confusing this is for second language learners.  The teacher must be  
   aware of the subtle aspects of language (Kennedy, 2008). 

 
 Real Life Settings 
 Students must see the connections between mathematics and the real world.   
   Students need to be engaged in problems as they occur naturally in  their lives.  
   Otherwise, mathematics is seen as a meaningless disconnect from their world. 

 
 Visual Representations 
 Visual representations may be as simplistic as a picture and as sophisticated as a  
  graph.  Both are measures that bridge the concrete and the abstract. 

 
 Individually these different representations are important.  Teamed 
 together, they  become a powerful teaching tool.  Research shows that 
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 instruction that involves translations between representations enhances student 
 understanding.  Effective teachers include a variety of modes of representation.  
 “Meaning or understanding in mathematics comes from building or recognizing 
 relationships either between representations or within representations (Hiebert, 
 1990, p. 32. 
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Local/Global and Diversity Issues in Globalization and Teacher Education 
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   This paper starts with the assumption that diversity is now a fact of life either due to the 
logic of the global capitalism or due to postcolonial and postmodern conditions.1 In all these cases the 
idea of diversity requires that local and global issues should be conceptualized (debated) in relationship to 
each other. The necessity of such conceptualizations is well expressed by terms such as “Global 
Localism” and the slogan “Think globally, act locally.” Suarez-Orozco explains the issue in this area 
succinctly: “Globalization is experienced as unsettling in many parts of the world because it threatens 
deeply held cultural models and social practices. I suspect that the complex challenge of globalization 
may turn out to be managing to maintain the proactive feature of local culture---such as local worldviews, 
values, and morals, local religious beliefs and practices---while acquiring the instrumental skills and 
sensibilities needed to thrive in the global space” (HGSN, April 1, p. 4). Further, “a big part of the 
evolving definition of 21st-century is the role of education” (p. 2). 
 
 This paper takes these assumptions into account as working hypotheses, and suggests that any 
teacher education program, by necessity, will have to take into account diversity in its local / global 
context. Specifically, the paper suggests a reflective and critical approach to build such a teacher 
education / internship program (see figure 1). We have discussed this approach in detail somewhere else 
(Singh et al 2001). Suffice here is to state that this approach recognizes that there are many stakeholders 
in teacher education. They all have their own unique cultures, which enable them to combine local / 
global discourses related to issues and problems they face in ways that enables them to find solutions to 
those problems most suitable to the conditions of their community, province, state, regions and countries.  
Broadly defined, a culture is a way of life of people. It includes what they say, the way they act,  the way 
they negotiates with others and navigate different paths made available to them by their social and 
cultural environment , so that they could live their lives as desired.  

This author has described (Singh et al, 2001, 1998; also see endnotes 2, 3, & 4) three predominant 
cultures that the teacher interns and those who work with them during the internship process need to fully 
understand and learn about. These three cultures are: 
 
 • a culture of partnership or cultures of partnerships2 
 • a culture of collaboration or cultures of partnerships 3 
 • a culture or cultures of reflective and critical internship in teacher education.4 
 Further, each culture identified above can itself be conceptualized as having many sub-cultures. This is 
so because the total internship process and teacher education themselves are embedded in multiple and 
complex global/local social, cultural, political, economic and organizational realities. 
 
The Study 
 
 If education has to play a big role in the evolving definition of 21st-century, education of the 
future teachers becomes a significant concern in the organization of educational systems in all societies of 
today. There are many stakeholders who are interested in teacher education and structures and functions 
of educational systems. Teacher interns are one of the very important stakeholders in teacher education. 
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Thus, this paper first briefly describes basic understandings taken into account in building any effective 
teacher education/internship program, and then presents data from a study this author conducted in one of 
the provinces in Canada. The study involved one hundred eighty teacher interns, and focused on one 
aspect of their culture. As a teacher educator, the author asked the interns: “What does being local and 
global mean to you?”  Since globalization invokes multiple meanings, particularly in regards to education, 
the purpose of this study was to listen to the voices of teacher interns, as those voices related to the 
meanings they attached to various on-going local/global discourses (Dissanake and Wilson, 1996). The 
interns were asked in classroom situations to participate and critically engaged local/global discourses, 
and write down what being global and local meant for them. Later this paper presents their voices. Their 
voices illuminate their values, beliefs, attitudes, perceptions, awareness and plans of actions which enable 
them to describe the meanings they attached to concepts such as global and local. This information should 
be of value for all stakeholders who are interested in teacher education and education reforms in the 21st 
century. 
 
Teacher Education/Internship Programs 
 
 An effective teacher education/ internship program would require understanding of many cultures 
as defined by various stakeholders in their own voices. One way to approach this is to create safe sites for 
stakeholders to voice their concerns in the context of many formal institutions. These would also be the 
sites in the public spheres. These would be sites where others can carefully listen to their reflective and 
critical voices, for example, pertaining to concerns they have about their schools, families, communities 
and relationship among them. 
 
 Listening to voices of each other by all parties at various sites would help them to contribute 
toward building positive school cultures through building collaborative teams. The school cultures are 
necessary, if not sufficient, conditions for attaining the sets of educational outcomes expected by all 
parties. One such set of expectation is that the school and the internship/ education programs for teachers 
produce educated persons. The educated persons are those who are equipped and motivated to respond 
appropriately to the demands of long term sustainability of diversity as it is manifested in its multi -faced 
forms in all spheres of life--- intellectual, social, aesthetic, emotional, moral, spiritual, and physical. A 
positive school culture is also necessary to attain other highly sought educational outcomes, locally and 
globally, such as, educational excellence, high retention rate, high graduation rate, high achievement and 
employability of graduates, equal education opportunity, equal educational outcomes, and school 
accountability. 
 
Meanings of Being Local /Global: Voices of the Teacher Interns 
 
 In daily conversations with each other students, professors, teachers, school and university 
administrator and personnel frequently use terms such as local, global, globalization, global economy, and 
global cultures. These terms also appear daily in newspaper and TV newscast. At times of hiring and 
firing businesses use these terms to explain their policies. In family gatherings parents and siblings advise 
each other what steps to take to be successful in life. In other words, these multiple interactions in the 
public spheres and also in the institutional settings create a pervasive context in which teacher interns use 
their different voices to negotiate, navigate and carve out their role as future teachers. In this process of 
articulating, the data from this study show that teacher interns attach multiple meanings to terms local and 
global. “Local as a concept is multidimensional.  As a high school student, being local was being a  
[BRH] school student... Also being from [this city] would make me local to being a townie as opposed to 
someone from outside this area.  However, one is a [resident of this province] which is their locality 
within Canada....  Also on a global setting I am a Canadian which is local to me. I feel that being local is 
very complex....  I think it involves a feeling of being comfortable in a place, or to have a feeling with a 
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place.  To be familiar makes a place feel like home.  Therefore local is something I feel connects all 
people because also people want to feel comfortable” (Chris). Below we present typical voices of several 
more teacher interns that support Chris’s perspective.  Their voices are presented in the form of 
quotations under selected themes. These themes emerged in teacher interns’ reflecting notes that were 
analyzed by the author. The names given in the brackets are not real. The text of reflective notes by 
students should be taken as working notes; they are not edited for grammatical appropriateness. 
 
Not Sure of the Meaning of Local/Global 
 
For example, here are voices of some of the interns: 
 
(Grace) I am “not really sure what may be meant by local here.”  
 
(Alice) “Although I don't actually know the exact definitions of the term local and global--- I don't really 
have a clue what you mean!”  
 
(Joyce) “I do not really consider the concept of being local to be that significant for me.  I'm not sure why 
that is.  
 
(Susan) “This may be way off base because I don't really understand what "local" means.”  
 
(John) “I am not exactly sure what a global economy is. “  
 
(David) “Honestly, I do not know what being local and/or global means....”  
 
 
Matter of Perception 
 
For some teacher interns the meaning of terms global and local is a matter of individual perception, and 
the meaning varies in different situations and contexts. Here are their voices: 
 
 
(Joan) “Therefore, in my opinion the perception of what is local depends upon the individual.” 
 
(Bill) “It all depends on the context. Very confusing!” 
 
(Paul) “Being local... It is interesting to look at how the concept of local is changing in society.”  
 
(Mary) “To me being local can be interpreted in many ways....Depending on the situation, being local has 
many different meanings.  It does not only mean where you come from geographically.  It may be where 
you see yourself socially, such as your position in the classroom.  In any case "being local" have many 
different meanings.” 
 
(Jill) “I think that to be local has several dimensions.” 
 
(Barb) “We may .... say that we are local but there is no set meaning...  I am local in position, but as a 
whole there is no local no set way to be the same.” 
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(Pauline) “How do I see myself as a "local" person?  This is a very difficult question to answer without 
considerable consideration.  Depending on the circumstances defined by the concept "local", I see myself 
as an individual with personal ideas, attitudes, opinions and beliefs.” 
 
 
Place, Culture, Home, Comfort, Family, Environment.... 
 
 
Many teacher interns articulated the meaning of the terms local /global in the following typical ways: 
 
 
 
L - Is for the Length of time a person lived in a certain area and that means 
                          they are from there and are a local. 
 
O - Is for the Offices that run local school boards in a given area. 
C - Is for the Children that attend local schools in their area. 
 
A - Is for the Affect that local schools have on children who move to different areas. 
 
L - Is for the Love that people and society have for their region they belong to. 
 
 AND THAT'S WHAT LOCAL MEANS TO ME! (Matthew) 
 
(Patricia) “Local to me means everything in the environment and culture, including the people, places and 
things within the city and the province.  It is the everyday occurrences within our local environment.  A 
global village includes the people, places, things and culture throughout the world.  A global village is 
one that writes everyone within the world and considers the world’s events in this context.” 
 
Local are our own cities or regions or even province.  It depends on what exactly you are trying to do and 
from what viewpoint.” 
 
(Sally) “Local refers to a familiarity, comfort and position in a geographically set area, smaller than a 
province or state.  It relates to the belonging profile of an individual in his/her community and describes 
the geographic and cultural root of the individual.” 
 
(Sandra) “Being local refers to someone who stores culture, tradition, and some sense of cultural identity 
with others who live in their area.” 
 
(Patricia) “local to me means everything in the environment and culture, including the people, places and 
things within the city and the province.  It is the everyday occurrences within our local environment.  A 
global village includes the people, places, things and culture throughout the world.  A global village is 
one that writes everyone within the world and considers the world’s events in this context.” 
 
(Christine) “When reflecting on what being "local" and "global" means to me I think about my town and 
my province when using the term local and I think about outside of Canada when I think of global. 
Local to me means things and people that are located within [our province].  The events that occur here 
are what affect me locally.  But when I reflect on global events and things I see that as those things that 
occur outside of Canada and that affect everyone in the world like the price of the Canadian dollar and the 
price of the U.S. dollar.  They are global events.” 
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(P.W.) “To me, local means the environment that you were raised in and that you understand and know 
about.  It means knowing the values and structures of the society that you grew up in.  The things you do, 
the way you act, the desires you have generally stem from the surroundings in which you live. 
 
When you go outside the environment that you are used to and is comfortable with them you are talking 
globally.  Globally means that you are looking at other cultures, values, beliefs, etc. that is unfamiliar to 
you and about which you need to learn and be aware of.” 
  
(Krista) “It is easy to see these days the differences between a local versus a global economy.  Locally, 
issues are addressed within the community through the people who live there.  They have the same 
backgrounds, live in the same geographical area and attend the same places.  Local people tend to speak 
the same language and have a common unique dialect. 
 
A global village on the other hand, incorporates all the diversities within the world.  People unite from 
different countries, languages, ethnic background social classes.  These people have a common means of 
communication such as the television, internet or radio.  It seems that the world is becoming more of a 
global village as technology advances.” 
 
(Debra) “To me being local means being from some community in [in this province] with certain 
traditions of [this province] Examples of these would be [provincial] music, fishing, …. and so on.  As 
well when something, such as clothing or crafts, is said to be local I imagine it was made and produced 
right here in [this province].  We are also a global community as well, in the fact that our products are 
sold outside of [this province] and we also receive products from away to be distributed here.  We also 
have people from all over the world residing in [in this province], working or going to school.  To me, 
however, I feel that [this province] is more a local community than a global community because of the 
tight relations within [this province] and the fact that sometimes it feels as though this is the only place in 
the world.” 
 
(Cathy) “Global to me means that we are affected my other parts of the world.  We don't live as isolates 
which we certainly were reminded of on September 11th.  I think the internet has made the interaction 
and communication between other parts even more obvious.” 
 
 
 
Technology Bridging Local and Global Gap 
 
Many interns believed that technology is instrumental in bridging the perceived gap between being local 
and global and changing meaning of these terms. Here are their voices:     
   
 
(Sandra) “Well, I'm from a very small community on the South Coast of [this province] .  I grew up very 
isolated from the "big city".  However, through television, media, Internet and travel I realized that I was 
not isolated at all.  The world is becoming much globalized.  We can sit in our computer room and chat 
with someone in Japan.  Globalization is achieved through communication; communication has been 
made very easy in the past 20 years.  We all act and contribute locally (to our environment:  people and 
society).  However, we all work together locally to create a global environment. 
 
Being a fan of technology (I am in the conjoint tech Education degree program) I felt that technology is 
essential for globalization.  However, technology has to be handled responsibly. 
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(Jill)  “Today's world is very global in the sense that everything is available at the touch of a button on the 
Internet.  Kids today know more about what is happening in a global context then what is going on in 
their own region.  For example, I know more about Quebec history and American history than I know 
about the history of (this city). 
 
Being local means, being aware of what is going on around you in your own region so you can gain a 
better perspective of your own culture. 
 
(Jolene) “My opinion of the word "local" has changed drastically in the last few years.  The addition of 
computers and the internet has made us much more globalized.  We can talk with people in China or 
Turkey.  My opinion of local has changed to include "anything that is accessible to us within 10 minutes."  
This means that anything on the internet is thereby local.” 
 
(Catherine) “We have been asked to discuss global and local and what it means to us.  I do think we live 
in a Global Society, a society that is very closely linked with rest of the world.  With the use of today's 
technology this is being furthered.  In respect to education we see this becoming so as well, for example,  
the realization of distant education courses and other courses, being taught through video and internet.  
This truly is bringing society closer together.  The opportunity to be in a multi-cultural classroom is even 
greater than ever before.  To maintain at "local" identity is still a very important aspect of our lives and 
education.  We must continue to not lose sight of teaching students their own culture and this helps an 
individual here a better understanding of one's self.  We must as educators keep a balance of both 
globalization and local identity.” 
 
(Jim) “I think to me local means to be from a certain area.  For example people who live in [this city] and 
surrounding areas.  These people would be considered locals, anyone from outside of this area would not 
be considered local. 
 
I think we all have the opportunity to be global.  With today's technology we are able to speak with and 
learn about people from other cultures.  We can talk to them one on one through the internet, we can even 
see them in person with new computer camera equipment.  With all the new technology we can 
communicate with someone half way across the world just as easy as our next door neighbor.” 
 
(Stephen) “We live in a "global village".  In years gone by things were more local.  People worked in a 
certain locality, lived in a certain locality, associated with people of the same locality.  People seemed 
more isolated than today's society.  Not much was known outside of one's locality. 
 
With advancements in transportation and technology the world has become a global village.  If something 
happens half way around the world we find out about it quickly. 
 
However, the term local is still used.  When we use the word we tend to think of a particular area, or 
region.  We think of local issues, things that pertain to a local area.  Global issues deal with larger areas-
things that pertain to the world E.g. World Peace.” 
 
Negative picture 
 
(Yvette) “What does being local mean to you? Difficult question to answer. I live in (Bay area X) and in 
particular (community A).  I am surrounded by my father's family – all eight brothers and two sisters.  My 
grandfather basically owns all the land on the top portion of our street.  Growing up my friends where my 
cousins – very sheltered.  This bothered me as I was growing up if I took it upon myself to travel overseas 
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etc. as much as possible.  Also I volunteered and worked for many years at the Refugee Immigrant 
Advisory Council One Association for new Canadians. 
 
Being local to me equals isolation, limited transportation, lack of industrialization, etc.  Even on a broader 
scale [this province] is an isolated place surrounded by water. However, on a positive note being local 
means security, familiarity, comfort and an appreciation and love for my surroundings, i.e., the ocean, the 
fox, the apple trees, my garden, etc.” 
 
(Kristen) “Today, you asked us to describe what being "local" means to me.  When we talk about things 
"global" I think we tend to take into account a large variety of ethnicities, cultures, religions, values, 
occupation, and so on.  Similarly, I believe to be local is connected to how each person relates to their 
own community in terms of all of there things.  For example a fisherman that comes from a very fishing 
based community.  I think, could easily be referred to as local, and just the same as someone who strays 
from what is considered "normal" for that region could also easily be labeled also.  More often than not, I 
think there is a stereotype attached to this word, which sometimes is inappropriate.” 
 
Where are you from 
 
Angelina “What does being local mean to you? When I first hear the word "local" I think about where I'm 
from, (city B). Participating locally means helping out around my community and participating in local 
events.  For example, in (city B), important local events include the Winter Carnival, the World Cup 
Triathlon, and the 1999 Canada Winter Games.  Also, local extracurricular activities include downhill 
cross-country skiing, hiking, biking, swimming, hockey and baseball.  I try to participate in many events 
and activities.  However, as I got older, and the world becomes more like a global village technologically, 
economically, and socially, the term "local" begins to take on new meaning.  The world is at the fingertips 
of every individual (e.g., person in rural [area in this province] on internet talking to person in Uganda).  
Instead of just being concerned with our physical locality, we are more concerned with the situations 
provincially, nationally, and internationally.  The world is increasingly becoming our definition of 
locality.” 
 
 
Born and Raised There 
 
(Karen) “A local is someone who has lived in a place for a particular period of time, long enough to know 
your way around and start to understand the local culture.  You don't have to be born and raised in the 
area to be a local.  I think that you could have grown up on the Mainland or on the other side of the world 
but that if you have settled here now, know the area and call it home – you are now a local.” 
 
(Karen) “To me being a local means being part of my local community which is ….  I am a "townie" to 
me that is what it is to be a local.  I was born and raised in [this city] and have lived in this "local" 
community for 21 years.  It is a privilege to live in town because of the great things it has to offer.  Ex.:  
Big Shopping malls to George Street.  I am proud be, a local to proud to be a "townie". 
 
(Jonathon) “Coming from a small community [Y] from which the next closet town [P] is 72 km away, my 
definition of being "local" is probably not a real definition at all.  For me it means sharing a common 
history, a common culture and especially a common occupation. [Y] was once a prosperous mining town 
and most worked in the mines or for the mines.  If you were either born and/or raised in [Y] you are 
called a ["YEER"] and therefore for me being "local" means having something in common with other 
residents in the area (i.e. family relationships, a shared history of mining and logging (→a common 
vacation, family roots in the town etc.).” 
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(Sherry) “To me, to be local means to be from a certain area.  It has to do with a physical location.  I live 
in [area F] and in [area F] I'm local just as the man on the side of the road who sells "local" vegetables 
meaning vegetables from that area.  I am from that area as well, therefore I am a local.  When I say 
someone is from the Mainland, it implies someone from roughly Ontario and further on West.  I guess to 
a certain extent when someone says they are local it implies that they adopt the local culture as well.  
Local culture is often seen as the majority culture however, so someone who is "local" in [area F] is 
usually thought of as white and Christian.  This idea of local is wrong, who can say that someone born in 
[area F] who is African and follows a different religion isn't local?  That person is just as local as I am; he 
is living and was born in the same area as me.  The only problem that I find with the use of the word 
"local" is the last point that I made, that it usually implies being part of the majority – this is incorrect.  
For me being local means being born and living in the area you are in.  Unfortunately often terms such as 
locals and mainlanders imply negative stereotypes which are incorrect.” 
 
(Morgan) “Being local means a lot more than actual being from the local area, like [this province] for 
example.  People born in [this province] don't necessarily have a knowledge and appreciation for it.  
Granted, most [this province] know and respect where they are from but not all.  What is the difference 
between someone born in [this province] in the 1970's and someone from the US, England, or China who 
has lived here for 30 years.  Really there is no difference.  Just because someone is born here doesn't 
necessarily make them proud of where they are from.  Being local means having a respect and 
appreciation for that place.  Being from that place is not necessarily enough.” 
 
 
 
(Helene) “The idea of 'local', in context, is related to the concept of community.  In [this province] there is 
a distinction between 'baymen' and 'townies'; people from rural communities and those from larger towns 
such as [ city G], but in terms of the global community, [this province] are 'locals' and the term CFA 
(Come From Away) is used to denote those from Mainland, Canada or elsewhere in the world.  Humans 
are social beings; family, community, country and world community are the levels of society which we 
inhabit.  To be a responsible member of the world community a person should first be able to function on 
the 'local' level, in his or her family and community.  The term 'local' usually indicates that a person has 
lived in an area all of their life, or has become a 'local' by length of time or by empathy with the people 
who are 'locals'.  People who are good citizens of their local community are usually able to think on a 
global level, and act as responsible members in all levels of society.” 
 
 
(Gloria) “My feeling of being local is, to me, a sense of belonging to where I am.  Mainly, it means my 
birthplace, where my parents still are, and visiting the place I grew up.  Local to me, is also the sense of 
belonging in my family, in my classroom, and amongst my peers.  I am not global with regards to 
traveling but I am global in my perceptions of the world in general and of people of different cultures.  I 
love meeting people of different backgrounds then myself and finding out about them.  Someday I hope to 
travel, but for now it's great to be a true-born [in this province].” 
 
 
(Krista) “When I think of being local or global, several ideas and notions emerge.  I don't think that 
people are either one or the other.  I feel people belong to both categories.  As a psychology major, I 
appreciate that people are diverse and have many facets.  No one person can be adequately labeled by a 
single definition. 
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Take me for example.  I am a local person of [city G in this province] as I was born here and I live here.  
However, I am also a global person, as I am constantly affecting and being affected by the world.  I don't 
think that global is defined as someone who travels a lot.  I think instead that everyone is a global person 
because of their impact and contribution that makes the world. 
 
For me, no person can be labeled either "local" or "global".  I believe that everyone is both of these 
types.” 
 
(John) “During the course of the evening the class was challenged to define themselves as being either 
local or global.  It is my belief that in this age, it is impossible to be a non-global individual.  We are 
constantly bombarded by information on unprecedented scale.  Both local and national newscasts are 
filled with International news and all forms of print media carry some degree of global coverage.  Even in 
an area as isolated as (this province) it is easy to see the influence of global cultures.  Subsequently, I 
believe we are all global people.” 
 
(Susan) “Being local means to me that you have to be born and raised in a community and where you 
have roots. 
 
For example, my dad lives in (community W) but is originally from (community Z).  He moved to 
[community W] 29 years ago.  My dad is seen as a local from [community Z].  He has aunts, uncles, 
cousins and childhood friends there.  Although he as spent close to three decades in one small 
community, he is still not looked upon as a local.” 
 
 
Pride/nationalism 
 
(Dennis) “What does it mean to be local? To be local is a part of who I am.  I am very proud to be local 
and will never give it up.  No matter where I go in his journey called life, I will bring with me the things I 
have gained from being local. 
 
Also, I think that this class will help me to better my communication skills and I look forward to a great 
semester.  You always have to communicate and hopefully this class will help me to improve on these 
skills. 
 
(Vanessa) “Being local, means a great deal to me!  I come from a small community of about 600.  
Because of this there is an enormous sense of unity within the community.  I am involved in many local 
organizations and it gives me a great sense of pride.  In fact it was being the leader of 4-H that made me 
realized wanted to be a teacher. 
 
Being local on a provincial level also instills a great sense of pride for me.  The ABC special the other 
night about September 11th and the way people were welcomed into [city O], made me feel so proud to be 
a [resident of this province]. 
 
Because of this pride I will be staying in [this province] to work and inspire our own youth.” 
 
(Stephanie) “What does it mean to be a Local? For me, it's a sense of pride.  I am very proud to say that 
I'm a [resident of this province] and the heritage and culture that are associated with being a [this 
province].  It is important as human beings to have a sense of belonging and being a part of a unique 
culture creates that sense of belonging.  What's even more interesting about being a local is that you take 
your culture with you whenever you go.  It doesn't matter if you are living in [in this province] or Ontario 
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or Japan you will always be a [resident of this province].  The fact that we are indeed living in a global 
village has affected each and every one of our lives but it does not change where we come from or the 
culture that is unique to that particular area of the world.  I am a [resident of this province] and I always 
will be.” 
 
(Kristen) “What does it mean to me to be local? To be local, I feel proud!  Living in this province is an 
experience.  You will never meet anyone like you do here.  A lot of people who are not local even agree.  
However, I believe that in order for one to say that he/she is local, they must be able to say that have 
experienced [this province].  They have seen what it has to offer and have knowledge of its culture. 
 
To know that I am local I know that I carry with me many traits that may not have if I wasn't.  I can walk 
down a street a greet people and know that they will greet me.  To know that I'm local I know that I will 
want others to know and I would want them to experience what I have! 
 
(Dennis) “What does it mean to be local? To be local is a part of who I am.  I am very proud to be local 
and will never give it up.  No matter where I go in his journey called life, I will bring with me the things I 
have gained from being local. 
 
Also, I think that this class will help me to better my communication skills and I look forward to a great 
semester.  You always have to communicate and hopefully this class will help me to improve on these 
skills. 
 
 
Education/schooling 
 
(Dave) “As teachers we will need to appreciate the cultural backgrounds of our students, whether they are 
city kids moving from a small town, they may be members of an uncommon religion or may have just 
moved to Canada.  Teachers have to do their best to keep an open mind and accept and celebrate 
differences.  All of society needs to do this, but as teachers we have a responsibility to do this because we 
will influence how our students think they are the next generation of society.” 
 
(Stephen) “What does being local mean to you? A term that I've been learning a lot over the last couple of 
years is Globalization.  Increasing emphasis is being placed on mergers and countries are beginning to 
cooperate economically.  Further communications technologies allow people from all over the world in a 
manner that is easier than visiting your neighbor. 
 
Almost as a reaction to this travel is the post-colonial emphasis as local culture and local customs.  
Aboriginal rights are being given increased attention and, while by companies are starting to come to [this 
province], there is a bigger finish to insure local benefit (i.e., iron are smelter HERE).  [This province’s] 
culture is also being expected across the country in the form of music and …. 
 
As a teacher I will have to educate my students so that they can be effective global citizens.  At the same 
time, however, they must be made aware that their local values and customs are important as well.” 
 
 
 (Nicholas) “Being local means to live 'here', where ever you are at the time.  Right now, we are in [this 
city] so those who are from (grew up) in [this city] are considered to be locals.  Those who 'grew up' in 
any community are considered to be locals.  You acquire similar ideologies, beliefs, cultural values, and 
language of those who live in that community.  In school, these ideologies are predominant; other 
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residents who move into the community may have different view and values but are 'assimilated' into the 
local community or are considered to be 'outsiders'.” 
 
(Sean) “What does being local mean to you? I take local in the sense that I try to be aware of the various 
aspects of my immediate surroundings and, more generally, the day to day life that I live.  It must be 
recognized that these now immediate concerns are at the same time both intimately tied to and distinct 
from broader, less specific spheres.  For example, as a teacher "being local" refers to my awareness of the 
culture, issues and atmosphere in my school (and even more specifically my classroom).  Being global, as 
a teacher, will involve my awareness of and relationship with larger issues, such as the state of education 
generally or the effects of media on youth.” 
 
(Amy) “What does "being local" mean to you? To me being local can be interpreted in many ways.  
Globally, being local to me means being Canadian.  On a national level, it means being a (from this 
province).  Provincially, being local means I'm from "the bay".  In any case, "being local" invokes a sense 
of pride about where you come from.  For me, being from an out port community in (in this province) is 
something to take pride in.  It's a small community, with closeness between people.  It’s like you come 
from a very large family.  Depending on the situation, being local has many different meanings.  It does 
not only mean where you come from geographically.  It may be where you see yourself socially, such as 
your position in the classroom.  In any case "being local" have many different meanings.” 
 
(Dana) “What does being local mean to you? I think being local in one sense means knowing the culture 
of the school, and the culture and community that the students are coming from. 
 
If you are a "local", it means you grew up in that community, possibly that school.  I think it makes a big 
difference, especially in small schools or small communities because you can relate to the students. 
 
I think in another sense (broader sense), local means relating to our culture here in North America, or 
even in Canada, or even here in [this province] rather than other provinces, countries, or other parts of the 
world. 
 
It depends on the context in which you are looking at the word.  In any case, I think local is personal 
term.” 
 
(Catherine) “We have been asked to discuss global and local and what it means to us.  I do think we live 
in a Global Society, a society that is very closely linked with rest of the world.  With the use of today's 
technology this is being furthered.  In respect to education we see this becoming so as well- the 
realization of distant education courses and other courses being taught through video and internet.  This 
truly is bringing society closer together.  The opportunity to be in a multi-cultural classroom is even 
greater than ever before.  To maintain at "local" identity is still a very important aspect of our lives and 
education.  We must continue to not lose sight of teaching students their own culture and this helps an 
individual here a better understanding of one's self.  We must as educators keep a balance of both 
globalization and local identity.” 
 
(Nadine) “What does it mean to you to be local and global? I believe for me to be local would mean that I 
have a good sense of local community.  I would have to understand the different ways in which my local 
community works.  We go out on religious, community events and special days.  You should help out 
with local volunteer groups, schools, etc.  And have a strong sense of community. 
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Global would be more of world wide community.  You would think more in terms of a broader 
community.  You would think not just about your own community but also about everyone else's.  Not 
just your own culture but many others.” 
 
(Jenny) “I lived in Vancouver for seven years and I also have a perspective gained from living in a larger 
city.  The biggest problem in the schools in Vancouver was children that could not speak English.  Over 
half of the students in the school where I volunteered were in ESL classes.  Therefore, the society 
influenced the school system.  Thus issues in education are greatly affected by society both on a local 
level and global level.”  
 
 
Awareness of Interdependence of Local/Global Relationship 
 
(Cuilean) “What does being local mean to me? Being local means having connections:  connections being 
family members that have roots in the community.  As well being local means being involved in the 
community.  Through certain organizations, (church, sports, and community events:  such as manifest, art 
shows, etc.).  The most important things about being local are having emotional ties, local distinctions 
and the feeling of connectedness to a certain local. 
 
Local is what is known/or common and global is what we desire to know/or uncommon.  The new global 
intervention has challenged/or changed our meaning of local.  Is local Canada? (this province)? Or (this 
city)?  We now look at this on all levels.” 
 
(Darrell) “Being local means to me a heightened sense of awareness of your immediate surroundings, yet 
at the same point in time being aware of its connectedness with the global community.  "Being local" 
means emphasizing the importance of local functions and duties as a primary goal.  I think that with the 
advent of technology and greater interconnectedness between the global communities less emphasis has 
been placed on the importance of the local community.  However, restricting yourself to only local 
functions can be disadvantageous and cause you to be less enlightened to new ideas as a teacher.” 
 
(Kim) “What does being local mean to me? Being local is very important in my opinion.  I come from a 
small community in Trinity Bay and since the economy has become so industrialized the population in 
the community has decreased because people are moving to find jobs.  This community depended on the 
fish plant for many years.  When the fish population was in danger, the company stopped processing fish 
and many people lost their jobs and had to move away.  The plant is now processing crab and employs 
part of the community.  There are two grocery stores in the community and my family believes that you 
should support your own community and buy from the stores.  There are many people who would rather 
drive 45 minutes to pick up food.  This does not help out our community.  If you want to help your 
community grow you need to invest in that community and keep things local.  The plant in the 
community now has two more plants in the province.  They have markets all over the world, but their 
industries are located in [in this province] to employee [from this province] and make their products 
locally. 
 
Peter “What does being local mean to you? The concept of local is quite complex when one utilizes their 
knowledge about socialization and globalization.  Local for me actually encompasses a provincial 
bonding.  However, this bonding does not exclude the immigration or out migration of local peoples.  
Each new addition to the province adds to the culture and each out migration aids the enhancement of 
global understanding concerning our province ….  This leads to a greater understanding of the issues 
whether political, economic, educational that all of us as a nation or world are affected by.” 
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(Tina) “What does being local mean to you? Since I am originally from a small community, and the 
economic situations for most families centered around one industry (fishing), this type of community 
structure is vital to its survival.  When people have employment within communities they can support 
other businesses such as retail stores, gas stations, etc. to be also viable within the community.  I have 
seen communities lose their main industry for employment and witnessed the people leave their homes in 
search of employment. 
 
When communities have a substantial economic base, then social interactions such as group activities, 
sports activities, fund-raising for special events, etc. can flourish.  When economic problems exist in 
communities people have less money to support their local interactions. 
 
It is important to support local industry (such as buying from provincial retail store, versus buying from 
Wal-Mart where profits go to the US).  The need to be more aware of consumer spending is important to 
support local economies. 
 
Globalization is affecting the lives of local communities especially when they move industries out of one-
industry based towns.  For example ERCO (in this town), although the environmental advantages were 
greatly improved when the industry there shut down, however economically it was not good for the town 
as people needed to move away to gain employment.” 
 
(Neil) “Local no I have never considered myself to be "local" to anywhere.  I have moved too often to 
even think of myself as from somewhere.  I think a lot of people get really attached to where they are 
from, or grew up and I have never experienced this.  I have developed a fondness for[this province].  But 
I believe that I'll probably never feel "local". 
 
With the influence of Globalization upon our post-modern world, I believe that people must cling to the 
concept of "local", before all boundaries in culture, are blurred before societies lose characteristic that 
make them unique.  Influence such as media is fighting this concept of "localism".” 
 
(Erica) “To be "local" is to be a person who has lived in a specific place for their whole lives.  To be 
"global" is to be a person who travels all over the world and experiences all different cultures.  These 
people aren't afraid to experience different things, and don't look down on other's beliefs and customs.  
Locals don't necessarily have to do this either, but they are more concentrated on things that they have 
experienced their whole lives.  They tend to be very traditional, and like to stick close to home.” 
 
(Susan) “What does it mean to be Local? Global, in a Global Village? Local can mean to be from a 
certain area.  I think that local means one area that a person comes from.  Here in (this province), 
especially in smaller communities, being local means that if you come from there, people know you.  If 
someone new comes in, everyone knows. As for global, to me that implies everyone from around the 
world.  It's more of a way of saying that everyone belongs to the same "village" and no one is a stranger.  
To me, local means that I'm from [this city, form this province].  Global means I'm from this planet.” 
 
(Lisa) “What Does it Mean to be Local?  Global? I could go on for PAGES about what it means to be 
local and global.  However, I will stick to one experience – my summer job. 
 
In the summer I work as a tour guide for the famous "bird and whale" tours in --- (which I will leave 
nameless).  As I gave the tours every day, the twists from all over the world viewed me as a local girl.  I 
also saw myself in that sense as a local girl.  I knew the area and the people, I spoke with the local accent, 
and I felt comfortable on the ocean.  However, I also saw myself as one person in a large, global network 
of people who had one thing in common – the love of marine life.  People from Germany, Japan, 
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Australia, and Africa could converse with me about a common interest.  I never again will see the tourists 
that I talked with on these daily tours.  However, for a couple hours, our different cultures disappeared 
and we were part of the same community of marine-life lovers.  So, I could definitely see myself as local 
and global at the same time.” 
 
(Timothy) “It's a funny thing about the concepts of local and global.  While living in [in this city] I always 
heard about a "local identity" and how important it was to represent where you come from and I feel that I 
have, but there is an interesting twist on this. 
 
I lived in London, England for 8 months, and I was a true heartiest [person from this province].  I was 
treated special because I was different (accent and general attitude), and I loved it. 
 
However, I began to resent any other [person from this province] I met over there that stole my "thunder" 
I also adopted English traits and some slang. 
 
Upon my return I was dreading hearing a [local provincial accent] and was mocked for my use of English 
slang.  Of course this all worked itself out, but it just goes to show how the concepts of being local and 
global are not mutually exclusive.” 
 
(John) “....the class was challenged to define themselves as being either local or global.  It is my belief 
that in this age, it is impossible to be a non-global individual.  We are constantly bombarded by 
information on unprecedented scale.  Both local and national newscasts are filled with International news 
and all forms of print media carry some degree of global coverage.  Even in an area as isolated as (this 
province) it is easy to see the influence of global cultures.  Subsequently, I believe we are all global 
people.” 
 
(Roseanne) “What it means to be "Local" in a Global Society? This topic is very important to me these 
days.  I work at College X, a "local" college.  We have been contracted to transplant our local college to a 
global setting in ---- in [another country].  So, I'm now looking at ourselves as locals, as [from this 
province], and trying to see how we can make the best matches to send the right "local" people to our 
global campus in [another country].  All suggestions and comments welcome.  I hope to learn a lot from 
this course that can help in my job.” 
 
(Erin) “What it Means to be Local vs. Global....I guess local for me doesn't really carry the same meaning 
it did 50 years ago.  There is a greater community of friends that are in NO WAY geographically 
connected for me.  People with common interests to me in Europe are more likely my "local" friend.  
Similarly, other members of [ this city and this university] without interests or activities in common with 
me I would consider global.” 
 
(Regan) “The concept of local vs. global people is an interesting topic.  Having spent the past semesters in 
Norway, I have experienced the life of a global person, being the outside individual in any 
communication situation.  Having had this experience, I feel that I have become more effective in local 
communication, ..” 
 
 
 
(Janelle) “What it means to be Local? I am a very local person.  I rarely travel and live in a small place.  
Because of my background, I don't know too much about different places in the world but I enjoy being 
local.  I find you learn a lot more by being local because you get to know the people around you more and 
what their lifestyles are all about. 
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In one way, when I think about it, I'm not fully local because the people around me, like I learned tonight 
are from all sorts of places around the world so you learn about them and their ways of life and in turn 
became more global yourself.” 
 
(Brad) “Living in a post modern society and a globalized economy is a much different lifestyle than the 
lifestyles of our parents and grandparents.  Today we communicate with people all around the world 
through many mediums such as face-to-face communication in Japan, tele-conferences, telephones, cell 
phones, voice messages, email, and many more.  In today's world, people need to be knowledgeable in 
many areas of communication in order to be successful.” 
 
(Megan) “Today we discussed 'a way' in which two people view how a school should be set up - what 
kinds of things are crucial to a successful learning environment, and how they should be viewed, or rather 
a good way to deal/handle them. 
 
Being Global, to me, means being able to exist in today's society as an individual.  An individual who is 
concerned with what is happening in the world and how it relates to them personally.” 
 
 
(Julie) “To me, being global means being aware of the world around us. It is important to know about 
things from a local perspective - how certain issues and decisions affect our communities, province and 
country; but it is also valuable to determine how those same issues, decisions and values affect the world 
around us.  We also need to try and look at things from other people's perspectives - how their values and 
beliefs affect their choices.  If we are more aware of many perspectives, we are more able to make 
informed, appropriate decisions.  In some ways, being global is thinking outside our own particular "box". 
 
 
(Melanie) “I think that global issues are those that affect the world in general such as decisions that are 
made by governments and higher officials.  For instance, the decisions made by President Bush regarding 
the war on terrorism not only affect the United States but the rest of the world as well. 
 
Local issues are those that affect people on a smaller basis whether it is within a specific community, 
group, school, etc.  A good example of this I believe is the $40 recreation fee imposed upon all [by this 
university] students to pay.” 
 
(Faith Ann) “I believe being global is defining  us with relation to our world.  Such things as media and 
the internet allow us to be active participants in global issues.  It also allows us to be informed.  However, 
being local probably defines us more as an individual - where we fit in our society, our beliefs, values, 
and actions, etc.  But the global aspect also allows us to be more objective.  Together, they help us form 
ideas of who we are in relation to our community and our world.” 
 

       Discussion 
 

How would teacher interns’ voices help to contribute toward building positive school cultures 
through building collaborative teams? How should multiple stakeholders interpret voices of the teacher 
interns? What should those who teach the interns include in their course material? How should they teach 
them? These are some of the challenging questions for all stakeholders involved in teacher education.   
There are at least four factors that characterize wave of globalization: growing worldwide immigration, 
the power and ubiquity of new global technologies, the post-nationalization of production and distribution 
of goods and services, and the back-and-forth cultural flows (Suarez-Orozco, 2004). 
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In this context, how should voices of the interns interpreted? Should we interpret inters’ voice 
from various perspectives in cultural studies, postcolonial studies, postmodern studies, globalization, 
transnationality, neo-liberalism, critical race theory and so on? As we know, using any one of these 
perspectives to make sense of inters’ voices is likely to produce different meanings. These meanings, in 
turn may have different implications for policy makers, school administrators, politicians, business 
people, school reformers and other similar stakeholders interested in teacher education. Moreover, these 
groups of people are more likely to have their own views of what does local/global mean to them, because 
globalization engenders difference and complexity; it makes difference “normal”.  

For example, in its more critical view cultural studies explores how to discover disempowering 
structures and find out means to intervene those structures in order to bring about a more equitable and 
just future. Globalization has created inequalities in all spheres of life – social, political, economic and 
cultural. This is the biggest threat for verities of reasons with which teacher interns and other stakeholders 
in teacher education should be concerned with. Globalization dominated by neo-liberalism did not bring 
reduction in global poverty.  Policies imposed by the International Monetary Fund on countries have been 
disastrous for the poor and the environment. The gap between the very rich and the very poor regions of 
the world keeps growing (Peet, 2003). In the area of new global technologies much more needs to be done 
to reduce the digital divide.  

The voices of most interns presented above show no use of such language. Instead, they use 
language of global culture. There are ample voices affirming cultural identities. Cultural identity 
converses, among other things, upon place, nationality, history and ethnicity. Globalization in this area 
has created a feeling of global togetherness among people, having a global soul. Shelly articulates this 
feeling:  “I think that in today's society, especially the society we live in; to be local is to be global.  I 
come from a small town of 500 people, yet already I have visited five different countries.  I had to learn to 
fit into their cultures and societies.  This is made easier at this time in history because of the exposure, 
through media, movies, schooling, etc., to learn … how these people live.  Also, in living in such a small 
town I keep in contact with people from all around the world through email, chat programs and telephone.  
So, to be local would mean that you're familiar with your immediate surroundings, friends and culture.  
But, you can also be familiar with many other cultures as well.  Today, we are almost all connected 
together - globally.” In Jenny’s words “I consider global or a global village to consist of the people of the 
world to be related in aspects of human life and to be connected in some way, i.e., communication.  It 
involves a relationship of beliefs or social attitudes between ethnic communities and nations.  It involves 
societal effects on each other.” 

In similar vein, some people ask other people questions such as, “where were you born and 
raised” and “where do you come from”. Looking from the perspectives of postcolonial and critical race 
theories, it becomes clear why sometimes these questions raise deep uneasiness and even resentment 
among certain people and fear of adverse political consequences for others (Wu, 2002). It depends on 
who asks these questions to whom and for what purpose. On the other hand, as it is clear from the voices 
of the interns above, being born and raised at a place where one is living, and telling others about the 
place where one is from, create a sense of genuine  affirmation of one’s social self, a feeling of friendship 
and closeness, and pride in local and national identity. At the same time, expressing these feelings in a 
strong language and tone often leads to exclusionary practices and privileging of discourses that 
emphasize “otherness”. 
  Teacher interns themselves have to be aware of their own voices from critical and reflective 
perspectives. That is to say, they self-consciously have to explore underpinnings of discourses they use to 
define terms such as local and global. This they need to do because as teacher interns they will sooner or 
later inherit complex and diverse school and classroom cultures. As Suarez-Orozco points out “children 
growing up today are more likely than in any previous generation in history to live a life of working and 
networking, loving and camaraderie with others from different national, linguistic, religious, and racial 
backgrounds….In a globalized world, the ability to cross cultural boundaries, work with others by 
understanding  and empathizing with their points of view, and the ability to consider multiple 
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perspectives will become increasingly important” (op. cit, p 3)  In these contexts, for teaching in their 
classrooms they would also need to know the following as several reform reports point out: 
 
1. How to translate provincial/state learning objectives with practical learning experiences in the 
    classroom. 
2. How to prepare instructional plans 
3. How to prepare lesson plans 
4. How much time to spend on different tasks in classrooms 
5. How to manage the classroom 
6. Different teaching practices and strategies 
7. The prescribed curriculum content 
8. How to build a strong foundation in literacy skills 
9. How to persevere 
10. The effort and time required for high achievement. 
 
Preparation of programs for school is a very important task. Therefore, teacher interns should be able to 
prepare programs to be used in schools. The structure of these programs must provide their students a 
structure of intellectual skills which will include inquiry, inference, reflection, critical and creative 
decision making, analysis and evaluation. Moreover, these programs should enhance students' 
technological competence and prepare them as good citizens. Similarly, teacher interns also are expected 
to learn how to address and nurture students' physical, emotional, social, spiritual and moral needs. 
                  The discussion presented above leads this author to conclude that teacher interns have to learn 
an integrated approach to curriculum which allows them to do all the things mentioned above in the 
context of the school. The relevance of multitasking and multiple learning skills are likely to increase. 
                 These expectations held for the teacher interns by stakeholders put great responsibilities on the 
shoulders of cooperating teachers, internship supervisors and school personnel who have their own 
cultures. The challenge for teacher educators are, what and how should they teach teacher interns in 
educational systems? Educational systems are social systems and as such in a globalized world they will 
also have to engage students, cognitively, socially, and behaviourally in the class rooms. Classrooms in 
the post-industrial democracies are characterized as places where boredom has become a norm. In this 
situation, should teacher educators, cooperative teachers, and school personnel as key stakeholders in 
internship process resort to systemic thinking as a perspective to achieve these goals? Through this 
perspective they can attempt to comprehend institutional and organizational contexts, as well as, their 
own cultures. A series of questions can be raised in achieving this goal. For example, a start could be 
made by asking the following questions: 
•Are the organizations, where three cultures - culture of partnership, culture of collaboration, and culture 
of reflective and critical internship- are located learning organizations? How are they learning local/global 
aspects of school and society? 
• Do these organizations promote authentic dialogue in relation to local/global issues? 
•What kind of culture do these organizations, in fact, create, maintain, promote and perpetuate – local or 
global or hybrid or multicultural or simply cultures of whiteness? 
•What kind of cultures do they discourage – non-European cultures and cultures of diverse social, gender, 
race and sexual orientations, for example? 
            In our own work, we have developed a critical and reflective teacher education model. In doing 
this we have made use of critical and reflective pedagogy approach in education (Singh and Doyle, 2006, 
Singh et al, 2001a, Singh et al, 2001b, Singh, Hamnett et al, 1984). Our approach attempts to engage 
these partners with local/global discourses related to social justice issues and create learning and teaching 
opportunities for them to function as intellectuals and cultural workers (Singh, 2000b). Previously issues 
in education such as access, selection, and equality of opportunity dominated educational discourse. Now 
the debate has been extended to include issues of knowledge, pedagogy, and the politics of difference. 
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The study of education as a site of struggle now includes broader debates about post-modernism and the 
cultural politics of difference. 
             In the final analysis, globalization is changing in fundamental ways local cultures, societies, and 
economies. Both immigrants and those who live at places of their birth need to learn new skills and 
sensibilities to experience globalization in creative and imaginative ways. To accomplish this goal, a great 
deal of thinking, talking and doing is required. For it is through conversations with each other that we are 
able to resolve our problems critically, creatively, imaginatively and reflectively. Therefore, we need to 
learn more about culture of various stakeholders in teacher education through research and candid 
observations. We will be better served if we produce "local knowledge" about these cultures. In order to 
achieve this, co-operating teachers, internship supervisors and school personnel ought to make their 
observations of the internship process public. This they can do either through presenting their ideas at 
conferences, in-service programs or through writing in journals. In this respect locally born and raised 
educators should remind themselves of their families’ histories as immigrants, while at the same time 
learning from the experience of new immigrants. Suarez-Orazco explains, “ per secula  seculorum has 
been the immigrant  story the world wide over: keeping the social cohesion and the protective features of 
home cultures while managing to acquire the skills and competencies needed to thrive in the new 
country” (HGSE, 2004, p. 4). This new country, I suggest, should be thought of a space that exists 
between local and global space, i.e., in-between-space. 
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•        Describing/Contextualizing 
•        Bringing Cultural Capital 
•        Engaging 
•        Problematizing Dominant Practices and Discourses 
•        Functioning as Intellectuals and Cultural Workers 

 
 
 Figure 1 - RCIP Model 
 
                                                           
1 The situation of the world we live in has changed due to emergence of Global Capitalism. The latter condition has 
“disorganized” earlier ways of thinking global relations in terms of colonizer/ colonized, First/ Third Worlds, North / South or the 
“West and the Rest.”  The new Global Capitalism has created “a new international division of labor.” This has been achieved 
through the networks created by the transnational corporations. The transnationalization of production is deemed to be the source 
of both global unity and fragmentation--- economically, socially and culturally. Notably, corresponding to economic 
fragmentation is cultural fragmentation, which has been debated in terms of “multiculturalism” and “diversity.”  These terms 
have multiplicity of meanings some of which have lately been captured by such terms as “postcolonialism” and 
“postmodernism.” 
 
 
2 As discussed above, our schools are expected to produce well-rounded educated persons to meet the challenges of the twenty-
first century and beyond. Such educated persons can not be produced without the help of various partners involved in creating, 
managing, implementing and evaluating the curriculum in schools and the internship process. Who are these partners? These 
partners are (the list is not meant to be exhaustive or in order of importance): the various Departments of Education and Training, 
the schools, school board associations, the school councils, program specialists, education faculties, universities, religious 
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organizations, business organizations, and so on. All the partners have their own groups, organizations and cultures. There is a 
need to understand their cultures in a systematic way, if the goal is to improve our schools and educate the populace in a desired 
direction. This will require, among other things, creating new forms of institutions and communication networks so that we all 
can have pragmatic, open and endless conversations with each other. For it is through unending interactions with each other that 
we develop our self. The self in turn enables us to create new forms of knowledge. Based on new awareness we are able to 
imagine new societies and hope to create them through our actions.   
 
3 I have just identified many partners involved in the internship process. Many of these partners regularly collaborate with each 
other to achieve certain educational outcomes in this province. For example, the school districts, the schools, the cooperating 
teachers, the internship supervisors, the teacher interns and the Faculty of Education collaborate in the delivery of the teacher 
internship program. 
 
 The point is that collaboration, as a form of interaction and conversation, creates its own culture. A great deal has been 
written in this area and the research is extensive. We have reviewed some of the research in this area and have produced "local 
knowledge" which shed light on what it means to be a cooperating teacher, internship supervisor and teacher intern in this 
province and what it means to collaborate with the Faculty of Education as the only institution of higher learning in this province. 
These meanings become part of the total internship culture, which in turn affect the degree to which the internship program in 
this province can be implemented successfully. 
 
 Therefore, we need to understand various elements of cultures of collaboration. We have, like many others, come to 
realize that any collaboration is based on trust, give and take (exchange), respect, care and continuous dialogue among all parties 
involved on an equal basis. It is based on a sense of humility among the participants, acceptance of differences and tolerance of 
many previously unheard voices. The "global village" built on the foundation of collaboration is not a village built on the unified 
voice of the people who live in it. This village defies any single true common canon. On the contrary, it is a village built on 
people's ability and skills in recognizing and incorporating into their daily actions the contradictory voices and experiences of 
many people who live in it. Collaboration is based on reciprocal exchanges in which participants feel empowered, enabled and 
socially mobile. It is based on a set of attitudes which encourages inclusion of all partners rather than their exclusion. 
Collaborative practices and life styles thrive on democratic principles of participation, fairness, justice and equality. 
 
 
4  Similarly, much is written on reflection, reflective and critical education and internship. A rich and extensive literature 
also exists in this area which links reflective education and internship to larger issues of social policy and nation-building. We 
have reviewed some of this literature and how it impacts on the locally generated internship process in this province. 
 
 Briefly, cultures of reflective and critical internship thrive on conversations of hope and possibilities. These cultures are 
capable of transcending discourses of despair, gloom and doom. Dooms day talk characterizes many of the education reform 
reports produced in this province and elsewhere. The reports use piles of statistics to create a profile of the educational system in 
this province in which very little good is seen to be happening. The numbers are used to create images of crises in society, rather 
than positively portraying the life styles of people in this province. The reports are more interested in creating an image of society 
which corresponds to the self-images of those who have produced those reports. Instead of re-affirming the self-images of many 
people in this province, the reports just do the opposite. More often than not they have become instruments of social policy which 
undervalues the self-confidence and self-concepts of people in this province. 
 
 
 On the contrary, cultures of reflective and critical education and internship aspire to build a democratic society and to 
encourage democratic living. These cultures do not shy away from the radical meaning inherent in the idea of democracy by 
adopting a cynical set of attitudes which re-enforce the idea that issues related to inequalities - social, political, cultural, economic 
and gender - are unproblematic, and therefore, need not be taken too seriously in education policy formulation and 
implementation 
 
 In addition, cultures of reflective and critical thinking in education encourage continued conversations among all 
members of society. They encourage unchecked (except for extreme hate speech) freedom of speech and communication in all 
forms, specifically they encourage previously no heard and unrecognized voices to be heard and recognized through creating new 
safe spaces and rights. 
 
 Not only this, these cultures encourage all partners involved in the internship process to raise critical questions which 
challenge the existing status quo or one-dimensional thinking, e.g. schools should be changed to meet the demands of global 
economy and nothing else. Instead of seeing downsizing and school closure as the only solutions to problems created by a global 
economy and technological changes, reflective and critical cultures empower people to think in terms of the possibilities of 
creating new forms of communities, sets of relationships and desired goals. 
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Abstract 

 

An investigational study was done in a long term special subject of .Japanese language teacher practice in 

University of Tsukuba in which pre-service teachers executed classroom lesson trial. 

Through investigation of 10 selected lesson performances, we extracted 42 cases that need to be improved. 

Continuously, these cases were modified as the style of purpose to improve future teacher practice. Here, the 

authors introduced Quality Function Deployment (QFD) analysis to clarify potential elements for the 

improvement. This practical method had been used successfully by manufacturing, service and education 

sectors in the world, but this is the first study to introduce QFD into the teacher practice. 

As a result of the analysis, enhancement of novel instructional skills was more important to improve 

effectiveness than enhancement of performance to use acquired subject area knowledge.  

Based on extracted connotation elements for improvement, two measures are proposed; “promoting 

competencies as a classroom teacher” and “promoting communication approach.” 

 

1. Introduction 

 

Japanese language learners are increasing, and the number of learners reached 129 thousand inside Japan and 

2.3 million outside Japan. On the other hand, it has passed about 20 years since a Japanese language courses set 

up in universities in Japan. According to the survey of the Agency for Cultural Affair, 21 junior colleges, 170 

universities, and 30 graduate schools offer Japanese course in Japan, and total pre-service teachers are 30,773 in 

2005 (MEXT, 2005). 

The standard of pre-service teacher training of Japanese course was established by Ministry of Education in 

1985 (MOESSC, 1989), and each university offers curriculum in accordance with this standard. One of the 

important parts of curriculum, there is a subject named as “Teaching Practice” (hereinafter referred to as “TP”). 

TP is long term teaching training that includes actual classroom teaching performance with learners. In the early 

stage, TP used to be less execution in pre-service training curriculum of universities, but it was required to 

master effective practical competencies to answer the increasing Japanese learners who have different 

nationality and cultural background. Then, additional report and/or research studies were introduced to deepen 

effects of the training as well as increasing execution of TP in universities. After then, the TP was designated as 

indispensable training in the curriculum of all universities in 2000 (MOESSC, 2000). Thus, TP should induce 

significant experience of students, and it is expected to bring further effects. 

University of Tsukuba also offers TP that includes practical classroom experiences and gives a chance to master 

practical teacher skills to pre-service teachers who have learned subject area knowledge (Figure 

1).
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Despite we find virtue of TP through their lesson trials where pre-service teachers design their lessons 

independently and aggressively, it is hard to find and indicate defects of TP from their performance to recognize 

element issues to be improved and/or give advices. Therefore, study in this article aims to clarify the issues 

underlined in TP by using Quality Function Deployment (hereinafter referred to as “QFD”), and shows the 

direction for improvement of TP by transferring qualitative data into quantitative data. 

This also would be the development of a common document that can be shared by persons concerned, the 

document also available to contribute on-going reflection session, and enables to propose concrete measures for 

future TP. 

 

2. QFD for Improvement of TP 

 

QFD was initially developed in Japan in the late 1960s for manufacturing and service sectors. Then, it was 

rapidly spreading to the variety of US sectors in the 1980s. Later, many industries in the world used QFD as 

translating customer requirements into the appropriate technical requirements for each stage of production. The 

results of QFD, called House of Quality (hereinafter referred to as “HOQ”), yield a transparent and visible 

matrix that can be used for a project development. Recently, QFD was modified in many different types of 

product planning and improvement by variety of industrial and service companies, but still original purpose was 

involved (Hill, 1994),  

1) To improve the “quality of design” 

2) To provide staff deployment before the initial production run 

Educational organization is a special one that has evidence of QFD application to conduct quality education and 

research (Chan and Wu, 2002). In addition, recent QFD software tool enhance to process integrating know-how 

and to focus on the essentials proactively. 

 

3. Situation of TP 

 

As overall subjective impression of TP, despite all pre-service teachers have a solid foundation in Japanese 

grammar, competencies to manage lesson look inexperienced. Apparently, instructions by pre-service teachers 

were immature to compare with skillful in-service teachers, such as inefficient classroom control, flurried 

indication, and careless behavior as a teacher. 

Pre-service teachers tended to govern classroom oral communication, so there is limited spontaneous speak up 

from participant students seen during TP. Because, pre-service teachers planed few chances to allow learners to 

speak up. Also, pre-service teachers have shortage of empirical knowledge to design communication. Then, it 

needs to monitor entire activity, and recognize exactly which types of connotation elements of TP best lead the 

 

Figure 1: Teaching Practice in University of Tsukuba 
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improvement. 

 

4. Method 

 

In this study, target TP was selected from subjects in University of Tsukuba. 

The TP was executed with the following framework. 

 

4.1. About TP Investigated 

TP is a subject for 4th grade of the college of Japanese language and culture and 2nd grade of area studies, 

Master’s degree programs, offered in the first trimester of 2007. 

- Registered Training Pre-service Teachers (hereinafter referred to as “TT”) 

20 TT attended the TP.  

- Curriculum 

The subject involves preparation and after practice teaching as well as TP (4weeks). Total subject period 

extends for 10 months. 

- Participant Students (hereinafter referred to as "PS”) 

14 residents were recruited by asking volunteers who could read&write Hiragana and Katakana from 

inside and outside campus. 

Nationality of PS was China, South Korea, Mongolia, India, Philippine and Poland, and they had different 

experiences and age; primary school student, secondary school student, university student, research 

student, and house wife. 

- Class Arrangement for Lesson Trials 

Based on the placement test, two classrooms were arranged in which 8 PS (class J1) and 6 PS (class J2) 

attended for this round. 

- Period of TP 

75 times (50 hours) 

- Textbook 

“Situational Functional Japanese,” and section 1-4 for J1 and section 5-8 for J2 were instructed. 

- Record 

Two video cameras, shooting on TT and PS, were used to record TP regularly. 

- Observation 

There is a half-mirror observation room connected the classroom behind (Figure 2). We could observe 

lessons without providing any obstacle to TP. 
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4.2. Investigation 

We selected 10 lessons (400 minutes) and nine TT from the TP for our study. Here, section 2 of the textbook in 

J1 and section 6 and 7 in J2 were instructed in observed lessons. All TT prepared their lesson plans in advance, 

and then they performed their trial lessons. 

Original data for analysis in this study were style of cases. Those involved confirmed issues, problems, opinions, 

and suggestions. The data were gathered through observation in a connecting observation room, review of 

videos study of lesson plan and interview to TT and PS. After then, the original cases were modified to style of 

outcome quality items that show future purposes. 

 

4.3. Data Analysis 

In this study, QFD software; Visio QFD Tool v1.2 developed by xKnowledge was used to analyze data 

(xKnowledge, 2007). 

Analysis procedure was as follows, 

1) Listing up output quality items that define required target quality modified from confirmed cases 

2) Using KJ (Kawakita Jiro)-method and making groups of output quality items in three hierarchical levels 

3) Making comparison among output quality items and rating (1-9) between items 

4) Conducting an analytic hierarchy process (AHP) sheet 

5) Quality planning by putting number in target quality with benchmark scaling (1-5) 

6) Listing up connotation elements of each output quality item 

7) Using KJ-method and making groups of connotation element items in three hierarchical levels 

8) Valuing and rating (1-4) cells of matrix in HOQ 

Figure 2: Observation of TP 
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Table 1 shows the arranged output quality items in three hierarchical levels. There are merely 6 items valued by 

learners’ changes shown as PS in extracted 42 output quality items. Then, almost purposes are directed to bring 

changes of training pre-service teachers shown as TT.  

Following analysis to AHP was processed based on second level, and also second level of connotation elements 

were used (Table 2) in the continuing analysis to HOQ. 

 

 

Table 1: Grouped Output Quality 

 

Table 2: Grouped Connotation Elements 
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5. Results 

 

Table 3 is the HOQ that shows output quality items in rows and connotation elements in columns. In the 

calculation of AHP, geometric means is used for rating the psychological feeling by comparing different 

outcome quality items. This is the process that transfers qualitative data into quantitative data.  

 

 

 

Extracted outcome quality items are mainly related with high quality of competencies of training teachers. 

 

Although TP is the overall simulation of learning and instruction, we frequently expect to be presented growth 

of TT, where mainly their learned ‘subject area knowledge’ involved. Also, high level of grade-up (2.0) is 

assigned, however it is marked as low weight (5%). This shows the TT challenge to acquire novel competencies 

through TP can contribute to improvement of TP.  

Similarly, ‘consistent management’ and ‘precondition of students’ shows higher level of grade-up (3.0) and low 

weight of 9% and 2%, respectively. It means that improvement of management for TP course will not contribute 

so much for overall improvement.  

In the matrix, ◎, ○, and △ were rated as 4, 2, and 1, respectively.  

Connotation elements are analyzed and valued as the following rate. ‘Guidance and pre-training’ is merely 3% 

of the importance and found less importance of direct preparation. ‘Smooth lesson management’ of first level in 

Table 2 is calculated as 20% of importance, where ‘enrich learning environment’ 5% and ‘cares of teacher’ 

Table 3: House of Quality 
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15% are involved. 

Besides, ‘subject area knowledge of Japanese education’ is 17% and ‘teaching skills’ is 22%, but ‘interactive 
communication competencies’ of first level is 38% which involves 17% of ‘communication competencies of 
learner’ and 21% of ‘communication competencies of teacher.’ 
 

6. Discussion 

 

Though the analysis, the connotation elements were summarized as three levels and importance of each 

connotation elements was calculated. Here, the authors focus on the second level and try to propose following 

two improvement plans. 

1) Promoting competencies as a classroom teacher 

2) Promoting communication approach 

The following statements are detailed analysis and implications of above plans. 

 

PROMOTING COMPETENCIES AS A CLASSROOM TEACHER 

Indispensable competencies of a classroom teacher that includes ‘cares of teacher,’ ‘teaching skills,’ and 

‘communication competencies of TT’ occupies 58% of importance of connotation elements as the major part of 

the improvement where basic instructional skills, principles and essential skills for instruction, and basic 

communication management skills in a classroom are involved. Similar issues are also perceived in subjective 

impression of TP, shown in section 3. In fact, the university offers a preliminary compulsory subject that 

includes textbook study and mastering lesson design, but this subject is not focused on role and sense of a 

classroom teacher. 

So far, variety of researches have been reported in terms of the training method during TP, such as Kimura 

(1989), Horiguchi (1992), and Ishida et al.(1993), but proposed training areas have been expanding and it can 

not be covered these requiring trainings within the subject period. The results in this study show explicitly 

indispensable competencies of TT. And, this implies that enhancement of performance as a classroom teacher is 

more important than presenting acquired subject area knowledge for improving the TP. 

 

Feasible measure is proposed from consideration of on-going schedule of TP subject (Table 4), and it should 

conduct specific training to instruct role and sense of a classroom teacher. Possible term would be two weeks 

and just before TP shown as ID8. 

Table 4: Gantt Chart of TP 

 

(approximate expecting durations are written in unit of week) 
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PROMOTING COMMUNICATION APPROACH 

‘Interactive communication competencies’ that includes ‘communication competencies of PS’ and 

‘communication competencies of TT’ occupies 38% of importance of connotation elements. And, 

‘communication competencies of PS’ is only the element extracted that relates PS. Then, it must be developed a 

measure that brings public relation between TT and PS. Shioya (2004) remarks that teacher has a role to 

facilitate a learner’s self-initiated mind, and enhances achievement to learn Japanese by motivating dialogue 

among learners. 

The results in this study also involve closely related elements of ‘spontaneity’ and ‘attendance.’ In addition, 11 

within 42 target quality items are related to issues of interaction between TT and PS. Here, seven items contains 

“question-answer” relating behavior between TT and PS. 

Variety in utterances during a lesson by learners were confirmed, but the most spontaneous utterances were the 

style of a question that was recognized to enhance learning Japanese effectively (Nohara, 1999). Although an 

utterance would has beneficial effect, insufficient words of learners require further competencies of TT that can 

manage communication involving unexpected messages. The result in this study also supports importance of 

these potential elements that govern success of TP. 

In accordance with above findings, we could propose the following measures to improve TP. 

It must be conducted preliminary meeting with PS to develop reliability to TT and recognize situation of PS. 

This meeting would process an active question of PS as well as a communicative lesson design by TT. 

Nakai et al. (2004) proposed a list of conversation skills that includes back-channeling, wording of question and 

control of conversation to develop learners’ awareness and explicit knowledge. Indeed, these contents were 

difficult to cover in fundamental Japanese language classes of TP, but these should be introduced by conducting 

additional preliminary meeting with PS. 
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3. Workshop Description: 

Participants will learn about the defining factors and cautions associated with four co-

teaching approaches (i.e., supportive, parallel, complementary, and team teaching) that 

allow teams of educators (e.g., general and special educators) to provide access to the 

core curriculum for students with and without disabilities. They will walk away with 

lesson planning, self-assessment, and problem solving tools for effective co-teaching 

with anyone, including students and paraprofessionals. They will have frequently asked 

questions answered, including those related to scheduling, resource allocation, and 

administrative and logistical supports. 
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Co- Teaching for Differentiated Instruction 

A co-teaching team typically includes a general and a special educator who 

teach the general education curriculum to all students as well as implement Individual 

Education Programs (IEPs) for students with disabilities. Both educators on the co-

teaching team are responsible for differentiating the instructional planning and delivery, 

assessment of student achievement, and classroom management. Several collaborative 

teaching approaches have proven to be successful to guide educators who work 

together in co-teaching partnerships to differentiate instruction (Villa, 2002; Villa, 

Thousand, & Nevin, 2004, Thousand, Villa, & Nevin, 2007). The approaches include: (1) 

supportive co-teaching, where the one member of the team takes the lead role and the 

other member rotates among students to provide support; (2) parallel co-teaching, 

where support personnel and the classroom teacher instruct different heterogeneous 

groups of students; (3) complementary co-teaching, where a member of the co-teaching 

team does something to supplement or complement the instruction provided by the 

other member of the team (e.g., models note taking on a transparency, paraphrases the 

other co-teacher’s statements);  and (4) team teaching, where the members of the team 

co-teach along side one another and share responsibility for planning, teaching, and 

assessing the progress of all students in the class.  

Some co-teaching approaches (e.g., complementary and team teaching) require 

greater commitment to, comfort with, and skill in collaborative planning and role release 

(i.e., transferring one’s specialized instructional responsibilities over to someone else). It 

is recommended that collaborative teams select among the co-teaching approaches, as 

2008 HICE Proceedings 
Page 5455



Villa & Thousand                  Co-Teaching for Differentiated Instruction 3 

needed, based up the curriculum demands of a unit or lesson and student learning 

characteristics, needs, and interests. 

It makes good sense to collaborate in both the planning and the teaching of 

differentiated instruction lessons. With the 2004 reauthorization of the Individuals with 

Disabilities Improvement Act (IDEIA) mandating that students with disabilities have 

access to the general education curriculum, school systems and teachers are obliged to 

learn and use educational practices that differentiate content, instruction, and 

assessment. Differentiation provides needed supports and services to enable all 

students to be successful in general education classrooms. Co-teaching provides a 

greater opportunity to capitalize on the unique, diverse and specialized knowledge of 

each instructor so as to promote effective differentiated instruction.  

Second, co-teaching allows students to experience and imitate the cooperative 

and collaborative skills that teachers show when they co-teach. With multiple 

instructors, there is increased flexibility in grouping and scheduling, thus making it 

possible for students to experience less wait time for teacher attention and increased 

time on task, an important factor documented to increased academic productivity 

(Kneedler, & Hallan, 1981: Lloyd, 1982; Wheldall & Panagopoulou-Stamatelatoa, 1991).  

Third, teachers who co-teach can structure their classes to use more effectively 

the research-proven strategies required of the No Child Left Behind (NCLB) Act (Miller, 

Valasky, & Malloy, 1998). Fourth, co-teaching is a vehicle for bringing together people 

with diverse backgrounds and interests to share knowledge and skills to generate novel 

methods to individualize learning. 
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Research Base for Co-Teaching 

Policy studies and reports of teacher experiences are the primary sources for the 

research on the benefits of collaborative teaching. In fact, we argue that collaborative 

teaching is an example of policy leading practice that then requires more research. Both 

the IDEIA and NCLB mandates are examples of policy that requires practitioner 

collaboration, which then drives practitioner action-research. Thus, collaborative teaching 

may be an example where practitioners are leading researchers. The literature on co-

teaching is at a point in its development where practice can inform theory and research 

while research and theory can inform practice.  

In our book, A Guide to Co-Teaching: Practical Tips for Facilitating Student 

Learning, we provide a detailed description of the research base for co-teaching. You can 

be assured that when you co-teach to differentiate instruction, you can increase your 

effectiveness in teaching students with a variety of instructional needs, including students 

with hearing impairment (Compton, Stratton, Maier, Meyers, & Tomlinson, 1998; Luckner, 

1999); learning disabilities (Klingner, Vaughn, Hughes, Schumm, & Elbaum, 1998; Rice & 

Zigmond, 1999; Trent, 1998; Welch, 2000); high-risk students emotional disturbance and 

other at-risk characteristics (Dieker, 1998); language delays (Miller, Valasky, & Molloy, 

1998) and students with and without disabilities in secondary classrooms (Mahony, 1997; 

Weiss & Lloyd, 2002). Other researchers have documented the actions taken by general 

and special educators as they implement co-teaching (e.g., Garrigan & Thousand, 2005; 

Magiera, Smith, Zigmond, & Gabauer, 2005). Recently, impact on student achievement 

data has indicated that students with disabilities and students who are learning English as 

a Second Language in co-taught classrooms can improve their scores on standardized 
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assessments (Cramer, Nevin, Salazar, & Landa, 2004; Garrigan & Thousand, 2005; 

Salazar & Nevin, 2005). 

Who Can Be Co-Teachers? 

We advocate that anyone who has an instructional role in a school can co-teach: 

classroom teachers, paraprofessionals, special and bilingual educators, content 

specialists such as reading teachers, support personnel such as speech and language 

therapists and school psychologists, volunteers, and students themselves. In fact, we 

have found that children and youth who learn and practice being student co-teachers are 

more likely to grow into adults who are more effective advocates for themselves. (For 

more details see Villa, et al. 2004). There is a common characteristic of the teaching and 

learning activities that promotes students in the co-teacher role, whether it is peer 

tutoring, cooperative group learning, dialogue teaching, or instructional conversation. The 

common characteristic is that students have more active roles in communicating their 

understanding of the academic content. This, in turn, leads to increased retention and 

achievement. 

Four Approaches to Co-Teaching 

In a comprehensive national survey, teachers experienced in meeting the needs 

of students in a diverse classroom reported that they used four predominant 

approaches - supportive teaching, parallel teaching, complementary teaching, and team 

teaching - to collaborating while teaching (National Center for Educational Restructuring 

and Inclusion, 1995). Before describing each approach, it is important to emphasize that 

none of these four co-teaching approaches is better than another. In all of the 
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approaches to co-teaching, you are bringing together the masters of curriculum and the 

masters of access. 

When deciding which approach to use in a given lesson, the goal always is to 

improve the educational outcomes of students through the selected co-teaching 

approach. Many beginning co-teachers start with supportive teaching and parallel 

teaching because these approaches involve less structured coordination among the co-

teaching team members. As co-teaching skills and relationships strengthen, co-teachers 

then venture into the complementary teaching and team teaching approaches that 

require more time, coordination, and knowledge of and trust in one another’s skills.  

 

What follows are discussions of several considerations for effectively 

implementing each approach as well as cautions or pitfalls to be avoided with each 

approach. If you like to use diagrams when you learn, you can use the matrix in Figure 

1 to keep your own notes about similarities and differences as well as cautions.  
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Figure 1: Similarities and Differences of Supportive, Parallel, Complementary and Team Teaching Approaches 

Similarities Among the Four Co-Teaching Approaches 
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Supportive Co-Teaching 

Supportive co-teaching is when one teacher takes the lead instructional 

role and the other(s) rotates among the students to provide support. Said another 

way, one functions as the “sage on the stage” while the other(s) functions as the 

“guide on the side.” The co-teacher(s) taking the supportive role may watch or 

listen as students work together, stepping in to provide one-to-one tutorial 

assistance when necessary, while the other co-teacher continues to direct the 

lesson. Both teachers have shared responsibility for all the students in the 

classroom. It should be noted that who is in the lead and who is supporting can 

change over the course of a lesson. 

A caution in using the supportive teaching approach is that whoever is 

playing the support role (e.g., special educator, paraprofessional, or bilingual 

translator) must not become ‘Velcro-ed” to individual students, functioning as 

hovercraft vehicles blocking students’ interactions with other students. This can 

be stigmatizing for both students and the support persons, leading students to 

perceive that the student and support teacher are not genuine members of the 

classroom. Also beware of not using to the best advantage the skills of another 

educator locked into the supportive role. 

Parallel Co-Teaching 

Parallel co-teaching is when two or more people work with different groups 

of students in different sections of the classroom. Both teachers have shared 

responsibility for all the students in the classroom. As shown in Table 1, parallel 

teaching includes at least the following seven variations: split class, station 
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teaching or learning centers, co-teachers rotate, cooperative group monitoring, 

experiment or lab monitoring, learning style focus, supplementary instruction. 

Each variation is described briefly in the table. 

Table 1 Seven Ways for Co-Teachers to Use the Parallel Teaching Approach 

 

1. Split Class - Each co-teacher is responsible for a particular group of 

students. Each one monitors the students in the group to ensure students 

understand the lesson. They each provide guided instruction, or re-teach the 

group, if necessary.  

2. Station Teaching or Learning Centers. Each co-teacher is responsible for 

assembling, guiding, and monitoring one or more centers or stations.  

3. Co-Teachers Rotate. The co-teachers rotate among two or more groups of 

students, teaching the same lesson to each group.  

4. Cooperative Group Monitoring. Each co-teacher takes responsibility for 

monitoring and providing feedback and assistance to a given number of 

students who are organized into cooperative learning groups.  

5. Experiment or Lab Monitoring. Each co-teacher monitors and assists a 

given number of laboratory groups, providing guided instruction to those 

groups who might need additional support.  

6. Learning Style Focus. One co-teacher teaches the lesson to a group of 

students using primarily visual strategies. Another co-teacher teaches the 

same lesson to a different group of students using auditory strategies. A third 

co-teacher teaches another group using kinesthetic strategies.  
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7. Supplementary Instruction. One co-teacher works with most of the class on 

a concept, skill, or assignment. The other co-teacher a) instructs students to 

apply or generalize the skill to a relevant community environment, b) provides 

extra guidance to students who are self-identified or teacher-identified as 

needing extra assistance in acquiring or applying the learning, or (c) provides 

advanced enrichment activities. 

 

As with supportive co teaching, there are cautions in implementing parallel 

co-teaching. Primarily, there is the possibility of creating a special class within a 

class by routinely grouping the same students in the same group with the same 

co-teacher. It is important, therefore, to allow students to learn with others with 

different ways of approaching learning by deliberately keeping groups 

heterogeneous, whenever possible. It also is important to rotate students among 

different co-teachers so students may stretch their learning by experiencing 

different instructors’ approaches and expertise and avoid stigmatization that may 

arise if someone other than the classroom teacher (e. g., special educator, and 

paraprofessional) always teaches one set of students. With all members of the 

co-teaching team familiar with all students, they are better able to problem solve 

any barriers to academic, communication, and social learning that their common 

students encounter. Beware of the negative impact on assessment measures 

when students of low ability are primarily grouped with other students of low 

ability (Marzano, Pickering, & Pollack, 2001, p. 87). 
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Complementary Co-Teaching 

Complementary co-teaching is when co-teachers do something to 

enhance the instruction provided by the other co-teacher(s). Both teachers have 

shared responsibility for all the students in the classroom. For example, the 

classroom co-teacher might provide a lecture on the content while the other co-

teacher paraphrases statements and models note-taking on the content on chart 

paper or a transparency. Sometimes, one of the complementary teaching 

partners pre-teaches the small-group social skill roles required for successful 

cooperative group learning and then monitors as students practice the roles 

during the academic cooperative group lesson facilitated by the other co-teacher. 

 A common concern with complementary co-teaching, particularly at the 

secondary level, is that those co-teachers who are not the content area teachers 

do not have the same level of content mastery as the content teacher. This 

cannot be avoided and is not necessarily a drawback. Complementary co-

teaching partners have expertise in other areas (e.g., speech and language 

pathologists have expertise in communication, a special educator has expertise 

in adapting curriculum and learning strategies, a paraprofessional speaks fluent 

Spanish or another language which is the primary language for many of the 

students in the classroom) that can be readily used to complement and 

supplement the expertise of the content area teacher. Through planning and 

teaching together, all members of the team have an opportunity to acquire new 

skills.  For example, the special educator may learn new content and the 
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classroom teacher may acquire skills to differentiate curriculum, instruction, and 

assessment. 

Team Teaching  

The team teaching co-teaching approach is when two or more people do 

what the traditional teacher has always done - plan, teach, assess, and assume 

responsibility for all of the students in the classroom. Both co-teachers have 

shared responsibility for all the students in the classroom. Both co-teachers 

share the leadership of the class.  

Co-teachers who team teach divide the lessons in ways that allow the 

students to experience each teacher’s strengths and expertise. For example, for 

a lesson on inventions in science, one co-teacher whose interest is history will 

explain the impact on society. The other co-teacher’s strengths are more focused 

on the mechanisms involved and can explain how the particular inventions work. 

In team teaching co-teachers simultaneously deliver lessons; both teachers are 

alternately taking the lead and being the supporter. The bottom line and test of a 

successful team-teaching partnership is that the students view each teacher as 

their teacher. 

Team teaching brings with it its own set of issues. One issue is whether 

team teachers should remain together at the end of the school year or whether 

one co-teacher, such as the special educator, should follow students transitioning 

to the next grade level. There are advantages and disadvantages associated with 

teachers staying together or one teacher accompanying students. Starting over 

again every year with a new teaching team can thwart the development of co-
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teaching relationships and content knowledge. On the other hand, there are 

obvious benefits to teachers receiving new students at risk of failure with 

accompanying teaching personnel who know the students. The new teacher has 

immediate access to resource personnel with in-depth knowledge of the 

student(s). It is up to each team to weigh advantages and disadvantages of each 

option and choose what is best for students.  

We suggest two additional cautions for team teaching. First, beware of not 

monitoring the students who need it. Second, beware of too much teacher talk, 

repetition, and lack of student-student interaction.  

Figure 2 shows the similarities and differences among all four approaches 

to co-teaching. 
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Figure 2: Similarities and Differences among Four Approaches to Co-Teaching 

Similarities Among the Four Co-Teaching Approaches 

Two or more co-teachers in the classroom. 

Capitalizes on specific strengths & expertise of co-teachers. 

Provides greater teacher/student ratio and brings additional 1-1 support for students in the classroom. 

All approaches have benefits and cautions associated with their use. 

Students are heterogeneously grouped by mixed abilities and interests. 

Shared responsibilities. 

Requires trust, communication, planning time, and coordination of effort. (Note: The need for all of these elements 

increases as you move from supportive to parallel, parallel to complementary, and complementary to team teaching co-

teaching.) 

Supportive Differences Parallel Differences Complementary 

Differences 

Team Teaching Differences

One co- teacher is in the 

lead role; others provide 

Co-teachers work with 

different groups of students 

One co- teacher teaches 

content; the other clarifies, 

Both co- teachers are 

equally responsible for 
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support.  Who is in lead and 

who provides support may 

change during the lesson. 

 

 

in the same room. (There 

are at least 7 different 

options for arranging the 

groups.) 

 

paraphrases, simplifies, or 

records content. 

 

One co- teacher may pre-

teach specific study or 

social skills and monitors 

students’ use of them; the 

other co- teacher teaches 

the academic content. 

planning, instruction of 

content, assessment, and 

grade assignment. 

 

Requires the greatest 

amount of planning time, 

trust, communication, and 

coordination of effort. 

Supportive Cautions Parallel Cautions Complementary Cautions Team Teaching Cautions 

Beware of the “Velcro 

effect,” where a supportive 

co-teacher hovering over 

one or selected students, 

stigmatizing both students 

Beware of creating a special 

class within the class and 

lowering student 

achievement by 

homogeneously grouping 

Beware of not monitoring 

the students who need it. 

 

Beware of too much 

teacher talk, repetition, and 

Beware of not monitoring 

the students who need it. 

 

Beware of too much 

teacher talk, repetition, and 
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and the co-teacher. 

 

Beware making the 

supportive co-teacher the 

“discipline police,” materials 

copier, or in-class paper 

grader rather than an 

instructor. 

 

Beware of ineffective use of 

expertise of supportive co-

teacher (e.g., special 

educator)  

 

Beware of resentment if the 

lower performing students 

together (Marzano, 

Pickering, & Pollack, 2001, 

p. 84). 

 

Beware that noise level can 

become uncomfortably high 

when numerous activities 

are occurring in the same 

room. 

 

Beware failing to adequately 

prepare other co-teachers to 

ensure they deliver 

instruction as intended, since 

lack of student-student 

interaction. 

 

 Beware of “typecasting” 

the co-teacher delivering 

content as the “expert” or 

“real” teacher.  

 

Beware of failing to plan for 

“role release,” so all co-

teachers get to teach the 

content 

 

 

 

lack of student-student 

interaction. 
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skills of the supportive co-

teacher (e.g., special 

educator) are not being 

used or the lead (e.g., 

content teacher) co-teacher 

feels an unequal burden of 

responsibility. 

 

Beware of staying in the 

supportive role, due to lack 

of planning time. 

you cannot monitor each 

other while you all are 

simultaneously co-teaching. 
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Questions about Co-Teaching to Differentiate Instruction 

In this section, we articulate questions and accompanying answers to 

some of the most frequently asked questions about co-teaching. In our book, A 

Guide to Co-Teaching: Practical Tips to Facilitate Student Learning, we provide 

more details about these and other issues such as scheduling, and effective use 

of resources. 

Question #1. I’m a professional special educator who has just been assigned to 

work as a co-teacher with a general educator. How do I avoid acting in a 

subsidiary role by just walking around and helping the students? 

Are you worried that you’ll go into a classroom and that you may just sort 

of be drifting around, working with one or two students, just waiting and watching 

the flow of the classroom teacher’s lesson? This indicates that you are 

concerned that all of the skills you’ve acquired will not necessarily be used. One 

way to address this concern is for co-teachers to learn to use the other 

approaches of co-teaching described in this chapter (and in greater detail, in A 

Guide to Co-Teaching: Facilitating Student Learning). Then you and your co-

teacher can agree to a goal that your co-teaching relationship can capitalize on 

all four approaches of co-teaching instead of relying on only one. 

The benefits of the increased awareness that all educators bring to their co-

teaching partnerships far outweigh the temporary discomfort that occurs when 

just beginning to use the supportive co-teacher approach. It is not uncommon to 

discover that many special educators and support people, when they enter a 

2008 HICE Proceedings 
Page 5472



Villa & Thousand                  Co-Teaching for DifferentiatedInstruction  20 

general education classroom, discover it’s a very different world than one-on-one 

or small group instruction typically found in resource rooms or self-contained 

classrooms. With a supportive co-teacher arrangement, both teachers have the 

chance to become familiar with each other’s curriculum and teaching techniques. 

The goal is to nurture and enrich the relationship so that both co-teachers can 

experience an evolution of their skills. Remember that this involves spending 

time to talk, establishing trust, and communicating.  

Question #2. I have a concern about co-teaching with a paraprofessional or a 

volunteer who is not well trained to work with students with special needs. Isn’t it 

a problem that people with the least amount of preparation are assigned to 

support children who have the most intensive needs? 

Paraprofessionals and volunteers alike can receive training, supervision, 

and coaching. This can ensure that the needs of students with special needs in 

the inclusive settings are being met. There are several ways to address the lack 

of training. For example, the paraprofessional and co-teacher could visit a 

paraprofessional who has received training to work with students with special 

needs. Or the special educator for the school district could visit the co-teaching 

team to show both co-teachers some strategies and techniques to use not only 

with the students with special needs but other students at risk for school failure. 

The paraprofessional could participate in training programs specially designed to 

differentiate instruction similar to that developed by Doyle (2002). The 

paraprofessional then could share the new skills with the co-teacher. The job 

definition for the paraprofessional must include guidelines for training and 
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support in differentiated instruction techniques. Administratively, to further avoid 

stigmatization, the job definition for paraprofessionals hired to work with 

individual children with special needs can include responsibilities for all the 

children in the classroom. 

Question #3.  Should students stay primarily with the same co-teachers? 

In parallel co-teaching, as in other forms of co-teaching, it is most 

desirable for students to rotate among the different co-teaching team members. 

This avoids the stigmatization of students or teachers that might arise if someone 

other than the classroom teacher, such as the special educator or 

paraprofessional, always teaches one set of students. By interacting with multiple 

instructors, students stretch their thinking and learning approaches as they 

experience the differing content expertise and instructional approaches of each 

co-teacher. Rotating students among co-teachers ensures that all students are 

instructed by the professional educators as well as paraprofessionals, all of 

whom may have very different strengths and non-strengths. Additionally, 

struggling learners can benefit from the informed problem solving in which co-

teachers can engage, given their first-hand knowledge of the students’ learning 

characteristics.  

In co-teaching as in life, there are no perfect solutions. There are 

advantages and disadvantages associated with staying with the teacher or 

accompanying the students. It is up to the team members to explore the 

advantages and disadvantages of each option and choose the solution that is 

best for the students they teach. Our observation of co-teaching teams reveals 
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that in elementary schools, about half of the teams decide to stay together and 

half decide to follow the students. In the upper grades, we tend to see more of 

the co-teaching teams staying together with team members citing mastery of the 

complex curriculum as one of the main reasons for doing so. 

Administrative Supports for Co-Teaching 

 Administrative support is critical to the success of co-teaching and 

differentiation of instruction. Villa and Thousand (2005) identify five variables— 

vision, skills, incentives, resources, and action planning—that factor in to a 

formula for facilitating change toward co-teaching and differentiation of 

instruction. More specifically, administrators must  (1) build a vision of 

collaboration in planning and teaching to differentiate instruction within a school, 

(2) develop educators’ skills and confidence as co-teachers and differentiators of 

instruction, (3) create meaningful incentives for people to take the risk to embark 

on a co-teaching and differentiation journey, (4) reorganize, schedule, and 

expand human and other resources for collaborative planning and co-teaching, 

and (5) plan for and take actions designed to get school personnel excited about 

implementing co-teaching and differentiation approaches.  Table 2 provides 

examples of some administrative actions that fall into these areas of the change 

formula.  We invite the reader to read the list, reflect, and then identify for which 

categories of the change formula (i.e., vision, skills, incentives, resources, action 

planning) each item is an example.  An item can fit into more than one category. 
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Table 2  Administrator Actions to Promote Co-Teaching  

 Publicly articulate the rationale for co-teaching. 

 Redefine staff roles (i.e., in the job description of classroom teachers and 

support personnel) so that all are expected to participate in collaborative 

planning and teaching. 

 Assess the staff’s need for collaboration (e.g., With whom do I need to 

collaborate to successfully adapt instruction?  From which colleagues can 

I acquire skills through modeling and coaching?) 

 Create a master schedule that allows for collaboration (e.g., common 

planning and lunch periods). 

 Change length of the workday or school year (e.g., provide teachers with 

220-day instead of 185-day contracts; early dismissal of students). 

 Establish professional support groups to help staff learn about and begin 

to practice co-teaching. 

 Provide time for co-teachers to meet by relieving them from non-

instructional duties that other staff that are not co-teaching are required to 

perform (e.g., bus duty, lunchroom supervision). 

 Provide training in collaborative planning (e.g., courses and workshops, 

mentoring and peer coaching systems, job shadowing, clinical 

supervision, and the pairing of new co-teaching teams with veteran co-

teaching teams). 
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 Educate school and community members about the accomplishments of 

collaborative planning and teaching teams. 

 Periodically provide additional time for co-teaching teams to meet (e.g., 

hire substitutes, use inservice time, provide release time). 

 Provide incentives for co-teaching (e.g., recognize co-teaching teams 

accomplishments, offer additional training, provide release time for co-

teaching teams to observe one another teaching, attend conferences, and 

make presentations about their accomplishments). 

 

Summary 

Reengineering schooling practices can be a complex and seemingly overwhelming 

proposition. Yet an increasing number of communities are making the choice to 

implement inclusive education practices, co-teaching, and differentiation of instruction 

with integrity and quality. The good news is that we now know some things about how to 

facilitate change so that collaboration, co-teaching, and differentiation become a part of 

the daily schooling routine. We know, for example, that schools are cultures and that to 

actualize a new vision of schooling and schooling practices, a new culture must come to 

replace the old one. We know that change inevitably creates cognitive and interpersonal 

conflict that can be managed through perspective taking, effective communication, 

collaboration, conflict resolution, and creative problem solving. We know that for 

fundamental change to occur, the roles, rules, relationships, and responsibilities of 

everyone (students included) will be redefined; hierarchical power relationships have to 

be altered so that everyone that the impending change affects has a voice and a role in 
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decision-making. We know that change is not necessarily progress; only close attention 

to valued outcomes will tell us if change equals progress. We know that action planning 

is important and that resources, incentives, and skill building make a difference. We 

know that commitment to a change often does not occur until people have developed 

skills and gained experience with the change. Finally, we know that effective school 

organizations can be crafted, and they are crafted by individuals - individuals who 

choose to ensure the success of all students and to be courageous and engaged a 

school community in the change process to steward a larger vision that ensures 

success for all students in inclusive environments. 
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This presentation begins with an overview of historical and contemporary uses of photography 
assignments in higher education.  The emphasis of this presentation, however, is upon the 
experiences of a class of Canadian university students who used a photography assignment to 
further their understanding of social issues and research methods.  The students’ photographs and 
personal reflections demonstrate that photography has the potential to assist with the 
development of skills associated with research, such as critical reflection.  In this case, 
photography also helped students to refine their research interests, sometimes in dramatic ways.  
The assignment also provided students with new ways of thinking about the dissemination of 
research findings.  The presentation concludes with some suggestions as to how photography 
might be further integrated into post-secondary education and research, addressing both 
pragmatic and pedagogical concerns.   
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Native American Health Issues and Health Education Needs: A Research Study of 
tribes in Connecticut 

Native Americans are reported to have many health problems and there is a significant 

need for more health education for this population and health professionals. Though there has 

been a significant decrease in communicable diseases such as tuberculosis and reduction in 

infant mortality, many health problems continue to exist among Indian people (Sanderson, 

2001).  

 

Healthy People 2000 found health disparities between Native Americans and the total 

U.S. population in 1993 (NCHS, 1997) including diabetes (70 per 1,000 compared to 30 pr 

1,000) and overweight (obesity) prevalence (48 per 1,000 compared to 29 per 1,000).    

Strikingly greater prevalence rates of depression, anxiety, and substance use have been 

observed among Native Americans compared with other racial-ethnic groups of the population 

(Huang, Grant, Dawson, Stinson, Chou, Saha et al., 2006). The National Council on Disability 

(NCD, 2003) reported that 22% of Native Americans/Alaska Natives lived with significant 

disabilities.  A report by the U.S. Public Health Service (2001) on mental health, culture, race 

and ethnicity says that racial and ethnic minorities collectively experience a greater disability 

burden from mental illness than do whites, because minorities receive less care and poorer 

quality of care, rather than from their illnesses being inherently more severe or prevalent in the 
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community. Also members of minority groups may experience limited availability of, and 

access to, culturally sensitive treatments. Racial and ethnic minorities in the United States face 

a social and economic environment of inequality that includes greater exposure to racism and 

discrimination, violence, and poverty, all of which take a toll on mental health (U. S. 

Department of Health and Human Services, 2001). According to the 2004 census report the 

income level for Native Americans was 73% of the U.S. average, and the poverty rate was 

twice as high (U.S. Bureau of Census, 2004). Though research on Native Americans has been 

limited by the small size of this population and by its heterogeneity, existing studies suggest 

that youth and adults suffer a disproportionate burden of mental heath problems and disorders. 

As one indication of distress, the suicide rate is 50% higher for the American Indian/Alaska 

Native population than the national rate (U. S. Department of Health and Human Services, 

2001).  

 

There is a disparity between needs and service provision for Native Americans 

(Marshall, 2001) and greater awareness of these problems by health professionals and by 

Native Americans is clearly needed. Health education for Native Americans is needed for: 

1)  Those who have long-term health care needs, mental health problems or other 

disabilities. Those with mental illness need to know that research has identified a range 

of effective treatments for most mental disorders; 

2)  For caregivers; and 

3)  For preventative health education --to prevent health problems of those who are 

healthy. 

 

This paper is based on data collected over four years of a five-year research project that 

addresses the health, disability and service needs of Native Americans in eastern tribes. 

Research questions include:  What are the major health problems of American Indians in 

Connecticut? What is the incidence rate of disability? Is the use of Native American traditional 

healing practices related to better health? How are age, income and education related to 

health and mental health?  What are the factors associated with general health and mental 

health problems?  Is exercise related to general health and mental health? 
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Method 
A community-based approach and the Participatory Action Research (PAR) model was 

used to facilitate collaboration among the participating tribes throughout the study. Three 

eastern tribes in Connecticut participated in the collection of data to determine the health and 

disability needs of tribal members. Beginning in 2004, tribal council members recruited and 

selected tribal members as research technicians. These research technicians received training 

from an outside consultant and/or project staff, and conducted surveys of tribal members in 

tribal members’ homes, at tribal offices or at tribal events.  

The Health and Disability Survey (Survey A) was based on health surveys that had 

been developed by two of the tribes and was modified by project staff with the input of the 

Advisory Council. Inter-rater reliability for this survey was 97.85 based on a comparison of 

Research Techs trained in July of 2004. This survey was used to collect health data on tribal 

members and also as a screening device to identify tribal members with disabilities. The 

participants were asked to respond to a 30-minute confidential interview or to complete the 

survey questions on their own with the research tech present to answer questions as needed. 

Tribal members with disabilities identified from Survey A questions were then asked to 

participate in a second survey, a Community Needs Assessment (Survey B). Community 

Needs Assessment on Native American with disabilities is reported elsewhere (Ni, Wilkins-

Turner, Liebert, & Ellien, 2008). The study design included the following methodology: 

 

1. Participatory Action Research (PAR) to ensure tribal participation in the planning and 

implementation of community-based research.  

2. Culturally appropriate networks to maximize potential for recruitment of Native American 

research technicians. 

3. Mandatory three-day research training prior to conducting interviews to ensure 

consistency of interviewing procedures among the Native American research 

technicians. 

4. Research team combining tribal and university based researchers met weekly 

throughout the study to address research issues encountered by the research 

technicians and support career development and mentoring.  
5. Native American research technicians from the participating tribes conducted individual 

interviews with members of their tribe, mostly in tribal members’ homes, but also at 
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tribal offices or at tribal events, i.e. tribal elections and celebrations. 
6. Participation was voluntary and convenient sampling was used (see sample below).  

     7.  Research technicians were paid $50 for each interview completed, plus compensation 

for travel costs. 

Participants   

The goal of interviewing 30% of tribal members age 16 and above was met or exceeded 

by all three tribes with a 32% sample for the three tribes. Of the 349 tribal members in 

Connecticut who participated in the data collection, the two larger tribes have 41% each of this 

sample and the smallest tribe is 18% of the total sample (see Table 1). 

In the early stages of collecting data, the plan to use random sampling from tribal rolls 

was possible. Later, barriers to the access of tribal rolls arose, and research technicians 

actively recruited tribal members to participate, resulting in predominantly convenience 

sampling. Participants were recruited by newsletters, mailings, newspapers, and Council-

meeting announcements as well as by research technicians. 

 

Table 1. Percent of Tribal Members and Tribes in Study  
Completed Survey A: % of Tribal Members % of Study participants 
Tribe 1= 143 (35%)  41% (143) 
Tribe 2= 143 (32%) 41% (143)  
Tribe 3 =  63 (30%)               18% (63)  
Total = 349 (32%) of Tribal Members                 349  

 

Results 
Health data on 349 Native Americans is reported below including demographics and 

major health problems and disabilities.  Data analysis was used to identify variables related to 

better health and mental health problems and to answer the research questions outlined 

above.  

 

Demographic Data  
Gender, Age, and Marital Status.  Participants were 349 Native Americans from three tribes 

in Connecticut. The tribal members who completed Survey A were divided almost evenly 

between men and women; 48% (169) were males and 52% (180) were females. The average 
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age of the participants was 39 with a range in age from 16 to 86. 

 23% (80) were over 50; 

 50% (173) were between the ages of 25 to 50; and 

 27% (92) were 17 to 25 years of age.  
Of the 339 tribal members who reported their marital status: 

 43% (149) had never married; 

 38% (131) were married;  

 13% (46) were divorced or widowed; and 

  4% (13) described their status as separated or “other.” 
 
Education.  The highest grade completed in school for the 349 tribal members was:   

 19% (64) had not graduated from high school; 

 36% (126) had either a high school diploma (29%) or GED (7.5%); and 

 43% (148) had pursued post secondary education. 

 27% (94) completed post secondary education. 

 13% (46) earned an Associate’s Degree 

  9% (30) earned a Bachelor’s Degree 

  3% (11) earned a Master’s Degree 

  1% (3) earned a Doctorate Degree 

  1% (4) completed a course of study at a trade school. 

 
Employment.   Of the 348 tribal members reporting employment status: 

• 68% (236) described themselves as “employed;” 10 % (33) reported being in the 

military, and of these, 43% (13) were on active duty.   

• 32% (112) indicated they were not employed, including 42% (46) who were looking for a 

job and 58% (64) who were not. 

•  Of those who were not seeking employment outside the home:  28% (25) were 

attending school; 25% (22) were retired; 27% (24) were unable to work (due to work 

restrictions, disability, medical problems or old age; 15% (13) were unable to find a job; 

and 6% (5) worked at home taking care of family members. 

 
Income.  Of the 299 (85%) who reported their annual household income, 28% had income of 
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less than $25,000; 47% (141) reported making less than $50,000 (including those who earned 

less than 25,000), while 41% (122) reported their household income as over $75,000 with 32% 

having income over $100,000.  Specifically, of the 299 persons who answered the income 

level question in Survey A:  

 16% (48) reported an annual household income of less than $10,000;  

 12% (35) reported an income between $10,001 and $25,000;  

 19% (58) reported an income between $25,001 and $50,000;   

 12% (36) reported a household income between $50,001 and $75,000; 

   9% (27) reported a household income between $75,001 and $100,000; and 

 32% (95) reported a household income over $100,000 per year. 

 
General Health Care and Condition  
 Over half (56%) of the responding tribal members said they were satisfied with their 

current health care system, 27% were somewhat satisfied and 17% were not satisfied or very 

unsatisfied.  Almost all (85%) had some kind of medical insurance: 

 43% had private insurance; 

 38% used Indian Health Services for their coverage; 

 18% were Medicaid or Medicare recipients; and 

 2% had Veterans Administration (VA) coverage. 
Most said their health insurance adequately covered the cost of their health care but 12% said 

that cost prevented them from seeing a doctor when needed and 16% said that cost prohibited 

them from buying prescription drugs. 

  Of the 349 Native Americans surveyed, most (80%) said their health was good to 

excellent, and about one-fifth (20%) reported that their health was only fair to poor.  About two-

thirds (65%) reported a doctor’s visit in the past year and almost all (92.4%) were satisfied with 

the last visit to their doctor.  Sixty percent (60%) of tribal members had seen a dentist within 

the past year. Over half (58.5%) of the Tribal respondents reported a need for one or more 

types of dental work. 

Over two-thirds (68%) of those surveyed used one or more Native American traditional 

healing practices. Prayer was used by 57% of the respondents, smudging (19%), dancing 

(14%), singing (10%), herbs (8%), cleansing (8%), sweats (7%), and a medicine man or 

woman (4%). People who used traditional healing did report significantly better health (r=.13*, 
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p=.01). 

A majority of respondents (73%) did one or more types of exercise, and 27% of the 

respondents stated that they did not do any type of exercise. Exercise was related to better 

self-reported health (r=.16*, p=.002).  Those who did exercise regularly reported a variety of 

physical activities, including: 

 47% walked a mile without stopping (average of 11 times a month); 

 34% did gardening or yard work (average of 7 times a month); 

 26% did calisthenics (average of 12 times a month); 

 22% lifted weights (average of 10 times a month); 

 17% jogged or ran (average of 11 times a month);  

 14% rode a bicycle or exercise bike (average of 9 times a month); 

 14% went swimming (average 7 times a month); 

 13% did traditional pow-wow dancing (average 4 times a month); and 

  10% did aerobics (average 8 times a month). 

 
Major Health Problems and Disabilities  

Table 2 lists major health conditions or disabilities reported by 5% or more of the 

population in order of frequency. As shown in Table 2, the most prominent health problems 

reported were mental illness, 18.7% (65) when all types of mental illness were combined, 

visual impairment (18.6%), hypertension (18%), arthritis (15%), diabetes (13.5%), obesity 

(13%), and asthma (13%). Age was positively associated with hypertension (r=.39**, p<.0001) 

and obesity  (r=.11*, p<.041).  Age also was positively associated with heart problems (r=.30, 

p<.0001).  

 
Incidence of Disability.  Over one-fifth (22%) reported a health or disabling condition that 

interfered with daily living or the ability to work; this is consistent (the same percent) with the 

report by The National Council on Disability (NCD, 2003) that said that 22% of Native 

Americans/Alaska Natives live with significant disabilities.  
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Table 2.  Health Conditions and Disabilities   
Condition/Disability Percentage (Actual Number) 
Mental Illness 19%  (65) 

(Including one or more)  

     Anxiety                           11%  (39)  

     Chronic Depression         6%  (20)  

     Mental Illness                   4%  (14)  

     Eating Disorder                3%  (11)  

     Bipolar Disorder               3%  (10)  

     Personality Disorder        2%  (7)  

     Schizophrenia                  1%  (2)  

Visual Impairment 19%  (65) 

Hypertension 18%  (63) 

Arthritis 15%  (53) 

Diabetes 13%  (47) 

Obesity 13%  (45) 

Asthma 13%  (45) 

Orthopedic 10%  (34) 

Heart   9%  (32) 

High Cholesterol   9%  (31) 

Substance Abuse (including alcohol,  

street drugs, glue, etc.) 

  8%  (27) 

Neurological Impairment   5%  (19) 

Learning Disabilities   5%  (18) 

 
Mental Health Conditions and Symptoms.  Of the 65 out of 348 reporting a mental health 

condition, 42 respondents reported one (1) mental health condition, 13 reported two (2) mental 

health conditions, six (6) reported three (3) conditions, three (3) reported four (4) conditions, 

and one respondent reported five (5) mental health conditions.   

  In addition, over half (57% or 198 persons) of the respondents reported one or more 
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mental health symptoms. These symptoms included: 

 54% (189) reported symptoms related to anxiety, stress and depression;   

 12% (43) had seen a mental health professional in the past 12 months; and  

 12% (42) felt a need to see a mental health professional.       

Over one-fourth of the respondents (28%) reported that within the past year, 

these symptoms had persisted for more than several weeks. Those reporting persisting 

symptoms within the last 12 months included the following: 

 39% (135) Sleeping/eating disturbances or decreased energy; 

 28% (99) Worrying constantly; 

 28% (98) Sadness, anxiousness or empty mood; 

 24% (83) Loss of interest in ordinary or pleasurable activities; 

 21% (73) Feelings of hopelessness, pessimism and guilt; 

 16% (55) Rapid heart rate, difficulty breathing, trembling and sweating; 

 15% (52) A sense of “losing control”; 

 14% (50) Reliving traumatic events or having repetitive nightmares;  

 14% (49) An overwhelming tension when there is no real danger;  

 10% (35) Took extreme actions to avoid the source of their anxiety; 

 6% (21) Reported “repeated unwanted thoughts (such as wanting to hurt 

someone or oneself)”; and 

 4% (14) seriously considered attempting suicide within the last year. 

Yet only a small percent (12%) had seen a psychologist or a mental health professional in the 

past year, or reported a need to see a mental health professional.   

While only 8% (27) reported substance abuse as a health problem, including alcohol, 

street drugs and glue, other data collected indicate that some used drugs and alcohol 

frequently.  Over a third (36%) currently smoked or used tobacco, with half of those smoking 

over 10 cigarettes a day. About one-fourth (24%) had quit smoking and 38% had never 

smoked.  

 Almost all respondents (95-99%) answered questions about marijuana, cocaine and 

alcohol use.  About 60% had tried marijuana and almost 20% had smoked over 100 times. Of 

those who responded, 16% said they had tried cocaine Almost two-thirds (64%) said they 

drank alcoholic beverages including wine and beer, and over one-third (36%) said they did not 

drink at all.  Of those who drank, over one-tenth (12%) reported daily drinking and about two-
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thirds (67%) drank weekly or on weekends. In the past 30 days, 35% of those who drank 

reported drinking five or more alcoholic beverages within a couple of hours.   

Most answered questioned about sexual activity. Almost a fourth (23%) reported some 

history of sexually abuse (someone touched them or made them touch someone else in a 

sexual place when they did not want to) and 10% reported a parent or an adult taking care of 

them had physically abused them. 

 

Summary and Relationship among Variables  
To understand the relationships among different variables, we conducted 

Pearson Product-Moment Correlation Coefficients. 
Income. The 349 Tribal members who responded to Survey A were nearly evenly 

divided between women and men. Their average age was 39 years of age. The income 

level in this particular eastern state is a unique polarized situation; with one-fourth 

having annual household incomes of less than $25,000 while one-third had an annual 

household income over $100,000. The average household income was $66,605, which 

was 1.5 times higher than all other Americans in 2004 and twice as high as all Native 

Americans1. The poverty rate for CT tribes was 22.1%, which is somewhat lower than 

the poverty rate of Native Americans in the U.S. in 2004 (24.4%) and significantly higher 

than other Americans in the U.S. (12.6%).  

Income was significantly associated with education in the positive direction 

(r=0.41**, p<.0001) so that as income increased, education also increased, and vice 

versa. Income was positively associated with psychologist visits (r=0.11*, p=.05), in that 

as income increased so did the psychologist visits. This increase may be due to greater 

acceptability of seeking psychological help among higher income tribal members, in 

addition to being able to afford this care, while lower income tribal members may seek 

support from family and friends.  

Income was significantly associated with the following in the negative direction: 

mental illness (r=-0.117*, p=.043), alcohol consumption (re=-0.136*, p=0.019), 

marijuana usage (r=.-133*, p=.024), and risky injection needle sharing behavior  

(r=-0.20**, p=.001). As income increased, mental illness, alcohol consumption, 

                                                 
1 According to U.S. Census Bureau (2004): Median household income for all Americans in 2004 was $44,389, while 
two-year household income averages for all Native Americans between 2003 and 2004 were $32,510. 
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marijuana usage, injection needle sharing behavior decreased. Age and income did not 

appear to be positively associated (r=.026, not significant). 

Since the reported incomes were polarized into either high or low, two (2) 

separate analyses were conducted for those with household incomes below $15,000 

and those above $75,000. In both the higher and lower income groups, a significant 

relationship was found between education and smoking (r=-0.248* & -0.28*), in that as 

education levels increased, reported smoking behaviors decreased.  

Within the higher income group, education was positively related to better self-

reported health conditions (r=0.162*). Additionally, in the higher income group, 

education was negatively related to feeling hopeless (r=-0.205**), in that as education 

levels increased, reported feelings of hopelessness decreased. Within the lower income 

group, income level was found to be associated positively with symptoms of feeling sad, 

anxious, and “empty” (r=.116*, .045).  

 

Education and Employment.  Less than half of the respondents had attended college. 

Gender did not appear to be associated positively with either level of education or 

likelihood of employment. A higher level of education was associated with higher 

income (r=0.41**, p<.0001), employment (r=0.27**, p<.0001) and general health 

(r=.18**, p=.001). Not surprisingly, employment was related to higher income (r=.42**, 

p<.0001) and with having health insurance (Spearman’s r=.164**, P=.002). Education 

was also associated negatively with mental illness (r=-.115*, p=.032), smoking (r=-

.182**, p=.001), and marijuana usage (r=-.213, p=.002), in that as education increased, 

reports of mental illness, smoking and marijuana usage decreased.  

 

General Health.  Tribal members who reported having a better health condition tended 

to have employment (r=.23** p<.0001). However, better reported health was not related 

to income status or to having health insurance.   

 Most (84.5%) had medical insurance. The percentage of tribal members who did 

not have insurance coverage (15.5%) was similar to the 15.7% of all Americans without 

health insurance, but much less than Native Americans as a whole (29%) 2. While most 

                                                 
2 According to U.S. Census Bureau (2004), 15.7% of all Americans did not have insurance coverage during 2003-
2004. The percentage went up to 29.1 % in Native Americans population. 
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felt their insurance adequately covered care, others stated their insurance did not 

adequately cover the cost of their health care. Some said that cost prevented them from 

seeing a doctor when needed, while others reported that cost prohibited them from 

buying prescription drugs. Over half reported a need for dental work and over a third 

had not been to a dentist in over a year.  

Regarding tribal members’ self-reported health conditions, most were good to 

excellent. However, nearly one-fifth reported that their health was only fair to poor. 

Older tribal members were more likely to report their health condition as less 

satisfactory (r=.37**, p<.0001). About 22% reported having a health condition or 

disability that interfered with their lives, the same percent reported by the National 

Council on Disability (NCD, 2003) for Native Americans in the country.  

 The most prominent health conditions reported were mental illness (when all 

types of mental illness were combined) and visual impairment. Hypertension, arthritis, 

obesity and diabetes were the next most commonly reported health conditions. Age was 

significantly and positively-related to hypertension, (r=.39**, p<.0001), heart problems 

(r=.30, p<.0001) and obesity (r=.11*, p<.041), in that as age increased, hypertension.  

heart problems and the chances of becoming obese also increased. The majority (68%) 

reported that there was someone in their family who had a disability and/or major health 

condition. 

 The majority of the respondents used one or more traditional healing practices; 

prayer was used by over half, smudging was used by about one-fifth, and a smaller 

percent used singing, dancing, herbs, cleansing and sweats. Tribal members who used 

traditional healing reported better health (r=.134*, p=.01). The age of the respondents 

was not significantly related to the likelihood of their using traditional healing practices 

(r=.085, p=.15, non-significant), nor was their gender (r=.007, p=.9, non- significant).  

 A majority of respondents also did one or more types of exercise. However, over 

a fourth (27%) did not do any type of exercise. Exercise was related to better self-

reported health (r=.163**, p=.002). In addition, exercise was negatively-related to 

number of reported disabilities (r=.151**, p=.006); as time spent on exercise increased, 

number of reported disabilities decreased. Tribal members might have disabilities that 

prevent them from doing some types of exercise.           
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Mental Health.  While 20% reported having a major medical condition, a comparatively 

higher proportion of tribal members reported one or more symptoms of mental or 

emotional health issues. Just over half of the respondents reported one or more mental 

health problems. Over one-fourth of the respondents reported that within the past year 

their mental health symptoms had persisted for more than several weeks. These 

persisting symptoms included sleeping or eating disturbances; sadness; anxiousness or 

empty mood; loss of interest in ordinary activities; feelings of hopelessness, pessimism 

and guilt; and reliving traumatic events or having repetitive nightmares. Yet only a small 

number had seen a psychologist or a mental health professional in the past year or felt 

a need to see one. Age did not appear to be an associated factor (e.g., the relationship 

between age and depression was r=.007, p=.90, not significant). 

Mental illness was associated with some demographics and conditions, such as: 

 Less education (r=.121*, p=.024); 

 Poor general health (r=.116*, p=.03); 

 Increased binge drinking3 (r=.149*, p=.022); 

 Increased cocaine usage (r=.19**, p=.001); 

 Increased inhaling of paint to get high (r=.17**, p=.002); and 

 Increased visits to mental health professionals (r=.29**, p<.0001), as well 

as increased needs of visiting psychologist (r=.328**, p<.0001). 

A greater prevalence of depression, anxiety, and substance usages has been 

observed among Native Americans compared with other race-ethnic groups of the 

population, according to Huang, Grant, Dawson, Stinson, Chou, Saha et al. (2006). In 

this study, substance abuse was reported to be a major health condition by 8% 

including drugs, alcohol, and glue. Over a third currently smoke or use tobacco, most 

had tried marijuana at least once or twice, and over one-tenth had tried cocaine. About 

one-tenth (11.6%) reported daily drinking. A small percent (2.3%) drank five or more 

alcoholic beverages within a few hours most days within the past month.5  

The relationship between mental health conditions and smoking appeared to be 

significant among higher income tribal members (r=-.236, p<.000), in that as mental 

health conditions improved, smoking decreased. The use of tobacco in connection with 

spiritual/religious practices has long been socially accepted behavior within the Native 
                                                 
3 Binge drinking is defined as having five or more drinks in a row. 
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American culture, which explains why smoking has been a prevalent and accepted 

behavior among Native Americans. However, given the known health risks now 

associated with smoking, the study shows that in both income groups smoking 

decreased as education levels increased, and also smoking decreased as mental health 

conditions improved for the higher income group. 

 

Discussion 
  The outcomes of this study echo the results of prior research supporting the need for 

health education in Native American communities. It also emphasizes the necessity of tribal 

community involvement in order to adequately identify health issues.  The participatory nature 

of the research design and data collection allowed for participation of tribal Members whose 

health concerns had not been adequately identified in the past. The methodology for the study 

was based on prior research which underscored the value of participatory action research in 

Native American communities. The involvement of tribal members as research technicians to 

collect data was a critical element in gathering quality information. To identify health 

information needs, health professionals must be able to access what are often closed 

communities of Native Americans, where lack of trust for outsiders is prevalent; especially 

where sensitive health issues are involved. 

  Despite the fact that our data doesn’t permit generalization to Native Americans as a 

whole, our sample paints an interesting picture of the health needs of Native Americans from 

eastern tribes living in the towns of Southeast Connecticut.  Noteworthy is the reported 

incidence of disability (22%), which so closely parallels the national data for Native Americans 

(NCD, 2003).   

  This study also parallels prior reports that diabetes, obesity and mental illness are 

significant issues among Native Americans. More than half of our sample reported anxiety, 

stress, and depression.  The seriousness of these symptoms is reflected in the fact that over 

25% reported persistent symptoms of more than several weeks; and 4% had seriously 

considered suicide within the past year. Given these reports, it is startling that only 12% 

reported either seeing a mental health professional or needing one. This raises the question of 

whether tribal members surveyed felt no need for services because they were unfamiliar with 

their potential value; or whether they chose to address their problems in other ways, e.g., 

talking to family or friends or using traditional healing practices. Cultural issues and issues 
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around stigma may play a role here and warrant further study.  

  According to a Mental Health Report of the Surgeon General (1999), the majority of 

people with diagnosable disorders, regardless of race or ethnicity, do not receive treatment; 

and the stigma surrounding mental illness is a powerful barrier to treatment.  This is particularly 

troubling when the efficacy of mental health treatment is so well documented. (U.S. 

Department of Health and Human Services, 1999).  

  Issues of vulnerability to abuse and addiction to cigarettes, alcohol, and drugs are also 

raised in this sample.  Almost two-thirds of the sample drank, with one-third drinking 

occasionally, and 33% reporting binge drinking on at least one day in the past month. The 

majority had tried marijuana, and 16% said they had tried cocaine. Given the possibility that 

these behaviors could be under-reported, the relevance of addiction prevention programs must 

be considered.  It is also noteworthy that despite the significant numbers of individuals 

reporting use of alcohol or drugs, only a small minority reported substance abuse as a 

significant health issue. This data raises the issue of the difficulty in self-identifying 

addiction/and abuse. Health educators could be very helpful in providing information about 

self-assessment of mental health and addiction problems, as well as availability of resources. 

.  In general, the health disparities between Native Americans and non-Natives can be 

attributed to socio-demographic and cultural factors, inadequate resources, continued 

population growth, discrimination, traditional values, and, importantly, historical contexts 

including devastating population losses through war and disease, appropriation of aboriginal 

lands by governments, and loss of traditional economies (Beals, Manson, Whitesell, Spicer, 

Novins, & Mitchell, 2005).  

The relationship between income and health is supported in this study. Analysis of the 

data required differentiation of high and low income groups among survey respondents. This 

disparity is due to different levels of economic development among the tribes studied. One of 

the tribes is federally recognized and owns several highly successful hotels and casinos and 

employs a significant number of its tribal members in the businesses. The other two tribes are 

state recognized but have not been federally recognized, and have only marginally developed 

tribal business. The substantial numbers of tribal members with lower incomes are easily 

overlooked when surrounded by other wealthy tribal members. The disparity between health 

needs and services received is noteworthy. Tribal members with lower income are the 

population that rehabilitation counselors and mental health professionals need to reach and to 
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find ways to close the income and health gap. In this study, as income increased, mental 

illness, alcohol consumption, marijuana usage, and injection needle sharing behavior 

decreased. Lower income level was also found to be associated positively with symptoms of 

feeling sad anxious and “empty”. Greater awareness and education about these problems by 

health professionals and by Native Americans is much needed.  A tribal education program at 

John Hopkins may provide a model for assisting tribal leaders and local health professionals to 

coordinate and effectively apply available resources to addressing health priorities determined 

by the tribes themselves (Asham, Rhoades, Brenneman, 1998). This integration of strategies 

for prevention and self-evaluation into local health care delivery systems also need to be 

encouraged.  

Health professionals, both native and non-native, need to know how mental illness is 

viewed by Native Americans (traditionally and by those without cultural identity), available 

treatment methods and research on their effectiveness, with studies specifically on Native 

Americans, and an understanding of how to provide culturally sensitive services. 

Health agencies serving Native Americans could develop education and information 

programs for the general Indian community which stress “health and wellness” and provide 

specific information for persons with mental illness and other disabilities on how to cope with 

conditions in order to avoid, as much as possible, functional limitations. To increase culturally 

relevant services and meet the desire of Native Americans for Native American service 

providers, there is a need for more Native American health educators, mental health providers, 

and efforts to train, hire and retain Native Americans in health related fields (Marshall, 2001).  
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Title 
 
Empowering Teacher Educators with Diversity Tools to Teach Diverse Learners 
 
Abstract 

Affirming students’ cultural backgrounds can contribute to openness and involvement in 
students’ own learning. This paper examines the importance of empowering teacher educators 
with the right cultural and linguistic tools to support diverse learners in the classroom. 
 

Introduction 
 
The population demographic in American schools is constantly changing. The number of 
immigrants, for instance, has increased tremendously contributing to the growth of the resident 
population of the US and the nation’s student diversity. The cultural composition of student body 
has also changed; more students from diverse cultural and linguistic backgrounds have populated 
our nation’s schools leading to a great need to equip teacher educators with appropriate cultural 
and linguistic tools to effectively teach diverse students. 
 
The melting pot has melted; we are moving toward a society in which individuality is retained 
and valued, a cultural mosaic created from millions of unique pieces. Although three-quarters of 
the American population is white, there is evidence to suggest that the nation has become very 
diverse in the 21st century (U.S. Census Bureau, 2000). Further, approximately 11% of the U.S. 
population is foreign-born while 17.9% of the U.S. population (5 years old and over) speaks a 
language other than English at home. All this underscores the urgent need for teacher educators 
to establish appropriate and effective strategies to meet the needs of diverse students and ensure 
that all students achieve to their highest potential. 
 
Today’s classrooms require teachers to teach students with different cultures, languages, 
abilities, and many other characteristics (Gollnick & Chinn, 2002). Even so, for many teachers, 
the struggle is to teach students with backgrounds different from their own (Sadka & Sadka, 
2008). When teachers ignore or reject different cultural expressions of development that are 
normal and adequate and on which school skills and knowledge can be built, conflicts can occur 
which may lead to student failure (Nieto, 2008). Therefore, understanding the differences in 
culture and language and how these differences affect children’s learning can help teachers 
understand what they can do to improve the academic achievement of their students. 
 
Some programs, such as bilingual projects, have demonstrated that student learning can improve 
remarkably when students are not required to renounce their cultural heritage (Nieto, 2008). 
However, given that diversity programs are not uniform across states, and for limited funding to 
sustain the few existing programs (Nieto, 2008), teaching diversity still remains a big challenge 
in many schools. Teaching culturally and linguistically diverse students requires a multifaceted 
approach; there is more than one approach to responding to cultural diversity in the classroom. 
Irrespective of the approach used, teachers should attempt to “even the playing field” so that the 
languages and cultures of individual students are perceived as equally valued and powerful. In 
practice, teachers must be willing and ready to create sound pedagogical strategies that recognize 
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diverse learners. Further, teachers should strive to create a culture where all students can achieve, 
and are provided with the best opportunities and diversity tools to learn. 
 
A model of Diversity Education for Teacher Educators 

 
A great majority of teacher educators who wish to teach in diverse racial, ethnic, and 
socioeconomic settings are unprepared for the diversity they will face in those schools because 
they have learned little or nothing about it (Ladson-Billings, 2001). Thus, teachers fail to 
appreciate real similarities and differences between their understanding of the “world” and that 
of their students who come from different linguistic and cultural backgrounds.  
 
Most programs offered for teacher educators focus more on special education, bilingual 
education or English as a Second Language (ESL). Teacher education programs continue to 
teach as if diversity were either non-existent or annoying problems to be overcome (Beykont, 
2002). Therefore, it is critical for teacher educators to acknowledge that diversity is an important 
element in education. Diversity has a great impact on classroom atmosphere as well as student 
achievement (Nieto, 2008). Following is a brief diversity model for teacher educators.  
 
Asking the Right Questions 
 
Before we think about how to support diverse learners – as indeed we must – we better make 
sure we are asking the right questions about what we need. Instead of thinking, for instance, for 
ways in which we can increase a diverse teaching workforce to meet the cultural and linguistic 
needs of the growing student diversity, we need to ask first  the question of a larger purpose – 
how can we empower teacher educators with the right tools to assure a quality, culturally 
responsive education for all students? 
 
Diversity is about raising personal awareness about different categories of individual differences, 
and how these differences enhances or hinders the ways students and teachers generally interact 
with each other. Since diversity is unevenly distributed across the nation (Hodgkinson, 2000), 
teacher educators need to understand first what categories of student diversity exist on their 
campus, and work on addressing the impact of a specific category of diversity on student 
achievement. Specifically, teacher educators and administrators need to look at more specific and 
recent data to help them make informed decisions about supporting diverse learners within and 
outside the classroom. Embracing diversity means that all students have opportunities to learn in 
a safe and conducive environment. 
 
To make assumptions about the nature of diversity in our nations’ schools is self-defeating in the 
sense that those assumptions continue to deny millions of American children fair and equal 
opportunities to succeed in the classroom. There are of course, teachers who have low 
expectations of students from particular backgrounds and who are, in the worst cases, insensitive 
and racist (Nieto, 2008). Actions of such teachers can lead to inadvertent discrimination of 
individuals or groups of students and court cases. As a result, litigation fees can be time wasting 
and expensive – distracting teachers from performing the primary task of teaching students.  
 
Changing teacher educators’ beliefs 
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The beliefs that teacher educators harbor about how students learn and personal understanding of 
what constitutes good instructional practices may influence the way they teach diverse learners 
in the classroom. For instance, the beliefs that teacher educators have about how students from 
different racial backgrounds learn may influence the way they conduct their lessons, and the 
expectations that they have for students from different racial groups. Sandholtz, Ringstaff, and 
Dwyer (2000) argue that: 

 
Teachers enter the profession with deeply held notions about how to conduct school – 
they teach as they were taught. If these beliefs are commonly held and help teachers 
negotiate the uncertainty of work in schools, no wonder teachers are reticent to adopt 
practices that have not stood the test of time. (p. 257) 

 
Nieto (2008) argues that racism and other forms of discrimination, school structures, and the 
negative ways in which cultural and linguistic differences are viewed in the school may help to 
explain why student fail to learn. Various teaching approaches established even with the best of 
intentions might have destructive results. Teacher educators need to engage in self-reflections 
about their own biases and develop respect for the differences, and the willingness to approach 
teaching from a multicultural perspective. Keeping journals of their actions, attitudes and 
interactions with their colleagues and students (Gay, 2002) can be a powerful tool to enhance 
their ability to embrace and affirm diversity of their students. 
 
Teachers must also work to recognize the beliefs, values, and behaviors that characterize the 
various cultures of their students. Students, for instance, can be a great resource in learning about 
different cultures. By building class activities and other learning experiences around the 
students’ cultures, teachers can enrich the learning experience of all their students. Although not 
common practiced, teachers could also try speaking some of the students’ languages in the 
classroom. Teachers should let students enjoy how they struggle with a different language. The 
students will probably feel “smarter than the teacher.” This might lead to better classroom 
interactions as well as help to reinforce the self-esteem of the individual students. 
 
Hiring diverse teacher educators 
 
Creating a diverse teaching faculty is another effective way of reaching culturally and 
linguistically diverse students. For instance, there is a growing evidence to suggest that Black 
and Latino students benefit when they are taught by teachers of their own backgrounds (Clewell, 
Puma, & McKay, 2001). However, since it is not practical to hire teachers who represent each of 
the different categories of diversity and learning styles represented in a given classroom, teacher 
educators must strive to use students’ cultural and linguistic backgrounds and unique experiences 
to support them to do well in the classroom. 
 
Teacher educators should acknowledge that different cultures exist in diverse classrooms and 
provide the necessary accommodations for those differences. For instance, when addressing our 
students, we should strive to use appropriate language: choose our vocabulary well, even if we 
individually feel confused about which terminology to use. We should inquire from the students 
about the names they like to be called and use languages that affirm diversity. Affirming 
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diversity involves an obligation to request clarification or admit our ignorance as to what 
terminology will be most welcomed by an individual or group of students (Nieto, 2008).  
 
One big challenge that teachers face in teaching diverse students is not tailoring their instruction 
to be sensitive to a whole group, but rather tailoring their teaching in a way that will meet the 
diverse learning styles of each student. Professional development for teacher educators should 
include specific diversity training on skills for teaching diverse yet individual students. 
 
Conclusion 
 
Diversity is valuable because: it empowers teachers and students; decreases stereotypes, 
prejudice, and racism in America and the world; and generally promotes equity and social justice 
(Nieto, 2008). Consequently, affirming diversity must go beyond the numbers. The challenge to 
teacher educators is clear: it is not enough to integrate by numbers, because diversity does not 
guarantee equal expectations for all students. We can not lump groups of students together; we 
have to transform their minds. If we subscribe to the idea that all students can achieve, our 
actions and expectations must reflect that belief. Transforming our own minds is painful but 
necessary if we want diversity to mean something.  
 
Teaching diverse students is not easy. If it were, everybody would be doing it. However, 
diversity is a commitment to avoid over generalizations, and stereotyping, even in the heat of 
argument (Nieto, 2008). Teaching diverse students requires tolerance, acceptance, and a deep 
sense of understanding cultural divergences between the instructor and the students. This 
realization has made our teaching in the U.S. classroom manageable and less frightening.  
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ABSTRACT 

There is a disparity between needs and service provision for Native Americans 

with disabilities (Sanderson, 2001) and greater awareness of these problems by health 

professionals and by Native Americans is clearly needed. Health education and 

knowledge of available resources for Native Americans is needed for those who have 

long-term health care needs, mental health problems and other disabilities. Those with 

mental illness need to know that research has identified a range of effective treatments 

for most. The disparity between need and service provision for Native Americans with 

disabilities is also a concern for rehabilitation counselors.  

The purpose of this study was to identify the rehabilitation and health needs of 

Native Americans with disabilities from eastern tribes as compared to those from 

western tribes (Marshall, Johnson, Martin, Saravanabhavan, & Bradford, 1992). Both 

studies used a community-based approach and the Participatory Action Research 

model throughout the study. The instrument from Marshall et al. (1992) was modified for 

the study of eastern tribal participants. Tribal members who were trained as research 

technicians conducted surveys of adult tribal members. A general health survey was 

used as a screening device to identify people with disabilities. Among the results of 117 

Native Americans with disabilities from four eastern tribes are the incidences of major 

disabilities, functional limitations, employment status, services received and needed, 

and consumer issues and community concerns for Native Americans with disabilities. 

Descriptive statistics and chi-square tests were conducted to compare Native 

Americans from eastern tribes with those in Denver Colorado. Implication was also 

considered. 
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Introduction 
There is a disparity between needs and service provision for Native Americans 

with disabilities (Marshall, Johnson, Martin, Saravanabhavan, & Bradford, 1992; 

Sanderson, 2001). Greater awareness of these problems by health professionals, 

rehabilitation providers and by Native Americans is clearly needed. The National 

Council on Disability (2003) reported that 22% of Native Americans live with significant 

disabilities. Strikingly greater prevalence rates of depression, anxiety, and substance 

usages have been observed among Native Americans compared with other racial-ethnic 

groups (Huang, Grant, Dawson, Stinson, Chou, Saha et al., 2006). Members of minority 

groups may experience limited availability of, and access to, culturally sensitive 

treatments. Minorities receive less care and poorer quality of care and collectively 

experience a greater disability burden than do whites (U.S. Department of Health and 

Human Service, 2001). A socioeconomic disparity also exists among Native Americans; 

according to U.S. Bureau of Census (2004), the income level for Native Americans was 

73% of the U.S. average, and the poverty rate was twice as high. Racial and ethnic 

minorities in the United States face a social and economic environment of inequality that 

includes greater exposure to racism and discrimination, violence, and poverty, all of 

which take a toll on mental health (U. S. Department of Health and Human Services, 

2001).  

The research on Native Americans has been limited by the small size of this 

population, and by its heterogeneity. Even though federal funding has been directed to 

Native Americans through various programs, it has not been sufficiently addressed 

basic and very urgent needs of Native Americans (i.e., health care, education, public 

safety, housing, rural development) (Commission on Civil Rights, 2003). There have 

been several studies on the rehabilitation needs of Native Americans with western tribes 

and Native Americans as a whole (Feldstein, Venner, & May, 2006; National Council on 

Disability, 2003; Schacht, Gahungu, & Gallagher, 2002). Marshall, Johnson, Martin, 

Saravanabhavan, & Bedford (1992) used a community-based approach and the 

Participatory Action Research model to identify incidence of disabilities and 

rehabilitation needs of Native American in Denver, Colorado. However, there has been 

scarce research on the health and disability needs of Native Americans with disabilities 

in eastern tribes. 
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The purpose of this paper was to identify the rehabilitation and health needs of 

Native Americans with disabilities from eastern tribes in Connecticut and Rhode Island 

and to compare the needs with those from western tribes as reported by Marshall and 

her colleagues (1992). Applying Participatory Action Research methods, the study of 

eastern tribes represented a collaborative effort among four eastern tribes, state 

agencies, and a state university to identify the prevalence of major disabilities, 

employment status, the needs and services received, and community responsiveness 

and barriers to Native Americans with disabilities. The study of eastern tribes is part of a 

five-year research project (2003-2008) funded by the National Institute of Disability and 

Rehabilitation Research (NIDRR) (#H133A031706). In addition, this paper compares 

the major disabilities, functional limitations, employment and service needs of Native 

Americans from eastern tribes to those in western tribes living in Denver, Colorado. 

Research questions include:  

1. What were the incidences of major disabilities of Native Americans from eastern 

tribes?  

2. Are there significant differences between Native Americans from eastern tribes and 

those in the Denver study in the proportions of various disabilities? 

3. Are there significant differences between Native Americans from eastern tribes and 

those in the Denver study in the proportions of reported functional limitations in daily 

activities?  

4. Are there significant differences between Native Americans from eastern tribes and 

those in the Denver study in the proportions of employment and concerns related to 

finding and keeping jobs?  

5. Are there significant differences between Native Americans from eastern tribes and 

those in the Denver study in the proportions of various services received and 

needed?  

6. Are there significant differences between Native Americans from eastern tribes and 

those in the Denver study in the proportions of various community issues and 

consumer concerns? 

 

Methods 
This study of eastern tribes is part of a five-year research project that focuses 
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on the health and service needs of Native Americans with disabilities from four eastern 

tribes in Connecticut and Rhode Island. Data from this study was compared to data 

reported by Marshall et. al (1992) in their study of Native Americans with disabilities from 

Denver, Colorado. Both studies applied the Participatory Action Research model to 

ensure tribal participation in the planning and implementation of community based 

research. The instrument for this study, Community Needs Assessment of Native 

Americans with Disabilities, was adapted from Marshall and her colleagues (1992) and 

Marshall provided training in the use of this instrument to the first group of interviewers.  

An Advisory Council from eastern tribes with representation from each of the 

tribes was formed to promote a culturally sensitive research design and provide expert 

opinions regarding the content of survey questions in the initial stage, This collaboration 

between our research team and the Advisory Council continued through out the 

five-year study period. In addition, this culturally appropriate network comprised tribal 

leaders who advised our research team and referred competent Native American 

research technicians. Research technicians from each of the participating tribes were 

hired to conduct interviews in tribal members’ homes, at tribal offices or tribal events. 

Mandatory three-day research training was provided to all thirty-five research 

technicians prior to conducting interviews to ensure consistency of interviewing 

procedures among the Native Americans. The inter-rater reliability was 98.6% for the 

research technicians trained in July 2004. Research team combining tribal and 

university based researchers met weekly throughout the study to provide mentoring and 

to address research issues encountered by the research technicians. Research 

technicians were paid $50 for each interview completed, plus compensation for travel 

costs.  

In the study of eastern tribes, 30% of all tribal members with and without 

disabilities were recruited from tribal rolls. A total of 614 volunteer tribal members were 

asked to participate in a 30-minute face-to-face screening interview with structured 

questions about health, mental health, disability and employment. Participation in 

screening interview was voluntary and convenience sampling was used. All participants 

received gifts under $10 in appreciation for their time. A total of 117 tribal members with 

disabilities were identified using four primary criteria based on self-report: (a) a Native 

American with at least two disabilities (i.e., physical, intellectual or emotional) that 
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limited their daily functions; (b) ages 16 and above, (c) not have alcoholism as his or her 

sole disability, and (d) on tribal roll of four eastern tribes. Interviewers met with each 

participant who completed the Community Needs Assessment of Native Americans with 

Disabilities, about 50 minutes in length. 

In the Marshall study, sponsoring Native American agencies assisted 

researchers to identify interviewees for the survey using four primary criteria: (a) an 

Native American with a physical, intellectual or emotional disability, (b) between the 

ages of 14 and 70, (c) not have alcoholism as his or her sole disability, and (d) living in 

the Denver-metro area. Denver, Colorado was identified by the 1980 Census as having 

6,438 Native Americans age 16 and above, with 1,153 (18%) reporting a disability. 

Persons were identified as Native Americans, and as having a disability, based solely on 

self-report. A total of 109 individuals were interviewed and of these 100 individuals met 

the age criteria and were included in the analysis for their study.  

Chi-square tests were used to compare the differences between eastern and 

western tribal participants on items that were asked of both groups.  

The following assumptions of chi-square were checked before conducting the 

tests: independence of observation, normality and inclusion of non-occurrences. 

Several variables were dropped due to the small expected values (at least 20% of 

expected frequencies were less than 5). All comparisons were determined significant at 

α=0.05. 

Results 
The percent of eastern tribal members with disabilities ranged from 11% to 23.8% 

for the four tribes with 20.4% overall. Three tribes had 22% to 24% with disabilities close 

to the 22% identified by the NCD (2003) nationwide, and one had 11%. The majority of 

participants were females (68%) compared to 55% in western tribes. Most were from 

small towns in Connecticut and Rhode Island, while Marshall’s participants were drawn 

from an urban area. The average age of the eastern participants were 49 (SD=15.87) 

with an age range of 17 to 86, while Marshall’s participants had mean age of 46.5 with a 

range of 23 to 69.  

Major Types of Disabilities 
The types of disabilities of the 117 participants having at least two disabilities 
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from eastern tribes compared to those from western tribes, listed in order of highest 

frequency, are shown in Table 1. The nine most prevalent disabilities (each with 20-43% 

of the participants) in eastern tribes included arthritis, visual impairment, hypertension, 

mental health conditions, obesity, diabetes, orthopedic disorders, asthma, and heart 

problems. Over a third (39%) had one or more mental health conditions when all types 

were combined, with anxiety (28%) and chronic depression (21%) the most prevalent. 

Substance abuse including alcohol, cocaine, street drugs and glue was a problem for 

12.8% (15) and close to half (7) of these had co-occurring mental conditions. 

Eastern tribal participants had significant higher incidence of visual impairment 

[X2(1, N=217)=10.76, p<.01], hypertension [X2(1, N=217)=34.11, p<0.001], mental 

health condition [X2(1, N=217)=20.54, p<0.001], and orthopedic disorder [X2(1, 

N=217)=7.81, p<0.01], while western tribal members in Marshall and her colleagues’ 

(1992) had higher incidence of substance abuse[X2(1, N=217)=4.57, p<0.05]. Both 

eastern and western tribal participants had similar incidence of arthritis, diabetes, heart 

problems, and neurological impairment. 

Table 1: Major Types of Disabilities  

Eastern Tribes Western Tribes Comparison  

Variables  %(n) %(n) X2 

Arthritis 42(50) 37(37) 0.74, df=1, p=0.37  

Visual Impairment** 42(49) 21(21) 10.76, df=1, p=0.001 

Hypertension*** 40(47) 6(6) 34.11, df=1, p<0.001 

Mental Disorders*** 39(46) 1 12(12)2 20.54, df=1, p<0.001 

Obesity 33(39) NA3 NA 

Diabetes 31(36) 33(33) 0.12, df=1, p=0.82 

Orthopedic Disorders** 30(35) 14(14) 7.811, df=1, p=.005 

Asthma 26(35) NA NA 

Heart Problems 23(27) 16(16) 1.70, df=1, p=0.19 

Substance Abuse* 13(102) 24(24) 4.57, df=1, p=0.03 
Note. * p<.05, ** p<.01, ***p<.001 
1One or more mental disorders include: Anxiety 27.6%; Chronic Depression 21.4%; 
Bipolar Disorder 7%; Eating Disorder 5%; Personality Disorder 5%; Schizophrenia 3%.  
2 Mental disorders include: Eating Disorder 6%; Emotional Disorder 12% 
3NA: data is not available 
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Limitations in Daily Activities 
Disabilities limited eastern tribal participants in doing the following activities in 

order of highest frequency: working on a job, walking, seeing, lifting, reading, writing, 

remembering, learning, and sitting as shown in Table 2. 

Similar proportions of eastern and western tribal participants had limitations in 

working on a job, seeing, reading, and writing. However western tribes had significantly 

greater limitations in walking [X2(1, N=217)=7.59, p<0.01], lifting[X2(1, N=217)=11.10, 

p<.001], and remembering [X2(1, N=217)=7.23, p<.01]. 

Table 2: Limitations in Daily Activities 

Note. NA: the data is not available; ** p<.01, ***p<.001 

 
Employment 

Of the 117 eastern tribal participants, 56% (65) were working and 44% (51) were 

not employed compared to 25% (25) employed in western tribes. Of the eastern 

participants who were not working (44%, 51), most (86%) had been unemployed for 

over a year and 41% (20) had been unemployed for 5 to 15 years. One was currently 

using a rehabilitation agency to help him/her find a job. Only 11% (13) had assistance 

getting a job, and 12% (12) wanted assistance getting a job. Similar data related to 

employment was not available for western tribal participants. 

Concerns reported by both eastern and western tribal participants related to 

finding and keeping jobs included limitations due to a disability (25% vs. 48%), and lack 

of transportation to jobs (12% vs. 40%). Eastern tribal participants also reported not 

Eastern Tribes Western Tribes  Comparison  

Variables  %(n) %(n) X2 

Working on A Job 50(58) 50(50) 0.004, df=1, p=0.95 

Walking** 45(53) 64(64) 7.59, df=1, p=0.006 

Seeing 40(47) 49(49) 1.70, df=1, p=0.19 

Lifting*** 40(46) 62(62) 11.10, df=1, p<0.001 

Reading 38(44) 37(37) 0.008, df=1, p=0.93 

Writing 27(32) 23(23) 0.54, df=1, p=0.46 

Remembering** 22(91) 39(39) 7.23, df=1, p=0.007 
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having the right job skills (21%) and not knowing what was available to them regarding 

jobs (20%). Other data related to employment was not available for western tribal 

participants. 

As shown in Table 3, eastern tribal participants had a significantly higher 

employment rate [X2(1, N=217)=20.74, p<0.001], and had less concerns in two areas 

related to finding and keeping jobs: limitations of disability [X2(1, N=217)=12.69, p<0.001] 

and lack of transportation [X2(1, N=217)=26.18, p<0.001].  

Table 3. Employment and Concerns Related to Finding and Keeping Jobs 
 Eastern Tribes Western Tribes  Comparison 

Variables %(n) %(n) X2 

Employment*** 56(66) 25(25) 20.74, df=1, p<0.001 

Limitations of Disability*** 25(29) 48(48) 12.69, df=1, p<0.001 

Lack of Transportation*** 12(14) 40(40) 26.18, df=1, p<0.001 

Note. ***p<.001 

   

Assistance and Support Received from Others, State or Local Agencies 
Over 90% (106) of eastern tribal participants had a family member they could 

count on to help them when needed. Over the past year, 45% (52) of eastern tribal 

participants had someone from state, local or tribal agencies who coordinated services 

for them, 44% (51) had received dental care and 30% (35) had received counseling. 

The type of services needed but not received is presented in Table 4. Western 

tribal participants had significantly higher unmet needs in the area of having someone to 

coordinate services for them [X2(1, N=217)=24.86, p<0.001], help receiving food [X2(1, 

N=217)=14.75, p<0.001], help receiving clothing [X2(1, N=217)=5.72, p<0.017], help 

receiving benefits [X2(1, N=217)=24.78, p<0.001], medical care [X2(1, N=217)=43.51, 

p<0.001], dental care [X2(1, N=217)=29.13, p<0.001]. Both eastern and western 

participants reported somewhat low demands for needs in the area of vocational training 

and counseling. 

Table 5 shows a comparison of sources of support from providers. Eastern tribal 

participants received significant more services than western participants from private 

medical doctors [X2(1, N=217)=21.53, p<0.001], Indian Health Service [X2(1, 

N=217)=21.19, p<0.001], and mental health professionals (i.e., psychologist, social 
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worker or mental health counselor) [X2(1, N=217)=3.94, p<0.05]. Eastern tribal members 

received significant less services from state social services [X2(1, N=217)=5.89, p<.05]. 

There was no significant difference between the proportion of eastern and western tribal 

participants who received Medicare or Medicaid, who received service for Social 

Security Agency, Indian service agency, their churches, and VR service. Only a few 

eastern and western tribal participants received state vocational rehabilitation services. 
Table 4. Services Needed in Past Year but Not Received 
 Eastern Tribes Western Tribes Comparison 
Variables %(n) %(n) X2 

21(24) 53(53) 24.86, df=1, p<0.001 Coordination of Services *** 
Help Receiving Food*** 14(26) 36(36) 14.75, df=1, p<0.001 
Help Receiving Clothing* 22(26) 37(37) 5.72, df=1, p=0.017 
Help Receiving Benefits*** 10(12) 39(39) 24.78, df=1, p<0.001 
Vocational Training 19(22) 15(15) 0.55, df=1, p=0.46 
Medical Care*** 8(9) 47(47) 43.51, df=1, p<0.001 
Dental Care*** 25(29) 61(61) 29.13, df=1, p<0.001 
Counseling 10(12) 16(16) 1.58, df=1, p=0.21 
Note. * p<.05, ***p<.001 
 
Table 5: Currently Receiving Services from Provider 
 Eastern Tribes Western Tribes Comparison 
Variables %(n) %(n) X2 

Private Medical Doctor*** 62(72) 30(30) 21.53, df=1, p<0.001 
Medicare or Medicaid 35(41) 32(32) 0.22, df=1, p=0.64 
Indian Health Service*** 31(36) 6(6) 21.19, df=1, p<0.001 
Social Security Administration 28(33) 28(28) 0.001, df=1, p=0.97 
Indian Service Agency 21(24) 16(16) 0.73, df=1, p=0.39 
Church 17(20) 16(16) 0.05, df=1, p=0.83 
State Social Services* 16(18) 29(29) 5.89, df=1, p=0.015 
Mental Health Professionals* 13(15) 5(5) 3.94, df=1, p=0.047 
State VR1 2.6(3) 2(2)  
Note. * p<.05, ** p<.01, ***P<.001 
1Variable dropped, due to violation of normality assumption (at least 20% of expected 
frequencies less than 5) 
 
Community Issues and Consumer Concerns  
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The percent reported in Tables 6 and 7 is the valid percent; some did not respond 

to all questions. The comparison of community issues for tribal members with disabilities 

is presented in Table 6. Eastern tribal participants had significantly less agreement than 

western participants did with the following statement: “Churches are sensitive to the 

needs of member with a disability” [X2(1, N=217)=3.94, p<.05], “Handicapped parking is 

adequate and enforced” [X2(1, N=217)=3.94, p<.05], and “Affordable housing is 

available to people with all types of disabilities” [X2(1, N=217)=13.18, p<0.001]. Less 

than a third of both eastern and western tribal members agreed with the statement, 

“Local media provide information to people with disabilities.” 
Table 6. Community Issues for Persons with a Disability (PWD) 
 Eastern Tribes  Western Tribes  Comparison 

Variables %(n) %(n) X2 

Your community is a good 
place for PWD 

64(74)  62(62) 0.04, df=1, p=0.85 

Churches are sensitive to the 
needs of PWD* 

50(58)  63(63) 3.94, df=1, 
p=0.047 

Handicapped parking is 
enforced* 

50(58) 63(63) 3.94, df=1, 
p=0.047 

Affordable housing is 
available to PWD*** 

16(19) 38(38) 13.18, df=1, 
p<0.001 

Local media provide 
information for PWD 

22(26) 29(29) 1.31, df=1, p=0.25 

Note. * p<.05, ***p<.001 

Table 7: Consumer Concerns: Service Providers, Rights & Say in Government 
 Eastern Tribes Western Tribes  Comparison 
Variables %(n) %(n) X2 

Health service providers treat 
you with dignity and respect** 

62(72) 42(42) 8.25, df=1, p=0.004 

You know your rights as a 
citizen with a disability 

35(41) 34(34) 0.03, df=1, p=0.87 

You have a say in government 
(disability programming) 

26(30) 35(35) 2.25, df=1, p=0.13 

Social agencies inform you 
about benefits and services 
available to you 

24(28) 34(34) 3.21, df=1, p=0.07 

Note. ** p<.01 
The comparison of consumer concerns regarding service providers, rights and 
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say in government is presented in Table 7. Eastern tribal participants had significantly 

greater agreement with the statement: “Health service providers treat you with dignity 

and respect” [X2(1, N=217)=8.25, p<.01). Differences were not significant regarding 

other items with about a third or less of eastern and western tribal participants agreeing 

with the statements: “You know your rights as a citizen with a disability;” “You have a say 

in government (disability programming);” and “Social agencies inform you about benefits 

and services available to you.”  

 

Discussion 
This study identified the prevalence of disability and rehabilitation and health 

needs of Native Americans with disabilities from four eastern tribes and compared them 

with an earlier study of western tribes (Marshall et al., 1992). Eastern tribal participants 

with disabilities (117) were compared to 100 western tribal members with disabilities 

who completed a community needs assessment. 

The average age was similar in both studies; the mean age was 49 in eastern 

tribes and 46 in western tribes. Women were over-represented in the sample from 

eastern tribes with 68% compared to 55% from western tribes, [X2(1, N=217)=4.1, 

p=0.04]. Arthritis and diabetes were prevalent disabilities in both eastern and western 

tribes. Eastern tribal participants also had a high incidence of obesity (data not available 

on western tribes). Eastern tribal participants had significant higher incidences of visual 

impairment, hypertension, and mental health conditions, while western tribal members 

in Marshall’s and her colleagues’ study (1992) had higher incidence of substance abuse. 

Differences in the disabilities could be due in part to the fact that eastern tribal 

participants had an older age range, and were more likely to be seen by a private doctor 

(and therefore more likely to be diagnosed). 

It also appears that there was a different epidemiological trend in eastern tribes 

compared to western ones in Marshall’s and her colleagues’ study fifteen years ago. 

Hypertension is not uncommon in today’s high stress environment for many individuals. 

However, the prevalence of hypertension in eastern tribes (40%) appears higher than 

the percentage of all Americans, 31% between age 45 and 54 (National Health and 

Nutritional Examination Survey, 1999-2000). In addition, individuals with mental illness 

are more likely to be diagnosed today than fifteen years ago. According to another study 
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(Huang et al., 2006), Native Americans as a whole had significantly greater prevalence 

rates of alcohol use disorders, drug use disorders, mood disorders (i.e., depression, 

manic-depression disorder), anxiety disorders, and personality disorders compared to 

the general population. These striking health disparities may be due to poverty, 

socio-demographic, and cultural factors, inadequate resources, continued population 

growth, discrimination, traditional values, and, historical contexts including devastating 

population losses through war and disease, appropriation of aboriginal lands by 

governments, and loss of traditional economies (Beals, Manson, Whitesell, Spicer, 

Novins, & Mitchell, 2005).  

Native Americans from western tribes reported a significantly higher incidence of 

substance abuse including alcohol use. This difference should be interpreted cautiously, 

however. It is noteworthy that the data from eastern tribes reported elsewhere indicated 

significant numbers involved in binge drinking, and use of marijuana (Wilkins-Turner, 

Liebert, Ni, & Ellien, 2008). The data raises the question of whether alcohol and 

substance abuse was underreported. Such underreporting could be attributed to 

reluctance on the part of the interviewee to disclose due to shame, stigma, or an inability 

to relate specific drug/alcohol use/behavior to the label “substance abuse.” About half 

from eastern tribes who reported substance abuse had one or more mental health 

conditions, thus needing treatment for co-occurring disorders. On the other hand, 

significantly more eastern tribal participants with disabilities were employed and this 

may have increased positive behavior and reduced the amount of alcohol/substance 

abuse. 

It is of concern that half of the eastern and western participants had limitations in 

working on a job. However, 56% of eastern participants were employed compared to 

25% of western participants in Denver. Disabilities limited tribal members’ capabilities to 

work on a job, walk, see, lift, read and remember. This high unemployment or 

underemployment among tribal members with disabilities may be attributable in part to 

residential segregation, employment in occupations with high turnover rates, and labor 

market discrimination (Wilson, Tienda, & Wu, 1995). In our study, unemployed eastern 

participants gave a variety of reasons for the difficulty of finding or keeping a job: their 

disability (25%), unfair employers (12%), race or ethnic background (12%), and lack of 

awareness of the best ways to search for jobs (6%). Of the 117 eastern tribal 
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participants, 37% (42) said their education did not adequately prepare them for work, 

and 64%(75) responded that they would like to increase their education. Noteworthy in 

looking at the employment differences between East and West in our study, is the 

significantly higher percentage of eastern tribal participants who were employed, despite 

the fact that they lived in small towns as opposed to an urban area. Relevant factors 

include the differences in economic conditions of the two areas and the fact that one of 

the four eastern tribes was highly successful in its economic development, creating 

many jobs and applied Native American preference in its hiring practices.  

Individuals with disabilities often have multiple support needs in relation to 

obtaining and maintaining employment, such as learning how to do the job, addressing 

work-related and non-work-related issues, and arranging transportation (Unger, Parent, 

Gibson, Kane-Johnston, & Kregel, 1998). Vocational Rehabilitation (VR) service 

providers can assist individuals with disabilities, identifying resources and arranging 

supports to ensure that needs are met. Nevertheless, a high percent (25%) of 

participants from eastern tribes responded that they did not know or had no opinion 

regarding their community resources.  

Eastern tribal participants received significant less services from state social 

services than the western tribal participants did. Less than a third of the eastern tribal 

participants agreed that health service providers are sensitive to their culture (29%) or 

provide social services on an equal basis to those with and without disabilities (28%). 

Less than one-fourth of the eastern tribal participants said that non-Indian service 

providers make appropriate referrals (24%) or understand the range of Indian services 

(8%). Less than one-fifth of the eastern tribal participants said that the public vocational 

rehabilitation agency is responsive to the needs of Native Americans with disabilities 

(16%), and over 70% said they did not know or had no opinion whether public VR was 

responsive or not. Over a third of the eastern tribal participants agreed that adequate 

mental health care (38%) and substance abuse treatment (34%) is available, and about 

half did not know if treatment was available (47%). These indicate not only a lack of 

knowledge about available resources, but also hesitance of getting assistance from 

public health or social agencies among eastern tribal members. In addition, significant 

issues common to both eastern and western tribal participants with disabilities was the 

limited utilization of the state vocational rehabilitation agencies. Suggested related 
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factors include: ineffective outreach to Native American communities; lack of cultural 

competence of VR staff (Marshall et al., 1992); lack of trust of state agencies by Native 

Americans or stigma related to acknowledging a disability.  

VR agencies may need to conduct active outreach and linkages to tribal 

communities to change the perception that the public rehabilitation system does not 

embrace the needs of persons with disabilities (Whitney-Thomas, Timmons, Gilmore, & 

Thomas, 1999). VR service agencies need to promote VR counselors’ multicultural 

competencies in order to provide various services to meet their clients’ rehabilitation 

needs (Bellini, 2003). Some studies have shown that VR provides minorities with 

different services and consistently spends less money on minorities (Feist-Price, 1995; 

Olney & Kennedy, 2002; U.S. General Accounting Office, 1993), while others found 

there were no differences (Liebert-Espinola, Ellien & Wilkins-Turner, 2003). Some 

researchers have noticed greater rehabilitation difficulty with racial minority cases for 

different reasons (Atkins & Wright, 1980; Feist-Price, 1995), while other authors have 

suggested Eurocentric bias on the part of the VR counselor (Wheaton & Hertzfeld, 2002; 

Wilson, Harley, & Alston, 2001) or employers in the workplace (Capella, 2002; Olney & 

Kennedy, 2002) for the discrepancies of employment outcomes among different racial 

groups. 

A study conducted as part of this research project (Liebert-Espinola, Ellien & 

Wilkins-Turner, 2003) explored VR service equality in Connecticut and found there were 

no significant differences between a matched non-minority group and the Native 

American group, including acceptance for services, treatment (number of services 

received and cost of services) or outcomes. However, there was a very small number of 

Native Americans who had used either state or tribal VR service over a five-year period.  

The fact that tribal participants with disabilities were minimally involved with VR 

services or mental health professionals could also relate to the stigma felt by people 

with disabilities. Stigma may be manifested by bias, distrust, stereotyping, fear, 

embarrassment, anger, and/or avoidance. The Report of the Surgeon General on 

Mental Health issued by the U.S. Department of Health and Human Services (2001) 

stated that the stigma and discrimination associated with mental illness and its treatment 

have substantial negative impact on the lives of individuals, families, and communities. 

The Surgeon General’s report concluded that despite the existence of effective 
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treatments for mental disorders, the fear of stigma often deters individuals from 

acknowledging their illness, seeking help, and remaining in treatment.  
Perceived need or stigma also shapes use of mental health services (Ojeda, 

McGuire, 2006). As racial minority populations are projected to experience substantial 

growth in the coming years (US Census Bureau, 2000), more individuals will need 

mental health services. Consequently, low use of mental health care by racial minorities 

is concerning. Effective strategies to reach out to Native Americans are needed. 

Educational programs or health promotion programs may be needed to expand Native 

Americans’ contact with mental health providers and other services. Knowledge of 

available resources for Native Americans is needed for those who have long-term health 

care needs, mental health problems and other disabilities. Those with mental illness 

need to know that research has identified a range of effective treatments. At the 

conclusion of our survey interviews, the research technicians gave each participant in 

the study a packet of information about available resources in general and specifically 

about a tribal VR program. The support network among research technicians, service 

providers, and tribal participants was expanded via use of Participatory Action Research, 

which may lead to improved VR outcomes. This community-based study also provided a 

unique opportunity for tribal participants who were hired as research technicians to learn 

firsthand about careers in health and disability research and to become resource 

persons for their respective tribes. 

This paper addressed the incidence of disabilities and resulting health and 

service needs of Native Americans with disabilities from eastern and western tribes. 

Chi-square tests were used to compare the results of two different studies of Native 

Americans, conducted over 15 years apart. The eastern Native American participants 

were from four tribes in rural areas of Connecticut and Rhode Island, and the western 

participants were from the urban area of Denver in 1992. A strength of both studies was 

the use of Participatory Action Research methodology, significantly involving tribal 

members in the design, and data collection. It is also important to note that over 90% of 

Eastern interviewees reported they had a family member they could call on when 

needed. This support system suggests that the most effective approach to informing 

tribal communities of available services is through direct contact with families. 

The 1992 Rehabilitation Act Amendments encouraged VR agencies to extend 
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outreach efforts to racially and ethnically diverse communities and a wider population of 

individuals with disabilities, especially those with more severe disabilities. Service 

providers need to offer more aggressive outreach to these communities and expand the 

current support systems in the communities. Comprehensive support services for tribal 

members within their communities, composed of career guidance and resources, should 

be considered. We hope that these findings will be used to focus and guide service 

delivery efforts and that they will prompt other such research. It will only be through 

coordinated service delivery and research efforts that professionals can learn how best 

to provide meaningful services to racial minorities with disabilities, ultimately improving 

their achievement and success in society.  

In conclusion, several suggestions regarding Native Americans with disabilities 

can be proposed: 

1. Participatory Action Research is a highly effective approach to conducting 

health and disability research in Native American communities.  

2. Outreach should be conducted by Native Americans, and planned with 

important tribal groups such as tribal council; and tribal elders. 

3. Vocational rehabilitation services should be made more accessible to Native 

Americans with appropriate culturally relevant direct outreach to tribal 

communities a priority. 

4. Health agencies serving tribal communities should develop health and 

wellness education programs, especially regarding arthritis, diabetes, 

obesity, mental health, substance abuse, and stress related disorders such 

as hypertension. 

Limitations of this comparison study include the following: both eastern and 

western studies were based on self-report and convenience sampling, obtained through 

networks of tribal members and Indian Health agency referrals, limiting generalizability 

of the results, and there was a 15 year time difference between the two studies. In 

addition, due to heterogeneity among Native American tribes and over-representation of 

women from eastern tribes, one should not make generalizations to Native Americans as 

a whole. The data interpretation needs to be cautious.  
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 Title: Assessment practices and the assault on multicultural education. 
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Abstract  
 

The current dominant curricular practices of standards, assessment, and teacher 
based accountability have been used as a vehicle to dismantle multicultural education in 
many schools where it is most needed.  

These corporate driven reforms are in conflict with democratic multicultural 
education.  There is little time for critical thinking and  quality multicultural education 
while the schools are cramming for high stakes tests.  
 Accountability driven reforms, as imposed by No Child Left Behind, have now 
been extended to teacher preparation in California under the title of performance 
assessment and PACT (Performance Assessment for California Teachers).   
 Like other high stakes assessment systems, this one leads to manipulation, 
cheating, and further reduces considerations of multicultural education and social justice 
in teacher preparation. 
 

      The  role of NCLB has been analyzed many places. Essentially it is narrowing the 
curriculum, particularly in low income schools. In many ways it has pushed aside 
democracy and multicultural education.  See particularly  Nichols and Berliner, 2007 
and the annual Bracey reports.  
 
 Planning for multicultural education must recognize the changing from the Civil 
rights generation in faculty to the post civil rights generation.  To a degree most of the 
current faculty have struggled for individual advancement but have not  participated 
in political struggles nor organized for social goals.   This experience gives them a 
limited view of  processes for struggling to use the university  and teacher preparation 
as a part of an effort to create a more democratic society.  

 
A current direction is to use the term performance assessment to advance an NCLB 

like agenda in teacher preparation in California.  This is an interesting strategy.   In the 
last decade the Bush administration took the slogan, No child left behind, and turned it 
into an anti teacher- anti multicultural education sledge hammer.  

The domination of school reform dialogue by conservative political forces and 
corporate financed institutes (1983- 2008) produced a shift in discussion of school issues 
away from equal opportunity and toward analysis of the “achievement gap”  the gap in 
scores between ethnic and economic groups. . The accountability movement stressed  
increased testing  rather than relying  upon teacher curriculum  decision making.  It is 
noticeable  in this debate that the conservative policy advocates did not have their 
children or grandchildren in low income schools  where the curriculum and teaching has 
too often been reduced to drill and test.  Their children are in middle class schools – 
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higher achieving schools- where the curriculum and teaching strategies remain more 
open, more child friendly, more divergent and where schools pursue multiple goals, not 
only improved test scores 
 

 In political  terms this shifted responsibility for children’s educational 
achievement from the  unequal government  funding and placed it at the feet of teachers 
and education professionals while also  demonizing teachers’ unions and other education 
professionals.   The accountability and testing movement changed  the  educational  
debates away from discussion of democracy and multicultural education toward  
measuring  achievement in math and reading.  These shifts were not accidental nor are 
they politically neutral.  
 As teachers we need to understand schools and schooling as contested terrain.  
We are in a difficult situation; our students’ futures and the health of our democracy 
depend upon engaging in the struggle for democratic education. If we want democracy, 
we must educate for democracy. Democracy depends upon the participation of its 
members in the political, social, cultural and economic institutions.  We do this through 
public schools. The current federal law,  No child left behind  (NCLB) and most state 
school reform plans  remove teachers, students and parents from active involvement in 
decision making about standards, testing, and curriculum, and restricts the decision 
making of elected school boards.  As of this date, the NCLB re-authorization is still 
undecided.  It can be amended. 
 If you work on  education bills in California  you quickly encounter a number of 
lobbyists representing interests- none of them are teachers.  Or, they may have been 
teachers but got out of teaching to make more money.  
Since 1994 California legislature has been dominated by the concepts of accountability in 
education as has been most states. This effort to promote accountability is  funded and 
directed by the Business Roundtable and other corporate sponsors.  ( Emery, 2007)  The 
best evidence is that this 13 year trip on the accountability train has not improved the 
schools ( Fuller, et al,2007,  Nichols and Berliner, 2007, NAEP 30 year study,  Laitsch, 
2006 Lee, 2006)  
 In my experience the most fundamental problem of all is the arrogance of  most  
legislators  and their staff.  They do not listen to teachers.  They are approached by 
lobbyists all of whom have adopted  the accountability mantra- even though  the data 
does not support these positions.  When teachers and others who work in classrooms try 
to be heard they are ignored.  I assume from the legislator’s perspective this refusal to 
listen is due to their over busy schedules, but that is what they are elected for.  
 

Jim Schultz in the Democracy Owner’s manual describes well the problems of 
lobbyists: 
"At the local level, in the state legislatures, in elections for Congress and the presidency, 
campaigns are being dominated by the flow of contributions made by wealthy special 
interest groups to politicians.  These same groups later come calling on those same 
politicians seeking public favors. The conflict is a clear one. If the money given were in 
the form of a bribe.  Stuck in the politicians pocket, the act would be illegal and we  
would be aghast. Because those funds instead go into the candidates' campaign coffers, 
the transaction is legal and accepted, but the effect is the same.” 
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I am not naïve about the actual functioning of the legislature.  I have spent over 

35 years teaching young people-  teachers and future teachers- to work toward 
democracy.  I worked as a volunteer for the United Farmworkers Union for 7 years and 
lobbied on behalf of the UFW in the difficult fights to establish an Agricultural Labor 
Relations Board. I know the experience of being defeated by corporate power. 
And, I have worked in electoral campaigns at all levels; Assembly, Senate, Governors, 
Presidents, propositions.   

Yet, today, based upon my own direct experience,  I have less confidence in 
California elected officials that ever before.  I understand completely when students tell 
me that the government and the legislature lacks legitimacy.  ( More on this in my book, 
Choosing Democracy)  Most recent democratic theory recognizes that  governments in 
electoral democracies depend upon their legitimacy as their primary source of power.  
We, the voters, and we as teachers,  retain control the vital issue of government 
legitimacy.   No legislature can long stand that loses its legitimacy.  
 As an example, lets look at teacher preparation in California.   The legislature has 
created a system where the state must continually train new teachers to replace those 
driven out by inadequate working conditions and the imposition of a failing 
accountability system.   A recent report by Ken Futernick  for the CSU system described 
how the current teaching conditions in schools drive new teachers out ( 2007)  
An August 2007 report by Merrow  on PBS newshour described nationally how skilled 
and experienced teachers ar now be driven from the classrooms. 
(http://www.pbs.org/newshour/bb/education/july-dec07/nclb_08-16.html)  

Having failed to provide adequate resources and working conditions to improve 
public schools, the legislature instead turned to accountability systems.  Now, with over 
ten years of experience, those systems are not producing gains on normed national tests.  
In a typical non thinking manner, since the accountability mandates failed, the legislature 
in 2042 (2000) and SB 1209 (2006) imposed the accountability model earlier- to teachers 
during their preparation period. 

This system, known as performance assessment under SB 2042, will cost each 
future teacher $300 - $400, is shaping their teacher preparation curriculum toward a very 
limited view of teaching, and de values the student teaching experience and the current 
system of on-site coaching and evaluation.  If the system was performance assessment, 
that would be one issue.  But, like the use of “No Child Left Behind”, and the 
achievement gap, we should not allow these advocates to define our terms.  They have 
repeatedly used this process of shaping the agenda  to defeat democratic initiatives.  

A  group of faculty tried to make one small amendment in California  SB 1209 to 
require that if the legislature imposed a particular   accountability system they must fund 
that  work.  Our group represented 6 campuses in the CSU system.  We had the support 
of  the California Faculty Association and their Teacher Education caucus which 
represents the faculty of the university.  

We were opposed by two lobbyists from the CSU administration who have never 
worked in classrooms nor with teachers  and CTA took a neutral position.  We were also 
opposed by former staff of the Commission on Teacher Preparation (CTC).  These 
advocates too have never taught in public schools.  Another strong source of opposition 
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was the office of Senator Scott who chairs the Senate Education committee and enjoys 
the support of both teacher unions. 
  The provision which we sought to amend out of SB 1209 imposes a low quality  
accountability system on teacher preparation in place of the performance assessments 
which currently exist.   Campuses who have tried early pilot  versions of this system – 
known by its acronym PACT- have found that the system angers students, frustrates 
students and encourages many students and faculty to leave the profession.  By deciding 
what to measure – and what not to measure- PACT and Performance assessment cast 
aside the progress toward multicultural education for California teachers  made in the last 
twenty years. ( With one exception. PACT insists on planning for supporting English 
Language Learners, one of several important ingredients of  multicultural education.)  In 
place of promoting democratic  multicultural education, future teachers will be measured 
on how well they produce of twenty minute video of a direct instruction lesson.   In spite 
of the support of the faculty union and faculty from throughout the state, we were unable 
to get a hearing on this developing crisis in teacher preparation  in the legislature.   For 
details on this specific issue see the paper “ Problems with California Legislation on 
Teacher Preparation” at  (http://coefaculty.csus.edu/campd/index.html) 
 

 The problem continues to grow.  All campuses in the CSU system  must use one 
of two systems of performance assessment  by July 2008, and the legislature has provided 
no money for the implementation.  The best guess is that the costs of the system will be 
passed on to college students just as the students have been charged a 10% tuition and 
fees increase for three of the last four years.  

 Schools fail due to conditions in schools and conditions outside the schools. 
Corporate funded advocacy groups like Education Trust  have their reason for existence 
in convincing the media and elected officials that the problem is with “teacher 
expectations’ and the achievement gap. This focus allows the groups to be funded to 
continue to produce reports and position papers – and they have been successful.  
Few new  teachers want their students to fail.  When teachers accept low expectations it 
is primarily a result of their experience of working in under funded – under staffed 
schools.  They learn from the teaching conditions provided and not provided.  It is not 
from lack of in-service workshops on expectations and the achievement gap.  

 I am not yet ready to give up on the political process. See my book, Choosing 
Democracy (2004) on the critical importance of  democracy and multicultural education 
for the survival of this society.  But- working with the elected officials and their staffs  is 
more than frustrating.   The problem is legislative insularity –distance from the public 
and the voters and the domination of  the agenda by people working within the 
accountability paradigm – an extension of the problems of posivitism.   I have been 
defeated by corporate power before, but this was defeat by corporate framing of the 
debate and by legislative inertia.  

 The issue is not simply one of the small bill AB 750 which we ran last year to 
make an adjustment to SB 1209.  The more basic problem is how the legislature deals 
with- or refuses to deal with-  teachers, schools, and school children.  The lack of respect 
for teachers – or even willingness to listen to teachers- is revealed in the legislatures 
commitment to “accountability” without measuring whether accountability has worked. 
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 As Michael Apple says, some of these professionals have converted cultural 
capital into social capital, into economic capital and the advancement of their own 
careers. (Weis, McCarthy, and Dimitriadis, 2006)  This focus has not improved learning 
conditions for students. 
 After driving multicultural education (mostly) from the k-12 curriculum, and 
driving down the proportion of faculty of color in the universities, conservative forces 
and their adjunct professors are driving multicultural education from teacher preparation.  
The question is, will we allow them to win ? Or, will we resist? 
October, 2007.  
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Abstract 
 

From the conventional perspective, teachable moments are defined as being 
the act of a teacher arranging the subject content and designing the learning context 
in ways to creatively enhance the knowledge construction and the learning process.   
We have researched and explored a second perspective from which to conceive of a 
teachable moment.  That is, our proposition is that a teachable moment is also a 
highly subjective-reflective event or learning occurrence that happens during a 
pedagogical process and learning experience.  Such moments are not planned, 
developed or contrived through an objective conscious cause and effect plan by the 
teacher.  The first definition is grounded upon rationally predetermined “cause and 
effect” pedagogy.  The second is an intuitive appreciation by a teacher of the 
unanticipated moment and their learners’ consciousness.  These moments present 
intense teaching opportunities and knowledge construction.  It is these concepts of 
teachable moments that are explored in this study.   

The proposition here is that Swiss psychologist Carl Jung’s theory of 
synchronicity can shed new light on teachable moments as described above and the 
life-world of teaching and learning.  In our attempt to understand this teaching and 
learning phenomenon, we accept the theory of synchronicity which states that 
meaningful coincidences of a psychic or physical event which have no causal 
relationship (acausal) relevance to one another do indeed happen.  When 
synchronicity occurs, the teacher is often presented with a teachable moment of 
intense, insightful, and meaningful learning experience that was not planned but 
just happened, provided the teacher is intuitive enough to recognize the 
phenomenon and conscious of its educational significance.  We think that all 
teachers can relate to such moments of synchronicity and that it has empowered 
their teaching and illuminated the subject being learned. 
 The focus of this research is a theoretical proposition supported by a survey 
study of 70 teachers.  The survey found that almost all (97%) of the teachers felt 
they had experienced teachable moments.  A majority of the teachers surveyed 
(64%) felt that teachable moments were unplanned, “just happened”, and could not 
be designed or constructed in advance.  It was also found that only about half of the 
teachers were familiar with the concept of synchronicity. 
    The theoretical linkage between the notion of teachable moments and the 
Jungian theory of synchronicity, as well as additional information from our survey 
data of school teachers’ attitudes and experiences of synchronistic teachable 
moments in the classroom, will be discussed in further detail. 
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 A heritage language (HL) is the language associated with one’s cultural 
background and spoken by immigrants, but not necessarily by their children.  Studies 
have long recognized that maintaining one’s HL, in addition to the dominant language 
(i.e., being bilingual), is beneficial.  More specifically, developing the HL of ethnic 
minorities, in addition to English, has been shown to have cognitive, social, and cultural 
benefits (Garcia, 1985; Hakuta & Diaz, 1985; Krashen, 1998; Peal & Lambert, 1962). 
  
 Research also has shown that HL development can be an important part of 
identity formation and can help one retain a strong ethnic identity and sense of group 
membership with one’s own ethnic group (Cho, Cho, & Tse, 1997; Feuerverger, 1991; 
Tse, 1996).  Further, having developed one’s HL, in addition to English, results in a 
number of sociocultural advantages, as well as personal and societal benefits.  
Competence in one’s HL has a positive effect on social interactions and relationships 
with HL speakers, as well as on relationships with one’s family and extended family 
members.  Those who have developed their HL have greater understanding and 
knowledge of cultural values, ethics, and manners which further enhances their 
interactions with HL speakers (Cho, 2000; Cho, 2005).  Moreover, HL maintenance plays 
a significant part in the formation of ethnic identities, even among third-generation 
immigrants (Mills, 2001). 
 
 Despite these benefits, there are consistent findings that show that heritage 
languages are typically not maintained and are rarely developed among ethnic minority 
group members.  As evidence of the fact that HL development is difficult to maintain, 
many studies show that language shift to the dominant language of the country is 
powerful and rapid (Wong-Fillmore, 1991; Fishman, 1991; Hinton, 2001; Krashen, 1996; 
Portes & Hao, 1998; Veltman, 1983).  Regardless of one’s language background, the 
language shift to the dominant language is a common phenomenon among language 
minority members.  The language shift is even seen in the Korean community, which 
makes a concerted effort to hold on to its culture and HL (Kim, Sawdey & Meihoefer, 
1980).   
 
 A few studies have looked at traveling to the home country and its effect on HL 
competence.  Moskos (1980) observed that the frequency of “trips back to the old 
country” ostensibly promoted not only identification with Greek ethnicity but also 
fluency in the Greek language.  Demos (1988) conducted a study to examine language 
retention among 548 Greek Americans, one group in Minnesota and another group in 
Maryland.  The study showed that the frequency of visits to Greece correlated with better 
Greek speaking ability.  Cho & Krashen (2000) found four independent predictors of HL 
competence among second-generation Korean HL speakers, all related to comprehensible 
input: parental use of the HL, trips to Korea, television watching and reading.  However, 
little empirical information is available on the role of visiting Korea on one’s HL 
competence.  
 

My study explored the role of “visiting one’s heritage homeland” (i.e., Korea) on 
the perceptions of foreign-born and U.S.-born Koreans of their heritage homeland, 
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culture, and HL development.  In this presentation, I plan to present the initial stage of 
the research which served as the backbone for my study.  Specifically, the following 
questions were explored and will be included in the presentation:  Did visiting Korea 
increase their cultural awareness, and the likelihood of their intention to practice and use 
the Korean language?  In particular, does visiting Korea promote cultural understanding 
and appreciation leading to understanding one’s roots and ethnicity?  Does visiting Korea 
and interacting with HL speakers help or hinder their HL development?  What factors 
affect Korean language development?   

 
Fourteen foreign-born and U.S.-born Koreans, who have visited or were visiting 

Korea, were interviewed to develop a broader perspective and gather more in-depth 
perceptions of their heritage homeland and culture, as well as heritage language (HL) 
development.  Personal contacts and resources were used to recruit participants for my 
research.  Each interview took approximate 15-40 minutes per person.  To use time more 
effectively, each interviewee filled out a comprehensive questionnaire prior to the 
interview, of which all the open-ended questions were used as a guide for the interview.  
A follow up questions were sent to a few interviewee for clarification and elaboration of 
some of their responses.  The data were transcribed and analyzed for emergent themes.  
 
The results will be presented in the following themes: 
 

a. Attitudes toward Korean language and culture  
 Perceptions about own Korean language proficiency and it’s effect on 

their perceptions or attitudes toward Korean culture and language; 
 Reaction/response received from native speakers of Korea and it’s effect 

on their perceptions or attitudes toward Korean culture and language; 
 

b. Effect of visiting Korea  
a. Including their first impression of the cultural aspects of Korea upon 

arriving; 
b. Intention and motivation to practice and use the Korean language 

 
This research will be helpful in training pre-service and in-service teachers; 

particularly in a course in which specifically looks at how to meet the needs of 
linguistically or culturally diverse students.  It will address some of the multicultural and 
multilingual issues which are on the rise in many countries due to a global economy, and 
societal changes which have occurred as a result.   
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Abstract: 

This preliminary study aims at collaborating with an elementary school in the 

community to provide an environment where preservice teachers receive various 

resources of teacher efficacy. This study is hoped to investigate the effect of the 

practicum and group discussions on the development of teacher efficacy.   

Both qualitative and quantitative data show positive effect on developing the 

PTE of this group of preservice teachers. Group discussions are especially beneficial 

to the development of PTE for creating a supporting environment where preservice 

teachers are encouraged and coached with various tips and successful examples. The 

results of this study show the value of the collaboration between the community and 

the training program to provide a hand-on experience for preservice teachers. This 

study also indicates the effect of dialogue in a group setting for developing the level 

of teaching efficacy of such group of teachers. 

 

2008 HICE Proceedings 
Page 5547



Distance education strategies for the development of shared courses and 
curricula: An international approach. 
Dr. Michael Zeece, Dr John Markwell  
 
Dr Michael Zeece    Dr John Markwell 
Dept of Food Science    Dept of Biochemistry 
University of Nebraska-Lincoln   University of Nebraska-Lincoln  
Lincoln NE 68583    Lincoln NE 68583 
mzeece1@unl.edu    jmarkwell2@unl.edu 
 
Distance education has unique potential for providing a learning environment rich in 
content and expertise. Educational materials ranging from courses to entire degree 
programs can be shared on a global basis using web-based tools. A major goal of our 
efforts is to develop innovative course and program offerings utilizing integrated faculty 
expertise from multiple institutions.  This presentation represents a report of work in 
progress. Our objectives include development of modules and courses in the area of 
Food Science and Technology that integrate the expertise from two universities located 
on opposite sides of the Atlantic (University College Cork, Ireland and University of 
Nebraska). Joint discussions have identified two content areas (Food Chemistry and 
Food Analysis) as targets for distance education materials development. Initially, these 
materials will be developed as modules that can be utilized in multiple applications 
including undergraduate and post graduate courses and as in-service workshops for 
secondary school science teachers or industry professionals. 
 
Distance education materials designed for implementation as shared curricula will be 
developed following best practices criteria as summarized by the Commission on 
Institutions of Higher Education1. Specifically, these materials will be congruent with the 
mission, goals and curricula of partnering institutions.  Materials will also be sensitive to 
cultural differences of increasingly diverse groups of student learners. An additional 
objective of this project is to provide students with an international perspective in the 
science of food and its impact on society.   
 
Procedures will be implemented for formative and summative evaluation of the learning 
environment. The Blackboard on-line educational tool will be utilized to deliver our 
educational materials. It will incorporate lecture notes, instructor-mediated discussion 
board, and video conferencing sessions. It is anticipated that on-line cross-Atlantic 
interactions will provide international perspectives for the topic areas and generate 
interest in student and faculty exchanges.  
 
Our poster will present an outline of overall project goals and objectives, our strategies 
to date, examples of materials and methods already developed, and brief summary of 
challenges encountered.  
 
1. http://www.neasc.org/cihe/best_practices_electronically_offered_degree.htm  
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Abstract:   
 
The recognition that the difficulties associated with dyslexia “typically result from a 
deficit in the phonological component of language: (Lyon & Shaywitz, 2003) has led to 
inroads in the provision of reading instruction for those students who struggle with 
decoding and spelling.  Chrissy, a 10th grader, scored at a pre-school level on a basic 
reading inventory.  As a 2nd grader she had been diagnosed as dyslexic and learning 
disabled and had received special education services since that time.  However, despite 
these services, she made no progress in learning how to read, and her program in high 
school consisted only of modifications and adaptations for reading and writing 
assignments.  This paper session will examine the interventions that were implemented 
with this 16-year-old student as she began 10th grade and the results of these 
interventions.  Because of a focus on the phonological components of language, Chrissy 
is now reading at an 8th grade level and no longer considers herself a non-reader. 
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Abstract 
 

In order to establish higher levels of instructional technology use in public schools, the 

Enhancing Education through Technology (EdTech) program under The No Child Left Behind 

Act (NCLB) provided competitive grants to help teachers integrate technology into their 

curricula. This study investigated the effects of a teacher professional development institute 

funded by the NCLB-EdTech grant on the participants’ classroom technology integration.  Both 

quantitative and qualitative data were collected through classroom observations. The results 

showed that the program had positive impacts on the participants’ effective and efficient use of 

instructional technology: most participants successfully transferred the program content to their 

classroom practice. This study also explored the barriers that K-12 teachers were likely to 

encounter in their technology implementation endeavor.  
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The Effects of NCLB-funded Instructional Technology Training 
on Teachers’ Classroom Practice 

 
Introduction 

 
 Continual efforts to place necessary and adequate technology in public school classrooms 
has finally succeeded with over 90% of schools providing access to computers with broadband 
connections at a student/computer ratio of 3.8 to 1  (Parsad & Jones, 2005; Wells & Lewis, 
2006). The presence of, and access to technology is, however, no guarantee that teachers and 
students are using the technology to enhance learning; in fact, the United States Department of 
Education reported that technology is used primarily for low-level productivity such as email, 
basic Internet searches, word processing, and electronic presentations (Lanahan, 2002).  That is 
not to say that basic productivity tools cannot be used for higher-level thinking and problem-
solving—they can, and they should be.  Well known examples include Jonassen’s (1996, 2000) 
notion of computer applications as Mindtools and Dodge’s (1995) popular Webquests. In 
addition, the use of productivity tools for higher-level learning makes sense financially as many 
applications such as word processors, presentation software, spreadsheets, web browsers and 
email clients are found on nearly every computer.  Many schools also provide additional “open” 
software tools such as graphic organizers (e.g., Kidspiration/Inspiration), Smartboards, and 
access to multimedia databases such as United Streaming (graphics, video clips, and lesson 
plans). 

To establish higher levels of instructional technology use, teacher professional 
development is critical.  The No Child Left Behind Act (NCLB), signed into law by President 
Bush in 2002, is a five-year initiative funded by the federal government. One of the components 
of the initiative— the Enhancing Education through Technology (EETT) program, also known as 
EdTech or Title II, part D, provided competitive grants to improve student academic 
achievement through the use of technology in elementary and secondary schools (U.S. 
Department of Education, 2002). The act was also designed to enable every student to become 
technologically literate by the end of the eighth grade and to encourage the effective integration 
of technology resources and systems with teacher training and professional development to 
establish research-based instructional models (Massachusetts Department of Education, 2006).  

As one of the recipients of the NCLB-EdTech regional competitive grants, the Four 
Rivers Technology in Education Consortium in mid-eastern Virginia designed and implemented 
a series of technology-enhanced and curriculum-based instructional institutes to help K-12 
teachers, administrators, and instructional technology resource teachers (ITRTs) effectively 
integrate technology into their curricula. This study attempted to explore the effectiveness of the 
institutes in this endeavor.  The research questions addressed are: 

1) What impact did the NCLB-EdTech institutes, offered by the Four Rivers Consortium, 
have on technology integration in K-12 classrooms? 

2) What barriers have K-12 teachers met in their technology application efforts? 

Methods 

Participants 

The sample was 53 K-12 in-service teachers in mid-eastern Virginia who volunteered to 
participate in the 2006 summer institutes offered by the Four Rivers Consortium.  
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Instruments 

The Classroom Observation Form (see Appendix), developed by the authors specifically 
for this program, was used to record how teachers actually implemented the specific technologies 
and teaching/learning strategies they learned from the institutes in their classroom instruction. 
Both quantitative and qualitative data were gathered via this instrument. The quantitative data 
sought information in four domains: 1) Location where technology is used, 2) Transferability of 
institute content to classroom instruction, 3) Frequency of technology used by participants, and 
4) Levels of student cognitive engagement in class. Qualitative data explored the barriers that 
influence the use of technology as well as the levels of institute content implementation 
according to the observers’ judgment.  

Procedure 

The institute instructors conducted classroom observations of all Four Rivers NCLB-
EdTech 2006 summer institute participants during the fall semester of 2006 in an effort to verify 
whether and how well these grant-funded institutes helped the participants incorporate the 
technology applications, and teaching and learning strategies into their instruction. All observees 
were contacted by the observers via email or phone to arrange the class visit. Each class 
observation lasted one class period (45-60 minutes). The observers recorded in the Classroom 
Observation Form (see appendix) (a) what was observed during the class, (b) answers to specific 
questions posed to the teachers, and (c) their own reflections on the classroom instruction. 
 
Data Analysis 

 The quantitative data from the Classroom Observation Form were analyzed descriptively 
to identify the conditions of technology application. A content analysis approach was used for 
the qualitative data recorded on the Classroom Observation Form to help better understand the 
technology implementation environment in K-12 classrooms. 

 Results and Discussion 

Quantitative results 

The descriptive statistics from the quantitative data showed that technology-
based/enhanced activities took place mostly in classrooms or a combination of classrooms and 
computer labs (Table 1 & Figure 1). This is desirable because the most convenient, practical, and 
efficient use of technology should be in classrooms where teachers and students can access 
technology any time based on their teaching and learning needs.  

In terms of the frequency of technology application reported by teacher observees, the 
results were varied: from less than once per week to daily. Interestingly, two peaks occurred at 
the two ends of a frequency continuum—either once a week or daily (Table 1 & Figure 2). One 
possible explanation for this phenomenon might be the relationship between the location of 
technology use and frequency of technology use: if teachers had easy access to adequate and 
appropriate technology in their own classroom, they may tend to use it on a daily basis; if they 
could only access technology in a lab or library, they only use it occasionally. This makes sense 
when comparing the statistics presented in Table 1 (the total number of “twice, three times, four 
times, and five times” is close to the total number of “Classroom Only + Classroom & Lab”; the 
total of “Less than once + Once” is close to the total of “Lab Only + Library). The implication is 
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that if technology should be used on a daily basis, classrooms need to be equipped with the 
necessary technology resources.  

Transfer of the institute content to classroom practice was also satisfactory.  More than 
half the teacher observees successfully transferred both technology skills and related teaching & 
learning strategies into their classroom practice. Nearly one third of the observees transferred 
technology skills but failed to transfer teaching & learning strategies and five transferred 
teaching & learning strategies without utilizing any of the related technologies.  Only three 
observees used neither the technology nor teaching & learning strategies for reasons both 
objective (resources not available) and subjective (not prepared) (Table 1 & Figure 3). This 
result implies that the institutes were more successful in helping participants with technology-
related knowledge, skills, and techniques than with teaching & learning strategies.  

Level of student cognitive engagement in the learning process refers to the assessment of 
cognitive complexity as described by a hierarchy such as the well-known Bloom’s Taxonomy 
(Anderson and Krathwohl, 2001) which includes six levels with “remembering” at the bottom, 
indicating the lowest level of learning and “creating” at the highest level.  It is important to 
engage student thinking and learning at higher cognitive levels which is a characteristic of 
problem/project-based and cooperative/collaborative pedagogy (1996, 2000), reflecting a shift in 
instructional focus from product to process (Hanney, 2005) and strengthened further by real-
world problems for which no specific “right” answers or paths to resolution exist (Savin-Baden, 
2003). The data analysis in this study showed that instances of the use of instructional 
technology and strategies were most prevalent at the levels of “Understanding” and “Applying”. 
The instances of “Analyzing” and “Creating” were few, with “Remembering” in between. No 
“Evaluation” instances were observed. Given the fact that most observed classes were 
elementary, this result is satisfactory (Table 1 & Figures 4). 

 
Table 1 
Descriptive Statistics of the Quantitative Results from Classroom observations 
 

Location of Technology Use (N = 53) 

Category Classroom Only Classroom & Lab Lab Only Library 

Frequency 23 17 8 5 

Frequency of Technology Used Every Week (N = 53) 

Category < Once Once Twice 3 Times 4 Times ≥ 5 times 

Frequency 3 12 3 8 2 19 

Transferability of Institute Content to Classroom Instruction (N = 53) 

Category w/oTech & w/oStr w/Tech but w/oStr w/Str but w/oTech w/Tech & w/Str 

Frequency 3 16 5 29 

Levels of Student Cognitive Engagement (N = 53) 

Category Remember Understand Apply Analyze Evaluate Create 

Frequency 10 22 15 3 0 2 
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Figure 1. Location of Technology Use 
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Figure 2. Frequency of Technology Use 
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Figure 3. Transferability of Institute Content to Classroom Instruction 
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Figure 4. Levels of Student Cognitive Learning Engagement 
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Qualitative Results 

The Classroom Observation Form was used to gather data about factors, or barriers 
teachers met in their efforts to implement instructional technology tools and strategies. Eight 
categories emerged from repeated data processing (Table 2). The top categories centered on 
inadequate technology resources, time, and technical support personnel, followed by teacher 
technology training. In addition, it was found that class size (too big to organize hands-on 
activities with technology) and classroom size (too small to set up equipment, e.g. Smartboard) 
also contributed to difficulties in using technology efficiently and effectively.  
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Table 2 
Barriers preventing teachers from Successful Technology Implementation 
 

Category # Responses Category # Responses 

No/Limited access to hardware 24 Lack of technology support staff 12 

Lack of time to prepare & implement  

technology-enhanced instruction 
19 Lack of technology training 6 

Outdated/nonworking hardware 14 Class size (too big) 4 

No/Limited access to software 12 Classroom size (too small) 3 

 
The Classroom Observation Form also gathered the observers’ perception of the overall 

quality of classroom technology integration in each classroom which revealed both positive and 
negative comments (Table 3). It was inspiring that technology was used by both teachers and 
students in nearly half of the observed classrooms. In almost one third of the cases, technology 
was successfully incorporated into the curriculum, and students showed high levels of 
engagement/involvement/interest in the learning process. Student collaboration and interaction 
were observed in many classrooms, and institute imparted teaching/learning strategies were 
incorporated in instructional activities. Typical comments were: “Students worked through 
problems using a template and wikisticks from the LoTTIE Kit... All students benefited from 
elements learned at the institute;” “The teaching/learning strategies of student-centered lessons 
and incorporation of prior knowledge were used throughout, and small group collaboration was 
utilized in the second half of the lesson;” “That the teacher was fluent with SMART Notebook 
and Symposium suggested regular usage;” “Students were able to use LoTTIE Kit supports 
throughout the lesson, and they were very comfortable with the Kit elements;” “The lesson was 
set up for students to work collaboratively to learn the information;” “Students knew how to 
operate the SMART Board and they interacted with it throughout the lesson, which was evident 
of prior usage.”  

In spite of all these exciting comments, there were some less desirable observations. In 
nearly one fifth of the observed classrooms, only the teachers were using technology and some 
were still employing teacher-centered and directed lessons. In a few classrooms, there was no or 
very limited use of technology and teaching/learning strategies. One observer wrote: “I could 
NOT check anything above (referring to the technology & strategy elements listed on the 
Classroom Observation Form)…NO technology used, minimal transfer of either technology or 
strategy, whole group oriented, not about differentiation or kids’ own thinking”.  Another 
observer, after talking with the teacher after the observation, explained the situation in a more 
informed way: “Before this summer, she (the teacher) didn't use any Manipulatives [a math 
teaching strategy] to teach and build concepts; she didn't know much about computers, either; 
now she is thinking about ways that she can get children engaged in the math learning...This 
lesson did not center around kids’ activities, BUT she talked as if some of her other lessons this 
semester had…I think so much of this was new, and she is taking baby steps in both areas—math 
and technology”. 
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Table 3 
Observers’ Comments on K-12 Classroom Technology Application 
 

Positive Comments Negative Comments 

Category # Responses Category # Responses 

Both teacher & students using 
technology 

23 Teacher using technology only 10 

Successful technology integration 15 Teacher-centered/directed lesson 7 

Student engaged/involved/interested 
in learning process 

15 No/Minimum use of 
instructional strategies 

6 

Student collaboration/interaction 
observed 

11 No/Minimum use of technology 3 

Curriculum instructional strategies 
used 

10   

Student-centered lesson 9   

 
It is worthwhile to note that some instructors were not only observers, but also 

consultants and assistants. They did not simply sit in the classroom listening, observing, and 
filling out the Classroom Observation Form. Instead, they tried to provide guidance and help to 
assist the teachers to solve on-site problems and move onto the right track. Such instructors were 
assets to the consortium. Below is a quote from one instructor: 

 
I don't believe she has been using the video streaming very much as she could not get her 
password to work. I did help her access United Streaming by using my password. We 
found the perfect video that was on the letter "O" and showed lots of footage of the 
ostrich as well as the on and off switch which was on the student worksheet too.  She was 
so excited to discover the video that went with her lesson so perfectly and said she would 
definitely contact her tech person to get her password straight.  Students watched 
attentively in small groups (due to no LCD because the librarian was absent that week) 
around the computer.  One of the questions heard from a student was, "Why is its neck so 
long?" Additional follow-up would be beneficial with this teacher if possible. 

 

Conclusion 

This study was undertaken, as part of a larger program assessment effort, to assess the 
effects of the 2006 summer institutes provided by the Federally-funded Four Rivers NCLB-
EdTech Consortium on the classroom practice of participating teachers. Clearly, the participants 
returned to their classrooms with new, research-based teaching/learning strategies enhanced by 
technology, which they subsequently began to successfully implement. The degree to which 
these technologies and strategies were implemented appeared to be directly related to the ease-
of-access to and quality of the technology available to the participants and, to perhaps a lesser 
degree, the level of technology use participants had before the institute. Those who faced 
inadequate technology infrastructure were constricted.  Those who had little or no experience 
with instructional technology before the institutes were (mostly) satisfied with having had their 
awareness levels raised, which should lead to further development. 
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Appendix 
 

4TEC Classroom Observation Fall 2007 
 
 

Teacher: __________________________________  Observer: ________________________________  Date: ______________________  

Content Area: ______________________________  Grade Level: _____________________________  Number of Students: __________  

School: ___________________________________  School Division: __________________________  

 
I.  Questions to be asked of classroom teachers by the observer (Whenever convenient during your class visit) 

 
1. What is keeping/preventing you from doing what you want to do with technology in your teaching?   
 
2. When you use technology with your students, where does that normally happen?  (e.g., classroom, computer lab, library, etc.)  
 
3. How many times have you been able to use technology since the beginning of the school year?  #___ 

 
4. (Then, if appropriate) On average, how often each week? #___ 

 
5. (Probing further if appropriate) What kinds of things, or range of things do you use technology for?      
 

II.  Core of observation based on Bloom’s taxonomy with teaching strategy, technology(ies) identified and the role of technology 
 
6.  What is the observed level of cognitive engagement from the students? Check only the highest level: 
 
 Bloom’s Taxonomy: 
 

� Create: generating, planning, producing 
� Evaluate: checking, critiquing 
� Analyze: Differentiating, organizing, attributing  
� Apply: Executing, implementing 
� Understand: Interpreting, exemplifying, classifying, summarizing, inferring, comparing, explaining  
� Remember: Recognizing, Recalling  
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7.  State the observed activity(ies) as a learning objective(s) including an appropriate teaching/learning verb in Bloom’s taxonomy.  
 
8.  Identify technology tools and teaching/learning strategies used in the classroom. Listed below are the tools and strategies covered in each 

summer institute.    
 

 
 X Math X Special Needs X Reading 

 United Streaming Clips  United Streaming Clips  United Streaming Clips 
 Smartboard  Smartboard  Smartboard 
 Inspiration/Kidspiration  Inspiration/Kidspiration  Inspiration/Kidspiration 
 PowerPoint  Use of materials form TTAC website  PowerPoint 
 Universal Design for Learning 

(UDL) elements evident 
 Universal Design for Learning 

(UDL) elements evident 
  

Teacher Use of 
Technology 

 
 Math illustrations created in Word  Use of LoTTIE kit elements   
 Student-centered lesson  Student-centered lesson  Student-centered lesson 
 Problem-based learning tasks  Problem-based learning tasks  Problem-based learning tasks 
 Incorporation of student interest 

and/or prior knowledge 
 Incorporation of student interest 

and/or prior knowledge 
 Incorporation of student interest 

and/or prior knowledge 
 Small group collaboration  Small group collaboration  Small group collaboration 
 Learning community evident  Learning community evident  Cubing 
 Student choice of learning strategy  Equitable access evident  Semantic Features Analysis 
   Teacher modeling  Magic Squares 
     Interactive Cloze (including Bloom’s 

taxonomy) 
     PAR-Preparation 
     PAR- Assistance 
     PAR- Reflection 
     DR-TA (Directed Reading-Thinking 

Activity) 

Teaching/learning  
Strategies 

     Graphic organizers 
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 Smartboard (Instructional use)  Smartboard (Instructional use)  Smartboard (Instructional use) 
 United Streaming clips  United Streaming clips  United Streaming clips 
 Inspiration/Kidspiration  Inspiration/Kidspiration  Inspiration/Kidspiration 
 Word Drawing tools to represent 

math knowledge 
 Use of language tools in Microsoft 

Word for students with learning or 
physical disabilities 

 PowerPoint 

 Online manipulatives  Use of LoTTIE Kit elements   

Student use of 
technology 

   Podcast, wiki or blog   
 

 
9. There are four possible workshop effects; choose the one that best fits the classroom you are observing. 
 

  No transfer of technology skills or teaching strategies from institute to classroom 
  Transfer of technology w/o teaching & Learning strategies from institute to classroom 
  Transfer of Teaching & Learning strategies w/o technology from institute to classroom 
  Transfer of Teaching & Learning strategies AND technology from institute to classroom 

 
 
10. Elaborate on why you made the above choice based on your classroom observation. (For example, what technologies enhanced/enabled or 

are superfluous/negatively impact the teaching/learning process.) 
 

11. (Optional) Use the space below for any other notable situations that you observed with the teacher, school or students that might influence 
the use of the skills/strategies learned in the institute? 
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ABSTRACT 
 

Education left home alone: Do they open the door to strangers? 
 
 

   It can be argued that education is similar to a latchkey child.  Both are left 

unsupervised on a daily basis.  Both eventually have to answer to a higher 

authority within a set chain of command.  There are set rules and obligations in 

which to follow, but they have a responsibility to fend for themselves.  Maturity 

levels amongst both parties will vary as some kids or institutions are not prepared 

to act independently.  They both also carry the distinction of having a fear of 

letting in strange people.  The main difference being educational programs 

extend the responsibilities beyond parental control in answering obligations 

towards students, faculty, and the surrounding area.   

   Accountability is defined as being responsible or explainable in one’s conduct 

and actions.  People are inclined to want to see results and education is no 

exception.  A study was developed to find the predominant opinion on the most 

ideal purpose of a college or university.   

   The study included 50 participants with at least five years of experience at the 

professional level in the Midwest region who were surveyed by telephone and 

electronic mail.  The study showed more respondents indicated the most 

important function of a college or university was to provide students with 

knowledge.  A majority of respondents also indicated the most important function 

of a university was to prepare students for work.  Respondents in their fifties with 

over 15 years of experience, as well as those with 5-7 years of experience, were 

more likely to indicate the most important function of a college or university was 
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to prepare students for work.  However a majority of respondents did not feel the 

most important function of a college or university was to prepare students for a 

specific career.  A strong majority (96%) of respondents indicated that colleges or 

universities should be more in touch with businesses in their field as to what 

those businesses wanted out of future employees.   
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Abstract   
The purposes of this study were to develop an Electronic Educational Psychology 

Dictionary (EPD) and to assess the quality and usability of the program based on the opinions of 
experts and users respectively.  The emphasis of the research was placed on the System 
Development Life Cycle and the design of user-friendly electronic dictionary.  The dictionary was 
developed using Microsoft Access as a Database Management System in managing Educational 
Psychology Words and Definitions, and Visual Basic.NET as a tool to manage all data and display 
procedures.  The sample of program development were 265 selected educational psychology 
vocabularies and 93 educational psychologists. The result of the research revealed that Educational 
Psychology Dictionary Program had provided various searching tools for users in searching 
psychology vocabularies which were (1) Thai and English search, (2) keyword search, and (3) the 
output of searching consists of the meaning of a look-up word in Thai and English, and the author.  
In the part of psychologist searching, the program had provided searching tools for users which were 
(1) psychologist name, (2) living period, (3) graduate institution, (4) contributions, and (5) the 
psychologist portraits: in addition the program can link to the Website in which the portrait was 
searched.  Users can print a word with its corresponding meaning and a portrait through a printer as 
well. The dictionary was evaluated by 6 experts and 26 volunteers who were interested in 
Educational Psychology to determine the quality and the usability of the program. According to 
experts’ opinion, presentation technique of Electronic Dictionary was at the excellent level, while 
the usability of the program was at a good level.  The usability of EPD Program based on the users’ 
opinion was at an appropriate level. 
_______________________________________________________________________ 

Keywords: electronic dictionary, educational psychology, system development, usability 

 
 
Introduction 

The advances in science and technology have had a profound effect on human and have 
advanced our lives in immeasurable ways.  Early on, information manipulation was the most 
influential advantage of computer use.  Data was collected, stored and retrieved with computerized 
technology.  This advantage has changed information management and the storage environment of 
academic, government and business. 

According to Duangsing (2000) computers are produced in various platforms, sizes, and 
capabilities.  The computer price is low comparably to its high capability and performance.  They 
possess the capacity of high speed processing, accuracy in computing, and  reliability in tedious and 
repetitive work with a hugh storage, ranging from 1 GB to thousands GB.  Computers are used in 
various tasks such as payroll, sales and marketing, design and production, education and training, 
scientific testing, agriculture, manufacture system, crude oil industry, cartoon production, 
entertainment, historical  data archive, disease diagnosis, and information sharing.    

In the field of psychology, computers have become integral to psychologist works such as: 
diagnostic and assessment tools, computer-mediated communication, computer-based research tools, 
Web-based learning and instruction, Web-based research, authoring for the World Wide Web, etc. 
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In Thai Educational Settings, computers have been used in both teaching and 
administration, such as Computer Assisted Instruction – CAI, managing and record keeping students 
information, making connection to the Internet to provide global borderless learning environments 
for students.   

Rojanakit-Amnuay (1999) mentioned that electronic or online dictionary program was one 
of the most widely implemented application for students.  It is user friendly and provides varieties of 
searching tools for users to look for words from A – Z conveniently.  In addition, Database  
Management System was also used to store and manage words effectively.  

The application of Dictionary Program has shed the light on one of the utilities of computer 
technology.  However, most of those created dictionary programs are general Thai-English or 
English-Thai dictionaries which are not enough for increasingly specific areas of study.   Besides, 
most of graduate study textbooks are in foreign language.  The shortage of appropriate learning tools 
has resulted in low quality of educational outcomes in Thailand.       

One of the most important areas which have affected human being lives is educational 
psychology. This field of study containing a large number of specific terminology.  Therefore, concise 
understanding of educational psychology vocabularies, and can identify psychologist portraits and also 
their contributions are essential to psychology lecturers, educators, practitioners, students and others.     

According to the afore-mentioned rationale, the researchers aimed to develop an electronic 
educational psychology dictionary with user friendly tools to search for educational psychology 
words and psychologists’ data more conveniently.    

 
Objectives 
          The objectives of the study is three-fold:  

 (1)  to develop an Electronic Educational Psychology Dictionary; 
 (2)  to evaluate the quality of the dictionary based on the opinion of experts; and 
 (3)  to evaluate the usability of the dictionary based on the opinion of  users. 

 
Conceptual Framework 

Electronic Dictionary  

In the era of digital age, it should be effective to use computerized dictionaries than the 
traditional dictionaries in book form.  New type of electronic dictionary should have the following 
features: 

1. High speed searching for information  
By searching the dictionary’s information by a computer, a user can obtain necessary 
information more quickly than turning the page of a dictionary. 

2. Modifying and revising the dictionaries information easily 
Dictionary written on paper has few opportunities for revisions.  But an electronic 
dictionary can be reviewed everyday 

3. Electronic dictionary system has various applications 
3.1 searching with various keyword 
3.2 displaying much information at once 

If the electronic dictionary is used on a multi window system, it can show multiple 
information to users at one time. 

3.3 Easy user modification  
The user can easily add or delete required information. 

 
 
 

Educational Psychology Dictionary Usability   
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 Most modern software development processes, including System Development Life Cycle 
(Hoffer, J.A., George, J.F. and Valacich, 2005), Object-Oriented Software Process (Ambler, 1999), 
and even eXtreme Programming (Beck, 2000), all include the concept of requirements engineering, 
analysis, design, implementation, testing and delivery.  An important issue to consider during both 
the analysis and design phases is usability.  Usability is primarily the degree to which the system is 
easy to use, or “user friendly”, which consists of the following factors (Wickens et al., 2004): 

1. Learnability: The system should be easy to learn so that the user can rapidly start 
getting some work done. 

2. Efficiency: The system should be efficient to use so that once the user has learned the 
system, a high level of productivity is possible. 

3. Memorability: The system should be easy to remember so that the casual user is able to 
return to the system after some period of not having used it, without having to learn 
everything all over again. 

4. Errors:  The system should have a low error rate so that users make few errors during 
the use of the system.  

5. Satisfaction:  The system should be pleasant to use so that users are subjectively 
satisfied when using it; they like it. 

Usability includes more than a good user interface and quick response time even though 
those factors are important.  Technology Acceptance Model (TAM) described by Thong et al. 
(2000) is a measure of perceived usefulness and perceived ease-of-use (usability) that helps 
determine a persons’ likelihood to use a resource and can be used to test electronic resource 
acceptance.  A cumbersome or unwieldy user interface is one reason users may continue to use the 
print option (Nielsen and Norman, 2000). 
 
Methodology 
  This research was conducted to evaluate the quality and the usability of EPD program by 6 
experts and 26 volunteers based on the heuristic evaluation approach on usability testing (Nielsen, 1994). 

  Sample 
          1.  Two hundred and sixty five educational psychology words, and ninety three psychologists selected  

       by purposive sampling from both Thai and English educational psychology textbooks.  
          2.  Six experts selected by purposive sampling from 2 different fields in which 3 experts  

       in multimedia design, and the other 3 in computer programming. 
          3. Twenty-six volunteers, selected by convenience sampling, who were undergraduate   

       students of King Mongkut’s Institute of Technology Ladkrabang, and interested  
       in educational psychology. 

 

  Research Instrument     

       1. The 5-point rating scale questionnaire assessing 2 aspects of EPD program, namely:  
      presentation technique, and the usability of EPD program. 

   2. The 5-point rating scale questionnaire consisting of 14 items for measuring users’  
      opinion on the usability of EPD program. 

 

  Data Analysis 

     Mean ( X ) and standard deviation were employed to analyze the collected data from 6 experts 
and 26 volunteered users.  
                 

  The criterion for explaining the mean ( X ) of experts’ opinion was as follow:  

 
                Mean range  Level of quality 
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  4.50 – 5.00         Excellent 
  3.50 – 4.49           Good 
  2.50 – 3.49         Moderate 
  1.50 – 2.49             Fair 
  1.00 – 1.49   Need improved 
 

     The criterion for explaining the mean ( X ) of users’ opinion was as follow:  
 
                 Mean range               Level of appropriation 
  4.50 – 5.00     Most appropriate    
  3.50 – 4.49         Appropriate 
  2.50 – 3.49           Moderate 
  1.50 – 2.49                 Fair 
  1.00 – 1.49     Not appropriate  

 
Results 

1. Based on the processes of software development and necessary features of electronic 
dictionary, a system of EPD was developed and implemented with 2 searching tools 
(see figure 1-2): (1) Thai >English search, (2) keyword search.  The output of 
searching consists of the definition of a look-up word in Thai and English, and the 
author.  In the part of psychologist searching, the program had provided searching tools 
for users which were (1) psychologist name, (2) living period, (3) graduate institution, 
(4) contributions, and (5) the psychologist portraits: in addition the program can link to 
the Website in which the portrait was searched (see figure 3-5).  Besides, a user can 
print a word with its corresponding definitions and can print the psychologist portraits 
through a printer as well. 

   
 
 

 
 

Figure 1: EPD program screen showing searching tool and the 1st meaning of vocabulary  
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Figure 2 : EPD program screen showing searching tool and the 2nd  meaning of vocabulary  
 

 
 

Figure 3 : EPD program screen showing searching tool and the psychologist portrait  
 

 
 

Figure 4 : EPD program screen showing searching tool and the 1st enlarged psychologist portrait  
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Figure 5 : EPD program screen showing searching tool and the 2nd  enlarged psychologist portrait  
 
   2. In assessing the quality of EPD Program based on the opinion of experts, the presentation  

            technique was at the excellent level, and the usability of  the program was at a good level   
            ( illustrate in table 1). 

        3. The usability of EPD Program based on the opinion of volunteers who were interested in  
            educational psychology was at an appropriate level (illustrate in table 2). 

 
 
Table 1  Mean and standard deviation of experts’ opinion on the quality of EPD program  
 

Aspects X  SD Level of quality 
1.  Presentation technique 4.50 0.50 Excellent 
2.  Usability of  EPD Program 4.22 0.51 Good 

  
 
Table 2  Mean and standard deviation of users’ opinion on the usability of EPD program 
 

Items X  SD Level of appropriation 
1.  Format of  search results 4.35 0.56 Appropriate 
2.  Format of buttons 4.39 0.57 Appropriate 
3.  Font size on EPD window 4.23 0.71 Appropriate 
4.  Font type on EPD window 4.31 0.68 Appropriate 
5.  Size of enlarged psychologist portraits 4.58 0.58 Most appropriate    
6.  Precision of psychologist portraits  4.31 0.68 Appropriate 
7.  Usage of  language and symbol on EPD window 4.46 0.58 Appropriate 
8.  Error message 4.15 0.73 Appropriate 
9.  Format of error protection created by users 4.00 0.57 Appropriate 
10.  Interaction between a user and EPD program 3.92 0.69 Appropriate 
11. EPD program ease of use 4.15 0.68 Appropriate 
12.  Searching time  3.92 0.89 Appropriate 
13.  Color tone in EPD window  4.08 0.85 Appropriate 
14.  EPD program displaying results as a whole 4.31 0.68 Appropriate 

Total  4.23 0.32 Appropriate 
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ABSTRACT 
 

Educating Legislation: One professor’s journey through the looking glass 
 
 

   Addiction represents the number one public health issue in the United States today.  It 

is responsible for the devastation of not only lives and relationships but of the economy 

as well.  A large problem requires a large workforce.  Workforce development issues are 

a top priority of the addiction field.   

   Changes for education and retaining qualified educated young professionals within 

their state require incentive and student loan forgiveness.  The legislative process is 

necessary in making these changes occur.  Student organizations need to become 

involved in educating legislators for policy change in showing that young professional 

educated students have a voice and can speak out in legislative sessions. 

   An undergraduate student organization at a small Midwestern university confronted this 

issue by inviting a legislator to a meeting.  Through his experience and advice the 

students and faculty advisor committed to testifying for student loan forgiveness at the 

upcoming legislative sessions in January 2007.  The process involved in depth research of 

current information, incorporation of a national organization, noted colleagues, and last 

minute notification of testimony.   

   A key point was realizing how uneducated state legislators are regarding the higher 

education system.  Testimony not only included research/information on the addiction 

profession and loan forgiveness, but also describing the differences between secondary 

education and higher education.  The Senate Bill, SB 162, was approved by the Health 

and Human Affairs Committee and moved on to the Appropriations Committee where it 

was killed.          
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   The results of this experience inspired legislative concern for retaining educated young 

professionals in the state.  Legislators on these committees were open, receptive, and 

willing to pursue this further.  Students within the organization gained knowledge and 

realized they can initiate legislative change.   
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Language, Discourse, and Identity: A Case Study of Five Non-native EFL teachers in Taiwan 

INTRODUCTION 

Statement of Issue 

In response to “English as a global language” (Crystal, 1997) used throughout business, 

technology, science, the Internet, and popular entertainment (Nunan, 2003), many East Asian 

countries such as Japan, Korea, and Mainland China, where English is taught as a foreign 

language, have recently forwarded their compulsory English education from the secondary to 

the elementary school level (Butler, 2004; Nunan, 2003). Taiwan is one of them. Since 2003, 

English has become one of the key subjects nationwide for all 3rd graders and higher in 

Taiwan, based on its reformed Grades 1-9 Curriculum (Ministry of Education, 2003). In 

addition, to rectify its widely-denounced grammar- and structure-focused instruction as well 

as to address its negligence on students’ communicative skills, three objectives are specified 

for the subject of English: (1) to develop students’ communicative abilities, (2) to develop 

students’ interests in and ways of learning English, and (3) to increase students’ awareness of 

native and foreign cultures. 

Aiming these new objectives of English education, the Taiwan government has started 

recruiting native English-speaking teachers (NESTs), from Australia, Canada, England, and 

the United States, to team-teach with local Taiwanese EFL teachers at some selected 

elementary and middle schools since 2002 (Bulter, 2004). The belief behind these moves is an 

ideal ELT environment Medgyes (1992) proposed, in which “NESTs (native English-speaking 

teachers) and non-NESTs (non-native English-speaking teachers) complement each other in 

their strengths and weaknesses…” (p. 349).  

Based upon this concept, a growing number of studies have been conducted, in the EFL 
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context of Taiwan, to examine the advantages and potential difficulties of having the two 

teachers (one native-speaking teacher and one Taiwanese teacher) in an English classroom, 

looking for suggestions for in-and pre-service English teacher training programs. However, 

most of these studies have focused on either students’ attitudes towards NESTs and Taiwanese 

non-native EFL teachers (NNEFLTs) (Chen, 2004; Liu, 2002; Tsai, 2002), or the different 

teaching techniques the two kinds of teachers apply in their teaching practices (Chiang, 2003; 

Chou, 2005; Lin, 2005; Pan, 2003). Much less attention has been paid to the Taiwanese 

NNEFLTs themselves, who actually play the leading role in NEST-NNEST cooperative 

teaching. Critical questions such as how do Taiwanese NNEFLTs identify themselves as 

English learners and teachers at the same time, how do they, as TESOL professionals, 

position themselves in relation to their native-speaking counterparts, and how does their 

particular identification interact with their teaching beliefs and behaviors, remain 

unanswered and require further research. 

Research Questions & Purposes 

The present study thus asks the question “how do Taiwanese NNEFLTs identify themselves 

as TESOL professionals” at the K-12 level, aiming to explore how Taiwanese K-12 EFL 

teachers position themselves as TESOL professionals in relation to their native-speaking 

counterparts. Five Taiwanese EFL teachers from elementary schools in central Taiwan, where 

both NESTs and Taiwanese teachers are hired as full-time EFL teachers, will be recruited. A 

multiple case study is adapted as the major research method, for exploring and understanding 

the complex social phenomena within this particular context.  

Qualitative data will be collected mainly through four ways: semi-structured interviews 

and focus-group discussions with the participants, informal follow-up conversations, selective 
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classroom observations, and public documents from the government and mass media. Two 

methods – grounded theory (Glaser & Strauss, 1967) and Gee’s D/discourse model for critical 

discourse analysis (Gee, 1996, 2005), will be employed for data analysis. Content analysis 

will be applied to the written texts (public documents) and transcripts (from individual 

interviews, class observations, and focus-group discussions) on an ongoing and emergent 

basis. To increase the validity of the data, the transcripts and translations will be e-mailed to 

the participants for comments (member checking); follow-up interviews will be conducted via 

e-mail and on-line messenger system during and after the data collection; plus, constant 

comparison among multiple resources of data was employed. Overall, the multiple resources 

of data not only yield the multi-layered reality of these teachers’ working lives, but also 

provide a form of data triangulation. 

All in all, four major research questions are formulated: 

(1) How do non-native Taiwanese EFL teachers position themselves in relation to their 

native-speaking colleagues? To be more specific, in response to the Native Speaker Model 

(that native speakers of English can make better English language teachers), what form(s) 

of professional identity do Taiwanese EFL teachers claim, acknowledge, or resist? 

(2) How are these form(s) of professional identity expressed or acted out in the participants’ 

interview narratives as well as their classroom discourses? 

(3) How does the observed self-identification interact with their classroom practices? That is, 

what impact(s), if there is any, do these distinctive form(s) of identity have on these 

non-native Taiwanese EFL teachers’ classroom practices, and vise versa.  

(4) What features of the sociocultural context in which these teachers work are significant in 

the answers to the other questions posed in this study?  
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Taking up a poststructuralist stance of situated identity, that identity is historically and 

socially constructed via language and thus is multiple, shifting, and a site of struggle (Weedon, 

1987), the purpose of this study is two-folded: (1) to interrogate Taiwanese NNEFLTs’ 

identity as a historically and socially contested term (Gee, 1996) by examining their talking 

(discourses) and acting (teaching), and (2) to generate a theoretical model of discourse, 

identity, and power relations, for re-examining NNEFLTs’ identity in general. The final goal is 

to contribute the perceived identity of Taiwanese EFL teachers to their efforts of attaining 

effective NEST-NNEST cooperation: to help Taiwanese NNEFLTs identify themselves in the 

imminent NEST-NNEST cooperation on the one hand, and to inform teacher training 

programs on the other hand.  

THEORETICAL BACKGROUND 

To contextualize my research on Taiwanese NNEFLTs’ identity, related literatures will 

be reviewed in three dimensions: (1) social identities in TESOL, Norton’s (1997) social 

identity theory in specific; (2) issues of the native speaker model and the ownership of 

English(es); and (3) nonnative English-speaking teachers (NNESTs) in the literature. 

Social Identities in TESOL  

In inquiry of NNEFLTs’ identities, a shared perspective on “identity” is required. Thus, 

to consider such questions as what identity consists of, and how identity develops or is 

constructed during language learning and teaching, a poststructuralist perspective is adopted. 

As Morgan (2004) asserts, discourses, usually regarded as speaking a language in 

accomplishing some social function, “constitute rather than determine … identity” (p.173). 

“Constitution” rather than “determination” of identity in second/foreign language education 

then implies the concept that, the language learner as a fully autonomous individual is able to 
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choose which aspects of his identity play a role in his language acquisition, rather than just 

passively receiving an identity imposed by the dominant (Morgan, 2004).  

This poststructuralist perspective of historically and socially constructed identity has 

been increasingly adopted in the field of SLA to investigate the relationship between 

language learners’ social identity and societal power structure (Duff, 2002; Higgins, 2003; 

Lam, 2000; Goldstein, 1995; McKay & Wong, 1996; Morgan, 1997, 2002; Norton Peirce, 

1995; Norton, 1997; Rivera, 1999; Toohey & Day, 1999). Scholars in this line of research 

have argued that, different from traditional SLA theorists (Gardner, 1985; Krashen, 1981, 

1982; Schumann, 1976; Scovel, 1978; Spolsky, 1989) who drew artificial distinction between 

the individual (language learner) and the social (language learning context), SLA researchers 

now must draw attention to the effect of power relations on social interactions between 

second language learners and target language speakers, to question “how inequitable relations 

of power limit the opportunities L2 learners have to practice the target language outside the 

classroom” (Norton, 1995, p. 12).  

Norton (1997) then proposes a social identity theory to illustrate how inequitable power 

relations in the social world interact with second or foreign language learners’ language 

acquisition on the one hand, and their social identity construction on the other. It is a theory of 

situated identity, which brings together the individual, the social, and the historical to the 

point of second/foreign language learning and use. As far as Norton (1997) is concerned, 

identity refers to “how people understand their relationship to the world, how that relationship 

is constructed across time and space, and how people understand their possibilities for the 

future” (p. 410). Drawing on her study with five immigrant minority women in Canada 

(Peirce, 1993), Norton highlights the inseparability of speech (both L1 and TL), speakers 
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(second language learners and target language speakers), and social relationships, and 

contends that “every time language learners speak, they are … constantly organizing and 

reorganizing a sense of who they are and how they relate to the social world” (p. 410). 

Language learners then always possess a range of identities, which are socially produced and 

negotiated over time and space and thus can only be understood in relation to the social 

structures. Three features of a language learner’s social identity are specified. Above all, 

social identity is multiple rather than unitary. Second, social identity is shifting and always in 

flux. Third, in many cases, these multiple and shifting identities would be in conflict with each 

other and make the individual’s social identity “a site of struggle” (p. 15). That is, in the 

process of social identity construction, the subject is not passive but conceived as both 

“subject of” and “subject to” (p. 15) the relations of power they are involved.  

Pulling together Norton’s and other important theories of identity taking on this 

poststructuralist perspective (Foucault, 1981; Gee, 2001; Johnston, Pawan, & Mahan-Taylor, 

2004; Weedon, 1987), a forth feature of identity is highlighted here to guide the present study: 

identity is always context-attached and value-laden. As Gee (1996, 2001) suggested, identity 

represents “different ways of participating in different sorts of social groups, cultures, and 

institutions…” (p.1), and thus it is by all means related to the social, cultural, and political 

features of one particular group. Given this feature of context-attachment, Johnston, Pawan, & 

Mahan-Taylor (2004) then propose the concept “tension of identity,” the tension that “derived 

from clashes between external and internal identities…between (socioculturally) assigned or 

perceived identities…and felt or claimed identities…” (p. 58).  

Overall, it is through this theoretical lens of identity, in which identity is multiple, 

shifting, context-attached, and a site of struggle, that Taiwanese non-native EFL teachers’ 

identity will be examined in this paper. By and large, Norton’s social identity theory is 
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appropriate for studying NNEFLTs’ identity for two reasons. Above all, due to the fact that 

they are English language learners all the time, NNESTs themselves engage in identity 

construction and negotiation through English language acquisition and use. Second, despite 

the advent of world Englishes and the deconstruction of “nativeness”, many NNESTs are 

labeled as second-rate citizens, experiencing “professional or even social marginalization both 

in schools and outside them” (Varghese et al., 2005, p. 23).  

The Native Speaker Construct in Challenge 

To conceptualize my research on nonnative EFL teachers’ (NNEFLTs) identity, it will 

be useful to first explore the notion of native and nonnative speaker and then to interrogate the 

long-lasting division between the two groups, namely the native speaker/non-native speaker 

(NS/NNS) dichotomy.  

The term native speaker was first defined by Chomsky (1965) as an “ideal 

speaker-listener, in a completely homogeneous speech community, who knows its language 

perfectly” (p. 3). However, with the increasing interactions among people who speak varieties 

of languages and possess different sociocultural backgrounds nowadays, this model has 

become too limiting and no longer viable in linguistics (Newman, 2005). As Braine (2004) 

argues, “such a speaker is an abstraction with no resemblance to a living human being” (p. 

15) – because even speakers of the same language speak different versions of it, according to 

their geography, age, gender, and social status. Insights such as these suggest that there is no 

such an ideal speaker of the so-called standardized version of one language, and that the 

arbitrary native speaker construct is problematic and requires further investigation. 

Bringing this issue to the field of language learning and teaching, Phillipson (1992) 

problematizes the given native speaker model, which implies that “the ideal teacher of 
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English is a native speaker” (p.185), as a “native speaker fallacy.” According to Phillipson, 

while most of the abilities a native speaker possess (e.g. correct language forms) can be taught 

through teacher training, nonnative-speaking language teachers have more advantages such as 

experiences of learning foreign language(s) and grammatical knowledge about the target 

language, which are missing in a monolingual native-speaking teacher. He then asserts that, 

“the untrained or unqualified native speaker is potentially a menace” (p. 195).  

In the filed of English language teaching (ELT), Narya (1994) contends that the native 

speaker fallacy (Phillipson, 1992) has created a dichotomy between native speakers and 

nonnative speakers of English, employing a form of linguistic imperialism and making 

nonnative English speakers illegitimate speakers of English (Norton, 1997). Given the fact 

that English has become an international language as “lingua franca,” spoken by an 

overwhelming majority of people all over the world (Kachru, 1982, 1985; Crystal, 1995), 

researchers like Paikeday (1985), Davis (1991) and Widdowson (1994) have called for the 

deconstruction of the given native speaker model. Alternative terms, such as language expert 

(Rampton, 1990) and more or less accomplished language user (Edge, 1988), have been 

proposed in replacement of the arbitrary terms NS and NNS. 

Adding to these studies, Medgyes’ (1992) NNS-NS continuum provides another 

perspective for reconsidering the NS/NNS dichotomy, and most important, brings together the 

issues of English ownership and social identity in the case of non-native English-speaking 

teachers (Reves & Medgyes, 1994). Referring to his NNS-NS continuum, Medgyes argues for 

an interlanguage continuum; along which NNSs constantly move to a “native-like” but never 

“native competent” end. Medgyes maintains that, given the fact that “non-native speakers can 

never achieve a native speaker’s competence” (1992, p. 343), we should appreciate teachers 
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from the two groups (NSs and NNSs) as TESOL professionals rather than NSs or NNSs. 

Medgyes’ NNS-NS continuum has gained support as well as critic from others in the field. 

Brutt-Griffler and Samimy (1999), for one, consider this NNS-NS continuum as a “dominant 

approach” (p. 416), in which researchers still think about English speakers with the NS/NNS 

labeling and assume English belongs to its NSs.  

Along with the debate over “who counts to be a native speaker of English,” ownership 

of English(es) represents the other controversial in ELT: with the rise of world Englishes, 

researchers have started questioning “who owns which English” – a professor teaching in an 

English-speaking university who speaks Singapore English, or an African American who 

speaks vernacular English? The issue of ownership will be discussed next. 

World Englishes & Ownership of English (es) 

As mentioned, due to the rise of world Englishes, the fallacious native speaker model  

and the NS/NNS dichotomy are especially controversial in ELT. In formulating a concentric 

circle model, Kachru (1985) specifies three categories for English varieties: (1) the Inner 

Circle countries such as the United States and Canada, whose inhabitants have the linguistic 

tradition in English and thus claim the custody of “the standard English”; (2) the Outer Circle 

countries such as India, Singapore, and Malaysia, in which English has been used as a second 

and/or official language nationwide; and (3) the Expanding Circle countries, like Korea and 

Taiwan, where English has been taught as a foreign language only in the classroom. In all, 

English has now become an international language, serving a whole range of different 

communities and their institutional purposes. The so-called “standard English” has become a 

kind of dialect, whereas many new others emerge (Widdowson, 1994): 

“It (standard English) provides for effective communication, but at the same time it 
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establishes the status and stability of the institutional conventions which define these 

institutional activities … (which) develop their own conventions of thought and 

procedure, customs … create their own cultures, their own standards” (p. 382) 

In this sense, Widdonson argues that, claiming custody over English is in fact about “a 

minority of people with social powers express their social identity, their membership of the 

community, and at the same time exclude those who cannot master the system as outsiders” (p. 

385). He then contends that, no nation has the right to claim exclusive ownership over English; 

people whoever speaks it actually own it. 

Drawing on the notion of world Englishes and the power relationship it manifests, 

Norton (1997) proposes the conception of “ownership as legitimacy” and makes the 

connection between English language learners’ identity and their ownership of English. 

Norton argues that, the categorization of English speakers into NSs and NNSs prevents 

learners from owning English and thus makes them illegitimate speakers of English. 

Moreover, as learners of English cannot claim their ownership as legitimate speakers, the 

inequitable power structure within which they construct their social identities is reproduced 

and reinforced.  

Along this line of thinking, the questions for non-native ESL/EFL professionals are: to 

what degree do they see themselves as legitimate speakers of English? How do they negotiate 

their ownership of English with the inequitable power relations existing in the society where 

they teach, if there is any? And eventually, how do they construct and negotiate their identity 

(or identities) as international TESOL professionals in relation to the given native speaker 

model (Choe, 2005)? In response to these questions, a growing number of studies have been 

conducted with non-native English-speaking teachers. Next, three lines of these existing 

empirical studies will be examined in details. 
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Nonnative English-Speaking Teachers in the Literature 

Three lines of research regarding NNESTs’ identity are specified in the field of ELT.  

The first line concerns the comparison between NESTs and NNESTs, focusing on the effect of 

their distinct linguistic and cultural backgrounds on their teaching beliefs and behaviors, as 

well as their respective strengths and weaknesses (Braine, 1999a; Maum, 2002; McNeill, 

1996; Medgyes, 1992; Reves & Medgyes, 1994; Tang, 1999).The second research line 

accounts for how NNESTs conceive and deal with the bias (with its origin in the native 

speaker fallacy) existing both within and outside the teaching context and identify themselves 

as TESOL professionals. From this point, attentions have been shifted from individual 

NNESTs to the boarder sociocultural and sociopolitical contexts in which they practice their 

teaching. Many influential studies in this wave (Amin, 1999; Braine, 1999a; Brutt-Griffler & 

Samimy, 1999; Canagarajah, 1999b; Choe, 2005; Inbar, 2001; Kamhi-Stein, 1999; Liu, 1999a, 

1999b; Thomas, 1999) are included in the first important volume of NNESTs, entitled as 

Nonnative English-speaking educators in English teaching (Braine, 1999b). Finally, 

researchers in the third research line such as Moussu (2002) draw on other’s – administrators, 

students, and the public – perceptions of NNESTs, and continue to explore the influence of 

social power relations on NNESTs’ identity construction (Amin, 2004; Cheung, 2002; Moussu, 

2002; Newman, 2005; Mahboob et al., 2004; Mahboob, 2004; Pavlenko, 2003).  

To review these empirical studies critically, contributions can be identified in two 

dimensions. First and foremost, they have revealed NNESTs’ professional lives in general. 

NNESTs’ self-perceptions as well as other people’s perceptions of them have been 

interrogated, in order to explore how the non-native status of NNESTs is approached and what 

factors (personal and social) attribute to these perceptions. Second of all, the NNEST studies 
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in the past decade have started focusing on the role of inequitable power structures in 

NNESTs’ identity construction. By problematizing the given, taken-for-granted NS/NNS 

dichotomy and native speaker model, researchers have investigated how historically and 

socially created inequitable power relations interact with NNESTs’ construction of identity. 

Despite all of these contributions they have made, however, the existing studies have 

yielded deficiencies in three aspects. To begin with, very few studies have focused on the 

identity itself. Hardly achieving the claimed goals of uncovering what forms of identity the 

NNESTs possess, most studies ended up with life stories of NNESTs and issues emerging 

from their teaching practices (Amin, 1997, 1999; Braine, 1999a; Choe, 2005; Liu, 1999a; 

Newman, 2005; Mahboob, 2004; Tang, 1997). Secondly, in terms of the context for research, 

since most of the studies were conducted in ESL contexts (except for Choe, 2005; Duff & 

Uchida, 1997; Inbar, 2001; Johnston, 1997), more studies to examine the identity of 

non-native EFL teachers are required. Last but not least, as Newman (2005) has suggested, 

while most of the existing studies have focused on college-level NNESTs, studies probing 

into K-12-level non-native English-speaking professionals’ identity are urgent. 

To bridge the research gaps, I then hereby propose a study, aiming to expand the focus 

of NNEST research to the identity construction of non-native EFL teachers (NNEFLTs) in 

Taiwan K-12 settings. This future study will specifically address the issues concerning (1) 

what forms of identity do these NNEFLTs possess as international TESOL professionals, (2) 

how are their identity (or identities) approached, negotiated, and represented via their talking 

and acting (teaching); (3) what is the role of social power relations, if there is any, in their 

discursive construction of identity; and (4) how are the findings on these Taiwan K-12 

NNEFLTs’ identity construction similar or different from those found of college-level and/or 
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ESL non-native teachers. Consequently, a theoretical model for re-examining NNEFLTs’ 

identity as international TESOL professionals will be formulated. 

METHODOLOGY 

Research Sites & Subjects 

Regarding to access to the research sites and the subjects for this multiple-case study, a 

two-stage screening procedure for nominations (Yin, 2003) is adapted: 

(1) Locate 2-3 potential schools for participant recruitment (convenience and availability) 

 Negotiate the purpose and procedure of this case study with school administers 

to compose a questionnaire, including demographic information and teaching 

situation of the teachers, along with a cover letter for recruiting teachers [ask the 

school administers to distribute the questionnaire]. 

 At the same time, ask for recommendation from administers or principals. 

 Select at least 8 candidates for “mini” case study.   

(2) The “mini” case study for final selection of three subjects   

 1-2 week classroom observation and a short interview with each candidate. 

 Decide on 5 final teachers based on the operational criteria for “proper subjects.” 

All in all, five Taiwanese NNEFLTs will be recruited for the present study according to three 

criteria: (1) currently co-teach (in any form of collaboration) with a native-speaking partner; 

(2) regular interaction with native-speaking speakers, either for teaching purpose or personal 

relationships; (3) being open mind and highly interested in professional development. 

Data Collection Instruments 

Qualitative data for the present study will be collected through four means – individual 

and focus-group interviews, informal conversations, selective class observations, and public 
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documents (from the government and the media), over spring semester 2008.  

Interviews. To initiate data collection, one face-to-face individual interview will be 

conducted with each participant. In this 90-minute, semi-structured interview, each participant 

will be asked about his/her English learning and teaching experience, current teaching context, 

and expectation/plan for the future. In addition, two focus-group interviews with selected 

participants will be formed in the middle of data collection procedure, to support and expand 

the findings from individual interviews. All interviews will be voice-recorded and transcribed 

as soon as finished. The themes/categories emerging from the interview analysis will serve to 

guide the following data collection and analysis. 

Informal conversations. During the three-month data collection, informal conversations 

with the participants via hallway/office chatting, e-mail, and online messenger, will be coded 

and analyzed in relation to their initial interview findings. 

Class observations. To achieve a general understanding of these EFL teachers’ daily life 

and classroom teaching as well as to validate and expand findings from the interviews, the 

participated teachers will be observed in the class. At least 10 hours class observation will be 

conducted with each selected teacher. The classes will be voice-recorded and transcribed, 

along with field notes, for later analysis. 

Inspection of public documents. Public documents regarding education reformation in 

general and EFL education policies in specific will be collected from government reports and 

documentations as well as the mass media such as newspapers and magazines. 

Data Analysis Procedure 

By and large, the present study applies grounded theory (Glaser & Strauss, 1967) for 

data analysis. Content analysis was employed to the written texts (questionnaire responses 
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and autobiography) and transcripts (focus group and individual interview) on an ongoing and 

emergent basis. Recurring patterns in the participants’ responses were highlighted and coded 

into several categories regarding their working lives, including teaching beliefs and contexts, 

interactions with native-speaking colleagues, professional concerns and challenges, and future 

plans. The goal is to generate a model for re-examining NNEFLTs’ identity as international 

TESOL professionals. To increase the validity of the data, the transcripts and translations were 

e-mailed to the participants for comments (member checking); follow-up interviews were 

conducted via e-mail and on-line messenger system during and after the data collection; plus, 

constant comparison among multiple resources of data was employed.  

On the other hand, to look into the participated NNEFLTs’ identity, Gee’s (1996, 2005) 

D/discourse model of critical discourse analysis (CDA) will be adopted with the collected 

discourse data. With the notion of social language, the language used “on site” to enact 

specific activities and identities fitting that particular situation, Gee argues that, whenever we 

are speaking or writing, we are actually representing different whos and doing different whats 

by drawing on different varieties of language. This concept of whos-doing-whats, as Gee 

asserts, then concerns “acting-interacting-thinking-valuing-talking in the appropriate way 

with the appropriate props at the appropriate times in the appropriate places” (p. 26). And this 

notion of language plus other non-language stuff is then defined as “Big D” Discourse. 

Drawing on this D/discourse model, Gee then encourages discourse analysts to look at “how 

language gets recruited ‘on site’ to enact specific social activities and social identities” (p. 1), 

with the aim of exploring how the power structure works on behalf of specific interests and 

what potential resistance to it can be activated. To probe into the discursive construction of 

NNEFLTs’ identity, Gee’s D/discourse model provides a promising way of organizing and 
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interpreting data: critical questions such as what varieties of language the target NNEFLTs 

draw on to talk about themselves in ELT, what forms of identity emerge from their talking, 

and how the given native speaker model and the inequitable power relations behind it interact 

with their identity construction, will be asked to guide discourse analysis.  

Limitations of the Study 

Four research limitations can be identified with the present study of NNEFLT’s identity, 

namely the subjectivity of the researcher, participant recruitment and sampling, the 

generalizability of the developed model, and language translation. 

The subjectivity of the researcher represents the first limitation for this study. Since I 

am the only researcher who conducts data collection and analysis primarily, my subjectivity 

may influence the way I interpret the data. One way to lessen the negative influence from my 

biases or personal interests is to engage peer debriefers, who assist data analysis by offering 

alternative perspectives and suggestions. On the other hand, as Creswell (2002) asserts, 

qualitative research is interpretative research, in which “inquirers involves in a sustained and 

intensive experience with participants … explicitly identify their biases, values, and personal 

interests about their research topic” (p. 184). In this sense, subjectivity of the researcher can in 

fact serve as a driving force for qualitative research. 

The second limitation concerns the population and sampling process of participants for 

this study. With respect to the population and context for participant recruitment, the present 

study focuses on Taiwanese K-12-level EFL teachers, investigations of other groups of 

teachers, coordinators, and administrators in Taiwan (e.g. principals or NESTs) and in other 

settings (e.g. college levels or international K-12 settings) should be conducted.  

The third limitation is about the generalizability of the developed model. As Charmaz 
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(2000) argues, the goal of grounded theory is a “middle-range theory.” The term 

“middle-range” means that, due to the fact that the theory is “grounded” in the data collected 

from some individuals in the filed and related to a substantive topic, it can be used only for a 

specific phenomenon (with limited applicability) – in this case, Taiwanese EFL teachers’ 

identity construction. Further research on NNEFLTs’ identity is required in other international 

settings. Finally, the fourth limitation involves language translation: all interviews and 

conversations will be conducted first in Chinese and then translated into English for analysis. 

In this case, mistakes and gaps of translation may decrease the validity of the discourse data. 

To deal with this problem, two strategies are adopted. First, peer reviewers who are bilingual 

in Chinese and English will be invited to validate the translation. Second, translation will be 

sent to the participants for member check before any analysis. 

CONCLUSIONS 

To conclude, the present study aims to expand the focus of NNEST research to the 

identity construction of NNEFLTs in the K-12 settings in Taiwan.  

In response to globalization and “English as an international language” (Jenkins, 1998), 

a growing body of English language learners as well as their non-native English-speaking 

teachers have been observed for the past two decades. More and more nonnative 

English-speaking teachers have voiced their concerns and expressed their visions as TESOL 

professionals (Liu, 1999). It is time now to challenge the given NS/NNS dichotomy, to 

examine the inequitable power structures existing in the construction and negotiation of 

non-native speakers’ identities, and eventually to legitimatize non-native speaking teachers as 

TESOL professionals who contribute to the field by drawing on their unique viewpoints and 

experiences. As a result, further research is required to articulate the construction, negotiation, 

reflection, and reconstruction of NNESTs’ identities in EFL contexts.  
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A CASE STUDY ON HOME STAY EDUCATION IN PRACTICE: 
EXPECTATION VERSUS SATISFACTION 

 
Hasneen Jahan1 and Muhammad Asaduzzaman2 

 
ABSTRACT 

 
The present study was conducted to find out the gap between the 
expectations and satisfaction through participating in home stay program in 
Japan. The study was conducted by interviewing the students of Ritsumeikan 
Asia Pacific University, Japan, who actually stayed with a Japanese family 
for a short period of time. Data were collected through questionnaire 
method. Qualitative analysis was done based upon the student’s responses.  
The findings of the research were discussed in view of three key variables: 
Expectation, experience and satisfaction. It has been found that the success of 
home stay program depends on many factors, such as duration of home stay, 
age of the host family members, types of family, organization, etc. Though 
sometimes students found a gap between their expectations and experiences, 
but all of them treated home stay as a useful means of learning society 
besides academic education. Therefore proper initiative should be taken to 
make this program successful which can meet the requirements of the 
students from abroad in Japan. 
 
 

I. Introduction 
 
Home stay program is an ideal setting to assist students with their acquisition of the target 
language, and their cultural knowledge. For some students it is an initial step before launching 
into other forms of accommodation, such as rental. Homestay provides a unique family 
environment where different cultures intercept within the home. Homestay is designed to be an 
ideal setting where international students are exposed to the target culture and language from within 
the intimate and safe family environment (Knight & Schmidt-Rinehart, 2002: 196-196). This 
facilitates interaction between two cultures, and consequently promotes multicultural understanding 
and acceptance of difference. However, these idyllic expectations of homestay are not always 
realized, indicating need for the training of hosts and homestay providers alike. 
 
The recent increase in international education is a phenomenon which has been facilitated by factors 
such as globalisation, ease of international travel, and financial opportunities for educational 
institutions. While the term ‘homestay’ is not yet included in most of the major dictionaries, the 
Merriam Webster Dictionary (Merriam Webster Corporation, 2002) defines it as “a period during 
which a visitor in a foreign country lives with a local family”. 

                                                 
1 Graduate student, School of Asia Pacific Studies, Ritsumeikan Asia Pacific University, Japan and Assistant 
Professor, Department of Agricultural Economics, Bangladesh Agricultural University, Bangladesh (on leave). 
2 Assistant Inspector, Bangladesh Madrasha Education Board, Ministry of Education, People’s Republic of 
Bangladesh (on leave). 
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i) Home stay at Japan: 
After several waves of immigration from the continent and nearby Pacific islands, followed by a 
heavy importation of culture from China, the inhabitants of Japan experienced a long period of 
relative isolation from the outside world under the Tokugawa shogunate until the arrival of the 
"The Black Ships" and the Meiji era. As a result, a culture distinctively different from other 
Asian cultures developed, and echoes of this persist in contemporary Japan. The Japanese culture 
is often perceived as "uniquely unique". This leads to the widespread application of cultural "us" 
and "them" studies of Japan. Cultural exchange in the form of homestay can be very effective in 
deepening the understanding of Japan through introducing Japanese customs and traditions. 

Gerry Meister, Head, La Trobe University Language Centre, Victoria, Australia, goes on to say, 
"A good homestay program is an excellent opportunity for students to experience day to day life 
in the host country. Students get a chance to practice their English, meet new people, and have 
personal care and attention outside the classroom." These statement also appropriate in case of 
Japan and learning Japanese language. Actuality, homestay programs, and the consequent proper 
implementation thereof, either by educational institutions or business organizations are, in fact, 
the new cross-cultural educational phenomenon. 

ii) Home stay program in APU: 

Ritsumeikan Asia Pacific University (APU) leads the way with its comprehensive approach to 
international education. Students from over 70 regions and countries are represented on campus, 
making APU the most culturally diverse university in Japan. APU was established with the 
generous support of Oita Prefecture and Beppu City. Since its inauguration, the students of APU 
and the local community have worked to forge bonds with each other. APU believes that in order 
to make the most of your life in Japan, interacting with the people of Oita Prefecture by 
participating in local exchange events and homestays is an all important step. Home visits offer 
students the chance to make lasting friendships with local people who would otherwise not have 
the opportunity to meet people from different countries. The students who are interested in home 
stay can apply from the students support centre which introduces host families to the students. 
Therefore, it is a great chance for the students to interact with the local peoples of Oita.  

II. Literature Reviewed 
 
There are not much works that have been on home stay. The following literature provides some 
information regarding research on home stay. 
In his study “International Education: Homestay Theory versus Practice.” K. Richardson (2002) 
focused on while homestay appears to be ideal, in practice, there is uncertainty about the extent to 
which it fulfils the expectations of students, hosts and organizations alike. Questions regarding 
the adequacy of training provided for homestay providers and hosts have also emerged. This 
paper reports on recent research on the organization of homestay programs and problems within 
the homestay itself and indicates a need for training of homestay hosts and homestay organizers. 

Klepinger, L (1995) conducted a research on ‘The Australian/Japanese Homestay Program and its 
Positive Contribution to Cross-Cultural Understanding’ tried to give some ideas that  were 
pertinent to the implementation of a successful home stay and their value in contributing to 
positive cross-cultural understanding. He invited others to use his paper as a starting point in 
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which those who are in the business of administering homestay programs can someday present a 
hands-on manual to the educational community at large that will help to make all cross-cultural 
understanding be viewed in an even more positive light.  

There are number of studies that not directly on home stay but on exchange programmes which 
has some similarities with home stay programme from purposive point of view. 

A number of studies have documented the impact of international exchange programs on 
participants, host families, and the host institutions (Boyd, et al., 2001; Tritz & Martin, 1997; 
Opper, Teichler, & Carlson, 1990; Hansel & Grove, 1986). Tritz and Martin (1997) suggested 
that exposure to a country, its people and culture , will have an impact on anyone who has 
studied abroad. As a result of the exposure, perceptions are changed, thoughts challenged, and, 
most important, a worldly perspective is garnered. Similarly, Opper, Teichler and Carlson (1990) 
indicated that participation or involvement in international activities provides cultural awareness, 
improves communication abilities, and increases foreign language skills, and ultimately will 
have an amazing effect on students' overall development. Boyd et al. (2001) found that the 
International 4-H Youth exchange (IYFE) program made positive impacts on participants. For 
example, IYFE participants indicated that they were more sensitive to other cultures, more aware 
of global events, and more involved in community activities than prior to their participation. 

Other researchers have examined the influence of Study Abroad Programs (SAPs) on college 
students (Ayers, 1996; Hutchins, 1996; Zhai & Scheer, 2002). Findings from these studies 
suggest that SAPs have provided a variety of opportunities for students to increase their 
awareness and appreciation of cultural diversity, personal growth, and develop skills and 
attitudes that will allow them to function successfully in an interdependent world. In addition, 
exchange programs have helped participants to acquire foreign language skills, and an 
understanding of different people and cultures. Overall, they concluded that intercultural 
homestay has a positive effect on adolescents. 

 
III. Methodology 
 
i) Research Questions:  
From the above discussion it has been seen that, Home stay program is a good way to discover 
the country by all means, where the student is studying. But the question arises whether this 
home stay program really can serve the needs of the students? Whether the home stay program is 
effective or not  in terms of satisfaction of the students. To answer these questions we tried to 
investigate the student’s experiences focusing on the following aspects : 

1. What were the international student’s expectations towards home stay? 
2. What are the experiences they actually achieved through home stay? 
3. Are they satisfied in accordance with their expectations from home stay? 
 

ii) Research Method: 
In the context of this study the terms expectations and satisfaction are considered and treated as 
complementary. The conceptual framework behind the conducting this research is expectation� 
experience� satisfaction of international student’s home stay program. 
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The research was conducted to understand the relation between expectation and experience of 
the home-stay and  to understand the satisfaction out of the experience. 
Qualitative research often takes the position that an interpretive understanding is only possible by 
way of uncovering or deconstructing the meanings of a phenomenon, which means inductive 
analysis. The purpose of  this qualitative research was to allow students to express their experiences 
and opinions, give insight into their ideas regarding homestay experiences and indicate areas that 
may require further research. Firstly, interview guide was prepared to have a direction of interview or 
discussion with the respondent. Then intensive interview was conducted by the researcher to 
homestay participants based upon specific questions, which allowed for analysis of student’s 
concerns and issues regarding home stay. A total of 30 interview were conducted. Data were 
collected purposively from the students who were participated in homestay programme. 
 
iv. Results and Discussions: 
 
The study was conducted based upon three key variables which are expectation, experience and 
satisfaction. These variables are analyzed below: 
 
i) Expectations: 
One of the major objective of the study was to find out the reason behind participating in home 
stay program of International students of APU . Some reasons were selected by the researcher 
that can be the factors of influencing the students in participating home stay program. These are: 
learning/improving Japanese language, making relations with the host family, understanding 
Japanese society and culture,etc. 
It was found that the students who come from abroad has a interest to know the Japanese culture 
and society. Home stay is a good opportunity to know this from a closer view. Mostly for this, 
the students applied for home stay.  
Another reason is language. The students faced the problem at first in Japan is language barrier. 
They realized that without Japanese language they can not survive here. So, they were looking 
for scope of practicing Japanese and think that home stay may be useful for them to improve 
their language skill. So, they applied for home stay. 
Another reason I found in my study that most of the students went to home stay when they were 
living in AP house (University dormitory). Living in AP house is just living in a isolate house, 
which has no connection with society and life around. So everybody feels that they are in Japan, 
but no connection with real Japanese society. They feel very eager to know this society and 
people around them. But while they live in AP house, they don’t get this opportunity. So they are 
looking for alternative way which can make them closer to real Japan and it’s people. Home stay 
comes to them as one of the best way to fulfill their desire. So, every semester, many students 
apply for home stay, though a small portion of them get the chance to home stay. 
The students have different kinds of expectation about home stay. I found two kinds of 
expectations from the respondents. One group thinking about Japanese was positive which leads 
them to apply for home stay. They thought that the Japanese are kind, polite, co-operative, 
having warm atmosphere at their house, caring. In addition, it may be  easy to interact with them 
and to be friend of them. So this group’s expectation from their home stay was much higher than 
the other group.  
Another group’s idea about Japanese family was opposite to the first group. Their mind set about 
Japanese family is like that, they are traditional, conservative, too quite, cold towards stranger, 
not humorous. But still this group applied for home stay. The reason behind could be, they 
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thought whatever the families are, by interacting with them they will get the real Japanese 
cultural essence and it will help them to know them better for their future stay in Japan. Their 
expectation was not that much higher, but they took it easily, may be as a challenge how they can 
adjust with people of the country, that they are going to live.  
The respondents also had a prior idea about home stay. Here also they got two types of 
information. One is positive: that the family will be very friendly and caring and other one is: 
they are not caring at all. So, these information made them confused. But they didn’t care much 
about this information. They might  thought  that its better to have a practical knowledge. I think 
that the students have a keen interest to know new things: new people, new culture, new society, 
they really feel interest to discover the things around them. So they were not influenced by the 
others people’s experience of  home stay, whether the experience is good or not. 
 
ii) Experiences: 
The APU students faced two types of family as their host. One type is like parents, who really 
want to be the substitute of the real parents here in abroad which can make the student feel at 
home. The other type of family is not like that. They just took the student as a guest for 1 or 2 
days and treated as guest. The students who found families like first one were experienced a 
homely environment when they were with their host family and still now treat them as parents. 
So, their experience was really pleasant. On the contrary  who had a experience with the family 
of second type did not get a pleasant experience compare to first group. 
 
The most difficulty the students faced is the language. The reason behind this is most of the 
students went to the host family at their first semester when they know very few of Japanese 
language and most of the Japanese family don’t know English as well. Though the students 
wanted to learn many things, because of language barrier they could not ask them anything. Most 
of them use dictionary to express themselves.  
 
Though the Japanese family show interest to be a host, but first they also feel shy to welcome 
warmly. Its not because that they don’t like the guest, it is a part of Japanese culture not to show 
or express feelings in public places or by genetically they are shy in expressing emotions. But on 
the contrary who met the relatively modern family they welcome them warmly. It indicates that 
Japanese society is changing, at least they  become more expressive and open to strangers. 
Generation gap might be a reason working here and controversial features found in their 
behaviour. It was found that though the traditional family feel shy at first time, later they take the 
student more closer to their family. On the other hand the new generation know how to welcome 
people, but they take it just as a manner rather than express of their feelings. 
Another important criteria which make difference within the student’s experience is length of 
home stay. Usually by home stay we understand to stay with a family during the time period of 
studying abroad. But here the home stay does not mean that. Most of the time the length of stay 
was too short, 1 or 2 days. If we consider the expectations of students through home stay it is not 
enough at all to achieve these. It is impossible to improve Japanese language or to know 
Japanese society and culture in 1-2 days. It is also quite difficult to have integration with family 
activities within this short period of time. Usually they conducted the home stay in weekend and 
the host family took the student for sight seeing or any program. So they rarely get chance to 
know how they lead their everyday life. 
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On the other hand who did their home stay more than 3 days their position is better in 
experiencing home stay. They found a significant difference between their first and last day of 
home stay. They became more comfortable with their host family, able to interact much and they 
could experienced a lot what they wanted to have. They were treated as a family member and 
integrated in everyday family works. So, they got a chance to know what the Japanese family 
really is and their lifestyle.  
  
The students tried  their best to adapt with Japanese culture when they were in home stay. It is 
true that Japanese culture has some unique characteristics with which most of the international 
students are not familiar. So, it was difficult for them to adapt. The food habit, sleeping time, 
bowing can be some examples with which the students had to adjust. 
One of my observation is that, the experiences differs whether the host family is belongs to 
Hippo Family Club or not. The respondents, who went to the family through Hippo family club, 
did not get a better experience. They got upset with their behavior. My analysis is as arranging 
home stay is a part of Hippo Family Club besides other activities, they just have taken this as one 
of the responsibilities. So, they do it though they are not really interested in it. The Hippo family 
Club arranged party almost every Saturday and often they conducted home stay with 
international students. Therefore they don’t show much interest about the student’s country, 
culture etc., though the students were eager to share all about his/ her country’s features. 
On the contrary who made home stay with families not connected with Hippo Family Club they 
got better response than those who went through Hippo. They were mostly traditional Japanese 
families, they were interested by themselves to be a host. Therefore, they were well  prepared to 
take care of  their guest, tried to give a idea of Japanese family and culture and really wanted to 
make them happy. They study about the guest’s country, culture and want to know more directly 
from their guest. That makes the students very happy.  
 
iii) Satisfaction: 
Satisfaction of home stay ca be derived from the experiences gathered. On the basis of the 
present study I found that the satisfaction also differs from person to person.  
 
One group was really satisfied with their home stay, because they got as much as they expected. 
There was no gap between expectation and real experience. As the students satisfied with their 
home stay the like to keep in touch with their host family, like to meet them often or at least 
contact with the over telephone or email. As they got a positive idea, they again want to have a 
home stay if possible. They strongly recommend other students also to take this opportunity.  
 
On the contrary  another group was not satisfied at all with their home stay program. Though 
language was one of the main barrier for interaction but it doesn’t affect to be satisfied or not. 
There are some rumors that some family belongs to specific organization bound to take students 
as their guest and they get monetary benefit for this. If it is true than it is very natural that they 
will not be like what we really expect from a host family. As many students went to their home 
stay through this kind of organization, it could be possible. The students who are not satisfied, 
the main reason is the host family did not take much care of them. They did not show any 
interest to the student’s country, culture, etc., even to the student also, though the students were 
very much eager to tell them about their country, culture, etc. So, there was a big gap between 
expectation and experience. They felt disregarded at the time of their home stay. They may think 
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about Japanese family in a negative way, which is not good for them while they stay in Japan. 
They will feel more lonely and insecure during their stay in Japan.  
 
V. Conclusion and Recommendation 
 
With the year 2010 rapidly approaching and the globalization of the world economy already a 
reality it is of utmost importance that we learn to live, work and play together in harmony with 
each other.  

Dr. David Wilmoth, Head of the Royal Melbourne Institute of Technology, sums it up this way. 
"Homestay programs are among the most powerful means I know to promote international 
understanding and goodwill. Households that open their doors to visitors in this way do so for 
many reasons - interest, curiosity, conviviality among them - but the effect of even short stays 
can be profound for guest and host alike.” 

We can say that homestay is a very useful way to interchange the cultural views between 
countries. Japanese people are good traveler. They are interested in knowing overseas and 
culture of different countries. They have respect to other religion, language and culture. So home 
stay can be a good way to let them know about the rest of the world which can make Japan more 
open to the world in future. The international students of APU can make the people of Oita well 
known about the culture of the rest of the world and make friendly to the foreigner. 

So, it was needed to examine the student’s satisfaction through home stay . To make the 
homestay program effective some suggestions are given below: 

1. Hosts need to be aware of their duty of care toward international students 
2. Length of home stay should be more than 3 days in order to have a complete picture of 

Japanese family. 
3. Orientation should be given to the host family as well as to the students before going to 

the home stay program. 
4. It is better to send the students to a family, who knows English, so that they can interact 

with each other. 
5. Family should be chosen carefully, if they are really interested in hosting students or not 
6. Pre and post home stay seminar can be made to evaluate the success of homestay 

program 

The research results discussed in this paper was not large enough to generalize across all homestay. 
Further research is needed to investigate the effectiveness of homestay program in various 
aspects, such as adapting students with new culture, reducing cultural shocks, cross-cultural 
communication and cultural awareness. A follow-up survey of home stay program will be of 
immense value in assessing the impact of this program on later life experiences and on cultural 
awareness and understanding. 
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Introduction  

The “discovery” of the Hawaiian Islands in 1778 by Captain James Cook began the rapid 

transformation of the Hawaiian culture.  The rejection of the traditional Hawaiian religion in 

1819 by the rulers of Hawai‛i was an overt sign of this cultural transformation.1  From the death 

of Captain Cook until the end of the 19th century, when the United States annexed Hawai‛i, three 

vigorous forces clashed for the “soul” of Hawaiians: the traditional Hawaiian religion, 

Christianity, and religiously skeptical haole.2  It is into this context that American Calvinists 

began their work, were successful in converting the Hawaiian nation to their brand of 

Christianity, and then saw their influence decline.  Even though the religious influence of 

American Calvinists declined, they were able to remain the dominant force in Hawai‛i through 

their control of the educational system. 

This paper investigates the transformation of the Hawaiian culture during the 19th century 

and how education was influenced by this transformation.  There are four sections to this 

investigation: the transition from the ‘āikapu era to the ‘āinoa era; the spread of American 

Calvinism and the education they established during the ‘āinoa era; the interference from 

Christian rivals from 1835 to 1860; and how the declining religious influence of American 

Calvinists impacted the education of Hawaiians during the last forty years of the 19th century.  

 
Transitioning from ‘Āikapu to the ‘Āinoa Era 

For several centuries, the Hawaiian religion, which was imported from Tahiti, was the center-

piece for the ‘āikapu era.  Once this religion was adopted by Hawaiian rulers and imposed on the 

rest of the population, the ‘āikapu era ensued.  During this era, which lasted until 1819, religion 

through the kapu system was the paramount system for holding the social, political, and 

economic structures together.  In its simplest form, the kapu system acted as a regulator, 
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 2

establishing priorities for attention.  On one hand, the kapu system determined the divine, pure or 

impure; all else is forbidden (kapu) to persons or things that are not divine.  This means that 

people have to pay attention and relate to the divine in a prescribed way.  On the other hand, if it 

was permitted behavior (noa), there was no need to pay attention.  Consequently, kapu had the 

dual meaning of “forbidden” and “sacred.”  It was a prohibition, but also a privilege, accruing to 

someone of high rank.3  

 Between Cook’s “discovery” of Hawai‛i and 1819, when the kapu system and “idolatry” 

were abolished, the traditional Hawaiian culture underwent a rapid transformation.  Two factors 

explain the societal changes: the political consolidation of Hawai‛i under Kamehameha the Great 

and the impact of foreign influence.  The ancient worship of the god Kū gave Kamehameha the 

support of Hawai‛i’s most powerful god.  Correspondingly, while Kamehameha relied on 

tradition for power, he also procured foreign assistance in the form of weapons and advisors.4 

 Hawai‛i had never previously been united but rather had been organized in chiefdoms 

ruled by mō‘ī (highest of the high chiefs).  At the time that Kamehameha began his bid to extend 

his power to become mō‘ī of all the Hawaiian islands, there were six mō‘ī in power throughout 

the archipelago.  Kamehameha’s unification of the islands, therefore, caused a major dislocation 

for the defeated followers of the other mō‘ī.  Land was redistributed to the victors and to his 

haole advisors.  Moreover, Kamehameha continued to employ haole ideas brought to him by his 

advisors or by the foreign trade that he encouraged.  All these actions accelerated the 

transformation of the traditional Hawaiian culture.5 

 Even before American Calvinists arrived in 1820, haole influence, often unknowingly, 

paved the way toward the future Christianizing of Hawaiians.  The first aspect of this influence 

was the appearance of warships.  Aarne Koskinen, the Finnish historian, labeled the impact of 
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warships as the most successful factor in converting Natives to Christianity.6  Lawrence Fuchs, 

reknown social historian, claimed that Native religion was proved impotent and “observing the 

superiority of haole cannon over Hawaiian clubs, of haole ships over native canoes, the Hawaiian 

ali‛i began to doubt the power of their ancient gods.”7 

 The second haole influence during this early period of contact was that many Hawaiians 

became sailors on foreign ships.  For the most part, Hawaiian sailors gave up their belief in the 

ancient religion and, upon returning home, began to refute the ancient kapu by blatantly 

disregarding them.  Some had even adopted Christianity while traveling abroad.  In fact, a few of 

the five Hawaiian youths who stimulated the Calvinists’ mission to Hawai‛i had been sailors 

Christianized during their voyages.8 

 Even more important to the introduction of Christianity into Hawai‛i was the anti-

religious and religious haole settlers.  This was the third aspect of haole influence upon the 

traditional Hawaiian religion.  Both haole groups enhanced skepticism in the old religion when 

they disregarded the kapu and did not suffer the prophesized dangers.  Ernest Beaglehole, 

University of Hawai‛i sociologist, explained the resulting psychological effect: “the Hawaiian 

acceptance of this material culture meant an implicit, and sometimes explicit, recognition of the 

superiority over their own culture.”9 

 The religious haole, of whom Isaac Davis and John Young are the most frequently 

mentioned, were considered good men, even by Natives.  Their influence helped Hawaiians 

choose to infuse aspects of Western culture.  For example, they advised Kamehameha during his 

unification efforts and were the sources of Western crafts introduced by Kamehameha into 

Hawaiian society.  They have also been credited with the abolishment of human sacrifices and 

the overthrow of “idolatry.”10   
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 By the final year of Kamehameha’s life, haole influence had been so successful that the 

kapu system and “idolatry” were tottering.  The destruction of idolatry in Tahiti precipitated 

Kamehameha’s request to be instructed in the doctrines of Christianity, of which none of his 

foreign advisers was qualified to teach.  A further indication of the deteriorating situation was the 

general laxity with regard to kapu.  Moreover, upon his death-bed, Kamehameha proclaimed that 

all human life was sacred, thus disavowing the traditional human sacrifice.11  With the death of 

Kamehameha, the “key-stone,” who had firmly continued to unite the rites of the traditional 

religion with the policy of government, was removed.  The entire system rapidly dissolved.  The 

skepticism that pervaded all ranks became manifest.12    

 Without the old restraint of kapu, the people were left in a religious void and no laws, 

civil or religious, were issued to fill the void.  Samuel Kamakau, one of the first generation 

Hawaiians educated by the Calvinists and a renown Hawaiian intellectual, reported, “bitterness 

reigned everywhere and murder, theft, adultery, drunkenness, and deceit were commonplace.”13  

Orderly times of rest from work and of worship were destroyed.  Mary Pukui, the modern expert 

on Hawaiian culture, stated that domestic life “became helter-skelter…it would be decades 

before a new order, based upon New England Congregationalist and French Roman Catholic 

mores, was really comprehended.”14 

 
‘Āinoa Era: Christianizing and “Civilizing” the Kingdom  

With the end to the kapu system, the ‘āinoa era began.  As a term, ‘āinoa referred to freedom of 

choice or literally free eating.  Ultimately, it was the individual preference and conscious actions 

of Hawaiians that defined the early meaning of the ‘āinoa era.  During the early years of this new 

era, there was an acceptance of co-existence of beliefs, old and new.  While many Hawaiians 

called themselves Christian, aspects of the traditional Hawaiian religion, particularly the worship 
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of family deities (‛aumakua) and the use of priests (kahuna) continued for some families through 

present times.  Consequently, throughout the 19th century, Hawaiian identity was in constant 

flux, as individuals at varying intervals adopted Western ways while continuing to follow many 

of the customs of the traditional culture.15   

 Even before the period of rapid change in the islands, the Calvinist churches of New 

England were undergoing schisms in response to the shock brought on by the sudden rise of the 

natural sciences and the influx from Germany of a theology critical of rationalism.  The outcome 

was the “New Divinity,” an attempt to neutralize the effects of the new knowledge.  This liberal 

theology engulfed America in several revivals, which both led to splintering from Calvinism and 

the revamping of the Calvinist faith.  The Great Awakening of 1800, a revival mainly centered in 

the west to restore frontier migrants to the fold, triggered two separate movements in eastern 

universities – one to modify and one to bolster Calvinist theology.  The result of the latter 

movement was the formation of several organizations for the propagation of Calvinism.  The 

most important group to this paper was the American Board of Commissioners for Foreign 

Missions (ABCFM), an interdenominational religious body whose membership was 

predominantly Congregational and Presbyterian.  Through the American Board, most of the last 

adherents to Calvinist theology were sent on foreign missions.16 

 Shortly before the abolition of the kapu system and “idolatry,” the American Board had 

sent aboard the brig, Thaddeus, the first company of American Calvinists to Hawai‛i.  The 

attention of this organization was directed toward the Island Kingdom by reports of traders and 

by the presence in New England of several Native youths from the islands.  The Prudential 

Committee of the American Board outlined the American Calvinists’ duties prior to their 

departure: their mission was not to be for private and earthly gratification but rather for the good 
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of the people of Hawai‛i and for the glory of God.  Upon their arrival on March 30, 1820, the 

American Calvinists learned of the downfall of the “idolatrous” system and were convinced that 

they had received God’s grace, preparing the way for their mission.17 

 The American Calvinists arrived at an opportune time.  Not only had the kapu system and 

“idolatry” been abandoned, but the nation had already undergone 40 years of Western influence.  

The fact that the Calvinists from New England were the first organized Christians to direct a 

mission in Hawai‛i gave them a decided advantage over other Christian sects that would arrive 

later.   

 From the very beginning, the most potent factor for the success of converting Hawaiians 

to Christianity was the attitude and influence of the chiefs.  In the early years of the American 

Calvinists work, maka‘āinana (commoners) were reluctant to commit themselves to Christianity 

until they knew the attitude of their ali‛i toward the new religion.18  Following the example of the 

rulers, it became fashionable to become Christian.  Other factors, however, aided the 

Christianization of Hawai‛i.  First, one of the earliest influences was the arrival in 1822 of 

Reverend William Ellis from Tahiti with several Christian Natives.  The example of these 

converted Tahitians greatly facilitated the conversion of several of the Hawaiian ali‛i.  Second, 

Christianity seemed to offer Hawaiians a decided economic advantage.  At several stops on his 

tour around the Hawaiian Islands, Ellis was confronted by numerous persons who wished to 

become Christian so that they could enjoy all the comforts of the haole Christian.  Third, the 

palapala, or reading and writing, offered the people both a new pastime and a way to receive the 

mana (the power) of the haole.  The ali‛i had at first been reluctant to allow their subjects this 

magic knowledge until they possessed it.  Once their concern dissolved, people flocked to 

American Calvinists to be instructed.  Finally, the healing power of the American Calvinists was 
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to the Natives demonstration of the power of the Christian God.  Foreign diseases had increased 

the sickness and death rates among the Hawaiians; when the medical kahuna failed to arrest the 

increasing tide of maladies, Natives turned to the American Calvinists, his medicine, and his 

God.19   

 The fruit of all these influences was the Great Revival in 1837-1838.  This mass 

Christianizing might also be considered as an influence as well; many Hawaiians became 

Christians during these years simply because their relatives and friends were doing so.  These 

converts were also guided by their curiosity, superstition, the power of suggestion, and 

imitation.20 

 While Hawaiian reception of Christianity would have been the same with any other 

mission group, the success of Christianity in Hawai‛i must be viewed as a success for American 

Calvinists.  Their brand of Christianity during this period was a virile form of Christianity.  They 

were the best of the adherents of American Protestantism.  While on the American continent, 

revivals had siphoned off former Calvinists to the newer, liberal sects, the American Calvinists in 

Hawai‛i were directing their own revival in hopes of converting former “heathen” to the 

unblemished tenets of Calvinism.  These tenets included the following: the supremacy of the 

Scriptures in the revelation of truth, the omnipotence of God, the sinfulness of man, the salvation 

of the elect by God’s Grace alone, and a rigid moral code.21  Once embraced, Calvinism must 

have seemed to the convert as a worthy substitute for the equally strong Native religion.   

 By second decade of the American Calvinists’ mission, they realized that they needed 

more than divine help to change the character of the people.  Success to them meant that 

Hawaiians had to exhibit Puritan values; they, therefore, had to control the lives of the people 

through their control of the entire life of the Kingdom.  To their good fortune, American 
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Calvinists, more than other haole, were trusted by ali‛i.  Given this situation, American 

Calvinists encouraged strong rulers and state building.  Paradoxically, while the American Board 

viewed this political control by its missionaries as imperative for the further propagation of their 

faith, it strongly opposed political activities by its missionaries.22  Even so, by 1840, American 

Calvinists were able to cause the creation of a democratic government, which included a Privy 

Council, a codified Declaration of Rights, and a Constitution.  With the power of the government 

behind them, American Calvinists sought to implement changes in the Hawaiian character 

through laws that enforced the Ten Commandments, chastity, temperance, and Sabbath 

consecration.  But the key to their social changes was to be achieved by the Great Mahele of 

1848, a land distribution enacted by the government. The American Calvinists hoped the 

acquisition of a piece of property by each Hawaiian would enhance hard work, individualism, 

sobriety, and ultimately the spread of “true” Christian attitudes and values among Natives.23  

Thus, after 28 years of labor, American Calvinists could look back upon the laws of the land, 

individual Native land holdings, and Native membership in their churches and claim that Hawai‛i 

was a Christian nation at last.  

Under the centralized control of the ABCFM and the Hawaiian government, education 

served the twin goals of Christianizing and “civilizing” Natives and preparing the elites among 

them to operate the Kingdom.  Hawaiians were primarily educated in the private Christian 

schools run by the Calvinist Mission and the public schools of the Kingdom.  The American 

Calvinists had an undue influence over Hawaiians in both settings since they had created the 

schools that would eventually become the public school system and continued to train most of 

the teachers in their own private schools once the government schools were established.24   
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Even after the government assumed control of the common schools, the private schools 

of the American Calvinists still provided teachers for the common schools and, through their 

close ties with the ali‘i, they continued to exert considerable influence.  While the primary 

purpose of the common schools was to Christianize and “civilize” the students, the objective of 

the private schools the Calvinists continued to run was to provide an isolated environment 

whereby the best potential future leaders were educated separate from the degeneracy so 

prevalent all around them.  As future monarchs became less and less supportive of the activities 

of the American Calvinists, the latter soon lost more and more control over the operation of the 

public schools.  However, they continued to have influence over Hawaiian education through 

their own private schools.25   

The premier Calvinist school was Lāhaināluna Seminary.26  Initially Lāhaināluna was 

designated as a high school designed by the American Calvinists and funded by the ABCFM to 

prepare teachers for the common schools.  Ultimately the American Board intended it to be a 

seminary.  Thus, in 1838, the name of the school was changed to Lāhaināluna Seminary.  Thus, 

the school began in earnest to train religious workers for the Calvinist churches as the education 

became more formal, including the teaching of Latin and Greek for those students planning to go 

into the ministry.  Manual labor, however, was retained as a way to make the school self 

sufficient by requiring that the boys help raise the food and perform duties to maintain the 

school.27  In spite of the commitment of the ABCFM, in 1849, the mission transferred the 

Seminary to the government due to the inability of the American Board to continue financing the 

school.  The government assumed its maintenance, including salaries, and agreed not to interfere 

with religious teaching.  Even though the school was technically a public school – the only high 

school among the public schools - it continued for awhile to provide the American Calvinist 
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churches in Hawai‘i with ministers and missionaries.28  After 1854, when monarchs less devoted 

to the educational goals of the American Calvinists acceded to the throne, less emphasis was 

placed on training religious workers.  Throughout the school’s history up until the 1880s, 

graduates of Lāhaināluna Seminary served as leading members of Hawaiian society.29 

Among the schools the American Calvinists operated, the most important one for the 

training of the Hawaiian monarchy was the Hawaiian Chiefs’ Children’s School, often called the 

Royal School.  Founded in 1839, at the request of the high chiefs of Hawai‘i, the Royal School 

existed for ten years as a co-educational boarding school, established for the sole purpose of 

training the Kingdom’s future rulers.  An American Calvinists couple, Amos Starr and Juliette 

Montague Cooke, ran the school.  In attendance were 16 royal children, 5 of who became the last 

5 rulers of the Hawaiian kingdom.  In order to meet the responsibility of raising Christianized 

and “civilized” ali‘i for the Hawaiian kingdom, the Cookes relied on teaching their charges 

Christian doctrine, developing a formal school curriculum, isolating their students from the 

indigenous culture and imposing a rigid method of discipline.30   

Of all the schools begun by the American Calvinists, Punahou School was to make the 

most lasting contribution through its training of haole leaders for Hawai‛i.  Although this school 

was established to educate children of Calvinist missionaries, it early became the school for the 

children of prominent haole families).  At the General Meeting of the Hawaiian mission in 1842, 

the final plans were completed to begin the school.  The Honolulu Calvinist children would be 

day students and all others would be boarders.  The Trustees of the school retained the right to 

determine the admittance of non-Calvinist missionary children under the condition that they 

board at the school.  Like Lāhaināluna Seminary, the school used a combination of formal 

education and manual labor to train the co-educational population of the school.  However, while 
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Lāhaināluna graduates were expected to enter into the service of the Kingdom of Hawai‛i upon 

graduation, Punahou graduates were expected to continue their studies in American universities 

before entering a position in Hawaiian commerce, government, or education.31 

Other schools that American Calvinists continued to operate separate from the public 

school system were ones that received sufficient financial support to remain independent from 

the public school system and boarded their students.  Boarding students provided more 

opportunities for the educators to experiment with some form of practical education.  In practice, 

this involved teaching students how to work and use and make tools through the curricula of 

manual labor and manual training.32  The rationale to create these boarding schools was to 

provide an education for select students under the continuous influence of American Calvinist 

educators.  As a result, it was agreed to board students at the Hilo Boys’ Boarding School, begin 

a boarding school for girls at Wailuku, Maui, and shift from educating adults in a day situation to 

children as boarders at Lāhaināluna Seminary.  All these innovations were considered to be 

experimental.  The impetus for these changes was the arguments of Reverends David Lyman and 

Richard Armstrong in favor of more practical, character-oriented education for Hawaiians.  

Boarding was deemed essential to obfuscate the bad influences from family members and other 

haole.33  Since only Lāhaināluna would continue to educate students beyond the age of 14, it was 

anticipated that the best students at Hilo Boys’ Boarding School, who were generally younger, 

would go on to Lāhaināluna Seminary.34  Meanwhile, the girls at Wailuku School for Girls were 

groomed to become wives of Lāhaināluna Seminary graduates.35   

Initially, all three schools included a curriculum consisting of common school courses 

and manual labor; the Hilo school also included manual training in its curriculum.  When 

Reverends Richard Armstrong and David Lyman spoke about wanting a “practical” education at 
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all the select schools, they were referring to the use of a manual labor and/or manual training 

systems.  Consequently, it was hoped that the other American Calvinists at their stations would 

establish schools that also implemented this meaning of “practical” into their curriculum.  

Waialua Boys’ Boarding School on the island of O‘ahu, Waioli Boys’ School on the island of 

Kau‘i, and Kohala Boys’ Boarding School on the island of Hawai‘i were American Calvinists 

schools that added manual labor to their curriculum.36   

By the late 1840s, the American Calvinists were well on their way to accomplishing the 

educational mission they had been directed to follow by the ABCFM through the training of 

teachers at Lāhaināluna Seminary and Hilo Boys’ Boarding School, the training of the future 

leaders at the Royal School and Punahou School, the on-going experiments with a practical 

education at the two other boys’schools at Waioli and Kohala (the one at Waialua had closed 

after the death of its founders), and preparing Western-trained wives at Wailuku Female 

Seminary for educated Hawaiian men.  However, beginning in 1849, financial difficulties in the 

United States impacted this rosy picture in Hawai‛i.  The American Board was forced to turn 

Lāhaināluna over to the government that year.  In spite of this separation, the school continued to 

operate as a training institution for most of the Hawaiian elites until the late 1880s.  The boys’ 

schools at Hilo, Waioli, and Kohala continued to exist by operating the school on a self-

sufficient basis.  Without adequate financial support, Wailuku School for Girls closed its doors in 

1850.   

 
Roots for the Decline of American Calvinists’ Influence 

By mid-century, the American Calvinists were in a position to assess their progress.  They 

claimed total success and declared that Hawai‘i was indeed a Christian civilization when the 

census showed that the majority of Hawaiians claimed to be Protestants, which at this time meant 
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members of the Calvinist religion (fig.1).  They had sown their seeds of Christianity in fertile soil 

and reaped a multitude of converts.  However, they were not to maintain their monopoly among 

the Natives for long.  Data gathered by the government demonstrate that Hawaiian members of 

the American Protestant churches was at 80 % in 1853 and dropped to 40 % by 1896.37  

 
CENSUS DATE    RELIGION 

    Protestant  Catholic  Mormon 
1853   56,840   11,401   2,778 
1866   ……..   ……..   …….. 
1872   ……..   ……..   …….. 
1878   ……..   ……..   …….. 
1884   29,685   20,072   …….. 
1890   ……..   ……...   …….. 
1896   23,273   26,363   4,886 

 
Fig. 1 Religious Census of Hawai‛i.38 

 
 
There are two factors for the decline of the American Calvinists influence during the last 

40 years of the 19th century.  The first factor was the interference of other religious groups.  

Within seven years of the Protestant American Calvinists’ arrival, the history of Roman 

Catholics began.  They were a part of a new Roman Catholic order, the Sacred Hearts of Jesus 

and Mary, which had been organized in France.  After it had spread throughout that nation, the 

order decided to evangelize in some distant, foreign country.  Concurrently, John Rives, a French 

advisor and secretary to the Royal Hawaiian visit to England, requested that a Catholic mission 

be sent to Hawai‘i.  Rome granted its approval of this mission, and three priests, Fathers Alexis 

Bachelot, Abraham Armand, and Patrick Short, left for Hawai‘i in November 1826.39 

The French Roman Catholic mission was not strictly a religious affair.  It was more of a 

government-supported venture, implementing national, commercial, and political influence in 

foreign nations.  Consequently, France felt unjustly treated by countries that admitted American 
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and English missionaries, but rejected those of French nationality.  The Hawaiian rulers did not 

understand that when they attempted to blunt the efforts of the Roman Catholic mission that their 

actions would bring foreign intervention.  However, this changed when France sent warships to 

Hawai‘i and forced the repeal of legalized intolerance of Roman Catholics.  One month before 

the warship LaPlace arrived, the Declaration of Rights was bestowed on the people.  But it did 

not guarantee religious liberty.  Following the LaPlace visit, an incident of religious persecution 

caused the King to include within the Declaration of Rights full liberty to all his chiefs and 

subjects, allowing people to embrace whatever religion they thought proper.40  Thus did religious 

toleration begin in Hawai‘i. 

During both periods of intolerance and tolerance, Roman Catholics attracted many 

followers.  These converts were mainly Hawaiians who had heretofore been unaffected by 

Calvinist influence or who were dissatisfied with the government and/or the Calvinist mission.  

The Roman Catholic mission also developed its own system of education, which included a high 

school as well.  To American Calvinists, these Roman Catholic converts were attempting to 

disorganize society and were identified as liars, thieves, drunkards, and adulterers.  The 

American mission’s real complaint was that the priests had placed doubt in many peoples’ minds 

about the “True Church” and the only means to an education.41 

The Catholic Church and Catholic education was solidly established in Hawai‘i by the 

early 1850s.  Persecution, except for minor difficulties, had passed forever.  However, the 

American Calvinists continued to oppose their Catholic rivals.  The combat ceased to be dual 

when the Mormons and Anglicans arrived in Hawai‘i to seek their own converts.42 

The first Mormon missionaries arrived in Hawai‘i on December 12, 1850.  Mormons had 

just established their mission in Utah four years earlier.  At first, they were interested in only 
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proselytizing haole.  Realizing that their prospects were thin, they turned to converting 

Hawaiians.  They were successful only on the island of Maui.  By 1851, Elders Cannon and 

Keeler had succeeded in converting 196 members.  Reinforcements were sent.  They began to 

translate the Book of Mormon into the Hawaiian language, and spread their mission to the other 

islands.  They were especially successful on the island of Lanai, making this site their 

headquarters.  Eventually, they moved their headquarters to Lā‘ie, ‘Oahu.  At this site, the 

Mormon mission rapidly developed into a viable religious and economic community.  By 1879, 

the Mormon Church membership totaled 4,408, well over one-tenth of the Hawaiian 

population.43 

The Anglican mission held very little appeal for the masses of Hawaiians in contrast to 

both the Roman Catholic mission and Mormon mission.  Probably the main cause of its failure 

was its late arrival into an already crowded field.  But despite its lack of appeal, the Anglican 

mission, or the Reformed Catholic mission as it called itself, was important in stimulating a 

sectarian dispute, which was highly damaging to all of the established congregations, but 

especially to the Calvinist mission.44  

The original request for an Anglican mission in Hawai‘i was made by the Reverand 

Ingraham Kip, the Anglican Bishop of California, Kamehameha IV, and R.C. Wylie, the English 

minister of foreign relations for the Kingdom.  The King’s public motive for requesting the 

Anglican mission was to prevent any one denomination from threatening the government.45   

The Reformed Catholic Church began its mission on October 11, 1862.  Immediately, they began 

to criticize the work of the other missions, especially the Calvinist mission.  They complained of 

the lack of interest taken by the other missions in the social and physical welfare of Hawaiian 

people.  They claimed that under a thin coating of Christianity, there was a universal prevalence 
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of “heathen” superstitions such as praying to death and sacrifices to the old deities.  Likewise, 

they criticized the lack of industrial boarding schools, which they planned to establish.46  After 

its initial year, the Anglican mission faced difficulties.  They lacked the financial support of 

England, and, more importantly, they lacked appeal among the Hawaiians.  Only the Royalty 

adopted their religion. Although they did not create schools for primary and intermediate 

students, they did establish Iolani, a high school for boys, and the Priory, a high school for 

girls.47  

The second factor for the decline of the American Calvinists influence was the opposition 

to their “good works” from Natives and anti-religious haole.  Religious skepticism continued to 

aggravate the Calvinist missionaries’ influence throughout their entire history in Hawai‛i.  The 

anti-religious haole did everything in their power to dispel the influence of religious groups in 

Hawai‛i.  Small pockets of religiously skeptical and backsliding Hawaiians existed throughout 

the Kingdom during the entire Christianizing period, vexing missionaries by their encouragement 

to Christian Natives to practice intemperance, adultery, dancing, smoking tobacco, and other 

“disgraceful” acts.  Concurrently, anti-religious and backsliding Natives, fearing ali‘i less due to 

their diminished power, became more brazen in their disregard for the Christian laws of the 

nation.  The increased strength of the skeptics led to a viable challenge to Calvinist missionary 

virtues.  More and more of the acceptable behaviors of the islanders were now being decided by 

these anti-religious groups.  By 1870, the acceptance and legality of the theater, dancing 

(including the hula), saloons, Native drinking, and prostitution demonstrated how manifest the 

reversal of Calvinist influence had become.48 

Moreover, a rift between Hawaiians and American Calvinists surfaced when Hawaiians 

compared their poverty to what seemed like the economic success of Calvinist missionaries.  
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This attitude probably began when anti-religious haole claimed that the Calvinist missionaries 

were, on the one hand, out to blind the Hawaiians with their religion, and, on the other hand, 

pocket the wealth of the islands.  This assertion was especially damaging to Calvinist 

missionaries because it had a semblance of truth.  After they had initiated the Great Mahele, 

haole were becoming rich off of their newly acquired land, and, in a few cases, some Calvinists 

had benefited as well.  Even though most of the land had gone to non-Calvinist haole, the 

Calvinists were blamed for Hawaiian loss of land.49    

 
The Impact on Education of the Declining Calvinist Influence  

By the time of the 1853 census, there were strong indications that Calvinist influence in Hawai‛i 

had reached its zenith and was beginning to decline.  Both the Roman Catholics and Mormons 

had made substantial inroads into the Hawaiian Islands.  Within another decade, the Anglican 

mission completed the successful interference of these Christian faiths with the once Calvinist-

dominated field.  The 1896 census conclusively documented the decline of the preceding 40 

years (fig. 2).  The striking features of these figures are, first, the large percentage of Native 

adherents to the Roman Catholic and Mormon faiths and, second, the large number of Natives 

who did not return the census forms and were, therefore, presumably indifferent.   

 
CENSUS DATE    RELIGION 
Nationality  Protestant  Catholic  Mormon Not Reporting 
Hawaiian  12,842   8,427   4,368  5,382 
Part-Hawaiian    3,242   2,633      396  2,274 
 

Fig. 2. Religious Census of Hawai‛i: 1896.50 
 
 
After mid-century, the response of Calvinists to the challenge to their authority was to 

establish new educational goals.  The increasing loss of Hawaiian adherents to the Calvinist 
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religion not only endangered their hold over Hawaiians, it jeopardized the political and economic 

reforms they had instituted during the first 30 years since their arrival in the Islands.  At first, 

they decided to focus upon female education.  They argued that the way to influence both men 

and children was through women.  Female education for Hawaiians followed the philosophy of 

the “Cult of true womanhood,” which proposed that the home and the economy were separate; 

the home designated as the female’s only sphere of  influence; women were morally superior to 

men; and the role of the mother was idealized in terms of her attention to and sacrifice for 

husband and children.51  To the Calvinists, training Hawaiian females was the way to get men 

and children to adhere to their Christianizing and “civilizing efforts” because women controlled 

the home. 

The first experiments in female schools occurred during a period of little interest in 

educating girls.  Wailuku Female Seminary was designed to prepare Hawaiian females to 

become wives of Hawaiian males trained for leadership roles.  Due to financial difficulties and 

the propensity of the American Calvinists to allocate scarce resources for Hawaiian males, it was 

closed by 1850.  Beginning in the 1860s, however, there was a concerted effort by Calvinist and 

others to focus on female education.  Although the new King, Kamehameha IV, was less friendly 

to the American Calvinists, he supported educating females as a means to preserve the 

independence of Hawai‘i by projecting the Kingdom as an educated nation.52  The new female 

seminaries were to be conducted on Christian principles, but each board of directors or trustees 

was given full discretion as to the form of Christianity they might choose to inculcate.53 More 

concern was expressed about providing the graduates of female schools with the means of a 

livelihood as well.  Besides training the girls to produce household goods or domestic skills they 
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could sell, some American Calvinists voices called for the training of Hawaiian females as either 

missionaries or public school teachers.54 

 Even though the government was willing to financially support female seminaries, it was 

still up to independent organizations or individuals to establish these schools.  American 

Calvinists again took the lead as in the past.55  As a result, between 1860 and 1870, they 

established four female seminaries: Waialua Female Seminary and Kawaiahao Female Seminary 

on the island of Oa‘hu, Kohala Female Seminary on the island of Hawai‘i, and Maunaolu Female 

Seminary on the island of Maui.  Calvinists borrowed the structure of the female seminaries from 

the United States to accomplish their goal. This included a reliance on the practical arts of the 

household and instruction in morals, religion, literary, domestic, and ornamentals.  At first, the 

main emphasis for this training was to prepare “civilized” wives for Hawaiian leaders.  But 

increasingly the motive for the schools was to Westernize Hawaiian society by training Hawaiian 

women to perform industrialized labor for the modern economy. 56   

A second part of the Calvinists’ change in educational goals was to alter the curriculum at 

all the schools they controlled towards an English language format, manual labor and/or manual 

training instruction, and a common school curriculum.  Because of the decline in religious 

adherents, American Calvinists were reaching the decision that they could no longer count on 

Hawaiians to follow their leadership.  To safe guard all that they had accomplished, they would 

need to prepare for the day when they would have to take over the government of Hawai‛i.  Due 

to their American roots, they were determined to follow the American pattern of having haole in 

charge and non-haole as subordinates.  Thus, they altered their education from preparing talented 

young Hawaiian adults for service to the government of the Kingdom to preparing them for a 

secondary status.  In the meantime, Calvinist children were receiving academy and college 
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educations, which prepared them to become the future leaders of Hawai‛i.  Calvinists could do 

this because they controlled the majority of the private schools training Hawaiians and because 

second-generation American Calvinists were being trained as educators and were increasingly 

taking positions of authority in the public school system.57      

At this time, the American Calvinists led the movement to spread manual training from 

its base at Hilo Boys’ Boarding School to the female seminaries.  Towards the last twenty years 

of the nineteenth century, Kawaiahao, Kohala, and Maunaolu Seminaries expanded their 

enrollment.58  Most likely this was due to the success the seminaries were having in preparing its 

students for paid employment, which coincided with the growth of industrial departments and the 

acquisition of industrial skills by the students.  No longer was marriage the primary motive for 

training the girls.  Contrariwise, they were being prepared to take their places alongside 

Hawaiian men as workers, providing the necessary industrial skills to run the modern plantation 

economy of Hawai‘i.59   

Since Hilo Boys’ Boarding School was incapable of training all the Hawaiian men 

needed in the economy, it made sense to American Calvinists that they needed to sponsor more 

schools like the one at Hilo.  The Kamehameha School for Boys represented the first new school 

that the American Calvinists had created for boys in over 50 years.  Before her death in 1884, 

Bernice Pauahi Bishop, heir to the vast lands of the Kamehameha dynasty, established through 

her will the design to create two private schools, one for boys and one for girls.  The boys’ 

school opened in 1887.60  Mrs. Bishop had died by this time, however, her husband carried out 

her wishes.  The students were to be Hawaiians by preference.  Instruction was to be in English 

and stressed manual training.  As per her wishes, the course of study required several hours of 

manual labor every day.61  Even though the school was not officially a Calvinist school, since 
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most of the people connected with it were members of the Calvinist party, including its founders, 

board of directors, first president, and first and second principals, it was considered an extension 

of the education work being done by American Calvinists.62   

At about the same time that the Kamehameha School for Boys was being established, 

American Calvinists were also beginning the Kaua‘i Industrial School.  This school was 

originally conceived as a coeducational industrial school, near the city of Līhu‘e, on the island of 

Kaua‘i, because this island did not have any school providing an industrial education like the rest 

of the major islands.  It never did admit girls, but during the 10 years of its existence it trained 

skilled workers for the plantations of the island of Kaua‘i.63  

Lāhaināluna Seminary, which had once been the recipient of the best students from the 

other American Calvinists schools, after the 1880s was less involved in training Hawaiian elites 

for service to their nation due to changing language instruction from the vernacular to English.  

Whether this was the ultimate purpose of the American Calvinists leaders is uncertain.  However, 

when the school was remodeled into another manual training school after American Calvinists 

took over the government in 1893, it was done with the purpose of depriving leadership training 

to Hawaiians.   

By the time Liliuokalani replaced her brother as monarch, the battle had polarized 

between two groups: Hawaiians and haole.  But since Hawaiians viewed the Calvinists as the 

dominant haole, the hatred of foreigners was mainly vented against them.  To most Hawaiians 

during the last half of the 19th century, American Calvinists represented the cause of all their 

woes: the rapid dwindling of a proud race, the disappearance of their land and culture, and the 

diminishing power of their ali‛i.  Hawaiians rose up to protest what they saw as the onslaught of 

the Calvinists way of life: narrow-minded morals, money and land grubbing, stinginess, and 
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hard-heartedness.64  When Liliuokalani attempted to carry through politically what her brother 

had been doing socially, a haole-led revolution overthrew the monarchy, set up a Republic, and 

petitioned for annexation by the United States.  The latter was fulfilled in 1898. 

This move represented the final touches to changes that American Calvinists put into 

place as the result of decline in their religious following, which challenged the work they had 

instituted since their arrival in 1820.  The result of their work was that all the schools under 

American Calvinists’ control were training Hawaiian boys and girls through manual labor and/or 

manual training curricula to be skilled workers in the Hawaiian economy.  Punahou School was 

the only remaining school under American Calvinists influence that was still training elites for 

Hawaiian society.  Nearly, all of the graduates of this school were either the sons or daughters of 

American Calvinists or plantation owners. 

 
Conclusion 

At the turn of the century, Hawai‛i was completely transformed.  Annexation of the islands to the 

United States had crushed whatever resistance had existed both from both anti-Calvinists haole 

and Natives.  The antagonists ceased to battle, and the religion of Hawaiians was finally 

completely negated.  Christianity became the predominant religion of Hawaiian people.  More 

religious sects, Christian and non-Christian alike, were established in Hawai‛i.  Moreover, 

sectarian disputes ceased, and Hawai‛i became one of the most religiously tolerant communities 

in the world.   

On the surface the battle for the souls of Hawaiians was waged on a religious battlefield 

between the traditional religion, Christianity, and religiously skeptical haole.  In reality, the war 

was actually won by Calvinists through their control over education.  When American Calvinists 

had the allegiance of the maka‘āinana and ali‛i, these educational systems had evolved with 
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Hawaiian collaboration under the belief that an educated populace helped modernize the 

Kingdom and preserve Hawaiian sovereignty.  It was also through education that the majority of 

Hawaiians were trained to become Christians.  However, during the last 40 years of the 19th 

century as less and less Hawaiians remained members of their churches, American Calvinists 

shifted their emphasis from just Christianizing and “civilizing” Hawaiians to preparing the 

Hawaiian nation for haole dominance.  With the success of the sugar industry after the 1870s, 

haole planters came to dominate the Hawaiian economy.  The continual expansion of the sugar 

industry required a government supportive of this development.  Increasingly, during the latter 

twenty years of the Kingdom’s existence, both the monarchy and the people opposed anything 

that furthered the interests of haole.   As a result of these conflicts, Calvinists altered the 

education of Hawaiian elites in their own schools by substituting their leadership training system 

with one meant to prepare Hawaiians for secondary roles in their own society.   

NOTES 
 
                                                 
1 Religion is briefly defined as a set of symbolic forms and acts which relate man to the ultimate conditions of his 
existence.  Robert Beulah, "Religious Evolution," in Reader in Comparative Religion, ed. W.A. Lessa and E.Z. 
Voght (New York, NY: Harper and Row, 1965), 78. 
2 Originally, Hawaiians applied the term haole to all foreigners; over time, it applied primarily to White people of 
Anglo Saxon Protestant background.  Thus, when Portuguese immigrants arrived in Hawai‘i, they were not referred 
to as haole.  Generally, the term has a neutral connotation, used to designate the background of a person.  It can, 
however, be used negatively, especially when dominance and subordination are involved in its use.   
3 Martha W. Beckwith, Hawaiian Mythology (New Haven, CT: Yale University, 1940), 159; E. S. C. Handy and 
Mary Pukui, Polynesian Religion (Honolulu, HI: Bishop Museum, 1927), 43; David Malo, Hawaiian Antiquities 
(Honolulu, HI: Bishop Museum, 1951), 53-54, 58, 81-82. 
4 Ralph S. Kuykendall, The Hawaiian Kingdom: 1778-1854 (Honolulu, HI: University of Hawai'i Press, 1966), 29-
44; David Tyerman and George Bennett, Journal of Voyages and Travels (Boston, MA: Crocker and Brewster, 
1832), 351, 92, 435-36, 77, 81. 
5 Beckwith, Hawaiian Mythology, 8; Ephraim Eveleth, History of Sandwich Islands (Philadelphia, PA: American 
Sunday Schools, 1839), 78; Walter P. Frear, A Century of Achievement (Honolulu, HI: Hawaiian Mission 
Association, 1920), 7. 
6 Aarne A. Koskinen, American Calvinists Influence as a Political Factor in the Pacific Islands (Helsinki: Seurah 
Kirjapainon, 1953), 26. 
7 Lawrence H. Fuchs, Hawaii Pono: A Social History (New York, NY: Harcourt, Brace & World, 1961), 196-97, 
212. 
8 James J. Jarves, History of the Hawaiian or Sandwich Islands (Boston, MA: James Munroe, 1843), 206-207, 212.  
9 Ernest.C. Beaglehole, "Some Modern Hawaiians," University of Hawaii Research Publications 19 (1939): 82-82. 

2008 HICE Proceedings 
Page 5634



 24

                                                                                                                                                             
10 William M. Blackman, The Making of Hawaii: A Study in Social Evolution (New York, NY: The MacMillan 
Company, 1899), 68-69. 
11 Jarves, History, 206-207, 212.   
12 Ibid. 210. 
13 Samuel Kamakau, Ruling Chiefs of Hawaii (Honolulu, HI: Kamehameha School Press, 1961), 288. 
14 Handy and Pukui, Polynesian Family System, 233-234. 
15 Lilikala Kame'eleihiwa, Native Land and Foreign Desires: Pehea La E Pono Ai? (Honolulu, HI: Bishop Museum, 
1992) 80-84, 142-143; George K. Young, "Mo'olelo Kaukau Ali'i: The Dynamics of Chiefly Service and Identity in 
'Oiwi Society" (Ph. D. diss, University of Hawaii, Mānoa, 1995), 109, 277-280. 
16 John H. Bratt, The Rise and Development of Calvinism (Grand Rapids, MI: William B. Eerdmans Publishing Co., 
1959), 122-28; Warren Candler, Great Revivals and the Great Republic (Nashville, TN: Publishing House of the 
M.E. Church, 1904), 189, 91-92; John T.  McNeill, The History and Character of Calvinism (New York, NY: 
Oxford University Press, 1954), 353. 
17 Rufus Anderson, History of the Mission of the American Board of Commissioners for Foreign Missions to the 
Hawaiian Islands (Boston, MA: Congregational Publishing Board, 1872), 10-12.  Also, see Bingham, Residence of 
Twenty-One Years, Kuykendall, 1778-1854, and Tyerman and Bennett, Journal of Voyages and Travels. 
18 William Ellis, Journal of a Tour around Hawaii (Boston, MA: Crocker & Brewster, 1825), 44, 161, 76, 79. 
19 Bingham, Residence of Twenty-One Years,164, 76, 96-97; Titus Coan, Life in Hawaii (New York, NY: Anson 
D.F. Randolph, 1882), 63; Ellis, Journal of Tour, 43-44, 48, 165; Eveleth, History of Sandwich Islands,104; Jarves, 
History, 225, 99; Kamakau, Ruling Chiefs, 261-62; Koskinen, American Calvinists Influence, 27-28, 32; C. Stewart, 
Private Journal of Voyage to and Residence in Sandwich Islands (New York, NY: John P. Haven, 1828), 164, 76, 
96-97. 
20 Beaglehole, “Modern Hawaiians,” 83; Blackman, Making of Hawaii, 85; Coan, Life in Hawaii, 52-52; Koskinen, 
American Calvinists Influence, 28, 30. 
21 Sandra E. Wagner, “Sojourners Among Strangers: The First Two Companies of American Calvinists to the 
Sandwich Islands” (Ph.D. diss, University of Hawaii, 1986), 49-52. 
22 “Instructions of the Prudential Committee” (Boston, MA: ABCFM, 1838). 
23 James M. Alexander, The Islands of the Pacific (New York, NY: American Tract Society, 1895), 184-195; 
William D. Alexander, "Early Industrial Teaching of Hawaiians," Thrum's Hawaiian Annual (1895), 91-100. 
24 See Bernard O. Wist, “American Foundations of Public Education in Hawai‛i: The Socio-Economic Factors 
Which Were Influential in the Shaping of an American Public School System in Hawai‛i” (Ph. D. diss., Yale 
University, 1937). 
25 Ibid. 
26 George T. Lecker, "Lahainaluna" (Ph. D. diss, University of Hawaii, 1938), xii. 
27 "Annual Report of American Board (1837)," 100; "Extracts 1837," 16. 
28 Andrews, "Lahainaluna Seminary," 24. 
29 Lecker, "Lahainaluna," 483-485. 
30 Wist, "American," 78-79. 
31 Ibid., 115-116. 
32 Johann Pestalozzi fathered these curricula and American Calvinists educators were quite familiar with their uses.  
See Melvin L. Barlow, History of Industrial Education in the United States (Peoria, IL: Chas. A. Bennett Co., 1967); 
Charles A. Bennett, The Manual Arts (Peoria, IL: The Manual Arts Press, 1917); Charles A. Bennett, History of 
Manual and Industrial Education up to 1870 (Peoria, IL: Charles A. Bennett Co., 1926); Stuart H. Comings, 
Industrial and Vocational Education: Universal and Self Sustaining, 2nd ed. (Boston: Christopher Publishing House, 
1915); Clyde W. Hall, "A Survey of Industrial Education for Negroes in the United States up to 1917," (Ph. D. diss, 
Bradley University, 1953); Charles H. Ham, Manual Training: The Solution of Social and Industrial Problems (New 
York, NY: Harper & Brothers, 1896); Frank J. Keller, Principles of Vocational Education (Boston, MA: D.C. Heath 
and Co., 1948); F. Theodore Struck, Foundations of Industrial Education (New York, NY: John Wiley and Sons, 
1930); Samuel J. Vaughn and Arthur B. Mays, Content and Methods of the Industrial Arts (New York, NY: Century 
Co., 1924); Calvin M. Woodward, Manual Training in Education (London: Walter Scott, 1890).  
33 "Extracts from the Minutes of the General Meeting of the Sandwich Islands Mission" (Honolulu, HI: Sandwich 
Islands Mission, 1835), 7-20. 
34 Mildred O. Gordon, "A History of the Hilo Boarding School" (M.A. thesis, University of Hawaii, 1936), 58-60. 
35 ABCFM, General Letters of the ABCFM to Sandwich Island Mission  (Boston, MA: ABCFM) 11-12. 

2008 HICE Proceedings 
Page 5635



 25

                                                                                                                                                             
36 “Annual Report and Minutes of the Hawaiian Evangelical Association”(Honolulu: Hawaiian Evangelical 
Association, 1871), 57-64; “Hawaiian Mission Children’s Society Annual Report” (Honolulu: Hawaiian Mission 
Children’s Society, 1871), 12-14. 
37 Robert C. Schmitt, "Religious Statistics of Hawaii, 1825-1972," The Hawaiian Journal of History, VII (1973) 41-
47. 
38 The statistics were reported in Schmitt, Demographic Statistics of Hawaii (Honolulu, HI: University of Hawaii, 
1968), 76. 
39 Reginald Yzendoorn, History of the Catholic Mission in the Hawaiian Islands (Honolulu, HI: Star Bulletin, 1927), 
29-31. 
40 Kuykendall, 1778-1854, 133-134, 149-152. 
41 Lydia Coan, Titus Coan, a Memorial (Chicago, IL: Revell, 1884), 61-62; Coan, Life in Hawaii, 96-97; William 
Ellis, The American Mission in Sandwich Islands (London: Whitney, 1866), 55-57; Hunt, Past and Present of the 
Sandwich Islands, 120, 132-133. 
42 Yzendoorm, History of the Catholic Mission, 192. 
43 Margaret Bock, "Church of Jesus Christ of Latter Day Saints in the Hawaiian Islands" (M.A. thesis, University of 
Hawai‛i, 1941), 1, 3-4. 
44 Restarick, Hawaii, 91. 
45 Hawaiian Church Mission: Occasional Paper (London: Rivington, 1865), 38-39; Korns, Victorian Visitors, 84; 
Restarick, Story, 26, 59. 
46 Hawaiian Church Mission, 8-9, 25, 29; Korn, Victorian Visitors, 49, 74. 
47 Hawaiian Church Mission, 90-91. 
48"Annual Report and Minutes of the American Board of Commissioners for Foreign Missions" (Boston, MA: 
American Board of Commissioners for Foreign Missions, 1863), 130; Coan, Life in Hawaii, 50, 53-54; Jarves, 
History, 299-300; Kamakau, Ruling Chiefs, 300-01. 
49 Kame‛eleihiwa, Native Land, 295-296; Ronald H. Stauffer, “Holly Quest: The Puritan Americanization of Hawaii. 
The Antifeudal Hawaiian Revolution: 1839-1850” (M.A. thesis, University of Hawaii, 1980), 108. 
50 The statistics were reported in William Blackman, Making of Hawaii, 91. 
51 A. E. McClelland, The Education of Women in the United States: A Guide to Theory, Teaching and  
Research (New York, NY: Garland Publishing, 1992), 59. 
52 “Government Support of Family Schools for Hawaiian Girls,” Hawaiian Gazette (June 24, 1865): 12. 
53 Mataio Kekuanaoa, Biennial Report of the President of the Board of Education to the Legislature of 1860 
(Honolulu, HI: Hawaiian Government, 1860), 10. 
54 “Minutes of the Meeting of the Hawaiian Evangelical Association” (Honolulu, HI: Hawaiian Evangelical 
Association, 1863), 18. 
55 William P. Alexander, Letter to Mr. Poque and Mr. Andrews, October 18, 1858, Missionary Letters Collection, 
Hawaiian Mission Children's Society, Honolulu, HI.; Ephraim M. Clark, Letter to Mr. Poque and Mr. Andrews, 
September 16, 1858, Missionary Letters Collection, Hawaiian Mission Children's Society, Honolulu, HI.; Edward 
Johnson, Letter to Mr. Poque and Mr. Andrews, December 9, 1858, Missionary Letter Collection, Hawaiian Mission 
Children's Society, Honolulu, HI.; John D. Paris, Letter to Mr. Poque and Mr. Andrews, December 4, 1858, 
Missionary Letters Collection, Hawaiian Mission Children's Society, Honolulu, HI. 
56 For a more indepth discussion of Hawaiian female seminaries, see Carl Kalani Beyer, “Female Seminaries in 
America and Hawai‘i During the Nineteenth Century,” The Hawaiian Journal of History, 37 (2003): 91-118. 
57 Sanford B. Dole to Jared Smith, 24 September 1889, Smith Papers, Hawaiian Mission Childrens' Society 
Collection; Annual Report and Minutes of the HEA (Honolulu, HI: HEA, 1891; 1894; 1895; 1896; 1897;  
1898), 20; 39; 45; 44; 33; 29; Walter M. Gibson, Biennial Report of the President of the Board of Education to the 
Legislature of 1886 (Honolulu: Hawaiian Government, 1886), 17-18; See William D. Alexander, "Biennial Report 
of the President of the Board of Education to the Legislature" (Honolulu, HI: Hawaiian Government, 1892-1898); 
"Report of the Minister of Public Instruction " (Honolulu, HI: Territory of Hawaii, 1898).  See, also, Alatau T. 
Atkinson, "Report of the President of the Board of Education to Territorial Government" (Honolulu, HI: Territory of 
Hawaii, 1905). Finally, see Chares R. Bishop, "Biennial Report of President of the Board of Education to 
Legislature" (Honolulu, HI: Hawaiian Government, 1880, 1882, 1888); William R. Castle, "Biennial Report of 
President of the Board of Education to Legislature" (Honolulu, HI: Republic of Hawaii, 1894, 1896).      
58 Waialua Female Seminary closed in 1882 after financial and staffing problems.  "Female Boarding Schools," 
Supplement to The Friend 21 (7) (1873): 23.  

2008 HICE Proceedings 
Page 5636



 26

                                                                                                                                                             
59 Beyer, “Female Seminaries,” 112-114. 
60 The girls’ school was slated to open in 1891, but due to the political conflicts the school did not open until 1894. 
61 "Kamehameha's Memorial," Paridise of the Pacific (1895): 69-70. 
62 Ibid. 
63 Statement of Kauai Industrial School Board to the President of the Hawaiian Board, Unpublished manuscript, 
Smith Papers, Hawaiian Mission Children's Society Collection. 
64 Beaglehole, "Modern Hawaiians," 17, 79; Koskinen, Missionary Influence, 91, 94, Melville, Children of the 
Rainbow,x-xi. 

2008 HICE Proceedings 
Page 5637



Examining Student Mobility: A Japanese Higher Education Perspective 
Michael P. Johnson 
Muroran Institute of Technology 
27-1 Mizumoto, Muroran, Japan 050-0071 
mike@johnsonpacific.com 
 
Introduction 

 
Over the years higher education has embraced internationalization as a means 

for improving teaching, learning, and research outcomes. In addition to its utility in 
realizing these objectives, the benefits of internationalization have also been found to 
extend into institutions’ economic viability, as well as local and national 
competitiveness. These extenuating effects have transformed the internationalization of 
higher education into a broader institutional and societal concern. While 
internationalization is generally pursued through a wide range of initiatives, student 
mobility has become firmly established as the preferred method for internationalizing 
institutions of higher education. Internationalization through student mobility, both 
inward and outward, has had particular appeal as it can be adapted to particular national 
or institutional needs. Japan is one of many nations which have embraced student 
mobility as a means of internationalizing higher education for these reasons. This paper 
endeavors to illustrate the varied and evolving educational and political motivations 
behind internationalization efforts in Japanese higher education, and in doing so 
illustrate the utility of student mobility as a policy option benefiting both institutional 
and national interests. It also evaluates areas requiring attention if Japan hopes to remain 
competitive in the expanding international student market. 
 
Global Trends in Student Mobility 
 
 With the growing integration of worldwide politics, economics and culture 
accompanying modernity, institutions of higher education have found it increasingly in 
their best interest to pursue ‘internationalization’. While internationalization in terms of 
higher education escapes standard definition, a useful general description is provided by 
Knight: 
 

“Internationalization of higher education is the process of integrating the 
international dimensions into the teaching, research, and service functions of an 
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institution of higher education” (cited in Van der Wende 1996, pg. 8).  
 
Motivations for internationalizing higher education vary across institutions and national 
contexts. Knight and DeWit divide these motivations into two broad typographical 
categories, namely ‘economic and political rationales’, and ‘cultural and educational 
rationales’ (cited in: Rizvi and Lingard 2006, pg. 257). Knight and DeWit describe the 
main economic rationales in terms of the positive effects internationalization has on 
growth, investment, labor market competitiveness, and other financial incentives 
realized through foreign student revenue, while political motivations generally center on 
the cultivation of international relations. Culturally, motivations include national 
aspirations to export cultural and moral values, and the desire to promote a more 
tolerant and understanding society through increased cross-cultural interaction. It terms 
of educational and learning objectives, internationalization is pursued primarily as a 
means of enhancing the quality of teaching, learning, and research, but also in terms of 
its ability to expand institutional competencies and capacity through international 
cooperation (ibid). 
 The internationalization of higher education has been pursued on a variety of 
levels and through a range of means. Most commonly, efforts have been directed in the 
areas of curriculum, research, administration, and student mobility. Of these areas, 
student mobility has remained the most prominent (Van der Wende 1996). Particularly 
with advances in communications technologies and transportation systems, information 
regarding educational opportunities abroad and the logistical ease through which these 
opportunities can be pursued, has rendered international higher education increasingly 
accessible (Williams and Iijimbo 1999, pg. 53). These conditions have resulted in a 
steady expansion in the number of internationally mobile students; a population which 
grew forty-one percent, from 1.75 to 2.5 million, between 1999 and 2004 (UNESCO 
2006). A variety of factors contribute to student mobility. These factors are often 
broadly classified as ‘push’ and ‘pull’ factors. Push factors are those which drive 
students to seek education outside of their country of origin, and generally involve 
limited or unappealing educational opportunities at home. Pull factors are those which 
draw students to foreign institutions due to their relative appeal and merits. Students are 
particularly drawn to higher prestige foreign universities with high research profiles and 
institutions which offer a gateway to employment in destination countries. The relative 
development of industrialized nations is also a significant attraction for students coming 
from lesser-developed countries (Williams and Iijimbo 1999, UNESCO 2006).  
 Expanding international student mobility has been accompanied by growing 
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importance being placed on the potential economic gains international students 
represent for institutions and governments. While educational, cultural and political 
motivations persist, in many cases these are being overshadowed by an increasing 
market orientation. As Welch observes, 
 

The recent emergence of a market discourse in relation to international students 
is itself worth noting, as signifying a transition to a logic of economics rather 
than one based on education, or social good. (2002, pg. 440) 

 
This market orientation emerged in the 1980s, and coincided with cuts in government 
funding and budgets for higher education (Van der Wende 1996, pg.12., Welch 2002). In 
this perspective, international students became viewed as a potential source of revenue 
to offset budget deficiencies. In certain nations, such as Australia, where the number of 
international students increased 960% between 1980 and 1999, these students have 
clearly come to be seen as a means of enhancing institutions’ economic viability (Welch 
2002, pg. 440). The economic importance placed on international students has resulted 
in a great number of higher education institutions allocating their internationalization 
budgets almost entirely to the promotion of inward student mobility.  
 In keeping with this increasing economic orientation, tracking and measuring 
international student flows has become a priority for higher education institutions 
looking to market themselves internationally. The largest regional provider of outwardly 
mobile students is East and Southeast Asia, representing 701,000 students, 29% of the 
world’s total of mobile students (UNESCO 2006). According to Marginson and 
McBurnie (2004), 
 

The Asian region is a hot house of student mobility, program mobility, and 
innovative forms of managing and regulating international education. There is 
a growing number of middle class families willing to invest in post-secondary 
education, which – given lack of local opportunities, plus the benefits of going 
abroad – often means a foreign education. … for students and academics, the 
region provides many opportunities to engage in rich cultural, linguistic, 
academic, geographical and social experiences. (2004) 

 
In terms of destinations for internationally mobile students, the United Nation’s 2006 
Education Digest noted that the top six host countries represented the destinations for 
67% of the world’s internationally mobile students (these nations include: the United 
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States, the United Kingdom, Germany, France, Australia, and Japan). In the same report, 
it was observed that “mobile student populations grew almost three times as fast as 
domestic enrolment in these host countries, 41% compared to 15%” (UNESCO 2006 pg. 
35). Due to the financial pressures facing higher education in various countries, many 
institutions find that identifying potential groups of mobile students (such as those in 
Asia) and marketing to them, represents the most pragmatic means for 
internationalization. In such cases, as Van der Wende observes, “student mobility is 
often seen as an end in itself” (1996, pg.13), and as such becomes the primary focus of 
internationalization efforts. 
 
Internationalization through Student Mobility in Japanese Higher 
Education: An Overview 
 
 Internationalization has not been instituted as intuitively in Japan as it has in 
other nations. This is likely due to a combinations factors arising from the nation’s long 
history of cultural, political, and geographic isolation. These cultural legacies have 
undoubtedly had resonance in the ethnocentrism found throughout the nation today. 
Despite such predispositions, the tides of globalization, particularly the integration of 
national economies, have driven Japan to pursue internationalization in many sectors, 
particularly education. The result of these opposing pressures, according to Sugimoto 
(2003), is a contemporary Japan “caught between the contradictory forces of narrow 
ethnocentrism and open internationalization” (pg. 185). These opposing forces have 
resulted in internationalization policies whose motives have occasionally been called 
into question. According to McVeigh, internationalization in Japan is “actually a form of 
nationalism and is intimately bound up with issues of being Japanese/we/inside versus 
non-Japanese/other/outside” (2002, pg.149). Others have classified internationalization 
efforts in Japan as a form of ‘tatemae’ (outward appearance/pretense) with the express 
goal of gaining “politico-economic advantages in the globalizing market” (Kikuchi and 
Broulliard cited in McVeigh 2002 pg. 150). These observations, while accurate, are 
consistent with the variety of motives identified by Knight and DeWit above which 
underlie each respective nation’s internationalization efforts. 
 Presently, internationalization efforts in Japanese higher education are 
primarily initiated by the central government, governmental agencies, and individual 
institutions, although some private organizational support and promotion is also carried 
out. Government efforts to internationalize higher education began in earnest with 
MEXT’s (Japan’s Ministry of Education, Science, and Culture) 1983 ratification of the 
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“Plan to Accept 100,000 Foreign Students”. Under this policy, as the name suggests, the 
national government sought to increase the number of foreign students in the nation’s 
universities, colleges and polytechnics from the 10,428 students present in 1983, to over 
100,000 by the year 2000. This attempt at internationalization was initially motivated by 
educational and cultural rationales. Through the importation of international students, 
the Japanese government hoped it could “reduce the cultural isolation of the nation” 
(Stichwich 2001, pg. 466). While furthering cross-cultural understanding remains a 
strong underlying current in Japan’s internationalization initiatives today, the focus of 
recent internationalization policies in higher education has shifted distinctly to its 
potential role in improving institutional competitiveness, research outcomes, and 
international standing.  

Particularly over the past decade, this theme has emerged in various reports and 
policies drafted by MEXT. The 1998 report entitled “A Vision for Universities in the 
21st Century and Reform Measures” (MEXT 1998) advocated the promotion of inward 
international student mobility as one means of raising the qualitative standard of higher 
education and research in Japan to an international level. Specifically, the report 
suggested that through the forging of ties with foreign institutions, an increase in the 
number of inwardly mobile specialized international researchers could be realized. The 
presence of these researchers, in turn, would have a positive effect in reforming the 
methodological and administrative approaches to research in Japanese higher education. 
In a more recent report aimed at “the strategic promotion of international activity of 
science and technology” (MEXT 2005), the role of inward student mobility is again 
stressed as a means of increasing Japanese higher education’s international 
competitiveness and research quality. Particularly due to increased international 
competition, the report warns that the nation needs to be more proactive in maintaining 
its competitive advantage, and proposes that this should be achieved through developing 
an attractive research environment which would “attract researchers, technology and 
other intellectual resources from throughout the world” (MEXT 2005). 
 
Student Mobility and National Universities 
 

The recent emphasis on improving international standing and research 
outcomes through inward mobility has particularly applied to national universities. 
Particularly following the corporatization of Japan’s national universities in 2004, and 
the resulting introduction of research accountability and competition in and amongst 
these institutions, internationalization has taken on a newfound importance. With 
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privatization, national universities now find themselves having to compete for funding. 
Traditionally, institutions received the majority of their funding from the national 
government. However, under the new privatization scheme, funding will be allocated to 
institutions based upon a variety of performance indicators such as research outcomes, 
public and societal relevance, and administrative efficiency (MEXT 2002). One further 
area of assessment is international competitiveness in education and research. For many 
national universities, this is being pursued through university exchange agreements and 
student exchange programs. Some national institutions, such as Hitotsubashi University 
in Tokyo, have opened offices in China to promote joint ventures, research projects, and 
student exchange with Chinese universities (Nakamura 2004). These universities, as 
outlined above, view an influx of international students and researchers as a potential 
catalyst for raising the quality of research and education in Japan to an international 
standard. While the basis of evaluating particular institutions’ progress in improving 
their performance in terms of international competitiveness in education and research is 
somewhat ambiguous, by merely increasing the number of international students and 
university exchange agreements, individual institutions can make a case for achieving 
progress towards these goals. Under the national university corporatization scheme, 
national universities will be evaluated every six years. Institutions that fail to make 
progress in areas outlined above potentially face budget cuts, merger, or closure 
(Nakamura 2004, Brender 2004). With this in mind, internationalization through the 
promotion of student mobility represents one potential avenue for institutional survival. 
 
Student Mobility and Private Higher Education  
 

For private institutions, the promotion of student mobility is no less vital. 
While student mobility has come to represent a means for national institutions to 
improve their research, education and administrative practices, this form of 
internationalization has been adopted for varying purposes across private higher 
education providers. For private institutions with higher research profiles, the focus on 
academic research of an international standard is similar to that of national institutions. 
Although their very survival does not hinge on national government funding, their 
prestige, and resulting marketability, is enhanced by improving research through student 
mobility and international exchange agreements. However, for the vast majority of 
private higher education institutions in Japan, those considered to be mid- to lower-tier 
institutions, student mobility can play a much more vital role in institutional viability. 
 All higher education institutions in Japan have faced increasing competition in 

2008 HICE Proceedings 
Page 5643



recent years. This increasing competition has largely resulted from a decrease in the 
number of university-aged students (eighteen-year olds) from 2.05 million in 1992 to 
1.41 million in 2004 (MEXT 2006). This demographic squeeze has been exacerbated by 
an increasing number of higher education institutions. So while the number of students 
has deceased, the number of higher education institutions has continued to expand. This 
has been particularly difficult on private institutions. Between 1985 and 2005 the total 
number of universities in Japan expanded from 460 to 726 (MEXT Statistics 2005). Of 
this total, eighty-seven are national institutions, eighty-six are locally-run public 
universities, and the remainder private. National institutions, with their low tuition fees 
and higher prestige, have continued to attract students despite the demographic 
downturn. Private institutions, however, have seen their enrollments drop. According to 
Kumakura (2006), a decade ago only 3.8 percent of private institutions failed to achieve 
their enrollment objectives. In 2006, this number increased to 40 percent. In 2003 alone, 
at least eighteen colleges were facing closure due to declining enrollments (Japan Times 
2003).  
 For private institutions facing student shortages, both inward and outward 
student mobility have been employed as possible solutions. Particularly for institutions 
facing vital student shortages, the importation of international students has been 
approached as a desperate measure to stay in operation. In one such case, Hagi 
International University (HIU) in Yamaguchi faced such critical student shortages that it 
resorted to importing Chinese students en masse. The lack of oversight in screening of 
students resulted in a student body more interested in employment than university 
studies. Many of the students were later found to be involved in illicit employment in 
Tokyo, and the university was forced to file for bankruptcy protection (Japan Times 
2003, 2006). 
 A more successful approach is one in which inward mobility has been 
promoted as a means for improving the educational content, and marketability, of 
private institutions. Ritsumeikan Asia Pacific University (RAPU) in Oita is one 
university employing this strategy. RAPU was founded upon a mission to establish a 
university in Japan in which half the student body were Japanese, and half foreign 
(Yamada 2006). Through extensive recruitment throughout Asia, RAPU has managed to 
achieve an international student body of over forty percent. RAPU’s faculty, half of 
which are foreign, and curriculum, half of which is delivered in English, reflects a 
commitment to their mission. With its large foreign student body, and foreign faculty, 
APU has created a niche market for itself as a domestic “study abroad” university 
(Yamada 2006). This niche sector has enabled the university to grow in popularity 
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despite an increasingly competitive higher education market, and a somewhat remote 
geographical location. 
 Outward student mobility has also been embraced as a means for private 
institutions to increase their competitiveness. Many private higher education providers 
are offering study abroad opportunities as a means of attracting domestic students. 
There are a range of programs, but generally they include a semester, or year, abroad at 
partner institutions, and usually include credit transfer and tuition discounts. Kansai 
Gaidai University (KGU) in Osaka is one of many private universities embracing this 
strategy. KGU has formed a network of over 230 affiliated institutions in 27 countries 
around the world. They offer a variety of short and longer term study abroad 
opportunities as well as credit transfer and degree completion programs that enable 
students to complete their degrees overseas (Kansai Gaidai 2006). Through providing 
such opportunities, private institutions can position themselves as niche higher 
education providers for students hoping to study overseas with greater ease and support. 
 
The Current State of Inward Mobility in Japanese Higher Education 
 

Both governmental and institutional efforts have been successful in promoting 
inward student mobility. Since the implementation of MEXT’s 1983 “Plan to Accept 
100,000 Foreign Students”, the number of foreign students has risen from 10,428 in 
1983 to 117,927 in 2007 (see Figure 1).  
 
Figure 1: Number and Percentage of International Students in Japan 

Year Number of students Annual Increase Annual % change 

1983 10,428 2,312 28.5% 

1984 12,410 1,982 19% 

1985 15,009 2,599 20.9% 

1986 18,631 3,622 24.1% 

1987 22,154 3,523 18.9% 

1988 25,643 3,489 15.7% 

1989 31,251 5,608 21.9% 

1990 41,347 10,096 32.3% 

1991 45,066 3,719 9.0% 

1992 48,561 3,495 7.8% 

1993 52,405 3,844 7.9% 

1994 53,787 1,382 2.6% 
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1995 53,847 60 0.1% 

1996 52,921 -926 -1.7% 

1997 51,047 -1,874 -3.5% 

1998 51,298 251 0.5% 

1999 55,755 4,457 8.7% 

2000 64,011 8,256 14.8% 

2001 78,812 14,801 23.1% 

2002 95,550 16,738 21.2% 

2003 109,508 13,958 14.6% 

2004 117,302 7,794 7.1% 

2005 121,812 4,510 3.8% 

2006 117,927 -3,885 -3.2% 

(Source: JASSO 2007) 

Japan currently hosts five percent of all internationally mobile students, which ranks 
fifth in the world behind the United States (23%), the United Kingdom (12%) Germany 
(11%), France (10%), and Australia (7%) (UNESCO 2006). These numbers are 
impressive considering that foreign students tend to find studying in Japan to be 
financially challenging, and post-graduation employment prospects quite limited 
(MEXT 2006). Japan has been particularly successful in leveraging its high tech and 
corporate images in attracting students from lesser developed countries in the Asian 
region. Currently, 93.3 percent of foreign students in Japan come from Asia (JASSO 
2007), with the largest number (74,292) coming from China (see Figure 2) 
 
Figure 2: International Higher Education Students in Japan in 2006 
Country of origin Percentage Total 

China 63% 74,292 

Korea 13.5 15,974 

Taiwan 3.6% 4,211 

Malaysia 1.8% 2,156 

Vietnam 1.8% 2,119 

United States 1.5% 1,790 

Thailand 1.5% 1,734 

Indonesia 1.3% 1,553 

Bangladesh 1.2% 1,456 

Sri Lanka 1.0% 1,143 

(Source: JASSO 2006) 
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 The promotion of inward mobility has been facilitated by the 2004 merger of 
several governmental agencies and public-interest foundations into a single 
administrative unit that assists in the promotion of inward student mobility. This new 
organization, the Japan Student Services Organization (JASSO), was established as a 
means of bringing enhanced service, greater transparency, and improved efficiency to a 
wide range of loan, scholarship and support services for international students (JASSO 
2006). JASSO has also established foreign student information centers abroad in cities 
such as Kuala Lumpur, Bangkok, Jakarta, and Seoul to disseminate information about 
higher education in Japan, and to hold entrance tests for applicants (MEXT 2006 pg. 
114). In nations without permanent information centers, JASSO conducts “educational 
fairs” throughout Asia, Europe, and in North America. These fairs promote higher 
education in Japan to interested individual foreign high school and university students, 
as well as foreign educators and researchers. Additionally, these fairs promote and 
facilitate establishment of inter-university exchange programs and agreements (JASSO 
2006). 
 While MEXT, Japan’s national universities, and variety of other foundations 
have transferred a variety of their international student administrative and support 
functions to JASSO, several other independent organizations continue to extend support 
in the promotion of international student exchange. The Japan Society for the Promotion 
of Science, the Japan Bank for International Cooperation, and the Japan International 
Cooperation Agency all extend aid and support to foreign students studying in higher 
education in Japan. Additionally, foreign governments provide scholarships and other 
financial support to students wishing to study in Japan (JASSO 2006).  
 
The Current State of Japanese Student Outward Mobility 

 
Although generally receiving less attention, support and funding than inward 

mobility initiatives, overseas higher education is still pursued by a significant number of 
Japanese students. JASSO’s most recent comprehensive figures for Japanese students 
studying abroad is 79,455 (2002 figures: JASSO 2006). The most popular destination 
country is the United States, with China, and other western nations, being strongly 
favored (see figure 3).  

 
Figure 3: Destination Countries for Japanese Higher Education Students 

Destination country Number of students 

United States 45,835 
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China 16,084 

United Kingdom 5,741 

Australia 3,271 

Germany 2,317 

France 1,483 

Canada 1,460 

Republic of Korea 721 

New Zealand 502 

Austria 264 

(source: JASSO 2006)                          

 
As discussed above, private institutions are actively forging overseas networks as a 
means of providing overseas study opportunities for their students. In addition to the 
intrinsic educational value these opportunities provide students, they are also pursued as 
a marketing strategy for private institutions in the increasingly competitive domestic 
higher education market. The national government, through JASSO, has also promoted 
outward mobility, but for markedly different reasons. This has been done mainly 
through the provision of scholarships and loans for both short and long-term study 
abroad. According to MEXT, the “Long-Term Study Abroad Program” is directed 
towards students seeking to earn a degree overseas, or those interested in extended 
research or study in specialized fields at foreign institutions. The stated goal of this 
program is “to support the development of exceptional personnel able to meets the 
demands of an internationalizing society” (MEXT 2006 pg. 113). For students enrolled 
in Japanese universities, “Short-term Student Exchange Programs” are also available. 
This program provides scholarships and loans for students seeking overseas study for 
periods ranging from three months to one year (JASSO 2006 pg.13).  
 
The Future of Student Mobility in Japan 
 
 Student mobility holds great promise for the future of Japanese higher 
education and the nation at large. However, its potential can only be realized if its true 
importance is fully understood and encouraged accordingly. The government, as well 
individual institutions, needs to approach student mobility not only as means of raising 
student numbers, or improving research, but also as a potential vital source of labor and 
as a means of transforming Japan into a truly multicultural society. In order to attract 
students, reform has to be made to immigration laws, to credit transfer protocols, and to 
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the standard of higher education qualifications.  
 For both individual institutions, and the nation as a whole, securing a steadily 
increasing population of inwardly mobile students is of great importance. This is 
particularly so when assessing Japan’s projected future demographics. As discussed 
above, particularly in regard to individual institutions suffering from student shortages, 
an increase in international student numbers could potentially impact individual 
institutions’ economic viability. However, Japan’s demographic woes are not simply 
limited to student numbers in higher education. Within the next fifty years, it is 
projected that Japan’s population will drop twenty percent, and due to its rapidly aging 
populace, will have the world’s oldest population by the year 2025 (Douglass and 
Roberts 2003). These trends represent a potential future labor shortage, and a resulting 
deficiency in tax revenues required to support the nation’s social welfare systems. A 
variety of solutions have been offered to remedy this situation, ranging from drastically 
increasing worker productivity to increasing child subsidies to increase fertility rates. Of 
the solutions put forward, an increase in immigration seems the most plausible. 
“Keidenren” (The Japan Business Federation), and other concerned groups, have been 
lobbying for immigration policy reform, and for the implementation of policies that 
would promote a more multicultural Japan (McNicol 2007). Particularly sought are 
immigrants with high technology and engineering skills, and other professional 
qualifications (Coleman 2007). Considering Japan’s demographic needs, student 
mobility represents an underexploited source of both students and potential labor. 
According to The Employment and Human Resources Development Organization of 
Japan, 18.9 percent of foreign students would like to remain in Japan after graduation 
for at least ten years, 16.7 percent from five to ten years, and 32.5 percent from three to 
five years (Shiraki 2007). However despite this significant interest in working in Japan, 
only about ten percent of foreign students successfully gain employment following their 
studies. Through a redrafting of immigration laws that would enable foreign students to 
remain in Japan to seek employment following their studies, two significant outcomes 
could be realized. Firstly, a stream of highly educated, acculturated and Japanese-literate 
labor could be continually added to Japan’s shrinking labor pool. Secondly, the draw of 
potential employment would attract increasing numbers of international students, which 
would positively impact Japanese institutions in the ways discussed above.  
 In order to attract more internationally mobile students, Japan will need to 
adapt a more flexible credit transfer protocol. Currently, credit transfer between higher 
education institutions in Japan and those overseas are carried out on a case-by-case 
basis for individual students between concerned institutions. For international students 
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this system results uncertainty, and in some cases, a lack of recognition of previous 
studies. For students forced to repeat courses, this results in added financial burden and 
time required to finish a degree. In an initiative recently put forward by “The Asian 
Gateway Strategic Council”, a group established by Japan’s former prime minister Abe, 
the national government is aiming at increasing Asian student inward mobility through 
the establishment of an improved credit transfer system (Asahi Shimbun 2007). When 
implemented, this initiative will likely make Japanese higher education more attractive 
to Asian students looking to complete part of their academic qualifications in Japan. The 
initiative also aims at establishing an “internationalization rating system” for Japanese 
universities. This would enable foreign students to identify Japanese institutions with 
experience in international exchange and programs tailored specifically to them. 
 Future inward and outward mobility can also be enhanced through greater 
conformity to international standards in terms of academic qualifications. Japan has 
long been insular in setting academic standards for higher education qualifications, and 
university accreditation schemes have been traditionally applied on an inconsistent or 
voluntary basis (see Yonezawa 2005). In today’s age of globalization, it is increasingly 
important that national higher education systems’ qualifications conform to international 
quality standards so that their graduates will be sufficiently qualified to pursue 
employment in the increasingly mobile labor market. Japanese universities have 
recently made efforts in this regard by joining the INQAAHE (International Network 
for Quality Assurance Agencies in Higher Education), and the APQN (Asian-Pacific 
Quality Network) in order to ensure their qualifications meet international standards 
(MEXT 2006). Many engineering departments in the country have sought accreditation 
through JABEE (Japan Accreditation Board for Engineering Education). This board 
accredits engineering degrees so that recipients can work as qualified engineers both 
nationally and internationally. Subscribing to these quality assurance programs ensures 
inwardly mobile students of the quality and transferability of academic qualifications 
earned in Japan. As competition increases for internationally mobile students intensifies, 
such quality assurance programs will grow increasingly important to the marketing of 
Japanese higher education. 
 
Conclusion 
 
 Rising international student mobility is a product of our increasingly globalized 
world. Higher education institutions and national governments recognize the 
opportunities these students represent, and have devised initiatives and policy 
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approaches to exploit this trend. For higher education institutions in Japan, student 
mobility was initially pursued for purely cultural and educational rationales. However, 
with the advent of increasing competition for funding and students, these rationales 
have rapidly transformed. Student mobility now represents a means of enhancing 
competitiveness and economic viability for Japanese institutions of higher education, 
and the nation as a whole. While this rationale may not be as altruistic as its predecessor, 
it is certainly more vital. Particularly with Japan’s shrinking pool of students and labor, 
student mobility represents a potential solution to institutional and societal demographic 
quandaries. However, to realize this potential solution, the nation and its educational 
institutions need to take appropriate action, such as making changes to immigration 
laws, improving credit transfer regimes, and improving quality assurance standards. 
Only through taking such actions can student mobility be increased, and the institutional 
and national benefits it represents be realized. 
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Abstract 

Approaches for the teaching of pronunciation have changed significantly over the 
past decades from emphasizing the accurate production of discrete sounds to 
concentrating more on the communicative aspects of connected speech. Under the 
influence of this trend of Communicative approach, pronunciation teaching focuses 
more on a “top-down” approach instead of the original “bottom up” method of 
teaching isolated sounds. Since suprasegmental features are traditional seen as 
difficult to learn and seem to reflect the trend of communicative language teaching, 
they are thus received more focus in teaching. However certain aspects of segmental 
features are considered important and should not be neglected. It seems now a more 
appropriate way of teaching pronunciation is to integrate top down and bottom up 
approaches by focusing both aspects of segmental and suprasegmental features in 
pronunciation teaching. In addition, pronunciation learning is best when considered 
learners’ need. A fairly large body of literature exists on the teaching of 
pronunciation; however, there appears to be comparatively fewer published studies to 
date that focuses on the relationship between pronunciation and learners’ needs. In 
light of these concerns and motivated by learner–oriented approach in understanding 
their pronunciation problems and their needs, our study aimed to address the 
questions: (1) What were Taiwanese EFL learners’ needs in an English pronunciation 
class? (2) What were learners’ problems in perceiving the suprasegmentals and 
segmentals of English? (3) What were the differences between proficient group and 
less proficient group in interpreting the suprasegmentals and segmentals of English? 
The TOEFL listening test was used to determine learners’ proficiency level before 
the experiment. The higher proficiency group included 47 proficient students and the 
lower proficiency group was composed of 47 less proficient EFL learners. The 
pronunciation diagnostic assessment with 72 items was developed with reference to 
Focus on Pronunciation (Lane, 1997) and Targeting Pronunciation (Miller, 2006). In 
terms of EFL learners’ needs of general goal in language learning, 46% of the 
learners rated the goal “to communicate in English effectively” as the most important. 
The next general goal on the list was “to gain confidence in new speaking situations”, 
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and was followed by the goal of “eliminating their accent completely.” In terms of 
their rating for the most important situations to improve his/her pronunciation, they 
included situations in work/business social situations, and international travel.  For 
their perception on pronunciation diagnostic assessment, we found that proficient 
learners performed significantly better than their counterpart in overall performance, 
similar to the findings in related literature that learners’ proficiency was a crucial 
factor affecting their performance (Gardner, 1980; Rivera, 1984). Proficient learners 
could catch the meaning differences with the variation of intonations, and correctly 
rate the important endings of word pairs. However, they still had difficulties in the 
perception of focus words, phrases or compounds (e.g. hot dog), and intonation. In 
terms of less proficient group’s pronunciation difficulties, the top five difficulty 
categories for less proficient group were: the perception of focus words, the 
identification of syllables number, perception of tense or lax vowels, understanding 
meaning differences of phrases or compounds (e.g. hot dog), and perception of mid 
tense or lax vowels. A comparison of both groups in the subcategories of the test, we 
also found that suprasegmentals cause greater difficulties for both groups than 
segmental aspects of pronunciation (e.g. Pennington, & Richards, 1986). This could 
be traced back to their L1 influence. In Mandarin Chinese, learners usually listen for 
pitch changes over single words in order to distinguish lexical meanings. Thus they 
have difficulty in distinguishing pitch changes over clauses or sentences (Clennell, 
1997;Kenworthy, 1987; Morley, 1994;). Drawing on the information from the study, 
EFL language teacher should include more meaningful and communicative 
suprasegmentals and segmentals practice in communication situations. In addition, 
the selection and ordering of the phonological features needed in an EFL classrooms 
should consider the aim of the language learners in terms of their language needs. 
Furthermore, pronunciation should not be treated as a separate skill. Instead, it 
should be taught and integrated with other skills into a broadly communicative 
framework of language learning.  

 
Key words: EFL learners’ needs, pronunciation difficulties 

 
 

INTRODUCTION 
Over the past decades, perspectives on pronunciation teaching have changed 

dramatically. The popularity of the direct method and audiolingualism result in the” 
listen and repeat” approach and emphasize the accurate production of discrete sounds 
in the teaching of pronunciation. However, their limitations are due to the fact that  
students who show accuracy in controlled practice might fail to transfer what they 
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learned to actual communicative language use (Cohen, Larson-Freeman, & Tarone, 
1991). With the rise of communicative approach, the focus of teaching concentrating 
more on the communicative aspects of connected speech. Under this trend, 
pronunciation teaching focuses more on a “top-down” approach instead of the original 
“bottom up” method of teaching isolated sounds. In other words, the focus of teaching 
pronunciation seems to shift from mastery of segmentals (e.g. vowels and consonants) 
to fluency, highlighting the importance of elements of suprasegmentals (Pennington, 
& Richards, 1986). This approach of pronunciation teaching seems to put all aspects 
of English pronunciation into a communicative interactive whole language view of 
human speech. Since an emphasis on meaning and communication as well as 
accuracy are of equal importance, there is no longer a struggle choosing between 
segmentalas and suprasegmentals but focusing on which will be most useful in the 
communicative situations (Pennington, & Richards, 1986). 

Since communicative language teaching has emerged as the theoretical approach 
used in recent course design, the goal of instruction is on the message to be 
communicated rather than on language forms. Teaching should be learner-centered, 
incorporating the notion of need analysis. These principles in learner-centered systems 
of language learning are that teaching/learning programs should be responsive to 
learners’ needs. It is now widely accepted as a principle of program design that needs 
analysis and a diagnostic assessment to target language skill is a vital prerequisite to 
the specification of language learning objectives. According to Richards (2001), a 
need analysis can help learners to “determine if an existing course adequately 
addresses the needs of potential students; to determine which students from a group 
are most in need of training in particular language skills; to identify a gap between 
what students are able to do and what they need to be able to do”.  The assessment of 
the needs of students is an essential part of language course design. Without it, 
Candlin, Kirkwood, and Moore (1979) suggested that “ We are perhaps in danger of 
producing a course for an audience which does not exist, or if it did, for an audience 
who would not require this type of course.”(203-204).  

In light of these concerns and motivated by learner–oriented approach in 
understanding EFL learners’ pronunciation problems and learners’ needs, we aimed to 
investigate 45 proficient and 45 less proficient EFL learners’ pronunciation difficulties 
in response to a pronunciation diagnostic assessment revised from Miller (2006) and 
Lane (1997). Taiwanese EFL learners’ problems in segmental and suprasegmentals 
aspects in pronunciation learning (Miller, 2006; Burgess & Spencer, 2000) as well as 
learners’ needs, including perceived goals, communication needs, perceived 
pronunciation level, expected target level will be included in this study. Ways in 
which teaching of pronunciation reflecting the spirit of communicative language 
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teaching will also be suggested.   
                 

 LITERATURE REVIEW 
The Goal of Pronunciation Teaching 

Many EFL learners feel that their ultimate goal in pronunciation should be 
accent-free. Is this goal attainable? A review of history shows that it is a hotly debated 
issue as to whether the goal of pronunciation learning is to achieve native-like 
pronunciation for L2 adult learners, or whether the goal is to obtain intelligibility (e.g. 
Acton, 1984; Avery & Ehrlich, 1992; Scarcella & Oxford, 1994). The goal to be 
native like in pronunciation is related to the Critical Period Hypothesis with strong 
and weak versions.  The strong version of the critical period hypothesis claims that 
for adults to be native-like in pronunciation after puberty is impossible. Similarly, the 
weak version of the hypothesis states that after puberty the learning process will be 
more difficult, and a native-like accent will not be acquired (Lightbown & Spada, 
1999). Both versions of the Critical Period Hypothesis agree that it is unlikely for 
adults to be native-like in pronunciation in learning L2. 

Studies have been done to test the hypothesis of the Critical Period, and there is 
conflicting evidence. According to Jones (1997), several researchers have shown that 
adults are superior to children in pronunciation, sound discrimination (e.g. Snow & 
Hoefnagel-Hohle, 1977; Neufeld, 1977; Nikolov, 2000). However, some studies have 
supported the notion that adults can not achieve native like pronunciation in a foreign 
language, and children have an advantage over adults in learning the pronunciation of 
a second language (Asher & Garcia, 1969; Burrill, 1985; Scovel, 1969). Consistent 
with those researcher’s position regarding pronunciation, Gass & Selinker (2001:337) 
argue that ” there is a critical period for pronunciation, and adults can’t achieve a 
native accent in a second language. ”Furthermore, with the spread of English as an 
international language, native accents have become almost irrelevant to cross-cultural 
communication. One’s accent is another symbol of that heritage as the world 
community comes to appreciate the value of people’s heritage (Brown 2001). Since 
the conclusion is that it is generally believed to be impossible for adults to acquire 
native-like pronunciation of a second language, then the goal of intelligibility rather 
than native-like pronunciation seem to be a better choice.  

  
Learners’ Needs 

Since the goal of pronunciation teaching is intelligibility and the emphasis on 
fluency and suprasegmental features in communication alone will not guarantee the 
mastery of L2, EFL teachers should consider what are the goals that learners should 
achieve and pay more attention to learners’ perceived needs and their pronunciation 
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problems. It has been reported that the understanding of the teaching and learning 
targets based on learners’ needs and goal identification may accelerate their learning 
in social interactive situations (Goodwin, 2001). Therefore in communicative 
language teaching, teaching objectives need to reflect the needs of the learners.  

Based on this concept that courses should be designed to fit students instead of 
fitting students to courses, Brindley (1984) in his work of needs analysis, 
distinguishes between “objective” needs and “subjective” needs. The “objective” 
needs are those that can be diagnosed by teachers on the basis of the analysis of 
learners’ personal data and their language proficiency whereas the “subjective” needs 
(i.e. desires and expectation) can’t be diagnosed easily. They are stated by learners  
themselves (Brindley, 1984:31). 

In a similar vein, Nunan (1999:149-150) draws a distinction between content 
needs and process needs. The former is similar to the categories covered in traditional 
domain of syllabus design which includes the selection and sequencing of topics, 
grammar, function, notions, and vocabulary, whereas process needs refers to the 
selection and sequencing of learning tasks and experiences used in methodology. The 
third useful distinction is that between initial and ongoing needs analyses (1999:149). 

In the context of a university program preparing students to work as health 
professionals in the United States, Lepetit and Cichocki (2002) carried out an in depth 
qualitative needs. A key finding was that oral skills were among the most important 
needs identified by students (Lepetit & Cichocki, 2002, p3 91). Hutchinson and 
Waters (1987) distinguish target needs from learning needs. The former include 
necessities (what the learner must know to function effectively), lacks (what is known 
compared with what must be known) and wants (perception of what needs to be 
known), all of which may be viewed from both objective and subjective learners’ 
perspectives.   

Similarly, Dudley-Evans and St. John (1998) proposes product-oriented target 
situation analysis (objective and perceived needs), process-oriented learning situation 
analysis (subjective and felt needs) and present situation analysis (what learners 
know). They add the notions of personal learner factors (e.g. attitude, language 
learning experiences) and of environmental factors (institutional context).  

In Taiwan, although some studies on English and dental student needs of college 
students have been done, most of them concern ELT education in higher education in 
general (Yang, 1985). A study conducted by Fang (1987) was the one on English 
language education in medical programs. These studies have illustrated that, although 
students realized the importance of English competence for success in their studies 
and future careers and although students are strongly motivated to improve their 
English skills, English education in colleges and universities failed to satisfy students’ 
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expectations and needs to facilitate their language competence.  
Although these studies provide valuable information about the English language 

needs of college students, some methodological considerations were raised. For 
instance, Fang (1989) investigated medical students from five disciplines, Medicine, 
dentistry, Pharmacology, Medical technology and Nursing. Medical and dental 
students usually have higher English language ability than other medical students, 
evident from their scores on the English entrance examination. Studies of mixed 
groups of subjects without considering learners’ proficiency may yield results that are 
not applicable to other group.  

Based on the result of need analysis, teachers have a basis on which to determine 
or predict learners’ language goals, and adapt learning activities to individual needs. 
Learners can be grouped according to their needs/interests, their perceived language 
proficiency so that teacher can gear language content and materials to learners’ stage 
of development (1999:150). 
 
Factors Affecting L2 Learners’ Pronunciation 

Given lot of discussion on the best ways in pronunciation teaching and proposed 
an emphasis on both aspects of segmental and suprasegmental included in EFL 
teaching, we should then consider the factors that might influence pronunciation or 
even cause L2 failure on EFL learners. 

As review of the literature, we have found some of the factors like motivation 
(e.g. Oyama, 1976; Thompson, 1991), gender (Hudson, 1980), psychological and 
social (Dowd, Zuengler, & Berkowitz, 1990),and learners’ L1 (Brown, 1989), to name 
a few, will result in L2 failure (Piske, MacKay & Flege, 2001). 
     In terms of motivation, the strength of motivation varies with learners. If 
learners’ (Asher & Garcia, 1969; Burrill, 1985; Scovel, 1969) intrinsic motivation is 
high, then the necessary effort will be paid to pursue the goal. Similarly, Krashen 
(1985) also claimed in his input hypothesis that learners needed to be motivated, feel 
confident and have low anxiety to achieve better performance. Thus, if learners are 
motivated to improve their pronunciation, they will try hard on English learning.      
Secondly, the gender of the learner may indirectly influence on the variety of L2 
speech. For instance, a study of Dutch students of English revealed that female 
learners were significantly using more a prestige accent of L2 than males (Broeders, 
1982), similar to the findings of Hudson (1980) in that the stronger orientation of 
women towards prestige speech in L1.  

Psychological and social distance (Brown, 1989) refers to one’s attitude toward 
speakers of the target language. It has been reported that the more learners identify 
with native speakers of the target language, the more likely they are to sound like 
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native speakers. Conversely, learners who wish to retain identification with their own 
culture may consciously or unconsciously retain his own accent as a marker of in 
group affiliation (Dowd, Zuengler, & Berkowitz, 1990).  

Concerning L1 influence, it is believed that learners ’ distance, learners’ native 
language (e.g. Pennington, 1996;Tarone, 1978), a first language affect the acquisition 
of second language sound system (Kranke & Christison ,1983). Based on this concept, 
a large number of pronunciation teaching materials which includes sections of 
contrastive analysis or directing teachers to problems likely to be encountered by 
particular L1 speakers (e.g. Pennington, 1996;Tarone, 1978). So using consciousness 
raising activities which sensitize learners to the differences between L1 and L2 
systems might be beneficial in L2 pronunciation learning (Brown, 1989).  

To sum up, pronunciation learning is best when considered learners’ need and 
their learning difficulties. A fairly large body of literature exists on the teaching of 
pronunciation; however, there appears to be comparatively fewer published studies to 
date that focuses on the relationship between pronunciation and learners’ learning 
difficulties and the effect of proficiency before a pronunciation teaching. In light of 
these concerns and motivated by learner–oriented approach in understanding their 
pronunciation problems, the study aimed to investigate 45 proficient and 45 less 
proficient EFL learners’ pronunciation difficulties in response to a pronunciation 
diagnostic assessment revised from Miller (2006) and Lane (1997). 

   
METHODOLOGY 

The study was designed to investigate Taiwanese EFL learners’ needs and 
pronunciation difficulties by using a questionnaire developed with reference to Focus 
on Pronunciation (Lane, 1997) and Targeting Pronunciation (Miller, 2006). The 
method was described as follows.  

 
Research Questions 

The research questions were: (1) What were Taiwanese EFL learners’ perceived 
goals, communication need, perceived pronunciation level and their expected target 
level in learning English pronunciation? (2)What were their pronunciation difficulties 
based on the result of the assessment in pronunciation learning? (3) What were the 
differences between proficient and less proficient learners? 
 
Subjects and Instruments 

Before the experiment proceeded, a TOEFL listening test was used to determine 
learners’ proficiency level before the experiment. 94 participants were selected out of 
180 students, who were all native speakers of both Mandarin Chinese and Taiwanese. 
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The higher proficiency group included 47 proficient students and the lower 
proficiency group was composed of 47 less proficient EFL learners. Two groups of 
participants were freshmen of Yunlin University of Science and Technology in Taiwan. 
Their age ranged from 19 to 21, and they did not have any studying abroad 
experiences in any English speaking countries.   

The pronunciation diagnostic assessment was embedded with 63 items and was 
developed with reference to Focus on Pronunciation (Lane, 1997) and Targeting 
Pronunciation (Miller, 2006). The design of the instrument was listed below. 

 
Table 1 Design of the Questionnaire 

Part I: Need analysis Part II: a pronunciation diagnostic assessment.  
 

(A) Learners’ perceived goals (D) segmentals  
(from section A—to section Q)---34 items 

(B) Learners’ communication needs (E) suprasegmentals  
(from section R to section Z)—38 items 

(C)Learners’ perceived level & 
expected target level 

 

 
The questionnaire mainly consisted of two main parts. Part I focused on learners’ 

need analysis, which contained three categories: learners’ perceived goals, 
communication need, and their perceived level and expected target level. Based on the 
result of the need analysis, teachers could adapt activities and sequenced learning 
situations from the easiest to the most difficult one according to individual needs. 
Furthermore, class or group activities could be arranged based on learners’ English 
proficiency level. Part II was designed to evaluate EFL learners’ pronunciation 
learning difficulties. Two major sections, including a 34-item in segmentals and 
38-item in suprasegmental were included in the assessment test.  

 
Table 2  Categories and Rationale of Need Analysis  

Categories  Rationale 
A). Learners’ perceived general goals Teachers have a basis on which to determine 

learners’ general goal  
B). Communication need (learners’

perceived of some important
speaking situations in improving
pronunciation) 

Teachers can adapt activities and sequence 
learning situations from the easiest to the 
most difficult one according to individual 
needs  

C). Perceived level and expected target Teachers can understand their proficiency and 
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level group them based on learners’language level, 
and learners can be grouped according to 
their proficiency  

 
RESULTS AND DISCUSSIONS 

To answer research question one concerning EFL learners’ perceived goals, 
communication needs in learning English pronunciation, the frequency was 
calculated with the result listed below.  

 
Learners’ Need Analysis 

In terms of EFL learners’ general goal, a majority of the learners (51% high 
group; 47% low group) rated the goal “to communicate in English effectively” as 
the most important, followed by goals like “letting others understand me more 
easily”(15%) and “to improve my career opportunities and job performance”(15%) 
for high achievers. For low group, “ to gain confidence in new speaking 
situations”(21%) and “to understand rapid speech more easily”(19%) were rated as 
the second and the third most important goals in learning English pronunciation. 
However, the goal like “to eliminate my accent completely and sounds like a native 
speakers” was least preferred for both groups in learning English pronunciation (2% 
high group ; 2% low group). 

 
Table 3  Frequency and Ranking order for the General Goal  

Descriptions of the general goal High Groups 
(percentage) 

Low Group

a) to eliminate my accent completely and sounds like a 
native speakers 

1(2%) 1(2%) 

b) to communicate in English clearly, effectively, and 
naturally 

24(51%) 22(47%) 

c) to speak so that others can understand me more easily 
than they do now 

7(15%) 5(11%) 

d) to gain confidence in new speaking situations 5(11%) 10(21%) 
e) to understand rapid speech more easily 3(6%) 9(19%) 
f) to improve my career opportunities and job performance 7(15%) 0(0%) 

Total 47 47 
 

Learners’ Communication Needs for Two Groups 
With respect to learners’ communication needs, they were asked to rate the 

situations which were considered as the important to improve their pronunciation. 
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As shown in Table 4, high achievers rated social situations (40%) were the most 
important situation to improve their pronunciation, followed by international travel 
(19%)and general community situations (15%).  For low achievers, on the other 
hand, internal travel situations (38%) were regarded as the most important to 
improve their pronunciation. Social situations (23%) and work/business or general 
community ranked 2nd and 3rd for low group in rating situations for their 
pronunciation improvement.  

 
 

Table 4 Communication needs: Frequency and Percentage of the Most Important 
Situation to Improve Pronunciation  
A) The most important situation to improve his/her 

pronunciation  
High group 
(percentage) 

Low group 

Home 2(5%) 2(5%) 
Work/business 10(21%) 8(17%) 
Social situations 19(40%) 11(23%) 
International travel 9(19%) 18(38%) 
General community (e.g. shopping, using 
government offices, banking, asking for 
information) 

7(15%) 8(17%) 

Total 47 47 
 

Concerning their perceived level, as displayed in Table 5, a majority of high 
achievers thought their English proficiency were in high intermediate levels (Level 
3 and level 4), a little higher than that of their low proficient counterpart. For low 
achiever, more learners perceived their English proficiency were in the high 
beginning to lower intermediate: 38% in level 3; 31% in level 2; 23% in level 1.   

     
Table 5  Perceived Level 
Different level High  Low 
Level 1: People understand only a few words of my speech. 

Conversations in English are not possible 
0 10(23%) 

Level 2: People understand less than half of what I say, My 
vocabulary and grammar are limited. Conversations are 
slow and difficult 

3(7%) 15(31%) 

Level 3: People understand more than half, but not nearly 
enough, of what I say. There are problems with my 
pronunciation, sentence structure, and vocabulary. 

20(42%) 18(38%) 
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Conversations proceed in spite of interruption 
Level 4: People understand most of what I say. My 

pronunciation and occasional errors in grammar or 
vocabulary are noticeable, and they occasionally interfere 
with communication. 

20(42%) 4(8%) 

Level 5: My speech is fully understandable. Although my 
accent may be noticeable, they do not interfere with 
communication. Conversation proceed smoothly 

4(9%) 0 

Level 6: My speech is nearly native. I use correct grammar 
and appropriate vocabulary, my communication is clear, 
fluent and effective. 

0 0 

 
In terms of their target level, high proficient learners were hoping they could 

achieve nearly-native like proficiency level or could have their conversation 
proceed smoothly, and their speech was fully understandable to others.  Less 
proficient group’s target level was to let people understand most or at least half of 
what they say.  

 
Table 6  Target Level 

Different level High  Low 
Level 1: People understand only a few words of my speech. 
Conversations in English are not possible 

0 1 

Level 2: People understand less than half of what I say, My vocabulary 
and grammar are limited. Conversations are slow and difficult 

0 1 

Level 3: People understand more than half, but not nearly enough, of 
what I say. There are problems with my pronunciation, sentence 
structure, and vocabulary. Conversations proceed in spite of 
interruption 

0 10 

Level 4: People understand most of what I say. My pronunciation and 
occasional errors in grammar or vocabulary are noticeable, and they 
occasionally interfere with communication. 

0 24 

Level 5: My speech is fully understandable. Although my accent may be 
noticeable, they do not interfere with communication. Conversation 
proceed smoothly 

19 11 

Level 6: My speech is nearly native. I use correct grammar and 
appropriate vocabulary,my communication is clear, fluent and 
effective. 

28 0 
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Learners’ Performance on Their Pronunciation Assessment 
In terms of learners’ overall performance of their perceived pronunciation 

difficulties for two groups, we found that proficient group performed far better than 
less proficient one and was with significant effect (p<0.001). In addition, both 
groups performed significantly better in segmentals (e.g. consonants and vowels) 
than in suprasegmentals (p<0.001). The results in the present study seemed to echo 
the reports found in other studies. It was at the suprasegmental level where EFL 
students encountered particular difficulty than segmentals, which might be related to 
L1 influence (Clennell, 1997; Morley, 1994).  

 
Table 7  Perceived Pronunciation Difficulties 

Group Overall(mean) Part 1:  
Segmentals (mean) 

Part 2:  
Suprasegmental  (mean) 

High 53.73 28.09 25.64 
Low 44.58 24.02 20.56 
P value 0.00*** 0.00*** 0.00*** 

Note: *** p<0.001 
 

Unlike English, which is an intonation language, Mandarin Chinese is a tone 
language. Based on their L1 influence, EFL learners usually listened for pitch 
changes over single words in order to distinguish lexical meaning. Thus, when 
speaking English, they had difficulty in distinguishing pitch changes over clauses or 
sentences (Clennell, 1997; Morley, 1994). In a similar vein, segmentals are the 
smallest units used to distinguish words from one to another. On the other hand, 
suprasegmentals transcend the level of segmentals, and cover feature like stress, 
rhythm, prominence, intonation, and adjustments in connected speech. With many 
features covered in suprasegmental aspect of English, it was not surprising that 
learners tended to have more difficulties with suprasegmentals and were harder to 
acquire its features than the pronunciation of consonants and vowels (Celce-Murcia, 
Brinton, & Goodwin, 1996; Hewing, 1995; Munro & Derwing, 1995). 

 
Result of Part 2: Learners’ Perception on Segmentals  

As shown in Table 8, higher achievers outperformed low achievers in most of 
the segmental sections (14 out of the total of 17 sections). Also significant 
differences were displayed in sections B, E, F, H in that proficient group performed 
significantly better than less-proficient one in the discrimination of mid tense/lax 
vowels, high back tense/lax vowels, sounds and spelling, and stress assignment on 
words with different part of speech, etc (p<0.05). 
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Table 8  Groups’ Performance in Part 1: Mean of Segmentals for Groups 

Sections and example Item # High 
group 

Rank Low 
group 

Rank  P value 

A: vowel contrasts: high tense vs. 
lax vowels; e.g., eat vs. it 

2  1.64 9 1.56 5 0.494 

B: vowel contrasts: 
mid tense lax vowels; 
e.g., mate vs. met.  

2 1.69 8 1.02 12 ***0.00

C: vowel contrasts: 
front mid /low vowels;  
e.g. past vs. pest 

2 1.49 13 1.29 10 0.14 

D. vowel contrasts: 
central low vs. mid vowels; 
e.g., box vs. bucks 

2 1.73 7 1.71 2 0.801 

E. sounds and spelling; e.g., hear/ 
here 

2 1.60 10 1.29 10 *0.015 

F vowel contrasts: 
high back tense/lax vowels; 
e.g., suit vs. soot 

2 1.29 15 0.96. 13 **0.01 

G. word final vd. voiceless 
consonant /t/ vs. /d/; e.g., hat vs. 
had 

2 1.64 9 1.46 7 0.073 

H. word endings:  
past tense –ed; e.g. need/needed 

2 1.93 3 1.44 8 ***0.00

I. word final interdental vs. word- 
final alveolar ; e.g., math vs. mass

2 1.89 4 0.94 14 ***0.00

J. word initial bilabials vs. 
labiodental ; 

e.g. berry vs., very 

2 2.00 1 1.98 1 0.336 

K. word –final s/z  
e.g., race vs., raise 

2 1.47 14 1.54 6 0.538 

L. word –initial voiced vs. voiceless 
affricate e.g., choice vs., Joyce 

2 1.96 2 1.98 1 0.525 

M. word-initial lateral vs. retroflex 
liquids e.g., lay vs. Ray 

2 1.80 6 1.69 3 0.220 

N. Beginning consonant clusters 
e.g., parade vs., prayed 

2 1.58  11 1.40 9 0.094 
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O. Stress on words with different 
part of speech; e.g., convict the 
noun vs. convict the verb 

2 1.53 12 1.17 11 **0.009

P. Common reduced words (and/or) 
e.g. red or white vs. red and 
white 

2 1.84 5 1.58 4 *0.03 

Q. Common reduced words 
(can/can’t)  
e.g.  She can’t swim vs. She can 
swim 

2 1 16 1.02 12 0.336 

Note: the rank order is arranged from the easiest to the most difficult 
* p<0.05;**p<0.01;***p<0.001 
 

In terms of rank order on the sections from the easiest to the most difficult 
one, both groups almost had no difficulties in discriminating the pair of word initial 
bilabials versus labiodental as well as the pair of word initial voiced sounds versus 
voiceless affricates (Section I; J). For the rest of the sections, group variations can 
be found. For instance, the most difficult section for high group was in section Q, 
which included reduced words can versus can’t. The difficulty rank order for high 
group was 16 whereas the rank order for the lower one was 12. According to Prator 
and Robinett (1985:34-35), they stated that : 

 
There is a strong tendency to weaken the vowels of the most common 
unstressed words of one syllable just as the unaccented vowels of 
polysyllables are weakened…The verbs are can …are usually obscured or 
weakened, but are given their clear pronunciation whenever they receive 
sentence-stress… 

 
Thus, contrary to what has been taught in many EFL classes, the stressed 

can’t were pronounced as /kænt/ whereas the weak form can was pronounced as 
/kən/. In other words, verbs like are, can, had, has, have, and was have weak forms 
and stressed forms in pronunciation (Prator and Robinett, 1985:35), but this rule 
was rarely taught in an EFL class. Therefore EFL learners had difficulties in 
correctly perceiving their differences. 

Significant difference was found between two groups in section B with 
discrimination of mid tense versus mid lax vowels (e.g., mate vs. met). Wu (2005) 
pointed out that vowels in Chinese do not have any distinctive features similar to lax 
or tense, while vowels in English do. Due to the L1 influence, learners might have 
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difficulty in the area. 
Furthermore, in Section F for the vowel contrasts in discriminating high back 

tense vowel (e.g. suit) versus high back lax vowel (e.g.soot), both groups 
encountered a higher level of difficulties compared with other sections of vowel 
contrasts in sections A to D. As indicated above, Wu (2005) pointed out vowels in 
Chinese do not have any distinctive features similar to lax or tense, while vowels in 
English do. Secondly, English vowels like [U]in the word book does not exist in 
Mandarin. Since the lax and tense feature is not evident in Chinese and no 
counterpart for the vowel book in Chinese vowel inventory, both groups tended to 
have more errors in correcting discrimination vowel contrast in this section. 

Additionally, researchers have found that Taiwanese EFL learners’ 
pronunciation may be affected by their L1. For instance, vowel contrast in Section C 
mainly focused on the discrimination of words like low front vowel (i.e. past) and 
mid front vowel (i.e. pest). Due to lacking a counterpart in the vowel inventory in 
Mandarin Chinese, it might contribute learners’ higher frequency of incorrect rating 
since no /ae/ sound was found in Mandarin vowel inventory. 

 
Vowels 

Significant difference was found between two groups in section B with 
discrimination of mid tense versus mid lax vowels (e.g., mate vs. met). Comparing 
the Mandarin vowel system with that of English revealed that significant 
differences in tense/lax distinctions and in the number of vowels were found. 

First of all, one feature that differentiated the English vowel system from the 
Mandarin vowel system was the distinction between lax and tense vowels. 
According to Ladefoged (1982), the difference between tense and lax vowels is 
made according to how much muscle tension in the mouth is involved in vowel 
production. Thus, vowels produced with extra muscle tension were called tense, 
whereas vowels produced without that much muscle tension were called lax vowels. 
Wu (2005) pointed out that vowels in Chinese do not have any distinctive feature 
similar to lax or tense, while vowels in English do. Due to the L1 influence, 
learners might have difficulty in the area. 

Furthermore, in Section F for the vowel discriminating in high back tense 
vowel (e.g. suit) versus high back lax vowel (soot), both groups encountered a 
higher level of difficulties compared with learners’ performance in other sections of 
vowel contrasts ranging from sections A to D. As indicated above, Wu (2005) 
pointed out vowels in Chinese do not have any distinctive features similar to lax or 
tense, while vowels in English do. Secondly, English vowel like [U] in book does 
not exist in Mandarin. Thus due to the fact that the lax/tense feature is not evident 
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in Chinese as well as no counterpart for the vowel [U] in Chinese vowel inventory, 
both groups tended to have more errors in correcting perceiving vowel contrast in 
Section F. 

Additionally, L1 influence was also evident in vowel contrast in Section C, 
which mainly focused on the discrimination of low front vowel [æ](i.e. past) and 
mid front vowel [æ] (i.e. pest). Due to no counterpart in the vowel inventory in 
Mandarin Chinese, learners had higher frequency of incorrect rating in this section 
since no [æ] sound was found in Mandarin vowel inventory. 

 
Consonants in Word Initial versus Word Final  

Compared with learners’ perception on consonants in word initial positions 
(section L; J) and consonants in word final positions (either section I or section K), 
we found that word initial consonants were easier to perceive for both groups than 
consonants in word final positions. The reasons for a higher score on correct rating 
was obtained in word initial consonants could be learners’ mother language 
influence, which was evident in other study as well (Kenworthy, 1997). For 
instance, it was reported and found in the present study that most consonants in 
word-final and word-middle positions were harder to perceive than in the 
word-initial consonants for Chinese EFL learners. This might be their L1 influence 
because few Chinese consonant occurred word-medially and word-finally (Cheng, 
2004).  
 
Consonant Cluster and Syllable Structure 

Though high achievers outnumbered low achievers in discrimination of the 
consonant and vowel combination (e.g. parade) versus consonant cluster (e.g. 
prayed) in section N, we found that the performance of two groups in this section 
still posed a learning problem for them with a rank order of 11th (mean=1.58) for 
high achievers, and 9th for low achievers (mean= 1.40). These students’ learning 
difficulties might be due to differences in syllable types and structures between 
Mandarin Chinese and English.  

Languages can be classified into either open syllables and closed syllables.  
An open syllables ends in a vowel while a closed syllable ends in a consonant. 
Languages like Chinese and Japanese have only open syllables, whereas language 
like English has a closed syllable type (Hsin, 2000).  

In terms of syllable patterns, unlike the various syllable patterns in English, 
there were only three types of syllables in Mandarin Chinese, namely V, CV, CVC. 
Even so, the CVC patter is very restricted in allowing nasal consonants of n and ng 
in the final consonant positions. Thus the majority of syllables in Mandarin Chinese 
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are V and CV syllables. Therefore, it is common to hear Chinese EFL learners, 
when encountering a CVC syllable, tend to drop the final consonant or insert an 
extra schwa after a final consonant (Hsin, 2000).  

In terms of phonotactic rules, they are simpler in Mandarin Chinese than they 
are in English. According to Hsin (2000), the consonant cluster in a single syllable 
in English can be made up to three of four consonants, whereas Chinese admits no 
consonant clusters and has at most one consonant at the onset position of a syllable.  
Due to the fact that English has comparative complexity in English consonant 
clusters and vowel types in closed syllables, and the majority of syllables in 
Mandarin Chinese are V and CV syllables, we could expect that the interference 
from their L1 will let EFL learners tend to insert an extra schwa after p in prayed 
(Hsin, 2000). So learners had another learning difficulty in perceiving these words 
in a consonant cluster parade versus consonant+ vowel prayed (Hsin, 2000:75).   

 
The Stress Placement 

      When it comes to learners’ performance in Section O, we could find high 
group outperformed than the low group in assigning different stress to words with 
different part of speech (e.g. convict the noun vs. convict the verb). This topic on 
stress placements on English has received a great deal of attention since 1990s. 
Many studies of stress have tried to deal with the question of its placement in 
various syllables, and the placement of stress is frequently affected by many factors. 
Syntactic category was one of the reasons that motivated the placement of stress in 
English disyllabic noun and verb pairs. For instance, there are some pairs of words 
that are segmentally identical but distinct in terms of stress placement, in particular 
a number of disyllabic noun and verb pairs, where the placement of stress tends to 
by syntactically driven. The noun-verb pair like survey/survey is distinguished by 
their stress patterns: the nouns having nonfinal as opposed to the corresponding 
verbs final stress. Since the locating the stress on the wrong syllable in disyllabic 
noun and verb pairs usually causes the misunderstanding in their conversation(Hsu, 
2001), EFL teachers should raise learners’ awareness and explicit instruct the stress 
rules, so that learning could be highly facilitated.  

 
Intonation 

Intonation can be one of the most difficult parts of English for students to 
master, and also one of the least favorite topics for teacher to address in classroom 
One possible reason to this situation is that most accounts of English intonation are 
too complicate and detailed. As Taylor (1993) pointed out, in the preparation of 
most English language teachers, considerable attention to intonation has been 
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aroused in courses such as phonetics and phonology, but it rarely seems to be 
transferred to the classroom. In a similar vein, the reason why intonation may pose a 
difficult to EFL learners can be traced to the L1 influence. As Clennell (1997) 
explained that tonal and rhythmic structures of oriental languages are sufficiently 
different from English, and it may be extremely difficult for their speakers to have 
even basic competence in the discourse features of English intonation (p.118). 

 
Learners’ Performance on Suprasegmentals 

 
Table 9  Part 2: Mean of Suprasegmentals for Groups 

Section and example # of items High Rank Low Rank P value 
R. Number of syllables (e.g. illustrate) 5 3.53 4 2.35 8 ***0.00
S. Word stress (e.g. forgot vs. visitors) 6 4.49 3 3.15 6 ***0.00
T. Important ending-ed 

e.g. They look over all the books 
vs. They looked over all the books.

6 4.82 2 4.83 3 0.954 

U. Underlined Focus words 
e.g. What are you doing? 

8 3.58 8 1.88 9 ***0.00

V. Compound nouns 
e.g. a ‘social worker vs a ‘social 
‘worker 

4 2.11 6 1.96 7 0.481 

W. Thought group 
e.g., The twenty $ 9 books are left.; 
vs. The $ 29 books are left. 

3 1.89 5 1.69 5 0.274 

X. Intonation (the speaker is finished 
talking or not) 

e.g. I went to the last conference. 

2 1.98 1 1.88 1 0.103 

Y. Intonation (mean what the words 
seem to be saying or sth different) 
e.g. I bet she wants to work all 
weekend. 

2 1.98 1 1.69 2 ***0.003

Z. Intonation (mean what the words 
seem to be saying or sth different) 
e.g. Do you like the red sweater or 
the blue one? 
(1) Yes, they are beautiful 
(2) I like the blue one 

2 1.04 7 1.15 4 0.462 

 Note: Rank order was arranged from the easiest to the most difficult one 
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 * p<0.05;**p<0.01;***p<0.001 
 

Similar to their performance in segmental section, higher achievers were 
better than that of low achievers in most of the suprasegmental sections (7 out of 
the total of 9 sections). In terms of rank order on the sections from the easiest to the 
most difficult one, both groups almost can correctly perceive whether the speaker 
has finished talking or not based on the variation of intonation (Section X). The 
rank order for both groups was 1st. Likewise, both groups can read between the 
lines and understand what the speaker was trying to convey with the changes of 
intonation (Section Y).  

 
Thought groups and Focus words 

      People always divide sentences into two or more parts, or termed as thought 
groups. A though group is a portion of a sentence set off from the rest by pauses. 
Usually native speakers of American English use a pause to make meaning clear 
and for emphasis (Prator and Robinett, 1985). To distribute and perceive pauses 
intelligently, it is necessary that speakers understand the meaning of what they said. 
However, foreign students’ most frequent error with regard to thought group is a 
failure to organized sentences into thought group or failure to perceive where the 
pauses rest due to not fully understand the meaning (Prator and Robinett, 1985). 
This could find its support in the present study.  Also, another reason for the 
failure not grouping words into chunks could be traced to language types as well. 
English is a stress language whereas Chinese is a one language, which no 
multi-syllable word can be found in Chinese. Usually in a speech flow, each word 
carries the same stress, and the same length of time. The only distinction is the 
placement of four tones of words. Thus it might be one of the reasons why Chinese 
students can’t group certain English words into chunk appropriately. So based on 
two groups of learners’ perception of thought group that correcting distinguishing 
sentences like” The twenty $ 9 books are left” versus “The $ 29 books are left,” 
were harder for them (5th). Their rank order in Section W was 5th, among the nine 
sections of suprasegmentals.  

      With regard to focus words, we found that different languages may use 
different grammatical devices to signal focus. For instance, French and Chinese 
often use word order, and English used intonation as the device for indicating focus 
(Prator and Robinett, 1985). Usually speakers raised their voices on the stressed 
syllable of the words, which the speaker wishes to single out. By doing so, 
speaker’s attention is focused on the elements in a thought group (Prator and 
Robinett, 1985:75-76). As shown in Table 9, both groups found it difficult to 
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perceive the focus words in a thought group. Based on that, it led to the lowest 
means in this section, and had significant group difference as well. Therefore EFL 
teachers should focus on the importance of emphasizing the focus word in EFL 
teaching through explicit instruction. Concerning Sections R and S for the 
identification of the numbers of syllables and word stress, higher achievers were 
significantly better (rank 3rd; 4th) in performance than low achievers (6th ; 8th). 

   
  Compounds  
     Furthermore, compound nouns ordinary have the primary accent on the first 

component and secondary accent on the second (Prator and Robinett, 1985).  
Sentences like “She is a ‘social worker,“ means that she makes her living by 
helping people solve social problems, while “She is a ‘social ‘worker,” means that 
she is a worker who enjoys social relationships with other people (Prator and 
Robinett, 1985:32). Without awareness of the rule of stress assignment, EFL 
learners tend to find it hard to correctly rate the compound based on the context. 
Therefore EFL learners should be explicated instructed the stress assignment in 
compounds: whether the compound has received a normal stress on the first or 
whether any special meaning derived with different placement of stress so that their 
L2 learning can be facilitated.  

      To sum up, in terms of EFL learners’ needs of general goal in language 
learning, 46% of the learners rated the goal “to communicate in English 
effectively” as the most important. The next general goal on the list was “to gain 
confidence in new speaking situations”, and was followed by the goal of 
“eliminating their accent completely.” In terms of their rating for the most 
important situations to improve his/her pronunciation, they included situations in 
work/business social situations, and international travel.  For their perception on 
pronunciation diagnostic assessment, we found that proficient learners performed 
significantly better than their counterpart in overall performance, similar to the 
findings in related literature that learners’ proficiency was a crucial factor affecting 
their performance (Gardner, 1980; Rivera, 1984). Proficient learners could catch 
the meaning differences with the variation of intonations, and correctly rated the 
important endings of word pairs. However, they still had difficulties in the 
perception of focus words, phrases or compounds (e.g. hot dog), and intonation. In 
terms of less proficient group’s   pronunciation difficulties, the top five difficulty 
categories for less proficient group were the perception of focus words, the 
identification of syllables number, perception of tense or lax vowels, understanding 
meaning differences of phrases or compounds (e.g. hot dog), and perception of mid 
tense or lax vowels. A comparison of both groups in the subcategories of the test, 
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we also found that suprasegmentals cause greater difficulties for both groups than 
segmental aspects of pronunciation (e.g. Pennington, & Richards, 1986). This could 
be traced back to their L1 influence. In Mandarin Chinese, learners usually listen 
for pitch changes over single words in order to distinguish lexical meanings. Thus 
they have difficulty in distinguishing pitch changes over clauses or sentences 
(Clennell, 1997; Morley, 1994;Kenworthy, 1987). 

 
Pedagogical Implications and limitation 

Based on the results shown, there are some implications can be drawn from 
the study. First of all, EFL teachers should consider what are the goals that learners 
should achieve and pay more attention to learners’ perceived needs and their 
pronunciation problems. It has been reported that the understanding of the teaching 
and learning targets based on learners’ needs and goal identification may accelerate 
their learning in social interactive situations (Goodwin, 2001). Therefore in 
communicative language teaching, teaching objectives need to reflect the needs of 
the learners. 

Secondly, based on students’ needs and assessment, certain aspects of 
segmental and suprasegmental features like word stress, important endings, 
clustering and rhythm constitute part of pronunciation difficulties. In order for EFL 
learners to speak fluently and to understand spoken English at a normal speech, 
teachers should design more interactive activities on segmental and suprasemental 
phonology in EFL teaching and integrated them with other skills into a broadly 
communicative framework of language learning.  

Furthermore, subjects’ proficiency was a relevant factor affecting their 
perception in segmentals and suprasegmentals as found in the present study. 
Therefore it was strongly recommended for EFL teachers to adopt different 
teaching methods toward subjects of different proficiency level. Also the selection 
and ordering of the phonological features needed in an EFL classrooms should be 
considered from the perspective of language learners in terms of their needs and 
potential learning difficulties.  

In terms of teachers’ education, we found that there was a critical need for 
EFL teachers to become more aware of the impact that learners’ L1 backgrounds 
would bring to their L2 English learning. Thus in order to identify specific areas of 
pronunciation difficulties caused by L1 phonological transfer, teachers needed to 
cultivate solid knowledge in phonetics and phonology and understand the 
differences between English and the native language of the learners so that teachers 
could provide the greatest benefit to their students in language learning (Burgess & 
Spencer, 2000).  
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Also from the perspective of EFL learners, they should have basic 
understanding in phonetic and phonological differences between English and 
Mandarin in segmentals and suprasegmental. Just as Anderson-Hsieh (1990) said, 
improving learners’ segmental discrimination can also benefit their production 
skills in suprasegmental. Thus, the intelligibility of learners’ speech in English 
could be increased, and students’ L2 learning could be more facilitating.  

Identifying specific pronunciation difficulties for Chinese EFL learners does 
not necessarily lead to the dramatic improvement of their pronunciation; however, 
having such knowledge could be a prerequisite for teachers in designing teaching 
activities that helped students more aware of the differences between English and 
Mandarin Chinese sound systems. EFL learners needed to improve their 
pronunciation by themselves (Kelly, 2000; Celce-Muricia, Brinton & Goodwin, 
1996). Based on this concept, a large number of pronunciation teaching materials 
included sections of contrastive analysis or directing teachers to problems likely to 
be encountered by particular L1 speakers (e.g. Pennington, 1996;Tarone, 1978). So 
using consciousness-raising activities which sensitized learners to the differences 
between L1 and L2 systems might be beneficial in L2 pronunciation teaching 
learning (Brown, 1989).  

Despite some preliminary findings, there were, however, some limitations in 
this study. As Goodwin (2001) suggested, there were two levels of integrating 
pronunciation practice in pronunciation teaching (Goodwin, 2001). At the lower 
level, pronunciation practice was integrated into a broadly communicative 
framework of language learning. It moved from the teaching of a more bottom level 
such as the correct pronunciation of single sounds, the blending of sounds into 
higher phonological patterns of prosodic aspects including stress, vowel reduction, 
sentence accent; intonation patter etc. At the higher level, termed as top-down 
approach, the practice of these skills was integrated with each other. Sound 
inventory was taught in the flow of the discourse instead of as isolated phenomenon. 
Skills were integrated to create strong relationships between listening and speaking, 
i.e. perception and production, in order to achieve maximum efficiency in language 
teaching. Although perception data in this pilot study can be used to complement 
production data and to generate hypothesis that can be tested using other data 
gathering procedure, it could not represent the production of real conversation. 
Therefore, it was recommended that the future study includede the context of the 
full speech event or conversation. 

Secondly, for future study, random subject selection instead of the intact group 
design and more subjects were needed to help put the research on firmer grounds 
and to make the claims more generalizable. Furthermore, identification of students’ 
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pronunciation difficulties might not necessarily lead to the dramatic improvement 
of their pronunciation, but rather can only constitute a prerequisite for teachers in 
creating actual teaching activities. In other words, whether pronunciation teaching 
can become effective or not largely depended on how teachers could utilize the 
results of need analysis in designing the teaching materials or activities that helped 
students improve their pronunciation. Hence, instead of teaching accurate 
production of discrete sounds, more emphasis should be given to learners 
themselves to the broader, more learner-centered communicative aspect of speech 
so that it could reflect the spirit of learners’ autonomy and help EFL students 
produce more comprehensible output. 

Thirdly, L2 speech was subject to diverse constraints of many factors, 
including age, motivation, social acceptance, and social distance, personality 
variables, sex and oral and auditory capacities. In order to obtain a global 
perspective for their influence on L2 pronunciation, these factors should be 
considered in future study.   
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Abstract 
 
Explored in this article is the development and use of an image-based methodology that 
involved collaboration between immigrant children and researchers in the collection and 
analysis of data, as well as in dissemination of the research results in an inner-city 
elementary school. The photographic narrative format of the fotonovela, including color, 
perspective, framing, and composition, communicates meanings that are interdependent 
with and independent from the words. Through an example, Getting Into Basketball, 
fotonovela is defined as a participatory method that facilitates knowledge production (by 
the participants) rather than knowledge gathering (by the researchers). It illustrates both 
children’s use of the methodology to create a story about their peer relationships, and 
their peers’ readings of the visual narrative. The example demonstrates how, as a research 
method, fotonovela constructs a hybrid photo-image-text as a type of new knowledge that 
changes the way of seeing and has the potential to change the author’s and the reader’s 
self-understanding.  
 
Purpose 

Given that peer rejection is a significant aspect of immigrant children’s experience 
(Kirova, 2001; Osterman, 2001), and that an important contributor to their experiences is 
miscommunication linked with the often unacknowledged challenges of nonverbal 
communication (Kirova-Petrova & Wu, 2002), the primary objective of the study was to 
help newly immigrated children to examine nonverbal strategies used to gain access to 
majority-culture peers. However, because of the methodological challenges in studying 
nonverbal communication in everyday context which is often blended with verbal 
responses and thus is implicit and difficult to describe (Archer, 1997), the study aimed at 
developing an alternative approach to addressing immigrant children’s understandings of 
nonverbal meanings in the context of everyday peer interactions in a school context. The 
study also aimed at involving immigrant children as co-investigators of their own school 
experiences. Although the increased emphasis on children’s rights and citizenship 
(United Nations Convention on the Rights of the Child, 1989) has resulted in sustained 
attention to children’s participation in research (Ennew & Boyden, 1997; Heeks, 
1999;Veale, 2005), the effects of these movements have not been explored in research 
with immigrant children.  
 
Theoretical Grounding 

In research with immigrant children based on interviews, the voice of the child is not 
only interpreted from a particular cultural understanding of what constitutes hearing a 
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child (Alldred & Burnam, 2005), but also that what we hear can be lost in the language 
used in the study. Whether children use their mother tongue in communicating with the 
researcher through an interpreter or use their new language to express their thoughts and 
feelings and describe their experiences, “children’s voices pass through a series of human 
filters” (Ackers & Stalford, 2004, p. 35). Thus the fundamental epistemological question 
of the study became, Can language adequately represent the complexity and richness of 
human experiences? More specifically in this study we asked, Can visual narratives 
provide a means for a greater understanding of immigrant children’s school experiences 
in general and peer relationships in particular?  
Embodied Meanings 

The fact that non-linguistic ways of knowing cannot be captured or expressed in 
words has been recognized as an epistemological and methodological issue. van Manen 
(1994), for example, acknowledges the limitations of the spoken language in 
phenomenological descriptions, and states that beyond the verbal language, there is the 
unspeakable which he calls “epistemological silence” (p.113). Methodologically 
however, the inherent dualism based on the metaphysical conception of thinking as 
opposite to the body has resulted in an artificial separation of science and art (Ihde, 1998) 
as well as in ‘silencing’ the body. This research is intended, in part, as an exploration of 
the knowing in that silence, and, by extension, the knowing to be found in the silences 
across cultures and between languages.  

The notion of embodied meaning is central to this methodology because it involved 
children ‘bodily’ in their understanding of their own experiences as both individuals and 
in general, which in the language of hermeneutics, means assimilating the dialectic of the 
two that “determines the relation of objectification and experience and comes to 
expression as such in the medium of the ‘common’” (Habermas, 1968/1971, p. 180). 
With children, this embodied ‘common’ is often articulated through play. 
Play-Movement 

 In examining the meanings of the word ‘play’ in research, Gadamer (1984) 
suggests that in the use of all its meanings (i.e. play of light, play of waves, play of 
forces, play of gnats, play of words) the intent is to capture “the to-and-fro movement 
that is not tied to any goal which would bring it to an end,”… a meaning that “accords 
with the original meaning of the word spiel as “dance’.” (p. 93).  

For the purposes of describing our methodology, the meaning of play as dance is 
valuable as it evokes an image of a moving body—a body moving to-and-fro that does 
not seem to have an end goal, an implied intention and thus carries the dancer away. Like 
in dance, however, the movement is not ‘free’ as “the rules of the game impose 
themselves upon the player, prescribing the to and fro and determining the field where 
everything ‘is played’” (Ricoeur, 1987, p. 186).  

 
Playful Representation-Artful Interpretation 

Play is also seen as one of the foundations of narrative (Bruner, 1990). Through the 
process of symbolization that involves transforming reality, children, among other things, 
explore the world around them, achieve an understanding of the mental states of others 
(Harris & Kvanaugh, 1993), and enact sequences involving language, gesture, and the use 
of non-literal ways (Engel, 2005). Ricoeur’s (1987) analysis of the author and the reader 
as playful figures informed our understanding. In the process of developing fotonovelas, 
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the representation of the world (i.e. the photograph) is playful but also the students 
perform (by enacting their remembered experiences through tableux), create (by 
composing their photographs), design (by organizing their image-story), and author (by 
linking text with image)  putting themselves ‘on stage’, and giving themselves in playful 
presentation. The choice of a child-author to distinguish oneself, to assume the different 
‘voices’ of the characters, or to hide behind them is a form of play, a playful relation 
between the author and the reader (i.e. the viewer). The reader/viewer too “is a fictive 
creation, a role which we can assume in order to look at ourselves” (Kayser, in Ricoeur, 
1987, p. 189); the reader/viewer then is the imaginary “me” created by art as a playful 
representation of a world. This playful process allows for, in Davey’s (1999) terms, a 
fusion of horizons surrounding the photographer, the photograph itself, and the viewer. 
The process of interpretation and explication of a photographic image, although 
subjective, can transcend meaning beyond the visible. However, we argue that it is not 
only the process of viewing an image that can bring forward common and essential 
elements of human experiences, but also that these elements can become central to the 
methodology that involves photography as its central element. In between material and 
idea, photograph and word, authorship and audience, child and adult, one culture and 
another there exist spaces that not only accommodate, but demand to-and-fro movement.  
 
Methodology 

In this study an arts-based methodology was developed with still photography as the 
primary visual data-collection method. As a storytelling form, fotonovela can combine 
the familiar framing devices, sequencing, and text balloons of the comic book with posed 
or candid photographs of the participants in place of pen-and-ink sketches. Although 
current literature on the fotonovela as a research tool suggests that it has been used in the 
fields of health and nursing (Berman, Ford-Gilboe, Moutrey & Cekic, 2001) to our 
knowledge, fotonovela was used in this study for the first time in educational research.  
Other data-gathering methods used were semi-structured and unstructured individual and 
group interviews conducted with the children on an ongoing basis. The interviews were 
audiotaped and then transcribed verbatim and analyzed. 

 
Setting and Participants 
This study took place at Greenview, pseudonym for an inner-city elementary-junior 

high school in a large city in western Canada. Visible minorities were a high percentage 
of the students with the substantial representation among Aboriginal, Chinese, 
Vietnamese, Korean, Arab, East Indian and African students. Many were first-generation 
immigrants and were classified as ESL students. More than seven languages were spoken 
among the 204 children in the school. Over the course of the study, which began in 
February 2004, the research team worked with a total of 28 children from grades 4, 5, and 
6 who expressed interest in participating in the lunch-hour photo club. Over the course of 
the study various children worked on a number of topics that included, for example: 
lunchtime, the life of the playground, and me pretending. Three children, two from grade 
5 and one from grade 4 were involved in developing the fotonovela called Getting Into 
Basketball. Of these, one was a non-immigrant Caucasian, one was a recent immigrant 
from China, and one was from Vietnam. 
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Research Procedures 
 The procedures involved in the development of all fotonovelas, including the 
Getting Into Basketball fotonovela involved the following distinct steps: 
 
Candid/Documentary Photographs and Frame Selection: In order for the children who 
chose to become members of the photo club to develop “camera vision” (Chiarenza & 
Luxenberg, 2004), they went through a process that began with the opportunity to play 
with a digital camera and printer. Over time children took on a number of photographic 
identities (a spy, a reporter, and a director) and documented a number of moments in their 
school life. 
 
Color Coding, Sequencing, and Composition: Children learned to categorize their 
images based on terms that they identified for common activities that were part of their 
daily school routine in general and the lunch recess in particular. They were then 
introduced to visual narrative through conversations about their images and by engaging 
in storyboarding games that involved sequencing their images to tell stories about what 
they observed and experienced.  
  
Thought and Speech Bubbles:  Children used bubbles according to the cartoon format’s 
conventions: speech bubbles were for conversations among the characters, and thought 
bubbles represented their thoughts. These bubbles were used in three ways. First, all 
children working on a particular fotonovela worked collaboratively to decide on the text 
in the bubbles that expressed the shared meaning of the situation. Second, they had the 
opportunity to have their own version of the story told through the fotonovela by 
choosing which bubble to use (i.e., speech or thought) for each character and writing in 
their own text. Third, pages of printed blank speech and thought bubbles together with 
the fotonovela were given to a new group of children who had not participated in the 
development of the fotonovela and who thus became readers of the fotonovelas.  
 
Tableau: Children used their bodies—through hand gesture, facial expression, body 
posture, and body positioning relative to others (Wilson, 2003)—to show emotion and 
action. The performing part of developing the fotonovelas was intended to help the 
children select telling moments, incidents or encounters in their experiences that would 
later become central images in the development of the visual narrative.  
 
With all of these elements developed through playful experience, the children were 
invited to plan stories that they could produce as finished works to give to future ‘new 
kids’ in the school as a way of introducing those imagined children to the school. What 
follows is an example of this shared purpose. 
 
 
Developing the Fotonovela, Getting Into Basketball 
 

Getting into basketball as the topic of the fotonovela emerged from an exploration of 
a larger topic, Life on the Playground, undertaken by the participants in the photo club. 
After their initial open-ended visual documentation of the playground, the grades 4 and 5 
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children generated a checklist of ideas about the various activities of the playground. 
These were games, playing with equipment, listening, talking, being alone, leading, 
following, being together, children’s rules, and grown-ups’ rules. To explore these ideas 
the children were sent in pairs to the playground to take documentary photographs of 
each of the categories on the list. The members of the research team supervised the 
activity, but made no suggestions to the children about which shots to take or what to 
focus on. The photographs taken by each pair were then printed, and the photographers 
were asked to examine them and color-code how each photograph represented one or 
more categories on the checklist. 

The topic of Getting into Basketball arose when one of the research assistants drew 
two girls into a world of make-believe. She told them of her imaginary niece who was 
coming to their school from a foreign country with no knowledge of school or city life. 
She enlisted them to help her to prepare her niece for the experience. Margaret and 
Veronica, who were immigrant English language learners themselves, were eager to help 
the new girl (named Amy). In conversations the girls began to tell the researcher about 
some of the unspoken rules of the playground and the etiquette that governed children in 
play and their outdoor behavior. The most animated discussions were about the 
basketball area. Here the children followed a strict code of conduct that would need to be 
explained to a newcomer. The girls gave the following advice to the imaginary new 
student: “Amy, if someone’s shooting, don’t go by.” “If the ball rolls to you, don’t take 
it.”  “Ask if you can play.” Inspired by the girls’ thoughtful engagement in the activity, 
the researcher suggested that they make a fotonovela of one such playground place and 
send it to Amy.  

The next step was to use a storyboard to divide the story into frames that could be 
separately acted out and photographed. The children chose the basketball court as the 
setting for their story and suggested that Amy and a girl from the school should act in a 
scenario of what to do and what not to do there. The story was about a new girl trying to 
join in a basketball game and was told effortlessly by Margaret as if she had experienced 
it herself. Speech balloons and thought bubbles on sticky notes were used to record the 
dialogue. 

The dialogue and the performance of the episode according to the already developed 
storyboard required the children to examine the real world of a new child in the school. 
With the help of the researchers, the girls were led in a creative process of self-
exploration that involved entering the world of the new girl. As a result of this process, 
the two girls were able to imagine and articulate Amy’s probable reactions during her 
first day at school.  

The series of six photos presented in figure 1 comprise a fotonovela that depicts a 
simple and common playground scenario. Because of the everydayness of the fotonovela, 
and because the girls’ representation and performance of their story was credibly done, it 
could be shared with everyone in the school. 
 
Dissemination 
 Dissemination of the results of the children’s visual research into their school 
experiences served as an essential component of the study. Final versions of the various 
fotonovelas, including Getting Into Basketball were shown to groups of children who had 
not been involved in their development. The authors of each fotonovela first presented it 

2008 HICE Proceedings 
Page 5688



 7

to their classmates and then to other classes. Then, all text was removed and the readers 
were invited to indicate their visual reading of the fotonovela by adding their own text 
balloons. Getting Into Basketball fotonovela was shared with 15 Grade 5 children during 
their regular class time. Analysis of the meanings assigned by these children to the 
fotonovela provided insights into the varying ways they understood and interpreted the 
nonverbal behaviors of the fotonovela characters. The examples below illustrate these 
understandings.  
 
 

 
Figure 1 
 
Results: Children’s Readings of the Fotonovela 
 
Looking at Similarities and Differences: Reading Children’s  
Stories Frame by Frame   
 In this section, individual children’s readings and interpretations of the visual 
narrative is presented and analyzed frame by frame. 
 
Frame 1: 

The text produced for this frame clearly demonstrated that all the children identified 
the new child. The general intention of the new childto play with the other two 
girlswas also generally understood. Of 11 children who ascribed text to this image, 
eight ascribed an active role to the new child. It was she who initiated the contact and 
asked if she could play. The other three children had a different view of this. One drew a 
picture of the new child imagining that one of the girls was passing the ball to her; 
another drew a sad face in a thought balloon; and the third had the new child telling the 
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other two that she was “open” by saying so orally. The new child’s gesture was 
interpreted by most of the children interpreted the gesture as a request. Examples 
included: “Can I play?” (two children); and “Pass the ball/Give the ball to me/Can I 
please have the ball?” (five children). One child interpreted it as an indication of being 
open to passes from the other basketball players (“I am open!”) and another as an 
indication of resistance to the peer pressure to leave the basketball court (“You are mean 
but I am not going away”). 

The children were consistent in how they interpreted the intentions of the other two 
characters in the story. None interpreted the verbal exchange among the three characters 
as positive. According to the texts in this frame, the reply to the new child’s request to 
play was clearly a rejection (e.g., “What are you looking at? You can’t play!” ”I am never 
gonna pass it to that freak,” “No way, girl! You little wimp,” “Don’t make me take out 
my cap gun!”). These few examples demonstrate not only rejection of the new child’s 
plea, but also an attempt to hurt her feelings by using insulting language and threats. One 
child wrote a number of lines about this exchange as follows. 

New child: Can I play”  
  Cindy: No! 
  New child: How come?  

Cindy: Because you are too bad!  
New child: I don’t remember hurting you. 
Cindy: Because you have a bad memory. Yuck!  
Mary: Why are you stopping the game? 

In this case it appeared that the new child already had a “bad history” with Cindy and was 
being punished for something she did not remember doing.  
 
Frame 2: 
 In this frame, the children saw the role of the new child as being much less active. 
Only two of the children had her initiate a verbal exchange. Two of the children thought 
she was still trying to get the ball by complaining that they never being passed it to her 
(“You never pass it to me,” and “Come on!!”). In both instances these attempts were 
rejected (“I am passing it to Cindy,” and “NO! Get out of here!”). The text for another 
fotonovela indicated that the new child was asking if the line “Then take that!!” from one 
of the girls was a threat (“Are you threatening me?”). The overall tone of the exchange 
was still negative: the two girls were either engaged in an exchange that excluded the 
new girl (“I am open. Pass the ball,” “I am not passing it to you”), or they made remarks 
about her like “She is such a crybaby.” One child even wrote “Go die!” as a comment 
from one of the girls to the new child. 
 
Frame 3: 
 Five of the 13 children ascribed no text to this frame. Those who did, however, 
depicted a momentary shift in power. It seemed to them that for a moment the new child 
had possession of the ball and was trying to keep it. This was evident in the text of 
several fotonovelas. For example, one child wrote that the new girl was thinking to 
herself, “I got to run. Run!!” Four children wrote that the other girl in the scene was 
trying to get the ball back from the new child (e.g., “Hey, give me back the ball. That’s 
not yours,” “Give me that ball,” and “Pass me the ball”). It was interesting that one child 
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interpreted the events in this frame such that the new child not only had possession of the 
ball, but also was not giving it up easily. Her ability to resist peer pressure and to exercise 
agency was evident in one child’s text, which clearly indicated the new girl’s 
determination to keep the upper hand, “You are mean and I am not giving it to you.”  

One child had a unique perspective of the events depicted in this frame. 
According to the text of the fotonovela, the new girl attempted to use her momentary 
advantage to suggest a new game that the three of them could play together. She said,  
“Let’s play ‘Monkey in the middle.’” The response from the other girl was a clear 
rejection as expressed in a thought balloon, “We won’t let her play!” 
 
Frame 4: 
 Only a few children ascribed text to this frame. However, the seven children who 
did write for the scene were consistent in their interpretations. They saw it as a loss for 
the new child (e.g., a thought balloon “She got me, I thought that I could get it”) and a 
victory for the other girl (e.g., “Ha, ha, ha, I got it!” “Ha, ha. I got the ball,” “What a 
baby,” and “I told her she can’t get my ball!”). 
 
Frame 5: 

In this frame, the new girl was seen as being an active player. Although her 
position in relation to the other girls and her gesture were almost identical in the two 
frames, the interpretation of her role was quite different. Whereas in the first frame the 
new girl pleaded for acceptance into the game, the text for the fifth frame indicated that 
she had to some extent lost hope that this would happen. 

The text indicated some children’s desire to explain her action in getting the ball 
as shown in the previous frame: “I just wanted to play” and “I really wanted to play.” 
According to other children, the new child was not sure what had happened and why the 
other two girls would not let her play (e.g., “What did I do? Even if I did something she 
should have told me.”). Others indicated her frustration with the situation by drawing her 
dreaming about her big brother coming to rescue her, or by saying, “I am going to cry if 
you are not going to let me play.” Three children interpreted her gesture as indicating her 
growing sense of agency by resisting the other two girls’ comments to her (e.g., “You are 
rude,” and “Stop being greedy”) or by openly saying that she had changed her mind and 
no longer wanted to play (e.g., “You know what, I don’t want to play so buzz off!”). 

The overall tone of the exchange among all players was negative, reinforcing the 
two girls’ decision not to let the new child play. One of the girls said to the new child, 
“Be quiet, shrimp!” and the other said, “You’ll never play with us. Never, never, never!” 

 
Frame 6: 

 Analysis of the text for this frame suggests that all the children but one interpreted 
the new child’s position and body language to indicate hurt feelings (e.g., ”Oh that hurts,” 
“Stop it, that hurts”) or that she was crying (e.g., “You made me cry”). Several children 
also drew crying faces in thought balloons. Only one speech balloon indicated that the 
new child forgave the other two for what they had done: “I forgive you.” The responses 
from the other two girls to having made the new child cry or at least having upset her 
were different in all fotonovelas. These ranged from showing no compassion or regret as 
in, “Yeah! Go home!” and “Don’t make me pull a trigger to your head,” to feeling 
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apologetic and accepting her as a partner in the game as in, “I am sorry I never passed the 
ball to you,” “Oh no, sorry,” and “Come and play.” Two children thought that the other 
girls were apologizing for making her cry, and only one ended the story with the new girl 
being accepted as a partner in the game. 
 
Looking at Descriptions of Experiences: Reading Children’s Texts as Individual 
Stories  
 
 In this section, the individual children’s reading of the visual narrative is 
presented as stories. The importance of the narratives is seen in that they, as Engle (2005) 
suggests,  “embody, symbolize and communicate thoughts of the teller, but the teller is 
not necessarily aware of what is their own story” (p. 207). Therefore, by ‘telling the 
story’ of the newcomer on the playground, children told their own stories. 
 
The eight stories are selected because they were fully developed. They are presented here 
as text not only to avoid overcrowding this article with visual data but also because 
language allowed us as researchers to get access to the meaning children assigned to the 
visual narrative. Making sense of children’s readings of the visual story required 
researcher’s interpretation. However, by staying as close to the text as possible, we hope 
that the original “authorship” of the children is not taken away, and that the range of 
children’s meaning-making based on the visual narrative is still evident. 

 
Sarah’s Story (no title):  
When Veronica and her friend Margaret went on the basketball court that day, a new 
child appeared. “What are you looking at? You can’t play!” Veronica yelled at her. 
Startled the girl replied, “You are rude but I am not going away.” Margaret, Veronica’s 
suddenly realized that her stomach was empty thought to herself, “I am hungry” “I can’t 
wait until lunch.” Meanwhile, Veronica urged Margaret to play, “I am open. Pass the 
ball.” Margaret, holding on to the ball thought only of guarding the ball and running from 
the new girl, who was quicker and snatched the ball away. Veronica snarled at the new 
girl “Hey, give me back that ball. That’s not yours.” The new girl replied to Veronica 
“You are mean and I am not giving it to you.” Veronica quickly retrieved the ball, 
leaving the new girl thinking to herself “She got me. I thought that I could get it.” 
Veronica, angry at the persistence of the new girl to play, addresses her straight up, “I 
told you, you can’t play. Do you understand?!” Her feelings hurt, tears surfacing, the new 
girl says “You are rude. I really want to play. You made me cry: Wa! Wa! Wa!” 
Margaret, weary of the playground calamity, stands away from the bickering and think 
out loud to herself, “Those two will never understand. Share!” 
 
Carina’s Story: Title: “Going to Play Ball” 
Eager to play, the new girl looks at Veronica and says “Pass the ball.” But Veronica is 
called by her friend Margaret “Hurry pass it.” “Pass it to me!” says Veronica immediately 
after passing the pall. Margaret seems to be torn between her friend screaming and the 
look of impatience on the new girl. “Hurry you! You never pass it to me.” Then 
shrugging, “I never get the ball.” Veronica regretted having caused these feelings, should 
have passed the ball earlier. Margaret also felt uneasy, “Let her shoot,” she said to 
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Veronica, “Let her shoot, she never gets to shoot.”  “Hold on,” protested Veronica, “I 
want to shoot.” “Yeah, Veronica” said the new girl, when she saw Margaret was standing 
up for her. Veronica, cornered into reflection by the other two submitted. “I am sorry I 
never passed the ball to you” she said to the new girl. Margaret thought it strange (a 
question mark in a thought bubble) for Veronica to apologize. The new girl was happy to 
have integrated into the game, turned to Veronica and said, “I forgive you.” 
 
Simon’ s Story: (no title): 
Two girls were playing on a basketball court, tossing the ball back and forth, when an 
unknown girl appeared. Enthusiastic to make friends she cried “I am open!” but Margaret 
and Veronica seemed to prefer each other’s exclusive company. “I am never gonna pass 
it to that freak,” said Margaret to Veronica. Teasingly, Margaret screamed “Oh yea!” to 
the girl. Trapped amidst the hostility, the new girl dreamt that her older brother would 
come and rescue her from these unmannered bullies (picture of a hero in a thought 
bubble). When she started to cry, Veronica said to her “Be quiet, shrimp!” leading her to 
run away with a face of tears (a drawing of a crying face in a thought bubble). 
 
Ken’s Story: Title: “The Only Bully” 
Veronica and Margaret are passing a ball to each other on the basketball court when the 
new girl in their class asked, “Can I play?” “No!”, Veronica shouts back. “How come?” 
wonders the new girl?” “Because you are too bad!” replies Veronica right away. Trying 
to get a sense of the accusations, the new girl says, “I don’t remember hurting you.” 
“Because you have bad memory. Yuck!” insists Veronica. Margaret, Veronica’s friend 
annoyed that their game is interrupted turns to the new girl, “Why are you stopping the 
game?” Quick to response to her friend’s request, Veronica passes the ball to Margaret 
saying, “Take the ball!!” “OK”, says Margaret happy to continue the game. In her 
attempt to understand what is going on the new girl asks Veronica, “Are you threatening 
me?” Veronica clarifies her position, shouts back “I said, get out!” Not obeying the order, 
the new girl gets the ball but Veronica quickly snatches it back declaring her triumph, “It 
is mine now!!” The new kid does not let go of her desire to join in completely by 
suggesting, “Don’t be greedy!” The advice was not taken by neither of the two girls who 
maintained a full possession of the ball. The new girl finally gives up, left in tears 
(drawing: a crying face). 
 
John’s Story: (no title) 
 A new girl appears in the basketball court asking the two girls who are there to join in: 
“Can play?” Ignoring the request, Veronica turns to her friend, Margaret and suggests, 
“She is dumb. Let’s play by ourselves.” Convinced, Margaret replies to the new girl’s 
request: “No way! You are not playing! You are dumb.” Realizing that the two friends 
will not allow her to join them, the new girl snatches the ball. “Give me that basketball!” 
shouts Veronica to her as she grabs the ball. Left without the ball, and rejected by the 
girls, the new kid gives it a last try to gain their attention: “I am going to cry if you are 
not going to let me play.” There is no response to this plea. 
 
Ben’s Story: Title: “Monkey in the Middle” Problems 

2008 HICE Proceedings 
Page 5693



 12

“Can I please have the ball?” politely asks the new kind who is trying to join the game 
Veronica and Margaret are plying on the basketball court. “No way, girl! You little 
wimp,” replies Veronica. Margaret is quick to add the affront, “She is such a crybaby.” 
Coming up with an idea as to how to play with the girls, the new girl suggests, “Let’s 
play ‘monkey in the middle.” Picking up on Margaret’s insult, Veronica says, “What a 
baby” while thinking to herself, “ We won’t let her play!” Not having lost hope, the new 
kid asks, again, “Please can I play?” Voicing her thoughts, Veronica makes it clear, “You 
will never play with us. Never, never, never!” Trying to defend herself, the new girl 
replies: “Stop it. You are hurting my feelings.” The statement of her feelings does not 
produce any response from the two friends. 
 
Jeremy’s Story:  (no title) 
Attempting to join the ball game, the new girl says, “Pass it to me.” “No, it is just me and 
her playing catch” replies Margaret. “Come on” pleads the new girl. Committed to her 
initial response, Margaret goes even further, “No! Get out of here!” Noticing the 
disappointment in the new girl’s face, Veronica tries to turn this into a joke turning to 
Margaret, “I can’t believe that she can’t stand a joke.” To make sure that the new girl 
sees this as a joke, Veronica turns to her as well, “Can’t you even stand a joke? Let’s 
play!” “ I am ready to play!” replies the new girl. Margaret does not seem to agree with 
Veronica’s invitation and holds on to the ball. The new girl moves away from the two 
friends and says, “Oh, that hurts.” Regretful, Veronica apologizes, “Oh no, sorry!” 
 
Nicole’s Story: Title: “Basketball Trouble Buddies” 
 “Awww!” cries the new girl (drawing; sad face) who comes to the basketball court.  Not 
paying attention to her, Veronica and Margaret continue to play. “I am open, Veronica!” 
says Margaret. “Thank you,” she says as she gets the ball from Veronica. The ballgame 
between Veronica and Margaret continues throughout the day. Later that day (added text 
not in a speech/thought bubble: “later that day…”). Veronica wants the ball back from 
Margaret: “Give me that ball!” “Ha, ha, ha, laughs Veronica, I got it!” The new girl, 
observing the game without being able to join in, says in frustration to the two of them: 
“You know what, I don’t want to play so buss off!” Quick to show that she is not upset 
about the statement made by the new girl, Veronica replies to her; “Do I care? NO!” 
Some time passes (indicated in added text: “ while then…”). Veronica has reconsidered 
her decision not to play with the new girl and invites her, “Come and play.” Pleased but 
puzzled, the new kid thinks to herself “I can’t believe those two!” 
 
Analysis of Children’s Stories 
 The “first read” of children’s stories showed that they shared recurring themes of 
exclusion, rejection, isolation and loneliness of the newcomer. The new child’s 
repeatedly failed attempts to join in an on-going game between friends were dominating 
children’s interpretation of the visual narrative. The harsh language used in response to 
sometimes polite or even shy request to join in, and the intentionally harmful descriptors 
used by the two friends while referring to the new girl are testimonies to the realities of 
these children’s lives in school. Given that 11 of the 15 children who were invited to read 
the visual narratives and to create their own comic based on it were recent immigrants, 
the likelihood that they have experienced similar rejection was really high. The conflict 
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between the ‘newcomers’ and ‘old-timers’ was apparent. Yet a “second read” of some of 
these stories showed a much more complex picture of the relationships between the 
representatives of these two groups. The analysis of the stories presented in this section is 
organized around the three themes that emerged: friendship, 
rejection/exclusion/inclusion, and agency.  
 

Friendship 
 The stories presented a picture of children’s understanding friendship.  In all 
cases, friendship meant alliance—that is stating and securing the exclusive nature of the 
relationship. Regardless of how the new girl approached the two friends, one of them, at 
least at the beginning, rejected the attempt of the newcomer to join in. In Jeremy’s story, 
for example, Margaret replied to the request of the new kid to pass the ball with a clear 
statement indicating that there was no room in the game for anyone else but the two of 
them: “No, it is just me and her playing catch.” Reaffirming their exclusive friendship, in 
John’s story Veronica ignored the request of the new girl and turned to her friend saying: 
“She is dumb, let’s play by ourselves.” More often in the stories, however, the rejection 
took place not through verbal exchange with the new girl but through nonverbal 
attempting to ignore her. For example, in Carina’s story, Margaret did not pay any 
attention to the new girl’s request to Veronica to pass the ball. Instead, she turned to 
Veronica impatiently and nudges her to pass the ball to her: “Hurry, pass it! Pass it to 
me!” In Nicole’s story too, the two friends continued to play not paying attention to the 
new girl who was crying. “I am open, Veronica!” “Thank you,” said Margaret as she got 
the ball. Furthermore, in some stories the friends were exchanging comments about the 
new girl as if she were not there. In Simon’s story, Margaret said to Veronica, “I am 
never gonna pass it to that freak!” Ben wrote that Margaret, in support of Veronica’s 
insult to the girl (“No way, girl! You little wimp.”), added an affront without making a 
direct contact with the girl but rather commenting to Veronica: “She is such a crybaby.” 
“What a baby,” repeated Veronica, thinking to herself; “We won’t let her play!” 
 Another strategy used by the two friends to keep unified in their opinion about the 
stranger was providing convincing arguments against the new girl. An example is 
provided in Ken’s story. When the new girl wanted to know why she was not allowed to 
play, Veronica told her; “Because you are really bad!” Not remembering insulting the 
girls, when the new girl tried to clarify her guilt, she was presented with the argument: 
“Because you have bad memory.” This was enough to convince Margaret who insisted 
the game continued and was ready to blame the new girl for stopping the game: “ Why 
are you stopping the game?” 
 The strategies children described in their stories ranged from direct claim of 
‘unbreakable’ friendship, to indirect demonstration of loyalty and support of each others’ 
opinions and decisions regarding the newcomer’s attempts. It seems that the situation 
created by the appearance of a newcomer was understood by the children as an 
opportunity to strengthen the friendship by showing support to the initial decision made 
by one of them not to include the new girl in the game. Making additional negative 
comments about her too was perhaps intended to demonstrate like-mindedness and unity 
(the ‘we-ness’) in the initial response to the stranger’s request to join in. By making her 
‘invisible’ the two friends created a shield around their own perhaps fragile friendship. 
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Rejection/Exclusion/ Inclusion 
 The overt rejection was the initial response to the new child’s plea for 
participation in the game in most of the stories. In Sarah’s story, Veronica was 
straightforward to the girl: “What are you looking at? You can’t play!” Similarly, Ben 
wrote that Veronica’s answer was a straight “no”: “No way, girl!”  and then later in the 
story, when the girl asked politely once again: “Please can I play?”, Veronica repeated: 
“You will never play with us. Never, never, never!” The response to the new girl’s 
subsequent attempts to join the game was almost identical in Jeremy’s story: “No! Get 
out of here!, shouted  Margaret to the new girl after she dared to say the second time: 
“Come on. [pass the ball to me]”. Ken too wrote that Veronica’s response to the second 
request made by the new girl was “no”: “I said, get out!” Sarah also was convinced in her 
story that Veronica would not change her initial response and wrote: “I told you, you 
can’t play. Do you understand?!” 
 Although the intention of the friends to exclude the stranger was dominant at the 
beginning of most stories, as the stories developed, the relationships among the three 
characters became more complex. United by the initial ‘threat” that the newcomer 
presented to their friendship, the two girls’ individual responses to the new girl’ 
subsequent requests differed in the later parts of the stories written by the children. While 
some of the stories showed clearly opposite views of what the two friends’ next step 
should be, others showed strategies used by either of the friends to keep a unified 
position.  
 Carina’s story is a clear example of the conflict arising between the two friends in 
regard to their initial decision to reject the new girl’s request. After the new girl 
complained that she “never gets the ball”, Veronica was willing to let her play: “Let her 
shoot. She never gets to shoot”, she told Margaret. Margaret, who was not willing to give 
up, referred to her own desire as an excuse for not wanting to change her position: “Hold 
on. I want to shoot.” Another example of a disagreement between the two friends is 
illustrated in Jeremy’s story. In his story, noticing how upset the new girl was as a result 
of their initial rejection caused Veronica to try to portray their initial rejection as a joke. 
Turning to Margaret she said, “Can’t believe she can’t stand a joke, and then to the new 
girl, “Can’t you even stand a joke?” Let’s play!” However, Margaret did not seem to 
agree with Veronica and held on to the ball, making the new girl cry. 
 These disagreements escalated at the end of the stories, and led to different ways 
of handling the fact that by keeping the girl out of the game, except for the short moment 
illustrated in frame four of the fotonovela which was interpreted by most of the children 
as a victory fro the new girl who obtain possession of the ball, the two friends managed to 
upset her. In Sarah’s story Margaret, aware of the consequences of their behaviour, 
suddenly remembered an important rule “Share!” Carina’s story showed that challenged 
by her friend’s unexpected change of tone, Veronica apologized to the new girl: “I am 
sorry; I never passed the ball to you.” In Jeremy’s story, although Margaret did not 
change her decision regarding the new girl, Veronica, hearing the new girl’s saying “Oh, 
that hurts,” apologized to her “Oh no, sorry!”. Nicole’s story too showed Veronica’s 
ability to reconsider her decision not to play with the new girl and invited her, “Come and 
play.” 
 Were the children who showed empathy demonstrating a wish that someone back 
then when they were new to the school allowed them to be part of the group or were they 
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‘remembering’ their own experiences? Were they more compassionate now, after being 
through such episodes themselves? Or were they trying to give some hope to the 
(imaginary) new girl for whom the visual story was developed? Although we can never 
know for certain the answers to these questions, the two stories that clearly ended with 
the new girl’s acceptance and inclusion to the on-going game between two friends, 
demonstrated that children did not reject the possibility that one can make friends in a 
new school. However, the fact that most of the stories ended up with no response to the 
new girl’s attempts and even tears, indicated that most children knew that making new 
friends would take more than one attempt. 
 

Agency 
 What is striking in the stories is the fact that the newcomer was not portrayed as a 
victim. Although the children demonstrated clearly that they knew she suffered rejection 
and her feelings were hurt, most of the children depicted her character as being persistent 
and inventive in her attempts to gain access to the game. The strategies the children 
described included asking politely, snatching the ball, making her feelings known by 
making clear and explicit statements about how she felt, or declaring that she had no 
interest in playing with people who were mean to her.  
 From the beginning of the story, the new girl played an active role in her attempts 
to achieve her goal of making friends, and she approached the two friends with a specific 
request: “Can I play” (Ken’s story); “Pass the ball (Carina’s story); “I am open!” 
(Simon’s story). She also actively suggested a new, more inclusive game, “Monkey in the 
middle” (Ben’s story). She stood up for herself and confronted Veronica who accused her 
of being ‘bad” and using this for not letting her play with her and Margaret: “How come? 
… “I don’t remember hurting you.” (Ken’s story).  In Sarah’s story she was not shy to 
tell what she thought of Veronica and Margaret  when they made it clear to her that she 
could not play : “ You are rude but I am not going away,” and later stated firmly: “You 
are mean and I am not giving [the ball] to you.” Even later in the same story when the 
two friends brought her to tears, she told them, “You are rude. I really wanted to play.” 
She also dared to suggest to the two old-timers’ not to be greedy and have her play 
(“Don’t be greedy”, Ken’s story), and hurried the two friends to pass the ball to her 
(“Hurry you! You never pass it to me… I never get the ball.” (Carina’s story). She was 
really clear about how she felt when the two girls rejected her attempts to join in: “Oh 
that hurts” (Jeremy’s story); “I’m going to cry if you are not going to let me play.” 
(John’s story), and also told them to stop assaulting her: “Stop it. You are hurting my 
feelings!” A real moment of courage exhibited by the new girl was picked up by Ken 
who felt that there was a short-lived shift in power when she “snatched the ball”. The 
new girl, having gained possession of the ball was trying to keep it: “You are mean and I 
am not giving it to you” (Sarah’s story). She was apparently very capable of resisting 
peer pressure. She even said to Veronica, “You know what, I don’t even want to play so 
buss off!” (Nicole’s story). Another form of strength exhibited by the new girl is depicted 
in Carina’s story where she was able to forgive her opponents and said to Veronica, “I 
forgive you.”  One may wonder if these strategies were used by the children who 
suggested them, with various degrees of success, or that they thought that new girl was 
likely to use them? Whatever the case, the new girl was not always able to defend herself 
against the combined attacks of the friends. In Simon’s story she felt so lonely and 
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powerless, that she was imagining her big, strong brother was coming to help her. Since 
her dream did not materialize, she broke into tears and retreated from the game.  Both 
Ken and Simon felt that the new girl was not successful in her attempts and finally gave 
up, left in tears.  
 
 Discussion 
 The results of the study related to the Getting Into Basketball fotonovela, 
suggest that the process of developing the fotonovela was a form of active exploration of 
peer power relationships. Through this process immigrant children were encouraged to 
become self-reflective as they re-examined and re-cognized their own struggles to “fit in” 
a peer culture that might have been completely new to them.  The two different ways of 
analyzing children’s readings of the visual narrative presented in the Getting Into 
Basketball fotonovela demonstrated that fotonovela methodology offers the possibility of 
polyvocal narrative inquiry that can embrace word, gesture, image, time, and space. The 
visual data with the traditional text captured in the speech and thought bubbles 
demonstrated what the children as researchers know and understand their peer 
relationships as newcomers to the school. Thus in addition to gaining insights into 
various interpretations of the meaning of nonverbal peer interactions, the study results 
allowed for expanding the notions of reading, writing, and literacy (we are still served, 
but also limited by the linguistic analogies implicit in these terms) to include expression 
through visual conventions and technologies, to broaden our understanding of the 
knowledge and meaning available to us through research (Ihde, 1998). 
 
Implications and Importance of the Study 
 The two types of analysis presented here suggest that the understandings the 
intentions and the meanings of school peer interactions are not uniform, and can be a 
challenge not only for the immigrant children but all children in a multicultural context. 
Since the nature and the meaning of the body language in interpersonal communication 
depends on one’s familiarity with the larger cultural context in which it occurs, and on 
the previous experiences one had, immigrant children’s previous experiences interacting 
with school peers may not be as helpful in this understanding when they are forced to 
interact with peers who come from different cultural backgrounds. While the fotonovelas 
created as part of this study show that the ways of expressing and understanding 
meanings, feelings, and emotions through body language is quite different from one 
individual to another, the study participants who came from nine different cultures, 
including aboriginal and majority (White) cultures, did not form big enough cultural 
groups that would allow any generalizations regarding such differences from culture to 
culture. Fotonovelas both as a process and as a product provide tangible manifestations of 
how human communication, including intercultural communication involves continual 
interacting, reinterpreting, and reapplying of individual understandings on both verbal 
and non-verbal components relevant to communication. This suggests the need for 
ongoing research within a classroom group with the aim of constantly renewing child-
researcher’s understanding of body language messages. The experiences of this study 
suggest that fotonovela story telling is an effective approach to this inquiry both because 
of the balance it allows children to strike between the embodied, the visual and the 
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written in their life stories, and because the fotonovela process can be easily integrated 
into teacher’s curriculum requirements in a number of different ways. 
 The implications of the results of this study are mainly methodological. The study 
is an example of participatory research with immigrant children in which the image-based 
methodology developed in collaboration with the children engaged them fully in all 
phases of the research process from selecting the topics to be explored through the 
fotonovelas to sharing the final products with their classmates and the larger school 
community. As an example of a creative, image-based methodology, fotonovela could be 
seen as a constructivist tool that provides space for immigrant children to share their 
experiences without having to rely on a language that many of them were still in the 
process of learning. Based on the fotonovela texts produced by the children in this study 
and those produced by the readers of the fotonovela, we suggest that the visual and the 
linguistic not only complement each other in capturing immigrant children’s experiences 
in school, but also allow the reader to engage with the text in multiple ways. Thus 
although as researchers we had access to the “polyphonic expression” of multiple voices, 
“allowing for consensual, dissenting and conflicting perspectives to emerge and exist” 
(Veale, 2005, p. 269), it was the children who embodied and narrated their stories. Like 
their lived bodies, the stories engage the reader both visually and linguistically. As a true 
collaboration between researchers and participants, the study challenges traditional 
academic definitions of research by opening spaces for immigrant children to articulate 
their own experiences in the research process. 
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Abstract 

Assuming that global intelligibility should be the new target of pronunciation teaching for 

EFL learners, the current study attempts to explore factors which will determine global 

intelligibility (GI) through the analysis of native English speakers’ and ESL speakers’ 

assessment of intelligibility of EFL learners’ utterances. For this purpose, three types of 

instrument were used: (1) recording and assessing EFL speakers’ utterances; (2) 

administering a questionnaire on factors determining global intelligibility; and (3) conducting 

an interview with native-speaker and ESL-speaker assessors. The data collected from the 

assessment and the questionnaire were quantitatively analysed while the data collected from 

the interview were qualitatively scrutinised. The result of the study shows that there is non-

negligible difference in the intelligibility judgement between native English speakers and 

ESL speakers. Another major finding is that word stress and word pronunciation accuracy are 

still the most significant factors determining global intelligibility of EFL speakers.  
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A Search for Factors Determining Intelligibility of EFL Learners 

The increase of oral communication across cultures has been promoting the status of English 

as a global language (Crystal, 1997; Jenkins, 2000; McKay, 2002), necessitating the revision 

of the goals of teaching English for ESL/EFL learners (Jenkins, 2000; McKay, 2002). In 

pronunciation teaching, the new goal should be to help learners to attain global intelligibility 

(GI) which ensures successful oral communication not only between native speakers and non-

native speakers but also between non-native speakers. The basic division of native speakers 

and non-native speakers of English is formulated by McArthur as “those born to the language 

and those who learnt it through education” (cited in Jenkins, 2003, p. 15). 

In real language classrooms, language teachers should be equipped with the knowledge 

of what global intelligibility means, and what factors will contribute to global intelligibility 

and to what extent. For this purpose, we need sufficient information about global 

intelligibility. However, unlike the factors of comfortable intelligibility (e.g., Celce-Murcia, 

Brinton, & Goodwin, 1996; Morley, 1991; Walker, 2001) or mutual intelligibility (e.g., 

Jenkins, 2000), very limited information is available for EFL teachers about factors of global 

intelligibility (e.g., Field, 2005). We need to develop an instrument which specifies factors 

for global intelligibility for EFL learners. Therefore, we decided to conduct a study which 

explores factors determining global intelligibility of EFL learners’ oral communication 

through the analysis of English native speakers’ and ESL speakers’ assessment of EFL 

learners’ utterances.  

 

Method 

Research Questions 

On the basis of the reasoning of the study above, the following research questions were 

formulated: 
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1. Which factors of intelligibility are important for native English speakers? 

2. Which factors of intelligibility are important for ESL speakers? 

3. Which factors will emerge as common primary to global intelligibility? 

 

Participants  

In order to answer the research questions, the study involved five Japanese secondary 

school students as the providers of EFL utterances, and five native English speakers and five 

ESL speakers as the evaluators of the EFL speakers’ utterances. All the EFL learners are the 

tenth graders and have been studying English at school for more than three years, generally 

four-fifty-minute lesson. All the native English speakers are language teachers at Japanese 

universities and come from different English speaking countries (i.e., one American, one 

Australian, one British, and two Canadians). Four of the native English speakers have lived in 

Japan for more than five years while the other one has lived in Japan for one and a half years. 

The ESL-speaker assessors comprise two Ghanaians, one Malaysian, one Malawian, and one 

Filipino. Three of the ESL speakers have lived in Japan for about one and a half years while 

the other two ESL speakers have lived in Japan for about 10 months. 

 

Procedure 

There were three steps in the study: (1) preparation, (2) data collection, and (3) data 

analysis.  

Preparation. First, we listed nine tentative factors contributing to global intelligibility 

through the analysis of proceeding literature on this topic (e.g., Celce-Murcia, Brinton, & 

Goodwin, 1996; Jenkins, 2000; Morley, 1991).  Then we recorded EFL learners’ utterances 

(one-minute self-introduction). Finally, we designed an assessment sheet which can provide 

us with the main source of data of the study. The assessment has ten components for 
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evaluation: overall intelligibility and its nine contributing factors. The assessment of these ten 

components was carried out in three rounds. In the first round, the assessors were required to 

evaluate (1) word pronunciation accuracy, (2) word stress, (3) lexical accuracy, and (4) 

grammatical accuracy. In the second round, the assessors were required to evaluate (5) 

adjustments in connected speech, (6) sentence stress, (7) intonation, and (8) rhythm. In the 

third round, the assessors were required to evaluate (9) fluency and (10) intelligibility, and to 

provide free comments of the whole assessment scheme. The assessors were required to 

evaluate the EFL speakers’ utterances through a five-point Likert scale (1 refers to the least 

native-like utterance while 5 refers to the most native-like utterance). The details of the 

assessment sheet are shown in the Appendix. The EFL speakers’ utterances in the research 

were randomly sequenced for the assessors although each assessor assessed the utterances in 

a fixed order for all the three rounds.  

Data collection. The native English speakers and the ESL speakers individually assessed 

the recorded EFL learners’ utterances. Each assessor listened to each of the EFL learners’ 

utterances three times. After completing the assessment, the assessors are asked to complete 

the questionnaire which was then followed up by an interview.  

Data Analysis. The data collected from the assessment and the questionnaire were 

quantitatively analysed while the data collected from the interview were qualitatively 

scrutinised. The Pearson’s correlation coefficients were calculated for nine contributing 

factors of intelligibility in order to find out which factors were eligible for path analysis 

which will in turn show the relationship between intelligibility and its contributing factors. As 

the criteria for the further analysis, the contributing factors should have at least a modest 

correlation to intelligibility (r ≥ .40). All the statistic analyses were performed using the 

statistical packages SPSS 13.0 for Windows and AMOS 5.0. 
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Results 

Table 1 presents the mean scores (M), standard deviations (SD), and mean differences 

between the scores by the native English speakers and the ESL speakers (Mdiff).  

Table 1: Descriptive Statistics of Intelligibility and Its Contributing Factors.  

Assessment Items 
NES a (n = 25) ESL b (n = 25) 

Mdiff 
c 

M SD M SD 

Intelligibility Factors:      

Word pronunciation accuracy (WPA) 2.96 .74 3.08 .81 .12 

Word stress (WS) 3.36 .70 3.20 .65 .16 

Lexical accuracy (LA) 3.20 .71 3.48 .92 .28 

Grammatical accuracy (GA) 2.52 .71 3.00 .91 .48* 

Adjustments in connected speech (ACS) 2.76 .78 2.60 .65 .16 

Sentence stress (SS) 3.04 .89 3.04 .79 .00 

Intonation (In) 3.08 .81 2.96 .94 .12 

Rhythm (R) 2.88 .93 2.64 .86 .24 

Fluency (F) 3.04 .84 3.12 .78 .08 

Overall Intelligibility (I) 3.12 .78 3.16 .85 .04 

Note. Maximum score = 5.00. 

 aNative English speakers. bEnglish as a second language speakers. cThe mean difference 

between the native English speakers and the ESL speakers.  

*p < .05. 
 

Table 2 below shows the correlation coefficients of the factors determining intelligibility 

and their ranks in strength of correlation for the native English speakers and the ESL speakers. 

Concerning the rank order of the intelligibility factors, the Spearman’s correlation test 

revealed that there was no significant relationship between the assessment of the native 

English speakers and that of the ESL speakers, rs = .18, p = .64. It means that the data of the 

five native English speakers do not correlate to the data of the five ESL speakers. 

In the case of the data of the native English speakers, five of the nine contributing factors 

had a modest correlation to intelligibility: word pronunciation accuracy, word stress, lexical 
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accuracy, adjustments in connected speech, and sentence stress. As for the ESL speakers, 

there were two factors which had a high correlation to intelligibility (i.e., word pronunciation 

accuracy and rhythm) and three factors which had a modest correlation (i.e., word stress, 

sentence stress, and intonation). Although these correlation coefficients show the relationship 

of each factor to intelligibility, they cannot tell us much about the predictive power of the 

independent variables.  

Table 2: Correlation Coefficients of Factors Determining Intelligibility and Its Rank 

Intelligibility Factors 
NES ESL 

r Rank r Rank 

Word pronunciation accuracy (WPA) .44* 4 .76** 1 

Word stress (WS) .68** 1 .62** 4 

Lexical accuracy (LA) .41* 5 .38 6 

Grammatical accuracy (GA) .26 8 .32 8 

Adjustments in connected speech (ACS) .46* 3 .35 7 

Sentence stress (SS) .53** 2 .67** 3 

Intonation (In) .31 7 .59** 5 

Rhythm (R) .25 9 .71** 2 

Fluency (F) .37 6 .22 9 

*p < .05; **p < .01 

In order to show the relationship between intelligibility and its contributing factors, path 

analyses were subsequently performed to each set of data (the factors which had a modest or 

high correlation coefficients) of the native English speakers and the ESL speakers. The 

evaluation of the correlation coefficients of the factors determining intelligibility has 

produced the good path models which were illustrated in Figure 1 and Figure 2. In the models, 

the reciprocal relationships (covariance) among the contributing factors as well as their 

contribution to intelligibility are illustrated. The squares in the models refer to the measured 

variables while the circles represent the measurement errors. One-way arrows denote a direct 

contribution while two-way arrows indicate a correlation between two variables. The 
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parameters beside the arrows are the path coefficients which indicate the degree of influence.  

Numerous statisticians (e.g., Hu & Bentler, 1999; Oshio, 2004) claim that a good model 

should fit the following criteria: (p ≥ .06; CFI (Comparative Fit Index) > .90; GFI (Goodness 

of Fit index) > .90; AGFI (Adjusted Goodness of Fit index) > .90; RMSEA (Root Mean 

Square Error of Approximation) < .05, and AIC (Akaike Information Criterion) which is the 

least the better. 

GFI=.986   AGFI=.940    CFI=1.000    RMSEA=.000    AIC=33.095

Chi-square=1.095 (5 df) p=.955

Word Pronunciation
Accuracy

Lexical

Adjustments in
Connected Speech

Sentence Stress

.63

Word Stress

.46

Intelligibility

.80.34

.56

.45

e2 e1.42

.76

.52

.47

-.30 .68

 
Figure 1. Path Diagram of Native English Speakers 

 

 
As shown in Figure 1, the criteria for being a good model listed earlier were all satisfied. 

As for the native English speakers there was a significant contribution of word stress to 

intelligibility, R 2 = .46, p < .001. It means that word stress can account for 46% of the 

variation in intelligibility and 54% of the variation in intelligibility might be explained by 

factors other than word stress. At the same time word pronunciation accuracy, adjustments in 

connected speech, and sentence stress may also predict word stress, R2 = .63, p < .001. This 

implies that those three factors can account directly for 63% of the variation in word stress 

and 37% of the variation in word stress might be explained by other than those factors.  
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As for the ESL speakers, as illustrated in Figure 2, the model is also accepted as a good 

structure. There was a significant contribution of word pronunciation accuracy, sentence 

stress, and rhythm to intelligibility, R2 = .66, p < .001. This indicates that word pronunciation 

accuracy, sentence stress, and rhythm can account directly for 66% of the variation in 

intelligibility and 34% of the variation in intelligibility might be explained by other than 

those three contributing factors. At the same time word pronunciation accuracy, word stress, 

sentence stress, and intonation contribute significantly to rhythm, R2 = .87, p < .001. This 

signifies that those three contributing factors can account directly for 87% of the variation in 

word stress and 13% of the variation in rhythm might be explained by factors other than those 

contributing factors. Interestingly, both word pronunciation accuracy and sentence stress may 

endorse intelligibility either directly or indirectly. 

GFI=.998   AGFI=.977   CFI=1.000   RMSEA=.000   AIC=38.159

Chi-square=.159 (2 df) p=.923

Word Pronunciation
Accuracy

Intonation

Word Stress

Sentence Stress

.66

Intelligibility

.64.55

.68

.64

.74

.64

e1

.87

Rhythm e2

.19

.48

.35

.52

.23

.07

.13

 
Figure 2. Path Diagram of ESL Speakers 

 

Discussion 

As proposed at the beginning section of the paper, the current study attempts to explore 

three research questions: (1) which factors of intelligibility are important for native English 

2008 HICE Proceedings 
Page 5709



10 
 

speakers?; (2)  which factors of intelligibility are important for ESL speakers?; and (3) which 

factors will emerge as common primary to global intelligibility? 

In the case of the native English speakers, the result of the study has revealed that there 

are five factors which may have substantial relationship to intelligibility—that is, word 

pronunciation accuracy, word stress, lexical accuracy, adjustments in connected speech, and 

sentence stress. Among these factors, word stress has turned out to be the most significant 

factor for intelligibility. As far as the ESL speakers are concerned, there are also five factors 

which may predict intelligibility—that is, word pronunciation accuracy, word stress, sentence 

stress, intonation, and rhythm. Of these five factors, word pronunciation accuracy has turned 

out to be the most significant factor determining intelligibility. Three contributing factors (i.e., 

word pronunciation accuracy, word stress, and sentence stress) have been evaluated as 

significant factors equally by the native English speakers and the ESL speakers. Despite of 

the shared factors determining intelligibility, the native English speakers assessed 

adjustments in connected speech and lexical accuracy to be possible contributors to 

intelligibility while the ESL speakers estimated intonation and rhythm as predictors for 

intelligibility. 

With regard to the most significant factors for intelligibility, we may summarise that 

there is significant difference in the assessment of the contributing factors between the native 

English speakers and the ESL speakers. The native English speakers judged word stress as 

the most important factor for intelligibility while the ESL speakers ascertained that word 

pronunciation accuracy is the most crucial. There are at least three reasons for the different 

assessment between the native English speakers and the ESL speakers.  

The first prominent reason for this difference is the assessors’ familiarity with EFL 

speakers’ utterances (Jenkins, 2000). As a matter of fact, four out of the five native English 

assessors involved in the study are those whose living experience in Japan is more than five 
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years so that they have been knowledgeable of Japanese learners’ English pronunciation, 

while all the ESL speakers have lived in Japan for less than two years. This factor may be 

responsible for the difference in the assessment of the EFL speakers’ utterances between the 

native English speakers and the ESL speakers. The native English assessors seemed to 

concentrate their assessment not only on the EFL speakers’ word pronunciation accuracy but 

also on other suprasegmental features or language components which they think to be more 

important, such as word stress, adjustments in connected speech, and lexical accuracy. In 

contrast, the ESL speakers find it more difficult to understand the utterance of Japanese 

secondary school students because the way Japanese learners pronounce English words is 

often different from the way they do. Unlike the native English assessors, their experience of 

living in Japan for a relative short time with less exposure to Japanese speakers’ English 

pronunciation may have hampered their understanding of messages being conveyed. The fact 

that the assessment of intelligibility is substantially influenced by the familiarity with EFL 

speakers’ pronunciation is also supported by the native English assessors who claim that the 

relative easiness with which they understand the utterance of Japanese secondary school 

students is due to their experience of living in Japan for long time, as expressed in the 

following comments by the English native speakers on the EFL speakers’ utterances: 

“[It is] easy to understand for people who are accustomed to Japanese pronunciation or 

vocabulary choice.” (NES3) 

“I would imagine it very difficult for people without Japan experience to understand.” 

(NES2) 

The second reason for the difference in the assessment of the contributing factors 

between the native English speakers and the ESL speakers concerns the assessors’ profession. 

All the native-speaker assessors are involved in academic life at Japanese universities as 

lectures. This makes them more alert to linguistic aspects of pronunciation and intelligibility. 
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Compared with the native English assessors, all the ESL speakers are postgraduate students 

who have few chances to interact in English with Japanese students although they are also 

involved in academic life at Japanese universities. The ESL speakers in the study 

communicate mostly with their group members alone—other English speaking foreign 

students. When talking to each other, they may pay more attention to messages being 

communicated than the linguistic aspects of language, including suprasegmental features. 

As cumulative point of the first and second reasons, the assessors’ tolerance may become 

the third rationale behind the difference. Being native English speakers who are more familiar 

with the EFL speakers’ utterances and have language teaching experience for such a long 

time makes them more tolerant towards EFL speakers’ word pronunciation accuracy than the 

ESL-speaker assessors are. At the same time the native English speakers assessed more 

deeply the EFL speakers’ utterances, especially those which hinder oral communication such 

as word stress. 

The findings of the study, particularly that word pronunciation accuracy is regarded as 

the priority for determining intelligibility, is partly consistent with the findings contributed by 

a number of studies on the relative importance of segmental features to intelligibility (Jenkins, 

2002; Rajadurai, 2001; Suenobu, Kanzaki, & Yamane, 1992; Zielinski, 2003). For example, 

Jenkins (2000) proposes Lingua Franca Core (LFC) as a crucial safeguard for intelligibility 

between non-native English speakers (Jenkins, 1998; 2000). On the basis of her empirical 

research, Jenkins suggests that LFC should cover all consonant sounds (except for /θ/ and /ð/, 

and dark ‘l’), vowel sounds, and nuclear stresses.  

When non-native and native English speakers communicate with each other, word stress 

may be a more crucial factor for intelligibility than word pronunciation accuracy, as indicated 

by a number of studies which explored the impact of suprasegmental features on 

intelligibility by contrasting it with the impact of other factors such as phoneme accuracy and 
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accentedness (e.g., Anderson-Hsieh & Koehler, 1988; Anderson-Hsieh, Johnson, & Koehler, 

1992; Derwing, Munro, & Wiebe, 1998). A recent study on the role of lexical stress (Field, 

2005) also discovered that the extent to which intelligibility was compromised depended 

greatly on the direction in which lexical stress was shifted and the changes in vowels quality.  

However, as the main goal of pronunciation teaching is to help learners to attain global 

intelligibility, identifying the primary contributing factors of intelligibility required of non-

native English speakers in their attempts to communicate either with native English speakers 

or with other non-native English speakers separately is not sufficient. With regard to the issue 

of global intelligibility, we need to accommodate all the factors determining intelligibility of 

both types of interaction, not only between native and non-native interaction but also between 

non-native speakers. Concerning the results of the study, both of word pronunciation 

accuracy and word stress should be considered as the common primary factors contributing 

global intelligibility.  

   

Conclusion 

Although our study has revealed several interesting facts about factors determining 

intelligibility of EFL learners’ oral communication, we must admit that the study has also 

several limitations. Firstly, the data analysis was based on EFL speakers’ utterances on a 

single topic which lasted only one minute. Secondly, the participants of the study were 

limited in gender and age; only female secondary high school students participated in the 

study (as the providers of the EFL learners’ utterances). Thirdly, the fixed sequence of the 

investigated components used in the instrument of the study may have had some 

unpredictable influence on the evaluators’ assessment of the EFL speakers’ utterances.  

In spite of these shortcomings, several interesting facts are disclosed. The main findings 

of the study indicate that for comfortable intelligibility—intelligibility required for the 
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interaction between native and non-native speakers—word stress may be the most essential 

while for mutual intelligibility— intelligibility required for the interaction between non-

native speakers—word pronunciation accuracy is crucial. Assuming that global 

intelligibility— intelligibility required for the interaction between native and non-native 

speakers as well as the interaction between non-native speakers—should be the aim of the 

teaching English as an international language, both word stress and word pronunciation 

accuracy should be revisited as the crucial elements in pronunciation teaching.   

We admit that the instrument used in the study has much to be improved but we believe 

that the findings of the study will serve as the point of reference for the teaching of 

pronunciation of English as a global language, for developing appropriate materials for 

teaching English pronunciation, and for assessing EFL learners’ global intelligibility. 

Concerning the limitations mentioned above, we need to replicate the experiment with 

different type of EFL learners and for a variety of tasks. We should also improve the rubrics 

used for the assessment so that assessors can evaluate EFL learners’ utterances with more 

confidence and efficiency. Different sequences of the investigated factors determining global 

intelligibility should also be used in our replication so that we can minimise unpredictable 

effects caused by the fixed order of the components. 

The major pedagogical implication is that in any English pronunciation teaching there 

should be more focus on word stress and word pronunciation accuracy. We should not 

neglect the importance of these segmental features, which have been slid in the current 

practice of communicative language teaching in favour of discourse features. The motto more 

focus on what to say than how to say should be replaced by the case for good balance of what 

to say and how to say. 
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Abstract                                                                      Michael Kariwo 
 
An analysis of higher education policies in Zimbabwe 
 
Higher education in Zimbabwe is moving from an elite to a mass system. This 

development is at the backdrop of political change, which started at independence in 

1980. At the same time, due to the rapid expansion, the resources are not matching the 

increase in enrolments. There are questions on quality, access, and quantity in designing 

the appropriate policies and strategies. 

The objective of this study is to craft an effective policy framework that could be 

used in a developing country for higher education where the nexus between resources and 

access are problematic. 

This paper attempts an analysis of policies that have influenced the development 

of higher education in Zimbabwe. It focuses on national policies at the micro level and on 

the IMF and World Bank policies at the macro level. It adopts document analysis as a 

methodology and various documents from Zimbabwe, the IMF and the World Bank are 

reviewed. It concludes by making recommendations on the way forward. Higher 

education in Zimbabwe needs a sound policy framework, which is supported by 

government as the major stakeholder. In financial resource allocation from the 

government, a transparent formulaic approach would be the starting point. Government 

wholly funds public higher education institutions in the country. 
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INTRODUCTION 

Higher education is more and more seen as an engine for development. The 

World Bank view that primary education has better returns than higher education in 

developing countries has since changed. Morna (1995) in the Chronicle of Higher 

Education, called the Bank’s approach to education in Africa narrow and inadequate. 

Universities play an important role in the development of any nation. They accomplish 

this function through the production of highly skilled manpower and the creation of new 

knowledge. Universities fulfill a particularly critical mission. They have key roles in 

research, evaluation, information transfer and technology development. Their special 

function is to combine education with research, thus satisfying society’s need for 

knowledge through scholarly inquiry, scientific investigation and graduate training. In 

Africa, they are often the only national institutions with the skills, the equipment and the 

mandate to generate new knowledge, or adapt knowledge for solving local problems. The 

21st century is characterized by information explosion and the “knowledge society.” 

Countries have to be part of the global economy to survive. The role of universities 

therefore has increased compared to that of the traditional institution. 

 

This paper attempts an analysis of higher education policies in Zimbabwe since 

1980 when the country gained its political independence. At the micro level policies by 

the government and higher education institutions are analysed while at the macro level 

policies by the IMF and World Bank are reviewed. I argue that there is need by the world 

financial bodies to take into consideration local conditions when formulating their 

policies. The conclusion reached in the paper indicates that while global forces are strong 

2008 HICE Proceedings 
Page 5721



 4

in influencing policy in Zimbabwe, resistance from the intended beneficiaries is also 

quite strong. 

 

RESEARCH QUESTION 

The main research question I attempt to answer is, “ What is the impact of higher 

education policies on access to higher education in Zimbabwe?”   In addition I address 

the following specific questions:- 

      (a) How has quality and quantity of higher education output been affected? 

(b) How effective have been the policies on higher education? 

 

METHODOLOGY 

In this paper I use document analysis as a research method. Several documents 

from Zimbabwe and the World Bank were analysed using qualitative content analysis 

(Mayring 2000). The documents from Zimbabwe consisted of policy statements made by 

government officials and those from the World Bank were research and technical paper. 

The documents were selected using the research questions. Roberts (1997) observes that  

“themes are pre-specified by the research question. Other times, investigators attempt to 

measure all the themes they can discern in a text” Documents were analysed for specific 

themes. Themes were developed into categories. From the categories higher-level 

analysis produced a theoretical conception of the problem and solutions.  
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THEORETICAL FRAMEWORK 

Holsti (1960) observes that content analysis as a research methodology has been used 

“for research problems in which the question can be answered directly from a description 

of the attributes of content. (p. 43). The rationale for content analysis is that words and 

phrases mentioned most often are those reflecting important concern in any 

communication. 

I intend to use text analysis which is a more qualitative approach compared with 

traditional content analysis. Roberts (1997) states that thematic analysis of text is quite 

informal and involves “more or less” judgements rather than numerical measurements. 

As a research method textual analysis tends to be used to compare themes over a period 

of time or across sources. In this paper both elements are used. One weakness of text 

analysis is threat of content loss.  Nevertheless the value of text analysis has been 

recognized in many studies (Vaughn & Leff 1976; Stone and Weber 1992). Stone and 

Weber demonstrated convincingly to a court that social injustice existed in history 

textbooks. Vaughn and Leff predicted whether mental patients will relapse on the basis of  

family members “expressed emotion” Mayring (2000) developed both an inductive and a 

deductive model for category development. The deductive model is more qualitative.  

 

THE CONTEXT 

Zimbabwe gained its independence in 1980. The new government had to 

implement socialist programs, which the ZANU PF vanguard party had used during the 

war of liberation. The main aim was to redress the colonial imbalances. In education, a 

major policy change was to do with widening access. The new government wanted an 
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increase in access to secondary education increased from twenty percent to over eighty 

percent in order to give a chance to the blacks who had till then very limited access. This 

target was to be achieved almost immediately. There were obvious challenges that this 

policy direction posed. It is therefore important to review the factors that would have a 

bearing on transformation in Zimbabwe. 

 

The Zimbabwean economy, which is agro-based, has not been growing fast. In 

the 80’s on average the economy grew at around 3-4 percent tending towards stagnation. 

In 1997 it grew by less than 1 percent while in the period 1998 to 2000 there was a 

negative growth. This has been caused by a number of factors, such as prolonged 

droughts, hyperinflation and a critical shortage of foreign exchange. Inflation is currently 

at 4500 per cent (Financial Gazette). The country has made a number of attempts to turn 

around the economy starting with the Economic Structural Adjustment (ESAP) program 

in 1991, but the economy has continued to decline. Because of this decline in economic 

growth the government is finding it difficult to provide all the funding required in higher 

education and other sectors. Yet the demand for higher education has increased 

tremendously in the last decade.  

 

Zimbabwe is currently operating under a situation of hyperinflation. As a result the 

cost of living has become very expensive. The government is issuing new policies very 

frequently and in an ad-hoc manner. Policies are very short term as the government tries to 

manage a very unstable economic environment. There are frequent reversals in policies as 

the government is now more reacting to this new situation rather than being proactive. The 
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country is suffering from shortages of food, power and foreign exchange. While some of the 

problems are attributed to economic sanctions and other external forces, there are obvious 

internal factors such as mismanagement and a very strong parallel market more 

appropriately termed a “black market.” 

These internal factors have adversely affected higher education amongst other 

sectors.  Staff and students have academic work disrupted as they try to get survival means 

first. Electric power is so intermittent that the internet and telephones are hardly available.  

 

   Another factor has been the HIV/AIDS pandemic. The pandemic has had a heavy 

toll on the productive age range of 15-45. Any planning of higher education has to take 

into account the effects of aids. 

 

There are also external factors that impact policy design and higher education in 

Zimbabwe. In response to the World Bank and IMF, many African governments adopted 

the Structural Adjustment programs in order to access loans for their programs. In 

Zimbabwe, higher education was affected when the government took a policy decision to 

introduce fees at the tertiary level in 2001. This policy decision was difficult to 

implement as it failed to take into account the declining incomes of most households. The 

decision was based on the need to reduce public expenditure. There was very little 

consultation with stakeholders. Some of those opposed to the policy felt that only the rich 

would have access to higher education. The bright but poor student would be 

disadvantaged as there was no mechanism to assist them financially. There has been a lot 

of resistance to this change by students. Some campuses have had to close temporarily as 
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violent demonstrations disrupted academic activities. The government normally responds 

by sending armed police and riot squads. 

 

University Education 

There has been only one university located in Harare since 1957. It was not until 

1991 when the second state funded university was established in Bulawayo, the second 

largest city in the country. This university has a strong bias in Science and Technology.  

 
          The university in Harare was established initially as College of the University of 

London. For many years this institution established in 1957, in the capital city served as the 

first public university. Its enrolment grew from 77 in 1957 to 2000 in 1980. It catered 

mainly for the whites, who were being educated to take jobs in the civil service and the 

small industrial and commercial sector developed then. The University of Zimbabwe started 

off as the College of Rhodesia and Nyasaland. The institution enjoyed a special relationship 

with the University of London whose degrees it awarded until 1970. The University of 

Zimbabwe offers certificate, diploma and degree programmes under ten faculties: 

Agriculture, Arts, Commerce, Education, Engineering, Law, Medicine, Science, Social 

Studies and Veterinary Science. The university enrolment has grown from 77 full time 

students in 1957 to more than 12 300 in 2004 of which 1200 are part-time.   

 

In 1990, the government appointed a commission of Inquiry to investigate the 

establishment of a second campus or university, under the chairmanship of Professor 

Peter Williams, head of the Higher Education Division of the Commonwealth Secretariat. 

This was in the backdrop of reports on pressure for places and overcrowding at the 
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University of Zimbabwe. This is the first major policy document on university education 

in Zimbabwe. This report culminated in the establishment of the second public university 

located in the second largest city, Bulawayo. This was to be called the National 

University of Science and Technology and has a strong bias in Science and Technology. 

It was planned to take a maximum of 10,000 fulltime students. One major consideration 

in the course offerings was that there would be minimum duplication with the university 

in Harare. The university introduced programs in Architecture, Water Engineering, 

Textile Technology and in the faculty of Commerce, new degrees such as Banking, 

Finance and Insurance were started. In the Sciences emphasis was placed in the applied 

nature of the disciplines. Another innovation in the programs, at the new university, was 

the inclusion of a year on industrial placements, normally in the penultimate year of 

study, to enable students to gain hands on experience before completing their degrees. 

The university started with an enrolment of 270 fulltime students in 1991, which grew to 

4000 in 2004.   
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Post Independence 

At Independence the government found it necessary to widen access into 

education as whole. The priority in higher education was firstly to provide opportunities 

to the vast majority of the blacks who had hitherto not been able to study at university. 

Secondly there was a need to train highly skilled manpower to replace expatriate staff in 

the public service, commerce and industry. 

 

By 1997 it was clear that the government wanted to establish many universities 

and the Council for higher education had been mandated with the responsibility to 

consider applications for new private universities.  To-date, there are twelve (12) 

universities, eight (8) of them state funded while the other four (4) are privately funded 

mainly by church organisations. 

 

 

 

 

 

 

 

 
Note 1. Table 1 shows that there has been a significant increase in university enrolments  
             since independence in 1980.  
 
Note 2. The funding implications are illustrated in Table 2.  The higher education system  
             is being sustained by high public expenditure.  
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LITERATURE REVIEW 

There are a few studies on higher education policy in Zimbabwe (Kariwo 2007, 

Maravanyika 1990). Most of the studies done on higher education are by the World Bank 

(World Bank 1988, 1997, 2000) but these studies have focussed on sub-Saharan Africa as 

a region. This approach has its limitations because Africa is full of diversity and policy 

prescriptions cannot have the same relevance and effect over such a heterogeneous group. 

The World Bank (1988) in its first free-standing policy on education in sub-

Saharan Africa, noted that African Higher Education was being threatened by four major 

weaknesses namely, 

• Production of relatively two many graduates of programs of dubious 

quality and relevance and generally too little knowledge and direct 

development support 

• The quality of these outputs show unmistakable signs in many countries of 

having deteriorated so much that the fundamental effectiveness of the 

institutions is also in doubt. 

• The costs of higher education are needlessly high. 

• The pattern of financing higher educational is socially inequitable and 

economically inefficient. 

To address these weaknesses the Bank suggests an improvement in quality, increase in 

efficiency, change in output mix and an increase in participation in financing by 

beneficiaries and their families. 
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The World Bank (1997) observes that the problem of declining quality in 

universities in sub-Saharan Africa has been diagnosed enough. The World Bank 

concludes that, “the present constraint is therefore not lack of knowledge or a sense of 

what is required, but rather the inability to take the necessary action.” This is perhaps an 

overstatement. My argument is that a good diagnosis should lead to cure or the possibility 

of cure. I therefore present a thesis based on policy formulation in Zimbabwe and the 

influence of the World Bank. My observation is that the majority of the studies done to 

date, on the problems of African universities are more general and tend to be trans-

national (e.g., AAU/World Bank, 1997). With the kind of diversity existing in higher 

education in sub-Saharan Africa, it is very difficult to get a precise picture using such an 

approach.  

 

In a number of its publications, the World Bank uses the Association for the 

Development of African Education (ADEA) as data source.  My observation is that, 

ADEA, is attended mainly by Vice-Chancellors and senior university administrators. 

Notwithstanding, and building on the World Bank policy framework (1988), I argue that 

universities in Zimbabwe, at the national level, need an effective resource allocation 

model operating in a supportive policy environment, which rewards performance 

(Kariwo 2007). The Williams Commission Report (1989) and the Nziramasanga 

Commission report (1999) form the major policy documents reviewed from Zimbabwe. 

The Nziramasanga report covers all education in Zimbabwe while the Williams 

Commission report focuses on university education. 
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ANALYSIS AND DISCUSSION 

After analysing the text from the various documents from the World Bank and from 

Zimbabwe, the following dominant themes emerged. 

 

Themes/Categories                 Sub themes 

Policy Design                           Ideology, philosophy      

Strategy/Planning                     Goals, quantity, and quality of out put from higher  

                                                  education, equity, capacity building and governance.   

Implementation    Resources, bureaucratic, political exigency, resistance 

Evaluation                                 Success, failure, resources, politics 

 
 
Policy Design 

The new democratic government in 1980 had a Marxist –Leninist ideology 

because of the support it had from the central and eastern European countries such Russia 

and China while wedging the war of independence. This was an attractive ideological 

approach to education and development until the collapse of the Eastern European idea of 

socialism and the political changes in Russia. The new government adopted a philosophy  

to increase access to education. At the World Bank level, the philosophy has been to 

emphasise social and economic returns are higher at the primary level. Banya and Elu 

(2001) state that the World Bank, as early as 1974, in its working papers emphasised 

primary and basic education and lending increased from 11 to 27 percent in this sector. 
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At the national level, the Transitional National Development plan of the government 

of Zimbabwe (1983) states that, “Government recognizes that education is a basic human 

right. It also recognizes that education is an investment in human capital, which sustains and 

accelerates the rate of economic growth and socio-economic development. The challenge 

for Zimbabwe is not only one of redressing the educational qualitative and quantitative 

imbalances in the inherited system but also that of meeting the exceedingly large demands 

with limited resources.”  

 

At the institutional level, policy design is aligned to national goals and funding is 

the determining factor. Treasury tries to fund those activities in universities that support 

the national goals. 

 

Strategy and Planning 

The Zimbabwe government had a vision to empower the Black people who were in 

the majority and had been previously disadvantaged. The strategy was to create a free basic 

education right from the start. However this had far reaching consequences. As access 

increased at the primary school level, it impacted on secondary and tertiary levels. The 

greatest challenge for the new independent state was marshalling adequate financial 

resources for the implementation of its new policies. In a report by the Nziramasanga 

Commission (1999) it is noted that the government policies to have free education were not 

sustainable. In 1980 government declared all primary education free. Government found 

itself faced with a huge budget for the provision of books, construction of buildings and for 

the training and salaries of teachers. It had to back track and allow for the charging of school 

2008 HICE Proceedings 
Page 5732



 15

levies, which is another form of  “school fee.” The high costs of education were also evident 

at secondary and tertiary levels. The Nziramasanga Commission recommended the 

introduction of cost recovery methods. This thinking was influenced by world trends and 

was in tandem with World Bank policies on financing education.  

 

The charging of fees at universities and other tertiary institutions was adopted as 

policy in 2001. This change sparked off a series of student demonstrations because students 

were opposed to the change. One public university was closed for several months following 

clashes between the riot police and students. Because of poor design the policy was 

unpopular. The main criticism was that it promoted elitism. Although the ministry had 

instituted a mechanism for assessing the needs of the poorer students through a “means 

test.” The system broke down due to political interference. The students who were well 

connected still had advantage in accessing funds. This is an example of external pressures 

influencing the design of policy and local conditions not being fully understood. The 

government showed its inconsistency by not going all the way to implement the new fee 

policy because it became a political issue.  

 

At the macro level of policy design, an analysis of the themes indicates certain strategy 

and direction. The World Bank (1994) suggests some policy changes in reforming higher 

education in developing countries. The Bank recommends four main directions.  

(a) encouraging more kinds of public and private institutions 

(b) providing incentives for public institutions to diversify sources of funding 

(c) redefining the role of government 
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(d) introducing policies that emphasize quality and equity 

 

In this report the World Bank observes that, “ In recent years, Bank lending has 

concentrated on primary education, resulting in the relative neglect of African higher 

education. Bank projects in that sub-sector have favoured support for teacher education over 

investment in university education. (p. 94) 

 

Banya (2001) observes that the World Bank’s initial thrust was to finance primary 

education in Africa and other developing countries. This was highlighted in the World Bank 

(1974) policy working paper. Banya further claims that  “Education in Sub Saharan Africa: 

Policies for Adjustment, Revitalization and Expansion” in 1988 down played higher 

education. The Bank started shifting its policy from focussing on primary education to 

financing higher education. Jacobson (1988) notes that, “the World Bank is attempting to 

underscore its support for public higher education in the developing countries of Africa after 

a year in which some of the continent’s academic and governmental leaders expressed 

serious misgivings about the banks position.”  

 

As one of its major policy thrusts the World Bank identified strategic planning as 

one possible solution to the crisis in African higher education. There were consultations with 

the Association of African Universities (AAU/Word Bank 1997).  Whereas some State 

Universities in Zimbabwe have embarked on strategic planning, the results are yet to show 

better management of the institutions. The Zimbabwe government had a vision to empower 

the Black people who were in the majority and had been previously disadvantaged. The 
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strategy was to create free basic education, right from the start. However this had far 

reaching consequences. As access increased at the primary school level, it impacted on 

secondary and tertiary levels. 

 

At the institutional level strategic planning gained ground from 1995 onwards when 

the largest two State Universities produced their plans.  The National University of Science 

and Technology (NUST) produced its first plan for the period 1996-2000 and the University 

of Zimbabwe (UZ) for the period  1998-2002.  At the national level the first Strategic Plan 

for the Ministry of Higher Education was done in 1997.  The Ministry of Higher Education 

of Zimbabwe’s Strategic Plan 1997-2020 states that the Ministry plans to increase the 

number of tertiary institutions as one way of making education and training in Zimbabwe 

readily available. 

 

The Ministry of Higher Education’s mission statement which is “to provide regulate 

and facilitate tertiary education and training through planning, development and 

implementation of effective policies ….(p.1) is an underscore with the will and intent to 

design effective policies.  There is therefore evidence of planning.  However, the 

implementation plans have not been matched with adequate resources.  In its action plan one 

of the strategies is to form partnerships with the private sector, local authorities and the 

community on the provision of tertiary education. 
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Implementation 

The World Bank policies have not been free of controversies. In the 1970s and 

1980s in Africa there was such a strong resistance to the policies partly because of the 

shrinking economies. In Nigeria, for example, there was tough resistance from the academic 

community to the involvement of the World Bank in financing education. Much of the 

opposition was because the government was seen as trying to further the Bank’s neo-

colonial agenda. Babalola (2002) sates that involvement of the World Bank in Nigeria was a 

violation of autonomy rights and political intellectual sovereignty. He further claims that the 

Minister of Education was being used as an agent of the World Bank to take over the control 

of Nigeria’s knowledge–capital just as the World Bank and the IMF have taken over the 

economy through the Structural Adjustment Programme. 

 

In Zimbabwe, attempts by the government to engage in cost recovery in higher 

education has met resistance as students demonstrate their objection to fee increases and 

other changes such as the contracting of non core activities. In 1991 the government decided 

to contract catering services. Although the options of bidding companies favoured 

employees and indigenous companies the food prices rose to levels that students could not 

afford. Some of the demonstrations have been violent leading to temporary closure of at 

least one large the universities. In 2004 the Ministry of higher Education directed that the 

institutions revert to the old system of catering. In essence the government was going to 

fund, at subsidized levels, catering services. 
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Craig (1990) states that, “Frequently African governments, responding to a shift in the 

political climate or in the economic situation have not followed through on funding 

commitment” (p 41) 

 

The World Bank (2004) reports that in 1991 the Government of Zimbabwe launched 

an Economic Structural Adjustment Program (ESAP) to accelerate growth through better 

fiscal management and market liberalization. “This largely failed because of external shocks 

and unsound policies”  (p. v) The Bank further observes that while it had the money to lend 

it had no ownership of political leadership. The programs failed largely because of 

resistance by the politicians. 

 

At the national level, the Williams Commission (1989) observes that there is a need 

to increase the output from the university sector so that Zimbabwe can meet its manpower 

needs. However there needs to be tremendous commitment by the government and the 

people of Zimbabwe in terms of staffing and financial resources and of energetic planning 

and implementation. One of the most ambitious policies in higher has been the need to 

expand access. The government has without clearly written down guidelines embarked on a 

program of establishing universities in each province. This is politically driven. To date 

there are eight publicly funded universities and four private ones. This is a very high number 

of institutions for a population of 11million. Moreover these institutions are very 

inadequately resourced. 
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Evaluation 

The World Bank has capacity and formal evaluation mechanisms for its policies. 

However it has made some mistakes in the past.  One of the major shocks to the whole 

Zimbabwean economy has been land reform. The World Bank (2004) admits in its report 

that “ no substantive analytical work was completed on poverty. Furthermore, land reform 

was addressed only sporadically and not treated as a priority until late 1998”. This has 

resulted in the whole economy deteriorating and service sectors such as education, which 

depend on public funding, are really having a difficult time. The Bank has ceased lending to 

Zimbabwe until the deficit is reduced. The government has been in arrears since 2000. 

The government of Zimbabwe claims all debt has been paid. It further argues that it is the 

neo-colonialist approach by the bank to perpetuate its global market share, which is the 

major constraint. 

 

The Government of Zimbabwe has no formal mechanism for evaluating its own 

policies. The government uses its political and party structures for feedback. The danger 

is that some real issues needing urgent attention may be coloured in political flavour. 

On the other hand, the universities engage in their own institutional policy evaluation 

through review committees. Minutes of proceedings and annual reports were analyzed  

and the conclusion is that a mismatch existed between funding and implementation of 

government policies.  
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CONCLUSION 

The inference from the texts analysed is that World Bank Policy on education in 

Zimbabwe and other sub-Saharan countries show that the banks policies have been 

changing. This has been partly due to pressure from the beneficiaries and improved policy 

analysis at the Bank itself. There is a significant shift from an emphasis on primary 

education funding to higher education or post-secondary. As for the policies on higher 

education in Zimbabwe, there have been contradictions. These arise from a change in 

political ideology. At independence in 1980 there was a very strong Marxist-Leninist 

approach. This was gradually replaced by the reforms from the west using the World Bank 

and IMF under forces of globalisation. 

 

On the way forward, at the micro-level, a transparent resource allocation method is 

necessary. At the macro-level a better understanding of the local conditions is critical to gain 

the confidence of government. For the World Bank, the eventual realization that higher 

education is the basic education for the modern world is still important in the Banks future 

strategy. The World Bank (2000) observes that “higher education is no longer a luxury, it is 

essential for survival.”  This realization has to be followed by practical funding policies. It is 

essential in any policy formulation that stakeholders buy-in. As early as (1994) the Bank 

suggested that, as a way forward, a more consultative approach, for reasons of political 

feasibility, was essential in the projects that support higher education.  

 

 In Africa, just as in other countries, politicians play a crucial role. Therefore the 

engagement of government, which is the major stakeholder and provider of political 
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leadership is an essential consideration in the bank’ s strategy that needs further research. 

Babalola (2002) observes that the power of the World Bank and other donors is in their 

money. On the other hand the recipients power is in their choice of policy action to be 

undertaken because as sovereign states they decide their own future and destiny 
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Appendix I 

 Table 1 Enrolments at Universities 

Year Total Enrolment at 

Public Universities 

Total Enrolment at 

Private Universities 

Total 

1995 11784 568 12352 

1996 16166 933 17099 

1997 22991 926 23917 

1998 17586 1485 19071 

1999 26122 1706 28192 

2000 29390 1534 31339 

2001 33334 1419 34753 

2002 33565 2041 35606 

2003 40592 2755 43347 

 

Source: Ministry of Higher Education, Zimbabwe 
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Appendix II 

 

Table 2 Participation Rates and Public Expenditure in Higher Education in selected 

countries. 

                       

Countries Participation Rates in 

Higher Education 

Public Expenditures 

As % of GNP per capita 

 

 1980                   1997 1980                     1997 

Canada 57                         90   38                           39 

United Kingdom 19                         52   79                           40 

United States 56                          81   42                           24 

Malawi 1                              1 1839                     1593 

Zambia 2                              3 605                         356 

Zimbabwe 1                               7 324                         340 

 

Source: Adapted from World Bank (2000) 

 

 

* Note3.  In Economics of education public expenditure expressed as a percentage of  
                GNP per capita is a measure of the proportion of the national budget allocated  
                to a sector such as Higher Education. In the case of Zimbabwe and Zambia, it  
                means that in the years 1980 and 1997 the two countries had to rely on external  
                borrowings to meet the demands of higher Education. 
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What Happened? 
THE STORY OF THE DECLINE OF THE CHURCH MUSIC PROFESSION 

AND ITS RELEVANCE FOR EDUCATION 
 
 Linda Lanier-Keosaian 
 

From first note to last it was quite evident that the instruction at the Guilmant Organ 
School today - as it ever has been - is directed intelligently toward the creation not 
only of players with that ample technical equipment which every graduate must, and 
did, have, but also toward the development of a broad and sympathetic interest in 
and knowledge of music per se.  The Guilmant Organ School graduates not only 
Aplay the organ,@ but they play the best of music musically.   

H. O.  Osgood in Musical Courier, June 3, 1920   (1) 
 

In our own country conditions in sacred music have changed considerably in the last 
thirty or forty years, and for the better.  These changes result from the steady rise of 
our cultural level.  This upsurge of musical appreciation and understanding by 
contemporary musicians has led to a revolt against banal and irreligious types of 
music, untrained direction and mediocre performers and performance. 
The result has been the establishment of schools of sacred  music such as the 
Guilmant Organ School in 1901.[actually 1899], the Westminster Choir College in 
1926, the Union Theological School of Sacred Music in 1927, the Juilliard 
Department of Sacred Music in 1945, and the Hebrew Union School of Sacred Music 
in 1948, as well as instruction in various branches of sacred music in many colleges, 
universities and seminaries.  

Sacred Music, A. W. Binder, New York Times, May 17, 1953    (2) 
 
 

The world into which you are graduating is different.  The mainline denominations 
are declining.  Increasingly, people of faith are reluctant to commit themselves to 
membership.  Many congregations already and in the future will not have their own 
minister.  For some people the message is clear.  The days of glory are over.  The 
best thing you, as new graduates, can do is entrench, hold on to disappearing 
structures, and keep calm heads.  In fact, as I think you know, I don=t subscribe to 
much of that.  You are entering a world of great opportunities.   (3) 

President Iain Torrence to the 2005 Graduates of Princeton Theological Seminary 
 
 

The Episcopal Diocese of Newark, for years the epitome of liberal Protestant 
Christianity in America, acknowledged Thursday in an unusually candid report that 
it has suffered a steep slide in membership and needs a bishop who can revitalize its 
struggling parishes. 
The diocese, which covers seven northern New Jersey counties including Bergen, 
Passaic, Hudson and Morris, has lost nearly 24,000 congregants, or 46 percent of its 
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membership, since 1972.  That=s nearly three times the average decline in the 
Episcopal Church nationwide, the report said.....@Many congregations are 
struggling.  A significant number have been incurring operating deficits, and some 
are in fear for their very existence.@ 
Besides the membership decline, the diocese has closed 23 churches, or 16 percent, 
in the last 33 years.  Moreover, nearly 90 percent of parishes were founded before 
1942, and not a single church has opened in 16 years, the report said.   
During the same period, the Episcopal Church nationwide increased its 
congregations by 2 percent.    

The Record, Friday, December 9, 2005   (4) 
 

Searle Wright is a name well known to many New Yorkers and graduates of Union 
Theological Seminary.  His presence in New York City a generation ago was 
enormous.  He attended Columbia University and the School of Sacred Music at 
Union Theological Seminary, where he joined the faculty in 1947.  Searle Wright 
was a Fellow of the AGO, of Trinity College, London, and of the Royal Canadian 
College of Organists.  For nearly two decades Searle was Organist and Choir 
Director at St. Paul=s Chapel Columbia University.  Before that he was organist-
choirmaster at the Chapel of Incarnation, now the Church of the Good Shepherd. 
[Episcopal] His compositions include works for organ, choir, chamber ensemble, and 
orchestra. 
Of all the institutions he once served in New York City, the only one left to remember 
him now is the  AGO. [American Guild of Organists] St. Paul=s Chapel at Columbia 
no longer has a music director or music program, and Union Theological Seminary 
no longer has a school of sacred music, and therefore there is no one to remember 
Searle in New York.   

AGO New York City Chapter Newsletter, December 2005.   (5) 
 
 

What happened between the excitement of the growing quality and quantity of church music 

described in 1953 and the sad story of the struggling Episcopal Church and the even sadder story of 

Searle Wright=s memorial, with no institution left to honor his memory?  This is the question to 

which I will be seeking the answer.   

The period of the 1950's was the Adays of glory@ of the church to which Dr. Torrence 

referred in his graduation day address.  I thought, when I read it that he would go on to explain why 

he does not Asubscribe to much of that.@  Instead, however, he simply went on to enumerate the 

things they had done in the past year, ending with an exhortation to keep confidences and to respect 
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the boundaries of conscience.   Why did he raise the issue of the decline only to dismiss it without 

any explanation?  

Robert Wuthnow describes an enormous Sunday School Union parade in Brooklyn, with 

90,000 children marching for hours, reviewed by the mayor, the governor of New York, and a justice 

of the U.S. Supreme Court. (6) This was on June 6, 1946, when America was getting back to the 

business of normality after the war, and church was at the heart of it.  It was in response to the 

explosion in church population, that churches, glutted with people and money, could enlarge their 

facilities.   As my husband, the minister, says of those days, it was, A Build the churches, open the 

doors, and watch out that you don=t get trampled!@   

The 50's, the Eisenhower Era, were marked by an easy mix of politics and religion.   

Eisenhower spoke the famous line, AAmerica is great because she is good,@ and everyone believed 

him.  (7)   To be an American was to be a church-goer.  Prayer was said in school and at most public 

functions, and unashamedly, along with the Pledge of Allegiance and the singing of the National 

Anthem.  It was during this period that A ...one nation under God@ was added to the Pledge.  The 

returning war veterans  from World War II and the Korean conflict brought their families to church, 

and their children, the Aboomers,@ filled the Sunday Schools.    This is what Robert Wuthnow 

referred to as Athe religious revival of the 1950's.@   (8) 

Excellent church music, with many choirs, handbells, and the organ, were the mark of the 

happy, healthy, and successful church.  People took their children to the churches with the best 

children=s choirs.  This is often still true in the suburbs, where (sometimes) such churches have 

managed to survive.  In fact it is churches such as this, ones which have been able to maintain a high 

standard of music throughout the turbulent and changing period of the 60's and 70's, which are doing 
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reasonably well today.  Others, which have caved in to the latest fad in music, have not fared so 

well.   

Even though we may point to the 50's as the pinnacle of church attendance and lay 

involvement, all was not well.  This was still the period when AJim Crow@ laws pertained and 

churches were segregated.  The doors of white churches in the South were closed to African-

Americans.  Because it was not discussed openly does not mean the issue was not there.  On the 

contrary, to raise it at all was inflammatory, and could have been dangerous.  In 1954, the Supreme 

Court Case, Brown vs Board of Education, declared segregated schools unconstitutional.  In the 

South, this was largely ignored.  Then, on December 1, 1955, Rosa Parks refused to move from her 

seat on the bus to allow a white man to take her place.  She was arrested. Four days later, the 

Montgomery Bus Boycott, led by the young Martin Luther King Jr., began.  The NAACP sponsored 

college students at the University of Alabama (Arthurine Lucy) and at the University of Mississippi 

(James Meredith).  The students were accepted on paper, but riots ensued upon their arrival to take 

up residence at their respective state universities.  People of conscience and those frightened of 

change lined up against each other, and we were off and running in the battle over Civil Rights for 

all Americans.  Churches were asked to vote to open their doors to people of all races.  Many refused 

until the mid-sixties.   Even though the doors were Aopened@ to people of all races, the hearts of the 

church-goers were not necessarily changed.  Private academies were organized for white children,  

who were otherwise forced to go to school with African-American children.  Some of these were 

sponsored by or met in church facilities. 

Young people, (especially those who had entered college), caught in the midst of trying to 

apply what they had learned so far at church, that all people were their brothers and sisters in Christ, 
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were disillusioned.  They turned against their parents.  Church leaders forbade them to meet for 

discussion with African-American students.  Campus ministers sided with the students and helped 

them engage in covert activities aimed at forming organizations with their African-American 

counterparts.  This was in the South in the late 1950's. (9)  Churches were beginning to suffer. 

The Cold War and the Russian launching of Sputnik in 1956 caused doubt and fear for the 

future.  There were those who called the Civil Rights struggle a ACommunist plot.@  The trouble 

was caused by Aoutside agitators.@  The agitators were actually gentle college students, for the most 

part, and devoted church people who wanted to be a part of this historic movement. Among those 

devoted church people were some denominational leaders who would be excoriated for being very 

visible, and whose pictures and sayings appeared in major newspapers.  Conservatives believed that 

ministers should preach and provide pastoral care, but not involve themselves in social action.  They 

were furious that their leaders would take a public stand in an official capacity.  Religious leaders 

were trying to shape the values and the conscience of their people with their preaching and teaching, 

which they believed would translate into moral behavior of their flock based on those changed 

values.   

When Eugene Carson Blake, the Stated Clerk of the Presbyterian Denomination, was 
involved in civil  disobedience in the early 60's and then in the March on Washington 
in 1963, I recall his saying, in a sense, that he represented the church.  He said, 
>Late we come, but we come.=  He was apologetic for the church=s not being in the 
forefront of the movement, but that we are finally there.  He got both praise and 
criticism for that.  -The Rev. Frederick Maier  (10) 
 

When John Kennedy was elected President in 1960, young, with a beautiful, cultured, and 

well-educated wife, both Roman Catholic, there was a sudden feeling of optimism in America.  

There was talk of ACamelot, @ and of America having arrived at its peak in the world economy, 
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global politics, and the arts.   Kennedy said famously, AAsk not what your country can do for you.  

Ask what you can do for your country.@  Young people in college, many the first in their families to 

achieve this level of education, were faced with the knowledge that they no longer had to follow 

what their parents had told them to do.  So they didn=t.  They went to the March on Washington, 

they marched on their own campuses, they joined the Peace Corps, or any of the other groups which 

were sent out to make a difference in the world.  They thought deeply and felt passionately.  Like 

Mario Savio at UC Berkeley in California, they worked for justice, respect, and equal treatment 

against their often manipulative and duplicitous elders.  They abandoned the church, and most never 

returned.  The Boomers, who had filled the Sunday Schools of the church, were gone. 

The protests against the Vietnam War were disastrous.  Conservatives and liberals were now 

called Hawks and Doves.  Riots filled the college campuses, Kent State being the most infamous, for 

the shooting of innocent college students by nervous National Guardsmen.  In the churches, there 

was the problem of whether to fly the American flag.  Hawks flew flags on their homes and Doves 

did not.  They fought in church over whether to display the flag.  Then there was the problem of 

whether to place the Christian flag or the American flag higher.  The Rev. Frederick Maier, a 

Presbyterian minister and churchman, tells of how, when he was Stated Clerk and had to visit 

churches in North Jersey in an official capacity, he found that the American flag in many churches, 

was placed higher.  When this was pointed out, he said,@There was real resistance.  Some ministers 

lost their pulpits on that issue.@   (11) 

With the death of John Kennedy, a mood of pessimism swept America.  Generations became 

alienated from those who came after, those who had not shared in the grief of that event.  Everyone 

alive then can remember exactly where they were and what they were doing at the moment they 
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heard that Kennedy was dead.  The response of the country was to go to church or temple.   

Communism and race roiled.  In the Presbyterian Church there was the issue of the Angela 

Davis affair. 

Communism was the touchiest issue in society for many, many years.   Nothing sent 
such shock waves through the aristocracy as the Bolshevik Revolution.  Communism 
became the villain because it scared the people who possessed wealth.  Scared the 
daylights out of them that this might catch on.  This was a big power in American life 
from that moment on.  The climax may have been in the McCarthy era.   
Angela was anathema.  She was black and a communist.  She had two and a half 
strikes against her.  She was in court because she was charged with helping get a 
weapon for someone  who shot a judge and escaped from a courtroom.  The 
Presbyterian Committee on Social Action, the body in the national structure that was 
responsible for things like this, voted to contribute money to her defense on the 
ground that any citizen ought to have the right to a trial with adequate money for 
lawyers to defend her.  I happened to be in the meeting when they voted on this and I 
remember some caution being raised at the time.  This created an enormous splash 
in the church and in society.  The money was paid on the recommendation by a local 
committee.  This was in Marin County, California in a Presbytery committee.  When 
it became clear that people were using that as a club to beat the church, 20 black 
men, most of them ministers, I=m not sure they all were, contributed $500 each to re-
fund the church.  So they could say there was no church money used.  Oscar 
McCloud was one of those men.  They were stalwart heroes in my book.  The money 
was paid by the church but then reimbursed by 20 black men.   
This was used as a club against the church for decades after that.  I know it was.  It 
became something that was held against the Presbyterian Church for a long time.  
One day in the 1970's, Ruth and I were at Ghost Ranch [Presbyterian Church 
Conference Center].  We overheard a couple speaking about the Angela Davis affair 
and how awful it was.  Another couple spoke up and said, AYou know, we are not 
Presbyterians, but the reason we are here at this conference is that we heard about 
that.  And we thought that if the Presbyterians had the courage to do a thing like 
that, there must be something to that faith.  And so we came to find out about it.@  
(12) 

 
Then, there was the AGod is Dead@ phenomenon in theology, which caused such a stir that it 

became a cover article for Time Magazine on April 8, 1966.  Here is what another Presbyterian 

churchman, The Rev. William Chapman, had to say about the movement: 

I was at Princeton at the time, doing doctoral work and we kind of thought of that as 
a fad.  But, again, it rattled everyone=s cage.  It seemed to threaten people of faith at 
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a very fundamental level.  It lasted maybe 5 years.  It was mostly ... got more 
publicity than it deserved.  It gave people the chance to say, the church isn=t worth 
anything.  (13) 

 
And they did say just that. 

There was a national debate over the issue of draft-dodgers.  Once again, ministers and 

church leaders took the lead in making pronouncements to the government about how it should treat 

those who avoided the draft by leaving the country.  One prominent church leader, The Rev. William 

Sloane Coffin, Chaplain to students at Yale University, and then pastor of Riverside Church in New 

York City, actually  encouraged young people to avoid the draft as a way of protesting the war in 

Vietnam. 

I thank God for all the young men and women here who are going to refuse 
registration.  (14) 
  
My husband remembers being in Princeton Seminary in 1970 to 1973, when he was aware 

that there  were students who were enrolled in the seminary, not to become ordained or to enter 

church professions, but to avoid the draft.  Kevin Walter, an organist and student in the School of 

Sacred Music at Union Theological Seminary in 1968 -1969, remembers being criticized by some 

students there who also had no interest in church professions, but were also seeking to avoid the 

draft.   

The seminary was full of draft dodgers.  They were people who were in seminary just 
to get a deferment and they were blatant.  They had no intention of being ordained or 
of going into pastoral ministry and they were antagonistic towards the church.  What 
the hell they were doing in seminary was beyond me.  They were open about it.  I 
remember getting pissed off with them.  I remember saying, ALook, I don=t like the 
Vietnam War anymore than you do but I=m not here to make a social statement, I=m 
here to get a graduate education.  And on my own nickel.  I don=t appreciate going 
to class and seeing a sign on the door saying, ANo Class.  Go to Protest at Lowe 
Library.@  I was tentatively exploring the possibility of going for ordination, but that 
got shot to hell.  (15) 
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On the other hand, asked about the draft-dodging in seminary and how lay people in the 

churches reacted to it, The Rev. Frederick Maier said: 

They didn=t like it.  Did they leave the church over it?  I suppose they did.  That was 
not a mass movement in the church. Most of them just ground their teeth and vilified 
people like Coffin. 
(About the Kevin Walter incident cited above) I think that is a vile insult. I never 
knew a person who went to seminary to avoid the draft.   I wouldn=t take that 
seriously at all.  (16) 

 
Here is William Chapman on the issue of draft-dodgers and the role of ministers as prophets: 

 
 At that General Assembly in 1976, I was on the Committee to deliver the overture to 
accept the draft dodgers.  A full colonel of the Marines was with us and he was dead 
set against it at the beginning.  But at the end he said that if we had any problems on 
the floor, he wanted to stand up and say who he was and say that he thought we ought 
to be forgiving and reconciling.  There were a lot of us who were taught in seminary 
that we needed to assume the prophetic role, and trying to be prophetic meant that 
people were going to have lots of reasons to complain about our [the church] being 
[involved] in politics.  (17) 

 
One of the issues which divided religious conservatives and liberals was that of church 

officials  making these kinds of social action pronouncements in the name of the whole church, and 

especially without explicit Biblical warrant.  This may be best exemplified by the controversy 

surrounding the Confession of 1967 (C-67) of the Presbyterian Church, according to the Rev. 

Gregory J. Keosaian, Stated Clerk of the Presbytery of the Palisades. 

The Presbyterian Church is a Protestant denomination governed by a written 
Constitution, consisting of two parts: Part I - The Book of Confessions (the Aardor@)  
and Part II - The Book of Order (the Aorder@).  The Book of Confessions consists of 
eleven creedal statements, dating from the early Christian era (e.g. the Apostles= and 
Nicene Creeds) through the late 20th Century (e.g. A Brief Statement of Faith).  
Presbyterians understand the Confessions to be Asubordinate standards@ (i.e. not on 
a par with the Bible), but standards for belief and conduct  nonetheless.  Their 
purpose is to serve as expositions of various aspects of Biblical faith and church 
doctrine, and to outline the essentials of a  faithful and fruitful Christian life. 
The Confession of 1967, or C-67, emerged during the turbulent period of the late 
1960's in America.  It=s overall theme was Areconciliation,@ and it touched upon 
issues of race, social justice, and the environment.  Curiously, however, it just missed 
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the women=s movement! 
To embody these kinds of public policy pronouncements in a church Confession was 
nigh unto anathema for religious conservatives.  As was C-67's approach to the Bible 
itself, which it describes in the following manner: 

 
The Bible is to be interpreted in the light of its witness to God's work of 
reconciliation in Christ.  The Scriptures, given under the guidance of the 
Holy Spirit, are nevertheless the words of men, conditioned by the language, 
thought forms, and literary fashions of the places and times at which they 
were written.  They reflect views of life, history, and the cosmos which were 
then current.  The church, therefore, has an obligation to approach the 
Scriptures with literary and historical understanding.  As God has spoken his 
word in diverse cultural situations, the church is confident that he will 
continue to speak through the Scriptures in a changing world and in every 
form of human culture. (C-67, 9.29) 

 
The stage was set for an all-out war between conservatives and liberals!  Into this 
arena was born the Presbyterian Lay Committee, an unofficial yet very vocal (some 
would say strident to the point of scathing), independent organization within the 
Presbyterian Church.  In 1968, their periodical, The Layman was launched.   
The Lay Committee feared that traditional, Protestant theology, as exemplified by 
such church giants as Martin Luther and John Calvin (the AFather of 
Presbyterianism@) would be undermined by C-67's new social gospel agenda, not to 
mention its scandalous assertion that the AScriptures...are...the words of men!@  (18) 

 
While the conservatives were busy worrying about the erosion of biblical faith, the liberals 

were launching their own self-righteous campaign to fill the shoes of the prophets.  In his book, 

Looking for God in the Suburbs, James Hudnut-Beumler describes how clergy, buoyed by their 

success in fomenting social change, began to overestimate their own importance.   They seemed to 

forget that their authority to speak was limited to their denomination, and not to the nation.  In 

Hudnut-Beumler=s words, A...liberal church activists in nearly every denomination kept hammering 

away at a progressive social agenda, seeing their scars as signs of progress in the cause.@  (19) 

Dismayed and disheartened, church members fell away. 

Mark Oppenheimer records that there was a sharp decline in church membership and 

attendance in liberal Protestant churches which began in the 1960's.  The decline became a 
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Aprecipitous fall@ by the year 2000.  During this period, conservative and Pentecostal churches grew 

in numbers.  The Southern Baptist Conventions grew by 2.5 million members.  (20) Oppenheimer 

also says that liberal Protestants and Jews have had the lowest birth rate since the middle of the 

century, while the conservatives had the highest birth rate of any white group. (21) 

A major event in the 1960's for all of Christendom, Catholic and Protestant, was the Second 

Vatican Council.  Announced by Pope John XXIII in 1959, the council met over a period of three 

years, from 1962 to 1965.  It was charged with aggiornamento, or updating.  The updating amounted 

to the  use of the vernacular (rather than Latin) for the saying of the mass, the priest=s turning around 

to face the people during the mass, permission for priests to make changes in the liturgy, and a 

relaxation of the sanctions on church attendance.  At the same time, there were no changes in the 

issues of contraception and clergy celibacy, which were major stumbling blocks for many American 

Catholics. Mark Oppenheimer, in his book, Knocking on Heaven=s Door,  says that in 1963, about 72 

percent of American Catholics went to Mass every week.  By 1974 the percentage fell to about half of 

that.  The rate for those under the age of 30 was less than 40 percent.  Fewer men felt called to the 

priesthood and many left the priesthood during that time.  (22) 

For church musicians, the changes initiated by Vatican II were huge.  Priests were given 

permission to make changes in the liturgy.  Composers were asked to write music for smaller groups 

to sing.  The Bishops thought that this would mean music similar to the great polyphonic  music of 

the church.  But at the same time, they also wanted the congregation to sing.  Priests began to 

celebrate mass outdoors, which meant portable instruments, like guitars, and the music began to 

sound more and more like the folk music which had been popularized by the protest movements.  

This trend carried over into the Protestant churches.  Young people had been leaving the church in 
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droves and this seemed like the way to draw them back.  However, long after the popular folk music 

era had ended, and rock had become the style of choice, the churches were left with the folk-like 

singing for Catholic mass and Protestant church services.  Dr. John Weaver, former Music 

Director/Organist of New York=s Madison Avenue Presbyterian Church and head of the organ 

departments at the Juilliard School and at the Curtis Institute in Philadelphia, said this about the 

effects of  Vatican II: 

 With Vatican II, the more formal music of the Catholic Church caved in, the guitar 
came in , and had a profound effect on Protestant church music.  And you can see it 
even in the way people dress to go to church these days.  It doesn=t bother me, but 
men always wore shirt and tie.  One of my choir members told a story about being 
told at breakfast one Sunday morning to go back and dress properly for church, by his 
mother.  He said,=Why?= She said, > Because you are going to meet the King.=  (23) 
  
 

In the Protestant church there was a Presbyterian minister, Richard Avery, and his music 

director, Donald Marsh, who began writing their own faux folk music for their church in Port Jervis, 

New York.  Their music became the rage, anthems for the choirs and hymns for congregations.  It is 

still in demand by those who sang it in the 1960's and 1970's.  It was the classic kind of Adumbing 

down@ that Marva Dawn speaks of in her book,   Reaching Out Without Dumbing Down.   (24)       

Some have referred to it as Apandering to the lowest common denominator.@  Phillip Dietterich, a 

professor of music for children=s choirs, referred to it as Adisposable music,@ music to be discarded 

after using it, as one would a paper plate.  However, it can still be found in the music library of just 

about every church.  The music itself is embarrassingly simple, and frankly commercial in its appeal. 

 Accompaniment was for piano or guitar.  In this milieu, the organ became marginalized.  There was 

very little for the organist to do.  All of that Bach, Franck, Widor, Vierne, Mendelssohn, that training 

in improvisation on hymn tunes, all was wasted in this kind of folk, or faux folk music.  Instead of 
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two hands and two feet flying in a thrilling way, often in different directions, all one needed was one 

foot, for the oom-pah bass.  Not only that, the mental stimulation from singing the great poetry of the 

church set to timeless melodies, was gone. 

In the Episcopal Church there was Father Bert Draesel, who began writing folk and rock 

masses when he was still in General Theological Seminary in New York.  As his organist, I 

remember racing between the organ console in the balcony, where I played the hymns, and the piano 

down in front of the sanctuary, where I went to play the sections of the folk mass along with a 

guitarist. 

At this point, let me explain what is meant by Atraditional church music,@ and what it means 

to be trained as an organist who will be able to do it.  The music, hymns and anthems and large choral 

works for the church, come, by and large, from England, with its Anglican liturgy and composers for 

it; from Scotland, with the strong Presbyterian tradition and its emphasis on the metrical Psalms;  

from the Lutheran tradition of Germany and Scandinavia, with its strong tradition of choral singing 

and integral use of the organ in worship.  In all of these traditions, the hymn, or metrical Psalm, was 

used to edify and teach the largely uneducated laity about their faith.  John Calvin and Martin Luther 

hired poets and hymn-writers (composers) to produce a body of hymns which would communicate 

the faith while being sung.  These hymns and Psalms had many verses.  In the English tradition, as in 

the Lutheran, the organist would embellish each verse to make it more interesting, sometimes with 

only a change of registration (stops on the organ which change the Acolor@ of the sound), but often 

with improvisation and transposition (moving to a higher or lower key).  These skills became 

expected of the organist and were built into the training.  In early Presbyterian churches the metrical 

Psalms were sung unaccompanied, the organ being considered the instrument of the devil.  By the late 
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nineteenth century, this taboo had been dropped and Presbyterian Churches embraced the role of the 

organist in worship.  In the Lutheran Church, the organist is often expected to improvise on a 

particular stanza of a hymn, after which the congregation resumes singing on the next stanza, but not 

the one just interpreted by the organist.  In other words, it is considered that one could hear the 

message of that verse in the improvisation by the musician.  This was a highly desirable skill for the 

organist. 

Until the twentieth century, major composers were all organists, e.g. G. Gabrieli, G. 

Frescobaldi, J. S. Bach (and his sons Wilhem Friedemann, Carl Phillip Emanuel, and  Johann 

Christoph), Henry Purcell, Georg Friedrich Handel, Amadeus Mozart, Felix Mendelssohn, Johannes 

Brahms, Gabriel Faure, and many, many others.  In the twentieth century, the most famous 

organist/composer was Olivier Messiaen, in France. Their  responsibilities included writing music for 

their churches: for the liturgy, for the choir, for the organ and other instruments available.  This 

music, together with other music from classical composers of all ages, forms the body of music which 

 we call Atraditional.@  This is the music which organists are trained to perform and interpret.   

It was to provide a place in America where organists could go for advanced training in the art 

of playing the church service that the Guilmant Organ School was begun in 1899.  Until this time, 

Americans who wanted to study organ on this level had to go to Europe.  William Carl was one who 

went to France to study with the most famous organist in the world, Alexander Guilmant.  

 
Another foreign personage is here.  It is Alexandre Guilmant, the best-advertised 
organist on earth.  It must make one J. Sebastian Bach turn over in his grave.  No one 
ever advertised him till 100 years after he was dead.  Twenty-six years after he was 
buried Sir John Hawkins published a voluminous and learned history of music, in 
which Bach got half a page, picked up accidentally by the historian in a chat with 
Carl Phillip Emanuel Bach, who was then living in London.  Guilmant, on the other 
hand, gets just three solid columns in the last Musical Courier.  It is an article written 
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by W. C. Carl, an American organist, and a very good article, too. 
- New York Times, October 15, 1893 (25) 

 
William Carl approached his friend and mentor, Alexander Guilmant, about the idea of the school. 

Modeled on the European model of the master/apprentice.  Guilmant consented and the school 

opened in the fall of 1899, with Guilmant as its first president and William Carl as its director.  

Guilmant=s name brought the allure needed to attract students.  (26) (27) 

The Guilmant Organ School pre-dated the other conservatories in New York.  The Juilliard 

School began as the Institute of Musical Art in 1905.  The Mannes College of Music was begun in 

1916, and the Manhattan School of Music in 1917.  None of the latter three had organ departments 

until much later.  Not everyone in the field had heard about the Guilmant School, it seems, for this 

letter to the editor appeared in the New York Times in 1913: 

A recent issue of The Times contains an account of the founding in this city, under the 
patronage of Trinity Church, of a school for the training of organists.  In the second 
paragraph you say, ACuriously enough it has remained until now for America to have 
its first school for the instruction of church organists.@  I would like to call your 
attention to the fact that The Guilmant Organ School, of which William C. Carl is 
Director, has been for a number of years training organists not only in organ playing 
and musical theory, but in choir training, both for boys and adults, hymnology and 
organ tuning as well.   

Harold Vincent Milligan, Organist and Choirmaster, Plymouth 
Church, Brooklyn, New York, July 22, 1913.  (28) 

 

 The Juilliard School added an organ department in 1945.  The Manhattan School of Music did not 

add its organ department until the mid 1970's, when it moved into the old Juilliard building on 

Claremont Avenue.  The Mannes College of Music does not have its own organ in a concert space but 

depends upon the organs in nearby churches for performance and students= practice time.  The 

School of Sacred Music at Union Theological Seminary was begun by Clarence Dickinson in 1928.  

It admitted graduate students only and awarded a Master=s and a Doctorate degree in  
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organ,conducting, musicology, and church music.  At the Guilmant School, there were beginners as 

well as graduate students and their faculty was virtually the same as that of the conservatories.  

Having been incorporated in 1940 under the laws of the State of New York, and also approved under 

section 22 of the University of New York,  it could grant credit which transferred to colleges.   ( 29)  

Nicholas Tino, who graduated from the Guilmant School in 1967,  gained credit for two years of 

college music study when he was admitted to the School of Sacred Music at Union Theological 

Seminary.  Nick  had a bachelor=s degree but wanted more intensive study in music before applying 

to graduate school.  At the Guilmant School Nicholas studied organ with Fred Swann, Music Director 

of Riverside Church, who also later taught at the Manhattan School of Music when the organ 

department was added.  Nick=s theory teacher was Bronson Ragan, whom Nick Tino and Kevin 

Walter, another Guilmant student, described as Athe best theory teacher in the world,@ Bronson 

Ragan taught at Juilliard and at the Manhattan School of Music, as well as at the Guilmant School.  

Tino and Walter each said that after a year with him, they were ahead of all theory students at the 

School of Sacred Music at Union Seminary (a graduate school). (30) (31)  

  The list of honorary vice-presidents of the early Guilmant Organ School contained the giants 

of the music world.  Some of those names are Theodore Dubois, Jules Massenet, and  Eugene Gigout. 

 At first, William Carl taught all of the classes.  As the school grew, so did the faculty.  The faculty 

reads like the who=s-who of the New York music world.  They were known as the authorities in their 

respective fields and some wrote the text books used by succeeding generations of organ students.  

World famous authority on Musical Form, Thomas Whitney Surrette, taught Musical Form.  Robert 

Hope-Jones, a well-known English organ builder, taught Organ Construction from 1904-1906.  (32)   

Clarence Dickinson, who later started the School of Sacred Music at Union Theological Seminary,  
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was on the Board of Examiners before which all students had to appear in order to pass to the next 

level.  Once the other conservatories got under way, the faculty was shared by all. In the beginning, 

there was no organ instruction in the other schools of music, but courses in music theory, 

improvisation, keyboard harmony , figured bass, counterpoint, conducting and the training of voices 

were often taught by the same people in all of the schools.   Graduates of the Guilmant School were 

in major church positions in New York.  They also took positions on the faculty of the Guilmant 

School. 

The American Guild of Organists was chartered in 1896 by the Board of Regents of the 

University of the State of New York.  In order to maintain a high standard of performance by its 

members, the AGO established levels of certification which signified advanced standing in the 

profession.  The Associate level is the equivalent of a Master=s degree.  The Fellow is the equivalent 

of a Doctoral degree.  The skills needed to pass these examinations became the curriculum of the 

Guilmant School.  Its graduates were able to pass these tests handily.  One of their graduates, 

Gertrude Elizabeth Fritts MacKellar, was the first woman to become a Fellow of the American Guild 

of Organists, in 1905.  This was a time when most women did not go to college.  She was from 

Pennsylvania and, in order to attend the Guilmant School, which did not have dormitories, she would 

have had to rent a room or apartment in New York.  This was a bold step for a young woman in 1900. 

 She studied at the Guilmant School for the full two years and then returned to do postgraduate work. 

 She was organist at the Thirteenth Street Presbyterian Church in New York from 1900 to 1907, while 

she was a student at the Guilmant.  She then served a church in Des Moine, Iowa, and finally in 

Bergenfield, New Jersey, where she died in 1946.  (33)  That, with her high level of competence, she 

was not installed into one of the major churches in New York City is probably a sign that she was 
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well ahead of her time.  Even now, however, one hundred years later,  most of the large influential 

churches in New York City, with the exception of the Cathedral of St. John the Divine, have male 

music directors and organists.       

The importance of the Guilmant School is that it first provided the only place where an 

aspiring organist and church musician might go to study.  Then, once the other schools were in place, 

it continued to provide an alternative to the college setting for music study.  It also provided the 

opportunity for intense training at a very high level for those who wished to polish their skills before 

going on to graduate school and for taking the AGO examinations for Associate and Fellow 

Certificates.  At the postgraduate level, it was a place for renewing and maintaining skills.  Asked 

about the strengths of the Guilmant School, here are some responses of former students: 

Strengths of the program at GOS: faculty and the small classes and individualized 
approach.  I used all of the things I got from Powers [George Powers,  theory teacher] 
and Ragan,[Bronson Ragan, theory teacher] but not from UTS.[Union Theological 
Seminary]  Bronson Ragan was wonderful.  The best theory teacher in the world.  He 
would talk about a chord progression, then sit down at the keyboard and play, saying, 
this is how Bach used it, this is the way Cesar Franck used it.  Most people arrived at 
his theory class ahead of time, ready to get started.  He made music theory exciting.  
His knowledge was wonderful. He also taught organ and theory at Juilliard.  I used 
all of his principles when I taught music theory later.  In fact, many of my pupils went 
on to music careers later.  One told me that after his study with me, he didn=t learn 
anything new until graduate school at the Philadelphia  School of the Arts.  His pupil 
thanked him and Nick said, >No, thank the late Bronson Ragan.=  

- Nicholas Tino (34) 
 

The strength of the program was the  repertoire George Markey taught and his 
teaching of choir accompaniments and the playing of the service. 

- Steven Frank (35) 
Q: What were the strengths of the program?    The faculty: George Markey [Director, 
organ, conducting], John  Weaver [organ],Alec Wyton [organ] ,Bronson Ragan 
[theory], Prudence Curtis [theory], Hampton Sisler [organ, composition] (also an 
ophthalmologist).  
Bronson Ragan was the most incredible man I have ever known.  He could look at 
your paper upside-down and tell you what was wrong with it.  Also, the quality of the 
education, and the tiny classes.  It was practically private instruction.  It was always 
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small, and never tried to be big. After going the to Guilmant School  I passed the AGO 
exam [equivalent to a master=s degrade the age of 19, before I went to Westminster 
Choir College.  

- Andrew Andela (36) 
 

Q: What were the strengths of the program?  Being in New York, the exposure to 
music in the large churches, where we went for lessons and master classes. 

- Kevin Walter (37) 
 
Asked about the weaknesses, Kevin Walters pointed to the small size of the school,  Andrew Andela 

could not name any, Nicholas Tino felt that the administration of the school was ineffective, Steven 

Frank spoke of the vocal pedagogy, taught by Mrs. Markey, as being a weakness.  Toward the end of 

the school, when numbers had dwindled, Fred Swain and John Weaver both said that the quality of 

the students had declined.  John Weaver said that most (not all) of the students seemed to be those 

who had not been accepted into the conservatories.  However, from the beginning of his tenure as 

Director of the Guilmant School, George Markey staged festival performances in Philharmonic Hall 

at Lincoln Center.  It was one of these which convinced Nicholas Tin to go to the Guilmant School.  

He spoke of the performance, in 1965, as thrilling.  Faculty and students all performed and the 

repertoire was exciting.  These festival performances continued up until 1974, the Diamond Jubilee 

Year of the Guilmant Organ School, and its last.  (38) 

The closing of the Guilmant School was blamed on financial problems, students wanting a 

college degree along with their training in church music, and poor administration toward the end.  

From the beginning, the school was dependent on churches to provide space for teaching and 

practicing.  William Carl was the Music Director at Old First Presbyterian Church, at the corner of 

West 12th Street and 5th Avenue, when the school was begun.  The school remained there until 1963, 

when it moved to another church, the Metropolitan Duane Methodist Church on West Thirteenth 

Street. (39)  Thereafter, it moved to the Madison Avenue Presbyterian Church, where George Markey 
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became the Music Director.  When Markey left the Madison Avenue Church and went to All Souls= 

Unitarian Church, the Guilmant School followed him there.  Finally, the school had to rent space in 

the Lincoln Towers, which was very expensive. John Weaver alluded to the inconvenience 

experienced by the churches which were expanding their programs and needed the space used by the 

Guilmant School.  (40)  If, in the beginning, the need to secure permanent quarters for the school had 

been anticipated, there would not have been this crisis.  But with the great need for well-trained 

organists, perhaps there was no worry that there would not be a church to provide space for the 

Guilmant School.   As for the financial problems, there had been at every stage, a benefactor who 

made it possible for the school to grow and prosper without financial worries.  When Markey left 

Madison Avenue, it seems that the secure source of funding was waning.   Part of the job of the 

director was to help secure funds for the running of the school.  Granted, the times became difficult 

and there was competition from the conservatories for the best students, and while no one blames 

George Markey for the demise of the school, it seems that Markey was unable to obtain the financial 

resources needed.   His main interest  was in teaching organ, not in searching for funding.  Churches 

were now hurting.  The money sources disappeared, and with them, the school.   

However, the Guilmant School was not the only school training  church organists which threw 

in the towel.  One year before Guilmant closed, in 1973,  the School of Sacred Music at Union 

Theological Seminary folded, left New York, and went to Yale, where it became something very 

different.  Westminster Choir College almost closed its doors in the 1980's, but was taken over by a 

private University, Rider, and its identity as a place to train church musicians also changed.  The 

summer programs which drew musicians from all over the world disappeared and in their place were 

programs to help New Jersey teachers accrue their personal development hours.  As more and more 
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churches closed their doors, church musicians left the field and went into other professions.  Those 

who remained cobbled together a living by doing other things like teaching, playing in temples, 

working in music stores, playing in bands, and any number of side jobs.  The American Guild of 

Organists began a program called Pipe Organ Encounters to interest young people in studying the 

organ.  These seem to be successful, but no one could seriously advise a young musician to become a 

church organist, when the future seems so bleak.  The conservatories are mainly interested in virtuoso 

players, not in the church music side of the profession.  The virtuoso players are unlikely to hold 

church jobs, for the restrictions on travel inherent in having to appear in church every Sunday.  

Church music is merely a side line for them.  Even Dr. Weaver said that if he were starting out now, 

he would not go into church music as a profession.  (41) Recently, there have been even more 

closings of organ departments in colleges and universities.  The American Guild of Organists reports 

that to date, the organ departments at Northwestern University (once a very strong program), 

Cincinnati Conservatory, New England Conservatory, and Syracuse University (once an extremely 

desirable place to study) either have already closed, or have plans to close in the near future.  (42) 

So far, I have written about causes for the waning of the church music profession in the 

church itself, and have illustrated the impact with the story of the Guilmant School with its bright and 

hopeful beginnings.  Now I want to take a look at the art embraced by the culture in the 1960's. 

In the early 60's there began a phenomenon called Apop art.@  It consisted of popular objects, 

sculpture of an ice cream soda bottle, soft sculpture of a typewriter, and Klaus Oldenburg=s sculpture 

of a giant hamburger.  Here is what Gusta Abels, Fullbright Scholar/Art Historian has to say: 

It was commercial art.  But commercial art is business art.  That=s what Andy Warhol 
did.  He started with the Heinz soup cans.  He extolled the virtues of 59 soup cans.  
Consumer packaging.  [Q: it was understood as fine art and yet it was pop art?]  I 
don=t know if they even use the term fine art anymore.  It was what sold.  It was what 
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the galleries were pushing.  Stuff that was very commercial looking, based on cartoon 
characters, used tv screens.  There is a film showing over and over a tv screen.  
Everyday subjects and attitudes.   Supposed to be funny and glamorous.  Mass 
produced.  It wasn=t fine art.  That was the point.  It wasn=t the Madonna and child.  
It wasn=t the beautiful bouquet of flowers.  Very commercial looking.  One of the 
things I came across in a book is that it was expendable and low-cost.  Mass 
produced.   In America you got artists like Robert Rauschenberg, Jasper Johns.  
Jackson Pollack was much earlier.  He wasn=t into pop art.    
 Abstract espressionism [of the 40's and 50's] tried to be very serious and very high 
art, fine art, and justified it by being extremely abstract.  Pop art went the other way.  
To do a giant hamburger was just ridiculous.  They were trying for that.  Jasper Johns 
( I quote him all the time in class) How do you paint, Mr. Johns? A Well, first I do 
something, and then I do something else.@  That is what happens.  You have these 
assemblages, soft sculptures, very commercial and realistic.  Magic realism came 
along then.  Artists would project slides on the wall and then paint it.  Extraordinarily 
realistic.  Then we get Andy Warhol who was an out- and-out commercial artist.  He 
worked at Glamour Magazine.  All the stores up and down 5th Avenue.  He was the 
guru of them all.  Mechanical repetition and reproduction.  He made a cult of being 
boring.  Banal and superficial.  He did M. Monroe.   

What happens after that, after pop art was minimalism, conceptualism, 
and photo realism.  (With the slides) Minimalism was complete purity reduced to its 
essence and leads into the Cristo gates.  Installation art.  That=s what is going on 
now.  And the 60's led to it because artists were rebelling against the whole art 
market.  And they didn=t want critics to know what they were doing.  Frank Stella 
began this in the 60's.  He said AWhat you see is what you see.@  It came out of 
minimal art, conceptual art, which really means ideologue.  Conceptual is, you=re 
supposed to look at it, and you are part of the process.  I took a bunch of kids to the 
Phila. Museum.  Somebody had taken a trowel and dragged it down the wall, where 
there was a pile of rubble.  And that was the exhibit.  And the kids were hysterical.  
What I said to them is that their laughter is part of the exhibit.  Your reaction to it is 
part of it.  When I went up to a viewing with Bob [her husband] and some friends there 
was a whole room , a regular bedroom, and in the middle was the stuffing and vinyl 
from an old car. That was funny, but what was also funny was that here was a mother, 
on her knees, trying to explain this to her 3-year old.   

- Gusta Abels, Art Historian (43) 
Barbara Rose, an art critic, calls Andy Warhol=s soup can sculpture, Acommonism,@ a kind 

of Afaux art.@  She says of Warhol that he was a very mediocre painter, and that repetition, not 

ingenuity, was the source of the power of his work.  She said that pop art was symbolic of 

consumerism in America and that Warhol wanted to be its Michelangelo.  These comments were 

heard on NPR=s Studio 360 on December 10, 2005.  The host of the program, Kurt Anderson, said of 
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Warhol, that he celebrated the superficial and the easy.  (44) 

  Commonisms, faux art,  mediocrity, consumerism and commercialism, rebellion against the 

critics, this is the stuff of the 60's and 70's.  In classical music the common elements included garbage 

cans lids being banged together.  Ugliness was in and beauty was out.  Before the mid-60's, there was 

an intentional difference between how one dressed when going to church and going to school or , say, 

grocery-shopping.  What one experienced in church was intended to be an elevation over that of 

everyday life.  This is how singing and chanting of the liturgy is described, an Aelevation of the text.@ 

 The music was not what you would hear on the street or on the dance floor.  The kind of music and 

the style of singing and playing in church could only be described as Aclassical.@  In the 60's what 

one experienced in church began to reflect the rest of life.  Church-goers now dressed very casually.  

If young people would only come to church, no one really cared if they dressed well.  The style of 

music  became like that of the protest movement as a sign of support for the cause.  Mark 

Oppenheimer points out that it was not the conservatives who began to dress down, but the left-

leaning liberals.  It was not the conservatives who ushered in many of the changes in music and 

worship, but the liberals.  He credits an art critic, David Gelernter with suggesting that the 

intelligentsia of any society is countercultural but that only in the 1960's was the intelligentsia ceded 

so much power.  (45) Oppenheimer says that between what he calls the ASummer of Love@ in 1967 

and the Woodstock festival in 1969, or, he says, between the death of Martin Luther King and the 

Kent State deaths, even the conservatives began to dress down, talk more informally, and listen to 

different music.  These changes, he says, are a sign that a counterculture has taken root and will 

influence even the most staid and stable denominations.  And, he says, by the mid-1970s, the 

counterculture had become the culture.  (46) 
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With these kinds of changes, occurring rapidly as they did, there was a different attitude 

toward the church.  It became so much like the rest of the culture that, as lives became busier and 

more harried, it seemed expendable.  It was part of the hated status quo which had upheld segregation 

and elitism.  Now, in an effort to get back those who were disaffected, it began to back-pedal, and to 

lose its integrity.  White guilt, black anger, and white backlash whipped the church mightily.  Then 

came the controversy over gays and lesbians.  The Presbyterians are continually under siege by  The 

Layman.  The quote in the beginning of this paper about the Episcopalians is especially important 

because their worship service is the ideal to which most other traditional denominations look for 

content and beauty.  If they are suffering, we are truly in trouble.  What has not been said until now is 

that, with the embracing of the pop culture within the church, the role of the organ has been 

marginalized.  It has become extremely frustrating to the organist to sit by while guitars, et cetera, 

perform bad music badly when we know that fine music appeals to people=s senses and is elevating 

to the spirit, whereas, poor quality music is not.   

Music from the Taize community in France has become popular in our churches.  Taize 

services, with candlelight and instruments are performed in many churches.  Some ministers have 

tried to incorporate the little Taize pieces into the worship service.  They are not actual hymns or 

anthems but little cadences which are to be repeated many times, the goal being a kind of meditative 

state.  This is the opposite of the goal for hymns, which are designed to be mentally stimulating.  The 

organ is not part of this Taize performance except as a back-up.  This is another of those quick fixes 

which some hope will improve the service but, because the choice is ineffective in the worship 

setting, cannot work. 

Churches are the means by which Christians worship.  Worship is personal but not private.  
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Television ministries have added a new dimension: private worship.  You can choose your style of 

worship from any of a number of channels.  There is Joel Oesteen=s ministry in a stadium-like setting 

which holds 16,000.  The message is Abelieve and God will bring you good health, success, and 

happiness.@  Cameras zoom to worshipers, especially girls in low-cut dresses.  There is no music, 

choir or instruments in view.  In the Living Praise Church, Ted Alleman also gave a feel good 

message.  Church settings aimed at white viewers were blue with carpet and greenery.  An African-

American church was ornate with carved wood, gold, and oriental carpets.  The original Hour of 

Power, at the Crystal Cathedral in Garden Grove, California, however, seems to be in trouble.  

Despite its slick programming, there was an appeal for money and even mention of overdue bills.  

There is a stunning Ruffati organ there, but we never even see it or hear it played.(There is a wisp of 

organ sound at the program=s fade-out, showing the grounds of the church.)  Its minister, Robert 

Shuller, is the only one of the television ministers who wore a robe.  Perhaps he has become too 

traditional.  (47) 

Like Andy Warhol, we are celebrating the Asuperficial and the easy.@   

POSTSCRIPT 

The implications for the education and training of church musicians are enormous.  No longer 

is the concert training in organ, improvisation, transposition, and conducting all levels of choirs in 

classical church music enough.  In order to be able to even apply for the church positions as 

advertised, one must also be able to play keyboard in any of a number of styles, including gospel, and 

to work with many whose language is not English.  The kinds of skills requested resemble much more 

those of a public school teacher than the concert musician of the past.  

Most important, the musician should be prepared to have a second or third means of creating 
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income.  As the list of qualifications for church musicians gets longer, the salaries get smaller.   

There are at present many churches, usually with large endowments, which still have  

programs of traditional music, but they are fewer than ever before. In most of those churches, the 

congregation has shrunk.  Much of their income is generated by renting out the church facilities. 

There have been countless mainline churches which have closed, others which have merged,  and 

some of the latter which are on the verge of closing their doors.  There are many churches now being 

served by one pastor who visits several churches unable to afford their own clergy person.  This 

follows the model of the old itinerant preacher of  agrarian nineteenth century America..  In each of 

these situations, there is the loss of a position for the musician, this function now falling to a 

volunteer, or to a musician who makes music in several churches. The most that can be expected of 

the itinerant musician is playing hymns for the service of worship.  Very likely, there is no choir.   
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Laptops and Teacher Efficacy: The Effects on Student Achievement in a Large Urban District 

 

Abstract 

 
This study examined the impact of job-embedded professional development for teachers and the 
affect of technology integration on student learning with students in an ‘at risk’ school 
participating in a one-to-one laptop project. The teachers and student population were provided 
professional development and training on the use of movie making software. The initial goal of 
the film festival was to move the students beyond the ‘tipping point” defined as a small but 
significant difference resulting in a lasting change to the learning culture. Utilizing the school 
issued laptop, students completed and submitted content-based movie projects to a school-wide 
“film festival.”   
 
The sample included treatment and matched control groups of the same school.  
The results of this study showed generally favorable first-year achievement outcomes for the 
project. The treatment group demonstrated a significant overall advantage over their matched 
control group.    
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Laptops and Teacher Efficacy: The Effects on Student Achievement in a Large Urban District. 

 

 

 While it is more certain than ever that the appropriate use of technology has a positive 

impact on student achievement, determining the degree of impact does present difficulties. 

Despite the framework, research appears to confirm that there is a direct relationship between 

effective use of technology and student achievement (Whale, 2006). The federal government 

encourages technology through the No Child Left Behind Act. The goal is to “encourage the 

effective integration of technology resources and systems with teacher training and curriculum 

development to establish research-based instructional methods 

that can be widely implemented as best practices by state educational agencies and local 

educational agencies” (U.S. Department of Education, 2002, sec 2402, Purposes and Goals, B2B, 

as cited in Whale, 2006). 

In this study, laptop computers for each student, an opportunity to change the learning 

atmosphere in a school environment with low standardized test scores, and an innovative 

approach to the delivery of professional development combine to produce notable results. The 

winners in this school’s film festival were the students who demonstrated increased interest in 

learning while creating four minute films, as well as the teachers who designed authentic projects 

to facilitate student learning. The focus of this inventive technology assignment was the mastery 

of content standards. 
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Project Description 

The purpose of the study is to determine the first year achievement outcomes for the 

laptop project and the affect of technology integration on student learning with students in an ‘at 

risk’ school participating in a one-to-one laptop project. 

The initial goal of the school’s film festival, according to the technology resource teacher 

(TRT), was to move the students beyond the ‘tipping point” by creating the opportunity for 

students to expand content knowledge by using their laptop to make a content-related movie. The 

tipping point can be defined as a small but significant difference that results in a lasting change 

to the learning culture (Gladwell, 2002). The assignment to make a content related video could 

only be completed on the students’ computer and it was an assignment that students could not 

complete if they did not utilize the resources available on the laptop. Professional development 

for teachers, laptop computers issued to every student, and an increase in reading test scores 

combine to create an environment where students’ interest in learning was strengthened by the 

movies they submitted to the film festival. 

Literature Review 

 The review of the literature explored areas associated with teaching and technology 

integration, professional development, and job-embedded professional development for teachers, 

and determining the impact of technology integration on student learning. Focusing on the 

teacher as a learner and as instructional designer suggests that the school setting must provide 

teacher both a workplace and a place of learning (Dexter, Anderson, & Ronnkvist, 2002).  

Technology as a tool has the potential to transform learning inside and outside of the classroom. 

Eib (2001) suggested that when looking for a technology-rich classroom, it is not just what is 

seen during the observation and evaluation that determines the successful use of technology by 

teachers. Technology integration is an ongoing process that makes a significant difference to 
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student learning.  

Teaching and Technology Integration  

 Technology and teaching have forged a strong partnership as the information age has 

contributed to reshaping education. By using computers, students today have access to the 

Internet and productivity tools at home and at school. Students can process information and solve 

problems, develop multimedia projects, and increase personal productivity. Computers have 

changed the way students learn and have become valuable educational tools. Teachers must learn 

how to use technology to promote the students’ understanding of key concepts within a subject 

matter and help them achieve high standards of learning (National Foundation for the 

Improvement of Education, 2000).  

 Technology has changed education to allow the teacher to become more of a facilitator 

for learning and less of a dispenser of knowledge (Herr, 2000; Johnson, 2001). The role of the 

teacher must change with the increasing shift to technology. Rather than maintain the role of 

omniscient dispenser of knowledge, the teacher can become a coach who challenges and 

encourages students to use all aspects of the technology menu to learn more, to process 

information more effectively, and to develop conclusions independently. Therefore, an important 

aspect of introducing technology into the classroom is to help the teacher become an effective 

facilitator of knowledge. Slavin (1996) indicated that student achievement in America cannot 

change unless teachers use more effective instructional methods. 

Technology integration is a process with several phases. One study used the terminology 

for adoption of duplication, application, and transformation (Amey, Van Der Linden, & Wang, 

2002). Nisan-Nelson (2001) maintained that integrating technology consists of five steps: (a) 

familiarization, (b) utilization, (c) integration, (d) reorientation, and (e) evolution. The first  two 

steps of familiarization and utilization produce little change. It is during the integration step 
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when technology becomes an indispensable part of the teacher’s class.  

 The professional competency continuum, one dimension of Teaching in American 

Schools: Seven Dimensions for Gauging Progress (Coughlin & Lemke, 1999), a document 

commissioned by the Milken Foundation, focuses not solely on the technology but on improving 

student learning through improvements in instructional practices. Technology in education helps 

to achieve this goal but only when professional development incorporates (a) technology tools, 

(b) new strategies for curriculum design, (c) innovative learning in technology-rich 

environments, and (d) administrators who are prepared to lead and support change. 

 During the transformation stage, as described in Teaching in American Schools: Seven 

Dimensions for Gauging Progress (Coughlin & Lemke, 1999), the educator learns to use 

technology throughout the curriculum in unique and creative ways. The educator actively seeks 

out new technology solutions when evidence exists that these technologies are likely to improve 

student learning. As teachers move from the entry stage toward transformation, the report 

continued that technology training should be embedded in content training whenever possible. At 

the transformation stage, technology becomes the catalyst for significant changes in learning 

practices. Technology is interwoven within the learning and the learning is multidisciplinary. 

Learning activities are interactive and students have opportunities to use problem-solving skills. 

Instruction is oriented toward constructing meaning and solving authentic problems related to the 

content of the class (Coughlin & Lemke). 

Professional Development of Teachers 
 
 Professional development is adult learning (Cole, 2003). The ultimate goal of 

professional development is to improve student learning (Sparks, 2002). Professional 

development helps teachers learn new roles and improve student achievement.  Professional 

development included a less obvious method by providing classroom-embedded mentoring, 
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tutoring, or follow-up activities. This approach is among the most effective methods of 

technology training, as it does not require the teacher to attend training outside of the regular 

school day (Cocoran, 1995). Technology should be used to support teaching and learning. 

Technology should be in the background, never the focus for innovative teaching. National 

Council for Accreditation of Teacher Education [NCATE] (1997) recommended that technology 

should be integrated across the entire curriculum. Research has demonstrated that providing 

basic familiarity with technology followed by individualized classroom support through tutoring, 

peer coaching, collaboration, networking, and mentoring is the best way to help teachers with a 

variety of experience levels, incorporate technology into their classroom practices (North Central 

Regional Educational Laboratory [NCREL], 2002). 

 Experienced classroom teachers do not turn to instruction for technology help; the 

research showed that the first place that teachers look for technology assistance is by turning to 

their peers (Jones, 2001). Teachers turn to collegial assistance when they need help with 

computer issues (Becker, 1994). Teachers continue to require job-embedded professional 

development, not an occasional professional development 3-hour training session, to feel truly 

comfortable with the tools and to integrate fully technology into their curriculum (Johnson, 2001; 

Willis & Raines, 2001). 

 The CEO Forum (1999), STaR Report (Year 2): Professional Development: A Link to 

Better Learning, built a strong case for better preparing new and veteran teachers to use 

technology more effectively to help students achieve higher academic standards. The report 

contained four recommendations: (a) schools of education should prepare new teachers to 

integrate technology effectively into the curriculum, (b) current teachers and administrators 

should be proficient in integrating technology into the curriculum, (c) education policymakers 

and school administrators should create systems that reward the integration of technology into 
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the curriculum, and (d) corporations and local businesses should collaborate with the education 

community to help ensure that today’s students will graduate with 21st century workplace skills. 

 In the Apple Classrooms of Tomorrow (ACOT) teaching model, technology serves as a 

catalyst and tool for instructional change when technology is integrated in to the curriculum. 

Participating teachers learned by observing and by working extensively with accomplished 

ACOT teachers and students during actual school days. The ACOT provides identified five 

stages of technology integration: (a) entry, (b) adoption, (c) adaptation, (d) appropriation, and (e) 

innovation (SERVE, 2000). For true integration to take place, teachers and schools must move 

past the entry, adoption, and adaptation stages. Teachers must feel comfortable with the 

hardware and the tools. Technology integration must extend beyond the teachers’ use and find its 

way into the hands of the students. Teachers must make the seamless integration of technology a 

component of all content area assignments. Meaningful and authentic student products will 

demonstrate not only the use of technology related activities but also higher order thinking skills. 

 Even when conditions are less than optimal, teachers with little background in technology 

are capable of developing innovative practices for their classrooms and learning how to employ 

technologies in support of those substantive reforms. Teachers enlisted as creative contributors to 

school improvement should be given the appropriate structures and support for their own and 

each other’s (a) learning, (b) collegiality, (c) technology use, (d) action research, (e) reflection, 

and (f) dissemination to other teachers. By drawing upon the brainpower and dedication of 

teachers and by enlisting the talents of students and parents, schools can leapfrog over stages of 

technology integration and produce powerful results quickly (Hunter, 2001). 

Job-Embedded Professional Development 

 Job-embedded, peer-to-peer modeling of technology skills and professional development 

activities reflect the essence of highly effective on-the-job training (Marsh, 2001). Teachers view 
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other teachers as their role models. Professional development planning requires a focus on the 

teacher’s top priority, which is to help students learn (Sun, Heath, Byrom, Phlegar, & Dimock, 

2000). Effective use of technology allows a teacher to adopt better instructional practices: first 

the learning, then the teaching, and then the technology. Models for professional development 

include mentoring to provide personal support, offered by peers when the teacher needs it (Sun et 

al.). The teachers’ most meaningful experiences tend to be those in which they learn from their 

colleagues. Teachers act as models for others. If one teacher starts doing something and then 

shares it, other teachers are more willing to think that they can also do that. Strong technology 

professional communities work together on technology and develop a stronger professional 

community (Hart et al., 2002). 

 Hart et al. (2002) stated, professional development was most helpful when it was 

provided (a) in the school for a group of teachers who will be working together afterwards, (b) 

modeling by other teachers in the classroom with students, and (c) time and guidance to develop 

lessons or other materials that could be used in the teacher’s own classroom (p. 45).   

     Human resources to support technology are crucial. It is not a luxury to hire a technology 

coordinator; it is necessary to have someone in the building who is able to go into each room to 

fix the equipment or to talk with the teacher. The technology coordinator is called upon to teach 

basic computer skills; to model lessons; and to assist teachers by providing techniques, 

programs, tips, resources, and even specific ideas. The data indicate that human resource support 

increased the likelihood that teachers would incorporate technology into their teaching. “It makes 

a statement that we really are going to put our money where our mouth is and we value this. You 

have someone who knows what they are talking about and this person is a colleague who knows 

about instruction and what technology can do and how to use it” (Hart et al, 2002, p. 47). 

  To be able to integrate technology into the complex web of classroom life and to 
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integrate it well, schools need more than just equipment or training. Technology coordinators 

assist teachers toward directing their own professional development. Teachers’ capacity to use 

technology goes beyond having adequate resources. Teachers need this continual support to learn 

how to incorporate technology (Hart et al, 2002). A mentor is a professional colleague who can 

model exemplary instruction in an empathetic, non-evaluative, and supportive manner in 

response to needs identified by intern teachers (National Board for Professional Teaching 

Standards, 2001). Continued teacher training is essential to progress (Schwab & Foa, 2001) 

Impact of technology integration on student learning 

 Teachers report that computers enhanced their ability to reach students and become more 

effective. These teachers look for more creative ways to use technology and find that as a result, 

they are able to give students more individualized attention. Students are frequently more 

knowledgeable about computers and teachers often rely on the expertise of their students which 

may result in more personal communication between teachers and students (Burns & Polman, 

2006). Ubiquitous computing devices helps schools provide anytime, anywhere access to 

learning and the combination of wireless technology and Internet has changed the focus from 

teacher to student-centered classrooms. Students and parents report that they are able to find 

answers for themselves rather than wait for someone to hand the information to them.  

The medium is changing teaching methods in schools where students have one-to-one computer 

access. Teachers are developing more interactive lessons and collaborative activities reflecting 

good teaching practice (Windschitl & Sahl, 2002). 

 Friedman (2005), states that technology and the Internet have leveled the playing field in 

essence creating a flat world. Students are using the technology available to them to do better 

work faster, without the drudgery and limits associated with pen, pencil, paper and book.   

As educators realize the improvements that technology can make in their professional world, 
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technology use has a better chance of extending into the classroom. Access is not typically 

enough to create a cultural shift in adults; there has to be both insistence on and examples of 

technology’s use in day-to-day tasks.  Technology integration allows students more access to 

information and improving the process by which they acknowledge and prove what they learn 

(Johnson, 2006). 

 Students bring experiences and prior knowledge to the classroom and some experiences 

which are related to media forms such as movies. From these experiences students will construct 

their new learning. Media is pervasive among students today as students today do not have a 

history without a wealth of media sources (Schuh, 2004). The Kaiser Family Foundation (as 

cited in Schuh, 2004) reports that 99% of children had at least one television at home and more 

than two-thirds had computers. Students today have experiences that involve media on a day-to-

day basis. Survey results indicate that 8-12 year olds consume an average of 8 hours of media per 

day. 

 Technology is becoming a part of the culture of education (Friedman, 2005). The 

connection between technology use and performance is occurring across America as technology 

integration increases (Maninger, 2006).  Technology use by constructivist teachers tends to 

employ higher order thinking skills (McGrail, 2007). Teachers with a constructivist point-of-

view will introduce more project based learning versus drill and practice worksheets or ‘reward’ 

activities. How much difference occurs in a technology rich environment? How much difference 

is based on good teachers using technology? Good teachers produce excellent results (Maninger, 

2006). A participant in a study involving English teachers (Maninger, 2006), stated, “With the 

assistance of technology, I am able to differentiate my instruction to meet the needs of individual 

students.”   

 Technology integration allows students to take ownership of their own learning. 
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Construction of knowledge links new information with prior knowledge, higher order 

metacognitive strategies facilitate creative and critical thinking, challenging tasks encourage 

learner autonomy. Scheidet (2003) concludes that project based learning provides more options 

to meet individual needs; instead of receivers of information, students are engagers of the work; 

there are many more opportunities for students to operate at their own pace; and the teacher 

becomes a facilitator of information rather than a director of the class. 

 Lowther and Ross (2003) indicate that students’ survey results show that the students are 

very positive about having a laptop. The best aspects of using the laptop include easy access to 

online resources, ease of creating and editing work, and ability to make assignments look much 

better. Students reported that the laptop had influenced classroom-level changes by fostering 

more project work, higher-level thinking, writing and cooperative learning 

Study 

In the first year of the laptop initiative, Project 1st CLASS (Computer Laptops Assisting 

Student Studies), the TRTs providing professional development to the classroom teachers, 

intentionally determined that teachers would not engage in third party services. After a visit with 

Virginia educators who had recent experiences with laptop initiatives, the Kentucky participants 

contemplated the lessons learned from their Virginia colleagues. The recommendation of the 

Virginia educators was to focus on one technology initiative at a time. Therefore, during the 

2004-2005 school year, the Kentucky participants elected to concentrate on the mastery of the 

online learning environment known as JCPS Online. In the JCPS Online environment, teachers 

develop and post online courses, assignments, hyperlinks, calendars, and discussion questions. 

Teachers create surveys, multiple choice questions, open response questions, self-scoring tests, 

and similar innovative, time-saving teacher tools.   
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The Jefferson County (KY) Public School system enrolls more than 97,000 students in 87 

elementary schools, 22 middle schools, and 19 high schools (Jefferson County Public Schools, 

2006). In this urban high school in 2004, 74% of enrolled students came from low income 

families. In 2004-2005 one in three students was absent 25 days or more. There were 175 

suspensions that year and many students transferred out of the school. This urban high school 

was selected to participate in the one-to-one project based on the consistently low test scores 

received by their students (Kenning, 2006). 

In the first year of the laptop project, the spring 2005 Kentucky Performance Report for 

this high school noted an increase in several content indicators. The reading scores in 2004 were 

45.29 with an increase in 2005 to 55.59. The writing scores in 2004 were posted as 38.39 and in 

2005 the writing scores rose to 57.588.  The School Total Academic Index increased from 46.5 

in 2004 to 52.3 in 2005. While many factors account for this change in academic progress at the 

school, technology integration through the Project 1st CLASS (one-to-one lap top initiative) may 

be identified as a significant factor for the improvement of scores for this high school. 

 During year two of the project, this school decided to concentrate on the integration of 

multimedia by teachers and students. The laptop selected for this project includes the iLife suite 

of software which integrates iMovie, iTunes, iPhoto and Garage Band.  However, irrespective of 

platform or software, content was the most important component of the film festival assignment.   

Developing the video engaged students in creative and special ways that allowed students 

new opportunities to demonstrate their understanding and mastery of content and standards. The 

assignment encouraged students to analyze, evaluate, and synthesize information. Utilizing 

Bloom’s Taxonomy, students exhibited evidence of higher order thinking skills by constructing a 

film related to the content requirements provided by their academic content teachers. Students 

demonstrated that they ‘owned’ the learning, while realizing the goals of the tipping point. The 
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tipping point represents the transition from teacher-directed instruction to student-driven learning 

opportunities. In this situation, the tipping point also represented an assignment that could only 

be completed on the students’ computer utilizing the resources available on the laptop computer. 

The impact of the film festival and student participation may be measured in the increase 

of standardized test scores. Data from classroom observations showed a high use of computers 

for instructional delivery and as a learning tool (Muñoz & Harris, 2006). The two separate 

observation measures used to collect data were the School Observation Measure (SOM) and the 

Survey of Computer Use (SCU). The SCU recorded four primary types of data: a) computer 

capacity and currency, b) configuration, c) student computer ability, and d) student activities 

while using computers focusing on the types of activities, subject areas of activities, and software 

being used (Muñoz & Harris, 2006). 

In the process of challenging teachers and students to teach and learn ‘differently’ 

through the integrated use of technology, multiple steps transpired. The multimedia project 

initially unfolds as the high school content teachers received job-embedded professional 

development during the fall 2005.  Substitute teachers permitted classroom teachers to have 

release time during the school day to receive professional development. Teachers received 

iMovie training as an introduction to the functionality of the movie-making software available on 

the laptop computers that the district provided for each student and teacher in four low 

performing schools. Following the professional development, teachers and later students, began 

making movies often without access to camcorders. Students were directed to websites that 

allowed them to use still pictures, transitions, effects, music, and audio voice-over as the 

ingredients to create their video products.  

The school based TRT initiated the idea of the film festival and consulted with the school 

professional development consultant, to plan, discuss, and finalize the project criteria, categories, 
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and the requirements. After organizing and posting the film festival criteria to the school online 

environment, the TRT identified project expectations and created a detailed scoring guide. By 

sharing the scoring expectations with the teachers and students, the participants knew the criteria 

by which the videos will be judged. The rubric included categories for content, images, sources, 

soundtrack, and originality, although the scoring guide was open-ended enough for individual 

content teachers to add their own interpretation on the assignment. Seizing this teachable 

moment allowed teachers to ensure that students would appropriately learn how to cite sources 

while creating their video project. The project scoring guide placed a significant emphasis on 

having students include a credits page within the film to cite the source of the photos, music, and 

quotes that students used in the video.  

After developing the assignment framework, support was offered and provided to every 

teacher who wanted to have his/her students participate. Some teachers scheduled a class visit by 

the TRT so that he could explain the online resources, the film criteria, and the basics of project 

and film-making software.  Individual teachers personalized the assignment based on specific 

content areas and the teacher’s vision to see potential of the assignment. The spectrum of content 

class video included a “timeline of art,” (developed by an art teacher), a video based on the life 

and contributions of a mathematician (assigned by a math teacher), a video featuring figurative 

language (required by an English teacher), an identity video (assigned by another English 

teacher), and a music video featuring specific time periods (assigned by a Humanities teacher).  

As the deadline drew near for the submission of the videos, the school’s TRT, received 

incredibly positive reactions. He commented that students who usually do not engage in school 

and class assignments were transformed into students excited about their video product and 

proud to become video producers. 
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The overall film festival categories included: Best Picture, Best Original Sound Track, 

Best Mathematics Video, Best Public Service Announcement/Commercial, Best Faculty/Staff 

Video, Best Magnet/Career Related Video, Best Foreign Language/Arts and Humanities Video, 

Best Language Arts Original Writing Video, Best Language Arts Expressive Reading Video, 

Best Original Biography Video, and Best Science/Social Studies Video.  

In his online blog space the TRT, wrote about the film festival experience. 

I undertook an ambitious leadership project this year. I planned a film festival for 
the students and faculty of my school.  My assignment as a Technology Resource 
Teacher is to lead professional development and to support teachers and students in 
learning how to use technology. Project 1st CLASS is a one-to-one laptop initiative 
where every student is issued an laptop computer for use at school and home.  The 
decision to hold the Film Festival actually was a long time in the making.  

 
My principal asked me to concentrate on one technology skill set during the first 

year of the laptop project. As the second year approached, I wanted to take the use of 
the laptops to a new and even more meaningful level. The first step in the process was 
to expose the teachers to movie making software (which was installed on each 
computer) during an embedded professional development session on digital 
storytelling.  

 
While focusing on the administrative planning for the actual Film Festival, the school’s 

TRT established the festival due dates, collaborated with colleagues on the film criteria and 

developed scoring guides. He provided links to websites with high quality, royalty free 

images and video tutorials. Twenty eight classes received video instruction and copyright 

information. He obtained prizes for the winners of the ten video categories. Over 50 videos 

were created and submitted in the competition. Each video was scored by five different 

judges and who provided the students with positive feedback and constructive suggestions. 

The winners were selected. 

 On the day of the film festival’s in-school screening, the library was decorated with 

a movie awards show theme complete with a red carpet entrance. Students were invited to 

the library to view the entries, culminating with the awards ceremony held during the final 
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period of the day. Students who created and submitted a film attended the ceremony. The 

award in each category was announced by a guest presenter who received a sealed 

“envelope” containing the name of the winner. The presenter announced the results, “In the 

category for best documentary, the winner is….” After hearing his or her name announced, 

the recipient stepped forward to receive the prize of an iPod Shuffle. 

 After months of planning, mentoring, and coaching, the TRT reflected on the 

success the film festival. “The participation and reaction from the students was 

immeasurable. This is a school where students do not frequently take risks or voluntarily 

elect to receive a critique of their work. Over fifty students made their entries public. 

Students were overheard discussing the films and making plans to enter new movies next 

year.” 

 Building on the first successful festival, plans were immediately developed for the 

next year. The focal point for classroom teachers will be a greater emphasis on the content 

and mastery of academic standards. The festival dates will be announced earlier and more 

sponsors will be identified in order to offer more prizes. Positive feedback from school 

administrators and the local press provided excellent exposure for a school that does not 

always receive positive public acknowledgment.    

Research Purpose 

 The purpose of the research is to determine the affect of technology integration on 

student learning with students in an ‘at risk’ school participating in a one-to-one laptop project. 

The research considers the laptop project professional development provided to the teachers, 

integration of technology in the content classes of the students, and the impact on the first-year 

achievement of the outcomes for the laptop project. 
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Research Context 

The context for the current study was one high school in the Jefferson County Public 

Schools (JCPS) in Louisville, Kentucky.  The district is the 28th largest school district in the 

nation. The school district is located in a large metropolitan area and has 153 schools serving 

approximately 96,000 students. JCPS educates a high percentage of at-risk urban students with 

high poverty levels (i.e., 58% free/reduced meals, 54% single-parent homes).  

The district has a student assignment plan based on managed choice, which facilitates the 

racial desegregation of its schools by providing students with transportation from their home 

neighborhoods to other parts of the district. In the state were the district is located, School-Based 

Decision Making (SBDM) councils have the responsibility to set school policy consistent with 

district board policy to provide an environment to enhance students’ achievement. SBDM plays a 

significant role into the selection of programs, such as the Laptop Project. In JPCS, district 

officials can suggest academic programs and interventions, but the individual schools have 

control over the adoption of curricula and programs.  

Method 

  A quasi-experimental design, in which each of the Laptop Project students was 

matched to a highly similar control student, was employed in the present pre-post cohort 

analysis study.  The quasi-experimental design with pre-post cohort groups compares 

different cohorts of people drawn from essentially the same population over time. Cohort 

analyses have been popular in situations where there is frequent turnover of the population of 

interest. The key assumption is that there is higher similarity between cohorts than between 

different schools. While combining the benefits of the time-series approach and the cross-

sectional approach, the cohort analysis addresses important drawbacks of each (Shadish, 

Cook, & Campbell, 2002). Examining program impacts on criterion-referenced test scores 
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was the focus of the study and basis for the methodology described below. Presented below 

is a graphical representation of the pre-post cohort analysis design: 

NR        O2          O3 

--------------------------------------------------- 

NR            O4   X O5 

 

Participants and Matching Procedure 

The sample included treatment and matched control groups of the same school. The 

former school adopted the Laptop Project as part of their effort to increase student achievement, 

and at the time of this research, had been implementing the model for one year (2004-05).  A 

matching scheme (student-level) was used to increase the internal validity of the study (Cook & 

Campbell, 1979). Table 1 illustrates the key characteristics by which the treatment and control 

students were matched at the baseline year.  As shown, the matches were based on five variables, 

including previous test scores in reading, gender, race, single-parent homes, and participation in 

the free or reduced-price lunch program.  

_____ 

Insert Table 1 here 

_____ 

Instrumentation 

For this study, criterion-referenced test data was analyzed. The criterion-referenced test 

was the KCCT in Reading (24 multiple choice, 6 open response items).  KCCT Reading (14.5%) 

is an integral part of the 100% accountability formula used as part of the annual state assessment. 

The tests were group-administered and scored following standardized procedures (for more 

reliability information, see Kramer, Conoley, & Murphy, 1992).  
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Design and Procedure 

The research design employed a matched treatment-control group pre-posttest design 

(Cook & Campbell, 1979; Rossi, Freeman, & Lipsey, 1999).  No statistically significant 

differences were observed between the matched treatment and control group in various 

demographic variables, including gender, race, free/reduced lunch status, and single parent 

homes. To control for prior achievement, data at the student level were analyzed via ANCOVA, 

with the treatment condition as the between-subjects factor, the “pretest” scores as the covariate, 

and tenth-grade KCCT Reading scores as the dependent variable (see Table 2).  

_____ 

Insert Table 2 here 

_____ 
Results 

The ANCOVA performed on KCCT Reading yielded significance for both the pretest 

covariate, and most importantly, the Program effect. Table 3 displays a summary of the KCCT 

Reading student achievement analyses.  

_____ 

Insert Table 3 here 

_____ 
 
 

Discussion 
 

The results of this study showed generally favorable first-year achievement outcomes for 

the laptop project.  The treatment group demonstrated a significant overall advantage over their 

matched control group on tenth-grade KCCT Reading. Notably, the effect sizes for KCCT 

Reading were fairly large.  
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Implications for Theory and Practice 
 
 Technology and media are a part of the culture of education and change the way students 

learn (Schuh, 2004, Friedman, 2005). Teachers need continued support to incorporate technology 

while teachers develop more interactive lessons for students with one-to-one computer access. 

Students are very positive about having a laptop ((Hart et al, 2002, Windschitl & Sahl, 2002, 

Lowther & Ross, 2003). Technology changes not only the way that students learn, but 

technology may also change the way that teachers teach. Technology integration depends on 

professional competency; therefore, educators must learn to use technology throughout the 

curriculum in unique and creative ways (Coughlin & Lemke, 1999). True technology integration 

means getting the technology into the hands of the students and using the content as the means to 

accomplish this task. Technology is a tool that, if used properly, can enhance learning, support 

effective instruction, and engage students. Technology can be used to address the needs of 

students with alternative learning styles and to provide students with alternate methods of 

engaging instruction (Lancaster, 2003). 

The year one results for this school following the adoption of the laptop project as part of 

their effort to increase student achievement, demonstrated significance for both the pretest 

covariate, and most importantly the Program effect. The quasi-experimental design with pre-post 

cohort groups compares different cohorts of people drawn from essentially the same population 

over time. Cohort analyses have been popular in situations where there is frequent turnover of 

the population of interest. The key assumption is that there is higher similarity between cohorts 

than between different schools. The treatment group demonstrated a significant overall 

advantage over their matched control group on tenth-grade KCCT Reading. Notably, the effect 

sizes for KCCT Reading were fairly large.  
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The student projects of creating the video was an assignment that could only be 

completed on the student’s computer and that the students could not complete if they did not use 

their laptop computer. Teachers who participated in job-embedded professional development 

learn as their students learn. Teachers and students created videos and learned about software 

products which were used to extend student learning. The result of the film festival boosted 

student productivity, activated prior knowledge, and became a significant tool for learning.  The 

tipping point occurred in this environment when teachers created assignments which 

incorporated the use of the available technology, the student’s laptop, and when the students 

utilized the laptop to research, analyze, create, and submit assignments. The laptop was 

incorporated into the academic environment and supported instruction and learning. 

Building on the significant overall advantage of the control group on tenth-grade KCCT 

Reading scores, the debut of the film festival was a positive experience for the student 

participants and for the school community.  Based on the enthusiasm of students and teachers for 

the film festival’s engagement of projects requiring the use of the laptop for academic 

assignments and the development of plans to include additional content requirements in the next 

film festival criteria, the apparent winners in this study are the students, teachers, and school 

community who participated and supported the film festival. Increased use of technology is 

evident in all aspects of this project. Teachers continue to seek innovative ways to integrate the 

available technology to support learning in their content areas. Increased test scores, engaged 

student learners, and development of a strong school community may all prove to be worthwhile 

bi-products of the school’s film festival. 
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Table 1 

Baseline Data for the Individual Student Analytical Sample  

_____________________________________________________________________________ 

  Laptop Schools (n = 146) Control Students (n = 128) 

   M f % M f % 

_____________________________________________________________________________ 

Reading   664.90     660.63     

 pretest 

Female   121 44.16  153 55.84  

Minority   162 59.12  112 40.88 

Free/reduced    212 77.37    62 22.63 

  lunch 

Single-parent     25   9.12    29   10.58 

  home 
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Table 2 

Analysis of Covariance for Reading Test Scores by Group (N = 274) 

___________________________________________________________ 

Source of Variance df SS           MS     F 

___________________________________________________________ 

Covariates 

Reading pretest      1 355405.41     355405.41     256.46* 

Between Subjects 1   37407.59      37407.59        26.99* 

Within Subjects     270 374163.54        1385.79       

___________________________________________________________ 

Total           273    614485515.00  

___________________________________________________________ 

* p = .001  
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Table 3 

Laptop Students and Comparisons on Reading  

_____________________________________________________________________________ 

     M   Madj   SD  ESa  ESb  

_____________________________________________________________________________ 

 Laptop 

    484.42  482.49  46.07 

      +0.52  +0.44 

 Control 

   456.76  458.98 57.86 

 

• Note:  Laptop n = 146; Control n = 128.   

• aEffect sizes were computed from the unadjusted means. 

• bEffect sizes were computed from the adjusted means.  
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Abstract 

 Hodgkinson (1996) addresses a problem that often faces educational leaders and those 

persons in the community. The problem, that he refers to as the paragon fallacy, occurs when 

members of an organization expect so much from the role of ‘leader’ that it is impossible for any 

one individual to succeed in that position. From the perspective of the leader, it seems as if the 

highly critical community members are never satisfied with leadership decisions. From the 

perspective of those observing, it seems as if the leaders consistently fall short of their 

expectations. In this paper, we assert that the paragon fallacy is a natural consequence of the 

diversity between individual members of a community. Additionally, we suggest that the effects 

of the paragon fallacy can be minimized, if not eradicated, through the employment of a 

transparent and collaborative mentorship process for new leaders set within the context of the 

community. 
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Introduction 

 Hodgkinson (1996) addresses a problem that often faces educational leaders and those 

persons in the community. The problem, that he refers to as the paragon fallacy, occurs when 

members of an organization expect so much from the role of ‘leader’ that it is impossible for any 

one individual to succeed in that position. From the perspective of the leader, it seems as if the 

highly critical community members are never satisfied with leadership decisions. From the 

perspective of those observing, it seems as if the leaders consistently fall short of their 

expectations. In this paper, we assert that the paragon fallacy is a natural consequence of the 

diversity between individual members of a community. Additionally, we suggest that the effects 

of the paragon fallacy can be minimized, if not eradicated, through the employment of a 

transparent and collaborative mentorship process for new leaders set within the context of the 

community. 

Understanding Individual Perspectives 

The leader, like other members of the community, has a unique world view. One’s 

ontological orientation, the nature or reality of being; epistemology, what is true and how you 

know it is true; and axiology, the understanding of what is right and what is good (Hodgkinson, 

1996, pp. 8–11) explains why individual perspectives vary greatly. For leaders, these unique 

qualities may account for very diverse administrative decisions even when people are 

functioning within the same context. Similarly, they explain how the perceptions of a leader by 

constituents or by outside observers can vary from group to group and from individual to 

individual. This section begins with a reflection of how individual differences impact the 

judgment of ‘good’ leadership within an organization and an explanation of how the paragon 

fallacy emerges as a natural consequence of that judgment. The last part of this section will 
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employ the use of a heuristic that illustrates the internal dynamics of individual difference to 

build a deeper understanding of the complexities of each of the individuals within the 

community.  

If one decides that ‘good’ leadership could be described as ‘wise’ and ‘just’, it would be 

appropriate to use those qualities to build an understanding of how individual perspectives 

develop. Wise leadership would be “marked by deep understanding, keen discernment, and a 

capacity for sound judgment” (Merriam-Webster Online). Although upon first glance this 

appears to be a common definition that each of us should understand implicitly, the ambiguity 

becomes apparent when we recognize that this definition requires the application of the human 

process of judgment. Judgment necessitates the establishment of priorities and therefore the 

recognition of goals or the identification of a motive. Consequently, to make ‘wise’ choices 

individuals will employ their personal ontology and epistemology to develop a deep 

understanding and will then utilize their personal axiology to discern an appropriate choice. 

Obviously, each individual will apply wisdom differently and will need to possess an 

understanding of individual differences to recognize the wise choices that others make. 

Furthermore, as defined in the Merriam-Webster online dictionary, ‘just’ leadership 

would be that which has “a basis in or conform[s] to fact or reason.” Applied to educational 

leadership, this infers that the manners and the methods of the leader will be grounded in fact or 

reason. However, the human experience reminds us that individuals find many unique ways to 

conform to fact or reason and, given our unique ontological and epistemological orientations, 

people may even disagree about what constitutes fact or reason. Hence, like the judgment of 

wisdom, the judgment of ‘just’ educational leadership must be sufficiently flexible to allow for 

individual differences. 
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The paragon fallacy emerges when individuals within the community use their personal 

world views to judge the quality of the leadership within the organization. The judgments will be 

unique to individuals; hence, we can easily predict that many people will question the quality of 

leadership in the organization because they do not share the same ontology, epistemology, and 

axiology as the leader.  

Having established individual differences as the basis for the paragon fallacy, it is 

appropriate to focus more fully on the individual. Figure 1 illustrates the individual in terms of 

who, what, why and how or philosophy, motive, manner, and methods. It is important to 

recognize that individual differences evolve because each of the four quadrants is informed by 

the individual’s epistemology, ontology, and axiology.  

 

Figure 1: The Individual 
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The Philosophy quadrant is where the idea of ‘good’ leadership begins and reasoning is 

used to evaluate the many complexities of administrative life. It is where the school leader will 

serve individuals but will also guide, teach, direct, and protect the group, if need be. It is here 

that wisdom, caring, and justice originate and where the question of ‘who is leading’ is 

answered. 

The second quadrant examines Motive, which is where the moral character of the leader 

is considered. It is where the ‘why’ of leadership is situated and suggests that leadership from 

inside out drives behaviour. 

Manner, the third quadrant, is where the process (the “doing”) or the ‘what’ of leadership 

is situated. “Community” is the principle that guides the behaviour in this quadrant and while 

“leadership carries a responsibility to be personally moral” it also demands that the leader “be a 

cause of civic moral education” (Foster, 2001, p. 56). It is here where external negotiation occurs 

and interdependence and personal strength are created. 

The final quadrant, Methods, examines the ‘how’ or the way in which the school leader 

carries out the many duties. Here too external negotiation is a mediating factor. 

Figure 1 explains the internal complexities of leaders and community members. 

However, to fully understand the dynamics of the paragon fallacy it is imperative that we place 

the individual within the context of the political environment in the educational community that 

surrounds them.   

Conceptualizing the Negotiation Process 

 Idealism and realism in the educational arena function similar to the opposing forces on a 

balance beam with the idealists at one end and the realists on the other. When the realists have 

more power and the scales tip in their direction, we observe reforms that illustrate their 
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commitment to hard facts and quantifiable results. When the idealists increase in numbers and in 

power, the reforms show changes that are based on ideas and theories. Most people would 

describe themselves as neither pure realists nor pure idealists but rather would be more 

comfortable placing themselves somewhere along a continuum between idealism and realism. 

We can only theorize that most individuals would fall somewhere in the middle of the spectrum 

and, therefore, would find themselves in a continual state of internal negotiation to find a 

personal balance between idealism and realism. 

Idealists would argue that reality exists only within our perceptions and therefore, we 

should support reform that is based on principles of utility; that is, creating the best possible 

scenario for the greatest number of people. Conversely, realists, who support the existence of 

universal truths, would push educational leaders to become familiar with known truths about 

education and to rely on them as the basis for decisions. It is with this interplay between idealism 

and realism in mind that we have constructed a series of heuristics to illustrate the internal and 

external complexities of this phenomenon for both leaders and constituents. 

Figure 2 illustrates the push-pull nature of the negotiation between idealism and realism. 

Both the constituents and the leaders push to have their perspectives validated within the 

community. The arrows on either side represent the forces of idealism and realism. The current 

practice, which is situated in the centre of the illustration, is subject to movement in one direction 

or another in response to reform initiatives. Current practice changes when the pressure from one 

side becomes more powerful. The balance shifts from the centre to one of the negotiation zones 

where the leaders facilitate the negotiation of changes in favour of the dominant group. 
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Figure 2:  Negotiations between Idealism and Realism 

This negotiation between realism and idealism occurs in both micro and macro contexts. 

The shifting political will of the populace can be recognized within Figure 2. However, the 

diagram is also illustrative of the debates that occur within organizations, schools included, as 

they decide the steps that they will take towards achieving their goals. Figure 3 uses a 

combination of Figure 1, the individual, and Figure 2, the negotiation, to show that internally as 

well we strive to create a balance between our own realistic and idealistic perspectives. Each 

time an individual makes a decision, he or she weighs the possibilities and balances personal 

values against each other in order to determine his or her philosophy, manner, motive, and 
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methods. This illustration helps us to understand that decision-making is a complex process. 

When we consider decision making to be more like a balance between a number of factors rather 

than a more static concept, we can begin to understand why external influences have an impact 

on internal decision-making. 

 

Figure 3:  Internal Negotiation 

While Figure 3 represented the internal negotiations that are continually taking place 

within individuals, Figure 4 shows how each individual fits into the negotiations that are taking 

place in the external environment. 
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Figure 4:  External Negotiation 

 Although there are only four individuals shown within this diagram, we understand that 

those four people are representative of many others. Some of the individuals will be leaders and 

others will be constituents of the group who play different roles. Each of them will have an 

impact on the overall perspective of the organization. Within this political context, individuals 

will attempt to influence others to accept their personal perspectives. Throughout the course of 

the external negotiation process, each of the participants will be going through an internal 
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negotiation process. Dependent upon the individual’s personal epistemology, ontology, and 

axiology and those of the other group members, each person will be swayed to a greater or lesser 

extent by others in the group. 

 The impact that individuals have on the direction an organization takes will be somewhat 

dependent upon leadership styles; democratic leadership styles allow for greater participation 

from group members. However, Figure 4 illustrates that even within highly autocratic styles of 

leadership, other individuals within the environment will impact the leader as an individual. His 

or her internal negotiations, although personal, will be influenced by the perspectives in the 

group and by the information the leader gathers through his or her negotiations with other 

individuals. 

As the preceding illustrations layer one on top of the other, the complexity of the task of 

leadership becomes obvious. Negotiating the external processes while individuals shift as a result 

of their own internal negotiations becomes a daunting challenge. The question then is ‘how can 

organizations minimize the effects of individual differences?’ We believe that the utilization of 

transparent and collaborative mentorship programs set within the context of the educational 

organization is the first step. 

Mentorship 

The paragon fallacy begins to take root in an organization when the hiring process for a 

new leader begins. At that time, members of the community have the opportunity to dream about 

the qualities that will fulfill the role of leadership within their organization. In so doing, they 

establish a set of expectations that respond to the individual priorities of each person on the 

search committee. When the new leader is hired, he or she is an individual with unique 

perspectives and rarely, if ever, is able to achieve the utopian expectations established during the 
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hiring process. An organization that adopts a transparent and collaborative mentorship process 

provides its constituents the opportunity to reflect on the role of the leader and to realize once 

again that the role is filled by an individual with unique perspectives; an individual like anyone 

else in the organization. 

Researchers typically see mentorship as having two functions: career development and 

socioemotional support (Dreher & Ash, 1990; Kram, 1985; Noe, 1988). As Howard (1995) 

notes, however, the premise of mentoring, 

goes beyond mere modeling behaviour to offer deliberate guidance. The 

person in authority becomes consciously aware of being an example to others. In 

other words, a true mentor assumes a double role that involves instructional 

intent (by whatever means) along with directive performance at the job. (p. 132) 

Educationally, the most important thing a mentor does is exemplifying leadership qualities and 

as a part of this process, Boss (1990) argues the importance of guidance: 

 The mentor is a trusted counselor who accepts a guiding role in the development 

 of a younger or less-experienced member of the organization. Mentors use  

 their greater knowledge, experience, and status to help develop their protégés, 

 not to simply pull the protégés up the organization on the mentor’s coattails. (p. 90) 

The question then becomes this: Is it the purpose of mentorship to teach leadership?  

Aristotle (The Nicomachean Ethics) would likely argue that meaning exists with 

reference to a context. It may therefore be more appropriate to conceptualize mentorship as an 

approach to the teaching for leadership versus teaching about leadership. On the basis of this 

distinction, leadership teaching would be more aptly described as “situating learner in context, 

leading to a learning in action context, [which is] a more problem-based approach” (Evers & 
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Lakomski, 2000, p. 126). More than the dissemination of knowledge, this advocates the 

inculcation of people where they are, in context. While this is teaching, the emphasis here is on 

practicing leadership rather than instruction on how it is done (p. 127): education and philosophy 

not as ‘how to’ training but as a process of acquiring an understanding of how people have 

positioned themselves and why as demonstrated in Figure 5. Figure 5 illustrates that the leader 

and other individuals within the organization are afforded the opportunity to view the political 

environment from a more objective perspective and to see themselves and the leader as 

individuals within the community. 

 

Figure 5:  Mentorship for Negotiation 
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Kim (1993) characterized organizational learning as “dependent on individuals 

improving their mental models” (p. 44). In other words, we must make explicit our views of the 

world and work, and in turn, understand other’s views. Placing the mentorship process within the 

context of the organization allows both the prospective leader and the constituents to observe the 

organization from a more distant perspective. From this vantage point they can see the whole 

clearly, see themselves within it, and see both more objectively; individual frameworks become 

embedded in the worldview of the organization (Hajnal et al., 1998). This objectivity creates an 

opportunity for a reciprocal relationship, in which the protégé could be either the leader or the 

constituent, which would likewise be consistent with the processes of reform and negotiation as 

noted earlier in our heuristics. 

A prerequisite to all of this, however, is the necessity of commitment to the role of 

mentoring: 

Such commitment flows naturally from a resolute belief that mentors are capable of 

making a significant and positive impact on the life of another…[a belief] anchored 

in the knowledge that mentoring can be a challenging endeavor [sic] requiring 

significant investments of time and energy. (Rowley, 1999, p. 20) 

Mentors must possess the courage for thoughtful personal reflection and the capacity for 

empathy. By delving into their own past experiences as neophyte leaders, mentors can help 

prepare mentees for the complexities inherent in leadership and the many problems and concerns 

of new administrators. Furthermore, while observing as the mentor models the processes of 

leadership, the leader will have opportunities to ask questions of the mentor but perhaps just as 

important, the leader will have opportunities to ask questions of self, as do the constituents.  
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By questioning and observing the mentor and by reflecting on what has been seen and 

said, individuals “test” theories personally and become more sensitive to their individual 

epistemology, ontology, and axiology. In other words, this particular context is not intended only 

as an opportunity to observe the mentor negotiate the value basis with others. On the contrary, 

this is also a context for leaders and constituents to step back and to have a more comprehensive 

line of vision from which to build a respect for personality differences and an understanding of 

the push-pull process of the negotiation environment. Additionally, it provides the opportunity 

for the leader to consider self within that environment: to identify his or her deep-rooted values, 

beliefs and style, and to hypothetically plan a strategy for personal leadership within that context.  

As uncomfortable as the process of ‘knowing thyself’ might be, leaders and constituents 

must do some stock-taking of their own as they observe the mentor in action and discern for 

themselves what they value, what they believe in, and what they stand for. This ‘inventory of 

self’ is crucial to the processes of negotiation at the internal stage (Figure 3) and the external 

stage (Figure 4) Questions of right and wrong, good and bad, duty and responsibility, 

commitment and conscience, are but a few of the value concepts that need to be considered as 

they apply to those in conflict and to themselves.  

Hodgkinson (1996) refers to this stock-taking as a value audit: a “reflective and 

contemplative effort that seeks to bring into the light of consciousness the range, depth, and 

breadth of one’s preferences, condition, and belief. The means of doing this is introspection—

self-observation” (p. 241). Sensitized to their own values, principals and constituents are apt to 

be more sensitive to those in conflict. As well, they have acquired practical knowledge learned 

from experience in a very complex circumstance. Hence, the mentor has provided both the leader 

and the constituents with more leadership “tools”; an understanding of the negotiation 
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environment; and an opportunity for self-reflection which could potentially lead the organization 

to more meaningful reform initiatives. 

 Discussions on shared experiences and opportunities for observing others, combined, 

model the importance of continuous learning (Rowley, 1999). As mentors willingly acknowledge 

their desire to search for better answers and more effective solutions, they likewise demonstrate 

their openness to input from colleagues and commitment to professional growth. Hence, while 

the word “leader” may bring with it idealized character traits, the reality is that the role is filled 

by a mere mortal who like the other individuals involved in the external negotiations must use 

the information in the environment to find balance in his or her personal negotiations. The 

mentorship process can influence the negotiation procedure by modeling the need for leaders to 

be learners themselves (Argyris, 1993) and by valuing the search for new ideas and diverse 

perspectives. This open collaboration during the mentorship process provides leaders and 

constituents with an opportunity to understand and accept each other as individuals who each 

fulfill a role within the educational organization. 

Conclusion 

Senge (1990) argues that when individuals’ energize harmonize “there is a commonality 

of purpose, a shared vision, and understanding of how to complement one another’s efforts [and] 

the shared vision becomes an extension of their personal visions” (pp. 234-235). Although 

complex, the process of internal and external negotiations that continually takes place in 

organizations fosters growth and change for the individuals involved as well as the organization 

as a whole. Hodgkinson (1996) expresses this phenomenon metaphorically in Administrative 

Philosophy: 
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 Administrative action is like the throwing of a stone into a pool of water. Ripples 

move outward from the centre of impact while the impact itself is constrained and limited 

by the geometry and physics of the medium. Any chains of cause and effect initiated by 

an administrator are similarly modulated and tempered by the organizational and socio-

cultural environment. Administration always occurs in a context that is political, 

economic, social, and cultural. The administrator must constantly look outwards as well 

as inwards. (pp. 13-14) 

The same holds true for constituents in the populace. All parties must continually look both 

outwards and inwards in order to see the dissonance that will manifest itself in the “ripples” as 

noted by Hodgkinson. And, while the ripples may be uncomfortable for all parties, we can 

negotiate our way through them by having a healthy respect for the views of the entire spectrum. 

In this reciprocal relationship of mutual respect, we minimize the effects of the paragon fallacy 

and stand not only to sustain the positive attributes of the organization but also to enhance the 

organizational capacity. 
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     6. Abstract: Participants will learn the benefits of including cooperating    
         teacher training in teacher preparation programs.  This poster session  
         will include highlights of the new cooperating teacher workshop,  
        current research, and strategies for developing collaborative  
        partnerships.   Participants will have opportunities to participate and  
        will receive resources.  
 
         Summary of Poster Session: 

The poster session will share highlights of an effective new 
cooperating teacher training workshop.  This has recently been expanded 
and presented to teachers in an urban setting, who work with diverse 
populations.  This important workshop helps to train cooperating teachers 
to build successful triads between student teachers, cooperating teachers, 
and University supervisors, which ultimately assists student teachers in 
having positive student teaching experiences.  This training also guides 
the cooperating teachers in understanding the teacher preparation 
program and philosophy and helps them to feel connected to the 
University.   
 
 The poster session will highlight each section of the workshop and 
participants will understand the element it includes. A clear explanation 
of the University’s conceptual framework, which guides the teacher 
preparation program, will also be connected. Detailed information is also 
shared with regards to expectations and policies, student teaching 
requirements, assessment, classroom management, and technology, 
including the web-based software utilized, to develop consistency.   
   
 Current research will be shared in the poster session to support the 
need to train cooperating teachers as a critical component of the student 
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teaching experience.  Participants will learn current research, trends, and 
issues regarding today’s teacher preparation. 
 
 The poster session will also share strategies for creating successful 
partnerships among student teachers, cooperating teachers, and 
University supervisors to enhance the student teacher experience, to build 
strong, collaborative partnerships, and to develop the University public 
school connection.  Strategies including having early face to face 
interactions, having open and consistent communication, developing 
mutual respect, and providing support will be presented.  Cooperating 
teachers are truly helping students to transition from student teachers to 
professional educators during this culminating experience, which will 
ultimately make differences in the lives of children.  Participants will 
value the impact of being a part of a unified mentoring team and be 
empowered to create a supportive team.   

 
  Additionally, participants can actively participate, as the presenter will 
welcome discussions regarding the poster session.  This will allow the 
presenter and the participants to share their thoughts, experiences, 
expertise, as well as their perspectives, so that they can build upon each 
others’ ideas and thoughts.  This should lead to thoughtful, in-depth 
discussions permitting participants to examine their own views and to 
learn some new initiatives regarding teacher preparation.   
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 Professor of Nursing & Gerontology,  
 California State University, Sacramento 
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Abstract 
Developing courses specifically for incoming freshman students that focus on various 
needs of this population have been empirically shown to enhance learning and increase 
student retention. This presentation explores reasons for and ways to structure an 
academic interdisciplinary program that assists freshman students holistically - 
physically, psychologically, and socially. Additionally it investigates various 
interdisciplinary learning experiences that can be implemented to guide, connect, inform, 
and teach freshman university students about ways to survive and thrive during their first 
year at university. A model course is used to illustrate ways to develop other courses. 
This representative course focuses on freshman “survival” and exploring aging and 
longevity concepts. It incorporates the complete holistic paradigm including the addition 
of cultural, spiritual, gender, environmental, and age cohort aspects of life and uses a 
”life course” theoretical framework. Additionally, the presentation introduces strategies 
that may be used to assist students in exploring the meaning of aging for themselves 
and their families and potential recipients of their professional services. 
 
Workshop Description: 
This interactive presentation describes an exciting learning opportunity for freshmen 
entering the university. It explores reasons for and ways to structure an academic 
interdisciplinary program that assists freshman students holistically - physically, 
psychologically, and socially in their learning. A representative course focusing on 
freshman “survival” and exploring aging and longevity concepts is described and 
relevant learning strategies are discussed. 
 
Learner Objectives for Workshop: 

1. Describe the organizational components of a Learning Community and 
Freshman Seminar. 

2. Understand relevancy of holistic paradigm as a philosophical basis for teaching. 
3. Discuss benefits and pitfalls for students, faculty, and elders.  
4. Identify relevant learning strategies based on learning outcomes. 
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Canada 
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Abstract: 

 

Singing Out of Tune: 

Subversive Stories as a Vehicle for Transformative Teaching 

Alan Sears 
University of New Brunswick 

Canada 
 
Much contemporary work in the field of education has rejected the notion that 

learners come to any learning situation as blank slates. Research demonstrates that 

people, young or old, approach any learning situation with ideas and concepts already 

formed (Torney-Purta, 1992; Hughes & Sears, 1996; Windschitl, 2002).  These ideas may 

be, in the words of some scholars, incomplete, naive, or ill formed, but they are there 

none the less.  Furthermore, it appears these ideas are persistent and resistant to change.  

This prior knowledge forms the framework or scaffold for assessing and processing new 

information.  Teachers must take this scaffold into account in order to be effective 

(Ausubel, 1968).  In other words, good teachers begin where the students are and often 

have to disrupt their current conceptions of the world in order to prepare them to learn 

new things. 
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Anglican theologian N. T. Wright (1992) argues that these frameworks form our 

world views which become “the grid through which humans both individual and in social 

groupings, perceive all of reality” (p. 32).  Wright argues that the stories people and 

groups tell are one way to begin to understand their world views.  He writes, “Stories are 

a basic constituent of human life; they are, in fact, one key element within the total 

construction of world view” (p. 38). For Wright, world views are basic to understanding 

peoples’ moral frames and ways of acting; they are “the basic stuff of human existence, 

the lens through which the world is seen, the blueprint for how one should live in it, and 

above all the sense of identity and place which enables human beings to be what they 

are.”   Whether we call these cognitive frameworks or world views, for the most part they 

operate unseen and unexamined at the level of assumption.  

Along with embodying world views, Wright argues, stories can be used to open 

world views to re-examination.  He develops the idea of the “subversive story” which is a 

story that clearly comes from within a world view connecting to key elements within that 

frame but with a discordant twist that jolts hearers or readers.  Wright argues Jesus used 

subversive stories as a key element of his teaching style.  Oswald Chambers (1955), 

called these kinds of stories “spiritual torpedoes” that challenged hearers to radical 

rethinking of elements of their moral frameworks.  All of this connects very closely to 

contemporary constructivist ideas of anchored instruction (Hughes & Sears, 2004) which 

use stories or situations to both ground and complicate the study of important ideas and 

concepts.   

 This workshop will examine ways in which Jesus as teacher employed subversive 

stories as vehicle for breaking open and re-examining the worldviews of his hearers.  It 
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will also explore some of my own use of subversive stories and anchored instruction in 

teaching key ideas related to democratic citizenship.  Participants will have the 

opportunity to explore possibilities for using subversive stories in their own teaching as a 

means for creating the cognitive dissonance required for substantive learning.  
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2

Purpose of Study

• Estimate the impact of diversity on 
educational outcomes

• Use of objective measures of 
diversity and educational outcomes

• Inform theory on effects of diversity 
in higher education
– Inform curriculum development
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3

The Diversity Rationale

• Racial and ethnic diversity in 
higher education benefits:*
– Individual students
– Higher education institutions
– The economy and private 

enterprise
– Society

*(Milem, 2003)

4

Cumulative Findings from 
Higher Education Research
• “Students who experience the most 

racially/ethnically diverse interaction show the 
greatest engagement in active thinking, 
growth in intellectual/academic skills” (Shaw, 
2005)

• “Diversity provides interactions important for 
developing critical thinking skills” (AAUP, 
2000)

• “Diversity enhances complex thinking, 
educational aspirations,” and attainment of 
advanced education. Institutional efforts (e.g. 
diversity courses) are critical to realize these 
benefits. (Milem et al., 2005; Milem, 2003) 
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3

5

Cumulative Findings from 
Higher Education Research
• Individual benefits include:

– Enhanced critical, complex thinking ability
– Enhanced classroom discussions
– Greater satisfaction with the college 

experience
– Enhanced ability to understand diverse 

perspectives
From Compelling Interest: Examining the Evidence on 

Racial Dynamics in Colleges and Universities (Eds. 
Chang et al., 2003, p. 130)

6

Limitations in Findings from 
Higher Education Research
• “[A]ll the findings are based solely on 

student self-reports.” (Pascarella and 
Terenzini, 2005, p. 130)
– E.g., attended racial awareness workshop, 

interacted with racially/ethnically different students, 
perception of diversity focus in curriculum)

• Lack of randomized studies
• Lack of meta-analysis based on 

campus-level assessments. (Friedl, 1999)
• Lack of empirical research linking 

cognitive growth to diversity in the 
classroom. (Perloff and Bryant, 2000)
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Limitations with Survey-Based, 
Self-Reported Data
• Attitudinal questions: Responses are 

subjective, impressionistic (e.g., growth in 
critical thinking, racial understanding)

• Lack of conceptual/operational definition: 
what is ‘critical thinking’, person from 
‘different background’ (Banta, 1991). 

• Social desirability bias: Over-reporting of 
socially desirable behavior (e.g., interacting 
with person from different background) Marlowe-
Crowne Social Desirability Scale?! (Gonyea, 2005)

8

Limitations with Survey-Based, 
Self-Reported Data

• Halo Error: Responders tend to ignore 
specific evaluation criteria associated 
with specific questions due to general 
perception
– Halo effect may account for significant 

variation in perceived learning (Gonyea, 
2005)

– Modest correlation between self-reported 
and objective measures of learning 
(Pascarella, 2001)
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Limitations with Survey-Based, 
Self-Reported Data

• Recommendations by New Directions 
for Institutional Research (Gonyea, 
2005):
– Back up the accuracy of self-reported data 

with school records, especially when data 
are used in high-stakes decisions

– Use multiple data sources or triangulation 
rather than relying solely on self-reported 
data

10

Limitations with Survey-Based, 
Self-Reported Data
• High-stakes Supreme Court decision in 

Grutter v. Bollinger (2003 Michigan 
affirmative action case) based on:
– Self-reported survey data (CIRP, MSS, IGRCC) 

only in amicus brief (Gurin expert report)
• Self-selected, non-randomized convenience samples
• No testing of compositional-structural diversity 

interaction term
• No separation of Asian Americans in analyses

– On Gurin report, see Gurin (1999), Staddon
(2003), Zuriff (2002).
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Contradictory Findings
• Hanson, Owan, Pan (2006): No academic gain-group diversity link 

in randomized study of undergrad management students
• Schoenecker et al. (1997): No positive link between group diversity 

and group performance in management capstone courses, using 
structural-equation model

• Antonio et al. (2004: Positive effect of minority opinion, but not 
race, in longitudinal experimental design

• Brehm (2004): No link between diversity course exposure and 
support for policies to promote racial harmony

• Arcidiacono and Vigdor (2003): No link between college diversity 
and post-graduate degree attainment, life satisfaction

• Astin (1993): No link with tested outcomes to ethnic/racial diversity
(p. 362), few direct effects of small size with  curricular diversity

• Peer-effect research at K-12 level shows mixed or mostly negative 
effects associated with student diversity (Hoxby, 2002; Hanushek
et al., 2003; Massey, 2006; Caldas & Bankston, 2005; Steinberg, 
1996)

• Research on average rate of learning across ethnic/racial group 
not considered in higher education diversity studies (Carneiro et al. 
2003; Fryer & Levitt, 2005; De Frias et al, 2006)

12

Beyond Self-Reported Data

• Capturing ‘diversity’ via direct, objective 
measures in this study:
-Minority: 12.5% critical-mass
categorized
(Hispanic, Black, Native Am)

- Asian Am
- Female
- Foreign

Average % of 
enrollees in all 
regular courses
completed by 
individual student

Student Compositional Metrics
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Beyond Self-Reported Data
• Capturing ‘diversity’ via direct, objective 

measures in this study:

- Minority
(Hispanic, Black, Native Am, Asian)

- Irregular contract
- Female
- Full professor (age)

Average % of 
faculty who taught 
all regular courses
completed by 
individual student

Faculty Compositional Metrics

14

Beyond Self-Reported Data
• Capturing influence of compositional ‘diversity’ on 

curricular ‘diversity’ via direct, objective measures in 
this study:

- Minority: critical mass cat.
(Hispanic, Black, Native Am)

- Asian Am
- Female
- Foreign

Average % of enrollees 
in all ‘diversity’ courses 
by type (e.g. capstone)
completed by individual 
student

Metrics for student compositional and interactional diversity via 
capstone diversity courses that stress student classroom 
interaction;  at least 1 course is required for graduation (list of 
courses)

2008 HICE Proceedings 
Page 5842



8

15

Beyond Self-Reported Data
• Capturing curricular ‘diversity’ via direct, 

objective measures in this study:

- Number completed
- Avg grade for student
- Avg grade for classmates
- Avg class size
- Enrollment timing

‘Diversity’ courses
completed by 
individual student

Metrics for participation in, and achievement with, 
curricular ‘diversity’ at the institution: 55% of graduates
took two or more ‘diversity courses’

16

Beyond Self-Reported Data
• Capturing educational outcomes via direct, 

objective measures in this study:

-Final cumulative GPA
-GRE/GMAT Quantitative score
-GRE/GMAT Verbal score
- Graduate school enrollment
by type of institution

For graduated 
bachelor degree 
recipients

Metrics for growth in academic skills after controlling
for pre-collegiate achievement and ability
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Not Beyond Self-Reported Data
• Capturing self-reported student assessment 

of their ability:
-to think critically
-to think independently
-to think creatively
-to understand racial issues
-to understand other cultures
-to understand gender issues
-to understand moral/ethical
issues

For graduated 
bachelor degree 
recipients

Attitudinal metrics for post-graduate satisfaction with undergraduate 
experience and correlation with objective ‘diversity’ indicators

18

Control Variables
• Demographic

• Gender
• Ethnicity/race
• Age (Time-to-degree)
• Parent income (via financial 

aid)
• Academic Growth

• ACT/SAT
• AP credits
• Probation status (Y/N)
• New vs. transfer-in

• Campus Experience
• On-campus living (length)
• Varsity athlete (Y/N)

• Financial Aid
• Merit-based $ received
• Need-based $ received
• Remaining need (avg/year)

• Academic Experience
• Program major
• Remedial English/math
• Math credits earned
• Upper div. science credits
• Earned/attempted credits 

ratio
• Avg grade awarded in 

classes taken (grading eff)
• Avg size of classes taken

• Core Curriculum Grades
• English/math gateway 

courses for major
• Core humanities
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Control Variables (cont.)

• Culminating Experiences
• Senior thesis (Y/N)
• Number of independent studies
• Number of capstone courses
• Number of internships/practicum

Data Sources
• Student Information System
• National Student Clearinghouse (90% 

match)
• College Board (GRE/GMAT)
• Alumni Survey
• College Student Survey (CIRP) for 

validation only

20

Cohorts for Study
• For final GPA:

• Non-transfer bachelor degree recipients from spring 1999 
through spring 2005: 4,194 graduates, i.e. 80% of all 5,310 
non-transfer graduates after listwise deletion of missing 
cases, statistical outliers, and homogenization of required 
curriculum over time (e.g., math and English)

• For graduate school enrollment:
• All  BA/BS degree recipients from 1995-2001: 6,252 

graduates (~70% of population after listwise deletion, 
exclusion of outliers) with four-year tracking period

• For GRE score outcome: (GMAT is GRE-normalized)
• 735 new freshmen starters; 2,154 with transfer-in students

• For satisfaction with undergraduate experience:
• BA/BS degree recipients from 2002-2005: 2,975 to 3,242 

graduates (~40% of all based on survey-response rate)
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Statistical Methods
• Undergraduate Achievement (final GPA, GRE 

scores): Mixed-level regression models (HLM) with 
45 categorized program majors at level-2 to estimate 
proximate effect with random intercept 

• Graduate school enrollment and post-graduate 
satisfaction: Multinomial, non-ordered logit models

• Data quality confirmed via:
– Collinearity diagnostics (VIF < 3, variance decomp. < 0.7)
– Regression diagnostics  (std residuals <3, Cook’s D no 

visual separation)
– Cross-tabulation with program major variable to obviate data 

sparseness in logit models
– % distribution on student demographics for small-N models)

• Model fit based on intraclass correlation, deviation chi-square, 
explained residual/intergroup variance, AIC, -2 log likelihood, 
Nagelkerke R2

• No centering of level-1 variables due to focus on individual
effects (see Paccagnella, 2006)

22

Statistical Methods
• Determination of statistical 

significance
– HLM models: t-ratio (no effect 

size measure)
– Logit models: percentage change 

in outcome probability associated 
with unit change in predictor at α
≤ .05, using linear transformation 
for log odds (p*[1-p]*β) (slightly 
larger than Peterson’s p, but more 
intuitive, see Morgan & Teachman, 1988; 
Aldrich & Nelson, 1984)
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Self-Rating vs. Objective Rating

24

Self-Rating vs. Objective Rating
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Classroom Ethnic/Racial Composition:
Bachelor Degree Recipients, 1995-2005
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Classroom Ethnic/Racial Composition: Bachelor 
Degree Recipients, 1995-2005 (Excl. Transfers)
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Exposure to Instructional Faculty Type:
Bachelor Degree Recipients, 1995-2005 (Excl. Transfers)
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28

What’s in a Grade?
• “On might argue that grades merely reflect the 

ability to repeat on exams material that has been 
memorized the night before and forgotten the night 
after. [G]rades reflect far more. Rather than testing 
for rote memorization, exams typically call for 
thoughtful essays, comprehension of reading 
assignment, displaying more than one perspective 
on a topic, and organizing and expressing one’s 
thoughts effectively. Grades also depend on 
papers that plumb the student’s ability to research 
and master a topic, think creatively about it, and 
write skillfully. Often grades are also determined 
by independent research, group projects, oral 
presentations, and lab experiments.”

– G. E. Zuriff, Clinical Psychologist, MIT; Professor of 
Psychology, Wheaton College (Norton, MA), World 
& I, August 2002.
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Estimating Graduating GPA: Variables with 
Significant Negative Correlation (α = .05)

-12 -10 -8 -6 -4 -2 0
HLM t-ratio

Took remedial math
Hispanic / African Am.1
% of courses taken taught by full professors
Number of failed class registration attempts
General capstone less than B
College algebra (124) less than B
Calculus for Bus/Soc Sci (176) less than B
English 101 less than B
Number of semesters living on campus
Core humanities (201) less than B
Core humanities (202) less than B
Core humanities (203) less than B
Pre-Calculus / Trigonometry (128) less than B
Calculus 1 (181) less than B
Fundamentals of college math (120) less than B
Major capstone less than B
At least once on probation 

Beige-to-orange: Academic
Green shades: Non-Academic
Blue: Demographic

α ≤ .001

300 5 10 15 20 25

Number of math credits earned
Major capstone B or higher
Varsity athlete member
Foreign1
Core humanities (203) B or higher
General capstone B or higher
Earned AP credits 
Avg credit load per semester
College algebra (124) B or higher
Fundamentals of college math (120) B or higher
Core humanities (201) B or higher
Calculus 1 (181) B or higher
Calculus for Bus/Soc Sci (176) B or higher
Pre-Calculus / Trigonometry (128) B or higher
Stopout time: % elapsed months to graduation
Incompletes/Withdrawals as % of all grades
GPA trend (1st/final x 100)
ACT/SAT Composite
Merit-based aid ($1K increment)
Ratio of earned vs. attempted credits

Estimating Graduating GPA: Variables with 
Significant Positive Correlation (α ≤ .05)

Beige-to-orange: Academic; Green: Non-Academic; Blue: Demographic

α ≤ .001

HLM t-ratio
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Estimating Graduating GPA: Variables with No 
Significant Correlation

-3 -2 -1 0 1 2 3

HLM t-ratio

7.5 to 12.5% of classmates were ethn/racial minority3

Took overseas course (USAC)

% of classmates that were female

% of classmates that were Asian Am

Core humanities (202) B or higher

% of classmates that were foreign

English 101 B or higher

Number of diversity courses taken

% of courses taken taught by female faculty

Ethnicity / Race unknown1

Over 12.5% of classmates were ethn/racial minority3

Need-based aid ($1K increment)

Asian Am.

Male

% of courses taken taught by irregular faculty

Took remedial English

% of courses taken taught by minority faculty

Diversity: shaded
Academic: orange
Non-acad.: green
Demographic: blue

32

Estimating Graduating GPA Limited to Pre-Collegiate 
Covariates: Gauging Possible Indirect Effects

-4 -2 0 2 4 6 8

1

HLM t-ratio

% of classmates that were
female
% of classmates that were
Asian Am
% of courses taken taught by
female faculty
% of courses taken taught by
non-tenure-track faculty
% of courses taken taught by
full professors
% of courses taken taught by
minority faculty
Number of diversity courses
taken
7.5 to 12.5% of classmates
were ethn/racial minority3
Over 12.5% of classmates
were ethn/racial minority3
% of classmates that were
foreign

α ≤ .01
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Estimating Graduating GPA: Adding Exposure to 
‘Diversity’ Courses 

-20 -10 0 10 20 30

HLM t-ratio

GPA for diversity courses taken

% of classmates that were Asian Am

Avg years from completion of course(s)
to graduation
% of classmates that were ethnic/racial
minority
% of classmates that were female

Avg class size

% of classmates that were foreign

Avg grade awarded in diversity
courses taken

Significant at α ≤ .001 (bold)
Same results in restricted model

34

-10 0 10 20 30

HLM t-ratio

GPA for diversity courses taken

Avg years from completion of course(s) to
graduation
% of classmates that were Asian Am

% of classmates that were female

% of classmates that were ethnic/racial
minority
Avg class size

% of classmates that were foreign

Avg grade awarded in diversity
courses taken

Estimating Graduating GPA: Adding Exposure to 
‘Diversity’ Courses Focused on Ethnicity/Race, 
Gender, and Culture (N = 2,269)

Significant at α ≤ .001 (bold)
Same results in restricted model
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-8 -6 -4 -2 0

HLM t-ratio

Took remedial math

Calculus 1 (181) less than B

Avg grade in focused div courses taken

Calculus for Bus/Soc Sci (176) less than B

Number of semesters living on campus

Core humanities (202) less than B

Core humanities (201) less than B

Core humanities (203) less than B

Pre-Calculus / Trigonometry (128) less than B

At least once on probation 

Major capstone less than B

Estimating Graduating GPA for Those Who Took 
Focused* Diversity Capstone Courses: Variables with 
Significant Negative Correlation (α ≤ .05; N = 1,439)

*Ethnicity/race, gender, culture

α ≤ .001

Beige-to-orange: Academic; Green: Non-Academic; Shaded: Diversity-related

36

0 5 10 15

HLM t-ratio

GPA for focused div courses taken

Ratio of earned vs. attempted credits

Avg grade awarded in courses taken

Merit-based aid ($1K increment)

Incompletes/Withdrawals as % of all grades

ACT/SAT Composite

GPA trend (1st/final x 100)

Pre-Calculus / Trigonometry (128) B or higher

Core humanities (201) B or higher

Earned AP credits 

Calculus 1 (181) B or higher

Fundamentals of college math (120) B or higher

Stopout time: % elapsed months to graduation

Avg credit load per semester

Calculus for Bus/Soc Sci (176) B or higher

College algebra (124) B or higher

Estimating Graduating GPA for Those Who Took 
Focused* Diversity Capstone Courses: Variables with 
Significant Positive Correlation (α ≤ .05; N = 1,439)

*Ethnicity/race, gender, culture

α ≤ .001

Beige-to-orange: Academic; Green: Non-Academic; Shaded: Diversity-related
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-14 -4 6 16

HLM t-ratio

GPA for focused div courses taken

Merit-based aid ($1K increment)

ACT/SAT Composite

Earned AP credits 

Number of diversity courses taken

Avg grade awarded in focused div
courses taken
At least once on probation 

Estimating Graduating GPA for Those Who Took 
Focused* Diversity Capstone Courses: Variables with 
Significant Correlation (α ≤ .05; N = 1,439) Excluding
Campus Experience, General Academic, and Core 
Curriculum Variables

*Ethnicity/race, gender, culture
Shaded: Diversity-related

On average, graduates took capstones
1-2 years prior to graduation

38

Estimating Graduating GPA: Results
• No significant correlation with compositional diversity 

among students or faculty
• Negative correlation associated with some aspects of 

curricular diversity (% of foreign students enrolled, 
grades awarded, number of courses taken)
– Personal effort (grade), not classroom composition, 

correlates positively with cumulative GPA
• No change in results with separate ethnic/race models, 

continuous vs. categorical metrics, interaction effects, 
or single vs. block entry, or race/gender-focused 
capstone vs. general diversity courses

• No significant positive indirect diversity effects
• Model covariates removed significant variance in GPA 

across program major (Null intraclass corr = .123), 
regardless of level of classroom exposure to minority 
students for a given major (non-sig. random effect)
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Estimating GRE Verbal Score: Variables with 
Significant Correlation (α ≤ .05) for New Freshmen 
Starters Only

-5 0 5 10 15 20

1

HLM t-ratio

Calculus 1 (181) less than B

Avg grade awarded in
courses taken
Core humanities (201) less
than B
General capstone B or
higher
Number of math credits
earned
Male

Fundamentals of college
math (120) B or higher
General capstone less than
B
ACT/SAT Composite

40

-3 -2 -1 0 1 2

1

HLM t-ratio

% of classmates that were
female
% of classmates that were
Asian Am
% of courses taken taught by
minority faculty
% of classmates that were
foreign
% of courses taken taught by
irregular faculty
Number of diversity courses
taken
Over 12.5% of classmates
were ethn/racial minority3
% of courses taken taught by
full professors
7.5 to 12.5% of classmates
were ethn/racial minority3
% of courses taken taught by
female faculty

Estimating GRE Verbal Score: Correlation Level of 
‘Diversity’ Variables (New Freshmen Starters Only)

None at α ≤ .05
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-3 -2 -1 0 1 2 3

1

HLM t-ratio

% of classmates that were female

Number of diversity courses taken

% of classmates that were Asian Am

7.5 to 12.5% of classmates were
ethn/racial minority3
% of courses taken taught by
minority faculty
% of courses taken taught by
irregular faculty
Over 12.5% of classmates were
ethn/racial minority3
% of classmates that were foreign

% of courses taken taught by full
professors
% of courses taken taught by female
faculty

Estimating GRE Verbal Score: Correlation Level of 
‘Diversity’ Variables, Controlling for Pre-collegiate 
Variables Only (new freshmen starters)

Significant
at α ≤ .01

42
-4 -2 0 2 4

1

HLM t-ratio

% of classmates that were
Asian Am
% of courses taken taught by
full professors
% of courses taken taught by
irregular faculty
Number of diversity courses
taken
Over 12.5% of classmates
were ethn/racial minority4
7.5 to 12.5% of classmates
were ethn/racial minority4
% of classmates that were
female
% of courses taken taught by
female faculty
% of classmates that were
foreign
% of courses taken taught by
minority faculty

Estimating GRE Verbal Score: Correlation Level of 
‘Diversity’ Variables, full model with all covariates 

Including Transfer-In Graduates

Significant
at α ≤ .01
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43-4 -2 0 2 4 6

1

HLM t-ratio

% of classmates that were Asian Am

% of courses taken taught by full
professors
% of courses taken taught by irregular
faculty
% of classmates that were female

Number of diversity courses taken

% of courses taken taught by female
faculty
7.5 to 12.5% of classmates were
ethn/racial minority4
Over 12.5% of classmates were
ethn/racial minority4
% of courses taken taught by minority
faculty
% of classmates that were foreign

Estimating GRE Verbal Score: Correlation Level of 
‘Diversity’ Variables, Pre-Collegiate Covariates Only
Including Transfer-In Graduates

Significant
at α ≤ .01

44-5 0 5 10 15

1

HLM t-ratio

ACT/SAT Composite

Number of math credits earned

% of classmates that were foreign

Fundamentals of college math (120)
less than B
Male

Avg credit load per semester

Cumulative graduating GPA

Number of diversity courses taken

Pre-Calculus / Trigonometry (128) less
than B
College algebra (124) B or higher

Calculus for Bus/Soc Sci (176) less
than B

Estimating GRE Math Score: Variables with Significant 
Correlation (α ≤ .05), New Freshmen Starters Only

Sufficient
Math?
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45
-4 -2 0 2 4 6

1

HLM t-ratio

% of classmates that were foreign

% of courses taken taught by irregular
faculty
% of courses taken taught by full
professors
% of courses taken taught by female
faculty
% of classmates that were Asian Am

% of courses taken taught by minority
faculty
Over 12.5% of classmates were
ethn/racial minority3
7.5 to 12.5% of classmates were
ethn/racial minority3
Number of diversity courses taken

% of classmates that were female

Estimating GRE Math Score: Correlation Level of 
‘Diversity’ Variables, Pre-Collegiate Covariates Only*

Significant
at α ≤ .05

*new freshmen starters only

46
-6 -4 -2 0 2 4 6

1

HLM t-ratio

% of classmates that were foreign

% of classmates that were Asian Am

% of courses taken taught by irregular
faculty
% of courses taken taught by full
professors
% of courses taken taught by minority
faculty
% of courses taken taught by female
faculty
7.5 to 12.5% of classmates were
ethn/racial minority4
Over 12.5% of classmates were
ethn/racial minority4
Number of diversity courses taken

% of classmates that were female

Estimating GRE Math Score: Correlation Level of 
‘Diversity’ Variables, full model with all covariates 

Including Transfer-In Graduates

Shaded/bold:
Significant
at α ≤ .05
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47
-10 -5 0 5 10

1

HLM t-ratio

% of classmates that were Asian Am

% of classmates that were foreign

% of courses taken taught by irregular
faculty
% of courses taken taught by full
professors
% of courses taken taught by minority
faculty
% of courses taken taught by female
faculty
7.5 to 12.5% of classmates were
ethn/racial minority4
Over 12.5% of classmates were
ethn/racial minority4
Number of diversity courses taken

% of classmates that were female

Estimating GRE Math Score: Correlation Level of 
‘Diversity’ Variables, pre-collegiate covariates only
Including Transfer-In Graduates

Shaded/bold:
Significant
at α ≤ .05

48-4 -2 0 2 4

1

HLM t-ratio

% of classmates that were Asian Am

% of courses taken taught by full
professors
% of courses taken taught by irregular
faculty
% of courses taken taught by female
faculty
Number of diversity courses taken

% of courses taken taught by minority
faculty
% of classmates that were foreign

7.5 to 12.5% of classmates were
ethn/racial minority4
Over 12.5% of classmates were
ethn/racial minority4
% of classmates that were female

Estimating GRE Verbal Score: Correlation Level for 
Graduates Who Took Capstone Diversity Course(s)*

*on Ethnicity/race, gender, culture ; including transfer-in graduates

Shaded/bold:
Significant
at α ≤ .05

Diversity Experience: All Courses
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49-6 -4 -2 0 2 4

1

HLM t-ratio

% of classmates that were foreign

% of courses taken taught by irregular
faculty
% of classmates that were Asian Am

% of courses taken taught by full professors

% of courses taken taught by minority
faculty
% of courses taken taught by female faculty

7.5 to 12.5% of classmates were
ethn/racial minority4
Number of diversity courses taken

Over 12.5% of classmates were
ethn/racial minority4
% of classmates that were female

Estimating GRE Math Score: Correlation Level for 
Graduates Who Took Capstone Diversity Course(s)*

*on Ethnicity/race, gender, culture ; including transfer-in graduates

Diversity Experience: All Courses

Shaded/bold:
Significant
at α ≤ .05

50-4 -2 0 2 4

1

HLM t-ratio

% of classmates that were Asian Am

Years from completion of first course to
graduation
Avg grade awarded in diversity courses
taken
% of classmates that were female

% of classmates that were foreign

% of classmates that were ethnic/racial
minority
Avg class size

GPA for diversity courses taken

Estimating GRE Verbal Score: Correlation Level for 
Graduates Who Took Capstone Diversity Course(s)*

*on Ethnicity/race, gender, culture ; including transfer-in graduates

None
significant
at α ≤ .05

Diversity Experience: Capstone
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51-4 -2 0 2 4

1

HLM t-ratio

% of classmates that were Asian Am

% of classmates that were ethnic/racial
minority

Avg grade awarded in diversity courses
taken

Avg class size

% of classmates that were female

GPA for diversity courses taken

Years from completion of first course to
graduation

% of classmates that were foreign

Estimating GRE Verbal Score: Correlation Level for 
Graduates Who Took Capstone Diversity Course(s)*

*on Ethnicity/race, gender, culture ; including transfer-in graduates

None
significant
at α ≤ .05

Diversity Experience: Capstone

52

Estimating GRE Scores: Results
• Initial academic preparation (ACT/SAT), 

college math/core humanities show 
strongest positive correlation

• Verbal:
– No sig. correlation with compositional, curricular, 

interactional diversity among students
• Math:

– Mixed results, with positive for foreign/Asian 
students, negative for ethnic/racial minorities 
and females

– Positive impact on GRE score likely derive from 
personal effort, not student or faculty diversity in 
classroom (i.e., opposite correlation with 
individual vs. average grade awarded)

• Results are robust across program major, 
regardless of level of diversity (no sig. 
random effect)
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Estimating Enrollment in 2nd Tier/lower* Graduate School: 
Variables with Significant Negative Correlation (α ≤ .05)

-30 -20 -10 0

% Change (delta-p)

% of classmates that were Asian Am

Avg years from completion of course(s) to
graduation
Over 12.5% of classmates were ethn/racial
minority
General capstone less than B

Had one internship/practicum 

Had two or more internship/practicum 

Pre-Professional programs

Number of math courses transferred in: two or
more
7.5 to 12.5% of classmates were ethn/racial
minority
Avg grade awarded in diversity courses taken

Physical sciences

*Reference: did not enroll; Source: USN&WR College Ranking, various issues

540 20 40 60 80

% Change (delta-p)

Avg grade awarded in courses taken
Education
Double major
Hispanic / African Am.
Graduated with a minor
Health sciences
Male
Number of diversity courses taken
% of classmates that were foreign
Number of math credits earned
% of classmates that were female
Number of upper division science courses
% of courses taken taught by full professors
Need-based aid received ($1K increment)

Estimating Enrollment in 2nd Tier/lower* Graduate School: 
Variables with Significant Positive Correlation (α ≤ .05)

*Source: USN&WR College Ranking, various issues
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-12 -10 -8 -6 -4 -2 0

% Change (delta-p)

% of classmates that were female

Age at graduation (in years)

Years to complete degree

% of classmates that were foreign

Had one internship/practicum 

Health sciences

Asian Am.

Natural sciences

Business/Economics

Education

Physical sciences

Estimating Enrollment in 1st Tier/Med/Law* School: 
Variables with Significant Negative Correlation (α ≤ .05)

*Source: USN&WR College Ranking, various issues

56

Estimating Enrollment in 1st Tier/Med/Law* School: 
Variables with Significant Positive Correlation (α ≤ .05)

*Source: USN&WR College Ranking, various issues

0 1 2 3 4

% Change (delta-p)

Hispanic / African Am.

Had two or more independent studies 

Male

Had one independent study 

Cumulative graduating GPA

% of classmates that were Asian Am

Number of upper division science
courses
% of classmates in div courses that
were ethnic/racial minority
Avg class size of courses taken

% of classmates in div courses that
were female
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Estimating Enrollment in 2nd Tier/lower* Graduate School 
for Caucasian Students Only: Significant Diversity-
Related Variables at α ≤ .05

*Source: USN&WR College Ranking, various issues

-20 -10 0 10

% Change (delta-p)

Number of diversity courses taken

% of classmates that were foreign

% of courses taken taught by full professors

% of classmates in div courses that were
female
% of classmates that were female

% of classmates that were Asian Am

Avg years from completion of div course(s) to
graduation
Over 12.5% of classmates were ethn/racial
minority
Avg grade awarded in diversity courses taken

7.5 to 12.5% of classmates were ethn/racial
minority

58

Estimating Enrollment in 1st Tier/Law/Med 
School* for Caucasian Students Only: Significant 
Diversity-Related Variables at α ≤ .05

*Source: USN&WR College Ranking, various issues

0.00 0.50 1.00

% Change (delta-p)

% of classmates that were foreign

Avg years from completion of div
course(s) to graduation

% of classmates that were Asian
Am

% of classmates in div courses
that were Asian Am

% of classmates that were female
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Estimating Graduate School 
Enrollment: Results
• Negative correlation with small-to-medium 

effect size for compositional diversity
• Positive correlation with small effect size 

for curricular diversity
• Ethnic/racial minority graduates are more 

likely to enroll in graduate school than 
Caucasians

• No correlation with interactional diversity 
(see Table 14 in attachment)

• Results are consistent across student 
ethnic/racial background and do not vary 
with level of compositional diversity (i.e., no 
significant interaction effects)

60

Estimating Impact of Educational Experience on Critical 
Thinking Ability:  Significant Correlation (α ≤ .05) with 
‘Very Positive’ Survey Response*

-50 0 50 100

% Change (delta-p)

Would attend again -- definitely
yes 
Would attend again -- probably
yes 
Pre-Professional programs

Number of math courses
transferred in: two or more
Had one independent study 

Took overseas course (USAC)

Ethnicity / Race unknown

* Reference response: ‘neutral or negative’
No sig. with ‘diversity’ variables
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Estimating Impact of Educational Experience on Critical 
Thinking Ability:  Significant Correlation (α ≤ .05) with 
‘Somewhat Positive’ Survey Response*

* Reference response: ‘neutral or negative’

No sig. with ‘diversity’ variables

-40 -20 0 20 40

% Change (delta-p)

Would attend again -- definitely yes 

Would attend again -- probably yes 

Had one independent study 

Ethnicity / Race unknown

62

Estimating Growth in Self-Reported 
Critical Thinking Skills: Results

• No significant correlation associated 
with compositional or curricular 
diversity

• Response strongly correlated with 
overall disposition vis-à-vis institution

• Do independent studies and 
overseas courses nurture critical 
thinking skills?
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Estimating Impact of Educational Experience on Understanding 
Racial Issues:  Significant Correlation (α ≤ .05) with ‘Very Positive’
Survey Response*

* Reference response: ‘neutral or negative’

-10 0 10 20

% Change (delta-p)

Pre-Professional programs

Age at graduation (in years)

Over 12.5% of classmates were ethn/racial
minority 

Number of diversity courses taken

Interaction: Asian Am.* % of minority
classmates

Core humanities (201) B or higher

Business/Economics

Ethnicity / Race unknown

64

Estimating Impact of Educational Experience on Understanding 
Racial Issues:  Significant Correlation (α ≤ .05) with ‘Somewhat 
Positive’ Survey Response*

* Reference response: ‘neutral or negative’

-10 -5 0 5 10

% Change (delta-p)

Over 12.5% of classmates were ethn/racial
minority 

Number of diversity courses taken

% of courses taken taught by female faculty

% of courses taken taught by minority faculty

Need-based aid received ($1K increment)

Interaction: Unknown Ethn/Race * % of
minority classmates
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Estimating Impact of Educational Experience on Understanding 
Racial Issues:  Significant Correlation (α ≤ .10) with ‘Very Positive’
Survey Response* for Caucasians Only, Controlling for Racial 
Disposition (CIRP), (N=402)

* Reference response: ‘neutral or negative’

-10 0 10 20

% Change (delta-p)

Number of diversity courses taken

Avg years from completion of course(s) to
graduation

Need-based aid received ($1K increment)

Number of math credits earned

% of classmates that were ethnic/racial
minority

66

Estimating Impact of Educational Experience on Understanding 
Racial Issues:  Significant Correlation (α ≤ .10) with ‘Somewhat 
Positive’ Survey Response* for Caucasians Only, Controlling for 
Racial Disposition (CIRP), (N=402)

* Reference response: ‘neutral or negative’

-50 0 50

% Change (delta-p)

Racial discrimination is no longer a problem: disagree
stongly

Core humanities (202) less than B

Number of diversity courses taken

% of classmates that were ethnic/racial minority

% of classmates that were Asian Am

Interaction term: Racial discrimination is no longer a
problem (disagree stronly) w/ number of diversity courses
taken
Interaction term: Racial discrimination is no longer a
problem (disagree somewhat) w/ number of diversity
courses taken

P
ar

tia
l e

ffe
ct
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Estimating Growth in Self-Reported 
Understanding of Racial Issues: Results

• Significant positive correlation with 
small effect size associated with 
compositional and curricular diversity
– No significance associated with 

compositional diversity within diversity 
courses

• Results for Caucasian-only model 
conditioned by:
– Initial disposition on racial issues
– But, results based on relatively small N

68

Estimating Impact of Educational Experience on Understanding 
Cultural Issues:  Significant Correlation (α ≤ .05) with ‘Very Positive’
Survey Response*

* Reference response: ‘neutral or negative’

-20 0 20 40 60

% Change (delta-p)

Would attend again: definitely yes 

Took overseas course (USAC)

Would attend again: probably yes 

Number of diversity courses taken

Age at graduation (in years)

Number of upper division science courses

Ethnicity / Race unknown

Business/Economics
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-20 0 20 40

% Change (delta-p)

Would attend again: definitely yes 

Would attend again: probably yes 

Male

Number of diversity courses taken

Number of math credits earned

Had one independent study 

Business/Economics

Ethnicity / Race unknown

Natural sciences

Estimating Impact of Educational Experience on Understanding 
Cultural Issues:  Significant Correlation (α ≤ .05) with ‘Somewhat 
Positive’ Survey Response*

* Reference response: ‘neutral or negative’

70

Estimating Growth in Self-Reported 
Understanding of Cultural Issues: Results

• Significant positive correlation with small 
effect size associated with curricular 
diversity

• No significance associated with 
compositional diversity, in general or within
diversity courses

• Response strongly correlated with overall 
disposition vis-à-vis institution (i.e., “Would 
attend again, yes/no?”)

• Significant positive correlation with medium 
effect size associated with taking overseas 
courses
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Limitations of Study
• No control for diversity engagement 

outside of classroom

• Freshmen year disposition on racial issues 
to substitute for lack of pre-collegiate 
diversity exposure metric

• Socio-economic background is based on 
financial aid profile of aid applicants (i.e. 
merit/need-based aid, remaining need), or 
70% of tested population

72

Conclusion
• Growth in academic skills, as reflected in cumulative 

grades and preparation for graduate school, show no 
significant positive correlation with compositional, curricular, 
or interactional diversity, independent of
– level of student or faculty diversity within a student’s academic 

discipline
– interaction between compositional and curricular diversity (i.e., 

no significant synergistic effect)
– level of classroom interaction among students (i.e., capstone 

vs. lower-division courses)
– type of diversity courses (e.g., race/gender vs. general area)

• Attainment of advanced education, as reflected in 
graduate school enrollment, shows small positive 
correlation with curricular diversity, but is negatively
correlated with compositional diversity
– Ethnic/racial minority students are more likely to enter 

graduate school (compared to Caucasians)
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Conclusion
• Growth in self-reported critical thinking skills

shows no significant correlation with compositional 
or curricular diversity

• Growth in self-reported understanding of racial 
issues shows a significant positive correlation with 
compositional and general curricular diversity (but 
not focused ‘diversity’ courses)

• Growth in self-reported understanding of 
cultural issues shows a significant positive
correlation with curricular diversity, but no 
correlation with compositional diversity

• Results are robust on first-entry of diversity 
variables into model to gauge direct from indirect
effects, i.e., little modifier effects associated with 
control variables

• Where significant, diversity effects are of small to 
medium size

74

Implications
• Assuming growth in cognitive skills during 

college is significantly affected by what 
happens in the classroom, results from 
this study cast doubt on the validity of 
the cumulative findings from higher 
education research on the impact of 
diversity, but corroborate findings in 
economic research

• Results from this study amplify the need 
to:
– go beyond subjective measures when gauging 

the effect of diversity in higher education
– Conduct campus-based assessment of 

diversity effects to inductively inform cumulative 
findings (as opposed to multi-institution national 
survey approach, e.g., NSSE, CIRP, with large 
unobserved campus-specific heterogeneity!)
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A Call for Better Data
• “It is counterproductive to make 

decisions based on assumptions 
derived from unexamined numbers. 
Yet, that is what we in higher 
education do when we fail to 
question statistical assertions, when 
we fail to triangulate—that is, to find 
other sources and types of evidence 
to affirm or contradict those 
assertions.”
– Clifford Adelman, Senior Associate, Institute 

for Higher Education Policy, The Chronicle 
Review, October 13, 2006.

76

One View of Diversity
• “Although 97 percent of our students 

are racially categorized as ‘black’, 
the student body is, in fact, quite 
diverse. Spelman students come 
from all regions of the United States 
and many foreign countries, from 
white suburban and rural 
communities as well as urban black 
ones.”
– Beverly Daniel Tatum, President of Spelman

College (Atlanta), The Chronicle Review,
April 2, 2004, B7.

___________________________
Link to presentation and paper:
http://www.unr.edu/ia/research/
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Examples of ‘Diversity’ Courses

• General
– Dance in Ancient Civilization (Dan 467)
– American Literature & Culture (Eng 304)
– History of East Asia (Hist 243)
– International Mangement/Marketing (Mgt/Mkt 480/456)
– World Religions (Phil 210)

• Race/Gender/Culture Focused
– Identity Across Borders (Anth 378, WS 378)
– Ethnic/Race Relations (Soc 379)
– Identity Politics in the US (Psc 353)
– Introduction to Women’s Studies (WS 101)

return
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Title: Making the Most of Mentorship in Internships and Service 
Learning Courses in Gerontology  

 
Topic Area: Cross Disciplinary & Higher Education 
 
Presentation Format:  Workshop 
 
Author: Cheryl Osborne EdD, MSN 
Dept/Affiliation: Director of Gerontology Programs & Longevity Center, 

 Professor of Nursing & Gerontology,  
 California State University, Sacramento 
 6000 J St 
 Sacramento, California 95819-6096 
 osbornec@csus.edu 
 916-278-7163 
 916-278-7281 

 
Abstract: 
For years applied science educators have ascribed to the belief that “proficient practice  
requires a sound theory base.” Educators today also acknowledge that theory is often better 
understood by seeing it modeled and by tying it to learners’ lived experiences. Gerontology and 
geriatric educators are therefore challenged to create and facilitate lived experiences that include 
modeling by mentors as a planned learning modality. Mentors can assist students in gaining 
greater knowledge and insight that, in turn, will inform current gerontological theory and practice 
with both well and ill older adults. Current research shows that there are affective as well as 
cognitive benefits for students, intern supervisors, and elders, when they interact and mentor 
each other.  Identifying appropriate mentors effectively assists with this experiential learning 
modality. Experiences in various interdisciplinary settings provide incredible opportunities for this 
dynamic to occur. Being personally involved with mentor-elders and agency-mentors where 
careers may be created or enhanced by gerontologists creates powerful and oftentimes long 
lasting theoretical and personal connections for all parties. This interactive workshop exposes 
participants to a model intern program and provides the opportunity to share experiences.  
 
Workshop Description: 
This interactive session format is designed for interactive discussion of examples and ideas. 
Topics address: 1.) ways to plan, implement, and evaluate internship and service learning 
courses to enhance application of theory to practice and practice to theory through mentorship 
opportunities; 2.) mentor roles and responsibilities for all partners: students, faculty and agency 
supervisors; and 3.) various methods for incorporating theory to practice strategies into both field 
experiences and internship seminars. An algorithm for setting up partnerships and an Internship 
GuideBook prepared for California State University Internship Coordinators are presented. 
 
Objectives: 
1.)  Distinguish ways to plan, implement, and evaluate internship and service learning courses  
 occurring with community partners to enhance application of theory to practice and practice  
 to theory through mentorship. 
2.)  Analyze mentor roles and responsibilities for all partners: students, faculty and  
 agency supervisors. 
3.)  Explore various methods for incorporating theory to practice and mentorship strategies into 

both field experiences and internship seminars.  
4.) Examine an algorithm for setting up partnerships and an Internship GuideBook 
 prepared for California State University Internship Coordinators. 
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Title of the submission:  Students Thinking About Citizenship in Canada and Russia 

 
Author:   Alan Sears 
 
Affiliation:   Faculty of Education, University of New Brunswick, Canada 
 
Address:   P.O. Box 4400, Fredericton, NB, Canada, E3A 5S7 
 
E-mail address:  asears@unb.ca 
 
Abstract: 
 

Objectives: This paper will report on preliminary findings of a research project designed to 

map the cognitive schemata of Russian and Canadian youth with regard to key ideas and 

concepts related to democracy.   The concepts of ethnic diversity and political participation will 

be the particular focus of this presentation.   

 

Context: Kymlicka and Norman (2000:1) point out that “the last ten years have witnessed a 

remarkable upsurge of interest in two topics amongst political philosophers: the rights and status 

of ethnocultural minorities in multi-ethnic societies (‘the minority rights–multiculturalism’ 

debate), and the virtues, practices and responsibilities of democratic citizenship (the 

‘citizenship–civic virtue’ debate).”  This sentiment is echoed by Cairns (1999:3) who writes that 

“the reawakening of scholarly interest in citizenship has been dramatic ” and goes on to 

document the proliferation of scholarly work in the field over the past decade, including the 

publishing of hundreds of new books, the establishment of a new journal focusing on citizenship 

studies, as well as substantial attention to the subject in existing journals. 

In the field of education as well there has been an explosion of new interest and activity 

over the past decade Hughes & Sears, 2008).  As the editors of the new volume on Phase 1 of the 

International Association for the Evaluation of Educational Achievement’s (IEA) on-going 

civics study point out, “It is clear . . . that a review and rethinking of civic education is taking 

place not only in post-communist countries and those with a short recent history of democracy 

but also in well-developed and longstanding democracies” (Torney-Purta et al., 1999: 30).  
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Significance of the Work: This builds on a program of work carried out over the past ten 

years by the Citizenship Education Research and Development Group at the University of New 

Brunswick.  The Group has carried out contract and grant research in the areas of policy and 

practice in citizenship education, directing several national studies in the field (for example, 

Sears & Hughes, 1996; Sears, Clarke & Hughes 1999 & 2000; Hughes & Sears, 2008) as well as 

work on an SSHRC funded project titled Children and Young People’s Understanding of 

Citizenship (for example, Hughes & Long, 1999; Sears, 2000; Peck & Sears, 2005; Chareka & 

Sears, 2005; Chareka & Sears, 2006; Peck, Sears & Donaldson, 2008).  This phase of the work 

was carried out in collaboration with the Russian Association for Civic Education and will make 

a significant contribution to the literature in several ways.  First it will add to the scant volume of 

empirical work in the field.  In a substantial review of literature in the field Marker and 

Mehlinger (1992) make the point that in social education in general and citizenship education in 

particular an inordinate amount of the literature is concerned with “model building,” or what 

might be called advocacy, as opposed to empirical work.  In particular, social studies education 

has lagged behind other fields such as mathematics and science education in developing a body 

of work from a constructivist perspective about the conceptual knowledge students bring to the 

classroom and how to build on that knowledge base (Hughes & Sears, 1996). 

Much of the activity described above in the areas of citizenship and citizenship education 

is being driven by a sense of crisis about what citizens know, or do not know, about the civic 

structures and practices of their nation; their level of alienation from political and civic 

institutions; and their level of commitment to democratic values such as open mindedness and 

acceptance of diversity.  The language of crisis permeates the literature and is largely responsible 

for the allocation of significant resources for program development in the education sector in 

many countries around the world including Canada (Sears & Hyslop-Margison, 2007).  Close 

examination reveals, however, that the empirical evidence for the crisis or crises facing 

citizenship and citizenship education is rather thin (McAllister, 1998; Norris, 1999; Osborne, 

2000, Sears & Hyslop-Margison 2007).  Many of the reported surveys that test levels of civic 

knowledge or measure attitudes and dispositions are simplistic, focusing on superficial 

knowledge of names and dates, or reveal complex levels of information which does not lend 
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itself to simplistic interpretations.   There is, for example, a clear indication that public trust of 

particular democratic regimes or institutions around the world has declined significantly over the 

past several decades but at the same time support for democracy in principle as the best form of 

government has grown world wide (Norris, 1999).  In Norris’ view declining support for 

traditional institutions warrants some measure of concern but the strong support for democratic 

values is reason for hope.  She warns against falling into the trap of being driven by the rhetoric 

of crisis without careful analysis.  This study will provide a body of empirical evidence for how 

young people think about key ideas related to citizenship which will inform policy and practice 

in citizenship education. 

A related contribution this work will make is to compliment the large scale quantitative 

data which has been reported (Civics Expert Group, 1994; Norris 1999;  Torney-Purta, 

Lehmann, Oswald & Schulz, 2001) This data is able to reveal large scale trends in terms of civic 

knowledge and dispositions but does not delve very deeply into individual’s understandings of 

important concepts or ideas.  Hahn’s (1998, 1999) study of civic education in four European 

countries and the U.S. demonstrates that qualitative data can help to fill out and extend survey 

data in important ways.  The quantitative surveys she administered, for example, showed 

growing alienation amongst youth in all of the countries she studied and her follow up interviews 

provided compelling illustrations of what was causing the young people to disengage from 

formal civic processes as well as their considerable commitment to more community centred 

forms of engagement.  Our work explores young people’s understanding of key democratic ideas 

in a more qualitative fashion.   

Finally, this work provides a point of comparison between the conceptions of democratic 

ideas of young people living in a long term stable democracy and those living in an emerging 

democracy.   Scholars, from Eastern Europe (Mitter, 1996; Matrai, 1997; Válková & Kalous, 

1999), Asia (Cummings, 1996), Africa (Herman1996), and Latin America (Rueda, 1999) have 

raised significant concerns about the development of democratic civic culture in emerging 

democracies in their nations and regions.  They are particularly concerned about developing in 

the  population at large and in young people in particular a deep understanding of and 

commitment to democratic ideas and values, a democratic culture if you will.  This concern has 

been expressed by writers in Russia as well (Gusseinov, 1996) and is of particular interest there 
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since the recent World Values Survey revealed Russia to be the only country surveyed where 

democracy as an ideal form of government was not supported by an overwhelming majority of 

the population (Klingemann, 1999). This study will provide information about the current 

understanding of important democratic ideas held by Russian students from various parts of the 

country.  It will also provide the basis for a comparison of those conceptions with ones held by 

Canadian students.   

 

Theoretical Framework: This work is set a constructivist framework and is based on the 

assumption that understanding students’ prior knowledge of a subject is fundamental to being 

able to structure appropriate learning activities for them.  We know that there is a strong 

relationship between prior knowledge and subsequent performance as is evidenced by the 

synthesis by Dorchy, Segers and Buehl (1999) of some 183 studies.  Learning theorists argue 

that a practical implication of this evidence is “First, teachers must be familiar with, respect and 

actively use students’ prior knowledge as they teach” (Newmann, Marks & Gamoran, 1996: 

285).  This is a fundamental tenet of a constructivist approach to teaching and learning (see, for 

example, DeCorte, 1990). 

The research literature approaches the concept of prior learning from a variety of 

perspectives, each with its own terminology.   There is reference to current knowledge and 

preknowledge, permanent stored knowledge and the prior knowledge state, archival memory, 

experiential knowledge, background knowledge and personal knowledge; there is literature on 

misconceptions, naive understandings and primitives, preunderstanding, pieces of knowledge 

and reasoning (PKR), students’ descriptive and explanatory systems, children’s science, and 

alternative frameworks (Byrnes & Torney-Purta, 1995; Hill, 1995; Minstrell & Hunt, 1991; 

Gilbert, Osborne & Fensham, 1982; Hewson & Hewson, 1982; Brophy & Alleman, 2002; 

Brophy, Alleman & O’Mahoney, 2003).  What they all possess in common is the view of prior 

knowledge as a springboard for future learning.   Certainly, we know that students do not come 

to any learning situation as “blank slates.”  Intuitively and empirically we know that they bring a 

rich array of experiences that have shaped their being and their beliefs. The problem is that while 

all teachers and parents have observed the phenomenon, there has been no systematic attempt to 

map students’ conceptions of the core ideas of democratic living.  There has been no attention to 
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the actual content of children’s thinking.  In previous work our research group has begun to map 

children’s understandings of key democratic ideas such as freedom and dissent.  This new work 

will extend that research by exploring new concepts and adding the comparative dimension 

discussed above. 

 

Methodology: The research is phenomenographic in character.  This approach allows us to map 

the qualitatively different ways in which people perceive, conceptualize, and understand their 

various experiences (see, for example, Marton, 1988; Richardson 1999; Barnard, McCosker and 

Gerber 1999).  The focus is on the ways of experiencing different phenomena, “ways of seeing 

them, knowing them and having skills related to them.  The aim is, however, not to find the 

singular essence, but the variation and architecture of this variation in terms of the different 

aspects that define the phenomena” (Marton & Booth, 1997). 

The primary instrument of data generation is the phenomenographic interview.  The 

primary purpose of the interview is to lay bare the subject’s conceptions of a selected idea.  It is 

generally advocated here that the role of the interviewer is to probe for clarification and 

elaboration.  It is crucial that the subject explore the dimensions of the ideas they want to address 

in contrast with those that might be selected by the researcher.  “The dimensions they choose are 

an important source of data because they reveal an aspect of the individual’s relevant structure” 

(Marton, 1986: 42).  We have found that the use of semi-projective technique within the broad 

framework of phenomenographic interviewing has proven valuable.  This means: (1) that 

stimulus content is more structured and culturally patterned than is the case with fully projective 

techniques.  Aspects of the stimulus are left ambiguous, and the ambiguities are carefully 

adjusted in order to expose the respondent to specific issues with which the investigator is 

concerned; (2) The resulting data are interpreted at a sociocultural rather than a psychodiagnostic 

level.  The focus is on a faithful representation of the subject’s sense of meaning of the chosen 

aspect of their life world. 

A total of 400 interviews have been transcribed, 100 on each of the concepts of ethic 

diversity and democratic participation with year 7 students in each country.  Some of the 

Canadian data has been reported on (Peck & Sears, 2005; Peck, Sears & Donaldson, 2008) but 

this will be the first report on the comparative data.   
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Assessing Teachers’ Experiences of Integrating Historical Inquiry and 
Community Service-Learning in the CiviConnections Program 

 
Abstract 

The purpose of this study was to conduct an evaluation of teachers’ experiences in 
a civic education program, called CiviConnections. The CiviConnections program for 3rd 
-12th grade were based on two citizenship education practices, historical inquiry and 
community service-learning, for the common goal of promoting informed and active 
citizenship. Two hundred sixty five CiviConnections teachers attended a three-day 
summer workshop to learn how to engage students in identifying a social or 
environmental problem in their local community, investigating it using historical inquiry 
skills, and acting for the improvement of their community. Based on teachers’ survey 
responses, we examined the effects of the workshop in terms of teachers’ increased 
knowledge and commitment to solving their community’s problems. Teachers’ responses 
to all of the fourteen items in the survey showed that the workshop helped gain increased 
knowledge in the components of the CiviConnections program and their commitment to 
work for the betterment of their community. Their responses indicated that the workshop 
contributed most in their knowledge of community service-learning and historical inquiry 
as teaching strategies, knowledge of how to link history, civics, and service in the social 
studies curriculum, knowledge of effective strategies to learn about problems and solve 
problems in their community, and desire to act for the betterment of their community. 
Then we selected fourteen cases and conducted a multiple-case study using phone 
interviews and other sources of data such as teachers’ final reports and students’ work 
samples to see how they implemented historical inquiry and community service-learning 
in their classes. We assigned numbers 0(none), 1(present), and 2(developed) against a 
rubric to see how effectively teachers engaged students in each construct or element of 
historical inquiry and community service-learning. Two different types of enacting the 
CiviConnections program emerged from the assessment of teachers’ practices: 
integrating historical inquiry and community service-learning and involving service 
activities only. Finally we sent surveys and asked community agency members who 
worked with CiviConnections teachers to assess the effectiveness of students’ efforts to 
address important community issues and provide meaningful service to their community. 
Most community agencies agreed that students provided meaningful services and 
addressed important community needs. The study results provide implications and 
opportunities to reflect on and discuss how the integration of historical inquiry and 
community service-learning can be successfully adapted for social studies teaching and 
professional development for K-12 teachers. 
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Introduction 
 
The purpose of this study was to conduct an evaluation of teachers’ experiences in 

the NCSS funded CiviConnections program. CiviConnections is a national 3rd -12th grade 

civic education program based on two citizenship education practices, historical inquiry 

and community service-learning, for the common goal of promoting informed and active 

citizenship. Two hundred sixty five CiviConnections teachers attended a three-day 

summer workshop to learn how to engage students in identifying a social or 

environmental problem in their local community, investigating it using historical inquiry 

skills, and acting for the improvement of their community. Based on teachers’ survey 

responses, we examined the effects of the workshop in terms of teachers’ increased 

knowledge and commitment to solving their community’s problems by analyzing surveys 

from the teachers. Then we selected 14 cases and conducted a multiple-case study using 

phone interviews and other sources of data such as teachers’ final reports and students’ 

work samples to see how they implemented historical inquiry and community service-

learning in their classes.  Finally we asked community agency members who worked with 

CiviConnections teachers to assess the effectiveness of students’ efforts to address 

important community issues and provide meaningful service to their community.   

 
Integrating history with issues-centered teaching 

 
Citizenship education in the United States has been enacted through social studies 

programs since the publication of the 1916 report by the Committee on Social Studies of 

the Commission on the Reorganization of Secondary Education of the National 

Education Association (Barr, Barth, & Shermis, 1977; Parker & Jarolimek, 1997). By the 

time social studies entered into the school curriculum through the 1916 report by the 

Committee on Social Studies, there was considerable argument over the place of history 

curriculum, because history had been the centerpiece of the school curriculum and had 

been designed as general education to “prepare boys and girls for the duties of daily life 

and intelligent citizenship” (American Historical Association, 1899, p.122, as cited in 

Hertzberg, 1981).  The argument over citizenship education has continued in today’s 

debate between the advocates of history-centered education and the proponents of 

interdisciplinary study of current social issues (Symcox, 2002; Whelan, 1997).  
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However, the report on community civics, which was a special report prepared by 

the same committee one year before the publication of the 1916 report, suggested one 

way of integrating discipline-based history and issues-centered social studies education. 

In the report, local history was proposed as a useful method to connect with community 

civics, in that it can help provide historical perspectives to the present as well as develop 

an appreciation of disciplinary mode of historical investigation. History teaching was 

viewed as a means of helping students understand “the most vital problems of the 

present” (Social Studies Committee, 1916, p.41 cited in Whelan, 1997, p.27).  

Our study took the same perspective on history teaching and adopted oral history 

and local history methods as relevant ways of obtaining historical knowledge and inquiry 

skills, by responding to learners’ needs and interests as well as to the nature of subject 

matter (Hirshfield, 1991; Levstik & Barton, 2001; VanSledright, 2002). Some history 

educators have suggested using current issues for teaching historical inquiry, looking at 

the disciplinary inquiry as a means of exploring civic issues and having students see 

themselves and others as having  “historical agency – the power to make history” 

(Levstik & Barton, 2001, p.104). However, few research studies have been conducted to 

examine the possible linkage of historical inquiry to civic competence. 

This study focuses on assessing a program combining historical inquiry with 

community service-learning. Community service-learning has drawn the attention of 

educators as a way to strengthen democratic and participatory practice (Eyler, 2002; 

Nathan & Kielsmeier, 1991). It is an issues-centered method of teaching by which 

students participate in service experiences while learning academic knowledge and 

problem solving skills. The community becomes a laboratory where students can apply 

what they learn to real life contexts and act for the betterment of their community. 

Promising effects of community service-learning have been indicated in regard to 

academic achievement, civic outcomes, and personal, social development (Billig, 2000; 

Eyler & Giles, 1999; Kinsley & McPherson, 1995; Wade, 2000). 
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Methodology 

Participants 

We distributed surveys to 265 teachers at the conclusion of a three-day summer 

workshop. The teachers who attended the CiviConnections workshop were evenly 

distributed in terms of the grade level of teaching; elementary, middle, and high school 

teachers each represented one-third of the participants. As for ethnicity and area of 

teaching, the majority of the teachers was white and was teaching social studies or history.   

After implementing the CiviConnections program during the following school year and 

submitting all of the required materials, they were contacted via email to ask for research 

participation. Out of 20 teachers who agreed to be interviewed, 14 teachers actually 

participated in phone interviews. Four of them were elementary school teachers, eight 

were middle school teachers, and two were high school teachers. Also, we sent surveys to 

90 community agencies members who 91 teams of CiviConnections teachers reported 

that they worked with most. Fifty-two agencies returned completed responses.   

 

Program Features 

CiviConnections was a teacher grant program funded by the federal Corporation 

for National and Community Service and the National Council for the Social Studies 

(NCSS). From 2004 to 2007, the program involved 91 teams of three teachers and 

students in grades 3 through 12 in linking local history inquiry with community service-

learning. There were three different implementations of the program during the three 

school years. All of the selected teachers were trained in historical inquiry and 

community service-learning through the required summer workshop and were guided in 

how to enact their classroom projects through the training materials provided. However, 

teachers’ class projects took a variety of shapes in different local contexts, based on 

students’ needs and interests, district curricular requirements, and teachers’ perspectives 

and choices.  

The CiviConnections program recommended the following sequence of activities. 

First, students and teachers chose a current social or environmental issue of concern or 

need in the local community. Second, students studied their chosen issue in the local 

community’s history as inquiring historians; they were encouraged to conduct firsthand 
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research. Third, the understanding of the local community’s history was explored in 

relation to the social or environmental issue in United States national history. Fourth, 

students examined important government documents such as the Bill of Rights and reflect 

on essential principles of democratic life and social justice. Fifth, students, after 

reflecting on democratic values and principles and learning about their chosen issue in 

both the local and national context, planned and implemented ways in which they could 

take action to improve their community. Finally, the project concluded with a 

community-wide celebration of students’ learning and service. 

 

Data Collection 

We administered a survey to assess how the CiviConnections teachers perceived 

the effect of the workshop. The survey contained 14 items and was composed of three 

areas: knowledge in using historical inquiry, knowledge in using community service-

learning, and commitment to work to solve community problems. As another source of 

assessing community service-learning activities, we distributed surveys to community 

agency members who worked with the teachers to evaluate if students provided 

meaningful services and addressed important community issues. After the teachers 

implemented CiviConnections, we conducted phone interviews with 14 teachers who 

were chosen as individual cases. The phone interviews were transcribed and they were 

supplemented with teachers’ final reports and students’ work samples.  

 

Data Analysis 

The survey items for the workshop were developed using a 1(decreased a lot) to 

5(increased a lot)-point Likert scale. We computed the mean score and the standard 

deviation for each of the 14 items to see how much teachers perceived the gained 

knowledge and commitment. Then we used ANOVA to analyze their responses on the 

survey according to years of teaching: 1-10 years, 11-20 years, and more than 20 years. 

We also conducted factor analysis to see which items were related. As for the survey data 

obtained from community agencies, we computed their responses.   

To assess how teachers enacted the two components of CiviConnections, historical 

inquiry and community service-learning, we developed a rubric against which the quality 
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of their projects was judged. The rubric included four constructs of historical inquiry and 

four elements of community service learning. Included in the category of historical 

inquiry are: forming inquiry questions; obtaining historical information from a variety of 

sources; assessing and reading historical sources critically; and constructing defensible 

narrative. Included in the category of community service-learning are: students’ initiative 

and direct service; linkage with curriculum; students’ reflection on service experiences; 

and collaboration with community agency. We assigned numbers 0(none), 1(present), 

and 2(developed) to see how effectively teachers engaged students in each subcategory of 

historical inquiry and community service-learning.  

 
Findings 

 
Effect of workshop 

We analyzed 265 surveys completed by teachers at the conclusion of a three-day 

summer workshop held before they implemented CiviConnections. The survey was 

composed of 14 items. Five items measured how much the workshop helped them 

develop commitment and desire to solve community problems and the other nine items 

measured how much the workshop helped them obtain knowledge of using historical 

inquiry and community service-learning. The items were developed using a 1(decreased a 

lot) to 5(increased a lot)-point Likert scale. Teachers were asked to indicate how much 

they have changed as a result of the participation in workshop ranging by choosing 1 

(decreased a lot), 2 (decreased some), 3(no change), 4 (increased some), 5 (increased a 

lot). We computed mean scores and standard deviations for each of the 14 items and the 

results are shown in <Table1>.  

Teachers’ responses to all of the fourteen items show that the workshop helped 

gain increased knowledge in the components of the CiviConnections program and their 

commitment to work for the betterment of their community. Teachers’ responses indicate 

that the workshop contributed most in their knowledge of community service-learning 

and historical inquiry as teaching strategies, knowledge of how to link history, civics, and 

service in the social studies curriculum, knowledge of effective strategies to learn about 

problems and solve problems in their community, and desire to act for the betterment of 

their community. 
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Table 1. Distribution of teachers’ responses to the effect of workshop 

Item  Mean Std. 
Deviation

1 Desire to help solve problems in my community 4.22 .71 

2 Belief that it is my responsibility to help solve 
problems in my community 4.05 .73 

3 Awareness of problems and needs in my community 4.03 .79 

4 Knowledge of effective strategies for solving problems 
in my community 4.38 .64 

5 Knowledge of effective strategies to lean about 
problems in my community 4.32 .67 

6 Knowledge of local historical inquiry as a teaching 
strategy 4.35 .67 

7 Knowledge of community service-learning as a 
teaching strategy 4.40 .69 

8 Knowledge of how government documents affect 
history  3.92 .75 

9 Knowledge of several government documents that 
support my rights as a citizen 3.82 .77 

10 Knowledge of how to compare the history of my 
community with our nations’ history 3.92 .74 

11 Knowledge of where to find information about local 
history  3.98 .77 

12 Desire to work with others to solve community 
problems 4.33 .68 

13 Knowledge of how to link history, civics, and service 
in the social studies curriculum 4.31 .73 

14 Commitment to act in ways that improve my 
community for the rest of my life 4.16 .76 

 

We also received written feedback from teachers that they were already interested 

in the issue of identifying and solving problems which led them to apply for the grant. 

The nature of the teachers who chose to implement the citizenship education program 

may have mediated the effect of the workshop.   

When the teachers’ responses were analyzed according to year of teaching, 

significant differences were found in five items: awareness of problems and needs in their 

community, knowledge of local historical inquiry as a teaching strategy, knowledge of 

community service-learning as a teaching strategy, knowledge of how to link history, 

civics, and service in the social studies curriculum, and commitment to act in ways that 

improve their community for the rest of life.  

2008 HICE Proceedings 
Page 5892



 9

When the items were analyzed using the method of principal component analysis, 

two groups of items were identified. As shown in <Table 2>, item 1, 2, 3, 4, 5, 7, 12, 13 

and 14 were clustered, and item 6, 8, 9, 10, 11 were grouped together. The items asking 

about how much the workshop contributed to an increased knowledge and desire to solve 

social problems and the item asking about how much the workshop contributed to an 

increased knowledge in using community service-learning in their classroom were 

clustered together. Items asking about knowledge of practicing historical inquiry were 

grouped separately. The results imply that the knowledge and commitment to solve social 

problems and the knowledge of conducting community service-learning are closely 

related.   

 
Table 2. Items clustered on principal component analysis 
 

Component Item  1 2 

14 Commitment to act in ways that improve my community for 
the rest of my life .788 .274 

12 Desire to work with others to solve community problems .771 .164 
1 Desire to help solve problems in my community .756 .257 

2 Belief that it is my responsibility to help solve problems in my 
community .755 .274 

7 Knowledge of community service-learning as a teaching 
strategy .667 .197 

3 Awareness of problems and needs in my community .633 .273 

4 Knowledge of effective strategies for solving problems in my 
community .625 .221 

5 Knowledge of effective strategies to lean about problems in 
my community .592 .333 

13 Knowledge of how to link history, civics, and service in the 
social studies curriculum .527 .512 

9 Knowledge of several government documents that support my 
rights as a citizen .142 .848 

10 Knowledge of how to compare the history of my community 
with our nations’ history .261 .765 

8 Knowledge of how government documents affect history .279 .751 

11 Knowledge of where to find information about local history .271 .742 

6 Knowledge of local historical inquiry as a teaching strategy .362 .528 
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Feedback from community agencies 

As another source of evaluating the CiviConnections program, we sent surveys to 

community agency members who worked with CiviConnections teachers to assess if their 

students addressed important community needs or problems and if they provided 

meaningful service to the community. As shown in <Table 3>, most community agencies 

agreed that students provided meaningful services and addressed important community 

needs.  

Table 3. Feedback from community agencies 

 SA A MA MD SD Total 
Did the students provide 
meaningful service to the 
community? 

33 
(63.5) 

17 
(32.7) 

1 
(1.9) 

1 
(1.9) 

0 
(0.0) 52 

Did the students address important 
community needs or problems? 

32 
(61.5) 

14 
(26.9) 

5 
(9.6) 

1 
(1.9) 

0 
(0.0) 52 

 

These examples below taken from the agencies written feedback show positive 

effects that they thought students’ service projects made in addition to the 

meaningfulness and relevance of their services. 

 
Not only did the students make a meaningful contribution to the community 
in the ways identified by the questions above, the project made a big impact 
on the students themselves. I believe they feel more deeply connected and 
committed to the community. 
 
Not only were the students involved and helping their community in a 
positive way, but this experience was such a hands-on lesson that they could 
not help learning from this exercise. I was personally impressed with what the 
students did, their attention to detail and their interaction with one another  
and the public. 
 
Student’s work may have been of an academic and research oriented nature—
in researching the history of the community—rather than a more typical 
community service project: tree planting, trash pick up, etc. their research lays 
the groundwork for further work in the community. They are more informed 
of the community’s past, and better able to navigate the choices that make the 
future. It was a pleasure to work with them, 
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Multiple-case study: enacting historical inquiry and community service-learning 

To assess how teachers enacted the two components of CiviConnections, 

historical inquiry and community service-learning, we used a multiple-case study design. 

We chose five elementary, five middle, and four high school teachers who agreed to be 

interviewed. We conducted standardized phone interviews and analyzed interview 

transcripts, their final reports and students’ work samples. We assigned numbers 0(none), 

1(present), and 2(developed) against the rubric to see how effectively teachers engaged 

students in each construct or element of historical inquiry and community service-

learning. Two different types of enacting the CiviConnections program emerged from the 

assessment of teachers’ practices: integrating historical inquiry and community service-

learning and involving service activities only. 

 

Type 1: Integrating historical inquiry and community service-learning 

Nine cases belonged to this category and they earned high scores in two areas of 

historical inquiry and in all of the four elements community service-learning. These 

projects took two different forms. One was starting from a topic of social studies 

curriculum weighing more on historical inquiry. Students’ research on the topic of 

investigation using historical inquiry skills led them to conduct service projects. The 

other one was starting from an idea for a service activity weighing more on service 

activities. While students were providing services, teachers helped them conduct 

historical research on the community problem.  

With regard to historical inquiry, teachers successfully engaged students in 

forming historical inquiry questions and gathering information from a variety of sources. 

For example, a teacher helped students investigate “how the logging industry has formed 

our Newberry community and why and how much our community now is depending on a 

few things,” and she continued,  

“People from the historical society showed us their museum and kids learned 
from document. One of the guest speakers was a photo historian and he 
brought a lot of photographs and shared them with the students. And we 
looked at a lot of demographics in things like how population changed. We 
looked at census data things like incomes. And many of our people had 
residency here all their lives and so they knew first hand information. 
Through the oral history they were able to give our kids the histories of 
present…and of the past.”  
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However, they generally neglected incorporating critical evaluation of historical 

sources and construction of historical narratives. No evidence was found that they 

examined the reliability of historical sources. As to the critical evaluation and 

interpretation of historical sources, only one teacher tried to involve students in looking at 

historical events from different perspectives. The purpose of her project was to construct 

history which is representative of their community’s population whose majority was 

African American. She said,  

“We discussed about how a social issue or an event can be told differently in 
different perspectives. They would look at any historical event and think 
about OK this is one side but what would be going on on the other side. So 
children would be taking a more critical look at…with more critical eyes and 
not just accepting whatever presented.”  

 
 

As to the construction of historical narratives, teachers’ practices were limited to 

having students put historical information together and present it to others, not going 

further to develop historical arguments based on historical evidence. Students collected 

historical information from a variety of sources to learn about their local issues, but did 

not have opportunities to make an argument or construct stories about the issue as a way 

of answering the historical inquiry questions that they formed before and while gathering 

historical evidence. But one teacher did try to lead students to develop meaningful 

arguments in her social studies class. She said,  

“We used discussions, class discussion and group discussion. We had some 
kids working on the census data in math class and they worked in groups to 
find out information and project it in the future, something like that, we did a 
lot of class discussions especially when we were looking at the historical 
information of our community and how it has been changed, how it adapted, 
and we tried to use our brainstorming technique to try to see where we were 
going to go and project it to the future… also, we were able to incorporate 
economic terms within history.” 

 
 

With regard to community service-learning, teachers seemed to successfully 

engage students in all the elements of community service-learning. As to the students’ 

initiative and direct service, teachers helped their students take active roles and 

participate in direct services. Students developed action plans to solve their community 
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problems and provided services for those who would benefit from their projects. They 

showed much interest in continuing their projects or developing new service projects, as 

shown in the interview excerpts below, 

“Our students went through the process of planting the baby plants, 
propagules into pots. And when they matured, they took those plants and 
planted them along the river. They saw the process of how these plants get put 
back into the river in order to do the job they can do…actually many of our 
kids are still working this summer.  They got so into what they were doing 
and realizing how important it is. Our kids asked me if we are going to have 
the co-op again. Even though we do not have grants, we are going to work 
with it.” 

 

“When we ran out of money last year, we had a Christian community service 
group and some of the kids from our group joined that, because they enjoyed 
doing something, doing service for others. They helped at Humane Society 
and worked at local soup kitchen. One of them, who is emotionally disturbed 
in the special ed, turned out to be the best worker. 

 

“ What they did actually get them excited to then advocate their issues. They 
talked to city council members, went to school board meetings, made flyers. 
And they were so much into it and did a lot of activities that really made them 
effective policy makers.  
 

 

In terms of the linkage with curriculum, teachers considered integrating curricular 

knowledge and skills in students’ service experiences as an important part of the project, 

comparing community service-learning with community service projects. All projects 

commonly involved reading and writing skills. Some teachers developed service projects 

with intentions to integrate certain curricular knowledge in service activities, as shown 

below.  

 
“Part of our science curriculum talks about the environment and so they 
obviously saw how planting these trees were going to make the Lagoon 
keener, you know, in the long run.  And in the 8th grade history curriculum, 
they are supposed to learn about Florida history and so they learned about 
how the lagoon was able to allow people to explore different parts of Florida 
and changed different areas of Florida.” 
 
“With the social studies, I sometimes have a problem because there’s so much 
to teach and more and more time is taken away from social studies and people 
don’t have an interest in history unfortunately… the service-learning projects 
are wonderful, because they help students understand how they can contribute 

2008 HICE Proceedings 
Page 5897



 14

to their community …the standards and benchmarks that we have, we can 
adapt those to make them more understandable to the students.”  
 
“We investigated the housing issue nationally and locally, then we turned it into action so 
for them it was really cool curricula it went into social science, government, and 
English…it was integrated curricula completely.” 
 
 
In terms of collaboration with community agencies, although most teachers 

successfully worked with community agency members throughout the whole project, a 

couple of teachers had difficulty with partnering with community agencies. As shown 

below, it made students downsize their project.  

“My initial goal was to try to create historical information that would be 
more representative of the population in general here in whatever format, but 
I was not able to do that because I could not find out any agencies that were 
interested in it.”  

 “What caused a great deal of frustration for my students is that we did not 
have much help from community agencies. Being in Houston having had the 
hurricane Katrina strike, so many local companies and organizations had 
given just about everything they could do to Katrina relief.”  

 

Despite such situational factor as the attitude of community agency, these teachers 

seemed effectively engage students in service activities, incorporating curriculum, 

reflection, and collaboration. They, however, generally neglected to involve students in 

some important aspects of historical inquiry that historians employ such as assessing 

historical sources critically and constructing historical arguments.  

 

Type 2: Involving in service activities only 

Three cases belonged to this type of practice in which teachers minimally engaged 

students in historical inquiry. They received low or zero scores in the four constructs of 

historical inquiry. When being asked about what research questions students formed and 

the way of collecting and dealing with historical information, teachers responded as the 

following.  

 
“Our learning goals ended up being more serving part rather than the history 
part. It was more service-oriented. The only history part was dealt with 
elderly, because we went to a living center so we got their perspectives of 
serving when they were young” 
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“I think just from multimedia itself because it is a really current event.”  
 
“The historical part…well…we traced the history of voting throughout the 
country, looking at the history of voting rights. Locally we looked at the 
voting trends we had in our county. We had a person in our local…county 
election office to come in. She brought some, she made some documents for 
them to compare past voting trends.” 

 
 

With regard to community service-learning part, teachers successfully facilitated 

students’ active and interested participation in service activities. Here are the examples.  

 
“We just had, you know, monetary fundraisers and then we had a person 
come from Habitat for Humanity and speak about how our local agency in our 
town is sending supplies and doing activities to raise money to send it to our 
sister school in Mississippi.  Our children wrote letters to the children of 
Waveland outlining our concerns and hopes for the future. Our children also 
donated toys and clothes…and we had a shoebox campaign. We collected 
shoeboxes or blue plastic boxes and filled them with school supplies so that 
each child in that school can start with it when they got back into the routine.  
Yeah…all year long there were subtle conversations and they talked about 
what they wanted to do and what they want to do next year. They wanted 
more fundraisers they wanted to do a carwash. And have more sale 
campaigns.” 
 
“We went to an assisted living center. Our fourth graders interviewed a paired 
senior resident. Our kids asked questions about things that they did when they 
were little, things that they helped around, and things that they helped for a 
community. Then we came back and our kids made scrap book for the adults 
and used that information and put pictures in it and wrote things about them 
and the things like you know kind of showcasing. Using the information that 
we got from the interviews, we made 42 biography journals. Then we also 
made 42 poems and 20 decorated placemats for the residents.” 

 
 

However, as to the other elements of community service-learning, they could not 

achieve the highest score. Although students were led to provide services for their 

community, their experiences were not closely related to curricular knowledge or skills. 

Only one teacher showed her intention to integrate service experiences with social studies 

by saying “I believe students could learn about civics…government and the citizen 

responsibilities and rights.” As to the element of students’ reflection on service 

experiences, teachers incorporated only one type of reflection, either through discussion 

or celebration at the end of the project.  As to the element of collaboration with 
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community agencies, community organizations were partially involved in collecting 

historical information about the issue of investigation or they were recipients of services 

rather than collaborators to facilitate students’ service projects.  

In conclusion, what was unique about the CiviConnections program was the 

integration of historical inquiry with community service-learning. Although community 

service-learning has a component of linking services with curriculum, the 

CiviConnections added the dimension of historical inquiry, which is a discipline-based 

mode of investigation, so that students could acquired more in-depth understanding of 

their current issues of investigation and could learn how historians employ historical 

information. 

In the survey about the effect of summer workshop on their increased knowledge 

in the program components and increase commitment to work to solve social problems, 

teachers indicated positive change. The teachers appeared to successfully engage students 

in service projects as most community agencies evaluated students’ services as 

meaningful and relevant to their community.  With regard to how the teachers actually 

enacted the program in their classroom, there were two distinct practices.  

One type of practices was integrating historical inquiry and community service-

learning by encouraging students to conduct first hand research into the historical 

background of their chosen issue and at the same time to take action to improve their 

community incorporating all the elements of community service-learning. The other one 

was concentrating on the identification problems and providing services to their 

community without much involvement of historical inquiry process. However, despite the 

teaching efforts for civic engagement made by both groups of teachers, they could have 

improved their class projects by including such components of historical investigation as 

constructing interpretations of historical documents in leading students to conduct 

research on the issues affecting their local community.  

 

Discussion 
 

The CiviConnections program was designed to train elementary through high 

school teachers in the United States to implement class projects for the goal of 

developing informed and active citizenship among the youth. The unique aspect of the 
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CiviConnections program was its integration of historical inquiry processes utilized in the 

process of investigating community problems and community service-learning, which is 

a community-based approach of engaging students in civic activities.  All of the 

participating teachers attended a summer workshop to learn about the components of the 

CiviConnections program and enacted historical inquiry and community service-learning 

in their classroom in the following school year.  

The analysis of survey results to the workshop appeared to show that teachers 

gained knowledge about these practices and developed commitment to work for the 

betterment of their community. The feedback from community agencies also seemed to 

support that teachers helped students identify important community issues and provide 

meaningful services to the community. However, while conducting in-depth interviews 

with 14 teachers and examined teachers’ final reports and students’ work samples, we 

found out that their practices took two different shapes and lacked some important 

aspects of historical inquiry.  

This study provides several important implications and suggestions for teaching 

practices and further research in the areas of history teaching, community service-

learning, and teacher education programs. 

Despite the shortcomings in teachers’ practices of teaching historical inquiry, it 

illustrates one effective approach to teaching history. The approach of incorporating 

history and a community’s current issues can help form meaningful educational 

experiences with its anticipated effect on citizenship. In order for disciplined inquiry to 

lead to students’ learning experiences, it should be authentic and responsive to students’ 

interests and concerns as well as based on a disciplinary mode of investigation. The 

remoteness of history often perceived by students does not come just from its physical 

distance in time but also from its remoteness to the present and its seeming irrelevance to 

present social life (Dewey, 1956). Also, as Levstik and Barton (2001) discussed 

“historical agency” (p.104), studying civic issues in historical context could encourage 

students to see themselves as able to make history.  

The finding that teachers generally neglected incorporating the two components 

of historical inquiry – critical assessment of historical sources and construction of 

historical narratives – may be accounted for by a couple of factors. It is important to 
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question the effectiveness of the summer workshop. All CiviConnections teachers had to 

attend a three-day workshop to learn about how to implement historical inquiry and 

community service-learning, but it may have been too short to teach how to implement 

all the important components of historical inquiry.  

It also suggests that teacher training programs should help teachers develop sound 

approaches to history teaching that focuses on historical interpretation and construction 

of historical narratives. Another possible factor is the program’s conflicts with the 

teachers’ prior training. It implies that social studies educators should focus on historical 

interpretation and construction of historical narratives in pre and in-service teacher 

education. Social studies teachers should be taught that history is about constructing a 

sound historical argument, involving critical analysis of historical evidence and a 

meaningful interpretation, not about collecting artifacts, storing information, and 

recalling facts. 

Finally, this study suggests a potentially fruitful area for further research in 

community service-learning. While assessing teachers’ practices, I found out from 

teachers’ interviews that the amount of time and the type of support provided by 

collaborating community agencies was one factor that influenced the size and the shape 

of their service projects. Further investigations regarding the factors that led to successful 

implementation of service-learning projects would provide useful information in 

designing and implementing community service-learning projects.  
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Abstract 

 
  

An investigation was conducted to examine teacher responses to the effectiveness of No 

Child Left Behind relative to instruction and student academic performance. This investigation 

yielded teachers’ reporting of accountability issues as they relate to No Child Left Behind and 

Curriculum Relevance. This study focused on three overarching questions:  (a) Does 

improvement in standardized test scores show better standardized testing strategies or 

improvement in student academic achievement? (b) Does the NCLB (2001) act encourage 

teachers to teach to the test at the expense of curriculum relevance? (c) Are students learning 

what is relevant to world experiences, and can they apply what they have learned? This 

researcher developed an online survey to collect data from teacher narratives and objective 

responses using a Likert scale. The sample included teachers of various grade levels and years of 

experience from Louisiana and Mississippi school districts. A frequency of response analysis 

revealed what teachers perceive as the effectiveness of No Child Left Behind in terms of student 

academic performance, instruction, and curriculum relevance. Narrative responses were analyzed 

as emerging patterns in teacher beliefs. Findings were reported based upon the frequency of 

responses to each survey question and personal narratives submitted by teacher respondents. The 

findings contributed to available literature related to No Child Left Behind and influence decision 

making relative to student achievement. 
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NCLB (2001) at the Crossroads:  

The Teacher’s Perspective of Accountability and Curriculum Relevance 
 

I have pondered often about the direction in which we are going in education specifically 

on a national level with regard to No Child Left Behind (NCLB). NCLB (2001) is the current 

direction for education which requires states to assess student performance in grades 3 through 8. 

What better time than now to assess where we are in terms of where we want to be relative to 

student learning and performance. Of particular interest are prevailing attitudes with regard to 

student learning, performance, and relevance. Three overarching questions propelled the focus of 

this study: (a) Does the improvement in standardized test scores show better standardized testing 

strategies or improvement in student academic achievement? (b) Does the NCLB (2001) act 

encourage teachers to teach to the test at the expense of curriculum relevance? (c) Are students 

learning what is relevant to world experiences, and can they apply what they have learned? In 

addition to these three compelling questions, what is it that we really want students to know and 

be able to do? Is it important that students become proficient in test taking, or is it more 

important that students be able to problem solve, think critically and creatively and take 

responsibility for their learning?   

Teaching to a Standardized Test 

Lewis (2007) reported from the Phi Delta Kappan’s Summit on Public Education that 

discussions on NCLB (2001) rested too much in the lap of test scores and not on performance 

outcomes for students such as “developing critical thinkers and future citizens” (p 354). Teachers 

have found that taking a standardized test in terms of student performance does little to 

contribute to creativity and innovation but instead, inhibits critical skills and innovation. In fact,  
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when asked about how effective NCLB (2001) was to helping student performance,11.48% of 

those responding indicated that NCLB (2001) was highly ineffective while 3.28% indicated that 

NCLB (2001) was highly effective in helping student performance (see Table 1). In the past, 

teachers were careful not to say that they were indeed teaching to the test. They knew that 

teaching to the test was wrong, but were doing it behind the scenes so to speak. It seemed that 

there was more tolerance for the idea and teachers readily admitted that they taught with the 

standardized test in mind. With school accountability so strongly tied to student performance, 

how could they not teach with the standardized test in mind? 

As teachers have become more accepting of the idea of teaching to a standardized test, 

they have become better at recognizing skills students need to be successful standardized test 

takers. They have become better at designing lesson plans and crafting class activities so that test 

taking skills are mastered by students. Viadero (2007) cited a study a three year study conducted 

by the Rand Corporation that reported that teachers were making changes in the classrooms 

indicated by a focus on standards and effective teaching strategies. Viadero further asserted; 

however, that teachers are spending more instructional time teaching testing strategies rather 

than focusing on subject content.  In light of the NCLB (2001) requirement that schools make 

adequate yearly progress (AYP), can we blame the schools for becoming obsessed with 

including test taking strategies that enhance student performance on standardized tests in their 

daily lesson plans? Lewis (2007) reported that educators, some in poorly performing schools, felt 

that they had few options other than conducting test-taking drills. Is there something wrong with 

using textbook publisher designed tests that mimic standardized questions or that teach testing 

strategies so that students become more familiar with standardized test format? What are  
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students learning when teachers use such testing helps? Who qualifies to assign culpability when 

schools are pressured to achieve AYP? Although there are negative consequences when schools 

do not show progress in the form of negative publicity, there are some positive incentives for 

teachers to do whatever is necessary to help their schools achieve adequate yearly progress. For 

example, a North Carolina district had upped the ante in teacher salary to $14,000 more a year if 

their students’ state test performance improved. In addition, North Carolina is offering bonuses 

to national board certified teachers. Generally speaking, schools were encouraged to apply for 

grants to enhance their curriculum, implement professional development, and hire additional 

personnel; however, we do not find schools taking advantage of these opportunities consistently. 

In spite of these interventions to help schools, making certain that all children have 

equitable opportunity to learn remained an issue. In its recommendation for reauthorization of 

NCLB (2001), the Council for Exceptional Children (2007) advocated the idea that the 

achievement gap could be closed by holding the educative community accountable to providing 

a quality education for all. It would seem that there is no one of sound mind would disagree that 

America’s schools are in need of improvement in curriculum, administrative leadership, teacher 

quality and also need to increase parental involvement. In fact, a report authored by the Center 

on Education Policy (2007), which monitors the progress of NCLB (2001) in our schools, 

supported the notion that schools are focusing more on curriculum and instruction alignment 

with assessment.  

Teaching for Meaning to Achieve Relevance 

The close monitoring of the progress of NCLB (2001) by the Center on Education Policy 

(2007) in relation to the progress of schools has focused a spotlight on education reform. In fact,  
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one of the positives to emerge from NCLB (2001) legislation was the highlighting of teacher 

quality in terms of student learning. This emphasis has encouraged educators to look at whether  

they are actually promoting meaning or providing opportunity for students to find relevance in 

the learning process. Speaking to teacher quality, Csikszentmihalyi & McCormack (1986) found 

that students described influential teachers as those who fostered enthusiasm for their subject 

content, for learning in general and showed effective teaching strategies. These teachers as 

described by the authors were teachers of classroom environments where students learned.  

Generally speaking, teachers were aware that students needed to find meaning in what they 

learned and  what students learned was not for the purpose of regurgitating test information but, 

for future practical application. Drake and Burns (2004) reported two strategies to ensure 

relevance in the classroom: set the learning in a local context and begin with student generated 

questions. In addition, the authors asserted that those involved in planning curriculum must be 

cognizant that the best learning opportunity occurred when students found relevance to their 

lives.  

Teaching, Learning, and Relevance 

As we keep the assertion of relevance in mind, there are two points to consider when 

examining teaching for meaning. First of all, with the focus on test strategies and average yearly 

progress, teachers questioned whether they could afford the time to teach for meaning which 

would require them to become intermediaries for thinking for their students rather than 

disseminators of facts and test strategies. Secondly, teachers were adequately prepared to 

effectively plan and execute learning experiences that fostered meaning or at least helped  
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students achieve success (see Table 2). Consequently, teachers found themselves in an ongoing 

dilemma between accountability and making the curriculum relevant to their students. 

The crescendo of this dilemma has transformed the passion of teaching into a task of 

shepherding reluctant students through the rituals of instruction and assessment. To seek 

teachers’ perspectives in terms of accountability and relevance, I asked them to provide 

demographics and respond to basic questions about NCLB (2001) in relation to student academic 

achievement. Figure 1 was the survey sent to Louisiana and Mississippi teachers via email. Data 

collected by researcher observations and teacher surveys indicated interviewing that  they 

seemed to have lost the passion and fun of teaching, passion for their subject matter, and find 

themselves at a quandary as to how to recapture and to bring rich experiences of learning back to 

their classrooms. Loss of passion was not to convey that teachers do not possess content 

knowledge or pedagogical content knowledge. Survey results showed that 89.52% reported that 

they felt effective or highly effective in preparing their students to achieve in the subject they 

teach; while 60% reported that NCLB (2001) was ineffective or highly ineffective in improving 

overall student achievement (see Table 2 and Table 3).   

In terms of passion, Fried (1995) addressed this notion asserting that the passionate 

teacher was one who was compelled by ideas and issues that influence today’s world and who 

was drawn toward the creativity of the young people they taught. Further, Fried asserted that 

when teachers brought their passion for learning and their life experiences into the classroom, 

they could disintegrate the apathetic atmosphere and apathetic mood of their students. From 

comments made by these teachers, this loss of passion or excitement was attributed to several 

different factors that might include but not limited to apathy of students and parents, lack of  
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support from the administration, feelings of isolation, and  pressure from accountability 

requirements. Survey results showed a split in terms of teacher report of how effective NCLB 

(2001) has been in improving teacher quality (see Table 4). Fifty two percent felt that NCLB 

(2001) was ineffective or highly ineffective at improving teacher quality; while nearly 48% felt 

NCLB (2001) was effective or highly effective in improving teacher quality (see Table 4). 

Teachers felt that they did not have the time to implement fun activities in their lessons because 

of the approaching time to administer the high stakes test was ever looming. Teachers found  

themselves at a lost as to how to reach students. Students accustomed to instant gratification 

become bored fairly quickly if they did not find parallels in the classroom with the pace of their 

world—a world that bombarded them with the fastest, coolest, and most current high tech 

entertainment which stimulated their tactile, audio, and visual senses. Survey response revealed 

that teachers that NCLB (2001) was effective in helping them become cognizant of the learning 

needs of minority students and students from low income families. Of the 125 teachers who 

responded to the survey question, 58.87% reported that they felt that NCLB (2001) was 

ineffective or highly ineffective and 41.13% felt that NCLB (2001) was effective or highly 

effective (see Table 5). 

 Unless the students were passionately engaged in meaningful learning activity, no 

learning or the sort of learning students needed rarely occurred. So, when teachers engaged 

students in test taking strategies isolated from what students needed to improve their critical and 

creative thinking, or problem solving skills, the classroom became a struggle between the will of 

the teacher to teach from a curriculum mandated by state and federal agencies and the will of the  
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student who saw no connection to what he or she was to learn and the relevance of such 

knowledge. 

Asserting the idea of a “slow school movement” that emphasizes  measurability of 

processes and results, Holt (2002) stated that “ a commitment to standards in reforming schools 

created a system of schools geared to the product—test results—and not to the process of 

creating educative experiences” (p 268).Teachers must take on the burden to teach for meaning 

and create a learning atmosphere where students “see where their ideas and energies might take 

them, to follow their curiosity and intuition to useful places” (Fried, 1995).  Did teachers feel  

that they are effective in aligning their instruction to satisfy the commitment to standards and 

assessment? According to those who responded to the survey question (n=124), 92.74% reported 

that they felt effective or highly effective in aligning their instruction with standards and 

assessments (see Table 6). 

A Teaching Perspective 

After a study of first and fourth grade teachers in six states, Allington (2002) identified 

six characteristics of exemplary teaching of reading that bears reviewing in terms of the positive 

impact on teaching. What I found significant about Allington’s study was that the concept behind 

each characteristic could be easily applied to teaching at any grade level and could be applied to 

other subject areas. Briefly he found six characteristics he called the six T’s: a) Time--suggesting 

that exemplary teachers applied half of the instructional day for actual reading and half for 

writing; b) Texts—indicating that students need a plethora of books appropriate for their reading 

ability to achieve fluency and accuracy; c) Teaching—fostering active instruction that allowed 

for teacher demonstration of effective reading habits; d) Talk—involving classroom verbal  
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interaction between the teacher and student and between student and student to help students 

visualize thinking activity; f) Tasks—implementing longer student assignments that focused on 

quality of the assigned task as opposed to shorter assignment. Allington suggested that students 

benefited from a longer focus on an assignment that held their attention than on several multiple 

assignments; and g) Testing—awarding grades for effort and improvement rather than 

achievement outcome. Clearly, these six characteristics were not exclusive to first and fourth 

grade teachers and were not exclusive to one subject area. It would appear that students could 

benefit from the instructional expertise of an exemplary teacher as described by the Allington  

study. These six characteristics if employed by all teachers showed a positive impact on 

students’ performance and on state achievement tests. By employing Allington’s  six T’s and 

helping students to see the relevance of the subject content, all students will learn what is 

important, find relevance, and apply what was learned.  

Methodology 
 

This study examined teachers’ perception of the impact of No Child Left Behind NCLB 

(2001) on their attitude toward student achievement and what they perceive as the influence on 

teaching and learning. The study was non-experimental in that the independent variables were 

not manipulated.  

Sample 

 The sample of convenience was composed of north Louisiana and Mississippi certified 

public school teachers whose email addresses were part of the public domain. An electronic 

survey was sent via their email addresses requesting that they voluntarily complete the survey  
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which sought to determine their experience and perception of the effects of No Child Left 

Behind on teaching and learning. The survey required demographics information, highly 

qualified status, the primary teaching assignment, highest degree earned, path to certification, 

and number of years experience. Tables 7-11 showed responses to demographics. Some email 

addresses were inactive; consequently I did not anticipate that there would be 100% 

participation. Data were collected and a frequency analysis of responses was tabulated. 

Conclusions were drawn only from the pattern of responses given.  

Instrumentation and Procedure 

The researcher developed a survey to collect data from teacher narratives  

and objective responses using a Likert scale. The sample included teachers of various grade 

levels and years of experience from Louisiana and Mississippi school districts. A frequency of 

response analysis revealed what teachers perceive as the effectiveness of No Child Left Behind in  

terms of student academic performance, instruction, and curriculum relevance. Narrative 

responses were analyzed as emerging patterns in teacher beliefs. Findings were reported based 

upon the frequency of responses to each survey question and personal narratives submitted by 

teacher respondents. Data were recorded on line using Question Pro, an online survey generator 

and data collection electronic process.   

Discussion and Conclusions 
 

This study made an earnest attempt to address three major questions in terms of student 

achievement and No Child Left Behind: (a) Does improvement in standardized test scores show 

better standardized testing strategies or improvement in student academic achievement? (b) Does 

the NCLB (2001) act encourage teachers to teach to the test at the expense of curriculum  
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relevance? (c) Are students learning what is relevant to world experiences, and can they apply 

what they have learned? Teachers’ responses to the survey showed varied perspectives, but one  

perspective rang clear among the respondents—No Child Left Behind has not had the effect on 

student learning touted by its proponents. In fact when asked which aspects of NCLB (2001) 

were least effective in terms of student achievement and performance, 32.57 % of the 

respondents reported that the requirement to assess students using a standardized test was least 

effective (see Table 12). Their general overall position on the effectiveness of NCLB (2001) on 

student achievement indicated that 56.1% of teachers felt that NCLB (2001) was ineffective or 

highly ineffective (see Table 13). Teachers were aware of the types of strategies that must be 

employed to develop a classroom environment that addresses learning that is meaningful and 

relevant. Teachers felt effective in preparing their students to be successful in the subject areas 

they teach.  

 In light of what was found in this study, continued focus must be placed on the notion of 

relevance. Unless students clearly find the relevance of what is to be learned in the classroom 

with what they will be required to do in the real world, no learning can occur. If students do not 

learn and can not apply what they learn, the disconnect between learning and application will 

remain. 
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Table 1  
 
Survey Question 9 (n=122) 
 
How effective is testing students more often as required by NCLB helping student performance?  
 

 
  
 
 

 
 

N 

 
 

% 

   

Highly Ineffective 14 11.48     
Ineffective  58 47.54     
Effective  46 37.70     
Highly Effective 4 3.28     

        
    Mean 

2.33 
Standard 

Dev 
0.72 

Variance 
0.52 

 
 
Table 2 
 
Survey Question 7 (n=124) 
 
 
As a teacher, how effective do you feel in preparing your students to achieve success in your 
subject area?  

   
N 

 
% 

   

Highly Ineffective 6 4.84     
Ineffective  7 5.65     
Effective  71 57.26     
Highly Effective 40 32.26     

        
    Mean 

3.17 
Standard 

Dev 
0.74 

Variance 
0.55 
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Table 3 
 
Survey Question 6 (n=125) 
 
 
How effective has NCLB (2001) been in improving overall student achievement or performance? 

   
N 

 
% 

   

Highly Ineffective 16 12.80     
Ineffective  59 47.20     
Effective  44 35.20     
Highly Effective 6 4.80     

        

  
 Mean 

2.32 
Standard 

Dev 
0.76 

Variance 
0.57 

 
 
Table 4 
 
Survey Question 5 (n=124) 
 
 
How effective has NCLB (2001) been in improving teacher quality?  

   
N 

 
% 

   

Highly Ineffective 16 12.90     
Ineffective  49 39.52     
Effective  49 39.52     
Highly Effective 10 8.06     

        
    Mean 

2.43 
Standard 

Dev 
0.82 

Variance 
0.67 
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Table 5 
 
Survey Question 10 (n=125) 
 

 
How effective has NCLB (2001) been in helping you to become more aware of the learning 
needs of students from low income families and minorities?  

   
N 

 
% 

   

Highly Ineffective 17 13.71     
Ineffective  56 45.16     
Effective  42 33.87     
Highly Effective 9 7.26     

         
    Mean 

2.35 
Standard 

Dev 
0.81 

Variance 
0.65 

 
Table 6 
 
Survey Question 8 (n=124) 
 
 
In your experience, how effective do you feel in aligning instruction with standards and 
assessments?  

   
N 

 
% 

   

Highly Ineffective 2 1.61     
Ineffective  7 5.65     
Effective  72 58.06     
Highly Effective 43 34.68     

        
    Mean 

3.26 
Standard 

Dev 
0.64 

Variance 
0.40 
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Table 7 
 
Teacher Status (n=125) 
 

 
Qualifications 

 
N 

 
% 

   

Highly qualified 111 88.80     
Not highly qualified 10 8.00     
N/A  4 3.20     

        
    Mean Standard 

Dev Variance 

    1.14 0.43 0.19 
 

 
Table 8 
 
Primary Teaching Assignment (n=124) 
 
  

N 
 

% 
   

Special Education 
Classes 19 15.32     

Regular Education 
Classes 92 74.19     

Both  13 10.48     
        

    Mean Standard 
Dev Variance 

    1.95 0.51 0.26 
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Table 9 
 
Years in teaching (n=125) 
 

  
  N  

% 
   

0-1 year  4 3.20     
1-5 years  25 20.00     
6-10 years  20 16.00     

Over 10 
years  

 

76 60.80  

  
 
 

 

 
 
 
 

        
   Mean Standard 

Dev 
Variance 

    3.34 0.91 0.82 
 
 
Table 10 
 
Highest Degree Earned (n=125) 
 
  

N 
 

% 
   

Bachelors  71 56.80     
Masters  46 36.80     
Specialist  6 4.80     
Ed.D/Ph.d  2 1.60     

        
   Mean Standard 

Dev 
Variance 

    1.51 0.67 0.45 
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Table 11  
 
Path to Certification (n=125) 
 

  
N 

 
% 

   

Four-year Undergraduate 
Degree 86 68.80     

Alternate Certification 27 21.60     
Out of State of LA 7 5.60     
Other  5 4.00     

        
    Mean 

1.45 
Standard Dev 

0.78 
Variance 

0.60 
 

Table 12 
 
Survey Question 11 (n=218) 
 
Which aspect(s) of NCLB (2001) do you feel is/are least effective in terms of student 
achievement and performance?   

   
N 

 
% 

   

Requirement to become 
highly qualified 42 19.27     

Special education 
teachers/ role in NCLB 
(2001) 

34 15.60  
   

State requirement to 
assess students using a 
standardized test 

71 32.57  
   

Federal funding 42 19.27     
Administrative support 29 13.30     

        
    Mean 

2.92 
Standard 

Dev 
1.29 

Variance 
1.65 
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Table 13  
 
Survey Question 1 (n=125) 
 
 
What is your general overall position on the effectiveness of the NCLB (2001) legislation on 
student achievement?  

   
  

         N 
 

% 
  

Highly Ineffective 14 11.38     
Ineffective  55 44.72     
Effective  49 39.84     
Highly Effective 5 4.07     

        
    Mean Standard Dev Variance 
    2.37 0.74 0.55 
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Abstract 
 

Student retention until graduation is a major concern of institutions of higher education. The 
attrition rate is very high with more than 40% of the students leaving before graduation. This has a major 
impact on the lives of students as well as on the institutions. This study was designed to assess the 
perceived effectiveness of institutional initiatives designed to increase the likelihood of retaining students 
until graduation in two-year technical colleges. Data were gathered from a convenience sample of 
administrators and student services personnel within the technical colleges and community-technical 
colleges within the State of Minnesota. A review of the literature was conducted to develop a tentative list 
of 62 initiatives that have been used to increase the likelihood of student retention. The list was sent out to 
the administrators and student services personnel for review. One-hundred and sixty-seven administrators 
and student services personnel from 25 campuses responded and the list was increased to 147 based on 
their input.  The final list of initiatives was included in a second survey instrument and sent out to those 
who responded to the first survey that indicated they would participate in the second. It asked participants 
to indicate their perceptions of the effectiveness of each initiative and the amount of effort their institution 
devoted to each. Sixty-eight participants from the first survey responded to the second survey and 
provided complete data. 

The study yielded a rank-ordered list of initiatives in terms of perceived student retention 
effectiveness. It revealed a high correlation between the perceptions of administrators and student services 
personnel indicating substantial agreement between the two groups. For those that actually used an 
initiative, it showed a high correlation between the extent of effort devoted to an initiative and their 
perception of its effectiveness. Those who used an initiative tended to rate an initiative as more effective 
than those who did not. This study produced information that can be used by technical colleges to select 
and create student retention initiatives with maximal probabilities of effectiveness. The study was limited 
by data being gathered only within the State of Minnesota and the use of a convenience rather than a 
random sample. 
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Introduction 
 
Retaining students to graduation in postsecondary programs is essential to the realization of the full 
benefits of higher education. Retention rates for higher education students continues to be a concern of 
college administrators and other academic professionals. Studies of retention have reported somewhat 
varying results but they all show a major problem. Tinto (1993) reported that “seventy-five percent of 
these students drop out in the first 2 years of college, and an institution can expect that 56% of a typical 
entering class cohort will not graduate from that college. A longitudinal study by the U.S Department of 
Education (Horn and Carroll, 1998) produced data from a 1989 to 1998 cohort of beginning 
postsecondary students for all types of postsecondary institutions. Thirty percent of students who first 
enrolled in 1989-90 left before the beginning of their second year. This phenomenon was shown to be 
particularly severe in the 2-year colleges. Students who began in public 2-year institutions were much 
more likely to leave during their first year and were less likely to return than those who began in 4-year 
institutions. Sixteen percent of students enrolled in the 4-year institutions left, while 42 percent of 
students in the 2-year institutions did so (p. 45).  
 
Such attrition has substantial consequences for both the students and the institutions. Silverberg, M., E. 
Warner, M. Fong, D. Goodwin (2004) discussed the degree to which retention to graduation in college 
programs benefits students economically. The study found that some postsecondary vocational 
participants benefit from a year’s worth of vocational course-taking even without attaining a credential. 
However, much higher economic rewards went to those who earn a degree or certificate; female 
associate’s degree holders, for example, earn 47 percent more than similar students with a high school 
degree and males earn 30 percent more (p. 116). Societal rewards of education are in large part 
conditional on earning a college degree. Individuals invest time and resources in their education with the 
expectation of some future rewards. Without the degree, the rewards tend to not be attained. Social 
mobility, as defined by changes in occupational status and income, is inextricably linked to postsecondary 
education in modern American society (Pascarella & Terenzini 1991).  
 
There are also consequences for institutions of higher education. Habley (2004) indicated: “The 
costs to institutions of student attrition are several, including loss of future tuition and fees, loss 
of faculty lines, and increased recruitment costs” (p. 4). Porter (2003) found that other costs to 
institutions include loss of potential students due to college rankings in such publications as 
Peterson’s and U.S. News and World Report which focus on statistics such as student retention 
and graduation rates (p. 53). Over the past decade, accountability demands from state 
legislatures and accreditation bodies have also been increasing.  
 
In some cases retention rates can affect Federal funding. For example, in career and technical education, 
retention is a federal condition for states to receive funds through The Carl D. Perkins Career and 
Technical Education Improvement Act (2006). The act lists the following as one of the core indicators of 
state performance as part of the postsecondary accountability system for receiving funds: “Student 
retention in postsecondary education or transfer to a baccalaureate program” (p. S.250 - 15).  
 
With increasing pressure on institutions to retain students, there is growing awareness that there are 
measures which they can take to improve retention. “Institutional policies and practices affect rates of 
student retention and institutions are far from helpless when it comes to creating programs and 
environments that attract or repel students” (Bean & Bogdan, 2001, p. 73).  
 
Tinto (1993) developed a model which focused on student retention. “It is structured to allow institutional 
planners to identify those elements of the institutional environment, academic and social, which may 
interfere with degree completion. In permitting such identification the model is intended to enable the 
institutional officials to ask the question, “How can the institution be altered to enhance retention on 
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campus?” (p. 113). Tinto also suggested that theory be formulated based on “policies which are sensitive 
to individual and institutional differences. But as we do so, we must remind ourselves that policy is best 
founded on knowledge of the specific individuals and institutions for which the policy is intended.” (p. 
72) 
 
This study was designed to provide information useful in answering this critical question, What retention 
practices have been found to be effective in maximizing retention in 2-yr technical colleges? 
 

Methodology 
 
This was a two stage survey study. Data for both stages were gathered through the mail, emails, and 
personal interviews with those who would not respond to mail or email surveys but would respond to an 
interview. Data were gathered during 2005 and 2006. 
 
First Survey 
 
First a review of the literature was conducted to identify retention initiatives used by all types of 
institutions of higher education. Review data were summarized into a 62 initiative list. Those initiatives 
were incorporated into a first survey which was sent to a convenience sample of two year technical 
college program administrators and student services personnel from 25 colleges within Minnesota. The 
technical colleges in this study were not residential colleges.   
 
Program administrators and student services personnel were selected to participate in the study because 
each has different but overlapping roles and responsibilities in retaining students to graduation. 
Administrators tend to approach student retention as part of a larger concept of enrollment management. 
(Smith, 2001). Student services personnel play a key role in adult student retention by providing 
appropriate counseling and other supportive programs (Martin and Sheckley, 1999).  
 
Sample members were asked to review, edit, and suggest additions to the initiatives on the list. Results 
were obtained from 167 individuals. Data from the two groups were combined and after editing and 
removing redundancies, 147 initiatives were included in the final list of retention initiatives which might 
be useful for two year technical college programs. 
 
Second Survey 
 
The 147 initiatives were incorporated into a second survey instrument which asked respondents to rate 
their perceptions of the effectiveness of each initiative and their perceptions of the effort their institution 
devoted to each initiative. The second survey sample consisted of 135 participants from 19 colleges who 
participated in the first survey and indicated they were willing to complete the second survey and who 
were still employed by the technical colleges. Of the 135 remaining available participants, 68 returned 
completed surveys. Thirty were returned by administrators and 38 were returned by student services 
personnel. This represented a final return rate of 50.3 percent to the second survey.  
 
All participants were asked to rate their perception of the effectiveness of each initiative on a five-point 
Likert scale with 5 = exceptionally effective, 4 = very effective, 3 = effective, 2 = moderately effective, 
and 1 = ineffective. If a participant was employed in an institution that actually used an initiative, the 
person was asked to rate her/his perception of the amount of effort the institution devoted to the initiative 
on a four-point Likert scale with 4 = exceptional effort, 3 = adequate effort, 2 = moderate effort, and 1 = 
minimal effort. The second survey also gathered demographic data verifying employing institution and 
position held. 
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Study Questions and Results 
 
This study addressed six questions related to the effectiveness of each initiative, the effort devoted to each 
initiative, the relationship between perceptions of the effectiveness of the initiatives and the effort devoted 
to them, and the similarity in the perceptions of administrators and student services personnel. Each of the 
questions is presented along with findings related to the questions. 

 
Question 1: What student retention initiatives are used in the Minnesota technical colleges? 
 
The answer was generated through the first survey. The purpose of this question was to identify a 
comprehensive list of alternative student retention initiatives used by the technical colleges. The result 
was the list of 147 initiatives presented in Table 1. 
 
Question 2: Which student retention initiatives are perceived as the most effective in Minnesota technical 
colleges? 
 
The answer to this question was generated by combining the perceived effectiveness data from the 
administrators and student services personnel and calculating a combined mean rating for each initiative. 
Effectiveness was rated on a five-point Likert scale with 5 = exceptionally effective, 4 = very effective, 3 
= effective, 2 = moderately effective, and 1 = ineffective. The mean ratings for each group and the 
combined rating are also presented in Table 1 along with the rank orders of the initiatives based on the 
combined effectiveness ratings. A mean rating of 3.5 or above was considered as indicating an initiative 
was very effective. Ninety-eight of the initiatives were considered to be very effective by the combined 
groups, 48 were considered effective (rating between 3.49 and 2.5), and 1 was considered to be 
moderately effective (below 2.5). These data suggest that there is a wide range of initiatives which might 
be used to help improve student retention in the technical colleges. 
 
Question 3: Is there a difference in perception of effectiveness of student retention initiatives between 
administrators and student services personnel in Minnesota technical colleges? 
 
This question was answered by correlating the initiative mean effectiveness ratings between the 
administrators and student services personnel. The Pearson correlation was .77, indicating that the two 
groups perceived the effectiveness of the various initiatives similarly.  
 
The correlation analysis was followed up with an analysis of group rating differences for each initiative. 
That analysis was done by conducting a t-test of the differences between the mean ratings of the two 
groups. Nineteen initiatives were found to be rated significantly different on effectiveness by the two 
groups. Those on which the groups significantly differed at the .05 level are shown in Table 1 with an 
asterisk (*) in front of the total mean rating.  In all cases student services personnel mean ratings for 
effectiveness were higher.   
 
Question 4: What amount of effort is perceived to be devoted to implementing student retention initiatives 
in Minnesota technical colleges? 
 
Data on effort were only gathered from administrators and student services personnel who actually used 
the initiatives in their colleges. The answer to this question was generated by combining the perceived 
effort data from the administrators and student services personnel and calculating a combined mean rating 
for each initiative. The mean ratings for each group and the combined rating are also presented in Table 2 
along with the rank orders of the initiatives based on the combined effort ratings. Initiatives were rated on 
a four point scale with 4 = exceptional effort, 3 = adequate effort, 2 = moderate effort, and 1 = minimal 
effort. One initiative was rated at the exceptional level (3.5-4). One hundred and seven were rated at the 
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adequate level (2.5-3.49). Thirty-nine were rated at the moderate level (1.5-2.49). No initiatives were 
rated at the effort level minimal. This suggests that the technical colleges are actually using a wide range 
of retention initiatives and that they are devoting substantial effort to them. 
 
Question 5: Is there a difference in perception of the amount of effort devoted to implementing student 
retention initiatives between administrators and student services personnel? The mean ratings of 
perceived effort from administrators and student services personnel who used the initiatives were 
correlated. The Pearson correlation was .67.  This correlation again indicated substantial agreement 
between the administrators and student services personnel. 
 
T-tests were also calculated between the college administrators and student services mean scores to 
determine if there were any statistically significant differences between college administrators and student 
services personnel on specific initiatives. Fifteen initiatives were found to be rated significantly different 
between the two groups on effort. Those on which the groups significantly differed at the .05 level are 
shown in Table 2 with an asterisk (*) in front of the total mean rating. In all cases student services 
personnel mean ratings for effort were higher.  
 
Question 6: What is the relationship between perceived effectiveness and perceived effort? 
 
The mean ratings for effort and effectiveness of those who actually used the initiatives were correlated. 
The Pearson correlation was .84, indicating a substantial relationship between there perceptions of the 
effectiveness of initiatives and the effort they devote to them. 
 

Conclusions 
 
The results of this study can provide useful information to technical colleges interested in improving 
student retention, which is seen as a major problem facing the colleges. Although this study was limited 
by data being gathered only within the State of Minnesota and the use of a convenience rather than a 
random sample, it can provide insights into what others believe are useful alternatives. This study 
identified 147 different possible retention activities of which all but one were perceived to be effective or 
very effective. The mean ratings and rankings of perceived effectiveness and effort provide indices for 
comparing the retention options and possibly maximizing the impact of future investments.  
 
The study revealed that there was a substantial agreement in the judgments of administrators and student 
services personnel regarding which initiatives are most effective and the amount of effort devoted to the 
various initiatives. This agreement between the two groups most involved with selecting and 
implementing retention initiatives implies they should be able to work together to achieve common 
retention goals.  
 
There was also substantial agreement between the initiatives perceived to be most effective and the 
amount of effort devoted to them. This suggests that those initiatives perceived to be most effective also 
receive the most effort.  
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Table 1 
Initiative Effectiveness 

 
Effect    Initiative Effectiveness             Mean    Mean    Mean 
Rank                    Total     Adm.    Stud.Serv. 

Very Effective Initiatives  
 

1 Collaborate with industry to create internships for students in their chosen field              * 4.4 4.2 4.6 
2.5 Provide appropriate disability accommodations                 * 4.2 4.0 4.4 
2.5 Provide mandatory new student orientation     4.2 4.0 4.3 
6.5 Use initial basic skills assessment scores to require students to take developmental 

coursework before enrolling in program courses     4.1 4.1 4.2 
6.5 Require students to meet with advisor prior to registering each semester  4.1 4.0 4.3 
6.5 Advocate students with disabilities to seek disabilities services   4.1 3.9 4.2 
6.5 Offer individual academic counseling by student services for students who are  

having academic difficulty       4.1 4.0 4.2 
6.5 Counsel students about program options prior to enrollment based on student’s  

goals/interests        4.1 3.9 4.2 
6.5 Adequately fund student services functions/programs such as counseling, tutorial  

and academic support services      4.1 3.9 4.2 
13.5 Plan and facilitate events to provide opportunities for prospective students to 

interview with technical faculty and some current students prior to admission  4.0 4.1 4.0 
13.5 Assess basic skills of prospective students     4.0 4.0 4.0 
13.5 Provide high school students with information sessions regarding admission to  

colleges/financial aid sessions      4.0 4.0 4.0 
13.5 Offer developmental courses in the summer     4.0 3.9 4.0 
13.5 Provide counseling services for students having difficulty adjusting to college life          * 4.0 3.7 4.2 
13.5 Conduct one-on-one mid-semester instructor/student interviews with each advisee 4.0 4.2 3.8 
13.5 Identify basic skills prerequisites for each technical program   4.0 4.0 4.0 
13.5 Provide tutoring in technical class areas that includes lab work   4.0 3.8 4.1 
22 Monitor attendance and contact students who are absent from class a predetermined  

number of days        3.9 3.8 4.0 
22 Arrange for field trips in student’s career field     3.9 3.8 3.9 
22 Provide student peer tutoring       3.9 3.6 4.1 
22 Sponsor the organization of program based student groups/clubs   3.9 4.0 3.8 
22 Arrange for speakers from industry to address students    3.9 3.8 3.9 
22 Schedule general education and general studies courses to accommodate technical  

program scheduling                    * 3.9 3.6 4.1 
22 Contact students on academic probation for updates on their progress   3.9 3.7 4.0 
22 Continually improve lab areas      3.9 3.8 3.9 
22 Establish an emergency loan fund for students     3.9 3.7 3.9 
38.5 Offer academic tutoring for basic skills e.g. math, reading, computer and writing  

skills to prospective students prior to admission     3.8 3.9 3.8 
38.5 Assess non-native English speakers and provide ESL courses to those students 

needing this instruction       3.8 3.8 3.8 
38.5 Maintain an effective referral network in the community e.g. social service agencies 3.8 3.6 4.0 
38.5 Develop financial support systems through college foundations   3.8 3.9 3.8 
38.5 Assign staff/faculty mentors to incoming students for the purpose of providing  

support, information, and referrals to college services    3.8 3.7 3.9 
38.5 Provide up to date, attractive learning facilities     3.8 3.9 3.7 
38.5 Require faculty to periodically return to the occupation they teach to upgrade skills  

and investigate trends in the occupation      3.8 3.8 3.8 
38.5 Improve essential student service facilities such as bookstores, cafeterias, coffee  

shops, copy center, vending, food service, commons    3.8 3.8 3.8 
38.5 Technical faculty provide feedback to students and student services regarding  

academic progress at midterm of the initial program semester/quarter   3.8 3.7 3.9 
38.5 Counsel students on setting priorities regarding credit-load demands and  

employment hours        3.8 3.5 4.0 
 
* Significant difference in the mean ratings of perceived effectiveness between the administrators and student services personnel    
at the .05 level.
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Rank    Initiative Effectiveness            Mean    Mean    Mean 
                    Total     Adm.    Stud.Serv. 
 
38.5 Provide opportunities for students to network with people in their chosen field  3.8 3.6 3.9 
38.5 Design new student orientation that is specific to the chosen field of study  3.8 3.9 3.7 
38.5 Develop sources of funding for purchase of latest  (most up-to-date) equipment in  

the field         3.8 3.8 3.8 
38.5 Organize course specific student study groups led by students who have  

successfully completed the course      3.8 3.6 3.9 
38.5 Require faculty to successfully complete coursework in the profession of teaching 3.8 3.6 3.9 
38.5 Offer general education courses through distance  education e.g. online, ITV, off-site 3.8 3.7 3.8 
38.5 Improve student service facilities for one-stop shopping – financial  

aid/advising /registration       3.8 3.6 3.9 
38.5 Train technical faculty to provide academic advising to students   3.8 3.8 3.8 
38.5 Use cooperative/collaborative learning techniques in the classroom   3.8 3.6 3.9 
38.5 Create student friendly spaces for students to hang out” and interact with each other 3.8 3.6 3.9 
38.5 Promote services for students with behavioral and personal problems   3.8 3.5 3.9 
38.5 Assist students with budgeting and financial planning for education   3.8 3.6 3.9 
38.5 Increase merit and need-based student financial aid    3.8 3.5 3.9 
38.5 Conduct teaching effectiveness evaluations of all faculty    3.8 3.7 3.8 
57.5 Schedule technical faculty that have a proven retention record to teach first  

courses of the program       3.7 3.8 3.7 
57.5 Counsel all first term students individually to ask if  they are having any 

issues/concerns re: their program and discuss measures to help them succeed  3.7 3.6 3.8 
57.5 Perform institution-based statistically valid retention studies that follow students  

throughout their academic careers      3.7 3.7 3.8 
57.5 Provide professional development workshops for staff related to retention issues 3.7 3.6 3.8 
57.5 Design a college success program which includes mandatory study skills courses 3.7 3.7 3.7 
57.5 Include current students as well as graduates on advisory committees   3.7 3.6 3.7 
57.5 Inform students about the availability of crisis counseling services               * 3.7 3.3 4.0 
57.5 Review retention data annually with faculty     3.7 3.6 3.8 
57.5 Develop specific retention models for each program    3.7 3.5 3.8 
57.5 Provide for student participation in organizational decision making  

e.g. student government                   * 3.7 3.3 4.0 
57.5 Provide shadowing program to enable students to explore their field of study  3.7 3.6 3.7 
57.5 Encourage students to participate in study skills courses    3.7 3.6 3.8 
57.5 Develop specific retention goals for each program    3.7 3.4 3.9 
57.5 Design a process that reinforces to students on a weekly basis telling them what  

they have learned and how that learning will be used in the future   3.7 3.6 3.7 
73.5 Provide institutional funding targeted specifically to retention activities  3.6 3.4 3.8 
73.5 Survey students to learn what attracted/convinced them to enroll   3.6 3.5 3.8 
73.5 Collaborate with area high schools to improve the readiness of prospective 

 students to succeed in occupational programs     3.6 3.5 3.8 
73.5 Provide standardized tests that assess the correlation between students, interests  

and abilities with specific occupations      3.6 3.5 3.8 
73.5 Develop a method for assessing the effectiveness of faculty to student  

academic advising        3.6 3.6 3.7 
73.5 Design content of general education courses to specifically address occupational 

program subject matter contexts      3.6 3.5 3.7 
73.5 Access community funding resources, workforce centers, department of  

rehab services        3.6 3.5 3.7 
73.5 Students evaluate faculty each semester      3.6 3.6 3.6 
73.5 Provide orientation programs for parents or advocates of new students  3.6 3.4 3.8 
73.5 Provide tutoring for occupational courses using practitioners of specific occupations 3.6 3.4 3.8 
73.5 Limit faculty/student ratios       3.6 3.4 3.8 
73.5 Track demographics of those recruited students who actually begin programs  3.6 3.7 3.6 
73.5 Limit number of credits taken by probationary students    3.6 3.4 3.7 
73.5 Offer courses evenings and weekends      3.6 3.5 3.6 
73.5 Advise technical instructors of pre-admission skills assessments of the students 

in their classes        3.6 3.6 3.6 
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Rank    Initiative Effectiveness           Mean    Mean    Mean 
                    Total     Adm.    Stud.Serv. 
 
73.5  Develop a faculty to faculty mentoring program for new faculty during  

probationary term        3.6 3.5 3.7 
73.5 Assign peer mentors to incoming students for the purpose of providing support,  

information, and referrals to college services     3.6 3.4 3.7 
73.5 Require students with low basic skills assessments scores to take developmental  

coursework concurrent with program courses     3.6 3.5 3.6 
90.5 Design and offer orientation sessions that demonstrate and showcase what  

career and technical education is and why it is important to the student and the  
economy         3.5 3.5 3.6 

90.5 Create a formal retention committee      3.5 3.3 3.7 
90.5 Provide new-student orientation programs specifically for non-traditional students  

such as age related, evening students, working adults etc    3.5 3.6 3.5 
90.5 Hire a person to serve as a retention coordinator     3.5 3.5 3.5 
90.5 Designate specific college personnel as liaisons between traditionally  

under-represented student groups and college administration   3.5 3.3 3.7 
90.5 Sponsor the organization of culture-specific student groups/clubs   3.5 3.5 3.6 
90.5 Administer exit interviews with non-returning students    3.5 3.5 3.6 
90.5 Issue news releases about student accomplishments/graduation to communities 

where not many students go on to higher education    3.5 3.4 3.6 
90.5 Encourage transfer of Tech Prep credits      3.5 3.4 3.6 
90.5 Provide faculty professional development opportunities related to classroom 

management strategies       3.5 3.7 3.4 
90.5 Assess student learning styles before instruction begins    3.5 3.3 3.7 
90.5 Administer college orientation program that includes information on student  

advising and retention for new faculty prior to teaching courses   3.5 3.4 3.6 
90.5 Improve articulation with local school districts     3.5 3.4 3.6 
90.5 Communicate information to new students about college goals, values, policies  

and procedures through mailings and email     3.5 3.4 3.6 
90.5 Integrate club activities into learning process     3.5 3.6 3.4 
90.5 Sponsor support groups for students with specific needs                * 3.5 3.2 3.7 
 

Effective Initiatives 
 

107.5 Hire a college researcher to track and report on all aspects of student services and  
academic affairs        3.4 3.3 3.5 

107.5 Establish mentor programs for each incoming student with practitioners in the  
field of study        3.4 3.2 3.6 

107.5 Develop extra-curricular activities geared toward  first-year students   3.4 3.3 3.6 
107.5 Conduct a pre-registration assessment to determine student’s commitment to 

 school and program       3.4 3.5 3.4 
107.5 Provide scholarship application workshops     3.4 3.3 3.5 
107.5 Implement an introductory program before the start of each semester/quarter  

allowing prospective students to participate in a sample technical class/lab              * 3.4 3.1 3.7 
107.5 Maintain communication with returning students during the summer   3.4 3.6 3.3 
107.5 Have disabilities services staff attend individualized education program meetings  

and transitional meetings with K-12 partners     3.4 3.2 3.6 
107.5 Tie scholarships to continued progress toward completing a program               * 3.4 3.1 3.7 
107.5 Increase budget for instruction and academic support (e.g. instructional process, 

library & computers)       3.4 3.2 3.6 
107.5 Add personal touch to online courses e.g. real-time voice instruction   3.4 3.3 3.5 
107.5 Offer seminars on time management and priority  identification               * 3.4 3.0 3.7 
107.5 Design student based activities that provide interaction between the school and  

the community        3.4 3.2 3.6 
107.5 Provide an on-campus child care facility                 * 3.4 2.9 3.8 
107.5 Provide best-practices in student retention seminars for faculty   3.4 3.4 3.4 
107.5 Educate faculty regarding variations in how people from different cultural  

backgrounds approach the learning process     3.4 3.4 3.4 
107.5 Include service learning in course curricula     3.4 3.5 3.2 

2008 HICE Proceedings 
Page 5932



 10  

Rank    Initiative Effectiveness              Mean    Mean    Mean 
                    Total     Adm.    Stud.Serv. 
107.5 Arrange for high school instruction on college facilities, particularly in technical  

instruction areas        3.4 3.2 3.4 
121 Provide professional development workshops for all technical faculty related to  

retention issues        3.3 3.1 3.5 
121 Provide a program to improve the developmental and/or technical readiness for  

women exploring non-traditional careers     3.3 3.1 3.5 
121 Provide core class which addresses; credit card debt, loan debt, budgeting              * 3.3 3.0 3.6 
121 Encourage pre-payment tuition plans      3.3 3.1 3.4 
121 Provide diversity/sensitivity development workshops for faculty and staff  3.3 3.1 3.4 
121 Develop activities that allow new student interaction with upper division students           * 3.3 3.0 3.5 
121 Seek funding from Board of Trustees for innovative proposals to increase  

student retention        3.3 3.2 3.4 
121 Schedule activities promoting informal interaction between students and 

faculty/staff        3.3 3.2 3.3 
121 Offer occupational courses through distance education (e.g. online, ITV, off-site) 3.3 3.1 3.4 
129.5 Conduct small group meetings between faculty and students   3.2 3.1 3.3 
129.5 Develop special activities for non-traditional college students   3.2 3.2 3.3 
129.5 Benchmark retention against other institutions     3.2 3.0 3.4 
129.5 Provide assistance for student transportation needs                * 3.2 2.9 3.5 
129.5 Provide information regarding housing      3.2 3.0 3.4 
129.5 Conduct screening for problems such as depression, chemical abuse,  

eating disorders, etc       3.2 2.9 3.4 
129.5 Provide individualized self-paced instruction                 * 3.2 2.9 3.4 
129.5 Reward faculty who use effective retention initiatives    3.2 3.1 3.2 
136.5 Pretest for SCANS skills prior to instruction                 * 3.1 2.8 3.4 
136.5 Offer programs in either the traditional 4-semester track or a 5-semester track  

to allow for fewer credits per  semester                  * 3.1 2.7 3.4 
136.5 Faculty contact recently withdrawn students     3.1 3.2 3.1 
136.5 Provide incentives for students who participate in student clubs   3.1 2.9 3.3 
136.5 Reward student services personnel who use effective retention initiatives  3.1 2.9 3.3 
136.5 Improve the correlation of student interests with college programs through the  

use of alumni recruiters       3.1 3.0 3.2 
142 Develop teaching circles (a.k.a. faculty community of learning) specifically 

for technical faculty       3.0 2.9 3.1 
142 Provide self-helps links on website i.e. study skills, time management   3.0 2.8 3.2 
142 Sponsor the organization of gender-specific social groups    3.0 2.9 3.1 
142 Provide incentives to students for good attendance    3.0 2.7 3.3 
142 Offer on-campus meetings of substance abuse recovery organizations such as  

Alcoholics Anonymous or Narcotics Anonymous     3.0 2.7 3.2 
145 Provide a campus health clinic                  * 2.8 2.5 3.1 
146 Offer voluntary new student orientation      2.7 2.9 2.5 

 
Moderately Effective Initiatives 

 
147 Provide a homeroom similar to secondary schools                 * 2.2 1.8 2.4 
 
 
 
* Significant difference in the mean ratings of perceived effectiveness between the administrators and student services personnel     
at the .05 level. 
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Table 2 
Effort Devoted to Initiatives 

 
 
Rank    Initiative Effort               Mean    Mean    Mean 
                   Total     Adm.    Stud.Serv. 

 
1 Provide mandatory new student orientation     3.5 3.4 3.5 
3 Assess basic skills of prospective students     3.3 3.3 3.3 
3 Require students to meet with advisor prior to registering each semester  3.3 3.1 3.4 
3 Use initial basic skills assessment scores to require students to take  
 developmental coursework before enrolling in program courses   3.3 3.2 3.3 
7.5 Offer academic tutoring for basic skills e.g. math, reading, computer and  
 writing skills to prospective students prior to admission    3.2 3.2 3.3 
7.5 Collaborate with industry to create internships for students in their chosen field  3.2 3.2 3.2 
7.5 Provide appropriate disability accommodations     3.2 3.1 3.3 
7.5 Plan and facilitate events to provide opportunities for prospective students  
 to interview with technical faculty and some current students prior to admission  3.2 3.1 3.3  
7.5 Offer general education courses through distance education  
 e.g. online, ITV, off-site       3.2 3.2 3.2 
7.5 Advocate students with disabilities to seek disabilities services   3.2 3.2 3.2 
14 Have disabilities services staff attend individualized education program  
 meetings and transitional meetings with K-12 partners    3.1 2.9 3.3 
14 Provide for student participation in organizational decision making e.g.  
 student government        3.1 2.9 3.3 
14 Counsel students about program options prior to enrollment based on  
 student's goals/interests       3.1 2.9 3.2 
14 Schedule general education and general studies courses to accommodate  
 technical program scheduling       3.1 3.0 3.2 
14 Offer developmental courses in the summer     3.1 2.9 3.2 
14 Provide student peer tutoring                                  *3.1 2.8 3.3 
14 Require students with low basic skills assessments scores to take  
 developmental coursework concurrent with program courses   3.1 3.1 3.1  
22 Arrange for field trips in student's career field     3.0 2.9 3.1 
22 Offer individual academic counseling by student services for students who  
 are having academic difficulty      3.0 2.8 3.1 
22 Provide high school students with information sessions regarding admission  
 to colleges/financial aid sessions      3.0 2.9 3.1 
22 Students evaluate faculty each semester      3.0 3.1 2.9 
22 Sponsor the organization of program based student groups/clubs   3.0 3.0 3.0 
22 Assess non-native English speakers and provide ESL courses to those  
 students needing this instruction      3.0 2.8 3.2 
22 Provide tutoring in technical class areas that includes lab work   3.0 2.7 3.1 
22 Establish an emergency loan fund for students     3.0 3.0 2.9 
22 Provide counseling services for students having difficulty adjusting  
 to college life                     *3.0 2.6 3.2 
34 Require faculty to successfully complete coursework in the profession of teaching 2.9 2.7 3.1 
34 Promote services for students with behavioral and personal problems   2.9 2.8 3.1 
34 Develop financial support systems through college foundations   2.9 3.1 2.8 
34 Design content of general education courses to specifically address  
 occupational program subject matter contexts     2.9 2.8 3.0 
34 Monitor attendance and contact students who are absent from class a  
 predetermined number of days      2.9 3.1 2.9 
34 Provide up to date, attractive learning facilities     2.9 2.9 3.0 
34 Continually improve lab areas      2.9 2.9 2.9 
34 Improve essential student service facilities such as bookstores, cafeterias,  
 coffee shops, copy center, vending, food service, commons    2.9 2.8 3.0 
 
 
* Significant difference in the mean ratings of perceived effort between the administrators and student services personnel at the 
.05 level. 
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Rank    Initiative Effort               Mean    Mean    Mean 
                   Total     Adm.    Stud.Serv. 

 
34 Improve student service facilities for one-stop shopping – financial aid/ 
 advising /registration       2.9 2.7 3.1 
34 Identify basic skills prerequisites for each technical program   2.9 2.8 2.9 
34 Maintain an effective referral network in the community e.g. social  
 service agencies                     *2.9 2.6 3.2 
34 Access community funding resources, workforce centers, department  
 of rehab services        2.9 2.7 3.1 
34 Improve articulation with local school districts     2.9 2.8 2.9 
34 Limit faculty/student ratios       2.9 2.8 2.9 
34 Require faculty to periodically return to the occupation they teach to upgrade  
 skills and investigate trends in the occupation.     2.9 2.8 2.9 
51.5 Offer voluntary new student orientation      2.8 2.8 2.9 
51.5 Arrange for high school instruction on college facilities, particularly in  
 technical instruction areas       2.8 2.7 3.0 
51.5 Communicate information to new students about college goals, values,  
 policies and procedures through mailings and email                 *2.8 2.5 3.1 
51.5 Contact students on academic probation for updates on their progress   2.8 2.6 3.0 
51.5 Designate specific college personnel as liaisons between traditionally  
 under-represented student groups and college administration   2.8 2.7 3.0 
51.5 Create student friendly spaces for students to hang out" and interact  
 with each other        2.8 2.7 2.9 
51.5 Perform institution-based statistically valid retention studies that follow  
 students throughout their academic careers     2.8 2.9 2.8 
51.5 Survey students to learn what attracted/convinced them to enroll   2.8 2.7 2.9 
51.5 Conduct one-on-one mid-semester instructor/student interviews with  
 each advisee        2.8 3.1 2.6 
51.5 Assign staff/faculty mentors to incoming students for the purpose of providing  
 support, information, and referrals to college services                 *2.8 2.4 3.1 
51.5 Sponsor the organization of culture-specific student groups/clubs   2.8 2.7 2.9 
51.5 Offer programs in either the traditional 4-semester track or a 5-semester track  
 to allow for fewer credits per semester      2.8 2.9 2.8 
51.5 Offer courses evenings and weekends      2.8 2.7 2.8 
51.5 Design new student orientation that is specific to the chosen field of study  2.8 2.6 2.9 
51.5 Organize course specific student study groups led by students who have  
 successfully completed the course      2.8 2.4 3.0 
51.5 Provide an on-campus child care facility                  *2.8 2.4 3.2 
51.5 Develop sources of funding for purchase of latest (most up-to-date)  
 equipment in the field       2.8 2.7 2.8 
51.5 Provide orientation programs for parents or advocates of new students  2.8 2.6 2.9 
51.5 Use cooperative/collaborative learning techniques in the classroom   2.8 2.7 2.8 
51.5 Conduct a pre registration assessment to determine student's commitment to  
 school and program        2.8 2.9 2.5 
72.5 Technical faculty provide feedback to students and student services regarding 
 academic progress at midterm of the initial program semester/quarter   2.7 2.7 2.8 
72.5 Provide faculty professional development opportunities related to classroom  
 management strategies.       2.7 2.7 2.8 
72.5 Design and offer orientation sessions that demonstrate and showcase what  
 career and technical education is and why it is important to the student 
 and the economy        2.7 2.7 2.8 
72.5 Hire a person to serve as a retention coordinator     2.7 2.9 2.6 
72.5 Hire a college researcher to track and report on all aspects of student services  
 and academic affairs       2.7 2.7 2.8 
72.5 Review retention data annually with faculty     2.7 2.9 2.6 
72.5 Adequately fund student services functions/programs such as counseling,  
 tutorial and academic support services      2.7 2.7 2.8 
72.5 Offer occupational courses through distance education e.g. online, ITV, off-site  2.7 2.7 2.8 
72.5 Conduct teaching effectiveness evaluations of all faculty    2.7 2.8 2.6 
72.5 Arrange for speakers from industry to address students    2.7 2.6 2.8 
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Rank    Initiative Effort               Mean    Mean    Mean 
                   Total     Adm.    Stud.Serv. 
 
72.5 Train technical faculty to provide academic advising to students   2.7 3.0 2.5 
72.5 Counsel all first term students individually to ask if they are having any issues/ 
 concerns re: their program and discuss measures to help them succeed  2.7 2.7 2.8 
72.5 Include current students as well as graduates on advisory committees   2.7 2.5 3.0 
72.5 Encourage transfer of Tech Prep credits      2.7 2.4 2.9 
72.5 Advise technical instructors of pre-admission skills assessments of the  
 students in their classes       2.7 2.6 2.8 
72.5 Counsel students on setting priorities regarding credit-load demands and  
 employment hours        2.7 2.5 2.8 
72.5 Collaborate with area high schools to improve the readiness of prospective  
 students to succeed in occupational programs     2.7 2.5 2.8 
72.5 Provide standardized tests that assess the correlation between students, interests  
 and abilities with specific occupations      2.7 2.4 2.9 
72.5 Create a formal retention committee      2.7 2.6 2.8 
72.5 Provide tutoring for occupational courses using practitioners of  
 specific occupations       2.7 2.5 2.8 
72.5 Design a college success program which includes mandatory study skills courses 2.7 2.5 2.8 
72.5 Provide scholarship application workshops     2.7 2.5 2.8 
89.5 Issue news releases about student accomplishments/graduation to communities  
 where not many students go on to higher education    2.6 2.5 2.7 
89.5 Inform students about the availability of crisis counseling services                *2.6 2.4 2.8 
89.5 Increase merit and need-based student financial aid    2.6 2.6 2.7 
89.5 Track demographics of those recruited students who actually begin programs  2.6 2.6 2.6 
89.5 Assist students with budgeting and financial planning for education   2.6 2.5 2.7 
89.5 Provide institutional funding targeted specifically to retention activities  2.6 2.6 2.5 
89.5 Develop a faculty to faculty mentoring program for new faculty during  
 probationary term        2.6 2.6 2.6 
89.5 Increase budget for instruction and academic support e.g. instructional process, 
 library & computers       2.6 2.5 2.6 
89.5 Design student based activities that provide interaction between the school  
 and the community                     *2.6 2.3 2.8 
89.5 Provide diversity/sensitivity development workshops for faculty and staff  2.6 2.5 2.6 
89.5 Include service learning in course curricula     2.6 2.5 2.6 
89.5 Limit number of credits taken by probationary students    2.6 2.5 2.6 
102 Sponsor the organization of gender-specific social groups    2.5 2.5 2.6 
102 Provide a program to improve the developmental and/or technical readiness  
 for women exploring non-traditional careers     2.5 2.6 2.5 
102 Provide opportunities for students to network with people in their chosen field                 *2.5 2.2 2.8 
102 Provide incentives for students who participate in student clubs   2.5 2.4 2.7 
102 Design a process that reinforces to students on a weekly basis telling them  
 what they have learned and how that learning will be used in the future  2.5 2.3 2.6 
102 Provide professional development workshops for all technical faculty related  
 to retention issues        2.5 2.3 2.7 
102 Provide information regarding housing      2.5 2.4 2.6 
102 Encourage students to  participate in study skills courses    2.5 2.2 2.7 
102 Integrate club activities into learning process     2.5 2.4 2.6 
102 Develop extra-curricular activities geared toward first-year students   2.5 2.4 2.6 
102 Implement an introductory program before the start of each semester/quarter  
 allowing prospective students to participate in a sample technical class/lab  2.5 2.6 2.4 
102 Add personal touch to online courses e.g. real-time voice instruction   2.5 2.3 2.7 
102 Benchmark retention against other institutions     2.5 2.4 2.5 
112.5 Provide professional development workshops for staff related to retention issues 2.4 2.3 2.5 
112.5 Encourage pre-payment tuition plans                                  *2.4 2.1 2.7 
112.5 Administer college orientation program that includes information on student  
 advising and retention for new faculty prior to teaching courses   2.4 2.4 2.4 
112.5 Administer exit interviews with non-returning students    2.4 2.2 2.5 
112.5 Tie scholarships to continued progress toward  completing a program   2.4 2.3 2.5 
112.5 Develop specific retention goals for each program    2.4 2.5 2.3 
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Rank    Initiative Effort               Mean    Mean    Mean 
                   Total     Adm.    Stud.Serv. 
 
112.5 Develop teaching circles (a.k.a. faculty community of learning) specifically  
 for technical faculty       2.4 2.6 2.2 
112.5 Provide individualized self-paced instruction                  *2.4 2.0 2.7 
122 Provide shadowing program to enable students to explore their field of study                   *2.3 2.0 2.7 
122 Offer seminars on time management and priority identification   2.3 2.2 2.4 
122 Schedule activities promoting informal interaction between students  
 and faculty/staff        2.3 2.2 2.4 
122 Develop activities that allow new student interaction with upper division students 2.3 2.2 2.5 
122 Sponsor support groups for students with specific needs    2.3 2.1 2.5 
122 Provide assistance for student transportation needs    2.3 2.1 2.5 
122 Schedule technical faculty that have a proven retention record to teach  
 first courses of the program       2.3 2.2 2.3 
122 Conduct small group meetings between faculty and students   2.3 2.3 2.2 
122 Assign peer mentors to incoming students for the purpose of providing  
 support, information, and referrals to college services    2.3 2.0 2.8 
122 Provide new-student orientation programs specifically for non-traditional  
 students such as age related, evening students, working adults etc                *2.3 1.9 2.8 
122 Maintain communication with returning students during the summer   2.3 2.2 2.3 
132 Develop a method for assessing the effectiveness of faculty to student  
 academic advising        2.2 2.1 2.3 
132 Provide a campus health clinic      2.2 2.2 2.3 
132 Provide best-practices in student retention seminars for faculty   2.2 2.3 2.2 
132 Develop special activities for non-traditional college students   2.2 2.1 2.4 
132 Educate faculty regarding variations in how people from different cultural  
 backgrounds approach the learning process     2.2 2.3 2.1 
132 Faculty contact recently withdrawn students     2.2 2.3 2.1 
132 Conduct screening for problems such as depression, chemical abuse,  
 eating disorders, etc                    *2.2 1.7 2.6 
132 Seek funding from Board of Trustees for innovative proposals to  
 increase student retention       2.2 2.4 1.8 
132 Provide core class which addresses; credit card debt, loan debt, budgeting  2.2 2.1 2.2 
138.5 Pretest for SCANS skills prior to instruction     2.1 1.9 3.0 
138.5 Develop specific retention models for each program    2.1 2.1 2.1 
138.5 Provide self-helps links on website i.e. study skills, time management                               *2.1 1.8 2.4 
138.5 Reward student services personnel who use effective retention initiatives  2.1 2.0 2.1 
143 Provide incentives to students for good attendance    2.0 1.8 2.2 
143 Establish mentor programs for each incoming student with practitioners  
 in the field of study        2.0 1.6 2.6 
143 Offer on-campus meetings of substance abuse recovery organizations  
 such as Alcoholics Anonymous or Narcotics Anonymous    2.0 1.9 2.1 
143 Assess student learning styles before instruction begins    2.0 1.8 2.2 
143 Improve the correlation of student interests with college programs through  
 the use of alumni recruiters       2.0 1.9 2.0 
146 Provide a homeroom similar to secondary schools     1.9 1.9 2.0 
147 Reward faculty who use effective retention     1.8 2.1 1.5 
 
 
 
 
 
 
 
 
 
 
 
 
* Significant difference in the mean ratings of perceived effort between the administrators and student services personnel at the 
.05 level. 
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and Families. Grant No. 90-FE-0129 and 90YD0227. Any opinions, findings, and conclusions or recommendations expressed in this 

material are those of the authors and do not necessarily reflect the views of the United States Department of Health and Human 
Services, Administration for Children and Families. 

 
Overview 
 
In October 2006, the U.S. Office of 
Family Assistance granted monies to 
Utah State University to provide 
remarriage and stepfamily education 
throughout northern Utah.  In 
collaboration with established 
community agencies, educational 
classes are being offered at no cost to 
married and non-married couples with 
stepchildren.  This report summarizes the 
data gathered from the 1st cohort of 
participants.  The adults who attended 
the classes demonstrated statistically 
significant increases in knowledge and 
skills related to healthy relationships.  
Participants also  experienced 
statistically significant increases in 
relationship stability and satisfaction. 
Overall, participants reported that 
remarriage and stepfamily education 
classes were very helpful. 
 
Who participated? 
 
Between February and May classes 
were offered at 11 different sites in 
northern Utah.  A total of 239 adults 
attended, including ninety-five couples.  
Sixty-one percent of participants were 
married; 30% were in an unmarried 
relationship, and 10% were single 
parents. Fifty-six percent of participants 
were Caucasian and 40% were 
Hispanic. The average age was 35 with 
a range of 18 to 55.  Fifty-six percent 

had 12 years of education or less.   Fifty-
nine percent made less than $25,000 
annually and 60% had children who 
received free or reduced school 
lunches. 248 children between the ages 
of 5-17 attended with their parents.  
 
What did they do? 
 
Participants attended 6 sessions of the 
Smart Steps: Embrace the Journey 
curriculum in either English or Spanish.  
Adults and children met separately for 
the first hour-and-a-half and then 
combined for a family activity.  
Participants were taught relational skills 
such as communication, conflict 
management, and commitment.  At the 
end of each lesson participants 
completed an evaluation, which 
captured their level of knowledge or skill 
before and after attending the class.  
 
What did they learn? 
 
Participants reported significant 
increases in all of the following 
knowledge areas: 
 
• Awareness of stepfamily financial issues  
• Knowledge of stepparents legal status  
• Understanding of empathy  
• Knowledge of child/adolescent 

development  
• Understanding of parenting styles  
• Awareness of stepparenting strategies  
• Knowledge of discipline techniques  
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• Understanding of healthy 
communication patterns  

• Awareness of the importance of building 
positives interactions into relationships  

• Understanding of effects of divorce on 
kids  

• Knowledge of strategies that "buffer" the 
negative effects of divorce  

• Understanding of healthy co-parenting 
strategies  

• Knowledge of the effects of stress  
• Awareness of ways to handle stress  
Participants also reported significant 
increases in all of the following skill 
areas: 
 
• Ability to recognize stepfamily myths   
• Ability to communicate about financial 

issues  
• Ability to identify sources of conflict  
• Ability to identify individual/family 

strengths  
 
Does the program strengthen 
relationships? 
 
Prior to beginning the classes (T1), 
participants answered various questions 
about the quality of their couple 
relationship.  At the end of the classes 
(T2), participants answered the same 
questions.  One month later (T3), during 
a booster session, participants once 
again responded to the same questions.  
 
As illustrated in Figure 1, individuals 
reported increased agreement with 
their partner on key relational issues: 
Finances, Dealing with family/relatives, 
Dealing with ex-spouses/ partners, and 
Parenting.  The increases in all four 
areas, from T1 to T3, were statistically 
significant (p < .02).   
 
Figure 1. Mean scores of Agreement on 
Key Relational Issues 

 
 
Figure 2 depicts mean commitment 
scores for each of the 4 commitment 
questions (Stanley, Markman, Whitton, 
2002).  Total commitment scores 
increased significantly from T1 to T2 (p < 
.01).  Sustained program effects are 
suggested by statistically significant 
increases (p < .01) in Commitment at 
the T3 follow-up.  
 
Figure 2. Mean scores of Commitment 

 
Results for relationship instability are 
presented in Figure 3.  As measured on 
three of the four items of the relationship 
instability index (Booth, Johnson, & 
Edwards, 1983) and the total instability 
score, instability decreased from pre- to 
post-program.  Instability continued to 
decrease (stability increased) at the 1-
month follow-up survey.  Decreases in 
total instability scores from T1 to T2 and 
T1 to T3 were statistically significant (p < 
.03). 
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Figure 3. Mean scores of Relationship 
Instability 

 
 
Results from the quantitative evaluation 
are promising and suggest that 
remarriage education is effective.  The 
data indicates that relationship quality is 
enhanced over the course of program 
participation. The data also suggests 
that positive program effects are 
sustained and actually continue on the 
desired trajectory one month following 
the in-class sessions.  
Results from the qualitative evaluation 
are equally promising.  Participants 
report various benefits for their couple 
relationship, family relationships, and 
with their children.  Below are 
representative responses from face-to-
face interviews with adult participants.  
 

Benefits for the COUPLE RELATIONSHIP 
 

We have already come up with a 
plan on how to work with our money 
directly from this class. We have made 
an appointment to have our whole 
family sit down and draw up some 
guidelines about money. The money 
part really helped us because we didn’t 
know what we were going to do, and 
you know people can fight about 
money. (Caucasian female, age 39) 

 
I found out more about my husband. 

There are some things that we really 
have not talked about and he was able 
to share those with me. I felt like we 
were courting again and that was very 
pleasing to me. (Hispanic female, age 
34) 

 
We learned we need to just try 

harder… I’m going to push harder 
through each problem and make it 
work. (Caucasian male, age 43) 

 
As a couple we want to share more. 

We need to make decisions, or set rules 
in the home, together. That helps us. 
(Hispanic female, age 32) 

 
Benefits for FAMILY RELATIONSHIPS 
 
I thought it was great. We learned 

about how many people are part of a 
stepfamily, one way or another. You 
don’t need to feel like you’re messed up 
and kind of an outcast from society. 
(American Indian male, age 39) 

  
I learned that I have to change the 

way I communicate, change the way I 
control stress so that I don’t affect the 
family with my individual stress. We were 
given the tools by the people who 
taught this course. Now, it’s applying 
them. (Hispanic male, age 44) 

I’ve finally realized that just going to 
the doctor isn’t enough time with them 
[the children]. I think that we’re actually 
going to set a night aside as just family 
night and play some games, no TV. We 
actually went and bought a kitchen 
table so we can actually sit as a family 
to eat. (Caucasian female, age 46) 

 
I would recommend the course to 

others. It really helped to be able to 
unite the family and I  
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think it would benefit any couple who 
wants to keep moving forward with their 
family, with their new stepfamily. If they 
want to do something to keep going, 
this course is very worth it. (Hispanic 
female, age 38) 

 
Benefits for PARENT/CHILD 

RELATIONSHIPS 
 
It was awesome…it enabled us to go 

home and talk about what they had 
learned and what we learned. We had 
some bumps in the road over the course 
of time, but I think it was beneficial as far 
as getting some understanding of where 
my daughter was coming from and also 
where my fiancée’s daughters were 
coming from, and their concerns. I’m 
more conscious about where my step-
kids are coming from. I’m more 
understanding, I think, and I’m learning 
to be more empathetic. Whereas 
before, in my mind, I think I would judge.  
(Hispanic male, age 39)  

 
Recently we had a problem with 

one of the boys. He was on the wrong 
path. My wife told me we need to do 
what we had heard in one of the 
classes. We sat down and talked like 
civilized people and it’s all getting 
resolved. (Hispanic male, age 40) 

 
Learning I don’t have to be a parent 

to her, I can be just her friend and that 
has helped with our relationship…I feel 
like I’m actually a successful step-parent 
rather than a failure. (Caucasian 
female, age 46) 
 
 
Report prepared by Dr. Brian Higginbotham, Dr. 
Linda Skogrand, and Katie Henderson; © USU 
Extension.  
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Microteaching as a Framework for Professional Development 
Elizabeth Berg Leer, Ph.D. 

St. Olaf College 
1520 St. Olaf Avenue 

Northfield, MN  55057 
leere@stolaf.edu 

 
As a teacher educator, I frequently engage my college students in “microteaching” as a core component of 
my teaching methods courses. In this context, microteaching refers to practicing the art and science of 
teaching in a safe, controlled environment before trying it with “real” students out in a K-12 school. My 
college students plan short lessons (ranging from 5-30 minutes, depending upon the assignment),  and 
then teach them to their peers (and me) to get a feel for what it is like to stand up in front of others and 
deliver instruction. The exercise is, of course, unrealistic when compared to the rigors of teaching an 
actual class, but it allows students a first foray into the world of teaching. Despite the brevity of the 
lessons, the lack of classroom management challenges, and the homogeneity of the “students” (all are 
bright and motivated!), the teacher education candidates consistently report that microteaching is the most 
valuable classroom activity of the semester. In fact, even though students are universally nervous about 
the assignment—especially since most of their teachings are videotaped for later review—end-of –the-
semester course evaluations always request more opportunities to microteach. 
 
While I have long been convinced of the value of microteaching with undergraduate teacher education 
students, I have only recently come to understand the value of microteaching as a professional 
development tool. Microteaching is an important part of preparing individuals for careers in teaching, but 
it can also be used as a “functional framework for bringing cross-disciplinary discussion of learning and 
teaching” (ACM) to in-service faculty. When practicing teachers from diverse disciplines teach short 
segments of material to small groups of colleagues, they learn from feedback on their own teaching, from 
observing others, and, most of all, from group conversations about teaching and learning that follow. 
Microteaching as professional development is not about being judged; rather, its primary purpose is to 
lead participants into discussion about the shared issues of learning and teaching across disciplines, an 
opportunity rarely afforded to teachers within the typical structure of today’s schools. 
 
In this presentation, I will first provide an overview of what the process of microteaching might look like 
when used in a professional development capacity, and then I will discuss a broad range of contexts in 
which microteaching has been used effectively. I have participated in or led microteaching sessions with 
the following groups: 

• College professors from several mid-western states as part of an Associated Colleges of the 
Midwest (ACM) week-long workshop 

• College professors at my own institution 
• New faculty at my institution 
• Elementary, middle-, and high school teachers at an international school in northern India 
• Residence hall staff at the international school in India 

Although each of these groups conducted and responded to microteaching in slightly different ways, all of 
them expressed overwhelmingly positive feedback about the benefits of the framework. I will share some 
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of this feedback and possible reason behind it, and, finally, will engage the audience in a discussion about 
the feasibility of this model at their own institutions. 
 
 
Associated Colleges of the Midwest Teaching Partners Workshop. June 12-16, 2006. Bjorklunden, Door 
County, WI. 
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Abstract  
 

The objective of this study was to determine if there was a positive relationship 
between teacher candidate pass/fail rates on the ICTS/Content Area Exams and 
three potential predictors – the teacher candidates’ overall GPA, the candidates’ 

grades in the specific courses related to the sub-areas on the test, and/or their 
pass/fail rates on the ICTS  Basic Skills Test. 

 
 
 
 
 
 
 
 

 
 

Historical Perspective 

In the current educational reform environment teacher education programs have 

been charged with preparing the next generation of “highly qualified” teachers. In the 

search for a definition of highly qualified teachers, teacher education has moved from the 

periphery of educational research to the center stage. Numerous research studies have 

taken place in response to the search for a definition of the elusive “highly qualified” 

teacher. A review of these recent studies provides substantial evidence that teachers with 

a solid pedagogical foundation and strong subject matter knowledge at the initial 

certification level can positively impact student learning (Spelman, 2006).  

Beginning with A Nation at Risk, educational reforms in America have 

experienced a shift in focus that has resulted in two decades of national and state 
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 3

mandates aimed at improving teaching and learning in public schools. This increased 

federal focus on teacher quality has occurred, at least in part, because more and more 

research studies indicate that teacher expertise and the quality of instruction are highly 

significant factors in determining student achievement (Darling-Hammond & Ball, 2002; 

Ingersoll, 2001; Greenwald, Hedges, & Laine, 1996).  In an extensive database analysis, 

teacher expertise as measured by pre-service education, licensing examination scores, and 

experience accounted for approximately forty percent of the measured variance in 

students’ reading and math scores on standardized tests (Ferguson, 1991). The impact of 

teacher qualifications was greater than any other single factor; including class size, parent 

education, income, and language background.  Ferguson’s results parallel the findings of 

a meta-analysis of sixty related studies that overwhelmingly confirmed that teacher 

qualifications were the essential ingredient for increasing student achievement 

(Greeenwald, Hedges, & Laine, 1996). 

Numerous studies set in schools across the United States mirror these results.  

Researchers in New York found that differences in teacher qualification accounted for 

approximately ninety percent of the variation in student achievement in high- and low-

achieving New York City schools with similar populations (Armour-Thomas, Clog, 

Domanico, Bruno, & Allen, 1989). Similarly, a Tennessee study found that students 

assigned to ineffective teachers for three consecutive years scored as much as fifty 

percentile points lower on statewide assessments than students assigned for three years to 

the most effective teacher (Sanders & Rivers, 1996).  From research, it thus appears that 

teacher qualifications matter a great deal in helping students achieve 
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 Teacher competence, then, must be built upon a solid knowledge base. Teacher 

education is a process that begins with content knowledge, continues with pedagogical 

knowledge, and concludes with an emphasis on pedagogical content knowledge. Content 

knowledge, here, refers to the amount and the organization of subject matter knowledge 

(Shulman, 1986). It is essential that teacher-candidates possess a deep knowledge of the 

subjects they will teach. Clearly students will not be able to meet high standards of 

learning unless teachers are prepared to meet high standards. To help the diverse learners 

of the 21st century, all teachers must know their subject areas deeply, understand how 

children learn, and be able to use that knowledge to teach well (No Dream Denied, A 

Pledge to America’s Children, 2003).  

 

It appears then, that the preparation of candidates who can effectively organize 

and present subject matter to meet the needs of diverse learners in the 21st century 

requires that teacher preparation programs be rigorous, thorough, and organized around 

coursework in both content knowledge and pedagogical knowledge (Spelman, 2006). To 

support this end, the National Commission on Teaching and America’s Future (NCTAF) 

worked with state partners and the National Board for Professional Teaching Standards 

(NBPTS) to develop a consensus about what a highly qualified beginning teacher should 

know and be able to do to help P-12 students learn. The very first recommendation in that 

consensual vision maintains that highly qualified teachers should possess a deep 

understanding of the subjects they teach. According to the Association for Childhood 

Education International (ACEI), Elementary Education teacher candidates, in particular, 
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must now demonstrate knowledge in numerous content areas, such as: English language 

arts, mathematics, science, social studies, health, physical education, and the arts. 

In Illinois hundreds of thousands of the state’s two million students fail to meet 

basic performance standards in core academic subjects each year. Academic achievement 

among low-income and minority populations is so poor it appears that entire generations 

of Illinois students are being left behind. Overall, more than one out of every three 

elementary, middle school, and high school students failed to meet the Illinois state 

standards in such subjects as reading, math, writing, science, and social studies in 2003 

(Improving Results: Transforming the Teaching Profession in Illinois, 2004). 

 Based on the 2004 report, Improving Results: Transforming the Teaching 

Profession in Illinois, Illinois’ efforts to improve the quality of teachers have been no 

better than average to-date. The Task Force on Teacher Preparation and Initial 

Professional Development concluded that average is not acceptable for Illinois’ children. 

Thus, the number one recommendation of the Task Force on Teacher Preparation and 

Initial Professional Development in Illinois is to improve the academic and professional 

preparation of teachers (Improving Results: Transforming the Teaching Profession in 

Illinois, Page7).  

Accordingly policy elites are insisting on licensure reforms that meet high 

standards. Many individual states require some form of testing for a teaching license, and 

most include tests of basic skills and general knowledge. In fact, the National Association 

of State Directors of Teacher Education and Certification reports that thirty-seven states 

currently require some sort of content area/subject matter exam as part of their state 

teacher certification requirements.  
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Factors Influencing Candidate Performance 

A number of recent studies have attempted to determine which variables lead to 

success when teacher candidates take certification examinations.  Nance and Kinnison 

(1988) concluded that grade point averages are a significant factor in success on the 

ExCET (Examination for the Certification of Educators in Texas.)  Similar findings were 

reported by Justice and Hardy (2001). In a study by Burke (2005) the single best 

predictor of the New York LAST (Liberal Arts and Sciences Test) was SAT (Scholastic 

Aptitude Test) scores.  This was followed by CGPA (Cumulative Grade Point Average) 

in terms of the coefficient of determination.  

Another study to identify predictor variables for pass/fail status on the Elementary 

Professional Development Examination for Certification of Educators in Texas (ExCET) 

was conducted by Zeng, Simonson, and Poelzer in 2002.  They found that the pass/fail 

outcomes for elementary pre-service teachers in the professional development area can be 

predicted with 71.7% accuracy by using the variables TASP (Texas Academic Skills 

Program and GPA (grade point average) scores, at least for Hispanic students attending 

universities in South Texas.   

Prior to July 1, 2002, the requirements for an elementary certificate in Illinois 

were minimal. A certificate was issued to applicants holding a bachelor’s degree with a 

minimum of 16 semester hours in professional education, including 5 semester hours of 

student teaching (Illinois School Code, 1994). Under the new Illinois initial certification 

procedures; teachers must meet the requirements of the Illinois Administrative Code for 

their specific teaching assignment. In addition, candidates for Elementary Education 

Type 03 certificates in Illinois are required to pass three separate tests: the Illinois 
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Certification Testing System (ICTS) Basic Skills Test, the Illinois Certification Testing 

System (ICTS) Content Area Test #110, Elementary/Middle Grades, and the Illinois 

Certification Testing System (ICTS) Assessment of Professional Teaching. These 

changes in the Illinois licensure procedures respond directly to the recommendations 

made by the National Commission on Teaching & America’s Future (NCTAF), the 

National Council for Accreditation of Teacher Education (NCATE), and the Interstate 

New Teacher Assessment and Support Consortium (INTASC). The Illinois State Board 

of Education is the agency responsible for the certification of teachers in the State of 

Illinois.  Their description of minimum requirements for state certificates indicates that 

they intend to ensure that only highly qualified individuals are licensed for employment 

in Illinois public schools.  

 

The Research Study 

The Illinois State Board of Education and our Saint Xavier University Elementary 

Education Program require that teacher candidates pass the ICTS Content Area Test 

#110, Elementary/Middle Grades, prior to student teaching. The overall pass rate at our 

institution was 86% for the 2004-2005 academic year. While the overall assessment 

evidence demonstrates a minimal level of competency on the part of our SXU teacher 

candidates, the 14% failure rate and relative weakness in core sub-areas suggested room 

for improvement. The researchers believe that strong content knowledge enables teacher 

candidates to design and implement engaging and effective learning experiences and thus 

increase student learning in elementary classrooms. And the researchers believe that it is 

the responsibility of teacher educators to better prepare candidates for the ICTS Content 
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Area Test #110, Elementary/Middle Grades. A review of current literature did not reveal 

any studies of the possible factors leading to candidate success on the ICTS Content Area 

Test #110, Elementary/Middle Grades required for licensure in Illinois.  Therefore this 

study was undertaken to determine what role, if any, the teacher candidates’ overall GPA, 

the teacher candidates’ grades in the specific courses related to the sub-areas on the test, 

and/or the teacher candidates’ performance on the ICTS Basic Skills Test may have in 

predicting candidates’ performance on the ICTS Content Area Test #110, 

Elementary/Middle Grades. 

 This study was guided by the primary research question: Does candidate 

performance in content area coursework impact their performance on the ICTS Content 

Area Test #110, Elementary/Middle Grades? Related questions included: 1) Does 

candidate cumulative Grade Point Average (GPA) predict performance on the ICTS 

/Content Area Test #110, Elementary/Middle Grades? 2) Does candidate performance on 

the ICTS Basic Skills Test correlate to later performance on the ICTS Content Area Test 

#110, Elementary/Middle Grades? The research study followed a quantitative design as 

the researchers examined the following variables and explored the relationships between 

some of these variables: 

• ICTS Content Area Test #110, Elementary/Middle Grades total score, 
• ICTS Content Area Test #110, Elementary/Middle Grades sub-area scores 

(Language arts and Literacy, mathematics, science, social sciences, health 
physical education, and the arts),  

• teacher candidates’ overall cumulative GPA in the semester when they took the 
ICTS Content Area Test #110, Elementary/Middle Grades, 

• teacher candidates’ GPA in the ICTS Content Area Test #110, Elementary/Middle 
Grades sub-areas (language arts and literacy, mathematics, science, social 
sciences, health physical education, and the arts), 

• ICTS Basic Skills Test total score, and  
• ICTS Basic Skills Test sub-area scores. 
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Results 

The candidates for whom data were collected were all elementary education majors at 

SXU who took the ICTS Content Area Test #110, Elementary/Middle Grades between 

March 2005 and June 2006 (n = 190).  In this analysis the researchers used only 

candidates’ scores representing first attempts at taking the ICTS Content Area Test #110, 

Elementary/Middle Grades. The researchers limited the study to these particular test 

scores because this information is most relevant to the primary research question.  

The researchers conducted a series of correlation tests and ANOVA tests. It was 

anticipated that a positive correlation would exist between teacher candidates’ 

performance on the ICTS/Content Area Test #110, Elementary/Middle Grades and their 

content area course GPA, overall cumulative GPA, and their Basic Skills Test scores, the 

null hypotheses were:  

There is no relationship between the following pairs (p<. 05): 
 

• Content area course GPA and ICTS Content Area Test #110, Elementary/Middle 
Grades scores (total score and sub-scores); 

• Overall cumulative GPA and ICTS Content Area Test #110, Elementary/Middle 
Grades scores (total score and sub-scores); 

• Basic Skills Test scores (total score and sub-area scores) and ICTS Content Area 
Test #110, Elementary/Middle Grades (total score and sub-scores). 

 
The ICTS Content Area Test #110, Elementary/Middle Grades is divided into five 

separate sub-areas: Language Arts and Literacy, Mathematics, Science, Social Sciences, 

and Arts, Health, and Physical Education. Data analysis revealed that positive correlation 

does exist between the first four sub-area scores and candidates’ Grade Point Average 

(GPA) in related content area courses. The various tests did not reveal a significant 

correlation between candidate GPA in the Arts, Health, and Physical Education courses 
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and candidate sub-area scores in the fifth ICTS Content Area Test #110, 

Elementary/Middle Grades sub-area (see Appendix B). 

 
Similarly, an analysis of the data revealed a positive correlation exists between 

candidates’ cumulative GPA and candidates’ performance on the ICTS Content Area 

Test #110, Elementary/Middle Grades. Once again, the researchers found a positive 

correlation between candidates’ cumulative GPA and the first four sub-area scores - 

Language Arts and Literacy, Mathematics, Science, Social Sciences. However, the 

researchers did not find a significant correlation between candidates’ cumulative GPA 

and sub-area scores in the Arts, Health, and Physical Education (see Appendix C). 

The researchers then examined whether or not a correlation existed between 

candidate performance on the ICTS Basic Skills Test, which is required for entry to the 

program, and later performance on the ICTS Content Area Test #110, Elementary/Middle 

Grades. The ICTS Basic Skills Test is designed to assess candidates’ proficiency in the 

areas of literacy and mathematics. This particular test is divided into four discrete sub-

areas: Writing, Language Arts, Reading Comprehension, and Mathematics. Therefore, 

the researchers initially examined the relationship between candidates’ scores on each of 

the first three ICTS Basic Skills sub-areas and their scores on the Language Arts and 

Literacy sub-area scores on the ICTS Content Area Test #110, Elementary/Middle 

Grades. In each instance the data analysis revealed a positive correlation. Next the 

researchers reviewed the data from the ICTS Basic Skills Test sub-area of Mathematics 

and candidates’ performance on the Mathematics sub-area of the ICTS Content Area Test 

#110, Elementary/Middle Grades. Once again, an examination of the data revealed a 

positive correlation (see Appendix D). 
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The results of initial correlation tests confirmed a positive correlation between the 

first four sub-area scores of the ICTS Content Area Test #110, Elementary/Middle 

Grades and candidates’ Grade Point Average (GPA) in related content area courses. The 

initial tests also confirmed that a positive correlation exists between candidates’ 

cumulative GPA and candidates’ performance on the ICTS Content Area Test #110, 

Elementary/Middle Grades. And an examination of the relationship between the ICTS 

Basic Skills Test and ICTS Content Area Test found that a positive correlation exists 

between candidates’ performance on the Basic Skills Test and candidates’ performance 

on the ICTS Content Area Test #110, Elementary/Middle Grades sub-areas of Language 

Arts & Literacy and Mathematics.  

Based on these initial results the researchers proceeded to conduct two additional 

ANOVA tests on the data.  Post Hoc Tukey tests were also conducted to examine how 

teacher candidates’ content area course GPA and overall cumulative GPA might impact 

performance on the ICTS Content Area Test #110, Elementary/Middle Grades. The 

subjects were divided into 4 groups by their content area course GPA or overall 

cumulative GPA: 

Group 1: 0.0<GPA=<2.5, 
Group 2: 2.5<GPA=<3.0,  
Group 3: 3.0<GPA=<3.5, 
Group 4: 3.5<GPA=<4.0. 
 
The null hypotheses were that there are no differences in the mean ICTS Content 

Area Test #110: Elementary/Middle Grades total scores and the mean sub-area scores 

across the content area course GPA groups or the cumulative GPA groups.  

Regarding the impact of content area course GPA on Content Area Test, the results of 

the ANOVA tests rejected the null hypotheses in 4 sub-areas of the ICTS Content Area 
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Test #110, Elementary/Middle Grades: Language Arts & Literacy, Mathematics, Science, 

and Social Science.   The ANOVA tests revealed significant differences in the means of 

these four sub-area scores across the content area course GPA groups. However, the 

means of the ICTS Content Area Test #110, Elementary/Middle Grades Arts, Health, and 

Physical Education sub-area scores were not significantly different across the content 

area course GPA groups (see Appendix E). 

 
 Regarding the impact of cumulative GPA on Content Area Test, the ANOVA test 

results rejected the null hypothesis by revealing that significant differences exist in the 

means of the first four ICTS Content Area Test # 110, Elementary/Middle Grades sub-

area scores and total scores when compared across the cumulative GPA groups. Once 

again, the means of the ICTS Content Area Test # 110, Elementary/Middle Grades Arts, 

Health, and Physical Education sub-area scores were not significantly different across the 

cumulative GPA groups (see Appendix F). 

Interpretation/Discussion 

The results of this particular research study show that candidates’ performance in 

content area coursework does indeed impact performance on the ICTS Content Area Test 

#110, Elementary/Middle Grades in four areas: Language Arts and Literacy, 

Mathematics, Science, and Social Sciences. Further analysis of the data demonstrated that 

candidates’ cumulative GPA also serves as a predictor of candidates’ performance on the 

total score on the ICTS Content Area Test #110 as well as on the sub-areas of Language 

Arts and Literacy, Mathematics, Science, and Social Sciences. And finally, candidate 

performance on the ICTS Basic Skills Test is positively correlated to later performance 

on the ICTS Content Area Test #110, Elementary/Middle Grades. 
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 The ICTS Content Area Test #110, Elementary/Middle Grades is a licensure 

exam designed to assess teacher candidates in the area of content knowledge. Shulman 

(1986) defines content knowledge as the amount and the organization of subject matter 

knowledge. Traditionally, faculty members in the colleges/schools of Arts & Sciences are 

charged with providing a solid knowledge base to support teacher candidates in their 

chosen field. In the case of Elementary Education candidates’ subject matter knowledge 

base includes language arts and literacy, mathematics, science, social studies, health, 

physical education, and the arts. Licensure exams are designed to ensure that teacher-

candidates possess a deep knowledge of the subjects they will teach. 

 

Teacher education, then, has evolved into a process that begins with content 

knowledge, continues with pedagogical knowledge, and concludes with capstone 

experiences that emphasize pedagogical content knowledge (Shulman, 1986). If content 

knowledge serves as the foundation of this process then, it is essential that universities 

provide a solid knowledge base in a wide range of subject areas to support the 

development of highly qualified elementary teacher candidates. The initial emphasis on 

content knowledge as the foundation of the process implies, then, that the university as a 

whole shares the responsibility for preparing quality teachers.  

Yet, schools of education across the nation are frequently isolated and 

marginalized within their own universities. With separate faculties, activities, and 

expectations, teacher preparation programs dwell in the shadow of their siblings in the 

schools of arts and sciences. The training of truly quality teachers will require the full 

engagement of arts and science faculty in the education of prospective teachers. Ongoing 
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collaboration between the faculties of schools of arts and sciences and schools of 

education will be essential to the improvement of teaching and learning (Spelman, 2006). 

 

  

 
 
 
 
 
 
 
 
 
 
 
 
 

APPENDIX A 
 

Mean and Standard Deviation of Variables 

 

Variables 
Mean Std. 

Deviation 
Cumulative GPA 3.39 0.40 
Language Arts and Literacy Course GPA 3.23 0.50 
Science Course GPA 2.92 0.60 
Social Science Course GPA 3.08 0.50 
Arts, Health, & Physical Education Course 
GPA 

3.44 0.51 

Content Area Exam Total 248.25 16.47 
Content Area Exam Language Arts and Literacy 244.48 21.06 
Content Area Exam Mathematics 253.42 24.42 
Content Area Exam Science 249.22 24.72 
Content Area Exam Social Science 231.95 28.89 
Content Area Exam Arts, Health, & Physical 
Education 

259.41 20.95 

Basic Skills Test Total 251.50 16.29 
Basic Skills Test Writing  252.18 18.27 
Basic Skills Test Language Arts 257.85 21.07 
Basic Skills Test Mathematics 240.27 25.50 
Basic Skills Test Reading Comprehension 251.34 21.86 
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The 5 sub-areas of the Content Area Exam: 

I. Language Arts and Literacy 
II. Mathematics 
III. Science 
IV. Social Sciences 
V. The Arts, Health, and Physical Education 

 
Basic Skills Test sub-areas: 

1. Reading Comprehension  
2. Language Arts  
3. Mathematics  
4.   Writing 
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APPENDIX B 
 

Correlation between Content Area Course GPA and ICTS Content Area Test #110, 
Elementary/Middle Grades sub-area scores 

 
 
 

 

• Candidates’ GPA in Language Arts and Literacy courses and ICTS Content 
Area Test #110, Elementary/Middle Grades Language Arts and Literacy sub-
area score (r=.415, p<.01), r2=.17, which indicates that GPA in Language Arts 
and Literacy courses accounts for 17% of the variation in the Language Arts 
and Literacy sub-area score; 

 
 

• Candidates’ GPA in Mathematics courses and ICTS Content Area Exam #110, 
Elementary/Middle Grades Mathematics sub-area score (r=.279, p<.01), r2=.08, 
which indicates that GPA in Mathematics courses accounts for 8% of the 
variation in the Mathematics sub-area score; 

 
 

• Candidates’ GPA in Science courses and ICTS Content Area Exam #110, 
Elementary/Middle Grades Science sub-area score (r=.314, p<.01), r2=.10, which 
indicates that GPA in Science courses accounts for 10% of the variation in the 
Science sub-area score; and 

 
 

• Candidates’ GPA in Social Science courses and ICTS Content Area Exam #110, 
Elementary/Middle Grades Social Science sub-area score (r=.319, p<.01), r2=.10, 
which indicates that GPA in Social Science courses accounts for 10% of the 
variation in the Social Science sub-area score. 
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APPENDIX C 

 
 

Correlation between Candidates’ Cumulative GPA and ICTS Content Area Test #110, 
Elementary/Middle Grades 

 
 
 
 
 

• Candidates’ cumulative GPA and candidates’ total score on the ICTS Content 
Area Test #110, Elementary/Middle Grades  (r=.344, p<.01), r2=.12, which 
indicates that cumulative GPA accounts for 12% of the variation in the ICTS 
Content Area Test #110, Elementary/Middle Grades total score; 

 
 

• Candidates’ cumulative GPA and candidates’ Mathematics sub-area score on the 
ICTS Content Area Test #110, Elementary/Middle Grades (r=.232, p<.01), r2=.05, 
which indicates that cumulative GPA accounts for 5% of the variation in the 
Mathematics sub-area score; 

 
 

• Candidates’ cumulative GPA and candidates’ Language Arts and Literacy sub-
area score on the ICTS Content Area Test #110, Elementary/Middle Grades 
(r=.323, p<.01), r2=.10, which indicates that cumulative GPA accounts for 10% of 
the variation in the Language Arts and Literacy sub-score; 

 
• Candidates’ cumulative GPA and candidates’ Science sub-area score on the ICTS 

Content Area Test #110, Elementary/Middle Grades (r=.290, p<.01), r2=.08, 
which indicates that cumulative GPA accounts for 8% of the variation in the 
Science sub-area score; and 

 
 

• Candidates’ cumulative GPA and candidates’ Social Science sub-area score on 
the ICTS Content Area Test #110, Elementary/Middle Grades (r=.278, p<.01), 
r2=.08, which indicates that cumulative GPA accounts for 8% of the variation in 
the Social Science sub-area score. 
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APPENDIX D 
 

Correlation between Candidates’ Performance on the ICTS Basic Skills Test and 
Candidates’ Performance on the ICTS Content Area Test #110, Elementary/Middle 

Grades 
 

 
 

• Candidates’ ICTS Basic Skills Test total score and their ICTS Content Area Test 
#110, Elementary/Middle Grades total score, (r=.628, p<.01), r2=.39, which 
indicates that Basic Skills Test total score accounts for 39% of the variation in 
the ICTS Content Area Test #110, Elementary/Middle Grades total score; 

 
 

• Candidates’ ICTS Basic Skills Test Writing sub-area score and their ICTS 
Content Area Test #110, Elementary/Middle Grades Language Arts and Literacy 
sub-area score (r=.246, p<.01), r2=.06, which indicates that Basic Skills Test 
Writing sub-area score accounts for 6% of the variation in ICTS Content Area 
Test #110, Elementary/Middle Grades Language Arts and Literacy sub-area 
score; 

 
 

• Candidates’ ICTS Basic Skills Test Language Arts sub-area score and their ICTS 
Content Area Test #110, Elementary/Middle Grades Language Arts and Literacy 
sub-area score (r=.460, p<.01), r2=.21, which indicates that Basic Skills Test 
Language Arts sub-area score accounts for 21% of the variation in ICTS Content 
Area Test #110, Elementary/Middle Grades Language Arts and Literacy sub-area 
score; 

 
 

• Candidates’ ICTS Basic Skills Test Reading sub-area score and their ICTS 
Content Area Test #110, Elementary/Middle Grades Language Arts and Literacy 
sub-area score (r=.467, p<.01), r2=.22, which indicates that Basic Skills Test 
Reading sub-area score accounts for 22% of the variation in the ICTS Content 
Area Test #110, Elementary/Middle Grades Language Arts and Literacy sub-area 
score; and 

 
 

• Candidates’ ICTS Basic Skills Test Mathematics sub-area score and their ICTS 
Content Area Test #110, Elementary/Middle Grades Mathematics sub-area score 
(r=.420, p<.01), r2=.18, which indicates that Basic Skills Test Mathematics sub-
area score accounts for 18% of the variation in the ICTS Content Area Test #110, 
Elementary/Middle Grades Mathematics sub-area score. 
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APPENDIX E 
 
 
 

ANOVA tests between Candidates’ Content Area Course GPA and Candidates’ 
Performance on the ICTS Content Area Test #110, Elementary/Middle Grades sub-

areas 
 

 
 
 

• The means of the ICTS Content Area Test # 110, Elementary/Middle Grades 
Language Arts and Literacy sub-area scores are significantly different across the 
Language Arts course GPA groups (F=12.419, p<.01); Post Hoc Tukey tests 
indicate that Group 4 scored higher than all the other groups. 

 
 

• The means of the ICTS Content Area Test # 110, Elementary/Middle Grades 
Mathematics sub-area scores are significantly different across the Mathematics 
course GPA groups (F=4.724, p<.01); Post Hoc Tukey tests indicate that Group 1 
scored lower than Group 3 and Group 4. 

 
 

• The means of the ICTS Content Area Test # 110, Elementary/Middle Grades 
Science sub-area scores are significantly different across the Science course GPA 
groups (F=6.308, p<.01); Post Hoc Tukey tests indicate that Group 1 scored lower 
than Groups 3 and 4. 

 
 

• The means of the ICTS Content Area Test # 110, Elementary/Middle Grades Social 
Science sub-area scores are significantly different across the Social Science course 
GPA groups (F=7.405, p<.01); Post Hoc Tukey tests indicate that Group 4 scored 
higher than all the other groups. 
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APPENDIX F 
 
 

ANOVA tests between Candidates’ Cumulative GPA and Candidates’ Performance on 
the ICTS Content Area Test #110, Elementary/Middle Grades sub-areas 

 
 
 
 

• The means of ICTS Content Area Test # 110, Elementary/Middle Grades total 
scores significantly differ across the cumulative GPA groups (F=8.008, p<.01); 
Post Hoc Tukey tests indicate that Group 4 scored higher than Group 2 and 
Group3, and Group 3 scored higher than Group 2.  

 
 

• The means of ICTS Content Area Test # 110, Elementary/Middle Grades  
Language Arts and Literacy scores significantly differ across the cumulative 
GPA groups (F=6.423, p<.01); post hoc Tukey tests indicate that Group 4 scored 
higher than Group 2 and Group 3. 

 
 

• The means of ICTS Content Area Test # 110, Elementary/Middle Grades Science 
scores significantly differ across the cumulative GPA groups (F=5.457, p<.01); 
post hoc Tukey tests indicate that Group 4 scored higher than Group 2 and Group 
3. 

 
 

• The means of ICTS Content Area Test # 110, Elementary/Middle Grades Social 
Science scores significantly differ across the cumulative GPA groups (F=5.551, 
p<.01); post hoc Tukey tests indicate that Group 2 scored lower than Group 3 and 
Group 4. 

 
 

• The means of ICTS Content Area Test # 110, Elementary/Middle Grades 
Mathematics scores significantly differ across the cumulative GPA groups 
(F=3.553, p<.05); post hoc Tukey tests indicate that Group 4 scored higher than 
Group 2. 
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By 
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Team-teaching may be defined as a practice in which at least two instructors are responsible for 
instruction and are present in the classroom.  Team teaching is one method of instruction incorporating 
two or more instructors working together over the planning, implementation, and evaluation of a 
course (Easterby-Smith & Olve, 1984; Zhang & Keim, 1993), but this specific type of teaching also 
takes time, energy and commitment throughout its entire process of planning, implementing, and 
evaluating a course (George & Davis-Wiley, 2000).  Team-teachers typically develop a common 
syllabus, integrate their various perspectives, select topics, and share teaching activities and lectures 
(Davis, 1995).   
  
Team teaching incorporates various expertise’s into the classroom and allows students to optimize 
their learning processes past traditional classroom instruction (Winter, 1993).  Studies have indicated 
that team teaching has been positively associated with quality of learning and performance, and has 
been successfully utilized over a rage of subject areas (Clark, Paulson Gjerde & Skinner, 2003; Heath, 
Carlson & Kurtze, 1987; Lindauer, 1985; Plotnicov, 1985; Rinn & Weir, 1984; Toomey & Eldridge, 
1982; Weger & Hornyak, 1999).  
 
It has been found that students of team-taught classes have a healthier professor-student relationship 
than those of normally taught classes (Wilson & Martin, 1998).  One of the most important aspects of 
team teaching is that students are able to gain knowledge from the different perspectives of the 
different disciplines (Wilson & Martin, 1998).  Letterman and Dugan (2004) have found that this often 
helps to academically promote diversity in ethnic, racial, and cultural backgrounds.   

 
Team-teaching provides benefits to professors on many different levels.  Professors are able to learn 
acquire team-teaching experience (Coffland, Hannemann, & Potter, 1974), veteran professors are also 
able to new teaching methods from other professors whom they are working with (Davis, 1995), and 
generate new curriculum by hearing new ideas from co-working professors (Robinson & Schaible, 
1995).  Team-teaching also helps professors to engage in more philosophical discussions than the usual 
discourse over class material (Schrage, 1995). 
 
Experience in team-teaching is crucial to the success of the class.  In general, research findings have 
revealed that team teaching is not a simple task, but yield promising results.  One of the biggest issues 
with team-teaching is the time and imagination that goes into organization and collaboration (Davis, 
1995).  Finally, one of the challenges to overcome is developing a successful team-taught course with 
the understanding of how to use the contributions of each instructor to that the end result is more than 
the sum of the individuals’ contribution (Wadkins, Miller, & Wozniak, 2006). 
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Abstract 
 

When transplanting Western-based approaches across cultures, some have readily 

discounted or rejected the relevancy of such approaches due to differing cultural contexts 

and characteristics of learners, while others have argued that the principles of good 

teaching exist across cultures. Even with increasing globalization of education at the 

policy and practice level worldwide and the expansion of educational ideas and 

approaches exchanges across cultures, few empirical studies exist that examine the 

applicability of this Western-based approach for different cultural groups, especially in a 

Chinese context. To date, the vast majority of the research supporting the positive impact 

of the application of multiple intelligences (MI) theory to teaching and learning originates 

from Western classrooms. Using a conceptual change professional development model, 

this study examines the extent to which the introduction of MI theory may change 

Chinese teachers’ beliefs about the nature of intelligence, teaching and learning. Findings 

from questionnaires and reflection data indicate that the majority of Chinese teachers 

generally showed positive changes in conceptions of student intelligence, teaching and 

learning after the treatment. This implies that Western-based MI theory can be applied in 

a Chinese context and that the conceptual change professional development model was 

effective in generating changes in teachers’ beliefs about student intelligence, teaching 

and learning. 
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Multiple Intelligences in China: Examining Teachers’ Beliefs about Teaching and 
Learning  

 
Introduction 

When transplanting educational ideas or approaches from one country to another, 

some have readily discounted or rejected the relevancy of such approaches predicated on 

the assumption that differing cultural contexts and characteristics of learners are so vast 

that such transplantation is nearly impossible (Boekaerts, 1998). As a result, there exist 

few empirical studies that have critically examined whether, to what extent, and how the 

assumed differences may or may not influence the transplantation of specific ideas or 

approaches across cultures. However, with the increasing globalization of education at 

the policy and practice level worldwide and with the expansion of educational ideas and 

approaches exchanges across cultures, more empirical studies are needed to determine 

whether principles of good teaching from one cultural context can successfully 

transposed across cultures (Biggs, 1996).  

This study examines the extent to which the introduction of an idea that originated 

in the West may be imported to an Asian context. Few empirical studies exist that 

examine the applicability of this Western-based approach for different cultural groups, 

especially in a Chinese context. To date, the vast majority of the research supporting the 

positive impact of the application of multiple intelligences (MI) theory to teaching and 

learning originates from Western classrooms. Drawing on questionnaires and reflection 

data from a group of Chinese English teachers in a workshop context, this study 

examines the extent to which the introduction of a Western-based idea, Multiple 

Intelligence theory, may influence Chinese teachers’ beliefs about the nature of 

intelligence and their ideas of teaching and learning. In doing this, this study contributes 
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to the literature about the nature of transporting educational ideas and approaches across 

cultures within a professional development workshop context. 

Multiple Intelligences Theory 

In his 1983 book, Frames of Mind: The Theory of Multiple Intelligences, 

(Gardner, 1983; 1993), Gardner challenged the unitary concept of general intelligence by 

proposing that intelligence should be viewed as individuals’ abilities to solve problems in 

real life, create new problems to solve, or offer something valuable in a culture or 

community (Gardner, 1999). Rather than defining intelligence solely based on how well 

students performed on verbal-language and/or mathematical tasks using a IQ 

(Intelligence Quotient) scores, Gardner contended that intelligence came in a variety of 

forms, may be localized to certain areas of the brain, and was developed and expressed in 

differing social and cultural contexts. Additionally, he proposed that most students 

possessed at least eight distinct types of intelligences but to varying degrees including 

(Gardner, 1999):  

1. Linguistic intelligence (“word smart”) refers to the capacity to communicate and use 

language to express ideas and understand other people.   

2. Logical-mathematical intelligence (“number/reasoning smart”) allows individuals to 

use, calculate, quantify, and analyze abstract relationships and to solve complex 

mathematical operations.  

3. Spatial intelligence (“picture smart”) is evident in individuals who have the ability to 

think in three-dimensional ways that allow them to transform information from the visual 

world to their minds. These individuals are able to perceive external and internal images, 
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to recreate images from memory, transform or manipulate images, to navigate themselves 

and objects through space and to skillfully decode or develop graphic information.  

4. Musical intelligence (“music smart”) enables individuals to create, communicate and 

understand through sound. These people are sensitive to pitch, melody, rhythm, tone and 

have the ability to think in musical terms.  

5. Bodily-kinesthetic intelligence (“body smart”) consists of the capacity to use parts of or 

their entire bodies to manipulate and create objects and solve problems.  Kinesthetically-

gifted people demonstrate keen physical skills and are able to coordinate bodily 

movements and conduct advanced forms of problem solving and creativity 

6. Interpersonal intelligence (“people smart”) refers to the capacity to interact and 

understand people and relationships. Individuals with this ability are able to recognize, 

connect and understand other people’s feelings, desires, and intentions and are able use 

these in problem solving.  It allows individuals to work effectively with others.  

7. Intrapersonal intelligence (“self smart”) allows individuals to possess and construct 

accurate self-knowledge. They are able to use this knowledge to plan and direct their 

decision-making and behavior. Because individuals high in this ability have a strong 

understanding of their feelings, fears and motivations, they tend to make sound choices in 

their lives and know what they can and can’t do or know where to seek help if needed. 

8. Naturalist intelligence (“nature smart”) enables people to discriminate among, identify, 

classify and use features of the natural world to solve problems.  

Multiple Intelligences Studies in US 

Gardner’s theory of multiple intelligences has changed the perception and 

understanding of human intelligences among many Western educators. In general, all 
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individuals possess all of the intelligences but each intelligence appears to emerge at 

different rates and different times in life. As well, each intelligence seems to have its own 

developmental sequence. Because of this, students differ in the relative degree of 

strengths and weaknesses for each intelligence. Because each student combines and uses 

these types of “smartness” in highly personal ways, limiting educational experiences only 

to the traditional academic ways of learning that focus primarily on linguistic and 

mathematical intelligences really lessens the importance of other ways of learning and 

knowing for students. Consequently, Gardner’s theory has been embraced by many US 

educational theorists, teachers, and administrators and has generated countless new ideas 

and practices in the education field (Armstrong, 1994; 1999; Campbell, Campbell, & 

Dickinson, 1999; Chen, Krechevsky & Viens, 1998; Kornhaber, 1999; Kornhaber, 

Fierros, & Veenema, 2004; Lazear, 2000).   

 Since the cast of MI theory, US educators appear to readily accept MI notions and 

this has prompted, in part, many to adopt and actualize the theory into curricular planning 

and development as well as learning and teaching practices (Armstrong, 1994; 1999; 

Campbell, Campbell, & Dickinson, 1999; Lazear, 2000). Of the studies conducted in US 

k-12 level settings, many report that the implementation of MI theory into individual 

classrooms or school programs contributed to increased levels of performance on 

standardized test scores (Campbell & Campbell, Kornhaber, Fierros & Veenema, 2004), 

improved student behavior (Kornhaber & Fierros, 2000), increased parental participation 

(Kornhaber, Fierros & Veenema, 2000), and improved learning, effort, motivation and 

social adjustments among  gifted, ethnically diverse and learning disabled students 

(Campbell, Campbell, & Dickinson, 1996; Campbell & Campbell, 1999; Kallenbach & 
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Veins, 2002; Kornhaber, Fierros & Veenema, 2004; Maker, 1993;  Maker, Rogers, 

Nieldson & Bauerui, 1996; Leibowitz & Stames, 1993; Sarouphim, 1999).  

 However, much of the research supporting MI theory stems from studies 

conducted in US classrooms. As a result, there is little cross-cultural validation of 

multiple intelligences and its applicability across differing cultural contexts. Currently, 

there exist few empirical studies that examine the applicability of this Western-based 

approach for different cultural groups, especially in a Chinese context. (When 

transplanting Western-based approaches across cultures, some have abruptly discounted 

or rejected the relevancy of such approaches due to differing cultural contexts and 

characteristics of learners (Boekaerts, 1998) while others have argued that the principles 

of good teaching exist across cultures (Biggs, 1999)  

Of the few MI theory studies in a Chinese context, most of the empirical studies 

have been conducted in Hong Kong which hosts an educational system founded upon 

British educational influences in curricular standards and content. In addition, these 

studies have focused mainly on assessing gifted students and practicing teachers in 

determining their MI profiles (Chan, 2001a; 2003; 2004) rather than examining the 

changes to teachers’ beliefs about the nature of intelligence, teaching and learning when 

exposed to MI theory and methods. This study contributes to the literature by examining 

the extent to which the introduction of MI theory may change Chinese teachers’ beliefs 

about the nature of intelligence, teaching and learning by using a conceptual change 

professional development model. The findings will add insights into the applicability of 

MI across cultures as well as the effectiveness of using a conceptual change model to 

affect teacher change and beliefs for in-service teachers.  
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Teacher's Conceptual Change and Teaching Improvement 

The examination of the applicability MI theory across cultures is framed around 

the teacher's conceptual change literature. This body literature assumes that teachers have 

personally held systems of beliefs, values and principles about teaching and learning that 

fundamentally influence their teaching practices (Clark & Peterson, 1986). However, 

changing teachers’ conceptions is a difficult task (Kagan, 1992; Hill, 2004; Holt-

Reynolds, 1991; Kennedy, 1991; Simon & Schifter, 1991; Taylor, 1990) since they use 

their belief systems not only to guide their actions but also to significantly filter new 

information (Kagan, 1992; Nespor, 1987; Pajares, 1992). This can inhibit conceptual 

change since many teachers are not well prepared to consider situations that conflict with 

their perspectives.  

The central tenet of conceptual change theory posits that learners possess pre-

existing conceptions or knowledge structures but when confronted with a conceptual 

conflict, they become dissatisfied with the misfunction of existing conceptions (Posner, 

Strike, Hewson & Gertzog, 1982). This dissatisfaction will initiate the adaptation of new 

conceptions to their pre-existing conceptions or knowledge structures (assimilation). 

However, when the new conceptions do not fit into their pre-existing mental structures, 

conceptual disequilibrium will be created, which will lead to the change or development 

of their conceptual structures to accommodate the content of learning (von Glasersfeld, 

1995). This involves the replacement of the original conceptions with new mental 

structures, provided that the new conception satisfies the conditions of being intelligible, 

initially plausible and worthwhile (Posner, Strike, Hewson & Gertzog, 1982). In this 

view, the introduction of discrepant or conflicting concepts, such as in the introduction of 
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MI notions about intelligence into a Chinese context, may be the source of disequilibrium 

or the arena in which disequilibrium occurs.  

Studies in Western literature suggest that to initiate such dramatic conceptual 

disequilibria, professional development sessions should be structured around engaging 

teachers in actively examining their own pre-existing ideas in light of new ideas about 

teaching and learning (Kagan, 1992; Kennedy, 1991; Richardson, 1997). Such strategies 

as self-reflection and collaborative problem-solving (Chan, 2001b), case-based analysis 

and critical comparison (Matthews, 2001),  guided observations and reflections on 

classroom practice, argumentation and persuasion (Sinatra & Kardash, 2004), simulation 

(Soderberg & Price, 2003), and hands-on activities (Lee, 2005; McDermott, 1984; 

Sherman & Randolph, 2004) have been common vehicles to engage teachers in 

conceptual change (Wideen et al., 1998; Zeichner & Liston, 1987). Although these 

approaches seem to have very little long-term impact on pre-service teachers (McDiarmid 

& Price, 1990; Zeichner & Hoeft, 1996),  they do showed some influences on more 

experienced in-service teachers if an immediate teaching context gives them an 

opportunity to examine their existing ideas through alternative ideas (Richardson, 1992; 

1994).   

The implications of this conceptual change theory within the context of this study 

suggest that the adoption and implementation of MI theory and teaching practices into the 

Chinese teachers' classrooms are dependent on the development of their own conception 

of MI. To this end, the initiation of the Chinese teacher's conceptual change will begin 

with the introduction of novel, Western-based MI notions that are conceptually very 

different from the Chinese teachers’ own prior ideas and contexts. Hence, this study 
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examines whether and to what extent the introduction of MI theory may change in-

service Chinese teachers’ beliefs about the nature of intelligence, teaching and learning 

by using a conceptual change approach during a professional development institute. The 

central questions include: How did the introduction of MI theory in a professional 

development workshop context impact Chinese teachers' beliefs about intelligence, 

teaching and learning? What were the Chinese perceptions of MI theory's strengths and 

limitations in the Chinese educational context?  

Methods 

Participants  

 The participants in this study included a total of 49 in-service Chinese teachers 

(45 females and 4 males) of English from schools located throughout the Guangdong 

province which is situated in the Southeast region in the People’s Republic of China. Of 

the total, 25 participants (23 females and 2 males) were elementary-level, in-service 

teachers whose primarily responsibility during the regular academic year was to teach 

English to Chinese students ranging from first to sixth grade. As shown in Table 1, 14 

(56%) of these elementary school teachers possessed between six to ten years of teaching 

experience while 8 (32%) had more than 11 years of teaching experience. Only three 

(12%) of the elementary teachers had less than five years of teaching experience.   

 
Insert Table 1 here 

 
 

The other group was comprised of 24 (22 females and 2 males) secondary-level, 

in-service teachers whose regular teaching duties included teaching English to Chinese 

middle and high school level students. Of these secondary-level teachers, 18 of them 
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were teaching middle school level English while 6 were teaching English to high school 

students spanning tenth to twelfth grades. As revealed in Table 1, the range in teaching 

experience for the secondary teachers was somewhat equally distributed across the group 

with 8 (33.3%) with five or fewer years, 9 (37.5%) with between six to ten years, and 7 

(29.2%) with more than eleven years of teaching experience at the secondary level, 

respectively.  

Context and Procedures 

All the participants were enrolled in a three-week, intensive professional 

development institute held in a large city located in the Southeast region of the 

Guangdong province. All the teachers were invited to participate in the study as they 

received instruction in professional development courses in English entitled: “English 

Writing”, “Models of Teaching”, “English as Foreign Language Teaching” and 

“Teaching for Multiple Intelligences.” These courses introduced constructivist ideas and 

methods previously unfamiliar to the teachers. For the most part, this group of teachers 

taught English in ways that mirrored their own learning experiences. They primarily 

taught and learned English through grammar-based and transmissive methods of 

instruction, which is commonly used for teaching academic subjects in China (Song, 

2000; Wang, 2001). As part of a larger study that explored the effects of Western 

developed principles of constructivist instruction on the teachers’ conceptions of teaching 

and learning, the major focus of this study was to examine how teachers experiencing a 

high level of dissonance (through the introduction of MI theory) attempted to integrate 

new forms of knowledge with prior knowledge constructed in a culture that values 
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tradition, hierarchical relationships, and obedience to authority (see for example, Hessler, 

2000).   

Consistent with the principles of MI (Campbell et al, 1999), and constructivist 

teaching (Grossman et al., 1999), the MI professional development session offered the 

teachers opportunities to collaborate with one another, to construct knowledge by actively 

experiencing MI-based activities, methods and discussions, and to share in their MI 

lesson plan designs. The MI course included lessons that engaged the participants in 

examining conceptions of intelligence, completing an intelligence inventory to determine 

their individual MI profiles, introducing a particular intelligence in a lesson, providing 

examples of people who exemplified a particular intelligence, generating a definition of 

the intelligence, sharing suggestions for enhancing classroom environments, engaging in 

MI-based instructional strategies, designing their own strategies that aligned to their 

existing curriculum and sharing and discussing their products. In sum, using an 

environment that enhanced the development of MI (Campbell et al, 1999), participants’ 

in this workshop developed their mental abilities through interactions with peers, 

activities that used a number of tools and materials, learning that was real, personally 

meaningful and purposeful, engaging in daily individual reflections and an overall 

classroom climate that was positive, nurturing, and experiential (Campbell et al, 1999). 

Instruments and Analysis 

Data was gathered from three major sources. First, an initial survey was 

administered to elicit information about participants' background and teaching 

experiences and their perceptions of intelligence, teaching and learning as well as their 

prior experience with MI theory. This data helped to determine the teachers' prior 
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exposure to MI notions and their teaching experiences. Second, at the end of each day of 

the institute, participants wrote individual reflections in order to question, critique, apply, 

and synthesize their learning. This data was used to triangulate daily influences of MI 

notions the participants’ beliefs about intelligence, teaching, and learning with pre- and 

post-assessment questionnaires. Third, a final semi-structured questionnaire was 

administered at the end of the professional development institute to ascertain information 

about changes to participants’ beliefs about intelligence, teaching, and learning. 

Each of the data sources was subjected to content analyses (Guba & Lincoln, 

1981; Miles & Huberman, 1994) in which the teachers’ narrative responses to the broad 

categories of intelligence, teaching and learning were first examined for naturally 

occurring or “grounded” categories (Glaser & Strauss, 1970; Guba, 1978). Each response 

was then coded and placed into a category and then reviewed to establish that each was 

externally distinct and internally consistent. Responses in each category were then 

subjected to descriptive statistical analyses.  

Findings 

Chinese Teachers’ Exposure to MI Theory Prior to Institute 

 When asked to described their previous exposure to MI theory, methods, or ideas 

in either formal or informal academic environments prior to attending the professional 

development institute, the majority (43 participants or 87.8%) of the teachers indicated 

that they had no prior knowledge of MI theory, methods or ideas. As shown in Table 2, 

only five elementary and one secondary teacher reported that they were familiar with MI 

theories and ideas indicating the initiation of the Chinese teacher's conceptual change 

began with the introduction of novel, Western-based MI notions that are conceptually 
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very different from their own prior ideas and contexts. Most of the teachers relied on 

traditional and narrow view of intelligence, mainly students who were able to perform 

well on verbal and mathematically-based tasks on standardized examinations. In term of 

MI exposure, one elementary teacher asserted that she studied MI theory in her 

undergraduate teacher preparation course but did not attempt to use it in her class since 

she was mainly introduced to the theoretical concepts rather than implementation MI 

methods and strategies.  

I can know the theory from the books and courses of lectures. I study 
undergraduate course in my major field at present but didn’t pay attention 
to it in my teaching. I didn’t know to use (Elementary 8). 
 

Another teacher concurred:  

I have learnt the book in Chinese of MI about the new curriculums. I knew 
something about MI, but I didn't know how I should do (Elementary 23). 
 

Although these teachers were previously introduced to MI concepts, the lasting impact of 

these first introductions was apparently inconsequential in classroom implementation. 

 
Insert Table 2 here 

 
 

Chinese Teachers’ Perceived Changes After Institute 

 As revealed in Table 3, 98% of all the teachers believed that they changed in how 

they perceived teaching and students as a result of exposure to the MI course. The only 

elementary teacher who believed that her conceptions about teaching and learning 

remained constant mentioned that she had difficulties understanding the MI theory due to 

her limited understanding of the English language. 

Not yet change because I can't understand it well, I mean the theory. Many 
problems to English understand [sic] (Elementary 20). 

2008 HICE Proceedings 
Page 5981



Multiple Intelligences in China  14

 
 

Insert Table 3 here 
 

 

The categories that emerged from the data included beliefs related to changes about the 

general purposes to education, intelligence, teaching, student learning and development 

as well as more self-awareness. As exhibited in Table 4, 32 or 65.3% of the teachers 

believed that they formed a greater understanding of intelligence as a result of 

participating in the MI course. The following typified some of the changes in conceptions 

of intelligence: 

Learning about MI changes me a lot. First, my ideas about the definition 
of intelligence becomes wider and more scientific. 2. I'll try to find people 
around me including me smart in which field and try my best to help to 
develop their intelligence using what I've learnt this summer (Secondary 
1). 
 
In the past, I always teach my students in the same way. After learning 
this, I clearly know, every student is individual, they have their own 
intelligence. As a teacher, I should know every students intelligence, this 
can help my teaching. I can find an easy way to teach students who has 
different intelligence. Develop their intelligence and abilities (Secondary 
14). 

 
MI theory also changed their ideas about the goals of teaching. Some of 

them recognized after the exposure to MI that their roles were not only to ensure 

students learn to read, write and speak in English with the end goal of increasing 

standardized test outcomes but also to develop the student holistically in abilities 

and talents. As one of the 22 or 44.9% of the teachers exemplifying this view 

noted: 

 Multiple intelligences theory challenged our traditional beliefs in the 
fields of education and cognitive science. We focus most of attention on 
linguistic and logical-mathematical intelligence. According to a traditional 
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definition, intelligence is a uniform cognitive capacity people are born 
with. This capacity can be easily measured by short-answer tests. But 
through learning multiple intelligences, we know every student has at least 
one strong intelligence. We should place equal attention on individuals 
who show gifts in the other intelligences. We can improve each of the 
intelligences, though some people will improve more easily in one 
intelligence area than in others. So we can teach and assess differently 
based on individual intellectual strengths and weaknesses. In my teaching 
I can change a little of curriculum according to students’ abilities and 
diverse situations and make covering content more efficient. It is very 
important for us to respect the students and arouse their interest in learning 
English. We should try our best to develop the students’ ability. 
(Secondary 18) 
 
MI exposure also influenced the way the teachers perceived student learning and 

development. Some of the teachers commented that participation in the MI institute 

broadened their thinking about how their students could learn and as teachers, how they 

could enhance and deepen their students’ advancement in knowledge and skills. In 

addition, as seen in Table 4, the majority of the teachers stated that learning about MI 

theory and methods would enable them to either have better understanding of students 

and any individual differences (71.4%) or extend their instructional repertoire to better 

English language learning for students (65.3%) and to shift away from their typical 

traditional methods of didactic instruction (34.7%). Learning MI theory and methods also 

prompted the teachers to believe that they could provide better classroom climate for 

more engagement of a broad range of learners in an enjoyable (22.4%) and respectful 

learning environment (6.1%).  Moreover, cultivating a deeper understanding of MI theory 

and its methods empowered some of the teachers to make discoveries about themselves 

(22.4%) and their MI capacities (10.2%). A case in point was Secondary 8 teacher who 

disclosed: 

MI means a lot to me: 1 to my teaching, with the intelligence, I can 
stimulate almost all the students now to participate the activities in my 
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class. If I just use the traditional way, maybe some poor students have no 
choice but to take a nap in class. As every student has their own 
advantages, so through this method, students can learn English well to the 
greatest extent. 2. to the students themselves, they can cultivate the sense 
of cooperation, discover their advantages, sharpen their senses about 
world around them, deepen their hobbies and so on. 3, to myself, I can 
discover myself a lot during the course of preparations for the class. For 
example, I find I am good at music, and I also show great enthusiasm to 
the world around me. Life becomes much more interesting than before. 

 
 

Insert Table 4 here 
 

 

Perceived MI Impact on Conceptions of Teaching and Student Learning 

 Impact on Student Learning and Development 

After exposure to MI, the majority of the teachers believed that MI theory and 

methods would offer ways to provide greater enriched learning and development 

opportunities for their students. As shown in Table 5, over half or 57.1% of the teachers 

reported that the strength in MI implementation would be the stimulation of greater 

student learning interests, attentiveness and enjoyment while 14.3% of the teachers 

mentioned that more student participation would ensue due to more lively and active 

learning opportunities with MI. As well, 14.3% of the teachers believed that other MI 

strengths included opportunities to develop not only students’ self-esteem and confidence 

but also a greater desire for learning the English language. Additionally, 6.1% of the 

teachers believed that MI methods would also nurture and develop students' creativity. 

Furthermore, a small segment of the teachers viewed MI strengths to include the 

cultivation of peer and collaborative learning (10.2%) and the development of 

cooperative and communicative skills (18.4%) in the classroom. Moreover, a large 

proportion (40.8%) of the teachers believed that one of the primary strengths of MI 
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theory and methods was the emphasis on the holistic development of the whole child 

believing that all children possessed varying abilities and potential. As one teacher 

explained: 

MI strategies in the classroom helps to create an initial interest and 
enjoyment in foreign language learning… to contribute to the process of 
the development of the child’s intellectual, social, emotional and physical 
skills and foster improved learning skills (Elementary 10) 
 

 
Insert Table 5 here 

 
 

 Impact on Ideas of Teaching  

Besides enhancing student learning and development, other MI strengths 

described by the teachers included the betterment of their instruction. As shown in Table 

5, 36.7% of the teachers believed that one of the strengths of applying MI would be that it 

would offer an overall, more effective and substantive way of providing concrete and 

more tangible methods of instruction with greater efficiency in the coverage of the 

curriculum. Other teaching strengths included being able to present concepts more 

flexibly (28.6 %) and provide more meaningful learning choices that tapped into different 

types of students (30.6%). Additionally, 4.1% of the teachers mentioned that other MI 

strengths consisted of being able to: establish a better teaching and learning climate and 

culture (14.3%), assess and evaluate students using different methods (4.1%), and offer 

opportunities to collaborate with other teachers from different disciplines (2%). 

Representative of some of these views of improving instructional practices with MI, one 

teacher stated: 

In my opinion, I think the strengths of using MI goes like the following: 
making lessons interesting both for teachers and students, make covering 
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content more efficient, more tangible and more flexible. It can vary 
students' abilities, environments, and diverse situations. Students can 
review their own learning progress (Secondary 2). 
 

Barriers/Challenges to MI Implementation in China 

 When asked about the barriers and/or challenges to MI implementation in the 

Chinese context, the emergent categories as revealed in Table 6, consisted of issues 

related to teacher and students’ knowledge and behavior, the lack of time, class size, and 

systemic issues in the Chinese educational system 

 
Insert Table 6 here 

 
 

 Lack of Time 

As indicated in Table 6, 24.5% of the teachers believed that because MI lessons 

would require greater time commitments generally in classroom implementation as 

compared to their conventional use of didactic methods within a 40 minute lesson and 

that this would consequently affect their coverage of the required curriculum over the 

academic year, the lack of time would be a hindrance. Time was also identified as 

another obstacle since 18.4% of the teachers stated that there would be more preparatory 

efforts needed in designing and developing MI lessons and units.  

 Large Class Size 

 Table 6 also showed that 14.3% of the teachers cited that class size would be an 

obstacle for MI implementation since 6.1% of them would have difficulties identifying 

and providing enough attention to the MI strengths of each individual student within a 

typical class of 50 or more students. In addition, the lack of resources and limited 

classroom space were identified by 10.2% of the teachers as other physical barriers due to 
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the large class size. Moreover, a pressing concern among 22.4% of the teachers consisted 

of the classroom discipline issues and management of MI-based lessons within large class 

sizes. As one teacher describes: 

The class time is limited, and many students in a class, using this method 
will spent too much time, the order is difficult to control. Other wise, the 
teacher may often use some intelligences which they are good at, less use 
some they are not good at. The important one is, it request highly for 
teachers, give more stresses to teachers (Secondary 14). 
 

 Teacher/Student Issues 

Other teacher-related challenges consisted of questions about their own 

knowledge proficiency in being able to design MI-based lessons/units adequately. Over 

22% of the teachers erroneously believed that they, themselves, needed to be well-

developed in all aspects of MI in order to design and teach MI-based lessons/units. Along 

this same vein, 14.3% of the teachers stated that it would be a challenge to design and 

implement MI lessons that were consistently meeting the needs for all types of learners in 

their classrooms. A few of the teachers (6.1%) cited that the inability to see and measure 

the immediate MI developmental effects would act as another hindrance. Still, others 

(14.3%) mentioned that even with the MI implementation, the overall, general lack of 

motivation and negative attitude toward learning English among their students posed as a 

major barrier for their teaching. As well, 4.1% of the teachers feared anticipated parental 

disapproval of using MI methods in their classrooms and that this would act as another 

deterrent for MI implementation. 

 Systemic Issues 

 The fear of disapproval in applying MI methods was also mentioned by 4.1% of 

the teachers who identified other teachers as well as administrators as barriers to MI 
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implementation. These teachers explained that applying MI would be very divergent from 

the norms of more conventional didactic methods found in Chinese classrooms and might 

be met with disapproval among peers and supervisors. Other existing systemic issues 

included the difficulty of applying MI methods to their prescribed textbooks and 

curriculum for 4.1% of the teachers and the overwhelming pressure by school 

administrators and parents to increase student achievement on standardized examinations 

as indicated by 26.5% of the teachers. These views were symptomatic of the existing 

centralized Chinese curricular system that placed a great emphasis on students’ 

achievement on standardized examinations and these teachers viewed that MI methods 

were not aligned to methods that would meet the challenges of the existing standardized 

exam pressures and expectations. As encapsulated by the following teacher: 

But our problem is, the educational government does not admit the 
difference between people, in an English class, what they need is just the 
linguistic skills and a good score. Our exam system requires the school 
and the Sts' parents only pay attention on the marks. Too many activities, 
they think it wastes time and the students learn little (Secondary 7). 
 

Intentions of Implementing MI Methods in the Future & Importance in Classroom 

Practice 

Despite identifying the barriers and challenges of MI implementation, the 

majority of the teachers still believed that it was worthwhile to attempt MI strategies in 

their teaching. As shown in Table 7, 83.7% of the teachers indicated that they intended 

 
Insert Table 7 here 

 
 

to apply MI in their teaching while only one individual had no plans for future MI 

classroom application. As this individual explained: 
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No use in the future. I am not sure to use this method for I can't know it 
quite well, maybe I know it but I can't express in the theory. I am worried 
about my pupil can't understand it, or it may waste the time, I really don't 
want to try it either (Elementary 20).  

 

Five or 10.2% of the other teachers mentioned that they were “undecided” in future MI 

application and noted many of the aforementioned barriers and challenges to MI 

implementation. These sentiments were captured by a teacher who commented: 

Maybe I will use. I will try to use multiple intelligences in my teaching, 
but I will face some barriers. One is time that I have mentioned above. The 
second is in most school in China, there are many students in one class, 
there will be more than 40 or 50 students, and the level of the students is 
uneven. Some are very good, some are very poor, so it is hard for the 
teacher to operate. Sometimes maybe we can’t get ideal result, instead, we 
waste the time. The third is we haven’t enough space in the classroom to 
have some activities. You know, there are many students in one 
classroom, it is crowded. How can we make any room to have some 
activities? These are the problems (Secondary 20). 
 

As exhibited in Table 8, when asked to identify the most important MI capacities to be 

included in their teaching, over 40% of the teachers believed that the following abilities 

were the most important to foster in their teaching: interpersonal, linguistic, kinesthetic, 

visual/spatial and musical/rhythmic.  

 
Insert Table 8 here 

 
 

One teacher explained the importance of interpersonal and linguistic skills as: 

Interpersonal is important. Because in the future students must join in the 
social life and they have to solve problems I and get used to group or team 
work, if they lack of the ability of participant, they can't fit the demand of 
the society. So, I will design more group tasks for them, e.g., group 
research (Secondary 9). 
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Another teacher remarked on the importance of kinesthetic, visual/spatial and 

interpersonal development as related to her students’ characteristics: 

Visual, interpersonal, and kinesthetic intelligences in my classroom. These 
three are important to me because of the characteristic of my students. 
Ours is not a key school but an art one. The students are not top ones who 
are good at learning (Secondary 19). 

 

Discussion and Conclusion 

This study examined the extent to which the introduction of MI theory can affect 

change in Chinese teachers’ beliefs about the nature of intelligence, teaching and learning 

by using a conceptual change professional development model. In doing this, the findings 

contributed to the literature by providing empirical evidence of the cross-cultural 

applicability of MI theory and methods and the effectiveness of using a conceptual 

change model to affect teacher belief changes. Several important findings and 

conclusions may be drawn based on the study’s central questions. 

 First, how did the introduction of MI theory in a professional development 

workshop context impact Chinese teachers' beliefs about intelligence, teaching and 

learning?  Findings revealed that the Chinese teachers’ conceptions about the nature of 

intelligence, teaching and learning were generally transformed after engaging in an MI-

based learning environment which emphasized a classroom climate that was positive, 

nurturing, and experiential (Campbell et al, 1999). After the MI immersion, many 

teachers began to view intelligence and students differently. They discovered that 

intelligence could be conceptualized more broadly and that students possessed unique 

cognitive profiles that needed to be fostered holistically. They shifted away from the 
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commonly held notions that student intellect was only demonstrated in examination 

performances of verbal-language and mathematical tasks. 

In addition, the MI-based experiences enabled the teachers to reflect on their own 

practices and affirm the importance of incorporating multimodal learning opportunities 

for their students. It appeared that the majority of the Chinese teachers embraced MI 

theory and methods which were evident in the reported expansion of their instructional 

repertories and declared intentions of incorporating MI in their future teaching after the 

institute. 

Second, what were the Chinese teachers’ perceptions of MI theory’s strengths and 

limitations in the Chinese educational context? Even faced with a number of existing 

systemic constraints in their centralized educational system and tremendous parental and 

administrative pressures calling for high academic student gains on public examinations, 

the majority of the Chinese teachers still proclaimed their intended implementation of 

MI.  Moreover, although these teachers primarily taught and learned English through 

grammar-based and transimissive methods of instruction (Song, 2000; Wang, 2001), they 

readily accepted the tenets MI. These teachers viewed MI strengths to be nurturing the 

full spectrum of student intelligences and learning to be student-centered, relating subject 

matter to student interests (Kornhaber et al, 2004). Special emphasis was placed on the 

development of communication skills as interpersonal and verbal/linguistic skills were 

identified as most important for their classrooms.  

This emphasis on the development of the whole child implies that teachers 

acknowledged that intellectual development could not be isolated from emotional, social, 

physical and moral development.  Nevertheless, on the surface, there is seemingly a 
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contradiction between the reported readiness among Chinese teachers to accept learner-

centered pedagogy and their existing teaching model in which teachers are often the 

authoritarian purveyors of information and students are passive recipients of information. 

Perhaps the way in which the teachers in this study readily adopted MI may be influenced 

by the parallels drawn from traditional Chinese views of nurturing the whole child in five 

domains: ethics, intellect, physique, social skills and esthetics (de, shi, ti, qun and mei) 

(Chan, 2000; Chongde & Tsingan, 2003). Alternatively, the natural acceptance of MI 

may be associated more closely to the Chinese curricular reform movement instituted by 

the China Education Commission in 2001 that emphasized active learning and attention 

to the development of individual differences among students (Chen, 2006). Future studies 

need to further examine and differentiate contextual factors affecting readiness for MI 

acceptance across cultures 

Third, to what extent are Western-based ideas, such as MI theory, applicable 

across other cultural context?  Results provide support for the applicability of MI across 

cultures, especially in the Chinese context. The clear implications of MI for Western 

teachers were equally relevant to the Chinese teachers (Campbell, 2007). This study 

showed that even in a homogeneous culture, teachers were able to acknowledge that each 

student may think and learn in a unique ways. Even though facing intense norm-

referenced assessment demands, the teachers envisioned providing multiple entry points 

and enriched learning opportunities into English language learning for their students. This 

finding seems challenge the commonly held Western assumption that a centralized 

curriculum that uses high stake testing will limit teachers’ creativity in developing 

curriculum and teaching that can be adapted to different types of learners (Cochran-
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Smith, 2001; Hargreaves,1994). Although MI instruction originated from Western 

contexts, there appear to be certain principles of effective teaching that might apply in 

different cultural contexts. Good teaching appears to be universal for any culture as this 

study’s results suggest. However, additional studies should explore how teachers’ 

conceptions change when implementing instructional innovations such as MI and how 

such conceptions are related to socio-cultural factors and student learning. 

Lastly, to what extent can using a conceptual change professional development 

model be effective in generating changes in teacher’s beliefs on teaching and learning? 

Results indicate that using a conceptual change approach within a professional 

development forum was generally effective for enhancing learning and promoting belief 

changes among in-service teachers. These findings provide support to other studies that 

indicate teachers’ beliefs about instruction may be changed readily at the in-service level 

(Richardson, 1996; Wideen, Mayer-Smith & Moon, 1998). Moreover, findings from this 

study may also lend support to the feasibility of generating conceptual change by means 

of professional development short courses with emphasis on constructive pedagogy.  

Much of the literature has pointed to the difficulties of changing teachers’ pre-

existing conceptions of instructional practices (Kagan, 1992; Hill, 2004; Holt-Reynolds, 

1991; Kennedy, 1991; Simon & Schifter, 1991; Taylor, 1990). Teacher education 

programs or professional development sessions have generally reported only limited or 

no change after the program (Bird et al., 1992; Calderhead & Robson, 1991; Gore & 

Zeichner, 1991; Herrmann et al., 1993; McLaughlin, 1991; Tellema & Knol, 1997).  Hill 

(2004) determined that teacher change is a long-term process with no guarantee that new 

conceptions will be retained. Further, Hill (2004) observed that the rigid beliefs of 
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teachers and desire for a relatively stable understanding of knowledge, can result in 

situations where teachers will appear to have new conceptual understanding but when 

faced with stressful conditions, they will revert to their previous belief systems.  

The positive outcome of changes reported by teachers in this study provides 

favorable empirical evidence that professional development sessions may serve as 

appropriate contexts for inducing initial conceptual change among teachers. However, the 

transition between teachers’ espoused changes of teaching to changes in actualized 

teaching practices over time needs to be examined in a systematic way. Future research 

should include longitudinal measures examining the direct and clear causal links of 

particular professional development methods, teacher belief changes, actualized 

classroom practices and effects on student learning across different cultural contexts. In 

this way, further insights may be gained about professional development design models, 

field experiences and conceptual change theories. 
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Tables 
 

Table 1: Number of Years of Teaching Experience among Elementary and Secondary 
Chinese Teachers 
 

Teachers 1-5 years (%) 6-10 years (%) 11 + years (%) 
Elementary  

(n=25) 
 

3 (12.0) 
 

14 (56.0) 
 

8 (32.0) 
Secondary  

(n=24) 
 

8 (33.3) 
 

9 (37.5) 
 

7 (29.2) 
Total (N=49) 11 (22.4) 23 (46.9) 15 (30.6) 

 
 
Table 2: Number of Elementary and Secondary Chinese Teachers Reporting Previous 
Exposure to Multiple Intelligences (MI) Theory 
 
 

Teachers 
Number of Teachers with 

Prior Exposure to MI 
Theory (%) 

Number of Teachers with 
No Prior Exposure to MI 

Theory (%) 
Elementary  

(n=25) 
 

5 (20.0) 
 

20 (80.0) 
Secondary  

(n=24) 
 

1 (4.2) 
 

23 (95.8) 
Total (N=49) 6 (12.2) 43 (87.8) 

 
 
Table 3: 
Number of Elementary and Secondary Chinese Teachers Reporting that the Multiple 
Intelligences (MI) Professional Development Changed their Beliefs about Students and 
Practice 
 
 

Teachers 
Number of Teachers 
Reporting Changes to 

Beliefs (%) 

Number of Teachers 
Reporting No Changes to 

Beliefs (%) 
Elementary  

(n=25) 
 

24 (96.0) 
 

1 (4.0) 
Secondary  

(n=24) 
 

24 (100) 
 

0 (0) 
Total (N=49) 48(98.0) 1 (2.0) 
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Table 4: 
Types of Change as Perceived by Elementary and Secondary Chinese Teachers After the 
MI Professional Development Institute 
 
Categories of Belief Changes 

Number of 
Elementary 
Teachers 

(%) [n=25] 

Number of 
Secondary 
Teachers 

(%) [n=24] 

Total 
Number of 
Teachers 

(%) [N=49]
General Purpose of Education    
Recognized the importance of developing 
student holistically 

 
13 (52.0) 

 
9 (37.5) 

 
22 (44.9) 

Shift away from only focusing on student 
standardized test scores in lessons 

 
8 (32.0) 

 
3 (12.5) 

 
11 (22.4) 

Intelligence    
Broadened view of intelligence 12 (48.0) 20 (83.0) 32 (65.3) 
Student Learning & Development    
Allowed for students to make better 
connections and integration of other 
disciplines 

 
6 (24.0) 

 
3 (12.5) 

 
9 (18.4) 

Stimulated greater student 
interest/participation/motivation/active 

 
3 (12) 

 
5 (20.8) 

 
8 (16.3) 

Allowed for peer learning/cooperation 
among students 

 
1 (4.0) 

 
4 (16.7) 

 
5 (10.2) 

Allowed for development of students’ self-
esteem and confidence 

 
3 (12.0) 

 
0 (0) 

 
3 (6.1) 

Allowed for development of students’ 
creativity 

 
3 (12.0) 

 
0 (0) 

 
3 (6.1) 

Teaching    
Allowed for better understanding of students 
and individual differences 

 
17 (68.0) 

 
18 (75.0) 

 
35 (71.4) 

Provided effective methods that enable 
students to learn the English language better 
and more efficiently 

 
 

12 (48.0) 

 
 

10 (41.7) 

 
 

32 (65.3) 
Increased my instructional repertoire/realized 
need for a variety of instructional methods 

 
10 (25.0) 

 
15 (62.5) 

 

 
25 (51.0) 

Shift away from traditional methods 5 (20.0) 12 (50.0) 17 (34.7) 
Teaching and learning is more fun/enjoyable  

5 (20.0) 
 

6 (25.0) 
 

11 (22.4) 
Allowed for equity in treatment of students  

0 (0) 
 

3 (12.5) 
 

3 (6.1) 
Broadened views of assessment and 
evaluation 

 
1 (4.0) 

 
1 (4.2) 

 
2 (4.1) 

Self-Reflections of Themselves    
I learned more about myself 5 (20.0) 6 (25.0) 11 (22.4) 
I must develop and/or possess MI capacities  

5 (20.0) 
 

0 (0) 
 

5 (10.2) 
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Table 5 
Strengths of MI as Perceived by Elementary and Secondary Chinese Teachers After the 
MI Professional Development Institute 
 
 
Categories of MI Strengths 

Number of 
Elementary 
Teachers 

 (%) [n=25] 

Number of 
Secondary 
Teachers 

(%) [n=24] 

Total 
Number of 
Teachers 

(%) [N=49] 
Student Learning & Development    
Stimulated greater student 
interest/attentiveness/enjoyment 

 
8 (32.0) 

 
18 (75.0) 

 
28 (57.1) 

Allowed for holistic development of whole 
child in MI abilities 

 
6 (24.0) 

 
14 (58.3) 

 
20 (40.8) 

Allowed for development of cooperative & 
communicative skills 

 
2 (8.0) 

 
7 (29.2) 

 
9 (18.4) 

Learning is more active/lively/more student 
participation 

 
4 (16.0) 

 
3 (12.5) 

 
7 (14.3) 

Allowed for development of students’ self-
esteem and confidence 

 
4 (16.0) 

 
3 (12.5) 

 
7 (14.3) 

Stimulates desire for learning more English 3 (12.0) 4 (16.7) 7 (14.3) 
Allowed for peer learning/cooperation 
among students 

 
1 (4.0) 

 
4 (16.7) 

 
5 (10.2) 

Allowed for development of students’ 
creativity 

 
3 (12.0) 

 
0 (0) 

 
3 (6.1) 

Teaching    
Overall, better and more effective/efficient 
way to teach and learn the English 
language 

 
8 (32.0) 

 
10 (41.7) 

 
18 (36.7) 

Better able to help all types of students 4 (16.0) 11 (45.8) 15 (30.6) 
Can provide more ideas/flexibility in 
teaching 

 
6 (24.0) 

 
8 (33.3) 

 
14 (28.6) 

Creates better class climate/ 
atmosphere/safe learning environment 

 
2 (8.0) 

 
5 (20.8) 

 
7 (14.3) 

Better way to assess/evaluate students 1 (4.0) 1 (4.2) 2 (4.1) 
Opportunities to collaborate with other 
teachers in other disciplines 

 
1 (4.0) 

 
0 (0) 

 
1 (2.0) 
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 Table 6 
Barriers/Challenges to MI Implementation as Perceived by Elementary and Secondary 
Chinese Teachers After the MI Professional Development Institute 
 
 
Categories of MI Implementation Barriers 

Number of 
Elementary 

Teachers (%)
[n=25] 

Number of 
Secondary 

Teachers (%) 
[n=24] 

Total 
Number of 
Teachers 

(%) [N=49]
Lack of Time    
Limited time in implementing MI lessons 
into class periods/curriculum 

 
5 (20.0) 

 
7 (29.2) 

 
12 (24.5) 

Limited teacher time in preparing MI 
lessons 

 
2 (8.0) 

 
7 (29.2) 

 
9 (18.4) 

Large Class Size    
Classroom discipline problems 2 (8.0) 9 (37.5) 11 (22.4) 
Difficult to implement MI lessons in large 
classes 

 
1 (4.0) 

 
6 (25.0) 

 
7 (14.3) 

Limited resources and classroom space 3 (12.0)        2 (8.3) 5 (10.2) 
Difficult to identify individual MI and 
provide individual MI attention 

 
3 (12.0) 

 
0 (0) 

 
3 (6.1) 

Systemic Issues    
MI methods/strategies are not aligned to 
standardized exam pressures and 
expectations 

 
7 (28.0) 

 
6 (25.0) 

 
13 (26.5) 

Difficult to implement MI into existing 
textbook/curriculum 

 
2(8.0) 

 
0 (0) 

 
2 (4.1) 

Other teachers/administrators may 
disapprove of MI methods/ways of 
teaching 

 
1 (4.0) 

 
1 (4.2) 

 
2 (4.1) 

Teacher/Student Issues    
Teacher must be knowledgeable/well-
developed in all aspects of MI 

 
6 (24.0) 

 
5 (20.8) 

 
11 (22.4) 

Students not interested in learning 
English/poor attitude towards learning 

 
3 (12.0) 

 
4 (16.7) 

 
7 (14.3) 

Not all MI lesson appropriate for all 
students 

 
4 (16.0) 

 
3 (12.5) 

 
7 (14.3) 

Difficult to see immediate/short term 
effects in MI development 

 
3 (12.0) 

 
0 (0) 

 
3 (6.1) 

Parental disapproval of MI methods and 
ways of teaching 

 
1 (4.0) 

 
1 (4.2) 

 
2 (4.1) 
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Table 7 
Number of Elementary and Secondary Chinese Teachers Indicating Future Intentions to 
Implement Multiple Intelligences (MI) Methods in their Teaching 
 
 

Intention 
Number of 
Elementary 
Teachers  

(%) [n=25] 

Number of 
Secondary 
Teachers 

(%) [n=24] 

Total 
Number of 
Teachers 

(%) [N=49] 
Will Implement MI 20 (80.0) 21 (87.5) 41 (83.7) 
Will Not Implement MI 1 (4.0) 0 (0) 1 (2.0) 
Undecided 2 (8.0) 3 (12.5) 5 (10.2) 
No Response 2 (8.0) 0 (0) 2 (4.1) 
 
 
 
Table 8 
Important MI Capacities to be Included in an English as a Foreign Language Classroom 
as Perceived by Elementary and Secondary Chinese Teachers After the MI Professional 
Development Institute 
 
 
 
Types of MI Capacities 

Number of 
Elementary 

Teachers (%)
[n=25] 

Number of 
Secondary 

Teachers (%) 
[n=24] 

Total 
Number of 
Teachers 

(%) [N=49]
Interpersonal 15 (60.0) 14 (58.3) 29 (59.2) 
Verbal/linguistic 17 (68.0) 10 (41.7) 27 (55.1) 
Bodily/kinesthetic 13 (52.0) 10 (41.7) 23 (46.9) 
Visual/Spatial 12 (48.0) 11 (45.8) 23 (46.9) 
Musical/rhythmic 14 (56.0) 7 (29.2) 21 (42.6) 
Intrapersonal 11 (44.0) 9 (37.5) 20 (40.8) 
Logical/mathematical 10 (40.0) 3 (12.5) 13 (26.5) 
Naturalistic 4 (16.0) 3 (12.5) 7 (14.3) 
All Capacities 2 (8.0) 1 (4.2) 3 (6.1) 
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Abstract 

 One of the major goals in reforming teaching is to help teachers learn to use effective 

teaching strategies. In learning the strategies, teachers presumably need to identify and question 

their initial beliefs about teaching strategies and then confront alternative ideas so that a 

conceptual discrepancy may be created. This allows for the formation of new ideas of teaching 

and learning and adaptation of new teaching strategies in their own classrooms. This study is 

designed to examine these assumptions by drawing on surveys, daily reflections, and writing 

assignments from 32 secondary and elementary Chinese English teachers in a three-week 

workshop as they learned eight teaching models ranging from those with a behaviorist 

orientation to those with a constructivist orientation. The study found that almost all the 

participants started with a behaviorist-based teaching approach--direct instruction. However, 

after the workshop, most were able to move to the strategies mixed with behaviorist and 

constructivist ideas with only a small number of the participants being able adopt teaching 

methods with a sole constructivist orientation. The study suggests that teachers’ conceptual 

discrepancies did not sufficiently help them adopt constructivist-based teaching strategies as 

expected. Their limited experiences in seeing new approaches in action prevented them from 

adopting methods that were strikingly different from their pre-existing strategies with 

contradictory theoretical assumptions about knowledge and learning.  

 

2008 HICE Proceedings 
Page 6007



                                                                                                 Conceptual Change in China  1 

Learning Effective Instructional Strategies in a Workshop Context:  

Lessons about Conceptual Change from Chinese English Teachersi 

Changing teachers’ beliefs of knowledge, learning, and teaching is presumably necessary 

to help develop effective teaching strategies as envisioned by the curriculum and teaching 

reforms (Darling-Hammond, 1995; Kennedy, 1991b). This assumption is based on two lines of 

research in the teacher education field in North America. First, although demonstrated through 

various teacher classroom behaviors (Brophy, 1989), effective teaching is largely shaped by the 

kinds of dispositions and thoughts that teachers hold for their teaching (Clark & Lampert, 1986; 

Richardson, 1996). As such, learning to teach using effective teaching strategies necessitates the 

development of relevant dispositions and ideas.  

Second, the dispositions and ideas underlying teaching strategies advocated in the 

reforms are often different from those reflected in the prevailing teaching practices (Feiman-

Nemser, 2001; Wang & Odell, 2002). Thus, learning to teach using effective teaching strategies 

for many teachers means an inadvertent process of conceptual change about learning and 

teaching rather than a direct formation of certain teaching behaviors. 

However, changing teachers’ existing conceptions towards those that underlie effective 

teaching through short and intense workshops is popular but proves to be difficult, although not 

all impossible (McDiarmid, 1991; Richardson, 1996; Wideen et al., 1998). Drawing on data 

using surveys, daily reflections, and written documents from a group of elementary and 

secondary Chinese English teachers, this study examines the influence of using a workshop 

approach on teachers’ beliefs and their application of these teaching strategies. It attempts to 

identify the factors that influence and limit their conceptual changes and acquisition of effective 

teaching strategies in a workshop context. Using this as a base, the study further explores the 
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strengths and limitations of popular theories and assumptions that explain teachers’ conceptual 

changes. 

Conceptual Discrepancies, Experiences of Teaching, and Conceptual Change 

 How teachers change their conceptions and develop alternative ideas to teaching is an 

important question that requires a clear understanding in order to help teachers develop effective 

teaching strategies. In the Western literature, the process of teachers’ conceptual change is often 

framed from a constructivist perspective of learning (Posner et al., 1982; Von Glasersfeld, 1995). 

Following this perspective, the development of teachers’ beliefs is seen as a process of 

construction and reconstruction of ideas and the relationships among them (Kennedy, 1991a; 

Richardson, 1996). In this process, teachers’ existing conceptions play an important role in 

influencing what and how teachers develop new ideas through a process of actively filtering and 

assimilating new ideas to fit pre-existing conceptual frameworks. Unless teachers are provoked 

to question their own ideas of teaching as they confront alternative ideas and models of teaching 

and thus, develop conceptual discrepancy in their minds, a reconstruction of their existing ideas 

will not likely occur. Thus, teachers’ conceptual disequilibrium is the outlet for their idea 

formation. Further, this perspective argues that such conceptual transformations are more likely 

if the following three situations exist. 

 First, teachers need to be willing to change and expand their ideas to form alternative 

conceptions (Wang & Odell, 2003). Such willingness or openness is often related to their 

epistemological beliefs about the conditions under which their existing ideas and model are 

perceived as problematic and an alternative model and idea are seen as plausible substitutes 

(Cooney, 2001). Second, the alternative teaching model needs to be vivid, concrete, and contain 

sufficient details that match credible and believable examples in their minds (Lampert & Ball, 
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1998). Third, their exposure to alternative models needs to focus on the comparison of their 

existing models with the alternative ones accompanied by constant reflection, analysis, and 

questioning (Kennedy, 1991a).  

 However, research on teachers’ conceptual change as summarized by a number of 

literature reviews over the years (Kagan, 1992; Richardson, 1996; Wildman et al., 1989) 

suggests that teachers’ conceptual change in workshop contexts seems to be extremely difficult 

despite the popularity of such a training approach. This holds true even if the instruction in these 

contexts use a constructivist perspective of learning with a strong focus on creating conceptual 

discrepancies among teachers (Richardson, 1997). Several explanations are proposed to interpret 

this difficulty.  

 The first stems from a personal historical interpretation that attributes the lack of 

conceptual change to the resiliency of teachers’ existing teaching beliefs that have been 

entrenched through years of observations and experiences in teaching. Because of this, they often 

believe that they are already knowledgeable in teaching and have little to learn (Ball & 

McDiarmid, 1989; Kennedy, 1991a; Lortie, 1975) and thus, they are less receptive to changing 

deeply rooted ideas. Consequently, short-term workshops are not able to generate a long, 

persistent, and strong influence to challenge teachers’ existing conceptions of teaching (Darling-

Hammond & Cobb, 1996; Zeichner & Gore, 1990; Zeichner & Hoeft, 1996). However, this 

interpretation fails to explain why experienced teachers who have longer and more exposure to 

the traditional ways of teaching are more likely to change their conceptions of teaching in 

workshop settings than new teachers who have no or little teaching experiences (Richardson, 

1996).  
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 The second is a contextual interpretation that ascribes the difficulty in conceptual change 

to the teacher’s ultimate balance between commitments to various contexts of their work with 

competing goals among which the quality of student academic learning is only one (Cusick, 

1983; Feiman-Nemser & Floden, 1986; Powell et al., 1985).  From this view, even though 

alternative teaching strategies have a great potential to improve student academic learning, 

teachers still perceive these strategies as unrealistic for implementation as they contend with 

other conflicting commitments in their roles (Lipsky, 1980). As a result, changing their 

conceptions of teaching strategies and consequential practice is difficult to accomplish through 

short and intense training sessions often found in workshop contexts. A more ecological 

approach to reforming teaching is necessary in which the change in teachers’ conceptions of 

teaching should be accompanied by a comprehensive reform of other relevant teaching contexts 

in which teachers teach (Hargreaves, 1994; Little, 1999; Wideen et al., 1998). However, this 

explanation does not satisfactorily account for findings that demonstrate that even under similar 

contexts of teaching and learning to teach, some teachers are more likely to change and adapt 

than others (Wang & Odell, 2002). 

 The third is an experience development interpretation, which suggests that teachers 

follow sequential stages in their professional development in which the progression from one 

stage to the next relies heavily on the accumulation of teaching experiences (Fullan, 1991; 

Kagan, 1992). This implies that changing teachers’ conceptions of teaching can vary depending 

on their different levels of experience accumulation. This seems to be consistent with research 

findings that indicate that conceptual change of beginning teachers appears to be more difficult 

than those of more experienced teachers in professional development workshops emphasizing a 

constructivist perspective of learning (Richardson, 1996). From this perspective, new teachers 
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are generally more concerned about establishing themselves as teachers (Kagan, 1992) and lack 

the necessary teaching experiences to examine their own ideas of teaching and determine the 

usefulness of alternative teaching models (Richardson, 1996). Because of this, it is difficult for 

beginning teachers to change their existing ideas and develop new approaches to instruction. In 

contrast, more experienced teachers are likely to be in a developmental stage of focusing on 

improving and broadening teaching strategies that focus on student learning (Kagan, 1992). This 

affords experienced teachers the likelihood of examining their own ideas of teaching and 

mentally testing alternative models of teaching (Richardson, 1996). However, verification of this 

assumption remains open in the field. In addition, even if experiences are shown to be necessary, 

it is still unclear what kinds of experiences, to what degree, and in what contexts will cause 

teachers to change conceptually in order to develop alternative approaches to teaching. 

 This study is designed to explore not only the influences of using a workshop approach 

on experienced teachers’ conception and application of teaching strategies but also attempts to 

develop a deeper understanding about the role of teachers’ experience, their openness to learn, 

and their school contexts in their conceptual change process. This exploration not only offers 

empirical evidence crucial for the verification of important theoretical assumptions regarding 

teachers’ conceptual change but is also necessary for furthering the knowledge base upon which 

policy makers and teacher educators can develop effective policy initiatives and programs to 

better support teacher professional development, improve their teaching, and thus, the quality of 

students’ learning.    

Contexts, Data, and Analysis of the Study 

Program and course contexts 
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This study’s data were drawn from 32 elementary and secondary Chinese English 

teachers who were part of a total of 60 teachers participating in a three-week summer institute in 

a newly developed suburban area in a large Southern city in Chinaii. In the institute, four US 

professors each offered an individual course to the Chinese English teachers. Each course 

focused on popular topics found in both US teaching reform and Western literature that were not 

familiar to the Chinese teachers. This situation created a chance for Chinese teachers to 

experience conceptual discrepancy as suggested in the teacher learning literature (Kennedy, 

1991b). The Chinese teachers participated in whole-day classes in a summer institute setting 

which extended from Monday to Friday for a three week period. This structure mirrors many 

professional workshop situations teachers frequently experience as described in Western 

literature (Richardson, 1994). 

The first course focused on learning to teach writing with particular attention to the 

development of ownership, communication, and original ideas through the engagement of 

Chinese teachers in writing and reflecting on their own writing. The second course focused on 

the theory of multiple intelligences and its application in developing curriculum. The third course 

emphasized the theories of second language acquisition and their applications in teaching 

English to foreign language learners. The last course, from which the data of this study were 

collected, focused on various teaching strategies useful for instruction in various disciplines and 

different contexts of teaching.  

The topics in this latter course were designed to explore the research questions for this 

study, which included two theories of learning and eight relevant strategies. The two learning 

theories were: the constructivist perspective on knowledge and learning (von Glasersfeld, 1987; 

Von Glasersfeld, 1995). This perspective emphasized knowledge as a network of ideas, concepts, 
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and theories that were flexibly connected to each other and learning as to actively construct and 

reconstruct one’s understanding of the connections among ideas, concepts, and theories through 

assimilation and accommodation while he or she interacts with his/her social and physical 

environment. The behaviorist perspective of knowledge and learning (Skinner, 1974) 

emphasized knowledge as concrete and observable behaviors that could be acquired and 

accumulated through stimulation, response, and reinforcement progressing from simple to the 

complex. 

The eight teaching strategies offered in this course were divided into three groups based 

on the connection of each strategy to constructivist and behaviorist perspectives of knowledge 

and learning as described above. The first group consisted of three strategies with a predominant 

constructivist orientation including (1) group investigation, (1) inductive thinking, and (2) 

Synectics teaching strategies. Each strategy focused on the engagement of students in either 

constructing solutions to authentic problems based on available facts, concepts, and information 

(Group Investigation), developing conceptual categorization, relationship, and theories by 

working with specific but unorganized information and artifacts (Inductive Thinking), or creating 

new ideas through connecting unrelated information, ideas, and artifacts (Synectics) 

independently and collaboratively (Joyce et al., 2004). The teacher functioned only as a 

facilitator, questioner, and organizer during the implementation of each strategy.  

  The second group involved two strategies with a predominant behaviorist orientation 

including (1) simulation and (2) direct instruction. These strategies fostered students’ 

development of concrete and observable behaviors through either teachers’ demonstration, 

structured student practice, and appropriate and immediate feedback (Direct Instruction) or 

engaging students in simulations to develop particular skills that could be used in real life 
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contexts through constant practice and feedback and reinforcement (Simulation) (Joyce et al., 

2004). In these processes, the role of teacher was the sources of information, the judge of 

students’ performance, and organizer of their practice.  

The third group consisted of (1) concept attainment, (2) picture-word inductive, and (3) 

advanced organizer strategies (Joyce et al., 2004), which reflected elements of both constructivist 

and behaviorist ideas about knowledge and learning. For example, as advocated in constructivist 

ideas of learning (von Glasersfeld, 1987), the first two strategies focused on students’ own 

construction, reconstruction, and demonstration of concepts (concept attainment) or their own 

understanding of pictures, and meaning of words, sentences, and paragraphs (picture-word 

inductive). However, each primarily focuses the learner on isolated concepts or words, sentences, 

and paragraphs in a structured process in which the teacher is in control of the information flow 

as implied by the behaviorist ideas of knowledge and learning (Skinner, 1968). Contrasting these 

first two strategies, the use of advanced organizers stressed the structure and connections among 

different facts, concepts, and theories which is more aligned with the constructivist perspective 

of knowledge (Von Glasersfeld, 1995). However, in using the strategy, the teacher’s role 

involves demonstrating, reinforcing information for student internalization, and assessing student 

mastery of the knowledge structure, which reflect more of a behaviorist perspective of learning 

(Skinner, 1968). 

The range of theories and strategies in this course offered teachers both the opportunity to 

build their theoretical base and examine the decisions and choices those teachers make for 

adopting strategies for their own instruction. The instructional approach used in this course also 

reflected the suggestions presented in the teacher conceptual change literature (Kennedy, 1991a). 

Before each class session, students were required to read and develop a personal understanding 
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about a theory or strategy. Each class session would begin with students watching a video- or 

reading a written-case article that reflected a particular theory or a teaching strategy and 

discussing about each case in light of their readings, experiences, and other strategies learned. In 

this way, students were expected to develop both theoretical understanding and a vivid image of 

the theory or strategy. Then, the instructor would engage students in the actual processes of the 

strategy in order to develop direct experiences and feeling associated with it. This was followed 

with their critiques and analysis of what they learned in the process. In the end, students worked 

together to generate and share their ideas about the possible use of the theory and strategy in 

their own classroom and identify any relevant problems or challenges.  

Participants and their backgrounds 

The choice of English teachers in China to explore the questions in this study was based 

primarily on the following considerations. Historically, English has been seen as an academic 

subject in China with a strong focus on grammar, reading, and translation and taught primarily 

through the direct instruction approach typically featuring teacher demonstrations followed by 

student practice and memorization (Yang, 2000). This situation left Chinese English teachers 

little exposure to those strategies with a constructivist orientation offered in this summer institute 

and as such, this situation allowed for possible conceptual disequilibrium among teachers. 

 Like most of their colleagues teaching other subjects, the Chinese English teachers 

worked under a mandated curriculum system and centralized teaching organization that stressed 

accountability using formal tests (Wang & Paine, 2003). This context is not only reminiscent of 

the emerging accountability environment in the United States but also it is often seen as a 

counter to the development of teachers’ autonomy and confidence in fostering curriculum and 

methods with a constructivist orientation (Cochran-Smith, 2001; Hargreaves & Dawe, 1990; 
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Helsby & McCulloch, 1996). Thus, the summer course context allowed for the exploration and 

verification of the contextual interpretations about the difficulties of teachers’ conceptual change. 

The 32 participants with complete data sets were selected for this study. Among these 

participants, 15 were secondary English teachers who mostly taught middle school and 17 were 

elementary English teachers. The majority of them were female with only three male 

participants. Their ages ranged from 24 to 36 year old with a mean of 30.09 years old. According 

to the Chinese coordinator of the summer program, the gender and age distribution of these 

participants represented the general English teacher population in the schools situated in Chinese 

metropolitan areas.  Their average formal English teaching education was 3.9 years which 

typically included 3-years of normal school training for most elementary participants and 4-years 

of college or university English teacher education training for most secondary participants. The 

average length of English teaching for this group was 8.03 years ranging from 2 to 16 years. This 

offered an opportunity to explore the relationship between conceptual change and teachers with 

substantial teaching experiences.  

Common to most practices and expectations for teacher training institutions in the 

district, these teachers were selected by their schools to participate under the assumption that the 

institute would focus on English language rather than pedagogical preparation. Although their 

attendance in the institute was counted as part of their professional development credits, the 

quality of their participation and assignment in the summer institute had little influence on 

whether they would be granted credit for the course. As a result, they did not have to “please” the 

instructor when reporting their ideas, experiences, and possible future use of teaching strategy 

which lessened any course instructor effects on their responses in the data. 

Data collection and analysis 
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Data included the following from each of the participants. First, an initial take-home 

survey with open-ended questions was distributed on the first day of the institute and collected in 

the following day. This survey was designed to identify the participants’ personal, teaching, and 

educational background as well as their initial attitudes toward the training institute and ideas 

about how they viewed a good English learner.  

Second, the participants wrote a story on the first day of the institute about how they 

would design and teach a lesson on a particular topic. The description of their teaching process 

represented their most commonly used teaching strategy and was used to identify as their initial 

teaching strategy in this study. 

Third, daily reflective entries collected from each participant at the end of each day 

during the institute contained the participants’ reflections on their daily learning from any of the 

four courses offered in the institute. This data was compared with their initial and final strategies 

in order to identify any possible reasons or evidence of conceptual change.  

The last data source was each participant’s final report for the course that asked them to 

determine their favorite teaching strategy and then describe and identify their assumptions, 

processes, and reasons for their choice. They were also asked to design a lesson using their 

favorite strategy on any of the topics found in the textbook that they have to use in their future 

teaching. This data was used to triangulate their initial strategy and those strategies that they 

learned during the course in order to identify their conceptual change as well as the direction and 

quality of such changes in light of the theoretical framework. 

 Data analysis was conducted in the following ways. First, the initial survey for each 

participant was coded for emerging themes (Strauss & Corbin, 1990). These themes were 

categorized to identify the participants’ English training experiences, ideas of good English 
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learners, and expectations for the training so that their aim and level of willingness and openness 

to learning in the course could be determined (Cooney, 2001; Wang & Odell, 2003). These 

results from each participant were then compared across all the participants in order to establish 

general patterns for the group.  

Then, each participant’s story describing their typical teaching strategy at the beginning 

of the institute was coded in a similar manner to his/her initial surveys, which identified initial 

teaching strategies. This was followed by a comparative analysis across all participants to 

establish the patterns of initial teaching strategy as a group.  

Daily reflections from each participant were coded in a similar way to capture the 

participant’s thinking about the theory or strategy that he or she learned during a particular day.  

The following standards were used for this coding process which were developed based on the 

literature that teachers’ conceptual change relies on their examination of their own ideas, the 

comparison of their own models with the alternative model and ideas, and their constant 

reflection, analysis, and questioning in the comparison (Kennedy, 1991a; Lampert & Ball, 

1998)(Kennedy, 1991a; Lampert & Ball, 1998). These standards were: (1) whether the theory or 

strategy was addressed in the reflection, (2) whether it was positively addressed, (3) whether it 

was negatively addressed, (4) whether a connection was made between the theory or strategy 

taught and his or her own past teaching experience, and (5) whether there was a discussion about 

using the theory or strategy in future. A comparative analysis was conducted to establish any 

patterns of a particular reflection across all the participants. 

 In the end, the final reports from each participant were coded by focusing on the 

following four questions. (1) What strategy was the participant’s favorite strategy? (2) Did 

he/she able to fully understand it? (3) Was he/she able to use it specifically in relation to a 
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particular topic in the textbook? Each participant’s answers to the first two questions were used 

to capture the quality of their understanding about his or her favorite teaching strategy. The 

answer to the third question was used to capture the extent to which he or she was able to use 

his/her favorite teaching strategy specifically in his or her own classroom. A comparative 

analysis was conducted to establish any patterns in the final assignments across all the 

participants. The findings from this analysis were first used to compare with the findings from 

the analysis of their initial teaching strategy before the workshop in order to identify the patterns 

of the participants’ conceptual change.  

This study had three limitations. First, although the characteristics of the teachers in this 

study were similar to those of Chinese English teachers found in many Chinese urban schools, 

the relatively small number of participants reduced the generalizability of the findings. Second, 

the first author was also the instructor for the course, which may have influenced some of the 

participants’ responses. However, the investigator emphasized to the participants that their 

colleagues or administrators would not have access to their responses or data and they were able 

to withdraw from the study at any time without any consequences. Third, no follow-up 

interviews and observations have yet to be conducted in order to track the influence of 

participants’ professed conceptual change on their instruction after the course. The participants’ 

conceptual change discussed here cannot be used to represent those underlying their actual 

instruction conclusively.  

Participants’ Conceptual Change Regarding the Use of Teaching Strategies 

Initial attitude and strategy of the participants 

 The analyses of the participants’ initial surveys and lesson designs of their typical 

teaching strategies suggest the patterns and themes. First, as shown in Figure 1, the most shared 
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characteristics of a good English learner among the participants were: learner’s persistent efforts 

(66%), keen interest (47%), and strong motivation in learning (28%) while learners’ self 

confidence, their own style, and flexible thinking in learning were only shared by 9%, 16%, and 

19% of the participants, respectively. 

Insert Figure 1 

   

 Second, also suggested in Figure 2, most of them expected the training institute to help 

them learn more about teaching strategies and develop English skills, which were shared by 63% 

and 81% of participants. In contrast, some also expected the institute to offer topics on 

educational theories, US culture, classroom management skills, reflections on teaching and 

learning, connections of other subject content to English teaching, assessment design, and 

curriculum development. However, participants who shared the above expectations were not 

substantial ranging only from 6% to 22%. These patterns of participant expectations suggested 

that the majority of the participants were well positioned to learn what the course was going to 

offer—effective teaching strategies. This was interesting considering that most of the summer 

institutes offered by American instructors to English teachers in the school district prior to this 

one focused predominantly on English and US culture as described by the Chinese program 

coordinator informant. 

Insert Figure 2 

   

 Third, the analysis of their lesson descriptions about their typical teaching strategies used 

in the classroom showed that all but three of the participants (91%) used direct instruction. As 

shown in Figure 3, 46% of all the participants used modified versions of direct instruction. For 
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example, instead of using a repetitive practice component found after teacher demonstration in 

the classic form of direct instruction (Rosenshine, 1985), some of the participants’ practice 

(31%--especially the elementary participants) used activities as a way to engage students in 

practice, and some (9%) used group discussions equivalent to student practice after teacher 

demonstration. Some participants (6%) also used good students as peer instructors to impart 

knowledge to other students. Only three participants (9%) used the inductive thinking model, 

picture-word inductive model, or concept attainment model in their own classrooms. As 

described by one secondary English teacher participant, Carrie viewed the direct instruction 

teaching strategy as:  

As for my teaching strategy, I can sum it up to you as three steps, that is presentation, 

practice, and production. At the beginning of each lesson, I go over the learned 

knowledge with students, after that, a warm-up activity is developed that led to the new 

lesson. Then, the new knowledge, such as new words and phrases, is presented on the 

blackboard to students. After presentation, an audiotape is played for students to listen to 

the new words and phrases and ground drills are followed. Then, the pair works together 

to practice. After a series of practice, scenes are set for students to act roles, make 

conversations, or monologue. In such a way, students are given chances to use what they 

learned. 

Insert Figure 3 

   

 In short, the participants in this study entered the course generally with a shared image of 

a good English learner as one who was committed to learning, interested in learning, and more 

importantly, made tireless effort in practicing what he or she learned. Most of the participants 
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were prepared to learn different teaching strategies in spite of the fact that they almost all used 

direct instruction as their primary approach to teaching English.   

Participants’ perceptions of theoretical orientations 

Formal instruction in the course started with the introduction of the two theories of 

knowledge and learning over two sessions. This established the basis for later discussions, 

analysis, and critiques of each teaching strategy in the course. The analysis of the participants’ 

reflections on the constructivist and behaviorist perspectives of learning and knowledge led to 

the following findings as shown in Figure 4. 

Insert Figure 4 

 

First, only about 50% of the participants chose to reflect on their learning of 

constructivist and 19% of them reflected on their learning of behaviorist perspectives of 

knowledge and learning after each class session. 

Second, as for the quality of their understanding about the two theoretical perspectives, 

among those participants who responded to each theoretical perspective, many developed only a 

limited understanding or misunderstandings about each perspective. For example, out of 19% of 

the total responses related to the behaviorist perspective, half (9%) indicated partial 

understanding of the ideas. Among the participants who addressed a constructivist perspective 

(50%), a little more than half (28%) indicated a partial understanding or misunderstandings of 

the concepts. As commented by a secondary teacher participant, Judy, in her reflection, “it’s not 

easy to understand what constructivism and meta-cognition are”. 

These findings suggest that participants were either not interested or had difficulties in 

understanding both the constructivist and behaviorist perspective of knowledge and learning. 
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They indicated that a deep understanding of these theoretical perspectives was challenging for 

classroom teachers even though they were offered videos that showed concrete examples of the 

theories, engaged in comparing and critiquing the specific ideas of two theoretical perspectives 

using their own experiences and readings, and provided with Chinese translations of the ideas by 

the instructor whose first language was Chinese. 

Participants’ responses to different kinds of teaching strategies 

The participants’ responses to constructivist-based teaching strategies 

The participants’ responses to constructivist-based teaching strategies, such as Synectics, 

group investigations, and inductive thinking, showed the following patterns. First, only a smaller 

number of the participants responded to these strategies. As indicated in Figure 5, none of the 

participants responded to the inductive thinking strategy while only 38% responded to group 

investigation and about half of the participants responded to Synectics strategy. 

Insert Figure 5 here 

 

Second, also seen in Figure 5, most of the responses to the Synectics and group 

investigation models of teaching were positive and showed their willingness to try the strategy in 

their own classrooms. For example, about 34 % of the responses referring to the group 

investigation strategy and 31% of the responses addressing the Synectics strategy were positive. 

Half of the participants who responded to the group investigation strategy thought that they 

would like to try it in their classrooms while 25% of participants believed that they would use 

group investigations in their teaching. A case in point was Kara, an elementary teacher 

participant, who clearly expressed such positive attitude toward the group investigation strategy 

in her reflection:  
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Dr. Wang taught us “teacher can help create problem situation in classroom”. I think it is 

a good way to create problem situation for pupils learning. On the other hand, I think it’s 

good for pupils to create problem situation by themselves, but not only by teacher. Let 

pupils talk about a topic and create problems about it. Let pupils be both participant and 

observer in inquiry. 

Third, in contrast, relatively fewer participants were able to critique either Synectics or 

group investigation strategies or connect them to their own experiences of teaching. As indicated 

in Figure 5, only about 6% of the total participants were able to discuss the limitations and 

weaknesses of either Synectics or group investigation strategy, while about 3% of the 

participants were able to connect or compare either strategy with their teaching experiences. 

Response to behaviorist-based teaching strategies  

The participants’ response to behaviorist-based teaching strategies, such as simulation 

and direct instruction, demonstrated the following patterns. First, more participants were able to 

address behaviorist-based strategies than those did for the constructivist-based strategies. As 

shown in displayed in Figure 6, about 69% of the participants reflected on direct instruction and 

66% of them addressed simulation.  

Insert Figure 6 here 

 

Second, although more than half of the responses (56%) to the simulation model were 

complimentary, the number of positive responses to direct instruction was less than a quarter 

(34%), as seen in Figure 6. However, fewer than half of the responses to either strategy discussed 

the possible use of the strategy in future. For instance, about 22% of the participants mentioned 

that they would use direct instruction and those who stated that they would use simulation in 
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their own classrooms were only about 28%, which were closer to the situation for the 

constructivist-based strategies, Synectics and group investigation. 

Third, more participants were able to critique direct instruction or simulation strategies 

and connect them to their own teaching experience than those who responded to the 

constructivist-based strategies, like Synectics and group investigation. Those who were able to 

connect direct instruction to their experience were far more than those for the simulation 

strategy. As indicated in Figure 6, 16% of the responses about direct instruction and 25% of the 

responses about simulations were critiques. However, about 13% of the participants connected 

simulations to their teaching experiences while 53% of the participants made such connections. 

This latter finding was understandable considering that the majority of the participants used the 

direct instruction strategy often in their own classroom upon entering the summer institute. The 

following is an example of how Participant 12, Amy, an elementary teacher connected direct 

instruction to her own teaching experience in her reflection: 

Dr. Wang’s direct instruction model consists of five phases of activity: orientation, 

presentation, structured practice, guided practice, and independent practice. This model, I 

also use it in our English class, but I never designed different questions for my students. 

Never according to the level of students--best students, better students, good students, 

poor students--to ask my question…After listening to Dr. Wang, I know I should 

effectively diagnosis my students’ level.  

Responses to the teaching strategies with both constructivist and behaviorist components 

The participants’ responses to the teaching strategies with both constructivist and 

behaviorist components, such as concept attainment, picture-word inductive, and advanced 

organizers, were somewhat different from those with either a predominant constructivist or 
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behaviorist orientation. First, participants who responded to the strategies containing both 

constructivist and behaviorist components were substantially more than those who reflected on 

the teaching strategies with only a constructivist or a behaviorist orientation. About 91%, 81%, 

and 84% of the responses responded to advanced organizer, picture-word inductive, and concept 

attainment strategies, respectively, as shown in Figure 7. 

Insert Figure 7 here 

 

Second, more participant responses complimented on the three teaching strategies 

containing both constructivist and behaviorist components and expressed their intentions to use 

these strategies in the future than those strategies with only a constructivist or a behaviorist 

orientation. As seen in Figure 7, 69%, 72%, and 81% of the responses to the respective concept 

attainment, picture-word inductive, and advanced organizer teaching strategies were positive. 

About 44% of the participants indicated that they would use picture-word and concept attainment 

strategies while 28% of the participants would use advanced organizers in the future. Such 

responses were clearly shown in the following reflection on concept attainment by Participant 

10, Cathy, an elementary teacher:  

The steps of concept attainment taught by Dr. Wang are useful. I reflect and understand 

why my students made the same grammar mistake again and again because they didn’t 

understand the concept. When the teacher told them the concept, they listened passively 

and didn’t think about it. If I use the concept attainment in my future teaching, I think the 

students will be more active in learning the concepts. They will be interested in testing 

the hypothesis. After their hypothesis is confirmed, they will have a sense of success and 

they will be smarter. 
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Third, most participants were unable to critique or identify the limitations and 

weaknesses of concept attainment, picture-word inductive, and advanced organizer strategies and 

connect them to their own teaching experiences. As indicated in Figure 7, there were no negative 

responses to concept attainment and picture-word inductive strategies while 16% of such 

responses were made about advanced organizers. As for making connection of these strategies to 

their own teaching experiences, only 16%, 19%, and 19% of such responses to concept 

attainment, picture-word inductive, and advanced organizer strategies, respectively, were 

connected to the participants’ teaching experiences.  

In sum, the participants who responded to the teaching strategies with both constructivist 

and behaviorist components were far more than those who reflected on teaching strategies with 

only a constructivist or a behaviorist orientation. Not only did more participants showed their 

willingness to use teaching strategies with both constructivist and behaviorist components in 

their future teaching, but also their responses to these were far more positive than the responses 

to the strategies with only a constructivist or a behaviorist orientation. The difference between 

the responses to the teaching strategies with a sole constructivist orientation or behaviorist 

orientation was not substantial. However, participants were more likely to develop more negative 

responses to the behaviorist-based strategies and more able to connect these strategies to their 

current practices as compared to constructivist-based strategies.  

Participants’ favorite strategy and its future use  

The analysis of the participants’ final reports also revealed several interesting patterns. 

First, by the end of course, more than half of the participants chose to use the teaching strategies 

containing both constructivist and behaviorist components. For example, Figure 8 indicated that 

about 31%, 16%, and 6% of the total participants correspondingly chose concept attainment, 
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picture-word inductive, and advanced organizer strategies to implement in their future 

instruction. All together, about 53% of the participants chose to use one of the teaching strategies 

with both constructivist and behaviorist components.  

Insert Figure 8. 

 

 Second, almost equal numbers of the participants chose either the behaviorist or 

constructivist-based teaching strategies. That is, 22% of the participants used behaviorist-based 

teaching strategies, while 25% selected teaching strategies with a predominant constructivist 

orientation as shown in Figure 8.  

 Third, the least favorite teaching strategies were simulation, concept attainment, group 

investigation, and Synectics. As exhibited in Figure 8, only about 6% of the participants selected 

simulation, concept attainment, or group investigation while only one decided to use Synectics 

for their teaching in the final reports. 

 As for the quality of the participants’ understanding about the teaching strategy that they 

chose and how well they might be able to use it in their actual teaching contexts, the analysis 

suggested the following findings. First, most of the participants (75%) were able to develop a 

thorough understanding of the teaching strategy that they intended to use in their future teaching, 

as shown in Figure 9. Nevertheless, 22% of the participants still showed misconceptions and 

misunderstandings about the teaching strategy chosen for future implementation. Misconceptions 

appeared most often regarding teaching strategies with a sole constructivist orientation.  

Insert Figure 9. 
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Second, most of the participants (72%) designed a specific lesson using their favorite 

teaching strategy to teach a concrete topic selected from the textbook that they had to use in the 

subsequent semester. The rest of the participants (25%) failed to plan their lesson on a specific 

topic from the textbook that they needed to use in their subsequent semester. 

 The final reports indicated that although participants were more likely to choose some 

teaching strategies over others within each group of teaching strategies, they generally preferred 

to use those teaching strategies with both the constructivist and behaviorist components over 

those with only a constructivist or a behaviorist orientation. Most of them demonstrated a 

thorough grasp of the strategies and planned their lessons that were specific and usable for 

teaching in the following semester. Misconceptions or misunderstandings about their chosen 

strategy occurred mainly when the strategy stemmed from a constructivist orientation. 

Discussions and Conclusions 

One of the central tasks of this study was to examine the influence of the workshop 

approach to teacher professional development on teachers’ beliefs and intended application of 

teaching strategies with which they were not familiar. Our analysis and findings suggest the 

following  

First, the study indicated that the workshop approach, designed with constructivist 

principles, helped teachers develop relevant understanding about alternative teaching strategies 

that differed from their existing approaches used in their teaching. They were able to articulate 

adoption or adaptation of these alternative teaching strategies in their own teaching. As our 

findings showed, before the institute, most participants used either a classic or modified form of 

direct instruction in their daily teaching and they had very little exposure to the teaching 

strategies and relevant theories introduced in the course. Following the course, 94% of the 
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participants chose an alternative teaching strategy for implementation in their future instruction. 

Among them, most demonstrated a thorough understanding of their chosen strategy and designed 

a specific lesson using the strategy to fit their teaching contexts. This finding seems to confirm 

the assumption developed in the literature review on teacher conceptual change (Richardson, 

1996) that experienced teachers are more likely to change their teaching conceptions in 

workshop environments following the constructivist ideas of learning design. The surprising 

aspect is the magnitude in conceptual change, which seems to be greater than those observed in 

U. S. environments. 

Second, the study also suggested that while teachers did move away from their initial 

conceptions and use of teaching strategies, they were less likely to shift towards the teaching 

strategies with only a constructivist orientation. This finding contrasted with the expected result 

suggested by the teacher conceptual change literature on constructivist learning (Kennedy, 

1991a). Instead, the study found that the participants showed a greater affinity towards teaching 

strategies different from their own but blended both constructivist and behaviorist components. 

Relatively few teachers expressed the intention to adopt teaching strategies that were simply 

constructivist orientated into their own teaching context. Moreover, the participants tended to 

develop greater misunderstandings about the teaching strategies with a sole constructivist 

orientation. This finding indicated that learning to teach using alternative teaching strategies in 

the workshop environment for many teachers is not a revolutionary process caused simply by 

conceptual disequilibrium in which alternative conceptions transform existing ideas (Von 

Glasersfeld, 1995). Instead, it was a process of peripheral adaptation as suggested by the situated 

learning theory (Brown et al., 1989) in which old ideas are blended with new ideas without 

substantial attention to conceptual inconsistency. 
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However, why did the teachers in this study change their conceptions of teaching in the 

way that they did? The analysis of this study pointed to the following factors, which may have 

shaped the outcome of teachers’ conceptual change.  

First, the finding in this study that relatively more participants moved away from their 

initial teaching strategies towards alternative ones may be partially related to their openness and 

readiness to learn new teaching strategies from the workshop. Such openness and readiness for 

learning is crucial for teachers to experience conceptual change as suggested in the literature on 

teacher conceptual change (Cooney et al., 1998; Kennedy, 1991a). As showed in their initial 

survey, most participants expected to learn teaching strategies from the workshop. 

Second, certain cultural values regarding successful learning shared by most participants 

may have also contributed to their conceptual change experienced in the workshop environment 

on a substantial scale. These values included tireless effort, strong determination, and higher 

interest. According to the research on motivation (Dweck, 2001; Weiner, 1986), effective 

learners are more likely to see learning as a matter of adapting to their learning environment 

through personal effort and determination, and factors that can be controlled by the learners 

themselves. However, ineffective learners see uncontrollable factor, such as smartness, 

individual learning styles, self-confidence, as important to learning. As demonstrated in this 

study, most participants shared the same general values of a good English learner: someone who 

had high interest, strong motivation, and made persistent effort to learn. These values are 

consistent with findings about Chinese teachers, parents, and students in relation to mathematics 

learning from large comparative studies with US counterparts (Hess et al., 1987; Stevenson & 

Stigler, 1992).  

2008 HICE Proceedings 
Page 6032



                                                                                                 Conceptual Change in China  26 

Third, the amount of teachers’ existing teaching experiences of using strategies may have 

allowed them to see both familiar and novel aspects of their chosen strategies and this may have 

contributed to their preference of teaching strategies that blended with both behaviorist and 

constructivist ideas. The study indicated that since most participants began with prior 

behaviorist-based teaching strategy (direct instruction), the teaching strategies blended with both 

constructivist and behaviorist ideas seemed more familiar, “safer” and more readily adaptable 

than strategies simply with constructivist notions, which may diverge too much from their 

existing teaching ideas. This phenomenon seemed to be consistent with the assumption that 

teachers’ conceptual change in the workshop environment requires participants to possess 

enough relevant teaching experience in order for them to mentally test the potential usefulness of 

alternative strategies (Richardson, 1996). On the one hand, if the teaching strategies appeared too 

distant or obscure from their existing teaching experiences, mental testing, based on past 

experiences, may show that these strategies are unworkable and impractical to the learners. On 

the other hand, when teaching strategies were identical to their past experience of using teaching 

strategies, such as direct instruction in this case, the mental testing of the strategies were not 

necessary conducted since the strategies appeared to offer no new aspects of learning and may be 

quickly dismissed. 

Fourth, the nature of teachers’ knowledge as experience-based, event-structured, and 

contextualized could further urge teachers to adapt teaching strategies through experience-based 

comparison, analogies, and testing instead of theoretical reasoning in the workshop environment 

(Carter, 1990; Clandinin & Connelly, 1987; Elbaz, 1983; Grimmett & MacKinnon, 1992; Sykes 

& Bird, 1992). This interpretation can be supported by the following findings from the study. 

Only about half of the participants discussed either constructivist or behaviorist theories of 
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knowledge and learning. Of the participants who did, half developed misunderstandings of these 

theories. These misconceptions were also evident in the way the participants described the use of 

constructivist-based teaching strategies. In addition, their critiques of unfamiliar teaching 

strategies offered in the course were far less frequent than their critiques of the strategies that 

were closer to their previous experiences. 

To this extent and affirming the teacher conceptual change literature, this study showed 

that in the workshop environment, the influence of both teachers’ conceptual discrepancies 

created by alternative ideas and strategies and their readiness to learn new ideas and strategies 

were necessary to catalyze teachers’ conceptual transformation (Kennedy, 1991a). However, 

these conditions were not sufficient to shift teachers’ conceptions in the direction simply based 

on theoretical reasoning after experiencing conceptual discrepancies.  

Rather than undergoing a radical revolutionary conceptual change, teachers’ conceptual 

change looked more like a peripheral adaptive process (Lave & Wenger, 1991), in which, there 

appears to be a need for mental testing of new ideas and strategies based on teachers’ past 

experiences. In addition, the nature of teachers’ knowledge as experiential, practical, and 

contextual were further contributed to this peripheral adaptive process. The major feature of this 

peripheral adaptation in the workshop context is not to move towards the ultimate goals 

predicted by the conceptual discrepancies but towards a zone of proximal development between 

what they had previously known and what they see as possible which more closed aligned to the 

social cultural perspective of learning (Vygotsky, 1994). 

With the above findings and interpretations as a base, this study offers two implications 

for policy makers and teacher educators who are committed to helping teachers develop effective 

teaching strategies through a workshop context. First, rather than viewing teachers’ conceptual 
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change as revolutionary and expecting fundamental transformations of teachers’ conception in a 

workshop context, it may be more reasonable to use an approach that gradually evokes continual 

peripheral changes in their conceptions (Hiebert et al., 2002; Stigler & Hiebert, 1999). In doing 

this, systematic and long-term workshop interventions must be designed and implemented that 

continuously align teachers’ existing conceptions with their immediate level of conceptual 

development and gradually move them towards more sophisticated levels of conceptions of 

teaching.  

Second, in designing these workshops, it is not only important for policy makers and 

teacher educators to consider the constructivist ideas of knowledge and learning but also it is 

necessary to consider teachers’ relevant experiences as well as their openness and readiness to 

change in meeting the goals of each session within a series of workshops.  

As described earlier, the findings of this study were derived from a small number of 

participants in a limited context of teaching in China. This prevents generalizable results to 

teachers from other content areas in different school contexts. In addition, no in-depth interviews 

or follow-up observations were conducted with the participants of this study to further verify 

whether the inferences based on the survey and document data can be supported by the evidence 

from their actual teaching practice. Thus, further studies addressing the above lines of research 

are necessary. 
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Figure 1: Participants' Ideas of A Good English Learner (N=32)
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Figure 2: Participants' Learning Expectation (N=32)
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Figure 3: Strategies that Participants often Used in Instruction (N=32)
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Figure 4: Participants' Reflection on Behaviorist and Constructivist Theories (N=32)
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Figure 5: Participants' Reflections on Synectics and Group Investigation (N=32)
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Figure 6: Participants' Reflections on Simulation and Direct Instruction (N=32)
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Figure 7: Participants' Reflections on Advanced Organizer, Concept Attainment, and
Picture-Word Inductive (N=32)
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Figure 8: Participants' Choice of Their Favorite Strategy (N=32)
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Figure 9:  Quality of Participants' Understanding and Using Their Favorite Strategy
(N=32)
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Introduction  

 

 There have been substantial inroads made for gender equality, for example according to 

the U.S. Bureau of Labor Statistics, 2001, women make-up 46% of all workers and 45% of those 

in executive, administrative and managerial occupations.  Further, women now possess 51% of 

bachelor’s degrees and 45% of all advanced degrees (U.S. Bureau of the Census, 2000).  

However, when pertaining to women in major leadership roles there is still evidence of 

inequality.  According to Catalyst as of 2000, Women only account for .4% of the CEO’s and 

only 4% of the five highest earning officers in Fortune 500 companies   

 Unfortunately, the disparity doesn’t exist only in the workplace.  Today girls and young 

women are also still facing instances in which modern society continues to reinforce the 

degradation of young women.  Specifically of concern is that our very schools perpetuate gender 

role congruities and inadvertently foster educational disparities.   This begs the question, is there 

a congruency between the dogmatic gender-role congruencies perpetuated in school and the 

social biases impeding women’s assent to top leadership positions.  

  

History of Girls and Women in Education 

 “For almost two centuries American education, following European traditions, barred 

girls from school.  Education was the path to professions and careers open only to men” (Sadker 

& Sadker, 1994, p. 15).  During the Colonial era, women were perceived as mentally and 

morally inferior, and as such were only allowed to learn domestic skills (Sadker & Sadker).  By 

the late 1700’s when school got out for the boys a few, “girls were smuggled into school to 

receive an hour’s worth of instruction” (Sadker & Sadker, 1994, p. 16). By the late 1700’s a 
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school in Rhode Island began advertising that it would “teach both reading and writing to female 

children” (Sadker & Sadker, 1994, p. 16).  However, in small writing it was noted that the hours 

of instruction for girls would be either from six to seven thirty in the morning or four to six-thirty 

in the evening.  Conveniently, by charging extra sums and working the girls’ education around 

the boys’ regular hours, teachers were able to earn necessary extra income. 

 Although the American colonies embraced the European view of women, in American 

there was an additional role for women, which was to nurture their children’s intellectual 

development (Sadker & Sadker).  However, if “America’s mothers were the nation’s first 

teachers, it didn’t take long for people to realize that before a woman could enlighten children, 

she had to be enlightened herself” (Sadker & Sadker, 1994, p. 17).  Thus, schools began to open 

their doors to those girls whose parents were willing and able to afford an education for their 

daughters.  This was the beginning of “dame schools” which set out to prepare girls to be strong 

and intellectually able mothers.  

 By the first half of the nineteenth century, some areas of Massachusetts began to 

experiment with the radical concept of high school education for girls.   The road for girls to high 

school was a bumpy one.  The first high school for girls was established in Boston but the 

government under estimated the interest of the public and there were far more applicants than 

there was space available.  Because soon 75% of the applicants had to be turned away, the school 

was closed all together.  While the large cities struggled to keep girls schools open, the small 

communities could not afford to build separate schools for boys and girls.  Thus evolved, 

“mixed” schools, in which the two genders were under the same roof, but kept separate, so much 

so, that there were separate entrance doors and designated single-sex areas.  Sometimes that 
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meant boys and girls classrooms were on separate floors other times they were in separate sides 

of the building.   

 Opponents of “mixed” schools were concerned that boys and girls were “headed for 

different destinies and they should be educated separately for their distinct life paths” (Sadker & 

Sadker, 1994, p. 18).  In juxtaposition, advocates of coeducation argued that having girls in the 

classroom along with boys would help “refine” boys’ rough behavior.  Ironically, girls earned the 

right to co-habitat with boys largely due to economics.  Being that having two separate schools 

would require double the funding and thus higher taxes, coeducation was indoctrinated into 

America as a result of a motivation for tax savings.  Sadly, although citizens feverishly debated 

the sexual consequences and economic repercussions of coeducation, the effectiveness of this 

new system or the possibility of employing different teaching strategies and teaching materials 

now that girls were going to be included, was never up for debate.  It was clear that coeducation 

was cheaper, but it was never evaluated to determine if it was actually better (Sadker & Sadker, 

1994). 

 

The Hidden Lessons   

Student-teacher interaction and Gender Stereotypes 

 Today, girls have earned the legal right to equal education at all levels, at least in the 

United States.  The problem is that, “sitting in the same classroom, reading the same textbook, 

listening to the same teacher; boys and girls still receive very different educations” (Sadker & 

Sadker, 1994, p. 2). This is in large part a result because teachers don’t interact with boys and 

girls equally.  Boys get more frequent exchange with the teacher, they get asked better questions, 

and teachers give them more precise and helpful feedback (Sadker & Sadker, 1994, p. 2).  The 
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end result is that boys get much more of the teacher’s attention both when they act-out and when 

they disrupt the classroom.  Although this unequal share of the teacher’s attention does not 

appear to be substantial at any one time, over the course of years this ads up to have a toll on the 

quality of education that girls receive. 

 In addition, female students and male students are not judged by the same behavioral 

standards in the classroom.  “Gender-related stereotypes remain pervasive in our educational 

systems as well as in society at large” (Whitney & Hoffman, 1998, p. 234) The problem is in 

large part a result of the prevalence that female students and male students are not judged by the 

same behavioral standards in the classroom.  Docile, introspective behavior is expected of the 

girls while autocratic, hostile, disruptive behavior is much more highly tolerated from the boys.  

According to Peggy Orenstein, author of Schoolgirls, “educators reward assertiveness and 

aggression over docility, the very behavior that is prized in girls becomes an obstacle to their 

success” (Orenstein, 1994, p.36).   

  “Furthermore, the praise girls earn for their exemplary passivity discourages them from 

experimenting with the more active, risk-taking learning styles that would serve them better in 

the long run” (Orenstein, 1994, p.36). It is alarming to think that teachers are inadvertently 

teaching girls to value silence and compliance as a virtue and that assertiveness is only tolerated 

for males. More alarming is the notion that, “hundreds of skillful well-intentioned 

professionals...” [teachers] “may inadvertently teach boys better than girls” (Sadker & Sadker, 

1994, p. 3)  
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Middle School and Adult Impact 

 The middle school years is the detrimental time which students formulate gender roles.  

“Early adolescence [is] a time of transition brought about by students’ growth and development” 

and it is during this time that “adolescents are busy searching for identity, building relationships 

and aligning with various groups including peer groups; they are becoming more self-

determined, making decisions that affect their day-to-day relationships as well as their future 

lives” (Whitney & Hoffman, 1998, p. 233).  It is during this time that students should adopt 

“behavior patterns in education and health that can have lifelong significance” (Carnegie Council 

on Adolescent Development, 1995, p. 20).      

 According to Whitney and Hoffman (1998), the middle school years are “filled with 

relationship issues for students. Adolescents worry about fitting in, who is in which clique, who 

does not belong, and how to survive in their social milieu.” (p.232)  According to Peggy 

Orenstein, in her book Schoolgirls, in addition to these social questions, girls often begin to lose 

“confidence in herself and her abilities” as well as begin a “blossoming sense of personal 

inadequacy” (p. xvi).  It is during this crucial developmental time that boys also begin to “form 

personal gender identities and their views of femininity and masculinity are reinforced” 

(Whitney & Hoffman, 1998, p. 232). 

 

Girls’ Self-Esteem and Confidence 

According to Egan and Perry, “gender is a quintessential element of human identity” 

(Egan & Perry, 2001, p.451).   Especially for girls, adolescence is a time of steep decline in 

confidence, in conjunction with failures, real and perceived (Pipher, 1994).  Self-esteem is not 

merely a concern for good mental health it is also associated with the propensity for academic 
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achievement as well as perceived to have a direct link to career goals and future aspirations 

(Sadker & Sadker, 1994).  It is during late childhood and adolescence that individuals begin to 

reflect on introspective questions.  According to Egan and Perry we begin to ask such questions 

such as:  “How well do I fit with my gender category?  Must I adhere to the stereotypes for my 

sex or am I free to explore cross-sex options?  Is my sex superior or inferior to the other?” (Egan 

& Perry, 2001, p. 451)  Egan and Perry claim that not only do people in fact ask these questions 

of themselves but their answers represent components of their gender identity.  Further, their 

answers to these and thus their self perceived gender identity levels impact their psychosocial 

adjustment. (Egan & Perry, 2001, p. 451) 

Thorne, and Michaelieu ascertain that as of the mid 1990’s, most studies of adolescent 

self-esteem have most often set out to examine the differences of self-esteem between the 

genders rather than, among the genders; nonetheless, the difference have usually favored males. 

(Thorne & Michaelieu, 1996, p. 1374)  Previous research indicates that European-American 

adolescent males tend to show higher levels of self-esteem than do females.  Interestingly, 

according to Thorne and Michaelieu (1996), recent research suggests that self-esteem is 

associated with different social orientation for males than for females. High self-esteem males 

tend to be concerned with getting ahead of others, whereas high self-esteem females tend to be 

concerned with connecting with others.  This was confirmed by Josephs, Markus and Tafarodi 

(1992), who found that men’s self-esteem was more likely to develop and individualist, 

independent or autonomous style which is linked to an “individualized process in which one’s 

personal distinguishing achievements are emphasized,” and where women’s self-esteem was 

linked to association which is called “collectivist, ensembled or connected and in which 
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“relations with other people, especially valued and important others are crucial elements” (p. 

391)   

Argueabley, the self-concepts of men and women appear to diverge in part as a result of 

socialization and experiences in which most cultures begin as young as ages 2 and 3.  At which 

time boys and girls play different activities.  For example boys play overtly competitive activities 

in which there is a struggle for dominance whereas girl’s play activities surround notions of 

nurturance and social interactions.  (Thorne & Michaeliu, 1996)  Eagly  (1987) agrees that from 

birth, both men and women are “assigned” gender roles  within a social structure and that its 

these roles that result in differences for the concerns and commitments between the genders 

(Eagly, 1987).   The question then becomes, does this difference between self-esteem among the 

genders impact girls’ academic achievement in school and women’s propensity for leadership in 

the workplace?     

 

Schools Perpetuate Gender Inequalities and Sex-role Congruencies 

 If “gender lessons infiltrate the school environment, and while sexism harms girls at 

school, it is a two-edged sword:  It damages boys as well” (Sadker & Sadker, 1994, p. 3).  This 

begs the question, how can we expect gender equality in the workplace when our vary schools 

perpetuate societal gender stereotypes which deter women from emerging as leaders in 

adulthood.  “Gender identity is no longer perceived as a given, but as belonging to a social 

context.  Schools are one of the social contexts in which gender appropriate-behaviour is defined 

and constructed” (Myhill and Jones, pg. 100).   Furthermore, schools continue to perpetuate “the 

dominant gender ideology of the wider society” rather than become a site for developing non-

traditional gender identities.” (Myhill and Jones p.100)  
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Does the Work-Place Mirror Middle School 

   The long-term repercussions of this contradiction is that that these lessons we 

inadvertently teach girls and boys while they interact at school is also reflective of the prejudices 

and stereotypes women face in the workplace.  In the pages that follow we will explore a brief 

history of women in the workplace, how gender-role congruity limits today’s women’s 

advancement in the workplace.  How women’s self-esteem possibly impacts leadership 

opportunities and why in order to change the work place we must change our schools. 

 

How gender-role congruity affects women in the work-place 

 Eagly and Karau (2002) maintained that, perceived incongruity between the female 

gender role and typical leader roles tends to create prejudice toward female leaders and potential 

leaders that takes two forms: 

 a) Less favorable evaluation of women’s (than of men’s) potential for 

leadership because leadership ability is more stereotypic of men than women and 

 b) Less favorable evaluation of women’s (than of men’s) actual leadership 

behavior because agentic behavior is perceived as less desirable in women than 

men. [NC1](Eagly & Karau, 2002) 

 The result is the juxtaposition that women face regardless if they are in school or in the 

workplace; they find themselves in a situation in which they suffer from negative repercussions 

if they are perceived to be too nice (meaning perceived to have traits in-line with femininity) and 

yet also suffer if they are perceived too agentic (perceived to not be in-line with femininity).  

Understanding this contradiction women face is crucial, as it could be a major contributor for the 
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sparse representation of women as leaders and managers, especially at the higher levels of 

organizations.  

 

Congruency between the workplace and our schools 

 The purpose of this study is to explore the probability of congruency between 

gender-roles established in middle school and the conflicting expectations that women leaders 

face in the workplace.  The study would involve a survey given to adult women in leadership 

positions at their current organization of employment.  The survey would include questions about 

their experiences in middle school and high school surrounding the issues of gender-roles along 

with questions accessing the current gender expectations encountered in the workplace.  The 

anticipated outcome is that there will be a substantial correlation between the gender obstacles 

perceived by women in the workplace and their past experience with similar obstacles in school.  
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Undergraduate Students’ Perceptions of Web Classes 
 

Cecelia Thompson, Dale Thompson and Terri Owens 
 

University of Arkansas 
 
 
In the fall of 2006, 3.2 million students took at least one web class.  That was one in six 
college students (Hatfield, 2006).  This method of course delivery is popular with both 
graduate and undergraduate students.  Many undergraduate students who do well in 
traditional classrooms may not be ready for the style of instruction and demands of web-
based learning.  “This is because online learning requires more learner control and self-
direction than traditional classroom-based instruction” (Bell, 2007, p. 523). 
 
In a study that examined the learning styles, expectations, and needs of undergraduate 
online student, the researchers found that there were no particular learning styles 
predominant among online students.  They recommended that online activities be 
designed to accommodate multiple learning styles.  Instructors should accommodate 
students with discussion forums, adding graphics, using audio and maintain regular 
communication with learners.  (Mupinga, Nora & Yaw, 2006).  
 
A study by Bell (2007) suggested that students with the greatest expectancy for control of 
learning were the most successful online learners.   This expectancy for learning is 
“molded and shaped by previous academic learning experiences” (p. 531).  Online 
learners must assume a greater responsibility for learning compared to their secondary 
school experiences. 
 
Rovai, Ponton, Wighting, and Baker (2007) also found that online instruction is more 
suited to self-directed learners.  They suggest that online instructors should give their 
students a “greater role in determining learning objectives, defining learning activities 
and timelines, and reflecting on how well self-selected objectives have been met” (p. 
429). 
 
Overbaugh and Lin (2006) found minimal differences in achievement between online and 
lab-based classes.  In their study, online instruction took far more time than the lab-based 
classes.  They found that extroverts performed better in the lab-based classes and 
introverts performed better in online sections of courses.   
 
Undergraduate students have a more favorable attitude toward web classes than do 
faculty.  Over 80% of students in a study by Wilkes, Simon, and Brooks (2006) indicated 
that they would consider, plan to or have taken a web class.    The students in this study 
identified issues important to them related to online courses.  The issues were timely 
feedback to questions, accreditation of the institution offering the courses, organized and 
systematic presentation of materials, and schedule flexibility of the course.   
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Mupinga, Nora and Yaw (2006) found that online students expected communication with 
professors, instructor feedback and challenging online courses.  “The students expected 
’24-hour’ confirmation of receipt of assignments submitted and e-mail messages sent.” 
(p. 186).  Students also expected assignments to be graded “immediately, and if that is no 
possible, at least [in] two business days.” (p. 186).  They also expected web classes to be 
comparable in rigor to traditional courses. 
 

Purpose of the Study 
 
The purpose of this study was to determine teacher education students’ perceptions of 
undergraduate classes delivered by web format.  Students in the career and technical 
education program were surveyed to determine their reasons for preferences, as well as 
the advantages and disadvantages of web classes.   
 

Results 
 
Thirty students had completed 1 to 4 web classes with an average of 2 in their studies. 
The majority of students (79%) preferred web classes, while only 14% preferred 
traditional classes.  Seven percent of the students did not have a preference. 
 
Students preferred web classes for a variety of reasons.  They felt the classes allowed 
them to work on their own time schedule at their own pace.  The web classes never 
created a scheduling conflict when registering for classes.  They felt the web classes had 
a relaxed environment that allowed them to comfortably express their ideas.  They also 
felt they did more actual thinking on assignments than when they were only listening to a 
professor.  Students felt they had more time to learn material. 
 
Students preferred traditional classes for the face-to-face communication and contact with 
other students.   They also indicated some classes were harder to take on-line. 
 
They identified a number of advantages of web classes, including convenience, 
opportunity to express personal views, open discussion, ability to view all students’ 
responses, and not attending class.  The disadvantages were waiting for a response, lack 
of peer discussion, lack of instructor interaction and feedback, downloading replies, not 
seeing other students, more requirements, computer problems, and required self-
motivation. 
 
The highest rated items on the questionnaire were 1) I feel that my learning has been 
adequate in web classes (4.64); 2) Web classes increased my self-directedness (4.43); 3) I 
would recommend that other students take web courses (4.43); and 4) Web classes 
improve my computer skills (4.43).  The lowest rated items were 1) I enjoyed getting to 
know fellow class members through web classes (3.21); 2) I spend more time working on 
assignments for my web class than other classes (3.50) 3) I find it easier to write my 
thoughts rater than verbalize them (3.86); and 4) The quality of my education has not 
been compromised by web classes (3.93). 
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Overall, students were satisfied with their web classes.  They liked working on 
assignments on their own time and at their own pace.  Some students missed the 
interaction in traditional classes.  Students were unsure of how web classes affect their 
overall education. 
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Dr Mary-Rose McLaren has worked extensively in English and Literacy. More recently, she 

has managed and facilitated teaching and learning, curriculum, partnership projects and 

research with Bachelor of Education students Victoria University. Responsibilities she has 

undertaken in Higher Education have led her to nurturing communities of practice through 

praxis inquiry and partnership projects.  

 

Julie Arnold works on major projects that focus on innovative practice closely linked and 
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reflecting upon teaching and learning with students, teachers, pre service teachers and 

Colleagues as vital to professional learning teams. 

 

Title: ‘Kinda-Kinder’: An Early Years Literacy and Numeracy Initiative. 

Praxis Inquiry (describing, explaining, theorising and changing practice), as articulated by 

Cherednichenko and Kruger (2002), provides an effective tool for Australian pre service 

teachers to develop their capacity to engage with and support children and their parents. This 

paper explores the implementation of Praxis Inquiry as a basis for Higher Education teaching 

and learning within a community setting. Victoria University and the Shire of Melton work 

successfully in partnership in Melbourne’s west and are committed to the development of the 

Melton community.1 The project focussed on here, Kinda- Kinder, is a program that offers free 

and play-based emergent literacy and numeracy experiences to children along with their 

parents. It is designed and implemented by pre service teachers with guidance from School of 

Education teaching staff. Initially designed as a program for the children, it has been extended 

to include assisting parents with the development of their literacy skills, especially in situations 

where they interact with their children. It is clear that the literacy and numeracy experiences of 

young children have significant developmental, educational and social-cultural implications. 

The connection of pre-literacy and pre-numeracy activities in early learning and on going 

academic satisfaction is well documented (Zygouris-Coe, 2001).  

The Kinda-Kinder program has been successfully piloted over three years. Evaluation of this 

project suggests that further improvement is possible in order to extend effective support to 

schools, teachers, students, parents, pre service teachers and University colleagues. In 

particular, a praxis inquiry model of learning assists pre service teachers in understanding and 
                                                 
1 Melton is a community of about 45000 people, located on the outer western edge of Melbourne. It has poor 
secondary school retention rates and the high levels of youth disengagement. It also has a relatively poorly 
educated community, with approximately one in five children not attending preschool, and entering school below 
recognised benchmarks. See theShire of Melton website, 
http://203.84.234.220/Profile/Melton/Default.aspx?id=116&pg=102&gid=10&type=enum  
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communicating their practice with children and parents. Underpinning this project partnership is 

the notion of schools and the university working together to strengthen the community and 

further increase community capacity through participation and access to information, services 

and facilities.  

 Who and What contributed to this Partnership? 

In 2002 Sydenham-Hillside Primary school, the largest primary school in Victoria, identified the 

significant issue of the number of children entering school with low level skills, particularly in 

Literacy. Approximately one in five of their children entering Prep was below recognised 

benchmarks for entry to school. Most of these children had not had a preschool experience. 

The school, Victoria University, and social welfare groups in the area met to identify needs and 

to discuss strategies. From this emerged Kinda-Kinder – a free, play-based early literacy 

program, run from the school, and staffed by Victoria university pre service teachers and the 

Sydenham-Hillside liaison officer. The initial program was highly successful: one group became 

two, and a significant number of the target group were attending. The Shire of Melton, which 

shared Sydenham-Hillside school with the City of Brimbank, in conjunction with VU, decided to 

introduce Kinda-Kinder to several sites in the Shire of Melton, a community with slightly poorer 

levels of educational engagement than Sydenham. From the Shire’s perspective this was to 

meet a specific need: to attempt to increase participation in the community and individual well-

being through increasing the educational opportunities of people from low socio-economic 

backgrounds (Wong, 2004). 

Emphasis on partnership experience for First Year students in the Bachelor of Education is 

consistent with designing and implementing a successful educational and community 

collaboration. An ongoing challenge for School of Education staff is the provision of innovative 

and engaging learning environments to meet the needs of First Years at Victoria University and 

to provide a structure that enables all participants to share in the learning community. 
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Cherednichenko and Kruger (2002) identify that: ‘The problem is for universities to construct an 

authentic pedagogy to sustain that interest and to initiate a process where student teachers’ 

sense of commitment and responsibility drives a deep inquiry to improving school students’ 

learning and welfare.’ This was a central concern of the Kinda-Kinder program. 

In the 2007 Kinda-Kinder program TAFE (Technical and Further Education) Children’s Services 

students were invited to work alongside the B.Ed students in order to enrich the opportunities 

for children and their families, and to implement the University’s dual sector policy. 

Designing Kinda-Kinder 

When designing Kinda-Kinder we investigated the emergent literacy and numeracy needs of 

the children. We also considered those attributes we needed to encourage and support in pre 

service teachers:  

• an enquiring mind and willingness to learn 

• positive motivation towards helping children and adolescents learn 

• effective interpersonal communication skills 

• ability to work independently with others and in teams 

• enthusiasm and initiative - a willingness to “have a go” 

• flexibility, adaptability and patience 

• an outcomes orientation 

• an ethical approach to their work (Victorian Institute of Teaching, Professional Standards, 

2005) 

As well as considering the children’s needs, we were mindful of creating opportunities for the 

BEd students to explore and demonstrate these qualities. 

The project - planning 

Kinda-Kinder is a partnership that provides an opportunity for professional learning teams that 

support collaboration focused on student learning. These teams involve pre service teachers, 
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TAFE students, university colleagues, mentor teachers and families. Extended conversations 

and meetings provided a stable and supportive infrastructure to assist in building knowledge 

and confidence for the First Year student groups, and creating environments where parents felt 

safe to bring their children. Robert (Shire liaison officer), Mary-Rose (VU colleague) and Julie 

(University co-ordinator) met several times. We were keen to lay a good foundation and 

establish clear outlines and boundaries for a joint project that could benefit a range of 

participants. We began discussions based on the figures and research collated by the Shire 

regarding children and kindergarten enrolments.  

On Track data (2007) clearly indicates significant levels of disengagement from education and 

work in the Melton community. Evidence collected from interviews and surveys at Sydenham-

Hillside highlighted a number of reasons why children in that community were not attending 

preschool. Anecdotal evidence suggests that reasons for not attending preschool in Melton are 

similar:   

• Cost (preschool fees range form $800.00 to $2000 a year) 

• Lack of educational expectations 

• Location 

• Parent values 

• Lack of literacy understanding in parents 

• Teenage and single parent families 

• Limited transport 

Local Prep teachers had expressed their belief that children beginning school without a 

preschool experience often struggled in the classroom. For this reason it was decided to target 

children in the 0-4 age group, with the plan of equipping them with some experience of 

emergent literacy and numeracy appropriate for an early educational setting. 

Four Projects Identified 
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Meeting with partner schools in the Melton area identified the need for students in Prep to be 

more equipped in transition and early years stages. Elements of socialisation, preparedness, 

appropriate behaviours and routines and in particular pre-literacy and pre-numeracy 

development were included in the early conversations with teachers of the schools involved. 

Several sites were selected, and each site was associated with a local primary school, which 

provided a teacher to act as a mentor as well as supporting the pre service teachers when they 

needed to undertake school placements. 

• Diggers Rest PS: 

The principal was interested in having this site on the school premises. The reason was 

twofold. Firstly it required parents to enter the school grounds in a non-threatening 

situation. Entering a school can be challenging for parents with negative past experiences. 

Secondly, it gave parents and children an opportunity to become familiar with the staff and 

principal in preparation for future communication and relationship establishment.  

• Melton Waves:  

Melton Waves is a recreation centre and swimming pool. This was a unique setting 

because pre service teachers had to negotiate with a community facility. There were many 

processes and challenges in accommodating Kinda-Kinder in such a venue. The 

community space provided a non-threatening environment in the form of a community ‘hub’ 

rather than a school setting. It was hoped that this setting might offer an opportunity to 

parents who felt intimidated entering a school environment. The site was associated with 

Melton West PS, which is located across the street. 

• Melton South PS: 

This program was placed within the school, again, to encourage parents to enter the school 

grounds, and was strongly supported by the school principal. Historically, the Melton South 

community has had poor educational outcomes for students.  
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• Coburn PS: 

The Coburn Kinda-Kinder was placed in the university, which is about two blocks away 

from the school. This provided the opportunity for parents to enter the university and to 

engage with other activities on campus.  

Staffing and resources were identified and responsibilities were documented. 

Challenges: 

There were many challenges to face. Occupational Health and Safety requirements of pre 

service teachers and students were fore grounded by VU students and University Colleagues. 

The OH&S of working with pre-school students, venues, settings and resources was 

researched. With the assistance of the Shire and a skilled and experienced pre service teacher, 

we dealt with the topics in discussion and as they subsequently arose before the program 

commenced. Orientation by staff assisted in the focussing of questions of risk, contingencies 

and evacuation plans. Pre service teachers were required to undertake a risk assessment prior 

to the program beginning. 

Registration and administration was to be clearly defined and adhered to at each setting. There 

was an obvious need to collect some details via a simple registration, but it was not necessary 

to collect copious amounts of personal information. We were guided through this by Primary 

school principals. We required all names (including pre service teachers and UC) to be 

recorded on the sign in documentation. 

Marketing and publicity was undertaken by First year students and the Shire working in 

conjunction. Producing appropriate information in accessible formats, and having these 

available at the appropriate sites, was a significant challenge, given the ‘hidden’ nature of the 

target group. 

Roles and responsibilities: 
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Pre service teachers are expected to develop a set of professional learning goals related to 

their Project Partnership placement. These goals are negotiated with the mentor teacher and 

mentor teachers and pre service teachers discuss how opportunities could be provided to 

achieve these goals.  

The Mentor Teacher is expected to play a key role in welcoming and guiding the pre service 

teacher in the teaching and learning environment of the program setting. The mentor teacher 

should work collaboratively with the pre service teacher in areas such as goal setting, 

curriculum planning, assessment and reporting. Constructive, critical feedback is also a key 

element of this role.  

The university colleague’s role is to introduce pre service teachers to the co-ordinator of the 

Program and other staff members. The UC is expected to visit each week in a bid to develop 

strong on-going relationships with program colleagues, and to offer appropriate guidance and 

support. They act as negotiator, facilitator, guide, and resource organizer.  

The Program Coordinator welcomes pre service teachers and provide an orientation to the 

program setting. The PC is also responsible for allocating pre service teachers to mentors/class 

teachers, assisting in monitoring the progress of the pre service teacher teams, and ensuring 

the timely completion and return of progress reports.  

In the case of Kinda-Kinder, the program co-ordinator establishes an outline for each day and 

provides each pre service teacher with a copy of daily requirements. Each week involves a 

rigorous systematic procedure to ensure the smooth implementation of the Kinda-Kinder 

program. 

The Kinda-Kinder Experience: 

Kinda-Kinder met for an hour and a half each week, although the pre service teachers’ work in 

the program continued after the sessions were completed. 

Each Kinda-Kinder day had a set routine. 

2008 HICE Proceedings 
Page 6067



Kinda-Kinder day: 

SET UP: pre service teachers were encouraged to allow plenty of time for setting up. It was 

suggested that they begin their set up at 8.30 am.  

9.00: Log book/Registration. Set up: SIGN- IN BOOK. This record is important information that 

can be referred to by other agencies. It is a ‘MUST DO’. It is kept at the venue so it can be 

accessed each week. 

During the morning the University Colleague attends to oversee the pre service teachers’ work. 

This time is used to exchange information and ideas. Colleagues are also available by phone 

or email.  

10.00:  

• Mentor teachers arrive for teaching and learning session. Mentor teachers are 

teachers from the affiliated Primary schools, and will be the mentor teachers in the 

classroom when pre service teachers undertake their week placement in the school 

later in the year.  

• Teaching and Learning activities: 

LITERACY AND NUMERACY are the focus and emergent and early literacy and numeracy 

activities are therefore essential. Pre service teachers set up for five or six activities. Each 

activity is evaluated after the session, and the nature of the learning taking place is researched. 

Each pre service teacher is responsible for the preparation of one or two activities each week. 

Pre service teachers are encouraged to choose activities they like or are familiar with. It is 

important they enjoy the sessions too, as the pre service teachers’ pleasure in participating 

places important value on the prepared literacy or numeracy task. 

11.00-11.30am: Session finishes. 

11.30: 

CLEAN UP: In each case the space is shared by other groups and must be left as it was found. 
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12.00: BREAK. Morning tea with the group after cleaning up. 

REFLECT: Pre service teachers reflect on their experience for that day. This forms the basis of 

planning and practice for the next week. 

1.00: or 2.00pm: KINDA-KINDER unit meeting at Melton campus or selected Kinda-Kinder 

venues. All pre service teachers attend to present data and review planning,   

As well, each week pre service teachers were expected to:  

PLAN: Pre service teachers undertook weekly planning and were advised to bring their planning 

documents and other resources each week to the Kinda-Kinder session. It was suggested that 

they become familiar with using checklists, and including checklists in their journals. Pre 

service teachers are reminded that teachers work as teams and that collegiality is vital to this 

work. They are encouraged to gather phone numbers and emails from the team.  

When viewed within the Praxis inquiry protocol (describe, explain, theorise, change) it is 

evident that the nature of this work began as largely descriptive. Pre service teachers 

described what they wanted to do. As they began to experience the program in action, this time 

of planning became more focussed on explaining. Being able to explain why certain children 

and parents were attracted to certain activities influenced the way pre service teachers 

developed their planning for future sessions. After several weeks of interacting with the children 

and parents, pre service teachers began to theorise about choices the children were making. 

They expanded their knowledge of early childhood development through reading and 

discussion, and formed theories about the ways that different children were approaching tasks, 

exercising choice, and learning. With this developing theoretical knowledge, pre service 

teachers were able to plan more efficiently and more successfully to target the needs of 

individual children and their families. 

DISCUSS: Time was allocated to meet together to show others what each student planned for 

the session, and to discuss the environment, any challenges they identified, and opportunities 
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to extend the activities if required. Initially pre service teachers used this time as an opportunity 

to run ideas about activities past each other, share resources and gather mutual support. 

However, as pre service teachers became more attuned to the learning needs of the children, 

the focus of the discussion time was usually concerned with changing practice (the fourth area 

of the Praxis Inquiry Protocol). From their newly developed theories about the learning needs of 

the children and their families, pre service teachers sought to add new types of experiences, or 

expand the existing experiences in ways to build new skills, vocabulary or knowledge for the 

children, the families and themselves. Hence the discussion time became a rich learning time 

when ideas were teased out and then applied in the production of new teaching and learning 

strategies. 

Supporting Teaching and Learning 

The experiences of the Pre service teachers involve empirical learning. At the end of each 

session, pre service teachers are supported to reflect on what has been, and what might have 

been. Questions are noted by the pre service teachers such as, what could I have done…..?  

Maybe this would have worked……. What are the questions we seek to answer from the 

project?  

The following is a snap shot of learning emerging from this teaching and learning environment: 

The setting is a room with many small children. There are a number of picture fiction books in a 

corner set out on display, each standing with bright covers facing, giving a colourful display. A 

three year old girl is attempting to read. She sits by herself and has opened the front cover of a 

picture book. She looks to be concentrating and tries unassisted to gain some meaning from 

the picture and text. 

A number of natural objects are arranged on a tray. Pinecones, sticks, leaves, rocks etc. 

Magnifying glasses were placed with the objects for children to examine them more closely. A 

two year old boy sits and touches the pinecones, placing it carefully down and collects another 

2008 HICE Proceedings 
Page 6070



to examine more closely.  He compares the two pinecones and sits them near each other on 

the tray. 

Anne, a pre service teacher, has observed the above scenario. She waits and then asks me 

“Why do these two students engage in these activities? What attracts them to these activities 

and not others”? Her question raises further questions and we begin to discuss the elements of 

nature or nurture and in particular how the environment shapes behaviours.   

At the table, Connor’s mother speaks to one of the pre service teachers: ‘Connor looks forward 

to coming to Kinda –Kinder. He is getting more confident, particularly when interacting with the 

staff. He loves the things he makes and we take them home and display them in our kitchen. I 

think Kinda-Kinder will assist my son when he goes to Kindergarten. He has not been used to 

being with other adults and has spent most of his time with just me.’ 

Surrounding them, the table is massed with newspaper, pencils, paste etc. Connor places a toy 

on the table and begins to touch it and turn it about and explore it. The toy rooster is bright and 

was colourful. It has the texture and features of a rooster. There are four beads on the tail of 

the toy. The feathers move when Connor blows on it and he blows hard to make them move 

and laughs out loud when he sees them bend under the force. He looks to see who is 

watching.  

“Is that a rooster”?  I ask.  

“Yes” He says.  

“How many beads are on the tail”? 

“One, two, …..three,  ………four” He counts and points using one-to-one correspondence. 

Pre service teachers are invited to consider all the elements Connor has connected with 

during his play with the toy, and this leads them to the development of new questions: 

• How many integrated preliteracy and prenumeracy activities were encountered? 

• What does this experience provide for First Year pre service teaching students?   
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It is interesting to note that the four Kinda-Kinder programs have developed in different ways 

and this was because of the diversity within the cohort of first year teams. For example, the pre 

service team at Melton South PS consisted of young men, and the activities they presented 

tended to be kinaesthetic in nature. The inquiry and action research being undertaken has 

revealed that each team had impressive features of their own. Increasingly, for each team, the 

process became systematic in approach. Reflecting and briefing before, during and after the 

sessions directed the program. Each member clearly articulated their own particular role as 

part of the team. As the program developed, it became evident they were beginning to hold 

views and theorise on this ‘stance’ with colleagues and UC. Thus, they began to shift their own 

mindset from ‘student’ to ‘educator’. In particular, they have become confident to articulate their 

own learning, and to seek to observe, understand and foster the learning of others. They have 

become familiar with the children, their families, and other pre service teachers. They talk freely 

with babies, toddlers and parents about the activities and the developments and experiences of 

the children from past weeks. They make suggestions to parents about extending activities for 

the children, and indicate resources that could be used in the home. And they have begun to 

construct personal knowledge about the processes of learning, and those experiences and 

perceptions that support or obstruct learning. 

Evaluation: 

Over several years, Kinda-Kinder has been evaluated in numerous ways: through 

 parent feedback forms; evaluative reports; joint presentations by pre service teachers and 

teaching staff at local conferences; debrief sessions with Council representatives and schools; 

written and verbal feedback from schools; reflective writing undertaken by TAFE and higher 

education students; progress reports; design of evaluation tools to be used by pre service 
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teachers to evaluate their own practice as well as the manner in which it engages the children 

and their families. 

The most significant indicator of the success of the program is the engagement of the parents. 

An excellent example emerges from the Melton South site. Many of the parents attending this 

group are young mothers who have not completed secondary schooling. However, when the 

Kinda-Kinder program finished its scheduled ten weeks, these women continued to meet, using 

resources and activities designed by VU students, and with the support of the school in terms 

of providing consumables and a meeting space. After ten weeks in Kinda-Kinder, these parents 

feel empowered to continue their own learning and that of their children.  

Moreover, Melton South PS and Coburn PS Kinda-Kinder were seen as offering such 

significant, tailored learning that some of the younger preps were brought along to Kinda-

Kinder by the schools. 

In terms of what Kinda-Kinder offers First year education students, it is evident that this is an 

authentic learning environment where they move from being receivers of the learning to being 

facilitators and initiators of learning. The learning they experience encompasses not only that of 

the children, but also their own. As their conversations and planning drive them to deeper 

understandings in order to produce better outcomes, they move from simply describing their 

experiences to explaining, building understanding (theorising), and finally, to changing their 

practices in order to becomes better, more efficient and more exciting educators. 

One significant challenge which presented itself to the pre service teachers as they underwent 

this shift in self perception was the merging of TAFE and Higher Education students in the 

collaborative project.  Whereas Higher Education is concerned with theoretical understandings 

and the construction of knowledge, Technical and Further Education is concerned primarily 

with developing and demonstrating competencies. Such different pedagogies seemed, initially, 

to be in conflict, as the two different types of students sought understanding in different ways.  
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Observing the slow homogenising of the group of TAFE and Higher Education students 

provided a chance to reflect on the nature of participation in this project, and the common 

features that connect working relationships. In this case the most important of these features 

was the common encounter with, and continuous chance to learn with, young children. The 

vision of the role of education was defined and redefined in debriefings and pedagogical 

conversations. Ultimately the interruptive relational elements and hierarchical power 

contamination was overwhelmed by the common vision held by group. Over time, and with the 

experience of working together, individuals’ horizons shifted so that mutual respect for different 

ways of thinking and communicating knowledge and ideas developed. One of the issues was 

how we could operate effectively in groups – how to structure the discourse so that 

communication could take place (Habermas, 1999:140) in order to shift horizons rather than 

being limited by horizons. Certainly in this context the effectiveness of relationships was 

understood to impact on the effectiveness of the learning.  

A second challenge presented itself in the initial lack of enthusiasm observed in pre service 

teachers when planning. As first years they were unsure of their ‘authority’ to plan for learning, 

and sought scaffolds to support their understanding and skills. At this stage there was time for 

standing back and monitoring the process of engagement. Eventually we witnessed an 

emergent sense of responsibility taking shape within the pre service teachers. As the program 

developed and unfolded the members generally became increasingly clear about planning as 

the key to success in the project and in their young students’ learning. Planning was ‘paying 

off’; pre service teachers suggested after reflection, that it was planning that drove the success 

of the program. It was at this point that the connections between describing, explaining, 

theorising and changing practice could be most clearly seen, and pre service teachers became 

confident to explore their own learning and the learning of those they encountered through the 

project. 
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On reflection, the program has delivered exceptional opportunities for learning for pre service 

teachers, TAFE students and TAFE and Higher Education staff in terms of: engagement with 

community needs; engagement with parents and small children; research into emergent 

literacy needs; research into expectations of prep teachers; application of research into child 

development; professional engagement with school teachers; preparation and production of 

resources and documentation; evaluation and reflection; deeper understanding of VU students’ 

needs in terms of understanding and addressing the learning of young children; and a deeper 

understanding of the Melton community. Above all, the use of the Praxis Inquiry protocol as a 

model for pre service teachers to use in order to understand their own learning and the 

questions which drive their inquiry, has resulted in pre service teachers building rich, layered 

understandings of learning and the interface between learning and community. 

The quality and positive outcomes of the program have also been identified by other 

stakeholders: 

Kinda-Kinder provides parents and carers with positive ‘parenting’ skills through the 
acquisition of skills, knowledge and confidence that will allow them to engage with their 
children’s play and learning in the immediate short term and hopefully into the long 
term.  Through these activities, the parents, as learners, will recognise, or have 
reinforced, the value of learning and may support and encourage their children through 
positive engagement with their children and their child’s kindergarten or school. An 
important aspect of Kinda-Kinder is the flexibility and dynamic nature of the program to 
recognise the needs and concerns of the key stakeholders to shape and modify the 
program so that it continues to be effective and meet the essential needs of its partners 
and target audience. 
With the outcomes achieved to date and in anticipation that Kinda-Kinder will be 
around for some years to come and the exciting community benefits that will be 
realised in that time, on behalf of Council, I congratulate Victoria University for its 
commitment to Kinda-Kinder and commend this excellent program to you as both an 
exemplary partnership and social and educational program.2 

 

The Kinda-Kinder experience is testimony to the Victoria University philosophy of good teacher 

education. Gaining authentic teacher inquiry through reflective practice is a principle applied 

                                                 
2 Tony Ball (Manager, Community Support and Development Melton Shire), letter 5/10/06 
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throughout the course and is evident in the current commitment in the School to a major action 

research project on the quality of the pre service learning.3 Cherednichenko and Kruger (2002) 

indicate that the starting point for teacher education should focus pre service teacher inquiry on 

an authentic interest in working with children. The nature of the action research process and 

the reflective practice involved in Kinda-Kinder strengthen the practice- theory paradigm of rich 

teacher education. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

                                                 
3 The RIPE project (Research in Partnership Education) is a major project involving numerous pre service 
teachers and tens of school in the western suburbs of Melbourne. 
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Abstract: Given the vast need for math scores to be improved across the state of 
Arkansas, teachers are expected to have the pedagogical content knowledge and 
skills to effectively teach students. This knowledge and skill do not come about 
without training and practice.  The Revitalizing Algebra and Geometry (RAG) 
two-week institute in summer 2007 provided 32 teachers (4 males and 28 
females) with the necessary training in this area.  The average number of years of 
teaching was 11.43 years.  Both qualitative and quantitative data were collected 
from the pre and post-test as well as formative feedback from participants.  The 
results indicate that participants showed an increase in: content knowledge of 
algebra and geometry; pedagogy; and the use of hand-held technology utilized 
during the institute.

Purpose

The main purpose of the grant-funded project titled Revitalizing Algebra and 

Geometry (RAG) was to provide teachers of mathematics with high-level learning 

opportunities to increase the pedagogical content knowledge of algebra and geometry. 

Participants were taught important algebra and geometry concepts using hand-held and 

computer technology.  The learning activities required critical, divergent, and problem 

solving skills.  In fostering critical, problem solving, and divergent thinking skills, 

principles of active learning advanced by Johnson & Johnson (1995) were utilized.  

Participants were exposed to active hands-on learning activities whereby manipulatives 
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2

and hand-held technology were utilized.  In addition real-to-life algebra and geometry 

problems were posed for participants to solve.  A comparison of the pre and post content 

knowledge of participants revealed that participants’ understanding of algebra and 

geometry techniques was significantly increased.  By extension, the data collected also 

indicated an increase in participant’s attitudes towards algebra and geometry.  This 

improvement in attitude correlated with an increase in their understanding of the content 

knowledge they learned.  Participants further indicated that their increase in content 

knowledge made them feel more comfortable with teaching the concepts of algebra and 

geometry in their respective schools. 

The 3 broad goals for the RAG institute were:

 To increase the content knowledge of current mathematics teachers.  The primary 

goal of this project is to improve mathematics teacher content knowledge of 

algebra and geometry

 To increase the pedagogical content knowledge of current mathematics teachers.  

It is important for teachers of mathematics have strong pedagogical content 

knowledge in algebra and geometry in order to teach effectively

 To increase the use of hand-held technology to improve the proficiency of 

teachers of mathematics in their use in the classroom.  In today’s technological 

advanced society, it is imperative that the use of hand-held technology is 

emphasized so that students remain current in the use of technology to help solve 

algebraic and geometric problems.

2008 HICE Proceedings 
Page 6081



3

Each goal was assessed using both formative and summative strategies, as well as by the 

gathering of qualitative and quantitative data over the two-week period.  

Introduction

Research (Strutchens, 2000; Harris, 1998; Ladson-Billings, 1998) suggests that 

students from minority groups and economically disadvantaged socio groups require 

learning environments in mathematics classrooms that differ from traditional classrooms 

for the purpose of ensuring student success.  The environment within a mathematics 

classroom can vary from student-centered to teacher-centered and everywhere in 

between.  For that reason, this project seeks to assist teachers of students that may 

underperform on state of Arkansas Benchmark and End-of-Course Exams in the 

specialized content knowledge needed to ensure student success.  Hill and Ball (2004) 

assert that, more important than primary content knowledge, teachers need to have a high 

level of understanding of pedagogical content knowledge in order to aptly prepare 

students for success.  The partnering districts have reported that many of their 

mathematics teachers, though prepared to teach content, have difficulty in content 

pedagogy where students from diverse backgrounds are concerned.  Therefore the 

primary focus of this project is to concentrate on teacher content knowledge in algebra 

and geometry in addition to the pedagogical content knowledge of the participants as that 

knowledge relates to diverse student populations.

Students in our partnering school districts show low performance in the Algebra 

and Geometry strands of the Arkansas Curriculum Frameworks,  the Student Learning 

Expectations missed most often by underperforming subpopulations of African-
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American, Hispanic, and students that are identified at or below the poverty level.  The 

standards developed by the National Council of Teachers of Mathematics (NCTM) have 

the intention of creating national and international understanding of what is important for 

children to learn mathematically and, more importantly, at what age. In addition to the 

NCTM standards, the recently (2006) released Curriculum Focal Points for the state of 

Arkansas will assist in the focus of the project to ensure teachers are immersed in the 

most current pedagogical and content methodologies.  Additionally, the state of Arkansas 

adopted a new mathematics framework for grades K-12 and grade specific benchmarks 

thereby allowing school districts to align their curriculum with the state and national 

frameworks.  As a result, many school districts have worked toward creating a standards-

based framework for mathematics and science instruction.  The difficulties that arise in 

creating challenging curriculum for students also involve the teachers of mathematics.  In 

order for in-service teachers of middle school and high school mathematics to be 

effective in implementing standards-based learning, the teachers themselves must gain a 

profound understanding of mathematics. 

Teachers’ knowledge of mathematical content and pedagogy 

 Traditional teaching methodology courses taken by future teachers within their 

last few semesters of college tend to focus on opinion and rhetoric instead of empirical 

research (Ensor, 2001).   Much of the learning taking place at the college level for future 

high school teachers over the past two decades has focused on memorization of formulas 

and manipulation of algorithms (Ensor, 2001; Kamii & Dominick, 1998), thereby 

necessitating a need for in-service teachers to be exposed to higher-level content and its 
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pedagogical implementation.  Many teachers lack a clear understanding of ways to 

effectively teach higher-order thinking skills and mathematic content.  For instance, 

teachers need to understand that higher-order thinking involves questioning from the 

students. This, in turn, requires the teacher to be more flexible with their ideas of how to 

work problems correctly.

 Many teachers teach the way they were taught as children. With the advances in 

handheld technology and the ease of use, it is simply a must for students and teachers 

alike to become comfortable in the use of technology in the classroom.  For this reason, it  

is imperative that if change is to occur within the classroom setting, teachers need to 

receive new training that is focused on student-centered learning as well as the use of 

instructional technology.

Student performance

  The recent results on the Arkansas Comprehensive Testing, Assessment and 

Accountability (ACTAAP) reveal that student performance is lacking and therefore 

demonstrates a need to improve student educational experiences in core concepts such as 

algebra, algebraic thinking, measurement, geometry, and proportional analysis. Arkansas 

Consolidated School Improvement Planning (ACSIP) plans indicate a need for 

improvement in mathematics at all grade levels, particularly in the areas of algebra, 

geometry and geometric proof.

Additionally, indications of students’ needs for improvement in mathematics 

instruction and problem solving skills have been noted on Stanford Achievement Tests 

(SAT-9), Iowa Tests of Basic Skills (ITBS), ACTAAP End-of-Course Exams (EOC) and 
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Arkansas Criterion Referenced Tests (ACTAAP Benchmark Exams). Specifically, the 

majority of schools in Northeast Arkansas have students that are scoring below the state 

average on Algebra and Geometry End-of-Course exams. Various subpopulations of 

northeast Arkansas students also underperform on Algebra and Geometry EOC Exams. 

Thus, the proposed program will include instructions on strategies developed to teach 

mathematics to diverse populations.  Overall, we believe that creating opportunities for 

in-service mathematics teachers to become more proficient in their content area and in 

how to teach that content will benefit students by helping them become better prepared to 

achieve at higher levels.

Methodology

Both qualitative and quantitative data were collected whereby participants. 

Qualitative responses were obtained from participants through daily feedback to one-

minute paper prompts.  The responses were reviewed by the presenters and the concerns 

of the participants were addressed at the beginning of the next session. Qualitative 

responses also were received from the pre-test and post-test data.  Quantitative data were 

collected from both the pre and post-tests.

The pre-test was administered on the first day of contact with participants.  

Demographic information was collected addressing teacher opinions, background, 

qualification, and competencies. This information was very important in order to clearly 

understand each participant’s views in these crucial areas. The post-test addressed the 

workshop goals, lessons participants learned, measured gains in content knowledge 

before and after the institute, as well as assessed the institute’s planning and 
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implementation.  This information serves to inform presenters how to design future 

institutes. In the section that follows, the results and discussion are addressed.

Results and discussion

Pre-Test—

The results from the pre-test indicate the following: First, participants as teachers 

of mathematics enjoyed teaching the subject (97%).  Second, approximately 50% 

described themselves as master teachers of mathematics.  A master teacher of 

mathematics is defined as one who utilizes clear, realistic and achievable goals that 

reflect the needs of the profession, society, learners and other faculty. He/she employs 

effective teaching strategies and takes advantage of new ways to deal with challenging 

issues in mathematics. Third, in terms of collaboration, the majority of participants 

indicated that they shared ideas with colleagues (71%).  Conversely, 93% indicated that 

no collaboration took place at the school level regarding sharing and improving math 

instruction.  Fourth, in addition, 80% felt they made no contribution about the 

mathematics curriculum they teach.  Although the majority indicated they did not actively  

contributed to curricular issues, they were familiar (82%) with the National Council for 

Teachers of Mathematics (NCTM) Standards. The responses to their agreement with the 

NCTM standards split at 50%. Not surprisingly, the majority (71%) agreed that the 

NCTM standards were very important in their teaching. 

In order to be an effective teacher of mathematics, teachers have to be properly 

prepared.  Participant’s responded to how they felt about their current mathematics 
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instruction. Ninety percent indicated they felt somewhat or fairly well prepared to 

develop students’ conceptual understanding of algebra and geometry.  This is a significant 

finding because developing a clear conceptual understanding of the subject area is 

important for students to succeed in algebra and geometry.  The majority of participants 

(89%) also used technology to demonstrate algebraic and geometric principles.  

One of the goals of the RAG institute was to teach participants how to use hand-

held technology to teach math.  With the majority of participants already using 

technology, they were motivated to learn the new technology concepts taught in the 

institute.  In the area of teacher competencies, participants indicated feeling adequately 

qualified (53%) to teach pre-algebra and algebra; whereas only (46%) indicated feeling 

adequately qualified to teach geometry.  Hence, these participants were motivated to 

participate in this institute that specifically addressed algebra and geometry.

Participants were asked to indicate what they hoped to learn for the institute.  

Some qualitative responses were as follows: “use of the graphing calculator;” “better 

understanding of how to incorporate standards into teaching;” “using technology to 

further students understanding, linking algebra to geometry;” “hands on math activities;” 

“integrating math with other subjects;” “how to better use technology to teach geometry 

concepts;” “gain motivational ideas for student participation.” Having had these 

responses from the pre-test, the presenters geared the instruction to address the areas of 

concern. Thus, a direct link was made to the needs of the participants and the instruction 

delivered. This goodness-of-fit bode well for the RAG institute.

Post-test:
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On the final day of the two-week institute, the post-test was administered. The 

three goals outlined for guiding the institute were assessed.  Participants were asked to 

indicate whether or not the goals were met.  Figure 1 indicates participant’s response.

Figure 1: Participants’ responses to the goals of RAG

As shown in Figure 1, participants clearly indicated they experienced an increase in the 

areas of content knowledge (goal 1), pedagogy (goal 2), and using hand-held technology 

(goal 3). These responses indicate that the institute’s goals were all met successfully.  To 

further illustrate the success of meeting the institute’s goals, participants were asked to 

compare and contrast their level of preparedness before and after the RAG institute.  

Figure 2 shows the comparison data regarding how well prepared participants felt. 

Figure 2. Comparing participants preparedness before and after RAG institute
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A series of 21 questions were asked for participants to compare and contrast their feelings 

of preparedness.  As shown in Figure 2, participants indicated significant increase in how 

they felt after the institute.  The greatest difference was shown in the number of 

participants who felt that after the institute they would use textbook as a resource rather 

than the primary instructional tool.  This finding has significant implications in how 

teachers of mathematics are currently relying on the text book as the primary source of 

instruction in the classroom when teaching mathematics. Indeed, participants learned 

there are other reliable sources of instruction available in terms of software, the Internet 

and other printed sources. 

The second greatest growth area was participant’s ability to encourage students' 

interest in algebra and geometry.  This growth area spiked rapidly after the RAG institute.  

Indeed, teachers are expected to be a great source of motivation for students especially in 

helping them to master the sometimes abstract concepts of algebra and geometry. The 
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final section of the post-test addressed the institute’s planning and implementation, hence, 

Figure 3 indicates to results to the questions asked.

Figure 3. Institute planning and implementation

As shown in Figure 3, participants indicated that the general or overall planning and 

implementation of the RAG institute was good or very good.  The majority of 

participants on all five areas shown in Figure 3 indicate that the institute was well 

organized.  This result further substantiates earlier findings that the goals of the institute 

were met and there also were great gains in participant’s knowledge after the institute. 

Lessons Learned:

In general participants indicated many lessons learned during the RAG institute. 

The significant lessons learned by participants:
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1. How to prepare more effective tests and assessments (75%)

2. Apply advanced algebra and geometry skills (100%)

3. Better able to solve algebra and geometry problems (100%)

4. Use technology effectively to solve algebra and geometry problems (100%)

5. Engage students in using more hands-on activities in solving algebra and 

geometry problems (100%)

6. Prepare student more thoroughly in solving algebra and geometry problems 

systematically for ACT/SAT exams (90%)

As indicated by participants, the lessons learned are directly aligned with the requests 

participants made on the pre-test.  These lessons learned served as closing the loop in 

participants learning.  The critical areas that were of importance to participants at the start 

of the institute were successfully met by the end of the institute.

Conclusion:

The NCLB grant is geared at providing funds for teachers to better prepare 

students to impact their learning in significant ways. Revitalizing Algebra and geometry 

institute successfully achieved the goals set out.  In fact, participants indicated an 

increase in content knowledge; increase in the art of teaching algebra and geometry 

(pedagogy); and increase in the use of hand-held technology. 
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The phenomenon of the White athlete experience is gaining in popularity among 

sport sociologist. Harrison, Azzarito, and Burden (2004) interviewed White athletes and 

found they experience being racially stereotyped.  The use of the existential-

phenomenological approach is scarce in regard to exploring the White athlete. The 

purpose of the present study was to explore collegiate male and female White athletes’ 

experiences with race in regards to specific episodes that occurred throughout their 

athletic careers.  The existential phenomenology research design was utilized by the use 

of one probing statement to prompt athletes to share their experiences of race as an 

athlete.  Athletes from various sports were interviewed to obtain a deeper understanding 

of their experience with race and how it played a role in their careers.  Major themes 

emerged from the athletes’ experiences and will be presented. Conclusions and 

recommendations are articulated for practitioners and researchers. 
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6th Annual Hawaii International Conference on Education, January 5-8, 2008 
 

RESEARCH AGENDA FOR ASSESSMENT: THE NEXT TEN YEARS 
 

The objectives of this panel are to conduct a provocative forecast of needed research in 
educational assessment to be completed in the next 10 years. The recommendations will be based 
on the extensive research, development, and policy experience of the presenters, and specific 
research strands that need continuation will be described. The panel will pose questions, as well, 
to the audience in order to stimulate interaction. 

The intention of this panel, then, is to consider assessment in a holistic way, including 
innovations in the United Kingdom, approaches to formative assessment and the improvement of 
teaching, the integration of learning research and measurement strategies, and the promise of 
multimedia environments in testing. As points of departure for the future research agenda, the 
panel will emphasize those topics. 
 
EVA L. BAKER 
National Center for Research on Evaluation, Standards, and Student Testing (CRESST) 
UCLA Graduate School of Education and Information Studies 
 
Research Agenda for Assessment: Application of Findings for Learning Research and 
Measurement 
This presentation will focus on the application of findings from the fields of cognitive science, 
instruction, assessment, and professional development in developing a usable system to prepare 
students in pre-algebra and algebra proficiency. Based on a development model that pairs 
domain-independent strategies with detailed cognitive strategies and declarative and procedural 
knowledge required in mathematics, the dual core of our design work involves identifying a 
detailed knowledge representation of content and identifying the most powerful, i.e., 
generalizable, ideas. By incorporating these ideas in the instruction, support materials, and 
assessments, we hope to document the development of working memory sparing processes. 
These processes when developed as schema will result in rapid acquisition and transfer of 
learning. We also will use explanation strategies to deepen student learning. 
 
The paper will describe our knowledge map and assessments, trials to date, and validity findings 
that support our direction. It will discuss our progress in Grades 6-7-8 and our planned 
randomized experiment that will include both student outcomes and teacher knowledge and 
pedagogy measures. 
 
JOAN L. HERMAN 
National Center for Research on Evaluation, Standards, and Student Testing (CRESST) 
UCLA Graduate School of Education and Information Studies 
 
Formative Assessment and the Improvement of Teacher Practice 
The United States has a long history of trying to use assessment and accountability to improve 
schools and student learning, culminating in the requirements of No Child Left Behind. Research 
shows the influence that accountability testing can have in communicating goals, focusing 
schools’ attention on what is tested and motivating educators to take action, but schools have 
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found that results come too little and too late to guide teaching and learning. In contrast, 
classroom formative assessment, as research documents, can have powerful effects on student 
learning. This presentation addresses the mechanisms through which formative assessment can 
influence student learning and considers the requirements for effective practice. After 
considering research on challenges, the presentation ends with implications for policy and 
practice. 
 
MICHAEL WALKER  
National Assessment Agency, United Kingdom 
 
Research Agenda for Assessment: National Testing and Teacher Expertise 
We will discuss how national tests can be developed that demand complex skills and provide for 
open-ended responses, scored rapidly by a trained cadre of teachers, and briefly describe the 
Institute of Educational Assessors development to support teacher expertise. 
 
HAROLD F. O’NEIL 
Rossier School of Education 
University of Southern California 
 
Research Agenda for Assessment: An Affective Focus 
We will describe our efforts in using testing in instructional settings, manipulating feedback and 
metacognitive status. We also will comment on the affective domains and means of testing them 
in high and low stakes environments. 
 
STEVE DUNBAR  
School of Education, University of Iowa 
Director, Iowa Testing Programs 
 
The discussant, Steve Dunbar, will respond to the panelists and offer his own perspective on the 
practicality and psychometric requirements of their recommendations. 
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Abstract 
 

Schools of education are encouraged and often mandated by state protocols or accrediting 

agencies to place education and counseling students into a variety of settings in preparation for 

licensure. The diversity of settings, which includes geographic indicators, such as suburban, 

rural, and urban are often juxtaposed with the racial and socioeconomic diversity that 

accompanies them. In some cases, distressed districts pose special challenges for candidate 

placement in that they may not have qualified cooperating teachers/counselors, there may be 

safety and security concerns, or the level of materials and resources may be substandard. 

    This paper will focus on a case study of an urban district with borders that are contiguous 

to the university where a school of education is housed. It will focus on lessons learned from the 

placement of candidates in a district that ranks last within the state and presents a host of 

problems for student learning outcomes and the placement of teacher and counselor candidates. 

The research will also reflect the positive benefits for the university, the district, the teacher and 

counselor candidates, and the cooperating entities. 

 The paper has two main objectives: examining the benefits associated with field 

experiences collaboratively developed between universities and distressed school districts; and, 

2008 HICE Proceedings 
Page 6099



Teacher Candidates   2   

illustrating the pitfalls that need to be anticipated in developing such collaborative efforts. The 

methodology used is a case study approach that can be generalized to the metropolitan 

university/local school district partnerships common to many urban environments.   

Introduction 

The preparation of teacher candidates and pre-service counselors in U.S. colleges and 

universities has come under increased scrutiny in the last few decades.  State mandates and 

national accrediting agencies set stringent guidelines for course content and field experiences. 

Most guidelines encourage teacher and counselor candidates to have a variety of experiences in 

districts with differing geographic, socioeconomic, racial and ethnic, and resource indicators.  

 This paper will focus on the placement of a representative population of pre-service 

teachers and counselors – predominantly White, female, and middle class (Barnes, 2006) in 

under-resourced, distressed schools. The school district described in this study has the lowest 

ranking of 501 school districts in the state and is currently under state control. With 41% of the 

city’s 36,000 residents classified as “outside the labor force” and a poverty rate of 27%, the city 

can be classified as “distressed” on multiple levels.  The university has had a long history with 

the school district and has placed teacher candidates in its schools in a variety of settings. 

 

The Call for Quality Field Work  

Field work and clinical practice have long been touted as experiences that are 

foundational to teacher and counselor education. In the case of teacher education, many 

institutions of higher education scaffold their programs so that teacher candidates begin by 

observing someone teach and progress to tutoring, teaching small groups, and eventually 

conducting whole group instruction. According to Goodlad (1994), “actual experience in 
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teaching must serve as an organizing element of the curriculum – an element to be developed 

over time through a series of deliberately planned field experiences in a variety of settings” (p. 

178). The use of the field as an organizing element of the curriculum demonstrates the central 

role of classroom work for beginning teachers. University faculty must engage in the difficult 

task of helping teacher candidates understand the theoretic principles that are foundational to any 

pedagogical knowledge base. Those studying the art and science of teaching must be able to 

observe and apply the practices that are derived from these principles. In addition, the teacher 

candidate must consider the many questions that under gird the continuous decision making 

characteristic of reflective teaching practice.  According to Dewey (1910), it is the business of 

education to 

cultivate deep-seated and effective habits of discriminating tested beliefs from mere 

assertions, guesses, and opinions; to develop a lively, sincere, and open-minded 

preference for conclusions that are properly grounded, and to ingrain into the individual’s 

working habits methods of inquiry and reasoning appropriate to the various problems that 

present themselves. (pp. 27-28)   

Given this backdrop then, beginning teachers spend time in the field answering questions that 

arise naturally and deliberately. What is the rationale for selecting particular teaching and 

assessment strategies? How are these practices related to theories discussed in the university 

classroom? What is the connection between the selected activities and the curriculum? Are the 

selected activities meaningful to the group of youngsters for which they are intended? Are they 

developmentally appropriate? And the list goes on.  

Teacher educators acknowledge the need for field work as a central organizing feature of 

the curriculum. However, setting up field experiences that are both beneficial for the triad of 
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participants (pre- and in-service teachers and their classes) and efficient within the context of a 

university-school connection is a daunting task. Though there is clearly a need for intensive 

interaction between the university and the schools, these field experiences do not always flourish 

because of seemingly inconsequential logistical barriers such as schedules. Even so, researchers 

do not waiver from the position that “it is essential that…pre-service education include extensive 

immersion in the partner schools” (Goodlad, 1994, p. 197). 

For pre-service school counselors, field-based experience is an integral part of their 

education, training, and professional identity.  The American School Counselor Association 

(ASCA), the national association for professional school counselors,  describes the role of the 

professional school counselor and offers standards and structure for implementation in school 

counseling programs (ASCA, 2002 & 2003).  Guided learning experiences, with a focus on 

demonstrated effectiveness, anchor the developmental process for future professional school 

counselors.  

According to the Council for Accreditation of Counseling and Related Educational 

Programs ([CACREP], 2009),  students preparing to work as school counselors must 

demonstrate the professional knowledge and skills/practices that are necessary to promote the 

academic, career, and social/emotional development of all K–12 students.  The CACREP 

standards are written to ensure that students develop a professional counselor identity as a 

foundation for effective practice. The practicum is a distinctly defined, supervised clinical 

experience in which the student develops basic counseling skills and integrates professional 

knowledge.  The practicum is completed prior to the internship and is typically the initial formal 

field experience. 
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Prior to pre-service school counselors’ practicum experience, they are expected to have 

knowledge about counseling theories and have crafted their preliminary theoretical orientation. A 

student’s practicum experience initiates with a field interview and an observation of a certified 

school counselor.  Gradually, the pre-service school counselor might co-lead individual and 

small group counseling sessions, accompany his/her mentor/cooperating counselor to meetings 

with faculty and staff, and attend individualized education planning sessions and parent 

conferences. The practicum experience is the precursor to the culminating 300-hour internship.   

In the course of the internship, which is a “post-practicum, supervised capstone clinical 

experience,” (CACREP 2009, p. 59), pre-service school counselors refine and enhance their 

basic counseling skills, as well as their content knowledge, apply theories, revise their preferred 

model of counseling, facilitate individual and group counseling sessions, and assume the various 

roles and responsibilities of a professional school counselor.  The hope is that the pre-service 

school counselor has a rudimentary understanding of how to design, implement, manage, and 

evaluate a school counseling program that enhances the academic, career, and personal/social 

development of K–12 students. 

The National Council for Accreditation of Teacher Education (NCATE) exemplifies the 

importance of quality field work by identifying field experiences and clinical practice as one of 

six unit standards that reflect the knowledge, skills, and professional dispositions expected of 

educational professionals. Given that organizations like the National Academy of Education, the 

National Academy of Sciences, and the American Educational Research Association have used 

findings, conclusions and recommendations from consensus reports to design these unit 

standards (www.NCATE.org, 2008), the call for quality field work cannot be easily dismissed. 

For teacher candidates in initial certification programs, the Interstate New Teacher Assessment 
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and Support Consortium (INTASC) has developed a set of ten principles that represent a 

common core of knowledge, dispositions, and performances that all new teachers must know and 

be able to do prior to entrance into the profession.  These ten principles are predicated on the 

idea that “rather than merely ‘offering education,’ schools are now expected to ensure that all 

students learn and perform at high levels…this new mission requires substantially more 

knowledge and skill for teachers and more student-centered approaches to organizing schools”  

(INTASC, 1992, p. 5). In order for teacher candidates to achieve these goals, field experiences 

must provide extensive and intensive practice working with children in real classrooms. Just as 

INTASC calls for teacher candidates to understand content that can be translated into meaningful 

experiences for their students (1992), teacher educators must heed this advice and translate 

pedagogical knowledge into authentic field placements that engage pre-service educators in 

implementing the central concepts and tools of inquiry founded in educational theory.  

The role of the school counselor in the learning community has been the focus of the 

Education Trust’s (2002) initiative to transform school counseling.  This initiative, funded by the 

DeWitt Wallace-Reader’s Digest Foundation, offers relevant research and professional discourse 

to define the innovative role of a transformed school counselor in 21st century learning 

communities. Although eight primary components are identified by the Education Trust to 

transform professional school counselor preparation programs, three of these, methods of 

instruction, field experiences, and university/school district partnerships, specifically emphasize 

the need for quality field work placements.   
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The Need for Diversified Practice 

As is evident in this case study, many beginning teachers and counselors will enter 

schools where  

at least 25% live in poverty and many of them lack basic food, shelter, and health care; 

from 10% to 20% have identified learning differences; 15% speak a language other than 

English as their primary language (many more in urban settings); and about 40% are 

members are members of racial/ethnic ‘minority’ groups, many of them recent 

immigrants from countries with different educational systems and cultural traditions.” 

(Darling-Hammond, 2006, p. 301) 

And yet, as basic education becomes increasingly more diverse, the teaching/counseling work 

force remains relatively homogeneous.  

 Preparing this homogeneous pool of teacher candidates for the reality of diversity in their 

classrooms is a monumental task. Dewey’s (1916) conception of democracy as “a mode of 

associated living, of conjoint communicated experience” (p. 87) and his belief that diversity was 

one avenue for making change sets the stage for teacher education that bolsters a view of each 

student through a lens that focuses on his/her special traits and talents. Building on the strengths 

and talents of individuals to support the common good is at the heart of the proposal. However, 

teacher education programs typically  

include traditional or conventional approaches, cultural biases that overshadow the value 

in cultural knowledge of non-White populations, poor collaborative relationships with 

schools, a disproportional ratio of White faculty to non-white students, disconnects 

between college classroom instruction and the reality of diversity and complexity of 

teaching in public school classrooms. (Jenlink & Jenlink, 2005, p. 9)  
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So how do we prepare candidates to capitalize on their students’ special traits for the betterment 

of the group when they may not even be aware of the different forms that unique qualities take in 

a population of students so different from themselves? How do teacher education programs move 

from a conception of schools as a means of social adaptation toward social reconstruction?  

 If this shift were to become a reality, schools would become vehicles of social change 

versus a means to maintain the status quo (Eisner & Vallance, 1974). Today’s social 

reconstructionist tradition is grounded on a commitment to the preparation of teachers who 

“must be committed to the development of critically oriented, compassionate, and impassioned, 

reflective and socially engaged practitioners who can aid in the process of educational 

improvement and social change” (Beyer, 1988, p. 185). Teacher education programs can provide 

the field work that allows teacher candidates to  

 become competent in matters of race, culture, ethnic and social differences. 

 [Teacher candidates] need practical, context-based experiences where one-on-one  work 

goes on with minority students …for the study of issues of multicultural  education  to become 

more than abstract concepts that fail to touch their  emotional and moral lives, and, therefore 

lack the potential for transformative  learning. (Jenlink & Jenlink, 2005, p. 16) 

The university can facilitate the paradigm shift toward social reconstruction by preparing 

candidates to work with all forms of diversity using field experiences that support learning by all 

students. Candidates must be challenged to understand cultural and racial differences in these 

field experiences and to critically examine their “own beliefs and values regarding culture, race, 

and social class; and [to understand] how knowledge, beliefs, and values determine one’s 

behavior with respect to minority groups” (Jenlink & Jenlink, 2005, p. 21). Therefore, field 

experiences must include work with students with exceptionalities and those from diverse 
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ethnic/racial, linguistic, gender, and socioeconomic groups in classrooms and schools” 

(www.NCATE.org, 2008).  

 The Interstate New Teacher Assessment and Support Consortium (INTASC) has a 

similar agenda. INTASC (1992) believes that  

our educational system must guarantee a learning environment in which all children can 

learn and achieve their own kind of individually configured excellence – an environment 

that nurtures their unique talents and creativity; understands, respects, and incorporates 

the diversity of their experiences into the learning process; and cultivates their personal 

commitment to enduring habits of lifelong learning. (p. 12)   

INTASC’s focus on the need for addressing the individual learner is further clarified by Principle 

#4 in which beginning teachers are expected to understand how students differ in their 

approaches to learning. Since the INTASC principles are used as outcomes for many initial 

certification programs, the focus on diversity and its many manifestations is central to the design 

of teacher education curricula and associated field work/clinical practice.   

The knowledge, skills and dispositions outlined by INTASC are similar to those espoused 

by CACREP (2009) with regard to diversity and advocacy.  CACREP (2007) stipulates that 

students preparing to work as school counselors should be knowledgeable and 

understand the cultural, ethical, economic, legal, and political  

issues surrounding diversity, equity, and excellence in terms of  

student learning; identify community, environmental, and institutional 

opportunities that enhance, as well as barriers that impede the  

academic, career, and personal/social development of all  

K—12 students; understand multicultural counseling issues, as well 
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 as the effects of ability levels, stereotyping, family, socioeconomic  

status, gender and sexual identity, and their effects on student  

achievement (pp. 44-45).  

 The focus on diversity and the need to prepare teachers and counselors to work with 

children unlike themselves is patently obvious in the national reform literature. For teacher 

education, however, there is also a tug in the opposite direction from those who oppose 

traditional baccalaureate degrees accompanied by certification and attempt to design faster, low-

cost alternatives which result in a proliferation of weak “programs that underprepare teachers, 

especially for urban schools” (Darling-Hammond 2006, p. 302). The cost-effectiveness of these 

faster, low-cost alternatives has been questioned  because the beginning teacher attrition rate 

continues to increase (National Commission of Teaching and America’s Future, 2003) while “a 

growing number who serve the most vulnerable students enter teaching before they have been 

prepared to teach and are increasingly ill prepared for what they must accomplish” (Darling-

Hammond, 2006, p. 302).   

University and School District Partnerships 

 The authors of this paper have had a long history with the surrounding school district. For 

more than a decade, teacher candidates have been placed within its schools. A small grant 

received by a science educator led to the establishment of ponds for a program that would be 

named “The Schoolyard Lab.”  This program continued for approximately seven years and was 

expanded to include teacher candidates from a variety of methods classes, leading to the 

modeling all of interdisciplinary lessons for students and to cooperating teachers. 

       Since 2002, all of these efforts have taken place in the context of new presidential leadership 

at the university.  The new president has made civic engagement a cornerstone of his 
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administration and has repeatedly called on the schools and colleges of the university to form 

partnerships with organizations in the local community to address pressing social, educational, 

and economic needs.  Under the ambitious strategic plan developed as the first priority of this 

president’s administration, the university adopted a new mission statement that places emphasis 

on “creating a learning environment where curricula are connected to societal issues through 

civic engagement, . . . inspiring student to be citizens of character who demonstrate professional 

and civic leadership, . . . and contributing to the vitality and well-being of the communities we 

serve” (Silver, Poulin, & Wilhite, 2006, p. 54).  Thus, given the dire state of basic education in 

the university’s neighboring school district described previously, the school of education has felt 

increased responsibility for attempting to address needs in the district.  Efforts to find ways to 

work cooperatively with the district have been intensified in the wake of the school of 

education’s involvement with other units of the university in launching a K-5 charter school as 

part of the university’s overall effort to address educational needs in the community.  Given the 

strong resistance of the district’s administration to the launching of the university charter school, 

the school of education has redoubled its efforts to engage in the district in collaborative projects 

involving the district’s regular schools as an indication of the university’s commitment to 

pursuing multiple avenues to assist in meeting the educational needs of children and families in 

the community.  

These expanded efforts have included  providing reading diagnosis and remediation 

programs in an after school setting, a reading tutorial program for all of its elementary and 

middle schools (as part of America Reads), staff and curricular development programs, and the 

placement of teacher candidates ranging from ED 101 (Introduction to Education) through 

student teaching. 
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 Within the district’s elementary, middle, and high schools, pre-service school counselors 

collaborated with the professional school counselors to provide a variety of services.   At the 

high school, a study skills program was offered for low-achieving students.  As a number of 

youths in the middle school struggled with volatile behavior, graduate students from ED 659 

(Field Experience and Practicum in Counseling) and ED 652 (Group Process, Dynamics, and 

Counseling) facilitated anger management psychoeducational groups, as well as peer mediation 

training. 

     Benefits 

 The placement of teacher candidates in this district has provided many benefits.  

Candidates early on reported a sense of being needed. The students with whom they worked 

looked forward to their participation and enthusiastically embraced their lessons and plans. This 

has led, anecdotally, to a strengthening of teacher candidates resolve in their vocation and an 

increase in real numbers of candidate graduates who choose under resourced districts for 

employment. 

 Students from a combined methods course (science, social studies and language arts) 

spent one semester in the under-resourced district and the following semester in a neighboring 

district, which is characterized as high socioeconomic status with well resourced schools. The 

teacher candidates reported a preference for the distressed district because the fourth graders 

eagerly waited for their arrival and greeted them with excitement. The students of the well 

resourced district, accustomed to multiple projects and interventions by guests, received the 

teacher candidates as if they were a part of the typical day. 

 Teacher candidates also perceived the diversity of learning styles and the lack of diversity 

within the student population in terms of socioeconomic status, race and ethnicity. The distressed 
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district has a high incidence of special education students (reported as high as 40%); however, 

the racial makeup of the district is 97% African American and 2% of Latino or mixed racial 

designation. Less than 1% of the school age population is reported as Caucasian, Pacific 

Islander, Asian, or other. This perceived lack of diversity challenges teacher candidate 

assumptions that diversity means being a race other than theirs (Caucasian).  

 Having to face the overwhelming need to identify student learning needs early in a 

teacher preparation program is extremely valuable to teacher candidates. Candidates have to 

adapt hypothetical lessons learned in a university classroom setting in order to respond 

effectively to a real life context that exemplifies many of the diverse situations their professors 

have described. 

 Definition by opposition or learning what not to do has been a valuable lesson for teacher 

candidates placed in local school settings. Although the teachers within this district are degreed, 

are state certified, include both new and veteran teachers, and are some of the most caring and 

dedicated teachers with whom our professors have worked, some teachers’ classroom 

management styles are far from the model presented to education students at the university. For 

example, teacher candidates have reported instances of teachers yelling at students and calling 

them unflattering names. In extreme cases, candidates have reported observing teachers throwing 

sharpened pencils at students and slapping them. The fact that, when such incidents are reported 

to the school principals, they are largely ignored further educates teacher candidates on the 

differences among districts. (NB-University personnel have reported these incidents to state 

authorities and district administration as required by law.)  Viewing such questionable behavior 

on the part of teachers and administrators, teacher candidates commonly ask their professors 

about alternative approaches to classroom management. This has the added benefit of acting as a 
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catalyst for discussing proactive strategies in management as part of the lesson planning process.  

It also provides the context for discussing wy the incidence of berating, embarrassing, or yelling 

at students is more pronounced in this district than in more well resourced districts.  Have 

teachers learned that parents and caregivers may be less able to be advocates for their children 

due to time constraints or personal insecurity with the educational system?  If so, how can one 

address conditions in the school that give rise to such an unprofessional approach to responding 

to a challenging classroom environment?  

 However, excellence in classroom management is also observed within the district 

placements. Some teachers, who are often in overcrowded situations with a variety of students 

moving in and out of classrooms for learning support and who must deal regularly with other 

intrusions, model superb ability to stay focused on the learning task while managing multiple 

groupings of students without the assistance of an aide or other instructional support. The lesson 

learned by teacher candidates is this:  if you can manage a classroom in this district, you can 

manage a classroom anywhere. 

 The success of hands on learning and the engagement of students in the learning process 

when appropriate methods are employed are significant benefits of placements within this 

district. Teacher candidates are readily able to tap student motivation and enthusiasm for learning 

when they prepare lessons in science, social studies, language arts, or math using manipulatives 

and inquiry based learning. Classroom teachers, often forced to limit science and social studies 

education in preparation for high stakes state testing in math and language arts, also welcome 

with enthusiasm teacher candidate interventions that allow students to focus on lessons that are 

exciting and extraordinary. Often teacher candidates use university resources or personal funds 

to purchase materials for lessons which the school would typically not have available. This has 
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been very evident with the use of technology within the classrooms  The use of technology in 

support of instruction by university teacher candidates often provides mini-inservices for 

cooperating teachers on the effective use of technology. 

Liabilities 

 The major liabilities of candidate placement in the district in question are not associated 

with student interaction.  Rather, they stem from problems with the administration and leadership 

of the district. The district described has not had an elected school board for over a decade. 

Empowerment boards, boards of control, or other state entities have run the district schools. 

During a period of three years, two for-profit corporations were invited to operate most of the 

district’s schools. The contract for these agencies was later abruptly withdrawn. In the last five 

years, there have been four superintendents, each with very strong beliefs on how the schools 

should develop, but with very little success in translating those beliefs into effective action..  

Former Speaker of the House of Representatives Tip O’Neill often stated that all politics is local.  

In this district, it is evident that politics influence daily decisions. A Republican strong hold for 

many decades, the district is represented in the state senate by the city’s former Republican 

mayor, who currently chairs the state senate finance committee. At odds with the area 

Republicans is the current Democratic governor.  Last spring he appointed a new empowerment 

board to oversee the district, ousting the previous control board that been appointed by local 

Republicans. 

 These political struggles are seen in the university’s work with the district on a regular 

basis. With the withdrawal of the for-profit corporations that had been employed to run the 

schools, the district was left without a coherent curriculum for grades K-5. The local state 

senator was able to give the district a grant of $500,000 to help develop a curriculum and supply 
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needed materials and resources.  University faculty were asked to assist the district in this 

endeavor. Upon completion of the task during the summer of 2003, implementation of the 

curriculum and staff training was to be undertaken.  At the same time, a new superintendent was 

hired with the goal of increasing test scores on high-stakes tests. She immediately moved away 

from the curriculum model and instituted a six week reading-only curriculum, followed by a six 

week math-only curriculum.  The full district curriculum was never implemented or fully 

articulated. In terms of teacher candidate placement, this meant that interdisciplinary methods 

courses and student teachers could not be placed within the district because of the limited 

exposure students would have to a full curriculum. 

 The decade old “Schoolyard Lab” project came to a halt with a change of building 

principals.  With the implementation of the new reading-only and math-only curricula model and 

the pressure for achievement on state tests, science and social studies instruction were halted, as 

were other comprehensive curriculum elements such as Spanish and music.  The pond 

ecosystem, a once valuable resource with teaching and learning experiences focused on science 

and language arts instruction, literally and figuratively dried up. 

 Abrupt shifts in policies and practices produced by district politics were not limited to the 

elementary schools or to the regular instructional day.  After-school programs that were overseen 

by local nonprofits were suddenly denied access to schools and school students.  The new 

superintendent reduced after-school activities, focusing only on social and athletic activities to 

the exclusion of all reading remediation and other tutorial events. 

 In the local high school, plagued by violence and pathetic graduation rates, the 

university’s school counselor education program was committed to placing school counselor 

candidates in the school for their practicum.  Even though both school administrators and 
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university faculty saw these placements as an important resource in assisting the district in 

helping students achieve vocational and social success, the practicum placement was revoked 

because of difficulties between the superintendent and the school principal. 

 In addition, violence in the district’s schools has clearly affected placement of teacher 

candidates.  The middle school and high school of this district have the dubious distinction of 

being the only schools outside the largest district of the state on the list of persistently dangerous 

schools.  Ongoing violence within these schools had led to the withdrawal of teacher candidates 

from placements because of fear for their safety. 

Perhaps the most significant liability in placing teacher candidates in a distressed district 

has been the lack of communication and accountability.  The failure of district officials to even 

return phone calls in a timely manner has meant that placements could not go forward and has on 

occasion resulted in a failure to receive funds available from external sources.  Teacher in-

services, scheduled with the university months in advance, have been canceled within a few 

hours of their scheduled delivery.  At the same time, calls from the district asking for workshops 

have often been received with less than a week's notice. 

 One extreme example of this lack of communication and collaboration was a math 

program in which teacher candidates were placed in the local schools as part of their math 

methods instruction to use manipulatives and other hands-on activities in the teaching of 

geometry and other upper level math programs.  A grant all of $500,000 was received to support 

this program and to provide resources and teacher training for the district.  After an initial 

implementation phase, the district moved to a new math program and suspended all grant 

activities.  This left teacher candidates without placements. 
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Conclusions 

 In light of the problems that are associated with working with a distressed urban school 

district, why should a university persist in trying to place its teacher candidates in the district?   It 

is our contention that such placements hold the potential for deeply enriching the learning 

experiences of both pre-service teachers and pre-service school counselors.  The experience of 

working in a cultural setting that is dramatically different from that which most of them have 

experienced throughout their lives forces teacher candidates to examine critically a number of 

assumptions that can influence their effectiveness in working with a diverse population of 

students.  Most especially, teacher candidates in these settings come to appreciate the importance 

of having a multiplicity of strategies and techniques to employ in positively engaging diverse 

learners in what can be a sometimes challenging instructional environment.  Teacher candidates 

who rise to the challenge of such a placement also have the opportunity to experience the 

gratification that comes from the intensive connection can be established with students who are 

hungry for a close personal relationship with a teacher. 

 In addition, we believe that teacher candidates benefit from experiencing first-hand the 

university’s commitment to working with troubled schools.  By persevering to maintain 

collaborative relationships with distressed urban schools, universities demonstrate to their 

education students that assisting these schools is an important part of meaningfully connecting 

with the community of which the university is a part.  By placing students in what is often a less 

than ideal instructional environment, universities with a mission to help address the needs of the 

metropolitan region give their students the opportunity to witness the positive impact that a long-

term involvement of a university program in a troubled school can have.  Even when programs 

and involvements end abruptly for what are obviously political reasons unrelated to the needs of 
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the children, university faculty and administrators can use these experiences as teachable 

moments for reflecting on the complexities of urban educational systems and the role that 

professional educators at all levels must play in sorting through those complexities.  That is, 

these early learning experiences in a distressed school district can be used to inspire teacher 

candidates to undertake the challenges of teaching in such districts and to inoculate them against 

the cynicism that inevitable frustrations with “the system” can engender in new teachers who 

enter such environments without these supportive pre-service field experiences.  
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Abstract 
 

Year-round school has become an increasingly popular school calendar in the last 

three decades. The concept of year-round school is an alternative way of scheduling the school 

days of operation, by allowing some of the summer vacation time of the traditional 

school calendar to occur within the school year. This study investigated whether eighth 

grade students who attend year-round schools achieved higher reading scores than students who 

attend traditional calendar schools. This study also provides comparative information 

concerning student behavior/discipline referral rates of year-round schools verses 

traditional calendar schools. 

The sample population was the eighth grade students from two, rural Georgia middle 

schools of traditional and year-round school calendars.  

T-tests were conducted to determine if there were significant differences in the total 

reading scores of students and the absentee rates of students and teachers, who observed the 

year-round school calendar as compared to students and teachers who observed the traditional 

school calendar. Surveys were administered to provide descriptive, aggregated data 

concerning the attitudes of the teachers and students of year-round school. 

The results revealed statistically higher ITBS total reading scores for students who 

attend the traditional calendar school as compared to those who attend the year-round school. 

No statistical differences were found in the students’ absentee rates,  

behavior/discipline referral rates, and teachers’ absentee rates of the year-round school calendar 

in comparison to the traditional school calendar concept.
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Introduction 

As educators investigate the different avenues to enhance the quality of students’ 

education, the concept of year-round school comes under assessment. Year-round school (YRS) 

or year-round education (YRE) has grown in popularity over the past 30 years (Winters, 1995). 

Year-round school operates on a twelve-month school year, but only requires the students to 

attend school for 180 days. Under this calendar, the summers are shorter, breaks are more 

frequent, and remediation/enrichment courses are offered during each intersession/vacation 

(NAYRE, 1999). This calendar provides continuous learning and proclaims an increase in 

students’ retention of information, which in return produces improved student achievement 

(DaJarnett, 1994).  

The purpose of this study was to determine if eighth grade students who attend 

year-round schools achieved higher reading scores than students who attend traditional 

calendar schools. Additionally, this study provides information regarding the attitudes of 

teachers, students, and parents about year-round school, and whether there was a difference in 

student and teacher absentee rates. Finally, this study provides comparative information 

concerning student behavior/discipline referral rates of year-round schools verses 

traditional calendar schools. 

Problem Background 

The traditional school calendar is viewed by many as a calendar that no longer 

accommodates the educational needs of students, teachers, and society (Winters, 1995). This 

calendar was designed to address the economical needs of the farming communities, 
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which enabled students to be out of school during the planting and harvesting of crops. Charles 

Ballinger (1988), the former director of the National Association for Year-Round Education, 

stated the following: 

Long summer breaks of the traditional school calendars are harmful due to students 

forgetting previous learned information, and valuable time was used for reviewing of 

material at the beginning of each new school year. (p. 58) 

Cooper, Nye, Charlton, Lindsey & Greathouse (1996) disclosed that in comparison of 

students’ test scores before and after summer vacation, the test scores before summer break were 

higher, even though the same tests were given. They discovered the difference between the two 

sets of standardized test scores equated to about one month lower achievement when taken 

after summer vacation. 

The National Commission on Time and Learning (1994) encouraged school 

districts to implement school calendars that addressed the differences in student learning, and 

the major changes that are present in American society. Advocates of year-round school claim 

year-round school is the answer to many school problems that have developed due to the 

information age, academic requirements, and the expectation of what information should be 

known by students have grown exponentially (Gee, 1997). The concept of year-round school 

is not new, but is an alternative way of scheduling the school days of operation, with the goal of 

meeting the educational needs of all students. Year-round school is a way of balancing the 

school year by allowing some of the vacation time of the traditional school calendar to occur 

within the school year. Also, it provides opportunities of learning during the vacations, 

through the use of 
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remedial/enrichment courses, which aids in increasing the achievement of students (Gee, 1997). 

Some proposed advantages of year-round school given by Gold (2002) are as 

follow: 

(1) higher academic achievement 

(2) improved students’ attendance 

(3) reduction in discipline problems 

(4) increased motivation among students 

(5) students retain learned knowledge 

(6) uninterrupted pace of learning 

(7) frequent breaks for students and teachers 

(8) increased availability of enrichment opportunities. (p. 36) 

Even though these advantages are proclaimed concerning year-round school, there is not enough 

research available to support them. School districts desire to remain current in the educational 

process of students; they often consult neighboring school systems, when considering trying new 

initiatives. Therefore, research data of year-round school should be available and current in 

order to assist school systems/districts with all information concerning the concept of year-

round school. 

 
 
 
 
 
 
 
 
 
 
 
 
 
 

Review of Literature 
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Many educators and school systems are discussing the benefits of year-round school 

in comparison to the traditional school calendar. The traditional school calendar operates nine 

months for 180 days with three months of summer vacation. This calendar emerged when 85% 

of the American people were farmers (Campbell, 1994). The traditional school calendar was 

designed to give students time out of school to help with the planting and harvesting of crops. 

Today, about 3% of American students/families are connected to the production of farming, 

therefore eliminating the rationale of the traditional school calendar (Venable, 1996). 

Year-round school is becoming the innovative way of educating students by providing 

an alternative to the traditional school calendar. Teachers are held accountable for their 

students’ academic outcomes. Advocates for a new school calendar stated that we as a country 

must change to address the differences in students’ learning and the changing American society 

(Winters, 1995). Legislation, schools, and society have raised the expectations of teachers in 

order to meet the educational needs of students. Reasons reported by O’Dell (1997) as to why 

school systems have and are considering changing from the traditional school calendar are as 

follow: “(a) summer vacation is too long (b) learning is not continuous (c) students forget 

learned knowledge (d) a significant amount of review is needed after students return to school 

and (e) remediation occur at the end of the school year” (p. 6). 
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As an alternative to the potential losses associated with the traditional school 

calendar, the year-round school calendar promised benefits to the educational process of 

students by providing learning that is continuous, sequential, and efficient (O’Dell, 

1997). Year-Round School or Year-Round Education is a change that has been adopted by 

thousands of school districts/systems for reasons of housing additional students, improving 

student achievement, and saving money. Year-round school, as defined by Warrick-Harris 

(1995), is a way of providing students with a quality education within a 180-day school year; 

yet, permitting the students to receive frequent breaks from instruction throughout the school 

year. Another definition of year-round school communicated by the National Association for 

Year-Round Education (NAYRE) (1999) is as follows: 

Year-round education (YRE) reorganizes the school year to provide more 

continuous learning by dividing the long summer vacation into shorter, more frequent 

breaks. Students in a year-round program receive the same amount of instruction as 

students on a traditional school calendar, which is usually 180 days. The year-round 

calendar is organized into instructional blocks and vacation periods that are evenly 

distributed across 12 months. (p. 2) 

The concept of year-round school is not new to the education sector. The year-round 

concept originated hundreds of years ago. There are more than 3,100 year-round schools 

operating in 565 districts within 46 states (NAYRE, 1999). The original goal of year-round 

schooling was to teach immigrant children the English language (Glines, 1995). As time 

progressed, the population of students increased, education became an area of importance, and 

more attention was designated to the year-round concept and its 
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benefits. The interest of educators pertaining to year-round school is the result of research indicating 

the three-month summer break of the traditional school calendar is too long for students’ education to 

be interrupted. Students’ education needs to be constant in order to maintain a uniform progress of 

achievement. Also, the breaks of year-round school allow time for remediation and enrichment 

activities for all students (Glines, 1995). Even though year-round education promised benefits 

to students’ education, there are individuals who are convinced the education process of the 

traditional school calendar has produced positive results due to the students being successful 

academically. Therefore, the traditional school calendar should continue to be the calendar of 

choice for all school systems/districts (Warrick-Harris, 1995). This form of thinking contributed to 

reasons of the traditional calendar being familiar to the majority of the people and the American 

people were hesitant in trying new ideas. 

The purpose of this study was to determine if eighth grade students who attend year-

round schools achieved higher reading scores than students who attend traditional calendar 

schools.  

Historical Background 
One of the first year-round schools was established in Dorchester, Massachusetts in 1645 

(Lane, 1932). In years to come, education took on more significance and more students began 

attending school; however, there was limited space available. Overcrowding became a 

problem for school systems. Extra space or additional facilities were needed to accommodate 

students, which was the reason year-round school launched into operation from 1910-1938. Even 

though there was an increase in the student population of the urban students, the same was not 

true for the rural students. The rural students did not attend school on a daily basis due to the 

demands of farming. As a result of the rural students’ attendance, the urban students attended 

school twice the number of days in comparison to the rural students. This produced urban 
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students that were more advanced in formal education. To correct the problem, the urban 

education districts decreased the urban students days of attendance and the rural education 

districts increased the rural students days of attendance so that all students would receive 180 

days of formal educational instruction. The urban and rural schools both honored the changes in 

1915 regarding attendance, which channeled the creation of the traditional school calendar 

(Brekke, 1992). 

The traditional calendar is a calendar that consists of nine-months of educational 

instruction, composed of a total of 180 days per school year. Schools usually commenced in 

September and terminated in May with the summer months designated for the students’ 

vacations. With some variance in start and end dates, the traditional calendar is endorsed by 

most education systems; thus, all students attend school at the same times, take vacation at the 

same times, and people are comfortable with the concept (Glines, 1995). 

The year-round school calendar also consists of 180 school days per school year; 

however, the instructional days are distributed over a twelve-month period. The instructional 

times are separated into periods or instructional sessions. Breaks/vacations transpire at the end of 

each instructional session, resulting in reduced summers and interminable learning throughout 

the school year (Glines, 1995). 

According to the NAYRE (1999), in 1904, William Wirt, the “Father of Year-Round 

School”, introduced a “four quarter” schedule in Bluffton, Indiana, to solve the problem of school 

overcrowding and to increase the quality of students’ education. The adoption of year-round school 

grew rapidly until the occurrence of World War II, when education was not the focus of the 

American people; they were focusing on maintaining the solidity and stability of the country. 

Park Elementary School, located in Hayward, California was the first year-round school 
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established after World War II in 1968. It remains the longest operating year-round school in the 

United States. NAYRE noted that lack of funds to build new schools, and increases in the student 

population, caused year-round schools to resurface between the years of 1968 and 1970. Sincoff 

and Reid (1975) reported that even with the increase in student population, there continued to be a 

decrease in the number of schools operating within the year-round calendar because of the 

following factors: 

(1) The problems of overcrowding and the lack of funds to provide facilities for students 

were no longer an issue. (2) Board members and superintendents who were not in favor 

of year-round schooling operated on the traditional calendar. (3) The pillars of the 

communities that opposed year-round school requested the schools to transform to the 

traditional school calendar. (p. 50) 

NAYRE (1999) reported increased interest in the year-round education again in the early 

1980’s due to societal demands for an educated working society. Furthermore, the adoption of year-

round education continues to grow at a rapid pace, although the traditional school calendar still 

remains the dominant school calendar. 

Benefits of Year-Round School 

Students Benefits 
Student benefits are the main reason school systems adopt year-round school calendars. 

Gitlin (1988) conducted a case study at Huntington Park High School in Jefferson, California. This 

study focused on the behaviors of students in relation to year-round schooling. Students 

demonstrated less pushing, shoving, and fewer verbal accusations (Gitlin, 1988). The teachers 

reported that overall discipline improved. Year-round schooling was believed to provide 

educational benefits for all students including those with special needs. Ballinger (1988) studied 

students who were bilingual, spoke limited English, or had English as their second language. 
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He noted that year-round schooling contributed to the needs of these students because it provided a 

routine that was constant. Due to shorter summers, these students had more time exposed to 

English speaking students, which increased their chances of developing the English language 

successfully. Conversely, it is the reverse for the students that follow the traditional calendar, 

because these students may spend the entire summer in a non-English speaking environment 

(Ballinger, 1988). The Washington Post (2001) published an article titled, “Some love it, some 

don’t” about year-round schooling. It focused on “at risk” students in year-round schools who 

retained information at a greater magnitude due to shorter periods away from the instructional 

setting. Oberg and Shields (2000) found year-round schooling beneficial to “at risk” students as 

well. Oberg and Shields (2000) reported that disadvantaged students forget as much as three months 

of information during the summer months, which means they retain only 9 months of learned 

information per school year.  Oberg and Shields (2000) pointed out that disadvantage students 

learn at a slower pace and forget learned information at a faster pace. Year-round schooling not 

only decreases time away from the instructional setting, but also offers opportunities for continued 

instruction for these students, even during intersessions. 

 Remediation courses offered during intersessions assist students that are falling behind in 

their academic courses opportunities for success and reduce the number of students who fail or quit 

school. Oberg and Shields (2000) found improvements in the following areas of year-round school: 

learning loss, increased opportunities for remediation and enrichment courses/activities, and 

positive environment of the schools.
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Educational Benefits 

Continuous student learning is another reason given for the adoption of year-round 

school. It has been reported that students who follow the traditional calendar fail to retain a 

considerable amount of learned material after they return to school, because the summer breaks 

are too long (DaJarnett, 1994). DaJarnett also found evidence that since year-round schooling 

decreases learning loss of the students, teachers do not devote as much time reviewing at the 

beginning of each instructional period. 

Alcorn (1992) conducted a test to determine the educational benefits of students at the 

San Diego Unified School District. Two types of standardized tests scores were used, the 

Comprehensive Test of Basic Skills (CTBS) and the California Assessment Program (CAP). 

The test scores were taken from the years of 1982 through 1990. Results indicated that 

students of year-round schools either improved or maintained their scores as compared to the 

students of the traditional calendar schools. 

Teachers Benefits 

In addition to students acquiring benefits from the year-round schooling concept, there 

are benefits for teachers as well. Year-round school permits teachers to earn supplemental 

wages by working during the intersession/vacation times (Stenvall, 2000). Many teachers 

support year-round school because they believe there are benefits to less time away from 

instruction (Quinlan, George & Emmett, 1987). As a result of different calendars of year-round 

school, some teachers are certain their planning for instruction is easier due to how the 

instructional sessions are arranged (Oberg & Shields, 2000). Since teachers of year-round 

schools have a choice of different vacations/breaks throughout the school year, it is believed to 

reduce absences during instructional times (Quinlan, George & Emmett, 1987). 

 
Parents Benefits 

2008 HICE Proceedings 
Page 6131



A Research of Year-round School        11 

  

One benefit year-round school renders to parents is the flexibility of taking family 

vacations during different seasons of the year. This benefit allows the parents to save money by 

choosing to vacation during non-peak times of the year. 

Community Benefits 

As noted by The American Association of School Administrators (1973), there are 

benefits that are contributed to the communities based on year-round school. It has been reported 

during the elongated summer months of the traditional school calendar children become victims 

of criminal acts throughout the communities. Year-round summers are 

reduced, which contribute to a decline in vandalism and other juvenile crimes/problems that 

may exist within the communities (Quinlan, George & Emmett, 1987). Cost Benefits 

Another chief reason for school districts to convert to year-round school is to prevent having 

to build new schools. The California State Board of Education conducted a study in 1987 to 

determine the cost of building new schools for the Oxnard (CA) Unified District. The new 

elementary school would contain a total of 24 classrooms to house 720 students as reported 

by Denton and Walenta (1993). An additional secondary school would accommodate 720 

students. The Oxnard (CA) Unified District converted to year-round school in 1976 due to an 

increase in the student population of about 644 students. Denton and Walenta (1993) 

estimated the cost for building the elementary school would be nearly $4 million, and $6 

million to build the additional secondary school. Following the year-round concept, the 

district was able to accommodate the students by allowing them to follow tracks or different 

schedules of school attendance. The district saved over $16 million in new building costs 

over a thirteen-year period by using the same facilities to house more students through the 

use of the year-round models (Denton & Walenta, 1993). 

The Pajaro Valley (CA) School District became a year-round district in 1971. After 

five years of operating year-round schools, the cost per pupil was 4.1% less than when they 
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observed the traditional calendar (Glass, 1992). Likewise, the Oxnard (CA) Unified School 

District spent 5.5% less per pupil by operating year-round schools in place of traditional 

calendar schools. Year-round schools generally operate 62 more days than the traditional 180 

school days, which creates an increase in the overall cost of operation; however, the cost 

factor should be based on per pupil expenditures since year-round schools educate more 

students per school year. 

Student Achievement in Year-Round Schools 

Positive Results 

There has been a considerable amount of research conducted concerning year-

round schools; however, there has been a limited amount of research examining the academic 

achievement of students in year-round schools. Multi-track and single-tracks models of year-

round school have been researched in connection with student achievement. Where as the 

single-track model’s focus is to provide less time away from instruction, the multi-track 

model’s focus is to provide a solution for overcrowding. Kneese (1996) reported that the 

students who observe the single-track schedule received higher academic scores in subject 

areas than the multi-track students. This may be attributed to the differences in goals of the 

two tracks. 

Roby (1995) conducted a research study in Wake County, North Carolina, of two 

elementary schools with similar student body population. The study was to determine the 

achievement of sixth grade students of year-round and traditional calendar schools in reading 

and math. The results indicated year-round students showed a statistically significant 

difference in both subject areas. 

Another research study was conducted by Roby to determine low-income students’ 

adjustment to year-round schooling. The population consisted of kindergarten students on year-

round and traditional school calendars. The students were measured in the areas of vocabulary, 
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reading, math, and general knowledge. The results revealed both groups began at the same 

achievement skill levels, but the year-round students achieved more progress in vocabulary 

and general knowledge. Morse (1992) attributed achievement gains of students of year-

round schools to less learning loss from summers. 

Dr. Carolyn Kneese (1994) conducted a study at the University of Houston of 

single-track year-round education and at-risk students. The study compared 311 fourth, fifth, 

and sixth grades students of year-round and traditional calendar schools. There were 10 year-

round and 10 traditional calendar schools of a suburban school district in Texas used in this 

study. The results of the study showed the year-round students scored approximately 3 points 

higher than the traditional calendar school students on the Norm-Referenced Assessment 

Program of Texas (NAPT). 

Another study performed by Kneese (1996) was a quantitative integration of 15 studies 

of year-round school. The studies contained information from 1984 through 1994. The studies 

were obtained through the Dissertation Abstracts International, ERIC databases, and National 

Association of Year-Round Education. The effect size of this study was the standardized mean 

difference in achievement test scores. The comparisons were made either between students who 

did not attend year-round schools or between students’ scores before and after a year of 

attending year-round schools. The results indicated the effect of year-round schooling on 

achievement was positive regardless of 

whether the comparisons were of norm curve equivalent scores of groups of students or pre 

and post-test gain scores of one group. 

 
No Differences 

A study of the Mesa County School District found no evidence that year-round school 

had a direct relationship on students’ learning (Merino, 1983). Merino reported there were 
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nine studies conducted on year-round school and students’ achievement in comparison of the 

traditional calendar students. The overall research indicated there was not any significant 

difference between these two educational processes and achievement. 

Another study conducted in relation to students’ achievement and year-round schooling 

was at the Cherry Creek District 5. This school district converted to year-round school in 1974. 

The study compared the test scores of students from three of the year-round schools to the 

traditional calendar schools. The results of the study revealed there was very little difference 

between the two types of schools and students’ achievement (Smith & Glass, 1975). Overall, 

Smith and Glass (1975) concluded that year-round school did not significantly impact 

student achievement. 

The Tehachapi Unified School District has been on a year-round school calendar since 

the 1988-1989 school year. The Assistant Superintendent, Pat Merritt, expressed concerns 

about how the students were performing academically. The district conducted their own study 

by using standardized tests to determine if there was a change in students’ achievement 

since the conversion to year-round schooling. The results revealed no significant difference in 

students’ test scores (Glass, 1992). 

A thesis study was conducted in Texas of two sixth grade gifted and talented 

homogeneous classes. One class observed the year-round concept and the other class 
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observed the traditional school calendar. Both classes were taught Pre-algebra during the 

same school year of 199 1-1992. The data for this study was obtained from students 

competency tests at mid-year and at the end of the school year (Ritter, 1992). The results 

indicated the traditional calendar students scored higher than the year-round students at mid-

year; however, after mid-point, the traditional calendar school students’ scores dropped, and 

the year-round students scores remain higher throughout the remaining of the school year. 

The researchers concluded that even though the year-round students’ scores were higher at the 

end of the school year, there was not a significant difference between the scores of the gifted 

and talented students attending year-round education and the traditional calendar schools. 

(Ritter, 1992). 

Negative Results 

In 1982, Chatfield Elementary School of the Mesa County Valley School District 

converted from the traditional school calendar to the 45-15 year-round calendar (George & 

Glass, 1983). George and Glass (1983) conducted a study of the district by collecting SRA 

Achievement Test battery scores of all students at Chatfield Elementary School who were tested 

in the spring of 1982. These scores were before the conversion to the year-round schedule. 

Also, the test scores of the spring of 1983 were collected. This was one year after Chatfield 

Elementary School converted to the year-round calendar. As a control, the district-wide 

SRA test scores of 1982 and 1983 were collected, but the Chatfield pupils’ scores were 

removed before the district’s averages were calculated. The test results revealed the Chatfield 

Elementary year-round school had a 3% decrease in reading in comparison to the district’s test 

scores. 
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Palmer and Bemis (1999) conducted a study at the University of Minnesota 

concerning school calendars, because the district of Minnesota decided to encourage flexible 

school calendars to help meet the educational needs of students. They reviewed 40 relevant 

documents obtained from four electronic databases, focusing on schools that had reorganized 

their calendar without increasing the amount of time pupils spend in school. Palmer and Bemis 

(1999) counted the number of positive, neutral, and negative results reported from the studies. 

The researchers identified 75 comparisons of student achievement within the studies. Six of the 

75 comparisons indicated significant negative effects on students who had attended year-round 

schooling. 

Chula Vista Elementary School district compared the standardized test scores of the 

California Assessment Program (CAP) and Standards Achievement Test (SAT) of grades 

three and six. The comparisons were of 18 traditional calendar schools and 10 year-round schools 

from school years of 1984 through 1990. The results indicated the average test 

scores of the traditional calendar students were higher than the year-round students of school 

years 1984-1985 and 1989-1990 (Winters, 1995). 

Attitudes of Year-Round School 

Parents Attitudes 

Parents have comfort in knowing their children are satisfied with year-round 

school. Parents who home school their children remarked year-round school is noteworthy 

because the concept allows education to occur during the summer months. Also, parents 

confessed they like having the option of the different times of the year to take family vacations 

(Glass, 1992). One parent reported her children are more encouraged to attend school on the 

year-round calendar, because the children know the 
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Instructional sessions last for a brief period of time (Oberg & Shields, 2000). In addition, parents 

disclosed they would have to cope with children that were restless and bored if their school 

systems continued to observe the traditional school calendar; the year-round summers are much 

shorter which prevents boredom and restlessness from occurring (Glass, 1992). Parents are 

certain the shorter summers and frequent breaks/vacations aid in the students remaining 

focused and enthusiastic in reference to school (Oberg & Shields, 2000). 

Teachers Attitudes 

Teachers reported experiencing less burnout, less stress, improved morale, 

enhanced attendance, and increased communication due to frequent breaks of the year-round 

calendar (White, 1987). The teachers affirmed the condition of education is better due to the 

students receiving education throughout the twelve months. The teachers disclosed year-round 

school contributes to how they think and plan for instruction of education, which results in 

lessons that are taught with enthusiasm and creativity (White, 1987). 

Students Attitudes 

Students who observe the year-round schedule reported less fatigue and burnout from 

the everyday routine of attending school (Nygaard, 1974; Powers, 1974; Shields, 1996). 

Students reported they were more focused and had more of a positive attitude toward school 

(White, 1987). After returning to school from the breaks, students reported that they 

remembered more learned information from the previous sessions and they did not have to 

encounter as much review of material. (Appalachia, 1997). 
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Research Questions 

This research study will answer the following questions relating to year-round  school: 

1. Is there a significant difference in the reading achievement of students who attend 

year-round schooling in comparison to students who attend traditional calendar 

schools? 

2. Is there a significant difference in attendance of students who attend year-round 

schooling as compared to students who attend traditional calendar schools? 

3. Is there a significant difference in the attendance of teachers when comparing the 

year-round schools to traditional calendar schools? 

4. Is there a significant difference in student behavior/discipline between those who 

attend year-round schooling as compared to those who attend traditional calendar 

schools? 

 

 

 

 

 

 

 

 

 

 

METHODOLOGY 

This study is an ex post facto study. The purpose of this study was to determine if eighth 
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grade students who attend year-round schools achieved higher reading scores than students who 

attend traditional calendar schools. Additionally, this study provides information regarding 

the attitudes of teachers, students, and parents about year-round school, and whether there was a 

difference in student and teacher absentee rates. Finally, this study provides comparative 

information concerning student behavior/discipline referral rates of year-round schools 

verses traditional calendar schools. Research from this study provides information to school 

systems that may be considering changing from a traditional school calendar to year-round 

education. 

Selection of Participants 

A sample of convenience was used for this study. The participants consisted of 

students from two, rural Georgia, middle schools. The sample consisted of the eighth grade 

student population of 113 students from year-round school (School A), as well as the eighth 

grade student population of 109 students from traditional calendar school (School B). 

Participants also included the eighth grade teachers and parents of School A, and the eighth 

grade teachers of School B. 

School A (Year-Round School) 

The county of School A encompasses three public schools with a total student body of 

1,754 in grades PK-12. This county is located in the southwest corner of Georgia, which is 

primarily an agricultural community. The population of the county is 9,369 with 
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a characteristic makeup of 30% urban and 2 8.6% poverty identified as compared to 14.25% in 

Georgia (U. S. Census Bureau, 2000). 

According to the U. S. Census Bureau (2000), “the median income for a household in 

the county was $27,094, and the median income for a family was $33,221. The per capita 

income for the county was $14,635. Living below the poverty line was 23.20% of the 

population and 15.80% of families. The county spends an average of $4,881 per student 

each year. This was less than the state wide average of $5,285” (p. 1). 

School A has been on the year-round school concept since 1994. It is a combined 

facility of the middle and high schools, which consists of grades six through twelve. The 

student body of the middle school in grades 6, 7, and 8 is 405 students. The ethnicity of the 

student population are 52% African American, 46% Caucasian, 2% Hispanic, and less than 1% 

Asian (Georgia Department of Education, 2005). The percentage of students receiving free or 

reduced lunch is 66% (Georgia Department of Education, 2005). School A shares the 

following with the high school: administrators, library, lunchroom, guidance counselors, main 

office, gym, band room, and chorus room. The school faculty and staff consist of 1 principal, 

2 assistant principals, 3 secretaries, 2 guidance counselors, 1 guidance secretary, 1 media 

specialist, 6 sixth grade teachers, 5 seventh grade teachers, 5 eighth grade teachers, 2 

physical education teachers, 1 chorus director, 1 band director, 5 special education teachers, 

1 school nurse, 2 exploratory teachers, and 4 paraprofessionals. 

School B (Traditional Calendar School) 

The county of School B is a rural, agricultural community located in Georgia with a 

population of 6,383. According to the U. S. Census Bureau (2000), the per capita income 
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was $15,435. The county’s median household income was $27,335 and $31,866 for the 

family (U. S. Census Bureau, 2000). Living below the poverty level for the county was 

21.20% and 16.90% families (U. S. Census Bureau, 2000). 

School B is a rural, traditional calendar, middle school. The school is located in a 

predominately vintage structure that is shared with the high school; however, each school has 

its own administrative office space. The guidance office, media center, cafeteria, and 

gymnasium are shared by the middle and high schools. 

The total enrollment of the school is 312 students in grades 6, 7, and 8 (Georgia 

Department of Education, 2005). The ethnic makeup of the student population is 41% African 

American, 1% Hispanic and 58% Caucasian (Georgia Department of Education, 2005). Fifty-

seven percent of the students receive free or reduced-price lunch (Georgia Department of 

Education, 2005). The faculty and staff consist of 1 principal, 1 assistant principal, 2 secretaries, 

2 guidance counselors, 5 sixth grade teachers, 4 seventh grade teachers, 4 eighth grade 

teachers, 2 special education teachers, 1 media specialist, 4 exploratory teachers, 1 band 

instructor, 3 paraprofessionals, and 1 school nurse. Instrumentation 

The students’ scores in reading were obtained from the Iowa Test of Basic Skills 

(ITBS). This is a norm-referenced test published by Riverside Publishing Company. The test 

includes the following types of scores: standard scores, grade equivalent, national stanine, 

normal curve equivalent, national percentile rank, and percent correct. The total reading scores 

were used from the spring of 2005. 

Procedures 

Meetings were conducted with the superintendents and principals of the year-

round and traditional calendar schools to get permission to conduct the study.  The schools that 

were used in this research were selected due to the similarities in student populations and 

geographical locations. The distance between the schools is 14.4 miles. Due to the limited 
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population of each school, all eighth grade students from School A and School B comprised 

the sample of the study. The sample population also consisted of eighth grade teachers from 

both schools as well as the parents of the eighth grade students from School A. Standardized 

test information, behavior/discipline records, and attendance records were gathered from both 

schools. 
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Data Processing and Analysis 

The Iowa Test of Basic Skills (ITBS) total scores in reading were collected from both 

traditional and year-round school students in grade 8. The mean and standard deviation 

were computed of the total reading test scores from the spring of 2005. A t-test was conducted 

to determine if there was a significant difference in the total reading scores of students 

from the year-round school (School A) in comparison to traditional calendar school students 

(School B). 

The 2004-2005 attendance records of the eighth grade teachers and students of both 

schools were gathered from the two school systems’ computer database files. At both schools, 

students who missed three or more class periods out of a six period school day were considered 

absent for the entire school day. Descriptive data was analyzed and a t-test conducted to 

determine if there was a significant difference in the absentee rates of students and teachers 

who observed the year-round school calendar as compared to students and teachers who 

observed the traditional school calendar. 
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Research Question One 

Is there a significant difference in the reading achievement of students who attend year-

round school in comparison to students who attend traditional calendar schools? 

ITBS scores of 8th grade students from both schools were collected from the Spring 2005 

administration. Total reading scores were examined for both schools and a t-test was used 

to analyze potential differences. A comparison of the Iowa Test of Basic Skills (ITBS) total 

reading scores of year-round (School A) and traditional calendar (School B), revealed a mean of 

40.19 (n=1 13) for year-round School A and a mean of 52.17 (n=109) for traditional calendar 

School B. The standard deviation for School A was 26.2 and School B was 26.2. The t-value 

was -3.408. Using .05 as the level of significance, there was clear evidence that traditional 

calendar School B had a statistically higher total reading score than year-round School A (see 

table 1). 
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Table 1 

ITBS Reading Achievement of 8th Grade Students 

Schools n Mean SD t-value df 

School A 113 40.19 26.2 -3.408 220 

School B 109 52.17 26.2 

Research Question Two 

Is there a significant difference in attendance of students who attend year-round school as 

compared to students who attend traditional calendar schools? 

The attendance records of both year-round school A and traditional calendar School B 

were gathered from each school for the 2004-2005 school year. At both schools, a student 

is considered absent if the student misses three or more class periods out of a six period school 

day. The mean absentee rate for each school was determined for each quarter and a t-test 

was used to compare differences in the two schools’ attendance rates. School A had a mean 

absentee rate of 1.61 for the first quarter, 1.60 for the second quarter, 1.89 for the third 

quarter, and 1.52 for the fourth quarter. School A had a yearly mean attendance rate of 1.65. 

School B had a mean absentee rate of 1.60 for the first quarter, 1.02 for the second quarter, 

2.79 for the third quarter, and 1.51 for the fourth quarter. School B had a yearly mean of 1.73 

(see table 2). 
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Table 2 

Means of Students Absentee Rates 
 

Schools 1st Qtr. 2nd Qtr. 3rd Qtr. 4th Qtr. Yearly Means 
School A 

School B 
1.61 1.60 1.60 1.02 1.89 2.79 1.52 1.51 1.65 1.73 

 

A comparison of the students’ attendance who attend year-round School A and traditional 

calendar School B revealed a yearly mean of 1.65 of students’ absentee rate for School A and a 

yearly mean of 1.73 for School B. School A standard deviation is .16 and School B is .75. A t-test 

was conducted to compare the mean yearly absentee rates between schools. A t-value of -.195 was 

obtained. Using .05 level of significance, the t-value indicated there was not a statistically 

significant difference in the attendance rates of students who attend year-round School A as 

compared to the students who attend traditional calendar School B (see table 3). 

2008 HICE Proceedings 
Page 6147



A Research of Year-round School        27 

  

Table 3 

T-test of Students Absences 

Schoo
ls Mean SD t-value df 

Schoo
l A 1.65 .16 -1.95 6 

School B 1.73 .75 

Resea
rch Question Three 

Is there a significant difference in the attendance of teachers when comparing the year-round 

schools to traditional calendar schools? 

The teachers’ attendance data from the year-round School A and the traditional calendar 

School B were obtained from the two school systems’ computer database files. The absentee 

rates of School A and School B were compared by the mean numbers of absences of the 

teachers each quarter. A t-test was conducted to determine whether any differences that may have 

existed were at a level of statistical significance. School A had a mean teacher absence rate of 

2.53 for the first quarter, 1.81 for the second quarter, 4.73 for the third quarter, and 2.55 for the 

fourth quarter. School A had a mean teacher absence rate of 2.91 for the year. School B had a 

mean teacher absence rate of 3.69 for the first quarter, .65 for the second quarter, 5.0 for the third 

quarter, 2.13 for the fourth quarter. School B had a mean teacher absence rate of 2.87 for the year 

(see table 4). 
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Table 4 

Means of Teachers Absentee Rates 
 

Schools 1st Qtr. 2nd Qtr. 3rd Qtr. 4th Qtr. Yearly Means 
School A 

School B 
2.53 3.69 1.81 .65 4.73 5.0 

2.55 

2.13 
2.91 2.87 

 

The comparison of the teacher attendance between the two schools revealed a mean of 

2.91 absentee rate for the year for the teachers at School A and a mean of 2.87 absentee rate 

for the year for the teachers of School B. The standard deviation was 1.3 for School A and 1.9 

for School B. The t-value is -.03 7. Using .05 as the level of significance, the results indicated 

there was not a statistically significant difference in attendance of teachers when comparing year-

round School A and traditional calendar School B (see table 5). 
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Table 5 

T-test of Teachers Absences 

Schoo
ls Mean SD t-value df 

Schoo
l A 2.91 1.3 -.037 6 

School B 2.87 1.9 

Resea
rch Question Four 

Is there a significant difference in student behavior/discipline between those who attend 

year-round schooling as compared to those who attend traditional calendar schools? 

The behavior/discipline records were gathered and compared of the two schools of this 

study. The mean absentee rate for School A and School B were determined for each month of the 

school year and a t-test was used to compare differences in the two schools’ behavior/discipline rates. 

School A and School B had the lowest behavior/discipline 

referral rates in the month of July. School A highest referral rate was .57 in November and School 

B highest referral rate was .55 in October. For the complete data of the two schools’ 

behavior/discipline referral rates for each month refer to table 6. 
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Table 6 

Monthly Means of Students Behavior/Discipline Referral Rates 
 

Months School A School B 
July .08 0

August .52 .27

September .13 .54

October .42 .55

November .57 .18

December .25 .06

January .27 .27

February .55 .32

March .37 .34

April .27 .17

May .42 .09 
Note. The yearly mean for School A is .35. The yearly mean for School B is .25. 

Year-round School A and traditional calendar School B comparison of students’ 

behavior/discipline referrals rates revealed a yearly mean of .35 for School A and .25 for School B. 

The standard deviation for School A was .17 and for School B was .18. A t-test was conducted 

to compare the mean yearly behavior/discipline referral rates of School A and School B. A t-

value of 1.17 was obtained. Using .05 as the level of significance, the results indicated there 

was not a statistically significant difference between the behavior/discipline of those who attend 

year-round School A as compared to those who attend traditional calendar School B (see table 7). 
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Table 7 

T-test of Students Behavior/Discipline Referrals 

Schools Mean SD t-value df 

School A .35 .17 1.17 20 

School B .25 .18 
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Implications for Practice 
 

Based upon the literature regarding year-round school, it was anticipated that year-round 

school students’ academic performance would be higher than the traditional school students’ 

academic performance. However, these findings were not validated in this study. Conversely, 

the results of this study revealed the traditional calendar school students’ reading 

achievement was statistically higher than the year-round school students’ reading 

achievement. 

Implications for Research 

Continuous research is essential to the year-round school concept. Evaluations of the 

year-round concept must be conducted to determine annually if year-round school is 

achieving its proclaimed benefits and objectives. Constantly reviewing, renewing, and testing 

the year-round concept may discover additional benefits of year-round school. For future 

research, the researcher recommends longitudinal research studies of year-round school to 

traditional calendar schools that consist of several schools systems that have different 

geographical locations, student populations, and curriculums. This study also revealed a 

statistically difference in students’ reading achievement of the two schools. Future research 

should be conducted to determine if the results would be different between different year-

round school models. This study concentrated on the single-track model, but further 

research should also examine the multi-track models of year-round schooling. It is also 

recommended that future researched be conducted to examine achievement in subjects other 

than reading. Specifically, it is recommended that student achievement in math and science be 

examined to compare differences that may exist between students who attend year-round 

schools as compared to traditional calendar schools. 

Even though, the results of this study revealed no significant differences in students’ 
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attendance and behavior/discipline referrals of the year-round and traditional calendar schools, 

it is recommended that future research should be conducted to further examine each schools’ 

semesters attendance rate in addition to the annual rate to determine any potential 

differences and examine whether there are differences in the reasons for student absence. 

Additionally, it is recommended that future research should be conducted of the 

behavior/discipline data further by examining the offenses of the students’ behavior/discipline. 

Due to leadership at the state and local levels requiring school systems to change from one 

standardized test to another periodically, it is recommended that the school systems consider 

additional measures, such as other tests, grades, or portfolios, which can be used longitudinally 

over a three to five year-period to determine the long-range results of year-round schools in 

comparison to traditional calendar schools. 
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Conclusions 

Even though the popularity of year-round school has increased, there continues to be 

mixed results concerning the benefits of year-round school. The results of this study are 

somewhat consistent with other research in that there were no statistically significant differences 

in the students and teachers’ attendance rates or behavior/discipline referrals rates of students 

when comparing year-round and traditional calendar schools. However, this study did reveal a 

significantly higher reading achievement of students who attended the traditional calendar 

school in comparison to the year-round school.  
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Abstract 
 
One of the purposes of education is to enable students to learn the important subjects of the school 

curriculum to further their professional goals and to function effectively in work, society, and family 

life. Students who are the future of California and the nation must learn to use mathematics 

thoughtfully and skillfully. Their ability to do so depends substantially on the quality of teacher 

preparation in mathematics and mathematical teaching. 

 

The quality of education in California depends on the assurance that teaching credentials are 

awarded to individuals who have learned the most important knowledge, skills, and abilities needed 

to succeed in California public school teaching positions. To achieve this goal, the California 

Commission on Teacher Credentialing (CCTC) has approved the content area examination for 

Single Subject Areas. Successful passing the examination is one of the statutory requirements for 

the California Single Subject Teaching Credential. 
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The California Board of Education made the decision to comply with the Federal Regulations of No 

Child Left Behind (NCLB) for teachers certification in Title I Schools. New teachers teaching a 

Math supplement under Multiple Subject Credentials need to take 32 units in Math to teach K-9 or 

take the CSET exam. California Commission on Teachers Credentialing (CCTC) divided the Math 

credential into two levels.  

 

The Single Subject Teaching Credential in Foundational-level Mathematics allows the holder to 

teach Mathematics in grades twelve and below, including preschool, and in classes organized for 

adult learners. The content of the corresponding Mathematics courses includes the following four 

domains: algebra, geometry, number theory, probability and statistics.  

 

Calculus and history of mathematics are not required subjects for the Foundational-level credential.  

This credential does not authorize the teaching of Advanced Placement (AP) courses and other  

Mathematics courses different from courses in the four domains listed above. 

 

According to the Mathematics Subject Matter Requirements, to pass the examination, an individual 

must demonstrate  the “subject matter competence” in each of the first two subsets of the CSET: 

Mathematics: Subtest I: Algebra; Number Theory and Subset II: Geometry; Probability and 

Statistics. 

 

There are two alternatives (established by the Ryan Act) for prospective teachers to satisfy the 

subject matter requirements: 

• complete an approved subject matter program, or 

• achieve a passing score on an adopted examination. 
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Completion of a Commission-approved program of course work in mathematics, as an alternative 

way to meet the subject matter requirements, takes in average 3 to 4 years of training at a 

Department of Mathematics in an accredited College or University. This option is designed to 

provide the opportunity to be exempt from the CSET testing only for 50% - 60% of all prospective 

teachers. The remaining 40% - 50% of prospective Mathematics teachers dare to challenge the 

CSET examination in Mathematics. 

 

The examinations of the CSET are criterion referenced and based on CCTC-approved subject matter 

requirements (also called content specifications). A criterion-referenced test is designed to measure 

a candidate’s knowledge and skills in relation to an established standard. 

 

The tests are designed to measure domains of subject-matter content knowledge. Within each 

domain, a set of subject matter requirements, which are statements of important knowledge and 

skills, defines the content of the test. All subject matter requirements are developed for the CSET 

program by committees of California educators and approved by the CCTC. 

 

Test questions matched to the subject matter requirements were developed using, in part, textbooks, 

California curriculum syllabi, teacher education curricula, and teacher credentialing standards. The 

questions were developed in consultation with and approved by committees of educators, teacher 

educators, and other content and assessment specialists in California. 

 

Usually, CSET takers are: 

1. Current California high school teachers 

2. Future teachers 
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3. Teachers who move to California 

4. Teachers who want to change their subject and want to teach  math 

5. People who change their occupations from other industries like engineers, high tech specialists 

6. Educators from other countries. 

 

In the presentation, examples of typical CSET math problems will be given. Based on personal 

experience, analysis of results and the most common mistakes of CSET examinees will be 

discussed. 
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Introduction 

 

The 2007 National Assessment of Educational Progress (NAEP) evaluated students’ understanding 

of mathematics concepts and their ability to apply mathematics to everyday situations. Students 

demonstrated their knowledge of these critical skills by responding to questions about number 

properties and operations, measurement, geometry, data analysis and probability, and algebra. 

A nationally representative sample of more than 350,000 students at grades 4 and 8 participated in 

the 2007 mathematics assessment. Comparing these results to results from previous years shows the 

progress fourth- and eighth-graders are making both in the nation and in individual states. 

The average score for fourth-graders increased 27 points over the past 17 years, and the score for 

eighth-graders increased 19 points. Students at all levels of performance made gains, resulting in 

higher percentages of students at or above the Basic and Proficient achievement levels. 

Fifteen states and jurisdictions make gains in mathematics at both grades 
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Compared with 2005, 

  

14 states (Delaware, Hawaii, Indiana, Kentucky, Massachusetts, Missouri, New 

Hampshire, New Jersey, New Mexico, North Dakota, Oklahoma, Pennsylvania, Vermont, 

and Virginia ) and the District of Columbia improved at both grades 

  

8 states (Alabama, Florida, Illinois, Iowa, Montana, New York, West Virginia, and 

Wisconsin ) improved at grade 4 only, 

  

11 states (Alaska, Colorado, Idaho, Kansas, Louisiana, Maine, Maryland, Rhode Island, 

Tennessee, Texas, and Wyoming ) improved at grade 8 only, 

  

17 states and the Department of Defense schools showed no significant change at either 

grade. 

  No states showed score decreases. 

 

(Lee, J., Grigg, W., and Dion, G. (2007). The Nation’s Report Card: Mathematics 2007 (NCES 

2007-494). National Center for Education Statistics, Institute of Education Sciences, U.S. 

Department of Education, Washington, D.C.) 

 

Unfortunately, California, one of the richest states, did not show any progress in Math education.  

 

Despite the fact that the survey shows good progress in the nation and in some states, it is related 

only to forth- and eighth grades, and the progress of the eight grades is slower than for forth grade. 
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The survey does not show any results for twelfth grade, and I think it might be related to the fact 

that the high school students have the most of the troubles. 

 

"We must encourage students to take more advanced math and science classes. Employers today 

need workers with "pocket protector" skills—creative problem-solvers with strong math and science 

backgrounds," said Secretary Spellings. "With high standards and rigor, we can prepare a rising 

generation of innovators and entrepreneurs to lead us in the 21st century." 

 

We must all work together to give students the math and science skills they need to compete and 

thrive in the global economy," Secretary Spellings said. 

 

What are the recent trends in advanced mathematics and science course taking among U.S. high 

school students?  

 

In 1982, some 35 percent of high school graduates had completed advanced science coursework 

(i.e., at least one course classified as more challenging than general biology); this percentage 

increased to 68 percent by 2004. Most of this increase is attributable to increases in completion of 

chemistry I and/or physics I. The percentage of graduates who had completed at least one course of 

either chemistry II, physics II, and/or advanced biology fluctuated from year to year and ultimately 

increased just 3 percentage points, from 15 to 18 percent between 1982 and 2004.  

The percentage of high school graduates who had completed courses in advanced mathematics (i.e., 

completed at least one course classified as more challenging than algebra II) increased from 26 
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percent in 1982 to 50 percent in 2004. Moreover, the percentage of graduates who had completed a 

calculus-level course more than doubled over this period (from 6 to 14 percent).  

In 1998, 2000, and 2004, private school graduates were more likely than public school graduates to 

have completed advanced courses in science and mathematics. For example, in 2004, a greater 

percentage of private school graduates than public school graduates completed at least one advanced 

course in science (85 vs. 67 percent) and a calculus-level course (25 vs. 13 percent).(U.S. 

Department of Education, National Center for Education Statistics. (2007). The Condition of 

Education 2007 (NCES 2007-064), Special Analysis) 

What are the most popular majors for college students?  

In recent years, the numbers of bachelor’s degrees conferred have followed patterns that differed 

significantly by field of study. While the number of degrees increased 24 percent overall between 

1994–95 and 2004–05, in some fields such as physical sciences and science technologies and health 

professions and related clinical sciences, the 2004–05 figures were lower than the 1994–95 figures. 

However, there is some evidence that these trends have shifted. The number of bachelor’s degrees 

conferred in the combined fields of engineering and engineering technologies declined 7 percent 

between 1994–95 and 1999–2000, but then rose 9 percent between 1999–2000 and 2004–05. The 

number of engineering and engineering technologies degrees conferred in 2004–05 was about 1 

percent higher than the number conferred in 1994–95. The number of mathematics degrees declined 

by 15 percent between 1994–95 and 1999–2000, but then rose 26 percent between 1999–2000 and 

2004–05. In addition, some technical fields experienced sustained increases in degrees conferred 

from 1994–95 through 2004–05. After an increase of 53 percent between 1994–95 and 1999–2000, 

the number of degrees in computer and information sciences grew 43 percent between 1999–2000 
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and 2004–05. (U.S. Department of Education, National Center for Education Statistics. (2007). 

Digest of Education Statistics, 2006 (NCES 2007-017), Chapter 3)  

How does achievement of American students compare to students in other countries?  

The Program for International Student Assessment (PISA) is a system of international assessments 

that measures 15-year-olds’ capabilities in reading, mathematics, and science every 3 years. PISA 

was first implemented in 2000 and is carried out by the Organization for Economic Cooperation and 

Development (OECD), an intergovernmental organization of industrialized countries.  

The U.S. average science literacy score was below the OECD average score in 2003. There was no 

measurable change in the U.S. science literacy score from 2000 to 2003.  

 

In 2003, U.S. performance in mathematics literacy and problem solving was lower than the average 

performance for most OECD countries. The United States also performed below the OECD average 

on each mathematics literacy subscale representing a specific content area (space and shape, change 

and relationships, quantity, and uncertainty). There were no measurable changes in the U.S. scores 

from 2000 to 2003 on the space and shape subscale or the change and relationships subscale, the 

only content areas for which trend data from 2000 to 2003 are available. In both 2000 and 2003, 

about two-thirds of the other participating OECD countries outperformed the United States in these 

content areas. (U.S. Department of Education, National Center for Education Statistics. (2004) 

International Outcomes of Learning in Mathematics Literacy and Problem Solving: PISA 2003 

Results From the U.S. Perspective. (NCES 2005-003).  

 

Based on all the data above the following conclusions can be made: 

1. Math performance in general among high school student is still low 
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2. The nation needs more high quality experts in math and sciences 

3. Among majors for college students, math is still one of the most unfavorable 

4. The country experiences shortage of high school math teachers because of low interest in 

math in general 

5. Shortage of high school math teachers creates low performance of high school students in 

math and science. 

THE MAIN CONCLUSION: 

TO SOLVE THE PROBLEM WITH MATH AND SCIENCE EDUCATION WE NEED TO 

PREPARE GOOD MATH TEACHERS. 

 

CSET Single Subject Math Prep classes at National University is one of the initiatives to assist 

future math teachers in gaining conceptual knowledge and problem solving skills which they need to 

pass the test and, more essential, become good math teachers. 

 

 

Structure of CSET Single Subject Math exam 

 

CSET: Mathematics consists of three separate subtests, each composed of both multiple-choice and 

constructed-response questions. Each subtest is scored separately. 

The structure of the examination is shown in the table below. 

 

CSET: Mathematics 
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Subtest Domain Number of Multiple-

Choice Questions 

Number of 

Constructed- 

Response Questions 

I Algebra 

Number Theory 

24 

6 

3 

1 

 Subtest Total 30 4 

II Geometry 

Probability and Statistics 

22 

8 

3 

1 

 Subtest Total 30 4 

III Calculus 

History of Mathematics 

26 

4 

3 

1 

 Subtest Total 30 4 

 

 

Candidates verifying subject matter competence by examination for a credential in Foundational-

Level Mathematics are required to take and pass Subtests I and II only. 

 

CSET Single Subject Math Prep class practice 

 

Students who come to CSET Single Subject Math Prep class have practically the same problems 

which high school students have. Even with some math education of a higher level they still have 

troubles with passing the test.  

 

I’ve got students who tried CSET Single Subject Math 6-7 times. Their main concerns are: 
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1. They don’t understand questions 

2. They hate constructive response questions 

3. They don’t know how present proofs with reasoning 

4. They don’t think they need to know all the things asked in the test 

 

They say very often that they don’t need the level of math which CSET require. They say: “We’ve 

never seen any kind of problems of that level at high school”. I usually reply: “You are suppose to 

know math better that your very best student at your class”.  

 

The students in prep classes complain that math requires memorizing too much. – No, you just need 

to understand a concept and apply it. You cannot go far if you try to memorize everything, it’s 

impossible. 

 

Let me show a few typical problems from CSET sample and main difficulties with them. By the 

way, when I asked students to do some problems from CSET sample they don’t like that at first 

because all the problems have solutions, and they don’t want to waste time on them (they think so). 

Then, I asked them to solve the same problems without looking at the answers, and, if it is really 

easy we will skip them and go to other problems. 

 

The thing is that in 90-95% cases, the students cannot do the problems on their own even if they 

looked at the answers before. The reason for that is that they don’t understand concepts, and cannot 

understand the answers even when they see them. 

Example 1.  

If f(x) = 22 8 16x x− + + , then which of the following is the 
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absolute value of the difference between the zeros of f(x)? 

A. 4 

B. 4i 

C. 4 3  

D. 4 6  

 

Many students don’t understand the question. They always say they are frustrated with the way how 

CSET asks questions. Then, I ask them: “Do you know how to solve a quadratic equation?” They 

say “Yes”. OK, now: 

2 0ax bx c+ + =  is a general form of quadratic equation. At the same time, we can write that 

2 ( )ax bx c f x+ + = , and if ( ) 0f x =  it means that we can find zeros of the function ( )f x , and it is 

the same as to solve the quadratic equation 2( ) 0f x ax bx c= + + =  Easy! 

 

Example 2. 

If 
5 6( )

2

xef x +
=  , and g(f(x)) = x, then which of the following is equivalent to g(x)? 

 

A. ln(2 6)
5
x −  

B. 2 6
5

x −  

C. 5

ln(2 6)x
e

−  

D. 2 6ln
5

x −  
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The most of the time, students think that to find an inverse function just means to switch variables. 

They don’t understand that it is not enough, and they should also show that for two functions 

( )f x and ( )g x  to be inverses of each other they need to satisfy the following conditions:  

( ( ))f g x x=  and ( ( ))g f x x= . In that particular problem, they don’t say that ( )g x  is an inverse 

of ( )f x , they just say ( ( ))g f x x= , and if students don’t understand the whole concept of inverse 

functions they don’t understand the question because there is nothing about switching variables. 

 

Example 3. 

Given any two vectors ar and b
r

 such that 1a b= =
rr , 

which of the following statements about the inner product, a b
rrg , must be true? 

A. a b
rrg  = 1 

B. –1 ≤ = a b
rrg  ≤ 1 

C. 1 ≤ a b
rrg  ≤ 2 

D. 1 ≤ a b
rrg ≤ 2 

 

The main problem is that students don’t feel comfortable with Trigonometry. So even simple 

question about Cosϑ behavior makes them confused. Besides, they don’t understand how to apply 

two different definitions of the dot product: 

1. u v u v Cosϑ=
r rg g g  

2. 1 1 2 2u v u v u v= +
r rg  

For that reason, if they need to find an angle between two vectors they are lost.  

 

Example 4. 
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A cubic function of the form f(x) = 3x c+ , where c is a real number, has one zero at 

x = 1 + i 3. 

• Find the cubic function; and 

• sketch the graph of the function and label any intercepts. 

 

Many students don’t know about conjugate roots: if one root is a complex number than, its 

conjugate must be the second root. Some of them don’t know that cubic function always has three 

roots (main theorem of Algebra).  

 

Example 5.  

Use the principle of mathematical induction to prove the following statement: 

1 1 1...
1 2 2 3 ( 1) 1

n
n n n

+ + + =
⋅ ⋅ + +

 

 

Very often, students think that mathematical induction means just plug ( 1)n + instead of n  to the 

final expression. They miss the point that the proof starts when you add ( 1)n + -st term, and then 

show that it must be the same as you just plug ( 1)n + to the final formula. 

 

Every time when students come to the Prep class they ask: “Will we cover Fields and Rings? And 

Vectors?” Those topics of Abstract Algebra are the most challenging and confusing for them. 

 

Example 6. 
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Which of the following statements refutes the claim that 

GLR(3), the set of 3 × 3 invertible matrices over the real 

numbers, is a field? 

A. There exist elements A and B of GLR(3) such that AB ≠ BA. 

B. There exist elements A and B of GLR(3) such that det(AB) = det(A)det(B). 

C. If A is an element of GLR(3), then there exists a matrix 1A− 1 such that 1A A I− = . 

D. If A is an element of GLR(3), then there exists a matrix A such that det(A) ≠ 1. 

 

This is a multiple choice question, but I usually ask them to solve it as a constructed response, and 

explain why other answers are wrong.  

 

Again, the way how the question is asked is unusual. They say: “Which statement refutes…” 

Students cannot distinguish which properties are not related to the definition of a field at all like  

det(AB) = det(A)det(B) or det(A) ≠ 1. Also, they try to prove that the set of 3x3 invertible matricies 

is a field, and don’t see that to disprove a statement you need just to find one contradiction, but they 

check all the properties.  

 

Another very common difficulty is a proof with reasoning, especially in geometry. The most of the 

time, they mix up definitions and properties. For example, say they that “parallel sides of a 

parallelogram are congruent by definition(!) of a parallelogram. 

 

Example 7. 

Use the statement below to answer the question that follows. 

If a transversal intersects two parallel lines, then the alternate interior angles are congruent. 
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If the above statement is false, which of the following is also false? 

 

A. If two angles are supplements of congruent angles (or the same angle), then the two angles are      

congruent. 

B. Vertical angles are congruent. 

C. The base angles of an isosceles triangle are congruent. 

D. The angle sum of every triangle is 180°. 

 

It was surprising how many students don’t know how to prove that the angle sum in a triangle is 

180˚. They are future high school teachers! Also, they don’t see any connection between that Euclid 

postulate and the fact that the sum of the angles in a triangle is 180˚. 

 

Reasoning is the hardest part of Subtest 2 “Geometry; Probability and Statistics”. Also, word 

problems seem to be difficult. 

 

Example 8. 

Prove: If two circles are tangent externally, their common internal tangent bisects a common 

external tangent. 

 

The most challenging thing is to make a picture based on words. They are confused about “external” 

and “internal” tangents, they try to assume that both circles have equal radii, and if the radii are 

different that it cannot be true.  

 

Example 9. 
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Find the shaded area of the figure above, Each hevy dot represents the center of an arc or a circle. 

 

In problems like this one, it is very hard for students to see all possible figures they need to solve the 

problem. They don’t see that the lower arc is ¼ of the circumference, and the area of the triangle is 

just ½ of the product of the radii. 

 

Example 10.   

Five red marbles, two white marbles, and three blue marbles are arranged in a row. If all the marbles 

of the same color are not distinguishable from each other, how many different arrangements are 

possible?  

 

General solution is: 
1 2

!
! !... !k

n
n n n

 where 1 2 ... kn n n n+ + + =  
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Factorials are always confusing, but multiplying factorials is even worse. Combinations in general 

are a big trouble, especially when they go to probability. 

 

Recommendations: 

80-85% of the students who come to my CSET Single Subject Math Prep class pass CSET after the 

class. When they come to the class CSET looks like a puzzle for them with no connection between 

the pieces. Then, they say they can finally see the whole picture, and they gain much better 

understanding of mathematical concepts and reasoning. 

 

A few recommendations based on CSET Prep class experiences: 

1. They need to see the whole picture instead of unrelated fragments 

2. They need to understand mathematical concepts 

3. They need to know definitions very well 

4. They need to see the difference between definitions and properties, i.e. things that can be 

proved, and understand which reasoning to put for proof 

5. They need to know basic postulates and proofs of main theorems, and not memorize 

everything 

6. Understanding of concepts and reasoning is the key to be successful in CSET exams and 

teaching. 

 

Sometimes students who come to the CSET prep class don’t have enough background to capture 

things from that short class. National university offers very high quality Math major program which 

gives students a waiver for CSET Single Subject Math exams. 
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It includes: 

MTH 311 Topics from Geometry 

MTH 317 Mathematical Modeling 

MTH 325 Discrete Structures and Logic Design 

MTH 435 Linear Algebra 

MTH 433 Differential Equations 

MTH 411 Number Theory 

MTH 416 Algebraic Structures 

MTH 417 Foundation of Geometry 

MTH 418 Statistical Analysis 

MTH 432 Advanced Calculus 

MTH 412 History of Mathematics 

MTH 438 Applied Mathematical Modeling (core capstone course) 

 

The program covers all SMR (Subject Matter Requirements) for CSET Single Subject Math exam.  

Besides, the program gives very solid knowledge of mathematical principles and applications. 

Graduates come to a classroom completely equipped and eager to teach. That means that their 

students will be knowledgeable and successful, and  

nobody will say: “I hate math!” 
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Resources: 

 

1. http://www.cset.nesinc.com 

2. http://www.ctc.ca.gov/credentials 

3. http://www.cde.ca.gov/be/st/ss/mthgrades8-12.asp 

4. Lee, J., Grigg, W., and Dion, G. (2007). The Nation’s Report Card: Mathematics 2007 

(NCES 2007-494). National Center for Education Statistics, Institute of Education Sciences, 

U.S. Department of Education, Washington, D.C. 

5. U.S. Department of Education, National Center for Education Statistics. (2007). The 

Condition of Education 2007 (NCES 2007-064), Special Analysis 

6. U.S. Department of Education, National Center for Education Statistics. (2004) International 

Outcomes of Learning in Mathematics Literacy and Problem Solving: PISA 2003 Results 

From the U.S. Perspective. (NCES 2005-003). 
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Title 
 
Appropriate Integration of Computer Technology in Teaching and Learning  
 
Abstract 

Faculty use computers at home, collaborate with colleagues on emails, prepare instruction using 
computer-related applications, calculate grades using computers and use the Internet to research 
topics for courses and papers. However, despite this, a large portion of faculty members report 
less preparation in integrating technology in instruction. This paper provides suggestions for 
integration of technology in teacher education to support teaching and learning. 
 
Introduction 
 
Political and institutional support has enabled many campuses to spend millions of dollars to 
acquire educational computing tools (Ficklen & Muscara, 2001) which have not been effectively 
integrated into the curriculum. Institutions that spend more money in technology resources argue 
that technological expansion lowers costs associated with maintaining physical facilities of an 
institution (Debard & Guidera, 2000). This practice, however, does not necessarily enhance 
effective technology integration, but it continues to put more pressure on faculty who are 
reportedly not integrating technology into their courses 
 
Many campuses, for the most part, provide rich technological resources that faculty can utilize to 
teach with technology. However, faculty members have to experience this technology for 
themselves before they can effectively integrate it in their classroom instruction.  In order to 
support students to learn with technology, faculty must, first of all, be equipped with the 
knowledge and dispositions to support teaching with computer technology. Faculty need to gain 
some technology skills but they will be most successful using technology as a learning tool for 
their students when they do not act as experts but as guides (Jonassen, Peck, & Wilson, 1999).  
 
Computers are tools through which instruction is delivered. Zisow (2000) argues that technology 
is merely a tool – the greatest factor affecting whether a teacher does or does not use technology 
in the classroom, is teaching style; to use or not use technology depends on a teacher’s 
motivation and desire to use new tools. According to the International Society for Technology in 
Education (2000): 

Today’s classroom teachers must be prepared to provide technology-supported learning 
opportunities for their students…being prepared to use technology and knowing how that 
technology can support student learning must be integral skills in every teacher’s 
professional repertoire. (p. 2) 
 

Faculty and Computer Technology 
 
A study by O' Dwyer, Russell, and Bebell (2004) explored human factors enhancing technology 
use that include unique individual faculty characteristics such as constructivist beliefs, higher 
confidence using technology, and positive beliefs about the efficacy of technology. There is 
evidence to show that computers can help students improve their performance on standardized 
tests (Ringstaff & Kelley, 2002), and that “student-centered approaches are better suited to fully 
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realizing the potential of computer-based technology” (p. 2). Further, when faculty use computer 
technology as one of the many tools in the instructional repertoire and only when appropriate for 
completing tasks, students are less likely to become bored.  
 
If faculty members are comfortable with technology, able to apply it appropriately, and 
conversant with new technological tools, resources, and approaches, they should find that they 
are empowered to advance their own professional skills through these tools as well. However, 
they need to go beyond technical competence; effective teachers should strive to provide 
intellectually powerful and technology rich environments for students without undermining 
sound pedagogical practices (Anderson & Becker, 2001). They also need to be creative and 
provide environments for their students to experiment with the new tools if the use of technology 
is to have a positive impact on student learning (Mehlinger & Powers, 2002).  
 
Bush (2003) argues that important overriding uses of these technologies should be considered 
when considering infusing technology into the classroom: (a) increasing students’ knowledge of 
the subject concepts and pedagogy; (b) creating opportunities for professional and pedagogical 
practice; and, (c) developing critical strategies to support students in their professional practice 
and in the use of technologies. Wetzel (2001) recommends that faculty design courses that 
require their teacher candidates to use technology themselves in order to prepare them to 
incorporate technology into the lessons that they will teach their own students.  
 
Grabe and Grabe (2008) suggest the active use of text, graphics, sound, or animation in the 
classroom to help students acquire and synthesize information – an activity that facilitates 
meaningful learning. Students need to learn how to learn by engaging in meaning-making 
activities that provide meanings to situations, experiences, events or actions that relate to their 
everyday experiences. Pierson and McNeil (2000) recommend the “purposeful creation of 
collaborative, authentic, and content-focused learning environments where future teachers are 
empowered to develop content, pedagogy, and technology strategies concurrently, as a critical 
factor in the design of preservice teacher education programs” (p. 9).  
 
Pflaum (2004) offers four suggestions on the use of technology in learning: a) Focus computer 
use on students who will benefit most; don’t dilute the value of computers by insisting that all 
students have equal access to them; b) Use computers to align standards, curriculum, and tests; c) 
Use computers for assessment as much as possible; d) Teach students to use productivity tools 
and the Internet, but wait until students are ready, and coordinate what is taught within and 
across grade levels. Specifically, to achieve the benefits of technology in education requires 
appropriate use of technology tools and sense-making that only a skilled faculty can provide.  
 
Conclusion 
 
Integration of technology into teaching and learning depends a great deal on key factors, such as 
the contexts in which faculty interact, their beliefs, and their attitudes toward teaching and 
learning (Cuban, 2001). While factors such as computer hardware and software, faculty training, 
and technical support are key to integrating technology into instruction, it is usually the factors 
that are personal and deeply ingrained, such as faculty’ beliefs about the instruction process 
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(Ertmer, 1999) and the value of computing in education (Kent & McNergney, 1999) that play a 
big role in the way faculty generally integrate technology tools into instruction.  
 
To effectively integrate technology into instruction requires constant effort to facilitate student-
centered learning environments that support and improve the depth and scope of student learning 
(Cuban 2001; Ertmer, 1999). If we want computer technology integrated across the curriculum, 
key stakeholders such as campus administrators must redefine the way they view technology, 
and strive to make a significant investment in faculty development.  
 
Campus administrators should also create a strong vision grounded on technology integration 
and offer relevant professional development programs that support faculty experimenting with 
new educational technologies. Rather than viewing technology as merely a tool for delivery, it 
should be seen as a means to improve learning. In addition, technology integration is likely to 
occur in learning environments that are supported by active, constructive, collaborative, 
intentional, conversational, contextualized, and reflective learning (Jonassen, 2000). 
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ABSTRACT 

This paper presents the overall evaluation of the 
Quantitative Evaluation Framework (QEF) approach 
which has been applied in an operational teaching 
environment for the last six years. During this period we 
have evaluated the difference between educational 
software systems that were developed using the Techno-
Didactical Extension for Instruction/Learning Based on 
Computer (X-TEC) model and educational software 
systems using other models. The X-TEC model is used in 
the development of educational software in order to 
strengthen the potential quality of e-Learning systems. We 
selected the QEF approach for this evaluation to highlight 
the strengths and limitations of the X-TEC model. We 
adapted the approach in a way where the essential criteria 
are assessed in a pre-evaluation phase which will cover the 
general usage requirements. 
In this research project we conduct experiments with 
groups of students and teachers in Multimedia Information 
Systems classes of Oporto Polytechnic, to examine the 
influence of training in an instructional system design 
approach on their attitude to re-use this approach and on 
their performances in design, using this approach.  
 
 

1. INTRODUCTION 

Recently new forms of teaching have appeared that require 
new skills from teachers in order to make effective use of 
the technologies that support them. Some models of e-
learning have been proposed for a variety of different 

purposes (Harland 1996; Finch 1986), for example: to 
support course development frequently with no reference 
to business models (Laurillard 2002); to support the design 
process: decision making control, implementation, funding 
etc. (Timmers 2000); to support the design of teaching and 
learning process. (Darby 2001). 
In most cases these models are focused on understanding 
thus enhancing just some part of the e-learning life-cycle. 
They are not designed to support overall evaluation. The 
X-TEC (Techno-didactical Extension for Instruction 
Based on Computer) model proposed by Paula 
Escudeiro (Escudeiro Paula & Bidarra José 2006) is 
specially designed to support the evaluation, within the 
entire e-learning life-cycle.  
Effective evaluation needs led us to include a quality 
framework in the X_TEC model which allows tracking 
quantitatively the quality of the educational system under 
development at any stage of the development life cycle.  
Ultimately the function of evaluation is to support the 
enhancement of quality and help managing risks. 
There are many reasons to assess systems which are 
reflected in different types of evaluation schemes (Oliver 
2000): Formative evaluation: provides information that 
allows revisions and improvements to be made; 
Summative (experimental) evaluation: is concerned with 
judgment of courses´ outcomes against a standard rather 
than improvement; Illuminative evaluation: is an 
alternative form of summative evaluation and is concerned 
with identifying and exploring the factors in the success of 
a course that are important to participants; Integrative 
evaluation: joins together elements from summative and 
illuminative evaluation; evaluation for quality assurance 

2008 HICE Proceedings 
Page 6190



 

(additive evaluation): this can be used both for ensuring 
conformance and for identifying good practice. 
In order to maximize the effectiveness of the evaluation in 
enhancing the quality of the e-learning systems we focus 
the development of the educational software on a 
particular purpose of evaluation which is evaluation for 
action (Harland 1996; Finch 1986). This type of 
evaluation reflects an ´engineering´ approach to 
evaluation. Its purpose is to provide information that is 
needed to take particular decisions (Patton 1997).  
The QEF (Quantitative Evaluation Framework) 
framework evaluates the educational software quality, 
developed with X-TEC  based on the standard of reference 
ISO 9126 (Scalet et al, 2000). ISO 9126 is an international 
standard for the evaluation of software. The objective of 
this standard is to provide a framework for the evaluation 
of software quality. This standard does not provide 
requirements for software, but it defines a quality model 
which is applicable to every kind of software. 
In this work we apply QEF to X-TEC model to evaluate 
the systems developed with X-TEC model. 
 
 

2. QEF APPROACH 

This section presents the application of the QEF approach 
to assess X-TEC model which has been applied in an 
operating teaching environment for the last 6 years. 
We have developed the QEF approach to highlight the 
strengths and limitations of the X-TEC model. A set of 
requirements were chosen and validated by the teacher in 
order to evaluate the educational software developed by 
the students in a particular class on Multimedia 
Information Systems, in the Polytechnic Institute of 
Oporto, table 1, 2 and 3, represents the Educational 
Software Requirements established by Multimedia 
Information’s Systems 
 . 

 
Dimension 

 

 
Factor 

 
Requirement 
examples 

Functionality Easy of use 
 

R1: Does the student 
use the educational 
software without 
having to read the 
manuals exhaustively? 

  R2: An on-line system 
exists to help the user 
overcome the 
difficulties? 

 Content’s 
quality 

R8: Is the information 
well structured and 
does it adequately 
distinguish the 
objectives, context, 
results, multimedia 
resources... 

  
  R9: Is the content 

validated? Has it no 
orthographic errors? 

  R10: Has the alert 
message been checked? 
Are there no pervasive 
or negative messages 
and no racial or religion 
discrimination? 

  R11: Is the content 
related with situations 
and problems of 
student’s interest? 

  R12: Are examples, 
simulations and 
graphs part of the 
system? 

 
Table 1. Educational software requirements for 

functionality dimension 
 
 

 
Dimension 

 

 
Factor 

 
Requirement 
examples 

Adaptability Versatility R3: The educational 
software is easily 
integrated with other 
educational 
environments? 

  R4: Does it allow for 
configuration? (level, 
number of users on 
line, language…)   

  R5: Does it includes an 
evaluation system, 
during the development 
process? 

  R18: Does it allow for 
new techniques and 
better learning? 

 Pedagogical 
aspects 

R19: Does it allow for 
activities that keep the 
curiosity and the 
interest of the students 
in the content, without 
provoking anxiety? 

 Didactical 
resources 

R20: Does it provide 
different activity types, 
concerning the 
knowledge acquisition, 
that allow for different 
forms of using the 
system? 

  R21: Does it provide 
help for students as 
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tutoring actions, 
guiding activities and 
reinforcements? 

 Stimulates 
the initiative 
and self 
learning   

R22: Does it allow for 
students’ decisions 
concerning the tasks to 
carry through, the 
choice of study module 
and the study of subject 
matter? 

 Cognitive 
effort of the 
activities 

R23: Does it allow for 
easy memorization, 
interpretation, 
syntheses and 
experimentation? 

 
Table 2. Educational software requirements for 

adaptability dimension 
 

 
Dimension 

 

 
Factor 

 
Requirement 
examples 

Efficiency Audiovisual 
quality 

R6. Is there no excess 
of information? 

 Technical 
and static 
elements 

R7: Has it a rigorous 
scenario design which 
includes title, menus, 
video, sound, photos, 
metaphor, color rules? 

 Navigation 
and 
interaction 

R13: Does the 
educational software 
have a good program 
structure that allows 
easy access to content 
and activities? 

  R14-: Is the speed of 
communication 
between the program 
and the user 
(animation, 
presentation of 
contents, reading of 
data...) adequate? 

  R15: Is the program 
execution efficient and 
with no operational 
errors? 

  R16: Is the navigation 
system transparent, 
allowing the user to 
control actions? 

 Originality 
and use of 
advanced 
technology 

Has the system been 
developed with 
originality? 

 

Table 3. Educational software requirements for efficiency 
dimension 

The QEF framework is not restricted to measure the final 
quality instead it allows for the evaluation of systems 
quality at any moment during is lifecycle. 
The fulfillment of these factors was measured at two 
distinct settings: on one of them X-TEC was not used by 
students. On the other students developed their projects 
with X-TEC. 
The requirements were grouped in factors according to 
theirs characteristics, table 4. 
 
 

 
 

 

 

 

 

 

 

 

 

 
 

 
 

Table 4. Educational Software Factors 
 
The dimensions were previously established: 
Functionality; Adaptability and Efficiency. 
For each dimension we have a group of factors and for 
each factor we have a group of requirements identified by 
the teacher to evaluate the educational software developed 
by their students, as seen in fig 1.   

 

 

 

 

 

 

 

 

 
 
 

Id Factors 
F1 Easy of use 
F2 Versatility  
F3 Audiovisual quality 
F4 Technical elements  
F5 Content quality 
F6 Navigation and interaction 
F7 Novelty and use of advanced 

technology  
F8 Pedagogical aspects  
F9 Didactical resources 
F10 Stimulates the initiative and 

self learning   
F11 Cognitive facilitation in 

activities  

 

 

Functiona

Adaptabil

Efficie
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Fig 1. Relationship between 
Dimensions/Factors/Requirements for the evaluation of 
educational software developed by the students in their 

classes.  
 

3. EVALUATION RESULTS 

The graphics bellow shows the results of the evaluation of 
the educational software developed by the students under 
two distinct experimental settings. This evaluation matrix 
has been used since 2000. The QEF approach measurer 
quality  relatively to a hypothetical ideal system whose 
quality is assumed to be 100%. 
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Graphic 1. Educational software evaluation in the year 
2000 
 
The graphic 1 shows that, in the year 2000, the students 
development of educational software supported by X-TEC 
model had better evaluation results for each requirement 
than when they were using structured analysis and design 
methodologies or object oriented methodologies to support 
the development. This graphic shows seven requirements 
with a % requirement fulfilment above 80% according to 
its initial specifications, and all the others requirements 
with a higher % of requirement fulfilment when they use 
the X-TEC model to their development. 
In the year 2001, the students developed the educational 
software in the same way as in the year 2000. They made 
the first educational software system with structured 
analysis conceptual model or object oriented analysis and 
design methodologies to support the development.  
The second educational software system development was 
supported by X-TEC model. As in the year before the 
evaluation results were much better when using this 
conceptual model. We notice the % requirements 
fulfilment has grown to 10 requirements near 80%. 
In the years 2002, 2003, 2004, 2005 the student’s 
educational software development were already based on 
X-TEC model. 
In order to get a measure of quality on educational 
software systems, according QEF, we have to fulfill a 
matrix which represents the requirements ideal system.  
In this study the requirements identified by the teacher, in 
the Multimedia Information’s Systems class, were applied 

on QEF to obtain the teacher’s ideal system. As we can 
see in the matrix below all the requirements, in the ideal 
system, as been fulfilled with a weight of 10, that means 
all the requirements has a maximum relevance for the 
dimension they belong.  
 
Requirement 

Id 
Factor 

Id 
Ideal system 
requirement 

fulfilment 

Real 
system 

req. 
fulfilment 

% 
year 2000 

1 F1 10 68.3 
2 F1 10 42.5 
3 F2 10 42.5 
4 F2 10 52.5 
5 F2 10 49.17 
6 F3 10 52.92 
7 F4 10 67.5 
8 F5 10 70.42 
9 F5 10 72.08 
10 F5 10 68.58 
11 F5 10 72.5 
12 F5 10 61.25 
13 F6 10 59.17 
14 F6 10 55 
15 F6 10 55.83 
16 F6 10 42.92 
17 F7 10 54.28 
18 F2 10 45.4 
19 F8 10 60 
20 F9 10 73.75 
21 F9 10 66.67 
22 F10 10 72.92 
23 F11 10 63.33 

 
Table 5: Matrix of educational software requirements 

fulfilment in ideal system and real system 
 
We are now analyzing the evaluation of educational 
software developed by the students, in the year 2000, 
without using the X-TEC model.  
According to QEF the performance of a dimension 
is obtained through, the factors of each dimension, 
and it is calculated by the following formula: 

Factor n = ×
∑

m
mpr

1
  ( )∑ ×

m
mm pcpr   

We have now to calculate the contribution of the factor in 
the dimension. This contribution indicates the relevance of 
the factor to the dimension.   

Dimension: Functionality 

DFunctionality = 1/20 * (10*68.3+10*42.5) + 1/50 * 

F1; F5
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(10*59.17+10*55+10*55.83+10*42.92) 

DFunctionality = 55.4 + 69.2 

Dimension: Adaptability  

DAdaptability=1/24*(10*42.5+10*52.5+10*49.17+10*
45.4)+1/10 * (10*60) + 1/20 * (10*73.75+10*66.67) 
+ 1/10 * (10*72.92) + 1/10 * (10*63.33) 

 

 

DAdaptability = 36.04+60+70.21+72.92+63.33 

Dimension: Efficiency  

DEfficiency 1/10 * (10*52.9) + 1/10*(10*67.5) + 
1/40*(10*59.17+10*55+10*55.83+10*42.92) + 
1/10*(10*54.28) 

 

 

DEfficiency = 52.92+67.5+53.23+54.58 

 
The next step is to obtain the global deviation (Euclidean 
distance between our system coordinates and the ideal 
system, whose coordinates are (1, 1, 1)). The global 
deviation is obtained by this formula: 
 

DF = 55.4 * 0.5 + 69.2 * 0.5 
 
 
 
DF = 62.3 
 
DA=36.04*0.2+60*0.2+70.21*0.2+72.92*0.2 
+63.33*0.2 
 
 
 
 
DA = 60.5 
 
DE=52.92*0.25+67.5*0.25+53.23*0.25+54.58*
0.25 
 
 
 
 
DE = 57.1 

The system quality is computed by: 
 

D = √ ((1-62.3/100) ^2 + (1-60.5/100) ^2 + (1-
57.1/100) ^2) 
 
D = 0.69 

 
Q = 1- 0.69/√ (3) 
 
Q = 60% 
 

We say that system quality, in the year 2000, were 60% 
which means that the system was able to perform 60% of 
its initial specifications. 
Then we have to calculate the educational software 
systems (ESS) quality for the years 2000 (using X-Tec 
model), 2001(not using/using X-TEC model), 2002(using 
X-TEC model), 2003(using X-TEC model) and 2004(2nd 
version of X-TEC model) using the same process, 
according to the requirements specified in each year by the 
teacher. The graphic bellow shows the results. 

 
Graphic 2. Educational software quality since 2000 until 
2006 
 
As we can observe the development of educational 
software systems using X-TEC model in the Multimedia 
Information Systems class has increased widely the 
quality of a given system.  
According to these experimental results, the 2nd version 
of X-TEC model reflects a higher performance of the 
specifications in the development of educational software 
systems. 

 
CONCLUSION 

 
The design and evaluation of learning environment will 
soon became an essential tasks in the polytechnics 
institutions. This will support the ongoing transitions in 
higher education. In what is called “new learning” there is 
a new trend visible in which the focus is less fixed on 
knowledge transmission and more on teacher’s support of 
learning process.  
The design and construction of the learning tasks will be 
based on conceptual models, such as X-TEC model and 
QEF framework, specially designed to support effective 
evaluation as a solid base for a renewed curriculum. 

F2; F8; F9; F10; F11 

F3; F4; F6;

Indicates the relevance of the factor
to the dimension Functionality

Indicates the relevance of the factor to the dimension Adaptability  

Indicates the relevance of the factor to the dimension Efficiency  
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Our work related in this paper, leads us to believe that 
using X-TEC to support the design and development of 
learning systems improves the quality of the final product. 
The final product quality was evaluated with QEF. This 
quality evaluation framework seems reliable and can be 
used to evaluate a system quality evolution trough its 
lifecycle.  
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ABSTRACT 

 
The Youngstown State University Beeghly College of Education (BCOE) was awarded 

two grants to support the development of a model for professional teacher preparation that 

enabled licensed teachers and/or teachers working under a temporary license to become 

Intervention Specialists for Ohio.  This alternative licensure program provided pedagogy 

grounded and aligned with Council for Exceptional Children (CEC) standards for teachers of 

students with mild to moderate disabilities.  The program consisted of 24 semester hours (18 s.h. 

special education; 6 s.h. reading) presented on weekends over 12 months and taught in a variety 

of settings (e.g. the classroom, videotape, and Web CT).  In addition, candidates were supported 

in the classroom by peer teacher coaches who were practicing master intervention specialists. 

These coaches played a major role in scaffolding candidate learning through classroom 

observation and course instruction to form a “community” of “teachers training teachers”. 

 
Objective of Presentation 

The purpose of the presentation is to share the program components, roles and reflections of 

peer teacher coaches and candidates, and preliminary results of the alternative programming. 

 
Purpose of the Study 

The purpose of this grant was to design a program that would provide a standards-based 

pedagogy and performance based evaluation of teachers training to become intervention 

specialists for Ohio.  Teachers with licensure in another area of education hired to fill 

special education classrooms were trained “on the job” with the assistance of peer teacher 

coaches.    
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Participants 

The participants of the study were 25 teachers licensed in early childhood, middle 

childhood and secondary education. Each teacher was hired into a school district as a 

special educator and was teaching on a temporary license.  These teachers had one year to 

take the necessary coursework to receive licensure as intervention specialists for Ohio. 

Methodology 

Teachers participated in a curriculum recommended by the state of Ohio of 18 s.h of 

special education and 6 semester hours of reading over 12 months. Teacher candidates 

were evaluated through a series of performance-based tasks aligned with the Council for 

Exceptional Children (CEC) standards and classroom observations grounded in the 

Pathwise Classroom Observation System.  Samples of these measures will be provided.   

Findings and Implications 

Preliminary findings revealed that all teacher candidates were successful in the standards 

based curriculum as measured on course performance and the Praxis examinations. 

However, the candidates were not as successful across a range of  performance-based 

measures and the observations.   
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Abstract 

 
Current educational mandates require school personnel to work collaboratively to close 
achievement gaps which may result in greater academic and behavior success. The Ohio 
Integrated Systems Model (OISM) provides a framework for meeting the federal 
accountability mandates of No Child Left Behind Act (NCLB) of 2002 and the Individuals 
with Disabilities Education Act (IDEA, 2004).  This comprehensive prevention and 
intervention model provides three-tiers of support, addresses both academic and behavior 
needs of all students, and uses a collaborative strategic planning process to address school-
wide and individual student needs. School districts can implement OISM within their 
response to intervention (RTI) process to integrate a data collection system to inform 
instructional decision-making and create research-based interventions. The proactive and 
strategic implementation of OISM increases achievement and social-emotional growth. The 
authors will present information on OISM and use discussion questions to promote dialogue 
with workshop attendees. Select elements of OISM to be addressed will include: academic 
and behavior supports, administrative leadership, collaborative strategic planning; 
scientifically-based research, data-based decision making; and, culturally responsive 
practices.   
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Background 
 
 In recent years, there have been persistent calls from various sectors for universities to produce graduates with the types of qualities necessary 
for the knowledge based societies (Candy & Crebert, 1991; Leckey & McGuigan, 1997; Longworth & Davies, 1996; Tait & Godfrey, 1999). To 
enhance students’ competitiveness in the real-world context, professional programmes in universities should definitely contain elements to 
develop students’ generic attributes. The range of these attributes includes the ability of students to pursue lifelong learning, think critically and 
creatively, and to deal with ill-defined problems.  
 
Literature identifies a few studies in the area of generic attributes in the higher education, which could be classified into two main streams. 
Outcome-based approach in education is the major trend of approach which guides learning and teaching in higher education.  This approach 
uses learning outcomes to describe the behavior and / or skills that students will be able to demonstrate at the end of a course and / or program. 
Under this outcome-based premise, the first major strand of study investigates university teachers’ understanding of what we mean by generic 
attributes of graduates. In a representative phenomenographic study of this strand, Barrie identified a number of academics’ understandings, 
which are classified into conceptions. The ‘translation’ conception contains outcomes that utilize discipline knowledge to apply to world of work 
or society. For example, the ‘enabling’ conception describes attributes acquired in context of discipline knowledge or university but shape 
graduate perspective or world view (Barrie, 2004, 2006). One outcome of such kind of study is to use these qualitatively different conceptions of 
graduate attributes to revise university’s policy statements which specifiy the generic attributes of its graduates. Another result of this study 
indicates that some faculty members considered generic attributes as ‘aliens’ of academic programmes and the development of these attributes is 
none of their teaching responsibility.  
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Irrespective of the fact that generic attributes are identified as the major component of success of graduates in the knowledge-based societies, 
there have been few attempts for academic programmes in universities to incorporate generic skill development as one of their major agendas. 
Most university programmes still hold the traditional view of providing an education to their graduates through an in-depth study of a particular 
discipline (e.g. Jackson, 2000).  
 
The call for an integration of generic skill development with the disciplinary context has long been identified as the major agenda of university 
education (de la Harpe, Radloff & Wyber, 2000; Hattie, Biggs & Purdie, 1996). This agenda actually shapes the second major strand of study on 
generic attributes in higher education. This strand of study goes a step further from Barrie’s work by focussing on the identification of learning 
environment that fosters the development of generic attributes of students.  Kember and Leung used the Student Engagement Questionnaire to 
assess students’ rating of nine facets of the teaching and learning environment that most favor the development of generic attributes. The result 
of the study indicates that generic attributes needed for a knowledge-based society are best developed through a teaching and learning 
environment that allows active engagement of student in learning activities and frequent interaction between teacher and students and student 
peers (Kember and Leung, 2005).  
 
Previous studies had attempted to pursue understanding of university staff of generic attributes to shape  university’s policy statement of student 
development, and to identify the learning environment that could most foster the development of generic attributes. However, none of these 
studies attempt to integrate generic skill development with the disciplinary context by using active learning approach such as problem based 
learning. Problem-based learning engages students in learning information in ways that are similar to the ways in which it will be recalled and 
employed in workplace situations. Students are presented with authentic problems in simulation formats that allow for free enquiry (Barrow, 
1986). In recent decades, problem-based learning approach has been adopted in classrooms of professional programmes to engage students in 
active learning. However, no attempt has been made to incorporate problem based learning approaches in generic skill development in 
professional disciplines in the higher education context. 
 
The present study extends the previous studies by developing learning packages that help develop students’ generic attributes in the professional 
context by using the problem-based approach. 
 
Context of the Study 
 
An institutional project of a university in Hong Kong has been developed to facilitate departments and faculties to develop students’ generic 
competencies in the professional context. To make this happen, the project team has to undergo two major research tasks, namely (1) the 
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identification of academics’ understanding of generic attributes and (2) the translation of these understandings into the development of a case-
based student generic competencies workshop package. The package aims to raise first year students’ awareness of the need to develop generic 
attributes while at University; and the ways in which they will require generic attributes in their future professions. The details of these two 
major tasks will be discussed further in the methodology section. 
Methodology 
 
This section describes the methodology leading to the development of the generic workshop package. 
 

(1) Identification of academics’ understanding of generic attributes 
 
Two rounds of semi-structured interviews were conducted. In the first round, interviews with 25 teachers of first-year students were 
conducted to identify key generic competencies and their definition. In the second round, further interviews with 32 department 
representatives and 27 final year students were done to help construct a case or problem around the identified key competencies. 
 
In the first round interview, the following interview protocol was used. 
 
We have attributes and / or generic skills like the following. Please select the five most important ones in your discipline and provide us with 
the definitions for each of them. 
 
Global outlook, critical and creative thinking, social and national responsibility, cultural appreciation, life-long learning, biliteracy and 
trilingualism, entrepreneurship, leadership and others 
 
In the second round interview, the following interview questions were used 
 
Based on the data collected in the First Round Interview, the following four questions were gone through for each of the skills/attributes 
 
1. Under what circumstances are your students required to demonstrate that they have this kind of generic skills? In the work place or in 

their study? Please describe. 
2. What are the likely consequences that students will face if they lack such kind of generic skills or attributes in the circumstances as 

described in question 1 above? 
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3. What do teachers or employers or other stakeholders expect students to perform under the situations as described in question 1 above? 
4. What kind of learning support does the programme / University provide for the students to nurture this kind of generic skills / attributes? 
 
 
(2) Translation of academics’ understandings of generic attributes into the development of the problem-based learning packages 

 
Using the framework identified in Barrie’s study (2004), the academics’ understandings of generic attributes were categorized. Case 
scenario of a particular attribute was compiled based on the categorized understanding. In the development of the case scenario, the 
following PBL framework was used. 
 
1. Cases from the professional context as the overarching template 
2. Present a scenario of a graduate lacking the competence 
3. Invites participants to identify the incompetence and reflect on the possible consequences and to suggest alternatives 
4. Invites reflections again on the competency in relation to themselves and to identify own needs and potential strategies to develop the 

competency 
5. Presents a scenario of graduates demonstrating the use of the competency 

 
Result  
 
A total of ten generic competencies was identified: critical / analytical thinking, time management and / or self learning skill, communication / 
presentation skills, work ethics and / or social responsibility, interpersonal skills, global outlook, problem solving, biliteracy and trilingualism, 
creative thinking and leadership.   They were conceptualized by academic staff as either one of the following categories in the framework 
identified in Barrie’s study.  
 
The ‘translation’ conception includes clusters of outcomes (from knowledge acquisition to application in the real work place) which are 
developed in parallel with the needs of a specific discipline. Examples of attributes in the ‘translation’ conception are critical and analytical 
thinking, communication, problem solving and creative thinking.   In our meetings with the Prosthetics and Orthotics profession, we found that 
critical thinking skill is essential for graduates since every client is unique and so they have to be critical in assessing and providing the treatment 
for their clients.  Similarly, communication skill is essential for a safety officer who has to communicate effectively with different parties of 
various backgrounds in workplaces to ensure that they work legally and safely in the construction site.   
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The ‘enabling’ conception includes interwoven networks of the abovementioned clusters which shape graduates’ perspective on how they relate 
to the world.   Examples in the ‘enabling’ conception are ethics, social responsibility and global outlook.  In our communication with the bio-
chemical technologists, it is essential for bio-chemists who work in a testing laboratory to be honest in reporting experimental results of market 
products as these products will have direct impact on the health of end users and indirect impact on the environment.   Similarly, in the Business 
discipline, it is essential for business professionals to keep up with the business practices worldwide since what happens in the rest of the world 
can have great influence on their making a wise decision. 
 
In translating academics’ understanding into case scenarios in the learning package, illustrative examples in the disciplines of Prosthetics and 
Orthotics, Occupational Safety, Environmental and Health, Chemical Technology and Business are provided. 
  
Case Scenario One: Critical Thinking 
 
Critical thinking in the discipline of Protsthetics and Orthotics (P & O) was conceptualized by academic staff as follows: 
 
“Every client is unique so clinical problems won’t be exactly the same. Therefore, we always have to be critical in assessing, and   
  can’t just assume that ‘this disease always requires this treatment.” 
 
Overall framework of a case looks like this: 
 
“ P & O will often receive referral letters from doctors. Sometimes there may be mistakes in the reference letter. It is important for  
P  & O to be competent in critical thinking skill to realize the mistakes. Otherwise, P & O will make a mistake because of the mistake in the 
referral letter.” 
 
Presents a scenario of a graduate lacking the competence: 
 
Mr. Wong, an Orthotist who receives a case referral from another department of the hospital.  In the reference letter, the referring health care 
professional prescribes that the patient will require knee orthosis on the right leg.  Mr. Wong just follows the prescriptions as laid down in the 
reference letter without going through any thinking process.  After receiving the services, the patient makes a complaint to the Orthotist as it was 
indeed his left leg that requires knee orthosis. 
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Invites participants to identify the incompetence, reflect on the possible consequences and to suggest alternatives: 
 
• What mistakes do you think the professional made in handling this case referral? 
• In your workbook is a list of the competencies that were necessary in this situation.  Which ones does Mr. Wong lack? 
 
Invites reflections again on the competency in relation to themselves and to identify own needs and potential strategies to develop the 
competency: 
 
• Do you think you have the skills that Mr. Wong lacks? Use the ‘barometer’ in the workbook to rate your own skills.  
 
Presents a scenario of graduates demonstrating the use of the competency: 
 
After receiving the case referral, Mr. Wong does a comprehensive assessment / evaluation on the patient.  He spots out that there were 
discrepancies between what was written down in the reference letter and that of his own observation.  He goes through a thinking process and 
eventually phones up the referring professional to further investigate the problems.  He could then get the co-operation from the other party and 
eventually the referring professional goes to his office to sort out the problems with him together.  
 
Discussion 
 
These case scenarios are included in generic competence workshop package in video format. This package will be delivered in video format to 
Year 1 students in a 3-hour orientation workshop. Students will be divided into groups and guided by their senior students to go through each of 
the case scenario and complete the questions in the student workbooks. 
 
At the end of the orientation, they will be asked to form a learning contract with the senior students, who will meet with them on a regular basis 
to check their development of the skills included in the package. Follow-up packages will also be developed to help the senior students and  
Year 1 students to achieve  certain outcomes in the process of generic skill development.  
 
Evaluation mechanism will also be built into the whole project process. This would include end-of-workshop evaluation, focus group interviews 
with senior and Year 1 students on the usefulness and applicability.  
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This study is the first of its kind in the literature in the generic skill development in higher education to find out practical ways to develop 
students’ generic skills in the professional context on a large scale. It is hoped that the study will both contribute to the literature and more 
importantly, to the development of students’ generic skills in the professional context. This study reports the precursory stage of the project in the 
writing up of cases for the video workshop package. Results of various aspects of the project will be reported subsequently.  
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Appendix 
 
Case Scenario Two: Communication 
 
Communication in the discipline of Occupational safety, Environmental and Health was conceptualized by academic staff as follows 
 
“It is essential for a safety officer(SO) to have good relationships with different parties of various background  in workplaces. You have to 
present your ideas to the frontline workers as well as the director from the development company to ensure that they work legally and safely in 
the construction site.”  
 
Overall framework of a case looks like this 
 
“As soon as a safety officer starts his/her work, he/she will be in situations where trilingualism will be essential.  As well as having to be able to 
speak English and Mandarin, he/she will also need to communicate effectively with all sorts of people, and try to get the best performance from 
all of them.  His/her attitude and tone can make a big difference to how well people will co-operate.” 
 
Presents a scenario of a graduate lacking the competence (in details) 
 
Tom, a safety officer who has just graduated, finds that Mr. Chan, a frontline worker who only speaks Mandarin, does not put on a safety belt 
before working at a high level.  Tom speaks rudely to the worker in Cantonese and orders him to wear his safety belt when he climbs the scaffold.  
The worker does not understand what Tom is telling him and refuses to obey when he is ordered to do something.  Eventually, Mr. Chan falls 
and is injured. 
 
Invites participants to identify the incompetence, reflect on the possible consequences and to suggest alternatives 
 
• What mistakes do you think the SO made when he spoke to the labourers? 
• Suggest at least 3 other things that the SO could have said or done to get his message across more effectively. 
 
Invites reflections again on the competency in relation to themselves and to identify own needs and potential strategies to develop the 
competency  
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• Do a construction-site role play. Your facilitator will assign your roles and set the scene for you.  Think about how well you are able to 
communicate in the role of safety officer. 

 
Presents a scenarios of graduates demonstrating the use of the competency 
 
Tom shows his understanding and empathy to Mr. Chan and he speaks in fluent Mandarin to the worker and explains why he needs to wear 
safety belt.  This time Mr. Chan is able to understand what Tom is asking and the reason why he is asking, and complies without any argument. 
 
Case Scenario Three: Work ethics and social responsibility 
 
Work ethics and social responsibility in the Chemical Technology discipline was conceptualized by academic staff as follows: 
 
“It is unethical for a scientist to report false data and even worse to present test results for market products in a dishonest way!  We have to 
know how to stand firm in reporting the truth and be responsible to ourselves and ultimate users.” 
 
Overall framework of a case looks like this 
 
“Not following the instructions from the boss can cause biochemists lose their jobs.   In this scenario, a biochemist who works in a commercial 
laboratory is facing a dilemma to choose between being honest in reporting experimental results and changing the results to please the boss.” 
 
Presents a scenario in the workplace (in details) 
 
A bio-chemist is measuring heavy metal content and bacterial cell count of a certain batch of a very famous food product.  The test results in 
repeated trials indicate that the product cannot pass the safety standards and so the bio-chemist report the results to the senior management.  As 
the senior management does not want to lose the contract with such a ‘big’ client, he implicitly instructs the bio-chemist to select and report 
those desirable data which makes the product pass the standard tests. 
 
Invites participants to discuss and to reflect on the dilemma 
 
• List the reasons why the bio-chemist should (a) change the test results and (b) refuse to change them. 
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• In your workbook there are some newspaper clippings about dangers that have occurred because chemists did not show enough concern for 
ethics.  Make a list of the dangerous outcomes and how many people were affected.  

 
Invites reflections again on the competency in relation to themselves and to identify own needs and potential strategies to develop the 
competency  
 
• As a bio-chemist, do you agree that you could play an important role in safe guarding the environment / health of workers and end users?  
 
Present suggestions to the scenario 
 
This is done by a video interview of an academic who is taking care of a course on professional ethics.  The academic reflects on the case 
scenario and provides a brief introduction on the topics to be included in the course.  For example, a chemist may have to decide whether to use 
environmentally friendly or not friendly solvents for domestic paints.  
 
 
Case Scenario Four: Global outlook 
 
Global outlook in the discipline of business was conceptualized by academic staff as follows: 
 
“In the world of business, it is essential to keep ourselves up-to-date on the international and professional business practices worldwide since 
what happens in rest of the world can have great influence on making a wise decision.” 
 
Overall framework of a case looks like this 
 
“Students are expressing their unwillingness to know the international professional/business practices in other countries.”  
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Presents a scenario of a graduate lacking the competence (in details) 
 
A group of students, who are very insular in their thinking, are seeing each other.  One of them picks up a newspaper and asks if anyone is interested to read it.  
The others laugh and say things like “I am too busy with my part-time job and my study”, I don’t worry about what’s happening in the rest of the world”, “We 
usually hear about what is happening in Hong Kong and what happens in the rest of the world doesn’t affect us” etc. 
 
Invites participants to identify the incompetence, reflect on the possible consequences and to suggest alternatives 
 
• Do you feel the same way as these students?   
• How do you find out about what is happening in the rest of the world, and how much time do you spend in one day on this? 
• Some students say that you have plenty of time to find out about what is happening in the rest of the world after you graduate and that now 

you should only be spending your time on entertainment.  Give your opinions for and against this statement. 
 
Invites reflections again on the competency in relation to themselves and to identify own needs and potential strategies to develop the 
competency 
 
• It is up to you to decide how important it is to make yourself aware of global issues while you are at University. In your workbook you have 

a list of different ways that you can keep yourself informed about what is happening in the rest of the world.  Please discuss which ones are 
the most suitable for you. 

• Select from the list in your workbook the things that you can do while you are still a student to keep up to date with what is happening in the 
world in the business and finance field. 

• Beside your selections show how much time per day you are prepared to spend on each of these.  
 
Present a scenario of graduates demonstrating the use of the competency 
 
This is done by video interviews with recent business graduate to share about the importance of being aware of global issues. 
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ABSTRACT 

 
The author will describe how pre-service candidates gathered data via in-person 

interviews of certified/licensed teachers of special education classes and/or regular 

education teachers of students with disabilities to reinforce the importance of being 

culturally responsive, sensitive and competent.  Preliminary findings of an ongoing study 

of practicing teachers’ responsiveness to contextual factors as they relate to instruction, 

classroom environment and behavior management will be presented.  This study is 

pending. 

 
Objective of Presentation 

The purpose of the presentation is to share preliminary findings of practicing teachers’ 

cultural responsiveness, sensitivity and competence.  Implications for reflective practice 

and change in teacher preparation programs will be discussed.  

 
Purpose of the Study 
 
As student populations become more diverse in the United States, there is a need to 

interweave culturally responsive practices into teacher education programs. In contrast, 

the majority of the teachers and preservice teacher candidates are white females from 

rural or suburban settings with minimal knowledge about children from different 

backgrounds (Goor & Santos, 2002; Miller, 2002).  The demographics for faculty in 

teacher preparation programs are similar.  Research shows that programs that infuse a 

multicultural perspective across their curricula have been found to be effective. 
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Therefore, teachers who are able to make connections with their students are usually 

more aware of how contextual factors influence their classroom teaching and behavior as 

well as the students’ behavior and learning (Neuharth-Pritchett, S., Payne, B. D., & Reiff, J. 

C., 2004; Miller, 2002; Goor & Santos, 2002; Berk & Winsler, 1995).  

 
Participants 

The participants of the study include one hundred seventy-six (176) preservice candidates 

and their respective interviewed teachers. The preservice candidates were enrolled in an 

introductory special education course at a public university in northeastern United States.   

 

Methodology 

The quantitative and qualitative methods will be used to analyze and interpret the 

teachers’ responses to a three-part question. Data has been collected over a 5-year period 

from 176 preservice teacher candidates who completed a field-based assignment. An in-

person interview was conducted with a certified or licensed teacher of students with 

disabilities.  Ten (10) open-ended questions were developed by the preservice candidates 

for the teacher interview and each candidate was required to include the following 3-part 

question: How do you ‘multiculturalize’ your instruction through a) subject content? b) 

classroom management (discipline)? and; c) the classroom environment?  The preservice 

candidates submitted their written teacher responses with a reflection of this assignment.  
 

Findings and Implications 

Preliminary findings have revealed that the majority of the teachers had difficulty 

answering the question.  Since this is an ongoing study, once the data have been 

examined, implications for faculty of teacher preparation programs and practicing 

teachers will be specified.  Considerations are to possibly conduct a comparative study of 

novice teachers’ and experienced teachers’ cultural responsiveness, sensitivity and 

competence to reflective practices in teacher education.  This study supports the fact that 

when P-16 educators and preservice teacher candidates critically analyze their practices 

and beliefs and understand how contextual factors affect teaching, learning and behavior, 

we can “reconceptualize” how we teach and become culturally responsive, sensitive and 

competent (Miller, 2002; Goor & Santos, 2002).   
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Abstract 
The writers of this paper have worked as facilitators in a New Zealand Government 
funded school improvement initiative since 2004. They describe how a professional 
learning programme in literacy brings about positive changes in teachers practices and 
how this has impacted on improved student outcomes in reading. A cluster of 
approximately eighty teachers and one thousand students from ten schools have been 
involved. The name of the project “Students On A Rise in Paeroa” symbolises an agreed 
focus on student achievement and is aligned to the cluster mission statement: To improve 
achievement levels and retention rates of all students, especially Mäori students, in the 
Paeroa District. 
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Raising Student Achievement in Reading through Teacher Professional Learning: 
A New Zealand School Improvement Case Study 

 
 
 
A priority of the New Zealand Government for some time has been a focus on school 
improvement, teacher effectiveness and higher student achievement. Ministry of 
Education. (2003). 1.  The Progress in International Reading Literacy Study (PIRLS) has 
alerted the Government to the range of performance in reading that exists in New 
Zealand. This study shows that high achieving students are comparable to the best in the 
world. However, when compared to other high achieving countries there is a significant 
number of New Zealand students particularly New Zealand Maori at the lower end of the 
range. Cambell J. R., Kell D. L., Mullis I. V. S., Martin M.O., Sainsburg M. (2001). 2. The 
Government’s Literacy Strategy introduced in 2000 was probably too early to impact on 
the PIRLS results. This ongoing strategy recognises the need for teachers to have quality 
professional development for supporting a diverse range of literacy needs in the 
classroom. There is a particular emphasis on improving outcomes of lower achieving 
students. Critical to this is the belief that a teacher’s influence and classroom practice is 
the key to improving student achievement.  Ministry of Education. (2007). 3.   
 
In 1993 the Government through the Ministry of Education introduced the National 
Education Monitoring Project. This project through assessment of random samples of 
students throughout New Zealand provides detailed information about achievement in all 
curriculum areas. Results in literacy indicate that there are ethnic and socio economic 
factors influencing achievement and it has been regularly shown that there are continuing 
discrepancies between students of different ethnicity with New Zealand Maori students 
scoring lower on tasks than New Zealand European students. Crooks T., Flockton L . 
(2004). 4. This trend is being addressed by a Ministry of Education development known 
as the Maori Education Strategy to support the educational success of indigenous Maori 
students. Ministry of Education, Wellington. (2005). 5.  
 
Warwick Elley during the development of his Supplementary Test of Achievement in 
Reading also alludes to the influence of socio economic factors when he says “...schools 
from low socio-economic areas often contain large numbers of pupils who are 
educationally disadvantaged. For instance they may lack reading materials at home...”  
Elley W. B. (2001). 6. 
 
 
1. Ministry of Education. (2003).Planning for Better Student Outcomes. Wellington, New 
Zealand.  
2. Cambell J. R., Kell D. L., Mullis I. V. S., Martin M.O., Sainsburg M. (2001). 
Framework for Specification for PIRLS Assessment. (2nd Edition). Chestnut Hill. MA:Boston 
College. 
3. Ministry of Education. (2007). Literacy Strategy.  www.minedu.govt.nz  . 
4. Crooks T., Flockton . (2004). Reading and Speaking Assessment Results 2004, National 
Education Monitoring Project New Zealand, Education Assessment Research Unit, University of 
Otago. Dunedin, New Zealand. P 66.    
5. Ministry of Education, (2005) Maori Education Strategy. Wellington, New Zealand. 
6. Elley W. B. (2001). Supplementary Test of Achievement in Reading, New Zealand Council for 
Educational Research. Wellington.  P 26. 
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The schools in this case study are involved in a Ministry of Education school 
improvement initiative and have 40% Maori students. They are located in and around the 
provincial town of Paeroa and are generally classified as lower decile schools. (At the 
lower end of the socio-economic scale.) Ministry of Education. (2007). 7. In 2003 low 
achievement levels in literacy brought the formation of a project named “Students On A 
Rise in Paeroa” symbolising that an agreed focus on raising student achievement was 
necessary.   
 
A cluster of approximately eighty teachers and one thousand students from ten schools 
have been involved. Nine schools are primary with years 1-8 students and one is 
secondary with years 9-13 students. Many of the primary schools are small in size 
ranging from three to seven classes with principals who have a teaching component 
attached to their job. One primary school is a “special education” school and the low 
achievement of these students prevents them from being included in the cluster 
assessment data. They have taken a full part in a modified programme and been part of 
the cluster learning community. The secondary school is the largest school in the cluster 
with approximately 280 students. They are the fund holder school and provide 
administration support. The secondary school has received a modified programme 
designed to suit the needs of teachers who have older students. Reading assessment 
information from year nine students has been included in cluster data with the majority of 
these students coming from the nine primary schools. Two cluster facilitators were 
employed in 2004 and a Ministry of Education facilitator has been assigned to liaise with 
the facilitators, steering committee, school principals, and the Ministry of Education.  
 
The goals for the “Students On A Rise in Paeroa” literacy project are:  
“…1. To report to the SOAR @ PAEROA Steering Committee and Ministry of 
Education on programme development and in-school support provided in Paeroa and 
aimed at raising student achievement levels in literacy. 
      2. To provide a particular focus on effective practice in raising the literacy   
achievement of Maori students…”  Hayr C, Rzoska A. (2004). 8.  
 
To describe and evaluate this reading professional development project Thomas Guskey’s 
five levels of professional development have been used as a framework. The levels are:  
1. The participant reaction. 2. Participants learning. 3. Organisational support for change. 
4. Participants use of new knowledge and skills. 5. Student learning outcomes.  
Guskey outlines three important implications that stem from this model for evaluating 
professional development. The first is that all levels are important. The second is tracking 
a programmes effectiveness at one level tells you nothing about the next and the third and 
most important is that in planning professional development to impact on student learning 
the order of the levels must be reversed. This approach was used by the facilitators when 
planning the “Students On A Rise in Paeroa” reading development. Guskey T, (2005). 9. 
 
 
 
7. Ministry of Education. (2007). How the Decile is Calculated. www.minedu.govt.nz   
8 Hayr C., Rzoska A. (2004.) SOAR@Paeroa: Literacy Development Programme, Milestone 
Report to the Ministry of Education. Wellington. P  2.  
9. Guskey T. (2005). Taking a Second Look, Strong evidence reflecting the benefits of 
professionjal development is more important that before. National Staff Development Council. 
Vol 26, No. 1 .Winter. P 14-17. 
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SOAR@Paeroa School Improvement Project.  Reading Development 2004-7 
Guskey Level 5. Student learning outcomes  
Decisions were based on assessment information and individual, school and cluster 
targets for raising achievement were set each year. Data was analysed to provide 
information about aspects of reading that needed developing. Reading comprehension 
and vocabulary emerged as cluster wide needs and teachers triangulated this information 
through further testing. Reading achievement for years 3 to 9 students was measured by 
using a standardised test, Supplementary Test of Achievement in Reading (STAR) with 
norms for each age level. These norms are expressed as stanines. National norms are, 4% 
pupils - stanine 9 outstanding, 19% pupils - stanines 7and 8 above average, 54% pupils - 
stanines 6, 5, 4, are average, 19% pupils - stanines 3 and 2 below average and 4% pupils - 
stanine 1 low. Students said to be reading at their age level or higher are considered to be 
at stanine 4 or above. Norming was undertaken with large numbers of pupils in 1999, 
2001and 2002. The sub-tests of the STAR are designed to be used to give formative 
information about a student’s learning. Subtests assess decoding, reading for meaning at 
sentence level, paragraph comprehension, vocabulary, language of advertising and 
reading different genres or styles of writing. In the “Students On A Rise in Paeroa” 
project assessment information has been collected twice a year starting with initial 
baseline data in 2003. Elley W, B. (2001). 10. 
 
Younger students in years one and two were tested using running records. An attempt to 
standardise this procedure was through the use of a benchmark kit containing levelled 
texts and questions. This is not a standardized test. Nelley E., Smith A. (2002). 11. 
 
Year three to nine “at risk” students were identified as those at stanines 1-3 on STAR. 
Years one and two “at risk” students were identified as those reading below expected 
book levels. All these students have individual achievement targets and plans. 
 
The following graphs and table show the improved student achievement since baseline 
information was gathered in 2003. 
Graph 1: STAR Results – Overall Student Achievement 2003 - 2006  

SOAR@Paeroa - STAR Results 2006 year
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Feb 03 Baseline 7.71% 9.64% 15.18% 16.87% 18.80% 13.73% 10.12% 6.51% 1.45%

Mar-06 4.55% 7.85% 14.05% 15.70% 20.04% 14.05% 11.78% 7.64% 4.34%

Oct-06 3.51% 3.10% 10.54% 15.08% 15.08% 21.69% 11.98% 12.81% 6.20%

National Norms 4.0% 7.0% 12.0% 17.0% 20.0% 17.0% 12.0% 7.0% 4.0%
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2003. Baseline 67% student at stanine 4 to 9.                      (National norm 77%) 
2006. 83% of students reading at stanines 4 to 9. A gain of 16%. 
2003 Mean stanine 4.5                                                             2006 Mean stanine 5.5 

 
10. Elley W B. (2001). Supplementary Test of Achievement in Reading, Teachers’ Manual. New 
Zealand Council for Educational Research. Wellington. P 7-17 
11. Nelley E., Smith A. (2002.) PM Benchmark Kit. Nelson Australia Pty Ltd. 

2008 HICE Proceedings 
Page 6217



 5

 
Graph 2: STAR Results – Total Maori Students 2003 - 2006  

SOAR@Paeroa - STAR Results 2006 year 
- Maori Students
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Mar-06 4.15% 11.92% 20.73% 19.17% 19.17% 11.40% 7.77% 3.63% 2.07%

Oct-06 3.63% 5.18% 14.51% 18.65% 18.13% 21.24% 9.84% 6.74% 2.07%
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2003. Baseline 54% Maori students reading at stanine 4-9           (National norm 77%) 
2006. 77% Maori students reading at stanines 4-9. A gain of 23%.  

 
Graph 3: STAR Results, Cohort Group:Year 4 February 2003 – Year 8 March 2007 

SOAR - STAR Reading Results 
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In 2003 they were year four students. In 2004 they were year five students. In 2005 they were year six 
students. In 2006 they were year seven students and in 2007 they were year eight students. In 2003, 61.2% 
were at stanine 4-9. In 2007, 83.6% were at stanines 4 9. A gain of 22.4% over four years. In March 2007 
these students were 6% higher than the national norm.  (National norm 77%) 

 
Table 1: Running Records : Cohort Group: Year 1 2005 - Year 2 2006 

Students % of students at or above expected 
book level for year one. (Level 9 PM 
Benchmark Kit) Oct 2005  (Year one) 

% of students at or above expected 
book level for year 2. (Level 16 PM 
Benchmark Kit.) Oct 2006  (Year two) 

All Students 46% 67% 
All Maori Students 38% 63% 
All NZE Students 50% 63% 
Gain in expected book levels achieved for all students, 21%. Gain in expected book levels achieved for all 
Maori students, 25%. Gain in expected book levels achieved for all New Zealand European students, 13%. 
                                                                                                                  Hayr C., Rzoska A. (2006).12. 
 
 
 
12. Hayr C., Rzoska A. (2006). SOAR@Paeroa: Literacy Development Programme. Milestone 
Report to the Ministry of Education. Wellington. P 7-11. 
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SOAR@Paeroa School Improvement Project.  Reading Development 2004-7 
Guskey Level 4. Participants use of new knowledge and skills 
In 2004 the programme focussed on the guided reading approach to the teaching of 
reading. Teachers trialled and applied new learning that had been modelled by the 
facilitators and focused on in workshops. Changes in practice were observed by 
facilitators and this trend has continued using a modified observation tool developed by 
the cluster. Aspects such as evidence and teacher learning goals have been added.  
 
Change in teacher Practice: Classroom Observations: May 2004 - November 2004 

                                                                                               Hayr C., Rzoska A. (2004). 13. 

The Education Review Office (ERO) is a New Zealand government department whose 
purpose is to evaluate and report publicly on the education and care of students in schools 
and early childhood services. ERO’s findings inform decisions and choices made by 
parents, teachers, managers, trustees and others, at the individual school and early 
childhood level and at the national level by Government policy makers. The chief 
executive of ERO is the Chief Review Officer, who formally designates individual 
review officers to carry out reviews in schools and early childhood centres. The Chief 
Review Officer has the power to initiate reviews, investigate, report and publish findings 
on the provision of education to all young New Zealanders. Education Review Office. 
(2007). 14. 

13. Hayr C., Rzoska A. (2004). SOAR@Paeroa: Literacy Development Programme. Milestone 
Report to the Ministry of Education. Wellington. P 10.  
14. Education Review Office. (2007). The Role of the Education Review Office in New Zealand 
Education. www.ero.govt.nz  

Facilitator Observations 2004 May % November % 
Guided Reading Observational Tool No 

Evidence 
 
Evident 

No 
Evidence 

 
Evident 

Classroom management     
Appropriate activities for all students.  50 50 50 50 
How the “others” are organised 58 42 48 52 
Is it simple and manageable  38 62 37 63 
Introduction to lesson     
Learning Outcomes shared with children  98 2  100 
Learning outcomes written down 98 2  100 
Success criteria shared with children 100   100 
Related main theme/key ideas to prior knowledge 10 90  100 
Unusual features/challenges explained 30 70 10 90 
Appropriate introduction 66 34 48 52 
Body of Lesson     
Teacher sets purpose for reading each section of text 95 5 38 62 
Students read texts themselves, individually.  15 85 7 93 
Teacher models, scaffolds conducts “mini lessons” 86 14 26 74 
Discussion is focussed and related to lesson’s goals. 97 3 5 95 
Wide range of questions 15 85 9 91 
Teacher probes the students for understanding. 75 25 12 18 
Conclusion of Lesson     
Purpose of lesson revisited  97 3 4 96 
Students reflect what they have learned 98 2 9 91 
Opportunities for further reading are provided. 30 70 15 85 
Follow-up activities are related to learning intentions.        96 4 84 16 
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The New Zealand Education Review Office reviewed the “Students On A Rise in Paeroa” 
literacy project through interviews, classroom observations and questionnaires. Results 
suggest that participants applied new learning and skills effectively. “…Practices introduced 
through the literacy project contribute to a significant range of attitudinal changes. Teachers 
and school leaders demonstrate a greater understanding of the implications of the 
achievement levels of students and an increased willingness to develop strategies and 
approaches to make improvements in their teaching… Teachers now use accurate and 
relevant assessment information to meet individual student reading needs and to set 
appropriate learning goals.  A major emphasis on increasing students’ vocabulary and 
understanding is contributing to improved student reading levels. Principals and literacy 
leaders have gained curriculum knowledge that is enabling them to provide support and 
guidance for their teaching staff…”  Education Review Office. (2006). 15. 
 
SOAR@Paeroa School Improvement Project.  Reading Development 2004-7 
Guskey Level 3 Organisational support for change. 
The project has had strong support from the Ministry of Education facilitator, steering 
committee, facilitators and the fund holding school. The Education Review Office 
reviewers found the project had enhanced and strengthened professional leadership 
within the schools and had fostered a collegial climate throughout the cluster. “…Schools 
have used data to develop appropriate planning and reporting targets…Cluster schools 
closely align strategic planning with student achievement targets, annual literacy plans, 
teachers’ appraisal goals and reporting to the board of trustees. Schools have rewritten 
school documents to reflect recent changes in teaching approaches and practice…” 
Education Review Office. (2006).16.   
At the beginning of 2006, 30-40% of the schools had their literacy practices documented. 
At the end of the same year 80-90% had completed this process. A cluster review tool 
was developed focussing on the dimensions of effective leadership, management and 
literacy practices. Ministry of Education. (2006).17. The facilitators found that the 
systemic processes developed though the project enabled schools to sustain effective 
practices particularly when there were changes of staff. 
 
SOAR@Paeroa School Improvement Project.  Reading Development 2004-7 
Guskey Level 2, Participants learning. 
In 2004 the literacy programme objectives were developed. They are “… 
      1.   To develop the cluster-wide assessment practices in reading.  

2. To focus on improved classroom practices in reading. 
3. To provide further emphasis on developing classroom practices that lead to 

improved outcomes, especially for Maori students. 
4. To use assessment data for better learning. 

      5.   To develop effective learning communities – school based and as a cluster of ten 
schools…”  Hayr C., Rzoska A. (2004). 18. 
 
 
15. 16. Education Review Office. (2006). Evaluation of the SOAR Literacy Project, Students on a 
Rise. Education Review Office. Wellington. P 2, 11, 15, 18. 
17. Ministry of Education. (2006). Effective Literacy Practice in years five to eight. Learning 
Media. Wellington. P 9 -13.  
18. Hayr C., Rzoska A. (2004).  SOAR@Paeroa: Literacy Development Programme.  
Milestone Report to the Ministry of Education. Wellington. P 2. 
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Over a period of four years facilitators led thirty leadership cluster workshops for 
principals and literacy leaders and forty cluster workshops for teachers. Additional 
workshops were provided for school Boards of Trustees and teachers and principals who 
were new to the project. School visits enabled the facilitators to work with all principals, 
literacy leaders and teachers in a variety of ways. Interactions included, staff meetings, 
working one to one with teachers, working with senior leadership teams and working 
with children. They facilitated teacher dialogue around assessment information and 
pedagogy with groups of teachers as well as individuals. Facilitators modelled practices 
in all classrooms with follow up discussions. Teacher observations and feedback sessions 
were extended into peer observations where the facilitators coached teachers in feedback 
skills such as questioning and active listening. Teacher learning focussed on their own 
learning goals and research based practices. Morrow, Gambrell, and Pressley list ten 
research based best practices and these have been promoted in the professional learning 
programme. They are ”... 
  1. Teach reading for authentic, meaning-making literacy experiences; for pleasure, to   
be informed and to perform a task. 
  2. Use of high quality literature. 
  3. Integrate a comprehensive word study/phonics program into reading/writing    
instruction. 
  4. Use multiple texts that link and expand concepts. 
  5. Balance teacher and student led discussions. 
  6. Build a whole class community that emphasizes important concepts and build 
background knowledge. 
  7. Work with students in small groups while other students read and write about what 
they have read. 
  8. Give students plenty of time to read in class. 
  9. Give students direct instruction in decoding and comprehension strategies that 
promotes independent reading. Balanced instruction, guided instruction and independent 
learning. 
  10. Use a variety of assessment techniques to inform instruction...” Morrow L., 
Gambrell L., Pressley M. (2003). 19. 
 
All participants were challenged with the notion that all students are expected to learn to 
read and good readers read accurately, fluently, independently and with comprehension. 
The “Students On A Rise in Paeroa” literacy project has had a major focus on reading by 
exploring research and applying new learning in classrooms. Trialing of new practices 
have included; guided and shared reading approaches, using formative assessment to 
develop learning intentions, deliberate acts of teaching, comprehension strategies, 
developing vocabulary, providing feedback to students, metacognitive strategies, the use 
of authentic texts, developing expectations for student learning and linking oral, visual 
and written language. School principals and literacy leaders were encouraged to learn 
about effective leadership practices and a cluster review “tool” for leadership was 
developed based on the twenty one responsibilities of school leaders and their 
correlations with student academic achievement. Marzano R., Walters T., McNulty B. 
(2005). 20.  
 
19. Morrow L., Gambrell L., Pressley M. (2003). Perspectives on Exemplary Practices. Best 
Practices in Literacy Instruction. Second Edition, Guilford Press. New York London. P 14. 
20. Marzano R., Walters T., McNulty B. (2005). School Leadership that Works, from research to 
results.  Mid Continent Research for Education and Learning, Aurora. P 41-64. 
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SOAR@Paeroa School Improvement Project.  Reading Development 2004-7 
Guskey Level 1. The participant reaction. 
Participant reaction became more positive as the programme unfolded. The facilitators 
made a deliberate effort to be credible, provide a research based programme and work in 
collaboration with the participants. There were times when teachers were challenged and 
became reluctant to try new ideas. Fortunately through support and in class modelling 
this was largely overcome. The participation rate at all workshops since 2004 has been 
extremely high at 95%. The New Zealand Education Review office reviewers found that 
“…many note the practical and personal help that they have received from the 
facilitators.  As well as role modelling lessons and observing teachers, project facilitators 
have developed valuable resources for teachers to use in their classrooms.  All these 
practices assist teachers to plan and deliver relevant reading programmes.  The positive 
attitudes of most teachers can be attributed to the expertise and support of the 
facilitators… They were always prepared to listen and act on the needs of the teachers…” 
Education Review Office. (2006). 21. 
 
CONCLUSION  
An increasing body of literature provides some insights into processes and possibilities 
for effective teacher learning and how this impacts on student outcomes. The Ministry of 
Education has a commitment to strengthen the evidence base that informs education 
policy and practice in New Zealand. Adrienne Alton-Lee was commissioned to explore 
the available evidence about what works to improve educational outcomes. In the 
resulting Best Evidence Synthesis she came up with ten characteristics of quality 
teaching. The “Students On A Rise in Paeroa” literacy project exhibits many of these 
characteristics. They are: 
1. Quality teaching is focused on student achievement. 
2. Pedagogical practices enabling classes and other learning groupings to work as 
learning communities.  
3. Effective links between school and other cultural contexts to facilitate learning. 
4. Quality teaching responsive to student learning processes.  
5. Opportunities to learn is effective and sufficient.  
6. Multiple task contexts support learning cycles.  
7. Curriculum goals and teaching and school practices are effectively aligned.  
8. Pedagogy scaffolds and provides appropriate feedback on students’ engagement.  
9. Pedagogy promoting learning orientations, student self regulation, metacognitive 
strategies and thoughtful student discourse.  
10. Teachers and students engaging in goal oriented assessment. Alton-Lee A. (2003). 22. 
 
Timperley, Fung, Wilson and Barrar go further and suggest that it is how teachers change 
their practice and the processes used by professional development providers that are the 
key to whether a learning situation is successful or not. They outline key processes that 
assist the change process and impact on student outcomes as being; cueing prior 
knowledge of teachers, awareness of teachers current values and beliefs about their 
practice and the creation and solving of dissonance between what is known and new 
learning. The facilitators gave considerable time and effort to become familiar with  
 
21. Education Review Office. (2006.) Evaluation of the SOAR Literacy Project, Students on a 
Rise. Education Review Office.  Wellington. Page 13. 
22. Alton-Lee A. (2003.) Quality Teaching for Diverse Students in Schooling: Best Evidence 
Synthesis. Ministry of Education. Wellington. P 6-10. 
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individual teacher expertise and motivations. They provided opportunities for participants 
to have dialogue around new learning leading to the trialing and use of new practices. 
Timperley H., Fung I., Wilson A., Barrar H. (2006). 23. 
 
In conclusion the “Students On A Rise in Paeroa” project has achieved its goals. 
“…1. To report to the SOAR @ PAEROA Steering Committee and Ministry of 
Education on programme development and in-school support provided in Paeroa and 
aimed at raising student achievement levels in literacy. 
      2. To provide a particular focus on effective practice in raising the literacy   
achievement of Maori students…”  Hayr C, Rzoska A. (2004). 24.  
 
Baseline testing and biannual testing has been undertaken since 2003 using the 
Supplementary Test of Achievement in Reading, Elley W, B. (2001). 25. There is strong 
evidence to show improved outcomes for students particularly Maori students. There has 
been an increase in achievement of all students from 67% to 83% reading at their age 
level. (stanines 4-9) This is a gain of 16%. The increase in New Zealand Maori 
achievement is significant when compared to baseline data and the results in the National 
Monitoring project. Crooks T., Flockton L . (2004). 26.  Their achievement improved 
from 54% reading at their age level (stanines 4-9) to 77% reading at their age level. This 
is a gain of 23%. This result shows that Maori students are now achieving at the national 
norms for all New Zealand students and certainly points to the success of this 
professional development project and the notion that all students can achieve regardless 
of ethnicity and socio economic level. The challenge for the future is to continue to raise 
student achievement for all students in the “Students On A Rise in Paeroa” project. 
 
 
 
 
 

“Titiro whakamuri hei arahi I nga uaratanga kei te kimihia” 

Look to the past for guidance and seek out what is needed 
                Ministry of Education.(2007).Te Mana Korero; Relationships for Learning. Wellington.  
 
 
 
 
 
 
 
23. Timperley H., Fung I., Wilson A., Barrar H.(2006). Professional Learning and Development: 
A Best Evidence Synthesis of Impact on Students Outcomes. Paper presented to the annual 
meeting of the American Educational Research Association.  San Francisco, California. P 6-10.  
24. Hayr C., Rzoska A. (2004).  SOAR@Paeroa: Literacy Development Programme.  
Milestone Report to the Ministry of Education. Wellington. P 2. 
25. Elley W. B. (2001). Supplementary Test of Achievement in Reading, New Zealand Council for 
Educational Research. Wellington.  P 26. 
26. Crooks T., Flockton . (2004). Reading and Speaking Assessment Results 2004, National 
Education Monitoring Project New Zealand, Education Assessment Research Unit, University of 
Otago. Dunedin, New Zealand.    
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Case Analysis: The Obstacles in On-line English Education 

for Adult 

 
Abstract 

As the 21st century unfolds, we are beginning to feel the impact of technology on 

the way we learn, especially with new developments online. Unlike the traditional 

learning methods which are usually limited by time and space, the networked learning 

environment, leveraging online collaborative technology, is providing opportunities to 

have access to less restrictive education with enabling tools. However, the adult may 

encounter some obstacles while using the online learning. Hence, the objective of this 

research is to find out the related factors that may reduce the willingness of adult to 

acquire English through networked collaborative technology facilitating online 

learning. Based on the variables identified from the literature review of online English 

learning, the researchers consider qualitative research and interviewing as a valuable 

method for analyzing the factors of obstacles in the adult’s learning process. By 

analyzing the data collected from interviewing, several obstacles impeding the adult’s 

learning process are discovered. Understanding these factors allows the researchers to 

provide some valuable suggestions to assist the adult with learning better. Additionally, 

the findings of this research also provide a foundation to develop a model of 

collaborative learning online.  

Key words: adult learners, adult education, on-line English learning, adult 

learning 

 

1. Introduction  
Due to the rapid advances in technology, a good education is not a luxury reserved 

only to the elites now (Faure et al, 1972). Computing power and its pervasiveness has 

profoundly altered the learning process for adults. Adults can be proactive and have 

more power when deciding learning context and tool selected. As H. Long (1983) 

points out, the information technology revolution has arguably made a deeper impact 

on the daily lives of people than the agricultural as well as industrial revolution, 

which is significant but much less globally ubiquitous. Furthermore, because of the 
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improvement of networked technology, the rate of taking on-line English learning 

courses increases substantially. However, adult learners may encounter some 

obstacles through the on-line English learning. For better understanding the reasons 

that may influence the adults’ willingness toward on-line English learning, the 

researchers adopt the method of interviewing to explore the possible factors.  

 

2. Literature Review  
In 1994 R. Edwards mentioned, advances in technology have profoundly 

transformed the space-time arrangement formerly existing between learners and 

instructors. Through on-line English learning, adult learners are able to learn at any 

time and any place. For better understanding the factors that may reduce adults 

willing to learn through the networked technology, some related literature are 

discussed as follows.  

2.1 The Theory of Force-field Analysis 

In 1967, H.L. Miller started to pay attention to the issue of participation. Based 

on the theory of A. Maslow’s hierarchy of needs and K. Lewin’s Field theory, Miller 

constructed a theory that could explain the relationship between learning participation 

and social status (Cross, 1981; Merriam & Caffarella, 1999). In Miller’s theory of 

Force- field Analysis, he believed that as long as the driving forces were stronger than 

the restraining forces, adults would be willing to participate in learning. On the 

contrary, if the restraining forces were stronger than the driving forces, adults would 

choose not to learn. Hence, if the educators are able to weaken the restraining factors 

of adults, adults will be willing to participate in learning.     

2.2 On-line English learning increases the knowledge of target culture  

Culture has been recognized as an integral part of developing language 

proficiency. Based on the results of a number of researchers investigating learners’ 

language competence, most of instructors have agreed that achievement in language 

proficiency is significantly affected by their personalities, cultural factors, and 
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background knowledge. Generally speaking, English readers are expected to read a 

paragraph linearly as well as directly; however, in a typical Chinese paragraph, the 

author likes to adopt an indirect thinking style. Hence, from the English readers’ 

perspective, papers by Chinese-writers lack unity and coherence of message (Chen, 

2001). Similarly, for the Chinese-readers, they have trouble when trying to understand 

the English-written articles. In addition, when Hung examines the English writing of 

Taiwan learners, he finds that the writings show relatively limited culture knowledge 

due to the lack of integration of English culture into the language curriculum (Hung, 

2001) Therefore, exposure to the target language environment is considered as the 

most efficient way to help students understand English. When learners accumulate 

enough English culture knowledge, it is easier for them to realize or write a 

grammatical and organized English document.   

The network provides learners a convenient access to the English environment 

and increases their comprehension of English culture (Sanaoui & Lapkin, 1992). The 

network reading materials provide learners numerous opportunities to explore various 

aspects of English. Then, the cultural differences existing between two groups can be 

elaborated upon in a written test from the network. Hence, the cross-cultural 

communication that is inevitable in most internet activities must be taken into account 

(Chapelle, 2001). To sum up, the network of English learning provides an opportunity 

for learners to explore various aspects of English they will otherwise not have a 

chance to experience.  

 

3. Method 

This study adopted the qualitative research to analyze the obstacle of on-line 

English learning. The in-depth interview was the research tool to gather the related 

information, and the data was collected and analyzed by the transcripts.  
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3.1 Research Framework and Methodology  

The research tools included digital recorders and notebooks to be directly 

utilized by the researcher. Because the researcher’s job was to gather and to analyze 

the data, the researcher was considered as the research tool as well. The method of 

interviewing was considered as the main research tool to explore the hidden factors. 

An official was chosen as the subject to do the case analysis. In addition, the 

researcher also kept the diary after each interview. The diary could not only help the 

researcher to reflect on the process of interviewing, but also to assist the researcher in 

analyzing the collected data as well.  

3.2 The reliability and validity of data 

In order to increase the reliability and validity of data, the triangulation would be 

used. Hence, the strategies included the transcripts, the diary of the subject and the 

documents. Owing to precisely catching up the message from subject, the researchers 

would carefully examine the transcripts. As long as the researchers were unable to 

understand the meaning of some phrases, the researchers would ask for an extra 

interviewing session or e-mail the subject for confirmation. For preventing the 

misunderstanding or the over-explanation of data, the results of the interviewing 

would be emailed to the subject. The reason was to make sure the message was 

examined accurately; if not, the subject would provide a more precise description. 

Hence, the reliability and validity of data was able to be achieved.  

3.3. The background of subject   

The subject of this research was an official serving at the Consulting of 

Agricultural. He had been using online-learning for three years. There were two major 

factors contributing to the official’s rationale to learn English. One was to fulfill the 

requirement of government policy which requires all younger high-level officials to 

pass the intermediate level of GEPT before the age of 40. The other reason was that 
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for self-realization and satisfaction of the official. Because of these two main reasons, 

the official started to search for a suitable English learning approach. However, 

regular English classes did not fit his needs because the nature of his job did not allow 

him to attend the English classes on time. He was forced to give up attending regular 

English classes. Then, he started to search for a more flexible learning method, and 

English learning through a network was considered as the most convenient learning 

tool for the official. He could learn English at any place and any time without 

limitation. Therefore, the official adopted the English learning through a network and 

he considered it as the best learning channel for him. Hence, the subject was a good 

candidate to introduce into this study. 

 

4. Result and Discussion 

Understanding the restraining reasons is a way to increase the rate of participation. 

By reducing the restraining reasons, the driving factors will have more relative weight. 

From analyzing the transcription of in-depth interviewing, three restraining reasons 

are discovered  

4.1 The load of family duty 

Most of the researches showed that singles were more willing to participate in 

learning courses (Long, 1983). Similarly, the subject said “I had much more time to 

surf on the internet before I got married….. But, now I spend lots of time doing 

housework as long as I get home (5/2, 2006)”. “My learning opportunities have 

decreased because my wife wants me to share the housework with her. Now, I have to 

take care of twins when I come back from work. I don’t even have my private time 

(7/3, 2006)”. “Well, but if I had an argument with my wife, I would stay in my room 

and go on the internet… ha ha (7/3, 2006)”. From the subject’s viewpoint, the 

responsibility for family really disturbed his learning condition or even reduced his 

2008 HICE Proceedings 
Page 6231



learning time. Hence, the researchers consider although on-line English learning 

provides the subject with the flexible learning time, the load of family duty is a 

problem for a married person.   

4.2 The condition of health 

So far, few studies point out the healthy problem may affect the rate of learning 

participation. In this research, however, the subject considered when he was very tired 

or got cold, he didn’t have the motivation or willingness to learn. As the subject said 

“I feel the healthy problem would influence my learning process….. Sometime, when 

I feel tired or get sick, I find that I can’t concentrate on English learning (5/2, 2006)”. 

Additionally, he said “My babies often cry at the midnight. Then, I have to feed them 

the milk …… I don’t have enough time for sleeping. I am really exhausted and my 

health is getting worse (7/3, 2006)”. Moreover, the subject also mentioned “Instead of 

participating in English learning, I would rather take a nap. Well…. You know, having 

enough sleep is important (5/2, 2006)”. Although most of researchers didn’t consider 

the condition of health may influence adult’s learning, the subject strongly expressed 

healthy problem reduces his willingness to learn. Hence, from this study, the 

researchers conceive the condition of health is one of obstacles that may affect the 

willingness of on-line English learning toward adult. .    

4.3 The lack of computer skills 

The subject considered on-line English learning provided him with a better 

learning channel; moreover, the amount of time he spent on English learning also 

increased as well. However, the subject also mentioned the problem of using 

computer interrupted his learning. The subject said “I like learning through network 

but the problem of computer often interrupts my learning process. … For example, 

the monitor of my computer sometimes appears the unknown windows. And, it keeps 

beeping… I have no idea what to do…… Then I have to call my cousin who is a 
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computer engineer. He knows how to fix the computer…I feel very frustrated for 

using the computer at that time (7/3, 2006)”. Then, the subject also expressed “If have 

the enough computer literacy, I will be able to deal with these technical problems 

right away (7/3, 2006)”. Although the subject thought the opportunities to get 

educated had expanded, his learning channel might be disturbed when he encountered 

the technical problems regarding the computer. Hence, equipping with the basic 

computer skills are required for an adult who is willing to participate in on-line 

English learning.    

Based on this study, the three obstacles, the load of family duty, the condition of 

health as well as the lack of computer skills, are found out. As long as the subject can 

solve these three obstacles, his desire of learning will improve.   

 

5. Conclusion 

   In this modern society, a common phenomenon has been identified where adults 

participate in learning activities, with a trend towards online learning. However, under 

a heavy workload, most adults are unable to take the regular English classes. With the 

development of technology, the network learning not only provides them with the 

newest knowledge and skills for adults but increases the opportunities to excel at 

learning as well. Therefore, more and more adults are interested in online English 

learning. However, some factors may disturb the willingness of learning for adults. 

For better understanding these factors, the researchers adopt the in-depth interview to 

investigate the possible restraining factors of learning. In this research, three 

restraining factors, the load of family, the condition of health and the lack of computer 

skills are found out.  
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Abstract 

This paper describes the development of a learning unit with corporate scientific explanation which 

is emphasized in learning activities following the 5E instructional model. In addition, fading scaffold 

technique is used to establish structure of learning activities to support open-ended inquiry 

practice. The major focus of this study is to determine the result of using the learning unit to 

students' scientific reasoning skills. Additionally, the students' learning achievement, the students’ 

attitudes towards science, and a participating teacher’s opinion towards the learning unit will be 

evaluated. There is no result on the effectiveness of the learning unit in this initial paper. The 

learning unit is being piloted with a classroom of 7th grade students during the next two months. 

Then, it will be implemented with a classroom of 7th grade students at another school. However, 

the results of the study will be informative to science teachers and educators in providing a deeper 

understanding in the area of supporting open-ended inquiry and practice in scientific explanation. 

Moreover, the idea of using fading scaffold technique might be helpful for all areas in education. 

The structure of activities following fading scaffold technique and findings from pilot study will be 

discussed in the paper presentation.  

Keywords: Scientific explanation; Open-ended inquiry; Fading scaffold technique; Scientific 
reasoning; Attitudes towards science 

 

 

 

1. Introduction 
 
According to the knowledge-based society, people usually face a multitude of controversial 

socioscientific issues, such issues that evolve from the interactions of science and society 
as cloning, genetically modified organisms (GMOs), and global warming (Sadler & Zeidler, 
2004). Good science education, therefore, should prepare students for living in the 

complex society (The Institute for the Promotion of Teaching Science and Technology 
(IPST), 2004). Well prepared students will be able to use their understanding of scientific 

concepts and scientific processes to make informed decisions about the complex issues 
confronting them in their daily life. Consequently, the researcher has developed the 
learning unit with corporate scientific explanation using fading scaffold technique to  
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encourage students to be rational thinkers. This paper provides background and rationale 
for the study and introduces the objectives of the study. It then describes the 

methodology of the research consisting of research procedures, data collection, and data 
analysis, and it finally reports progress of the study. 

 
 

2. Background and Rationale 
 
Contemporary science and society share a complicated interdependence. Scientific 

research is frequently based on the needs of a society, and society often benefits from the 
scientific research output. As a result, the advance of science plays an important role in all 

dimensions of societies and shapes the development of social norms.  
 
Almost all countries put science in the first main concern. One crucial component in 

creating strength in science is the management of science education in preparing citizens 
for living in a complex society as efficient producers and consumers (IPST, 2004). 

Considering the knowledge-based society, people need to make personal and ethical 
decisions about a variety of controversial socioscientific issues which are difficult for 
individuals because they are open-ended, ill-structured problems with no definitive 

answers (Sadler, 2004). Evaluating these issues requires the ability to assess the 
trustworthiness of evidence, distinguish correlations of causes, hypotheses and 

observations, and evaluate the extent of risk based on available information (Osborne et 
al., 2001). The impact of science on society makes it imperative that all individuals 
throughout the world become scientifically literate. Accordingly, countries all over the 

world require the dynamic revision in the management of science education. The Thai 
Basic Education Curriculum was also reformed as a result of the Thai National Education 

Act (TNEA) of 1999 in order to prepare students for the era of globalization (Office of The 
National Education Commission (ONEC), 1999). As students become voting and 
empowered citizens after graduation, understanding of scientific concepts and scientific 

processes will help them to make informed decisions about the complex issues facing 
them (Driver, Newton, & Osborne, 2000).  

 
Contrary to the goal of science education preparing students to be rational thinkers, 

science is usually portrayed from a “positivist perspective” as a subject in which there are 
clear “right answers” and where data leads students to accept conclusions without any 
questions. (Kuhn, 1993). In Thailand, Bhumirat (2001) criticized that teaching and 

learning of science are based on the lecture approach where students typically focus on 
textbook-reading, note-taking and memorizing subject matter. Therefore, students tend 

to acknowledge the unproblematic collation of facts about the world without considering 
their origins or understanding the nature of constructing the knowledge. Kuhn (1962) 
argued about the knowledge building process that science usually progresses through 

dispute, conflict, and argumentation concerning the suitability of experimental design, the 
interpretation of evidence in the light of alternative theories, and the validity of knowledge 

claims. Consequently, it is essential to reconceptualize the practices of science instruction 
to portray scientific knowledge as “socially constructed” because the function of a good 
science education is to accomplish the same thing in the context of science. (Driver, 

Newton, & Osborne, 2000; Osborne, 2004). Previous studies have examined students’ 
scientific explanation and scientific reasoning, most of which uniformly indicated that 
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students have difficulty in articulating and justifying their claims (e.g., Bell & Linn (2000); 
Chinn & Malhotra (2002); McNeill & Krajcik (in press); Sadler (2004); Sandoval (2003)). 

Jansawang (2005) found in her research that the Thai students from inquiry classroom 
made conclusions on findings without identifying the relationships. As a result, 

establishing the authenticity of the knowledge building activity in classrooms is the crucial 
element in this study. The researcher particularly recognizes the significance of scientific 
explanation or argumentation as a key component expressed during the process. 

Construction of scientific explanations requires students to use evidence from their inquiry 
to evaluate and revise their claims, and use relevant scientific principles to make the 

evidence more reliable. Students, therefore, need to pay more attention to all processes 
of their inquiry. That would be a foundation of rational thought for students to resolve 
scientific controversies that confront them in their everyday lives. Moreover, it is also an 

effective way to promote students’ achievement because a multitude of studies have 
shown significant relationships between formal reasoning ability and student achievement 

(Tobin, 2007). 
 
In classroom practice, most science teachers realize the importance of teaching and 

learning science through scientific methods of inquiry, the efforts within constructivist 
rationales to engage students in the same thinking process and activities of scientists by 

placing them in investigative settings. Nevertheless, as described above, science 
instruction is still far away from the real community of scientists since the problems to be 

investigated, the equipment to be used, the procedure, and the answer to the problems 
are all structured for the students by cookbook type laboratories (Furtak, 2006) called 
verification labs or traditional, direct instruction. This might partially affect students’ 

articulation and justification of their claims because they lack understanding for the 
rationale of conducting laboratories. Furthermore, they usually write conclusions following 

text books without full understanding. As portrayed by Chinn and Malhotra (2002), text 
books or teachers usually present the theories, laws, or facts. Therefore, students have no 
chance to experience constructing theoretical explanations on the basis of evidence. This 

significant omission has also led to important shortcomings in the education that is 
provided about the epistemology of science (Lederman & O’Malley, 1990). As a result, a 

majority of studies found students’ lack of views on the nature of science (NOS) (e.g., 
Lederman & O’Malley (1990); Sukjin, Scharmann, & Taehee (2005)). In order to better 
represent the nature of scientific inquiry, that is the heart of science, and help students 

improve their ability in scientific reasoning, the methods of scientific inquiry in a 
classroom should be more open-ended. The cookbook type laboratories should be 

replaced by open-ended inquiry so that rationales for doing such open-ended inquiry as 
identifying problems, planning and conducting experiments, and making conclusions will 
be proposed by students themselves.  

 
Implementing open-ended inquiry at the beginning might be too difficult for students who 

are not familiar with these practices. Hackling (2005) claimed that students need 
scaffolding as a way to get rid of the barriers in their learning. A teacher as a scaffolder 
will enable students to complete complex mental tasks that they could not complete 

without assistance (Pearson & Fielding, 1991). Hogan and Pressley (1997) suggest for a 
whole class scaffolding that the more students can regulate themselves, the more the 

teacher has time to scaffold other students in need. An effective way to help students 
internalize learning is fading assistance over time. Students, therefore, need to think back 
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by their own how to complete a complex task. By this means, students become more and 
more independent for what to do next while they internalize the learning. As a result, the 

researcher considers fading scaffold technique as an effective way to help students be 
familiar with open-ended inquiry, the way to encourage scientific explanation in their 

class. Fading scaffold technique helps students internalize learning and takes more 
responsibility for their learning by gradually removing assistance over times, letting them 
complete a complex task independently. The researcher believes that establishing open-

ended activities with corporate scientific explanation would not only make the classroom 
interactions much more like those of scientists, but also result in students’ improvement 

in scientific reasoning, learning achievement, and attitudes towards science. For the above 
reasons, it is crucial to improve instruction in science to reach science educational goals. 
The researcher intends to develop a learning unit with corporate scientific explanation 

using fading scaffold technique to promote middle school students’ reasoning skills. 
 

 

3. Objectives of the Study 
 
The research objectives include as following: 
  

  1. To develop and to implement the learning unit with corporate scientific 
explanation using fading scaffold technique to promote middle school students in 

reasoning skills;  
  2. To evaluate the result of using learning unit to students' scientific 
reasoning skills;  

  3. To evaluate the result of using learning unit to students' learning 
achievement;  

  4. To evaluate the result of using learning unit to students’ attitudes towards 
science; and 
  5. To evaluate the participating teacher’s opinion toward the learning unit. 

 
 

4. Methodology 
 

The researcher aims to develop the learning unit titled “Matters in Daily Life”. This section 
describes procedures for the research study. There are three main parts as following.  
 

 
4.1. Learning Unit Development 

 
Goals of the learning unit explicitly align with the Thailand’s National Education Act of 
1999 and Amendments (Second National Education Act of 2003), the Basic Education 

Curriculum of 2001, and the Thai National Science Curriculum Standards. In addition, data 
from review of literatures, problems and needs of current science education are also 

incorporated into formulating the goals of the learning unit. Curriculum standards, focused 
on the learning unit, are drawn from Sub-strand 3: Matters and Properties of Matters, as 

part of the Thai National Science Curriculum Standards. Main topics in the learning unit 
comprise matters and classification of matters, solutions, acid-base solutions, and 
separation of matters. The learning activities emphasize scientific explanation along with 
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inquiry practices following the 5E instructional model. In addition, fading scaffold 
technique is applied in determining the structure of learning activities to support open-

ended inquiry, an effective way to promote scientific explanation that is a foundation of 
rational thought. The activity at the beginning is in the form of lab verification. Then, it is 

orderly changed to guided inquiry, open-guided inquiry, and finally open-ended inquiry. 
Overall, there are 7 lesson plans in the learning unit which lasts 21 hours. 
 

To assess and evaluate the effectiveness of the learning unit draft, it was sent to three 
experts: a science education instructor, a science education specialist, and a middle 

school science teacher. The experts examined and verified the learning unit draft on the 
basis of its validity and correspondence of all components in the unit. All the information 
and suggestions from the experts were used to revise and complete the draft. Then, the 

learning unit will be piloted during the 1st half of the second semester of the 2007 
academic year with a classroom of 7th grade students at Khon Kaen University 

Demonstration School, Khon Kaen, Thailand. Purposes of the pilot study are to 1) test 
quality of the learning unit by considering time, appropriateness and flow of the 
instructional sequences, and 2) check some problems that might occur during the main 

study. Information and suggestions from pilot study will be also used to revise the 
learning unit. 

 
 

4.2. Learning Unit Implementation 

 
The learning unit will be implemented during the 1st half of the second semester of the 

2007 academic year with a classroom of 7th grade students at Wattananakorn School, 
Srakaew, Thailand. All research instruments for collecting data are as follows. 

 
• Reasoning Test: Students’ reasoning skills will be assessed by using the 

reasoning test adapted from the Test of Logical Thinking (TOLT) (Tobin, 

2007). 
• Learning Achievement Test: Students’ learning achievement will be assessed 

by using the Learning Achievement Test developed by the researcher. 
• Attitudes towards Science Measure: Students’ attitudes towards science will 

be assessed by using the attitudes towards science measure adapted from 

Kind, Jones, & Barmby (2007)’s study. 
• Classroom Observation Form: The overall outcome during implementation of 

the learning unit will be observed by using the classroom observation form 
developed by the researcher. 

• Teacher’s Opinion towards the Learning Unit Interview Form: The 

participating teacher’ opinion towards the learning unit will be assessed by 
using the teacher’s opinion towards the learning unit interview form. 

 
All components of data collection and period of collecting data are shown in Table 1. Data 
from the main study, in terms of students’ scientific reasoning skills and learning 

achievement will be analyzed by using basic statistics. The students’ attitudes towards 
science scores, will be analyzed using One-Sample t-Test. Qualitative data from classroom 

observation and the teacher’s opinion towards the learning unit will be interpreted in 
terms of a descriptive report.  
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TABLE 1 ALL COMPONENTS OF DATA COLLECTION 
 

Time 

Type of data Instrument Information 

B
e
fo
re
 

D
u
ri
n
g
 

A
ft
e
r 

Reasoning test Students’ reasoning skills 
/  / 

Learning achievement test Students learning 

achievement 

 

/  / 
Quantitative data 

Attitudes towards science 

measure 

 

Students’ attitudes towards 

science 
/  / 

Classroom Observation 

Form 

 

Classroom events 
 /  

Qualitative data Teacher’s Opinion towards 

The Learning Unit Interview 

Form 

 

Teacher’s opinion towards 

the learning unit 
  / 

 
 

4.3. Learning Unit Evaluation 

 
The effectiveness of the learning unit will be judged by the following criteria: 

 
  1. Students' scientific reasoning scores after learning by using the learning 

unit are higher than cut-off score; 
  2. Students' learning achievement scores after learning by using the learning 

unit are higher than cut-off score; and 
  3. Students’ attitudes towards science scores after learning by using the 
learning unit are higher than before. 

 
 

5. Progress of the Research 
 
The learning unit has been piloting for preliminary study. There is no result on the 

effectiveness of the learning unit in this initial paper. However, the structure of activities 
following fading scaffold technique and findings from pilot study will be discussed in the 

paper presentation.  
 

 

6. Conclusion and Future Work 
 

This paper has provided a brief description of the current research, development of the 
learning unit to primarily promote students’ scientific reasoning skills. The results of the 

study will be informative to science teachers and science educators providing a deeper 
understanding in the area of supporting open-ended inquiry and practice in scientific 
explanation to support scientific reasoning skills. With this paper, the researcher hopes to 
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encourage teachers in both science and other areas to regard on the extent to which their 
current instruction is consistent with this awareness which might be influential to their 

future planning of instruction. In addition, it is possible to apply this innovative idea to 
promote some other skills. For future work, another interesting direction is to study 

appropriate level of fading scaffold in structuring activities in science class.  
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Abstract 

“Individual differences” is one of significant branches in psychology. 
It focuses on the issue of “how different” and “why different” among 
individuals. Although the studies concerning the differences among 
children, youngsters, gender, race or culture are quite abundant, few 
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researches investigate the topic of individual differences among adults. 
With the lifespan continuously prolong, realizing the individual 
differences among adults becomes an important issue. As Lovell (1992) 
mentioned, the differences among individuals keep changing with time, 
and the changes could affect adults’ learning ways. 

In that the concept of “individual differences” among adults is quite 
complicated, the researchers aim at investigating the influencing factors 
of individual differences among adult learners. By understanding these 
related factors, some useful suggestions are able to make. Hence, the first 
part of this paper is to define the meanings of the individual differences 
among adult learners. Then, the characteristics of the individual 
differences among adult learners are illustrated. Realizing the individual 
differences among adult learners is able to assist the adult educators with 
understanding the various learning styles of adult learners. In the last part 
of this paper, the researchers provide with several valuable 
recommendations for the adult educators.  
 

Keywords: individual differences, adult learners, adult educators, 
adult education, adult learning 
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Abstract:  As a result of recent educational reforms, many accountability measures have 

been implemented to improve the current state of K-12 education. However, the 
effectiveness of these measures is constrained by the accuracy of the student 
records on which they rely.  Record tracking and accurate data reporting are 
essential in making informed decisions pertaining to educational policies, fund 
allocations, program evaluations, and research.  In the case of students whose 
primary/home language is other than English (PHLOTE), an accurate record 
keeping and tracking is essential and, as the results of this study showed, 
especially problematic.  This exploratory pilot study examines the degree of 
inaccuracies in the district data reports on HLOTE students, percent of error 
found in student classifications, and the implications behind these inaccuracies.     
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Abstract: 
This paper presents results of a qualitative research project undertaken in an 
infant/toddler center in Taiwan.  The researcher explored the changes in the 
interactions between caregivers and babies before and after the caregivers received 
infant massage training.  Three caregivers and 11 infants under 2-year old were 
involved in this study.  The purpose of this one-year project was to uncover the 
benefits of infant massage to infants, caregivers as well as parents; and to provide 
guidelines to the teachers/caregivers when practicing infant massage.  Qualitative 
research methodology was adopted to fulfill the goals of this project.  Caregiver’s 
teaching log, researcher’s observation journals, and interview excerpts were collected 
and analyzed.  The results showed that after the caregivers learned the skills in infant 
massage, they became more aware of how to have appropriate physical contact with 
the infants- e.g. more touch, hold, hug…etc., they would also try to engage infants 
within their field of vision, more directly vocalized to infants, and had a greater ability 
to read infants’ cues. The reactions of infants were reciprocal and reflected 
more-secure attachment to their caregiver.  They were more eager to “talk” and 
demonstrated an early stage of awareness of self and space.  Additional benefits for 
the caregivers after practicing infant messages were they felt that they received more 
respect from parents. They were more delighted and confident to communicate and 
share with the parents about infants’ daily experience. They felt more comfortable 
viewing selves as a professional caregiver.  Guidelines for practice infant massage in 
infant/toddler center were also developed during the course of the project.  In this 
report, these guidelines were divided into four topics for discussion, i.e. preparing 
environment, preparing the babies, appropriate strokes, and communication with 
parents. The grouping of guidelines follows the steps of the process and the purpose 
of guidelines was to help caregivers provide a consistent and high quality 
infant-massage experience to infants. 
 
Key words: infant massage, qualitative research 
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Abstract: 

    Songs and rhymes are important teaching resource for infant/toddler 
education.  This article is the result of a research project undertaken by a collage 
teacher and an infant/toddler center teacher in Taiwan.  26 infants and toddlers, 
ages from 6 to 36 months were involved in this study.  The purpose of this 
one-year project was to develop curricula containing songs and rhymes to support 
learning among infants and toddlers, and to provide guidelines to infant-toddler 
center teachers/caregivers in teaching.  Action research methodology was 
adopted to fulfill the goals of this project.  Teacher’s teaching log, video tapes, 
and interview excerpts were collected for analyzing.  For the results, we share 
our insights for curriculum development and provide the songs/rhymes that were 
successfully tested in this project.  For example, the most popular themes of 
songs/rhymes were animals, parts of the body and/or familiar daily activities.  
The end result is a set of 45 curricula based on 45 songs/rhymes, such as “This 
Little Piggy”, “The Family”, “One-Two Buckle My Shoe”, “Clap Along With Me”, 
“This Is The Way We Take A Bath?”  Every one of them includes instruction 
methods as well as teaching supplements.  Finally, based on the valuable findings 
of this project, suggestions/guidelines for teaching infants and toddlers were 
discussed. 

Key words: infant/toddler education, action research 
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6. Project Abstract: 

 
Learning a foreign language can enrich early childhood education by helping a child 

to comprehend written languages faster and possibly learn to read more easily 

(Bialystok, May 1997).  

Japanese101.com is an appealing and convenient way to learn and teach the 

Japanese Language.  The website serves children from preschool through 

elementary school and the adults who care for them. We match our Japanese 

learning videos to the needs of children at each developmental stage of their 

childhood with special content to help adults make the most of every learning 

opportunity. Because kids learn in different ways and with different media and have 

different strengths, there is a collective impact when educational content is streamed 

online on your time.  Watch any or all of our digital Japanese lessons with a few 

clicks of your mouse you can start, stop, pause, rewind, fast-forward and play your 

video again without a VCR with your child on your time and learn directly from the 

comfort of your own home (pajama's not included). 

 

Project Paper: 
A new national report on the quality of preschool services underscores that Hawaii like 

much of the nation, still has much work to do in the area of early childhood education 
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(The Honolulu Advertiser, March 27, 2006). To enrich early childhood education, 

learning a foreign language can really help a child comprehend written languages faster 

and possibly learn to read more easily.  Figuring out the rules for two different kinds of 

writing systems (English and Japanese) helps children understand each system better.  

(Bialystok, May 1997).  

 

Provide Entertaining Japanese Language Education 
Students will develop an urge to return to Japanse101.com not because it is educational 

but because it is fun & exciting (Stambor, 2006).  I call this “disguised education.”  Let 

children watch our programs on their time and learn directly from the comfort of your 

own home. 

 

Our goal is not only to provide students exciting classroom lessons or resources 
but also targets rural children 
There are approximately 22,000 rural school students in the State of Hawaii.  The 

22,000 students served by Hawaii’s rural schools rank among the nation’s most 

impoverished and most transient; the state’s schools have the highest percentage of 

minority students and the 4th highest percentage of students learning the English 

language (Why Rural Matters 2005, and Setzer, 2005).  Rural school students can 

access our videos thereby supplementing their own curriculums with courses not 

offered in their rural community due to the lack of teachers because of district 

administrative budget restraints. 

 

Supporting the Teaching Process 
Providing Access to Handouts and Notes Online 

Online technology can be used as a provider of class materials such as homework 

assignments or class handouts.  Children and their parents will be able to check their 

homework, tests and quizzes, its answers, lecture notes, and download handouts from 

lectures.  (www.japanese101.com/videos/V2001.htm) Click on videoplayer to view 

handout. 
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24/7 Reference 

Distance learning allows you to study at your own pace.  Distance learning 

provides children and their parents the flexibility of studying at a their own speed 

and intensity.  Also, distance learning allows you to catch up with everything in 

class easily.  If a child wanted to rewrite their class notes the child could log on to 

the Internet and replay streaming video of the days lecture.  With the advent of 

distance learning, if you are sick, out of town or bad weather prevents a child 

from attending school they can login to the Internet and watch important lectures 

and not miss class. 

 

Create Virtual Classrooms 

Conduct inexpensive collaborative, live training sessions with Japanese 

language instructions and students in different locations, complete with 

multimedia presentations, cartoons and music.  Classroom sessions can be 

recorded and shared, allowing students the opportunity to review content even 

after the live event is over.   

 

Provide Instant Access 

Ensure participation by eliminating technical barriers.  Automatically publish your 

courses using Macromedia Flash Player, already installed on 98% of browsers 

worldwide, so students can instantly access training without cumbersome 

downloads.  

 

Incorporate Your Existing Content and Easily Update Content 

Manage course content with a fully searchable content library, which makes it 

easy to find, retrieve, reuse, and update existing online videos.  
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Integrating Other Subjects such as Mathematics, Physical Education, 
Ethics, and Social Study. 
Integrating Foreign Language and Content Instruction in the classroom is called 

content-based instruction.  Content-based instruction is a method of teaching 

foreign languages integrating language instruction with instruction in the content 

area. In this approach, the foreign language is used as the medium for teaching 

subject content, such as mathematics, social studies, or science. The goal of 

integration is both language learning and content learning. Content-based 

classrooms are not merely places where a student learns a secondary language; 

they are places where a student gains an education. The language that students 

use comes from natural situations, such as a science unit on the solar system or 

a math lesson on counting numbers (www.japanese101.com/videos/V1002.htm). 

 

Measuring the Impact of Japanese 101.com on the Teaching Process.   
Evaluation Methods 

Distracter: The distracter, for all its strengths, is a fairly crude instrument.  It tells 

you that a child understands what is happening on the screen and as a result is 

paying attention.  But it doesn’t tell you what the child understands or, more 

precisely, it doesn’t it tell you whether the child is paying attention to what he or 

she ought to be paying attention to.  Check what parts of the video managed to 

hold the students’ attention and what parts didn’t  (Gladwell, p106 and Harvard, 

Sesame St. Team Up in Course, 2005). 

 

Eye Tracking:  Eye movement research is base on the idea that the human eye 

is capable of focusing on only a very small area at one time.  If you can track 

where someone’s fovea, (clustered in a small region in the very middle of the 

retina) is moving and what they are fixating on, in other words, you can tell with 

extraordinary precision what they are actually looking at and what kind of 

information they are actually receiving (Gladwell, p108).   

 

2008 HICE Proceedings 
Page 6252



Conclusion 
Japanese101.com is an appealing and convenient way to learn and teach the 

Japanese Language.  Students will develop an urge to return to Japanse101.com 

not because it is educational but because it is fun & exciting.  Distance learning 

allows you to study at your own pace.  If you can hold the attention of children, 

you can educate them.  Children don’t watch when they are stimulated and look 

away when they are bored.  Children watch when they understand and look away 

when they are confused.  If you are in the business of educational streaming 

video, this is a critical difference.  It means if you want to know whether and what 

children are learning from your content, all you have to do is to notice what they 

are watching (Harvard, Sesame St. Team Up in Course, 2005).  

Japanese101.com is an ideal learning and teaching method.  Learning a foreign 

language can enrich early childhood education by helping a child to comprehend 

written languages faster and possibly learn to read more easily.  
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How Do Agents Come To Know About Structure? 
Ellen Chun-Wen Lin 

 doctoral candidate, Department of Education, National Taiwan Normal University  
 

Abstract 
 

As Archer(1988) points out, the problem of dualism has been an ‘acid test’ for all 
sociologists. Bourdieu tries to transcend it in terms of habitus(1977), Giddens with 
structuration theory(1984), and Archer herself in a morphogenetic approach(1988, 
1995). All of them achieve great work indeed, but none, Giddens in particular, 
actually probe into the matter of how agents come to know about structure. Habitus 
gives partial explanation, some may say, but partial is just not good enough and 
unfortunately Archer’s internal conversation seminal though remains rudimentary.  

In fact, how agents come to know about structure is at least as important a 
question within education. In this paper, I take Taiwan for an example to see what 
students as agents think of the structure; that is, the credential society they were born 
into. I spent ten months in a year 7 classroom collecting observational and interview 
data. Totally 50 semi-structured interviews were carried out and taped and transcribed 
in full. The interviews took between 40 minutes and an hour. On the basis of my 
empirical study, I would suggest: (1) Agents’ perception of structure does vary with 
their social origin, in other word, class. Undoubtedly, class etches itself in people’s 
minds. (2) However, for some students, the opinions of peers are more important than 
those of parents. (3) Besides, mass media have great influence, especially on those 
from working classes. (4) To some degree, agent’s life experience as well as personal 
attribute explains the intra-class difference in perception.   
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Abstract 

 

Across the United States, the number of children with autism spectrum disorders is rising, 

as is the number of disabled children currently being included into the mainstream 

curriculum.  This presentation will describe the significance of this issue at a national 

level and describes a plan to develop materials that will assist in the successful 

integration of children with autism into mainstream educational settings.  To meet this 

goal, the principal investigator of this study is currently in the process of employing a 

qualitative methodology to survey educators, parents and students with autism in the New 

Jersey area about the availability of various narratives that have been used to teach 

students with and without autism about this condition.  The proposed presentation will 

describe these findings and their implications.  Ultimately, based on the findings of these 

surveys, the principal investigator hopes to create a series of developmentally-appropriate 

children’s story books which might be used alone or in combination with companion 

books to promote disability awareness and teach appropriate social skills to students with 

and without autism.   
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Background / Significance of the Project. 

Since the passage of PL 94-142 in 1975, children with disabilities have been 

ensured the right to a “free appropriate public education” in U.S. schools.  For every 

individual child, “appropriate” has a different meaning.  Similarly, whether educational 

services should be received in the regular education classroom, in a segregated special 

education setting, or in some individualized combination of both environments depends 

on the child.  But educators, parents, and administrators have spent several decades 

debating how to provide the best “free appropriate public education” to every child with 

an individualized education plan. 

It has been twenty years since Madeline Will, assistant secretary of the U.S. 

Office of Special Education and Rehabilitation Services, proposed that greater efforts be 

made to educate children with mild or moderate disabilities in regular classrooms (Will, 

1986).  Her introduction of the Regular Education Initiative [REI] sparked a major 

national debate but laid the foundation for the inclusive classroom (Dybvik, 2004).  At 

present, nearly 50% of students with disabilities spend at least 80% of their school day in 

the mainstream classroom (Dybvik, 2004). 

Despite the controversy, children remain children.  Whether they have disabilities 

or not, children benefit from regular interaction with their peers, crave opportunities to 

engage in play, and grow through learning experiences that promote their physical and 

cognitive development.  In fact, many studies suggest that there are observable benefits to 

educating children with special needs along side their non-disabled peers.   For example, 

students with emotional and behavior disorders who are educated in inclusive 

environments may improve in appropriate behavior, language development and self-

esteem (Lewis, 1994) while students with learning disabilities and mild mental 

retardation are likely to grow academically (Cole, Waldron, & Massoumeh, 2004).  

Furthermore, if students are given the opportunity to practice social skills in age-

appropriate contexts, they are more likely to become well-adjusted, active members of 

their communities.   

It is imperative that students with disabilities be given numerous opportunities to 

develop socially.  Studies suggest that school-aged students with disabilities have a 
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variety of cognitive and behavioral characteristics that place them at risk for social 

difficulties.  Specifically, research suggests that students with disabilities may have 

difficulty with executive function1 (Batshaw, 2002), metacognition2 and self-regulation3 

(Batshaw, 2002;  Mercer & Pullen, 2005;  Ellis, Deschler and Schumaker, 1989), social 

interaction (Batshaw, 2002;  Hazel & Shumaker, 1988) and social competence (Mercer 

and Pullen, 2005;  Seigel, 1996).  Taken together, these characteristics place students 

with disabilities at risk for adjustment problems well into the adult years.  Furthermore, a 

recent review of the literature regarding social difficulties in students with various types 

of disabilities suggests that the social opportunities of students with disabilities are often 

more limited than those of their typically developing peers.  For example, children 

(particularly boys) with intellectual disabilities and children with learning disabilities, 

experience significantly more loneliness and social isolation than their peers without 

disabilities, even in inclusive settings  (Janney and Snell, 2006).   

One group of students that is at particular risk for social isolation is the group of 

students with autism spectrum disorders4.   Students with autism exhibit core deficits in 

three specific areas:  communication, social awareness and reciprocity, and restricted or 

repetitive behavior (Batshaw, 2002;  American Psychiatric Association, 2000) .  Studies 

suggest that these characteristics are neurologically-based and may be associated with 

more complex visual and working memory deficits (Williams, Goldstein, & Minshew, 

2006) or difficulties with the development of a theory of mind5 (Baron-Cohen, Ring, 

Bullmore, Wheelright, Ashwin, & Williams, 2000;  Baron-Cohen, Ring, Wheelright,, 

Bullmore, Brammer, Simmons & Williams, 1999).  The complexity of the disorder, 

compounded with a lack of knowledge associated with its origin, make it a serious 

concern.   
                                                 
1 The psychological term “executive function” refers to the cognitive ability to plan and organize our own behaviors. 
2 The psycho-educational term “metacognition” refers to the cognitive ability to think about and evaluate one’s own 
thoughts. 
3 The psychological term “self-regulation” refers to an individual’s ability to regulate his/her own behaviors based on 
situational demands. 
4 The term  “Autism Spectrum Disorders” refers to three specific conditions within the broader diagnostic category of 
“Pervasive Developmental Disorders.”  Autism Spectrum Disorders [ASDs] include (1) Autistic Disorder, (2) Asperger 
Syndrome and (3) Pervasive Developmental Disorder, Not Otherwise Specified [PDD,NOS].  Because the core deficits 
of these disorders are essentially the same and the characteristics vary only in terms of severity, henceforth the term 
“autism” will be used in a broader sense to include individuals with any one of the three autism spectrum disorders. 
5 The psychological term “theory of mind” refers to an individual’s capacity to understand that other people have 
minds and that their actions are driven by individual thoughts, emotions and intentions. 
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Nationwide, the number of children with autism is estimated to be 1/166 (See 

http://www.cureautismnow.org).  According to a report by the U.S. Department of 

Education, the number of children with autism between the ages of 6-21 in U.S. schools 

rose steadily from 5,415 in 1991-92 to 118,602 in 2001-02  (U.S. Department of 

Education, 2003)6.  These data also suggest that since 1991, every state in the United 

States has experienced an increase in the number of students with the diagnosis of autism 

(Yazbak, 2003).   These numbers will continue to rise as more affected children enter 

school.  Additionally, there is also reason to believe that the number of children with 

autism in New Jersey schools is disproportionately higher (Center for Outreach Services 

for the Autsim Community, 2007). 

Yazbak (2003) points out that according to the New Jersey Department of 

Education (2003), there were 514 six-year-olds with autism in New Jersey public school 

during the 2001-02 academic year but only 14 students with autism who were 21 years of 

age.  This discrepancy represents a change in enrollment patterns and reflects an increase 

in the number of young children with autism in New Jersey who need specialized 

educational services.  In an attempt to address the needs of the growing number of 

children with autism in the United States, landmark legislation was recently introduced to 

Congress (The Combating Autism Act of 2005) which would provide federal grants to 

every state for research, screening, early diagnosis and intervention for children with 

autism.   

Dybvik (2004) conducted a review of autism and the inclusion mandate.  In this 

article, she documents a tripling of the number of children with autism who spend a 

substantial portion of their school day in the mainstream classroom.  Given the fact that 

more children with autism are entering our schools, it is safe to assume that more children 

with autism will be interacting with children who do not have autism.  Given the current 

educational trend towards more inclusion, it is imperative that school communities work 

together with families to encourage and promote social awareness and acceptance of 

individuals with autism.   

                                                 
6 According to U.S. Public Law, children with disabilities qualify for free and appropriate public education until the 
age of 21. 
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The overall purpose of this project is to promote social awareness of autism (and 

social inclusion) among school-aged children.  Specifically, a series of developmentally-

appropriate story books will be conceptualized, researched, and created for use with 

children with autism receiving education in regular education settings as well as children 

without disabilities who interact with classmates who have an autism spectrum disorder.   

Data presented at the Sixth Annual Hawaii International Conference on Education 

(January 2008) will be limited to survey research gathered from advocacy organizations, 

students, parents, and educators who agree to assist the principal investigator in better 

understanding what types of narratives are currently being used in New Jersey schools to 

promote inclusion among students with autism.  This includes:   

 

1. Information about existing resources regarding autism, disability awareness, and 

inclusion. 

2. Survey data from teachers of preschool and school-aged programs in the New 

Jersey area. 

3. Survey data from parents of preschool, school-aged, and middle school children 

with autism spectrum disorders. 

 

Findings will be presented within a state-wide and national context and implications for 

future research and practice will be discussed. 
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A Comparison of Adult Students’ Perceptions of Web and Interactive Audio-Video Classes 
 

Dale E. Thompson, Cecelia Thompson, Kenda Grover and Terri Owens 
 

University of Arkansas 
 

Web Classes 
 
Web or online classes are instruction delivered electronically using computer-based media.  The 
classes are most often accessed through Internet sites.  At the University of Arkansas, web 
classes are offered through the College of Continuing Education and presented using the 
software application of Blackboard.  This software allows the instructors to design lessons using 
a variety of approaches.  General information and instructions can be posted for specific lessons.  
Often a textbook is used to support the subject matter for the lessons.  Additional information 
can be provided with links to websites, journals, and video material.  Many instructors add 
videos created with Tegrity.  The videos may be instructor presentations or guest speakers.  
Assignment tools allow the instructor to give quizzes and assignments that are only viewed by 
the student and instructor.  The discussion board allows small or large groups of students to 
interact with the instructor and other students.  Using the discussion board, students can discuss 
issues or react to answers by other students.  Students also check the discussion board to 
compare their answers to the answers of other students.  Students’ grades are recorded on 
Blackboard.   
 
Using Blackboard, students are exposed to a variety of media that accommodates many learning 
styles.  Most often, the information in a web class is up-to-date resources found on the Internet 
rather than an out-of-date textbook.  Web classes provide convenient education.  Students can 
work on their assignments when they choose and pace the instruction to fit their needs.  It allows 
them to communicate with other students in many locations and at the convenience of the other 
students. 
 
Web classes require 100% participation by students.  Students in a traditional classroom can skip 
classes and not participate fully in class activities.  However, in a web class, every student must 
complete every lesson and be engaged with all topics.   
 
Web classes can also create problems for the instructor and students.  The accuracy of resources 
found on the Internet can be questioned.  The instructor must check the accuracy and 
appropriateness of any materials posted on the web class.  The instructor must also deal with the 
problems created by students using inaccurate or biased Internet sources.  Finding information 
can be a difficult task because of the number of websites available on any topic.   
 
Web classes can also be a problem unless the instructor and students have good technical 
support.  If a student does not have up-to-date equipment and reliable access, they will not be 
able to benefit from many of the features of a web class.  Frequently students have difficulty 
learning how to use the features of Blackboard when they begin a class.  When they are more 
experienced, the problems diminish.   
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The quality of student answers may be a problem in web classes.  Students may not give in-
depth, thoughtful answers.  They simply post an unacceptable answer and the instructor must 
follow-up with substantial feedback to encourage critical thinking. 
 

Interactive Audio-Video Classes 
 
Interactive audio-video classes are learning presented by telecommunication.  This educational 
format creates “a series of rooms connected electronically.  In a television environment, the 
origination classroom is the one where the teacher is present.  Distance sites or remote 
classrooms are the locations connected by the telecommunication system”  (Smaldino, Lowther, 
& Russell, 2008, p. 161).   Any number of students may be at the different sites. 
 
Interactive audio-video instruction is cost effective for the institution because one teacher can 
teach a number of students at many sites.  It mimics the traditional classroom.  The teacher can 
talk directly to the students and the students can talk to the instructor as well as other students.  
This system is synchronous, so students have an opportunity to view body language, hear tone of 
voice, and receive an instant response.   Students also have the opportunity to learn how to use 
the technology of the system to give oral presentations. 
 
Interactive audio-video can also create many problems for instructors and students.  There is the 
possibility of poor video or audio transmissions and breakdown of the system in one or all sites.  
At the University of Arkansas, the system uses telephone services.  When the system goes down 
for any reason class time is lost.  Even a slight delay in transmission can create a barrier to 
learning.   
 
The instructor must arrange ahead of time to have handouts and other visuals at the remote sites.  
The instructor has no classroom control at the remote sites.  Students can conduct conversations 
at remote sites without being seen or heard by the instructor.  They may or may not be on task.    
 
Attendance may also create problems for the instructor and students.  They may not come to 
class or come late or leave early.  The instructor may not be aware of the absence of students.  
This problem is compounded if there are large classes and many remote sites. 
 
It may be difficult to recognize and identify students at the remote sites.  This limits the amount 
of rapport the instructor can develop with students.  The microphones and cameras in the 
classroom may intimidate students.  This can limit their participation. 
 

The Study 
 
This two-year study compared undergraduate students’ perceptions of two types of distance 
education classes.  The classes were required as part of bachelors of science degree program in 
human resource development offered through the College of Education and Health Professions at 
the University of Arkansas.  The students completed a block of eight distance education 
courses—four by web and four by interactive audio-video.  This study examined which method 
the students preferred.   
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The 90 students who participated in the study were adult students ranging from 25 to 55 years of 
age.  They were members of intact cohort groups during the duration of the study.  All were 
juniors or seniors, and they were off-campus students employed in full-time jobs.  The data was 
collected twice during their academic program—once at the end of the first semester and once 
after the fourth semester.  Students completed eight courses during their program. 
 
Data for this study was collected with a questionnaire designed by the researchers.  There were 
three sections with a Likert scale that ranged from 5 for strongly agree to 1 for strongly disagree.  
The first section included items about general perceptions of distance education.  The students 
were asked to choose their preference of delivery method.  The second section included items 
specifically related to interactive audio-video classes, and the third included items related to web 
classes.  The last section of the questionnaire contained open-ended questions for general 
comments about distance education and instructor procedures. 
 
The results were compared by gender, age, job title, years of work experience and preferred 
learning style.  There were no significant differences based on this demographic data. 
 
After the first semester, the majority of students (71.8%) indicated a preference for web-based 
classes.   About a quarter of the students (23.5%) preferred the interactive audio-video format.  
Only a few (4.5%) expressed no preference.  After the fourth semester the majority of students 
(64.2%) indicated that a preference for web-based classes.   About a third of the students (31.3%) 
preferred the interactive audio-video format.  Only a few (3.9%) expressed no preference. 
 
The items with the highest rating on the first three sections of the questionnaire included the 
following. 
 
Highest Perceptions of Distance Education 
 
ITV and web classes require students to take control and be responsible for some aspects of the 
class. (4.85) 
 
I would recommend that other students take similar courses. (4.67) 
 
Perceptions of ITV Classes 
 
The ITV classes provide a comfortable environment for learning. (4.40) 
 
Being in a classroom with cameras and microphones does not deter my learning. (4.36) 
 
I feel free to express my ideas and opinions in ITV classes. (4.33) 
 
Perceptions of Web Classes 
 
I take time to think over my responses for my web classes.  (4.64) 
 
I feel that my learning has been adequate in web classes.  (4.55) 
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Posting assignments on the discussion board allows me to express how I feel about issues.  (4.50) 
 
Lowest Perceptions of Distance Education 
 
The items with the lowest ratings on the first section of the questionnaire included the following. 
 
I had a sense of accomplishment after completing distance education courses.  (2.92) 
 
My distance education instructors encouraged student participation.  (2.92) 
 
My distance education instructors are available and helpful.  (2.95) 
 
There were no items rated below 3.75 on the second and third section of the questionnaire. 
 
Student Comments 
 
Some of the views expressed by the students about web classes described the convenience of 
working on the class at any time.  Students said, “The web class is more time friendly.” and “in 
web classes, I am able to work class when it is convenient for me.  I still get feedback from my 
group members, and I’m part of the discussion.”   Other students preferred the pacing of the web 
classes.  They said, “The web class allows me to work ahead,” and “I like web because of the 
self-paced independent study.”  
 
Some students enjoyed the classroom atmosphere of interactive audio-video classes.  They said, 
“Seeing and hearing other students and instructors is important to me,” and  “I enjoyed the group 
work and class presentations.” 
 
Two main categories of comments emerged about class format.  The first category was related to 
time issues and the second was flexibility.  Two thirds of the comments were related to time, and 
one-third were related to flexibility 
 
Time issues related to web classes included comments about the class fitting time and work 
schedules, not having to travel to a class, convenience of working at home, not spending time in 
class, working ahead on the lessons, more time to think about what to write, and having more 
time to complete assignments. 
 
Issues related to flexibility included comments about the ability to work ahead, work at own 
pace, think through answers before posting, take classes toward degree. 
 
The only category that emerged from the comments about interactive audio-video classes was 
interaction with classmates and instructor.  Students stated that they enjoyed working with their 
classmates, seeing and hearing the instructor and classmates, listening to the instructor, asking 
questions, working in groups, and getting an instant response from instructor. 
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When students were asked to comment about instructor procedures, some of the categories that 
emerged were the same for both class formats.  Thirty percent of the comments emphasized how 
important it was for the instructor to communicate often with the students.  The wanted their 
instructors to communicate by e-mail, phone, discussion board or in person.  Twenty-five percent 
of the students said that work should be graded promptly.  They wanted feedback about their 
work before they completed additional assignments.  Twenty percent of the comments 
emphasized the importance of clear expectations, instructions and examples.  The remaining 
comments were specific to the class format.  Student comments about web classes indicated that 
the instructors should make classes fun and motivating.  Student comments about interactive 
audio-video classes emphasized that instructors should plan projects and discussions rather than 
lectures and videos (10%).  They also said the instructors should include the remote sites in 
discussions (7%) and give frequent breaks (4%). 
 
In this study, most students preferred the web-based classes.  The convenience of working on 
assignments at any time and self-pacing of lessons were the primary reasons for their preference.  
After taking four classes in each format, there was a slight decrease in preference for web classes 
(-7.6%) and a slight increase in preference for interactive audio-video classes (7.8%). 
 
In this study, students felt their learning was adequate, and they would recommend distance 
education to other students.  However, the students did not have a great sense of accomplishment 
after completing the classes and indicated that instructors do not have a great deal of interaction 
with them. 
 
Smaldino, S., Lowther, D., & Russell, J. (2008).  Instructional Technology and Media for 
Learning.  Upper Saddle River, NJ:  Pearson/Merrill Prentice Hall. 

2008 HICE Proceedings 
Page 6269



Title: Live, Learn, Lead – Integrating Leadership into the University 
Curriculum 
 
Presenters:   Dr. Patricia Neufeld & Mary Shivley  
  Emporia State University 
                                1200 Commerical 
                                Emporia, KS 66801 
 
Email                         pneufeld@emporia.edu & 
mshivley@emporia.edu 
 
Program Summary: 
 
Citizenship isn’t easy.  Increasingly, colleges and universities have begun leadership-
related academic programs in order to prepare students for public life and active 
citizenship.  This session will focus on one university’s development of a minor in 
leadership to address the important lessons of democracy and socially responsible 
leadership for an ever-changing world as ell as prepare students to make a difference in 
their communities and organizations.  Democracy can be frustrating, but when you work 
hard with others you can accomplish extraordinary things.   
 
Program Objective:  
  
Since the early 1990’s, an increasing number of colleges and universities have begun 
leadership-related academic programs in order to prepare students for public life and 
active citizenship.  Emporia State University has recently developed a comprehensive 
curriculum that provides an in-depth study of the leadership process and presents students 
the opportunity to experience both the theory and practice of leadership.  By learning 
about leadership at the individual, group, and organizational level, students who 
participate in leadership courses learn to develop and practice leadership across multiple 
contexts.   
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The Effects of Governance Reform on Instructional Practices in a  
Traditional and a Charter School 

  
ABSTRACT 

The purpose of this study is to examine autonomy in governance practices in a 

conventional and a charter school, in a suburban school district, to determine the possible 

effects, if any, of governance on instructional practices. California’s public school reform 

has concentrated on raising school performance by creating a top down accountability 

system based on standardized test results and centralized decision making. The question 

of how to reform California’s public schools while raising school performance and 

remaining in compliance with state and federal mandates specifically the requirements of 

No Child Left Behind (NCLB) and federal special education law has proved to be a major 

problem. Concurrently, the number of charter schools has steadily increased until they 

have rapidly become California’s most popular public school reform.  

 Case study methodology was applied to investigate autonomous decision making 

in a conventional and a charter school. Surveys exploring the four connecting points of 

autonomy (professional development, curriculum and instruction, budget and personnel) 

were administered to the administration and teachers of the conventional and the charter 

school and the school site council of the conventional school. The Managerial Decisions 

Taxonomy (Davies & Hentschke, 1998) was used to analyze survey results and to 

identify opportunities to increase site decisions and to assess the extent of autonomy 

relevant to the four connecting points.  
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 3

The Effects of Governance Reform on Instructional Practices  
In a Traditional and a Charter School   

 

 This case study investigates the extent to which decisions in the four connecting 

points of autonomy of professional development, curriculum and instruction, budget, and 

personnel described by Davies and Hentschke (1998) were the most significant in 

influencing instructional practices. The sample for this study consisted of two schools, 

school B, a nonprofit independently funded charter school and school A, and a 

conventional, district-funded school. Both schools varied in school autonomy. It was 

hypothesized that school B would provide more opportunities for site-based decision 

making, and that site-based decisions in the four connecting points of autonomy would 

lead to improvement in instructional practices. It should be noted that study is limited by 

its sample size, that is, only two schools were investigated and by the differing number of 

staff participants. However, the design of this exploratory study is similar to that 

employed by Buckley and Wohlstetter (2004). Both schools could be described as high 

capacity schools that were willing to assume greater decision making responsibilities and 

willing to address local problems. Sample selection focused on the totality of the effect of 

eight descriptors so that the study was not negatively impacted by any single descriptor or 

combination of any two descriptors. Eight descriptors of sampling were identified by the 

California Department of Education (2004) and were used in the selection of the sample 

population thus providing a closely matched sample for studying the effect of governance 

on instructional practices across four connecting points of autonomy.  

 An evaluation of the study focused on two categories of findings. The first 

category focused on findings supporting the research questions that guided the study.  
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Following an evaluation of the findings from the research questions, the evaluation 

focused on findings that were observed beyond the research questions.  

 This study will be driven by a series of research questions that include: (1)  

What are the principal forces that appear to shape governance practices in a conventional 

school? (2) To what extend is shared decision making observed in the four connective 

points of autonomous organizational units? (3) What are the principal forces that appear to 

shape governance practices in a charter school? (4) How do governance practices differ 

between a conventional and a charter school with regards to range of autonomy? (5) How 

do parents and teacher’s perceptions of governance practices differ between a 

conventional and a charter school? (6) What observed differences exist in the four 

connecting points of autonomy and practices that can possibly be attributed to or linked to 

governance? (7) Does the range of autonomy differ across the four connecting points of 

autonomous managerial decision making? (8) Does the presence or absence of autonomy 

in a conventional and a charter school influence instructional practice? (9) Does any one 

person retain veto power over professional development, budget, personnel and 

curriculum and instruction decisions? (10) Does the range of autonomy differ between 

what is expected to what is observed in both settings? 

 The study will seek to determine if four connecting points of autonomy 

affect the range of autonomy in the four connecting pints of autonomy as 

addressed by the ten research questions that guided the study. 

Sample 

Both schools selected for the sample have been in operation for at least 2 years to 

ensure that their respective governance structures were implemented. School B, a public 
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charter school, was incorporated on May 30, 2000, numbered by the California State 

School Board on June 7, 2000, and opened on August 22, 2002 (California Department of 

Education, 2006). School B refers to itself as a traditional school and is the only school in 

the area implementing the Core Knowledge Curriculum (CKC) designed by E. D. Hirsch, 

Jr. The governance of school B consists of a charter school contract negotiated with the 

local school district and supported by a nonprofit board of directors. This group supplies 

expertise and services in the four areas of autonomous decisions. 

 School A operates within the governance structure and board policies of the 

district, adhering to state performance guidelines and uses a district curriculum aligned 

with state content standards.  

 To accurately describe the two schools, eight categories of descriptors were 

reviewed: (a) school demographics, (b) academic performance, (c) parent demo-graphics, 

and (d) parent involvement. School demographics included: (a) total enrollment, (b) SES, 

(c) ethnicity, (d) diversity index, (e) mobility rate, (f) number of full time equivalent 

teachers (FTE), (g) percentage of credentialed teachers, and (h) percentage of teachers 

with emergency credentials and class size. Sources of the demographics were obtained 

from CDE (2005). 

Schools are similar with respect to Social Economic Status (SES), number of 

students receiving free and reduced lunches, ethnicity, ethnicity diversity index, school 

performance, and academic outcomes. For reporting purposes, a direct-funded charter 

school is considered for Academic Performance Index (API) purposes. Both schools: (a) 

are considered high performing schools, (b) focus on academic outcomes, (c) are 

considered successful schools by the community, (d) have extended day tutoring, (e) have 

2008 HICE Proceedings 
Page 6275



 6

extracurricular programs, (f) have active parent clubs providing student support, and (g) 

have active school communities that value education as evidenced by the parent level of 

college education (Principal interviews, January 2004). The schools are different in that 

they have different governance structures and levels of parent involvement. 

Data Collection 

 Data for the study were collected from a variety of sources, including school-site 

interviews, principal surveys of governance, and teacher surveys of governance and 

instructional practices. In order to assess the level of autonomy in the sample schools, a 

30-item short-answer survey which also served as the one-to-one interview guide was 

developed by the researcher to address the ten research questions. Areas addressed  

in the one-to-one interview guide include: (a) forces that shape governance at each school, 

(b) extent of shared decision making, (c) presence or absence of autonomy in instructional 

practices, (d) governance differences, (e) veto power, (f) differences in parent and teacher 

perception of governance, and, (g) expected versus observed range of autonomy. Similar 

forms of the survey were administered to principals, teachers, and members of the 

traditional school site council and the state director of charter schools. The survey was 

based the Taxonomy of Management Decisions (Davies & Hentschke, 1998), and survey 

items were developed to investigate each research question. Each item was correlated to 

the taxonomy and the research questions such that the raw data would reflect the 

perceptions of autonomy held by study participants. The study measure was particularly 

focused on the presence (or lack thereof) of the right of managerial decision making with 

respect to the four connecting points of autonomy and the aspects of autonomy covered by 

the research questions. 
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 For the one-to-one interviews, common threads for all groups of general interview 

questions, included each group’s perception about school choice, each school’s mission, 

and who has the final responsibility for decision making in the four autonomous 

connecting points. The survey also served as the structured interview guide. Additionally, 

the respondents were asked if their perception of the presence or absence of autonomy 

had any effect on instructional practices. 

 Although the researcher interviewed the SSC of school A, for school B, no site 

council interviews occurred as school B is not required by the district authorizers to have 

a SSC as a part of their governance tier. However, nonscheduled interchanges occurred 

between the researcher and parents took place during site visits. The substances of these 

conversations e noted. Additional measurement consisted of onsite observations, visits, 

and informal exchanges initiated by the researcher or participants. 

 Individual interviews were conducted with the principals of each school and 35 

teachers from both sites (29 from school A and 6 from school B). The sample represents 

89% of the universal sample. Teacher members had previously been identified by their 

principals or other teachers as being interested in the study and represented differing 

grade levels, curriculum areas, programs or organizational positions. The researcher 

conducted introductory interviews with each principal to provide background information 

on several of the areas that were included in the survey. Each principal was asked about 

his perception of the presence or absence of autonomy in his school with regard to the 

four connection points of autonomous decision making and the reform of instructional 

practices. Small group interviews took place with school A’s site council as those 

individuals also expressed a preference for small group interviews as opposed to a one-
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to-one setting. Data collection was undertaken from March 25, 2004 through May 27, 

2004. 

 Data analysis resulted in identifying the presence of absence of autonomy within 

the four connecting points of autonomy and the perception of principals, teachers, and 

parents regarding site-decisions in a charter and a conventional school. Research 

questions were tracked across the four connection points of autonomy and school 

governance decisions. Perceptions of school autonomy in terms of the ability to influence 

instructional practices through site-based decisions were analyzed. The Managerial 

Decisions Taxonomy was applied to the majority response data. Additionally, participant 

responses were then reviewed for particularly significant comments that would lend 

clarity and tone to the findings.  

Major Findings 

 Results for each of the four connecting pints of autonomy and each of the research 

questions were derived from the raw data analysis. The major findings are summarized as 

follows: 

1. Professional development. Both schools engaged high levels of participation 

in informal and formal professional development activities aimed at improving 

instructional practices. School A mandates professional development bi-monthly during 

the school day and teachers attend district and county scheduled professional 

development seminars. Application of the Managerial Decisions Taxonomy to interviews 

and surveys resulted in a narrow range of autonomous decision making. School B had a 

wide range of options based on informal teacher-to teacher discussion and the use of a 

stipend for selecting formal professional development activities for improving classroom 
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instruction. The extent of teacher options in selecting a wide range of professional 

development activities was significant according to the Managerial Decisions Taxonomy. 

2. Curriculum and instruction. School A teachers were accorded high levels of 

input regarding the curriculum in core areas. Implementation of the district curriculum 

resulted in school A teachers experiencing a narrow range of autonomous decisions in 

improving instructional practices. Prior to its opening, school B teachers opted for the 

school to offer the CKC. This decision on the core curriculum resulted in providing them 

with opportunities for a wide range of autonomous decision making opportunities that 

spearheaded reforming instructional practices.  

3. Budget. School A is subject to district budgetary decisions with 

implementation left to individual schools. Consequently, school A teachers and 

administration experienced a narrow range of autonomous decision making. School B 

does not have district constraints on its budgetary actions. The principal has the 

responsibility of assisting with a variety of budgetary administrative services. School B 

teachers had more opportunities for a wide ranger of autonomy in decision making as 

California Charter school law intends.  

4. Personnel. School A is part of the district’s centralized personnel 

administration organization. Teacher vacancies are viewed as district vacancies and may 

be filled through transfer or hiring new teachers. Either way, this is a central office 

decision. The Managerial Decisions Taxonomy revealed a narrow range of autonomous 

decisions by school A teachers. By contrast, school B teachers have major input into 

personnel decisions. Teachers hired for the school B need specialized skills for offering 

electives and providing services to students. In addition, the school B principal has veto 
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power over hires. School B teachers were involved in a wide range of personnel 

decisions.  

5. With respect to the four points taken separately, control of professional 

development decisions was more apparent in school B than the school A. School A 

teachers attended district, county and school based activities but school B had more 

control of decisions regarding professional by being granted a stipend to use for 

improvement of instructional practices. Control of budget decisions were more likely to 

occur at the school B in an atmosphere independent of the district oversight. Personnel 

decisions were more controlled by school B and included recruiting and hiring teachers, 

and parent involvement in the classroom. 

 The following are the results for the research questions and the four connecting 

points taken together, as related to the study’s areas of focus. Findings for differences (as 

stated in the questions) were combined for continuity purposes. 

1. Forces that shape governance. Forces that shape school A’s governance 

include the SSC, the principal and the teachers. The SSC functions largely as a separate 

governance entity within school A’s governance structure. The principal is the executive 

secretary to the SSC, conducts faculty meetings and meets with parents and teachers. 

Forces that shape school A’s governance are the vision, the principal, parents and 

teachers. The vision of the school is supported by the school’s charter. The principal is 

continually involved as a force that shapes governance with teachers involved in site-

based decisions. Parents are involved in local parent groups that largely assist the site in 

its day-to-day operations.  
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2. Shared decision making. Shared-decision making at school A is expressed as 

teachers participating in professional development activities planned by the teachers and 

by the SSC. School B’s participation in site-based decisions includes teacher participating 

in grade-level activities and participating in planning and implementation of the CKC. 

School B teachers also perceive that they participate in shared decision making by 

receiving a stipend for professional development activities to support improvement of 

instructional practices. School B teachers also make up the majority of hiring committees. 

School B teachers decide with the principal/executive director how funds will be spent on 

improving instructional practices.  

3. Governance differences. The range of autonomy was more restricted for 

school A than for school B. School B is a part of the district’s centralized decision 

making process that provides the school few opportunities for autonomous decision 

making in the four connecting points of autonomous decisions. School A relies on 

partnerships between the district, school, parents and teachers and grade-level planning 

for their decision making process. School B is not part of the centralized district 

governance agency and is operating within a flattened hierarchy of governance decisions. 

The site has more control over decision in the four connecting points of autonomy and is 

held responsible for outcomes of those decisions by the principal/director. As for 

curriculum and development, school A is a part of the District curriculum framework and 

is responsible for the implementation of the District curriculum. By contrast, school B's 

principal, faculty and staff chose which curriculum model to develop for the school’s 

curriculum prior to its opening. Governance differences are also present for budget. 

School A teachers are part of a larger district budgetary process for enriching classroom 
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instruction utilizing a shared governance organization between the district and the school. 

School B is a small school that has few tiers in its governance organization which affords 

it the opportunity for localized budgetary decisions. Personnel decisions at school A are 

controlled by the district with school A having a teacher on the hiring committee that 

makes recommendations for hiring to the district. School B teachers and principal are in 

the majority on the hiring committee and mostly have their decisions upheld by the 

charter board. Differences in levels of governance were the result of differences in the 

presence or absence of layers of governance in each organization with school A’s 

decision making part of a top-down, decision-making model and school A decision 

making being part of a bottom-up decision-making model. 

4. Range of autonomy. School A’s decisions are vested internally with the SSC, 

principal, and teachers through articulation of grade-level curriculum, participation in 

hiring, and budgeting process, and participation on the site council. School B decisions 

are made during teacher discussions with the principal. School B teachers perceive that 

small school size promotes more internal decisions in the four connecting points of 

autonomy. Both schools share a belief that they have opportunities for autonomous 

decisions at their site. At school B, governance is a combination of school and district 

decision making that is parceled out into: (a) district level decisions, (b) shared decisions 

made by the principal’s office, (d) decisions made in concert with the principal, and (e) 

shared decisions arrived at by the SSC, other parent organizations, and teachers and the 

principal. School B’s parents and teachers view governance as a process of sharing site 

decisions through discussions with the principal and having those decisions ratified by 

the charter board. 
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5. Differences in governance across the four connecting points of autonomous 

managerial decision making. Key management decisions for school A derive from 

district, parent, teacher and leadership partnerships. School A perceives its partnerships 

as part of its autonomous governance decision making process within the four connecting 

points of autonomy. The school perceives site decisions as having an effect on 

instructional practices. School B experiences a wide range of autonomous governance 

decisions that have a direct effect on instructional practices. These decisions are 

channeled through teacher and principal discussions and decisions and are routinely 

ratified by the charter school. School B teachers and parents view governance vested as 

shared decisions between the parents, principal, teachers and the charter school board 

across the four connecting points of autonomy. Teachers at both schools perceive that 

they have more opportunities for autonomous decisions than other schools in the district. 

However, the perceptions of the presence of the extent of site decisions varied greatly. 

School A teachers characterized school-site decisions as resting internally with the school 

site council, principal and teachers. They perceive an influence of governance on 

instructional practice as being comprised of differentiated learning and small-group 

instruction. School B teachers characterized site decisions as part of their teacher-leader 

role that is free of district interference and one of the major reasons they came to teach at 

school B. 

6. Influence on instructional practices. School A teachers believe that they have 

the opportunity to reform instructional practices with the principal during faculty 

meetings and discussing instructional practices reform with the SSC. School B sees the 

effect of charter school governance on instructional practices as experiencing increased 

2008 HICE Proceedings 
Page 6283



 14

participation in local decisions with the school principal. Local decision making includes 

choosing and implementing the CKC and meeting with the principal to discuss 

instructional practices. School B teachers see their role as decision makers and as owners 

of the CKC, thus having the ability to reform instructional practices. Implementing the 

CKC and aligning instructional practices with the CKC is a major focus of school B. 

However, sample size seemed to limit the impact of reform on instructional practices as 

there were many more teachers at the public school. 

7. Veto power. Veto power for school A’s decision making is vested in the 

central organization. School A experiences few autonomous governance decisions, and 

experiences policy and veto power by the central office affecting decisions within the 

four connecting points of autonomy. Veto power over school B decisions is vested in the 

charter school board. School B has access to the charter school board through the 

principal. School B’s small size and quick access to the charter school board shifts 

governance decisions within the four connecting points of autonomy to the school B. 

These decisions are exclusive of district veto power.  

8. Expected versus observed range in autonomous decisions. It was expected 

that California Charter School law would provide charter schools with extended 

opportunities for autonomous decision making. School A was expected to experience a 

narrow range of opportunities for autonomous decisions within the four connecting points 

of autonomy as part of an overall district master plan (Goodlad & McMahon, 1997; 

Dennison, 1998; Murphy, 2000; & Ravith, 2001). 

9.  School B was expected to experience a wide range of opportunities for 

autonomous decision making because of the lack of layers of bureaucracy. School B 
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experiences implementation of decision making in the context of district policy, 

regulations, and the amount of decision-making the district agrees to shift to the site. 

(Hill, 1996; Sarason, 1998; Finn, Manno, & Vanourek, 2000; Kolderie, 2003; &). 

Comparison of both schools using a narrow versus a wide range of autonomous decisions 

scale indicated that school A experienced a narrow range opportunities for autonomous 

decisions through responsibility for implementation of district programs and school B 

experienced a wide range of autonomous decisions, in part due to its small size and direct 

access to the charter school board by the principal/executive director. Access to the 

charter school board provides school B with an open access to the charter school board 

minus the layers of bureaucracy. 

Decision Rights 

 Management decisions were used to place schools on a continuum of 

organizational autonomy. Major categories of managerial decisions were identified in 

each category of the Managerial Decisions Taxonomy using the raw data to ascertain 

whether managers inside of or external to the organization had the right to make those 

decisions. They are summarized as follows: 

1. Decisions about the business to be in. The right of decision to decide the 

business to be in resides within the district. However, school B was responsible for more 

decisions regarding instructional practices with less decisions occurring external to the 

charter school than did the school A. This places school B on the autonomous side of the 

autonomy-dependent decision making continuum. 

2. Decisions about how to organize and operate the production process or 

service delivery of the organization. Management decision rights of school A are a part of 
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the umbrella of district decisions. District decision rights extend through all aspects of the 

organization. This results in the conventional school having few opportunities for making 

decisions about organizational operation and delivery of instructional practices. 

Management decisions at school B on the other hand are decentralized with the 

principal/executive director responsible for delivery of instructional practices. The 

additional responsibility of more decisions placed on the charter school site results in 

school B’s being identified as more autonomous on a continuum of autonomous versus 

dependent decision making. 

3. Decisions about the kind of labor to employ and how that labor is 

compensated. School A operates under state and local agreements, policies and 

bargaining agreements regarding the qualifications of the people it hires. School B’s 

decisions rights regarding labor do not take place within a collective bargaining 

environment, but at school B, greater opportunities for local decision making are present. 

The ability of school B to be freed from district constraints of collective bargaining 

agreements and district hiring policies frees up school B to make more decisions and 

become more autonomous. 

4. Decisions about the customers to be served. School A’s enrollment depends 

upon district decisions. School B has the opportunity to enroll students based on their 

charter agreement. This gives school B opportunities for making decisions about 

enrollment, placing school B in a more autonomous position on the autonomy-dependent 

continuum.  

5. Decisions about the categories of revenues to pursue in order to operate the 

Business. Both schools derive their financial income external to their site. Both schools 
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have external financial decision rights to support school activities through special funding 

projects financed by the community and local business. However, school A is bound by 

district decisions regarding revenues. It is free to obtain special project funding from the 

community and local business but they are bound by district regulations concerning 

decisions about categories of revenues to pursue. School B is free to make decisions 

about categories of revenues to pursue in order to support instructional practices. 

Implications 

 A number of implications can be drawn from the comparisons of the two schools 

in terms of the degree of autonomy each school displayed in the four autonomous 

connecting points based on the Managerial Decisions Taxonomy where autonomy is 

expressed as the amount of basic decisions rights that exist within each organization.  

 School A and school B are dependent organizations within a larger district 

organization and it is the degree of dependence that restricts the opportunities to reform 

instructional practices. School B governance flexibility extended, in particular, to 

professional development and curriculum and instruction such that these points of 

autonomy became the vehicles for impacting reform of instructional practices.  

 Though each school shared internal decisions, school B’s model of school 

governance granted more autonomy at least in those areas investigated by the study that 

are areas linked specifically to the reform of instructional practices. For example, school 

B had opportunities to make decisions in the autonomous connecting point of curriculum 

and instruction by choosing the curriculum of the school, which entailed numerous and 

ongoing decisions about curriculum and instructional practice reform. Such opportunities 

placed the school as having more autonomy along the dependent/autonomous managerial 
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decisions continuum. What’s more, school B’s choice for faculty was recommended 

directly to the charter school board for ratification, thereby greatly reducing the number 

of levels of external decisions in the autonomous connecting point of personnel. School 

B does not operate within the confines of a collective bargaining agreement which grants 

to school B more autonomy in decisions making. School B’s organization makes 

decisions internally that impact hiring, and compensation. These internal decisions affect 

how easily the charter school can reform instructional practices. Internal decisions place 

the charter school toward the decentralized and autonomous side of the managerial 

decisions continuum and results in real autonomy for school B. 

School A shared a lesser measure of autonomy but attempted to increase internal 

decision by establishing supportive partnerships across the educational community in the 

four connecting points of autonomy. Spreading input for internal decisions served to 

increase opportunities for internal site decisions as well as increase the amount of 

internal decisions. District support for increased internal decisions continued to shift to 

the site. This shift to support partnerships allowed parents and teachers to contribute to 

site decision making, and most importantly to share the power of internal decision 

making for reforming of instructional practices with the teachers. However, school A 

was not delegated significant decision making rights to determine the type and frequency 

of professional development activities--not so for school B. Decisions about professional 

development did focus on local needs. School A was more dependent on district 

decisions than was the charter school. In fact, school A exhibited significantly fewer 

opportunities for decisions regarding budget and directing expenditures for improving 

instructional practices. School B realizes a high level of decentralization allowing it to 
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organize and reorganize itself in order to meet their goals and objectives for improving 

instructional practices.  

To reform instructional practices, school A requires layers of external district 

driven decisions prior to reorganizing instructional practices. School A is organized 

around a district organization whereas school B organizes and operates within its own 

internal decisions within the four connecting points of autonomy. This gives school B 

more autonomy and enables it to use its resources to influence instructional practices. 

Beyond the Research Questions 

 Study implications were also suggested by unanticipated findings. It became 

apparent that a relationship developed between leadership styles and staff satisfaction. A 

cooperative style of leadership observed at the charter school resulted in a flattened 

hierarchy of decision making that channeled decisions to the site through a series of 

partnerships between the principals, teachers and the non-teaching staff. Partnerships 

were formed through connections between the principal and staff members who shared a 

common vision of the school.  

 Both schools worked to strengthen partnerships between the school and the 

parents. Parents viewed these partnerships as opportunities to participate and have a voice 

in site governance. Staff, parents and the community sharing a voice in site decisions 

often referred to the conventional or the charter school as “their school.” Politically active 

parents want to participate in school governance and that participation in school 

governance carries over to home instruction. Parents from both schools participated in 

fund raising and other activities designed to strengthen instructional practices by 
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furnishing the school with supplies, transportation for field trips, sponsoring special 

events, and furnishing content expertise.  

 Concurrently, community members without students attending either school were 

willing to participate in school governance by forming community forums to discuss 

ways to support school reform including instructional practices. The study supported the 

hypothesis that when schools are vested with visionary leadership, parents, and the 

community will support shifting decisions relating to education across the four 

connecting points of autonomy, to the local site. This support translated into a desire on 

the part of the conventional administration, staff, parents, and members of the community 

to take part in forums organized to support ways to shift some of the governance 

decisions across the four connection points to the site. Specifically, when leaders 

articulated their vision of the school, parents and the community responded by 

participating in forums that became an important tool for shifting governance decisions to 

the site. The main focus of shifting decisions to the site was to further timely and efficient 

reform of instructional practices. Study findings are important for districts to consider as 

they continue to look for ways to involve the community in the present political climate 

of parents, school leaders, and teachers seeking a stronger political voice in site decisions 

and reform of local public schools. 

 Study findings may also have implications for those public and private schools 

that are committed to achieving quality school performance. For example, both study 

schools emphasized school performance in their mission statements and school mottos. 

Parents and community were heavily invested in maintaining and exceeding API levels. 

Additionally, the charter school has a great deal in common with the majority of private 
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elementary schools in terms of some factors critical to reform of instructional practices, 

such as extensive parent involvement, student enrollment, faculty size, and governance 

structure. 

 Study data results may be applied to the development of sustainable high levels of 

academic performance sought by public or private school. Essentially such development 

will require those closest to the classroom to consistently participate in decisions across 

the four connecting points of autonomy. Shifting decisions enables the school to have a 

voice in decisions supporting instructional reform. 

 The results of this study are relevant for schools, be they private or public, that 

share many of the same goals, that is, nurturing children supporting students to become 

problem solvers, teaching social and time management skills and assisting students to 

become fulfilled persons through a shared value system. It was noted that the public and 

charter school principals, teacher, parents, and local community often described school 

goals as: (a) communities of educators; (b) families committed to excellence in 

education; (c) students acquiring study skills and academic knowledge to reach their 

highest potential; and (d) becoming responsible, self-reliant critical thinkers. Study 

participants were convinced that their involvement in decision making was furthering the 

schools’ goals and what’s more they were achieving their goals. Both public and private 

schools that are focused on high performance typically do provide a vigorous student 

centered academic curriculum through partnerships with the surrounding community. In 

their quest for excellence, private schools also seek partnerships with parents to equip 

students to become community leaders. The transition then to governance through 

autonomous decision-making should be a viable option for private schools in that a 
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number of the requisite underpinnings of shifting decisions are already in place. They 

include goals, a dedication to high performance, partnerships, a high value on education 

and a common vision of what the school could become.  

 Data from this study do not infer that to increase school performance, charter 

schools are the only strategy for addressing the challenges of school reform. Shifting 

decisions to the site does not automatically guarantee the reform of instructional 

practices. If autonomous decisions are the result of shifting decisions to the site then the 

site must have the leadership in place to build a common vision with teachers, parents, 

and the community of what their school could become. 

 There are several constraints that Districts need to consider before  

implementing the charter school model of governance. First, principals are slow to 

embrace shifting authority to the site. Shifting to the charter school model requires a 

collaborative partnership style of decision making for which the principals are not 

trained. Presently, there are very few principals that can articulate to their staff a vision of 

what their schools can become. Articulating a vision is an important first step to 

implementing the charter school model described in this study. Principal preparation 

currently supports a top down model of governance with the principal fitting into a niche 

determined by the district bureaucracy. Most public school principals are not capable of 

implementing the charter school model of governance due to a lack of training and are 

not programmed for accepting and implementing site-based decisions. Consequently, 

lacks of second generation principals exist to implement the charter school model of 

governance during the next decade. 
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 Second, the survey reveled that not all teachers at the public school were willing 

to take on the added responsibility for decision making across the four connecting points 

of autonomy. Currently, teachers are also trained in the top down model and are not 

trained to implement the charter school model or to assume accountability for school 

performance results. 

Conclusions 

 The pattern of findings and their implications highlight the influential role of 

internal decisions on instructional practices. Autonomy in making internal decisions in 

both schools contributed to the reform of site governance and instructional practices 

through site participation in internal decisions. Each school did exercise a degree of 

internal decision making which increased opportunities for reforming instructional 

practices. Although both principals openly supported internal decisions, school B came 

closer to actually making internal decisions that influenced instructional practices. 

School B was more likely to be freed from the district bureaucracy and consequently was 

able to provide teachers a greater voice in site decision making. 

 Analysis of autonomy differences between the two schools supports some telling 

conclusions. Essentially, school A has two governance structures: One, a district 

organization and a smaller site organization that is split between teachers and the SSC. 

This tandem governance structure contributes to layers of decisions that have to be 

coordinated before they can influence instructional practices. School B provides the 

school with a single layer of veto power held by the charter school board, which results 

in school B consistently having a voice within the decision making power of the charter 

board and greater autonomy for the site. School B teachers have a greater voice in the 
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four connecting points of autonomy, without exception, thus providing school B with a 

ready avenue for ratification of internal decisions. In truth, school B teachers are 

responsible for decisions within the four connecting points of autonomy. School A is a 

part of the district organization that has built-in decision making controlled by the central 

administration, leaving little room for site decision making opportunities. 

 Even though the district has transferred some its decision making authority to 

school A, the range of decision making opportunities for teachers is narrow. The 

opportunities themselves remain a small part of district decisions. Even though the 

principal at school A is skilled at blending decisions in a collaborative atmosphere, the 

actual range of decisions that the entire school can make within the four connecting 

points of autonomy is also narrow, the net effect being that school A experiences little 

autonomy with internal decisions and has minimal impact on instructional practices.  

 School A does provide some opportunities for reforming instructional practices 

through faculty meetings and discussions with the principal and the SSC. The SSC does 

have minimal influence on the connecting point of instructional practices by financing 

curriculum projects. School A is responsible for only a few decisions that could bring 

about reform of practices. School B with their quick and easy access to the charter board 

is able to make decisions across the four connection points of autonomy and experience 

continued autonomous decisions leading to increased site autonomy. The result is that 

school B teachers have almost total decision making authority over instructional 

practices. 

 School B was expected to have opportunities for internal decision making across 

the four connecting points of autonomy due to its governance structure. What was not 
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expected was the large numbers of internal decisions that school B is responsible for 

across the four connecting points of autonomy. This was due to a combination of factors 

including skills of the principal/executive director to successfully lobby for site-based 

decision making, the willingness of the teachers to take on ownership and responsibility 

for decisions and a charter board willing to shift decision making within the four points 

to the site, thereby placing decisions for instructional practices closer to those 

responsible for instructional practices.  

 This study confirmed earlier findings by Zimmer and Guraino (2003) that charter 

school authorization would build a new governance structure as local oversight of 

essential elements of charter school governance shifted to the site. Yet, school A has 

expanded the envelope of internal decision making by building bridges to the school 

community, that is, sharing to some extent internal decision making with the school 

community. This is an important strategy in an era of increased political focus on the 

reform of public schools and public schools of choice. To accomplish increasing levels of 

autonomy, then, requires the district to have the political will to shift and monitor key 

management decisions to the local site. Conversely, it becomes the responsibility of the 

local site to design ways to share and accomplish governance and instructional practices 

reform through sharing key decision making power with the teachers, the larger school 

community and a district school board. 

 With respect to the school administration, principals in both schools held some 

internal decision making power. Yet neither principal had the total right of decision 

making across the four connecting points of autonomy. In each instance, the principal 

was the key person who did not retain control of the decision making process.  
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 Neither the principal of school A nor the school B was freed from the veto power 

of their respective organizations. School A’s principal’s decision making power is held 

in check by district policy and external decisions that severely reduce the number of 

decisions the principal can make across the four connecting points. School B’s principal 

had significantly fewer levels of organizational decisions between him school and those 

holding veto power. Easy access to those holding veto power provided him with 

opportunities to decentralize more of the decisions that affect instructional practices. 

 Even though school organizations tend to be dependent organizations, this study 

illustrates that public school governance and instructional practices reform can be begun 

by sharing some district decisions with the site as a first step to enabling the site to 

become more autonomous. In addition, a conventional and a charter school can act 

autonomously to pursue resources outside of the district organizations. 

 This study further illustrated that pubic school governance and sharing internal 

decision making across district, administrative, and teacher partnerships could 

accomplish instructional practices reform. Each school would be well-advised to study 

models of governance reform from the other school to support reforming instructional 

practices. Surrounding districts should also study governance and instructional practices 

reform by analyzing the success of each school in different governance settings. 

 Both school A and school B can learn from each other about how to organize and 

implement successful site decision making. Conventional public schools using the 

partnership model described in this study can begin to flatten their organizational 

hierarchy through agreements with the district to transfer some of the decisions affecting 
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instructional practices to the site and in effect becoming more autonomous within the 

four connecting points of autonomy. 

 Should a district be considering shifting some of its decisions to a school site or 

become a chartering district, it should be well advised to consider the following factors 

which were identified as critical to this decision: (a) a high commitment to learning by 

the school community, (b) a positive school climate, (c) principal support for building 

community involvement, and (d) two-way communication supporting public governance 

and instructional practices reform. These factors will provide a forum for district, 

administrative, and parent concerns when considering a reform of governance and 

instructional practices as a way to increase school performance. 

 The totalities of the four connecting points of autonomy are interrelated and they 

function as a unit. Making autonomous decisions in one of the connecting points may not 

mean that a school is truly responsible for making internal decisions as each autonomous 

connecting point affects the other connecting points. Autonomous decisions need to 

include the four connecting points in order to maintain site decision making that will truly 

have an influence on instructional practices. This is especially true when applied to 

collective bargaining agreements that generally include decisions within the four 

connecting points of autonomy. School B does not have to deal with the restrictive 

language of district collective bargaining agreements. School B teachers are truly teacher-

leaders in decisions affecting instructional practices. 

Survey questions and responses are available upon request
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Abstract 
 

This study describes an inquiry mapping approach that can provide the science education 
community with a model of analyzing inquiry lessons. An earth science classroom involved with 
the Invisible College for Inquiry Science Study (ICISS) provided a unique opportunity to study 
the enactment of inquiry in a unit on seismology. The students were engaged in investigations 
that drew data sources from both textbooks and the United States Geological Survey (USGS). 
These data sources became the basis on which students supported claims and demonstrated 
understanding through argumentative discourse in class discussions. An emergent coding scheme 
was developed that provided a description of the different activities, science content, and type of 
scientific data. Comparative analysis of the seismology inquiry unit map with the essential 
elements of inquiry (NRC, 2000) provided a detailed description of student discourse and 
confirmed the unit as a model of inquiry.  
 
Introduction and Review of Literature 
  

Science teachers frequently state that they teach using inquiry methods but when asked to 
give details of their enactment of inquiry they provide a large array of examples. The lack of a 
concrete set of examples of inquiry shows that science educators do not have a shared 
understanding of science inquiry teaching methods. Without this shared understanding science 
teachers experience difficulty discussing inquiry methods as they strive for improvement in their 
teaching, science education research has become mired in discussions about inquiry for decades, 
and the training of new science teachers with common inquiry methods has proved difficult. The 
science education research community still has few examples of inquiry instruction that it can 
use for analysis and science teacher education. (Bybee, 2000; Enyedy, 2004; Rudolph, 2005). 
The major goal of this study is to help move the science education community to a more focused 
view of inquiry by highlighting a case of inquiry teaching and describing methods that can be 
used to examine other cases. 
 The National Research Council (NRC) and the American Association for the 
Advancement of Science (AAAS) have been set forth guidelines for inquiry science teaching. 
Science educators and science education researchers are familiar with these essential features of 
classroom inquiry (National Research Council, 2000, p. 25). 
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 Learners are engaged by scientifically oriented questions. 
 Learners give priority to evidence, which allows them to develop and evaluate 

explanations that address scientifically oriented questions. 
 Learners formulate explanations from evidence to address scientifically 

oriented questions. 
 Learners evaluate their explanations in light of alternative explanations, 

particularly those reflecting scientific understanding. 
 Learners communicate and justify their proposed explanations. 

 
Bybee (2000) contends that inquiry is not commonly or consistently used. It is difficult 

for most teachers to provide a combination of diverse learning opportunities and address all of 
the science content in the national and state standards. 

While teachers often claim to be teaching science through inquiry, there is a wide variety 
of approaches that may count as inquiry (Rudolph, 2005). Rudolph (2005) addresses the usually 
unrecognized difference in science inquiry and applied engineering tasks. His study and others 
pose a number of questions related to inquiry. What does science inquiry actually look like in the 
classroom? What teaching methods are indicative of science inquiry? Engagement in what kinds 
of activities and discussions are consistent with science inquiry? 

Science educators and science education researchers are not alone in their confusion 
about inquiry. Scientists have many misconceptions about the National Science Education 
Standards and scientific inquiry. In particular scientists believe that learning in an inquiry-based 
fashion is similar to how scientists do their work and that it is the teacher’s task to lead students 
in discussions, investigations and activities (Morrow, 2003). Studies like this show that 
confusion about inquiry is prevalent in both the science and science education communities.  

Student engagement in a learning community is vital to the process of scientific inquiry. 
An inquiry environment includes the development of a respectful argument-based learning 
community. Students in this community benefit from each other's knowledge and views 
(Bransford, Derry, Berliner, Hammerness, & Beckett, 2005). “As students engage in 
conversation they can draw on others’ expertise, appropriate the knowledge of others, reflect on 
their own ideas, and internalize modes of knowledge and thinking represented and practiced in 
the community of the discipline” (Bruer, 1995 in Blumenfeld, 1997, p. 835). Communities of 
learning and discourse (Brown et al., 1993) facilitate the communication and evaluation of 
explanations. In this way students, just like scientist networks, are able to build off of each 
other’s knowledge and progress to more complete shared understandings. A successful inquiry 
classroom includes the characteristics of a learning community that these researchers have 
described.  

A group of researchers and science teachers based at the Pennsylvania State University is 
focused on the issues and goals described in this study. The Invisible College for Inquiry Science 
Study (ICISS) provided a unique opportunity to study student arguments based on various forms 
of scientific data. ICISS is a research group composed of practicing and prospective teachers as 
well as university faculty.  The mission of the group is the development of a theory of inquiry 
science teaching grounded in practice.  In this study a science teacher, and member of ICISS, 
who taught the earthquake unit chose it as representative of inquiry teaching and learning taking 
place in his classroom. The seismology unit was therefore a reasonable case to use to examine 
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inquiry in action. It provided the context for the development of an inquiry mapping strategy. 
This strategy confirmed the unit as an example of inquiry teaching that can be used for the 
professional development of science teachers. 

 
Research Methods 
 

In order to describe the inquiry unit, videos from a rural Pennsylvania ninth grade Earth 
Science classroom unit on seismology were analyzed. The school used block scheduling. Normal 
class periods are eighty minutes long. The seismology unit consisted of five days. The students 
were engaged in investigations that utilized both textbook-based data and actual United States 
Geological Survey (USGS) data. These data sources became the basis on which students 
supported claims and demonstrated understanding through argumentation in class discussions.  
 The research process began with the use of the essential features of classroom inquiry 
(National Research Council, 2000) as a backdrop for coding the earthquake inquiry unit. Using 
these inquiry features as a reference an emerging coding scheme was implemented. The 
specialized video analysis software Studicode was chosen for use in the analysis of digital 
videos of the earthquake unit. “Analysis of classroom videos is especially useful in the context of 
the teaching of science, due to the ways that scientific discourse is dependent on multiple 
representations. These representations (textual, gestural, symbolic, graphical, and physical) are 
difficult to capture with nonretrievable observational data or with audio records alone" 
(McDonald & Kelly, 2007, p. 165). The Studiocode® software included many helpful tools such 
as: timelines with code and text labels, transcripts, video episodes with closed captioning, and 
analysis of time for each code and speaker. 
 The videos of the five class days were first coded using the emergent coding scheme by 
placing code and text labels on each video timeline. The codes developed during analysis are 
provided in figure 1. Next, the videos were combined into one unit video and timeline to enable 
the researchers to obtain a holistic view of the entire unit. Transcription of the investigations that 
contained discourse matching the essential features of classroom inquiry (National Research 
Council, 2000) and all of the follow-up investigation discussions was conducted to provide more 
detailed information about the events of the unit. 
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Figure 1: Studiocode Code Input Window 
 

 
 
 The research analysis continued with the framing of the seismology inquiry unit. Framing 
the unit made it possible to understand the instructional context in which students were engaged 
in inquiry investigations with various forms of scientific data. The emergent coding scheme was 
utilized to provide a description of the different activities that were taking place, the science 
content that was being addressed, and the type of scientific data. Table 1, Earthquake Unit 
Activity Structure, provides an overview of the seismology unit. In addition the table shows how 
the seismology unit can be naturally divided into five sections that do not correspond with the 
five class days but with the inquiry activities that are taking place throughout the unit. 

A detailed comparison of the earthquake unit activity structure with the essential features 
of classroom inquiry (National Research Council, 2000) was then conducted to examine the 
extent to which the lesson matched the theory of inquiry articulated in the National Science 
Education Standards (NSES). The comparative process included a search of the video and 
transcripts for evidence of student engagement with scientifically oriented questions, priority to 
evidence in the formation of explanations, evaluation of explanations, and communication within 
the learning community. 
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Table 1: Earthquake Unit Activity Structure 
 
Time Activity Earth Science Content Scientific Data Source  
Lesson 1     

0:00 - 1:42 
Warm-up 
Questions/Discussion Cause of Earthquakes  

(Framing of the 
Unit) 

1:42 - 6:42 Lecture/Notes Wave Propagation   
6:42 - 11:00 Lecture/Notes Earthquake Stresses  Section 1: 
11:00 - 20:01 Lecture/Notes Seismic Waves, P-Waves (Compression)  Waves 
20:01 - 22:13 Lecture/Notes P-Waves (Compression)  Lecture/ 
22:13 - 26:12 Lecture/Notes P-Waves (Compression), S-Wave (Shear)  Demonstrations 
26:12 - 28:37 Lecture/Notes S-Waves (Shear)   
28:37 - 34:15 Lecture/Notes Wavelength, Energy, Seismograph    
34:15 - 39:13 Investigation Travel vs. Time Graph of P and S Waves Investigating The Earth Textbook  
End at 39:13    Section 2: 
     Travel/Time 
Lesson 2    Graph 
2:53 - 11:29 Discussion Travel vs. Time Graph of P and S Waves Investigating The Earth Textbook  
11:29 - 15:04 Lecture/Notes Triangulation   
15:04 - 13:48 Investigation Triangulation Investigating The Earth Textbook Section 3: 
13:48 - 52:33 Discussion Triangulation  Triangulation 
52:33 - 1:04:30 Investigation Triangulation #2/New Madrid, Missouri Anomaly Seismogram Worksheet/Textbook  
1:04:30 - 
1:12:53 Discussion Triangulation #2/New Madrid, Missouri Anomaly    
1:12:53 - 
1:16:55 Investigation Distribution of Earthquakes Around the World United States Geological Survey (USGS)  
End at 1:16:55     
     Section 4: 
Lesson 3    Earthquake 

0:00 - 5:21 
Warm-up 
Questions/Discussion Parts of an Earthquake  Locations 

5:21 - 8:54 Discussion Distribution of Earthquakes Around the World    
8:54 - 36:55 Investigation Foci Depth USGS & Investigating the Earth  
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Textbook 
36:55 - 44:25 Discussion Foci Depth   

44:25 - 59:15 Investigation Distribution of Foci Depth 2 
USGS & Investigating the Earth 
Textbook  

End at 59:15     
      
Lesson 4     

0:00 - 19:59 
Warm-up 
Questions/Discussion Distribution of Foci Depth 2 Investigating the Earth Textbook  

19:59 - 21:21 Lecture/Notes Earth's Interior  Section 5: 
21:21 - 32:34 Discussion Foci Depth & Magnitude Relationship Investigating the Earth Textbook Focus 
32:34 - 54:48 Investigation Foci Depth & Magnitude Relationship USGS Depth & 
54:48 - 57:27 Discussion Foci Depth & Magnitude Relationship  Magnitude 
57:27 - 1:04:49 Lecture/Notes Supplemental Earthquake Information   
End at 1:04:49     
      
Lesson 5     

0 - 22:27 
Warm-up 
Questions/Discussion 

Richter vs. Mercalli Scale, Surface Waves, Earth's 
Interior  

(Summary of 
the unit) 

22:27 - 31:37 Lecture/Notes Earth's Interior (Lithosphere)   
31:37 - 33:50 Lecture/Notes Earth's Interior (Layers)   
33:50 - 44:12 Lecture/Notes Earth's Interior (Mojo., Mantle)   
44:12 - 45:48 Lecture/Notes Earth's Interior (Lithosphere, Aesthenosphere)   
45:48 - 46:30 Lecture/Notes Earth's Interior (Lithosphere, Aesthenosphere)   
46:30 - 1:13:41 Lecture/Notes Earth's Interior (Mantle, Core)   
1:13:41 - 
1:19:18 Discussion Focus Depth 3 - Distribution   
End at 1:19:18        
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Data Analysis & Findings 

 
The issue of grain size is important to address when analyzing inquiry teaching. What is 

the appropriate amount of class time to examine? Often for ease of analysis, only a typical class 
period of 45 minutes is examined. The analysis of this inquiry unit shows that one class period 
does not provide sufficient data. For instance, if only the first or last day of this earthquake unit 
was analyzed for instances of inquiry, only a few elements of inquiry would have been observed. 
A detailed examination of those days would show teacher lecture and notes as the major activity. 
In this case, we argue that teacher lecture and notes contribute as a part of scientific inquiry.  

What is necessary is a more holistic look at the entire unit. This holistic look shows that 
the first day of mostly lecture, notes and demonstrations was used by the teacher to frame the 
unit and set the stage for the investigations that the students would complete. In the middle three 
days students were engaged in seven different investigations with scientific data. The final day of 
the unit, which consisted of lectures and discussions, functioned as a summary that helped the 
class make sense of their findings and solidified a community with shared knowledge. 

The mapping of the inquiry unit in the Earthquake Unit Activity Structure, Table 1, 
shows student engagement in various classroom activities, earth science content, and different 
scientific data sources. The major class activities included the general categories of: warm-up 
questions/discussion, lecture/notes, investigations, and discussions to plan and make sense of the 
investigations. The use of the combination of these types of activities makes this unit an ideal 
one for the study of inquiry science teaching. The teacher begins by framing the seismology unit 
with a day largely devoted to lecture and a series of demonstrations about earthquake waves. As 
a result lesson 1 successfully builds a common foundation of knowledge that the students are 
able to refer to throughout the unit. Next the students are engaged in investigations to expand 
their knowledge about earthquakes. They discover how to use a travel/time graph to find the 
distance of an earthquake epicenter from seismograms, use triangulation to pinpoint the locations 
of earthquakes, recognize that earthquakes are distributed in patterns on the earth’s surface, and 
infer from data on earthquake magnitudes and depths that the earth contains distinct layers.  

Emergent coding to map the activity structure and transcription of the investigations and 
discussions provided data for comparison of the earthquake unit with the essential features of 
inquiry. It was found that all of the essential features of inquiry (National Research Council, 
2000) were utilized in this five-day earthquake unit. Table 2 shows the scientifically oriented 
questions that served as the origin of each of the seven investigations and questions that helped 
facilitate discussions around the results of the investigations. Identification of the scientifically 
oriented questions is key to the process of confirming this unit as an inquiry unit. Without 
engagement with these questions none of the other elements of inquiry would be present.  
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Table 2: Scientifically Oriented Questions in Seismology Investigations 
 

 
 

 

Investigation Scientific Question(s) 
1. Travel vs. Time Graph of P 
and S Waves 

“So based on your graph, what is the 
relationship between the distance that an 
earthquake is from a seismic station and the 
difference in the arrival times of the P and 
the S waves?” (Teacher, Lesson  #2, 4:35) 

2. Triangulation “How do we locate the epicenter of an 
earthquake?” (Teacher, Lesson #2, 41:33) 

3. Triangulation #2/New 
Madrid, Missouri Anomaly 

“Why is this an anomaly? What is going on 
here? Why did this happen? … Why would 
we be concerned about a similar event 
occurring today?” (Teacher, Lesson #2, 
1:06:40) 

4. Distribution of Earthquakes 
Around the World 

“Are earthquake epicenters randomly 
distributed around the world or do they 
happen in patterns?” (Teacher, Lesson #2, 
1:14:26) 

5. Foci Depth “Are the distribution of earthquake foci 
randomly, all over the place? Do they go 
from the very surface to the very center of 
our planet or is there some sort of pattern 
like we see here (holds up student map of 
distribution of earthquake epicenters), just 
manifested a little bit differently? (Teacher, 
Lesson #3, 9:07) 

6. Distribution of Foci Depth 2 “What is the mean or the average depth of 
an earthquake?” (Teacher, Lesson #3, 
45:16) 
“Why are most of the earthquakes, 2/3rds of 
the earthquakes around 30 (km.)?” (Kevin, 
Lesson #4, 6:03) 

7. Foci Depth & Magnitude 
Relationship 

“Is there a relationship between an 
earthquake’s depth and the magnitude of the 
earthquake?” (Teacher, Lesson #4, 21:18) 
“Why, oh why, do we see this distribution 
of earthquake depths? Why are there no 
earthquakes deeper than 700 kilometers?” 
(Teacher, Lesson #5, 1:13:39) 
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Evidence of the remaining elements of classroom inquiry is shown in the transcripts of 
the group work during the scientific investigations and the discussions that followed each 
investigation. Student discourse includes instances of formulating evidence-based explanations, 
communication and evaluation of explanations. Below is a section of the discussion following 
the Distribution of Foci Depth 2 investigation that shows examples of student discourse that 
includes these remaining elements of classroom inquiry. 

In the first excerpt Julie gives priority to evidence in her explanation by specifically 
citing results she gathered from her box and whisker plot of the distribution of earthquake foci 
depth. 
 

Teacher OK. While people are wrapping up I'm just gonna explain what I 
did. I took the data from the back of the Investigating the Earth Book. Which is 
earthquakes between 4.0 and 6.1 on the Richter scale. And they occurred in 
November 1975. So it's not all earthquakes. And I took every single one of those 
and I created my box and whisker plot. Yesterday you used data from different 
sources and you randomly, I don't even know how, gathered 75 points of data. And 
you created your own box and whisker plots. The first question I wanted to ask you 
was, how does your research findings compare with mine? 

. . . break in transcript . . . 
Julie Um, my median is 10 and my lower extreme is 10 (inaudible) lower quartile 
is like 30, 30ish. My upper quartile is like 71 and my upper extreme is 87. 

 
Next Tiffany, William and Neil interpret the evidence from earthquake depths to formulate 

explanations of why data from earthquakes are concentrated at shallow depths. 
 

Teacher So I put a break in the number line just saying that 1 quartile ranges 
from 71 to 628. So 25% of the data is found in here. Which means 75% of 
earthquakes according to my data occur at depths less than 71 kilometers. That's the 
majority. Why? Why do they tend to be concentrated toward shallower depths? 
[Tiffany?]  
 
Tiffany Does it have something to do with like the further down you go the 
rocks start to get hot and they start to they're able to flow so then like the stress on 
the rocks wouldn't be the same as if we had like...  
 
Teacher I don't know.  
 
William That's what I was thinking.  
 
Teacher But what I want in all the test cases another question. Why aren't 
there any earthquakes out here? Did you just maybe offer a hypothesis for why we 
don't see any? [Neil?]  
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Neil  Well isn't it also possible that it may be so low that by the time it 
reaches the surface you really can't feel it. And then odd well not us but maybe the 
instruments can't record that small little um that it's expanded cause ah we can hear 
it through...  
 
Later in the discussion students evaluation each others’ explanations by offering rebuttals that 

counter reasoning about the dissipation of earthquake energy.  
 

Tiffany So then in order for our upper extreme to actually register it had to 
be a pretty gosh darn big earthquake to  
 
Teacher If [David’s] correct. [David’s] just saying or [Neil] or whoever 
proposed this idea.  
 
Tiffany I just mean if they are correct then it would happen... 
  
Teacher They happen at depth, we just don't reach them. Can anyone counter 
that idea and say no that can't be the case? That the energy of an earthquake won't 
dissipate after 700 kilometers? [Julie?]  
 
Julie We'll if it did then why would our um why would the one's near the surface 
be recorded by the one’s on the opposite side of the planet? 
 
Throughout this discussion students are engaged in an evolving conversation. The 

communication of their explanations and reasoning is essential to evaluate scientific ideas and 
build a shared classroom understanding of the distribution of earthquake foci. 

The fundamental ideas in a social constructivist framework lie in its “emphasis on 
discourse, community, and context” (Blumenfeld, 1997, p. 831). The teacher in this study 
engages his students in an inquiry unit that promotes discourse, shared scientific knowledge and 
development of a learning community. Essential to being part of a learning community is 
participation in productive discourse. “As students engage in conversation they can draw on 
others’ expertise, appropriate the knowledge of others, reflect on their own ideas, and internalize 
modes of knowledge and thinking represented and practiced in the community of the discipline” 
(Bruer, 1995 in Blumenfeld, 1997, p. 835). Students in this classroom are repeatedly engaged in 
conversations. They are developing and sharing their understanding through discourse. Discourse 
is inherent to the process of doing science. Students, just like scientists, work by sharing 
information in groups. They also justify their understanding to others. They do this by talking 
with their group members, other groups, presenting to the entire class, responding to teacher 
questioning or writing to their peers or teacher.
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The time to conduct the seven investigations varied in length. Students worked on the 
investigations in groups of 2-6 as the teacher floated around the room helping students with their 
tasks. The students were the primary speakers during these seven investigations shown in table 1, 
the earthquake unit activity structure. 

All of the investigations were followed by one whole class discussion except for 
investigation seven which was followed by two separate discussions. Column 2 of Table 3 shows 
that a significant number of students contributed to the discussions that followed each of the 
seven investigations. Column 3 of Table 3 shows the percentage of time of student talk during 
each discussion. This column shows that the teacher occupied the majority of time during each 
discussion but that students had control of large portions of the conversations as well. In one case 
student contributions to the discussion occupied 46% of the total time. The transcripts confirm 
spoken contributions of 19 students through instances of the teacher calling on that number of 
different students by name during the 5-day seismology unit. 

 
Table 3: Student Contributors In Investigation Discussions 
 

Investigation Discussion # Of Student 
Contributors * 

% Of Total Time 
As Student Talk 

1. Travel vs. Time Graph of P and S 
Waves 

6 21 

2. Triangulation 15 18 
3. Triangulation #2/New Madrid, 
Missouri Anomaly 

7 12 

4. Distribution of Earthquakes Around 
the World 

5 25 

5. Foci Depth 16 46 
6. Distribution of Foci Depth 2 19 29 
7. Foci Depth & Magnitude 
Relationship – Discussion 1 

5 24 

8. Foci Depth & Magnitude 
Relationship – Discussion 2 

9 12 

* # Of Student Contributors is an approximate number. An exact number is not used because of 
difficulties identifying all of the student contributors. Approximate number of students in the 
classroom each day of the seismology unit = 19. 

 
Discussion  
 

This inquiry unit provides an example of science inquiry teaching and learning. Inquiry-
based teaching methods have been put forth by the NRC (National Research Council, 1996, 
2000) and AAAS (1993) as preferred methods for enhancing students’ understanding about 
science and improving students’ scientific literacy. However, the science education research 
community has struggled to provide examples and come to agreement on a definition of science 
inquiry teaching (Abd-El-Khalick et al., 2004). The research from this case study displays the 
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seismology inquiry unit as an example of inquiry teaching that can be used for science teacher 
education.  

The process of using emergent coding to map science inquiry units followed by a 
comparison with the essential elements of inquiry can be used by other science education 
researchers in subsequent studies. This process can also be used in the education of pre-service 
and in-service science teachers. It illustrates to novice and expert teachers alike how an 
exemplary inquiry unit can be structured. The mapping of the earthquake unit activity structure 
and analysis of transcripts of discussions illustrates how this teacher framed the unit in the first 
lesson by helping his students build a knowledge base. The teacher then challenged his students 
to expand this knowledge base by engaging them with scientific questions that the students could 
answer after completing investigations with earthquake data. The teacher had formed the 
principle scientific questions for the students then prompted student inquiry by continually 
asking students to generate questions as a result of analyzing earthquake data. Other science 
teachers can easily adopt these strategies for developing inquiry in their classrooms. 

An extension of this study examines how the students use the different forms of scientific 
data in forming arguments. Argumentation frameworks are useful tools for the examination of 
science learning from the socially constructed perspective. Argumentation enables within 
learners the appropriation of community practices including scientific discourse (Kelly & Chen, 
1999 in Erduran, Simon, & Osborne, 2004). The subsequent study, involved the creation of a 
framework for the analysis of argumentative discourse based on scientific data. This framework 
was used to determine that students are able to develop arguments using USGS data with a wide 
variety of reasoning at a range of inference levels in a similar manner to their use of simplified 
textbook data. 
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Abstract 

Warning! Warning! Warning!  All struggling adolescent readers! Deep Space Craft X423 is lost in space.    
Our last transmission from them indicated that communication was failing fast.  Propulsion was 
intermittent.  Navigation was not working.  NASA scientists seek your help.  We need your help! 
 
This message starts the Moon Mars & Beyond mission.   The goals of the experience were to address the 
reading challenges of struggling pre-adolescent and adolescent readers who were clients of the Duquesne 
University Reading Clinic in a private, Catholic university in the northeast USA. Could an enjoyable, 
relevant and authentic learning experience that combined expository and narrative reading materials with 
technology activate, develop, and sustain the students’ interests and reading skills? 
 
An authentic, although fictional learning environment, incorporated role playing, problem solving, and 
critical thinking activities in an interactive, real-time technology program that combined art, expository, 
and narrative literature. 
 
This presentation will introduce teachers to alternative strategies of using a blend of narrative and 
expository texts and the Internet.  These strategies support national and international standards of reading, 
learning and instructional technology.   These cost-effective strategies are for students who struggle with 
reading but enjoy using social communication tools of the new Web 2.0 Internet.   Moon, Mars, and 
Beyond provided an authentic learning environment that helped to successfully excite students about 
reading unfamiliar expository and narrative texts, communicating, collaborating, and solving small and 
large problems deigned. You can also help your students learn to navigate through and enjoy literature in 
academic settings with this Internet and classroom tool.   
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Abstract:                        
Educators often dream of the ideal classroom, fifteen to twenty fully engaged students, 
lively discussion, and meaningful learning objectives being achieved.  So what happens 
when your chair or unit director assigns you to teach your department’s introductory 
course with 120 students, or a general education offering with 300 or more enrolled?  The 
goals should still be to present course information in an enthusiastic and meaningful way, 
engage students, develop relationships with those in the class, and achieve your learning 
objectives!  Over the past ten years I have had the opportunity to teach courses that have 
ranged in size from 50 to 900 students.  Teaching large lecture courses can certainly offer 
a variety of unique challenges, especially to newer faculty.  On the other hand, large 
lecture courses can offer educators a unique opportunity to energize and motivate 
students.  This presentation will show you how you can transform your large lecture 
course into a student adventure!     
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6.   Conference paper 
 

Institute for Principled Leadership:  A model for the critical role of higher education in national 
and international policy leadership 
 
There are many complex issues that divide us. Within the U.S., for example, we struggle over issues of 
healthcare and immigration, while internationally we struggle to maintain peace and promote 
democracy.  Often the discussion and resolution of such issues are seen as the job of government. 
However, we believe that higher education has a critical role to play in addressing such issues. 
 
First, it is incumbent upon higher education to offer an agenda and a venue where and when these 
issues can be thoroughly explored, researched, and debated. Secondly, it is essential that we develop 
and model a process through which stakeholders on all sides of an issue can come together, be heard, 
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and work toward collaborative resolution.  Finally, we need to provide classroom and experiential 
learning opportunities for students that lead them to careers in public service and prepare them as our 
future principled leaders. 
 
The Institute for Principled Leadership (IPL) located on the campus of Bradley University in Peoria, 
Illinois, USA, holds just such a mission: to educate and train collaborative, bipartisan and ethical 
leaders for successful careers in public service. The IPL emphasizes the bipartisan approach—an 
approach characterized by the leaders who have come from this Midwestern region of the country who 
tackled some of the nation’s most pressing problems. 
 
The IPL was collaborative from its inception; it represents a partnership between Bradley University 
and The Dirksen Congressional Center. Together these two organizations formed the IPL which has 
begun to implement its mission through visiting speakers, public policy symposia, education, and 
outreach.  Educational offerings include Congress in the Classroom, an award-winning series for 
middle school and high school social studies teachers, as well as coursework in Bipartisan Leadership 
for Bradley University students enrolled in the Minor in Leadership Studies.  University students will 
also be involved through internships, where they will work closely with the visiting speakers, and be 
involved in the planning of upcoming public policy symposia on issues such as healthcare and 
immigration. 
 
The presenters look forward to sharing information regarding this new institute, as well as the impact it 
is having on campus and within the greater community. We welcome comments, feedback, and 
discussion from participants concerning the IPL specifically, or other ways that higher education might 
play an expanded role in addressing leadership and public policy internationally.  Details about the 
Institute follows. 

 

 

 

 

 

Changing America through Bipartisan Leadership 
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Former U.S. House Minority Leader Bob Michel pictured at right with former President Bill Clinton. 
 
Two premier institutions, Bradley University and the Dirksen Congressional Center, have joined forces to launch the 
Institute for Principled Leadership in Public Service. The Institute will promote a return to statesmanship at all levels of 
government. Our goal is to become a Midwestern think tank advocating for a bipartisan leadership approach to resolve 
America’s most pressing problems. The Institute’s mission is to become nationally recognized for educating and training 
collaborative, bipartisan, and ethical leaders for successful careers in public service.  
 
The Institute will develop: public policy symposiums on important national, state, and local issues; a visiting speakers 
program of national, state, and local public service leaders; and a new curriculum to provide credit and non-credit 
instruction on principled leadership in the public service arena. Bradley students will benefit from interaction with 
distinguished leaders and from student participation in implementing the Institute’s programs. The Institute is located in 
Jobst Hall on the campus of Bradley University.  

 
 “I am delighted that my alma mater, Bradley University, and the Dirksen Congressional Center are joining forces to 
launch the Institute. The Institute can inspire a new generation of leaders to use a bipartisan and collaborative approach to 
resolving our toughest issues. We desperately need a return to civility, statesmanship, and integrity at all levels of 
government. Public service can be and should be a noble profession worthy of our best and brightest graduates.” 
Former U.S. House Minority Leader Bob Michel 
 
 

A Legacy of Principled Leadership 
Central Illinois has a rich legacy of producing principled public servants who have risen to national 
prominence and have had a profound impact on our country and our world. 

Congressman Ray LaHood (Bradley alumni) 

Has led congressional efforts at promoting civility and, because of his fair-handed demeanor, has 
chaired the House of Representatives during proceedings on contentious issues.  
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U.S. House Minority Leader Bob Michel (Bradley alumni) 

Used his masterful legislative skills to shepherd through congress President Reagan’s tax reduction 
programs and strong defense policies.  

U.S. Senate Majority Leader Scott Lucas (Havana, IL)  

A strong advocate for farmers and for raising the minimum wage. He was instrumental in getting 
President Harry Truman reelected in 1948. 

U.S. Senate Minority Leader Everett Dirksen (Pekin, IL)  

Played the pivotal role in securing the support of 25 of 33 Republican Senators to pass the landmark 
1964 Civil Rights Act.  

President Ronald Reagan 

Through President Ronald Reagan’s (Eureka College) stalwart leadership the Cold War ended without 
a shot being fired. 

President Abraham Lincoln  

Served the Peoria area in Congress and then went on to end the scourge of slavery, thus becoming our 
most revered President. 
 
All of these national leaders with strong ties to the Peoria area share similar values. They treated 
colleagues from both political parties with mutual respect, they were known for their integrity, and 
they placed the best interests of our country above partisan politics. For centuries principled leadership 
has played well in the Peoria area. The Institute believes that this legacy of leadership can play well 
nationally and serve as the model for future generations.  

   

 

 

Bradley student leaders join former U.S. House Minority Leader Bob Michel  
at the inaugural reception and banquet for the Institute. 
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Programs 
Visiting Speakers  

What if our country, state, and local communities had more public servants who worked in a bipartisan 
and collaborative manner to find solutions to our most critical issues? 

The Institute will invite national, state, and regional public service speakers to Bradley’s campus for 
the benefit of students and the community. On April 26, 2007, former U.S. House Minority Leader 
Bob Michel kicked off the speakers program sharing the principles in leadership that guided him 
during his 38-year distinguished career in the U.S. Congress. 

Public Policy Symposiums 

Each semester the Institute will hold a public policy symposium on important national, state, and 
regional issues. Top governmental officials and public policy experts will be invited to make 
presentations. On November 14, 2007, the first public policy symposium will cover the topic of the 
skyrocketing costs of health care and how we can provide access to preventative treatment for all 
Americans. Bradley students will benefit by interacting with distinguished leaders and participating in 
the implementation of 
the symposiums. 

Education 

Congress in the Classroom 

The Institute will facilitate this national, award-winning workshop for high school and middle school 
social studies teachers from across the country. Presentations will be made by congressional experts on 
trends in congress, upcoming elections, hot button issues and a wide range of other topics. Over 500 
teachers from more than 250 school districts have participated in this fantastic program created by the 
Dirksen Center.  

Scholarships 

Funded by the Dirksen Center and sponsored by the Institute, the Ray and Kathy LaHood Scholarships 
for the Study of American Government will be awarded every year to selected Bradley students 
entering their senior year who are studying U.S. government and have a 3.75 grade point in their 
major.  

Curriculum 

What if every Bradley student graduated with a deep understanding and appreciation for our 
democracy and became engaged citizens? 

Bradley has a strong history of providing leadership training through graduate leadership programs in 
the College of Education and Health Sciences, The Leadership Development Center housed in the 
Foster College of Business Administration, the Executive MBA in Leadership program, and the Lewis 
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J. Burger Center for Student Leadership and Public Service, which promotes community volunteerism. 
The Institute will build upon this foundation by creating new courses for training ethical, bipartisan, 
and collaborative leaders for successful careers in public service. The Institute’s Implementation Team 
has representatives from all of the colleges at Bradley University.  

As a first step, the Institute will add new classes under the Leadership Minor. In the fall of 2007 a 
Bipartisan Leadership class will be introduced, and, in the spring of 2008, a Presidential Leadership 
class will begin. Additionally, there will be a strong emphasis on public service internships to 
complement academic coursework. 

Over the next several years, the Institute will closely research several national models and will tailor 
the curriculum to fit the Institute’s mission. Developing a new major in Leadership Studies in Public 
Service and offering certification courses in leadership for both students and the public will be 
explored.  

Community Outreach 

The Institute will collaborate with the Peoria Area Chamber of Commerce to hold two well respected 
programs on Bradley’s campus. 

Community Leadership School 

In 2008, the Community Leadership School (CLS) will hold its 33rd 12-week leadership programming 
series. Class members will interact with community leaders on critical issues such as crime, education, 
economic development, politics, arts, and diversity. In addition, CLS participants will attend behind-
the-scenes field trips, will be involved in a team project to assist local not-for-profit organizations, and 
will enhance their knowledge of the area’s history and future plans for growth. Over the years, 
hundreds of key community leaders have benefited from the CLS program.  

Political Leadership School 

In 2005, the Chamber launched the Political Leadership School (PLS) to educate companies and 
organizations on effective communication strategies with governmental officials at the local, state, and 
federal levels. Classes run through the spring with two-hour sessions every other week. Class 
participants will have the opportunity to travel to Springfield and/or Washington D.C. to gain hands-on 
experience interacting with legislators. 

Additionally, the Institute plans to hold leadership development workshops for community leaders and 
elected officials on the campus of Bradley University.   

 

2008 HICE Proceedings 
Page 6319



 7

 

Brad McMillan, at right, executive director of the Institute for Principled Leadership, watches Bob 
Michel make a point at the institute's first public forum held at the Neumiller Lecture Hall on Bradley's 
campus. 

About the director 
Brad McMillan was named the inaugural Executive Director of the Institute for Principled Leadership 
in Public Service. For nearly a decade, Brad served as Congressman Ray LaHood’s district chief of 
staff. Prior to his governmental career, Brad practiced law for ten years, including serving as a senior 
staff attorney for the Illinois Supreme Court and Illinois Appellate Court (3rd District). He has a Juris 
Doctor degree from Southern Illinois University School of Law and a B.A. degree in Political Science 
from Illinois Wesleyan University.   

 

2008 HICE Proceedings 
Page 6320



 Hawaii International Conference on Education 2008  

Innovations using Handheld Computers to Scaffold Reciprocal 
Teaching among Struggling Readers 

 
Topic Area of Submission: Educational Technology 
Presentation Format: Paper Session 
 
Authors:  Latika Nirula (First Author) 
     Earl Woodruff (Second Author) 
 
Department(s) and Affiliation(s):   

Human Development and Applied Psychology, OISE/University of Toronto 
Institute for Knowledge Innovation and Technology, OISE/University of Toronto 
 
Addresses: 
Latika Nirula, Ph.D. Candidate  
Human Development & Applied Psychology, OISE/University of Toronto 
252 Bloor Street W., Room 9-196, Toronto, Ontario. M5S 1V6 CANADA 
Phone: 416-978-1046 
Fax: 416-926-4713  
Email: lnirula@oise.utoronto.ca 
 
Earl Woodruff, Associate Professor  
Human Development & Applied Psychology, OISE/University of Toronto 
252 Bloor Street W., Room 9-156 Toronto, Ontario. M5S 1V6 CANADA 
Phone: 416 978 1068 
Fax: 416-926-4713  
Email: ewoodruff@oise.utoronto.ca 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

2008 HICE Proceedings 
Page 6321



 Hawaii International Conference on Education 2008  

Innovations using Handheld Computers to Scaffold Reciprocal 
Teaching among Struggling Readers 

 
Latika Nirula    Earl Woodruff 

Institute for Knowledge Innovation and Technology 
OISE/University of Toronto 

 
Abstract 

This paper explores how elementary and middle school students with reading difficulties 
utilized the unique of affordances of handheld computers to scaffold their small group 
reading of information texts. Following the method of Reciprocal Teaching, students 
practiced the reading comprehension strategies of questioning, clarifying, summarizing 
and predicting to gain a deeper understanding of difficult text.  Both the students and 
teachers describe the positive impact the use of the handheld computers had on student 
confidence, motivation, and problem solving in reading.  We suggest how handheld 
computers may in fact serve to facilitate and scaffold students within their reciprocal 
teaching sessions, enabling them to perform complex reading tasks independently and 
collaboratively.  
 
 
1. Introduction 

Empowering students to take charge of their own learning advancement is an 
important educational goal (Scardamalia, 2002) and area for research in the field of 
cognitive psychology.  Studies focusing on the cognitive strategy perspective have 
concentrated on raising learners’ awareness of their relevant prior knowledge, enhancing 
their ability to monitor their learning as they pursue knowledge goals, and acquire 
flexible repertoires of strategies that can be applied appropriately to a given learning 
situation (Slater & Horstman, 2002; Pressley, 1998; Anderson & Roit, 1993).  The 
implementation of a cognitive strategy approach involves students assuming greater 
responsibility for their learning, which becomes even more challenging when one 
considers struggling readers and the cognitive demands they already face (Slater & 
Horstman, 2002).  These demands highlight the need for devising appropriate strategies 
and motivating technological innovations that are best suited to students with reading 
difficulties, such that the strategies empower the students in the learning process and not 
disengage them. 
  Many researchers support the claim that the cognitive strategy of reciprocal 
teaching holds both promise and positive, sustained outcomes for students struggling 
with reading comprehension at various grade levels and contexts (Slater & Horstman, 
2002; Lederer, 2000; Lovett, Borden, Warren-Chaplin, Lacerenza et al., 1996).  
Reciprocal teaching is effective with students with reading disabilities as it promotes a 
sense of playfulness in students, develops self-regulatory skills, and improves overall 
motivation in students (Borkowski, 1992).  Developed by Palincsar and Brown (1984), 
they assert that reciprocal teaching can be an effective method for improving 
comprehension-monitoring and comprehension-fostering skills of students.  The 
approach emphasizes the scaffolding strategies of questioning, clarifying, summarizing 
and predicting as students work to comprehend challenging text and develop agency over 
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their own learning.  Examining how the strategy of reciprocal teaching can be embedded 
within a technological intervention using handhelds becomes a new and important area 
for research investigation.  Current research in this area has not addressed how such 
sustained effects of strategy implementation can be maintained independently by students 
once the instruction of reciprocal teaching is withdrawn, or how students might be able to 
extend their strategy usage to other problem solving domains beyond the classroom 
context.  We believe empowering students with mobile, handheld technology may enable 
the continued scaffolding of learning beyond the confines of the classroom and support 
their autonomous and collaborative learning.   
 
2. Handheld Computers as a Unique Learning Tool 
  It is anticipated that over the next decade, personal, wireless-networked 
technologies will become ubiquitous and pervasive in the lives of students (Chan et al., 
2006).  Although many students already use such technologies (e.g., video game 
consoles, mobile gaming devices, cell phones, the Internet, instant messaging), they do so 
mostly outside of school (Swan, van’t Hooft, Kratcoski, & Unger, 2005).  The notion of 
‘anyone, anytime, anywhere learning’ is becoming a reality as students interact 
increasingly with mobile, connected, personal technology in their daily lives.  This 
seamless learning suggests that students can learn whenever they are curious, using their 
personal device as a mediator to easily move between multiple learning scenarios (Chan 
et al., 2006).  Further, students can work privately or exchange information (by beaming 
using infrared or Bluetooth) with ease among peers and experts (Chan et al., 2006).  Such 
unique technological features have been described as affordances by J.J. Gibson (1977).  
An affordance may be defined as what the environment offers us in our complementary 
relationship with technology (Gibson, 1977).   The affordances described above are 
therefore possible with the decreasing size of computers and the new types of wireless 
connectivity now possible.  It is becoming increasingly clear that handheld computers 
(also known as personal digital assistants, or PDAs) are becoming the next wave of 
educational tools.  With their combination of flexibility and portability, handhelds can be 
functional learning tools in any classroom or school setting (Pownell & Bailey, 2002).   
  The individual learner in a lifestyle of lifelong learning, anytime and anywhere, 
may be empowered by the use of handhelds.  First introduced in 1996, sales have risen 
rapidly with several models available today.   In support of making new, portable, 
computers attainable for school-aged children of all socio-economic backgrounds, the 
Massachusetts Institute of Technology (MIT) has proposed the distribution of $100 
laptop computers to students in the One Laptop Per Child project. (MIT, 2005).  Norris 
and Soloway (2003) extend the economic argument by suggesting that a handheld 
computer can be used for 80% of tasks which students typically use a desktop or laptop in 
K-12 learning environments, at about 20% of the cost.   

The introduction of handhelds into the classroom supports the idea that students 
require access in order to ensure success.  What makes handhelds unique from their 
desktop counterparts is that in an educational setting, students can have true ownership in 
them.  Unlike computers in a lab, the handheld computer can be a dedicated “personal 
computer” to the students, enabling them to practice information literacy by gathering, 
storing, and receiving important information that is necessary for their own learning 
(Pownell & Bailey, 2002).  Handhelds also provide the necessary one-to-one ratio (one 
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student to one electronic device) necessary for supporting pervasive technological 
innovation (Brown, 2001).  Such mobile devices clearly support cycles of doing and 
reflecting for the individual (Soloway, 2002).  Handhelds can be used for small blocks of 
time, and can be used to work on notes later after periods of reflection, enabling the 
review and refinement of student created artifacts.  Handhelds have been used to assist 
with writing, editing and revising of written work (Vincent, 2003) and to store research 
information (Norris & Soloway, 2004).    Handhelds can also be used to represent 
understanding in a variety of ways, including pictures, concept maps, and animations 
(Shin, 2007).  Within a learning community model, such artifacts are later made available 
to the entire class through a collaborative online environment (Hewitt & Scardamalia, 
1998) or through peer sharing in small groups through the ‘beaming’ of notes on 
handheld computers (Nirula et al., 2003), with both processes supporting the 
development of collective cognitive responsibility (Scardamalia, 2002) within the 
classroom.   

As mobile and ubiquitous forms of computer technology become widespread in 
society, school policy makers, administrators, Special Education teachers and educational 
researchers, have turned their attention to evaluating how these new technologies may 
benefit students with special needs.  Empirical research in this area however is scant, as 
few studies evaluate the impact of using mobile, handheld technology on the academic 
achievement of students with learning disabilities. 

There is, however, some evidence to suggest that handhelds can be effective with 
students in Special Education programs.  The use of personal handheld devices enable the 
adaptation of the technology to the student’s individual needs, reducing stigmatization of 
the student’s learning disability and enabling a less intrusive use of technology in the 
classroom (van’t Hooft & McClain, 2005).  Unger and Hilker (2004) explore how 
handheld use could support the academic engagement of students with special needs.  
They report that the use of handhelds increases active-engagement time and decrease off-
task behaviours.  Also, Swan et al. (2005) describe how their analyses of student writing 
samples for evidence of conceptual understanding indicates that special needs and low 
performing students achieve equally with average students when using the handhelds.  
They also report that the handhelds support more time spent on writing and editing in 
particular by students with special needs. 
 In a study by van’t Hooft and McClain (2005), the teacher describes how the 
addition of handhelds in her elementary classroom including students with special needs, 
results in the students demonstrating a greater understanding of concepts due to a variety 
of authentic learning experiences afforded by the handhelds (e.g., surveys, problem 
solving, Internet research, writing).    
 The current study examines how the unique affordances of the handhelds can be 
used to support the cognitive strategy of reciprocal teaching for reading comprehension 
among students with reading difficulties. 
 
3. Reciprocal Teaching 

The instructional approach of reciprocal teaching, first described by Palincsar 
(1982) and Palincsar and Brown (1984), features “guided practice in applying simple, 
concrete strategies to the task of text comprehension” (Brown & Palincsar, 1989, p.413).  
Reciprocal teaching builds heavily upon a tradition of cognitive strategy instruction 
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stemming from the late 1970s where investigators taught specific cognitive strategies to 
improve students reading comprehension (Paris, Cross & Lipson, 1984).  Such strategy 
instruction has also been taught in other domains such as mathematical problem solving 
(Schoenfeld, 1985) and writing (Scardamalia & Bereiter, 1985). 
 The process of reciprocal teaching details a set of learning conditions where 
students “first experience a particular set of cognitive activities in the presence of experts, 
and only gradually come to perform these functions by themselves” (Brown & Palincsar, 
1989, p. 123).  This notion is based upon the concept of scaffolding, defined by Wood, 
Bruner, and Ross (1976) as an “adult controlling those elements of the task that are 
essentially beyond the learner’s capacity, thus permitting him to concentrate upon and 
complete only those elements that are within his range of competence” (p. 9).  
Scaffolding has been associated with the work of Vygotsky (1978), and although he did 
not explicitly use this term, he emphasized the critical role that social interaction plays in 
cognitive development.  Vygotsky (1978) describes how a child (or novice) learns with 
an adult or more capable peer, with learning occurring in the child’s zone of proximal 
development (ZPD).  According to Vygotsky, ZPD is the “distance between the child’s 
actual developmental level as determine by independent problem solving and the higher 
level of potential development as determined through problem solving under adult 
guidance and in collaboration with more capable peers” (Vygotsky, 1978, p. 86).   In 
reciprocal teaching, working within the learner’s ZPD is central.  Both novice and expert 
readers use their prior knowledge as well as textual cues to construct meaning from the 
text.  Students build expertise with the teacher scaffolding as necessary, with the range of 
student expertise directing the extent of scaffolding required (Lederer, 2000).  

The strategy of reciprocal teaching, as developed by Palincsar and Brown (1984), 
involves students reading a passage of expository material, paragraph by paragraph, 
while learning and practicing four reading comprehension strategies.  These include: 
(a) generating questions; (b) summarizing; (c) clarifying word meanings or confusing 
text; and (d) predicting what might appear in the next paragraph.  In initial stages, the 
teacher performs a more active role by assuming the majority of responsibility for 
instruction and modeling of the strategies (Rosenshine & Meister, 1994).  Modeling of 
the strategies is critical in instruction, which takes about 10 days to teach (Sousa, 2005).  
Eventually agency of the reading comprehension process is turned over to the students 
who assume leadership roles in their own learning as they work to understand the text 
more deeply, thereby fostering epistemic agency.  The teacher supports the students’ 
collaborative participation in reciprocal teaching by providing specific feedback about the 
strategies, additional modeling, coaching, hints, and expanded explanation where 
necessary (Rosenshine & Meister, 1994). 

Critical to comprehension is the presence and input of peers in the reciprocal 
teaching dialogue as they may help with clarifying prior knowledge.  The process of peer 
interaction serves to elicit important information that is necessary in supporting 
individual cognition (Lederer, 2000) and collective cognitive responsibility (Scardamalia, 
2002).   During guided practice, the teacher invites students to discuss and react to other 
students’ statements about the text.  “Students’ participation can include (a) elaborating 
or commenting on another student’s summary, (b) suggesting other questions, (c) 
commenting on another’s predictions, (d) requesting clarification of material they did not 
understand, and (e) helping to resolve misunderstandings” (Rosenshine & Meister, 1994, 
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p. 480).  Ideas serve a central focus in reciprocal teaching, as the dialogues focus on a 
collaborative effort to understand the text more deeply than simply restating the words in 
the text.  The collaborative dialogues are helpful in identifying why, when, and where the 
reading comprehension strategies are helpful and can be applied to new text (Rosenshine 
& Meister, 1994).  In summary, reciprocal teaching provides the necessary vehicle to 
learn and practice the four strategies through collaborative dialogues. 

To date, these peer-to-peer dialogues and artifacts of emergent understanding in 
the reciprocal teaching process have not been captured.  Thus, they are not available to be 
used as metacognitive resources that could promote independent text comprehension.  In 
addition, aside from participating in the actual dialogues, students do not typically have 
later access to the independent and collaborative processes they underwent in order to 
arrive at their new and more complex understanding of the text.  Furthermore, students 
participating in reciprocal teaching, face cognitive load limitations as they must be able to 
integrate and coordinate a multitude of cognitive and metacognitive processes in order to 
be successful in understanding new texts independently.  The issue of cognitive load is 
particularly salient for struggling readers as they may not possess the necessary prior 
knowledge or be able to adequately construct accurate representations from the text 
(Lederer, 2000).   In a study by Short and Weissberg-Benchell (1989), skilled learners 
were shown to be able to balance cognitive, metacognitive, and motivational skills, 
whereas students with learning disabilities had difficulty in integrating these factors.  
Focusing attention to cognitive tasks for these students became challenging and 
motivational problems arose from demanding cognitive tasks.   

New technologies such as handheld computers, with affordances that can 1) 
record progressive understanding, 2) support individual reflection and peer collaboration 
(Nirula et al., 2003), and 3) increase student motivation and engagement in learning 
(Swan et al., 2005), may further hold great promise in supporting more independent and 
successful comprehension through reciprocal teaching.  Learning environments using 
reciprocal teaching supported by the use of handhelds may be critical in preventing 
“missed opportunities” in the collaborative interactions that typify reciprocal teaching 
dialogues, enabling the capturing of key knowledge advancements by the learning 
community.  Baker and Bielaczyc (1995) described missed opportunities (MOs) as 
circumstances in which students are unable to take advantage of the many resources 
available to them in order to achieve their collective learning goals, thereby missing such 
opportunities to co-construct knowledge.  They discuss how MOs require at least two 
things: 1) identifying the learning goal that could have been achieved at that point in the 
interaction (but was not), and 2) identifying the available resources that could have been 
(but were not) used to achieve the goal (Baker & Bielaczyc, 1995).  Therefore Baker and 
Bielaczyc (1995) suggest that educational interventions should enable students to attain 
autonomy by taking advantage of existing technological affordances before resorting to 
direct teaching methods.  Both socio-cognitive and technological affordances may be 
critical in fostering the development of metacognitive skills necessary for students with 
reading difficulties to become more autonomous learners.  
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4. Method: Designing Innovations using Handheld Computers to Support 
Reciprocal Teaching  

Participants in this research study consisted of 21 students, ages 10-14, drawn 
from a two literacy support classrooms at two different greater Toronto area schools in 
Canada.  The students and two participating teachers were all previously unfamiliar with 
the reciprocal teaching cognitive strategy and had never used handheld computers before 
in their learning.  Students were given access to a Palm Tungsten T5® handheld 
computer with wireless Internet capabilities for the duration of the study.  Students could 
only use the handheld computer within their literacy support classroom, and did not have 
permission to transport the handheld to their other classes or home. 
 All stakeholders (students, teachers, technology administrators, school principals) 
were interviewed before the introduction of the handheld computers to determine any 
potential constraints for the pedagogical and technological intervention in each school 
site, and to optimize the design of the innovations using the handhelds as part of the 
students’ reading programs.  The teachers and students were also observed by the primary 
investigator in order to document, under naturalistic conditions, how the existing 
technology in each classroom was being used and to better understand the nature of the 
existing reading programs at each school site.  The teachers met with the investigator 
during this observational period in order to learn about the reciprocal teaching strategy 
and to collaboratively develop ideas for the use of handheld computers to support 
students’ reading comprehension.   Students were introduced over several classes to the 
four reciprocal teaching strategies: questioning, clarifying, summarizing and predicting.  
These strategies were explicitly taught by the classroom teacher and researcher, and were 
reviewed prior to each reading activity in the class.  Further, these strategies were posted 
on the walls of the classroom and later recorded within students’ handheld computers as a 
reference note.  Students first participated in reciprocal teaching sessions facilitated by  
either the investigator or their teacher without the handhelds in order to ensure that 
everyone was comfortable with the nature and procedures of the reading sessions prior to 
the introduction of the new technology.  
  Small group training sessions were conducted by the investigator and carried out 
during regular classroom times.  These sessions were designed to demonstrate the various 
capabilities of the handhelds, and allow students practice using them. Further, the training 
sessions enabled the investigator to determine students’ proficiency with the handheld 
computers, and to better design innovations using them.  The sessions were coordinated 
with current curriculum objectives, and reading topics were generated through class 
brainstorming sessions to ensure student interest.   
  The investigator provided the students with ongoing technical help in using the 
handhelds and assisted them in the upload their work to either the classroom desktop or a 
website for printing or later review.  When possible, classroom activities using handhelds 
in reciprocal teaching were audio-taped for later analysis.  Extensive field notes were 
recorded during and after each class to capture investigator observations of the students’ 
interactions. 
 Reciprocal teaching sessions took place in small groups of typically 3-5 students.  
The teachers and investigator sat as part of the reading group, and gradually agency of the 
process was turned over the students.  Students read all texts on their handheld 
computers, and used a variety of software available to them on the handheld computer as 
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part of the reading sessions. The table below provides a summary of how each reciprocal 
teaching strategy was paired with the various features of the handheld computer. 
 
 
 

Reciprocal 
Teaching 
Strategies 

Features to Support  
Strategies on Handheld Computer 

Questioning • Students record written questions about the text to ask peers 
using a word processor program. 

• Questions are ‘beamed’ from teachers or peers to check for 
students’ understanding of the text. 

Clarifying • Students use color highlighting to identify confusing parts of 
the text to raise in their discussions. 

• Students look up words in handheld dictionary for meaning. 

• Students look up words online for meaning.  Students also 
investigate topic through online research when problems of 
understanding emerges. 

• Students record a personal list of difficult word and their 
meanings for easy reference. 

Summarizing • Students create summary notes of the text.  These notes are then 
easily shared by ‘beaming’ to peers for feedback, revision, and 
refinement. 

• Students generate a list of “I Learned” ideas on their handhelds 
which they add to after each text reading. 

• Students create a concept map on their handheld computers 
which summarize their growing understanding of the reading 
topic from all their text sources.  As new texts are introduced, 
new connections emerge in the concept maps.  Students share 
their concept maps with peers by ‘beaming’ and revise their 
maps through peer discussion and feedback. 

• Students create an animation on their handhelds that can be 
viewed and shared with peers (through beaming) that 
summarizes their understanding of the reading topic. 

Predicting • Students record questions and theories they about the reading 
topics.  Students revisit these lists after reading, to evaluate their 
ability to answer their own questions and accurately predict the 
content of the reading texts. 
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 Students and teachers were interviewed at the conclusion of the study to share 
their experiences with using the handhelds as tools within their reciprocal teaching 
sessions.  These interviews were later transcribed and analyzed for emerging themes. 
 
5. Preliminary Results and Discussion 

Preliminary analysis indicates that the handheld computer can be an effective 
technological assist for struggling readers in reciprocal teaching sessions.  The small-size 
of the handhelds enabled students to easily configure themselves into their reading groups 
and conduct discussions about the text with little or no disruptions to their classroom 
setup and the flow of the small group interactions as all tools were literally ‘in the palms 
of their hands’. As tools were readily available to help clarify difficulties with the text, 
students were frequently observed accessing the handheld dictionary or Internet in order 
to reconcile a confusing part of the text rather than skipping over it.  The use of color 
highlighting to mark confusing parts of the text served as visual reminders to delve 
deeper for understanding.  One student described how color highlighting prompted her to 
take action: 

[I]f you can read through the article and it has hard words or like you don’t 
understand the words or something you can highlight it and go back later and look 
it up or something.  Also when you see the word highlighted, you know you can’t 
just ignore it.  You’ve got to look it up. 

Students supported each other to understand difficult words and as a group, would 
investigate the meaning of words.  As one student described,  

Well, if someone highlighted a word and didn’t know it, you could explain it to 
them and tell them what this word means.  If everyone doesn’t know, we go to the 
dictionary and search for it. 

This process of collaboratively resolving misunderstanding of the text was evident in the 
small group discourse during reciprocal teaching sessions as students accessed their 
handheld dictionary when conflicting views arose: 

Student 1: [reading text on handheld]…email or electronic mail with its dis-sin-
nic type of address.  
Researcher: Stop there.  Did anyone highlight any words here that they had 
difficulty with? 

 Student 1: I did.  I highlighted the word dis-sin-nic. 
 Student 4: I didn’t. 
 Researcher:  Let’s try to say that word again. 
 Student 1: Dis-kin-nic I think. 
 Student 4: Disconnect! 
 Student 5: Distinct. 
 Student 1: Distinct. That’s it. 
 Student 4:  Oh, I think I know what it means now. [inaudible] 
 Student 5: No, it’s that you can tell what it is.  Something like that? 
 Researcher:  That’s okay.  I think you’re on the right track. 
 Student 1:  Yeah, I think she is. 
 Researcher:  Let’s try reading the words around it. 
 [Researcher reads aloud the paragraph again.] 
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Researcher:  Okay, so maybe it might be helpful to think of another word we 
could use instead of distinct to mean the same thing in the sentence. 
Student 4: Made? 
Researcher:  Any other ideas? 
Student 5:  A certain type. 
Researcher: So we have some different ideas here.  What can we do to figure this 
word out?  How can we solve this? 

 Student 4:  Let’s go to the…the dictionary. 
 Student 5:  Yes, we could go to [names handheld dictionary program]. 
 [Students look up word in the dictionary on their handheld.] 
 Interview data also suggests that students were able to problem solve effectively 
during their independent and collaborative reading, taking advantage of the functionality 
of their handheld devices.  For example, one student shared a strategy she developed on 
her own to improve readability by modifying the reading text on her handheld by 
breaking the words into syllables.  As she described it, “I would sometimes put spaces to 
break up the words I had a hard time with to figure them out.”  For peer-to-peer 
interactions, the use of beaming allowed students to easily gain feedback.  For example, 
students often beamed to peers their written summaries of the articles in order to obtain 
feedback on the utility and accuracy of their ideas.  One student described the benefits of 
peer feedback,  

[W]hen people like read other people’s summaries they find the mistakes that we 
can’t see ourselves.  So they can fix it up and beam it back to us and tell us what 
we need to fix to make our summary better.   

One of the participating teachers shared his insights on the impact using the handhelds for 
reciprocal teaching had on his students: 

I think [the students] realize, whether it’s History or Geography, Science or here 
in Language class, that they are able to use the same strategies to cope and get 
through, you know, breakdown the words in which they don’t understand, 
highlight them, discuss them and work to understand them using available tools, 
and then be able to effectively use them.  So I think that definitely the handhelds 
helped them in that respect, even at whatever grade levels they are working at, to 
carry through the strategies and use them to help them in Science and so on.  As I 
mentioned before, even the weaker students were able to make use of these 
strategies effectively –whether it be substituting simpler words from the 
dictionary or even to use their peers effectively for support. 
The handheld computers had a large motivational effect on the students’ 

engagement in reading activities.  Students were observed coming in on their own time at 
lunch or after school to work with their handhelds to create concept maps or animations 
or to review and edit previous work on their handhelds.  This was a large change for these 
students who typically viewed being in the ‘special class’ as negative and were very 
aware of their peers perceptions of them being withdrawn for reading support.  Several 
students from both sites were observed bringing in peers from their regular homeroom to 
see their handheld and the work they had produced on it.   As one of the participating 
teachers remarked, 

At lunch, even when passing by on the way to another class, [the students] wanted 
to be in here; they wanted to be working on [the handhelds].  They wanted to be 
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involved, and that positive behaviour and wanting to learn was evident 
throughout. 

 All the students in the study stated their desire to be able to take their handhelds 
with them to other classes and home.  One student described how having access to the 
handheld computer in other classes might make her feel more confident to participate:  

It could help me in other classes if I don’t understand a word.  If I don’t 
understand this word and the teacher isn’t asking us about it but I still want to 
know it, I would look it up in the dictionary.  If I can’t spell it, I would ask 
someone else, and then look it up in the dictionary to find out what it means… 
Because then I know it [the word] and other people might not know it.  So then I 
can put up my hand. 

Both participating teachers saw the potential for the handhelds to create links between 
school and home and to promote students’ completion of homework assignments.  They 
both described the next steps of this initiative with the handheld computers to include 
creating an agenda or homework log to track students’ completion of work. 
 
6. Conclusions 

The preliminary findings reported in this paper demonstrate the potential for using 
handheld computers as a technological scaffold within reciprocal teaching.  Through the 
use of a relatively transparent and seamless technology, students are able to maintain the 
benefits of the face-to-face interactions in reciprocal teaching while becoming more 
competent and confident participants in independent and collaborative problem solving 
with difficult texts.   Further, the use of the handhelds appeared to have a strong 
motivational effect on the students, encouraging them to persist longer with challenging 
aspects of the text and to work more deeply on reading activities.  Future research will 
need to explore any lasting effects the handheld computers have student reading 
comprehension and the extent to which the cognitive strategies of reciprocal teaching 
become automatized through the use of technological supports. 
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The Importance of Emotional Intelligence in the Classroom 

 

    Healthy classroom environments can encourage children to develop emotional 

awareness and manage negative or destructive emotions.  Educational research suggests 

that children who do not feel valued, worthwhile and accepted in the classroom have a 

poorer chance of succeeding academically than students who feel welcomed and 

understood by their teachers and classmates (Bluestein, 2001; Levine, 2007; Vail, 1981).   

Such an atmosphere often allows bullying behaviors to flourish. Humans are unable to 

think logically or rationally without filtering incoming information through the emotional 

or judgmental filters in the brain.  The circuitry that runs between the brain’s executive 

centers in the prefrontal lobes and the brain’s limbic system, which governs feelings, 

impulses and drives, is activated each time the thought process occurs.  Scientists are 

beginning to understand that feelings about a problem to be solved are as important as 

thoughts about that problem.  Researchers have suggested that people cannot think 

logically or rationally without integrating emotional input from the amygdala or 

emotional center of the brain (Damasio, 1994; LeDoux, 1994; Mayberg, 2005).  Powerful 

emotions have an evolutionary precedent to help the organism by overriding the 

neocortex and flooding the body with hormones intended to allow survival. Negative 

emotions have a particular ability to disrupt work and hijack attention from the task at 

hand.  Further, stress hormones that are secreted when a person is upset take hours to 

become reabsorbed in the body and fade away, resulting in the body experiencing 

difficulty calming itself.  People need to know how they feel about what they think in 

order to process information and make sound decisions (Berkowitz & Brier, 2004; 
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Bradberry & Greaves, 2003; Cross et al., 2003; Horsman, 2004; Pipher, 1996; Zins, 

Weissberg, Wang, & Walberg, 2004).   

     Daniel Goleman (1996) coined the term Emotional Intelligence (EI) as a result of 

research suggesting that interpretations of emotions enhance the reasoning/problem-

solving process.  Emotional abilities, according to Goleman, include the ability to 

motivate oneself, persist in the face of frustrations, control impulses and delay 

gratification, regulate one’s moods, keep distress from swamping the ability to think, and 

empathize with others.  Goleman’s extensive research on the subject of emotional 

intelligence in the corporate environment suggests that industry leaders who have high 

emotional intelligence manage people more successfully, report more satisfaction with 

the job and their employees, engender more loyalty from coworkers, and experience more 

success in achieving challenging goals that are essential to the success of the organization 

(Goleman, 1998; Goleman, Boyatzis, & McKee, 2002).  Other research has replicated 

Goleman’s results. A series of studies at Yale University in the 1990s linked emotional 

intelligence to personal achievement, happiness and professional success (Bradberry & 

Greaves, 2003; Mayer & Salovey, 1993).             

      Children who develop strong emotional intelligence abilities are more likely to 

experience life satisfaction and happiness with friendships, family and romantic  

relationships (Bluestein, 2001).   Educational research by Daniel Goleman (1996) 

suggests that emotional literacy programs improve children’s academic achievement 

scores and school performance.   “Emotions enrich; a model of the mind that leaves them  
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out is impoverished.” (p.34). Goleman cautioned that academic success in the classroom 

cannot be evaluated without including the influence of emotional intelligence as an 

important factor in student success.  

     Studies of middle schools suggest that when students perceive their teachers as 

supporting them, having high expectations, and avoiding a reliance on negative messages, 

academic achievement increases (Ryan & Patrick, 2001; Wentzel, 1993, 2002).  Durlak 

and Weissberg (2005) conducted a meta-analysis of more than 300 studies on the subject 

of social and emotional learning as a factor in academic success.  Results strongly 

suggest that assisting students in navigating the social and emotional contexts of the 

classroom impacts positively on students’ academic achievement (Brown, Roney, & 

Anfara, 2003; Elias, Zins, Graczyk, & Weissberg, 2003; Hoy & Hannum, 1997). 

      Successfully disseminating research findings on the relationship between emotional 

intelligence and academic success to the classroom has been problematic.  Information on 

the importance of emotional intelligence to classroom success has not transferred to 

classrooms in the U.S. educational system; teachers often are unaware of the importance 

of understanding the emotional climate in the classroom, or the benefits of incorporating 

emotional awareness and management elements into the academic framework of the 

curriculum.  Teachers who are unaware of the emotional climate of their classroom may 

risk the emotional health of students and reduce each student’s ability to achieve 

academically (Elias, 2004).  Without competent emotional intelligence (EI) skills, 

students may be hampered in their efforts to learn and be active contributors in the 

classroom.  Social and Emotional Learning (SEL) curricula, implemented in a whole-of-
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school framework, help children build EI skills and foster the development of SEL 

competencies like empathy and prosocial behavior (McCown, 2005).           

     Priscilla Vail (1989), a well-known U.S. educator who specializes in the concept of 

emotional safety in the classroom, illustrates the personal consequences of the gap 

between research and practice in the classroom.  A child who feels emotionally 

vulnerable experiences the following:   

                    Anger, fear, self-doubt, and pressure are typical of the reactions 
  that intensify when an intelligent student has a problem.  Negative 

responses contaminate the classroom; students need recognition, 
 understanding and support from concerned teachers because their 

        bright promise is at risk  These students are particularly vulnerable to 
                     isolation (p. 10). 
 
Vail (1981) uses the analogy of a light bulb to remind educators that emotions have the 

power to switch on the brain’s processing power and access to higher-order thought, or to 

switch off access to higher order thinking by hijacking rational thought processes, leaving 

the student unable to access reason and logic  

Emotional Safety and Academic Success 

         How does understanding the relationship between emotions and learning help 

educators guide students to academic success?  As Jane Bluestein details in Creating 

Emotionally Safe Schools (2001), teachers need to create a climate whereby children can 

access their talents.  Teachers can assess how children learn best, helping them to develop  

strategies to tap into those learning systems and teaching them to utilize both left and 

right brain techniques. If children are not comfortable or do not feel supported in our 

classrooms, stress and pressures increase.  A supportive emotional climate allows each 

child to focus attentional processes on learning the tasks at hand. The thinking brain is 

designed as a highly efficient learning machine, expanding understanding by linking new 
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ideas to an elaborate cognitive network.  The emotional brain is a much slower learner; it 

reveals a more primitive organization of brain cells than the neocortex or thinking brain.  

Skills based in the limbic or emotional centers of the brain, research suggests, are best 

learned through motivation, extended practice, and feedback (Lewis, Amini, & Lannon, 

2000).  Reeducating the emotional brain requires practice and repetition (Goleman et al., 

2002; Kauffman, 2005).  Students and teachers who practice awareness of emotions can 

facilitate the coordination of the thinking and feeling brain. When emotions are addressed 

in an aware and supportive manner by everyone in the classroom, children learn to 

manage the limbic system and prevent it from hijacking the neocortex.  Less time is spent 

fighting the middle brain and its “fight or flight” reactions.  Each student builds 

confidence, allowing the memorial process to function and yield appropriate information 

to working memory.  Children need to feel safe, supported and cared for  

before they can let go of the fear the limbic system yields as a response to stress, and 

direct focus to the context of learning (Elias & Arnold, 2006).  

      To illustrate this model and the role of emotions in learning, picture a middle school 

student studying for a science test. In the process of studying, our student will need to 

utilize active study techniques in order to wake up attentional processes and provide cues 

for transferring information into long-term memory.  Information to be remembered must 

be encoded in a meaningful way, utilizing both left brain and right brain techniques.  

Verbal and sequential aids tap into left brain strengths; novel connections, illustrations, 

musical connections and emotional calmness tap into right brain strengths.  Our student 

will need to study interactively, perhaps quizzing herself or writing out important points 

in a variety of colors to stimulate connections and coordination between hemispheres.  
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Having studied actively, using learning systems that are strongest (i.e. visual, auditory, 

kinesthetic or some combination of systems), our student should get a good night’s sleep.    

Information should now be successfully transferred from the front brain to the back brain, 

ready to be accessed for the exam tomorrow. 

 Arriving to take the test, our middle school student will feel a certain amount of 

arousal or anxiety.  The students’ sense of emotional safety contributes to the 

management and redirection of this anxiety.  The limbic system evaluates whether there 

is reason to “worry.”  Worry can be defined , for most students, as the limbic system 

screaming, “Get me out of here; I don’t know anything!!” If a student’s past performance 

yields confidence, our student will control the anxiety and utilize it to energize 

performance.  If past experience yields a sense of doom or failure or if the student is not 

able to manage his or her emotions, anxiety may override the neocortex.. The limbic 

system may begin to shut down access to cortical material.  Research shows that the more 

prepared our student is through practice (i.e. writing out essays beforehand, utilizing 

visualization strategies to aid recall of facts, working with information in different ways 

through discussion groups and question and answer sessions of review), the more 

avenues of retrieval are open to that student (Healy, 1989).  Children who feel a sense of 

emotional safety can access and apply the strategies that allow them to achieve.  Feeling 

supported, the prepared student can draw a deep breath and begin to answer questions in 

a way that draws confidence.  The door to the higher cortical areas begins to open and the 

memory to function. 
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Emotional Safety Practices in the Classroom 

     To increase awareness of the emotional climate experienced by individual children in 

the classroom and to reduce incidents of bullying, research suggests that teachers develop 

emotional self-awareness and model personal emotional competence.  Emotional self-

awareness involves staying on top of emotional reactions to specific events, challenges 

and students.  Personal emotional competence involves allowing feelings to inform 

reason and guide behavior (Bradberry & Greaves, 2003).  The development of empathy 

and prosocial behavior leads to social-emotional competence and fosters the development 

of positive social relationships (Goleman, 1995, 1998).  Engaging students in the process 

of creating a safe emotional climate in the classroom can encourage each member to be 

aware of personal emotions and develop strategies to recognize, understand, and manage 

them.  Teachers can improve emotional intelligence (EI) competencies in their 

classrooms with the following strategies. 

         Test the emotional climate of your classroom:  Take a few moments regularly 

each day to really be aware of the climate in your classroom.  Observe what students are 

telling you with their body language and behavior.  Are some students showing a lack of 

confidence with their body positioning?  Are some students shying away from interaction 

with other classmates?  What are the dynamics of interaction between students in your 

classroom?  Which students eagerly volunteer for classroom activities or answer 

questions?  Which students prefer to hide behind a book or some activity that allows  

them to become “safely” aloof?  Keeping a record of observations for several weeks may 

provide valuable clues to each student’s classroom experience.   
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       In addition to observing, engage your students in discussion of emotional issues in 

the classroom at least once a week.  Implement a quality conflict resolution classroom 

program that encourages students to write down grievances in a designated place and 

then to work out those grievances with their teacher and classmates at a designated class 

discussion time (McCown, Jensen, Freedman, & Rideout, 1998).  Hold regular classroom 

discussions of diversity and respect; these give students the verbal tools they need to 

work through situations with each other and find a common ground for cooperation. 

      Check in with individual students.  What are students who seem aggressive to other 

students really thinking?  What kind of groupings can you as the teacher create to connect 

the child who seems isolated?  What is the relationship between the students in your 

classroom who receive special services and those who do not?  If children perceive that 

adults are interested in their emotional safety, they begin to view it as important too. 

       Encourage students to be contributors: Children who are actively engaged in the 

learning process benefit in a number of ways.  Their memory processes are strengthened; 

personal meaning is given to their work.   Cooperative groups, collaborative groups, 

alternate assessment techniques, and students teaching concepts to other students take 

advantage of the fact that the human brain is innately social and collaborative (Dewey, 

1958; Vygotsky, 1977).  Wolfe and Brandt (1998) concluded that the brain “has not 

evolved to its present condition by taking in meaningless data; an enriched environment 

gives students an opportunity to make sense out of what they are learning, what some call 

the opportunity to make meaning.”  Allowed to make connections between meaningful 

experiences and novel information, student’s brains are appropriately challenged (Jensen, 
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2000).  Students form respectful relationships with each other when classroom activities 

encourage them to collaborate and interact. 

      Foster cooperation, not competition:  Classroom strategies that encourage diverse 

students to engage in projects together and share responsibility for project requirements 

have been shown by research to produce competence for every member of the group 

(Elias & Arnold, 2006).   Such programs as peer coaching, verbalization of strategies 

“out loud,” and projects that require students to become “expert teams” benefit high and 

low achievers alike.  As students become cooperatively involved in the material, more 

class time is spent on task by the students. The caliber of discussion is often enhanced as 

all students have an opportunity to learn by reflection and verbalization. When power and 

responsibility are primarily student centered, learning leaps to a higher plane (Payton et 

al., 2000). 

       Create activities that are criterion-referenced, rather than norm-referenced:             

Good teachers know that students benefit from mastering skills measured against specific 

criteria. Traditional normative methods of assessment that compare students with each 

other cause students to compete and result in students who think of themselves as  

“winners” or “losers.”  The emotional impact of such labels interferes with focus, 

attention and motivation, causing those students seen as “losers” to disengage from the 

learning process (Olweus, 1991, 2003).  Criterion-referenced activities can be created at 

different levels for a diverse classroom, allowing everyone to make progress at their own 

pace and feel the glow of pride that comes with successful mastery. 
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For the Future 

     CASEL (2003) in a review of the effect of EI-SEL programs on increasing academic 

achievement suggested that as children build EI-SEL skills, academic achievement is 

impacted positively.  Through EI-SEL programming, a more positive learning 

environment is created; safety is increased; opportunities for success to replace 

discouragement and failure are increased; student, school, and community assets are 

built; and students, faculty, and families form greater attachment to and engagement in 

the school.  Educators must be aware of and use those best practices from research that 

encourage emotional intelligence in students and emotional safety in classrooms.  Further 

study is needed to link students’ perception of emotional safety in the classroom with 

academic achievement, assuring that the importance of the interaction between the 

brain’s executive and emotional centers is well understood by all educators, parents, and 

students alike. 
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Gifted Women’s Heritage: Its Place in a Globalization World 
 

Janice M Hall PhD. Janice M Hall PhD 
 

Women are passionate about many issues, from personal to political, from global to 
family, from emotional to the economic. Research also dictates that gifted women are 
coherent about their needs: the need for a creative outlet, the need to make a difference, 
the need for collaboration and community and the need to affect change. But does this 
external view stand up to the critical self-reflection of the gifted woman? How does 
this translate into continuing opportunities for change and growth in the 21st century? 
This paper will therefore briefly draw on documented female prodigies with their sense 
of mission, of intuition, of family and their own gifts and talents and discuss facts and 
perceptions both historical and contemporary with a view to coming to a stand point 
about a sense of place for contemporary gifted women. Ways of communicating these 
responses to a future generation to motivate and nurture giftedness will also be 
discussed. 

 
 
Women are passionate about many issues, from personal to political, from global to family, from emotional 
to the economic. Gifted adult women not only grapple with the difficulties associated with giftedness itself; 
their lives contain added complexities as a result of their gender. For many years, researchers have labelled 
gifted women underachievers in comparison to gifted men; however, no single theory has been able to 
account for the underachievement of these women (Kerr, 1994). Understanding gifted females’ 
underachievement is not simply a matter of discovering the barriers that inhibit their success and then how 
such barriers could be overcome; gifted females’ perceived  failure to manifest their potential is much more 
complex (Kerr, 1997). While simplistic explanatory theories once included fear of success, math anxiety 
and ‘the imposter phenomenon’, current research tends to highlight the conflict between intimacy and 
achievement (Tomlinson-Keasey, 1998).  
 
According to Tolan (1994), the focus on achievement can make it difficult for all gifted adults to recognize 
and understand their uniqueness; in fact, many gifted adults are unaware of their mental capacities and that 
they do differ from the norm. Tolan further argues that gifted adults who believe in an achievement-bound 
definition of giftedness will likely deny or misunderstand their giftedness, become restless, bored, 
frustrated or unfulfilled, and remain unaware of the real reasons for their dissatisfaction. Several prominent 
researchers have investigated gifted females’ development in order to understand the myriad of factors that 
influence their achievement. These factors include the challenges of being gifted, the challenges of being a 
gifted female and the challenges of the broader social tri-context of gifted plus adult plus woman. 
 
 In the 1800s Sir Francis Galton introduced the idea that having great ability would necessarily result in 
renowned achievement in adulthood (i.e., the myth that ‘the cream always rises to the top’). Historically 
speaking, however, this notion has not accurately depicted the lives of most gifted women even in recent 
times (Silverman, 1996). 
Objective measures such as IQ scores, aptitude test scores and grade point averages have failed to predict 
the achievement of gifted women in adulthood (Kerr, 1997). 
 
Gifted adults have been described as a complicated, misunderstood minority (e.g.,Streznewski, 1999). 
Instead of defining adult giftedness in terms of asynchronous development, innate potential or qualitative 
features as it is defined for children, the dominant definition of adult giftedness is centred on eminence, 
which is concerned with domain-specific achievements. The conventional definition of an eminent 
individual is one who has reached the highest level of talent development and who alters our institutions, 
practices, and perceptions (see Arnold et al., 1996); however, definitions of giftedness that focus on such 
criteria are problematic, as having a high IQ in childhood does not guarantee educational or professional 

2008 HICE Proceedings 
Page 6349



 2

achievement in adulthood (Silverman, 1996; Terman and Oden, 1947; 1959). And in the opposite context – 
children exhibiting aberrant or socially unacceptable behaviour in their youth does exclude them from 
prestigious recognition or achievement in adulthood. 
  
Other researchers note that the definition of eminence must be expanded for gifted women specifically. For 
example, Noble, Subotnik and Arnold (1999) have proposed a model of talent development specific to 
women that includes not just public spheres (i.e., leadership or eminence) but also personal spheres of 
influence (i.e., self-actualization or community actualization) as possible domains for the expression of 
gifted women’s talents. 
 
My own interest in giftedness came first from my own childhood. As a young child I was continually in 
trouble with my teachers who were very unforgiving disciplinarians with extremely high expectations and 
standards. While I succeeded in the academic work I was constantly thrown out of class for my school 
reports all described me as ‘a disobedient and disruptive pupil’. My problem was I was always able to see a 
different side, another answer, an alternative complexity and I wanted to talk about it…..but with 93 
children in my class my teachers did not want to listen.  
 
The second aspect came from my fascination as a very young teacher with the child who walked to a 
different drum, the one who would not conform, the one who was rebellious, or bored or always outside the 
Principal’s office or whose name appeared in every page of the Detention Book. Who, when the authority 
demanded, refused to answer or acted out so violently that they were once again on the punishment list. 
Who, when believing themselves to be unobserved would surreptitiously complete work far and beyond 
class level or would recognize my occasional attempts at irony or humour while the rest of the class 
remained oblivious. This fascination has since translated into several degrees and a history as a university 
academic. 
 
Researchers have long suggested that gifted females are sensitive to potential social disadvantages of being 
smart (e.g., Kerr et al., 1988), and because of their strong desire for connectedness they may conceal or 
underutilize their abilities (Arnold et al., 1996). In effect, gifted females’ underachievement seems to begin 
in adolescence and carry into their adult years as they struggle to maintain their connectedness with others. 
It has also been argued that the broader social context has an impact on gifted women’s achievement.  As 
feminist scholar SA Fahlman has pointed out, gifted women do not underachieve ‘in a socio-cultural 
vacuum’. 
 
Thus, according to Kerr (1997), reports of gender differences in achievement test scores, educational 
degrees, occupational prestige and attainment of eminence reveal more about society than about individual 
gifted females. Societal barriers such as discrimination, harassment in education and the workplace, or lack 
of financial resources for education, for example, may affect underachievement as much as any internal 
barriers. Kerr further argues that girls’ infamous, drastic drop in self-esteem during adolescence can be 
attributed to a society with predominantly patriarchal values that conflict with women’s social roles; 
society thus neglects females’ needs and goals. Arnold, Noble and Subotnik (1996) stress the need for 
transformation of cultural conditions and societal institutions that have constantly arrested women’s 
capability to achieve at levels proportionate with their abilities. 
 
It is has been proved beyond doubt in the psychological literature that one’s perceptions of  oneself as one 
is growing and developing have a large influence on one’s life course and achievement. Culture, safety, 
emotional stability, parental expectations, educational opportunities, personal motivation all vitally 
influence child development, the discussions of which are outside the scope of this paper. By the same 
criteria what it means to be gifted and one’s perceptions of oneself as gifted (or not) are also influenced by 
the above factors. There are many definitions of giftedness in the literature and all are determined by 
culture, time and history. For instance, those who believe they are gifted, and that being gifted is valuable 
and those gifts grant them a unique perspective, might actively seek to nurture, develop and apply those 
gifts and talents. In contrast, those who do not believe that they are gifted, intelligent or exceptionally 
talented in some form may never expect that they have the ability to achieve great things, and therefore 
never pursue such achievements. This I believe is an awe-inspiring and humbling responsibility for 
teachers. 
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One of the most fascinating occurrences in the readings is the perceived relative rarity of high achieving 
and eminent women.  This raises not only the question of the perceived fate of women of great potential 
insight and skill but maybe leads us to question the measures we use rather then the outcomes we achieve. 
Gifted women when asked are very definite about their place and space. In the eyes of the world it may 
seem to us that they have not achieved and that their potential was lost.  Linda Silverman reminds us to 
respect the untold nameless women who have laid the groundwork for gifted women today to be able to 
develop and express their talents. But is this the most effective approach? I ask you to consider this 
question- Is eminence an adequate gauge of women’s giftedness? 
 
The past several decades have witnessed unprecedented changes and opportunities in the lives of women 
and girls. More than ever women in so many places are working outside the home moving into domains 
traditionally reserved for men and vigorously pursuing careers and interests. Women continue to face not 
only traditional difficulties but challenges unique to current social and economic conditions. So what 
factors do cause some gifted girls to become remarkable young women? What are the unique issues that 
gifted women encounter in their lives? What are the factors that enhance or inhibit the development of 
women’s exceptional ability? Outside scrutiny on gifted women has been sporadic but in those times 
intense. Many studies have tracked gifted women’s progress and hypothesized about the potential that is 
lost or fulfilled. The view of gifted women themselves is rarely considered and even less sought after. But 
allow me to introduce some women who have received outstanding historical renown and prominence. 
Keeping within the scope of this paper this list is deliberately short. 
 
Throughout history, women warriors have fought and led troops into battle as soldiers and as royalty. 
Sadly, we know too little about most of these brave warrior women who stood up to the powerful male 
leaders of their day because history was written by the victors who were male. But we do know some. 
 
The Amazons are credited with helping the Trojans against the Greeks in the Trojan War and recent 
archaeological evidence suggests the Amazons were real, important, powerful, two-breasted, warrior 
women, possibly from the Steppes. 
 
Tomyris became queen of the Massegetai upon the death of her husband. King Cyrus of Persia wanted her 
kingdom and offered to marry her for it, but she declined, so they fought each other instead. The army of 
Tomyris ranged itself against the Persians, defeated it, and killed King Cyrus. 
 
Artemisia, queen of Herodotus' homeland of Halicarnassus, gained renown for her brave, actions in the 
Greco-Persian Wars. Artemisia was a member of the Persian Great King Xerxes' multi-national invading 
force.  
 
Boudicca became queen of the Iceni in Britain when her husband died. In A.D. 60-61 she led the Iceni in 
revolt against the Romans in response to their treatment of her and her daughters. She burned three major 
Roman towns, Londinium (London), Verulamium (St. Albans), and Camulodunum (Colchester).  
 
Cleopatra was actually Cleopatra VII, and was the last pharaoh of Egypt, because Rome took over Egypt 
following her death. She was born in 69 B.C. in Alexandria, Egypt and died in 30 B.C. Although her family 
had adopted Egyptian customs, like having pharaohs marry their siblings, Cleopatra and her family were 
really Macedonians who had gone to Egypt with Alexander the Great. Zenobia , a third century queen of 
Palmyra (in modern Syria), claimed Cleopatra as her ancestor. She started as a regent for her son, but then 
claimed the throne, defying the Romans, and rode into battle against them.  
 
In 732 B.C. Queen Samsi (Shamsi) of Arabia rebelled against Assyrian King Tiglath Pileser III by refusing 
to pay tribute and giving aid to an unsuccessful fight against Assyria by the king of Damascus.  Although 
an officer of the Assyrian King was stationed at her court, Samsi continued to rule for 17 years. 
 
After two centuries of Chinese rule, in AD 38, the Vietnamese rose up against them under the leadership of 
two sisters, Trung Trac and Trung Nhi, who gathered an army of 80,000. They trained 36 women to be 
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generals and drove the Chinese out of Viet Nam in A.D. 40. Trung Trac was then named ruler and renamed 
"Trung Vuong" or "She-king Trung." They continued to fight the Chinese for the next three years. 

Livia Drusilla (58 B.C. - A.D. 29), was long-lived and very influential. She married Tiberius Claudius 
Nero, her cousin, when she was 15 or 16. Later as the wife of Augustus, she became the first empress of 
Rome, and mother of the second emperor, Tiberius (42 B.C. - A.D. 37). When Augustus died in 14 A.D. 
according to his will, Livia became a part of his family and was entitled to be called Julia Augusta from 
then on. Julia Augusta was deified by her grandson Claudius in A.D. 41. 

Enheduanna was a high priestess of the temple of Nanna about 2300 BCE is the earliest author, poet and 
hymn writer in the world that history knows by name. She was the daughter of the great Mesopotamian 
king, Sargon of Akkad. Enheduanna helped her father solidify his political power and unite the Sumerian 
city-states by merging the worship of many local city goddesses into worship of the Sumerian goddess, 
Inanna.. Enheduanna wrote three hymns to Inanna which still survive today and which illustrate three quite 
different themes of ancient religious faith. At least 53 other hymns survive that are attributed to 
Enheduanna, including three hymns to the moon god, Nanna, and other temples, gods, and goddesses. 
Surviving tablets are copies of the hymns from about 500 years after Enheduanna lived, attesting to the 
survival and the study of her poems. 
 
Tz'u-hsi (1835 – 1908) gained prominence as a minor concubine of the emperor Hsien-feng (Xianfeng) 
when she became mother of his only son, T'ung-chih (Tongzhi), in 1856. In 1873 T'ung-chih came of age, 
became Emporer and died two years later. His mother, it is rumored, had a part in the death. Tz'u-hsi 
violated the normal succession and had her three year old nephew Kuang-hsu (Guangxu), named the new 
heir and Tz'u-hsi became the de facto ruler of China in 1881 until her death in 1908. Her actual power 
surpassed that of England's Queen Victoria, who was her contemporary. 
 
In England, Lady Jane Grey was known for her beauty, intelligence and piety. She spoke 5 languages and 
reigned over England around 1554. Elizabeth 1 (1533 – 1603) by the age of 6 was proficient in both Latin 
and Greek could speak and write French fluently play the lute and the virginals and was an accomplished 
needlewoman. Radford claims that today these arraignments may rank her as a prodigy but at the time were 
no more than what was expected of a royal princess 
 
In the world of politics there have been 38 Female Prime Ministers since 1945. Sirimavo Bandaranaike in 
Sri Lanka 3 times (from 1960 to 1965, from 1970 to 1977 and from 1994 to 2000); Indira Ghandi twice in 
India from 1966 to 1977 and from 1980 to her assassination in 1984; Golda Meir in Israel from 1969 to 
1974; Elizabeth Domitien in the Central African Republic from 1975 to 1976 who was preceeded by 
Empress Zauditu in Ethiopia from 1917 to 1930. In England (Margaret Thatcher); Dominica (Mary 
Eugenia Charles); Bangladesh (Sheikh Hasina Wajed); Mozambique (Luisa Dias Diogo);  Norway ( Gro 
Harlem Brundtland); Pakistan (Benazir Bhutto); and  New Zealand (2 females consecutively Jenny Shipley 
and Helen Clark). 
 
Although the literature on emerging adulthood is growing, little research exists that investigates the lives of 
gifted females in this developmental period. To date, only three studies have focused exclusively on gifted 
females during the age period regarded 
as emerging adulthood. That is Leroux, (1992) Speirs Neumeister, (2002) and  Spielhagen (1996). 
However, these studies did not explicitly consider their participants to be in a distinct developmental 
period. Both Leroux (1992) and Spielhagen (1996) 
found that gifted females in emerging adulthood perceived parents, teachers and mentors 
as able to make a positive impact on their achievement and overall development. Training and teaching are 
demonstrably effective if we take the case of Lhamo Dhondup - who at not quite 4 years of age was chosen 
and trained to be the Dalia Lama. However, although driven to succeed, the young women in Leroux’s 
study evidenced self-doubt regarding their ability to achieve their goals. In contrast, participants in a more 
recent study were achievement-oriented and extremely confident in their abilities (Speirs Neumeister, 
2002).  
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Prominent gifted researcher Sally Reiss suggests that regardless of the paradigm in which gifted women 
feel most comfortable and regardless of their professional interests and aspirations, there is evidence that 
gifted women are not psychologically prepared to deal with challenges and obstacles that arise as they 
pursue their goals. This raises the question of who counsels our gifted students?  Are our teachers, or 
parents or counsellors gifted? Who counsels these gifted girls? In my realm of experience not the gifted! 
Feminists and educators of the gifted work to foster optimal development conditions largely through 
changes in social institutions such as schools but research demonstrates that our most gifted achievers do 
not currently enter the teaching profession or for that matter the counselling profession. But we can all 
attest to the gifted teacher in our lives. Concern is high when gifted women receive the tragic message that 
society does not want or need their gifts, or that the real work of the world is accomplished by men and that 
any contribution that gifted females make is peripheral or ancillary. This must discourage many gifted 
females and inevitably they disappear before they ever reach their high levels of performance and/or 
creativity thus depriving the world of the potential contributions they could otherwise make. 
 
From the media and the literature there would appear to be a tougher ‘glass ceiling’ for women than for 
men. But is this accurate? During the 20th century psychologists firmly established that IQ, (intelligent 
quotient) tested by psychologists with an intelligence test which proved that a score of 100 was ‘average’ 
and  a score of 120 + was gifted. According to them this was the only criteria by which giftedness could be 
measured and anything that could not be measured was not valuable. But in 1996 Donald Goleman’s work 
on EQ (Emotional Quotient) proved that not only did emotional intelligence exist but that it could be 
measured. In 1983 Howard Gardner’s MI (Multiple Intelligences) proved that humans have multiple 
intelligences – Verbal linguistic, Mathematical logical, Musical, Visual spatial, Bodily kinesthetic, Intra-
and Inter-personal, Naturalistic,  and Existential - and that they can be measured. Donald Treffinger’s 
creativity scales have designated old assumptions to the literature scrap heap.  
 
Sensitivity to morals and ethics was noted by gifted female researchers such as Lita Hollingworth in 1942, 
and Miraca Gross in 1993.  Linda Silverman in 1994 recorded significant data that ‘advanced moral 
sensitivity can be an essential feature of being gifted’ and the gifted are often ‘far above age peers in 
conceptualisation of justice, fairness and responsibility to self and others’. Very sensitive gifted children 
need to learn to put limits on exposure to suffering, find ways to deal internally with pain and learn what 
types of help are useful to oneself and others. Gifted children who are passionate about fairness and justice 
need to be given opportunities to learn the skills of solving the underlying conflict when others don’t see 
things the same way or have different values. They, like many of us, need to learn to tolerate and even 
celebrate difference. The beginnings are found in the development of empathy between the child and the 
caregiver or teacher.  Maxine can remember at age four, refusing new sneakers and demanding her mum 
give the money to the local charity collector outside the store. Svetlana aged 6 refused new clothes 
demanding that the money go to Amnesty International. Christie aged 5, organised to have a garage sale to 
buy a new garage for her friend whose house was destroyed in the Australian bushfires.  
 
Noble (1996) claims that optimal conditions for development of female talent cannot be accomplished 
without changing conditions for all women. Historically this is achieved through writers and artists as many 
of our gifted female writers attempted (and still attempt today) to do just that with actual and fictional 
characters. 

 Jo March in Little Women by Louisa May Alcott is one of the most memorable heroines in literary history, 
with her literary aspirations and antics. Elizabeth Bennett in Pride and Prejudice by Jane Austen was 
published in 1813. Jane Austen’s expose of Elizabeth Bennet and her family have been the subject of 
countless movies and serials. 

Jane Eyre by Charlotte Bronte, was an orphaned young girl whose adventures lead her to become a 
governess. Edna Pontellier in The Awakening by Kate Chopin is her most famous work where the young 
heroine struggles for independence. There is also the colourful fictitious characters in books that were 
banned! I am not claiming these fictitious characters to be gifted but they certainly were renowned. 

Lady Chatterley's Lover published in 1928, by D.H. Lawrence was been banned for its sexually explicit 
nature. Lawrence actually wrote three versions of the novel. Moll Flanders by Daniel Defoe's was one of 
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the earliest novels ever published in 1722. The book dramatically depicts the life and misadventures of a 
young girl, who becomes a prostitute. This was challenged on sexual grounds. Candide published in 1759 
by Voltaire was banned by the Catholic Church. Bishop Etienne Antoine wrote: ‘We prohibit, under 
canonical law, the printing or sale of these books’. Madame Bovary published in 1857 by Gustave Flaubert 
was also banned on sexual grounds.  
 
In this paper I have attempted to draw on a sample of documented female prodigies with their sense of 
mission, and drawn on facts and perceptions both historical and contemporary with a view to coming to a 
stand point about a sense of place for contemporary gifted women. I would like now to reiterate this and to 
briefly suggest a way of communicating these responses to future generations to motivate and nurture the 
courage of giftedness in women. 
 
As an undergraduate student and many times since, comments have been passed that I was too smart to be 
an educator. If I had all these degrees why was I still a teacher? This has always struck me as the strangest 
of contradictions. As a doctoral student and now as an academic, however, I realized that my experiences 
are not unique. Large numbers of other female teachers, my own pre-service students and teacher educators 
I know, shared stories of being continually questioned about their vocation and passion to teach. Although I 
recognized a number of patterns in the stories I heard from women I know personally, I have found very 
little research focusing on the lives of teacher educators either male or female. 
 
Interestingly, Kerr (1994) defines achievement as "the use of one's gifts and talents, as one understands 
them, to the fullest" (p. xi). Thus, achievement is recognized as a "woman's fulfillment of her own dreams" 
(p. xi). I am very confident that teaching can and does provide an outlet for the fullest use of one's gifts and 
talents. I also strongly believe that a career in education can fulfill the dreams of even the most 
intellectually or creatively gifted women. Kerr goes on to say that "by defining achievement and career as 
the maximum use of talents in the pursuit of a vocation, perhaps women can stop defending their lifestyles 
and can search for those challenges that will allow fulfillment of potential" (p. xi).  
 
Christine McAuliffe the first teacher to go into space on the ill-fated Challenger said ‘to teach is to touch 
the future’. Why cannot gifted women be involved in careers other than those which meet some universally 
agreed-upon definition of professional? Why must women with exceptional abilities continue to defend the 
choice to enter the field of education because it is viewed as traditionally feminine or intellectually 
limiting? From history we see that they have - as teachers and as role-models who have touched the future! 
 
In conclusion…this is not a negative paper but a celebration of the magnificent achievements of women. 
We need to tell more of our young women what women have done in the past. Stories are handed down 
from generation to generation. They have a strong message for our young students, whose modern 
perceptions are sometimes so tarnished by advertising saturated television and media where truth is 
completely absent from the content. Our histories demonstrate that gifted women have existed and will 
continue to live life to the fullest and will make an indelible print on the face of the planet. 
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Introduction 
The purpose of this session is to present a case study of a collaborative model that was 
used in the design and development of a Ph.D. Program in Education at Chapman 
University. The purpose of this Ph.D. program is to prepare, as Golde (2006) stated, 
“stewards of the discipline”. The Ph.D. holders, i.e., the stewards, should be capable of 
generating new knowledge, conserving the most important aspects of current and 
previous work, and transforming knowledge that has been generated and conserved in a 
variety of teaching situations (Golde, 2006). Golde and Lee Shulman’s work at the 
Carnegie Foundation provided many of the guiding principles upon which this Ph.D. 
program was built.  
 
The faculty collaborated on designing all aspects of the program and kept comprehensive 
records of all of the events leading up to the arrival of the first cohort of students in fall, 
2007.  
 
The Ph.D. program has three emphases: Culture and Curricular Studies, Disability 
Studies, and School Psychology. Twenty-five students were selected for the first cohort.  
 
In this session, presenters will discuss the developmental process used to build the 
program beginning with the School of Education readiness and commitment for this step, 
the political aspects of its creation and evolution, the collaborative nature of the School of 
Education administration and faculty upon which the program was built, planning year 
activities, and the arrival of the first cohort of students. 
 
Attendees will have opportunities to provide feedback on the usefulness of the model and 
to discuss various aspects that could be used in other settings.   
 
Theoretical Framework 
The program vision anchors itself in principles of democracy, collaboration and social 
justice. As far back of 1991, the School of Education held itself accountable for building 
a culture of collaboration through shared scholarship. It resisted the default in higher 
education of individualization and its faculty pioneered new ways to work democratically 
for the purposes of social justice. In one of our collaborative books, faculty authors 
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describe their experience: “Democracy is indigenously incomplete and unfinished” 
(Chapman University, Social Justice Consortium, 2004). Our democratic 
“unfinishedness” therefore informs the fundamental roots of the new doctoral program. 
For example, acceptance criteria for the recruitment and selection of doctoral students 
were influenced by our holistic view of students and “the stories they bring.” Program 
rituals, e.g. coffee dates with faculty members, are markers of deliberate community 
building. Course content is steeped in diversity, uncomfortable conversations, multiple 
sources of “funds of knowledge”, and alternative paradigms. 
 
Postmodernism frames this inquiry.  Tierney (1999, p. 451) contends that postmodernism 
“has helped bring into question the importance of difference and the role of the researcher 
in the construction of knowledge.”  In fact, a number of researchers (Allen, 2006; 
Britzman, 1995; Bryson & De Castell, 1993; Casper, Cuffaro, Schultz, Silin, & Wickens, 
1996; Dilley, 1999; Donelson & Rogers, 2004; Honeychurch, 1996; King, 1999; Tierney, 
1999; Wilson, 1996) frame their research/writing on identity through the lens of 
postmodernism.  Postmodernism articulates that knowledge is not discovered but rather 
researchers “based on social, cultural, and ideological positions, create knowledge” 
(Tierney, 1999, p. 452).  The claims of the modernist position, an assumption of 
objectivist notions of scientific law, are in direct opposition to the postmodernist position 
that posits such laws are in constant flux.   If then this doctoral program seeks to disrupt, 
to challenge the traditional practices in doctoral programs, how is it represented in this 
doctoral program? 
 
Background 
Chapman University began a comprehensive academic planning process in the 2000-01 
year to define a clear academic vision and strategic directions, based on the mission, 
traditions, and core values of the University. The Chapman Plan was developed by 
faculty, trustees, students, alumni, and administration representatives and unanimously 
approved by the Faculty Senate and the Board of Trustees in 2001. The Chapman Plan 
serves as the foundation for academic planning at Chapman University, and provides a 
framework for setting priorities, allocating resources, and assessing effectiveness.  
 
The Chapman Plan describes three kinds of academic programs at Chapman University: 
undergraduate education, professional graduate education, and education for adult 
working professionals. It calls for “limited offerings of distinctive and high quality 
master’s and doctoral programs” and specifies that Chapman will have “only two 
doctorate level programs: the doctorate in Physical Therapy and the new doctorate in 
Education to complement and extend existing master’s and credential programs within 
the School of Education. Students in education will be exposed to an optimal balance of 
practice and theory, resulting in education leaders and scholars in both public schools and 
the academy.”  
 
On the basis of the Chapman Plan, the School of Education developed its own strategic 
plan, with this central goal: “Led by its scholarship, the School of Education will reach 
preeminence with local, national, and international impact and recognition.” The 
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proposed Ph.D. Program in Education is essential to this strategic goal and consistent 
with the mission and strategic goals of Chapman University.  
 
For the past six years the School of Education focused on building a school of education 
ideally suited for offering a research degree, fulfilling the strategic commitment of 
graduate and professional programs in the Chapman Plan to “define and evaluate how 
they are distinctive and contribute to communicating Chapman’s values” and to “set high 
goals for research productivity in graduate programs.” 
 
The substantive change proposal was submitted to WASC in 2006 and was approved in 
June, 2007. A director of the Ph.D. program was hired in July, 2006. The Dean asked 
selected faculty members to serve for a two-year term on the first Ph.D. faculty 
committee. 
 
The Planning Year: 2006-07 
The Ph.D. faculty committee, consisting of six School of Education faculty members, the 
Director of the Ph.D. program, and the Associate Dean met weekly to develop, discuss, 
and decide on policies that would chart the course for the Ph.D. program.  
 
Twelve major initiatives were developed during the planning year:  

1. Syllabi for the course of study were written and submitted for approval in the fall, 
2006. 

2. The course of study and related matrix of classes for full-time and part-time 
students were developed.  

3. A site on BlackBoard, a course management platform, was established for the 
Ph.D. program archiving all of the important documents related to the program for 
general faculty scrutiny. 

4. The marketing unit at Chapman University developed the materials that would be 
used to recruit students, including, but not limited to, a web page, podcast, 
brochure, mailers, press releases, tables at career and graduate school fairs, and 
regular information sessions. 

5. The admissions process was developed collaboratively between SOE faculty 
members, the director of the Ph.D. program, and the director of graduate 
admissions. The components included: 

• Deciding on the application process and components.  
• Designing the program application. 
• Disseminating the program application to a wide audience. 
• Insuring that the pool was diverse.  
• Designing and implementing an on-campus interview process for 

applicants. 
• Selecting the first cohort of students.  

6. A budget was allocated to pay for these and other expenses, including, travel for 
the director of the program, an administrative assistant, additional resources for 
faculty to develop syllabi, instructional and operational materials, and event 
planning. 
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7. A prominent researcher from the Carnegie Foundation for the Advancement of 
Teaching conducted a one-day retreat for faculty. The topic was advising and 
mentoring doctoral students.  

8. A grant was awarded to two faculty members for conducting a two-day faculty 
development training on setting expectations, building relationships, and conflict 
resolution for graduate advisors and their doctoral students. 

9. An electronic portfolio component, utilizing Chalk and Wire’s platform, was 
employed to provide students with the ability to construct an assessment portfolio, 
as they move through the program, and a showcase portfolio, for their use in 
securing a university faculty position when they complete their Ph.D.  

10. A graduate writing and resource center was established to provide support for 
students to develop their writing skills, especially when they begin their 
dissertation proposal and conduct their research. 

11. Rituals and symbols were created to create a sense of community and uniqueness 
for the Ph.D. program. 

12. Major events were conducted to announce the program, including a Ph.D. debut 
reception, an on-campus group interview for selected applicants, and a Dean’s 
reception for the first cohort of students who were admitted. 

 
Current Status 
 The first cohort of students will begin the program in fall, 2007. The cohort consists of 
25 students, with 8-9 in each emphasis. Fifty percent of the cohort students are 
underrepresented minorities. Ten different languages are spoken. Twenty-one students 
are female, four are male.  
 
Discussion 
The proposed session will consist of a discussion of various elements: 

• Contextual variables leading up to the development of the program, e.g., a brief 
history, the campus approval process, WASC approval, School of Education 
readiness for the program, faculty collaboration in program design, shared 
governance, and program evaluation;   

• The transformation from a primarily teaching university to a more research-
oriented university with a “culture of scholarship”; 

• Aspects of the program that are working well; 
• Lessons learned to this point; and, 
• Preparing for the addition of a second cohort in fall, 2008. 

Anyone who is charged with developing a program from the ground up will benefit from 
the discussion that will be generated in this session.    
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Professional Development of K12 Online Teachers:  
What do we Know? 

 
 
Abstract 

Although research about online professional development for adults in general, and 
teachers in particular, has been an emerging field of inquiry over the last five to ten years, very 
little is known about empirically identified practices and methods for effectively training K-12 
virtual teachers and the variety of contexts in which they teach. What we do know is that most 
state-led programs have developed extensive Professional Development for their own teachers, 
but that the amount of time in PD varies greatly by program, from none to 270 hours per year. 
We also know that most programs use a mix of online and face-to-face training and that topics 
include pedagogical techniques, use of technology tools, policies and guidelines, and course 
design. Finally we know that due to lack of state policy, many programs have created their own 
quality assurance programs to ensure quality teaching and quality of program (Watson & Ryan, 
2006). 

In this study, a non-random purposive sample of 258 online K-12 stakeholders from 
virtual public schools, programs and organizations across the U.S. completed a comprehensive 
survey delivered via the web. Stakeholders include teachers and school administrators currently 
practicing in online environments, as well as teacher trainers and professional development (PD) 
managers/directors directly responsible for delivering Professional Development (PD) to online 
teachers.   

Two main questions were addressed:  “What practices and models of teacher professional 
development are being used in K-12 virtual schools and programs across the country?” and 
“What are the contextual factors (such as school philosophy, goals, state policies) that influence 
the design of that professional development?” This report addresses specific questions guiding 
this phase of the development including items related to demographics and current practice:  

1. What are the demographics of K-12 online teachers? 
2. How many teachers are receiving training?  
3. Is prior teaching experience considered in training design? 
4. When and how often does training occur?  
5. Describe the school philosophy and goals towards learners, curriculum, and 

instructional methods. 
6. What is the sequence of training?  
7. What types/models of training are used?  
8. Does training meet certification requirements?  

Findings answer key questions about who is receiving training, how that training is 
delivered, the content covered in training, and how context influences that training. Results from 
this study adds to the emerging knowledge base of PD for state led programs by looking more in 
depth and across multiple contexts of K-12 online schools and programs. Not only have state 
programs developed extensive PD for their teachers, but other organizations involved in the 
management and delivery of virtual programs and schools have also developed professional 
development programs designed to meet specific needs of their particular teaching context.  
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6. Abstract  

The following communication presents a research project currently in progress 

lying within the scope of preschool education, developmental psychology and the 

promotion of childhood wellbeing and health. 

Its goal is to evaluate and update the preventive Brindami program for social 

adaptation problems (Gascond-Girard & Giualini, 1997).  Brindami is one of the rare 

universal preventive programs for 2 to 4 year-olds specifically designed for the daily 

realities that occur in daycare centers. Its purpose is to promote social and emotional 
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skills as well as to prevent behavioral difficulties in a daycare environment.  It aims to 

develop and promote basic social skills including communication and self-control.  

However, since its creation in 1997, additional knowledge has been gained on the 

prevention of adaptation difficulties and emotional competence (Denham, 1998, 2006; 

Saarni, 1999, Halberstadt, Denham & Dunsmore, 2001). Examination of Brindami 

exposed limits in the activity program for emotional competence development, 

consequently revealing that recent theoretical and empirical progress had not been taken 

into account. 

The main objective of this project is to update the initial Brindami program in 

light of new theoretical and empirical findings in the field of emotion psychology. 

Content is added to the initial program after review from an expert committee and a new 

version labeled “Brindami Plus” is proposed. This communication exposes the theoretical 

context and empirical work on which the development of Brindami Plus is based.  The 

current type of activities developed in order to integrate this new information will also be 

presented. On the theoretical level, emotional competences consists of the following three 

major components: feeling/expressing emotions, understanding one’s own emotions as 

well as others’ and finally, controlling one’s emotions (Halberstadt, Denham & 

Dunsmore, 2001, Denham, 2006). Empirical work highlights that children’s emotional 

competences are particularly important not only for their contribution to peer adaptation 

(Parker & Gottman, 1989) but also to academic success (Birch, Ladd & Blecher-Hopper, 

1997; Ladd, Birch & Buhs, 1999; Parker & Gottman, 1989; Walden, Lemerise & Smith, 

1999; Rubin, Burgess, Dwyer & Hasting, 2003). For example, children who express their 

emotions positively, understand their emotions well and are able to manage them tend to 
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be more attentive to their peers’ emotions.  In addition, they are more appreciated by their 

peers, emit more prosocial behaviors and are considered friendlier as well as less 

aggressive than the other pupils by their teachers (Eisenberg, Fabes, Guthrie & Murphy, 

1996; Walden, Lemerise & Smith, 1999). Furthermore, additional work underlined the 

impact emotional deficits could have on children as young as 2 years old.  In fact, it was 

shown that emotional management inabilities in this age group predicted exteriorized 

behavior problems two years down the road (Rubin, Burgess, Dwyer & Hasting, 2003).  

These studies emphasize the importance of emotional competences in social and 

academic adaptation.  A preventive intervention for preschoolers is therefore a priority.  

The second objective of the project is to evaluate the effects of  Brindami Plus on 

the socio-emotional development of three year-olds attending daycare.  Participants are 

seventy-two 3 year-olds recruited from 9 daycare centers, equally divided according to 

gender.  Eighteen teachers are invited to take part in the implementation of the project.  

Parental feedback and information will also be collected by the evaluators.  The nurseries 

will be distributed randomly (according to socio-economic level) into one of the 

following groups: control group (no intervention), experimental group 1 (initial Brindami 

program) and experimental group 2 (Brindami Plus program). A mixed approach 

including quantitative (standardized questionnaires) and qualitative methods (diary, 

interviews) will be implemented. Group equivalency is established during the first year, 

using developmental grids and behavioral measures followed by program implementation 

the second year.  During the second and third year, effects on participant behavior are 

assessed (pre-test and post-test) using standardized questionnaires completed by 

educators and parents. The quantitative measures include : Pupil Evaluation Inventory 
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(Pekarik, Prinz, Liebert, Weintraub & Neale 1976), Social Competence and Behavior 

Evaluation (SCBE) (Lafrenière & Dumas, 1995), Social Skill Questionnaire- preschool 

version SSQ) (Gresham & Elliot, 1990), Test of emotion comprehension (TEC) ( Pons & 

Harris, 2000), Questionnaire de la relation parent-éducatrice (QRPE) (Elicker & Forner-

Wood, 1995), Questionnaire sur la communication parent-éducatrice (QCPE) (Coutu & 

al, 1999) and Questionnaire de désirabilité social (QDS) (Crowne & Marlow, 1960). Data 

will be analyzed according to a 3 X 3 (experimental conditions X time) quasi-

experimental factorial scheme. Effects will be assessed using repeated measures analysis 

of variances with scoring on each measurement scale as the dependent variable.  

The discussion will focus on the expected results of the Brindami Plus 

implementation as well as the project’s advantages considering the important need for 

effective preventive measures in 2 to 4 year-olds within daycare settings.   
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Abstract 

 Special education in juvenile correctional facilities is a surprising and growing trend in 

special education.  This trend impacts intervention specialist/special education teacher 

preparation programs in two ways.  First, teacher educator programs may not be aware of the 

unique needs and demands for this particular group of special educators who teach and work in 

correctional facilities.  Secondly, teacher preparation programs need to be aware of the growing 

number of students with disabilities who become a part of the juvenile justice system and prepare 

prospective intervention specialists/special educators to teach pro-social skills to students with 

disabilities.  This article uses a series of in-depth interviews with a small group of “correctional” 

special educators to describe the needs of these teacher candidates. The article then discusses the 

impact this knowledge or awareness should have on current intervention specialist/special 

education preparation programs. 
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Correctional special educator is a new term used to describe the work of a small but 

growing number of intervention specialists/special educators who teach and work in juvenile  

correctional facilities.  Current estimates reveal that approximately 70% of youths incarcerated in 

the juvenile justice system have disabling conditions (Quinn, Rutherford, & Leone, 2001).  More 

than one in three incarcerated youths previously received special education services prior to 

incarceration (OSEP, 1999). This means nationally, on any given day, approximately 90,000 

students with disabilities serve time in correctional facilities (National Center on Education, 

Disability, and Juvenile Justice, 2004).  These students are entitled by Federal mandate to receive 

special education assessment and services within these facilities (Meisel, Henderson, Cohen, & 

Leon, 1998).  

The number of students with disabilities within the justice system continues to grow 

(Forum, 2004).  Leone (1991) reported that between 1984 and 1989 the number of students with 

disabilities in the juvenile justice system increased by 14 %. Special Education News reported in 

2000 that the number of “students with disabilities in correctional facilities has increased at more 

than twice the rate as the general school population” between 1992 and 1997.   

  Although all disabling conditions are represented in this correctional population, the 

majority of students exhibit specific learning disabilities, emotional disturbance, and/or 

developmental handicaps (Rutherford, Quinn,  & Leone, 2001).  Leone & Meisel report that not 

only are there disproportionate numbers of students with disabilities in juvenile facilities but also 

the majority of these students are poor, African-American, Hispanic, and male (1998).  The 

collision of poverty, race, and disability produces students with special needs who are 200% 

more likely to be arrested and to serve significant periods of time in a correctional facility 

(Forum, 2004).   
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Research into this over-representation of race and disability in the juvenile justice system 

reveals several theories concerning these large numbers.  One theory links ongoing school failure 

with delinquency and disability.  35 % of students with learning and behavior problems drop out 

of school, twice the rate of their non-disabled peers (Forum 2005).  These students are more 

likely to be arrested for comparable delinquent activities than their non-disabled peers (Forum, 

2004).  Another study reported that students with learning disabilities engaged in more 

delinquent behavior than did their non-disabled contemporaries because of the lack of impulse 

control and social skills deficits (Keilitz and Dunivant, 1986).    

Other research suggests that students with disabilities are treated differently within the 

justice system.  They exhibit difficulty interacting appropriately, understanding questions, and 

warnings during encounters with the police.  As a result they are more likely to be arrested and 

sentenced to juvenile centers.  Additionally they do not understand the legal issues within the 

system and are often unable to aid defense attorneys in the preparation of their cases.  Parents of 

students with disabilities may be overwhelmed and intimidated by court personnel and are not 

able to act as strong advocates for their students.  Therefore, they receive harsher sentences than 

their non-disabled peers. (Keilitz and Dunivant, as cited in Fink, 1986).  

Both IDEA and No Child Left Behind legislation continue to mandate services for 

incarcerated students with special needs.   Numerous court cases such as Alexander S. v. Boyd, 

(1995) in South Carolina, Andre H. V Sobiel, (1984) in New York, and Johnson V. Upchurch, 

(1984) in Arizona affirmed the rights of incarcerated youth with special needs to be assessed 

according to due process procedures as outlined in IDEA and to receive appropriate services 

according to an individualized education plan (IEP) (Meisel, Henderson, Cohen, & Leone, 

1998).     
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The growing prevalence and overrepresentation of students with special needs in juvenile 

correctional facilities further reveals an additional career path for special educators: that of 

teaching and working in a correctional facility.  With the current crisis concerning the lack of 

highly qualified special educators/intervention specialists in the public schools, correctional 

facilities are also now encountering this national shortage of licensed special educators as they 

try to provide services for students with disabilities.  Leone (1991) reveals that most special 

educators hired in these facilities are poorly prepared or have no preparation to teach and work 

with students with disabilities.  In many cases temporary or emergency certificates are issued 

allowing these novice intervention specialists to teach students with special needs as they acquire 

their licenses.  These new “correctional” special educators then enroll in special education 

programs designed to prepare them to teach students with special needs in public or private 

schools. 

Preparing teacher candidates to teach a population of students that is at- risk for juvenile 

delinquency presents teacher preparation programs with some unique challenges.  Preparing 

teacher candidates to teach in a juvenile correctional facility presents further challenges.  Teacher 

preparation programs must confront the question: what knowledge, skills, and dispositions do all 

special education teacher candidates need in order to teach and intervene with a group of 

students who are more likely to be juvenile offenders?   

Secondly, what preparation do teacher candidates need to teach and work in a correctional 

facility?  
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Competencies for correctional special educators 

 Earlier research defines this area of teacher preparation in special education.  In 1994 

Leone, described the following competencies necessary to teach students with special needs in 

corrections facilities: 

1- knowledge of the juvenile justice system.  

2- the ability to identify and assess students with disabilities. 

3- the ability to develop instructional goals and objectives for students. 

4- the ability to use a variety of instructional strategies for presenting material. 

5- the ability to monitor student progress and adjust instruction accordingly. 

6- design and adapt instructional materials to meet the student needs. 

7- effectively use behavior strategies to promote prosocial skills (p. 518).  

Later researchers, Bullock and MacArthur (1994) listed similar skills but added two 

additional areas to the list: knowledge of vocational educational skills and programs and 

knowledge of team building skills or collaboration skills (p 347).  

 The Council of Exceptional Children (CEC) standards for teacher preparation (2000) 

require accredited teacher preparation programs to teach these competencies in assessment, 

identification, behavioral management, transition plans, vocational preparation, classroom 

instruction, and collaboration for all special education teacher candidates.  In turn, candidates 

must now demonstrate these competencies in order to be licensed to teach students with 

disabilities. It is assumed that “correctional” special educators will acquire these necessary 

knowledge, skills and dispositions to teach students with disabilities from accredited teacher 

preparation programs.  However, given the previous research into needed competences for 

correctional special educators, there appears to be one area that is lacking in most intervention 
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specialist teacher education programs and that is knowledge of the juvenile justice system.  

Perhaps there are other areas that need to be addressed to adequately prepare these teachers to 

teach and work within juvenile justice facilities. 

Purpose 

The results and discussion of this study grew out of a series of interviews and discussions 

with correctional special educator candidates enrolled in a licensure program at a mid-western 

university.   The purpose of these interviews and discussions was twofold.  First, to gain insight 

into the preparation needs of intervention specialists who currently teach in juvenile correctional 

facilities.   Secondly, to ascertain if the current program provided these candidates with 

appropriate preparation to teach this particular group of students and to work in a correctional 

facility. 

Method 

For this study, seven intervention specialists, enrolled in a preparation program, were 

interviewed and followed throughout their preparation program.  All were participants in an 

intervention specialist preparation program for licensure to teach students with mild/moderate 

disabilities.  All worked in juvenile correctional facilities and completed their initial licenses in 

this area.  Each planned to continue their studies in order to finish a Master’s of Education in 

Teaching in Special Education degree.  The participants worked in two separate correctional 

facilities housing young men between the ages of 15 and 25.  Six participants were hired through 

local education agencies (LEAs).  One was hired by a local judiciary system to teach in and 

supervise the special education program offered in that institution.   

Candidate interviews were conducted 3 times a year during the two-year duration of the 

licensure and Master’s degree program at the university.  Three of the candidates were 
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interviewed regularly by phone.  Four of the candidates were regularly interviewed prior to or 

after classes in the program.  Each participant interview was conducted separately and the 

researcher confirmed each participant’s employment in a correctional facility.  A final interview 

occurred after each participant completed their programs and graduated.  The researcher 

guaranteed anonymity to the participants. 

   Each interview began with the question:  What do you believe intervention specialists in 

correctional facilities need to know and learn in order to effectively teach students with 

disabilities in your facility?  A second question followed this discussion and that was “Do you 

feel this program is adequately preparing you to teach and work in your correctional facility? 

The interviews ended with a request to describe an appropriate program for intervention 

specialists who will teach in a correctional facility.  All were ask to describe their work and life 

teaching in these facilities and what were the greatest challenges resulting from working with 

this population of students.  The results of these conversations and interviews were analyzed and 

the results are presented in the next section.  

Initial data from the interviews revealed six specific needs of correctional intervention 

specialists.  As the study continued participants continued to identify these needs as their work 

experiences reinforced their need for additional knowledge and skills in several areas.  Transcript 

accounts of the participant interviews and their voices are used to introduce each identified 

preparation need.  A summary and discussion of the entire study and its implication for special 

education teacher preparation programs follows the next section.  

\ 
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Needs of Intervention Specialists in Juvenile Correctional Facilities. 

 Collaborative Skills 
 

“Life for the incarcerated inmate is not a glamorous one.  Adding the needs of an inmate 

with special academic needs, and you have multiplied the headaches.  When a student is 

incarcerated his or her files are sent in so many different directions it is almost impossible 

to find them.  When they are located the next problem is to locate the parent or guardian 

in order to get more information or acquire consent for services.  Then you have to work 

with all these different agencies and people “(Participant interview). 

Each participant described the frustration with locating educational records and then 

described the difficulty in collaborating with LEA personnel and parents.  Candidates 

encountered reluctance from LEA personnel to be involved with students in the juvenile justice 

system.  Often representatives from local schools complained they felt it was not their 

responsibility to provide this information or services for youths serving in correctional facilities.   

Participants described further difficulties concerning the organization and planning of transition 

and vocational programs for inmates with local educational agencies.  Interaction with families, 

programs and agencies to facilitate the re-entry of inmates to school, vocational programs or 

work following their incarceration required skills in collaboration and communication for all 

these correctional special educators. 

Knowledge of Literacy Skills  

“Taking those extra reading courses is really important. [Additional reading courses for 

intervention specialists are required in this state] I need to know as much about literacy as 

possible.  None, of my kids can read or write and they’ll never get through the GED 
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program or diploma program without those skills, heck they couldn’t even get a job 

because they can’t read the newspaper” (Participant interview). 

Without exception the greatest need identified by the participants was preparation to teach 

literacy skills.  Nearly all-correctional facilities provide programs for high school diplomas or 

GED certificates, however, students with special needs with poor reading skills have difficulty 

completing these programs or taking advantage of the preparation to complete diploma/GED 

requirements.  Further Forum (2005) reports that most incarcerated youths lag two or more years 

behind peers in academic skills and approximately one-third at the median age of 15 read below 

fourth grade level (Forum, 2005). 

Skills in discipline and knowledge of pro-social skills curricula 

“The biggest problem I have is maintaining discipline and teaching appropriate social 

skills.  I’m always looking for curriculums and methods for teaching these skills.  Face it, 

if the boys had these skills they wouldn’t be in jail.  If they get sent out of my class or if 

they are really disruptive and I have to have them removed, then they disappear for a 

couple of weeks because of disciplinary procedures so I work to keep them with me and 

in class” (Participant interview). 

Participants described teaching behavior management skills and setting up classroom 

behavior management systems as a serious challenge.  All used some form of behavior analysis 

and positive feedback for appropriate behaviors and each described designing their own social 

skills curriculum based on the needs of the students.  However, all described the need for more 

understanding of criminal behavior and deviant personality disorders with further in-depth 

preparation in using behavior analysis.  All described a need to know more about pro-social 

skills curricula concerning anger management and self-control. 
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Knowledge of the Juvenile Justice System 

“The first day on the job I sat in an orientation meeting and didn’t understand one word 

of what was going on.  The other corrections professionals understood all the legalize and 

all the initials, I could only discuss SLD, DH, and FAPE.  They didn’t understand me and 

I didn’t understand them or the system.  Then I couldn’t figure out why students would 

be in class a short time and then disappear for weeks” (Participant interview). 

Each profession has a language that is unique to that profession.  Intervention specialists 

and juvenile corrections personnel are no exception to this cultural activity.  Within juvenile 

correctional facilities two such professional languages are employed: one is the special education 

language used to describe a students’ needs and the services they are entitled to have and the 

other is the legal language that describes current inmates’ status within the system.   For example 

an adjudicated youth is a delinquent-status offender or an adult offender.  That student may be 

committed to a juvenile justice program or detained while awaiting a judicial order.  The first 

student will be in the facility for a significant period of time; the second may be in the facility for 

a short period of time depending on the outcome of the judicial order.  These differences affect 

the amount of time a student will be assigned to a facility and to a class, which in turn impacts 

the program and services received in the correctional facility.   

Participant interviews described their frustration and need for better preparation 

concerning the legal system encountered in juvenile justice programs.  Disciplinary procedures, 

court appearances, and inmate’s work schedules interrupt the available class time for inmates in 

correctional facilities.  Each participant described his/her frustration with the frequent absences 
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of students and the abrupt withdrawal of students because of the regulations within the juvenile 

court system and their need for more knowledge concerning these issues.  

Dispositions concerning Multi-cultural Issues 

“Most of the kids are African-American and their teachers need to know about and 

understand more about multi-cultural issues.  Actually, I’ve seen more Latino students 

recently so that is probably changing too and I’ll have more of them over time in the 

classroom” (Participant interview). 

Not only are students with disabilities over-represented in correctional facilities but also 

the majority of these students are African-American or Hispanic (Forum, 2004).  The special 

education workforce does not reflect the diversity of the student population (Tyler, Yzquierdo, 

Lopez-Reyna, & Flippin 2002).  Participants identified the need for more understanding of 

various cultures and knowledge of multicultural issues as an important aspect of teaching in 

correctional facilities.  Further, participants described a “culture of criminality” that students live 

in and with not only within the facility but also when they return home.  This culture influences 

their decisions and options in both situations and special educators need to be aware of this 

culture in order to teach and work effectively in correctional facilities. 

Summary of interviews 

The participants identified these knowledge, skills, and dispositions for intervention 

specialists who teach in correctional facilities: 

1- collaborative and communication skills 

2- knowledge concerning literacy skills preparation in reading and writing skills  

3- skills in behavior management skills and knowledge of pro-social skills 

curriculum 
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4- knowledge concerning the juvenile justice and legal system 

5- dispositions and knowledge concerning the multi-cultural backgrounds of students 

within the system. 

6- knowledge concerning deviant, criminal behavior and the culture that produces 

these behaviors. 

Participants felt the current intervention specialist program met most of their needs to 

teach in a corrections facility but all expressed the need for more in-depth preparation concerning 

these specific areas: understanding the laws and due process for juvenile offenders, the system of 

incarceration, and the language of the legal system.  They felt the behavior management courses 

were worthwhile and important; however, they voiced the need for greater preparation to deal 

with serious personality disorders and violent behavior.  Each participant expressed the view that 

juvenile offenders belong to a culture of offenders not only in the facility but also within their 

families and homes outside the facility.  Each participant described the need for more knowledge 

and understanding of this culture.  All desired more knowledge concerning pro-social skills 

curricula and skills for implementing such curricula in the classroom.  In this case, they felt more 

knowledge concerning these curricula and what is available would enable them to structure and 

create better learning opportunities for their students. 

Conclusion  

 The impact for teacher preparation programs concerning the relationship between 

juvenile offenders and disability is obvious from the statistics alone.  Teaching students with 

disabilities in juvenile correctional facilities may be a new and surprising trend to some in the 

profession but it appears to be a reality that teacher preparation programs cannot escape.  

Statistics indicate that the number of special educators/intervention specialists needed not only in 
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juvenile corrections facilities but also in adult correctional facilities will continues to grow.  

Therefore, more teacher candidates will be recruited to work in these facilities or will be 

attending colleges and universities to prepare to teach in correctional institutions.   

Special education/intervention specialist teacher preparation programs must be aware of 

the needs of these prospective special educators and provide the necessary preparation for these 

candidates to teach and work effectively in correctional facilities.  Curricula may be organized 

using current programs with add-on courses specifically dealing with work in a correctional 

facility and juvenile offenders.  Or, like the University of North Texas, a separate curriculum and 

license for correctional special educators may be created (http://orgs.UNT.edu/seec/degree.html).  

However, it is essential that intervention specialist/ special education programs be aware 

that all teacher candidates will be teaching students with disabilities who are at-risk of 

delinquency or of being involved with the juvenile justice system.  Successful intervention 

programs for these at-risk students must include intensive training in pro-social skills, strong 

behavior management intervention, and early intervention for anti-social or aggressive 

behavioral problems (Forum, 2004).  Successful programs, such as Achievement and Learning 

for All Students (ALAS), in California and the Center for the Study and Prevention of Violence 

(CSPV) also advocate increased literacy instruction for students at risk for delinquency (Forum, 

2004).  These findings again impact special education/intervention specialist programs.  Some 

states, such as Ohio, now mandate an additional 12 semester hours of reading/literacy instruction 

for special education teacher candidates in an effort to meet the need for higher literacy 

standards.  

As teacher preparation programs continue to deal with the current shortage in highly 

qualified personnel, it is important to remember that special educators/intervention specialists are 
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often hired to teach in settings other than public or private schools.  Each work setting has its 

own unique characteristics and work culture.  It is vital that teacher preparation programs be 

sensitive to these unique settings, and provides the additional knowledge, skills, and dispositions 

to work with and effectively teach students with disabilities in a variety of settings and 

placements other than school systems. 

Finally, it is apparent that all special education preparation programs need to factor into 

their programs the awareness that students with special needs are seriously at-risk of 

delinquency.  Prospective teacher candidates need to know more about delinquency and criminal 

behavior and be prepared to intervene with appropriate social skills curricula and behavioral 

interventions.  Though special educators cannot be expected to remedy all the difficulties 

produced by the collision of race, poverty, and disability, there is evidence that these educators 

do make a difference for their students by teaching pro-social skills, anger management, and 

decision-making skills within the context of the classroom (Forum, 2004).  The challenge then 

for teacher preparation programs in special education is to provide all teacher candidates with the 

knowledge, skills, and dispositions to address the needs of students seriously at-risk for juvenile 

delinquency and to provide correctional special educators with the knowledge, skills, and 

dispositions to teach and work with juvenile offenders.   
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Measuring Teacher Perception of Four Aspects of School Climate 
 

Kevin D. Crehan, Barbara Badgett, Monica Lounsbery,  

Nicole Smith, Michelle Weibel, Milan Jelenic  

  University of Nevada, Las Vegas 

Abstract 

A measure of four aspects of teacher perception was developed  
for use in evaluation of a school health program.  The outcome  
of the project was a sixteen item, four scale instrument with good  
factor structure and psychometric characteristics.  The four scales  
are labeled administrator, peers, extracurricular, and students. 
 

  Our interest in measuring teacher perceptions of school variables arises 

from a pilot study of a school intervention named Planned Approach to Healthier 

Schools (PATHS).  PATHS, is a school-based health intervention program that 

targets physical activity and nutritional behaviors among middle and high school 

students. The program was conceptualized and developed based on social 

cognitive theory (Bandura, 1998).  

  Briefly, the PATHS intervention uses a curriculum integration approach 

in which a cross-section of the school’s student population carries out the 

intervention.  These students are mentored to collect data on the health risk 

behaviors of physical inactivity and poor dietary behavior among students within 

their school.  This cross-section of students is then mentored to use the data to 

plan, implement and evaluate health promotion interventions within their school 

environment.  Due to the nature of this cooperative learning structure and peer 

led intervention programming, students have multiple opportunities to interact 

with one another in what might be completely novel ways within the school 
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environment.  Lounsbery, Gast, and Smith (2005) present a more detailed 

description of the PATHS intervention.  

  The pilot study showed positive results on the targeted physical and 

dietary behaviors and, in addition, qualitative data collected from both students 

and teachers suggested that there may as well have been improvement in social 

interactions and perceptions of school connection among participating students.  

For example, during focus group discussions, PATHS students expressed value 

in feeling more involved in their school, learning to work with others, and getting 

to know people that, otherwise, they may not have known.  PATHS students also 

felt PATHS helped with bonding among student participants.  Teacher 

observation records noted that PATHS students, not belonging to the same 

social group, began to interact with one another outside of class time and some 

teachers noted improved self-esteem and leadership skills among some PATHS 

students.   

These observations led to the decision to include a measure of student 

perceptions of their social connection to school in future implementation of 

PATHS.  Smith, Lounsbery, and Crehan (2005) report progress on the 

development and validation of this measurement instrument. 

 In addition to changes in student affect, anecdotal observations suggested 

that teachers also demonstrated an increase in positive affect during the PATHS 

pilot study.  Therefore, a decision was made to measure dimensions of teacher 

affect in future program implementation. While a number of good measures exist, 

we decided to develop our own because we wanted the measure to correspond 
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to the student measure and to be as short as possible. This paper reports 

progress on the development of this measure.  

Methods 

Participants. Three-hundred-thirty-nine participants (105 males; 230 

females; 4 unreported) enrolled in graduate courses in a college of education 

between Spring 2006 and Spring 2007 and who have been, or are currently, 

employed as classroom teachers participated in the current study.  

The age breakdown of the participants was as follows: 47% were between 

22 and 30-years-old, 28% were between 30 and 39, 12 % were between 40 and 

49, and 13% were over 50. The level of education for the participants was as 

follows: Highest degree earned—Bachelor’s, 69.9%; Master’s, 26.3%; Ph.D., 

.6%, and unreported, 3.3%. The majority of participants’ taught at the elementary 

level (54%), while 20% and 17% taught at the middle and high school levels, 

respectively. The remainder of participants taught Pre-kindergarten, K-8, K-12, or 

did not clearly report the level at which they taught. The majority of participants 

were in the early years of their teaching careers: 57% had less than four years 

teaching experience, 33% had between four and ten years, and 10% had eleven 

or more years. 

Instrumentation.  Based on the review of a number of discussions 

(Newman, Rutter & Smith, 1989; Brand, Felner, Shim, Seitsinger & Dumas, 

2003; Hall & George, 1999; Vandenberghe, 1988; Freiberg, 1999; Hoy & 

Feldman, 1999; Claudet & Ellett, 1999), it was decided to develop a measure of 

four aspects of teacher perception:  interaction with the school principal 
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(principal), interaction with peers (peers), interaction with students (students), 

and connection to their school (school).  Relying on the sources cited and 

discussions among the authors, ten items were developed for each of the four 

scales (see Appendix A).  While the ideas used in scale identification and item 

writing were, in part, stimulated by the sources cited, we believe the scales and 

item wording are unique to this instrument. The items included in the principal 

scale are 1, 5, 15, 18, 22, 24, 26, 29, 35, and 38; peer scale items are 2, 6, 10, 

11, 14, 17, 27, 31, 33, and 37: student items are 3, 7, 12, 19, 20, 23, 28, 30, 34, 

and 39; school items are 4, 8, 9, 13, 16, 21, 25, 32, 36, 39, and 40. 

Procedures. University Institutional Review Board approval for the study 

was obtained. Permission to approach the graduate students was granted by the 

respective graduate course instructors and one of the authors administered a 

demographic information questionnaire and teacher survey during class 

meetings. The participants completed a demographic information questionnaire 

and teacher survey either at the beginning or the end of their graduate class 

meeting. 

Results 

 Principal components analysis (factor analysis) was performed using the 

Statistical Package for the Social Sciences (SPSS).  The initial solution showed 

acceptable levels on KMO and B criteria and the scree plot and random analysis 

(and our a priori beliefs) suggested retention of four factors for subsequent 

analysis.  Results of the second analysis specifying four factors, item-factor 

loadings above .45, and using varimax rotation with the Kaiser normalization 
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produced the results presented in Table 1.  In agreement with our expectations, 

the ten highest loading items on the first component factor are the administrator 

scale items.  Also loading of the first factor are five of the school items.  As well 

agreeably, the eight highest loading items on the second factor are peer items.  

Three additional items with loadings above .45 on the peer scale are two school 

items and another peer item.  The third component is clearly the student factor 

with seven student items showing the highest loadings.  The fourth factor does 

not cleanly support our expectations of a school dimension.  The four items 

loading on this factor include two from the nominal school scale and two from the 

supposed student scale.  From an inspection of these four items, it is clear that 

they share the notion of extra curricular involvement. It appears that factor four is 

a measure of teachers’ perception of their involvements with extra curricular 

activities.  While most of the items specifically written to tap into the teacher’s 

perception of school affiliation fell out of the analysis, extra curricular 

involvements is clearly a strong indication of a teacher’s perception of school 

connectedness.  As such, we decided to drop the school label and retain these 

four items as a replacement extra curricular scale. 

In summary thus far, the empirical evidence strongly supports the 

administrator scale and clearly offers validation of the peer and student scales. 

However, the data do not support the school scale.  Seven of school items are 

found to have low loadings on the administrator and peer scales.  One, the 

school colors item, fell out of the analysis and the remaining two clustered with 

two nominal student items to form a fourth factor we are calling the extra 
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curricular scale.  The four factors accounted for a total of 55% of the variance 

with the administrator scale accounting for 22%, the peer scale 15%, student 

scale 10%, and the extra curricular scale 8%. 

 Based on the inspection of the second analysis, it was decided to do a 

third analysis retaining only the top four loading items for each scale in the 

second run.  The results of this analysis are presented in Tables 1-4.  

Table 1 
 

Items and Factor Loadings for the Administrator Factor 
 

5.   The principal acknowledges my contributions .910
38. The principal shows appreciation for my efforts to teach well .879
1.   The principal shows me respect .877
15. There is a feeling of trust and confidence b/w the principal and me. .870

 
Table 2 

 
Items and Factor Loadings for the Peer Factor 

 
12. I feel accepted by my colleagues .808
37. I enjoy talking to other teachers .800
33. I feel the respect of my peers .791
27. Teachers provide strong support for each other .784
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Table 3  
 

Items and Factor Loadings for the Extra Curricular Factor 
 

21. I enjoy participating in after school events. .804
34. I encourage students to get involved in extra curricular activities .780

23. Students show appreciation for my involvement in extra curricular     
activities .745

8. I volunteer for roles and tasks that are not required .677
 

Table 4 
 

Items and Factor Loadings for the Student Factor 
 

10. Students are comfortable sharing ideas wit h me .788
3.   Students show me respect .782
20. Students talk to me. .752
39. Students show appreciation for my efforts to teach well .679

 
This analysis shows four factors with item-factor loadings for each exceeding .67.  

The total variance from responses to these sixteen items accounted for by these 

four factors is 69% with the administrator, peer, extracurricular, and student 

scales accounting for 21%, 17%, 16%, and 15%, respectively (sum not equal to 

total due to rounding). Subjects were scored on each of these factors and 

means, standard deviations, and coefficient alpha reliabilities were determined.  

Table 5 summarizes these results.  Additionally, Pearson correlations among the 

factors are reported in table 6. 
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Table 5 
 

Scale Means, Standard Deviations, and Alpha Reliabilities 
 

 Administrator       Peers Extracurricular     Students 

mean      3.8        4.0          3.7         4.2 
std. dev.      1.05          .73            .83           .59 
alpha        .93          .85            .80           .78 
 

 There were small observed differences among the means with the student 

and peer scales having higher means than the administrator and extracurricular 

scales.  Variability was highest for the administrator scale and lowest for the 

student scale.  Notably, the reliabilities were quite respectable for four items 

scales. 

Table 6 

Pearson correlations among the four scales 
Correlations based on an N of 321 or more 

 
  peers extra student
admin .416 .210 .182
peers .338 .223
extra .409

 
Given the large sample size, all correlations differ significantly from zero at the 

.05 level.  However, the coefficients are small enough to allow interpretation of 

the scales as somewhat independent. 

Discussion 

The goal of this work was to develop and validate an efficient 

measurement instrument with scales taping teachers’ perceptions of their 

administrators, peers, students, and their school connectedness.  The empirical 

2008 HICE Proceedings 
Page 6394



evidence offered good support for the scales designed for the dimensions of 

administrator, peers, and students.  However, the evidence did not support an 

independent scale of teacher perception of school connectedness in the way we 

had envisioned.  The evidence did support a severely refined and narrowed 

notion of school connectedness we labeled extra curricular involvement.   This 

scale consisted of two items originally written for the school connectedness scale 

and two items written for the student scale.  The content of all four items speaks 

directly to extracurricular involvement.  In retrospect, failure of the data to support 

an independent school connectedness scale in not surprising.  The life of the 

teacher revolves around involvements with students, peers, and administrators 

and their generalized perception of school connectedness appears subordinate 

to and intertwined with the relationships teachers have with these primary 

constituencies.  However, there is evidence for a dimension of involvement with 

extra curricular involvements.  Individual differences and relationships among the 

four items on this scale allowed this dimension to surface. 

While the validation of the instrument did not totally support our theoretical 

expectations, we are quite satisfied with the results.  Shrinking the measurement 

instrument to sixteen items, we account for 69% of the variance and have four 

scales that demonstrate good independence.  While these results clearly 

capitalize on the uniqueness of sample responses, the strength of the factors in 

terms of item loadings, reliability and variance accounted for suggests value of 

the measurement device for its intended purpose, evaluation of the effect on 

teachers’ of future PATHS implementations. 
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Appendix A 

Teacher survey 
 
 

TEACHER SCHOOL CLIMATE  
 
 
 
  
 
 
 
Directions 
 
This survey asks you to express your opinion about a variety of things 
regarding your school.  Please read each statement carefully.  There are no 
right or wrong answers.  Fill in the choice that best describes how you 
usually think or feel about the statement.     
 
Example: 
 
 I am proud of my school. 
 
Strongly agree5  Agree4  Slightly agree   Slightly disagree   
Disagree  
 
If you are very proud of your school you would completely fill in "5" for 
Strongly Agree.  If you are not proud of your school at all, you would fill in 
" " for Disagree. If you have any questions, please contact the research 
staff at 895-4303. 
 
Thank you for helping with our survey. 
 
 
Information collected in the study will remain strictly 
confidential.  
There is no identifying personal information (names or addresses) requested. 

Age:   _____     Gender:   Male  Female Subject Area ________________ 
 
Degree(s) ______  Grade Level(s) ____________ Years in Teaching ____________ 
 
Ethnicity:  White       African American Hispanic      Asian      Native American
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 YOUR PERCEPTION OF 
SCHOOL: 

Strongly 
Agree Agree Slightly 

Agree 
Slightly 
Disagree Disagree 

1. The principal shows me 
respect. 5  3   

2. My peers ask my advice. 5     

3. Students show me respect. 5     

4. I am proud of my school. 5     

5. The principal acknowledges my 
contributions. 5     

6. My peers cover for me when 
necessary. 5     

7. I help students on my own time. 5     

8. I volunteer for roles and tasks 
that are not required. 5     

9. I like teaching at my school. 5     

10. Students are comfortable 
sharing ideas with me. 5     

11. 
There is a good deal of 
cooperative effort among 
teachers at my school. 

5     

12. I feel accepted by my 
colleagues. 5     

13. I like to dress in school colors 
and logos. 5     

14. I respect my peers’ ideas and 
opinions. 5     

15. 
There is a feeling of trust and 
confidence between the 
principal and me. 

5     

16. My school has a positive 
climate. 5     

17. I can discuss my concerns and 
problems with other teachers. 5     

18. I feel comfortable providing 
suggestions to my principal. 5     

19. I feel pride in my students. 5     

20. Students talk to me. 5     

21. I enjoy participating in after 
school events. 5     
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 YOUR PERCEPTION OF 
SCHOOL: 

Strongly 
Agree Agree Slightly 

Agree 
Slightly 
Disagree  Disagree

22. If my principal moves to a new 
school, I’d like to go there too. 5     

23. 
Students show appreciation for 
my involvements in extra 
curricular activities. 

5     

24. The principal exchanges ideas 
about school issues with staff. 5     

25. I support my school. 5     

26. The principal’s feedback is 
constructive and helpful. 5     

27. Teachers provide strong 
support for each other. 5     

28. I encourage students to help 
each other. 5     

29. The principal engages me in 
professional collaboration. 5     

30. I take a personal interest in 
students. 5     

31. My peers help me when I need 
it. 5     

32. There is a strong sense of 
school pride at my school. 5     

33. I feel the respect of my peers. 5     

34. 
I encourage students to get 
involved in extra curricular 
activities.  

5     

35. The principal solicits my input. 5     

36. There is a strong sense of 
community at my school. 5     

37. I enjoy talking to other teachers. 5     

38. The principal shows 
appreciation of my extra efforts. 5     

39. Students show appreciation for 
my efforts to teach well. 5     

40. I identify with my school. 5     
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Appendix B 
 

Results of Factor Analysis with loading below .45 suppressed. 
 
  Component 
  1 2 3 4 
15. There is a feeling of trust and confidence b/w the 
principal and me. .863       

38. The principal shows appreciation for my efforts to 
teach well .841       

5. The principal acknowledges my contributions .836       
1. The principal shows me respect .833       
26. The principal's feedback is constructive and helpful .818       
18. I feel comfortable providing suggestions to my 
principal .771       

35. The principal solicits my input .769       
29. The principal engages me in professional 
collaboration .755       

24. The principal exchanges ideas about school issues 
with staff .752       

22. If my principal moves to a new school, I'd like to go 
there too .720       

16. My school has a positive climate .646 .478     
4. I am pound of my school .567       
9. I like teaching at my school .560       
25. I support my school .493       
40. I identify with my school .489       
27. Teachers provide strong support for each other   .768     
12. I feel accepted by my colleagues   .768     
33. I feel the respect of my peers   .759     
11. There is a good deal of cooperative effort among 
teachers at my school   .744     

37. I enjoy talking to other teachers   .719     
17. I can discuss my concerns and problems w/ other 
teachers   .675     

6. My peers cover for me when necessary   .535     
14. I respect my peers' ideas and opinions   .533     
36. There is a strong sense of community at my school .522 .527     
32. There is a strong sense of school pride at my school .497 .519     
2. My peers ask my advice   .452     
31. My peers help me when I need it         
3. Students show me respect     .729   
39. Students show appreciation for my efforts to teach 
well     .722   
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20. Students talk to me.     .704   
19. I feel pride in my students     .685   
10. Students are comfortable sharing ideas with me     .658   
30. I take a personal interest in students     .536   
28. I encourage students to help each other     .450   
7. I help students on my own time.         
34. I encourage students to get involved in extra 
curricular activities       .751

21. I enjoy participating in after school events.       .725
23. Students show appreciation for my involvement in 
extra curricular activities       .665

8. I volunteer for roles and tasks that are not required       .638
13. I like to dress in school colors and logos         
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Conceptual understanding and problem solving are the key factors in student learning. 
These higher-order cognitive skills underline the acquisition of lower-order skills. In this 
light, conceptual understanding and problem solving become the vehicle for the delivery 
of the standards-based curriculum, which advocates critical thinking throughout the 
content areas. In particular, the teaching of mathematics is likely to benefit a great deal 
from the incorporation of conceptual understanding and problem solving in the 
mathematics curriculum. This paper provides both the theoretical and practical 
framework in which mathematics learning can be made easy through the use of 
conceptual understanding and problem solving. 
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These days, there is a felt need for schools to teach what is relevant for the full 

expansion of students in the society.  In other words, teaching must take place within 

some philosophical boundaries that transpire the requirements of the society for 

respectable citizens.  The call to teach what is valid and relevant to learners and the 

society at large is heard among several writers (Bennett, 1992; Ornstein, 2003).  What do 

we mean by “valid” and “relevant”?  To more or less address these terms, we must first 

understand the purpose of schools or educational institutions.  What is the mission of 

schools vis-à-vis the society?  Numerous are writers and educators who accept that the 

purpose of schools is to prepare students [or learners] who are capable to successfully 

face the challenges and dilemmas of the communities in which they evolve (Oakes, 1985; 

Hammond, 1997; Oakes & Lipton, 1999).  While the mission seems to focus on the needs 

of the society, it should not dismiss the needs of the learners.  In fact, the fulfillment of 

the needs of the society will take place within the successful capacity of individuals.  

Therefore, schools must develop some contract called curriculum which is capable to 

transpire the requirements of the society within the intellectual limits of the learners.  It 

starts to make sense that schools must teach what is relevant and valid.  After all, what 

does the society and/or an individual expects from a graduate?  We may say that the 

society expects that graduates are able to demonstrate the ability to solve problems, 

interpret the occurrence of events, plan a development project, predict the course of 

living in 5 years, etc, (Oakes & Lipton, 1999). These could be a representative sample of 

problems and issues that someone or an institution faces during the course of his/her 

career.  However, it remains to examine what all of these issues or problems have in 

common.  A critical thinker may hope that a graduate must be able to demonstrate critical 
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thinking, problem solving, analysis, synthesis and evaluation of concepts.  Those higher-

order skills are the backbone of any educational program that aims to reach the societal 

goals (Ornstein et al., 2003).  Several professional bodies of subject matter take pain to 

develop learning standards that must accompany the teaching curriculum and teaching of 

the subject contents. 

 Today, it would make little sense or none to develop a lesson plan around only the 

topics that make up the subject matter.  In so doing, an educational institution would 

collect no recognition from public policy makers and educational supporters.  The latter 

have great stake in the education of individuals who can contribute to the development of 

the society.  Therefore, they would expect schools to infuse learning standards or learning 

behaviors that students must demonstrate as they go through the core topics of the 

curriculum (Sizer, 1992).  For example, educational institutions are looking for graduates 

who can effectively use their knowledge and skills to address dilemmas and problems 

that impede the advancement of the community.  For example, a mayor of a certain 

village would look for college graduates in his/her village to study a social project such 

as water distribution through the town, improving the educational performance of 

students, increasing the agricultural production, reducing unemployment, etc.  In the 

execution of each of these projects, participants need to make use of a battery of skills 

and knowledge they accumulated in school.  In particular, they would have to select 

important information in relation to the requirements of an assigned social project.  The 

successful fulfillment of each project heavily rests upon the learning experience students 

have had received in their academic training.  It may be a very difficult task for graduates 

to meet these social challenges if they were not exposed to them while they attended 
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school.  For example, students who just know about the skills that are pertinent to the 

subject matter and do no benefit the opportunity to visualize the relationships among 

these individuals’ skills may be deficient when facing real-life projects.  Therefore, the 

reinforcement of learning standards throughout the curriculum makes a significant 

difference on the success of high school/college graduates.  The mayor of the village 

would be satisfied with the stock of new graduates that make up the available workforce.  

The call for standards-based curriculum is echoed in the works of Linda Darling 

Hammond (1997).  She advocates higher learning standards for minority students.  She 

hopes that education policy makers will provide opportunities for students to transpire 

high standards in their learning. 

Again, the incorporation of high learning standards in the curriculum is 

susceptible to produce opportunities for students to apprehend an issue through several 

perspectives, to anticipate the solution for an unfamiliar problem, and to assess their 

resources in meeting an issue and to recur to alternate means to address an existing 

problem. Should students or college graduates demonstrate their skills? For them to do 

so, they need to be taught in a context that allows them to make use of the different 

compartments of their knowledge.  That’s why learning standards like conceptual 

understanding and problem solving must be reinforced in the school curriculum. 

The nature of conceptual understanding  

Conceptual understanding is considered as the fostering of genuine learning 

(Darling-Hammond, 1997; Walker & Soltis, 1997).  Conceptual understanding seems to 

be the vehicle through which students are able to understand or make sense of an idea 

that exudes across several skills.  By definition, a concept is a vague idea that can be 
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contemplated through the interrelationship that brings together the different sub-concepts 

or components of the concept (Neuman, 2006).  In other words, the understanding of a 

concept refers to the degree to which one can entertain an abstraction.  An abstraction can 

be best contemplated when one can decipher that it is the result of the interdependence of 

different concrete concepts (Nunnally & Bernstein, 1994; Neuman, 2006). 

 For example, learners experience conceptual understanding when reading several 

sentences and realize that these passages inform them about something or principle or a 

model that guarantees the relevance of the sentences in the passage (Carpenter & Moser, 

1982; Kintsch et Greeno, 1985, 1988).  One claims that as long as the reader does not 

reach this metacognitive threshold, he or she cannot be qualified as a proficient reader 

(Carpenter & Moser, 1982).  In this illustration, we perceive that conceptual 

understanding requires learners to be able to create or retrieve from their long-term 

memories some sort of model or schema that encompasses the different skills 

incorporated in the individual sentences (Anderson, 1995). 

 Similarly, learners can visualize a constant relationship called slope that emanates 

from two sets of data.  Students can experiment the validity of the abstraction “slope” 

when examining the relationship between one set of data or distances in miles run by 100 

cars and the other set of data related to time the corresponding cars take to cover the 

number of miles.  The ratio of the average of these two sets of data is called speed 

(m/h=mph).  Likewise, an illustration in which students examine the relationship between 

the number of hours spent on homework and their scores on the math test is also the 

demonstration of the concept “slope”. The latter is expressed as the ratio of the difference 

between two consecutive values on a dependent variable (e.g., distance) and a one-unit 
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increase in a predictor variable (e.g., time). Again, the understanding of the concept 

“slope” will occur when students are able to contemplate it under different contexts.  In 

other words, students must be able to ‘see’ the shape of the relationship called slope by 

comparing price ($) with weight (lbs.).  It is only when students come to this point that 

they are able to demonstrate genuine learning through conceptual understanding (Polya, 

1957; Walker & Solis, 1997). The knowledge of the concept can inform about the 

different components of the concept.  This means, students can make sense of individual 

skills only when they visualize the relationship or concept that come out of the skills.  

Thus, the promotion of conceptual understanding directly contributes to skills building 

(Hiebert et al., 1997). 

 The evaluation of the process of conceptualization clearly suggests that learners 

must take active participation in the construction of their learning (Darling-Hammond, 

1997; Hiebert et al., 1997).  Conceptual understanding cannot be dictated or told but it 

can be facilitated.  Schools must provide opportunities for students to discover 

themselves the beauty of conceptual understanding.  During a clinical observation, the 

researcher of this paper witnessed the joy a student felt when he discovered the essence 

that embodied three statements. “(1) Mary runs 35 miles per week. (2) She runs 7 times 

as many miles as John.  How many miles does John run in one week?”  After the student 

first read the problem, he said that John ran 245 miles per week.  The researcher asked: 

“Can you read the first 2 sentences and tell me who runs more miles per week?”  The 

student followed the instruction and paused for a moment, and then he opened his eyes 

wide and exclaimed “Oh!” John runs 5 miles per week!”  The researcher said, “How did 

you figure this out?”  He said that Mary ran 7 times as many miles as John and she ran 35 
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miles.  He continued to say that John had to run 7 miles because 5 times 7 was 35.  The 

examination of the student’s thinking process reveals that he finally pulled together the 

first 2 sentences in a way that he could contemplate the template or schema that captured 

the meaning of the situation described in the 2 sentences.  Again, this learning experience 

shows that the student had to start looking at the unique nature of the linguistic marker, 

“7 times as many miles as …” to entertain the genuine relationship between the first 

sentence and the second sentence.  The student had to mentally rotate the second sentence 

in order to visualize the way it is correctly connected to the first sentence.  In so doing, he 

realized that John could not run more than Mary did.  Then he came out with the schema 

which was the division of the number of miles run by Mary by the number of times Mary 

ran more than John did (the division of 35 by 5 to determine the number of miles John 

ran).  What is important in this illustration is that the student is and will be able to 

discover the model that links the two similar statements.  In addition, the student 

recognized that multiplicative expressions did not always translate into multiplication, 

but also division.  

 When conceptual understanding takes control of learning, students are better able 

to separate relevant from irrelevant information in solving a problem (Schoenfeld, 1982, 

1985).  In this example, the student learned that individual skills must be analyzed in 

regard to their unicities and commonalities (Nunnally & Bernstein, 1994).  In addition, 

the student realized that the search for common elements between the first and second 

sentences excluded multiplication, even though multiplication is a direct consequence of 

the second sentence. Again, conceptual understanding is the cornerstone of genuine 

learning.  The former fosters active search, active participation, judgment, evaluation, 
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analyzing, problem solving, and monitoring of information (Darling-Hammond, 1997).  

Definitely, conceptual understanding is a relevant partner for the advocacy of a 

curriculum that promotes genuine learning. 

 

How Does Conceptual Understanding Take Place?  

Understanding occurs in an environment that is conducive to experimentation, 

idea sharing, risk taking, accepting other’s criticisms, trial and error, going back and forth 

to previous knowledge, etc, and (Schoenfeld, 1982; Darling-Hammond, 1997; Hiebert et 

al., 1997; Walker & Soltis, 1997; Sergiovanni, 2001). All of the above acts point to the 

fact that understanding is not a ready-made thing. Students must cope with the 

uncertainty for a while and begin to be open to vulnerability (Vygotsky, 1962); they must 

be willing to take the risk to finding the relationship they are searching for; they must 

learn to cultivate patience in trying to make sense of a situation. The searching time is 

called incubation period in which previous concepts and skills are being organized or 

take shape in relation with the data included in a problem at hand. [In passant, a problem 

can be mathematical, science-related, or reading-related]. This incubation time is crucial 

in students’ construction of knowledge. [Polya (1957) called it subconscious work]. It is 

this sort of unconscious moment that crystallizes the ownership of knowledge. It does not 

mean that understanding is the fruit of the hazard, which escapes to the control of a 

thinker. Of course, the fulfillment of learning is conscious to the point where the learner 

can go back and revisit her or his thinking path (Polya, 1957). Thus, the learning process 

is active and conscious (Anderson, 1995). However, the period during which the learner 

cannot see the path between where he actually is and where he wants to be underlies an 
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important task of fabricating some route that leads to genuine understanding. This is the 

time where previous knowledge and skills are activated in the long-term memory, 

retrieved, and stored in the working memory (Anderson, 1995). It is noteworthy to 

mention the co-habitation of the ‘unconscious’ stage and ‘active’ stage in constructing 

relationships. Yet, the unconscious state of conceptual understanding can be controlled. 

The storage of previously well-learned bits of knowledge will facilitate their retrieval at a 

later time. Inversely, skills and knowledge that are not well related among themselves 

will be more difficult to be retrieved and interconnected with new data. In the later 

scenario, the incubation time may take longer to lead to conceptual understanding.  

 

Problem Solving  

Problem solving genuinely involves searching for the best pathway that connect 

the known data with the unknown data (or outcomes) (Anderson, 1995).  Effective 

problem solvers are those that can monitor their problem solving strategies in order to 

arrive at the final step (Polya, 1957; Schoenfeld, 1982).  They are actually engaged in 

making sense of the data, i.e., integrating current data with prior knowledge, adopting and 

evaluating different ways of arranging the data, and examining the effectiveness of 

problem solving strategies.  Successful problem solvers are capable of checking the 

effectiveness of a problem solving strategy against the reality and reconceptualize the 

problem if necessary (Polya, 1957; Lesh, 1982, 1983; Schoenfeld, 1985; Hiebert, 1997).  

 The adoption of a problem solving model is directly linked with the correct 

representation of the textual propositions which make up the problem (Kintsch & Greeno, 

1985).  In case that a certain problem solving strategy is invalid to provide a realistic 
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solution, the problem solver will rethink the problem and construct another model that is 

capable of giving the correct solution to the problem (Schoenfeld, 1982; Schoenfeld, 

1982).  A survey of the process of problem solving involves higher-order processes such 

as analysis, synthesis, evaluation, as well as conceptual understanding (Mayer, 1991; 

Anderson, 1995).  These cognitive skills demand a great deal of awareness.  Problem 

solvers must instantly be aware of the opportunities and limitations that surround their 

search for the right pathway that leads to the solution (Schoenfeld, 1982). They must be 

able to monitor their success at each point in the path search process.  They must be 

aware of the effectiveness of a strategy and be ready to adopt another heuristic that is 

more appropriate to the solution process (Polya, 1957).  In addition, experienced problem 

solvers always look back at their learning process and figure out what other strategies 

could also lead to the right solution (Polya, 1957).  

 After all, why advocating conceptual understanding and problem solving in the 

implementation of the standards-based curriculum? They both require students’ active 

involvement in their learning.  The process of conceptualization of ideas gives students 

the advantage of fabricating relationships among sub-concepts (Neuman, 2006).  In so 

doing, they are engaged in selecting relevant or common characteristics shared by these 

sub-concepts which are less abstract or concrete.  Thereby, they are monitoring their 

processes in recognizing information to ensure that they obtain the right representation of 

these sub-concepts.  The direct consequence of concept formation is the elevation of 

students beyond contextual settings in order to contemplate the invariant factor that 

transpires from these sub-concepts (Darling-Hammond, 1997; Hiebert, 1997; Oakes & 

Lipton, 1999).  At this point, an active learner can capture the existence of a concept 
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across similar scenarios having different superficial covers.  When students experience 

conceptual understanding, they are able to transfer their knowledge from one subject 

matter to another.   

As mentioned above, the conceptual understanding of “slope” can be transferred 

from mathematics to physics, economics, sociology, etc.  This would happen when 

students have opportunities to discover “slope” as a constant ratio between two related 

sets of data.  These learning opportunities pertain to interdisciplinary teaching.  In fact, 

conceptual understanding of “slope” as defined in algebra may not be transferred if 

students have no opportunities to apply the concept across several contexts.  For example, 

opportunities must be given to students to visualize slope as the rate of change in distance 

for every unit change in time, the rate of change in weight for every unit change in 

carbon-hydrate intake, the rate of price of gas for every unit change in gallons of gas, etc.  

After mastering the concept of slope, students will be capable of decipher the meaning of 

individual subconcepts or skills. 

 However, the paramount advantage of conceptualization resides in the fact that a 

given set of skills can be related in several non-redundant concepts.  This means that 

there is multiple ways in which skills can be combined to form concepts.  Each 

combination of skills corresponds to a different concept (Nunnally & Bernstein, 1994).  

Now, how can a student identify the right way of combining existing skills?  Again, the 

situation described in the reading passage or the text of a mathematical problem will 

dictate to students how to combine skills to obtain a certain concept.  In reading 

comprehension, the active principle of skill combination resides in the schema that 

emanates from the story of the passage.  As a result, students or learners will discover 
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that a skill or concrete concept has no absolute, definite meaning.  Or, we may say that 

the meaning of a certain individual concrete concept varies with the abstract concept that 

cuts across the set of lower-order (or concrete) concepts.  To illustrate this point, let’s 

refer to the 2 arithmetic problems mentioned above.  

 “Mary runs 20 miles a week. She runs 5 times as many miles as John.  
 How many miles does John run per week?” 
 “Mary runs 20 miles a week; John runs 5 times as many miles as Mary. 
 How many miles does John run?” 
 
 In the first problem, the model that represents the essence of the situation 

described in the first problem is that 20 must be divided by 5 to obtain the number of 

miles John runs per week.  Therefore, the meaning of the expression “5 times as many 

miles” is directly translated by “division (÷).  However, the essence of the situation 

described in the second problem submits that “5 times as many miles” is translated by 

“multiplication.”  Although both problems evoke multiplicative thinking, the linguistic 

marker, “5 times as many miles” has different meaning.  Again, the meaning of the 

linguistic markers is inscribed in the global representation that transpired the text.  In the 

first problem, the relational statement “5 times as many miles” completes the description 

of the action of Mary in the first sentence.  In fact, these 2 sentences are connected by the 

personal pronoun “she.”  While the first sentence dictates that Mary runs 20 miles per 

week, the second sentence adds that she runs 5 times as many miles per week as John.  

The concept that transpires from the textual propositions is the equality or equivalency of 

the two statements in which 20 miles = 5 times as many miles as John does (20 = 5x).  

Thus, the conceptual understanding of the problem drives the meaning of the linguistic 

marker “5 times as many miles.” 
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 On the other hand, the linguistic structure of the second problem provides a 

different framework of interpretation of the linguistic marker “5 times as many miles.”  

The second sentence relates to the first sentence in a way that the number of miles run by 

John is 5 times the number of miles run by Mary per week (or x = 5 * 20 ).  Thus, the 

meaning of 5 times as many miles directly corresponds to the term “times” or 

multiplication. 

 The above illustration reinforces that conceptual understanding and skill building 

are interrelated, and sequentially related.  In other words, conceptual understanding 

drives skills building. In addition, the process of conceptual understanding provides 

students with the opportunities to distinguish the unique characteristics from the common 

characteristics of individual skills or concrete concepts.  The process of conceptualization 

requires that students search for common elements that individual concrete concepts 

share together.  The common elements will lead to the construction of the superconcept.  

For example, the examination of the first problem points out to the shared meaning of “5 

times as many miles” as divided by 5 – with the rest of the textual propositions.  While “5 

times as many miles” evokes multiplication, it does not translate directly into 

multiplication, but into division, which is another form of multiplicative thinking.  Again, 

the teaching of conceptual understanding will give students the advantage of contemplate 

unicities and commonalities of concrete concepts or skills.  Thus, a curriculum that is 

deplete of conceptual understanding does not serve the purpose of critical thinking that is 

a crucial input in the preparation of prospective graduates (Darling-Hammond, 1997). 

For, conceptual understanding engages students in constant evaluation of their resources 

to validate the effectiveness of their work.   
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The analysis above shows that there may be more than one way of combining 

lower-order concepts or skills together to arrive at a super concept (Nunnally & 

Bernstein, 1994).  Hence, learners must be alert of the schema that guides the formation 

of concept.  This state of awareness profits them to check their resulting concepts with 

the reality described in the text.  In case that the test fails, they must be able to recombine 

the existing lower-order concepts into a different concept that best captures the situation 

described in the text. 

 Concurrently, problem solving which encompasses conceptual understanding 

profits a great deal student learning in the curriculum.  As seen before, problem solving 

involves students in a search journey in which they are looking for logical paths that link 

the given data to the unknown information.  In this process, students are involved in an 

unsure endeavor, the constant need to jog between given data, previous knowledge and 

problem solving heuristics (Polya, 1957).  However, the success of a problem solver 

resides in his/her capacity to best combine these tools to arrive at the solution.  He/she 

must be willing and capable to rethink his/her strategies while fabricating a solution 

model, which captures the essence of the problem at hand.  This alertness state which is 

necessary in concept formation is also the hallmark of problem solving.  Given that the 

problem solver does not know for sure where he or she is going, he or she must be in 

complete control of available resources, i.e. making sense of the problem, establishing 

connections between current and prior data, altering the conditions of the problem, 

decomposing the problem into sub-problems etc.  Again, there is no other cognitive 

process that fires so many calories as problem solving does.  Thus, there is no doubt that 

learning that takes place due to problem solving will last forever. 
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Relationship between Conceptual Understanding, Problem Solving and 
Standards Based Curriculum  
 
 The conceptual understanding and problem solving are the best tools to search for  

critical thinking in students since the purpose of the standard-based curriculum is to 

facilitate student development in critical thinking.  As seen above, conceptual 

understanding and problem solving create opportunities for students to examine 

relationships among lower-order skills in order to arrive at a common factor that best 

described the essence of the passage or text (Lesh, 1983; Mayer, 1991).  These endeavors 

(i.e., conceptual understanding and problem solving) create in students an alertness state 

that pulls together their resources to meet the cognitive challenges of the task at hand 

(Schoenfeld, 1982). 

 Curriculum and teaching expect to change learners’ behavior in the way they can 

be successful in the society, work place, and higher education.  I repeat that the world 

awaits men and women who are capable to face problems and dilemmas that impede their 

way of living.  Thinkers believe that the world’s dilemmas and problems are complex 

(Walker & Soltis, 1997; Ornstein et al., 2003).  It takes well-prepared minds to solve 

these dilemmas.  Usually, real-life problems are not unidimensional and/or linear.  They 

involve multiple parameters that cross several academic concentrations.  Hence, the 

solution model for these dilemmas requires an integrated academic preparation from 

graduates.  As a result, schools need to provide such opportunities for students to develop 

to capacity those required skills in order for them to be successful.  The implementation 

of conceptual understanding and problem solving throughout the curriculum will provide 

ample opportunities to students to integrate different subject contents in their problem 
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solving approaches in order to successfully deal with real-life dilemmas and problems 

that plagues their communities (Sizer, 1992).  The process of conceptual understanding 

and problem solving demands learners to move across subject contents to contemplate the 

existence of “abstractions” or constructs or super-concepts.  I established that students 

would reach the higher level of learning when they are able to discover underlying factors 

across math, science, social studies, etc. 

Teaching and learning throughout the multiple compartments of the curriculum 

give students ample opportunities to create models or super-concepts.  It will be 

rewarding for students to realize that mathematical concepts they learn in their classes 

can be replicated in the sciences, economics, and engineering curriculum.  In fact, 

students’ exposure to different learning experiences across the curriculum can help them 

appreciate the limitations and strengths of learned concepts.  The contact of the different 

compartments in the curriculum again validates the degree of transferability of a learned 

skill.  In other words, the integrated curriculum helps sharpen students’ alertness in 

searching for identical elements in a new setting in which a known concept can be 

compared with.  When faced with solving a task across several subject contents, students 

are forced to observe the decontextualized factor that is embedded in context-related 

stories. In other words, searching for concepts in several content areas increases student’s 

awareness to select common elements among different topical issues. 

 In addition, the implementation of conceptual understanding and problem solving 

demands that learners be exposed to educational settings that constrain them to discuss, 

argue and defend their viewpoint, and receive feedback from their colleagues (Vygotsky, 

1962; Oakes & Lipton, 1999). Such interactive settings would allow students to unfold 
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their higher-order thinking areas.  For example, small groups of students can discuss 

reading comprehension passage or math problem in which each participant can defend 

his/her views or problem solving strategies. Such a learning atmosphere helps teachers 

explore the thinking processes of individual students and provide for reinforcement or 

remedy skills.  Needless to say, the development of conceptual understanding and 

problem solving requires for the facilitating role of teachers into guiding students in their 

search for a concept or check for the validity of a solution model (Darling-Hammond, 

1997; Hiebert et al., 1997). 

 

Dealing with Barriers to Conceptual Understanding and Problem Solving 

The successful implementation of the curriculum meets a critical obstacle that is 

common to most urban school settings (Darling-Hammond, 1997). The author of the 

paper, in his former capacity of high school assistant-principal, observed that urban 

school students showed less and less patience in order to bear with the learning 

processing that is inherent to conceptual understanding. Students are in a rapid mood to 

get answers to problems at hand. In case they fail to conceive the right answers, they 

expect their teachers to supply them with these answers at once. This attitude is a pure 

result of the impression that technological tools, such as television (TV), convey to 

children. TV impresses on the children’s mind that the completion of any academic 

project can take place in a twinkle of eyes. Urban students who are not imbue yet of how 

things happen. They think that the learning processing can be approached with the same 

fastness as demonstrated on TV. Indeed, this attitude has negatively influenced the 

academic performance of urban students. The learning process that is involved in the 
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implementation of the standards-based curriculum requires that students undergo several 

instructional tasks that can propel their thinking and problem solving skills (Oakes & 

Lipton, 1999). 

The incorporation of learning standards in the school curriculum demands an 

attitude change within each student. This attitude change will come with an overturn of 

the culture of the school environment and home environment as well (Oakes & Lipton, 

1999; Sergiovanni, 2001). On one hand, teachers have the duty to explain to students how 

the human mind works and how human beings learn. In so doing, teachers will allow 

students to observe that learning does not occur in a linear fashion for most of the time. 

For example, the solution of a mathematical problem can have the problem solver go 

through several steps in a non-orderly fashion (Schoenfeld, 1985). On the other hand, 

teachers must inform and demonstrate to students that the success of the problem solver 

rests upon his or her patience to wait for the arrival of the right arrangement of the 

information that can produce an appropriate solution and his or her persistence to 

reconsider several other methods that can arrive to the complete representation of the 

problem at hand (Polya, 1957).  

Needless to say, the process of conceptual understanding requires of patience and 

persistence. So, it is important to remind students to cultivate these virtues when they are 

engaged in higher-order thinking activities. Patience and persistence will predetermine 

the ownership of their understanding. I command that teachers cautiously use their 

intervention to help students who seem to take long time before they can figure out a 

problem at hand. For, any instructional intervention that will precipitate a learner’s 

reaching to the goal of a task will cause her or him to skip a logical step of connection in 
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the construction of the concept. As a result, the student will fail to incorporate the 

concept in his arsenal of skills and knowledge. This student will have difficulty to revisit 

her thinking trail to point out the different links that led to her understanding of the 

concept. She will not be able to recognize the concept when it is presented to her under a 

different context. For example, a child that has a misunderstanding of slope in algebra 

will not be successful to appreciate the same concept when facing the velocity of a 

physical object or the adjustment rate of a predictor in a linear regression model. When 

this gap of conceptual transferability is closed, students will face novel problems with 

greater rates of success.  The benefits of conceptual understanding are worth of the time 

and sacrifice that students should consent in their learning process.  

Again, as the standards-based curriculum champions teaching for genuine 

understanding, it is in the best interests of school administrators and teachers to create 

classroom cultures that encourage risk taking, patience, and persistence (Darling-

Hammond, 1997). Teachers must demonstrate these attitudes that come with authentic 

intellectual activities. For example, teachers must propose to students the activities such 

as “interpret a reading passage” or “solve a mathematical problem” in which they 

themselves are as engaged as the students in making sense of the problem (Hiebert et al., 

1997; Oakes & Lipton, 1999). Students need to witness that learning does not come 

without wrestling, coping, or struggling with ideas. In other words, students must 

experience that teachers also do not have to know from the beginning what the answer to 

a problem should be. Students need to experience both the uncomfortable process of 

solution searching as well as the joy of solution finding.  At the end of the searching 

process for conceptual understanding and problem solving, teachers will involve students 
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in bringing order in the presentation of their ideas and procedural knowledge. In so doing, 

teachers will inculcate in students the complete cycle of academic behaviors of thinkers. 

When teachers successfully demonstrate the processing of learning to students, the latter 

themselves will accept and internalize the learning process when they will tackle a novel 

problem.  

Yet, the hidden cost of conceptual understanding is associated with the amount of 

time that is dedicated for the learning of other topics or content areas in the curriculum. 

Teaching for conceptual understanding requires more time than the traditional teaching 

does.  Hence, a small amount of time is left for the teaching and learning of other topics 

in the curriculum. The effective teaching of the standards-based curriculum requires a 

trade of quantity for quality (Sizer, 1992). Nevertheless, the advocate for the standards-

based curriculum does not mean watering student learning. En reality, the 

implementation of the standards-based curriculum is beneficial to student learning in the 

long run, as compared to the traditional curriculum that only accentuates on skills-

building. The standards-based curriculum provides students with the benefit of creating 

their knowledge. So, they become self-motivated and self-confident in taking on more 

challenging topics as they move on higher school grades. In addition, the standards-based 

curriculum offers students the opportunity to experiment the integration of their 

knowledge throughout the subject matter areas. Therefore, learning few topics in a 

subject matter has more value than acquiring many discrete topics in the absence of 

conceptual understanding and problem solving (Sizer, 1992). In fact, if students do not 

have the occasion to construct relationships among different skills, their chance of 

retrieving these skills from their long-term memories is very low (Anderson, 1995). 
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Perhaps, it may be necessary to refer to the cognitive configuration of the human 

working memory in order to explain why it is preferable to teach for deep-seated 

understanding than skills-building (Anderson, 1995). The human working memory is 

configured as having two rooms: the long-term memory and the working memory. The 

long-term memory stores information that is currently needed for information processing. 

The working memory is made of two interrelated rooms: (1) the storage space that holds 

information earmarked for processing, and (2) the information processing space. Yet, the 

combined space of the working memory is fixed. It cannot be increased when a learner is 

under pressure to process information. However, the amount of space allocated for 

information storage can be decreased so that the information processing space can be 

increased. The reduction of the storage space occurs when students are able to retrieve 

well-organized chunks of knowledge from the long-term memory. 

Skills that were learned and stored in the long term memory under the auspices of 

conceptual understanding tend to have many ‘hooks’ that allow them to be retrieved in 

large chunks, which can be stored in a small package. Therefore, there will have ample 

space available for information processing. Interestingly, the less amount of information 

a problem solver can retrieve from the long-term memory, the more space in the working 

memory she or he needs to store them (Anderson, 1995). As a result, the less space in the 

working memory is available for information processing. The differentiated amount of 

previous knowledge that can be retrieved from the long-term memory establishes the 

distinction between an expert thinker and novice thinker. The improvement in conceptual 

understanding is directly related with higher rates of information processing. Imparting 

discrete and disconnected skills does not prepare students to develop their conceptual 
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understanding that is critical in problem solving in the curriculum. In addition, building 

of unrelated skills will impede students’ learning of further topics of the curriculum as 

they move to higher grades in school. Therefore, it is highly recommended that teachers 

provide students the leeway to accumulate skills and concepts in a way in which they can 

experience interrelations among them. 

The disconnected skills learned in lower grades cannot support novice thinkers to 

incorporate new skills and concepts. Novice thinkers will fail to see any connections 

between their previous knowledge and the topic at hand. Thus, students who are taught in 

the absence of conceptual understanding and problem solving tend to drop out before 

they reach 12th grade. This is why it is worthwhile to teach few topics in allowing 

students enough time to make sense of them and provide them the opportunity to use 

them to discover new skills and knowledge (Sizer, 1992). 

While the benefits of conceptual understanding are appealing, its nurturing comes 

with the capacity of teachers to know how to cater the content and manipulate their 

instructional skills to initiate higher-order thinking in students. First of all, teachers must 

be exceptionally competent in the subject matter in order for them to adapt it to the needs 

of individual students (Ornstein et al., 2003). Teachers must know a student as well as his 

or her subject to determine the right amount of information and the strategies necessary to 

assist a particular student. Expertise in education can be defined as a combination of both 

subject content and instructional strategies. The bulk of teaching is to match the amount 

of information with student’s cognitive level (Ornstein et al., 2003).  

While the goal of the standards-based curriculum is to make the students function 

at the highest cognitive skill according to the Bloom’s taxonomy, it is important to take a 
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student where she or he is located on the cognitive continuum and lead him or her to 

where she or he ought to be. The process requires teachers to use instructional strategies 

that are capable to contribute to student learning. For example, performance tasks, 

inquiry-based teaching, small group interaction, communication are key in boosting 

student’s thinking (Ornstein et al., 2003). Performance tasks, once they are designed to 

reflect learning standards, can induce students’ curiosity to discover a principle, which 

can explain the occurrence of a certain event. Similarly, inquiry-based teaching can 

propel a student to refer to a piece of knowledge that can advance his search for the most 

suitable solution alternative. Teachers, in their turn, must be skilled questioners to tease 

out students’ motivation to make them take conscience of a certain skill that can benefit 

them in data processing. 

Above all, teachers must make assessment an instructional tool that can help them 

detect students’ weaknesses and strengths and plan appropriately (Falk, 2000; Ornstein et 

al., 2003). Assessment is viewed as an ongoing enterprise that informs teachers about the 

suitability of the curriculum objectives. In the implementation of the standards-based 

curriculum, assessment must play a corrective role, instead of an evaluative role, in the 

tailoring of the curriculum to students’ needs (Glickman et. al., 2001). The corrective role 

allows for academic growth and development of self-motivation and self-confidence in 

the discovering of knowledge. The corrective role of assessment predetermines the happy 

ending of the evaluative aspect of appraisal. A student who has been given the 

appropriate assistance to meet her or his deficiencies is not doomed to fail by the end of 

the academic cycle. The relevance of the assessment tools resides in their ability to 

provide teachers with the opportunity to locate the point where students need assistance 
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to continue their thinking throughout the tasks at hand (Oakes & Lipton, 1999; Falk, 

2000). A critical examination of students’ level of attainment so far will assist an 

instructor with a reliable degree of precision in providing the just amount of needed 

information that can further activate students to reaching their goals. 

The successful implementation of the standards-based curriculum is also marked 

by the importance of sharing or defending one’s arguments in a small group interaction. 

In small group settings, students are forced to reject any proposition that is not supported 

by logical reasoning; they are involved in communication that is critical in the 

development of their thoughts. In addition, talking has the capability to unfold areas of 

higher-order thinking that may go unnoticed has communication been neglected. Since 

communication becomes a catalyst for the exhibition of logical reasoning, it is highly 

suggested to embed idea sharing and small group interaction in the culture of classrooms, 

which fosters genuine understanding (Vygotky, 1962). 

In addition, mistakes are big winners in the delivery of the standards-based 

curriculum ( Schoenfeld, 1982; Lewis & Mayer, 1987; Lewis, 1989). Often, students 

create erroneous methods of solution that do not fit the reality of a situation described in 

the problem at hand. Mistakes or misrepresentations need to be revisited to complete the 

process of understanding. Yet, commission of mistakes carries with it an unfinished 

process that was initiated with the intention of reaching a goal. Thus, the learner must 

have a sense of where she or he wants to go. With this idea in mind, an instructor can 

intervene to do three things: (1) ask the learner to think about other ways of conceiving 

conceptual understanding for the same task at hand; (2) compare his or her primary 

method with the other approaches; and (3) evaluate differences and similarities in the 
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results produced by the different methods.  The enlightenment that may come from 

experiencing the validity of a method does not reside in the acceptance of the method as 

the true one, but in the learner’s intentional desire to arrive at a true representation of the 

situation described in the task. Once she or he is convinced from her or his using a wrong 

method to create his understanding, she or he is able to rethink her or his previous 

method in the search for genuine understanding. Thus, mistakes can be good instructional 

means if the corrections provided give students with the opportunity to figure out where 

and how they misrepresent a task at hand. Again, a classroom culture that is conducive to 

learning must provide students with the opportunity to have their mistakes corrected 

without feeling ashamed. This state of safety will increase students’ attitude towards risk 

taking (Freiberg, 1999).  

The delivery of the standard-based curriculum urges the utilization of 

environmental tools and human resources that bring validity to teaching and learning 

(Oakes & Lipton, 1999). While standards-based curriculum advocates conceptual 

understanding and problem solving, it emphasizes the links between learning and 

usefulness of knowledge. In other words, learning must be entrenched in real life 

situations. The latter make learning authentic and applicable. . It is one thing to develop 

students’ mathematical thinking by using logical reasoning, heuristics, and the 

mathematics content. It is also another thing to nurture students’ mathematical thinking in 

a realistic context which has a dual purpose. First, it will boost students’ motivation and 

interests to engage in an enterprise that makes sense and is rewarding. Second, it 

validates learning through the direct connection with the reality. Standards-based 

curriculum obliges the integration of the real world tasks with the curriculum objectives 
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in the classrooms. When students are interacting with tasks that are currently undertaken 

by mathematicians, actuaries, physicists, or lawyers, they have the opportunity to check 

the logical rigor of their knowledge. [For, the reality is there to support and nurture sense-

making and validation.] When students are exposed to the work of a statistician or 

engineer, they are likely to acquire these professionals’ working behaviors and thinking 

processes. By the same token, students will appreciate the usefulness of their own work, 

which is validated by real life professionals.  

In addition, the integration of the real world in students’ learning allows students 

to experience the integration of different curriculum areas in their conceptual 

understanding. Students will realize that the understanding of the occurrence of an event 

can be explained with a combination of information arrived from mathematics, physical 

sciences, and social sciences, and economics. Schools are encouraged to provide students 

with the opportunity to experience the interdisciplinary application of the curriculum. At 

this point, students will stop seeing a particular subject matter as sufficient to help her or 

him make sense of his environment. 

 

Role of Parents in Influencing Students’ Attitude Towards Genuine Learning 

Parents or guardians can play an instrumental role in helping their children to 

improve their learning in schools (Oakes & Lipton, 1999; Ornstein et al., 2003). Parents 

can be more effective in their children’s education than just helping them with 

homework. Parents can positively influence their children’s patience and persistence that 

are key virtues in meeting academic challenges such as conceptual understanding and 

problem solving. Parents can provide for certain tasks that require a great deal of 
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thinking. Thinking is the premium for the construction of a suitable method to bear with 

the tasks at hand.  Settings like family debates can be appropriate tools for which parents 

can pretend not knowing what is going on and provide children with the opportunity to 

actively participate in the debates. Parents can allow children to propose different ways to 

arrive to the understanding of the issues that underlie the debates. Children can also be 

allowed to defend their choice of specific methods by looking at other methods in the 

representation of the issues at hand. The benefit of such an engaged conversation will 

include not just the improvement of children’s problem solving skill but also their 

patience and persistence that guide them in the search for the possible solutions.  

Parents can also involve their children in physical activities that require adoption 

of different ways to complete the activities. For example, parents can invite their children 

to put a desk together.  A parent can ask his per her children to propose and defend the 

different ways of harnessing the different parts of the desk together, even before they 

(children) look at the owner’s manual. Parents will ask each of the children to explain 

why she thinks that her way is the most effective way of building the desk. Then parents 

will allow each of the children to carry out his or her plan of action to verify if her 

specific method was acceptable in completing the assignment. Parents will allow the 

children to evaluate the validity of their methods in terms of both adjustment of parts 

with each other and the time required to complete the assignment. Also, the assignment 

will provide children with the opportunity to reconceptualize their methods and realize 

that it is acceptable not to get the right plan of action from the beginning of the task.  

The purposeful reticence of parents of not putting by themselves the desk together right 

away creates great opportunities for their children to develop problem solving and critical 
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virtues (i.e., patience and persistence) that go along with problem solving. In so doing, 

parents prepare their children to meet challenging academic tasks with success.  

When parents of urban students model such great school-like behaviors through home 

activities, public schools will improve their performance as well. Teachers’ efforts to 

change the culture of classrooms will be supported by home changes towards student 

learning. Students will respond to rigors of small group interactions, ideas sharing, and 

work presentation with a higher degree of confidence.  In sum, students’ academic 

success will be the result of combinatory effects of school and home. Hence, the school 

system must make provisions to establish liaisons between schools and homes to ensure 

that students are learning in school as well as in homes. Schools will not only prepare 

learning materials to send home, organize workshops to assist parents to cope with their 

children’s academic and cognitive needs, provide instructional assistance to home bound 

students, but also train parents to arouse their children’s intellectual abilities through 

cultivation of patience and persistence.  

 
Administrative Barriers to the Successful Implementation of the Standards-
Based Curriculum 
 
  State departments of education and local districts design their curriculum 

frameworks that are two-fold: content and process (Darling-Hammond, 1997). Whereas 

process is the hallmark of the standard-based curriculum, content occupies so much time 

that seems to compete with the satisfaction of the process (Sizer, 1992). This imbalance 

creates tension in the implementation of the curriculum. In other words, teachers and 

administrators feel obligated to sacrifice the instructional mode that encourages deep-

seated learning and to emphasize the shallow imparting of skills and knowledge that 
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makes less use of conceptual understanding (Oakes, 1985; Hammond, 1997). Thus, 

instructional strategies are catered to build skills at the detriment of conceptual 

understanding, which is the crown of the standards-based curriculum.  

Given that students need time to develop conceptual understanding through 

making connections with previous knowledge, coping with uncertainty of fabricating 

genuine understanding, sharing ideas with colleagues, defending their arguments, the 

dismissal of these stages in the process will necessarily atrophy students’ learning. 

Teachers may be successful to have students create an arsenal of skills in the absence of 

conceptual understanding, but the life span of these skills will be short lived. Probably, 

students will forget these skills by the end of the school year. Again, skills that are not 

learned along conceptual understanding are likely to be ill-organized and disconnected, 

impede information processing and problem solving, and cannot be related to current 

information. Thus, the vehemence toward fulfilling the content demands of the 

curriculum will not benefit the satisfaction of the curriculum. It is likely that a curriculum 

that emphasizes the quantification of skills and knowledge and deemphasizes the 

qualification of these same skills will suffer of lack of validity.  

There are two things to highlight. First, when the standards-based curriculum 

advocates conceptual understanding, it does not mean underestimation of skill building. 

Second, the standards-based curriculum means prioritization of conceptual understanding 

to the benefit of skills building (Sizer, 1992). If teachers take time to provide students 

with the opportunity to call upon skills they learned to represent a situation that is 

described in a problem at hand, students will be more likely to “see” the meaningfulness 

of these skills and concepts when facing related and novel problems. Thus, conceptual 
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understanding will play the role of an overarching skill that relates individual skills 

together, and contributes to the advancement of learning in new terrains. 

Thus, the quantitative bearing of the school curriculum can still be fulfilled 

through the execution of its qualitative dimension. Now that curriculum designers are 

imbued of the ideals of the standards-based curriculum, they need to reconsider the scope 

of the curriculum to allow teachers and administrators to be effective policy 

implementers of the standards-based curriculum. It is not suggested to minimize the 

quantitative dimension of teaching and learning. Topics can be restructured as themes 

and basic skills can be taught through problem-solving. I can never overemphasize that if 

the curriculum is not taught with the support of time-consuming instructional strategies, 

skills will be superficially built and genuine learning will be almost inexistent.  

 

Administrative Accommodations to the Implementation of the Standards-
Based Curriculum 
 

I ought to highlight the collateral changes that will follow with the administrative 

accommodations of the implementation of the standards-based learning (Hammond, 

1997). School administrators can modify the class schedules to allow the integration of 

the subject matter areas (Oakes, 1985). They must accept to redistribute class times for 

teacher meetings and lesson planning. All these administrative changes will favor student 

learning in mathematics, science, social studies, and language art in an integrated manner. 

For students to be able to develop critical thinking, conceptual understanding, and 

problem solving, the standards-based curriculum must provide them with the opportunity 

to experience learning across different domains of knowledge (Walker, & Soltis, 1997). 

For example, an interdisciplinary lesson can allow students to experience the concept of 
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multiplication. The physical world that can be captured in the lesson including topics 

from biology, social science, chemistry, and physics can provide students in ample 

opportunities to explore mathematical thinking (Tyler, 1949). Thus, provisions must be 

made to bring the school curriculum together in order to facilitate the occurrence of 

conceptual understanding which is the cornerstone of all the other goals of the standards-

based curriculum (Oakes & Lipton, 1999). It is noteworthy to keep in mind that the 

standards-based curriculum ought to be validated in the real-world activities. In real life, 

people do not solve problems that required mathematical, biological, economical, or 

psychological model alone, but a model that may incorporate more than one school 

curriculum subject matter. Therefore, schools must break the walls of subject matter 

departmentalization to expose students to an integrated curriculum that reliably and 

validly prepare them to meet the cognitive and academic challenges of the functioning of 

workplace and the society at large (Sizer, 1992). 

In addition, schools must provide teachers with opportunities to plan lessons 

together, share information that can be useful for the emotional, academic and cognitive 

development of students, make recommendations for teaching materials, organize 

fieldtrips, and invite speakers to address students (Darling-Hammond, 1997; Odden & 

Picus, 2000). The fact that the vision of the standards-based curriculum reform is to 

facilitate student learning, the human resources that surround students must work in a 

collegial and collaborative manner to find the best ways to provide students everything 

they need to foster their learning (Glickman et al., 2001). School administrators must 

provide for the professional development of their teachers and counselors. They must 

plan workshops and in-service sessions to meet the needs of individual teachers. 
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Importantly, teachers must be involved in the assessment of their own needs and 

contribute to the professional development of their peers. Schools that are fortunate to 

have experienced and master teachers must make plans to utilize these skillful teachers’ 

expertise to address the needs of their colleagues. In so doing, schools will move 

themselves and become more competent to meet the academic, cognitive, and emotional 

needs of students. For the full success of the standards-based curriculum, schools must 

have the leeway to enroll teachers who are willing to transform themselves into 

counselor, advisers, instructors, administrator, curriculum designers, and social workers 

in order to best serve the students (Hammond, 1997).  

 

Problem Solving at the Center of the Mathematics Teaching and Learning  
It is commonplace that students are less likely to choose mathematics as their 

subjects of predilection as compared to reading or writing. Perhaps, students tend to get 

an immediate reward in reading a passage that recounts them some interesting piece of 

history or literature. However, as reading or writing can bring immediate rewards for 

students, so can mathematics learning.  The success of students in mathematics learning 

depends on the teaching approach (Polya, 1957; Hiebert et al., 1997; Sizer, 1992). It has 

been discussed above that problem solving in association with conceptual understanding 

can propel student learning of mathematical skills. Mathematics problem solving can 

challenge students’ higher order thinking skills in order to discover the solution of their 

problem at hand, which is far much rewarding. Since problem solving involves the 

integration of previous knowledge and new information given in the problem at hand, 

students are able to discover that relationship of information is crucial in their learning of 

separate mathematical skills. The reward students draw from solving their current 
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problems will build their interest to keep on learning other mathematics and problem 

solving skills that can allow them to face future similar or novel problems. In succeeding 

to make mathematical problem solving interested to students, educators will help remove 

giant barriers that are erected in students’ learning journey.  

 Since problem solving constitutes the paramount cognitive skill that allows 

someone to make use of lower cognitive skills such as analysis, application, and 

synthesis, teachers are encouraged to engage their students in such a cognitive endeavor. 

Most importantly, problem solving is an engaging process that brings learners to integrate 

their previous knowledge with a problem at hand. Thus, mathematical problem solving 

helps learners to accomplish two things. First, it helps learner increase their mathematical 

skills. Second, it involves students in self-learning that brings them to take conscience of 

their capacities to solve problems that are not yet a concern for the society. 

Mathematical problem solving would involve the creation of materials and 

learning experiences that can both provide students with a solid academic preparation and 

higher cognitive skills. Most importantly, teachers will ensure that learning experiences 

will focus students’ attention to the conscious needs of integrating their previously taught 

skills and knowledge in dealing with their problem at hand. Mathematics educators must 

realize that students may never realize the importance of learning hundreds of discrete 

mathematical schemes, formulas, and theorems, until they find a rewarding opportunity 

to use them. During problem solving, students are engaged in mapping and connecting 

previous nodes of mathematical knowledge and in integration of previous knowledge 

with the situation that is described in the problem at hand. The whole process is called 
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sense-making (Hiebert, 1997). I claim that this process is as much valuable as learning 

separate mathematical skills.  

The process of sense making allows students to better organize their mathematical 

schemas for further skills retrieval during problem solving (Schoenfeld, 1985; Anderson, 

1995). The advantage of well organized schemas resides in the reduced space that they 

occupy in the working memory. Thus, the working memory allocates less space for 

information storage and more space for processes. The phenomenon is better illustrated 

in the case of an experienced chess player that can figure out of several moves in a few 

seconds (Anderson, 1995). As opposed, a novice chess player will probably accomplish 

the same performance in several shots that will take much longer time, or he may never 

figure out how to make such coordinated moves.  In other words, the expert chess player 

has a better organized schema of the moves than does the novice chess player so that his 

[the expert chess player’s] working memory reserves more space for problem solving 

(Anderson, 1995). Such efficient performance has less to do with intelligence than with 

experience and cultivation of higher order thinking. The manifestation of higher order 

thinking in chess playing can be replicated in mathematical problem solving. It is also 

comfortable for educators to know that inherited intelligence is necessary but not 

sufficient for students to excel in mathematical problem solving. If students are given the 

opportunity to learn well integrated mathematical skills and knowledge and good 

problem solving skills, they are as likely to be successful in mathematical problem 

solving as the expert chess player is successful in playing chess.  

Thus, it is conceivable that a promising curriculum will capitalize on effective 

teaching strategies that can ignite the cognitive processes of students in order for them to 
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actively participate in the creation of their mathematical skills. I maintain that students 

will further be engaged in learning when they are provided with the opportunity to 

discover that their learning can be worthwhile for themselves and the society.  

 

Mathematics Curriculum Goals 

Let’s look at some key standards that undergird the mathematics curriculum across 

the (K – 12) grades with the purpose of demonstrating the application of problem soling 

and conceptual understanding in mathematics. These goals constitute the outcomes that 

students are supposed to demonstrate by the end of the mathematics lesson. Each goal is 

broken as a set of specific behavioral objectives.  

 
Goal A: Students will be able to appreciate the contribution of contextual knowledge, 
past experiences, and skills in problem solving. 

1. Students will be able to pick out elements of identity between previously 
solved problems and similarly new problems. 

2. Students will be able to eliminate irrelevant information in the solution 
process. 

3. Students will evaluate the integration of contextual knowledge and the 
givens of their problems at hand in order to tailor some sort of scheme 
enabling them to arrive at a solution. 

 

Goal B: Students will be able to reorganize their skills and problem solving strategies 
to solve novel problems. 

1. Students will be able to evaluate different sequences of skills and 
strategies that are amenable to the solution of a problem and determine the 
most effective approach to problem solving. 

2. Students will be able to evaluate the cognitive links that exist between 
their existing knowledge and skills and the situation that is described in 
the problem at hand that allow them to find the most effective path to lead 
to the problem’s solution. 

 

Goal C: Students will be able to gauge the valuable importance of reading 

comprehension in problem solving. 
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1. Students will be able to translate the meanings of the natural 
language into the technical language of the problem in order to 
arrive at a situational understanding of the problem. 

2. Students will evaluate the non-linearity of natural language and 
technical (i.e., mathematical) language in the search of contextual 
understanding of the text of a problem. 

 

Goal D: Students will develop intrinsic motivation gained from solving familiar 

problems to explore more challenging and novel problems. 

                       1.  Students will develop inventiveness in approaching new problems.  
                       2. Students will experience the importance of multiple views in problem 

   solving. 
3.  Students will develop self-confidence through the process of monitoring 

and reconceptualizing their knowledge and skills in order to arrive at the 
solution for a problem at hand. 

 

Goal E: Students will participate in mathematics research and group discussion 

1. Students will observe and record mathematical phenomena occurring in 
their home environment, neighborhood, and school. 

2. Students will research for mathematical topics in consulting human 
resources accessible in their environment (parents, workers of different 
fields, community leaders, and teachers), newspapers, magazines, and 
library resources. 

3. Students will discuss their research and defend their findings in debating 
with their peers and teacher. 

4. Students will publish their research findings in class journal. 
5. Students will get involved in applying their research findings in solving 

practical mathematical problems. 
 

Mathematics Lesson Plans 

Now, teachers are expected to reinforce these standards as they facilitate students in 

their learning of the math contents. Below, the author of the paper provides five lesson 

plans which lay out the goals, objectives, learning experiences, and illustrations of 

student participation in making sense of their problem at hand. The ultimate purpose of 

these lesson plans is to provide the reader with a practical view of different teaching 
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approaches (as discussed above) that can contribute to successful conceptual 

understanding and problem solving. 

  

Lesson Plan I 

Goal: The purpose of this lesson is to students to think about the construction of 

patterns and sequences of numbers and their contribution in solving real world problems. 

This lesson will also provide students with the opportunity to engage in reading 

comprehension in order to construct meanings for situations that are described in the texts 

of word problems. Students’ proficiency in reading comprehension will raise their 

problem solving capacity by more than 70% in deciding on which strategy to adopt 

during problem solving. 

Objectives:  

• Students will construct sequences of consecutive squares. 
• Students will effectuate sums of sequential terms.  

 

Plan of Instruction 

• Teacher: How many people are enjoying working with patterns? Let’s count 
marbles, class! 

• Teacher: All right, we will count. Let’s get into groups. 
• Teacher: [distributing worksheets to students to pass around], I want you to read 

the problem at least twice until you understand what is going on it. Then, you will 
debate and discuss how to solve it. 

 

Here is the problem: Joe got a set of marbles from his parents.  The parents gave him 7 

square boxes of different sizes to keep the marbles.  One marble fit in the smallest box, 4 

marbles fit into the next larger box, 9 marbles fit in the third box and 16 fit into the fourth 
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box.  If Joe continues to fill the rest of the 7 boxes in this increasing pattern, what is the 

TOTAL NUMBER of marbles that he will be able to keep in the boxes? 

 

 Show or explain the steps you took to find your answer.  Label or explain the 

steps you took to find your answer.  You may use numbers, symbols, words, and 

drawings.  Be as complete as you can. 

 

• Students will brainstorm the problem in asking those questions: Can we make a 

list of the number of marbles in each box? How many marbles would go in the 

fifth, sixth, and the seventh boxes? What does this sequence “1, 4, 9, 16” tell us? 

How can we rewrite these numbers to show some relationship among them? What 

about rewriting them as squares 12, 22, 32, and 42. Now can we determine what 

numbers go in the fifth, sixth, and the seven boxes? What about 52, 62, and 72? 

Now, how can we get the TOTAL NUMBER of marbles that Joe will be able to 

keep in the boxes?” Should we add the different numbers of marbles in the boxes 

to get the total or should we keep the number of marbles in the last box as the 

total number of marbles? The teacher will walk around the groups to help those 

who cannot see a pattern yet. To do so, the teacher probes them: Can we work out 

some relation between 1, 4, 9, and 16? Or have you noticed the nature of these 

numbers? What do 1, 4, 6, and 16 remind you? Can we rewrite 1, 4, 9, and 16 as a 

product? What about 4 =2*2? What do you think about the product for 9? 

Students will pick on teachers’ examples to rewrite 1 as 12, 4 as 22, 9 as 32, and 16 

as 42. (15 minutes) 
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• Then, the teacher will encourage students to find the fifth, sixth, and seventh 

numbers as 52, 62, and 72. Or the teacher can guide students who are struggling to 

finding an additive relation between two consecutive numbers in the sequence. 

For example, since 4 = 1 + 3, 9 = 4 + 5, 16 = 9 + 7, then the next term will be 16 

+ (the odd number that comes after 7, i.e., 9) or 25, and then 25 + (the odd 

number that comes after 9, i.e., 11) or 36, and then 36 + (the consecutive odd 

number that is 13) or 49. Depending on the level of groups’ level of proficiency, 

the teacher will intervene to assist them in the sequence. (10 minutes)                  

• The teacher will also probe students on the meaning of the key question posed in 

the problem: “What is the TOTAL NUMBER of marbles that Joe will be able to 

keep in the boxes?” What does the word ‘total’ indicate to you after you find the 

seventh quantity (49) of marbles? Should you keep 49 as the total number of 

marbles or add the 7 different quantities of marbles together? The teacher will not 

answer the questions, but let students think about them during problem solving. 

Students will reflect on their work to make sure that their solution makes sense in 

looking back at their strategies, procedural methods, and reality check (in asking 

if the total number of 140 marbles is reasonable). (10 minutes) 

• Teacher will have students to get together and discuss their work with the rest of 

the class. She or he will call several groups to come and write their problem 

solving strategies and solutions on the blackboard and present to class one after 

the other. While the group members present, students from the audience will ask 

questions that will give presenters the opportunity to explain further their problem 

solving process, and to evaluate the validity of their viewpoints. The teacher will 
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facilitate presentations and discussions among students in redirecting questions, 

breaking discussions that may deviate from the purpose of the lesson, taking notes 

of student presentations, and congratulating students for their participation and 

efforts in groups’ work success. The teacher will ask designated students in the 

class to identify the commonality between the two strategies that different groups 

used to solve the problem. The teacher will also ask students this question: “What 

would the sum of the marbles that Joe has if the first four boxes contain 

respectively 5 marbles, 9 marbles, 13 marbles, and 17 marbles?” (25 minutes) 

 

Materials/Resources: 

• Worksheets of word problem 
• Pencil 
• Scientific calculators 

 

Evaluation Methods: 

• Performance assessment – teacher will take notes of group process, individual 
student’s contribution in group, collect and describe students’ work to determine 
their areas of strength and weakness. 

• Journal writing – teacher will examine students’ journals to look at their reflection 
on problem solving processes. 

• Homework – teacher will assign students to solve 4 similar problems and write a 
1-2 doubled space page journal describing their thinking and problem solving 
processes. 

• Teacher will have meetings with individual students to discuss their work. 
 

Reflection on the Lesson Plan I Development 

The analysis of the lesson plan above reveals that the teacher plays a facilitating 

role in creating opportunities for students to detect the inductive relationship that 

emanates from the first four integers before they can determine the sum of the first seven 
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integers. Again, this learning experience would allow students to harness conceptual 

understanding and problem solving skills together in order to create a valid solution 

model. On one hand, students must think of a pathway that leads to the problem solution, 

which is to determine the sum of the squares of the first seven integers. Thus, they must 

think of an intermediate step that can link the given data with the outcome. As Anderson 

(1995) asserts that problem solvers are engaged in the active search of paths that can 

rationally lead to the fulfillment of the problem solution, students cannot successfully 

perform such a search if they cannot discover the invisible relationship that exists among 

the given data and prior related knowledge. On the other hand, conceptual understanding 

becomes a crucial piece in students’ search for the formula of the squares of the first n 

integers and that of the sum of the squares of the first n integers.  

 In addition, the process of problem solving is open to verification of the validation 

of the problem solution model. It provides students the opportunities to investigate if their 

solution model is the only one way to solve the problem. Through the skillful probing of 

the teacher, students can find out that there may be another way or pathway that can lead 

to the problem solution. In this case, students can determine that they can also find the 

value of the squares of the fifth, sixth, and seventh integers by looking at the sum of the 

square of the previous integer and the integer that follows the perfect square. For 

example, to find the square of 3 (32 = 9), a student can compute the sum of the square of 

2 (which is 4) and 5 that is consecutive to 4 [(2*2) + 1].  Then, students will determine 

the sum of the first seven squares in a way that is different from the formula 

demonstrated above. Since the discovery of a formula must be checked against the 

reality, students will realize that both ‘pathways’ will come up with the solution of the 
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problem are equally valid. From this result, it is worthwhile to add that conceptual 

understanding (or problem representation) must be the leading light in the fabrication of a 

mathematical formula. Students will probably never realize that these two formulas 

developed above would produce the same results. Thus, mathematics learning cannot 

genuinely take place in the absence of problem solving. Students may be skillful in 

deriving discrete formulas without having a clue about their usefulness in meeting the 

solution of a given problem. Therefore, the illustration of the sum of the squares of the 

first seven integers shows that conceptual understanding and problem solving must be 

embedded in mathematic learning. 

 In addition, the teacher creates opportunities for students to contemplate the 

permanence or invariance of these formulae by changing the sequence of the integers. 

Polya (1957) strongly recommends that mathematics teachers promote student learning 

by reorganizing the structure of the problem at hand to allow students to discovering the 

invariant principle that underlies the formula. In other words, reorganization of the data 

of the problem will guarantee that the contextual setting will not prevent students from 

contemplating the structure or principle that governs the existence of the problem. 

 In addition, class discussion is an important learning experience that will allow 

students to defend their validity of their solution models and explain the pathway they 

took to arrive at the solution. This provides students the advantage to discover the pitfalls 

of their solution models and reconsider other approaches to tackle the problem. 

Moreover, talking influences the unfolding of hidden areas of cognitive processes. By 

presenting their work, students will become more proficient in discovering the correct 

formula that meets the requirements of the problem. 
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Lesson Plan II 

Goal: The goal of the lesson is for students to use their prior knowledge in counting 
principle to find count objects in a shorter format. 
 
Objectives: 

1. Students will parse relevant information to construct the meaning of the situation 
described in the word problem at hand. 

2. Students will investigate existing data to determine patterns among them. 
3. Students will hypothesize mathematical relationships to solve problems. 
4. Students will examine the validity and effectiveness of mathematical formulas to 

explain real-life situations. 
5. Students will use additional questions allowing them to hypothesize the problem 

at hand. 
6. Students will monitor their problem solving processes to converge to the most 

effective approach to solve the problem at hand. 
7. Students will reflect on their problem solving processes and evaluate the 

effectiveness of their approach adopted to arrive at the problem solution.  
8. Students will evaluate their zone of comfort while solving mathematical 

problems. 
 

Plan of Instruction 

• The teacher will conduct the lesson in a computer laboratory. Teacher will 
organize students in small cooperative groups. 

 
• Students will brainstorm and discuss the problem through these questions: 

“Is there a pattern for the number of new members each week? “Is there a 

relationship between the week number and the number of members that 

join that week?” Students will draw tree diagrams on the computer to 

count the total number of members. Or they will organize data in charts 

that quickly show their display. They will rewrite data in exponential 

numbers to examine their patterns and propose algebraic formulas       

(2n+1 – 1) that can generate them. Students will experiment with the 
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formula to see if it works. Group members will write a short journal on 

how the group solved the problem. (25 minutes) 

• Teacher will ask group members to come up with some ways to solve the 

problem. Teacher will ask a designated group to explain its ways to find 

the solution process to the rest of the class. Teacher will ask another group 

to come and explain its own way it solved the problem. Teacher will ask 

designated students of what they think of the problem solving approach 

that their teammates used. Teacher will ask students if there is any other 

way to solve the problem. Teacher will ask students: “How did your team 

mates come up with their way of finding the total number of meetings? 

What is the underlying mathematical principle that characterizes this 

problem? Did you solve problems involving patterns and sequence before? 

Teacher can ask (someone or group team who did not solve the problem 

correctly): “How did you find your solution? How did you relate the 

number of people with the number of meetings per people?” Teacher will 

ask: “Is there anyone who would like to propose another way to solve the 

problem?” Teacher will keep record of student group work and individual 

students’ responses. (25 minutes) 

 

Materials/Resources to be used: 
• Computers 
• Power point presentation 
• Printers 
 

Evaluation Methods: 
• Group assessment (evaluation of in-class group presentation) 
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• Individual assessment (evaluation of individual students’ comments, suggestions, 
questions, and responses to class mates’ questions) 

• Journal writing (description and examination of students’ problem solving 
processes) 

• Performance assessment (teacher will keep record on how groupmates proceeded 
to solve problems.) 

• Homework assignment – teacher will assign students problems similar to the one 
they solved in class. Teacher will make a port-folio of individual students’ work 
to examine their strengths and weaknesses. 

 
Reflection on the Lesson Plan Development 
 The teacher carefully guided students in their discovery of the formula that would 

allow them to generate the number of individuals that joined the group on a weekly basis. 

He or she used appropriate questions that could stimulate students’ thinking. Students 

were placed in small groups in which they could brainstorm their ideas, defend their 

positions, and rejected their colleagues’ thoughts based on logical grounds. In addition, 

the teacher provided student with a mathematics software that enhanced their information 

processing, since they did not have to deal with basic arithmetical operations. In other 

words, the software directly provided them with a sequence of numbers, which prompted 

them to determine the relationship that captured their occurrence. Thus, students actively 

involved in conceptual understanding while they searched for the solution of the problem.  

 

Lesson Plan III 

Goal: The goal of the problem is for students to learn to choose the best deal in the 

market place. 

Objectives: 

Students will be able to: 

1. Evaluate prices of alternate deals. 
2. Compare different prices. 
3. Reflect on their processes. 
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4. Examine the relevance of their problem solving strategies. 
 

Plan of Instruction 

• Teacher will introduce the lesson with a do-now-problem or question to arouse 

students’ interests and motivation. (5 minutes) 

• Students will split into smaller groups to brainstorm the problem. They will take 

turn to ask questions about what they need to find the cab company that would 

cost less. They can ask the following question: What cab company has a fare rate 

that easier to figure out mentally? They will record their answers on scrap papers. 

They will develop schemes to find the price that each cab company would cost. 

They will use calculators to do computations. Students will compare the costs for 

each cab company to determine the one that costs less. They will evaluate the 

distance at which that the 2 cab companies charge exactly the same. They will 

explore another way to solve the problem by listing costs in a chart that will relate 

distance in miles and price that each cab company asks for. They will relate the 

problem at hand with previous problems they solved. They will compare both 

problem solving strategies. They will write a short journal that describes their 

thinking throughout the problem solving process. (25 minutes) 

• Teacher will visit each group in several times in order to provide feedback and 

suggestions to group mates’ comments or questions. He or she will facilitate the 

group mates with questions that will guide them to recalling prior knowledge to 

solve the problem at hand. 

• Teacher will ask the individual groups to share their work with the rest of the 

class. Group members will be responsible to explain they got formula to find the 
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price at designated distance for each cab company. They are accountable to 

respond to questions from the rest of the class. Teacher will ask students to 

individually solve a problem derived from the problem at hand. He will ask 

volunteers to share their solution processes with the class. He or she will in ask 

students to figure out of other problems that may be solved the same way as their 

solved problem. 

 

Materials/Resources to be used 
• Worksheet of a geometric problem 
• Writing material (pen, pencil, paper) 
• Scientific calculators 
• Chalkboard or whiteboard and markers 
 

Evaluation Methods: 
• Student participation in group work and presentation   
• Effort on journal writing 
• Homework 
• Clinical interview to assess students’ problem solving processes 

 

Reflection on the Lesson Plan III Development 
The examination of the learning activities exhibits that students will be actively 

engaged in searching for a valid ways to discover the solution of the problem at hand. It 

is apparent that students would not know at the beginning the answer for the problem. 

They must first make sense of the situation described in the problem. They need to 

discover the principle that guides the existence of the formula to find out what is the best 

deal by examining the relationship between the distance run and the fare required by the 

cab driver. Students will apply the inductive principle of the rate (i.e., cost per mile).  

Again, their problem solving decision is undergirded by the essence of the 

problem, which is to find out which cab offers the best transportation deal. The computer 
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software provides students the opportunities to spend less cognitive energies on 

computational tasks and more cognitive energies in problem solving. In using the 

software, students can study the reliability of several ways to approaches the problem and 

evaluate the effectiveness of each of them. Thus, technology is likely to foster learning 

retention and transfer in mathematics. 

 

 

 

Lesson Plan IV 

Goal: The goal of this lesson is for students to use their mathematical skills and 

knowledge to solve shopping problems. In this lesson, students will show proof of their 

conceptual understanding of fractions, relationships between parts and whole, and sets 

comparison.  

Objectives: 
1. Students will apply their skills in addition, multiplication, and fraction to solve 

problems. 
2. Students will compare sets of prices. 
3. Students will apply their reality knowledge of least in selecting best choices.  

 

Plan of Instruction 

The lesson will be presented in a scenario, student-centered style where teacher will 

facilitate students’ brainstorming of the problem and students will stay in their seats and 

respond to teacher’s questions. Below, simulations of questions and answers are 

recorded. However, the sequence of these questions and answers may not appear in an 

actual implementation of the lesson. We think the implementation of the lesson will 

depend upon the composition of students and their behaviors.  
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• Teacher will introduce the lesson with some words of motivation: Who likes ice 

scream? Are you ready to buy ice scream? Let’s do it! Here is on problem on ice 

scream. We will brainstorm the problem together and then you will solve it in 

teams. Take a moment to read the problem text and think about it. 

 

Ramon and Marissa want to buy ice scream cones. These cones cost $2.75 each. The ice 

scream store is offering two specials. 

 

Super Sale on Ice Scream Cones – Buy Two and Save Money 

 

Monday 

 

Buy 2 ice scream cones – get $1.00 off the total price. 

Wednesday Buy 2 ice scream cones – get 1/3 (one third) off the total price. 

 

 

Ramon and Marissa want to pick the best deal. What is the least amount of money that 

they can pay for the two cones? 

 

• Teacher: Joe, what is the main question do we have to answer in the problem? 

• Joe: What is the least amount of money that they can pay for the two cones?  

• Teacher: Great! 
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• Teacher: Helen, what should we know before we can find the least amount of 

money that Ramon and Marissa can pay for the two cones? 

• Helen: The price of the 2 ice scream cones for each deal. 

• Teacher: Good job, Helen! 

• Teacher: Tim [sitting in the last row], how can we find the price of the 2 cones for 

the deal on Monday? 

• Tim: I am not sure . . . 

• Teacher: Tim, can you read the phrase for the Monday deal? 

• Tim: Buy 2 ice scream cones – get $1.00 off the total price 

• Teacher: Can you compute the price for the 2 cones given that each one costs 

$2.75? 

• Tim: Yes, I can. But I do not understand what “get $1.00 off the total price” 

means. 

• Teacher: Can a volunteer tell Tim what “get $1.00 off the total price” means? 

• Fred [the volunteer]: It means “take away $1.00 from what you got by multiplying 

$2.75 by 2.” 

• Teacher: Tank you, Fred. You got it well!  

• Teacher: Tim, do you understand now how to get the price the Monday deal? 

• Teacher: Jorge [a bilingual student], could you tell the class how you would find 

the price of the cones for the deal on Wednesday? 

• Jorge, I will multiply $2.75 by 2. 

• Teacher: Thank you, Jorge. But what can you do with one-third off the total 

price? 

2008 HICE Proceedings 
Page 6454



 53

• Jorge: I do not know what to do with it. 

• Teacher: Jasmine, what can you tell Jorge to do with one-third off? 

• Jasmine: I think I will take away one-third from the multiplication ($2.75 *2) . . . 

• Teacher: Aha. 

• Teacher: Kate, What does one-third off the total price means to you? 

• Kate: I am not so sure. But I would multiply one-third by the product ($2.75*2). 

• Teacher: That is superb! What else would you do? 

• Kate: I would take away what I found from ($2.75*2). 

• Teacher: Excellent! You got it right, Kate? (30 minutes) 

• Teacher: I want you to go to your individual groups to solve the problem (finding 

the best deal) and write a journal that will reflect how you brought your thinking 

together to find the problem solution. (20 minutes) 

Materials/Resources: 
• Worksheet 
• Pencil 
• Scientific calculators 

 

Evaluation Methods: 
• Performance assessment – teacher will take notes of group process, individual 

student’s contribution in group, collect and describe students’ work to determine 
their areas of strength and weakness. 

• Journal writing – teacher will examine students’ journals to look at their reflection 
on problem solving processes. 

• Homework – teacher will assign students to solve similar problems and write a 1-
2 doubled space page journal describing their thinking and problem solving 
processes. 

• Teacher will have meetings with individual students to discuss their problem 
solving strengths and exploit them to meeting challenges they might face in 
solving challenging problems. 

 
 
Reflection on the Lesson Plan IV Development 
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The examination of the lesson activities highlights a key point in mathematical 

problem solving. The teacher is involved in energizing students’ knowledge on key 

words or phrases. For example, teacher probes students to explain the specific meaning of 

“Get $1.00 off.” This phrase occupies an important position in the development of 

students’ conceptual understanding of the problem at hand. Students must first have the 

meaning of the “Get $1.00 off the total price” and “Get 1/3 off the total price” before they 

can fabricate the global representation of the problem. In fact, these key words represent 

the epicenter of the gist of the problem. In other words, solution models must be 

subjected to the meanings of these phrases. The illustration of the lesson activity allows 

us to realize the importance of reading comprehension in mathematical problem solving. 

These linguistic expressions are mathematically loaded. Students must know how to 

translate them in the mathematical expressions that will coincide to the gist of the 

problem.  The teacher provides ample opportunities for students to discuss the ways they 

can use these key words to address the problem solution. 

 

Lesson Plan V 

Goal: Students will appreciate the importance of lexical markers in word problem 
solving. 
 

Objectives:  

1. Student will translate mathematical expressions to construct meaning in problem 
solving. 

2. Students will mentally rotate textual information to fit their cognitive format. 
3. Student will compare symmetric linguistic versions of word problems. 
4. Students will select appropriate mathematical operations that suit situations 

described in problem text. 
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Plan of Instruction 

• Teacher will introduce his or her lesson with a few words of motivation and a Do 

now assignment: Solve the following problem.  

Robert works 7 hours a week. 
Mary works 6 times as many hours per week as Robert does. 
How many hours does Mary work per week? 

• Teacher will give the class approximately 3 minutes to solve the problem. 

• Teacher will then introduce the lesson in telling students that they solve translate 

and solve word problems that have symmetrical forms. She will make a list of 

lexical markers (more than vs. less than, and n times . . as many vs. 1/n times . . as 

many) that will be the subject of the lesson. She will bring problem samples 

where sentences that contain relational statements are symmetrical and will 

illustrate to students how they can mentally rotate one form into another one that 

fits their usual way of thinking. She will also instruct students of the 

appropriateness of mathematical operations that suit verbal rotations of word 

problems. 

• Prior to students working, teacher will structure small collaborative groups in 

instructing group members about the different roles they will play while they will 

solve problems together. Teacher will assure students that he or she will be 

around them to answer to their questions, help them in the formulation of 

symmetric form in the construction of second sentence. 

• Students will careful read the text of the problem. They will underline key word 

in the text, ponder the linguistic construction of the second sentence of the 

problem, construct a meaning that is relevant to the situation described in the text, 
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and translate the text into an algebraic expression that leads to the solution of the 

problem. They will also write symmetrical word problems in deciding on the use 

of arithmetical operations that are associated with symmetrical form. To facilitate 

all of these processes, students will ask these questions: How can we rewrite the 

second sentence to make the problem easy to solve? Which operation can we use 

to find the unknown? 

• Students will sort out the problems into two categories: consistent language 

problems (i.e., problems whose second sentence does not start with a pronoun) 

and inconsistent language problems (i.e., problems whose second sentence starts 

with a pronoun). 

• They will rewrite the inconsistent language problems into consistent language 

problems. Third, they will solve the two groups of problems. (Hint: Students will 

translate inconsistent language problems into consistent language problems before 

they solve them.) 

• Students will record their thinking steps throughout the problem solving process. 

• Teacher will intervene to either congratulate groups for their good job or assist 

them in providing resources to students; clarifying students’ questions; helping 

students who cannot describe the appropriate situation in the problem text 

• Teacher will take notes on student groups’ progress and individual students’ 

participation in group work. She will also manage students’ behavior to make sure 

that all group members are equally involved in the group process. 
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• The teacher will ask students to get together and share their work with the rest of 

the class on how they solved problems. Student presenters will have to answer 

questions related to their problem solving approach from the audience.  

Materials/Resources to be used 

• Worksheets of word problems 
• Pencil 
• Scientific calculators 

 

Evaluation Methods: 
• Performance assessment – teacher will take notes of group process, individual 

student’s contribution in group, collect and describe students’ work to determine 
their areas of strength and weakness. 

• Journal writing – teacher will examine students’ journals to look at their reflection 
on problem solving processes. 

• Homework – teacher will assign to students homework on similar problems they 
will have practiced in class.  Students will do three exercises. First, write two 
pairs of symmetrical word problems involved additive and multiplicative markers. 
Then they will solve the two problems. Second they will be given a set of 
problems to categorize into language consistent problems and inconsistent 
language problems. Then they will solve them. Third, they write a 1-2 doubled 
space page journal describing their thinking and problem solving processes. 

• Teacher will have meetings with individual students to discuss their work. 
 
Reflection on the Lesson Plan V Development 
 This development of the lesson plan highlights the importance of reading 

comprehension in mathematical problem solving. The instructor involves students in the 

representation of each of the textual propositions before they can come up with the global 

representation of the problem (Briars & Larkin, 1984; Cocking & Mestre, 1986; Mayer, 

1991). In fact, problem representation is key in mathematical word problem solving 

(Mayer, 1991). In particular, the task of representing language inconsistent problems can 

be challenging to students because the structure of the second sentence of these problems 

is not consistent with problem solvers’ information processing format (Lewis & Mayer, 

1987). The fact that the unknown of the problem is the object of the second sentence is 
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highly likely to cause novice problems solvers to use an arithmetic operation that does 

not capture the gist of the problem (Lewis & Mayer, 1987). Therefore, students must be 

scaffolded to mentally rotate the second sentence of the language inconsistent problem in 

a way that is congruent with the problem solver’s information processing format. This 

means, the problem solver must rearrange the second sentence in a way such that the 

unknown of the problem becomes the subject of the second sentence. In manipulating the 

second sentence, problem solvers must change the linguistic marker into its symmetry 

which matches the corresponding language consistent problem.  

 Again, the stitching of the separate representations of the individual propositions 

of the problem text will dictate students in the proper way to rotate the second sentence. 

As a result, students will be able to contemplate the two symmetric forms of the same 

idea described in the problem. The teacher provides students with the right learning 

experiences to ‘see’ and verify the symmetry of both inconsistent and consistent forms of 

the problem. So, students are involved in transforming one form of the problem into 

another equivalent form. For example, students change this given inconsistent form: 

“Jane has 5 dolls. She has 3 dolls more than Alexis does. How many dolls does Alexis 

have?” into the consistent form: “Jane has 5 dolls. Alexis has 3 dolls less than Jane does. 

How many dolls does Alexis have?” This exercise is invaluable when it comes to genuine 

learning or conceptual understanding. Students can fluently discover that the essence of 

the problem above can be teased out of the linguistic structures of the two forms (Mestre, 

1984). Once, students can correctly represent the situation described in the problem, they 

can develop a solution model that allows them to compute the number of dolls Alexis 

have.  
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The Prospective Benefits of Conceptual Understanding and Problem Solving 
in Mathematics Learning   

The examination of the lesson presentations highlights a positive engagement 

between the students and teacher, which allows exchange of ideas and information. 

Students demonstrate their interests and motivation to make sense of the problem at hand. 

They take time to defend their arguments and reject propositions of solution that are not 

compatible with the situation described in the problem. At times, the teacher intervenes to 

provide them with hints and questions that can arouse their motivation to formulate a 

solution model that is quite evident. The multi-lateral communication between students 

and teacher fosters and promotes conceptual understanding, in which students create 

relationship among data according to the situation described in the problem.      

Conceptual understanding can facilitate students to discover the paramount 

importance of different mathematics skills by looking at the relationships that define 

them.  For example, students can discover by themselves the formula of the sum of the 

first n integers by looking at common elements they share together.  In the same manner, 

problem-centered learning is apt to give students the opportunity to appreciate the 

importance of individual skills while making sense of the problem at hand.  Students 

actively involved in the evaluation of different strategies that are capable of sequencing 

information in order to arrive at the problem solution.  For example, students are looking 

for the way of combining given data to address the question posed in the problem.  In so 

doing, students evoke a representation goal of the reality described in the problem.  Since 

problem solving involves combination and recombination of data until they reflect the 

true reality of the problem, students have ample time to investigate the characteristics of 

each skill that participates in the construction of the problem solution.  Hence, students 
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will surely have a genuine understanding of individual math skills.  At this point, students 

will not study individual skills as isolated terms, but part of a larger network of skills and 

concepts. 

Support System for Conceptual Understanding and Problem Solving 
The promotion of conceptual understanding and problem solving needs to be 

maintained in the educational environment of learners.  The school district must offer 

instrumental support to local schools in several ways.  First, educational software and 

hardware can facilitate students’ involvement on these higher-order thinking skills.  

Computerized lessons may provide students with reading passages in which students 

have to identify or construct the concept that summarizes the gist of the passage.  In 

addition, the software will accommodate student learning of the new terms inserted in the 

passage.  Similarly, instructional softwares can allow students to discover patterns among 

individual data, examine them, and develop the formula that captures the relationship 

among them.  In the same manner, the software can provide students with multiple 

opportunities to discover the active principle that governs the relationship among sets of 

data across several content areas.  For example, students can be presented to several 

scenarios in which they can contemplate the existence of slope as ratio of weight and 

time, distance and time, income (in dollars) and years of schooling, etc. 

 Second, the school district must provide schools with expert teachers in content 

and pedagogy.  Teachers must know how to cater the curriculum to the individual needs 

of students.  Thus, they must know the content area and instructional strategies to use to 

initiate students to the process of knowledge construction.  Knowing the right amount of 

input (and what to do) to give and when to do so is likely to foster conceptual 

understanding and problem solving in students.  Should a teacher fail to deliver to his/her 
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teaching practice, genuine learning will not be fostered.  As a result, students will pile up 

unrelated skills in their long-term memories.  These ill-organized skills will not be 

retrieved later at greater rates for problem solving.  Therefore, learning that takes place 

without problem solving does not last for longtime and does not transfer to other similar 

settings.  Although problem-centered learning and conceptual understanding may take 

time, it is worthwhile to use them for knowledge acquisition and retention (Schoenfeld, 

1982).  Teachers’ expertise will benefit students in developing their capacity to entertain 

relationships among individual skills.  Teachers’ expertise must be improved in subject 

matter, cognitive development, and instructional strategies.  The school district will make 

sure that workshops and in-services in these above areas are provided to teachers who 

need them. 

Third, provisions must be made to integrate the school curriculum (Sizer, 1992).  

Curriculum directors of different subjects must develop integrated curriculum frame 

works that will assist teachers in creating lesson plans.  The latter will allow students to 

use their knowledge based across several subject contents.  The change in the curriculum 

structure will affect the instructional schedule.  To facilitate the implementation of the 

integrated curriculum, teachers will teach subjects together by uniting students in the 

same room during some period of time.  School administrators must be aware of the 

instructional changes that will affect the other non-academic events.  By planning ahead 

of time, administrators will provide plenty of opportunities to teachers and students to 

engage in constructive learning across the academic subjects (Darling-Hammond, 1997; 

Oakes & Lipton, 1999).  In this setting, teachers of math, reading, comprehension, and 
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science will plan together to examine the different learning experiences that can profit 

students in their conceptual understanding and problem solving. 

 

Conclusion and Implication   

 The incorporation of conceptual understanding and problem-solving in the school 

curriculum is likely to benefit student performance.  However, the effect of conceptual 

understanding and problem solving move beyond school-setting performance.  

Conceptual understanding and problem solving can profit students to be valuable 

contributors to the development of their communities.  Again, conceptual understanding 

and problem solving will allow graduates to feed on a large integrated  

network of knowledge and skills, which will allow them to create solutions for social 

issues and dilemmas.  It is understood that problems that plague the society are complex 

in the sense that they are related to multiple factors in a non-linear fashion.  The 

successful contributors to the resolution of these complex problems are required to be 

able to make sense of events across multiple areas of the world knowledge.  Graduates 

must be able to contemplate commonalities as well as unicities among concepts when 

facing social issues. 

 The discussion of the involvement of problem solving in the school curriculum 

strongly suggests that provisions be made to provide students with the necessary learning 

experiences to become critical thinkers by the end of high school. Needless to say that 

concept-based learning instead of skills-based learning must reign in the school 

curriculum. In other words, students will excel in the acquisition of concepts throughout 

different compartments of the curriculum. In addition, conceptual understanding will 

2008 HICE Proceedings 
Page 6464



 63

enhance students’ understanding and retention of individual skills that are subject-related. 

In the meantime, it is worthwhile to accept that conceptual understanding is vertically 

oriented. This means, conceptual understanding best develops when teachers provide 

students with many learning experiences that target one particular concept at the time 

(Sizer, 1992). Teachers are required to research across different subject-contents such as 

mathematics, science, geography, economy, etc., in order to facilitate students in their 

task of discovering and contemplating relationships. Although the exigencies of 

conceptual understanding run counter to the traditional school curriculum which is a 

laundry list-like document, conceptual understanding promotes deeper and long-life 

learning.  
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The purpose of the paper is to provide a statistical analysis of students’ attitudes towards 

school climate throughout American public schools. A national survey was conducted 

throughout school districts to collect a large sample of data from students of different 

ethnicities, home languages, ages, and levels of gender. A factor analysis was conducted 

to determine the different factors that underlied school climate and examined the effects 

of gender, ethnicity, and age on each of these factors. The results of the multivariate 

analysis of covariance revealed that age had a negative effect and gender had no effect, 

respectively, on each of the four factors underlying school climate. Then, the data 

highlighted a significant relationship between ethnicity and school climate factors.  
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Introduction 

Nowadays, schools are under constant attack to show successful academic 

performance. However, no one ignores that academic success of schools largely depends 

on the quality of the climate that exists in schools. Duper and Meyer-Adams (2002) 

define a positive school climate in the following terms: “warmth, tolerance, positive 

responses to diversity, sensitivity to others’ views, cooperative interactions among 

students, teachers, and school staff, and an environment that expects and reinforces 

appropriate behavior” (P. 360-61). However, research on school climate is replete of 

results that go against the characteristics of a positive school climate. The columbine 

High School shootings and other acts of violence in public schools showed that schools 

do not always enjoy such a positive school climate as described by Dupper et al. (2002). 

As a result, school administrators around the country have put in place strategic plans to 

counteract violence that destroys the positive climate that is needed for effective teaching 

and learning. Some of these school safety plans are implemented while other plans still 

sit on school administrators’ shelves. Now, it comes to find out the extent to which these 

plans have been carried.  

 Several studies highlight both administrators and teachers’ perceptions towards 

school climate. Yet, there are a few studies that pay attention to the perceptions of 

students regarding the school climate of their own schools. Students, as members of 

schools too, need to express their own views in regard to an environment that is 

conducive to their educational success. The assessment of students’ perceptions can 

provide a wealth of information on how school climate can be improved. 
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In a study entitled “Students’ Perceptions of School Safety: Effects by Community, 

School Environment, and Substance Variables”, Kitsantas et al. (2004) found that relative 

school safety and community safety had significant effects on students’ perceptions 

towards school climate. In other words, students considered school safety as a premium 

in their learning in schools, while they viewed community safety as an indirect factor that 

may contribute to positive school climate, due to the fact that community safety was 

considered as an indirect predictor of school climate. 

Bucher and Manning (2005) provide a list of strategies that can be used to build 

positive school climate. First, they propose a positive process-based rather than a 

negative product-based approach to safety. They argue that schools should spend time 

developing a level of consciousness among all its stakeholders rather than just collecting 

the most sophistical equipments in fight against school violence. Schools should 

empower all of their members to meet the challenges of a violent environment.  

Second, they [Bucher and Manning] propose that schools establish continuous 

preventative programs for safety. School administrators are encouraged to provide 

conflict resolution and peer mediation sessions to students and staff. In so doing, schools 

will be better prepared to face safety issues. Third, the researchers propose that schools 

focus on the elimination of low-level violence, especially in secondary schools. Duper 

and Meyer-Adams (2005) argue that “Bullying, peer sexual harassment, victimization 

based on known or presumed gay or lesbian sexual orientation, or the psychological 

maltreatment of students by teachers” are concerns that must be addressed in any school 

safety plan. Any one of these acts of violence can have undue consequences on student 
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learning. School administrators must deal with these acts of violence in a proactive 

manner, i.e., training both teachers and students to talk about safety issues, report them at 

once to the concerned authority, and devise ways to decrease their occurrence in schools.  

Fourth, Bucher and Manning (2005) recommend that schools develop a school climate 

that nurtures all students. As a negative school climate can highly affect teaching and 

learning in classrooms, school administrators must take all measures to foster and 

promote a positive school climate by providing peer support to students who are 

disenfranchised, assisting teachers in their handling of violent students, and creating a 

positive collegial atmosphere between instructional and administrative staff. When 

schools fail to foster boost and positive school climate, the latter can “foster resilience 

and become a risk factor” (Freiberg and Stein (1999).  

Given that school administrators take heed to these above recommendations and 

make plans to implement them, it remains to investigate the extent to which students, 

who are the main reason of the existence of schools, feel safe in learning in their schools. 

Thus, the purpose of the study was to appraise public school students’ perceptions 

towards the climate of their schools.  

The research questions that will guide the study are: 

1. What are the students’ attitudes towards school climate? 

2. What are the effects of gender on students’ attitudes towards school climate? 

3. What are the effects of ethnicity on students’ attitudes towards school 

climate? 

4. What are the effects of age on students’ attitudes towards school climate? 
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METHOD 

This section of the report will provide the following a description of : (1) a demographic 

information about  the participants and the sampling procedure used to conduct the 

survey; (2) the instrument and the procedure used in the data gathering; and (3); the data 

analysis. 

 

Population and Sample 

The study was conducted among students in public schools in the United States. The 

students were described by their age, gender, language, and ethnicity. Most of the 

students who participated in the study were aged between 9 and 18. There were 317 

students who were of less than 9 years. The were 1088 9-year-old students, 2622 10-year-

old students, 3481 11-year-old students, 4466 12-year-old students, 4994 13-year-old 

students, 4655 14-year-old students, 3740 15-year-old students, 2965 16-year-old 

students, 2179 17-year-old students, 931 18-year-old students, and 114 19-year-old or 

older students. The larger numbers of students were of age of 12, 13, and 14 years old. 

Students were of different ethnic backgrounds such as Asian, black, Hispanic, 

Native American, white non-Hispanic ethnicities. There were 742 Asian students, 9612 

black students, 8907 Hispanic students, 2051 Native American students, 7827 white 

students, and 3199 students that composed other ethnicities. The total pool of students 

was made of 15906 male and 15432 female students. 
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 The participants in the study spoke of different languages at home other than 

English. The different home languages spoken are English, Spanish, Chinese, Japanese, 

French, Arabic languages, Vietnamese, French, etc.   

 

 

 
TABLE OF DEMOGRAPHIC DATA 

Gender  Sample size Valid Percent 
Male  15906 49.2 
Female 16432 50.8 
 
Ethnicity Sample Size Valid Percent 
Black 9612 32.0 
White 7827 26.0 
Hispanic 8907 29.6 
Asian 742 2.5 
Native American 2051 6.8 
Other 3199 18.1 
 
Age Frequency Valid Percent 
Less than 9 317 1.0 
9 1088 4.5 
10 2622 8.3 
11 3481 11.0 
12 4466 14.2 
13 4994 15.8 
14 4655 14.8 
15 3740 11.5 
16 2965 9.1 
17 2179 6.7 
18 931 3.0 
More than 18 114 .3 
             
 
Instrumentation 

The instrument that was used in the study was a questionnaire created by Dr. 

Brian Perkins who currently is the chair of the Educational Leadership Department at 

Southern Connecticut State University. The questionnaire is made of two sections. One 
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section refers to demographic information that is relevant to the age, gender, ethnicity, 

language, and school district of participants. The second portion of the questionnaire 

pertains to the survey items that capture the different aspects of school climate. The 

format of the questions that is closed-ended requires the respondents to select one of the 

four options as described by the Likert Scale. These options are Strongly Disagree, 

Disagree, Not Sure, Agree, and Strongly Disagree. The survey items have a fairly high 

internal consistency reliability of alpha .82. The content-related validity of the items was 

studied to evaluate the extent to which they measured the targeted perceptions of school 

climate among public school students. (The questionnaire is provided in the appendix).   

 
Data Collection Procedure 

The data were collected with the assistance and cooperation of different 

stakeholders that were interested in the outcomes of the study. Dr. Perkins who is the 

research director had the support of different school district officers who were 

responsible for the administration of the questionnaire to students in chosen schools. 

Letters of consent were written by Dr. Perkins and forwarded to school districts in order 

to secure the support of local schools and parents in the release of students to participate 

in the study. Once the survey questionnaires were administered and collected, designated 

individuals in school districts mailed the questionnaires out to a research center in New 

Haven, CT. There, the data were entered in SPSS and become accessible for data 

analysis. 

 

Research Design & Data Analysis 
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Since the purpose of the study was to determine the distribution of students’ 

perceptions towards school climate, the data analyst decided to evaluate the effect of the 

gender and ethnicity on student attitudes following four different statistical methods that 

espoused the nature of the data. Yet, the data analysis was limited to five ethnic groups: 

black, white, Hispanic, Native American, and Asian students, since these groups 

contained the majority of the students who participated in the study. 

One, the analysis will be used to evaluate the influence of gender and ethnicity on 

students’ responses on each of the 25 different items that measures a distinct aspect of 

school climate. Since both independent variables and dependent variables are categorical, 

the statistical design that is appropriate to assess the effect of gender or ethnicity on 

student attitudes on each of the 25 outcome variables is the chi square procedure. The 

SPSS (i.e., Statistical Package in Social Sciences) is used to run the chi square analysis 

that provides significant inferential statistics (i.e., chi square) to evaluate genuine 

relationships between gender and student attitudes and between ethnicity and student 

attitudes towards each of the survey items. In addition a t-test will be conducted to 

corroborate the results of the chi square analysis vis-à-vis the impact of gender on 

students’ attitudes towards school climate. 

Two, the analyst will conduct item analysis to determine the degree of internal 

consistency of the items. This level of analysis will shed light on the constitution of 

factors that cut across the 25 different items that compose the survey. First, he will recode 

some of the items so that each of the 25 items will measure students’ positive attitudes 

towards school climate. Second, he will run the analysis to appraise the correlation of 

each item with the linear combination of the other items. The value of this correlation 
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will inform the analyst about the importance of a specific item in the internal consistency 

of the survey items. At the same time, the item analysis will provide Cronbach’s internal 

consistency reliability coefficient. Values of Cronbach’s coefficients that are between .90 

and 1.00 indicated high reliability coefficients. In other words, the items are highly likely 

to measure a unique factor. 

Three, as a result of the item analysis, the analyst will conduct a factor analysis. 

This analysis will assess the existence of different factors that may cut across the items. 

To do so, he will use the factor analysis procedure to group the items in three subgroups 

that determine the factors that underlie the items. Yet, the researcher will decide about the 

number of factors that can represent the items in referring to both the content of the items 

and the statistical information provided by the factor analysis procedure. Four, following 

the results of the factor analysis, the researcher will run a multivariate analysis to study 

the main effects and interaction effect of gender and ethnicity on the outcome variables or 

resulting factors (i.e., safety, achievement motivation, and racial self-concept). The 

multivariate analysis is appropriate since the independent variables are categorical and 

the data on the dependent variables are continuous and assumed to be normally 

distributed, due the exceedingly large number of participants in the study (N = 28524). 

Lower scores of each of the dependent variables are interpreted as low positive attitude 

towards the dependent variable; conversely, higher scores are interpreted as high positive 

attitudes towards the outcome measure. Fifth, a regression analysis was used to study the 

relationship between age and student attitudes towards school climate. 

 
Results 
 
A1. Effects of Gender on the Outcome Variables 
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In this section, the researcher will describe the results of the relationship between gender 

and school climate within each outcome measure (or item) that make up the school 

climate survey. 

 
1. Dependent Variable: I feel safe at my school. 

The results revealed that gender significantly influenced students’ opinions on the 

outcome variable “I feel safe at my school,” (chi square = 70.58, p < .01). The data 

showed that male students (16%) were more likely than female students (13%) to 

disagree that they would feel safe at school. Similarly, male students (61%) tended to 

agree that they felt safe at their schools more than female students (63%) did. Likewise, 

male students (23%) were less likely than female students (24%) to be uncertain about 

their safety at their schools. The data evidenced that male students tended to either agree 

or be uncertain about their being safe at their schools more than female students. The 

overall examination of the opinion difference among male and female students shows that 

there were not meaningful differences in the way that students perceived their safety at 

their schools, although the chi square test indicated significant relationship between 

gender and the outcome measure “I feel safe at my school.” [The observed statistical 

difference was due to an exceedingly high sample size (N = 28847).] In other words, the 

distribution of students’ opinions vis-à-vis the outcome variable is independent of their 

gender. In fact, the data showed that both male and female students were more likely to 

develop more positive attitudes than negative attitudes toward feeling safe at their 

schools. The results also supported that approximately 25% of both male and female 

students were uncertain about feeling safe at their schools. Thus, it suggests that there 
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need further studies to find out why a strong approximately 25% of the student sample 

were reticent to express their opinions about their feeling safe at their schools. 

 

 

2. Dependent Variable: An adult in my family visits my school often. 

The results of the analysis indicated that there was a significant relationship between 

gender and the outcome measure: “An adult in my family visits my school often,” (chi 

square = 57.67, p < .01). The data revealed that male students (43%) were more likely 

than female students (41%) to agree that an adult in their families visited their schools 

often. Similarly, the data showed that male students (49%) tended to disagree that an 

adult in their families visited their schools often less than female students (51%) did. 

Likewise, the results evidenced that male students (17%) were slightly more likely than 

female students (16%) to be uncertain about having an adult in their families visit their 

schools often. The analysis of opinion differences showed that there was a 2% point 

difference between male and female students in the way they expressed their agreements 

and disagreements toward having an adult in their families visit their schools often. 

Although this difference was small, it showed the change in the distribution of students’ 

attitudes toward the outcome variable across the two level of gender. Furthermore, the 

data indicated that both male and female students were more likely to disagree than they 

agreed that an adult in their families visited their school often.   

 

3. Dependent Variable: I enjoy learning at my school. 
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The data demonstrated that there was a significant relationship between gender and the 

outcome measure: “I enjoy learning at my school,” (chi square = 170, p < .01). The 

results showed that male students (61%) were less likely than female students (64%) to 

have positive attitude toward enjoying learning in their schools by a 3-percent point. 

Similarly, the data indicated that male students (22%) tended to disagree that they 

enjoyed learning at their schools more than female students (21%) did. Again, there was a 

3 percent point difference between male and female students as they disagreed that they 

enjoyed learning at their schools. Likewise, the data revealed that male students (17%) 

were less probable than female students (15%) to be uncertain about their enjoying 

learning at their schools. The overall examination of the results meant that the 

distribution of students’ attitudes toward enjoying learning at their schools did not 

meaningfully change within each level of gender. Although the chi square test revealed a 

significant relationship between gender and students’ opinions vis-à-vis enjoying learning 

at their school, male students tended to show a bit more strength in the direction of their 

opinions toward enjoying learning in their schools than female students did by a constant 

point difference. However, the analysis informed the reader that both male and female 

students were more likely to show positive attitudes toward enjoying learning at their 

schools than they were not. 

 

4. Dependent Variable: Students at my school fight a lot.  

The results of the analysis indicated that there was a significant relationship between 

gender and the outcome measure: “Students at my schools fight a lot,” (chi square = 

19.88, p < .01). The results indicated that male students (50%) tended to agree more than 
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female students (52%) did that students in their schools fought a lot. Conversely, the data 

showed that male and female students (24% - 25%) were approximately equally likely to 

disagree that students in their schools fought a lot. Similarly, the results pointed out male 

and female students (24%) were equally likely to show their uncertainties that students in 

their schools fought a lot. In overall, the analysis did not indicate meaningful change in 

the distribution of students’ attitudes toward the outcome variable across both levels of 

genders. Even though the chi square test suggested a statistically significant interaction 

between gender and the outcome variable, this interaction was not meaningful. The 

exceedingly large sample size (N = 28847) was the factor that conditioned the statistical 

significant but not meaningful difference in the way that male and female students 

viewed students fighting in their schools. Yet, the data implied that both male and female 

students were more probable to agree that students in their schools fought a lot than they 

were not. Similarly, a strong approximate 25% of students, regardless of gender, for not 

ascertaining that students fought a lot in their schools suggested further studies to 

examine what could explain their silent attitudes. 

 

5. Dependent Variable: I will continue my education at a junior or university. 

The results of the analysis indicated that there was a significant relationship between 

gender and the outcome variable: “I will continue my education at a junior college or 

University,” (chi square = 260.83, p < .01). The data showed that male students (77%) 

were less likely than female students (83%) to agree that they would continue their 

education at a junior college or university. Similarly, the data analysis revealed that male 

students (18%) more likely than female students (14%) to be uncertain about the outcome 
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variable. In the same fashion, the data indicated that male students tended to disagree 

more than female students did that they would continue their education at a junior college 

or university. The examination of the distribution of students’ attitudes towards the 

outcome variable certainly changed across the two levels of gender, as presented above.  

On the other hand, the data analysis pointed out that students tended to show strong 

positive attitudes towards their pursuing their education at a junior or university more 

than they expressed their negative attitudes towards it. 

 

6. Dependent Variable: Students at my school trust the teachers. 

The results showed a significant relationship between gender and the outcome variable: 

“Students at my school trust the teachers,” (chi square = 44, p < .01). The data revealed 

that the percentage of female students (36%) exceeded the percentage of male students 

(27%) who had positive attitudes towards the outcome variable. On the other hand, the 

data indicated that male students (24%) were more like than female students (22%) to 

express negative attitudes as whether students in their schools trusted teachers. Yet, the 

results showed that male and female students were equally likely to be uncertain by a 

very large proportion percentage (40%) about the idea that students in their schools 

trusted teachers. The magnitude of the percentage of students being uncertain about their 

peers trusting teachers suggested further investigations to find out if they were other 

variables that affected their non-expressed opinions. 

 

7. Dependent Variable: Teachers are able to stop someone from being a bully. 
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The results showed a significant relationship between gender and the outcome variable: 

“Teachers are able to stop someone from being a bully,” (chi square = 70, p < .01). The 

data analysis pointed out that male students (35%) tended to agree that teachers were able 

to stop someone from being a bully more than female students (31%) did. On the other 

hand, the data indicated that female students (39%) were slightly more likely than male 

students (38%) to disagree that teachers were able to stop someone from being a bully. 

The data analysis implied that students were more probable to disagree with the outcome 

variable than they were probable to agree with it, regardless of their gender. In addition, 

the results showed that female students (29%) outnumbered male students who were 

uncertain of whether teachers were able to stop someone from being a bully (27%).  

 

8. Dependent Variable: I am hopeful about the future of the United States. 

The results revealed that gender significantly influenced students’ opinions on the 

outcome variable “I am hopeful about the future of the United States,” (chi square = 162, 

p < .01). The data evidenced that male students (63%) tended to agree that they were 

hopeful about the future of the United States more than female students (60%) did. 

Conversely, female students (30%) outnumbered male students (25%) who were 

uncertain of whether they were hopeful about the future of the United States. In addition, 

the results showed that male and female students (10%) were approximately equally 

likely to disagree that they were hopeful about the future of the United States. The 

analysis highlighted that the distributions of students’ attitudes varied across the two 

levels of gender. It is noteworthy to mention that students’ positive attitudes exceeded 

their negative attitudes towards the outcome variable. 
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9. Dependent Variable: At my school, teachers respect the students. 

The results evidenced that there was a significant relationship between gender and the 

outcome variable: “At my school, teachers respect the students,” (chi square = 28, p < 

.01). The data indicated that male and female students (58%) were equally likely to have 

positive attitudes towards the idea that teachers in their schools respected students. 

Similarly, the showed that female students (21%) seemed to disagree that teachers in their 

schools respected students slightly more than male students (20%) did. In addition, the 

data revealed that male and female students tended to be uncertain about the outcome 

variable at equal rates (20%). The overall examination of the results informed that the 

distribution of students’ attitudes towards the outcome variable did not meaningfully 

change across the two levels of gender. Although the chi square test revealed that gender 

had a significant effect on students’ opinions as to whether teachers respected students in 

their schools, this statistical effect was not meaningful. The result of this significant 

effect was an artifact of the exceedingly large sample size (n = 28756) of participants in 

the study.  In the case of a small sample of participants, gender would surely have non-

significant effect on students’ opinions. Regardless of the non-significant effect of gender 

on the outcome variable, the data showed that students tended to have positive attitudes 

as to whether in their schools teachers respected students at much higher rates as 

compared to their negative attitudes. 

 

10. Dependent variable: The noise in my school disrupts my learning. 
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The chi square analysis showed that gender was significantly related to the outcome 

variable: “The noise in my school disrupts my learning,” (chi square = 27, p < .01). The 

data revealed that female students (39%) slightly outnumbered male students (37%) who 

agreed that the noise in their schools disrupted their learning. Conversely, the data 

showed that male students (45%) were slightly more likely than female students (44%) to 

disagree that the noise in their schools disrupted their learning. On the other hand, male 

students (18%) were slightly more probable than female students (17%) to be unsure as to 

whether the noise in their schools disrupted their learning. The data highlighted that  

 

11. I wish that I were of a difference race. 

The results evidenced that there was a significant relationship between gender and the 

outcome variable: “I wish that I were of a difference race,” (chi square = 54, p < .01). 

The data showed that female students (83%) were slightly more likely than male students 

(82%) to disagree that they wished that they had been of a difference race. Similarly, the 

result revealed that male students (7%) tended to agree that they wished that they had 

been of a different race more than female students (6%) did. On the other hand, male and 

female students (11%) were equally likely to be uncertain as to whether they wished they 

had been of a different race. Basically, the distribution of students’ attitudes did not 

change across the two levels of gender. The fact that the chi square revealed a significant 

relationship between gender and the outcome variable was due to the exceedingly large 

sample size of participants in the study. Therefore, the statistical significant result was 

not meaningful in reality. However, the data analysis highlighted that both male and 
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female students tended to disagree that they wished they had been of a different race at 

much higher rates than they agreed with that.  

 

12. Dependent Variable: My teachers make me feel good about myself. 

The results evidenced that there was a significant relationship between gender and the 

outcome variable: “ My teachers make me feel good about myself,” (chi square = 90, p < 

.01). The data revealed that the percentage of female students (57%) exceeded that of 

male students (53%) who agreed that their teachers made feel good about themselves. 

Similarly, the results showed that male and female students (25%) were equally likely to 

be uncertain as to whether their teachers made them feel good about themselves. On the 

other hand, the data indicated that male students (21%) tended to have negative attitudes 

toward the outcome variable at higher rates as compared to females (18%). Apparently, 

the analysis pointed that the distribution of students’ attitudes varied across the two levels 

of gender. In addition, the data implied that students across the two levels of gender had 

positive attitudes towards the outcome variable at higher rates than they had negative 

attitudes toward it.  

 

13. Dependent Variable: Some children carry guns or knives in my school. 

The results showed a significant relationship between gender and the outcome variable: 

“Some children carry guns or knives in my school,” (chi square = 104.78, p < .01). The 

results showed that male students (40%) seemed to disagree that some children carried 

guns or knives a little more than female students (39%) did. Conversely, the data 

indicated that female students (41%) were more likely than male students (36%) to be 
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uncertain that some students carried guns or knives in their schools. On the other hand, 

the results highlighted that the percentage of male students (23%) exceeded the 

percentage of female students (20%) who agreed that some students carried guns or 

knives in their schools. The overall analysis revealed that students’ attitudes toward some 

children carrying guns in their schools varied across the two levels of gender. In addition, 

the analysis showed that both male and female students tended to disagree that some 

children carried guns or knives more than they agreed.  

 

14. Dependent Variable: I believe that I will live beyond the age of 25 years.  

The results showed a significant relationship between gender and the outcome variable: 

“I believe that I will live beyond the age of 25 years,” (chi square = 65, p < .01). The data 

indicated that male and female were equally likely to agree that they believed that they 

would live beyond the age of 25 years. Also, the data showed that female students were a 

bit more likely than male students to be uncertain about the outcome variable. On the 

other hand, the data supported that male students tended to disagree that they believed 

they would live beyond the age of 25 than female students did. The examination of 

differences between students’ attitudes across the two levels of gender implied that 

gender did not meaningfully affect students’ opinions, although the chi square test was 

significant due to a large sample size (N= 28524). It is safe to confirm that the 

distribution of students’ opinions towards the outcome variable was independent of the 

effect of gender. Yet, the analysis allowed to verify a larger number of both male and 

female students agreed that they believed they would live beyond the age of 25 more than 

they disagreed with the outcome variable.  
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15. Dependent Variable: There are some children who I have seen bullied at least 

once per month. 

The results showed a significant relationship between gender and the outcome variable: 

“There are some children who I have seen bullied at least once per month,” (chi square = 

49, p < .01). The data pointed out that male students (51%) outnumbered female students 

(49%) who agreed that there were some children who they have seen bullied at least once 

per month. On the other hand, the data indicated that the percentage of female students 

(28%) exceeded the percentage of male students (25%) who disagree that there were 

some children who they have seen bullied at least once per month. The examination of 

the data convincingly highlighted that the distribution of students’ attitudes toward the 

outcome variable varied across the two levels of gender. Conversely, the data showed 

that male and female students (23%) were equally likely to be uncertain of whether there 

were some children who they have seen bullied at least once per month. In addition, the 

data evidenced that students tended to agree with the outcome variable at higher rates 

than they disagreed with it. 

 

16. Dependent Variable: My teachers care whether I am successful or not. 

The results showed a significant relationship between gender and the outcome variable: 

“My teachers care whether I am successful or not,” (chi square = 101, p < .01). The data 

revealed that the number of female students (66%) exceeded the number male students 

(62%) who cared whether they were successful or not. Conversely, the data showed that 

male students (14%) outnumbered female students (11%) who disagreed that teachers 
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cared whether they were successful or not. Also, the data evidenced that male students 

(24%) seemed to be more uncertain than female students (23%) that teachers cared 

whether they were successful or not. The analysis clearly showed that the distribution of 

students’ attitudes towards the outcome variable depended on the level of gender. On the 

other hand, the analysis indicated that students across the two levels of gender expressed 

more positive attitudes than negative attitudes towards the outcome variable. 

 

17. Dependent Variable: My parents are proud of me. 

The results of the analysis indicated that there was a significant relationship between 

gender and the outcome variable: “My parents are proud of me,” (chi square = 78.69, p < 

.01). The data showed that female students (85%) were more likely than male students 

(83%) to have positive attitudes vis-à-vis their parents being proud of them. Yet, the data 

indicated that male and female students (5%) were equally likely to have negative 

attitudes towards their parents being proud of them. The data also indicated that male 

students (12%) were a bit more probable to be uncertain than female students (11%) that 

their parents were proud of them. The examination of the data seemed to support that the 

distribution of students’ attitudes varied across the two levels of gender. On the other 

hand, the data implied that both male and female students highly agreed that their parents 

were proud of them more than they disagreed with that. 

 

18. Dependent Variable: At my school, teachers are fair to everyone. 

The results of the analysis indicated that there was a significant relationship between 

gender and the outcome variable: “At my school, teachers are fair to everyone,” (chi 
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square = 27.82, p < .01). The data indicated that male and female students (41%) were 

equally likely to agree that at their schools teachers were fair to everyone. Conversely, 

the data showed that male students (34%) were slightly less probable than female 

students (35%) to disagree that at their schools teachers were fair to everyone. On the 

other hand, the data pointed out male and female students (25%) were equally likely to be 

unsure as to whether teachers were fair to everyone at their schools. Hence, the 

examination of the data highlighted that the distribution of student attitudes toward the 

outcome variable was quite the same across both levels of gender although the Pearson 

chi square test revealed a statistically significant relationship between gender and the 

outcome variable. The significant effect of gender on the outcome variable probably to 

was due to the exceedingly large number of participants (n = 28561) in the study. In the 

case of small samples, the statistical result might not prevail. Thus, it is safe to accept that 

the statistically significant effect on the outcome variable was not important or 

meaningful in reality. On the other hand, the data displayed that students across both 

levels of gender agreed that at their schools teachers were fair to everyone at far higher 

rates (41%) as compared to when they disagreed or were uncertain that at their schools 

teachers were fair to everyone. However, when the total rate (59%) of student 

disagreements and uncertainties was compared to the rate of student agreements (41%) 

toward the outcome variable across the two levels of gender, it showed that students did 

not express their positive attitudes as to whether teachers were fair everyone with so large 

an approval. Thus, it is suggested that further teachers be conducted to investigate the 

relationship between teachers and students in the schools in which the study took place in 

order to remedy teacher fairness toward students. 
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19. Dependent Variable: Students who are not of my race generally do better in 

school than I do. 

The results of the analysis indicated that there was a significant relationship between 

gender and the outcome variable: “Students who are not of my race generally do better in 

school than I do,” (chi square = 126, p < .01). The data showed that female students 

(58%) outnumbered male students (53%) who disagreed that students who were not of 

their races did better in school than they did. Inversely, the data revealed that the number 

of male students (15%) exceeded the number of female students (11%) who agreed that 

students who were not of their races generally did better than they did. Similarly, the data 

evidenced that male students (34%) were more likely than female students (26%) to be 

uncertain about the outcome variable. The examination of the data clearly showed that 

the distribution of students’ attitudes vis-à-vis the outcome variable was not the same at 

the two levels of gender. On the other hand, the data analysis indicated that both male and 

female students were more likely to disagree than to agree that students who were not of 

their races generally did better than they did. 

 

20. Dependent Variable: I am bullied during the school day at least once per month.  

The results of the analysis indicated that there was a significant relationship between 

gender and the outcome variable: “I am bullied during the school day at least once per 

month,” (chi square = 99.82, p < .01). The data showed that female students (79%) 

tended to disagree at much higher rates than male students (75%) did with the outcome 

variable. Inversely, the data revealed that male students (15%) outnumbered female 
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students (11%) who agreed that they were bullied during the school day at least once per 

month. Similarly, the data pointed out male students (10%) were slightly more likely than 

female students (9%) to be uncertain that they were bullied during the school day at least 

once per month. Thus, the examination of the data clearly pointed out that the distribution 

of student attitudes toward the outcome variable varied across the two levels of gender. 

On the other hand, the analysis clearly showed that students disagreed at much higher 

rates than they agreed that they were bullied during the school day at least once per 

month. 

 

21. Dependent Variable: If I work hard in school, I will be a successful adult. 

The results showed a significant relationship between gender and the outcome variable: 

“If I work hard in school, I will be a successful adult,” (chi square = 192.72, p < .01). The 

data indicated that female students (89%) outnumbered male students (86%) who agreed 

that if they worked hard in school, they would be successful adults. Inversely, the data 

highlighted that male students (5%) exceeded the number of female students (3%) who 

disagreed that if they worked hard in school, they would be successful adults. Similarly, 

the results revealed that male students (10%) were slightly more likely than female 

students (8%) to be uncertain of the outcome variable. Thus, it is quite safe to confirm 

that the distribution of student attitudes of whether students would be successful if they 

worked hard in school changed across the two levels of gender. On the other hand, the 

results confirmed that both male and female students were more likely to have positive 

attitudes than negative attitudes vis-à-vis the outcome variable. 

 

2008 HICE Proceedings 
Page 6495



22. Dependent Variable: I look forward to coming to school most days. 

The results showed a significant relationship between gender and the outcome variable: 

“I look forward to coming to school most days,” (chi square = 104.53, p < .01). The data 

revealed that the number of female students (66%) far exceeded the number of male 

students (61%) who had positive attitudes toward the outcome variable. Inversely, the 

data indicated that male students (24%) were more likely than female students (20%) to 

have negative attitudes as whether they looked forward to coming to school most days. In 

the same fashion, the data showed that male students (15%) tended to be slightly more 

uncertain than female students (14%) to look forward to coming to school most days. 

Hence, the examination of the data evidenced that student attitudes towards the outcome 

variable were not distributed in the same fashion across the two levels of gender. On the 

other hand, the data confirmed that students agreed that they were looking forward to 

coming to school most days at much higher rates than they did not. 

 

23. Dependent variable: The children in my school live in my neighborhood. 

The chi square analysis showed that gender was significantly related to the outcome 

variable: “The children in my school live in my neighborhood,” (chi square = 33, p < 

.01). The data revealed that female students (49%) slightly outnumbered male students 

(48%) who agreed that children in their schools lived in their neighborhoods. Conversely, 

the data showed that male students (26%) were more likely than female students (24%) to 

disagree that children in their schools lived in their neighborhoods. On the other hand, 

female students (27%) were slightly more probable than male students (26%) to unsure as 

to whether children in their schools lived in their neighborhoods. The data highlighted 
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that students tended to agree with the outcome variable at far higher rates as compared to 

when they disagreed that students in their schools lived in their neighborhoods. In 

addition, the data exhibited that the distribution of student attitudes toward the outcome 

variable fairly depended upon the levels of gender.  

 

 

24. Dependent Variable: My parents want me to go to school. 

The results showed a significant relationship between gender and the outcome variable: 

“My parents want me to go to school,” (chi square = 152, p < .01). The data pointed out 

female students (96%) were a bit more likely than male students (94%) to have positive 

attitudes vis-à-vis their parents wanting them to go to school. Whereas, the data showed 

that male students (2%) slightly outnumbered female students (1%) to disagree that their 

parents wanted them to go to school. Similarly, the data indicated that the number of 

male students (4%) exceeded the number of female students (2%) who were uncertain of 

whether their parents wanted them to go to school. Although the chi square test revealed 

that gender had a significant effect on students’ attitudes toward the outcome measure, 

this effect was not meaningful or important. In other words, this relationship is likely to 

have no external validity among the other students of the same population that did not 

participate in the study. On the other hand, the data analysis revealed that more than 94% 

of students in both levels of gender agreed that their parents wanted them to go to school. 

 

25. Dependent Variable: There were races of children whom are smarter than 

others. 
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The results revealed that gender significantly influenced students’ opinions on the 

outcome variable “There were races of children whom are smarter than others,” (chi 

square = 95.55, p < .01). The data supported that male students (37%) outnumbered 

female students (33%) who agreed that there were races of children whom were smarter 

than others. Whereas, the data evidenced that the number of female students (36%) 

exceeded the number of male students (32%) who disagreed that there were races of 

children whom were smarter than others. Yet, the data pointed out male and female 

students (31%) were equally likely to be uncertain as to whether there were races of 

children whom were smarter than others. The analysis clearly highlighted that the 

distribution of student attitudes vis-à-vis the outcome variable was not the same across 

the two levels of gender. On the other hand, the examination of the data indicated that 

students formulated equally their agreements, disagreements, and uncertainties by 

approximately 33% of the time. This suggested that students, regardless of their gender, 

could not make a clear cut decision as to whether there were races of children whom were 

smarter than others. This overall non-significant difference among student attitudes 

toward the outcome variable does not annihilate the significant interactive effect between 

gender and the outcome variable. It is acceptable that an independent variable may not 

have significant effect on a given dependent variable while it has a significant interactive 

effect with another variable on the dependent variable (Kerlinger, 1985).  

 

 The chi square analysis revealed that gender had a significant effect on most of the 

outcome variables that measure different aspects of school climate. The results indicated 

that male and female students’ attitudes somewhat varied across the five levels of the 
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Likert Scale. At the same time, a closer examination of the data showed that male and 

female students tended to either agree or disagree or be uncertain by an approximately 

large percentage with the outcome variable under study. At this point, it is meaningless to 

affirm that male and female students really differed in their strong attitudes toward school 

climate. This viewpoint is supported by the t-test that looks at the attitude mean 

difference between male and female students. While the chi square test magnifies the 

differences between male and female students’ attitudes at each of the five levels 

(Strongly Disagree, Disagree, Not Sure, Agree, and Strongly Disagree) of the Likert scale 

and minimizes the magnitudes of male and female students’ attitude percentage points at 

each of the five levels, the t-test minimizes the small deviations of attitudes and 

maximizes the difference between attitude means (or modes) of male and female 

students. Consequently, it is important to carefully interpret the significant results of the 

chi square and the t-test. A significant chi square may not necessarily lead to a significant 

t-test. The results of the F or t tests in the context of each outcome variable are provided 

below.     

 

Interpretation of the t-Test results 

The analysis of variance showed that male (mean = 3.56) and female (mean = 

3.63) students were approximately equally likely to agree that they felt safe at school. 

The attitude mean difference (.11) did not signify a meaningful difference between male 

and female attitudes.  Similarly, the t test showed that male (mean = 2.72) and female 

(mean = 2.73) students tended to be uncertain equally as to whether an adult in their 

family visited their schools, p > .05. Conversely, the results revealed that male students 
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(mean = 3.60) tended to agree that they enjoyed learning at their schools less than female 

students (mean = 3.75) did (p < .01); however, the attitude mean difference between male 

and female students was so negligibly small (.15) that it is quite acceptable to affirm that 

male and female students were equally likely to agree that they enjoyed learning at 

school.  

On the other hand, the data showed that male (mean = 3.41) and female (mean = 

3.45) students were approximately equally likely to be uncertain that students in their 

schools fought a lot. The data indicated that male students (mean = 4.23) seemed to agree 

that they would continue their education at a junior college or university less than female 

students did (mean = 4.40), p < .01. However, the attitude mean difference was not large 

enough to confirm that gender had a significant effect on students’ responses on the 

outcome variable. Yet, the results highlighted that female students tended to show more 

positive attitudes towards continuing their education at a junior college or university 

more than male students did. 

 Conversely, the t test analysis showed that male and females equally tended to be 

uncertain that students at they schools trusted their teachers, p > .05. In addition, the 

results evidenced that male (mean = 2.92) and female (mean = 2.85) students equally 

seemed to be uncertain that teachers were able to stop someone from being a bully. Since 

the values of 2.92 and 2.85 are closer to 3, which represents ‘Not Sure’ on the Likert 

Scale, than to 2 which represents ‘Disagree’, it implies that both male and female 

students were uncertain as to whether teachers were able to stop someone from being a 

bully. On the other hand, the t test revealed that male (mean = 3.74) and female (mean = 
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3.67) students were approximately equally probable to agree that they were hopeful about 

the future of the United States.  

The data also indicated that male (mean = 3.51) and female (man = 3.50) students 

were equally likely to be somewhat uncertain as to whether teachers at their schools 

respected students, p > .05. Likewise, the results showed that male students (mean = 

3.41) tended to be somewhat uncertain that their teachers made them feel good about 

themselves less than female (mean = 3.52) students did, p < .01. Yet, the mean difference 

is small enough to dismiss the statistical effect of gender on students’ attitudes vis-à-vis 

the outcome variable.  Similarly, the data revealed that male (mean = 3.39) and female 

(mean = 3.52) students tended equally to be uncertain that they were some children who 

they had seen bullied at least once per month. 

The t test analysis showed that female students (mean = 3.80) were more likely 

than male students (mean = 3.68) to somewhat agree that their teachers cared whether 

they were successful or not, p < .05. Nevertheless, the attitude mean difference between 

male and female students was so small that the statistically significant effect of gender on 

the outcome variable can be rejected. On the other hand, the results indicated that male 

students (mean = 4.27) slightly tended to agree that their parents were proud of 

themselves less than female (mean = 4.36) students did, p< .01. However, the difference 

between the mean values that is less than .10 is conductive to accept that male and female 

students were quite equally likely to agree on the occurrence of the outcome variable. 

Yet, the data clearly showed that male (mean = 3.06) and female (mean = 3.06) students 

equally likely to be uncertain that at their schools, teachers were fair to everyone, (p > 

.05) 
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  The results of the data analysis showed that gender had no significant effect on 

students’ attitude toward outcome variable: “I believe that I will live beyond the age of 

25 years,” p > .05. The table of means indicated that male (mean = 4.22) and female 

(mean = 4.24) students were approximately equally likely to agree that believe that they 

would live beyond the age of 25 years. Conversely, the data revealed that male students 

(mean = 4.34) tended to have less positive attitudes towards the outcome variable: “If I 

work hard in school, I will be a successful adult” than female students did, p < .01. 

However, gender could account for only .7% of the total variance in the outcome 

variable. It means that 99.3% of the variance in the outcome variable was due to other 

factors. Thus, the significant impact of gender on students’ attitudes as to whether they 

would be successful adults if they worked hard was not realistic or meaningful. The fact 

that the sample size (n = 31537) that was involved in the study was so large caused the 

small difference between the group means (.14) appeared so wide. By consequence, the 

probability of occurrence of this mean difference (i.e., .14) was very small. Thus, it 

became possible to reject the null hypothesis of no difference between group means in 

favor of the alternative hypothesis that posited that male and female students had 

different attitudes vis-à-vis the outcome variable. Thus, it is extremely important to 

interpret the significantly statistical results in concordance with the effect size of the 

gender on the outcome variable that was less than 1% (!).  At this point, a judgment call 

is required to dismiss that gender had a meaningful (albeit statistically significant) effect 

on students’ attitudes toward the outcome variable. 

Similarly, the t test procedure revealed that gender had a significant effect on 

students’ attitudes toward the outcome variable: “I look forward to coming to school 
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most days”, p < .01. In other words, the data showed that female students (mean = 3.64) 

seemed to be more uncertain than male students (mean = 3.51) as to whether they looked 

forward to coming to school most days. Again, the data indicated that gender accounted 

for only .2% or less than half of a 1% of the total variance in the outcome variable. Thus, 

it is safe to state that gender had no meaningful impact on students’ attitudes as to 

whether they looked forward to coming to school most days. 

 
In the same fashion, the results evidenced that gender had significant effects on 

the outcome variables: “The children in my school live in my neighborhood,” “My 

parents want me to go to school,” and “Students who are of a different race are smarter 

than I,” p < .05. But the data also showed that gender could explain less than half of a 

one-percent of the total variance in each of the two outcome variables. Therefore, it is 

accepted that gender had no meaningful effect on students’ attitudes toward the outcome 

variables.  

 

The data showed that gender had significant effect on students’ attitudes vis-à-vis 

the outcome variable: “Students in my school fight a lot,” p < .01. In other words, male 

students (mean = 2.59) were slightly more likely than female students (mean = 2.55) to 

disagree that students in their schools fought a lot. Again, the effect size of gender on the 

outcome variable, that was near zero, evidenced that gender had no meaningful impact on 

students’ as to whether students in their schools fought a lot.  

The results exhibited that gender had no significant impact on students’ attitudes 

toward the outcome variable: “I wish that I were of a difference race,” p > .05. In other 

words, male (mean = 4.35 and female (mean = 4.37) students were equally likely to agree 
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that they wished that they had been of a different race.  Conversely, the data revealed that 

gender had a significant effect on the outcome variable: “Some children carried guns or 

knives in my school,” F(1, 27949) = 8.11, p = .004. In other words, male students (mean 

= 3.35) tended to be uncertain that children in their schools carried guns or knives in their 

schools less than female students (mean = 3.39) did. Besides, the data indicated that 

gender accounted for approximately 0% of the variance in students’ attitudes as to 

whether some children carried guns or knives in their schools. Thus, it is safe to admit 

that gender had no meaningful effect on the occurrence of the outcome variable.  

Similarly, the results showed that gender significantly influenced students’ 

attitudes toward the outcome variable: “There are some children who I have seen bullied 

at least once per month,” F(1, 27949) = 32.98, p = .001. Or, male students (mean = 2.61) 

seemed to disagree less than female students (mean = 2.70) did as to whether there were 

some children who I had seen bullied at least once per month. Yet, the data also indicated 

that gender explained approximately 0% of the total variance in the outcome variable. 

Thus, it is quite acceptable to admit that gender had no important effect on students’ 

attitudes vis-à-vis the outcome variable.  

In the same vein, the results indicated that gender significantly impacted the 

students’ attitudes toward the outcome variable: “Students who are not of my race 

generally do better in school than I do,” F(1, 27949) = 96.94, p < .01. The table of means 

highlighted that female students (mean = 3.77) outperformed male students (mean = 

3.64) who were much closer to agree than be uncertain that some children who were not 

of their races generally did better in school than others. However, the data displayed that 

gender accounted for only .3% of the total variance in the outcome variable. Hence, it is 
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safe to admit that gender did not influence students’ attitudes toward the outcome 

variable. 

In the same fashion, the results indicated that gender significantly impacted the 

students’ attitudes toward the outcome variable: “I am bullied during the school day at 

least once per month,” F(1, 27949) = 62.37, p < .01. In other words, female students 

(mean = 4.20) outscored male students (mean = 4.10) who were uncertain as to whether 

there were races of children whom were smarter than others. However, the data displayed 

that gender accounted for only .2% of the total variance in the outcome variable. Hence, 

it is safe to admit that gender did not have any influence on the distribution of students’ 

attitudes as to whether they were bullied during the school day at least once per month. 

In the same vein, the results indicated that gender significantly impacted the 

students’ attitudes toward the outcome variables: “Students who are not of my race 

generally do better in school than I do,” F(1, 27949) = 96.94, p < .01; “I am bullied 

during the school day at least once per month,” F(1, 27949) = 62.37, p < .01; and “There 

are races of children whom are smarter than others,” F(1, 27949), p < .01. In other words, 

female students (mean = 3.12) outscored male students (mean = 3.00) who were 

uncertain as to whether there were races of children whom were smarter than others. 

However, the data displayed that gender accounted for only .2% of the total variance in 

the outcome variable. Hence, it is safe to admit that gender did not have any influence on 

the distribution of students’ attitudes toward the outcome variable. 

 
A2. Effect of Ethnicity on the Outcome Variables. 
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 In this section, the researcher will describe the results of the relationship between 

ethnicity and school climate within each outcome measure (or item) that make up the 

school climate survey. 

 
1. Dependent Variable: I feel safe at my school.  

The chi square analysis revealed that ethnicity significantly influenced students’ opinions toward the 

outcome variable: “I feel safe at my school”, (chi-square = 497, p < .01). The results showed that Asian 

students (70%) outnumbered white (68%), Hispanic (62%), Black (57%), and Native American students 

(54%) who had positive attitudes as to whether they felt safe at their schools. Similarly, the data indicated 

that white students (68%) exceeded the number of Hispanic (62%), Black (57%), and Native American 

students (54%) who had positive attitudes toward feeling safe at their schools. Obviously, the data revealed 

that Native American students (54%) were the least of the five ethnicities that showed positive attitudes 

toward feeling safe at their schools. Conversely, the data pointed out that black and Native American 

students were nearly equally likely (18—19%) and more likely than white (14%), Hispanic (11%), and 

Asian students (8%) to have negative attitudes as to whether they felt safe at their schools. In addition, the 

data showed that black, Hispanic, and Native American students were equally likely (26%) and more likely 

than Asian (21%) and white students (19%) to be uncertain as to whether they felt safe at their schools. The 

data clearly highlighted that the student attitudes toward feeling safe at their schools were contingent upon 

the level of ethnicity. Further examination of the data indicated that students across all the five ethnic groups 

tended to have more positive attitudes than negative attitudes toward feeling safe at their schools. It is also 

recommended that further study be undertaken to find out why Native American were the least satisfied 

with the outcome variable.  

 

2. Dependent Variable: An adult in my family visits my school.  
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The results showed ethnicity had a significant effect on the outcome variable: “An adult 

in my family visits my school,” (chi square =643, p < .01). The data revealed that black 

students (41%) outnumbered Hispanic (33%), Native American (31%), white (28%), and 

Asian students (22%) who had positive attitudes toward having an adult in their families 

who visited their schools often. Similarly, the data pointed out that the number of 

Hispanic (33%) students exceeded the number of Native American (31%), white (28%), 

and Asian students (22%) who had positive attitudes toward the outcome variable. It is 

noteworthy to see that Asian students were the least to agree that an adult 

 Inversely, the data evidenced that Asian students (58%) were more likely than white 

(55%), Native American (52%), Hispanic (47%), and black students (45%) to express 

negative attitudes as to whether an adult in their families visited their schools often. In 

addition, the data revealed that both Hispanic and Asian students (20%) were more 

probable than white and Native American students (16%) and black students (13%) to be 

uncertain that an adult in their families visited their schools often. The overall 

examination of the results above indicated that the student attitudes toward the outcome 

variable varied with the level of ethnicity. On the other hand, the data indicated that 

students across the five ethnic groups tended to have more negative attitudes more than 

positive attitudes as to whether an adult in their families visited their schools often.  

 
 

3. Dependent Variable: I enjoy learning at my school. 

The results of the study revealed that ethnicity significantly influenced students’ 

responses on the outcome variable: “I enjoy learning at my school,” (chi square = 465, p 
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< .01). The data showed that black and Hispanic students (71%—72%) approximately 

equally outnumbered Asian (66%), Native American (63%), and white students (62%)  

who agreed that they enjoyed learning in their schools. Conversely, the data revealed that 

Native American (20%) seemed to disagree that they enjoyed learning at their schools 

more than white (18%), black (15%), Asian (13%), and Hispanic (12%) students did. In 

the same fashion, the results showed that white students (18%) were more likely than 

black (15%), Asian (13%), and Hispanic students (12%) to have negative attitudes toward 

the outcome variable. On the other hand, the revealed that Asian students (20%) tended to 

be more uncertain that they enjoyed learning at their schools did than white (19%), 

Native American (16%), Hispanic (15%), and black students (14%) did. In the same 

fashion, the results revealed that white students (19%) seemed to be more uncertain that 

they enjoyed learning at their schools than Native American (16%), Hispanic (15%), and 

black students (14%) did. Thus, the data analysis evidenced that student attitudes toward 

the outcome variable varied with the level of ethnicity.  

     Furthermore, the examination of the results revealed that students had more positive 

attitudes than negative attitudes as to whether they enjoyed learning at their schools. Yet, 

the results evidenced that there were between 13% and 20% of students in each ethnic 

category who were not sure as to whether they enjoyed learning in their schools. It is 

suggested that researchers investigate factors that might explain the negative and no-

opinion responses to the statement (i.e., “I enjoy learning at my school”).  

 
4. Dependent Variable: Students at my school fight a lot.  

The chi square analysis showed that ethnicity significantly influenced students’ 

responses to the outcome measure: “Students at my school fight a lot”, (chi square = 
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1272, p < .01). The data highlighted that Asian students were more probable (39%) than 

black (25%), white students (25%), Native American (22%), and Hispanic students 

(21%) to disagree that students fought a lot in their schools. In the same fashion, the data 

pointed out black and white students (25%) equally seemed to disagree that students at 

their schools fought a lot more than Native American and Hispanic students (21%—22%) 

did. Conversely, the data exhibited that black and Native American students (57%—

58%) outnumbered Hispanic (51%), white (48%), and Asian students (25%) who 

disagreed that students at their schools fought a lot. Similarly, Hispanic students (51%) 

tended to disagree more than white (48%) and Asian students (25%) did that students 

fought a lot in their schools. On the other hand, the data showed the number of Asian 

students (35%) exceeded the number of Hispanic (28%), white (27%), Native American 

(21%), and black students (17%) who were uncertain that students in their schools fought 

a lot. Thus, the overall examination of the data clearly showed that student opinions 

toward the outcome variable were contingent upon the level of ethnicity. On the other 

hand, the results revealed that, except for Asian, students were more likely to agree more 

than to disagree that students fought a lot in their schools. Also, the results indicated that 

there were a large number of white and Hispanic students (27%) and Asian students 

(35%) who were uncertain about the occurrence of the outcome variable. Hence, it is 

suggested that further studies be conducted to investigate the ‘No Sure’ responses of 

these ethnic groups vis-à-vis the outcome variable. 

  

5. Dependent Variable: I will continue my education at a junior college or 

university. 
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The results of the chi square analysis showed that ethnicity had significant effect on 

students’ responses toward the outcome variable: “I will continue my education at a 

junior college or university,” (chi square = 415, p < .01). The results highlighted that 

Asian students (85%) came in first position to agree that they would continue their 

education in a junior college or university, as compared to white students (80%) who 

came in second position, Hispanic students (76%) who came in third position, and black 

and Native American students (72%) who came in fourth position. Conversely, the data 

revealed that Asian students (2%) were less likely than the other four ethnic groups (4%) 

to disagree that that they would continue their education in a junior college or university. 

However, the data pointed out Native American students (24%) outnumbered Hispanic 

(20%), white (17%), black (13%), and Asian (12%) students who were uncertain that 

they continue their education in a junior college or university. Thus, the results suggested 

that student opinions toward the outcome variable depended upon the level of ethnicity. 

Also, the data analysis implied that students across the five ethnic groups were far more 

likely to have positive opinions vis-à-vis the outcome variable than otherwise. Yet, it is 

worthy to notice that approximately 25% of the Native American students were not sure 

if they would pursue their post secondary education. Thus, it is recommended that further 

studies to be conducted to investigate the reasons why Native American students had 

reservations about continuing their education. 

 

6. Dependent Variable: Students at my school trust teachers. 

The results of the chi square analysis showed that ethnicity had significant effect 

on the outcome variable: “Students at my school trust teachers,” (chi square = 1096, p < 

.01). The data showed that black students (26%) were less likely than Native American 
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(38%), white and Asian students (41%), and Hispanic students (42%) to express their 

positive attitudes toward the fact that students at their schools trusted the teachers. 

Similarly, the results showed that both white and Asian students (41%) were less likely 

than Hispanic students (42%) and more likely than Native American (38%) to agree that 

students at their schools trusted the teachers. 

 Conversely, the data revealed that black (32%) and Native American (28%) 

tended to disagree that students at their schools trusted the teachers more than white 

(20%), Hispanic (18%), and Asian students (14%) did. Similarly, the data exhibited that 

white students (20%) tended to disagree with the outcome variable at higher rates than 

Hispanic (14%) and Asian students (12%) did. On the other hand, the results showed that 

Asian students (44%) outnumbered black (41%), Hispanic (40%), Native American 

(40%), and white (38%) who were uncertain that students at their schools trusted the 

teachers. In the same fashion, the data showed that black, Hispanic, Native American 

students were approximately equally likely (40%) and more likely than Asian students 

(38%) to be unsure as to whether students in their schools trusted the teachers.  

Thus, the overall examination of the data clearly revealed that the distribution of 

student attitudes vis-à-vis the outcome variable was contingent upon the level of 

ethnicity. Also, the results suggested that students across the five ethnic groups had a 

greater tendency to be uncertain toward the outcome variable than they did otherwise. On 

the other hand, the examination of the large numbers of the no-opinions responses within 

each of the five ethnic groups suggested that further studies be conducted to evaluate why 

students did not produce an open response to the outcome variable. It is recommended 
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that face-to-face interviews be conducted to find out about ethnic groups’ reluctance to 

take a position on the issue at hand.    

 
7. Dependent Variable: Teachers are able to stop someone from being a bully. 

The results of the chi square analysis showed that ethnicity had significant effect on 

students’ responses toward the outcome variable: “Teachers are able to stop someone 

from being a bully,” (chi square = 1136, p < .01). The results demonstrated that white 

(28%) and black students (29%) tended to agree that teachers were able to stop someone 

from being a bully less than Asian (32%), Native American (35%), and Hispanic (41%) 

students did. Conversely, the data showed that black (45%), white (44%), and Native 

American students (41%) outnumbered Hispanic (30%) and Asian students (25%) who 

disagreed that teachers were able to stop someone from being a bully. Also, the data 

indicated that Asian students (43%) were more likely than Hispanic (29%), white (28%), 

black (24%), and Native American students (23%) to be uncertain that teachers were able 

to stop someone from being a bully. 

Thus, the data clearly highlighted that the distribution of student attitudes vis-à-vis the 

outcome variable varied with the level of ethnicity. In addition, the results showed that 

students across the five ethnic groups, except for the Asian students, tended to 

demonstrate greater negative attitudes toward the outcome variable than they did 

otherwise. In fact, the data revealed that approximately 43% of Asian students were more 

probable to be uncertain than to either agree or disagree that teachers were able to stop 

someone from being a bully. It is suggested that further studies be undertaken to 

investigate why Asian students, in particular, were so reticent to openly express their 

views as to whether teachers were able to stop someone from being a bully.  
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8. Dependent Variable: I am hopeful about the future of the United States. 

The results of the chi square analysis showed that ethnicity had significant effect on the 

outcome variable: “I am hopeful about the future of the United States,” (chi square = 251, 

p < .01). The data revealed that 60% of black, 63% of white, 64% of Hispanic, 61% of 

Native American, and 50% of Asian students agreed or strongly agreed that they were 

hopeful about the future of the United States. Conversely, the results of the analysis 

showed that 12% of black, 11% of white, 8% of Hispanic, 11% of Native American, and 

15% of Asian students disagreed they had hope in the future of the United States. In 

addition, the data indicated 28% of black, 23% of white, 28% of Hispanic, 27% of Native 

American, 35% of Asian students were not sure of whether they were hopeful about the 

future of the United States.  

The above data clearly demonstrated that the distribution of student attitudes 

toward the outcome variable varied with the level of ethnicity. In addition, the 

examination of the results revealed that students across the five ethnic groups had greater 

tendencies to have positive attitudes vis-à-vis the outcome variable than they did 

otherwise.  Approximately, one third of the students in each ethnic group, except white 

students, had unexpressed concerns about the future of the United States. Although the 

number of students who were unsure of whether they were hopeful about the future of the 

United States was less than the number of students that had positive attitudes towards the 

outcome variable, the former hinted that there might be some factors that impacted on 

students’ reticence to contemplate hope in the future of the United States. Hence, it is 

recommended that face-a-face interviews be conducted to find out about the reasons why 

students were unsure about the outcome variable. 
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9. Dependent Variable: At my school, teachers respect the students.  

The results of the chi square analysis showed that ethnicity had significant effect on the 

outcome variable: “At my school, teachers respect the students,” (chi square = 1263, p < 

.01). The data showed that 48% of black, 62% of white, 66% of Hispanic, 58% of Native 

American, and 63% of Asian students agreed or strongly agreed that teachers respected 

students. Conversely, the data revealed that 30% of black, 17% of white, 14% of 

Hispanic, 24% of Native American, and 12% of Asian students disagreed that teachers 

respected students at their schools. On the other hand, the results showed that 20% of 

black, 20% of white, 19% of Hispanic, 16% of Native American, and 18% of Asian 

students were uncertain of whether teachers respected the students at their schools.  

Thus, the results displayed that the distribution of student attitudes as to whether 

teachers respected the students at their schools changed across the five levels of ethnicity. 

Also, the data highlighted that students across the five levels of ethnicity tended to have 

more positive attitudes toward the outcome variable than they did otherwise.   

 

10. Dependent variable: The noise in my school disrupts my learning. 

The results of the chi square analysis showed that ethnicity had significant effect on the 

outcome variable: “The noise in my school disrupts my learning,” (chi square = 589, p < 

.01). The data showed that Asian students (46%) and Native American students (45%) 

were approximately equally likely and more probable than black students (43%), 

Hispanic students (34%), and white students (34%) to agree that the noise in their schools 

disrupted their learning. Conversely, the data revealed that 30% of black, 17% of white, 

14% of Hispanic, Native American students (37%) and Asian students (37%) were 
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equally likely and less probable than black students (44%), Hispanic students (45%), and 

white students (48%) to disagree that the noise in their schools disrupted their learning. It 

is noteworthy that mention that white and Hispanic students were approximately likely to 

agree that the noise did not disrupt their learning in their schools. On the other hand, the 

results showed that Asian students (27%) outnumbered Hispanic students (20%), Native 

American students (17%), white student (17%), and black students (12%) who were not 

sure as to whether the noise disrupted their learning in their schools. The data highlighted 

that approximately one third of the Asian students were unsure of the occurrence of the 

outcome variable. In sum, the data displayed that students across the five ethnic groups 

tended to disagree more than they agreed that the noise disrupted their learning in their 

schools, except for Asian and Native American students. However, when the number of 

Asian or Native American students who disagreed are added to the respective number of 

Asian or Native American students who were not sure about the noise disrupting their 

learning in their schools, the total number exceedingly surpassed the number of students 

who agreed that the noise disrupted their learning in their schools. Hence, it is safe to 

admit that all the five ethnic groups tended to have high positive attitudes toward the 

outcome variable, i.e., they agreed that the noise did not disrupt their learning in their 

schools.  

In addition, the results displayed that the distribution of student attitudes as to 

whether the noise disrupted their students’ learning in their schools changed across the 

five levels of ethnicity. In other words, students did not perceived the outcome variable 

with the same pattern of agreement across each of the five ethnic groups. 
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11. Dependent Variable: I wish that I were of a different race.   

The results of the chi square analysis showed that ethnicity had significant effect on the 

outcome variable: “I wish that I were of a different race”, (chi square = 819, p < .01). The 

results showed that 87% of black, 80% of white, 81% of Hispanic, 75% of Native 

American, and 77% of Asian students disagreed that they wished they had been of a 

different race. Conversely, the data exhibited that 6% of black, 7% of white, 6% of 

Hispanic, 9% of Native American, and 6% of Asian students agreed that they wished they 

had been of a different race. Inversely, the data displayed that 7% of black, 14% of white, 

12% of Hispanic, 15% of Native American, and 17% of Asian students agreed that they 

wished they had been of a different race. Thus, the overall examination of the data 

indicated the distribution of student attitudes toward the outcome variable did not stay the 

same across the five levels of ethnicity. In addition, the data displayed that students 

disagreed that they wished that had been of a different race at much higher rates than they 

did not. 

 

 

12. Dependent Variable: My teachers make me feel good about myself. 

The results of the chi square analysis showed that ethnicity had significant effect on the 

outcome variable: “My teachers make me feel good about myself,” (chi square = 657, p < 

.01). The data exhibited that 63% of Hispanic, 53% of Native American, 53% of white, 

52% of black, and 49% of Asian students agreed that their teachers made them feel good 

about themselves. Conversely, the data displayed that 25% of Native American students, 

24% of black students, 20% of white students, and 17% of Asian students, 14% of 

Hispanic students disagreed that their teachers mad them feel good about themselves. On 
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the other hand, the data revealed that 23% of black, 28% of white, 23% of Hispanic, 21% 

of Native American, and 38% of Asian students tended to be uncertain that their teachers 

made them feel good about themselves.   

Thus, the data highlighted that the distribution of student attitudes as to whether 

their teachers made them feel good about themselves varied with the levels of ethnicity.  

In addition, the results pointed out students across the five levels of ethnicity were more 

prompt to have positive attitudes toward the outcome variable than they were not. 

However, the fact that the data analysis demonstrated that approximately one third of 

white students and one third of Asian students were unsure as to whether teachers made 

them feel good about themselves suggested that further studies be conducted to find out 

why so many students did not either agree or disagree with the outcome variable.  

  

13. Dependent Variable: Some students carry guns or knives to my school.  

The results of the chi square analysis showed that ethnicity had significant effect 

on the outcome variable: “Some students carry guns or knives to my school,” (chi square 

= 315, p < .01). The results showed that 39% of black, 36% of white, 44% of Hispanic, 

37% of Native American, and 43% of Asian students disagreed that some students carried 

guns or knives in their schools. Conversely, the data displayed that 23% of black, 24% of 

white, 18% of Hispanic, 25% of Native American, and 14% of Asian students agreed that 

students carried guns and knives in their schools. On the other hand, the data pointed out 

that 37% of black, 39% of white, 38% of Hispanic, 37% of Native American, and 42% of 

Asian students were not sure as to whether students carried guns and knives in their 

schools. 
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The data exhibited that the distribution of student opinions as to whether students 

carried guns or knives in their schools varied with the level of ethnicity. Further, the 

examination of the data showed that students across the five levels of ethnicity were more 

probable to be uncertain toward the outcome variable than they were not. In fact, the data 

revealed that between 37% and 42% of students within each of the five ethnic categories 

did not make decisions to either agree or disagree with the outcome. Again, the 

magnitudes of these proportions were large enough to assume that there might be some 

influential factors that explained their no-opinion self-reports. It is suggested that further 

studies be conducted to examine the reasons why students across all ethnic groups were 

undecided to report whether students carried weapons or not in their schools. 

 

14. Dependent Variable: I believe that I will live beyond the age of 25 years. 

The results of the chi square analysis showed that ethnicity had significant effect 

on the outcome variable: “I believe that I will live beyond the age of 25 years,” (chi 

square = 753, p < .01). The results revealed that 65% of black, 82% of white, 68% of 

Hispanic, 68% of Native American, and 75% of Asian students agreed they believed that 

they would live beyond the age of 25 years. The data highlighted that 82% of white 

students believed they would live beyond the age of 25 years while only 65% of black 

students believed so. Conversely, the data showed that 5% black, 3% white, 6% of 

Hispanic, 6% of Native American, and 3% of Asian disagreed they believed that they 

would live beyond the age of 25 years. On the other hand, the data showed that 19% of 

black, 14% of white, 25% of Hispanic, 21% of Native American, and 20% of Asian 
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students were not sure as to whether they believed they would live beyond the age of 25 

years.  

Hence, the data highlighted that the distribution of student attitudes vis-à-vis the 

outcome variable changed across the five levels of ethnicity. In other words, students did 

not respond to the outcome variable in the same manner as they change from one ethnic 

membership to another one. Also, the data displayed that students across the five ethnic 

groups believed that they would live beyond the age of 25 years at far much higher rates 

than they did not. It is noteworthy to notice that 25% of the Hispanic students were 

undecided as to whether they believed they would live beyond the age of 25 years. It is 

suggested that face-a-face interviews be conducted to investigate these Hispanic students’ 

opinions about the outcome variable.  

 
 
15. Dependent Variable: There are some students who I have seen bullied at least 

once per month.  

The results of the chi square analysis showed that ethnicity had significant effect 

on the outcome variable: “There are some students who I have seen bullied at least once 

per month,” (chi square = 553, p < .01). The data indicated that white students (56%) and 

Native American (53%) students outnumbered black students (49%), Hispanic students 

(48%), and Asian students (33%) who agreed that other students being bullied at once a 

month. Conversely, the data showed that Asian students (34%) and black students (29%) 

were more likely than Hispanic students (25%), Native American students (24%), and 

white students (23%) to disagree that there were students who they saw bullied at least 

once per month. On the other hand, the data exhibited that the number of Asian students 

(33%) far exceeded the number of Hispanic students (26%), black students (20%), white 
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students (20%), and Native American students (23%) who were uncertain that there were 

some students who they saw bullied at least once per month. Thus, the data pointed that 

out that the distribution of student attitudes toward the outcome variable varied across the 

five levels of ethnicity. In particular, Asian students reported their agreements, 

disagreements, and uncertainties by the same amount of votes. Whereas, white students 

reported their agreements by a number of votes that were approximately twice as many 

votes as they reported their disagreements and no-opinions. In addition, except for Asian 

students, the data highlighted that students across the five levels of ethnicity tended to 

agree more that there were some students who they saw bullied at least once per month 

more than they did otherwise.   

 
 
 16. Dependent Variable: My teachers care whether I am successful or not. 

The chi square analysis indicated that there was a significant relationship between 

ethnicity and the outcome variable: “There are some students who I have seen bullied at 

least once per month”, (chi square = 423, p < .01). The data revealed that Hispanic 

students (67%) and white students (66%) outnumbered black students (61%), Native 

American students (61%), and Asian students (60%) who agreed that their teachers cared 

whether you were successful or not. Conversely, the data indicated that black students 

(16%) and Native American students (15%) tended to display their negative attitudes 

toward the outcome variable more than Asian students (10%), Hispanic students (9%), 

and white students (8%) did. On the other hand, the data indicated that the number of 

Asian students (30%) far exceeded the number black students (23%), white students 

(23%), of Hispanic students (23%) and Native American students (23%) who were not 

sure their teachers cared whether you were successful or not. Hence, the distribution of 
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student attitudes across the five levels of ethnicity did not follow the same pattern. In 

addition, the examination of the data showed that students across all the ethnic groups 

signified their positive attitudes toward the outcome variable at much higher rates 

(between 59% and 67%) than they did otherwise. It is noteworthy to notice that white and 

Hispanic students were more likely than the other ethnic groups to show their positive 

attitude toward the outcome variable; whereas, Asian students were the least to signify 

that their teachers cared whether they were successful or not. Thus, it is recommended to 

conduct further investigation of why Asian students did not report by a larger rate that 

their teachers cared whether they were successful or not. 

  
 
17. Dependent Variable: My parents are proud of me. 

The chi square analysis showed that ethnicity was significantly related to the 

outcome variable: “My parents are proud of me”, (chi square = 744, p < .01). The data 

revealed that Asian students (72%) were less likely than white students (81%), Native 

American students (81%), black students (83%), and Hispanic students (84%) to agree 

that their parents were proud of them. Conversely, the data analysis showed that 4% of 

black, 5% of white, 6% of Hispanic, 8% of Native American, and 6% of Asian students 

disagreed that their parents were proud of them. On the other hand, the data showed that 

Asian students (21%) outnumbered white students (11%), Hispanic students (11%), 

Native American students (11%), and black students (9%) who were uncertain that their 

parents were proud of them. The data revealed that the distribution of student opinions as 

to whether their parents were proud of them varied from one ethnic group to another 

ethnic group.  
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It is highlighted that Asian students were less likely than the other ethnic groups 

to agree that their parents were proud of them. The data also pointed out black and 

Hispanic students were more likely than the other ethnic groups to agree that their parents 

were proud of them. The results suggested that Asian students might have a different 

yardstick of assessing their parents’ pride about them, as compared to black and Hispanic 

students in particular. Research shows that Asian students fared better than black and 

Hispanic students in academic performance. Thus, one would assume that Asian may be 

more likely than the other ethnic groups to agree that their parents are proud of them. 

Perhaps, the students used something other than academic performance to appraise their 

parents’ pride to their regard. It is suggested that further studies be conducted to find out 

about the differential views of the five ethnic groups.  

 
 18. Dependent Variable: At my school, teachers are fair to everyone. 

The chi square analysis revealed that ethnicity had a significant effect on the 

outcome variable: “At my school, teachers are fair to everyone,” (chi square = 827, p < 

.01). The data indicated that black students (33%) were less likely than white students 

(41%), Asian students (42%), Native American students (44%), and Hispanic students 

(47%), agreed that teachers were fair to everyone in their schools. As compared with the 

other ethnic students, Hispanic students showed the highest rate of agreements that 

teachers were fair to everyone at their schools. Conversely, the data showed that  white 

students (45%) and black students (42%) outnumbered Native American (43%), and 28% 

of Asian students (28%), Hispanic students (26%) who disagreed that teachers were fair 

to everyone in their schools. On the other hand, the data pointed out Asian students 

(30%) were more likely than Hispanic students (26%), black students (24%), white 
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students (23%), and Native American (21%) to be unsure as to whether teachers were fair 

to everyone in their schools. Thus, the examination of the data demonstrated that the 

distribution of student attitudes toward the outcome variable varied with the levels of 

ethnicity. Also, the results showed that black and white students tended to display 

negative attitudes more than positive attitudes as to whether in their schools teachers 

were fair to everyone, as compared with Hispanic, Native American, and Asian students 

who seemed to have more positive attitudes than negative attitudes toward the outcome 

variable. However, the data revealed that no ethnic group showed its positive attitudes 

toward the outcome variable by no more than 47%. This implies that students across the 

five levels of ethnicity did not feel convinced that teachers were fair to everyone. 

 
 
19. Dependent Variable: Students who were not of my race generally do better in 

school than I do. 

The results of the chi square analysis procedure showed that there was a 

significant relationship between ethnicity and students’ responses toward the outcome 

variable: “Students who were not of my race generally do better in school than I do,” (chi 

square = 960, p < .01). The data showed that black students (59%) were more likely than 

white students (55%), Hispanic students (55%), Native American (53%), and Asian 

students (45%) students to disagree that students who were not of their race generally did 

better in school than they did. It is noteworthy to mention that Asian students were of the 

smallest proportion who disagreed with the statement. Conversely, the data revealed that 

Asian students (43%) outnumbered white students (38%), Hispanic students (32%), 

Native American students (32%), and black students (25%) who were not sure that 

students who were not of their race generally did better in school than they did. On the 
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other hand, the data highlighted that black students (16%) and Native American students 

(15%) were more likely than Hispanic students (12%), and Asian students (10%), and 

white students (7%) to agree that students who were not of their races generally did better 

in school than they did. Thus, the examination of the data showed that the distribution of 

student attitudes did not have the same pattern across the five levels of ethnicity. In 

addition, the data pointed out that students across the five levels of ethnicity tended to 

show disagreements as to whether students who were not of their races generally did 

better in school than they did at much higher rates than they did otherwise. The 

combination of the proportions of student disagreements and uncertainties across the 

levels of ethnicity indicated that students were strongly opposed to the idea that students 

who were not of their race generally did better than they did.  

 

20. Dependent Variable: I am bullied during the school day at least once per month. 

The data showed that ethnicity had a significant on outcome variable: “I am 

bullied during the school day at least once per month,” (chi square = 861, p< .01). The 

results revealed that black students (82%) and Asian students (79%) were more likely 

than white students (76%), Hispanic students (73%), Native American (72%) to disagree 

that they were bullied during the school day at least once per month. Conversely, the data 

pointed out that black students (7%) and white students (9%) were less likely than 

Hispanic students (12%), Native American students (12%), and Asian students (13%) to 

be unsure that they were bullied during the school day at least once per month. The 

combination of the disagreement and uncertainty data within each ethnic group showed 

that students were largely opposed that they were bullied during the school day at least 
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once per month by a rate that was greater than 84%. On the other hand, the data indicated 

that only 11% of black, 14% of white, 16% of Hispanic, 15% of Native American, and 

7% of Asian students agreed they were bullied during the school day at least once per 

month. Evidently, students from all the five ethnic groups tended to disapprove more 

with the statement than they agreed with it. Further data analysis indicated that the 

distribution of student opinions vis-à-vis the outcome variable varied across the five 

levels of ethnicity. 

 
 
 
21. Dependent Variable: If I work hard in school, I will be a successful adult.  

The results of the chi square analysis procedure showed that there was a 

significant relationship between ethnicity and students’ responses toward the outcome 

variable: “If I work hard in school, I will be a successful adult,” (chi square = 1046, p < 

.01). The data indicated that black students (91%), white students (88%), Hispanic 

students (87%) outnumbered Native American students (80%), and Asian students (80%) 

who agree that if they worked hard in school they would be successful adults. 

Conversely, the data showed that only 3% of black, 4% of white, 4% of Hispanic, 7% of 

Native American students, and 5% of Asian disagreed that if they worked hard in school 

they would be successful adults. On the other hand, the results displayed that black 

students (5%) tended to be uncertain as to whether if they worked hard in school they 

would be successful adults at far lesser rates as compared to Hispanic students (10%), 

white students (11%), Native American students (13%), and Asian students (15%). The 

examination of the results indicated that the distribution of student attitudes toward the 

outcome variable changed from one ethnic group to another. The data also highlighted 
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that students across the five ethnic groups had much more positive attitudes toward the 

outcome variable than they did not. 

 

22. Dependent Variable: I look forward to coming to school most days. 

The chi square test showed that ethnicity had a significant effect on the outcome 

variable: “I look forward to coming to school most days, (chi square = 1184, p < .01). 

The results showed that Hispanic students (70%) and black students (67%) outnumbered 

Native American students (62%), Asian students (59%), and white students (52%) who 

had positive attitudes as to whether they looked forward to coming to school most days. 

The distribution of the data indicated that white students showed the lowest rate of 

agreement and Hispanic students the highest rate of agreement with the outcome variable. 

Conversely, the results showed that the number of white students (22%) and black 

students (21%) outnumbered exceeded the number of Native American students (19%), 

Asian students (15%), and Hispanic students (15%) who had negative attitudes toward 

the outcome variable. On the other hand, the data displayed that Asian students (21%) 

were more likely than white students (16%), Native American students (15%), Hispanic 

students (15%), and black students (11%) to be unsure as to whether they looked forward 

to coming to school most days. Thus, the data highlighted that the distribution of student 

attitudes toward the outcome variable did not vary with the same pattern across the five 

levels of ethnicity. In addition, although the data indicated a fair range of variation in 

students’ agreement with the outcome variable across the five ethnic groups, they tended 

to express more positive attitudes than negative attitudes as to whether they looked to 

coming to school most days. 
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23. Dependent Variable: The children in my school live in my neighborhood. 

The chi square analysis showed that ethnicity was significantly related to the outcome 

variable: “The children in my school live in my neighborhood,” (chi square = 561, p < 

.01). The data revealed that black students (53%) and Hispanic students (52%) 

outnumbered Native American students (45%), white students (43%), and Asian students 

(35%) who agreed that students in their schools lived in their neighborhoods. Conversely, 

the data pointed out white and Hispanic students were equally likely (29%) and more 

probable than Native American students (26%), black students (23%), and Hispanic 

students (20%) to disagree that students in their schools lived in their neighborhoods. On 

the other hand, the data indicated that Asian students (37%) were more likely than white 

students (27%), Hispanic students (27%), Native American students (28%), and black 

students (23%) to be unsure as to whether children in their schools lived in their 

neighborhoods. It is clearly that white, Hispanic Native American were approximately 

equally likely be uncertain toward the outcome variable. Thus, the results showed that 

students across the five ethnic groups were far more probable to agree that children in 

their schools lived in their neighborhoods than they were not, except for Asian students 

who were not sure or disagreed more than they agreed with that. In addition, the data 

exhibited that the distribution of student attitudes toward the outcome variable fairly 

depended upon the levels of ethnicity.  

 

24. Dependent Variable: My parents want me to go to school. 

The chi square analysis showed that ethnicity was significantly related to the 

outcome variable: “My parents want me to go school,” (chi square = 209, p < .01). The 
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data revealed that 95% of black students, 96% of White students, 95% of Hispanic 

students, 93% of Asian students, and 91% of Native American students agreed that their 

parents were proud of them. It is clear that Native American students were less likely 

than the other ethnic groups to agree that their parents wanted them to go to school. The 

data also pointed out that black, white, Hispanic, and Asian students were approximately 

equally likely to agree that their parents wanted them to go to school. Conversely, the 

data indicated that, except for Native American students (5%), the other four ethnic 

groups (2% of black, 1% of white, 2% of Hispanic, and 1% of Asian students) were 

approximately equally likely to disagree that their parents wanted them to go to school. 

Similarly, the results revealed that Asian students (5%) were more likely than Native 

American students (4%), Hispanic students (3%), White students (3%), and black 

students (2%) to be unsure as to whether their parents wanted them to go to school. 

Obviously, the smallness of the percentages of student disagreements and uncertainties 

toward the outcome variable across the five levels of ethnicity implied that students 

highly expressed their desires to go schools most days. In addition, the data exhibited that 

the distribution of student attitudes toward the outcome variable fairly depended upon the 

levels of ethnicity.  

 

25. Dependent Variable: There are races of children whom are smarter than others. 

The chi square analysis revealed that ethnicity had a significant effect on the 

outcome variable: “There are races of children whom are smarter than others,” (chi 

square = 286, p < .01). The data indicated that Asian (41%) and Native American 

students (40%) were more likely than black students (36%), Hispanic students (34%), and 

white students (31%) to agree that there were races of children whom were smarter than 
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others. Conversely, the data showed that the number of black (36%) and white students 

(35%) approximately equally exceeded the number of Hispanic students (32%), Native 

American students (31%), and Asian students (25%) who disagreed that there were races 

of children whom were smarter then others. On the other hand, the data pointed out that 

Asian students (34%), white students (33%), and Hispanic students (33%) approximately 

equally outnumbered Native American students (29%) and black students (27%) who 

were not sure as to whether there were races of children whom were smarter then others. 

The results revealed that black and Native American students showed their uncertainties 

vis-à-vis the outcome variable with nearly equal rates. Though there were differences in 

the way the five ethnic groups expressed their agreements toward the outcome variable, 

students in each of the five groups were unsure as to whether there were races of children 

whom were smarter than others at far higher rates as compared to when they did not. 

 
 
Internal Consistency Reliability  

Before conducting any internal consistency estimates of reliability, it was important 

to reverse-scale items that were constructed to assess students’ negative attitudes toward 

school climate to align them with the rest of the items that were constructed to measure 

students’ positive attitudes vis-à-vis school climate. The items that measured students’ 

negative attitudes toward school climate were Items # 4, 10, 13, 15, 19, 20, and 25.  Thus, 

the reversing process will rescale respondents’ ratings in the way such that score 1 will 

become 5 (i.e., strongly agree), 2 will change into 4 (i.e., agree), 3 will stay as 3 (i.e., not 

sure), 4 will change into 2 (i.e., disagree), and 5 will become 1 (i.e., strongly disagree). 

Low scores on the Likert scale (i.e., 1 or 2) will be interpreted as low positive attitudes 
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toward school climate. High scores on the Likert scale will be interpreted as high positive 

attitudes toward school climate. The results of the internal consistency reliability showed 

a relatively strong Cronbach’s alpha coefficient of .823.     

 

 Item Analysis 

The results of the item analysis provide a table of correlation between each item and 

rest of the other items included in the survey. The exploration of the correlation table 

indicates that 20 items that measured students’ attitudes toward school climate had 

significant indices of correlations with the rest of the items, except for Item10, Item11, 

Item20, Item23, and Item25 that were not strongly related to the rest of the items. Thus, it 

is suggested to run another item analysis without the least correlated items such as Items 

10, 23, and 25. The results of this analysis indicated a Cronbach’s alpha = .823. As a 

result, each of the items showed a correlation coefficient that was more than .20 with the 

rest if the items. For Item10, Item11, Item20, Item23, and Item25 to show correlation 

coefficients below .20, it is assumed that a single factor is not sufficient to account for the 

total variance in the survey items. Perhaps, the survey items (i.e., Items #10, 11, 19, 20, 

23, and 25) tend to relate to different factors that run across the survey. (See Corrected 

Item-Total Statistics Table below). 

 

Factor Analysis 

An exploratory factor analysis was conducted to determine the set of factors that 

were suggested in the item analysis. A preliminary exanimation of the content of the 

items suggested that there were five factors that cut across the 25 items. These factors 
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were Safety, Trust, and Racial Concept, General Climate, and Bullying. Safety underlies 

Item1, Item4, and Item13. Trust is represented by Item3, Item5, Item6, Item7, Item9, 

Item12, Item16, Item18, Item22, and Item24. Racial Self-Concept underlies Item11, 

Item19, and Item25. General Climate is represented by Item2, Item5, Item8, Item10, 

Item14, and Item21. Bullying is represented by Item15 and Item20. 

The results revealed that Trust, General Climate, Safety, Self-Confidence, and 

Race self-concept respectively accounted for 14.07%, 7.82%, and 5.31%, 3.95%, and 

3.37% of the variance reduction in the survey outcome variables. These five factors 

explained in total 34.53% of variance in students’ attitude toward school climate. 

However, the results of the rotated factor analysis showed the factors were not totally 

distinct from each other. Bullying was even embedded into Safety. In other words, 

Item15 and Item20 that represented Bullying were significantly correlated with Safety. 

The results of the factor analysis showed that a large number of items (i.e., Items # 5, 8, 

11, 14, 16, 17, 20, and 21) that defined Trust were significantly correlated with General 

Climate. Similarly, the data revealed that Trust-focused items such as Item3, Item7, 

Item12, Item21, were also related to Self-Confidence. On the other hand, General 

Climate-focused items were significantly correlated with their factor and poorly 

associated with the other factors, except for Item10 that was poorly correlated with 

General Climate (and fairly correlated with Safety factor). The data revealed that Item21 

of General Climate was significantly related with Self-Confidence.  

Likewise, the data evidenced that Safety-related items were significantly 

correlated with the Safety factor and poorly related to the other factors, except for Item13 

Item 20 that were significantly associated with Trust and General Climate, respectively. 
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On the other hand, the items that defined Self-Confidence were significantly related to 

their factor and Trust and General Climate. That suggested that Self-Confidence was not 

a distinctive factor that could have a unique contribution on students’ attitude toward 

school climate after controlling for the effect of Trust and General Climate factors. 

Conversely, the items that were assumed to define Racial Self-Concept factor were 

significantly related to the factor and poorly related to the other factors. The limited 

number of items that are used to describe the Racial Self-Concept factor seemed not 

affect the magnitude of the loadings between the outcome variables and the factor, and of 

Cronbach alpha (i.e., the internal consistency estimate). On the other hand, Item11 that is 

one of the items composing the Racial-Self Concept factor was approximately equally 

correlated with the General Climate factor.  This means, the occurrence of item11 (i.e., “I 

wish that I were of a different race”) also could be explained by General Climate. In 

anyhow, it is recommended that other items assessing Racial Self-Concept be constructed 

and added to the existing three items. The increased size of the number of items will 

improve the size of the correlations between the outcome variables and the factor. 

The overall examination of the factor analysis highlighted that were five factors 

(i.e., Trust, Safety, General Climate, Self-Confidence, and Racial Self-Concept) that 

could differentially explain students’ attitude vis-à-vis school climate. Yet, the factor 

validities matrix revealed that the effect of Self-Confidence could be supplanted by those 

of Trust and General Climate on students’ attitudes toward school climate. Interestingly, 

two items (i.e., “Item3: I enjoy learning at my school” and “Item21: I look forward to 

coming to school most days”) that were assumed to characterize Trust were fairly 

associated with it and strongly associated with the Self-Confidence factor. These two 
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factors were likely to attribute to the Self-Confidence factor the power to influence 

students’ attitudes toward school climate. A proliferation of items like Item3 and Item20 

can enhance the effect of the Self-Confidence factor. Hence, the principal researcher is 

urged to build new items that would have interrelationships with Item3 and Item20 and 

administer them to a new sample of students in order to study the correlations of these 

items to the rest of the items defining the Self-Confidence factor. 

In sum, the item analysis and factor analysis have dual purpose. First, they 

contribute to the study of the correlation between individual items and the rest of the 

items and between individual items and factors determined by the items. Second, they 

help study the discriminatory power of items to separate between positive and negative 

opinions of students across different outcome variables that measure school climate. The 

results of the item analysis revealed that the outcome measure (“I wish that I were of a 

different race”) has a corrected inter-item correlation of .158, “There are some children 

who I have seen bullied at least once a month” has a  corrected item-total correlation of 

.215, “Students who are not of my race generally do better than I do” has a corrected 

item-total correlation of .20, “I am bullied during the school day at least once per month” 

has a corrected item-total correlation of .175, “There are races of children whom are 

smarter than others” has a corrected item-total correlation of .131, and “I believe that I 

will live beyond the age of 25 years”  has a  corrected item-total correlation of .268. 

These relatively small item-total correlations suggest that these items will not be able to 

fully proceed to the separation between the positive and negative opinions of students in 

regard to a particular aspect of school climate. 

   

Two-Way Multivariate Analysis of Variance 
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This section of the analysis pertains to the study of the effects of gender and 

ethnicity on Trust, General Climate, Safety, and Racial Self-Concept, and Self-

Confidence. This criterion measures were obtained by summing students’ responses 

across designated items from the school climate survey. The multivariate analysis 

procedure was used to evaluate the main effects of gender and ethnicity and their 

interaction on the three dependent variables that measure three different aspects of school 

climate.  

.Main Effect of Gender on the Outcome Measures: Trust, General Climate, Safety, 
and Racial Self-Concept, and Self-Confidence.  
 

The results of the multivariate analysis revealed that gender had a significant 

effect on the linear combination of Trust, General Climate, Safety, and Racial Self-

Concept, and Self-Confidence, [F(1, 25090) = 174.32, p < .001)]. In other words, male 

and female students did not have the same attitudes toward the three dependent variables. 

The stepdown analysis of variances indicated that gender had separate significant effects 

on each of the five dependent variables. The univariate F-test showed that gender had a 

significant influence on students’ responses toward Trust [F(1, 25094)] = 14.14, p < 

.001]. However, since the effect size with which gender influenced students’ attitudes 

toward safety was near zero it is safe to accept that gender had no important effect on 

student attitudes toward safety. In other words, students expressed their positive attitudes 

vis-à-vis safety by the same magnitude regardless of their gender. In fact, the table of 

means indicated that male (mean = 35.69) and female (mean = 36.22) students scored 

approximately equally on their attitudes towards the Trust measure. 

In the same Fashion, the univariate F test showed that gender had a significant 

influence on students’ responses toward General Climate, [F(1, 25094) = 18.71, p < 
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.001]. Nevertheless, the results displayed that gender could account for only .1% of the 

total variance in achievement motivation. Hence, it is practically meaningless to accept in 

reality that gender had any effect whatsoever on student attitudes vis-à-vis the 

achievement motivation outcome. In fact, the table of means revealed that male (mean = 

25.20) and female (mean = 25.51) students were approximately likely to have positive 

attitudes toward the General Climate measure.  

Similarly, the univariate F test showed that gender had a significant effect on 

student attitudes vis-à-vis racial self-concept, [F(1, 25094) = 22.82, p < .001)]. In the 

meantime, the results pointed out that gender could explain only .1% of the total variance 

in racial self-concept. In addition, the table of means indicated that male (mean = 10.87) 

and female (mean = 11.10) students tended to have positive attitudes toward the racial 

self-concept measure at equal rates. Thus, the above results demonstrated that gender was 

far from having any important and realistic impact on student attitudes toward racial self-

concept, regardless of the significant F test. 

Likewise, the univariate F test showed that gender had a significant effect on 

student attitudes vis-à-vis Safety [F(1, 25094) = 21.06, p < .001)]. In the meantime, the 

results pointed out that gender could explain only .1% of the total variance in Safety. In 

addition, the table of means indicated that male (mean = 16.27) and female (mean = 

16.61) students tended to have positive attitudes toward the racial self-concept measure at 

equal rates. Thus, the above results demonstrated that gender was far from having any 

important and realistic impact on student attitudes toward safety, regardless of the 

significant F test. 
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The univariate F test showed that gender had a significant influence on students’ 

responses toward Self-Confidence, [F(1, 25094)] = 25.60, p < .001]. However, since the 

effect size with which gender influenced students’ attitudes toward safety was near zero it 

is safe to accept that gender had no important effect on student attitudes toward safety. In 

other words, students expressed their positive attitudes vis-à-vis safety by the same 

magnitude regardless of their gender. In fact, the table of means indicated that male 

(mean = 20.34) and female (mean = 20.78) scored approximately equally on their 

attitudes towards the Trust measure. 

The multivariate results are in correspondence with the t-test results in the sense 

that gender had no students’ attitudes towards school climate. 

 

Main Effect of Ethnicity on Trust, General Climate, Safety, and Racial Self-
Concept, and Self-Confidence 
 

The multivariate F test showed that ethnicity had a significant effect on the five 

criterion measures: Trust, General Climate, Safety, and Racial Self-Concept, and Self-

Confidence, p < .01. The univariate F-test revealed that ethnicity had a significant effect 

on students’ responses on the Trust measure [F(4, 25094) = 114.47, p < .001)]. The table 

of means showed that black students (mean = 37.51), white students (mean = 35.51), and 

Native American students (mean = 35.20) scored approximately equal but lower than 

Hispanic students (mean = 43.62) and Asian students (mean = 36.21). The post hoc 

multiple t-test analysis showed that there were significant mean differences between six 

pairs of ethnic groups (p < .01). Higher scores meant that a particular ethnic group was 

much more likely to express positive attitudes toward school climate than another group 

that scored lower on the Trust measure.  
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Main Effect of Ethnicity on General Climate 

On the other hand, the results displayed that ethnicity had a significant effect on 

achievement motivation measure [F(4, 25094) = 100.41, p < .001)]. The table of means 

indicated that Native American (mean = 24.96) and Asian students (mean = 24.87) that 

scored approximately equally tended to have lower positive attitudes toward achievement 

motivation than white students (mean = 25.29), Hispanic (mean=25.43), and black 

students (mean = 26.21) did. The post hoc multiple t-test analysis revealed that there were 

significant mean differences between six pairs of ethnic groups on General Climate 

measure (p < .01).  

Similarly, The univariate analysis revealed that ethnicity had a significant effect 

on Safety, F(1, 25094) = 68.48, p < .001. The table of means indicated that Asian 

students (mean = 17.65) had more positive attitudes toward Safety than did Native 

American students (mean = 15.68), White students (mean = 16.17), black students (mean 

= 16.32), and Hispanic students (mean = 16.37). The post hoc multiple t-test analysis 

showed there were significant mean differences between six pairs of ethnic groups.  

The univariate F- test revealed that ethnicity had a significant effect on students’ 

responses on the Racial Self-Concept measure [F(4, 25094) = 56.01, p < .001)]. The table 

of means showed that Asian students (mean = 10.57) and Native American students 

(mean = 10.73) scored approximately equal but lower than Hispanic students (mean = 

11.16), black students (mean = 11.41), and white students (mean = 11.16) in their 

attitudes toward Racial Self-Concept. The post hoc multiple t-test analysis showed that 

there were significant mean differences between six pairs of ethnic groups (p < .01). 
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Higher scores meant that a particular ethnic group was much more likely to express 

positive attitudes toward school climate than another group that scored lower on the 

Racial Self-Concept measure.  

However, a survey of the table of means on Racial Self-Concept showed that 

there were no two ethnic groups that differed by more than 1 point in their positive 

attitudes toward the outcome measure. Thus, the statistically significant mean differences 

between the ethnic groups were due to the large size (n=29500) that was involved in the 

computation of the standard error of the mean that was used to evaluate the probability of 

occurrence of these mean differences. It resulted that the larger the sample size, the 

smaller the standard error of the mean; thus, the smaller the standard error of the mean is, 

the farther are these small mean differences adjacent to origin (i.e., 0), and the smaller the 

probability is that sampling error can cause the occurrence of these ‘infinitesimally small’ 

mean differences. Nevertheless, these small mean attitude differences between ethnic 

groups were not worth of being considered in reality. Therefore, it is accepted that 

ethnicity did not have a sound and meaningful effect on students’ responses on Racial 

Self-Concept.   

 

Main Effect of Ethnicity on Self-Confidence  

The results of the univariate analysis revealed that ethnicity had significant effects 

on Racial Self-Concept, F(4, 25094) = 56, p < .001. The data highlighted that black 

students (mean = 11.41) had higher positive attitudes toward Racial Self-Concept than 

white students (mean = 11.09), Hispanic students (mean = 11.16), Native American 

(mean = 10.73), and Asian students (mean = 10.57). The multiple t-tests revealed that the 
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mean differences between the ethnic groups were significant (p < .01), except for the 

mean differences between Hispanic and white students (p > .01), and between Asian and 

Native American students (p > .01). In reality, mean differences of less than 1 point are 

far more likely to occur by sampling error than by any intervening factor. Yet, these 

small mean differences can appear to have small probabilities of occurrence when the 

sample size that is involved in the computation of the standard error of the mean is 

exceedingly large. This phenomenon could also be due to the chance factor that 

magnified the observed mean differences between several ethnic groups in regard to their 

attitudes vis-à-vis racial self-concept. Therefore, it is safe to confirm that mean 

differences of 1 or less were not important or meaningful, although they were statistically 

significant. This means, it is acceptable to admit that only the attitude mean differences 

between Hispanic students and white, Asian, and Native American towards racial self-

concept were statistically sound. 

 

Interaction Effect between Gender and Ethnicity on the Outcome Measures 

The F test result showed that gender and ethnicity had a significant interactive 

effect on student attitudes towards each of the outcome variable p < .01)]. Yet, the results 

indicated that the interaction of gender and ethnicity could account for only .2% of 

variance in the safety measure. This implies that the distributions of male and female 

students’ attitudes toward safety followed the same pattern across the five levels of 

ethnicity. In other words, ethnicity had no influence on the relationship between gender 

and students’ attitudes towards safety measure. This result is further corroborated by the 
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negligibly small proportion of variance that gender could explain in the total variance of 

students’ attitudes towards safety measure. 

 In the same fashion, the results also displayed that the interaction between gender 

and ethnicity could explain only a minute percentage of the variance in the other outcome 

variables. This means, the distributions of male and female students’ attitudes toward 

Trust, General Climate, Racial Self-Concept, and the Self-Confidence were parallel (i.e., 

did not have different slopes) across the five levels of ethnicity.  

The Effect of Age on Safety 

The regression analysis procedure indicated that the age of students could 

significantly predict their attitudes toward Safety, F(1, 27021) = 34.25, p < .001. In other 

words, students’ age accounted for .1% of the total variance in Achievement Motivation. 

In addition, the results indicated that age and Safety had a Pearson correlation coefficient 

of r = -.036. That means, the younger the students the more positive attitudes toward 

Achievement Motivation. Inversely, the older the students the less positive attitudes they 

had vis-à-vis Safety. Although age had a low correlation with Safety, it indicated the 

tendency of age to be inversely related to Safety. However, the magnitudes of both 

correlation and effect size showed that age did not have important effect on students’ 

attitudes towards safety. 

 

The Effect of Age on Racial Self-Concept 

The regression analysis also revealed that age had a significant effect on Racial 

Self-Concept, p < .05. Yet, the data showed that age could account for only 0% of the 
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total variance in Racial Self-Concept. Thus, it is safe to accept that age did not reliably 

predict students’ attitudes toward Racial Self-Concept.  

 

The Effect of Age on Trust 

The regression analysis procedure indicated that the age of students had a 

significant effect on students’ their attitudes toward Trust F(1, 26648) = 3161.76, p < 

.001. Also, the data indicated that students’ age accounted for 10.6% of the total variance 

in Trust. In addition, the results indicated that age and Trust had a Pearson correlation 

coefficient of r = -.33. That means, the younger the students the more positive attitudes 

toward Trust. Inversely, the older the students the less positive attitudes they had vis-à-

vis Safety. Although age had a low correlation with Trust, it indicated the tendency of 

age to be inversely related to Trust.  

 

The Effect of Age on Self-Confidence 

The regression analysis procedure showed that students’ age could significantly 

predict their attitudes toward general climate measure, F(1, 26650) = 3487.40, p < .001. 

The R-square indicated that age explained 5.7% of the variance in students’ attitudes. 

This effect size is large enough to accept that age was negatively correlated with Self-

Confidence (r = -.24).  On the other hand, the younger the students, they more positive 

attitudes they had towards Self-Confidence, (r = -.24, p< .01).  

 

Discussion and Conclusion 
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The study was conducted to evaluate students’ perceptions towards school 

climate. There were several statistical procedures that were used to assess the impact of 

student’ gender, ethnicity, and age on their attitudes towards school climate. Since the 

school climate survey was made of 25 items, a factor analysis was run to dissect the 

different constructs that cut across the items. The results of the factor analysis showed 

that students’ attitudes could be separated into three major factors: school safety, 

achievement motivation, and racial self-concept. The results of the analysis showed that 

trust, general climate, safety, self-confidence, and racial self-concept accounted for 14%, 

7.8%, 5.3%, 3.95%, and 3.38%, respectively of the total variance in the total number of 

the items. In the meantime, an internal consistency analysis was conducted to evaluate 

the degree of consistency of the items that measured each of the different factors. The 

results also showed that school trust tended to have a higher reliability coefficient than 

the other factors. This result could be corroborated by the fact that school safety measure 

is made of the largest number of items. On the other hand, self-confidence [that has a 

fewer number of items] tended to share a significant proportion of variance with trust 

measure. Likewise, racial self-concept that is made of only three items is significantly 

correlated with the items. The differential degree of consistency among the three 

underlying factors of the attitude items was reflected in the relationships with students’ 

age, gender, and ethnicity.    

The results of the chi-square analysis evidenced the significant effect of gender on 

students’ attitudes within each of the 25 items. In other words, male and female students 

would have show different attitudes towards school climate in regard to each of the 25 

outcome measures. However, the t-test and the multivariate analysis exhibited that gender 
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had no significant impact on students’ attitudes towards school climate. In order to 

reconcile the oppositional directions between the results of the frequency analysis and the 

variance analysis, the investigator looked at the mean differences between male and 

female attitude and the effect sizes. Both results showed that the effect of gender was 

meaningless even though it [effect] was statistically significant. In the same manner, 

gender had no meaningful impact on each of the three factors taken separately. 

 As for ethnicity, the two statistical procedures (i.e., chi square and multivariate 

analysis) showed that the distribution of students’ attitudes towards school climate varied 

across the five levels of ethnicity (i.e., black, white, Asian, Hispanic, and Native 

American). In other words, at least one of the five ethnic groups of students scored 

differently from the other groups on their attitudes towards school climate. In the same 

vein, the results showed that ethnicity had significant effect on each of the three factors 

(safety measure, achievement motivation, and racial self-concept). However, the analysis 

showed that ethnicity seemed to have a lesser degree of influence on the distribution of 

students’ attitudes on racial self-concept. This result can be explained by the fact that 

racial self-concept is not highly reliable.  

 On the other hand, the results of the regression analysis exhibited that age had a 

significant effect on their student attitudes towards school climate. Age could explain 

3.5% of the total variance in student attitude. This effect is translated by a negative 

relationship between age and attitudes towards school climate. In other words, the 

younger the students were, the more positive attitudes they had towards school climate. 

Conversely, the older they were the less positive attitudes they had towards school 

climate.  The regression analysis further showed that age had similar effect on trust, 
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general climate, and self-confidence that underlie school climate. However, age 

accounted for a larger proportion of variance in student attitude towards trust measure 

(10.6%) than Self-Confidence (11.50%). On the other hand, the results indicated that age 

had no effect on student attitudes towards racial self-concept. The reason for these 

differential effects partially resides in the fact that safety measure is more reliable than 

achievement motivation and racial self-concept. Anastasi (1986) asserts that the validity 

coefficient between a predictor and a criterion measure depends on the reliability of the 

both the predictor and the criterion. The results of the internal consistency reliability 

indicated that self-concept that was made of only three items did not have a moderately 

acceptable reliability coefficient. Therefore, there is sufficient reason why age would 

have no significant validity coefficient with racial self-concept. Yet, the results of the 

factor analysis and the internal consistency suggested that an addition of supplementary 

items to self-concept and achievement motivation can improve their reliabilities, and then 

their validity coefficients with age. 

In sum, the study showed that students did not feel safe at school at a reasonably 

high rate. They reported that fighting broke out by approximately 50% of the time spent 

in school. There were approximately only 32% of students who reported that they trusted 

their teachers. In other words, 68% of students did not trust their teachers.  In addition, 

50% students felt that bullying was too prevalent on the school plants. These results 

indicate that school administrators must conjugate their efforts to create a positive school 

climate as described by Duper and Meyer-Adams (2002). Only when such a positive 

climate takes place in schools can effective teaching and learning occur in classrooms. 

The study highlighted that teachers were not fair enough to students and did not respect 
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students by a larger proportion. These results also suggest that schools must take the lead 

to empower teachers and students to develop more positive relationships and cooperation, 

which will be beneficial to teaching and learning (Bucher and Manning, 2005).  
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AMERICAN SCHOOL CLIMATE SURVEY 
STUDENT VERSION - 2005 

 
 
This survey is designed to get your opinions concerning some aspects of school climate 
and your attitudes concerning your school, your community and yourself.  Your input is 
very important.  Your responses are strictly anonymous and you will not be asked to 
identify yourself at anytime during the survey.  Please respond honestly and completely.  
At the end of the survey, please feel free to add any additional comments that you find 
appropriate and were unable to address in the survey.  Thank you, in advance, for taking 
the time to respond. 
 
 
DIRECTIONS: 
• Indicate your response with a check mark. ( ) 
• Make your marks dark. 
• Erase changes completely. 
 
BACKGROUND INFORMATION 
 
1. GENDER 

  Male   Female 
 
2. ETHNIC BACKGROUND 

  Black  White, Non-Hispanic  Hispanic  Native American  
Other ___________ 
 
3. HOME RESIDENCE (City & State)  4.  Age 
 
___________________________   _________________  
 
5. HOME LANGUAGE 

  English  Spanish  Portuguese  Cantonese   Mandarin  Thai 
 

  Arabic  Hindi   Korean  Japanese  Other  
_______________ 
 
Following you will be asked a series of questions about your school.  Please indicate how 
strongly you agree or disagree with each statement by filling in one of the five responses. 
 
1. I feel safe at my school. 

  Strongly Disagree   Disagree   Not Sure   Agree  Strongly Agree 
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2. An adult in my family (or someone that is taking care of me) visits my school 
often. 

  Strongly Disagree   Disagree   Not Sure   Agree  Strongly Agree 
 
3. I enjoy learning at my school. 

  Strongly Disagree   Disagree   Not Sure   Agree  Strongly Agree 
 
4. Students at my school fight a lot. 

  Strongly Disagree   Disagree   Not Sure   Agree  Strongly Agree 
 
5. I will continue my education at a junior college or university. 

  Strongly Disagree   Disagree   Not Sure   Agree  Strongly Agree 
 
6. Students at my school trust the teachers. 

  Strongly Disagree   Disagree   Not Sure   Agree  Strongly Agree 
 
7. Teachers are able to stop someone from being a bully. 

  Strongly Disagree   Disagree   Not Sure   Agree  Strongly Agree 
 
8. I am hopeful about the future of the United States. 

  Strongly Disagree   Disagree   Not Sure   Agree  Strongly Agree 
 
9. At my school, teachers respect the students. 

  Strongly Disagree   Disagree   Not Sure   Agree  Strongly Agree 
 
10. The noise in the school disrupts my learning. 

  Strongly Disagree   Disagree   Not Sure   Agree  Strongly Agree 
 
11. I wish that I were of a different race. 

  Strongly Disagree   Disagree   Not Sure   Agree  Strongly Agree 
 
12. My teachers make me feel good about myself. 

  Strongly Disagree   Disagree   Not Sure   Agree  Strongly Agree 
 
13. Some children carry guns or knives in my school. 

  Strongly Disagree   Disagree   Not Sure   Agree  Strongly Agree 
 
14. I believe that I will live beyond the age of 25 years. 

  Strongly Disagree   Disagree   Not Sure   Agree  Strongly Agree 
 
15. There are some children who I have seen bullied at least once per month. 

  Strongly Disagree   Disagree   Not Sure   Agree  Strongly Agree 
 
16. My teachers care whether I am successful or not. 

  Strongly Disagree   Disagree   Not Sure   Agree  Strongly Agree 
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17. My parents are proud of me. 
  Strongly Disagree   Disagree   Not Sure   Agree  Strongly Agree 

 
18. At my school, teachers are fair to everyone. 

  Strongly Disagree   Disagree   Not Sure   Agree  Strongly Agree 
 
19. Students who are not of my race generally do better in school than I do. 

  Strongly Disagree   Disagree   Not Sure   Agree  Strongly Agree 
 
20. I am bullied during the school day at least once per month. 

  Strongly Disagree   Disagree   Not Sure   Agree  Strongly Agree 
 
21. If I work hard in school, I will be a successful adult. 

  Strongly Disagree   Disagree   Not Sure   Agree  Strongly Agree 
 
22. I look forward to coming to school most days. 

  Strongly Disagree   Disagree   Not Sure   Agree  Strongly Agree 
 
23. The children at my school live in my neighborhood. 

  Strongly Disagree   Disagree   Not Sure   Agree  Strongly Agree 
 
24. My parents want me to go to school. 

  Strongly Disagree   Disagree   Not Sure   Agree  Strongly Agree 
 
25. There are races of children whom are smarter than others. 

  Strongly Disagree   Disagree   Not Sure   Agree  Strongly Agree 
 
COMMENTS: 
 
________________________________________________________________________
___________________________ 
 
________________________________________________________________________
___________________________ 
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 Item-Total Statistics 
 

  
Scale Mean if 
Item Deleted 

Scale 
Variance if 

Item Deleted 

Corrected 
Item-Total 
Correlation 

Squared 
Multiple 

Correlation 

Cronbach's 
Alpha if Item 

Deleted 
I feel safe at my school. 85.6386 132.031 .509 .317 .803
An adult in my family (or 
someone that is taking care 
of me) visits my school 
often. 

86.5096 136.855 .230 .102 .815

I enjoy learning at my 
school. 85.5597 129.835 .564 .440 .800

QR4 86.6642 136.608 .247 .224 .814
I will continue my education 
at a junior college or 
university. 

84.9223 137.575 .306 .181 .811

Students at my school trust 
the teachers. 86.0934 130.827 .534 .405 .802

Teachers are able to stop 
someone from being a 
bully. 

86.3531 130.210 .475 .366 .804

I am hopeful about the 
future of the United States. 85.5326 134.417 .387 .202 .808

At my school, teachers 
respect the students. 85.7312 128.673 .571 .509 .799

QR10 86.1726 140.601 .098 .117 .822
QR11 84.8723 139.909 .174 .134 .816
My teachers make me feel 
good about myself. 85.7702 128.482 .597 .512 .798

QR13 85.8634 132.012 .418 .237 .806
I believe that I will live 
beyond the age of 25 
years. 

85.0083 137.419 .277 .171 .813

QR15 86.5753 136.770 .222 .183 .816
My teachers care whether I 
am successful or not. 85.4959 131.423 .494 .334 .803

My parents are proud of 
me. 84.9230 134.947 .425 .294 .807

At my school, teachers are 
fair to everyone. 86.1776 127.734 .551 .489 .800

QR19 85.5225 138.463 .207 .186 .816
QR20 85.0826 138.566 .183 .173 .817
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If I work hard in school, I 
will be a successful adult. 84.8286 135.754 .426 .357 .807

I look forward to coming to 
school most days. 85.6584 130.792 .443 .318 .805

The children in my school 
live in my neighborhood. 85.9965 139.947 .142 .048 .819

My parents want me to go 
to school. 84.5360 139.564 .326 .268 .812

QR25 86.1701 139.108 .135 .137 .821
 

 

 

 

 Rotated Factor Matrix(a) 
 

Factor 
  1 2 3 4 5 
I feel safe at my school. .406 .166 .382 .157 -.011 
An adult in my family (or 
someone that is taking care 
of me) visits my school 
often. 

.209 .093 -.024 .225 -.029 

I enjoy learning at my 
school. .475 .218 .066 .521 .048 

QR4 .163 -.046 .579 -.020 -.026 
I will continue my education 
at a junior college or 
university. 

.113 .427 .033 .137 .052 

Students at my school trust 
the teachers. .620 .087 .206 .129 -.022 

Teachers are able to stop 
someone from being a 
bully. 

.560 .009 .198 .224 -.076 

I am hopeful about the 
future of the United States. .314 .266 .023 .216 -.018 

At my school, teachers 
respect the students. .775 .130 .073 .042 .030 

QR10 -.028 .010 .393 -.103 .097 
QR11 -.053 .295 .123 -.023 .292 
My teachers make me feel 
good about myself. .701 .189 .013 .228 .045 

QR13 .313 .076 .418 .094 .076 
I believe that I will live 
beyond the age of 25 
years. 

.082 .471 .085 -.013 .052 

QR15 .097 -.041 .484 .050 .050 
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My teachers care whether I 
am successful or not. .535 .271 -.008 .111 .065 

My parents are proud of 
me. .222 .521 -.011 .165 .103 

At my school, teachers are 
fair to everyone. .738 .068 .080 .123 .018 

QR19 .023 .159 .058 .022 .644 
QR20 -.077 .227 .375 -.027 .165 
If I work hard in school, I 
will be a successful adult. .171 .620 -.035 .238 .058 

I look forward to coming to 
school most days. .325 .209 .013 .543 .016 

The children in my school 
live in my neighborhood. .098 .121 -.052 .142 -.009 

My parents want me to go 
to school. .089 .608 .002 .064 .041 

QR25 .028 .011 .107 -.009 .509 
Extraction Method: Maximum Likelihood.  
  Rotation Method: Varimax with Kaiser Normalization. 
a  Rotation converged in 7 iterations. 
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The purpose of this paper is to examine the impacts of cognitive and linguistic factors 
that are involved in school children’s mathematical word problem solving behavior. The 
solution process involved in these problems requires that students successfully 
manipulate the mathematically-charged linguistic structures implicated in the relational 
statements of the problems in order to arrive at answers that fit the meanings of these 
problems. The researcher will use quantitative analysis of linguistic and cognitive errors 
involved in the construction of mathematical models students use to solve the problems 
and use clinical interview to describe students’ problem solving processes. This 
triangulation approach allows the researcher to grasp the positive integrative effect of 
linguistic and cognitive factors on students’ word problem solving behavior.    
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Introduction  

The purpose of this study is to describe and examine the problem solving 

behavior of middle school students when solving ‘compare’ word problems. Research 

shows that students tend to be less successful when solving relational word problems than 

when solving other types of word problems (Jean, 1999; Lewis and Mayer, 1987; Stern, 

1993).   Riley et al. (1983) categorize word problems into three major classes.  The first 

class consists of “change” problems in which a set of objects is transformed, by some 

action, to be either increased or decreased.  The second class is made of “combine” 

problems in which two sets of objects are merged together.  The third class consists of 

“compare” problems that contain two separate sets and a difference set.  Compare 

problems are recognized by the linguistic marker: “less than” or “more than.  

In particular, compare word problems are built with a relational statement that 

brings together the two sets to be compared (Lewis & Mayer, 1987). It is this relational 

statement that is the locus of attention in representing compare word problems. The 

relational statement can be presented in two symmetric forms that would require the same 

mathematical operation which leads to the solution of the problem. In one form, the 

relational statement is consistent with the problem solver’s information processing 

format, in which the unknown variable is the subject of the statement (e.g., John has five 

marbles. Tom has twice as many cookies as John. How many marbles does Tom have?). 

Thus, problems of this form are called consistent language problems. In the other form, 

the relational statement is inconsistent with the problem solver’s information processing 

format, in which the unknown variable is the object of the relational statement (e.g., John 

has 5 marbles. He has one seventh as many marbles as Tom does. How many marbles 
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does Tom have?).  Word problems that pertain to this form are called inconsistent 

language problems (Lewis & Mayer, 1987). 

Research (Jean, 1999) shows that middle grade students demonstrate higher rates of 

achievement when solving language consistent word problems than when solving 

language inconsistent word problems. In the same vein, Jean (1999) found that students 

were more likely to successfully solve language consistent word problems when the latter 

were additive than when they were multiplicative.   Thus, mathematical thinking is likely 

to have an interactive effect with language consistency on students’ performance in 

compare word problems. It is suggested that these problems present students with 

cognitive challenges that may be linked to their linguistic constructions.  

One may assume that the combination of the nature of the relational statement (of 

compare word problems) and the type of mathematical thinking that underlines the 

problem text may affect students’ performance when solving compare word problems. It 

is the intention of the researcher to investigate the thinking process of students when 

solving compare word problems.  

 

Research Questions 

1. How does the linguistic makeup of the problems affect students’ success in both 

consistent language problems and inconsistent language problems? 

2. What are the cognitive abilities that students demonstrate when solving additive 

vs. multiplicative compare word problems? 

3. What are the cognitive abilities that students demonstrate when solving consistent 

vs. inconsistent language problems? 

 

Method 
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To address the research question mentioned above, the researcher selected a 

sample of students, developed an instrument, collected data, and analyzed the data. 

Participants 

Participants of the study were upper elementary and middle school grade (5–7) 

students attending public schools in Connecticut. The students who were selected had 

similar reading and mathematical skills. An approximate number of 50 students 

participated in the study. These students were selected among the students who had 

permissions from their parents to participate in the study. 

 

Materials 

The materials that were used in the study were a tape recorder, notebooks, 

worksheets, calculators, paper test and pencils. The test materials were prepared by the 

researcher. The test was of made of 8 word problems. Each problem had three sentences. 

The first sentence addressed the quantification of the first set involved in the problem. 

The second sentence denoted an interrelationship between the first set mentioned in the 

first sentence and a second set whose content was not given. The third sentence (actually 

a question) characterized a multiplicative relationship between the second set and a third 

set.   

Data Collection 

The researcher administered the test to each student individually in a quiet room. 

Once the participants completed the problem solving task, the researcher conducted an 

interview with the student and tape-recorded him or her. The problem solving task and 

the interviewing session lasted for 60 minutes. During the interview session, the 

researcher probed students. He asked them from time to time questions that stimulated 

their thinking. For example, he asked “How did you translate the second sentence? How 
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does it help you solve the problem?” What does ‘Helen has 
5
1  as many books as Pete 

does’ mean to you? Is the problem difficult? Can you read it over? Can you restate the 

statement ‘Helen has 1/5 as many books as Pete does’ mean to you?’ in another way?” 

“Here is a set of a three statements: Can you point to one of the three statements that 

means the same thing as the second sentence of the problem?” 

 

Data Analysis 

In the process of data analysis, the researcher first created for each type of word 

problem a two-by-two contingency table that included the linguistic variable with 3 

categories (meaning preservation in the second sentence, Identification of linguistic 

symmetry, and pronoun-referent association) as columns and the cognitive variable with 

the three categories (i.e., use of proper operations in both first set relation and 

multiplicative thinking in second set association, use of opposite operation in the first set 

association only and perform successful multiplicative thinking in the second set 

association, and/or show lack of conceptual understanding by making erroneous 

associations between the first and third sentences or referring to other set information 

not related to the problem solution) as rows. There were 9 cells in the 3×3 tables for each 

problem type. The researcher counted the number of participants who satisfied the 

categorical definition of each cell. For example, a cell can mean the number of students 

who correctly identified the linguistic symmetry (on the linguistic variable) and 

committed no reversal errors (on the cognitive variable).   

The researcher presented a combination of both qualitative and frequency 

analyses to address the research questions. The quantitative analysis used frequencies and 

percentages of students who demonstrated either a designated linguistic attribute or a 
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designated cognitive attribute or both designated linguistic and cognitive attributes. The 

qualitative analysis documented the different thinking processes that a student 

demonstrated on the spot as the researcher questioned and/or probed him or her. The 

researcher used results from both the quantitative and qualitative analyses to present the 

relationship that existed between the linguistic and cognitive variables in the explanation 

process of students’ success across the two types of compare word problems and two 

types of mathematical thinking (additive and multiplicative).  

 
Significance of the Study 

The results of the study will allow teachers and school administrators to take 

appropriate measures to address the needs of students when facing cognitively 

challenging word problems. Being aware of students’ cognitive processes in word 

problem solving, teachers will be able to design teaching strategies that can help students 

develop adequate problem solving skills. These teaching strategies will consist in 

translation of linguistic expressions and mathematical model building. These new 

practices will allow teachers to assist students in developing conceptual understanding 

that is the underlying factor for successful mathematical problem solving.  

The study will provide teachers with the opportunity to be informed about the 

cognitive abilities students use when solving additive and multiplicative word problems. 

By the same token, the results of the study will enlighten teachers about the instructional 

interventions that can help students to improve their multiplicative thinking in problem 

solving.  Since the study has for purpose to investigate students’ additive and 

multiplicative thinking when solving compare word problems, teachers will be better 

equipped to assist students in their development of multiplicative thinking in regard to 

their current level of mathematical thinking. 

2008 HICE Proceedings 
Page 6561



 
 
Examination of the Features of Compare Word Problems 
          The purpose of this paper is to study the problem solving behavior that students 

demonstrate when solving compare word problems. Thus, it is noteworthy to describe in 

greater details compare word problems. They can come into two symmetric forms: 

consistent and inconsistent language problem. The distinction between these two forms 

resides in the structure of the relational statement which is the characteristic of compare 

word problems, in which two sets of objects are linked. In the consistent language 

problems, the unknown of the problem is the subject of the relational statement. On the 

other word hand, the unknown of the problem is the object of the relational statement 

(Mayer & Lewis, 1987). The grammatical structure of the consistent language problems 

is aligned with the processing format of the problem solver. In addition, the linguistic 

marker that outlines the relational statement directly indicates the type of arithmetical 

operation that is conducive to the solution process. However, the grammatical structure of 

inconsistent language problems runs oppositional to the problem solver’s processing 

format. A successful problem solver needs to mentally rotate the relational statement of 

the problem in order to fit it into the structure of the corresponding consistent language 

problem in which he or she will associate the linguistic marker to the corresponding 

arithmetical operation that leads to the solution of the problem. During the solution 

process, a problem solver is likely to commit error of not appropriately choosing the right 

arithmetical operation that corresponds to the mental rotation of the relational statement 

(Lewis & Mayer, 1987). In other words, an inconsistent language problem solver that 

selects an arithmetical operation which is directly related to the linguistic marker in the 

relational statement generates a reversal error due to a misrepresentation of the problem. 

Knowing that the success of inconsistency language problem solver resides in his 
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capacity to correctly transform the relational statement of the inconsistent language 

problem into a relational statement of an equivalent consistent language problem, the 

investigator proposes to study the influences of the features of inconsistent language 

problems on the problem solver’s success.  

        A further survey of compare word problems highlights that they are inherent of 

several features that are likely to influence the success of a problem solver. One, compare 

word problems are made of three sentences. The first sentence states the known set of 

objects. The second sentence establishes the relationship between the known set of 

objects in the first sentence and the unknown set of objects contained in the third 

sentence (presented as question).  

 The linguistic sophistication of the second sentence may impede students’ 

recognition of the communality between the first and the second sentence. For example, 

the linguistic construction of the following two sentences:  “At Amoco gas costs $2.50 

per gallon. This is $0.30 less per gallon than gas at Mobil.” does not completely offer a 

novice reader the opportunity to contemplate the line-by-line relationship between the 

cost of a gallon of gas at Amoco and the cost of a gallon of gas at Mobil. The second 

sentence terminates with ‘gas at Mobil’ instead of ‘gallon of gas’. A complete 

representation of the comparison of the cost of a gallon of gas at Amoco with that at 

Mobil requires of a reader to refer to his prior knowledge which will dictate him to fill 

the linguistic gap between the first and second sentences. At this point, a novice problem 

solver that is based only on the linguistic structure of the text of the problem may have 

difficulties fabricating a solution strategy that captures the genuine relationship between 

the first sentence and the second sentence. However, an experienced problem solver will 

shift his or her attention from linguistic structures of the relational statement to his 

knowledge of sets to compensate for the shortcomings of the linguistic structure of the 
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relational statement in order to genuinely represent the relationship between the first and 

second sentences. In referring to the example given above, a competent problem solver 

will see that the first sentence states the quantified value of a gallon of gas at Amoco and 

that the second sentence exhibits the difference between the quantified value (in dollars 

and cents) of a gallon of gas at Amoco and the quantified value of gas at Mobil. 

Conversely, a novice problem solver may otherwise contemplate through the second 

sentence the difference between the quantified value of a gallon of gas Amoco and gas at 

Mobil. This representation is faulty on two grounds. First, one cannot compare a 

countable set of objects with an uncountable set of objects. A set of gallons of gas is 

definitely an ordinal countable set of objects, in the sense that it has a one-to-one 

correspondence with the set of positive integers that is also countable. In other words, 

every number of gallons of gas in a sequential order corresponds to the elements of the 

set of positive integers. For example, ‘a gallon of gas’ corresponds to 1, ‘two gallons of 

gas’ corresponds to 2, and so on. The establishment of the countability of the number of 

gallons of gas is valid for the quantification of gas. Conversely, the absence of unitization 

of gas makes gas an uncountable set. In approaching the set of gas to the set of positive 

integers, one cannot find a one-to-one relationship between the elements of the set of gas 

with the elements of the set of integers.  Let’s imagine one can say that a sport utility 

vehicle (SUV) consumes more gas than a car. If we do not know how many units of gas 

each vehicle consumes, we may be in trouble to validly conclude that a SUV consumes 

more gas than a car does. In the same fashion, if one says that SUV consumes 2 gallons 

of gas hour and a car consumes gas per hour, one is also in difficulty to determine the 

relationship between the amounts of gas consumed by both vehicles. Second, one cannot 

mathematically compare two quantities of different units. This means, a countable set of 

number of gallons of gas does not have a one-to-one correspondence with an uncountable 
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set of gas vis-à-vis the set of positive integers. Therefore, the tentative construction of a 

mathematical relationship between the contents of the first sentence and those of the 

second sentence of compare word problems that is based only grammatical structure is 

not valid. Once again, the representation of word problems implies more than a line-by-

line linguistic structure of the text. It requires of a problem solver to refer to a prior 

template that fit the contents of the problem at hand. This schema will force the problem 

solver to impose a unit (e.g., gallons) on gas in order to construct a genuine comparison 

between the amounts of gas consumed by a car and a SUV.  

        Two, the relational statement can be made up of two types of linguistic markers: 

additive and multiplicative. The additive markers are ‘more . . than’ and ‘less . . than’. On 

the other hand, the multiplicative linguistic markers are ‘n times .. as many’ and ‘1/n 

times . . as many’. Previous findings allure that the nature of the linguistic markers may 

influence students’ capability to confection equivalent relational statements that fit the 

construction of consistent language problems. Additive markers such as ‘more than’ or 

‘less than’ may be more conductive to the identification of language symmetry than 

multiplicative markers like ‘n times as many’ and ‘1/n times as many’. For example, 

students probably can see the relationship between ‘Albert has 6 baseball cards more 

than Dan’ and ‘ Dan has 6 cards less than Albert’ at much higher rates than between 

‘Robert has 4 times as many cards as Sean’ and ‘Sean has ¼ as many cards as Robert’. 

Since students develop additive thinking at earlier stages of their lives than they do 

multiplicative thinking, they must be proficient in recognizing or creating symmetric 

relational statements that fit problems involving ‘more than’ or ‘less than’.  

       The linguistic markers included in the relational statement are also identified as 

negative and positive. Linguistic markers such as ‘more than’ and ‘n times . . as 

many’ are positive markers. On the other hand, linguistic markers like ‘less than’ and 
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‘1/n times . . as many’ are considered negative. The positivity and negativity of 

linguistic markers are acquired through cultural preferences in the sense that adults 

feel more tuned to refer to ‘more’ than to ‘less’ by expressing the same idea. For 

example, it is commonplace that an adult would say that “I have more books than my 

friend does.” more than she would say “My friend has less books than I do.” Thus, 

there is no doubt that the types of linguistic markers used in the relational statements 

can influence a problem solver’s success when solving compare word problems. 

 However, it remains to find out if students may develop preferences when it comes to 

creating relational statements, starting with ‘more than’ or ‘less than’. Research 

shows children are more apt to understand relationships that are expressed with ‘more 

than’ than with ‘less than’. This fact is due to the surrounding environment that 

nurtures ‘more’ more than ‘less’. It is popular to observe among adults utterances like 

‘I have more money’, ‘Sean is taller than Jack’. Thus, children seem not to see that 

these two sentences are equivalent: ‘Sean is taller than Jack’ and ‘Jack is less tall 

than Sean’. This inability may affect students’ capacity of creating equivalent 

relational statements that fit consistent and inconsistent language problems, 

respectively. In other words, students may be more successful to convert relational 

statements of inconsistent language problems into relational statements of 

corresponding consistent language problems when the original relational statement 

involves ‘more than’ than when it involves ‘less than’. 

          Similarly, the inclusion of multiplicative markers like ‘n times as many’ and 

‘1/n times as many’ in compare word problems may impede children’s performance 

in compare word problems. In the same fashion that ‘more’ is more used than ‘less’, 

‘n times . . as many’ is more frequent among adults and children than ‘1/n times . . as 

many’. For example, relationships like ‘Marie has 5 times as many T-shirts as Karen 
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does’ and ‘Ken has 1/5 as many T-shirts as Marie does’ are not necessarily seen as 

equivalents among children to the fact that adults do not nurture children’s 

mathematical thinking equally with both linguistic markers. Culturally, the use of 

negative markers is discouraged to the benefit of the use of positive markers. Thus, 

children are likely to have difficulty to identify the equivalence between the relational 

statements of both inconsistent and consistent language problems, let alone establish 

the equivalence by themselves. Therefore, students are more likely to succeed in 

solving compare word problems than involve ‘n times. . as many’ than compare word 

problems that involve ‘1/n times . . as many’.  

Three, a close look at the linguistic markers indicates different mathematical 

operations such as addition, subtraction, multiplication, and division, operation of 

fractions. Addition and subtraction come under the additive operations that define 

additive thinking. Conversely, multiplication and division are corresponding 

multiplicative operations that define multiplicative thinking. The multiplicative 

operations involve multiplying or dividing whole numbers with fractions. The 

incorporation of fractions in the multiplicative operations is likely to interfere with 

problem solvers’ capacity to successfully solve compare word problems. Indeed, the 

conceptual understanding of fractions remains a Gordian knot in novice problem 

solvers’ skills.  

Four, the grammatical structure of the relational statement of compare word 

problems can also impact the problem solver’s ability to correctly transform the 

relational statement of an inconsistent language problem into that of an equivalent 

consistent language problem. In some cases, the pronoun that links the first 

proposition with the second proposition (i.e., the relational statement) is a personal 

pronoun like he, she, or it.  For example: ‘Helen has 12 pairs of shoes. She has three 
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pairs of shoes more than Alice.’ In other cases, the pronoun that relates the first 

proposition with the second proposition may be a demonstrative pronoun such as 

‘this’. For example: ‘Gas at Amoco costs $2.40 per gallon. This is 50 cents less than 

gas at Mobil.’ Now, it remains to investigate to which extent the nature of the 

pronoun may influence the problem solver in his recognizing the link between the 

first and the second sentences. Previous studies show that young children may 

encounter difficulties in processing the referential roles of pronouns (Wykes, 1981). 

As children develop higher thresholds in reading comprehension, they become more 

proficient in recognizing the referential role of pronouns (whether personal or 

relative) in the structure of relational statements. In a search for the pronominal 

reference, a proficient reader is required to select and test possible referents that can 

be the exact referent for the pronoun. The proficiency with which a problem solver is 

capable of linking a referent sentence to another sentence resides in his capacity to 

identify the communality that the referent sentence shares with the pronominal 

sentence. For example, a student must realize that “This” in the expression: “This is 

50 cents less than gas at Mobil” refers to the cost of a gallon of gas at Amoco. When 

a child is able of identifying the referent sentence that is represented by the pronoun, 

he or she is in position to correctly transform the relational statement “This is 50 cents 

less than gas at Mobil” into “Gas at Mobil costs 50 cents more per gallon than gas at 

Amoco.” Again, the recognition of the pronominal reference may tax the cognitive 

processing in regard to confectioning a solution model for the unknown variable of an 

inconsistent language problem. Thus, students who are trained to search for 

pronominal referents between adjacent sentences are more apt to be successful in 

solving compare word problems. 
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       Fifth, a close examination of compare word problems indicates that presence of 

rates may also impede students’ cognitive processing of compare word problems in 

several ways. First, students may not realize that rates are written as ratios of two 

quantities of different units (Singh, 2000). For example, expressions like ‘Gas at 

Amoco sells $2.30 per gallon’ and ‘Butter at Met Food costs 50 cents per stick’ are 

compound statements that may interact with students’ multiplicative thinking while 

solving both forms of compare word problems. Students must be aware of the 

existence of the two quantities in rates when they compute the sale price of 5 gallons 

at Amoco or the total sale price of 12 sticks of butter at Met Food. Students must 

realize that butter is not directly quantified but sticks that become units of 

measurement of butter.  

    Similarly, the quantification of gas is done through its unit of volume that is 

gallon. Therefore, students must know that they multiply $2.30 by 5 gallons and 

divide the product ($2.30*5 gallons) by gallons in order to get the total sale price of 

gas in dollars. Again, student must realize the proportional relationship between 

dollars and gallons before they can internalize ‘$2.50 per gallon’ as a rate.  The 

conceptualization of rates may account for a substantial proportion of variance in the 

success of compare word problem solvers.  The presence of rates in relational 

statements in both forms of compare word problems may influence students’ capacity 

to develop a solution model that is appropriate to the problem at hand.  

 

Students’ Performance in Compare Word Problem 

Previous studies (Mayer & Lewis, 1987; Stern, 1993; Jean, 1998; Jean, 1999) 

have shown that students committed more reversal errors when solving inconsistent 

language problems than when solving consistent language problems. In addition, 
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research supports that students’ ability of identifying language symmetry embedded 

in pairs of linguistic markers such as ‘n times as many and 1/n times as many’ & 

‘more than n and less than n’ is highly related to their successful performance in 

inconsistent language problems. Research also shows that multiplicative thinking is 

capable of influencing students’ performance in compare word problems. In other 

words, students who are able to master multiplicative thinking are more likely than 

students who can only demonstrate additive thinking to solving inconsistent language 

problem with successful results. Previous study (Jean, 1999) also found that language 

symmetry and mathematical operation had a significant interactive effect on students’ 

reversal error generation in compare word problems. In other words, students tended 

to commit the same amount of reversal errors in multiplicative and additive problems 

when they could identify language symmetry with both multiplicative and additive 

linguistic markers; but they tended to generate more reversal errors in multiplicative 

problems than in additive problems when they could identify language symmetry 

with only additive markers.  

    Similarly, Jean (1999) found that language symmetry and language consistency 

had a significant interactive effect on students’ performance in compare word 

problems. Students who showed complete mastery of language symmetry generated 

the same amount of reversal errors when solving both consistent and inconsistent 

language problems while students who demonstrated partial mastery of language 

symmetry committed more reversal errors when solving inconsistent language 

problems than when solving consistent language problems. The above findings 

suggest that students have strong difficulties to solve inconsistent language problems. 

This difficulty resides in the nature of the relational statement. The fact that the 

subject of the second sentence that relates to the previous sentence (which captures 
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the number of objects in the set) is a personal pronoun does not match with the 

processing format of the problem solver. The latter expects that the subject of the 

relational statement would be related to the unknown of the problem. This unexpected 

presentation, albeit grammatically correct, upsets the problem solver’s processing 

format and negatively affects his or her chance of solving the problem correctly. In 

other words, the problem solver is likely to mis-represent the situation described in 

the problem text and not be able to mentally rotate the relational statement of the 

inconsistent problem in a format that corresponds to the relational statement of an 

equivalent consistent language problem (Kintsch & Greeno, 1985). Thus, the success 

of inconsistent language problem solvers resides in their proficiency of converting 

relational statements of inconsistent language problems into relational statements of 

corresponding consistent language problems.  

      The grammatical construction of relational statements in inconsistent language 

problems is likely to play an important role in students’ competence of contemplating 

symmetric forms of the same idea. Since the subject of the relational statement of 

inconsistent language problems starts with a personal pronoun, it remains to find out 

the difficulty that students may have in relating this personal pronoun to its identifier 

in the first sentence.  

      In addition, students’ failure in inconsistent language that involves negative 

multiplicative markers is associated with their conceptual understanding of fractions. 

In general, students tend to have difficulties to represent fractions when solving word 

problems. Students misunderstand the relational role of fractions in the representation 

of a mathematical problem. They seem to treat fractions in the same manner they treat 

other rational numbers. They fail to contemplate the proportional relationship 

between two quantities having the same reference. The acquisition of fractions 
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requires that students visualize the multiplicative relationship that exists between two 

sets of quantifiable objects. When a student must determine the number of objects 

included in a set through the intermediacy of a multiplicative relationship with 

another set of objects, she or he needs to have not only a good conceptual 

understanding of fractions, but also sufficient procedural skills to operate on the 

fraction and the given quantity of objects. Thus, the use of fractions, in combination 

with language symmetry, may render the task of creating mirror images of relational 

statements between inconsistent and consistent language problems much more 

difficult. It is likely that students will improve their performance in solving 

multiplicative compare word problems when they are able to represent fractions and 

language symmetry equally well.  

       Again, the linguistic markers that make up the relational statements of compare 

word problems are mathematically loaded. For example, ‘more’ indicates addition, 

‘less’ implies subtraction, and ‘n times as many’ indicates multiplication. They are 

likely to be the sole guides for novice problem solvers to represent a problem and 

thus create a solution model. However, a crude translation of these key words into 

mathematical operations is not sufficient to successfully solve inconsistent language 

problems. Students must also consider the situation that undergirds the problem in 

order to make a good use of key words in compare word problems. In other words, 

conceptual understanding must be the driving force in compare word problem solving 

that will dictate which mathematical operation to use to confection a solution model 

for the problem at hand. Conceptual understanding is the resulting formation of a 

schema that encompasses decomposition of textual propositions into mental 

representations, adjustment of mental representations to the situation that cuts across 

the problem text, and connection with prior knowledge.  Obviously, a student will be 
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successful in solving consistent language problems with the only assistance of 

linguistic decomposition of key words involved in the problem. The process is 

somewhat straightforward in the sense that the linguistic construction of consistent 

language problems already fits the problem solver’s processing format. The complete 

cycle of conceptual understanding is not even necessary for a novice problem solver 

to successfully solve consistent language problems. He may skip the process of 

searching for the situation that is described in the text. In a few words, his success 

depends on how well he can translate the actual linguistic markers into mathematical 

operations. In other words, the linguistic construction of the text is directly associated 

with the solution model. 

        However, the success of a student when solving inconsistent language problems 

depends on his capacity to create a global view of the text that surpasses the sole 

knowledge of key words involved in the problem. This global view incorporates a 

relationship with a prior template that fits the problem at hand. It is the result of the 

recognition of this template that leads a problem solver to confection a relational 

statement that fits the corresponding consistent language problem. Now, it remains to 

investigate the retrieval process that is conductive to the right template. The above 

analysis shows that there are several components of the compare word problems that 

directly or indirectly influence the fabrication of the solution model which can be 

validated by the reality check. The grammatical construction of the relational 

statements of inconsistent language problems is revealed to be in contradiction in the 

way human beings process information. It is presented that the unknown of the 

problem is the object of the relational statement and the subject of the relational 

statement is directly related to the first sentence that describes the known quantity. 

Now, the bulk of the task of recognizing a template that matches the gist of the 
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problem text heavily depends on how well the problem solver can decompose the 

propositional material and create an adequate mental representation. In other words, 

the easiness with which a problem solver can make sense of the relationship between 

the linguistic structure of the relational statement (of inconsistent problems) and the 

content of the first sentence greatly accounts for his ability to fabricate a relevant 

solution model, which requires a mental rotation of the relational statement. However, 

the influence of the mental manipulation of the linguistic structure of the relational 

statement in creating an appropriate solution model is conditional upon the presence 

of other factors like quantified rates, the mathematical nature of linguistic markers 

and fractions involved in problems. Thus, it is more appropriate to ask, What is the 

probability that the linguistic structure of the relational statement will influence the 

success of an inconsistent problem solver given that he is able or not to make sense of 

quantified rates, that he is competent or not to handle fractions, and that he is capable 

or not to create language symmetries with both positive and negative markers?  In 

other words, the question suggests that the effect of the linguistic structure of the 

relational statement on creating a corresponding relational statement that fits the 

problem solver’s processing format is nonlinear.  

An investigation of the functioning of the conscious memory of a human problem 

solver will allow us to visualize the suggestion made above (Anderson, 1995). The 

good functioning of the working or conscious memory requires that information 

chunks are well organized in the storage area of the working memory so that 

information processing can be maximized. The successful organization of chunks of 

information in the storage area of the working memory is based on how well they 

were stored in the long term memory so that they can be retrieved in large numbers. 

In addition, the more the chunks of information are organized, they less space they 
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occupy in the working memory, thus the more space is available for information 

process. In the same fashion, when students develop a good understanding of the 

interrelations among linguistic structure of the relational statements, quantified rates, 

linguistic markers, and fractions, they will be able to retrieve them from their long-

term memories for information process as an organized package. Thus, the positive 

effect of any of these chunks of information on confectioning a relational statement 

(that fits the problem solver’s processing format) will be adjusted by the concomitant 

effects of the other pieces of information.  

       On the other hand, when a student does not master at least one of the pieces of 

information (i.e., markers, fractions), the effect of the grammatical structure of the 

relational statement (for example) on the fabrication of a relevant solution model will 

be decreased by the effects of the other factors (e.g., linguistic markers). In other 

words, even though students may have a good understanding of the grammatical 

structure of the relational statement of inconsistent language problems, they will have 

difficulties to process a template that perfectly matches the problem at hand if they do 

not maximize their understanding of these particular components such as the 

mathematical tenor of the linguistic markers and fractions that may constitute 

compare word problems. The reason is that the different pieces of information are not 

well stitched together in the working memory; therefore, they occupy so much space 

in the working memory that there leaves so little space for information process and 

conceptual understanding. As a result, novice problem solvers are likely to come up 

with a solution model that is not relevant to the gist of the problem.    

       In addition, the poor organization of information in the working memory may 

prevent novice problem solvers from realizing that their solution model is faulty in 

the sense that they cannot exercise their metacognitive skills to monitor the results of 
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their problem solving strategies. This metacognitive task would allow them to 

compare the efficiency of their solution model with other alternative solution 

strategies. At this point, students may realize that the key words mentioned in the 

problem text do not translate in a one-to-one relationship to the valid solution model. 

Thus, they would reconceptualize the problem in a different way that captures the full 

essence of the problem. This is the time when students will look back at their prior 

knowledge and selectively retrieve a schema that does not fit the key words 

mentioned in the relational statements of the inconsistent language problems, but the 

situation described in the problem text.  

         Again, the nature of the grammatical structure of inconsistent language 

problems provides us with the opportunity to examine the cognitive functioning of a 

sophisticated problem solver that can successfully jogs between reading 

comprehension and problem solving strategies. The problem solver collects 

information from the problem text at two levels. First, she locally reads every one of 

the textual propositions that compose the problem and translates each of them in 

some mental form in the working memory. The efficiency with which the problem 

solver inputs information is associated with the grammatical rectitude of the 

propositions. However, this phase of data collection is not sufficient yet to guarantee 

conceptual understanding that will lead to successful problem solving. In order to 

complete the full cycle of conceptual understanding, the problem solver must perform 

a global reading of the different textual propositions in order to make sense of the 

situation described in the text. It is important to highlight that key words can be 

deceptive in confectioning an appropriate solution model if a problem solver stops his 

or her data collection at the local stage of reading. In particular, inconsistent language 

problems require students to develop a conceptual understanding that surpasses the 
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sole recognition of key words mentioned in the problem. The success of an 

inconsistent language problem solver definitely requires of him or her to develop a 

global view of the different textual proposition in order to fabricate a solution model 

that rightly responds to the tenor of the problem at hand. It is noteworthy to mention 

that this global view is undergirded by a selected schema retrieved from the long-term 

memory. 

        On the other hand, consistent language problem solvers do not have to burn so 

many cognitive energies which are tantamount to the search of an appropriate 

template that is removed from the textual composition of the problem to fabricate a 

realistic solution model. The grammatical structure of the relational statement is in 

direct correspondence with problem solvers’ processing format. The key words by 

themselves are sufficient to help problem solvers retrieve a schema that corresponds 

to the gist of the problem. In solving consistent language problems, problem solvers 

may carelessly read each of the textual propositions and formulate a model of 

solution. In other words, the correctness of the grammatical structure of the 

propositions is sufficient to help problem solvers discover the solution model without 

having to endeavor any mental rotation of the relational statement. Thus, a correct 

solution to consistent language problems cannot tell if a problem solver has a deep 

conceptual understanding of the problem. For, conceptual understanding is a 

relationship between prior knowledge and current information.  

         The examination of the two forms of compare word problems may leave the 

opportunity for the researcher to investigate students’ solution strategies that may go 

off the assumptions proposed by Lewis and Mayer (1987). Again, the differential 

interpretation of the several components of the compare word problems may account 

for unpredictable models of solution. As reviewed above, the presence of different 
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varieties of pronouns (i.e., personal or relative), the inclusion of either positive or 

negative linguistic markers, the incorporation of rates in the problem, or the inclusion 

of fractions in the linguistic markers, may influence a novice problem solver’s 

behavior in many different ways. Students may capitalize on one or two of these 

several components to confection a solution model. Again, students will arrive at a 

solution alternative that is irrelevant to the situation described in the text. However, it 

is as important to find out about these students’ problem solving strategies as to 

survey their mode of thinking to evaluate why they committed reversal errors or not. 

These unexpected solution models can provide cognitive psychologists and 

mathematics educators a wealth of information in order for them to enhance the 

modeling of students’ problem solving behavior and to improve instruction and 

learning. 

 

Language and cognitive development 

    The above discussion of the compare word problem solver’s behavior highlights 

the importance of both language and cognitive development in mathematical problem 

solving. The cognitive bearing of compare word problems resides in the ability of 

students to contemplate two sets of objects being linked by a difference set, in which 

one set of objects is given and the other set is not known but is implied through the 

difference set. Once problem solvers realize that these sets of objects are related by a 

given mathematical relationship, they will be constrained to determine how to 

manipulate the relational statement to find the content of the unknown set. Here, 

being aware of the existence of two sets and in how they exist (as suggested in the 

relational statement) has the greatest weight on the approach in which problem 
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solvers will act upon the relational statement to distribute the frequencies of objects 

of the two sets.  

In Piaget’s (1972) cognitive development treatise, we find that children who reach 

at least their concrete operational stage can demonstrate the principle of conservation 

and reversibility. They can realize that the volume of an object is the same as it goes 

under different forms. An operational thinker is likely to see the sameness of the 

volume of water held in two containers of different shapes.  In the same fashion, these 

children can demonstrate reversibility and interrelationships between two sets. 

Equivalently, operational thinkers are likely to be cognitively competent to solve both 

forms of compare word problems. They can contemplate the interrelationships 

between two sets and visualize the contents of each of two sets through the binding 

relationship between them.  

On the other hand, the linguistic sophistications of problem solvers will facilitate 

their proficiency in executing each of the different steps shown in the cognitive 

model. The nature of the linguistic markers and the grammatical structure of the 

relational statement account for a great deal in the problem solver’s capacity of 

deciphering the schema to use to solve the problem. In addition, the orthogonal 

projection of each of the textual propositions onto the mental representation (which is 

seated in the working memory) requires for an impeccably pragmatic and semantic 

knowledge of the words, which outline the problem text. As argued above, the extent 

to which problem solvers can create a relevant solution model varies with the degree 

of the coherence which exists among the different chunks of textual and mental 

information. Such coherence takes shape in the conceptual understanding 

development which transcends individual pieces of information.  
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The positive cohabitation of language and cognition resides in the fact that 

language can propel problem solvers to discover certain higher-order thinking areas 

that would go unnoticed. In particular, inner language serves as lubricating oil that 

facilitates the connection of thoughts and ideas in the working memory.  That 

connection should facilitate a problem solver to visualize the way of transforming the 

relational statement of the inconsistent language problem to fit the relational 

statement of the corresponding consistent language problem. Since research (Lewis & 

Mayer, 1987) showed that individuals who reached the operational stage failed to 

solve inconsistent language problems, it is likely that linguistic sophistication may 

account more than cognitive development for problem solvers’ failure in inconsistent 

language problems. 

Whereas one is conscious of the interrelated functioning of the cognitive and 

linguistic development in the successful modeling of compare word problems, one 

may not know which one of two dimensions (cognition or language) is absent when 

problem solvers fail to provide for the efficient model to solve inconsistent language 

problems. In fact, language and cognition develop with the support of one another 

after children reach the minimum threshold of language development. Thus, it is 

suggested that the success of a mathematical problem solver can be boosted through a 

deliberate effort of enhancing students’ understanding of vocabulary and 

mathematical expressions. By the same token, the deficiency of either language or 

mathematical expressions is likely to impede the success rate of a problem solver due 

to the intimate interrelationships that exist between language and mathematical 

expressions.  

 

Analysis of the Results on Students’ Problem Solving Behavior  
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The analysis of students’ problem solving behavior will be examined within each 

type of Compare word problems (i.e., Consistent and Inconsistent Addition, Consistent 

Subtraction, Consistent and Inconsistent Multiplication, and Consistent and Inconsistent 

Division). The analysis will be conducted at two different levels. A descriptive, non-

inferential statistical analysis will be conducted at the linguistic and cognitive 

constitution of each problem type. The descriptive statistical analysis will be done across 

the different linguistic and cognitive components of the problem types. The linguistic 

variables pertain to meaning preservation, pronoun-referent identification, and 

identification of language symmetry.  

The cognitive variables allude to logical associations of the three sets depicted in 

the three statements of each problem type. Perception of sets association is further broken 

into three sub-categories: (1) One set relation in which participants associate sets in a 

genuine manner that capture the gist of the problem; (2) Set association in which students 

commit reversal errors in referring to proper sets; (3) set relation in which students 

committed severe lack of conceptual understanding in which they associate sets that are 

not conceptually related. The researcher will present the relationship that exists between 

the linguistic and cognitive variables in the explanation of students’ success across the 

different types of compare word problems. The purpose of this section of this analysis is 

to evaluate the interdependence of the linguistic and cognitive constitution in successful 

word problem solving. This analysis will also shed light on students’ relative strengths 

when solving additive versus multiplicative Compare word problems.  

Second, a qualitative analysis of each problem type will also be conducted. In 

such a case, the researcher will select two students’ sample work to examine their 

individual thinking processes. The qualitative examination of selected students’ work will 

help the researcher investigate the dynamic of students’ thinking as they constructed 
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meanings and confectioned solution models. In some cases, the researcher probed 

students to have a better idea of their conceptual understanding and creation of problem 

solving strategies. In other cases, the researcher just examined students’ works to capture 

their problem solving behavior.  

 

Descriptive Statistical Analysis of Students’ Problem Solving Behavior 

This portion of the analysis looks at the frequency distribution of different 

linguistic and cognitive traits that students demonstrated when solving each type of 

compare word problem. The statistical analysis, albeit descriptive, sheds light on how 

these linguistic and cognitive components can be use to model successful compare word 

problem solving. 
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 1. Analysis of Consistent Addition Word Problems 
 
Table 1  –  Frequency Distribution of Consistent Additive Word problems 
                           Cognitive variable 
     
Linguistic 
Variable 

Use of proper  
operations in 
the first set 
relation and 
multiplicative 
thinking in 
second set 
association 
 

Use of 
opposite  
operation in 
the first set 
association 
and 
multiplicative 
thinking in the 
second set 
association 
(Reversal 
error) 
 

 No 
reversal 
error and 
the first set 
relation 
completed 
only to 
address the 
problem 
solution 
 
 
 

Severe lack of 
conceptual 
understanding in 
which 
participants 
make 
associations 
between the first 
and third 
sentences or 
refer to other set 
information not 
related to the 
problem solution 
 

Total

Language 
Symmetry  
Identification 

24 2 2 0 28 

 
Second 
Sentence 
Preservation 

 
9 

 
0 

 
2 

 
0 

 
11 

 
First 
Sentence 
Preservation 

 
9 

 
0 

 
1 

 
0 

 
10 

 
Number of 
participants 

 
32 

 
2 

 
2 

 
1 

 
37 

 

The table indicates that 28 out of 37 students correctly identified language 

symmetry. Twenty-four of those 28 students correctly solved the consistent language 

addition problem. It is important to notice that these 24 students represented 75% of the 

students who solved the problem without committing reversal error. Of the remaining 4 

students who correctly identified language symmetry, 2 students generated reversal errors 

when solving the problem and the other 2 students did not generate reversal errors but 
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stopped short from completing the step of the solution process (which was to find the cost 

of 4 gallons of gas at Texaco).  

Conversely, the data revealed that only 8 out of 32 (or 25%) participants who 

could correctly solved the consistent addition problem without generated reversal error 

but could not correctly identify the mirror-image of the relational statement. When the 

percentages of students who did not generate reversal error (whether they completely or 

incompletely solved the consistent addition problem) were combined, there were still 

25% of students who could mentally represent the relational statement without 

internalizing the linguistic content of the second sentence. In other words, the processing 

format of the problem solvers fit so well the format of the consistent addition word 

problem that they [problem solvers] could pay less or no attention to the language that 

supported the situation described in the problem. Hence, these 25% of students could 

capitalize so much on the key word ‘more than’ inserted in the problem text that they  

might dismiss any other linguistic aspect that could additionally contributed to the 

understanding of the problem.  

In addition, the data pointed out that there were 11 students out of the total sample 

(n = 37) who attempted to translate the second sentence without changing its meaning. 

However, a qualitative observation of the students’ papers revealed that students found it 

difficult to propose another form to write a sentence that fits their thinking. For example, 

when the researcher proposed to them to rewrite in their own words the following 

sentence “Butter at Food Met cost $.30 more per stick than butter at Shaw’s.” more than 

half (26 out of 37) of the students either did not write anything or wrote “the sentence is 

o.k. to me”. Yet, one must not derive from this result that poor language development as 

demonstrated in students’ inability to preserve the relational statement is related to 

successful problem solving. The result above just meant that the majority of the students 
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who could solve correctly the problem without being able to identify the symmetry of the 

relational statement could complete their mental representation of the problem without 

the support of a sophisticated language development. 

       Surprisingly, out of the 11 students who could correctly preserve the meaning of the 

second sentence there were 9 of them who correctly solved the two-step consistent 

addition word problem. It is important to highlight that these 9 students were among the 

24 students who could correctly identify the mirror-image of the relational statement. 

This result greatly supported that that language symmetry identification and preservation 

of the second sentence all contributed to the conceptual understanding of compare word 

problem. In fact, these two tasks are just two different methods to measure the same 

concept. The task of selecting one of three or four statements that correctly matched the 

meaning of the second sentence (or the relational statement) is amount to the same thing 

as asking the participants to rewrite the second sentence in their own words without 

changing its meaning. Both tasks pointed to the participants’ ability to contemplate the 

relationship between the cost of a stick of butter at Met Food and the cost of a stick of 

butter at Shaw’s.  

 Moreover, the data showed that the other 2 out of 11 students (who could preserve 

and identify the second sentence) also did not generate reversal error when solving 

consistent addition word problem, but stopped from completing the second solution step. 

In sum, every student who correctly translated the second sentence ended up completing 

the first step of the solution process, which was crucial in the determination of the cost of 

3 sticks of butter at Met Food. The results of this exploratory analysis were aligned with 

previous studies (Lewis & Mayer, 1987; Stern, 1993; Jean, 1999) in the sense that 

language development is associated with successful problem solving in consistent 

language problems. 
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2. Analysis of Inconsistent Addition Word Problems 
 
Table 2  –  Frequency Distribution of Inconsistent Additive Word problems  

 Cognitive Variable 
 
Linguistic 
Variable 

    

 Use of proper  
operations in 
the first set 
relation and 
multiplicative 
thinking in 
second set 
association 
 

Use of 
opposite  
operation in 
the first set 
association 
and 
multiplicative 
thinking in the 
second set 
association 
(Reversal 
error) 
 

 No 
reversal 
error and 
the first set 
relation 
completed 
only to 
address the 
problem 
solution 
 

Severe lack of 
conceptual 
understanding in 
which 
participants 
make 
associations 
between the first 
and third 
sentences or 
refer to other set 
information not 
related to the 
problem solution 
 

Total

Language 
Symmetry 
Identification 

 
7 

 
5 

 
0 

 
0 

 
12 

 
Pronoun-
Referent 
Identification 

 
5 

 
5 

 
0 

 
0 

 
10 

 
Second 
Sentence 
Preservation 

 
9 

 
0 

 
0 

 
0 

 
9 

 
First 
Sentence 
Preservation 

 
12 

 
8 

 
0 

 
0 

 
20 

 
Number of 
participants 

 
19 

 
15 

 
0 

 
2 

 
36 

 
The frequency table above indicates that 19 out of 36 participants correctly solved 

the inconsistent addition word problem. In other words, participants correctly identified 

three sets of objects as depicted by the cost of a gallon of gas at Amoco, the difference set 

that related the set of costs of a gallon of gas at Amoco and the set of costs of a gallon of 
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gas at Texaco, and the set of the costs of 4 gallons of gas at Texaco. Participants correctly 

used the arithmetic operation (i.e., addition) to find the cost of a gallon of gas at Texaco 

by referring to the cost of gallon of gas at Amoco and cost difference that related the cost 

of a gallon of gas at Amoco and the cost of a gallon of gas at Texaco, as stipulated by the 

relational statement: “This is $.30 less per gallon than gas at Texaco)”. Finally, the 

participants successfully found the cost of 4 gallons of gas (i.e., $11.56) at Texaco by 

multiplying the cost of a gallon of gas at Texaco by 4 gallons. 

In addition, the data highlighted that 15 out 0f 36 students were successful at 

identifying the two sequential steps involved in the problem solution, but committed 

reversal errors when computed the cost of a gallon of gas at Texaco. In other words, 

students used subtraction instead of addition to determine the cost of the gallon of gas. 

Similarly, the data evidenced that only 2 students demonstrated severe lack of conceptual 

understanding in which they associated the first and the third statement of the problem or 

referred to quantitative information not mentioned in the problem.  

The analysis revealed that 12 out of 36 students who correctly identified the 

symmetry of the relational statement.  In addition, 7 of them could correctly solve the 

two-step inconsistent addition word problem. Hence, there were five remaining students 

who were not successful at solving the two-step inconsistent addition problem. The above 

analysis indicated that identification of language symmetry seemed not to be related with 

the correct solution process of inconsistent language problem. In other words, the number 

of students who could correctly identified the language symmetry (i.e., “This is $.30 less 

per gallon than gas at Texaco”) was approximately distributed between those who could 

solve the two-step word problems without committing reversal errors and those who 

could solve the two-step word problems while committing reversal errors.  
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 In the same fashion, the data showed that among 10 students who could identify 

the referent of the pronoun “This”, there were 5 of them (or 50%) who did not generate 

reversal error when solving the inconsistent addition problem. In other words, being able 

to identify the referent of a pronoun did not make any difference in one’s ability to solve 

an inconsistent addition word problem. Hence, this result support the assumption that 

pronoun-referent identification is related to the understanding of the relational statement 

and thereby the mental representation of the problem at hand.  

On the other hand, the data highlighted that among 19 students who did not 

generate reversal error when solving the inconsistent addition problem there were 14 of 

them who could not identify the referential meaning of the pronoun “this”, 12 out them 

who could not identify the mirror-mage of the second sentence solved the inconsistent 

addition word problem without generating reversal error. This was evident that students 

experienced great language deficiencies in expressing their thoughts verbally, while they 

might have strong cognitive abilities to help them confection a solution model that 

corresponds to the situation described in the problem at hand.  

Again, the examination of the data indicated that the 9 students who correctly 

preserved the meaning of the second sentence correctly solved the two-step inconsistent 

addition word problem. However, these 9 students represented only 47.37% of the 

students who could solve the problem without generating reversal errors. This means that 

52.63% of the students who could not correctly preserve the meaning of the second 

sentence were successful at solving the inconsistent addition word problem. As a result, 

students experiences major obstacles to demonstrate their linguistic knowledge while 

confectioning a solution model. This suggests that students’ language development trail 

behind their cognitive development. 
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Combined Analysis of Consistent and Inconsistent Addition 

The results of the descriptive analysis revealed that students were more apt to 

demonstrate the two sequential stages involved in the solution process without generating 

reversal error when solving consistent addition word problems (86%) than when solving 

inconsistent addition word problems (53%). Similarly, students were more likely to 

commit reversal errors when solving inconsistent addition word problems (42%) than 

when solving consistent addition problems (5%). In the same fashion, the data showed 

that students slightly tended to demonstrate more severe conceptual misunderstandings 

when solving inconsistent addition word problems (5%) than when solving consistent 

word problems (3%). However, the data showed that students could identify the two set 

relations involved in the problem solution when solving (95%) at a higher rate than when 

solving consistent addition problems (91%). As a reminder, students could still correctly 

identify the set relations even though they commit reversal error (i.e., using an arithmetic 

operation that was incongruent with the situation described in the problem) when 

completing the first set relation. However, they needed to demonstrate their 

multiplicative or additive thinking when completing the stage of the solution, i.e., 

obtaining the cost of 3 sticks of butter. In case that students used any other operations 

(like division or subtraction) that were relevant to the relation between the cost of one 

stick of butter and the cost of 3 sticks of butter, skipped the second sentence in the 

solution model, and/or committed reversal error, they failed to correctly identify the two 

sequential set relations involved in the problem solution. According to the results, 

students tended to identify the two sequential stages of the solution process throughout 

both consistent and inconsistent addition word problems. Therefore, students’ success in 

solving inconsistent addition word problems may be addressed by increasing their 

performance in correctly identify the symmetry of the relational statement included in the 

2008 HICE Proceedings 
Page 6589



problem. For, language symmetry identification is directly related to successful problem 

solving in inconsistent addition problems.  

 In the meantime, the results showed that students were more likely to correctly 

identify language symmetry in consistent addition word problems (76%) than in 

inconsistent addition word problems (33%). Again, the structure of the second sentence 

in the inconsistent addition problems offered challenges to students to rearrange the 

relational statement of the inconsistent addition problem into the relational statement of 

the corresponding consistent addition problem, which matches problem solvers’ 

processing format. For, the ability to rearrange the relational statement heavily depends 

on students’ ability to recognize the meaning of the pronoun (i.e., this) in the first 

sentence. As opposed, the structure of the second sentence in the consistent addition word 

problem does not present any major challenge to problem solvers in the sense that the 

latter do not need to search for the meaning of any variable (or place holder) in the first 

sentence or to rearrange the relational statement since it already matches problem solvers’ 

processing format. Thus, it is safe to admit that language symmetry identification was 

much difficult when dealing with inconsistent addition problems than when dealing with 

consistent addition word problems.  

On the other hand, the data exhibited that students appeared to preserve the 

meaning of the second sentence in consistent addition word problems (30%) at higher 

rates as compared to inconsistent addition problems (25%). Again, the structure of the 

second sentence in inconsistent addition word problems made it harder to students to 

reconstruct the second sentence without changing its meaning. The search for the 

meaning of the pronoun by itself took a great deal of cognitive calories, let alone the 

mental representation of the entire textual proposition. In delving through the relational 

statement of the second sentence, students found no major challenges to overcome. 
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Hence, it was not surprising that students had more difficulties when preserving the 

meaning of the second sentence in the inconsistent addition problem than when 

preserving the meaning of the second sentence in the consistent addition word problem. 

In addition, the results showed that language symmetry identification and second 

sentence preservation were highly related among themselves and with correct 

identification of the two sequential stages involved in the problem solution, and absence 

of reversal error commission across both consistent and inconsistent addition problems. 

In other words, every student who successfully preserved the meaning of the second 

sentence or identified language symmetry involved in the relational statement were 

successful at solving the two-step consistent or inconsistent addition word problem. 

Nevertheless, the data revealed that students could identify language symmetry more than 

they could preserve the meaning of the second sentence. Although language symmetry 

identification and preservation of the second sentence capture the mental representation 

of the second sentence, preservation of the second sentence appears to take more thinking 

than does language symmetry identification. For, the task of second sentence requires of 

students to rewrite the second sentence in their words. As opposed, language symmetry 

identification called on students to read multiple candidate statements that captured the 

same meaning as the second sentence. In reading these candidate statements, students 

were free from composing their thinking or were not engaged in deep synthesis of 

information. Needless to say, students would always show more success when identifying 

language symmetry in relational statements than when preserving the meaning of the 

relational statement. However, the degree of difficulty between language symmetry 

identification and second sentence preservation seems not be genuine in the sense that if 

we happen to control the effect of assessment on students’ ability to demonstrate 

language symmetry and meaning preservation by using a common assessment 
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instrument, we may find that students are equally capable of identifying language 

symmetry and preserving meaning.  Yet, it remains that both language symmetry and 

meaning preservation are highly predictive of successful consistent or inconsistent 

problem solving.   

3. Analysis of Consistent Word problems 

Table 3 –  Frequency Distribution of Consistent Subtraction Word problems  
 Cognitive Variable 
     

 Linguistic 
Variable 

Use of proper  
operations in 
the first set 
relation and 
multiplicative 
thinking in 
second set 
association 
 

Use of 
opposite  
operation in 
the first set 
association 
and 
multiplicative 
thinking in the 
second set 
association 
(Reversal 
error) 
 

 No 
reversal 
error and 
the first set 
relation 
completed 
only to 
address the 
problem 
solution 
 
 
 

Severe lack of 
conceptual 
understanding in 
which 
participants 
make 
associations 
between the first 
and third 
sentences or 
refer to other set 
information not 
related to the 
problem solution 
 

Total

Language 
Symmetry 
Identification 

6 0 4 0 10 

 
Second 
Sentence 
Preservation 

 
2 

 
0 

 
2 

 
1 

 
5 

 
First 
Sentence 
Preservation 

 
6 

 
0 

 
2 

 
1 

 
9 

 
Number of 
participants 

 
7 

 
0 

 
4 

 
2 

 
13 

 
The frequency table indicated that only 13 students participated in the assessment. Seven 

of them (or 53.8%) correctly demonstrated two sequential set relations involved in the 

solution process and generated no reversal error while determining the cost of gallon of 
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gas at Texaco. The data also revealed that none of the 13 students committed reversal 

error when completing the two set relations. In addition, the data showed that 4 students 

out the 13 students could just complete the first stage of the solution without generating 

reversal error and 2 students out the 13 students (15%) demonstrated serious lack of 

conceptual understanding. When adding together the number of students who did not 

commit reversal errors of whether they completed one or both set relations involved in 

the solution process, there were 11 students of 13 (84.6%) students who did not generate 

reversal when solving consistent subtraction word problems. 

On the other hand, the data highlighted the linguistic structures that underlined 

students’ success when solving the consistent subtraction problem. The results indicated 

that 10 out of 13 (or 77%) students were able to correctly identify the mirror image of the 

relational statement included in the problem. In corollary, the data exhibited that 6 out of 

these 10 (or 60%) students correctly demonstrated the two sequential set relations and 

committed no reversal error when solving the first set relation, i.e., determining the cost 

of a gallon of gas at Texaco. Conversely, these 6 students represented 86% of the total 

number (n = 7) of students who could correctly solve the problem as demonstrated in the 

previous sentence.  

 In the same fashion, the data showed that the 4 students who could correctly 

demonstrated the first set relation without committing reversal error were the same 4 

remaining 4 students who could correctly identify the symmetry of the relational 

statement contained in the problem. When taken together, the number of students who 

could correctly contemplate the mirror image included in the relational statement was 

congruent to the number of students who could correctly demonstrate the two sequential 

stages involved in the problem solving and not generate reversal error when completing 
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the first stage. In other words, students’ ability to detect language symmetry was highly 

related to their ability to correctly solve the problem as elicited above. 

 In the same vein, the data indicated that 5 out of 13 (or 38%) students could 

correctly preserve the meaning of the second sentence when rewriting it in their own 

words. Out of these 5 students, 2 (or 20%) students correctly solved the problem, 2 

correctly demonstrated the first stage of the solution without generating reversal error, 

and the remaining student showed serious lack of conceptual misunderstanding, i.e., 

ignoring the relational statement when confectioning a solution model for the problem. In 

total, there were 4 of the 5 students (having the ability to preserve the meaning of the 

second sentence) who did not commit reversal error and correctly demonstrated either 

one or two sequential stages involved in the solution process. Three deductions may be 

driven from the results above. First, students were more likely to identify language 

symmetry (77%) than to preserve the meaning of the relational statement (38%). This 

may be explained by the differential development of students’ literacy skills. Since the 

task of language symmetry identification was required to be done by reading while the 

relational statement preservation task was required to be completed in writing, it is 

possible that students were more fluent in reading than in writing. In addition, writing is a 

much higher-order skill that requires that students not only visualize a possible target to a 

stimulus, but also formulate their own alternate statements. Needless to say, that a writing 

task burns more cognitive calories than does reading. Hence, it is safe to admit that 

students were more apt to preserve the meaning of the relational statement than identify 

the mirror-image of the relational statement. Second, the results suggest that both 

language symmetry and relational statement preservation are both related to students’ 

demonstrated success in consistent subtraction word problem solving. In other words, the 

more students were able to identify language symmetry and preserve the meaning of the 
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second sentence included in the problem, they more likely they were able to correctly 

demonstrate the two sequential stages involved in the problem and not generate reversal 

error when completing the first stage. In addition, language symmetry identification and 

second sentence preservation are not two completely uncorrelated variables that can 

explain students’ success in solving consistent subtraction word problems. In other 

words, each of these two linguistic variables involves cognitive communalities such as 

identity of elements, equivalency of weights, and set relation, while language symmetry 

identification is loaded in mental rotation and meaning preservation is heavy in 

connection with previous knowledge, and set formation.  

Third, students’ cognitive development superseded their language development in 

solving the consistent subtraction word problem. In other words, students were capable of 

solving of demonstrating the two sequential stages of the problem solution and not 

generating reversal error, although they would have a poor linguistic command of the 

textual structure of the problem.  

 The data exhibited that 9 out of 13 students who were tested correctly rewrote the 

first sentence without changing the meaning of it. Of these 9 students, 7 (or 66.7%) could 

correctly demonstrate the two sequential stages involved in the problem solution and did 

not generate reversal error, 2 (or 22.2%) could correctly demonstrate only the first stage 

of the solution without generating reversal error, and the remaining student (or 11.1%) 

who showed severe lack of conceptual understanding of the problem. In total, the data 

indicated that 88.8% of the students did not generate reversal error when completing the 

first stage of the solution, i.e., getting the cost of a gallon of gas at Texaco. Hence, 

preservation of the first sentence tended to be highly associated to successful problem 

solving in consistent subtraction word problems. Nevertheless, the linguistic texture of 

the fist sentence is less crucial than the linguistic texture of the relational statement when 
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it comes to fabricating a solution model to consistent subtraction word problems. That 

students can always correctly solve consistent subtraction word problems (because the 

linguistic structure of the problem aligns with their processing format) supplants the 

effect of their capacity to preserve the meaning of the first sentence. In other words, the 

effect of meaning preservation of the first sentence might be insignificant on success at 

solving subtraction word problems after controlling for the effect of cognitive variables. 

Therefore, the relationship between the first sentence preservation and problem solving in 

consistent subtraction word problems might not be genuine.   
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4. Analysis of Inconsistent Subtraction Word problem 

Table 4  –  Frequency Distribution of Inconsistent Subtraction Word problems  
                                        Cognitive Variable 
     
Language 
Variable 

Use of proper  
operations in 
the first set 
relation and 
multiplicative 
thinking in 
second set 
association 
 

Use of 
opposite  
operation in 
the first set 
association 
and 
multiplicative 
thinking in the 
second set 
association 
(Reversal 
error) 
 

 No 
reversal 
error and 
the first set 
relation 
completed 
only to 
address the 
problem 
solution 
 
 
 

 
Severe lack of  
conceptual 
understanding in 
which 
participants 
make 
associations 
between the first 
and third 
sentences or 
refer to other set 
information not 
related to the 
problem solution 
 

Total

Language 
Symmetry 
Identification 

5 0 0 1 6 

 
Pronoun-
Referent 
Identification 

 
3 
 

 
0 

 
0 

 
0 

 
3 

 
Second 
Sentence 
Preservation 

 
2 

 
1 

 
0 

 
0 

 
3 

First 
Sentence 
Preservation 

4 4 0 3 11 

 
Number of 
participants 

 
5 

 
5 

  
3 

 
13 

 
The results showed that 5 out of 13 (38%) students who were tested could 

demonstrate the two sequential stages involved in the solution process without 

committing reversal error, 5 (or 38%) could also demonstrated the two sequential stages 

but generated reversal error when completing the first stage, and the 3 remaining (or 
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24%) students showed serious lack of conceptual misunderstandings. In other words, the 

data suggested there were a larger proportion of students who committed reversal error or 

showed severe conceptual misunderstandings (62%) as compared to students who did not 

generate reversal error (38%) when solving the inconsistent subtraction word problem.  

 The results of the analysis revealed that 6 out of 13 students who were tested 

correctly identified the mirror-image of the relational statement (or second sentence) 

included in the problem. The data also showed that 5 of these 6 (or 83%) students could 

correctly demonstrate the two-step problem solution without committing reversal error. 

Since there were only five students who could correctly demonstrate the two stages of the 

solution process without generating reversal error, it is safe to conclude that 100% of the 

students who identify symmetry in the relational statement were successful at solving the 

inconsistent subtraction word problem. On the other hand, the data indicated that the 

remaining student who could correctly identify language symmetry in the relational 

statement showed severe conceptual misunderstandings when solving the problem. It is 

noteworthy to highlight that none of the 6 students who could recognize the mirror-image 

of the relational statement generated reversal error when solving the two-step inconsistent 

problem. In other words, the data pointed to the strong relationship between language 

symmetry identification and correct problem solving of the two-step inconsistent 

subtraction problem.  

 Similarly, the data indicated that only 3 out of the 13 students who were tested 

were able to correctly identify the referent for the pronoun—this— included in the 

relational statement. Further, the data showed that these 3 students were successful at 

solving the two-step inconsistent problem. Again, none of these 3 students committed 

reversal error when completing the first step of the problem solution, i.e., finding the cost 

of a gallon of gas at Amoco, or showed serious conceptual misunderstandings in 
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designing their solution models. This was a significant support of the assumption that 

students who can relate the first sentence (i.e., At Macy’s marbles cost $6.oo per bag.) to 

the second sentence (i.e., This is $1.60 more per bag than marbles at J.C. Penny) through 

the correct identification of the pronoun-referent relationship are likely to correctly solve 

the two-stage inconsistent subtraction word problem.  

 Conversely, the data showed that 77% of the students who were tested did not 

correctly identify the referent to the pronoun “This” included in the relational statement. 

This result suggested that students had difficulty to draw the meaning of the pronoun 

(i.e., this) in referring to the first sentence. In other words, they could not establish the 

correspondence between the cost of a bag of marbles at Macy’s and its representative 

(i.e., this) in the second sentence. Hence, students failed to rotate the relational statement 

of the inconsistent subtraction problem into the relational statement of the corresponding 

consistent subtraction word problem. There were two reasons that might explain the 

deficiencies of students in identifying the pronoun-referent relation. First, students might 

have poor linguistic command to write down their thinking. Second, students might have 

undeveloped skills in reading comprehension when it comes to establishing relationships 

between adjacent textual propositions in order to create meaning of the problem.   

It is crucial to mention that the ability of recognizing the referent for the pronoun 

is an important input in students’ capacity to mentally appreciate the two symmetrical 

forms of a relational statement. Indeed, the data revealed that only the 27% of the 

students who could identify the pronoun-referent relation could also correctly identify the 

symmetry of the relational statement included in the inconsistent subtraction problem. 

Then, since the data also established a strong association between language symmetry 

identification and successful problem solving in two-step inconsistent subtraction 
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problems, then it concludes that the ability to identify the referent of the pronoun (i.e., 

this) is highly related to correct problem solving of inconsistent subtraction problems. 

In addition, the data revealed that only 3 out of 13 (i.e. 23%) students could 

preserve the meaning of the second sentence (or relational statement) when rewriting it in 

their own words. Of these 3 students, 2 correctly solved the two-step inconsistent 

subtraction problem without generating reversal error, and the remaining student 

committed reversal error when completing the first stage of the problem solution. The 

data also indicated that the 3 students who preserved the meaning of the second sentence 

were among those who could identify the pronoun-referent relation and language 

symmetry in the relational statement. 

On the other hand, the results exhibited that 77% of the students could not 

preserve the meaning of the second sentence. There were several reasons that can explain 

this result. First, the task of rewriting a statement without changing its meaning requires a 

genuine understanding of the situation described in the statement. Second, the 

understanding of the second sentence depends on the correct retrieval of the referent of 

the pronoun (i.e., this). Third, students might not be able to contemplate the difference set 

that is embedded in the relational statement (i.e., This is $1.60 more per bag than marbles 

at . .) so that they can translate it in their own words.  

In addition, the data revealed that 11 out of 13 (or 85%) students could preserve 

the meaning of the first sentence. However, only 4 out of these 11 (or 36%) students 

could correctly solve the two-stage inconsistent subtraction word problem. The data 

showed that 5 students committed reversal error when solving the problem, and 3 

students demonstrated a severe lack of conceptual understanding. However, the 

significance of the effect of the first sentence preservation is no comparison with the 

effect of the second sentence preservation on students’ success at solving the two-step 
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inconsistent problem. The second sentence contains the crucial information that must be 

correctly interpreted to lead to the solution model of the problem. On the other hand, the 

meaning of the first sentence contributes to that of the second sentence but it is not 

sufficient in itself to solve the problem. Hence, it may be possible that a student who 

could not preserve the meaning of the second sentence correctly preserved the meaning 

of the first sentence. 

 

Comparative Analysis between Consistent and Inconsistent Word problems 

In overall, the data showed students were more likely to demonstrate the two 

stages of the problem solution without generating reversal error when solving consistent 

subtraction problems (53%) than when solving inconsistent subtraction problems (38%). 

The fact that the students’ problem solving success depended not only on their ability to 

recognize two set relations involved in the solution process, but also on their ability to 

avoid committing reversal error when completing the first stage of the solution. Indeed, 

the data revealed that students tended to generate more reversal errors when solving 

inconsistent subtraction problems (38%) than when solving consistent subtraction 

problems (0%). In addition, the results showed that students were more likely to 

demonstrate only the first stage of the solution without generating reversal errors when 

solving consistent subtraction (31%) than when solving inconsistent subtraction problems 

(0%). It is important to highlight that even though students could not completely 

contemplate the two stages of the problem solution, but they still did not generate 

reversal errors. Thus, in total, students avoided generating reversal errors at much greater 

rates when solving consistent subtraction problems (84%) than when solving inconsistent 

subtraction problems (38%). Similarly, students tended to show more severe conceptual 
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misunderstandings when solving inconsistent subtraction problems than when solving 

consistent subtraction problems.  

 As a reminder, students demonstrated severe lack of conceptual understanding 

when they made wrong associations among the set three sets of objects involved in the 

problem. For instance, students may choose to link directly numerical information from 

the first sentence with that of the second sentence, or use inappropriate arithmetic 

operations to associate the first and the second stages of the solution, and/or generated 

reversal errors when completing the first stage of the solution. There was a reason why 

students showed more severe conceptual misunderstandings when solving inconsistent 

language problems than when solving consistent language problems. The fact that 

students were inefficient to mentally rotate the relational statement of inconsistent 

subtraction problems into the relational statement of corresponding consistent subtraction 

problems may increase the storage space and decrease the processing space of their 

working memories so that they would not be able to process other tasks such as finding 

the cost of a bag of marbles at J.C. Penny, recognizing the referent of the pronoun (i.e., 

this) included in the problem, and the cost of 4 bags of marbles at J.C. Penny. It is 

noteworthy to say that information which is not well organized in the working memory 

tends to occupy a great deal of storage space, thus in turn, expulses other important 

pieces of information to be also grafted in the storage space, and reduces the processing 

capacity of the problem solver to carry out multiple tasks of information processing. 

Therefore, students were more apt to demonstrate multiple errors when solving 

inconsistent subtraction word problems than when solving consistent subtraction word 

problems. In other words, the ill-organization of the relational statement in the conscious 

memory of students may cause them to commit more conceptual errors when solving the 

problem.  
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As opposed to consistent subtraction problems in which the format of the 

relational statement is aligned with the processing format of problem solvers, the latter 

are less likely to mis-process other information such as the computation of the cost of 4 

bags of marbles at J.C. Penny. This is the result that the information relating to the first 

stage of the solution process was so well-organized in the storage space of the working 

memory that students were successful at storing and processing other tasks relevant to the 

solution process.  Nevertheless, the rate of severe conceptual misunderstandings can be 

reduced by assisting novice problem solvers to break the problem into several pieces. 

This strategy has for purpose of reorganizing important pieces of information so that they 

can offer the problem solver the opportunity to contemplate viable connections that are 

sufficient for the problem solution. For instance, when students learn to disintegrate the 

inconsistent subtraction problem into four major tasks such as searching for the referent 

of the pronoun (i.e., this), reconstructing the meaning of the relational statement, finding 

relevant pieces of information leading to the determination of the cost of one bag of 

marbles at J.C. penny, and getting the cost of 4 bags of marbles at J.C. Penny, then they 

will appreciate the multiple connections that exist among these multiple tasks that 

enlighten their problem solving paths. In corollary, in breaking the problem into multiple 

pieces and establishing strong connections among them, students exponentially decrease 

the space that the combined tasks occupy in the storage space of the memory and thereby 

increase the space dedicated for information processing.   

It is advisable to affirm that the more difficult it is for students for contemplate 

the symmetry of the relational statement of inconsistent language problems, the more 

likely they tend to commit other conceptual pitfalls other than just generating reversal 

errors when completing the first stage of the solution process. Students’ difficulty may 

originate from different issues such as incorporation of fractions, relative pronouns, or 
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sophisticated multiplicative markers. Since these correlated issues may contribute to the 

ill-organization of information in the storage space of the memory, they will certainly 

lead to a slight amount of space reserved for information process in the conscious 

memory. Thus, students will be susceptible to show severe conceptual misunderstandings 

at greater rates when solving inconsistent language problems. 

 

Combined Analysis of Addition and Subtraction Problems 

The data showed that students tended to correctly identify the two sequential set 

relations involved in the solution process and not generate reversal errors at higher rates 

when solving consistent addition problems (86%) than when solving consistent 

subtraction problems (53%). Similarly, the data indicated that students were more apt to 

not to commit reversal errors whether they completed at least the stage of the solution or 

not when they solved consistent addition problems (89%) than when they solved 

consistent subtraction problems (84%). In addition, the data pointed that students 

committed more serious conceptual misunderstandings when solving consistent 

subtraction word problems (15%) than when solving consistent addition word problems 

(3%). The results above suggest that students were able to represent relational statements 

involving positive additive markers (e.g., more than) than relational statements involving 

negative additive markers (e.g., less than). This result is in correspondence with previous 

research in the sense that children were more likely to express their thoughts with 

positive markers than with negative markers (Clark, 1969). The environment in which 

children are raised provided them the opportunity to cultivate positive linguistic markers 

more than negative linguistic markers. For example, parents would make a comparative 

statement regarding the age of two children as follows: “Joe is 4 years older than Janet.” 

instead of “Janet is 4 years younger than Joe.” The first statement will prompt more 
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understanding to a child than does the second statement. In other words, a child would 

not think in a short time that “Janet is 4 years less young than Joe” is equivalent to “Joe is 

4 years older than Janet.” Students’ cognitive behavior seems to be influenced by home 

learning when solving compare word problems. Therefore, it is not surprising that 

students were more apt to be successful when solving consistent addition problem than 

when solving subtraction word problems.  

However, the lesser degree of success that students experienced when solving 

subtraction problems than when solving addition word problems was not due directly to 

misinterpretation of the relational statement but to their interactive effect of the negative 

linguistic marker (e.g., less than) with the bearing of the two set relations implicated in 

the problem solution. For instance, the data revealed that 31% of students could correctly 

solve the first stage of the problem but stopped short from completing the second stage 

which the multiplicative relation between the cost of a gallon at Amoco and the cost of 

four gallons of gas at Amoco. It could happen that students were spending so much time 

and cognitive energies configuring the representation of the relational statement which 

would produce the first step of the solution process that they had no more room to 

processing the second step of the solution process. Or, the inclusion of the negative 

marker may provoke students to use problem solving strategies that were totally 

irrelevant to the situation described in the problem. Indeed, the data showed that 15% 

students were more likely to develop mis-conceptional models to solve the subtraction 

problem (15%) than to solve the addition problem (3%). 

Concurrently, the data indicated that students showed that students were equally 

likely to recognize language symmetry in both consistent addition and subtraction word 

problems (76%). Also, the results revealed that students were likely to preserve the 

meaning of the second sentence at much higher rates when solving consistent subtraction 
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problems (38%) than when solving consistent addition problems (30%).  Across both 

consistent addition and subtraction word problems, the data indicated that more than 75% 

of students who could correctly solve the two-step word problem were successful at 

recognizing the language symmetry included in the relational statement. Similar result 

was obtained in the case of the relationship between preservation of the second sentence 

and successful consistent addition problem solving. The data also indicated that students 

who could preserve the meaning of the first sentence correctly solved the two-step 

problem whether it was subtraction consistent addition consistent. However, the structure 

of the first sentence does not make any strong assumption between preservation of the 

first sentence and correct two-step problem solution. Again, the students’ success in 

solving either type of consistent problem is based on their capacity to correctly represent 

the second sentence. In other words, students could still preserve the meaning of the first 

sentence when rewriting it but did not demonstrate correct problem solution, unless they 

interpreted well the second sentence. 

 Conversely, the data highlighted similarly comparative results within inconsistent 

language problems. The data supported that students tended to correctly identify the two  

stages of the solution when solving inconsistent addition word problems (53%) than 

when solving inconsistent subtraction problems (38%). Similarly, students showed more 

serious conceptual misunderstandings when dealing with inconsistent subtraction 

problems (23%) than when dealing with inconsistent addition problems (5%).  However, 

the data indicated that students committed more reversal errors when solving inconsistent 

addition word problems (53%) than when solving inconsistent subtraction word problems 

(38%). Again, the differentiated structure of the relational statements of both inconsistent 

addition and subtraction word problems may explain why students did not generate 

reversal errors equally across both types of problems. The relational statement of the 
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inconsistent addition problem consisted of a negative additive marker (e.g., less than) and 

a relative pronoun (i.e., this). On the other hand, the relational statement of the 

inconsistent subtraction problem included a positive additive marker (e.g., more than) and 

the demonstrative pronoun (i.e., this). The successful representation of each of the two 

relational statements depends on students’ ability to relate the pronoun (i.e., this) to its 

referent in the first sentence and to mentally rotate the linguistic content of the relational 

statement into its symmetrical form.  The data revealed that students identified the 

referent of the pronoun at a greater rate when dealing with inconsistent addition problems 

(27%) than when dealing with inconsistent subtraction problems (23%). The realization 

of the task of identifying language symmetry also varies with the nature of the linguistic 

marker in the relational statement. It is evidenced that students would be more likely to 

transform a positive additive marker into its equivalent negative additive marker than to 

convert a negative linguistic marker into its positive linguistic marker. The data 

supported that students were more like to identify language symmetry when solving 

inconsistent subtraction problems (46%) than when solving inconsistent addition 

problems (33%). These results above suggested that language symmetry identification 

worked in interaction with the nature of linguistic markers in impacting students’ success 

in problem solving across both inconsistent addition and subtraction problems. In other 

words, the presence of the negative marker in the relational statement of inconsistent 

additive increases the difficulty with which students will reverse the relational statement 

into that of the corresponding consistent addition word problem. On the other hand, the 

presence of the positive marker included in the relational statement of the inconsistent 

subtraction problem will decrease the difficulty with which students will reverse the 

relational statement into that of the corresponding consistent subtraction problem. 
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5. Analysis of Consistent Multiplication Compare Word problems 
 

Table 5 – Frequency Distribution of Consistent Multiplication Word problems  
 Cognitive Variables 
Linguistic 
Variables 

Use of proper  
operations in 
the first set 
relation and 
multiplicative 
thinking in 
second set 
association 
 

Use of 
opposite  
operation in 
the first set 
association 
and 
multiplicative 
thinking in 
the second 
set 
association 
(Reversal 
error) 
 

 No 
reversal 
error and 
the first set 
relation 
completed 
only to 
address the 
problem 
solution 
 
 
 

Void
 
 
 
 
 
 
 
 
 
 
 
 

Severe lack 
of conceptual 
understanding 
in which 
participants 
make 
associations 
between the 
first and third 
sentences or 
refer to other 
set 
information 
not related to 
the problem 
solution  
 

 

Language 
Symmetry 
Identification 

15 0 1 0 1 17 

 
Second 
Sentence 
Preservation 

 
9 

 
0 

 
1 

 
0 

 
2 

 
12 

 
First 
Sentence 
Preservation 

 
21 

 
0 

 
3 

 
0 

 
5 

 
29 

 
Number of 
participants 

 
26 

 
0 

 
7 

 
4 

 
8 

 
45 

 
The data indicated that 26 out of 45(or 58%) students could correctly recognize 

the two sequential stages of the problem solution and did not generate reversal error. In 

the same vein, there were 7 (or 15%) of the students who could complete the first stage of 

the solution process without committing reversal error. On the other hand, there were 8 

(or 17%) of the students who showed serious lack of conceptual understanding of the 

problem. Yet, the data indicated that there were none of the students who committed 

reversal error while solving the two-stage consistent multiplication problem.   
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The data also revealed that 17 of the 45 (or 37.77%) students correctly identify 

the mirror-image of the relational statement. Conversely, 62% of the participants failed to 

recognize the linguistic symmetry of the second sentence. Since some of the alternate 

statements presented as candidates for the mirror-image of the relational statement were 

written with fractions and participants had serious misunderstanding of fractions, it is 

sufficient to understand why few participants were successful at recognizing the correct 

statement that matched the meaning of the relational statement. Yet 15 out of the 17 

students who could identify language symmetry were among the 26 students could 

correctly solve the two-step consistent multiplication problem. Also, one of the 7 students 

who could complete only the first stage of the problem solution without generating 

reversal error was included among the remaining 2 students who could identify the 

mirror-image of the relational statement. In the same fashion, the remaining student who 

could identify the language symmetry involved in the relational statement was one of the 

8 students who showed severe lack of conceptual understanding of the componential 

structure of the problem.  

 On the other hand, the data indicated that 12 out of 45 students (26.66%) could 

preserve the meaning of the second sentence. The results revealed that 9 out of these 12    

(or 75%) students were among the 26 students who could correctly solve the problem. 

Similarly, the results showed that one of these 12 (or 9%) students was one of the 7 

students who could correctly identify the two sequential stages of the problem solution 

without generating reversal error. In total, 84% of students who could translate the 

second sentence without changing the meaning of it completed the first step of the 

solution process without committing reversal error. The data also revealed that 2 out of 

the 12 students who could correctly preserve the meaning of the second sentence showed 
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severe lack of conceptual misunderstandings when solving the consistent multiplication 

word problem. 

 The data evidenced that 29 of the students could rewrite the first sentence without 

affecting its meaning. Twenty-one of the 21 out of the 29 (or 72%) students who could 

preserve the meaning of the first sentence were included among the 26 students who 

could correctly solve the problem. Similarly, 3 of the 8 students who could preserve the 

first sentence were part of the 7 students who could complete the first stage of the 

solution process without committing reversal error. Finally, the remaining 5 students who 

could preserve the first sentence were included among the 8 students who showed serious 

conceptual misunderstanding when solving the problem.  

 In addition, the data revealed a strong relationship between language symmetry 

identification and second sentence preservation in consistent multiplication problem 

solving. In other words, students who were able to preserve the second sentence could 

also correctly identify the language symmetry involved in the relational statement. 

Similarly, the data indicated that students who were successful at identifying language 

symmetry and preserving the meaning of the second sentence could correctly solve the 

two-step consistent multiplication problem. The data pointed that 58% of the students 

who could correctly solve the problem successfully identified language symmetry 

involved in the relational statement. 
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6. Analysis of Inconsistent Multiplication Compare Word Problems 

Table 6 – Frequency Distribution of Inconsistent Multiplication Word problems 
  

                                   Cognitive Variable 
Linguistic 
Variable 

Use of proper  
operations in 
the first set 
relation and 
multiplicative 
thinking in 
second set 
association 
 

Use of 
opposite  
operation in 
the first set 
association 
and 
multiplicative 
thinking in the 
second set 
association 
(Reversal 
error) 
 

 No 
reversal 
error and 
the first set 
relation 
completed 
only to 
address the 
problem 
solution 
 
 
 

Severe lack of 
conceptual 
understanding in 
which 
participants 
make 
associations 
between the first 
and third 
sentences, 
commit reversal 
errors, or refer to 
other set 
information not 
related to the 
problem solution 
 

Total

Language 
Symmetry 
Identification 

7 0 2 3 12 

 
Pronoun-
Referent 
Identification 

 
7 

 
4 

 
4 

 
20 

 
35 

 
Second 
Sentence 
Preservation 

 
4 

 
0 

 
0 

 
0 

 
4 

 
First 
Sentence 
Preservation 

 
5 

 
3 

 
2 

 
14 

 
34 

 
Number of 
participants 

 
8 

 
4 

 
4 

 
26 

 
42 

 
The results showed that 8 out of 42 (or 19%) students who were exposed to the two-step 

inconsistent multiplication word problem correctly identify the two steps involved in the 

solution process and did not generate reversal error when completing the first step of the 
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solution (i.e., the number of miles Richie runs in a week). Out of the 42 participants, 4 (or 

10%) students completed the first step without committing reversal error but stopped 

short from completing the second step. There were also 4 (10%) students who could 

identify the two steps involved in the solution process but generated reversal errors when 

completing the first stage of the solution (i.e., the number of miles Richie runs in a week). 

Then, the data exhibited that 26 of the 42 (or 61.90%) participants demonstrated a severe 

lack of conceptual understanding when solving the problem in several ways. One, 

participants either made association between the first and third sentences. Two, they 

referred to numerical information that was irrelevant to the situation described in the 

problem text. Three, they distorted the meaning of the different parts of the fraction 

provided in the relational statement. Four, they established more than two relations with 

data provided. Fifth, they made use of arithmetic operations that did not underlie either 

one of the two relations mentioned in the problem.  

 In comparison with the percentage of students who had a poor understanding of 

the relational statement or the structural network of the problem, there was a relatively 

small percentage (28.57%) of students who solved the inconsistent multiplication word 

problem without committing reversal error. An in-depth examination of the data showed 

that conceptual understanding of fraction was to blame for students’ inability to solve 

correctly the multiplicative inconsistent problem. The participants failed to appreciate the 

relational role of fractions in the relational statement. Some treated the fraction (i.e., 1/5) 

as an integer (5), or the cardinality of a set, or any non-conventional number. Because of 

the presence of the fraction in the relational statement, the participants could not 

contemplate the relation between Joe’s set of miles run in one week and Richie’s set of 

miles run in one week.  
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Now, the examination of the data allows us to visualize the effects of diverse 

linguistic skills necessary to solve the problem. The data showed that there were 12 (or 

28.57%) students who could correctly identify the mirror-image of the relational 

statement, which captures the meaning of the entire problem. Yet, 7 out of the 12 (or 

58.33%) students could identify the two sequential stages in the solution process and 

correctly solve the  

problem without generating reversal error. Of the remaining 5 students (who could 

identify language symmetry), 2 students could solve the problem without generating 

reversal error but did not pursue to complete the second stage of the solution process, and 

the other 3 students had a severe lack of conceptual understanding of the problem. In all, 

9 out the 12 (75%) of the students who could identify language symmetry were 

successful at solving the two-step inconsistent multiplication. 

Conversely, the data indicated that 35 out of 42 (or 83%) students could correctly 

associate the pronoun (i.e., He) with its referent (i.e., Joe) in the problem. Out of these 35 

students, 7 could identify the two sequential stages in the problem solution and did not 

generate reversal error, 4 could not demonstrate the sequential stages of the solution but 

did not generate reversal error, and 20 showed a severe lack of conceptual understanding 

of the structural network of the problem. This apparently resulted that pronoun-referent 

identification was not related to successful problem solving in inconsistent multiplication 

word problems. This apparent negative relationship can be explained by the presence of 

the fraction in the relational statement. One must remember that students had a poor 

understanding of fractions in the word problem. Thus, even though they could 

successfully relate the first sentence to the second sentence, they would not be able to 

relate the different propositions in order to fabricate a contextually comprehensive 

representation of the problem. In fact, when solving inconsistent addition word problems, 
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the participants’ performance in pronoun-referent identification was highly related to 

their performance in identifying the two sequential stages of the problem and not 

generating reversal error. In addition, the contribution of the linkage of the pronoun––

He—with its referent (i.e., Joe) did not create as many nodes in the comprehension 

network of the inconsistent multiplication word problem as the linkage between the 

pronoun –This--- with its referent (i.e., the cost of a gallon of gas at Amoco) did in the 

comprehension network of the inconsistent addition word problem. This meant that the 

referential structure of the inconsistent addition problem offered problem solvers a 

greater base of relationship between the first and second sentence than did the referential 

structure of the inconsistent multiplication. . . . In any matter, one thing stood out the 

results. Participants’ ability to identify language symmetry was highly related to their 

ability to identify the referent-pronoun relation.  

Also, the data revealed that 4 out of 42 students were able to rewrite the second 

sentence without changing its meaning. The criteria of an acceptable translation were that 

participants kept the meanings of the key phrases such as ‘per week’ and ‘1/5 as many 

miles as’ when rewriting the first and second sentences. A qualitative observation of 

participants’ responses showed that these 4 participants wrote sentences such as “He runs 

one fifth of what Joe does.”, “Richie runs 5 times more mile than Joe”, “For every five 

miles Richie runs, Joe runs one mile”. Because the difficulty of the problem resides in the 

understanding of “1/5 as many miles as . .”, it is crucial to find out how students 

converted this phrase in their own words. Even though that the students did not include 

the translation of “per week” in their rewriting, they demonstrated enough understanding 

of the relational statement to correctly solve the inconsistent multiplication problem. On 

the other hand, a great deal of students attempted to provide translations such as “In 1 

week he runs 1/5 as miles per week as Richie does,” “Every week Joe runs 1/5 as many 
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miles per week as Richie does.” Although, these translations carry the rewriting of “per 

week”, they do not exude explicit understanding of the relational statement. While the 

understanding of “per week” is necessary for the complete representation of the textual 

propositions, the understanding of “1/5 as many miles as. .” captures the gist of the 

problem. Therefore, it is safe to assume that participants who could correctly rewrite the 

phrase “1/5 as many miles as. .” were up to successfully find at least the number of miles 

Richie runs in one week, given that Joe runs 6 miles a week. 

 In addition, the data evidenced that there were 34 out of 42 (81%) participants 

who could rewrite the first sentence without changing the meaning of it. However, a 

perfect translation of the first sentence was not directly related to successful problem 

solving in inconsistent multiplication word problems. Of the 34 participants, 5 (62.5%) 

could correctly identify the two sequential stages involved in the problem solution and 

did not generate reversal error, 2 (50%) could only complete the first stage and did not 

generate reversal error in the solution process, 3 (75%) could still identify the two 

sequential stages implicated in the solution process but committed reversal error when 

solving the problem, and 14 (54%) showed severe lack of conceptual understanding of 

the componential structure of the problem.  

The frequency distribution of students who could preserve the meaning of the first 

sentence across the four cognitive models of the solution process showed that first 

sentence preservation was not associated with successful problem solving since there 

were approximately the same percentage of students who could preserve the meaning of 

the first sentence who could also either solve the problem correctly or committed severe 

lack of conceptual understanding. It is noteworthy to mention that the rewriting of the 

first sentence required only the translation of “per week” that participants had to replace 

by “a week”, “every week”, or “in one week”. Again, the correct translation of “per 
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week” was not crucial in fabricating a realistic solution model. As opposed, the 

preservation of the second sentence was crucial when confectioning a solution model to 

the problem. The proportion of students who could preserve the meaning of “He runs 1/5 

as many miles per week as Richie” were equally likely to correctly identify the two 

sequential stages of the problem solution without generating reversal error. However, 

among the 34 out of 42 (or 81%) students who could preserve the meaning of the first 

sentence, only 5 (or 14%) could create a correct solution model to solve the problem. 

More than half of them either committed reversal error or showed severe lack of 

conceptual understandings when solving the inconsistent multiplication word problem. 

 

Combined Analysis of Consistent and Inconsistent Multiplication Word Problems 

An overall examination of the data showed how students interacted across the 

different linguistic and cognitive strands of both consistent and inconsistent 

multiplication problems. The results revealed that students were more likely to identify 

language symmetry when dealing with consistent multiplication problems (38%) than 

when dealing with inconsistent multiplication problems (29%). This differential 

performance did not easily lead to interpretation for two reasons. First, the linguistic 

structure of the relational statement of the inconsistent multiplication problem seemed to 

not cause a major obstacle for students to find the referent of the pronoun –He– h 

included in the second sentence. Indeed, the data revealed that 83% of the students could 

correctly identify the referent (i.e., Joe) in the first sentence for the pronoun (i.e., he). 

That less than 20% of students could not identify the pronoun-referent relation in the 

problem should not have significantly affected students’ ability to identify language 

symmetry in the relational statement. Since the difficulty of students to contemplate 

mirror-images of relational statements included in inconsistent word problems was 
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mainly due to the presence of pronoun which was a place holder in the first sentence, it 

would make sense that once students would do away with the difficulty of dealing with 

referent-pronoun relations they should be able to visualize language symmetry with the 

same likelihood when dealing with both consistent and inconsistent multiplication word 

problems. However, the data indicated that students did much better with language 

symmetry when dealing with consistent multiplication problems than when dealing with 

inconsistent problems.  

 Second, the mathematical structure of alternate statements provided for students 

to choose the one which was the best representative for the relational statement was 

similar for both consistent and inconsistent multiplication word problems. Both sets of 

the four statements included fractions. Since students had discomfort to represent textual 

propositions that contained fractions, we may assume that students would experience 

equal difficulty to recognize language symmetry across both consistent and inconsistent 

multiplication word problems. However, students still recognized language symmetry at 

much greater rates when dealing with consistent multiplication word problems than when 

dealing with inconsistent multiplication word problems. 

 Given that the above discussions did not significantly provide strong arguments 

for students’ preferences to language symmetry recognition in favor to consistent 

multiplication word problems, one must debate about the impact of the structure of 

relational statements in both consistent and inconsistent multiplication problems on 

students’ prior knowledge and interest to problem solving.  The make-up of the relational 

statement of consistent multiplication problem was simple in the sense that it included 

only markers (i.e., n times as many) that were congruent with students’ processing format 

and familiar with their day-to-day language. On the other hand, the make-up of the 

relational statement of the inconsistent multiplication word problem was constituted of a 
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sophisticated, academically loaded mathematical expression (i.e., 1/5 as many miles per 

week as . .) that seemed to be unfamiliar to most students. The analysis of the relational 

statement of the consistent multiplication problem seemed to be more invitational to 

meaning construction and problem solving, as compared to the relational statement of the 

inconsistent multiplication problem. In other words, the structure of the relational 

statement of the consistent problem could even prepare students to ‘see’ the mirror-image 

of the relational statement. As opposed, the structure of the relational statement in the 

inconsistent multiplication problem was likely to block students’ interest in constructing 

meaning and visualize the symmetric representation of the relational statement, which 

was “Richie runs 5 times as many miles as Joes”. It is important to notice that students 

can visualize a symmetric representation (of the relational statement of the consistent 

problem), which would involve fractions in its mathematical shapes. This meant that 

students were capable of operating a 180-degree rotation of a relational expression when 

the latter was free of fractions. In other words, the structure of the non-fractional 

relational statement was susceptible to arouse students to conceptualize the symmetric 

form of the relational statement and to further recognize the fractional shape of the 

symmetrical form. Au contraire, students found it extremely hard to demonstrate 

language symmetry when they were first presented with a fraction-embedded relational 

statement. The presence of the fraction in the relational statement reduced the 

interconnections among the different pieces of information relevant to meaning 

representation, which had to take place in the working memory in order to for students to 

contemplate the mirror-image of the relational statement. In particular, the storage space 

of students’ conscious memory was so crowed with ill-organized fraction information 

that there was no space left for information processing when it came to construct a non-

fraction equivalent relational statement.  
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 It is noteworthy to highlight that students’ inability to construct symmetrical 

statements for original fraction-embedded relational statements was not just congruent to 

inconsistent multiplication problems but also to consistent division problems, in which 

the relational statement is written with fractions. (There will be a special discussion about 

division problems separately later). Hence, the presence of pronouns in the personal 

pronoun seemed not to play a major role in students’ inability to identify language 

symmetry in multiplicative word problems, regardless that problems were language 

consistent or inconsistent. Indeed, the data revealed that students exceeded their 

proficiencies in identifying pronoun-referent relations across both inconsistent 

multiplication word problems (83%) and inconsistent division word problems (91%). 

Therefore, the inclusion of fractions in the original relational statement seemed to be the 

emissary goat in students’ inability to recognize language symmetry. 

 The examination of the results also points that students were more likely to 

preserve the meaning of the second sentence when the problem was language consistent 

(26%) than when it was language inconsistent (10%). In demonstrating their skills of 

meaning preservation, students had to successfully find for the referent of the pronoun 

and well represent the multiplicative marker as identified by “n times as many miles . .as” 

or “1/n as many miles . . as”. For the same reasons that students could better identify 

language symmetry in the relational statement when the latter was free of fractions, 

students also manifested their capacities to preserve the meaning of the second sentence 

at greater rates when it is written without fractions. As argued above, students did not 

develop deep conceptual understandings for fractions. In other words, fractions were not 

well interconnected with other vital pieces of information in the storage space of 

students’ working memory. Thus, the inclusion of fractions in the second sentence 
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became an obstacle for other information (i.e., identification of the mirror-image of the 

relational statement to be successfully processed.)   

 The data highlighted that students tended to preserve the first sentence more when 

they were looking at the inconsistent multiplication problem (81%) than when they were 

looking at the consistent multiplication problem (64%). Yet, the representation of the first 

sentence was not primordial in confectioning a solution model for either of the two types 

of multiplication problem. It might only reinforce to the understanding of the second 

sentence, which was the epicenter of the problem. Indeed, the data showed that among 

the 81% of the students who correctly preserve the first sentence more than half of them 

showed severe lack of conceptual understandings of the inconsistent multiplication 

problem. On the other hand, the data revealed that among the 64% of the students who 

preserved the first sentence more than two-thirds of them were successful at solving the 

two-step consistent multiplication word problem. Even though the data did indicate that 

first sentence preservation was more relevant to successful problem solving in consistent 

multiplication problems than in inconsistent multiplication problems, this result was not 

congruent with the distribution of cognitive and linguistic bearings of the problem. In 

statistical terms, it is safe to admit that after controlling for the effect of the second 

sentence preservation, the effect of the first sentence on students’ success in solving 

either type of the multiplication problems might be insignificant. In other words, the first 

sentence preservation may have a spurious relation with the correct problem solution 

process in the sense that this relation is maintained only when the second sentence 

preservation relates to both of them. Hence, as soon as the effect of the second sentence 

preservation is being extirpated from both the first sentence and successful problem 

solving, the relation between the first sentence preservation and successful problem 

2008 HICE Proceedings 
Page 6620



solving no longer exists. In other words, students may incorrectly solve the multiplication 

problem regardless of their ability to preserve the meaning of the first sentence.  

 In addition, the data indicated that students were more likely to correctly identify 

the two sequential stages involved in the problem solution without generating reversal 

error when completing the first stage when solving consistent multiplications (58%) than 

when solving inconsistent multiplication problems (19%). Since the hallmark of correct 

problem solving in inconsistent problem is the ability not to generate reversal error, (i.e., 

using an arithmetic operation that is incongruent to the gist of the problem, but relevant to 

the key word mentioned in the relational statement), one might understand why students 

generated more reversal errors when solving inconsistent multiplication problems. 

However, the amount of students (9.5%) who committed reversal errors when identifying 

the two sequential set relations involved in the solution process was far less than the 72% 

of students who correctly solved the two-step problem. Indeed, the results showed that 

62% out of the 72% students showed serious conceptual misunderstanding when solving 

the inconsistent multiplication problem. In other words, students might choose to do one 

or more of the following strategies: (1) ignoring the relational statement in the solution 

model; (2) making use of numerical information or operations that were not relevant to 

the question posed in the problem; (3) referring to more than two set relations in 

confectioning the solution model; and (4) generating reversal error when completing the 

first step of the solution. In so doing, students arrived to elicit their poor representations 

of the gist of the problem.  

Again, the combination of the different cognitive tasks which students had to do 

in order to fully represent the problem packed the storage space of students’ working 

memory and left negligible amount of space for information processing. As a result, 

students would refer to as many defective problem solving strategies that did not tap on 
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the situation described in the inconsistent multiplication word problem. Again, the 

presence of fractions in the relational statement was to blame for students’ use of 

defective strategies in solving inconsistent multiplication problems. The qualitative 

examination of students’ work showed that they a low conceptual understanding of 

fractions. 

 On the other hand, the structure of the relational statement of the consistent 

multiplication problem offered fewer opportunities for students to either commit reversal 

errors or show serious conceptual misunderstandings. In other words, students were able 

to carry out multiple cognitive tasks such as recognizing the two sequential stages 

involved in the problem and the operations congruent to the execution of each stage, 

without missing the big picture in the problem.  
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7. Analysis of Consistent Division Word Compare Problems 

Table 7 – Frequency Distribution of consistent Division Word problems 
  

Cognitive Variables 
  
 

 
 

    

Linguistic 
Variables 

Use of proper  
operations in 
the first set 
relation and 
multiplicative 
thinking in 
second set 
association 
 

Use of 
opposite  
operation in 
the first set 
association 
and 
multiplicative 
thinking in 
the second 
set 
association 
(Reversal 
error) 
 

 No 
reversal 
error and 
the first 
set 
relation 
completed 
only to 
address 
the 
problem 
solution 
 
 
 

Void
 
 
 
 
 
 
 
 
 
 
 
 
 

Severe lack 
of conceptual 
understanding 
in which 
participants 
make 
associations 
between the 
first and third 
sentences or 
refer to other 
set 
information 
not related to 
the problem 
solution  
 

Total

Language 
Symmetry 
Identification 

9 0 3 1 5 18 

 
Second 
Sentence 
Preservation 

 
2 

 
0 

 
1 

 
0 

 
2 

 
5 

 
First 
Sentence 
Preservation 

 
6 

 
1 

 
1 

 
0 

 
7 

15 

 
Number of 
participants 

 
9 

 
1 

 
3 

 
5 

 
16 

 
34 

 
The frequency table revealed that only 9 out 34 (26%) students could demonstrate 

the two sequential stages involved in the solution process of the consistent division word 

problem without generating reversal error. On the other hand, 16 out of 34 (47%) 

evidenced severe conceptual mis-understanding when solving the consistent division 
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problem, 3 out of 34 (or 8.8%) students could correctly the first stage of the solution 

without generating reversal error, 1 out 34 (or 3%) students generated reversal errors 

when solving the problem, and 5 (15%) students who avoided solving the problem. 

Contrary to previous research (Lewis & Mayer, 1987; Jean, 1999), participants did not 

show superior performance in consistent division problems (38%) as compared to their 

performance in inconsistent division problems (45%) (to be established later).  

An overall look at the data indicates that 18 out of 34 (or 53%) students were able 

to recognize the mirror-image of the relational statement of the consistent division word 

problem. Half of these students could correctly demonstrate the two sequential 

relationships involved in the solution process and did not commit reversal error when 

completing the first step of the solution process. In addition, none of these 18 students 

was the student who solved the problem by generating reversal error. The data also 

showed that the 3 students who completed only the first step of the problem solution 

without generating reversal error were among the remaining students who could identify 

language symmetry. Finally, the data revealed that 6 out the 18 students who showed 

serious lack of conceptual understanding were included among the students who could 

recognize the mirror-image of the relational statement. In overall, there were 9 out of 12 

(or 67%) of the students who could identify language symmetry in the relational 

statement who could solve the two-stage consistent division problem without generating 

reversal error. Yet, there were still 33% of the participants who had no understanding of 

the relational statement of the problem. A qualitative review of the participants’ papers 

showed that a large portion of participants’ misunderstanding was due to a lack of 

conceptual understanding of fractions, which were involved in the constitution of the 

relational statement. Students failed to realize that fractions incorporate multiplicative 

relationships between two sets of objects. In some cases, students ignored the relational 
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statement when confectioning their solution models of the problem. This was a result of 

their inability to deal with fractions. In so doing, the participants went far from 

constructing models that could correctly capture the gist of the problem, which resided in 

the fractional constitution of the relational statement. 

Conversely, the data revealed that there were only 5 (or 15%) students who could 

rewrite the second sentence without altering its meaning. Again, a poor concept of 

fractions was to blame for participants’ failure to preserve the meaning of the second 

sentence. They found it hard to establish the multiplicative relationship between the 

number of hours Mary works in a week and the number of hours Robert works in a week 

by look at the phrase “1/4 as many hours as . .”. In addition, the data showed that only 3 

of these 5 students could correctly solve the consistent division problem and the 

remaining 2 students committed severe conceptual misunderstanding when solving the 

problem. In other words, the data did not tend to support a strong relationship between 

language symmetry identification and successful problem solving. 

The data highlighted that 15 (or 44%) students did preserve the meaning of the 

first sentence. Yet, the data did show that first sentence preservation was associated with 

successful problem solving in consistent division word problems. In other words, the 

results indicated that 7 out of 9 students (78%) who identified the two sequential stages 

of the solution process and/or did not generate reversal error when completing the first 

stage were among the 15 students who preserved the meaning of the first sentence. 

Similarly, the data revealed that 8 out of 16 (or 50%) students who committed reversal 

error (when completing the first step of the solution process) or totally dismissed the 

second sentence in the construction of their solution models were the remaining 8 

students who preserved the meaning of the first sentence. Nevertheless, one must not 

generalize from the demonstrated relationship between preservation of the first sentence 
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and lack of reversal error in consistent division problem solving since the linguistic 

constitution of the first sentence does not contain the epicenter of the gist of the problem. 

Certainly, in order for participants to correctly fabricate a solution model, they had to 

represent every textual proposition in their working memory, including the first sentence. 

But they had to realize that the relational statement (i.e., the second sentence) was the 

epicenter to which every other textual proposition had to be attached to contribute to the 

formation of a model that represented the situation described in the problem. 
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8. Analysis of Inconsistent Division Word Compare Problems 

Table 8 – Frequency Distribution of Inconsistent Division Word problems 
 Cognitive Variables 
Linguistic 
Variables 

Use of proper  
operations in 
the first set 
relation and 
multiplicative 
thinking in 
second set 
association 
 

Use of 
opposite  
operation in 
the first set 
association 
and 
multiplicative 
thinking in 
the second 
set 
association 
(Reversal 
error) 
 

 No 
reversal 
error and 
the first 
set 
relation 
completed 
only to 
address 
the 
problem 
solution 
 
 
 

Void
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Severe lack 
of conceptual 
understanding 
in which 
participants 
make 
associations 
between the 
first and third 
sentences or 
refer to other 
set 
information 
not related to 
the problem 
solution  
 

Total

Language 
Symmetry 
Identification 

8 0 1 1 1 10 

 
Pronoun-
Referent 
Identification 

 
15 

 
4 

 
0 

 
2 

 
9 

 
30 

 
Second 
Sentence 
Preservation 

 
8 

 
3 

 
0 

 
1 

 
1 

 
13 

 
First 
Sentence 
Preservation 

 
10 

 
3 

 
0 

 
2 

 
6 

 
21 

 
Number of 
participants 

 
15 

 
5 

 
2 

 
2 

 
9 

 
33 

 
The data showed that there were 15 out of 33 (or 45%) of participants who could 

correctly identify the two sequential set relations, which was included in the solution 

process of the inconsistent division word problems without committing reversal error, 5 

out of 33 (15%) students who could still correctly identify the two sequential set relations 
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included in the solution process of the inconsistent division word problems but 

committed reversal error when completing the first stage, 11 out of the 33 (33%) showed 

severe conceptual misunderstanding of the problem, 2 out of 33 students completed only 

the first step without generating reversal error, and 2 out of the 33 students did not elicit 

their problem solving process. These preliminary results showed that less than half (i.e., 

45%) of the students were successful at solving inconsistent division problems. These 

types of word problems require that students mentally rotate the multiplicative relational 

statement to fit their processing format. Yet, the inconsistent division problem did not 

include fractions in its relational statement. Hence, participants’ ability to transform the 

relational statement was not tampered with their understanding of fractions, but it was 

highly associated with their comprehension of multiplicative relations. This substantial 

rate (45%) of success in inconsistent division problem solving as compared with the 

lower rate (38%) of success in consistent division problem solving could be associated 

with participants’ ability to demonstrate multiplicative thinking after control for their 

inability to deal with fractions. Yet, this result was not in conflict with previous research 

in compare word problems (Jean, 1999; Stern, 1993) in which students tended to generate 

more reversal errors when solving inconsistent language problems than when solving 

consistent language problems. In fact, the results of the analysis showed that students 

generated more reversal errors (24%) when tackling inconsistent division problems than 

when solving consistent division language problems (3%).  

Now, an in-depth analysis of the data will shed light on the effect of language 

comprehension in inconsistent division problem solving. The results showed that 10 out 

of 33 students could recognize language symmetry when solving the problem. Yet, the 

data indicated that 8 out of 15 (53%) students who correctly demonstrated the two 

sequential relations involved in the solution process were among the 10 students who 

2008 HICE Proceedings 
Page 6628



could identify the mirror-image of the relational statement, none of the 5 (0%) students 

who could still correctly demonstrate the two sequential relations involved in the solution 

process but generated reversal error were part of the students who recognized language 

symmetry in the second sentence, 2 out of the 11 (or 18%) students who showed serious 

lack of conceptual understanding were included among the students who could identify 

language symmetry in the problem. The above results allow two derivations. First, 

language symmetry identification was associated with successful inconsistent division 

problem solving (i.e., 80% of the students who identified language symmetry were 

successful at solving inconsistent division word problems). Second, there was a large 

proportion (67%) of students who did not recognize the mirror-image of the relational 

statement included in the problem.  This result could probably be due to students’ 

inability to deal with fractions that were included in the make-up of the candidate 

statements for the relational statement. While participants could decipher the meaning of 

the relational statement (which was written without fractions), they might have difficulty 

to recognize the same relational statement when it was written with fractions.  

 

On the other hand, the data revealed that 30 out of 33 (90%) students could determine the 

referent of the pronoun (“She”) involved in the relational statement. The data also 

indicated that the 15 (100%) students who correctly identified the two sequential stages 

in the solution process of the inconsistent division problem were included among the 30 

students who could determine the referent of the pronoun. Similarly, the results showed 

that 4 out of the 5 (80%) students who could identify the two sequential set relations in 

the solution process were included in the remaining 15 students who identified the 

relation between the pronoun (i.e., she) and its referent (i.e., Shirley). In the same fashion, 

the results revealed that the 9 (100%) students who had serious misrepresentations of the 
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problem were also among those who could identify the referent of the pronoun (i.e., she). 

These results suggested that participants’ ability to identify the referent of the pronoun 

did not necessarily explain their success in inconsistent division problem solving since 

the number of students who could identify the two stages of the solution process or show 

severe lack of conceptual understandings corresponded to the exact same students who 

were able to determine the referent of the pronoun. In other words, there seemed to be no 

genuine relationship between pronoun-referent identification and successful problem 

solving in inconsistent division problems. This result is in conflict with the case of 

inconsistent additive word problems. The data suggested that there be a genuine relation 

between pronoun-referent identification and successful problem solving in inconsistent 

additive problems. The previous analysis argued that the referent (i.e., the cost of a gallon 

of gas at Amoco) of the pronoun (“this”) was more likely to create a greater network for 

confectioning a solution model than the referent (“Shirley”) of the pronoun (“She”) did. 

By the same token, students were more likely (91%) to identify the referent of (“She”) 

than to identify the referent of (“This”) (27.7%).  

Conversely, the data showed that 13 out of 33 (or 40%) students could rewrite the 

second sentence without changing the meaning of it. In other words, there were 60% of 

the 33 students who could not preserve the meaning of the relational statement. Since it is 

predicted that preservation of the relational statement is likely to be associated with 

participants identifying correctly at least the first stage of the solution process and not 

committing reversal error, most of the 13 students who could preserve the second 

sentence were supposed to be successful at solving the inconsistent division word 

problem. In fact, the data evidenced that 8 out of the 15 students who correctly solved the 

problem were included among the 13 students who preserved the second sentence. 

Conversely, the data revealed that 3 out of 5 students who committed reversal error when 
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solving the problem were among the remaining 5 students who preserved the meaning of 

the second sentence. 

The data also evidenced that there were 21 out of 33 (65%) students who 

preserved the meaning of the first sentence. Of these 21 students, there were 10 who 

correctly identified the two-stage solution process without generating reversal error, 3 

students who committed reversal error when solving the 2-stage inconsistent division 

problem, and 8 students who committed serious misrepresentations of the problem. It is 

noteworthy to highlight that preservation of both first and second sentences was 

associated with successful problem solving in inconsistent division word problems.  

 

Combined Analysis of Division Compare Word Problems 

The results of the analysis showed that students were more likely to correctly 

identify one or the two sequential set relations involved in the problem solution and not 

generate reversal error when solving inconsistent division problems (66%) than when 

solving consistent word problems (38%). In similar fashion, the data revealed that 

students tended to demonstrate the sequential two stages of the solution process without 

generating reversal error when solving inconsistent division problems (45%) than when 

solving consistent division problems (29%). On the other hand, the data indicated that 

students generated more reversal errors and correctly completed the two sequential stages 

of the solution when solving inconsistent division word problems (21%) than solving 

consistent division word problems (3%). Even though the data clearly pointed out that 

students committed more reversal errors in inconsistent division problems than in 

consistent division problems, this did not reveal that students were less successful when 

solving inconsistent division problems than when solving consistent problems. In 

corollary, the data highlighted that students tended to commit serious conceptual 
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misunderstandings when solving consistent division problems (49%) than when solving 

inconsistent division problems (25%). Taken together, this statistics showed that students 

fared better off when solving inconsistent two-step division problems than when solving 

two-step consistent language problems. This result can be interpreted in the context of the 

mathematical constitution of the relational statement included in each problem type. The 

relational statement of the inconsistent division problem is made of a multiplicative 

positive marker (i.e., “n times as many miles per week as”) while the relational statement 

of the consistent division problem is made of a negative multiplicative marker (i.e., “1/4 

as many hours per week”). The literature is replete of illustrations where children are 

used to refer to positive multiplicative markers more than they do to negative 

multiplicative markers (Stern, 1993; Jean, 1999). This occurs for two reasons. First, the 

cultural environment does not nurture children’s vocabulary in negative multiplicative 

markers. Second, the use of negative multiplicative markers requires a proficient 

understanding of the working of fractions. Again, research shows that middle school 

students do not develop conceptual understandings for fractions as much as they do for 

natural integers (Jean, 1999). The inclusion of fractions in the relational statement makes 

it difficult for students to examine the symmetrical form of the relational statement. In 

other words, students would have more preference to visualize the mirror-image of a 

relational statement when the latter which is fraction-free or includes a positive 

multiplicative marker than when it includes a negative multiplicative marker. In this 

study, however, the results showed that students were slightly more prevalent to 

recognize language symmetry when dealing with consistent division problems (32%) 

than when dealing with inconsistent problems (30%). Yet, this could be the result of 

sampling procedure (e.g., size, selection process). In a case of a fully random selection of 

participants, one could expect that students produce empirical data that will support their 
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propensity to recognize language symmetry at much higher rates when the language 

symmetry involves positive multiplicative markers than when it involves negative 

multiplicative markers. 

 However, the data provided greater evidence that students could preserve the 

meaning of the relational statement in inconsistent division problems (21%) at much 

higher rates as compared to consistent division word problems (15%). It is important to 

highlight that second sentence preservation is equally related to language symmetry 

recognition in predicting students’ success in compare division word problems. The result 

above clearly demonstrated that the structure of the relational statement of inconsistent 

division problems favored students’ problem solving.   

Nevertheless, the impact of fraction representation on students’ problem solving 

in compare division word problems must be understood in the context of language 

consistency. It is evidenced that language inconsistency is in conflict with problem 

solvers’ processing format. In other words, when the unknown of the problem is the 

object of the relational statement, students must realign the relational statement in order 

to begin the second sentence with the unknown of the problem. Lewis and Mayer (1987) 

predicted that problem solvers would commit more reversal errors when solving 

inconsistent language problems when solving consistent problems, in which the unknown 

of the problem is the subject of the relational statement. Certainly, the results of the study 

showed that students committed more reversal errors in inconsistent division word 

problems (21%) than in consistent division word problems (3%). However, the results of 

the study also indicated an interactive effect of fractions and language consistency on 

students’ problem solving behavior in compare division word problems, in which the 

inclusion of fractions (or negative multiplicative markers) in the second sentence of  

consistent division problems forced students to create solution models that were 
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irrelevant to the situation described in the problem. But, this interactive effect was more 

detrimental when students solved consistent division word problems (45%) than when 

they solved inconsistent division word problems (which were fraction-free, of course) 

(20%). 

In the same vein, the data showed that students were likely to demonstrate severe 

lack of conceptual understandings when dealing with inconsistent multiplication word 

problems (62%) in which the relational statement contained a negative multiplicative 

marker than when dealing with consistent multiplication word problems (26%). This 

result was the positive interactive effect of fractions and language consistency on 

students’ problem solving in compare multiplication word problems. In other words, the 

presence of fractions reinforced the difficulty with which students had to visualize the 

symmetric form of the relational statement of the inconsistent problem in order to 

confection a solution model relevant to the gist of the problem. Indeed, the data exhibited 

that students tended to recognize language symmetry at higher rates when solving 

consistent multiplication word problems than when solving inconsistent multiplication 

word problems. Similarly, the data pointed that students were more likely to preserve the 

meaning of the second sentence, which was related to successful two-step multiplication 

word problem solving, when problems were language consistent (26%) than when they 

were language inconsistent (10%).   

Again, both multiplication and division compare word problems provided the 

opportunities to appreciate the effects of fractions in relation to language consistency on 

students’ problem solving. The results pointed that students were able to demonstrate 

their proficiency in multiplicative thinking throughout compare word problems, after the 

inclusion of fractions was held constant. This means that students were likely to succeed 

in multiplicative compare word problems whether the problem was language consistent 
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or inconsistent, as long as the problem was immune of negative multiplicative markers 

(e.g., 1/n times as many . . as).  

The data indicated that students were more likely to preserve the meaning of the 

first sentence when rewriting the first sentence of the inconsistent division problem 

(44%) than when rewriting the first sentence of the consistent division problem (64%).  

However, the distribution of the frequencies of these students depicted that first sentence 

preservation was not related to problem solving in compare division problems. In 

consistent division problems, the data indicated that approximately half of the 44% 

students were not successful at identifying the two sequential set relations involved in the 

solution without generating reversal errors. Similarly, in inconsistent division problems, 

the data revealed that half of the 64% students correctly identify the two sequential set 

relations involved in the solution without generating reversal errors when completing the 

first set relation. This amounts that the ability of rewriting the first sentence without 

changing the meaning of it does not have any meaningful significance on compare 

division word problem solving. Since preservation of the first sentence does not relate to 

division compare problem solving, it must be assumed that the preservation of the second 

sentence encapsulates the gist of the problem. Previous analysis suggested that 

representation of the first sentence contributed to the understanding of the second 

sentence, in particular, in inconsistent language problems. Given that the representation 

of the second sentence is primordial in the elaboration of a solution model for the 

division compare word problem, it implies that the preservation of the first sentence may 

be related to the full conceptual solution model of the problem only through the workings 

of the second sentence. Nevertheless, this relationship is purely spurious in the sense that 

it is almost inexistent in the absence of the relationship of the second sentence to both of 

them. In summary, the preservation of the first sentence is certainly important in correctly 
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solving the division compare word problem but it does not hold the crucial place in the 

solution model construction. 

 

Comparison between Additive and Multiplicative Compare Word Problems 

 This section of the analysis will look at the similarities and differences between 

additive and multiplicative word problems in regard to students’ problem solving 

behavior. The data revealed that students were more likely to identify the referent for the 

personal pronoun (i.e., he or she) included in the second sentence of inconsistent 

multiplicative word problems than to recognize the relative pronoun (i.e., this) involved 

in the second sentence of the inconsistent additive word problem. The basis of the 

referent for each of these pronouns was responsible for students’ differential success in 

retrieving the referent for the pronouns. In the inconsistent multiplicative (i.e., 

multiplication or division) word problems, the identification of the personal pronoun was 

just one word that referred to the name of the person mentioned in the first sentence. The 

presence of the personal pronoun did not impose greater cognitive and linguistic burden 

on the problem solver to search and find the referent for the pronoun. On the other hand, 

in the inconsistent additive (i.e., addition or subtraction) word problems, the 

identification of the relative pronoun required that students search in the first sentence for 

a string of words, which encapsulated the meaning of the pronoun. In so doing, students 

were more apt to choose to a wrong set of words which did not completely capture the 

meaning of the pronoun. For example, students may report ‘gas’ or ‘gas at Amoco’ – 

instead of ‘the cost of gas at Amoco’ – as referent for the pronoun “this”.  At the same 

time, the results showed that identification of the pronoun-referent relation was 

associated with correct two-step problem solution, while the recognition of the pronoun-

referent relation in inconsistent multiplicative problems did not have a genuine 
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association with correct problem solution. In other words, students who correctly 

identified the two sequential stages involved in the problem solution without generating 

reversal errors included the vast majority of students who could identify the pronoun-

referent relation involved in inconsistent additive word problems. On the other hand, 

students who could identify the pronoun-referent relation involved in inconsistent 

multiplicative word problems were approximately equally included among students who 

correctly solved the two-step problem without generating reversal errors, generated 

reversal errors while completing the two stages of the solution, or showed serious 

conceptual misunderstandings. The reason why the pronoun-referent identification was 

more related to correct problem solution in inconsistent additive problems than in 

inconsistent multiplicative word problems was that the referent for the pronoun (i.e., this) 

accounted for more understanding in the meaning of the second sentence, which is the 

epicenter of the solution model building. In other words, the identification of the 

pronoun-referent relation becomes a correlate with problem solvers’ success. On the 

other hand, the impact of the identification of the referent (i.e., Joe) for the pronoun (i.e., 

he) did not contribute as much in the construction of the meaning of the second sentence 

of the inconsistent multiplicative word problem as did the identification of the pronoun 

(i.e., this) did vis-à-vis the construction of the meaning of the second sentence in the 

inconsistent additive problem.   

 The data revealed that language symmetry identification and second sentence 

preservation were both related to correct problem solving of the two-step problem 

whether the problem was additive or multiplicative. This relation was also felt across 

both consistent and inconsistent language problems. In other words, students who could 

correctly identify the mirror image of the relational statement involved in the problem 

were more probable to correctly solve at least the first stage of the solution.  
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On the other hand, the data suggested that students could identify language 

symmetry differently across additive and multiplicative problems. Students tended to 

identify language symmetry at greater rates when dealing with consistent additive 

problems than when dealing with inconsistent additive problems. The process of 

transforming the relational statement of inconsistent additive (i.e., addition or 

subtraction) problems leads to more reversal errors during the conversation of the 

relational statement of consistent additive word problems. Hence, students tended to be 

more successful at visualizing the language symmetry of relational statements of 

consistent additive problems which fit their processing format.   

Inversely, the data indicated that students tended to recognize the mirror-images 

of relational statements when solving consistent multiplication and inconsistent division 

problems, in which the relational statement does not include fractions, than when solving  

consistent division and inconsistent multiplication problems, in which the relational 

statement includes fractions. These results suggest that the inclusion of fractions in the 

relational statement interferes with language consistency on students’ problem solving 

success. Normally, one would expect that students have more difficulty transforming the 

relational statements of inconsistent language problems into the relational statements of 

the corresponding consistent language problems, than vice versa. However, the inclusion 

of fractions (which are ill-represented in students’ working memories) in the relational 

statement affects students’ behavior in producing reversal errors while transforming 

relational statements more than the absence of fractions in the relational statements does.  

 In the same fashion, the data showed that students who could preserve the 

meaning of the second sentence tended to correctly solve at least the first stage of the 

two-step problem at much higher rates when solving inconsistent language problems than 

when solving consistent language problems. On the other hand, the data highlighted that 
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students were able to preserve the meaning of second sentences more when dealing with 

additive word problems than when dealing with multiplicative problems. This pointed 

that students were more capable to handle additive linguistic markers (e.g., more than and 

less than) more than they did multiplicative linguistic markers (e.g., n times . . as many 

and 1/n as many . . as).  

 The data clearly showed that students tended to demonstrate severe lack of 

conceptual understanding when solving multiplicative problems than when solving 

additive word problems. However, an in-depth examination revealed that students 

showed more serious conceptual misunderstandings when dealing with consistent 

division and inconsistent multiplication problems than when dealing with consistent 

multiplication and inconsistent division problems. Indeed, the data showed that students 

performed at a rate less than 50% across both consistent division and inconsistent 

multiplication word problems as compared to their performance rate which was between 

45% and 58% in consistent multiplication and inconsistent division problems, 

respectively.  On the other hand, students performed at much higher rates in consistent 

addition (86%) and subtraction (53%) problems than in inconsistent addition (53%) and 

subtraction (38%) problems.  The results also indicated that students committed more 

reversal errors when solving inconsistent addition (42%) and subtraction (38%) word 

problems than when solving inconsistent multiplication (9.5%) and division (21%) 

problems. These results seemed to be in conflict with previous studies (Jean, 1999) that 

showed that students generated reversal errors at higher rates on multiplicative word 

problems than on additive word problems.    

The examination of the data indicated that students’ success in problem solving 

was best represented by their cognitive skills than by their linguistic skills. This means 

that students had a poor linguistic command to demonstrate certain linguistic skills that 
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were relevant to successful problem solving. For example, the data showed that only 37% 

of the students who could correctly solve the two-step inconsistent addition problem 

could recognize language symmetry involved in the relational statement, 26% of them 

could identify the referent for the pronoun (i.e., this) mentioned in the second sentence, 

and 47% of them could preserve the meaning of the second sentence. Inversely, there 

were at most 53% of the students who could correctly solve the addition problem who 

could not identify language symmetry, recognize the pronoun-referent relation, or 

preserve the meaning of the second sentence. This suggests that instructional measures 

must be taken to increase students’ literacy skills in mathematical problem solving. 

Substantive skills in literacy are capable of helping students improve their problem 

solving performance.  In the same fashion, students demonstrated their poor linguistic 

skills when solving consistent multiplication problems. The results exhibited that at most 

65% of the students who could correctly solve the two-step problem could not identify 

language symmetry or could not preserve the meaning of the second sentence. 

 

Qualitative Analysis of Students’ Problem Solving Behavior 

In this section of the paper, the researcher reports the analysis of selected 

students’ work samples. The purpose of the qualitative analysis is to allow the researcher 

to investigate the dynamic process of students during problem solving. At least two work 

samples are analyzed qualitatively for each problem type. In this sense, the researcher 

will be able to have a first-hand information about the cognitive and linguistic 

functioning of students during problem solving. The protocol of presentation follows this 

format: the researcher reports as precisely as possible the students’ statements (whether 

said or written). Then, he analyzes the students’ statements in light of the theoretical 

framework of the word problem solving.  
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Examination of Individual Students’ Problem Solving work on the Consistent Addition 
Word Problem 
 
Butter at Met Food costs $2.49 per box. 
Butter at Shaws costs $0.65 more per box than butter at Met Food. 
How much do 3 boxes of butter cost at Shaws? 
 

Analysis of Raymond S.’s work  

 Raymond read the problem aloud. He added $2.49 with $.65 to obtain $3.14. 

Then he wrote $3.14 as a sum of in 3 dollars, 10 cents and 4 cents in decimal numbers. 

Finally, he multiplied each of the 3 components of the sum by 3 (for 3 boxes) and 

summed them up to obtain $9.42.  The student’s auditory work elicited his 

comprehension of the additive marker (i.e., more than) in the context of consistent 

language problem solving. In other words, he did not commit reversal error, this means, 

he did not use subtraction with the given data (i.e., $2.49 and $0.65) to derive the cost of 

one box of butter at Shaws. In addition, Raymond showed great command of place values 

and multiplication to obtain the cost of 3 boxes of butter at Shaws. He clearly 

demonstrated his understanding of the multiplicative relation between the cost of one box 

of butter and that of the 3 boxes of butter. In so doing, the student identified the referent 

(i.e., butter) that validated the relationship between the cost of one box and that of the 3 

boxes. Upon the researcher’s probe, Raymond said he had used addition to determine the 

cost of a box of butter at Shaws because the word ‘more than’ indicated ‘+’.  

 

Examination of Jason’s work.  

Jason indicated that he added $2.49 and $.65 together to obtain the cost of a box 

of butter. It was evident that the student could correctly manipulate the relational 

statement to derive the cost (i.e., $3.14) of a box of butter in the context of an additive 

consistent language problem. In addition, Jason added the cost of a box of butter by itself 
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three times to get the cost of 3 boxes of butter. His strategy demonstrated that his additive 

thinking was more pronounced than his multiplicative thinking. Yet, his conceptual 

understanding of the set relation between the cost of a box of butter and that of the three 

boxes of butter was established although he referred to the additive procedure. Clearly, 

both Raymond and Jason arrived at the same correct solution, although one of them used 

multiplicative procedure and the other used additive procedure to associate the cost of a 

box of butter with that cost of three boxes of butter. 

Similarly, Shawn, Jeanine, and Diasha also used the same strategies to arrive at 

the cost of the three boxes of butter at Shaws. They all derived the cost (i.e., $3.14) of a 

box of butter at Shaws by combining $2.49 and $.65 together. Then, they obtained the 

cost of the 3 boxes of butter by multiplying $3.14 by 3. In so doing, the students 

demonstrated their capacity to look at the referent unit (i.e., box of butter) that justified 

their mathematical procedure. In fact, the underlying multiplicative relationship between 

the cost of one box of butter referred as to $3.14 per box and 3 boxes rendered the 

multiplication of $3.14 and 3 possible through the elimination of the common unit (i.e., 

box of butter) between the two factors. The examination of the above students’ responses 

to the problem highlighted their capacity to effectively solve additive consistent language 

problems.  

Examination of students’ work on the consistent subtraction word problem  
  
At Texaco gas costs $2.69 per gallon. 
 Gas at Amoco costs $0.30 less per gallon than gas at Texaco. 
 How much do 4 gallons of gas cost at Amoco? 
 
Analysis of Robert’s work 
Robert wrote two arithmetic operations on his worksheet: 
   $2.69          2.39 
 – 0. 30 ×    4 
  $2.39        $9.56 
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He continued: “First you have to subtract $2.69 and $0.30 to find out how much gas cost 

in Amoco then you multiply how much you got from subtracting 4 times then you get 

your answer $9.56. ”The analysis of Robert’s work showed his ability to break the 

problem into two sequential steps: (1) Finding the cost of a gallon of gas at Amoco; and 

(2) Finding the cost of 4 gallons of gas at Amoco in 4 weeks. He explained that 30 cents 

had be to taken away from $2.69 to obtain the cost of a gallon of gas at Amoco. This is an 

evidence that Robert identified the relationship between the linguistic marker (i.e., less 

than) and the underlying arithmetic operation (i.e., subtraction). In addition, Robert 

mentioned that the cost of 4 gallons of gas at Amoco could be obtained by multiplying 

the cost of one gallon of gas by the multiplier 4. Robert’s problem solving behavior fit 

the description provided by Lewis and Mayer (1987), in which problem solvers are more 

likely to solve consistent language problems without committing reversal because the 

structure of the relational statement of the problem aligns with the format of problem 

solvers’ thinking process. 

 The examination of students’ work samples across both consistent addition 

and subtraction word problems revealed that students were successful at confectioning 

solution models that were consistent with the linguistic markers included in the relational 

statements. The results of the qualitative analysis are in correspondence with Lewis and 

Mayer’s (987) Theory of Language Consistency. The latter states that translation of the 

relational statement of consistent language problems fits the thinking format of problem 

solvers. 

 
Examination of students’ work on the inconsistent addition word problem  
 
Gas at Amoco costs $2.59 per gallon. 
This is $0.30 less per gallon than gas at Texaco. 
How much do 4 gallons of gas cost at Amoco?   
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Analysis of Crystal’s work:  

       Crystal reported that she had to add $2.59 to $.30 to obtain the cost of a gallon of gas 

at Texaco. When the researcher asked her to explain why she added the numbers, she told 

that a gallon of gas at Texaco cost more. As the researcher also asked her about the 

meaning of “This” in the second sentence, she replied that “This” meant “gas at Amoco”. 

Again, Crystal could contemplate the mirror image of the given expression “This is $0.30 

less per gallon than gas at Texaco” which is “At Texaco gas costs $0.30 more per gallon 

than gas at Amoco.” Through her responses, the researcher noticed that she transformed 

the relational statement in the way to fit the format of her thinking processing. In so 

doing, she correctly captured the gist of the problem that was in line with the situation 

described in the problem, meaning that a gallon of gas was more expensive at Texaco 

than at Amoco. On the other hand, Crystal correctly demonstrated the multiplicative 

relationship between the cost of a gallon of gas at Texaco and 4 gallons of gas at Texaco. 

Her choice of the multiplicative procedure evidenced her ability to visualize the ratio 

between the two quantities $2.89 and one gallon. Without this knowledge, it would be 

impossible for her to undertake the multiplication of a ratio (i.e., $2.89/gallon) and 

another number (i.e., 3 gallons) that shares the quantification of the denominator of the 

ratio. Again, Crystal demonstrated her ability to correctly solve an additive inconsistent 

language problem.  

  

Analysis of Brandon’s work:  

Brandon subtracted $0.30 from $2.59 to obtain the cost of a gallon of gas at Texaco. He 

pointed to “less than” as the reason why he used subtraction. Then the researcher asked 

him in which place gas cost less. He replied that gas cost less at Texaco. Again, the 

researcher asked him what “This” stood for in the second sentence. He responded that 
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“This referred to “gas at Texaco”. The examination of Brandon’s replies suggested that 

he had a poor conceptual understanding of the relational statement (i.e., “This is $0.30 

less per gallon than gas at Texaco.”). He failed to mentally rotate the relational statement 

to the corresponding relational statement that fitted the situation described in the 

problem. In other words, Brandon lacked the linguistic and cognitive skills which would 

allow him to capture the essence of the problem. Brandon did not realize that the relative 

pronoun “This” was a referent for the cost of a gallon of gas at Amoco. Had he known 

about it, he would have realized the fact that gas at Amoco cost $0.30 per gallon less than 

gas at Texaco. Consequently, his problem solving model would reflect the reality of the 

problem. In other words, he would add $0.30 to the cost (i.e., $2.59) of a gallon of gas at 

Amoco to obtain the cost (i.e., $2.89) of a gallon of gas at Texaco. Brandon’s problem 

solving model was locally based in the sense that he was unable to incorporate the 

linguistic information included in each of the propositions in the larger representation of 

the concept that retains the essence of the situation described in the problem text. He 

failed to visualize the additive marker (i.e., less than) in relation to the relative pronoun 

that held the place for the price of gas at Amoco. As a consequence, his model was not 

comprehensive enough to capture the meaning of the relational statement. One can argue 

that Brandon did not develop sophisticated linguistic thresholds that can espouse the 

cognitive demands of the additive inconsistent language problems.   

 However, Brandon correctly related the cost (albeit erroneously computed) of 

a gallon of gas with 3 gallons of gas at Texaco. He multiplied the cost of a gallon of gas 

(i.e., $2.29/gallon) by 3 gallons to obtain $9.16. It is understood that Brandon did not 

obtain the correct final solution which was $2.89 because he had committed reversal error 

while determining the cost of a gallon of gas at Texaco. Yet, the analysis highlighted 

Brandon’s conceptual understanding of the multiplicative relationship between a ratio of 
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two quantities and another number which was of the same nature as the denominator of 

the ratio. Brandon’s successful demonstration of the multiplicative relation between the 

cost of gallon of gas and that of three gallons of gas over his failure to mentally rotate the 

relational statement in order to fit the cognitive exigencies of the inconsistent language 

problems resided in the fact that the processing structure of the relation between the 

second sentence and the third statement was straightforward, meaning that it was aligned 

with the format of human thinking process.  

 

Examination of students’ work on the inconsistent subtraction word problem  
 
Marbles at Macy’s cost $6.00 per bag. 
This is $1.60 more per bag than marbles at J.C. Penny. 
How much do 4 bags of marbles cost at J.C. Penny? 
 
Analysis of Jason’s work: 

  First, Jason read the problem. Then, he took a pause. The researcher asked 

him to read the problem again. Jason read it over and wrote in his worksheet: $6.00 – 

1.60 =         4.40 * 4 = 17.60. The researcher asked him to explain what he wrote. Jason 

replied that one bag of marbles at J.C. Penny cost $4.40. He continued to say that 4 bags 

of marbles cost $17.60. The researcher asked: “What does [More] mean in the problem?” 

He replied: “Less”. The researcher asked: “Why is it less?” He replied: “Marbles as 

Macy’s cost $6.00.” The researcher asked: “Where you do pay more for marbles?” Jason 

responded: “Macy’s”. The researcher again asked: “What does ‘This’ stand for?” He 

replied: “Marbles at Macy’s”.  

 The analysis of Jason’s responses shows that Jason developed a deep 

understanding of the problem as depicted in the second sentence. He also had a great 

command of the relative (i.e., This). He could easily identify ‘This’ as a place holder for 

marbles at Macy’s. Therefore, he was able to visualize the cost of marbles at Macy’s that 
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was $1.60 more per bag than that of at J.C. Penny. Consequently, he realized that marbles 

at J.C. Penny cost less per bag than at Macy’s. At this point, he confectioned his solution 

model not on the key word (i.e., ‘more than’ which triggered addition) but on the global 

representation of the problem that ran across the first two sentences of the problem. In 

other words, he was successful to transform the relational statement (i.e., “This is more 

than $1.60 per bag than marbles at J.C. Penny”) of the inconsistent subtraction language 

problem into the relational statement (i.e., “Marbles at J.C. Penny cost $1.60 less per bag 

than marbles at Macy’s”) of the corresponding consistent subtraction language problem 

to fit his processing format. On the other hand, Jason took care of the solution process of 

the subsequent subproblem which was the cost of four bags of marbles at J.C. Penny. To 

do that, he multiplied the cost of one bag of marbles by 4 bags to obtain $17.60. Again, 

Jason demonstrated his understanding of the multiplicative relation between the cost of 

one bag of marbles with the cost of 4 bags of marbles. In sum, Jason was successful at 

breaking the problem in two subproblems: 1) finding the cost of one bag of marbles at 

J.C. Penny; 2) finding the cost of four marbles at J.C. Penny. Jasone noticed that the 

information in the relational statement (or the second sentence) was vital to address the 

first subproblem. In fact, the relational statement is the epicenter of the representation of 

the problem. Once Jason determined the cost of the one bag of marbles at J.C. Penny, he 

was aware that the cost of four bags of marbles was dependent on the solution of the first 

subproblem.  

  
Examination of Crystal’s work on solving inconsistent subtraction language problem 
 
 First, Crystal read the problem. Then, the researcher asked: “Where do 

marbles cost most?” She replied: “At J.C. Penny”. The researcher said: “Read the second 

sentence and tell me what ‘This’ stands for.” She replied “Marbles”. The researcher 
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asked: “What does ‘more than’ mean?” She replied: “Add”. The researcher said: “How 

do you solve the problem?” She wrote on the worksheet: 6.00 + 1.60 = $7.60; 1.60*4 = 

6.40; and 7.60*4 = $30.40. 

 The analysis of Crytal’s work shows that she did not developed a conceptual 

understanding of the problem. She developed her solution model based on the key word 

knowledge (i.e., more than). In other words, she realized that the cost of bag of marbles at 

J.C. Penny had to be obtained by adding $1.60 to $6.00, which was the cost of a bag of 

marbles at Macy’s. In so doing, she failed to conceptually relate the first sentence (i.e., 

the cost of bag of marbles at Macy’s) to the second sentence that indicated the amount of 

dollars by which the cost of one bag of marbles at Macy’s exceeded the cost of one bag 

of marbles at J.C. Penny. In addition Crystal’s lack of conceptual understanding was 

further evidenced in her multiplying $1.60 by 4 to obtain $6.40. Apparently, this amount 

represented the cost of 4 bags of marbles at J.C. Penny. In so doing, Crystal completely 

mis-represented the situation described in the problem text. She apparently ignored the 

importance of the linguistic materials that would place $1.60 in a relational context with 

the first sentence, instead of isolating it as the cost of a bag of marbles at J.C. Penny. On 

the other hand, Crystal seemed to establish the conceptual relation between the cost of 

one bag of marbles at J.C. Penny , which she had found to be $7.60 (albeit erroneously 

generated), and the cost of four bags of marbles at J. C. Penny. Hence, she obtained the 

cost of four bags of marbles (i.e., $30.40) by multiplying $7.60 by 4. Although, Crystal 

seemed to be at least able to visualize that the cost of four marbles was related to the cost 

of one bag of marbles at J.C. Penny, which she derived in relation to the cost of one bag 

of marbles at Macy’s (albeit erroneously computed), she failed to bring closure with her 

own problem solving strategy. For, she also found that the cost of 4 bags of marbles at 

J.C. Penny was $6.40 by multiplying $1.60 by 4. At the end, she did not mention which 
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final answer she would consider as the cost of four bags of marbles at J.C. Penny, 

whether $30.40 or $6.40.  So, she was not sure of which model was valid to determine 

the cost of four bags of marbles at J.C. Penny. Therefore, Crystal’s problem solving 

model was not just simply poor in the sense that it she committed reversal error in 

determining the cost of one bag of marbles at J.C. Penny.  But, she had a severe lack of 

conceptual understanding in which she could not perceive the logical connection between 

the cost of a one bag of marbles at J.C. Penny and the cost of four bags of marbles at J.C. 

Penny. For, the fact that she generated the cost of four bags of marbles (by multiplying 

1.60 by 4) demonstrated that she could not even figure the relation between the cost of 

bag of marbles at Macy’s and the cost of marbles at J.C. Penny.  

 Crystal’s poor problem solving strategy could be a result of her poor reading 

comprehension. For example, she did not understanding the relational meaning of the 

relative pronoun ‘This’. Hence, she failed to recognize the conceptual relation between 

the cost of a bag of marbles at Macy’s and the cost of marbles at J.C. penny. In addition, 

Crystal was unable to create meanings through different lexicons that compose the 

different textual propositions of the problem. The fact that Crystal considered that the 

cost of four bags of marbles at J.C. Penny could be obtained by multiplying $1.60 by 4 

evidenced the fact she could not represent the gist of the second sentence. Hence, she was 

restricted to see in $1.60 as the cost of one bag of marbles. Again, the remedy of 

Crystal’s problem solving strategy was dependent on her improving her reading 

comprehension skills. 

 
Examination of students’ work on the consistent multiplication word problem  
 
Robert works 7 hours per week. 
Mary works 6 times as many hours per week as Robert does. 
How many hours does Mary work in 3 weeks?                                                     
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Analysis of Crystal’s work  

       Crystal read the problem and wrote on the worksheet 7*6 = 42 and 42*3 = 126. The 

researcher asked: “Can you explain me what you wrote?” She replied: “Because Mary 

worked 6 times more hours than Robert, I multiplied 7 by 6”. The researcher asked: 

“What about the second multiplication?” Crystal replied, “I multiplied 42 by 3 because it 

said that ‘How many hours does Mary work in three weeks.” The examination of 

Crystal’s work showed she was able to break the problem into two sequential 

subproblems: (1) Finding the number of hours Mary works in one week; and (2) Finding 

the number of hours Mary works in three weeks. Crystal also used the multiplicative 

relational statement of the second statement to find the number of hours Mary worked in 

one week. In so doing, Crystal established the liaison between the first and second 

sentences. As predicted by Mayer (1987), Crystal did not have difficulty to solve a 

consistent multiplicative language problem. For, the linguistic structure of the relational 

statement fits very well the thinking process of problem solvers. At this point, the 

superfluous knowledge of key works is more likely (than a deep conceptual 

understanding of the situation described in the problem) to dictate the choice of the 

multiplication to use to solve the problem. As opposed, the linguistic structure of 

inconsistent language problems would provide more opportunities to problem solvers to 

develop their conceptual understanding. For, problem solvers would have to contemplate 

the underlying structure of the inconsistent language problem in order to develop a 

relevant solution model. (Kintsch & Greeno, 1985)  

 
Examination of students’ work on the consistent division word problem  
 
Robert works 36 hours per week. 

Mary works 
4
1  as many hours per week as Robert does. 

How many hours does Mary work in 5 weeks? 
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Analysis of Derrick’s work:  

         Derrick first read the problem and said that Robert worked for 9 hours in one week. 

The researcher asked: “Can you explain me how you got your answer?” He replied: 

“Since I know 4 times 9 equals 36, I divided 36 by 4 and got 9. Then I timed 9 hours 

times 5 weeks gave me 45 hours.”  

 The analysis of Derrick’s thinking process indicated that he had no major 

difficulty to represent the meaning of the problem. He interpreted ¼ of 36 in a 

multiplicative way in the sense that 36 is a multiple of 4. In other words, he noticed that 

there were 4 nine’s in 36. In addition, he showed his procedural knowledge of dealing 

with a product of an integer and a fraction by dividing the integer by the denominator of 

the fraction. Again, Derrick’s conceptual understating of the consistent multiplicative 

language problem was positively supported by his procedural knowledge of the product 

of an integer by a fraction. In other words, the meaning of the relational statement (i.e., 

Mary works 
4
1  as many hours per week as Robert does.) could not just be based on the 

simple translation of the linguistic marker (i.e., 
4
1  as many). The above analysis 

evidenced that the conceptual understating of fractions reinforced the confectioning of 

the meaning of the second sentence in relation to the first sentence (i.e., Robert works 36 

hours per week.). On the other hand, Derrick made the logical connection between the 

number of hours Mary worked per week and the number of hours she worked in 5 weeks. 

He successfully multiplied the number of hours Mary worked in one week by 5 weeks to 

obtain 45 hours. [In so doing, he demonstrated his knowledge of the multiplication a ratio 

of two different quantities by another quantity.]  
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Examination of students’ work on the inconsistent division word problem  
 
Shirley runs 35 miles per week. 
She runs 7 times as many miles per week as Marvin does. 
How many miles does Marvin run for 4 weeks? 
 
Analysis of Derrick’s work 

     Derrick read aloud the problem and paused for a moment. Then, he said that Marvin 

ran 5 miles per week because 7 times 5 equaled 35. He continued to say: “Since you 

know that Marvin runs 5 miles times this by 4 weeks which equals 20 miles.” The 

researcher asked him to explain how he had found 5 miles. He replied that there were 7 

five’s in 35. The examination of Derrick’s thinking processing demonstrated his 

understanding of the relational statement that captured the multiplicative relationship 

between the number of miles Shirley ran per week and that of miles Marvin ran per week. 

He correctly recognized that Shirley ran for more miles per week than did Marvin and 

realized that the number of miles (i.e., 35) Shirley ran per week was 7 times as many 

miles as Marvin (i.e., 5). In addition, the demonstration of his solution process to 

determine the number of miles (i.e., 5) Marvin ran showed his conceptual understanding 

of the multiplicative relationship between the first and second sentences. Derrick also 

identified the pronominal relationship between “Shirley” (in the first sentence) and ‘She” 

(in the second sentence). Hence, he could make this association that the number of miles 

Shirley ran per week was 7 times as many miles Marvin ran. At this point, Derrick could 

derive a mathematical model that allowed him to determine the number of miles Marvin 

ran per week. It is accepted that Derrick’s linguistic sophistication largely contributed to 

his problem solving success. 

 Moreover, Derrick could identify the relationship between the number of 

miles Marvin ran per week and the number of miles He ran for four weeks. He correctly 

multiplied 5 miles per week by 4 weeks to obtain 20 miles. In sum, Derrick successfully 
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completely the two steps of the problem solving involved in the solution process of the 

problem. He broke the question posed in the problem into two subquestions: (1) finding 

the number of miles Derrick ran in one week; (2) determining the number of miles 

Derrick will run in 4 weeks. In so doing, he realized the order and interdependence 

between the first and second subquestions.   

 

Examination of Shawn’s work: 

          Shawn read the problem for a first time. Then he said that Marvin ran for 35 times 

7. He computed the multiplication and found that Marvin ran 245 miles. I asked him to 

reread the second sentence. He positively replied and made a pause. He then exclaimed: 

“Oh! Marvin runs for 5 miles.” The researcher asked: “How did you find out that Marvin 

ran 5 miles?” He replied that Shirley ran 35 miles and she ran 7 times more than Marvin. 

Shawn’s surprising response that followed the second reading evidenced that he 

happened to take ownership of the meaning of the problem in relating the first and the 

second sentences. At this point, he was successful to confection the global meaning of the 

situation described across the first two sentences. As opposed, his prior response of 245 

miles was the result of a local representation of the second sentence that depended on the 

simple translation of the phrase: “7 times as many”. This representation was limited in 

the sense that it did not transcend the linguistic cover of the relational statement to reach 

the deeper structure on which the problem had to be interpreted. Again, Shawn’s 

exclamation (i.e., Oh!) and the wide opening of his eyes highlighted his joy of tapping on 

the true structure of the problem that immediately convinced him to reconsider his 

solution model. At this point, he recognized that the linguistic marker “7 times as many 

miles” had to be interpreted as “divide by 7” instead “multiply by 7”. So his problem 

solving model became:  
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Number of miles run by Marvin = 
week

miles_35 × 
7
1  = 

week
miles_5  

Needless to say, reading comprehension plays a primordial role in Shawn’s mathematical 

problem solving behavior. The knowledge of textural constitution and linguistic markers 

helps monitor the success of a problem solver. In addition, Shawn was successful in 

liking the number of miles Marvin ran in 4 weeks by multiplying 5 miles by 4. This 

evidenced his knowledge of multiplicative relationship between sets. 

 
 

 

Examination of Diasha’s work: 

         Diasha read the problem for the first time. The researcher asked: “What does ‘She” 

stand for?” She replied that “She” stood for Shirley. The researcher then asked: “Who 

runs more miles, Shirley or Marvin?” She replied:  “Marvin”. The researcher asked her to 

reread the problem. She read the problem again. The researcher asked: “How do solve the 

problem?” She computed the multiplication of 35 by 7 to obtain 245. Then she multiplied 

245 by 4 to get 980.   

 The analysis of Diasha’s responses revealed that she lacked the conceptual 

understanding of the schema of the problem. Although she could realize that “She” was a 

referent to Shirley (in the first sentence), she was not conscious of the fact that the 

number of miles Shirley ran in one week was 7 times as large as the number the miles 

Marvin ran. Her solution model was irrelevant to the situation described in the problem 

text. She showed that Marvin ran 7*45 miles = 245 miles. In so doing, she committed 

reversal error in the sense that she failed to rotate the relational statement of the 

inconsistent language problem to fit the relational statement (i.e., “Marvin runs 1/7 as 

many miles as Shirley does”) of the corresponding consistent language problem. On the 
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other hand, Diasha successfully identified the relationship between the number of miles 

run by Marvin ran in one week and the number of miles he run in four weeks. She 

correctly multiplied 245 miles by 4 to obtain 980 miles. Although Diasha committed 

reversal error in determining the number of miles Marvin ran in one week, she had 

enough cognitive competence to break the problem into two subproblems and related 

their solutions. 

 

Examination of students’ work on the inconsistent multiplication word problem  
 
Joe runs 6 miles per week. 

He runs 1
5

 as many miles per week as Richie does. 

How many miles does Richie run in 4 weeks? 
 
Analysis of Brandon’s work 

          Brandon read the problem and paused. The research asked him: “What does ‘He’ 

stand for?” He replied: “Joe”. The researcher said: “How do you interpret the second 

sentence (i.e., He runs 1
5

 as many miles per week as Richie does)?” He replied: “one fifth 

of the number of miles Joe runs . . and paused” The researcher then asked: “Can you 

draw a ketch to represent one fifth?” He drew a circle with 6 equal slices.” The researcher 

said: “What does each slice represent?” He responded: “one fifth”. The researcher asked: 

“Now, let’s say that Joe runs one half as many miles per week as Richie, how many miles 

does Richie run?” He said: “12 miles” The researcher said: “How do you figure it?” He 

said: “Because 12 is 2 times of 6.” The searcher said: “Let’s say that Joe runs one third as 

many miles per week as Richie does, how many miles does Richie run?” He paused and 

replied: “18”. The researcher said: “how did you get this?” He said: “18 is 3 times of 6.” 

The researcher said: “Now, let’s return to the problem. Can you answer the question?”   

He replied: “30”. The researcher asked: “Can you draw a picture to show your response?” 
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He replied by drawing six lines and writing a 6 on the middle on each of the five lines. 

He then added 6 five times to obtain 30 miles. The researcher the said: “So how many 

miles Richie runs per week?” Brandon replied: “30 miles”. Then he said that Richie ran 

120 miles for 4 weeks. The researcher repeated: “How did you get 120 miles? He said: 

“He multiplied 30 by 4”.  

The examination of the probing/answer session showed that Brandon’s 

understanding of the problem grew by spurt. He seemed to have a view of the problem at 

the beginning, but his conceptual understanding was clouded by the presence of the 

fraction (1/5) in the second sentence. However, he quickly regained his understanding as 

the researcher brought him to the point where he could handle the transformation of the 

relational statement in the presence of some basic fractions like ½ and 1/3. He then could 

extrapolate his understanding to unfamiliar fractions like 1/5. Again, Brandon could also 

support his conceptual understanding of the multiplicative relational statement through 

drawing a sketch. In sum, Brandon had the ability to mentally rotate a relational 

statement of a multiplicative inconsistent language problem into a relational statement 

(e.g., Richie runs five times as many miles as Joe does.) of a corresponding multiplicative 

consistent language problem in the presence of familiar fractions. Hence, it is imperative 

that the middle school students develop their conceptual and procedural understanding of 

fractions so that they will be successful in problem solving involving multiplicative 

thinking. While the conceptual understanding of fractions is crucial in multiplicative 

problem solving, the lack of procedural knowledge of fractions can hamper students’ 

understanding of fractions-based mathematical expressions. For example, Brandon 

demonstrated his understanding of the relational statement (e.g., He runs ½ as many 

miles as Richie) since it contained a fraction with which he was familiar. However, he 

had difficulty to first visualize the meaning of the same type of relational statement when 
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it contained an unfamiliar fraction (e.g., 1/5). In the terms of cognitive processing, the 

storage of the meaning of one fifth occupies so much space in the working memory that 

there is a small space left for the global representation of the second sentence in relation 

to the first sentence. Conversely, the easier problem solvers can allocate fraction meaning 

in their long-term memories, the more organized and larger chunks of fractions 

information they can hold in their storage space, and the more efficient they will be in 

representing the gist of the problem.     

 
Analysis of Jada’s work:  
Jada wrote: 
[6 miles every week 
1/5th of the mile per week 
1/5 + 1/6 = 2/11 
2/11 + 2/11 + 2/11 + 2/11 = 8/44 
Step I: I put my words on the top. 
Step 2: Next I added 1/5 + 1/6, and got 2/11 
Step 3: Then I added 2/11 4 times, and got 8/44.] 
 

The analysis of Jada’s work showed that she had a severe lack of understanding of 

the relational statement: “1/5 as many miles per week as . .” Her lack of conceptual and 

procedural knowledge of fractions contributed to her conceptual mis-understanding of the 

entire problem. She could not visualize the multiplicative bearing of the relational 

statement in other to determine the number of miles Richie runs per week. In addition, 

she did not demonstrate any ability to contemplate the problem under two sequential 

subproblems and develop valid problem solving models that would address the solution 

of each of them. Evidently, Jada referred to information and strategies that were totally 

irrelevant to the problem under study. She used the addition of 1/5 and 1/6 to obtain 2/11. 

She dismissed the multiplicative role of 1/5 to the point that she added 1/5 with 1/6, 

which was not given mentioned in the text. Again, Jada not only was lacking knowledge 

in simple addition of fractions of different denominators, but also had difficulty to model 
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the situation described in the problem. For example, her final answer of 8/44 was far 

from the true number of miles Richie ran in three weeks. Furthermore, a lack of reading 

comprehension skills could compromise Jada’s mis-understanding of the problem at 

hand. While, she might have difficulty to realize the linguistic symmetry of the relational 

statement (i.e., 1/5 as many per week as Richie does”, she should have been able to 

interpret the question (i.e., “How many miles does Riches run in 4 weeks”) since the 

latter carries with it the multiplicative relation between the number of miles Riche run in 

one week and the number of miles he ran in 4 weeks. Again, Jada had no concept that the 

problem could be broken into two steps: (1) the number miles Richie runs in one week; 

(2) the number of miles Richie runs in 4 weeks. It is perceived that a competent 

knowledge in reading comprehension and operation of fractions would positively 

influence Jada’s problem solving behavior in inconsistent language problems. 

 Cognitively speaking, lack of knowledge in fractions and reading comprehension 

contribute to the decrease of the information processing space in the working memory. 

Thereby, the large, unorganized chunks of information in fractions and discrete textual 

terms fill to capacity the storage area of their conscious memories until problem solvers 

were unable to identify the schema (or retrieve previous information from the long-term 

memory) that fits the given information in order to confection a valid solution model. 

Consequentially, Jada would read the first two sentences of the problems and did not take 

conscience of any relationship between them and which relationship would dictate her 

that the number of miles Richie ran per week could be obtained by multiplying the 

number of miles (run by Joe) by 1/5. This sort of cognitive processes requires that Jada 

have her knowledge in fractions and other lexicons (e.g., how many, per week, etc.) well 

organized in her working memory so that they did not stop her from making connection 

between her previous knowledge (or schema) and the given information (i.e., ‘Joe runs 6 
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miles peer week, he, and 1/5 as miles’). In addition, Jada would have enough room in her 

conscious memory to evaluate the effectiveness of each of different solution models vis-

à-vis the problem at hand. Also, she would study the validity of an adopted solution 

model with the reality, in the sense that this solution touches base with the situation 

described in the problem. Had Jada had enough room in her working memory, she would 

have been able to examine the extent to which her solution (e.g., 8/44) fit the reality of 

the problem which required that Richie run for more miles than Joe did and complete 120 

miles in 4 weeks. Again, Jada was incapable to carry out this cognitive task due her 

unsophisticated knowledge in fractions and reading comprehension.   

 It is important to highlight that Jada erred in greater extent than just 

committing reversal errors (i.e., use of an arithmetic operation that is irrelevant to the 

meaning of the relational statement). Jada would commit reversal errors if she multiplied 

6 by 1/5 to obtain the number of mile Richie ran in one week. However, she used 

addition to combine 1/5 with the inverse of 6. This analysis revealed that in order to 

remedy Jada’s problem solving it would be necessary to adopt a more comprehensive 

strategy that is based in problem representation and fraction manipulation. Had Jada 

committed reversal errors, it would be much easier to build her problem solving skills by 

helping her better represent problems. In other words, one would use her knowledge of 

fractions and key words to help her improve mathematical problem representation. 

Therefore, the researcher is conscious to highlight the difference between just reversal 

error commission and severe lack of conceptual understanding. While both types of 

incompetence express mis-representation of a problem under study, severe lack 

conceptual understanding seems to reveal that a problem solver is far from making sense 

of the problem at all. To help a problem solver remedy from his or her severe lack of 
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conceptual understanding, teachers need to investigate the different areas in reading 

comprehension and mathematics that are lacking in the student’s background.   

 

Implications and Conclusion 

The analysis of both descriptive statistical data and qualitative examination of 

students’ work pointed to the importance of linguistic and cognitive development in 

successful mathematical problem solving. It was evident that students who could 

demonstrate language symmetry in interpreting the relational statement were successful 

at solving inconsistent language problem, whether it was a multiplicative or additive 

problem. On the other hand, the preservation of the second sentence which is another way 

for students to visualize the relationship between the first two sentences of inconsistent 

language problem constituted an important factor for successfully solving the problem. 

However, both types of analysis revealed that the presence of fractions in the relational 

statement strongly influenced students’ problem solving behavior. Although students 

were more prompt to commit reversal errors in language inconsistent problems than in 

consistent language problems, they were likely to do so at much higher rates when the 

problems were fraction-related than when they were fraction-free. Hence, it is suggested 

that educators and instructional leaders provide students with learning experiences which 

would boost their conceptual understanding in fractions.  

 Similarly, the data revealed that the majority of the students were successful at 

identifying the two sequential subproblems, in which they found the solution of the first 

subproblem and used this solution as an input to determine the solution of the second 

subproblem. Although some students erroneously computed the solution for the first 

subproblem, they established the right relationship between the solution of the first 

subproblem and the second subproblem. In cases where students did not consider the 
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logical breaking of the problem into two steps, the data revealed that students had severe 

lack of conceptual understanding of the problem at hand. In other words, they tended to 

use the quantitative information given in the problem in a way that was far removed from 

the correct representation of the problem. Thus, they failed to develop valid problem 

solving models that could contribute to the determination of the solution of the problem. 

 In sum, the examination of the data strongly suggested that students be taught 

problem representation, fractions, and problem solving model building. Teachers are 

recommended to develop students’ reading comprehension skills. It is likely that 

students’ improvement in reading comprehension will promote their capacity to search 

for connections among textual propositions and prior knowledge, in order to formulate a 

correct representation of the problem at hand. Since problem solving models are related 

to the mental representation one constructs out of the reality of the problem, it is crucial 

that students are capable of representing the reality of the problem as it is. 
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Abstract 
Artificial and biological individuals interact among them and with the environment creating social, 
biological and technological self-management processes, where the AJAX and the Flex technologies and the 
social communities are redefining the use and the perception of the net. 

This change led the research group, already involved in the study of the methodologies and the technologies 
for the assisted didactics, to reconsider the classifying criteria adopted for the Learning Objects within the e-
learning courses managed by the Chair of Informatics of the two Faculties of Economics of the University of 
Bari. After the methodological revision of the contents, the group decided to replace the multidimensional 
classification of the information to the traditional one, which was based upon an enumerative-hierarchical 
system. In this work, many transactional solutions are proposed together with a wide explanation of the 
choice of the colon classification instead of the bibliographic traditional alternatives. These solutions aim at 
integrating the new system of classification within the e-learning platforms already in use. 

1.Introduction 
The management of the contents is a science which has had its greatest impulse to meet the needs of 
bibliographic cataloguing in the last centuries. The management of the information on the web has not taken 
much from the knowledge heritage of the library science, and the responsibility of the information 
organization is up to the database designer, excluding the use of a flexible conceptual disposition of the 
information.   

Recently the introduction of the Ajax technology (Garret, 2005) has let the birth of the web 2.0 (Forrest, 
2006) with wiki, blog, and other tools for the management of virtual communities where each user is both 
editor and user of the contents.  

To meet the great increase of demand of information and the need of exchange, new models of 
communication are emerging which produce shared information and involve the managers in the study of 
models that can support the extraction of the data in the most intuitive possible way. This is possible through 
a logic scheme that uses a technological advanced classificatory infrastructure allowing the access to the 
content through selection processes which are not defined presumptive, and that can adapt dynamically to 
any approach of the learning theory, within e-learning environments, through Learning Management System 
systems, and through blended didactics or learning broadcast. 

2.Taxonomies and Learning Objects 
Within the OSEL  Project (Open Source E-Learning), the Chair of Computer Science of the Faculty of 
Economics of the University of Bari offers its students blended courses using e-learning open source 
platforms selected among the most representative, with the aim to choose and to compare them to introduce 
the blended didactics within the academic world. 

The elementary learning units used within the platforms examined are self-produced Learning Objects. 

In a previous work, (Convertini, Albanese, Marengo, Marengo, & Scalera, 2006), starting from the atomic 
definition of Learning Object given by the IEEE (IEEE Learning Technology Standards Committee, 2001), 
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the state of the art of the conceptual models of management of Learning Objects was analized in relation to 
the instructional theories (Bloom, 1956) (Gagne, Wagner, Golas, & Keller, 2004) and is recommended by 
Richey (Richey, 1986).  

The result led to the Osel Taxonomy as a merge of the taxonomic models by Wiley (Wiley, 2000) and 
Redeker (Redeker, 2003), that has allowed a greater compatibility with the variables connected to the variety 
of processes, entities, and activities of classification related to the LO, although a generalized taxonomic 
theory could never be applicable (Merril, Li, & Jones, 1991).  In this work the research group is involved in 
the research of the most efficient management criteria to let the user reach the content of interest, looking for 
the best way to classify the Learning Objects within a learning course regardless of the learning theories they 
depend upon, and caring about their congruence with the perception by the mental schemes of the users. 

In this context, this work has the aim to study the best approach to build an efficient scheme of classification 
for the structuring of web learning courses. 

3.Classification schemes overview 
There are two different typologies of approach to the classification: 

Hierarchical-enumerative: a taxonomic top-down scheme, in which knowledge is divided into progressively 
narrower and more specific categories (a hierarchy). Enumerative classification assigns names to every 
subject and enumerates them, typically in a systematic order. When this approach is applied to libraries, 
where physical objects - books - are classified, each object is located in a single place, often with one only 
path to get there. 

 

Fig 1. Hierarchical – enumerative structure  

Analytical-synthetical: a faceted bottom-up scheme that breaks down a subject into individual concepts 
(analytical) and provides rules to use these concepts in constructing headings for composite complex 
subjects (synthetical). New elements can be developed as new concepts emerge, often without superseding 
the previous categorization activity. 
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Fig 2. Multidimensional structure  

3.1 Hierarchical-enumerative schemes 
Hierarchical-enumerative schemes are basically trees of containers connected by parent-child relationships 
and with one only path from the "root" to the "leaves". Every element is classified under one and one only 
category. According to important authors (Sacco, 2006), the traditional taxonomies can be considered as 
property encoders that, moving from the father-category generate daughters-categories through the addition 
of new properties. The users are very familiar with this kind of knowledge organization which, anyway, has a 
number of drawbacks:  

● Items do not always fit exactly inside one and only one category. 

● Hierarchies are rigid, conservative, and centralized. In a word, inflexible. 

● Hierarchical classifications are influenced by the cataloguer's view of the world and, as a 
consequence, are affected by subjectivity and cultural bias. 

● Rigid hierarchical classification schemes cannot easily keep up with an increasing and evolving 
corpus of items. 

● Hierarchical classifications are costly, complex systems requiring expert cataloguers to guess the 
users' way of thinking and vocabulary (mind reading). 

● Hierarchies require predictions on the future to be stable over time (fortune telling). 

● Hierarchies tend to establish only one consistent authoritative structured vision. This implies a loss 
of precision, erases difference of expression, and does not take into account the variety of user needs 
and views. 

● Hierarchies need expert or trained users to be applied consistently. 

Within these scheme which is often used, the non-specialized systems of classification of knowledge as the 
LCC  (Library of Congress Classification) the DDC (Dewey Decimal Classification or Dewey Decimal 
System), the BC (Bliss Classification Association - Bibliographic Classification - History & description, 
2004) have to be mentioned. 

There are also classification systems created to meet specific exigencies. For instance, the Harvard -
Yenching Classification and the CLC (Chinese Library Classification) for the classification of Chinese 
language materials, or the Universal Decimal Classification  (About Universal Decimal Classification and 
the UDC Consortium, 2006) for the specialistic libraries.  

All the hierarchical - enumerative schemes quoted so far are efficacious within their context of use, where 
the bibliographic research is based upon warehouses of important resources, can have different minutes to be 
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fulfilled, can eventually appeal to a specialized staff that knows its structure and, furthermore, could be 
performed by expert users. 

This is the most used typology for the proposal of Learning Objects within learning courses, although their 
classification often does not follow a predetermined bibliographic scheme but it is based upon taxonomic 
criteria established every time by the archivist. 

3.2 Analytical-synthetical schemes 
The faceted classification is a system of classification of the information formulated within the library 
science as an alternative to the enumerative schemes. Although it universally considered efficacious, it has 
never become a standard.  

The rise of the architecture of the information has boosted it, for the great advantages coming from its 
application in the digital environment and for the flexibility of management of the data based upon DBMS, 
whereas, as it will be explained later, its use has different disadvantages for the management of the paper 
documents. 

The faceted classification uses descriptors mutually exclusive, each one codifying one aspect or one 
persistent property of the object and able to describe it as a whole. These attributes are called facets (this 
term was introduced by the Indian library scientist and mathematician Ranganathan), and have the following 
characteristics: 

● They are invariable from a semantic point of view (i.e. the property colour can vary in terms of 
values in its domain but not in its concept) 

● They form an open set, thus it is always possible to add new facets to the ones already existing; 

● They can be used as research attributes both singularly and combined (Rosati, 2003) 

 The principal characteristics of a faceted system can be summoned up as follows: 

● Multidimensionality: in spite of the traditional systems, in the faceted systems each object is 
classified according to different attributes (called facets) 

● Persistence: these attributes/facets are essential and persistent properties of the object; in this way the 
impact (on the classification system) of eventual changes (of nomenclature, of workflow and so on) 
is reduced or is insignificant. 

● Graduality: it is always possible to add a new descriptive facet of a new aspect of the object; 

● Flexibility: there is a variety of parallel access keys (facets); every object can be found using one 
only attribute(facet) at time, or different attributes combined (Rosati, 2003)  

All these characteristics make the adoption of this system particularly efficacious in digital environment, for 
a faster and more efficient search of the information (Wynar, from P. Murray, Faceted classification of 
information). 

Ranganathan distinguishes two distinctive sides of the subject:  verbal and personality. The verbal level 
allows the analysis of the subject through the decomposition of its categories: every phenomenon can be 
related to five fundamental categories that characterize its essence. The categories are: 

● personality  

● matter 

● energy  

● space 

● time 

They can be imagined as tracks on which the object can be decomposed and through which it is possible to 
find every single facet. The facets are then the different expressions of reality, many ways of being marked 
by the categories that can be expressed, at their turn, by elementary concepts. 

As concerns the analysis of the five categories, personality is the most complex because it is the most 
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philosophical: Ranganathan himself found it difficult to define it (Ranganathan, Elements of classification, 
1952); it could be said that it is the very essence of the object, that kind of connotation without which the 
phenomenon would not be the same. The Classification research Group (bit.listserv.autocat) that still 
nowadays carries on the research started by Ranganathan preferred to use the term entity instead of 
personality. 

Matter represents, more than the other categories, the manifestation of the object in the reality. The CRG 
preferred to use the term property, that is to say the contingent characteristics possessed by the phenomenon. 
In the analysis of the subject it can have different characteristics according to the role it plays within the 
string: matter material, matter property, or matter method. These characteristics representing the material 
aspects of the matter, the properties or the tools, can coexist within the same string. 

Energy, or activity according to the CRG, represents the action that that very  subject having those very 
characteristics makes. According to Ranganathan the difficulties of focalization that this category presented 
could have been overcome through the classification experience. 

Finallly, the categories space and time are the simpler to be defined as “a priori forms of knowledge” (Kant, 
1986). 

The applicative difficulty ad the application too much subjected to discretion has led the CRG to a 
redefinition into 13 categories of more immediate application called: object, kind, part, property, material, 
process, operation, product, by-product, patient, agent, space and time (Broughton, 2001). 

4. Differences between traditional classification and faceted 
classification 
To the verticality of the traditional systems of classification (i.e. excessive deep ramification of the 
hierarchies) and to its rigidity, the faceted classification opposes an horizontal and open (where each facet is 
descriptive of a property or face of the object) system of classes (facets). In his research Giovanni M. Sacco 
of the University of Torino (Sacco, Conventional Taxonomies vs. Dynamic Taxonomies, 2002) compared 
two classification systems, the first based upon traditional taxonomies, the other upon dynamic taxonomies 
(facets): making a research on a corpus of 114.042 documents described by 1100 concepts (where each 
document is classified on an average through 11.19 topics) the average of the results have been the 
following: 

● Of 1246.22 documents with traditional taxonomies (in this case the user has to inspect manually a 
great quantity of documents – no user would ever do that) 

● Of  27.68 documents with dynamic taxonomies, after one single “zoom”  

“The applications based upon faceted classifications have proved to be faster to be examined and to grant 
higher percentages of success than the traditional ones. In conclusion, whereas a conventional taxonomy 
would require the user to inspect result lists of several hundreds documents, a dynamic taxonomy requires 
only one zoom operation to produce an average result size of 13 to 27 documents”. 

The faceted classification proves to adapt both to the user’s mental maps  and to the research information 
styles (Maurer, 2006). 

There are no good reasons to deny that the research can be valid for the LMS systems, that are based upon a 
web interface even if in a controlled environment. 

In the web environment, the research routine of the information and the management of them by  different 
organizations and different individuals involve the impossibility to adopt one single classification scheme to 
the pages and furthermore, show the difficulties deriving from the presence, in every individual, of a mental 
model which is different for the same service. The problem is related to the management of the contents 
within a website but also among various sites belonging to the same organization or the same project. 

5. The hierarchical - enumerative classifications on the web 
and the fundamentum divisionis 
In the web, many criteria for the management of the information are used and which are almost inefficacious, 
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as the analysis of the most important portals for the indexing of the contents through a directory hierarchical 
structure can highlight. Among the most representative Open Directory (DMOZ Open Directory Project), 
Yahoo! (Yahoo!, 2007), WWW Virtual Library (The WWW Virtual Library, 2007), all using systematic 
index that allow the information retrieval by the compilation of a unique hierarchical – enumerative scheme 
and the following indexing of the resources of the web selected or proposed to be inserted by the manager of 
the site. In the library science environment, and in many other environments, it is not an innovation the 
drawing up of a scheme, the selection of the resources and the indexing according to an assigned modality. 

It is natural then to wonder if in the web it is necessary to use one single principle of division at time or, in 
other words, if the mutual exclusivity of the categories and the coherence are properties which cannot be 
renounced. This implies that the methodological rigour in the construction of the classifications is a 
fundamental requirement as it is more efficacious than a less formal approach. 

A partial answer can be found in the theory and in the library routine. 

In the library science the criteria of the absolute coherence of the classifications has always been 
subordinated to “pragmatic principle” according to which it is important that the information retrieval 
systems are useful and easily usable by the users, more than “scientifically correct”. 

Many authors think so, as Serrai (Serrai, 1997), “nobody can assure (…) that the methods of subdivision 
happen according to a unique fundamentum divisionis” as in the library classifications “the hopes to have 
precision and completeness of a logic division” have been abandoned. An evidence to this can be found in 
the division of the category “Architecture” of the Dewey decimal classification (Rowley, 1992), where there 
is a classification based upon temporal criteria more than upon destination criteria. 

 
Fig. 3: also the bibliographic classifications are incoherent: i.e. the Dewey. 

Nevertheless, in the library systems there is still the general trend to use for every knot of the hierarchy one 
single principle of division at time. It is not strange if the directories that use the most diffused bibliographic 
classifications (the classification of the Library of Congress, the Dewey decimal classification and the 
universal decimal classification) are those sites, according to the results of the research Zins, which present a 
minor number of principles of division, whereas in the web this rule seems to be systematically never 
respected. The problem is that this violation happens also at the top-level, a level of strategic importance 
because it represents the principal and also the introductory  organization of the site. 

The most evident use of the classification principles in the web can be found in the systematic index, that is 
to say in those sites that work as organized catalogues of the resources on-line. Generally those index have 
taken from the bibliographic classifications also the semantic approach: the sites are in fact  grouped 
according to their contents. 

An interesting research about the principles of division in the classifications has been carried out by Zins 
(Zins, 2002). After having analyzed nine sites to find their organization schemes and their “level of merge” 
(commercial portals, directory, resources selected by librarians), he demonstrates as “a mixture of categories 
that reflect different classificatory criteria" is the rule in the web. 

The problem for a top-level realized in this way (but in Yahoo! this situation is the same also at other level of 
its hierarchy) is that the violation of the rule of the unique fundamentum divisionis for every knot of the 
classification produces categories which are not mutually exclusive, and then a hybrid scheme of 
organization that is by nature incoherent (different principles of division work at the same time). 

Many have inquired into the concept and the dimension of tolerability of the admitted incoherence. The 
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method used to find a solution has been to come back to the user to verify if the incoherence of the web 
schemes has serious bad effects on the information retrieval and thus it leads to cognitive difficulties in the 
navigation. The answer seems to be positive.  

Actually, according to Zins: “a structured classification scheme helps users to overcome the perplexing effect 
of the chaotic nature of the Internet by providing a cognitive model of information domain (...). However, 
very often a cognitive model of the information domain can be misleading, since it may be based on a biased, 
illogical, or inconsistent scheme”.  Rosenfeld and Morville (2002) agree:“ the power of a pure organizational 
scheme derives from its ability to suggest a simple mental model  easily understandable by the user. Users 
usually recognize a specific organization by audience or by topic,  and pure little organizational schemes can 
be applied to large quantities of contents without wasting the integrity or diminishing the usability. However, 
the mix of elements belonging to different schemes often leads to confusion and the solutions are rarely 
scalar. As the parts are mixed, it is impossible to give shape to a mental model”.  

A coherent system is also more predictable: the reading of some classes could be sufficient for the user to 
deduce all the others, making the activity of comprehension and learning simpler and faster. Sometimes, for 
instance, if the user finds soon the information he was looking for (also before the page is completely loaded) 
it may happen that out and out mental models are not produced: “ users decide quickly which are the parts of 
the page that contain useful information, and then almost don’t look at the rest as it would not exist” (Krug, 
2000). When mental models are useful, the rapidity of their creation and the predictability of the system are 
very important aspects. 

Many authors, (Rosenfeld & Morville, 2002) don’t adopt a rigid attitude and admit the use of incoherent 
schemes in two cases: if the site doesn’t classify large quantities of contents, or if the categories created with 
different fundamenta divisionis are separated among them. 

6. Opening and scalability of the faceted schemes 
In the previous section it was stated that: 

● Many classifications used in the web are incoherent. 

● Incoherence, above all when it is not supported by an adequate design, can lead to a greater difficulty 
in the use of the system by the user, as it blocks the first and fundamental task to build a mental 
scheme of the organization of the site. 

● The classifications elaborated during the long history of the library science, although they renounce 
to an absolute “scientific nature”, they show a greater level of coherence than the home-grown 
schemes of the Web. 

Concerning this, it is important to highlight how the minor rigour of the classifications realized ad hoc for the 
Web is verifiable not only at the low level of coherence, but also in the terms that are chosen to define the 
categories, in the “rough hints to faceting” (Gnoli, 2002) and in the frequent short cut to list “the divisions of 
a certain level (…) in alphabetic instead of systematic order” (Gnoli, 2002). 

Santoro’s opinion (2002) about the home-grown classifications of the Web is pitiless: “they appear episodic, 
approximate, extrinsic, programmatically far from the rigour and from the systematic method of the 
conventional orders”. Hunter (2002) considers them by the same standard as “semi-professional attempts to 
give some subject-based access to Internet resources via hierarchical guides”. 

Thus the use in the Web of the bibliographic classifications could be a good solution. Many have highlighted 
how this could be the best approach: : "it is time to promote our carefully developed, maintained and 
continuously updated library classification systems as general knowledge organization tools" (Mitchell, 
1998). 

The reasons to this thesis are extremely logic: if the library science has been studying for centuries the 
problems related to the organization of the knowledge, and it has been elaborating systems of classification 
well run-in and used all over the world, why do not use them in the Web too, instead of pretending they did 
not exist and wipe the slate clean? 

Actually according to MacLennan (2000), “the skills in which information workers have traditionally 
specialized (identification, acquisition, cataloguing and classification of resources) would seem to be those 
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which have much to offer to the organization of Internet resources, but it appears that, to date, these have not 
been successfully applied to significant degree”, whereas Maltby and Marcella (2000) highlight how “some 
of their practices as well as the classification schemes used have nineteenth-century roots. And many people 
think of these services as essentially and permanently book-oriented, thus often misunderstanding or 
seriously underrating the potential contribution of library practitioners to the dynamic information world of 
today and tomorrow”. 

Within the library environment, the research on these topics has tried to verify which one of the classic 
schemes of classification is the most suitable for the Web (Saed and Chaudry, 2001). For instance, Vizine-
Goetz (1996) show how the Library of Congress Classification and the Dewey Decimal Classification cover 
a wide quantity of arguments to classify the Internet resources. Librarians are aware that many modifications 
have to be made on the traditional method, concerning the difference between the physicalness of the book 
and the virtuality of the Web (Newton, 2000). However, the “old” bibliographic schemes have been hardly 
criticized: Steinberg (1996) describes them as “antiquated and inadequate” whereas Weinberg (1996) 
considers the academic epistemology for the discipline of the Dewey Classification unsuitable for the Web, 
preferring an organization by concrete arguments.  

But the classic bibliographic classifications, as enumerative and shared, have another problem: they are 
conservative because they are structurally close, institutionalized and centralized.  

The traditional schemes of the library science do not let the classifier add a new category during the indexing 
phase, and when necessary. Only the editor can modify the classification, elaborating an official revision 
sheet or publishing a further edition of the scheme. This can happen many years after: times too much long 
for the Web but for the libraries, too. Waiting for a revision or a new edition, the material that has not found 
the right collocation is catalogued into a “compromise” class and thus in an inadequate way. 

In the case of enumerative schemes created and hold by a single institution, the times of updating can be 
faster. To make a system faster and more suitable the managers of the site choose the home-grown 
classifications: if necessary, new sub-categories are created and the previous are modified. All this could not 
be possible if, for instance, Yahoo! had to follow the indications of a traditional, shared, institutionalized and 
centralized scheme. 

The home-grown classifications of the Web found a pragmatic solution to the closing problem, but it would 
be a mistake to consider them as open sets. A real open set allows the compiler, and the editor, too, to 
generate new categories. Whereas, in the home-grown classifications, too (of the Web and of the institutions 
adopting an internally filled scheme), the compiler has no autonomy during the indexing phase, and it is 
necessary to appeal to a compiler to modify the scheme. The greater adaptability of the home-grown 
classifications is not granted by novelties and conceptual improvements, and by the use of classification 
techniques more sophisticated as, for instance, the synthetic generation of the categories. Their basic 
structure remains traditional, thus strictly enumerative, hierarchical and close. 

The systems previewed are rarer and also “rougher” (Gnoli, 2002) than the most recent revisions of some 
classic schemes. The advantage in the greater quickness of change they show with regard to the bibliographic 
shared classifications, is due to external factors, in terms of organization: it is only their home-grown nature 
to let the compiler modify the hierarchy anytime. 

It is different for the analytic-synthetic classifications (faceted) that allow an effective opening thanks to 
substantial innovations in the process of classification. These systems, which are alternative with regard to 
the hierarchical-enumerative schemes, are the result of a radical reconsideration of the classification 
techniques: leaving the idea of an a priori enumeration of all the classes toward a method that allows to 
create the categories “on the fly”, starting from some elements previously established (the facets or foci), the 
compiler can have the possibility to generate the classes he needs while indexing the material.  

An on-line system based upon a faceted classification, thanks to its open nature, is then a good solution to 
meet the need so urgent in the Web to trust on flexible and suitable classifications. 

However, this opening should never be considered absolute. The number of potential previewed categories 
has a limit, although very high, and thus it is a restraint for the abilities of representation of the system.  The 
faceted schemes solve this problem through a high level of scalability, higher than the classic hierarchical-
enumerative classification one (both shared and home-grown). These last are not easily scalable: the addition 
of a new category leads to the modification of the classes of the same level (to assure the mutual exclusivity) 
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or/and of a great part to the tree-structure of the scheme.  

The responsibility to this  (umpteenth) lack of the hierarchical-enumerative classifications is up to their 
pyramid structure. In this kind of tree - structure there are actually strong relations for each branch: the 
inferior classes depend upon the superior. In the faceted schemes it is instead “always possible to add a new 
descriptive facet of a new aspect of the object” (Rosati, 2003) and there won’t be repercussions on the other 
facets (but the criteria of the mutual exclusivity among facets must always be respected). In an analytic-
synthetic classification, every new facet is in fact autonomous from the other: it determine a property (“a 
faceting”) of the object to classify independently from the properties described by the other facets. 

It is not all so simple, anyway. If the system can receive new facets and remain the same, and thus it is 
intrinsically scalable, there is still the problem of the re-classification, as it happens for the hierarchical-
enumerative classifications. The addition of a new facet leads to the re-classification of all the entities in 
relation to the new facet, and when thousand of objects have already been classified, the work is not so easy. 
This re-classification has features even more serious than ones caused within the hierarchic-enumerative 
classifications: the addition of a new category in a pyramid scheme requires the re-classification of only a 
limited zone of the structure of the scheme. It is clear that the addition of a new facet is better than the 
addition of the modification of one or more categories within a pyramid scheme. One more facet leads to an 
exponential growth of the number of the potential combinations and thus, a higher level of specification of 
the descriptive character of the classes.  

What happen, then, with the introduction, clearly possible, of a new focus in a facet? There will be problems 
if the addition of a new focus make the classes no more mutually exclusive: as these belong to a precise 
established taxonomy based upon  the criteria of division of the facet, there will be the same problems of 
integration and re-classification typical of the hierarchical-enumerative classifications: the re-classification 
will not interest all the items but probably a part of them.    

It is then necessary to pay attention, and to spend some time, to the preliminary analysis of the facets: this 
phase is actually extremely important for the development of a system of analytic-synthetic classification 
and, if made with attention, avoids the re-classification problems.    

7. LMS and colon classification 
Hereafter the methods for the implementation of the faceted classification within LMS and CMS systems 
will be analyzed, independently from the data storage system. 

In the case of LMS and CMS not using a DBMS, the best solution is the use of an XML language derived 
(markup) to export/import faceted systems. Peter Van Dijck has created an XML-derived markup: the XFML 
(eXchangeable Faceted Metadata Language). XFML focused on interchanging faceted classification and 
indexing data. It  provides a simple format to share classification and indexing data. It also provides two 
ways to build connections between topics, information, that lets you write clever tools to automate the 
sharing of indexing efforts. It's based upon the principles of faceted classification, addressing many of the 
scaling issues with simple hierarchies. The XFML core spec gives an introduction, defines the concepts, and 
specifies the XML format. The spec is stable and frozen, which means you can safely build applications that 
use it. 
An empty XFML Core document looks like this: 
<?xml version="1.0" ?> 
<xfml version="1.0" url="http://www.informatica.osel.it/ourxfml/map1.xml" 
language="en-us"> 
</xfml> 
It's a valid XML document and conforms to the XFML Core DTD. The url attribute is required; it's the URL 
where the original XFML document can be found. To be nice we add a comment pointing to the XFML Core 
spec: 

<?xml version="1.0" ?> 
<xfml version="1.0" url="http://www.informatica.osel.it/ourxfml/map1.xml" 
language="en-us"> 
</xfml> (Dijck, 2003) 
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In XFML there are two principal elements called facet and topic. 

The facet element defines the top-level facets. It is characterized only by the id that is the name used to 
identify the facet. The following example is an extract of application of the XFML scheme made during the 
course “computer science and computer systems”   
<facet id="argument">Argument </facet> 
<facet id="support">Support</facet> 
<facet id="author">Author</facet> 
<facet id="dimension">Dimension</facet> 
 
That is all that is needed to define the facets. Defining the foci in each one is done similarly, with the topic 
element (as XFML calls foci). Each topic refers back to its parent facet. For instance, the foci in the Brand 
Name facet are defined as follows:  
<topic id="CRM" facet_id="argument"><name> CRM </name></topic> 
<topic id="CMS" facet_id="argument"><name> CMS </name></topic> 
<topic id="LMS" facet_id="argument"><name> LMS </name></topic> 
<topic id="ERP" facet_id="argument"><name> ERP </name></topic> 
<topic id="DSS" facet_id="argument"><name> DSS </name></topic> 
<topic id="IIS" facet_id="argument"><name> IIS </name></topic> 
 
After having defined the facets, the foci will be linked to the parentTopicid  attribute:  
<facet id="argument"> Argument </facet> 
<topic id="CRM" facet_id="argument"> 
 <name> Costumer Relationship Management </name> 
</topic> 
<topic id="Information System" facet_id="argument" parentTopicid="CRM"> 
 <name> Information System </name> 
</topic> 
<topic id="ERP" facet_id="argument" parentTopicid="Information System"> 
 <name> Enterprise Resource Planning </name> 
</topic> 
 
It will be sufficient, then, to create a web page for each entity and to collocate it in the classification through 
XFML. 

Another solution is to integrate a script perl (Mugnaini) or a php within the platform that simulate the 
relationship many-to-many that can be expressed by a DBMS or by the XFML. 

Whereas problems of licensing create difficulties in the redistribution of a platform modified through owner 
script as the ones proposed by facetmap Faceted Classification Software Tools) 

As concerns the platforms using a DBMS, there has been made the analisys of the  technological 
infrastructure of a group of LMS of opensource kind as Moodle (Moodle.org), Ilias (Ilias Open Source) 
Atutor (Atutor: Learning Content Management System: information), or of commercial as Firstclass 
(Firstclass 9.0 Powered Collaborative online communities) and Oracle iLearning  (Oracle Learning 
Management for Human Resources | Oracle Products). Also some CMS among the most diffused have been 
analyzed as Drupal (Drupal.org | Community plumbing), Movable Type (Six Apart) and Wordpress 
(Wordpress Blog Tool and Weblog Platform). Each one of them supports a  hierarchical organization of the 
contents. The integration of the colon classification within these e-learning platforms becomes possible only 
with the modification of the source code of the applications, that can be made only on Opensource platforms 
because of licensing reasons. 

All the LMS analyzed support hierarchical-enumerative classifications. The integration of the colon 
classification must preview the functional integration. Some platforms have a modular structure that allows 
to improve the functions by means of additional forms.   

At the implementation level, the faceted structure suits well to any system based upon a Data Base. The 
detailed description of the logic scheme of a database working on a multidimensional classification will be 
the object of a following study, here only mentioned. Drupal and Wordpress have specific forms for the 

2008 HICE Proceedings 
Page 6672



 

 

management of categories on n levels, that can be easily configured by a logic by facets. Furthermore, 
Drupal has a specific form (Lesieur, 2007)  that also integrates a controlled vocabulary. Movable type has 
still nowadays a limit in the classification of the contents: it allows a classification at an unique level (it does 
not allow, then, the creation of structures of category-subcategory type). The problem can be solved through 
different plugins that the community of MT-plugins.org put at disposal. The first is the one shown by Tanya 
Rabourn in Faceted Movable Type, and used in her PixelCharmer (Faceted Movable Type, 2003). The 
second is the one proposed by Timothy Appnel in his CategoryFaceted plugin (Appnel, 2007). 

 

7. Conclusions 
In this work the problem of the classification of the contents and of the Learning Objects within LMS 
platforms has been widely analyzed, dealing with the theoretic aspects that could be exported to other 
contests. In the meantime, there are lots of topics to investigate:  

● which is the best scientific method to test the efficacy of the faceted classification on the users, with 
respect to the traditional classification?  

●  which are  the principles of the Human Computer Interaction that can better shape the interface for 
the access to the contents distributed by the faceted classification?  

● Is the integration of the faceted classification within the platforms for the distribution of knowledge a 
valid opportunity to adapt the research of the contents to the mental schemes of the students? 

Finally, it would be interesting to investigate the ways to an easy implementation of the faceted 
classification, splitting its implementation from knowledge as in Ranagathan’s work. 

Can the tools substitute the ontological analysis of the classified objects? 

This will be the object of further works. 
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Childhood Program 
4. 1776 University Avenue, EH-223; Honolulu, HI 96822 
5. kserna@hawaii.edu 
6. ABSTRACT:  Actively promoting mental and emotional health is essential to 

creating and sustaining classrooms in which students feel safe, respected 
and valued for whom they are.  This paper covers research into the role of 
mental and emotional health education in creating peaceful classrooms and 
some specific strategies for implementing the concepts to be shared.   
Strategies included in this paper introduce ways of teaching students to: 
• Express feelings in a healthy way. 
• Engage in activities that are mentally and emotionally healthy. 
• Prevent and/or manage internal conflict and stress in healthy ways. 
• Use self-control and impulse control strategies to promote health.  
• Seek help for troublesome feelings. 
• Be empathetic toward others. 
• Carry out personal responsibilities. 
• Establish and maintain healthy relationships.  

      (Telljohann, S.K., Symons, C. W., & Pateman, B., 2007). 
Current National Health Education Standards (NHES) serve as a guide to create 
lessons or plan activities that allow students to learn and practice necessary 
personal and social skills that promote mental, emotional, and physical health    
and safety.  Practice of these health skills, also encourage peaceful exchanges 
between and among students.  This paper also emphasizes how the promotion 
of mental and emotional health applies to democratic classroom management. 
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Building Classroom Environments to Promote the Mental and Emotional 

Well Being of Students 

Introduction 

 A safe and nurturing classroom environment can be used to facilitate an 

individual’s mental and emotional well-being. A student's mental and emotional 

health is crucial to their academic success. Four basic psychological needs that 

must be satisfied for humans to be emotionally healthy are (1) Belonging or 

connecting (relationships; cooperation), (2) Competence or power (responsible 

use of power gained via achievements, mastery, and accomplishments),  

(3) Freedom (choices), and (4) Fun (joyful; playfulness; discovery), according to 

William Glasser as stated by Sullo (2007).  The satisfaction of basic 

psychological needs that support emotional health can also be applied to 

principles of a democratic and judicious classroom.  A democratic classroom 

supports rights of freedom (choices), justice (competence/power), and equality 

(connectedness), as well as personal responsibility (competence/power) 

(Landau, 1999).   

 Students who feel comfortable, safe, challenged, cared for, and connected 

to school are more likely to succeed academically and have increased chances 

of preventing participation in risk behaviors of violence and substance abuse 

(Telljohann, S.K., Symons, C. W., & Pateman, B., 2007).  Therefore, when 

classroom environments are built to intentionally provide opportunities by which 

basic psychological needs of students can be met, students are less likely to 

engage in anti-social behavior and are better able to learn.  This paper will 
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discuss the role of health education to promote student mental and emotional 

well-being, and it’s relation to facilitating a peaceful and democratic classroom.  

This paper will also discuss relevant strategies and applications to help teachers 

build a safe and nurturing classroom environment. 

The Teacher’s Role in Creating a Positive Classroom Environment 

 It is very important that teachers deliberately and actively establish 

classroom environments where students feel safe, nurtured, valued, included, 

and respected.  When they take time to create a positive classroom climate this 

helps facilitate academic improvement (Sullo, 2007).  It is incumbent on teachers 

to exhibit enthusiasm, fairness, and interest, an approachable and caring 

demeanor. Effective teachers help students effectively channel their drive to be 

free in a way respectful of others (Sullo, 2007).  Skilled teachers create joyful 

classrooms that support the highest-quality academic achievement (Sullo, 2007, 

p. 9).  Learning becomes deeper and stronger when teachers and students are 

having fun (Sullo, 2007).  It is important for teachers to communicate an inviting 

and open attitude through their words and actions (Telljohann, S.K., Symons, C. 

W., & Pateman, B., 2007).  This is especially important for the establishment of a 

democratic classroom where students are encouraged to be self-disciplined and 

make good decisions about their actions, and to be mindful how it may impact 

others, assuming social responsibility (Landau, 1999).   

 Teachers should integrate learning activities and strategies that promote a 

safe and positive learning environment, that support connectedness into regular 

classroom instruction. Examples of activities range from energizers, inclusion, 
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and community building activities to holding regular class meetings, allowing 

students to make class decisions, having a classroom anonymous question box, 

and student involvement in service learning.  These activities could be routinely 

used to facilitate positive student interactions in the classroom.  Cooperative 

learning strategies such as “number heads together,” “four corners,”  “line up,” 

“think pair share,” and peer tutoring also create a supportive learning 

environment.  These strategies are not only useful to help build relationships 

amongst class members, but can be used to facilitate student learning for a 

variety of content areas.  Effective strategies provide the means by which 

students can discover, share, and transfer information.   

 The teacher serves as a catalyst for setting the climate for a safe and 

nurturing classroom.  Teacher knowledge, skills, and attitudes are key elements 

to the effectiveness of establishing a classroom environment that supports 

mental and emotional health thus directly impacting student behavior and 

learning.  Therefore, teachers should pay close attention to actively promoting 

mental and emotional health when building a safe and peaceful classroom 

environment. 

The Role of Health Education toward Promoting Mental and Emotional  

Well-Being 

 Standards-based Health Education help students learn and practice 

personal and social skills to promote and protect their health (Appendix A). The 

National Health Education Standards (NHES) promotes the ideal that when 

students learn and practice personal and social health skills, they will participate 
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and engage in healthier behavior reducing riskier ones.  Students practice of 

health skills that promote a peaceful and democratic classroom are when they 

engage in healthy practices of analyzing external and internal influence, 

interpersonal communication, decision-making, goal setting, advocacy, and self-

management (refer to Appendix A).  Creating opportunities within the curriculum 

for students to learn and maintain health-enhancing behaviors contribute to the 

promotion of their overall mental and emotional well-being.  This may help 

increase their ability to actively engage in a peaceful and democratic way.   

Ways to promote healthy behavior outcomes related mental and emotional 

health are to have students: 

• Express feelings in a healthy way 

• Engage in activities that are mentally and emotionally healthy 

• Prevent and/or manage internal conflict and stress in healthy ways 

• Use self-control and impulse control strategies to promote health  

• Seek help for troublesome feelings 

• Be empathetic toward others 

• Carry out personal responsibilities 

• Establish and maintain healthy relationships (Telljohann, S.K., Symons, 

C. W., & Pateman, B., 2007). 

This list helps teachers understand how to plan learning activities necessary to 

support students’ abilities to practice healthy mental and emotional behaviors 

(refer to Appendix B for activity list and sample lesson).  The NHES serve as a 
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guideline for what information students should know and the skills they need to 

increase the prevention of engaging in unhealthy risk behavior. 

Students who practice personal and social health skills are able to express 

themselves in healthy ways; manage conflict; carry out personal responsibility in 

class; think about the effects of one’s actions on others; identify and honor 

diversity by exhibiting respect and support for people with differences; set goals 

to manage stress; identify and seek help when having trouble, explain how 

making fun of others are harmful to oneself and others; and use self-control 

(Telljohann, S.K., Symons, C. W., & Pateman, B., 2007).  The set of skills 

necessary to exhibit mental and emotional health directly align with the skills 

students need to participate in and establish peaceful and democratic classroom 

environments. 

An Example of Theory to Practice 

 Building self-esteem is one example of promoting mental and emotional 

health.  Teachers may deliberately include activities and use strategies that build 

self-esteem as a part of instruction. Reynold Bean (1992) states that research 

has indicated there are four conditions that make up a child’s high self-esteem.  

They are: (1) Sense of Connectiveness: Students must feel that they are a part of 

or related to specific people, places or things, identify with a group, feel 

connected to a past or heritage, have a sense of ownership, feel good about the 

things they feel a part of, and know that the people or things they feel connected 

to are thought well of by others. (2) Sense of Uniqueness:  Students must know 

what is special about themselves, are able to enjoy being different, feel they are 
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affirmed for what they are as opposed to judged for they are not, feel they 

respect self, know that other people think they are special feel creative and 

imaginative and have opportunities to safely express that; (3) Sense of Power: 

Students feel that they are in charge of their own lives, believe that they can do 

what they set out to accomplish, feel others can’t make them do things they really 

don’t want to do, know they’re not going to lose control of themselves under 

pressure, and know they can get what they need to do what they have to do; (4) 

Sense of Models:  Students must know is when people are worthy of being 

emulated, feel confident they can tell right from wrong, have consistent values 

and beliefs that guide and direct their actions in different situations, feel a sense 

of purpose and know where they are headed, are able to make sense of what’s 

going on in their lives, know the standards being used to judge them and have a 

sense of their own standards, a sense of order enabling them to organize their 

environment in order to accomplish tasks.  These four conditions tie in well to, 

the previously mentioned, Glasser’s human basic need and emotional health 

theory (Sullo, 2007). 

 Teachers can use Bean’s basic principles of self-esteem to think about the 

way they plan classroom activities to engage students in practicing desired 

health behavior regarding self-esteem.  Teachers can plan activities that 

emphasize the uniqueness and gifts of students.  For example, a poster or poem 

creation on the topic “What Makes Me Special.” Teachers can incorporate 

interests of students in activities and/or curriculum to help develop a sense of 

uniqueness.  To help students develop a sense of power, teachers can provide 
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students with the skills necessary to accomplish tasks that are challenging that 

when finished, students feel satisfied about their success.  Finally, with high 

standards and organization as a priority, teachers can help students develop a 

sense of models.  It is also important that teachers demonstrate fairness and 

consistency (Telljohann, S., Symons, C., & Pateman, B., 2004).  This provides a 

classroom environment that will enable students to accomplish goals.  Applying 

self-esteem principles to classroom practice is another example of how teachers 

can incorporate simple activities that support mental and emotional health.   

A Sample Lesson  

 The following sample lesson plan supports a student’s sense of 

uniqueness.  This lesson also integrates respect for diversity.  

Title: I Am Different and It’s Okay    

By:  Ku`ulei Serna 

Objectives:  

1. To engage students in a mentally and emotionally healthy activity to 

practice behaviors indicating high self-esteem by developing a sense of 

uniqueness.   

2. To teach students to accept that people have different body shapes and 

sizes, and other personal characteristics that make them unique. National 

Health Education Standard (NHES) 1; Health Education Curriculum and 

Analysis Tool (HECAT) for Mental and Emotional Health (MEH), Grades K-4 

(Telljohann, S.K., Symons, C. W., & Pateman, B., 2007). 
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3. To develop students’ senses of uniqueness by having students 

acknowledge the characteristics that make them unique. NHES 1/HECAT 

(MEH), Grades K-4 (Telljohann, S.K., Symons, C. W., & Pateman, B., 2007). 

Grade: K-3 

Materials: 

• Children’s book titled, “It’s Okay to Be Different” by Todd Parr.   

• Art supplies to create student portraits (Paper, markers, paints, various 

materials, etc). 

Procedure: 

• Begin this lesson with a discussion.  Ask students if they know anyone 

who looks or acts differently than them.  Ask students to expound on their 

responses.  Possible example questions: “Do you know of anyone who looks, 

acts or does things differently than you?” “How are they different?” “What 

makes others different?” “How does that make you feel?”  

• After the opening discussion, introduce the children’s book  “It’s Okay to 

Be Different” by Todd Parr.  You may want to give students an overview of 

the book and what you expect them to pay close attention to while you read 

(optional).   

• Read the book and facilitate discussions that emphasize the positive 

notion that “it’s okay to be different.”  Have students discuss personal and 

relevant experiences relating to the differences emphasized in the book.  

Stress the importance of accepting differences of others. Have students begin 

thinking about what makes them unique and different from others (e.g. 
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physical traits, interests, talents, hobbies, likes and dislikes, etc.).  You may 

want to have students randomly share beginning ideas about personal 

differences or may want students to share at the end of the lesson. 

• After reading the book and holding a brief discussion, have students 

create a portrait of them displaying what they feel is unique about them.  

Have the students title their portrait, It’s Okay for (Student Name) to Be 

Different.”   

• Have the students share their portrait in a classroom community circle.  

Have them complete the statement, “I am different because............and it’s 

okay to be different.”  If your students are able to write, you may want to have 

them express this statement in writing and attach to the back of their self-

portrait. 

Lesson Closure 

When all students have shared their portrait, ask them to point out the 

differences amongst themselves as a class.  Remember to emphasize that 

they are to accept the differences of others.  Also, reiterate the importance of 

being unique, and that students should enjoy being different.  Display portraits 

around the classroom. 

Conclusion 

 Teachers play a vital role in building learning environments that are safe 

and nurturing.  Teachers’ knowledge, attitudes, and skills set class climate and 

expectations for student behavior necessary to create peaceful and democratic 

classrooms.  Standards-based health education set standards for how students 
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should behave in order to be mentally and emotionally healthy.  Teaching 

students personal and social health skills as outlined by the National Health 

Education Standards (American Cancer Society, 2007), also allow students to 

practice skills necessary to participate in and help create peaceful and 

democratic classroom environments.  When teachers build classroom 

environments that support mental and emotional health, they also support the 

creation of a classroom environment that is peaceful and democratic. 
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APPENDIX A 

National Health Education Standards (Joint Committee on National Health 

Standards, 2007)  

1. Students will comprehend concepts related to health promotion and 

disease prevention to enhance health. 

2. Students will analyze the influence of family, peers, culture, media, 

technology, and other factors on health problems. 

3. Students will demonstrate the ability to access valid information and 

products and services to enhance health. 

4. Students will demonstrate the ability to use interpersonal communication 

skills to enhance health and avoid or reduce health risks. 

5. Students will demonstrate the ability to use decision-making skills to 

enhance health. 

6. Students will demonstrate the ability to use goal-setting skills to enhance 

health. 

7. Students will demonstrate the ability to practice health-enhancing 

behaviors and avoid or reduce risks. 

8. Students will demonstrate the ability to advocate for personal, family, and 

community health. 
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APPENDIX B 

List of Sample Standards-Based Health Education Activities that Promote Mental 

and Emotional Health 

1. Same Words, Different Messages:  Students explore tone of voice and 

facial expressions (NHES 4) 

2. Challenging stereotypes (NHES 2) 

3. My family, My Culture, My Pride in Who I am (NHES 2) 

4. Analyzing Media Messages (NHES 2) 

5. Setting classroom agreements/expectations (NHES 5) 

6. Decision Trees: An Organizer for Making Decisions (NHES 5) 

7. Identifying Feelings (NHES 7) 

8. Thank You Letters (NHES 8) 

9. Setting Behavioral and Academic Goals (NHES 6) 

10. Use of children’s literature to promote mental and emotional health 

 
 
 

HEALTH EDUCATION EXAMPLE LESSON 
 
Health education lesson title: Punahele Bear: Using Kind Words With Each 
Other 
(Punahele is a Hawaiian word meaning “favorite,” “to treat as a favorite”) 
 
Developed by: Beth Pateman  (2005)  
 
Grade Level: K-2 

Objectives: 
Students will demonstrate healthy ways to express needs, wants, and 

feelings 
(NHES 4; Mental and emotional health)  
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Assessment 
a. Task: Students will draw a one-panel cartoon with a speech “bubble” and 

one-sentence explanation. 
 

b. Criteria: Students will show in their cartoon: 
• One person saying something kind to another person (balloon for 

words) 
• A one-sentence caption that explains why kind words are important 

 
Active Learning Opportunities 

a. Learning strategy: 
• Ask children to come sit in a circle for the lesson. 
• Introduce a stuffed animal (e.g., Punahele Bear) and ask the children 

to describe him/her (e.g., warm, fuzzy, cute, brown). 
• Tell children that Punahele is very happy and excited about going to 

school—that he can’t wait to get there on the very first day of school. 
• “Walk” Punahele to the middle of the circle (on floor or a small table). 
• Tell children that although Punahele is very happy to go to school, 

sometimes people say and do things that make us feel bad or “junk.” 
Ask children if they can think of anything that people might say or do 
please don’t use anyone’s name) that makes kids feel bad or sad. 

• Wait for children to volunteer their ideas. When a child gives an 
example, repeat the words for the class and agree that this could 
make Punahele feel bad or sad. Give the child a piece of cloth (a rag) 
and ask him/her to go put it over Punahele. Continue with this 
procedure, being sure to wait to give children time to think. (Note: It’s 
okay if children laugh in the beginning—most will stop laughing as 
the activity goes on because they know the words can hurt). 

• When Punahele is covered, stop and ask the children how they think 
he/she feels now. (They might say, “bad, sad, in the dark, hot.”) 

• Ask the children if anyone can think of a time when something like 
this happened to them or to someone they know (remind them not to 
use anyone’s name). Encourage several children to share their 
stories of how words and actions can hurt. 

• After the sharing, ask children what we can do to help Punahale feel 
better. At some point, children usually suggest taking off the rags by 
saying nice or kind words. 

• Reverse the procedure. As children think of something kind to say, 
ask the individuals to go up and take off a rag and hand it back to the 
teacher.  

• When Punahele is uncovered, ask the children how they can use 
their words to help each other. Allow time for them to share. Remind 
children that even when people say they are sorry, mean words and 
actions still hurt. Ask them to try to say kind things to begin with to 
help everyone feel happy to be at school. 
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• Tell the students that Punahele will stay in the classroom to watch 
over them and remind them to use kind words. (Place Punahele on a 
shelf where the children can see him/her.) Use Punahele for future 
conversations as situations arise about how children talk to each 
other. 

• Assessment: Ask children to return to their desks or tables. Ask 
them to draw a picture or cartoon showing one student saying 
something kind to another student in a cartoon bubble. At the bottom 
of the page, students should write one sentence about why using 
kind words is important (teacher will help with writing). 

• Post children’s work in the classroom to remind them to use kind 
words and to refer to in future lessons, along with Punahele. 

 
Extension: Read Words Are Not for Hurting by Elizabeth Verdick  

b. Materials: Stuffed animal, bag of rags, children’s book, paper, colors and 
markers 

c. Time: Approximately 45 minutes to complete lesson and 
pictures/cartoons 

d. Modifications: As needed for individual children  
e.   Resources: Telljohann, S.K., Symons, C. W., & Pateman, B. (2007).   
    Health  education: Elementary and middle school   
    applications, 5th edition.  New York: McGraw-Hill.  
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